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ABSTRACT 

The primary data in the field of second language acquisition is learner language, 

which has been investigated from different perspectives. An important area of research 

has described and explained what happens when L2 learners attempt to convey 

meanings in the foreign language being learnt. The concept "communication strategy" 

was introduced in the research literature in order to explain the difficulties experienced 

by L2 learners due to a limited command of the target language. Different taxonomies 

of communication strategies have been developed by researchers to account for those 

problems. 

This cross-sectional, descriptive study investigates a) the relation between the 

type of communication strategy and the genre attempted in writing, and b) the relation 

between the students' perceptions of the difficulties experienced whíle composing and 

the identified communication strategies in their written texts. 

The corpus consisted of ten descriptive and ten narrative written texts, collected 

from ten EFL learners attending their first year at the English Training College at 

Universidad Nacional de Río Cuarto, and ten questionnaires on the learners' perceptions 

of the difficulties experienced while writing the two genres. Ah l these data were 

analysed qualitative and quantitatively. 

The findings showed that L I- and L2-based lexical communication strategies 

were employed in both genres, with a higher frequency of L2-based ones. It was also 

found that the students' responses to the questionnaires were highly consistent with the 

written texts in relation to the problems they experienced, namely, lexical, as shown by 

their recourse to lexical communication strategies, and also to the difficulties 

determined by the genre attempted. 

Limitations of this study are discussed, pedagogical implications are suggested, 

and directions for further research are given, particularly as regards the development of 

learners' strategic competence to overcome linguistic difficulties. 
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1. INTRODUCTION 

Research on second language acquisition aims at the identification and 

explanation of the ways through which second language learners comprehend and 

produce language (Ellis, 1994). Within this field, psycholinguists have researched the 

internal mechanisms L2 learners activate when expressing their meanings in English. 

More specifically, a large number of researchers in this area (James, 1998; Myles, 2002; 

Yates and Kenkel, 2002) have investigated the strategies employed by learners in order 

to achieve their intended meanings when faced with communication problems. 

It has been hypothesized that these problems result from insufficient knowledge 

of the foreign language, i.e., gaps in the learners' interlanguage. Selinker (1972) 

postulated the existence of a separate linguistic system —an interlanguage- that in his 

view could be observed in the learners' output in the target language. In a similar 

fashion, S.P.Corder (1974) described this system as `transitional competence', referring 

to the systematic errors produced by learners from which researchers "are able to 

reconstruct their knowledge of the language to date" (p. 25). Consequently, learner 

errors are not seen as detrimental to, or interfering with the learning of a target 

language, but as evidence of the linguistic system being learnt. Corder points out that 

the significance of learner errors lies in the fact that, when a learner makes them, there 

is evidence of a strategy which is, in turn, the result of the hypotheses testing processes 

he is involved in during learning. Within this view, errors are regarded as a very 

important source of information about a learner's linguistic development during the 

learning process. 

According to Selinker (1972), second language acquisition researchers interested 

in investigating learner language and the internal mechanisms underlying interlanguage 

behaviour should focus their attention on the "only observable data" (p. 34), that is to 

say, meaningful performance data which consist of the utterances that L2 learners 

produce when they attempt to communicate messages in the target language. In the field 

of second language acquisition, different methods have been used to investigate learner 

language, which range from naturally-occurring samples, through clinically elicited 

ones to experimentally-elicited samples (Ellis and Barkhuizen, 2005). The present study 

utilizes clinical elicitation, which involves the use of tasks specifically collected for the 

purposes of the research, and where learners are primarily concerned with message 
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conveyance. These samples constitute concrete evidence of learners' strategic 

behaviour. Communication strategies have drawn researchers' attention, since they are 

the manifestations of the internal mechanisms activated by learners in their attempt to 

transmit meanings in the face of a communication problem. When students do not find 

it possible to use their interlanguage in an unproblematic way, they resort to strategies 

in order to cope with such obstacles. This ability to handle communication strategies in 

response to linguistic difficulties forms pan of a learner's strategic competence, and is 

closely related to the creative aspects of language (Faerch & Kasper, 1983b). 

As early as 1972, Selinker observed that communication strategies accounted for 

certain classes of errors that were evidence of a learner's attempt to express meanings 

with an inadequate grasp of the target language system. Likewise, Haastrup and 

Phillipson (1983) state that when learners are "manifestly in trouble in putting across" 

what they intend to express, they "will generally have recourse to a communication 

strategy" (p. 144). This view is also shared by Brown (2000), who considers that the 

communication strategies used by learners while trying to get their meanings across 

"can themselves become a source °t'error" (p. 227). The insights contributed by Corder, 

Selinker and other specialists in error analysis have provided the basis for empirical 

studies that pursue the investigation of psycholinguistic processes tuiderlying 

performance. Numerous studies (Tarone, 1983; Faerch and Kasper, 1983b; Váradi, 

1983; Roca de Larios et al, 1999; Faucette. 2001) have focused on the communication 

strategies foreign language learners use in order to compensate for "inadequate 

knowledge when communicating a particular message" (Ellis, 1994, p. 30). In this 

respect, however, most investigations on communication strategies have dealt with 

difficulties experienced during oral performance (Blum-Kulka and Levenson, 1983; 

Haastrup and Phillipson, 1983; Dechert, 1983; Tarone, Cohen and Dumas, 1983), 

mainly due to the researchers' interest in the analysis of interactional aspects of 

communication. Váradi (1983) states, "in order to assess the communicative effect of 

learners' utterances more precisely, they must be placed into an interactional 

perspective involving the native speaker's reception and responses" (p. 75). 

Undoubtedly, this emphasis on oral communication strategies has its origin in the 

difficulties involved in oral production, such as the considerable attentional resources 

demanded by oral output (Skehan, 1998), the management of interaction, as well as the 

negotiation of meaning in real time. Nevertheless, it has to be acknowledged that the 

production of written texts is also the outcome of complicated cognitive operations, 
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which involve, according to O'Malley and Chamot (1990), different phases: 

construction, transformation and execution. Furthermore, the difficulties that students 

may encounter when writing can also be attributed to the nature of the mode. Martin (in 

Martin and Rothery, 1986) states that writing does not allow immediate feedback, and 

involves distance from the topic. Therefore, writers need to bring into play ah l the 

linguistic resources at hand in order to construct a context-independent text. Along the 

same une, Richards (1990) argues that "the rules of written discourse are largely learned 

through instruction and practice" (p. 101), and since the goal of written language is the 

conveyance of accurate, effective and appropriate information, it demands a more 

marked explicitness than spoken language (Richards, 1990). 

Writing accurately in a second language is beyond doubt a difficult task that 

entails a lengthy learning process. Research indicates that underlying competences are 

called upon at the moment of actual performance (Skehan 1998). Ellis (1994) and 

Tarone (1988) state that the ability to use language appropriately in specific contexts 

demands that learners draw upon their knowledge of syntax, lexis and discourse, while 

at the same time being sociolinguistically and strategically competent (Canale and 

Swain 1980; Canale 1983). 

Grabe and Kaplan (1996) describe writing as the complex combination of content 

information, rhetorical demands, and reader interpretation. Similarly, Richards (1990) 

observes that besides "the linguistic organization of written discourse" (p. 101), writers 

have "to consider the genre of text they are trying to produce" (p. 101) in view of their 

purpose. In relation to this, Grabe and Kaplan (op.cit.) explain that foreign language 

learners are expected to "transform their L2 knowledge when the context imposes 

limiting constraints, i.e., in the face of a complex writing assignment" (p. 115). This 

means that learning to write requires the manipulation of complex structural, lexical and 

rhetorical dimensions through specific instruction, due to the intrinsic difficulties 

involved in composing in a foreign language. More specifically, research on writing 

processes indicates that writing skillfully entails "planning longer and elaborately, 

reviewing and reassessing plans regularly, considering solutions to rhetorical problems, 

as well as considering the reader's point of view in planning and writing, revising in 

line with global goals, and having a wide range of strategies to call upon" (p. 240). 

Composing is a complex activity that demands more content words (Martin and 

Rothery, 1986) to express meanings efficiently. According to Halliday (1985b), the 

complexity of writing is lexical, and consequently, a good writer should be able to 
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control his ability to adjust the lexical density of his text in view of the requirements of 

the task. 

Genre specialists have shown that different genres make different demands on 

leamers. Consequently, they need to be exposed to a variety of text-types within the 

relevant target genres. Apart from controlling lexical density, writers need to be 

responsive to the social purposes of written communication. This entails the ability to 

structure the written texts and to choose the appropriate lexico-grammatical and 

discourse resources as determined by the genre of the texts (Hyland 2002a). Research in 

L2 writing has shown that raising learners' awareness on the generic structure of texts 

has a positive influence on their proficiency as writers (Chimbganda, 2000; Martin and 

Rothery, 1986). Several discourse analysts believe that genre provides the vehicle 

through which learners "order their communication experiences during composition" 

(Chimbganda, 2000, p. 3), and also a context that helps improve their writing skills. 

With very few exceptions (Koda, 1993), not much research has been undertaken 

to investigate the use of communication strategies in writing. However, it is in the early 

70s. when Selinker (1972) proposes that oral as well as written products constitute 

psychologically relevant data to study interlanguage. Scholfield and Katamine (2000) 

consider it important to investigate the communication strategies employed in written 

output, as well as the relationship they bear to error. 

The purpose of the present study is precisely to investigate what kind of 

communication strategies first year EFL college learners resort to in order to solve their 

communication problems when writing. Descriptions and narrations are two of the 

genres of the language curriculum that they are expected to master. 

Formal assessment of these students' written output provided evidence of 

problems of different kmds: 

a) at the level of the micro-structure of texts: errors in the use of lexico-

grammatical resources (non-idiomatic expressions), and 

b) at the level of the macro-structure of texts • errors in the organization and 

development of ideas affecting the schematic structure —`stages'- of texts. 

This situation has motivated the present study since these beginning L2 writers 

face a twofold problem: they are simultaneously learning the linguistic code of the 

target language while being called upon to meet the demands of composing specific 

genres in that language (Engber, 1995). 
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Therefore, research into the type of communication strategies our First Year 

learners tend to apply when writing in English may contribute with knowledge and 

insight into how they convey their meanings and how they solve their communication 

difficulties in the written mode across genres. 



2. LITE1RATURE REVIEW 

Research into second language writing has directed its attention on a variety of 

related areas, in the hope of understanding what cognitive processes are activated during 

composing, which entails the ability to produce or re-produce information taking into 

account different discourse types (Myles, 2002). The applied linguists Grabe and 

Kaplan (1996) affirm that since "writing abilities are not naturally acquired", they 

involve "training, instruction, practice, experience and purpose" (p. 6). Although there 

have been many studies about communication strategies, the vast majority have 

analysed them as problem-solving devices in the process of oral production, and 

following a variety of taxonomical categories for their identification. However, few 

investigations have dealt with the interaction between written communication strategies 

and specific discourse types. This is a topic that has to be investigated in order to study 

these alternative mechanisms utilized to compensate for gaps in target language 

knowledge in combination with the context provided by texts with specific generic 

structures. The present study attempts to address this issue taking into account previous 

research into communication and compensatory strategies interacting with descriptive 

and narrative texts, with a focus on lexical difficulties. 

2.1 Communication Strategies 

It was as early as the late 60s. that S.P. Corder (1967) pointed out the relevance of 

errors as evidence of a learner' s application of strategies in the discovery of the right 

forms while learning a language. Some years later, Selinker in his work Interlanguage' 

(1972), applied the term `strategies of communication' to refer to certain classes of 

errors made by L2 learners due to an incomplete knowledge of the target language. In 

view of these insightful perspectives on second language acquisition, researchers started 

focusing their attention on language learners' communication strategies and, as a result, 

there appeared a profusion of typologies with their classification (e.g. Tarone, Cohen & 

Dumas, 1983; Faerch & Kasper, 1983a; S. P. Corder, 1983; Blum-Kulka & Levenston, 

1983; Poulisse, 1987). 
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2.2 Communication Strategies in IL speech production 

Haastrup & Phillipson (1983) explored how learners coped in real communication 

situations. For this purpose, they set out to investigate how Danish learners of English 

interacted with native speakers of English in conversations about life experiences that 

were video-taped. The fact that the English speakers knew no Danish and were not 

familiar with the Danish style of life put the learners in the position of having to provide 

the native speakers of English with a good deal of basic information in the target 

language, which led to some communication disruptions. Drawing on Faerch & 

Kasper's (1983b) taxonomy of compensatory strategies, the authors found that 1, 1-

based strategies nearly always lead to partial or non-comprehension, and interlanguage-

based strategies often lead to full comprehension' (p. 165). While their findings are 

inconclusive in relation to which achievement strategy is the most effective, the general 

pattern that arose in this research is that interlanguage-based strategies have great 

potential for communicative success. 

Bialystok (1983) investigated the strategies employed by a group of Anglo-

Canadian learners of French (adults and adolescents) who had received instruction in 

the L2. The elicitation method consisted of an oral picture-reconstruction task. After 

analysing the L 1 - and L2- based strategies applied by the students while describing the 

pictures to the native speakers so that the latter were able to reconstruct them, 

Bialystok' s results showed that the more efficient strategies are those which are based 

on the target language and that the best strategy users combine an adequate L2 

proficiency and an ability to select the right strategy. 

Some years later, in an empirical research designed to explore the relationship 

between Chinese EFL learners' proficiency and their strategic competence by means of 

a concept-identification task with native speakers, Chen (1990) reponed that the 

frequency, type and effectiveness of communication strategies vary according to the 

learners' proficiency level. The strategies identified in this study included, among others, 

linguistic-based, which are equivalent to L2-based- lexical communication strategies. 

Despite the fact that the participants' oral output consisted of isolated sentences instead 

of connected discourse, a major qualitative finding of this study was that 

...the linguistic-based communication strategies were more effective 
in conveying the meaning of the concept, because they stated the 
necessary and appropriate information in a clear and direct way, 
which was more informative to the native speaker (1990:175). 
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Littlemore (2003) researched the communicative effectiveness of different types 

of communication strategies as employed by French university learners of English. The 

data, consisting in the oral description of pictures which contained individual items, 

were classified into three strategy families: substitution, substitution plus, and 

reconceptualization (Poulisse, 1993). The quantitative and qualitative findings showed 

that the use of reconceptualization strategies, mainly paraphrasing, appeared to be the 

most communicatively effective. Although the results of this study cannot be 

generalized to ah l language learners in ah l situations, it was shown how gaps in target 

language lexis can be overcome by means of the application of communication 

strategies. 

2.3 Communication strategies in IL written production 

A more recent contribution to the understanding of how compensatory strategies 

are used to explain the process behind the production of errors is Olsen's (1999). By 

means of the elicitation of written compositions by Norwegian school learners of 

English with little exposure to the target language, the author focused on different 

categories of errors, among which were lexical deviant forms, and then analysed them 

following an adapted taxonomy of communication strategies. Despite the fact that not 

all the errors found in the data are specified in detail, his findings indicate that "less 

proficient learners use L 1 patterns in their L2" (p. 201). The researcher makes the 

observation that 

...less proficient learners will have an interlanguage containing more 
elements from their native language since they have not reached a 
stage where the native language is no longer necessary for reference 
(1999:193) 

A further contribution to communication strategies research is Chimbganda's 

(2000), who carried out a study on these strategies as used in the writing of ESL 

students' answers to questions in the field of Biology. This research was prompted by 

the author's concern about the generally low proficiency level of many first year science 

students in their written communication skills. The collected data consisted in the 

answers to open-ended questions on biology topics. After a qualitative and quantitative 

analyses of a large amount of data utilizing an adapted taxonomy, the study showed that 

those students who were prepared to take risks by exploiting their resource-expansion 
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strategies tended to do better. The most relevant implication of this study is that tasks 

that enhance strategic competence might promote overall writing proficiency. 

Ah l the studies revised aboye illustrate different researchers' concern about the 

relationship that appears to exist between gaps in target language lexical knowledge and 

the use of communication strategies. However, several differences distinguished these 

investigations one from the other, such as the subjects' linguistic proficiency level, their 

learning environments, the taxonomies of communication strategies employed, the 

medium through which the output was produced, as well as the methodology used to 

collect and analyze data, and the presentation of results. Specifically, with regard to 

mode, some researchers investigated communication strategies in oral communication, 

while others saw the necessity to study them in written production; some decided to 

have the participants interact with native speakers of English, whereas others chose to 

obtain their data from written output in response to pictures. Also, some researchers 

used their own adapted taxonomies, while others followed established categories of 

communication or compensatory strategies. Analyses of data were carried out by means 

of either quantitative or qualitative measures, and in some cases both methods were 

employed. 

Notwithstanding the dissimilarities among the aboye mentioned research studies, 

they ah l share a concern about how second or foreign language learners manage to 

convey their meanings with an inadequate grasp of the target language. General results 

indicate that through the activation of strategic competence manifested through the use 

of communication strategies, specific meanings can be transmitted, in spite of lexical 

gaps. 

2.4 Communication strategies and genre 

As shown aboye, there have been a ntunber of investigations related to the 

application of communication strategies in interlanguage speech production, whereas in 

writing, this area has received lesser attention. Furthermore, what to the best of my 

knowledge is lacking in the study of communication strategies is the connection 

between their use and specific text types. 

In the early 80s, and prompted by the need to study "the internal procedures of 

mental processing" (p. 176), Dechert (1983) set out to analyse the strategies, or 

procedures, involved in the oral production of interlanguage. He was interested in "what 
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procedures or levels of representation are actually activated by a second language 

speaker in the performance of a special task" (p. 176). In order to investigate this, he 

elicited the production of an oral narration from an advanced EFL learner using 

cartoons as prompts, and recorded the learner narrating the sequence. lis findings were 

that, despite some linguistic errors in her output, the participant's underlying narrative 

structure was coherent, since she was able "to reconstruct the rather difficult visual 

input quite well" (p. 183). 

Fakhri (1984) examined the use of communication strategies in narrative 

discourse. By means of twelve recorded narrations elicited from one English speaker 

learning Moroccan Arabic as a second language over a four-week period, the researcher 

investigated how a particular discourse genre constrained the use of communication 

strategies. After a qualitative and quantitative analysís on the basis of Tarone's (1980) 

taxonomy, Fakhri found that the stage of the genre determined to a large extent the 

strategy employed. Specifically, he found that the strategy borrowing' that 

outnumbered other communication strategies appeared in the `episodic component' (p. 

22), which corresponds to Labov's (1972, in Fakhri, op.cit.) `complicating action'. 

Moreover, the participant managed to convey meanings effectively by using various 

communication strategies to compensate for linguistic deficiencies. 

Another research that focused on the effect of task-related factors on the use of 

compensatory strategies to solve lexical problems was Poulisse and Schils' (1989) study. 

The forty-five participants, who liad different levels of language proficiency, were 

tested on three different tasks: a picture naming/descriptíon task, a story retell task, and 

an oral interview with a native speaker of English. The compensatory strategies 

employed were categorized as conceptual and linguistic. The data were quantitatively 

analysed, and showed that the type of strategy applied was not related to the 

participants' proficiency level. Instead, factors related to the type of task and context 

were found to bear a relationship with the choice of compensatory strategy. This means 

that while in the story retell task and the oral interview "it was possible for the subjects 

to leave some lexical problems unresolved and yet successfully complete the task as a 

whole" (p. 37), the picture naming/description task was more linguistically demanding 

and demanded a higher level of clarity since it "required the subjects to solve all lexical 

problems", posed by the photographs presented in isolation (pp. 37-38). This study 

provides evidence that text types may affect the way L2 leamers conununicate their 

meanings in the target language. 
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In an exploratory investigation on the performance of strategic competence, Yule 

& Tarone (1990) elicited the oral production of three tasks: a description, a narration 

and instructions, with the aim of identifying referents, or entities, in each of them. By 

`referents' it is meant the "referring expressions used in actual speech" (p. 180). These 

tasks were designed in order for the communicative act to have a purpose to fulfil (p. 

185). After the analysis of the recorded data provided by native and non-native speakers 

of English, it was found that the narrative task was easy for ah l the participants, the 

descriptive task contained more communication strategies because some objects being 

described were unfamiliar to the participants, and also some degree of overlap of forms 

used by both groups of students in the instructional task. The relevance of this research 

lies, as the authors state, in that the tasks proposed "provide opportunities for genuinely 

communicative activities" (p. 193), leading to the accomplishment of the conveyance of 

meaning, which is, after al!, the ultimate aim of strategic competence. Furthermore, it 

shows that the application of target language-based communication strategies leads to 

effective communication. 

A further study that established a connection between the application of lexical 

communication strategies and genre was McClure's (1991). She made a detailed 

investigation on the use of lexical strategies in L2 narratives by means of a comparison 

of a large corpus of L 1 and L2 written narrations elicited through a silent film. The 

statistical and descriptive analyses indicated that there was a greater lexical diversity in 

the stories produced by more advanced students, and that overgeneralization was a 

common strategy, followed by transfer and circumlocution. Though this study 

investigated the use of communication strategies in narrative discourse, it did not focus 

on the section within which they were employed. However, these results are illustrative 

of the strategic behaviour of language learners during composing both in Ll and L2. 

The influence of different types of genre on the quality of foreign language 

composition was also considered by Koda (1993). Twenty five American college 

students learning Japanese provided the data, which consisted of descriptive and 

narrative tasks that were qualitative and quantitatively analysed in order to assess 

grammar and vocabulary knowledge in relation to the writing demands of each task. 

The analyses demonstrated that "the tasks posed varying linguistic and rhetorical 

requirements" (p. 343), and that "vocabulary knowledge contributes substantially to 

foreign language composition" (p. 337). The author concluded that "narrative tasks may 

involve more demanding linguistic processing at varying levels, e.g. lexical, than 
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descriptive tasks" (p. 343). This study reinforces the importance of knowledge of 

content words for constructing meaning of texts. 

One of the latest contributions to the research of communication strategies as 

applied in specific genres has been a study by Scholfield and Katamine (2000), which 

re-affirmed the relevance of the concept of communication strategies in relation to 

written production. One of the purposes of their research was examining the effects of 

the medium of production-speech vs. writing- on strategy choice. An oral and a written 

picture description task in English were elicited from twenty PhD students at the 

University of Birmingham. This task was followed by a written description, this time in 

the leamers' native language, with the purpose of ascertaining the optimal meaning 

conveyed in the absence of linguistic problems. The taxonomy of communication 

strategies employed was Tarone's (1977, in Scholfield and Katamine, op. cit.), and the 

data were analysed qualitative and quantitatively. Though one group of participants was 

allowed to resort to a bilingual dictionary for the written task in English, they also 

resorted to communication strategies for the transmission of meanings. Circumlocution 

was acknowledged to be the most communicatively successful strategy in both genres. 

Another conclusion the researchers arrived at was that when learners notice an output 

problem, some leaming may occur along with their attempts to deal with it. This is an 

inherent notion underlying the concept of communication strategy, as it seems that 

when learners run short of vocabulary to express their thoughts, certain psycholinguistic 

processes are activated in order to solve the problem and be able to continue with the 

cognitive task of composing. 

In summary, the literature review of communication strategies as applied by EFL 

learners in a variety of contexts shows the researchers' concern with the leamers' 

application of problem-solving mechanisms. Some have dealt with them in isolated 

sentences, while others in connected discourse and in some cases, elicited by visual 

images. Some investigators have focused on the oral verbalization of narrative and 

descriptive text types. Other researchers have considered how the specific stages of 

genres can determine the type of strategy utilized, whereas others have been concemed 

with the use of communication strategies in different text types such as descriptions and 

narrations, verbalized either in the mother tongue or in the target language, through the 

comparison of the lexical diversity manifested in each. 

Though the results of these studies were varied, they shared some similarities, 

such as the use of certain communication strategies in specific stages, the focus on 
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either oral or written media, and mainly, the relevance of vocabulary for meaning-

making. 

The findings from the aboye mentioned research serve to illustrate that the 

investigation of communication strategies as applied by L2 learners may provide 

insightful information about second or foreign language production processes associated 

with both the spoken and written modes, and specifically about the way learners deploy 

their knowledge of the target language to communicate intended meanings using the 

linguistic resources that have at their disposal. It is my contention that the connection 

between L2 writing, communication strategies and text types is worthy of investigation 

because it may throw light into an issue of great concern among second language 

instructors: given the different types of texts that students are expected to produce in 

writing, which are the texts that appear more problematic and are, therefore, a source of 

difficulty? How do learners behave linguistically to cope with such difficulties?. 

To sum up, the relationship between the employment of communication strategies 

and the development of strategic competence has been the focus of plentiful research in 

second language acquisition in the last two decades. Furthermore, communication 

strategies have received researchers' attention mostly from the point of view of oral 

production, in L 1 as well as in L2 contexts, and in different fields of study. However, 

there remain gaps in the research of communication strategies in the written medium 

(Scholfield & Katamine, 2000). Chimbganda (2000) put special emphasis on the need 

learners experience when faced with overwhelming communicative problems in writing, 

by stating that: 

...unlike in oral communication where there is shared meaning 
between the interlocutors, there is no immediate feedback in written 
communication. Learners must, therefore, fmd from their linguistic 
resources the facilitative strategies which will enable them to convey 
the intended meaning as accurately as possible (p. 3). 

The present study seeks to provide some insights into the way L2 learners use 

communication strategies in the writing of two specific discourse genres, namely, a 

descriptive and a narrative text. 



3. THEORETICAL FRAMEWORK 

3.1 Second language writing 

The complex and dynamic nature of writing, including the composing process 

itself, has been extensively focused upon and researched in the literature of foreign and 

second language learning and teaching. 

Most specialists in second language writing agree that the ability to write is not 

"naturally acquired" (Grabe and Kaplan, 1996, p. 6). This means that it is a set of skills-

a lechnology'- that is learnt only through experience and practice, specific training as 

well as instruction, that "serves social functions and is culturally transmitted" (Grabe 

and Kaplan, op. cit., p. 17). Celce-Murcia and Olshtein (2000) also support the view 

that writing is often perceived as the most difficult skill since "it requires a higher level 

of productive language control than the other skills" (p. 161). According to some L2 

writing investigators, the cognitive demands of composing in a foreign language are 

diminished when the writers are aware of the fact that writing is, simply, the process of 

making meaning by means of the linguistic resources at their disposal. Wray and 

Medwell (1991) regard composing as a "creative act involving the moulding of ideas 

and the creation and ordering of knowledge" (p. 117). Within this perspective, language 

is viewed as "a means of making sense of one's world" (p. 117). 

In order to improve the quality of the written products of foreign language 

learners of English as well as to make writing instruction relevant to students' academic 

lives, Hyland (2002a) observes that instructors should direct their attention to "the 

ways individuals write, the issues they consider when composing, the texts they 

produce, and the strategies they can use" (p. 150). Long and Richards state that "the 

teaching of writing is based on an understanding of the nature of texts, cognitive 

processes, learners, participants, and learning contexts" (in Kroll, 2003, preface). James 

(1998) emphasizes the importance of the teaching of writing by expressing that "it is in 

the written medium that both native and second language users need to conform to a 

standard" (p. 44) in order to be linguistically accurate to be understood by a wide 

readership. 

In the 1980s, the interest in writing shifted from considering it from the point of 

view of sentence-structure to that of discourse-level structure, and this shift opened the 

way towards seeing this activity as purposeful, "to resolve real-world language-based 

problems" (Grabe & Kaplan, 1996, p. 1). Under the influence of several researchers 
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(Flower and Hayes, 1981; Zamel, 1982, 1985; Raimes, 1985, 1987; Bereiter & 

Scardamalia, 1987), writing started being viewed as the outcome of a "thinking process 

in its own right" (White & Arndt, op.cit., p. 3). This new perspective on how text is 

composed emphasized the concept of attention to meaning, and not just form. 

Researchers found that the act of creating text responds to multiple and recursive facets, 

from generating ideas, focusing, structuring, drafting, evaluating, re-viewing, to editing 

(White & Arndt,op.cit.). By observing "what actually goes on when people write" 

(White & Arndt, op.cit. p. 3), specialists in L2 writing started investigating the cognitive 

skills involved in the highly intricate mechanism of writing. Nunan (1989) describes 

the process of writing as the evolution of the composing act "through several stages as 

writers discover, through the process, what it is that they are trying to say" (p. 36), and 

observes that there is a transformation and refinement of ideas "as the writer writes and 

rewrites" (p. 36). Also Cohen (1990) makes reference to the recursiveness of this 

approach, as "writers go back to go forth", and emphasizes its pedagogic value by 

stating that "the writer's awareness of writing processes is heightened" (p. 105). 

Evidence from research on process writing has demonstrated that writing goes 

beyond the application of linguistic and rhetorical mies. It has been shown that it is a 

problem-solving activity during which writers apply strategic behaviour with the 

purpose of dealing effectively with the difficulties encountered during the production of 

a coherent message. Accordmg to White & Arndt (op.cit.), what differentiates a 

process-focused approach from a product-centred one is that the outcome of writing, 

i.e., the text, has not been pre-conceived by analyses of model texts; on the contrary, 

process writing enables students to exert control over the cognitive operations and 

strategies so that the generated text will be the result of a discovery process by the 

writers themselves. 

In their critique of process writing, L2 writing researchers like Hyland (2003) 

sustain that process models fail to inform learners of the ways social context affects 

linguistic outcomes, and Martin (1993, in Hyland, op.cit.) states that process-centred 

techniques do not allow learners to participate in valued discourses. In a similar fashion, 

Grabe & Kaplan (1996) point out that alma from considering the process-oriented 

perspective on writing, it is also necessary to address issues of "audience and social 

context" (p. 37) in relation to the written product. 

Realizing the need for more socially-oriented views of writing, some researchers 

(Swales 1990) laid the foundation of the genre-based approach to the teaching of 
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language through which a new perspective was added: writing began to be considered 

not only a set of cognitive abilities but as a purposeful activity by means of which 

meanings are socially constructed in response to different contexts and communities. 

Also, Kress (1994) considered that "texts are social objects" (p. 221), recognizable as 

genres and that the knowledge of generic forms constitutes a requirement to be fully 

competent in writing. Similarly, Hyland (2003) emphasized the social value of genre 

and its relationship with writing as a "resource for constructing our relationships with 

others and for understanding our experience of the world" (p. 28). 

From a pedagogic point of view, research insights have proved that a genre-based 

approach to writing empowers L2 learners to produce, by means of a conscious 

manipulation of adequate linguistic choices, target text types that are distinct and 

recognizable in terms of their purpose, audience and message (Macken-Horarik, 2002). 

Furthermore, as Johns (2002) points out, the conventions of a genre and its context have 

a strong influence on the features of a text. Consequently, student writers need to 

conform to those boundaries through specific genre instruction to be able to control 

specific text types. 

3.2 Genre theory and second language writing 

Within the area of L2 teaching and learning, the notion of genre has been given a 

predominant role. As early as 1981, the tertn `genre' was employed by Elaine Tarone 

and John Swales to refer to the discourse structure and linguistic features of scientific 

research reports. This term is also used in relation to the teaching of academic writing to 

ESL students, since it is considered as an "organizing principie for the development of 

language learning programs" (Paltridge, 2001, p. 3). 

Various schools of genre have emerged in response to their "different conceptions 

in terms of the research and pedagogies they encourage" (Hyland, 2002b, p. 114). 

Hyland (op.cit.) describes the three orientations to the genre approach as follows: 

• The New Rhetoric group concerns itself with investigating contexts, studying 

genre "as the motivated, functional relationship between text type and 

rhetorical situation" (Coe, as cited in Hyland, op. cit. p. 114). Research 

methodologies of this school are ethnographic rather than text analytic, and aim 

at exploring attitudes, values and beliefs of the communities of text users that 

genres imply and construct. 
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• The ESP approach to genre emphasizes the communicative purpose and formal 

properties of text. Genre stands for "a class of communicative events employed 

by specific discourse communities whose members share broad communicative 

purposes" (Swales, in Hyland, op. cit. p. 115). 

• The 'Sydney School', based on the theoretical work of Michael Halliday's 

(1994) Systemic Functional Linguistics, puts emphasis on the social purpose of 

genres as it regards language as systematically linked to context, and aims at 

describing the schematic structures that serve them. Martin (1984) defined 

genre as "a staged, goal-oriented, purposeful activity in which speakers engage 

as members of our culture" (in Paltridge, 2001, p. 11). Gerot and Wignell 

(1994) also emphasize the functional aspect of genres by asserting that "genres 

arose in social interaction to fulfill humans' social purposes" (p. 190). 

Specialists of this school study the specific stages of genres, together with 

patterns of lexico-grammatical and cohesive devices which "construct the 

functions of the stages of the genres" (Rothery, as cited in Hyland, op. cit. 

p.115). 

Despite their differences, what the three approaches to the study of genre share is 

"an attempt to describe and explain regularities of purpose, form and situated social 

action "(Hyland, op. cit. p. 115). 

Several theoreticians refer to the main features of a genre-based approach to 

writing. Paltridge (2001) states that the systemic functional theory of language explains 

how language works "in terms of the choices a speaker or writer makes from the 

language system in particular contexts of use" (p. 2). Hyland (2002b) argues that genres 

bring the social and the cognitive together, because they play a key role in the way users 

of a language "understand, construct and reproduce social realities" (p. 114). Similarly, 

Johns (2002) believes that when writing takes place in situations in which context is 

defined by the genre, "texts are viewed as genre exemplars: purposeful and situated 

social responses" (p. 3). 

The Hallidayan (1993) view that language serves the purpose of making meaning 

and that it vares in relation to content and context implies that student writers have to 

be able to select the linguistic patterns that suit the meanings they are aiming at. 

Different genre specialists have focused on the schematic structures and linguistic 

features of various genres. Gerot and Wignell (1995) observe that "since genres are 

culture-specific, they have particular purposes, particular stages-distinctive beginnings, 
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middles and ends-, and particular linguistic features, associated with them". Martin 

(1989) argues that when students integrate language, content and context, they are able 

to control information through the practice of genres that demand this integration. In a 

similar way, Paltridge (2001) points out that in order to empower learners for successful 

communication and allow them to access "socially powerful forms of language" (p. 3), 

writing instructors can make learners aware of the rhetorical organization and linguistic 

features of the different genres, as well as stress the socio-cultural purpose each of them 

serves. Johns is in favour of the explicit teaching of genres in language classrooms so 

that learners can "acquire knowledge that they can use in undertaking tasks beyond the 

course in which such teaching occurs" (in Kroll, 2003, p. 197), and acknowledges that 

by understanding the "genres of culture", students will be able to "enter academic life" 

(p. 201). 

Different genres exhibit a typical, internal schematic organization constituted by 

the `stages' that characterize each genre, as well as by "the patterns of lexical, 

grammatical, and cohesive choices which construct the function of the stages of the 

genres (Rothery, as cited in Hyland, 2002, p. 115). It is widely recognized now that 

genre-based instruction constitutes a pedagogic practice that raises learners' awareness 

of the "expectations of the context of communication" (Paltridge, 2001, p. 8) and the 

social purposes of different genres. 

In the local educational context, the students in the English Training College at 

Universidad Nacional de Río Cuarto need to have control over a variety of written 

genres, including descriptive and narrative texts that are the first genres they begin to 

produce in English. Therefore, choosing these two genres as focus of research may 

provide insights into the problems that our learners experience specifically in relation to 

these text types. Following the systemic linguists, the term lext type' is used as 

synonymous with `genre'. Currently, some specialists are concerned with establishing 

the differences between these two concepts (Paltridge, 2001). 

3.3 Descriptive Texts 

Genre specialists (Gerot and Wignell, 1994; Evans and Dooley, 1999; Unsworth, 

2001; Droga and Humphrey, 2003) agree that the social function of descriptions is to 

describe a particular person, place or thing. 
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Their generic structure develops along two stages: the identification stage, in 

which the phenomenon to be described is identified and introduced, and the description 

stage itself, in which parts, qualities, attributes, behaviour and other characteristics are 

detailed. Besides, there may be an optional recommendation stage, which expresses the 

writer's feeling or opinion concerning the subject. 

The lexico-grammatical features typical of descriptive texts are: the use of simple 

present tense, the use of attributive and identifying processes, frequent use of epithets 

and classifiers in nominal groups, lexical cohesion achieved by repetition, class/sub-

class and whole-part relationships. Descriptive texts are concerned with individualized 

participants. 

3.4 Narrative Texts 

Narratives, one of the story genres, have a common social purpose of 

entertainment (Rothery and Stenglin, 1997). More specifically, they "amuse, entertain, 

and deal with actual or vicarious experience in different ways" (Gerot and Wignell, 

1994, p. 204). Similarly, Butt et al (2001) believe that the social purpose of narratives is 

"to construct a pattern of events with a problematic and/or unexpected outcome that 

entertains and instructs the reader or listener" (p. 9). Also, Toolan (1988) defines this 

genre by saying that it speaks of "non-randomly connected events: a connectedness 

which is motivated and significant" (p. 7). In a narrative, the specific, individualized 

participants perform active roles all along its generic structure. 

As early as 1972, William Labov proposed his six-part structure of a fully formed 

narrative: the abstract, the orientation, the complicating action, the evaluation, the result 

or resolution, and the coda (In Toolan, op. cit. p. 152). 

The functions of the stages of narrative texts have been defíned by specialists as 

follows: 

• The abstract, which is one of the optional moves, outlines the story, and 

sketches it in a severely abridged form. It gives a prospective evaluation of 

what is to come (Rothery and Stenglin, 1997, p. 236) 

• The orientation specifies the participants and circumstances, especially of place 

and time, i.e., the setting. Toolan (1988) points out that its more usual position 

is between the abstract and the complicating action, though sometimes some 

components of the orientation may be "strategically delayed" (p. 155). 
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• The complication is realized by an activity sequence which deals with some 

disruption of usuality so that the actions constitute a problem for the 

participants (Rothery and Stenglin, op. cit. p. 233). Toolan (1988) calls this 

stage "the obligatory nucleus" (p. 153). 

• The evaluation conveys the narrator's personal involvement, and when well 

placed, it creates suspense and arouses interest. According to Rothery and 

Stenglin, the evaluation attaches significance to the different events by building 

up tension. Although in Labov and Waletzky' s (1967) model this stage is 

between the complication and the resolution, Martin (1988) claims that it may 

be found at almost any point in the telling since it expresses interpersonal 

meaning that may spread throughout the whole story. Astorga et. al (2003) 

provide empirical evidence that confirms Martin's hypothesis. 

• The resolution describes how the problem or crisis is resolved and normal 

events are re-established. Rothery and Stenglin (op.cit.) call this obligatory 

stage "a return to some kind of stability" (p. 239). 

• The coda is another optional stage that signals the "sealing off' of the narrative 

(Toolan, op. cit. p. 161). In Rothery and Stenglin' s view, it resembles the 

abstract in that it gives an overall evaluation of the events, but retrospectively 

(p. 237). 

The functional labels for each stage have a semantic orientation which aims to 

capture both the function of the stage in achieving the semantic unity of the text and its 

role in achieving the genre's social purpose (Rothery and Stenglin, op. cit., p. 236). 

The typical linguistic features of a narrative are: the use of past tenses (as 

unmarked choice), verbal groups representing thoughts, sayings and relations, 

prepositional phrases, adverbs or adverbial clauses locating the story in time and place. 

Existing research into genre has enriched the field of foreign language writing. 

However, although there have been studies on communication strategies employed in 

oral narrative texts as well as in descriptive texts (Bialystok, 1983; Poulisse and Schils, 

1989; Yule and Tarone, 1990), little research seems to have been carried out on the 

application of those strategies in relation to the stages of different genres in the written 

mode. It can be speculated that this might have been due to the fact that at the time of 

those first studies, there was not yet an informed theory of genre that detailed the 

specific features of the genres including their stages as we can count on at present. 
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3.5 Learner Language. Internal and external factors of variation 

For several decades now, research in foreign and second language acquisition has 

been focusing on the description of learner language, or interlanguage, and on how it 

vares under the influence of internal and externa! factors. 

In his seminal paper `Interlanguage; Selinker (1972) proposed that second 

language learners develop along a separate linguistic system that he named 

`interlanguage', resulting from the learners' attempted production in the target language. 

Selinker's research on interlanguage led him to claim that there is systematicity in it, 

which is evidenced by recognizable strategies, or cognitive activities, involving "the 

processing of L2 data in the attempt to express meaning" (in McLaughlin, 1987, p. 62). 

Selinker also observed that the relevant data are the utterances produced by L2 learners 

in speech or writing, as they try to communicate meanings in the language they are in 

the process of leaming. Tarone and Yule (1989) observe that this interlanguage is 

"distinct from the systems of both, the first and second languages" (p. 73). Likewise, S. 

Pit Corder in 1967, and William Nemser in 1971 introduced the terms `transitional 

competence' and `approximative system' respectively, to name these intermediate 

systems, and proposed that learner language will develop on the basis of input, from 

"non-existent knowledge towards native-like competence without necessarily reaching 

it" (Laufer, 1998, p. 255). This interlanguage is observable in every point in the 

learner's language development, view that is shared by Tarone (1998) when she states 

that it is "the linguistic system revealed when learners are involved in authentic, situated 

L2 use" (p. 71), and which exhibits unique characteristics. McLaughlin (1987) refers to 

interlanguage as a system that "evolves over time as learners employ various internal 

strategies to make sense of the input and to control their own output" (p. 62). 

Interestingly, James (1998) defines this interlanguage as "the learners' version of the 

target language" (p. 3), as it shows their efforts, sometimes successful, sometimes not, 

to meet their communicative goals. 

The concept of interlanguage is, in Ellis's view (1994), essential for an 

understanding of "the mental processes responsible for second language acquisition" (p. 

350). It constitutes a construct that makes reference to the development of a linguistic 

system both at "a single point in time" as well as its progress "over time" (p. 350). 

Under this perspective, many key issues in second language acquisition can be 

addressed, such as the nature of the processes underlying interlanguage construction and 

most importantly, the reason why "most learners do not achieve full target language 
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competence" (p. 351). Ellis (1994) points out that the theory of variability in 

interlanguage has shed more light into the way learners perform in a second language, 

since "language learners seem particularly prone to variability" (p. 22). 

The notion of interlanguage variation is closely connected to that of systematicity 

in the language produced by second language learners. Tarone (1988) explains that 

variation is systematic because it can be predicted by rules. For example, empirical 

research into interlanguage has been able to demonstrate that the learners did not use the 

same forms in the same way ah l the time, thus showing variation, and that such variation 

could be predicted by rule: learners were expected to be more accurate in the use of the 

same forms in tasks that required more attention to form, such as grammaticality 

judgement tests (Tarone, 1985). In relation to these observations, S.P. Corder proposed 

that "learner language should be viewed not only as systematic, but also as unstable, i.e. 

changing over time, and creative, i.e. with rules unique to itself, not just borrowed from 

the native language" (in Tarone, 1988, p. 9). 

In Ellis's (1994) opinion, systematic variability takes place in the presence of 

external factors related with "the linguistic context, which concerns the elements 

surrounding the variable structure in question, the situational context, dealing with 

participants, setting, topic, and the psycholinguistic context, related with planning and 

monitoring. Several researchers have defined interlanguage variation from two 

perspectives: as internal, independent of the target language system, and as externa' 

variation, "determined by the use/non-use of predetermined language forms in 

obligatory context" (Tarone, 1988, p. 11). Research evidence has demonstrated that the 

students' performance of different tasks brings about a considerable variation in the 

output (Larsen-Freeman, 1975; Tarone, 1988; Tarone and Yule, 1989; Koda, 1993). 

Ellis (1994) expands on the notion of task-induced variability as context-induced, since 

"a particular task creates specific contexts of use which influence the forms a learner 

chooses to use" (p. 138). This means that the target language resources to he employed 

by learners in the production of the elicited data are determined by the contextual 

environment. 

Given that previous research fíndings have shown that students perform 

differently in response to different tasks, I hypothesize that, in the present study, the 

students investigated are likely to perform differently resorting to different 

communication strategies in view of the demands of each mode of discourse, or what 
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can be called a genre-related variation. Indeed, genre is one of the factors mentioned by 

Ellis (1994) that "can bring about variation in learner output" (p. 49). 

3.6 A cognitive account of error in Second Language Acquisition 

When EFL/ESL learners try to produce the target language, it is likely that faulty 

linguistic behaviour shows up. As Selinker (1992) clearly expressed, "interlanguage 

begins when one attempts to express meaning in the target language" (p. 31). 

S. Pit Corder's insights on error analysis provided a breakthrough in interlanguage 

studies as he was the first in seeing errors as windows into learners' interlanguage 

competence, and he conceived errors as "a learning strategy perhaps necessary to 

promote second language acquisition" (in Selinker, 1992, p. 144). 

As early as 1967, Corder observed that mother tongue acquisition and second 

language learning 'are governed by the same underlying mechanisms, procedures and 

strategies', though he also pointed out that it is likely that mother tongue knowledge is a 

facilitator for the learning of another language. Also, the presence of errors is, in his 

view, a manifestation of the existence of `an independent system of language', unlike 

L 1 or L2, which signals a "transitional competence" (p. 25). Corder (1974b) used the 

concept of "idiosyncratic dialect" —the learner's version of the target language- to 

explain that the utterances produced by second language learners are unique. Corder 

(1974b) also hypothesized that "some at least of the strategies adopted by the learner of 

a second language are substantially the same as those by which a first language is 

acquired" (p. 22). 

For some error analysts such as Selinker (1992), "errors are that part of 

interlanguage performance judged to be deviant from an idealized target language norm 

in some way" (p. 118). Along the same une, James (1998) states that a foreign/second 

language learner's linguistic production is labelled as wrong when there exists "a 

discrepancy between what this particular learner (or some typical population of 

learners) tends to say and what the collective entity of native speakers (or the ideal 

native speaker) tend to say" (p. 83). 

The presence of learners' systematic errors enables instructors as well as 

researchers to reconstruct their transitional competence, i.e., their interlanguage 

development to date (Corder, 1974a). They are also evidence of "what strategies or 

procedures the learner is employing in his discovery of the language" (Corder, op. cit., 
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p. 25). From a cognitive point of view, errors can be regarded as strategies the learner 

employs to test hypotheses about the nature of the language he is learning. This is, in 

Corder's (1974a) conception, the significance errors have: the fact that leamers 

themselves investigate "the systems of the new language" (p. 27). 

In the literature on Error Analysis a distinction is drawn between interlingual and 

intralingual sources of errors. The former, also called negative transfer or interference, 

"reflect the influence of the learner's first language" (Mc Laughlin, 1987, p. 68). On the 

other hand, intralingual errors are explained by Richards (1974) as "items produced by 

the leamer which reflect not the structure of the mother tongue, but generalizations 

based on partial exposure to the target language" (p. 6). They reflect learners' 

transitional competence, because they sometimes "derive from the strategies employed 

by the leamers during language acquisition" (Richards, op. cit., p. 182). 

To conclude, leamers' attempts to refer to linguistic entities in the target language 

enter within the category of communication strategies. As Faerch and Kasper (1983b) 

claim, "the use of a communication strategy presupposes a problem" (p. 53). This 

problem, they state, may be due to lack of knowledge of the appropriate term, to 

difficulty to retrieve it, or to the fact that the item is problematic from a correctness or 

fluency point of view. 

Several empirical studies have demonstrated that lexical errors are serious since it 

is through lexis that "language impinges with content" (James, 1998, p. 229). 

The present study is oriented towards lexical communication strategies because 

my previous experience as instructor of similar groups of students enabled me to detect 

a recurrent problem that the students showed to have in classroom practice: lack of 

lexical resources that prevented them from transmitting their meanings efficiently. 

3.7 Vocabulary lknowledge and writing quality 

Extensive research on vocabulary has demonstrated that knowledge of lexis in the 

target language is fundamental for the development of comprehensible writing. In 

Read' s (2000) opinion, in order to help our leamers of English as a foreign language to 

meet their communicative needs, the area of vocabulary teaching ought to be conceived 

as a prioríty. 

Teachers of English as a foreign language should envisage the area of vocabulary 

development as a primary concem, since lexical deficiencies have proved to be an 
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obstacle both to meaning and communication: "when the wrong word is used, meaning 

is very likely to be obscured" (Santos, 1988, p. 84). Lexical competence is at the heart 

of communicative competence. Nunan (1995) considers that "the development of a rich 

vocabulary is an important element in the acquisition of a second language" (p. 118), 

and Rivers (in Nunan, 1995) has also argued that "the acquisition of an adequate 

vocabulary is essential for successful language use" (p 117), while Singleton (1999) 

affirms that "the amount of L2 vocabulary that is actually learned has a major impact on 

the capacity of the learner to perform various skills in the L2" (p.183). Similarly, 

Schmitt (2000) maintains that lexical knowledge is central to communicative 

competence and to second language acquisition. 

The importance of lexis has also been acknowledged by second language 

acquisition specialists. Skehan (1998) favours the view that "language is much more 

lexical than is usually accepted" (p. 29). He proposes a model of L2 learning that 

includes the existence of two systems: a rule-based, analytic one, and an exemplar or 

lexically-based system. The former is in charge of computing well-formed sentences, 

while the latter is occupied by a very large memory system of lexical elements. 

According to Skehan (1998), the combined operation of both systems would account for 

interlanguage development (p. 53), though he acknowledges that a lexical basis is 

necessary to achieve native-like fluency. 

Drawing on Halliday (1985b), Gerot and Wignell (1995) state that written 

language tends to be complex from the lexical point of view, as well as being "lexically 

dense" (p. 161) and that the meanings of any written text depend on its lexical density. 

Many researchers have concentrated their attention on the relationship between 

vocabulary knowledge and writing ability. Raimes's (1985) findings proved that 

"... writers were hampered by a lack of language, particularly vocabulary", and claimed 

that "to generate, develop and present ideas, our students need an adequate vocabulary" 

(p. 248). Her opinion is shared by Grabe, who states that "lexicon is a significant 

component in both the construction and interpretation of meaningful text" (as cited in 

Engber, 1995, p. 141). Drawing on Santos' s (1988) research on essay writing, Engber 

(op. cit.) acknowledges the importance of retrieving vocabulary effíciently so that 

meaning is not obscured by the use of wrong words. 

The importance of vocabulary in academic writing has also been emphasized from 

the pedagogical point of view. In studies by Silva (as cited in Leki, 1992) and Leki and 

Carson (1994), it was fowid that ESL students felt that a limited vocabulary affected the 
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quality of their written products, while in Santos' s (1988) work, writing instructors 

expressed that the lexical deficiencies were judged as the most serious of all language 

errors. 

Vocabulary size is another relevant research issue related to L2 writing quality. 

Laufer (1998) considers vocabulary size to be of crucial importance to ESL language 

learners, as "learners themselves associate progress in language leaming with an 

increase in the number of words they know", and she cites studies which claim that 

vocabulary size "correlates with writing quality" (p. 256). Furthermore, Laufer and 

Nation (1995) regard the writer's vocabulary size as one of the "major determinants of 

the vocabulary used in written production". They argue that "a well-written 

composition, among other things, makes effective use of vocabulary" (p. 307). 

The importance of vocabulary has also been considered in relation to L 1 and L2 

writers. Leki (1992) found that, in order to generate the necessary vocabulary, L2 

writers are at a disadvantage in relation to L 1 writers, since they need more time to 

retrieve it. Raimes (as cited in Leki, op. cit.) concluded that "compared to first language 

writers, ESL students need more of everything: more time, more contact with English, 

more opportunity to read and write" (p. 82). 

The fact that lexis is now recognized as central to any language acquisition 

process has been summarized by Mc Carthy: 

No matter how well the student learns grammar, no matter how 
successfully the sounds of L2 are mastered, without words to express 
a wider range of meanings, communication in an L2 just cannot 
happen in any meaningful way". (as cited in Laufer, 1997: p.140). 

3.8 Communication strategies in L2 use 

In the model of communicative competence developed by Canale and Swain 

(1980), there exist four areas of knowledge and skill: grammatical competence, 

concerned with mastery of the language code, sociolinguistic competence, related to 

sociocultural rules and rules of discourse, discourse competence, concemed with 

cohesion in form and coherence in meaning, and strategic competence, the capacity that 

relates language competence with knowledge of context of communication, and is 

concemed with mastery of verbal and non-verbal communication strategies (Canale, 

1983, Bachman, 1990). Communicative competence involves, in Canale' s (1983) terms 
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"what one knows about the language and about other aspects of communicative 

language use, as well as how well one can perform this knowledge in actual 

communication" (p. 5). Similarly, Bachman (1990) described communicative language 

ability as "both knowledge, or competence, and the capacity for implementing, or 

executing that competence in appropriate, contextualized communicative language use" 

(p. 84). 

Canale and Swain's (1980) approach was further developed by Bachman (1990). 

One of the significant differences between the two models lies in the greater status 

Bachman assigns to strategic competence in relation to the other competences, by 

considering ít as "central to ah l communication" (in Skehan, 1998, p. 161). Bachman 

stresses that strategic competence characterizes the mental capacity that relates language 

competencies to the context of situation in a dynamic way. 

Scarcella and Oxford (1992) also expand the notion of strategic competence when 

they state that this type of competence, besides being a means of overcoming limitations 

in language use, stretches the "students' ability to write well" (p. 120). 

Likewise, Kasper (1997) emphasizes the utility of strategic competence when 

communication is being hindered by "performance variables or insufficient 

competence" (p. 345). However, Skehan (1998) questions the influence that the use of 

this type of strategic behaviour can have on interlanguage change and development over 

time, unless certain conditions are met. In his view, for learning to happen, some trace 

of the solution to the communication problem must remain in our processing capacity, 

the improvised solution should allow some hypothesis generation, and finally, the 

communicative solution needs to become "proceduralized" (p. 32), and available for use 

when similar communication problems arise. In this way, solving problems of this type 

can activate students' learning capacity, and interlanguage can be said to develop. 

It has been empirically demonstrated that the ways learners use their interlanguage 

systems is in direct relation with how they manage to communicate meanings in the 

foreign language. In order to be able to overcome linguistic difficulties, L2 learners 

need to resort to strategies in interlanguage communication, by activating their strategic 

competence so that they can come up with a solution in an effective way. 

With the purpose of describing learner language, several researchers have 

investigated performance data produced by target language students, and their findings 

have led them to the identification of different types of communication strategies as 

well as to the development of several taxonomies that classify them. 
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3.9 Conceptualizations of communication strategies 

In the literature of communication strategies, there is a vast array of definitions 

that depend on the authors' conceptual orientations. In general, researchers agree on the 

basic concept that communication strategies are attempts, plans, means or devices, 

mainly in oral communication, verbal and non-verbal, employed by learners to decode 

and express meanings when they have to deal with breakdowns in communication and 

lack the required linguistic knowledge. As such, they are considered elements of an 

overall strategic competence that, in Brown's (2000) conception, enables language users 

to "send clear messages in a second language" (p. 127). 

It is useful to distinguish two broad characterizations of communication strategies: 

they can be viewed as externa' manifestations of learner output in interactive 

situations, or treated as cognitive processes involved in L2 reception and production 

(Ellis, 1994). 

The first characterization can be described as interactional. In Tarone's (1983) 

definition, they constitute "mutual attempts of two interlocutors to agree on a meaning 

in situations where requisite meaning structures do not seem to be shared" (p. 65). From 

this interactional perspective, learners' attempts can be seen as focusing on the 

negotiation of meaning, and on making themselves understood by their interlocutors; 

consequently, these strategies are essentially cooperative. 

The second characterization corresponds to the psycholinguistic approach, defined 

by Faerch and Kasper (1983b) as "potentially conscious plans for solving what to an 

individual presents itself as a problem in reaching a particular communicative goal" (p. 

36). In view of the original communicative goal in mind, the language user makes a 

conscious selection of the linguistic elements that he considers appropriate to satisfy his 

objective, i.e., he carnes out a planning process, after which there comes the execution 

process, whereby the end product is reached: the communicative act (Faerch & Kasper, 

op. cit. p. 25). These cognitive processes involved in language output are "normally 

subconscious and highly automatic" (Faerch & Kasper, op. cit. p. 25) in L 1 

communication. However, when a foreign language leamer intends to communicate in 

the target language, he frequently has to construct and test hypotheses when he finds 

himself in situations beyond his linguistic resources. This behaviour is characteristic of 

interlanguage communication, since "IL systems are typically restricted compared to L 1 

systems" (Faerch & Kasper, op. cit. p. 34). This means that communication strategies, 

or cognitive `strategic plans', come into play when the language user feels that his 
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linguistic knowledge is not sufficient to meet the demands of his communicative goal. 

In the face of such problems, Faerch and Kasper (op. cit.) point out that learners can 

either adopt an avoidance behaviour through a change in the communicative goal, or 

rely on achievement behaviour, i.e., they can maintain the original goal and tackle the 

problem strategically through an alternative plan. 

Corder (1983) and Faerch and Kasper (op. cit.) coincide in the idea that 

achievement strategies, which imply taking risks, encourage hypotheses formation, as 

the learner is forced to expand his communicative resources. These researchers also 

hold the view that achievement communication strategies may contribute to successful 

language learning. 

One of the central interests of cognitively oriented models of second/foreign 

language learning is the way that L2 learners establish and test hypotheses about target 

language rules during communicative events, i.e., when there is a predominant need on 

the part of the learner to communicate in the foreign language. In order for researchers 

to have a deeper understanding of the processes underlying foreign/second language 

communication, all aspects of interlanguage performance should be taken into account, 

for they are considered "psychologically relevant data" (Faerch & Kasper, op.cit., p. 

222). 

Also, Dornyei & Scott (1997) have argued that communication strategies are 

"inherently mental procedures" (p. 180) involving cognitive processes that underlie 

strategic language use. In a similar way, Yule & Tarone (in Kasper and Kellerman, 

1997) discuss the psychological processes that are activated when L2 learners "attempt 

to create L2 reference" (p. 17), and explain that this internal processing characterizes 

"the cognitive decisions" (p.19) made during linguistic performance, when 

communication strategies are employed to solve a communication difficulty. The 

adoption of a communication strategy by a language user is also explained from a 

psychological perspective by Poulisse (1993), who describes the cognitive process 

followed by the learner to get his meanings across: after planning a message, the learner 

has to encode it at a certain moment; if he manages to retrieve the appropriate term, 

there may be no need to resort to any strategic behaviour. If, on the other hand, his 

'mental lexicon' lacks the required word, or, due to some temporary reason he cannot 

access it, then the need to employ a communication strategy comes up as an alternative 

way to transmit the desired meanings. 
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3.10 Taxonomies of Communication Strategies 

As it has already been pointed out, communication strategies have been the target 

of interlanguage research for several decades now, since linguistic difficulties constitute 

a salient component of communication in a foreign language. Consequently, the 

linguistic analysis carried out by different researchers in view of their individual 

orientations has given existence to a variety of approaches aimed at understanding these 

language devices (Domyei & Scott, 1997). This concern about L2 leamers' 

performance is reflected in the following pioneering taxonomies. 

3.10.1 

One of the earliest and most influential taxonomies in the field was developed by 

Tarone, Cohen and Dumas (1983), originally published in 1976, through which they 

characterize erroneous aspects of leamer language as products of the application of 

communication strategies. 

• Transfer from the native language-also known as 'literal translation / negative 

transfer'- refers to the use of a native language meaning for an already existing 

word in the target language. 

• Language switch- also known as 'code switching' consists of the transportation 

of a native language word or expression, untranslated, into the interlanguage 

utterance, in an attempt to avoid a difficult target language form or one that has 

not yet been learned. 

• Overgeneralization is defined as the application of an item of the target 

language to inappropriate target language items or contexts because the learner 

is unaware of the semantic limitations contingent on its use. 

• Overelaboration consists of the production of utterances and terms which seem 

stilted and inordinately formal due to an attempt to produce careful target 

language items. 

• Paraphrase refers to the rewording of the message in an alternate, acceptable 

target language construction, in order to avoid a more difficult form or 

construction. Within the area of lexical paraphrase, several subtypes are 

categorized: 

• Word coinage is the creation of a non-existent lexical item in the target 

language, in situations where the desired lexical item is not known. 



39 

• Circumlocution occurs when the learner provides a description of the 

desired lexical item or a definition of it in other words. 

• High coverage word is defined as the use of a superordinate term used 

instead of a subordinate term which carnes more information in a particular 

context. 

• Low frequency word is the use of a relatively obscure, uncommon word 

instead of the more appropriate general word. 

The strategies defined below are ah l different means of getting around target 

language forms that are not yet an established pan of the learner's competence: 

• Topic avoídance refers to the attempt to completely evade communication 

about topics which require the use of target language forms which the learner 

does not yet handle well enough. 

• Semantic avoidance is concerned with the way the learner evades the 

communication of content for which the appropriate L2 forms are not 

available, by dealing with related concepts which may presuppose the desired 

content. 

• Appeal to authority occurs when there is an explicit request for a needed 

lexical item. 

• Message abandonment is defined as the initiation of a message which is cut 

short due to the user's difficulty with a particular term. 

Tarone, Cohen and Dumas (op.cit.) point out that the aboye mentioned categories 

are not always mutually exclusive from one another, because these strategies "operate in 

multi-dimensional ways" (p. 12). However, they constitute helpful devices to make 

sense of second language acquisition data. 

3.10.2 

In 1983, in another attempt to understand how foreign language users intend to 

communicate meaningful content, Tarone (1983) examined the following list of 

strategies, originally published in 1981, in order to clarify and broaden the notion 

communication strategy. 

• Paraphrase is the general term for the following lexical communication 

strategies: 
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• Approximation refers to the use of a single target language vocabulary item, 

which the learner knows is not correct, but which shares enough semantic 

features in common with the desired item. 

• Word coinage is the making-up of a new word in order to communicate a 

desired concept. 

• Circumlocution is defined as the description of the characteristics or 

elements of the instead of using the appropriate target language item. 

As can be seen, the categories that Tarone had labelled high coverage word and 

low frequency wordin 1981 were included within approximation in the 1983 taxonomy. 

• Borro wing occurs when an interlanguage user may, in his attempts to 

communicate, simply `borrow' for immediate purposes features or items of his 

mother tongue. Within this general strategy, the following apply: 

• Literal translation —also known as transkr- consists of a word-for-word 

translation from the native language. 

• Language switch can be defined as the use of a native language term 

without being translated. 

Tarone also included the following strategies in her 1981 taxonomy: 

• Appeal for assistance is the request for the correct terrn. 

• Mime implies the use of nonverbal strategies in place of a lexical item. 

• Avoidance is another general communication strategy that can be broken down 

into the following subcategories: 

• Message abandonment can be defined as the inability to continue with the 

original message. 

• Topic avoidanc,e occurs when the learner simply tries not to talk about 

concepts for which the target language item is not known. 

These two avoidance strategies are employed when the gap between the target 

language user's linguistic knowledge and his intended meanings is perceived as 

unbridgeable. On the other hand, Tarone considers approximation as well as 

circumlocution as appropriate to bridge this gap. 

Tarone (1983) makes the observation that communication strategies do not seem 

to be a part of the speaker' s linguistic knowledge. Rather, they are "descriptive of the 

learner' s pattern of use of what he knows as he tries to communicate" (p. 63). 
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3.10.3 

Faerch and Kasper (1983) locate communication strategies within a model of 

speech production, though they clarify that it may well be applied in "textual data" (p. 

22), i.e. in writing. They divide it into two phases: a planning phase and an execution 

phase, and they consider that communication strategies can be best placed within the 

planning phase, and more specifically, within the area of the planning process. 

As already discussed aboye, Faerch and Kasper explain that learners overcome 

communication problems in two fundamentally different ways: either by adopting 

avoidance behaviour, changing the communicative objective to put an end to the 

linguistic difficulty, or by relying on achievement behaviour, in an effort to deal with 

the problem directly through an alternative plan. As a result of these two different 

approaches, two main types of strategies are developed: reduction, and achievement-or 

`compensatory'- strategies. 

• Reduction strategies include formal and functional reduction. The former imply 

that the learner communicates by means of a reduced system', to avoid 

producing incorrect utterances. The latter imply that the learner reduces his 

communicative goal in order to avoid a problem. Within the functional 

reduction type, the following apply: 

I Message abandonment, through which the learner gives up his intended 

message. 

• Topic avoidance refers to avoiding formulating goals which include topics 

perceived as linguistically problematic. 

• Meaning replacementoccurs when the learner faces a planning problem and 

changes his communicative goal. 

• Achievement strategies: 

Based on the native language (L 1 -based): 

• Code switching can be defined as the switch from L2 to L 1 . When it affects 

single words only, this strategy is sometimes referred to as `borrowing'. 

• Interlingual transfer is a combination of features from the IL and the Ll , 

such as foreignizing' and 'literal translation'. 

Based on interlanguage (IL or L2-based): 

• Generalization concerns the filling-in of lexical gaps with IL items not 

normally used in such contexts. 
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• Paraphrase is the use of a well-formed construction based on the learner's 

IL system. They can have the form of `circumlocutions; which focus on 

characteristic properties or functions of the intended referent. 

• Word coMage is defined as the use of a creative construction of a new IL 

word. 

• Restructuring refers to the use of an alternative plan to communicate an 

intended message without reduction message abandonment' can be 

considered the reductional parallel to restructuring') 

The taxonomies presented aboye recognize a basic duality in strategy use: 

strategies are employed either (a) to tailor one's message to one's resources by altering, 

reducing, or completely abandoning the original content, or (b) to try to convey the 

intended message in spite of the linguistic deficiencies by extending or manipulating the 

available language system (Dornyei and Scott, 1997). 

Although the aboye described taxonomies exhibit subtle differences, it can be 

appreciated that there exist many similarities, mainly in relation to those communication 

strategies that result in the achievement of the intended message. Researchers such as 

Faerch and Kasper (op.cit.) point out that "a basic condition for communication 

strategies to have a potential learning effect is that they are governed by achievement 

behaviour" (p. 54). Therefore, those compensatory communication strategies through 

which the target language user expands his resources vvithout giving up his 

interlanguage system, as in the case of language switch, for example, can lead to 

hypotheses formation and consequently, to interlanguage development. Successful 

communication strategies, i.e., those that manage to get meanings across, have been 

shown to be those based on the target language, such as paraphrase and its sub-

components. 

Some strategies are problematic to identify and even to classify, such as transfer 

and overgenera&ation. In such cases, Tarone (op.cit.) suggests that the use of 

introspective methods may be able to provide a clear analysis of performance data. 

Dornyei and Scott (op.cit.) provide a comprehensive overview of different 

taxonomical classifications (see next pages), developed by Tarone (1977), Faerch and 

Kasper (1983), Bialystok (1983), Paribakht (1985), Willems (1987), Bialystok (1990), 

the Nijmegen Group, Poulisse (1993), and Dornyei and Scott (1995). Dorneyi and Scott 

(op.cit.) observe that the comparison among the different taxonomical classifications 

that appear in their table shows that they "concern various ranges of language devices in 
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different degrees of elaborateness" (p. 187). It has been included here to show the 

continual concern of different researchers about the study of communication strategies. 

Various Taxonomies of Communication Strategies 

Tarone 
(1977) 

FEerch & 
Kasper 
(1983b) 

Bialystok 
(1983) 

Paribakht 
(1985) 

Willems 
(1987) 

AVOIDANCE 
Topic avoidance 
Message 
abandonment 

PARAPHRASE 
Approximation 
Word coinage 
Circumlocution 

CONSCIOUS 
TRANSFER 

Literal 
translation 

Language switch 

APPEAL FOR 
ASSISTANCE 

MIME 

FORMAL RE-
DUCTION 

Phonological 
Morphological 
Syntactic 
Lexical 

FUNCTIONAL 
REDUCTION 
Actional red. 
Modal red. 
Reduction of 

propositional 
content 

-Topic avoidance 
-Message 
abandonment 

-Mea ni ng 
replacement 

ACHIEVEMENT 
STRATEGIES 
Compensatory 
strategies 

-Code switching 
-Interlingual 

transfer 
-Inter-/ 
intralingual 
transfer 

- IL based 
strategies 
* Generahzation 
* Paraphrase 
* Word coinage 
* Ftestructuring 

-Cooperative 
strategies 

-Non-linguistic 
strategies 

Retrieval atraje-
gies 

LI-BASED 
STRATEGIES 
Language 
switch 

Foreignizing 
Tr ansliteration 

L2-BASED 
STRATEGIES 
Semantic 
contiguity 

Description 
Word coinage 

NON-
LINGUISTIC 
STRATEGIES 

LINGUISTIC AP-
PROACH 
Semantic 
contiguity 
-Superordinate 
-Comparison 
* Positive 

comparison 
Analogy 
Syno nyrny 

* Negative 
cotnparison 

Contrast & 
opposit 

Antonymy 
Circumlocution 
-Physical 

descriptíon 
* Size 
* Shape 
* Color 
* Material 

- Constituent 
features 

* Features 
* Elaborated 

features 
-Locational 

pro perty 
-Historical 

property 
- Other features 
-Functional 
description 

Metaltnguistic 
clues 

CONTEXTUAL 
APPROACH 
Linguistic 

context 
Use of L2 idioma 
and proverbs 

Translit,eration 
of LI idioma 
and proverbs 

Idiomatic 
transfer 

CONCEPTUAL 
APPROACH 
Demonstration 
Exemplification 
Metonymy 

MIME 
Replacing verbal 
output 

Accompanying 
verbal output 

REDUCTION 
STRATEGIES 

Formal 
reduction 

-Phonological 
-Morphological 
-Syntactic 
-Lexical 
Functional 
reduction 

-Message 
abandonment 

-Meaning 
replacement 

avoidance 

ACHIEVEMENT 
STRATEGIES 
Paralinguistic 
strategies 

Interling-ual 
strategies 

-Borrowing/code 
switching 

-Literal 
translation 

-Foreignizing 
Intralingual 
strategies 

-Approximation 
-Word coinage 
- Paraphrase 

* Description 
* Circum-

locution 
* Exemplifi-

cation 
- Smurfing 
- Self-repair 
-Appeals for 

assistance 
* Explicit 
* Implicit 
* Checking 

questions 
-Initiating repair 
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Various Taxonomies of Communication Strategies 

Bialystok 
(1990) 

ANALYSIS-
BASED 

STRATEGIES 

CONTROL-
BASED 
STRATEGIES 

Nijmegen 
Group 

CONCEPTUAL 
STRATEGIES 
Analytic 
Holistic 

LINGUISTIC/ 
CODE 
STRATEGIES 
Morphologícal 
creativity 

Tran sfer 

Poulisse 
(1993) 

SUBSTITUTION 
STRATEGIES 

SUBSTITUTION 
PLUS 
STRATEGIES 

RECONCEPTU-
ALIZATION 
STRATEGIES 

Dürnyei 8c Scott 
(1995a, 1995b) 

DIRECT STRATEGIES 
Resource deficit-related strategies 
* Message abandonment 
* Message reduction 
* Message replacement 
* Circumlocution 
* Approximation 
* Use of all-purpose words 
* Word-comage 
* Restructurmg 
* Literal translation 
* Foreignizing 
* Code switching 
* Use of similar sounding words 
* Mumblmg 
* Omission 
* Retrieval 
* Mime 
Own-performance problem-related 
strategies 

* Self-rephrasing 
* Self-repair 
Other-performance problem-related 

strategies 
* Other-repair 

INTERACTIONAL STRATEGIES 
Resource cleficit-related strategies 
* Appeals for help 
Own-performance problem-related 
strategies 

* Comprehension check 
* Own-accuracy check 
Other-performance problem-related 
strategies 

* Asking for repetition 
* Asking for clarification 
* Asking for confirmation 
* Guessing 
* Expressing nonunderstanding 
* Interpretive summary 
* Responses 

INDIRECT STRATEGIES 
Processing time pressure-related 
strategies 

* Use of fillers 
* Repetitions 
Own-performance problem-related 
strategies 

* Verbal strategy markers 
Other-performance problem-related 
strategies 

* Feigning understanding 

For the analysis of the corpus of the present study, the taxonomy devised by 

Tarone, Cohen and Dumas (1983) has been followed due to its suitability for the 

objectives of the present research. 



4. METHODOLOGY 

4.1 Objectives 

The general objective of the present study is 

• To investigate the strategic competence of first year EFL learners on two 

different written tasks, a description and a narration, with the purpose of 

finding out what lexical communication strategies they use when writing across 

these two genres. 

The specific objectives are: 

• To characterize these learners' strategic style through a detailed analysis of the 

identified communication strategies across two different genres: a narration 

and a description. 

• To describe the relation between the types of communication strategy and their 

frequency of use in the different stages of the written genres in which they are 

used. 

• To compare the learners' identified strategic style to their perceptions about 

task difficulty. 

4.2 Research questions 

The study addresses the following research questions: 

1) What type of communication strategies do the learners resort to in order to 

solve communication problems associated with the meanings of their narrative 

and descriptive texts? 

2) In what genre —the description or the narration- do they tend to resort to 

communication strategies with greater frequency? In what sections of each 

genre do they tend to use more communication strategies? 

3) Is there any relation between the students' perceptions about the difficulties 

they experienced when composing and the strategic styles identified in the 

written texts? 
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4.3 Design 

This research is a cross-sectional and descriptive study that seeks to provide an in-

depth description of L2 learners as they attempt to communicate their meanings in two 

different written genres. The two genres under study were chosen because they are two 

of the genres these learners need to be able to master at the end of their first year 

(Language I and Language II) of their course of studies as stated in the objectives of the 

English language curriculum. 

For the purpose of the research, I collected two data sources in order to be able to 

answer the three research questions: for research questions 1 and 2, I used a corpus that 

consisted of ten written descriptive texts and ten narrative texts; for research question 3, 

a questionnaire that elicited the subjects' perceptions about the difficulties they 

experienced while composing. 

4.4 Subjects 

The participants for this study were ten Spanish-speaking students, (a naturally 

formed group) attending their first year at the English Training College at National 

University of Río Cuarto. 

4.5 Data collection procedures 

4.5.1 The written texts 

In order to elicit the students' most spontaneous style, or what Tarone (1988) calls 

vernacular style, and also to prevent anxiety, the written texts that constitute the corpus 

of this study as well as the questiormaires were collected on a regular two-hour writing 

class. 

In order to collect the data, I used the following procedures: I read the writing 

instructions aloud to ensure understanding, that is to say, to give the students the 

opportunity to reflect on the assignments and ask questions in case doubts arose. I was 

present ah l through the writing period to make sure students were working on their own. 

Because I was interested in finding out how they solved communication breakdowns 

when they appeared, I asked learners not to use their dictionaries during composing. For 

the same reason, I would not answer any request for help (Roca de Larios et al. 1999). 

No length of output was specified. None of the topics required expert knowledge of, or 
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familiarity with particular subject matter. The same visual images were used with ah l the 

informants to ensure a satisfactory baseline data for comparison (Tarone & Yute, 1989). 

In order to elicit the descriptive text, the image I used was a visual picture of a 

scene, which consisted of an old house near a graveyard surrounded by bare trees, in a 

stormy night. This drawing was adapted from Nexus Workbook (1993, p.56) (Appendix 

B). For the elicitation of the narrative text, a sequenced cartoon-strip was chosen (from 

Dechert, H., 1983, p. 181). This cartoon consisted of a drawing of a dog tied to a tree, 

about to eat its food, and a rayen trying to get its chance to steal the dog's food 

(Appendix B). 

Many specialists have shown the value of pictures as tools to elicit writing tasks. 

For example, Scholfield & Katamine (2000) observe that pictures "control the essentials 

of the content to be conveyed". Linnarud (1986) states that "use of pictures is preferred 

to allowing the leamers to write on a free subject for the following reasons: to ensure as 

much uniformity as possible in the content of the compositions, as well as to stimulate 

the imagination of writers with a low creative ability" (p. 40). The visual images 

selected to elicit the writing tasks were assessed in order to identify the narrative and 

descriptive images (Astorga, 1999) depicting the characters, events, settings, and 

objects that the learners would have to verbalize. Specialists in IL communication 

notice that one of the problems the researcher has to face in the analysis of leamer 

language is to determine what exactly L2 learners had attempted to communicate in the 

target language (Selinker, 1992; Ellis, 1997). I contend that visual images have the 

value of allowing the researcher to establish how close the L2 leamers come to their 

intended meanings by comparing their actual messages to the meanings communicated 

in the visual text. This comparison is fundamental for the researcher to be able to 

classify the communication strategies employed by the leamers in relation to their 

intended meanings. (Tarone, 1983, p. 71). 

According to Tarone & Yule (1989), "using carefully designed elicitation prompts 

will go a long way towards controlling discourse" (p. 125). Consequently, I took special 

care in the design of the two elicitation tasks. 

The assignment that prompted the descriptive text was verbalized as follows: 

'Describe the picture in detall, as accurately as possible; write about every visual image 

that you notice iii it so that a person who has not seen the picture can reconstruct it from 

your words'. The assignment used to elicit the narrative text was verbalized as follows: 

`Tell the story that you see in the sequenced pictures so that a person who has not seen 
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the story can reconstruct it from your words'. Both pictures consisted of images without 

verbal information. 

As it has already been pointed out, the two genres used for the present study 

constitute part of the writing requirements of my learners' course of studies. 

Furthermore, these genres were selected due to the fact that the context they provide 

proves adequate for the purpose of this research: to find out how the lexical choices 

made by the learners helped them to transmit their intended meanings, and to see if 

there was variation or not in the frequency with which they applied compensatory 

strategies in each task. Although some specialists (Tarone and Yule, 1989; Koda, 1993, 

Kang, 2005) have investigated communication strategies in the context of descriptive 

and narrative texts constructed by second language learners, they have not dealt with the 

relationship between communication strategies and the generic structure of those texts, 

i.e., the stages in which they have been employed. This study intends to bridge this gap 

because it is believed that the study of communication strategies in relation to the stages 

in which learners employ them may provide insightful information about which type of 

text presents greater writing difficulties and about how learners solve their writing 

problems in the different sections of a text. 

4.5.2 The questionnaires 

Questionnaires are valuable research instruments which "allow for large amounts 

of data to be collected quickly" (Ellis, 1994, p. 534), and are a source of dependable 

information (Ellis & Barkhuizen, 2005). Furthermore, I used group-administered 

questionnaires to gather the learners' personal information to be able to build a larger 

picture regarding their written performance across the two genres and their perceived 

difficulties. 

Immediately after the completion of the descriptive and the narrative tasks, the 

subjects were asked to answer a questionnaire designed to elicit their subjective 

comments of the difficulties encountered during the writing of each task. 

The information collected through this means was later compared to their actual 

performance as revealed in their written products. The questionnaire was administered 

in the learners' mother tongue (Appendix C) since it was assumed that as intermediate-

level students they would feel more comfortable when talking about their perceived 

difficulties and that their comments in L 1 would more authentically represent their 

experiences when composing. The questionnaire consisted of two sets of closed 
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questions to be answered by selecting from choices provided for each set (Ellis & 

Barkhuizen, 2005, p. 41). In this case, it was group-administered, because the learners 

completed it at the same time and in the same place. Specifically, the questionnaires 

were meant to obtain information about: 

• what task -the description or the narration- had proved more difficult; 

• what problems they had experienced when verbalizing the images. In order to 

answer this, they had to choose factors from a four-item list that included 

problems 

• in the interpretation of the visual input, 

• in the use of connectors, 

• in the choice of appropriate verbal tense/s, 

• in lack of lexis. 

The questionnaire also included an open-ended question for the subjects to expand 

on any other source of difficulty that had not been included in the list, also in their 

mother tongue. 

4.6 Data analysis 

The twenty texts that constituted the corpus were submitted to both a qualitative 

and a quantitative analysis. To ensure anonymity, and to help describe the phenomenon 

under investigation appropriately (Hyland, 2002a, p. 184), the ten subjects were coded 

from one to ten for easy reference. Since each subject produced two different texts, each 

description and each narration by the same informant was given the same number, for 

example: learner 1: description 1, narration 1 (Appendix B). 

4.6.1 Qualitative analysis 

For the qualitative analysis of the corpus consisting of twenty written texts, I 

carried out a top-down analysis by identifying and labelling the stages of each text. 

Following Labov & Waletzky (1967), the narrative texts were segmented into stages: 

(abstract), orientation, complkation, and Insolation (coda). The descriptive texts were 

segnriented into identification and description, following Gerot & Wignell, (1995). 

The bottom-up analysis included the identification and classification of the 

communication strategies that the learners had used in the different stages of both texts. 

Once 1 identified the lexical choices that appeared as non-idiomatic, the strategies were 
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classified on the basis of a pre-established typology, proposed by Tarone, Cohen and 

Dumas (1983). The strategies were distinguished as L 1 -based or L2-based depending on 

whether the strategic effort was derived from the learners' mother tongue, or from the 

target language itself (Bialystok, 1983, p. 105; Haastrup and Phillipson, 1983, p. 153). 

The identified communication strategies were transcribed verbatim into specially 

designed matrices. Also, each segment of text that contained a communication strategy 

was reconstructed (Corder, 1974) in the following way: a native speaker was required to 

observe the images used as prompts of each written task, to read the already identified 

communication strategies in each stage, and then to write her own version by 

reconstructing the portion of the learners' texts where the errors had been identified. 

Furthermore, in order to ensure the reliability of the strategy classifications, two 

independent raters acquainted with the taxonomy of strategies also conducted their own 

analysis of the same corpus independently. With the purpose of facilitating their task, 

the two raters were provided with blank display matrices and a copy of each descriptive 

and narrative text, also coded with numbers. The analyses carried out by the two raters 

were compared to my first analysis. In cases in which there was a difference of opinion 

as to the categorization of two or more strategies, the inter-raters and I conferenced until 

an agreement was reached in relation to which categorization was closer to one or the 

other of the two classifications of the type of strategy. 

The data collected by the questionnaires were interpreted qualitatively and then 

compared to the students' written texts. The purpose of this was to establish a 

relationship between what the learners had experienced while composing the two texts, 

and what they had really produced as output. 

4.6.2 Quantitative analysis 

A quantitative analysis was performed in order to determine the frequency of 

appearance of each type of communication strategies that had been employed in each 

stage of both written texts. 



5. RESULTS 

5.1 The written texts 

5.1.1 Qualitative results 

In order to answer research question one, the twenty texts were analysed 

following the procedures specified in the methodology section. 

This qualitative analysis showed that both types of strategies, those based on the 

mother tongue, called L 1 -based, and those based on the target language, or L2-based-, 

were used in the descriptions as well as in the narrations. Specifically, the overall 

findings from the qualitative analyses revealed that: 

In the descriptive texts, the only L 1 -based communication strategy identified was 

transfer, whereas the L2-based strategies were generalization, paraphrase, 

approximation, word coinage and overelaboration (Table 1). 

In the narrative texts, the L 1 -based strategies employed were transfer and 

language switch, while the L2-based communication strategies identified were 

generalization, paraphrase, approximation and overelaboration (Table 1). 

Table 1 
Ll- L2-based communication strategies across both genres 

DESCRIPTIVE TEXTS NARRATIVE TEXTS 
Ll-based L2-based Ll-based L2-based 
transfer generalization transfer generalization 

paraphrase language switch paraphrase 
approximation approximation 
word coinage overelaboration 

5.1.2 Quantitative results 

In order to answer research question two, the frequency of appearance of the 

communication strategies was calculated statistically, in order to determine in what 

sections of each genre they had been resorted to more extensively. 

Overall, the quantitative analysis showed that the participants used sixty three 

communication strategies in both genres, distributed as follows: L2-based being more 

frequent than L 1 -based, as shown by the percentages in Table 2. 

Table 2 
Percentages of the distribution of Ll- and L2-based communication strategies across both genres 

L-1 based communication strategies 
39,68% 

L-2 based communication strategies 
60,32% 
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The quantitative results across the sections in each genre read as follows: 

In the descriptive texts, the Ll-based strategy transkrwas used twelve times: two 

in the identification (6,06%) and ten in the description stages (37,03%). The L2-based 

strategies were distributed as follows: generalization appeared eleven times, two in the 

identification stage (6,06%), and nine in the description stage (33,33%); approximation 

was resorted to on eight occasions: two in the identification section (6,06%), and six in 

the description section (18,18%). Paraphrase and word coinage were used once each 

(3,03%), both in the description section (Table 3). 

Table 3 
Frequency of appearance of communication strategies in each stage of the descriptive texts 

STRATEGIES STAGES 
IDENTIFICATION DESCRIPTION 

transfer two (6,06%) ten (37,03%) 
generalization two (6,06%) nine (33,33%) 
paraphrase --- one (3,03%) 
approximation two (6,06%) six (18,18%) 
word coinage --- one (3,03%) 

TOTAL six 18,18% twenly seven 81,82% 

In the narrative texts, two L 1 -based communication strategies were employed: 

transfer and language switch. The latter appeared once in the orientation stage (3,33%), 

while the former was applied once in the orientation section (3,33%). twice in the 

resolution section (6,66%), and nine times in the complication stage (40,90%). The L2-

based strategies used in this genre were distributed in the following way: generalization 

was applied once in the abstract section (3,33%), on six occasions in the complication 

section (27,27%), and once in the resolution (3,33%); paraphrase appeared three times 

in the complication stage (10%), the same as approximation (10%), which was also used 

once in the abstract (3,33%) and once in the orientation stages (3,33%); o verelaboration 

was applied on one occasion in the complication section (3,33%) (Table 4). 

Table 4 
Frequency of appearance of communication strategies in each stage of the narrative texts 

STRATEGIES STAGES 
ABSTRACT ORIENTATION COMPLICATION RESOLUTION 

language switch --- one (3,33%) - ---
transfer --- one (3,33%) nine (40,90%) two (6,66%) 
generalization one (3,33%) --- six (27,27%) one (3,33%) 
paraphrase --- --- three (10,00%) ----
approximation one (3,33%) one (3,33%) three (10,00%) ----
overelaboration --- --- one (3,33%) ---

TOTAL two (6,66%) three (10,00%) twenty two (73,34%) three (10,00%) 



53 

These quantitative results in relation to the use of L I and L2- based 

communication strategies in each stage across the two genres indicate the following: 

In the descriptive texts, thirty three communication strategies were applied, in the 

following way: six strategies appeared in the identification stage: two are Ll-based, and 

four are L2-based; twenty seven communication strategies were employed in the 

description stage: ten are Ll-based and seventeen are L2-based (Table 5). 

Table 5 
Frequency of appearance of Ll- and L2-based communication strategies in each stage of the 

descriptive texts 

Total N° of L 1- and L2- based 
strategies: 33 

Identification Description 

Total: 6 strategies: 
2 Ll-based 
4 L2-based 

Total: 27 strategies: 
10 Ll-based 
17 L2-based 

In the narrative texts, thirty communication strategies were used, distributed as 

follows: twenty two strategies were applied in the complication stage, nine of which are 

L I -based, and thirteen are L2-based; three strategies appeared in the resolution stage, 

two L 1 -based, and one L I -based; in the orientation section, there were three 

communication strategies, one L I -based, and two L2-based. In the abstract, two L2-

based strategies were applied (Table 6). 

Table 6 
Frequency of appearance of Ll- and L2-based communication strategies in each stage of the 

narrative texts 

Total N° of Ll- 
and L2-based 
stratqties: 30 

Abstract Orientation Complication Resolution 

Total: 2 
L2-based 
strategies 

Total: 3 strategies: 
1 Ll-based 
2 L2-based 

Total: 22 
strategies: 
9 L 1 -based 
13 L2-based 

Total: 3 strategies: 
2 Ll-based 
1 L2-based 

Overall, the quantitative analysis reveals that 

• in the descriptive genre, the communication strategies appeared most 

frequently in the description stage, namely, transfer (L 1 -based), generafization 

and approximation(L2-based). (Tables 3, 5 and 7). 

• in the narrative genre, the most extensively employed communication 

strategies were used in the complication section, namely, transfer (L I -based), 

generalization, paraphrase, and approxirnation (L2-based). (Tables 4, 6 and 7). 
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Table 7 
Highest frequency of appearance of communication strategies per stage in both genres 

Genre Stage Frequency 
Descriptive text description 81,82% 
Narrative text complication 73,34% 

5.2 The questionnaires 

With the purpose of answering the third research question, I analysed the ten 

questionnaires that included the subjects' responses about two different pieces of 

information: which of both tasks had proved more difficult to write, and the causes of 

the learners' perceived difficulties when composing. These questionnaires were 

answered immediately after the written production of the description and the narration. 

The analysis of the questionnaires revealed that the ten participants identified 

lack of lexis' as the cause of their difficulties when trying to express their meanings in 

English, in both genres. This answer is consistent with the results: the subjects 

investigated made use of communication strategies to solve lexical problems. Only four 

learners also mentioned to have experienced problems with grammar and discourse. 

These types of linguistic problems are beyond the scope of the present research. 

In relation to the participants' answers about the difficulty they had experienced in 

relation to the type of genre they had to write, six considered the narration more difficult 

than the description, three found the description harder than the narration, and only one 

participant regarded both genres at the same level of writing difficulty (Table 8). 

Table 8 
Task-related difficulty and its causes 

INFORMANT More difficult task CAUSE/S 
N° 1 Description Lack of lexis 
N° 2 Narration Lack of lexis 
N° 3 Narration Lack of lexis 

Use of connectors 
Choice of tense 

N° 4 Description Lack of lexis 
Choice of tense 

N° 5 Narration Lack of lexis 
N° 6 Narration Lack of lexis 
N° 7 Description Lack of lexis 

Use of connectors 
N° 8 Description (50%) Lack of lexis (+ a long 

Narration (50%) explanation) 
N° 9 Narration Lack of lexis 

Choice of tense 
N° 10 Narration Lack of lexis 

Choice of tense 
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• The ten participants identified lack of lexis as the first cause of difficulty 

(100%). 

• Six participants found the narration more difficult (60%). 

• Three participants found the descriptíon more difficult (30%). 

• One participant found both genres as difficult (5% 5%) (Table 9) 

Table 9 
Percentage of cause of difficulty 

Cause of difficulty 
Lack of lexis 

N° of participants 
10 

Percentage
100% 

Percentage of task-related difficulty 

Genre N° of participants Percentage 
Narration 6 60% 
Descript ion 3 30% 
Narration and description 1 5% 5% 

Altogether, the quantitative analysis of the students' responses to the 

questionnaires revealed that the narrative text was regarded as more difficult than the 

descriptive text by most learners. Furthermore, all the participants manifested that lack 

of lexical resources had proved to be their main obstacle when they were 

communicating their meanings across both genres (Tables 8 and 9). 



6. DISC USSION 

The findings reveal that the foreign language learners who participated in this 

study resorted to their strategic competence in order to express their intended meanings 

in English across the two genres, and thus achieve their communicative goals by means 

of the application of Ll- and L2-based communication strategies. 

As shown in Table 1 in the results, the participants made use of different kinds of 

communication strategies by resorting to both, their knowledge of the mother tongue 

and the target language, in the descriptive and narrative texts. This means that in spite of 

the fact that the participants were attending the 10 year at the English Training College, 

they activated their strategic competence and managed to communicate the meanings 

represented by the descriptive and narrative visual images. However, the fact that they 

resorted to the Ll -based communication strategies translr and language switch to 

bridge their lexical gaps also provides evidence that they had limitations at the moment 

of retrieving specific L2 vocabulary. This result is consistent with Bialystok (1983), 

who states that the proficiency of the student determines to some extent whether the 

strategy will be L 1 -based or L2-based (p. 110). Other researchers (Paribakht 1982, 

1985, as cited in Poulisse & Schils 1989, p. 17; Qi & Lapkin, 2001) also agree that 

communication strategy use and proficiency level are related. Notvvithstanding this, the 

percentages in Table 2 reveal that the L2-based strategies outnumbered the Ll-based 

ones across the two genres, which shows that, despite running short of target language 

lexis, these learners were strategically competent at the time of transmitting their ideas 

because they made use of their knowledge of the target language in order to 

communicate, through alternative means, the message contained in the visual images of 

both the descriptive and the narrative text. 

The data from Tables 3 and 4 provide evidence that accounts for the frequency 

and diversity of communication strategies the participants applied to express their 

intended meanings. This flnding is in accordance with Roca de Larios et al (1999), who 

state that "the writer's need to compensate for lack of linguistic knowledge is reflected 

in the number of [communication] strategies reported" (p. p.14). 

According to James (1998), lexical communication strategies are resorted to when 

learners either think they know a word and carelessly produce a lexical error, or when 

they assume that they do not know the right word (p.146). In other words, when learners 

aim at a communicative act in L2 but lack the necessary knowledge, they resort to 
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alternative plans, that is to say, to communication strategies (p.178), which can be, as 

James states, sources of error (p.185). Nevertheless, Corder (1974) refers to them as 

idiosyncratic since they generally "present no difficulties of interpretation" (p. 163) and 

can therefore be "reconstructed" (p. 166) in the target language. In actual fact, 

communication strategies do not always have to be associated with erroneous behaviour 

given that, often, as Bialystok (1983) contends, "the effective use of communication 

strategies is unambiguously related to formal proficiency" (p. 116). It must be clarified 

that the learners' utterances were reconstructed on the basis of the meanings conveyed 

by the images. 

In order to show the communication strategies identified in the corpus, some 

samples of each will be reproduced and explained. It should be remembered that two 

independent raters also identified the communication strategies on "the basis of problem 

indicators in the data" (Poulisse & Schils, 1989, p.21). The two interraters and I met to 

reach a consensus in the cases that were problematic, i.e., when there were doubts as to 

the categorization of certain communication strategies. This happened mainly vvith the 

identification of transfer versus that of generalization. In fact, according to Tarone, 

Cohen & Dumas (1983), "it may not be possible to firmly establish whether a learner is 

utilizing the communication strategy of transfer or of overgeneralization in producing 

an interlanguage form" (p. 8). 

The examples to be discussed in this section are those which I found most 

illustrative of each strategy. However, further instances of each can be found in 

Appendix A: Performance Data 

Since out of the total number of communication strategies identified -sixty three-

in both genres, the L 1 -based communication strategy transfer was the most extensively 

employed across genres, appearing twenty four times (Tables 3 and 4), and 

interestingly, several learners reproduced the meanings of the visual texts by using 

exactly the same lexical choice through transfer, it will be discussed first. Afterwards, 

overgeneralization will be analysed, because it was, in terms of frequency, the most 

widely used L2-based communication strategy. Finally, a discussion of paraphrase and 

approximation will follow as they were also frequently used and are illustrative of the 

learners' creative efforts to overcome communication breakdowns. 
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6.1 Transfer 

Several specialists have been concerned with the interlingual sources of error 

(Tarone, Cohen & Dumas, 1983; James, 1998; Domyei & Scott, 1997). An L 1 transfer 

error is the consequence of a learner not knowing the required target language item and 

borrowing an L 1 term that shares some degree of similarity with the equivalent item in 

the learner' s Ll, which is thus "negatively transferred" (James, 1998, p.179, p. 255) into 

the L2 output. In Raupach's (1983) opinion, by means of transfer, leamers solve their 

retrieval problems while being under the strong influence of Ll (p. 202). 

One example of transfer used by two participants (see Appendix A) was rays', 

meaning in fact, I hypothesize that the cause of this mother tongue 

interference is its morphological similarity with Spanish 'rayos'. Other choices of the 

same type included the use of the 'principal' door meaning the `entrance' door, 

`forestation' for `forese. All these choices made by the leamers seem to be the result of 

a "lexical void" (Blum-Kulka & Levenston, 1983) in the target language, because what 

the learners created is also called a false cognate, which originated in the foreign 

language and was borrowed into the learner's L 1 with a changed meaning. Research by 

various specialists has also shown a meaningful connection between transfer and 

language proficiency leve!. For example, Poulisse and Schils, (1989), found that 

leamers with a limited command of the foreign language resort systematically to their 

knowledge of the mother tongue. Likewise, McClure (1991) found that transfer was the 

strategy more widely used by leamers in their written narratives. In research on 

students' compositions, Mei Hang (2005) found that "L2 leamers commit more errors 

of lexical choice caused by transfer and lower proficiency of second language" (p. 44). 

Also, the research carried out by Agustin Lach et al (2005) showed that transferwas the 

source of the great majority of lexical errors in writing, mainly in the first stages of 

second language acquisition. This finding provides support to the psycholinguistic view 

that the leamers' mother tongue serves as the linguistic scaffolding to develop their L2 

competence. 

Other examples from the corpus are: 

Learners' output Reconstructed message 
-`stairs. . .drive to an unknown place stairs.. .lead to an unknownplace 
-`a crow has visualized his target' a crow has spotted his target 
-`. ..provokes the dog's attention .. .calls the dog's attention 
-`indescriptible scenes indescribable scenes 
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As to the frequency of use of this interlingual strategy in relation to the stages of 

both genres, results indicate that it was used more extensively in the description stage of 

the descriptive text, and in the complication stage of the narrative text (See Tables 3 and 

4). This may be attributed to the fact that in the complication stage, learners have to 

create what Martin (1992) calls 'the counterexpectation', which is a critical feature in 

this genre, linguistically demanding because the L2 learner has to be able to show that 

something unexpected occurred and also to construct with words the danger of the 

situation. The use of transfer was also frequent in the description stage because it is 

longer than the identifícation stage and it requires a linguistic precision on which an 

accurate description depends. 

This suggests that the linguistic difficulty involved in the development of the 

description and complication stages may have driven the learners to resort to their 

mother tongue due to insufficiently automatized L2 lexis in order to reach their 

communicative ends. Given that the description and the complication stages seem to 

demand a greater knowledge of vocabulary than the other stages because of their key 

role in the development of both genres, it appears reasonable to argue that knowledge of 

content-word meanings contributes significantly to foreign language composition 

(Koda, 1993). 

Furthertnore, it is also likely that the wide use of transfer can be attributed to the 

difficulty involved in the verbalization of the visual images. Thus, it can be inferred that 

the participants must have felt the need to call upon any linguistic means to attempt a 

solution when they were =ling short of vocabulary. Resorting to L 1 during L2 

production is considered one of the sources of error in learner language (Ellis, 1997). It 

should be stressed that the fact that the inter-raters and I share the participants' mother 

tongue facilitated the understanding of their intended meanings. In Brown' s opinion 

(2000), "fluent knowledge or even familiarity with a learner's language of course aids 

the teacher in detecting and analyzing errors" (p.224). 

6.2 Overgeneralization 

Among the thirty eight L2-based communication strategies found in the corpus 

across both genres, overgeneralization was the most frequent. The fact that the 

participants resorted to this alternative plan to solve their lack of appropriate L2 terms 

accounts for their attempt to apply their knowledge of the target language, although 
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their interlanguage choices resulted in utterances that were inappropriate to the contexts 

in which they were used. This behaviour can be attributed to the semantic and 

collocational differences between the learners' mother tongue and the target language 

(Olsen, 1999). Overgeneralization data from the present study show that in most cases, 

the participants made semantic associations by overextending lexical items on the basis 

of earlier learning and applied them in erroneous contexts (Shin, 2006). The result is an 

expression that though it is comprehensible, it is at the same time inaccurate and 

inappropriate to the context. 

Some examples from the corpus are: 

Learners' output Reconstructed message 
-`dried trees' dry/leafless tree 
-`it (the house) can be accessed by a stair' There are external stairs that lead to the house 
-`impotent dog' powerless dog 
-`a house which is sitted in the top...' A house which sits/is situated on the top 
-`the rope runs ou' The rope gets too short 

These findings support results reponed by Olsen (1999) and Shin (2006), who 

consider that the interlanguage of less proficient L2 writers shows they still have wrong 

assumptions about the target language, and when they try out hypotheses during 

production, the outcome is far from being native-like. 

During the analysis of the data, some expressions were found to be problematic 

for the purposes of categorization, especially in the cases of transfer and generalization 

This might have been due to the fact that, as Faerch & Kasper (1983) state, "this usage 

(overgeneralization) conflates an IL with a L2 perspective" (p. 48). Empirically, and in 

accordance with Tarone, Cohen & Dumas (1983), it is controversial to decide whether 

certain IL forms should be considered a result of L 1 transfer or rather a target language 

overgeneralization, or probably, "a combination of both" (p.8). In support of this view, 

Brown (2000) contends that "ah l generalizing involves transfer, and ah l transfer involves 

generalizing" (p. 97). 

An example of the ambiguous use of either strategy is 'the old build * is rounded 

by...', meaning `surrounded', in which it is hypothesized that the learner was mentally 

translating an L 1 meaning: 'rodeado', without knowing or realizing that `to round' in 

English means `to move in a curve', and what he actually needed to describe was that a 

certain element was situated around the building, i.e., 'the old building was surrounded 

by...'. Consequently, one may wonder if the learner was either transferring an L 1 

meaning into L2 use, or was generalizing an L2 term into the wrong context. 
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A similar example is clouds, which are running out"; the meaning the learner 

was aiming at was clouds, which are fading away'. Interestingly, this finding reveals 

that the participant oversupplied "an interlanguage feature in a context in which it does 

not occur in target-language use" (Ellis, 1997, p. 142). This strategic behaviour can be 

interpreted as being due to an insufficient understanding of the semantic boundaries of 

target language terms, which led the leamer to apply target language lexis in situations 

in which it did not fit; however, it al so shows that her communicative goal was not 

changed, because she believed that the substitute term mig,ht fin a gap (Faerch & 

Kasper, 1983b, p. 48). 

6.3 Paraphrase Approximation 

The second L2-based communication strategy most frequently employed was 

approximation, followed by paraphrase (see Tables 3 and 4). At this point, it seems 

useful to point out that researchers like Tarone (1983) have categorized approximation 

as embedded within the wider concept of paraphrase, since the latter refers to the 

"rewording of a message in an acceptable target language construction" (p. 10), which 

can take the form of a "single target vocabulary item", as in approximation, or of longer 

stretches of discourse, as in paraphrase. Consequently, for the present discussion, 

paraphrase and approximation will be regarded as similar altemative means used to 

overcome lexical limitations through either well-formed constructions according to the 

leamers' interlanguage system (Faerch & Kasper, 1983b, p.49), or through a vocabulary 

item which refers to a semantic component that approximates the optimal meaning 

(Váradi, 1983, p. 92). Kasper & Kellerman (1997) state that there is overlap across these 

strategies, since there may be more than one strategy embedded within each linguistic 

output (p. 195). 

Through the many instances of approximation in the data, it can be appreciated 

how the participants tried to compensate for their lexical deficiencies by employing 

"single altemative items that share semantic features with the target word" (Tarone, 

1977; Bialystok, 1983; Willems, 1987). 

Examples of this L2-based communication strategy include: 
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Learners' output Reconstructed message 
-`birds' bats 
-`sparrow' crow 
-`rocks' tombstones 
-`lights/flashlights' lightning 
-`stick' pole 

In spite of the fact that in some approximations, the meaning is changed 

completely, as for example, in `birds' (instead of `bats'), these two terms refer to 

different animal species, in others, ('sparrow', `stick'), only part of the message is lost, 

because we see the learners' attempt to approximate the real meaning as the terms 

employed share several features with the item aimed at: sparrows and crows are dark-

coloured birds, while a stick and a pote may be wood objects. 

The following example of a paraphrase strategy: "the dog has wasted the 

extention of the rope" illustrates the linguistic effort of the learner to express what she 

must have considered a complex concept in a crucial instance of the complication stage. 

That is to say, she tried to bridge the gap between her actual message and her intended 

meaning —"the rope is now too short for the dog to move"- by resorting to an 

achievement strategy (Faerch & Kasper, 1983b, p. 37) through knowledge of the target 

language. One cannot avoid being surprised by this idiosyncratic choice which, beyond 

its unidiomatic nature, exhibits the learner' s creative capacity to construct an expression 

that is unlike Ll and L2. 

These linguistic choices helped the participants to overcome lexical gaps, i.e., 

vocabulary items which had not been learnt or could not be recalled at the moment of 

the production of both written genres. These results match McClure's (1991), in the 

sense that students employed words that they semantically associated with the terms 

that would have been appropriate in these given contexts. 

The present discussion has so far focused on how both types of communication 

strategies -L1- and L2-based (also called interlanguage-based and target-language 

based) have assisted the participants in bridging gaps in their vocabulary at the time of 

writing descriptive and narrative texts in the target language. It is now relevant to 

consider how effective each type of communication strategy is for the achievement of 

the intended meanings. Previous research has shown that "the best strategies are those 

which are based on the target language and take account of the specific features of the 

intended concept" (Bialystok, 1983, p.116; Chen, 1990). Along the same une, Haastrup 

& Phillipson (1983) support the idea that "IL-based strategies have great potential for 



63 

leading to communicative success" (p. 195). More recently, Flyman (1997) states that 

"efficiency is determined in view of the success of the strategy" (p.17). In a recent 

study, Littlemore (2003) found that reconceptualiz,ation —one of Poulisse's (1993) 

categories that corresponds to Tarone's (1983) paraphrase- was the most 

communicatively effective, whereas transfer strategies, which are Ll-based-, did not 

seem to contribute to communicative effectiveness. In my opinion, effectiveness should 

be considered at two distinct levels: communication and learning. On occasions, transfer 

can be communicatively effective if the learner' s message is understood in the context 

in which it is employed. However, it may not contribute to L2 learning because learners 

fail to try out hypotheses about target rules or the meanings of lexical items, and 

corroborate or reject them. It has been shown (McLaughlin, 1987) that this process 

leads to the restructuring of interlanguage as through it learners modify their internal 

representations of the forms which are not target-like. In relation to this, in the present 

study the learners' intended meanings expressed by L 1 -based strategies such as transfer 

were understood because of the shared L 1 knowledge between the researcher, the 

participants and the interraters, although they would not be recognised as idiomatic 

lexical choices, since idiosyncratic meanings may result obscure and certainly, not 

stylish at ah . 

In connection with the value of communication strategies, a basic condition for 

them to have a potential learning effect is that "they are governed by achievement 

behaviour" (Faerch & Kasper, 1983b, p. 54). What this means is that it', in spite of 

difficulties, learners do not abandon their communication goal and manage to retrieve 

the specific linguistic ítem, it may be easier for them to use the ítem on future 

occasions. Consequently, the learners' extension of their linguistic resources by means 

of the employment of compensatory communication strategies can lead to hypothesis 

formation, which is considered part of the process of learning a second language. When 

learners are engaged in tasks where meaning-making is central, their interlanguage is 

thought to be driven forward (Skehan, 1998). 

6.4 Distribution of Ll- and L2-based communication strategies across genres 

Concerning how both types of communication strategies were found to be 

distributed across the two written genres (see Table 2), the findings show that L2-based 

ones were more frequently used than L 1 -based, and this indicates that learners took 
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risks in trying out lexical hypotheses which proved successful in relation to their 

communicative goals, since they managed to solve some communication breakdowns 

by drawing on their target language resourcefulness in a creative way (Skehan, 1998). It 

was in the complication stage of the narrative text and in the description stage of the 

descriptive text where communication strategies were most frequently employed. 

6.5 Frequency of appearance of Ll- and L2-based communication strategies in the 

description stage of the descriptive texts 

In relation to the frequency of appearance of both types of strategies in the stages 

of each genre, the findings indicate that in the descriptive text, in order to meet the 

communicative demands imposed by the visual input, learners made use of more 

communication strategies in the description stage than in the identification stage (see 

Table 5). This strategic behaviour in the description section may be attributed to the 

requirements imposed by the stage itself, since a higher degree of elaboration is 

expected in it due to the fact that most of the information, i.e., general features as well 

as specific details and characteristics (Evans & Dooley, 1999) of this genre is condensed 

in this stage, while the identification stage tends to be shorter as its main function is to 

introduce the topic and to provide a general orientation to it. The learners' efforts to 

construct meaning in the descriptive stage are associated mainly with the description of 

the weather conditions as well as with the building itself and its surroundings. 

The following examples from the data 1 vvill serve as illustrations: 

Learners' output Reconstructed messages 
-`a storm full of lightnings* and thunder' a severe electric storm 
-`rays' lightning 
-`lightnings* turn light into day' lightning lights up the sky 
-`clouds and flashlights' clouds and lightning 
-`furious sky' thundery sky 
-`forestation' forest 
-`three white rocks' three white tombstones 
-`entrancepreceded by stairs' statrs that lead to the entrance 
-`the old build* is rounded by...' the old building is surrounded bv... 
-`dried trees' dry/leafless trees 

1 The first five examples describe weather conditions, and the others describe the building and its surroundmgs 

According to James (1998), "communication strategies can be the source of error" 

(p. 185), as shown aboye, but they also are the manifestation of learners' interlanguage 

at work and reflective of their underlying strategic competence (Brown, 2000). 
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It must be acknowledged that the image selected for the elicitation of the 

descriptive text requires a type of description these learners may not be really familiar 

with, and may have caused them to stretch their linguistic resources beyond their 

interlanguage knowledge. 

6.6 Frequency of appearance of Ll- and L2-based communication strategies in the 

complication stage of the narrative texts 

In connection with the frequency of appearance of communication strategies in 

the narrative texts (see Table 6), the results show that the strategies that were employed 

in the complication stage outnumbered the ones in the other stages, as can be seen in 

Table 6. In a similar study, Fakhri (1984) states that "the application of strategies was 

not random but constrained by narrative features" (p. 15). Specifically, in what he calls 

"the episodic component", i.e., the complication, "the choices of communication 

strategies is constrained by the urgency to convey meaning" (p. 14) and construct a 

dramatic situation. In this sense, it can be inferred that the learners in this study resorted 

to an extensive use of lexical strategies because, in order to make the narration of events 

more effective, their attention was focused on explaining how the problematic situation 

illustrated by the visual images in the complication stage was unfolding. 

This can be illustrated by means of the following instances from the performance 

data: 

Learners' output Reconstructed message 
-`the dog. .run forward the crow the dog.. .dashed towards the crow 
-`the dog...atached* to the post the dog tied round the post 
-`in each try, the dog had the tie around 

his body' 
in each try, the rope got shorter and shorter 

-`the dog has wasted the extention of the 
rope round the tree' 

the rope is now too short 

-`how the dog was getting close to the 
stick' 

how the dog was getting trapped round the pole 

In relation to the development of the story towards the crisis, learners succeeded 

in "building up the tension of the story" (Martin & Rose, 2007, p. 63), in spite of 

difficulties when searching for the most accurate lexical expressions that would aid 

them to transmit the disruptive events with better precision: the crow flying around the 

pole, the dog on a leash getting always angrier while running after the crow round the 

pole, and finally the dog ending up tied round the pole, unable to move. This is in une 

with Koda's (1993) research on descriptive and narrative texts, in which he reports that 
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"knowledge of content-word meanings underlies the ability to expand and elaborate 

discourse" (p. 343). As Rothery & Stenglin (1997) affirm, "the challenge for 

participants is to confront the crisis and overcome the disruption" (p. 239). In the 

present study, the students did not abandon their intended meanings but tried their best 

to construct the complicating actions through the application of commimication 

strategies and thus realize their communicative intentions. 

These findings match Dechert's (1983) report concerning "second-language 

specific processing problems" (p. 183), because, in order for learners to reconstruct the 

visual input as accurately as possible, they have to activate "special knowledge sources 

to deal with lexical search" (p. 183). 

Concerning the visual input to the narrative text, it can be stated that the dog-and-

rayen cartoon "has proved useful in that it creates various processing problems" 

(Dechert, 1983, p. 178), such as the absence of verbal information accompanying the 

images, the slowly progressing complication of the action, which is overcomplete and 

thus more difficult to verbalize, and in particular, the lexis necessary to refer to the 

`props' that support the story: the dog's food, the `dish' the dog is eating from, the 

element the dog is fastened to, and what he is fastened with. Ah l these details make this 

visual text quite demanding to describe for a non-native speaker of English. 

6.7 The questionnaires 

The information provided by the learners' responses to the questionnaires in 

relation to the main cause of difficulty allows the identification of a high 

correspondence between their subjective reports and their behaviour in relation to their 

strategic styles. 

The communication strategies that were identified across both genres reflect the 

lexical difficulties experienced during composing, when the learners were trying to 

produce "the correct retrieval of the vocabulary itern" (Cohen, 1998, p. 39). In a 

thorough investigation by Linnarud (1986) on the importance of lexis in L2 learners' 

written performance, it was concluded that vocabulary size correlates well with writing 

quality. Also, Laufer (1998) states that "learners themselves associate progress in 

language learning with an increase in the number of words they know" (p. 256). 

Several researchers have also focused their attention on the relevance of lexical 

proficiency in relation to L2 composing (Enger, 1995; Snellings et al 2004) as well as 
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content (Santos, 1998). The students' perceptions as expressed in the questionnaire 

confirm that lack of lexis represented an obstacle when they were attempting to express 

their intended meanings as adequately as possible in the target language (Table 8). 

Insufficient mastery of content words was perceived by all the participants to be the 

main cause of difficulty at the moment of transmitting meanings. What this implies is 

that learners themselves realize that adequate vocabulary knowledge is essential to meet 

their communicative needs (Read, 2000, p. 2). 

In relation to the learners' self-reports as to what genre -the descriptive or the 

narrative text- had proved more difficult to produce, the latter was found by most 

students to be more complex (Table 9). This finding is consistent -with the results found 

by several narrative researchers, such as Kang (2005), who claims that written narrative 

discourse is especially challenging for L2 learners. In a study on how different writing 

tasks influence the quality of foreign language composition, Koda (1993) came to the 

conclusion that "narrative tasks may involve more demanding linguistic processing than 

descriptive tasks" (p. 343). Rothery and Stenglin (1997), in their analysis of narrative — 

"the story genre most highly valued in many contexts of culture"- point out that it "deals 

with disruptions that constitute a crisis whose outcome is problematic" (p. 239). The 

linguistic demands for L2 writers of narrative texts seem to be directly connected to 

their ability to confront this disruption and meet the challenge of overcoming it. In 

Rothery and Stenglin's words, "disruption can and must be dealt with in order to restore 

equilibrium to the field" (p. 254). This concept is in direct lime with the learners' self-

reports as to the greater difficulty they perceived about producing a written narrative 

text. 



7. CONCLUDING REMARKS 

The present study has shown that: 

• In spite of lexical deficiencies, the participants managed to get their meanings 

across by using various communication strategies to compensate for those gaps 

in their knowledge of the target language. This implies that leamers relied on 

their strategic competence to solve communication problems. 

• The leamers complied with the generic structure of the written texts, which 

means that none of them is incoherent since they exhibit the canonical features 

of each genre (Fakhri, 1984). It is my contention that the visual images 

accompanying each text played a decisive role in prompting the successful 

verbalization of each task. In the case of the narrative text, its schematic 

structure is signalled by the picture-frames themselves that represent the order 

in which the events occurred. Consequently, a connection between characters, 

setting, actions and what is verbally recounted is established. 

• It is also likely that because the visual images provided the contents of each 

written task, the leamers were motivated to communicate the meanings 

represented visually and thus did not attempt to abandon their intended 

meanings. This can be accounted for by their use of achievement 

communication strategies. 

• Communication strategies based on knowledge of the target language — or L2-

based- were found to be more communicatively successful than those based on 

the mother tongue — or L 1 -based, as they reflected more idiomatic lexical 

choices. This may suggest that there may be "a directionality of transition in 

the learners' use of compensatory strategies toward that of native speakers, 

which in turn reflects the transitional nature of their interlanguages" (Paribakht, 

1985, p. 141). 

• A significant relationship was found between the students' perceptions as to 

what had been the main cause of their difficulties while composing: lack of 

lexis, and their strategic styles identified in the written texts. 

• A connection between the students' strategic competence and generic 

competence (Bhatia, 2000) was found as communication strategies were more 

widely employed in two specific stages of each genre. 
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The results of this work emphasize the relevance of strategic competence as an 

effective means of compensating for breakdowns in L2 communication. The findings 

suggest directions for future research and also have implications for L2 writing 

instruction. 

7.1 Directions for future research 

Though the importance of introducing genres in the second language classroom 

has been acknowledged by specialists (Paltridge, 2001; Johns, 2002), the connection 

between communication strategies and a variety of genres remains to be further 

investigated. In the research literature to date, few studies (Fakhri, 1984) have addressed 

the interaction between the use of communication strategies and the stages of specific 

genres. One of the findings of this study shows that the participants experienced 

linguistic problems which could be associated with specific sections of either genre, i.e., 

the description stage in the descriptive text and the complication stage in the narrative 

text. In my opinion, further research is required that investigates if this phenomenon 

occurs longitudinally, i.e., if the same learners go through the same difficulties over a 

period of time with the same genres, or else with other written genres such as 

argumentations, which have been acknowledged to make high demands on student 

writers (Grabe and Kaplan, 1996). 

Another suggestion for future research that can be made from this study is the 

need to focus on two sources of data at the same time: internal data as represented by 

the students' perceptions and external data which consist of the students' written texts. 

Both sources may contribute important information regarding the development of 

writing skills and specifically the source of communicative problems that students may 

experience in foreign language writing. In this study I found a significant relationship 

between the participants' lexical gaps as identified through their employment of 

communication strategies, and their perceptions which indicated that the students were 

aware of their lack of sufficient target lexical repertoire. If a link between the use of 

communication strategies to compensate for resource deficits and the learners' 

developing writing skills can be established, researchers could be better informed about 

the psychological processes underlying L2 production. 

Furthermore, the exploration between the meanings represented by the visual 

images and the meanings that the students can verbalize may be fertile soil for future 
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research. The interrelationship between both types of meanings may enable the 

researcher to investigate whether students may retrieve and use appropriate L2 lexis, 

whether they come close to their intended meanings, and what communication 

strategies they resort to so as to be able to encode the meanings of the verbal text. 

Needless to say, this requires that the researcher explores the semiotics of images 

(Astorga, 1999). 

7.2 Pedagogic implications 

As shown by the results of the present study, when learners are engaged in 

production they take risks and test hypotheses. The lexico-grammatical errors they may 

make reflect their creativity and help them develop their problem-solving skills. Swain 

and Lapkin (1995) state that "learners will not progress beyond a given state of 

competence unless pushed to exploit all their resources... ; through output, students 

stretch' their interlanguage to meet communicative goals" (as cited in Laufer, 1998, pp. 

126-127). This implies that learners need to be encouraged to take risks, use more 

difficult vocabulary (Laufer, 1998), while maximizing hypotheses-testing. In this way, 

they can build their own criteria in relation to the appropriateness of the language forms 

they are employing. 

A further pedagogical recommendation from this study is connected with strategy 

training, since the learners investigated proved to be strategically competent to 

overcome their lexical gaps. A very controversial question is related to the teachability 

of communication strategies. While some investigators (Bialystok, 1990, in Faucette, 

2001; Kellerman, 1991) do not consider the teaching of these strategies necessary, 

others (Dornyei, 1995; Tarone, 1984, in Faucette, 2001; Faerch & Kasper, 1983b; 

Willems, 1987, in Faucette, 2001; Tarone and Yule, 1989) advocate students' 

systematic training in the use of strategic competence to solve problems in 

communication. Faucette (2001) suggests helping learners expand their lexical choices 

through the modelling of linguistic options to verbalize communication strategies: for 

example, in order to be able to paraphrase, learners can be provided with useful 

expressions such as "It is used for... "; it looks like...". In this way, they are given tools 

with which to try to convey their intended messages. 

Since the findings of the present study have demonstrated that, thanks to the 

participants' strategic resources they succeeded in overcoming lexical obstacles without 
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abandoning their original messages, it is my contention that making learners conscious 

of their strategic behaviour will help them in the direction of more idiomatic lexical 

choices. If learners have a tendency to use L 1 -based communication strategies, they 

need to be shown ways to solve their communicative problems by resorting also to his 

L2 knowledge. Consequently, the explicit teaching of communication strategies may 

enable L2 learners deploy their knowledge of the target language in ways that 

approximate native speaker competence. 

In any developing linguistic system, the role played by lexis is obviously central. 

Lexical richness has been found to be closely related to written proficiency (Linnarud, 

1986; Laufer, 1991; Leki & Carson, 1994). Therefore, another value of communication 

strategy instruction would be the extra benefit of learning specifically useful vocabulary 

that effectively furthers communication and learning (Faucette, 2001). Experienced 

researchers (Kasper & Kellerman, 1997; Tarone & Yule, 1989) believe that strategies 

that compensate for lexical deficiencies and strategies for acquiring lexis are closely 

linked. Consequently, the incorporation of lexical communication strategies into an L2 

teaching programme is favoured. It is my view that if lexical richness is insisted on and 

rewarded, if exposure to target language lexis is maximized, foreign language learners 

will become more confident and independent at the time of verbalizing their intended 

meanings. 

The results of the present research cannot be extrapolated to a larger population 

due to the fact that the strategic behaviour identified somehow mirrors the 

characteristícs of the learning context shared by the ten first year Spanish-speaking 

participants, whose exposure to the target language is limited to the formal classroom 

setting. Also, the ídentification of specific communication strategies may prove 

problematic especially when it is necessary to determine whether a strategy is based on 

the mother tongue or in the foreign language. Therefore, the application of clear and 

effective target language-based communication strategies should be encouraged. 

The research reponed here has attempted to broaden our knowledge of second 

language strategic competence as used in conjunction with generic competence. It is my 

strong belief that foreign language learners in our educational context should be 

encouraged to take risks and employ communication strategies so that they feel 

empowered to cope with frequent communication breakdowns. 



APPENDIX A 

ANALYSIS OF THE PERFORMANCE DATA: DESCRIPTIVE AND 
NARRATIVE TEXTS 

Participant N" 1 

Description 

Stage
Description: 
-"a storm fui of lightnings 

and thunders" 
-". • stairs.. drive to an 

unknown place" 

Narration 

Communication Strategy 

-transfer 

-transfer 

Reconstructed Message 

-a severe electric storm 

-...stairs. lead to an unknown 
place 

Stage 
Orientation: 
-"poste" 
-".. a crow has visualized 

his target" 

Participant N° 2 

Description 

Communication Strategy 

-language switch 
-transfer 

Reconstructed Message 

-pole / tree 
-...a crow has spotted his 

target 

Sta e 
Description: 
-"a house which is sitted in 

the top of a hill" 
-"it can be accessed by a 

stair" 
-"ra s" 

Narration 

Sta e 
Complication: 
-"the dog. .run* forward 

the crow" 
-"the rope runs out" 
-"he is so tied with his own 

rope that he can't even 
move" 

Communication Strategy 

-generalization 

-generalization 

-transfer 

Reconstructed Message 

-a house which is situated 
/sits on the top of a hill 

-there are external stairs 
that lead to 

Communication Strategy 

Participant N° 3 

Description 

Stage 
Description: 
-"lightnings* turn night 

into day" 
-"dried trees" 

-transfer 

-generalization 
-transfer 

Reconstructed Message 

-the dog dashed towards 
the crow 
-the rope gets too short 
-the rope prevented him 
from moving 

Communication Strategy 

-paraphrase 

-eneralization 

Reconstructed Message 

-lightning lights up the sky 

-dry / leafless trees 
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Narration 

Stage Communication Strategy Reconstructed Message 
Complication: 

atached* to the post" -generalization -...tied to/ wrapped round 
the post 

Resolution: 
-"impotent" (dog) -generalization -unable to move (dog) 

Participant N° 4 

Description 

Stage Communication Strategy Reconstructed Message 
Identification: 
-"lights" -approximation -lightning 
Description: 
-"the old build* is rounded 

by..." 
-"patio" 
-"crypts" 
-"I feel scare and panic" 

-generalization 

-approximation 
-approximation 
-generalization 

-the old building is 
surrounded by.. . 

-garden / yard 
-tombs 
-I feel fear and panic 

Narration 

Stage Communication Strategy Reconstructed Message 
Complication: 
-". .tries to trap the 

crown*" 
-"in each try, the dog had 

the tie around his body" 

-generalization 

-paraphrase 

-"...tries to catch the crow" 

-in each try, the rope got 
too short 

Resolution: 
-"it had ah l his body tied" -transfer -it was completely wrapped 

round the pole 

Participant N° 5 

Description 

Stage Communication Strategy Reconstructed Message 
Identification: 
-".. • a house around by old 

trees" 
-approximation -...a house surrounded by 

old trees 
Description: 
-"...the windows open and 
close every time" 

-generalization -the windows open and 
close once and again 

Narration 

Stage Communication Strategy Reconstructed Message 
Complication: 
-"the dog finished tie* 

around the tree" 
-transfer -the dog ended up wrapped 

round the tree 
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Participant N° 6 

Description 

Stage 1 Communication Strategy Reconstructed Message 
Description: 
-"gallery that is preceding..." 
-"thunders are everywhere" 
-"entrame preceded by 

stairs" 
-"the principal door" 

-transfer + generalization 
-transfer 
-transfer + generalization 

-transfer 

-balcony that leads to.. . 
-there is a lot of thunder 
-stairs that lead to the 
entrance 

-the entrance door 

Narration 

Stage Communication Strategy Reconstructed Message 
Complication: 
-"...provokes the dog's 

attention" 
-transfer -...calls the dog's attention 

-"the dog has wasted the 
extention of the rope 
round the tree" 

-paraphrase -the rope is now too short 

-"the dog has now -generalization -the dog is now wrapped 
stucked* with the rope to round the tree and unable 
the tree" to move

Participant N° 7 

Description 

Stage Communication Strategy Reconstructed Message 
Identification: 
-"naked trees" 
-"solemn mansion" 

-transfer 
-generalization 

-bare / leafiess trees 
-imposing mansion 

Description: 
-"indescriptible scenes" -transfer -indescribable scenes 

Narration 

Stage Communication Strategy Reconstructed Message 
Complication: 
-"• (dog) manouvered* so 

badly. ," 
-overelaboration - .(dog) moved so badly... 

Participant N° 8 

Description 

Stage Communication Strategy Reconstructed Message 
Description: 
-". .clouds and fiashlights" -approximation -... clouds and lightning 
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Narration 

Stage Communication Strategy Reconstructed Message 
Complication: 
-". . .the dog upsets -generalization -. .the dog gets upset 

because.. " because. . 
-"the bird starts to surround -transfer -the bird starts to fly 

the tree" around the tree 
-".. and his tye* starts to -approximation + transfer -his rope starts to roll up 

enrolled* in the tree" round the tree 
-"the dog got trapped by 

himself' 
-transfer -the dog got trapped 

Resolution: 
and the bird goes to transfer -. . .and the bird starts 

eat .." eating / eats... 

Participant N° 9 

Description 

Stage 
Identification: 
-". a bright moon, which 

lets see " 
-" clouds, which are 

runnin out" 

Communication Strategy 

-transfer 

-generalization 

Description: 
-"forestation" 
-"two bars of wood" 
-"two birds" 
-"three white rocks" 

-transfer 
-approximation 
-approximation 
-a pi) roximation 

Reconstructed Message 

-.. a bright moon, which 
lights up... 

-.. .clouds, which are 
fading away 

-forest 
-two handrails / banisters 
-two bats 
-three white tombstones 

Narration 

Sta c 
Orientation: 
-" was tied in* a wood 

stick" 
Complication: 

.the stick" 
-"Like the bird didn't 

go ." 
-" ..how the dog was 

getting close* to the 
stick" 

1 Communication Strategy 

-approximation 

Reconstructed Message 

was tied to a pole / tree 

-approximation 
-generalization + transfer 

-paraphrase + approxima-
tion 

Participant N° 10 

Description 

-the pole 
-As the bird didn't fly 

away. 
- .how the dog was 

getting trapped round the 
pole 

Stage 
Description: 
-"furious sky" 
-"rays" 
-". . . makes your skin 

stringle" 

Communication Strategy 

-generalization 
-transfer 
-word coinage 

Reconstructed Message 

-overcast / thundery sky 
-lightning 

makes your skin shiver 
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Narration 

Stage Communication Strategy Reconstructed Message 
Abstract: 
-". . .the sparrow..." 
-". ..was very hungry sat in 

the tree. . ." 

-approximation 
-generalization 

-... the bird / crow... 
-...was very hungry 

perched in the tree... 
Complication: 
-".. (dog) finished tieding* 

himself to the tree" 
-transfer -.. .(dog) ended up tied to 

the tree 



APPENDIX B 

STUDENTS' DESCRIPTIVE AND NARRATIVE TEXTS 
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Pa rticipant 1 

1.1. 

Describe the picture in detall, as accurately as possible: write about 
every visual image that you notice in it so that a person who has 
not seen the picture can reconstruct it from your words. 
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1.2. 

Tell the story that you see in the sequenced pictures. 

. 1 

. . 

. 1 . 
..t...r f ,  .• '11 ' 

II/ .1, . 
• 

4 l it , NN ' l• '''' 
1 ' 

--`' -.....,._., . • 4 >i a . j J , 1 ,J,,, • 

... ... • u li 

-....:•:-0:-.....,:0:-;,.....411011.......—.,..' ..---•.¿,.....2....,i4.1,,,,,,45,,.. ..... 4... 
' 1 , 

- 1 1 , 

. 
4 a , .• .." 
van • r:1 

• ' IS 
, .I.. , 

..../.11nr•••2•.....1."' •••••••4r.,: •,.....1..." ......i.o4 ' .••• ...04...• 

''' f • : n' --14 . , 

.,, 

10
. V • 

. 
'., 

• er f i, l o ,

....... , . 1 •• , 1, 

4 
• 

, ......r• o 

... • . i 
i 1 

. • , 

af ' -,.: ,. • Ir,' • ...-• 01 ? , 
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-51rie.t 4,4 i 1•1 4k rn:G2 ‘,30 y MAI' c44 

h 

piod. gsvantriste C. apd 

kAls•JA4-144 41-e p-  bule ripó's pl.te 

4 foca. As _top, ag 44.e. 

ipatéesins so as leuely i¿r 12ird eltf-

e-4 +Le c....a.), cJd,4.as j•d+ 4J ~I

ons •ffle."11%. o/ 
44,e •..b.s +net i* cektl i+ &id

cliaol  14- ~20.,d 44e lposW. ,q co, iut

alos scyys kapped ralrl re» 

41-e co-' dirCo.ef.xfvii‘l 1.9 :~1 1*-eau.e 

ole14" 1,"11' l),,,Ve tea" f4.5441.1 5,r", ) 

id eafs44 .11 
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Participant 2 

2.1. 

Describe the picture in detall, as accurately as possible: write about 

cvery visual image that you notice in it so that a person who has 

not seen the picture can reconstruct it from your words. 

rr‘ -rrslos-, «N 45.a. M. 44.41, 41.1.52, 1,4)11 1-vn tv'le9144-

al\ e:4 'ot 6 U.) oto gC4 c . 1-hourz1er 4 -ce riaiows tkr 0,090Y1 Q and.. 

e 
Vehr Son carr> \Cie Z.or,. ..<-1 4 timo*, 67~ et , InGt) Se Ft "3‘..)x-rekorl.lect 

104 470frIbishono.i  61.9. teks cs4 -l-rae.)b u/141,4;4_1i- kslx) (e9z. t~) 
th dri ,c.‹), zno-e. dou.“ •t<Ac/.., nly.5 (ira,ar) 

-Ve b e remi Ibp.sctul Almaire. -1wo -41,p,,401 arourpo 
R, rnoOn ) just -zik 4 bc't-) 

whicu. zillea in iupdy ahl L4 c 

accesed 1.0 «Z-V ix.-- whick, eu,dz ; n iLst. irr) 1"/-7 Gtoor-

1+-
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2.2. 

Ten the story that you see in the sequenced pictures. 

is ve"- k.b 1/4Keytaysi iceosus<2, 

T''r% t> 'e- • 
con \Y\c,02.:21 takó $rrla>r-i- cmov..)e. zmo 

DOs ric3 a-0S • 

cle»cb e, c3 k/\.5

srvY1 v~ -ck../ .kk#4, c-co ma 
C.Vho-, nal.x.xs hou-i £0-4-D rope 1s 

avd, 0,411 rzi0Q4 enove 

Slie4715 40 

4La

aux, ca9u.),2_

arce:top-x:1 a.. bree, exua., 44,67 

ColLok..." 

1Lt4-3 kAer0 CIA 1119 4.s4 S un f>, 1 •Itul_ 

InZps2 runS cs404-.. Wbuln chic-110 

•Q-1"VID1(43 toec.-0~. ~are aboui-
, 

• -14---q.. Oro wei, pt Sin j i 4- lb +00 lea • 
15 ->ci 41'.e.a t.4_, k

(...-iz eu-ory inzyg 14.kal,- t...¢. CaLk.:4- eve•-) 
Chovse - 

ObvteVIZ9 / 11(...0- oraue e.›)-s 4cki-
dep Fcect, evh?Qty cci -s (mt 
p(al sin cf„, Ec...1.. ve,r<5 h. .95 . , ti I n y • 

...lib. • • • 
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Participant 3 

3.1. 

Describe the picture in detail, as accuratety as possible: write about 
every visual image that you notice in it so that a person who has 
not seen the picture can reconstruct it from your words. 

,An otá zromy ho use rnia. ) jade of a w0od-5, 41,is r-uw,ed 

hovse is ,rnccole 1-&10.9ct AP Á has a 5124-e. (—pot_ . +01-V-5 

w hccip icad a 4-0 -41Q. rr+vr tft cloot_ 44 0c-5 pp 0 re)- 11- 

.sccit-ral yao

4 darl< f (Tire ;.S. 3-1-Q•ncein9 51-9 1--(143 4-kooqitkD w(41196.-/-

5v 45; de 4-1-£ h ü u se /t. 4-orm y' -f( (-15 C 13 Ser , (y 11-4-1, (405 -J-urn nmthn-lt. 

dr( +r°2es 'CA orrovr, ousr

,A)14-ln 4-b\-1-kk-  brav\ciAe.S.,

Ico,51 ba+í l ie„/ - ouer k Nace 
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3.2. 

Telt the story that you see in the sequenced pietures. 

1. t_5 +re d if4 c o dqr -fo 

a rol •(-. 1-f ?‘ bote -Fe eaf. . crow si~
op IYIrS S4-rOrSkt- .4.-o 14)c f..cocf . 

1-4,e cboy rGc., ti S c4 04 frr 

4-k+9 . 1-4 ouidVer Wbe ted 

•Cod coul (14 -

O c_teur ck-ou s`f-bi rYezt+or" ("Z 
arounclH p ¿Ir+ ^cl 1114°V ct'c) 
per-Sul"\-qe k -11- wo 

SecOrd fMç 4iA. ouct u, AS cc>rnpL,'+erly 

4+11 ct)ed -Hura-çci w fk ,c,\) - bek-

k7:•l_ `1-o

- t -112n rA-o c.f4 (-AJA f<41"-01 `KA-1 ci -

(in 4- 1 1 Izecns -1-hat h
N0.1- lo,e. blqe rno0e • 

414,2 COL./ Vt'\k boS's f 
ly)eon i,vh k WGZ-t 

WCII-C111.42
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Participant 4 

4.1. 

Describe the picture in detall, as accurately as possible: write about 
every visual image that you notice in it so that a person who has 
not seen the picture can reconstruct it from your words. 

-

..7. ;... ...:, ----`-• ---:'• • 7,,,, --.7.1/5" 

• ---- ----'--- '-. ..;`,:=.--7.."-- -7 -2,--- ----.-01/1- •:-. 1 // 
.:1 - d,'/ -- -;.../, - 7. 

<-7 - 77.:52* A-,5---

/. . 

c.ánt~ biWukálld~18. 

414. 
iit ceo')ML O. 

QL 

-11(42t:7 Lit. -4 alxtu-se. a 
15-1 oye, latultal t'U ,LÁLQ•ct CÁ1~4, 611 I'muu 4O1L /suateiJi tAkt¿dx. 

itkaulz 
111, Lye, cern en \ eUd O trae. v̂T\ lemat paz' " ØL ' Et14 e/W/  a

rrn ataie It mea),. 1,1 itkr 
' occue, and 

4—v-- i 141wrk pvl k
1111`,) he.A. orn—vnk-avil 
owi lupa cut nate Ittt. tvn 
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4.2. 

Telt the story that you see in the sequenced pictures. 

: "... 
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•4, ' "" 4̀•••• - u/4
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i 1....! 

4 1. 
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4tf°3 "1 1 - , 1 • . ...., 1., Ir); . 

........,„......,...i.. • 
4•4."-• r 

. .• • 

1 I' 
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01114 '• . '
.. 

4,. 
' • , .• 1 : 3

111,1* 1,7, . ..- • 'I . 

...hin...44." 111 Y '1. ...~...tb......... 

Ttu. 

c,evybs eckk '1s Inrd..Su.d.d.uld

no k) IX (aten 44:5 

Vátuure-

e 

etaÁ•lect 

.115 tkat, 14. (153kAyrx,,113 

d co, Mex.. and me. O Y 

QLL c108 i Lex3. aleat etkek, eler -tk 

tsla'álact¿W J --Caid 

OJI eocti elzx tad, 4-ku. Vre, 

cuzwyd, rd d itet, Id tu:x/1 ittelá't 

Lvm .4441 Autimtsi 

Itu dx3 ve -tá outub (ALI), 44Át aturvt 

laucLuile, á 190 ' -La, o 
ed_

1 t«.., 11).9- u-t r,,e-n arad ecul 1.1 ach 

uiLdia á wzo ,utiktioi5 Zion .. u 
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7A e-

at7 

5=»-r -) ' " 5

Pa rticipant 5 

5.1. 

Describe the picture in detail, as accurately as possible: write about 
every visual itnage that you notice in it so that a person who has 
not seen the picture can reconstruct it from your words. 

ex:6 pLar-- 2

e r e is a huni•-; >1.9 hcc...xese. en.. d 

l'Id -ir e-es  M d -.5 - -77) e 

rrn h94= a.41d 6/?-14-0" 
l• t.,er-7  cbr- 7L-7 

af~ V--/7  we -707

-1/-her e. di" r •ri-ra.,*1 5 e 

109€› 1 de tal 1,--11-0' h 4 71.15 - 

TA e ,9 1 5 All-  /S ,1...r,ee_ea:krii=1 1  719 e 

cA. .. / n'  d is Ver, .17 -4;;:»15) a r) S 
¡t -  rn a . ke 

I - h e. C.A.,  r ' nci-o c.g.." S C:VP --•-) arl C1/ CICZIS 
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5.2. 

Tell the story that you see in the sequenced pictures. 

• : "j:"Iirrs.1 

•••• 11 
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li• 
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. 1 
0 0.

t.•• • t. r • o I • 
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l / . 

, , 
r 

1 

k , 
3. • : . • 
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• 1 41. 
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‹, ir.r• 1 
1.1. 1,....t.v............Z.......... , 
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:1J: 1•4 y 7 ' 4 1. 
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...1 

: 1  ' 
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' 10.  , ' • • 11; ., 

........4,... A - ''• 

P 7r7 is v ev-7

avo /• >‘.
h42.41- ¿M.E. ..L)/) e' erei.j¿k 

rfriOr h c./7A-  te,r) e de>. 

cL-/?ei' G.L.J c.a44' /12 ,,, 

a 1:5" r cil .EW-as rld--c-ca( 11-r=› 

p 9h - h A y r» 

p e: vp.)„ ariS Az, 

éark ci 

h/ 771C cios 

e-r7 a rl sy 1-/1

an no~ 6/' ang ,(19310 

Car 

1e-4" 11 hien . 

7A e- dos jr 
7'/• arCn.ind e e. se 
and sr\ >. 

1=1,1 r- á. aáre. 

Ic_1,0t.JS (1,--4Dcmtál 
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Pa rticipant 6 

6.1. 

Describe the picture in detail, as accurately as possible: write about 
every visual image that you notice in it so that a person who has 
not seen the picture can reconstruct it from your words. 

t5111( 4 1 ^12- r;.kore, i4- S A r-c/ 111 4-̀  ck‘'‘-1" 

u, Aurs eij . otre., ct Lo+ es›,_ %-t-eS 1<urca->"1 

olá Yvvan i e pA. S-z-evvk C -le, 12.- Aloa n.lo 4 Low e_Jor:r 

c an Ve a s \no( 11 1/4)/ . -t-Le., s •-"citt elkg- 4 a e-vven -1-‘ 11.131)1 tt -k 1'1' (A ‘C‘6 LÁS . 

LO -( .kk„, , qx srv \I r-.) -, á,e... o \ De" *-V<Z,Inexan sbe,-"S 4-0 \''e- 1 Al 1:4 1-:‘,..1", c,t‘ éll'' ll 
;(-4-„, .‘ ,,,,„, ,,,4,  --ul,,,. _ - . CUil Si f: .I. l C C A . - --,- (QA,‹-A-rst 4:•-I. 't---1Ae pi c. 

i\ a f\ -2.1.2-\l'oul-Q 1:1 :), U- 1  4(-\- k -k S -,1 114;1/4( 44" Q4-€ ..1 1 et 1.1"' e( A eakl-C4"CL
(1-re Ce á/1 6 kl wisi S -Uxe s-5 :The x,„„ctl n an Ir ' 

A ís ckrkeAA- L
5- V-Ict ,16,0 151-£. I --k 1̂ -¢_ rab 0  -.C\• ._ 11,e_ roc4 04 lelifiTy 4 -V- s 

.1>.<i. ,t-Zs;,,,,1
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6.2. 

TeIl the story that you see in the sequenced pictures. 

• ' -,̀ kl: 

".11 

• 

' ..... • 

Iyi 
IIP10.11•' •,. 

, 

I. r • ,1, .I. 
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1 1 i 4 
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4\-- 5, -1e144 ÇLáitók 

)  
o 

<11-4:44.11 
,s1K--táreAue l 194 a yorect‹-S 

1‘•-- , 

tflrc la rkciS r‘c\- y-re.Jc ice-S 

cSects• azsrkAlc-k, <DA áeck

1704eil . OLA 10(r-J tAe cloq 
Se_~ 

_ pe/-,., es ck\.\„c»e tLe 

bZrcl 

4044r c ce, td A"‘"e_ 

. c><kác,sák.i 'ç L4- Las wai ztáj k A-Le 

e usk 
4 -3( - «rey thnl 

Tke \\a 5 yotw s -k-ocked 

rb Sro 

clej„ok. ,...e.„,entz wo ótv:k11-t- s'''‘74 ke- '" 1 

1/'‘ ) Igabee/ 

onct, 14- -Ve v•-,0 

‘^..0 4 &kol \9krk. 

çt ell)Ckr5 4°4 •rt., ••• 

r‘, -D\ fk-k 
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Participant 7 

7.1. 

Describe the picture in detail, as accurately as possible: write about 
every visual image that you notice in it so that a person who has 
not seen the picture can reconstruct it from your words. 

+3 

11 á á 

UJr Yik.1-t á 17  1 1,1_4-niP9..S* 

3,1trl.1C(1 l Ve _á_ 4.etk_ Loin / lot4i(Y5 r e»
" r"-Q- cr-(' " 5" Cote./ f-rtm F(\ cLg i !J'Y' IIQ 

1 

Uy..., _192_1z ion 
A dar Ic Bais Lehincl 4krecd-eni'149 doudr. haiceá +re", 

be A+ in 4-c-tt  umcl, + (A345., 0,-kiL, , /se
t 
k+ ),A00 t i1 wct, 

Locotk (' y 1),L+ 5:.+1rb -Ftu,._ ROO-le:5 

\JOU WOU I s 4-0 +CAIL., 51e5 1A.+'. F_ crk.e 1 c.k+ffi, 
n`x'4e- +mes /k.,  -\ t'+ .1ro I e n, mám , 

n ,-1.. IQ° Imyler wcx, 4^Lk. cit'r -711jL lÁktítp-it‹. 

feAel yedr s % -rocy.,5 uuwItr )nauy 
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7.2. 

Telt the story that you see in the sequenced pictures. 

' 

...,,,,........ 
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..... 

..43)i.. • • • 1 , • 

.. 

a . • r 

: •.. '''. , 

.. 

..1
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0 ...a.,...~.....~ 
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....1",...../..... 1 .10,... •

N.. 

' • ' 3.1 ' '11' 5, . 

: 1 
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•

' 0,„11 4
• . 1 

3 

.0 ikik.1.:., 

:till' .154/ ' 4 • 
'I tel.f.qt •:••
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1  i ifr, , .:.' •..g: f i 
"XV- ,.... ,, • 
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ik , 1147,,....114- ..' • I ' 
' 111 .. ' 

...II.. .. 
1.......i.J.1...vi 
V-. ,. :' ' 4.1,.... ; , . •• 

D 144-Le. 069 -h'eá_ 

c>„ LoWino, -{o ,e-rr\p4y VÇ 

fooádL. P1\ C sutrIcriey.7

Wc,c_Irc latrá e ame_ in40 zietk-1-

~hvf-sty ((I n-te.ck0,4-e,ty r Ictd 

1-1-e LUct.) jro krt._ -frie 41,

tt¿ p t' ,sk-er c, Wr3 feuL 

l'aN. e rcinnt‘noi otmol +Dee-

martouveptá 17 he eAcitá 
r (AAYA- lms °con rope tu, 
rj hal dril Wi-l-raps-eJ 

ir, r1b4- Co r" rtini ¿rOuncl — 

kov r ,51Ve_ roSy a 
in ay, (ce pectk) ict‘n fekt_ r-002-
áCi 
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Pa rticipant 8 

8.1. 

Describe the picture in detail, as accurately as possible: write about 
every visual image that you notice in it so that a person who has 
not seen the picture can reconstruct it from your words. 

11 0 0 

; 

)7 • 
; 

n,,p(A.4 te kOUe. z,1\xlked oz, ro Obr o, 

, soomancéd o,nd deczá INee7 (5 

41,e, ik.ou.le. L.OrN6le.. 9,c,?eCk 0 \cl coo 
toole....5 c..e o. lAckinte.ci V1/4,0We T-4 ;1 rs-ade.oV (ncir  o i cl 

LorD -lujo Ytoors zeoecoil uoSe u,Y,ndou.)1 and lw-1, 
dv Leue Ik.o9 

Licx) VI) „le  .P-Zee• \--1\ ixo  -1,k4e, p (-clec-) n (-U Lti CIA '1 
peCttit2/, AVQ-~411 so;',/cs eszNe Nrcvp,-, e~ecny,.,1

« 
CC ,SCC 41rve pu O n ‘1 boiecyl -eAs7:50p1, 

one. 4ecel)d- ICJJC - o? e (--) Lur ocipu

, litAin'a C zkoc<', 1.0 p bec.oule. ,1-1,-0-4e- orla 
d. "e\crl.xplA.*: in 41,1e, 4-leo 10Q4.1 

Y\Line ;n clo( le,"e9.1 
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8.2. 

Tell the story that you see in the sequenced pictures. 

.• , 111 
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44.e ko , cuLk.o 
woni,4 Q e. o4. b Yood.. 1.1.41 4zIrci 

k 00 bol) c.14 v1-40. d.0 e (i-e•le-.41) beno,ht

0V -11\e. k).sc-d ?reten ce_ 

44Ne do? a 1:x4a 10 bar k) 

b;r8 (Noruoulki 

4402,1-\ -WAe. .1/1 tC) ero n 

n d .vire ¿ce Ç3 D • 1'1),
clo 

e dee • ,1""CNr.) TUO oues-

,j1Ne c,od L +ye •ilaci% tzr.) 

en re n 

he, bird. loo (c.s kou) ¿oe ?o+ 

• -r-a??e,ci. ká,,ie.IV 

-4-em •••11,,e, bird, ece-, oe.hrt 

ckop 
unpa.1 ord u--f.p4a7k- becou.se. 

4La-k. &yk c.cle4 do 
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Participant 9 

9.1. 

Describe the picture in detail, as accurately as possible: write about 
every visual image that you notice in it so that a person who has 
not seen the picture can reconstruct it from your words. 

_rt i''- a tur'r,.`y »ryhd- LubiA a bily6)- ;„‘0,, ,T>uji,r-ch 4 ts ,. .e.i2---. 

d 2rn ie°9-- M"»,:f -Si ai, .Mége¿ eifor;r, det.A.-_-1 g j,i4.1,1wii cu-e_ fu.ny7# 7 4- C.-^A 

ernatt772 ho r lD -Fíe- ‘,/, i ' c.,1- ci te y o' f,irÉ: qii,ore,..)*471 -4 ciwd 
of 

rt r...5 v-el by-ei n l',91 -5 1,4 a In; i hj ;), y u4 Á 5 i ~,, / ,11,d -,5 . 

I - h er-e ztreliacj: ihkvyrk."A`7.  - cal 
rs o . k*, r''')G -)_ a , _ . é ,:257J )12- IP -0 11( 5 /,' k ...e h41/' 11 694'"' .1 /7 Cirl'°-  ? 1/ 711771 jilt:'It

t-t)" C1 -5 10,0747 . 8 4' 1' 74  4" 9 1 /A°  7-51.1'

ri--of )0f ,e_ ts ¿ds.L.-- a 0 /7' ,d-are- 12)541-1 7 iS j i"fr a9d-& 44 411- DI' f114 ; 

< a tutÍrroil,) h 4V/, .w. _ A )-7,„Lo baí.,5 lii, ai,00 j  cial-jk w ie wii.‘„,.4 t A»-- 
t ' 

L[ e mi hy4" StI,Je- y (744"-ed-
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9.2. 

Tel1 the story that you see in the sequenced pictures. 

theiz titdb rz.) -y(Dry).1 (1•0 suld-
g- bood „j9J. 4 ct 

, )A.), j•C c1.9 

• 

.Uf 

A n i.uhs-yr ,  t 'J l'" hTvá 

• VU iphy Aear 'Yo OrÁ/ d.:1Y ci 

• Izo bqrj< to ç . 

Tiyi, ek-t. L1t blyel  pi giCt u 4/d 

/t/xe 5 -CH‘ C K ay, J, .11.512;4~heké ,
fl!› he yr,17 . 

gdW-- htif 11- /4- C4)41

P4- (An-5/ lid r cr-Y)d tok-waár 
Irn o ínv alpsib 

-1" e-15W« 1.1 f j)4yu_1,5 ge.45-yre-Li- 1 .̀°11
11 y 19 q y 30eviw 

Itcyb, /, p/iit s

C6k/lé afoYe 

ite uf-j s íra 4- wiril 6at-c"7.
53•Nod- 

4141-~1 4 /2 61( tso 

g a 

1":4c 7 f9 L
ci,¿7 017 



96 

Pa rticipa nt 10 

10.1. 

Describe the picture in detail, as accurately as possible: write about 
every visual image that you notice in it so that a person who has 
not seen the picture can reconstruct it from your words. 
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10.2. 

Tell the story that you see in the sequenced pictures. 

• . : ".: • 
. : ... 

. . , 
_ 

. . 

• 
. t.r 

tI ll i 

•••••1.- 

r• . .1 t 

NS) 

, 
lb "' • 

.. ... 

.1 ... .4 4 )1 , . 1 , : ....., , l..' 

I 

od ,,.

":49::44,". ' « ' ••• ••'.. /4:51‘. 

" t 

• 

.I... 

/ J 
, 

1 . 

• :. :. 

t t,  I/ ' s

, 
••, ...h.....14,4-4,u,....1...  

. 

.... • 

. _ 

; • , 1 ' ''.114.' 

, I •

,• Y! '. ' •!• •`' 

'/ 1.3 " ": 04.• , ‘1....... 3, gOli ,
4ri 

ir..
4,,,,.............:... ,...., ,. . 

r 

. 

-71 . , ,. . • . 

., 

ell. 1, '. 11* 
•

r
‘1 ,  .9.,..... 

., 

• .11 I 

. .. 

, • - liz ? r 
4, 

•

vt. y el d y o) 1.,k. 
, 1-Le arrIZI,J.,.> t 4 V41r 11,V14.5 r-9 

17,eit it 1trt47 %.*:4 Le 
tá.A. rom, -1•Y> tyz 

z La re L GCC 14.4.411.4. 
'' -e , 

120CYV Ve 01 13 t Y- Lot ,

jurckm, _ & u ust etalr+) Itijs slo 

Lt tu kke..4..‘ <.7.4.› 4114.4 1%1 vt.A... 

‘t°1- ve4-1 iftw5ri, fá., t_tt 

40 S'Aure t. ;1 

inuAl avs IcLea jtus.1,, 3s  40 
,f-t1 &mut ;Ad W..ke Tre,e d 

is ui•usij 101(04,4_, VA e 

Twit W45 +i 1 %ve. tre< 

tvet L.we (tIA. arog.> 

th-t -rrt-e , 11-k .11-1' Le c\  ck ukty 
(A.Á vt4.114.(4 4 rt, e. +me tljy. 

P‹14 `rov..t.'s fcd d 

1-G1.4k. ue

beeti,u w„,p Le et..,71,..:t'-'.

sk, nte4.4. 9-0 '/Guj rC utglt 



APPENDDI C 

Cuestionario: 

Marque con una cruz: 

a) ¿Qué tarea le resultó más difícil: 1) La descripción  

2) La narración  

b) En vista de su respuesta anterior, ¿a cuál o cuáles de los factores listados a 

continuación cree que se debieron sus problemas? 

Marque la/s respuesta/s correcta/s en la siguiente lista con una cruz: 

1) Dificultad en la interpretación de la imagen visual 

2) Desconocimiento del léxico (vocabulario) requerido para la verbalización 

de la imagen 

3) Dificultad para conectar las cláusulas (uso de conectores) 

4) Dificultad en la elección del tiempo verbal 

5) Otros (agregue a voluntad otros aspectos como causa de problemas para 

realizar las tareas escritas) 
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