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Motivation and identity of primary CLIL learners.
A Hungarian perspective

English language learning motivation research has witnessed a paradigm shift as a result of the
developments that, on the one hand, English has become a global language and, on the other, English is
being seen as a skill rather than a foreign language (Ushioda & Ddrnyei, 2009; Sylvén, 2017). This shift
has resulted in a stronger focus on the role of identity in research on motivation in English language
learning. However, English language learning motivation and identity in CLIL have attracted limited
research attention (Sylvén, 2017), and studies have yielded contradictory results.

This cross-sectional study into motivation and identity in primary CLIL in Hungary surveyed 90 primary
school CLIL pupils attending an English-Hungarian bilingual primary school in Szeged, Hungary, with
the aim of mapping the role that learning and mastering the English language plays in the identity and
motivation of primary CLIL learners.

Results have revealed some differences related to age and the language used in filling out the
questionnaire, suggesting that English and learning English play a limited role in primary CLIL learners’
identity; however, they see English and the CLIL stream as major investments in their future.

Keywords: primary CLIL, CLIL learners’ identity, motivation in primary CLIL

1. Introduction

Identity and language are closely intertwined; research results indicate that
language plays a key role in shaping and defining identity, which also applies to
a second language as well (Edwards, 2009). Research into identity and language
learning has yielded numerous results, most centering on motivation.

This study aims to map the role that English and the mastering of English play
in the motivation of primary school CLIL pupils in a Hungarian setting. This topic
has received limited research attention, as most studies on motivation have
surveyed secondary EFL pupils. This study is the replication of Child’s (2017)
investigation, with the addition of the variables of age (grade 6, age 11/12, and
grade 8, age 13/14) and the language of filling in the motivation and identity
questionnaire (Hungarian or English).
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The results of this investigation will contribute to a better understanding of the
upper primary age group and their motivation to learn English.

1.1 Motivation and identity in second language learning

In his doctoral thesis on motivational variables in L2 acquisition, Gardner uses
the term integrative orientation (Gardner, 1960) to refer to “the willingness to
become a member of another language group” (Gardner, 1960: 12) and contrasts
it with instrumental orientation, in which the learners aim to acquire “sufficient
knowledge of the language for its instrumental value in goal attainment but to
retain or improve his membership in his “old” reference group” (Gardner,
1960:13).

The terms integrativeness, integrative motivation, and integrative orientation
have been used ever since in the literature on motivation, often interchangeably
(Dornyei & Csizér, 2002); however, there are some slight differences in their
scope. The broadest category is integrative motivation, which covers attitudes
toward the language learning situation, motivation, and integrativeness (Dornyei
& Csizeér, 2002). Integrativeness is composed of attributes that reflect a positive
outlook on the other language group (Gardner & Maclntyre, 1993); the
component measures of integrativeness include attitudes towards the target
language group, interest in foreign languages, and integrative orientation. Dornyei
and Csizér (2002) conclude that “some sort of integrativeness-related factor
typically emerges in empirical studies on L2 motivation, regardless of the
characteristics of the learners and the learning situations examined” (Ddrnyei &
Csizér, 2002: 453).

As a result of a recent paradigm shift in English L2 motivation research
(Ushioda & Dornyei, 2009), identity has become an integral part of L2 motivation
research. This paradigm shift was initiated by the growing criticism of integrative
orientation on two grounds (Ushioda & Dornyet, 2009). First, English has evolved
into a global language, so the concept of integrative orientation has become
difficult to apply without a clearly defined ethnolinguistic community with which
learners can identify. In other words, English is now separated from its native
speakers and cultures (Skutnabb-Kangas, 2000). A second factor Ushioda and
Dornyei (2009) refer to is that English has come to be seen as a fundamental skill
rather than a foreign language. These developments have led to rethinking the
construct of integrative orientation (Ushioda & Dornyei, 2009).

Based on research in a Japanese context, Yashima (2002, 2009) argues for the
extension of integrative orientation to include a general international outlook or
international posture, which includes, among others, a willingness of learners of
English to work or study abroad, and their readiness to communicate with
intercultural partners. In other words, her research surveying the Japanese
situation extends the external reference group of native English speakers to a non-
specific global community of English language users. This marks a fundamental

2



MARIA BAKTI

theoretical shift in thinking about integrative orientation; language learners can
see themselves as part of that global community (Ushioda & Dornyei, 2009).

This shift has brought about a realignment of focus to self and identity in
English language learning motivation research (Ushioda & Dornyei, 2009), which
can be seen in the cross-fertilization of ideas between the various domains of
psychology, identity and globalisation, and sociolinguistics (Ushioda & Dornyei,
2009). One of the first examples is Dornyei and Csizér’s (2002) longitudinal study
from Hungary, based on the results of which the authors state that integrativeness
plays a key role in shaping L2 motivation; however, they also stress that
integrativeness didn’t relate in this case to integration into any L2 community;
instead, it can be interpreted as an identification process within the language
learner’s self-concept (Dornyei & Csizér, 2002: 456).

This finding constituted the basis for Dornyei’s L2 Motivational Self System,
with its foundations in psychology. The basic idea behind the L2ZMSS model is
that there is a difference between the ideal self, the attributes the language learner
would like to possess, and the ought-to self, which is the collection of attributes
one believes one should possess (Dornyei, 2005). If mastering the L2 is an integral
part of a language learner’s ideal self or ought to self, this means a strong
motivation for the language learner to learn the language.

Research related to English learning motivation rooted in identity and
globalization (Lamb, 2004, 2009) has found that language learners in Indonesia
aim to achieve a bicultural identity, both as global citizens and citizens with a
strong local identity.

Sociolinguistic approaches to language learning and identity have criticized
theories of L2 learning motivation because the field lacks a comprehensive theory
that includes the language learner and the language learning context (Norton,
2000). Norton has developed the motivational concept of investment and uses the
term identity “to reference how a person understands his or her relationship to the
world, how that relationship is constructed across time and space, and how the
person understands possibilities for the future” (Norton, 2000: 5).

Norton emphasizes that it is through language that people create a sense of self
in different scenes and at different points in time, and language also helps people
to access social networks of power where they are allowed to have their voices
heard. By learning a foreign language, learners will accumulate cultural capital
and social power (Norton, 2000). It also has to be noted that Norton’s construct
of investment is not to be equated with instrumental orientation, as described by
Gardner (1960). Norton states that instrumental motivation requires “a unitary,
fixed and ahistorical language learner who desires access to material resources
that are the privilege of target language speakers” (Norton, 2000: 10), whereas the
concept of investment presupposes a language learner with a complex social
history and multiple desires. In addition to exchanging information, language
learners are continually reshaping their own identities and how they connect to
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the world. In conclusion, an investment into the target language is an investment
into a language learner’s identity that dynamically changes across time and space
(Norton, 2000), which moves Norton’s concept of identity closer to
integrativeness in its more recent interpretation.

The motivation and identity of Hungarian EFL learners have been extensively
mapped. When surveying 13/14-year-old pupils in Hungary in 1993 and 1999 in
a repeated cross-sectional investigation, Dornyei and Csizér found a declining
interest in foreign languages between 1993 and 1999 in general, except for
English, in the case of which an “almost unanimous and unqualified endorsement”
(Dornyei & Csizer, 2002: 438) was documented. They also describe a language
globalization process, with the emergence of the trend of world-language
(English) learning vs. non-world language (all other foreign languages) learning.
In this context, world English maintained its high profile throughout the decade.
In addition, US-based attitudes among pupils were consistently more positive than
UK-based ones; in other words, pupils associated English as a world language
more clearly with the USA than with the UK (Ddrnyei and Csizér, 2002).

Using multiple-group structural equation modeling, Csizér and Kormos (2009)
found support for Dornyei’s theory of the L2 Motivational Self System in the
Hungarian context. Their results indicate that “latent dimensions measuring ideal
L2 self and L2 learning experience contribute significantly to motivated learning
behaviour; however, the ought-to L2 self seems to play a limited role in the
motivation of the participants” (Csizér & Kormos, 2009:85). Their results also
show that an international posture is only related to students’ ideal L2 self, but
doesn’t correlate with students’ ought to L2 selves (Csizér & Kormos, 2009:87).

1.2 Motivation and identity of CLIL learners
The relationships between Content and Language Integrated Learning (CLIL),
motivation, and identity have been investigated at different levels of education,
sometimes yielding contradictory results; however, to date, no investigations have
been carried out in the Hungarian context. Sylvén lists several factors that explain
why CLIL is more motivating than the EFL classroom (Sylvén, 2017). These
include that CLIL learners use the language in an authentic context and produce
and process real messages. CLIL also offers a variety of tasks, as in most
programmes, several subjects are taught through the CLIL language. In addition,
in a CLIL class, students are required to produce either written or spoken output
for the class, which is a crucial contribution to mastering the target language,
which, in turn, can contribute to learner motivation (Sylvén, 2017). Sylvén argues
that CLIL, in contrast to an EFL classroom, can be motivating in different ways,
primarily because it fulfils many of the ideal prerequisites found in models of
motivation in L2 learning (Sylvén, 2017).

Navarro Pablo and Garcia Jiménez (2018) investigated the motivation of
primary and secondary EFL and CLIL learners, but their results didn’t adequately
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fulfil the hypothesis that CLIL learners would have higher language attainment
and motivation.

Oprescu (2015) investigated the link between CLIL and university students'
cultural identity and found that their mother tongue determined students'
identities. No associations were found between CLIL and the identity of
university students.

Content and Language Integration in Swedish Schools (CLISS) was a
longitudinal study in which motivation was one of the many factors investigated
at the beginning and end of high school after three years of exposure to CLIL
(Sylvén, 2017). Results indicate that at the beginning of high school, CLIL stream
students were significantly more motivated language learners than non-CLIL
stream students; in other words, CLIL stream students had a higher interest in
foreign languages, a more positive attitude towards English, and a higher
willingness to communicate in English. However, by the end of high school, the
significant differences between CLIL stream students and non-CLIL stream
students seem to have eroded; for example, CLIL stream students like English
less and put less effort into learning English (Sylvén, 2017).

Child (2017) examined the identity of Finnish primary school pupils attending
CLIL, music, and regular classes, from the point of view of language learning as
an investment into the target language and one’s social identity. She aimed to
examine the differences between the identity of these three groups and to see if
sixth graders are aware of the benefits of language learning. Her results indicate
that sixth-grade CLIL pupils have a more complex and multifaceted way of
expressing identity than music stream pupils, and they see more advantages of
their specialization than music pupils. 45% of the CLIL-stream pupils mentioned
they were CLIL-stream pupils when defining who they were. However, only 18%
of the CLIL-stream pupils said they had strong English skills. Pupils in the CLIL
stream were aware that CLIL had clear benefits regarding work in the future,
benefits to learning, benefits to living abroad in the future, and benefits to their
intercultural communication skills. These demonstrate the importance of CLIL
education in developing identity and language learner identity, even in students
as young as sixth graders.

In the Hungarian context, CLIL is implemented in the form of bilingual primary
and secondary schools. One of the aims of these schools is to intensively develop
target language knowledge and cultural awareness so that pupils get to know the
countries where the target language is spoken and understand the target language's
culture (EMMI decree, 2013: 609). For this purpose, in grades 5 to 8 of bilingual
primary schools, the subject Target Language Civilization is taught (1
lesson/week), covering the geography, economy, history, society, everyday life,
holidays, traditions, sports, literature, and art of the target language countries.

Bakti (2020) replicated the study of Child (2017) with four groups: sixth-grade
CLIL and spots stream pupils and eighth-grade CLIL and sports stream pupils.
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Her results support the findings of Child (2017) in that CLIL pupils in the
investigation had a more multifaceted identity than sports stream pupils. Age- and
specialization-specific differences were found between the groups, with CLIL
benefits related to the future and intercultural communication as part of CLIL
pupils’ identity.

In Bakti (2020), respondents received and answered the questionnaires in their
mother tongue, while in the investigation by Child (2017), participants could
answer in Finnish, English, or even another language (Child; 2017:20); however,
the language of filling in the questionnaires was not taken into consideration when
analysing the results. In order to see the role that language might play when filling
in the questionnaires, the choice was made in this study to ask one grade 6 CLIL
group and one grade 8 CLIL group to complete the Hungarian questionnaire in
English. Even though results suggest that when non-native speakers are asked to
answer English-language surveys, they provide lower data quality (Wenz et al.,
2021), it was assumed that answering the Hungarian questions in English would
serve as a priming stimulus for the pupils, while the groups responding in English
would mention learning English more frequently than the groups that filled out
the questionnaires through Hungarian.

2. Research questions and assumptions

This cross-sectional investigation surveys the motivation and identity of two
groups of primary CLIL pupils, one group aged 11/12 and the other group 13/14.
The aim was to answer the following research questions:

1) How often is English, learning English, or being CLIL-stream pupils
mentioned as components of CLIL pupils’ identity in their Me Mind Maps?

2) To what extent does exposure to CLIL (in time) and the language of filling
out the questionnaires (Hungarian or English) influence the motivational
investment factors mentioned by CLIL learners in connection with learning
in general and learning in a CLIL stream in particular?

3) In addition to motivational investment factors, would pupils’ answers
reflect identification with an external group of native English speakers or
with a group of international speakers of English?

Based on the literature reviewed in the introduction, my assumptions are the
following.

English will receive frequent mentions in the pupils’ Me Mind Maps, as
described by Child (2017).

As far as the motivational investment aspect is concerned, exposure to CLIL,
operationalized in terms of pupils' age, will impact the answers. The answers of
eighth graders will focus more on benefits related to work and future studies, that
1s, accumulating cultural capital and social power, than those of sixth graders
(Bakti, 2020). I also expect that groups answering the questionnaires in English
will mention learning English or English more frequently than the groups filling
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in the questionnaires through Hungarian for all three questions in the
questionnaire.

Regarding integrativeness, I expect that mention will be made of the target
language cultural community because of the pupils’ exposure to target language
civilization classes and CLIL’s strong cultural dimension. However, I also expect
some signs of identification with the international community of English users in
the pupils' answers.

3. Methodology

3.1 Participants

90 primary school CLIL pupils participated in this investigation; participation was
voluntary and anonymous. 29 6" grade (age: 11/12) and 23 8" grade (age:13/14)
CLIL stream pupils filled in a questionnaire on identity through Hungarian, and
22 6 grade and 16 8™ grade pupils filled in the same questionnaire through
English (Table 1). The pupils’ language level was not tested. The pupils’ expected
language level in grade 6 is A2 (CEFR), and in grade 8 is B1(CEFR) (EMMI
decree 2013). Their exposure to English in the school is higher than in average
EFL programs; CLIL stream students have 5 English lessons per week from grade
1 through grade 8 and one class per week on target language civilization from
grade five through grade 8. In addition, they have at least three subject classes per
week taught in English. The school also particularly emphasizes celebrating
holidays related to English-speaking countries. There is no information available
on the pupils’ extramural exposure to English.

Table 1. Participants

Grade Filled out the questionnaire in Total
Hungarian English

6 29 22 51

8 23 16 39

Total 52 38 90

3.2 Data collection and analysis
In this research, which is a replication of Child’s (2017) investigation, I used a
paper and pencil questionnaire described in Child (2017) (see Appendix 1), with
three open-ended questions. Question 1 was a Me Mind Map, an open-ended mind
map, with three sample answers. Question 2 asked about the perceived benefits of
attending primary school, and question 3 asked pupils to identify the perceived
benefits of attending the CLIL stream. The pupils filled out the questionnaires in
school.

The data were analysed using keyword analysis of the answers given by the
pupils.
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4. Results

Table 2 indicates the total and average number of answers per pupil to each
question. First is the total number, then the average number of answers per pupil.
As the numbers indicate, more answers per person were given for question 1 by
those groups that filled in the questionnaire in English. In contrast, for questions
2 and 3, fewer answers were provided by the groups filling in the questionnaire in
English.

There was a statistically significant difference between groups concerning the
number of answers given to question 3 as determined by one-way ANOVA
(F(3,86) =3,095,p=0.031). A Tukey post hoc test revealed the number of answers
given by the grade 6 group answering in English (1.1818+0.66450, p=0.029) was
statistically significantly lower than the number of answers provided by the grade
8 group responding in Hungarian (1.786+0.7358). There was no statistically
significant difference between the other groups.

An independent samples t-test revealed no significant difference between the
grade 6 and grade 8 age groups regarding the number of answers to each question.

However, independent samples t-tests revealed significant differences between
the groups filling in the questionnaire in English and Hungarian. This study found
that the group answering through English (grade 6 and grade 8) gave fewer
answers (1.27+0.60) to question 2 than the group responding in Hungarian (grade
6 and grade 8) (1.65+0.88), #(86.9)=2.427, p=0.017. The same was found for
question 3; the group answering in English gave fewer answers (1.26+0.68) to
question 3 than the group responding in Hungarian (1.69+0.72), #(88)=2.8229,
p=0.006.

Table 2. Total answers and (answers per pupil) to the questions

group Question 1 Question 2 Question 3
Me Mind Map Benefits of primary | Benefits of the
school CLIL stream
grade 6 123 (4.24) 50 (1.7) 47 (1.6)
grade 6 (in English) | 97 (4.4) 26 (1.18) 26 (1.18)
grade 8 107 (4.65) 36 (1.56) 41 (1.78)
grade 8 (in English) | 94 (5.9) 23 (1.44) 22 (1.16)

The complexity of the identity of the pupils is illustrated by the number of broad
categories mentioned in each group's answers. For questions one and two, there
was no considerable difference between the groups answering in Hungarian and
English; however, in the case of question three, the perceived benefits of the CLIL
stream, groups responding in Hungarian gave more varied answers; in other
words, their answers covered more categories than those offered by pupils who
filled in the questionnaire in English (Table 3.)
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Table 3. Number of categories covered in the answers of each group

Question 1 Question 2 Question 3
Me Mind Map Benefits of primary | Benefits of the
school CLIL stream
grade 6 9 8 11
grade 6 (in English) | 10 7 6
grade 8 13 5 12
grade 8 (in English) | 11 7 7

4.1 Results, Me Mind Map

Question 1 was an open-ended mind-map (see Appendix) with three sample
answers (I like dogs, I play basketball, my favourite food is pizza). There were
421 answers for question 1, falling into 16 broad categories. These categories
include favourite food, sport, or pet, English, friends, environment, likes or
dislikes, school subjects, health, family, personality, gender, personal or secret
information, future plans, music, and home.

The most frequently mentioned categories in all four groups were favourite pet,
food, and sport, along with likes and dislikes. This result is partly because the
three categories of favourite pet, food, and sport were included in the sample
answers given in the questionnaire. Table 4 presents the six most frequent
categories of answers to question 1.

Table 4. Most frequent answer categories to question 1

ranking | CLIL 6 HU CLIL 6 EN CLIL 8 HU CLIL 8 EN

1 pet 22.8% food 28.9% (dis)likes 26.2 % | (dis)likes 38.3%
2 food 22.8% (dis)likes 21.7% | sport 22.5 % pet 13.8%

3 sport 21.1 % sport 20.7% food 16.8% sport 12.8%

4 (dis)likes 17.9% pet 20.7% pet 13.1% food 9.6%

5 health 4.9% music 3% friends 7.5 % English 8.5%

6 family 4.9% English 1% English 3.7% school 8.5%

English was mentioned by three out of the four groups. It ranked 5" in the grade
8 group that filled out the questionnaire in English, 6" in both the grade 8 group
that filled in the questionnaire in Hungarian, and the grade 6 group that filled in
the questionnaire in English.

There was a statistically significant difference between groups as determined
by one-way ANOVA (F(3,86) = 8.00, p=0.000). A Tukey post hoc test revealed
the number of answers referring to English in the first question was statistically
significantly lower in the grade 6 group that filled in the questionnaire in
Hungarian (0.00+0.000 mentions, p= 0.000), in the grade 6 group that filled in the
questionnaire in English (0.05+0.213 mentions, p=0.001), and the grade 8 group
that filled in the questionnaire in Hungarian (0.174+0.491 mentions, p= 0.024) than
by the grade 8 group that filled in the questionnaire in English (0.05+£0.516
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mentions). There was no statistically significant difference between the other
groups.

The results for the two grade 6 and grade 8 groups are presented together in
Table 5 to illustrate age-specific differences between the groups. The figures show
the proportion of mention of each answer category to the Me Mind Map question.
The answers do not signal major age-specific differences between the two age
groups. However, independent samples t-tests revealed significant differences
between the age groups when mentioning English in the answers to question 1. It
was found that 6™ graders mentioned English in fewer answers (0.02+0.14) to
question 1 than 8" graders (0.3140.521), #(42.219)=-3.363, p=0.002. The tests
revealed no significant difference in the mention of English in answers to question
1 according to the language of filling in the questionnaire.

Table 5. Differences between the two age groups. Answers to question 1.

grade 6 grade 8
food 25.4% likes and dislikes 31.8%
pet 21.8% sport 17.9%
sport 20.9% pet 13.4%
likes and dislikes 19.5% food 13.4%
school subjects 3.2% English 6%
family 3.2 % friends 5%
friends 2.2% school subjects 5%
music 1.4% family 2%
environment 0.9% future 2%
English 0.5% personality 1.5%
health 0.5% health 0.5%
personality 0.5% gender 0.5%
secret 0.5%
hometown 0.5%

In the answers of grade 8 pupils, English, friends, and school subjects were
mentioned in a higher proportion of answers, and some eighth graders also
mentioned future plans. English and learning English were scarcely mentioned in
the sixth-grader group.

4.2 Results, perceived benefits of primary school

The second question in the pupils’ questionnaire concerned the benefits of
primary school. There were 135 answers, falling into 13 categories. The
categories were: I will know a lot / I will be smart; it is easier to get a good job;
we acquire the foundations or basics of every subject. In addition, there were
answers related to the future, further secondary or tertiary studies, mastering
English, developing foreign language skills, finding friends, the school’s prestige,
learning how to learn effectively, learning new things, and attending primary
school is compulsory.

10
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The three most frequently mentioned categories by each group are listed in
Table 6, and in addition to the categories of becoming smart and acquiring the
foundations of every subject, future and future secondary and tertiary studies also
ranked high in the answers of all four groups, irrespective of age. However,
references to the future and prospective studies were made slightly more
frequently by 8" graders. English or speaking English as a benefit was rarely
mentioned by any of the groups.

Table 6. Most frequent answer categories to question 2

ranking | CLIL 6 HU CLIL 6 EN CLIL 8 HU CLIL 8 EN
1. be smart 32% know the basics know the basics know the basics
34.8% 50% 18%
2. further studies be smart 30.8% further studies learn new things
20% 30.6% 26.08%
3. know the basics learn to learn be smart 11.1 % future 17.4%
18% 11.5%
future 11.5%

The data in Table 7 signal some age-specific differences in the proportion of
keywords mentioned by sixth graders and eighth graders. Eighth graders
mentioned learning the basics as the most essential perceived benefit of attending
primary school, followed by preparation for further education. In contrast, sixth
graders perceived being smart as the most important benefit of attending primary
school. Preparation for further education received almost the same proportion of
answers as in the case of sixth graders. Interestingly, preparing for the future was
mentioned in a more significant proportion of responses among sixth graders than
among eighth graders.

Statistical analyses revealed no significant difference between age groups or
between the groups according to the language of filling in the questionnaire when
mentioning English or English skills in the answers.

Table 7. Differences between the two age groups. Answers to question 2.

grade 6 grade 8
becoming smart 31.7% learning the basics 44%
learning the basics 23.7% further education 18.6%
further education 14.5% learning new things 10.2%
getting a job 9.2% becoming smart 10.2%
future 9.2% future 6.8%
friends 3.9% prestigious school 4.3%
learning to learn 3.9% English 1.7%
English 2.6% friends 1.7%
foreign languages 1.3 % don’t know 1.7%

it’s compulsory 1.7%

11
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4.3 Results, perceived benefits of the CLIL stream

Question 3 asked participants about the perceived benefits of attending the CLIL
stream. There were 136 answers that fell into 15 categories. Pupils think that they
will be able to communicate, study, work, or live abroad. Pupils also mentioned
that speaking a foreign language is a basic skill nowadays, and a further benefit
was acquiring good English skills, along with the fact that it would be easier for
pupils in the CLIL stream to learn additional foreign languages. Passing a
language exam was also mentioned. Some respondents noted that the CLIL stream
was fun; taking part in a CLIL program had cognitive benefits, but at the same
time, it was hard work. Perceived benefits include a better future, access to better
secondary schools or universities, and attending the CLIL stream was an overall
advantage.

The most frequently mentioned benefits are summarized in Table 8. English is
mentioned in a higher proportion in the answers of those groups that filled in the
questionnaire in English. The two most frequent benefits, namely mastering
English and communicating abroad, are the same across the four groups.

Table 8. Most frequent answer categories covered in answers to question 3

CLIL 6 HU CLIL 6 EN CLIL 8 HU CLIL 8 EN
Communication Good English skills | Good English skills | Good English skills
abroad 38.3% 61.6 % 26.8 % 45.6 %
Good English skills | Communication Communication Communication
19.1 % abroad 11.5 % abroad 14.7 % abroad 27.3 %
Working  abroad
14.7 %
Studying  abroad | Working  abroad | Language exam Working abroad 9.1
8.5 % 7.7% 12.2 % %
Good job 7.7%
New languages
7.7%

It is clear from the data that the most important perceived benefit of attending
the CLIL stream is learning English well, followed by being able to communicate
abroad. In all the answers, pupils used the term abroad and did not give specific
answers, such as communicating in Britain or the USA. Age-specific differences
(Table 9) include a higher proportion of responses mentioning working abroad
and passing a language exam among eighth graders and a slightly higher
proportion of answers citing further studies.

There was a statistically significant difference between groups as determined
by one-way ANOVA (F(3,86) =8.157, p=0.029). A Tukey post hoc test revealed

the number of answers referring to English in the third question was statistically

12
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significantly lower by the grade 6 group that answered in Hungarian (0.31+0.47,
p=0.023) than by the grade 6 group that answered through English (0.73+0.456).
There was no statistically significant difference between the other groups.

As answers related to international posture (working, living, studying, and
communicating abroad) are concerned, there was a statistically significant
difference between groups as determined by one-way ANOVA (F(3,86) =4.745,
p= 0.004). A Tukey post hoc test revealed that the number of answers related to
international posture was significantly lower in the grade 6 group that answered
in English (0.227340.4289, p= 0.002) than in the grade 6 group that answered in
Hungarian (0.9310+0.7987 min). There was no statistically significant difference
between the other groups.

Independent samples t-tests revealed significant differences based on the

language of answering the questions in the mentions of English, international
posture, and a language exam in answers to question 3. It was found that groups
responding in English mentioned English as a CLIL benefit more often
(0.68+0.471) in responses to question 3 than groups answering in Hungarian
(0.38+0.53), #(88)=-2.775, p=0.007. In addition, it was also found that groups
answering in English mentioned international posture less often (0.3421+0.534)
in answers to question 3 than groups responding in Hungarian (0.8077+0.768),
#(87.822)=3.391, p=0.001. Furthermore, it was also found that groups answering
in English mentioned a language exam as a CLIL stream benefit less often
(0.3£0.162) in answers to question 3 than groups responding in Hungarian
(0.15+0.364), 1(74.835)=2.239, p=0.028.

Independent samples t-tests revealed no significant difference between the
answers to question 3 of the two age groups.

Table 9. Differences between the two age groups. Answers to question 3.

grade 6 grade 8
good English skills (34.4%) good English skills (33.2%)
communication abroad (28.8%) communication abroad (19%)
learning additional foreign languages (6.8%) | working abroad (12%)
working abroad (6.8%) passing a language exam (9.5%)
studying abroad (5.5%) important for further education (4.8%)
passing a language exam (4.1%) foreign language is a basic skill (4.8%)
language-related job (4.1%) living abroad (3.2%)
living abroad (2.7%) learning additional foreign languages (3.2%)
foreign language is a basic skill (2.7%) future (3.2%)
it is fun (1.4%) studying abroad (1.6%)
it has cognitive benefits (1.4%) language-related job (1.6%)
important for further education (1.4%) it is hard work (1.6%)

it is an advantage in life (1.6%)
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S. Discussion

This paper looked at the motivation and identity of primary school CLIL learners
in grades 6 and 8, with the CLIL language being English. Even though the
motivation and identity of Hungarian EFL learners have been mapped extensively
(Csizér & Kormos, 2009; Dornyei & Csizér, 2002), the motivation and identity of
primary CLIL learners in Hungary have received limited research attention.

The first research question concerned the role of English, learning English and
being in the CLIL stream as part of pupils’ identity. English, learning English or
the CLIL stream, was scarcely mentioned as part of the Me Mind Maps and as a
benefit related to primary school, which contrasts with the findings of Child
(2017). This outcome might be explained by the differences between Finnish and
Hungarian school cultures; however, further investigations are needed to
determine the reason for this difference. In answers to the question related to
perceived benefits of the CLIL stream, however, English and learning English
were mentioned most frequently. It also has to be noted that the grade 8 group that
filled in the questionnaire in English mentioned English statistically more often
than the other groups. Age-specific differences have also been revealed; 8"
graders, irrespective of the language of filling in the questionnaire, mentioned
English in the answers to question 1 more often than 6™ graders.

The second research question concerned the effect of age and the language of
filling in the questionnaire on the motivational investment factors mentioned by
CLIL learners in connection with learning in general and learning in a CLIL
stream 1n particular. As already seen in Bakti (2020), age-specific differences
could be detected in the answers to questions 2 and 3, irrespective of the language
of filling in the questionnaire. Regarding the benefits of attending primary school,
8" graders mentioned the future and benefits related to future secondary and
tertiary education more frequently than 6™ graders. In answers to question 3, 8"
graders mentioned working abroad as a benefit of the CLIL stream more
frequently than 6" graders, and 8" graders also noted the successful passing of the
language exam among CLIL stream benefits. In addition, most of the answers all
four groups gave reflect attending primary school and the CLIL stream as an
investment into accumulating cultural capital and social power (Norton, 2000;
Child, 2017). Statistical analyses have revealed differences between the groups in
the answers based on the language of filling in the questionnaires. For question 3,
groups answering in English (grades 6 and 8) mentioned English or English skills
in their answers to question 3 more often than the groups responding in
Hungarian. In contrast, groups answering in Hungarian mentioned passing an
English language exam more frequently.

The third research question was concerned with identification with a target
group. Results imply that pupils identify with an international group of English
speakers, instead of the external reference group of native English speakers,
despite their exposure to target language civilization classes and target culture-
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related events in the school. Interestingly, groups answering in Hungarian gave
more answers related to international posture than groups responding in English.
These results align with those in English L2 motivation research related to a shift
in EFL motivation from identification with a specific cultural target group to
identification with an international group of English speakers (Yashima, 2002,
2009; Ushioda & Dornyet, 2009).

6. Conclusion

This paper investigated the motivation and identity of primary school CLIL
stream pupils. Pupils did not mention English, learning English, or being part of
the CLIL stream when describing who they were. In their motivation, some age-
specific characteristics have been identified, together with some differences
related to the language of filling in the questionnaire. The results can be
interpreted in the context of Norton’s (2000) investment model, according to
which CLIL learners see language learning as an investment, and also support
some of the findings of Child (2017).

Results indicate that CLIL pupils think of communication, life, and work
“abroad,” which implies identification with a global group of English speakers,
and some of them perceive English as a skill; both of these reflect changes
documented in English learning motivation literature (Ushioda & Dornyet, 2009).
In addition, these results might lead to a rethinking culture in CLIL, more
precisely in cases where the CLIL language is English.

Some limitations of the current research should also be noted. No background
data on the participants’ socio-economic backgrounds are available. CLIL classes
in Hungary are selective and are mostly open to pupils from higher socio-
economic backgrounds, which might have influenced the results.
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Appendix

QUESTIONS TO LEARNERS IN THE CLIL STREAM

1. Me Mind Map — Please write down some things that you consider important about yourself. (for
example: I like dogs, I play basketball, my favourite food is pizza.) Please DON’T give your
name!

ME

2. What do you think are the future benefits of attending primary school?
3. What do you think are the future benefits of attending the CLIL stream?

Thank you for helping our research with your answers
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Three Mediums of Test-taking and Performance in the
Measurement of Foreign Language Competence at Level B2

The construct of foreign language competence has become broader in the past decades, progressively
incorporating several performance factors. A more comprehensive, multi-faceted construct must also be
matched by equivalent multi-faceted measurement, which few programmes currently can do. However,
technological developments allow the logging, among other potential factors, of what test-taking
medium the test was taken in, computer-based at a testing centre or “home-based” online. According to
Many-facet Rasch analysis, taking the test online was significantly easier than the same test at a testing
centre, giving rise to the medium of test-taking as a performance factor. The emerging factor poses a
problem for many test providers in that they should not administer tests both online and offline, as it
would be unfair unless they are prepared to upgrade their analytical capabilities to Many-facet Rasch or
equivalent.

Keywords: Communicative competence, facets of performance, Many-facet Rasch Measurement

Introduction

The influence of the pandemic is just becoming visible, as is shown by frequent
conference calls and presentations. Partly as a result of the pandemic, completely
new tests and examinations have been launched, and ,,0ld” examinations that had
been in operation for years have added internet-based, online capabilities. In
Hungary, at least, an immediate outcome of the pandemic seems to have been a
boost in the development of computer-based (CBT) and internet-based, “online”
testing (IBT). This paper will discuss the possible effect of introducing online or
internet-based capability in the foreign language testing field. The introduction of
online capabilities gave rise to the research focus for this article, permitting an
investigation of three different test-taking mediums in a single examination suite.

iTOLC as the context of research

The International Test of Language Competence (iTOLC) is a fully computerized
foreign language proficiency examination. It was the first to appear on the
Hungarian scene in 2019, although it should be conceded that another foreign
language examination introduced a mixed CBT-PBT design earlier. Their exam
comprised CBT reading and listening components, while the writing and speaking
“papers” were still the traditional, paper-based face-to-face medium (PBT).
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Thus, iTOLC is a relatively new exam administered in English and German.
The test-takers can take this examination at four CEFR-based levels (A2, B1, B2,
and C1) (Council of Europe, 2001). It is also a communicative, skills-based exam
with four “papers” in reading, writing, listening, and speaking. iTOLC recognizes
its roots in Communicative Language Testing (chiefly Morrow, 1979). It is not a
system-based test of grammar, lexis, etc. (Baker, 1989). In this paper, only one
level, the more popular B2, will be discussed.

1TOLC was initially conceived as a CBT exam to be taken at local testing
centres, with the data collected on a central server for analysis, calibration, and
score reporting. Following the COVID lockdown in March 2020, iTOLC obtained
a temporary licence (accreditation) for online examining from the ministry
agency, Accreditation Centre for Foreign Language Examinations
[Nyelvvizsgaztatasi Akkreditacios Kozpont]. This paper will refer to the modified
exam version for online use as IBT.

The temporary licence expired at the end of August 2020. Following the
submission of appropriate documentation, iTOLC was granted an extended
licence for online examining at the beginning of November 2020, which meant
that CBT and IBT operations were officially acknowledged from that point
onwards. The two operations ran largely parallel, increasing the comparability of
these two mediums. Between May and November 2020, iTOLC still had its
original licence for the CBT operation. Except for September-October 2020,
1ITOLC simultaneously offered both the CBT and IBT mediums (modes of
operation) for the test. At any particular exam date, when both mediums are
offered, the test version is the same for both mediums.

By the end of 2021, there were cumulatively more test-takers for the IBT
medium of the test in the item bank than those taking the CBT. It should be added
that, during the test development phase, paper-based versions of the test material
also participated in the pretests, which will be referred to as PBT below. In this
way, this research comprises three mediums of test taking, with a focus on the
CBT-IBT comparison as the chief interest. By the end of 2021, data from CBT
and IBT accounted for nearly all the data, while PBT data constituted a small
portion by comparison.

Thus, while iTOLC provided the context and background to this research, this
paper focuses on three different test-taking mediums: CBT, IBT, and PBT. Since
the mediums affect test-takers’ foreign language performance, this paper deals
with aspects of foreign language performance rather than the competence that
performance entails. Like all other foreign language tests, iTOLC, as an
accredited examination, seeks to measure test-takers’ foreign language
competence, to be inferred from their test performance.
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The research questions

In this paper, the following questions will be answered.

e Is the medium of test-taking a method-related facet of performance, or is it
related to the test-taker?

» Is there statistical evidence that the medium of test-taking is a performance
factor?

* How do the three test-taking mediums in this study compare in terms of
difficulty?

A review of the literature

The distinction between competence and performance is customarily attributed to
Chomsky (1965), but the distinction, or a similar distinction, goes back to earlier
times (de Saussure, 1997). The concept of competence in this time-honoured
tradition was limited to knowledge of the language systems, leaving everything
else to the performance domain. However, in the writings of several experts
(Hymes, 1972; Chomsky, 1980; Canale & Swain, 1980; Canale, 1983a,b;
Bachman, 1990; Bachman & Palmer, 1996; 2010) later on, the notion of
competence has gone through a marked broadening, to include several non-
language specific aspects, or factors, of performance. Endorsing a broad
conception of language competence enriched by performance factors still leaves
actual manifestations or observed instances of competence, alternatively actual
use, as performance components. The issue of test-taking mediums will be
discussed below in light of the development of competence and performance.

The development of foreign language competence theories

As has been indicated above, the question of whether and how different mediums
to the same examination affect test results is, in the first place, a question of
performance and not of competence. However, in apparent contradiction, it is test-
takers’ foreign language competence, i.e., communicative competence that
stakeholders are always interested in, irrespective of the context or situation.
(Bachman & Palmer, 1996: 18-19). In addition, it is competence that
measurement specialists should be interested in when they use sophisticated
measurement technology to tease out the test-taker’s competence behind all that
is observable in test performance.

A further twist to the logic is that foreign language competence itself is not
observable without using measurement instruments and conditions. The
mainstream thinking in language testing, referred to as the epistemological
approach, posits that foreign language competence is an internal trait, not directly
observable. It is to be inferred on the basis of performance in observed responses
obtained with the measurement instruments. Thus, to get a proper focus on foreign
language competence, researchers and practitioners must deal with the
complexities of performance. Therefore, it is not surprising that complexities of

20



GERGELY A. DAVID

competence and performance resulted in considerable confusion and
inconsistency in the use of relevant terminology, as McNamara (1996: 51, 55, 57,
68, 90) observed and pointed to the need for clarification.

Following successive theories of competence, McNamara (1996) identifies
Hymes (1972) as the originator of a broadened sense of foreign language
competence. This broader conceptualisation includes the language user’s ability
for use and which leads the reader to Hymes’ communicative (foreign language)
competence (McNamara, 1996).

McNamara defines Hymes’ (1972) model of performance ability for use as a
“broadly psychological model of performance” (McNamara, 1996: 55). Hymes’
model includes a range of “cognitive and non-cognitive factors, none of them
exclusive to language performance” and motivation (1996: 56). Performance is
also formulated inclusively as “language-relevant but not language-exclusive
factors,” elsewhere (1996: 59). In addition to crucially pointing to the non-
exclusive nature of these factors, McNamara also lists examples, such as
Goffman, who names courage, composure, presence of mind, emotional states,
personality factors, among others, as belonging to performance (1967: 56).

By contrast, Canale and Swain thought performance could not be modelled
because they felt it was too complex (1980: 6); therefore, their model of
grammatical, sociolinguistic, and strategic competences is the narrow version of
the concept of communicative competence. Later, adding discourse competence
to their earlier theory of competences, Canale (1983a,b) returned to the broader
version of communicative competence, in which strategic and discourse
competences were the clearest performance elements.

Bachman (1990) and Bachman and Palmer (1996) also introduced performance
elements into their concept of communicative language ability. A central
construct to Bachman (1990) is a broadly conceived strategic competence that
activates the language user’s language competence and knowledge of the world
and engages the context of the situation through psychophysiological
mechanisms. In Bachman and Palmer (1996), we find a further elaborated version
of communicative language ability with affective factors and personal
characteristics being the main additions. Modifications of lesser importance, in
comparison with Bachman (1990), are hardly more than the relabelling of an
earlier concept, such as knowledge of the world in Bachman (1990), which
became topical knowledge in Bachman and Palmer (1996). McNamara (1996)
criticised Bachman and Palmer (1996) for their limited exploration of
performance and summed up his disappointment using the metaphor “having
confidently lifted the lid on Pandora’s Box, they shut it again” (1996: 74),
meaning that Bachman and Palmer (1996) failed to go far enough.

It is Bachman and Palmer (2010) who present the most well-developed and
complete version of communicative competence, i.e., their (communicative)
language ability (CLA) construct (33-58): In addition to language knowledge,
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topical knowledge and personal attributes contribute towards the speaker’s
language ability and feed into their broadly conceived strategic competence.
Bachman and Palmer’s strategic competence interacts with other cognitive
strategies where the language user’s strategic competence ultimately prompts the
question of the particular cognitive strategy or strategies implemented. Both
strategic competence and cognitive strategies operate through affective schemata,
including, most notably, motivation.

The strategic competence of Bachman and Palmer (2010) is much broader than
Canale and Swain’s strategic competence, which comprised only of compensatory
mechanisms (1980: 30) or coping strategies (1980: 31), following Stern (1978).
Bachman and Palmer’s strategic competence includes goal-setting, appraisal, and
planning (2010: 49).

From performance factors towards a theory of performance

Theories of foreign language competence were repeatedly proposed, most of them
years ago. As a result, some (Canale & Swain, 1980; Bachman, 1990) appear to
be dated now. It is perhaps fair to say that while the debate centred on elements
of competence and the breadth of the communicative foreign language construct,
theories of actual performance have not evolved with the same speed, or to the
same extent, and as coherently and comprehensively. As performance factors
have been progressively incorporated into broader theories of foreign language
competence, it might be asked what factors are left to complement a theory of
actual competence.

Writers have generally been very cautious about putting forward their ideas
about actual performance, most notably Canale and Swain, who did not think it
could be modelled (1980: 6). Since then, the successive constructs of language
competence have not only become “enhanced” constructs of communicative
language competence (ability) but have also become increasingly complex. In this
way, teasing out communicative language competence from many other variables
becomes a genuinely daunting endeavour. No wonder that McNamara (1996: 48-
90) and Widdowson (2001: 13) both use the same metaphor Pandora’s Box, to
describe the outcome of the activities of the very influential communicative
movement at the turn of the 1970s and 1980s (Brumfit and Johnson, 1979;
Morrow and Johnson, 1981; Littlewood, 1981). McNamara (1996) and
Widdowson (2001) recognized that the theorists of Communicative Language
Testing (CLT), having brought a multitude of performance factors into the test,
embarked on what McNamara and Widdowson see as a challenging, almost
impossible mission. Thus, a theory of actual performance, whatever components
it might comprise, will probably also be highly complex, not in the least because
of the complex expectations of communication by the practitioners and theorists
who espoused Communicative Language Teaching and Testing.
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Categories of performance factors

A theory of actual performance can probably only be formulated regarding
contingencies because testing contexts are incredibly varied. The mediums of test-
taking, CBT or IBT, and the use or non-use of dictionaries during the test may be
examples of such contingencies. It is unlikely ever to be a definitive list, I believe,
not in the least, because they are dependent on options. In one assessment context,
the test-taker might choose online assessment, while in another context, they will
choose to be examined at a testing centre. Similarly, in one particular testing
context, the test provider may allow the use of dictionaries while taking the test,
while in another context, dictionaries may not be used.

The medium of test-taking might belong to one of two categories of
performance. First, it may belong to the category of test methods. Test method
performance factors are also the most readily identifiable and observable factors.
Method factors are crucially important because, without methods or instruments,
no response data may be collected from the test-takers. In addition, test materials,
or items and tasks, belong to a method as well, and it is plain to see that without
them, no evidence from the test-taker would be forthcoming. Alternatively, the
medium of test-taking may also belong to the category of test-taker factors
because it is up to the test-taker’s decision between the CBT and IBT modes of
operation.

Test method-related factors of performance

The testing methods are the results of the test provider’s informed decisions,
which the test provider is ultimately not interested in. However, they constitute
performance factors because they affect the scores even if they do not belong to
language competence.

In addition to test items or tasks being an explicit component of method, the
rating scales used by the examiners should also be seen as part of method. Item
formats, or, for example, the categories of source of text (originally audio,
originally audio-visual, written, etc.) in a listening test should also be seen as part
of method. In addition, examiners, or raters, may also be categorised as methods
or facets of method, even if the term is intuitively less appealing than
characteristics in Bachman and Palmer (1996; 2010).

In this discussion of method facets, or factors, rating scales and raters may be
selected as good examples to show a growing acceptance of CLT as represented
in Bachman and Palmer’s writing. Bachman (1990) presented an elaborate
framework for test method facets (1990: 111-159), further elaborated in Bachman
and Palmer (1996) as a framework for language task characteristics (47-57),
which labelling was maintained in Bachman and Palmer (2010). In very general
terms, it may be stated that rating scales and raters, with each reworking of the
method characteristics CLT, are represented with more detail and explicit
formulations in Bachman and Palmer’s writing.
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Test-taker-related factors of performance

The performance factors related to test-takers are more of a “grey zone” because
our understanding of them seems less well-developed. O’Loughlin (2002, p. 189),
for example, reported contradictory results from the research literature (of
speaking tests) and found no gender effect in their own study. In addition to
gender, there is evidence in the literature that a range of test-taker-related
variables is investigated, such as test-taker attitudes, motivation, or test anxiety.
Such research shows that test-takers' constituency is very far from being
monolithic and varies from place and time.

An early monographic treatment of test-taker characteristics is Kunnan (1995),
who investigated the fit of four proposed models to the data collected, reflective
of a typical American starting point, the Indo-European or Non-Indo-European
background of the test-takers. None of the models fit perfectly. Oliveri et al.
(2015) is another interesting example of a project in which they try to take account
of the different racial, cultural, and social backgrounds of the citizens of the
countries their tests, developed in the US, are exported to where such tests may
not function as expected, may not produce equally valid results due to differing
test-taker characteristics. A study similar to this author is Kenyon and Malabonga
(2001), in which the authors compared attitudes to two technology-mediated oral
tests: a simulated oral proficiency interview (SOPI) and the then new
computerized oral proficiency interview (COPI), the latter being an adaptive test.
Primarily lower level test-takers favoured the COPI.

In Hungary, according to a recent survey (Kiszely, 2022), it appears that no
study investigated the differential action of the mediums of test-taking, but the
last reference entry dates from 2020, the year of the pandemic. However, even
more recently, Babos et al. (2022) compared the CBT and IBT mediums with the
traditional PBT medium in a nationwide survey of accredited exam results. The
authors wanted to know (1) whether the new CBT/IBT mediums, labelled together
as “computerised,” or the PBT medium was more difficult in the study period
(2018-2021). They also wanted to know (2) whether the overall increase in the
success rate was attributable to the appearance of the computerised (CBT/IBT)
mediums alone. From the point of view of this study, it is unfortunate that the
CBT/IBT frequencies are not reported separately in Babos et al. (2022). It should
be added that Akkreditacios Kézikonyv 2023 (2023) does not make a difference
between IBT and CBT, as is understood in this article. However, the data Babos
et al. present have at least shown that the results from computerised and PBT
exams are not consistently higher or lower in the years between 2019 and 2021.
(Results for computerised examinations could not be reported from 2018 since no
such examinations were functioning yet.) Answering question 2, Babos et al.
(2022) concluded that the appearance of computerised exams could not have been
the single cause of the observed higher success rate.
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It 1s also the case that some possible performance factors related to the test-
taker result from options present in some assessment contexts but not in others.
The variability of the assessment context makes research difficult because a
performance variable may be relevant in one assessment context while it may not
be so in another. If test-takers can use a dictionary, for example, there is a choice
involved, and the dictionary factor ought to be acknowledged, but if dictionaries
and choice are not allowed, the factor will not play a role. Ultimately, it should be
important that the test-taker's choice and decision are needed for the mediums of
test-taking.

Multi-faceted competence, performance, and Many-facet Rasch
Measurement

As has been agreed upon within the language testing community since the
falsification of Oller’s Unitary Competence Hypothesis (UCH; 1976), foreign
language competence is understood to be multi-faceted (or multi-factorial). That
there is agreement may be inferred from the fact that no unitary concept, or
construct, gained prominence in the past decades after Oller (1976). Multi-faceted
models have become prevalent instead. From the point of view of our research, it
does not seem important what internal parts, components or dimensions, or facets
different models stipulate. Canale and Swain’s model (1980), Canale’s revision
(1983a,b), or the successive versions of Bachman’s model (1990), later in
Bachman and Palmer (1996, 2010), all identify partly different components of
foreign language competence.

Similarly, once foreign language competence is multi-faceted, foreign language
performance must also be multi-faceted, as is shown in the discussion above.
However, no comprehensive model of performance has emerged to date. As is
discussed above, the very elements of performance that have become part of the
communicative foreign language competence construct are but an indication of
the multi-faceted nature of performance.

Many-facet Rasch modelling

From the above, it logically follows that the measurement of foreign language
competence should also be multi-faceted to match the nature of language
competence, with the addition of performance elements. Two (or three) software
programmes can statistically operationalize the multi-faceted view of language
proficiency. Both are probabilistic, based on modern test theory. One of these is
appropriately called Facets (Linacre, 2014a) because language competence and
the various performance factors are like facets of the complete performance
generated in the measurement process. Facets is an extension of Rasch
methodology, itself a branch of Item Response Theory. According to
https://www.rasch.org/software.htm, the other software to operationalize a multi-
faceted view of foreign language proficiency is Conquest (Adams et al., 2020).
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However, the information therein is at variance with what the author of this paper
knows from practice because Conquest is labelled as “multidimensional,”
whereas Facets is not. Other authors would also be wrong if Facets were not
multidimensional (Bond and Fox, 2001; Eckes, 2015). A more recent addition to
Many-facet Rasch Methodology may be the programme package R, which is
labelled as having “some Rasch functionality” at rasch.org. In contrast, Wind and
Hua (2022) explicitly address the Many-facet Rasch capabilities of the R package.

Apart from these two (or three), a host of other software may be used to estimate
test-takers’ foreign language competence. Still, they generally operationalize only
one factor, that of items (tasks), in addition to the test-takers: they are
dichotomous models. This aspect is clearly a limitation to most measurement
contexts, especially those that follow communicative ideals. Thus, it appears that,
although most software operationalises a dichotomous model, a growing number
can operationalise more than a single factor (facet) in addition to items/tasks,
catering to the demands of communicative language teaching and testing.

The factors that Facets can typically operationalise, in addition to items (tasks),
are raters and rating scales, thus making Facets a suitable analytical tool to process
data from productive skills tests in the first place. In addition to the above, Facets
can process data from additional facets also, such as the formats of different
item/task types, dictionary use (or non-use), and last but not least, the facet of the
medium of test-taking, the focus of this paper. All the above make this branch of
Rasch measurement into what is called Many-facet Rasch Measurement
(MFRM). (This extension of Rasch methodology is not to be confused with
classifying models into one, two, and three-parameter models in IRT.)

As with basic Rasch methodology, most facets in MFRM constitute “hurdles™
to the test-taker, for example, the items/ tasks facet or that of the raters, where
higher scores indicate lower difficulty and lower severity (more leniency). As a
result, compensation in the test-taker ability will occur. In compensation for
performance factors that constitute “hurdles,” the measure of the test-takers’
ability is modified, raised, or lowered. Some performance factors might act
otherwise, contributing to or “boosting” ability, again raising or lowering abilities.

As has been said, the original Rasch model (Rasch, 1960/1980) comprised only
two facets: items and persons, which was adequate at the time since it was the
structuralist era, strongly associated with behaviourism in psychology and
discrete-point techniques and dichotomous data in the field of language testing.
With the advent of communicative language teaching, there was a growing need
to recognize additional factors (raters, scales, etc.) and allow them to shape the
scores (Morrow, 1979; Weir, 1990).

In the age of communicative language teaching and testing, almost thirty years
after Rasch, Linacre (1989) extended the basic model to include, in addition to
person abilities (Bn) and the difficulty of items (Di), adding the difficulty of tasks,
“challenge” in Linacre’s wording (2014b: 13), and the severity of judges (Cj) and
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Fk, which is “the barrier to being observed in category k relative to category k-1
(2014b: 13).
Thus, MFRM may be summarised as follows:

Fig. 1 A basic model for MFRM
10g (anijk / anij(k-l)) = Bn - Di - Am - Cj - Fk

While Linacre (2014b) included four facets in this equation, there could be
more, theoretically, without an upper limit. Indeed, an iTOLC productive test
component, apart from items(tasks) and raters, additionally includes the facet of
rating scales, such as accuracy, vocabulary, etc., which strongly resemble items
in language testing.

Note that all the facets to the right of the equal symbol are mathematically made
out as subtractions (Fig. 1). This is to reflect what happens to the total amount of
variance in test-taker scores, revealing that MFRM distributes the observed
variance between the assumed facets, creating measures of test-taker ability not
contaminated by “freak” items and idiosyncratic raters, etc. To the left of the equal
sign, note “log,” which reminds us that we are dealing with the logarithmic
conversion of probability, the ratio between Pnmijk (the probability of category k
being observed) and Pnmij(k-1) (the probability of category k-1 being observed).
Linacre (2014b: 280) also explains the lowercase letters. They are represented
below with minor changes:

B, is the ability of person n, e.g., examinee Nora,

An 1s the challenge of task m, e.g., an essay "My day at the zoo,"

D; is the difficulty of rating sale item i, e.g., punctuation,

C; 1s the severity of judge or examiner j, e.g., Dr. Smith,

Fy is the barrier to being observed in category k relative to category k-1.

Pumijk 1s the probability of category k being observed.

As has been alluded to above, in the design of iTOLC, a few more facets were
assumed, all as modifications to Linacre’s Many-facet Rasch model (1989). The
medium of test-taking was one of them.

The research questions

In this section, as a reminder, I present the research questions. The related

rationale and operationalisations will follow below.

* Where should the medium of test-taking be located in a theory of performance?
Is it a facet related to test method or the test-takers?

* Is there statistical evidence for a medium of test-taking as a facet of test
performance?

* How do the three test-taking mediums compare in terms of difficulty? How do
CBT and IBT, as mediums most relevant for use in the future, compare?
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The rationale

The operation of iTOLC lends itself to comparing large numbers of test-takers
taking the online (IBT) and the CBT versions of the exam in each of the four
“papers” or test components. The basis of this research is comparing the item
banks, one for each component. The item banks are constructed from the response
data generated in the “live” administrations, the test versions administered to test-
takers, allowing direct comparisons between the three mediums in this research.
It should be added that each test version is anchored through at least two tasks, or
“testlets” of individual items, to the same common item bank. This meant that in
the combined-collated dataset (item-bank), from the skills components of reading,
listening, writing, or speaking, from the period between 2019-2021, a web of
common (anchor) items connected the individual test versions so that connectivity
(comparability) of data could be achieved within the item banks. Comparability
was achieved to believably interpret the difference in the difficulty of the three
test-taking mediums concerning each other and compare item difficulties, test-
taker abilities, etc., on the same scale.

One needs to address why the difference in mediums is particularly important
at this juncture. As pointed out above, the original Rasch model (1960/1980)
stipulated items that each had a difficulty level; thus, the notion of difficulty has
always been central to Rasch methodology. The additional factors brought in by
Linacre’s extension (1989) of the model were also difficulties of a particular kind.
Raters constitute “hurdles” or “challenges,” -- to use another metaphor -- by being
either easy to convince of the merit of the essay (lenient rater) or more difficult to
convince (strict rater) of the same, all this resulting in a “rater difficulty”
continuum between lenient and strict (severe) raters. All other facets in the Rasch
model also constitute difficulties, including test-taking mediums.

The research reported here is mainly statistical (quantitative) since it is
challenging to expect stakeholders (test-takers, examiners, or teachers) to discuss
a proportion of the test score variance and comment on the relative differences
observed between the mediums. The one question, however, about where in the
competence-performance framework the medium of test-taking could be located
should be decided based on logic and judgement, informed by the relevant
literature, since there is no way to construct a hierarchy from construct elements
and answer the question on the basis of that.

28



GERGELY A. DAVID

Operationalisations
In the case of the reading and listening papers (Fig. 2), the percentages were
calculated as follows:

Fig. 2. The calculation of reading and listening percentage means

the sum of all point scores for the medium

the count of all responses for the medium

The calculation was somewhat more complex in the productive test components
(Fig. 3).

Fig. 3. The calculation of speaking and writing percentage means

the sum of all point scores for the medium mean score

length of score

the count of all scoring events for the medium scale

This way, a mean is obtained, 2.25, for example, 56% of 4, since the maximum
obtainable score is 4 (0-4) on any of the iTOLC rating scales.

The mediums of test-taking are first illustrated with their raw score percentage
means (Tables 1-2). Given that the mediums are like test items in that low mean
scores indicate difficulty and high mean scores indicate easiness, some inference
can already be made at this point about how the three mediums can be compared.
However, it should be added immediately that raw score means might be
deceptive because a host of performance factors influences them, but whose effect
they do not show.

Table 1. English B2 raw score means in percentages

English Reading Writing Listening Speaking
N 5664 5499 4501 4346
CBT% 52 57 59 56
Raw means | PBT% 62 76 63 49
IBT% 56 60 62 58
SD % 4 8,3 2 4
Table 2. German B2 raw score means in percentages
Schriftlicher " Miindlicher
German Leseverstehen Ausdruck Horverstehen Ausdruck
N 1365 1377 1088 1071
CBT% 45 56 50 50
Raw means PBT% 57 55 43 41
IBT% 49 57 55 55
SD % 5 1 5 6
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To estimate the difficulty of the mediums on their own without possible
interaction from other factors, a second round of analysis was necessary, where
the medium of test-taking was taken into account in isolation with respect to the
rest of the facets (items, raters, scales, formats, etc.). These other facets were made
not to participate, i.e., make no contribution to the calibration of abilities. In light
of the multi-faceted nature of language proficiency, the calibration of the
difficulty of test-taking mediums was made using MFRM, with logit values
converted into “fair” difficulty values as described in Linacre (2014b: 120), which
in turn were represented here as percentages (converted back to the percentage
metric) for the sake of comparability.

The data

The analyses were made on the basis of collated/pooled response data in both
languages, which included all the examinations since accreditation over a period
of over two and a half years. The data also included pretests in the project period
that preceded the accreditation of iTOLC. The data size in English is more
extensive, with the collated data ranging between 4000 to 5000 test-takers per
“paper.” At the same time, the same in German is considerably smaller, with
response data from 1000 to 1400 test-takers per “paper.” (The breakdown to more
precise counts (N) is in Tables 1-2.) The breadth of the data collected could also
be appreciated by knowing that 90-95 pieces of information (David, 2014) have
been collected from each test-taker of the complex exam. This number includes
the responses to the discrete-point items in the two receptive skills tests as well as
the ratings in the productive skills test components. Thus, it may be stated that
this research is not based on samples but on what might be called the iTOLC
population since all the response data from the years 2019-2021 were collected,
making the data as comprehensive as possible.

Results and discussion

It appears the answer to research question 1 may be formulated based on the
choice test-takers make, a helpful “crutch,” whether they take the exam in a testing
centre or take the online version from outside a testing centre (e.g., from home).
Once test-takers are allowed to decide the medium of test-taking for themselves,
the medium can no longer be part of the testing method or belong to method-
related performance factors. Still, it will become characteristic of the test-taker (a
test-taker-related factor of performance). The test-taker choice, of course, is not
entirely free, as we all know, since questions of available equipment, experience,
access, etc., modify how the test-taker might want to take the test. Dictionary use,
to take another example, should also be a test-taker-related factor because it
depends on the decision of the test-taker to use or not use a dictionary, provided
the test provider allows their use.
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To answer research questions 2 and 3, the investigation of the raw score means
provided an initial idea of the comparative difficulty of the mediums. In the
English examinations (Table 1), the CBT version of iTOLC consistently appears
to be more difficult than the IBT version. The PBT version seems to be the easiest
except for the speaking component, where the IBT version appears to be the
easiest. In German (Table 2), the tendency is less straightforward. The IBT
version is the easiest except for reading (Leseverstehen), where the PBT version
is the easiest. Most importantly, however, it is also true for the German
examination that the IBT version is consistently easier than the CBT version in
all four test components.

Due to some of the means in Tables 1-2 being very close and that raw scores
do not consider performance variables, a second round of analysis was necessary.
This round focused on the “fair” scores, which are logit values scaled back onto
the percentage metric (Linacre 2014b: 279). For the sake of the experiment, the
effect of the mediums without interactions from other factors, e.g., dictionary use,
item format, etc., was investigated. This was necessary because when test-taker
scores are calibrated in the standard mode of the operation of Facets, all other
facets of performance are active and modify the calibrations of the mediums the
researcher 1s interested in. As seen in Tables 3 and 4, the IBT test-taking medium
consistently constitutes a lower “hurdle,” i.e., presenting a lower mean difficulty
than the CBT.

Table 3. English B2 “fair” means in percentage metric

English Reading = Err. Writing Err. Listening Err. Speaking Err.
CBT% 51 0.12 56 0.04 57 0.15 55 0.08
“Fair” means | PBT% 56 0.71 76 1.6 66 1.85 58 1.20
IBT% 64 0.01 62 0.04 67 0.15 62 0.08
SD and mean err. % 1.31 0.32 2.00 0.56 3.08 0.72 3.14 0.32
Chi-square and d.f. 1407,8 2 24929 2 11994 2 3635.1 2
Sig: 0.00 0.00 0.00 0.00

Table 4. German B2 “fair” means in percentage metric

German Lesevers. Err. Schriftl. | Err. Horvers. Err. Miindl. Err.
“Fair” CBT % 42 0.32 56 0.17 48 0.34 48 0.2
means PBT % 40 1.61 58 0.51 41 2.07 56 0.4
IBT % 50 0.32 60 0.17 57 0.34 60 0.2
SD and mean err. % 2.90 0.75 1.53 0.28 4.83 0.92 3.23 0.25
Chi-square and d.f. 187.2 2 302.8 2 197.8 2 2736.0 2
Sig: ‘ 0.00 0.00 0.00 0.00

In Tables 3 and 4, all logit values, fair ability scores, and error values included
were converted to a scale of 100 units so that they could be thought of in an
accessible way as percentages. The test component columns, such as Reading,
Writing, etc., contain the means for the three test-taking mediums. The asymptotic
error values are provided on the right of each test component column, which was
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also converted into the percentage metric. If the error values are considered
“halos” around the means of mediums and the halos fail to extend into each other,
the chances are that the means represent a separate facet.

Below the three mediums, the mean standard deviations for the mediums by
the test component are given with the related mean error. Further below, chi-
square values with their degrees of freedom are provided, which form the basis of
the significance. According to the designer of Facets, this ‘“chi-squared
distribution (also chi-square or y2-distribution) with k degrees of freedom is the
distribution of a sum of the squares of k independent standard normal random
variables” (J. M. Linacre, personal communication). These are provided for each
set of medium means in an exam component that tests the reported means'
distinctness. As shown in Tables 3-4, all the mediums represent significant
differences between the medium mean values. At the level of 0.00l, the
significance values also summarise whether the means of mediums in the relevant
component is sufficiently spaced apart from each other to be considered a facet of
performance.

The different test-taking mediums thus seem to bring construct-irrelevant
variance (Messick, 1989; 1995) into the scores and test results. Construct-
irrelevant variance is not desirable, given that it is the test provider’s duty to
measure competence irrespective of the test method or other circumstances that
contaminate the assessment. Construct-irrelevant variance is not controlled if the
results are reported in raw scores, as raw scores do not show the effect of a host
of performance variables. However, if test results are computed (calibrated) with
the use of probabilistic software, and if the medium of test-taking is thus taken
into account, the software will compensate for the effect of the medium, eliminate
the construct-irrelevant variance from the scores and the results will have a
stronger claim to validity.

Conclusions

The most important outcome of this research seems to be the emergence of a facet
of test-taking mediums resulting from technological developments and, in this
country, at least, the pandemic. This article should take us closer to a more
comprehensive view of performance factors and contribute to a possible model of
actual performance in the future.

If the facet of test-taking mediums can be demonstrated in the iTOLC test data,
it should also be present in other examinations. Whether it can be shown or not
depends on the specific measurement technology used. Suppose they use software
that can calculate the effect of the test-taking medium, compensating for a higher
difficulty of CBTs, or whichever medium is more difficult. In that case, they can
rid the ability scores from construct-irrelevant variance. If, however, they
continue to calculate abilities in terms of raw scores, the construct irrelevant
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variance will not be separated and will only increase the measurement error of the
ability estimates.

For iTOLC, the above findings justify using MFRM technology to calculate the
scores. I TOLC can legitimately continue to use the facet of mediums in their
measurement of language competence and continue compensating test-taker
scores in relation to the medium of their test-taking.

It is to be seen in the future whether taking the CBT version is more difficult
for the candidates at the other three CEFR levels as well. There seems to be a
strong indication that results will be similar for level C1. The fact that the number
of test-takers is much smaller at levels B1 and A2 will naturally cast some doubt
on those statistical outcomes until more data can be collected.

The philosophy of validation demands that rival interpretations also be
investigated and rejected if possible (Messick, 1989). When all the facets are
active, the relative easiness of the IBT medium may or may not be blurred by their
interactions; therefore, the facet of test-taking mediums needs to be investigated
in every assessment context. In this case, the most apparent rival interpretation,
which would explain higher IBT means as an alternative, is that remote online
testing can induce cheating more strongly than personally supervised CBT or PBT
sessions. While cheating can never entirely be excluded, and indeed there have
been a handful of problem cases reported since accreditation, iTOLC is equipped
with the technology and observation facilities, dubbed online proctoring (Atoum
et al., 2017), which can reduce the possibility of cheating. iTOLC has made a
serious effort to exclude the possibility of cheating as much as possible by
marshalling what technology could offer and providing online proctoring. The
technology mandates the use of a second camera that can “look around” the room,
wherever the test is taken, and the iTOLC interface also prevents “escaping”
through switching to another browser or using a second keyboard, all this
information being logged. Online proctors carefully monitor a maximum of 15
test-takers at a time, listening in and watching for unexplained conversations,
strange response patterns, etc., and possible violations of security rules that ban
headphones and certain hairstyles that can camouflage cordless earpieces.

Apart from the threats above, the action of the test-taking medium variable can
offer advantages as well. Avoiding the pitfalls of the test-taker's limited, modified
choice is one strong argument for why appropriate score calculation procedures
were developed and, finally, the validity of test scores increased. Appropriate
score calculation procedures, away from raw scores, are needed not only because
construct-relevant variance should be increased and construct-irrelevant variance
decreased but because measurement error can also be cut if the right facets are
active in the dataset.

The outcome of this research also implies that if the exam provider uses raw
scores, CBT and IBT mediums should not be used simultaneously, or if there is a
clear need to administer both exam mediums, appropriate MFRM software should
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be used, compensating for the relative difficulty of CBT and the easiness of IBT.
Otherwise, the fairness of the test might be called into question. Test providers
who administer both mediums ought, first of all, to research their own tests. If
they find similar differences, they should allow compensation in calibrating
abilities.
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The present study is part of a larger-scale research in which the processes of written word recognition
are studied in bilinguals. The research goal of our lexical decision experiments is to gain information
about the temporal characteristics of recognition at the orthographic, phonological, and semantic levels
of processing. The research questions concern behavioral differences and the ERP components of
recognizing English words, Hungarian words, and interlexical homographs. 23 Hungarian-English
bilingual participants were tested in an Electroencephalogram laboratory. In recognition of Hungarian
and English words and homographs, the mean response language per participant indicated high accuracy
for both Hungarian and English conditions (96% and 98%, respectively). In contrast, the homographs
are biased towards English responses (27% Hungarian response). The multiple comparisons confirmed
no difference in the mean response times of Hungarian and English words, whereas the interlexical
homographs produced around 150 ms longer responses. In recognition of Hungarian and English words,
there was no difference between the two categories in the early recognition phases, corresponding with
the orthographic-phonological level. However, the neural representation of the two languages differed,
later reflecting the differences in semantic or decision-related processes. In the case of the Hungarian-
English interlexical homographs, the ERP waveforms did not show significant differences between the
items perceived as English or Hungarian. Although there is a difference between the brain activations
in the temporal and frontal electrode sites, this difference is insignificant. These data coincide with the
former findings related to the homograph effect (Navracsics & Sary, 2013), which explains that
participants are exposed to a greater cognitive burden in the recognition, and the reaction time is longer
due to the fact that both lexicons are active.

Keywords: EEG, ERP, bilingual visual word recognition, interlexical homographs, language decision
test

1. Introduction

1.1 Visual word recognition and reading

Bilingual written language processing can be studied by observing the brain
activations during the processing of the two languages in a bilingual mode, paying
particular attention to the frontal, temporal, parietal, occipital, occipito-parietal
lobes, as well as the central parts of the brain.

!'We acknowledge the financial support of Széchenyi 2020 under the EFOP-3.6.1-16-2016-00015.
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The visual cortex, located at the back part of the brain, is the first brain area
where the processing of visual information starts. The ventral pathway, which
includes several cortical and subcortical areas, also has a significant role in visual
recognition. All these areas create neural activities in the visual processing areas,
which process different aspects of perception, such as shape, color, depth,
location, movement, etc. (De Groot, 2011). These pieces of information then go
to the temporal lobe, where the recognition occurs. Later, some information
travels to the frontal lobe, revealing its significance and meaning. At this point,
different components connect, and at the end of the whole process, a conscious
recognition occurs (Yamins et al., 2014).

The initial reading stage also takes place in the visual cortex, which sends the
information toward the brain's language areas. The information arrives at the
word-recognition area, which can distinguish between objects and written words.
In the auditory cortex, written words are transformed into phonological elements
so they can be ‘heard’ inside. Broca’s area is the center of recognizing written
words as meaningful utterances by connecting written and spoken words. The
information arrives at the temporal lobe, which matches the words to their
meanings by retrieving memories (Carter, 2009).

The hierarchy of the language system influences reading. The visual form of
words (orthography) is the most influencing factor in word recognition, even for
an experienced reader (Csépe, 2006). Besides orthography, phonology and
semantics also play an essential role in visual word recognition.

Visual language processing is exceptionally significant for bilinguals learning
to read since written language comprehension is based on successful word
recognition. Although identifying written words is well-researched in
monolingual contexts, bilingual visual language processing is still under-
researched, especially with Hungarian as a component of bilingualism. Research
into bilingual word processing can provide crucial information for researchers and
teachers who deal with bi- or multilingual children and facilitate their literacy
development. The perception of the visual word is a fundamental skill in everyday
activities such as reading. Studies concerning visual word recognition of
bilinguals are essential since numerous bilingual students attend monolingual
educational institutions, and teachers have to be aware of the processes in the
bilingual students’ minds while reading since they have to cope with two
languages. Word recognition patterns of orthographically related languages (e.g.,
English and Dutch) are presumably the same at lower (orthographic and
phonological) levels. However, semantic recognition is strongly language-
specific. In the case of orthographically unrelated languages (e.g., Hungarian and
Chinese), language-specific characters help the recognition process. Hungarian
has a shallow writing system; there is a grapheme-phoneme correspondence in it,
unlike English, which has a deep one. The present study aims to shed light on the
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temporal aspects of Hungarian and English written word recognition in the
bilingual mind.

1.2 Storage hypothesis and the bilingual mental lexicon

The mental lexicon does not contain words in alphabetical order (Aitchison,
1987). Instead, information is stored in a thematic arrangement. The mental
lexicon contains all the information (phonological, morphological, syntactic,
semantic) about individual words or morphemes. The bilingual mental lexicon is
the key to understanding the nature of language organization in the brain. For a
considerable time, the question of the storage of languages has been in focus in
the psycholinguistics aspects of bilingualism research (Navracsics, 2007;
Pavlenko, 2009; Singleton, 1999). The study of the bilingual mental lexicon and
how we store the languages are closely related to brain lateralization.

Early aphasics research showed equal involvement of the two hemispheres in
language production and perception (Zatorre, 1989; Solin, 1989). Recent
neuroimaging findings deny it, and researchers claim that there are significant
individual differences in storage and processing. The relationship between the two
languages of a bilingual also varies from individual to individual as the age and
manner of second language acquisition and language proficiency level are crucial
influencing factors.

The five most common hypotheses on brain lateralization in the case of
bilinguals (Hull & Vaid, 2005; Vaid & Hall, 1991) are the following: (i) L2
hypothesis: the right hemisphere is more involved when bilinguals process their
L2 than when they process L1. In processing L1, their left hemisphere is involved
to the same extent as in language processing by monolinguals. (ii) Balanced
bilingual hypothesis: in both L1 and L2 processing, high-proficient bilinguals use
their right hemisphere more than monolinguals. (iii) Stage of L2 acquisition
hypothesis: in the initial stages of L2 acquisition, the right hemisphere is more
involved in processing, and the involvement of the left hemisphere grows with the
increase of L2 proficiency (Obler, 1981). (iv) Manner of L2 acquisition
hypothesis: if the bilingual individual informally acquires L2, the right
hemisphere is more involved than in a formal manner. (v) Age of L2 acquisition
hypothesis: if there is only a small gap between the acquisition of L1 and L2, the
lateralization pattern will be similar for both languages, i.e., early bilinguals show
a similar, while late bilinguals — a different pattern for their two languages (Vaid
& Genesee, 1980).

De Groot (2011) assumes that the left hemisphere plays a more prominent role
in linguistic behavior, so language is lateralized in the left hemisphere in most
people. However, there are other presumptions, according to which manner and
age of acquisition play an important role in hemisphere lateralization. Suppose
the second language is acquired in childhood. In that case, it is more semantics-
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based, and the left hemisphere is more involved, while the more acoustics-based
second language learning in adulthood results in the right hemisphere being more
involved in production and perception (Marrero et al., 2002). Informal second
language acquisition involves the subcortical structures, such as the basal ganglia
and the cerebellum, and the two languages have shared storage, while second
language learning through an instructional way is located in the cerebral cortex;
hence L1 and L2 are stored separately (Fabbro & Paradis, 1995; Fabbro, 2000).

In conclusion, the later the second language acquisition starts, the greater the
difference between the two hemispheres' lateral organizations. Mechelli et al.
(2004) reveal that bilingual adults have greater gray matter density, especially in
the inferior frontal cortex of the brain’s left hemisphere, which is the center of
language and communication. This type of increased density is observable in
bilinguals who started learning their second language before the age of five. Hull
and Vaid (2007) support this idea in their meta-analysis of 66 healthy subjects.
They discovered that the age of acquisition determines functional lateralization.

Both structural and functional imaging studies (McLaughlin et al., 2004; 2010)
show that the brains of adult L2 learners change before their behavior actually
realizes the learning processes, and they confirm that these changes are dynamic
over time. Furthermore, recent neuroscience evidence (Bice & Kroll, 2015;
Chang, 2012, 2013) indicates that L2 begins to change L1, even in the beginner
stage of L2 learning. Ameel et al. (2005) find that L.1 does not look strictly the
same for bilinguals as for monolingual speakers of the very same language. Co-
activation of both languages occurs at all levels of language processing, such as
lexicon (Malt et al., 2015), grammar (Dussias & Scaltz, 2008), and phonology
(Goldrick et al., 2014).

1.3 Visual word recognition models

The main focus of bilingual visual word recognition is the neurocognition of
multiple languages. The main questions are the following: (1) how bilinguals
select between their languages; (i1) how the conceptual meanings are associated
with individual words; and (ii1) whether each language has a separate conceptual
storage space or not.

1.3.1 The Bilingual Interactive Activation+ (BIA+) model

Several models demonstrate bilingual word recognition, such as the Bilingual
Interactive Activation (BIA) model and the Semantic, Orthographic, and
Phonological Interactive Activation (SOPHIA) model. Still, according to our
research, the Bilingual Interactive Activation+ (BIA+) model is the most relevant.
In this model, the input is checked by the sublexical orthography and sublexical
phonology, which continuously interact with each other. Then the information is
forwarded to the subsystem of lexical orthography and lexical phonology, which
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are also connected. The language nodes and semantics check the input, and the
language gets selected. It is an interactive model since all levels are
interconnected, and there is transparency between the subsystems. The
information can be sent back to the previous subsystem to confirm. When the
target language is chosen, the semantics of the word is checked. The task/decision
subsystem receives the information from the word identification subsystem,
where the correct language is identified and activated (Dijkstra & Van Heuven,
2002).

1.4 Single-word processing

An efficient method for uncovering the neural background of word recognition is
electroencephalography (EEG) and the extraction of Event-Related Potential
(ERP) components. EEG is a non-invasive technique which measures brain
electrical activity with high temporal precision and a limited but useful spatial
localization. By averaging together the EEG data in a stimulus-onset-centered
timeframe, we can assess the changes in electrical activity related to the
processing of a stimulus (the ERP waveform). After the onset of a visual stimulus,
the visual system gets activated, indicated by a series of positive and negative
deflections in the ERP waveforms in the occipital electrode sites. The first such
wave is the P100 component (positive deflection at 100 ms), related to lower-level
visual processing (primitive shapes, possibly letters). The following crucial
component is the N170 (negative deflection peaking around 170 ms) that reflects
higher-level processing to the visual processing of words. The N400 (negative
deflection peaking at 400 ms) is a more centrally located ERP component that
reflects the semantic processing of words and other meaningful stimuli. This
moment is when lexico-semantic processing identification occurs, with less
expected words producing higher amplitude N400 (Carreiras et al., 2013).

In language decision tasks, pseudo-words evoke larger amplitude N400s than
words (Braun et al., 2006). According to Braun et al. (2006), the amount of neural
activity depends on two critical factors: (i) the difficulty of the visual word
processing itself; (ii) neural activity is affected by the global amount of
information.

1.5 The recognition of interlexical homographs
Orthographically identical but phonologically and semantically different words in
the two languages are interlexical homographs (e.g., comb, eleven, etc. in English
and Hungarian). A particular subcategory of interlexical homographs are cognates
(e.g., film, cafe, farm, park, opera, taxi, etc.), which have identical spelling and
share meanings across languages (De Groot, 2011).

Psycholinguistic studies of bilingual language processing agree that
representations from different languages (having alphabetic orthographical
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system) are simultaneously activated, and bilinguals cannot completely deactivate
either of their languages, and the information in the other language is also being
assessed (Kroll et al., 2015; Van Heuven & Dijkstra, 2010). Previous findings
have confirmed that cross-language interaction exists in the case of bilinguals
while reading, listening, and speaking, regardless of their proficiency levels (Kroll
& De Groot, 2005). ERP studies have also proved that there is a parallel activation
of lexical information of the two languages (Elston-Guttler et al., 2005),
especially in the case of interlexical homographs, since they have unique cross-
linguistic features (Studnitz & Green, 2002).

The general purpose of presenting homographs is to discover if lexical
activation is embedded in the language (language-selective) or not (language-
nonselective). To be more specific, the question is whether both meanings are
activated or only the contextually appropriate language when an interlexical
homograph is presented to a bilingual.

Beauvillain and Grainger (1987) were the first to test how bilinguals process
interlexical homographs in isolation. They used a cross-language primed lexical
decision test, in which a set of stimulus pairs was presented to English-French
bilinguals. The stimulus pairs contained a French prime word, and an English
target word (or non-word), and the words were presented successively. The
participants were asked to read each prime and then make a lexical decision on
the following target. Most primes were French words, but some were English-
French interlexical homographs. The researchers found that in the beginning, both
meanings of the interlexical homograph primes were activated, and after a little
while, the inappropriate meaning was deactivated. Both lexicons were activated
since bilinguals participated in the task in a bilingual processing mode. Green and
Abutalebi (2013) introduced the Adaptive Control Hypothesis, which says that
the degree of activation is dynamically adaptive. The hypothesis relies on the fact
that the state of bilingual mode alters according to the context. This was also
confirmed by Grosjean (1998, 2001), whose Language Mode model indicates that
bilinguals experience different states of activation of their languages and language
processing mechanisms at a given time. De Groot (2011) presents the Language
Mode theory as an explanation for the language-nonselective processing of
interlexical homographs.

Researchers also tried to find proof for co-activation in the non-target lexicon
without suspecting the dual-meaning activation theory. In the study of Kerkhofs
et al. (2006), responses to interlexical homographs and unilingual control words
(words existing only in the target language) were compared with each other.
Features that might influence word processing were monitored, and they found
that word frequency is a salient contributing factor.

The lexical decision task is one of the most frequently used methods of testing
bilingual visual word recognition. It reveals differences in reaction time and the
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number of errors between interlexical homographs and control words (Navracsics
& Sary, 2013). In the Hungarian-English bilingual visual word recognition study
of Navracsics and Sary (2013), the homograph effect was observable: the reaction
time of the recognition of homographs was significantly longer than that of non-
homographs. The researchers also found that the reaction time increased when
participants recognized them as Hungarian words (0.94-1.04s). In contrast,
recognizing homographs as English words took shorter (0.86s), though the
difference was insignificant. They concluded that the increased reaction time in
recognition of homographs is because more semantic areas are involved. They
also discovered that decision-making in the case of homographs highly depended
on word frequency, similar to the findings by Dijkstra et al. (2000) and De Groot
(2011). The reaction time in recognition of homographs is longer if their meaning
1s more frequent in the non-target language. The rejection of the non-target
meaning and the access to the appropriate language increase recognition time.

1.6 The present study

The present study seeks to investigate the temporal characteristics of written word
recognition. The research questions concern the behavioral and
electrophysiological correlates of recognizing English words, Hungarian words,
and interlexical homographs.

For this study, the following research questions were formulated: (1) do highly
proficient L2 users have the same latencies of language recognition in both their
languages; (i1) do the neural responses differ during the recognition of L1 and L2
words; (ii1) does the language recognition of homographs differ from non-
homographs; (iv) what are the influencing factors of language recognition.

Our hypotheses are as follows: (i) highly proficient L2 users have the same
latencies of word recognition in both their languages; (ii) the recognition of the
two languages has the same activation patterns; (iii) the recognition of
homographs is longer than non-homographs; (iv) word frequency and language-
specific characters have a decisive role in visual word recognition.

2. Methods

2.1 Participants

Twenty-three Hungarian—English bilingual volunteers (10 males, mean age: 24.57
yrs, 19 right-handed) were tested in an EEG laboratory. All of them were native
speakers of Hungarian with C1 level English proficiency, and they all use English
at work and in their everyday lives. They spend at least half an hour a day reading
English books and articles. The majority actively uses English for several hours a
day on average. None of the participants lived in an English-speaking country for
over three months. They come from Hungarian monolingual families and use
Hungarian at home. All of them are late bilinguals; they started acquiring English
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in an instructed manner at primary or secondary school (the mean age of
acquisition is 9.97 years). They all had normal or corrected-to-normal (glasses or
contact lenses) vision; no hearing impairment, language disability, learning
disability, or any history of neurological illness was reported.

2.2 Procedure
The study had the approval of the Local Ethics Committee. Before the test, a
consent form and instructions were handed to each participant, who had to read
and sign it. Participants were informed that the experiment takes approximately
one hour, it is non-invasive, i.e., it does not cause physical pain or inconvenience,
and they can interrupt the experiment at any time without any consequences.

Before the EEG experiment, participants completed a non-standardized
language background questionnaire about their Hungarian and English language
use. They also completed a standardized questionnaire (Language Experience and
Proficiency Questionnaire — LEAP-Q), in which they had to list all the languages
they know in order of dominance, list all the languages they know in order of
acquisition, list the percentage of time they currently and on average are exposed
to each language, whether they have lived abroad for a more extended period, etc.
(Marian et al., 2007).

Participants were asked to minimize any movement during the test to diminish
the data's noisiness.

2.3 Test materials

The language decision test included 180 monosyllabic words: 60 Hungarian (e.g.,
bal, cim, lyuk), 60 English (e.g., age, cat, hair), and 60 interlexical homographs
(e.g., comb, hold, mind) and cognates (e.g., blog, film, lift). We used the
Hungarian National Corpus (HNC) for Hungarian and the Corpus of
Contemporary American English (COCA) for English to control for word
frequency. We calculated the Zipf-frequencies of all items as the ten-base
logarithm of the frequency per billion words. The Zipf-frequency of Hungarian
words was 4.29 (£0.76 SD) and that of English — 4.77 (£0.42 SD) in their
respective corpora. The Zipf-frequency of homographs was 4.25 (+0.88 SD) in
the Hungarian corpus and 4.6 (+0.80 SD) in the English corpus, and the
Hungarian-English frequency difference was -0.35 (£1.00 SD). Since all
participants were Hungarian, they were familiar with all Hungarian words.
According to the Oxford Dictionary (www.oxforddictionaries.com), all English
words in the list belong to A1-Bl levels. Participants were asked to decide
whether the word on the screen was Hungarian or English and click on the
computer mouse's left (English word) or right (Hungarian word) button. Words
appeared on the screen in a mixed, pseudorandom order to keep participants’ both
languages active.
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2.4 Stimulus presentation and EEG recording

A previously designed custom-made program written in MATLAB (MatLab Inc.)
with the Psychtoolbox extension (Kleiner et al., 2007) running on a PC was used
for the experiments (Navracsics and Séary, 2013). Stimuli were presented on a
white background, using black characters in the middle of the screen. The viewing
distance was set to be the appropriate average viewing distance of a computer
screen (~ 50 cm). Trials started with the onset of a fixation spot in the middle of
the screen, which was followed by a stimulus chosen from the pool. The inter-
trial interval was 1 s; the stimulus stayed on the screen for 2 s (exposure time).
During this time, participants were requested to click the right or left button
according to the task instructions. Failure to respond in the time window resulted
in the continuation of the task to the next trial. The task was machine paced to
ensure the participants' constant level of attention. The program recorded the
response side (language) and response latency times. Neural activity was recorded
with a 128-channel EEG system (Biosemi).

2.5 Data analysis

Incorrect responses were excluded from the analyses (note: for the homographs,
all responses were regarded as correct since they can be understood in both
languages). Response times and response languages were averaged separately per
condition (Hungarian, English, and homograph) for each participant. Language
bias of homographs was tested by comparing the rate of Hungarian responses to
50% with Student’s T-test. The mean response times were compared among
conditions with repeated measures ANOVA, and post hoc testing was performed
with multiple comparisons.

The ratio of Hungarian responses for the homographs was calculated across
participants. This item-wise mean language response was tested for linear
correlation (Pearson) with the items’ difference between English and Hungarian
Zipf-frequencies.

The response times of homograph trials were further divided into two groups
based on the language decision and averaged per participant. The means were
compared with a paired Student’s T-test. The linear relationship between response
time bias (response time difference between Hungarian and English responses to
homographs) and decision bias (the ratio of Hungarian responses to homographs)
was assessed by calculating the Pearsons correlation coefficient.

The EEG data were preprocessed by re-referencing to the average of all
channels, removing line noise with a band-stop filter around S0Hz and band-pass
filtering with a 0.5-30 Hz FIR filter. Eye movement artifacts were removed
manually, observing and excluding noisy ICA components. Stimulus-locked
epochs were extracted from -1 s to 2 s around stimulus onset time. Epochs were
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baselined to the mean amplitude in the -200-0 ms pre-stimulus window and finally
averaged in each channel to obtain ERP waveforms.

Data from each participant was processed individually, and group-level
analysis took place with the FieldTrip toolbox in MATLAB. The data were
compared between the critical conditions (Hungarian vs. English words;
homographs with Hungarian vs. English responses). We used a dependent
samples T-test with permutation-based cluster correction (1000 Monte-Carlo
permutations) across all channels in the 100-600 ms time window to identify
significant differences in the grand averaged ERP waveforms. This correction
method analyzes data points in the context of their neighbors in the time and
location dimensions. Clusters of significant t-statistic (p < 0.05) were considered
genuinely significant if the cluster size exceeded 97.5% of the randomly permuted
cluster sizes.

To compare the N400 component amplitudes, we averaged voltage levels in the
time window between 380 and 420 ms post-stimulus onset at the D14 electrode
(roughly corresponding to C1 in a 10-10 system). These amplitude values were
then averaged by condition (Hungarian, English, and homograph) for each
participant. Condition effects were evaluated by repeated measures ANOVA and
multiple comparisons, similar to the response time analyses above.

3. Results
The experimental data of one participant was lost, and the following results thus
include data from the remaining 22 participants.

3.1 Behavioral measures

The mean response language per participant indicated high accuracy for both
Hungarian (96% correct) and English (98% correct) conditions, whereas the
homographs indicated a bias towards English responses (29% Hungarian
response; t(21) = -7.21, p < 0.001) despite the balanced homograph frequencies
between the two languages (Fig. 1.).
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Figure 1. Distribution of Hungarian response ratios averaged by participant. The boxes display the
median, lower, and upper quartiles, and the whiskers extend to the non-outlier minima and maxima.
Outliers are defined as data points at least 1.5 inter-quartile range from the top or bottom of the boxes.
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We assessed the relationship between each homograph word's mean response
language and the relative frequency with a Pearson’s test. The coefficient showed
a strong correlation between the ratio of Hungarian responses and the Hungarian-
English Zipf-frequency difference (Fig. 2.; 1(59) = 0.57, p < 0.001).

Figure 2. Linear correlation between relative frequency and the ratio of Hungarian responses for each
homograph item averaged across participants. The fitted line has an intercept of 0.32 and a slope of
0.12. Note that the frequency difference is logarithmic; thus, a value of -1 means that the item is 10
times more frequent in English than in Hungarian, and a value of 2 means that the item is 100 times

more frequent in Hungarian than in English.

Correlation of mean response and bilingual frequency of homographs
i

r= 057
p < 0.001

0.8

Ratio of Hungarian responses

-3 -2 -1 ] 1 2 3
Hungarian-English Zipffrequency difference

46



PETRA IHASZ — ANDRAS BENYHE — GYULA SARY —
ZOLTAN JUHASZ — JUDIT NAVRACSICS

The mean correct response times were 768 ms, 772 ms, and 922 ms for the
Hungarian, English, and homograph conditions, respectively (Fig. 3.). The
ANOVA yielded a significant effect of language condition (F(2,21) = 52.59, p <
0.001). The multiple comparisons confirmed that there was no difference in the
mean response times of Hungarian and English words (p = 0.94, CI = [-34.39,
26.13]), whereas the homographs produced around 150 ms longer responses than
the unambiguous words (Hungarian-homograph: p < 0.001, CI = [-211.30, -
98.47]; English-homograph: p < 0.001, CI = [-190.09, -111.42)).

Figure 3. Distribution of correct response times averaged by participants. The boxes display the
median, lower, and upper quartiles, and the whiskers extend to the non-outlier minima and maxima.
Outliers are defined as data points at least 1.5 inter-quartile range from the top or bottom of the boxes.
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The comparison of homograph response times based on language decision
revealed a difference between Hungarian and English responses (Fig. 4.).
Hungarian responses took, on average, 995 ms. In contrast, for English, they took
916 ms, a difference that proved to be significant upon analysis (t(20) = 3.85, p <
0.001). One participant was excluded from these calculations due to having an
extremely low number of Hungarian responses (2 out of 60). The Pearson test
revealed a robust linear correlation between the language bias and response time
bias of the participants (Fig. 5.; r(20) = -0.84, p < 0.001). This result shows that
the less a participant responds to homographs as Hungarian, the slower the
Hungarian responses get.
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Figure 4. Distribution of homograph response times averaged by participant, based on decision
language. The boxes display the median, lower, and upper quartiles, and the whiskers extend to the
non-outlier minima and maxima. Outliers are defined as data points at least 1.5 inter-quartile range
from the top or bottom of the boxes.
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Figure 5. Linear correlation of language bias and response time difference of homographs. The fitted
line has its intercept at 263 ms, and the slope is -614 ms.
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3.2 ERPs of non-homographs

The ERP waveforms elicited by Hungarian and English words did not seem to
differ in the early stages of visual word recognition. The occipital P100 and N170
components are clearly identifiable in the occipital regions (Fig. 6. bottom left),
and the cluster-based statistics indicate no differences in this time window
between the two conditions. However, the central electrode sites show a
difference in the N400 component (Fig. 6. bottom right), with the Hungarian
words producing larger (more negative) amplitude. This difference belongs to a
significant cluster, spanning from 300 ms to 500 ms (Fig. 6. top).

Figure 6. (Top) Topoplots representing the ERP difference between Hungarian and English at denoted
times. Channels with significant contrast are denoted by asterisks (p < 0.01). (Bottom) ERP
waveforms at the left occipital A10 (left panel) and the central D14 (right panel) channels. The
shading represents times of significant difference (p < 0.05).
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3.3 ERPs of homographs

The above-seen N400 difference could not be reproduced with homographs
recognized as Hungarian or English, although a weak centro-parietal cluster
emerged around 500 ms after stimulus onset (Fig. 7. top). The occipital and central
ERP waveforms were not found to differ at any time points (Fig. 7. bottom).
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Figure 7. (Top) Topoplots representing the ERP difference between Hungarian-regarded and English-
regarded homographs at denoted times. Channels with marginally significant contrast are denoted by
crosses (p < 0.05). (Bottom) ERP waveforms at the left occipital A10 (left panel) and the central D14

(right panel) channels.
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3.4 N400 components

The comparison of the mean N400 components revealed a significant effect of
language condition (Fig. 8.; F(2,21) = 7.79, p = 0.001). The mean component
amplitudes were -2.34 uV for Hungarian words, -1.49 uV for English words, and
-1.78 uV for homographs. The only significant contrast upon multiple
comparisons was seen between Hungarian and English non-homographs (p <
0.001, CI = [-1.33, -0.39]).
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Figure 8. Distribution of mean N400 component amplitudes averaged by participants. The boxes
display the median, lower, and upper quartiles, and the whiskers extend to the non-outlier minima and
maxima. Outliers are defined as data points at least 1.5 inter-quartile range from the top or bottom of
the boxes.
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4. Discussion

The present study investigated a language decision task's behavioral and
electrophysiological correlates with Hungarian, English, and interlexical
homograph words.

Word recognition patterns of orthographically related languages (e.g., English
and Dutch) are presumably the same on lower levels (orthographic and
phonological). Still, at higher cognitive levels, recognition is strongly language-
specific in semantics. In orthographically unrelated languages (e.g., Hungarian
and Chinese), language-specific characters help the recognition process with the
language decision. The two languages investigated in this paper have the Latin
alphabet. The majority of letters are identical, but there are some language-
specific letters with diacritics in Hungarian, making it easy to recognize
Hungarian words at the orthographic level.

While Hungarian has a shallow writing system based on a consistent mapping
of graphemes to phonemes, English has a deep writing system that lacks the
grapheme-phoneme correspondence rule. Hungarian and English are not
connected typologically. In the case of bilinguals who speak two typologically
dissimilar languages, the language-specific letter string activates the appropriate
language instantly since the other language lacks that combination of letters
(Singleton, 1999). The identification of the two languages had similar activation
patterns in this investigation of highly skilled bilinguals. Our findings are
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consistent with those of other researchers who have investigated typologically
related languages such as Spanish-English (Macizo et al., 2010; Schwartz et al.,
2007) or Dutch-English (Lemhofer & Dijkstra, 2004; Van Assche et al., 2009).

Results also show that word recognition activates different parts of the brain
from stimulus onset to word identification, confirming hypotheses about the
neurolinguistic and temporal characteristics of bilingual visual word recognition
(Navracsics & Sary, 2013; Carreiras et al., 2013; De Groot, 2011). There is no
significant difference between Hungarian and English word recognition on the
orthographic-phonological level. It means that participants did not have to put in
any extra effort to identify the words, implying that word familiarity is important
in visual word recognition, as claimed by Assadollahi and Pulvermuller (2003),
Dambacher et al. (2006), and Yum and Law (2021).

We found that the responses to unambiguous words were equally fast and
accurate for Hungarian (L1) and English (L2) items. However, the responses
slowed drastically (~150 ms) for homograph words and showed a bias towards
English responses, even though, on average, the homograph items were equally
frequent in both languages. Although the variation in the response language can
be partly explained by the relative frequency between the two languages, the
skewed nature of the homograph responses is clear, showing a bias towards
English.

The reaction times for homograph items were found to be slower for Hungarian
responses, in line with the findings of Navracsics and Sary (2013). This result
seems to agree with the previously mentioned response bias, an advantage of
English over Hungarian. The two effects line up nicely, with a robust correlation
between the language decision preferences and the time cost of Hungarian
responses. We propose that this bias is indicative of the underlying strategy that
participants developed during the experiment. The task was likely reformulated
in many (at least those with a more substantial bias) to decide if a word could be
English.

The ERP results might further support this strategy theory, showing a more
pronounced N400 component for Hungarian words than for English. The N400 is
widely understood as a surprise signal, having higher amplitudes for unexpected
stimuli. We propose that the more negative N400O could be a sign of a mismatch
between the expected and actual language of an item. Since the homographs could
easily be seen as English, they met the expectation criteria, hence the in-between
N400 component.

Alternatively, the elevated N400 could also signify richer semantic
representations and neighborhoods for Hungarian words. We argue, however, that
this is less likely since the homographs had an equally high frequency in the
Hungarian corpus as the non-homograph Hungarian words; if the recognition is
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invariant to language expectation, then these words should also show an N400 at
least as prominent as the Hungarian ones.

The lack of any early differences between the ERP waveform shows that the
first stages of word recognition do not differ for Hungarian, English, or
homograph words, or at least not in this experiment. This might be because both
Latin-based scripts require similar processing steps (perhaps N200 differences
would arise when comparing alphabetic scripts to syllabaries or left-to-right
writing systems to right-to-left ones). The most apparent visual difference
between Hungarian and English scripts is the absence of diacritics in the latter.
This, apparently, is not enough to elicit a large-scale neural difference detectable
with ERP.

Based on the visual word recognition models, the conclusion can be drawn that
both lexicons of a bilingual individual are active (Dijkstra et al., 1999). The
processing of interlexical homographs confirms that phonological and semantic
representations are needed to identify a visual word besides orthographic
awareness. In the case of written word recognition, phonological activation
occurs, as was previously stated in the semantic, orthographic, and phonological
interactive activation model.

For the co-activation of both lexicons, Lemhdfer and Dijkstra (2004) gave the
BIA+ model as an explanation. According to BIA+ (Dijkstra & Van Heuven,
2002), the visual presentation of a word leads to parallel activation of orthographic
input representations in L1 and L2. These representations activate semantic and
phonological representations, resulting in complex code interaction. When the
appropriate language gets selected, the input word is recognized. Moreover, BIA+
says that interlexical homographs have separate representations for each
language. BIA+ furthermore emphasizes that the activation of various lexical
representations is continuously audited by the task/decision system, which
supports task execution and decision-making (Green, 1998).

The reaction time of the recognition of homographs is slower for bilinguals
since they are exposed to two meanings of homographs. Hsieh et al. (2017) also
give the BIA and BIA+ models (Dijkstra & Van Heuven, 1998, 2002; Thomas &
Van Heuven, 2005) as an explanation since all nodes between languages are
interconnected at the word level, and they mutually inhibit each other. Slower
reaction times for interlexical homographs suggest that bilinguals face a
competition of representations from their L1 and L2 during the processing of
homographs (Hsieh et al., 2017). The data support language non-selectivity,
meaning there is an automatic co-activation of information in both linguistic
subsystems.

The response time of homographs is also longer because processing printed
words continues until the orthographic word unit is recognized and the
orthographic representation meets the linguistic properties (phonology,
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morphology, semantics). According to Carreiras (2013), the boundary line
between orthographic and linguistics processing is fuzzy at this point. Nazir et al.
(2004) furthermore explain that high-level considerations form the distributional
characteristic features of letters in the given language, and the word recognition
system learns these properties that make reading successful. Words with high-
frequency results in perceptual learning that helps fast and effective word
recognition, so word frequency also influences word recognition (Frost, 2012;
Kronbichler, 2004). Neurolinguistic evidence (Simos et al., 2002; Solomyak &
Marantz, 2010; Szwed et al. (2012) suggests that although high-level linguistic
information already exists at approximately 100 ms from stimulus onset, the
visual system responds only to the frequency of letter strings, and lexical and
phonological features are taken into consideration much later. It also explains why
the recognition of cognates and interlexical homographs takes a longer time.

5. Conclusion

The present study provides evidence for co-activation and competition between
languages in bilingual word processing. In recognition of homographs, answers
indicate a bias towards English responses. The coefficient revealed a high
relationship between the ratio of Hungarian replies and the Zipf-frequency
difference between Hungarian and English. Multiple comparisons confirmed no
difference in the mean response times of Hungarian and English words, whereas
homographs produced longer response times. There was no significant difference
between the two categories in the early stages of recognition, corresponding with
the orthographic-phonological level. This result indicates the relative ease with
which the participants can process letter strings from both L1 and L2. However,
the brain representations of the two languages diverged later. The ERP waveforms
did not demonstrate any significant variations between items regarded as English
or Hungarian in the case of the Hungarian-English homographs. Although
Hungarian and English have different writing systems and are typologically
unrelated languages, the processing patterns are very similar. Although
recognizing interlexical homographs does not trigger different processing
patterns, various cognitive efforts can be observed according to the decision-
making.

Altogether, we could replicate the homograph effect and found that the
differences can be at least partly explained by the decision-making strategies of
the participants. To test our theories, we propose future experiments to control the
strategy by rephrasing the participants' task to concentrate on one or the other
language and see if the response bias changes direction.
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A Systematic Analysis of Undergraduate EFL Courses in
Phonetics and Phonology Offered by Leading Research-Intensive
Universities in Norway

The article introduces and discusses a systematic analysis of undergraduate courses in phonetics and
phonology in English as a Foreign Language (EFL) offered by the leading research-intensive
universities in Norway, namely The University of Oslo (UiO) and The University of Bergen (UiB). The
systematic analysis's specific research aim consists of identifying, classifying, and systematising the role
of phonetics and phonology in undergraduate EFL curriculum designs and uncovering the similarities
and differences between UiO and UiB. A corpus of course descriptions of undergraduate EFL. modules
in phonetics and phonology was collected and analysed. The results revealed that the undergraduate
EFL courses in phonetics and phonology at UiO and UiB prioritised aspects of applied phonetics. In
addition, they manifested connections to other undergraduate EFL courses, particularly courses in global
Englishes, the structure of English, and Old English. The findings and their implications are discussed
in the article.

Keywords: Curriculum design, English as a Foreign Language (EFL), phonetics, phonology, EFL
undergraduate programmes

1. Introduction

This article sheds light on how courses in phonetics and phonology in English as
a Foreign Language (EFL) are represented in undergraduate curriculum design.
Following Richards (2017), curriculum design is operationalised here as the
course/module content and skills that EFL students acquire in an undergraduate
programme. It involves a set of teaching and learning aims and activities,
including their outcomes and evaluation. The study applies the aforementioned
view of curriculum design to identify, systematise, and compare curricula designs
of the courses in phonetics and phonology offered on the bachelor’s level by the
leading research-intensive universities in Norway, specifically The University of
Oslo (UiO) and The University of Bergen (UiB).

Recent literature in applied linguistics and EFL studies indicates that phonetics
and phonology constitute an important feature of EFL teaching and learning (Al-
Ahdal, 2020; Bai & Yuan, 2019; Darcy, 2018; Derwing, 2008; Krulatz et al., 2016;
Nguyen & Newton, 2020; Tergujeff, 2012). There is a consensus in the literature
concerning the critical role of phonetics and phonology in undergraduate EFL
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contexts, especially at the bachelor’s (BA) level (Al-Ahdal, 2020; Benzies, 2013;
Darcy et al., 2012; Gordon et al., 2013). It is argued that inadequate training in
phonetics and phonology is concomitant with multiple challenges to EFL learners,
especially on the beginner and intermediate level of EFL proficiency, thus
resulting in miscommunication and breakdowns in speech fluency (Kapranov,
2013), as well as difficulties in oral communication in EFL (Bai & Yuan, 2019;
Kapranov, 2021). Furthermore, teaching modules in phonetics and phonology are
deemed to be beneficial in BA programmes, where a sufficient level of oral
proficiency and adequate EFL pronunciation are required to take part in classroom
discussions, oral presentations, and projects (Chien, 2014; Sordelli et al., 2022).
In this regard, the pivotal issues of what and how to teach in terms of phonetics
and phonology to undergraduate EFL students involve such considerations as, for
instance, the status of these disciplines in the curriculum design, their
embeddedness, or alternatively, separation from other teaching modules or
courses, 1.e., the structure of English, global Englishes, sociolinguistics, etc.
(Darcy et al., 2021; Derwing, 2008; Kafes & Caner, 2020; Reynolds et al., 2021;
Smit & Dalton, 2000).

While the importance of phonetics and phonology is indisputable in EFL
studies (Krulatz et al., 2016; Nguyen & Newton, 2020), the role of phonetics and
phonology in undergraduate curriculum designs remains underemphasised
(Darcy, 2018; Derwing, 2008). Specifically, it is observed in the current studies
that there is a paucity of research focusing on the place and status of phonetics
and phonology in undergraduate EFL programmes (Darcy, 2018; Nguyen &
Newton, 2020). Therefore, our study aims to provide a systematic analysis of the
courses in phonetics and phonology in undergraduate EFL. programmes offered
by the leading research-intensive universities in Norway, namely UiO and UiB.
The study systematically analyses the aforementioned universities’ undergraduate
EFL curriculum designs on their respective websites. The study, in particular,
intends to answer the following research question (RQ):

RQ: What is the design of undergraduate EFL courses in phonetics and
phonology that UiO and UiB offer?

Guided by the RQ, the article is structured in the following manner. First, an
outline of the literature on phonetics and phonology in undergraduate EFL
curriculum designs is provided in section 2. In section 3, the present study is
introduced and discussed in conjunction with the RQ, the corpus of the study,
results, and their analysis. Finally, the article concludes with a summary of
findings and their linguo-didactic implications for the field of EFL studies.
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2. Phonetics and Phonology in EFL Curriculum Design: A Literature
Outline

There is a growing body of literature on the role of phonetics and phonology in
EFL curricula (Alghazo, 2015; Celce-Murcia et al., 1996; Derwing, 2008;
Gajewska, 2021; Henderson et al., 2012; Kapranov, 2022a; Kirkova-Naskova et
al., 2013). The literature attributes a crucial role to phonetics and phonology in
undergraduate EFL curricula and, specifically, foregrounds their applied aspects,
such as EFL pronunciation instruction (Kirkova-Naskova et al., 2013). The
literature seems to be replete with EFL professionals’ positive attitudes toward
the applicability of phonetic and phonological competencies and skills to the EFL
teaching and learning process (Celce-Murcia et al., 1996; Derwing, 2008;
Gajewska, 2021; Henderson et al., 2012; Kapranov, 2022a, 2022b). However,
research cautions against an impressionistic positive appraisal of phonetics and
phonology in EFL settings that de-emphasises their relation to the curriculum
design at hand (Keys, 2000; Parab, 2020). Critically, curriculum designs
associated with undergraduate EFL courses in phonetics and phonology reflect
many competing and intertwined variables (Derwing, 2008; Keys, 2000; Parab,
2020).

One of the variables involved in curriculum design associated with the courses
and modules in EFL phonetics and phonology is manifested by contextual factors,
for instance, Higher Education Institution (HEI) policies (Kirkova-Naskova et al.,
2013) that may range from the general considerations of the HEI’s ethos to such
particulars as scheduling and the availability of teaching facilities (Parab, 2020).
Additionally, contextual factors may involve the preferred theoretical paradigm
that has gained currency at the given HEI, e.g., the teaching faculty have the
expertise, training, and a longstanding tradition of teaching within the parameters
of generative phonology, which, in turn, sets the tone for using the teaching
materials and textbooks associated with the generative paradigm (Leather, 1983).
Furthermore, the HEI policies may indicate a broader context of EFL teaching
and learning, such as, for example, the HEI location in the country (e.g., Norway),
whose inhabitants are considered to be highly proficient EFL speakers (Krulatz et
al., 2016).

In addition to factoring in the HEI’s policies, other variables may influence
curriculum designs associated with undergraduate EFL courses in phonetics and
phonology. Specifically, the theoretical advances in EFL didactics in general and
applied aspects of EFL phonetics, in particular, could facilitate setting up the
curriculum design that is reflective of the extent to which phonetics and
phonology are integrated into other aspects of EFL instruction (Alghazo, 2015, p.
319). Given that phonetics and phonology cannot be dissociated from the rest of
the EFL teaching and learning processes (Darcy, 2018), curriculum designs
should factor in their interwovenness with other EFL courses and skills, especially
speaking and listening (Alghazo, 2015; Darcy, 2018). Hence, research indicates
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that some aspects of undergraduate EFL courses in phonetics and phonology
could be embedded in other teaching modules, which, for instance, focus on oral
communication or the structure of the English language (Darcy et al., 2021; Kafes
& Caner, 2020; Kapranov, 2022b; Keys, 2000; Reynolds et al., 2021; Smit &
Dalton, 2000).

Importantly, research points to the learner-specific variables in designing an
EFL course in phonetics and phonology. These variables may involve, for
instance, EFL learners’ needs (Kapranov, 2020a), their linguistic and educational
backgrounds (Parab, 2020), their personal learning goals, objectives, and
trajectories (Derwing, 2008) inclusive of the learners’ motivational factors
(Florez, 1998), as well as the learners’ social identity (Derwing, 2008), and their
out-of-classroom exposure to English pronunciation (Martin, 2020), to mention
just a few. These variables appear to be in unison with the following
considerations:

(a) the context in which a learner communicates, (b) the learner’s perceived
need or desire for pronunciation instruction, and (c) the speaker’s
intelligibility. (Derwing, 2008, p. 347)

Arguably, the list of potential variables involved in the design of undergraduate
EFL courses in phonetics and phonology is open-ended due to institutional and
personal factors. However, I agree with the general principles for designing an
EFL curriculum in phonology (Darcy et al., 2012; Keys, 2000; Parab, 2020) that,
presumably, could be applied to diverse HEI settings. Based upon the literature,
it stands to reason that curriculum design in undergraduate EFL courses in
phonetics and phonology should involve (i) the achievements of linguo-didactic
theories and recent research in applied linguistics, (i1) the interrelatedness of the
curriculum components within the curriculum as a whole, (iii) the connectedness
with the institutional teaching policies and practices, and (iv) the adaptiveness of
the curricular components to the instructors’ and learners’ needs (Darcy et al.,
2012; Keys, 2000; Parab, 2020).

In summarising the literature, it is possible to observe that research is
suggestive of the following two variables that, to a substantial extent, determine
the curriculum design: HEI-related (e.g., the HEI’s general guidelines and
policies) and EFL learner-related (for instance, motivation, age, socio-linguistic
background, etc.). It should be noted that while the aforementioned observations
are drawn from various EFL instructional settings, they could, presumably,
provide a framework for discussing undergraduate EFL courses in phonetics and
phonology in tertiary contexts in Norway. Further, the article presents a study that
systematically analyses how the leading research-intensive Norwegian HEIs
design their curricula associated with undergraduate EFL courses in phonetics and
phonology.
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3. The Present Study

3.1. Preliminaries

As indicated in the introduction, the present study seeks to shed light on the place
of undergraduate EFL courses in phonetics and phonology offered by the leading
research-intensive universities in Norway, UiO, and UiB, respectively. While the
focus of the study is on the Norwegian EFL tertiary contexts, it is relevant beyond
Norway, given that the system of tertiary education is similar across Northern
European countries (Palmisano et al., 2022), whose inhabitants exhibit a high
level of EFL proficiency (Kapranov, 2019; Rogerson-Revell, 2007).

The study applies the research premises of a systematic review based on the
PRISMA guidelines (Moher et al., 2015), which are transparent and consistent
(Rethlefsen et al., 2021). In order to ensure the clarity of corpus collection, a set
of specific inclusion criteria is adopted in the study. To specify, the corpus
consists of the descriptions of undergraduate EFL courses in phonetics and
phonology found on UiO and UiB's official websites. The websites are searched
in English and Norwegian for undergraduate EFL programmes in phonetics and
phonology that contain explicit course descriptions. It should be noted that only
publicly available course descriptions are considered, i.e., the documents from the
respective universities’ intranets that require password-protected access are
factored out. The focus of the search involves explicit mentions of EFL phonetics
and phonology in the body of each course description. Notably, the search factors
in only those online course descriptions available in 2023, whereas archived
course descriptions are factored out from the search. To reiterate, post-graduate
EFL programmes, including in-service post-diploma teacher training
programmes, are excluded from the search.

The online texts that met the inclusion criteria were downloaded from the
universities’ websites and analysed. The descriptive statistics of the corpus
(inclusive of the total number of words, means, and standard deviations) were
computed in SPSS (IMB, 2011) and summarised in Table 1.

Table 1. The Descriptive Statistics of the Corpus

# Descriptive Statistics UiO UiB

1 Total number of courses/course 4 3
descriptions

2 Total number of words 3353 3052

3 Mean words 838.3 1017.3

4 Standard deviation words 67.4 36.5

In the following subsection, I will outline the context of the present research
that involves undergraduate EFL studies at HEIs in Norway.
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3.2. The Study Context: A Brief Outline

The use of the English language in Norway is extensive, and Norwegians are
generally considered proficient EFL speakers (Brevik et al., 2016; Kapranov,
2020b; Rogerson-Revell, 2007). Research indicates that several reasons account
for the Norwegian EFL speakers’ relatively high mastery of English, namely (i)
the close typological distance between English and Norwegian (Hellekjar, 2009),
(11) extensive extramural exposure to English in everyday life through television,
the Internet, travel to English-speaking countries, and interactions with foreign
workers residing in Norway, in which English is used as a lingua franca
(Kapranov, 2021), and (iii) the instructed and obligatory EFL learning from Year
I of primary school to Year 10 of lower secondary school (Vattey, 2019).
Regarding the former, it should be observed that in Norway,

the English subject curriculum generally focuses on communication while
refraining from giving advice concerning methods and/or approaches.
Pronunciation is drawn attention to insofar as it makes communication
possible, while understanding different varieties is the most explicit aim
that deals with perception. There are no explicit directions concerning
target varieties. All these factors underline the communicative focus in the
Norwegian EFL curriculum (Rydland, 2016, p. 37)

There are no entrance tests or exams for prospective EFL students at Norwegian
HEIs. The absence of entrance tests in EFL is based upon the premise that EFL
instruction in secondary schools provides Norwegian school-leavers with
adequate foundations and EFL skills to allow them to proceed to tertiary EFL
studies (Hellekjer, 2009, p.199).

On the tertiary level, Norwegian undergraduate EFL students are offered
several choices regarding the undergraduate programmes: (i) a stand-alone Year
Course in English. The stand-alone EFL course typically combines aspects of
grammar, phonetics, literature, and culture that are studied for two semesters or
one year (hence, the name of the course). The Year Course in English is open to
future teachers of English as well as to those undergraduates who do not pursue a
teaching career; (i1) EFL as a module embedded in teacher education programmes,
which are tailored to the needs of future EFL teachers. The EFL module is offered
in three tracks that are not taken as a sequence, i.e., a future EFL teacher is free to
choose one of the following, namely (a) EFL for primary school teachers in Years
1 —7, (b) EFL for middle and lower secondary school teachers in Years 5 — 10,
and (c) EFL for lower and upper secondary school in Years 8 — 13; and (iii) stand-
alone undergraduate EFL courses on the bachelor’s level (usually, one semester

in duration) that are focused on one aspect of English language and literature
(Krulatz et al., 2016).
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3.3. Results and Discussion

Following the inclusion criteria, the systematic analysis of the undergraduate EFL
programmes offered by UiO and UiB yielded four BA courses associated with
phonetics and phonology at UiO and three at UiB. Two out of four courses at UiO
are directly related to the disciplines of phonetics and phonology, specifically
“English Phonetics and Intonation (EP&I)” and “Accents of English in the British
Isles (Accents),” whereas in the courses “World Englishes (WE)” and “Old
English: Language and History (OE)” phonetics and phonology seem to be
embedded into other aspects of the English language. Notably, the course “EP&I”
is a cornerstone module upon which the courses “Accents” and “WE” are based.

These, as well as other findings, are summarised in Table 2.

Table 2. Undergraduate EFL Courses in Phonetics and Phonology at UiO

# | Course EP&I Accents WE OE
1 | Prerequisites Good Course Courses Course
proficiency | “EP&I” “English Grammar” | “English Grammar”
in written “EP&I”
and oral
English
2 | Focus RP (BrE) Pronunciation AmE and BrE Morpho-syntax
GA (AmE) | varieties in variations in Reading
England Syntax Translation
Wales Morphology Voca- | Pronouncing OE
Scotland bulary Phonology texts
Ireland
3 | N hours 42 h 24 h 28 h 36 h
4 | Assessment 4-h digital Term paper Take home exam 4-h digital written
written exam
exam
5 | Language of English English English English
the exam
6 | ECTS 10 10 10 10
7 | Text-books Bird (2017) | Hughes et al. Melchers et al. Hasenfratz &
Bird (1997) | (2012) (2019) Jambeck (2011)
Wells (1982) Higham & Ryan
(2013)

It is evident from Table 2 that “EP&I” is oriented towards certain aspects of
applied phonetics and EFL pronunciation rather than phonology. This observation
is supported by the statement of learning outcomes that is given in (1):

(1) After completing this course you will possess knowledge and awareness
of English phonetics, know how to apply technical terms to describe and
analyse English pronunciation, so that you can read and produce
phonemic transcriptions and intonation transcriptions, be familiar with
basic English intonation patterns and how they carry meaning, have a

65



OLEKSANDR KAPRANOV

pronunciation which is less affected by Norwegian or other non-English
articulation and intonation, through insight combined with practice.
(www.uio.no/studier/emner/hf/ilos/ENG1103)

The statement of obligatory activities provides further evidence of the applied
phonetics orientation of the course. They involve the students’ ability to classify
the English vowels and consonants and write a phonemic dictation. Additionally,
the course “EP&I” is characterised by the applied phonetics dimension that seeks
to provide insight into the major varieties of English, which are represented by
British English (BrE) and American English (AmE). Interestingly, the students
are suggested to choose the variety they want to study in the course by themselves,

e.g.

(2) Teaching in Received Pronunciation (British English) and General
American (American English) is partly given separately in the groups. The
students should therefore choose a group according to their choice of
accent. (www.uio.no/studier/emner/hf/ilos/ENG1103)

In this regard, it should be mentioned that the students’ free choice of the
variety of English they want to communicate in and, in the case of the course
“EP&I,” they want to study at the tertiary level is a typical practice in Norwegian
EFL contexts (Kapranov, 2019). The practice of choosing one’s variety of English
for instructional and communicative purposes is deeply rooted in the primary and
secondary EFL settings in Norway, which do not mandate the obligatory variety
of English. Conceivably, the free choice of choosing American or British English
study tracks in the course “EP&I” reflects didactic principles that are referred to
in the literature as learner-specific variables (i.e., the learners’ needs, preferences,
and personal objectives) in designing an EFL course curriculum in phonetics and
phonology (Derwing, 2008; Florez, 1998; Kapranov, 2020a; Martin, 2020; Parab,
2020).

As previously mentioned, there seems to be a logical progression from the basic
course “EP&I” to the courses “Accents” and “WE.” However, the difference
between these courses consists of the study foci that involve pronunciation
varieties in the UK in “Accents” and the differences between American and
British English in “WE.” It should be noted that while “Accents” is anchored
within phonetics and phonology, “WE” includes phonology to a lesser degree and
prioritises the differences between the major varieties of English in terms of
syntax, morphology, and vocabulary.

The progression from the introductory course to other BA courses in phonetics
and phonology at UiO appears to be in line with the didactic literature that
emphasises the interrelatedness of the curriculum components within the
curriculum as a whole (Darcy et al., 2012; Keys, 2000; Parab, 2020). We can
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regard the course “EP&I” as a prologue to the courses “Accents of English in the
British Isles” and “WE” that connects them logically and didactically.

The UiO’s BA course “OE” is marginally related to phonetics and phonology
since its focus rests on the morpho-syntactic structure of Old English, which is
taught via such activities as reading, translating, and pronouncing a variety of
texts (see Table 1).

Three undergraduate EFL courses in phonetics and phonology are available at
UiB. They are systematised in Table 3 below.

Table 3. Undergraduate EFL Courses in Phonetics and Phonology at UiB

# | Course System and | Introduction to | Sounds and Structures
Variation English Studies

1 | Prerequisites None None None

2 | Focus Lexicon Grammar Phonetics | Phonetics
Semantics Language variation | Phonology
Phonology and change Grammar

3 | N hours 48 h 24 h 60 h

4 | Assessment A 5-h digital | 3 essays A 5-h digital exam
exam

5 | Language of | English English English

the exam
6 | ECTS 15 10 15
7 | Textbooks Not specified Not specified Hannisdal & Nilsen (2022)
Lobeck & Denham (2014)

Similarly to UiO, UiB offers an undergraduate foundation course in English
phonetics and phonology. The course titled “Sounds and Structures” focuses on
phonetics and phonology, as well as on grammar, as evident from the course
outcomes that are stated in the course description:

(3) Students are able to analyse, describe and explain basic topics in
grammar, phonetics and phonology, using appropriate terminology; use
language data to discuss and contextualize syntactic and morphological
structures and phenomena use linguistic material to discuss and explain
phonetic and phonological concepts and use appropriate symbols to
transcribe English pronunciation and intonation demonstrate and employ
key research abilities in solving set problems.
(https://www.uib.no/en/course/ENG110)

It is seen in (3) that the course interrelates phonetics and phonology with other
EFL disciplines (e.g., grammar), which appears to be in concord with the literature
(Darcy et al., 2021; Kafes & Caner, 2020; Kapranov, 2022; Keys, 2000; Reynolds
et al., 2021; Smit & Dalton, 2000) that posits that phonetics and phonology on the
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undergraduate EFL level could be taught synchronously with the related EFL
fields.

In the same vein, the undergraduate EFL course “Introduction to English
Studies” combines the focus on phonetics and phonology with grammar and
variation. The combination is manifested in the course description as follows:

(4) The student has a basic understanding of linguistics as discipline, and
some of the topics that pertain, like for instance English grammar,
phonetics, language variations- and change, attitudes to language and
history of language; has a basic knowledge of the tools and techniques used
in relation to linguistic data and sources; has a basic understanding of a
selection of fundamental concepts and/or methods in linguistics.
(https://www.uib.no/en/course/ENG100)

Analogously to the previous two courses, the embeddedness of phonetics and
phonology in a broader context of EFL-related disciplines is seen in the
undergraduate EFL course “System and Variation” curriculum design. As its
name suggests, the course pays attention to the variational properties of lexicon,
phonology, and semantics and addresses phonological and morphosyntactic
variation in English, as illustrated by excerpt (5):

(5) The language system module surveys one or more of the central
components of the English language such as the lexicon, semantics,
phonology, morphology or syntax. The English language variation module
surveys some of the kinds of phonological and/or morphosyntactic
variation that are found in different varieties of English.
(https://www.uib.no/en/course/ENG120)

Judging from the systematic analysis of the UiB’s curriculum design associated
with the undergraduate EFL courses in phonetics and phonology, it seems feasible
to summarise that they exhibit a marked tendency towards the inclusion of these
two disciplines into a broader linguistic context. In contrast to UiO, where at least
one course appears to be centred exclusively on phonetics and phonology, UiB’s
courses could be described as more integrated, given that they address phonetics
and phonology alongside syntax, morphology, and semantics. Also, it should be
observed that, unlike UiO, UiB does not offer undergraduate courses in phonetics
and phonology that are taught under the aegis of the course in Old English.
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Conclusions

The article discussed an analysis of curriculum designs of the undergraduate EFL
courses in phonetics and phonology offered by the leading research-intensive
universities in Norway, UiO, and UiB. The investigation established that the
courses manifested an applied phonetics dimension oriented towards the varieties
of English and Old English at UiO and the variation and change of English
designed with the co-presence of other EFL-related disciplines (e.g., grammar) at
UiB.

While the findings of the analysis were based upon the undergraduate EFL
curricula in tertiary EFL settings in Norway, the results could first be applicable
to a range of other EFL contexts in Northern Europe. The present analysis will
hopefully provide EFL professionals and curriculum designers with the following
linguo-didactic suggestions. First, judging from the findings, it would be desirable
to offer one foundation course in phonetics and phonology that would provide
insight into the phonetic inventory and phonological system of English. Second,
subsequent to the introductory course in phonetics and phonology, it would be
reasonable to offer two or three interrelated undergraduate EFL courses that
would consider phonetics and phonology within, or alongside other EFL-related
disciplines, for instance, morphology, syntax, and semantics.
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Multilingual awareness-raising as a pedagogical tool in the initial
stage of L3 teaching

The paper examines the effects of multilingual awareness-raising training on L3 writing performance.
A set of writing samples retrieved from October to January 2020/21 from two groups of Hungarian
students (N=29, respectively) with L2 English and L3 German was analysed. In the intervention group,
special attention was paid to raising multilingual awareness, sensitisation towards cross-linguistic
similarities and differences between English and German, while the control group received the most
widely used L3 teaching method based on Hungarian. It was found that the intervention group produced
longer, grammatically more accurate, meaningful texts employing a more diverse and complex
vocabulary. It is concluded that applying multilingual awareness-raising would represent a favourable
teaching approach in teaching German as L3 in Hungary.

Keywords: German as L.3, multilingual awareness-raising, dynamic systems approach, dynamic model
of multilingualism, writing assessment

Foreign language education in Hungary: language policy vs. reality

The language policy of the European Union enlists promoting language
knowledge, preservation, and protection of linguistic diversity among its main
priorities. Goals for citizens of the European Union encompass the knowledge of
at least two languages apart from their L1 (Eurobarometer, 2012: 2). In Hungary,
the official language is Hungarian and is used by 99% of the population, while
the most frequently taught foreign languages in the instructional setting are
English and German (Eurobarometer, 2012: 10, 21). Both foreign languages are
regarded as the most advantageous considering the Ilearners’ personal
development and their future perspectives, whereby foreign language knowledge
contributes to better employment chances (Eurobarometer, 2012: 100). The
Hungarian Ministry for Human Resources issued the White Paper on the National
Strategy for the Development of Foreign Language Teaching from Kindergarten
to University (EMMI, 2012), which is intended as a guideline to raise awareness
of the problems in foreign language education and provides directives to tackle
these problems. The document confirmed that Hungary was in last place among
the European Union's member states regarding foreign language knowledge.
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In alignment with the European language policy, the Hungarian Core
Curriculum emphasizes the development of cross-cultural and cross-linguistic
perspectives in institutional contexts by highlighting the key role of teachers in
the process of building upon their students’ existing language knowledge and
making language learners aware of the similarities between the taught foreign
languages, thus contributing to the successful learning of foreign languages
(5/2020 Kormdanyrendelet, 2020: 314). The most commonly taught foreign
languages in Hungary, English and German, are both languages of Germanic
origin, whereas Hungarian belongs to the Finno-Ugric language family.
Numerous studies report on the rate of mutual intelligibility between languages
within the same language family (Golubovi¢, 2016; Gooskens et al., 2015; 2018;
Swarte, 2016; Heuven et al., 2015). Although the rate of mutual intelligibility
between languages that do not belong to the same language family has not been
researched, the assumption is that the mutual intelligibility between German and
English, though relatively low (Heuven et al., 2015) is still higher than the mutual
intelligibility between German and Hungarian, since they are unrelated
considering their origin. Therefore, it can be assumed that referring to students’
knowledge of English as their second language (henceforth L2) would represent
a useful asset during the teaching process of German as a third language
(henceforth L3).

According to research conducted in 1998, 5.6% of foreign language teachers
in Hungary were qualified to teach two Western languages (Imre, 1998) and are,
therefore, proficient and trained enough to exploit the pedagogical benefits
stemming from the similarities of these Germanic languages in L3 teaching.
Although more students are graduating as teachers of two foreign languages in
different teacher education programmes, Gutiérrez (2017) highlights the lack of
differentiation between L2 and L3 teaching in current teacher education
programmes (Gutiérrez, 2017). Therefore, the teaching practice implied by the
Hungarian National Core Curriculum is overshadowed by the reality of the L3
classroom where, even though the students already possess prior knowledge of a
Germanic language, English or German as L3 are taught in reference to the
learners’ L1 Hungarian. In addition to the lack of differentiation between L2 and
L3 teaching in Hungary, the integrated didactic approach (Candelier et al., 2012)
that emphasizes the key role of establishing links between the 1.3 and the
language(s) the students already know (Gutiérrez, 2017: 35-38) has not been
widely applied in Hungary. According to the integrated didactic approach, L1
should serve as a stepping stone in L2 learning, and learning a second foreign
language should be based on the knowledge of both L.1 and L2. Although
pluralistic approaches that emphasize the inclusion of various languages and
cultures into the teaching process (Candelier et al., 2012: 6; Jessner, 2006; Jessner
et al., 2016) have been established and researched in the last thirty years, the
Hungarian L3 classroom is still the playground of traditional L2 pedagogy,
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including grammar-translation or various communicative approaches
highlighting the extensive use of the target language (Gutiérrez, 2017: 35-38). To
aid the development of multilingual learners as well as increase the level of the
students’ multilingual awareness, the multilingual teacher should not only obtain
general training in second language acquisition (henceforth SLA) but should have
specialized knowledge of L3 teaching and its methodology, complemented by
linguistic knowledge of other typologically related languages (preferably in
alignment with students’ foreign language knowledge), and their own language
learning experience (Gutiérrez, 2014: 82; Jessner, 2008b).

Although the beneficial effects of building on the students’ prior language
knowledge have been widely researched on an international level (Allgiuer-
Hackl, 2017; Allgduer-Hackl et al., 2021; Hofer, 2015; Hufeisen, 1998, 2011;
James, 1996; Jessner, 2006, 2008b; Kemp, 2007; Traxl 2015), there is still a
scarcity of publications investigating multilingual awareness-training as a method
in the Hungarian context. The current paper intends to fill this void by drawing
attention to multilingual awareness-raising through sensitisation towards
cognates as well as similar structures between L2 English and L3 German as an
effective L3 teaching method.

Theoretical framework

Several third language acquisition theories have been developed in the field of
multilingualism research, e.g., the Multilingual Processing Model (Meifner,
2002) or the Factor Model (Hufeisen, 2010, 2020), that highlight the qualitative
differences between L2 and L3 learning. The Multilingual Processing Model is
concerned with how absolute beginners decode an unknown language. The Factor
Model asserts that in the case of learning an L3, the linguistic factors are extended
from the L1 over the L2 — which functions as a bridge language — to the L3
(Hufeisen, 1991), and foreign language-specific factors come into play since the
learner possesses individual foreign language learning experiences and strategies
(Hufeisen & Gibson, 2003) gained through L2 learning.

The Dynamic Model of Multilingualism (henceforth DMM) (Herdina &
Jessner, 2002) gives detailed insight into the emergence of the specific skills and
competences that generate qualitative changes in the multilingual system. The
term M(ultilingualism) factor covers these competencies and skills. The M factor
emerges through the constant interaction of multiple languages in the multilingual
mind. It comprises metalinguistic awareness (henceforth MLA) (the ability to
focus on the linguistic form and to manipulate language systems) and cross-
linguistic awareness (henceforth XILA) (explicit awareness of the similarities and
differences between the involved language systems). These competences enable
the learner to exploit their prior language knowledge while learning an additional
language (Jessner, 2006, 2008a). ML A and XLA construct the core elements of
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multilingual awareness that is argued to act as a catalyst in multilingual learning
processes (Jessner, 2006; Jessner et al., 2016).

The models mentioned in this section highlight the complexity of L3/Ln
acquisition and learning that differs qualitatively from acquiring an L2. We argue
that these differences should purposely be addressed in the language classroom,
and the teaching material should aid the interaction between the languages, as
well as developing multilingual awareness as one of the cognitive factors of
language learning.

The role of cross-linguistic similarities in foreign language acquisition
As stated in the previous section, integrating various languages, especially those
the students are already familiar with, into foreign language teaching has been
widely disregarded in Hungary. The following section highlights the benefits of
exploiting cross-linguistic similarities, particularly the facilitating effects of
cognate words and structural similarities in language learning. The impact of
cross-linguistic similarities has been discussed in the literature for several
decades (Gibson & Hufeisen, 2003; Singleton & Aronin, 2007; Singleton &
Little, 1984). Cross-linguistic similarities (i.e., the existence of common lexical
and structural patterns between the languages) are most obviously observed based
on formally identical or similar items. Formal similarities include similarities in
the written or spoken form of the words (Ringbom, 2007a: 58). Ringbom (2007a:
75-76) argues that in a written context, formal similarities are recognised first,
and the realization of these similarities facilitate comprehension, especially in the
early stages of language learning. Similarities in the spoken form are more
difficult to recognise since not all speech elements are precisely identified in
listening, but they still have a facilitative effect on comprehension (Ringbom
2007a: 58).

Formal similarities may be functional or semantic, considering the item's use
or meaning. To demonstrate the overlap of formal, functional, and semantic
similarities, an example i1s provided through the German verb haben, which has
formal similarities with the English counterpart have, as both words begin with
the same letters. As a main verb, they carry the meaning fo possess something in
both languages; thus, formal similarities between the two words are accompanied
by semantic similarities as well. Since both words belong to the group of verbs,
they have the same function in a sentence. Both can be used as auxiliaries in
structures together with the Partizip Perfekt form of the main verb in a German
sentence, the third form of the verb, which is functionally identical to the Past
Participle form of the verb in English. Functional similarities also exist between
these two words, whether used as main or auxiliary verbs.

Cross-linguistic similarities are argued to be present even across boundaries of
different language families (Otwinowska, 2015: 59) and are characterized by the
degree of congruence (i.e., the similarity of the functions of grammatical
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categories) between the involved languages (Jarvis & Pavlenko, 2007; Ringbom
2007a: 8). Several studies concerned with the effect of cross-linguistic similarities
in foreign language learning (Gibson & Hufeisen, 2003; Singleton & Aronin,
2007; Singleton & Little, 1984) confirm that in the process of making sense of an
unfamiliar text, the learners rely on facilitating similarities between the
languages.

Research on the classroom implications of cognate strategy (Dressler et al.,
2011) and cognate instruction (Garcia et al., 2020; Otwinowska-Kasztelanic,
2009; White & Horst, 2020) report on the facilitating effects of exploiting lexical
similarities between the involved languages. Although the facilitating role of
cognate words in foreign language acquisition has been long recognised (Lado,
1957; Weinreich, 1953), the research on cognate awareness is a recent topic.
Students’ awareness of cognate vocabulary contributes enormously to exploiting
the facilitating effect of language similarities in language learning (Ringbom,
1987, 2007a; Singleton, 2006; Singleton & Aronin, 2007). Studies assert that a
language related to the target language would provide more accurate help than an
unrelated language. Supporting this common-sense view, Ringbom (2007a)
highlights that although the majority of research focuses on cross-linguistic
similarities in vocabulary when trying to make sense of unfamiliar texts, parallel
structures of grammar also play a prominent role for the learners (Ringbom,
2007a: 11). Ringbom (2007b) asserts that in the process of teaching a language
that 1s unrelated to the students’ L1, e.g., teaching English to Finnish students,
time needs to be devoted for specific guidance in terms of accuracy (i.e., the
knowledge of grammar) to understand the structure of the target language.

Considering the role of linguistic awareness in multilinguals, Jessner (2006)
claims that cognates play a crucial role in searching for cross-linguistic
equivalents in language production tasks. The awareness of target language forms
and rules, along with the similarities of the languages, represent a fundamental
element of multilingual awareness that enables the students to avoid linguistic
interference while exploiting positive transfer (Jessner, 2006: 84-113).

Based on existing research concerning the role of cross-linguistic similarities
in language teaching, it can be concluded that time and effort dedicated to
understanding target language vocabulary and structure can and — taking the
overall workload of Hungarian secondary school students into consideration —
should be reduced and optimised when the teacher builds upon existing
knowledge of previously learnt languages in the students’ mind, especially, when
there are languages available that are related to the target language to a certain
extent. Therefore, we argue that (a) cross-linguistic lexical and structural
similarities between English and German represent a valuable asset in teaching
German as L3 in Hungary, and (b) raising awareness of these similarities in the
classroom would lead to more beneficial effects than building on the students’ L1
(Hungarian) knowledge.
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Previous research on the role of multilingual awareness training

The holistic approach to foreign language teaching advocated by the DMM,
which takes all the languages in the multilingual learner’s mind into consideration
and supports the exploitation of the learners’ existing knowledge about other
previously acquired languages in the teaching process, has been widely
researched in the international literature.

Hofer (2015) reports on heightened levels of metalinguistic abilities and
awareness in groups in South Tyrol that were exposed to extensive L2 (German)
and L3 (English) input. This study provides evidence on how linguistic and
metalinguistic awareness combined with training on MLA facilitate the learning
process of additional languages (Jessner et al., 2016: 66). Hofer’s first results
from her most recent wide-scale study (Allgduer-Hackl et al. 2021: 31-32)
concerning learners in German primary schools in South-Tyrol suggest that
specific situational initial conditions affect the development of multilingual
competencies. Such initial conditions include the multilingual approach to
language teaching. The study demonstrates that the multilingual approach to
language teaching benefits the development of language performance in the test
group. Other evidence for increased language development after ML A training is
presented by Traxl (2015). Her research reports enhanced metalinguistic and L3
performance in primary school groups regularly exposed to multilingual
intervention. Allgéduer-Hackl (2017) concludes that multilingual training, even
with minimal lessons, contributes enormously to developing multilingual skills
and abilities, with significant differences between the participants of the
multilingual seminar as a test group and the control group.

The discussed research results provide evidence for the beneficial effects of
multilingual training through metalinguistic awareness-raising on language
development in foreign language teaching.

Only a small number of studies (Angelovska, 2018; DeAngelis & Jessner,
2012; Kecskés & Papp, 2000) are concerned with the analysis of written
performance from the multilingual perspective by taking the interaction of the
languages in the multilingual learner’s mind into consideration. These studies
report primarily on transferring grammatical and lexical elements or individual
writing strategies (Cenoz & Gorter, 2011). These studies report on the
interconnectedness of the language systems and the mutual influence between the
involved languages (L1 on L2, L2 on L3, L1 on L3, and vice versa). DeAngelis
& Jessner (2012) provide evidence for the influence of the dynamic interaction
of the involved language systems on writing performance. Angelovska (2018)
highlights that 1.3 learners consciously use their knowledge of previously learnt
languages in writing tasks. Kecskés and Papp’s (2000) investigation on the effects
of foreign language learning on the mother tongue through the learners' writing
performance is the only study concerned with writing processes in the Hungarian
school context from the multilingual perspective. The researchers found evidence
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of the facilitating effect the L2 has on the development of the mother tongue after
a certain threshold is reached in the L2 (Kecskés & Papp, 2000: 121).

Although, in theory, a cross-linguistic and cross-cultural approach in foreign
language teaching has been welcomed in Hungary, its application and its effects
have not been researched extensively in the Hungarian school context. The
current research is intended to provide evidence of the impacts of multilingual
awareness-raising on the writing performance of Hungarian 1.3 learners. Thus, it
supports the application of a multilingual teaching method and intends to
facilitate eventual changes in teaching German as L3.

The Project

The project, designed for a group of Hungarian 9"-grade secondary grammar
school students in a Hungarian town, incorporated the school year of 2020/2021,
focusing on the first year of learning German as L3 with particular attention to
the sensitisation of the students toward lexical and structural similarities between
their L2 (English) and L3 (German). The teaching plan for the project was
designed according to the guidelines of the Hungarian National Core Curriculum
(EMMLI, 2012: 2133-2138).

Participants

Participants for the intervention and the control group were chosen by
convenience sampling. Both the intervention and the control group included 29
9th_grader Hungarian secondary school students, each with similar scholastic
competences (as measured by the national competence test in Hungarian,
Mathematics, and English) (27/2020 Kormanyrendelet, 2020: 5877; 110/2012
Kormanyrendelet, 2012: 10652-10653), who started to learn German as L3 after
they had learnt English for four consecutive years as L.2. The intervention and
the control group received the same amount of classroom instruction by
participating in three weekly German lessons. The students started to learn
English in the 5™ grade, with four lessons per week, thus at the beginning of the
project, they had achieved level A2 as measured by the nationwide competence
test (27/2020 Kormanyrendelet, 2020: 5877; 110/2012 Kormanyrendelet, 2012:
10682).

The intervention group consisted of 10 male and 19 female students who were
taught according to TLA principles that recognize that the acquisition of a third
language can be affected by both the L1 and L2, thus raising meta- and cross-
linguistic awareness between the students’ L2 and L3. The method focused on
the sensitisation of the students towards (false) cognates, formal and semantic
similarities, as well as similar sentence structures in English and German. The
group was taught by a multilingual teacher qualified to teach German and
English as foreign languages. The control group consisted of 13 male and 16
female learners who were educated according to the communicative language
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teaching (henceforth CLT) approach by referencing the students' L1 (Hungarian)
by a Hungarian bilingual teacher qualified to teach German as a foreign
language. It has to be noted that in Hungary, the usual teaching method is the
CLT approach. The CLT has its roots in the 1970s and still influences approaches
to language teaching today. The main tenets of the CLT are that a language can
best be learnt by communicating in it and using it to do things rather than
studying how a language works (Khaydarova, 2022). The CLT thus relies on the
extensive use of the target language and the promotion of the monolingual
principle (Widdowson 2003: 26).

Consultation sessions between the teachers of the intervention and control
groups were organized weekly during the project to ensure that both groups
received the same amount of course material at the same pace. Both groups used
the coursebook Kon-Takt 1 (Maros, 2016), which provided the basis for the
teaching material and served as a reference concerning safeguarding the teaching
pace, the covered topics, and grammar. Since the intervention and control group
participants were not specially selected for this study, but were actual classes, for
practical reasons such as weekly schedule and workload distribution at the school,
it was not manageable that the same teacher could be assigned to all groups.
Therefore, a questionnaire about the classroom setting controlled variables such
as teacher personality, classroom atmosphere, teacher goal setting, feedback,
instruction, and content (Dornyei, 2001) (Horvath, 2022: 77-80).

Instructional intervention

The German lessons (3 lessons /week) were planned according to the order in the
coursebook, ensuring the same amount of teaching material for both groups. Each
chapter in the coursebook consisted of three main parts, vocabulary and topic,
communication, and grammar. The vocabulary and topic part covered a range of
topics, including Introducing Yourself, Family, Housing, Weather, Countries,
Shopping, and Eating Habits. The topics, along with the vocabulary assigned to
them, were discussed through various reading and listening comprehension tasks.
While the participants in the intervention group covered the words and
expressions by referencing their English counterparts, with particular attention to
cognate words and false cognates, the control group dealt with the vocabulary
concerning the Hungarian counterpart of the words.

During the communication part, participants in the intervention group were
encouraged to think of the English counterparts of the expressions they wanted
to use, whereas, in the control group, references to the Hungarian counterparts
were encouraged. In this phase, instructions in both groups were given mainly in
the target language; however, if clarification was needed, explanations were
given in the intervention group in English and the control group in Hungarian.

Grammar explanations were provided in English with German-English
example pairs in the intervention group, whereas in the control group,
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grammatical rules were discussed in Hungarian, along with German-Hungarian
examples.

The decision to use Hungarian for explanations in the control group represents
the most common situation in Hungarian schools in German as L3 teaching.
Practically, it resulted from the fact that the teacher of the control group (as the
majority of the EFL teachers in Hungary) (see Imre, 1998) was not qualified
enough to reference the German language.

The multilingual awareness intervention

The multilingual awareness intervention part consisted of only five stages in the
intervention group. Firstly, during the reading comprehension tasks, special
attention was given to the recognition and discussion of German-English cognate
words to enable the students to establish one-to-one relationships between
English as the students’ L2 and the target language, enabling at least an
approximate understanding of the particular text (Ringbom, 2007a: 10). The
recognition of similarities in the spoken form of the words was aided by the
teacher who read out the texts. Reading out the texts provided additional cues in
recognising cognates because the sound-letter correspondence of German is
different from that of Hungarian or English (e.g., the German word for father is
Vater and pronounced as /'fa:tar/). In this case, reading the German word gives
the students an easier recognisable reference to the English counterpart. In the
second phase, the students were asked to identify words in the texts that looked
or sounded familiar, drawing on their English knowledge. After identifying these
words, which were mostly cognate words or false cognates, the meaning of the
words was clarified, highlighting false cognates (Ringbom, 2007a: 75-76).
During the project, the first two stages described above could be covered mainly
during a single classroom session, followed by the third and fourth stages in the
following lesson.

In the third stage, students received the same text in their L2 (English) to
confirm and analyse the functional or structural equivalents assumed through the
perception of formal similarities. This third stage is considered crucial for
understanding the linguistic structure of the target language (German) (Ringbom,
2007a: 8-9). The realization of structural equivalents between a previously known
and the target language is argued to reduce the effort the student has to put into
the learning process (Ringbom, 2007b). The fourth phase focused on raising
MLA by discussing structural similarities and grammatical categories to enable
the students to think about the linguistic nature of the expressions and sentences
(Malakoff, 1992: 518; Jessner, 2006: 70; Ringbom, 2007a: 8-9). The final stage
included translation activities from the students’ L2 into their L3, based on the
vocabulary and structures discussed in the previous stages, to facilitate the
recognition and understanding of cross-linguistic similarities.
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It has to be noted that the students in both groups have not been trained
explicitly for composing texts. The compilation of writing samples as the data
collection method was considered due to practical and theoretical issues (see
section Methods of Data Collection). The intervention method addressed the
qualitative differences between SLA and TLA and was based on consciously
raising MLA and XLA, which are key factors in catalysing multilingual language
learning as advocated by the DMM (Jessner, 2006: 214; Jessner, 2008a: 275).

Writing methodology

Compiling writing samples as a data collection method is underpinned by
theoretical and practical reasons. In writing, communication is achieved only
through combining words as a result of conscious and deliberate analytical work
(Vygotsky, 1962). From the practical perspective, given the longitudinal nature
of the research, a data collection method had to be chosen that would interfere
with the students’ everyday school activities to the least possible extent.

For the purposes of the present study, the variables presented in Appendix 1
were identified, operationalized, and analysed. Several studies justify the use of
these variables as measures of linguistic development. Text length, clause length,
and lexical variety are argued to represent relevant measures for text construction;
thus, higher levels of these variables indicate a higher linguistic level (Berman &
Verhoeven., 2002: 29). Lexical diversity, or richness of vocabulary (Malvern et
al., 2004: 155), along with spelling, word length, word rarity, and text length were
investigated in texts constructed by nearly 1000 students at the ages of 7, 11 and
14. Results confirm that lexical diversity validly measures linguistic development
(Malvern et al., 2004).

For eliciting lexical diversity, the complex calculation of measurement of
textual lexical diversity (henceforth MTLD) was applied in the present research.
MTLD is calculated as the mean length of sequential word strings in a text that
maintains a given type-token ratio value (McNamara et al., 2011). MTLD is
argued to represent accurate measures of lexical variability regardless of text
length (McCarthy & Jarvis, 2010: 138).

The present study defines lexical complexity as the variety of basic and
sophisticated words (Wolfe-Quintero et al., 1998: 101). It has to be noted that the
German language operates with a wide range of compound words, e.g.,
Lieblingsname, Lieblingsnummer. The Goethe Institute (Glaboniat et al., 2016)
reported that the examples above belong to the 650 most commonly used words.
Accordingly, the current paper asserts that word length is inappropriate for
eliciting lexical complexity in German texts. In order to obtain data about the
lexical complexity of the texts, the proficiency level of the lemmas was elicited
with the help of word lists from the Goethe Institute, which were established in
alignment with the Common European Framework of Reference (henceforth
CEFR) and include the 650 most frequently used words at A1 level (Perlmann-
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Balme, 2004), 1300 words at A2 level (Hennemann et al., 2016), and 2400 words
at B1 level (Glaboniat et al., 2016). B2 level words were identified by using the
B2 level Learner’s Dictionary (Hessky & Iker, 2017), which includes 25000
German words. The word lists were assembled according to the frequency of use.
The proportion of tokens in a text belonging to certain levels in the subject’s
corpus 1s considered an indicator of lexical complexity (Penris & Verspoor,
2017).

Syntactic complexity (i.e., features such as sentence length and clause length)
refers to the variety of forms that emerge in language production and the degree
of refinement of these forms. Quantification methods for syntactic complexity
include the length of the production unit (Ortega, 2003). Penris & Verspoor
(2017) use average sentence length as a variable of syntactic complexity,
referring to a sentence as a production unit. After the initial analysis of the writing
samples, a considerable difference in the number of compound sentences was
observable between the intervention and the control group. Therefore, a clause
containing a finite verb was considered a production unit; thus, the mean clause
length is regarded in the current study as an indicator of syntactic complexity.

The notion of grammatical competence as a component of communicative
competence (D’Andrea, 2010; Sauvignon, 1997) is defined as the understanding
of the linguistic code, along with the ability to identify and manipulate a
language’s phonological, morphological, lexical, and syntactic elements. This
ability and the acquired knowledge at the various linguistic levels are included in
the process of comprehension as well as the production of words and sentences
that are appropriate and accurate (compared to the target language norm)
(Bagari¢, 2007).

Considering grammatical accuracy, lexical errors, spelling errors, verb errors,
grammatical errors, mechanical errors, and word order errors (see Appendix 2.)
were counted by three teachers of German as a foreign language separately,
followed by a discussion session where the exact number of errors was agreed
upon. These discussion sessions were aimed at ensuring the objective
quantification of the data.

Hypothesis and research questions
Highlighting the facilitative effects of recognising formal and structural
similarities and differences between the learners’ L2 and L3, it is hypothesized
that by raising multilingual awareness and building upon their prior language
knowledge, the members of the intervention group would outperform their peers
in the control group concerning their L3 performance.
The main research question is formulated as follows:
To what extent does raising multilingual awareness contribute to
developing the writing performance of multilingual learners?
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In order to track the development of writing performance, the following sub-
questions will be addressed:

(a) To what extent do participants of the intervention and the control
group reveal differences in produced text length in writing?

(b) To what extent do participants of the intervention and the control
group reveal differences in the produced lexis?

(c) To what extent can participants of the intervention and the control
group produce grammatically correct sentences in writing?

Data Collection

In order to acquire data concerning the students’ linguistic development in
writing, the participants completed monthly writing tasks. The tasks were
designed in a paper and pencil format, considering that the students were most
familiar with this type of task. It has to be noted that during the project, due to the
Covid 19 pandemic, online teaching was imposed in Hungary from the 9" grade.
The classroom sessions were held via TEAMS, and for the testing session, with
the special permission of the headteacher, the students were called in in person,
ten people at a time, to do the test. The writing task was part of the performance
test, where the first 10 minutes were dedicated to checking the level of
multilingual awareness through an out-of-context word recognition task (10
items) and a grammaticality judgement task (five sentences). The timeframe for
the writing task was set at 35 minutes because a secondary school classroom
session is limited to 45 minutes.

Since in linguistic research, language is considered both the object and the
instrument of measurement (Bachman, 1990: 287), instructions for the writing
tasks were given in the participants’ native language. The assignment enabled the
participants to present their knowledge in a language production task. The task
was to answer the question: “What can you say about yourself and your
environment in German?”. This topic was chosen because it represents the
communication topic that is introduced at the initial stages of language learning
in the school context, i.e., the students first learn how to give information about
themselves, then continue to describe their immediate social and physical
environments, with the scope of topics extended towards more abstract ones. The
students in both groups were encouraged to write as many sentences about the
given topic as possible during the provided time frame.

Prior to the analysis and quantification of the texts, proper- and geographic
names, as well as numbers, were replaced by the code place, numb, and namx (to
avoid interferences with the German word Name) to ensure that these words do
not conflict with data of word number, lexical diversity or lexical complexity.
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Results
Data elicited from the questionnaire of the classroom setting were analysed by
Paired Samples t-test. The results are presented in Table 1.

Table 1 Statistical analysis of the questionnaire about the classroom setting

means

intervention control group t (28) p (Sig.)

group

Teacher 434 428 35 73
personality
Feedback 4.52 4.45 .36 72
Classroom 414 4.17 _24 81
atmosphere
Teacher goal 4.06 4.14 -49 63
setting
Instruction 4.37 4.31 40 .69
Content 4.13 4.07 .63 .54

The statistical analysis of the questionnaire about the classroom setting reveals
no significant differences between the intervention and the control group
concerning teacher personality, feedback, classroom atmosphere, teacher goal
setting, instruction, and content.

Data from the performance tests were analysed by applying Repeated
Measures Analysis of Variance (henceforth RM-ANOVA) with moments of
testing as a within-subjects factor and group as a between-subjects factor. Since
the assumption of sphericity was violated, the Greenhouse-Geisser equation was
applied to produce a valid F-ratio. The results of the RM-ANOVA are presented
in Table 2.

Table 2 Statistical analysis of the performance tests

Time )/ Time and group )/ Group factor P
factor (Sig.) interaction (Sig.) F(1;56) (Sig.)
F(7;392) F(7;392)

Multilingual

95.43 <.001 5.37 <.005 25.02 <.005
awareness
Text length 268.49 <.005 39.68 <.005 164.43 <.005
Lexical diversity 149.86 <.005 15.76 <.005 134.22 <.005
Syntactic complexity 69.14 <.005 4.49 <.005 14.56 <.005
Grammatical 3771 | <005 4.32 <.005 61.69 <.005
accuracy

The statistical analysis reveals significant differences between the two groups
considering most variables. Differences in time and group interaction considering
the multilingual awareness level reveal that the differences between the two
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groups over time were insignificant. This outcome may result from a limit to the
achievable scores (19 points). The profile plot presented in Appendix 3 asserts
that the most significant difference between the two groups was in October, after
the first month of launching the teaching project. During each month in the
intervention group, the level of multilingual awareness was higher than in the
control group, respectively. It should be noted that even in the fourth month of
testing, the control group has not reached the level of multilingual awareness that
the intervention group already had in October.

Considering the linguistic variables, the statistical analysis summarised in
Table 1 and the profile plots presented in Appendices 4-7 report that the
intervention group produced significantly longer texts consisting of longer
clauses and integrated a wider range of vocabulary. In Appendix 6, fewer
grammatical errors indicate a higher level of grammatical accuracy at the clause
level.

Figures 1 and 2 show the distribution of the word levels in the produced writing
samples.
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Oad 1 Oa1
aotr other
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Ratio of the word levels in the intervention group
CEFR

October MNovember December January October November December January

0.00

Month Month
Figure 1. Ratio of word levels in the intervention group Figure 2. Ratio of word levels in the control group as a
as a variable for lexical complexity variable for lexical complexity

Considering lexical complexity, the ratio of word levels reveals a more
balanced picture in the intervention group at the end of the first term of the project
as opposed to the control group, where the use of Al-level words was still more
dominant. The students in the intervention group could use higher CEFR level
words to a greater extent revealing a more sophisticated vocabulary than in the
control group.
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Discussion

In the current paper, the hypothesis was assessed that by raising students’
multilingual awareness in the initial period of learning German as L3 and
incorporating their previous knowledge of L2 English, the participants in the
intervention group would outperform their peers, considering their linguistic
performance in writing in German. Since the teaching project was based on
multilingual awareness-raising in the intervention group, heightened levels of
multilingual awareness as an outcome were not surprising. The results’ most
striking outcome was the text length differences between the two groups. The
intervention group created writing samples including a significantly higher
number of words on a given topic.

Significant differences were observable concerning lexical diversity and
complexity at the lexical level. It can be noted that participants in the intervention
group were able to use a broader range of words and include more sophisticated
words than students in the control group. Along with the lower level of
grammatical errors at the clause level, these results account for a higher level of
language proficiency in the intervention group. Since participants in the
intervention group were encouraged to think of the English counterpart of the
expressions the students wanted to use during the multilingual awareness-raising
activities, grammatical structures from English interfered with the German
structures. In general, it can be stated that structural interference occurs where
there are no one-to-one relationships between the target and the supporter
language, and the lack of such relationships leads to grammatical errors.

Results confirming enhanced levels of L3 German proficiency and
grammatical competence in writing in language groups exposed to extensive
multilingual awareness-raising activities correspond with previous research on
higher levels of target language skills in classes exposed to multilingual training
(Jessner et al., 2016). The overall outcome of the analysed months of the
multilingual teaching project highlights the positive effects of raising learners’
awareness regarding the similarities and differences between the languages
(Gabrys-Barker & Otwinowska, 2012) emphasizing cognate relations (White &
Horst, 2012) as well as stimulating them to exploit their “multilingual monitor”
(Jessner et al., 2016: 171) by consciously comparing languages.

The results of the questionnaire about the classroom setting affirm that since
there were no significant differences between the variables of the classroom
setting, the differences in the linguistic development between the intervention and
the control group are to be accounted for solely by the multilingual awareness
intervention.
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Limitations

The main limitation of the project was the relatively small sample size. Since the
number of participants in foreign language classes is advised to be kept around
15 people to facilitate effective language teaching and learning (EMMI, 2012),
data presented in this study should be carefully considered in terms of
generalisation.

Concluding remarks

The present research aimed to provide evidence concerning the differences
between an intervention group exposed to intensive multilingual awareness
training and a control group learning L3 according to SLA principles.

The current paper reports on the results retrieved during the first four months
of L3 learning. Data obtained through writing samples collected monthly from
the intervention and the control group revealed heightened grammatical
competence in writing in the intervention group, underpinned by higher lexical
diversity and complexity and grammatical accuracy at the clause level as
language proficiency variables. The variables mentioned above were confirmed
to be significantly higher in the intervention group than in the control group.

In conclusion, it can be stated that participants of the intervention group were
able to use a broader range of vocabulary to produce texts with attempts to include
more complex grammatical structures and, therefore, to use the target language
more creatively, resulting in longer meaningful texts appropriate to the presented
topic. Students exposed to multilingual awareness-raising activities demonstrated
a higher level of grammatical competence in writing and target language
proficiency in the initial phase of learning German as L3.

In alignment with the European Union targets for its citizens concerning the
knowledge of at least two languages apart from the L1 (Eurobarometer 2012: 2),
the present study supports the replacement of SLA methodology in L3 teaching
with specific L3 teaching methodology, thereby addressing the cognitive benefits
of multilingual learning and teaching approaches. (Gutiérrez 2017; Jessner
2008b).
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Appendix
Appendix 1. Variables and operalization of the linguistic data
Variable Name Operalization
student performance text length the total number of words

divided by the number of
participants in each group

lexical diversity

measure of textual lexical | the total MTLD value for

diversity (MTLD) each text divided by the
number of participants in
each group
lexical complexity distribution  of  lemmas | percentage of lemmas (with
according to CEFR levels the number of occurrences)

assigned the accurate
proficiency level

syntactic complexity

clause length total number of tokens
divided by the number of
clauses containing a finite
verb in each group

grammatical accuracy

grammatical accuracy total number of errors
divided by the number of
clauses containing a finite
verb in each group

Appendix 2. Organization of the errors for eliciting grammatical accuracy

Error type
lexical error

\ Problem

incorrect word use, errors caused by the incorrect use of a word
semantically related to the target form, lexical interference caused
by cognate words of English and German

spelling error

incorrect spelling due to L1 or L2 interference, phonetic spelling,
homophone spelling of target language words, typos

verb error

incorrect predicate form or predicate use

grammatical error

incorrect use of articles, word class, number, masculine/feminine
forms, declination of adjectives, prepositions

mechanical error

incorrect use of capital letters, spaces

word order error

incorrect word order
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Appendix 3. Plot for multilingual awareness-level
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Appendix 5. Plot for lexical diversity
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Appendix 7. Plot for grammatical accuracy
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Magyar maganhangzok akusztikai szerkezetének sajatossagai
spontan beszédben és felolvasasban'

The present study focuses on possible acoustic differences between vowels in read and spontaneous
speech. We addressed whether vowels are positioned more to the hyperarticulation end of the hypo-
hyper speech continuum (established by Lindblom, B. (1990). Explaining phonetic variation: a sketch
of the H&H theory. In: Hardcastle, W.J., Marchal, A. (eds) Speech Production and Speech Modelling.
NATO ASI Series, 55. Dordrecht Dordrecht: Springer, 403—439.), that is, they are more peripheral in
read than spontaneous speech, as suggested by previous literature.

We analysed three vowels of the Hungarian language, /a:/, /i:/, and /u/, which are positioned farthest
from each other in the acoustics and articulatory vowel spaces, and thus cover the most salient contrasts
between Hungarian vowels. We measured duration, fundamental frequency, first and second formant
frequencies, and compared them in th

e two speech styles. We recorded speech samples from 10 Hungarian females in the two speech modes;
target vowels were produced in CVCVCVCVC structured Hungarian words embedded in sentences.
First, the spontaneous speech was recorded using a guided elicitation technique that applied pictures and
word lists to prompt speakers to produce sentences precisely as intended by the authors. Second,
participants read the same sentences they produced in the first section of the experiment.

Results showed that as opposed to expectations, /a:/ was longer, while /i:/ had a higher fundamental
frequency in spontaneous speech than in read speech. Furthermore, /i:/ realisations also showed a higher
first formant frequency, that is, more open/centralised production in read speech than in spontaneous
speech. Lastly, second formants did not differ in the two speech styles. Our findings countered
expectations and did not corroborate the hypothesis that read speech is positioned more to the
hyperspeech end of the hypo-hyperspeech continuum (i.e., articulated more precisely) than read speech.
What is more, our results did not show a clear difference between the two styles at all.

Keywords: spontaneous speech, read speech, vowels, formant, duration

1 Bevezetés

A beszéd hangz6 (akusztikus) tulajdonsagai a beszédmoddok szerint eltérok
lehetnek. A jelen tanulmanyban egy olyan kisérletet ismertetiink, amelynek célja
az, hogy 1) adatokkal szolgéaljunk arra nézve, hogy miként befolyasolja az tn.
beszédstilus a magyar beszéd hangjainak megvalosuldsat: a magyar nyelv harom,
egymastol akusztikailag €s artikulaciosan is legtavolabb esé (azaz legjobban

! A kutatast a TKA-DAAD 177375 sz. projektje timogatta.
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elkiiloniild) magéanhangzdjat, az /a:/, /i:/ és /u/ hangokat vizsgaljuk meg
felolvasasban és spontan beszédben.

1.1. Beszédstilusok: a spontan beszéd és a felolvasas

A spontan beszédet €s felolvasast magdba foglalo kategoria/fogalom elnevezése
problematikus; a hazai szakirodalom szamos névvel illeti. Beszédstilusnak hivja
tobbek kozott Markd (2009), Bona (2011), Deme (2012) és Varadi (2010).
Beszédtipusként hivatkozik ra tobbek kozott Beke (2008) és Krepsz (2016).
Beszédmodként nevezi meg példdul Wacha (1974) alapjan Markd (2006).
Ugyanerre raadasul az angol szakirodalom is szamos, akar a fentiektdl eltérd
gyakorisaggal megjelenni latszod elnevezést hasznal. De Ruiter (2015), valamint
Mehta és Cutler (1988) példaul speech mode-nak, Wagner, Trouvan €s Zimmerer
(2015), valamint Huber-Darling (2011) speech style-nak hivja ezt a kategoriat.
Lathato tehat, hogy nincs vilagos megegyezés a spontan beszédet €s felolvasast
atfogdan leird kategoria megnevezéset illetden. A magyar szakirodalmi
hagyomanyokat kovetve az egyszerlibb kovethetdség érdekében mi ezt a fogalmat
a beszédstilus terminussal irjuk le.

Wacha (1974) a beszéd hangzo6 sajatossdgai alapjan négy fo stiluskategoriat
kiilonboztet meg, melyeket a meghatarozdsok szerint a tervezettség mértéke
mentén is elkiilonit. Ezek egyike a spontdn beszéd. Spontan beszédnek a szoveg-
¢s hangzas azon egylittesét tartja, amely ,,a gondolatok sziiletésekor, vagy a
tudatban elére megfogalmazott gondolatok elmondésakor szolal meg” (209). E
mellett Wacha (1974) azt is irja, hogy ebben a beszédstilusban a gondolkodas és
szoveg megalkotasa, illetve a mondatok megkonstruédlasa €s kiejtése egyszerre
zajlik le, szinkron tevékenyseég. Ezzel szemben all — egy képzeletbeli tengely
masik végén — a felolvasds: a korabban, a besz€ld vagy mas személy altal
nyelvileg megfogalmazott €s leirt gondolatok megszolaltatdsa. Felolvasas soran
Wacha (1974) szerint a besz¢€ld igyekszik miné€l pontosabban atadni az eldtte 1évo
nyelvi anyagot vagy kodot. Ezzel egyiitt a felolvasd onkénteleniil a hangjaval is
kifejezi, hogy nem az 6 alkotasardl van szd, igy az elére megalkotott szoveg
meghangositasdnak hangzésa alapvetden eltér a spontan beszédétol.

A beszédtudomanyban mara elterjedt vélekedés szerint a beszédstilusok
hangzasbeli eltérései elsdsorban a beszédtervezés kiilonbségeire vezethetok
vissza, éppen ezért a spontan beszéd (illetve a felolvasds és a kettd
osszevetésének) vizsgalataban az artikulaciot megel6z6 folyamatoknak is nagy
jelentdségiik van. Marko (2015) a spontan beszédet Levelt (1989, 1999)
beszédprodukcios modellje nyoman a kovetkezOképpen irja le. A beszéld (mind
1étrehozza a preverbalis lizenetet, amelynek tervezése egyfeldl a kommunikéciods
célok és a kimondani szandékolt informaciok kivalasztdsaval jar (ezt nevezziik
makrotervezésnek), masfeldl pedig azzal, hogy a mikrotervezésben el6allt
informaciédarabokhoz  propoziciés sémakat rendeliink (ezt nevezziik
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mikrotervezésnek). A konceptualis struktardkat az in. formulator alakitja nyelvi
jelekké, a grammatikai kddolés a felszini szerkezetet hozza 1étre, a kodot rendezi
struktirakba, a fonoldgiai kodolas pedig az artikulacios tervet alakitja ki. Ez teszi
lehetdvé a beszéd fizikai megvalositasat: az igy eldallt ,,program” képezi az un.
artikulator bemenetét, amely a beszéd meghangositasaért felel (Marko, 2015).

A fentiek alapjan feltehetd, hogy a felolvasds a beszédtervezés szintjén
alapvetéen eltér a spontan beszédtdl, hiszen felolvasas soran biztosan nem a
spontan beszédben tapasztalhatd modon jon létre a preverbdlis iizenet (ha
egyaltalan beszélhetiink ilyenrdl), ugyanis a mondandd tartalma adott, mi tobb
mar nyelvi formaba is van Ontve. Ugyanezen okbol a felolvasdsban a spontan
beszédben tapasztalhatotol minden bizonnyal eltérd (€s feltehetden korlatozottabb
miikodésli) a makro- és mikrotervezés (ismét csak: ha egyaltalan beszélhetiink
ezeknek a bevonddasarol). Végeredményben az feltételezhetd, hogy a beszéld a
felolvasas sordn — a spontan beszéd 1étrehozéasaval szemben — minden bizonnyal
foként (vagy kizardlag) a meghangositando szoveg artikulacios tervének, azaz az
artikulacié eldkészitésének kivitelezésére fokuszal.

A képet némiképpen bonyolitja, hogy a felolvasas és a spontan beszéd kozott
tobb tovabbi beszédstilus is elképzelhetd lehet. Wacha (1974) két ilyet kiilonit el,
a reproduktiv és fél-reproduktiv beszédet, és ezeket alapvetden két, egymastol
elkiilonithetetlentil 6sszevegyitett szempont mentén irja le. A szempontok egyike
a szoveg eldre tervezettségére, a masik pedig a hangzas természetességere
vonatkozik. Wacha (1974) elgondolasai szerint a reproduktiv beszéd alapvetden
csak hangzasiban ,természetes” meghangositasa az eldre megalkotott, a beszeld
részerdl a tervezeési folyamatok aktivitasat nem igénybe vevd szovegeknek. A
felreproduktiv beszed pedig hol a tervezes €s kivitelezés parhuzamossagat mutato
spontan beszéd, hol pedig csupan az el6zéekhez hasonld ,,meghangositas™, azaz
Iényegében természetes beszédnek hato, de teljes mértékben eldre tervezett
megszolalas.

Krepsz (2016) szintén tobb beszédstilust kiilonboztet meg egymadstol. A
spontan beszédet Gosy (1998) alapjan ugy hatdrozza meg, hogy abban a besz¢ld
az adott pillanatban valogatja ki a kozlésre szant gondolatokat, és tervezi meg a
nyelvi formékat, igy ebben a beszédtervezés és kivitelezés parhuzamosan zajlik.
Egy tovabbi kategoriaként jelenik meg a félspontan beszéd, amely — Wacha
(1974) fél-reproduktiv beszéd fogalmatdl nagymértékben eltéréen — Krepsz
(2016) meghatarozasaban annyiban kiilonbozik a spontan beszédtdl, hogy a
besz¢€ld (tartalmilag) atgondolja a mondanivalgjat, de a nyelvi format tovabbra is
az adott beszédhelyzetben rendeli csak hozza. Krepsz (2016) harmadik
kategoridja a reproduktiv beszéd, amelyben a beszéld egy eldre elkészitett
szoveget tanul meg, majd mond el fejbdl. A negyedik kategoria a felolvasis,
amelynek soran a beszéld egy eldre rogzitett, megtervezett, grammatikailag ¢és
szokincsében elkészitett szoveget hangosit meg.
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Lathato tehat, hogy a kategoridkat kijelold szempontok vegyiilnek az egyes
irodalmi forrdsokban, illetve a felolvasas €s spontan beszéd kozott feltételezhetd
koztes kategoridk meghatarozasa sem egybehangzo. Ezeknek a kérdéseknek az
alaposabb koriiljardsa, tisztazasa azonban tilmutat a jelen tanulmany céljain és
lehetdségein. A jelen tanulmanyban Krepsz (2016) meghatarozasaibol indulunk
ki, és azt a megkozelitést valasztjuk, hogy kizardlag a tervezettség ¢és
meghangositas 1d0i viszonyai alapjan kiilonboztetjiik a meg a beszédstilusokat
egymastol. Ez alapjan elkiilonitlink spontan beszédet, felolvasast, illetve
félspontan beszédet. Spontan beszédként nevezziik meg azt, amikor a beszéd
tartalmi és nyelvi tervezése, illetve a beszéd kivitelezése 1ényegében egyidejlileg
zajlik. Felolvasasként értelmezziik azt, ha a beszélonek egy teljes mértékben eldre
megformalt szoveget kell meghangositania, tehat a tervezés €s kivitelezés 1doben
a legtavolabb all egymastol. Félspontan beszédnek pedig azt tartjuk, amikor a
tervezés folyamatai csak részben fednek at a kivitelezéssel, mert a nyelvi formak
kialakitdsa, a nyelvi tervezés aktualisan zajlik, mig a megszodlalas tartalmi elemei
mar részben adottak.

A vizsgalatunk az itt felsorolt beszédstilusok koziil a felolvasasra és a
félspontan beszédre fokuszal. A fentiekkel Osszefliggésben ugyanakkor azt
feltételezziik, hogy a beszédben lezajlo, az alulartikulaltsagot jellemzd
folyamatok a spontian beszédben hasonloak a félspontdn beszédben
tapasztalhatoakhoz, csak azok mértéke kiilonbozik tigy, hogy a spontdn beszédben
tapasztaljuk a legnagyobb mértékii alulartikulaltsagot, illetve redukciot (lasd
lentebb). Ilyen formaban tehat a félspontan beszeéd vizsgéalataban talaltakbol
vélekedésiink szerint kozvetve a spontdn beszédre nézve is levonhatunk
kovetkeztetéseket.

1.2. A H&H elmélet

Lindblom (1990) a beszédprodukcidé vizsgéalata soran megalkotta a H&H
elméletet (a két h a hyperspeech, azaz tulartikulalt beszéd, valamint kypospeech,
azaz alulartikuldlt beszéd fogalmara utal). Elmélete szerint a beszeélok
megvaltoztatjdk az akusztikai megformaltsag mértékét, ,tisztasagat” (vo. clear
speech, pl. Lindblom, 1990: 428) a hallgat6é informacidigényeihez igazodva. A
besz¢ld talartikuldl akkor, amikor a hallgatonak maximalis akusztikai
megformaltsdgra van sziiksége, de csokkenti az artikulacids pontossagot (és az
arra tett erfeszitések meértekét) akkor, amikor a hallgatod helyettesiteni tudja az
akusztikumban ebbdl el6alldé hidnyokat mas informaciokkal. Az alulartikulacio
folyamatat és a megformaltsag mértékét a lexikai megkiilonboztetd képesség
iranyitja azaltal, hogy a besz¢lo tulzott artikulacids gazdasagossagat korlatozza:
az alulartikulacionak ugyanis gatat szab az, hogy a megformaltsag talzott mértékii
csokkentése potencialis értelmezhetetlenséget okozna az egyes jelalakok vagy
jelek (fogalmak) 0Osszemosodasa révén. Lindblom (1990) modellje szerint a
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beszéd 1étrehozasdban ugyanis kiemelt jelentdségli az, hogy a hallgatdo képes
legyen megkiilonboztetni a célfogalmat a szokincs egyéb elemeitdl.

A fentieket gy is 0Osszefoglalhatjuk, hogy Lindblom (1990) szerint a
beszédprodukcio és azon beliil a megszolalds mddja hallgatovezérelt folyamat,
melyet két egymassal ellentétes vezérelv miikodtet. A gazdasagossagra torekvés
értelmében a besz€ld igyekszik minél kevesebb energiat elhasznalni a
beszédprodukcio soran (Lindblom, 1990). (Ilyen, a gazdasdgossagot eldsegitd
tényezd lehet példaul a beszédhangok koartikulacidja, azaz a kovetkezd hangok
létrehozasahoz sziikséges artikulaciés mozzanatok anticipacioja, vo. pl. Kassai,
2001; valamint a beszédhangoknak a koartikulacio kovetkezteében el6alld
redukcidja, v0. a maganhangzok koartikulacios ellenallasanak kérdését pl. Deme
et al. 2019b; 2021; 2022a; 2022b; elokésziiletben.) Az érthetOségre torekvés ezzel
szemben noveli vagy csokkenti a kozlés 4altal hordozott informécid
hozzaférhetdségét a hallgaté szdmara, melynek kulcsa a ,kontraszt”, azaz a
fentebb emlitett megkiilonboztetés biztositéka a beszédjelben. Kontraszton —
éppen a megkiilonboztetés biztositékaként vald értelmezés miatt — a legtobb
kutatasban a jelalakok ¢és jelentések megkiilonboztetéséert felelds nyelvi
kontrasztot értik a kutatok, mint példaul a maganhangzok mindségét, a
massalhangzok zongeésségét vagy a nyelvi hosszusagot. Az elmélet ugyanakkor
teret ad tagabb értelmezéseknek is (Deme et al., 2019a).

A beszeéld megszolalasai az elmélet értelmében két polus kozott ingadoznak, a
hyperspeech (thlartikulalt) €s hypospeech (alulartikulalt) beszeéd kozott. Ezt az
ingadozast alapvetden meghatarozza a hallgatd hozzaférése a besz¢lo altal kozolni
kivant informaciohoz, tovabba a kommunikécids koriilmények is (Lindblom
1990). Tulartikulacidt szamos tényezd kivalthat. Ezek lehetnek kognitiv, a
besz¢ld vagy a hallgatd személy mentalis/érzelmi allapotabol fakado, illetve a
kommunikécios csatorndban rejld tényezOk is: tulartikulalt stilusnak vagy
regiszternek szokas tartani példaul a kornyezeti vagy hattérzajban produkalt
beszédet, az iddsekhez vagy hallassériiltekhez sz6l6 beszédet, valamint a
dajkanyelvet (Deme et al., 2019a).

Mind a spontén beszéd és felolvasas (0sszevetd) elemzése, mind pedig a hiper-
¢s alulartikulalt megszolalasmodok elemzése egyre gyarapodo szakirodalommal
bir, ezekbdl a kovetkezokben adunk attekintést, de csak a jelen vizsgalat
szempontjabol relevans keérdésekben, a beszéd Un. szegmentdlis vagyis
beszédhangszintii vetiiletére fokuszalva. (A prozodiarol vo. pl. Lieberman et al.,
1984; Howell-Kadi-Hanifi, 1991; Blauuw, 1994; Marko, 2012; Beke, 2008).
Emellett pedig mar ezen a ponton is kiemeljiik azt a tényt, hogy a fentiek alapjan
egyes feltételezések szerint a spontan beszéd €s felolvasas altal képzett, valamint
a tul- és alulartikuldlt beszédstilusok mentén kirajzoléd6é dimenzidk kozott
parhuzamossag van, mégpedig ugy, hogy a spontan beszéd az alulartikulaltnak
nevezett beszédhez all kozelebb, mig a felolvasds inkdbb a tulartikulélt
beszédstilusok csoportjaba tartozik (v6. Marké et al.,, 2009). Ugy latszik, a
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szakirodalom egy részében — expliciten vagy impliciten — ez a feltételezés adja a
beszédstilusok Osszehasonlitdsanak apropdjat, és ez az a feltevés, amit a jelen
tanulmanyban bemutatott kisérlet is vizsgalni kivan.

1.3. Korabbi eredmények a beszédstilusok hangzasbeli jellemzoinek
kutatasabol
A spontan beszéd ¢€s a felolvasas fentebb vazolt kiillonbozdségeit felismerve a
szakirodalomban az elmult évtizedekben jelentésen megnovekedett az ezeknek a
beszédstilusoknak a hangzasbeli sajatossagait 6sszehasonlitd vizsgalatok szama.
Ladefoged és munkatarsai (1976) hét kiilonb6z6 beszédstilusban vizsgaltak
maganhangzok megvaldsulésat a teljesen informalis beszélgetéstdl a listaszeriien
felolvasott szosorokig, kilenc felndtt amerikai angol anyanyelvii férfi besz¢ld
ejtésében. A vizsgalat meghatarozott /b/V vagy /b/V/b/ szerkezetli valodi
szavakban el6forduld6 maganhangzokra fokuszalt, melyeket a spontan
beszédmiifajokban, illetve a felolvasasban is tobbféleképpen elicitaltak, és az
egyes modokon elicitalt szavakat kiilon-kiilon beszédstilusit megvalosuldsoknak
tekintették. Megjegyzendd, hogy a beszédstilus fogalmat a szerzOk inkdbb a
formalis-informalis tengely, nem pedig a tervezettség dimenziojanak tekintettek
— erre a megfontolasra mar utaltunk —, igy az elicitdcios modok €s az elemzés is
ennek fényében értelmezenddk. Az egyik fajta spontan beszédstilust ugy
elicitaltak a szerzok, hogy az adott szohoz (pl. bee 'méh’) kapcsolddo beszédtémat
kezdeményeztek, €s a célszo felé terelgettek a résztvevd beszélgetdtarsakat (pl.
rakérdeztek, hogy meg tud-e nevezni egy, a bogdlyhoz hasonlo allatot). Egy
masodik fajtat rimelési feladattal hivtak eld (pl. Mi rimel arra, hogy toy? ’jaték’
— Boy ’fit’). Egy harmadik beszédstilust képeztek az elemzésben azok a
megvalosulasok, melyek gy keletkeztek, hogy a kisérletvezetk megkérték a
résztvevOket arra, hogy szabadon alkossanak mondatokat a kézhez kapott
célszavakkal. Bar a szerzOk nem teszik ezt ilyen formaban nyiltta, a kordbban
ismertetett megfontolasaink alapjan azt mondhatjuk, hogy sorrendben a
negyediktdl kezdddnek a tervezettebb (egyértelmiien nem spontannak tekinthetd)
stilusok. A negyedik stilusban a résztvevok a kisérletvezetd altal felolvasott
mondatokat ismételtek el. Az 6todik kondicidoban egy Osszefliggd rovid
szovegben olvastak fel a besz¢élok a célszavakat. A hatodik stilusban egyetlen,
azonos szerkezetli hordozomondatban olvastak fel a résztvevok az dsszes célszot
(The word is: ____;’asz6 akovetkezd: ). Végiil a célszavakat listaszerlien is
meghangositottdk a résztvevok. Az elemzés az els6 négy toldalékcsovi
rezonanciara, azaz formansra fokuszalt (ezekbdl az elsé kettd, az F; és F, értékeit
artikulaciosan a vizszintes és fliggdleges nyelvhelyzet, illetve az ajakmiikodés
alakitja), €s azt allapitotta meg, hogy a beszédhangok megvaldsitdsa nem fiigg a
beszédstilustol, a szerzOk ugyanis nem talaltak szisztematikus, €s a besz¢lokon
beliil vagy a besz¢éldk kozott altalanosithatd kiillonbségeket a beszédstilusok
kozott.
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DiCanio és munkatarsai (2015) egy Mexikoban beszElt veszélyeztetett nyelv
beszéldivel végeztek vizsgalatot, itt azonban a spontan beszéd 0sszevetése nem
egy felolvasasi, hanem egy utdnmondasi feladattal tortént. Erre a megszolalasi
formara, hasonldan a felolvasashoz, kisebb mértékii tervezettség jellemzo, de ez
az el6hivasi feladat révén (ami minden bizonnyal nagyobb/mas tipusu kognitiv
terhelést jelent, mint a felolvasds) nem tekinthetd azonosnak azzal. A kutatas azt
mutatta, hogy a spontan beszédben rdvidebbek a (hangkornyezetiikben, ill.
prozddiailag nem kontrollalt eléforduldsu) maganhangzok, illetve jobban is
hasonulnak mindségiikben (azaz jobban redukalédnak), mint az elicitalt
beszédben (szavak utdnmondéasaban). A spontan beszédben a fentieck mellett
nagyobb szorodast is taldltak a kutatok a maganhangzok ejtésében. Mindezek
ellenére a kutatok arra kovetkeztettek, hogy a beszédstilusok hatasa nem jelentds
olyan értelemben, hogy a spontan beszélgetésbdl szdrmazd adatok lényegében
ugyanazt a mintazatot rajzoltdk ki a maganhangzok ejtését illetden, mint az
elicitalt anyagbodl szdrmazok. (A vizsgalat célja elsdsorban az volt, hogy a kutatok
felmérjék, ugyanolyan eredményeket kapnak-e akkor, ha spontdn hanganyagokat
elemeznek a laboratériumi beszéd, azaz felolvasas/utdnmondas helyett, ez
ugyanis a korlatozott hozzaférhetéség miatt kardinélis kérdés a veszélyeztetett
nyelvek kutatidsaban.)

Docherty és munkatarsai (2019) az eldl képzett /i/, /e/ és /®/ maganhangzok
megvalosulasat elemezték ausztrdl angol anyanyelvii beszélok spontan
beszélgetéseiben az els6 két formans mentén. A vizsgalt maginhangzok az
anyagban valtozatos (Iényegében kontrollalatlan) fonetikai helyzetekben (pl.
hangkornyezetekben, illetve prozodiai helyzetekben) jelentek meg. Az
elemzeésbdl szarmazo adatokat korabbi, listaszerlien ejtett szavak vizsgalatabol
szarmazokhoz hasonlitva a kutatok — egyebek mellett — arra kovetkeztettek, hogy
a spontan beszélgetésben ejtett maganhangzok megvalosulasai a két paraméter
mentén szamolt atlagértékekben redukaltabbnak tiintek a spontan beszélgetésben,
illetve ugyanitt nagyobb valtozatossaggal is jelentkeztek. A kutatas
koriilményeibdl ugyanakkor természetszertien kovetkezik, hogy a két 6sszevetett
adathalmaz esetében sem a vizsgalt anyag, sem a besz¢éldk, sem az elemzések
moddszertana nem egyezett vagy illeszkedett egymashoz tokéletesen, igy a
kovetkeztetések inkabb iranymutatoként kezelhetok tovabbi kutatasi irdnyok
tervezeésében.

Wang (2019) szavak ¢€s egy szoveg felolvasdsat, valamint egy spontan
beszélgetést (interjut), pontosabban az ezekben eléforduldé maganhangzokat
hasonlitotta 6ssze 20 kinai anyanyelvli nd angol nyelvii beszédprodukcidjaban. A
11 vizsgalt magadnhangz6 a harom kondicidban nem kontrollalt (és sejthetden nem
azonos) kornyezetekben fordult eld; az elemzésbe a vokalis-iddtartamokat és az
elsd két formans frekvenciaértékét vontak be a szerzok. Az eredmények szerint a
sz6lista felolvasasakor hosszabb beszédhangokat ejtettek a besz€ldk, mint a masik
két megszolalasi formdban, mig azok egymastol nem kiilonboztek. A
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maganhangzok elhelyezkedése az akusztikai maganhangzdtérben, illetve az
ezekbdl kirajzolddd6 magénhangzotér azonban nem tért el a beszédstilusok
mentén, azaz a maganhangzok nem kiiloniiltek el jobban vagy kevésbé az egyik
beszédstilusban, mint a masik(ak)ban — bar az egyes maganhangzok szorodasa
eltért egymastol a harom beszédstilusban egyiittesen tekintve az adatokat. A
magyar nyelvre vonatkoz6an harom olyan vizsgalatrol szamolhatunk be, amelyek
a spontan beszéd ¢€s a felolvasas kozotti kiilonbségek feltarasahoz kézvetlenebbiil
kapcsolodnak.

Graczi és Horvath (2010) tanulmanyukban a maganhangzok realizécidjat
vizsgaltak spontan beszédben. Egy 9848 maganhangzobol allo korpusz vizsgalata
soran megallapitottak a vizsgalt vokalisok els6 és masodik formansanak értékeit,
majd 0sszehasonlitottdk ezeket a nyelv vizszintes helyzetével osszefliggd elolség,
a nyelv fliggdleges helyzetével Osszefliggd nyelvallasfok/nyiltsag, illetve az
ajakmilkodés ¢és a nyelvi hosszisag fonologiai kategéridi alapjan. A
nyelvallasfok/nyiltsdg esetében az F;, az eldlség és az ajakmiikodés esetében
pedig az F, értékét elemezték a szerzok (ezek kozott talalni ugyanis szorosabb
Osszefiiggéseket, vo. Stevens, 1998; Deme, 2016). Az eredmények szerint a
formansok frekvenciaértékei nagyban atfedtek az egyes kategoridk kozott, azaz a
maganhangzo-megvalosulasok minden egyes relevans csoportja kozott (pl. az elol
¢s hatul képzett vagy a kerekitéses és kerekitetlen maganhangzok kozott). Az
adatok alapjan a szerzok megallapitottdk, hogy a spontan beszédben a hatul
képzett maganhangzok gyakran realizalodtak (akusztikai értelemben) a vartnal
elérébb (azaz magasabb F,-értékkel), mig a hatul képzett maganhangzok F,-je
gyakran a palatalisok tartomanyaban realizalodott, ami eldrébb képzettséget
sejtet. A fentebb emlitett atfedések kisebb mértékiinek latszottak ugyanakkor a
fonoldgiailag hosszit magéanhangzok esetében. A nyiltsag szerint a szerzok azt is
feljegyeztek, hogy még a legsz€lsdségesebb felsd ¢és legalsdé nyelvallast
kategoridk is mutattak atfedést.

Markd, Gréaczi ¢s Bona (2009) a zongésségi hasonulds megvalosuldsat
vizsgaltak spontdn beszédben és felolvasasban. A szerzdk itt expliciten azt
feltételeztek, hogy az eltérd tervezési folyamatok miatt a hasonulasok
realizacidiban is eltérést talalni a beszédstilusok kozott, €s ilyen modon a spontan
beszéd a Lindblom (1990) H&H elméletében alulartikulaltnak nevezett beszédhez
all kozelebb, mig a felolvasas inkdbb a tulartikulalt beszédstilusok csoportjaba
tartozik. Az eredmények alapjan gy tlint, hogy olvasas soran az értelmi tagolas
megvalositasara tett erdfeszitések tobb esetben is feliilirtdk a zongésségi
hasonulas szabalyait (azaz megfigyelhetd volt, hogy nem egyszer nem jatszddott
le a hasonulas ebben a beszédstilusban, €s ,,betliejtettek™ a besz¢éldk), mig spontan
beszédben gyakran szilinet jelent meg a vizsgalt massalhangzok kozott, ami
ugyancsak gatolta a hasonulast. A spontan beszédben a sziinetek megjelenését a
beszédtervezésre vezették vissza a szerzOk (amihez a sziinetek id6t biztositanak).
A fentiek alapjan Marko és munkatéarsainak (2009) kiinduld hipotézisét, mely
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szerint a spontan beszéd alulartikulaltabb, mint a felolvasas, a vizsgalat
eredményei aldtdmasztani latszottak. A szerzdk arra kovetkeztetettek, hogy a
spontan beszédben a spontdn beszéd egyes tipusai az alulartikuldlt beszéd
kiilonb6zd (és adott esetben kiilonbozd fokban alulartikulalt) megjelenései
(Marko et al., 2009).

Végezetiil Deme, Graczi, Horvath és Markd (2011) a spontan beszédben ¢€s
felolvasasban megvalosuldé maganhangzokat hasonlitottdk 0Ossze akusztikai
szerkezetiik szerint. A szerzok kutatasukban arra a kérdésre keresték a valaszt,
hogy taldlhatok-e kiilonbségek a spontan beszédbeli ¢s felolvasasbeli
maganhangzo-realizaciok kozott, tovabba arra, hogy (Markd et al., 2009
kovetkeztetéseinek €rtelmében) a tul- €s alulartikulaltsdg kontinuuma valoban
megfeleltethetd-e a spontaneitas/tervezettseég kontinuumanak. Ilyen értelemben
ez a tanulmany a jelen kutatds kozvetlen el6zménye. Deme €s munkatarsai (2011)
vizsgaltdk a vokalisok formansstrukturajat €s idOtartamat, és elemezték a
beszédhangejtésben tapasztalhatd eltéréseket a két beszédstilusban, valamint az
egyes, fonologiailag elkiilonitheté maganhangzdcsoportok kozotti kontrasztokat,
azaz a maganhangzok elkiilonithetdségét automatikus osztalyozo segitségével. A
szerzOk a maganhangok formansstruktardjaban eltérést fedeztek fel az /o, a, €, e,
1,1/ és /y:/ hangok esetében a két beszédstilus kozott. A hangok fizikai idétartama
tulnyomo tobbségeben tiikrozte fonologiai hossziisagukat, €s (elsésorban a rovid
maganhangzok esetében) a felolvasasban hosszabb megvaldsulasokat talaltak a
szerzOk, mint a spontdn beszédben. A fiiggdleges és vizszintes nyelvhelyzet,
illetve az ajakmiikodés fonologiai kategoridi szerint azonban az automatikus
osztalyozd segitségével ugyanolyan mértékii eltéréseket talaltak mindket
beszédstilusban. Ez pedig azt jelenti, hogy annak ellenére, hogy a maganhangzok
eltérni latszottak a spontan beszédben és a felolvasasban, az egyes kontrasztok
nagyon hasonldan alakultak ezekben, azaz a megfeleld akusztikus sajatossagok
ugyanolyan mértékben latszottak elkiiloniteni a kontraszt parjait egymastol.
Ennélfogva a szerzOk végiil arra kovetkeztettek, hogy a magédnhangzo-realizacidk
Iényegében nem tértek el a két beszédstilusban, mar ami a koztiik 1€vé kontrasztot
illeti (Lindblom, 1990 elméletére utalva). igy Deme és munkatarsainak (2011)
eredményei végeredményben arra utalnak — Markd és munkatarsainak (2009)
kovetkeztetéseivel ellentétben —, hogy a spontin beszéd és a felolvasas
szembenallasa nem feleltethetd meg a tul-, illetve alulartikulaltsag dimenzidjanak.

1.4 A jelen kutatasi célja és kérdése

A jelen tanulmanyban harom magyar maganhangzonak, az /i:/-nek, /u/-nak €s az
/a:/-nak hasonlitjuk 6ssze harom meghatarozé akusztikai tulajdonsagat félspontan
beszédben és felolvasasban: az elsd €s masodik forméansok frekvencidjat (Fi, F,),
valamint az idOtartamot. Azt a kérdést igyeksziink megvalaszolni, hogy
akusztikailag valoban jobban megformaltak-e a maganhangzok a felolvasasban,
mint a félspontan beszédben (és kozvetve a spontdn beszédben). A kutatasunk
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kiindulopontjat Markd ¢és munkatarsainak (2009), valamint Deme ¢€s
munkatarsainak (2011) eredményei képezik, melyek a feltett kérdésre latszolag
ellentmond¢ valaszokat adnak.

A két beszédstilus vizsgalatanak egyik szempontja a vizsgalt maganhangzdok
id6tartama volt. Lindblom H&H elmélete alapjan arra szédmitottunk, hogy a
felolvasasban mért iddétartamok az alaposabb megformaltsdg €és az ehhez
sziikséges nagyobb iddtartam miatt atlagosan nagyobbak, mint a félspontan
beszédben. E mellett a H&H elmélet alapjan, illetve a korabbi vizsgalatok
eredményei alapjan azt feltételeztiik, hogy a felolvasasban tulartikulaltabbak a
maganhangzok, mint a félspontan beszédben, ami szélsOségesebb
(periferikusabb) poziciokat jelent az F;, és F, mentén felvett akusztikai
maganhangzotérben.

2 Modszerek

A kisérletben 10 magyar anyanyelvi, 20 és 21 év kozotti no1 beszEld vett részt.
Sajat bevallasuk szerint mindannyian éphallok, ép beszédiiek és egészségesek
voltak a felvételek készitésekor.

A kisérletben harom magyar maganhangzot vizsgaltunk, melyek a magyar
maganhangzok rendszerében egymadastél a legtavolabb helyezkednek el
artikulacids és akusztikai tekintetben is: a kozépen képzett, legalsd nyelvallasu,
illabialis, nyilt és hosszu /a:/-t, a hatul képzett, felsé nyelvallasu, labialis, zart és
rovid /u/-t, valamit a hatul képzett, fels6 nyelvallast, illabidlis, zart €s hosszu /i:/-
t. A maganhangzok kivalasztasanak legfOobb szempontja a képzésiikben
tapasztalhato kiilonbség volt. Mivel ezek az egymastol legmesszebb elhelyezkedd
vokalisok a magyarban, jol reprezentaljak a maganhangzotér kiterjedését, illetve
megmutatjdk a  maximalis  mindségbeli  kontrasztot a  magyar
maganhangzorendszerben. Lathatd ugyanakkor, hogy a vizsgalt maganhangzok
fonolodgiai hossziisdga nem egyezik. Ennek az az oka, hogy a lentebb részletezett,
jol kontrollalt kontextusban a hosszu-rovid parok itt megadott tagjaival volt
lehetséges egymastol nem jelentésen eltérd gyakorisagu és nem tal ritka
eléfordulésu szdalakokat talalni.

A célmaginhangzokat CVCVCVCVC szerkezetli magyar szavak masodik,
tehat hangstlytalan szotagjaban, nem szovégi helyzetben vizsgaltuk. A célhangok
tehat elméletileg semmilyen szempontbol nem szerepeltek ,.erdsitett” vagy
kiemelt helyzetben — hangsulyos szotagban, illetve a frazis végén ugyanis tudhato,
hogy a maganhangzok hosszabbak, illetve mindségiikben is eltérok lehetnek a
hangsulytalan, illetve nem frazisvégi helyzetiieckhez képest (vo. Kohari, 2018;
Marko6 et al.,, 2018; Deme et al., 2019b; 2021; megjelendben). A vizsgalt
maganhangzokat a kornyezd massalhangzok szempontjabol is kontrollaltuk:
minden maganhangzot minden esetben két, azonos képzési helyli, alveolaris
massalhangzd (/n t s 1/ vagy /1/) zart kozre (szisztematikusan, tehat pl. egy
felolvasott szit /si:t/ szotaghoz mindig tartozott egy megfeleld szit /si:t/ vagy rit

106



Buza AKOS — DEME ANDREA

/ri:s/ vagy nir /ni:r/ stb. szdtag a félspontan beszédben) azért, mert ismeretes, hogy
a képzési hely befolyasolja a szomszédos maganhangz6 megvalositasat. Az igy
eldallitott célszavakra az 1. tdblazatban lathatok példak.

A célmaganhangzokat tartalmazo szavakat mind felolvasasban, mind
félspontan beszédben megvizsgaltuk. A félspontan beszéd iranyitott el0hivasat a
kovetkezd feladattal végeztiik. A kisérletben résztvevok azt a feladatot kaptak,
hogy egy diasoron plusz ,,(+)” jelekkel Osszekapcsolt szotoveket dsszeolvasva
alkossanak mondatokat — a mondatok létrehozdsat a kontextust megteremtd,
tovabba a mondat jelentésénének érzékeltetését szolgalo képekkel segitettiik (1.
abra). Ezzel a modszerrel sikeriilt ugy eldhivatnunk a résztvevOkkel az adott
maganhangz6 vizsgalatat szolgald szavakat, hogy bar a végeredmeényiil el6alld
mondat minden besz€ld esetében azonos volt, a kisérleti személyek maguk
alkottak meg a szoveget.

1. tablazat. Példak az /i:/, /a:/ és /u/ hang vizsgalatahoz hasznalt példamondatokra a két beszédstilus és
a massalhangz6-kontextus tiikkrében (a célszavakat félkdvérrel, a célmaganhangzot pedig alahtizassal
jeloltiik; a félspontan beszéd esetében a kivetitett szoveget, illetve az elicitalt mondatot is megadtuk)

Célhang Beszéd- Massalhangz6-  Példamondatok, illetve a képernyodre vetitett
stilus kontextus szovegek
félspontan  /r/_/t/ A kivetitett szoveg: 4 pincér(tobbesszam) + egy +
asztal + terit
fi:/ Az elicitalt mondat: 4 pincérek egy asztalt
teritenek.
felolvasas  /r/_/t/ Ponyvat teritenek az autora, hogy megvédjék.
félspontan  /n/_/l/ A kivetitett szoveg: A né + megnéz +
] kinalat(targyeset)
faf Az elicitalt mondat: 4 né megnézi a kindlatot.
felolvasas  /t/_/r/ A hatdrozat értelmében mar a miénk a lakds
félspontan  /1/_/t/ A kivetitett szoveg: Nyar + mindig + hosszu +
delutan(tobbesszam)
u/ Az elicitalt mondat: Nydron mindig hosszuak a
délutanok.
felolvasas  /n/_/l/ A riporter megkérdezte a tanulokat is.

A masodik beszédfeladatban teljes, grammatikus magyar mondatokat olvastak
fel a kisérleti személyek (1. tablazat, 2. dbra). Ezekben a mondatokban azonos
alakban jelentek meg a vizsgalt szavak, mint a kisérlet els6 felében a félspontan
modon megalkotott mondatokban. A levetitett mondatokhoz itt is képeket
rendeltiink a konnyebb értelmezhetdség érdekében.

A félspontan beszéd felvétele minden résztvevd esetében megeldzte a
felolvasast, hiszen a vizsgalt szavak megegyeztek a kisérlet két részében. Igy a
célszavakkal a vizsgalt formajukban a félspontan beszédben talalkoztak elészor a
résztvevOk, ami biztositotta a koriilményekhez képest legnagyobb fokban
tervezetlen megszolalést.
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Az 0sszes ingert kétszeri ismétlésben rogzitettiik minden kisérleti személlyel.
[gy kisérleti személyenként (3 maganhangzd x 3 példaszo és mondat x 2 ismétlés
x 2 beszédstilus =) 36 tokent, 0sszesen pedig (36 token x 10 kisérleti személy =)
360 realizaciot vizsgaltunk a kisérletben.

A felvételek az ELTE Fonetikai tanszékén, csendesitett szobaban késziiltek. Az
akusztikai jelet az MTA-ELTE Lendilet Lingvalis Artikulaci6 Kutatocsoport
eszkozeivel készitettiik: egy fejre rogzitett omnidirekciondlis kondenzatoros
mikrofonnal és kiilsé hangkartyaval 44,1 kHz-en és 16 biten digitalizélva.

A célmagéanhangzokat az anyagban a Praat programban (Boersma—Weenink
2019) keézzel cimkeéztiik. A maganhangzok elejét és végét a masodik formans
megjelenése ¢s eltlinése szerint jeloltilk. Manualisan mértiik a célhangok elsd és
masodik formansat a maganhangzo6 1ddbeli kozéppontjaban. Sziikség esetén (a
pontos mérés érdekében) a méréshez a bedllitdsokat beszélonként, de akar
tokenenként is valtoztattuk. Az idétartamot automatikusan nyertiik ki a cimkesor
alapjan. A formdnsokat a hangszin szamszeriisitésére, az idGtartamot pedig az
ejtés idOtartamanak vizsgalatara hasznaltuk.

2. abra. A felolvasasra hasznalt bemutatasok egyike,
melyben az/i:/ célhang a /ri:t/ hangsorban szerepel

Ponyvat teritenek az autora, hogy megvédjék.
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A statisztikai elemzések az R programban (R Core Team, 2018) késziiltek az
Ime4 csomag (Bates et al., 2015) segitségével. A p- és F-értékeket Satterthwaite-
approximacio segitségével nyertiik, amely az ImerTest csomagban (Kuznetsova
et al. 2017) elérhetd. A fiiggd valtozokra (iddtartam, F,, F,) kiilon-kiilon
illesztettiink modellt (Osszesen tehat harmat), melyekben minden esetben a
BESZEDHANG (/a:/, /i:/ vagy /u/) és BESZEDSTILUS (félspontan beszéd vagy
felolvasas) valtozok hatésat teszteltiik (interakcidban is). A modellekben random
hatasként (interceptként/metszéspontként, illetve meredekségként) felvettiik a
besz¢él6t, valamint random meredekségként a két tesztelt faktort, de csak akkor,
ha ezek szignifikansan noveltek a modell prediktiv erején (az anova fliggvény ¢és
az AIC informacios kritérium alapjan). A paros 0sszevetéseket (Tukey-féle post
hoc teszt) az Ismeans csomagban elérhetd fiiggvényekkel végeztiik (Lenth, 2016).

3. Eredmények

3.1. A vizsgalt maganhangzok osszesitett adatai a beszédstilusok
fiiggvényében

Legel0szor a harom maganhangz6 tulajdonsagait egylittesen elemeztiik a két
beszédstilus 0sszehasonlitasaban.

A keét beszédstilus vizsgalatanak egyik szempontja a vizsgalt maganhangzok
iddtartama volt. Lindblom H&H elmélete alapjan arra szamitottunk, hogy a
felolvasasban mért iddtartamok d4tlagosan nagyobbak, mint a félspontan
beszédben. Az altalunk mért idétartamok atlaga alapjan valoban megéallapithato
volt egy kozel 10 ms-os, tehat csekély mértékll kiilonbség a két beszédstilus
kozott, de meglepd moédon a félspontdn beszéd maganhangzoi bizonyultak
hosszabbnak (id6tartamygispontan beszed = 74+35 ms; 1dotartamyeiotvasas = 65126 ms). A
statisztikai elemzés szerint az idOtartamra a BESZEDHANG &s BESZEDSTILUS
valtozok interakcidban hatottak (F(2, 348) = 10,24; p < 0,05), ami a post hoc
elemzés szerint arra vezethetd vissza, hogy a két beszédstilusban az /a:/
megvalosulasai eltértek egymastdl (p < 0,05) ennek a paraméternek a mentén
(idétartam/a:/, félspontan beszéd = 112 ms; idéjtartan’l/a:/, felolvasas = 92 ms; ami mintegy
20 ms eltérés) (3. abra). A masik két maganhangzé esetében azonban lényegében
nem talaltunk kiilonbséget (az /i:/ esetében 1 ms, az /u/ esetében 3 ms eltérést
mértiink). A két beszédstilus kozott mért idOtartambeli kiilonbség tehat az /a/
hangok megvaldsulasai kozott mérhetd eltérésnek volt koszonhetd.
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3. abra. A harom maganhangz¢ idGtartama a beszédstilus szerint (atlag és szoras)
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Ez utan megvizsgaltuk a harom maganhangzo els6 két formansanak
frekvenciaértékeét is. Lindblom H&H elmélete (Lindblom, 1990), illetve a korabbi
vizsgalatok eredményei alapjan lehetségesnek tartottuk, hogy a felolvasasban
tulartikulaltabbak a maganhangzok, mint a félspontan beszédben. Ez az akusztikai
szerkezetet illetden azt jelenten€, hogy az /i/ és /u/ esetében az F; értekei
magasabbak, az /a:/ esetében pedig alacsonyabbak a felolvasasban, mint a
félspontan beszédben, hiszen — rendre — az /i:/ és /u/ zartabb, az /a:/ pedig nyiltabb
ebben a beszédstilusban.

Az Osszesitett adatokban nem figyeltiink meg szadmottevd eltérést a két
beszédstilus elsd formansainak értékei kozott: az eltérés mindosszesen 11 Hz volt
(F1 féispontan beszed = 3391209 Hz; Fi felolvasss = 550+£182 Hz). Ennek az egyik oka
éppen az lehet, hogy a zart és nyilt maganhangzok esetében varhato ellentétes
tendencidk kiatlagolodtak az dsszesitett adatokban. A statisztikai elemzés szerint
azonban nem ez a helyzet. Hasonl6an a korabbiakhoz az F,; fiiggd valtozot a
BESZEDHANG ¢€s BESZEDSTILUS szignifikans interakcioban befolyéasolta ugy, hogy
mindkét féhatds ugyancsak szignifikdnsnak mutatkozott (F(2, 347) = 5,30; p <
0,05). Az eldbbi fohatas megjelenése vart eredmény, €s azt mutatja, hogy a
maganhangzok eltérd mindségiiek (hangszintiek). Utobbi pedig arra utalna, hogy
a beszédhangok eltérnek a beszédstilus mentén. Azonban az, hogy nemcsak ezek
a féhatasok, hanem az interakcids hatas is szignifikans, valojaban azt jelenti, hogy
az egyik valtoz6 (BESZEDSTILUS) a masik (BESZEDHANG) szintjeinek mentén
eltérden hatott, tehat nem minden maganhangzé esetében tért el a beszédhangok
mindsége a két beszédstilusban — ami egybevag(hatna) a varakozasokkal. A post
hoc elemzések ugyanakkor azt mutattak, hogy a korabbiakhoz képest itt is csak
az /i) megvaldsulasaiban talalni eltérést (p < 0,05) (F1yi, fispontan beszea = 378 Hz;
Fli/ feolvasass = 436 Hz; tehat az eltérés atlagosan 58 Hz), a masik két
beszédhangban nem (az eltérés az /a:/ esetében atlagosan 4 Hz, az /u/ esetében
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8 Hz volt a beszédstilusok kozott). Raadasul az /i:/-ben is a feltételezésiinkkel
ellentétes tendenciat talaltunk: a felolvasasban nem periferikusabban, azaz
zéartabban, hanem nyiltabban/alacsonyabb nyelvallassal (magasabb F;-gyel)
valosultak meg az /i:/-k, mint a félspontan beszédben (4. dbra).

Az F, 0sszesitett adataiban csakigy, mint az F, esetében, nem talaltunk jelentds
kiilonbségeket a beszédstilusok kozott (F sispontan beszed = 1847536 Hz; F) feiotvasas
= 1829+547 Hz), az eltérés minddsszesen 18 Hz volt. Itt arra szamithattunk, hogy
az /i elérébb, azaz magasabb F,-vel az /u/ pedig hatrébb, alacsonyabb F»-vel
valosul meg akkor, ha tulartikulalt (azaz periferikusabb), amely tendencidk
szintén kiatlagolodhatnak. A statisztikai elemzés — a BESZEDHANG tényezd
bevonasaval — azonban itt sem erdsitette meg a varakozasokat: azt talaltuk, hogy
a BESZEDSTiLUSnak nem volt szignifikdns hatdsa az adatokra, pusztan a
BESZEDHANG-nak (F(2, 347) = 5,30; p < 0,05) (ami a beszédhangok eltérd
mindségeébdl kovetkezd, fentebb az F, kapcsan is emlitett trivialitds) (5. abra). A
fentiek szerint talalt — a statisztikai elemzés alapjan tehat Iényegében nem relevans
— kiilonbségek a kovetkezdképpen alakultak: /i:/ 112 Hz (a félspontan beszédben
mértiink magasabb értéket); /a;/: 22 Hz (a felolvasasban mértiink magasabb
értéket); /u/: 8 Hz (a felolvasdsban mértiink magasabb értéket).

4. dbra. A harom maganhangz6 els6 formansa a beszédstilus szerint (atlag és szoras)
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A kutatas legfobb kérdése az, hogy akusztikailag jobban megformaltak,
tulartikulaltak-e a felolvasasban 1év6 beszédhangok, mint a félspontan beszédben.
Ez az els6 és masodik formdnsok 4tlaganak egyiittes 4brazoldsaval jol
érzékeltethetd, ugyanis ez az in. maganhangzotér az a tartomany, melyben az /a:/,
/i:/ és /u/ szélsdséges poziciokat elfoglalva mintegy koriilrajzolja a besz¢ldk altal
kihasznalt akusztikai teret, ¢és ahol a tulartikulaltsdg periferikusabb,
sz¢élsOségesebb pozicidkat jelent. Raadasul akkor, ha az é&bran a szorast is
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szerepeltetjiik, az egyes beszédhang-kategoriak valtozatossaga és elkiiloniilése is
jol lathatd. Az adatokat ilyen mddon abrézoltuk a 6. abran.

5. abra. A harom maganhangzé masodik forménsa a beszédstilus szerint (atlag €s szoras)
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A 6. abrarol leolvashato, hogy az /a:/ ¢€s /u/ megvalosuldsai a két
beszédstilusban kozel azonos atlagértékekkel és erds atfedésben valosultak meg a
kategoriakon beliil. Ezzel ellentétben azonban az /i:/-ben nagyobb kiilonbségek
figyelhetOk meg a kategorian beliil, de a beszédstilusok kozott: ahogyan azt mar
emlitettiik, itt az akusztikai nyiltsagban a varakozéssal ellentétben a félspontan
beszédben taldltunk sz€élséségesebb, tulartikulaltabb, azaz zartabb (inkdbb az abra
teteje felé elhelyezkedd) megvaldsulasokat. Ezzel szemben az akusztikai
palatalizaltsdgban — el6l képzettségben — nem szamottevéek az egyébként a
varakozasokkal egyezd tendencidk, tehat az, hogy a grafikon bal oldala felé
helyezkedik el a felolvasasban mért adatok atlaga a félspontan beszédhez képest.
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6. abra. A harom maganhangz¢6 az akusztikai maganhangzotérben (atlag €s szoras)
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3.2. A vizsgalt maganhangzok adatai kisérleti személyenként

Az adatelemzés masodik szakaszaban az egyes kisérleti személyekre lebontva is
megvizsgaltuk a kinyert adatokat azért, hogy megallapitsuk mennyiben voltak
egységesek a beszeloi stratégiak a kétféle beszédstilus kozti kiilonbségeket
illetéen (7-9. abra).

Az idGtartam adataiban (7. abra) csak az /a:/-ban talaltunk eltérést gy, hogy a
félspontan beszédben jelentek meg hosszabb maganhangzok. Erdekes latni, hogy
bar tiz kisérleti személybdl kilenc esetében ezt a tendenciat figyeltiik meg, egy
esetben a varakozasokkal egyezd, bar valojaban csekély mértékii kiilonbséget
mutatd tendencidk is megjelentek. A 7. kisérleti személy esetében ugyanis
hosszabb atlagos idétartamot mértiink felolvasasban (111 ms), mint félspontan
beszédben (109 ms). Bar nagyatlagban nem mutatott jelentds eltérést, egyes
beszelok esetében az /i:/ 1s jelentdsen hosszabban valosult meg az egyik
beszédstilusban, mint a masikban: az ejtés tartama hosszabb volt a félspontan
beszédben, mint felolvasasban az 1. kisérleti személy (67 ms vs. 43 ms; az eltéres:
24 ms), illetve a 9. kisérleti személy (73 ms vs. 59 ms; az eltérés: 14 ms) esetében.
Hosszabbnak mutatkozott tovabba az /u/ a felolvasdsban, mint a félspontan
beszédben példaul a 6. és 10. beszEld ejtésében (a kiilonbség rendre 39 €s 54 ms
volt).
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7. abra. Az egyes kisérleti személyek maganhangzoinak id6étartama a két beszédstilusban
(atlag és szoras)
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Az F, esetében az Osszesitésben csak az /i:/-ben taldltunk eltérést: a
felolvasasban magasabb volt ez az érték, azaz akusztikailag nyiltabban valosultak
meg a hangzok. Az egyéni adatok (8. &bra) hozzdvetdlegesen ezt a képet
tiikkrozték, bar kiemelhetd, hogy példaul a 9. és 10. besz¢éld az /a:/-k esetében is
nagyobb eltéréseket produkalt ugy, hogy mig a 9. a felolvasasban akusztikailag
nyiltabb (Fi fispontan beszed = 565 VS. Fi feloivasss = 764 Hz), a 10. a felolvasasban
akusztikailag zartabb (F fispontan beszed = 837 Hz vs. Fi fetolvasas =731 Hz) /a:/-kat
ejtett, mint a masik beszédstilusban.

Végiil a masodik formans értékeit is megvizsgaltuk személyekre bontva (9.
abra). Az Osszesités itt azt mutatta, hogy a BESZEDSTILUS nem befolyasolja az
adatok alakuldsat. Ehhez képest az egyéni trendekben latni eltéréseket, kiilondsen
az1.,2.,6.,9.és 10. beszélo esetében. Az 1., 6. és 10. besz¢lo /u/-inak akusztikai
megvalositasa felolvasasban palatalisabb volt, azaz a nem vart mddon
centralizaltabb (FZ félspontan beszéd, KSz1 = 1346 Hz; F» felolvasas, KSz1 = 1673 Hz; F, félspontan
beszéd, KSz6 — 1427 HZ; F, felolvasas, KSz6 — 2590 HZ; F, félspontan beszéd, KSz10 = 1497 HZ; F,
felolvasas, KSz10 = 2328 Hz), a 2. és 9. besz€ld esetében az /i:/ felolvasadsban ugyancsak
centralizaltabbnak (hatrébb képzettnek) bizonyult (F» fispontan beszéd, ksz2 =2196 Hz;
F2 felolvasas, Ksz2 =1881 HZ; FZ félspontan beszéd, Ksz9 = 2575 HZ; FZ felolvasas, Ksz9 = 2036 HZ)
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8. abra. Az egyes kisérleti személyek maganhangzodinak elsé formansai a két beszédstilusban
(atlag és szoras)
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9. abra. Az egyes kisérleti személyek maganhangzdinak masodik formansai a két beszédstilusban
(atlag és szoras)
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4. Kovetkeztetések

A tanulmany a félspontan beszéd ¢és felolvasas kozotti kiillonbségeket vizsgalta
harom magéanhangzd, az /a:/, /i:/ és /u/ idGtartama, illetve elsé €és masodik
forménsanak frekvenciaértéke alapjan.

Iddtartamat tekintve csak az /a:/ esetében lattunk eltérést a beszédstilusok
kozott ugy, hogy ezek a maganhangzok a félspontdn beszédben hosszabban
valosultak meg, mint felolvasasban. Ez ellentmondhat a varakozasoknak, hiszen
a tulartikulacio, azaz a periferikusabb ejtés kivitelezése hosszabb tartamot
igényelne. Az eredmény alapjan feltételezhetd, hogy félspontdn beszédben
valamilyen mértékben lassabb lehetett a beszelok artikulacios tempoja (vo. pl.
Cucchiarini et al., 2002; Varadi, 2010; de pl. Bona, 2011 ennek a feltevésnek
ellentmond¢ adatokkal is szolgal), ami kdvetkezhetett a feladat jellegébdl, hiszen
a kisérlet komplex tervezesi feladat ele allitotta az adatkozlOket, és a nagyobb
mentalis erdfeszités, ami lassithatta az artikulacios tempot.

Az F, frekvenciaértéke ugyancsak kizardlag az /i:/ esetében mutatott eltérést a
beszédstilusok kozott, rdadasul ugy, hogy a felolvasdsban magasabb értékeket
kaptunk. Ez azt jelenti, hogy az /i:/ a varakozadsokkal ellentétes mddon a
félspontan beszédben valdsult meg periférikusabban, tehat ebben a
beszédstilusban allt kozelebb a tdlartikuldlt stilushoz, mig a felolvasadsban
nyiltabb volt az ejtése ennél.

Végezetill az F, frekvenciaértéke 1ényegében egyezett a két beszédstilusban.

Az eredmények alapjan a kiindul6 kérdésre (az anyag és az adatok korlatait
figyelembe véve) az a valaszt adhato, hogy ha van is a tul- és alulartikulaltsag,
illetve a tervezettség dimenzid kozott megfelelés, az nem egyértelmii, €s nem
lehet feltétlennek tekinteni, hiszen a magyar nyelv harom szélsdséges
maganhangzo-mindségeét vizsgalva nem volt tapasztalhatdo ilyen jellegli
osszefliggés. Az emlitett korlatok miatt azonban a kérdés tovabbi vizsgalat targya
lehet: megfontolando, miként tagithato a tervezettség dimenzidinak a hangzasban
(és kifejezetten a beszéd szegmentalis vetiiletében) megjelend sajatossagainak
vizsgélata. Zarasképpen ezekrdl, az eredmények alakuldasdhoz feltehetéen
hozzajarulo fentebb emlitett korlatokrol, illetve a tovabbi lehetdségekrdl ejtiink
szot.

Az itt félspontan beszédként vizsgalt irdnyitott megszolalasi mod bizonyos
tekintetben biztos, hogy nem meriti ki a spontan beszéd fogalmat, hiszen a jelen
vizsgalatban a nyelvi formak részben adottak voltak a beszélok szamara. Ez pedig
okozhatta azt, hogy ezekre a mar adott (szé)elemekre a beszélok nagyobb
figyelmet forditottak a meghangositasban annal, mint amit a teljesen tervezetlen
megszolalasban varhatnank. Masként megfogalmazva feltehetd, hogy az itt
félspontan beszédkeént vizsgalt beszédstilusban a tervezés a mentalis er6forrasokat
kisebb mértékben vonta el, mint akkor tette volna, ha a lexémak (azaz a szavak
hangz6i formainak reprezentdcioi) nem, csak a lemmak (azaz a szdjelentések
hangalak nélkiili reprezentdcioi) adottak a kozlésben (Warren, 2021), és a
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hangalak eldhivésa is a feladat része. Ez valosziniileg ahhoz a beszédstilushoz is
kozelebb all, amit a szakirodalomban spontdn beszédként hivatkoznak, bar
megjegyzendd, hogy ez a kérdés nem teljesen egyértelmii, hiszen altalaban
kevéssé specifikaltak az egyes beszédstilus-kategoriak a tervezés egyes pontos
részfolyamatait €s azok aktivitasat illetéen.

Az itt felvetett probléma részben kikiiszobolhetd, ha olyan modszereket
hasznalunk az elicitadlasban, ahol a nyelvi forma nem, csak a jelentés jelenik meg
vizudlisan, példaul képi formaban. A f6 ok, ami miatt ugyanakkor a jelen
vizsgéalatban nem ezt az eljarast valasztottuk, az, hogy ez a modszer nagy teret
enged az asszociacioknak, enn¢lfogva konnyen eléfordulhat, hogy a résztvevok
nem az elicitalni kivant lexikai elemet aktivaljak és ejtik ki. Az itt hasznalt,
félspontannak tekintett beszéd hasznalata mellett ezen tulmenden azért is
dontottiink, mert ennek segitségével jol kontrollalt fonetikai kdrnyezetben tudtuk
vizsgalni a kérdéses hangokat, igy szdmos tényez6t kikiiszoboltiink az ejtési
valtozatossagbol, amik madasként elfedhették volna a beszédstilus hatasat.
Lehetséges lehet azonban a jovOben olyan moddszerek kidolgozasa, melyek
kizarélag képi ingerrel tdmogatott el6hivason alapulnak.

Ugy véljiik, hogy a kisérletiink eredményei a fentebb emlitett korlatok ellenére
1s ramutatnak arra, hogy a kozlések hangzasanak az ejtésbeli megformaltsag (és
az erre forditott erdfeszités) mentén feltételezheté skaldja nem tekinthetd
azonosnak a beszéd tervezettsége, illetve a tervezés ¢€s meghangositas
egyidejlisége mentén felallithatd dimenzidval. Ez az eredmény pedig hozzajarul
a beszédhangzas kialakitdsat befolyasold tényezdkrdl alkotott ismereteink
mélyebb megértéshez.
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Angol és német nyelv és nyelvtanar szakos hallgatok
szotarhasznalati szokasainak és a szotarhasznalat oktatasahoz
kapcsolodo attitiidjeinek modellezése

EFL and GFL graduates’ and teachers’ dictionary use habits and attitudes towards dictionary use: A
model

Dictionaries accompany the foreign language learning process from an early stage, yet both dictionaries
and the teaching of dictionary use are only marginally present in foreign language classes. This paper
collected quantitative data through a questionnaire (N=197) to investigate graduates' attitudes (in
English and German BA programs and teacher training programmes at a Hungarian university) towards
dictionaries and dictionary use instruction. This study was conducted to explore the relationships
between the different variables involved in the study. The results show that several variables affect
willingness to pay for dictionaries, use various search functions of digital dictionaries, and practice
conscious dictionary use in the classroom. Our results highlight the need to emphasise the need for
dictionary use instruction in foreign language classrooms in teacher education, as this may increase
foreign language teachers’ positive attitudes towards dictionary use instruction.

Keywords: dictionary use habits, foreign language teachers, foreign language learning, lexicography,
SEM model

1. Bevezetés

Az idegennyelv-oktatas rendkiviil 0sszetett tevékenység, ahol nagy sziikség van
szakmai ¢és technikai ismeretekre egyarant, illetve az is fontos, hogy a tanulok
elsajatitsdk a hatékony oktatast tdmogatd, modern oktatisi segédeszkozok
hasznélatat. A szotar (legyen az egy- vagy kétnyelvil), az idegennyelv-elsajatitas
szinte minden fazisaban hatékony tanitasi €s tanulasi segédeszkozként van jelen,
az oktatasban mégis gyakran mell6zik a hasznélatat. A nyelvtanaroknak az 6nallo
tanulds tdmogatasa érdekében és a kiilonbozd tanulési stratégidk, modszerek
fejlesztéséhez folyamatosan érdemes bevonni szdtarakat az oktatdsi folyamatba,
hiszen a szotarak természetliikb6l kovetkezden atfogd oktatdsi kornyezetet
teremtenek; nemcsak a szavak jelentéseinek megkeresésére alkalmasak, hanem a
sz6 minden fontos nyelvi aspektusat bemutatjadk. Megerdsithetjiik Béjoint (1987:
104) allitasat, miszerint ,,a szdtar gyakori €s koriiltekintd hasznalata a nyelv
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ismeretének tokéletesebb elsajatitasdhoz vezet”. Tanulmanyunk arra vallalkozik,
hogy megvizsgalja az angol és német nyelv szakos, illetve nyelvtanar szakos
hallgatok szotarhasznélathoz, valamint a szotarhasznalat oktatdsahoz kapcsolddo
nézeteit, konkrétan a szotarakért torténd fizetési hajlanddsagot, a tudatos
szotarhasznalat gyakoroltatdsat a tandrakon, illetve a digitalis szotarak innovativ
funkcioinak hasznalatat. Az eredmények segitségével képet kaphatunk arrél, hogy
milyen gyakorlati elemeket lenne érdemes hangsulyozni az idegen nyelvi
felsOoktatasi képzések keretében a szdtarhasznalati kompetencidk fejlesztése
soran.

2. Elméleti hatter

Ugyan a szotarhasznalati kutatasok tobb mint szazéves multra tekintenek vissza
(ha Grinstead 1915-ben végzett kutatasat ide soroljuk), nagyrésziik mégis csak az
utobbi par évtizedre datalhato. Az 1990-es evek kortil figyelhettiik meg a szotarak
hasznalataval foglalkozo vizsgalatok szamanak novekedését. Az elemzeseken jol
megfigyelhetd, hogy az i1dd elteltével egyre finomodott a modszertani jelleg is.
Nemzetkozi felmérések gyakran kiemelték a szotdrhasznédlat és oktatdsanak
gyenge kapcsolatat, hangstlyozva a hianyossagokat (csak néhany elemzést
emlitve: Atkins & Varantola, 1997; Augustyn, 2013; Nesi & Haill, 2002). Knight
(2004) a szotarhasznalat oktatasdnak elmaradasat tobb dologgal is magyaréazza.
Ez egyrészrél indokolhatd a kommunikativ nyelvoktatas egyik {6 elvével,
miszerint a szavak és kifejezések megértésekor szotdrazas helyett a jelentést a
kontextusbol érdemes kitalalni. Masrészrol pedig az idegennyelv-oktatas sokszor
tanarkozpontl, igy a tanuldknak nem feltétleniil sziikséges szotart hasznélnia,
ugyanis a tanar sok esetben egyszerlien elmagyarazza a szavak, kifejezések
jelentesét.

Mindezen hianyossagok tudatdban az idegennyelv-tanuldk szdtarhasznalati
készségeire fokuszald tanulmanyok két f6 problémara hivtak fel a figyelmet:
egyrészt az idegennyelv-tanulok szotarhaszndlattal kapcsolatos készségeit
formalis keretek kozott (példaul nyelvordkon) csak ritkan fejlesztik (Hartmann,
1999; Nesi, 2013); emellett és ennek kovetkeztében a legtobben soha nem
tanuljdk meg hatékonyan haszndlni a szétirakat, referenciamiiveket, ez pedig
negativ hatassal lesz késébbi tanulmanyaikra (Chan, 2012; Hamouda, 2013; Nesi
& Haill, 2002). Ehhez kapcsoloddan Svensén (2009) kiemeli, hogy a nyelvtanulok
legtobbszor nem olvassak el a szotarak elején talalhaté tajékoztatd oldalakat, igy
nincsenek tisztaban azzal, hogy mit, hol keressenek benniik. A szotarak
bevezetdjében talalhatdo haszndlati utmutatd elolvasdsanak hianya (Atkins &
Varantola, 1997; Markus & Szo6llésy, 2006; Svensén, 2009), illetve a szdtarban
talalhatd6 informécidk értelmezésének nehézségei a mai napig problémat
jelentenek az idegennyelv-oktatasban (Deng, 2005; Lew & Galas, 2008; P.
Markus & Fajt, 2021). Erdemes lehet felhivni a tanarok figyelmét erre a
problémadra, hiszen ez is erdsitheti a szotarakért torténd — a kordbbi magyarorszagi
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kutatasok eredményei (Dring6-Horvath, 2017; Dring6-Horvath et al. 2020; Gaal,
2017) alapjan jellemzden alacsony — fizetési hajlandosagot.

Azokat a kutatdsokat is meg kell emliteniink pozitiv fejleményként, amelyek
bemutattak, hogy a nyelvtanuldk szotarhasznalati készségei tanorai gyakorlassal,
illetve kiilonboz6 képzésekkel konnyen fejleszthetdk, igy ezekre érdemes felhivni
a leendd nyelvtanarok figyelmét. Mddszertani szempontbol a szétarak tandrai
hasznalata szinesitheti, gazdagithatja a k6z6s munkat (Chi, 2003; Leaney, 2007;
Lew & Galas, 2008; P. Markus, 2020a, 2020b; Underhill, 1989), emellett
gyakoroltathatja, illetve tudatosithatja a nyelvtanulokban a helyes
szotarhasznalatot. Ez utobbi azért is nagyon fontos, mert ahogy arra Gaal (2020)
1s ramutat, a (helyes) szotarhasznalat kulcsfontossdgii kompetencia, hiszen mind
az idegen nyelvi érettségik, mind pedig a kiilonboz6 idegen nyelvi vizsgak soran
van lehetdség a szoétarhaszndlatra, igy érdemes azt mar a nyelvorakon eldre
gyakorolni, hogy a tanuldk ne a vizsgékon taladljadk el6szor szembe magukat a
szotarral. A gyakorld és leendd tanarokat tehat érdemes (lenne) felkésziteni erre
a feladatra, mivel felmérések is igazoljak, hogy tanari gyakorlatuk fejlesztése
érdekében szivesen részt vennének szotardidaktikai tanfolyamokon,
tovabbképzéseken, kiilondsen azt szeretnék megtanulni, hogyan lehet az online
szotarak €s alkalmazasok hasznalatat beépiteni a tanitasba (Nied Curcio, 2022; P.
Markus, megj. alatt).

A szdtarhasznalat tanithatosagaval kapcsolatban Nesi ¢€s Haill (2002) arra hivja
fel a figyelmet, hogy a szotarhasznalat és a szotarazas alapvetden maganyos
cselekvés, azaz a nyelvtanuldk inkabb egyéni munka keretein beliil hasznaljak a
szoOtarakat, igy maga a szotarazas €s annak a gyakorldsa a tanorai keretek kozott
folyo idegennyelv-oktatas sordn is csak marginalis szerepet kap. Ehhez
kapcsoléddan a szakirodalom ramutat arra, hogy sok esetben maguk a
nyelvtanarok sincsenek tisztaban a kiilonb6zd szotartipusok (pl. egy-, illetve
kétnyelvli szotarak) eldnyeivel és hatranyaival, holott a szotarvalasztdsban
rendkiviil nagy szerepiik van, hiszen a nyelvtanulok jellemzdéen olyan szotart
vasarolnak, amelyet (nyelv)tanaruk ajanlott nekik (P. Markus & Fajt, 2021; Ryu,
2006). A lexikografia és a szotdrhasznalat oktatasdnak fontossagat egyre tobb
egyetem ¢és tudomanyos miihely ismeri fel, és egyre tobb helyen oktatnak
lexikografiat magyar €s idegennyelv-szakokon (a t¢éméban bévebben lasd példaul:
Edry & Toth, 2022; Foéris, 2020; P. Markus, 2022). Azonban ahhoz, hogy a
jovoben egyre tobb tanar megfeleljen ezeknek az elvarasoknak, tovabb kell
erdsiteni a felsdoktatdsban az idegen nyelvi, valamint a nyelvtanarképzésben a
szotarhasznalattal kapcsolatos ismereteket. Ez utobbi azért is fontos még, mert
hazai kutatasok (Dring6-Horvath, 2017; Dring6-Horvath et al., 2020; Gaal, 2017)
eredményei alapjan nagyon alacsony a nyelvszakosok és a nyelvtanarok
szotarakért torténd fizetési hajlandosdga, pedig a hazai és a nemzetkozi
szotarpaletta folyamatosan boviil (pl. altaldnos, tanuldszétar, gyerekszotar,
szakszotar), kdvetve a valtozo piaci igényeket (Fajt, 2022).
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Az utobbi években az okoseszkozok és az internet térnyerésével a kutatdok
figyelme egyre inkabb az elektronikus és digitalis szotarak felé iranyult (Gaal,
2017; Lew, 2013; Topel, 2014), amely 0j utakat nyitott az idegennyelv-tanulassal
kapcsolatos felmérések terén. A hagyomanyos, papiralapu és a digitalis szotarak
0sszehasonlitdsara 6sszpontositod kutatasok egy része azt mutatja, hogy a digitalis
szotarak hasznalatakor jobb eredményeket értek el a tanulok a kiillonbozé
teszteken (Dziemianko, 2012; Laufer, 2000; Topel, 2014), mas vizsgélatok pedig
arrol szamoltak be, hogy a tanulok kozel azonos sikerrel oldottdk meg a
kiilonb6zo nyelvi teszteket fliggetleniil attol, hogy papiralapu vagy elektronikus
szotart hasznaltak (Chen, 2010; Dziemianko, 2012; Koyama & Takeuchi, 2003).
Ugyan a teszteredmények tekintetében a felmérések kozott nincs osszhang, azt
biztosan megallapithatjuk, hogy a digitalis szotarakban torténd keresés a
hagyomanyos, papiralapt szotarakhoz képest sokkal gyorsabb és kényelmesebb.
Feltéve persze, hogy a felhasznalé ismeri az ilyen tipusii szdétarak nyujtotta
kiilonbozd keresési lehetdségeket, modokat, valamint tudja szelektalni,
értelmezni a megtalalt informdcidohalmazt (Dring6-Horvath, 2011). A digitalis
szotarak egy masik fontos aspektusa, kiilonds tekintettel a mobil okoseszk6zokon
is hasznalhat6 szotarakra, hogy a felhasznalok barhol kényelmesen tudnak akar
offline szotarazni (Topel, 2014). Ezzel kapcsolatban Lew (2016) kiemeli, hogy a
nyelvtanulok ), digitilis generacidja (a Z-, illetve az Alfa-generacio) egyre
kevésbé hajlandd fizetni a szotarakeért, és résziikrdl elvards, hogy ingyenesen
férhessenek hozza a kiilonb6zd online szotarakhoz.

3. A kutatas céljai és modszerei

Vizsgalodasunk soran a fent emlitett elméleti és empirikus munkdkra
tamaszkodva kvantitativ, kérdoives formaban azt igyekeztiink megvizsgalni,
hogy mi hatarozza meg 1. a szotarakért torténd fizetési hajlandosagot, 2. a tudatos
szotarhasznalat gyakoroltatasat a tanorakon, 3. a digitalis szétarak innovativ
funkcidénak hasznalatat.

Mivel jelen kutatasunk angol és német nyelv szakos, illetve nyelvtanar szakos
hallgatok korében késziilt, igy az 6 szotarhasznalati szokasaik és attitlidjeik,
valamint a kiilonb6z0 valtozok ezekre gyakorolt hatasai betekintést engedhetnek
abba, milyen modon lehetne mar az idegen nyelvi alapképzés (BA), illetve a
nyelvtanarképzés soran novelni a szdtarakért torténd fizetési hajlanddsagot,
felhivni a figyelmet a tudatos szotarhasznalat tandrdkon torténd gyakoroltatasara,
valamint tobbféle gyakorlati szempontbol szemléltetni a digitalis szotarak
funkcidit. Amennyiben ezzel sikerrel jarunk, gy ezen felsdoktatasi képzésekrol
kikeriil6 hallgatok sajat szotarhasznalata is a magasabb tudatossag jegyében
torténne, illetve igy a tandr szakot végzett hallgatok sajat tanitasi gyakorlatukba
1s jobban be tudndk épiteni a szotarakkal, illetve a szotdrhasznalattal kapcsolatos
megszerzett tudast.
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3.1. Résztvevok és a kutatasi eszkoz

A felmérésben angol, illetve német nyelv szakos, illetve angol vagy német
nyelvtanar szakos hallgatok vettek részt, a résztvevok szama 197 6 volt. Nemiik
alapjan 14,7% férfi (n=29), 85,3% nd (n=168). A kitoltés idépontjadban
mindannyian 21 és 63 év (Atlag=34,52; Szoras=10,64) kozottiek és hazai
felsdoktatasi intézményben angol vagy német szakot végzOok voltak, hiszen a
felmérésben részt vett adatkozlok zarovizsgaval rendelkeztek vagy éppen az eldtt
alltak.! Az adatokat egy korabbi kutatasi projekt (Dringd-Horvath et al., 2020; P.
Markus et al., 2021) keretein beliil kutatocsoportunk tagjaival kozdsen gyljtottiik,
¢s az adatgyljtéshez egy, a kutatocsoportunk altal kozosen elkészitett olyan
kérdoivet hasznaltunk (kérddivet lasd P. Markus et al., 2023), amely mas
nemzetkozi kérddiveken alapult (lasd Miiller-Spitzer et al., 2012, Miiller-Spitzer
& Koplenig, 2014). A jelen tanulmanyban kozolt elemzések elkészitéséhez a
kutatdcsoportunk altal kordbban, 2015-ben és 2020-ban kdzdsen gylijtott adatokat
hasznaltuk fel, ¢és a jelen tanulmanyban csak a fent emlitett vizsgalati
szempontokbol relevans kérddivrészeket mutatjuk be.

Az elemzés elvégzéséhez nyolc skalat vontunk be, amelyek esetében Gtfoku
Likert-skalan (1 = Egyaltalan nem értek egyet; 5 = Teljes mértékben egyetértek)
tettiik mérhetévé a valaszadok attitlidjeit. Az alabbiakban példékkal illusztralva
soroljuk fel a nyolc skalat.

1. Digitalis szotarakhoz kapcsolodd funkciok (6 allitas): milyen gyakran
hasznaljdk a veégzett hallgatok az alabbi, digitalis szotarakhoz kapcsolodo
funkciokat.

2. Digitalis sz6tarakhoz kapcsolddo kereseési modok (5 4llitas): milyen gyakran
hasznaljak a kutatasban részt vevOk az alabbi, digitalis szotarakhoz kapcsolodo
keresési modokat.

3. Fizetési hajlandosag (4 allitas): milyen mértékben hajlandoak fizetni a
kutatasban részt vevok a kiilonboz6 szotarakeért.

4. A szotarakban taldlhatd, az eredményes haszndlatot segitd informaciok
tudatos haszndlata (4 allitds): milyen mértékben olvassdk el a résztvevok a
szotarakban talalhato egyéb informaciokat (pl. bevezetd).

5. A szotarhasznalat oktatasdhoz fliz6do attitiid (4 allitas): milyen mértékben
gondoljak fontosnak a résztvevok a szotarhasznalat oktatasat.

6. Szotarhasznalati ismeretek és készségek megléte vagy hianya (7 allitas):
milyen mértékben esett sz6 a résztvevok korabbi tanulméanyai sordn
szotarhasznalati ismeretekrdl, hogyan fejlesztették szotarhasznalati készségeiket.

7. Szoétarhasznalat oktatdsa sajat tanoraikon (7 allitas): milyen mértékben
tanitjak a résztvevok tanoraikon a helyes szotdrhasznalatot.

I Kutatdsunkban angol és német nyelv, illetve nyelvtanar szakosokat vizsgaltunk, akik a Karoli Géspar
Reformatus Egyetem Bolcsészettudomanyi Kardanak (KRE BTK) hallgatoiként végeztek a 2014/2015. és a
2019/2020. akadémiai év kozott (2019/2020-ban a végzés évében 1évo hallgatokat is beleszamitva)” (Dringd-
Horvath et al., 2020: 23).
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8. A szoOtarhasznalat oktatasanak tamogatédsa az oktatdi gyakorlatban (4 allitas):
mennyire érzik fontosnak a résztvevok, hogy kiilonb6zd, szétarhasznalattal
kapcsolatos képzéseken vegyenek részt a jovoben, illetve szotarhasznalattal
kapcsolatos modszertani kiadvanyokat hasznaljanak tandraikon.

3.2 Adatgyiijtés menete és az adatelemzés modszerei

Az adatgytlijtés 2020 mdajusadban zajlott, az adatfelvételt egy online kitdlthetd
kérdoiv segitségével végeztiik el. A kitoltés anonim volt és dnkéntes modon
tortént. A kérdések megvalaszolasa kb. 20 percet vett igénybe. Az 0sszegyljtott
adatokat a GDPR-szabalyozasoknak megfelelden taroltuk, €s azokba harmadik fél
szamara nem engedtiink betekintest.

A tanulmanyban vizsgalt valtozok kozotti kapcsolatok kiértékelésére a
strukturalis egyenletmodellezést (SEM; angolul ,,structural equation modeling™)
valasztottuk, ¢s a modelliink megalkotdsdhoz az AMOS 24.0 szoftvert hasznaltuk.
A SEM egy olyan tobbvaltozos statisztikai eljards vagy inkdbb megkozelités,
amelynek segitségével tobb valtozo kozotti lehetséges ok-okozati kapcsolatokat,
azaz hatdsokat vizsgalhatunk meg. A SEM kiilonféle diszciplindkban (pl.
szocioldgia, pszicholdgia, nyelvpedagdgia) is gyakran hasznéalt modellezési
eljaras. Az elemzés soran az AMOS szoftver a valtozok kozotti kapcesolatokat és
egyben hatasokat regresszids statisztikai eljarasok (valtozok kozotti ok-okozati
hatadsokat vizsgalo statisztikai eljaras) sorozataval teszteli (innen ered az
wegyenlet” elnevezés); az eljaras nevében a ,,modellezés™ sz6 pedig arra utal, hogy
a végeredményt vizualis formaban is be lehet mutatni (lasd 1. dbra). A SEM azért
1s kozkedvelt statisztikai eljaras, mert egy adott modell hipotézisrendszerének,
valamint a modell valtoz6i kozotti ok-okozati Osszefliggések vizsgalatara,
tesztelésére, igy elméletek megerdsitésére is alkalmas (a strukturalis egyenletek
modellezésének bemutatisat lasd pl. Koltai 2013-as tanulmdnyéaban).

Jelen vizsgalat soran a szotarakért torténd fizetési hajlandosag, a
szotarhasznélat tanordkon torténd tudatos gyakoroltatasa, illetve a digitalis
szotarak innovativ funkcionak hasznalata kozotti osszefiiggések leirasara alkotott
sajat adatainkat teszteltiik a strukturélis egyenlet modellezés segitségével. A
kovetkezOkben bemutatjuk az eredményeinket.

4. Eredmények

A modell altalanos illeszkedésének értékelésére tobb kiilonb6z0 mérdszamot is
hasznéalhatunk, jelen tanulményban azonban csak az altalanos SEM-
szakirodalomban (Byrne, 1994; Fabrigar et al., 1999; Hu & Bentler, 1999) (és igy
a legtobb diszciplinaban is) leggyakrabban hasznalt mérdszamokat k6zoljiik. Az
egyik leggyakrabban hasznalt mérészam a khi-négyzet/df=1,590 (khi-négyzet
osztva a szabadsagfokkal) (kiiszobértéke <3,0; Kline, 1998). Altalanossagban
elmondhatd, hogy a SEM esetében érdemes tobb értékre 1s tamaszkodni, amikor
a modell altalanos illeszkedését vizsgaljuk. Jelen esetben a NFI=0,925 (Bentler-
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Bonett Normalizalt Illeszkedési Mutatd) értéket (kiiszobértek >0,90; Byrne,
1994), a CFI=0,968 (0sszehasonlitd illeszkedési mutatd) érteket (kiiszobérték
>0,90; Hu & Bentler, 1999), a TLI=0,918 (Tucker-Lewis mutato) értéket
(kiiszobertek >0,90; Byrne, 1994), valamint az RMSEA=0,055 (atlagos négyzetes
gyokeltérés) értéket (kiiszobérték <0,60; Fabrigar et al., 1999) kozoljik. Az
értékek minden esetben a SEM-szakirodalomban (Byrne, 1994; Fabrigar et al.,
1999; Hu & Bentler, 1999) meghatarozott kiiszobértékekhez mérten elfogadhato
illeszkedést jeleznek, igy elmondhato, hogy modelliink jol leirja a résztvevoink
szotarhasznalattal €s szotdrhasznalat-oktatassal kapcsolatos attitiidjeit.

1. abra. A szotarakkal kapcsolatos nyelvtanari attitiidok és nézetek modellje

Szotarhasznalat ismeretek
megjelenése a korabbi
tanulmanyok soran

Szotarhasznalat nyelvorai
oktatasanak szikségessege

Digitalis szotarak
funkciginak hasznalata

Szotarak jarulékos
informacidginak attekintése

Tudatos szotarhasznalat
gyakoroltatasa a tandrakon

Szdtarhasznalati tovabb-
epzesekhez vald hozzaslla

Digitalis szotarak keresési
maodjainak hasznalata

g&j landasag

Az 1. abran jol latszik, hogy a modelliink szamos exogén, valamint endogén
valtozot 1s tartalmaz. Exogén, azaz bemeneti valtozonak tekinthetjik a
szotarhasznalat nyelvorai oktatdsanak sziikségességét, a digitalis szotarak
funkcioinak hasznalatat, a szotarhasznélati ismeretek megjelenését a korabbi
tanulmanyok sordn, illetve a szotarak jarulékos informacidinak attekintését,
ugyanis ezekre a valtozokra nem hat semmilyen mas valtoz6 sem. Ezek a valtozok
viszont vagy kozvetleniill (pl. szotarhasznédlat nyelvérai oktatdsdnak
szliikségessége — tudatos szOtarhaszndlat gyakoroltatdsa a tanordkon) vagy
kozvetett modon, egy masik valtozon keresztiil (pl. szotdrhasznalat nyelvorai
oktatdsdnak sziikségessége — szoOtarhasznalati tovabbképzésekhez valod
hozzaallas — fizetési hajlanddsag) hatnak endogén valtozdkra, azaz olyan
valtozokra, amelyek mar nem hatnak egyetlen masik valtozéra sem (pl. fizetési
hajland6sag).

Az eredmények alapjan megallapithatjuk, hogy a tudatos szétarhasznalat
tanorakon torténd gyakoroltatdsat még ha csak kis mértékben is, de két valtozo
hatdrozza meg. Egyrészrél fontos meghataroz6 elem, hogy a tanar mennyire
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gondolja fontosnak, hogy a szotdrhasznalatot 6ran oktatni érdemes (B=0,18);
masrészrél azok a tandrok, akik kihasznaljdk a digitalis szotarak kiilonb6zo
funkcioit (pl. kiejtés meghallgatasa), azok is nagyobb eséllyel tanitjdk meg a
tanoraikon a helyes szotarhasznalatot (f=0,20). A digitalis szotarak kiilonb6zo
keresési modjainak haszndlata esetében azonban csak egy valtozo esetében
tudtunk hatast kimutatni, viszont a bétaérték (f=0,48) itt joval magasabb, mint a
fentebb emlitett valtozonk esetében. Nem véletlen, hogy a két valtozo kozott ilyen
er6s kapcsolat 4ll fenn, hiszen azok, akik kihasznaljak a digitdlis szotarak
funkcidit, azok feltehetden a kiilonb6zo keresési funkcidkat is hasznaljak.

Az utols6 nagy endogén valtozo, a fizetési hajlandosag, amelyre harom masik
valtoz6 van hatédssal. Egyrészrdl kozvetett modon hatnak ra a szotarhasznalat
nyelvorai oktatdsanak sziiksegességével kapcsolatos nézetek, amelyek
elsédlegesen nagyon nagy mértékben a szdétarhaszndlati tovabbképzésekkel
kapcsolatos attitlidokre hatnak (=0,85). Ezen keresztiil kisebb mértékben hatnak
(B=0,28) a fizetési hajlandosdgra. Tovabbi két valtozo, a szoétarhasznalati
ismeretek megjelenése a korabbi tanulmanyok soran ($=0,09), valamint szotarak
jarulékos informacionak attekintésére vald hajlandosag (P=0,30) is hatassal
vannak a fizetési hajlandosagra. Ez magyarazhat6 azzal, hogy aki korabban tanult
mar a szotarak felépitésérdl, illetve sajat maga is atnézi a szotarak jarulékos
informdcidit, az sokkal jobban atlathatja, hogy a szotdrak mely tulajdonsagait
érdemes szem el6tt tartani, amikor az ember szotart vasarol.

S. Diszkusszio

Az eredmények alapjan elmondhato, hogy az angol vagy német nyelv szakos,
illetve angol vagy német nyelvtanar szakos hallgatok korében a megfeleld
szotarhasznalat nyelvorai oktatdsanak sziikségesseégével kapcsolatos nézetek
azok, amelyek meghatarozzak, hogy a kutatdsban részt vevok mennyire tartjak
fontosnak a tanorakon torténd tudatos szdtarhasznalat gyakorlasat.

Eppen ezért lenne fontos az idegennyelv-szakos tanarképzésben kialakitani egy
olyan szemléletet, amely a tanar szakos hallgatokban tudatositja, hogy a
kozoktatasban milyen nagy jelentdséggel bir az idegennyelv-Orakon torténd
szotarhasznélat oktatasa. Ezt megerdsiti a Dringo-Horvath (2017) altal végzett
kutatds is, amely szerint az idegennyelv-tanulok a kozoktatdsban legtobbszor
autodidakta médon sajatitjak el a szdétarhasznalatot. A nemzetkozi kutatdsokat
bemutatd szakirodalomban még szamos olyan, modelliinkben kimutatott
eredményeket alatdmaszt6 tovabbi példat is taldlunk a szotarhasznalat
oktatasanak hidnyossagaira, amelyekbdl kideriil, hogy az angol mint idegennyelv-
orakon csak ritkdn fejlesztik a szotarhasznalattal kapcsolatos készségeket
(Hartmann, 1999; Nesi, 2013), ennek kovetkeztében a tanulok nem tanuljak meg
hatékonyan hasznalni a szotarakat (Chan, 2012; Hamouda, 2013; Nesi & Haill,
2002). A szotarhasznalati készségek hianya kapcsan — kutatasunk eredményeit
igazoland6 — egyes kutatok rdmutatnak a tanuldk rossz szotarhasznélati
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szokasaikra is: Tono (1988) vizsgalata alatdmasztja példaul, hogy a tanuldknak
legtobbszor nincs tiirelmiik a szotarakban vald kereséshez, igy hajlamosak
kizarolag a szocikk elején megjelend informaciora Osszpontositani. Ehhez
kapcsoloddan azt is megfigyelték, hogy a nem megfeleld jelentésvalasztas egy
igen jelentds és sulyos szoétarhasznalati hiba (Nesi & Haill, 2002); a legtobb
nyelvtanuld hajlamos az elsé (vagy a masodik) jelentést valasztani a tobbjelentésii
szocikkekben (Chen, 2010).

Modelliink alapjan azt is megallapithatjuk, hogy a nyelvérai helyes
szotarhasznalat oktatasanak sziikségességével kapcsolatos nézetek hatéssal
lehetnek a szotarhasznalati tovabbképzéshez vald hozzaallasra is. Ez nem
meglepd, hiszen aki szamara a szotarhasznalat oktatasa fontos iigy, az hajlando
ilyen jellegli tovabbképzéseken is részt venni. Ez az eredmény dsszecseng a mas
kutatdsokban bemutatottakkal is (Dring6-Horvath et al., 2020; Nied Curcio, 2022;
P. Markus, megj. alatt). Ugyanakkor modelliink alapjan az is nyilvanvalo, hogy a
szotarhasznalat  oktatdsanak  sziikségessége, illetve a  szoOtarhaszndlati
tovabbképzéshez vald hozzadllas Osszefligg a szotarakért valdo fizetési
hajlandosaggal. Ezzel kapcsolatban megjegyezziik, hogy egyrészt a pozitiv attitiid
fejlesztésével novelni lehet a szotarakért torténd fizetési hajlandosagot; masrészt
a képzések eredményeként a nyelvtanar sokkal jobban fel tudja majd mérni, hogy
melyek azok a szotarak, amelyek adott kontextusban hasznosak lehetnek (pl.
kezdoknek gyerekszotar vagy tanuloszotar; szaknyelvet tanuloknak szakszotar).
[lyenforman a Ryu (2006) altal felvetett probléma kikiiszobolhetd, hiszen
megfeleld képzések utan a nyelvtanarok sokkal megbizhatobban tudnak majd a
nyelvtanuld sziikségleteihez igazodo szotart ajanlani. A nyelvtanarok szerepe
azért 1s kiilondsen fontos, mert P. Markus €s Fajt (2021) interjukon alapulo
kutatasabol kideriil, hogy a nyelvtanul6 altal hasznalt elsé szétart jellemzden a
sziil6k vasaroljak, szotarvasarlas eldtt azonban tandcsot kérnek nyelvtanaroktol,
valamint magantandroktol, akik segitenek kivalasztani a megfeleld tipust.

6. Kitekintés, az eredmények alkalmazhatosaga

Osszességében megallapithatjuk, hogy a tanarképzés sordn — akar az idegennyelv-
szakon, akar a pedagdgiai képzésben — érdemes tovabb erdsiteni €s sokrétiibben
beépiteni a szotarhasznalatra 6sztonzd jogyakorlatokat, valamint lexikografiai
ismereteket, hiszen ezzel fejleszthetjik a referenciamiivek hasznalatara
vonatkoz6 ismereteiket, amelyeket késobb a leendd tandrok diakjaiknak is
tovabbadhatnak. A szotarak €s az online forrasok a jovoben is fontos szerepet
fognak jatszani a nyelvtanulok életében. Az Eurdpa Tanacs nyelvpolitikaja, amely
a tobbnyelviiségre és az egész ¢€leten at tartd tanulasra helyezi a hangsulyt, a
referenciamiivek hasznalatat alapvetd fontossaginak tartja. Emellett az oktatast
szabalyoz6 dokumentumok tobb eurdpai orszagban is utalnak a szotarak
megfeleld hasznalatanak fontossagara, mind az anyanyelvi, mind az idegennyelv-
oktatasban (lasd pl. P. Markus, 2020a; Nied Curcio, 2022).
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A szétari készségek fejlesztésére irdnyuld kompetencidk fejlesztését
fokozatosan be kellene vezetni mar altaldnos iskolakban; a tanarokat pedig fel
kellene késziteni ezen készségek fejlesztésére annak érdekében, hogy minél
hatékonyabban tudjak tanitani (Lew & Galas, 2008; P. Markus, 2020a). A
papirszotarak mellett a tanuldknak az online eszkozok haszndlatat is el kell
sajatitani (Lew, 2013); meg kell tanitani 6ket arra, hogyan valasszak ki az
interneten elérhetd online szdtarak koziil a sajat igényeiknek megfelelt — legyen
az fizet0s vagy ingyenesen elérhetd. A képzés soran fontos lenne megismertetni
a nyelvtanulokkal a rendkiviil sz€les szoétarvalasztékot, igy biztositva azt, hogy
minden feladathoz a legmegfelelobbet valasszak, és akar pénzt is aldozzanak réa a
mindség érdekében.
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Fogalmi metaforak koznyelvtol szaknyelvig: AZ ELMELETEK
EPULETEK és A FOLYAMAT UTAZAS megjelenési formai valtozatos
szovegtipusokban?

Conceptual metaphors from vernacular use to technical texts: occurence of THEORIES ARE BUILDINGS
and A PROCESS IS A JOURNEY in various text types

This paper focuses on the appearance of two conceptual metaphors; THEORIES ARE BUILDINGS, and
PROCESSES ARE JOURNEYS in Hungarian. The hypothesis is that these metaphors and metaphorical
expressions linked to them occur and have an important role not only in literature and colloquial
language use but also in technical languages.

To prove this, the paper investigates the appearance and functioning of these two metaphors in different
Hungarian text types: 1) in slang neologisms, 2) in slogans of advertisements, and in technical texts (3—
5): 3) in terms of quality management dictionary, 4) in excerpts of quality standards, and 5) in EU
regulations.

With the help of the analysis, the paper shows that these conceptual metaphors function similarly in
these different types of Hungarian texts.

Keywords: conceptual metaphor, neologism, slogan, technical text

1. Bevezetés: az elemzések indokoltsaga, a tanulmany felépitése

A tanulmany fogalmi metafordknak a koznyelvtdl a szaknyelvi hasznlatig
torténd ,,ativeld” megjelenését elemzi a magyar nyelvben funkcionalis kognitiv
nyelvészeti keretben. Két ismert, a szépirodalomban ¢és a koznyelvi
nyelvhaszndlatban is gyakori fogalmi metafora, AZ ELMELETEK EPULETEK ¢€s A
FOLYAMAT UTAZAS (tdgabban értelmezve: A FOLYAMAT MOZGAS) megjelenésére
mutat be példakat kiilonb6z6 nyelvvaltozatokhoz kapcsoldodd szovegekben.
Ennek a két metaforanak a kivalasztasara tobb okbol keriilt sor: egyfeldl
elmondhato roluk, hogy az egyik (AZ ELMELETEK EPULETEK) egy statikus, mig a
masik (A FOLYAMAT UTAZAS) egy dinamikus, mozgason alapulo tipust képvisel,

! A tanulméany megjelenését a Karoli Gaspar Reformatus Egyetem Bolcsészet- és Tarsadalomtudomanyi Kara ,,A
magyar nyelv és a szakmai kultira. Magyar nyelvészeti kutatasok a tartalomfejlesztés és a dokumentacio teriiletén”
cimi kutatési palyazata tamogatta.

A szerz6 koszonettel tartozik a tanulmany két anonim lektoranak hasznos észrevételeikért, javaslataikért.
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masfel6l mindkettd széles korben ismert: gyakran és  valtozatos
szovegtipusokban, illetve regiszterekben fordulnak eld.

Az elemzések célja, hogy az idézett szovegrészletekben megjelend fogalmi
metaforak, valamint a hozzé4juk kapcsolodd metaforikus kifejezések segitségével
példakat mutassanak arra, hogy milyen modon jelennek meg ezek a szemantikai
szerkezetek koznyelvi kifejezésekben, illetve mindségiigyi szaknyelvi
terminusokban. Az elemzések igazolni kivanjak tehat azt, hogy a fenti két, jol
ismert fogalmi metafora haszndlatanak van oka és 1étjogosultsaga a szaknyelvi
szOovegek esetében csakiigy, mint a koznyelvi ¢és a szépirodalmi
nyelvhasznalatban.

A stilisztikai, szemantikai elemzések régota foglalkoznak a fogalmi metaforak
megjelenésének kérdéseivel. Mint Bencze Lorant utalt rd: a metafordval
foglalkoz6 szakirodalmak szdma ,,exponencidlisan novekszik” (Bencze, 1996:
268). Az elemzések szempontjabol kiemelenddek azok a kognitiv szemantikai
megkozelitéshez kapcsolodd alapmiivek, amelyek a fogalmi metaforak ilyen
jellegli elemzési lehetdségeit tisztaztak (a teljesség igénye nélkiil 1. pl. Lakoff—
Johnson, 1980; Kovecses, 2005; Kovecses—Benczes, 2010). A tanulmanyban
kozolt elemzések ezeken a munkéakon alapulnak. Az elemzett fogalmi metaforak,
valamint a hozz4juk kapcsoldodd metaforikus kifejezések mitkodésének
bemutatisa a koznyelvtél a szaknyelvi nyelvhasznalatig terjedd stilust
szovegrészletek segitségével torténik meg. Ezeknek a szOvegrészleteknek a
segitségével felvazolhato egy olyan folyamat, ha ugy tetszik, egyfajta
»,szemantikai 1iv”’, amely bemutatja, hogy az emlitett ket fogalmi metaforahoz
tartoz0 metaforikus kifejezések hogyan jelennek meg a koznyelvi
nyelvhasznalattdl ,,tdvolodva” a szaknyelvi nyelvhasznélatban is.

A tanulmany felépitése a kovetkez6képpen alakul: eldszor Osszefoglalja a
vonatkoz6 elméleti tudnivalokat, kiilonos tekintettel a metaforakutatasra,
valamint a metaforikussdg relevanciajara a szaknyelvi elemzések és a
reklamszovegek esetében. Ezutan ismerteti az elemzések modszertanat €s az
elemzett korpuszt. Az ezutdn kovetkezd elemzések soran el6szor szlenges,
koznyelvi szohasznalatban, majd reklamszovegekben, utdna egy mindségiigyi
szakszotar vonatkoz6 terminusaiban, végiil mindségiigyi szabvanyok €s europai
unios rendeletek terminusaiban vizsgalja a két fogalmi metafordhoz tartozo
magyar nyelvii metaforikus kifejezések megjelenését.

2. EIméleti hattér: a metaforakutatas, a szaknyelvvizsgalat, a szleng és
a reklamszovegek. Elozmények, osszefiiggések

A szaknyelvi terminusok elemzésérél a vonatkozd szakirodalom alapjan
elmondhato, hogy altaldban szociolingvisztikai (Kiss, 1995: 74—78; Foris, 2010),
terminologiai  (Foris, 2014), illetve szovegtani (Banczerowski, 2004)
szemszOgbdl torténik (Sélyom, 2020: 21). A jelen elemzés hangsulyozottan
terminologiai €s szemantikai nézOpontu. A szemantikai szempontu elemzés
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mellett sz6l — a kognitiv nyelvészet szemantikai megkdzelitésének gylimolcsozo
voltan kiviil — az a tény, hogy a terminusalkotds természetes és sziikséges
folyamat, amelynek sordn folyamatosan megjelennek a nyelvben 0jabb szavak,
kifejezések. A szaknyelvi boviilés napjainkra felgyorsult, az ) fogalmak gyors
terjedése pedig igazolja azoknak a terminoldgiai munkéknak a megallapitasait,
amelyek hangsulyozzak a kreativitas fontossagat a szaknyelvi terminusalkotasban
is (Temmerman—Van Campenhoudt, 2014: 1). E vonatkozasban két jelenségre
érdemes felhivni a figyelmet: egyfel6l bar az egyes tudomanyteriileteken
megjelend neologizmusokkal szemben megfigyelhetdk olyan elvardsok, mint a
szabatossag, az egyértelmliség vagy a magyarossag, ezek a kovetelmeények a
valoésagban nem mindig teljesiilhetnek (Foris, 2010: 425-426). Masfeldl az idok
soran kideriilt, hogy a fogalmi metafordk (é¢s metonimiak) hasznéalata nem gatolja,
hanem egyenesen segiti a jobb megértést mind a didaktikai, mind a tudoményos
nyelvhasznalatban (Temmerman, 2002: 211). Ennek a latszolagos
ellentmondasnak az oka az, hogy a jelentéskiterjesztés, illetve a
figyelemathelyezés kognitiv sémdinak (Tolcsvai Nagy, 2013: 241) segitségével a
megérteni kivant szaknyelvi terminus képszeriiségnek koszonhetéen hamarabb
befogadhatova valik a szoveg értelmezdje szamara.

A metaforikussag tehat ugyanigy megjelenhet a szaknyelvi nyelvhasznalat
szemantikajaban, mint a koznyelvben. Foris Agota kiemeli, hogy nem szaknyelvi
jel is miitkodhet terminuskeént:

Az is egyértelmii, hogy az tUjabb szakirodalomban a terminust nem

azonositjak a szakszoval (bar atfedés van a kettd kozott), és gyakorlatilag

barmilyen jelentéssel bird nyelvi (vagy nem nyelvi) jel (jel6ld) terminusként

funkcionalhat, amennyiben fogalmat jelol egy adott targykorben. A

szociolingvisztikaban elterjedt koznyelv-szaknyelv kontrasztiv Gsszevetés a

mai terminologiai munkalatokbol tobbnyire kimarad. (Foris, 2009, 31)

Erre a lehetdségre utal Tolcsvai Nagy Gabor is, amikor megjegyzi: ,,A metafora
tehat igen konnyen képes beépiilni egy-egy szakma szokészletébe, annak
legalapvetdbb részébe” (Tolcsvai Nagy, 1989: 63).

A jelen tanulmanyban elemzendd két fogalmi metafora a nyelvészeti
szakirodalomban régota jol ismert tipusnak tekinthetd. Lakoff—Johnson
Metaphors We Live By (1980) cimii alapmiive is emliti mindkett6t (pl. pp. 53, 91).
Kovecses Zoltan A metafora cimii konyvében a kovetkezoket jegyzi meg az
EPULETEK ¢€s a MOZGAS forrastartomanyokkal kapcsolatban: ,,Az emberek hazakat
¢s kiilonféle epiileteket emelnek menedé€k, tarolas vagy egyéb funkciok ellatasara.
Az ¢épiilet, az épiilet részei, valamint az épités folyamata egyarant gyakori
forrastartomanyként szerepel (...)” (Kovecses, 2005: 33). Illetve: ,,A mozgas is
az ember alapvetd tapasztalataihoz tartozik. A mozgas helyvaltoztatast és egy
helyben valdé mozgast is jelenthet (...). Az embert koriilvevé valtozasokat
megfogalmazhatjuk helyvaltoztatasrol sz616 metaforikus kifejezések segitségével
(...)” (Kovecses, 2005: 36).
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Mindkét targyalt forrastartomdnynak nagy a hatdkore (Kovecses—Benczes,
2010: 84): mind az EPULET, mind az UTAZAS forrastartomény segitségével —
utobbit az ESEMENYSTRUKTURA-metafora altipusaként tekintve (vo. Kovecses,
2005: 142) — sok céltartomany érheto el. A tanulmanyban targyalt példak esetében
is megfigyelheték kisebb-nagyobb szemantikai eltérések a targyalt
céltartomanyok tekintetében: igy példaul az elmélet gytijtokategédridba tartozik az
elemzett szaknyelvi példak esetében egy-egy folyamat, technikai jellemzd vagy
éppen egy szervezet valamilyen tulajdonsaganak, tevékenységének leirasa. Ezek
az altalanos jellemzOk azonban besorolhatok a mindségiigy szaknyelvének
elméleti keérdései €s fogalmai koze, igy az elemzések is ezt a céltartomanyt emelik
ki a metaforikussag targyalasakor.

A fent ismertetett szempontokat kovetve a tanulmany réviden attekinti az
elemzett metaforatipusok koznyelvi megjelenésének jol ismert példait, majd
bemutatja egy-egy Ujszerl, szlenges, f0ként a beszélt nyelvben, illetve internetes
nyelvhaszndlatban megjelend hasznélatat ezeknek a metafordknak (alap
melléknév, nagyot ment kifejezés). Ezutan mindkét metaforatipus esetében sor
keriil néhany régi €s tjabb reklamszlogen bemutatasara, amelyekben azért jon
1étre a szojatek (a reklamszoveg csattandja), mert a szoveg szerzdje kihasznalja a
metaforikussagot. Mint ismert, ,,a reklam »ismeretkozld eszk0z«, amely azt igéri
a fogyasztoknak, hogy »viszonylag kevés pénzért értékes, szép, taplalo dolgot
kaphatnak, vagy ez a bizonyos aru konnyit szenvedéseiken, esetleg tarsadalmi
statuszukat javitja«” (Ogilvy, 1997: 7, idézi Marta, 2010: 447). Célja a
figyelemfelkeltés, az érdeklédés megragadasa és az emlékezetbe vésés (Moricz—
Téglassy, 1999: 36, idézi Schirm 2009: 170). Ahhoz, hogy a lehetséges vasarlo
értesiiljon a termékrdl vagy szolgéltatasrol, majd megvasarolja, sziikséges a
figyelem felkeltése, a bemutatas, az eldnyok kiemelése, a befogado figyelmének
iranyitasa, illetve a buzditds a vdasarlasra (Soélyom, 2020: 195). A
figyelemfelkeltés ¢és -irdnyitas tekintetében egy-egy jol ,,mikodd” metafora
fontos szerepet tolthet be: ilyenkor nem pusztan sajat metaforikussaguk ,.jogan”,
hanem valamilyen széjaték segitségével jatékossa, képszeriivé, emlékezetesse
teszi a reklam szovegét, igy megkonnyiti a figyelem felkeltését, €s — jo esetben —
az emlékezetbe vésést is. ,Felndttkorban a nyelvi jaték szerves része az
interperszonalis kommunikacionak (...), és gyakran jelenik meg a médiaban vagy
a reklamokban 1s” — mutat r4 Benczes Réka (2014: 109).

Hangstlyozni kell, hogy sem a szleng nyelvhasznalat, sem a reklamszévegek
esetében torténd elemzésnek nem célja, hogy teljes képet adjon a koznyelvben
megjelend EPULET vagy UTAZAS forrastartomanyd metafordk elemzésére. A
bemutatand6 példdk azonban két specialis koznyelvi diskurzustipusbol
szarmaznak, amelyekben jol megfigyelhetd a jelen tanulmény targyat képezd
fogalmi metafordk jelenléte, jellegzetes stilushatast adva a szovegeknek.
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3. Anyag és modszer: modszertan, a korpusz ismertetése

A jelen tanulméany tehat a ,koOznyelvibb” szovegtipusoktol tavolodik a
»szaknyelvibb” szovegek irdnyaba. El0szor bemutatja a két metafora
megjelenését, miikodését jabb, szlenges kdznyelvi hasznalatban, majd példakat
hoz olyan esetekre, amikor reklamszlogenekben vesznek részt a jelentés
szervezésében, képszerlibbé tételében.

Ezutan egy 2003-ban késziilt mindségiigyi szakszotarban tekinti at a tanulmany
azokat a terminusokat, amelyek a két vizsgalt fogalmi metaforahoz kapcsolodnak.
A szotar, Balogh Albert és Foldesi Tamas A mindségiigy nemzetkozi értelmezo
szotara (Balogh—Foldesi, 2003) a szakteriilethez kapcsolodd magyar
terminusoknak megadja az angol ekvivalenseit is, majd magyar definiciot kozol.

A tanulmany ezutdn mindsegiranyitasi rendszerekhez kapcsoldoddo magyar
nyelvil szabvanyokban ¢€s eurdpai unids szabdlyozasokban elemzi a két vizsgalt
fogalmi metaforan alapul6 kifejezések megjelenését. A tanulmanyban az elemzett
szabvanyokboOl hosszabb szovegrészletek 1dézésére nem, kizardlag az
elemzésekben vizsgalt metaforikussaghoz kapcsolddd szavak és kifejezések
kiemelésére ¢és listdzdsara keriil sor. A tanulmdnynak a mindségligy
szaknyelvéhez kapcsolodé példairdl elmondhato, hogy egy résziik Solyom (2020)
példai koziil vald; a benniik megjelend metaforak attekintésére, rendszerezésére
ugyanakkor az emlitett forrdsban ilyen mddon, mint a jelen tanulmanyban
(kiemelten egyes fogalmi metafordkon alapuld kifejezések elemzésére) nem
keriilt még sor korabban.

4. A vizsgalt metaforak megjelenése két ujabb, szlenges
szohasznalatban

Az alap sz6 melléknévi hasznalata (‘alapvetd’ jelentésben) AZ ELMELETEK
EPULETEK fogalmi metafora érvényesiilésére példa. Szemantikai elemzését,
jelentésének az emlitett fogalmi metaforaval, valamint az orientacios
metaforatipussal (vo. pl. Kovecses, 2005: 51-52) vald Osszefiiggéseit Solyom
(2019) elemezte a fogalmi integracios modell keretében. A forrastartomanyban
(EPULET) megjelend alapszint’ jelentés segit kidolgozni a melléknévi jelentést a
fonév — melléknév szemantikai valtds folyamataban: az alapszintiiseg,
alapvetoség mint jellemzd megjelenik a melléknév altal hordozott tulajdonsagok
kozott is, és azokra a jellemzokre utal, amelyek a hdzépités fogalmi korében is
megjelennek. Az alap- el6tagként tobb, a jelen tanulmany tovabbi részében
elemzendd mindseégiigyi szaknyelvi terminusban is megjelenik dsszetételi tagként
vagy szotoként, példaul: alaphiba, alapul, alapul szolgal, megalapozott,
tdajékoztatason alapulo stb.

A masik elemzendd kifejezés a nagyot ment (vo. Soélyom, 2022). A
szokapcsolatban 4ltalaban a megy ige mult idejli alakja jelenik meg, amelyhez
minden esetben kapcsolddik a nagyot fok-mértékhatarozo. A kifejezés igy
egyfeldl a mar emlitett UTAZAS forrastartomany segitségével lesz metaforikus: a
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fizikailag valahonnan valahova eljutast, haladast veszi alapul egy nem feltétleniil
fizikai teljesitmény javulasanak bemutatdsahoz. Masfeldl az eredmény, amelyet a
kifejezés jellemez, minden esetben (pozitiv, ritkdn negativ irdnyu)
elmozdulasként értelmezhetd egy skalan is: a valtozas altalaban mérhet6 példaul
pénzben, kattintdsszamban. Ilyen modon tehat ez a kifejezés a metonimikus
SKALA IKM-ekhez is kapcsolodik (vo. Kovecses—Benczes, 2010: 67).

Az alabbiakban a legjellemzébb szemantikai tipusokra kovetkezik néhany
példa (kiemelések télem):

1) ,,Nagyot ment az e-kereskedelem az utols6 negyedévben” (= ,,Hatalmas
lendiiletet vett az online kereskedelem (...)”") (2021.03.25.)?

2) ,,Nagyot ment ma a Mol. Pluszban fejezte be a napot a BUX.” (2021.05.04.)°

Az els két példaban pénziigyi, gazdasagi fejlédés jellemzésére hasznalatos a
nagyot ment. Ezekben az esetekben még kozel all a gyakran diagramon, skélan is
abrazolt novekedés konkrét jellegéhez a megy ige. A felfelé megy, feltor, nagyon

magasan van stb. Kifejezésekhez hasonldéan a ‘nagymértékii, jelentds haladas,
fejlodes’ kifejezésere szolgal: az uton torténd haladas, mozgas (a SKALA IKM-nek
megfeleléen jellemzden felfelé¢) a pozitiv valtozadst, a pénziigyi, gazdasagi
fellendiilést érzékelteti.

A kovetkez6 példa mar absztraktabb az el6z6nél:

3) ,,Nagyot ment Joe Biden.” (= ,.Biden pedig a legtobb allamban az élen
végzett.”) (2020.03.04.)*

Ebben a példaban népszerliségnovekedésrdl, az (akkor még) elnokjelolt
sikerérdl, gyb6zelmeirdl szamol be a hir. Itt egy létezd emberi személyhez
kapcsolodik a megy ige, akir6l elmondhatd, hogy maga is képes helyvaltoztato
mozgasra. A nagyot hatarozd ugyanakkor érzékelteti, hogy nem konkrét térbeli
haladasrdl van szo, hanem az UTAZAS forrdstartomanyhoz kothetd metaforikus
kifejezés megjelenéserdl, tehat a politikus sikeres szereplésérol.

Az el6z6 példaknal elvontabb, absztraktabb a kovetkezd harom példa:

4) ,,Nagyot ment a zalai telepiilés: Gyenesdias lett az elsd klimabarat kozség”
(2021. 04. 23.)°

5) ,,Nagyot ment az els6 teraszos hétvége Kaposvaron” (2021. 05. 28.)°

6) ,,Heti top 10 recept: nagyot ment a piskota €s a tokfozelék, de a cukkinis
tészta is ott van!” (datum nélkiil)’

2 https://www.vg.hu/vallalatok/kereskedelem/nagyot-ment-az-e-kereskedelem-az-utolso-negyedevben-3640975/
(letoltve: 2021. junius 21.)

3 https://privatbankar.hu/cikkek/reszveny/nagyot-ment-ma-a-mol-.html (letdltve: 2021. jinius 21.)

# https://rtl.hu/rtlklub/hirek/nagyot-ment-joe-biden (letdltve: 2021. jinius 21.)

3 https://www.hellovidek.hu/gazdasag/2021/04/23/nagyot-ment-a-zalai-telepules-gyenesdias-lett-az-elso-
klimabarat-kozseg (letdltve: 2021. junius 21.)

¢ https://74nullanulla.hu/cikkek/2021/05/28/nagyot-ment-az-elso-teraszos-hetvege-kaposvaron-legalabbis-a-
kozossegi-oldalakon.html (letdltve: 2021. junius 21.)

7 https://www.mindmegette.hu/heti-top-10-recept-tokfozelek-piskota-recept-59525/ (letéltve: 2021. junius 21.)
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A példékban lathato, hogy nagyot menni nemcsak skalan mozg6 értékek vagy
¢lélények tudnak, hanem olyan, prototipikusan mozgasra képtelen entitasok is
(teleptilés, hétvége, ¢ételek), amelyekhez hagyomanyosan nem tarsitunk

mozgasigéket. A nagyot ment ezekben az idézetekben a ‘'nagyon mené volt’, ‘nagy

sikere volt valaminek’ szinonimajava valik Ugy, hogy kozben megérzi a
FOLYAMAT UTAZAS metaforabdl szarmazo6 haladas jelleget.

Végiil egy példa arra, amikor a vizsgalt kifejezés negativ jelentéssel bir:

7) ,,Megint nagyot ment Bayer Zsolt: Ezuttal fajgytil6lé kirohanast rendezett
blogjan” (2020. janius 09.)

Ebben a példaban a nagyot ment fentebb részletezett jelentése ('nagy lendiiletet

vesz, jol szerepel’) kapcsolatba keriil egy szintén az UTAZAS forrastartomanyt
felhasznald kifejezéssel, a (nagyon vagy tul) messze megy alakulattal. A fenti

idézetben a valaki ‘tilmegy a mértéken’ (EKsz.2 926) jelentés is megjelenik.

5. Az elemzett metaforak reklamszlogenekben

A tanulmany kovetkezd részében elemzendd szovegek egy fokkal eltavolodnak a
hétkdznapi nyelvhasznalattol, €s elmozdulnak a szaknyelvek metaforikussaganak
vizsgalata irdnyaba: néhany — régi €és ujabb — reklamszovegben keriil sor az
elemzésekben targyalt metaforatipusok bemutatdsara. A tanulmany bemutat
olyan rekldmszlogeneket is, amelyekben a kétféle metaforatipus ,.keveredve”
jelenik meg.

A tanulmanyban elemzett két metaforatipus koziil AZ ELMELETEK EPULETEK
fogalmi metafordhoz kapcsolddoan megjelenhet reklamokban az alap, példaul
(kiemelések télem):

1) ,,alap, amelyre épithet” (Fundamenta)

Szintén ehhez a metaforatipushoz kapcsolddik a szintezodés megjelenése —
példa erre a jol ismert, régi reklamszoveg, amely hangalaki hasonl6sagon alapul6
szojatekot is tartalmaz:

2) ,,minden szinten — szinte minden” (Corvin Aruhéz)

Az épiilet fogalomkoréhez kapcsolododan jelenik meg az ajto, illetve annak
kinyitasa az alabbi reklamszlogenben:

3) ,,... ajtot nyithat egy tdgasabb otthonra!” (Raiffeisen lakéshitel)

Itt egyben az ajtot nyit valamilyen lehetdoségre kifejezés is felidézddhet a
befogadoban, ilyen moédon a rekldm kreativan Osszekapcsolodik az 0j haz
vasarlasanak lehetdségével is.

A kovetkezd szlogenben is megjelenik ugyan a hdz sz, azonban ez a
szovegrészlet mar a FOLYAMAT UTAZAS metaforat hivja elo:

4) ,,... hogy ne futkosson hazan a hideg!” (Austrotherm)

8 https://hang.hu/belfold/2020/06/09/megint-nagyot-ment-bayer-zsolt-ezuttal-fajgyulolo-kirohanast-rendezett-

blogjan/ (letoltve: 2021. junius 21.)
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A megszemélyesitett hideg, amely futkos, egy szojatékkal, a hdtan—hdzan
szavak hangalaki hasonldsaganak a kihasznalasaval hivja el6 a futkos a hatan a
hideg alakulatot. Mig azonban utobbit rendszerint negativ ¢lmennyel
kapcsolatban szoktuk hasznélni, addig a fizikai értelemben vett hideg, amely ellen
a rekldmozott termékek megvédhetik a vasarlot, valoban a hdzon érezhetd. A héaz
lakdjénak igy negativ élményben lehet része, amitdl akar a hdtdn is futkoshat a
hideg (sz6 szerinti €s metaforikus értelemben is).

Vannak olyan reklamszlogenek is, amelyek esetében mindkét elemzett fogalmi
metafora érvényesiil. Ezekre példa a kdvetkezd két idézet (kiemelések télem):

5) ,,Nalunk az arak a féldon jarnak!” (Auchan)

6) ,,Lépj veliink a kdvetkezo szintre!” (eMAG)

Mindkeét reklamszlogenben megjelennek olyan mozgasigék (jar, /ép), amelyek
az UTAZAS forrastartomdnyt hivjak eld. Azon tul pedig, hogy térbeli haladésra
utalnak, mindkét szlogen esetében az épiilet, illetve a szintezédés fogalmaihoz
kapcsolddo szavak is megjelennek (fold, szint), ilyen moédon AZ ELMELETEK
EPULETEK fogalmi metafordhoz is kapcsolodnak. Mig az elsd idézet esetében a
foldon jaras pozitiv tulajdonsagot fejez ki, hiszen aki vagy ami a f6ldon jar, az
nem rugaszkodott el a realitastol (ez pedig arak esetében kifejezetten elonyos),
addig a masodik idézet esetében a feljebb 1€pés kifejezetten pozitiv, és a szintet
lép kifejezést is felidézi, utalva a fejlodés folyamatara.

6. Egy minoségiigyi szotar magyar terminusaiban megjelené metaforak
az elemzett metaforatipusok korébol

A tanulmany a kovetkezOkben A mindségiigy nemzetkozi szotaraban (Balogh—
Foldesi, 2003) tekinti at az elemzett két fogalmi metaforan alapuldo metaforikus
kifejezések megjelenését. A c€l nem ezeknek a terminusoknak a részletes
bemutatasa, hanem azoknak a vonatkozé szavaknak, kifejezéseknek a kiemelése
¢s elemzése, amelyek szemantikai felépitése a tanulmany témajat ado két fogalmi
metafordhoz kothetd.

Mindkét fogalmimetafora-megjelenéssel kapcsolatban elmondhatd, hogy
vannak a szotarban olyan, a vizsgéalt fogalmi metafordkhoz kapcsolodo
metaforikus kifejezést alkotd terminusok, amelyekben explicit médon megjelenik
AZ ELMELET EPULET vagy A FOLYAMAT UTAZAS forras- és céltartomany. Az
alabbiakban ezeknek a bemutatasa kovetkezik.’

AZ ELMELET EPULET fogalmi metaforan alapulé magyar nyelvii terminusok,
amelyekben sz6 szerint megjelenik az épiilet valamely része, alkotdeleme (vo.
Soélyom, 2020: 73):

A szotar megadja az egyes terminusok angol ekvivalenseit is, ezért a tanulmany is kozli ezeket (zarojelben).
Megfigyelhet6, hogy esetenként megegyezik a magyar—angol terminusok szemantikai felépitése a metaforikussag
tekintetében; vannak viszont példak, amikor nincs ilyen egyezés, tehat mig a magyar terminus metaforikus, addig
az angol megfeleldje nem. (Természetesen ennek a forditottjara is van példa, de mivel a jelen tanulmany a magyar
terminusok szemantikajat elemzi, az ilyen eseteket nem mutatja be.)
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1) alaphiba (méréeszkozé)

2) érzéketlenségi kiiszob

3) minosegfunkcio lebontdsa

4) szervezeti felépités

5) szint-osszehasonlitas

A fenti példak alapjan elmondhatd, hogy az épiilet konkrét részeivel (alap,
kiiszob, szint), illetve egy ¢éplilet esetében felmeriildé folyamatokkal,
tevékenyseégekkel (lebontas, felépités) kapcsolatban jelennek meg a metaforikus
kifejezések.

Vannak tovabbi, nem konkrétan épiilet-hez, de térbeli entitashoz kapcsolodo
metaforikus terminusok is az emlitett szotarban, amelyekben AZ ELMELET TERBELI
ENTITAS fogalmi metafora jelenik meg inkabb. Ezeknek az esetében nem
konkrétan az épiilet egyes részei, hanem inkabb a térbeliség €s a vele kapcsolatos
jellemzok figyelhetdk meg. Tény ugyanakkor, hogy az ide sorolhato kifejezések
egy térben koriilhatarolhato teriiletet implikadlnak. A szotdrban az alébbi
terminusok sorolhatok ide:

6) attekinthetoség

7) az audit teriilete

8) konstrukcio atvizsgalasa (terv atvizsgalasa)

AFOLYAMAT UTAZAS fogalmi metaforahoz kapcsolodd metaforikus terminusok
esetében azok a gyartasi folyamatok jelennek meg, amelyek soran az utazas
forrastartomany segitségével kiemelddnek a mindségbiztositdsi szempontbol
relevans 1épések, amelyeken a termék ,athalad” (So6lyom, 2020: 74). Ebben a
kategoridban is van olyan terminus, amely explicit modon utal az UTAZAS
forrastartomanyra:

1) utazo etalon

Vannak ugyanakkor olyan kifejezeések, amelyek az utazas egészére mint a
gyartasi folyamat teljességére utalnak, €és ennek az utnak a sordn neveznek meg
egyes ,,allomasokat” vagy eljarasokat, jellemzden pontszeriien, a folyamat egy-
egy konkrét allomésara utalva:

1) dtadé kockdzati pontja (ADP)

2) dtvevd kockdzati pontja (AVP)

3) ellenorzési pont

4) ellenorzoponti hiba

5) vegellenorzés

Ezekben a terminusokban sok esetben megjelenik maga a pont sz6, mig van
koztiik olyan (végellendrzés), amely szintén egy adott allomasra utal a gyartasi
folyamat soran, de nem tartalmazza expliciten a pont-ot, megjelenik viszont benne
elétagként a vég- sz0.
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7. Minéségiigyi szabvanyok terminusainak elemzése: a vizsgalt
metaforatipusokhoz  kapcsolodé magyar nyelvii  terminusok
szemantikaja

A tanulmany a kovetkezékben harom, mindségiranyitasi rendszerekhez
kapcsolodo szabvany — MSZ EN ISO 9001:2015 (Mindségiranyitasi rendszerek.
Kovetelmények), MSZ EN ISO 13485:2016 (Orvostechnikai eszkozok.
Minoségiranyitasi rendszerek. Szabalyozasi célu kovetelmenyek), illetve MSZ EN
ISO 14001:2015 (Kornyezetkozpontu iranyitdsi rendszerek. Kovetelmények és
alkalmazasi iranyelvek) — magyar nyelvii szovegében mutatja be azokat a
példakat, amelyekben a targyalt két metaforatipus megjelenik.'°

Az elemzéseket el0készitd kutatasok soran a hivatkozott szabvanyok teljes
magyar nyelvll szovegének attekintésére sor kertiilt, a jelen elemzeések azonban
csak szavakat, illetve néhany szobol allo szokapcsolatokat idéznek a szovegekbdl
abbol a célbol, hogy a vizsgalt metaforatipusokat bemutassak.

Mint lattuk, a szakteriilethez kapcsolddo szotar terminusaiban el6fordultak
mind az EPULET, mind az UTAZAS forrastartomanybdl taplalkozo terminusok, de
mig a szotar célja a definicidadas €s a tajekoztatas egyes terminusokrol, addig a
szabvany mint szakszoveg egy lépéssel tavolodik a szotarhoz képest a tajekoztato,
Htanitd” funkciotol: szakemberek szdmadara irddott, tobb nyelven elérhetd, és
szerz@je feltételezi, hogy az olvasd az adott teriileten dolgozd, a terminusokat
ismerd szakember.

»A szabvany kozmegegyezéssel létrehozott és egy hivatalosan elismert
szervezet altal jovahagyott, tevékenységekre vagy azok eredményeire vonatkozo
dokumentum, amely — 4ltalanos ¢és ismételt, kovetkezetes alkalmazasra —
szabalyokat, iranyelveket, megoldasokat, jellemzdket fogalmaz meg a rendezd
hatas adott feltételek kozott kivitelezhetd legkedvezobb fokanak elérése céljabol”
(Pényai, 2010: 3—7, Boleskei, 2011: 275).

A szabvanyositas soran a fogalmak, terminusok, folyamatok szabvanyositasa
is megtorténik a miszaki egységesitéssel egyidejileg. ,,A terminusok
szabvanyositdsa Osszetett folyamat, tobb fazisbol all: a fogalmak és fogalmi
rendszerek egységesitése, a terminusok definicija, a homonimia csokkentése, a
szinonimia kikiiszobdlése, a jelek rogzitése (...) €s Uj terminusok megalkotasa” —
mutat ra tanulményéban Féris Agota és Bolcskei Andrea (Foris—Bolcskei, 2019:
9).

A fentiekbdl érezhetd, hogy a szabvanyok forditdsa sordn a szdveg
megalkotojanak, illetve forditdjanak arra kell térekednie, hogy a szemantikai
egyértelmiiség és a terminoldgiai pontossag egyarant €rvényesiiljon, ugyanis ez
szolgalja a befogaddk érdekét.

10°A két szabvany, valamint egy tovabbi magyar nyelvii szabvany tobbféle metaforahoz és metonimidhoz
kapcsolddé terminusait Solyom, 2020 elemezte részletesen (S6lyom, 2020: 85-132).
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7.1. AZ ELMELETEK EPULETEK

A héarom vizsgalt szabvany magyar nyelvili sz6vegében megjelennek olyan, az
EPULET vagy TERBELI ENTITAS forrastartomanyt hasznalé metafordhoz kapcsolodé
metaforikus  kifejezések, amelyek tobb valtozatban, a gyartdsi ¢&s
mindségiranyitasi folyamatokra utalva dolgozzék ki a jelentést. Az aldbbiakban
ezek bemutatasa kovetkezik olyan modon, hogy miutan a tanulmany megad egy-
egy jellemzd metaforikus kifejezést, listdzza az eléforduldsokat hivatkozva arra,
hogy melyik szabvanyban hol taldlhato a jelzett rész.'' (A metaforikus
terminusokat dolttel emeli ki az elemzés.)

KULSO—-BELSO DIMENZIOK
Ennek az alcsoportnak az esetében meg kell jegyezni, hogy az EPULET metafora
csak sematikusan jelenik meg, leginkdbb a TARTALY kategorian beliil
konceptualizalodnak a kapcsolddd metaforikus kifejezések.

1),,belso forrasok — kiilso forrasok™ (ISO 9001, 29. o.);

2),,belso és kiilso kommunikacio” (ISO 9001, 30. o.);

3) ,,kiils6 szolgaltatok™ (hatszor, ISO 9001, 37-39. o0.);

4) ,,kiilso forras™ (ISO 9001, 38. 0.);

5),,belsé audit” (ISO 9001, 44. o., ill. ISO 14001, 35. 0.);

6) ,,kiilso és belso tényezOk” (ISO 9001, 45. o., ill. kétszer, ISO 14001, 22. O.)

7) ,.kiilso szervezet” (ISO 14001, 19. 0.);

8),,belso és kiilso kommunikacid” (hatszor, ISO 14001, 29, 30, 43. 0.).

ALAP

1),,A kockazatok ¢és lehetdségek kezelése (...) alapul szolgal (...)” (ISO 9001,
17.0.);

2) ,.kockazatalapu gondolkodasmod” (ISO 9001, 23. o.);

3) ,,a szervezeti ismeretek alapulhatnak a kévetkezOkon [(...])” (ISO 9001, 29.
0.);

4),,A kritériumok: azon alapuljanak, hogy (...)” (haromszor, ISO 13485, 27.
0.);

5).,,(...) a PDCA (...)-koncepcion alapszik” (ISO 14001, 10. o.);

6) ,.,kockazatalapu gondolkodas” (ISO 14001, 12. o.);

7) ,,hivatkozasi alapként hasznalt iranyvonalak” (ISO 14001, 20. o.);

8) ,,megalapozott kritériumok” (ISO 14001, 26. o.).

SZINT, SZINTEK
Az ebbe az alcsoportba tartozo kifejezések egyfeldl az EPULET, masfeldl viszont
a FENT-LENT ellentétén is alapulnak.

A tanulmany a vizsgalt szabvanyok nevét a hivatkozasokkor réviditve adja meg, ilyen modon: ISO 9001 (=MSZ
ENISO 9001:2015, ISO 13485 (=MSZ EN ISO 13485:2016), valamint ISO 14001 (=MSZ EN ISO 14001:2015).
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1),,Egy kornyezetk6zpontu iranyitasi rendszer sikere fiigg a szervezet minden
szintjének (...) az elkotelezettségétol” (ISO 14001, 9. o.);

2),,(...) a kovetelmények (...) tartalmaznak egy magas szintii felépitést” (ISO
14001, 12. 0.);

3),,A célok (...) kiilonb6z0 szinteken alkalmazhatok (...)” (ISO 14001, 17. o0.);

4),,(...) szabalyozott szinten tartsak (...)” (ISO 14001, 17. o.);

5) ,,a szervezet kiilonféle szintjei” (kétszer, ISO 14001, 26. és 30. o.)

EPITES

1),,(...) biztositja a mindsegiranyitasi rendszer kovetelményeinek beépiilését a
szervezet iizleti folyamataiba (...)” (ISO 9001, 23. o0.)

2),,(...) beepiti a kornyezetirdnyitast a szervezet atfogd irdnyitasi rendszerébe”
(ISO 14001, 9. 0.);

3),,(...) minden kovetelményét beépitik (...) a szervezet kdrnyezetkdozpont
iranyitasi rendszerébe, és kizaras nélkiil teljesitik” (ISO 14001, 14. o0.);

4),,(...) tevékenységeket hogyan lehet beépiteni a szervezet Tzleti
folyamataiba” (ISO 14001, 28. o.).

KUSZOB

(A latin ex limen, eliminare 'a kiiszobon kivisz, kikiiszobol’ szobdl forditva, vo.
EtSz., 408.)
1),,A nemmegfeleldségek okainak kikiiszobolése” (ISO 13485, 34. 0.);
2),,(...) kikiiszobolheti a lehetséges nemmegfeleldségek okait (...)” (ISO
13485, 35. 0.)
3),,A forras (...) kikiiszobolése” (ISO 14001, 17. 0.).

SZERKEZET
1),,(...) a mindségiranyitasi rendszerben haszndlt dokumentacid szerkezete”
(ISO 13485, 18. 0.).

PILLER
1),,(...) a fenntarthatosag kornyezeti pillére” (ISO 14001, 8. o0.)

7.2. AFOLYAMAT UTAZAS

Az elemzett szabvanyokban megfigyelhetd az UTAZAS forrastartomanyt
felhasznald metaforikus kifejezések hasznalata is. Ezek els@sorban folyamatokat
jellemeznek, ¢és bennlik gyakran megjelennek a folyamat haladasahoz
kapcsoloddéan az IRANYOK is forrastartomanyként. Megjegyzendd, hogy az
UTAZAS forrastartomanyt tartalmazd metaforadk esetében sokszor eléfordul, hogy
a koz¢&jiik tartoz6 metaforikus kifejezések besorolhatok az altalanosabb MOZGAS
forrastartomanyba, azonban a lent bemutatand6 példak tekintetében
meglehetdsen erdsen érvényesiil a szandékossag, céliranyossag, igy ezeket
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célszerlinek tlinik a sziikebben vett UTAZAS forrastartomanyhoz sorolni. Ilyen
példak az elemzett szabvanyok koziil kettdben, az MSZ EN ISO 9001:2015-ben
¢s az MSZ EN ISO 13485:2016-ban fordultak eld. A kovetkezOkben ezeknek a

bemutatasara kertl sor.

BEMENET, KIMENET

1),,(...) a kimenetek, amelyek nem felelnek meg a kovetelményeknek (...)” (ISO
9001, 42. 0.);

2),,Az atvizsgalas bemenetei (...) az atvizsgalas kimenetei” (ISO 13485, 21. 0.);

3),,(...) a tervezes és fejlesztés kimenetei nyomon kovethetOk legyenek a
tervezés ¢€s fejlesztés bemeneteihez (...)” (ISO 13485, 24. 0.);

4),,...) a termékre vonatkozo kovetelményekkel kapcsolatos bemenetek (...)”
(ISO 13485, 24. 0.);

5) ,,a kockazatiranyitas lehetséges bemenete” (ISO 13485, 31. 0.);

6),,A tervezésnek a kimeneti adatai (...)” (ISO 13485, 23. 0.);

7),,(...) a kockazatiranyitas alkalmazandé kimenete (kimenetei)” (ISO 13485,
24. 0.);

8) ,,A tervezeés ¢s fejlesztes kimeneteit olyan alakra kell hozni” (ISO 13485, 25.
0.).

IRANYITAS

1) ,.,kockazatiranyitas (risk management): Az iranyitasi elvek, eljarasok és
gyakorlatok modszeres alkalmazdsa a kockazatelemzési, -eértékelési, -
kezelési és -megfigyelési feladatokra” (ISO 13485, 16. 0.);

2) ,,Kockazatiranyitas, kockazatiranyitasi tevékenység” (ISO 13485, 23. 0.);

3),,(...) a kockazatiranyitas alkalmazand6 kimenete (kimenetei)” (ISO 13485,
24.0.);

4) ,,a kockazatiranyitds lehetséges bemenete” (ISO 13485, 31. o.).

ELOMOZDIT, ELOMOZDITAS
1) ,,elomozditjia a fejlesztést” (ISO 9001, 23. 0.);
2) ,,a vevokozpontasag elomozditasa” (ISO 9001, 25. o.);
3),,(...) a(...) tudatossag elomozditasanak biztositasat” (ISO 13485, 20. o.).

VISSZAVEZETHETOSEG
1) ,,a mérés visszavezethetosége” (ISO 9001, 29. o.).

FIGYELEMMEL KISERES
Az ebbe a kategodriaba tartozé kifejezés elsdsorban csak a kisér sz6 tartalmazéasa
miatt sorolhaté az UTAZAS fogalmi metaforahoz tartoz6 altipusokhoz.
1),,(...) a szervezetnek figyelemmel kell kisérnie a vevok észleléseit” (ISO
9001, 43. 0.).

144



SOLYOM REKA

NYOMONKOVETHETOSEG
1),,(...) a termék nyomonkdovethetosége” (ISO 13485, 30. o.).

8. Az elemzett fogalmi metaforak megjelenése két europai unios szinti
szabalyozas fogalommeghatarozasaiban

A tanulmany utolso fejezete két eurdpai unids szintli szabalyozas, egy iranyelv €s
egy rendelet fogalommeghatarozasaiban tarja fel a vizsgalt két fogalmi metafora
megjelenését, a prototipikusan hozzajuk kapcsolddd metaforikus kifejezések
el6fordulasat.'?

Az egyik dokumentum 2014-ben keletkezett, cime Az Eurdpai Parlament és a
Tanacs 2014/34/EU iranyelve (2014. februar 26.) a robbandsveszélyes légkorben
valo hasznalatra szant felszerelésekre és védelmi rendszerekre vonatkozo
tagdllami jogszabdlyok harmonizacidjardl (atdolgozas),"> a masik 2017-es, cime
Az Europai Parlament és a Tandcs (EU) 2017/745 rendelete (2017. dprilis 5.) az
orvostechnikai eszkozokrol, a 2001/83/EK iranyelv, a 178/2002/EK rendelet és az
1223/2009/EK rendelet modositasarol, valamint a 90/385/EGK és a 93/42/EGK
tandcsi iranyelv hatdalyon kiviil helyezésérdl.'* A két szakszoveg kivalasztasanak
oka az volt, hogy bar szerkezetiik, felépitésiikk hasonld, teljesen mas
szakteriilethez kapcsolddnak az altaluk targyalt termékek. A szemantikai elemzés
sordn a tanulmany azt mutatja be, hogy az elemzett szovegrészletekben milyen, a
két targyalt fogalmi metaforahoz kapcsol6d6 megjelenések talalhatok.

8.1. AZ ELMELETEK EPULETEK

Ehhez a fogalmi metafordhoz kevesebb metaforikus kifejezés kapcsolodott a
vizsgalt  fogalommeghatarozdsok  szovegében. A két  szakszoveg
fogalommeghatarozasaiban az aldbbi példak fordultak eld (a példak utan
zardjelben a szovegre utalas, illetve az oldalszam olvashato, kiemelve lathatok a
metaforikus kifejezések):

ALAP
1) ,,megalapozott eldontés” (orvostechnikai, 19. o0.);
2) ,tajékoztatason alapulo beleegyezd nyilatkozat™ (orvostechnikai, 19. o.).

12 Tovabbi EU-s szabalyozasok fogalommeghatdrozasainak részletes szemantikai elemzését 1. Sélyom, 2020:
133-162.

13 Forras: https://eur-lex.europa.eu/legal-content/HU/TXT/PDF/?uri=CELEX:32014L0034&from=EN, letoltve:
2021. jinius 8.

14 Forras: https://op.europa.eu/en/publication-detail/-/publication/83bdc18f-315d-11e7-9412-

0laa75ed71al/language-hu/format-PDF, letoltve: 2019. december 14.
Részletes elemzését 1. S6lyom, 2020: 135-141.
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KUSZOB
1),,(...) hogy kikiiszoboljek az (...) nemkivanatos helyzetnek az okat (...)”
(orvostechnikai, 20. o0.).

SZINT
1) ,,a biztositando védelem kielégitd szintjét” (robbanasveszélyes 1égkor, 6. 0.).

8.2. AFOLYAMAT UTAZAS

Ennek a fogalmi metaforanak, valamint a hozz4 tartozd kifejezéseknek a
megjelenésére tobb példa talalhatd a két szakszOvegben, mint az EPULET
forrastartomanylira. Az UTAZAS forrastartomdnyt tartalmazd terminusok
jellemzdéen a gyartési, eldallitasi, valamint a forgalmazési folyamat lépéseit,
kapcsolddd fogalommeghatarozasait értelmezik ennek a forrastartomanynak a
segitségével. Az eldallitott és forgalmazott termék vagy szolgéltatds jellemzden
az elindulds-uton levés-végcélhoz érés folyamatat jarja be ennek a metaforanak a
segitségével. A szovegekben az alabbi példak jelennek meg minderre:

KIINDULAS
1), forgalomba hozatal” (robbanasveszélyes légkor, 6. 0.);
2) ,termeket hoz forgalomba az unids piacon” (robbanésveszélyes 1égkor, 6.
0.).

MOZGAS, HALADAS

1),,(...) betegség (...) megelozése” (orvostechnikai, 15. 0.);

2),,(...) betegség (...) figyelemmel kisérése” (orvostechnikai, 15. 0.);

3),,(...) sériilés vagy fogyatékossag (...) figyelemmel kisérése” (orvostechnikai,
15.0.);

4) ,»orvostechnikai eszkoz«: (...) amely elsddlegesen szandékolt hatéasat (...)
nem farmakologiai vagy immunoldgiai ufon, €s nem is az anyagcsere utjdn
éri el (...)” (orvostechnikai, 15. 0.);

5) ,,visszahivas” (orvostechnikai, 19. o.; robbanésveszélyes 1€gkor, 6. 0.).

VEGCEL
1),,(...)egy (...)eszkozt (...) a végfelhasznalo rendelkezésére bocsatanak (...)”
(orvostechnikai, 17. 0.);
2) ,forgalombol torténd kivonds” (orvostechnikai, 20. o.; robbanasveszélyes
1égkor, 6. 0.).
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9. Osszefoglalas

A tanulmany két, a szépirodalmi ¢és a koznyelvben begyakorlottnak szamitod
fogalmi metafora, AZ ELMELETEK EPULETEK és A FOLYAMAT UTAZAS megjelenését
elemezte a koznyelvitdl a szakszovegig terjedd skaldhoz tartozo
szovegrészletekben. A szovegtipusok szandékosan voltak kiilonbozdk: a cél
annak bemutatéasa volt, hogy az elemzett metaforak mind a kdznyelvben, mind a
szaknyelvekben, mind az ,4tmeneti” miifajokban (példaul rekldmszlogen)
eredményesen mukodnek. Az elemzések tehat kimutattak, hogy az elemzett
metaforakhoz tartoz6 metaforikus kifejezések tobbfajta szovegtipusban
megjelennek, fiiggetleniil attol, hogy a hétkoznapi nyelvhasznalathoz tartozo (pl.
koznyelvi neologizmus), ,,fél-szaknyelvi” (pl. rekldmszlogen), avagy szaknyelvi
(pl. szabvany, rendelet) szoveget vizsgalunk.

A kapott eredmények tiikrében elmondhato, hogy a vizsgalt metaforatipusok
olyan, az emberi gondolkodast &ltaldnosan 4thatd, a megértés, megértetés
folyamatat pedig gyakran megkonnyité funkciodban tlinnek fel, amely fiiggetlen a
szovegtipustol. A kiillonbozd szovegmiifajokban megjelend, azonos fogalmi
metafordhoz tartozé kifejezések célja, funkcidja azonban értelemszeriien mas és
mas; ehhez jarulnak még a stilusbeli kiilonbségek is. Megfigyelheté ugyanakkor,
hogy a szlengesebb koznyelvi nyelvhasznalatban és a rekldmszdvegekben inkabb
képszeriiségiiket hangsulyozd mivoltukban jelennek meg a vizsgalt metaforak,
ujszertiségiikkel, stilushatasukkal ,frappans” szemléltetést biztositva; a
szaknyelvi nyelvhasznalatban viszont a szakszokincshez szervesen tartozo
terminusok szemantikai szerkezetében tlintek fel kevésbe figyelemfelkeltd, de a
megértést, értelmezést eldsegitd modon.
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jogszabalyok harmonizaciojarol (atdolgozas): https://eur-lex.europa.eu/legal-
content/HU/TXT/PDF/?uri=CELEX:32014L0034&from=EN

MSZ EN ISO 9001:2015 (Minéségiranyitasi rendszerek. Kovetelmények) szabvany

MSZ EN ISO 14001:2015 (Kornyezetkdzpontl iranyitasi rendszerek. Kovetelmények alkalmazasi
utmutatoval) szabvany

MSZ EN ISO 13485:2016 (Orvostechnikai eszk6zok. Min6ségiranyitasi rendszerek. Szabalyozasi célu
kdvetelmények) szabvany
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Bona Judit — Muranyi Sarolta (szerk.): A nyelvfejlodés folyamata

koragyermekkortol kamaszkorig
(Budapest: Cser Kiad6 — E6tvos Kiado. 2022.)

Az anyanyelv-elsajatitas kutatasa sok évtizedes mell6zottség utan az alkalmazott
nyelvészet egyik legjelentdsebb kutatasi teriiletévé valt. A nyelvészet, a
pszicholdgia €s a pedagogia elméleti €s alkalmazott tudomanyainak hataran allo
teriilet j iranyair6l, kérdéseir6l ad szines képet A nyelvfejlodés folyamata
koragyermekkortol kamaszkorig cimli tanulméanykotet Bona Judit €s Muranyi
Sarolta szerkesztésében. A tiz irast végigolvasva képet kapunk az anyanyelv-
elsajatitas kutatasanak teriileteirdl: a lexikai €s pragmatikai fejlodés vizsgalata, a
kétnyelviiség kérdéskore €s az atipikus beszeédfejlodés kutatasa is megjelenik a
kotet témai kozott. Emellett a beszédtechnologiai alkalmazasok, valamint a
gyermekirodalmi szovegek jellemzdinek kérdését is €rintik az egyes tanulmanyok
— tudjuk meg a kdétet Eloszavabol (7).

A lexikai és szintaktikai adaptdcio idoi mintdzata az anyai dajkanyelvben cimii
irast Harmati-Pap Veronika, Vadasz Noémi, Toth I1diko és Kas Bence jegyzik (9—
27). A szerzdk felhivjak a figyelmet arra, hogy mig a dajkanyelv fonoldgiai és
prozddiai jellemzdivel sok irds foglalkozik, a szintaktikai ¢és logikai
vonatkozasokra kevesebb kutatds fokuszal. 29 anya-gyermek parossal késziilt
kutatasuk korabbi eredményeik igazolasaul is szolgal. Megallapitjak, hogy mig a
gyermekek életkora nemigen volt hatassal az édesanyak altal elmondott mesék
szerkezetei elemeire, addig az anyai bdbeszédiiség terén megfigyelhetd a
gyermekek ¢letkoraval ndvekedd tendencia.

Héamori Agnes és Bona Judit az Otéves gyermekek tarsalgdsanak jellemzéi
magyar nyelvii gyermek—felnott diskurzusokban cimli tanulmanya (29-55)
kiemelkedik a népszeri diskurzusvizsgalatok sorabdl, ugyanis azok ritkan
iranyulnak gyermeki beszélokre. A kutatds sordn kirajzolodik az otévesek
beszéldvaltas-képességének fejlettsége, valamint a szdatvételeik gyorsasdga és
jellemz6 iitemezési mintazata is. Erzékelhetd a gyermekek részérél a szocializacid
soran elsajatitott udvariassag, hogy mikdzben magas szintl a joslo feldolgozas, a
szoatvétellel kapcsolatos interakcids és 1ddzitési normdkat nagy mértékben
ismerik €s kovetik.

Hagymasi Judit és Kleiber Judit A csak partikula gyermeknyelvi vizsgalata
cimli irasabol (57-77) megtudjuk, hogy a kisgyermekek milyen mértékben
képesek a csak partikulat diskurzusjeloldi és logikai értelemben is helyesen
hasznalni. A nagy korpuszon végzett mérésiik eredményei szerint a két funkcio
megoszlasa ardnyos, s a kisgyermek beszélok adekvatan képesek hasznalni azt
grammatikai €s pragmatikai téren is.

Muranyi Sarolta a gyermekek narrativ készségszintjének és a sziilok
gyermekirodalmi ismeretének osszefiiggéseit tarja fel Az otthoni nyelvi kérnyezet
hatasa a narrativ fejlodesre — A Gyermeknyelvi Checklist cimii tanulmdanyaban
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(79-93). A korabbi kutatasok fOként azt vizsgaltdk, hogy a gyermekek
beszéltnyelvi szintje miként fligg Ossze a kozds meseolvasassal, a sziilok
olvasashoz és nyelvi kornyezethez vald viszonyaval, valamint azzal, hogy a sziilé
0sztonzi-e a gyermeket a beszédre, s milyen megnyilatkozasi lehetdségei vannak.
A 3-4 és 5-6 évesek korében végzett kutatds viszont kimutatta, hogy a nagyobbak
korcsoportjanal van Osszefliggés a sziilok gyermekirodalmi ismereteinek ¢€s a
narrativ készségszintje kozott. Minél jartasabb a sziild a gyermekirodalomban,
annal jobb a gyermekek narrativ készségszintje is.

Laczkd Maria irdsa, A hallott tartalom visszaadasa a kozépiskolas korban cimii
tanulmany (95—-112) arr6l ad képet, hogy a digitalis irasbeliség koraban milyen
gyenge a halott szoveg értésének képessége, s a tartalmi visszaismétlésre a
szlikszavusag 1s jellemzd. A két korcsoporton, szakkozeépiskoldban és
technikumban végzett kutatds kimutatta, hogy a szovegértés szintjében az
iskolatipus sokkal meghatdrozdbb tényezd, mint az €letkor.

Nagy-Varga Zsolt érettségi eldtt all6 gimnazistdkon végzett kutatasdnak
eredményeit kozli 4 tanuloi fogalmazasok stilisztikai hibdinak szerepe a beszéd-
és irasfejlesztésben cimii  irdsaban (113-132). A magyardolgozatok
maranykopéseibdl”, humoros hibdibol gytijtétt ki néhdnyat, s ezeken keresztiil
kérddivben vizsgalta a tanuldk ,,aranykopésekhez” vald viszonyat, 1étrejottiik velt
okait, valamint az elkeriilésiikre adott tanacsokat. A szerz0 fontos szerepet
tulajdonit a humoros hibakkal, félreirasokkal valo tanorai foglalkozasnak, ugyanis
ennek szerepe lehet a tudatos nyelvhasznalat fejlesztésében.

A Gyermeknyelvi sajatossdagok vizsgalata szentimentelemzésen keresztiil ciml
tanulmanyban (133-148) Hoss Alexandra €s Viszket Anita egy gyermeknyelvi
szentimentszotar készitésének javaslatat vazoljak fel. A szotar a szavak negativ
¢s pozitiv értéktelitettségét, a gyermekek szavakhoz fiz6d6 nyelvi viszonyat,
valamint a kiiloénb6z6 grammatikai elemek mddositd szerepének ismeretét lenne
hivatott rogziteni. Az irdsban Osszegylijtik a szotarkészitéshez sziikséges
korpuszszovegeket, a szotarirds szempontjait, illetve az annotalds modszereit.

Bogdan Patrik 4 gyermekirodalmi szovegek olvashatosagi vizsgalata a szoveg
grammatikai komplexitdsdn keresztiil cimli tanulményéaban (149-166) Berg Judit
mesekonyvein keresztiil vizsgélja azt, hogy a korosztalyra vonatkozoé javaslathoz
(hany éveseknek ajanlja a szerzd) milyen mértékben igazodik a szovegek
grammatikai szerkesztettsége. A meseszovegek olvashatdsagi indexét elkészitve
megallapitja azt is, hogy a magyar nyelvre jobban ill6 olvashatosagi indexeket
kellene feléllitani.

Amikor a gyermek ,,forditva iil a bilin” — uj lehetéség a dadogo gyermekek
javaslatot Somogyi Timeatol és Lajos Pétertl. A szerzok felhivjak a figyelmet
arra, hogy a dadogéssal kapcsolatos szakirodalmak féként a diagnosztikéarol, és
kevéssé a korszerli kezelésekrdl szolnak. Egy olyan terapidt mutatnak be
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esettanulmanyukban, amelybe a jellemzd csaladi anamnézis miatt a sziiloket (a
csaladot) is bevonjak.

A Bécsben ¢l6 magyarsadg gyermekeinek ,.¢letébe” adnak betekintést Csire
Marta és Wirker-Dobany Katalin a Német—magyar kétnyelvii kisiskoldasok nyelvi
kompetenciajanak felmérése cimli tanulmanyukban (185-195). A kisiskoldsok
hatékony nyelvikompetencia-fejlesztéséhez egzakt diagndzis hasznalatat
stirgetik: a feladatmegoldasok (beszédértés) vizsgalata mellett a beszédhelyzet
kezelését, a szokincs (igék szama), valamint az igealakokat, az igék mondatbeli
helyét, illetve a kotdszok ismeretét figyelembe véve. A pontosabb elemzés
segithet a hatékonyabb nyelvtanari munkéban.

A nyelvfejlodeés folyamata koragyermekkortol kamaszkorig cimii kotet tiz
tanulmanya nem ,kész” téziseket, modszereket nyujt, hanem utat nyit az
alkalmazott nyelvészet gyermeknyelvre irdnyul6 kutatasaiban. Olyan
témafelvetéseket, kutatasmodszertani Otleteket osztanak meg a tanulmanyok
szerzOi, amelyek szamos tovabbi kutatasra sarkallhatjadk a szakértd olvasokat.
Ezen kiviil latleletet is ad arr6l, hogy a magyar nyelvtudomany sok évtizedes
addssagat ,.torlesztve” milyen sokrétlien gondolkodik a gyermeknyelvrdl €s annak
kutathatosagarol.

BLANKO MIKLOS
E6tvos Lorand Tudomanyegyetem
blanko.miklos @gmail.com
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Jank Istvan — H. Tomesz Timea — Domonkosi Agnes (szerk.):
A digitalis oktatas nyelvi dimenzioi.
Valogatas a PELIKON 2020 oktatasnyelvészeti konferencia

kerekasztal-beszélgetéseibol és eloadasaibol
(Eger: EKKE Liceum Kiad6. 2022.)

A PeLi Oktatasnyelvészeti Kutatécsoport 2020-ban rendezte meg madasodik
konferencigjat, amely a magyarorszagi ¢és a hataron tili magyar nyelvteriiletek
oktatoinak, kutatoinak teremtett forumot, hogy kicserélhessék tapasztalataikat a
jarvanyhelyzet alatti lezdrasok miatt bevezetett online oktatasrol, az oktatas
platformjairol, eszkozeirdl, modszereirdl.

Roviden néhany mondatban a kutatdcsoport létrejottét és annak elézményeit
ismertetném. Az oktatasnyelvészettel foglalkoz6é kutatocsoport 2009 ota
mikodott az Eszterhazy Karoly Egyetem Magyar Nyelvészeti Tanszékén. Az
egri kutatocsoport 2017-ben vette fel a PeLi Oktatadsnyelvészeti Kutatocsoport
nevet. 2018-tol kezdve az egri Magyar Nyelvészeti Tanszékrdl tobb kolléga
nyugdijba vonult, majd a tanszék 0j oktatokkal egésziilt ki, ugyanakkor mas
okokbol tobb kolléga megvalt a tanszektdl, de a kutatok folytatjadk a megkezdett
k6zos munkat, most mar az EKKE kiilonb6z6 karain, intézeteiben. A
kutatdcsoport 2018 6szén PeLiKon A nyelv perspektivdja az oktatasban cimmel
hagyoméanyteremté szandékkal rendezte meg Egerben elsd orszagos
konferencidjat. A konferencia anyaga valogatott tanulmanykdotetként jelent meg
a most bemutatand6 kotet elddjeként.

2020 tavaszan a pandémia kovetkeztében kialakult helyzet miatt az oktatasi
intézmények bezarasaval online oktatasra kellett attérni, ami addig ismeretlen
volt mind a tanarok, mind pedig a didkok szamara. A tanaroknak 10j oktatasi
modszereket, gyakorlatokat kellett kitalalniuk, amelyekkel a korabbi formatol
eltéréen, de eredményesen lehetett folytatni az oktatast. Az online oktatasi
formdban szerzett tapasztalatok egy részét a Pel.i masodik alkalommal, 2020-
ban Egerben megrendezett konferencidgjan mutattdk be a résztvevok. A
rendezvény online formaban, de jelenléti moderalassal valosult meg: hirom
plendris eldadast, tiz eldzetesen felkért kerekasztal-vezetd altal koordinalt
szakmai beszelgetést, valamint tiz posztereldadast tartalmazott.

A 2022-ben az EKKE Liceum Kiadonal megjelent oktatdsnyelvészeti kotet a
kovetkezd 5 nagy fejezetbdl all, amelyekben tematikusan szorosan kapcsolodod
tanulmanyok keriiltek egymas mellé:

1. Modszertani megkozelitések ¢és lehetdségek a digitdlis anyanyelvi

nevelésben

2. Digitalis eszk0zok az anyanyelvi nevelésben

3. Helyzetkép a digitéalis anyanyelvi nevelésrol és oktatasrol

4. Kommunikacio a digitalis térben

5. MID- és idegennyelv-tanitas digitalis kornyezetben
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A kotet 1. fejezete, a Modszertani megkozelitések és lehetoségek a digitalis
anyanyelvi nevelésben a digitalis anyanyelvi nevelés kiilonb6z6 mddszertani
lehetdségeire, illetve az ezeket tdamogatd nyelvészeti elméletekre, mddszertani,
anyanyelv-pedagdgiai megkozelitésekre épit. gy példaul a kutatds- és
problémaalapt nyelvi nevelés kérdéseit, a kognitiv-funkcionalis nyelvszemlélet
alkalmazhatosagat, illetve az ezek kapcsan felmeriilé fébb Ilehetdségeket
mutatjak be az eléadasok. Domonkosi Agnes, Imrényi Andras, Jank Istvan,
Kalcs6 Gyula, Ludanyi Zso6fia, Rasi Szilvia, Takacs Judit és H. Tomesz Timea
szerzOk kozosen irt tanulmanyanak cime Problémaalapu anyanyelvi nevelés —
hasznalataalapu gyakorlatok (13-34), melynek az alapvetd megallapitasal a
kovetkezOk: a nyelvtantanitas €vszadzados elmaradassal kiizd, a megszokott
elavult modszereket alkalmazzak a tankonyvek is, a tanarok is. A tanulok
meglévé tudasa, nyelvi képességei, nyelvrél alkotott fogalmai messze
elmaradnak att6l az elvont fogalomrendszertdl, amelyet az iskola nyelvtanként
értelmez. Tehat az anyanyelvoktatis egésze megujitasra szorul. A PeLi
Oktatasnyelvészeti Kutatocsoport kutatoi a jelen tanulmdnyban, de tobb korabbi
tanulmanyban is kifejtették, hogy az anyanyelvi nevelésben eredményesen
hozhato 0sszhangba a problémaalapu tanulds modellje, a nyelv hasznalatalapu
leirdsa, valamint a nyelvmenedzselés-elméletnek a nyelvi problémak
feldolgozasara iranyuld szemléletmddja. A tanulmany részletesen ismerteti az itt
felsorolt alapelvek lényegét. Kiilon kiemelik a szerzk a nyelvi naplé szerepét az
egyes nyelvtani részegységek tanitasdban, mint példaul a hangtan €s az alaktan.
De a nyelvi problémdk feldolgoztatdsa a mondattan és a névtani ismeretek
tanitasaban is rendkiviil fontos. A felvetett problémak megoldasaban segitségre
lehetnek mas elgondolésok is, példaul a digitalis bolcsészet eredményei.

M¢ég egy olyan tanulméinyra szeretném felhivni a figyelmet — a tobbi
rendkiviili hasznossagat szintén hangsilyozva —, amely a nyelvtandéran, de a
teljes anyanyelvi nevelésben is jol alkalmazhatd. Ez Kugler Nora, Tolcsvai
Nagy Gabor, Imrényi Andras, Kocsis Agnes, Kodacsi Boglarka, és Palagyi
Laszld A funkcionadlis kognitiv nyelvszemlélet érvényesitése (digitalis
nyelvtanoran) cimii tobb mint 30 oldalas tanulméanya (35-68), mely részletes
elméleti keretben nagyon sok gyakorlatot mutat be az elméletnek az oktatdsban
valo felhasznalhatosagara.

A 2. fejezet tanulmanyai az anyanyelvi nyelvtantanitds néhany konkrét
digitalis eszkozét mutatjak be. A szerzdk (egyfeldl Constantinovits Milan, Istok
Béla, Ludanyi Zsoéfia, Schirm Anita, masfelél Oszké Beatrix, Téth Noémi
Evelin, Yang Zijian Gy06zd) olyan digitalis tartalmakat, platformokat,
alkalmazéasokat ¢és eszkOzoket ismertetnek, amelyek a nyelvtantanitas
hatékonysaganak novelését segithetik eld a digitalis térben, de alkalmazhatdok a
hagyomanyos oktatasba illesztve is (105-135, 145-157). Az IKT-val torténd
¢lménykodzpontu oktatds egyrészt a digitdlis eszko6zok, masrészt az eszkdzok
alkalmazasa sordn alkalmazand6 digitalis nyelvhasznélat egyiittesében
valosulhat meg. Sz6 esik még a fejezetben a netszokincs, a netikett, a mémek
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sajatossagairol, ezek alkalmazasardl, a felhaszndlas modszereirdl, problémairol
(1. Loérincz Gébor és Istok Béla tanulmanyat, 137—144).

A Helyzetkep a digitalis anyanyelvi nevelésrol és oktatasrol cimili fejezet
azokat a tanulmanyokat foglalja magaba, amelyekben kiilonb6z6 hazai és
hatdron tuli oktatdsi intézmények pedagdgusai szamolnak be a digitalis
oktatasban alkalmazott gyakorlataikrol, az oktatds soran szerzett személyes
tapasztalataikrol. Ez a fejezet redlis helyzetképet ad a hatdron tali és a
magyarorszagi digitalis anyanyelvi nevelés allapotardl egyarant. Szeretném
kiemelni Kadar Edit, Koll6 Zsofia, Bartalis Boroka és Székely Melinda
szerzOknek a roméniai kornyezetben megvaldsuld anyanyelvoktatas digitalis
tavoktatas nehézségeir6l szolo tanulmanyat (161-176). Ugyancsak nagyon
fontos kérdéseket vet fel Bolcskei Andrea, Németh Miklos, Pelczéder Katalin,
Racz Anita, Sinkovics Balazs, Terbe Erika ¢és Téth Valéria kozos tanulmanya is
a nyelvtorténet digitalis oktatasdnak lehetdségeirdl (177-194).

A 4. fejezet, Kommunikdcio a digitalis térben cimmel az el6bbihez szorosan
kapcsolddva a digitdlis térben zajlo kommunikacié kiilonb6zd aspektusaiba
nyujt betekintést az online iskolai diskurzusokon keresztiil: tanuloi €s tandri
reflexiokkal, levelezésekkel, interjukkal. Az online tanulasi kornyezetek
kitagitottak a hagyomanyos oktatas kereteit. A tanulmanyokban sz6 esik azokrol
a digitalis platformokrdl, valamint azokrol a tapasztalatokrol, amelyeket az
oktatok a hirtelen jott lezaras kovetkeztében alkalmazni kezdtek (példaul az E-
KRETA, a Google Classroom zart osztalytermi rendszerérdl, illetve a YouTube-
on keresztiil torténd tanitasrol). Attol fiiggden, hogy milyen rendszert hasznaltak
a tandrok és tanuldk, szinkron, aszinkron és vegyes tipusii online tanuldsi
rendszerekben valosult meg az oktatas.

Az utolsé fejezet egyik tanulmanya, Arvay Anett cikke a magyar mint idegen
nyelv (MID) tanitdsanak kérdéseivel foglalkozik (255-264). A tanarok digitalis
kompetencidja kulcskompetenciaként jelenik meg az 0j szemléletli digitalis
oktatasban. A digitalis feliiletek, modszerek alkalmazdsaba nyerhetiink
betekintést az idegennyelv-oktatasban is. Fontos ismereteket szerezhetiink a
digitalis nyelvtanari szerepekkel, online tolmdacsoldsi és forditdsi, valamint
terminoldgiai lehetdségekkel kapcsolatban, valamint tanulsdgosak a digitélis
oktatas, tolmacsolas kozben felmeriild problémak is.

Az ismertetett kotet nagyon hasznos az oktatas minden teriiletén, a teljes
oktatasi rendszerben, amely magadba foglalja a kozoktatds minden szintjét,
beleértve a felsdoktatas kiillonbozd teriileteit, kiilonosen a pedagogusképzeést. A
kotet tanulmanyait jo szivvel ajanlom az oktatdsi folyamat megtervezésében a
fordito- és tolmacsképzeésben, a doktori iskolakban folydé munkéban, valamint
egyes tanulmanyai jol hasznosithatok pedagogus-tovabbképzési anyagkeént is.

LORINCZ JULIANNA

Eszterhazy Karoly Katolikus Egyetem Magyar Nyelvészeti Tanszék,
Selye Janos Egyetem Magyar Nyelv és Irodalom Tanszék
jel2ster@gmail.com
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Kutlay Yagmur and Fons J. R. van de Vijver: Multidisciplinary
Perspectives on Acculturation in Turkish Immigrant’s Identity,

Language and Education Across Generations
(Switzerland: Springer International Publishing. 2022. 162 p.)

Written by a well-known educational linguist and a cross-cultural psychologist, the
book presents the incorporated works of different research projects pertinent to
language maintenance and shift, acculturation orientations, family language policy,
school achievement, and bilingualism in Turkish-speaking communities in different
immigration contexts. The book is divided into seven chapters combining
psychological, sociolinguistic, and ethnographic perspectives to present a detailed
and systematic investigation of Turkish immigrants' identity, language, and
acculturation orientation.

The first chapter broadly provides insight into the term ‘acculturation’ and the
relationship between the term language maintenance and family language policy
and the sphere of influence of acculturation in the students' educational
achievement. The authors disagree with the categorization by Berry (1997), who
proposes four possible outcomes of acculturation outcomes of immigrant
adaptation: adaptation, assimilation, integration, separation, and marginalization.
They argue that it is impossible for such a complex social and cultural process to
result in only four outcomes. They highlight the need for interdependent
investigation of each factor in the multi-layered nature of adaptation in acculturation
conditions, orientation, and outcomes. Since language maintenance or shift is
related to both linguistic and cultural contact, the linguistic outcome is affected by
the interaction between the majority and minority language speakers. In this respect,
there is also a need to conduct research in actual places of intergroup contact to
reflect on acculturation attitudes and orientations of the host society members
regarding the cultural adaptation of the new groups. Undervalued or prohibited
mother tongues in restrictive school environments might barricade children’s
cognitive skills and even identity development. A segregated education system
induces limited exposure to the mainstream language leading to a restricted
involvement of most parents due to the lack of proficiency in the mainstream
language.

Chapter 2 is dedicated to the history of immigration of Turkish immigrants and
the situation of their heritage language in five different European contexts; France,
Germany, the Netherlands, Australia and the United States of America. The chapter
informs the reader that the immigration flow of labour began in the 1950s and 60s,
down to the bilateral agreements between Western European and Turkish
governments. Initially called ‘guest workers’, they settled down after being reunited
with their families and the ‘European Turks’ identity emerged. The situation has
changed in the last decades because almost the entire population is blue-collar
workers, and in-group marriage tendency is very likely in Australia, Germany, and
the Netherlands. Media and sources in the heritage language are available in the
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major immigrant contexts (Australia, Germany, and the Netherlands). The age
distribution is relatively young compared to the mainstream population. The
analysis of Turkish acculturation orientations in the four contexts by Yagmur and
van de Vijver (2012) showed a close connection between the degree of acculturation
and the integration ideology of the receiving societies with stronger negative
correlations between mainstream and Turkish identity in less pluralistic countries.
Identification with the host society was lowest in Germany while highest in the
United States and Australia. Turkish immigrant groups have very diverse profiles in
their linguistic practices. A small group, the younger generations, shift to the host
language and use almost only the societal language. Yagmur and Akinci (2003)
found that Turkish is used in the domestic domain and the neighbourhood of other
Turkish immigrants in France.

In Chapter 3, Turkish acculturation orientations are presented by examining the
relationship between the degree of acculturation and the integration ideology of the
receiving societies: Australia, the USA, France, Germany, and the Netherlands.
Turkish immigrants in Australia and the USA displayed better higher orientation
towards the mainstream society due to the higher educational profiles of Turkish
immigrants and the long history of immigration. In contrast, they exhibit higher in-
group orientations with language maintenance in European contexts except for
France.

Chapter 4 investigates the factors influencing family language policy by
comparing two national settings, Turkish-Dutch and Turkish-Australian families,
where the state policies are respectively exclusive and pluralistic. Regardless of the
state policies, both groups show higher levels of language maintenance, even in the
third generation. High value is attributed to the language as an inseparable part of
the culture and identity. However, the mainstream language is equally valuable as a
part of their linguistic repertoires. Translanguaging exists as the actual mode of
language use in most immigrant homes. Despite the hesitation in raising bilingual
kids in the Dutch context due to the schools and teachers’ idea that acquiring Dutch
first is better, Turkish-Australian and Turkish-Dutch parents still prefer dual
language proficiency instead of monolingualism.

In Chapter 5, Turkish immigrant students' educational achievement differences
in reading and mathematics are investigated with the PISA data (Programme for
International Student Assessment). Since the factors leading to the
underachievement of Turkish immigrant students at school are multifaceted and
interrelated, the results are analysed with a focus on achievement differences, the
role of socioeconomic backgrounds, and the impact of mainstream language
proficiency. It presents a disparity in academic performance between the two
groups. Yet, when the economic, social, and cultural status is controlled, the
difference in performance becomes less. The students with higher scores on the
economic, social, and cultural status index performed better in reading and
mathematics. Based on the positive correlation found, socioeconomic status
enabling cultural and educational resources at home is assumed to impact
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achievement positively. The performance of immigrant children in mathematics
tests 1s as good as that of mainstream students. Higher reading performance in PISA
1s observed in the countries with higher MIPEX (The Migrant Integration Policy
Index) results and a more inclusive integration policy.

Chapter 6 presents the investigation of the possible relationship between the first
and second language skills of Turkish students in France, Germany, and the
Netherlands with the standardized tests (PISA and PIRLS) with 119 students at the
age of 10 and 122 students at the age of 15. Both age groups had much higher
reading comprehension skills in the languages of the mainstream compared to their
heritage language. Therefore, Turkish is not the °‘first language’ of Turkish
bilinguals growing up in these countries. Turkish bilinguals, who display high
performance in Turkish reading tests, get equally high scores in the host languages
despite the lack of prediction in the opposite direction. The proficiency levels
achieved in the first language will benefit their mainstream language skills, and
hence not achieving proficiency in the first language leads to underachievement in
the mainstream language and, consequently, at schools. The data confirmed
Cumin’s hypothesis that claims not reaching the first threshold in either of the
language has serious detrimental effects on the linguistic and even cognitive skills
of bilingual children.

Chapter 7 presents the overall conclusion. The adaptation process, either
culturally or linguistically, is affected by political discourse as the language in these
countries is still exclusive rather than inclusive. The political correctness of the
terms used in acculturation research is suggested to be gone through for future
research. Turkish immigrants in France show strong identification with the Turkish
group as opposed to the linguistic assimilation they get through. In Germany,
likewise, they exhibit a high level of ethnic identity with a much lower level of
mainstream identity. On the contrary, there is a high level of identification with the
mainstream culture in Australia and the USA. The different acculturation
orientations of Turkish immigrants in the USA might be led by predominantly
mainstream language use, choice, and preference, even in first-generation
informants, unlike the European contexts. In the Dutch context, the Turkish
language is highly valued and identified with the mainstream and the in-group.
Based on the theory of Cummins (1979), it is concluded that lower school
achievement of Turkish immigrant children might be a possible outcome of the
delays in first language development with little societal and institutional support and
negative attitudes to immigrant children’s bilingualism, excluding high-status
languages, in the European context. Turkish children obtain the same scores as
mainstream students in mathematics tests yet lower in language skills. The empirical
evidence in the book presented the complex relationship between integration
policies of immigrant-receiving societies and the language maintenance and
acculturation orientations of immigrant groups.
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Albert Costa: The Bilingual Brain: And What It Tells Us

about the Science of Language
(New York: Penguin Random House, 2020, p. 176, ISBN 978-0241391518)

This book presents twenty years of research in the field of the cognitive science
of language and bilingualism, initially written in Spanish by Albert Costa and
translated by John W. Schwieter. The author was a Research Professor at Pompeu
Fabra University in Barcelona and Director of the Speech Production and
Bilingualism Group at the Centre for Brain and Cognition. His research focused
on the cognitive and neural basis of language processing.

This book aims to show how two languages can coexist in the same brain, find
answers to questions raised concerning the bilingual advantage from infancy to
old age and respond to additional questions about language interaction and
cognitive functions, which examine attention, decision-making, and learning.

In Chapter 1- entitled Bilingual Cradles- the author discusses studies on
bilingual infants by examining different techniques for measuring bilingualism in
babies and describing how the linguistic systems of bilingual children develop.
The chapter includes a summary of studies on four-month-old Spanish-Catalan
bilinguals which shows that bilingual infants can discriminate between the two
languages and track phonotactic patterns in the stream of speech, moreover
demonstrating that their sensitivity to the relevant features begins at birth
concerning the phonological contrasts specific to their native language, thereby
losing their initial sensitivity to contrasts that do not occur in the language they
are acquiring as their 1. Furthermore, it investigates studies on the importance
of social contact when learning.

Chapter 2 - entitled Two Languages, One Brain - Costa addresses cortical
representations of the distributed neural circuits. This chapter describes how the
two languages are represented in the brains of adult bilinguals as well as includes
studies from cognitive neuroscience and neuropsychology. It offers a brief insight
into the areas of the brain involved in the representation and control of two
languages. The author also highlights the effects of brain damage on the
representation and control of two languages in the case of Spanish-Catalan
bilinguals diagnosed with Alzheimer’s disease. Chapter 2 also describes bilingual
aphasia, where an important comparison is made between associated and
dissociated deficits. An associated deficit refers to two or more language disorders
that occur simultaneously due to damage to a specific area of the brain (p. 33).
The studies included in this chapter show parallel impairments in both languages
following brain damage. Parallel impairments also suggest how some domains are
interdependent rather than domain-specific. Although the chapter refers to
“systems” that can be regarded as “circuits,” the number of “regions” should not
be underestimated. Despite the progress made to date, this subject is still in its
infancy in the literature.
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The central focus of Chapter 3 is to find answers to the following question:
How does bilingualism shape the brain? This question stems from the discussion
in the previous chapter on how the L1 and L2 are represented in the brain while
making a distinction between processing components like task-specific interface
mechanisms and competence and contrasting knowledge with representation. It
analyses the impact of learning and using two languages on language processing
in general. Furthermore, this chapter compares the brains of bilinguals and
monolinguals and shows that the cortical representations of a bilingual’s L1 are
generally quite similar to those of a monolingual. Costa also provides numerous
examples of how bilingualism positively or negatively affects language
processing, such as naming tasks. The studies included in this chapter that
examine the positive and negative effects of bilingualism on language processing
show that bilinguals access their mental lexicon less efficiently than monolinguals
when tested in their dominant language.

The fourth chapter describes the effects of bilingualism on the attentional
system by providing case studies suggesting that bilinguals have a more efficient
attentional system that is more resistant to brain damage. It gives an insight into
studying the attentional system at both the behavioural and linguistic levels. In
addition, this chapter reviews studies on participants ranging from seven months
to eighty years of age to investigate their attentional systems. In the case of infants,
a study is presented in which task switching was measured in monolinguals and
seven-month-old bilinguals. This study is significant because it shows the effect
of bilingualism on the cognitive flexibility of very young infants. In the case of
elderly bilinguals, Costa suggests that bilingualism may promote cognitive
reserve in neurodegenerative diseases; for instance, a study in this chapter
describes how bilingual participants diagnosed with Alzheimer’s disease or other
neurodegenerative diseases tend to start visiting a neurologist four years later than
their monolingual counterparts, implying that bilingualism promotes the
development of cognitive reserve, which in turn reduces the adverse effects of this
disorder.

The last chapter introduces the key topic of how using a second language can
affect decision-making processes by presenting the significance of the
communicative context and meeting milestones like explaining jokes and using
swear words correctly in a second language. Chapter 5 presents two systems in
connection with decision-making (an intuitive system and a logical and reflexive
one). The author describes how intuitive processes are diminished when using a
second language. In addition, Costa discusses how language can modify our
economic and moral decisions in addition to language's role in social
categorization.

The book is written for the general public as well as students in the field of
bilingual studies by presenting studies in a different way illustrated by everyday
examples, e.g., bilingual Formula One drivers and quotes from The Godfather, to
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make academic findings more understandable. Anyone with no previous
experience of bilingualism would enjoy reading this book since it portrays science
as exciting and puts the reader at ease with the subject while, at the same time,
gaining a fascinating insight into it.
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Jorge Pinto, Nélia Alexandre: Multilingualism and third language

acquisition: Learning and teaching trends
(Berlin: Language Science Press, 2021, p. 212)

The book entitled Multilingualism and third language acquisition: Learning and
teaching trends was published by Language Science Press in 2021.

It was written as a contribution to the field of language learning and teaching as
well as language acquisition. This book aims to present a collection of research
papers that incorporate various fields and studies of multilingualism and third
language acquisition. The objectives are to present recent theoretical and
empirical research results in the aforementioned areas conducted by an
international group of researchers. The book is divided into two main parts:
language acquisition and learning. It consists of 9 chapters written by 16 scholars
from 8 countries that are presented in three thematic elements, providing this
volume with a transparent structure. Following the table of contents and
acknowledgments in the preface, Jorge Pinto and Nélia Alexandre from the
University of Lisbon address the main topic, that is, second and third language
acquisition, as well as its complexity before moving on to the significance of this
research area which clarifies the process of additional language acquisition and
highlights the advantages of multilingual education.

Part 1, Language Acquisition, was written by four authors who focused on
selective attention, phonology, and working memory within language acquisition.
In the first chapter of Part 1, entitled Cognitive processes and interpreting
expertise: Autonomous exercise of Master’s students, Serena Ghiselli
demonstrates the research results from part of a Ph.D. study on conference
interpreting students at the University of Bologna, selective attention as well as
working memory. Following a well-structured introduction to the theoretical
background of skill acquisition, the author presents the research, which evaluated
working memory and selective attention by carrying out psychological tests,
before outlining its findings that aimed to prove her hypothesis that both working
memory and selective attention can be improved over time by completing certain
extra activities during self-study.

The following chapter, entitled On the Acquisition of European Portuguese
liquid consonants by LI1-Mandarin Learners written by Chao Zhou, Maria Joao
Freitas, and Adelina Castelo from the University of Lisbon, investigates 14 L1-
Mandarin speakers’ acquisition of European Portuguese liquid consonants and the
prosodic effect on L2 phonological acquisition by picture-naming tasks. After a
brief overview of possible reasons for L2 speech learning difficulties concerning
liquid consonants in European Portuguese and Mandarin, the authors present their
study and its findings. Their study is a valuable contribution to the research on the
acquisition of novel liquids, as the results indicate that the difficulty with EP
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liquids for L1-Mandarin speakers depends on the relationship between the L1 and
L2 categories.

Six authors contributed to Part II, entitled Language Teaching. In the first
chapter, entitled A close look at how context of acquisition of previous languages
influences third language pedagogy: Does one model fit all? written by Ana
Carvalho, the focus shifts to third language acquisition from a pedagogical
perspective. She highlights the importance of identifying the context of language
acquisition with regard to the already acquired languages as well as in terms of
classroom performance and the perception of the learning process. Carvalho
focuses on two groups of English-Spanish bilinguals learning Portuguese as their
L3: learners who acquired Spanish as a heritage language and those who acquired
it as an L2. The author presents her study on Spanish L1, L2, and Heritage-
Language speakers learning Portuguese as their L3 at the University of Arizona.
She identifies significant differences between these groups based on learning
strategies and preferred teaching methods.

In the following chapter, entitled Multilingual Teachers, plurilingual approach
and L3 Acquisition: Interviews with multilingual teachers and their L3/L3+
Students, Emel Kucukali focuses on plurilingual approaches. Beginning with a
theoretical overview, the author provides a brief review of the differences between
second and third-language acquisition and plurilingual approaches, providing a
holistic view of multilingualism. Following the review, readers are acquainted
with research conducted on the plurilingual approaches of three multilingual
teachers at a Turkish public university in three different foreign language
classrooms, namely English, German, and Russian, as well as on the responses of
their L3/L.3+ students participating in the lessons. This chapter and the study's
results demonstrate the individuality of each student’s language background,
language knowledge, and metalinguistic level.

In the third chapter, entitled Debunking student teachers’ beliefs regarding the
target-language-only rule, Pierre-Luc Paquet and Nina Woll address the
controversial topic of the target-language-only rule in classrooms. The authors
present their research results from a vignette-based questionnaire of 40 student
teachers from Quebec and Mexico. The participants were given certain situations
in which they had to reflect on using other languages in the classroom besides the
target language. The results of the study are impressive and thought-provoking,
revealing a substantial difference between the two groups of student teachers as
well as attempting to give an insight into and provide an explanation for the
different attitudes in addition to approaches to the target-language-only rule in the
classroom context from the perspective of these student teachers.

In the last chapter of Part 2, entitled Training teachers for the challenges of
multilingual education, Julia Barnes and Margareta Almgren demonstrate a field
of study that would require more in-depth research, that is, as the title suggests,
how trainee teachers are prepared for multilingual classrooms. As their research
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was done on the Basque Autonomous Community in Spain, the authors provide
an overview of the sociolinguistic situation there to familiarize the readers with it
before presenting their impressive project named One child’s linguistic picture
where trainee teachers measured and mapped the language development,
production, and understanding of 4-year-old children from both Spain and the
Basque Autonomous Community. The tests, questionnaires, and research as a
whole could be valuable resources for trainee teachers working in multilingual
environments and for students taking part in teacher-training courses.

Part III, entitled Language Learning, was compiled from the work of four
contributors. In the first chapter of Part 3, entitled Exploring learner attitudes in
multilingual contexts: An empirical investigation at the primary school level,
Barbara Hofer from the University of Innsbruck focuses on a critical aspect of
language learning, specifically, language-learning attitude. The author of this
chapter investigates how different contexts, for example, sociolinguistic and
educational, can affect learners' attitudes toward language learning. The study was
conducted in one of the best settings for studying multilingualism, South Tyrol,
which is highly linguistically diverse due to the language conflict of the three
spoken languages there, namely Italian, German, and Ladin. Two hundred nine
primary school students participated in her research, examining the attitude of
multilingual language learners towards Italian as an L2. Her study and results
revealed that multilingual learning programs can boost the motivation and attitude
of students toward language learning.

In the next chapter, entitled Building Bridges between Languages: How
students develop crosslinguistic awareness in multilingual learning settings,
Gisela Mayr investigated crosslinguistic awareness in South Tyrol with the
participation of secondary school students in a multilingual learning setting,
where their L1 is German, L2 Italian, L3 English, and L4 French. Firstly, the
author provides a brief overview of crosslinguistic awareness and plurilingual
task-based learning, which are both essential concepts in this research, before
moving on to the study itself and its results which demonstrate how plurilingual
task-based learning leads to raising consciousness, thereby enabling students to
judge their own linguistic competences as well as develop an awareness of the
different cultures and acquired languages.

In the last chapter of the book, entitled Students’ Perceptions of Plurilingual
nonnative Teachers in higher education: An added or a mudded value?,
Patchareerat Yanaprasart and Silvia Melo-Pfeifer compare students’ perceptions
of nonnative teachers and their performance and how their perceptions affect their
academic achievements. Twenty-seven students from the University of Geneva
and 60 from the University of Hamburg participated in the research. The results
of the study were surprising as neither of the groups reported any superiority of
“nativism’ nor differentiated between native and nonnative teachers, since their
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expectations of both teachers are the same, moreover are unanimously in favor of
plurilingualism as it is regarded as a cognitive and pedagogical advantage.

This diverse book offers an impressive and fascinating insight into
multilingualism in numerous countries worldwide by presenting a comprehensive
overview of the presence of third language acquisition and multilingualism in
education. This publication, along with its collection of various theoretical articles
on perspectives, theories, current trends, and empirical research into language
learning and teaching as well as multilingual acquisition, is undoubtedly a
valuable resource for both undergraduate and Ph.D. students doing research, for
researchers in the field of third language acquisition and multilingualism, and for
teachers interested in cultural diversity.
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Michael Hornsby and Wilson McLeod (Eds.): Transmitting
Minority Languages: Complementary Reversing Language

Shift Strategies
(Palgrave Macmillan. 2022. 389 p.)

Intergenerational transmission of minority and heritage languages is considered
a key mechanism for reversing language shift, as noted by Fishman (1991).
However, this process is influenced by a wide range of social, cultural, economic,
1deological, and linguistic factors that may interrupt normal transmission and
make it even more challenging. This book, therefore, aims to provide knowledge
into how language transmission is carried out in various contexts focusing on
different strategies and tactics for successful language transmission to secure
minority and heritage language maintenance.

In his introductory chapter, Michael Hornsby briefly discusses language
maintenance issues among minority and diasporic communities, then touches
upon some alternative, non-traditional ways of intergenerational transmission as
demonstrated by the different case studies presented in this volume. This
introduction is essential since it gives readers the necessary background
information to understand the upcoming content.

Twenty-one authors have contributed to twelve chapters of the book. ‘The
saibhreas model’, which translates to ‘richness’ in Irish, is suggested by Smith-
Christmas and Ruiséal in Chapter 2 as a tangible means to examine caregivers’
objectives toward successful intergenerational language transmission. The
authors maintain that caregivers' primary goal is for their children to achieve
saibhreas in their language use, which can be divided into three constituent
components: competent, local, and embodied language use.

In Chapter 3, Macleod discusses the situation of Gaelic in the Isle of Lewis,

Scotland. She reports on five families attempting to reintroduce Scots Gaelic into
their homes. According to the author herself, “The parents in this study have
shown how they [successfully] managed to strengthen language socialization
opportunities for their children” (p. 69) even when they (parents) were not active
speakers of the language themselves, to repair the broken intergenerational
language transmission.
Moving to Chapter 4, Chantreau and Moal focus on the influence of family
breakups and recompositions on Breton language transmission. Based on data
gathered from semi-structured interviews and an online questionnaire, this
research shows that it is impossible to pinpoint a particular consistent impact of
family separation and recomposition on the transmission of Breton due to the
significant variability in participants’ cases.

The case of intergenerational language transmission among Irish-speaking
families in the Muscrai Gaeltacht area is covered by O hlfearnain in Chapter 5.
Although recent research predicts Irish language decline in Gaeltacht
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communities in the near future (O Giollagain & Charlton, 2015), the present study
highlights three contributory factors in Irish language maintenance over an
extended period in such a minority setting: 1) parents’ strong language skills; 2)
parents’ decision and determination to bring up their children as Irish speakers;
and 3) local community institutions.

In Chapter 6, Dolowy-Rybinska explores the linguistic strategies and practices
of minority language transmission between native speakers of Upper Sorbian
(minority language) and speakers of a dominant language (German) in a bilingual
school setting. The study conducts a field research encompassing curricular and
extracurricular observations of learners' linguistic and cultural practices, in
addition to interviews with students in the Upper Sorbian Grammar School.
Drawing on results extrapolated from the data, the author examines the different
types of language transmission in light of several political, linguistic, cultural,
and social factors.

Chapter 7 discusses the decreasing use of the Maori language in domestic
settings among originally Maori speakers. Olsen-Reeder maintains that the
prominent use of English and the absence of interaction in Maori at home prevent
any successful intergenerational transmission of the language, leading to its
imminent demise. Based on the author’s doctoral research in 2017, English
language choice in the Maori speaking community can be attributed to many
internal, external, or listener factors. The chapter calls for promoting the
intergenerational transmission of indigenous languages in the home environment
to prevent their gradual dissipation.

In Chapter 8, Sallabank observes the journey of adults seeking proficiency in
Guernesiais (Guernsey, Channel Islands). The study conducts interviews with 40
participants and observations of the aforementioned initiatives for language
transmission. The study reveals many obstacles participants undergo to reconnect
with their linguistic heritage and reactivate their proficiency. Nonetheless, the
author argues for peer-to-peer adult transmission as an effective strategy for
developing proficiency among new speakers and thus maintaining endangered
languages.

Chapter 9 probes the revitalization efforts of Basque using the language
socialisation paradigm. For decades, language revitalization efforts in the Basque
region emphasized a unidirectional model in which parent-child transmission
constituted the cornerstone of such a process. The authors argue that the
traditional vertical paradigm fails to account for how transmission takes place and
calls for considering the use of a more holistic model (Language Socialisation),
which results in a better understanding of the intergenerational continuity of
language transmission by highlighting the roles of the educational system,
community, and children agency.

In Chapter 10, Kennard studies the effect of using Breton at home on specific
morphophonological features of immersion-school teenage learners. The study
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accumulates data from students with varying linguistic backgrounds and tracks
initial consonant mutation as well as the use of grammatical gender. The results
reveal that learners who frequently interact with their parents or grandparents in
Breton are likelier to exhibit Breton-like morphophonological features than those
who experience minimal interaction with fluent speakers at home.

Chapter 11 inspects the language use, maintenance, and transmission
phenomena among Russian-speaking families in three different settings, namely
Cyprus, Estonia, and Sweden. The findings show that despite all the support
Russian parents provide to their children, they still need to consistently use the
heritage language with them to transmit it successfully.

In Chapter 12, Nandi et al. investigate the role of parental top-down family
language policy in indigenous language transmission among Galician- and
Basque-speaking families in three Spanish-dominated contexts: Galicia and
Navarre (Spain) and Buenos Aires (Argentina). The authors suggest that
implementing linguistic practices aimed at transmitting minority languages helps
new speaker parents establish their own agency at home and contributes to the
revitalization of indigenous tongues in their respective communities by
influencing societal language behaviour and creating alternative bottom-up
language policies.

In Chapter 13, Fiorentino sheds light on the under-studied case of transnational
adoptive children. The author asserts that parents who adopt a child from another
culture who speaks an entirely different language may encounter a difficult
situation in which they must deal with the complexity of bilingual development.
The chapter explores such difficulties by conducting a case study on an Italian
family who adopted an eight-year-old child from Chile. Results show that
although parents exhibited an initial tendency for bilingual development,
language replacement started soon after the Italian community's need for
integration and social empowerment arose.

In the concluding chapter,Wilson McLeod further discusses several key points
drawing on the different case studies included in the present volume.

Following recent trends in sociolinguistics, this book represents ““an alternative
way of looking at the issue of language transmission” (p. 366) among minority
and diasporic communities in the twenty-first century. It successfully shows the
complexity of the topic at hand and calls for investigating language transmission
from a broad perspective. This book is highly recommended as an essential
reference for researchers, scholars, and students interested in language minorities
and diversity.
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Elizabeth J. Erling — John Clegg — Casmir M. Rubagumya — Colin
Reilly: Multilingual Learning and Language Supportive

Pedagogies in Sub-Saharan Africa
(London: Routledge. 2021. 306 p.)

Multilingual Learning and Language Supportive Pedagogies in Sub-Saharan Africa
(SSA) is a book of 14 chapters from Routledge Series in Language, and Content
Integrated Teaching & Plurilingual Education published online by Routledge (DOI
https://doi.org/10.4324/9781003028383). The book focuses on the topic of
multilingual education in SSA and is comprised of three sections. The first section
(chapters 2-4) gives a general view of multilingual learning and examines language
policies in education and the typical classroom environment. The second section
(chapters 5-10) stresses the significance of multilingual teaching methods in schools
in SSA, particularly the utilization of native languages in education. The third
section (chapters 11-14) discusses creating multilingual resources and teacher
training programs, with examples from SSA and other countries, to show the value
of worldwide cooperation in transforming education.

This book is a comprehensive publication created by education specialists
worldwide that highlights the benefits of incorporating students' multilingual
abilities in low-resource multilingual areas in SSA. It is a valuable contribution to
the field of multilingual learning and development.

The book's introduction argues that multilingual learning can enhance student
achievement and promote equity in SSA schools. It outlines the challenges and
language policies in SSA, provides a theoretical basis for multilingual education,
and gives an overview of the book's contents. The introduction offers a crucial
foundation for understanding the book and should be read carefully.

The second chapter highlights the limited understanding of effective multilingual
education in developing countries and identifies key components of successful
mother tongue-based programs.

The third chapter reveals that language policies in Seychelles are not effectively
carried out and suggests improving teacher attitudes towards the local language to
improve student learning outcomes.

The fourth chapter reveals that lessons in Ghanaian primary schools are primarily
teacher-led and in English with inadequate teaching methods and proposes ways to
improve classroom talk and incorporate multilingual pedagogies.
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The fifth chapter focuses on the impact of the Storyplay approach on language
development in South African early childhood education and suggests a meaning-
based literacy model.

The sixth chapter details the success of SIL International in improving preschool
and primary education quality in rural Cameroon and Kenya through incorporating
local languages, using a "soft landing" approach, the Finnish KATS method, and
total physical response. It highlights the importance of local language literacy for
education quality.

The seventh chapter discusses the language barrier problem in Sub-Saharan
African schools and proposes short and long-term solutions. The short-term solution
suggests using multilingual education to improve education quality. In contrast, the
long-term solution proposes education in the students' mother tongue to address the
language gap and ensure equal opportunities.

The eighth chapter examines the implementation of the "Language Supportive
Pedagogy" in Tanzanian secondary schools, aiming to improve students' subject-
specific language skills in English through the "Language Supportive Teaching and
Textbooks Project."

The ninth chapter details a collaboration between researchers and teachers from
CUNY-NYSIEB and a bilingual school in NYC to involve students in a project
exploring language and cultural practices in their community. The project prioritizes
collaboration and utilizing the community as a learning source and offers
suggestions for similar projects in Sub-Saharan African schools.

The tenth chapter presents a bilingual program for Kenyan primary students
taught in Kiswahili and English, using local resources to overcome resource
limitations. The program's success was evaluated through curriculum outcomes and
bilingual assessment, and using local context, was found to help students value their
language and culture, linking their learning to real-life experiences.

The eleventh chapter of the book deals with low English reading fluency in grade
4 students in Sub-Saharan Africa and suggests incorporating multilingual materials
to improve performance.

The twelfth chapter explores the benefits of translanguaging and multimodality in
education in Tanzania, such as improving critical literacy, promoting diverse
identities, and challenging power dynamics.

The thirteenth chapter discusses a project to improve language skills and material
development for student teachers in Uganda by creating books in African languages.

The last chapter examines the potential for multilingual practices in education
despite a monolingual policy, showcasing a project in Tanzania that merged science
and math with language learning.
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To conclude, the 14 chapters in this book are all based on research and use various
research methods, making it a comprehensive and informative resource. It is an
essential tool for anyone interested in staying current with advancements in
multilingual education.
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ahmadjazz2000@yahoo.com
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