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A kognitiv terhelés hatasa tizenévesek kiilonb6z6 kommunikacios
helyzetekben megalkotott szovegeiben

Teenagers create different types of speeches in communication situations, which require various
cognitive processes and efforts of working memory/attention or mental lexicon. The present research
aims to analyse the effect of speech situations on the speech and articulation tempos of various speeches
and the impact on their length and grammatical/syntactical structures.

The actual research is focused on the quantitative and qualitative analysis of the speech patterns of
17-year-old secondary school teenagers created in these communication situations: spontaneous speech,
telling a narrative about the given material during the school lesson, telling a narrative about the topic
in terms of determined aspects and stimulated by pictures, and telling a narrative after the listening and
summerizing of a text.

The first hypothesis was that when the exercise is more complex and needs more effort of working
memory/attention or mental lexicon, the speech constructed by students can be shorter. In the second
hypothesis, we thought the different types of narratives in these communication situations differ
regarding their grammatical-syntactical structure. The third hypothesis was that in communication
situations requiring more effort of working memory/attention or mental lexicon, the speech created by
the students could contain more number/ /more prolonged pauses; consequently, the tempos of these
speeches can also be slow.

For the analysis, a series of experiments was carried out. The speech and articulation tempo
categories, the types of pauses, and their durations were analysed. In addition, the KFM value and MLU
number were also defined.

The results have confirmed all hypotheses, so the different cognitive processes in these speech
situations occurred in various parameters of the measured categories mentioned above. One of the
shortest texts was a topic-based narrative where the duration of both types of pauses was also long, and
the tempos of this text were very slow.

Keywords: spontaneous speech, topic-based narrative during the lesson, narrative based on instructed
visual information

1. Bevezetés

A kognitiv terhelés elmélete a pedagogidban John Sweller nevéhez kotédden a
80-as ¢években a tanulas folyamataval oOsszefiiggésben kapott jelentOséget
(Sweller, 2010; Sweller et al., 1998). A nyelvészetbe Seeber vezette be a
szinkrontolmécsolas  kapcsan. Seeber (2013) definicidjaban azt a
kapacitasmennyiséget jelenti, amelyet egy kognitiv feladat hasznal egy
eredendden kapacitaskorldtozott rendszeren beliil. A kognitiv terhelés a
legalapvetdbb kognitiv funkcidk — a megismerési, informaciofeldolgozasi €és a
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gondolkodési tevékenységek — Iényeges jellemzdje. Vagyis olyan kognitiv
miiveletekhez kothetd, amelyek soran érzékeljik, felfogjuk és felhasznaljuk
megszerzett tudasunkat, és amelyek biztositjadk az értelmi mikodést. Tehat a
kognitiv terhelés az olyan alapvetd kognitiv funkcidk sajatja, mint az érzékelés,
az észlelés, a figyelem fenntartdsa, az emlékezeti miikodés; de a magasabb
kognitiv funkciokat — igy a gondolkodast (problémamegoldas, tervezés, dontés,
érvelés, szamolas stb.), a nyelv és a beszéd képességét, illetdleg a tanulast — is
jellemzi. Akar az alapvetd, akar a magasabb kognitiv funkciokat tekintjiik, a
memoria mikodése, valtozatai (hosszl tava, rovid tava emlékezet) informaciot
tarold rendszerként meghatdrozd valamennyi esetben. A hosszu tavi memoria a
jelentésre épiil, a rovid tdva emlékezet reprezenticidja akusztikus jellemzok
Osszessége (Atkinson et al., 1997). A rovid ideji verbdlis memoria vagy
munkamemoria (Baddely, 2005) azonban nemcsak informaciotar, hanem aktiv
miuveleteket iranyitd rendszer is. Felépitésében elkiilonithetd a korlatozott
kapacitasu ¢és a figyelemre hasonlité kozponti végrehajtd rendszer, a beszédalap
informéacidk rovid idejii tarolasat meghatarozo fonologiai hurok €s a téri vizualis
informécidt fenntarto alrendszer (Baddley, 2005). A fonologiai hurok egyik része
a beszeédpercepcioval kapcsolatot teremtd passziv fonologiai tar, a masik a
beszédprodukcioval osszefiiggd artikulacids folyamat (Eysenck-Keane, 2003). A
munkamemoria kapacitasa dontdéen megszabja azt, hogy milyen tipusu kozlést
vagyunk képesek pontosan visszaidézni, és mekkora terjedelmii informaciot
tudunk megismételni (Just & Carpenter, 1996; Turi et al., 2014). A kognitiv
terhelés tehat a munkamemoriaban alkalmazott er6feszités. Arra vezetheto vissza,
hogy az emberi agy csak meghatarozott mennyiségli informdaciot képes tarolni az
azonnali felhasznalashoz, valamint egy adott id6 alatt csak korlatozott szamu
miveletet képes végrehajtani, €és korlatozott mennyiségli informaciot tud
feldolgozas céljabol elérhetd helyen tarolni (Seeber, 2015).

Az iskolai kozegben a tanulok kiilonboz6é beszédhelyzetekben kiilonb6zo
kommunikacios cellal kiilonbozd szovegeket alkotnak meg. Ilyen a spontan
beszéd, az egy témarol torténd tanorai szobeli felelet, az iranyitott szempontokat
kovetd képi stimulusu témakifejtés vagy a hallott tartalmak sajat szavaikkal
torténd Osszegzése (szovegértés alapu narrativa). A kognitiv terhelés e
beszédszituaciokban eltérdé modon jelenhet meg a tervezési és a kivitelezési
miiveletek kiilonbozdsége miatt.

A spontan beszéd 1étrehozésa egy iskolai beszédszituacioban is a konceptualis
tervezéssel, azaz a gondolat megtervezésével (mit hogyan mondjunk) indul, majd
a nyelvi tervezést (a lexémak, szerkezetek hasznéalatanak tervezése) feldlelve az
artikulacids folyamattal, a kiejtéssel zarul (Levelt, 1989). E miiveletek nagyjabol
egy 1dOben zajlo folyamatok. A tanodrai felelet, az irdnyitott szempontok alapjan
torténd képleirads (képi stimulusu narrativa) és a szovegértés alapil narrativa
megalkotasa a félreproduktiv beszédhelyzetek (Wacha, 1974) k6zé sorolhato.
K6z0s jellemzdjiik, hogy a szOveg megalkotasa (akcid) tobbnyire megeldzi annak



LACZKO MARIA

elmondasat (produkcid). A tanorai felelet 1étrehozasa és az irdnyitott képleiras
soran megalkotand6 narrativa all legkozelebb egymashoz, mégsem azonosithato
a két beszédszitudcio, hiszen az utdbbi Osszetettebb beszédhelyzetet ¢&s
feladatmegoldast jelent. A tanorai feleletben az elézetesen észlelt, megtanult
informaciok felidézése torténik a rovid és a hossza tdvi memoria mitkddése
alapjan (Baddeley, 2000; Neisser, 1984). Majd a felidézett elemeket a diaknak
kell rendszereznie gy, hogy az a felidézett gondolatok iddérendi elmesélését
(Ferreira, Netto 2017; Neisser, 1994) lehet6évé tegye. Az irdnyitott szemponta
képleirasban szintén megtorténik az eldzetesen észlelt €s elsajatitott ismeretek
felidézése a témardl a memoria segitségével. Am ekkor a felidézett gondolatok
kozotti kapesolatrendszer kialakitasa és az informaciok rendszerezése a megadott
(iranyitott) szempontok alapjan kell, hogy megtorténjen gy, hogy a témahoz
csatolt képrol felidézett informaciokat is kapcsolni kell a szempontrendszer
alapjan tervezett mondanddkhoz (Laczkd, 2021). A tervezes itt is megeldzi a
kivitelezést, nagyon pontosan koriilhatarolhato, hiszen a téma és a kifejtés menete
is adott. Az a besz¢ld dontése, hogy a téma kifejtésehez megadott szempontsorbol
melyik milyen sorrendben ¢piil be a kiejtendd kozlésbe, mint ahogy az is, hogy a
képi informaciok mikor keriilnek a mondanddjaba. Tehat a képen latott
informécidokbol inditja el a téma kifejtését, vagy valamelyik szemponthoz
kapcsolddodan utal a képen latottakra, esetleg mondanddjanak zardsaként. A nyelvi
forma bizonyos mértékig kotott, a narrativa sajatossagaibol adodoéan annak
szerkezeti jellemzdi ezt megszabjak, a meghangositas pillanatnyi helyzete hat a
beszélére a nyelvi forma kialakitdsdban. A szovegértés alapu narrativa
létrehozéasanak alapja a mar megirt, és egy eldadd altal tolmécsolt szovegbdl a
besz¢élo altal megértett szovegtartalom. E beszédhelyzetben a beszédprodukcios
folyamat makrotervezési része (Levelt,1989) a beszeld szovegértésére €piil, mig
a mikrotervezés a spontan beszédprodukcidoban zajlé nyelvi tervezés (Laczko,
2022, 2023). Ez tehat olyan beszédhelyzet, amiben a létrehozott narrativa
egyidejlileg teszi lehetdve a spontdn beszéd ¢€s a szovegertés elemzesét (Gosy,
2010).

Minthogy a spontan beszédben a tervezés €s a kivitelezés kdzel azonos idoben
zajlik, a kognitiv terhelés a beszédprodukcid szempontjabol nézve jelenik meg,
hiszen a besz¢ld a sajat megtervezett gondolatait hangositja meg, nem eldre
megtanult iizenetet mond el. A tandrai feleletben a tartalom, a felidézett/megtanult
informaciok elmonddasa az adott id6pillanatban torténik, s ez a memoria fokozott
miikodését veszi igénybe. A kognitiv terhelés tehat az emlékezeti mitkodések
er6feszitésébdl adodik. Az irdnyitott képleiras soran megalkotott narrativdban a
felidézett tartalom strukturdlt rendezése, képi informéciokhoz kapcsolasa és
elmondésa is a beszéd idopontjadban zajlik, s ez a memoria erdteljes igénybevétele
mellett a fokozott figyelmi miitkodést is igényli. Ekkor a kognitiv terhelés az
emlékezeti miikodések erdfeszitésén til a figyelem erdfeszitésével egyidejiileg
1ép fel. A szovegértés alapu narrativa megalkotasakor a bemeneti oldal, a hallott
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szOveg megértése jelent kognitiv terhelést a rovid és a hosszu tdvi memoria
fokozott igénybevétele és a figyelem terhelése miatt. A kimeneti oldal a spontan
beszéd megalkotasa, amihez a mind pontosabb tartalom visszaaddsa miatt a
szOveg szokincsére tdmaszkodunk, igy a beszédprodukcidé a mentalis lexikon
miikddése szempontjabol jelent kognitiv eréfeszitést.

A forditassal 0sszefiiggd kutatasokban azt talaltak, hogy a kognitiv terhelés a
beszéd tervezésének €és kimondasanak folyamatara egyarant hatéssal lehet (Chen,
2017; Seeber, 2011). Ez a célszoveg temporalis paramétereiben (beszédtempo,
artikulacios tempd, sziinettartds, sziinettipusok) €s a megakadas-mintazatokban
(megakadasok gyakorisdga, tipusai) egyarant manifesztalodhat (Shreve et al.,
2011). Am egynyelviiekkel végzett kutatisokban is kimutattak, hogy a
megnovekedett kognitiv terhelés hatdsa az & beszédiikben is tetten érhetd a
sziinetek szamanak és/vagy idOtartamanak alakuldsaban és a temporalis
sajatossagokban. Igy a kognitiv eréfeszités hatasara a beszédben tobb és/vagy
hosszabb sziinet jelent meg, illetdleg lassubb artikulaciods és beszeédtempdt mértek
(Fletcher, 2010).

A kozépiskolasok spontan narrativait, illetve spontan dialogusait és az ezzel
osszefliggd beszédtervezesi folyamatokat mar tobb kutatas vizsgalta (vo. Bona,
2014; Laczko, 2010, 2019; Vallent, 2009; Libardi, 2015). Torténtek elemzések a
tinédzserek félreproduktiv beszédhelyzetekben megalkotott szovegeirdl is,
példaul a tanoérai feleletekre, ujabban a képi stimulusu narrativakra vonatkozdan
is (Laczkd, 2020, 2021). A szovegvisszamondasokat szintén elemezték nemcsak
az altalanos iskolasok, de a kdzépiskolasok korében is (Bona, 2012; Laczko, 2022,
2023; Vakula, 2016). Ugyanakkor kevés olyan vizsgélat van (pl. Bona & Varadi,
2021), amiben a tinédzsereknek a fenti szovegkornyezetekben megalkotott
szovegeit a kognitiv terhelés szempontja szerint vetik 0ssze.

Jelen munka szintén ezek ko6z¢ a munkak kozeé sorolhatd. A kutatds arra a
kérdeésre keresi a valaszt, hogy ugyanazon ¢letkora didkok korében miképpen
jelentkezik a kognitiv terhelés hatdasa az emlitett eltérd kommunikacids
szitudciokban. Hogyan hat tehat a feladattipus kozépiskolas didkok kiilonb6zo
beszédszituaciokban létrehozott szovegeire a terjedelem, a komplexitds, a
szintaktikai-grammatikai  szerkesztettség ¢és a temporalis  sajatsdgok
szempontjabol.

Feltételezem, hogy az eltérd beszédszituaciokban a kognitiv terhelés eltérd
mérteke kovethetd:

1. a szovegek terjedelmében: a nagyobb kognitiv terhelést igényld szdveg
megalkotasa befolyasolhatja a terjedelmet oly modon, hogy a munkamemoriaban
alkalmazott nagyobb erdfeszités, ami nem fiiggetlen az adott beszédhelyzetben a
feladat tipusatol, rovidebb terjedelmii szovegeket eredményez(het);
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2. a szovegek szintaktikai-grammatikai szerkesztettségében: a nagyobb
erofeszitéssel megalkotott szoveg kevésbé bonyolult, amit a szintaktikai-
grammatikai szerkesztettség jelzésére hasznalatos mutatd alacsonyabb értéke is
mutat;

3. a szovegek temporalis paramétereiben: a nagyobb kognitiv eréfeszitéssel
l1étrehozott szovegekben tobb és/vagy hosszabb a sziinetek eléforduldsa, ami
lassibb tempot eredményez.

2. A kutatas anyaga, modszere, Kisérleti személyek

A kutatashoz kozépiskolai tanuloknak négyféle beszédszituacioban digitalisan
rogzitett szovegeit (spontan narrativa, tanorai felelet, iranyitott képleiras,
szOvegértés alapu narrativa) alkalmaztam. A rogzitéshez minden esetben Sony
MZ-R900 tipustt minidisc felvevét hasznaltam. A felvételeket lejegyeztem,
meghatdroztam az elemzésre szant idétartamokat a Wavepad 12.6-os program
segitségével 44KHz-es mintavételezéssel, 16bit-es tdroldssal. Az 0Osszes
beszédminta id6tartama 42 perc 30 masodperc hosszlisagu, a spontan narrativaban
atlagosan 2 perc 12,3 masodperc hossziisagli beszédrészleteket, a tanodrai
feleletben 2 perc 8,4 masodpercnyi, az iranyitott képleirasban 2 perc 37,48
masodperc hosszisagu, a szovegértés alapil narrativaban 1 perc 35 masodperc
hosszsagu beszédmintikat elemeztem. A spontan beszéd témaja a szabadidd
eltoltése volt, a tandrai felelet a didkok magyar irodalom 6rai Arany Janossal
osszefliggd tanulményainak kifejtését olelte fel, az irdnyitott képleiras az iizleti
kommunikaci6 nevii tantdrgyhoz kapcsolodéan a kommunikacié témakdrére
vonatkozott, a tanuloknak a hivo képeket (okostelefon és tarcsas telefon) €s a
megadott szempontokat felhasznalva kellett a témarol beszélniiik. A szovegértés
alapu narrativaalkotas Jokai Az arany ember cimii regényének arra a részletére
épiilt, amelyben a hold tobbszor tobbféleképpen kisérti Timar Mihalyt, mignem
egy zsék oldalara festve meg nem jelenik, s a jellel ellatott zsdkban taldlhato
kincsek Timaré nem lesznek.

A jelen munka egy kismintds kutatds, amiben véletlenszerlien kivalasztott 5
tanuld négyféle helyzetben megalkotott beszédmintdit vetettem Ossze. A
résztvevOok 17 évesek, tipikus nyelvi fejlodésii, ép hallasu, atlagos intellektust
kozépiskolasok. Azonos tipust kozépiskoldban, technikumi osztalyokban, 11.
¢vfolyamon tanulnak, az iskola Budapest agglomeracios dvezetében talalhato.

A lejegyzett szovegekben szamitogéppel meghataroztam az adott
beszédrészletekben talalhatd szavak mennyiségét, azt, hogy az adott iddegység
alatt a tanulok hany szoval fejezték ki mondanivalojukat. A szdszam (NTW,
number of total words) meghatdrozasa a gyermeknyelvi szakirodalomban
alkalmas arra, hogy képet adjon a beszédprodukcidk hosszarol, s utal a nyelvi
képességek fejlettségi szintjére (Tavakoli et al., 2015). A szamitashoz a
szoelofordulasokat vettem szamitasba, tehat minden szot szamitottam, de a
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terjedelmet meghataroztam 1ugy is, hogy csak a tartalmas szavak ardnyat
szamoltam.

A szdvegek mondatainak hosszat is meghataroztam. A mondatokra tagolas
nehézségeket jelenthet, hiszen nagy kiilonbségek lehetnek a mondatvégek
virtudlis észlelésében (v0. Gosy, 2003; Neuberger, 2012). A szakirodalomban
szokdsos a mondattani tagoldshoz az intondciét és a hangsulyviszonyokat
egyiittesen figyelembe venni, igy ezt a jelen esetben is alkalmaztam a
mondathatarok megallapitdsahoz, és figyelembe vettem a szemantikai tartalmat
is. A mondat hosszdnak szamitdsahoz azt néztem meg, hogy hany sz6 talalhato
egy mondatban. Ez az MLU-szam (meanlength utterance, vo. Crystal, 2003).
Kiszamitasdhoz az 6sszes sz6 €s a helyes mondatok ardnyat veszik alapul vagy a
tartalmas szavak (a néveldk ¢és a kotdszok ekkor nem szamitddnak) és a helyes
mondatok aranyat. Altalaban ugy szamoljak, hogy a tartalmas szavak aranyat
osztjak el a helyes mondatok aranyaval (Brown, 1973). Az MLU-szam
meghatarozasakor munkamddszerként szintén ezt a szamolasi modot
alkalmaztam.

Az egyes beszédhelyzetekben megalkotott szovegek szintaktikai-grammatikai
szerkesztettséget a KFM-mutaté (kozlésegysegek fejlodési  mutatdja)
szamitasaval hataroztam meg (Gerebenné et al., 1992). Ez a mutatd az amerikai
Lee ¢és Canternek (1971) a hetvenes években kidolgozott DSS-nek
(Developmental Sentence Score) nevezett kritériumrendszerének a magyar
adaptacidja. A modszer vizsgalja a szovegrészletekben talalhatdé mondatok
hosszusagat, szerkezetét, bizonyos szofajok elsajatitasanak a szintjét, az igeidok
¢s az igeragozas Osszefliggését, a bovitmények elsajatitasat és alkalmazasat. A
modszerben a spontdn beszéd szavai, szerkezetei és grammatikailag helyes
mondatai meghatarozott pontértéket kapnak. (Grammatikailag helyes mondatnak
az tekinthetd a modszerben, amelyikben nincsen példaul ragtévesztés, egyeztetési
hiba, tehat hiba tipusi megakadéas.) A pontozas figyelembe veszi a magyar
nyelvtan specifikus jellemzo6it, ¢s a magyar gyermek anyanyelv-elsajatitasi
fazisait és jellemz6it. Igy egyes szofajok (fénév, ige) nem kapnak pontot, mig a
névmasok, szamnevek, hatarozoszok, névutok €s kotdszok igen. Egy-egy szofaj
mas-mas pontot ér attdl fliggden, hogy mennyire bonyolult és milyen késon
jelenik meg az anyanyelv-elsajatitas soran. Az egyszerlibb igeragozasi formak
kevesebb, a bonyolultak tobb pontot kapnak, és a szerkezetek értékelésében is a
fokozatossag érvényesiil. A KFM-értéket ugy kapjuk meg, hogy a szavak ¢és a
szerkezetek értékelésébdl kapott pontszdmhoz hozzdadjuk a nyelvtanilag helyes
mondatok szamat, majd a kapott 6sszeget elosztjuk az 6sszes mondat szaméaval.

A temporalis elemzésekben meghatiroztam a négyféle beszédhelyzetben
megalkotott szovegben a tanulok beszédtempo- és artikulacids tempoértékeit. A
beszédtempd az iddegység alatt elhangzo6 beszédjelek (hangok, szotagok, szavak)
szamat foglalja magéba, s ilyenkor a beszédidobe a sziinetek iddtartama
szamitando. Az artikulacidés tempd a beszédjelek képzésének a sebességét
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mutatja, tehat az idéegység alatt képzett hangok, szotagok, szavak szdma a
sziinetidd nélkiil (Gosy, 2004: 203). Szamoltam a sziinetek tipusait (néma szilinet
¢s hangos sziinet) egy adott idéegységre, illetve meghatdroztam az id6tartamukat
is.

A statisztikai vizsgalatokat (parositott t-proba, egymintds t-proba) az SPSS
szoftver 13.00 verzidjaval végeztem.

3. Eredmények

3.1. Terjedelem

A kognitiv terhelés hatasa a létrehozott szovegek terjedelmében megmutatkozott,
noha a kognitiv terhelés figyelembevételével elgondolt sorrendiség nem egészen
ugy alakult, ahogy vartam. A teljes szoszammal kifejezett hosszusag alapjan a
legrovidebb szovegek a tartalomodsszegzések voltak, atlagosan 104,4 szoval
Osszegezték a didkok a hallott tartalmat, holott az elhangzd szoveg terjedelme
(304 szobol allo szoveg) nem indokolta ezt a rovidséget. A masodik legrévidebb
szoveg a tanodrai felelet volt, itt 184,5 sz6 volt atlagosan a szovegek hossza. A
spontan beszéd terjedelme atlagosan 193,4 szobol allt, a leghosszabb szovegnek
az iranyitott szempontl képleirds (képi stimulusu narrativa) bizonyult, dtlagosan
205,2 szdval.

Az egyes beszédszituaciokra kapott teljes szoszam  paronkénti
Osszehasonlitdsakor szignifikans eltérés mutatkozott a spontan beszéd és a
tartalomosszegzes (parositott t-proba: t(4)=2,707, p=0,054), valamint az iranyitott
képleiras és a tartalomdsszegzés kozott: (parositott t-proba: t(4)=4,826, p=0,008).

A tartalmas szavak szamaval kifejezett terjedelem némiképp modositotta a
teljes sz6szam alapjan kapott sorrendiséget. A szovegértés alapu narrativaban, a
tanorai feleletben és az irdnyitott képleirdsban a tartalmas szavak szdma nagyjabol
atlagosan a fele a teljes sz6szdmnak. Ez nem érvényesiil a spontdn beszédben,
ahol a tartalmas szavak ardnya a teljes szoszdmnak koriilbeliill csak az
egyharmadaval csokken. Ezlttal is a szdvegértés alapi narrativa volt a
legrovidebb, benne atlagosan minddssze 48,2 volt a tartalmas szavak szama. A
tanorai felelet a masodik legrovidebb szoveg volt, atlagosan 89,8 tartalmas szobol
allt. Az iranyitott képleiras hossza atlagosan 96,6 tartalmas sz6, ami kétszer annyi,
mint a tartalomdsszegzésben volt. A spontan beszéd volt a leghosszabb, atlagosan
114,4 tartalmas széval. Ugyanazon szituaciokban mutatkozott szignifikans
kiilonbség, mint a teljes szoszamra kapott statisztikai vizsgalatban. Igy ezuttal is
szignifikans eltérés volt a spontan beszéd és a tartalomosszegzes (parositott t-
proba: t(4)=4,152, p= 0,014), és az iranyitott képleirds ¢€s a tartalomdsszegzés
kozott (parositott t-proba: t(4)=5,613, p=0,005).

A didkok egyéni teljesitményeiben nagyok az eltérések (1. tablazat) mind a
teljes szoszamot, mind a tartalmas szavakkal kifejezett hosszusagot tekintve mind
a négy beszédszituacidban. A legnagyobb individudlis eltérések a tanorai
feleletben voltak regisztralhatok, ahol a legrovidebb szovegnek majdnem a
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haromszorosa a leghosszabb a teljes sz6szam alapjan. A tartalmas szavak alapjan
legrovidebb szovegnek pedig tobb, mint a haromszorosa a leghosszabb. A
kiilonbségek a teljes szoszamot és a tartalmas szavak aranyat tekintve is a
tartalomosszegzésben voltak a legkisebbek.

A terjedelem kétféle modon torténd meghatarozasa egyarant azt jelezte, hogy a
didkoknak a legnehezebb beszédszituacié az Osszetett kognitiv miiveleteket
1gényld feladattipus, a szovegértés alapil narrativa Iétrehozésa. Az elhangzé
szoveg tartalmanak megértése, megjegyzése, a tartalom dsszegzése és visszaadasa
meglehetdsen bonyolult feladat volt szamukra, &m a tanorai feleletben kifejteni az
adott témat szintén nehezebbnek bizonyult nekik, mint egy képi informacio
felhasznalasdval a megadott szempontokat kovetve beszélni egy témardl. A
legkonnyebb beszédszitudcid a spontdn beszéd megalkotdsa volt, ebben
mutatkoztak a legbeszédesebbnek, hisz a leghosszabb terjedelmil szovegeket, ami
valoszinlileg a beszédtapasztalatuk fiiggvenye, ekkor hoztak létre.

1. tablazat. A terjedelemre kapott hatarértékek

$z0szam tartalmas sz6
atlag | szélso értékek atlag | szélso értékek
spontan 193,41 131-300 113,4|81-160
tanorai 184,5| 104-296 89,75 |40-148
ir.kép 205,2 | 143-238 96,6 | 84-114
tartalomo. 104,4 | 105-126 48,2 | 32-58

Az egyes beszédszitudciokban megalkotott szovegek mondatainak a hossza, az
MLU-szadm hasonl6 volt harom beszédszituacioban. A spontan beszédben 10,21,
az iranyitott képleiras esetén 10,12, a tartalomdsszegzéskor 10,26. A tanorai
feleletben az MLLU-szam (6,44) ezektdl az értékektdl jelentdsen eltért. Vagyis az
egyes beszédszituaciokban létrehozott szovegek mondatai nagyjabdl azonos
hosszusaguak, a tanodrai feleletekben a mondatok hossza jelentdsen révidebb
ezeknél. A paronkénti Osszehasonlitisban a tanorai felelet és az iranyitott
képleiras (parositott t-proba: t(4)-4,146, p=0,025), valamint a tanorai felelet és a
tartalomosszegzés kozott (parositott t-proba: t(4)=-2,427, p= 0,094) volt
szignifikans eltérés.

Az individualis eltérések az MLU-szamban is kovethetdéek (2. tablazat). A
legnagyobb kiilonbségek a spontdn beszéd megnyilatkozdsainak hosszéban
mutatkoztak, de nagy kiilonbségek voltak a tanorai feleletben is. S bar a
tartalomOsszegzés mondatainak hossza viszonylag kiegyenlitett volt, az iranyitott
képleiras kozléseinek hossza volt a legkiegyenlitettebb, itt a legkisebbek a
kiilonbségek a legrovidebb ¢€s leghosszabb kozlés kozott.
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2. tablazat. A megnyilatkozasok hossza az egyes beszédszituaciokban (MLU-szam)

MLU éatlag sz€ls6 értékek
spontan 10,21 5,31-15,1
tanorai 6,44 3,88-8,41
képleiras | 10,12 9,5-10,8
tartalomo. | 10,26 8,1-12

A négyféle beszédszituacioban megalkotandd szovegek tehat nem azonos
nehézségliek voltak a diakok szamadra, ami a terjedelmi kiilonbségek mellett a
szovegek mondatainak hosszisdgaban is kovethetd. E szempont szerint a tanorai
felelet mondatainak megkonstruélasa jelentheti szamukra a legnagyobb kihivast,
vagyis egy témarol a megtanultakat felidézni annyira megerdltetd (lehet), ami a
felelet mondatainak rovidségében jelenhet meg.

3.2. Grammatikai-szintaktikai szerkesztettség
A szovegek szintaktikai-grammatikai szerkesztettségét jelz0 mutatdo (KFM-
mutatd) is kiilonbozott a négy beszédszituacioban (3. tablazat). Ertéke szintén a
tanorai feleletben volt a legalacsonyabb, a hallott tartalom 0sszegzésekor pedig a
legnagyobb. A masodik legnagyobb értéket az iranyitott szempontd, képi
stimulust témakifejtésnél kaptuk, és ehhez képest némileg alacsonyabb volt a
mutat6 értéke a spontan beszédben. A magasabb KFM-mutato6 azt jelzi, hogy az
adott szovegben egyre tobb az anyanyelv-elsajatitads soran kés6bb megjelend és
tobb pontértéket jelentd szofaj, az dsszetettebb ragozasi formak, a szintaktikailag
komplexebb mondatok, amelyekben tobb a szintén nagyobb pontértékii
bdvitmény aranya.

A statisztikai vizsgalat csak a tanorai szituacio és a tartalomosszegzés kozotti
KFM-érték kiilonbségeit mutatta szignifikans eltérésnek (parositott t-proba:
t(4)=-2,540, p=0,085).

3. tablazat. A KFM mutat0 széls6 értékei

KFM sz¢€1s6 értékek
spontin 30,3 18,81-52,18
tanorai 18,1 13,34-20,88

ir.kép 35 13,4-52,8
tartalomo. 41,1 27,14-54,8

A hallott tartalom 0&sszegzésekor mutatkozd6 magas KFM-érték (41,1)
vélhetéen azzal fligg 0ssze, hogy ekkor a megértett szoveget tobbnyire a szoveg
szokincsére tdmaszkodva olyan nyelvi forméakkal probéljuk meg ,,visszaadni”,
ahogyan az elhangzik. A tanorai feleletekre kapott alacsony mutaté jelezheti,
hogy e szovegekben az Osszetett tartalom kifejezése, a bonyolult
mondatszerkesztés, tobb bovitményt tartalmazé mondatok megfogalmazasa nem
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konnyti feladat a tanuloknak. fgy a KFM-mutaté alacsonyabb értéke az alacsony
MLU-szdammal szorosan Osszefligghet. Az alacsony KFM-érték tehat
alatdmaszt(hat)ja azt a mindennapi pedagdgiaban is gyakran észlelt jelenséget,
hogy egy Osszefiiggd felelet megalkotasa és elmondasa gyakran jar nehézséggel.

Az individualis eltérések ezuttal is jol kovethetok voltak (3. tablazat). A
legnagyobb kiilonbségek az iranyitott képleirdsban voltak, s igen jelentds
eltérések allapithatok meg a spontan beszédben is. A tartalomosszegzés egyéni
kiilonbségei szintén széles savot Oleltek fel, de az alsd érték nagyobb, mint az
el6z0 két beszédszitudcidban. A tandrai feleletben a legkiegyenlitettebbek az
értékek, ahol a legmagasabb KFM-érték majdnem annyi volt, mint a spontan
beszédben a legalacsonyabb, ami alatamasztja a tanorai Osszefiiggd felelet
megalkotdsanak nehézségeit. A statisztikai vizsgalattal viszont csak a tanodrai
szituacio €s a tartalomdsszegzeés kozotti KFM-értek kiillonbsége volt szignifikans
(parositott t-préoba: t(4)=-2,540, p= 0,085).

Az egyes beszédszituaciokban megalkotott szovegekben elemeztem a
szerkezetek el6fordulasat (1. abra).

1. abra. A szerkezetek megoszlasa a beszédszituaciokban (%)

40,00%
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30,00% ,
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20,00% +— tanorai

0, -
ig'gg ; mirkép
7 o 1T I
5,00% -+ F ____mtartalo
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Az egyszerll targyas szerkezetek a tanorai feleletben €s a tartalomosszegzésben
fordultak eld nagyobb szamban a masik két beszédszituacidhoz képest, mig a
hely- ¢s 1idOhatarozos szerkezetek fOleg a spontdn beszédet ¢és a
tartalomosszegzést jellemezték. Az egyéb hatarozok tobbféle hatarozotipusra (pl.
részeshatarozo, eszkozhatarozo, tarshatarozo, okhatarozo, célhatdrozd stb.)
utalnak, aranyuk valamennyi beszédszitudcidban alacsony volt. Az egyes
beszédszituacidkat tekintve spontan beszéd, tandrai felelet, iranyitott képleiras,
tartalomosszegzés sorrendiség mutatkozik linearis csOkkenéssel. A jelzOk
hasznélata kiugr6 volt az iranyitott képleirasban, ami azzal magyarazhato, hogy a
téma kifejtéséhez adott képet sokkal inkdbb jellemezték a didkok, mint magarol a
témarol beszéltek volna a megadott szempontok alapjan. Ez altalanos tendencia
volt a nagyobb szamu tanuldkkal végzett vizsgalatban is (Laczko, 2021). Az
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alland6 (aszemantikus) hatdrozok hasznélata volt a legkevesebb valamennyi
beszédszituacioban, noha a tanorai beszédben fordult eld a leggyakrabban.

Az el6fordulo szerkezetek aranya és a KFM-mutatd szintén azt lattatta tehat,
hogy a négyféle beszédszituaciod kiilonboz6 mértékii kognitiv terhelést jelenthet a
vizsgalt tanuloknak, még akkor is, ha az individualis eltérések is nagyok. Ezért az
egyes szituacidokban a szovegek megalkotasa is eltérd nehézségli szamukra, ami
nemcsak a szovegek terjedelmére, hanem azok szerkezetére €s a felépitésére is
hatassal van.

3.3. Temporalis jellemzok

A négyféle beszédhelyzetben megalkotott szovegek tempdértékei szintén eltértek.
A leglassubb beszédtempo (5,81 hang/s) a tanorai feleletben latszodott, a spontan
beszéd beszédtempdja 7,2 hang/s volt. A leggyorsabb beszédtempodértekek az
iranyitott képleirasban és a tartalomdsszegzésben voltak mérhetoek, a kétféle
beszédszituacidban nagyjabol egyeztek (8,43 hang/s és 8,31 hang/s). Szignifikans
eltérés volt a tanorai felelet és a tartalomosszegzés kozott (parositott t-proba:
t(3)=-2,499, p= 0,088). Az artikulacios tempo értékei ezt a sorrendiséget nem
teljesen kovették, noha a tanorai feleletben volt szintén a legkisebb artikulacios
tempo (8,72 hang/s), am a leggyorsabb artikulacids tempo az iranyitott képleirast
jellemezte (11,22 hang/s). A spontdn beszéd és a tartalomdsszegzés artikulacios
tempdja kozel azonos volt (10,85 hang/s és 10,83 hang/s). A statisztikai vizsgélat
(paronkénti 6sszehasonlitasban) a nagyobb kiilonbségek ellenére sem mutatott
szignifikans eltérést egyik esetben sem.

Az egyéni tempoértekek szintén nagy ingadozdst mutattak mindegyik
szitudcioban (4. tablazat). Mind a beszédtempd, mind az artikulacids tempod
vonatkozdsaban a tanodrai feleletben volt a legnagyobb ingadozas, a legkisebb
sz¢lso értekek a tartalomdsszegzeskor voltak kovethetdk. Mindezek dsszefiiggtek
a sziinetek tipusainak megoszlasaval.

4. tablazat. A BT és az AT sz€Is6 értékei (hang/s)

BT szélso AT széls6
spontan 5,71-9,02 |7,3-13,25
tanorai 3,88-7,1 5,48-10,64
ir.kép 6,07-9,66 8,83-13,09
tartalomé. | 6,89-9,85 9,33-12,43

A percenkénti sziinetek szdma sajatos tendenciat mutatott. A néma sziinetek
percenkénti szdma a legtobb mind a négy beszédhelyzetben megalkotott
szOvegben. A legtobb, atlagosan 29,16 darab néma sziinet a spontdn beszédben
fordult el6. A masik harom beszédszitudcioban megalkotott szovegben ehhez
képest kevesebb, am nagyjabol egyezd az el6fordulas. A tandrai feleletben
atlagosan 24,46 darab, az iranyitott képleirdsban 24,75 darab, a
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tartalomosszegzéskor 23,63 darab percenként. Az eltérések leir6 matematikai
értelemben szignifikdns eltérések (egymintds t-proba: t(3)=20,557, p=0,00). A
kitoltott sziinet percenkénti aranya viszont a spontan beszéd, tanorai felelet,
iranyitott képleiras, tartalomdsszegzés szituacidiban linedris novekedést mutat.
Igy a spontan beszédben a legkevesebb, tlagosan 1,87 darab, a tanérai feleletben
ehhez képest tobb, 2,72 darab, az iranyitott képleirasban a spontan beszédbeli
eléfordulas aranyéanak a két és félszerese, 4,5 darab percenként. A legtobb a szama
tartalomosszegzéskor, ami a tandrai feleletek eléfordulasanak a dupldja, mig a
spontan beszédben regisztralt gyakorisagnak tobb mint a haromszorosa (4tlagosan
5,9 darab percenként). Ez a gyakorisag szignifikans eltérés (egymintés t-proba:
t(3)=4,151, p=0,025).

A sziinetek szdmanak alakuldsa Osszefiiggott a sziinetek iddtartamaval (2.
abra). Altalanosan igaz, hogy mindegyik beszédszituacioban hosszabb a néma
sziinet a kitoltott sziinetnél. Az, hogy ez a hossziisag hogyan aranylik egymashoz,
eltér6. A spontan beszédben a néma sziinet ideje kb. 300 ms-mal hosszabb, mint
a kitoltott sziineté, a tanodrai feleletben a kétféle sziinet idotartamanak kiilonbsége
nagyjabol 170 ms, ennyivel hosszabb a néma sziinet ideje. Az iranyitott
képleirasban még kisebb a kiilonbség a kétféle sziinet ideje kozott: kb. 136 ms-
mal hosszabb a néma sziinet. A tartalomdsszegzéskor pedig a kitoltott sziinet
idétartama meghaladta a néma szilinet idejét, s bar a kiilonbség nagyjabol 46 ms,
de a tendencia ellentétes irdnyu azzal, hogy a kitoltott sziinet lett a hosszabb. A
négyféle beszédhelyzetben a leghosszabb sziinetek a tanorai feleletben voltak, ez
mind a kétféle sziinetre igaz, a legrovidebb néma sziinet a tartalomdsszegzésre
jellemzd, a legrovidebb kitoltott sziinet a spontan beszédre. S bar a leghosszabb
kitoltott sziinet a tanorai feleletben volt, a tartalomosszegzéskor nemcsak
hosszabb a kitoltott szlinet a néma sziinethez képest, de a masodik leghosszabb a
kitoltott sziinet, ami joval hosszabb, mint a spontan beszédben vagy az iranyitott
képleirasban eloforduld  kitoltott sziinet 1dotartama. A sziinettipusok
idotartaménak a négyféle szituacioban a paronkénti 6sszehasonlitasa csak a néma
sziinet esetén mutatott szignifikdns eltérést, a kitoltott sziinetekben a jelentds
kiilonbségek ellenére nem volt szignifikans eltérés. A néma sziinet idOtartama
jelentésen kiilonbozott a spontan beszéd és az iranyitott képleirds kozott
(pérositott t-préba: t(4)=2,198, p= 0,093). Szignifikans eltérés volt a spontidn
beszéd és a tartalomdsszegzés (parositott t-proba: t(4)=5,486, p=0,005), a tandrai
felelet €s az irdnyitott képleiras (parositott t-proba: t(4)=3,025, p=0,057), illetve a
tanorai felelet ¢s a tartalomosszegzés kozott (parositott t-proba: t(4)=6,596,
p=0,007).
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2.abra. A sziinetek tipusainak iddtartama (ms)

800 F41H067
700 +64558—
600 +— 538,04

500 +— 460,8

400 +—  347.65— ném
300 +—
200 +— tott
100 +—

spontan tandrai ir.kép tartalomo.

A temporalis értékek kiilonbsége, a sziinetek percenkénti szamanak eltérései,
valamint a sziinetek tipusainak eltérd hosszusaga a  kiilonb6zd
beszédszituaciokban létrehozott szovegekben szintén azt mutatja, hogy a jelen
vizsgalat tanuloinak az elemzett beszédhelyzetek eltéré mértékii kognitiv
terheléssel jarnak, és a megalkotando szovegek eltérd nehézségli feladatként
jelennek meg, ami a temporalis paraméterekben is kovethetd.

4. Osszefoglalas, kovetkeztetések

Kisérleti jellegli kismintas vizsgalatomban arra a kérdésre kerestem a valaszt,
hogy az eltérd feladattipus hogyan hat a tanuldk eltérd szituacidban megalkotott
szovegeire a terjedelem, a szovegek szerkezete és temporalis sajatossagai
szempontjdbol. Azaz az egyes beszédszituaciokbol adddo kiilonbozd mértéki
kognitiv terhelés hatdsa miképpen mutathaté ki a Iétrehozott szovegek
hosszusagat, grammatikai-szintaktikai szerkesztettségét, temporalis jellemzdit €s
a szilinetezést tekintve.

A terjedelemmel Osszefliggd feltételezésem az volt, hogy a nagyobb kognitiv
terhelést igényld beszédszitudcioban megalkotandd szoveg, ami Osszetettebb
feladattipust is jelent, rovidebb terjedelmii, mint a kevésbé bonyolult
beszédszituacioban létrehozando. A  feltételezés 1igazolodott, hiszen a
legnehezebb beszédszituacid, ami a legnagyobb kognitiv terhelést jelenti a
folyamat Gsszetettsége miatt, a szovegértés alapu narrativa megalkotasa volt. A
tanulok ezt tudtak a legkevesebb szoszammal ¢és a legkevesebb tartalmas szoval
visszaadni, és ekkor volt a legkiegyenlitettebb a szoveg mondatainak hosszisaga
az egyéni értékek alapjan. E szitudcioban kettds kognitiv terhelésrdl beszelhetiink,
hiszen egyfeldl a hallott tartalmat meg kell érteni, fel kell dolgozni ahhoz, hogy
azt a besz€ld sajat szavaival Ossze tudja foglalni, masfeldl az Osszefoglalés
megszolaltatdsa a beszédprodukcios képességeknek is fliggvénye. A terjedelmi
adatok arra utalnak, hogy a vizsgalat részt vevd diakjainak vagy a hallott
informécidk megjegyzése vagy az azok alapjan megkonstrualando szoveg
megalkotasa jarhat nagyobb kognitiv eréfeszitéssel €s emiatt rovidebb terjedelmii
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szoveggel. A tanodrai feleletre kapott szoszamok és tartalmas szoszamértékek azt
jelzik, hogy a tanuloknak ez a beszédszituacid vélhetéen a memoria erdteljes
igénybevétele miatt jelent nagyobb kognitiv erdfeszitést, ami a szdveg
megalkotdsanak nehézségében ¢és a rovidebb terjedelemben szintén
manifesztalodik. Mindezt az e szitudcioban mutatkoz6 nagy egyéni kiilonbségek,
valamint a megalkotott szoveg mondatainak a tobbi szituacidhoz képesti jelentds
rovidsége egyarant alatdmasztotta. Az, hogy a kognitiv terhelés mértéke a
megkonstruadland6 szoveg terjedelmére hat, jol lattatta az iranyitott képleiras
szituacidja. Ez a beszédhelyzet annak ellenére, hogy benne szinte egyidejlleg
jelent er6feszitést a memoria és a figyelem miikddése, mégis konnyebb helyzetet
¢s feladattipust teremt a megalkotando szoveget tekintve. Ebben a kép jelenthet
segitséget, €s igy a szoveg terjedelmét az befolyasol(hat)ja, hogy noha nem a kép
jellemzése a feladat, hanem az irdnyitott szemponti témakifejtés, de a képrol
mondott informécidk aranyainak eltolodasa a terjedelem novelését eredményezi
(Laczko6, 2021). A spontan beszédszituacid volt a Iétrehozand6d szoveg
terjedelmének a szempontjabol a legkonnyebb, hiszen a szoszdmokat és a
tartalmas szavak aranyat illetden is itt voltak a leghosszabbak a produkciok. S bar
e beszédhelyzetben rendkiviil nagyok voltak az individualis eltérések, ami
velhetden a spontan beszédalkotasban meghataroz6 mentalis lexikon nagysaga
¢s/vagy a lexikon elemeinek el0hivasi gyorsasagdnak a fiiggvénye, mégis ez
jelentette a legkisebb kognitiv erdfeszitést, hiszen itt ,,csak” a sajat produkciot
kellett megalkotni és elmondani.

A masodik hipotézis az volt, hogy a kognitiv eréfeszités mértéke a létrehozott
szovegek szintaktikai-grammatikai felépitettségében oly mdédon mutatkozik meg,
hogy a nagyobb kognitiv erdfeszitést igényld beszédhelyzetekben a szovegek
keveésbé bonyolult felépitésiiek. Ez a hipotézis is teljesiilt, noha a szintaktikai-
grammatikai szerkesztettséget mérdé mutaté (KFM-ért€ék) a memoria thlzott
igénybevételét jelentd tanorai feleletben volt a legalacsonyabb, és a
legbonyolultabb miiveleteket jelentd tartalomosszegzésben a legmagasabb. Am
az egyes szerkezetek eléfordulasi aranya egyértelmiien azt lattatta, hogy a tanorai
feleletet és a tartalomdsszegzést is nagyon egyszerii szerkezetek épitik fel. Azaz
a tanorai szituadcidban nemcsak a felelet terjedelmének a megalkotésa, de a szoveg
mondatszerkezetének, a megfeleld szofaji struktiranak a kialakitasa, a
bdvitmények el6hivasa, az adekvat ragozadsi paradigmarendszer hasznalata
egyarant nehézséget jelent(het). Mindezek nemcsak a széveg mondatainak
rovidebb terjedelmében, de azok egyszerlibb szintaktikai-grammatikai
felépitésében is kovethetdk, amit jol alatdmasztott az is, hogy az individudlis
eltérésekben a KFM-mutaté két sz€lsd értéke ebben a szitudcidoban a
legalacsonyabb. A kognitiv erdfeszités szempontjabol a legnehezitettebbnek velt
beszédhelyzetben, a szovegértés alapi narrativa megalkotasakor mutatkozo
magasabb KFM-érték azzal lehet 6sszefliggésben, hogy a tanuldk igyekeztek a
hallott szoveg szdkincsére tamaszkodni a visszamondasban. Ez befolyéasolhatta a
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szofaji struktirat, de szerkezetek megoszldsa mar azt mutatta, hogy a bonyolult
felépités, Osszetett szintaktikai szerkezet kialakitasa ebben a szituacidban is
nehézséget okoz, szemben a spontan beszéddel. Az irdnyitott képleirdsban a
KFM-mutat6 nagyobb értékét vélhetéen a jelzs szerkezetek nagyobb
eléforduldsa okozhatta, ami azzal a mar emlitett ténnyel fligghet 6ssze, hogy a
képet nagyobb ardnyban jellemezték a didkok, mint az elvarhato lett volna, a
témanak az irdnyitott szempontok szerinti kifejtése helyett.

A harmadik hipotézis az volt, hogy a kognitiv eréfeszités mértéke befolyasolja
az egyes szituacidkban kialakitott szovegek temporalis sajatossagait is. A
nagyobb kognitiv eréfeszitést igényld beszédszituacidban létrehozott szoveg
beszédtempdja lassiibb, amiben a sziinetek szdmanak ¢s/vagy iddtartaméanak
novekedése jatszik szerepet. Az eltéré kognitiv erdfeszitést igényld
beszédszituaciokban megalkotott szovegek tempoertekeiben a sziinetezési
stratégia is eltérd, vagyis a szilinetek tipusainak eloszlasa is kiilonbozik. Ez a
hipotézis is igazolodott. A beszédtempo- €s az artikulacios tempodértékek is
kiilonboztek, bar statisztikailag igazolhato eltérések nem voltak kimutathatok
minden esetben. A tempoértékek azt mutattak, hogy a tanorai feleletben a talzott
memoria mikodése kognitiv erdfeszitésként nemcsak a szovegek terjedelmét,
szerkezeti felépitését befolyasolja, de erdteljesen hat a feleletek tempojara is.
Mind a beszédtempd, mind az artikulaciés tempodértékek itt voltak a
legalacsonyabbak, tehat a vizsgalatban részt vevo diakok tandrai feleletekor a
memoria fokozott igénybevétele a szovegek lasstibb tempdjat eredményez(het)i.
Ez alatdmasztodott azzal 1is, hogy az egyéni tempdértékek ebben a
beszédszituacidban nagyon nagy eltérést mutattak, illetve a beszédtempdértékek
szignifikdns mértékben tértek el a masik erdteljes kognitiv eréfeszitést 1igényld
beszédszituacidban, a tartalomosszegzeéskor mért értékektdl. Ez  utobbi
beszédszituacidban mért egyéni tempdértekek mutattak a legkisebb ingadozast
mind a két tempd tekintetében, ami azt tdmaszthatja ald, hogy bar itt a hallott
szoveg szokincsére lehet tamaszkodni a szoveg megalkotasakor, de valdjaban a
1étrehozand6 produkceid, a megértett tartalom Osszegzése mar nehézséget jelent,
ami egyontetlibb tempoértékekben nyilvanul meg. Mindezekkel a sziinetezési
stratégia szorosan Osszefliggott, amit a percenkénti sziinetszamok jeleztek. A
néma sziinet percenkénti sziinetaranya a spontdn beszédben volt a legnagyobb,
mig a masik harom beszédszituacioban csokkent az eléforduldsa, €s nagyjabol
egyezOen alakult. Ugyanakkor a kitdltott sziinetek percenkénti eléforduldsa
linearis emelkedést mutat a kognitiv er6feszités mértékével, és a legkdnnyebb
beszédhelyzethez (spontan beszéd) képest a legkomplexebb beszédszituacidban
(tartalomosszegzés) megharomszorozodik. A kitoltott sziinetek percenkénti
szamanak emelkedése nemcsak a tanorai feleletek megalkotasanak nehézségét
igazolja, de arra is ramutat, hogy az iranyitott képleirasban a témat kifejteni a
megadott szempontok alapjan voltaképpen nem konnyli, ha e szituacidban a
feladathoz mellékelt képi informacidk felidézésétdl eltekintiink. A szilinetek
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tipusainak idOtartama szintén eltéréen alakult, noha itt sem minden esetben
talaltunk szignifikans eltéréseket még a néma sziinetet tekintve sem, a kitoltott
szlinetek idOtartam kiilonbségei pedig csak tendenciat jeleztek. Az, hogy a néma
¢s a kitoltott sziinetek idétartama is a tanorai feleletben volt a leghosszabb, jelzi
azt, hogy az emlékezet erdfeszitése ebben a szituacidoban a felidézett tartalom
elmondasédnak  lassubb  tempodjat  eredményezheti. Az, hogy a
tartalomosszegzéskor a sziinetek idétartaméaban mutatkoz6 tendencia ellentétes
volt a tobbi szituacioval, hiszen a kitoltott sziinet idotartama volt hosszabb ezuttal,
szintén azt jelezheti, hogy ez az Gsszetett miiveleteket igénylé beszédszituacid
jelenti a legnagyobb kognitiv erdfeszitést a diadkoknak. Ez a sziinetezési
stratégidban nemcsak a kitoltott sziinetek szamanak emelkedésével, de azok
id6tartaménak novekedésével is jar. Az irdnyitott képleiraskor létrehozott
szovegek sziinetidOtartamainak alakuldsa arra mutat rd, hogy a kognitiv
erofeszités mértéke, ha csak tendenciaszeriien is, de elsOsorban a kitoltott
sziinetek 1dotartamanak novekedésében kovethetd.

A kisérlet eredmenyei azt mutattak tehat, hogy a kognitiv er6feszités mértéke
a vizsgalat kozeépiskolas didkjainak az egyes beszédszituaciokban megalkotandd
szovegeinek terjedelmét, szerkezeti felépitését €s tempordlis paramétereit
egyarant befolyasolja. Tudjuk, hogy a kisérlet eredményei csak arra csoportra
vonatkoztathatok, amelyben a vizsgalat késziilt. Az is nyilvanvalo, hogy az
elemzések €s a kapott eredmények a jelen vizsgalatban nagyon kis 1étszamu, bar
azonos ¢letkora €s azonos évfolyamon, iskolatipusban tanuldokra vonatkoznak, 4m
Ok is képviselik korcsoportjukat, s ez a kismintas elemzés a vizsgalt iskolai
beszédhelyzetek kiilonb6zOoségét hozta valamennyi beszédszituacidban. Ezért
felvetddik a kérdés €s értelemszeriien tovabbi vizsgalatot igényel, hogy mindezek
a kiilonbségek mutatkoznak-e az emlitett beszédhelyzetekben nagyobb szamu
populacié bevonasdval. Ha ugyanis a kérdésre igennek valaszolhatunk, akkor
annak nemcsak nyelvészeti jelentdsége van, illetve lesz, hanem pedagogiai
vonatkozasa is, ami modszertani kérdéseket vethet majd fel.
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A beszédcselekvés-érték jelolésének lehetséges gyakorlatai az
intézmeényes nyelvi tanacsadasban

Possible practices of speech act value marking in institutional language consulting

Advice-giving is an integral part of social and cultural contexts, a diverse social action that we
encounter in many different situations in our everyday activities (Guntzviller, 2018;
MacGeorge & Van Swol, 2018). Institutional language consulting is a specific type of
counseling practice. The term describes interactions in which the consulting focuses on a
specific language problem to be solved, the consulting process takes place in an organised,
institutional setting, and the counsellor is a linguistically trained professional (Ludanyi et al.,
2022: 78).

This paper presents a pilot study. The research examined the practices of institutional
language consulting from a pragmatic perspective, interpreted as social action (Téatrai, 2017;
Csontos & Dér, 2018), in the context of Speech Act Theory (Austin, 1999; Searle, 2009; Tatrai,
2017). The research aimed to analyse language consulting texts produced in real-life situations.
The analysis aimed to explore the practices used by the counsellors who write the texts to
express the speech act value of advising in the texts.

The research hypotheses were: (1) the use of performative verbs linked to the act of giving
advice is one of the most common practices in the texts studied to indicate speech act value; (2)
due to the fundamental nature of institutional language consulting, it is common practice to use
speech act value markers that focus on the criterion of appropriateness (cf. Fix, 1995; Greule,
1995; Hoberg, 1995; Scholze-Stubenbrecht, 1995); (3) in the literature, the advice such as 'You
have to do this' is typically seen as a strongly face threatening act, but advice which is
constructed this way can nevertheless be seen as a common practice in the studied texts.

The research material was given by the e-mails of the Language Consulting Service of HUN-
REN Hungarian Research Centre for Linguistics. The corpus analysed in the research consisted
of advising responses generated between 31 August 2021 and 31 August 2022. The studied
material consisted of 855 texts. In terms of length, the corpus was 85180 words long.

Ianalysed the studied data using the method of qualitative content analysis (Lehota, 2011:55;
Ludényi, 2020c¢). I used the qualitative content analysis software called Atlas.ti (Friese, 2019)
for the analysis. During the analysis, at first, I coded the texts, i.e.,  marked them with different
labels of the words and word combinations that could be used to express the act of giving
advice. In the coding process, I used 105 labels. After coding the texts, I analysed and
interpreted the results of the coding process. In the analysis, I examined which tags were
considered to have the highest frequency of occurrence in the corpus, and by grouping the
labels, I tried to group the speech acts marking practices into more significant categories. In the
interpretation, I concluded from the results.
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The results provide a picture of the most typical practices and types of practices used to
indicate the speech act value of giving advice in the practices of the Language Consulting
Service of HUN-REN Hungarian Research Centre for Linguistics. The results mostly confirm
the hypotheses formulated. However, in relation to the use of performative verbs, it is also
pointed out that in the texts studied, this practice is less frequent as a speech act value marking
solution than expected.

Since the presented research was a pilot study as part of a longer-term research project, its
results can be applied primarily in the process of this longer-term research project, in its
theoretical-methodological foundation. Due to the presented research being a pilot study, the
aim was to explore the primary ways of speech act value marking practices used by the
counsellors of the Language Consulting Service of HUN-REN Hungarian Research Centre for
Linguistics. For this reason, the study did not, for instance, attempt to specialise the results on
spelling and language use issues. However, it became apparent during the research that the
fundamentally different attitudes and strategies of answering orthographic and non-
orthographic questions can significantly impact the methods and strategies chosen to mark the
speech act of giving advice. Consequently, to continue the presented pilot study, I planned to
analyse the e-mails examined here by treating the orthographic and non-orthographic issues
separately.

Keywords: language consulting, pragmatics, Speech Act Theory, qualitative data analysis,
Atlas.ti

1. Bevezetés

A tandcsadas tarsas érintkezéseinkben gyakori, a tarsadalmi és kulturalis
kontextusok fontos részét képezd cselekvéstipus (MacGeorge & Van Swol,
2018), amellyel szdmos kiilonbozd szituacidban talalkozhatunk, egy sziikebb
vagy tagabb kozosség tagjaiként ugyanis valamennyien részt vehetlink
tandcsadasi interakciokban, mind tanacsadoként, mind pedig tanacskérdként.

Az intézményes nyelvi tanacsadds a tanacsadasi gyakorlatoknak egy az
interakciok témdja ¢és  koriilményei szempontjabdl egyarant  sajatos
tulajdonsagokkal bir6 tipusa. Korébe olyan interakcidk sorolhatdk, amelyek (1)
célja egy nyelvi vagy nyelvhasznalati probléma kezelése, idealis esetben
megoldasa (Lanstyak, 2018: 159-202), (2) intézményi kozegben zajlanak,
valamint (3) amelyekben a tanacsado6 nyelvészetileg képzett szakember (Ludanyi
et al., 2022: 78).

A tanicsadas gyakorlatai a nyelvtudoméany szempontjabol tobbféleképpen
vizsgalhatok, a kutatasok f6 irdnyait jellemzden a diskurzuselemzés vagy a
kommunikacioelmélet korébe tartozd6 megkozelitésmodok adjak (Guntzviller,
2018). E két alapveté megkozelitésmodon beliil azonban szdmos kiilonbozo
megkozelitési lehetdség és kutatasi irdny kinalkozik. Jelen tanulmany egy olyan
empirikus kutatast mutat be, amely az intézményes nyelvi tanacsadas gyakorlatait
pragmatikai szempontbol, a beszédaktus-elmélet megkdzelitésében értelmezi, €s
a vizsgalat targyat képezOd tanacsadd szovegeket a beszédcselekvés-érték
jelolésének gyakorlataira koncentralva elemezi.
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2. Elméleti hattér

2.1. Az intézményes nyelvi tanacsadas

Nyelvi tandcsaddsnak olyan interakcidkat nevezhetiink, amelyekben egy a
nyelvhasznalatot érint6 problémdval kapcsolatos tanacsadas valosul meg. A
konkrét interakciokban — a szituacio koriilményeitdl, résztvevoitdl és a tanacsadas
soran mozgositott tudads szintjétdl fiiggden — megkiilonboztethetd egymastol a
nyelvi tandcsadas hétkéznapi és intézményes formaja.

Mivel az altala beszélt nyelvekr6l minden nyelvhasznalé rendelkezik
valamilyen szintli altalanos tudassal, kiilonb6z6 tapasztalatokkal, személyes
véleménnyel, ezekre épitve (kozvetlen kornyezetében) tulajdonképpen barki
végezhet nyelvi tandcsadast (Ludanyi et al., 2022: 77). Eléfordulhat példaul, hogy
segiteniink kell egy baratunknak abban, hogyan szolitsa meg egy tanarat egy e-
mailben (Domonkosi & Ludédnyi, 2018; Ludéanyi, 2018); vagy az, hogy egy
kollégank kér tandcsot abban a kérdésben, hogy milyen nevet valasszon
sziiletendd gyermekének. Az ilyen esetekben torténd segitségnytjtasok egyszerti,
szervezetlen keretek kozott zajld, a probléma megoldasat a nyelvhasznalok
nyelvrél vald altalanos tudasdra alapozo, hétkéznapi nyelvi tanicsadasnak
tekinthetok.

Nyelvi tevékenységeik soran azonban a nyelvhasznalok — kiilondsen a nyelvvel
professzionalisan foglalkozd személyek, pl. forditok, lektorok, korrektorok
(Heltai, 2004/2005) — szembe keriilhetnek olyan problémakkal is, amelyek
megoldasdhoz nem bizonyul elegendonek a kozvetlen kornyezetiikben elérhetd
nyelvrdl valé tudds és tapasztalat (Ludanyi et al., 2022: 78). Ilyen problémakkal
taladlkozva donthetnek ugy, hogy a szitudcio kezeléséhez szakember segitségét
kérik, példaul felkeresnek egy nyelvi tandcsado szolgalatot. Ezekben az esetekben
a tanacsadas szervezett keretek kozott, intézményi kdzegben zajlik, a tanacsadod
nyelvészetileg képzett szakember (Ludéanyi et al., 2022: 78), a probléma
megoldasat pedig a tanacskéro fél elsésorban a tanacsadd szaktudasara alapozza.
Tovabba a tandcsok elfogaddsaban €s pozitiv megitélésében szerepet jatszhat az
a tekintély és szakmai relevancia is, amit a nyelvhasznalok kozossége a tanacsadod
altal képviselt intézmeénynek tulajdonit (Kopecky, 2022). Az ilyen interakciokat
intézmeényes nyelvi tanacsadasnak nevezhetjiik.

Az intézményes nyelvi tandcsadasban a tanics kidolgozédsa elméletileg
megalapozott, az adott problémahoz kapcsolédd nyelvtudomanyi hattér
figyelembevételét, valamint az aktudlis kutatdsi eredmények ismertetését is
magéba foglal6 folyamat (Ludanyi et al., 2022). Az egyes konkrét szituaciokban
az alapvetd valaszadasi stratégia kivalasztisat és a tanacs megfogalmazasahoz
hasznalt segédeszk6zok, referenciamiivek korét erdteljesen befolyésolja az, hogy
az adott nyelvi probléma helyesirasi témdji, vagy a nyelvhasznédlat mas
teriletéhez kapcsolddd kérdés (ld. bévebben Ludanyi et al., 2022: 84-99;
Ludéanyi, 2023a, 2023b, 2023d). A helyesirasi €s nem helyesirdsi kérdések
megvalaszolasdban ugyanis alapvetd szemléletbeli kiilonbség érzékelhetd, ami
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azt eredményezi, hogy az egyes nyelvi problémak kezelésének elsddleges
kozonségszolgalati célja a tanacsadas folyamatéaban eltérd lehet (Ludanyi, 2023b).

A helyesirasi kérdések esetében a tandcsado célja és feladata alapvetden az
akadémiai helyesirasi norma kozvetitése. Ennek kovetkeztében a kérdések
megvalaszolasahoz hasznalt segédeszk6zok €s referenciamiivek korét jellemzéen
a helyesirasi szabalyzat (AkH.'?), valamint kiilonb6z6 helyesirasi szotarak (pl.
MHSz.2°) és kézikonyvek (pl. Laczkd & Martonfi, 2004) jelentik. A nem
helyesirasi kérdések megvalaszolasanak elsddleges célja viszont az adott nyelvi
jelenség hasznalati értékének adatalapti bemutatasa, amelynek soran a tanacsado
figyelembe veszi a besz¢ld szempontjat, valamint a regiszter- és kontextusfiiggd
valtozatossagot is (Domonkosi & Ludanyi, forthc., Ludanyi & Domonkosi,
forthc., Ludéanyi, 2023b). Az ilyen tanacsok kidolgozdsa soran tovabbi (nem
helyesirasi) szotarak, nyelvhasznalati kézikonyvek, esetleg korpuszlekérdezd
eszkozokkel és egyéb modon gylijtott valds nyelvi adatok felhasznaldsa is
sziikséges lehet (Ludanyi, 2023a, 2023b).

2.2. Intézményes nyelvi tanacsadas a HUN-REN Nyelvtudomanyi
Kutatokozpontban

Az intézményes nyelvi tandcsadds soran a nyelvi problémdk kezelésében
segitséget nyujthatnak példaul a nyelvi tandcsadd szolgalatok, amelyek
munkatarsaitol a nyelvhasznaldk tdjékoztatast, iranymutatast, eligazitast
kérhetnek az altaluk problematikusnak itélt nyelvi jelenségek mindsitésében és
értékelésében, valamint az adott nyelvi jelenséget magéaba foglaldo helyzet
mérlegelésében és értelmezésében (Heltai, 2004—2005: 410; Ludanyi et al., 2022:
78). lIlyen nyelvi tanacsadd szolgéalat példdul hazankban a HUN-REN
Nyelvtudomanyi Kutatékozpontban (a tovabbiakban: NYTK) miikodd nyelvi
kozonségszolgalat (a tovabbiakban: a kozonségszolgalat).

Az NYTK-ban és jogeldd intézményeiben a kezdetektdl fogva miikddik nyelvi
probléemak kezelésében segitd kozonségszolgalat (Ludanyi, 2020a: 331-336;
Heltainé Nagy, 2021: 25-31). A tandcsadas elsddleges csatornija kezdetben a
postai levelezés volt, a tanacskérésnek ez a mddja azonban a technika fejlodésével
fokozatosan kikopott a gyakorlatbol, helyét pedig az e-mailezés vette at.
Napjainkra a kozonségszolgéalat gyakorlatdban ez tekintheté a tandcsadas
legfontosabb csatornajanak (Ludanyi, 2020a, 2020b). A kozonségszolgalat
miukodtetése 2023-ban a Nyelvhasznélati és nyelvi tanacsadéasi kutatocsoport
feladata. A kutatocsoport munkatirsai a folyamatosan érkezd e-mailes
megkeresésekre a hét minden munkanapjan vélaszolnak, telefonos szolgaltatas
pedig heti két alkalommal érhet6 el, 10 és 14 6ra kozott (Ludéanyi, 2020a, 2020b).
A tanacsadok munkajat 2013 ota a Helyesiras.mta.hu' tanacsadd portal (W1) is

! Az internetes weboldalak cimeinek helyesirisdra nem vonatkozik egyértelmii szabalyozas, az akadémiai
helyesiréasi szabalyzat jelenleg érvényes kiadasa (AkH.'?) ugyanis explicite nem foglalkozik a téméval. Az Osiris
Kiadoé Helyesiras cimi kézikonyve alapjan (Laczk6 & Martonfi, 2004: 232) az internetes portalok nevei allando
cimeknek tekinthet6k, igy esetiikben a nagy kezddbetiis irasmod alkalmazasa javasolhatd olyan esetekben is,
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segiti, amely hatékony segédeszkoz lehet egyszeriibb helyesirasi kérdések
megvalaszolasaban (Varadi et al., 2014).

A kozonségszolgalat munkajaban a tanacsadasi tevékenység ¢€s az azt
onreflexiv. moddon vizsgalé kutatdbmunka alapvetd elméleti keretét a
nyelvmenedzselés-elmélet (Language Management Theory, LMT [Jernudd &
Neustupny, 1987]) adja (1d. pl. Ludéanyi, 2019, 2020a, 2020b; Ludanyi et al.,
2022). Bar jelen tanulméanyban ez az elméleti keret kevésbé hangstlyosan jelenik
meg, az intézményes nyelvi tandcsadast alapvetden ebben a munkéaban is a
nyelvmenedzselés gyakorlataként értelmezem. Ennek kovetkeztében a
tandcsadasi gyakorlatok vizsgéalata sordn az LMT alapfogalmait (pl. nyelvi
probléma, a probléma kezelése) is hasznalom.

2.3. A nyelvi tanacsadas empirikus kutatasi lehetosége a beszédaktus-elmélet
szempontjabol

A nyelvi tanacsadas gyakorlatai Osszetett tarsas cselekvésnek tekinthetdk, igy
elemezhetOk a nyelvhasznalatot tarsas vonatkozasai feldl vizsgalo (Tatrai, 2017)
pragmatika szempontjabol (Id. pl. DeCapua & Dunham, 2007; Widiana et al.,
2017; Guntzviller, 2018; MacGeorge & Van Swol, 2018). A késdbbiekben (3.)
bemutatott empirikus kutatdsban az intézményes nyelvi tanadcsadas gyakorlatait
magam is pragmatikai szempontbol, az e-mailekben megfogalmazott
tandcsaddsokat beszédaktusként értelmezve elemeztem. Kutatdsomat az is
motivalta, hogy az intézményes nyelvi tanacsadds gyakorlatainak pragmatikai
szempontl vizsgalata egyeldre kevéssé kutatott teriilet (Ludanyi, 2023d: 69), bar
egyes kutatasokban megjelennek ilyen szempontok is: Bene§ és munkatarsai
(2018) példaul vizsgaljak a tanacskérd felek motivaciojat; Kopecky (2022) pedig
elemzi az interakciok résztvevdinek érdekeit €s szandékait.

A beszédaktus-elmélet (Austin, 1999; Searle, 2009) legfontosabb alapvetése
az, hogy kimondott vagy leirt mondatainkat nemcsak arra hasznalhatjuk, hogy
valamilyen allitast fogalmazzunk meg a minket koriilvevo vilagrol, hanem arra s,
hogy valamilyen kommunikativ cselekvéseket hajtsunk végre altaluk (Tatrai,
2017; Csontos & Dér, 2018). Az utdbbi kategoridba tartozd mondatokat
nevezhetjiik beszédaktusoknak. Az elmélet kezdeti forméja a megnyilatkozasok
két tipusat hatarozottan elkiilonitette (Csontos & Dér, 2018), hamar nyilvanvaléva
valt azonban, hogy a valdés kommunikacios szituadciokban a megnyilatkozasok
alapvetd funkcioja nem feltétleniil kiilonithetd el hatdrozottan egymadstol, hanem
a megnyilatkoz6 fél szandékaval Osszefliggésben tulajdonképpen barmilyen
mondat alkalmas lehet kommunikativ cselekvés végrehajtasara, vagyis barmilyen
mondat viselkedhet beszédaktusként (Csontos & Dér, 2018). E tag értelmezésben
a megnyilatkozasok beszédaktusként valod érvényesiilése skaldrisan foghat6 fel:

amelyekben a weboldal cime és az URL megegyezik. Mivel a Helyesiras.mta.hu esetében is errdl van szo, a
kézikonyv Gtmutatasat kdvetve a nagy kezddbetlis irasmodot alkalmazom, annak ellenére is, hogy a weboldalon
(W1) a cim eredetileg kis kezd6betiivel szerepel. (v6. Ludanyi, 2023d: 157)
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attol fliggben, hogy egy mondatban a kozl6 fél altal végrehajtani kivant
kommunikativ cselekvés mennyire explicit modon jelenik meg, beszélhetlink
prototipikus és kevésbé prototipikus beszédaktusokrdl (Tatrai, 2017: 1017). A
leginkdbb prototipikus beszédaktusnak az olyan megnyilatkozdsok tekinthetdk,
amelyek elsddleges célja valoban egy cselekvés végrehajtasa, és tulajdonképpen
nem irnak le semmit a vilagrol, a legkevésbé prototipikus beszédaktusok pedig az
olyan mondatok, amelyekben a kommunikativ cselekvés implicit modon jelenik
meg, igy kizarélag a kontextus alapjan, a megnyilatkoz6 szandékanak
ismeretében azonosithatd (Tatrai, 2017: 1017).

A vildgot leir6 mondatok és a beszédaktusok elkiilonitésében fontos szerepe
van az igazsagtartalom ¢€s a sikeresség fogalmanak. A vilagrol valé allitast leird
mondatok elsdsorban igazsagtartalommal birnak, igy elemezhetOk az alapjan,
hogy a benniik megfogalmazott allitds milyen mértékben tekinthetd igaznak vagy
hamisnak. A beszédaktusként viselkedd6 mondatokhoz azonban nem feltétleniil
rendelhetd 1gazsagérték, a kommunikativ cselekvések értékelése ugyanis az igaz-
hamis skéala helyett a sikeresség szempontjabol Iehetséges. Az ilyen
megnyilatkozasok tehat jellemzden abbol a szempontbol vizsgalhatok, hogy a
benniik megjelend kommunikativ cselekvés veégrehajtasa az adott szituacidban
mennyire tekinthetd sikeresnek (Csontos & Dér, 2018: 45, Tatrai, 2017: 1010—
1013).

A cselekvések végrehajtasanak sikerességéhez kapcsolddik a beszédceselekvés-
érték fogalma. Ez a megnyilatkozasoknak az a tulajdonsaga, amelynek az alapjan
azonosithato az, hogy milyen kommunikativ cselekvést kivan altaluk végrehajtani
a megnyilatkoz6. Egy konkrét szitudcioban a kommunikativ cselekvés
végrehajtasa akkor sikeres, ha a megnyilatkozasnak az adott szituaci6 valamennyi
résztvevOje ugyanazt a cselekvésérteket tulajdonitja (Tatrai, 2017). A
cselekvéserték megfeleld azonositasa tehat a sikeres kommunikéacid kiemelten
fontos feltétele, a téves vagy sikertelen azonositdas ugyanis félreertést
eredmeényezhet (Tatrai, 2017), amelynek az adott szituacidtdl fiiggden tovabbi
kovetkezményei lehetnek. Egy tandcsot tévesen azonositd cimzett példaul
¢rezheti Ugy, hogy a megnyilatkozo tandcsadas helyett utasit vagy egyenesen
parancsol, ezaltal pedig az eredendden segitd szandéku aktust erdteljes
befolyasolasként, arcfenyegetésként, negativan értékelheti.

A cselekvésérték azonositdsdban segitséget nyujthat a megnyilatkozasok
kontextusa, tovabba minden nyelvben léteznek a megfeleld azonositast timogato
nyelvi eszkozok, nyelvi konvencidk is (Téatrai, 2017: 1010-1013). A
cselekvésértéket leginkabb explicit modon megjelenitd, ezaltal legegyszeriibben
azonosithatova tévé megoldas az Un. performativ igék haszndlata (Téatrai, 2017:
1010-1013). Ezek olyan egyes vagy tobbes szam elsé személyl, jelen idejd,
kijelenté modu és cselekvd igenemi igealakok (Csontos & Dér, 2018), amelyek
pusztan kimondéasukkal vagy leirasukkal képesek az adott beszédaktus
végrehajtasara (a tandcsadasra vonatkozdan ilyenek pl. az ajdnlom, tanacsolom,
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javaslom) (Tétrai, 2017: 1010—1013). A cselekvésértéket nyelvi szinten jelolhetik
még performativ igékbdl képzett mas szofaju szavak, igei szerkezetek (pl. a
Jjavaslatunk az, azt tudjuk tandcsolni), tovabba kiilonb6z0 allandosult szerkezetek
is (pl. véleményiink szerint) (Tétrai, 2017: 1010-1013). A cselekvésértek
kifejezésének nonverbdlis eszkdzei is lehetnek: a beszélt nyelvben példaul
jelolheti az intonacio, az irott nyelvben pedig a kdzpontozas (Tatrai, 2017: 1010—
1013). A nyelvhasznalati gyakorlatban nem ritkdk azonban az olyan
megnyilatkozasok sem, amelyekben a cselekvésérték teljesen implicit modon
jelenik meg, vagyis azonositasdit nem tamogatja konkrét nyelvi eszkoz. A
cselekvésérték azonositasa az ilyen tipusu mondatokban a legnehezebb, mivel
kizarélag kontextudlis hattérismeretek alapjan lehetséges (Tatrai, 2017: 1010—
1013).

A beszédcselekvés-ertek jelolésenek gyakorlatai olyan tovabbi tarsas
cselekvesekkel is Osszefliggenek, mint az interakcidban részt vevd felek altal
végrehajtott arcmunka — a valasztott eszk6zok ugyanis befolyasolhatjak példaul
azt, hogy az adott megnyilatkozast arcfenyegetésként azonositja-e a befogado. A
beszédaktus-elmélet  értelmezésében a  tandcsadd  megnyilatkozasok
altalanossagban véve Un. direktivumnak tekinthetOk (Searle, 2009; Widiana et al.,
2017), vagyis olyan megnyilatkozasok, amelyeknek célja a tanacskérd
viselkedésének vagy dontésének befolyasoldsa, a tandcsadod véleményének
megfelelé6 modon (Tatrai, 2017). Ez alapjan az intézményes nyelvi tanacsadas
keretében megfogalmazott tanicsokrdl is elmondhat6, hogy a tanacsadas
tekinthetok, amelyek magukban hordozzak a potencidlis arcfenyegetés
lehetdségét (I1d. pl. MacGeorge & Van Swol, 2018; Guntzviller, 2018). A
potencidlis arcfenyegetd jelleget ugyanakkor egy konkrét interakcidoban szamos
tényez0 csokkentheti, kezdve azzal, hogy a tandcsadas alapvetden a tanacskérd
helyzetét figyelembe vevl, segitd szandéku aktus (MacGeorge & Van Swol,
2018). Az intézményes nyelvi tanacsaddsban tovabba ilyen tényezd az, hogy a
tanacsadas alapja jellemzden kikért tanacs (Krékits, 2006), tehat a tanacskeérd sajat
maga ismeri be, hogy segitségre van sziiksége. Valamint a tanicsadd a
beszédcselekvés-érték jelolésére is valaszthat olyan megoldast, amely csokkenti
az erdteljes befolyasold jelleget: az ,,ezt kell tenned” tipust tanacs helyett példaul
kinalhat valasztasi lehetdségeket, vagy megfogalmazhatja ugy a tanacsat, hogy a
tanacskérd ne érezze gy, hogy mindenképp meg kell fogadnia azt (MacGeorge
& Van Swol, 2018).

3. Az empirikus kutatas bemutatasa

A tovabbiakban bemutatott empirikus vizsgalat egy hosszabb tavi munka részét
képezd pilot kutatds, amelynek célja intézményes nyelvi tanacsadas keretében
keletkezett e-mailek elemzése volt. Az elemzés soran arro6l szerettem volna képet
kapni, hogy a beszédcselekvés-érték jelolésének milyen gyakorlatai figyelhetok
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meg a vizsgalati anyagban. Kutatasi kérdésemet ezzel Osszhangban igy
fogalmaztam meg: Milyen tandcsadasra utald beszédcselekvés-érték jeldlésére
alkalmas megoldasokat hasznalnak a tanacsadok a vizsgalt szovegekben?

3.1. Modszertan

3.1.1. A kutatas anyaga

A vizsgalati anyagot a kozonségszolgalat e-mailben érkezett megkereséseire adott
tandcsadd valaszokbol allitottam Ossze. Ebbdl kifolydlag a kutatds sordn sajat
magam, valamint a kozonségszolgalat munkajaban részt vevo kollégaim altal irt
leveleket elemeztem, amelyek felhasznalasara kollégaimtdl a kutatas megkezdése
eldtt engedélyt kértem és kaptam.

A vizsgalati korpuszba a kozonségszolgalat 2021. augusztus 31. és 2022.
augusztus 31. kozott érkezett megkereséseire adott tanacsadd e-maileket
valogattam be, ez 0sszesen 855 levelet jelentett. Terjedelmét tekintve a vizsgalati
korpusz 85180 szovegszd hosszisagu volt. A bevalogatott levelek keletkezési
intervallumanak kijelolésében kiemelt szempontként jelent meg az, hogy a
vizsgalt tanacsadasok olyan levelek legyenek, amelyek jelen kutatas megkezdése
elott keletkeztek. Ezt azért éreztem sziikségesnek, mert tartottam attol, hogy a
folyamatban 1év6 kutatas témajanak és céljanak tudatdban tandcsadd6 munkank
kdozben mind a kollégaim, mind pedig jomagam — akéar szandékosan, akér
onkénteleniil — jobban fogunk koncentralni arra, hogy milyen cselekvésérték
jelolésére alkalmas megoldéasokat hasznalunk vélaszaink megfogalmazasa soran.
Ezaltal pedig a kutatds a vizsgalt gyakorlatokrol nem feltétleniil a valos képet
mutatta volna.

3.1.2. A szovegek elemzésének modja

Az e-mailek szovegét a kvalitativ tartalomelemzés modszerét alkalmazva, az
Atlas.ti kvalitativ tartalomelemzd szoftver (Id. pl. Kuna, 2015, 2016, 2019;
Domonkosi & Kuna, 2018; Friese, 2019; Ludanyi, 2020c) segitségével
elemeztem. A kvalitativ tartalomelemzés olyan kutatasi modszer, amely lehetdvé
teszi azt, hogy a szovegek szerkezetébdl, elemeinek egyiittes eléfordulasabol és
visszatérd torvényszerliségeibdl az adott szovegrdl olyan kovetkeztetéseket
vonhassunk le, amelyek abban explicit médon nem szerepelnek (Lehota, 2011:
53), emiatt hatékony modszere lehet egy szoveganyag pragmatikai szemponta
vizsgalatanak. A moddszer a nyelvtudomanyi kutatasokban hasznosnak
bizonyulhat tovabba azért is, mert segitségével lehetdség nyilik nagy mennyiségii
szOveganyag aprolékos, részben automatizalt elemzésére €s értelmezésére.

A kvalitativ tartalomelemzés alapvetd modszertana szerint (Lehota, 2011: 55
¢s Ludanyi, 2020c alapjan) az elemzésnek harom f6 Iépése van: a kodolas,
amelynek sordn a kutatd az anyag bizonyos részeit cimkékkel latja el, ezaltal
kiilonbozo kategoriakba sorolja; az elemzés, amelynek sordn a kutatd a cimkek és
kategoridk eléfordulasi gyakorisagat és/vagy egyiittes eléfordulasat vizsgalja;
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valamint az értelmezés, amely sordn a kutato a kodolt jelenségek tendenciaszeri
eléfordulasabol von le relevans kovetkeztetéseket.

A vizsgélati anyag elemzésekor magam is ezt az alapvetd modszertant
kovettem. A kodolds soran az e-mailekben a beszédcselekvés-érték jeldlésére
alkalmas gyakorlatokat megjelenitd részeket lattam el kiilonb6z6 cimkékkel. A
felhasznalt cimkék olyan konkrét szavakat, szokapcsolatokat jeloltek meg,
amelyek a tanacsadas cselekvésértékét jelold nyelvi eszkozként funkcionalhatnak.
Az adatok elemzése ¢és értelmezése soran elsOként azt vizsgéaltam, hogy a
szovegekben alkalmazott cselekvésértéket jelold eszkozok koziil melyek
haszndlata a leggyakoribb. Majd az adatokat aszerint elemeztem, hogy a cimkék
csoportositasaval ~ létrehozott  nagyobb  kategéridk  alapjan  milyen
beszédcselekvés-érték  jelolésére  alkalmazott, &ltaldnosnak  mondhato
gyakorlattipusok miikodése figyelhetd meg a korpuszban.

3.1.3. A kutatas hipotézisei és kezdeti cimkerendszere
A kutatas eredményeire vonatkozdan a kovetkezd hipotéziseket fogalmaztam
meg:

(H1) A vizsgalt levelekben az egyik legjellemzobb cselekvésértéket jelold
gyakorlat a tandcsadas performativ igéinek hasznalata.

(H2) Az intézményes nyelvi tandcsadas alapvetd természetébdl kiindulva az e-
mailekben hangstlyos a megfeleldség szempontjat kifejezd cselekvésértéket
jelold eszkdzok haszndlata (vo. Fix, 1995; Greule, 1995; Hoberg, 1995; Scholze-
Stubenbrecht, 1995).

(H3) A szakirodalom alapjan (pl. MacGeorge & Van Swol, 2018; Guntzviller,
2018) jellemzden erdteljesen arcfenyegetdnek értékelhetd ,,ezt kell tenni” tipust
tanacsadas megjelenése gyakori eszkoz a vizsgalt anyagban.

Az e-mailek anyaganak elemzésében a tartalomelemzés modszerét részben
iranyitott formaban (Hsieh & Shannon, 2005; Ludanyi, 2020c¢) alkalmaztam, tehat
a kodolashoz eldzetesen meghatarozott és a kodolas folyamataban kialakuld
cimkéket egyarant haszndltam. Az eldzetesen meghatirozott cimkéket a
hipotézisekbdl kiindulva kiindulva alkottam meg (az egyes kategdridk utani
zarojelekben a tartalomelemzéskor feltiintetett cimkék neve lathatd) (1. dbra). Ez
a cimkerendszer (1) a tanacsadashoz kapcsolodo performativ igéket (fandcsoljuk,
Javasoljuk és ajanljuk); (2) cselekvésérték jeldlésére alkalmazhaté mellékneveket
¢s melléknévi igeneveket (megfelelo, hasznadlhato, alkalmazhato); valamint (3)
sziikségességet kifejezd szerkezeteket (kell/nem kell, sziikséges/nem sziikséges)
tartalmazott.
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1. abra. Az elemzéshez hasznalt el6zetes cimkerendszer

—( tanacsoljuk | —( megfeleld \ —( kell/nem kell |
—( javasoljuk | —( hasznalhato \ | Szzléfii%zs'g/gsem\
—( ajanljuk | —( alkalmazhat6 \

3.2. Eredmények

Az tartalomelemzés eredményeibdl jelen tanulmany keretében a vizsgélati anyag
kodolasaban leggyakrabban hasznalt 6t cimkét ismertetem, valamint bemutatom
a cimkék alapjan 1étrehozhato jelentdsebb kategdridkat, végiil pedig kitérek egy
olyan kategoériara is, amely egy a kdzonségszolgalat gyakorlata szempontjabol
kiemelendd szituacidra mutat ra.

A kodolasi folyamat soran végiil 105 cimkét hasznaltam, amelyek kozott elore
meghatarozott és az elemzés folyamataban kialakulo cimkék egyarant voltak. A
leggyakrabban hasznalt cimkék a kovetkezdk voltak: megfelelo, [valahogy] +
irando, kell/nem kell, [valahogy] + irjuk, javasoljuk. A 2. &bra a cimkék
eléfordulési gyakorisagat szemlélteti.
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2. abra. A kodolas soran 6t leggyakrabban hasznalt cimke eléfordulasi gyakorisaga a korpuszban

250

200

150

100

El6fordulasok szama

50

megfelel§ (223) [valahogy] + irandd  kell/nem kell (171)  [valahogy] + irjuk javasoljuk (142)
(219) (151)

A kodolaskor hasznalt cimke neve

A vizsgalt szovegekben a tanacsadas jelolésére a tanacsadok leggyakrabban a
megfelel6 melléknevet alkalmaztik. Ez a korpuszban 223 alkalommal fordul el
olyan szituicidban, amelyben beszédcselekvés-eértéket jelold nyelvi eszkdzként
funkciondl aziltal, hogy kifejezi, hogy az adott helyzetben mi tekinthetd
valamilyen szempontbol megfeleld gyakorlatnak. A masodik leggyakrabban
alkalmazott nyelvi eszkdoznek a [valahogy] + irando tipusi szokapcsolatok
hasznalata bizonyult: a korpuszban 219 olyan eset taldlhat6, amelyben a
tanacsadas aktusat az irando bealld melléknévi igenév és egy ahhoz kapcsolodo
Osszetételi tag vagy bovitmény (pl. egybe-, kiilon-, kotdjellel) teszi jeloltté.
Gyakorinak tekintheték a tanicsadas aktusat a kell segédigével vagy annak
tagadasaval (nem kell) kifejezd tanacsadd megnyilatkozasok is. Az elemzés soran
171 olyan megnyilatkozast taladltam, amelyekben a tanacsadas aktusat a kell vagy
a nem kell explicit leirasa teszi jeloltté. A kodolas alapjadn szintén gyakori
megoldasnak tekinthetd a [valahogy] + irjuk tipusu szerkezetek hasznalata. Az e-
mailekben 151 alkalommal szerepel olyan tandcsadasi diskurzus, amelyben a
tandcsadd az altaldnos nyelvhasznalati gyakorlatot megjel6ld, tobbes szdm els6
személyl irjuk igealakot, és egy ahhoz kapcsolodd Osszetételi tagot vagy
bovitményt (pl. egybe-, kiilon-, kotojellel) hasznalt a tanacsadas jelolésére. Vegiil
pedig az 6todik legjellemzObb gyakorlatnak a tobbes szdm elsé személyll
javasoljuk performativ ige hasznalata tekinthetd: a vizsgalt levelekben 142
alkalommal fordul eld olyan tanacsadési diskurzus, amelyben a cselekvésértéket
ez az igealak jeloli. A levelekben el6forduld performativ igékkel kapcsolatban
megemlitendd, hogy azok néhany kivételtdl eltekintve tobbes szdm elsd személyii
igealakok.
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A cimkék alapjan Iétrehozhatd nagyobb kategodridkat elemezve megallapithato,
hogy a kozdnségszolgalat gyakorlatdban a tanacsadéas jelolésére hasznalt
legjellemzObb gyakorlattipusok a kovetkezdk: (1) a megfeleld melléknév
hasznalata; (2) bealldo melléknévi igenevek hasznalata (pl. alkalmazando, irando);
(3) kellés, sziikségesség kifejezése; (4) altalanos gyakorlatra utald hatarozott
ragozasu T/1 igealakok haszndlata (pl. irjuk, hasznaljuk); (5) performativ igék
hasznélata (pl. javasoljuk).

Az 1. tablazat 0sszegzi a leggyakrabban hasznalt cimkéket és eléfordulési
gyakorisagukat, ismerteti, hogy mely nagyobb kategoriaba tartoznak az emlitett
cimkék, valamint egy-egy példat is hoz a vizsgélati anyagbol az adott cimke
eléfordulasara.

1. tablazat. A kodolas soran leggyakrabban hasznalt cimkék

A cimke neve Eloforfl ulasok Az oSz kOZ Példa az anyagbdl
szama kategoriaja
megfeleld 223 a megfeleld melléknév | Az On dltal kérdezett
hasznélata alakulatok megfelelé
irasmodjai: |[...]
[valahogy] + 219 bealldo melléknévi A Meidzsi-kor kotdjellel
irando igenevek hasznalata irando.
kell/nem kell 171 kellés, sziikségesség [...] ez egy mindségjelzos
kifejezése szerkezet, amelyet kiilon
kell irni...
[valahogy] + irjuk | 151 altalanos gyakorlatra | [...] az akadémiai
utal6 hatarozott helyesirasi szabalyzat 111.
ragozasu T/1 pontja szerint egybeirjuk.
igealakok haszndlata
javasoljuk 142 performativ igék Azt javasoljuk, hogy
hasznalata alakitsa birtokos
szerkezette...

A kodolas soran sziikségessé valt egy olyan cimke létrehozasa is, amely 13
eléfordulasaval nem tekinthetd jellemzd gyakorlatnak, de a kozonségszolgalati
megkereséseknek egy a tanacsadas szempontjabdl sajatos tipusat reprezentalja. A
cimke a ,nem tortént tanacsadas” megnevezest kapta, €s olyan interakcidkra
keriilt r4, amelyekben a kérdezd valdjdban nem helyesirasi vagy nyelvhasznalati
tanacsot, hanem sokkal inkdbb tajékoztatast, informdaciot kért egy adott
jelenségrol (Ludanyi, 2023a, 2023b). Ezekben az esetekben a tandcsado valasza
tandcsadds helyett tdjékoztatasnak, ismeretterjesztésnek tekinthetd, ebbdl
kifolydlag pedig a valaszokban jellemzden nem azonosithatd tanacsadd aktust
jelolo eszkoz. Ezek a levelek igy kizarolag kontextudlis hatteriik miatt tekinthetok
tanacsadasnak, vagyis amiatt, hogy rajuk a kdzonségszolgalati munka keretében
valaszolt egy nyelvi tanacsado.
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4. Kovetkeztetések

Az eredmények képet adnak arrdl, hogy milyen nyelvi eszk6zok alkalmazasaval
teszik jeloltté valaszaikban a nyelvi tanacsadas beszédaktusat a kozonségszolgalat
tanacsadoi.

Az eredmények az eldzetes elvarasaimat 6sszességében igazoltak. Ugyanakkor
a performativ igékkel kapcsolatos feltételezésemet (H1) meg is cafoltak, a kodolas
alapjan ugyanis a tandcsadas performativ igéinek alkalmazésa jellemzd
gyakorlatnak tekinthetd, de egyaltalan nem annyira gyakori a vizsgalt anyagban,
mint azt feltételeztem. A vizsgalati anyagban megtalalhat6 performativ igék az
esetek tobbségében tobbes szdm elsé személyll igealakok. Ez a
kozonségszolgalatnak arra a gyakorlatdra mutat r4, hogy a levelek nem a
tandcsadd egyéni véleményeként, hanem a kozonségszolgalat valamennyi
munkatarsa nevében fogalmazddnak meg.

A  megfeleldség hangsulyozasaval kapcsolatos elvarasomat (H2) az
eredmények egyértelmiien igazoljak. A kodolas alapjan a vizsgalt szovegekben
sok esetben hangsulyos a megfeleloség (illdség, adekvatsag, helyénvaldsag)
szempontjdnak kozvetitése. A szovegekben a megfeleldség fogalma
tobbféleképpen  értelmezOdhet. Mivel a  kozOnségszolgalathoz  érkezd
megkeresések tobbsége helyesirasi keérdés (Ludanyi et al.,, 2022: 82), a
megfeleloség szempontja jellemzden a normativ nyelvhasznalatra vonatkozo
akadémiai helyesirdsi szabalyzatnak (AkH.'?) vald megfeleldség kozvetitését
jelenti (Ludanyi, 2023d). A helyesirdsi kérdések megvalaszolasa esetén a
tandcsad6 feladata ugyanis alapvetéen a helyesirasi norma, valamint az altala
képviselt intézmény allaspontjdnak kozvetitése (Bene§ et al.,, 2018). Az
intézményes nyelvi tanacsadasban a megfeleldség szempontja azonban nem
kizarélag a helyesirdsi normanak vald reflektalatlan megfeleldség kozvetitését
jelentheti (Hoberg, 1995). A megkeresések masik f6 tipusat képezdé nem
helyesirasi problémdk (Ludanyi et al.,, 2022) ugyanis nem oldhaték meg a
helyesirasi norma kozvetitésével, esetiikben igy a megfeleldség fogalma mas
szempontokbol értelmezhetd (Scholze-Stubenbrecht, 1995; Ludanyi, 2023d).
P¢ldaul: ha a tanicskérd egy hivatalos levél megfeleldé kezdd- vagy
zaroformuldjanak eldontésében kér segitséget, akkor a megfeleldség szempontja
a tarsadalomban kialakult megszolitasi szokéasoknak ¢€s normaknak vald
megfeleldségként hatarozhatdé meg (1d. pl. Domonkosi & Ludanyi, 2023).

Végiil az eredmények igazoljak azt is, hogy a kzonségszolgalat gyakorlataban
jellemzoének tekinthetd a tandcsadas beszédaktusanak befolyasold természetét
megjelenitd — példaul a sziikségességet explicit modon kifejezd — megoldasok
alkalmazasa (H3). Az ilyen tanacsadadsi gyakorlatok elméleti szempontbol
potencialis arcfenyegetést hordozé aktusnak tekinthetdk (vo. Guntzviller, 2018),
az intézményes nyelvi tandcsadds kontextusdban azonban természetes
megoldasnak mindsiilnek, mivel példaul a helyesirasi szabalyzat alapjan
megvalaszolhatd kérdések esetében gyakori az, hogy az adott kérdésben szerepld
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kifejezés irasmodjara vonatkozdan az AKH.'? vagy valamelyik szotar egyértelmii
iranymutatast ad, tehat egy bizonyos médon kell irni.

Osszegzéseként megallapithatd, hogy a vizsgalt anyagban a tanacsadas
beszédcselekvés-értekének jelolésében jellemzden explicit vagy konnyen
azonosithatd, tehat inkabb explicit (Téatrai, 2017: 1010-1013) gyakorlatok
alkalmazasa figyelhetd meg. A bemutatott gyakorlatokban a cselekvésérték csak
azokban az esetekben tekinthetd teljesen explicit modon jeldltnek, amelyekben a
Javasoljuk performativ i1gét tartalmazzak. A tovabbi négy gyakorlat tartalmaz a
cselekvésérték felmismerését tamogatd nyelvi eszkozt, de nem tekinthetd a
tandcsadds aktusat explicite jelolé gyakorlatnak, mivel azonositasukhoz
kontextualis hattérismeretek mozgdsitasa is sziikséges (Tatrai, 2017: 1010-1013).

5. Osszegzés

A tanulmanyban bemutatott empirikus kutatds az NYTK kozonségszolgalatanak
tandcsadasi gyakorlatait vizsgéalta a tanacsadd szovegekben feltarhato
beszédcselekvés-Eérték jelolésére alkalmazhato nyelvi eszkdzokre koncentralva.

Az eredmények képet adnak arrdl, melyek a leggyakrabban alkalmazott
beszédcselekvés-értéket jelold eszkozok a vizsgalt tandcsadd e-mailekben. A
szovegek elemzeése alapjan megallapithato, hogy a kozonségszolgalat
gyakorlataiban a tanacsadas aktusa jellemzoen explicit vagy inkabb explicit
modon jelenik meg. A vizsgalati anyagban eldforduld cselekvésértéket jelold
eszkozok Osszefliggésbe hozhatok az intézményes nyelvi tandcsadas altalanos
céljaival €s alapvetd szemléletével.

A tanulményban bemutatott kutatds a hétkoznapi €s intézményes nyelvi
tanacsadas gyakorlatait vizsgéalo doktori értekezésemhez kapcsolodo pilot kutatés,
eredményei igy elsOsorban az értekezés elméleti-modszertani megalapozasat
segitik. Mivel jelen kutatas célja a kozonségszolgalat gyakorlataiban alkalmazott
beszédcselekvés-értéket jelold eszkozok alapvetd, kezdetleges feltardsa volt, igy
nem vallalkozott példaul az eredmények helyesirsi €s nyelvhasznélati kérdésekre
torténd lebontisara. A kutatds soran azonban nyilvanvaléva valt, hogy a
helyesirasi és nem helyesirasi kérdések alapjaiban eltéré valaszadasi szemlélete
nagymértékben befolyasolhatja a tanacsadds aktusanak jelolésére valasztott
eszkozoket €s stratégiakat. Emiatt a kutatas folytatasakeént azt tervezem, hogy az
itt vizsgalt leveleket a helyesirasi ¢€s nyelvhasznalati kérdéseket kiilon
kategoriaként kezelve is elemzem majd.
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Discourse markers in sociolinguistic interviews with teachers regarding the dialect used in Szeged,
Hungary

Previous studies (Bartha & Hamori, 2010; Schirm, 2021) have shown that the most engaging topics in
Hungarian language interviews cause a change in style, which leads to a shift in the number and
functions of discourse markers. Topics with greater emotional involvement classically include the
danger of death, courtship, and ethnic topics, but this also includes the opinions of the speakers about
their native dialect. This study analyzes the corpus of sociolinguistic interviews with ten elementary
school teachers in Szeged. It describes the connections between language beliefs and the use of discourse
markers.

Szeged is the third largest city in Hungary, located in the southeastern region. The main characteristic
of the dialect traditionally used in and around the city is the so-called 6-ing: using the front mid-round
6 [Q] in place of Standard Hungarian e [e] in certain syllables, e.g., in k6// [k@Il] versus standard ke//
[kell] "'must’. The city's 6-ing dialect is in decline, as roughly one-third of the residents are immigrants
from non-o-ing dialect regions. Previous research (Kontra, Németh & Sinkovics, 2016) examining the
city's dialect picture showed that the informants' language use changed at the time when they started
school. Thus, one of the central questions of the current 4-year project (Patterns of language regard in
the city of Szeged, Hungary, and its vicinity — A study in perceptual dialectology) is what happens to the
students' vernacular language during the school years. In addition, we also examine how the informants'
speech perception works in the dialect—vernacular continuum, what positive and negative concepts the
local dialect evokes in their minds, and how the dialect and local identity are related to each other. In
the study, 126 informants (48 students, 30 teachers, and 48 parents/grandparents) were interviewed in 3
settlements (Szeged, Hodmezd6vasarhely, Balastya) with the participation of 5 researchers. To map
language attitudes and regard (Preston, 2018), we employed individual sociolinguistic interviews in
which different modules and the matched-guise technique alternated.

Out of the 126 completed interviews, the present study analyzes the interviews with ten primary
school teachers in Szeged. It describes the correlations between language beliefs and the use of discourse
markers. The narratives in the interviews present the phenomena from the speaker's point of view, which
is why they are abundant in evaluative utterances and discourse markers. Narratives can be considered
self-portraits in which identity is presented through sociolinguistic constructions (Schiffrin, 1996). In
the teacher interviews, both in the different modules and in the subjective reaction tests, it was observed
that the informants used discourse markers when language beliefs, attitudes, and ideologies appeared or
when the local dialect was mentioned. In addition to the characteristics arising from spontaneous speech
(self-correction, hesitation, thinking, searching for words), the discourse markers also actively

! A kutatast, valamint a tanulmany megirasat az NKFIH K 138827 szamu, Nyelvi vélekedések mintdzatai
Szegeden és kornyékén — Perceptualis dialektologiai vizsgalat cimii palyazat tdmogatta.
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participated in constructing the rhetorical structure (Gonzalez, 2004). When language regards appeared,
they indicated personal comment, evaluation, emphasis, evidence, irony, and self-irony. With the help
of these elements, teachers tried to tone down their opinions and save their faces (Goffman, 1967/1995).
This study illustrates the individual roles with examples from the corpus through the examples of
hat *well’, the most common discourse marker of Hungarian spontaneous speech.

Keywords: discourse markers, language regard, dialect, sociolinguistic interview, facework

1. Bevezetés

Korabbi kutatasok (Bartha & Héamori, 2010; Schirm, 2021; Sz. Hegedus, 2002)
kimutattak, hogy a nyelvi interjukban a legnagyobb érintettséget kivaltd témak
stilusvaltozast idéznek eld, ami a diskurzusjeloldk szdmanak €s funkcidinak a
megvaltozasat vonja maga utan. A nagyobb érzelmi bevonddasu targykorok koze
klasszikusan a halalveszedelem, az udvarlas, illetve az etnikai témak tartoznak,
am ide sorolhatdk tobbek kozt a besz€loknek a sajat anyanyelvjarasukrol valod
vélekedéseik is. A tanulmany a Nyelvi vélekedések mintdzatai Szegeden és
kérnyéken — Perceptualis dialektologiai vizsgalat projekt keretében 10 szegedi
altalanos iskolai tanarral készitett interji anyagéit elemezve a nyelvi
vélekedéseknek €s a diskurzusjelolé-hasznalatnak az Osszefliggéseit ismerteti,
ahhoz az irdnyvonalhoz csatlakozva, amely szerint a diskurzuselemzés jo
lehetdséget nyajt a nyelvi ideologidk tanulméanyozasara (Laihonen, 2008). A
beszélgetés szerkezete ¢és annak alakuldsa (pl. a javitasi miiveletek,
yjrafogalmazasok) mutatja, hogy a nyelvi ideoldgidk nem statikusak, hanem az
interakcidbol szarmaznak (Laihonen, 2009).

A cikk a szociolingvisztikai interju szovegtipusanak rovid jellemzése utan
eldszor a diskurzusjeloldket a nyelvi interjikban vizsgald korabbi kutatasok
eredményeirdl ad rovid attekintést, majd a NYELVESZ projektet mutatja be. A
korpusz, a moddszer és a hipotézisek felvazoldsa utan pedig interjupéldak
elemzésén keresztiil a beszElt nyelv egyik leggyakoribb diskurzusjel6ldjének, a
hat-nak a szerepkoreit, valamint a nyelvi vélekedések konverzéacids jegyeit
jellemzi. A kisszamu adatk6zl6 (10 tandr) miatt a tanulmény a diskurzusjel6lok
funkcioira koncentrdl, s kvantitativ elemzés helyett kvalitativ attekintést ad.

2. A diskurzusjeloket a nyelvi interjukban vizsgalo korabbi kutatasok
eredményei

A diskurzusjeloldket (pl. a deviszont, ilyen, hat, mondjuk, nyilvan, szerintem,
szoval, tulajdonképpen, ugye, ugyhogy, vajon elemeket) a diskurzus
ragasztéanyagainak is szokds mnevezni (Zhao, 2014: 2108), ugyanis
diskurzusrészeket kotnek 6ssze. Emellett diskurzusiranyit6 szerepiik is van: részt
vesznek a beszédjog megtartdsaban, a szd atadasaban, valamint atvételében. A
hallgatok szamara ezek az elemek tajékozddasi pontként szolgalnak. A szoveg
szerkezetének felépitésén tal pragmatikai viszonyokat is képesek jeldlni:
kiilonféle beszéldi viszonyulasokat (példaul csodalkozast, 6romot, vonakodast,
diihot, ironiat) fejeznek ki. Multifunkcionalisak, szoban sokkal gyakoribbak, mint
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irasban, s kontextusfiiggd a jelentésiik (Furko, 2019). Az aranyuk és a funkciojuk
pedig nagymértékben fiigg a szovegtipus jellegzetességeitdl (Dér, 2020; Furko,
2020; Schirm, 2021).

Az utobbi évtizedekben mind a dialektoldgiai, mind a szociolingvisztikai
kutatdsokban, a nyelvi valtozasok €s valtozatok vizsgalatanal eldtérbe kertiiltek a
nyelvi interjuk (Labov, 1984/1988; Balogh, 2001: 166). A nyelvi interji mint
szovegtipus félintézményes, kdzepesen strukturdlt szoveg. Olyan mesterséges
mifaj, amely ,,j0l kidolgozott stratégia” szerint (Labov, 1984/1988: 7/26), elore
meghatarozott tematika koré épiilve, egy strukturalt kérdéssort felhasznéalva a
hétk6znapi tarsalgast imitdlja (Kontra, Németh & Sinkovics 2016: 63). A
szOvegtipus megnevezésére hasznalt szociolingvisztikai interju terminus
ugyanakkor kiss¢ félrevezetd lehet, valojaban ugyanis ,,a szociolingvisztikai
interjinak mindennek kell lennie, csak nem »interjinak«” (Tagliamonte, 2012:
37). A beszélgetés moduljai elére megtervezettek, ezeket az Gn. kérdezofiizet
rogziti. A nyelvi interjuknak két szerepldje van: a terepmunkas €s az adatk6z10. E
szerepek meghatarozzak az interju menetét, a fordulok eloszlasat, valamint a
beszédaktusokat is: a terepmunkas a kérdezd, 6 irdnyitja a tarsalgast, az adatk6z16
pedig a vélaszadd, s a valaszokban gyakoriak a narrativak (Schirm, 2021: 187). A
szociolingvisztikai interjukban az adatkozl6knek eldszor beszélniik kell a
csaladjukrol, az életlikrdl, a munkdajukrol, ezen tul viszont a kérdések valamilyen
nyelvhasznalati jellegzetesség (pl. a magyar nyelv Budapesten beszélt valtozata;
a szegedi 0-zés) koré vannak felépitve. A beszélgetds részeken tul még kiilonféle,
a vizsgalando jelenséghez kotddo feladatok (pl. tigynokteszt, tajszoteszt, térképes
feladat) 1s szoktak lenni az interjukban. A szociolingvisztikai interjuk tarsalgasi
részeét Labov (1984/1988) nyoman a formalistdl az informalis témakig szokas
felépiteni, a heves érzelmeket kivalté témaknal mérhetd ugyanis legjobban a nem
formélis nyelvhasznalat. A kiilonféle teszteknél (ligynokteszt, tdjszoteszt,
szo0listak) pedig szintén nagy, de feladatonként kiilonboz6 odafigyeléssel lehet
szdmolni az adatkozlOknél, igy a beszéd formalitasfokanak eltérd szintjei
tanulmanyozhatok (Bartha & Hamori, 2010: 306). Mind a Budapesti
Szociolingvisztikai Interji (= BUSZI), mind a Szogedi Szociolingvisztikai Interju
(= SZOSZI), mind pedig a NYELVESZ (= NYELvi VElekedések SZegeden és
kornyékén) interjik e metodoldgiara épiiltek.

Az interjukbeli narrativak a besz¢éld szemszogébdl mutatjak be a jelenségeket,
ezért bovelkednek értékeld megnyilatkozadsokban ¢€s diskurzusjelolokben. A
narrativdak olyan Onarcképeknek tekinthetok, amelyekben az identitas
szociolingvisztikai konstrukcidkon keresztiil jelenitddik meg (Schiffrin, 1996).

A diskurzusjel6l0k (mas néven pragmatikai markerek) Gonzalez (2004: 87)
szerint a narrativdkban szemantikai és pragmatikai szinten is részt vesznek a
szoveg koherencidjanak a létrejottében. Szemantikai szinten kotdszoként jarulnak
hozza a szoveg Osszetartdsahoz: referencidlis jelentésiik van ¢és logikai
viszonyokat (pl. ok—okozatot, idébeliséget) jeldlnek, illetve a mondanivalo
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ujrafogalmazasdban van szereplik. Pragmatikai szinten pedig a retorikai és a
szekvencialis szerkezet kialakitasaban, tovabba a kovetkeztetések kodolasaban
vesznek részt. A retorikai szerkezethez az illokucios szandékok és erdk jelzoi
tartoznak: ezek megmutatjak a besz€ld intenciogjat, illetve a szovegtipushoz valo
kotottséget 1s. A személyes megjegyzések €s értékelések, a nyomatékositas, az
evidencialitas, az informéacid kiegészitése, a gondolkodas, a sz6 visszavétele €s a
témavaltas mind a retorikai szerkezetnél talalhatok. A szekvencialis szerkezethez
a diskurzusszervezés, azaz a diskurzusszegmensek nyitasa és zarasa, valamint az
1déz¢és sorolhato. A kovetkeztetéses komponenst pedig tobbek kozt az indoklasok,
az arcfenyegetés mérséklése, az elofeltevések kozlése és a szoveg-vilag
lehorgonyzasai alkotjak (uo.).

Fuller (2003) angol anyanyelvli személyekkel végzett vizsgalatai arra
vilagitottak ra, hogy a like ’ilyen’ szociolingvisztikai interjukbeli gyakorisaga az
interakcios tényezoktol fligg. Ugyanaz az interjukészitd ugyanis a beszélgetés
soran a kiilonboz6 interjialanyokkal mas €s mas szerepet vesz fol, s ennek
megfelelden a like eléfordulasi aranya €s szerepe is valtozik. Egyrészt a nagyon
tartozkodo interjlialanyokkal vald beszélgetésekben nétt meg a szamuk, masrészt
viszont a jO légkorli, gordilékeny interjikban voltak gyakoriak. Ennek
magyardzata, hogy a like képes egyfeldl pontatlansagot, madsfeldl pedig
nyomatékot is jelezni. Hasznalatdnak valtozatossagat a besz€lOk sajat
megnyilatkozasanak a tartalma motivalja: akkor alkalmazzak, ha a k6zos alapra
vonatkozd feltételezéseik alapjan gy vélik, hogy a mondandéjuk tartalma
mindsitésre vagy hangstlyozasra szorul.

A hazai kutatisokban a nyelvi interjuk kozill eddig a Budapesti
Szociolingvisztikai Interjiban ¢és a Szogedi Szociolingvisztikai Interjiban
vizsgaltak a diskurzusjeloloket. Sz. Hegediis Rita 2002-ben a BUSZI egy
anyagaban, a B7307 jelzetli interjiban elemezte a diskurzusjeloloket. Bartha
Csilla és Hamori Agnes 2010-ben a BUSZI II 14 interjujaban a stilusvaltozasokat
(pl. t-kieses, [-kiesés, konverzacios jelenségek, hattércsatorna jelzések)
vizsgaltak. Azt taldltdk, hogy nem csupan a fordulok hossza, valamint a
hattércsatorna jelzések szama ndtt meg az etnikai és a haldlveszéllyel kapcsolatos
témaknal, hanem a diskurzusjel6l0k szama és funkcidja is megvaltozott. Egyrészt
gyakoribba valtak a diskurzusjel616k, masrészt pedig mig az 6néletrajzi modulban
a kommunikacioszervezd diskurzusjelolok, foként a hat €és a tehat voltak
tobbségeben, addig az etnikai €és a haladlveszedelem témdknal a pragmatikai €s
interakcios szerepl diskurzusjelolok (pl. azért, mondjuk, szoval, ugye, ugyhogy)
dominaltak.

A SZOSZI-re irdnyul6 kutatasok koziil egy 2017-es vizsgalat (Schirm, Szabo
& Gocsal, 2017) egy 192 perces interju anyagaban nézte a hat diskurzusjel6ld
prozddiai sajatossagait. Az eredmények azt mutattdk, hogy a hat hangsor /a:/
hangjanak FO értéke alapjan nincs szignifikans kiilonbség az egyes funkcidk és
azok prozodiai megvalosuldsa kozt. Szintén 2017-ben a SZOSZI harom
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interjijanak 545 percnyi felvételét elemezve igazolddott a diskurzusjelolok
szereptipusfiiggd hasznalata (Schirm, 2017). A terepmunkasok diskurzusjel6l6i
ugyanis tobbségében diskurzusszervezd szerepet toltottek be: az interjii menetét
irdnyitottak, vagy kérdést vezettek be. Az adatkozlOk diskurzusjeloldi ezzel
szemben a torténet mesélését segitették: altaluk valdsult meg a mondanivald
tovabbvitele, a témavaltas, az 6sszegzés, az 1dézés ¢€s a retorizalas is. Emellett a
nagyobb érzelmi bevonddasu részeknél a diskurzusjelolok sokféle beszé€ldi
attitidot, példaul dicsekvést, mentegetdzést, dobbenetet, vonakodast is képesek
voltak érzékeltetni.

Kés6bb nagyobb SZOSZI-mintan, nyolc interju 1030 percnyi felvételén a
diskurzusjelolo-tarsulasok  gyakorisagat  (Schirm, 2018), valamint a
diskurzusjeloloknek az életkorral valo korrelacidjat is vizsgaltak (Schirm, 2019).
A diskurzusjelold-tarsulasok az iranyitott beszélgetések narrativaira voltak
jellemzoek, am a szamuk messze elmaradt a spontdn beszédben valo
megjelenésiikhoz képest (v0. Dér, 2016). A vizsgalat soran az is kidertiilt, hogy az
¢letkor eldrehaladtaval nem novekszik lineérisan a diskurzusjelolok szama. Masra
¢s masként hasznaltdk azonban Oket az egyes ¢letkori csoportok a nyelvi
interjukban. A fiatalabbaknal nem volt jellemz6 az attitiidjelz6 funkcio, 6k inkdbb
szokeresésre, Onjavitasra, az altaluk elmondottak tompitasdra hasznaltdk az
elemeket. A kozépkoruak és az iddsebbek viszont gyakran az érzelmeiket is
diskurzusjelolokkel fejezték ki, emellett a beszélgetés iranyitasara is batrabban
alkalmaztadk Oket. A 70 év folotti adatk6zldknél pedig mar a torténetek
kommentalasaban is részt vettek (Schirm, 2019: 202-203).

Az elézménykutatdsok megerdsitettek, hogy érdemes a nyelvi interju
szovegtipusaban vizsgalni a diskurzusjeloléket. Azonban a korabbi elemzések
ezeknek az elemeknek a nyelvi vélekedések kozvetitéseben, illetve az
arculatmunkéban val6 szerepiiket még keveésse kutattdk. Jelen tanulmany ezzel
foglalkozik, egy ij korpuszon, a NYELVESZ projekt 10 interjijanak 602 percnyi
anyagan.

Nyelvészeti mliszoként a face, azaz arculat (mas forditasokban arc, homlokzat)
terminus Goffmantdl ered, s egy tulajdonsagegyiittest jelol, amellyel minden
ember rendelkezik: ,,Olyan énkép, amelyet a tarsadalmilag megerdsitett
tulajdonsagok korvonalaznak™ (1967/1995: 3). A kommunikéacid résztvevoi
rendszerint torekednek az arculatuk fenntartisara, a jO benyomas keltésére.
Interjiihelyzetben azonban az adatk6zl6k a folyamatos kérdések miatt fenyegetve
¢rezhetik az arculatukat, illetve kényesebb témak eldkeriilésekor szintén sériilhet
az énképiik, igy igyekeznek a sajat felépitett arculatukat megdvni. A terepmunkas
idedlis esetben iigyel arra, hogy mérsékelje az esetleges arculatrombolast,
ugyanakkor a szerepébdl adddik, hogy a kérdezofiizetben szerepld Osszes kérdést
fel kell tennie, s az adatk6zlokbdl minél részletesebb, am lehetdleg fesztelen
beszédstilust valaszt kell el6hivnia.
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3. ANYELVESZ projekt bemutatasa

Szeged a nagyjabol 159 000 fonyi lakosaval Magyarorszag harmadik legnagyobb
varosa. A teriilet emblematikus nyelvjarasi jegyének tartott 6-z€s azonban
napjainkra mdar erdsen visszaszoruldoban van a varosban, mivel a lakossag
nagyjabol harmada nem &-z0 dialektusbol szadrmazo betelepiild. A véros
nyelvjarasi képét vizsgélo korabbi kutatas (Kontra, Németh & Sinkovics, 2016)
azt mutatta, hogy az adatkozl0k nyelvhaszndlata az iskoldba keriilésiik
id6szakaban valtozott meg. fgy a jelenlegi, 4 éves, 2021 és 2025 kozt zajlo
NYELVESZ projekt egyik kozponti kérdése annak kideritése, hogy mi torténik az
iskolai évek alatt a didkok vernakuldris nyelvvaltozatival. Emellett azt is
vizsgaljuk, hogyan miikodik az adatkozlok beszédpercepcidja a nyelvjaras —
koznyelv kontinuumban, milyen pozitiv €s negativ fogalmakat idéz fel a
tudatukban a helyi nyelvjaras, illetve hogyan fligg 0ssze egymassal a nyelvjaras
¢s a lokalis identitas.

A kutatas sordan a dél-alfoldi nyelvjarasi régio Szeged kornyéki nyelvjarasi
csoportjan beliil harom telepiilésen: Szegeden, HodmezOvasarhelyen, valamint
Balastyan vizsgalodtunk, s mindharom helyszinen egy-egy atlagos altalanos
iskolat kerestiink meg. A harom telepiiles kivalasztasat az eltérd meéretiikon
(Hodmezdvasarhely 42 ezer f0s varos, Balastya pedig 3 és fél ezer 6t szamlalo
kistelepiilés) til az indokolta, hogy ugy véltiik, a kiilonb6zé telepiiléstipusokon
€10 kozosségek tagjai eltérd nyelvi vélekedésekkel, Un. language regardokkal és
identitaskonstrukciokkal rendelkeznek. A language regard miiszé a perceptualis
dialektologia megteremtdjéhez, Dennis Prestonhoz (2018) kotddik, aki a
hétkéznapi beszéloknek a nyelvhez ¢és egyes nyelvvaltozatokhoz tarsuld
vélekedéseinek, attitlidjeinek, ismereteinek ¢€s ideoldgidinak 0Osszefoglalo
megnevezésére alakitotta ki a terminust. Azt i1s feltételeztiik, hogy a harom
telepiilés adatkozld1 szamara mast jelent a nyelvjdards €s a normativ valtozat
fogalma. Tovabba ugy gondoltuk, hogy az egyes telepiiléseken beliil folytonossag
van a nyelvi vélekedéseket illetden a generaciok kozt, azaz a sziilok, a nagysziilok
tovabb (részletesen lasd Berente et al., 2023: 82-84). A hipotéziseink
vizsgélatahoz 1. osztalyos €s 8. osztalyos didkokkal, tanitdikkal és tanaraikkal,
valamint lehetdség szerint a diakok sziileivel, illetve nagysziileivel, ha ez nem volt
megoldhato, akkor a sziiléi, illetve a nagysziiléi korcsoportba tartozo
adatkozlokkel készitettiink interjut. Az egyéni strukturdlt szociolingvisztikai
interjukban kiilonb6z6 modulok, valamint az ¢-z0 beszéd presztizsét meérd
tigynoktesztek, illetve egyéb feladatok valtakoztak. A 3 telepiilésen Gsszesen 126
adatko6z16t (48 didkot, 30 pedagogust €s 48 sziilét/nagysziilot) kérdeztiink ki. Az
interjukbol kibontakoz6 képet a tanitokkal és tanarokkal késdbbiekben készitendd
fokuszcsoportos interjuk is arnyaljak majd.

Az egyéni szociolingvisztikai interjuk az alabbi modulokbol alltak: a nyelvi
hattér feltérképezéséhez az adatkozloket kérdeztiik a szocioldgiai hatteriikrdl, a
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csaladjukrol, az iskolaikrdl, a munkajukrol, a telepiilésrdl. A tanaroknal kiilon
rakérdeztiink arra, hogy el6fordult-e mar, hogy nyelvjarast hasznaltak az
iskolaban a tanorakon, illetve az irdnt is érdeklddtiink, hogy beszélhet-e a tanar
tajszolasban a tandran, valamint sziiléi értekezleten. Kivancsiak voltunk arra is,
hogy vajon a tanaroknak feladata-e a didkok tdjszolasanak a kijavitasa, illetve
tobbek kozt azt is megkérdeztiik, hogy van-e olyan jelenség, ami pedagogusként
zavarja Oket masok beszédében. A beszélgetds részekkel valtakozva szamos
feladatmodul is helyet kapott az interjiban. Az egyik koziiliik az tigynokteszt volt,
amikor lejatszott hangfelvételek alapjan kellett eldonteniiik az adatkdzldknek,
hogy a hallott beszéldnek mi lehet a legmagasabb foglalkozésa (radidbemondo,
tandr, hivatali iligyintéz0, bolti eladd, gyari munkas, foldmiives, egyéb), a
végzettsége, hol ¢lhet és hany éves lehet. A felvételek egyik fele a szegedi
nyelvjaras jellegzetességeit mutatta, a masik fele pedig koznyelvi volt.
Szoparokkal (pl. megy ~ mogy, ember ~ embor, csondes ~ csendes, lakom ~ lakok)
1s teszteltiik az adatkozlOk vélekedéseit: egyszer arra kérdeztiink ra, hogy a
szoparok koziil melyiket hasznaljak, masszor pedig arra voltunk kivancsiak, hogy
melyiket tartjdk koziiliik helyesnek. A modulok kozt hdrom térképes feladat is
volt. Az egyik egy telepiilést sematikusan, piktogramokkal abrazolva azt
tudakolta, hogy az adatkozld szerint a megjelolt helyeken (ezek a kovetkezdk
voltak: a mi hazunk, szomszédok, sor6z0, hivatal, bolt, piac, iskola, sportpalya,
templom, rendeld) az emberek ,,6 vagy e betiivel ejtik-e” gyakrabban a szavakat.
A masik térképes feladat Szegedet és tavolabbi kornyékét dbrazolta, s itt is azt
kellett megjelolni, hogy hol beszélnek e-vel, azaz mekegve, illetve &-vel.
Ugyanezekre a telepiilésekre vonatkozott a harmadik feladat is: ahol azt kellett
bejelolniiik a megkérdezetteknek, hogy szerintiik a térképen 1évo telepiilések
koziil hol beszélnek a legszebben, illetve a legcsinyabban. Az interjuk végére még
két megitéltetds feladat kertilt: itt arra voltunk kivancsiak, hogy ha az adatk6zld
egy ismeretlen embert hall beszélni a rddioban, kb. 2 perc utan meg tudja-e itélni,
hogy az illetd mennyire okos, illetve mennyire becsiiletes.

4. Korpusz, modszer, hipotézisek

ANYELVESZ projekt keretében késziilt 126 egyéni interju koziil jelen tanulmany
10 szegedi altalanos iskolai pedagogusnak, 5 tanitonak, valamint 5 tanarnak a
nyelvhasznalatat elemzi. Az adatk6zl6k mindegyike nd volt, s az életkort tekintve
a fiatal, kezd6 pedagdgustol a tapasztalt, nyugdij elStti tanarig terjedt a minta.
Mind a tanitok, mind pedig a tanarok kozt humén és real miiveltségteriiletet,
illetve tantargyat tanitok is voltak. Az adatkozlok fele Szegeden (4 £6), illetve
kornyékén, Hodmezdévasarhelyen (1 f6) sziiletett, a tobbiek pedig az orszag
kiilonbo6z0 részeirdl szarmaztak. A mintaba keriilt 10 pedagdgus koziil a Szegeden
¢s Vasarhelyen sziiletettek tudtak o-zni, bar az iskola falai kozt tanéran koziilik
csak ketten hasznaltak ezt a nyelvjarasi jegyet, Ok is csupan elvétve. A
terepmunkés ezeknél a felvételeknél a tanulmény irdja volt. A tanari interjik a
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diakok beszélgetései utan késziiltek, amiket hospitalas el6zott meg. Igy mire sor
keriilt a pedagogusokkal valo felvételekre, a terepmunkds mar tobb honapja az
iskolaban tart6zkodott, azaz volt alkalma mindenkit megismerni és beilleszkedni.
Ez nagymértékben eldsegitette, hogy az interjuk annak ellenére, hogy formalis
helyszinen, az iskola termeiben késziiltek, mégis j6 hangulatiak és oldottak
voltak. A 10 interju kozil a legrovidebb 40 perces volt, a leghosszabb pedig
masfél orés.

A kutatas helyszinét képezd szegedi altaldnos iskola als6 tagozaton Freinet
pedagbdgidjan alapuld programot valdsit meg, amelynek Iényege a
gyermekkozpontisdg. A nap els6 kozos tevékenysége az osztdlyokban a
beszelgetdkor, amikor a gyerekek a tanarral egyiitt kotetleniil beszélgetnek az
el6z0 nap ota veliik tortént dolgokrol. Elsd osztilyban a tanitds blokkokban
torténik, amit az iskolaotthonos munkarend tesz lehetové, a tanulok 16 oraig
kotelezOen bent tartozkodnak az iskola falai kozt. A gyerekkozpontusag, a
baratsagos ¢és elfogadd légkor az interjukat megel6z0 hospitalasokon is
tapasztalhato volt. Az interjukban minden tanar azt mondta, hogy értéknek tartjak
a tajszolast, és sosem javitjak ki azt a gyerekek beszédében.

A vizsgalat eldtti egyik kiinduld hipotézisem az volt, hogy — a korabbi
kutatasok (pl. Dér, 2017; Schirm, 2017) eredményeihez hasonloan — a szegedi
tanari interjukban is a hd¢r dominancidjaval és sokféle szerepkorével fogok
taldlkozni. Masrészt azt vartam, hogy az érzékenyebb téméknal, azaz a nyelvi
vélekedéseknél, attitidoknél és ideologiaknal, valamint az 6-z6 nyelvjaras
emlitésekor gyakoribba valnak a diskurzusjel6lok. Azt feltételeztem ugyanis,
hogy az adatkozlOk nagyon iigyelnek majd a sajat arculatuk (Goffman,
1967/1995) fenntartasara, ezért a nyelvi ideoldgidk €s vélekedések eldkeriilésekor
majd tompitani fogjak az esetleges negativ véleményliket, illetve
diskurzusjelolokkel 6vjak az arculatukat.

A minta feldolgozasa sordn a hangfelvételek anonimizalva lettek, az
adatkozloket egyedi azonositd koddal lattuk el. A bemutatand6d példakban a
terepmunkast a Tm. rovidités jelzi, az adatkozldket pedig az interju kodjele
azonositja az aldbbiak szerint: SZ = szegedi minta, T = pedagogus, szam (pl. 1) =
az adott felvételnek a mintaban elfoglalt helye, N = nd, a részletek utan pedig
zardjelben annak interjibeli ideje talalhatd. A lejegyzés sordn jeloltiik a hallhato
sziineteket: a rovid sziinet jele (.), a hosszu sziineté (..), a hezitdlasokat (000,
mmm), a kieséseket (<>, pl. ebbe<n>), az idétartam megnyulasokat (pl. hooogy)
¢s a kiilonféle nonverbalis jeleket, példaul: [kohogés], [nevetés] is. Bizonyos
szavakat (pl. akko, aszongya, mit-tom-én, nem-tom, szal, télleg) a lejegyzés
gyorsitasa és a konnyebb olvashatosag érdekében nem standardizaltunk, hanem
kiilon szotarban soroltuk fel Oket.

A diskurzusjelolék funkcidinak az azonositasdhoz az expert annotacios
modszert hasznaltam. Figyelembe vettem a diskurzusjelolét tartalmazo
szekvencidnak a fordulon beliili elhelyezkedését, a kornyezetében eléforduld
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beszédaktusokat, valamint a diskurzusjel6lé hangsulyat, hanglejtését, az elotte,
illetve utana 1évo esetleges szilineteket. A korabbi kutatasok (pl. Dér & Marko,
2017; Kondacs, 2023) eredményeinek a figyelembe vételével a hallas alapjan
azonosithatdo fonetikai jellegzetességekkel dolgoztam. Arra tdmaszkodtam
példaul, hogy a hdt kiilonféle hasznalati korei koziil az altalanos valaszjelold1 Aat-
nak rovidebb az id6tartama, alacsonyabb az alapfrekvencia-maximuma, illetve
nincs eldtte/utdna sziinet, mig a hezitalod hdt esetén hosszabb a hdt id6tartama,
magasabb az alapfrekvencia-maximuma, ¢és néma vagy kitoltétt sziinet van a
diskurzusjel6ld eldtt/utan (vo. Kondacs, 2023).

5. Diszkusszio — a hat szerepkorei a szegedi pedagogusok interjuiban

A tiz felvétel elemzése alapjan beigazolodott, hogy a diskurzusjel6lék koziil a
szegedi tanarok interjuiban a hdt a legsokoldalibban hasznalt elem. Ez egyrészt
az elem gyakorisagabol, masrészt az extrém modon multifunkcionalis jellegebol
adodik (Dér, 2017). A hat elemnek a korai pragmatikai szakirodalom (Kiefer,
1988; Németh T., 1998) a kovetkezd négy hasznalati korét emliti: 1. altalanos
valaszjelold, 2. keérdésbevezetd, 3. magyarazkodo, 4. Onjavito. A késObbi
kutatasok (pl. Dér, 2017, 2020; Schirm, 2021) mar mintegy tucatnyi szerepét
regisztraltadk az elemnek, pl. érzelmi tobblettartalom (felindultsag, csodalkozas,
beleegyezés) kifejezése, evidencialitds jelzése, nyomatékositas, udvariassag
jelzése, hezitalds, tovabba ramutattak a szemaforszerii viselkedésére (Alberti,
2016; Szeteli & Gocsal & Alberti, 2019), s igazoltak, hogy a hdt szamos funkciot
képes betdlteni.

A hat-nak a szegedi beszédben valo jelentéseit mar Balint Sandor 1957-es
Szegedi szotara is feltérképezte, amelyben 6t szerepkore taldlhaté meg a szonak.
Ezek az aldbbiak: 1. ’tehat’, 2. ’akkor’, 3. megel6z6 mondat erdsitése,
4. ’termeészetesen, hogyne’, 5. kérd6 mondat bevezetd szava (i. m. I/575). A
szegedi tanarok interjiiban — a SZOSZI vizsgalatdhoz hasonléan (vo. Schirm,
2017) — azonban ennél joval tobbféle funkcioban jelent meg az elem. A Szegedi
szotar szocikke nem szamolt a kiilonféle beszelor attitidokkel: a
bizonytalansaggal, az ironidval és az Onironiaval. Ezek mellett a gondolkodasi
folyamat kozvetitése, valamint az jrafogalmazas jelzése is kimaradt Balint
Sandor leirasabol. Az ErtSz. szocikkébél (Barczi & Orszagh 1960: 111/144—148)
a hat gazdagabb hasznalati kore bontakozik ki, megjelennek ugyanis a besz¢él6i
attitidok (pl. enyhe rosszallas, meglepetés, harag), valamint a beszédtervezési
szerepek (pl. habozas) is (részletesen lasd Schirm, 2021: 49-50).

A felvételekbdl az is kitlinik, hogy az adatkozldk a hdr-ot gyakran a sajat
arculatuk (Goffman, 1967/1995) fenntartésara, illetve védelmére hasznaltak. Ez
az arculatovo stratégia azonban nem talalhatd meg a szotari leirasokban. E
hasznalati koroket a kovetkezOkben az interjikbol szdrmazo részletek mutatjak.
A példak nem csupan a diskurzusjel6lok miikodésérdl, hanem a szegedi tanarok
nyelvi ideoldgiairdl is képet adnak majd.
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Az arculatmunkaval kapcsolatban megfigyelheté még, hogy a terepmunkas
kérdéseiben — a kérdezofiizetbe irt kérdésekkel ellentétben — megszaporodtak a
tompitd elemek. Eldszeretettel hasznalta a vajon, az esetleg €s az egyébként
diskurzusjeloloket. Mivel a tanulmany szerzdje volt a terepmunkas, kijelenthetd,
hogy ez nem volt tervezett stratégia, am ezzel probalta az interju merev kérdés-
valasz 1égkorét oldani, valamint az interjualanyokat tovabbi beszédre (példak
kozlésére, magyarazatra) birni.

A hat — a diskurzusjel616k tulajdonsagaibol adodoan — egyrészt a beszélgetések
strukturalasaban, a szoatvételben, a valaszadasban, a mondanival6 kapcsoldsaban,
lezarasédban, az Osszegzésben vett részt, masrészt gondolkodasi folyamatokat,
hezitalast jelzett, harmadrészt pedig kiilonboz6 beszEloi attitidoket is kifejezett.
Lassuk ezeket a szerepkoroket részletesebben, konkrét példak elemzésén
keresztiil!

Az interjukban a szdvegtipus jellegzetességeibdl adddoan a kérdés-valasz
szomszedsagi parok dominaltak (ten Have, 2004: 58), emiatt gyakran barmiféle
besz¢€ldi attitid nelkiil, altalanos valaszjeloloként hasznaltak az adatkozlOk az
elemet, ahogy azt az (la) és (1b) példdk is mutatjak. Ilyen esetekben a
diskurzusjel6lére nem esett kiilondsebb nyomaték, nem volt hosszabb az ejtése
sem, teljesen belesimult a valaszba, sem el6tte, sem pedig utdna nem volt sziinet.
Példaul:

(1a) Tm: Es vajon mibe<n> térhet el Szegednek a beszédétdl a pesti beszéd?
SZTA4N: Hat ok a koznyelvet beszélik. (4:16—4:24)

(1b) Tm: Es & mikor koltozott ide Szegedre?
SZTS5N: Hat amikor kezdtiik a foiskolat, 86-ban. (2:00-2:07)

A kovetkezd részletben a terepmunkas az irant érdeklodott, hogy szokta-e
javitani a pedagogus a diakok beszédét. Az idézett rész elsd hdt-ja itt is a
valaszadast példazza, a masodiknal azonban hidba van szintén kérdés-valasz
szomsz€dsagi par, a diskurzusjel6ld elnyujtott ejtése (hadat) rogton elarulja, hogy
a besz¢éld gondolkodik a véalaszon. Ezt a bizonytalansagot a prozddiai jegyeken
tul a folytatés ilyen diskurzusjeldldje is alatamasztja.

(2) Tm: Tehat rajuk szolsz-e barmi miatt?

SZTAN: Hat hogyha nyelvileg helytelen, amit mond, akkor igen.

Tm: Akkor ki. Es milyen ilyen helytelenségekre gondoljunk itt?

SZTAN: Haadt a szeressiik példaul, tehat ilyen -suk/-stik. (11:10—11:26)

A diskurzusjelolokkel az adatkdzlok a valaszaikban sokszor azt kozvetitették,
hogy amit mondanak, az csak ¢ véleményiik, vagyis egyaltalan nem gondoljak azt
altalanos érvénytinek. Ennek hangsulyozasa arculatovo stratégianak tekinthetd. A
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(3)-as példa hat és nyilvan eleme evidencialitast kozvetit, és nyomatékositja az
adatk6zl6 véleményét, mig a késObb megjelend én ugy gondolom tompitja azt. A
valaszban megjelend rovid hezitalasok (0, mmm) és ismétlések (ha, ha, akkor,
akkor) pedig arrdl arulkodnak, hogy az adatk6zldnek nem volt elére megtervezett
sablon vélasza a kérdésre, az interjuszituacidban alkotta meg a véleményét.

(3) Tm: Feladata-e egy tanarnak vagy tanitonak, hogy tegyen valamit a tajszolas
fennmaraddasaért?

SZTTN: (..) Hat tanitani mar 6 nem lehet, nyilvan, de a hozzaallasunkkal mmm
annyit tehetiink, én ugy gondolom, hogy ha ha barmilyen gyerek ezt haszndlja,
akkor akkor ezt egy értéknek kell beallitani a tobbiek elott. (44:24—-44:52)

Az interjukban beszélgetds részek és tesztfeladatok valtakoztak. Az
ugynoktesztes feladatoknal megfigyelhetd volt, hogy az adatkozldk a hdt-tal a
gondolkodasukat jeleztek. A kovetkezd (4) példaban hallani is lehetett, hogy
milyen hosszan topreng az illetd, s a gondolkodasi folyamatat a hosszu sziineteken
tul még a hat és a talan diskurzusjelolokkel is nyilvanvalova tette.

(4) Tm: Es akkor mi lenne a legmagasabb foglalkozds, amit adndl a beszéde
alapjan az illetonek?

SZT4N: Uhiim. Hadt (..) Taldn (..)

Tm: Amit gondolsz.

SZT4N: [lassan beikszeli a valaszt] (15:40-15:54)

A toprengest €s a hatarozatlansadgot gyakran a hat utani 006 hezitalas jelezte.
Az (5a) példaban ezt a bizonytalansagot az adatk6zldé a nem tudom elemmel
egyertelmlien ki is fejezte, majd az arculata védelme érdekében rogton
magyarazkodni kezdett.

(5a) Tm: O-zésen kiviil esetleg valami mds?
SZT3N: Haszndlat? Hdat 660 nem tudom, ezen jobban gondolkodnom kellene,
most igy hirtelen nem jut eszembe. (27:24-27:33)

Jellemzd volt, hogy nyelvi példa vagy valamilyen nyelvhasznalati szitudcio
elmesélésének a kérésekor az adatk6zl6k elmondtak, hogy talalkoztak mar a
kérdezett esettel vagy jelenséggel, de a konkrét példat vagy a helyzetet nem tudjak
visszaidézni. A fenti (5a) részletnél megfigyelhetd, hogy a terepmunkas az esetleg
diskurzusjeloldvel igyekezett tompitani a kérdést, hogy ne érezze az interjlalany
kellemetleniil magat, ha az d-zésen kiviil nem tud mas, a szegedi nyelvjarasra
jellemzd jegyet felsorolni. Szintén a beszéld bizonytalansagat mutatja az (5b)
példa hat eleme is, ahol eldbb hezitadl a besz¢éld, majd a hossza sziinet és az
yjrainditas utan végiil bevallja, hogy nem tud a feltett kérdésre valaszolni.
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(5b) (térképes feladatnal, hogy hol beszélnek a legszebben/legcsunyéabban)
SZT7N: Hat ez (..) ezt nem, nem tudom. (49:43—-49:48)

A hat-tal jelolt bizonytalansagot még mas markerek is erdsithetik. Az aldbbi
részletben a hosszabb sziinet, a visszakérdezés, a hat elnyujtott ejtése, és az elem

utan allo esetleg diskurzusjelold is mind az adatkozld bizonytalansdgarol
arulkodik.

(5¢) Tm: Van-e szerinted olyan, hogy pesti beszéd?
SZTIO0N: (..) Pesti? Hdadt esetleg a mekegés.
Tm: Aha. (33:29-33:39)

Az (5¢) példa jol illusztralja, hogy a szociolingvisztikai interjuk kérdés-valasz
moduljai is az iskolai tanorakra jellemzd IRF/IRE-szekvencidhoz (IRF/IRE =
teacher initiation ’tanari kezdeés’, student response ’tanuloi valasz’, teacher
feedback/evaluation ’tanari visszajelzés/értékelés’) hasonloan ¢éplilnek fel
(Antalné, 2006; ten Have, 2004; Walsh, 2006). Csak amig az osztalytermi
diskurzusban a tandri kezdd beszédfordulot (pl. kérdést) a tanuld altal adott
reakcid (pl. valasz) koveti, végiil pedig egy tanari visszacsatold forduld (pl.
értékelés) zarja, addig a szociolingvisztikai interjikban a terepmunkés kérdése
utan az adatkozl6 valasza kovetkezik, amire a terepmunkas visszajelzéssel reagal.
Annak ellenére, hogy a szociolingvisztikai interjukban a terepmunkéasnak nem
szabad a sajat véleményét kozvetitenie a vizsgalt jelenseégrdl, a fatikus
visszacsatolast, a nyugtazast (pl. aha, persze, iihiim, jo) azért igénylik az
adatkozlOk.

A szociolingvisztikai interjuk el6tt mar az irasbeli megkereséskor i1s az
adatkoz16k tudtara adtuk, hogy semmiféle tudast nem mér a vizsgalat, s a felvétel
megkezdése elott is biztositottuk dket az anonimitas mellett arrdl, hogy a kérdések
kapcsan nincsenek jo €s rossz valaszok, a vélekedeéseikre vagyunk kivancsiak,
mégis jellemzé volt, hogy a sajat valaszukat rogton monitoroztak is,
ujrafogalmaztak, megjegyzést fliztek hozza, magyarazkodtak, azaz egyértelmiien
a sajat arculatuk megovasara torekedtek, s igyekeztek magukat kedvezd szinben
feltlintetni. Ezt mutatja az alabbi (5d) részlet is, ahol az adatk6zlének nincsenek
biztos ismeretei arrdl, hol lehet még igazi 6-z6 beszédet talalni. A valaszat inditd
hat diskurzusjel6lon kiviil a hosszabb ¢€s rovidebb sziinetek, az esetleg, illetve a
talan elemek, valamint a nem tudom, nem tudok, ebben sem vagyok biztos
kifejezések is jelzik a besz€éld bizonytalansagat. A részletben az is nyomon
kovethetd, ahogy az adatk6zlé az indoklasokkal, kiegészitésekkel folyamatosan
probalja visszaépiteni az arculatat.
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(5d) Tm: Hogyha egy nem idevalosi ember igazi szegedi beszédet szeretne hallani,
akkor hova kiildenéd?

SZT2N: Hat (..) Vasarhely kiilteriiletére esetleg, de nem, nem tudom hova
kiildenem, mert ez is maximum ilyen sztereotipia, hogy ott még taldan talal, de (.)
ebben sem vagyok biztos, de a szegedi az, inkabb kornyékbeli, meg Makon taldan
hallottam, hogy arrafelé, tehat Szegedre mar régota nem jellemzo, mer<t>
nagyobb varos anndl, minthogy ezt igy megmaradt volna, ugyhogy taldan kisebb
varosba, de konkrétan nem tudok olyan embert, nem ismerek, akit azt mondanam,
hogy beszélgess vele, és akkor (59:16-59:59)

Elvétve azonban szandékos arculatromboléds is eléfordult az interjikban.
Ahogy a (6)-os példaban lathato, a hdt Onironiat is képes volt jelezni, ami nem
éppen arculatovo teveékenyseg.

(6) Tm: Sajat beszédedrol mi a véleményed?

SZTIN: Ha hda ha [gunyosan nevet] hdat 6 ugye mondtam, hogy Visarhelyen
dolgoztam tiz évig, és hat ott minden nap tanultam koriilbeliil egy uj szot, amit
szerintem csak Vasarhelyen mondanak ugy, sehol a vilagon. (5:44—6:00)

Az Onironiat mar a hdt elétti gunyos nevetés is eldrevetitette. Ezekkel a
jegyekkel a besz€ld a sajat arculatat készakarva rombolta ugyan egy kicsit, am
kifejezte azt is, hogy tisztdban van vele, hogy a véasarhelyi nyelvjarasra jellemzo,
masutt ismeretlen szavakat is hasznalja. A részlet ugye eleme pedig az interju
soran korabban elmondott informaciot immar nyilvanvalokeént allitotta be.

Nem csupan az 6nirodnia, hanem az ir6nia is megjelent az interjikban. A (7)-es
példdban az ironiat az adatkozld hangstlya ¢€s az 4ltala alkalmazott
diskurzusjel6lok egyértelmiien mutattdk. Am az is latszik a részletbdl, hogy a hdt-
tal keltett ironikus felhangot (hat azok még nem jartak Vasarhelyen), amit mar a
valasz els6 tagmondata eldrevetit, aztan éppen diskurzusjelolokkel, a szerintem,
szoval, én azt gondolom, persze, azér<t> elemekkel rogton igyekszik is
mérsékelni.

(7) Tm: Van-e olyan, hogy szegedi beszéd?

SZTIN: Hat 66 nagyon mondjdk a szegediek, hogy 6k mennyire 6-znek, hdt azok
még nem jartak Vasarhelyen szerintem. Szoval viszonyitas kérdése, én azt
gondolom. Persze egy-egy 0-zés azér<t> ugy elo-elofordul, de de messzirdl (..)
kiszurod, hogy ki a vasarhelyi. (30:57-31:20)

A pedagdégusok nem csupan a véleményiik gyengitésére, hanem annak
nyomatékositasara is hasznaltdk a diskurzusjeloloket. A (8) alatti példaban a
persze-vel €s a hat-ok tobbségével evidencialitast fejez ki a beszéld. Az indoklas
folytatasaban pedig beszédfordulatként, retorizal6 szerepben alkalmazza a hdt-ot
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(hat mé szoljak ra = *eszem agéban sincs raszolni’). A részletbdl az is kidertil,
hogy maga az adatk6zl6 is hasznalja olykor a nyelvjarast az iskolaban a diakok
elott.

(8) Tm: Beszélhet-e szerinted egy tanar tdajszolasban

SZT10N: Persze. Ha<t> mi van.

Tm: az oran? Mieér?

SZT10N: Nyugodtan. Hat. Hat azér<t>, mer<t> legalabb a gyerekek is latjak,
hogy milyen szines a magyar nyelv. Hat az nem baj, hogyha (07:02—07:14)

Mivel hogy velem is elofordul, hat mé szoljak ra? (09:29-09:31)

A bizonytalansag ellentétének, az evidencialitasnak tobb fajtaja is megjelent a
szegedi tanarok interjuiiban a hdt altal. Az evidencialitas egyik tipusa az volt,
amikor mindenki 4altal ismert informaciot jelzett vele az adatk6z16. Peldaul:

(9a) Tm: Van-e itt a telepiilésen valamilyen tajszolas?
SZTON: Hat ez az 0-zés, igen, igen. (14:54—14:58)

Ennél a kérdés-valasz szomszédsagi parnal az adatkézlok zome ugyanigy
valaszolt, s mindegyikiik feleletébdl ki lehetett hallani az evidenciat. A (9a) részlet
besz¢léje még a valasza végére tett kétszeres igenléssel is megerdsitette a
nyilvanvalosagot.

A hdt-tal jelolt evidencialitds masik formdja pedig az volt, amikor a
diskurzusjelolovel a beszelgetés soran korabban mar elhangzott informaciora utalt
vissza a besz¢éld. Példaul:

(9b) Tm: Elofordult-e mar, hogy megszoltak téged amiatt, hogy 6-ztél?
SZTIN: Hat a férjem! [nevetés]
Tm: [nevetes] (50:41-50:48)

Az adatk6zlé kordbban mar emlitette, hogy a férjével nem voltak egy
véleményen nyelvhasznalati kérdésekben. Ezt a kozds tudast mindkét fél
nevetéssel is nyugtazta. Ugyanez az adatk6z1d az interju elején elmondta, hogy 6
a nyelvjarasi beszédet fegyelmezési céllal is hasznalta. Késébb pedig amikor a
terepmunkas rakérdezett, hogy a tanorakon hasznalta-e a tajszolést, akkor erre a
koz0s tudasalapra a hat igen kezdettel utalt.

(9¢) Tm: Eldfordult-e, hogy hasznaltad az iskolaban a tanordkon a tdjszolast?
SZTIN: Hat igen, amikor igy le kellett oket teremteni valamiért. (8:51-9:00)
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Az arculatovas az adatkozlok javitdsi miveleteinél volt a leginkabb tetten
érhetd. A pedagogusok sokszor az elsére adott valaszukat késébb még
pontositottak, s a javitasokat diskurzusjelolok vezették be. A (10a)-ban az
adatkozld a kérdésre rogton ravagott valaszat, azt, hogy bizik benne, hogy
megmarad a régi szegedi beszéd, végiil megvaltoztatta, gy, hogy a mondanddja
modalitasa is atalakult: lehetségesbdl biztosra.

(10a) Tm: Szerinted megmarad-e ez a régi szegedi beszéd?
SZT3N: Bizom benne. Hddt [sohaj] lehet, hogy kopni fog. Biztosan, biztosan is
kopni fog. (31:40-31:55)

Ujrafogalmazas-jelolékon kiviil ismétlések és Gjrainditasok is talalhatok a
(10b)-ben. Ezek azt jelzik, hogy az adatkozl6 egyaltalan nem biztos abban, amit
mond, egyuttal a gondolkodasi folyamatanak a menetét 1s visszatiikrozik. A jo
mondjuk, nem biztos, esetleg elemek arrdl arulkodnak, hogy a besz€ld
folyamatosan korrigalja és finomitja a valaszat.

(10b) Tm: Miben térhet el, ha el ha (a pesti beszéd a szegeditdl)?

SZT8N: (..) Hat szerintem a a a jo mondjuk nem biztos, mer<t> mer<t>hogy igy
nekem mindjar<t> ami be beugrott, az mondjuk a szlenget esetleg masképp
(51:05-51:16)

A hat-ok valtozatos hasznalati kére és multifunkcionalitasa egy-egy beszéld
rovid szovegrészletén beliil is jol megfigyelhetd, ahogy azt az alabbi (11) példa is
mutatja. A részletben az arculatmunka alakulasa is tetten érheto.

(11) (arrol folyt a beszélgetés, hogy a Szegeden lakok beszéde eltér-e a kornyezd
teleptilések lakoinak beszédétdl)

SZTIN: Kisebb telepiilések veszik koriil, tehat attol is eltér valamelyest.

Tm: Aha.

SZTIN: Mmm, mmm, azt gondolom. (..) De ez megin<t>, ez megin<t>
sztereotipia, hogy mer<t> a nagyvarosi, hdt a nagyvarosba<n> is megtaldlhato
mindenféle ember!

Tm: Persze, persze, persze.

SZTIN: Hdt 6 nem nem lehet dltaldnositani.

Tm: Tudod-e, hogy kire mondjak azt, hogy gyiittmont?

SZTIN: Hat ram.

(31:49-32:15)

Az adatk6zlé el6szor megvalaszolja a kérdést, majd utana az mmm ¢és azt
gondolom elemekkel rogton tompitja a vélekedését. Utdna pedig a hat a
nagyvarosba is megtaldalhato mindenféle ember retorizald szerkezetet hasznalva
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sajat magéval polemizalva visszavonja a korabban mondottakat. A kovetkez0 hdt-
ja (hat 6 nem lehet altalanositani) mar konkluzioszoként funkcional, a részlet
utolso hat eleme pedig nyilvanvalosagot fejez ki.

7. Osszegzés és kitekintés

A tiz szegedi tanari szociolingvisztikai interji elemzése tovabbi adalékokkal
szolgalt a hat diskurzusjel6ld multifunkcionalitasdhoz. A tanarok még iskolai
kornyezetben, interjuhelyzetben is gyakran hasznaltak ezt az elemet, s kiaknaztak
a valtozatos szerepkoreit. A diskurzusjeloldok kiillonésen a nyelvhasznalatra
vonatkozo nyelvi vélekedések kornyékén jelentek meg: s a gondolkodasi
folyamatok kozvetitésén til az arculatmunkaban is aktivan részt vettek az
ujrafogalmazasok, valamint a kiilonféle besz¢€ldi attitidok kifejezései altal. A
vizsgalat illeszkedik a diskurzuselemzés és a nyelvi ideoldgiak kapcesolatat feltard
kutatasokhoz, azonban a kevés szamu adatkozlo, és ebbol adodoan a kvalitativ
eredmeények a késObbiekben még a minta bdvitését, illetve a diskurzusjeloldk és
a funkciok szamszeriisitéset kivanjak majd meg.

A kutatds a NYELVESZ interjuk korpuszat felhasznalva a diskurzusjeloléket
tekintve harom iranyban is folytathatd: egyrészt a szegedi tanari interjli
osszevethetdk a balastyai ¢s a hodmezdvasarhelyi tanarok felvételeivel. Masreszt
az arculatmunkat és a diskurzusjelolé-hasznélatot a sziildi és a nagysziiloi
interjukkal 1s 0Ossze Iehet hasonlitani. Harmadrészt pedig a funkciok
egyértelmiibbé tételéhez a diskurzusjel6ldk prozodidjanak mérhetd elemei (pl. az
id6tartam, az alapfrekvencia minimuma és maximuma) is megvizsgalhatok a
funkcidk egyértelmiibb elhatérolaséhoz. A NYELVESZ interjuk korpuszan a
tovabbiakban azonban nem csupan a diskurzusjeldloket érdemes tanulmanyozni,
hiszen az anyag igazi kincsesbanydja a nyelvi adatoknak.
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A korpuszhasznalat szerepe a nyelvi tanacsadoi munkaban

The role of corpora in language consulting

One way of managing language problems in producing and proofreading written texts is for language
users to contact language consulting institutions. Through answering questions received from members
of the public, language consulting services offer guidance to inquirers in simple language management
processes by elaborating an adjustment design (Benes et al., 2018). In this way, institutional language
consulting plays an essential role in bridging the gap between organized and straightforward language
management processes, i.e., between the micro and macro levels of management (Kimura & Fairbrother,
2020).

In developing an adjustment design, language consultants evaluate the linguistic form in question
from several points of view, providing information on its range of use, typical associated text types,
stylistic value, and prevalence. Their assessment must be sensitive to the linguistic background and,
depending on the kind of question, may also require language usage guides, dictionaries, and corpora.

Relying on Language Management Theory (Jernudd & Neustupny, 1987), the paper presents the use
of corpus data in language consulting (cf. Van de Velde & Zenner, 2010) through the work of the
Language Consulting Service (LCS) of the HUN-REN Hungarian Research Centre for Linguistics. In
the formation of language advice, it is essential to consider the linguistic background, apply a data-
driven approach, and, in some cases, provide access to linguistic data related to specific language
problems. The research is based on the LCS database of approximately 10,000 emails and examines
questions answered by language consultants informed by a corpus-based investigation (124 inquiries).

The results show that using corpus query interfaces (Sass, 2022) is well-suited for answering complex
linguistic questions and describing particular expressions. On the other hand, corpus data are rarely
needed to answer questions on orthography, which constitute the bulk of inquiries that the LCS receives.
In answering spelling questions, the primary aim is to communicate the spelling norm; thus, examining
usage is only necessary when spelling codification is absent or inconsistent. The paper presents a case
study on a specific language use issue from the database, highlighting the strategy used to develop
language advice in detail, with a particular focus on the appropriate use of corpus query interfaces.

Keywords: language consulting, corpora, corpus querying, language use problems, spelling problems

1. Bevezetés
A szovegekkel valo professzionalis foglalkozéas soran a nyelvhasznalok szadmos
Osszetettebb nyelvi problémdval szembesiilnek, amelyek megoldasaban nyelvi
tajékoztatasra van sziikségiik. A felmeriild nyelvi problémak kezelésének egyik
modja, ha a nyelvhasznalok nyelvi tanacsadassal foglalkozo intézményekhez
fordulnak.

A tanulmany a HUN-REN Nyelvtudomanyi Kutatokézpont (NYTK) nyelvi
kozonségszolgalatanak adatai alapjan arra a kérdésre keresi a valaszt, hogy
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melyek azok a nyelvi problémak, amelyek kezelésében sziikséges a nyelvészeti
szovegkeresOk, korpuszlekérdez6 eszk6zok alkalmazasa, azaz milyen problémak
esetén tdmaszkodtak korpuszadatokra a nyelvi tanacsadok a vélasz kidolgozasa
soran.

1.1. Elméleti hattér és alapfogalmak

Mivel a nyelvi tandcsadas a beszélok konkrét nyelvi problémdinak kezelésére
iranyulo tevékenység, a tanulmanyban az intézményes nyelvi tanacsadas leirasara
a nyelvmenedzselés-elméletet (Jernudd & Neustupny, 1987) alkalmazom,
melynek kulcsfogalmai a nyelvi problémak.

A dolgozatban nyelvmenedzselésnek tekintem egyrészt a nyelvi jelenségekre
valo reflektalast, masrészt az annak nyoméan megvaldsuld nyelvalakito
tevékenységeket is (Ludanyi et al., 2022: 75). A nyelvmenedzselésnek 1étezik
egyszerll ¢s szervezett formdja, az utobbit intézmeények végzik, az egyszerii
nyelvmenedzseléshez képest nagyobb hangsulyt fektetve a nyelvideologiai
reflektaltsdgra (Nekvapil, 2012). Sajatos nyelvmenedzselési folyamatnak
tekinthet6 a nyelvi kozonségszolgéalatokhoz forduld nyelvhasznalok ¢és a
tandcsadok kozti interakcid (BeneS et al., 2018), amely kapcsolatot teremt a
nyelvmenedzselés egyszerii és szervezett formai kozott (Kimura & Fairbrother,
2020).

A tanulmanyban azokat a nyelvi jelenségeket tekintem nyelvi probléménak,
amelyek a beszélobdl, a beszédpartnerbdl, de akar egy, az adott interakciot
kiviilrl szeml€l6 harmadik személybdl valamilyen reflexiot valtanak ki (Ludéanyi
et al., 2022: 76). A nyelvi probléma tagabb értelmezése azért is sziikséges, mivel
a levélirok nemcsak a problematikusnak itélt nyelvi jelenségekkel kapcsolatban
kérnek tanacsot, hanem az altaluk érdekesnek itélt nyelvi forméakrol, helyzetekrdl
kérnek tajékoztatast.

A dolgozatban Lanstyak (2014: 327-328, 2018: 31) munkai alapjan
elkiilonitem egymastol a konkreét €lethelyzetekben jelentkezd, helyhez és idohoz,
konkrét emberekhez kithetd eseti problémakat (,,problémapéldanyokat”), illetve
az eseti problémak altalanositdsaval 1étrejové elvont kategoriat, a
tipusproblémakat (metaproblémaékat). Noha a probléma sz6 igei kollokacioi koziil
a Mazsola (Sass, 2009) adatai alapjan a megold a leggyakoribb, Lanstyak (2018:
159-202) alapjan a megoldast csak a problémakezelési modok egyik valfajanak
tekintem, igy a tovabbiakban tehat kovetkezetesen ,,a nyelvi problémak kezelése”
terminust alkalmazom.

1.2. Segédeszkozok a nyelvi tanacsadasban

Edry (2007) tanulméanyaban részletes attekintést nyujt azokrol a szakmunkakrol,
amelyek vagy a nyelvhasznald kozvetlen felhasznélasara késziiltek, vagy a nyelvi
tanacsadd szolgalatok munkatdrsai alkalmazzdk munkdjuk soran. Az NYTK
kozonségszolgalati konyvtaranak nyomtatott segédeszkdzei mindenekeldtt az
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alapvetd helyesirasi szakmunkdk, az értelmezd ¢és egyéb szotarak, leird
nyelvtanok és a nyelvhasznalati kézikonyvek.

A kérdések megvalaszoldsahoz sok esetben valos nyelvi adatokra van sziikség.
Ezek forrasa egyrészt lehet a Google (ennek hatranyair6l 1. Sass, 2016: 798—799)
vagy az Arcanum.hu (W1) adatbazisa, masrészt a nyelvészeti szovegkeresok,
korpuszok. A dolgozatban a korpusz fogalman az olyan, valamilyen szempont
szerint kivalogatott, ténylegesen eléforduld irott vagy lejegyzett beszélt nyelvi
adatok gylijteményét értem, amelyek tartalmazzak a szovegek bibliografiai
adatait, tovabba  valamilyen annotdcioval rendelkeznek  (MNSz.2).
A korpuszadatok egyrészt kozvetlen automatikus szovegfeldolgozassal, masrészt
enn¢l felhasznalobaratabb modon, korpuszlekérdezd eszkozok segitségével
nyerhetok ki (Sass, 2022). Az utdbbiak olyan feliiletek, melyek segitségével
nagymeéretli szoveggylijtemeényekben adott tulajdonsagu szavak, szokapcsolatok
keresésére van lehetdség. A keresési feltételek kiillonféle nyelvészeti szempontok
alapjan allithatok be (Sass, 2016). A korpuszlekérdezd eszk6zok hasznalata igy
nemcsak a nyelvtudomanyi kutatdsokban meghatarozé szerepii, hanem az olyan,
tudomanyosan megalapozott gyakorlati munkakban is, mint a nyelvi tandcsadas
(Van de Velde & Zenner, 2010).

1.3. Hipotézisek

A tanulmany az NYTK kozonségszolgalati munkatarsainak nézdpontjabol,
onreflektiv mddon vizsgélja azt a kérdést, hogy az elmult tiz évben milyen
esetekben fordultak a munkatarsak korpuszadatokhoz a  kérdés
megvalaszolasakor. A kutatast az motivalta, hogy az eddigi korpuszhasznalati
szokasok feltérképezése segiti és reflektalttd teszi a nyelvi tandcsadas folyamatat.
A kutatasi kérdés megvalaszolasdhoz az aldbbi két hipotézist allitottam fel.

(H1) Az NYTK nyelvi kozonségszolgalatinak munkatarsai a nyelvhasznalati
kérdések megvalaszoldsakor gyakrabban tdmaszkodnak ténylegesen eléfordulo
nyelvi adatokra, mint a helyesirassal kapcsolatos kérdéseknél.

(H2) A helyesirasi kérdések megvalaszoldsakor a tanacsaddk egyrészt az
ellentmondasos esetekben, masrészt pedig a helyesirasi kodifikacid hianya esetén
vizsgaljak az irasgyakorlatot korpuszadatok segitségével.

2. Az elemzés anyaga és modszere

Az NYTK-ban az intézmény jogelddjének, az MTA Nyelvtudomanyi Intézetének
megalapitasa 6ta miikodik nyelvi kozonségszolgalat. A tanulményban bemutatott
elemzés anyagat a kozonségszolgéalathoz e-mailben érkezett nyelvhasznaloi
kérdések és a rajuk adott valaszok képezik. A jelenleg tobb mint 10000 e-mailbdl
allo nyelvi anyagbol anonimizalt adatbéazis épiil, amely 2011 szeptembere Ota
érkezett e-maileket tartalmaz (Domonkosi & Ludanyi, 2023a: 24-25).
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Az e-mailek elsddleges, a nyelvi probléma tipusat koriilhatarolé annotélédsa mar
a levél beérkezésekor, legkésobb annak megvalaszoldsakor megtorténik egy
strukturalt, dinamikus cimkerendszer segitségével. Az elsddleges kodok a teljes
levélvaltasra (threadre) keriilnek ré, funkciojuk a nyelvi probléma tipusanak
alapvetd koriilhatarolasa, a kérdéses helyesirasi vagy nyelvi jelenség azonositasa.
Az e-mailek annotalasa részben manualisan, részben automatikusan torténik. Az
automatikus annotalas a levelezdrendszer szlir6feltételei segitségével allithatd be,
igy ha az adott levél megfelel a szliréfeltételnek (pl. tartalmaz bizonyos
kulcsszavakat), automatikusan rakeriil a vonatkoz6 cimke. A cimkehierarchia
legtetején a két f6 problématipus, a helyesirassal €s az egyéb, nem helyesirassal
kapcsolatos kérdések cimkéje helyezkedik el. A kozonségszolgalati kérdesek
80-90%-a a magyar helyesirds szabdalyaival kapcsolatos (Ludanyi et al., 2022).
A kérdések fennmaradd 10-20%-a egyarant tartalmaz nyelvhasznalati tanacsot
kérd e-maileket, valamint nem nyelvi problémak megoldasara irdnyuld, hanem
nyelvi tdjekoztatast kérd megkereséseket is (pl. az egyes szavak jelentése, eredete,
elso eléfordulasuk).

A nyelvi probléma tipusat koriilhatarold elsddleges annotilas mellett az
e-mailek utolagos feldolgozdsa soran tovabbi, a probléma tipusatdl fiiggd
annotaldsi modok kialakitdsan dolgozunk (Domonkosi & Ludanyi, 2023b). Ezek
a kodok egyrészt vonatkozhatnak az e-mailek egyes, kisebb tartalmi egységeire is
(pl. a probléma észlelési koriilményeire), masrészt arra, hogy a levélben konkrét
tanacskérés, javaslat jelenik-e meg (vO. Jakab, 2023). Az e-maileket abbdl a
szempontbdl is annotaljuk, hogy megvalaszolasukhoz a tanacsad6 tdmaszkodott-e
korpuszadatokra.

Az elemzéshez az alkalmazott kodrendszer segitségével azokat az e-maileket
valogattam ki, amelyeken elézetesen a ,,korpuszhasznalat/MNSz.”, valamint a
,,korpuszhasznalat/MTSz.” annotaci6 szerepelt. A cimkék a valaszadas soran
leggyakrabban hasznalt két korpuszra, az NYTK munkatarsai altal fejlesztett
Magyar nemzeti szovegtar 2. verzidjara (MNSz.%, Oravecz et al., 2014) és a
Magyar ftorténeti szovegtdrra (MTSz., Sass, 2017) utalnak.! A levelek
korpuszhasznalat szerinti annotaldsa nagyrészt automatikusan torténik: minden
olyan valaszlevélben, amelyben a kozonségszolgdlati munkatars reflektaltan
hivatkozik a korpuszhasznalatra, automatikusan rakertil a
,korpuszhasznalat/MNSz.” vagy ,,korpuszhasznalat/MTSz.” kod. Amennyiben a
tandcsado kifejtetleniil, reflektalatlanul tdmaszkodik korpuszadatokra (ez
altalaban nem jellemz0), abban az esetben a korpuszhasznalatra utalé cimkével
utolag, a valasz elkiildésével parhuzamosan, manualisan jeloli meg a levelezést.

A két korpuszlekérdezd rendszer hasznalati gyakorisagat jol mutatjak az
elemzéshez kivalogatott levelek ardnyai: a teljes, tobb mint 10000 e-mailt

! A korpuszok nevének irasmodja ingadozast mutat, sokszor még az azonos intézmény altal fejlesztett adatbazisok
irasmodja sem egységes: a korpuszok keresofelilletén Magyar Nemzeti Szovegtar, illetve Magyar torténeti
szovegtar irasmoddal szerepelnek. A tanulmanyban egységesen az egyedicim-szeri Magyar nemzeti szovegtar,
Magyar torténeti szovegtar irasmodot alkalmazom (Ludanyi, 2019).
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tartalmazo anyagbol 0sszesen 118 levél megvalaszolasa soran tamaszkodtak a
munkatarsak a magyar nyelv reprezentativ korpuszara, az MNSz.’-re, és
nagysagrendekkel ritkdbban, csupan 13 esetben az MTSz.-re. Hét esetben a
tandcsado — a tobb korpusz egyidejli hasznalatdnak alapelvét (Sass, 2022: 606—
608) érvényesitve — mindkét korpuszt segitségiil hivta.

A korpuszlekérdezd eszkdzok hasznalatanak gyakorlataban ndvekvo tendencia
figyelhetd meg. Mig a 2010-es évek elso felében a korpuszhasznalat ritkdn fordult
eld, addig 2015-t6l kezdve fokozatosan gyakoribba valt, ahogy az 1. &bra is
mutatja. (A kutatdsi anyag utols6 levele 2023. majusi, ez indokolja a 2023-as év
kevés adatat.)

1. abra. A korpuszadatokra tamaszkodoé nyelvi tanacsadoi valaszok megoszlasa évenkénti bontasban
(2011. november — 2023. méjus)

N=124
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Korpuszhasznalat (darabszam)

0
2011 2012 2013 2014 2015 2016 2017 2018 2019 2020 2021 2022 2023

Evszam

Az elbzetes szlréssel kapott, 0sszesen 124 kérdés-valasz parbol allitottam
Ossze az elemzés anyagat, amelyet tovabbi szempontok alapjan annotaltam.
A levelezéseket a kérdezd személyes adatait eltavolitva Excel-tdblazatba
rendeztem, minden egyes levelezést egyedi azonositoval ellatva. Az igy
Osszeallitott vizsgalati korpusz tartalmazza a kérdés beérkezésének datumat, a
nyelvi probléma tomor leirasat (pl. ékei ~ ékjei), a valaszadd munkatars
monogramjat, a kérdés €és a valasz teljes szovegét, a felhasznalt korpuszt és az
esetleges megjegyzéseket. A tablazat tartalmaz tovabba egy ,,Helyesiras / Nem
helyesirds” nevill attributumot is, amely a ,,Helyesiras” és a ,,Nem helyesiras”
értékek kozil csak az egyik értéket veheti fel. Az elhatarolas néhany esetben
nehézséget okozott, mivel a nyelvi probléma mindkét tipusba besorolhaté volt.
Tipikusan ilyen atmeneti kategdridjuak azok az esetek, amikor a nyelvi problémat
az okozta, hogy a Helyesiras.mta.hu portal (Varadi et al., 2014) Helyes-e igy?
eszkoze ismeretlennek itélte a kérdezd altal megadott, tipikusan ritka, kisebb
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csoport altal hasznalt szoalakot, elbizonytalanitva ezzel a felhasznalot akar
maganak a szonak a létezésében is. Ilyen hataresetre példa, amikor a levéliro a
(feltehetdleg kisebb gyakorlatk6zosség altal hasznalt) mdlhdzat *tizoltd jarmire
felrakott felszerelés’ szdval kapcsolatban kereste meg a kdzonségszolgalatot,
jelezve, hogy a Helyes-e igy? eszkdz ismeretlennek mindsitette a szot (#mnsz83).?
Mivel azonban a levélbdl nem deriilt ki a felhasznéald valddi célja (hogy ti. a
malhdzat szénak az akadémiai helyesirasi normat kovetd irdasmddjara kivancsi,
vagy arra, hogy létezik-e ilyen sz0), a nyelvi adat ,,Helyesirds / Nem helyesiras”
szerinti kategorizacidja nehézségekbe litkozott. Feltételezve, hogy inkabb az
utobbira gondolhatott a levéliro, az ilyen eseteket a ,,Nem helyesirds” tipusba
soroltam be.

Az egyes konkrét nyelvi problémakat elozetesen attekintve elvégeztem az eseti
problémak altalanositasat, 1étrehozva a fObb tipusproblémak (metaproblemak)
kategoriait. Ha legalabb két hasonld eseti probléma el6fordult, azokat egy tipusba
soroltam be. Példaul amikor a nyelvi probléméat a mokaszin fénév tobbes szama
(#mnsz60) ¢€s a nokedli tonév -val/-vel ragos alakja megalkotasanak (#mnsz80)
nehézsége okozta, a problémat altalanositva kiilon koddal jeloltem a vegyes
hangrend, el6l képzett, nem ajakkerekitéses magénhangzora (e, é, i, i) végz6do
fonevek toldalékoldsi nehézségeit mint tipusproblémak kozott. Az eseti
problémak sokfélesége miatt — kiilondsen a ,,Nem helyesirds” kategéridban —
sziikséges volt egy ,,Egyéb” tipust is 1étrehozni azokra az esetekre, ahol az eseti
problémadk tipusproblémava valo 6sszevondsa nem volt elvégezhetd.

3. Az elemzés eredményei
Az 1. tablazat a kapott eredmények 0sszesitett megoszlasat mutatja be.

1. tablazat. A korpuszadatokra tamaszkodo nyelvi tanacsaddi valaszok megoszlasa

o Nem
Helyesirasi ;g -
14 helyesirasi Osszesen
kérdés y
kérdés
MNSz.? (beleértve a mas
korpuszokkal torténd 26 92 118
egyiittes hasznalatot)
Csak MTSz. 2 3 5
MTSz. és Tmk. 0 1 1
Osszesen 28 96 124
. ~8000 ~2000 ~10000
’ ~0,35% 4,8% ~12%

2 A zéardjeles, kettéskereszttel kezd6d6 karaktersorozat a nyelvi probléma egyedi azonositojat jelenti.
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3.1. A Magyar nemzeti szovegtdr hasznalata

A magyar nyelv reprezentativ korpusza, a Magyar nemzeti szévegtar a
leggyakrabban hasznalt korpusz a kdzonségszolgalat munkajaban. Az MNSz.?
adatain alapuld 118 valaszlevélbdl a tanacsadok 26 esetben (22%) helyesirassal
kapcsolatos probléma kezelésében tamaszkodtak korpuszadatokra, mig 92
alkalommal (78%) nem helyesirasi (tipikusan nyelvhasznalati) kérdésben hivtak
segitségiil a korpuszlekérdezd eszkozt. A helyesirdsi €s nem helyesirdsi kérdések
megoszlasat mutatja a 2. abra.

2. abra. Az MNSz.? adataira timaszkodé nyelvi tandcsadéi valaszok megoszlasa: helyesirdssal
kapcsolatos és nem helyesirassal kapcsolatos kérdések

N=118

Helyesiras
22%

Nem helyesiras
78%

Az egyes konkrét eseti problémak altalanositasakent létrejott tipusproblémak
megoszlasat a 3. és a 4. abra illusztrdlja. A 3. dbran a nyelvhasznalati
tipusproblémak szamadatai lathatok.
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3. abra. A nyelvhasznalattal kapcsolatos, az MNSz.? adatai alapjan megvalaszolt tipusproblémak
megoszlasa. Az Egyéb kategéridban kizardlag egyszer eléforduld (egyedi) problémak szerepelnek

Nyelvhasznalati problémak (N = 92)

(9%}
=
(e}

Darabszam
—_ ™)
(@) ()

Tipusproblémak

o

= Egyéb Alakvaltozatok Tovaltozatok
Sz6 hasznalati kore ~ ® Birtokos m [ étezik-e?
| Sz0 jelentése B Bel/kiilviszonyrag B [kes ragozas

m Mellé¢knévfokozas B Toldalék eléhangzdja B Helyes-e igy nem ism.

Szofaj Vegyes hangr.

A nyelvi variativitas az dsszes nyelvi szinten megjelenik, azaz elkiilonithetiink
fonéma-, morféma-, lexéma-, szintaktikai és szovegvaridnsokat is (Lérincz, 2011:
353). Az elemzés adatai azt mutatjak, hogy a kézonségszolgéalat munkatérsai a
nyelvhaszndlati problémék koziil legtobbszor lexémavariansokkal kapcsolatos
kérdések megvalaszolasdban tdmaszkodnak korpuszadatokra (11 kérdés). Az
annotalds soran Ldrincz (2007: 100-101) alapjan lexémaszintli varidnsoknak,
alakvaltozatoknak egy adott sz6 paradigméjan beliil eléforduld, nagymértékii
alaki azonossagot ¢és kismértekll alaki eltérést mutatd, denotativ jelentéseikben
megegyezO variansokat tekintettem, amelyek jelentésbeli eltérései csak az egyes
valtozatok pragmatikai jelentéseiben megengedettek. Ilyen alakvaltozatok
példaul az irattarazas ~ irattarozas (#mnsz12), feliilvizsgadlat ~ foliilvizsgdlat
(#mnsz15).

A variativitds a morfémak szintjén i1s megjelenik. Tipusproblémanak
tekinthetok a tdévaltozatokkal kapcsolatos kérdések: olajos magok ~ magvak
(#mnsz23) (10 kérdés), a toldalékmorfémak szintjén pedig kiilondsen a fonevek
birtokos személyjeles vagy birtoktobbesitd jeles alakjainak megalkotasaval
kapcsolatban meriilnek fel nehézségek (8 levél): hotele ~ hotelje (#mnsz116).
A morfémaszintli variativitds tovabbi, ritkdbb, de folyamatosan jelen 1évo
tipusproblémai: az ikes igeragozas kérdései (nem kések el ~ nem késem el,
#mnsz97), a bel- és kiilviszonyragok hasznalata, kiilonosen a telepiilésnevek
eseten (Balmazujvarosban ~ Balmazujvaroson, #mnsz29), valamint az
el6hangzos ¢és eldhangzo nélkiili toldalekok valtakozasa (orrszarvik ~
orrszarvuak, #mnsz106).

A fonémaszintli variativitas a leggyakrabban azokban az esetekben okoz nyelvi
problémat, amikor a vegyes hangrendli, eldl képzett, nem ajakkerekitéses
maganhangzora (e, é, i, 1) végz0do fonevekhez kell toldalékot kapcsolni. Ezek a
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maganhangzok ugyanis bizonyos esetekben a harmodnia szempontjabél nem
eliils6ként, hanem semlegesen, attetszéen viselkednek, ilyenkor a toldalékolasban
ingadozas mutatkozik (Marko, 2017: 105-106, részletesen 1. Forro, 2013):
nokedlival ~ nokedlivel (#mnsz80).

A nyelvhasznalatra vonatkozd, az MNSz.? adatai alapjan megvalaszolt
tipusproblémak masik része nem a nyelvi variativitassal kapcsolatos. Ezek koziil
az egyik leggyakoribb problématipus az, amikor egyes lexémak (ritkan frazémak)
hasznalati korérdl (9 levél), jelentésérdl (7 levél), 1étezésérdl (8 leveél) kérnek
tajékoztatast a kérdezOk. Egy rovarirtassal foglalkozé cég munkatarsa azt szerette
volna tudni, hogy a gyakorlati szakmai nyelvhasznélatukban elterjedt biidosbogar
kifejezés hasznalhato-e az tigyfelekkel valo kommunikacioban i1s az azsiai
marvanyos poloska megnevezésére (#mnsz99, sz6 hasznalati kore mint
tipusprobléma). Egy levélird abban kérte a kdzonségszolgalat segitségét, hogy
lehet-e egy 1édus siitemeény jelzdje a szaffos — tekintve, hogy a szaft tipikusan
‘zsiros, fliszeres husle’ jelentésben szokdsos inkabb a nyelvhasznalatban
(#mnsz113, sz6 jelentése mint tipusprobléma). A ,létezik-e ez a sz0” tipusu
kérdések megvalaszolasa soran is gyakran timaszkodnak a tanacsadok az MNSz.?
adataira. Ebben a kategdridban egyrészt tipikusan ritka és/vagy 0jszeri, kisebb
gyakorlatk6zosségek altal hasznalt szavak 1étezésével kapcsolatban érdeklédnek
a levélirdk (blor *fénykép egy részének elhomalyositasa’, #mnsz87), masrészt a
helyesiras-ellendrzd eszkozok altal aldhuzott, ismeretlennek mindsitett szavak
1étezésére kérdeznek ra (unkonvencionalis, #mnsz47).

Ugyancsak morfémaszintii, de nem a variativitassal kapcsolatos tipusprobléma
a melléknevek fokozhatosaga (3 level), erre példa az alapveto felséfokara
vonatkozd kérdés (#mnsz66). Ritka tipusprobléma az, amikor egyes lexémak
szofajaval kapcsolatban kérnek t4jekoztatast a levélirok (pl. egy édesanya a 3.
osztalyos gyermeke nyelvtanfeladata kapcsan erdeklddott a halado szofajardl,
#mnsz63).

A nem altalanosithato, eseti problémak keriiltek az Osszevont ,Egyéb”
kategoriaba, ezek a problémdk nagy valtozatossidgot mutatnak: mikorra
adatolhato a zoldbaro fonév elsé eléfordulasa (#mnszl); mit jelent a fiaiciért
szoalak (#mnsz40), miért van tobbes szdmban a mii fénév az Arany Janos dsszes
miivei szerkezetben (#mnsz62) stb.

A kozonségszolgalat munkatarsai a nyelvhasznélati probléméak mellett
ritkabban helyesirdsi kérdések megvalaszoldsa sordn is segitségiil hivjdk az
MNSz.? adatait. A 4. dbra a helyesirassal kapcsolatos tipusproblémak megoszlasat
mutatja be.
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4. abra. A helyesirassal kapcsolatos, az MNSz.? adatai alapjan megvalaszolt tipusproblémak
megoszlasa

Helyesirasi problémak (N = 26)
14
12

10

Darabszam
EEN @)} [el)

[\

Tipusproblémak

B [degen sz6 helyesirasa  ® Kiiloniras-egybeiras Egyéb

A nyelvhasznalati probléméakhoz képest a helyesirasi tipusproblémak nem
mutatnak nagy valtozatossagot. A két {6 tipusprobléma, melynek kezelése soran
anyelvi tanacsadok korpuszadatokra tdmaszkodnak: az idegen szavak helyesirasa
(13 levél) és a kiiloniras-egybeiras tertilete (11 levél).

Az tjonnan atvett kolcsonszok helyesirasa tipikusan olyan helyesirasi
probléma, amelynél elengedhetetlennek tiinik az iradsgyakorlat feltérképezése.
A problémat minden esetben a forrasnyelvet kovetd idegenes ¢és a kiejtést kdvetod
magyaros irasmod kozti valasztas okozza. A magyar helyesirasi szabalyok
szerinti a kolcsonszok irasmodja haromféle lehet: 1) az atado nyelv irasmod;jat
kovetd irasmod (pl. déja vu, flow), 2) a magyar kiejtést kovetd (pl. randevi
[< rendez-vous]), 3) vagylagos irasmod, szotarozott helyesirdsi alakvaltozatok
(chat ~ cset). A helyesirasi szotdrakban mindharom tipusra akadnak példék. Ha
azonban az Gijonnan kdlcsonzott neologizmusok még nem rendelkeznek kodifikalt
irasmdddal, nehézséget okoz annak eldontése, mikor iranddk idegenesen,
magyarosan, illetve vagylagosan. Az elemzett anyagban szamos ilyen kérdéses
esetre akad példa: avatar ~ avatar (#mnsz28), gamer ~ gémer ’szamitogépes
jatékot a hobbiszintlinél komolyabban 1z6 személy’ (#mnsz45).

A kiilonirds-egybeiras a magyar helyesiras egyik legproblematikusabb tertilete,
ezt a tényt a kozonségszolgalathoz érkezd nagyszamu erre vonatkozo kérdés is
bizonyitja. A kiilonirassal-egybeirassal kapcsolatos kérdések egy részében a
tanacsadok korpuszadatokra is timaszkodnak. Ilyen pl. a testreszab ~ testre szab
irasmodja ’a felhasznal6 igényeihez igazit’ jelentésben (#mnsz92).
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3.2. A Magyar torténeti szovegtdar hasznalata

Az 1772-2010 kozotti szovegeket tartalmazdo MTSz. adataira 1ényegesen
ritkdbban tdmaszkodnak a kozonségszolgalat munkatarsai a valasz kidolgozasa
soran. Az ebbe a csoportba tartozd 13 levél kozil az MTSz.-t hét esetben az
MNSz.2 mellett, kiegészitésként hasznaltak a nyelvi tanacsadok, egy alkalommal
pedig az MTSz. mellett a Tmk. adataira is timaszkodtak. Az elemzett anyagban
Ot olyan nyelvi probléma talalhat6, amelyek kezelésében a tanacsadok csak az
MTSz.-bol gylijtott adatokat hasznaltak fel. Ezekben az esetekben egyedi, konkrét
problémakrol van sz6, amelyek nem vonhaték Ossze tipusproblémakka.
A helyesirasi és nem helyesirasi kérdések ardnyat tekintve azt mondhatjuk, hogy
az MTSz.-t — a mas korpuszok melletti kiegészitd hasznalatot is beleszamolva —
11 esetben nem helyesirasi, 2 esetben pedig helyesirasi kérdésben vettek igénybe
a nyelvi kozonségszolgalat munkatarsai.

4. Esettanulmany: a tervez ige segédigés szerkezetben

Egy pedagdgus abban kérte a nyelvi kozonségszolgalat vélemeényét, javitsa-e volt
tanitvanyanak nyelvhasznalatat, aki — miutan meghivta egy rendezvényre egykori
tanarat — a kovetkezOképpen érdeklodott: [Keresztnév] bdcsi el tervez jonni?

A kérdezd leveleben magyartalannak mindsitette a tervez ige segedigei
hasznalatat, ugyanakkor reflektalt arra is, hogy didkjanak ez a fajta grammatikai
szerkezet valdsziniileg ugyanolyan természetes, mint a jovO idejii igealak
hasznalata: el fogok menni.

A tanécsadoil valaszban megerdsitettiik, hogy az el tervez menni szerkezet
valoban hasonlit a fog szoalakteremtd segédigével, analitikusan kifejezett jovo
1dejli igealakhoz. A tandcsadoi stratégia elsd 1épéseként a leird nyelvtanokat
tekintettiik at. A Magyar grammatika (Lengyel, 2000: 258) ehhez hasonlo
aspektualis, modalis és pragmatikai jelentesli szoalakteremtd segédigeknek tekinti
a fonévi igenévi alakokkal megjelend szokott, tetszik és talal igéket. A tervez ige
is hangsulytalanul koveti a fonévi igenevet semleges pozitiv kijelentd mondatban
(én el tervezek menni), tovabba funkcigja a realitastdl valo eltavolitas jelzése
(Imrényi, 2017: 707), vagyis az, hogy a besz¢ld a jovOben elvégzendd cselekvést
szeretné ugyan elvégezni, de nem igéri biztosra, ezért az el tervez menni
egyértelmiien segédigés szerkezetként azonosithato.

A tanicsadoi stratégia masodik 1épése az el tervez menni szerkezethez hasonlo
korpuszadatok keresése: olyan valds nyelvi adatokra van sziikség, ahol a fervez
egy 1gekotds igébe ¢ékelddik be. Ahhoz, hogy megfeleld talalatokat kapjunk,
els6ként meg kell hatdrozni a vizsgélni kivant nyelvi jelenség legsajatosabb
felszini elemét (Sass, 2022: 603), ez jelen esetben maga a tervez ige. Az
MNSz.2-ben egy haromlépéses keresést végezve jutottunk el a kivant nyelvi
adatokig. A tervez igére szotOkeént rakeresve, a kapott konkordanciat szliréssel ket
Iépesben lesziikitve nyertiik ki a megfeleld talalatokat (Sass, 2022: 609-610).
A tervez szotOre kapott taldlatokat el@szor ugy szlrtiik meg, hogy a keresési
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ablakot —1, —I-re allitva, a ,,Részletes keresés” funkciot hasznalva a szodfajt
igekotdre allitottuk. Azaz egy olyan lekérdezést fogalmaztunk meg, hogy a talalati
szotol (tervez és ragozott alakjai) balra, pontosan egyszonyi tavolsagra igekotd
szerepeljen. A masodik sziirésnél a keresési ablakot 1,1-re, a szofajt fonévi
igenévre beallitva megfogalmaztuk azt a keresési feltételt, hogy a talalati sz6tol
jobbra, pontosan egyszonyi tavolsagra fonévi igenév szerepeljen.

Annak a hipotézisnek a bizonyitasara, miszerint 0j keletli nyelvi jelenségrdl van
sz0, a korabbi szovegeket tartalmaz6é MTSz.-ben is keresést végeztiink. Az MTSz.
az MNSz.%-vel ellentétben morfologiai (és mas szempontbol) elemzetlen korpusz,
azaz a szOveganyagra egyszerlien szoOalakok sorozataként tekinthetiink, igy a
relevans nyelvi adatokat 1s mas modon kell kinyerni (Sass, 2017). A nyelvi adatok
gyljtéséhez Osszetettebb keresokifejezés megfogalmazasara volt sziikség,
regularis kifejezésekkel (Kocsis, 2022: 45-51), az arra ¢piild Corpus Query
Language (CQL) formalis lekérdezOnyelven. Elso Iépéseként itt is a tervez igére
kerestiink ra, de a morfologiai annotaci6 hidnya miatt a ragozott alakok
kinyeréséhez "tervez.*" formaban adtuk meg azt. Ezt kdvetden a keresési
ablakot —1, —1-re szlikitve beallitottuk, hogy a talalati szo6tdl balra, egyszonyi
tavolsdgban a leggyakoribb 1gekotok alljanak:
"(el|lki|bel|fel|le|at|meqg)". Az igy kapott 6t taldlaton 0jabb szlirést
végezve megadtuk, hogy a taldlati szotdl jobbra, egyszonyi tdvolsagban fonévi
igenév szerepeljen, melynek legfobb ismertetdjele a -ni végzddés: " .*ni™.
Mivel a keresés erre mar nem adott taladlatot, vagyis az 1772-2010 kozti
szovegekben nem talalhaté meg a fervez ige segédigés szerkezetben, valoban Uy
keletli nyelvi jelenségrol lehet sz6.

A tanicsadasi stratégia kovetkezd 1épéseként az MNSz.2-bdl kinyert
korpuszadatokbol levontuk a kovetkeztetéseket. A keresést tovabb finomitva, a
téves taldlatokat manualisan kiszlirve, alkorpuszok szerinti kereséssel
megallapitottuk, hogy a frervez segédigei hasznalata a sajtonyelvben a
leggyakoribb (43-bol 23 talalat), kisebb nagysdgrendben jelen van a tudomanyos
nyelvhasznalatban (6 talalat) és a kozosségi oldalak személyes kozléseiben is (5
talalat), a tobbi stilusrétegben alig vagy egyaltalan nem fordul eld.

N¢hany adatolt példa a szovegtarbol:

(1) Szintén el tervezik adni a [...] Hajogyari Sziget Kft. 43 szdzalékos allami
lizletrészét (sajtonyelvi)

(2) Az osztrak uralom alatt [ ...] a kiralysirokat at tervezték szallitani a krakkoi
Szent Péter és Pal templomba (tudoményos)

(3)Le tervezem venni a kari boritd miianyagat (személyes-kozosségi)

Osszességében tehat a korpuszadatokbol az a kovetkeztetés vonhatd le, hogy a
kozonségszolgalathoz forduld pedagogus jol érzékelte: a tervez segédigei

hasznélata nem része a valasztékosabb nyelvhasznalatnak, mivel gyakrabban
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jelenik meg lazabb stilust sajtonyelvi megnyilatkozasokban. Ugyanakkor mivel
a tudomanyos stilusuthoz kozel allo szovegekben (Wikipédia-szdcikkekben) is
eléfordul, elképzelhetd, hogy formalisabb szdévegtipusokban is egyre
megszokottabb lesz a hasznélata.

5. Kovetkeztetések
Az eredmények alapjan mindkét hipotézist sikeriilt igazolni.

(HI) Az NYTK kozonségszolgalati  levelezését  szisztematikusan
végigelemezve megallapithatd, hogy a korpuszokban vald keresés tipikusan a
nyelvhaszndlattal kapcsolatos kérdések valaszadasi stratégidjanak a része. Az
egyébként nagy szdmban érkezd helyesirasi kérdések megvalaszolasaban kevésbé
jellemz6 a korpuszlekérdezd eszk6zok haszndlata. Ennek oka, hogy a helyesirasi
¢s a nyelvhasznalati problémdak kezelésének célja kiilonbozik egymastol.
A helyesirasi problémak esetén a kérdezok szandéka az akadémiai helyesirasi
normahoz val6d igazodas, a tanacsadok is a normat kozvetitik, igy a Iétezd
irasgyakorlat korpuszalapli vizsgalataira nincs sziikség. Bar a kérdezOk
nyelvszeml¢letében erdteljesen ¢€rvényesill a nyelvhasznalati problémak
,helyes-helytelen” mindsitése, a tanacsadok célja az ilyen jellegli keérdések
megvalaszolasakor tilmutat a normakozvetitésen. Azokban az esetekben, amikor
a nyelvhasznalati kérdés feltevéje egy nyelvi forma altalanos érvényl
helyességérol érdeklddik, a valasz minden esetben reflektdl arra, hogy a
helyesség-helytelenség  kérdésénél  Osszetettebb  helyzetrdl van  sz0.
A nyelvhasznalati kérdések esetén a tanacsadok célja a kérdéses nyelvi jelenség
hasznalati értékének adatalapu, kutatdsokra, korpuszokra €épité bemutatasa. Az
ilyen kérdések megvalaszoldsa a kapcsolddd nyelvi adatokra épitve, azokat
lathatova téve torténik, figyelembe véve a regiszter- €s kontextusfiiggd
valtozatossagot ¢€s a beszélok nézdpontjat, reflektdlva a nyelvi tanacs
kidolgozéasaban €rvényesitett ideologiakra (Domonkosi & Ludéanyi, 2023a). Az a
tény azonban, hogy a kozonségszolgalati adatbazis Osszes nyelvhasznalati
kérdeésébdl (~2000 levél) csak 124 esetben tortént korpuszhasznalat, azt mutatja,
hogy a nyelvhasznalati problémak kezelésében sem latszik feltétleniil
sziikségesnek a korpuszadatokra vald tdmaszkodas. Léteznek ugyanis olyan
nyelvhaszndlati kérdések, amelyek megvalaszoldsdhoz elegendének bizonyulnak
a szotari adatok, mindsitések, a leird nyelvtanok €s a nyelvhasznalati kézikonyvek
vonatkoz6 fejezetei és/vagy a kutatdsi eredmények. A nyelvi udvariassagra
vonatkozé kérdések megvalaszolasakor példaul a korpuszhasznalat nem képezi a
tandcsadoi stratégia részet (Domonkosi & Ludanyi, 2023b).

Az elemzés eredményei arra is rdmutattak, hogy azok a nyelvhasznélati
problémak, amelyek kezeléséhez a  kozonségszolgalat munkatérsai
korpuszkeresést végeztek, két csoportba sorolhatok. A kérdések egyik része a
nyelvi variativitassal kapcsolatos, mig masik résziik egyes lexémak, frazémak
hasznalati értékére, jelentésére, létezésére vonatkozik.
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(H2) Az eredmények azt mutatjdk, hogy a helyesirdsi problémak kezelési
vagy szabdlyozatlan helyesirasi kérdésrdl van sz6. Korpuszhasznalatra egyrészt
azoknak az eseteknek egy részében volt sziikség, amikor a helyesirasi problémat
a kodifikacio és a kialakult irasgyakorlat kozotti ellentmondas okozta. Ezek a
problémak a kiilonirds-egybeiras teriiletén jelentkeztek: a kodifikalt helyesirasi
norma a kiilonirds volt, a szaknyelvi gyakorlatban azonban az egybeirds volt a
jellemzd (testre szab ~ testreszab, nagy mintds ~ nagymintds, jo gyakorlat ~
jogyakorlat). Mésrészt az elemzett adatok alapjan a korpuszhasznalat a helyesirasi
kodifikaci6 hidnya esetén is része a tanacsadasi stratégidnak. Kiilondsen az
ujszerli  kolcsonszok helyesirasdhoz  kapcsolddod  keérdéseknel tipikus az
irasgyakorlat felterképezése korpuszadatok segitségével. Ennek az az oka, hogy a
szotari kodifikacioval nem rendelkezd idegen atvételek helyesirasara nincs
altalanos érvényli szabaly arra nézve, hogy ezeket a neologizmusokat mikor irjuk
idegenesen vagy magyarosan, €¢s mi alapjan keriilnek be a szotarba vagylagos
irasmoddal. A kodifikalt irdsmoddal nem rendelkezd idegen neologizmusok
irasmodjat illetéen altalanos alapelvnek tlinik, hogy minden egyes esetet
egyedileg, tobbféle szempont alapjan kell megvizsgélni. Az egyik legfobb
szempont az idegenes vagy magyaros irdsmod gyakorisaga, elterjedtsége, a
kolesonszod meghonosodottsaga (idegen szé6 vagy jovevényszo)®, amely
ramutathat, hogy a nyelvhasznalok ,,mennyire érzik magyarnak™ a kifejezést. Az
ilyen esetekben a korpuszhasznédlat elengedhetetlen része a tanacsadasi
stratégidnak.

6. Osszegzés, kitekintés
A tanulméany az NYTK nyelvi kozonségszolgalatdhoz érkezett kérdésekre adott
tanacsadoi valaszokat elemezte abbol a célbol, hogy megvizsgélja, melyek azok
a problématipusok, amelyek kezelésében a korpuszlekérdezd eszk6zok hasznalata
hatékonynak bizonyult. Az eredmények azt mutatjak, hogy a korpuszhasznélat az
Osszetettebb nyelvhasznalati kérdések megvalaszolasaban jelent hatékony
segitséget. A lényegesen nagyobb szamban érkezd helyesirasi kérdések
megvalaszolasaban csak ritkdn van sziikség korpuszadatokra. A helyesirasi
kérdések megvalaszolasa esetén ugyanis a normakdzvetités az alapvetd cél, igy
az irasgyakorlat vizsgalatara csak a helyesirasi kodifikacié hidnyakor vagy
ellentmondasos helyesirasi helyzetekben van sziikség. A tanulmany a feldolgozott
adatbazisbol egy konkrét nyelvhasznalati kérdést esettanulmanyként kiemelve
részletesen bemutatta a tandcsadasban érvényesitett stratégiat, kiilonos tekintettel
a korpuszlekérdezd eszk6zok hasznalatara.

A kérdéstipusok szamaranyai azonban azt mutatjak, hogy a valaszadas soran a
korpuszadatok segitségiil hivasa Osszességében viszonylag kevés alkalommal

3 Az idegen szavak és a jovevényszavak kozti hatdr nem éles, s6t a kettd kozti kiilonbség valdjaban tudoméanyosan
megragadhatatlan (Nadasdy, 2003).
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tortént meg (124 eset), azaz a nyelvhasznalati kérdések ~4,8%-aban, az Osszes
kérdésnek megkozelitleg ~1,2%-aban. Az adatok alapjan a nyelvhasznalattal
kapcsolatos kérdések ~95%-dban a korpuszhaszndlat nem képezte a nyelvi
tanacsadasi stratégia részet, igy fontos jovObeni feladatnak mutatkozik annak
szisztematikus vizsgalata, hogy a kiilonféle nyelvhasznalati kérdések
megvalaszolasdhoz tipikusan milyen segédeszkozoket vesznek igénybe a nyelvi
tanacsadok. A bemutatott kutatas folytatdsaként tervezem alaposabban
megvizsgalni azokat a nyelvhasznalati problémakat, amelyek kezelésében nem
tortént kordbban korpuszhasznalat, abbol a szempontbdl, hogy nem lett volna-e
mégis sziikkséges €s/vagy hasznos korpuszadatok gytijtése és elemzése. Tekintettel
ugyanis a korpuszhasznalati szokasoknak az évek soran torténd valtozasara
(1. abra), nagy valdszinliséggel 1éteznek ilyen esetek is.
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Kultaraspecifikus Kifejezések forditasa Marcel Pagnol La Gloire
de mon pére cimii miivének kiilonbozé forditasi moédjaiban!

Translation Strategies of Culture-Specific Items in Marcel Pagnol’s La Gloire de mon pére and in its
adaptation

Translating culture-specific items in literary translations seems to be one of the most challenging tasks
for translators. Therefore, translation of culture-specific items is still a very popular research area as it
is a recurring question concerning the translation process: what should be done with expressions that
are considered 'untranslatable' (Albert, 2003, 2005), which translation strategies should be executed,
and which operations should be carried out by the translator in such cases. In the present contrastive,
descriptive, and qualitative case study, attempts were made to answer the question: does the choice of
translation strategy depend on the type of translation? More precisely, is a given culture-specific item
translated differently when appearing in a novel and a film? The main purpose of this research is to
find out the different translation strategies by analysing the translation from French into Hungarian of
culture-specific items in an autobiographical novel entitled La Gloire de mon péere (My Father's Glory)
written by Marcel Pagnol in 1957 and the movie based on this novel (with the same title) directed by
Yves Robert. To this end, the data was manually collected from the French film and its Hungarian
translation, as well as from the French novel and its Hungarian translation, and qualitatively analysed
using Pedersen's (2005) typology, which I reinterpreted, and added a new entry to it. By using this
typology, I could identify the culture-specific items typical to Provence and examine the ratio of
source language-oriented and target language-oriented strategies. Considering the limitations of the
present study, the analysis should be performed on a larger corpus, including several language pairs.
The results of the present case study showed that most of the translation strategies used in the novel's
translation were mainly source language oriented. At the same time, those applied in the movie were
target language-oriented. The long-term aim of studying the translation of culture-specific items in
French novels and their adaptation into a film is to facilitate the daily work of translators — not only
from French into Hungarian but also from other languages (for example, Italian, German, etc.) which
have a wide range of dialects (whether regional or social) — as well as to contribute to the improvement
of training methods in the field of translation and interpreting studies.

Keywords: culture-specific items, translation strategies, Pedersen's (2005) typology, Marcel Pagnol,
source language and target language-oriented approaches

' Jelen tanulmany a MANYE Forditdstudomdnyi Kutatdsok III. (2023. majus 19.) konferencian
elhangzott eléadasom adatainak felhasznalasaval késziilt.
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1. Bevezetés

A realialexémak (Mujzer-Varga, 2007) és a kulturdlisan kotott kifejezések
forditasa népszerli, kovetkeztetésképpen szdmottevd hazai €s nemzetkdzi
szakirodalommal biiszkélkedd kutatasi téma (Drahota-Szabo, 2013, 2015;
Heltai, 2007, 2008, 2013, 2018; Klaudy, 2013, 2015, 2018; Lendvai, 2005;
Leppihalme, 1997; Mujzer-Varga, 2007; Pedersen, 2005, 2011; Vallo, 1998,
2000; Vlahov ¢és Florin, 1980 stb.). A nyelvi kozvetitéssel foglalkozd
szakemberek egyik visszatéré kérdése, miként jarjanak el a ,,fordithatatlannak”
itelt kifejezések atiiltetése soran (Albert, 2003, 2005), milyen stratégidk és
miuveletek alkalmazandok ezen esetekben. Mindazonaltal még mindig szamtalan
kutatasi teriilet var kiaknazasra a témat illetéen.

A kutatasi kérdeés a kovetkezO: vajon kiilonboznek-e a forditoi stratégiak a
forditasi mod fliggvényében? Van-e kiilonbség az adott redlialexéma vagy
kulturalisan kotott elem forditasanak mikéntje kozott attol fliggden, hogy az egy
szépirodalmi regényben vagy egy filmben bukkan fel? E probléma
feltérképezéséhez megvizsgdlom egy regénynek (jelen eseteben Marcel Pagnol
forditasat, hiszen feltehetden ugyanazon kifejezések fognak ujra és Ujra
eldkertilni, igy jelentds lesz a vizsgalhatd kozos metszet.

Esettanulmanyom kontrasztiv és kvalitativ jellegii; célja, hogy bemutassa
azokat a moddszereket, forditoi eljardsokat ¢és tendencidkat, melyeket a
francia-magyar nyelvparral dolgozé nyelvi kozvetitd a jelen regényben és a
filmben valasztott. Célom, hogy hozzdjarulhassak a sok dialektussal rendelkez6
nyelvekkel dolgozo (pl. olasz, német) nyelvi szakemberek gyakorlati
munkdjahoz.

2. Elméleti hattér

2.1. Provanszal nyelv, provence-i nyelvjaras

provence-i nyelvjards elemeire koncentrdlok. A francia nyelv provence-i
nyelvjardsa nem keverendd a langue d’oc, més néven okszitdn nyelv
provanszal nyelvjarasaval. A langue d’oc-ot Dél-Franciaorszagban beszélik: a

nyelvjaras teriiletét nyugatrol Gironde, keletrél Hautes-Alpes megye hatarolja
(Walter, 1988: 171).

[...] az okszitan mint koznyelv nem létezik, mivel az okszitan zona tébb
kiilonbozo valtozatot foglal magaba [...]: az észak-okszitant, ideértve a
limousint, az auvergnat-t és az alpesi provanszalt; a dél-okszitant
(masnéven kozép-okszitan), mely magaba foglalja a languedocient és a
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tengerparti provanszalt, ideértve a nizzait is;, valamint a gaszkonyit és a
béarnit.> (Walter, 1988: 177)

A klasszikus értelemben vett Provence-nak nincsenek valodi, kozigazgatésilag
meghuzott hatarai, inkabb kulturalis-torténelmi hatarokrol beszélhetiink, e
tertiletet pedig a megyehatarok nem pontosan jelolik ki (Lindner & Palfy, 1982).
Ennek ellenére a kutatdsom pontossdga érdekében kénytelen voltam éles
hatarokat megszabni: egyrészt hogy pontos foldrajzi adatokkal tdmaszthassam
ald a késobbiekben a valasztasi szempontjaimat, masrészt hogy némi tampontot
szolgaltassak az olvasoknak. gy végiil a jelenlegi Provence-Alpes-Cote d’Azur
régio teriiletét vettem alapul, mely 2023-ban a kovetkezd hat megyét foglalja
magaba: Alpes-de-Haute-Provence, Hautes-Alpes, Alpes-Maritimes, Bouches-
du-Rhone, Var és Vaucluse.

2.2. Nyelvspecifikus nyelvi elemek, kultiraspecifikus Kifejezések,
realialexémak

Ahhoz, hogy pontosan meg tudjam hatirozni, miért dontottem tanulméanyomban
a kultaraspecifikus kifejezések terminus hasznalata mellett, meg kell vizsgélni,
mi a kiilonbség a nyelvspecifikus nyelvi elemek, a kultiraspecifikus kifejezések
¢s a redliak vagy redlialexémak (Mujzer-Varga, 2007) kozott. Ennek
meghatarozasdhoz javarészt Heltai 2013-ban megjelent, Kulturaspecifikus
kifejezések és realiak cimii cikkét veszem alapul.

A nyelvészek gyakorta tdmaszkodnak a nyelv univerzalis vonasainak
elemzésére, hangsulyozasara — gondoljunk példaul Mounin (1963: 195-213)
felosztdsara a nyelvi univerzdlék kapcsan, aki szerint az altala felsorolt
kategoridk teszik egyaltalan lehetségessé a forditas létezésének legitimitasat
(persze szigortian elméleti alapon, hiszen evidens, még maga a szerzd is
kimondja a mii végén: a gyakorlatban a forditas igenis lehetséges, legfeljebb
kompenzaland6 veszteségekkel jar). A nyelv és a kultara kozott ugyanakkor
vitathatatlanul szétszakithatatlan kapcsolat van, éppen ezért egyes kutatok
szerint a nyelvek kozti kiilonbségek a kultarak kozti kiilonbségekbdl fakadnak
(vO. Sapir—Whorf-hipotézis).

Naiv dolog azt hinni, hogy az emberek a valosaghoz a nyelv nélkiil
viszonyulnak, s hogy a nyelv csupan a kommunikdcio és a reflexio alkalmi
eszkoze. A valo helyzet az, hogy a vilagképet jelentos mértékben a nyelv
hatarozza meg. Nincs két olyan nyelv, amely ugyanannak a tarsadalmi
valosagnak a kifejezoje volna. Azok a vilagok, amelyekben a kiilonbozo

2 Az idézetek forditasat eltérd megjeldlés hijan a tanulmany szerzdje készitette.

73



KARADI GERDA

tarsadalmak élnek, kiilonbozo vilagok. Nem egyszertien arrol van tehdt szo,

hogy ugyanaz a vilag fejezodik ki kiilonbozo modon két nyelv esetében.
(Sapir 1929: 207, magyarul 1971: 46)

Osszefoglalva: Sapir szerint az anyanyelviink predesztinalja, s6t, akér
korlatozhatja, hogyan érzékeliink, osztdlyozunk, értelmeziink egy adott
jelenséget.

Mivel a forditas egyfajta interkulturalis kommunikacidnak tekintheté (Kobor,
2007), e kapcsolat a kulturalis fordulat 6ta Gjra a forditastudomany kutatoinak
fokuszaba keriilt (Bassnett & Lefevere 1990). Ez nem is csoda, hiszen a
fordithatatlansag 1étezésének egyik fO érve mar évtizedek ota a realialexemak
forditasanak nehézségei (Mounin, 1963; Albert, 2003, 2005).

Noha — ahogy azt az alfejezet elején is emlitettem — a nyelvészek erdsen
hangsulyozzdk a nyelvek univerzalis vonésait, az egyes nyelvekben vannak
olyan nyelvi elemek, amelyek csak az adott nyelvre jellemzdk
(nyelvspecifikusak), és amelyek visszavezethetdk a szdban forgd kultira
sajatossagaira, tehat kulturaspecifikusak (Heltai, 2013: 36). Nyelvspecifikusnak
tekinthetd példaul, hogy a magyar nyelv hogyan tagolja a testrészeket akar az
angolhoz vagy a franciahoz képest, vagy hogy a franciatol eltéréen a magyarban
a jelzd altaldban a jelzett sz6 eldtt van, és nem utana (pl. probleme théorique —
elméleti probléma). Ezen osztalyozasok nyelvspecifikusak, de nem
kultaraspecifikusak, hacsak nem all szandékunkban valamely nyakatekert
elmélettel igazolni e kiilonbozdségek eredetét. Gyakorlatilag azon
nyelvspecifikus vonasokat tekinthetjiik egyuttal kulturaspecifikusnak is,
amelyeknél a kulturdlis meghatdrozottsag egyértelmilen megallapithatd —
ellenkezd esetben az egyezés csak a véletlen miive (Heltai, 2013: 38). Nem
elhanyagolhato tehat a kozos metszet, de nem minden nyelvspecifikus elem
kultaraspecifikus is.

Kulturaspecifikusnak vagy kulturalisan kotottnek azokat a nyelvi elemeket
tekinthetjiik, amelyeket egy adott nyelvet vagy nyelvvaltozatot beszélo
népcsoport anyagi és szellemi kulturaja hataroz meg (beleértve a
viselkedést szabadlyozo értékeket és normdkat), amelyeknek megléte vagy
milyensége az adott kulturahoz kothetd, azzal magyarazhato. Kulturalisan
kotott lehet ezen elemek referencidlis jelentése, a hozzdjuk kapcsolodo,

kiilonbozo enciklopédikus ismeretek és konnotdciok, illetve a nyelvi elemek
hasznalati modja. (Heltai, 2013: 38)
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[lyen példaul a magyarban a disznotor, a toportyii (vagy teperto, porc stb.);
vagy volt a franciaban a macaron — ez utdobbi azonban a gasztrondmia
globalizaciojaval kezd olyannyira elterjedni, mint az olasz pizza, igy lassan nem
nevezhetd kulturdlisan kotott kifejezésnek. Fontos jellemz6 ugyanis, hogy a
kulturalis kotottség viszonyfogalom, onmagéaban nem létezik, csak egy masik
kultarahoz képest: a szerb eredetli pljeskavica nem kulturalisan kotott példaul a
horvat vagy bosnyak kultirdhoz képest, de a francidhoz vagy a spanyolhoz
képest igen.

A kulttraspecifikus kifejezések halmazan beliil kiilon kategoriat képeznek a
realidk. E kifejezés eredetileg a jeltargyra vonatkozott, ezért javasolt inkabb a
Mujzer-Varga (2007) altal megalkotott realialexémanak nevezni, ha a jeltargy
megnevezésére utalunk. Klaudy (2013) a kovetkezOképpen definidlja a redlidkat:
»Valamely kultardra sajatosan jellemzd jeltargy vagy fogalom ¢és annak
elnevezése, amelynek a madsik kultirdban nincs megfeleldje, vagy mas a
konnotacidja.” (Klaudy, 2013: 86).

Jelen tanulmanyomban kovetkezetesen a kulturdlisan kotott vagy
kultaraspecifikus kifejezés elnevezést haszndlom; ennek oka a vizsgalt
regényben ¢és filmben fellelhetd kifejezések besorolasa soran alkalmazott
kategoridk szertedgazd volta. Vlahov és Florin (1980) harom f6 csoportot — és
azon beliil szamos alcsoportot — kiilonit el: a foldrajzi realiakat, a néprajzi
realidkat €és a tarsadalmi-politikai realidkat; nem sorolhatok azonban egyik
kategoridba sem példaul a tulajdonnevek, a karomkodasok, a kiilonleges
konnotacidval és stilisztikai értékkel rendelkezd szavak és a dialektusok —
marpedig a kutatasomban jocskan akad mindegyik kategoriabdl, a reélia til sziik
fogalomkor lett volna tehat ezek csoportositasdhoz. Ezért fordultam Heltai 2018-
ban felallitott és meghatarozott kategoriaihoz, melyeknek sokkal inkabb
megfeleltethetbek az Aaltalam fellelt kifejezések; 6 a kovetkezd moddon
osztdlyozta a kulturaspecifikus kifejezéseket: realidk, tulajdonnevek,
megszolitdsok, frazeologizmusok, karomkodasok, szleng, jovevényszavak,
idegen szavak, kiilonleges konnotacidval és stilisztikai értékkel rendelkezd
szavak, = valamint  udvariassdgi  kifejezések,  diskurzus-/pragmatikai
jelolok/partikulak, dialektus, szociolektus ¢€s alliziok, illetve intertextualis
elemek (Heltai, 2018: 474-477).

2.3. Pedersen (2005) modellje

A kultaraspecifikus kifejezések elemzéshez korabban egy masik modellt is
kiprobaltam: Vermes (2004) kulturaspecifikus elemek forditdsa soran
alkalmazott forditasi miveleteit (nevezetesen: atvitel, forditas, behelyettesités,
modifikécio) és stratégidit (honositd, idegenitd). E besorolas rendkiviil hasznos
tampontokkal szolgalt, &m esetemben kissé tagnak bizonyultak a kategoridk,
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hiszen sokszor tobbelemii kifejezéseket vizsgaltam, vagy olyan kifejezéseket,
melyek akar tobb kategoridba is besorolhatok lettek volna. Tovabba nem minden
kategoriat tudtam megfeleléen definialni és koriilhatarolni: példaul az atvitel
esetén jelentds kiilonbségek figyelhetok meg az arnyalatok szempontjabol
(milyen mértékli az adott atvitel: teljes, részleges stb.). Mivel alkalmanként
pontosan ezekbdl a niiansznyi kiilonbségekbdl tudtam fontos kovetkeztetéseket
levonni, végiil Pedersen (2005: 3—9) modelljére esett a valasztasom.

Pedersen (2005) szerint a forditas jelenségének egyik alapvetd kérdése, hogy
mihez kezdjiink azon kifejezésekkel, melyek esetében a célnyelvi kulturdbol
hianyzik a forrasnyelvi kultiraban jelen lév6 kulturalis referens hivatalosan
elfogadott megfeleloje. Ezek az un. ,forditasi krizispontok™ (translation crisis
points): ide sorolja példaul a szojatékokat (puns), a koltészetet (poetry), az
1dézeteket (quotations) és az utaldsokat (allusions) is. E helyzetek felolddsanak
modjai rendkiviil fontosak a forditasi stratégidk és normék (Toury, 1995)
,meghatarozasakor”, leirasakor. A leird nyelvészet, mint tudjuk, nem mindsit,
mégis beszélhetiink adott korokra érvényes altalanos érvényii trendekrdl vagy
javaslatokrol, elég, ha a tulajdonnevek forditdsi normdinak valtozésaira
gondolunk (Farkas, 2009).

Pedersen (2005) forditasi stratégiakat feltérképezd modelljét fO0ként a nyelven
kiviili kulturdlis referensek (extralinguistic culture-bound reference) forditasi
nehézségeinek kikiiszoboléseére fejlesztette ki, mindazonaltal 6 maga is
hangsulyozza, hogy taxondémidja a kulturaspecifikus kifejezések forditasdnak
vizsgalataban is remekiil hasznosithatd, amennyiben a nyelvi kozvetitd az adott
forditasi szituacid alapjan modositja vagy kiegésziti a kategériakat. Kiemeli
tovabba, hogy — noha a modellt a feliratozasra vonatkoz6 forditasi normak
alapjan dolgozta ki — kiilondsebb nehézség nélkiil alkalmazhato a forditds mas
modjainak elemzésére is.

Pedersen (2005) a nyelven kiviili kulturalis referensek forditasa soran két f6
mivelettipust kiilonboztet meg: a forrasnyelv-orientdlt (source language
oriented) és célnyelv-orientdlt (target language oriented) miiveleteket. Nem
sorolhato igazan egyik kategoriaba sem a hivatalos ekvivalenssel valo fordités €s
a kihagyés, bar ez utobbi, amennyiben tudatosan torténik, inkabb a célnyelv-
orientalt miiveletek kozé sorolando (Heltai, 2018). E két kategoria Venuti (1995)
skalajahoz hasonlithato, azonban Pedersen a honositd és idegen izeket megdrzd
forditas helyett a skandinav elnevezést preferalja. A stratégidkon €s miiveleteken
kiviil Pedersen (2005) modellje a feliratozasi folyamatot is elemzi, melyek
alapjan a feliratozast végzd szakembernek a kovetkezd szempontokat sem
szabad figyelmen kiviil hagynia a célnyelvi szoveg megalkotdsa soran:
transzkulturalitas (transculturality), extrakulturalitas (extratextuality), a referens
kozpontisdga (centrality of reference), az interszemiotikus redundancia
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(intersemiotic redundancy), a Ko-textus (co-text), médiaspecifikus korlatok
(media-specific constraints) és a paratextudlis szempontok figyelembe vétele
(paratextual considerations). Mindezen stratégidk, miiveletek ¢és eljarasok
Osszehasonlitdsa sordn hatdrozott kép alakul ki arrol, pontosan milyen
dontéseket hozott meg a nyelvi kozvetité a forditas soran, és arrdl is
kialakithatok hipotézisek, hogy milyen megfontoldsok allhattak a vélasztisa
hatterében.

1. abra. Pedersen (2005) taxonomidja a nyelven kiviili kulturalis referensek forditasi stratégiairol

Hivatalos ekvivalens Nyelven Kiviili kulturalis referensek
(Official Equivalent) (Extralinguistic Culture-bound References, ECR)
orrasnyelv-orientalf Célnyelv-orientalft
(SL oriented')| (TL oriented)

Atvitel (Retention)|

Konkretizalas 820 szennti ford. Altalanositds Behelyettesités Kihagyas
(Specification) (Direct translation) (Generalization) (Substitution) (Omission)

Explicitacid
(Explicitation;

Teljes atvitel
(Complete ret))

Betoldas
(Addition)|

Eeyéb

(Hyponomy)[sic (Other)

1 3
Kalk Szoatalakitas| Kulturalis megfaleltetés‘ Parafrazis
(Calque) (Shifted) Cultyral) (Paraphrase)

elolt Jelsletlen Transzkulturdlis CNY-i behelyettesité
(Marked) (Unmarked) (Transcultural ECR} | (TL ECR)
clentésatvitel
(Sense transfer)

Hiponimia I

Részleges atvitel
(TL adjustments)

Alkalmi megfeleltetéq
(Situational)

2.3.1. Forrasnyelv-orientalt miiveletek

2.3.1.1. Atvitel (Retention)

Pedersen (2005) az atvitelt (retention) tartja a leginkdbb forrasnyelv-orientalt
milveletnek. Ezen esetekben a forditd gyakorlatilag atemeli a forrasnyelvi elemet
a célnyelvi szovegbe. E miiveletnek két fajtdjat kiillonbozteti meg: a részleges
atvitelt (TL adjustments), amikor az atemelt kifejezés idomul a célnyelvi
normakhoz ¢és konvenciokhoz (pl. imél); valamint a teljes atvitelt (complete
retention), mely lehet jelolt (marked), példaul dolt betiivel szedett, és jeldletlen
(unmarked). A szerz6 allitasa szerint, noha ez a miivelet torekszik leginkabb az
idegen izek, az egzotikum megdrzésére, eléfordulhat, hogy nem nyu;t elegendd
tampontot a forrasnyelvi befogadd szamara. H{i marad tehat az eredeti
szoveghez, ugyanakkor nem befogadobarat, ezért inkabb olyan kifejezéseknél
érdemes alkalmazni, melyek definicidjdhoz konnyedén hozzaférhet az olvaso, €s
nem szigoruan ¢s kizardlagosan az adott kultira sajatja.
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2.3.1.2. Konkretizalas (Specification)

Pedersen (2005) felfogadsaban az az eset nevezhetdé konkretizalasnak
(specification), amikor a fordité a célnyelvi elemet meghagyja eredeti alakjaban,
ugyanakkor hozzatold valamilyen tobbletinformaciot (pl. madeleine — a
szivacsos allagl madeleine piskéta). Két altipusat kiilonbozteti meg: a nagyon
szlik értelemben vett explicitaciot (explicitation) (pl. a francia SNCF— a Société
nationale des chemins de fer francais, Franciaorszag nemzeti vasuttarsasaga);

valamint a betoldast (addition) (pl. a francia le Garlaban — a Garlaban nevii
domb).

2.3.1.3. Sz6 szerinti forditas (Direct Translation)

Pedersen (2005) szerint a forditok gyakran alkalmazzak e forditdsi miiveletet
cégnevek, intézménynevek, technoldgiai eszkdzok nevének atiiltetése sordn. A
konkretizaldssal és az Aaltalanositassal ellentétben ezen esetekben a nevek
szemantikija valtozatlan forméjdban megdérzédik, nem megy végbe sem
betoldas, sem jelentéssziikités, a forditd nem szan energiat arra, hogy megdrizze
a forrasnyelvi kifejezés altal hordozott konnotaciot. E kategéria két alkategoriara
bonthatd: a kalkra (calque) és a szoOatalakitasra (shifted). A kalk olyan sz6
szerinti forditas, mely sordn a célnyelvi sz6 valamiféle idegenszertiséget hordoz
magaban, az olvaso €rzi, hogy valamilyen modon eltér a megszokott célnyelvi
szOhasznalattol (pl. az olasz carabinieri — karabélyosok, a francia gendarme —
zsandar). Az atalakitott sz6 esetében a forditd, az el6z6 megoldassal ellentétben,
probalja elrejteni a kifejezés idegen eredetét, meglrizve azonban az eredeti
kifejezés minden egyes elemét (pl. elf bar — manorad).

2.3.1.4. Labjegyzet, szOmagyarazat

Pedersen (2005) modelljének nem képezi részét a labjegyzetben vagy
szomagyarazatban elhelyezett definicio, koriilirds — ez egyébként kézenfekvd,
hiszen Pedersen a feliratok forditasa alapjan alkotta meg a taxonomigjat, igy e
kategoria értelemszerlien nem volt relevadns szdmara. Ugyanakkor az altalam
elemzett regényben a forditd, Sashegyi Gabor tobb esetben is csillaggal jeldlte
az altala fontosnak itélt és megdrizni kivant kulturalisan kotott elemeket. Ugy
gondolom, hogy a labjegyzet jellemzden — legalabbis az altalam elemzett miiben
egészen biztosan — forrasnyelv-orientalt miivelet, hiszen leginkabb az atvitel
kapcsan jelenik meg, részletesen taglalt, a konnotacidkra is kiterjedd
hattérinformaciok deriilnek ki beldle; egyértelmii azon szandék, hogy a forditd
min¢l kozelebb hozza a forrasnyelvi kultirat a célnyelvi befogadéhoz, mikozben
igyekszik 0j kifejezést ,,tanitani” neki.
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2.3.2. Célnyelv-orientalt miiveletek

2.3.2.1. Altalanositas (Generalization)

Pedersen (2005) szerint e miivelet valasztdsa soran a forditd a specifikus
célnyelvi kifejezést egy generikusabb forrasnyelvi kifejezéssel felelteti meg,
azaz inkabb a befogadd dolgdnak megkonnyitése a cél, mint a forrasnyelvi
szOveghez valo erdteljes ragaszkodas. Az Aaltalanositdsnak két vallfajat
kiilonbozteti meg: a hiponimiat (hyponymy), pl. Kleenex — zsebkendd; €s az
egy¢b, generalizalast eredményezd miiveleteket (other).

2.3.2.2. Behelyettesités (Substitution)

Pedersen (2005) e kategoridja két alkategoriara, a kulturalis behelyettesitésre
(cultural) és a parafrazisra (paraphrase) bonthatd, melyeknek szintén van két-
két alkategoriaja. A kulturdlis behelyettesités esetén a fordité a forrasnyelvi
nyelven kiviili kulturélis referenst vagy egy célnyelvre jellemzd kulturdlisan
kotott elemmel (pl. John Doe — Koviacs Janos) vagy transzkulturalis kifejezéssel
helyettesiti.

A behelyettesités masik alkategéridja a parafrazis, amelynek szintén két
tipusadt mutatja be: az értelematvitelen alapuld (sense transfer) és a helyzeten
alapuld parafrazist (situational). Az értelematvitelen nyugvo parafrazis
valasztasakor a fordito megtartja az eredeti kifejezés értelmét (sens), a hozza
fiz6d6 konnotaciokat. Az adott helyzetben alkalmazott parafrazist Pedersen
(2005) kvazi-kihagyasnak (quasi-omission strategy) is aposztrofalja, mivel ezen
esetekben a nyelvi kozvetitd az adott szitudcidohoz alkalmazkodva egy teljesen
mas értelmii, am az adott szitudcioban helytalld kifejezést hasznal a célnyelvi
szOvegben.

A hivatalos ekvivalenst haszniltam minden olyan helyzetben, amikor egy
teljesen semleges ekvivalenst valasztott a forditd, mely bar a szotari jelentést
visszaadja, a konnotaciot nem, és nem nevezhetd sz6 szerinti forditasnak sem.

2.3.2.3. Kihagyas (Omission)

A kihagyas ambivalens érzéseket keltd miivelet lehet, hiszen, noha a tobbi
milvelet esetében viszonylag vildgosan nyomon kovethetd a forditoi dontés
mogott megbuvo okozatok sorozata, a kihagyas esetében nem egyértelmi, hogy
a honositasra torekvd felhasznalobarat szoveg kialakitasa, a tudatlansag vagy a
karakterlimit indokolta-e a kulturdlisan kotott elem kihagyasat. Ugyanakkor
kiemelendd, hogy a jelen kutatisomban elemzett filmadaptacidoban az esetek
nem elhanyagolhatd hanyaddban e mivelet mellett dont a forditd, mind a
szinkron, mind a felirat esetében.
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3. A kutatas bemutatasa
3.1. Kutatasmoddszertani leiras
3.1.1. Kutatasi kérdések, hipotézis
Jelen esettanulmanyban a kovetkezd kutatasi kérdésekre szeretnék valaszt kapni:
vajon vannak-e eltérések a forditok altal alkalmazott forditdsi miiveletekben a
forditasi méd fiiggvényében? Mely forditasi miiveletek a leginkabb jellemzdk a
provence-1 kulturaspecifikus kifejezések forditasa soran a kiilonboz6 forditasi
modokban? Vajon eltér-e a provence-i kulturaspecifikus kifejezések forditasa
soran alkalmazott forrasnyelv- €s célnyelv-orientalt stratégiak aranya kiilonb6zo
forditasi modokban?

Hipotézisem, hogy a forditas modja befolyasolja a forditd altal alkalmazott
forditoi stratégiat és muveletet, leginkdbb az audiovizualis forditas terjedelmi és
egyeb korlataibol fakadoan (Pedersen, 2005, Lakatos-Baldy, 2015).

3.1.2. A korpusz bemutatasa, kivalasztasanak okai

Marcel Pagnol gyermekkorardl irt onéletrajzi regénytetralogidjanak (Souvenirs
d’enfance) els6 része a La Gloire de mon pere, magyarul az Apam dicsosege
(2006) cimii regény. Noha az ir6 — szamos mas, vidékrdl szarmazo kortarsahoz
hasonloan — ¢letének jelentds részét Parizsban, a divat, a romantika és a
mivészetek fellegvardban ¢élte le, Provence ¢és a paraszti vilag Pagnol
milveészetének (ideértve a filmmivészetet, a regényirdst €s a szindarabokat is)
egyik f6 motivumava nétte ki magat (Brun, 2019).

Mivel kutatdsom ce¢lja annak vizsgéalata, hogy van-e kiilonbség ugyanazon
kulturalisan kotott elemek forditasa kozott kiilonbozd forditdsi moddok
Osszehasonlitdsa alapjan, kézenfekvonek tlint olyan miivet valasztani, melynek
elérhetd a regény- és filmvaltozata is mind magyar, mind francia nyelven.
Fontos kritérium volt tovabba a kulturdlisan kotott elemekkel valo taltoltottseg
is. E korpusz mindkét paraméternek eleget tesz. A francia nyelvili filmadaptacid
1990-ben késziilt Yves Robert rendezésében, a magyar valtozat a Magyar
Televizi6 Rt. megbizasabol késziilt, a magyar szoveg Gonda Miklos
szinkrondramaturgnak kdszonhetd.

3.1.3. A kutatas menete

Kontrasztiv, kvalitativ szemléletii, leir6 jellegli kutatdsom az el6zd alcimben
bemutatott forrds- €s célnyelvi szovegek manualisan torténd szévegelemzésére
¢piilt. Miutan kigyiijtottem a forrasnyelvi regénybdl az 6sszes kulturaspecifikus
kifejezést, a célnyelvi szovegekben kikerestem €s tdblazatba foglaltam ezek
magyar megfeleldit. Ezt kdvetden a filmben is megkerestem és kategorizaltam a
kultaraspecifikus elemeket, majd a magyar verzidban kikerestem ezek
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megfeleldit. Amennyiben eltért a szinkron ¢€s a felirat megoldasa, ezt jeleztem a
tablazatban, és két kiilon kategoriaként kezeltem.

Miutan mind a regénybdl, mind a filmbdl kigylijtottem a kultaraspecifikus
elemeket, kereséfunkcioval kisziirtem a k6zos halmazt, melyet azon kifejezések
alkotnak, melyek mindkét forrasnyelvi miiben (a regényben ¢és a
filmadaptéacioban) fellelhetdk. E kifejezések felhasznalasaval létrehoztam egy
tablazatot a kovetkezd oszlopokkal: a francia kifejezés; a definici6 (amely
alapjan kultaraspecifikusnak itélhetd); oldalszdm vagy perc (két kiilon oszlop); a
kifejezés magyarul; oldalszam vagy perc (szintén két kiilon oszlop); amennyiben
relevans: hogyan forditjak a film feliratdban; hogyan forditjak a szinkronban;
alkalmazott forditasi miivelet a regényben; alkalmazott forditdsi miivelet a
filmben (ha relevans, felbontva felirat és szinkron kategoridkra); alkalmazott
forditasi stratégia a regényben; alkalmazott forditasi stratégia a filmben.

Kulturaspecifikusnak elsésorban az alapjan kategorizaltam egy kifejezést,
hogy megtalalhato a szotari alapja mellett a regionalizmus (reg.) mindsités, vagy
megfelel a jelen tanulmany 2.2. Nyelvspecifikus nyelvi elemek, kulturaspecifikus
kifejezesek, redlialexemdk cimii alfejezetben felsorolt kategéridk valamelyikének
(Heltai, 2018: 474-477).

Az alkalmazott forditdsi miiveletek és stratégidk megallapitasakor Pedersen
(2005) modelljét veszem kiindulasi pontnak. A taxondmia forras- €s célnyelv-
orientalt  stratégidhoz  sorolt miiveletek  segitségével levonom a
kovetkeztetéseket, hogy milyen tendencidk allapithatok meg az adott forditasi
modban. Pedersennel ellentétben €s Heltaival (2018) egyetértve a kihagyast a
honosito/célnyelv-orientalt miiveletek koz¢ sorolom. Ezenkiviil Pedersen (2005)
modelljét kiegészitettem egy 10j kategéridval, a szOmagyarédzattal, hiszen e
besorolas nélkiil a kutatdsom téves eredményt produkalhat.

3.2. A filmben és a regényben is fellelheté kulturalisan kotott elemek
gyujtése és kategorizalasa, az alkalmazott forditasi miiveletek kozti
kiillonbségek

Ahogy emlitettem, az adatgy({ijtést mind a konyv, mind a filmvéltozat elemzése
soran manualisan végeztem. A filmben az ismétlddo elemekkel egyiitt nagyjabol
130 kulturdlisan kotott elemet taldltam, a regényben majdnem pontosan € szam
duplajat. Erdekesség még, hogy a film nemcsak a sorozat elsé részének
eseményeit dolgozza fel, hanem a masodik, Le Chdteau de ma mere cimii,
magyarra nem forditott kotetét is. Ennek fényében kijelenthetd, hogy teljesiil
azon feltételezés, mely szerint a filmben joval kevesebb kulturalisan kotott elem
szerepel, mint a regényben (legaldbbis expliciten, szavakkal kifejezve — a képi
vilagra és a filmben megjelend akcentusra jelen vizsgalatom nem tér ki).
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Osszevetettem a kdzds metszetet képezd, azaz mind a francia nyelvii filmben,
mind a forrasnyelvi regényben megjelend kulturalisan kotott elemeket (ezen
esettanulmanyomban nem vélasztom kiilon a szinkron és a felirat szovegét, mert
a kihagyason kiviil mas modositds nem torténik, és amennyiben a fordités
forrasnyelvi szovegéiil szolgdld francia feliratbol kimarad a kifejezés, ugy
értelemszertien a magyarbol is). Ezek koziil 6sszesen negyven kulturalisan kotott
elemet kiilonboztettem meg. E tablazat Osszeallitdsakor az ismétlodéseket
francia nyelven mar csupan egyszer szamoltam, a forditasban pedig ahényszor
kiilonboz6 alakban forditottdk, minden eldforduldst egyszer jeldltem. Ebbdl
fakad az eltérés a francia, a regénybeli ¢s a filmbeli kifejezések szamaban.
Pe¢ldaul garrigue: a filmben 1. mészfennsik, 2. fennsik; a regényben 1. koves,
kihalt fennsik, 2. sziklas fennsik, 3. bozotos, 4. bozotos mészkosik — ebben az
esetben egyszer szamolom a francia megfeleldt és kettd, illetve négy kiillonb6zo
kifejezésként elemzem a filmben és a regényben megjelend forditasi
megoldasokat. Ugyanigy példaul a pebre d’ai kifejezés esetében is: a regényben
csombornak forditjak, a filmben egyszer kakukkfimek, egyszer pedig koriilirassal
fejezik ki (olyan, mint a kakukkfii, de a mentdra is hasonlit). igy a film esetében
két kiilonb6z6 kategdridba sorolando a kétféle forditasi megoldas.

1. tablazat. Atvaltasi miiveletek és stratégiak a filmben és a regényben

atvaltasi muvelet | stratégia eléfordulasa a eléfordulasa a
filmben regényben

hivatalos semleges 5 4

ekvivalens

atvitel  (teljes és | forrasnyelv- | 14 14

részleges Osszesen) | orientalt

konkretizalas forrasnyelv- | 1 2
orientalt

szo szerinti forditas | forrasnyelv- | 2 9
orientalt

altalanositas célnyelv- 8 3

(hiponimia) orientalt

behelyettesités célnyelv- 13 16
orientalt

kihagyas célnyelv- 2 1
orientalt

szomagyarazat forrasnyelv- | 0 3
orientalt

forrasnyelv-orientalt miiveletek 17 28

célnyelv-orientalt miiveletek 23 20

kulturalisan kotott elemek 45 52
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A fenti tdblazatbdl kimutathatd, hogy az atvitel és a behelyettesités volt a
legjellemzébb atvaltasi miivelet mindkét mii esetében. Erdekes és szembet{ing
kiilonbség azonban, hogy nagyobb szamban volt jellemzd a honosito, célnyelv-
orientalt miiveletek alkalmazésa a filmvaltozatban, mint a regényben. E szamok
alapjan kijelenthetd, hogy a regény forditdja (a miifaj sajatossagaibdl és a regény
terjedelme adta lehetdségeibdl fakadoan is) a forrasnyelv-orientalt miiveleteket
¢s az idegen izeket megdrzo stratégiat preferalta. Ezzel szemben a film magyar
szovegének készitdje inkabb a befogaddbarattd tételt valasztotta, még ha ennek
szamtalan kulturalisan kotott elem esett is ,,aldozatadul” (természetesen sz6 sincs
valodi veszteségrol, inkabb a kompromisszumra valo torekedésrol és a
kompenzalast célzo miiveletek alkalmazasarol beszélhetiink). Erdemes kiemelni,
hogy a szinkron és a felirat készitdjének— hol segitségként, hol korlatként —
rendelkezésére allt a film képi vilaga is. Noha a film forditdja, csakigy, mint a
regényé¢, a tiicsok kifejezést valasztotta a cigale *kabdca’ ekvivalenséiil, a hozza
nem értd nézd filmélményét nem befolyasolta ez a csusztatas, mikézben egy
masik rovar ciripelt a filmvéasznon. A hozzaért6k azonban vilagosan lathattak,
hogy kabdca lathaté a képen, mig ugyanez a mankod az olvasdénak nem allt
rendelkezésére. A regény forrdsnyelvi szoveg iranti hiiségének oldalara billenti a
mérleget Sashegyi Gabor abbéli elhivatottsiga, hogy minél inkabb
megismertesse az olvasokkal Provence lenyligzOen szines tdjait, szokasait. Elég
a hosszll szomagyarazatokra gondolni: bar 6 is szimplan fekejdték-nak forditja a
boules kifejezést, a konyv végén talalhatd magyardzatokban részletesen leirja a
pétanque jaték szabalyait, és a jatéknak Provence lakoinak életében betoltott
fontos szerepét. Nem elhanyagolhat6 tovabba az a tény sem, hogy a regény
forditdja lathatdéan valtozatosabb szokészletet alkalmazott ugyanazon kifejezés
forditasa sordn, gyakrabban hasznalt szinonimakat.

Relative magas ardnyban fordulnak elé semleges atvaltasi miiveletek is, azaz
a hivatalos ekvivalenssel valé forditds: a filmben eggyel tobbszor, mint a
regényben. Ennél érdekesebb az a megallapités, hogy a kozds metszet vizsgalata
azt az illuziot kelti, hogy viszonylag kevésszer fordul elé a kihagyas eszkoze,
pedig a filmben nagyon is sokszor €It e miivelettel a forditd, joval tobbszor, mint
az a regényben és filmben is egyarant fellelhetd kulturdlisan kotott elemek
esetében lathato. Figyelemre méltdé tovabba a Pedersen (2005) altal talaloan
kvazi-kihagydsnak nevezett helyzeten alapuldé parafrazisok szamat is
megfigyelni. Noha ardnyaiban tobb a behelyettesités a regényben, sokkal
nagyobb a jelentésatvitelen alapulo parafrazisok aranya, mint a filmben, ahol a
fordito igyekszik ugyan fellelni az adott helyzetben optimalis forditdi megoldast,
tagadhatatlanul sok a (lehetdségek szerint természetesen kompenzalt) veszteség,
¢s ha megnézziik a filmbdl vett példakat, az is vilagossa valik, miért tekinti
Pedersen e miiveletet majdnem olyan megfoghatatlannak, mint a kihagyast.
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Kiugréan magas a szd szerinti forditdsok aranya a regényben a filmhez
képest. Ennek oka valdsziniileg az a szabadsag, mely az irott miifajok sajatja: ha
az adott helyzetre krealt szot leirva latjuk, az rengeteget segithet a megértésben,
tobb a fogddzkodd, mintha csak egy pillanatra halljuk a filmnézés soran. E
jelenség illusztralasdra remek példa a Bastide Neuve szd szerinti forditsa,
melyet a regényben Ujtanyd-nak, a filmben a hdzunk-nak forditanak. A regény
forditoja a nagybetiivel és az egybeirassal vildgosan érezteti, hogy egy adott hely
nevérdl van szo, a szovegkOrnyezet is elOkésziti a szd szerinti forditds
alkalmazhatosagat. Mig ha ugyanezt a kifejezést a filmben Ujtanyd-nak
forditjak, félreértésre adhatott volna okot, hiszen a befogad6 nem értené, hogy
mit keres a torténetben egy 01j tanya, mi tortént a régi otthonukkal, mikor eddig a
varosban ¢ltek, és elméletileg csak nyaralni jottek el vidékre stb. Lathato tehat,
hogy ebben az esetben (is) a regény forditoja élvez némiképpen nagyobb irodi
szabadsagot, jobban ragaszkodhat a forrdsnyelvi szoveghez, mint az
audiovizudlis forditast készitd szakember.

Ugyanez lehet az oka annak is, hogy magasabb az altaldnositds miiveletének
aranya a filmekben. A regény forditoja kelld terjedelemmel és szabadsaggal
rendelkezik a specifikusabb kifejezések haszndlatahoz, akar szolgéltat a nyelvi
kozvetitd szomagyarazatot a befogadonak, akar rabizza, hogy esetlegesen
utanajarjon annak, amit nem ért. Ugyanakkor a film nézése kdzben nemigen
akad ideje a nézOnek arra, hogy kikeresse az esetleg tul konkrétnak, specialisnak
itelt kifejezések jelentését (pl. bartavelle: a regényben szirtifogoly-nak, a
filmben ritka madar-nak forditjak; vagy rascasse: a regényben nagy sziklahal-
nak forditja Sashegyi, mig a filmben hal-nak nevezik).

4. Osszefoglalas

Tanulmanyom célja, hogy — Pedersen (2005) modelljének segitségével —
megvizsgalja, van-e nyelvészetileg kimutathaté kiilonbség ugyanazon mi
(Marcel Pagnol La Gloire de mon pere, 1957) film- és regényvaltozatanak
forditdsdban, elsésorban a forditoi miiveletek forrdsnyelv- ¢és célnyelv-
orientaltsaganak dsszevetése alapjan.

Ugy vélem, e kutatas az egyik elsé 1épése lehet azon hossza folyamatnak,
melynek soran kiderithetd, vajon altalanos tendencia-e az 4ltalam megallapitott
jelenség, nevezetesen, hogy a fordit6 — a filmek, az audiovizualis forditas
»alapanyaganak” jellegzetességeibdl fakadoan — inkabb a célnyelv-orientalt
miveleteket részesiti elényben, szemben a regénnyel, amelynek a forditasa
soran a fordito igyekszik 1) ismereteket atadni az olvasdnak, és torekszik az
egzotikum megtartdsara. Reményeim szerint kutatdsom hozzajarulhat a
kulturdlisan  kotott kifejezések forditdsi normainak ¢és tendenciainak
feltérképezéséhez, javaslatokat fogalmazhat meg a nyelvi kozvetitok gyakorlati
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munkdjahoz, valamint tdmpontokat nytjthat a fordité-, illetve tolmacshallgatok
képzéséhez.
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Codeswitching among Maghreb Arabic-French-English speaking
international students in a Hungarian university hostel: An
exploration of functions

This study tries to identify the functions of Maghreb Arabic-French-English codeswitching (CS) among
trilingual adult speakers in their informal conversation. The corpus of the data consists of natural data
collected utilizing a questionnaire, audio recording, and interview. The audio recording was analyzed using
the conversational analysis (CA) approach (Auer 1984, 2005, 2007; Li, 2002). The findings show that the
participants used CS for different reasons, that is, participant-related, language-related, and discourse-
related. Additionally, the findings corroborate the effectiveness of using CA in data analysis, provided that
it is fortified by additional data sources such as questionnaires. Nonetheless, it is essential to acknowledge
that CA encounters intermittent limitations in offering a comprehensive explication of the authentic impetus
underlying CS.

Keywords: codeswitching, CA approach, Arabic-French-English trilinguals, functions

1. Introduction

While a substantial body of literature exists on CS, it is evident that CS offers
abundant avenues for further exploration. Moreover, some CS functions identified
in previous literature fail to provide a satisfactory explanation for why speakers'
codes switch instead of continuing the conversation in the primary language. To
elaborate, Auer (2007) states that "frequently, we get lists of conversational loci for
code alternation and examples, but no sequential analysis is carried out to
demonstrate what exactly is meant, for example by 'change of activity type,' or by
'reiteration” (p. 120). According to Li (1994), CS is a creative language practice, and
thus, an instance of CS may be interpreted in various ways depending on how other
participants interact with it (Auer, 1984). Therefore, there is a need for a
comprehensive investigation that delves into the functions of CS.

This study aims to fill the gaps in the literature by examining CS among Maghreb
Arabic-French-English trilingual adult speakers. By focusing on this specific
linguistic context, the study intends to identify the underlying functions that drive
the use of CS among the participants. The study begins with a literature review on
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CS. It then introduces the research question, details about the participants, data
collection, and analysis processes. Subsequent sections encompass the presentation
and in-depth discussion of the results. Finally, the article culminates in summarizing
the outcomes and offering pathways for future research in this dynamic field.

2. Literature review

2.1. CS in trilinguals

Oksaar's (1977) study on her trilingual son's acquisition of German at the age of 3.11
was the first study on trilingual CS (Edwards & Dewaele, 2007). Oksaar observed
her son using CS for various reasons, such as drawing attention, getting clarification,
and filling in vocabulary gaps. The study found a transfer of words between Estonian
and Swedish, with some words used in a different context in German. However,
trilingual CS within a sentence was not found. Chevalier (2015) conducted a notable
study on trilingual language development, examining two children, Lina and Elliot,
from the ages of two till four aged Lina's background includes Swiss-German,
Belgian French, and American English, while Elliot has Swiss-German and English
roots, plus exposure to French in daycare. Both had low rates of intrasentential
mixing, but Lina showed more mixing between sentences (intersentential mixing).
Chevalier attributes this to Lina's imbalanced language exposure versus Elliot's more
balanced trilingualism without a dominant language. Mosca's study (2019)
examined how trilingual individuals in their late twenties select languages when
switching. The results showed that all three languages compete for selection and that
the process involves suppressing irrelevant languages based on proficiency and
typological similarity. In summary, the above-mentioned studies contribute valuable
insights into CS behavior and multilingualism in terms of theory, methods, and
comparisons. However, the present study differs in linguistic context, participant
demographics, and research focus.

In conclusion, trilingual CS studies have gained significant momentum over the
past few years, with researchers from different disciplines showing more interest in
trilingualism and recognizing its unique characteristics compared to bilingualism.
This shift in focus has shed light on the complexity and fluidity of language use in
multilingual contexts. Trilingual CS research has also contributed to our
understanding of how the trilinguals' use of languages is influenced and shaped by
different sociolinguistic and psycholinguistic factors.
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2.2. Terminology issues

Defining CS has always been a bone of contention among many researchers.
According to Milroy and Muysken (1995), "the field of code-switching research is
replete with a confusing range of terms descriptive of various aspects of the
phenomenon. Sometimes the referential scope of a set of these terms overlaps and
sometimes particular terms are used in different ways by different writers" (p. 12).
Such confusion can be attributed to the fact that "scholars do not seem to share a
definition of the term. This is perhaps inevitable, given the different concerns of
formal linguists, psycholinguists, sociolinguists, philosophers, anthropologists, etc."
(Nilep, 2006, p. 1). To elaborate, some researchers have focused on the grammatical
aspects of CS (e.g., Poplack, 1980), some focused on the psycholinguistic
perspective (e.g., Grosjean, 1982), and some on the sociolinguistic perspective (e.g.,
Shin, 2010). Each discipline has its unique way of explaining and even defining CS,
a situation aptly articulated by Alvarez-Caccamo (2002), who states that:

The first thing that has intrigued me for some time is how, in the 50 or so years
of history of the term "code-switching", the literature has come to encircle such
a number of varied communicative phenomena into a single label, and how this
label has been hyper technified to the point of producing offshoots such as

"o o<

"code-mixing", “code-shifting”, and so on. (p. 1)

Before presenting the specific definition adopted in this study, I find it essential to
provide the reader with some of the definitions of CS attested in literature. CS is “the
juxtaposition of two codes (languages). . .perceived and interpreted as a locally
meaningful event by participants” (Auer, 1999, p. 310). “People. . .select a particular
code whenever they choose to speak, and they may also decide to switch from one
code to another or to mix codes even within sometimes very short utterances and
thereby create a new code in a process known as code-switching” (Wardhaugh,
2006, p. 101, italics in original). “code-switching constitutes the skilled
manipulation of overlapping sections of two (or more) grammars” (Poplack, 1980,
p. 601). CS is the situation where “elements of two or more language varieties are
found in the same clause, but only one of these varieties is the source of the morpho-
syntactic frame for the clause” (Myers-Scotton, 2006, p. 241).

To conclude, the literature is rich in various definitions of CS. However, for this
study, CS is defined as using more than one language within sentence boundaries or
between sentences in the same conversation by the same or different speakers.
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3. The study

This research aims to answer the following question:

RQ: What are the functions underlying the use of Maghreb Arabic-French-English
CS as used by the participants in this study?

3.1. Participants

The study focuses on a sample of three male Master’s degree students (mean age:
23.3 years). They share the same nationality as their parents, with two participants
from Morocco and one from Algeria. The participants have varying socioeconomic
statuses, and their majors include chemical engineering and tourism management.
They are sequential Arabic-French-English trilinguals acquiring languages through
natural exposure and formal education. French was introduced in primary school,
while English was introduced in intermediate school. The participants have different
levels of proficiency in French and English. Their parents speak Arabic exclusively,
and their siblings speak various languages. These factors provide important
information for understanding the participants’ CS behavior. Table 1 illustrates and
summarizes the most essential information of the participants based on their answers
to the questionnaire'. For the sake of privacy, pseudonyms are used to replace real

names.
Table 1. Characteristics of participants

Participant Nationality Age Language AO LP (%) YL  Language Degree
F E F E F E preference

Yassin Moroccan 23 A/F/E 10 15 65 50 13 8 A MA
Walid Algerian 22 A/F/E 9 11 80 80 12 9 A MSc
Gafor Moroccan 25 A/F/E 5 13 8 70 17 8 A MSc

Note. A = Arabic; F = French; E = English; AO = Age of onset; LP = Level of proficiency; YL = Years of
learning; MA = Master of Arts; MSc = Master of Science.

3.2. Data collection procedure

The data collection process involved multiple steps to ensure gaining sufficient
natural data for addressing the research question. These steps mainly included: 1)
Selective sampling, that is, deciding on the criteria for selecting participants based
on the researcher’s own choice (Creswell, 2014). 2) Contacting friends and
colleagues and asking them to fill out a questionnaire and nominate some potential
participants, known as snowball sampling. 3) Identifying qualified participants
based on their answers to the questionnaire. 4) Selecting participants through
convenience sampling (Dornyei, 2007). 5) Audio-recording the conversation; more

! https://docs.google.com/document/d/1-
Dv3dSNFDrn5pQ8WDvWIsC2Fqd2gGGek/edit 7usp=sharing&ouid=110498117658556072619 &rtpof=true&sd=true
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specifically, data collection occurred in a laboratory setting, encompassing a
continuous session lasting 58 minutes and 27 seconds. The deliberate choice of the
laboratory, located on the participants’ university campus, was driven by various
considerations; notably, its familiarity and conducive environment facilitated
participant engagement. Furthermore, the laboratory’s state-of-the-art audio
recording equipment ensured optimal recording quality. Finally, the inherent
tranquility of the setting minimized the risk of interruptions, thereby enabling the
collection of undisturbed data. The recorded session comprised an informal
conversation among the participants. It is essential to emphasize that the discussion
was free from guidance, manipulation, and the researcher's presence, aligning with
the study’s commitment to capturing naturalistic data; participants were allowed free
rein regarding the choice of topics and language(s) used. Limited information about
the study’s true nature was disclosed to avoid influencing CS occurrences or
patterns. 6) Conducting an interview to explore participants’ CS behavior further.
This research methodology entailed interviewing a randomly selected participant to
further investigate his use of CS in the conversation. The interview process was
conducted one-on-one, lasting approximately 30 minutes. The interview began with
the participant listening to a recording of his conversation. Following this, the
participant was asked to explain his use of CS.

3.3. Data analysis procedure

The qualitative data analysis process followed a chronological sequence of
procedures. Firstly, the study’s core corpus was transcribed manually. A native
Maghreb Arabic colleague aided in the transcription, following the conventions in
Appendix A and the transliteration system in Appendix B. Notably, in the English
translation, instances of CS are underlined, considering the switching occurring
between the same speaker’s turns. Another native Maghreb Arabic speaker then
double-checked the transcription. Next, the conversation was segmented into topics,
turns, and utterances. Codeswitched elements were identified. CA, combined with
information from the questionnaire, was applied to analyze each instance of CS,
focusing on determining its functions. Auer (2007) states that a successful approach
to studying CS “might . . .consist of analyzing the signaling value of the juxtaposition
of languages and deriving the conversational meaning of code-alternation from it”
(p. 119). Accordingly, Auer suggests that to reveal the true function of a CS
occurrence, we should look at the preceding and following turn(s) and try to
determine the function in relation to the conversation itself and the participants
involved. According to Stroud (1998), Auer’s sequential approach necessitates
exploring the functions achieved by CS by studying the conversation as a whole,
taking into account turn, participants, and context rather than dealing with isolated
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CS occurrences. Judgments made by the researcher were compared with those from
the interview (see above) to ensure accuracy. In cases of discrepancies, the instances
were reevaluated, and appropriate decisions were made. The analysis process
involved presenting and discussing each identified function of CS, using
representative examples from the data.

4. Results and discussion

Upon careful analysis of the data, it has been ascertained that the use of CS by the
participants in the present study can be encompassed within three overarching
categories, namely participant-related, language-related, and discourse-related
functions. It is worth mentioning that although this outcome seems consistent with
Auer’s (2007) previously reported research findings, Auer has not addressed the idea
of language-related functions. However, it should be noted that classifying instances
of CS into categories was not a straightforward process, as certain examples of CS
could be perceived as being related to more than one category or even multiple
functions within the same category. For instance, the choice to discuss a particular
topic using a specific language may be attributed to either language proficiency or
identity confirmation. Moreover, in the same example, different functions of CS
might be identified; however, only CS occurrences that serve the function in
question will be dealt with.

4.1. Participant-related functions
The participant-related functions of CS are primarily categorized into two functions,
namely identity confirmation and filling linguistic gaps.

4.1.1. Identity confirmation

The research findings reveal that the individuals under study engaged in CS to affirm
their in-group membership, thereby manifesting their social identity. This was
evident through their adoption of the language used by the preceding interlocutor, as
observed in their utilization of identical vocabulary or linguistic preferences.
Additionally, participants used CS to affirm their multilingual identity, as
demonstrated by the repetition of certain lexical items in alternative languages or the
intermittent inclusion of words from disparate linguistic systems. Intriguingly, these
instances of CS appeared to lack explicit communicative intent or functional
significance.
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Example 1:

(1) Walid: [...] ka:nu: jihku:li: €alal-prix ?al?asSa:c illi: ka:nu: jikcu: bizhum ka:nu:
tagri:ban ?il-average ka:nat forty hattal-fifty lamma: nihna: was‘alna ?il-average
ta:qil-prices ka:nu: hawa:li: sabSin [...]

(2) Gafor: ?anal-Sa:m ?illi: fa:t is's‘ara:hah il¥a:m ilfa:?it kanha:wil ?inn:1 nidfa$
applyee ba;/ naxud private room wala:kin ga:lu: lijja: bl:1 s*afb s‘aSh

(3) Walid: where like here in the Magister?

(4) Gafor: ?i:h here in the Magister

(5) Walid: Okay

(6) Gafor: ga:lu: lijja: s‘aSh qga:lu: lijja: s‘aSbah [wajjah

(7) Yassin: zaSma: ?il-process ka:n /

(8) Gafor: c’est pas question de process qa:lu: lijja: ?ana: ja¥ni: ?innak s*a¢b ?innak
ta:xud private room

(9) Walid: non pour moi c’était impossible ma:[i: yayr s‘afbah qallak la: ma fi:f
imka:nijjah it'la:qan ?innak ta:xud ba:[

Example 1: Translation

(1) Walid: They used to tell me about the prices they used to pay for rent; they were
around the average of forty to fifty. But when we reached, the average of the prices
was around seventy.

(2) Gafor: Last year, honestly, I tried to pay an application fee to get a private room,
but they told me it was difficult, very difficult.

(3) Walid: Where, like here at Magister?

(4) Gafor: Yes, here at Magister.

(5) Walid: Okay.

(6) Gafor: They told me it was difficult really difficult.

(7) Yassin: It seems the process was

(8) Gafor: It is not about the process, they told me that it is just difficult to get a
private room.

(9) Walid: No, for me, it was impossible. It is not just difficult; there is absolutely
no possibility for you to get one.

This example exemplifies the use of CS for identity confirmation (social and
multilingual). Walid confirms his multilingual identity through his translation of the
French term ‘prix’ into Arabic, despite all speakers being trilingual. Given their
shared linguistic repertoire, this translational act may appear redundant for effective
communication. Furthermore, Walid’s switching to English when using numerical
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expressions lacks communicative intent or functional necessity. Moreover, Gafor, in
line 4, aligns with Walid’s language choices and lexical preferences from the
preceding utterance. This accommodation subsequently prompts Yassin, in line 7,
to incorporate an English word within his Arabic utterance. Notably, the presence of
this English word, having a cognate in French, triggers Gafor‘s CS into French,
subsequently influencing Walid to follow suit, thereby initiating a chain-like CS
sequence.

In contrast to Bullock and Toribio‘s (2009) perspective that CS can be
unintentional and devoid of purpose, my study takes a contrary stance. Their
assertion highlights that not all instances of language alternation in bilingual speech
necessarily convey a specific communicative intent or purpose. For certain bilingual
individuals, CS may simply serve as an alternative way of speaking, wherein they
engage in such language shifts because they can do so, even without conscious
awareness of their CS behavior (ibid).

However, in my paper, I argue that CS, even when seemingly lacking an explicit
purpose, affirms the speaker’s linguistic identity. Even in cases where the participant
could not provide a clear rationale for his CS during the interview, the confirmation
of linguistic identity emerges as a compelling explanation for its occurrence. This
perspective posits that using CS serves the inherent purpose of reinforcing the
speaker’s linguistic identity.

4.1.2. Filling linguistic gaps

The study reveals that participants engaged in CS as a means to bridge linguistic
gaps, which can be attributed to several factors. Firstly, certain linguistic expressions
or equivalents were unfamiliar or even unknown to the participants, likely due to the
context of acquisition. This finding aligns with Grosjean’s (2015) complementarity
principle, which suggests that bilinguals may lack proficiency in certain linguistic
aspects. Secondly, participants experienced temporary lapses in memory, as
indicated by hesitation sounds during speech production. These hesitations indicate
momentary difficulties in accurately retrieving or recalling specific terms or
expressions.

Example 2:

(1) Yassin: ?ida: ka:nat rentable li:ha:

(2) Walid: qultlak ?ida: hijjah bayat

(3) Gafor: wa ?ida: ka:nat rentable lildzaza:?ir bit'abi:Satil-ha:l

(4) Yassin: fi: dzami:(il-hala:t rentable lildzaza:?ir hi:t ya:da ta:xud Yandhum ?il-
fees di:ja:wil mat'a:r
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Example 2: Translation

(1) Yassin: If it is profitable for it.

(2) Walid: I told you if it wants it.

(3) Gafor: And if it is profitable for Algeria, naturally.

(4) Yassin: In all cases, it is profitable for Algeria because they will charge them the
airport fees.

Based on the questionnaire data, it is evident that Yassin is pursuing a degree in
tourism management and that the language of instruction for his undergraduate
studies was French. However, for his master’s degree, the language of instruction
has shifted to English. Consequently, specific specialized terms or terminology such
as ‘rentable’ and ‘fees’ - essential for his field of study - may not have readily
available Arabic equivalents in his linguistic repertoire. Alternatively, if Arabic
equivalents do exist, they may be unfamiliar to Yassin, requiring additional time and
effort for him to access and use them effectively. This observation, which aligns with
the findings from the interview, explains CS from Arabic to French and English in
the above example.

Example 3:

(1) Walid: [...] ha:bbi:n jihtad*nu: kull ?il ki:f nqu:] ha:dihil-?ahda:0-?icrija:d‘ijjah
ha:di: fi: ?a:sjah ha:lijjan qat'ar rah ticdga$ hi:k maSal-mustagbal fa-humma ?il-
vision ta:Chum ka:nat aaa a long terme voila a long terme

(2) Yassin: ba¢d faqat’ min ka:sil-Sa:lam biwahduh

(3) Walid: rah ji:d3u: rah ji:dgu: kti:r events illi: rah tihtad‘inhum gat‘ar so they will
be hosted by Qatar and (.) la plupart ta:§ ?il ta:§ ?1li: hkayt falayhum ?inta ?isma:
aaa hébergement ka:nu: ka:nu: des tentes ka:nu: kulhum xijam voila démontables
tigadar thutthum min baSidha [...]

Example 3:

(1) Walid: They want to host all these, how do we say, sports events in Asia
currently. Qatar will go back to being like that in the future. Their vision was a long
term.

(2) Yassin: After the World Cup.

(3) Walid: Many events will come, and Qatar will host them. Most of the
accommodations you mentioned earlier were tents, all of them were removable. You
can set them up and then dismantle them afterward.
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In the provided example, it is clear that Walid encountered transient memory
lapses, as evidenced by hesitations during his speech. These hesitations indicate that
Walid faced challenges in retrieving or recalling specific terms or expressions with
precision. As a result, he resorted to CS as a strategy to overcome these difficulties.
For instance, he used the phrase ‘des tentes’ (French for ‘tents’) when the
corresponding term momentarily eluded him. However, once he recollected the
appropriate word in Arabic (the primary language of communication), he used it
accordingly.

4.2. Language-related functions
The language-related functions of CS are primarily categorized into two functions:
economy of pronunciation and filling linguistic gaps.

4.2.1. Economy of pronunciation

The study reveals that the participants engaged in CS to circumvent the use of words
that posed challenges in terms of pronunciation or required additional time and effort
due to their length. Using CS, the participants opted for alternative language choices
that offered easier pronunciation or more concise expressions.

Example 4:

(1) Yassin: first class tigdar tim[i: bi:ha: bigal min ha:dal-taman fil-tram
(2) Gafor: fil-tram

(3) Yassin: fil-tram

(4) Gafor: fil-tram first class ya: tku:n bihadi:k §ifri:n ju:cu:

(5) Walid: the problem he will take the same time

(6) Yassin: wi da:ba: ka:¢ ma¥ hada:k aaa high-speed train

Example 4: Translation

(1) Yassin: You can travel in first class for less than that price on the tram.

(2) Gafor: On the tram.

(3) Yassin: On the tram.

(4) Gafor: On the tram, first class will cost around 20 euros.

(5) Walid: The problem is that the tram will take the same amount of time.
(6) Yassin: Now, with the high-speed train, everything will change.
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In the given example, it is notable that Yassin engages in CS during line 6 by
incorporating English into his speech. Specifically, he opts to use the expression
‘high-speed train’ instead of its Arabic equivalent, ‘qit‘a:r fa:?equs-surSah.” This
choice of CS can be attributed to Yassin’s acknowledgment, as indicated during the
interview, of the greater ease of pronunciation associated with the English
expression compared to its Arabic counterpart. This decision reflects Yassin’s
conscious use of CS to ensure smoother articulation and linguistic flow within the
conversation.

4.2.2. Filling linguistic gaps

The study reveals that participants resorted to CS as accurate equivalents were not
readily available in the dominant language of the conversation. The purpose of CS
was to prevent communication breakdowns caused by the lack of exact terms or
expressions.

Example 5:

(1) Yassin: tkammal zaSma:1-bini:

(2) Walid: ?isma: la contribution ta:¢ 1’gouvernement algérien [wajjah ¢a va fil-
domain ha:da

(3) Yassin: hnajjah Yandna du:k les promoteurs immobiliers ?illi: kaidi:clik fi: Yanna:
des gammes /

(4) Walid: c’est un secteur privé

(5) Yassin: hinna: les gammes dija:lis-sakana: ka:jin {andak sakan iqtis‘a:di wa
ka:jin Sandak moyen standing wa ka:jin Sandak haut standing hadu:lit-la:tah dija:l
zaSma: les gammes li: katixta:r minhum wi katfu:f ajja wahdah li: hijjah mna:sbak
?aktar binnisbah li:k nta:jja €ala: hasb Su:d ta:ni:

Example 5: Translation

(1) Yassin: You can continue building.

(2) Walid: The contribution of the Algerian government in this domain is
satisfactory.

(3) Yassin: In Morocco, we have real estate developers who provide different
housing options.

(4) Walid: It is a private sector.

(5) Yassin: We have housing categories available, including affordable housing,
medium standing, and high standing. These different categories of housing options
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allow you to choose the one that suits you best according to your preferences and
needs.

In the given instance, Yassin, in line 4, uses CS from Arabic to French by using
the phrase ‘les promoteurs immobiliers.” As explained during the interview, Yassin
implements this linguistic maneuver to exemplify that the Arabic equivalent, namely
‘munSif iqtis‘a:di:’> does not encompass an identical conceptualization.
Consequently, using the Arabic counterpart, which lacks the exact semantic nuances
inherent in its French alternative, may potentially lead to a breakdown in effective
communication.

4.3. Discourse-related functions

CS can serve as a contextualization cue that is discourse-related. The discourse-
related functions of CS are primarily categorized into three functions, namely
initiating a turn, clarifying, and correcting mistakes.

4.3.1. Initiating a turn

The study observed the use of CS as an indicator to initiate a turn in the conversation.
The participants used CS as a pragmatic strategy to signal their intention to speak
and assume their conversational turn. By incorporating a different language,
participants effectively captured the attention of other interlocutors and asserted their
readiness to contribute to the ongoing discourse.

Example 6:

(1) Gafor: >> there is a huge difference la: 1a: Yandul-haq
(2) Walid: ?il?ifka:l wayn ?anhum humma: ka:nu: hikka
(3) Yassin: la:

(4) Walid: >> they were like that no wait

Example 6: Translation

(1) Gafor: There is a huge difference. He is right.
(2) Walid: The problem is that they were like that.
(3) Yassin: No.

(4) Walid: No, wait. They were like that.
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Providing additional contextual information to facilitate an exhaustive
comprehension of the given example is essential. The scenario revolves around an
intense discussion among the participants about the Amazigh people's appellation as
‘Berber.” A contentious dispute emerged regarding the potentially offensive nature
of the term ‘Berber.” Notably, the discourse was characterized by recurrent
interruptions, impeding the smooth flow of conversational turns. In this context, CS
emerged as a valuable linguistic device used by the participants to convey their
intention to speak and assert their entitlement to the conversational floor.

4.3.2. Clarification

The study reveals that the participants used CS to explain or clarify certain concepts
or ideas. By switching to another language, the participants sought to leverage a
broader linguistic repertoire, thereby enhancing their ability to convey information
effectively.

Example 7:

(1) Gafor: jaSni: rahla:t rahla:t ma: bayn mudun ma: bayn ?ildzanu:b wa-[fama:l
(2) Walid: yes yes but it’s kinda expensive

(3) Gafor: jaSni: ?inna:s ka:nat

(4) Walid: li?annu: muhtakari:n git'a:¢Y muhtakar there are only like two airline
companies two airlines only |[...] so ?ida: ka:n Yandak faqat® two fa-rah jihtakru:
?issu:q rah jifrid®/

(5) Yassin: prices li: baya:

(6) Walid: ?ajwah rah jifrid® ?aj prices huwwa jalli: jifrid*ha: 1?annu: Sumu:man ?il-
prices ki:f jitSallaqu: bilfard® wi-t't'alab ?i0a: ka:jna: compétition jaSni: Sindak la
concurrence fi le marché ?ida: mif la:qi:n la concurrence fi le marché ma¥na:ha
jigadar jifrid*® Paccusu:m ?illi: jihib wi-nta rah tku:n mahtu:m ?annak titSa:mal maSa:h
nuqt‘ah Oa:nijah fil-dzaza:jir c’est que Yandna [...]

Example 7: Translation

(1) Gafor: He means flights between cities in the south and north.

(2) Walid: Yes, but it is expensive.

(3) Gafor: So, people were.

(4) Walid: Because it is a monopolized sector; there are only two airline
companies. So, if you only have two, they will monopolize the market and impose.
(5) Yassin: Prices that it wants.

(6) Walid: Yes, it will impose any prices it wants because prices, in general, depend
on supply and demand. If there is no competition in the market, it can impose
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whatever fees it wants and you will be forced to deal with it. Another point in Algeria
is that we have.

In the given instance, Walid endeavors to elucidate the concept of monopoly as a
causal factor for the escalation of ticket prices. Notably, Walid strategically uses
French and English expressions within an Arabic discourse to convey and explicate
this notion effectively. This deliberate CS serves as a linguistic strategy Walid uses
to enhance the clarity and comprehensibility of his explanation. By integrating
French and English terminology, Walid adeptly conveys the intricacies and nuances
associated with the concept of monopoly, thereby facilitating a more exact and
accurate depiction of its impact on the rise of ticket prices.

4.3.3. Correcting mistakes

The study findings indicate that the participants used CS as a mechanism to correct
mistakes during communication. When encountering an error or inaccuracy in their
speech, the participants seamlessly switch to another language to rectify the mistake.
By doing so, they could immediately provide the correct information or expression
and ensure accurate communication.

Example 8:

(1) Gafor: jaSni: Yadadil-?ama:kin walla: ?aktar min Sadadil-?afxa:s® ?illi: ka:jna
(2) Yassin: humma: ka:nnu: da:ba: kaju:dzdu: la wa:hid mega event ?il-mega event
daja:l ka:sil-a:lam ka:n xa:s’hum fi:ni: accueilju: ?anna:s wa jidzi:bu:hum
lafandhum da:ba: hada:k fi: li: baqa: du:k ?il-flat ?aw hada:k [i: ?illi: tqa:du: les
appartements kulhum

Example 8: Translation

(1) Gafor: So, you mean the number of places is either equal to or less than the
number of people who are there.

(2) Yassin: They were actually preparing for a mega event, the World Cup, which
was specifically to welcome people and bring them to their country. Now, that is
why all the flats or apartments are occupied or reserved for this purpose.

In the above example, Yassin uses CS as a corrective measure in response to an
error made in using the singular form of the word ‘flat’ instead of its appropriate
plural form. To rectify this linguistic mistake, Yassin used a codeswitch to French,
using the plural form of the word ‘flat’ in French, ‘les appartements.’ This strategic
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application of CS serves as a linguistic tool used by Yassin to amend linguistic
oversight by introducing the accurate plural form of the word, thus ensuring
linguistic precision and accuracy in the discourse.

4.4. Interview

Findings from the interview show that the combined use of CA and additional data
sources, such as questionnaires, demonstrated a high degree of efficacy in making
accurate inferences about the underlying reasons for CS. However, certain
exceptional cases existed where the underlying reasons for CS could not be
adequately inferred using this approach. For example, the use of CS due to recency
of use or avoiding speech impairment was problematic to ascertain through this
method. Furthermore, there are instances where the interviewed participant could
not provide any explicit reason for his use of CS. In such a case, the explanation was
the need for identity confirmation as a multilingual speaker.

5. Conclusion

In summary, the analysis of the data on CS in this study revealed three overarching
functions: participant-related, language-related, and discourse-related functions.
Participant-related functions include affirming identity and filling linguistic gaps.
Language-related functions involve economizing pronunciation and filling linguistic
gaps. Discourse-related functions encompass initiating a turn, clarification, and
correcting mistakes. However, it is important to acknowledge a limitation of this
study, which is the relatively small number of participants. While our findings
provide valuable insights into the functions of CS, the limited sample size may
impact the generalizability of these findings. Therefore, it is plausible to consider
that including more participants in future CS studies may unveil additional functions
inherent in this linguistic phenomenon. Finally, I propose that engaging participants
in CS studies specifically designed to investigate the underlying motives for CS
would be a valuable avenue for research. This suggestion arises from the recognition
that established approaches, such as the CA approach, occasionally encounter
limitations in fully elucidating the genuine impetus for CS.
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Appendices
Appendix A
Transcription conventions
Symbol Meaning
>> Speaking louder
77? An inaudible gap in the conversation
() A short pause (less than 3 seconds)
() A medium pause (3 to 6 seconds)
(...) A long pause (more than 6 seconds)
hhh Laughter
[ Overlapping speech

mmm, eee, aaa

Hesitation sounds

normal font

CS for Arabic

bold font CS for English
underlined font CS for French
italicized font Borrowing
An incomplete utterance
[...] Intentional omission
/ Interruption
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Appendix B
Note on transliteration

I use the standard system for transliterating Arabic into the Latin script, which is
called the International Phonetic Alphabet (IPA) for Arabic. Gemination is
represented by doubling the consonant. Transliteration is based on pronunciation.

Arabic consonants IPA Arabic consonants IPA
s ? o= d
@ b b ¢
& t L of
< 0 d q
z ds d Y
z h - f
Z X S q
2 d & k
3 ) J 1
B c m
D z o n
S S ° h
o I 3 w
U s < J
Arabic Vowels Description IPA

Short open front vowel
Short close back vowel
Short close front vowel
/s Long open front vowel
5~ Long close back vowel
— Long close front vowel

3

2 E R = e |
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Embracing blackness: The on-screen representation of African
American English by white American actors

Storms of controversy have always surrounded entertainment media. The stereotypical representations
projected through films are generally known for involving inaccurate depictions of people, which may not
be evident to the viewer, resulting in tacitly comprised misconceptions about languages or dialects.
Associated with slavery and the underclass, AAE has historically been perceived as a low-prestige variety.
Unconventionally, actors of non-African descent have become users of AAE, a phenomenon Rampton
(1997) calls “language crossing”; however, they seemingly adopt it to portray certain characters. This issue
was the cornerstone of the present research investigating this questionable use of AAE. A language attitude
inquiry was conducted to analyze the speech of three white American actors employing AAE. Based on the
findings, it was revealed that AAE was implemented when the character is a miscreant with a propensity
toward criminality but abandoned when playing the role of a lawman. This was indicative of outsiders’
perpetuated stereotypical treatment of AAE, impressionistically regarding it as an uncultivated substandard
variety.

Keywords: films, AAE, language crossing, white American actors, stereotypical

1 Introduction

Over the past few years, considerable attention has been steered toward the distinct
spoken dialects of English. The structural and functional variations among these
dialects have resulted from the hybridization of English and the complex changing
realities of human experience. Notably, race and ethnicity were two driving forces
that prompted the development of a variety exclusively pertinent to the African
American people. With the advent of the socio-political phenomenon known as
political correctness, the nomenclatures of Black English (BE) or Black English
Vernacular (BEV), i.e., Labov (1972) had to be revised. Today, African American
English (AAE) is widely used as an accepted terminology, and often, the word
vernacular is attached to it, so African American Vernacular English (AAVE!) was
added.

' AAE and AAVE are used interchangeably in the present article.
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With the globalized spread of English, light has been shed on a phenomenon called
“language crossing,” which is encapsulated in the idea of speaking the dialect or
variety that is not expected from its user “because it is not normally thought to belong
to them” (Rampton, 1997, p. 16). As the film industry is notoriously known for the
dominance of American productions, the process of distributing movies draws
attention to the daunting task language performs. The intentionality of utilizing a
language or dialect over the other lies in delivering audiovisual content that
communicates specific cultural and ideological references, which, through media
discourse, will inevitably shape the viewer’s impression of the character performing.

But what if the latter, having a different ancestral background, speak a dialect that
is racially germane to a specific group of individuals? Mainly, how is AAE conveyed
through film by users not necessarily of African descent? Are there any justifiable
reasons why a white character would have an accent that is not supposedly ‘theirs’?
That is telling of what exactly? These vexed questions segued into the undertaking
of the present research, which sought to investigate how AAE is depicted in media,
especially in the cinematographic discourse of non-African American movie actors,
and examine its application reflecting on the user’s background.

2 Theoretical and empirical background

2.1 History of AAE

Language is affected by social differences, including gender, religion, age, power,
economic status, education, race, and ethnicity (Labov, 2001, p. 246). These factors
translate into distinct linguistic identities and speech patterns called dialects or
varieties. Ethnicity, being one of these social determinants, prompted the emergence
of a unique dialect associated with African Americans called African American
English (AAE), “which is so politically ‘hot’ that it has been constantly labelled and
re-labelled” (Holmes, 2013, p. 418). The arrival of Africans to European America
meant bringing their own cultural beliefs and ideals, which ultimately resulted in the
emergence of a distinctive language system proper to them called “Black English,”
more impolitically known as “Negro English” or Ebonics. This speech style, now
encompassing alternatively less-pejorative labels, namely AAE and African
American Vernacular English (AAVE), represents the linguistic identity of black
people and has strong ties with their Africanity and life experience in (white)
America.

AAVE initially emerged as a code of communication among ex-slaves to grow
into a culturally motivated variety eventually. When researching the historical
background of AAE, two major schools of thought discuss AAE's origins. These
include the creolist hypothesis that is supported by Stewart (1967), Dillard (1972),
and Rickford (1998), and the Anglicist view which is advocated by Ewers (1995),
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Kautzsch (2002) and Poplack (2006). Both camps are based on monolithic theories
of how AAE gradually surfaced where “arguments in favor of one or the other
hypothesis have at times triggered quite polemical discussions” (Ewers, 1995, p.1).

2.2 The language system of AAE

AAE is assumed to be a flawed language full of mistakes and mispronunciations
when, in fact, it is rule-governed and internally systematized. Even though it is not
always socially approved, AAE is still as complex and valid as Standard American
English (SAE) or Mainstream American English (MAE) with its own logical
linguistic regularities. In this respect, AAE has been empirically demonstrated to
have specific phonological, syntactic, morphological, and lexical properties,
establishing it as a variety in its own right.

Based on Green’s (2002) framework, the phonology of AAE includes a wide array
of distinctive traits, namely “th” sound patterns where the sounds (¢, d, f, v) occur in
positions in which the th ([0], [0]) sounds occur in MAE, i.e., ting—[tin]—thing,
dese—[diz]—these; liquid vocalization which is when the “7”” and “/” sounds follow
vowels within words, they are produced as an unstressed vowel, if any sound at all,
i.e., brotha—[brAdo]—brother, pia—[pio]— pill; “-in” sound pattern where the
sound ng (y) in -ing suffix is realized as n in multisyllabic words, i.e.,
runnin’—running; “-skr” sound pattern is when skr occurs in syllable initial position
where str occurs in MAE, i.e., skreet—[skrit]—street. Regarding grammar, AAE has
its own sense of syntactic structures. Table 1 shows the AAE properties suggested
by Green (2002), Wolfram (2004a), Green (2004), and Wolfram (2004b). (see
Appendix 1)

As far as vocabulary is concerned, Widawski (2015) proposes a list of distinct
lexical attributes associated with AAE, namely ‘candy’ which signifies cocaine, i.e.,
you mad at me cause I'm ballin’ and I got that candy cane, ‘big time’ which means
totally, i.e., somebody fucked us up big time man!, ‘in the house’ which is another
term for among us, i.e., the entire family’s in the house, ‘paper’ which denotes
money, i.e., that’s a lot of paper dawg, ‘house nigga’ which refers to an African
American who acts subserviently toward a white employer, i.e., Uncle Colin was a
house nigga did what massa Bush told him to do, etc.

2.3 Language crossing

Rampton (1997) defines language crossing as when a person uses “a language which
isn't normally thought to belong to them” (p. 16). He describes this phenomenon as
“a sense of movement across social or ethnic boundaries” and that “through crossing
people evoke social images/personae they admire, desire, fear, despise, etc.” (p. 16).
This sociolinguistic practice is thus representative of those who align with a culture
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that is not theirs by employing a speech pattern that contradicts their ethnic
background.

Teenagers identifying with African culture use linguistic elements associated with
AAE in their speech because, to them, it is considered a ‘flavored’ way of speaking.
Their affiliation with AAE is influenced by the black culture, specifically hip-hop
and rap music, which have increasingly gained prominence. AAE, on the other hand,
as Bucholtz (1999) comments, “becomes a commodity that urban-identified
European American youth can easily appropriate” (p. 445). This is to stress that when
adopting a distinct language style because it is trendy, it becomes not only a matter
of linguistic appropriation but more of an issue of stripping the cultural significance
of that dialect because it was not approached with awareness.

2.4 A sociolinguistic vantage point

The environment in which most Americans are brought up does not allow for
linguistic tolerance and inclusion of varieties like AAE, which is constantly
denigrated. Green (2002) delves into this issue and notes that it is a question of
espousing a socio-political exclusionary ideology where:

“Social attitudes toward AAE can be summarized by statements such as [..]:
People should go back to their own country if they can’t speak proper English.
You can speak your own language, but don’t force somebody else to have to
suffer and listen to it.” (p. 217)

Based on the fallacy of received language prestige, how a group speaks can be
contingent on several factors, including their social background. For instance, the
speech pattern of an elite group is highly thought of in comparison to a factory
worker's. However, nothing is inherently right or wrong about how underclasses use

their language to communicate. Within this context of societal schism, Wolfram
(2004b) argues that:

“The dichotomy between standard and vernacular may be viewed as the symbolic
token of a class struggle [in that] those who speak less standardly do not value
standard speech [..] rather, they use vernacular speech forms as a symbolic
expression of separation from the upper classes with whom they conflict.” (p.63)

The stigmatized reputation of AAE has branded it as a socially unacceptable
pattern of communication and prevented its speakers from being integrated into the
majoritarian American society and labor market. Baugh (2004) comments that
“classifications of African American linguistic behavior as “a dialect of English” or
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“a language apart from English” have tremendous political, educational, and
financial implications” (p. 309).

2.5 Standard Language Ideology (SLI) and sociolectal variation

Lippi-Green (2012) defines Standard Language Ideology (SLI) as “a bias toward an
abstract, idealized homogeneous language, which is imposed and maintained by
dominant institutions and [...] drawn primarily from the spoken language of the
upper middle class” (p. 67). Standard language varieties, hence, like MAE, are held
in high regard because of the white privileged majority of its users in contrast to
AAE, which is accorded low prestige considering the historical legacy of slavery and
racism Africans had to face; therefore, it is thought of as the variety of the
‘powerless’ and the ‘uncultured.’ Lippi-Green (2012) comments that:

“Dominant institutions promote the notion of an overarching, homogeneous
standard language [and this] language is primarily white, upper-middle class, and
middle American; it is often claimed to be “unaccented.” But of course, it is
accented, like all other language varieties. It just happens to be the accent of the
mainstream.” (p. 294)

In this regard, Holmes (2013) points out that English standard varieties, including
MAE, are social dialects that are distinguishable not only by their grammatical
structures and sentence patterns but also by the social and regional variations (p.
140). The uncompromising dogmatic mantra of nationalism to speak uniformly that
the majority group argues for makes, in the words of Lippi-Green (2004), the need
for “linguistic assimilation to an abstracted standard” crucial and thus “portrayed as
a natural [process], necessary and positive for the greater social good” (p. 294),
which may actually lead to the ghettoization of linguistic minorities, i.e., AAE.

2.6 AAE in cinema

Given the consequences of misrepresenting, stereotyping, and mischaracterizing
African Americans, moviemakers also have practically built a subjective perception
of AAVE. Green (2004) points out that “one strategy [they] employ to represent
blackness could be called “figurative blackface,” which differs from literal blackface
in minstrelsy [where] actors literally went through a process of making up their faces
with black paint and their lips with red lipstick” (p. 88). The notion of “figurative
blackface” implies that, unlike minstrelsy, the traditional conception of ‘acting black’
becomes the modern stereotype of ‘sounding black’ where the only difference is that
minstrelsy is an explicit racist act, whereas ‘sounding black’ may not be made as
evident to the viewer, yet, in both cases it remains an upholding of the status quo.

109



RANYME GHIDHAOUI

Over the past few decades, American cinema has witnessed some evolution in its
inclusive approach to involve different speech styles. Due to rap, hip-hop, and jazz
cultures, which popularized many words associated with the black community, AAE
became relatively less marginalized by Hollywood. However, its use in some movies
remains grounded in negative defamatory stereotypes. The socially advantaged white
caste in the US is a representative example of how AAE is prejudicially perceived
and promoted. Because the white caste controls most entertainment media, they have
a say in deciding which dialect is favorable. In other words, the depiction of AAE in
cinema crucially depends on the perspective of those who do not speak it but own
the platform. In filmmaking, building a movie persona involves not only the
character’s physical appearance and social profile but also its linguistic background.
Pao (2004) argues that:

“Once a character’s ethnic identity i1s [..] communicated to the audience, the
actor’s physical appearance alone becomes inadequate as a marker and what is
universally recognized as one of the most important defining features of an ethnic
group—its language and speech—becomes the dominant material indicator of
cultural identity.” (p. 355)

In the same context of how social ideas are embodied, Bratteli (2001) further
interprets that “stereotyping is often accomplished through [...] accent which is not
only an important tool to signal a certain character's membership with a group, but
also to imbue the character with attributes that are linked with the accent” (p. 29).

2.7 Pertinent studies

Eberhardt and Freeman (2015) studied the linguistic style of white Australian rapper
Iggy Azalea, who uses features associated with AAE in her music, but not in other
public speech. The inquiry presents a variationist analysis of copula absence, a
distinctive trait of AAE that the rapper exaggeratedly employs in her lyrics. The
authors concluded that the “overzealous application of AAE features in her music,
in order to create a specific linguistic style, enables a success that rests ultimately on
the appropriation of African American language and culture, and the privilege that
whiteness affords” (p. 303).

Bucholtz (1999) worked on language crossing centering on the narrative of a white
boy who affiliates with the African American youth culture and adopts a similar
speech behavior. She asserts that “crossing into AAVE [...] is a semiotic resource
for the construction of identity” (p. 444), where the obtained data reflect ideological
associations of successful masculinity to physical power and especially violence,
power and violence primarily to blackness as opposed to whiteness and AAVE both
to blackness and to masculinity.
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Distinctively, Lippi-Green (2012) examined accent usage and representation in
Disney movies, analyzing over 300 characters. The results highlight the movie
industry’s negative attitude towards dialects. The findings revealed that every AAE
speaker was in animal rather than humanoid form; worse yet, they were portrayed as
smart-mouthed, lazy, and disrespectful characters. Interestingly, she even found out
that a positive persona (playing a doctor) in the movie Atlantis, who is clearly African
American in appearance, did not use AAE speech but rather SAE so “that another
correlation is maintained: powerful, educated = SAE” (p. 123).

It is precisely these issues that this research seeks to address. As illustrated in the
aforementioned studies, AAE implementation is either ideologically, socially, or
culturally motivated. Every AAE crosser in these studies has their own rationales for
using AAE speech. By linking the obtained data to the linguistic literature, this study
answers the question of how out-member speakers approach AAE in movies.

3 Research design

A sociolinguistic analysis of movie dialogues was carried out using six
cinematographic materials. The investigation was concerned with the speech attitude
of three white American actors depicting two opposing characters. The primary
purpose of this research was to show how out-member speakers stereotypically
employ certain varieties like AAE to portray specific social profiles in films.
Therefore, with respect to this rationale, the approach employed was based on
language attitude research, namely Societal Treatment Studies (STS). Garrett (2010)
defines STS as “studies of attitudes to language as they are evident in sources
available in public social domains™ (p. 229). He stresses its usefulness in obtaining
insights into the stereotypical associations and social meanings of language varieties,
stating that “it involves analyzing the content of various sources in the public domain,
such as prescriptive (or proscriptive) texts, language policy documents, media texts
and various kinds of advertisement” (p. 51).

Following a qualitative approach, the present research was guided by the
following research questions: what are the arguments evidencing the adoption of
AAE speech patterns by non-black movie characters? And is it only a matter of
linguistic appropriation rationalizing the white persona’s dialectal assimilation of
blackness or a question of impressionistic typecasting? The aims were first to look
at the linguistic features used by white movie actors implementing AAE speech and
second to debunk the stereotypical treatment in their use of AAE to attribute
particular personalities and social identities to their characters.
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3.1 The movie corpus

In choosing the cinematographic sources, the main guidelines set included that each
movie had to be of American nationality (the US as the country of co/production)
and that the characters had to be played by white American actors. Since this study
deals with popular media, it makes sense for the sampling to be developed on Google,
YouTube, and The Internet Movie Data Base (IMDb?) searches. The corpus
comprised similar-genre films (i.e., crime, thriller, action, etc.) released between
1993 and 2018. The focus was on the characters of Carlito Brigante/ Will Dormer,
Bobby Mercer/ James Silva, and Shawn MacArthur/ John Cale, who represent the
study subjects, respectively, played by acclaimed American actors Al Pacino, Mark
Wahlberg and Channing Tatum. The characters were selected based on having the
same actor play the role of a delinquent in one movie and a lawman in another to
identify which speech style was adopted in each film. Table 2 shows the actor and
their character and the corresponding social identity of their role.

Table 2. Actors and characters’ background

Actor Movie title Character Role played

Al Pacino Carlito’s Way Carlito Brigante A drug dealer
Insomnia Will Dormer A police detective

Mark Wahlberg Four Brothers Bobby Mercer A convict
Mile 22 James Silva A CIA operative

Channing Tatum | Fighting Shawn MacArthur A counterfeiter/ street fighter
White House Down | John Cale US Secret Service agent

3.2 Data collection

The collection process included approximately 50 hours of viewing (including
re-watching time) with the closed-caption transcripts. For reliability reasons, e-
copies of the movie scripts were also retrieved from Scripts.com, which is a member
of STANDS4 LLC’. The movie script of Mile 22 was taken from
Springfieldspringfield.co.uk?. as it was not published on the former website. The
following step was classifying the scripts according to the actor and the role played
(positive or negative). Next, utterances of the character in question were extracted
separately from the movie script, and then instances of using AAE linguistic features
were highlighted.

2 IMDb is the world's most popular source for movie, TV and celebrity content, designed to help fans explore the
world of movies and shows and decide what to watch.

3 STANDS4 LLC is “a leading provider of free online reference resources, serving millions of unique visitors
worldwide with genuine content through its network of reference websites and content partners.”

4 Accessed February 26, 2020
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3.3. Data analysis

A total of nine characters were examined; thus, nine movie dialogues were
investigated using the theories of AAVE linguistic characteristics proposed by Green
(2002), Wolfram (2004a), Widawski (2015), Green (2004), and Wolfram (2004b).
Data was then categorized depending on the AAVE feature used with respect to the
latter sources. Lastly, the same actor’s dialogues were reviewed and compared based
on the role played, applying Holmes's (2013) theory of social dialects that classify
variety use into different social groups. The linguistic output of each actor was then
analyzed to determine whether he used the same speech style to portray the two
personas.

4. Research findings

4.1. Linguistic features

Various grammatical, phonological, and lexical attributes of AAVE in the characters'
utterances were heavily present, evincing AAE implementation. Table 3 details
AAE's use in relation to the profile of its speakers. (see appendix 2). It shows that a
total of 37 AAE properties were employed. Al Pacino’s negative character, Carlito,
used 21 features, of which four are phonological, six morphosyntactic, and 11 are
lexical, whereas his positive persona, Will, did not employ any. Actor Mark
Wabhlberg’s character Bobby has the highest number of feature usage in comparison
to the other negative characters, applying a total of 27 features, of which four are
phonological, six morphosyntactic, and 17 are lexical. Yet, he did not implement
these speech patterns when assuming the character of CIA operative James. Playing
the role of street fighter Shawn, actor Channing Tatum used 14 features, of which
four are phonological, six morphosyntactic, and four are lexical. At the same time,
his positive persona, John, did not apply any of these AAE elements°.

4.2. AAE implementation

As seen in Table 4, Al Pacino’s negative character Carlito used different
morphosyntactic features of AAE including pronominal apposition, negative
concord, verbal marker been, etc.

5 Except one occurrence of pronominal apposition.
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Table 4. [llustration of Al Pacino’s character using AAE morphosyntactic features

Character Carlito Brigante: a drug dealer

AAE Pronominal | Non-standard/ | verbal Negative | Verbal Demonstr-

morpho- apposition no use of marker been | concord -s ative them

syntactic auxiliaries

feature

Example(s) | “But David “If youwas a | “I been here | “Don't “You pull -“He was
Kleinfeld, he | broad, I'd before” take me the hook workin' as a
ain't scared marry you.” -“Who you | tono back she clerk for one
no more.” “Everybody @ | been hospital, | catch that of them big

dancin'.” with?.” please.” bullet mob lawyers”
square”

Table 5 shows the AAE phonological properties used by Al Pacino’s negative
character Carlito. These include th sound patterns, liquid vocalization, in- sound
patterns, and skr pronunciation.

Table S. Illustration of Al Pacino’s character using AAE phonological features

Character Carlito Brigante: a drug dealer

AAE th sound patterns Liquid -in sound pattern skr

phonological vocalization sound pattern

features &l

Example(s) “Somebody's pullin' | “They still “thank you, sir, for “Same as when [
me close to the don't know” makin’ the tapes in an | got popped on
ground.” [d9] [stIa] illegal fashion” 104th Street”.
“Look at these “I gotta visit [merkin] [skrit]
suckers scramblin' my aunt later,” | “The kid's walkin'in | -“I ain't goin'
around.” [diz] [lexta] there with $30,000” back to the

[wokin] street.” [skrit]

Table 6 lists the lexical features performed by Al Pacino’s negative character,
Carlito. He used AAE vocabulary items like pop, dope, candy, etc.
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Table 6. [llustration of Al Pacino’s character using AAE lexicon

Character

Carlito Brigante: a drug dealer

Example(s)

“Sons of bitches always pop you at midnight”

“What I'm trying to do, Saso, I mean Ron, is save your ass.”

“Never convicted on no dope.”

“That was no line of crap, man.”

“Five minutes from now we'll be on the streets...with $30,000 worth of
very sweet candy.”

“...as soon as I make my $75,000...I'm splittin'.

ro

“$35,000 or $40,000 more, and I'm gone, daddy, gone.”

“Who you been with? Chain-snatchin', jive-ass, Marcin motherfuckers.”

“Gotta know fo’ sho.”

“You gonna fuckin' die big time!”

“Bring these guys the best champagne we got in the house.”

Table 7 shows the AAE morphosyntactic properties used by Mark Wahlberg’s
negative character Bobby, namely pronominal apposition, non-standard/no use of

auxiliaries, negative concord, etc.

Table 7. Illustration of Mark Wahlberg’s character using AAE morphosyntactic features

Character Bobby Mercer : a convict

AAE Pronominal | Non-standard/ | verbal Negative | Verbal Demonstr-

morpho- apposition | no use of marker concord -s ative them

syntactic auxiliaries been”

feature

Example(s) “Your “I'makill you | “Y’all been | “l ain’t “The “I bet you
grandma, right here and | upstandin’ come back | only thin’ | them girls
she now!” citizens” for no that scare | look like
adopted me | “ He O “I been funeral” people” dudes too”
and Uncle | breathin’” tryin’ to call
Jack” you all day”

As seen in Table 8, Mark Wahlberg’s negative character Bobby implemented
different AAE phonological features, including liquid vocalization, in- sound

pattern, skr pronunciation, etc.
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Table 8. Illustration of Mark Wahlberg’s character using AAE phonological features

Character Bobby Mercer: a convict
AAE th sound patterns Liquid -in skr
phonological vocalization sound pattern sound pattern
features &l
Example(s) - “I could tell by the | - “I’m a freakin’ - “The buildin’ is | - “..cops like
looks of things college professor, | condemned” you guys
when I drove in” Jack” [pro'feso] [bildin] couldn't find tits
[tigz] - “Yo, little - “This is the in a strip joint.”
- “Let's show these | brother!” [brads] | listenin’ part, so | [skrip]
guys some fuckin’ shut your mouth”
skills” [diz] [lrsnin]

Table 9 shows the lexical AAE characteristics performed by Mark Wahlberg’s
negative character, Bobby. The latter employed different AAE terminologies,
including man, black-ass, paper, etc. (see Appendix 3). Tables 10, 11, and 12
describe the distinct morphosyntactic, phonological, and lexical attributes of AAE
employed by Channing Tatum’s negative character, Shawn, and provide examples
of feature use. Table 10 shows Tatum’s negative character, Shawn, applied the AAE
morphosyntactic features of pronominal apposition, demonstrative them, etc.

Table 10. Illustration of Channing Tatum’s character using AAE morphosyntactic features

Character | Shawn MacArthur: a counterfeiter/ street fighter

AAE Pronominal Non-standard/ verbal | Negative | Verbal Demonstr-

morpho- apposition no use of marker | concord | -s ative them

syntactic auxiliaries been

feature

Example(s) | “Zulay, she‘s | “ This thing “IL been | “l ain't “She seem | “Kids love

nice, man.” don't even fit here gonna go | sweet.” them things”

me!” for a down “Your hair | “You want
“@OYou while.” | there no | smell one of them
remember me?” more.” good.” things?”

As presented in Table 11, Tatum’s negative character, Shawn, used different AAE
phonological properties AAE such as th sound pattern, in- pronunciation, etc.
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Table 11. Illustration of Channing Tatum’s character using AAE phonological features

Character Shawn MacArthur: a counterfeiter/ street fighter

AAE th sound patterns | Liquid vocalization | -in skr

phonological &l sound pattern sound pattern

feature

Example(s) “This is all I got | - “..that was your - “How you doin’ - “You better
left.” [dis] daughter?” [doto] today?” [duin] give me
“Look, I feel bad | - “Hey, that notice | - “You know what $5,000if I
about that book.” | that was on your I'm talkin’ about.” walk across
[deet] door.” [do] [tokin] the street.”
“Thanks, man” - “It ain't rainin’.” [skrit]
[teenks] [remnin]

Table 12 lists the lexical items employed by Channing Tatum’s negative character,
Shawn MacArthur. He used different AAE vocabulary elements such as break, for
real, y’all, etc.

Table 12. [llustration of Channing Tatum’s character using AAE lexicon

Character Shawn MacArthur: a counterfeiter/ street fighter

AAE lexicon examples “That's your problem, man, you don't trust nobody.”
“Why you gotta break everythin’ down?”

“So, this thing's for real?”

“Where are y'all goin’?”

S. Discussion

The language choices of each actor highlight the sociolinguistic element in character
construction. Different AAE properties were used in the movies where the
performers played a negative character. The two rival-character narratives allow us
to notice that the three performers opt for different language styles, changing the
dialect according to their roles. The speech style used in the dialogue extracted from
the movies where the actors played the positive characters of Will, James, and John
doesn’t fit into AAE linguistic patterns. Instead, it seems to follow the language
paradigm of MAE. On the other hand, the examples in the excerpts from the movies
where they played the negative personas of Carlito, Bobby, and Shawn depict several
characteristics that belong to AAE. The actors linguistically profiled their personas
through a speech pattern that they do not usually implement yet employ when they
portray a criminal-like character. The performers playing a negative character did
not use any® AAE features when assuming James, the CIA operative, Will, the Police
detective, or John, the US Secret Service agent.

6 Channing Tatum’s positive character John did apply pronominal apposition, but it was only one occurrence and no
other AAE feature was employed so the finding is insignificant to claim that he adopted AAE as his speech style.
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Regarding grammar, the AAE feature aspectual/verbal marker been (BIN) occurs
in the dialogue of Al Pacino’s character Carlito. Still, he does not implement it when
playing Detective Will in Insomnia. For example:

Will: “You’re the same distorted pathetic freak I've been dealing with for 30 years”
Carlito: “I know a lot about cars. I been stealin’ 'em since I was 14”

The lexical feature of AAE ““-ass,” which refers to “self,” was used by Carlito on
various occasions, but Al Pacino’s positive Character Will did not employ it and
instead chose the MAE form “self.” Such examples include:

Will: “Now, are you going to tell us who that somebody might be? Or are you so
fucking stupid you're going to leave yourself as the last person to see Kay Connell
alive?”

Carlito: “What I'm trying to do, Saso, I mean Ron, is save your ass.”

In the case of actor Channing Tatum, the use of AAE lexis in the dialogue passages
of his character Shawn in Fighting seems to correspond to what is described in the
linguistic literature. For example, as seen below, in his positive persona, Shawn
employed the AAE feature “for real,” but his positive character, John, implemented
the MAE version, which is “really,” that corresponds to “for real” in AAE.

Shawn: “So, this thing's for real ?”

John: “Really? Did you check Walker's personal records? His computer, his e-
mails?”

Concerning grammar, Channing Tatum’s negative character uses four AAE
characteristics, including demonstrative “them,” which was implemented twice, i.e.,
“You want one of them things?”” but this feature did not occur in the utterances of his
positive persona, John.

As far as actor Mark Wahlberg is concerned, in Mile 22, to address his team
members, his character James (the CIA operative) does not use y ‘all like the actor’s
character Bobby (the convict) does in Four Brothers, but instead, he uses the standard
form you.

Bobby: “Y'all better run, man, these white cops are crazy!”
James: “You got 90 seconds, make it quick”

Employing the grammatical feature of negation, James uses the standard form of

negation, for instance, “That story does not work for me,” as opposed to Bobby, who
uses negative concord, for example, “This ain't no homeless shelter.” Furthermore,
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regarding AAE vocabulary, Wahlberg is the only performer among the other actors
whose character, Bobby, heavily relies on AAE lexicon. What is both exceptional
and abrupt about his implementation of AAE is the use of the term house nigga. This
terminology is considered extremely “offensive unless used by African Americans,”
who employ it to reproachfully refer to “an African American who acts subserviently
towards a white employer” (Widawski, 2015, p. 206).

Based on the findings, our actors do not exhibit the same speech behavior when
assuming positive characters. The ‘adjustment’ of their speech critically depends on
whether their role belongs to a positive or negative character, more precisely a law
enforcement officer or a criminal. This shift of variety usage allows us to question
the actors’ biased stance against AAE as they integrate it essentially to portray
negative characters while they use their natural ‘white’ speech, i.e., MAE, in
depicting positive personas. Table 13 summarizes the use of AAE by the white
actors, which is contingent on the nature of their role. When depicting criminal-like
characters, i.e., convict, drug dealer, and counterfeiter/street fighter, they adopt AAE
speech however, these very same actors switch to the mainstream variety when
portraying the personas of secret service agent, CIA operative, and police detective.

Table 13. AAE in relation to the user

The profile of the movie character AAE use
Drug dealer Yes

US Secret Service agent No
Police detective No
Counterfeiter/ street fighter Yes
Convict Yes

CIA operative No

The findings of the present analysis indicate that a form of linguicism is practiced
against AAE being viewed as an improper sociolinguistic identity for the role of a
lawman but an appropriate choice for the characters of drug dealer and convict. This
finding goes with Holmes’s (2013) claim that since ‘“non-standard forms are
associated with the speech of less prestigious social groups, the label inevitably
acquires negative connotations” (p. 141), which is conveyed in the stereotypical use
of AAVE by the three actors. What evinces that they consider AAE an inferior
substandard dialect of English is that they utilize it as a characterization tool for
voicing their criminal-like persona because the entertainment business is, in fact
‘aware’ of the power of languages and dialects and what they evoke. Against this
background, Holmes (2013) further argues that ‘“the prejudices of the wider
community tend to be reinforced by [..] the subtle reinforcement of negative attitudes
provided by the depiction of AAVE users in TV shows and movies as less well-
educated, down-at-heel and often unsavoury characters” (p. 418). Such
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cinematographic content, thus, pushes for the continuous reproduction of structural
and cultural inequalities between African Americans and MAE speakers, hence
perpetuating the myth of SLI.

6. Conclusion

Previous studies have probed into the use of AAE and the profile of its users from a
broader exploratory perspective, essentially in everyday interactional social
encounters. Still, this research strand attempted to further look at specific instances
of questionable AAE use. The fundamental purpose of this inquiry was to draw
attention to the stereotypical application of AAE by non-black characters to portray
a specific occupational profile.

The findings of the present inquiry substantiate the industry’s subtle favoritism
for particular dialects and that, by reducing the use of AAVE to lower social classes
as if concomitant only with such profiles, namely people portrayed as criminal-like
characters, MAE is launched as the standard dialect spoken by the cultivated elite.
From this, it follows that the viewer will automatically classify African Americans
to particular social groups, i.e., delinquents and convicts, because their language is
employed explicitly by actors only when presenting these negative characters, hence
creating assumptions and misconceptions about dialects and people, and as a result
reinforcing established stereotypes.

It is ultimately hoped that this sociolinguistic analysis of cinematographic content
will provide an enlightened understanding of AAE movie usage and sensitize people
to the issue of how, in some cases, adopting a specific accent or variety is not as
inadvertent as it may seem. Many angles of language attitude research on AAE have
yet to be investigated. An extension of the current inquiry is to consider other non-
linguistic variables, such as age, gender, movie genre, etc., that could provide
additional insights into accent or variety used in movies. Given the debates always
surrounding language phenomena, the representation of AAE in media will continue
to be controversial, hence further scientific inquiry.
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Appendix 1

Table 1
AAE grammatical features proposed by Green (2002), Wolfram (2004a), Green (2004) and Wolfram
(2004b)

a. Negative concord: When different negators such as don ’t, ain’t, no and nothing are used in a
single negative sentence for more reinforcement.
Example: If you don’t do nothing but farm work, your social security don’t be nothing.

Green (2002)

b. Pronominal apposition: Placing pronouns after nouns or names of people.
Example: My mother, she’s coming to school as opposed to My mother’s coming to school.

Wolfram (2004a)

c. Verbal “-s”: Producing sentences in which the verb that occurs with third person singular is not
marked with an -s. (subject-verb disagreement)
Examples: When he come down here, I be don talked to him.
Green (2002)
d. Specialized auxiliaries:
e Copula absence: the absence of an explicit auxiliary form of the verb/copula be.
Examples: They O walking too fast | He sleeping in the car?
e Subject-verb disagreement: a single verb form may be used with both
singular and plural subjects.

Person/Number | Past Progressive Emphatic affirmation Negative
15,2 31 g pl was eating was eating wadn’t (wasn’t) eating

Green (2002)

e. Demonstrative “them”: extending the objective form them for attributive demonstratives.
Examples: She likes them apples / I love them shoes.
Wolfram (2004b)

f.  Verbal markers: verbal markers be and BIN can precede verbs, adjectives, nouns, prepositions,
and adverbs, but don can precede only verbs.
e _ be Indicates a recurring activity or state. Sometimes they be sitting in the conference
room in the library.
e _ BIN (pronounced with stress) Situates an activity or state in the remote past. They BIN
sitting in the conference room, they didn’t just get there.
e _ don (pronounced without stress) Indicates a completed activity whose resultant state
holds now. He don read all the Little Bill books.
Green (2004)
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Appendix 2

Presence VS absence of AAE linguistic features in the selected dialogues.

Al Pacino playing a

Mark Wahlberg
playing a

Channing Tatum

playing a

Drug
dealer
Carlito

Police
detective
Will

Convict | CIA

Bobby

operative
James

Counterfeite
r / street
fighter
Shawn

US

Secret
Service
agent
John

Phono-
logical
features

‘th’ sound
patterns

X

Liquid
vocalization
A'r )& (l ’

X

‘-in’ sound
pattern

=

=

=

‘skr’ sound
pattern

b

b

i

Morpho-
syntactic
features

Negative
concord

Pronominal
apposition

Verbal ‘-s’

Specialized
auxiliaries

Xl X X

Xl X X

Demonstrative
‘them’

=

=

'Verbal marker
‘been’

o B Rl ol B e

=

Lexical
features/
Vocab

3 ’

man

pop’

it

‘big-ass’

“-ass’

=

‘bitch-ass’

‘black-ass’

P3P PR PR PR 4

‘dope’

‘candy’

‘big time’

‘split’

‘daddy’

Jive-ass’

‘fo’ sho’

‘in the house’

eliaitaibetteitallaliall

7 This AAE property applied once by Channing Tatum’s positive character John is not supported by other AAE
feature occurrences therefore it was only reported as a finding but not considered for analysis or interpretation.
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Table 3
Continued

‘break down’ - -

‘for real’ - -

‘cracker’ - -

‘paper’ - -

‘some’ - -

Lexical ‘burner’ - -

features/ [ p-po’ - -

Vocab ‘motherfucker’ - -

‘down’ - -

Vo’ : :

‘house nigga’ - -

3 y
melon - -

PR PR PR PR DR DR D DR R |

Yal’ - -
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Table 9

Appendix 3

Hllustration of Mark Wahlberg’s character using AAE lexicon

Character

Bobby Mercer: a convict

Example(s)

“You full of shit, man.”

“Let's pop this motherfucker right now.”

“..the last thin’ she's doin’ is thinkin’ about your black-ass.”

“Angel get your ass in here!”

“You do got some big-ass teeth, Jerry.”

“Imma light your lil bitch-ass on fire.”

“The popos is here!”

“You do got some big-ass teeth, Jerry.”

“You wanna take Cracker Jack with you?”

“You got a burner?”

“Yo. What's up?”

“I got this motherfucker now!”

“It's a real shame that little Jackie's the only one down to ride.”

“There, some paper right there.”

“Angel tells me you one of Victor Sweet's boys now. Hear he's
runnin’ shit like his uncle treatin’ you like a house nigger.”

“I'm gonna go in there and bust that melon and find out what he's
thinkin’”

“Y’all been upstandin’ citizens.”
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Multilingualism among international students in Hungary

This study investigates the importance of multilingualism among international students in Hungary. It
presents how knowing languages can be useful in multilingual contexts. One hundred and sixty
international students in Hungary participated in this study. Two research instruments were used to
collect the data: a questionnaire and a semi-structured interview. The results showed that most
participants know the importance of multilingualism in the Hungarian context. The participants rated
the importance of knowing different languages on a scale of 1 to 5, with 76% giving a rating of 5. The
participants also emphasized the usefulness of language learning and the need for foreign language
proficiency for successful integration into Hungarian society. The findings indicated that the participants
had a positive attitude towards multilingualism and believed that being multilingual enabled them to
better integrate into Hungarian society and build relationships with people from different countries.

Keywords: international students in Hungary, language learning, multilingualism, multilingualism in
Hungary, social integration

1. Introduction
International student mobility has steadily increased in the last few decades, with
the Institute of International Education (Project Atlas, 2004) defining an
international student as one who pursues an educational experience or part of a
study level in a country other than their home nation. According to a prediction by
Bohm et al. (2002), the number of international students around the globe is
expected to reach 7.2 million by 2025. Hungary is no exception, offering
international students diverse scholarships and study programmes. As of 2019,
Hungary's Central Statistical Office (KSH) reported 40,300 full-time international
students enrolled in different Hungarian universities, hailing from various
countries and continents such as Africa, Asia, South America, and Europe.
Hungary has a long-standing tradition of multilingualism. Hungarian is the
national language, but many people are also fluent in other languages, such as
English, German, and French. This is partly due to the country's past as a part of
the Austro-Hungarian Empire, which supported using multiple languages.
Multilingualism is also encouraged in Hungary's educational system, with many
students learning two or more languages from a young age. Multilingualism is
becoming increasingly common among international students in Hungary. English
1s the primary language of education in most universities in Hungary, but
international students from different countries can communicate with each other
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in their native languages. This helps to bridge cultural differences and foster a
sense of community and understanding. In addition, many universities have
language courses that allow international students to learn Hungarian. These
language courses are beneficial as they allow them to better integrate into
Hungarian society and culture and enable them to communicate with locals in their
native language.

According to Tucker (1998), the number of multilingual speakers in the world
has outnumbered monolinguals, and many people nowadays use more than two
languages daily and for different reasons, such as historical reasons.
Multilingualism refers to "the ability to use three or more languages, either
separately or in various degrees of code-mixing" (McArthur, 1992, p.673).
Multilingualism can also describe societies and individuals (Cenoz, 2003; De
Angelis, 2007). The importance of multilingualism among international students
worldwide is evident, as it provides the necessary linguistic skills and knowledge
to access educational resources and opportunities. Cenoz (2009) explored
multilingualism in education when two languages or more are used in education
and identified various factors that lead to the use of multiple languages in
education, such as linguistic heterogeneity of a country or region, specific social
or religious attitudes, and the desire to promote national identity. Learning
languages serves various functions for international students, including enabling
communication with people who speak a language different from their native
language. Cook (2003) uses the concept of 'multicompetent speakers' to describe
people who use two languages or more. The role of bilingualism in third-language
learning can play a facilitating role in the learning process of third or additional-
language learning contexts.

One of the challenges that students might face when abroad is communication
as they encounter a new environment and sometimes new language(s). The
increasing number of international students in Hungary makes it interesting to
focus on language diversity in Hungary and study multilingualism among
international students due to the number of languages that could be used in such a
multilingual context. This paper will discuss the current literature on
multilingualism and language learning experiences of international students in
Hungary. Furthermore, it will explore the role of multilingualism in social
integration and the implications for language teaching in the Hungarian education
system. The research questions that will be addressed in this paper are:

e What is the importance of multilingualism according to international
students in Hungary?

e What are international students' attitudes towards learning foreign
languages in Hungary?
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2. Multilingualism and linguistic diversity

Multilingualism is a key concept in applied linguistics that is defined by scholars
in different ways and refers to the ability to understand, use, and communicate in
more than one language by an individual "who can communicate in more than one
language, be it active (through speaking and writing) or passive (through listening
and reading)" (Li, 2008, p. 4). This phenomenon has been investigated from a
variety of perspectives and is increasingly being recognized as a social asset that
brings a range of benefits to individuals and societies. Specifically,
multilingualism and linguistic diversity have positively impacted social cohesion,
economic growth and intercultural communication (Cenoz, 2009; Garcia and Lin,
2017).

Multilingualism is a term that is used to define societies as well as individuals
who can use different languages in the same context and is related to "The ability
of societies, institutions, groups and individuals to engage, on a regular basis, with
more than one language in their day-to-day lives" (European Commission, 2007,
p.6). In the context of education, multilingual education (Cenoz and Gorter, 2010;
Cenoz and Gorter, 2015) is defined as "the use of two or more languages in
education, provided that schools aim at multilingualism and multiliteracy" (p.2).
While bilingual education is a common term used to describe the use of two
languages in education, the term multilingualism better reflects the reality of
modern education, which often involves multiple languages. According to Garcia
and Lin (2017), the term multilingual is preferable to bilingual, as it better
describes the actual use of language in education due to the broadness of
multilingualism as a concept to describe the use of languages in education.

Multilingualism and linguistic diversity are essential aspects of any culture or
society. Multilingualism is the ability to understand, use, and communicate in
more than one language, whereas linguistic diversity is the presence of several
different languages in a particular context (Kecskes and Papp, 2000; Masthrie et
al., 2009). Multilingualism can be seen as a positive social attribute, as it allows
for a greater understanding of different cultures and communication between
different people. It can also have a positive economic impact, opening various job
opportunities and markets. On the other hand, linguistic diversity can be seen as
a challenge, as it can create difficulties for people who cannot communicate in a
particular language. In addition, it can lead to confusion and misunderstanding
between people of different languages, which can lead to conflict. Therefore,
countries must strive to balance multilingualism and linguistic diversity to ensure
that all their citizens can communicate and understand each other.
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3. Language learning and studying abroad

Learning languages has served various functions for international students,
including communication with people who speak a language different from the
student's native language (Tucker, 1998). Learning the language of the country
you live in can help internationals have experiences and build relationships with
individuals from various cultural backgrounds. Comparing the use of different
languages has become a central topic in applied linguistics in the last decade to
highlight multilingualism, as the number of multilinguals outnumbered
monolinguals worldwide (Tucker, 1998). Various studies have been conducted on
students’ language learning experiences when studying abroad in different
contexts (Payumo and Arasu, 2017; Carvalho et al., 2016; Binder et al., 2013;
Ashton-Hay, 2016; Hellsten, 2004; Brown and Holloway, 2008)

Various studies on learning languages abroad showed that students who learn
languages abroad and precisely in the country of the language they are learning
have a better performance than those who learn it in their home country, especially
as far as oral performance and fluency are concerned (Allen and Herron, 2003;
Watson and Wolfel, 2015; Lafford, 2006; Freed et al., 2004). Additionally, the
most effective programmes tend to offer two-way developmental bilingual
education, followed by those offering one-way developmental bilingual education
and the second language taught through academic content (Thomas and Collier,
1997). To further understand the language learning experiences of international
students abroad, Hughes (2004) reviewed the cross-research literature on students'
experience abroad, considering the linguistic and cultural challenges that students
might face abroad.

When studying abroad, language learning can be a great learning experience.
Depending on students' goals and time frames, there are a few different ways to
learn a language. Taking a language course is a popular option, as many
universities offer such courses explicitly designed for international students.
Language exchanges with native speakers, such as those facilitated through
websites like Conversation Exchange, are also helpful in practising a foreign
language. Furthermore, immersing oneself in the language through films, books,
and music is a great way to understand the language and its culture better. Finally,
speaking with locals is encouraged, as it helps one become more familiar with the
language and culture, even if one cannot understand everything being said.

Overall, language learning is a key component of the international student
experience, and there are a variety of methods to consider when studying abroad.
The most successful programmes offer two-way and one-way developmental
bilingual education, and other methods, such as language courses, language
exchanges, and language immersion, are also encouraged.
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4. The study

This study attempts to investigate multilingualism in Hungary by focusing on
international students at Hungarian Universities and exploring international
students' attitudes toward using languages in a multilingual context. We employed
a mixed-methods research approach for our project, combining qualitative and
quantitative techniques. The qualitative approach seeks to emphasize the
participant’s perspective, seeking to gain insight into the understanding of the
phenomenon being studied, and the quantitative approach focuses on the
description of quantifiable, objective data to make generalizations. We used a
survey questionnaire and an interview to gather the data for this study. This
allowed the researcher to understand the phenomenon under investigation more
deeply through quantitative and qualitative data collected from a sample of
international students in Hungary.

This study used two research instruments: a questionnaire and a semi-structured
interview. The questionnaire consisted of 25 questions related to the language used
by international students, the importance of knowing languages, the attitudes of
international students towards multilingualism, and their experiences with
language(s) learning in Hungary. The questionnaire is divided into three sections.
The first section was devoted to biographic data of the participants, such as age,
gender, nationality, and the languages they speak. The second and third sections
included questions about their use of the languages they know in their daily
communication and language learning experience. The questionnaire was
conducted online by posting it on international students' Facebook groups. Here
are some examples of the questions of the questionnaire:

e Have you taken any language classes through the university language
center? If so, which language(s) did you take (Hungarian, German, French,
Italian, etc.)?

e What motivates you to take the course(s)?

e On a scale of 1 to 6, how important would you rate having knowledge of
different languages when it comes to communicating with the international
community?

The questions were straightforward, and the researcher added a section in which
they could provide a more detailed response to gain greater insight into
international students' thoughts regarding the use of languages in a multilingual
context, such as the following question:

e How important is being multilingual when interacting with people from
other countries? (100 words max).

Semi-structured interviews were used to better understand the participants'
attitudes towards multilingualism and language learning. The interview consisted
of one section that explored students' perspectives on language learning and using
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multiple languages in a multilingual context. These interviews aimed to gain an
individual perspective from each interviewee, exploring the significance of their
responses to the questions in depth. Our investigation aimed to uncover the
distinctiveness of each participant's story regarding language learning and
multilingualism.

A total of 160 international students from various countries enrolled in
Hungarian universities participated in this study. The participants were either
current students or had graduated one to two years prior and are now employed in
Hungary. Specifically, the study included students from African countries
(Algeria, Morocco, Tunisia, Ethiopia, and Kenya), Asia (Pakistan, India, China,
Turkey, Iran, Jordan, Afghanistan, Palestine, Myanmar, Indonesia, and Vietnam),
Europe (Germany, Poland, Italy, France, Russia, Spain, Serbia, and Romania), and
Mexico. Following the frequencies of the number of participants for each country,
it was shown that Jordan (15%), Indonesia (111.8%), and Pakistan (11.2%) had
the highest representation. Algeria (8.7%), Tunisia (7.5%), and Morocco (6.8%)
had substantial participation, while the remaining countries were represented by
fewer than 5% of the participants. 58% of the participants were females, while
42% were males. Regarding educational level, the study included 52 BA, 70 MA,
and 32 PhD students. There were also six postgraduates. Moreover, the participants
spoke multiple languages, with the majority 37.5% knowing two languages,
followed by 34.3% who spoke three languages, 20% who spoke four languages,
5.6% who spoke five languages, and 2.5% who spoke more than five languages.
Table 1 presents demographic details about the five participants who participated
in the interview.

Table 1. Demographic details of the participants in the interview

Nationality Degree Languages spoken Length of the
Pursued interview
Pl Pakistan BA Urdu, Punjabi, Hindi, English, and 32 min
Hungarian

P2 Morocco PhD Arabic, Berber, French, and English 28 min

P3 Algeria MA Arabic, French, and English 31 min
P4 Turkey MA Turkish, English, and German 27 min
P5 Jordan PhD Arabic and English 31 min

Data collection for this research occurred in the spring semester of 2022, from
March to June. Quantitative data was collected using a questionnaire, while
qualitative data was obtained through semi-structured interviews with five
participants (n=5) of the total number of participants. The questionnaire and semi-
structured interview were administered in English. The data was analysed using
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descriptive statistical techniques such as mean and standard deviation were used
to analyse the quantitative data. The qualitative data was analysed to gain insights
into participants' attitudes towards multilingualism in the interviews.

5. Results

5.1 The importance of multilingualism in Hungary

The results of this study showed that multilingualism is highly valued by
international students in Hungary, with most participants (94%) rating
multilingualism as very important (mean = 4.9, SD = 0.3), as shown in Table 2.

Table 2. Mean and standard deviation of the participants' responses on the importance of

multilingualism
Mean Standard Deviation
Very important 4.9 0.3
Important 3.9 0.7
Moderately important 2.8 1.0
Slightly important 1.9 0.9
Not important 1.2 0.6

The interviews provided further insight into the importance of multilingualism
for international students in Hungary and their motivations for learning languages.
Most participants (n=4) stated that their primary motivation for learning a language
was to increase their chances of finding employment in Hungary in particular and
Europe in general. At the same time, the other (n=1) had a personal interest in
learning languages. Additionally, most participants had taken language classes
through the university language center, with the most popular language being
Hungarian, followed by English, German, French, and so on. In the words of one
participant, Being multilingual has been invaluable for me in terms of developing
a deeper understanding of the Hungarian culture and ways of communicating with
locals. Another participant shared, Learning Hungarian has helped me to make
friends more easily, and to have meaningful conversations with people from
different backgrounds. These comments demonstrate the importance of
multilingualism according to international students in Hungary and the many
benefits that it can bring for them.

Furthermore, the findings revealed that multilingualism is seen as an essential
tool for communication and cultural understanding. On a scale of 1 to 5, with 5
being very important, 76% of participants rated the importance of knowing
different languages as 5. When asked to provide a more detailed response to the
question on the importance of multilingual, participants shared that it allowed them
to "learn and understand other cultures," such as the following:
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e Knowing many languages has allowed me to make friends from
different countries and learn about their cultures and values.

e [t has been very helpful for me to learn the language of the country
I live in. I have been able to learn more about their culture,
customs, and traditions, which has made me feel more connected
to the people here.

e [t gives me a better appreciation for the diversity of others'
backgrounds and share my own culture, and build bridges between
people.

Participants also mentioned that knowing languages helps them "express their
ideas and feelings more effectively" and "develop meaningful relationships" with
people from various backgrounds as participants said:

o [ was able to better understand the opinions of people from
different cultures and countries. I speak four languages and this
allows me to make more meaningful conversations and
interactions, which was very important for me since I was living in
another foreign country.

o Knowing different languages helps me to explore some of the
differences between different languages, which allowed me to
understand and appreciate the subtle differences in the way people
communicate in different languages.

o Speaking many languages enabled me to communicate more
effectively with people from other countries and understand their
perspectives and beliefs better.

Most participants cited that their primary motivation for learning a language was
to increase their chances of finding employment in Hungary. Some participants
mentioned that:

o Since this is my last semester, I have started looking for jobs here. I think
it is very important for me to learn the local language, Hungarian, as it
will give me an advantage over other candidates who don't know the
language.

e [think it is essential to learn the languages of the countries you are living
in because speaking different languages can open many doors in terms of
employment opportunities.

o [ speak Turkish, English, and German, and I am learning Hungarian so |
can be a competitive candidate when I apply for jobs here. Knowing
languages is an advantage, and I think it will help me stand out from the
other applicants.
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e Having the ability to speak multiple languages gives me an edge in the
job market in Hungary, as many employers prefer candidates who can
speak multiple languages.

5.1.1 Multilingualism and social integration

Concerning questions focusing on the usefulness of multilingualism in social
integration for international students in Hungary and the "social way of life"
discussed by Rienties et al. (2011), 75% of participants indicated that knowing
more languages makes it easier to settle into the local society. Furthermore, 85%
of them stressed the importance of understanding the local language and culture to
be involved in their host country. They provided examples such as being able to
communicate more effectively with their peers, professors, neighbours, and other
members of the local community, as well as comprehend the area's culture and
customs. Participants reiterated these points during the interviews, and here are
some examples of the participants' responses:

o Speaking the local language and understanding the culture helped
me to develop a good relationship with my classmates and the local
people, which in turn made it easier to integrate into the
Hungarian society.

e Knowing the local language has enabled me to communicate more
efficiently with my peers and professors, which has made it much
easier to get involved in the local community.

e [ took a preparatory year in learning Hungarian to understand
everything related to the Hungarian history, language, and
culture, and this has enabled me to participate in activities which
I otherwise wouldn't have been able to take part in if I was not
speaking Hungarian, such as traditional festivals and local events.

Additionally, the participants highlighted the importance of multilingualism in
social integration and pointed out the numerous advantages of understanding
different backgrounds. They also emphasized the significance of language
exchanges and other activities to foster social integration. They provided examples
such as attending language exchange groups, joining multicultural clubs and
societies, and participating in language classes. These activities help international
students to interact with locals and other international students, and they
mentioned:

e [ joined a Facebook group for language swap in which we set
meetings weekly, and we can have the chance to practice the
language(s) we know with native speakers. This allowed me to
extend my acquaintances list including local friends to practice my
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Hungarian with, and other internationals to practice my Spanish
and German.

e Joining multicultural clubs and societies helped me to interact with
international students and locals, and to learn more about the local
culture.

e Participating in language classes has enabled me to learn more
about the local language and culture, and to make friends with
people from different backgrounds.

The results of the survey indicated that the majority of the participants rated
their language learning experience as positive. The most common motivation for
taking language classes was the desire to improve their language skills.
Additionally, the results showed that most participants considered knowledge of
multiple languages important for communicating with the international
community. The results of the semi-structured interviews suggested that the
participants had a positive attitude towards multilingualism. They believed being
multilingual enabled them to better integrate into Hungarian society and build
relationships with people from different countries.

5.2 Attitudes of international students toward language learning

The questionnaire and interviews revealed that international students in Hungary
generally have positive attitudes towards multilingualism. Most participants (76%)
strongly agreed that multilingualism and learning languages are beneficial, and the
remaining (24%) agreed. In the interviews, most participants (n=4) expressed that
they enjoyed the process of learning a language, while the remaining (n=1) felt it
was a challenge. When asked about the difficulties of learning a language, most
participants (n=3) expressed that the most challenging task was mastering the
grammar and pronunciation of the language, while the others (n=2) felt that
memorizing the vocabulary was the most difficult. The following quotes present
what some participants mentioned concerning the language learning process they
are learning:

o [ think the language learning process is very gratifying and
rewarding. It's like solving a puzzle, trying to figure out the
grammar and how to make sentences. I also enjoy the challenge of
learning a new language.

e [ find the learning process kind of fun. It's a great way to exercise
my mind and keep it active. I also love the feeling of
accomplishment when I can express myself and understand others
in a different language.

e ['m motivated to learn many language because it allows me to
connect with people on a different level than just speaking English.
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e | find language learning to be a great way to broaden my
understanding of the world. Learning a language helps me to
understand different cultures and people better, and allows me to
appreciate the beauty of different languages.

Participants expressed their attitudes towards the need to learn other languages
in different ways. One participant shared their experience of needing to learn
Hungarian since staying in Hungary after graduation was essential.

o Well, before I came here...I thought we'll need English only to
communicate with people in here, but in fact I found that learning
Hungarian is also essential if you are planning to stay here after
graduation.

Another participant highlighted the importance of learning both English and
Hungarian to be able to communicate with internationals and Hungarians,
respectively.

e [t happened to me many times that I cannot understand people
around me because when I go to groceries it is rare to find
someone who speaks English, and that was one of the reasons why
I am interested to learn Hungarian regardless it is an obligatory
course for me.

o When you live here you do not need to be fluent in English only but
you have also to learn Hungarian because they are both important
to live here....to communicate with internationals using English
and with Hungarians using Hungarian.

Furthermore, a third participant discussed the importance of language learning
as a tool for communication and how it can be an interesting and unique experience
when speaking with people from different countries and with different accents.
Lastly, it was noted that the process of multilingualism is crucial to understanding
and interacting with various individuals from different cultural backgrounds.

e You know learning languages is a key to communicate with people
who speak different languages...As I came from a country in which
three languages or more are used in the country on a daily basis.....
I found it interesting to speak with people who speak the same
languages....for example... [ speak in Arabic with Arabs
regardless of their different accents.....French with people who
speak French and I usually go to the 'Francophone club' to
practice my French with others... and FEnglish with all
internationals.
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6. Discussion and conclusion

The results suggest that multilingualism is important in promoting social
integration among international students in Hungary. The fact that international
students can communicate in more than two languages and have a positive
attitude towards multilingualism indicates the importance of multilingualism in
promoting social integration. As Maracz and Adamo (2017) and Toyokawa and
Toyokawa (2002) demonstrated, the inclination towards multilingualism among
international students is inextricably linked to their sense of fitting in and being
an integral part of the host country's society. Navigating various linguistic spheres
empowers students to establish meaningful connections across diverse groups,
thus serving as a bridge that spans cultural divides. The findings also resonate
with the work of Brown and Holloway (2008), who highlight how
multilingualism fosters identity formation, empathy, and the exchange of ideas.
In this light, multilingualism's potential to nurture a shared cultural identity
among international students becomes evident, promoting mutual understanding
and enhancing their integration experience.

Furthermore, it is essential to underscore that the identified benefits of
multilingualism reverberate not only within the realm of communication but also
within the development of a multifaceted identity. The acquisition of multiple
languages provides international students with a toolkit to navigate intricate
cultural dynamics, leading to the cultivation of a nuanced sense of self as they
perceive themselves as multilinguals. This aligns with the theoretical framework
set forth by sociolinguists Maracz and Adamo (2017) and Toyokawa and
Toyokawa (2002), who underscore the transformative nature of multilingualism
in fostering social cohesion.

In line with this, multilingualism can be conceptualized as a catalyst for
empathy and cross-cultural understanding. By acquiring multiple languages,
international students develop a heightened sensitivity towards diverse
perspectives and experiences, enabling them to interact more meaningfully with
their peers from various backgrounds. This sentiment resonates with the findings
of Brown and Holloway (2008), who highlight the symbiotic relationship
between multilingualism and the sharing of knowledge and experiences, thus
nurturing an environment conducive to social integration.

The findings of the study showed that the majority of international students had
a good command of their native language, as well as multiple other languages,
and had a positive attitude towards multilingualism. Furthermore, the results
indicated that most international students could communicate in more than two
languages and had a positive attitude towards multilingualism. Multilingualism
is highly valued among international students in Hungary, and it can provide
students with a variety of benefits. These findings suggest that multilingualism
can be an important factor in promoting social integration among international
students in Hungary. Furthermore, research has shown that multilingualism
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fosters social integration and promotes a sense of belonging, identity, empathy,
and understanding and sharing of knowledge and experiences. Thus,
multilingualism can help international students to integrate into the local culture
and to gain a competitive advantage in the job market.

However, it is important to acknowledge certain limitations. The study's
findings may be influenced by choosing a specific context of the study in
Hungary. Moreover, the research primarily focused on language skills and
attitudes, allowing further exploration of international students’ motivations,
experiences, and preferences regarding multilingualism. An in-depth
investigation in these areas could offer a more comprehensive understanding of
multilingualism's role in the lives of international students and provide valuable
insights to devise effective strategies for supporting their successful integration
in Hungary.

To expand our comprehension of international students' multilingual
experiences, future research endeavours should delve into the intricate nuances
of their linguistic journeys. By exploring the intricacies of language use, code-
switching, and the emotional resonance of different languages, we can refine our
understanding and shape targeted support initiatives for the international student
community in Hungary. This continuous investigation is pivotal in fostering an
inclusive environment and facilitating the holistic integration of international
students within the host country.
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Translanguaging: Multiplicity and uniqueness

This article explores the growing significance of translanguaging as a vital tool for enhancing language
proficiency, cognitive development, and content acquisition. It aims to present a comprehensive
overview of the diverse interpretations of translanguaging practices across various disciplines and by
different scholars. The primary objective of this paper is to provide a nuanced understanding of the
intricate nature of translanguaging while analysing the multiple approaches employed in the realms of
multilingualism, education, translation, and related fields. Moreover, translanguaging is examined in
relation to other pertinent concepts, such as code-switching and bi-/multi-/plurilingualism, thus
contributing to a deeper comprehension of its implications and broader theoretical frameworks. This
article contributes to the scholarly discourse surrounding translanguaging and its multifaceted
applications in diverse contexts by delving into these multifaceted perspectives and interdisciplinary
connections.

Keywords: bilingual education, code-switching, translanguaging, translation

1. The multiple faces of translanguaging

Multilingual language use is often characterized by the term translanguaging,
which describes the creative use of all the resources available to the speakers. The
concepts of translinguality, translingualism, and translanguaging are becoming
increasingly popular in applied linguistics and are often found to be used
interchangeably in the literature. The latter term, ‘translanguaging,” seems to be
the most widely used in the literature and, as such, bears numerous definitions.
Translanguaging is a useful concept applied in the areas of second language
acquisition (e.g., Canagarajah, 2006; Baker, 2011), pedagogy (Cenoz & Gorter,
2021; Singleton & Flynn, 2021), language policy (e.g., Blackledge et al., 2013),
linguistic landscape (e.g., Lee, 2014) and art (Lee, 2015).

Translanguaging has been defined in multiple ways and extended since 1994
when it was first used (Williams, 1994). This concept does not consider the norms
that exist in the language as an immutable rule and takes into account deviations
from the rules as a positive effect in the interaction of several languages, as a
result of which a resource arises that gives fresh strength to the language (Horner,
2011).

According to Garcia and Wei (2014), translanguaging is not about the
interaction between two distinct languages or the synthesis of various language
practices in a hybrid blend. Instead, translanguaging involves the emergence of
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novel language practices that reveal the intricacy of language exchanges among
individuals with diverse histories. It serves to unveil histories and understandings
that were previously concealed within fixed language identities constrained by
nation-states.

The term translanguaging, coined initially as “trawsieithu,” was first used in
the Welsh context by Williams (1994). He suggested using alternative languages
for more productive communication in his teaching practice. In translanguaging
practice, multilinguals form and create their own unique and developing
community, embodying new ideas in communication. According to Canagarajah
(2013), bilinguals use the languages they use for their own purposes, changing
norms and adapting language codes. The desire to convey information and to be
understood by representatives of other cultures, makes carriers of different
languages resort to the most diverse ways of communication, using borrowing,
switching language codes, using international vocabulary and gestures, facial
expressions, and sounds. It is an approach to developing language features (Garcia
& Sylvan, 2011).

Garcia and Wei (2014) use the term translanguaging to refer to the flexible use
of linguistic resources by bilinguals to understand the principles of proficiency in
the languages they use, building their language practice in such a way that it
corresponds to their communicative situations. Cenoz and Gorter (2020) explain
“translanguaging” as a collective expression, including a broad spectrum of
theories and practices. Nowadays, speakers are equipped with a range of language
resources and expanding their linguistic repertoire, creating difficulty
distinguishing whether the speaker is using one language or another.

While the majority of scholars acknowledge the importance of translanguaging
in multilingual pedagogy, some researchers have expressed criticism towards
translanguaging as an ideology or research paradigm in its entirety. This
viewpoint is evident in two notable publications by Matsuda (2013), where the
author highlights the lack of precise definitions and questions the suitability of the
term "code-switching," proposing the term "diglossia" as a more fitting
alternative. Additionally, Matsuda suggests that "code-meshing" could be seen as
a variant of "code-switching with attitude" (Matsuda, 2013).

Furthermore, it was proposed that translanguaging should not be used in classes
unless necessary; “it might reinforce ethnocentric understandings of linguistics
differences” (Matsuda, 2014, p.482). In his opinion, using examples of mixing
code, developing intellectual curiosity, and being carried away by the search for
relevant examples, translanguaging can turn into “linguistic tourism.”

Conteh (2018) offers a critical overview of translanguaging as pedagogy,
arguing that the research on this phenomenon was based on interaction processes,
not pedagogical potential.
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Baker (2011) defines translanguaging as the dynamic process of creating
meaning, shaping experiences, and acquiring understanding and knowledge by
utilizing two languages. We consider the wide usage of the term
“translanguaging”, which may also be referred as a pedagogical practice to
enhance the language learning process, using the whole linguistic repertoire of the
speaker (Gort, 2015). Translanguaging allows being free from separating
languages to fit the sociolinguistic matters and build their language repertoire. It
seeks to break the boundaries between linguistic, paralinguistic, and non-
linguistic means of communication (Williams, 1994). The essential aspect of
translanguaging reflects modern sociological realities and is directly related to
“linguistic creativity” or speech-creating activities of bilinguals (Garcia & Wei,
2014).

Pennycook (2010), for example, defines it as the use of language in new
intercultural and contact conditions, which approaches the phenomena from
language practices. Translingualism implies a transition from the vision of a
language as a static and limited entity to a fluid and dynamic practice and relies
on the practical activities of bilinguals. Translingualism can occur when learning
a new language or using several languages simultaneously, refusing to
communicate with the first, using the newly learned, returning to the first, and
stopping the use of the newly learned. That is confirmed by Williams (2012), who
mentioned the unplanned natural occurrences of translanguaging in schools.

Kubota (2016) believes that focusing on linguistic differences can lead away
from the strategy of language negotiations, which is in line with the work of
postcolonial writer Bhabha (1994). In her work, Kubota (2016) sets out a history
of hybridity and fluidity in poststructuralist and postcolonial theory and reveals a
criticism of these concepts. The author believes focusing on the power relations
and inequalities in language differences is necessary.

Nevertheless, there are also contradictions regarding interlanguage interactions
in research, policy, and practice. Blackledge et al. (2013) argue that concepts such
as translanguaging challenge such concepts as “standard” and “target” language.
Moreover, they highlight that translanguaging raises concerns about social justice
in language education. It brings to light how linguistic resources are utilized
within societies and how this utilization of resources perpetuates, negotiates, and
challenges social disparities and inequalities.

According to Kellman (2019), translingualism, writing in a mandated language,
and code-switching—employing a blend of languages within a single text—are
powerful tools in the fight against rigid and uniform thinking. These practices
resist monolithic ideologies and promote a more diverse and inclusive literary
landscape. Some scholars go as far as to characterize the term by its inherent
vagueness, uncertainty and fuzziness, fluidity, and flexibility of language
structures (Conteh, 2018).
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2. Translanguaging: differences and overlaps

It is important to note the differences between translanguaging and such linguistic
concepts as bilingualism and multilingualism. All of these concepts concern the
knowledge of two or more languages, while translanguaging emphasizes the
process of learning a second language, indicating the language practices of
multilinguals as well, not only the process of acquisition. The translingual
approach promotes equality among the languages, and since there are no
languages preferred to each other, all varieties are equally valuable.

According to Canagarajah (2006), the term translingual allows us to consider
communicative competence as unlimited by predefined meanings of individual
languages, but also the ability to combine various language resources to build a
new meaning. The term helps us go beyond the dichotomies of
monolingualism/multilingualism or unilingulism/plurilingulism. These binaries
create the impression that interlanguage relations and practice are important only
for a specific group of people: those who consider themselves multilingual. We
agree that translingualism is fundamental to the acts of communication and
relevant to multilinguals and monolinguals.

Translanguaging is essential in practicing the minority language, especially in
the bilingual classroom. Garcia (2016) proposed allowing the students to use their
first language in the school. Such a perspective will allow students to introduce
their ideas based on the language they feel confident in at that moment; note that
students may work way more effectively while using the L1 instead of the
proposed L2 in the school. Lewis et al. (2012) refer to code-switching as
separating languages; translanguaging concentrates on learning both languages
simultaneously with minimum or no separation.

Historically, translanguaging is firmly bonded, sometimes even mistaken, with
code-switching. Francgois Grosjean, in his interview with Ofelia Garcia (2016),
assures that translanguaging goes “beyond named languages and taking the
internal view of the speaker’s language use”; at the same time, code-switching
looks at the languages as different categories, which can be looked across. Code-
switching is often addressed as the conscious or unconscious use of two or more
languages. Such a perspective is not circulating in the classroom, as a language is
considered to be divided sharply between L1 (official language) and L2 (foreign
language in the classroom). In contrast, Cen Williams was the first to employ
translanguaging as a teaching method. According to Garcia (2009),
translanguaging is a deliberate approach that utilizes the entire language repertoire
of individuals to achieve enhanced outcomes in both comprehension and language
production. Individuals can maximize their understanding and expression in a
given language by drawing upon their full linguistic resources. This was advanced
by Cenoz and Gorter (2013, 2021) and assisted in achieving the mutual
understanding between multilingualism and language used or/and learnt in the
classroom.
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Lewis et al. (2012) classify code-switching according to two situations. The first
is unplanned code-switching (response goes not in the language set in the class
but in the mother tongue). The second is planned (conscious two-language usage;
translanguaging to maximum clarify the income information). Camarca (2005)
proposes that code-switching in the literature is used to imitate real
multilingualism. Callahan (2004) assures that code-switching leaves space to
gather information about grammatical and discursive patterns, which reflect the
same used in face-to-face conversation.

On the other hand, code-switching is proposed as a ‘“creative, pragmatic, and
safe practice between the official language of the lesson and a language to which
the classroom participants have greater access” (Cahyani et al., 2016, p. 2). The
primary purpose of code-switching is to use different “code” depending on the
situation, either formal or informal. Code-switching was originally linked to
language separation while translanguaging hails the flexibility of language use.
However, there is no clear boundary between any language, which creates the
complexity of distinguishing them (Cenoz & Gorter, 2020). Nowadays, speakers
are utilizing any language resource to achieve the desired outcomes of the
conversation.

Both code-switching and translanguaging are reflected as an improvement in
the bilingual qualities of the speaker. Cenoz and Gorter (2011) proposed the
“Focus on Multilingualism” idea, which emphasizes exploring and recognizing a
speaker's multilingual abilities. The concept highlights the existence of linguistic
repertoire rather than the strict separation of linguistic competencies. It embraces
a holistic perspective on language abilities. This approach advocates for
recognizing and understanding the dynamic, fluid nature of multilingual
individuals' language practices. It emphasizes the competence of individuals in
managing diverse languages within their repertoire, acknowledging that
proficiency levels may vary. The framework encourages a view of
multilingualism that goes beyond isolated language competencies, instead
focusing on individuals’ communicative effectiveness and adaptability as they
navigate diverse linguistic contexts. Contextualized within cultural and social
factors, the “Focus on Multilingualism” framework challenges traditional notions
of fixed language boundaries and supports a nuanced understanding of language
use in multilingual settings (Cenoz & Gorter, 2011).
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3. Translanguaging: a term connecting different fields

3.1 Translanguaging in multilingual literature

The history of the study of translanguaging is also associated with the study of the
work of bilingual writers who create their writings not in their native language,
but at the same time retain linguistic identity, expanding and changing the style
of creativity. The methods of describing the artistic images used by translingual
authors differ from the means available to writers who create works in the
language used from birth. As a result, the works will expand, combining several
cultures' traditions and mixing elements of different ways of thinking, worldview
and literary traditions. Expressing their thoughts and emotions, bilingual writers
are representatives of the translanguaging concept in society. Examples include
well-known international bilingual writers J. Conrad (Polish), J. Joyce, and S.
Beckett (Irish), whose works are published in English. Further examples include
the Swiss writer of Hungarian origin A. Christoph, who writes in French; the
Romanian writer P. Celan, who writes in German; and Vladimir Nabokov, a
Russian writer who created the novel "Lolita" in English. Many such authors are
also winners of the Nobel prize: the Nigerian writer Wolle Sonna, a writer of
Indian origin V. S. Naipaul, and Caribbean writer Derek Walcott.

It can be said that all professional writers who speak several languages
demonstrate multilingual behavior, which is studied in order to understand how
the mind or personality can change when using other languages. Studies prove
that other languages allow writers to express their thoughts and feelings
differently and develop a different personality because multilingual awareness
gives authors who speak distinct languages double consciousness, so they use
their own language in their own way (Kellman, 2019). As a result, the authors
create a text in the first language focused on describing the culture of the second
language or the text in the second language, reflecting the world of the first
language.

Kellman (2019) also suggests that writers who write in a language other than
their primary one are literature-translinguals. He believes this type of writer is an
author who flaunts the freedom from the limitations of the culture in which they
find themselves and are born by expressing themselves in multiple verbal forms.

Thus, a translingual writer is an author who can transform his language
production into a new linguistic identity, and translingual literature is an essential
aspect of intercultural communication.

3.2 Translanguaging in translation

An important form of translanguaging is translation. Many writers who have
addressed this kind of creativity emphasize its complexity. When working with
texts, it is necessary to establish links between two language systems, uniting
them and relying on logical-formal relations and categories. In some cases, the
translation is carried out qualitatively as the translation is not only a particular
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type of interlingual activity, but also a unique intercultural phenomenon that
performs decoding, understanding, processing, and transferring information by
means of another language into another cultural field. The translator must
understand the cultural-ethnic language correctly and make inter-variant
translations, focusing on how the user uses various linguistic, semiotic, and
conservative resources to more accurately convey the meaning.

Translanguaging is an approach to the use of language, bilingualism, and the
education of bilinguals that considers the language practices of bilinguals not as
two autonomous language systems as has traditionally been the case, but as one
linguistic repertoire with features that have been societally constructed.
Translanguaging changes the perception of languages for teachers and linguists.
The main principle underlying translanguaging is that bilinguals are not two
monolinguals in one person (Grosjean, 1989) but have “one linguistic system”
that embodies and integrates features of societally conspired different languages,
whose usage may conform to the societally constructed norms, but it may not
(Garcia & Wei, 2014). Garcia and Wei (2014) suggest that translation into another
language includes literacy, literary practice, and using images for communication.
Translanguaging and translation are mutually exclusive practices; nonetheless,
translation can be an ideal space for interlingual communication, as confirmed by
Cenoz and Gorter (2021).

3.3 Translanguaging in literary art

Translingualism is evident in compositions where artists incorporate fragments of
the work in multiple languages, combining diverse musical forms, vocals, and
cultural elements. These techniques serve to captivate attention and convey
unique and supplementary meanings. Davies and Bentahila (2014) state that using
two languages within a single artistic creation can symbolize the convergence or
blending of two cultures and identities, while translation itself is viewed as a
representation of mobility or intermingling. Such artistic expressions reflect the
dynamic nature of language and culture, emphasizing the interconnectedness and
fluidity of human experiences.

Examples: Anastasia Prikhodko’s “Mamo” (Eurovision 2009) and "Michelle" by
the Beatles.

Translingualism can be applied in the design of products, services, or systems.
People speak different languages in different parts of the world, which hindered
communication in the past. If this dynamic changes, businesses, governments, and
society can also modernize. Therefore, various projects in the fields of business
and public research are focused on ways to overcome language barriers.

Lee (2015) associates translanguaging with aesthetic text. He believes that
translanguaging functions in literary art are vital components that contribute to
creating translanguaging imagination; translation into another language turns the
text into a meta-commentary on linguistic and communicative problems. As
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proof, he cites examples of how translanguaging works in two installations of the
visual art of contemporary Chinese artist Xu Bing. The words written in square
calligraphy visually change the language, and the resulting hybrid calligraphy
offers us English words made with the orthographic structure of hieroglyphs.
These words are incomprehensible to the Chinese viewer, as they are
unrecognizable to them, but on closer examination, they are known by English
spectators, even though it takes cognitive effort to decipher the letters encoded
under the characters.

Thus, translanguaging is applied in a new form of calligraphy called “new
English calligraphy.” It is the English language included in the visual scope of
Chinese spelling, and at the same time, it is Chinese visuality with English
phonetics. Here, translanguaging is applied in the form of visual diglossia, where
the structure of the Chinese character and the structure of the English alphabet are
modified and slide into each other, employing calligraphic strokes. Each word
becomes an intermediate site, which arises due to the transformation of various
script patterns.

3.4 Translanguaging in education

Translanguaging is used in schools to teach bilingual children. Bilingual
education is relatively widespread in educational institutions worldwide, but there
is also the practice of monolingual programs for indigenous and immigrant
population segments. The theory of translanguaging will help students develop
language skills and integrate them in such a way as to develop an extended
bilingual repertoire that will broaden their knowledge. Students can use various
textbooks in their native language to check their understanding and be confident
in the correctness of their homework. They may ask the teacher to explain the
problem in their native language. Interacting in the learning process is crucial to
expand the students' language, but it is not enough to listen and take forms or
output new ones. Engaging and interacting socially and cognitively in the learning
process in ways that produce meaning-making is equally crucial, while
translanguaging is essential to mediate students’ identities and complex cognitive
activities (Garcia & Wei, 2014).

Cenoz and Gorter (2013, 2021) contend against applying the traditional view
on language teaching. They advocate for a focus on multilingualism, stressing the
importance of ensuring that all languages collaborate and minimizing the
boundaries between them. Besides, the concept of "pedagogical translanguaging"
was introduced, which involves planned efforts by teachers inside the classroom,
which is described as “planned by the teacher inside the classroom and can refer
to the use of different languages for input and output or to other planned strategies
based on the use of students’ resources from the whole linguistic repertoire”
(Cenoz & Gorter, 2017, p. 194). This perspective aligns closely with the original
concept of translanguaging introduced by Williams (1994). Consequently, the
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goal of pedagogical translanguaging is not exclusionary but aims to include as
many languages as possible. Class planning should consider students' entire
linguistic repertoire to enhance language learning and foster multilingualism.

Improved metalinguistic awareness has been linked to multilingualism.
Moreover, a correlation exists with metacognition, a facet of the learning and
thinking process. The objective of pedagogical translanguaging is to foster the
cross-linguistic development of metacognition. Cultivating proficiency in
multiple languages is anticipated to result in substantial advancements in language
acquisition and, consequently, academic performance.

In linguistics, scholars adopt the translingual approach, which rejects the notion
of a single language standard and views deviations from the norm not as
drawbacks but as sources of creativity. Horner (2011) explains that the
translingual approach revitalizes writing and language teaching by recognizing
that language norms are inherently diverse, dynamic, and subject to negotiation.
Instead of expecting writers to adhere to rigid and uniform standards, the
translingual approach embraces differences as valuable resources. By shifting the
perspective from seeing differences as problems to considering them as assets, the
translingual approach encourages a more inclusive and flexible understanding of
language usage, fostering a rich and vibrant linguistic landscape. If one relates to
the English language, it is believed that various English language variants with
special features should not be considered defective speech. Such options reflect
the culture of users for whom English is non-native.

Additionally, Cummins (2007) critiques instructional methods that solely focus
on one language in classrooms where multiple languages are spoken. Instead, he
promotes the concept of translanguaging as a means to enhance language
acquisition and academic success. Translanguaging involves utilizing and
integrating different languages to facilitate communication and learning.
Translanguaging is seen as a way to bridge the gap between home and school
languages, promoting linguistic and cognitive development across multiple
languages. Empirical research has started to explore the benefits of
translanguaging in various educational contexts, shedding light on its potential to
optimize language learning outcomes and improve educational equity. Chaika
(2023) elaborates on the study of translanguaging and identifies challenges related
to language dominance, teacher training and resources, and assessment in
multilingual classrooms. The findings revealed that translanguaging practices
improved comprehension, facilitated vocabulary development, fostered cultural
connection, and promoted cognitive development in students. These findings
align with the work of Canagarajah (2011) and Gorter and Cenoz (2015a), who
identified advancing academic performance and contributing to a positive
learning environment. However, further empirical studies are needed to provide
robust evidence and extend our understanding of how translanguaging can
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effectively support language acquisition and academic achievement in
multilingual classrooms.

3.5 Translanguaging and linguistic landscape

The concept of translanguaging is widely used in such a field as advertising. Using
anglicisms in advertising contributes to the appearance of the “illusion of
uniqueness,” significance, and uniqueness of a product or service. The unusual
and unique qualities of Anglicism attracted the attention of consumers, for
example, the German advertisement ‘“Next, bitte” [Next, please] (ONext)

Translanguaging is often found in mixed signs on city streets (Lee, 2014;
Pennycook, 2010). If a signboard includes units of several languages, Pennycook
(2010) assumes it is impossible to decide whether the sign is monolingual or
multilingual unambiguously. Furthermore, the author suggests that in describing
such examples, it is not individual languages that should be analyzed, but
language resources (Pennycook, 2010).

Another manifestation of translingual activity is the intentional creation of units
with an undefined, mixed language status. An example would be the sign of the
MasterOK located on the billboard of the tool store/repair shop.

Moreover, Gorter and Cenoz (2015a) extensively examined the linguistic
landscape through the lens of translanguaging, as conceptualized in the
framework of "Focus on Multilingualism" (Cenoz & Gorter, 2011). They
advocated for including the entire linguistic repertoire of multilingual speakers,
drawing attention to the concepts of "minimal" and "recognizing" competence.
This approach underscores the existing linguistic imbalances within the mind,
contributing to the adept navigation of interactions with public signs containing
multiple languages (Gorter & Cenoz, 2015a).

The concept of translanguaging in relation to the linguistic landscape is
multifaceted, surrounding both monolingual and multilingual dimensions. This
involves a combination of diverse features on public signs, including symbols,
fonts, and colors. Gorter and Cenoz (2015b) also highlighted the correlation
between a neighborhood's characteristics and translanguaging development.
Factors such as geographic, social, and linguistic borders play pivotal roles in
shaping the dynamics of translanguaging in a given community. Their research
underscores the intricate interplay between linguistic practices and the physical
environment, shedding light on the nuanced ways in which individuals engage
with and negotiate multilingual spaces.

Yet, the dynamic nature of signs presents a potential challenge when
researching translanguaging within the context of the linguistic landscape. This is
because signs, such as billboards, bus advertisements, and leaflets, can change
anytime throughout the day (Gorter & Cenoz, 2017).
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4. Conclusion

Translanguaging is an increasingly popular approach to exploring the nature of
language, which has blurred the traditional boundaries between the written
language L1 and L2. Modern linguistic studies dedicated to this topic testify to its
notable relevance in contemporary linguistics.

The considerable number of publications devoted to translanguaging in recent
years shows that this term has attracted the special attention of scientists.
Nevertheless, translanguaging is limited in existing language science, and
understanding translanguaging requires its development among scholars and
educators who need to clarify and expand the meaning of this term.

The popularity of the term translanguaging suggests that the global perspectives
of softening the boundaries between languages continue to evolve in different
educational contexts. In the future, work on translanguaging will be conducted in
various directions. First, a consensus must be reached about using the term
translanguaging. As the current paper explores, different authors use the term
translanguaging for different realities.

It is also necessary to distinguish between translanguaging and bilingualism,
plurilingualism and multilingualism, which concern the knowledge of two or
more languages, while translanguaging emphasizes the process of learning a
second language. More research is needed to ensure that translanguaging provides
additional advantages in language training, whether it allows for a better
understanding of the subject, and whether it is effective in learning a second
language.

There are different points of view on translanguaging and code-switching.
Many linguists are inclined to think that code-switching refers to the alternation
of languages in a communicative episode and is governed by grammatical and
interactive rules. There is a difference in the study of translanguaging and code-
switching. Garcia and Wei (2014) consider translanguaging to be different from
code-switching, which is seen as changing two languages, while translanguaging
is based on the speakers’ organization of the comprehensive language repertoire.
Hornberg and Link (2012) view code-switching as a search for “language
interference and transfer” and contrast it with translanguaging, defined as the
active involvement of multilingual speakers in their linguistic practices. When
switching code, the concept of separation of languages is used, while in
translanguaging, the main emphasis 1s on studying both languages
simultaneously, not separating them.

Causes of translanguaging are different:

« personal linguistic and cultural preferences;

* the need for broader self-expression (the need for an extended lexical
reserve, the need for self-affirmation);

» forced emigration for various reasons.
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Translanguaging can be applied in various areas of science:

* in the creation of translingual literature;

* in advertising;

e 1n the author's translation;

e art and pop music;

* education.

It 1s necessary to consider students' multilingual experience and find ways of
dealing with language fluidity and mixing practices, as well as the implementation
of written pedagogy.

As an example, pedagogical translanguaging seeks to support the enhancement
of less proficient languages by harnessing the full linguistic potential of the
speaker. This approach aims to optimize the development of language(s) and
enhance performance in academic subjects. It advocates the importance of
recognizing prior or pre-existing knowledge of language (Cenoz & Gorter, 2021).

The literature on translation from the language is mainly theoretical. Additional
empirical studies of practicing teachers based on translanguaging-based pedagogy
can determine the extent to which translingualism can be effectively used.

Considering translanguaging as an intricate multimodal practice emphasizes its
complexity. Further empirical research is essential to comprehending how
translanguaging operates across different domains.
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Oral performance in online foreign language classes: An
idiodynamic approach to capture moment-to-moment changes in
learner anxiety

Emotions are known to last for a limited period before the individual transitions to a different emotional
state (Boudreau et al., 2018), and it can be assumed that anxiety also exhibits this phenomenon. The present
study aims to depict the dynamics of EFL learners’ anxiety at the per-second timescale during an online oral
language task and determine potential explanations for these fluctuations by employing the dynamic systems
theory and the idiodynamic approach developed by MaclIntyre (2012). Firstly, seven Vietnamese secondary
school students were administered a questionnaire to measure their online classroom anxiety and were then
videotaped while performing oral tasks. Next, the participants rated their anxiety levels using a software
called Anion Variables Tester v2. Finally, they were asked to explain changes in their anxiety in the post-
task interviews. The findings revealed that both similarities and differences in anxiety levels were captured
among the relatively homogeneous group of participants. The learners attributed fluctuations in anxiety to
their self-confidence, topic familiarity, task complexity, the emergence of numerous ideas, language
proficiency, satisfaction with performance, dishonesty in responses, and internal and external readiness. The
findings of this study can benefit teachers in selecting strategies to facilitate learners’ positive emotions and
sustain their active participation during speaking activities utilized in online classes. Finally, several
limitations were identified and discussed in this paper.

Keywords: language anxiety, idiodynamic, oral performance, online communication, dynamic systems
theory

1 Introduction

In recent years, developing specific language skills has attracted significant interest
and investment from the Vietnamese Ministry of Education and Training (MOET).
Multiple policy documents have been issued to enhance learners’ language skills.
Among the relevant documents, the Official Dispatch No. 32/2018/TT-BGDDT,
which thoroughly describes the framework of the General Education Program (GEP)
2018, places heavy emphasis on the comprehensive development of language skills
(i.e., listening, speaking, reading, and writing) to achieve effective communication
(Vietnamese Ministry of Education and Training, 2018). However, recent evidence
has indicated several challenges in achieving these goals. For instance, Pham et al.
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(2022) revealed that Vietnamese students lack confidence in English presentation
skills. Furthermore, the Education First (EF) English Proficiency Index reported that
Vietnamese learners have low English proficiency and ranked 60th out of the 111
surveyed countries (Education First, 2022). Such findings have led researchers to
examine the underlying causes of these issues. While several studies have been
conducted at the university level (Huynh, 2021; Le & Tran, 2020; Tran et al., 2013),
little attention has been paid to K-12 students. Therefore, this study aims to examine
the EFL oral performance of secondary school students in an attempt to bridge the
existing research gap and contribute to a deeper understanding of this issue.

Learners’ in-class oral performance has been shown to be influenced by several
factors, including age, motivation, language aptitude, cognitive abilities, anxiety, and
L1 interference (Aida, 1994; Coulombe, 2000; Horwitz et al., 1986; Kim, 1998;
Maclntyre & Gardner, 1994; Saito et al., 1999). Among these factors, anxiety has
attracted considerable attention from researchers in foreign language teaching and
learning for decades (Horwitz et al., 1986; MaclIntyre & Gardner, 1994a). Language
anxiety is “the feeling of tension and apprehension specifically associated with
second language contexts, including speaking, listening, and learning” (Maclntyre &
Gardner, 1994a, p. 284). Horwitz et al. (1986) proposed a classification system for
language anxiety that contains three distinct types, determined by the contexts in
which they arise, namely "communication apprehension, test anxiety, and fear of
negative evaluation" (p. 127). Communication apprehension refers to an individual's
shyness or fears associated with communicating with others using a foreign language
(Horwitz et al., 1986). According to Piniel and Csizér (2014), anxiety in the context
of a foreign language classroom is “situation-specific anxiety” or “repeated
momentary experiences of anxiety” (p. 166). As this paper focuses on depicting the
dynamics of anxiety, the moment-to-moment state of learners’ anxiety was
examined.

The outbreak of the COVID-19 pandemic had a significant impact on the
education sector, with schools and universities shifting to online teaching and
learning to maintain educational activities during periods of strict social distancing.
Although the COVID-19 pandemic is more or less under control, online learning has
not lost popularity and remains an indispensable part of education alongside
traditional face-to-face instruction. However, previous studies have reported
inconsistent results regarding the levels of anxiety experienced by learners in online
versus face-to-face classes. While some studies suggested that learners experience
higher levels of anxiety in online classes (Russell, 2020; Wang et al., 2020), others
reported the opposite (Coté¢ & Gaftney, 2021). However, there has been a lack of
studies on this issue, justifying further investigations to gain deeper insights into the
topic.
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2 Literature review

2.1 Language anxiety and dynamic systems theory

Dynamic Systems Theory (DST), has appeared as a useful framework for studies in
the field of applied linguistics since it was introduced by Larsen-Freeman in 1997
(Verspoor & Lowie, 2021). As de Bot et al. (2013) explained, systems refer to groups
of entities or components that collectively form a unified whole. Systems are
composed of subsystems, but systems themselves also function as subsystems of
larger systems (de Bot et al., 2013). In their 2007 study, de Bot et al. defined four
primary properties of a dynamic system, including its change over time, the
interconnectedness among its variables, its self-organization into attractor states and
speller states, and finally, the butterfly effect, which means that small changes can
trigger shifts in the whole system. Anxiety has been shown to possess these
properties in previous research studies (Macintyre & Legatto, 2011; Shirvan &
Talebzadeh, 2017).

Few studies exist which have employed DST to explore language anxiety. For
instance, Huynh (2021) used a DST approach to examine foreign language learners’
anxiety in online classes during social distancing amid the COVID-19 pandemic. She
suggested that the dynamics of learner anxiety in online language courses featured
multiple nonlinear fluctuations. In addition, she attributed the learners’ anxious states
to a lack of preparedness for the lessons. However, in their 2014 work, MaclIntyre
and Serroul argued that anxiety emerges when efforts fail to meet the demands of
communication tasks and that an increasing difficulty level in communication tasks
can trigger an escalation of learners’ anxiety levels. Another study by Gregersen et
al. (2014) used an idiodynamic approach to examine the anxiety of six participants
while delivering presentations. The authors triangulated various data sources,
including responses to the Foreign Language Classroom Anxiety Scale (FLCAS;
Horwitz et al., 1986), physiological heart rates recorded during the presentations,
idiodynamic self-ratings of learner anxiety using the software developed by
Maclntyre and Legatto (2011), and follow-up interviews. Strong associations were
found between the results produced by the various data sources. Despite promising
findings such as these, DST has been employed in a limited number of anxiety
studies. Thus, further investigations using this theoretical perspective are needed to
enrich this research area.

158



VUONG THI HOAN

2.2 Language anxiety and the idiodynamic approach

The idiodynamic approach was developed by Maclntyre (2012) to examine
fluctuations in emotional or perceptive states related to individual communication.
The procedure consists of four stages:

e The oral performances of the participants are videotaped for later replay.

e Participants are instructed to use software, namely the Anion Variable Tester
v2, to rate their affective or cognitive state at per-second timescales while
simultaneously watching the recorded videos.

e Interviews are conducted to elicit participants' explanations of moment-by-
moment changes on the graphs produced by the software mentioned above.
These interviews are also recorded.

e The entire procedure is transcribed.

Several studies have explored language learning anxiety using the idiodynamic
approach. While some studies focused on identifying patterns in participants’ anxiety
and searching for attributors, others investigated the relationship between anxiety
and other factors such as willingness to communicate (Maclntyre & Gregersen,
2022), enjoyment (Boudreau et al., 2018), and familiarity with interlocutors (Shirvan
& Talebzadeh, 2017), as well as their dynamic relationships. The findings show
consistency regarding several aspects.

Firstly, it is worth noting that all of the reviewed studies have concluded that using
the idiodynamic approach allowed for the collection of rich and dense data (i.e.,
Gregersen et al., 2014; Mardian & Nushi, 2023). Researchers triangulated the
quantitative data (including responses from questionnaires designed to measure
language anxiety and self-ratings obtained using the Anion Variables Tester
software) with the qualitative data consisting of video recordings and post-task
interviews. Interestingly, some researchers even incorporated additional data
sources, such as heart rate measurements obtained from heart monitors worn by
participants during their performance (Gregersen et al., 2014).

Secondly, this approach has enabled researchers to examine per-second changes
in anxiety (Mardian & Nushi, 2022) and investigate its dynamic nature (Garcia &
Appel, 2018; He et al., 2021). Previous research has shown that individuals’ anxiety
trajectories are distinctive (Gregersen et al., 2014; He et al., 2021; Shirvan &
Talebzadeh, 2017), as they were affected by various factors in different ways and
showed varied responses to these impacts. This result is consistent with the assertion
by Gregersen et al. (2014) that even the same person speaking on the same topic to
the same audience at the same venue can exhibit various trajectories at different
times. While this distinctiveness offers valuable insight into language anxiety at the
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individual level, it creates difficulties in generalizing research results (Garcia &
Appel, 2018).

Finally, based on the thorough review of the limited number of relevant studies on
language anxiety using the idiodynamic approach, it can be concluded that various
factors attributed to moment-to-moment anxiety fluctuations have fallen into two
categories, namely internal and external factors. This classification is consistent with
the grouping proposed by He et al. (2021). Other authors, such as Garcia and Appel
(2018), have proposed different groupings, grouping factors based on whether they
cause spikes or dips in trajectories. However, it can be argued that the two groups
above, internal and external factors, are broad enough to encompass the attributors
identified by previous researchers. The first group, internal factors, comprises self-
efficacy (Garcia & Appel, 2018; He et al., 2021), fear of misinterpretation, and
individual curiosity about given topics (Garcia & Appel, 2018). He et al. (2021) also
found that gender, fear of being judged, fear of failure, and lack of confidence were
internal factors that contributed to changes in language learners’ anxiety. The second
group, external factors, includes the turn-taking and engagement levels of learners
regarding the provided topics (Garcia & Appel, 2018), the difficulty level of the
given tasks (Garcia & Appel, 2018; He et al., 2021), non-verbal feedback from
partners, the level of familiarity with their partners (Shirvan & Talebzadeh, 2017),
types of in-class activities, teacher’s feedback, and peer feedback (He et al., 2021).

2.3 The present study
This study aims to investigate the patterns of anxiety that can be observed among
secondary school EFL learners during oral performances in online classes and to
identify the factors that contribute to changes in the observed anxiety levels.
Accordingly, the study seeks answers to the following research questions:
1. What patterns of anxiety can be observed among EFL secondary school
learners during oral performances in online classes?
2. What factors do EFL secondary school learners attribute to the changes in
their anxiety levels?
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3 Method
3.1 Participants
Table 1. Background information
Starting grade for School

Name Gender Age Grade learning English Type of school area
Thuy  Female 13 7 1 Public school Urban
Uyen  Female 13 7 1 Public school Urban
Nga Female 13 7 3 Public school Rural
Hoa Female 14 8 1 Public school Urban
Tuyet Female 13 7 1 Public school Urban
Vi Female 13 7 3 Public school ~ Urban
Trinh  Female 12 6 2 Private school Urban

Table 1 presents the information on the seven female participants. Pseudonyms were
used to maintain confidentiality. All participants had been studying English since
Grade 3 as a compulsory subject, with four beginning in Grade 1 and one in Grade 2
as an elective. It is worth noting that all participants had been participating in online
classes for nearly two years since the first wave of the COVID-19 pandemic in
Vietnam.

3.2 Material and procedure

Firstly, consent forms were sent to the parents to ensure their consent to the
children’s participation. The first part comprised 30 items adapted from the
previously mentioned FLCAS (Horwitz et al., 1986) that were modified to suit the
specific research topic. The second part of the questionnaire comprised six questions
collecting biographical information from the participants.

Several modifications were made to the original version of the FLCAS. The word
online was added to the phrase language class from the original version (i.e., /
tremble when I know that I'm going to be called on in online language class instead
of I tremble when I know that I'm going to be called on in language class), which
accurately described the research context of the study. Moreover, three original items
(i.e., Item 5, 17, and 22) were adjusted to ensure all items were loaded in the same
direction. More specifically, negative statements were converted into affirmative
ones and vice versa. For instance, the item I don't feel pressure to prepare very well
for language class was replaced with [ feel pressure to prepare very well for online
language class. In addition, three original items (i.e., Item 6, 14, and 32) were
excluded from the survey instrument as they pertained to anxiety experienced outside
of the language classroom, which was not the primary focus of this study.
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The participants were informed of the scheduled day of data collection in advance.
On the day of the data collection, students participated in an online class via Skype
and received a brief description of the study, followed by instructions on how to
respond to the online questionnaire within 15 minutes. At the next stage, each
participant provided oral responses to five questions on a topic, and their oral
performance was video-recorded. The length was between 1 min and 40 s and 5 min
and 12 s.

The students were informed about an upcoming offline meeting two days later to
rate their anxiety levels. The participants were given instructions on operating the
software. They were then asked to rate their anxiety levels while viewing their videos
by clicking on either the increase anxiety button, which ranged from O to +5, or the
decrease anxiety button, which ranged from O to -5. Participants performed this task
twice: the first served as a practice trial, and the second provided data to be analyzed.

One-to-one online interviews were conducted shortly after the data collection
phase. The participants were presented with the line graphs of their anxiety levels
and their recorded videos simultaneously. The researcher paused the videos when
significant changes in anxiety were observed and asked learners for their
explanations. The interviews were also video-recorded, and the interviewees were
asked questions as follows:

(1) What were the reasons behind the high anxiety rating at this particular
moment?

(2) Can you elaborate on the reasons for your low anxiety level at this moment?
(3) What are the reasons for the consistent level of anxiety during this interval?
(5) Would you like to share anything related to your oral performance?

4 Results

The results section presents the findings for each participant regarding the two
research questions. The mean values of two data sets are provided for each
participant, including situation-specific anxiety data obtained through the FLCAS
and state anxiety (or dynamic anxiety) data gathered using the software. Situation-
specific anxiety refers to a participant’s tendency to experience anxiety in the context
of online language classes. On the other hand, state anxiety denotes the temporary
emotional state that arose during their speaking tasks. Min-max normalization (Han
et al., 2011) was utilized to rescale the two data sets, with each variable scaled
between 0 and 1 to avoid the scaling problem.
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Table 2. Speaking time and mean values of learners’ situation-specific and state anxiety

Participants ~ Speaking Mean values of Mean values of Differences in
time situation-specific dynamic anxiety mean values
(seconds) anxiety between
Before After Before After situation-specific
rescaling  rescaling  rescaling  rescaling and state anxiety
Thuy 188 3.6 0.65 -0.26 0.47 0.18
Uyen 182 3.47 0.62 0.17 0.52 0.10
Nga 100 297 0.49 0.33 0.53 0.04
Hoa 196 4.33 0.83 0.00 0.50 0.33
Tuyet 127 3.43 0.61 -0.07 0.49 0.11
Vi 254 2.73 0.43 -0.1 0.49 0.06
Trinh 312 3.53 0.63 0.14 0.51 0.12

Table 2 reveals both consistency and variation between the participants’ situation-
specific and state anxiety. Specifically, two out of the seven participants, namely Nga
and Vi, exhibited minimal differences between their situation-specific and state
anxiety levels, which were 0.04 and 0.06, respectively, suggesting consistency
between these two participants. For instance, both mean values consistently showed
that Vi tended to experience low levels of anxiety in online language classes in
general and during the observed online session in particular (see Table 2). In contrast,
the data obtained from Thuy, Uyen, Hoa, Tuyet, and Trinh exhibited discrepancies
between their situation-specific and state anxiety levels. For instance, Hoa displayed
the most remarkable difference in mean values of the two scales with a difference of
0.33. Her FLCAS mean value suggested that she typically experienced high levels
of anxiety in online language classes. In contrast, her state anxiety mean value
indicated a balance between anxious and anxiety-free experiences during her
speaking performance (see Table 2).

The next section provides a vertical analysis of the idiodynamic data for each
participant. It is worth noting that the participants’ anxiety is described in ascending
order of the fluctuations in their anxiety, which was derived from the sum of clicks
on both the increase anxiety and decrease anxiety buttons. As a result, the
participants are listed in the following order: Nga (47 clicks), Uyen (55 clicks), Tuyet
(71 clicks), Thuy (90 clicks), Trinh (116 clicks), Vi (124 clicks), and Hoa (167
clicks). Notably, the quantitative data gained through the FLCAS was merely utilized
to provide background information on the participants’ situation-specific anxiety.
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Nga

Nga’s FLCAS results did not show a tendency to experience anxiety in online
language classes. However, she showed a high level of anxiety during the first task,
talking about her favorite foods. She admitted that the task was not challenging, but
her lack of attention and concentration resulted in feelings of anxiety. Therefore, her
response was short and provided relatively little information. She expressed regret
over her first response, adding that she could have performed more successfully if
she had been in a better mood.

Figure 1. Nga’s anxiety pattern
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Her anxiety patterns across three subsequent tasks, namely discussing foods she
dislikes (as illustrated as T2 in Figure 1), whether she prefers eating at home or at
restaurants (as illustrated as T3 in Figure 1), and the advantages of eating at home
(as illustrated as T4 in Figure 1) were fairly similar. Her anxiety levels increased at
the outset and gradually declined toward the end of each segment. She explained that
she tended to feel anxious right after receiving a question and progressively felt more
at ease when she was close to completing the task. Additionally, she reported feeling
more anxious when asked the fourth question about the advantages of eating at home
compared to the second and third tasks, as she had not encountered this question
before.

For the final task regarding the disadvantages of eating at home, Nga reported a
more relaxed experience, which she attributed to the emergence of numerous
available ideas. It is worth noting that the fourth and fifth questions were closely
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related. Therefore, she could draw on the ideas for the fifth question based on those
produced for the previous question.

Table 3 reveals that the proportion of peaks to troughs was 8:5. The duration of
anxious feelings was nearly twice that of relaxed states, consistent with the number
of clicks on the increase anxiety and decrease anxiety buttons, which were 30 and
17, respectively.

Table 3. Nga’s dynamic anxiety ratings

Ratio of Time Time The number of The number of
peaks and duration duration clicks on increase  clicks on decrease
troughs above 0 below 0 anxiety button anxiety button
Nga 8:5 31 17 30 17

Uyen

Initially, during Task 1, Uyen showed minor fluctuations in her anxiety levels when
asked to talk about her subjects at school (see Figure 2). Her anxiety considerably
decreased during her response to Task 2 about her favorite subject (see Figure 2).
Uyen attributed this reduction in anxiety to her belief that her response to Task 1 was
good, which boosted her self-confidence and willingness to respond to subsequent
tasks.

During Task 3, which required Uyen to describe her school, the graph shows that
Uyen experienced the most intense feelings of anxiety, with the peaks occurring three
times (see Figure 2). She explained that her limited knowledge of the school and
difficulty finding appropriate words to convey ideas resulted in word repetition and
pauses in her speech.

In contrast, Uyen did not experience significant anxiety while addressing Task 4,
which asked about her favorite subject. Finally, in response to the last question about
her future job, Uyen displayed the most relaxed experience (see Figure 2). In
explaining this result, she noted that her mother has always expected her to become
an English teacher and talked to her about it almost every day. As a result, this career
choice was deeply ingrained in Uyen’s mind, and she answered the question
promptly without much consideration.
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Figure 2. Uyen’s anxiety pattern
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Table 4 indicates that despite a ratio of peaks and troughs of 11:11, the duration
of her anxious states was considerably longer than that of her relaxed states.
Additionally, the number of clicks on the increase anxiety button (33) and the
decrease anxiety button (22) echoes this difference. Her FLCAS mean value, which
was 3.47, also reflected her tendency to experience anxiety in online language
classes.

Table 4. Uyen’s dynamic anxiety ratings

Ratio of Time Time The number of The number of
peaks and duration duration clicks on increase  clicks on decrease
troughs above 0 below 0 anxiety button anxiety button
Uyen 11:11 27 18 33 22

Tuyet

Compared to the two previous participants, Tuyet’s anxiety pattern exhibited more
fluctuations in each segment. Notably, her anxiety fluctuated the most during the
second segment, in which she was asked about her favorite tourist attractions. It
experienced a steep fall to -2 before a sudden jump up to +3 (see Figure 3). In her
post-task interview, she explained that her changes in anxiety levels were due to the
overwhelming number of places coming to mind and the difficulty of organizing
them logically.

Similarly, the third segment of the graph, requiring her to talk about whether she
preferred travelling with family or with friends, displays an increase in anxiety to 2
(see Figure 3). She revealed her lack of ideas on the topic, explaining that “I preferred
to travel with my friends, but I don’t know why” and “At that time, I just had very
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few ideas, and I was afraid I couldn’t provide a good answer.” This contributed to
the increase in anxiety seen during her response to this question.

Figure 3. Tuyet’s anxiety pattern
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Her trajectory’s two lowest points (-3) appeared during her response to Tasks 4
and 5. For Task 4, Tuyet discussed her travelling activities and indicated that “the
ideas were available in my mind, and I just verbalized them. Therefore, I didn’t feel
worried at all”. Regarding Task 5 about how often she traveled, Tuyet stated that the
question was not difficult and that the ideas quickly came to her mind. Despite the
anxiety she reported in the interview, her responses were generally fluent and
provided adequate information.

Table S. Tuyet’s dynamic anxiety ratings

Ratio of Time Time The number of The number of
peaks and duration duration  clicks on increase  clicks on decrease
troughs above 0 below 0 anxiety button anxiety button
Tuyet 12:13 22 28 31 40

Table 5 shows that the ratio of peaks and troughs was 12:13, indicating a marginal
difference. The duration of her anxious states was 6 seconds greater than that of her
relaxed ones. Additionally, the number of clicks on the increase anxiety and decrease
anxiety buttons were 31 and 40, respectively. The consistency in the quantitative data
demonstrates that Tuyet experienced more relaxation than anxiety during her
performance. However, the mean value of her FLCAS score (3.43) indicates that she
typically experienced anxiety during online language classes.
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Thuy

Figure 4 shows that Thuy experienced a high degree of relaxation (-4) during her
response to Task 1, which asked When do you have free time?. Thuy explained that
this task was straightforward and did not require much thought, allowing her to
respond promptly. Task 2, which asked about her leisure activities, produced minor
fluctuations in her anxiety levels.

Figure 4. Thuy’s anxiety pattern
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During oral task 3, where Thuy was asked to discuss popular leisure activities in
her city, her anxiety reached its lowest point (-5; see Figure 4). Although initially a
bit concerned, her fearfulness disappeared after a few seconds as several ideas came
to mind. In the subsequent question asking whether she preferred to spend free time
with friends or family, Thuy's anxiety level fluctuated the most. At first, she was
unsure about her preference, leading to an increase in her anxiety level to +3. After
deciding to choose friends, her anxiety level decreased, but it surged again when she
struggled to explain the reasons for her choice.

Table 6. Thuy’s dynamic anxiety ratings

Ratio of Time Time The number of The number of
peaks and duration duration  clicks on increase  clicks on decrease
troughs above 0 below 0 anxiety button anxiety button
Thuy 12:15 24 41 38 52

When responding to the next question on the importance of free time, Thuy's
anxiety levels dropped to O and remained unchanged until the end of her
performance. She explained that she began to feel a sense of relief since she knew
that this answer would bring her to the end of her performance.
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Table 6 reveals that Thuy’s anxiety dynamics showed fewer peaks than troughs,
with a ratio of 12:15. The duration of her anxiety-free states was nearly twice as long
as that of her anxious states. Accordingly, the number of clicks on the decrease
anxiety button significantly outnumbered those on the increase anxiety button. This
result suggests that Thuy felt relatively relaxed throughout her performance despite
the mean value of her FLCAS score (3.6), indicating that she often feels anxious
during online language classes.

Trinh
The first task required Trinh to introduce her city. She remained silent for several
seconds before answering the question and showed many instances of hesitation.
Figure 5 indicates that her anxiety level reached +4, which she explained by stating
that “I don’t completely understand the question” and “I don’t know much about my
city.”

Figure 5. Trinh’s anxiety pattern
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Her ideas for the second question regarding tourist attractions in Trinh’s city were
disorganized, and her response contained multiple grammar mistakes. She switched
between ideas and ended her answer abruptly. Her anxiety level in the second
segment was low in the beginning but increased towards the end. In the subsequent
question about her favorite thing in her city, her anxiety jumped to +4 again. She
remained silent for seven seconds before deciding on coffee as her favorite. When
asked to clarify her high level of anxiety, she said, “There are a lot of things I like
about my city, but I must consider the one I like best to share” and “I find it hard to
find suitable words to convey my idea.”

The next task asked her to share what she disliked about her city. Although she
responded quickly, she did not provide a complete explanation. This task produced
a lasting anxious state for Trinh, as she had never considered the topic before. The
final answer seemed to be the most fluent, and Figure 5 also indicates a low degree
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of anxiety for this task. She attributed her relief to the availability of ideas regarding
recent changes in her city.

Table 7. Trinh’s quantitative data

Ratio of Time Time The number of The number of
peaks and duration duration clicks on increase  clicks on decrease
troughs above 0 below 0 anxiety button anxiety button
Trinh 17:20 59 48 64 52

Interestingly, Table 7 shows that the proportion of peaks to troughs was 17:20;
However, the duration of time she experienced anxiety (59 seconds) was longer than
the duration of her relaxed states (48 seconds), and the number of clicks on the
increase anxiety button (64) was more significant than those on the decrease anxiety
button (52). Apart from the ratio of peaks and troughs, the rest of the data in Table 7
was consistent with the mean value of her FLCAS score (3.53).

Vi

Among the seven participants, Vi had the lowest mean FLCAS score (2.73),
indicating that she typically does not experience anxiety in online language classes.
However, during her first response about festivals in Vietnam, she exhibited
numerous pauses and hesitations and could only list a few festivals in her area. Figure
6 indicates that the maximum level of +5 was reached twice. In her interview, she
explained her anxiety with statements including “I don’t know many festivals in
Vietnam,” “I only know two festivals in my province,” “It would be easier if I was
asked about the most important festival in my province instead of the one in
Vietnam,” and “I was very nervous, as I didn’t think I could answer this question.”

Figure 6. Vi’s anxiety pattern

T1 T2 T3 T4 T5

=]
I ——
S
I

et

T T T T T e e e VR TV e T T T e e T TR T IQHﬁ\\ﬁ\\g\\g\\gHg\\g\\g\\g\\gl@Hgl\g\\gllg\\g\lgHgllg\\gl\g\\gllg\%\lﬁ\\g\lg\\,'5

mmmmmmmmmmmmmmmmmmmmmmmmm

170



VUONG THI HOAN

For the second task relating to how people celebrate festivals in Vietnam, Vi
remained silent for eight seconds, with her face turning pale. However, she reported
very low levels of anxiety, specifically -3 and -4 (see Figure 6). To explain, she stated
that she came up with ideas for her answer during the pause, which provided a feeling
of satisfaction.

In the subsequent question about her favorite festival activity, she reported the
lowest level of anxiety (-5; see Figure 6). Vi explained her anxiety-free state during
this task, stating that “I was confident with my answer” and “I didn’t spend much
time thinking about the answer.”

During the next task, which asked about the importance of festivals, Vi responded
fluently without showing any signs of anxiety, which is consistent with what was
reported in the graph. As for the final question about whether she likes to attend
festivals with family or friends, she responded quickly and confidently.

Table 8 reports 17 peaks and 19 troughs in Vi’s anxiety curve. The time duration
below the O level is greater than that above 0, with 45 seconds and 54 seconds,
respectively. Vi clicked 57 times on the increase anxiety button and 67 times on the
decrease anxiety button. Overall, Vi experienced more states of relaxation than
anxiety, which is consistent with her FLCAS mean score.

Table 8. Vi’s dynamic anxiety ratings

Ratio of Time Time The number of The number of
peaks and duration duration clicks on increase  clicks on decrease
troughs above 0 below 0 anxiety button anxiety button
Vi 17:19 45 54 57 67

Hoa

In response to the first question asking whether she had close friends, Hoa responded
fluently without expressing any anxious feelings, although there was a short pause
towards the end of her response. Her anxiety pattern indicated that she mostly felt
relaxed; however, at one point, she reported her anxiety to be at +4, which was
explained with statements such as "I always feel nervous when being asked" and "I
don't have many friends, so I didn't know what to say." Figure 7 shows that Hoa rated
her anxiety at -3 twice. She attributed the first time to the low difficulty level of the
question and the second time to her knowing precisely who to talk about in her
response.
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Figure 7. Hoa’s anxiety pattern
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For Task 2, which asked about her activities with friends, Hoa responded, “I often
hang out with my close friends on weekends and chat with them at school and at
home.” As seen in Figure 7, Hoa’s anxiety went up to level +3 from the beginning
of her response. She explained her anxiety, expressing that “all I do with my friends
is texting them sometimes to discuss the lesson or ask about homework, so my
answer was not completely true."

Regarding the third question on whether she preferred spending time with family
or friends, Hoa hesitated several times. Figure 7 displays an increase in her anxiety
at the beginning and a decrease at the end. The highest level of anxiety occurred
during the fourth task when Hoa discussed the importance of friendship.
Explanations were provided to clarify the reasons behind this high point such as “I
don’t know what to say” and “My mind went blank at that moment”. In the final
question about whether she shares her difficulties with her family or friends, her
anxiety increased to level +4. She reported that it was difficult to choose an answer
and explained that her choice ultimately depended on the situation. Later, her anxiety
showed a sharp decline to -3 when she was close to completing her answer. Similar
anxiety patterns can be seen in Hoa’s responses to Tasks 3, 4, and 5, with a rise at
the beginning and a drop at the end. Hoa provided similar explanations for these
patterns, attributing the rises in anxiety to a lack of ideas and the decreases due to
their emergence.

Despite a mean FLCAS score of 4.3, Hoa experienced more relaxation than
anxiety during her oral performance (see Table 9). The ratio of peaks to troughs in
her anxiety trajectory was 17:32, indicating a greater frequency of relaxed states.
Moreover, the duration of her relaxed states was notably more prolonged than that
of her anxious states, lasting 66s and 49s, respectively. Table 9 showed that she
clicked the decrease anxiety button 100 times compared to 67 clicks on the increase
anxiety button.
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Table 9. Hoa’s dynamic anxiety ratings

Ratio of Time Time The number of The number of
peaks and duration duration  clicks on increase  clicks on decrease
troughs above 0 below 0 anxiety button anxiety button
Hoa 17:32 49 66 67 100

5 Discussion
5.1 Learners’ anxiety patterns during oral performance in online EFL classes
Firstly, it i1s evident that participants' anxiety trajectories during their oral
performances in online EFL classes are distinctive and unique, which supports
previous findings by Shirvan and Talebzadeh (2017), Gregersen et al. (2014), and
He et al. (2021). The participants exhibited varying degrees of fluctuations.
Similarities and differences were discovered at both the inter-participant and intra-
participant levels when taking into account the anxiety trajectories observed during
each task. Two out of the seven participants (i.e., Nga and Hoa) experienced similar
anxiety patterns, with a rise in anxiety at the beginning of the task and a decrease in
anxiety at the end. This result was attributed to uncertainty about responding to the
given questions, followed by relaxation when the task was almost complete.
Regarding their overall anxiety trajectories, Thuy and Hoa showed a decline in their
anxiety level as they approached the completion of their sessions. Apart from these
convergences at the inter-participant level, the remaining participants displayed
divergent anxiety patterns. At the intra-participant level, the anxiety trajectories
observed during the responses to various questions were consistent (i.e., Nga and
Hoa). For example, Hoa exhibited similar anxiety patterns during her responses to
the third, fourth, and fifth questions.

5.2 Factors affecting learners’ anxiety during oral performance in online EFL
classes

This study's findings suggest that two categories, internal and external factors,
contributed to the changes in participants' language anxiety. Internal factors include
self-confidence, familiarity with the topic, the emergence of relevant ideas, language
proficiency, satisfaction, dishonesty in responses, and internal readiness, while
external factors consist of task complexity and external readiness.

Firstly, self-confidence was found to affect participants’ anxiety levels. For
instance, Uyen believed that her first response was satisfactory, which boosted her
self-confidence for the subsequent questions. Similarly, Vi's anxiety level dropped
due to her confidence in her answer to a particular question. This finding is consistent
with previous studies by Garcia and Appel (2018) and He et al. (2021), which
highlight the role of self-efficacy in influencing learners' anxiety.
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The second factor that influenced participants' anxiety was their familiarity with
the topic at hand. Four out of seven participants (i.e., Nga, Uyen, Trinh, Vi) reported
that the topic was unfamiliar to them, which increased their anxiety. Task complexity
was also found to affect participants’ anxiety levels. Tuyet, Thuy, and Hoa reported
feeling more relaxed as the questions were straightforward. This finding is reinforced
by Huynh (2021), Garcia and Appel (2018), and He et al. (2021), who emphasized
the impact of task complexity on learners' anxiety.

Notably, the emergence of numerous relevant ideas also increased anxiety, as
learners found it challenging to organize their ideas logically or decide which ones
to retain and which to leave out. Tuyet and Trinh mentioned this factor in their
interviews.

Furthermore, the language proficiency of the learners was found to cause
fluctuations in their anxiety levels. For instance, Uyen explained that her lack of
relevant vocabulary made it difficult to express her ideas. Additionally, learners’
language proficiency can affect their comprehension of the questions, as in the case
of Trinh, who attributed her increase in anxiety to not fully understanding the
question.

Participants’ satisfaction with their responses noticeably contributed to the anxiety
reduction (i.e., Vi). Conversely, dishonesty in responses was shown to lead to an
increase in anxiety. For instance, Hoa did not participate in many activities with her
friends, but she was afraid of her responses being short and insufficient.
Consequently, she added some activities she did not actually do with her friends.
This dishonesty resulted in her anxiety surge.

The last factor that emerged in this study was readiness, which refers to a state of
preparedness among those involved in the online classroom setting (Huynh, 2021).
Two categories of readiness were identified: internal readiness, which is related to
the learners themselves, and external readiness, which is linked to the learning
environment. For internal readiness, the participants reported a lack of concentration
on the tasks and uncertainty about what to say. For example, Nga explained that she
was not fully focused, resulting in a delay in her response and an increase in anxiety
during the first task. Regarding uncertainty about what to say, Thuy, Trinh, and Hoa
admitted that despite having several ideas in mind, they found it challenging to
decide what to say. External readiness factors, such as the quality of the Internet
connection or the availability of electricity, also affect learners’ anxiety levels. Tuyet
got nervous, as the Internet connection at her home was unstable, and she could not
hear the teacher's questions clearly. This finding is also in line with Huynh's (2021)
study. Although these issues did not occur during the observed class, they were
mentioned by Tuyet when explaining what contributed to her increased anxiety.
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6 Conclusion

The findings revealed both convergences and divergences at intra- and inter-
participant levels, with increases and decreases in anxiety observed over per-second
timescales. The anxiety trajectories of the participants reported in connection with
their speaking tasks were unique, non-linear, and unpredictable. The factors
triggering changes in participants' anxiety levels included self-confidence, task
complexity, the emergence of an overwhelming amount of relevant ideas, language
proficiency, performance satisfaction, dishonest responses, and readiness, which all
contributed to changes in the participants' oral anxiety.

The present study provides valuable insights for teachers, which can help them
better understand their students’ anxiety at an individual level and the factors
contributing to fluctuations in their anxiety during oral performances in online
classes. The findings suggest that teachers can adjust the level of task complexity,
implement strategies to enhance students’ self-confidence, provide students with
techniques to handle an overabundance of ideas and strengthen their language
knowledge across various topics.

In addition, this research confirms that learners’ anxiety constitutes a dynamic
system, as it reflects the four properties laid out by de Bot et al. (2007). This finding
has been reported in several previous studies in this field (Maclntyre & Legato, 2011;
Shirvan & Talebzadeh, 2017). More specifically, the line graphs show that
participants’ anxiety during their performances changed over time, rather than being
linear and stable. Furthermore, there is an interconnectedness among variables; for
instance, participants’ familiarity with the topic was closely related to their oral
performance. Nga, Uyen, Trinh, and Vi were not entirely familiar with the topics and
knew relatively little about them, which considerably influenced their oral
performance. Thirdly, participants’ anxiety was observed to self-organize by moving
between attractor states and repeller states. For instance, Hoa’s anxiety increased
(representing a repeller state) at the beginning of her tasks and went down
(representing an attractor state) at the end of each response for three successive tasks.
The last property pertains to how small changes can trigger shifts in the whole system
(i.e., the butterfly effect). Taking Uyen as an example, the emergence of relevant
ideas led to a relaxed state throughout the response to the last question.

However, the study is not without its limitations. Regarding the software used,
when participants do not click to indicate their anxiety level, the rating automatically
reaches 0 (Maclntyre & Gregersen, 2022). Although a more recent version developed
by Ducker (2020) can overcome this shortcoming, the researcher only had access to
the original version of the software (Maclntyre, 2012) at the time of data collection.
Secondly, Tuyet complained in her post-task interview that she did not have enough
time to rate her anxiety to the highest (+5) or lowest level (-5), as clicking to change
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the level took time. By the time she finished clicking, her anxiety had already
changed to another state with a different level, causing potential inaccuracies in her
ratings. This newly-found drawback should be considered when employing the
idiodynamic approach for future studies.

References

Aida, Y. (1994). Examination of Horwitz, Horwitz, and Cope’s Construct of Foreign Language Anxiety:
The Case of Students of Japanese. The Modern Language Journal, 78(2), 155-168.
https://doi.org/10.1111/j.1540-4781.1994.tb02026.x

Boudreau, C., Maclntyre, P. D., & Dewaele, J.-M. (2018). Enjoyment and anxiety in second language
communication: An idiodynamic approach. Studies in Second Language Learning and Teaching,
8(1), 149—-170. https://doi.org/10.14746/ss11t.2018.8.1.7

Coté, S., & Gaffney, C. (2021). The effect of synchronous computer-mediated communication on beginner
L2 learners’ foreign language anxiety and participation. The Language Learning Journal, 49(1),
105-116. https://doi.org/10.1080/09571736.2018.1484935

Coulombe, D. (2000). Anxiety and beliefs of French-as-a-second language learners at the university level
[Unpublished doctoral dissertation]. Université Laval.

De Bot, K., Lowie, W., Thorne, S. L., & Verspoor, M. (2013). Chapter 10. Dynamic Systems Theory as
a comprehensive theory of second language development. In M. D. P. Garcia Mayo, M. J. Gutierrez
Mangado, & M. Martinez Adrian (Eds.), AILA Applied Linguistics Series (Vol. 9, pp. 199-220). John
Benjamins Publishing Company. https://doi.org/10.1075/aals.9.13ch10

Education First (EF), (2022). EF EPI 2022: Ranking and analysis [PDF]. Education First.
https://www.ef.com/assetscdn/WIBIwq6RdJvcD9bc8RMd/cefcom-epi-site/reports/2022/ef-epi-
2022-vietnamese.pdf

Garcia, B. C., & Appel, C. (2018). Foreign Language Anxiety in e-Tandem Learners: An idiodynamic
case study. Conference Proceedings of The Future of Education, 497-502. https://tb.gy/gSwpb

Gregersen, T., Macintyre, P. D., & Meza, M. D. (2014). The Motion of Emotion: Idiodynamic Case
Studies of Learners’ Foreign Language Anxiety: The Modern Language Journal. The Modern
Language Journal, 98(2), 574-588. https://doi.org/10.1111/modl.12084

Han, J., Kamper, M., & Pei, J. (2011). Data mining: concepts and techniques. Elsevier.
https://tb.gy/iz1yb

He, X., Zhou, D., & Zhang, X. (2021). An Empirical Study on Chinese University Students’ English
Language Classroom Anxiety With the Idiodynamic Approach. SAGE Open, 11(3),
215824402110376. https://doi.org/10.1177/21582440211037676

Horwitz, E. K., Horwitz, M. B., & Cope, J. (1986). Foreign Language Classroom Anxiety. The Modern
Language Journal, 70(2), 125-132. https://doi.org/10.1111/j.1540-4781.1986.tb05256.x

Huynh, T. N. (2021). A complex dynamic systems approach to foreign language learners’ anxiety in the
emergency online language classrooms. Computer Assisted Language Learning Electronic Journal,
22(3), 200-229. https://tb.gy/h64k3

Kim, S. Y. (1998). Affective experiences of Korean college students in different instructional contexts:
Anxiety and motivation in reading and conversation courses [Unpublished doctoral dissertation].
The University of Texas.

Le, Q. D., & Tran, L. H. (2020). Speaking Anxiety and Language Proficiency among EFL at A University
in Vietnam. International Journal of Social Science and Human Research, 03(09).
https://doi.org/10.47191/ijsshr/v3-19-01

Maclntyre, P. D., & Gardner, R. C. (1994). The Subtle Effects of Language Anxiety on Cognitive
Processing in the Second Language. Language  Learning, 44(2), 283-305.
https://doi.org/10.1111/j.1467-1770.1994.tb01103.x

176



VUONG THI HOAN

Maclntyre, P. D., & Gregersen, T. (2022). The idiodynamic method: Willingness to communicate and
anxiety processes interacting in real time. International Review of Applied Linguistics in Language
Teaching, 60(1), 67-84. https://doi.org/10.1515/iral-2021-0024

Macintyre, P. D., & Legatto, J. J. (2011). A Dynamic System Approach to Willingness to Communicate:
Developing an Idiodynamic Method to Capture Rapidly Changing Affect. Applied Linguistics, 32(2),
149-171. https://doi.org/10.1093/applin/amq037

Mardian, F., & Nushi, M. (2023). The idiodynamic method in individual differences research: A review
of applications and contributions. Innovation in Language Learning and Teaching, 17(3), 723-737.
https://doi.org/10.1080/17501229.2022.2130335

Russell, V. (2020). Language anxiety and the online learner. Foreign Language Annals, 53(2), 338-352.
https://doi.org/10.1111/flan.12461

Saito, Y., Garza, T. J., & Horwitz, E. K. (1999). Foreign Language Reading Anxiety. The Modern
Language Journal, 83(2), 202-218. https://doi.org/10.1111/0026-7902.00016

Shirvan, M. E., & Talebzadeh, N. (2017). English as a Foreign Language Learners’ Anxiety and
Interlocutors’ Status and Familiarity: An Idiodynamic Perspective. Polish Psychological Bulletin,
48(4), 489-503. https://doi.org/10.1515/ppb-2017-0056

Tran, T. T. T., Baldauf, R. B., & Moni, K. (2013). Foreign Language Anxiety: Understanding Its Status
and Insiders’ Awareness and  Attitudes. TESOL  Quarterly, 47(2), 216-243.
https://doi.org/10.1002/tesq.85

Verspoor, M., & Lowie, W. (2021). Complex Dynamic Systems Theory and Second Language
Development. In H. Mohebbi & C. Coombe (Eds.), Research Questions in Language Education and
Applied Linguistics (pp. 799—803). Springer International Publishing. https://doi.org/10.1007/978-3-
030-79143-8_138

Vietnamese Ministry of Education and Training. (2018). General Education Program 2018 [Official
Dispatch No. 32/2018/TT-BGDDT]. https://luatvietnam.vn/giao-duc/thong-tu-32-2018-tt-bgddt-
ban-hanh-chuong-trinh-giao-duc-pho-thong-moi-169745-d1.html

Wang, C., Zhao, H., & Zhang, H. (2020). Chinese College Students Have Higher Anxiety in New
Semester of Online Learning During COVID-19: A Machine Learning Approach. Frontiers in
Psychology, 11, 587413. https://doi.org/10.3389/fpsyg.2020.587413

177



MARIIA POPOVA

MARIIA POPOVA

University of Pannonia, Hungary
mariiapopova.izh@ gmail.com

Mariia Popova: The Position of the Russian language in the Post-Soviet States
Alkalmazott Nyelvtudomany, XXIII. évfolyam, 2023/2. szam, 178—199.
doi:http://dx.doi.org/10.18460/ANY.2023.2.011

The Position of the Russian language in the Post-Soviet States

The present article describes the position of the Russian language in the Post-Soviet states in terms of
the domains of Spolky’s (2009) language management model. After taking a historical-structural
approach to Critical Language Policy studies (Tollefson, 2006), the article hypothesizes that the
language policy of the Post-Soviet states regarding the Russian language is formed by the complex of
historical, political, and social factors. The study is based on language legislation documents (laws on
languages, articles within constitutions), news sources relating to the language policy, expert reports on
the contemporary linguistic situation, and population census results and estimates of Post-Soviet states.

Keywords: language maintenance, language policy, minority rights, Post-Soviet states, Russian
language

1. Introduction

The Soviet Union (the Union of Soviet Socialistic Republics, USSR) was
established in 1922 as a socialist community of 15 multiethnic and multilingual
states located in Central Asia (Kazakhstan, Kyrgyzstan, Tajikistan, Turkmenistan,
Uzbekistan), the Transcaucasus region (Azerbaijan, Armenia, Georgia), Eastern
Europe (Belarus, Moldova, Russia, Ukraine), that also came to occupy the Baltic
region (Estonia, Latvia, Lithuania) in 1940.

Initially, the Soviet Union's linguistic legislation nominally aimed at linguistic
pluralism and proclaimed the de jure equality of all languages within the USSR,
including Russian. The government developed and standardized indigenous
languages, created alphabets based on Latin script for unwritten languages, and
promoted literacy among ethnic groups living in the USSR (Pavlenko, 2008a;
Xianzhong, 2014). The languages of the USSR were integrated into the
educational system and other public domains (Hogan-Brun & Melnyk, 2012).
Each citizen of the Soviet Republics gained the right to receive primary education
in their mother tongue.

However, in the mid-1930s, a new approach to language policy was
implemented. Due to the need to centralize political, administrative, and economic
systems, a Russification process in status planning took place (Pavlenko, 2013).
Stalin considered a unified language policy a powerful tool for enhancing the
power of the Soviet government (Spolsky, 2004). While Russian was promoted
as the dominant language, non-Russian ethnic groups faced suppression, in some

178



MARIIA POPOVA

cases also deportation, and forced assimilation into the newly introduced Soviet
identity.

As a result, Russian took on a dominant position in the USSR, displaced titular
languages from public domains, and de facto functioned as an official language
and lingua franca of the Soviet Union (Arutyunova, 2012). The Russification of
corpus planning involved transliterating languages based on the Latin script into
Cyrillic and standardizing languages in conformity with Russian grammar and
spelling norms (Ataov, 1992; Hogan-Brun & Melnyk, 2012). Additionally, the
Soviet language policy affected acquisition planning: Russian became a
compulsory subject in schools with non-Russian languages of instruction.
Furthermore, the educational reforms of 1959 eliminated the titular languages of
the Soviet Republics from the mandatory curriculum. Thus, the USSR's linguistic
legislation and the growing prestige of Russian as a language of social mobility
facilitated a language shift through its widespread and rising competence
throughout the Soviet Union (Pavlenko, 2008a).

The situation changed fundamentally in the 1990s with the dissolution of the
Soviet Union. Accumulated language tensions in the republics caused by the
inconsistent and controversial Soviet language policy catalyzed reconsideration
of the importance of the Russian language (Zamyatin, 2015). The newly
independent states undertook de-Sovietization by distancing themselves from the
Soviet past (Best, 2013; Pavlenko, 2006). The states regained the opportunity to
strengthen the status of their titular languages by establishing monolingualism and
introducing these languages into the administrative, educational, informational,
and economic spheres, thereby displacing or reducing the use of Russian (Popova
& de Bot, 2017).

In turn, the language shift in the Post-Soviet republics had repercussions for the
sizable Russian-speaking diaspora of 25 million people who had migrated or had
been forcefully relocated there during the Soviet era. As most of them did not have
command of the titular languages of the Republics and were primarily
monolingual, after the Soviet Union collapsed, they became a linguistic minority
in the newly formed national states (Zaionchkovskaya, 2000). Formerly united by
their common economic, political, and military systems and ideology, the
independent republics took different approaches toward the Russian language and
the Russian-speaking diaspora.

After taking a historical-structural approach to Critical Language Policy studies
(Tollefson, 2006), the present research aims to prove the complexity of factors
shaping the language policy of the Post-Soviet states regarding the Russian
language and its speakers. With this purpose in mind, the study provides a
descriptive analysis of the position of the Russian language in the former Soviet
countries as analyzed by way of the domains of Spolsky's Language Management
Model (2009).
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2. Literature review

Previous research on the language policies of Post-Soviet states reveals the
influence of internal and external factors on the position of the Russian language’s
placement within the studied region. Studies by Chernyavsky (2015) and
Lavrenov & Ushurelu (2020) conclude that the status of the Russian language and
its presence in the public domain within Eastern European countries (Belarus,
Ukraine, Moldova) depends on the states' political orientation. As pro-Western
Ukraine and Moldova aim to integrate into Europe and distance themselves from
Russia, the policy that aims at eliminating the Russian language occurs in those
countries. In contrast, the official pro-Russian stance of Belarus, an official major
ally of Russia, is a crucial factor in the dominant position the Russian language
still occupies within that country (Artymyshyn & Polovyi, 2022; Kharitonov,
2020; Pilipenko, 2020).

Mustajoki et al. (2019) and Pavlenko (2008a) conclude that the different
positions taken toward the Russian language in two Post-Soviet states with Slavic
titular languages, namely Ukraine and Belarus, can be explained historically:
Belarus belonged to the Russian Empire for a longer period and, consequently,
was subjected to Russification to a greater extent than Ukraine was.

Aside from history, several studies have revealed external determining factors
in language policy formation. Arutyunova (2012), Snezhkova (2021), and
Terzyan (2019) claim that the governments of Post-Soviet Armenia and Ukraine
view the Russian language as a means of influence used by the Kremlin and,
therefore, have removed it from the public domain, refusing to establish official
bilingualism.

A similar reason for de-Russification, which also took place in the Baltic states,
is revealed by Best (2013), Popova & de Bot (2017): the self-distancing from the
Soviet past undertaken by Estonia, Latvia, and Lithuania has caused language
restrictions toward Russian.

National consciousness and high proficiency levels in the titular languages of
the Baltic and Transcaucasus states are additional factors that led to de-
Russification in the Post-Soviet era (Avakyan, 2020; Gusejnli, 2020). Moreover,
in contrast to the Central Asian countries, the Transcaucasian states have
sufficiently developed their own titular languages to assume the role of
communication in all public domains (Pavlenko, 2008a, 2013). In addition to the
reasons mentioned above, Yu (2020) believes that the economic dependence of
Kyrgyzstan and Tajikistan on cooperation with Russia underlies their necessity to
maintain the Russian language in the state.

Kazarian (2013) argues that the shrinking use of the Russian language in the
Post-Soviet republics is a logical consequence of the mass emigration of Russians,
which resulted in a dramatic decline in the share of Russian speakers.
Zaionchkovskaya (2000) believes in the opposite causal relationship: she claims
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that de-Russification processes and ethnic discrimination in the independent
republics caused the emigration of Russians.

3. Theoretical Framework and Methodology

The present research follows the historical-structural approach to Critical
Language Policy studies by Tollefson (2006), which views linguistic legislation
as a complex result of social, historical, ideological, political, and economic
factors including but not limited to demographic changes, nature of
intergovernmental relations, conditions of states formation, and involvement of
the state into a local or global conflict.

After taking a historical-structural approach to Critical Language Policy studies
(Tollefson, 2006), the present research aims to prove the complexity of factors
shaping the language policy of the Post-Soviet states regarding the Russian
language and its speakers. With this purpose in mind, the study provides a
descriptive analysis of the position of the Russian language in the former Soviet
countries as analyzed by way of the domains of Spolsky's Language Management
Model (2009).

As the present paper describes the current language policy and provides its
historical development starting from the Soviet Era (1922-1991), the research
follows the theory language policy of Spolsky (2004, 2009) which distinguishes
between the three interrelated components: the actual language practice, language
belief (ideology) regarding the language the community speaks, and language
management including the efforts to modify practices and believes, and
encompasses the following domains of language policy such as public space,
school, media, workplace, and government.

4. Findings
4.1. Eastern Europe: Belarus, Ukraine, Moldova
The position of the Russian language in Belarus is unique. Belarus is the only state
in the former Soviet world (except for Russia) that awarded the Russian language
status as a state language alongside Belarusian (Pilipenko, 2020). In 1989, ethnic
Russians comprised 13% of the Belarusian population; at the same time, Russian
was the mother tongue of a third of the total population and was fluently spoken
as L2 by 80.0% of the titular nation. Census results of 2019 revealed another
peculiarity of Belarus: although most of its population has a Belarusian identity
(84.9%) and claim that Belarusian is their mother tongue (61.2%), the language
they use at home is Russian for 70% of the population (census results of 2019).
Thus, the titular language in Belarus acts as a "badge of ethnicity" (Crystal, 2000,
as cited in Pavlenko, 2008b, p. 61) rather than as a means of communication.
Belarusian also plays a symbolic role in the public domain and appears in
official documents, on stamps, road signs, banknotes, and toponymy (Kharitonov,
2020; Pilipenko, 2020). De facto, Russian is the dominant language: it is the
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language of office and paperwork in most public institutions. Russian language
maintenance in Belarus can be attributed to the country's pro-Russian political
orientation, which promotes “the idea of historical, political, and economic unity
with Russia” (Pavlenko, 2008b, p. 64). In the Belarussian scientific literature,
Russian is viewed as a guarantee of Belarussian ethnicity, statehood preservation,
and protection against exposure to Western values (Artymyshyn & Polovyi,
2022). Measures taken for the sake of Belarussian language maintenance are
believed to affect the position of the Russian language, and this, in turn,
aggravates relations with Belarus's main ally (Kharitonov, 2020). Moreover, in
the political domain, Belarusian is considered the language of pro-Western
opposition since most opposition slogans and posters are written in Belarusian.

Most mass media (TV, radio, newspapers, and electronic sources) feature
Russian: 13 of the most popular 15 journals are in Russian. In addition, 3 out of
11 TV channels broadcast in Russian: seven use both state languages, and only
one broadcasts in Belarusian exclusively (Pilipenko, 2020).

Russian and Belarusian are compulsory subjects in school and are the main
languages of secondary education, where Russian predominates. In 2018/2019,
88% of students attended Russian middle schools, and only 11% studied in
Belarusian. University programs are also offered mostly in Russian: in 2018/2019,
59.8% of university students received instruction in Russian, 39.3% were being
educated in both languages, and only 0.1% studied solely in Belarusian
(Azheronok & Denischik, 2020).

Ukraine takes a different approach to the Russian language and aims its
language policy at de-Russification and de-Sovietization (Pavlenko, 2006). The
Ukrainian language acts as an antipode to Russian (Pisano 2022). The first step
toward Ukrainianization was in 1996 when the Constitution declared Ukrainian
to be the sole state language (Snezhkova, 2021). Although Russian was the mother
tongue for 33.2% of the entire population (1989), officially, it was considered a
minority language and was granted a regional status. In the country’s political
units, where the share of Russian speakers exceeded 10% (the South-Eastern part
of Ukraine), Russian was officially used in local state bodies, courts, and the
educational sphere alongside Ukrainian (Pavlenko, 2008a). Officialization of
Russian at the state level was viewed as a danger to the titular language’s position
(Pavlenko, 2011, as cited in Csernicské & Kontra, 2022).

The revolution of 2014 was a turning point in Ukraine’s language policy: the
newly formed government intensified de-Russification and Ukrainization.
Proficiency in Ukrainian became compulsory for authorities, deputies, judges,
lawyers, notaries, medical workers, and teachers. The legal norm that had granted
regional status to Russian was canceled despite the ratification of the European
Charter for Regional or Minority Languages in 2003 (Csernicsko & Kontra,
2022). As a result, Russian and other non-titular languages became foreign
languages, although Russians made up 17% of the population.
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The right to speak the native language became one of the official reasons for
mass riots in the separatist regions with significant proportions of Russian
speakers (the Donetsk region: 38%; the Luhansk region: 39%; the Autonomous
Republic of Crimea: 58%) (About number and composition, 2001). As a result of
the referendum held in Crimea in 2014, the peninsula de facto became a political
unit within Russia. It declared Russian, Ukrainian, and Crimean Tatar the state
languages (art. 10 of the Constitution of the Republic of Crimea). The referendum
was not recognized as legitimate by Ukraine and most member-states of the
United Nations (Gunawan et al., 2020; Marxsen, 2014).

At the same time, Luhansk (LPR) and Donetsk People’s Republics (DPR)
proclaimed their independence from Ukraine and granted official status to the
Russian language only (art. 10 of the Constitution of LND; art. 10 of the
Constitution of DPR). In February 2022, LPR and DPR received diplomatic
recognition from the Kremlin and were incorporated into the Russian Federation.
Most countries considered this act a gross violation of international law and an
invasion of the sovereign state by Russia (Pelliconi, 2023; Potocnak & Mares,
2022).

In the government-controlled territories of Ukraine, the use of the state
language became widespread; it symbolized self-determination and autonomy
from Russia (Pisano, 2022). Sanctions on Russian mass media were imposed as
Russia was accused of one-sided news coverage and propaganda. In 2019, the
Ukrainian government passed a law ‘[o]n ensuring the functioning of the
Ukrainian language as the state language,” which broadened the sphere of
Ukrainian language usage: it translated commercial, medical, and service
industries into the state language. Furthermore, according to law, cultural events
were to be held in Ukrainian or accompanied by translation (art. 23). Print media
disseminated in non-state languages was either translated into Ukrainian or
released in a bilingual edition. The law also affected the information sphere. A
translation into Ukrainian must accompany TV programs and films broadcast in
foreign languages (including Russian). The total duration of foreign-language TV
and radio programs can be at most 10% of the daily broadcasting for national
channels and 20% for regional channels.

Ukraine's primary instruction medium is the state language: 92% of students
are instructed in Ukrainian. In minority schools, Ukrainian is a compulsory
subject. The number of Russian schools dramatically decreased from 4.5 thousand
(1989) to 55 (2021) (Melnyk, 2023).

Despite the condemnation of the Venice Commission, the Law on Education
adopted in 2017 converted the language of instruction in minority schools into
Ukrainian (Csernicsko, 2022). Exceptions were made only for the indigenous
peoples of Ukraine (e.g., Crimean Tatars), who may receive complete schooling
in their mother tongues. The other minority schools may conduct classes in their
languages only in grades 1 — 4. 80% of classes beginning in 5th grade must have
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Ukrainian as their language of instruction. Different approaches were applied
toward EU and non-EU languages of instruction: schools with non-European
languages of instruction (primarily Russian) had to switch 80% of their classes to
the state language by September 2020. Only Russian language and literature
lessons are allowed to be held in Russian. On the other hand, schools with EU
languages as the means of instruction (e.g., Romanian, Hungarian) were allowed
gradually to switch to Ukrainian, starting with 20% in 2020 and reaching 80% by
2023 (Csernicskd & Kontra, 2022).

Ukrainian is a compulsory entrance examination to higher educational
institutions. Besides Ukrainian, EU languages and English can also be a means of
instruction at the universities. The Russian language, however, is absent in higher
education.

Oriented to the West, Moldova also aimed its language policy at de-
Russification and strengthening the position of the titular language (Pavlenko,
2008b). Thus, despite significant shares of Ukrainians (14%) and Russians (13%)
among the Moldavian population and the fact that Russian was the mother tongue
of 23% of the population in 1989, Moldova adopted a language law that
proclaimed Romanian based on the Latin script as the sole state language
(Pavlenko, 2008a).

In 1990, two regions of Moldova (Gagauzia and Transnistria), populated with
the Ukrainian and Russian diaspora, stood up against the imposed language law.
They proclaimed autonomy within Moldova and established their regional
languages: Russian was declared an official language alongside Gagauz in
autonomous Gagauzia and Ukrainian in the self-declared state Transnistria
(Abramova, 2020). At the same time, both regions retained the Moldavian
language based on the Cyrillic alphabet as an official language (Riaboj &
Grachev, 2021). As a result of the Transnistria separation, where Russians make
up 29% of the population (2015), the share of Russians in Moldova decreased
from 13% (1989) to 4.1% (2014) (Natsional’nyi sostav gosudarstv SNG (n/d);
Vsesoiuznaia perepis’ naseleniia, 2021).

The primary language of education in Post-Soviet Moldova is the state
language. Minority language schools also function in the country. In 2011, 21%
of schools offered education in Russian. The educational code of 2014, however,
excluded Russian from the obligatory program in secondary school and made it
an optional foreign language, along with English and French (Lavrenov &
Ushurelu, 2020). At the same time, in the Gagauz Autonomy and the de facto state
of Transnistria, Russian is a compulsory subject in schools with non-Russian
languages of instruction (Pavlenko, 2008a).

The Russian language is gradually disappearing from higher education, which
functions predominantly in the state language. Russian speakers in Moldova have
access to Russian-medium programs on a fee basis since scholarships for studying
at the universities are available only for courses with Romanian/Moldovan as the
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language of instruction. The entrance exam in the titular language is compulsory
for applicants, including those applying to Russian-medium programs
(Chernyavsky, 2015).

The presence of minority languages (including Russian) in the information
sphere is limited: the total volume of TV and radio programs in non-titular
languages may not exceed 15% of airtime. In 2018, Moldova stopped re-
broadcasting Russian news TV and radio programs following the passage of the
Law on Protecting Informational Space from Foreign Propaganda (Saran, 2016).
However, the law did not affect the local mass media run by the Russian diaspora:
four Russian-language TV channels, four journals, and six national newspapers.
In 2022, state monitoring of news coverage was introduced in response to the
information war accompanying the conflict in Ukraine (Sisu et al., 2022).

4.2. The Baltic States: Estonia, Latvia, Lithuania

After proclaiming independence in the early 1990s, Estonia, Latvia, and Lithuania
chose a political course of state rebuilding and distancing from Soviet influence.
As a result, the significant size of the Russian-speaking population (34%, 30.3%,
and 9.4% of the entire population of Latvia, Estonia, and Lithuania, respectively),
which had migrated there during the Soviet era, became an ethnic minority
(Brhlikova, 2022; Pavlenko, 2008a).

Non-titular groups, including Russians, were encouraged to vote during the
Independence Referendum in the 1990s; however, after the restoration of
sovereignty, Estonia and Latvia granted citizenship only to those who had lived
in those states before the Soviet occupation (Croft, 2016; Pavlenko, 2006). An
additional requirement for being granted Latvian and Estonian citizenship became
knowledge of the state language. Given that the level of the Estonian and Latvian
languages spoken among the non-titulars was low, in the newly independent
states, 25 percent of the Estonian and 30 percent of the Latvian population,
primarily Russian speakers, became stateless (Maksimovtsova, 2022). Moreover,
descendants of non-citizens born within the states’ territory did not receive
citizenship either (Popova & De Bot, 2017). In 2015, Estonia started providing
citizenship automatically to all children born in the state regardless of their
parents’ citizenship. In Latvia, a similar law came into force in 2020, almost 30
years after the state had regained its independence (Erdilmen & Honohan, 2020).
However, 10% of the Latvian and 6% of the Estonian population, mostly retired
people over 65, remain stateless (Komori, 2022).

Stateless residents of Estonia and Latvia do not have the right to work as
lawyers, judges, police officers, notaries, pharmacists, hold high-ranking
positions, or own land (Zverev, 2022). Estonian residents without citizenship may
only participate in local elections (Pavlenko, 2008b). They have access to the
political sphere via the Centre Party, which builds a Russophone electorate
(Csergd & Kallas, 2022). In Latvia, non-citizens are fully isolated from
participating in political decisions, have neither active nor passive rights to vote
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at any level, and may not establish their political party if at least half of the party
members are stateless (Frolov, 2023). In contrast, Lithuania grants citizenship
automatically to all children born within the country’s territory and does not limit
professional choice for non-titular groups. Every citizen also has active and
passive suffrage. As ethnic Russians are well integrated into society and not
limited in their political rights, the Russian diaspora organizes no political party
(Best, 2013).

Although Russian speakers constitute 24.5% of the Latvian and 23.7% of the
Estonian population (Coolican, 2021), Russian does not have official status and is
defined as a foreign language (Law on Language of Estonia of 1995, chapter 1,
art. 2; Law on State Language of Latvia of 1999, section 5). In Lithuania, which
was exposed to immigration to a lesser extent, Russians make up 5% (2021) of
the population and constitute the second minority group after Poles (Kuczynska-
Zonik, 2017). The status of the Russian language is not defined. Only the titular
languages are state languages of the states (Popova & de Bot, 2017).

Russian does not have regional status in the Baltic states either. However, its
speakers constitute 97% of the population of the I[da—Virumaa region in Estonia,
85% of the second-largest Latvian city, Daugavpils, and 51% of the town of
Visaginas in Lithuania. The authorities see the regional officialization of the
Russian language as ‘a threat to the construction of the national state’ and consider
Narva the ‘next Crimea’ (Trimbach & O’Lear, 2015).

Perceiving the Russian minority as an instrument of Kremlin propaganda, the
Baltic states aim at forced assimilation of minorities by limiting the activity of
those institutions that could maintain their identity, such as schools, universities,
museums, libraries, and mass media (Frolov, 2022; Schulze, 2021). Thus, the
Russian language is being gradually excluded from school education and replaced
by titular languages.

The Estonian educational reform of 2008 established that only 40% of classes
could be conducted in the languages of ethnic minorities; 60% of the courses had
to be held in the state language. 13% of state schools function in Russian-Estonian
languages. Nevertheless, the government aims to reach a monolingual education
system held only in Estonian by 2024 (Kunitson et al., 2022). In Lithuania, ethnic
minorities can receive a complete education in the language of the ethnic group
they belong to, though not in history, geography, and civics, while the number of
Russian schools is decreasing (Popova & de Bot, 2017).

In 2018, Latvia initiated a gradual transition of minority schools into the state
language of education: 50% of classes in grades 1-6 and 80% in grades 7-9 were
to be held in the official state language, and in the higher grades 80%—100% of
subjects must be taught in Latvian. In 2020, Latvia converted all Russian and
bilingual schools into schools with only the titular language of instruction.
European Court on Human Rights confirmed that educational reform was not
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discriminatory towards the Russian minority living in Latvia (Ogranicheniye
prava na obucheniye na russkom yazyke, 2023).

Introducing monolingual schools is believed to unify society, eliminate the
segregation in education, facilitate learning the state languages, and decrease the
share of non-citizens, thereby providing equal access to career opportunities and
higher education, which is available mainly in the state languages (Frolov, 2023;
Kunitson et al., 2022). In 2022, Latvia eliminated education in Russian at state
and private universities (Auers, 2023). Only the Slavonic and Russian Studies
departments at state universities in Estonia and Lithuania include curricula given
in Russian (Popova & de Bot, 2017).

The information sphere of the Baltic countries functions predominantly in the
titular languages, and state legislation is gradually decreasing the share of media
in minority languages. Russian media exists in print, namely newspapers and
magazines run and sponsored by the Russian diaspora (Popova & de Bot, 2017).
No state-funded TV channels broadcast in Russian in Estonia, Latvia, or
Lithuania. The channels transmitting from Russia have been progressively
excluded from airtime as Russian mass media is perceived as a means of warfare,
propaganda, and a tool of destabilization (Persson, 2014; Schulze, 2021).
Moreover, these limitations have been intensifying in reaction to Russia’s military
intervention in Ukraine: the countries imposed a ‘digital curtain’ on Russian state
media due to its disinformation and one-sided coverage of the news. Having
suspended Russian TV channel broadcasting has also led to a bolstered sense of
justification for control over print media (Maksimovtsova, 2022; Sisu et al.,
2022).

4.3. The Central Asian States: Kazakhstan, Kyrgyzstan, Tajikistan,
Turkmenistan, Uzbekistan

The last population census of the Soviet Union (1989) revealed that 9.5 million
Russians lived in the Central Asian states (Vsesoiuznaia perepis’ naseleniia,
2021). Most of them lived in Kazakhstan (6.1 million), Uzbekistan (1.6 million),
and Kyrgyzstan (0.9 million). In Kazakhstan, the share of Russians was almost
equal to the percentage of the titular nation (37.4 and 39.7, respectively).

However, the political and economic instability of the region after the states
declared independence, civil war in Tajikistan (1992—-1997), coups in Kyrgyzstan
(2005, 2010), and de-Russification processes led to mass emigration. As a result,
the share of Russians living in Central Asian countries declined from 37.4 to
23.7% in Kazakhstan (2009), from 21.5 to 7.8% in Kyrgyzstan (2009), and from
7.6 to 0.5% in Tajikistan (2010) (Natsional’nyi sostav gosudarstv SNG, [n/d];
Popova & de Bot, 2020; Shulga, 2020).

In Uzbekistan and Turkmenistan, the Russian share of the population in 1989
was 8.3% and 9.5%, respectively (Vsesoiuznaia perepis’ naseleniia, 2021).
However, the latest census data 1s unavailable in these states: Uzbekistan has not
held a population census since its proclamation of independence. Turkmenistan
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conducted a population census in 2012, but the results were not published. Official
estimates revealed that the proportion of Russians declined to 2.6% in Uzbekistan
(2013) and 2% (2001) in Turkmenistan (Tsyriapkina, 2015). However, experts
believe that the numbers are overreported.

In 1989-1990, all five independent states raised the status of the titular
languages, defined them as the sole state languages, and aimed their language
policy at expanding the sphere of titular language usage to all public domains. In
2010, Kyrgyzstan became the only state in the region to grant official status to the
Russian language: Russian is used in the governmental, judicial, legal systems,
and the public sphere alongside the other state language — Kyrgyz (Constitution
of 2010, art. 10). In Kazakhstan, Russian is an officially used language along with
Kazakh in ‘state organizations and local governments’ (Popova & de Bot, 2020).
According to Pavlenko (2008a), official use of the Russian language in
Kazakhstan and Kyrgyzstan can be explained by insufficient development of the
titular languages, which cannot cover all public domains.

Despite Russians making up only 0.5% (2010) of the population, in 2011,
Tajikistan gave Russian the status of the language of international communication
(Constitution of 2016, art. 2). In Turkmenistan and Uzbekistan, with the Russian
population at 2%, the status of the Russian language remains undefined.

The Central Asian states introduced legislation making command over the
national language a requirement for high-ranking positions. Kazakhstan and
Kyrgyzstan developed a language exam, ‘Kaztest’ and ‘Kyrgyztest,” for state and
civil servants and employees working in senior positions. The tests assess
knowledge of the titular languages based on the CEFR scale and include listening,
reading, writing, and speaking, as well as grammatical and lexical tasks (l.o.
Prezidenta, 2020; Law on State Civil and Municipal Service of Kyrgyzstan of
2016, art. 14; Popova & de Bot, 2020). The state language exam is compulsory
for candidates for deputy in Tajikistan. It consists of writing autobiographies,
reading printed texts, and an oral interview with the central election commission
and Tajik language scholars (V Tadzhikistane kandidaty v deputaty ot NDPT sdali
test na znanie rodnogo iazyka, 2015; Zhang 2021). In Uzbekistan, the language
examination system applies to civil servants (Naznachaiushchiesia na
rukovodiashchie dolzhnosti, 2020). Only those who pass the language exam and
get a certificate of command of the state language are allowed to remain in high-
ranking positions. In Turkmenistan, not only is command of the titular language
a requirement for state servants, but judicial, law enforcement, security, and
financial sector employees must prove their ethnic Turkmen origin going back
three generations (Turkmenistan 2022 Human Rights Report, n/d).

The policy of Turkmenization has also affected the educational sphere. There
1s only one school where the language of instruction is Russian (Jehan & Khan,
2022). Russian-medium classes in 30 Turkmen schools with 50 students each
were functioning until 2020. Measures to prevent COVID-19 became an official
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reason to distribute students from the overcrowded Russian classes to Turkmen
and transform the educational system into a monolingual one (Iserell, 2021).
Turkmenistan is also the only country in Central Asia where Russian is not studied
as a compulsory school subject (Yu, 2020). The language of higher education in
Turkmenistan was also converted into the titular language, and non-titular
students’ university admissions became more limited.

In the Central Asian states where Russian has an official status, its position
remains strong in the educational sphere: it is the means of instruction in
monolingual schools in Kazakhstan and Kyrgyzstan, constituting 10% and 17%,
respectively. It is also used alongside the titular language in bilingual schools,
making up 25% and 29% of schools in Kazakhstan and Kyrgyzstan, respectively
(Bengard, 2018). Russian is also one of the languages of higher professional
education: 34% of programs in Kazakhstan and 60% in Kyrgyzstan have Russian
as the medium of instruction (Yu, 2020). Despite that, ethnic Russians face
discrimination upon admission to the universities in Kazakhstan: privilege is
given to applicants from the rural areas inhabited mainly by titulars and ethnic
Kazakhs living abroad. Thus, only 6% of students in Kazakhstan are ethnic
Russians (Popova & de Bot, 2020). Moreover, in Kyrgyzstan, politicians promise
to fully transition to the state language within higher education so that it is
accessible for titular nationals who do not speak Russian, thereby automatically
depriving Russian speakers of access to higher education (Mambetaliev, 2023).

In Tajikistan and Uzbekistan, the shares of Russian schools are 4.4% and
10.0%, respectively (Bekmatov, 2020; Saidov, 2023). Russian programs are
available at all 63 universities in Uzbekistan (Saidpour, 2022). In Tajikistan,
despite the population of Russians being only 0.5%, the Russian language is the
language of instruction for 20% of university students and is the language of the
Ph.D. thesis defense (Nagzibekova & Petrova, 2022).

State legislation has restricted the use of Russian in the information sphere.
Kyrgyzstan is the only country in the region where Russian is the primary
language of mass media. 70% of print and internet mass media are in Russian.
Russian TV and radio channels are also present in Kyrgyzstan’s information
sphere. In Kazakhstan, Russian remains in a dominant position only in the sphere
of print mass media. The country’s language policy aims to increase the total
volume of TV and radio programs in Kazakh by 10% every year. Laws and norms
are gradually excluding Russian and other languages from electronic media
(Popova & de Bot, 2020).

Independent Tajikistan shortened the air time of radio programs broadcast in
Russian from 100% (in 1989) to 25% (Yu, 2020). Only two TV channels and a
two-hour daily radio program are broadcast in Russian.

The authoritarian regime in Turkmenistan has eliminated alternative
information sources and imposed restrictions on the non-titular mass media. In
2002, the state banned all Russian TV channels and non-Turkmen print media
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except for two journals in the Russian language (Iserell, 2021). The presence of
the Russian language on the Internet is also limited in Turkmenistan. Access to
Russian internet news sources, such as ‘Sputnik’ and ‘Inosmi.ru,” is blocked.
Satellite TV is the only source of access to Russian media.

Independent Uzbekistan limited the number of TV channels broadcast in
Russian and introduced censorship of the Russian mass media. After Mirziyoyev
came to power in Uzbekistan in 2016, censorship eased. As a result, new
information sources in Russian and Russian-Uzbek appeared (Sverdlov, 2018). In
2020, the Russian printed mass media share was 30% of the total press volume
(Yu, 2020).

4.5. Transcaucasus Region: Armenia, Azerbaijan, Georgia

Emigration of Russians from the Transcaucasian region, which took place during
the Soviet era and continued after the dissolution of the USSR, resulted in a
significant decline in the share of Russians. A comparison of the latest census
results with data from 1989 reveals that the percentage of Russians decreased from
6.3% to 0.7% in Georgia (2014), 5.6% to 1.3% in Azerbaijan (2009), and 1.6% to
0.39% in Armenia (2011) (General Population Census, 2016; Natsional 'nyi sostav
gosudarstv SNG [n/d]; Zaionchkovskaya, 2000).

Post-Soviet Azerbaijan, Armenia, and Georgia aimed their language policy at
expanding the sphere of the titular languages to all domains, reducing the scope
of Russian language use.

The constitutions of independent Azerbaijan (art. 21), Armenia (art. 20), and
Georgia (art. 2.3) declared their titular languages as the sole state languages. The
status of Russian is not defined (Soltanova, 2023). However, de facto, Russian
remains a lingua franca and a language of addressing authorities in local ethnic
communities with low competence in the titular languages (e.g., Armenian and
Azerbaijani in Georgia) (Pavlenko, 2013). In the partially recognized states South
Ossetia and Abkhazia (de jure regions of Georgia under the military patronage of
Russia), where Russians make up 1.1% and 9.2% of the population, respectively
(2015), Russian has been granted the status of a state language in South Ossetia
and 1s the officially used language in Abkhazia (Constitution of the Republic of
Abkhazia. art. 6; Constitution of the Republic of South Ossetia. art. 4).

Russian is also a means of negotiation between Armenia and Azerbaijan
relating to the military conflict in Nagorno—Karabakh. The region de jure belongs
to Azerbaijan but is mainly inhabited by ethnic Armenians (99.7%) who resist the
Azerbaijani regime. Russians constitute less than 1% of the total population. The
self-proclaimed state, the Nagornyi Karabakh Republic, granted official status to
Russian in February 2021 (Law on the Basis of the Nagorno-Karabakh Republic
Independent Statehood of 1992, Art. X).

The main languages of secondary education in Armenia, Azerbaijan, and
Georgia are titular. In Azerbaijan, more than 140 thousand pupils study at 16
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Russian-medium schools and 340 classes within titular schools (Gusejnli, 2020).
The Russian language is taught as a subject in 3 thousand schools with the titular
language of instruction (Zinnurov, 2022). The state has not reduced the number
of Russian-medium schools since the Soviet period (Pavlenko, 2008a). In the
Nagorno—Karabakh Republic, one Russian school is functioning. Russian is also
compulsory in state schools (Nersesyan, 2017).

In Georgia, the Russian sector is represented by 11 schools and 59 classes
(Marinosyan & Kurovskaya, 2017). Russian is also an optional foreign language
in non-Russian schools. It is also one of the languages of instruction in the de facto
states of Abkhazia and South Ossetia (Akhmeteli, 2017; Kodalayeva & Kulikova,
2021; Tatabadze, 2018), which “resist the imposition of Georgian and favor native
— and Russian-medium schooling” (Pavlenko 2013, p. 267). Resistance was
implemented by converting the Georgian schools of the self-proclaimed states into
schools with Russian language instruction.

Armenia converted Russian schools into titular ones. Russian became a foreign
language in secondary education (Avakyan, 2020; Pavlenko, 2008b). The Russian
sector is present in Armenia, with 38 Russian language classes and one school
sponsored by the Russian embassy (Matevosyan, 2018). The titulars are not
allowed to receive education in classes given in Russian. Only ethnic Russians
and citizens of other Post-Soviet countries may be enrolled there. Russian is taught
as a foreign language in Armenian schools; however, since 2001, the number of
teaching hours has remarkably declined.

The main languages of higher education in the Transcaucasus region are titular.
However, Russian language programs are available at four state universities in
Georgia and 27 in Azerbaijan (Gusejnli, 2020). In Armenia, education in Russian
is offered only within the Russian Studies department in branches of seven
Russian universities (Matevosyan, 2018). Russian as a foreign language is a
subject for first-year students of Armenian state universities, consisting of 34
academic hours per semester (Danielyan & Samuelyan, 2023).

In Armenia and Georgia, Russian mass media broadcasting faces the following
difficulties: in 2001, Russian and other non-titular languages in Armenia's
information space were limited to one hour per week for television and one hour
per day for radio channels. These restrictions also affected Russian newscasts,
which were excluded from airtime altogether. Only entertaining content was
allowed to be re-transmitted. In August 2020, amendments to the law in Armenia
excluded Russian media from analog TV broadcasting and obliged all non-
Armenian programs to be translated into the state language or provide subtitles
(Gazazyan, 2020; The Law on Television and Radio Broadcasting of 2000).

In 2008, following the military conflict in Abkhazia and South Ossetia, Georgia
stopped broadcasting three Russian TV news channels, accusing Russia of
propaganda and one-sided coverage of political events (Popova, 2016).
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Furthermore, in 2019, Russian films and animations were excluded from release
in cinemas.

In Azerbaijan, the Law on Mass Media of 1999 (art. 6) does not restrict the use
of non-titular languages. More than 50 Russian-language journals and seven
informational agencies function in Azerbaijan (Gusejnli, 2020).

S. Discussion and Conclusion

This research describes the unique situation in which, within one century, a radical
language shift took place twice: Russian became a dominant language throughout
the Soviet Union, displacing titular languages from most public domains, and
following the dissolution of the Soviet Union, it became a minority language
without official status in most of the Post-Soviet states despite the presence of a
considerable number of its speakers.

As language policy is a constantly changing field of investigation, the present
study is based not only on the previous research but also on the sources providing
the latest data: population censuses, estimates, language legislation acts, reports,
and the latest news relating to the language policy of the countries under
examination. Alternative sources are essential for studies investigating ongoing
conflicts since they provide the latest updates.

Furthermore, as this study of language policy aims to describe the situation
comprehensively, it underlines the importance of considering all political units
regardless of their international legal status (recognized, non-recognized, partly
recognized states, debatable territories, autonomies within the states). The given
approach sheds light on how the status of the Russian language and its use in de
facto states (LPR, DPR, Crimea, Transnistria, Abkhazia, South Ossetia, and the
Nagorno—Karabakh Republic) differs from language laws enacted by the states
they de facto break away from.

Following the historical-structural approach to Critical Language Policy studies
by Tollefson (2006), the present language policy research reveals common
characteristics affecting the language policy of the de facto Post-Soviet states: the
position under the Russian military patronage, resistance to the language imposed
by the countries they are seceding from (e.g. Abkhazia and South Ossetia consider
Russian as an antipode to the imposed language policy by Georgia; similarly,
Nagorno-Karabakh Republic opts for Russian instead of language of Azerbaijan
which they de jure belong to).

Conversely, the countries in a state of active or frozen armed conflict with
Russia (e.g., Ukraine, Georgia) consider the Russian language the means of
Kremlin propaganda and shrink the sphere of its usage in the public domain.

The results also reveal the following interconnection between the demographic
factor and the decision-making process regarding the Russian language: although
all the Baltic states (Estonia, Latvia, and Lithuania) aim to strengthen the titular
languages, a thorough elimination of Russian from the educational and
informational domains occurs only in Estonia and Latvia, where a quarter of the
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population consists of Russians. The governments of the two states also declined
to make Russian an official language at the regional level in areas with a high
density of Russians. In contrast, Lithuania was not exposed to the migration of
Russians as much as the other two Baltic states were (Russians make up 5.8% of
the population). The Lithuanian law neither restricts Russian language use nor
limits the civil rights of Russian speakers. Thus, the present example indicates
how the size of the Russian-speaking minority can be a factor affecting the
language policy of the states.

The study contributes to minority rights studies and an understanding of the
linguistic reasons for the emergence of non-recognized states; however, it requires
greater attention.

5.1. Limitations of the Study

As previously stated, language policy is a multidisciplinary research field
requiring a comprehensive approach and attention to numerous issues. Yet, the
theory of language policy investigation needs a universal framework that would
apply to all LP studies (Ricento, 2006). Thus, studying the Post-Soviet states with
the model of Spolsky (2009) covered the main public domains. However, it might
omit some aspects of the linguistic situation that are not parts of the model and
consequently bias the results.

The limitation of the present paper lies in the census results. The population
data is comparatively old: the years in which a census took place range from 2001
(Ukraine, Turkmenistan) to 2021 (Lithuania). Uzbekistan has not held a census in
its independent history, and the data we do have comes from state estimates, which
we cannot consider as reliable as population census results. Another statistical
challenge is the presence of non-recognized countries in the Post-Soviet space.
The numbers in the official census of de jure states also include populations from
non-recognized states. However, it is crucial to describe each state separately in
language policy studies, regardless of its legal status. There is also the possibility
of politically formed bias in the population census results and subjectivity in
certain mass media sources.

“SUPPORTED BY THE UNKP-20-3 NEW NATIONAL EXCELLENCE PROGRAM OF THE
MINISTRY FOR INNOVATION AND TECHNOLOGY FROM THE SOURCE OF THE
NATIONAL RESEARCH, DEVELOPMENT AND INNOVATION FUND.”
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Student-initiated e-mails in a bilingual context

The paper's main aim is to examine the language choice and the motives of 74 e-mails written by
university students to their instructor in a bilingual setting. The analysis shows that the predominant
language of choice in the e-mails is Hungarian (85%), regardless of the objectives of the e-mails and the
gender of the students. However, the latter variable seems to play a role in the differences in the motives
of the e-mails. Further analysis of a follow-up questionnaire completed by 27 students attempts to
reinforce the reasons behind respondents’ language choices by requesting participants to justify the
benefits of choosing one language over the other. While both female and male students recognize
Hungarian and English as assets in student-teacher communication, there are minor differences in why
they consider them advantageous.

Keywords: student-initiated e-mails, language usage, motives, gender

1. Introduction

The introduction of e-mails to academic institutions has enabled researchers to
investigate written communication within the context of education to a greater
extent than before (Baron 1998). These studies generally examine naturally
occurring, student-initiated e-mail conversations directed to the students’
instructors (see, for example, Bloch, 2002; Biesenbach-Lucas, 2005; Pinto, 2019;
Balman & Lee, 2020). At the same time, student e-mails under investigation might
be directed to other faculty members of an academic institution (for instance,
Bjerge, 2007; Pham & Yeh, 2020; Caldero & Sun, 2021), or the corpus that the
analysis is based on might be compiled of written samples elicited from students
with the help of discourse completion tasks (see, for example, Nguyen, 2018;
Dombi, 2019).

Student-teacher e-mail messages have been examined from many different
epistemological and methodological aspects in the past two decades, considering
different variables. From a sociolinguistic point of view, the language the students
use in their e-mails, what communicative goal they want to reach, why they
choose this form of communication, and their gender are the most relevant issues
in these studies to review.

Regarding language, the question arises whether the language students use in
the e-mails is their native or non-native language and whether they have a choice
or can make a conscious decision about which language to choose in a bilingual
context where both the students and the instructors speak the same two languages.
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English is the most frequently investigated language in many cases as a native
language of the students (see, for instance, Myers et al., 2002; Pinto, 2019), but
studies focus on it predominantly as a language used by non-native English
speaker students (see, among others, Bjorge, 2007; Economidou-Kogetsidis,
2011; Danielewicz-Betz, 2013; Nguyen, 2018; Dombi, 2019; Balman & Lee,
2020; Pham & Aiden, 2020; Codina-Espurz, 2021; Velasco, 2023). In addition,
some research attempts to make comparisons between e-mails written by native
and non-native English speaker students (Hartford & Bardovi-Harlig, 1996) as
well as between e-mails written in English as a non-native language and the
students’ native language (for Spanish, see, for instance, Campillo, 2018). Apart
from English, Greek (Bella & Sifianou, 2012), Czech (Chejnova, 2014), Spanish
(Salazar-Campillo, 2023), and Hungarian (Domonkosi & Ludanyi, 2019, 2020,
2021; Ludanyi & Domonkosi, 2020) have all been analyzed based on native
language usage, whereas research regarding Spanish (Velasco & Ainciburu, 2020)
and Hungarian (Pap, 2020) as non-native languages has also been conducted.
Nevertheless, these studies, especially the ones that investigate student e-mails in
non-native contexts, seem to disregard the fact that in a bilingual or multilingual
environment, students and instructors can communicate in more than one
language; therefore, from a sociolinguistic perspective, the language choice they
consciously make when writing e-mails is or should be equally crucial to examine.

In general, e-mails as forms of communication have been analyzed from
various angles. Firstly, research might focus on the differences between the oral
and written forms of communication (Baron, 1998), predominantly by examining
the level of formality or informality of student e-mails (Bjerge, 2007; Stephens et
al., 2009). Another aspect of analysis can reveal the variety of reasons why
students choose this form of contacting faculty members (Bloch, 2002; Martin et
al., 2002; Myers et al., 2002; Biesenbach-Lucas, 2005). They can write to their
instructors to develop and support their relationship with them, to ask them for
help, to make requests or excuses, to ask questions about the course and its
requirements, to show their interest in the course, and to ask for appointments.
Finally, the investigation of student e-mails may entail various sociopragmatic
analyses based on theories of politeness (Brown & Levinson, 1987) and speech
acts (Austin, 1962; Searle, 1969). By analyzing how students use different
linguistic devices to express politeness and level of directness, these studies
examine either the general correspondence between students and faculty members
(Bella & Sifianou, 2012; Danielewicz-Betz, 2013; Campillo, 2018; Domonkosi
& Ludanyi, 2019; Ludanyi & Domonkosi, 2020; Caldero & Sun, 2021; Salazar-
Campillo, 2023), or the e-mail messages written by students with specific
objectives in mind, for example, requests (Hartford & Bardovi-Harlig, 1996;
Economidou-Kogetsidis, 2011; Chejnova, 2014; Dombi, 2019; Balman & Lee,
2020; Pham & Aiden, 2020; Codina-Espurz, 2021; Pap, 2020), excuses (Pinto,
2019) or disagreements (Velasco & Ainciburu, 2020; Velasco, 2023).
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Gender is a significant variable in the field of sociolinguistics that reinforces
our understanding of how female and male language usage differs. It enables
sociolinguistics research to observe the differences between women and men in,
for example, the usage of standard varieties (Coates, 1993) or stylistic variants
(Holmes, 1997). Further investigation also sheds light on differences between
women and men regarding pragmatic politeness (Brown & Levinson, 1987;
Holmes, 1995; Furkatovna et al., 2021). Indeed, gendered variation is not limited
to spoken communication. Evidence suggests that differences between female and
male language usage appear in written interactions, including digital
communication (Herring, 1994, 1996, 2010) and student e-mails. Although some
papers on the latter issue acknowledge the existence of gender as a variable, they
do not investigate it within the framework of their own research (Chejnova, 2014;
Codina-Espurz, 2021; Salazar-Campillo, 2023). Studies also considering this
variable argue that gender does account for certain differences between female
and male students’ e-mails. That is, while female students tend to contact their
instructors for information and clarification regarding the course material and the
requirements, male students write e-mails to maintain their relationship with the
instructors (Myers et al., 2002). Also, unlike male students, female students
demonstrate a higher degree of formality (Pham & Aiden, 2020) and more
frequent use of politeness strategies (Jakucionyté, 2020).

Based on the previously reviewed literature findings, the present study aims to
investigate how university students prefer to communicate with their instructors.
In particular, the investigation attempts to examine what language and what issues
Hungarian university students choose when they write e-mails to their professor
in a context that is argued to be bilingual from a sociolinguistic point of view since
both the instructor and the students frequently participate in bilingual discourses
(Wardhaugh & Fuller, 2015). They use both Hungarian and English
predominantly outside, but in certain instances in the classroom as well. The
dominant or marked language of a university classroom where students study
English is supposed to be traditionally only English (Dobinson et al., 2023);
nevertheless, such post-structuralist notions as, for example, translanguaging,
enable the instructor to facilitate learning by utilizing all the linguistic resources
the students possess (Todor, 2021; Han, 2023). As a matter of fact, students in the
courses of the instructor in question, i.e., the author of the present paper, are not
only encouraged but also expected to rely on, transfer, and apply their background
knowledge acquired through their native language when they discuss issues of
English grammar, linguistics, or sociolinguistics, thus constructing bilingual
discourses in the classroom. Outside of it, the instructor’s policy is to
simultaneously send messages or make announcements using both languages and
reply to student-initiated conversations or messages in the language the students
choose to use. That allows students to communicate in any or both languages they
speak, hoping that their autonomy in deciding what language they prefer in
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various communicative situations can foster a more positive relationship between
them and the instructor (May, 2011). Apart from students’ language preference
and their motives for contacting the teacher in writing, the research also considers
gender as a variable and intends to infer differences between female and male
students in their e-mail messages. The current study, however, does not include
the analysis of the level of politeness or directness in student-teacher
communication as it is beyond the scope of this paper and will form the basis of
further investigations in the future.

2. Methodology

The study’s primary goal is to answer the following research questions: 1) In what
language will university students write e-mails to their instructors in a bilingual
setting where both students and instructors speak Hungarian as well as English?
2) With what subject matters do they turn to their instructors through e-mail
communication? 3) To what extent is gender relevant as a variable in student-
teacher communication?

Two analyses were conducted to answer the research questions. Firstly, a
corpus of student e-mails was compiled containing 74 e-mails that students wrote
to one of their instructors, i.e., the author of this paper, during one academic year
from September 2022 to July 2023. As for gender, 49 messages were written by
female and 25 by male students. From the more than 100 e-mails the instructor
received during this period, only those messages written by Hungarian university
students studying in the English BA or the teacher training program were
included. Overall, the corpus consists of only student-initiated e-mails that neither
reply to a previous inquiry from the instructor, nor form any further parts of a
chain of messages that follow the original e-mail.

Secondly, as only 11 out of the 74 students whose e-mails were selected in the
first analysis took a course with the instructor in the following academic year, a
follow-up questionnaire (see the Appendix) was designed to collect data from a
more significant number of respondents. More specifically, it required students to
indicate their motives when choosing to communicate with their instructors by e-
mail and their preferences regarding language use in general and in more specific
contexts. The questionnaire was filled in anonymously and voluntarily in
September 2023 by 27 Hungarian university students who were studying English
in either the BA or the university's teacher training program at the time of the data
collection. As for the gender variable, 17 female and ten male students completed
the questionnaire. Due to the anonymous nature of this inquiry, the extent of the
overlap in the cohort of students who participated in both parts of the investigation
cannot be clearly indicated.
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3. Results

First, the e-mails were analyzed based on their use of language and their objective.
Regarding language in a bilingual situation where all the interlocutors speak both
English and Hungarian, the results show that students predominantly use
Hungarian (N=63, 85%) when they write to the instructor. Only 11 e-mails (15%)
were written in English, five by female and six by male students.

Based on the reasons for writing, the messages can be divided into the
following four categories: 1) making requests (N=48); 2) providing information
(N=16); 3) apologizing (N=2); and 4) a combination of the previous three
categories in two configurations (N=8). For a more detailed description of the
subgroups in each category, see Table 1.

Table 1. The number of e-mails written by female (F) and male (M) students
in each category and subcategory

Categories and their subcategories Number of e-mails written
of the e-mail objectives b
F M
(N=49) (N=25)
1) making requests (N=48) N=35 (72%) | N=13 (52%)
a) course administration (e.g., change in the course schedule) 8 2
b) coursework (e.g., deadline extension) 10 3
¢) confirmation (e.g., presentation topic) 6 0
d) information (e.g., final grade, class cancellation) 10 8
e) appointment (office hours) 1 0
2) providing information (N=16) N=6 (12%) N=10 (40%)
a) absence from class 4 3
b) technical problems (regarding assignments) 2 3
¢) individual study schedules (‘egyéni tanrend’) 0 3
d) late semester start 0 1
3) apologizing (N=2) N=2 (4%) N=0
4) combinations (N=8) N=6 (12%) N=2 (8%)
a) making request + apologizing 3 0
b) making request + providing information 3 2

Note: N=74

E-mails written by female students in English (N=5) belong to the following
categories: two of them are written to make requests (for course work and for
confirmation), one to provide information (technical problems), and two of them
are a combination of each of the subcategories of category 4 (see Table 1). Three
of the six English messages written by male students provide information
(technical problems), two make requests (for information), and one e-mail
combines making a request and providing information.

Second, responses to the first three questions in the questionnaire were
analyzed quantitatively, while the last two underwent qualitative analysis. The
number of answers on using Hungarian or English in student-teacher

204



ERZSEBET BALOGH

communication can be seen in Table 2, with the responses separated based on
gender.

Table 2. Self-reported frequency of Hungarian and English used in student-teacher communication
with a gender divide (F: female students, N=17; M: male students, N=10)

not at all rarely often always
F M F M F M F M
Hungarian 2 1 4 4 5 5 6 0
English 3 0 4 7 3 3 3

Concerning the objectives with which students would contact their instructors,
only informing them about absences in the classes would elicit a written reaction
from students (N=16). Instead of e-mails, they would choose face-to-face
communication concerning small talk, asking for clarification and informing the
instructor about how enjoyable or troublesome the class was (N=19, 16, and 14,
respectively). In the case of the rest of the objectives, students would opt for both
types of communication.

As far as the language is concerned, while Hungarian would be used
predominantly for socializing (N=13), asking for clarifications (N=11), informing
the instructor about being absent from the class (N=10), and apologizing (N=9),
English would play a role in asking for information about course requirements
(N=10) and the final grades (N=10) as well as asking for deadline extension
(N=9). Students prefer using both languages when they want to have an informal
conversation (small talk) with the instructor, when they ask for information about
the assignment, when asking for confirmation, and when wanting to inform the
instructor about how enjoyable or troublesome the class was.

The division of responses along the gender variable shows the differences
between the female and male students in terms of preferences for the form (spoken
or written) and the language of their conversation (Hungarian or English) with
their instructors (for the details, see Table 3).
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Table 3. Number of responses concerning form and language of communication
in different settings (F: female students, M: male students)

speak write Hungarian English

F M F M F M F M

small talk 11 8 0 1 6 3 2 5
socialize 1 2 1 3 9 4 1 4
ask for information (course requirements) 7 3 1 3 5 1 4 6
ask for information (assignments, homework) | 6 1 3 5 6 2 3 6
ask for information (final grade) 8 2 1 6 5 1 4 6
ask for clarification 10 6 0 1 8 3 1 3
ask for confirmation 3 3 5 3 5 0 2 7
ask for deadline extension 2 0 5 6 5 3 4 5
apologize 4 1 2 4 8 1 2 6
inform them (not attending) 2 0 9 7 7 3 2 5
inform them (enjoyable class) 7 7 1 1 4 3 4 5
inform them (sg. incorrect/wrong in class) 7 7 0 2 5 1 4 5

Responding to the last two questions, students also reported the benefits of
using Hungarian and English in interacting with their instructors. Based on the
answers, the advantages of using Hungarian can be classified into the following
three main groups: 1) it helps to avoid misunderstandings (see Example 1), 2) it
eases communication (as shown in Example 2), and 3) it allows students to
express themselves more easily (as in Example 3). For female students, using
Hungarian seems to have more benefits regarding communication, not only for
preventing miscommunication but also for facilitating its normal flow. Most male
respondents perceive Hungarian as a tool for more straightforward self-
expression.

Example 1: It reduces the chances of misunderstandings.

Example 2: Easier to understand each other, I can ask almost everything in
Hungarian if I don't understand something in English.

Example 3: I express myself better in Hungarian.

Furthermore, the answers show that using English is beneficial for two main
reasons: 1) it improves students’ English language skills (see Example 4), and 2)
as it is the primary language of their studies, it is more natural to use it in their
communication with the instructors (as shown in Example 5). While both female
and male students agree that using English can develop their language skills, only
female respondents specify its usage as favorable when using it in and outside the
classroom.
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Example 4: Since we are here to speak and learn in English it could be useful, in
order to improve your speaking skills it could be good idea to do it
in English.

Example 5: When we only speak English in class, it is easier to not switch in
between languages and it is also easier to ask about assignments and
details, since we talk about it in class in English.

Besides these main categories, the same feeling, namely, the sense of comfort
1s expressed by one student towards Hungarian and by another student towards
English (see Examples 6 and 7, respectively). Apart from this, using Hungarian is
claimed to be more polite (see Example 8), while English is considered to be more
friendly and to allow users to appear more professional (as shown in Examples 9
and 10, respectively).

Example 6: It’s easier to get my point across in Hungarian and I feel more
comfortable speaking it.

Example 7: Maybe it can be more casual, therefore more comfortable.

Example 8: There is less chance that the teacher will misunderstand what I want
to say. I feel like, I can be more polite towards them in Hungarian.

Example 9: Sounds more friendly.

Example 10: You seem professional, and foresign students can understand you as
well.

4. Discussion

In answer to the first research question, the primary language Hungarian students
use when they write an e-mail to one of their instructors is their native language,
i.e., Hungarian (85%), even when all the participants of the interaction are known
to speak English as well. The e-mail messages written in English (15%) show
considerable variation regarding their topics, and gender does not seem to play a
role in students’ language choice. At the same time, the outcome of the
questionnaire study reveals a somewhat different picture. Based on students’ self-
reports (N=27), in a similar setting, English would be used just as frequently as
Hungarian, with a mean score of 1.7 on the scale from O (not at all) to 3 (always)
(see Table 2). In addition, students can emphasize the beneficial aspects of both
languages when communicating with their instructors. They can clearly identify
the possibilities of using Hungarian in unambiguous communication, first, to
avoid misunderstandings, and second, to express themselves in a more clear-cut
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way. At the same time, they consider English as an inherent means of interaction
between students and teachers not only in the classroom but outside of it as well.
Nevertheless, some aspects of these advantages appear more appealing to female
students, for example, the opportunity of using English as a tool for language
development (see Examples 1-5).

As far as the second research question is concerned, the main objective of
student e-mails in this study is to make requests (65%) or to inform the instructor
about certain issues (22%), and there are instances of apologizing among the e-
mails as well (3%). The remaining e-mails (10%) combine these categories (for
more details, see Table 1). This categorization corresponds partly with student e-
mail classifications in previous research, where requests appear relatively
frequently in student messages (Bloch, 2002; Martin et al., 2002; Biesenbach-
Lucas, 2005; Bella & Sifianou, 2012; Pinto, 2019). Although the cited research
comprises student e-mails requesting information from the instructors regarding
a wide range of topics, the present study displays the appearance of a new type of
e-mail in which students provide the instructor with information about their
absences from class or about technical problems they encounter while doing their
course assignments. Notifying the instructor about not attending a class is
especially noteworthy since students are allowed to miss three classes over a
semester without any obligation to justify their absence. Thus, this does not
require any further action from the instructor’s side — other than a potential
acknowledgement. At the same time, it might be perceived as an instance of
positive politeness behavior towards the instructor. Nonetheless, to understand the
reasons behind this phenomenon accurately, additional inquiry is necessary with
more examples of student e-mails of this kind from various contexts.

Further investigations are needed to analyze the level of politeness in the
present corpus, especially since there is literature and research on request
strategies in Hungarian (Szili, 2022; Veres-Guspiel, 2021) as well as on
Hungarian EFL learners’ request strategies in English (Varhegyi, 2017). Also, the
level of politeness in the e-mails of this investigation could be compared to and
contrasted with the findings of similar research in the field (for example, Reder,
2007; Domonkosi & Ludanyi, 2019, 2021). However, this type of analysis is
beyond the scope of the present paper.

Regarding motives, differences can be observed between female and male
students’ e-mails (as shown in Table 1). While the majority of objectives is to
request (72% and 52%, respectively), as opposed to a much lower number of e-
mails written by females providing information (12%), a proportionately high
number of male students (40%) send e-mails with the purpose of notifying the
instructor. This finding contradicts the results of the study conducted by Myers
and his colleagues (Myers et al., 2002) as the present investigation shows, first of
all, that both female and male students write requestive e-mails. Secondly, male
students choose to inform rather than maintain their personal relationship with the
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instructor. Another difference is that only female students write e-mails to request
confirmation from the instructor or to apologize. This outcome is confirmed by
previous research on the issue (Holmes, 1995; Furkatovna et al., 2021), according
to which the act of apologizing is more frequently performed by women than men,
implying that women are more insecure than men in social interactions. Following
this, the present study sheds light on some female students' insecurities who asked
the instructor to confirm their choices regarding, for example, a presentation topic
or to forgive them for being late with their course assignments.

The topics of the e-mails are also substantiated by the questionnaire data (as
seen in Table 3). Students claim they prefer spoken interaction with the instructors
to written e-mails regarding informal conversations, asking for clarification, or
providing information about their being (dis)content with the classes. They also
state their preference for notifying the instructor in writing when they have to be
absent from a class. These claims seem to be validated by the concrete e-mails the
students wrote, as they do not contain elements of small talk or reflection on the
classes at all. Similarly, as previously mentioned, some students also contact the
instructor when they are absent from a class.

5. Conclusion

With all its limitations, the present study attempts to focus on why university
students decide to communicate in e-mails with their instructor and which
language they choose in a bilingual context where all speakers can interact in two
languages, Hungarian and English. Unfortunately, the investigation does not
enable a much more detailed comparison of the usage of the two languages in the
e-mails since most of this type of student-teacher communication occurs in
Hungarian. Further research is needed for a better understanding of student-
initiated interactions in e-mails.

The current investigation also displays limitations regarding the gender
variable. First of all, the gender of the instructor the students address might also
affect the communication in terms of objectives and language used. As the
instructor's gender was also disregarded in the questionnaire, further research is
necessary to see how the receiver’s gender influences students’ choice of topic
and language. Finally, students self-identifying as non-binary makes the question
of gender as a variable even more complex than the present study could have
handled.
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Appendix
Questionnaire on student-teacher communication

Please indicate your gender:

1) If your instructor speaks both English and Hungarian, to what extent do you use Hungarian and
English when you write an e-mail to them?

Hungarian 0 (not at all) 1 (rarely) 2 (often) 3 (always)
English 0 (not at all) 1 (rarely) 2 (often) 3 (always)

2) Read the following situations and indicate whether you would rather speak to the instructor personally
or write an e-mail to the instructor in each case.

neither
speak | write | both | (I wouldn’t discuss
that with them)

small talk (saying hello, asking how they are)
socialize (inviting them to a social event)

ask for information about the course requirements
(how to complete the course)

ask for information about assignments, homework
(what to do, with what deadline)

ask for information about your final grade

ask for clarification (to ask them to explain sg. you
did not understand in class)

ask for confirmation (to check if, for example, a
topic for your presentation is acceptable)

ask for deadline extension (for an assignment, test,
presentation)

apologize for not submitting an assignment,
homework in time

inform them about not attending class

inform them about how enjoyable the classes are
inform them about sg. incorrect/wrong in the class
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3) If your instructor spoke both English and Hungarian, in which language would you communicate
with them in the following situations?

Hungarian | English both

small talk (saying hello, asking how they are)

socialize (inviting them to a social event)

ask for information about the course requirements

(how to complete the course)

ask for information about assignments, homework

(what to do, with what deadline)

ask for information about your final grade

ask for clarification (to ask them to explain sg. you did not
understand in class)

ask for confirmation (to check if, for example, a topic for
your presentation is acceptable)

ask for deadline extension (for an assignment, test,
presentation)

apologize for not submitting an assignment, homework in
time

inform them about not attending class

inform them about how enjoyable the classes are

inform them about sg. incorrect/wrong in the class

4) If your instructor speaks both English and Hungarian, what are the advantages of using Hungarian
when you communicate with them?

5) If your instructor speaks both English and Hungarian, what are the advantages of using English
when you communicate with them?
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Karmacsi Zoltan — Marku Anita — Maté Réka (szerk.): A hatar
mint konvergalo és divergalo tényezo a nyelvben

Tanulmanyok a 21. Elonyelvi Konferenciarol
(Torokbalint: Termini Egyesiilet. 2022. 290. p.)

Az Elonyelvi Konferencidk eléadasainak irott véltozataibol megjelend kotetek
rendszerint nagyszerli Osszefoglaléi a magyar szociolingvisztikai kutatdsok
aktualis kérdéskoreinek, legujabb kutatisi vonalainak, eredményeinek. A 21.
alkalommal megrendezett kétnapos tanacskozas anyagaibol valogatott kotetrol is
elmondhaté mindez. Bar nem szokvanyos modon zajlott a konferencia, s nem
szokvanyos kiadvanyrol, kiadvanyokrol beszélhetiink a tanulmanyok
megjelentetése kapcsan sem.

A 21. Elényelvi Konferencia (a koronavirus jarvany miatt) egy év csuszassal,
2021. november 4-5. kozott keriilt megrendezésre a Hodinka Antal Nyelvészeti
Kutatokozpont €s a II. Rakoczi Ferenc Karpataljai Magyar Fdéiskola Filologia
Tansz¢ke altal hibrid forméban. A szakmai tanacskozéson 13 orszagbol tobb mint
70 eldadod vett részt kiilonbozé formaban — jelenléti formaban a beregszaszi
intézmény épiiletében, illetve az online térben — igencsak szines tematikaja
eldadasokkal. A szerkesztok az Eldszo-ban (7-11) leirjak, hogy 40 tanulmany
erkezett be, melyek koziil a lektoralas utan 35 iras jelent meg nyomtatasban és
digitalis formaban. A dolgozatok nem egy kotetben kaptak helyet. A témakorok
reprezentativitasara torekedve 19 irds az Acta Academiae Beregsasiensis,
Philologica 2022-es évfolyamanak els6 két szdmaban jelent meg (https://aab-
philologica.kmf.uz.ua/aabp/issue/archive), mig 17 dolgozat A hatar mint
konvergalo és divergdlo tényezo a nyelvben cimii konferenciakotetbe keriilt. A
folyoiratban megjelent 17 tanulmany ismertetését Dudics Lakatos irta, és az
Anyanyelv-pedagogia 2023/1. szamaban jelent meg. Mind a folyoirat szamait,
mind a kotetet lapozva izelit6t kapunk a nagy multi konferencia sokszintiségérol.

A hatar mint konvergalo és divergalo tényezé a nyelvben cimii gylijtemény a
szerzOk szerinti abécérendben kozli az irasokat, viszont tematikailag is érdemes
attekinteni azokat. Izgalmas irasok mutatjak be a részvételi szociolingvisztika
Iényegét, jelentdsegét, a civilek szerepét, lehetdségeit a nyelvi tudat alakitasaban.
Foglalkoznak a szerzOk a nyelvjarasok vizsgalatanak ujszerti megkdozelitéseivel,
a kétnyelvll kozosségek tanulmanyozasaval, az adatbazisokban rejlé kutatasi
lehetdségekkel. Olvashatunk a magyar mint idegen nyelv oktatasaval, tobbnyelvii
kornyezetben hasznalt terminusokkal, egy- ¢és kétnyelvii gyermekek
nyelvhaszndlati kiilonbségeivel és a nyelvi tajképpel foglalkoz6 irdsokat is.

A Barabas Blanka, Bartha Csilla, Bodé Csanad, Fazakas Noémi, Heltai Janos
Imre, Gaspar Judit, Jank Istvan, Lajos Veronika, Molnar Csikds Laszlo, Schmidt
Ildik6, Szabd Gergely és Vukov Raffai Eva alkotta szerzéi csapat Hol vannak a
kutatas hatarai? Vilagkavezo a részvételi szociolingvisztikdarol cimii tanulmanya
arrdl az jszerli eseményrol, és annak eredményeirdl szamol be, melynek soran a

215



DubicSs LAKATOS KATALIN

konferencia résztvevoi 5 asztalnal ,helyet foglalva” vitattdk meg a részvételi
kutatasban rejlé lehetdségeket, s fogalmaztdk meg az ezzel kapcsolatos
felvetéseiket. gy a szerzok irasukban a rendezvény résztvevéinek aktudlis
véleményét, észrevételeit, az ,,egylittgondolkodads” eredményeit foglaltak Ossze
(12-26). Szintén a részvételiség jelentdségével, a szociolingvisztikai
kutatasokban val6 alkalmazhatésagaval foglalkozik Bod6 Csanad, Fazakas
Noémi ¢és Lajos Veronika irdsa (Részvételi szociolingvisztika) (68-81).
Leszogezik, hogy a feladat az, ,hogy a résztvevok eltéré nyelvi szakértelme
kritikus, reflektiv €s felel0sségteljes részvételen alapuld k6zos szociolingvisztikai
tudassa valjék a kutatasban és azon tul” (77). Kocsis Zsuzsanna, Krizsai Fruzsina,
Szabd Gergely, Bodé Csanad, Vargha Fruzsina Séara Civilek a nyelv térbeli
valtozatossdgarol szolo tudas létrehozasdaban cimmel a Civil Dialektologia cimil
projektet mutattadk be a hozzdjarulas, a bevonas ¢és a kolcsondss€ég ismérvei
mentén (101-118). A munkacsoport tagjai egy olyan adatbazis létrehozasan
dolgoznak, mely a nyelvjarasokkal kapcsolatos internetes tartalmakat gyijti
0ssze, s teszi hozzaférhetové az érdeklodo kutatdk és civilek szamara.

Hérom tanulmény keriilt a ktetbe a Termini Magyar Nyelvi Kutatohal6zathoz
kapcsolddoan. Bend Attila Magyar nyelvvaltozatok a Karpat-medencében. A
nyelvi hatartalanitds eredményei és tovabbi feladatai cimmel a Termini Magyar
Nyelvi Kutatéhdlozat két évtizedes munkdjanak eredményeit vazolva
megallapitja, hogy az a magyar nyelvvel kapcsolatos szemléletvaltas mellett a
lexikologia, a szociolingvisztika €és a kontaktoldgia kutatdsi eredményeit is
gazdagitotta (27-51). Kollath Anna A Termini-szotar muravideki korpusza és az
iskola nyelve cimill tanulmanyéaban a Termini szotar anyaga alapjan az oktatas €s
anevelés fogalomkorébe tartozdé muravidéki kdlcsonszokat mutatja be (119-132).
Kiemeli, hogy a Termini-szétar ,lehetdvé tesz egy olyan magyar—magyar
kommunikaciot, amire a koradbbiakban nem volt lehetdség” (129). Hiszen
nemcsak a hataron tili magyar taldlhatja meg a keresett standard megfeleldjét egy
kifejezésnek, hanem forditva is miikodik a keresés. Lehocki-Samardzi¢ Anna és
Szotak Szilvia (Oktatasi terminusok és oktatdsi rendszerek: avagy mi konvergal,
és mi divergadl?) ennek az adatbazisnak a horvatorszagi €és ausztriai oktatési
terminusait elemzi a két orszag oktatasi rendszerének viszonylatdban (133—142).

Borbély Anna Szociolingvisztikai differenciacio: tarsalgas a magyar—romdn
hatar két oldalan élo beszélok kozott cimll irasaban egy 1995-0s rogzitett
kétnyelvli (magyar-roman) interji tobbszempontu elemzését tarja elénk, melynek
soran magyarorszagi €és romaniai roman beszélok (adatkozld, terepmunkas)
alkalmazott stratégiait elemzi, ramutatva a meglévd gyiijtott anyagok
ujraclemzési lehetdségeire (82—100).

Schmidt I1diké a Kétnyelvii gyermekek beszéde mint az élonyelv egy valtozata
cimmel két nyelvi korpusz adatain keresztiil veti 0ssze egynyelvil €s kétnyelvii
gyermekek nyelvhasznalati jellemzo6it (143—152). Eredményei a magyarnyelv-
tanitasban is jol hasznosithatoak. Vermeki Boglarka (Eldnyelvi korpuszinformalt
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tananyagok a MID oktatasaban) az ¢€lényelvi korpuszinformalt tananyagok
elényeit, jellemzdit mutatja be tanulmanyaban, kiemelve azoknak a magyar mint
idegen nyelv tanitdsaban val6 hasznosithatosagat (254-268).

Sinkovics Baldzs A szegedi beszéd és vdltozatai a SZOSZI-ben cimii
tanulméanyaban a szegedi beszéd és az azon beliili valtozatok meghatarozasat,
megitélését vizsgalja (153-162). Kiemeli, hogy bar az adatk6zlok a szegedi
beszéden az J-zést értik, de elkiilonitenek egy falusias, parasztosnak nevezett
valtozatot, melyet az iddsebb korosztalyhoz és a kevésbé iskolazott személyekhez
kapcsolnak. Szabd T. Annamaria Ulla (Szubstandard valtozatok szarmazasnyelvi
beszélok nyelvi repertoarjaban) a Franciaorszagban ¢l6 magyar—francia
kétnyelvii beszelok korében végzett kutatasi eredményeit mutatja be (163—178).
Tobbek kozott arra is valaszt keres, hogy mely nyelvi szinteken fordulnak eld
leginkabb a nem koznyelvi jelenségek, illetve hogy kettdsnyelvi kétnyelviiek-e a
vizsgalat résztvevdi. Utobbi kapcsan megallapitja, hogy a vizsgalt kozosségben
nincs szo6 szituativ kettdsnyelviiségrol, hiszen a bizonyos regiszterekben meglévo
nyelvi hidny miatt a formalisabb szituaciokban a francia nyelvre valtanak az
adatkozldk, igy esetiikben szituativ és tematikus kétnyelviiségrél beszélhetiink.
Tuska Tiinde (4 szlovak irodalmi nyelv és a csabai szlovak nyelvjarads viszonya a
Cabiansky kalenddr cikkeinek tiikrében) a csabai szlovakok egyik legfontosabb
kulturalis kodja, a Cabiansky kalendar alapjan tanulméanyozza a szlovak irodalmi
nyelv és a nyelvjaras viszonyat (198-221). Vargha Fruzsina Sara Vélt hatarok és
valos torésvonalak a nyelvjarasi kontinuumban cimii dolgozatanak f6 kérdése
,,hogy beszélhetlink-e valos torésvonalakrol a magyar nyelvteriileten beliil, illetve
milyen modszereink lehetnek arra, hogy nyelvi torésvonalakat hatdrozzunk meg”
(232). Megallapitja, hogy a valos torésvonalak ritkak, s leginkdbb a kontinuum-
jelleg jellemzi a nyelvjarasteriiletek kozotti kiilonbségeket (232-253).

Varga Eva Katalin, Marton Emese, Indig Balazs, Sarkozi-Lindner Zsofia,

o7 e

erdélyi és anyaorszdgi hirportalok alapjan cimii irasabol kideriil, hogy a
pandémia terminoldgidjaban, a magyarorszagihoz hasonléan, az erdélyi
regionalis szaknyelvben is a globalis angol nyelvi hatds érvényesiilt leginkabb
(222-231). Bir6 Enikd (Kisvallalkozasok online nyelvitajképe: kétnyelviiség,
tobbnyelviiség a piacon) egy magyar tobbségii romaniai kisvaros vallalkozasainak
online kozosségi médidban valé megjelenéseit elemzi (52—67). Megallapitja,
hogy az online térben kevéssé érvényesiilnek a hatalmi erdviszonyok: az egyéni
¢s a piaci érdekek a meghatarozoak a nyelvvalasztas kapcsan.

Voros Ferenc irdsaban a hitélet szerepérdl értekezik a magyar nyelv kapcsan,
kiemelve a felsdori teriilet példajat (269-286). ,,Ezekben a besz¢lokozosségekben
sokak szdmara ez a nyelvhasznalati szintér jelenti az utols6 bastyat, kiilondsen
akkor, ha sziikebb kornyezetiikkel, csaladtagjaikkal sincs mdodjuk anyanyelviikon
kommunikalni” (269).
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Szamborovszkyné Nagy Ibolya (Elvdlaszto hatar, hajlékony és atalakulo nyelv.
Magyar reformatusok szlav nyelvi kézegben 1944 utdn) torténészként levéltari
anyagok alapjan mutatja be, hogy 1944 utan a kérpataljai reformatus kozosség
korében okozott-e nehézséget az anyanyelvi adminisztraciotol vald elvalas, az j
szlav nyelvii hatalommal val6 kapcsolatfelvétel (179-197).

A 21. Elényelvi Konferencia 17 el6adasat tartalmazo kétet valoban izelitot ad
a magyar nyelvteriiletet érintd szociolingvisztikai kutatdsok sokszintiségébdl. Az
irasok altal nyomon kdvethetd az a folyamatos valtozas, nyitottsag, tolerancia,
mely a tudomanyteriilet jellemzdje. A bemutatott vizsgalatok mindegyike a
kozosség szamdara hasznosithatd eredményekre torekszik. A kotet elektronikus
forméban elérhetd a Hodinka Antal Nyelvészeti Kutatokozpont weboldalan is
(https://hodinkaintezet.uz.ua/wp-
content/uploads/2023/03/21_EK_kotet_2023_03_15-1.pdf).

DuDICS LAKATOS KATALIN
II. Rakodczi Ferenc Karpataljai Magyar Foiskola
dudics.katalin@kmf.org.ua
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KRISTOF PALMA

Csontos Nora: Szakszoveg-tipologia. Szakszovegtipusok vizsgalata

tarsas-kognitiv keretben
(Budapest: KRE — L’Harmattan Kiado. 2020.)

A konyv a KRE BTK Terminolégiai Kutatdcsoport ,,A magyar nyelv és szakmai
kultara. Magyar nyelvészeti kutatasok a tartalomfejlesztés és a dokumenticid
teriiletén” cimmel megvalosuldo 2018 és 2021 kozotti kutatdsok eredményeit
tartalmazza. Az Elész6-ban Foris Agota, a palyazat vezetdje tobbek kozott rogziti,
hogy a monogréfia Ujfajta nézOpontbol kivanja megkdzeliteni a szakszovegeket,
elsésorban kommunikacios-pragmatikai szempontbol, valamint, hogy a vizsgalat
tarsas-kognitiv elméleti keretben zajlik.

A konyv nyolc fejezetbdl all Az elsd fejezet a Bevezetés, amely részletesen
felvezeti a tovabbi részek tartalmat. ,,Alapvetd kérdéssé valik, hogy mit tekintiink
szakszovegnek, milyen fogalomértelmezés allhat a miiszaki, illetve tudomanyos
szakszOoveg-¢értelmezések mogott, illetve mi az elkiilonités alapja” (11). Emellett
kijelenti, hogy a szakszoveg f0 céljanak a tudas megosztasat tekinti, €s el0szor
altalanosan, majd a kategéridkban is megjelend séma leirasat két szintérrel
kozeliti meg, melyek a hétkoznapi és a tudomanyos diskurzusok.

A Szoveg-szovegtipus cimli masodik fejezet a kognitiv nyelvészet
attekintésével kezdddik. ,,A kognitiv nyelvészet a megismerés soran elsajatitott
tapasztalati alaptl tudasnak tekinti a nyelvet” (17). E megismerés soran csaladi
hasonlosagok alapjan rendezziik kategoridkba tudasunkat, azonban a kategérian
beliil vannak tobb és kevesebb kozos tulajdonsaggal rendelkezd példanyok is. Ezt
kovetden a szerz0 a pragmatika szemléletmddjat tekinti at: a reprezenticidkat,
semantizaciot, absztrakcidt és tovabbi fogalmakat a beszédben és azon beliil
betoltott szereplikben vizsgalja. Ezzel parhuzamosan valtozik a szoveg fogalma,
mivel el6térbe keriil a szemantikai vizsgélata, szerkezetének és jelentésének
kapcsolata, funkcidja, illetve diszkurziv jellege. A fejezet végil ratér a
szOvegtipologiai kutatasok attekintésére a 20. szazadtol kezdve, melyek esetében
fontos kiemelni, hogy nem alkotnak homogén kategoridkat, szoveggel
kapcsolatos viszonyuk €s elméleti megkozelitésiik alapjan lehet kiilonbséget tenni
kozottiik.

A harmadik fejezet cime Szakszoveg — Szakszovegtipus, mely a szakszoveg
fogalmanak meghatarozasaval indit. Ennek két alapvetd 0sszetevje a tapasztalati
alapu tudas, illetve az intézményesitett tudas, amelyek mentén végbemegy a
szakszoveg létrehozasa is. Ennek bOvebb ismertetésére egy, a tapasztalati tudas
0sszetevoit tartalmazo, a kutatas soran hasznalt kérdoivet is bemutat a szerzo. ,,A
kérdések a  szakszoveg fogalmara, de ezzel egyiitt Ilehetséges
szakszovegtipusokra, illetve azok jellemzdire iranyultak” (44). A kérdések
minden esetben sajat szavakkal leirt valaszt igényeltek. A nem laikus, szakmabeli
kitoltok szakszoveg-fogalom meghatdrozdsdban visszatérd elem volt a
terminusok, szakszavak és formaisdag fontossdga, mig a laikus kitoltoknél
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visszatéré kulcsszo volt @ TUDAS, illetve annak dtaddsa, valamint a befogadok
szerepe. A valaszok alapjan az az eldzetes feltevés, miszerint ,,a szakszdveg nem
alkot homogén kategoriat” (44), beigazolodott. Osszegezve: a vizsgalatok alapjan
a TUDAS megosztasa valik kulcsgondolatta, illetve az erre iranyulé TARGY és a
CEL.

A negyedik fejezet, A4 szovegalkotast meghatarozo tényezok a szakszoveg
1étrehozasat meghataroz6 intézményesitett eldirdsokat tartalmazza, amelyek
lehetnek kotelezd jellegliek vagy ajanlatok. ,, A széles értelemben vett
dokumentacio keretein beliil késziilt szovegek intézményesitett tudasosszetevoi a
torvények és szabalyok™ (64). Ezek kitérnek a tartalomra, a megjelenésre és a
tagolasra is. Ettol eltérd értelmezés, amikor csupan elvarasrendszerként
hatarozzdk meg a dokumentum tartalmi és formai kdvetelményeit. A szerzd
ezutan attér arra a kérdésre, hogy vizualis elemek milyen szerepet toltenek be a
szakszovegekben. Megallapitja, hogy ezek altalaban nem egyeznek meg teljesen
a vizualis eszkozok funkciodival, mivel itt a szovegbe agyazodva jelennek meg.
Két fajtajukat kiilonithetjiik el: a centralis megjelenést alkalmazokat, illetve a
szerialis elemeket. A hétkdznapok szakszOovegeiben a haszndlati utasitas a
leggyakoribb példa, melyben képek és rajzok segitik a megértést. Ezzel szemben
a tudomanyos szovegekben leginkdbb abrak és diagramok taldlhatok, melyek
magyarazatokkal egyiitt kapnak helyet a szGvegben.

A vizualis elemek szerepe a szakszovegekben cimii 6todik fejezet a tudomanyos
¢s a szakszovegekben eléfordulo vizualis elemeket vizsgalja.

A A hétkoznapi szakszovegtipusok. Leiras és instrukcio ciml hatodik fejezet a
hétkéznapok jellemzd szakszovegeit irja le, illetve mutatja be két vizsgalaton
keresztiil. A hasznélati utasitds, betegtdjékoztatd, illetve termékleiras
mindegyikére jellemzd: ,,TARGY, TUDAS, CEL, tehat a TUDAS megosztasa
mindig a TARGY-ra iranyul, a TARGY-hoz kéthets TUDAS a TARGY
felépitése, Osszetevoi (tudaskeret) és annak miikodése (forgatokonyv), a TUDAS
megosztasanak célia a HASZNALAT-ban osszegezhetd” (87). Ezen
szovegtipusok részletesebb bemutatasat a hasznalati utasitassal kezdi a szerzd. A
hasznalati utasitas egy tipikus séma szerint épiil fel, és célja a biztonsagos
hasznalat bemutatdsa. Ezt koveti az 0Osszeszerelési utmutatd, mely ugyan
hasonldsagot mutat az elé6zdvel, de itt a hasznalt eszkdz leggyakrabban butor, €s
az Utmutatd nem a haszndlatra irdnyul. Végiil a betegtajékoztatd, mely leginkabb
abban tér el a korabbiaktol, hogy torvények szabalyozzak tartalmat, itt nem elég,
ha a TUDAS a hasznélathoz sziikséges informaciokat tartalmazza, hanem annak
elézményeit és kovetkezményeit is fel kell tiintetni. Ezek mellett kitér a fejezet a
termékleirasra is, ahol mar a meggydzés valik a {6 célla, létrehozasat
hatdsmechanizmus befolyasolja.

A fogalmak ismertetése utdn a vizsgalatok bemutatasa kovetkezik. Osszesen
549 magyar bor termékleirasat vizsgalta az elemzés, melynek konkluzidja, hogy
»elotérbe a termék leirasat helyezi. A termék leirasaban a SZIN és az ILLAT is
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helyet kap, de meghatdrozova az 1Z valik” (118). A fejezet dsszegzéseként
megallapithatd, hogy ,,a kereskedelmi forgalomba keriil6 termékekhez késziilt
szovegek négy kozponti dsszetevivel jellemezhetdk: cim vagy cimszerii elem, a
termék leirasa, hasznalati utasitas és a termékhez kapcsolddo dokumentacio egyéb
Osszetevoi” (121).

A hetedik fejezet cime A tudomany szakszévegei, mely azt vizsgalja, hogy a
szakszovegtipusok kiilonbozé fajtai  kozott milyen  hasonlosdgokat  és
kiilonbségeket lehet megallapitani, €s ezaltal elkiiloniteni. A fejezet targyalja a
tudomanyos diskurzus és a szaknyelvi diskurzus miifajisagat is, illetve egymassal
valo viszonyukat, valamint a tudomanyos szovegek létrehozasanal megjelend
sémakat. A miifajisaggal kapcsolatban tobbek kozott Gruber alapjan mutatja be
azokat a tudomanyos szdvegtipusokat, melyek elfogadottak 6ndll6 miifajként.
Ezek a jegyzet, recenzid, kivonat, monografia, folyoiratcikk, kézikonyv, illetve
atmeneti kategoriaként a szeminariumi dolgozat és a szakdolgozat. Az MTMT (a
Magyar Tudomanyos Miivek Tara) egyébként négy kritériumot kiilonitett el,
melyek alapjan kategorizalja a tudomanyos szovegeket, ezek a kovetkezok:
értékbeli hierarchia, megjelenesi hely, jelleg, illetve a dokumentum tipusa. Ezutan
a fejezet attér a metapragmatikai tudatossagra, mely ,,a diskurzus résztvevdinek
reflexiv viszonyulasat jeloli a nyelvi tevékenységhez” (145). A metapragmatikai
tudatossdg egyszerre jelenti a metanyelvi reflexiot is, vagyis a nyelvi
tevékenységre, megértésre, figyelemre, tuddsra vagy diskurzusra vald reflexiot.
Majd beemeli a szoveg a diskurzusdeixis kérdését, mely elsésorban térbeli
azonositast takar, a szovegben viszont ,magat a diskurzust, illetve annak
szervezddését teszi a reflexid targyava” (148). Kifejezdeszkozei elsdsorban a
mutatd névmasok.

A fejezet két kutatast mutat be a téméval kapcsolatban, az elsd a diskurzusdeixis
¢s a diskurzusjelolok témajara epiil. Alapjaul a Tolcsvai Nagy Gabor altal
szerkesztett Szoveg és tipus. Szakszovegtipologiai tanulmanyok cimii
tanulmanykotet szolgdl (Budapest: Tinta Konyvkiado, 2006). A vizsgalat
eredményeként megallapithato, hogy ,,a tudomany szakszovegeiben megjelend
diskurzusdeixis funkciondlisan igen erds kapcsolatot tart fenn a tér-, illetve a
helydeixissel, a diskurzusjelolokkel és a tagmondatok kozotti tartalmi-logikai
kapcsolatot megjelenitd kotdszavakkal” (151). A masodik kutatds a tudomanyos
szovegekben megjelend reflexidkat vizsgalja, human és redl szovegeken keresztiil
egyarant. Megallapithato, hogy a human tertileten ,,valtozatosabban jelennek meg
az aktualis megnyilatkoz6 nyelvi tevékenységére vonatkozd utalasok™ (165). Ezt
a szerzé a TUDAS megalkotasanak médjaval magyarazza.

Az idézés miikodése a tudomany szakszévegeiben cimui alfejezetben elsdsorban
azt mutatja be a szerzd, hogy a szovegalkotdé milyen szempontokat felhasznéalva
1déz, masrészt, hogy a leggyakoribb forméakon kiviil milyen kategoridk léteznek
még, melyek az intertextualitast valositjak meg. Kezdve annak rogzitésével, hogy
az ,,1dézés soran mas személy diskurzusat, illetve annak egy részletét kivanjuk
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hozzaférhetévé tenni” (177). Az idézésnél fontos szerep jut annak a
perspektivanak is, melyet az 1déz0 allit fel az eredeti diskurzussal kapcsolatban.
,Az 1dézés esetében a kiindulépontok harom fajtaja 1ép miikodésbe: a
referencialis kozponté, a tudatossag szubjektumaé €s a semleges kiinduloponté”
(180). Az idézésben is megjelenik a kordbban mar részletesebben emlitett
metapragmatikai tudatossag, mely diskurzustél fliggéen eltérd lehet
terjedelmében vagy kidolgozottsagdban. Emellett az entitas tekinthetd az 1dézés
elsddleges szerepldjének, mig a mutatd névmas a masodlagosnak.

A fejezethez kapcsolddd kutatds ,nem laikusoknak sz6l6 tudoményos
szakszovegek 1dézéseit elemezte” (187). Eredményként megallapithatd, hogy az
1dézések megjelenése valtozatos, ,,ami az 1dézd adaptiv ¢és interiozald
tevékenységére hivja fel a figyelmet” (188). A konkluzio roviden az, hogy az
idézéseknek a TUDAS megosztasaban van szerepe, beagyazodasuk valtozhat.
Valamint megallapitja, hogy ,,a szakszovegekben a filiggd idézési mod a
leggyakoribb, az egyenes pedig a legritkabb™ (201).

Az utolsé fejezetben, az Osszegzés-ben a szakszdveg fogalmara tér ki Gjra a
szoveg. ,,A vizsgalat alapjan a prototipikus szakszoveg a kovetkezd jellemzdok
mentén 0sszegezhetd: irott, formalis beszédhelyzetben egy entitdshoz kothetd
szakteriileti TUDAS atadasa valamilyen cél érdekében, a befogadonak, illetve a
befogadd tudasanak viszonydban egy jellemzd tutvonal, mint megértési mod
alapjan” (205). Tovabba megallapitja a szerzd, hogy nemcsak a tudomany
szakszovegel foglalnak helyet a szakszovegek kozott, hanem a hétkdznapi
beszédmiifajok is, illetve nem lehet figyelmen kiviil hagyni a kontextus ¢€s a
beszédhelyzet szerepét, és killonvalasztani a TUDAS megosztasat laikus és nem
laikus befogadokra nézve.

KRISTOF PALMA

Karoli Géaspar Reformatus Egyetem
gigi010909@gmail.com

222



SULYOK KAMILLA

Sverker Johansson: A nyelv eredetérol
(Budapest: Europa Konyvkiad6. 2021. 414 p.)

A svéd szdrmazast Sverker Johansson 1990-ben doktoralt fizikdbol, majd 1992-
ben a nyelvészet felé fordult. Azota tobb nyelvészeti mii szerzdjeként ismert, &m
nem hagyta maga mogott a fizikusi palyat sem. A svajci Eurdpai Nuklearis
Kutatasi Szervezet (CERN) kutatdja, 2006 ota pedig rendszeres résztvevdje a
nyelvészberkekben rangos szakmai eseménynek szamité EVOLANG
konferencidnak is, amelynek kozponti témaja a nyelv eredete €s evolucioja.
Johanssont mindemellett a nemzetkozi Wikipédia legtermékenyebb szerzojeként
tartjak szdmon, hiszen a szocikkek mintegy 8%-a az 6 nevéhez fiizédik.

Az eredetileg svéd nyelven irt, 2005-ben kiadott, magyarra Papolczy Péter altal
2021-ben atiiltetett A4 nyelv eredetérol cimii konyv bevezetésbdl €s harom
fejezetbdl all. Az elsé részben magarol a nyelvrdl, a masodikban a féemldsok
eredetérdl értekezik, mig a harmadik rész téméajaul a nyelv eredetét valasztotta.

Johansson régton a Bevezetés-ben leszdgezi, hogy a nyelv azon kevés
tulajdonsagok egyike, amelyek megkiilonboztetik az embert az allattol.
Megallapitdsa azonban nem Uj, mert — mint maga is irja — ezt a kiilonbséget
Arisztotelész mar az 1. e. 3. szdzadban valasztovonalként jelolte meg a két faj
kozott. Johansson a kotet céljaként a nyelvevolucié mai allasanak leirdsat tiizi ki.
Ebbdl ad izelitdt mar a bevezetésben is, ahol szdt ejt a nyelvfejlddés kutatasanak
szempontjabol fontos olyan alakokrol mint Gottfried Wilhelm Leibniz
matematikus, Etienne Bonnot de Condillac és Jean-Jacques Rosseau franciaajku
filozofusok, a modern 0&sszehasonlitdé ¢€s torténeti nyelvészet alapjainak
lefektetésében segedkezd skot Monboddo, vagy €ppen a nyelveredet témajanak
felélesztésében szerepet jatszo Steven Pinker és Jim Hurford.

Johansson az els6 fejezetben tisztdzza az alapfogalmakat, igy példaul a sz6, a
szofaj, a fonév fogalmat, értekezik a nyelv sokszinliségérdl, illetve emlitést tesz a
nyelvtudomany harom 4garol — a szemantikarol, a pragmatikarol €s a prozddiarol
— 1s; ez a téma a kdotet késObbi pontjain tobb izben visszatér, és a mili szamos
pontjan vilagit ra ezeknek az irdnyzatoknak a kiilonbségeire. Szot ejt a kiillonb6z6
paradigmdkrol: a Noam Chomsky-ig visszanyulo generativ nyelvtanrol, a
nyelvtani szabalyokat nélkiil6z6 konnekcionista nyelvtanrdl, valamint a nyelv
kommunikacios céljat kozéppontba allitd funkcionalis nyelvtanrol, de nem
mulasztja el megemliteni Hockett nyelvi tulajdonsdgokat 6sszesitd listajat sem.
Ezutéan pedig az allati kommunikécid nyelvi vonasokat mutato formairdl értekezik,
a Hockett-féle listanak ugyanis elszortan bar, de minden eleme megtalalhat6 az
allatvilagban is: gondoljunk akar a méhek tancara, a tintahalak szinvaltasara vagy
a cerkéfmajmok figyelmeztetdkialtasaira.

Mindemellett — mint azt az els@ részben a szerzd kifejti — a kiilonféle
allatfajokbol hianyzik a nyelvtanuldsi képesség. Egyes allatok képesek ugyan
vezényszavakat megtanulni, de nincs arra utal6 jel, hogy értenék is Oket, €s nem
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csupan megtanuljak azokat valamilyen tevékenységhez kotni. A szerzd
kronologikusan sorra veszi azokat az ismert és kevésbé ismert majomkisérleteket,
amelyek hozzdjarultak a kommunikacidé elsajatitisara vonatkozd mai
ismereteinkhez. Leszogezi, hogy a nyelv kifejlodésének egyik eldfeltétele a
tudatelmélet, a fejezet végén pedig arrol értekezik, tanithatd-e a robot nyelvre, és
hogy ez milyen kovetkeztetéseket enged meg az emberi nyelv kialakulésat
illetéen, a 90-es évektdl ugyanis a robotkisérletek ugyancsak meghatarozo
szerepet jatszottak a nyelv eredetének kutatasaban.

A masodik részben, amely Az eredetrél cimet viseli, Johansson a féemldsok
evoluciotorténetét irja le diohéjban. Ugyanebben a részben értekezik arrol, hogy
a szakoca egyarant szolgal Oseink tervezeési képessegének ¢€s tudasatadasi
igényeének bizonysagaul, majd emlitést tesz Ruhlen sokat vitatott elméletérdl,
amely szerint az 6snyelv az 6sszes kozos nyelv gydkere volna. Ertekezik tovabba
a bioldgiai evolucio €s a nyelvfejlodés kiilonbségeirdl, a grammatizalodasrol €s a
gavagai-problémardl is. Roviden emlitést tesz Hauser, Chomsky ¢és Fitch k6zos
elméletérdl, amely szerint a nyelvi képesség magja a rekurzivitas, €s minden mas
a magon kiviil helyezkedik el, hiszen mas célt szolgdl. Megemliti Genie-t, a
legismertebb, emberi kontaktusok nélkiil feln6tt kislanyt, aki ékes bizonyitékaul
szolgal annak, hogy bar a nyelvnek van egy genetikusan 6rokolhetd dsszetevdje,
az onmagaban nem elegendd a nyelvelsajatitashoz, annak a nyelvi kornyezet
éppoly fontos feltétele. Ezutan Anna Kinsella kutatasi eredményeirdl szol,
amelyek szerint a darwini evoluci6 ellentmond a Chomsky generativ
paradigmdjanak elsddleges modelljéiil szolgaldé minimalista szdmitasi modul
1étének. Ezt a tételt kozvetetten maga Chmosky is elismerte.

Ugyancsak ebben a fejezetben kap helyet Pinker azon feltevése, miszerint
1étezik egy, a nyelvi képesseg felépitéséert felelds gén. A kiilonbozé nyelvi
kutatasok eredményeként azt mar tudjuk, hogy minden emberben megvan maga
az az alapvetd nyelvi képesség, amely lehetdve teszi, hogy hasznalni tudjuk az
anyanyelviinket. A specifikus nyelvi zavarnak nevezett rendellenességgel kiizdo
gyermekek genetikai vizsgalatabol kidertilt azonban, hogy a nyelvi képességnek
van egy jelentds orokletes Osszetevdje, amely nem mellesleg igen bonyolult, és
szdmos gén részt vesz benne, igy példaul a (média miatt tévesen ,,nyelvi génként”
elhiresiilt) FOXP2 gén. Ezt a gént felettébb érdekessé teszi az, hogy minden
gerinces allatban megtalalhato, de mivel az emberi evolucid soran megvaltozott,
mar nem egészen ugyanarra jo, mint a tobbi emldsnél. Az azonban bizonyos, hogy
szamos kiilonbozd allat hanghasznalati képességére hatassal van, és hogy a
Neander-volgyi is hordozta a human valtozatot, igy a génnel jaré evollicios
eldnybdl 0 is profitalhatott.

Mindezek utan Johansson a nyelvfejlédés szamos eldfeltételérdl tesz emlitést.
Kifejti, hogy a nyelv eldfeltétele a segitOkészség, hiszen a segitokészség
evolacidja a nyelveredet egyik kulcsa. Ezért is tudott az emberi nyelv ekkora utat
megtenni, mig a csimpanzok kommunikécidja egy a miénknél sokkal fejletlenebb
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szinten megrekedt, 1évén hogy hierarchian és politikén alapulo tarsadalmukban az
Onzetlen segitOkészség nem jatszik szerepet. A nyelv eléfeltételeként emliti a
szerzO a hosszu gyermekkort is. Végiil az egylittmikodésre valo hajlandosagot
jeloli meg az emberi nyelv egy tovabbi eldfeltételeként, megallapitva, hogy az
egyiittmiikodésre vald hajlandosag és a nyelv kolcsondsen hatnak egymasra.

A harmadik, A nyelv eredetérsol cimet viseld, zar6 fejezetben az emberi
beszédkésziiléket elemzi. Megallapitja, hogy a nyelvnek meg kellett eléznie a
beszédkésziilék valtozasait, hiszen a darwini evolacidelmélet valamilyen elényt
feltételez a jobb beszédkésziilék mogott, ami pedig nem lett volna lehetséges, ha
nem létezett volna mar ezt megelézéen egy beszélt nyelv. Fontos azonban
megjegyezni, hogy beszédkésziilékiink a fejlddésiink soran fokozatosan érte el
emberi alakjat, nem pedig egy hirtelen ugras eredményeként. Johansson leszogezi
azt is, hogy a hangelemz6 képesseg vélhetéen nem nyelvi céllal fejlodott ki,
hiszen a kutyak mellett a csincsillak €s sok masik allat is rendelkezik vele.

Ebben a fejezetben kap helyet az elsd beszélordl szolo elmélkedése is,
amelynek keretein beliil megemliti az dsnyelvre vonatkozd harom elméletet: az
elsé elmélet szerint az els@ beszEéld volt egyben az elsé nyelvhaszndlod is; a
masodik — Chomsky altal vallott — elmélet szerint az els6 nyelv csak gondolatban
létezett; a harmadik nézet szerint pedig az elsé nyelv jelbeszéd volt. Némi
fejtegetést kovetden arra a megallapitasra jut, hogy az elsé nyelv bizonyara
hangok ¢és gesztusok keveréke lehetett, és az Osnyelv elsd beszéldi nem
korlatoztdk magukat akar az irott, akar a besz¢€lt nyelvre. Sorra veszi az emberi
nyelv lehetséges kiinduldpontjait: az udvarlas alapjaul szolgald dalparbajt; a
dogvadaszatot, amelynek sordn az tudott jobban €rvényesiilni, aki ligyesebben
informalta tarsait praktikus dolgokrol; a torténetmesélés kiilonbozd formait; a
tarsas kontrollt vagy éppen a Dessalles-féle statuszszerzest.

A szerz0 véleménye szerint a Homo erectus-nak legaldbb egy egyszerii
dsnyelve volt (ezéltal pedig a Neander-volgyinek és sajat Oseinknek is). Ezt
részben a Homo erectus oktatdsra ¢€s tudasatadasra vonatkozo igényével
magyarazza; részben pedig azzal, hogy a Homo erectus-nal az dsnyelv minden
eléfeltételét megtalaljuk. E16bbi mellett sz0l az az érv is, hogy az évmilliok soran
a Homo erectusok szdmtalan szakdcat készitettek, és ezek az eszkozok olyan
fejlodésen estek at, amely feltételezi a nemzedékek kozotti kommunikécid
meglétét. Ha a Homo erectus mar beszélt egy Osnyelvet, akkor a Neander-
volgyinek is kellett beszélnie. (Johansson egyébként az elsé beszeldrdl szolo
részben arra a végkovetkeztetésre jut, hogy a Neander-volgyinek a miénkhez
hasonldan jo beszédkésziiléke lehetett.) Minthogy a Homo erectus
beszédkeészségének nincsen €kes bizonyitéka, azt feltételezi, hogy az még foleg
jelekbdl és gesztusokbdl allhatott.

Ismerteti tovabba, hogy a majmoknak nem a nyelvi képesség hidnya miatt nem
alakulhatott ki nyelve, hanem azért, mert hidnyzott naluk az 0j dolgok
kitalalasanak ¢és azok egymadsnak vald atadasanak igénye, akércsak az
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egylittmikodésé. Marpedig ezek is a nyelv kialakulédsanak kedvezo tulajdonsagok
koz¢ tartoznak.

A fejezet végén a szerz0 0sszegzi az 6snyelv legfontosabb tulajdonsagait, végiil
azzal a kézenfekvo kérdéssel zarja a miivét, hogy vajon mit hoz a j6vo a nyelvekre
nézve? A kiiszobon all ugyan a gépi forditas olyan méreteket 61td hatékonysaga,
amely lehetévé teszi az eltérd nyelvek beszéldi szamara a kommunikaciot, a
nyelvek — ma még talan hétezerre tehetd — szdma mégis naprol napra csokken. A
globalizaci6 hatisdra ugyanis a nagy nyelvek egyre nagyobba és elterjedtebbé
valnak, a kisebbek viszont fokozatosan eltlinnek. Adja magat tehat a kérdés, hogy
elébb-utdbb talan egyetlen vildgnyelvre szoritkozik a Fold egyre nagyobb szdmot
01t6 besz¢ldje?

SULYOK KAMILLA
Eo6tvos Lorand Tudomanyegyetem
sulyokpontkamilla@gmail.com
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Navracsics Judit — Batyi Szilvia (szerk.):

Nyelvek, nyelvvaltozatok, kovetkezmények I-I1.1
(Budapest: Akadémiai Kiado. 2022.)

A Nyelvek, nyelvvaltozatok, kovetkezmények kotetek a XXVIII. Magyar
Alkalmazott Nyelvészeti Kongresszuson elhangzott eldaddsok irott anyagat
tartalmazzak, amelyre 2021. aprilis 19-21. kozott keriilt sor a Pannon Egyetem
Magyar ¢és Alkalmazott Nyelvtudomanyi Intézetének szervezésében. A két
tanulmanykotet az Akadémiai Kiadd6 Magyar Elektronikus Referenciami
Szolgaltatas (MeRSZ) elnevezésii online rendszerében jelent meg, és 6sszesen 47
tanulmanyt tartalmaz.

Az elso kotet a Nyelvoktatds, nyelvelsajdtitis, nyelvhaszndlat, fonetika és
fonolégia alcimet kapta. Eldszoként a szerkesztOk foglaljdk Ossze a kotetek
alapjaul szolgéald kongresszus torténetét az elhangzott eldadasok témakoreivel
egyetemben. ElsOkeént Navracsics Judit Két- és tobbnyelvii nyelvi fejlodés 5 éves
korig cimli plenaris eldadasanak anyagat olvashatjuk, amelyet 24 magyar €s angol
nyelvll tanulmany kovet, 5 alfejezetbe rendezve. A plendris el6adds bemutatja a
gyermekkori kétnyelviiség és a tobbnyelvii nyelvi fejlddés korai szakaszat,
valamint a metanyelvi tudatossagot, amely a korai kétnyelvii gyermekeknél a
legfejlettebb.

A Nyelvpedagogia, nyelvoktatas, nyelvelsajatitas alfejezet 7 tanulmanybol all.
Arnold-Stein Roébert és  Hortobagy: Ildiké rdmutatnak, hogy a fiatal
videdjatekosok szamos angol frazémat sajatitanak el az angol nyelvii jatékokbol.
A masodik tanulmanyban Balogh Erzsébet arra a kérdésre keresi a valaszt, hogy
a kozépiskolds diakok melyik angol nyelvvaltozatokat ismerik €s részesitik
eldnyben nyelvtanulasuk soran. Baranyi-Dupak Karina magyar anyanyelvi
tanarszakos egyetemistakkal készitett tanulmanya azt vizsgalja, hogy miként
valtozik a hallgaték onreflexidja az idegennyelvi beszédkészségiikrdl, miutan
visszahallgatjak sajat spontan beszédmintdjukat. Farah Hussain az angol orvosi
szaknyelv oktatasat vizsgalta a Tartous-1 Egyetem Orvosi Kardn, osztalytermi
megfigyelések és félig-strukturalt interjuk segitségével. Asmi Rusmanayanti az
indonéz egyetemi hallgatok nyelvtechnologia-hasznalataval, mig Dedy
Subandowo az egyetemistdk angol nyelven irt tudoményos szakszovegeinek
Osszehasonlitd elemzésével foglalkozik. Az alfejezet utolsd tanulméanya Toth
Erzsébet ¢és Boda Istvan Karoly k6zos tapasztalatain alapszik. A kutatok egy
haromdimenzids virtudlis konyvtar felhasznaldsaval betekintést nyljtanak a
technologiai fejléddés nyelvoktatasra gyakorolt hatasaba.

A masodik alfejezet — Magyar mint idegen nyelv — 3 igencsak eltérd tanulmanyt
tartalmaz. Bencze Norbert egy magyar nyelvili villamrandi-korpusz elemzése
alapjan azokra a kotdszavakra vilagit ra, amelyeket a megismerkedések soran
hasznalunk. Ezutan Brandt Gyorgyi mutatja be a Tiencsini Idegen Nyelvi

1 A jelen munkéat Magyarorszag Collegium Talentum Programja tdmogatta.
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Egyetemen Ujonnan alakult Magyar Tansz¢k eldtorténetét, miikodését, a didkok
tanoran kiviili tevékenységét, valamint a tanszék egylittmiikodését magyarorszagi
egyetemekkel. Szabd T. Annamadria Ulla pedig a dalok és zenék felhasznalési
lehetdségeit kutatta a magyar mint idegen nyelv tanitasa soran.

A harmadik fejezet cime Nyelvhaszndalat, szociolingvisztika. Az itt olvashato 7
tanulmany koziil az elsd irds szerz6i Taysir Dridi és Rania Salah, akik az oktatasi
turizmus ¢€s az uticélnak valasztott idegen orszag nyelve kozotti viszonyra
probalnak ramutatni. A megkérdezett kiilfoldi didkok tobbsége a tobbi eurdpai
orszaghoz képest konnyebb egyetemi felvételik és nyelvvizsga-eldirasok, az
alacsonyabb meg¢lhetési koltségek, valamint az eurdpai unids tagsag miatt tanult
Magyarorszagon. Ezt kdvetden Gazdag Vilmos tanulményat olvashatjuk, aki az
ukran ¢és orosz kolcsonszavak el6forduldsat kutatta a karpataljai magyar
regiszterekben. Az orosz nyelvismeret identitdsformald hatasairdl ertekezik
Katona Eva, aki oroszajk( észtorszagi fiatalok korében végzett felmérést. Lakatos
Aliz romaniai magyar egyetemi hallgatok attitidjeit méri fel a szleng
nyelvvaltozatokra ¢€s a kontaktusjelenségekre vonatkozoan. A kovetkezd
tanulmanyban Rosenberg Matyas a romani nyelv nemzetkdzi morfofonematikus
irasmodjanak massalhangzojelolési gyakorlatat vizsgalja, kiilonds tekintettel a
magyarorszagi lovari nyelvvaltozatra. Schulcz Patrik egy magyar tobbsegii del-
szlovakiai kozség, Nydrasd képviseld-testiileti iilésein késziilt videofelvételek
alapjan mutatja be a felszolalok beszédében megfigyelheté nyelvjarasi
jelenségeket és a kétnyelviiségi helyzetbdl eredd kodvaltasokat. Az alfejezet
zarotanulmanyaban Szentpdly Mikldés az orvos-beteg parbeszéd nyelvészeti
elemzésével foglalkozik a Semmelweis Egyetem képzésein tanuld kiilfoldi
orvostanhallgatok és az altaluk kezelt magyar betegek kozotti nyelvhasznalati
eltérések vizsgalata révén.

A Fonetika, fonologia témakorével foglalkozo alfejezet 5 tanulmanyt foglal
magaba. Deme Andrea ¢és Marko Alexandra a kozépiskolai hangtanoktatés
megujitasanak sziikségességét vetik fel vizsgalatukban, amelyben elsdéves
magyar szakos egyetemi hallgatokat kértek fel beszédhangok azonositasara.
Juhasz Kornélia a nyelvi modok hatisat elemzi a mandarin kinai €és a magyar
explozivak zongekezdési idejére Grosjean 2001-ben publikédlt nyelvi mod-
hipotézise alapjan. A fonetika ¢és fonoldgia vizein evezve a kovetkezd
tanulmanyban Kohari Anna, Deme Andrea, Uwe D. Reichel, Szalontai Adam és
Mady Katalin a tartalmas ¢és funkcidszavak idOtartamat vizsgalja magyar
¢desanyak dajkanyelvében. Ezt kdvetden Neuberger Tilda az intervokalis /p, t, k/
explozivdk 1iddviszonyait elemzi magyar férfiak spontan beszédében. A
kolcsonszo-adaptacid  folyamataval foglalkozik Ina  Vishogradska-Meyer
tanulmanya a régebbi szlav és az 0jabb angol kolcsonzések fonotaktikai
alkalmazkodasanak bemutatasaval.

Az utolso alfejezet a Felsooktatas pedagogidja, amely minddssze 2 tanulmanyt
tartalmaz. Dor6 Katalin és T. Balla Agnes a tanarképzés elején 4llo hallgatokat

228



VARADI KRISZTIAN

kérdezett arrol, hogy melyek egy jo (nyelv)tandr ismérvei. A kotet utolso
tanulmanyaban P. Markus Katalin, Fajt Baladzs és Dringd-Horvath Ida a helyes
szotarhasznalat fontossagara hivjak fel a figyelmet frissen végzett angol és német
szakos hallgatok tapasztalatai alapjan.

A masodik kotet a Forditastudomany, terminologia, retorika, kognitiv
nyelvészet, kontrasztiv nyelvészet, interkulturdlis kommunikdcio, névtan
alcimet viseli. Az el6z6 kongresszuson Brassai Sdmuel-dijjal kitlintetett Droth
Julia eldadasanak irott valtozata a diskurzusjel6lé mondatértékli hatarozok
forditasaval foglalkozik, amelynek szemléltetésére egy korpuszelemzésen
keresztiil vizsgalja az [ronically,... kifejezés el6forduldsi gyakorisdgat angol
nyelvli szovegekben, illetve kiilonboz6 magyar nyelvii forditasi varidciokat is
elemez. Ezt kovetden 4 alfejezetben dsszesen 21 tanulmany talalhato.

Az elsO alfejezet — Forditastudomadny — elején Gotz Andrea a kotdelemek
eléfordulasi gyakorisagat hasonlitja Ossze az angolrol magyarra tolmacsolt
europai parlamenti diskurzusokban ¢€s az eredeti magyar felszolalasokban.
Juhasz-Koch Marta és Sereg Judit a Netflix miisorszolgaltatd harom eltérd
sorozatanak egy-egy epizddjat elemzik abbol a szempontbdl, hogy milyen nyelvi
eltérések figyelhetOk meg a magyar felirat €s a szinkron szovege kozott. Klaudy
Kinga ¢és Pelatovi¢c Sonja egy angol nyelvli regénynek a magyar €s horvat
forditdsaiban megjelend intertextudlis utaldsairdl irtak tanulmanyt. Lesznydk
Marta, Bakti Maria és Sermann Eszter fordito €s tolmacs mesterszakos hallgatok
tarsadalomtudomanyi ¢és jogi szakszovegek forditdsa soran tapasztalt
nehézségeirdl szdmolnak be. Skriba Orsolya a tolmacsok agymiikodésébe kivan
betekintést nyujtani a szolokalizacio és az agyi szotérkép kutatdsa altal. Veégiil
Toth Agoston a statikus és kontextualizalt szobeagyazasokon alapuld mesterséges
neuralis modellek miitkodésével ismerteti meg az olvasokat.

A Terminoldgia cimi alfejezet nyitotanulmanyaban B. Papp Eszter €s Somogyi
Zoltan a Covid1001 6nkéntes szakforditdi csoport munkajat mutatjak be, amely a
koronavirussal kapcsolatos nemzetkdzi publikéaciokat forditja le magyarra. Biro
Enikd, Kovacs Gabriella ¢s Nagy Imola Katalin szintén a Covid19-jarvany altal
generalt szokincsvaltozasokat vizsgaljak. A kovetkezd két tanulmanyban Dér
Csilla Ilona a recenzio €s az ismertetés tudomanyos miifajait elemzi; Dodé Réka
pedig egy jogi targyszokinyerd rendszer gépi tanuldsahoz sziikséges betanito
adatbazis elkészitését ismerteti. Foris Agota révén megismerhetjiik a budapesti
Karoli Gaspar Reformétus Egyetemen mitkodott terminologia mesterszak 2011 és
2018 kozotti hét évének ,,jo gyakorlatait” az oktatdsi dokumentumok
tartalomelemzése révén. Gaal Péter egy modern terminoldgiai kérdésre hivja fel
a figyelmet az elektronikus szotar, online szotar, digitalis szotar és internetes
szotar terminusok vizsgalata kapcsan. A jelenkori terminoldgiai kutatasok mellett
kiilonosen érdekes Ittzés Daniel, Szabd Maria, Zalatnai Attila €s Fogarasi Katalin
tanulmanya, amely a Semmelweis Egyetem Kozponti Levéltaraban talalhato 19.
szazadi archiv kérboncolasi jegyzokonyvek terminoldgiai sajatossagaival
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foglalkozik. Klenk Mark ismét visszakalauzol minket a jelenbe, mivel forditoi
terminolégiai adatbazisokat mutat be a gyakorlatban. Végezetiil Zimonyi Akos,
Indig Balazs, Sarkozi-Lindner Zsofia és Palkd Gébor kutatdsa a kiilonbozo
hirportdlokon megjelent koronavirus-terminusokat Osszegzi a korpuszelemzés
modszerével.

A Retorika, kognitiv nyelvészet, pragmatika cimii alfejezet 3 tanulmanybol all.
Lozsi Tamas kutatasdnak koOzponti téméja a jarvanyretorika, vagyis azon
kormanyzati tdjékoztatd médiaszovegek elemzése, amelyek a Covid19-jarvany
ellen meghozott korlatozo intézkedések hasznarol kivanjak meggydzni a magyar
embereket. Aradi Csenge az ész ¢€s elme fogalmak metaforikus nyelvi
megjelenéseit elemzi, Urmdsné Simon Gabriella pedig goérog-magyar
kétnyelviiek gyorsbeszéd-folyamatat, indulatszo- és karomkodas-hasznélatat
mutatja be beszelt nyelvi korpuszok segitségével.

Az utolso fejezet — Interkulturdlis kommunikacio, névtan — elején Jambor
Emdke ¢s Ligeti Judit révén egy nyelvkonyvvizsgalattal talalkozhatunk, amely
olasz ¢s spanyol kurzuskonyvek dialogusait vizsgalta a benniik megjelend
kulturalis elemek szempontjabol. Sliz Mariann a fantasy regények magyar
forditasaiban el6fordulé multikulturalis tulajdonnevek magyar nyelvre torténd
atiiltetésének stratégiait szemlélteti. A kotet végén Takacs Judit a markanevek
kozsz61 haszndlatanak egyedi eseteit vizsgalja magyar szlengszotarak alapjan.

A két kotetben fellelhetd angol és magyar nyelvii tanulmanyok részletes
betekintést nyujtanak a nyelvoktatas, szociolingvisztika, retorika, fonetika,
forditdstudomény ¢és a névtan aktudlis kérdéseibe. Remélhetdleg az itt
megfogalmazott rovid Gsszefoglalok és a kiragadott gondolatok megfeleléen
szemléltetik a kotetek sokszinliségét. A MeRSZ online rendszer hasznos funkcioi
(interaktiv tartalomjegyzék, keresés a kiadvanyon beliil, jegyzetek irdsa) is
hozzajarulnak ahhoz, hogy batran ajanljuk a Nyelvek, nyelvvaltozatok,
kovetkezmények koteteket mindazoknak, akik érdeklddnek a nyelvészet
résztertiletel irant.

VARADI KRISZTIAN

Pannon Egyetem; II. Rakoczi Ferenc Karpataljai Magyar Foiskola
varadikrisztian98 @ gmail.com
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Fatih Bayram (ed.): Studies in Turkish as a Heritage Language
(The Netherlands: John Benjamins. 2020. 287 p.)

Edited by Fatih Bayram, a researcher at the Department of Language and Culture
at UiT researching bi/multilingualism, heritage speaker bilingualism,
morphosyntax, and psycholinguistics, the book aims to provide a comprehensive
overview of Turkish as a heritage language (HL) by connecting the previously
terminologically separated studies in one volume. Ad Backus writes on the
publisher’s website: “The volume represents an important step in the integration
of social, linguistic and psychological perspectives on language contact,
perspectives that have been present in the relevant literature for a very long time
but mostly in separate research traditions.” It is divided into three main sections:
lexicon, morphosyntax, and corpus studies on the Turkish language as an HL in
Northwestern Europe by examining various populations and language pairs. The
contributors are leading figures in heritage language research.

The lexicon section starts with research on the vocabulary knowledge in
German and Turkish of 23 Turkish HL speakers, aged 11- 13, living in Germany.
Daller explores the “bilingual gap” in the vocabulary knowledge of heritage
speakers compared to Turkish monolinguals. While the quantitative analysis does
not establish a significant difference in vocabulary between German and Turkish,
where bilinguals use slightly shorter texts in Turkish than in German due to the
agglutinating structure of Turkish, the qualitative analysis reveals salient
difficulties in word retrieval in Turkish with the switches to German, hesitation
markers, false starts and apparent word finding problems in Turkish. Findings
attest that bilinguals have smaller vocabularies than monolinguals, and German is
the stronger language of the heritage speakers.

Willard, Cigtay-Akar, Kohl, and Bochum examined the correlates of Turkish
vocabulary in adolescent Turkish HL learners in Germany, focusing on perceptive
Turkish vocabulary. The percentage of Turkish use is examined through an
extensive questionnaire to create a sketch of the language use situations and
potential resources for vocabulary development. The influence of family and
friends on language sources does not provide significantly robust evidence for the
broader Turkish cultural vocabulary. The use of Turkish for reading is found to
be associated with higher Turkish vocabulary scores despite no evidence for
frequent reading. Adolescents depict higher nonverbal reasoning abilities. Higher
identification with Turkish culture correlates with a more extensive Turkish
heritage vocabulary.

Lloyd-Smith, Bayram, and Iverso examined two preexisting sets of oral
production data from Turkish HL speakers in Germany from two different age
groups: adolescents in Munich (10—16-year-olds) and adults (2041 years old) in
Hamburg to analyse the effects of experience-related factors on Lexical Diversity
(LD) and Morphosyntactic Complexity (MSC). The study investigated valid
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common experience-based outcomes across all age groups comprising the HS
continuum. The frequency of language use at home was found to be closely
associated with lexical and morphosyntactic proficiency. Yet the ability to
construct passive sentences in Turkish is better predicted by having access to
literacy in the HL. It is demonstrated that language use at home matters the most
for both groups. Yet, parental language background positively influences the
vocabulary (TTR) and morphosyntax (MSC) measures for adolescent HSs. For
adults, Turkish use at home has a positive impact on TTR, and current Turkish
use has a positive influence on MSC.

The Morphosyntax section starts with an acceptability study on the encoding
of motion in German (satellite-framed) and Turkish (verb-framed) language
contact with 40 monolingual Turkish and 43 bilingual German-Turkish students
(Goschler, Schroeder & Woerfel, 2020). Participants were given 24 critical items
encoding motion events and asked about the acceptability of given Turkish
sentences on a scale. The two most frequent manner-of-motion-verbs were
investigated by crossing two independent variables: verb type (semantically light
and heavy manner-of-motion verb) and the telicity of the directional path device
(encoding a non-defined, defined endpoint or a boundary crossing). On average,
bilingual Turkish-German speakers found no problem encoding motion events
using a typical German pattern. Nonetheless, the absence of difference between
the two groups in acceptability ratings of combinations of semantically light
manner-of-motion verbs and atelic path expressions signifies a tolerance toward
a pattern by the bilingual speakers.

Since Turkish is an ‘evidential language’ that grammatically highlights
information sources through inflexion morphemes affixed to the verb, in the
research on the use of grammatical evidentiality of ten Turkish HLSs living in
Amsterdam, the Netherlands, Arslan, and Bastiaanse examined possible yet not
ad-hoc differences in the production of direct (-d1) and indirect evidential forms
(-mus) of the past tense between Turkish HL.Ss and the monolinguals through three
narrative tasks. The HLSs produced similar amounts of both evidential forms in
terms of producing finite verbs despite reduced diversity. However, the tendency
to make more contextually inappropriate substitutions with direct evidential forms
was higher in HLSs. The findings reveal that non-standard uses of evidentiality
marking in Turkish heritage grammar are linked to receptive (self-reported)
exposure to Turkish every day.

Krause et al. examined the CLI of morphosyntactic processing of Turkish-
German bilingual speakers with dominant German and the weaker Turkish L1
through plural-marking investigation on NPs. Both languages have overt
markings of the plural morpheme with the infinitive plural quantifier, yet they
differ in marking the number on nouns that co-occur with a numeral quantifier.
RT measurement revealed that HLSs show similar effects of interlanguage cue
competition without any direct impact on L2 in the form of CLI in processing L1
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morphosyntax, which aligns with the earlier studies. The bilingual group even
focused on the differences more than the similarities. And L1 proficiency and the
CLI phenomena were not found to be connected to accuracy. However, processing
times are affiliated with L1 proficiency.

Turkish subordinate constructions used by bilingual children (age 4 to 7)
growing up in Sweden with Turkish as an HL were investigated in fictional
narratives from quantitative and qualitative points of view by Karakoc and
Bochnacher. The data of 102 participants unveils that few syntactically embedded
relative clauses produced attest to the existing literature on Turkish relative clause
acquisition, which is reported to be acquired late even by Turkish monolinguals.
Complement clauses were found generally to be frequent with the choice of
subjunctor, oblique subject case marking, and possessive suffix. Non-finite
adverbial clauses, comprising simple and more intricate constructions, were the
predominant form of subordination. Most of the constructions conform to adult
standard Turkish, unlike the previous studies on Turkish-speaking children.

The corpus studies section begins with the research on the perceived global
accent in Turkish HLSs in Germany and the discussion on the impact of exposure
and the role of AoO in both languages (Kupisch, Lloyd-Smith & Stangen, 2020).
The 21 adult German-Turkish bilingual speakers were born in Turkish families in
Turkey and were exposed to Turkish from birth, while the age of first exposure to
German varies (mean = 3.5 years). According to the foreign accent experiment
results, bilingual HL.Ss are perceived as accented more often than L1 monolingual
speakers and less often than L2 speakers. This result is the same for German
speakers as well. AoO in German and perceived accentedness are found to be
unrelated, with no negative influence of earlier exposure to German on accent in
Turkish.

Herkenrath examined the use of Turkish as an HL in Germany through the lens
of an adult Turkish-German bilingual born and raised in Western Germany,
aiming to pinpoint aspects that play a role in expressing language-related life
memories that can be cross-linguistically compared. A biographical narrative is
recorded in two languages. Unlike the German version, non-finite complement
clauses with complex morpho-semantic differentiations were detected at the
morphosyntactic level, containing solely typical connectors. Multiple modified
NPs were found to be more complex in the Turkish version, where plot
advancement also presents a faster, more straightforward, and more intense
structure. His tales hold a sheer number of repetitions, and interactional
reconstruction, unravelling issues of emotional evaluation and information
packaging as well. Such topics as low self-esteem in German and possession of a
German passport, more specifically societal marginalization highlighted by him,
are evaluated emotionally and as linguistic distress.

Erduyan on Turkish HL in the HL classroom by analysing the use of
contemporary Turkey-Turkish urban linguistic forms by five German-Turkish
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students and two teachers of Turkish immigrant descent at a high school in Berlin
with the two adjectives semantically widened in Turkey-Turkish in recent years
(komik, arizali). As part of a larger linguistic ethnographic project (Erduyan,
2019), the present paper focuses on one student, Mert, who positions himself
effectively on a transnational scale and appears to be more attuned to the latest
urban language resulting from his ongoing ties and active social life in both
countries besides active social media usage in both languages. However, the
teachers are found to show more effort for standard Turkish and stand different
on the German-Turkish transnational scale due to their limited exposure to the
language, their age, and looser ties with the homeland compared with most of their
students as well as their wish to distinguish themselves from the more
conventional immigrants in Germany.

Studies in Turkish as a Heritage Language is a brilliant compilation of the
studies of the structural development and use of Turkish in heritage language (HL)
contexts from several different perspectives. As an amass of Turkish heritage
language studies, the book is highly recommended to researchers studying
structural contact phenomena in oral and written, formal and informal contexts,
experimental psycholinguistic, ethnographic participant observation, and
perceptions.
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Kathryn Kohnert - Kerry Danahy Ebert - Giang Thuy Pham:

Language Disorders in Bilingual Children and Adults
(San Diego: Plural Publishing, 2021, p. 375, ISBN 9781635501896)

This book focuses on understanding the empirical and theoretical literature as
well as research in the field of language disorders in bilingual children and adults.
Although the number of studies on bilinguals with language disorders is
increasing, especially in children with developmental language disorders, interest
in bilingual aphasia is also growing. This book was written by Kathryn Kohnert,
Kerry Danahy Ebert and Giang Thuy Pham. Kathryn Kohnert is a professor
emeritus of speech-languge-hearing sciences at the University of Minnesota
whose research focuses on language and cognition in bilingual children as well as
adults with and without language disorders. The second author of this book is
Kerry Danahy Ebert, a speech-language pathologist who works with children and
is an assistant professor from the Department of Speech-Language-Hearing
Sciences at the University of Minnesota. She conducts research on monolingual
and bilingual children with developmental language disorders to ensure they are
effectively assessed and treated. Finally, the third author, Giang Thuy Pham, is an
associate professor from the School of Speech, Language, and Hearing Sciences
at San Diego State University whose work is centred around improving diagnostic
accuracy and treatment for Vietnamese or Spanish-speaking children learning two
or more languages.

The overall goal of this book is to move from research to practical methods for
treating bilingual children and adults by providing an in-depth understanding of
the language disorders they suffer from. The factors that influence language
development and disorders are also discussed. In addition, in separate sections for
adults and children, assessments and methods from the perspective of Dynamic
Interactive Processing are explained. In the case of children, the topics of
developmental language disorder and bilingual children with autism are
addressed, while regarding adults, aphasia, dementia, and right hemisphere
disorder are focused on.

The book is comprised of eleven chapters divided into three sections. Section |
— entitled Foundational Issues — includes the first three chapters, forming the basis
for the subsequent sections on bilingual children (Section IT) and bilingual adults
(Section III).

In Chapter 1 — entitled Perspectives on Language, Bilingualism and Language
Proficiency — the theoretical background and key concepts are presented by
describing theoretical perspectives on language from a dynamic interactive
processing perspective. In the case of bilingualism, the authors believe that
individuals are not bilingual by being proficient in both languages but rather by
their experience in or need to use more than one language. The first chapter also
introduces a theory-based definition of language disorders and operational
definitions of the population of interest.
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In Chapter 2 — entitled Culture and Clinical Competence in Speech-Language
Pathology — the cultural context of clinical decisions and the tools used by
clinicians are addressed by providing an overview of the culture in addition to the
cultural parameters that occur between cultural groups and within a group as well
as discussing cultural competence. The goal is to promote effective collaboration
between speech-language pathologists, clients and family members. Finally, three
different tools for facilitating the cross-cultural exchange of information are
described, namely collaboration with interpreters, skilled dialogue and
ethnographic interviews.

The third chapter, which consists of three main sections, focuses on evidence-
based practices and factors in the treatment process for people with diverse
linguistic and cultural experiences. The first section describes the principles and
components of evidence-based practice in light of the cultural context and
linguistic diversity. The contextual model, which focuses on the role of common
or shared factors in treatment outcomes, is then presented. In the third section, the
principles of the contextual model in speech-language pathology are applied and
a practical as well as integrative approach to clinical decision-making
recommended.

Section II — entitled Bilingual Children — is comprised of four chapters that
provide explanations to gain a deep understanding of typical and atypical
language disorders. Chapter 4 — entitled The Typical Development of Children
Learning One or Two Languages — provides an overview of typical patterns and
time frames for language development in bilingual children by presenting the
language acquisition and its usage regarding monolingual and bilingual language
learners. Different types of bilinguals are described based on their age and context
of language experiences before the topics of code-switching and cross-linguistic
transfer in developing bilinguals are discussed.

Chapter 5 deals with developmental language disorders (DLDs) in bilingual
learners by introducing DLDs in monolingual and bilingual children before
comparing typically developing bilingual and monolingual children suffering
from DLDs with their typically developing bilingual peers. The aim of this
comparison is to identify the basis of language disorders in bilingual children. The
chapter ends by discussing other developmental disorders such as autism in
bilingual children to highlight the challenges faced when assessing.

Chapters 6 and 7 are devoted to describing the assessment of and interventions
for bilingual children with language disorders. The focus of Chapter 6 is on the
behavioural assessment of language and language-related domains in developing
bilinguals with language disorders which begins by discussing the general aim of
assessment and continues by describing the linguistic tests used. The chapter ends
by presenting two case studies on the goal of assessment, processes and
procedures. Chapter 7 summarizes the motivation for supporting the development
of both languages used by bilingual children with language disorders as well as
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addresses problems between the provider’s and child’s language. Finally, two case
studies of strategies to support dual language learning in bilingual children with
language disorders are presented and an action plan for promoting the minority
L1 in preschool children provided.

Section III — entitled Bilingual Adults — is comprised of four chapters.

Chapter 8 describes language use, cognition and neurological representation in
both young and older healthy adults presented over four sections by discussing
variations in language proficiency and use in bilingual adults. The relationship
between cognition and language when monolingual and bilingual individuals
interact in the case of code-switching and translation is addressed. An overview
of the neural substrates of language is then provided before the effects of normal
ageing on language in monolinguals and bilinguals are examined in the final
section of Chapter 8.

Chapter 9 presents bilingual adults with aphasia as well as acquired language
and cognitive disorders. The central focus of the chapter is on aphasia — a primary
language disorder resulting from brain damage — and is divided into four sections.
The first three consider aphasia by briefly overviewing the types of acquired
language disorders, the general causes and characteristics of monolingual and
bilingual aphasia as well as the different recovery patterns. Finally, the last section
of the chapter includes research findings on bilinguals suffering from dementia
and traumatic brain injuries.

The final two chapters address clinical issues in addition to the activation of
adults diagnosed with aphasia as well as other acquired language and cognitive
disorders. Chapter 10 describes the assessment of bilingual adults by highlighting
its importance in addition to the impact of aphasia on the patient and family
members. Finally, Chapter 11 discusses interventions for bilingual adults with
aphasia as well as other acquired language and cognitive disorders by focusing on
action plans to improve the social participation and quality of life of bilinguals
suffering from acquired language and cognitive disorders.

The book is targeted at speech-language pathologists, postgraduate students
and clinical researchers as well as other professionals interested in bilinguals with
language disorders. The structure of the book, which contains useful tables and
figures summarizing key information, is orderly and logically sequenced.
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