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ELOSZO

VENDEGSZERKESZTOI ELOSZO

Az Alkalmazott Nyelvtudomany folyoirat 2023. évi 3. kiilonszama hazai és hataron
tuli alkalmazott nyelvészeti doktori programok hallgatdinak kutatasait adja kozre.
A tanulmanyokban bemutatott kutatasi eredményeket a 2023 februarjdban
megrendezett Alkalmazott Nyelvészeti Doktoranduszkonferencian ismertették a
szerzOk a szakmai-tudoményos kdzonség eldtt.

A konferenciara beadott absztraktokat harom-harom, a folyo6irathoz benyujtott
tanulmanyokat pedig két-két szakmai lektor biralta el. A folyodirathoz leadott
tanulmanyok biralataban a kovetkezd kollégdk vettek részt: Anat Stavans,
Balogné Bérces Katalin Aniko, Csizér Kata, Doro Katalin, Eszenyi Réka, Farkas
Judit, Fenyvesi Anna, Hunyadi Laszlo, Karoly Krisztina, Marko Alexandra,
Maroti Orsolya, Nador Orsolya, Nemeth Nora, Schirm Anita, Sereg Judit, Solyom
Réka, Tdapainé Balla Agnes, Tartsayné Németh Nora. Ezaton is koszonjik a
biralok munkajat. Ugyancsak halas koszonettel tartozunk Jakab Dorottyanak, aki
a magyar nyelvil tanulmanyok olvasoszerkesztésével segitette munkankat. A kotet
kiaddja a Nyelvtudomanyi Kutatokozpont.

A most kozreadott kilenc tanulmany az alkalmazott nyelvtudomany igen
kiilonbozd teriileteit dleli fel, igy tobbek kozott foglalkoznak a beszéd prozddia
kutatasdval, a nyelvtan tantargy attitiidvizsgalatdval, a fogalmi metaforak
értelmezési nehézségeivel, az angol irasbeli produkcio sordn elkovetett metafora
hibak azonositasaval, az angol tanaroknak a tanuldk nyelvtanuldsi motivacidjaval
kapcsolatos attitiidjével, a flow-komponensek és a tanulok angol nyelvii irdsbeli
teljesitményének kapcsolataval, valamint az audiovizualis forditdsi feladatok
osztalyteremben torténd alkalmazasaval.

Kiirtos Adria Maria €s Sopronyi Gréta tanulmanya a tanarok nyelvtanuloi
motivacidval kapcsolatos meggy6zddéseit €s a motivacio kezelésével kapcsolatos
elképzeléseit vizsgalja. Kutatasuk a magyar kozoktatdsi kontextusban méri fel
félig strukturdlt interjik segitségével tiz angol tanarnak a tanuldk angol
nyelvtanulasi motivacidjaval kapcsolatos attitiidjeinek jellemzdit.

Oleksandr Reient kutatasanak fO célja annak kvantitativ felmérése, hogy a
kozvetlen és kozvetett kapcsolat milyen hatdssal van a kozépiskolas didkok angol
nyelvtanulasi motivaciojara. Eredményei arra engednek kovetkeztetni, hogy
szoros kapcsolat van a kontaktus €s a nyelvtanuldsi motivacio kozott.

Sopronyi Gréta ¢és Kiirtos Adria Maria hatranyos helyzetli régiokra
Osszpontositd kutatasa a nyelvtanuloi viselkedés motivaltsaganak eltéréseit tarja
fel kiilonb6z6 magyarorszagi régiokban.



ELOSZO

Danco Jakab Veronika tanulmanya a szlovakiai magyar nyelvtanoktatés
szamara elengedhetetlen szemléletvaltasra, 01j, megfeleld tanterv kidolgozasara és
korszerlien megirt magyarnyelv-tankonyvek ¢és modszertani segédanyagok
sziikségességére irdnyitja a figyelmet a szlovakiai magyar kozépiskolas tanulok
nyelvtan tantargy iranti attitidvizsgalataval.

Duha Alsayed Ahmad cikkének elsédleges célja egy olyan flow-kérddiv
megbizhatosdganak a vizsgalata, amely a jovében nyelvtanulok irasgyakorlat
kozbeni flow vizsgalatira hasznalhat6. A tanulmény vizsgdlja tovabba a
kiilonboz6é flow-komponensek ¢és a tanulok bizonyos angol nyelvii irdsbeli
feladatokban nyujtott teljesitményének kapcsolatat, valamint igyekszik feltarni a
flow-konstrukcio felhasznalasaval a kiilonbozd irasmiifajok €s a résztvevok altal
eldallitott nyelvi teljesitmény mennyisége kozotti osszefliggeseket.

Aidana Smagul tanulmédnyéban az audiovizualis forditasi feladatoknak (AVF)
az angol mint idegen nyelv osztalyteremben torténd alkalmazasat vizsgalja.
Kutatdsi eredményei azt mutatjdk, hogy az AVF feladatok ndvelik a tanulok
elkotelezettségét €s motivacidtjat, ami a feladatok sikeres elvégzéséhez vezetett.

Tamari Narimanishvili tanulmanya egy nagyobb kutatasi projekt részeként az
idegennyelv-elsajatitds kontextusaban vizsgalja a figurativ nyelvhaszndlatra
gyakorolt interlingvalis befolyast. A kutatas ezen beliil az angol irasbeli produkcio
soran elkovetett kiillonboz6 metafora hibak azonositasat és kategorizalasat tlizi ki
célul, kiilonos tekintettel az anyanyelv altal kivaltott problémakra.

Havasi Zsuzsanna kutatasa a fogalmi metaforak nyelvi megvaldsulasai okozta
lexikai nehézségekre fokuszal. A magyar mint idegen nyelvi (kozépszintili)
¢rettségi szovegértési vizsgafeladatsorokban azonositott metafordk esetében
vizsgalja, hogy a didkok szamara nehézséget jelent-e a fogalmi metaforak
értelmezése.

Juhasz Kornélia kutatasa az atonalis magyar €s a tonalis mandarin kinai nyelv
egymasra hatasat vizsgalja a beszéd prozddia szempontjabol. A tanulmany 6
kérdése, hogy a mandarin kinaiul tanulok ejtésében visszahat-e a kinai
tonusprodukcié a magyar anyanyelvre.

A kotet tanulmanyai az alkalmazott nyelvészet kiilonb6zd részteriileteit dlelik
fel, betekintést nyujtva az alkalmazott nyelvészeti doktori programokban folyd
jelenlegi kutatasi teriiletek sokszintiségébe. A kotet tanulmanyainak olvasasat jo
szivvel ajanljuk mind az egyes teriiletek irant érdekl6dd olvasdk, mind az e
teriileteken mar jelenleg is publikdlo vagy a jovoben elmélyedni kivano
szakemberek figyelmébe.

A kotet szerkesztoi:
SEIDL-PECH OLiVIA, ROBIN EDINA

Budapest, 2023. november 6.
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Investigating Hungarian EFL Teachers’ Attitudes Towards
Motivation

As motivation is a key component of successful language acquisition (Lamb, 2017), it is vital that
English as a foreign language (EFL) teachers identify struggling students and aid them, especially as
some teachers may not have the fullest understanding of student motivation and motivating strategies
(Hennebry-Leung, 2020). Considering the theoretical gap of teachers’ perceptions and management of
students’ language learning motivation (Guilloteaux and Dornyei, 2008), this paper examines the
characteristics of Hungarian EFL teachers’ attitudes towards student motivation to learn English. This
qualitative study investigates the beliefs of 10 Hungarian EFL teachers of the motivation of secondary
school students. Semi-structured interviews were conducted by the MTA-ELTE Foreign Language
Teaching Research Group. We analysed the data for relevant themes considering Comanaru and Noels’s
(2009) self-determination theory and Benson’s (2011) definition of learner autonomy. We discovered
that Hungarian EFL teachers identify learners struggling with motivation, but they fail to recognise the
cause and fail to apply effective solutions.

Keywords: motivation, EFL, teacher, Hungary, motivating strategies

1. Introduction
As EFL learning still seems to remain a problematic phenomenon in general, it
needs to be addressed in further research (Csizér et al., 2010; Graddol, 2006).
Hungarian English as a foreign language (EFL) learners’ success and learning
efficiency has received increasing attention in the Hungarian educational context,
thus a plethora of new research has been conducted to address related issues and
to map the field for a better understanding (i.e., Albert, Doczi, Piniel, & Csizér,
2022; Csizér, Albert, & Piniel, 2021; Albert & Piniel, 2021). Besides the fact that
motivation is a crucial element of successful language learning (Lamb, 2017),
currently it is apparent that teachers appearing in the social context of learning
have a significant impact on students’ motivation. Therefore, new research has
focused on EFL teachers’ role as facilitators of language learners (i.e., Mikusova,
2019) and their role in motivating their students, emphasising that it is of utmost
importance that teachers can identify their struggling pupils and can find ways to
facilitate their learning.

Despite the importance of these recognitions, previous research shows some
misunderstanding among teachers as to what motivation, as well as motivational
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strategies and their implementations are (Hennebry-Leung, 2020). Furthermore,
despite the vast amount of new research conducted with the aim of understanding
and exploring language learning motivation (Guilloteaux and Ddérnyei, 2008), a
niche can be noticed in relation to mapping teachers’ perception and management
of students’ language learning motivation (Patrick & Pintrich, 2001).

With Holliday (1994) calling attention to pedagogical implications of empirical
research and their questionable applicability in all social contexts, as well as
looking at the sparsity of studies on the roles and perceptions of teachers carried
out in the Hungarian educational context, there might be space and need for
further investigations in the Hungarian field. As pointed out, the methodology
linked to the motivation of learners might need adaptations, especially considering
the present efficiency issues.

Considering this gap, this paper focuses on Hungarian EFL teachers’ attitudes
toward motivation. Examining these aspects might provide a clearer image of
students’ learning experiences from the side of their instructors and it might help
find the right aid to support teachers to make learners’ process more efficient,
therefore providing them with better opportunities on the large scale as well.

2. Literature review

2.1 Language learning motivation

Pekrun and Linnenbrink-Garcia (2014: 1) point out the importance of the role of
teachers and the extent to which they are aware of this. Teachers’ influence is to
be emphasized, as they set examples and provide a good source of inspiration
about their subjects, or even better, learning in general:

[...] passion and excitement are the most elusive because teachers receive little
or no training in the principles of affect and learning. If they succeed at
inspiring excitement about the course content, the motivational benefits should
extend far beyond the course itself. If they fail, however, the ensuing negative
emotions, such as anxiety or boredom, can quickly undermine motivation and
the will to remain in the class. (Pekrun & Linnenbrink-Garcia, 2014: 1)

This way teachers might influence students’ achievements in education, as well
as achievements in other aspects of their lives, and in the absence of awareness,
the very diverse impacts of this might go unnoticed. There are many ways teachers
can influence their students, leading them on a journey to either success or failure.

The process of language learning and the motivation required for it are different
from the ones essential for learning other subjects in school (Lamb et al., 2019).
Students may find that learning a foreign language is a process which calls for
patience and effort over time, with a lot of challenging transitional phases and
setbacks, making it difficult to stay motivated. Language instruction in schools
frequently builds on previously learned material or employs techniques which
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assume a certain degree of maturity. According to Lamb et al. (2019: 4), the
process of learning a language already assumes several already acquired skills:

It involves the deployment of the four skills, with their own sub-skills and
strategies, which in turn rely on the acquisition of pragmatic, sociolinguistic,
textual, and grammatical knowledge that is difficult for teachers to convey even
when linguists have managed to accurately describe it. (Lamb et al., 2019: 4)

Additionally, Lamb et al. (2019) point out that learning a foreign language itself
can pose some inherent and specific difficulties for individuals.

Motivation affects not only the process of gaining the set of skills required to
reach an increasingly proficient level in a foreign language but also overcoming
the obstacles posed by this development. Deci and Ryan (1985: 3) define
motivation as “the exploration of the energization and direction of behaviour”.
Additionally, they note that motivational research seeks to explore the factors
underlying the related phenomenon in question and tries to offer explanations for
the causes of the behaviour, which is precisely the thought process that provided
the basic idea of the present research topic.

Deci and Ryan describe self-determination as “a quality of human functioning
that involves the experience of choice, in other words, the experience of an
internal perceived locus of causality” (1985: 38). Accordingly, Noels (2001)
outlines the advantages of internalizing language learning regulation into
language learners' self-concepts using this theory as a foundation. According to
Deci and Ryan (1985), intrinsic motivation is typically fuelled by a student's
personal interest in a particular field or topic. The resulting activity may be
continued, and the motivated state may be maintained without external
reinforcement, rewards, or anticipated other benefits. Regarding foreign language
learning, this is especially welcome since students' participation in the learning
process becomes voluntary, active and is associated with a variety of positive
emotions, like enthusiasm, joy, and willingness, to name just a few. Extrinsic
motivation, on the other hand, may be divided into several subcategories
depending on how much a student feels in control of their own learning process
and how much it is impacted by outside elements. External regulation, introjected
regulation, identifiable regulation, and integrated regulation are known as
differentiated types of extrinsic motivation (Comanaru & Noels, 2009).

In light of self-determination theory, it is important to note that for students to
remain motivated about their learning, they should also have external support,
which is one of the prerequisites of successful learning. Comanaru and Noels
(2009: 135) describe this as the support of “the learner’s sense of competence,
autonomy, and relatedness”, which then results in the support of both intrinsic and
extrinsic motivation types. Furthermore, from a psychological perspective, the
three qualities described above are essential and important for healthy mental
development and functioning. According to Comanaru and Noels (2009), students
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experience a sense of autonomy when they feel free to choose to engage in a
learning activity without feeling compelled to do so. Their sense of competence
1s enhanced when learners believe they have the abilities and background
knowledge required to do a task or activity (i.e., they are “competent” to do so).
Finally, relatedness is “a sense of warmth, security, and connection between the
learner and other people in that social context” (2009: 135).

Deci and Ryan’s (1985) self-determination theory introduces the concept of
autonomy to second language (L.2) motivation studies, which was defined by
Benson (2011: 2) as “the capacity to take control over one’s own learning”.
Benson (2007) notes the detectable similarities between the characteristics of
motivation and autonomy, the active participation of students in the learning
process being only one of these parallels. He points out that autonomy
incorporates multiple sets of abilities and attitudes people can have, obtain, or,
most of all, improve to an extent specified by individual factors. Nevertheless, it
becomes challenging to determine when a student becomes an autonomous
language learner or their degree of autonomy due to the difficulty of defining the
concept, deciding the appropriate learning goals set, and the results expected and
obtained, which all depend on a variety of diversified factors. The identification
and description of the autonomous learner might be realized following the three
dimensions of the concept (i.e., control over learning management, cognitive
processing, and learning content) determined by Benson (2011).

2.2 Teachers’ motivational strategies

As can be seen, the role of teachers in arousing, maintaining, and revitalizing
students' motivation is now considered non-debatable. The purpose of these
motivational strategies as defined by Dornyei and Ushioda (2011: 103) are ““to
consciously generate and enhance student motivation, as well as maintain ongoing
motivated behaviour and protect it from distracting and/or competing action
tendencies”. The importance of such strategies was highlighted by Comanaru and
Noels (2009) pointing out students’ need for external support in their learning,
which might also happen in the form of teachers’ motivational strategies.

Yet the obtained research outcomes and the theoretical frameworks we have
today seem to contradict the phenomenon that teachers might still tend to turn less
towards the use of these motivational strategies. As Lamb (2017) states, teachers
tend not use such motivational strategies who still hold Gardner’s view. Until the
1990s, the dominant view, put forward by Gardner and Lambert (1959),
emphasised the significance of the underlying motives and attitudes of language
learners compared to in-class impacts. Addressing this issue, in their research
Yang and Wyatt (2021) explored the differences between teachers’ espoused
beliefs about their teaching, student motivation and their practices in class. It was
revealed that even when they were fully aware of the importance of applying
motivating strategies and assisting students’ learning externally, this was not in
line with the methodology used and actions performed during their lessons. The
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main finding of this was, therefore, that insufficient and outdated knowledge of
student motivation shapes foreign language teachers’ beliefs and practices in an
undesirable way.

In the Hungarian educational system, the success of foreign language
acquisition might be regarded as a topic of significant interest, especially in light
of the efficiency concerns raised by Oveges and Csizér (2018). Among the many
causes of the problematic phenomenon, they suggest that teachers frequently
struggle to make the learning process effective for their students because they find
it difficult to internalise how certain learner behaviours might benefit in-class
learning.

Considering all aspects mentioned, by analysing the data available to the
authors, the present study attempts to investigate the characteristics of EFL
teachers' perception and management of students’ L2 motivation in the case of the
high school context in Hungary. Considering the related theories, the following
research question was formulated:

How can EFL teachers' perception and management of students’ L2 motivation

be characterised in the case of the high school context in Hungary?

3. Methods

As this paper aims at discovering the attitudes of EFL teachers towards language
learning motivation in the case of high-school students in Hungary, a qualitative
research paradigm was chosen. 10 semi-structured interviews were used with the
intention of exploring the personal experiences of Hungarian teachers of English
as a foreign language to uncover as many individual factors as possible. The
teachers were interviewed in Hungarian within the framework of the MTA-ELTE
Foreign Language Teaching Research Group.

The Research Group based the data collection on the 19 counties of Hungary
which can be grouped into eight different regions. These include the capital city,
Budapest which has its category of its own. The remaining seven are Pest,
Northern Hungary, the Northern Great Plain, the Southern Great Plain, Central
Transdanubia, Western Transdanubia, and Southern Transdanubia. Data
collection was from the Budapest, Pest, Northern Hungary, the Northern Great
Plain, Central Transdanubia, Western Transdanubia, and Southern Transdanubia
regions, so all the above-mentioned ones with the exception of the Southern Great
Plain. The rationale behind the decision was made based on the consideration of
economic and well-being differences between the regions and to provide a
thorough representation of these differences (Csizér et al., in press). Quota
sampling (Dornyei, 2007) was used to ensure that schools from each region were
selected, which included 11 schools altogether and 32 English language teachers,
from which 10 were selected randomly for our research.

The instrument used in our research was developed by the MTA-ELTE Foreign
Language Teaching Research Group. It was written in Hungarian, the mother
tongue of the teachers interviewed. It was piloted in several different steps which
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included expert judgement and pilot interviews from which the third one was
included in the actual body of used data (Csizér et al., in press).

The data collection began in the autumn of 2019 and lasted until 2021 spring
due to the COVID-19 pandemic. The collection first began in person in a paper-
based, written format and then was moved online due to the related restrictions of
the pandemic. In the case of teacher interviews the collection started in person and
was complemented with online ones as well with the use of the participants’
individually preferred platforms. Participation was voluntary, interviewees were
ensured of their anonymity and the protection of their personal data. The obtained
audio recordings were then transcribed, and this was the large body of data which
the authors of the present paper worked with (Csizér et al., in press).

4. Participants

The 10 teacher interviews belong to the large body of data collected by the MTA -
ELTE Foreign Language Teaching Research Group. The interviews analysed in
the present study were selected by the authors from this body randomly. All 10
teachers, without exception, were female and, at the time the interviews were
completed, they were employed by Hungarian public education institutions, with
all participants being between the ages of 35 and 56 (mean age: 42.1). With two
exceptions, all interviewees were teaching exclusively in secondary school grades
and had gained their main experience from these age groups during their careers.
The summary of participants’ personal data is presented in Table 1.

Table 1. Participants

Pseudonyms of the Gender Age Number of years  Students taught by

participants teaching in the teacher

Hungarian public
education

Abigél f 42 13 9-12 graders
Alexandra f 50 27 9-12 graders
Amalia f 53 30 5-12 graders
Anasztazia f 43 20 9-12 graders
Anett f 35 3 9-12 graders
Aniké f 56 22 4-12 graders
Anna f 47 20 9-12 graders
Aranka f 47 15 9-12 graders
Bettina f 45 22 9-12 graders
Borbala f 50 26 9-12 graders

5. Results and discussion

A total of four emerging themes were identified during the analysis of the
interviews. In each of the 10 selected interviews, the teachers perceived their
students as generally motivated. Their conclusions were mainly drawn from the
efforts and willingness of the students related to their learning processes, which
is in line with the definition and identification of learner motivation provided by
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Deci and Ryan (1985). Accordingly, it can be said that the interviewees primarily
considered the students' active participation, and completing in-class and
homework assignments to be the key signs of motivation. As an illustration, Anna
said that “enthusiasm is really the best sign, so when they do [the tasks] and [they
do them] enthusiastically, and [...] solve them in seconds, [...] then you can see
that they are motivated”.

It was not only the engagement itself that made the impressions of the
motivated state on teachers, but also the number of contributions, their extent, and
feedback from the learners. Talking about her motivated students, Bettina said the
following: “Well, on the one hand, body language says a lot [...] and verbal
feedback, [...] how much they talk, how they answer, how many people interact,
so whether I can energize the whole group [...]”.

Without exception, the teachers indicated external factors as a source of their
students’ motivation, which presupposes extrinsic motivation on behalf of their
learners (Comanaru & Noels, 2009). As exam-focused preparation is generally
widespread in Hungary (Oveges & Csizér, 2018), in line with this, the participants
mentioned the English language exam to be completed as part of the matura
exams. In addition, passing the language exam was mentioned with the same
frequency. Based on this, internal motivation and non-instrumental goals are less
prominent from the teachers' point of view. The completion of matura exams and
language exams by the end of students’ high school studies might seem very
culture and context specific in Hungary.

During the interviews, the interviewees mentioned numerous times that their
students seem tired to them. They often used terms to describe these students
which contrasted with the previously described behavior identified as motivated,
and gave examples opposite to willingness, contribution, and positive body
language. This might indicate that teachers have a difficult time differentiating
between tiredness and a lack of motivation:

They don’t do homework, they are lying [on the desk] during the lessons, they
are always tired... so when you see them with their heads down, and you go,
"Are you sick?", [...] [the answer is] “no, just tired”, they are always tired.
(Aniko)

Regarding how teachers react when they perceive their students to be tired, the
majority of those interviewed reported that they change the lesson plan for that
day's lesson. As Anett claimed, “I always have 1 or 2 games that I keep at hand,
and then when I see that they are not buzzing so much, I let go of the lesson
completely, and then [...] we play something.”

“[...] if they have a positive attitude, even if they are tired or if they have too
much to do, they will still take the time to do the task they were given”. (Aniko)
Half of the interviewed teachers felt unable to motivate their students in situations
when the students did not show the signs of motivated behavior described earlier
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in this paper. These are the participants who believed they already did everything
to promote their students' learning. Anasztazia stated as follows: “I'm clueless, I
have no idea what else could be done. Because I often feel that I've already done
everything, I've already explained it from five different viewpoints, I've already
uploaded everything in (Google) classroom, everything is already there [...].”
Some participants did not only refer to the lack of knowledge of motivational
techniques used in practice but also expressed the lack of theoretical knowledge
to do so: “The question is good. [...] because people often say ‘wow, I'm
exhausted, I can't take it anymore’. I don't know, I haven't thought about it until
now. Well, I'd like to pass on this question now, if you don't mind” (Borbala).

It appeared several times during the interviews that the teachers felt that they
had achieved the greatest extent of learning facilitation, or, on the contrary, that
motivating students was not part of their roles as teachers.

[...] it is not always possible to deal with the emotional world and specific
mood of every child. [...] a little bit of lethargy can be attributed to the fact
that they have been sitting (in lessons) for many hours. Well, I don't attribute
that much importance to this. Not only me but my female colleagues don’t
either. It is important for me to see that they are active, that they are there, that
they are paying attention, and that the fact that sometimes a lesson does not go
well [...] is not such a big problem. (Abig¢l)

While teachers are supposed to be familiar with several different motivational
strategies, they are not expected to apply all of them, but rather to have the ability
to choose a suitable one in any given situation or context (Dornyei & Ushioda,
2011). As it can be seen in the examples introduced above, the interviewed
teachers either believed that they had used all their tools or that they had none to
spark student motivation.

During the interview, the teachers were asked to describe in their own words
what they think a successful student is like. In most cases the successful learner
was described as autonomous and motivated. Abigél said her idea of the
successful learner was that they were “[...] persistent, hardworking, and willing to
put in the work to achieve results [...]. I think that motivation, diligence, and
perseverance are the most important factors here”.

In addition to all of this, the characteristics of the autonomous learner were
also discovered in the responses of the interviewees, which presupposed the
students' independent preparation, understanding of their learning processes and
needs, and taking the necessary steps for their improvement.

Independent. In my opinion, a successful language learner is one who not only
learns the language in class but is also motivated to deal with it independently
at home. This presents in behaviours such as having questions that they ask
their language teacher afterwards, nagging their language teacher to show (...)
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an application, to send related links, to show them a youtuber they can possibly
follow, because they want to learn. (Alexandra)

6. Conclusion
This paper claims that the Hungarian EFL teachers under investigation do
perceive their own students to be motivated in general, and external factors such
as passing the language exam or the matura exam are identified as sources of their
motivated state.

Teachers find it difficult to pinpoint the source of it and often struggle to find
ways to counteract these effects. Since teachers have an important influence on
students’ motivation (Hennebry-Leung, 2020), this result has serious implications
for language teaching in Hungary. The authors suggest that it might be beneficial
for teachers to be aided in understanding the concept of motivation, and further
research is needed to find techniques to help teachers motivate their students in
the classroom.

Based on the results, it can be said that the interviewed teachers found the
popularity of the English language and the English language matura exam to be
sufficient in themselves to arouse and retain the motivation of their students. The
designation of this external factor is in line with the conclusions drawn in the
literature review that the inner motives of language learners as the most important
source of their motivation.

The pedagogical implications of the authors are, therefore, that EFL teachers
consider themselves as active influencing factors in this matter, recognizing their
capability and pedagogical obligation to act and facilitate students’ learning
beyond providing learning materials and instructions. Thus, the success rate of
foreign language learning might increase, addressing the problem recognized in
the Hungarian educational context.

Avenues of further research on the topic, the authors believe, may include
supplementing the interviews with classroom observations. This would illustrate
in practice the experiences of the teachers as well as provide the opportunity to
observe not only the teachers but also their students at the same time.
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APPENDIX A
Hungarian language interview guide

Kedves XY! Nagyon koszonjlk, hogy vallalkoztal erre a beszélgetésre €s ezzel
segited a kutatdcsoportunk munkéjat. ZW vagyok, az ELTE-n dolgozom az Angol
Alkalmazott  Nyelvészeti  Tanszéken, kollégdimmal a  nyelvtanarok
tapasztalataival €és véleményével kapcsolatos informécidkat szeretnénk gytijteni
egy olyan kutatdsi projekthez, melyben a kozépiskolasok nyelvtanulashoz
kapcsolodd egyéni kiilonbségeit vizsgaljuk. Az interjat kutatasi célokra fogjuk
felhasznalni, az adatokat Osszegezve elemezziik. Természetesen a kutatasban
teljesen név nélkiil szerepelsz és semmilyen azonositd jellemz6t nem fogok
nyilvanossagra hozni. Az interji soran a szemeélyes véleményedre vagyunk
kivancsiak, nem ,,j0” valaszokat szeretnénk hallani, mert ilyen valaszok
nincsenek. Az interju korilbelill 35-40 perc lesz, és ha beleegyezel, hogy
felvegyem a beszélgetésiinket, akkor kezdhetjiik is.

Eldszor arrdl besz€lnénk, hogy milyen nyelvtanitasi tapasztalatokat szereztél
eddigi munkadban.

e A mintaleirds miatt meg kell kérdeznem, hogy hany éves vagy és miota
tanitasz? Midta tanitasz angolt?

Angolon kiviil tanitasz-e még mas nyelvet? Ha igen, mit?

Milyen nyelvtanari végzettséggel rendelkezel?

Milyen iskolatipusokban tanitottal angolt? Hol mennyi ideig?

Milyen életkora/évfolyamt gyerekeknek tanitottal angolt? Es most milyen
¢letkoru/évfolyamu gyerekeket tanitasz?

Most a nyelvordidrol tesziink fel néhany kérdést. Eldszor a tervezéssel
kapcsolatban szeretnék néhany kérdést feltenni.

e Milyen tényezdket veszel figyelembe, amikor egy csoporttal megkezded a
munkat az 1) tanévben? Hogyan késziilsz fel a kiilonb6zd csoportjaidra?

e Milyen csoportok kozti kiilonbségeket veszel figyelembe a nyelvi szinten
kiviil a tervezésnél?

e A tanév sordn milyen tényezOket veszel leginkabb figyelembe az 6rak
tervezese soran?

e Mit mondandl, mennyire valdsulnak meg az eldzetes terveid altaldban az
éves tanmenettel kapcsolatban? Es az oratervekkel kapcsolatban?
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Most az osztalytermi munkéval kapcsolatosan lesz néhany kérdésem.

Milyen tananyagokat hasznalsz a tanorakon?

Hogyan valasztod ki, hogy milyen feladatokat hasznilsz egy adott
csoportban? [CSAK HA VISSZAKERDEZ A FELADATRA: Mi arra
folytatjuk az interjut. ]

Mik a kedvenc feladataid? Miért kedveled ezeket?

Milyen feladatokat keriilsz? Miért keriilod 6ket?

Szerinted a gyerekeknek melyek a kedvenc feladatai? Mennyire veszed ezt
figyelembe?

Szerinted a gyerekek mely feladatokat nem kedvelik? Mennyire veszed ezt
figyelembe?

Fel tudnad idézni, hogy konkrétan milyen feladatokat hasznaltal a legutébbi
angoloradon és milyen tevékenységeket végeztek ezek soran a tanulok?
Hogyan differencidlsz a nyelvoran? Milyen egyéni kiilonbségeket veszel
figyelembe? A nyelvtudason kiviil mas egyéni kiilonbséget figyelembe
veszel?

Hogyan segited a tanuldkat, vagy egy tanuldt, ha az oran elakad egy
tevékenység soran, vagy egy feladat megoldasaban? Mit teszel, ha az egész
csoport elakad valami miatt a tanulasban?

Most a nyelvtanulokkal €és a tandr szerepével kapcsolatban szeretnék
feltenni kérdéseket.

Milyen szerinted egy sikeres nyelvtanul6?

Milyen érzelmeket latsz a tanuldkon a nyelvorakon a nyelvtanulassal
kapcsolatosan? Milyen jelekbdl kovetkeztetsz erre?

Szerinted miért fontos vagy miért nem fontos, hogy a tanulok milyen
nyelvtanulassal kapcsolatos érzelmeket élnek at a tanoran?

Mi a tanarnak a feladata a tanulok daltal az oran atélt érzelmekkel
kapcsolatban?

Te altalaban hogyan érzed magad a nyelvoran?

Hogyan hatnak a tanulok altal 4télt érzelmek rad?

Hogyan hat a te érzelmi 4llapotod a tanuldkra?

Mennyire latod a tanulokat motivaltnak altalaban? Milyen jelekbdl itéled
ezt meg?

Hogyan lehetne még inkdbb motivalni a tanulokat, amikor kevésbé
motivaltak?

Mennyire gondolod fontos tényezdnek a tanulok magabiztossagat a
nyelvtanulas sikerében?

Milyen szerepe van a nyelvtanarnak a tanulok magabiztossagaval
kapcsolatban?

Mit jelent neked az, hogy a tanulok vallaljanak feleldsséget sajat
nyelvtanulasukért? A te tanul6id mennyire képesek erre?
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e Milyen szereped van szerinted neked abban, hogy a tanulok megtanuljanak
tanulni €s 6nalloan is képesek legyenek fejleszteni nyelvtudasukat?

Végiil az iskolan kiviili nyelvtanuldsrél is szeretnék feltenni par kérdést.

e A nyelvéora szempontjabol miért fontos vagy miért nem fontos, hogy a
nyelvtanuloknak legyen kapcsolata az angol nyelvvel nyelvoran kiviil is?

e Hogyan hat szerinted a nyelvtanulds folyamatara az angol nyelvvel vald
tanoran kiviili kapcsolat?

e Hogyan készited fel tanuldidat az iskolan kiviili nyelvtanulésra,
nyelvhasznalatra?

e Milyen hozadékokat varsz a 9. és 11. osztilyos tanulok kiilfoldi
tanulmanyutjaitol?

Van még esetleg valami, amit szivesen elmondanal?
Koszonjiik szépen, hogy vallalkoztal erre az interjira!
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APPENDIX B

English language interview guide

Dear xy! Thank you very much for agreeing to this conversation and thus helping
the work of our research group. I am ZW, I work at ELTE in the Department of
English Applied Linguistics, my colleagues and I want to collect information
about the experiences and opinions of language teachers for a research project in
which we examine the individual differences of secondary school students related
to language learning. The interview will be used for research purposes, and the
data will be summarized and analyzed. Of course, you are completely anonymous
in the research, and I will not disclose any identifying characteristics. During the
interview, we are interested in your opinion, we don't want to hear "good"
answers, because there are no such answers. The interview will be about 35-40
minutes and if you agree to me recording our conversation then we can begin.

First, we would like to talk about what kind of language teaching experience you
have gained in your work so far.

e Because of the sample description, I have to ask how old you are and how
long have you been teaching? How long have you been teaching English?
Do you teach other languages besides English? If so, what?

What language teacher qualification do you have?

What types of schools did you teach English in? Where, for how long?
What age/grade level did you teach English to? And what age/grade of
children do you teach now?

Now we will ask you some questions about your language lessons. First, I would
like to ask a few questions about the design.
e What factors do you take into account when you start working with a group
in the new school year? How do you prepare for your different groups?
e What differences between groups do you take into account when planning,
apart from the language level?
e During the school year, what factors do you take into account the most
when planning lessons?
e How well would you say your preliminary plans for the annual course are
generally realized? What about lesson plans?
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Now I have some questions about classroom work.

What teaching materials do you use in the lessons?

How do you choose which tasks to use in a given group? [ONLY IF YOU
ARE INQUIRING ABOUT THE TASK: We are wondering what you
mean by task. From there, we continue the interview with his definition. ]
What are your favorite tasks? Why do you like these?

What tasks do you avoid? Why do you avoid them?

What do you think are the children's favorite tasks? How much do you take
this into account?

Which tasks do you think children don't like? How much do you take this
into account?

Could you recall what specific tasks you used in your last English lesson
and what activities the students did during them?

How do you differentiate in the language class? What individual
differences do you take into account? Apart from language skills, do you
take other individual differences into account?

How do you help the students or a student if they get stuck during an
activity or solving a task in class? What do you do if the whole group gets
stuck in learning because of something?

Now I would like to ask questions about language learners and the role of the
teacher.

What do you think a successful language learner is like?

What emotions do you see in the students in language classes regarding
language learning? From what signs do you infer this?

Why do you think it is important or not important what emotions the
students experience during the lesson related to language learning?

What is the teacher's role in relation to the emotions experienced by
students in class?

How do you usually feel in language class?

How do the emotions experienced by the students affect you?

How does your emotional state affect the students?

How motivated do you see the students in general? By what signs do you
conclude this?

How could students be motivated even more when they are less motivated?
To what extent do you think students' self-confidence is an important factor
in the success of language learning?

What is the role of the language teacher in relation to students' self-
confidence?

What does it mean to you that students take responsibility for their own
language learning? How capable are your students of this?
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e What role do you think you have in ensuring that students learn to study
and are able to develop their language skills independently?

Finally, I would like to ask a few questions about language learning outside of
school.

e From the point of view of the language class, why is it important or why is
it not important for the language learning students to have contact with the
English language outside of the language class?

e How do you think the extracurricular contact with English affects the
language learning process?

e How do you prepare your students for language learning and language use
outside of school?

e What returns do you expect from 9th and 11th grade students' study trips
abroad?

Is there anything else you would like to say?

Thank you very much for agreeing to this interview!
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The influence of contact with English speakers on
EFL motivation in Ukrainian secondary schools

The main objective of the present quantitative study was to assess the influence which direct and indirect
contact has on secondary school students' motivation to learn English. The study involved 172 students
(13-14 years old) split into two subsamples (i.e., general secondary and specialized school students),
each consisting of 86 students. The research instrument included eight scales: three related to motivation
and five related to contact. The results showed that in both subsamples the perceived importance of
contact had a positive effect on motivated learning behavior. However, a more pronounced effect of the
contact scale on the three motivational scales was observed among general secondary school students
compared to those in specialized schools. In addition, the cultural interest of students in both categories
was influenced by the indirect contact scale. Moreover, it was revealed that the cultural interest of the
advanced language learners was strongly influenced by the use of mass media, whereas attitudes towards
language learning among the general secondary school students were affected by direct spoken contact.
All in all, the findings provided sufficient evidence to claim that there is a strong relationship between
contact and English language learning motivation.

Keywords: English language learning motivation, direct contact, indirect contact, motivated learning
behavior, perceived importance of contact

1. Introduction

Communication has been shown to be one of the most important factors affecting
English language learning motivation, and interaction with English speakers, in
particular, appears to raise students' confidence and increase their interest in the
overall learning process (Wu et al., 2011). Many learners benefit from interactive
activities in the English classroom. These benefits may arise as a result of clear
language learning goals, which learners can develop through engaging in
meaningful communication (Omar et al., 2020).

Direct contact with English speakers and indirect contact (e.g., with cultural
products) provide a foundation for increasing the motivation to learn English.
Kormos and Csizér (2008) assert that a range of variables related to contact, such
as the perceived importance of contact and English language cultural products,
influence secondary school students' motivation to learn English.

Regarding motivation, it should be noted that extensive research on the topic
has been carried out in the Ukrainian context. These studies have examined the
impact of various factors on motivation, including the use of information and
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communication technologies (Savchuk et al., 2019), and the classroom
atmosphere (Antoshkina, 2021), among other. However, regardless of the
increasing importance of English worldwide (Smotrova, 2009), and the recent
modernization of the country’s educational policy (Kovalenko et al., 2010), little
research exists on the impact which contact with English speakers has on English
language learning motivation in Ukrainian secondary schools. Therefore, this
study seeks to examine the influence of contact variables on English language
learning motivation among Ukrainian secondary school students by replicating
Kormos and Csizér's (2008) study in the Ukrainian context. In addition, Toptsi’s
(2018) updated cultural interest scale is also included, taking students’ English
digital media use into consideration. This updated scale is valuable to the present
study as it is in line with the current English language curriculum in Ukraine.

There is relatively little contact with English speaking people and their cultural
products in the Ukrainian context. Thus, it remains uncertain as to what extent the
perceived importance of contact and indirect contact opportunities affects
students' motivation to learn English. According to Khyzhniak and Viktorenko,
(2021) some EFL teachers in Ukraine continue to rely on outdated methods of
teaching English as a foreign language, with a tendency to dictate the learning
process and leaving little room for the development of student's autonomy. That
said, there is also a constant push for the development of more effective teaching
and learning methods among EFL teachers in Ukraine (Antoshkina, 2021). It is
hoped that the current study can act as a useful guide for teachers who want to
increase their students' interest in the English language and its speakers.

2. Literature review
A wealth of research exists related to the motivation to learn English. In
accordance with Dornyei and Otto (1998), motivation is conceptualized as the
dynamic, excited state of an individual that drives, directs, coordinates, reinforces,
halts, and appraises both cognitive and motor actions through selecting,
prioritizing, operationalizing, and operating on the basis of aspirations and desires
(p. 46). In other words, motivation is the process which prompts, guides, and
facilitates goal-oriented behavior; this definition is adopted in the present study.
The motivation to learn English and particular learning behaviors vary based
on the linguistic and national contexts which learners are situated in (Csizér &
Dornyei, 2005). In some countries (e.g., the United Kingdom, the United States,
Canada, Australia, and New Zealand), English is considered a native language
(i.e., inner circle) (Bhatt, 2001, p. 530), in others (e.g., India, Kenya, Nigeria, etc.),
it is seen as a second language introduced into all areas of personal and social life
(i.e., outer circle). Outside the mentioned circles, English is not widely spoken
and 1s only used in educational institutions (i.e., the expanding circle) (Bhatt,
2001, p. 530). In this circle, English is considered a foreign language (EFL), and
both Hungary and Ukraine belong to it (Kachru, 1985). This implies that people
in both countries lack contact with English speakers.
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2.1 EFL motivation and contact experiences

Due to the prevalence of English in today’s world, there is a great deal of interest
in foreign language motivation. Motivation is viewed as a critical asset for
learners, helping them to make decisions related to the learning process or
deciding with whom to communicate; furthermore, it supports the determination
to learn a language through encouraging perseverance and effort (Dornyei &
Ushioda, 2011).

According to Gardner and Lambert (1972), two orientations have a profound
effect on language learning. One is integrative orientation, which refers primarily
to the learner's positive attitudes toward the target language as well as toward the
target culture and community. For Gardner (1985), integrative orientation is
associated with the desire to grow closer to, or perhaps even become a member
of, the community associated with the studied language. Gardner and Lambert
also proposed instrumental orientation, which refers to attitudes regarding the
usefulness of the given language, and learners' understanding of how it can benefit
them (e.g., leading to a better salary, or enabling them to successfully graduate).
It was Schumann (1986) who later developed and explained what is now known
as acculturation theory, proposing that second languages tend to be learned most
effectively through immersion with the target language and culture. In the case of
English, the theory suggests that learners' interaction with English speakers would
offer a better learning experience compared to those without such interaction.

Recent motivational theories focus heavily on the sociodynamic nature of
motivation, which assumes that student interaction has a noticeable impact on
language learning. Sociodynamic theories of language learning motivation
revolve around three principal approaches. The first, referred to as “Person in
Context” (Dornyei & Ushioda, 2009, p. 220), views learners as “real persons”,
with their own individual goals and drives (p. 220). The second is the L2
motivational self system, which includes 1) the ideal L2 self, which represents the
traits the learner wants to acquire, 2) the ought-to L2 self, representing the
qualities the student has to acquire to avoid negative consequences, and 3) the .2
learning experiences related to the language learning process and properties of the
learning environment (Ddrnyei & Ushioda, 2011). The third approach, complex
dynamic systems theory, focuses on the significance of individual differences in
English learning motivation (Dornyei & Ushioda, 2009). Drawing from these
theories, the concepts of interaction, engagement, and attitude can be considered
central to the study of English learning motivation.

A study by Kormos et al. (2011) in the Chilean context shows that students'
motivation is directly related to their desire to use English as a means of joining a
global community. The researchers found that adolescent learners’ main goal for
learning English was to engage with their peers through information technology.
As such, a more comprehensive theoretical model of motivation also needs to
include socio-contextual determinants which influence students' motivation to
learn the language. The research produced a four-factor model of English
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motivation including goals, attitudes, self-management, and self-efficacy beliefs,
each of which showed association with motivated learning behavior (p. 495).
Accordingly, students with high levels of motivated behavior are prone to invest
more energy into English language learning.

A related study examined the effect of intercultural contact on English learning
motivation (Aubrey & Nowlan, 2013). The study made use of the notion of
intercultural contact (IC). According to Clément (1980), IC represents interaction
between two distinct cultural groups. It has been shown that repeated and pleasant
intercultural contact has an indirect positive effect on learners’ motivation
(Clément & Kruidenier, 1983).

In their study, Aubrey and Nowlan (2013) examined students regularly engaged
in cross-cultural contact and those without such experiences. The findings suggest
that the former group of participants, through multiple interactions with other
international students, developed positive attitudes toward the community of the
studied language, establishing a correlation between contact and attitude. Students
who made frequent contact with international students exhibited five times more
interest in learning English by communicating with their peers than those who
only interacted with speakers of their own community. The results also showed
that students' cross-cultural attitudes had a direct impact on motivated learning
behavior.

A similar study by Aubrey and Philpott (2019) regarding the impact of cross-
cultural contact in Japanese classrooms demonstrated that cross-cultural contact
contributed to improved motivational self-systems and L2 learning experiences.
They also found that students who participated in intracultural communication
experienced no change in their attitudes toward the international community.

Csizér and Kormos' (2008) research served as a basis for the present study.
Their research provided evidence of a relationship between intercultural contact
and foreign language motivation in the Hungarian context. They examined
variables measuring motivation, contact, and motivated behavior factors in
learners of English and German. Their findings indicated a positive correlation
between students' motivation and intercultural contact. It was also found that
English language learners, as opposed to those learning German, showed more
positive attitudes toward English speakers, more confidence in using the
language, more effort invested in language learning, more frequent engagement
in direct contact with English speakers, and more regular use of English media
products. It was also revealed that students with higher levels of motivation were
more likely to engage in intercultural communication than less motivated
students. Another key finding revealed that English students with higher levels of
motivation tend to use English media products, while students with intermediate
levels of motivation prefer to engage in direct written contact.
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2.2 The description of the Ukrainian context

Insight into the state of English learning motivation in Ukraine can be gained from
the Ukrainian Country Report (2010), published by the Ministry of Education of
Ukraine. It contains a comprehensive review of the situation related to the
teaching and learning of English, an overview of the state standards and the
national curriculum, an analysis of language competencies, and a discussion of
the main educational goals related to the communicative approach to language
teaching in secondary schools. An important point to take away from this is that
Ukrainian educational institutions encourage plurilingualism by promoting the
introduction of English into everyday language use (Kovalenko et al., 2010).

As Smotrova (2009) argues, Ukraine's integration into the FEuropean
community reinforces the role of English for Ukrainians as the language of
intercultural communication. The author claims that collaboration with the British
Council will make English language learning in the country more effective by
providing teachers with the opportunity to enhance their professional skills and,
consequently, provide them with contemporary means of encouraging students to
participate in language learning in the classroom environment.

There is a national program dedicated to designing Ukrainian school curricula
which addresses the requirements for both the teaching and learning of general
and advanced levels of English in secondary schools (UNFLPFSS, 2017). The
Ukrainian National Foreign Language Program for Secondary Schools (2017)
emphasizes the integrative aspect of English instruction and provides evidence of
a contact-orientated approach to foreign language learning (UNFLPFESS, 2017).
The program illustrates that the current Ukrainian approaches to English learning
highlight the importance of authentic intercultural contact. The document also
stresses the significance of contextual learning and offers effective methods for
acquiring the skills needed for each grade level.

Issues related to contact and motivation have been covered separately in
different Ukrainian studies. However, as mentioned in the introduction, there is a
lack of research on the impact of contact on foreign language learning motivation
in Ukrainian secondary schools. The current study aims to address this research
niche through an investigation of the previously mentioned motivational variables
including attitudes towards English learning, motivated learning behavior,
cultural interest, and contact variables such as media use, perceived importance
of contact, and direct and indirect spoken and written contact.

3. Research methods
A quantitative approach (Dornyei, 2007) was employed in this study to collect the
data needed to answer the following research questions:

1. What characterizes Ukrainian secondary school students’ contact
experiences and English language learning motivation?
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2. What is the relationship between contact with English speakers and English
language learning motivation?

3. To what extent does contact with English speakers influence English
language learning motivation?

With these questions, the study aims to investigate a relationship which has not
yet been explored in the context of Ukrainian secondary schools. The mentioned
approach is used to measure the extent to which the perceived importance of
contact and indirect contact opportunities contributes to students' motivation to
learn English.

3.1 Participants

The present study's population represents Ukrainian secondary school students in
Grades 7 through 9, ranging in age from 12 to 16 years. The participants were
selected using the convenience sampling method (Dornyei, 2007).

The study includes 172 students from the above-mentioned grades who attend
general secondary schools (n = 86) and schools offering advanced English
language learning (n = 86). The first subsample includes 45 males (52.3%) and
41 females (47.7%). 64 students in this subsample (74.4%) do not study any other
languages besides English. Other languages the students study besides English
include French (7 students; 8.1%), German (n = 7, 8.1%), Polish (n = 4
participants, 4.7%), and four other languages (4.7%). The second subsample is
comprised of 86 students from specialized schools which offer more intensive
English language learning. This subsample includes 52 male (60.5%) and 34
female students (39.5%). The subsample contains a higher number of learners
studying other foreign languages besides English. 31 students study French
(36%), 9 study German (10%), and 16 study Spanish (19%), or other languages.

3.2 Research instrument
To fulfil the aims of this study, a questionnaire was used for data collection. The
questionnaire employed by Csizér and Kormos (2008) comprised motivational
scales including integrative motivation, instrumental motivation, motivated
learning behavior, and contact scales consisting of direct spoken contact, direct
written contact, indirect contact, use of foreign media, and perceived importance
of contact. Their instrument was adapted for the present research with some
modifications. Cultural interest and digital media use scales were drawn from a
more recent study by Toptsi (2018) examining the impact of digital media use on
the L2 motivational self system. A total of eight scales were finally included in
the questionnaire, with three motivational variables and five contact variables.
The questionnaire was translated to improve the participants' understanding of
the questions and, more importantly, to reduce the measurement errors which
might have arisen due to comprehension issues among the respondents regarding
the instrument’s items.

24



OLEKSANDR REIENT

The translation of the questionnaire involved the following steps:

1. English-Ukrainian translation: a faithful translation was carried out to
adjust the questionnaire to Ukrainian linguistic norms.

2. Ukrainian-English back translation was performed by a Ukrainian English
teacher, who also holds a degree in Ukrainian philology.

3. A comparison was made to identify inconsistencies and discrepancies,
showing that the two versions of the questionnaire are almost identical.

The questionnaire consists of two sections. There are 43 items in total, with
Section 1 containing 28 items representing the five contact scales and employing
a 12-point Likert scale (from strongly disagree to strongly agree). Section 2
contains 15 items representing the three motivational scales and employs a 12-
point Likert scale (ranging from not at all to very often). A 12-point scale was
primarily selected because students in secondary schools in Ukraine are familiar
with a 12-point grading scale. Students’ familiarity with the scale may produce
more reliable results than the frequently used five- or seven-point Likert scales.

As previously mentioned, the survey consists of three motivational variables:

1. Cultural interest (5 items): measures the student's engagement with English
cultural products (e.g., movies, podcasts, magazines, etc.). Example: I often
read English language magazines or newspapers published in English.

2. Attitudes toward language learning (4 items): measures the learner's
perceptions of the value of learning English. Example: Learning English is
one of the most important aspects of my life.

3. Motivated learning behavior (6 items): refers to the engagement, persistence,
and effort that students manifest in their desire to learn English. Example: 1
always look forward to our English classes.

In addition, there are five variables related to contact:

4. Digital media use (7 items): the extent to which students engage with English
language digital content. Example: I often play video games in English.

5. Perceived importance of contact (7 items): learners' perceptions regarding
the role of contact for improving language skills or reducing anxiety.
Example: I think it is useful to communicate with foreigners because I can
increase my confidence.

6. Direct spoken contact (7 items): the frequency of using English in
communication with English speakers. Example: How often do you speak
English when you travel abroad?

7. Direct written contact (3 items): the frequency of using English in written
communication with English speakers on the Internet via various platforms.
Example: How often do you communicate in English online?
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8. Indirect contact involving (4 items): the frequency with which students are
exposed to English culture. Example: How often does your teacher talk about
the English-speaking community?

3.3 Data collection, ethical considerations, and data analysis

A Google form was developed for the present study, which included a consent
form. Each participant was told that their participation was optional, their personal
information would not be disclosed, and that their data would only be used for the
purposes of this study. Furthermore, the questionnaire contained six open-ended
questions for which the participants were asked to indicate their gender and age
among other biographical questions.

The data collected was analysed using the Statistical Package for the Social
Sciences (SPSS version 25). Four procedures were involved in the analysis phase
of the study. Firstly, reliability analysis was carried out to assess the extent to
which the items from each scale questionnaire relate to each other, measuring the
internal consistency. Secondly, scale analysis was carried out to determine if there
was a significant difference between the averages of the two subsamples. Next,
correlation analysis was conducted to identify relationships between the scales.
The last step involved measuring the linear regression between the contact and
motivation scales.

4. Results

The internal reliability analysis of the data showed fairly high coefficients for the
scales, with the lowest being .74. Having such reliability coefficients implies that
the instrument employed in the study provides consistent and reliable results,
suggesting that the collected data can be trusted to make valid conclusions.

An independent sample 7-test was then conducted to examine the differences
between the mean values of the two subsamples (see Table 1).

The data show that students in specialized schools, like those in comprehensive
schools, consider contact (i.e., the perceived importance of contact) as the most
influential factor, since it is here that the difference in mean values is the smallest,
with the lowest t = -6.27, p < .001; a significant negative value usually indicates
a directional change in the influence of the variables. The difference is slightly
larger in regard to the DWC variable with t = -6.65, p < .001. Students in both
subsamples report that they do not often write letters or emails to their foreign
friends. On the other hand, they showed a preference for social media platforms,
like Facebook, to keep in touch with their friends from abroad.
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Table 1. Independent Samples #-test

Name of variable Group Ne Mean SD t p

1. Cultural interest (CI) 1 86 637 2.05 -1095 <.001
2 86 9.46 1.63

2. Language learning attitudes 1 86 7.28 274 -7.22 <.001

(LLA) 2 86 990 1.97

3. Motivated learning behavior 1 86 7.37 246 -8.16 <.001

(MLB) 2 86 998 1.66

4. Digital media usage (DMU) 1 86 5.07 2.00 -11.53 <.001
2 86 8.44 1.83

5. Perceived importance of 1 8 819 227 -6.27 <.001

contact (PIC) 2 86 10.05 1.53

6. Direct spoken contact 1 86 471 229 -998 <.001

(DSC) 2 86 8.04 2.08

7. Direct written contact 1 86 5.14 253 -6.65 <.001

(DWC) 2 86 7.66 2.43

8. Indirect contact (IC) 1 86 548 206 -9.70 <.001

\&}

86 837 1.84

Note: ***p<.001; group 1 includes comprehensive school students; group 2
includes students from specialized schools with in-depth English language
learning program

The results for the LLA scale ranked third in terms of the observable difference
between the two groups, with r = -7.22, p < .001. This suggests that students in
both types of schools consider English to be an important aspect of their lives.
Despite the difference, the data suggests an overall enjoyment of the English
learning process among the participants. There was a larger difference between
the two groups regarding MLB, with ¢ = -8.16, p < .001. The advanced students
appear to enjoy English classes more and are more willing to work hard to acquire
second language skills. In contrast, general secondary school students reported
expending moderate efforts to learn English.

The scales with the greatest differences in values between the two groups are
as follows: IC with r =-9.70, p <.001, DSC with t =-9.98, p <.001, CI with ¢ =
-10.95, p < .001, and DMU with ¢ = -11.53, p < .001. As the results show,
advanced language learners are more likely to make use of digital platforms to
learn English, tend to read and watch more English content, and have more contact
with their neighbours and friends. However, despite these differences, students in
both groups scored highly on the cultural interest, attitudes toward language
learning, and motivated learning behavior scales (see Table 1).

To analyse how the contact and motivation scales correlated with one another
in each subsample, a correlation analysis was performed (see Table 2 and Table
3). The strength of the correlations between the variables was calculated.
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As can be seen in Table 2, there is a strong correlation between the motivational
and contact variables in subsample 1. According to the results, the PIC and MLB
scales (r =.894, p <.001) as well as the PIC and LLA scales (r =.857, p <.001)
have the highest correlation. The CI and DMU scales (r =.795, p <.001), and the
CI and DSC scales (r = .783, p < .001) also showed strong relationships. In
general, PIC showed the highest rates of compatibility with the motivational
scales, and IC produced the lowest rates of correlation. For example, IC and LLA
(r=.460, p <.001) as well as IC and PIC (r = .504, p <.001), although significant,
represent the weakest correlations among the pairs. A strong relationship exists,
however, between MLB and LLA (r=.941, p <.001), which are both motivational
scales. Similarly, strong correlations can be seen in combinations of the contact
scales, such as DWC and DSC (r =.849, p <.001), DSC and DMU (r = .846, p <
.001), IC and DWC (r =.787, p <.001), or IC and DSC (r = .785, p <.001).

Table 2. Correlation Matrix subsample 1

Cl LLA MLB DMU PIC DSC DWC IC
LLA Pearson’sr .650 -
p-value <.001 -
MLB Pearson’sr .684 941 -
p-value <.001 <.001 -
DMU Pearson’sr .755 .664 .703 -
p-value <.001 <.001 <.001 -
PIC Pearson’sr .684 857 .894 .633 -
p-value <.001 <.001 <.001 <.001 -
DSC Pearson’sr .783 .701 .710 846 .593 -
p-value <.001 <.001 <.001 <.001 <.001 -
DWC Pearson’sr .704 593  .587 788 496 .849 -
p-value <.001 <.001 <.001 <.001 <.001 <.001 -
IC  Pearson’sr .729 460 .522 708 504 785 787 -
p-value <.001 <.001 <.001 <.001 <.001 <.001 <001 -
Note: ***p<.001; N = 85

Correlation analysis was also conducted to see what kind of relationships exist
between the scales in subsample 2 (see Table 3). Similarly to subsample 1, MLB
and LLA (r = .931, p < .001) have the strongest relationship in subsample 2.
According to the analysis, the following are the strongest pairs of the contact and
motivation scales: PIC and MLB (r = .888, p <.001), PIC and LLA (r = .860, p <
.001), DMU and CI (r = .853, p < .001), PIC and CI (r = .833, p <.001), DMU
and MLB (r = .814, p < .001), DSC and CI (r = .814, p < .001). The weakest
relationships can be seen between the following pairs: IC and LLA (r = .663, p <
.001), as well as IC and MLB (r = .665, p < .001). As the table below shows, in
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general there is a high correlation between the PIC scale and all motivational
scales; DMU and DSC are also strongly correlated with the motivational scales.

Table 3. Correlation Matrix subsample 2

Cl LLA MLB DMU PIC DSC DWC IC
LLA Pearson’sr 0.849 -
p-value <.001 -
MLB Pearson’sr 0.886 0.931 -
p-value <.001 <.001 -
DMU Pearson’sr 0.853 0.764 0.819 -
p-value <.001 <.001 <.001 -
PIC Pearson’sr 0.833 0.860 0.888 0.817 -
p-value <.001 <.001 <.001 <.001 -
DSC Pearson’sr 0.814 0.759 0.785 0.804 0.732 -
p-value <.001 <.001 <.001 <.001 <.001 -
DWC Pearson’sr 0.725 0.682 0.677 0.699 0.665 0.892 -
p-value <.001 <.001 <.001 <.001 <.001 <.001 -
IC  Pearson’sr 0.757 0.663 0.665 0.656 0.609 0.893 0.868 -
p-value <.001 <.001 <.001 <.001 <.001 <.001 <.001 -
Note: ***p<.001; N = 85

The differences in pairs of scales between both subsamples are presented in the
table below (see Table 4). Using the Fisher's r-to-z transformation, it is possible
to determine whether the differences in contact-motivation relationships between
the two subsamples are significant. Table 4 shows that the only significant
difference is between CI and PIC with z =-2.33 (p = .0198).
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Table 4. Comparison of correlation coefficients in both subsamples

Scale pairs Subsample 1 Subsample 2 z-value  p-value
(motivation + contact) (r-value) (r-value)
MLB and PIC 0.894 0.888 0.19 0.8493
LLA and PIC 0.857 0.860 -0.07 0.9442
CI and DSC 0.783 0.814 -0.55 0.5823
CI and DMU 0.755 0.853 -1.82 0.0688
Cl and IC 0.729 0.757 -0.4 0.6892
MLB and DSC 0.710 0.785 -1.1 0.2713
CI and DWC 0.704 0.725 -0.28 0.7795
MLB and DMU 0.703 0.819 -1.81 0.0703
LLA and DSC 0.701 0.759 -0.8 0.4237
CI and PIC 0.684 0.833 -2.33 0.0198%*
LLA and DMU 0.664 0.764 -1.33 0.1835
LLA and DWC 0.593 0.682 -0.97 0.332
MLB and DWC 0.587 0.677 -0.97 0.332
MLB and IC 0.522 0.665 -1.43 0.1527
LLA and IC 0.460 0.663 -1.94 0.0524

Note: *p=.05, **p<.01, ***p<.001

4.1 Linear regression analysis

To establish the direction of the influence and thus the extent to which contact
and indirect contact opportunities affect students' English motivation, a linear
regression analysis was conducted for each subsample. Table 5 shows the results
of the analysis of the influence of contact variables (both direct and indirect) on
the motivational variables in both groups. Both the advanced language learners
and the students with two to three English classes per week find communicating
with foreigners important, since it can help them improve in various ways. The
results show that the perceived importance of contact significantly affects all the
motivation scales in both subsamples of students (with a higher value for
subsample 1). Also, DSC and IC with English speakers and their cultures affect
motivated behavior in both groups. Even though students in the general secondary
school programs do not often speak English in and outside the classroom, this
variable was still shown to have a significant effect for subsample 1.

In the case of subsample 1, a strong influence of DSC on LLA was observed,
whereas in subsample 2, a strong influence of DMU on CI could be seen. In
addition, a negative effect was found between IC and LLA, IC and MLB in
subsample 1. This indicates that if the values of the independent (influencing)
scale increase, the mean values of the dependent (influenced) scale decrease (see
Table 5).
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Table 5. The influence of contact scales on motivational scales

Variable pairs B1 tl pl B2 t2 p2
(motivation +
contact)

DMU and CI 156 1.262 210 35 4.735 <.001
DMU and LLA -1 =779 438 .03 254 .800
DMU and MLB  -.052 493 .624 A2 1.441 153

PIC and CI 265 3.769 <.001 38 4.486 <.001

PIC and LLA .867 11.998  <.001 .84 6.918 <.001
PIC and MLB 193 13.356  <.001 .67 7.665 <.001

DSC and CI 25 1.987 050 -.002  -.005 996
DSC and LLA 547 4.228 <.001 2 1.273 207
DSC and MLB 383 3.598 <.001 25 2.139 036

DWC and CI .004 .0399 968 -09  -1.213 229
DWC and LLA 2 1.933 .057 -.04 -.370 113
DWC and MLB .03 357 122 -.11 -1.480 143

IC and CI 247 2411 018 .35 3.583 <.001

IC and LLA -473 -4.481 <.001 1 7142 460

IC and MLB -.22 -2.505 014 .05 549 584

Note: *p=.05, **p<.01, ***p<.001; B1 (beta value), t1, pl — values for subsample
1; B2, t2, p2 — values for subsample 2

S. Discussion

Overall, similar to the results obtained by Kormos et al. (2011), students in the
present study consider communication with foreigners important because it can
help them to improve themselves in various aspects. As in the Chilean (Kormos
et al., 2011), the Hungarian (Csizér & Kormos, 2008), that served as the basis for
this study, or the Japanese (Aubrey & Philpott, 2019) study, the present research
provides evidence of the positive relationship between contact and motivation.
The results show that the perceived importance of contact significantly influences
the motivational scales in both subsamples (with a higher value in subsample 1).
Moreover, as in the study of Csizér and Kormos' (2008), in the present research
the motivated learning behavior of both groups of learners was influenced by
direct spoken contact, as well as indirect contact with speakers and their culture,
thus affecting their cultural interests.

Even though students often feel reluctant to speak English outside the
classroom, DSC still has a large impact on secondary school students in Ukraine
(Honcharova, 2019). There is a strong influence of DSC on LLA in subsample 1,
whereas in subsample 2 there is a strong effect of DMU on cultural interest. The
results of this study prove the usefulness of the implementation of The Ukrainian
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National Foreign Language Program for Secondary Schools (2017), and its
effectiveness in introducing direct and indirect contact practices necessary to
improve EFL motivation in secondary school learners in Ukraine.

6. Conclusion

The main purpose of this questionnaire study was to investigate the influence of
contact, both direct and through cultural products, on students' English learning
motivation. A Google form (in English) was developed and translated into
Ukrainian to obtain more reliable results. The sample included in this study
included 172 secondary school students from Grade 7 to 9. Two subsamples were
selected for the study: students in general secondary schools with two to three
English lessons per week and students in specialized schools with advanced
English language instruction.

The analysis conducted provided answers to the above research questions.
Using an independent sample ¢-test, the answer to the first research question was
obtained (i.e., What characterizes Ukrainian secondary school students’ contact
experiences and English language learning motivation?). The main similarities
and distinctions between the motivation and contact scales for general secondary
school students and advanced English language learners were identified. Based
on the analysis, it appears that both categories of Ukrainian students consider
contact with English speakers as an important factor in their learning process.
However, major differences were found in regard to the IC, DSC, CI, and DMU
scales. This shows that students who have five or more English lessons per week
have significantly more contact experiences than those with fewer classes a week.
Moreover, it also shows that students in specialized schools have more interest
invested in English culture compared to students in general secondary schools.

Correlation analysis was used to answer the second research question (i.e.,
What is the relationship between contact with English speakers and English
language learning motivation?). According to the results, strong relationships
exist between the contact and motivation scales in both student groups. PIC, by
and large, exhibited the highest compatibility scores with the motivational scales,
while IC was shown to have the lowest compatibility scores.

Linear regression analysis provided the answer to the third research question
(i.e., To what extent does contact with English speakers influence English
language learning motivation?). The analysis suggests that for both general and
specialized school students, the perceived importance of contact influences
motivation. In both groups of Ukrainian students, MLB is affected by the DSC,
while CI is affected by IC. Results further indicated that students in specialized
schools use media tools more often, which affects their cultural interest, while the
attitudes of students in general secondary schools towards language learning are
influenced by DSC.

To conclude, the results of the study offer important insights which can help
teachers in Ukraine create a fruitful learning environment for different groups of
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students. In addition, the results might highlight the importance of introducing
contact experiences into the English learning process. A qualitative study on the
same subject could lead to an even deeper understanding of the topic. Such a study
could involve both students and teachers and would likely yield more information
on the issue of cultural interest.
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A quantitative comparison of Hungarian high school students’
language learning motivation
Exploring regional differences

Motivation is a well-researched field of applied linguistics; however, the abundance of publications does
not ensure diversity within the field. Accordingly, the comparison of high schools in some Hungarian
contexts are yet to be fully explored. Therefore, this quantitative study compares four Hungarian high
schools, two from the capital city and two from county seats in western Hungary and eastern Hungary.
Within the framework of the MTA-ELTE Foreign Language Teaching Research Group a total of 457
students were administered the standardised questionnaire measuring four concepts, namely motivated
learning behaviour, the ideal L2 self, the ought-to L2 self, and the L2 learning experience. The collected
data was analysed using IBM’s SPSS. The results show that only the ideal L2 self influenced students’
motivated learning behaviour. The experiences affected motivation positively in the two county seats
only. The data could not prove any effect on motivation in the case of the ought-to L2 self. Further
research is needed to establish the reason behind the lack of impact in the latter case, and to discover
whether the underlying cause is a direct or indirect effect.

Keywords: motivation, language learning, L2MSS, contextual differences, geographical differences

1. Introduction

Throughout the history of L2 motivational theory, a wide array of different ideas
has surfaced within the field to describe what constitutes motivation (Dornyei &
Ushioda, 2011). From integrative motivation (Gardner & Lambert, 1959) to
directed motivational currents (Henry, 2019), the way researchers view L2
motivation has changed considerably. These changes will be described in more
detail in the literature review of this study. However, while L2 research in general,
and especially studies into the workings of one of the most well-researched
theories, Dornyei’s second language motivational self-system (L2MSS; Dornyei
2005, 2009), have covered considerable ground (Boo, Dérnyei and Ryan, 2015),
there are still contexts which are underrepresented within the field (Al-Hoorie,
2018). While some time has passed since these studies were conducted, Vonkova
et al. (2021) in their own meta-analysis found similar gaps, and in their later
research directions, they also called for more diverse studies.
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Therefore, the aim of this study is to shed light on the importance of contextual
differences within the field of L2 motivation by way of examining data collected
in different parts of Hungary to see how the components of Dornyei’s L2MSS
contribute to motivated learning behaviour in each case. Our goal is not to provide
a comprehensive and detailed picture of the above issue, but to emphasise the
importance of context within the field, and to provide an outline of key research
aims which should be pursued in the future, namely, to expend further effort upon
researching hard-to-reach geographical areas and communities within the
country.

To achieve this aim, a brief literature review will provide insight into the
complex field that is L2 motivation, pointing out the existing research gaps and
the current trends regarding research into geographical differences, while also
emphasising the changing landscape, as an indicator of prior efforts towards a
more complex and overarching field. In the following sections, we will describe
our methods including data collection and the description of our participants.
Finally, we shall present our results and discuss them in the face of our research
question and aims.

2. Literature Review
Second language learning motivation or L2 motivation “concerns the choice and
direction of a particular action, the effort expended on it and the persistence with
it” (Dornyei, 2019, p. 61). While finding a definition for motivation is no hard
feat, conceptualising the term is a more complex issue. This is clearly shown by
the transformation motivational theories have gone through since the field first
gained attention. The following paragraphs will provide a brief historical
overview of these changes, but for a more detailed description of the history of
the field of L2 motivation, see Dornyei and Ushioda (2011) or Dornyei (2019).
L2 motivation research has covered a lot of ground in the past decades, while
the construct of motivation has slowly undergone a theoretical overhaul (Boo,
Dornyei & Ryan, 2015). The history of motivation theories began with Gardner
and Lambert’s research in Canada (1959), and what has followed can be split into
three distinct phases based on the continuing shifts in focus, as described by
Dornyei and Ushioda (2011). These shifts signify how researchers keep
developing and broadening their theories to cover different contexts and facets of
motivation. Indeed, while the first theories were developed within the field of
psychology by researchers interested in second language acquisition, in the
second phase researchers of second language acquisition interested in psychology
moved the field towards a focus on language education (Dornyei, 2019). This is
described by Dornyei and Ushioda (2011) as a shift from a social-psychological
period towards a cognitive-situated period. This first shift already illustrates the
changing viewpoints within the field, but the development of motivational
theories was still far from over.
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Towards the end of the 1990s, a new aspect was incorporated into the theories,
namely the effects of time. In this third period, described by Dornyei and Ushioda
(2011) to be a process-oriented period, Ushioda’s temporal framework (1998) and
Dornyei and Otto’s process model (1998) for L2 motivation were developed,
among others. However, the arrival of this third period did not mean that the
transformation of theories within the field was complete. Indeed, Dornyei and
Ushioda (2011) felt that a fourth shift was imminent, starting what they aptly
named a socio-dynamic period, as they saw researchers incorporate social and
contextual factors into the field. Though as mentioned above, this study is by no
means meant to provide an exhaustive historical overview of the field, the
described changes clearly show the efforts towards developing and broadening
the concept of motivation.

As one can imagine, the above periods brought about several theories regarding
L2 motivation. One that to this day remains one of the key approaches, as
described below, is the second language motivational self-system (Dornyei,
2009). First published by Dornyei in 2005 and later expanded upon in 2009, the
L2MSS was mostly based on two previous psychological theories, the self-
discrepancy theory by Higgins (1987), and a theory of possible selves by Markus
and Nurius (1986). The L2MSS consists of three components, namely the ideal
L2 self, the ought-to L2 self and the L2 learning experience (Dornyei 2005, 2009).

The three components form a model which can be used to predict language
learning motivation. The ideal L2 self represents how the learners can imagine
themselves as future users of the language or languages learnt, the ought-to L.2
self is the component incorporating external pressures into the theory, such as
input from family members, and the third component, the L2 learning experience
is used to incorporate — as the name suggests — classroom experience and context
(Dornyet, 2005, 2009). The importance of the L2MSS is shown by Boo, Dornyei
and Ryan (2014), who found that between 2005 and 2014 it was by far the most
widely used L2 motivational theory. Al-Hoorie’s (2018) meta-analysis of the
L2MSS further illustrates this point by the fact that even with the strict criteria set
forth for the study, he was able to gather 32 research reports using the theory. The
current study will also use the L2MSS to measure learners’ motivation.

While the growing population of the field of L2 motivation in general (Boo,
Dornyei & Ryan, 2014), and the above-mentioned number of publications using
the theory of the L2MSS suggests that a lot of ground has been covered, still there
are certain contexts which are underrepresented in the literature, and the field is
therefore far from being saturated. For example, in his above-mentioned meta-
analysis, Al-Hoorie (2018) drew the readers’ attention to the age of learners, the
differences between L2 and foreign-language contexts, and the differences
between learners of English and languages other than English, none of which he
was able to examine in his meta-analysis. In a more recent meta-analysis,
Vonkova et al. (2021) show the need for “a greater diversity of social and
linguistic backgrounds, and to include cross-cultural and cross-national studies”
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(p- 9). Lamb (2012) calls attention to similarly underrepresented topics, such as
geographical context and socio-economic factors within L2 motivation research.

However, the current lack of research does not mean that these contexts would
not provide us with useful insight into the way L2 motivation operates. Indeed, as
seen in Indonesia, in the rural context learners might have lower levels of
motivation and fewer resources for learning or interacting with a target language
such as English, and clear differences can be shown in the way the L2MSS
predicts learning effort in metropolitan, provincial, and rural learners (Lamb,
2012). In line with this, the current study concentrates on the research gap based
on geographical differences. While the data used for the current study allows for
the comparison of metropolitan and urban learners only, we aim to point out the
power of context on language learners' motivation and to urge researchers to move
towards bridging even larger gaps. These would include for example rural and
underprivileged learners in areas of Hungary which are less convenient to reach
due to their geographical distance from research institutions, or possible
apprehensiveness regarding outsiders. For this purpose, the following section of
the literature review will provide a brief insight into recent publications on the
topic of rural and underprivileged learners’ L2 motivation around the globe. It is
important to note that within the context of Hungary such focused research is yet
to be conducted.

2.1 Geographical Differences in Motivation Research

The goal of this section of the literature review is to explore current international
trends in L2 motivational research regarding rural and underprivileged learners to
familiarise the reader with the current state of the literature. Three different papers
will be considered: one regarding rural and war-affected learners in Sri Lanka
(Prasangani, 2018), one regarding learners in vulnerable rural schools in
Colombia (Abaunza et al., 2020), and a third regarding rural teachers and learners
in Bangladesh (Faisal & Ali, 2021). The papers will be compared based on the
theoretical background and tools used, the findings related to their own context,
and finally the overall characteristics of the papers themselves.

The three papers, though they all consider motivation at least to a certain extent,
approach second language motivation from different perspectives. Prasangani
(2018) bases the research on Dornyei’s L2MSS but extends upon the framework
to include psychological and social factors, such as attitudes. Abaunza et al.
(2020) focus on demotivation, building the construct based on an exhaustive
literature review of the field to include the characteristics of English classes, any
experiences of failure or difficulty, the course book, inadequate learning
environments, testing concerns, a lack of interest, and the teacher’s personality or
style. Faisal and Ali (2021) only touch upon motivation in their much broader
research and do not define L2 motivation itself.

Interestingly, all three papers are based on quantitative research in the form of
questionnaires, but the number of participants differs greatly. Prasangani (2018)
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administered the questionnaire based on their expanded construct to 918 Sri
Lankan university students but included non-rural and non-war-affected learners
as well. In Colombia, 124 students at a vulnerable school were administered the
questionnaire compiled by the authors, which is a considerably smaller sample
size, but only those from the target population were included. It must be
mentioned here, that of the three, this is the only paper where a pilot study of the
questionnaire is mentioned (Abaunza et al., 2020). Faisal and Ali (2021) created
two different questionnaires, and administered them to 25 students and 10
teachers, a strikingly low number of participants. Though they mention open-
ended questions as part of the questionnaire, these were not analysed in the paper.

Although all three articles are focusing on rural learners in different countries,
there are a handful of issues which appear in each context. The lack of resources,
inadequate or outdated classrooms and materials, inadequate training for teachers
and lack of opportunities are mentioned in each case. In both Colombia and Sri
Lanka learner’s ideal L2 selves are quite strong, as they view English as a way to
move ahead in society, and to escape their low socio-economic status. However,
due to the above-mentioned issues, they find it difficult to reach their ideal selves
(Abaunza et al., 2020; Prasangani, 2018).

At the same time, there are a few context-based differences between the three
countries as well. In Sri Lanka, due to the above-mentioned issues, learners hope
to achieve proficiency in English when they begin their university studies, even
though English is often used as a tool for communication between different ethnic
groups within the country. The author finds that they struggle to gain an academic
level of proficiency in English, and thus they face difficulties in the international
academic community. In the past, learners here have also faced difficulties due to
language-related policies, which restricted their exposure to English (Prasangani,
2018). In Bangladesh, overcrowded classrooms with around 100 students pose
difficulties to both learners and teachers in rural areas, while more privileged
learners are able to attend private schools where English is the language of
instruction (Faisal & Ali, 2021).

While these articles were chosen for their focus on rural learners, they are not
without flaws. From a lack of theoretical background or pilot studies (Prasangani,
2018, Faisal & Ali, 2021) to sometimes very few participants for a quantitative
study (Faisal & Ali, 2021), there is a multitude of issues which could raise
questions in the mind of the readers. The differences raised in the texts, which are
often cited from other sources, based on the historical background of the area or
the personal experience of the authors, are not explored in detail from the point of
view of the learners. The qualitative questionnaires seem to be created with the
preconceived notions of the authors in mind and leave no space for nuance or
individual experiences. It is also important to mention that while each target
population was a group of rural, underprivileged learners, the authors often failed
to draw a comparison between rural and urban or privileged learners, which leaves
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the reader wondering whether these differences are indeed caused by spatial and
financial differences.

Even today it is difficult to find research articles focusing on rural or
underprivileged learners, and a gap still exists in the literature. However, by
looking at the above-mentioned articles, it is once again clear that this
underrepresentation is not due to a lack of differences in these contexts. Even
despite their flaws, the articles clearly show that there are important issues
regarding learners’ motivation in rural areas, and even if the local learners
understand the importance of learning English, they have limited opportunities
for quality language education.

Despite these differences, the articles which do exist, as exemplified above, are
not perfect, and for this reason, there is a need for a more rigorous exploration of
rural and underprivileged learners. It is also important that future researchers take
learners’ individual experiences into account and compile a nuanced description
of the rural L2 motivational landscape by using mixed-method research. A
comparison between rural and urban contexts, as well as privileged and
underprivileged learners, would also be beneficial before experimental studies
could be conducted to bridge these differences wherever possible. However,
perhaps the most important takeaway from this literature review is the following:
however similar the rural contexts might be in each country, they all have their
own special challenges which need to be considered before solutions can be
found.

Based on the above, this current study aims to discover whether such
geographical differences are present within Hungary using pre-existing data
collected by the MTA-ELTE Foreign Language Teaching Research Group. As the
data did not include learners from rural contexts, only the capital city Budapest
and two county seats will be contrasted in the hopes that any differences found in
just these two contexts would urge researchers to map the L2 motivation of
learners in other areas of the country as well. Budapest will be referred to as a
metropolitan area, and county seats will be referred to as urban areas, to avoid the
negative connotations associated with the word provincial, which was used in
Lamb’s study (2012). To achieve the aim of the current study, the below research
questions will be answered:

1) What characterizes participants' level of motivated learning behaviour, ideal

L2 self, ought to L2 self and language learning experiences?

2) How does each component of the L2MMS affect motivated learning

behaviour in the three different regions within Hungary?

3. Methods

From the data collected, four schools were selected for analysis to answer the
research questions in a way that would allow us to include two schools from
Budapest (metropolitan school 1 and metropolitan school 2), and two urban
schools, that is, schools from large cities other than Budapest. These cities are
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both county seats and were chosen so that both the western and the eastern parts
of the country would be represented (western urban school and eastern urban
school). This final dataset included 457 participants, 231 metropolitan learners,
and 226 urban learners, distributed between all four high school grades, who
ranged from 14 to 20 years of age (M = 16.16, SD = 1.28). The western urban
school had 116 participants, while the eastern urban school had 110 participants.

Table 1. Learners’ distribution based on school and grade

western urban  eastern urban  metropolitan 1  metropolitan 2 all

unknown - - - 23 23
9th 44 45 31 32 152
10th 45 12 52 19 128

11th 0 45 49 3 97

12th 27 8 0 22 57
all 116 110 132 99 457

The data was originally collected using a quantitative questionnaire consisting
of five-point Likert-scale items. To conduct the above analysis, four scales were
used as follows:

1. Students’ motivated learning behaviour defined as the intended effort to

invest in learning English.

Five items, Cronbach’s alpha = .823

Sample item: I can safely say, that I do everything in my power to learn
English well. [Bdtran mondhatom, hogy mindent megteszek azert, hogy
nagyon jol megtanuljak angolul.|

2. Students’ ideal L2 self defined as their future self-image as English

speakers.
Five items, Cronbach’s alpha = .853
Sample item: I think speaking English would help my future career greatly.
[Szerintem az angol nyelvtudds nagyban segitené jovobeli palyafutasomat.)
3. Students’ ought-to L2 self defined as external expectations regarding
English learning as interpreted by the student.
Eight items, Cronbach’s alpha = .668
Sample item: Nobody cares about whether I am learning English or not.
[Senki sem torddik azzal, hogy tanulok angolul vagy sem. |
4. Students’ L2 learning experience defined as the students’ feelings towards
English classes.
Five items, Cronbach’s alpha = .908
Sample item: I have good experiences regarding English class. [Jo
elményeim vannak az angoloraval kapcsolatban.]
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The above data was analysed using IBM’s Statistical Package for the Social
Sciences (SPSS) by descriptive and inferential (multiple linear regression)
analysis. The test was run for all four schools using motivated learning behaviour
as the dependent variable, and the three components of the L2ZMSS as independent

variables. The results of these tests are described below.

4. Results

The questionnaire results of the above variables measured on a 5-point Likert
scale are presented in Table 2 below. Prior to the multiple linear regression
analysis, the groups were compared based on the above four scales using one-way
ANOVA, which revealed a statistically significant difference among the groups
in all four cases. The results of the ANOVA are presented in Table 3.

Table 2. Questionnaire Results

Min Max M SD

Learning Experience 1.40 5.00 4.09 .84

Ought-to L2 Self 1.00 5.00 391 13

Ideal L2 Self 1.00 5.00 4.54 .65

Motivated Learning 1.00 5.00 3.95 7
Behaviour

Table 3. Results of the one-way ANOVA

F p
Learning Experience (3,453) 15.99 .011
Ought-to L2 Self (3,453)3.78 <.001
Ideal L2 Self (3,453) 3.79 .010
Motivated Learning (3,453) 6.512 <.001

Behaviour

Multiple linear regression analysis was used to test if the learning experience,
the ought-to L2 self and the ideal L2 self significantly predicted the motivated
learning behaviour. The result of each regression analysis is presented in Tables
4-7, where statistically significant results are marked in bold. The analysis of the

results is described in the discussion section of this study.

Table 4. Metropolitan School 1

p p
Learning Experience .002 .983
Ought-to L2 Self .081 348
Ideal L2 Self 391 <.001
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The first metropolitan school had 132 students in the sample. The overall
regression was statistically significant (R? = .181, F (3,128) = 9.4, p < .001),
however, the explanatory power of the model was weak. As seen in Table 4, in
this school it was only the ideal L2 self that significantly predicted motivated
learning behaviour (f =.391, p <.001). The results for the L2 learning experience
and the ought-to L2 self were not statistically significant.

Table 5. Metropolitan School 2

p p
Learning Experience .083 .296
Ought-to L2 Self .166 .296
Ideal L2 Self 543 <.001

The second metropolitan school had 99 participants. Similarly, the overall
regression result was statistically significant (R?= .409, F = 21.9, p < .001), and
the explanatory power of the model was moderate. Table 5 details the results of
the test. In the case of the students at metropolitan school 2, it was once again only
the ideal L2 self that could significantly predict the motivated learning behaviour
(B=.543, p <.001), similarly to the students in metropolitan school 1. However,
while in the case of school 1 only a weak effect was measured, the beta value of
school 2 signals a moderate effect.

Table 6. Western Urban School

B p
Learning Experience 428 <.001
Ought-to L2 Self .042 .618
Ideal L2 Self 446 <.001

The western urban school’s results also show a statistically significant overall
regression (R?=.567, F (3,112) = 48.82, p < .001), while the explanatory power
of the model is moderate. In contrast to the two metropolitan schools, it was only
the ought-to L2 self that could not significantly predict motivated learning
behaviour (p = .618) among the students, while both the learning experience ( =
428, p < .001) and the ideal L2 self (B = .446, p < .001) had a statistically
significant effect on motivated learning behaviour.

Table 7. Eastern Urban School

p p
Learning Experience 440 <.001
Ought-to L2 Self -.030 703
Ideal L2 Self 466 <.001
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In the case of the eastern urban school, the overall regression was once again
statistically significant (R?= .558, F (3,106) = 44.53, p < .001). Similarly to the
western urban school, both the learning experience (B= .440, p < .001) and the
ideal L2 self (B =.466, p <.001) had a significant moderate effect on the students’
motivated learning behaviour.

S. Discussion

The above results show a clear difference between the urban and metropolitan
areas within Hungary. While in the case of the students from the two metropolitan
schools only the ideal L2 self had a statistically significant effect on motivated
learning behaviour, in the two urban schools the language learning experience
could also significantly contribute. This result contrasts with Lamb’s study in
Indonesia (2012), where he found the L2 learning experience to be a significant
predictor of learning effort in all contexts, while the ideal L2 self was mostly
effective in the metropolitan area. The Indonesian context is reflected in the
results of this study (Lamb, 2012) in that none of the schools had the ought-to L2
self contribute significantly to the students’ motivated learning behaviour. While
this study has some clear limitations outlined below, the measured differences do
provide some valuable insight into the context-related differences in language
learning motivation and the L2ZMSS.

One of the main takeaways lies in the importance of context when discussing
motivation research. Even in such a small sample, with data collected for a
different aim completely, there is a clear line between metropolitan schools, that
is, schools in Budapest, and urban schools in different parts of Hungary. This
further exemplifies the importance of considering the context whenever language
learning motivation is discussed, be it for research or teaching purposes. Though
individual differences are often talked about within the field, it is important to
note that context, as seen in this study, can have a considerable effect on students’
motivational profiles, and therefore they need to be motivated differently.

The results have also outlined the importance of the ideal L2 self component of
the L2ZMSS. As the ideal L2 self was the strongest predictor of motivated learning
behaviour, that is, it was the only component that had a significant effect it in all
four schools, educators should consider building a learning environment where
this self can be further enhanced or reinforced.

While it would be difficult to call into question the importance of context in L2
motivation research, it is important to note that this study is not without
limitations. The data used for analysis was collected for a purpose different from
the aim of this current study, and thus throughout the development of the relevant
instruments contrasting geographical contexts were not considered. The sample is
also small when considering the number of schools; only two urban schools were
measured, and only two schools were chosen from the capital city. Therefore, it
1s possible that the results are not representative of the whole country. Lastly,
while geographical contexts were discussed, it is of utmost importance to note
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that no rural areas were represented in the data, which is where Lamb (2012)
found stark differences.

With such limitations, there is a plethora of future research opportunities in
examining the effects of geographical context on L2 motivation within Hungary.
First, rural learners should also be contrasted to broaden the target population of
such research efforts. It should also be established whether other contextual
factors, such as the school environment, or more nuanced placement, such as
location within the city itself influenced the results. Additionally, more research
is needed to discover why the ought to L2 self could not significantly predict
motivated learning behaviour, and to discover whether the differences were due
to a direct or indirect effect. Finally, further studies should aim at discovering the
nuances of the context-based differences across geographical areas within the
country. Furthermore, to broaden the perspective of such efforts, related studies
should be conducted in other countries to examine similar contextual aspects of
L2 motivation.

6. Conclusion

The current study aimed to examine the differences and similarities between
distinct geographical areas of Hungary based on how the three components of the
L2MSS predict motivated learning behaviour. The results show that the urban
schools (county seats) and the metropolitan schools (capital city) are clearly
distinct. In the case of the latter, only the ideal L2 self could significantly predict
motivated learning behaviour, while in the county seats both the ideal L2 self and
the learning experience were indeed predictors.

While this study was only able to examine the differences between urban and
metropolitan contexts, the results suggest that geographical areas do differ in the
way learners are motivated. In light of the studies mentioned in the above
literature review, where rural learners were considered and, in each case,
contextual factors affecting motivation were found, one could clearly see the need
for research into rural learners within Hungary, to map the contextual differences
affecting learners’ motivation. This information would be key in ensuring that
students across the country can receive the help they need considering their own
motivational character, to ensure that learners have successful and pleasant
language learning experiences across Hungary.

To conclude the above, the authors hope that readers of this study feel
empowered to step outside their comfort zones when it comes to choosing the
target population for their next research endeavour so that we can work together
on filling the gaps in the field of motivation research. This is for the sake of those
learners, who most often fall outside the zone of convenience — or convenient —
sampling and are therefore not represented in the results of existing studies. As a
final note, we must emphasise that while geographical differences were the focus
of the present analysis, there are other contextual factors which could affect
learners’ L2 motivation, some of which were presented in the literature review
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above, and discovering the effects of these factors should also be pursued in future
research efforts. To sum up, though L2 motivation is a popular and highly
researched field, there is still a lot of ground to be covered by those willing to take
on the challenge.
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Szlovakiai magyar tanulok nyelvtandraval kapcsolatos véleménye

Students' attitudes towards Hungarian as a mother tongue lessons in Slovakia

The purpose of this study is to investigate the attitudes of students in Slovakia towards Hungarian as
a mother tongue lessons. The questionnaire was completed by 200 students from three secondary
grammar school with Hungarian as the language of instruction between 2020 and 2022. The results show
that students do not have a negative, but rather a neutral relationship towards Hungarian as a mother
tongue lesson, which were mainly described as 'important' and 'difficult'. In addition, it was also found
that respondents consider the knowledge they learn in Hungarian as a mother tongue lessons to be useful
primarily because they believe that it contributes to the acquisition of the 'correct' use of the language
and also helps them to develop their orthographic competence. Students’ self-reported feedback showed
that their perception of language is shaped by a traditional, prescriptive view of language: the relativity
of the notion of 'correctness' and the importance of adaptation to the language register or the speech
situation are only rarely mentioned.

Keywords: Hungarian as a mother tongue lesson in Slovakia, secondary grammar school with
Hungarian as the language of instruction, questionnaire, attitude research, prescriptive linguistics.

1. Bevezetés

A pedagogiai €s oktatasnyelvészeti kutatasok a kétezres évek elejétdl kezdddden
egyre nagyobb figyelmet forditanak a tanuldi teljesitményt befolyasolod affektiv
tényezOk vizsgalatara, melyek korében kiemelkedd szerepet tolt be a diakok
kiilonféle tantargyak iranti attitidje (Jozsa, 2002: 239). Attitlidkutatasokat
legeldszor a szocialpszichologia €s a személyiség-lélektan tudomanyteriiletein
végeztek. Az attitlid mint fogalom egyik legelterjedtebb meghatarozasa Allport
(1935: 810) nevehez flizddik, aki szerint ,,az attitlid tapasztalat révén szervezddott
mentalis és idegi készenléti allapot, amely irdnyitd vagy dinamikus hatast
gyakorol az egyén reagaldsara mindazon targyak ¢&s helyzetek iranyaban,
amelyekre az attitlid vonatkozik”. A 20. szazad soran szamos, eltérd szempontot
alkalmaz¢ attitidmeghatarozas jott 1étre. Jelen tanulmanyban egy, a kétezres évek
legelején megfogalmazott, magyar vonatkozast, oktatasnyelvészeti hatterii
attitild-definiciobol indulok ki, miszerint az attitiid altalanos beallitodast,
valamilyen cselekvésre vald készenlétet jelent (Csapo, 2000: 344).
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Mivel a tanulmany célja, hogy szlovékiai magyar kozépiskolas tanuldk
nyelvtan iranti attitlidjét mérje fel, meg kell hataroznunk a tantargyi attitiid
fogalmat is. Ehhez a Csap6 (2000: 344) altal kidolgozott definicidbol indulok ki,
miszerint a tantargyi attitidot a tantarggyal kapcsolatos altalanos beallitodasként,
illetve annak tanuldsara vald készenlétként értelmezhetjiik. A tantargyi
attitidvizsgalatok eldénye, hogy ramutatnak az egyes tantargyak oktatasaban
tapasztalhatd pedagogiai-modszertani kultara aktualis szinvonalara, s rendszeres
mérésiikkel a kozoktatds terén bevezetett reformok (példaul pedagogiai
dokumentumok, taneszk6zok, tankonyvek) sikerességérdl is szadmot adnak. Az
attitidot attitidskalakkal mérik, ilyenek példaul a Likert-féle, a Guttman-féle, a
Thurstone-féle vagy az Osgood-féle skalak.! A tantargyi attitlidokre vonatkozo
kutatasokban leggyakrabban a Likert-skalat alkalmazzak (vo. McPherson &
O’Neill, 2010: 101-137; Seog et al., 2011: 89—104).

1.1. A nyelvtanorak helyzete a korabbi tantargyi attitiidvizsgalatok
tilkkrében

Magyarorszagon a hetvenes évek oOta végeznek tantargyi attitidvizsgalatokat,
melyek koziil jelen alfejezetben néhanyat — a teljesség igénye nélkiil — részletesen
is bemutatok, kiillonds figyelmet forditva a nyelvtanérdk helyzetének
ismertetésére.

Az egyik legelso attitlidmérés Ballér (1973: 644—-657) nevéhez flizédik, aki
rdmutatott arra, hogy az akkori 14 éves korosztdly a nyelvtan tantargynal csupan
az orosz nyelvet kedvelte kevésbé. Egy késObbi, 1995-ben Csapo6 altal elvégzett
kutatas, mely szegedi 7. és 11. évfolyamos tanulok korében az iskolai tudas
kiilonb6z6 komponenseinek szervezOdését vizsgalta, hattérvaltozoként a
tantargyi attitlidoket is felmeérte. A kérddiv eredményeibdl egyrészt kideriilt, hogy
mindkeét emlitett ¢€letkorban a legkevésbé kedvelt tantargyak csoportjahoz
a fizika, a kémia €s anyelvtan tartozik; masrészt, hogy a nyelvtan pozicioja
csekély mértékben ugyan, de a kozépiskolai évekre javul (Csapod, 2002: 57). A
szegedi vizsgalatot Csapd ¢€s munkatarsai 1997 és 2000 kozott, orszagos

1A felsorolt skalak roviden a kovetkezéképp jellemezhetdk. A Likert-skala esetében a vélaszadoknak azt kell
megjeldlniiik, hogy egy-egy feltiintetett allitassal milyen mértékben értenek egyet. Ehhez leggyakrabban 6t- vagy
hétfokozatu skala all rendelkezésiikre, melynek egyik végpontjat a ,teljesen egyetértek”, masik végpontjat pedig
az ,egyaltalan nem értek egyet” lehetdség alkotja. Az egyes kategoriakat egységesen pontozzak, példaul az 6tfoku
skala esetében 1-t6l 5-ig terjedd pontszamokkal. A Guttman-skala lényege, hogy a valaszaddknak olyan
egymondatos allitdsok sorozatat kinaljak fel, melyekre binaris (példaul: igen-nem) ugyanakkor eltérd értékkel
ellatott (példaul: 0-1) valaszok adhatok. Az egymads utani kérdések fokozatosan emelkedd, illetve csokkend jellegii
moddosulasa azt fejezi ki, hogy az adatkdzlé mennyire erdsen all ki a véleménye mellett. Ha a véalaszadonak a
skalan elért 6sszpontszama 0, akkor az arra utal, hogy az illet6 egyik allitdst sem tudja elfogadni. A Thurstone-
skala alatt ebben az esetben az egyenldnek latszo intervallumok modszerét értem, mely soran a megkérdezetteknek
az a feladatuk, hogy kifejezzék, egyetértenek-e vagy sem a felsorakoztatott kijelentésekkel. Az Osgood-féle
szemantikus differencialskala egy hétfokozatu értékeld skala, melynek két végén ellentétes értelmii melléknevek
allnak (példaul tisztességes-tisztességtelen). A valaszadoknak a hét fokozat koziil azt kell megjeldlniiik, amely a
vizsgalati targgyal kapcsolatos vélekedésiiket legjobban kifejezi (v6. Rozsa, 2006: 67-90).
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reprezentativ mintadn is megismételték. Az adatkozldk ezattal 5., 7., 9. és 11.
¢vfolyamos tanuldk voltak, akiknek valaszai arrol taniskodtak, hogy az iskolaban
eltoltott évek szamanak novekedésével a didkok viszonya a nyelvtannal (és mas
tantargyakkal) szemben (is) romlik: mig az 5. évfolyamos tanulok nyelvtanhoz
kapcsolodo atlagattitiidje 3,4 volt, addig a 11. évfolyamosok esetében ez a szam
3,06-ra csokkent. A kozépiskola végére a nyelvtan — a matematikéaval, a kémiéaval
¢s a fizikéval egyetemben — Gjfent a legkevésbé népszerli tantargyak koz¢ keriilt
(Csapo, 2000: 348-351). Egy 1999-ben Baranya megyében lezajlo felmérés a 7.
¢s 11. évfolyamos tanuldk tantdrgyakkal kapcsolatos attitlidjét a korabbi,
egydimenzids vizsgalati eljaras helyett nyolc ellentétparbol (példaul: valtozatos-
egyhangu, fontos-felesleges, érdekes-unalmas stb.) allo és otfoka skalaval
rendelkez0 mérdlap segitségével Aallapitotta meg. Az igy Osszegylijtott
eredmények nemcsak arra vilagitottak ra, hogy a nyelvtan mindkét vizsgalt
¢vfolyamon — a fizikaval, az énekkel, illetve a kémidval egyiitt — a népszeriiségi
rangsor végeén foglal helyet (Kocsis, 2000: 3—4), de arra 1s, hogy ennek ellenére
mind az 4ltaldnos, mind a kozépiskolasok elismerik a tantdrgy fontossagat és
hasznos mivoltat (Takacs, 2001: 304-316). Az el6z6 kutatdsoktdl Csikos 2011-
ben Csongrad megyei 7. osztalyos tanuldk korében végzett attitlidvizsgalata
abban tért el, hogy a didkok altal leginkabb és legkevésbé kedvelt tantargyak feldl
nyilt végl kerdésekkel érdeklodott. A felmeérés arrol tantiskodott, hogy a nyelvtant
legkedvesebb tantargynak a valaszadok 1,6%-a, legkevésbé kedvelt tantargynak
pedig a diakok 5%-a nevezte. Megjegyzeést érdemel, hogy ebben a felmérésben a
nyelvtant népszeriitlenség tekintetében a foldrajz, a matematika, a fizika és a
kémia is megeldzte, tehat a korabbi vizsgalatokhoz képest a ranglista kedvezObb
helyén foglalt helyet (Csikos, 2012: 3—12).

Szlovékiai magyar vonatkozasban arra az irasra hivatkozhatunk, mely a
szlovdk oktatasiigyi minisztérium héttérintézményeként miikodd Allami
Pedagdgiai Intézet altal 2007-ben Osszegytijtott adatokat mutatja be. Ez a
vizsgalat azonban nem a nyelvtan, hanem komplex mddon a magyar nyelv és
irodalom mint tantargy kozkedveltségeérdl szolgaltatott kdzelebbi adatokat. Az
eredményekbdl az deriilt ki, hogy az adatkozlok 66,3%-a a magyar nyelv €s
irodalom targyhoz fliz6d6 viszonya kifejezésekor a ,,nagyon szeretem”, vagy a
»szeretem” opcid mellett dontott, valamint hogy a szoban forgd tantargy a
kozépiskolasok korében népszerlibb, mint az altalanos iskoldsok korében (Simon,
2015: 51-62).

1.2. A szlovakiai magyar kozépiskolai anyanyelvoktatas nyelvszemlélete
A szlovakiai magyar tannyelvli kozépiskoldkban a magyar mint anyanyelv
oktatasat és az oktatasban hasznalt magyarnyelv-tankonyveket évtizedekig szinte
kizarolag a strukturalista nyelvszemlélet jellemezte. Valtozast napjainkig és
egyediiliként a szlovédkiai magyar tannyelvii gimnaziumok és szakkozépiskolak
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els6 osztilya szamara késziilt, 2009-ben megjelent magyarnyelv-tankonyv?
hozott, melyben a szociolingvisztikai nyelvszemlélet kozvetitésével 6sszhangban
a kétnyelviiség, a tobbségi-kisebbségi nyelvhasznalat kérdéskore, a szlovak—
magyar terminusok egyeztetése, valamint a Kkontrasztiv szemléletmod
alkalmazésa szisztematikusan megjelenik (v6. Kugler, 2014: 120). A szlovékiai
magyar kozépiskolak magyarnyelv-tankonyveinek nyelvszemléleti
korszeriisitése azonban politikai okok miatt az els6 osztalyos anyanyelvtankdnyv
kiadasat kovetden félbeszakadt: a 2011-es kormdanyvaltds utdn a szlovak
oktatasiigyi minisztérium élére 0j tarcavezetd keriilt, aki j tankonyvpalyazatot
hirdetett. Ennek eredményeként a masodik, harmadik és negyedik osztaly
tankonyveit® mas szerzOk készitették el. S jollehet a vonatkozé héarom
magyarnyelv-tankonyvnek az elsOs anyanyelvtankonyv folytatasanak kellett
volna lennie, a gyakorlatban mégis a strukturalista szemlélet érvényesiil benniik
(Misad, 2015: 74-75).

2. A kutatas célja és hipotézisei
Jelen kutatds c€lja — az 1.1. fejezetben ismertetett attitidvizsgalatokkal
ellentétben — nem a szlovakiai magyar kozépiskoldkban oktatott tantargyak
népszerliségi  rangsoranak  megallapitdsa, hanem szlovdkiai magyar
kozépiskoldsok nyelvtanorakhoz fliz6do attitlidjének tobb szempontbol valo
feltérképezése. A vizsgalatban azokra a kérdésekre keresem a valaszt, hogy a
tanuldkat: 1) milyen jellegili attitiid flizi a nyelvtanordkhoz; 2) milyen jelzékkel
jellemzik azokat; illetve 3) milyen mértékben €s miért tartjdk hasznosnak a
nyelvtanoran elsajatithat6 ismereteket.

A vizsgalat soran az aldbbi hipotézisek bizonyitasara, illetve elvetésére
vallalkozom:

H1: A tanulok a nyelvtanorakat kevésbé kedvelik.

H2: A tanulok a nyelvtanorakat inkdbb negativabb toltetll jelzokkel értékelik.

H3: A tanuldk a nyelvtanérakon elhangz6 nyelvtani tananyagot kevésbé tartjak
hasznosnak.

2 Misad Katalin, Simon Szabolcs & Szabomihaly Gizella (2009). Magyar nyelv a gimndzium és a szakkézépiskoldk
1. osztalya szamara. Bratislava: Slovenské pedagogické nakladatel'stvo.

3 Uzonyi Kiss Judit & Csicsay Kéroly (2012a). Magyar nyelv. Tankényv a gimnaziumok és a szakkdzépiskoldk 2.
osztalya szamara. Pozsony: Terra Kiado.
Uzonyi Kiss Judit & Csicsay Karoly (2012b). Magyar nyelv. Tankonyv a gimnaziumok és a szakkozépiskolak 3.
osztalya szamara. Pozsony: Terra Kiado.
Uzonyi Kiss Judit & Csicsay Karoly (2012c). Magyar nyelv. Tankényv a gimnaziumok és a szakkozépiskolaik 4.
osztalya szamara. Pozsony: Terra Kiado.
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3. Modszertan

A szlovéakiai magyar kézépiskolai tanulok nyelvtanordkhoz fiiz6d6 attitidjének
kozelebbi meghatarozasdhoz harom szlovakiai magyar tannyelvii kdzépiskola
kétszaz diakjatol gylijtottem adatokat.

A kutatasi helysziniil szolgal6 iskoldkkal szemben két kdvetelményt allitottam
fel. Egyrészt annak érdekében, hogy az eredmények az orszag kiilonbozo részeirdl
szarmazo tanuldk véleményét egyarant tiikr6zzék, a vizsgélatra kivalasztott
kozépiskolaknak eltérd foldrajzi kornyezetben kellett elhelyezkedniiik. Masrészt,
mivel a szlovakiai magyar tannyelvii (és magyarorszagi) iskoldkban (is) valtozo
a nyelvtanorak megtartasanak gyakorisaga, — egyes oktatasi intézményekben heti
rendszerességgel sort keritenek rajuk, masokban vagy tombdsitett formaban
(tehat egy-egy terjedelmesebb irodalmi témakor lezardsa utan, a leird
tananyagokra 0sszpontositva), vagy nagyon ritkan, illetve egyaltalan nem tartjak
meg Oket — ezeért a kutatasba bevont kozépiskolakat mas-mas grammatikatanitasi
szemlélet is kellett, hogy jellemezze (v0. Antalné Szabo, 2002: 148—152; Kiss,
2010: 24; Laczko, 2015: 24; Lanstyak, 2011: 16; Minya, 2018: 257; Misad, 2011:
498, 2013: 46).

A 2020 ¢és 2022 kozott megvaldsitott vizsgdlatba bevont oktatasi
intézményeket, a konnyebb attekinthetdség érdekében, kodokkal lattam el: a
Nyugat-Szlovakiaban miikodé kozépiskoldhoz a NySz azonositdt, a Kozép-
Szlovakidban 1évd oktatasi intézményhez a Ko6Sz kodot, a kelet-szlovakiai
kozépiskoldhoz pedig a KeSz azonositét rendeltem. A tanulmény tovabbi
részeében a kozépiskolakra vald hivatkozashoz ezeket a kodokat alkalmazom.

A NySz oktatasi intézményben rendszeresen, heti egy alkalommal, a K6Sz
kozépiskolaban tombdositett formaban, a KeSz oktatasi intézményben pedig a
felmérés idején csupan a masodik €s a negyedik évfolyamon kéthetente egy
alkalommal keriilt sor nyelvtandrdkra. Ez utobbi oka az, hogy a KeSz
kozépiskolaban a magyar nyelv ¢és irodalom tantargyat négy évtizeden keresztiil
ugyanaz a pedagdgus oktatta, aki csupan a negyedik osztalyos tanuldk szamara
tartott kéthetente egyszer nyelvtanorat, elsdsorban a kozelgd érettségi vizsgara
valo tekintettel. A 2019/2020-as tanévben a KeSz kozépiskola vezetdsége az
akkori els6 évfolyamos tanulok magyar nyelv és irodalom oktatdsaval egy masik
pedagogust bizott meg, aki szakitva az iskolaban addig uralkodé nyelvtanoktatési
szemlélettel ugy dontott, hogy az 4ltala tanitott osztdlyban kéthetente egy
alkalommal mindenképp sort kerit nyelvtandrara is. Ezzel magyardzhato, hogy
jelen vizsgalat megvalositasakor, a 2020/2021-es tanév elején, a KeSz
kozépiskolaban csak a masodikos ¢és a negyedikes tanulok részesiiltek
nyelvtanoktatasban.

Az egyes iskoldk tanuldinak nyelvtanorakkal kapcsolatos attitiidjét, illetve
véleményét egy anonim, Onkitoltds kérddiv segitségével mértem fel. Az
adatgytlijtést mindharom helyszinen személyesen végeztem el. Azért dontottem a
kérddives adatfelvétel mellett, mert ez a modszer rovid id6 alatt nagyobb
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mennyiségll statisztikai adatot biztosit €s lehetdévé teszi az elvégzett vizsgalat
egyszerll megismétlését, illetve ellendrzését is (vo. Chambers, 1994: 36; Babbie,
2001: 276). A valaszok elemzésekor figyelembe kell venniink, hogy a didkok
megfelelési kényszere az iskolai kornyezet és a kérddiv kitoltésének ténye miatt
feltehetdleg nagyobb volt, vagyis az adatkozlOk egy része a terepmunkas altaluk
feltételezett elvarasaival Osszhangban véalaszolhatott, mely oknal fogva az
osszeredmények pozitivabb képet mutathatnak, mint amilyen az a valosagban (vo.
McKinney & Swann, 2001: 35-53).

A kérddiv bevezetd részében az adatkozldkkel kapcesolatos hattérinformaciok
feldl érdekldédtem; mig érdemi részében Likert-skalan alapulo, feleletvalasztos é€s
nyilt tipusu kérdéseket helyeztem el. A kérddivben alkalmazott Likert-skala
otfoku volt: az (1), vagyis a legalacsonyabb fokozat a legkedvezObb, az (5), vagyis
a legmagasabb fokozat pedig a legkedvezdtlenebb mindsitést jelentette; a
mindsitésekhez rendelt pontszamok a szlovak kozoktatasban a tanulok
értékelésére alkalmazott érdemjegyekre reflektaltak, melynek keretében az egyes
a legjobb, az 6tos pedig a legrosszabb osztalyzatnak szamit.

Mig a skalas értékeld és feleletvalasztasos kérdésekre érkezett valaszokat a
Microsoft Excel 2016 Professional Plus és az IBM SPSS Statistics program
segitségével dolgoztam fel, addig a nyitott tipust kérdésekre megfogalmazott
tanuloi visszajelzések elemzését mechanikusan végeztem el, melynek sordn a
kérdéivekben megjelend tipikus valaszokat eldbb beazonositottam, majd
csoportokba sorolva értelmeztem.

Az 0sszegyljtott adatok kapcsan fontos kiemelniink, hogy mivel a felmérést
nem reprezentativ mintan végeztem, ezért minden késObbi megallapitasomat és
kovetkeztetésemet  csak  a kutatdsban  részt vevd  konkrét mintdra
vonatkoztathatjuk, azaz nem altaldnosithatjuk.

4. Eredmények

A vizsgalat keretében megkérdezett kétszaz adatkozld oktatdsi intézmény,
¢vfolyam €s nem szerinti megoszlasat az 1. tablazat mutatja, mely alapjan: a) a
legtobb tanuld a K6Sz kozépiskolabol keriilt ki; b) a kitoltdk korében az elsod
¢vfolyam didkjai képviseltetik magukat a legnagyobb ardnyban; c) tobb a lany,
mint a fit adatk6z16. A NySz kézépiskola negyedik évfolyamos tanuloi —az iskola
vezetOségeének kérésére, a kozelgo érettségi vizsga miatt — nem ve(he)ttek részt a
vizsgalatban.
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1. tablazat. A kutatasban részt vevo tanulok évfolyam és nem szerinti megoszlasa oktatasi

intézményenként
Az oktatasi A tanulék osztily szerinti =~ A tanulék nem szerinti A résztvevo
intézmény kodja megoszlasa megoszlasa tanulok szama
1. 2. 3. 4. lanyok fiuk
NySz 29 20 11 0 41 19 60
Ko6Sz 23 19 18 14 36 38 74
KeSz 19 9 18 20 37 29 66
Osszesen 71 48 47 34 114 86 200

NySz: nyugat-szlovakiai; K6Sz: kozép-szlovakiai; KeSz: kelet-szlovakiai

A tanuldk nyelvtanoraval kapcsolatos attitlidjét a kérddiv elsO, Likert-skalan
alapulo kérdése vizsgalta, mely afel6l érdeklodott: ,,Mennyire kedveled a
nyelvtanérakat?” A didkok meggy6zOodésiiket a skalan elhelyezett o6t
valaszlehetdség egyikének megjeloléseével fejezhették ki: (1) nagyon kedvelem,
(2) kedvelem, (3) kozombdos, (4) nem kedvelem, (5) egyaltalan nem kedvelem. A
paratlan szdmu, azaz kozépsod értékkel rendelkezd Likert-skala lehetdvé tette,
hogy a tanuldk a nyelvtanhoz fiz6d6 semleges viszonyukat is kifejezhessék (vo.
Zerényi, 2016: 470-478).

A 2. tablazatban ko6zolt valaszok alapjan megaéllapithatjuk, hogy a didkok
nyelvtanoraval kapcsolatos attitidjének atlaga 2,68, mely a ,kedvelem” ¢€s a
,,k0zO0mbos” opciok kozott helyezkedik el, kozelebb az utdbbi fokozathoz. Az
attitidatlagok iskolak szerinti attekintése azt mutatja, hogy a nyelvtanorak
legkevesbé a NySz kozépiskola tanuldinak korében, €s leginkabb a KeSz oktatasi
intézmény adatkozldinek korében népszeriiek. Vagyis azok a tanulok kedvelik
leginkabb a nyelvtanorakat, akik ritkan, vagy egyaltalan nem vesznek részt rajtuk,
¢s azok legkevésbe, akik rendszeres nyelvtanoktatasban részesiilnek.

2. tablazat. A nyelvtannal kapcsolatos attitiid atlaga és szorasa oktatasi intézmények szerint

Az oktatasi intézmény kédja Atlag Szoéras
NySz 2,86 0,84
Ko6Sz 2,6 1,27
KeSz 2,59 0,99
Attitiidatlag 2,68 1,2
(NySz+Ko6Sz+KSz)

NySz: nyugat-szlovakiai; K6Sz: kozép-szlovakiai; KeSz: kelet-szlovakiai

A 3. tdblazat a nyelvtanorahoz kapcsolodo tanuldi attitlidok atlagat €s szorasat
biologiai nem szerinti bontasban ismerteti, mely alapjan nyilvanvald, hogy
a lanyokat mindharom kozépiskolaban  pozitivabb  viszony flizi a
nyelvtanordkhoz, mint a fiukat, akiknek a hozzdallasa inkdbb k6zombdosnek
nevezhetd. Megallapithatjuk tovabba, hogy a nyelvtant leginkdbb a KeSz oktatasi
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intézmény lany adatkozloi, s legkevésbé a NySz kozépiskola fia vélaszadoi
kedvelik. Ha az 0sszes tanul6 valaszat Khi-négyzet probanak vetjiik ala, akkor p
< 0,05, tehat a bioldgiai nem €s a nyelvtannal szembeni attitlid kozott szignifikéns
Osszefiiggés all fenn. Mivel azonban a Cramer-féle egyiitthatd értéke minddssze
0,216, ezért a két valtozo kozotti kapesolat gyenge.

3. tablazat. A nyelvtannal kapcsolatos attitlid biologiai nem szerinti atlaga és szorasa oktatasi
intézmények szerint

Az oktatasi . .
intézmény kédja nem atlag Szoras
NS e st 098
Kose iy % o
Kest g 9 27
Attittidatlag iflfl‘lf"k ;g ??i

NySz: nyugat-szlovékiai; K6Sz: kozép-szlovakiai; KeSz: kelet-szlovakiai

A masodik  kérdésben (Melyik jelzovel jellemeznéd leginkabb a
nyelvtanordkat?) arra kértem a valaszadokat, hogy sajat tapasztalataikbol
kiindulva dontsék el, a felsorolt jelzok (unalmas, bonyolult, felesleges, logikus,
izgalmas, egyszert, fontos) koziil melyik illik leginkdbb a nyelvtandrdkra. A
kérdés tipusat tekintve nyilt feleletvalasztasos volt, vagyis a tanulok tobb
lehetdséget is megjelolhettek valaszként. Lengyelné Molnar (2013: 89-90) szerint
e kerdéstipus eldnye, hogy olyan opciokat is felkinal, melyek a kitoltokben
esetleg nem meriilnének fel.

A kétszaz tanulotol Osszesen 428 jelolés érkezett, tehat egy kérddiven egy
valaszad6 atlagosan 2,14 jelz6t karikazott be. A beérkezett visszajelzések
szé4zalékos aranyat az 1. abra szemlélteti. Ebbdl kiindulva a tanuldk elsdsorban a
,,fontos” (68%), masodsorban a ,,bonyolult” (60%) jelz6 alkalmazasaval jellemzik
nyelvtanoraikat, mig harmadik helyen, mintegy husz sz4zalékkal lemaradva, az
»zgalmas” (40,1%) jelzot valasztjak. Az eredmények iskoldk szerinti megoszlasa
ugyanakkor azt tiikkr6zi, hogy a nyelvtandrakat mind a K6Sz, mind pedig a KeSz
kozépiskola tanuloi elsdsorban a ,,fontos” jelzdvel illetik, melyet a K6Sz oktatasi
intézmény didkjainak korében a ,,bonyolult”, a KeSz kozépiskola tanuldinak
korében az ,egyszerli” jelzd kovet. Ezzel ellentétben az olyan negativ(abb)
jelentéstartalommal bird jelzOket, mint az ,unalmas”, ,bonyolult” vagy
,felesleges” legnagyobb aranyban a rendszeres nyelvtanoktatasban részesiilo
NySz kozépiskola tanuloi valasztjadk. Megjegyzést érdemel, hogy mindharom
oktatasi intézmény adatk6z161 a legkisebb mértékben utalnak a nyelvtanorékra a
,felesleges” jelzdvel.
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1. abra. A nyelvtanorakat leginkdbb meghatarozo jelzok oktatasi intézmények szerint (%)
(n=200)

unalmas bonyolult felesleges izgalmas loglkus egyszerli  fontos egyéb

40
35
30
25
20
1
1

S L O W

ENySz 18,5 23,8 19,5 13,2 0
mKo6Sz 5,88 20,9 4,5 11,1 13,7 7,8 33,9 1,96
KeSz 139 15,4 71,3 9,5 9,5 16,1 27,9 0

ENySz mKo6Sz @ KeSz

NySz: nyugat-szlovakiai; K6Sz: kozép-szlovakiai; KeSz: kelet-szlovakiai

Ahogy az 1. é4bra is mutatja, az ,egyéb” lehetdséget hosszabb valasz
megfogalmazasara csupadn a Ko6Sz kozépiskola hdrom tanuldja hasznélja fel.
Egyikiik a ,felesleges” és a ,,fontos” jelzé melletti dontését bdviti ki az 1.
1dézetben 1év6 valasszal:

(1) Felesleges tulsagosan részletesen venni [a nyelvtant], viszont fontos, hogy
helyesen beszéljiink és irjunk. Nemcsak az alapjan mondunk/irunk valamit,
hogy hogy mondta a tandar a nyelvtanoran, hanem az alapjan is, hogy
hogyan halljuk és hasznaljak a kinti, meg az otthoni kérnyezetiinkben. De
vannak olyan fontos dolgok is [nyelvtanbol], amiket az iskolaban tanulunk
meg.

Az (1) idézetben a K6Sz oktatdsi intézmény tanuldja eldbb leszogezi, hogy
nyelvtannal sziikségtelen a jelenlegihez hasonld részletességgel foglalkozni, €s
csupan azt a tudast tartja lényegesnek, amely a ,helyes” nyelvhasznélat
kialakitasahoz, illetve a helyesiras fejlesztéséhez jarul hozzi. Az adatk6zld
azonban véleményét az (1) idézet végén részben mddositja, hiszen megallapitja,
hogy mégis vannak olyan lényeges ismeretek, melyekre csak az iskolaban tehet
szert. A tanul6 ezenkiviil kifejti, hogy nyelvhasznalatunkat nemcsak a pedagogus
megjegyzeései, hanem az iskolan kiviili nyelvhasznalati mikro- ¢s makrokornyezet
is befolyasolja. Az adatk6zl6 valdsziniileg nem tudatosan, mégis arra mutat ra,
hogy beszédiinket elsddlegesen nem a nyelvtanoran elhangzo nyelvhasznalati
tanacsok, hanem a minket koriilvevé emberek, tehat a csaladtagok, a baratok, az
iskolatarsak stb. hatarozzdk meg. Ezt szdmos olyan kvalitativ jellegii
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szociolingvisztikai kutatds is alatdmasztja, amely az un. alkalmazkodaselmélet
alapjat képezi (vo. Milroy, L., 1980; Milroy, J., 1987, 1992; Eckert, 2000;
Coupland, 2007).

Egy masik tanuld az ,,egyéb” lehetdség keretében megmagyarazza, hogy a
nyelvtanérakat azért tartja bonyolultnak, mert ,,a nyelvtant tal részletesen
vessziik.” A harmadik adatk6zl6 az ,,egyéb” opcidban a ,.fontos” és az ,,izgalmas”
jelzék bekarikazasadnak okara vilagit ra: ,,A magyar nyelvben olyan gyonyor,
valtozatos szavak vannak, amihez hasonldkat mas nyelvekben nem taldl meg az
ember.” E kijelentés hatterében egy, a magyar nyelv jellegével kapcsolatos nyelvi
mitosz huzdédik meg (vo. Lanstydk, 2014: 87-88), valamint olyan nyelvi
ideologiak jutnak benne kifejezésre, mint példdul a nyelvi dekorizmus,
expresszivizmus vagy szingularizmus (v0. Lanstyak, 2017).

A kérddiv harmadik, Likert-skalan alapuld kérdésével azt kivantam felmérni,
mennyire tartjdk hasznosnak a nyelvtandrdk altal kozvetitett ismereteket a
tanulok. Az adatkdzldknek az aldbbi 6t valaszlehetdség koziil kellett valasztaniuk
egyet: (1) nagyon hasznos, (2) inkdbb hasznos, (3) k6zOmbdss, (4) nem hasznos,
(5) egyaltalan nem hasznos.

A tanuldk nyelvtani tananyag haszndval kapcsolatos atlagattitiidjérdl a 4.
tablazat tartalmaz kozelebbi informaciokat. Ezek szerint az adatk6zlok nyelvtani
tananyaggal szembeni atlagattitiidje az ,,inkabb hasznos™ €s a ,,k6zO0mbos™ opcid
kozott helyezkedik el, kozelebb az elobbi fokozathoz. A kozépiskolak szerinti
attitidmegoszlast tekintve megallapithatjuk, hogy a nyelvtanordkon elhangz6
ismereteket elsdsorban a K6Sz kozépiskola tanuloi, legkevésbeé pedig a KeSz
oktatasi intézmény adatk6z161 tekintik hasznosnak.

4. tablazat: A nyelvtani tananyag hasznaval kapcsolatos attitiid atlaga és szorasa
oktatasi intézmények szerint

Az oktatasi intézmény kodja Atlag Szoras
NySz 2,36 0,83
KoSz 2,28 1,0
KeSz 2,8 1,03
Attitlidatlag 2,21 1,17
(NySz+Ko6Sz+KSz)

NySz: nyugat-szlovékiai; K6Sz: kozép-szlovakiai; KeSz: kelet-szlovakiai

Egy alkérdés keretében arra kértem az adatkozlOket, hogy indokoljak meg a
nyelvtani tananyag hasznossaga kapcsan bejelolt valaszukat. Ezekben a
visszajelzésekben korvonalazodnak azok a tényezdk, melyek befolyasoljdk a
nyUjtanak a tanordk nyelvszemléletérol is.

A legtdbb tanuld a nyelvtanorat azért tartja ,nagyon hasznos”-nak, illetve
,hasznos”’-nak, mert véleményiik szerint az datvett tananyagok fejlesztik
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helyesirasi készségeiket, lehetdveé teszik a magyar nyelv nyelvtani szabalyaival
valo megismerkedést, €s a standard nyelvhasznalat kialakitasat, példaul:

(2) A nyelv helyes hasznalata szempontjabol fontos (NySz).,

(3) 4 nyelvtan haszna a helyes és igényes nyelvhasznalat megtanuldasaban van
(NySz).,

(4) Hasznosnak tartom, hogy az ember tisztaban van a nyelvtannal és annak
szabalyaival (K6Sz).,

(5) Hasznos, mert a magyar nyelv helyesiras kifejezetten bonyolult meg nekiink
magyar ajkii embereknek is, és sokszor meggyiilik vele a bajunk. Es mint
magyar nemzetiséguieknek, illo tudni helyesen irni (KoSz).,

(6) Szerintem fontos, hogy helyesen tudjak irni és kommunikadlni (KeSz).

A tanulok onalloan megfogalmazott valaszai arra utalnak, hogy a vizsgalt
kozépiskoldk nyelvtanorai a helyes—helytelen mindsitésre éplilnek, vagyis a
diakokban erételjesen €l az a hagyomanyos, nyelvmiivel6i felfogas szerinti
nyelvhelyesség-értelmezés, mely alapjan 1éteznek helyes ¢és helytelen
nyelvhasznalati modok, illetve nyelvi formak (v6. Kontra, 2015: 21). Erre az Gn.
preskriptiv szemléletmddra vezethetd vissza a tanuldknak az a meggydzddése,
mely szerint a helyesség nyelvhasznaloktol fiiggetleniil is megragadhatd, €s a
besz¢élok természetes nyelvhasznalataval is ellentétben allhat, példaul:

(7) Azért nagyon hasznos, mert hiaba a magyar az anyanyelvem és ezt beszélem

a legjobban, mégis meg kell tanulom helyesen haszndlni a magyar nyelvet
(KoSz).

Megjegyzést érdemel, hogy ugyanilyen eredményre jutott Domonkosi (2007:
144) is, aki foéiskolai hallgatok helyes és helytelen nyelvhaszndlatra vonatkozd
vélekedéseit elemezte.

A szlovakiai magyar kozépiskolasok kozott vannak, akik ugy vélik, hogy a
helyes nyelvhasznélat alapja a helyesiras ismerete, vagyis az irott nyelvet a beszélt
nyelv elé helyezik, mely mogott a nyelvi standardizmushoz szorosan kapcsolodo
nyelvi szkriptizmus ideologidja huzdédik meg, példaul:

(8) Mert jobb, helyesebb lesz a nyelvtanorai helyesirasnak koszonhetéen
a nyelvhaszndlatunk (KoSz).,

(9) Ahhoz, hogy helyesen mondjam el, amit akarok, jol kell tudnom a
helyesirast, amit nyelvtanon megtanulhatok (KeSz).

Az idézett valaszokbdl kitlinik, hogy a tanulok nem tesznek kiilonbséget a
helyesirds és a nyelvhelyesség kozott, tehat nem tudatositjdk, hogy mig a
helyesirds a nyelvnek csupan az egyik megvaldsuldsi formajat, az irdst
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szabalyozza, és konvenciokon alapuld helyességet hirdet; addig a nyelvhelyesség
a fennall6 beszédhelyzet alapjan meghatdrozott helyénvaldsagot jelenti, és a
besz€ld szamara tobb lehetdséget is engedélyez (vo. Nadasdy, 2020: 179-184;
Jank, 2020: 46). A helyesiras €s a nyelvhelyesség fogalmanak Osszemosasa
azonban nemcsak a jelen vizsgélatban részt vevo tanulokra, de a besz¢élok nagy
részére egyébként is jellemzd, mely elsésorban a nyelvtanoktatds hagyomanyos,
eldird szemléletére vezethetd vissza.

A fentiek alapjan nyilvanvalo, hogy a kutatasban részt vevd tanuldk nem
tesznek kiilonbséget grammatikai helyesség, pragmatikai helyénvalosag és a
helyesirasban érvényesiil6 normanak vald megfelelés kozott. Ehelyett a helyesség
fogalmat abszolutizaljak, nyelvhasznalatukat egy idealis nyelvvaltozathoz mérten
ertékelik (mely alatt a nyelvtanoktatas gyakorlatabol kiindulva a standard
nyelvvaltozat értendd, bar ezt a tanulok explicit médon nem fogalmazzak meg),
mikdzben nem tlizik ki célul az olyan anyanyelvi kompetencia kialakitésat,
melynek koszonhetéen anyanyelvilket a kommunikdcios —szituacidnak
megfelelden képesek hasznalni, illetve a mdasok altal 1étrehozott irott nyelvi
szovegeket megértik. Ez a hozzaallas a szlovakiai tanulokon kiviil az erdélyi
magyar didkok (vo. Pletl, 2021: 190) és a vajdasagi magyar tanulok korében is
megfigyelhetd (vo. Vukov Raffai, 2012).

A szlovakiai magyar tanulok egy masik csoportja a nyelvtan hasznossagat
gyakorlati indokok emlitésével, a tananyag jovObeli, illetve a nyelvnek a
kiilonb6z6 kommunikacids szintereken valod felhasznalhatosagaval magyarazza,
valamint azzal, hogy az egyes nyelvi-nyelvhasznalati készségek megfeleld
mértékll ismeretére mint a miveltség fokmérdire tekinthetlink, példaul:

(10) Kivalo helyesirassal, jo fogalmazassal, gazdag szokinccsel el tudom
hitetni az emberekkel, hogy okosabb vagyok, mint valojaban (NySz).,

(11) Nagyon hasznos, hisz, ha valaki nem tanulja meg a helyesirast, vagy a
helyes nyelvhasznalatot, akkor azt azonnal észre lehet venni az illeton,
akar néhany mondat utan is. Szobeli vizsgakon, dllasinterjukon szerintem
ez az egyik legfontosabb (K6Sz).,

(12) Késobb, foleg az érettségin, jol jarhatok, ha tudom (KeSz).

A didkok tehat ugy tartjdk, hogy az egyes kommunikécids képességek
(konkrétan a helyes nyelvhasznalat, a helyesiras és a fogalmazas) ismerete
meghatarozd szerepet tolt be a tarsadalmi érvényesiilésben. Ez a meggy6zddés
nemcsak a jelen kutatasban részt vevo tanuldkra, de — egy reprezentativ mintan
elvégzett empirikus kutatas eredményei alapjan — a magyar besz¢ldkozosségre
altalanossagban véve is érvényes (v0. Terestyéni, 1990: 32-55). A fentieken kiviil
néhany tanuld a nyelvtan érdemlegességét azzal igyekszik megindokolni, hogy
ezek az ismeretek az alapmiiveltség részét képezik, tehat a tudas dnmagaban vett
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értékként hivatott igazolni a nyelvtannal val6 foglalkozas sziikségességét (vo.
Szabd, 2011), példaul:

(13) Fontos az alapmiiveltséghez (KeSz).

A nyelvtani tananyag haszna mellett egyes adatk6zlok azzal is érvelnek, hogy
elsajatitasaval lehetdséglik van kifejezni a magyar nemzetiségiikkel szembeni
elhivatottsagukat, illetve kotelességtudatukat, példaul:

(14) Természetes, hogy nagyon hasznos, hisz mint magyar embernek
kotelességem, hogy a sajat anyanyelvemrol tanuljak (K6Sz).

Ezt, valamint az e¢hhez hasonld6 motivaltsigh valaszokat 1Ugy is
interpretalhatjuk, hogy a tanulok kisebbségi 1étiiket a magyarorszagi besz¢l6khoz
képest hatranyként fogjak fel, melynek ellensulyozéasat anyanyelvi ismereteik
fejlesztésével kivanjak megvalositani.

Azok a tanulok, akik a nyelvtani ismeretekkel kapcsolatban k6zOmbos
allaspontot képviselnek, azzal magyarazzak véleményliket, hogy ezeknek a
tananyagoknak csupan egy, féként a helyesirasra 6sszpontosito része fontos, mas
része viszont felesleges; vagy azzal, hogy a tanultak a jovoben csak korlatozott
mértékben hasznalhatok fel, példaul:

(15) Fontos tudni a helyesirast, viszont sok dolgot tanulunk, ami nem
létfontossagu és nem fogjuk kihasznalni (NySz).,

(16) Vannak bizonyos tananyagok, melyek kevésbé fontosak, mig masok a
keésobbiekben fontosak volnanak, és mégsem szanunk ra tobb idot (K6Sz).,

(17) Voltak hasznos, de haszontalan tananyagok is (KeSz).

A nyelvtani tananyagot haszontalannak nevezo tanulok k6zott vannak olyanok,
akik a nyelvtanora egyediili érdemlegességének a helyesiras elsajatitasat tekintik,
amiota viszont léteznek helyesiras-ellendrzé programok, a vonatkozd tandra
értelmét er6sen megkérddjelezik, példaul:

(18) Jol jon a helyesiras, de nagy része ugyis folosleges, mar rég van
autocorrect (NySz).

Masok ugy vélik, hogy beszélt nyelvi kommunikacios sziikségleteiket a
helyesirasi szabalyok ismerete nélkiil is képesek kielégiteni, példaul:

(19) Még, ha nem is irok egy-egy szot helyesen, akkor is megértik mit szerettem
volna mondani (NySz).
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Néhany didk szerint a nyelvtani ismeretek a mindennapokban
felhasznalhatatlanok, kivéve azok szamara, akik nyelvtannal szeretnének
foglalkozni, példaul:

(20) Nem veszem hasznat az életben sehol az ennyire részletes nyelvtannak,
hacsak nem magyartanarnak megyek (KoSz).,

(21) Mert a mindennapi életben nem fogom ezeket a dolgokat hasznalni,
példaul, hogy minek mi a szofaja (KeSz).

Akadnak ugyanakkor olyan tanulok is, akik a magyar nyelv és irodalom
tantargy hasznossagat alapjaiban kérddjelezik meg:

(22) Nem tartom fontosnak, szerintem sokkal fontosabb dolgokat tanithatnanak
az iskolaban, példaul t6bb kemiat vagy biologiat, a magyar irodalom meg
nyelvtan helyett (KeSz).

5. Kovetkeztetések

A tanulmdnyban bemutatott vizsgalat célja szlovékiai magyar tannyelvii
kozépiskolds tanuldk nyelvtanoraval kapcsolatos — attitlidjének, illetve
véleményének feltérképezése. A kutatasba harom szlovakiai magyar kdzépfoku
oktatési intézményt vontam be, melyek nemcsak foldrajzi elhelyezkedésiiket, de
grammatikatanitasi szemléletiiket tekintve is kiilonboztek egymastol, s melyekre
a tanulmanyban a NySz, K6Sz és KeSz kodokkal hivatkoztam.

A bemutatott eredmények ismeretében az elsd hipotézisre reflektalva
megallapithatjuk, hogy a tanulok nyelvtanorak iranti attitlidje a feltételezettnél
kedvezdbben alakult, ugyanis az adatok azt mutattak, hogy a kétszaz adatkozld
nyelvtanérakhoz kapcsolodo altaldnos beallitottsaga nem negativ, hanem inkabb
kozombos iranyultsagt (2,68). Emellett az attitlidok iskolak szerinti atlaganak
attekintése arr6l informalt, hogy a nyelvtanordk leginkdbb a KeSz oktatési
intézmény adatkozldinek korében (2,59), és legkevésbé a NySz kozépiskola
tanulodinak (2,86) korében népszeriiek. Vagyis elsdsorban azok a didkok kedvelik
a nyelvtanorakat, akiknek a magyar nyelv és irodalom szakos pedagogus a széban
forgo tanitasi ordkat ritkan, vagy egyaltaldn nem tartja meg, €s azok a legkevésbe,
akik heti rendszerességgel részesiilnek nyelvtanoktatasban. Ez a jelenség
feltehetdleg azzal magyardzhatd, hogy a nyelvtandrdkon ritkabban részt vevo
tanuloknak kevesebb lehetdségiik van negativ jellegli nyelvtandrai tapasztalatokat
szerezni, mint azoknak a diaktarsaiknak, akiknek nyelvtanorai élményei hetente
Uujabb — negativ és pozitiv tapasztalatokkal — bdviilnek. A nyelvtanorakon
ritkdbban részt vevd tanuloknak ezaltal kevesebb okuk van arra, hogy a vonatkozo
tanorakrol kedvezbtlen képet alakitsanak ki magukban.

A kutatas masodik hipotézise szintén nem igazolddott be maradéktalanul, mivel
az adatk6zlOk a nyelvtanordkat elsdsorban a ,,fontos” (68%), masodsorban a
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,bonyolult” (60%) jelzd alkalmazéasaval jellemzik, mig harmadsorban az
»zgalmas” (40,1%) lehetdséget valasztjdk. A didkok tehat nyelvtanoraik
legmeghatarozobb vondsanak megragadasara elsdsorban nem a negativ(abb)
jelentéstartalmat hordoz6 jelzOk mellett dontottek. Az eredmények iskoldk
szerinti attekintése arrdl tanuskodott, hogy a nyelvtanordkat a KoSz oktatasi
intézmény tanuldi tartottdk leginkabb ,.fontos”-nak. Mikdzben a negativ(abb)
jelentéssel bird jelzOket a nyelvtanoktatisban rendszeresen részesiild NySz
kozépiskola tanuloi jelolték be a legmagasabb aranyban. Frdemes tovabba
hangsulyoznunk, hogy a nyelvtandérak jellemzésekor a legritkdbban mindharom
kozépiskola tanuldi a ,,felesleges” valaszlehetdséget jeldlték meg.

A harmadik hipotézist figyelembe véve megallapithatjuk, hogy a didkok a
nyelvtandran elhangz6 ismeretek hasznat a vartnal pozitivabban értékelték, hiszen
atlagattitiidjiik (2,21) a Likert-skdla ,,inkdbb hasznos” ¢és ,.k6zombds” opcidja
kozott helyezkedett el, kozelebb az el6bbi fokozathoz. Az attitlidok kozépiskolak
szerinti atlagat alapul véve pedig kijelenthetjiik, hogy a nyelvtanérai tananyagot
leginkdbb a Ko6Sz oktatdsi intézmény adatkozldi (2,28), s legkevésbé a KeSz
kozépiskola didkjai (2,8) tekintették hasznosnak.

A tanuloknak a nyelvtani ismeretek érdemlegessége kapcsan megfogalmazott
valaszai jol tiikr6zték, hogy a szlovdkiai magyar nyelvtanoktatisaban a
strukturalista, preskriptiv €s felcseréld szemlélet dominal, mikdzben a nyelvi
valtozatossag ¢és tagoltsag ténye a tanitasi orakon vagy nem kelld hangsullyal,
vagy nem kelld arnyaltsdggal jelenik meg. A tanuldk a ,helyesseg” fogalmat
rendszerint abszolutizaltak, azaz értelmezésekor a kommunikacios szituacid
egyes tényezoit, illetve a helyénvaldsag kritériumait nem vették figyelembe.
Mindez nem meglepd, hiszen a szlovdkiai magyar nyelvtanoktatas évtizedek ota
hangsulyozott szemléletvaltasdit maig sem sikeriilt megvalositani, melynek
legfébb oka, hogy a megfelelden kidolgozott tanterv, a korszerlien megirt
magyarnyelv-tankonyvek €s modszertani segédanyagok napjainkban sem allnak
rendelkezésre.

A tanulmanyban tett megéllapitdsok kapcsan fontos tudatositanunk, hogy a
tanulok nyelvtandrahoz fiiz6d6 attitlidjérél a kérddives felmérés keretében
Osszegyljtott eredmények pozitivabb képet mutathatnak, mint amilyen a valosag.
A kovetkeztetések pontositasa érdekében a kutatds folytatasaként a jovOben
egyrészt a NySz, a K6Sz ¢és a KeSz kozépiskolak tanuldival fokuszcsoportos
interjut készitek; masrészt az Oket oktatdo magyar nyelv és irodalom szakos
pedagogusokkal félig strukturalt interjat rogzitek. Az igy szerzett informacidk
segitségével az egyes oktatasi intézményekben foly6 pedagdgiai és modszertani
kultira aktualis jellemzdit kivdnom felmérni, s kijeldlni az anyanyelvoktatas azon
pontjait, melyek siirgds innovacidra szorulnak.
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Studying flow in writing tasks from different genres: A pilot study

This pilot study aimed at examining the reliability of a flow questionnaire that could potentially be used for
investigating flow during writing tasks in the future. Moreover, it investigated the relationship of different
flow components with learners’ performance on specific English writing tasks and attempted to use the flow
construct to examine the relationships between different writing genres and the amount of language output
produced by the participants. To achieve these aims, a quantitative study was conducted using two different
writing tasks; narrative and argumentative essays, followed by a flow questionnaire which was filled out by
103 English language learners (ELLs) studying in Hungarian schools and universities. According to the
results of the reliability analysis, the piloted instrument is reliable and can be used for further research.
Moreover, ELLs reported a moderate flow experience in writing regardless of the genre of the task, and the
level of flow learners experienced while performing either of the tasks had no correlation with the length of
paragraphs produced by them. The results of this study have apparent implications for language teachers to
use writing tasks from the persuasive essay genre as it has been found that students feel more in control of
their performance and have a clearer vision of what they need to achieve in such writing tasks.

Keywords: flow, task-specific flow, engagement, writing genres, pilot study.

1. Introduction

1.1 Flow theory

In recent decades, the psychological phenomenon known as flow has garnered
attention as one of the factors resulting in a positive language learning experience
(e.g., Czimmermann & Piniel, 2016). The concept of flow, introduced and
popularized by Csikszentmihdlyi (1990), describes a state of mind in which
individuals feel fully engaged and immersed in an activity. He also describes flow
as an experience during which tasks and activities seem effortless, even when
considerable physical or mental resources are required. Other researchers consider
flow to be the highest level of what has been called engagement (e.g., Aubrey et al.,
2022; Lambert et al., 2017). According to Aubrey et al. (2022), learners can reach
flow when their engagement elevates to a high level as they consider flow to be an
ultimate state of engagement. Moreover, Schmidt (2010) defined flow as “a state of
optimal experience characterized by total absorption in the task at hand; a merging
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of action and awareness in which the individual loses track of both time and self” (p.
605).

Given the observable benefits of flow in various fields including sports and art
(Csikszentmihalyi, 1990), its impact on other fields, including language learning and
production, has drawn attention. A foundational study by Egbert (2003) investigated
how flow theory can be integrated into the foreign language classroom to enhance
students' language learning experiences by monitoring and analysing the experiences
of 13 students enrolled in a college-level Spanish language course in the United
States. Participants had to perform seven language learning activities targeting
various skills (i.e., reading, discussion, electronic chats, and e-mail exchange), with
data gathered through student questionnaires, interviews, and classroom
observations. The objectives of this study were to determine the characteristics
leading to the occurrence of flow in the language learning process and to identify the
possible benefits which flow may provide. Egbert's findings highlighted that several
factors could promote flow in the foreign language classroom, including clear
objectives and immediate feedback, challenging tasks appropriate for students'
ability levels, a supportive and dynamic learning environment, opportunities for
active engagement, and a sense of autonomy and control over the learning process.
Moreover, the results showed that reading and computer-based chat tasks were the
activities most conducive to flow.

Building on Egberts’ (2003) results, subsequent research has investigated the
existence of flow and its effect on learner performance in both L1 and L2 language
learning tasks. Azizi and Ghonsooly (2015) explored the flow experiences of
language learners during specific language learning tasks, such as reading tasks.
Their findings indicate that text genre affects the level of flow experienced by their
learners: participants reported higher levels of flow when engaging with expository
texts compared to persuasive texts. Abbott (2000) undertook a four-month study to
understand how two fifth-grade students expressed their flow experiences while
engaged in non-academic writing outside the classroom. The author deduced that a
sense of control in areas of writing such as ownership, genre, style, and length
enabled students to achieve a state of flow. This finding raises intriguing questions:
if L1 writing can be inferred to be a flow-inducing activity, does it include writing in
a second language, as well? Furthermore, what characterizes these flow experiences?
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1.2 Flow dimensions and measurements

The nature of the flow experience can be characterized by a set of specific
dimensions. Jackson and Csikszentmihalyi (1999) introduced a comprehensive list
of nine potential flow dimensions, listed below:

(1) Challenge-skills balance: Flow arises from a balance between the difficulty of
a given task and the skills of the individual. If the task is too easy or too
difficult, anxiety or boredom may occur.

(2) Action-awareness merging: In a flow state, there is a seamless integration of
action and awareness. This occurs when the actor and the action become one,
with the actor carrying out the task spontaneously and automatically.

(3) Clear goals: Flow experiences include the presence of well-defined goals and
objectives which create a sense of purpose and direction.

(4) Unambiguous feedback: Flow experiences are supported by immediate and
clear feedback. Such feedback helps individuals enhance their performance.

(5) Concentration on the task at hand: A flow experience is characterized by a state
of intense focus or concentration while performing a task or activity.

(6) Sense of control: Flow is accompanied by a sense of control over the task at
hand. Individuals believe they have the requisite talents and abilities to
complete the given activity. This sense of control fosters confidence and
motivation and helps generate flow.

(7) Loss of self-consciousness: In a flow experience, focus shifts from the self to
the immediate task. Flow “frees the individual from self-concern and self-
doubt” (Jackson & Csikszentmihalyi, 1999, p. 27).

(8) Transformation of time: Those in a flow state often experience a distorted
perception of time while performing a task, with time appearing to pass more
slowly or quickly.

(9) Autotelic experience: An experience becomes autotelic when it becomes
inherently rewarding and worth repeating for the actor. This is similar to the
concept of ‘intrinsic interest’ (Alsayed Ahmad & Albert, 2022; Egbert, 2003).

It is important to note that while these dimensions are commonly cited by those in

the field, different researchers may emphasize different aspects or propose additional
dimensions to the above framework. For example, Egbert (2003) identified four main
flow dimensions (i.e., balance of challenge and skill, focused attention, intrinsic
interest, and a sense of control) and a secondary dimension (i.e., enjoyment). This
framework informed Ibrahim’s (2020) work on sustained flow in language learning.
Moneta (2012) offers a different perspective on Jackson and Csikszentmihalyi’s
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(1999) nine flow dimensions, categorizing these nine flow components as flow
antecedents and flow aspects. Flow, he claims, is governed by goals, feedback, and
challenge-skill balance, all of which boost focus and facilitate a flow state. Once in
this state, the different characteristics of flow develop and vary in degree from person
to person, including control, merging of awareness and action, autotelic experience,
loss of self-consciousness, and distortion of the sense of time.

Flow theory incorporates various measurements to assess the flow experience.
Moneta (2012) presents the three primary methods: the flow questionnaire (FQ), the
experience sampling method (ESM), and the standardized scales of the componential
approach.

In the FQ, which is the first tool designed to measure flow, respondents are asked
to name the definitions of flow explaining the situations and activities in which they
experience flow and evaluate their subjective experiences while engaging in flow-
inducing activities. These questionnaires are usually designed by selecting and
synthesizing some of the intuitive and profound descriptions of flow and its
dimensions. In contrast, the ESM measures time spent in a flow state throughout the
course of a day, as well as the spectrum of subjective experiences which accompany
it (Moneta, 2012). The method seeks to gather a sample of experiences typical of the
population by periodically prompting subjects to complete a questionnaire at random
points while undergoing their daily routines. Lastly, the standardized scales of the
componential approach examines the balance between a task's perceived challenges
and an individual's perceived skills or abilities by quantifying the two aspects.
According to this approach, individuals are more likely to experience flow when the
challenges of a given task match their skills level.

As this study aims at describing English language learners’ flow experiences
during a specific writing task, the FQ approach was deemed the most fitting
instrument for measuring task-specific flow. As Moneta (2012) highlights, the FQ
provides a precise and unambiguous definition of flow, enabling comparisons of its
prevalence across demographics such as gender, age group, occupation, and culture.
Furthermore, it does not assume a universal or specific experiences of flow, making
it apt for assessing the prevalence of flow in particular situations.

Additionally, in crafting a suitable FQ the author of the present study combined
the flow dimensions from Jackson and Csikszentmihalyi (1999) and Egbert's Flow
State Scale (2003). The unambiguous feedback dimension was not included since the
participants did not receive feedback regarding their writing task performance.
Moreover, the autotelic experience dimension was replaced by intrinsic interest
construct, which was deemed more pertinent to the task the participants were
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required to perform. The remaining dimensions were adjusted and adopted in the
task-specific FQ due to their relevance to the present study.

1.3 Flow in writing

Writing is often deemed the most difficult language skill to acquire (Husna, 2017;
Tangpermpoon, 2008). This is especially the case for learning academic writing
(Dalsky & Tajino, 2007), which serves as a primary medium through which
individuals develop and demonstrate their academic literacy. As emphasized by
Spack (1997) and Pawan and Honeyford (2009), without academic literacy— which
equips learners with essential linguistic and cultural tools for producing and
comprehending diverse text genres—university entrance is unattainable.

Writing is an inherently complex process. Bazerman et al. (2017) posit that each
instance of writing involves multiple interconnected processes which rely on
different areas of development and are influenced by various elements such as
biology, culture, social interactions, and language. The act of writing not only
produces context-specific meanings which align with the writer's goals, but also
occurs internally, drawing on the writer's accumulated experiences of meaning-
making, linguistic experiences, social connections, and communicative encounters.
This internal process interacts with the external world, encompassing interactions
with others, the use of technology, and engagement with relevant texts. The writer's
thinking incorporates knowledge about the world, the topic at hand, and text forms
and structures, as well as high-level executive functions (i.e., planning, monitoring,
evaluating, and revising the writing process) and low-level functions such as
inhibition and rapid automatic switching (Bazerman, 2013; Berninger & Chanquoy,
2012).

Berninger and her colleagues have examined several aspects of writing in both
multilingual and monolingual writers, highlighting several factors influencing the
writing process and development. Among these factors, transcription (i.e.,
handwriting and typing skills), vocabulary and syntactic development, social and
emotional awareness, cognitive aspects such as IQ and Rapid Automated Naming
(RAN) of letters or words, as well as reading comprehension and its relationship to
text production, have all been shown to influence an individuals' writing process and
development (Berninger & Chanquoy, 2012; Berninger & Winn 2006; Berninger et
al., 2002; Berninger et al., 2010). For a comprehensive discussion, see Berninger and
Chanquoy’s (2012) and Berninger and Winn (2006). With these insights in mind,
key questions might arise: How does with the concept of flow fit into this context,
and how can learners benefit from the flow state to better understand and improve
their writing?
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Given the complex nature of the writing process and its development, it is
important for language instructors to assist writers in managing these various internal
and external processes and circumstances to facilitate effective writing. Recognizing
this, as it has been shown to have a positive impact on language learning and
production (Egbert, 2003), several researchers have investigated the possibility of
experiencing flow in writing, as well as the kinds of writing tasks which evoke flow
in language learners (e.g., Dewaele & Maclyntyre, 2018; Perry, 1999; Robinson,
2009). Leahy (1995), for instance, explored the concepts of flow and writing
enjoyment, aiming to understand their implications for both writers and tutors. Leahy
conducted a survey among students in his technical classes and Writing Centre staff
using a questionnaire which focused on participants' positive writing experiences
without explicitly using the term “flow”. Instead, the questionnaire prompted
participants to recount moments when they had had an enjoyable writing experience
or when the writing process had gone particularly smoothly. The responses from both
groups revealed characteristics similar to those of flow, such as an easy flow of ideas,
sustained energy, and a diminished awareness of time passing. Leahy suggests that
asking writers about their flow experiences can offer insights into their strengths and
build upon them.

Examining a different context and with a different population, Perry (1999)
conducted research on flow in creative writing. Utilizing qualitative methods, she
interviewed professional writers to gather their experiences, which were synthesized
to explore their underlying causes and commonalities. Her findings suggested that
intrinsic motivation and self-choice were key factors for initiating and sustaining
flow, while external pressure produced negative effects. The presence of consistent
and relevant feedback, combined with established routines and writing practices, was
shown to be beneficial for maintaining focus and flow over time. However, Perry
emphasized that there is no universal method for achieving flow in writing, as each
writer must develop their own habits and routines tailored to their individual writing
processes. A technique which benefits one writer may not be effective or may even
be detrimental for others.

Furthermore, Abbott (2000) studied how two fifth-grade students described their
flow experience during self-sponsored writing (i.e., non-academic writing which
occurs outside the university or classroom setting). She found that these students
reported experiencing flow when they had control over different aspects of writing,
such as ownership, genre, style, and length. In a recent interview study on English
majors' flow experiences in writing, Alsayed Ahmad and Albert’s (2022) participants
reported several task features which had an influence on their performance and their
flow experiences, such as the required length of the writing task, the clarity of task
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instructions, and genre. In connection with task genre, participants reported feeling
more engaged when writing texts from particular genres compared to others.

Building on the findings of Alsayed Ahmad and Albert (2022), the current study
aims to quantitatively measure the flow experiences of English language learners in
the Hungarian context using two distinct essay writing genres: argumentative and
narrative. The following section provides a brief overview of these genres and the
rationale behind their selection.

1.4 Genre

The term genre has previously been used to refer to various literary texts; however,
it was later redefined by Swales (1990) as a set of communicative events in which
participants share a communicative purpose. These purposes are perceived by “the
expert members of the parent discourse community” (p. 39). Elaborating on the
concept, Hyland (2008) added that genre “is a term for grouping texts together,
representing how writers typically use language to respond to recurring situations. It
is, in other words, both a social and a cognitive concept” (p. 544). Regarding its
application in writing, Soliday (2011) stated that “genre is a social practice through
which writers interact with readers. As a social practice, genre links the expectations
of individual readers and writers to those of larger social groups” (pp. 2-3).

Genres can be grouped into different families based on their characteristics and
purposes. Nesi and Gardner (2012) identified 13 genre families, which included case
study, critique, design specification, empathy writing, essay, exercise, explanation,
literature survey, methodology recount, narrative recount, problem question,
proposal, and research report. Within the essay genre, the American Psychological
Association (APA) (2020) also includes sub-genres or types in its categorization such
as cause-and-effect essays, comparative essays, eXpository essays, narrative essays,
and persuasive essays. These classifications aid in highlighting the specific
characteristics and expectations associated with different writing genres.

1.4.1 Narrative vs. argumentative genre

Argumentative and narrative texts fall under two separate discourse genres. Each
serves a particular communicative purpose and is mastered at a particular stage of
language acquisition (Qin & Uccelli, 2016). According to Schleppegrell (2004), the
process of acquiring new genres in one's native language can be categorized into
three stages: personal genres (e.g., narratives), factual genres (e.g., news reports),
and analytical genres (e.g., argumentative essays). This developmental order of genre
acquisition is bolstered by empirical research. For instance, Berman and Nir-Sagiv
(2007) found that while learners acquire narrative writing patterns around age 10, the
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mastery of argumentative writing is a later developmental milestone. Similarly, Scott
and Windsor (2000) and Hall-Mills and Apel (2013) found that students in middle or
high school tend to demonstrate more strength in narrative writing than in
argumentative essay composition. This progression towards acquiring academic
literacy is part of what Ravid and Tolchinsky (2002) called ‘later language
development’ (p. 418), which encompasses the linguistic development of learners’
post-preschool writing skills.

This observed developmental sequence can be understood by considering the
distinct language and cognitive requirements associated with each genre. Narrative
writing, which is centered on individual lives, events, and actions, is more personal
and individual-oriented. In contrast, argumentative essays are topic-oriented and
necessitate the use of logical linguistic structures to coherently link ideas. Writers
are required to organize claims and arguments in a hierarchical format, presenting
them in a step-by-step manner (Qin & Uccelli, 2016). From a micro-level language
perspective, argumentative texts are characterized by greater syntactic complexity
and incorporate more complex structures and less-frequent vocabulary (Berman &
Nir-Sagiv, 2007).

The current study employs two writing tasks (representing argumentative and
narrative essay genres), to assess the flow experiences of English language learners
in Hungarian schools and universities. The selection of these two genres was initially
motivated by the authors' desire to 1.) investigate the likelihood of experiencing flow
in these two significantly different writing genres and 2.) to determine whether the
different stages in which the genres are acquired, and their distinct cognitive and
linguistic requirements have an impact on learners’ flow experiences. Moreover,
according to Alsayed Ahmad and Albert's (2022) interview study which inspired the
current research, these two essay genres were preferred by their cohort of English
learners. In addition, the APA Publication Manual (2020) cites argumentative essays
as predominant essay types in education. Accordingly, these two essay genres were
purposefully selected for this investigation.

1.5 Aims and research questions of the study

Given the limited research on flow in writing and the fact that the majority of
previous research on this topic focused on either native speakers of the language or
professional writers, there is a need to investigate flow in writing in the context of
foreign language learning. The importance of this investigation lies in the fact that it
can equip language teachers with insights to improve their learners' writing skills by
facilitating flow experiences. Moreover, this study aims to determine whether
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writing genres affect the fluency of language learners’ production and their possible
flow experiences.
The current study aims at answering the following research questions:

(1) How reliable is the instrument for measuring the flow experiences of ELLs
across different writing tasks?

(2) Does the level of flow experienced by ELLs correlate with the fluency of the
essays they produce?

(3) Do different writing genres result in different levels of flow as reported by
ELLs?

3. Methodology

3.1 Participants

A total of 103 participants took part in this study, with most of them studying the
English language at Hungarian schools and universities. The mean age of the
participants was 19.03 (SD = 6.29). High school students participating in the study
ranged in age from 16 to 18 and university students from 19 to 40. Due to the
convenience sampling method employed in the study, the gender distribution of the
sample was not equal: 59.2% (n = 61) of participants identified themselves as females
and 40.8% (n =42) as males. Of the university student participants (n = 22), 12 were
international students studying in Hungary. Regarding English proficiency, 81 of the
participants were upper-intermediate English language learners studying at a
Hungarian high school, and 22 were advanced English language learners from
Hungarian universities. The English language proficiency of the high school
participants was gauged both by their self-reports and by the assessment of their
English teacher. University students also self-reported their proficiency level; these
self-assessments were deemed accurate given the strict English language proficiency
requirements for admission into the English-language graduate program in which
they took part. Prior to filling in the questionnaire, 51 participants completed the
narrative essay writing task, while 52 of them were asked to complete the
argumentative essay writing task.

3.2 The instrument

To address the research questions, a pilot study was conducted for the quantitative
instrument. A 43-item flow questionnaire was developed based on previous literature
and by adopting several questionnaire items from the Flow State Scale by Jackson
and Marsh (1999). This Flow State Scale consists of 36 Likert-scale items ranging
from 1 (strongly disagree) to 5 (strongly agree) spanning the nine different
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dimensions of flow introduced by Csikszentmihalyi (1990). For the purposes of the
current study, seven dimensions out of the nine were deemed pertinent and adopted
from the Flow State Scale. These seven dimensions, which were considered essential
in most of the flow studies and were believed to be applicable to the nature of the
current study and to be reported by the participants, are the following: challenge-
skills balance, action-awareness merging, the transformation of time, clear goals,
concentration on the task at hand, sense of control, and loss of self-consciousness.
The dimensions of unambiguous feedback and autotelic experience were omitted due
to the design of the study. The unambiguous feedback dimension was omitted since
the participants completed a task outside the classroom setting and did not receive
feedback while performing the task or after finishing it. Furthermore, because most
of the participants were not professional writers and because their writing task was
relatively short and likely considered a low-stakes assignment as it was not graded,
the researcher was skeptical that such a writing task would produce autotelic
experiences. In other words, it is unlikely that completing such a task would be
intrinsically rewarding in the same way as a sport or physical activity for which the
original flow scale was developed. However, writing an essay can still be an
enjoyable and engaging activity, which is believed to be part of the notion of autotelic
experience; hence, an “interest” dimension was adapted from Egbert’s (2013)
Perceptions Questionnaire and added to the flow questionnaire in the present study.
Several studies have shown that learners' engagement increases when a task provokes
their interest and produces a desire to complete it (e.g., Egbert, 2003; Lo & Hyland,
2007). Hence, the questionnaire explored a total of eight dimensions, which were
documented in Alsayed Ahmad and Albert's (2022) interview study on English
language majors’ flow experiences in writing.

Out of the 43 items of the Flow State Scale (Jackson & Marsh, 1999), 15 items
were adopted to the Task-specific Flow Questionnaire developed for the present
study; 5 items were adopted from Egberts’ (2003) Perceptions Questionnaire. The
remaining items were developed by the author based on existing literature on flow.
The developed questionnaire has been titled Task-specific Flow Questionnaire,
reflecting the performance of the specific writing task that the students were asked
to complete. The instrument consists of five-item Likert scales ranging from 1
(strongly disagree) to 5 (strongly agree) and concludes with a section collecting
biographical information.

In order to ensure the content validity of the instrument, the items were peer
debriefed by two researchers. Additionally, expert judgements were solicited from
two experienced and well-known researchers in the field of Applied Linguistics.
After the items were pooled, a think-aloud protocol was conducted before
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distributing the questionnaire, which resulted in the rephrasing of two potentially
problematic items.

The eight dimensions investigated by the instrument and a sample item for each
are presented below:

(1) Task-specific challenge-skills balance: This scale consists of 5 items, e.g.,
“My abilities matched the challenge of the task.”, measures whether
participants’ perceived skills when performing the task and the perceived
challenge presented by the task are balanced.

(2) Task-specific interest: This scale measures the level of interest and
engagement in the task at hand. It consists of 6 items, e.g., “This task was
fun.”

(3) Task-specific attention: This scale consists of 6 items, assesses learners’ level
of concentration on the task at hand, e.g., “While doing the task, I was
concentrating on my performance only.”

(4) Task-specific control: Measures the feeling of being in control of the situation
and able to make decisions regarding how to proceed in a certain task to
facilitate experiencing flow. This scale consists of 5 items, e.g., “I was in
control of my performance during this task.”

(5) Action-awareness merging: This scale consists of 5 items, e.g., “I did things
spontaneously without having to think.” It measures the feeling of loss of
awareness and feeling united with the action one is performing.

(6) Loss of self-consciousness: This scale consists of 6 items, e.g., “I was not
worried about what others might think of my performance.”, measures the
extent to which participants lose their ego when they are engaged in a task.

(7) Transformation of time: This scale measures participants’ perception of time
and its possible distortion when they are in a flow state, and it consists of 5
items, e.g., “The way time passed seemed to be different from normal.”

(8) Clear goals: This scale consists of 5 items, e.g., “I knew clearly what I wanted
to do.”, assesses the extent to which participants felt that having clear task
goals helped them to experience flow.

To examine the effect of task genre on learners’ flow experiences and task
performance, the questionnaire was preceded by a writing task from one of two essay
genres (see Appendix B). Here, the term genre refers to the social practices writers
employ to communicate with their readers (Soliday, 2011). Essentially, genre is used
in this study to describe different ways of communicating through writing. Prior to
filling out the questionnaire, half of the sample completed the narrative essay writing
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task while the other half were tasked with the argumentative essay writing task. The
narrative essay task (i.e., writing a short story) was taken from Sun and Nippold’s
(2012) study and was altered to suit the proficiency level of the participants. The
argumentative essay task, which prompts students to discuss the benefits and
drawbacks of the Internet, was taken from Ong and Zhang’s (2010) study without
modification. Participants were encouraged to write a minimum of 150 words for
both tasks to ensure that they spent enough time brainstorming, organizing, and
writing down their ideas. However, this was merely a suggestion, and individuals
who chose to write fewer words were still able to submit their essays.

3.3 Data collection

Two separate Google forms were utilized for data collection, each containing the
task-specific flow questionnaire. One form included the narrative essay writing task
while the other featured the argumentative task. Both forms were distributed evenly
among the 103 participants. All participants were asked to confirm their voluntary
participation before filling out the questionnaire through a consent form included at
the beginning of the 76uestionnnaire. In addition, an English language teacher served
as a gatekeeper, facilitating communication between me and the students at the
Hungarian high school. Given that all the participants were over 15 years old and
that no personal information about them was collected, parental consent forms were
not required for the data collection process (European Union Agency for
Fundamental Rights (FRA), 2014). Both the questionnaire and the writing task were
completed online. The data collection process lasted approximately two weeks and
took place in April 2021.

3.4 Data analysis

The responses of the 103 participants were automatically exported into an Excel
spreadsheet. After the data was manually cleaned and prepared, it was analyzed with
the Statistical Package for the Social Sciences (SPSS) version 25. All the negative
items were reversed except for the items of the Loss of Self-consciousness scale, as
all the items in the scale were negative and there was no need to reverse them. All
the 43 Likert-scale items were coded as follows: (1 = strongly disagree; 2 = disagree;
3 = neutral; 4 = agree; 5 = strongly agree). Descriptive statistical procedures were
used to describe the sample (see Participants) while other statistical tests such as
Independent Samples t-test and Bivariate Correlations were used to answer the
research questions. Furthermore, the fluency of the participants’ essays was
measured using the rotal words produced measurement. According to Johnson’s
(2017) synthesis of prior studies, L2 researchers (e.g., Choong, 2014; Johnson, 2011;
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Ruiz-Funes, 2015) have mostly employed length-based measures such as total words
produced and words per minute as a measure of fluency in written texts. Accordingly,
to ascertain the correlation between participants’ flow experience and their text
fluency, the number of words each participant produced was counted using Microsoft
Office Word after checking the texts for typos.

4. Results

Reliability analysis was employed to assess the reliability of the questionnaire scales.
One method of assessing questionnaire reliability is to evaluate its internal
consistency through a pilot study — “the extent to which items on the test or
instrument are measuring the same thing” (Bolarinwa, 2015, p. 198).

Table 1. Reliability analysis for all scales

Scale Number of items Cronbach Alpha
Task-specific challenge-skills balance 5 0.66
Task-specific interest 6 0.85
Task-specific attention 6 0.84
Task-specific control 5 0.80
Action-awareness merging 5 0.70
Loss of self-consciousness 6 0.66
Transformation of time 5 0.77

Clear goals 5 0.80
Note: Cronbach Alpha values which were changed after the Principal Component Analysis are in italics.

According to Bolarinwa, the coefficient alpha is the most common metric for
gauging the internal reliability of multiple-response items with multiple response
options, thus proving useful for this pilot study. Cronbach alpha values were
computed for each scale (see Table 1). Two of the scales had a Cronbach Alpha value
lower than 0.7 but above 0.6, indicating that all the scales were reliable. According
to Dornyei (2007), “we should aim at reliability coefficients in excess of 0.70; if the
Cronbach Alpha of a scale does not reach 0.60, this should sound warning bells” (p.
183).

To ensure that each scale in the current study measures a single dimension,
Principal Component Analysis (PCA) was carried out on all the scales to identify
items which did not load onto their respective scales. Based on the PCA results, one
item from each of the following scales was deleted: transformation of time, loss of
self-consciousness, clear goals, challenge-skills balance, and action-awareness
merging. As a result, there was an increase in the Cronbach Alpha values (see Table
2). According to the reliability analysis, the task-specific interest scale was found to
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be highly reliable (6 items; a = 0.85). After reaching satisfactory Cronbach Alpha
values, the total number of items in the Task-specific Flow Questionnaire was
reduced to 38 out of 43 items (see Appendix A).

Table 2. Reliability analysis for all scales after PCA and item deletion

Scale Number of items Cronbach Alpha
Task-specific challenge-skill balance 4 0.73
Task-specific interest 6 0.85
Task-specific attention 6 0.84
Task-specific control 5 0.80
Action-awareness merging 4 0.76
Loss of self-consciousness 5 0.79
Transformation of time 4 0.79
Clear goals 4 0.82

As a next step, scales were computed by calculating the mean values of all the
items belonging to the same dimensions, culminating in a total of 8 scales. To
investigate whether different writing genres result in different levels of flow during
the performance of writing tasks, an independent samples t-test was conducted
between the task genres and the eight flow dimensions (see Table 3). Based on this
t-test, all the scales, except for the Task-specific Control and Clear Goals, yielded a
p-value higher than 5%, showing that the differences we see between the two mean
values of the narrative and argumentative essay tasks is not significant. However, a
significant difference emerged in the scores of the Task-specific Control scale (t= -
2.67, p=0.01) between the narrative essay writing task (M= 3.80, SD= 0.80) and the
argumentative essay writing task (M= 4.16, SD= 0.58). In addition, a significant
difference was found in the scores of the Clear Goals scale (t= -2.44, p= 0.02)
between the narrative essay writing task (M= 3.51, SD= 0.95) and the argumentative
essay writing task (M= 3.97, SD= 0.93).
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Table 3. Independent Samples T-test results

Task genre N Mean SD Sig(2-tailed)
Task-specific challenge- _Narrative 51 3.83 .80 139 0.17
skill balance Argumentative 52 4.03 .66 ] ]
epe s Narrative 51 3.65 .83
Task-specific interest Argumentative 5 3.63 85 0.11 0.91
. . Narrative 51 3.59 .93
Task-specific attention Argumentative 52 347 75 0.71 0.48
Task-specific control Narrative 51 3.80 .80 567 001
Argumentative 52 4.16 .58 ] ]
Action-awareness Narrative 51 3.72 .87 056 0.57
merging Argumentative 52 3.81 .79 ' '
. Narrative 51 2.85 1.01
Loss of self-consciousness Argumentative 5 363 101 1.13 0.26
. . Narrative 51 3.08 .96
Transformation of time Argumentative ) 203 102 0.55 0.59
Narrative 51 3.51 .95
Clear goals Argumentative 52 3.97 .93 244 0.02

By consolidating all eight flow dimensions, a single variable labelled the “Flow
Scale” was created. The mean value of the Flow Scale was calculated individually
irrespective of essay genre. The resulting mean value (M = 3.54, SD= 0.50) indicates
that the participants reported a moderate flow experience in writing independent of
the task genre. An additional independent samples t-test was conducted to compare
the task genres in terms of the Flow Scale. According to the results (see Table 4), we
can see that p-value for the Flow Scale is higher than 5%, (t = -0.82, p = 0.41),
suggesting that the difference we see between the mean values for the narrative essay
writing task (M = 3.50, SD = 0.53) and the argumentative essay writing task (M =
3.58, SD = 0.46) is not significant.

Table 4. Results of Independent Samples T-test on Task Genre and the Flow Scale

Task genre N Mean SD t Sig(2-tailed)
Narrative 51 3.50
Flow Scale Argumentative 52 3.58 ~82 041

Another independent samples t-test was conducted to determine if the participants’
level of English language proficiency influenced their flow experiences. The p-
value for the Flow Scale exceeded 5% (t = -0.81, p = 0.42), indicating that the
difference between the mean values of the B2 (M = 3.52, SD =0.5) and C1 (M =
3.62, SD = 0.48) proficiency levels was not statistically significant (see Table 5).
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Table 5. Results of Independent Samples T-test on Proficiency Level and the Flow Scale

Proficiency Sig(2-
level N Mean SD t tailed)
B2 81 3.52 .50

Flow Scale Cl » 360 3 -.81 0.42

Lastly, to examine whether the level of flow experienced by learners affects their
performance on the writing task, a correlation analysis was conducted to determine
the relationship between the number of words each participant produced and their
flow experience (see Table 6). The results from the correlation test suggest that the
levels of flow leaners experienced while writing both tasks do not significantly
correlate with the length of the produced paragraphs (r=- 0.11, p= 0.27).

Table 6. Correlations between Flow Scale and Number of Words produced by the ELLs

Flow Number of words
Pearson Correlation 1 -.110
Flow Sig. (2-tailed) .268
N 103 103
Pearson Correlation -.110 1
Number of words Sig. (2-tailed) .268
N 103 103

5. Discussion

This pilot study had several aims. Firstly, it sought to examine the reliability of the
developed quantitative instrument. Moreover, it investigated the effect of flow on the
performance of English writing tasks. The study also utilized the flow construct to
examine the relationship between different writing genres (i.e., narrative and
argumentative essay genres in the current study) and task performance. Below, the
answers to each research question based on the findings of this pilot study are
presented.

The first research question was as follows: How reliable is the instrument for
measuring the flow experiences of ELLs across different writing tasks? To answer
this question, reliability analysis was conducted to examine the value of Cronbach
Alpha for each scale. The results from the reliability analysis showed that the Task-
specific Flow Questionnaire utilized in this study is a reliable instrument and can be
used for further research. Furthermore, the mean score for flow experience (M= 3.54,
SD= 0.50) suggests that the participants in this study experienced moderate flow
during the writing tasks irrespective of writing genre or proficiency level. This aligns
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with the findings of Dewaele and Maclyntyre (2018) and Alsayed Ahmad and Albert
(2022) that students can indeed experience flow in writing.

The second research question investigated whether the level of flow experienced
by ELLs correlates with the fluency of their produced texts. Based on the correlation
results between flow and word count, there is no significant relationship between the
level of flow experienced during writing both tasks and the length of the produced
paragraphs. It can thus be concluded that the level of flow had no effect on the
amount of written output produced in the specific writing tasks the participants
completed. This contradicts Casey’s (2019) findings that students who experienced
flow produced more sentences than those who did not. The discrepancy between the
findings might be related to the fact that the writing task in the present study was
ungraded, and thus regarded as a low-stakes assignment.

The third research question was as follows: Do different writing genres result in
different levels of flow during the performance of writing tasks? To address the
above research question, two independent samples t-tests were conducted. Based on
the results, genre-based differences in the sample were identified in connection with
having clear goals and the amount of control learners have upon their performance;
in other words, learners had clearer goals and felt more in control of their
performance during the argumentative essay writing task than during the narrative
one. However, based on the second independent samples t-test which was conducted
to identify significant differences between the task flow scale and task genres, it can
be claimed that there is no significant difference in the level of flow experienced by
the participants in relation to writing genre. This finding diverges from Alsayed
Ahmad’s and Albert’s (2022) claim that the genre of the writing task might affect
language learners’ flow experiences.

6. Conclusion
The main aim of the present study was to assess the reliability of the quantitative
instrument intended for future research measuring flow experienced by learners
during language tasks. The study also investigated the link between flow and
participants’ performance on English writing tasks. Utilizing the flow construct, the
study also examined the relationship between different writing genres (i.e., narrative
and argumentative essay genres in the current study) and task performance. Based
on the results, the piloted quantitative instrument proved reliable and valid for use in
further research. The most important results which emerged from the data are
summarized in the following paragraphs.

According to the findings of this pilot study, ELLs experience flow when writing
texts of different genres. However, learners’ level of flow had no significant
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association with the length of their produced paragraphs. Regarding the relationship
between writing genre and flow experiences, the findings suggest that ELLs had
clearer goals and felt more in control of their performance when engaged in the
argumentative essay writing task compared to the narrative one. One potential reason
for this might be that participants prefer the argumentative essay genre over the
narrative one. Another possible explanation is the distinct nature of the tasks: while
the argumentative essay task prompted participants to express their opinions on a
specific topic, the narrative essay presented a broader, more general topic. Given
these findings, teachers might consider administering more persuasive essay tasks to
their language learners to facilitate flow experiences, which, in turn, would result in
enhancing their language learning experiences and reinforcing their mastery of the
language.

Like any research endeavor, this pilot study is not without its limitations. Given
its relatively small-scale quantitative nature, the findings may not be entirely
representative. Moreover, the current pilot study compared only two genres of
writing due to the small sample, and used a task performance measurement, namely
fluency, to determine the associations between flow and written language
production, making it difficult to judge the quality of the produced texts based on the
results. Lastly, it proved challenging to persuade students to invest their time into
writing an ungraded essay and completing the flow questionnaire; thus, it proved
difficult to convince the same students to perform another writing task and fill in the
same questionnaire in a relatively short period of time. This limitation prevents a
comparison of individual students’ performance and their flow experiences across
different writing tasks.

The limitations highlighted above provide clear direction for further research. A
mixed method approach, comprised of a questionnaire study followed by qualitative
interviews, would provide deeper insight into English language learners’ flow
experiences when writing texts from different genres, and would aid in the
investigation of this area of knowledge from different angles. In addition, future
studies should examine the differences between writing genres beyond those
explored in the current study in terms of their association with language learners’
flow experiences and language production. Such studies could also utilize more
comprehensive measurers of task performance, including complexity, accuracy, and
fluency. Finally, other variables, such as task characteristics, individual differences,
and the effect of the writing medium (e.g., typing versus handwriting) can also be
examined in the context of flow theory.
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APPENDIX A

Task-specific flow questionnaire

Now please think about the task you have just done. How did you feel during the
task?
(Strongly disagree/ Disagree/ Neither agree or disagree/ Agree/ Strongly agree)

1

0O\ Ut &~ W

9.

10
11
12
13
14
15

. This task was challenging-

. I felt that I could meet the requirements of the task.
. The task was difficult.

. My abilities matched the challenge of the task.

. This task made me curious.

. This task was fun.

. I felt that I performed the task smoothly.

. I don’t feel I was very much involved in this task.

This task was interesting.

. This task made me think in a creative way.

. When doing this task, I was completely absorbed in what I was doing.
. I was thinking about other things while doing this task.

. When doing this task, I noticed that I was distracted.

. My attention wandered while doing this task.

. While doing the task, I was concentrating on my performance only.

16. I had total concentration while performing the task.

17
18
19
20
21
22
to

23.
24.
25.
26.
27.
28.
29.
30.

31

. During this task I could make my own decisions about how to proceed.

. I knew exactly what I had to do while performing this task.

. I was in control of my performance during this task.

. I felt very confident of my performance.

. I felt I knew how to do well in this task.

. I made the correct steps while performing the task without thinking about trying
do so.

Things seemed to be happening automatically while performing the task.
I could perform the task effortlessly.

I did things spontaneously without having to think.

I does not bother me if I have not performed well in the task.

I was not worried about my performance during the task.

I was not concerned with how I was presenting myself in the task.

I was not worried about what others might think of my performance.

I'm not concerned about how others might judge my performance.

. The way time passed seemed to be different from normal.
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32. It felt like time stopped while I was performing the task.
33. Time seemed to speed up while I was performing the task.
34. Time seemed to pass in a different way than it does usually.
35. I knew clearly what I wanted to do.

36. I knew what I wanted to achieve.

37. My goals were clearly defined.

38. The purpose of the task was very clear to me.

Now please provide the following biographical information:

Gender: female ( ) male ()

Your age: ____ years

How long have you been learning English? For ___ years.
Do you have an English language exam? yes () no ()

If yes: what kind of exam is it?
If you are interested in participating in an addltlonal interview (online, or in person).
please provide your contact your phone number or email address:
. Thank you for your participation!
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APPENDIX B
Pre-questionnaire writing tasks

Narrative essay task:

Before you start filling in the questionnaire, I would like to ask you to write a short
story about something funny, sad, or scary that happened to you (a minimum of 150
word). You get to decide what to write about. It can be anything that was funny, sad,
or scary. It can also be about a trip that you once went on. If you can’t think of
something that really happened, you can make it up. It doesn’t have to be a true story.
You can use your imagination. The title of your story is:

“What Happened One Day”

Argumentative essay task:

Before you start filling in the questionnaire, I would like to ask you to read the
following statement and provide an argument (a minimum of 150 word) to support
your point of view:

Some people argue that the internet has caused a lot of harm to young people. Others
argue that the internet has brought a lot of benefits to young people. What is your
opinion? Use specific reasons and examples to support your answer.
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Perception of translation tasks by Kazakhstani secondary school
EFL learners

Given the often-neglected status of translation activities in English language teaching (ELT), this pilot
study aims to introduce and evaluate the use of translation as a task in the English as a foreign language
(EFL) classroom. To achieve this, the student-based approach of micro-evaluation of tasks by Ellis
(2018) was employed. 12 EFL learners from a Kazakhstani secondary school were invited to translate
and dub an 8-minute-long Kazakh cartoon into English. Based on a follow-up survey, the learners
reported an expansion of English vocabulary, broadening cultural knowledge, and enhancing problem-
solving, communication, and translation skills as the primary outcomes of the audio-visual translation
(AVT) task. Overall, the student-based evaluation indicated that the AVT task fostered high engagement
and motivation among learners, leading to successful task completion. By highlighting translation as a
viable tool in the teaching and learning of English as a foreign language, the findings of this study have
the potential to make valuable contributions to both language pedagogy and translation studies.

Keywords: task-based language teaching, translation in language teaching, translation tasks, audio-
visual translation, micro-evaluation of tasks.

1. Introduction

Translation played a significant role in English Language Teaching (ELT) for a
considerable period. However, it gradually disappeared from classrooms with the
emergence of the communicative approach, which superseded the Grammar-
Translation Method (GTM), the dominant language teaching methodology before
the 1960s (Danan, 2010). Traditional approaches associated with GTM, such as
dictation, reading aloud, and drills, were cast aside in favor of communicative
methods (Kaye, 2009). Nevertheless, recent years have witnessed a reevaluation
of translation’s pedagogical value (Cook, 2010; Hall & Cook, 2012; Kerr, 2014,
2015; Widdowson, 2014), leading to a gradual resurgence of translation tasks in
language teaching.

In addition, proponents of translation in language teaching (TILT), like Illés
(2011) and Howell (2017), repositioned translation as a communicative language
learning activity which aligns well with task-based language teaching (TBLT),
the latest development in the communicative approach. Despite these insights,
there is a significant gap in the literature, particularly in TBLT, where explicit
examples of translation activities are lacking (Cook, 2010). The present small

89


mailto:saidanam@student.elte.hu

AIDANA SMAGUL

scale study aims to address this gap by introducing an audiovisual translation task
and evaluating the perceptions of Kazakhstani secondary school EFL learners' of
this instructional approach.

Mahmoud (2006) emphasizes the importance of carefully considering specific
learning objectives, proficiency levels, and potential challenges associated with
different task types when introducing translation tasks in the EFL classroom. The
decision to implement a cartoon translation and dubbing task with Kazakhstani
secondary school learners is justified based on extensive research. This choice is
further substantiated by evidence demonstrating the effectiveness of audiovisual
translation (AVT) tasks in enhancing language skills, such as pronunciation, oral
expression, and cultural comprehension (Danan, 2017; Fernandez-Costales, 2021;
Tavalan, 2019). Furthermore, the non-routine nature of the translation task and
the requirement for well-planned collaboration in the group project should foster
class interaction and active involvement in language learning (Danan, 2017).

This research employs the methodology of task micro-evaluation, as proposed
by Ellis (2018). This small-scale approach involves inviting a specific group of
learners to provide self-reports about their experiences with the AVT task through
a structured questionnaire. Importantly, the present study does not aim for broad
generalizations across a wider population but, instead, seeks an understanding of
EFL learners' engagement with the AVT task within the Kazakhstani EFL context.

Therefore, the present study aims to address the following research questions:

1. What attitudes do learners hold towards translation in language teaching?
2. What are the learners’ overall perceptions of the AVT task?
3. What are the outcomes of the AVT task as perceived by the learners?

Before delving into learners' AVT task evaluations, this paper provides a brief
overview of the history of pedagogical translation, discusses translation as a
communicative activity, and summarizes current research on translation as a
pedagogical task in language learning. Subsequently, the methods for translating
the Kazakh-English cartoon are described. Lastly, the paper discusses the findings
of the micro-evaluation in relation to the existing literature on the topic and
explores potential explanations for them.

2. Translation tasks — a theoretical framework

2.1 An overview of translation in language teaching

The use of translation in English language teaching has experienced cyclical
patterns, closely tied to the prevailing teaching methods of the time (Topolska-
Pado, 2010). During the dominance of the grammar-translation method (GTM),
translation played a central role in foreign language classrooms. In GTM,
translation primarily served as a tool to practice newly acquired grammatical
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structures by translating specific sentences designed to illustrate various aspects
of grammar (Malmkjer, 2010). However, in the mid-20th century, the principles
and objectives of GTM faced significant criticism in ELT literature, prompting
calls for pedagogical innovations (Cook, 2010; Howatt & Widdowson, 2004).
GTM was labeled as an ‘“outdated, unmotivating and unimaginative language
teaching methodology” (Illés, 2011, p.49). Consequently, contemporary language
teaching shifted towards the Communicative Approach, commonly referred to as
Communicative Language Teaching (CLT), which prioritizes the development of
effective second language (L2) communication. CLT emphasizes engaging
learners in meaningful activities tailored to their individual needs and preferences
(Mahmoud, 2006). Additionally, it underscores the importance of developing oral
proficiency while minimizing the use of learners' native language (L1) (Danan,
2010). Moreover, the use of L1 is considered counterproductive to L2 acquisition
and can lead to dependency (Carreres, 2006). Consequently, the Communicative
Approach advocated for monolingual, English-only instruction and interaction,
thereby excluding the prominent features of GTM, such as L1 reference and
translation, from the EFL classroom (Cook, 2010; Hall & Cook, 2012; Howatt &
Widdowson, 2004; Littlewood & Yu, 2011).

The disappearance of translation activities from language teaching cannot
solely be attributed to their association with GTM or the use of learners' L.1; there
are additional objections persisting to this day. One objection is that translation
activities are perceived as time-consuming and tedious, both for teachers (in terms
of correction) and learners (in terms of task completion) (Duff, 1989). Another
concern is that translation activities often involve unnatural, artificial sentences,
leading learners to mistakenly assume direct one-to-one correspondence between
languages (Kononova, 2011). Additionally, translation is seen as separate and
fundamentally different from the four language competence skills (reading,
writing, speaking, and listening), thus consuming valuable time which could be
spent developing those skills (Malmkjer, 2010). Lastly, it is acknowledged that
translation activities may not be suitable for all learners and teachers. For instance,
young and lower-level learners may find translation challenging as they need to
consider the meaning and various linguistic elements such as form, register, style,
and idiomatic expressions (Kaye, 2009). Moreover, translation activities require
teachers with a sophisticated knowledge of learners’ L1 and culture, which can be
impractical in a multilingual classroom setting.

Despite the myriad arguments against the inclusion of translation activities in
language classrooms, there has been a growing body of research in recent years
advocating for a reevaluation of the role of translation in language teaching
(TILT) (Cook, 2010; Hall & Cook, 2012; Kerr, 2014, 2015; Widdowson, 2014).
Current research suggests that modern translation activities differ significantly
from the traditional grammar-translation method, which was characterized by
non-interactive, teacher-centered classrooms with limited activities beyond the
translation of uninteresting and irrelevant texts (Mahmoud, 2006). Proponents of
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TILT recognize that translation activities can facilitate comprehension of the
target language (L2) by allowing learners to compare structures between their L1
and the L2 (Widdowson, 2003). Also, translation is presented as a valuable tool
for acquiring new vocabulary in the L2 and enhancing learner engagement and
motivation (Illés, 2011; Csizér & Illés, 2020). Proponents believe that the benefits
of translation activities can contribute to more effective language learning.
Additionally, recent TILT advocacy has presented translation activities as tasks,
suggesting a role for translation within task-based language teaching. Howell
(2017) demonstrates how standard translation activities can be adapted to align
with a task-oriented and communicative teaching approach. Thus, communicative
translation approaches significantly differ from grammar-translation exercises
and, when used creatively, can offer learners meaningful language practice.

2.2 Translation tasks and task-based language teaching

TBLT is a communicative approach to language teaching which enables learners
to engage in authentic communication using the target language through various
tasks (Douglas & Kim, 2014). Task-based teaching focuses on fostering learners'
language competence by emphasizing task completion over solely practicing
language forms, as often seen in more traditional methods like the GTM (see
Section 2.1.). The successful accomplishment of tasks serves as the fundamental
organizing principle in task-based language teaching.

According to the standard and widely accepted definition in TBLT theory, “a
task is [...] an activity in which meaning is primary, there is some sort of
relationship to the real world, task completion has some priority, and the
assessment of task performance is in terms of task outcome” (Skehan, 1996, p.
38). Considering these principles of a task, it becomes apparent that translation
activities fulfill all the criteria outlined in the definition. Translation activities not
only focus on the linguistic features of the text but also encompass its overall
meaning and intent. I1lés (2011) argues that translation goes beyond semantics
and requires translators to use their linguistic expertise and schematic knowledge.
Moreover, translation is a real-world activity spanning various domains, including
business, government, media, literature, and academia. In translation activities,
achieving accurate and comprehensive completion is paramount, as the goal is to
effectively transfer meaning. Additionally, the success of a translation activity is
determined by its outcome, emphasizing its outcome-oriented nature. To sum up,
translation activities prompt learners to consider the communicative function of
the source-language text, adapt the translation accordingly, and ensure accuracy
and completeness in the process.

As argued earlier, translation activities align with all the fundamental principles
of a task, meeting the criteria established by conventional definitions. Therefore,
there is no valid reason translation activities should not be recognized as a diverse
type of task capable of achieving the goals of TBLT. Henceforth, this paper will
refer to translation activities as tasks. However, it is noteworthy that the existing
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TBLT literature lacks explicit categorization of translation as a task (Cook, 2010).
Consequently, research efforts exploring translation activities as tasks and
investigating learner attitudes toward them have been limited. The next section
will provide a detailed discussion of these research endeavors, shedding light on
the current state of knowledge in this area.

2.3 Theoretical and empirical studies on translation tasks

Numerous scholars have made significant contributions to the discourse on the
effective integration of translation tasks within communicative language teaching
methodologies. Cook (2010) explores the value of translation as a communicative
language learning activity, advocating for a reassessment of its role in language
teaching. Similarly, Widdowson (2014), along with Hall and Cook (2012), argues
for the place of translation in language teaching, emphasizing the need for a well-
defined approach which considers the specific pedagogical context and learners’
needs. They advocate a balanced approach incorporating both translation tasks
and other communicative tasks. Their perspective aligns with the categorization
of translation as one of the several types of communicative tasks discussed in
section 2.2. Additionally, authors such as Illés (2011) and Kerr (2014, 2015), shed
light on the potential contributions of translation tasks to the development of
language skills and cultural knowledge. More recently in TILT literature, Howell
(2017) refers to translation as cross-language mediation, stressing its importance
in enhancing linguistic, intercultural, and interpersonal competences. Together,
these theoretical works contribute to the growing understanding of the role of
translation tasks in communicative language teaching and underscore its potential
value in TBLT.

Furthermore, empirical studies on the impact of translation tasks on language
learning outcomes provide evidence of their effectiveness. These empirical works
consistently demonstrate that translation tasks can significantly enhance various
language skills, including vocabulary acquisition (Laufer and Girsai, 2008),
reading comprehension (Alaboud, 2022), and cultural knowledge (Olk, 2009;
Seidlhofer, 2011). In addition, research conducted by Barnes (2017), Burden
(2005), Fernandez-Guerra (2014), Danan (2017), and Shoeib (2016) has revealed
positive learner attitudes toward translation in EFL classrooms. Collectively,
these empirical findings underscore the value of integrating translation tasks into
language teaching approaches.

To ensure the successful implementation of translation tasks in the EFL
classroom, Mahmoud (2006) emphasizes the significance of careful consideration
regarding specific learning objectives, proficiency levels, and potential challenges
associated with different translation task types. The choice of translation task type
significantly impacts its effectiveness in language learning. For instance, AVT
tasks, which involve adapting audiovisual media content to different linguistic
and cultural contexts (Bolafos-Garcia-Escribano & Diaz-Cintas, 2020),
consistently prove their efficacy in fostering the development of language skills
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such as pronunciation, oral expression, and cultural understanding (see Danan,
2017; Fernandez-Costales, 2021; Tavalan, 2019). Research on AVT highlights its
capacity to encourage lively class interaction and active engagement in language
learning. The performance aspect of AVT tasks can also boost motivation due to
the non-routine nature of the experience (Danan, 2017).

Despite the growing body of research on AVT, this area still requires further
investigation. More studies are needed to examine the effectiveness of AVT in
different educational contexts and among diverse learner populations, for example
in Kazakhstan, and within the secondary school context. Currently, research in
this field has focused on university students enrolled in translation and language
programs, resulting in a noticeable gap in the literature regarding the use of AVT
in earlier stages of education (Fernandez-Costales, 2021).

3. Methods

The present study introduces a translation task in the EFL classroom and evaluates
learners' perceptions of this task. To achieve this, an AVT task was implemented
in an authentic classroom setting with secondary school EFL learners. Ellis's
(2018) student-based micro-evaluation approach was employed to investigate
learner engagement with the AVT task. A follow-up questionnaire collected
learners' feedback, and the quantitative survey data was subjected to statistical
analysis. The study extended over one week, and participation in both the AVT
task sessions and the survey was entirely voluntary.

3.1 Participants

The study involved 12 participants, all of whom were Grade 11 learners attending
a secondary school in Kazakhstan. The group was evenly split between male and
female learners, comprising 6 boys and 6 girls. Given that all selected learners
were 18 years old (M=18, SD=0), parental consent forms were not required. The
research participants self-reported English proficiency levels ranging from pre-
intermediate to intermediate based on their assessments. The choice of school was
determined by the language teacher's interest and the availability of class time for
the AVT task.

3.2 Procedure: Task phases

The AVT task involved translating an 8-minute-long Kazakh cartoon into
English, followed by dubbing it. This task spanned three sessions, each lasting 45
minutes, adhering to the structural framework of TBLT, encompassing pre-task,
main task, and post-task stages (Willis, 2007). To ensure objectivity, the language
teacher introduced the task with a neutral stance, refraining from expressing
explicit positive or negative opinions about the AVT task to prevent any potential
influence on participants' perceptions. This neutrality was particularly crucial
given that neither the learners nor the teacher had prior experience with cartoon
translation in an EFL classroom.
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3.2.1 The pre-task phase

The pre-task phase played a pivotal role in establishing a solid foundation for the
AVT task. It involved a comprehensive and systematic approach, commencing
with an in-depth discussion between the teacher and the learners. This discussion
explored the intricacies and concepts of translation, which was a significant step,
considering the learners' limited exposure to translation and their unfamiliarity
with cartoon translation in a language classroom context. Topics covered during
the discussion included basic principles of effective translation, a comparison of
Kazakh and English language structures, and practical guidance for translating
from Kazakh to English.

Moreover, the learners received detailed instruction essential for the AVT task,
which introduced them to the terminology of audiovisual translation, including
concepts like dubbing, voiceover, verbal/visual codes, and other related aspects.
This exposure not only enriched their linguistic repertoire but also acquainted
them with the fundamental elements necessary for the upcoming task.

Equipped with the necessary background knowledge, the learners collectively
began watching the chosen Kazakh cartoon, immersing themselves in its content.
This immersion sparked lively discussions regarding the central theme of the
cartoon and the distinct roles played by each character. Through this interactive
dialogue, a profound understanding of the context and characters developed — a
vital requirement for effective translation.

Lastly, after viewing the cartoon and gaining a comprehensive grasp of the task,
the learners collaborated to strategize the necessary steps for completing the AVT
task. This collaborative planning not only fostered teamwork but also instilled the
confidence to anticipate potential challenges and devise suitable solutions.

3.2.2 The main task phase

In the main task phase, the learners engaged in a variety of individual, paired, and
collaborative activities. The initial step required each learner to transcribe the
dialogue from the cartoon individually. Afterwards, they were asked to compare
their transcriptions with those of their peers to identify discrepancies or variations.
Through discussions and collaborative efforts, they harmonized these differences,
resulting in a consistent and unified text suitable for translation. The transcribed
text included a total of 480 words.

Following individual transcriptions, the learners were divided into six groups,
each tasked with translating the dialogue of different characters from the cartoon.
During this phase, they were permitted to use online dictionaries. The cartoon
featured six distinct characters: a helicopter, a leopard's grandfather, a leopard, a
woodpecker, an eagle, and an author. Once the translations were completed, the
learners had the opportunity to discuss and share the challenges they encountered
during the translation process. Certain learners highlighted difficulties related to
translating culture-specific words, proverbs, and idiomatic expressions.
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Subsequently, the learners, along with the teacher, worked together to address
the translation challenges they had encountered. Their initial focus was on culture-
specific words. This need arose from the inherent disparities between languages,
where each language holds unique cultural concepts distinct from those in other
languages. To successfully address the challenge of translating culture-specific
items into English, transliteration was employed. For instance, the word “KbIMBI3”,
signifying a fermented dairy product made from mare's milk and holding cultural
importance as a national beverage in Kazakhstan, was transliterated as “qymyz”.
However, due to the time constraints of AVT, the decision was made not to
provide an explanation of this item within the dubbed cartoon. This strategic
choice underscores the delicate balance between preserving cultural authenticity
and accommodating practical limitations, particularly considering that English
lacks a direct equivalent for this beverage.

When translating proverbs, the learners took a creative approach instead of
pursuing literal translations. Their focus was on capturing the essence of the
proverb due to the challenge of finding exact English equivalents. The learners
conducted research to identify the closest English matches for Kazakh proverbs.
For instance, the Kazakh phrase “kepek TacTbIH aybIpibIFbl )KO0K~, meaning “there
is no gravity of the desired stone”, was ingeniously adapted to “burden of our own
choice is not felt” in English. This translation highlights the idea that self-selected
tasks often feel less burdensome, emphasizing the manageability of self-driven
efforts. Learners' proactive research demonstrates their commitment to translating
proverbs and conveying intricate cultural concepts across different languages.

Regarding the main character's name, the learners decided to retain its original,
“barys”. They justified this decision by emphasizing the lack of an equivalent
representation in English. The type of leopard portrayed in the cartoon is a snow
leopard found exclusively in the mountains of Central Asia, particularly in
Kazakhstan. This species holds great significance in Kazakh culture, symbolizing
bravery and courage. A literal translation of the name would have been simplistic
and inadequate in capturing the true essence of “barys” for the Kazakh people.

After completing the translation, six learners, three girls, and three boys,
volunteered to dub the cartoon, while the remaining learners observed the process.
The assignment of characters for dubbing was based on the volunteers' gender and
voice characteristics. Voice samples were recorded using the voice recorder on an
iPhone 11 Pro smartphone. Once recorded, the samples were edited using the
Perfect Video application, which made it possible to apply various sound effects.
Additionally, the application was used to synchronize the audio track with the
cartoon video. The choice of software for the dubbing task was driven by the
availability of the programs, as the voice recorder was pre-installed on the
teacher's smartphone, and Perfect Video is a free application accessible through
the Apple Store. The selection of these programs considered their user-friendly
interface and ease of use, ensuring a smooth learning experience for the learners.
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As a result of the main task phase, the learners completed the translation and
dubbing of the cartoon. The final product, the dubbed cartoon, was prepared for
upload. Permission was obtained from the necessary parties to share the dubbed
cartoon on the English teacher's YouTube channel. The link to the cartoon is
provided in the references section. It is worth noting that the participating learners
had no prior experience in performing voiceovers before this dubbing task.

3.2.3 The post-task phase

The post-task phase marked the culmination of the AVT task, serving as a pivotal
stage for reflection, presentation, and evaluation. With the successful translation
and dubbing of the cartoon accomplished, the learners were ready to showcase
their achievements, presenting their translation project to the teacher. This
presentation displayed the dubbed cartoon and offered valuable insights into their
translation choices.

The review session extended beyond the presentation itself. The learners
engaged in introspection regarding the vocabulary encountered during the AVT
task. They thoughtfully compiled a concise glossary, capturing the new words and
phrases they had assimilated throughout the process. This post-task glossary stood
as a testament to their expanded vocabulary and a valuable resource for their
future endeavours.

To conclude the AVT task, a post-task questionnaire was administered. This
survey aimed to capture the learners' genuine viewpoints and reflections, offering
a space for them to express their thoughts on the translation project. The learners
were guaranteed anonymity and explicitly informed that there was no expectation
for them to provide positive responses to ensure authenticity in their feedback.
Their responses served as the basis for evaluating the effectiveness of the new
task and were strictly intended for research purposes.

3.3 Instrument

The decision to employ a questionnaire as the research instrument in this study is
rooted in two fundamental considerations. Firstly, the adoption of a questionnaire
aligns with the student-based approach to the micro-evaluation of tasks, as
proposed by Ellis (2018). This approach underscores the significance of utilizing
a questionnaire to gather learners' perspectives and feedback, recognizing the
value of direct insights from learners in comprehensively understanding their
views on the task. Secondly, prior research, as highlighted by Ferndndez-Costales
(2021), has established the efficacy of questionnaire surveys in assessing learners'
perceptions of AVT tasks in language learning.

The questionnaire used in the present study was adapted from Barnes (2017),
originally designed to explore UK learners' perceptions of translation tasks in their
Spanish studies and beyond. The adaptation process involved tailoring the
questionnaire to the Kazakhstan context and the specific AVT task at hand.
Extraneous sections and items unrelated to the study's objectives were omitted,
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while new items about topics like translation challenges, group work, and the
dubbing task were incorporated.

The final version of the questionnaire included 18 closed-ended items, each
using a S5-point Likert scale, and 1 open-ended question. The closed-ended items
were divided into three sections: the first section assessed learners' attitudes
towards the use of translation in their English classes, while the second and third
sections explored their experiences and perspectives regarding the AVT task. The
open-ended question invited respondents to share any additional insights or
remarks they had about the TILT and the AVT task.

The questionnaire was translated into Kazakh, the learners' mother tongue, and
subjected to back-translations by three English teachers from the same school to
ensure accuracy. It was distributed immediately after the AVT task, ensuring a
100% response rate, and capturing feedback while the task was still fresh in their
minds. On average, it took the learners 10 to 15 minutes to complete the survey
using Google Forms.

4. Results and Discussion

The data collected from the 12 participants was analyzed using the Statistical
Package for the Social Sciences (SPSS, Version 25). To gauge the internal
consistency of survey scales, a reliability analysis was conducted. The results
demonstrated that all three scales exhibited acceptable reliability values, with a
Cronbach's alpha coefficient exceeding 0.7 (a0 >.7), as shown in Table 1.

Table 1. The reliability values of the scales

Scale Number of items Cronbach’s Alpha
Attitudes 6 .85
Perceptions 6 .87
Outcomes 6 95

The data analysis involved the use of mean comparison tests, specifically one-
sample and paired samples t-tests, aimed at scrutinizing the participants' responses
concerning various aspects of the AVT task and their overall perception of TILT.
These means were compared to a constant value of 3, representing the neutral
point on the Likert scale. This comparative approach allowed for an assessment
of whether the learners' perceptions of the AVT task leaned toward a positive or
a negative orientation. The interpretation of the findings was guided by relevant
theories and prior research within the field of TILT.

In addition to the survey responses, 12 comments from the participants were
also analyzed. Due to the small sample size and brief responses, extensive in-
depth analysis used in larger studies was impractical. Nonetheless, qualitative
insights were extracted to complement the research data, strengthening result
validity, and providing supplementary insights into participants' experiences.
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4.1 Learners’ attitudes towards translation in the EFL classroom

The first section of the survey aimed to assess the learners' attitudes toward the
use of translation in English language classes. Participants were presented with
six statements, half of which represented positive viewpoints and the other half
represented negative viewpoints regarding TILT. To evaluate the learners' self-
reported attitudes, the mean values of the positive items such as “The inclusion of
translation tasks adds variety to classroom activities”, “Bilingual word lists help
me memorize new words”, and “Translation is useful for explaining difficult
expressions”, and the negative items such as “English should be the only language
used in the classroom”, “Relying solely on tools like Google Translate is sufficient
for resolving my translation issues”, and “Speaking and listening is more
important than translating” were compared using a paired samples t-test.

Results from the paired samples t-test revealed a significant difference between
participants' reported attitudes toward translation when attributed to negative
statements compared to when attributed to positive statements (#(11) =2.45, p =
.03, two-tailed). Participants attributed more positive attitudes toward translation
(M =3.69, SD = 1.15) compared to negative attitudes (M = 3.08, SD = 1.22). This
suggests that the learners in the survey expressed more favorable attitudes toward
translation when presented with positive statements. The statistical analysis
provides evidence of a significant difference in participants' attitudes, indicating
a preference for the use of translation in English language classes (see Figure 1).

Figure 1. Comparison of mean scores for positive and negative TILT statements
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These findings align with prior research highlighting positive attitudes toward
translation in language learning. Barnes (2017) conducted a study involving 41
secondary school learners, revealing an inclination toward the use of translation
in the language classroom. A significant majority of participants (93%) expressed
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a favorable stance toward translation, indicating its perceived value in language
learning. Similarly, Fernandez-Guerra (2014) surveyed Spanish EFL learners to
explore their views on translation tasks, and the results indicated positive opinions
regarding the importance of translation in the learning process. These studies
collectively demonstrate that translation is widely perceived as a valuable tool in
language learning.

Furthermore, interpreting the obtained mean scores of each item within the
scales provides intriguing insights into learners' attitudes toward specific aspects
of TILT (see Figure 2). For instance, the notably high mean score (M=4.1) for the
statement “Bilingual word lists help me memorize new words” suggests a positive
disposition towards this method. This inclination could potentially be linked to
the presence of word lists in their English textbooks, indicating that the learners
might already be accustomed to and find value in such aids.

Figure 2. Means scores of positive and negative TILT statements
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Conversely, the moderate mean score (M=3.1) for the statement “Translation
is useful for explaining difficult expressions” offers some insights into classroom
practices. The lower agreement could be attributed to the prevailing teaching
method where explanations primarily rely on definitions rather than translation.
Additionally, the response pattern to the statement “English should be the only
language used in the classroom” (M=2.6) points to learners' reservations about
their proficiency level. This reluctance could stem from a perception that their
English might not be sufficient for an English-only classroom environment. These
potential connections between the results and pedagogical practices underscore
the importance of tailoring language teaching methods to learners' preferences
and perceived abilities, in line with the principles of learner-centered education.

In summary, these findings and their interpretations provide a comprehensive
understanding of learners' attitudes toward translation, offering valuable insights

100



AIDANA SMAGUL

for enhancing language teaching methodologies. The learners' positive inclination
toward translation in the EFL classroom indicates a preference for its inclusion in
language learning practices. Teachers can effectively integrate translation into
their teaching methods by acknowledging and capitalizing on learners' attitudes,
thereby enhancing language learning outcomes.

The presented learner-centered approach is in harmony with the principles of
Communicative Language Teaching (CLT), which emphasize learner-driven
activities over teacher-directed ones (Saleh, 2022). Such an approach fosters
learner engagement and active participation, resulting in a more meaningful and
effective language learning experience. Teachers can enhance learners' language
skills by integrating translation tasks which align with learners' preferences and
attitudes, thereby creating a supportive and engaging learning environment.

4.2 Learners’ overall perceptions of the AVT task

The objective of the second section of the questionnaire was to examine how the
learners perceived the AVT task overall. To assess their perceptions, a one-sample
t-test was conducted on the Perceptions scale, consisting of 6 items (see Figure
3). The t-test results revealed a significant positive evaluation of the AVT task by
the participants (M = 3.81, SD = 0.97, #(11) = 2.87, p < .05). This indicates that,
on average, participants held favorable attitudes toward the translation task, as the
mean value of the scale exceeded the neutral point of 3 on the Likert scale.

Figure 3. Means scores of perceptions scale items
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Moreover, the results demonstrate that the learners not only found the AVT
task enjoyable, but also recognized its value in enhancing their understanding of
translation, promoting effective group work, and facilitating future language
learning. The significant positive evaluations obtained from the t-test validate the
learners' favorable perceptions and assessments of the AVT task, underscoring its
effectiveness and importance in fostering positive experiences and encouraging
active participation.

These findings align with previous research on translation tasks, including the
studies by Danan (2017) and Kerr (2014), which emphasize the role of AVT tasks
in promoting dynamic classroom interactions and active engagement among
language learners. Furthermore, Illés (2011) has also advocated for the use of
translation tasks to enhance learner engagement and motivation. Collectively,
these studies provide a solid foundation for understanding the positive impacts of
translation tasks and AVT in promoting learner engagement, motivation, and
enjoyment in language learning contexts.

However, the mean for item 4, “I feel more confident in translating Kazakh into
English after completing the task”, was relatively low. This observation can be
attributed to the participants' limited exposure to the translation task. Given that
they engaged in only one instance of the AVT task, it is understandable that their
confidence level might not have significantly changed.

Finally, the open-ended responses of the participants align with the findings
and provide additional support. Several learners expressed their enjoyment and
positive feedback regarding the task, emphasizing its unique nature, interesting
aspects, practicality, and the opportunity to engage in different modes of working.
Their comments include: “The task was a new and exciting experience for me as
I had never done dubbing before. I thoroughly enjoyed it and appreciate the
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opportunity”; “The inclusion of translation and dubbing made the English lesson
more captivating”; “The task was highly beneficial, especially the discussions”;
“I particularly liked the task because it allowed us to work individually, in pairs,

and as a team”; “I never realized that translation could be so enjoyable”.

4.3 Outcomes of the AVT task

After evaluating the participants' perceptions of the AVT task, it is essential to
explore the impact it had on them. The last section of the survey aimed to assess
the outcomes as perceived by the learners following their involvement in the task.
To analyze these outcomes, a one-sample t-test was conducted on the Outcomes
scale. The results of the t-test revealed highly positive evaluations of the effects
derived from the AVT task among the participants (M =4.04, SD = 1.11, #(11) =
3.35, p <.05). The mean scores for all six items consistently hovered around 4 on
the 5-point Likert scale, indicating a strong agreement with the perceived effects
(refer to Figure 4). These significant positive evaluations suggest that participants
recognized and valued the positive results and advantages associated with their
engagement in the AVT task.
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Among the reported outcomes, the learners emphasized the expansion of their
English vocabulary, in line with Laufer and Girsai's (2008) research. A learner's
comment further highlighted the usefulness of the translation task in learning new
collocations and animal names. Additionally, the participants acknowledged the
task's effectiveness in broadening their cultural knowledge, consistent with the
studies conducted by Olk (2009) and Seidlhofer (2011), which indicate that
translation tasks contribute to cultural knowledge development. The high mean
value of the cultural knowledge item can be attributed to learners’ actively
engaging in discussions about cultural differences naturally occuring during the
translation of the cartoon, particularly when encountering words with national
connotations. Consequently, the learners recognized the development of enhanced
problem-solving skills as a benefit of the translation task. Moreover, the learners
reported the acquisition of communication skills, translation skills, and improved
competence in using resources as outcomes of their engagement in the AVT task.

Figure 4. Means scores of outcomes scale items
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In addition, studies by Illés (2011), Seidlhofer (2011), and Widdowson (2003)
further corroborate the positive impact of translation tasks on language learning.
These works emphasize that integrating translation tasks into language classes can
boost learner engagement and motivation, ultimately leading to successful task
completion. They underscore the advantages of translation tasks in fostering
language skill development, stimulating critical thinking, and deepening
comprehension of linguistic and cultural facets. Through active participation in
translation tasks, learners can enhance their language proficiency and gain a more
profound insight into the target language and culture.
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Collectively, the findings from previous research, coupled with those from the
present small-scale study, provide a holistic understanding of the advantages
associated with integrating translation tasks into language learning contexts and
affirm the effectiveness of AVT tasks in facilitating diverse language learning
outcomes. These outcomes span from the expansion of vocabulary and the
development of cultural awareness to the acquisition of communication and
translation competences.

5. Conclusion

The limited existing research on the use of translation as a task in TBLT prompted
this study, which aimed to address this research gap by introducing an AVT task
into the EFL classroom and assessing its effectiveness with Kazakhstani
secondary school EFL learners. The research followed Ellis's (2018) micro-
evaluation of tasks methodology. Through a student-based survey, this study
explored learners' attitudes toward translation in language teaching, their overall
perceptions of the given AVT task, and the perceived outcomes associated with
its implementation.

The findings of this small-scale study contribute to the existing arguments for
TILT, specifically regarding the use of translation activities as tasks. The learners
expressed positive attitudes toward translation, reinforcing the potential of
integrating translation tasks into the EFL classroom. Furthermore, their overall
perceptions of the AVT task were generally favorable, highlighting its efficacy as
an engaging and effective approach.

The outcomes reported by the learners following their engagement in the AVT
task encompassed various facets, notably including the expansion of their English
vocabulary, an enriched understanding of cultural aspects, and the development
of problem-solving, communication, and translation skills. These findings
resonate with prior research and highlight the significant role translation tasks can
play in advancing language learning and fostering a deeper understanding of
linguistic and cultural aspects.

The significance of this study extends to its practical implications for secondary
school teachers aiming to introduce innovative approaches to enhance language
learning experiences. By integrating translation tasks, such as the AVT task, into
their curriculum and employing the micro-evaluation of tasks methodology to
assess learners' attitudes and the task's effectiveness, teachers can make informed
decisions about its suitability for future use. This approach encourages a more
diverse range of classroom practices, fostering an environment where educators
are open to experimenting with new teaching methods. The micro-evaluation of
tasks is also straightforward, making it accessible for teachers to implement and
refine their instructional strategies.

While these findings offer valuable insights, it is crucial to recognize the study's
limitations. The present research was conducted in a specific context, with a
limited number of participants and with a particular language pair, restricting the
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generalizability of the results to other settings. Furthermore, the data from student-
based evaluations might be influenced by a desire to please the teacher and
researcher, suggesting the need for caution when interpreting the results.

To mitigate these limitations and strengthen the validity of the findings, future
research should contemplate expanding the sample size and investigating the
effectiveness of translation tasks in diverse languages and educational settings.
This would contribute to a more comprehensive understanding of the potential
benefits and challenges associated with the integration of translation tasks in
language education.

In conclusion, this study pointed out the potential advantages of incorporating
translation tasks, particularly AVT tasks, into the EFL classroom. The positive
attitudes, perceptions, and reported gains affirm the effectiveness of this approach.
These findings contribute to the ongoing discourse surrounding TILT and the
integration of translation tasks as valuable pedagogical tools in CLT and TBLT.
By leveraging the strengths of translation tasks, teachers can create engaging and
meaningful language learning experiences for their learners.

The findings of this study, situated at the intersection of language pedagogy
and translation studies, lay a solid foundation for future research endeavors. They
invite further investigations into the optimal design and implementation of
translation tasks within the framework of task-based language learning and
teaching. By acknowledging the limitations of this study and exploring new
avenues of inquiry, researchers can continually advance our understanding of the
role of translation tasks in fostering effective language education.
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Error Analysis in the Argumentative Essays of Georgian Learners of
English

The present study is part of a larger-scale research project investigating cross-linguistic influence on
figurative language production in second language acquisition. The purpose of the current study is to
identify and categorize various kinds of metaphorical errors made during the written production of English,
with a special emphasis on the errors influenced by the native language. Through the analysis of
argumentative essays written by 35 Georgian learners of English, gaps in previous research on the metaphor
production of L2 learners in natural texts will be addressed. The findings indicate that metaphorical errors
significantly challenge written language production, with a notable increase in L1-influenced metaphorical
errors from B1 to B2 proficiency levels. By extending the data pool, the results contribute to research
initiated by Nacey (2013) and Littlemore et al. (2014) that focuses on the frequency and types of L1-
influenced metaphorically used words.

Keywords: error analysis, L2 production, metaphor, argumentative essay, L1 influence

1. Introduction

Error analysis is a comprehensive procedure which involves identifying and
categorizing errors made by second language learners and requires clear
methodological guidelines to ensure the analyst's objectivity. James (1998) provides
the most comprehensive in-depth classification of L2 errors and highlights the
usefulness of contrastive error analysis in pre-identifying potential areas of difficulty
for learners who speak a particular first language and want to learn a given target
language. Corder (1967), as cited by James (1998: 12), lists various compelling
reasons for the importance of identifying and categorizing L2 errors. Firstly, errors
provide valuable insights into learners’ in-built syllabus and the cognitive processes
involved in language acquisition. Secondly, error analysis can help teachers plan
effective instruction by identifying patterns of errors and targeting specific areas of
difficulty. Thirdly, errors provide researchers with valuable insights into the process
of language acquisition and the nature of language itself. For example, researchers
can gain insights into how learners develop their linguistic knowledge and skills over
time and identify patterns of errors which suggest that learners are struggling with a
particular aspect of the language.
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The present study focuses on error analysis from the perspective of metaphorical
errors and cross-linguistic influence in L2 learners' natural texts. More specifically,
it investigates errors made by Georgian B1-B2 learners of English. The emphasis on
metaphorical errors, particularly indirect metaphors, enables a distinct investigation
into how Georgian learners comprehend and produce figurative language in English.
Analyzing these error patterns can reveal how learners map and transfer unfamiliar
concepts to familiar ones from their native language, influencing the structure and
usage of their language output. Additionally, the study's findings have practical
implications for language instruction, as they address learners' conceptual challenges
and recognize recurring instances of metaphorical errors.

The current investigation is based on the methodology developed by Nacey (2010,
2011), who adapted James's (1998) error typology. The writing errors analyzed in
Nacey's (2010, 2013) studies are produced by Norwegian learners of English. Other
relevant studies such as those by Littlemore et al. (2014), Iaroslavtseva and
Skorczynska (2017), and Utkina (2016) focus solely on an L1-influenced error
typology. These studies analyze essays written by German, Spanish, and Russian
speakers of English, respectively.

The article 1s structured to offer a clear and comprehensive understanding of the
process of L2 error analysis. Section 2 provides detailed explanations of the criteria
used to identify errors in the writing of L2 learners and highlights the importance of
consistency and objectivity in error identification to ensure the validity of the
analysis. Section 3 gives a detailed overview of the compilation and analysis of the
Georgian EFL argumentative essay corpus. Special emphasis is placed on presenting
the problematic cases encountered during the categorization process, and discussing
the challenges faced and the strategies employed to resolve them. Section 4 presents
the results of the analysis and provides a comprehensive discussion of the findings.

2. Methodology

2.1 Methodology of error identification

As mentioned above, several researchers have conducted error analysis research on
L2 learners' natural texts and employed various methods to support analysts'
knowledge or intuition in determining L2 errors. Nacey (2010, 2013) analyzed texts
written by Norwegian B2-C1 learners of English to identify the types of errors which
lead to non-deliberate metaphor production. In the first step of error analysis, which
is error identification, Nacey (2013: 133) used the Louvain Corpus of Native English
Essays (LOCNESS) as a reference corpus, while she (Nacey, 2010: 71) listed the
following resources as a valuable help in clarifying problematic error cases: The
British National Corpus (BNC); WebCorp and the World Wide Web as a corpus;
online language forums, e.g. WordReference. However, the author did not describe
the error criteria and corpus-based methods used for error identification and did not
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provide more specific details, such as how many concordance entries should be
found in the corpus to mark the expression as grammatically correct or native-like.!

Littlemore et al. (2014) implemented a different method to examine the rates of
distinct types of metaphoric errors made by German A2-C2 learners of English and
the extent of L1 influence on them. They applied a German native-speaker’s
knowledge to identify and categorize errors according to two criteria: a strict
criterion, where “non-native-like phraseology” is marked as an error, e.g. all the
world instead of the whole world, and a generous criterion, where non-native
expressions are not considered to be errors (Littlemore et al., 2014: 124).2

Another relevant study was conducted by laroslavtseva and Skorczynska (2017),
who investigated the influence of L1 on metaphorical errors in essays written by
Spanish B2-C1 learners of English and, similar to Nacey (2010), used the BNC as a
reference corpus. They employed a strict criterion for error identification, marking
lexical units which did not have corresponding concordances in the BNC corpus as
erroneous non-native-like phraseology (for further details see Iaroslavtseva and
Skorczynska, 2017: 54).

2.2 Methodology of error categorization

In the process of error analysis, the second and most comprehensive step is error
categorization, where errors are classified into different types. The previous studies
on L2 learners' natural texts have proposed general and L1-influenced error
typologies. Nacey's (2010, 2013) work encompasses both general and L1-influenced
error typologies, while Littlemore et al. (2014), laroslavtseva and Skorczynska
(2017), and Utkina (2016) provide only L1-influenced error typologies. For this
study, I follow Nacey’s (2010: 170-175, 2013: 192-202) error classification, which
adapts James’s (1998) typology.

2.2.1 Substance level errors

James (1998: 129) distinguishes three basic levels of linguistic errors: the substance,
text, and discourse levels. The latter level refers to errors with coherence and
cohesion of paragraphs or entire texts, and as such, falls beyond the scope of the
current research questions and design. The substance level errors, as shown in Table
1, are the results of misspelling or mispronunciation, and the former are divided into
two subgroups: mechanical misspellings and misspellings proper (James, 1998: 130—
139; Nacey 2010: 170-172, 2013: 196). Mechanical misspellings arise from
oversight or carelessness and have the following subtypes: punctuation errors, e.g.,

! Native-like phraseology refers to linguistic expressions that align with the standard or typical patterns
observed among native English speakers.

2 The frequency of the collocation all the world in the BNC corpus is lower than that of the whole world:
249 and 373, respectively, out of 100 million words.
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errors made when using exclamation marks, commas, colons, apostrophes, and
capital letters, and typographic errors which are created by pressing the improper key
on the keyboard (James, 1998: 131). However, Nacey (2010: 71, 171) prefers to use
the term “oversight” to refer to mechanical misspellings which do not involve
punctuation, e.g., binder for bidder, since her study is based on a handwritten corpus.
In my Georgian essay corpus this type of error is exemplified by rememmbers instead
of remembers.

Table 1. Substance level errors

James (1998) Nacey (2010, 2013)
Type 1 Mechanical misspellings Mechanical misspellings
Type 1 Punctuation errors Type(féis hic Punctuation Oversight
subtypes Dyslexic errors Confusibles
Type 2 Misspellings proper Misspellings proper
Type 2 Mispronunciation Written . o Written misencodings
. . Mispronunciation .
subtypes errors misencodings (confusibles)

James (1998: 133) lists two additional subtypes of mechanical misspellings:
dyslexic errors and confusibles. Dyslexic errors are made by people with dyslexia
because of a disorder of linguistic systems in the brain, e.g., parc instead of park,
tow instead of rwo (James, 1998: 133). Confusibles are the result of confusion
between morphemes and words which sound similar, e.g., coursel/coarse;
descriminate/discriminate (James, 1998: 133). Nacey (2010) discards dyslexic errors
and puts confusibles into the other major misspelling category (misspelling proper)
as the synonym of “written misencodings”. Nacey (2010: 172) ignores subtypes of
mechanical misspellings which have no consequences for linguistic metaphor
identification and makes the error identification procedure more straightforward.

Misspellings proper have two subtypes: mispronunciation and written
misencodings, i.e., confusibles. Mispronunciation errors are caused by L2 learners’
mispronunciation of English sounds (James, 1998: 137; Nacey, 2010: 172, 2013:
197). For example, Welsh speakers often mispronounce the phoneme /z/ as /s/ and
consequently misspell the word zoo as soo (James, 1998: 137). In my Georgian essay
corpus this type is exemplified by exident instead of accident.

James (1998: 137-139) lists two major subtypes of written misencodings:
interlingual and intralingual. The first type includes cases in which bilinguals
mistakenly apply L1 spelling rules to L2, e.g., in Welsh the phoneme /[/ is written as
<si>; therefore, Welsh speakers tend to apply this rule to English and write sif instead
of sheet. Intralingual misencodings occur when incorrect spelling rules are applied
to L2, e.g., pictiour instead of picture (James, 1998: 138-139). He lists four subtypes
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of intralingual written misencodings: overgeneralizations of L2 spelling rules, e.g.
the rule [jo] = <iour> applies to saviour and behaviour but not to picture;
homophones, e.g. through instead of threw; misspellings, e.g. meens instead of
means; and letter naming, e.g. <mt> instead of empty (James, 1998: 138—139).

There is some overlap and difference between James's (1998) and Nacey's (2010,
2013) categorization of written misencodings. Nacey (2010: 175) simply divides
them into two subtypes: phonetic near-misses, e.g., dear/dare, and homophone
confusions, e.g., break/brake. James (1998: 138) also puts homophones in the same
category; however, he points out that it is a subcategory of intralingual written
misencodings. Unlike Nacey (2010), James (1998: 133—134) assigns phonetic near-
misses to formal mis-selections since they are text-level lexical errors. In my
Georgian essay corpus, the following example illustrates confusibles: they meet
visitors with worms and respect instead of warmth. 1 adopt Nacey’s (2010)
categorization, because James’s typology is too detailed for a practical analysis of
the written data, and besides, his taxonomy has fuzzy boundaries between the
subcategories; for example, there is no clear distinction between synforms and
confusibles, which will be explained below.

2.2.2 Text level errors

Text-level errors, as shown in Table 2, are also divided into two subgroups: formal
errors of lexis and semantic errors of lexis. The first type of formal errors is formal
misselections which consist of three subtypes: totally deceptive cognates, partially
deceptive cognates, and synforms (James, 1998: 145-148; Nacey, 2010: 174).
According to James (1998: 148), totally deceptive cognates are historically
synonymous words in two languages whose modern meanings have completely
changed, e.g., French fabrique (‘factory') and English fabric (‘cloth’). However,
Nacey (2010: 174) generalizes this definition to the category of false friends and
discards the etymological perspective, e.g., spectre instead of range (influenced by
Norwegian spekter) (Nacey, 2010: 190, 2013: 194).

Table 2. Text level errors

James (1998) Nacey (2010, 2013)

Type 1 Formal errors of lexis Formal errors of lexis
Type 1 Formal mis-selection Misformation Formal mis-selection Calques
subtypes Distortions
Type 2 Semantic errors in lexis Semantic errors in lexis
Type 2 Confusion of sense Collocational Confusion of sense .

. . Collocations
subtypes relations errors relations
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Partially deceptive cognates are errors where a single L.1 word corresponds to two
or more L2 words, e.g. the French word fatal is more polysemous than the English
word fatal (James, 1998: 148-149); the message will stand (in Norwegian
staende=stand) instead of the message will endure (Nacey, 2010: 190-191, 2013:
194-195). Nacey (2010: 192, 2013: 195-196) introduces an additional error category
— semantic divergence, which is related to partially deceptive cognates because it
also involves L1 terms which could be translated by two or more L2 terms; however,
the difference is that partially deceptive cognates look or sound similar, while this
condition does not apply to the semantic divergence category, e.g. “...to liberate
time, so that we have more time...” (in Norwegian frigjore = to liberate, to
emancipate, to release) instead of free time.

Synforms are phonetic near-misses which have similar semantic features and are
existing words from the contextually appropriate word class (Nacey, 2010: 174,
2013: 197). James (1998: 145) illustrates the four basic types of synforms as follows:
the suffix type (e.g., considerable/considerate), prefixing type (e.g.,
compress/suppress); vowel type (e.g., seat/set); and consonant type (e.g.,
prizelprice). Nacey (2010: 174) argues that in James’s (1998: 133—-134) typology
there is no clear dividing line between confusibles (a substance-level error) and
synforms (a lexical, text-level error). She points out that confusibles are phonetic
near-misses or homophones whose meanings differ significantly and are not prone
to widespread confusion, e.g., dearl/dare, break/brake (Nacey, 2010: 174-175).
Synforms, on the contrary, tend to be confused by most writers because there is
always semantic, as well as formal similarity, e.g., noticeable/notable, loosellose
(Nacey, 2010: 174-175, 2013: 197). In my Georgian essay corpus this type is
exemplified by will be profitable again for their own forming instead of formation;
not all kids are able to have a happy childhood perhaps for economical problems
instead of economic problems.

The second subtype of formal errors of lexis is calques, i.e., a word-for-word
translation of an L1 term into English, e.g., life-pattern for lifestyle (Nacey, 2010:
188, 2013: 192-193). A similar subtype in James’s (1998: 149-150) typology is
called misformation, i.e., words which do not exist in L2. However, misformation is
a broader subtype because together with calques it also includes borrowings from
L1, e.g., writing the German word kopf instead of head, and coinage i.e., tailoring an
L1 word to the L2 structure, e.g., smoking can be very nocive to health (in Portuguese
nocivo = ‘harmful’).

James (1998: 150-151) adds a third subtype to formal errors of lexis called
distortions and defines them as intralingual errors of form. They are usually produced
during omission (int(e)resting), overinclusion (fresh(er)men), mis-selection
(*delitouseldelicious), misordering (*littel/little), and blending, e.g., the *deepths of
the ocean where depth is blended with deep. This subtype overlaps with the
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substance level misspelling errors because it is hard to determine what caused such
an error — insufficient lexical knowledge of L2 or a simple misspelling.

Semantic errors of lexis have two major subtypes: confusion of sense relations and
collocation errors. Confusion of sense relations occur when L2 learners use an
inappropriate member from near-synonyms, usually regardless of their L1, e.g.,
abandon/desert (James, 1998: 151-152; Nacey, 2010: 196, 2013: 197). In my
Georgian essay corpus this type is exemplified by durable instead of strong or tough
(“Women should be saved next because they are less durable, and finally men.”).
Collocation errors include semantically determined word choice (crooked stick,
*crooked year), statistically measured preferences (big losses is acceptable, heavy
losses 1s preferred), and arbitrary combinations (make an attempt, have a try - *have
an attempt, *make a try) (James, 1998: 152; Nacey, 2010: 198). In my Georgian
essay corpus this type is exemplified by under bars instead of behind bars (“...a
prisoner who was put under bars mistakenly”), which represents the subtype of
semantically determined word selections.

2.2.3 Grammatical errors

Finally, James (1998: 154-160) introduces grammatical error typology; however,
Nacey (2010: 173) decides to focus more on lexical system errors and omits
grammatical errors from the analysis. James (1998: 154—158) defines morphological
errors as deviations from the correct form of lexical word types; namely, noun, verb,
adjective, adverb, and preposition. He further notes that the most frequent
morphology errors happen due to the omission or misplacement of third-person
singular [-s], plural [-s], past tense [-ed], and progressive [-ing] (James, 1998: 155).
It should be noted that, unlike syntactic errors, morphological errors can have an
impact on the metaphor identification procedure, since MIPVU (Metaphor
Identification Procedure Vrije Universiteit) restricts sense comparison to the same
word class and the same grammatical subcategory, such as transitivity and
countability (Steen et al., 2010: 35-36). The reason behind such restriction is that
words belonging to different grammatical subcategories may have different
metaphorical mappings and MIPVU ensures that the metaphorical mappings being
compared are as similar as possible: one compares entities with entities, processes
with processes, attributes with attributes (Steen et al., 2010: 16—17). In the present
research, the morphological errors are classified according to their word class and, if
relevant, their corresponding properties, such as noun (number: *persons/people,
case: students lifestyle/students’ lifestyle), verb (person: *keeping pets have lots of
benefits/keeping pets has lots of benefits, number: *pets feels danger/pets feel
danger, tense: *nowadays it became harder/nowadays it becomes harder), adjectives
(comparative: more harder/harder, superlative: *the most easiest/the easiest),
articles (definite: compared to past/compared to the past, indefinite: *important
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personlan important person), adverbs (*irregardless/regardless), etc. Identifying
word class subtypes is essential to find out which class is the most affected by general
errors and metaphorical errors. As regards syntactical errors, they represent mistakes
in phrases, clauses, sentences, and paragraphs (James, 1998: 156). James (1998: 156—
160) lists four major subtypes of syntactical errors: phrase structure errors, clause
errors, sentence errors, and inter-sentence errors of cohesion. In the present research,
I categorize them as word order errors (*they never are late / they are never late),
reference errors (*...it’s better to celebrate a birthday in a café, restaurant or club,
there everybody can feel free / where everybody can feel free), omission (*to stare
prison walls | to stare at prison walls), or addition (*nowadays most of school
children lack physical activity | nowadays most school children lack physical
activity) of a word.

2.2.4 Crosslinguistic L1 influence

The second phase of error categorization is concerned with the errors made due to
crosslinguistic L1 influence. As Jarvis and Pavlenko (2008: 27) note, crosslinguistic
influence has often been treated subjectively without having clearly defined
parameters, and it is obvious that we need a more unbiased approach to identify and
measure it. The authors believe that it is possible to make compelling arguments for
transfer if we apply the necessary types of supporting evidence which are either
already known to the study’s audience, or have been recognized in earlier research,
or can be extracted from an L2 corpus (Jarvis and Pavlenko, 2008: 36). The
researchers who have conducted production studies examining natural texts have
employed various methods to prove that cross-linguistic transfer exists. Nacey (2013:
192, 221-228) used the evidence from a number of bilingual English-Norwegian
dictionaries, a corpus of Norwegian L1 writing, and in addition, the method of
reversed translation by two Norwegian linguists. Littlemore et al. (2014: 124), on the
other hand, used their own native-speaker knowledge, whereas Iaroslavtseva and
Skorczynska (2017) do not give data about this matter. In the present study, I
gathered evidence for L1 influence from various sources, including bilingual
English-Georgian dictionaries, Georgian monolingual and bilingual corpora and the
method of reversed translation.

However, the evidence for L1 influence was traceable only in the categories of
confusion of sense relations, phrasal errors, and collocation errors (for details see
Table 5). This is because the category of synforms includes phonetically similar
words with shared meanings in the L2, making them unaffected by the learners' L1.
Similarly, substance level errors, which are caused by misspellings or
mispronunciations of L2 words, are not attributable to L1 influence. Identifying L1
influence on grammatical mistakes was outside the scope of this study. This is
because the L1 and L2 addressed in this study belong to different linguistic
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typologies, making it difficult to draw parallels between their syntax, use of tense,
pluralization, articles, and suffixation, and therefore, establish objective evidence of
L1 influence. Additionally, the fact that synforms, grammatical, and substance level
errors did not show any prominent evidence of L1 influence suggests that these types
of errors are more likely to be influenced by other factors, such as language
proficiency level or attention problems, rather than transfer from L1.

3. Research Methods

3.1 The Georgian EFL argumentative essay corpus

The essays analyzed in the current study were written by 35 Georgian learners of
English who obtained B1 and B2 proficiency levels in English based on The Oxford
Placement Test results.> Both male (17) and female (18) participants were 18 years
old and were in their final year of high school. The argumentative essays had an
average length of 150-200 words, and the essay corpus consisted of a total of 5773
lexical units. The students were asked to express their opinions on a range of social
and moral issues, including topics such as "Should animals be kept in zoos?" and
"Can money buy happiness?", and support their arguments with reasons and
examples. To avoid any bias or influence on the frequency of figurative language
use, previous studies on L2 learners' natural texts have also included essays covering
various social topics rather than focusing on a single topic; for instance, laroslavtseva

2 [13

and Skorczynska’s (2017) study analyzed essays written on ‘“college”, “parents’
role”, “public transport”, etc.

The essays for this study were stored in electronic spreadsheets to include
information about each lexical unit, such as part-of-speech tags, error types, and
metaphoricity. Lexical units in the essays were labeled using an automated
annotation procedure for part-of-speech tagging. This compilation resulted in a
learner academic corpus, where each essay represents the individual work of a
different student. The corpus was intentionally maintained in its original, raw form,
without any lemmatization or alterations to its grammatical and structural linguistic

elements. A sample essay is presented in its authentic form in Appendix 1.

3.2 Procedures and criteria for corpus analysis

The error correction procedure was carried out by an English native speaker analyst,
ensuring authentic proofreading practice, as native proficiency enhances error
correction reliability. The analyst is from London, UK, and has extensive experience
in professional proofreading and editing. I provided her with the essays in MS Word

3 The Oxford Placement Test is a reliable computer-adaptive English language test for non-native speakers.
It consists of two sections - Use of English and Listening - and measures CEFR (The Common European
Framework of Reference for Languages) levels from Pre-A1 to C2. The test was taken under the supervision
of a teacher in a school setting.
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format for ease of proofreading, commenting, and reviewing.* As a follow-up step, I
discussed the corrected essays with her and provided her with constructive written
feedback on the lexical items which were problematic or needed further clarification.
The feedback focused on avoiding any substantial rewriting where possible, and it
did not influence the native speaker’s decision-making overall.

Furthermore, the correction procedure was based on the generous criterion under
which non-native-like expressions are not considered to be errors. The strict criterion
would generate numerous erroneous items which may be non-native or not natural
but are otherwise grammatically and semantically correct. As for the corpus-based
correction, it would make the process more complicated, since it is challenging to
determine how many corpus concordances are necessary to decide whether a certain
collocation belongs to native-like or non-native-like phraseology and subsequently
whether it is an error or not. The reason a corpus does not contain any instances of a
word or phrase could be either that it is an error or the fact that all corpora are limited
to a certain number of words, and they are not all-encompassing.

The generous criterion used in this study also considers the role of English as a
Lingua Franca (ELF). According to Seidlhofer (2009), as cited by Nacey (2013:
166), ELF speakers prefer to use easily comprehensible expressions to ensure
effective communication; as a result, their wording differs from authentic and
conventional native English. Therefore, to ensure successful communication
between different L1 speakers in the international environment, it is more appropriate
to use ELF rather than native British or American English, which involve numerous
confusing culture-specific idioms and collocations. Consequently, non-native-like
expressions in the Georgian essay corpus are marked as errors only if they are
grammatically or semantically incorrect, while other minor deviations from standard
English norms are not marked as erroneous.

3.3 Error categories

The error typology used in this study is presented in Table 3. This typology consists
of six major categories and is suitable for both general and L1-influenced error
classification. Type 6 errors will be discussed in the next section, where some
problematic cases are discussed.

* The essays were handwritten to prevent the participants from using spelling and grammar correction
functions of a word processing software programme. Subsequently, the essays were carefully transcribed
into MS Word format, preserving the original mistakes, and preventing the introduction of any additional
erTors.
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Table 3. Error categories

Type Name Definition Example
Phonetic near-misses which share " . .
1 Synforms . economical/economic
semantic features.
Confusion of The selection of an inappropriate .
2 . PPTop *detect/notice
sense relations | member from a set of near-synonyms.
Semantically determined word
3 Collocation selections, statistically weighted *to do capital punishment/to
errors preferences, and arbitrary carry out capital punishment
combinations.
Grammatical Errors in syntax, use of tense, %
4 ‘persons/people

errors pluralization, articles, and suffixation.
Misspelling errors resulting from
Substance level peting . g
5 punctuation, oversight,
errors . T .

mispronunciation, or confusibles.
The whole phrase/word sequence is
incorrect and requires multiple

corrections or total replacement.

*joint forcesljoined forces

*are not less in crime
percentages/do not have lower
crime rates

6 Phrasal errors

3.4 Some problematic cases

The Georgian essay corpus contains several errors which are not easy to classify
since they do not fit easily into Nacey's (2010, 2013) or James's (1998) error
taxonomy. Some errors involve the substitution of a phrase by a native speaker with
another phrase, resulting in a change in the original wording. For example, from the
recent cases in (1) was replaced by the native speaker with another phrase just in
recent times alone. The difficulty arises while deciding between word-for-word
correspondences in the correction process. There can be two solutions: to match a
word with a word within the phrase or to introduce an additional error category. If
we apply the word-to-word approach we will have the following matching pairs:
“from” - “in”, “the” - article addition, “recent” - “recent”, “cases” - “times”. The
pairs end up being misleading because in the original phrase “from” or “the”
collocate with “cases”, but they become errors when “cases” is replaced with
“times”. The second solution, which I use in the present study, is to introduce a new
type of error, called phrasal error or word sequence error, which shows that the whole
phrase is incorrect.

(1) From the recent cases, I can remember Coronavirus and war situation.

In sentence (1), can remember was replaced by have seen, which is also hard to fit
into any error category, since the words are not closely related. We cannot put it in
the category of synforms because they are not semantically similar phonetic near-
misses. It does not fit in the category of confusion of sense relations, either, because
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they are not near-synonyms. It would be more appropriate to refer to it as a
sequence/phrasal error, as one verb phrase was replaced by another.

The following are further instances of correcting whole phrases or word
sequences: in (2), had home office was corrected as worked from home. In (3), to
continue with was replaced by moving on to. In (4), are not less in was replaced with
do not have lower. All of these are classified as Type 6 errors.

(2) Another hard moment was that, everybody had home office or had salary
without working, so-called beneficiary help.

(3) To continue with cons, in online classes there was not any physical interaction
with classmates and group-works were not possible.

(4) [...] countries which still have capital punishment are not less in crime
percentages compared to other countries.

With the introduction of the phrasal error, another difficulty arises in the metaphor
identification process, according to the MIPVU protocol. Nacey (2013: 119) takes
the view that the principal approach of MIPVU focuses on word-to-word matches
and sense comparison of the intended word with the produced single lexical unit.
However, the problematic cases illustrated above clearly require the introduction of
type 6 phrasal errors since word-to-word matching cannot be applied. Several
approaches could be proposed to deal with the metaphoricity of phrasal errors, each
with its positive and negative features. The most straightforward, but certainly
unproductive, solution is to simply exclude phrasal errors from metaphorical
categorization. On the other hand, such phrases from metaphorical categorization
containing both metaphorically used and non-metaphorically used words could be
excluded. A further option worth considering is to mark a phrase as metaphorical if
most of the words in it are metaphorical. The most reliable and productive approach
seems to be to mark the whole phrase as metaphorical if at least one content word
(i.e., noun, verb, adjective, or adverb) in the phrase is considered metaphorical
according to the MIPVU protocol. In (2) above, had home office is labelled as
metaphorical phrasal error because the verb had is an indirect metaphor.

4. Results and discussion

To explore differences between general writing errors and metaphorical errors, I
analyzed 35 essays containing a total of 5773 lexical units, of which 691 (12%) units
were erroneous. The essays were written by B1 and B2 level Georgian learners of
English. Table 4 shows error category distribution between metaphorical and non-
metaphorical errors.
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Out of 691 erroneous items 88 (12.7 %) were metaphorical errors and these were
divided into six subcategories, with grammatical errors being the most frequently
occurring, followed by confusion of sense relations, phrasal errors, substance level
errors, collocation errors, and synforms. The remaining 603 (87.3 %) erroneous items
were non-metaphorical errors, and they were also divided into subcategories
according to their type and frequency.

Table 4. Error category distribution

Do | B Gty Metapho(r‘;:;ﬂ Errors Non-metap(l;;l)'lcal Errors Total

4 Grammatical Errors 38 (43.2%) 327 (54.2%) 365

5 Substance Level Errors 9 (10.2%) 170 (28.2%) 179
Confusion of Sense

2 Relations 20 (22.7%) 74 (12.3%) 94

6 Phrasal Errors 13 (14.8%) 18 (3%) 31

3 Collocation Errors 7 (8%) 7 (1.2%) 14

1 Synforms 1(1.1%) 7 (1.2%) 8
Total 88 603 691

Upon closer examination of the specific types of errors, it becomes evident that
metaphorical errors are a significant issue, despite being less frequent than non-
metaphorical errors. The proportions of confusion of sense relations (22.7%), phrasal
errors (14.8%), and collocation errors (8%) are higher for metaphorical errors than
for non-metaphorical errors (12.3%, 3%, and 1.2%, respectively). Non-metaphorical
errors, which primarily consist of grammatical errors or substance level errors caused
by misspellings, can be more easily identified and corrected through straightforward
rules of grammar and vocabulary. Metaphorical errors, in contrast, are more likely
to involve issues with semantic and lexical processing of L2 words and multi-word
expressions. Consequently, metaphorical errors present a greater challenge to written
language production, since they can hinder effective communication and the delivery
of the intended message. Therefore, identifying and addressing metaphorical errors
in second language acquisition is crucial for improving language proficiency and
promoting effective communication.

As a next step, an analysis of L1 influence on metaphorical and non-metaphorical
errors was conducted, revealing interesting patterns in the types of errors made by
L2 writers. The results in Table 5 show that L1 influence is more prevalent in
metaphorical errors than non-metaphorical errors. Specifically, out of a total of 40
metaphorical errors found in the categories of confusion of sense relations, phrasal,
and collocation errors, 18 (45%) were influenced by L 1. In contrast, only 10 (10.1%)
out of 99 non-metaphorical errors in these same categories were influenced by L1.
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Confusion of sense relations was a predominant category in both metaphorical and
non-metaphorical errors, followed by phrasal and collocation errors.

Table 5. L1-influenced error distribution

Type S (St L1-influenced Metaphorical | L1-influenced non-metaphorical
Errors (%) Errors (%)
2 Eg&i‘fgﬁ;ﬂ of Sense 12 (66.7%) 5 (50%)
6 Phrasal Errors 4 (22.2%) 3 (30%)
3 Collocation Errors 2 (11.1%) 2 (20%)
Total 18 10

These results suggest that L1 influence is more likely to affect the processing of
metaphorical language, as it involves more complex and abstract meanings which
may not have direct translations in the L2. On the other hand, non-metaphorical
language may involve more concrete and tangible concepts which are easier to
translate directly from L1 to L2. Overall, the findings have important implications
for language teaching and learning, as they suggest that targeting the processing of
metaphorical language may be a useful strategy for improving L2 proficiency and
reducing errors.

It is also worth comparing the errors made by B1 and B2 level learners. As shown
in Table 6, the analysis of the data revealed interesting insights regarding the
occurrence of metaphorical errors and L1 influence at different proficiency levels.
Out of a total of 378 erroneous items in Bl level essays, 39 (10.3%) were
metaphorical, and 4 (10.3%) of these were influenced by the writer's L1. In contrast,
out of 313 erroneous items in B2 level essays, 49 (15.7%) were metaphorical, and 14
(28.6%) of these were L1-influenced. The data suggests that as proficiency level
increases from B1 to B2, the likelihood of making metaphorical errors also increases.
This observation aligns with the finding that B2 level essays had a higher percentage
of metaphorical errors (15.7%) compared to B1 level essays (10.3%). Furthermore,
the percentage of metaphorical errors influenced by the writer's L1 was higher in B2
level essays (28.6%) compared to B1 level essays (10.3%).

Table 6. Error statistics by proficiency level

Level | Total Errors | Metaphorical Errors (%) L1-influenced Metaphorical Errors (%)
Bl 378 39 (10.3%) 4 (10.3%)
B2 313 49 (15.7%) 14 (28.6%)
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These results align with previous studies by Littlemore et al. (2014: 138—140), as
well as Iaroslavtseva and Skorczynska (2017: 56), which also found higher rates of
metaphorical errors and L1 influence in writing at the B2 level. One explanation for
the remarkable increase in metaphors containing error between B1 and B2 levels may
be attributed to an experimental stage around B2 where learners use metaphors more
creatively, resulting in a higher number of errors (Littlemore et al., 2014: 139).

5. Conclusion

The present study has provided a comprehensive error analysis of argumentative
essays written by Georgian learners of English at B1-B2 levels, consisting of 5773
lexical units. The findings indicate that metaphorical errors present a significant
challenge to language learners, as they are more likely to involve issues with
semantic and lexical processing of L2 words and multi-word expressions.
Furthermore, the study has revealed that L1 influence is more likely to affect the
processing of metaphorical language, as it involves more complex and abstract
meanings which may not have direct translations in the L2. The data has shown a
notable rise in L1-influenced metaphorical errors from B1 to B2 proficiency levels,
potentially due to an experimental phase where learners use more creative metaphors.
These results are consistent with previous studies carried out by Littlemore et al.
(2014) and Iaroslavtseva and Skorczynska (2017), which have also found higher
rates of metaphorical errors and L1 influence in writing at the B2 level.

Additionally, the current work encountered some challenges in categorizing errors
which do not fit into existing error taxonomies, such as Nacey's (2010, 2013) or
James's (1998); therefore, a new category of error, that of phrasal error, was
proposed, and the challenges of applying metaphor identification procedure to such
errors were addressed.

Overall, the present study provides insights into the nature of metaphorical errors
in second language acquisition and emphasizes the importance of targeting the
processing of metaphorical language. By improving the understanding of metaphors
and their differences in L1 and L2, learners can improve their proficiency in writing
and mitigate the negative effects of L1 influence. These findings contribute to the
field of applied linguistics by providing practical implications for various areas,
including language acquisition, error analysis, metaphor analysis, cross-linguistic
influence, and language instruction. Moreover, this study addresses a significant gap
in the existing literature as no prior investigations have specifically explored cross-
linguistic influence between Georgian and English concerning metaphorical errors.

Finally, it should be noted that this study focused on B1 and B2 proficiency levels
of English, and further research is needed to extend this error analysis to pre-
intermediate and advanced levels. The scope of the research needs to be expanded to
encompass a broader range of genres and modes of language production. Thus,
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conducting investigations into various writing tasks, text types, and spoken language
production, while also expanding the size of the corpus, will contribute to a more
comprehensive and holistic understanding of learners' use of figurative language.
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Appendix
Appendix 1. Essay written by a student at the B1 language proficiency level.

Some people say that teenagers should work part-time and earn money.
Others argue that teenagers shouldn't sacrifice their rest and after-school
activities to work. Discuss both views and give your opinion

In many countries teenagers work part-time and study simultaniously. Many people
think that this can damage the quality of their school activities and another teenage
activities after school.

It is very important for teenagers to realize how hard it is to learn money. For this
reason, they can try having a part-time job and feel the harsh reality of adult life.
After this they will be more motivated to study hard and later have satisfiing and
respectfull job.

Also, with a part-time job a teenager can help parents and make some contribution
to family expences. This way, they will learn sharing responsibility and also feel like
important person. However, a part-time job shold not be too demanting and make it
possible for a teenager to manage time well between working, studying and resting.

To sum up, part-time jobs are great opportunities to develop some adult skills and
also earn enough money to be satisfied.
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Metaforikussag és szovegértés: metaforaazonositas magyar mint
idegen nyelvi érettségi vizsgaszovegekben!

Metaphoricity and Reading Comprehension: Metaphor Identification in Hungarian as a Foreign
Language Maturity Exam Texts

The study examines metaphor-related expressions in Hungarian reading comprehension exams. Firstly,
five tests were annotated regarding metaphoricity. Secondly, Hungarian language learners solved the
connected tasks and were asked to mark new and unclear expressions. The metaphorical expressions of
the sample were objectively identified based on the Hungarian adaptation of MIPVU (the MetalD
method). The annotation show that the chosen exam sample was less metaphorical compared to a
previous reference-corpus of Hungarian texts that did not target learners. Although metaphoric
expressions were not particularly highlighted by the learners and are unlikely to impact overall exam
results, in some cases the learners encountered difficulties and misunderstandings due to the figurative
language.

Keywords: metaphor, MIPVU, MetalD, Hungarian as a foreign language, reading comprehension test

1. Bevezetés és a kutatas motivacidja’

A nyelvorakon feldolgozott szovegek esetében egy-egy 0j kifejezés megértése és
elsajatitdsa szempontjabdl nagy segitség lehet, ha a szévegben nem elsddleges
jelentésben 4ll6 szo6 alapjelentésén keresztiil, adott esetben a metaforikussagot
tudatositva jutunk el a szovegbeli jelentéshez. Kozvetitonyelv nélkiili oktatés
sordn is konnyen megragadhatd szemléltetési mod a fizikai mozgds és a
targymanipulacio, melyek egyszerlien beépithetdk a metaforikussag oOrai
magyarazataba. Felmeriil azonban a kérdés, hogy mit tesz a tanuld, ha metaforikus
kifejezésekkel szembesiil 6nalld6 munkéja soran, példaul szovegértéstesztekben,
illetve milyen aranyban okozhatnak nehézséget ezek a szerkezetek egy-egy
vizsgafeladatban.

! A Kulturalis és Innovacios Minisztérium UNKP-22-3 kodszamt Uj Nemzeti Kivalosag Programjanak a Nemzeti
Kutatési, Fejlesztési és Innovacios Alapbol finanszirozott szakmai timogatasaval késziilt.

rore o

Kajdi Alexandranak az adatfelvétel soran nyujtott segitségéért, illetve koszonom a kutatasban részt vevo
nyelvtanuloknak, hogy feladatmegoldasaikat a rendelkezésemre bocsatottak.
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Jelen dolgozat azokra a lexikai nehézségekre fokuszal, amelyeket a fogalmi
metafordk nyelvi megvaldsulasai  jelentenek. A  kutatds alapjat a
metaforaazonositds adja — igy a vizsgalatsoran egyértelmiivé valik, mely
szoveghelyeken szamolhatunk potencialisan metaforikussaggal.

A kutatds magyar mint idegen nyelvi (kozépszintli) érettségi szovegeértési
vizsgafeladatsorokat vizsgal. A valasztas tobb szempontbol is szerencsésnek tiint.
Oka egyreészt a vizsgafeladatok elérhetdsége, konnyll hozzaférhetdsége, masrészt
a nyelvi szint volt, harmadrészt pedig korabbi tapasztalataim alapjan egyes
szovegek metaforikussaga feltlind. A B1+ szintli érettségi feladatok szintjének
megfeleld csoportokban (a haladd csoportokkal ellentétben) még nagyobb
1étszamban érhetiink el tanuldkat, viszont ez a szint a kezddvel szemben alkalmas
nyelvi szempontbol is a (szemi)autentikus szovegekben 1évo figurativitas
vizsgalatara.

A kiindulo6 kérdéseim, felvetéseim a kovetkezok voltak:

1) Milyen relativ gyakorisadg jellemzi a metafordhoz kapcsolodo kifejezések
meglétét az érettségi szovegekben?

2) A megfeleld (B1-B2) szinten 1év6 didkok szdmara jelent-e nehézséget ezek
értelmezése?

A kutatas kezdetén azt feltételeztem, hogy a szovegek, mivel leginkabb
ismeretterjesztd jellegliek, gazdagon metaforikusak lesznek (vo. Simon et al.,
2020). Feltételeztem tovabba, hogy ez a tanuloknak problémat fog okozni,
amennyiben nemcsak informacidkeresésre, hanem a szoveg globalis megértésére
torekszenek. Ennek oka nem 6nmagédban a metaforikus mitkodésmod, hanem egy
a nyelvorai témdakhoz nem kapcsoldodd szokincs: a fizikai mozgashoz,
targymanipulaciohoz kapcsolddo forrastartomanyok aktivalésa.

A kutatds menete a kérdéseknek megfeleléen két szakaszra oszthato:
azonositottam a potencidlisan metaforikus kifejezéseket, majd a szovegeket
nyelvtanuldkon teszteltem. Az utdbbi, empirikus rész inkabb pilot-jellegili, mivel
tobb szoveg tesztelésére volt szlikség, viszont ehhez ardnyaiban kevés adatkozld
allt rendelkezésre. Mindenesetre cél volt, hogy legalabb betekintésként adatokkal
szolgdljon a vizsgalat arrdl is, hogy az érettségi szovegek mely kifejezései
okoztak nehézséget a magyart idegen nyelvként tanuld kitoltoknek, igy
Osszevethetdve téve a szokincsbeli kihivasokat a metaforikussaggal. A vizsgalat
célcsoportja homogén volt; nem vontam be olyanokat, akik magyar célnyelvi
kornyezetben, a nyelvteriileten 1évé kozépiskoldban sajatitottak el a nyelvet;
mivel ez a koriilmény az eredmények mellett a varhat6, nyelvoran tanult szokincs
korét és akar a nyelvtanuldsi folyamat reflektaltsagat, igy a teszteket is
befolyasolhatta volna.
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2. A metaforikussag vizsgalata a nyelvoktatasban

A nyelvoktatast és a metaforat Osszekapcsold munkak altaldban a fogalmi
metaforak elméletébdl indulnak ki; egy résziikk a tanitasi-tanuldsi folyamatra
vilagit ra, mas résziik pedig a metafordkat a nyelvtanulas targyanak tekinti.

A neveléstudomany teriiletén Vamos ir részletesen (2003) a metaforak
pedagogiai felhasznalasi lehetdségeirdl. A kognitiv metaforaclméletbdl (Lakoff
2006/1993) kiindulva ad meg elemzési 1épéseket a pedagogiaval foglalkozod
kutatok szamara. Ennek alapja a nevelésrdl alkotott képzetek leirasa a szovegek
metafordinak forrastartomanyanak segitségével (Vamos, 2003). Thornbury
(1991) kifejezetten a nyelvtanulés-tanitas folyamatdnak metafordit vizsgalja,
ezeket felhasznalva tesz javaslatokat az angoltanari képzésre.

A nyelvoktatas targya is lehet a metaforak megertésének vagy alkalmazasanak
képessége. Az angolt masodik nyelvként valo oktatasdhoz, valamint a gyermekek
nyelvelsajatitasahoz ~ kapcsolédd  szakirodalom  egyenesen  metafora-
kompetenciaként (metaphoric competence, metaphorical competence) azonositja
a kérdéskort. Littlemore ¢és Low (2006) a terminust hasznalva a meglévd
kompetencia-leirasokra épitve amellett érvel, hogy a metafora-kompetencia a
kommunikativ kompetencia 0sszes alteriiletének része. Kifejezetten a figurativ
nyelvhasznalat megértésének €s hasznalatanak kompetenciaja is fejleszthetonek
bizonyult, amelynek hatterét Chen ¢és Lai (2015) kutatdsaban a kognitiv
nyelvészet adja, azon belill is a tartomanyok kozotti leképezddéseket latjak
kamatoztathatonak. Palagyi (2016) szintén a kognitiv metaforaclmélet
alkalmazasa mellett érvel a magyart idegen nyelvkeént tanulok esetében, bemutatja
a forras- €s céltartomany tudatositisanak hasznat az oktatdsi folyamatban,
tovabba konkrét tanorai gyakorlatokat is javasol.

Vannak ugyan univerzalis fogalmi metafordk, de még ezek kidolgozottsaga is
kiilonbozhet a kultarakban (Kovecses, 2005). Ha pedig a metaforaclemzésben
nem a fogalmi hattérre, hanem a nyelvi megvalosulasra tekintiink, a kiilonbségek
még jelentdsebbek lehetnek. Herteg és Popescu (2013) a fogalmi metaforakbol
kiindulva az angol iizleti nyelv tanitasakor térképezi fel a megegyez6 fogalmi
metaforak kiilonbozd szokincsbeli megvaldsuldsait, de olyan eseteket is leirnak,
amikor a tanuldnak tudatositania kell, hogy az idiomak kozotti kiilonbségek
nyelvenként eltérdé fogalmi metafordkra vezethetOk vissza.

3. Az MIPVU és a MetalD-modszer

A lexikalis nehézségek szovegbeli feltarasahoz kézenfekvOnek tiint egy olyan
megkozelitést valasztani, amely a metaforaclemzés fogalmi aspektusait a
vizsgalat targyan kiviil helyezi és a nyelvi megvalosuldsra koncentral. A
metaforikus kifejezések korpuszbeli annotdlasanak kidolgozdsa a Pragglejaz
Csoporthoz kotédik, az altaluk kidolgozott modszer az MIP roviditést viseli.
Ennek tovabbfejlesztett valtozata — a Methaphor Identification Process
kezddbetliihez a kapcsolodd egyetem, a Vrije Universiteit betiiit hozzaadva — az
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MIPVU (a moédszerrdl Steen et al., 2010; magyarul 6sszefoglaloan 1. Simon et al.,
2019).

A metafora jelenségét az MIPVU indirekt jelentésalkotasként irja le, amely
hasonlosdgon alapul. A protokoll Iényege, hogy az elemzd szotari alapon
meghatarozza a szavak elsddleges €s kontextualis jelentését. Amennyiben ezek
eltérnek, és kozottiikk hasonldésagon alapuld kapcsolat van, akkor az egység
potencidlisan metaforahoz kapcsolédd szonak cimkézendd. Az analogiat
hasznalo, de elsddleges jelentésiikben all6 szavak direkt metaforanak szamitanak.
Kapcsolddhat hozzajuk a leképezést jelold sz, azaz metaforazaszlo.

Az MIPVU magyar nyelvre kidolgozott adaptacidja a MetalD-modszer (elsd
bemutatasa Simon et al., 2019). A legnagyobb valtoztatast a szoalaptsagtol
torténd elmozdulast felvaltd morfémaalapt annotalas jelentette. Erre a magyar
nyelv sajatossdgai miatt volt sziikség; a holland ¢és angol nyelvre kifejlesztett
MIPVU-val nem lehet jol kezelni az agglutinal6 sajatossagokat €s értékes adatok
vesznének el.’> Mivel az etimologizalas nem cél, a képzOket nem valasztja le a
modszer, illetdleg az 0Osszetételeket is probalja egyben tartani, amennyiben
szotarban szerepel az 0sszetett sz6 — korpuszalapu teljes szotar hijan a MetalD a
korpuszbeli gyakorisagi adatokra tamaszkodd EKsz.2-n alapul. Onallo szavak
metaforizalddasa mellett (metafordhoz kapcsolodd kifejezés, MKK) mads
agglutinald6 nyelvekhez hasonléan tipikusan metaforikusnak latszodtak a
viszonyragok; ezeket a modszer kiilon MKI (metafordhoz kapcsolodo inflexio)
cimkével is jeloli. A direkt metafora (AMKK) €s a metaforazaszlo (MFlag) eseteit
az adaptalt modszer is alkalmazza.

A nyelvspecifikussag mellett a MetalD-ben mdas finomitasok is torténtek az
MIPVU protokolljadhoz képest. Az egyik ilyen a metonimikus esetek kezelése —
ezeket Steen €s munkatarsai (2010) kétség esetén inkdbb cimkézték, az adaptalt
modszer azonban az eseteket jobban szlirni kivanta, és nem cimkézte
potencialisan metaforikusként azokat a jelentéseket, amelyeket metonimia, vagy
éppen akdr generalizaci6, specifikicacid 1is jol magyardz. Részben a
nyelvspecifikus sajatossdgok, részben elméleti megfontolasok nyoman
sziikségesnek latszott jeldlni azokat az eseteket, amikor az inflexi6, szoétarban nem
szerepl® Osszetett szd egy tagjanak metaforizdlodésa vagy referenciapont-
szerkezet miatt a birtok metaforizacidja kiterjed a szerkezet egészére — ezeket az
eseteket metaforikus komponensként (MKKomp) cimkézziik. Kiilon kezelend6k
azok a szerkezetek is, amikor az ige bovitményeinek egy részére is kiterjeszthetd
a metaforizalodas — utdbbiak metaforikus argumentum (MKA) jelolést kapnak.

3 A MIPVU mas nyelvekre torténd adaptalasa soran is szembesiiltek a kutatok az agglutinald nyelvek eltéréseibél
fakado problémakkal. Az lizbég esetében is kezelni kellett az esetrendszert érintd metaforizalodast (Kaya, 2019).
A gazdag morfologiju litvannal felvetik, hogy az MIPVU-t alkalmaz6 kutatoknak ,,Iépéseket kellene tenniiik” a
nyelvtani esetek metaforikus hasznalatanak feltarasa felé (Urbonaité et al., 2019: 167), és ennek megfeleléen
kiegészitéseket javasolnak a protokollhoz. A szerb nyelvnél szintén tovabbi 1épéseket javasolnak az ,,inflexios
metafordk” (Bogeti¢ et al., 2019: 216) megallapitdsara, és felvetik, hogy hasonlé megkdzelités sziikséges az
angoléndl gazdagabb esetrendszerrel rendelkezd nyelvekhez. A szesotho esetében is a szoalapu elemzés
megtartdsa meriil fel, a lokativuszjelolok metaforizaloddsanal ezeket a fonévrdl levalasztva kell kezelni
(Seepheephe et al., 2019).
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Erdemesnek mutatkozott tovabba megkiilonboztetni az idiomatikus szerkezeteket
(az el6zbekben bemutatottakkal parhuzamban MKKid és MKAid cimkékkel); az
idiomatikussagot az annotator az adott kollokalodottnak érzékelt forma korpuszos
keresésével aldtdmasztva veheti fel.

A fenti 1épések a MetalD modszerben is egy olyan protokollt adnak ki, amely
— bar nem feltétlentil teljesen ugyanazt — de hasonl6 annotalast eredményeznek a
professzionalis annotatorok ko6zott (az annotatorkozi egyezéshez 1. Simon et al.,
2020).

4. A kutatas menete

A bevezetOben felsorolt kutatasok alapjan is vilagos, hogy a tanulok képesek
elsajatitani €s megerteni a metaforakat, ha a forras- és céltartomanyt tudatositjuk
benniik. A fogalmi aspektusokrdl €s interkulturalis vonatkozasokrol mar sokat
tudunk, hidnypotld és a nyelvoktatds modszertananak szempontjabol
gyiimolcsozo lehet viszont a nyelvi megvaldsulas minél pontosabb leirdsa €s a
metaforahoz kapcsolodo kifejezések teljeskorli azonositasa. Ezért latszott jo
megoldasnak, hogy a kutatas nem 6nmagéaban a kognitiv metaforaclméletre épit,
hanem alapjat a MIPVU nyoman a MetalD-moszer adja, igy a metaforikus nyelvi
szerkezetek minél pontosabb ¢€s intuiciotoél fiiggetlenithetd azonositasara,
elemzésére €és szamszerlisithetdségére nyilik lehetdség.

A kutatds sordn a magyar mint idegen nyelv érettségik feladatsoranak
szOvegértési feladataban azonositottam a potencialisan metaforikus kifejezéseket.
Ot szdvegértési tesztet valasztottam, részben véletlenszertien: arra torekedtem,
hogy a szovegertési teszt megjelenésének €ve, szovegtipusa és a kapcsoldodo
feladat valtozatos legyen, utobbindl szempont volt a bevettseg ¢és az
informacidkeresd olvasasmod is. Négy szoveget valasztottam véletlenszerlien,
csupan a fenti szempontokat figyelembe véve, mig az 6todik szoveg valasztasa
tudatos volt: ez egy altalam a tanitds sordn metaforikusnak érzékelt (de
szisztematikusan korabban nem annotalt) szoveg volt, amelyet a gyakorlatbol
ismertem ¢€s a szokincse kifejezetten kihivast jelentett B1 szinten. A valasztott
szOvegek adatait az 1. tdblazat mutatja be.*

* Az Oktatasi Hivatal honlapjan kozzétett feladatsorokkal dolgoztam. A feladatlapok elérése a vizsgaidszakok
alapjan lehetséges: https://www.oktatas.hu/kozneveles/erettsegi/feladatsorok Utolso elérés: 2021. majus 30.
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1. tablazat. A szovegértési feladatok korpusza

Szovegértési Szdvegtipus, Vizsgaidészak | Szévegszavak | A kapcsolddd | Kitoltdk
feladat cime jellemzd szdma (a | feladat tipusa | szama
feladat
szovegbazisa
a kapcsolodo
leiras és
kérdések
nélkiil)
Anya eskiivdje szépirodalom, 2019. majus 381 rovid valasz 5
regényrészlet
Eskiivéi ismeretterjesztd | 2017. oktober | 351 igaz-hamis 5
hagyomanyok
Volt egy almom | publicisztika, 2013. oktober | 228 rovid valasz 8
interju
Hogyan ismeretterjeszté | 2018. oktober | 477 feleletvalasztas | 10
hasznaljuk a
bankkartyat?
Rajzok a | ismeretterjesztd | 2014. oktober | 352 rovid valasz 4
moziban

Az Osszesen 1789 szdvegszonyi terjedelmli szovegbazist annotaltam; az
annotalast nem végezte el pdrhuzamosan mas professzionalis annotator, azonban
a nehézséget jelentd eseteket a csoportos annotaldshoz és kuralasi folyamathoz
hasonloan a MetalD kutatdcsoport vezetdje segitett mérlegelni. Mivel egyéni
annotatorként dolgoztam, nem online feliileten, hanem tablazatkezeld
programban végeztem a munkat (1. az 1. dbrat). Ez azzal is jart, hogy az annotélési
folyamatban a metaforikus komponensek vagy argumentumok ¢és a
metaforizalodo szerkezeti elem viszonyanak jelolésével nem éltem (v6. Simon et
al., 2020), de magukat az elemeket ellattam cimkével.

1. abra. A Rajzok a moziban cimii szoveg egy részletének annotaldsa tablazatkezeld programban

A B C D E F G
1 adatk&zldi jeldlések token cimke - | korpuszadatok elsédleges jelentés kontextuilis jelentés megjegyzés, kérdés
‘ etimolégiajdban metaforikus lenne: buzog 1. Bugyborékolva
166 4/felbuzdulva 1. Buzgd lelkesedés talti el. kavarog, forr.
167 1: szinte szinte 1. Egészen olyan, ill. Ggy, mintha...; mondhat 2. Majdnem.

168 minden 1. Vkik, vmik egyenként mind.
169 évben MKKomp + MKI
170 Gj 1. Révid idé 6ta meglévé, nem régi. 5. Az eddigihez tohbletként jaruld, tovabbi.
171 és
172 Gj 1. Rovid idd Sta meglévd, nem régi. 5. Az eddigihez tabbletként jaruld, tovabbi.
1. Megtortént események dsszeflggd
sorozata elmondva v. leirva, es. Egyéb
173 torténetet  MKA modon bemutatva.
levesz 1. Vmit a kezébe véve fenti helyrél sajat jelentésadas: Ujra
174 |: vett le vett MKKid  logDice: 9,572  eltavolit, ill. lejjebb vesz. figyelmet fordit ra
175 le
176 a

1. Targyak elhelyezésére valo, falra,
177 polerol MKAid allvanyra, butorba erdsitett vizszintes lap.  sajat jelentésadas: feledésbél

A feladatokat a nyelvtanulok oldottdk meg, és a kitoltésnél megkértem ket
arra, jeloljék is a szoveg azon részeit, amelyek nem vilagosak szamukra. Kétféle
lehetdséget kaptak az instrukcioban: jelolhették az Gj/ismeretlen szavak mellett
masféle jeloléssel azokat a szavakat is, amelyeket ugyan ismernek, de nem viladgos
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a jelentésiik a szovegben. Kérdésre valaszolva — ez egy csoportban mertilt fel —
azt a kiegészit6 instrukciot kaptak, hogy nem kell jeldlniiik ismeretlenként azokat
az 1j szavakat, amelyek jelentését ki tudjak kovetkeztetni a szovegkornyezetbdl.
A beleegyezd nyilatkozathoz és a kisérlet rovid leirdsahoz csatolva irdsban is
megkaptak az alapvetd instrukcidkat, szoban pedig magyarul és roviden angolul
is elhangzottak ezek. Azokat a feladatlapokat nem zartam ki a vizsgalatbol, ahol
csak egyféle jelolést alkalmazott az adatk6z1d, mert feltételeztem, hogy ezek nem
a feladat rossz megértésébdl, hanem abbdl is fakadhattak, hogy az adatk6z16 ugy
gondolta, minden ismert sz6t tud értelmezni az adott kontextusban. Tobb esetben
akar az is feltételezhetd, hogy az adatk6z16k az anonimizalas ellenére nem jeldltek
minden ismeretlen szot, mert meg akartak felelni a tanaruknak, akitdl a feladatot
kaptak, de a jelolések alacsony szdma egyes esetekben a figyelmetlenségbdl is
adodhatott. Ezeket az eseteket sem zartam ki a vizsgalatbol, mert sulyos
adatvesztéssel jart volna. A késdbbiekben érdemes lehet kapcsolodo kérdéseket is
késziteni az adattorzitidsok csokkentésére (a moddszertani megfontolasokat 1.
részletesen a 7. részben).

A kitoltott tesztek minden esetben a didkok altal tanult témakhoz illeszkedtek
— ezek a haladasi menetben harom kiilonb6z6 csoportban az eskiivd, hobbik és
sport, a banki és postai iigyintézés ¢és a filmek témaja voltak. A szdvegben
szerepld kifejezéseket azonban nem tanultak célzottan, igy az is el6fordulhatott,
hogy bar példaul a banki ligyintézés vagy a sport témajat ismerték, szdmos
terminus nem a metaforikussag miatt okozott problémat. A szovegértési feladatot
vagy orai folyamat részeként, vagy pedig hazi feladatként kaptak meg a diakok,
de kutatasi célra vald beadasuk természetesen minden esetben opciondlis volt. A
feladatokat elvégzo didkok az érettségi szovegek B1+ szintjének megfelelden Bl
szint koriili csoportban tanultak, azonban a Rajzok a moziban cimil szoveget
inkabb B2 szinten 1év6 kitoltoktdl kaptam meg.

5. A vizsgaszovegek metaforikussaga

A szovegek valogatasakor a szovegtipusok lehetdség szerinti valtozatossagara
azért is torekedtem, mert a szovegtipus a metaforaazonositassal dolgozo korabbi
tanulmanyok szerint a metaforikussaggal is Osszefiiggésben allhat (vo. Simon et
al., 2020). Az annotalads soran metaforikus szerkezetek mellett a figurativitas és
az indirekt jelentés mas esetei is megjelentek — ezeket azonban a protokollt
kovetve nem annotdltam. Mindazonéltal a nyelvoktatds szempontjabol
tanulsagosak lehetnek, illetve kihivast jelenthetnek a feladatmegoldasban, igy
ezekre az esetekre a 6. pontban kitérek.

Ahogy a szovegtipusok valogatasi szempontjat is irdnyitotta, igy a szdmadatok
bemutatasakor 1is viszonyitdsi szempontként, sot, kifejezetten sziikséges
osszevetésként kinalkoznak a korabban magyar nyelven, a metaforaazonositas
szempontjabol annotalt szovegek. Ezt a referenciakorpuszt (Simon et al., 2020)
jelen dolgozat iranyadonak tekinti, igy a szovegek hossziisagat figyelembe vevo
relativ gyakorisdgi mutatok informativak lehetnek arra nézve, hogy a
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vizsgaszovegek szdmszeriisitett metaforikussdga hogyan viszonyul a nem
nyelvtanulok szdmara készitett szovegek metaforikussagahoz. Egy masik
lehetdség volna az oktatasi célra létrehozott egyszeriisitett, szemiautentikus
szovegek ¢és autentikus eredetijilk Osszevetése, azonban ez nem mindenhol
indokolt: jelen tanul6i korpuszbol példaul az Anya eskiivoje cimili széveg kortars
magyar regényrészletként (Lugosi Viktoria 4jvé cimli miivébdl) a stilust érintd
valtoztatasok nélkiil, de néhany mondat kihagyédsaval kapott helyet a
feladatlapban.

Az eredményeket tekintve elmondhat6, hogy a referenciakorpuszhoz képest a
szOvegek 0sszességében kevésbé metaforikusak. A relativ gyakorisagi adatokat a
2. abra mutatja, balra a referenciakorpusz hdrom szovegtipusara vonatkozo
adatok, jobbra pedig az 6t vizsgafeladatra vonatkozok talalhatok. Az 4bran az
inflexiok €s az argumentumok metaforizalodasat a nyelvoktatasi szempont miatt
nem szerepeltetem, igy a metafordhoz kapcsolodd kifejezésekre, a direkt
metafordkra, illetve az idiomatikus metaforahoz kapcsolédo kifejezésekre
szlikitem a gyakorisagi adatokat. A referenciakorpusz két szovegtipusa, az
ismeretterjesztd szovegek és a regények jol Osszevethetok a vizsgafeladatok
hasonld szovegeivel. Lexikonszocikket ugyan nem taldlunk a vizsgafeladatok
kozott, ez viszont a referenciakorpuszon beliil is a legkevésbé mutatkozott
metaforikusnak.

2. abra. Az MKK, dMKK ¢és MKKid cimkék gyakorisaga a referenciakorpuszban (Simon et al., 2020
alapjan) és a vizsgaszovegekben’
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> A nyelvtanuléi fokusz, a sziik értelemben vett szokincs kiemelése és a nyelvtanulokkal felvett vizsgélat az oka
annak, hogy nem az 6sszes metaforikus cimkét jeleniti meg a diagram. Emiatt viszont nemzetk6zi 0sszevetésre ez
az abrazolasmod nem alkalmas, mivel az inflexiokat kizarja; ezek mas nyelvekben viszont az MIPVU-val dolgozva
nem lennének elkiilonithetok.
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Ha a hasonl6 szovegtipusokat nézziik: a referenciakorpusz ismeretterjesztd
szovegeihez képest az MKK, dMKK ¢és MKKid cimkék tekintetében (16,67%)
metaforikussagban jocskan elmarad a Hogyan hasznaljuk a bankkartyadt? (8,07%)
¢s az Eskiivoi hagyomanyok (8,27%) cimli szoveg, de még az ezeknél
metaforikusabb Rajzok a moziban (11,17%) szoveg is. Hasonloképpen joval
kevésbé metaforikus a referenciakorpuszban szerepld regényrészleteknél az Anya
eskiivoje — 5,77%-os relativ gyakorisaggal a jelen korpuszban szereplok kozott a
legkevésbé metaforikus. Ennek oka esetleg a szépirodalmi mii gyermeknarratora
is lehetne, viszont a referenciakorpusz egyik regényrészlete Kertész Imre
Sorstalansdga, ahol szintén nem a felndtt narrator nyelviségével kell szamolnunk.
Erdemes lehet kitérni arra, hogy a vizsgakorpuszban a leginkabb metaforikus
szoveg, a Rajzok a moziban csak a lexikonszocikkek metaforikussagat haladja
meg — ez rdadasul az a vizsgafeladat volt, amelyet nem véletlenszeriien
valasztottam ki, hanem tudatosan helyeztem el 6todik szovegként a korpuszban,
mert korabbi tapasztalataim alapjan szokincsében kifejezetten kihivast jelentett
kozéphaladd csoportokban. A metaforikussagot az (1)-es példaban a szoveg egy
bekezdésének annotalt valtozata szemlélteti.

(1) A legjobb szakemberekkel harom év [MKKomp] alatt [MKK] sikeriilt a
Hofehérke €s a hét torpe torténetébol [MKKomp + MKI] is rajzfilmet
készitenie. Oridsi [MKK] volt a siker, Walt Disney vilaghiri lett! A
rajzfilmkeészitok a késziild miinek egy-egy kiilon részletén dolgoztak. Az
egyik csoport példaul a hatterekkel, egy masik a karakterekkel foglalkozott,
igy a film készitése [MKA] egyszerlibb €és gyorsabb [MKK] lett. J6 zenét
[MKA] is beszurtak [MKK] a torténet [MKA + MKKomp] ald [MKK], ez
tovabb [MKK] fokozta a nézok ¢€lvezetét. 1937-ben [MKKomp + MKI] a
premieren [MKKomp + MKI] ézonlottek [MKK] az emberek [MKA] a
filmszinhazakba [MKA]. A Disney-studio [MKA] a sikeren felbuzdulva
szinte minden évben [MKKomp + MKI] 10y és 1 torténetet [MKA] vett le
[MKKid] a polcrol [MKAId] és ,,rajzfilmesitett meg”. Sorra déltek [MKK]
meg anézettségi adatok [MKA], a nézOk imadtak a mozivaszonra vardzsolt
[MKK] Dumb6, Bambi vagy Pinokki¢ torténeteket.

A szamszerlsitett eredményeket a nehezen kezelhetd esetek s
befolyasolhatjak; roviden bemutatok néhany olyan példat, amelynek elemzése az
annotalas soran kihivast jelentett. Egyes esetekben kérdéses volt, hogy bar a
szotari elsddleges €s kontextualis jelentés elkiiloniil, kozottiik metaforikusnak
mindsithetd-e a kapcsolat. A népszeriisége ma is tart esetében a tart szemantikai
kitiresedettsége mellett végiil a vonzatkeret megvaltozdsa miatt nem kapott
cimkét.

A szotar €s az azokba felvett cimszavak is befolydsoltak a munkat. Az egy
bankfiokban taldlhato automatabol szeretnél pénzhez jutni szerkezetben a
bankfidok motivécidja etimoldgiai szempontbol akar metaforikusnak is tekinthetd,
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¢s feltételezheté, hogy a kifejezést nem ismerd nyelvtanuld szdmara
metaforakompetencidja segitséget is nyujthat az értelmezésben. A protokoll
szerint azonban nem cimkézhetd a szerkezet MKK-nak, mert nem a szo
jelentéssel szerepel az EKsz.2-ben, amely jelentés megegyezik a kontextualis
jelentéssel. Hasonloképpen az a menyasszony eddigi életét szimbolizdlja
részletben az eddigi metaforikusnak mindsitése is etimologizalas lenne: ha csupan
az eddig szocikket nézziik, adhatoé lenne cimke, viszont a képzett eddigi mar
id6intervallumra utal elsddleges jelentésében, nem térbeli jelentést kapott.
Kihivast jelentettek az annotaldas sordn azok az esetek is, amelyek a
digitalizaci6 nyoman jelennek meg a nyelvi anyagban, azonban a szotar még nem
tartalmazza ennek szokincsét. A lemdsolhatjak az adatokat szerkezetben a
lemasol inkabb generalizicionak tekinthetd, igy ez nem kapott cimkét, az
internetes druhdz esetében viszont az druhdz lemmat MKK-ként vettem fel.
Nem szotarhasznalat, hanem a szovegek, azon beliil is a nehezen azonosithaté
kontextualis jelentés is okozhat problémat az annotalas soran, mint a kdvetkezd
mondatban: A menyasszonyi ruha hagyomanyos fehér szine a tisztasagot,
sziiziesseget, életet, fenyt és tinnepélyességet szimbolizalja. A tisztasag és a feny
kontextualis jelentésének azonositdsa nehézkes. Feltételezhetd akar az elsddleges
jelentés is megfeleld értelmezésként (ami[be]n nincs szenny’, illetéleg ’lathatd
sugarz6 energia’), de indokoltabb az *erkolcsileg feddhetetlen’ €s *deri, €letorom’
jelentésekbdl kiindulni, ezaltal pedig az MKK cimkét is felvenni (v6. EKsz.?).
Maskor a nehezen azonosithatd pontos kontextualis jelentés a metonimikus
jelentéskiterjedéssel 1s 0sszekapcesolodik. Amikor azt olvassuk: a kiiszobon valo
atemeléssel a volegény megmutatja, hogy milyen erds vagy hogy Dodo leintette a
masik szereplOt, kérdéses, hogy mozgast, kézmozdulatot is el kell-e képzelniink.
Osszességében viszont az EKsz.? szerinti jelentésekben az elsédleges jelentés
szerint is értelmezhetjik a helyzeteket: fizikai erddemonstracidoként,
megmutatasként, rdmutatasként, illetve inté kézmozdulatként, igy a MetalD
protokoll szerint metonimiaként is magyarazhaté esetekként ezeket nem
cimkéztem — viszont az MIPVU protokolljdban cimkézhetdk lennének, mivel
kétség esetén ilyen esetben kioszthatdé cimke. Meg kell azonban jegyezni, hogy
noha a metaforikussag korébe jelen annotalasnal ezek az esetek nem kertiltek bele,
a figurativitas barmilyen formaja jelenthet esetlegesen nehézséget a tanuloknak.
Osszességében a valasztott szovegekrdl elmondhatd, hogy mivel kevésbé
voltak metaforikusak a referenciakorpusz szovegeinél, igy akar az is
feltételezhetd, hogy a szovegegyszeriisités vagy rovidités a metaforikussagot is
¢rintette, esetleg a szoveg valogatasanak szempontja is lehetett a vizsgalt tényezd.
Az elobbi feltételezéshez — azokban az esetekben, ahol ez visszakeresheto —, a
késdbbiekben a vizsgaszovegek forrdsat add eredeti szovegek annotaldsa is
értekes adalékul szolgalhatna.
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6. A nyelvtanulok szamara nehézséget jelento részek

Az annotalas eredményeit attekintve nem szamolhatunk erésen metaforizalt
szovegekkel. Ebben az esetben is felmeriil azonban a kérdés, hogy az eléfordulod
metaforahoz kapcsolodo kifejezések €s a metaforikussag egyéb esetei jelentenek-
e kihivast a szoveg megértésében, masrészrél ez befolyasolja-e a szoveghez
kapcsolodd feladatok megoldasat. Felvethetd, hogy a metaforikussagot
fokozatisagként elképzelve (Hanks, 2007) nem minden potencialisan
metaforikusként azonositott szerkezet jelent egyforma kihivast a szévegértésben.
Ezt a tényezOt azonban nem kezeli az MIPVU, alapvetden a MetalD-nak sem
célkitiizése. A fenti dbran és szamadatokkal (2. dbra) az inflexiok kihagyasaval
éppen a rutinszerli, begyakorolt metaforak egy részét sziirtem ki.

Modszertani szempontbdl a kutatds nem volt eldfeszitett®, vagyis nem
készitettem fel az adatkozloket a metaforikussagra, nem iranyitottam kifejezetten
erre az adatfelvételt, igy a nyelvtanulokkal felvett feladatok kiindulopontot
nyujthatnak, megalapozhatnak egy késobbi, a metaforikussagra fokuszalo
empirikus vizsgalatot, de jelen formaban is iranymutatast adhatnak a kihivast
jelentd szokincs jellegérdl.

Az adott szovegeket is jellemzi, hogy a metaforikussdg mennyiben jelentett
szokincsbeli problémat a didkok altal ismeretlenként vagy a kontextusban nem
vildgosként jelolt szavak alapjan. Ebbdl a szempontbdl a leginkabb semleges, a
metafordk relativ gyakorisdgaban a legkisebb aranyt a bankkéartyahasznalati
ismeretterjesztd szoveg mutatta. Ebben szdmos kifejezést szokincsbeli
kihivasként jeldltek a nyelvtanulok, ez azonban valdéjaban nem a
metaforikussaggal, hanem a szokincshez tartozd nyelvi szinttel mutathat
osszefliggést. A 3. abra az ismeretlennek jelolt szavakat mutatja a Hogyan
hasznaljuk a bankkartyat? cimii szovegben. A fiiggdleges tengelyt — itt és a
késdbbi abraknal is — a kitoltok szdmahoz igazitottam, azokat a szavakat vettem
fel az abrara, amelyeket a nyelvtanulo6i csoport legalabb fele 0 szoként jelolt meg.

6 Az egymast kdvetd ingerekkel foglalkozé pszicholégiai-pszicholingvisztikai fogalmat (elSfeszités, el6hangolas,
priming) jelen esetben tagan értelmezem. Az adatkdzl6k a vonatkozé lexémakhoz kapcsolédd megel6z6
feladatott nem kaptak, emellett nem tudtdk, hogy a vizsgalat a metaforikussagra fékuszal.
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3. abra. Ismeretlennek jelolt szavak a Hogyan hasznadljuk a bankkartydt? cimt sz6vegben
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Megjegyzés: N= 10
A keretezés itt és a tovabbiakban az annotalast jeleniti meg. Keretezés: MKA.

A 3. dbran is lathato, hogy csupan egy szot, a folvajok egyik eléfordulasat
érintette a metaforikussag, ebben az esetben is metaforikus argumentummal kell
szamolnunk. Bizonyosan nem ez, hanem maga a szoalak jelentette a problémat,
hiszen a sz6 tobbi eldéfordulasat is jeloltek. Jollehet mas esetben — példaul a
koriiltekintéen vagy az észrevesz ilyen lehet — segithet a metafora-kompetencia a
megértésben, de MKK cimkét nem kaphatnak az alakok, hiszen ez etimologizalés
volna.’

A masodik legkevésbé metaforikus széveg, a Volt egy dlmom cimi, sport
témajahoz kapcsolodod interju esetében is rendkiviil hasonloak az adatok: szinte
kivétel nélkiil nem metaforikus kifejezések jelentették a problémat. Egy-két
esetben jelenthette a kihivast MKK: a lekoti az energidimat szerkezet igéjét nyolc
kitoltdbol hét Uy szonak jeldlte, mikdzben a kot fizikai jelentésében, a szabadidd
témajahoz kapcsolddoan a csoportot ismerve a hobbik témaja révén akar ismert is
lehetne (bar a MagyarOK tankonyvcsaladban csak B2 szinten jelenik meg a sz0).
Ennél a szovegnél érdekes adalékul szolgalhatnak azok a jelolések, amelyeket a
nem ismeretlen, de a kontextusban nem vilagos kifejezések jelolésére hasznaltak:
harom adatk6zl6 jeloli a fokozasra hasznalt ennyire kifejezést, amely viszont a
szotari egyetlen jelentés ("ilyen nagyon’) alapjan nem metaforikus. Ketten jelolik
a megvalosult az almom szerkezetet (ahol az d/mom MKK), bar itt a tétipus is
jelenthette a nehézséget.

7 Noha a vizsgalat fokusza és modszere nem engedi meg az etimologia bevonasat, a kérdéskorben
megfontolandénak tartom Paldgyi (2016) vonatkozé meglatasat arrdl, hogy a tanulasi folyamatot segitheti a
figyelem felhivasa a metaforikus etimologiara.
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4. abra. Ismeretlennek jeldlt szavak a Rajzok a moziban c. szovegben

) Megjegyzés: N=4
Ures keretezés: MKA. Kitoltott keretezés: MKK.

A 4. dbra a leginkabb metaforikus, Rajzok a moziban ciml ismeretterjesztd
szoveg ismeretlennek jelolt kifejezéseinek szamat mutatja azokkal a szavakkal,
amelyeket legalabb a kitoltok fele, ebben az esetben két adatkozld jelolt meg Uy
szoként. Megjegyzendd, hogy itt a kitoltdk inkadbb B2 szint koriili nyelvtudassal
rendelkeztek, ami az eredményeket is drnyalja. Az abra mutatja, hogy a kegyeiért
kifejezés metaforikus argumentumként, az 6zénlottek, a beszurtak, a [meg]doltek
¢s a vardzsolt pedig metaforahoz kapcsolddo kifejezésként szerepelt az
annotalasban.

Bar — feltehetden az adatk6zl0k kisebb szama és magasabb nyelvi szintje miatt
is — kevesebb a jelolt szd, ezek koziil minden méasodik metaforahoz kapcsolddo
kifejezés, egy pedig részt vesz a metaforizacioban. Korantsem biztos, hogy a
metaforikussag maga jelent problémat az értelmezésben: ebben az esetben a
metaforikussag joval inkabb egy olyan aktivalt forrastartomanyt fed le, amellyel
valosziniitlen, hogy az adott szinten 1évd didk talalkozott volna. Tovabbi,
masodlagos probléma lehet, hogy az adott sz ismeretén tul képes legyen a tanulo
azt metaforikusan is értelmezni.

A két eskiivdi tematikdju, de szovegtipusaban €s az annotdlads szerint
metaforikussagdban is eltérd szoveg a kitdltokkel szemben is eltérd kihivasokat
tamasztott. A hagyomdnyokhoz tartozo szokincs jelentette elsdsorban a nehezen
értelmezhetd kifejezéseket, de harom MKK is azon kifejezések kozé kertilt,
amelyeket tobb adatk6z16 ) szoként jeldlt: talan nem meglepd modon a régos, de
a B1-es szinten elvarhato b6 (gyermekaldas) €s a fény is.

Erdekes modon a relativ gyakorisag szempontjabol a legkevésbé metaforikus a
masik, eskiivoi témat feldolgozd szoveg, az Anya eskiivoje, amelynél a csekély
szamu adatkozld mellett is talan a leginkabb kijelenthetd, hogy a metaforikussag
problémat jelenthetett. A legtobben ugyanis (6t kitdltébdl négyen) a szdllt be anya
a jatszmaba szerkezet jatszma szavat jelolték nehézségként, ahol a jdtszma
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egyszerre metaforahoz kapcsolodo kifejezés, a -ba metaforikus inflexio, ennek
révén a jatszma metaforikus komponens is. A jatszmaba alak raadasul
metaforikus argumentum is, hiszen a beszall maga is metaforahoz kapcsolddo
kifejezés. Erdekes, hogy az adatkozISk a beszdll szdt viszont egyaltalan nem
jelolték, ebbdl is lehet kovetkeztetni arra, hogy — amennyiben azt szd szerint
probalhattak értelmezni — nem sikeriilt a bizonyosan ismert sz6tovi jatszmdhoz
megfeleld kontextudlis jelentést talalniuk. Két egyéni problémat tartok még
érdemesnek kiemelni a kitoltésekhez kapcsoloddan. Az egyik adatkozld
kovetkezetesen jelolte a felesegiil vesz kifejezések eléfordulasakor — a vesz
metafordhoz kapcsolodo kifejezés, a feleségiil ennek metaforizalédasban részt
vevO argumentuma —, hogy szdmdra nem vilagos kifejezésrdl van szo, ami
egyertelmiien utalhat arra, hogy szo6 szerint probalta értelmezni azt. Egy kitoltonél
pedig a fel van adva a lecke metaforikusan értelmezendd konstrukcio félreertése
okozott problémat a kitoltés soran. A tanuld a jelolések alapjan érteni vélte a
kifejezést, igy a kapcsolodo feladatbdl deriil ki, hogy félreértette azt. Egy masik,
bar indirekt informacidra vonatkozva idézi a fenti metaforikus konstrukciét olyan
modon, hogy kitlinik, sz6 szerint értelmezhette a kifejezést.

7. Kovetkeztetések, kiegészitések és kutatasmodszertani reflexiok

A kutatds célja a metaforikussag szovegértésbeli felmérése volt, de az adatokat
tekintve mas adalékokkal is szamolhatunk: a szovegértésben szamos esetben nem
elsésorban ez okozta a problémakat. A kutatas alapjan viszont megfigyelhetd,
hogy maguk a szovegértés-tesztek egyszerlsitési vagy valogatasi folyamatok
miatt kevésbé metaforikusak a hasonld szovegtipusokba tartozd, de nem
nyelvtanuloknak készitett szovegeknél. A teszteredményeket igy a metaforahoz
kapcsolodo kifejezések megértése alapvetden nem befolyasolja, de metaforahoz
kapcsolodd inflexiok — réveén ezek 1ényegében ,kikeriilhetetlenek™, pl. €letében,
legrégebbrol — megértése is sziikséges lehet a feladatokhoz. Ezeket azonban
tipikusan nem jelolték a didkok nehézségkeént a szoveg feldolgozasakor, noha
érdemes megjegyezni, hogy a sajat jeldlésiik nem jelent biztos fogddzot. Igy két
okbdl, egyrészt a metafordhoz kapcsolodo kifejezések viszonylagos kis relativ
gyakorisdga, masrészt a sajat jeldlés bizonytalansaga miatt a jovoben érdemes
lehet a metaforikus kifejezéseket célzottan kutatni, akdr kifejezetten ezekre
iranyulo tesztek, megértést ellendrzé kérdéssorok, esetleg rogzitett, szoban
reflektalt feladatmegoldas alkalmazéisaval. Jelen kutatasi szakasznak azonban
nem volt célja a metaforikussagra valo elofeszités, igy levonhaté az a
kovetkeztetés, hogy a vizsgalt érettségi szovegekben ezzel a problémaval talan a
teszt Osszeallitojanak szandékai szerint nem kell fokuszéltan szembesiilnie a
kitoltének.® A jeloléseket tekintve azonban a tObbihez képest viszonylag

8 Kivételt jelenthet, amikor mérlegelendd allitisban taldlunk metaforikussdgot — bar ezek inkabb
konvencionalizalodottak. Az igaz-hamis feladattipusu Eskiivéi hagyomdanyok 10 allitasbol 4-ben volt MKK (és
MKI is gyakran), ez a kett6 kiemelve: A férj hagyja, hogy tancoljanak ifju feleségével.; Ha a menyasszony ruhéjat
a vOlegény az eskiivo eldtt 1atja meg, abbol baj lesz.; Aki elkapja a hatradobott csokrot, hamarosan férjhez megy.;
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metaforikus szoveg — a Rajzok a moziban — feldolgozéasaban zavardak lehetnek a
metaforahoz kapcsolodo kifejezések, amennyiben a teszt kitoltdje torekszik az
intenziv olvasdsra és nem az informacio6 kinyerését kisérli meg elsésorban.

A felvett tesztek alapjan a metaforikus inflexidkat nem érzékelik nehézségként
a diakok, vélhetéen a begyakorlottsag vagy az univerzalitds miatt. Megjegyzendd
viszont, hogy szorvanyosan rendelkezésre allnak adatok arra vonatkozoan, hogy
az indirektség esetleg zavarhatja a feladatmegoldast egy-egy, akar begyakorlott
metafordhoz kapcsolodd kifejezés esetében is. Masrészt a metafordhoz
kapcsolodo kifejezések egy része, koztik a didkok altal jeldltek is azért
jelenthetnek nehézséget az olvasds soran, mert a fizikai jelentés ismerete sem
varhato el az adott szinten.” A késObbiekben akar kisérletes vizsgalattal is
ellenOrizhetd: a premieren ozonlottek az emberek a filmszinhdzakba
konstrukcional konnyebben érthet6-e, az adott kontextusbdl magabiztosabban
kikovetkeztethetd-e peldaul a viz 6zonlott a folyoba szerkezet. Kérdéses az is,
hogyan alakult volna a kitoltés, ha a tanulok hasznalhattak volna szdtarat vagy az
elsddleges jelentéseket tartalmazo szoszedetet.

A jelen, nem eldfeszitett vizsgalatbol ugy tiinik, az érettségi szovegértések
esetében a metaforikussag megértésekor a szorvanyos esetektdl eltekintve
leginkdbb az jelenthette a problémat, hogy az MKK-k ¢és MKKid-ek
alapjelentésiikben olyan fizikai mozgashoz vagy targymanipulicidhoz
kapcsolodtak, amelyek nyelvorai kornyezetben nem fordulnak el6 az adott
szinten. A kovetkezOkben a MagyarOK tankonyvcsalad Sketch Engine-ben
(Kilgarriff et al., 2004, 2014) 1évdé konkordanciaira (Szita & Pelcz, 2020)
tamaszkodva szerepel néhany példa.

(2) Remélték, ez lekoti az energiaimat.

A korabban mar elemzett (2) szamu példamondatban szerepld MKK esetében
a példat arnyalja, hogy noha a csoport ismerhette a k6t szot, az a korpusz alapjan
B2 szintre tehetd alapjelentésében. A kontextudlis jelentés szintén B2 szinten
tanult a tananyagban — olyan kifejezésekben, mint a lekoti az agyat, lekéti a

figyelmet.
(3) szallt be anya a jatszmaba

A jatszma szintén kikovetkeztethetd, megérthetd akar alacsonyabb szinten is,
de ismerete a konkordancia szerint B2 szinten jelenik meg alapjelentésben,

A menyasszonyi csokrot életiik végéig orzik a menyasszonyok. A Hogyan haszndljuk a bankkartydt?
feleletvalasztos tipusu allitasai esetében is 11 allitasbdl 5-ben MKK-t kell megérteni (pl. kénnyii megjegyezni,
lejart bakkartya, miel6tt letilrod).

% Ez viszont természetesen nem azt jelenti, hogy a szdveget egészében meg kellene érteni a sikeres vizsgazashoz,
de azzal szdmolok, hogy a nyelvtanul6 szamara frusztraciot jelenthet, igy akar orai feldolgozas soran érdemes lehet
kitérni a jelenségre.
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kontextualis jelentésben nem fordul eld. A beszall-hoz négy eléfordulas tarsul Al
szinten, minden esetben ’belép és helyet foglal benne’ jelentésben (vo. EKsz.?).

(4) Ilyet nem illik kérdezni.

A (4) szamu példamondatban kiemelt kifejezés érdekessége, hogy a fizikai
alapjelentés egyaltalan nem tanult, de a ’j61 mutat, tetszetGsen hat valahol’ (vo.
Eksz.?) jelentés két eléfordulassal jelenik meg a konkordancidban. A tobbi
eléfordulas tarsadalmi szokasokra utaldé kontextudlis jelentés 17 taldlattal Bl
szinti. Ennek tiikkrében az is el6fordulhat, hogy a nyelvtanuldo a szotari
alapjelentéssel egyaltalan nem talalkozik €s szdmara a metaforikus jelentés
egyszerlibben érthetd.

8. Osszegzés

A kutatas abbol az eldfeltevésbdl indult ki, hogy a nyelvtanuloknak sziikségiik
lehet arra, hogy kapaszkodot kapjanak a metaforikus kifejezeések hasznalatdhoz —
az angoltanulast példaul kiilon adatbazis €és tankonyv segiti (Deignan, 1995),
amelyek gyakorlatokkal is tudatositjadk és bdvitik a metaforikussagon alapulo
szokincset (Lazar, 2003). Jelen vizsgélat a nyelvtanitast nem csupéan a fogalmi
metafordval kapcsolja 0ssze, hanem a MetalD-modszeren keresztiil szorosabb
kapcsolatot teremt a fogalmi metafora nyelvi megvaldsuldsaval. A kutatas a
kutatdi intuiciotol elhatarolodva érettségi szovegekben meghatarozta azokat a
kifejezéseket, amelyek metaforikusnak tekinthetdk €s ezt az adatsort Osszevetette
a nyelvtanulok altal nem érthetOnek jelolt kifejezésekkel. Modszertanilag igy a
kutatas empirikus része nem volt elofeszitve a metaforikussagra, ezért az
eredmények tdgabb ralatast is nyujtanak az €rettségi szovegek vizsgalatara.

A kutatas els6 szakaszdban azonositottam magyar mint idegen nyelvi érettségi
szovegertés feladatok metaforikus kifejezéseit. A nyelvtanuldi fokusz miatt a
metaforikus kifejezéseket, ezek idiomatikus valtozatait és a direkt metaforikus
kifejezések eléfordulasi ardnyait vetetettem Ossze a referenciakorpusszal. A
relativ gyakorisagi adatok azt mutattak, hogy a vizsgaszovegek kevésbé
metaforikusok, mint a nem nyelvtanuloknak késziilt (vagy nem szdmukra
kivélogatott) szovegek.

A kutatds masodik szakaszdban B1-B2 szintli nyelvtanuldk jelolték meg a
szdmukra ismeretlen, nem vildgos szavakat ugyanezen szévegekben. A jeldlések
tipikusan nem a metaforikussag kérdését érintették, de itt ki kell emelni, hogy nem
fokuszalt mintat kaptak, illetve metaforikussadgra vonatkoz6 relativ gyakorisagi
adatokat tekintve nem meglepdk az eredmények. A valamivel metaforikusabbnak
szamitd vizsgaszdvegben az adatkozldk legalabb fele altal jelolt nehézségek koziil
minden masodik metafordhoz kapcsolddott. Szorvanyosan olyan esetek is
mutatkoznak, amikor a nem el6feszitett vizsgalati feltételek mellett is arra
kovetkeztethetiink a kitoltésbol, hogy a metaforikussag befolyasolta a
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feladatmegoldast is — ilyen esetek célzott gyiijtésére viszont egy jovobeli, a
metaforikussagra eléfeszitett empirikus kutatas lehet alkalmasabb.

A MetalD-modszerrel végzett elemzés felhivia a figyelmet a nyelvtanuloi
szotarak létrehozasanak sziikségességére (vO. Durst et al.,, 2013): ezekkel
dolgozva ugyanis a didkok jol lathatndk az elsddleges jelentéshez tarsuld
kontextudlis jelentéseket. Emellett nagyban tdmogatndk a tanari munkat is,
amennyiben nemzetkdzi mintara a jelentésekhez nyelvi szintek is tarsulnanak.
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Az anyanyelv és célnyelv egymasra hatasa a beszéd prozodiai
megvalositasaban

Prosodic interaction between L1 and L2

The present acoustic analysis is focused on how an atonal L1 and a tonal L2 interact in language learners’
production; in particular, the experiment aims to shed light on how L2 tones affect L1 intonation
contours. It was hypothesized that due to the interplay of L1 transfer and the bilingual language mode,
the L1 production of more experienced language learners approximates more the fy patterns of the
corresponding L2 tones’, while learners with less experience produce L1 contours more similarly to the
standard native L1 patterns. The effect of L2 tones was analysed by the fo curve of monosyllabic
utterances. The results partially confirmed our hypothesis: more experienced language learners differed
more from the standard L1 production by approximating the L2 tonal patterns, compared to less
experienced L2 learners. However, this difference appeared exclusively in cases where the L2 tone was
distinct acoustically from the corresponding L1 intonation pattern.

Keywords: bilingual language mode, L2-effect on L1, Mandarin Chinese tone, Hungarian intonation
patterns, L2-effect

1. Bevezetés

A tanulmany kozéppontjdban az atonalis magyar (anyanyelv, L1) és a tonalis
mandarin kinai (célnyelv, L2) egymasra hatasa all a beszéd prozoddiai
megvalositasat illetden. Ebben az esetben a tanulmany {6 kérdéseként a mandarin
kinaiul tanulok ejtésében vizsgalom azt, hogy a kinai tonusprodukcio6 visszahat-e
az anyanyelvre, azaz befolyasolja-e a magyar anyanyelvi monoszillabikus
intonécios konturok produkcidjat. Az L1 és L2 egymasra hatdsara vonatkozo
hipotézisek megfogalmazasakor a Grosjean-féle (2001) nyelvimdd-hipotézis és
az L1-transzfer szolgal elméleti alapul. Tovabba arra is keresem a vélaszt, hogy a
feltételezett célnyelvi hatas a nyelvi tapasztalat fliggvényében is valtozik-e, ezért
ennek érdekében két eltérd nyelvi tapasztalattal rendelkezd, azaz egy kezd6 és egy
halad¢ kinaiul tanul6 csoportot vizsgalok. A kisérletben négy kiillonb6z6 magyar
dallam realizacidjat elemzem: az ereszkedd dallamok esetében a kijelentd és
felszolito dallamokat, mig az emelkedd dallamok koziil az egy szotagu kérdést és
az alternativ kérdés emelkedd fazisat vizsgalom a vokalikus fazis fo-konturjainak
szempontjabol.
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1.1. Szakirodalmi hattér

A tanulmany kozéppontjdban tehat az L1 és L2 egymasra hatdsa all kései
nyelvtanuldk, azaz olyan fiatal felnéttek esetében, akiknek az L.1-iik mar kiforrott
belsd strukturaval rendelkezik a nyelv minden szintjén, és ez utan kovetkezik be
az L2 elsajatitasa. Ebbdl fakadoan a nyelvtanuldk esetében a két nyelv kozotti
kompetencia nincs egyensulyban, ennek ellenére az O esetiikben is
kétnyelviiségrol (azaz bilingvizmusrol) beszEliink, ahol a koztes nyelvet (azaz a
nyelvtanuld sajat elméjében megjelend L2-t) mind a nyelvtanuld L1-e, mind a
kornyezeti L2-ingerek egyiitt alakitjak (Major, 2001; Cook, 2006). Mint az széles
korben ismert, az L2 elsajatitasat alapvetden befolyasolja az L1 rendszere a nyelv
minden szintjén, igy a prozodiai elemek szintjén is, hiszen amikor 0j tanulési
szituacioval kell megkiizdeniink, akkor az addig elsajatitott mintazatokat,
modszereket alkalmazva probaljuk lekiizdeni az akadalyokat. Azt a folyamatot,
amelynek soran a beszelo az L2 elsajatitasaban/produkcidjaban az L1 nyelvi
mintazatait atemeli az L2-be, anyanyelvi (L1-)transzfernek nevezziik (Odlin,
1989). Az L1 alkalmazisa az L2-produkcioban pozitiv vagy negativ hatast
gyakorolhat az ejtésre attol fliggden, hogy az anyanyelvi €s célnyelvi mintdzatok
hasonlitanak vagy eltérnek egymastol. Ha az L1 transzferalt mintazatai eltérnek
az L2 mintdzataitol, akkor negativ transzfer, avagy interferencia 1éphet fel a két
nyelv k6zott, ami hatraltatja az L2 nativszintli elsajatitasat. Ellenkezd esetben, ha
az L1-bdl az L2-be attranszferalt rendszer megegyezik, vagy nagyon hasonlit a
célnyelvi mintazathoz, akkor pozitiv transzferrél beszélhetiink, és ebben az
esetben az L2 mintazatanak elsajatitdsa gond nélkiil és gyorsan mehet végbe
(Bardovi-Harlig & Sprouse, 2017). Ilyen jelenségek a prozodiai megvalositast
illetden is ismertek €s dokumentaltak (vo. Leather & James, 1996). Tovabba
mindenképpen meg kell emliteni, hogy a transzferhatas mértékét L2-tanuldk
esetében a tapasztalt L2-ingerek mennyisége ¢s mindsége is befolyasolja, tehat
min¢l tobb nativ ejtésre jellemzd L2-ingerrel taldlkoznak a nyelvtanulok, azaz
min¢l jelentdsebb nyelvi tapasztalattal rendelkeznek, annal kisebbnek varhatjuk
az L1-transzfer hatdsat, ezaltal az L2-tanulok nyelvi feldolgozasa annal jobban
megkozelitheti a nativ L2-es mintazatot (Flege, 2022).

Az Ll-transzfer és a nyelvi tapasztalat kolcsonhatdsa all a legtobb L2-
elsajatitassal foglalkoz6 tanulmany fokuszaban, azonban meglehetdsen ritkan
keriil a kisérletek kdzéppontjaba ennek forditottja, vagyis az, hogy az L2 milyen
hatast fejthet ki az L1 megvalésitasara. Igy a tanulmany kozéppontjaban e kérdés
vizsgéalata all. Ahogy mar fentebb emlitettem, abban az esetben, ha az L2
elsajatitasakor mar egy kiforrott L1 rendszer all rendelkezésre, és erre épiil rd az
L2 (mas szoéval késoi, azaz nem kisgyermekkori nyelvelsajatitasrol beszéliink),
akkor az L2-tanuléds els@sorban az L1 mint4zataira tdmaszkodva megy végbe.
Arrol azonban még nem esett sz0, hogy az igy 1étrejovo kognitiv rendszer nyelvi
szempontbdl multikompetensnek tekinthetd, tehat a nyelvtanuld elméjében a
nyelvek (L1 és L2, avagy az L2 esetében a koztes nyelv) nem egymastol
elkiiloniilten jelennek meg, hanem ugyanazon kognitiv rendszer részeiként
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kapcsolddnak Ossze, és hatassal vannak egymasra (Cook, 2006). Tehat a nyelvek
a bilingvis személy elméjében kapcsolatban allnak, azt azonban mégsem
allithatjuk, hogy minden pillanatban ugyanazon a szinten miikodnének és
végeznék a nyelvi feldolgozast, hiszen az egyfeldl sziikségtelen és gazdasagtalan
lenne, masfeldl zavart okozna a kiilsé ingerek értelmezésében. Ezért
tulajdonképpen a bilingvis személy elméjében a nyelvek adott iddpillanatban a
kornyez6 behatdsokhoz adaptalodva eltérd mértékben aktivalodhatnak (Green,
1986), és az Osszekapcsolt rendszerbdl fakadoan az L1 és az L2 kolcsondsen
befolydsolhatja egymas nyelvi feldolgozésat, percepciojat és produkcidjat
(Pavlenko, 2000; Grosjean, 2001, 2008; Cook, 2003; Hammarberg, 2014).

E kolcsonos egymasra hatas szemléltetéséhez a nyelvi mod fogalma adhat egy
lehetséges értelmezési keretet. Grosjean (1998, 2001) nyelvimédd-hipotézise
szerint a kétnyelvli személy adott idopillanatban a kornyezd pszichologiai €s
nyelvi tényezoktol fliggden eltérd szinteken aktivalhatja az L1-et és az L2-t az
elméjében (Grosjean, 2001: 3). A fentebb bemutatottakhoz hasonléan Grosjean
(2010) bilingvis-definicidja is magaba foglalja mindazon személyeket, azaz a
nyelvtanuldkat is, akik rendszeresen hasznaljdk mind az L1-et, mind az L2-t,
azonban nincs birtokukban kiegyensulyozott és egyenld tudas e két nyelvet
illetéen (Navracsics, 2002; Grosjean, 2010).

Grosjean (2001) hipotézise alapjan a nyelvi mod egy kontinuumként
képzelhetd el, mely két abszolut végponttal rendelkezik: ezek a végpontok az
egynyelvli médok. Az egynyelvii modok esetén az adott személy elméjében csak
az egyik nyelv, azaz vagy csak az L1, vagy csak az L2 aktiv, mig a masik nyelv
deaktivalt allapotban van (1. dbra). A kdrnyezet ingereinek hatasara a két nyelv
egyszerre 1s aktivalodhat: ekkor a besz¢ld elméje kétnyelvii modba valt. A két
nyelv aktivitdsa azonban nem tekinthet6 egyenstlyi helyzetnek: Grosjean szerint
a kétnyelvli modban az egyik nyelv mindig dominansabban jelenik meg a
masikhoz képest, a dominans nyelvet matrixnyelvnek nevezziik. A két nyelv
egylittes aktivalasa (azaz a kétnyelvii mod) olyan koztes értékeket eredményez a
percepcidban ¢és a produkcioban, melyek az L1-ben és az L2-ben (egynyelvii
moddban) tapasztaltak kozott helyezkednek el (Grosjean, 2001). Ez azt jelenti,
hogy ha nem megfeleléen szabalyozzuk a nyelvi moédokat, valamint nem
kontrollaljuk és egyértelmiisitjiik a hasznalt nyelvet, akkor az L1-hez és az L2-
hoz képest koztes, atmeneti értékeket kaphatunk.
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1. abra. A Grosjean altal javasolt nyelvi médok (az aktivalt allapotot a s6tétebb, mig a deaktivalt
allapotot a vilagos szin jeleniti meg, Grosjean, 1998: 136 alapjan)

L1

Egynyelvii Kétnyelvii N Egynyelvi
maéd maéd méd

N .

A beszel6 elméjében megjelend nyelvi mdédok bizonyos szempontbodl a nyelvi
tapasztalat, illetve a transzferhatds mértékének fiiggvényében valtozhatnak
(Grosjean, 2001). Mint fentebb emlitettem, az adott nyelvet idegen nyelvként
tanulok esetében az L2 produkciojat a befogadott ingerek mennyisége ¢€s
mindsége is befolyasolja, ami azt jelenti, hogy min¢l tobb L2-re jellemzd
megvalosulast tapasztal a nyelvtanuld, annal nagyobb valosziniiséggel kozeliti
meg az anyanyelvi L2-mintat, és ezzel Osszefliggésben annal kisebb L1-es
transzferhatast mutat a produkcidja (Flege, 2022). E szerint a feltételezés szerint
tehat a kezdd nyelvtanulok ejtése elsdsorban az L1 transzferjelenségein alapul,
tehat a produkcidjukat egy olyan egyirdnyu folyamat hatarozza meg, ahol az
anyanyelv hatasa érvényesiil mind az L1, mind az L2 produkci6jaban (Major,
2001; Grosjean, 2001, 2008). Tehat az L2-elsajatitisban a kezdd kései
nyelvtanuldk esetében az anyanyelv mindig dominansabban vezérli a nyelvi
folyamatokat, éppen ezért a nyelvtanuld nehezebben képes deaktivalni elméjében
az L1-ét (Grosjean, 2012: 4). Ilyen értelemben tehit a kezdd nyelvtanulok
produkciojadban kevesbé relevans a nyelvi mod (azaz a nyelvek aktivaltsaganak)
kérdése, hiszen ezen a nyelvi szinten annak Iényegében nincs tobb, jol elkiiloniild
allapota, mert az L2 nyelvi feldolgozast elsdsorban és sok esetben kizardlag az
L1-transzfer hatarozza meg és iranyitja. Ezzel szemben a nyelvi tapasztalat
novekedésével az L1 transzferének hatasa egyre kevésbé relevans, hiszen a
nyelvtanuld elméjében az L1 ¢és az L2 megvalositasara eltéré mintazatok
alakulnak ki. Ezért a nyelvi tapasztalat novekedésével a nyelvi modok
kontinuuma egyre szélsdségesebb értékek felvételére nyu;t lehetdséget, ezaltal a
nyelvek egymasra gyakorolt hatasa is egyre jelentdsebbé valik (Grosjean, 2001).
Azonban miel6tt pontosabban bemutatnam a nyelvi modok hatdsara vonatkozo
hipotéziseket, szeretném ismertetni a vizsgalat alapjat képezd fonetikai
elézményeket a kinai tonusok €és a magyar intonacids dallamkontirok kapcsan.

A kisérlet kozéppontjaban a tondlis mandarin kinai, valamint az atonalis,
monoton magyar nyelv 4ll. Az atonalis vagy intonacios nyelvek esetében — mint
amilyen a magyar nyelv is — a beszéd hangmagassaganak valtozasa elsdsorban
mondat- vagy kozlésszintli egységek jelentését valtoztatja meg, ezt nevezzik
intonacionak (Goésy, 2004). A tonalis nyelvek esetében azonban — amilyen példaul
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a mandarin kinai is — a beszéd hangmagassaganak valtozésa a lexikai jelentést is
modositja: a hangmagassag-valtozas, azaz a tonus a szo(tag) argumentuma, és
jelentésmegkiilonboztetd szereppel rendelkezik (Chao, 1948/1963). A mandarin
kinai nyelvben négy kiilonboz6 tonust kiilonboztetiink meg, amelyek koziil a jelen
vizsgalat szempontjabol csak kettd, az emelkedd 2. tonus €s az ereszkedd 4. tonus
relevans. Mind az intonacié, mind a tonusok produkcidjadhoz sziikséges
hangmagassag-valtozas a hangszalagrezgés szaporasaganak valtozasabol fakad,
¢s az alapfrekvenciaval (az fp-val) jellemezhetd (Gosy, 2004). Abbol
kovetkezOen, hogy az alapfrekvencia és az észlelt hangmagassag kozott
logaritmikus Osszefiiggés van, a frekvenciaértékek kozotti abszolut kiilonbség
kiilonbozd  beszeloknél eltér6  hangmagassag-kiilonbséget jelent. Ezt
kikiiszobolendd az fy-ertékeket félhangokka konvertaljuk (’t Hart et al., 1990; a
részletes magyar nyelvili magyarazatért lasd Juhasz, 2023).

1.2. A kisérlet elozményei

A Kkisérlet elozményeit képezd akusztikai vizsgalatban (Juhasz, 2023) kinai és
magyar anyanyelvii besz¢lok ejtésében hasonlitottam 6ssze olyan kinai és magyar
dallammintdzatokat, amelyek dallammenetiik iranydban megegyeztek. Az
emelkedd dallamokat illetden a magyar egy szotagi eldontendd kérdés és
alternativ kérdés emelkedo fazisat a kinai emelkedo 2. tonus menetével, illetve a
magyar felszolito és kijelentd dallamokat a kinai ereszkedd 4. tonus dallamivével
hasonlitottam 0ssze. A kinai €s magyar dallamokat statikus (f, maximum- és
minimumértékiik, valamint alaphangtartomanyuk) és dinamikus (dallamiviik)
szempontok szerint vizsgaltam. Ezen vizsgalat eredményei szolgdlnak
referenciaként a jelen tanulmanyban, hiszen az elemzett magyar nyelvii fo-
konturokat olyan magyar anyanyelvii besz¢élok ejtették, akiknek nincs kinai nyelvi
tapasztalatuk, igy a kinai nyelvi mod hatasa az 6 esetiikben kizarhato.

A kinai 2. emelkedd tonus dallama a magyar monoszillabikus kérdéssel
megegyezd minimumeértékkel, és a magyar alternativ kérdés dallamaval
megegyez0 maximumértékkel rendelkezett, amibdl arra kovetkeztethetiink, hogy
a kinai 2. tonus a vizsgalt két magyar kérdéstipus kozott €s hozzajuk képest koztes
fo-terjedelemmel valdsult meg (2. 4bra, bal oldali panel). Tovabba a 2. tonus
dallamive a késleltetett fo-emelkedésbdl kovetkezéen a magyar kérdd
megnyilatkozasokhoz képest homorubban valosult meg (2. dbra, jobb oldali
panel). Osszegezve tehat a kinai 2. tonus minden vizsgalt szempont szerint eltért
a két vizsgalt magyar kérdd dallamtol.
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2. abra. Az emelked6 dallamok statikus szemponti minimalis és maximalis fo-értéke (balra), és a
dinamikus megkozelitésti dallamkonturjuk a vokalikus szakasz normalizalt idétartaméanak
fliggvényében (jobbra) (Juhasz, 2023)

kinai 2. ténus
magyar egyszotagh kérdés

30-

félhangokban
30

f0 (félhang)

20-

A minimum ¢és maximum f0-értékek (Hz)

minimum maximum

r T T T T 1
0.0 0.2 0.4 0.6 0.8 1.0

Normalizalt idétartam (%)

M 2.t6nus ® Magyar epyszotagli &Magyar alternativ

Az ereszkedd dallamok koziil a kinai 4. tonus a magyar felszolitd dallam
statikus jellemzdivel minden ponton megegyezett, azaz nem talaltam eltérést a két
dallam kozo6tt sem a minimum ¢és maximum fp-értékben, sem az
alaphangtartomanyban (3. éabra, bal oldali panel). A két dallam csupan az fo
lefutasaban tért el egymastol: a kinai 4. tonus a magyar felszolité dallamnal fo-
menetében domboribban valosult meg, mint a magyar felszolité dallam (3. &bra,
jobb oldali panel). A kijelentd dallam ezzel szemben alacsonyabb fy-
tartomanyban és homorubb dallamivvel realizalodott a 4. tonushoz képest (3.
abra, jobb oldali panel). Mindent &sszevetve, a kijelentd dallam minden
tulajdonsagdban eltért a kinai 4. tonustol. Ezzel szemben a magyar felszolitd
dallam ¢és a kinai 4. tonus a statikus szempontok alapjan egyezdének mutatkozott,
a dinamikus szempontt vizsgalat sordn a dallammenetek ivében mégis eltéréseket
talaltam.
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3. dabra. Az ereszked6 dallamok statikus szempontii minimalis és maximalis fo-értéke (balra), és a
dinamikus megkozelitési dallamkonturjuk a vokalikus szakasz normalizalt idétartamanak
fliggvényében (jobbra) (Juhasz, 2023)

kinai 4. tonus
magyar felszolitas

30-

30

f0 (félhang)

20

A minimum és maximum f0-értékek (Hz)
félhangokban

T CPRR T T T T T 1
maxumuin minimum 0.0 0.2 0.4 06 0.8 1.0

W 4.t6nus ® Magyar felszolitas & Magyar kijelentés Normalizalt idétartam (%)

Miel6tt a célnyelv anyanyelvi megnyilatkozasokra kifejtett hatasat
vizsgalnank, mindenképpen ki kell térniink arra is, hogy a jelen vizsgélatban részt
vevO kinai nyelvtanulok kinaitonus-produkcidja hogyan realizalodik. Erre
elsdsorban azért van sziikség, hogy ki lehessen zarni azt az eshetdséget, hogy a
nyelvtanulok mind anyanyelvi, mind célnyelvi ejtésében az anyanyelvbdl
attranszferalt L1-mintazat jelenik meg, és ennek okan nem taldlunk célnyelvi
hatast, hiszen az L1 és L2 fy-kontirok megegyeznek. Emellett bizonyos
szempontbol a nyelvtanulok kiejtésébdl arra is kovetkeztethetiink, hogy a
nyelvimod-kontinuumon milyen mértékben aktivalt az L2 az L1-hez képest. Az
alabb bemutatott dallamkontirok (4. abra) tehat ugyanazon kisérleti személyek
produkcidjabol szarmaznak, akiknek az anyanyelvi ejtése a jelen tanulmany
eredményeit képezik, €és akik ejtésében az L2-hatést feltételezziik. A kisérletben
a nyelvtanuloknak izolalt ejtésii 2. és 4. tonusu jelentéssel rendelkezd kinai
szavakat kellett felolvasniuk, ezt megelézéen egy hosszabb kinai nyelvii
produkcids feladatot kellett teljesiteniiik. A kinai nyelvli feladat volt hivatott
olyan kontrollalt koriilményeket teremteni, ami rdhangolja a nyelvtanulok elmé;jét
az L2-produkcidra, tehat lehetdség szerint eldsegitette az L2 egynyelvli mod
megkozelitését a nyelvimod-kontinuumon. A kisérlet eredményei szerint az
emelkedd 2. tonus produkcidjdban a kinaiul tanulok a nativ kontrollcsoport
ejtéséhez képest homorubb dallamivet produkaltak, ezen feliil — a nyelvi
tapasztalatra vonatkozd eldfeltételezésekkel ellentétben — a kezdOk jobban
megkozelitették a nativ produkcidt, mint a haladé kinaiul tanulok. Valamint
mindkét nyelvtanuld csoport az Ll-transzferhatdsra vonatkozd hipotézissel
ellentétben az L1-es mintazatoktol eltérd, homoruabb fy-kontarokat produkalt (4.
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abra, bal oldali panel). A kinai 4. ténus esetében a kinai kontrollcsoport fo-
kontarja a nyelvtanulok ejtéséhez képest szignifikansan magasabb fy-értékekkel
realizalodott, €s a harom csoport fy-gorbéje csak a normalizalt idétartam végére
mutatott atfedést (4. dbra, jobb oldali panel). Ebben az esetben azonban a nyelvi
tapasztalat mar a vart hatast mutatta: a haladok a kezd6 nyelvtanulokhoz képest
meredekebben ereszkedd fyp-kontlrja jobban megkdzelitette a nativ kinai ejtést,
ilyen modon jelentds atfedést mutatva a sztenderd magyar felszolitd
dallamkontarral is. Az ereszkedd kinaitonus-produkcidé mindkét nyelvtanulo
csoport esetében eltért a magyar kijelentd dallam mintdzatatol. A vizsgalat
részletes eredményeit és a levonhatd kovetkeztetéseket egy masik tanulmanyban
(Juhasz, elék.) mutatom be részletesen. Osszegzésképpen tehat ezek alapjan az
eredmények alapjan kizarhat6 az az eshetdség, hogy a nyelvtanuld csoportok az
attranszferalt anyanyelvi mintazatot jelenitik meg a célnyelvi produkcidban, és
ezért ne szamithatnank az L.2-hatasra az L1 ejtésében.

4. abra. A kinai emelked6 2. (balra), és a kinai ereszkedd 4. tonus (jobbra) ejtése a két nyelvtanulo
csoport tonusprodukcidjaban

Kontrollcsoport Kontrollesoport
~ Haladok o~ Haladok
o o
& 2
o0

i 00
23 538
g =1
=2 =
2 53
& < | =
N <
=
o |
I3\
o
o\
=
N T T T T T 1 T T T T T 1
00 02 04 06 08 1.0 00 02 04 06 08 1.0
Normalizalt id6tartam (%) Normalizalt idétartam (%)
2. Hipotézisek

A tanulmany kdzéppontjaban a nyelvimod-hipotézis és az L1-transzfer kapcsolata
all, ami révén azt vizsgalom, hogy a célnyelvi tonusmintazatok befolyasoljak-e az
anyanyelvi intonacios sémak produkciojat. Emellett arra a kérdésre is keresem a
valaszt, hogy az L2 hatdsa a nyelvi tapasztalat mennyiségének filiggvényében
valtozik-e. Abbodl kovetkezden, hogy a kisérletben fontos szerepe van a nyelvi
modok hatasanak, annak kontrollalasa kiemelt figyelmet kap a kisérlet
modszertandban. Mivel a kisérlet mddszertana, tehat a kiilonb6zd produkcios
feladatok sorrendje kozvetleniil kapcsolatban all a hipotézisekkel, réviden
szeretném ismertetni a felvételkészités fObb Iépéseit, illetve a hozzajuk
kapcsolddd nyelvi moédokban vart valtozast. A kisérlet elsd részében az volt a
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célom, hogy egy kinai nyelvii produkcids feladat révén a nyelvtanulok elméjét a
lehetdség szerinti legnagyobb mértékben rahangoljam a kinai egynyelvii modra,
amit egy kinai anyag felolvasasaval igyekeztem elérni (5. dbra, 1. panel). Tehat a
kisérlet ezen részében azt kivantam megvaldsitani, hogy a nyelvtanulok
elméjében az L2 legyen a matrixnyelv, ez vezérelje a produkciot, és ezaltal a
nyelvtanuldk ejtése a lehetd legjobban megkozelitse a nativ mintazatot. Ezutan a
kisérlet masodik részében a kinai nyelvi produkcid utan atmenet nélkiil rogton a
magyar nyelvii anyag felolvasadsa kovetkezett, ahol azt vartam, hogy a
nyelvtanulok elméje olyan kétnyelvii modba kertil, ahol az L2 vezérli elsésorban
a produkciot, de az L1 is aktivalt allapotban jelenik meg (5. 4bra, 2. panel).

H1: A kisérlet alaphipotézise, hogy ha a kisérletben kontrollaljuk a nyelvi
modokat, akkor a nyelvtanuldk elméjében megjelend kétnyelvii mod hatassal
van az anyanyelvi produkciora, mégpedig ugy, hogy a nyelvtanulok a magyar
intondcios kontirok ejtésekor a kinai tonusok mintdzatait kozelitik meg
ejtéstikben.

5. abra. A felvételkészités fobb 1épései, illetve a hozzajuk kapcsolodo nyelvi moédokban vart valtozas
a nyelvimdd-kontinuumon (lent), és ehhez kapcsolva a dallammenetben (fent, ahol a szaggatott fekete
vonal jeldli az L1-hez és L2-h6z képest megvalosulo fo-konturt)

v

Egynyelvii - Kétnyelvi | 4 o  Egynyelvii

<— - mod —’ mod
P e

mod

Arra vonatkozoan, hogy a kinaiul tanulé magyar anyanyelviiek esetében mit
jelent a kinai tonusok irdnyaba vald eltérés, tehat a kinai tonusmintazatok
megkozelitése a beszédprodukcidban, szeretném felidézni az 1.2. fejezetben
bemutatott eredményeket.

H1/a A kisérlet eredményeképp azt varom, hogy a kinai 2. tonus hatdsa a
kétnyelvii médban ugy nyilvanul meg, hogy a nyelvtanuldk az egy szotagu
eldontendd ¢€s az alternativ kérdés emelkedd szakasziban a sztenderd magyar
ejtéshez képest homorubb dallamivet produkélnak. Ezen feliil azt is varom,
hogy a nyelvtanulék az egy szotagi kérdés esetében a sztenderd magyar
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ejtéshez képest alacsonyabb maximalis fy-t, az alternativ kérdés esetében pedig
alacsonyabb f minimumeértéket produkalnak. Az egy szotagli kérdés minimalis
fo-jaban és az alternativ kérdés maximalis fy-ért€kében nem szadmitok eltérésre,
hiszen ezen akusztikai tulajdonsagokban az L1 és L2 konturok nem tértek el.
H1/b Az ereszkedd megnyilatkozasok ejtésekor azt feltételezem, hogy a
nyelvtanuldk a kinai 4. tonus hatdsara a sztenderd magyar felszolito és kijelentd
dallamnal domboriibb mintdzatot produkalnak. Mivel a kinai 4. tonus és a
magyar felszolito dallam a statikus mérési eredmények szerint, azaz a
maximalis és minimalis fo-értékében nem tér el egymastdl, ezért ezen
akusztikai tulajdonsdgok megvalosulasaban sem varok célnyelvi hatast. A
kijelent6 dallam esetében azonban a sztenderd magyar ejtéshez keépest
magasabb maximalis €s minimalis fo-értéket feltételezek, hiszen a 4. tonus
magasabb fy-tartomanyban realizalodott a magyar kijelentd dallamhoz képest.
Tehat azokban az esetekben, ha az L1 ¢és az L2 mintazatok kozo6tt nincs eltérés,
akkor nem véarhat6 a kétnyelvli mod hatdsa sem.

Az els@ hipotézist érdemes kibdviteni a nyelvi tapasztalat feltételezett
hatasaval:

H2 Azt varom, hogy a kétnyelvli mod hatasa az L1-produkcidra a nyelvi
tapasztalat fliggvényében valtozik, mégpedig Uigy, hogy a haladé nyelvtanulok
jobban eltérnek a sztenderd magyar ejtéstdl a kinai tonusok irdnydba, mint a
kezddk. Ezen hipotézis alapjaul az szolgal, hogy a kezdd nyelvtanulok ejtését
feltételezhetéen elsdsorban az L1-transzfer hatarozza meg, ebbdl fakaddan az
anyanyelvi ejtésiikben nem varhatunk jelentds célnyelvi hatast, hiszen az
anyanyelvi és célnyelvi mintdzatok kozott nincs nagy eltérés. Ezzel szemben a
haladok produkcidjaban mar jelentds kontrasztot varok a célnyelvi és az
anyanyelvi mintdzatok kozott, hiszen az L1-transzfer varhatoan mar kevéssé
alakitja az ejtésiiket. Ezért a haladd nyelvtanulok esetében a kezddknél
jelentdsebb célnyelvi hatast varok, meégpedig Uigy, hogy a haladé nyelvtanulok
magyar intonacids kontlrjai a kinai tonusokat megkozelitd, sztenderd magyar
ejtéstdl jobban eltérd mintazatokkal realizalodnak. Ezen hipotézist a 6. dbra
szemlélteti.
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6. abra. Az L2 L1-re gyakorolt hatasanak feltételezett valtozasa a nyelvi tapasztalat fiiggvényében és
ennek sematikus abrazoldsa sematikus fo-mintazatok segitségével

Kezdé Ll1-transzfer
nyelvtanulok |

Halado
nyelvtanulok

f0 (Hz)
f0 (Hz)

3. Modszertan

A kisérletben két eltérdé nyelvi tapasztalattal rendelkezd, magyar anyanyelvi,
kinaiul tanul6 beszéldi csoport ejtését hasonlitottam 0Ossze egy magyar
anyanyelvii beszél6i csoport produkcidjaval. Mindharom beszE€léi csoport
egyetemista hallgatokbol allt, csoportonként 7-7 (Osszesen 21) kisérleti
személybdl, akik valamennyien nék. A kezdd kinaiul tanulok kinai alapszakos
egyetemistak, akik legalabb 2 éve tanulnak kinaiul (atlagéletkoruk 22 + 1,14 év
volt). A haladé nyelvtanuloi csoport tagjai kinai mesterképzéses hallgatok , akik
legalabb 3 éve tanulnak kinaiul; a hét személybdl négyen toltottek egy évet kinai
nyelvteriileten (atlagéletkoruk 24,2 + 6,21 ¢év). A magyar anyanyelviiek
(kontrollcsoport) atlagéletkora 26,3 = 2,81 év, és nem rendelkeztek semmilyen
kinai nyelvi tapasztalattal. A hangfelvételeket az Audacity (The Audacity Team,
2020) programmal rogzitettem 16 bit-en, 44,1 kHz-en digitalizalva kiilsd
hangkartydval és omnidirekcionalis kondenzatoros fejmikrofonnal.

Ahogy azt mar a hipotézisekben emlitettem, a kisérlet tobb kiilonb6zd nyelvi
anyag felvételébdl allt 6ssze, azért, hogy a lehetd leginkdbb kontrollaljuk a nyelvi
modokat. Az elso felvétel legelején a kisérleti személyeknek egy relative hosszu,
kb. 10-12 perces kinai nyelvii anyagot kellett felolvasniuk, melyben kérdd és
kijelentd kinai mondatokat kellett szembedllitaniuk egymadssal. Ezutin
kovetkezett a kinai monoszillabikus 2. és 4. tonusu, a jelen vizsgélatban elemzett
magyar célszavakkal kozel megegyezd szegmentumokbol allo CV szerkezeti,
jelentéssel rendelkezd szavak felolvasasa izolalt ejtésben, amely kisérlet
eredményeit a 1.2. fejezetben mutattam be. Ezutin a kisérleti személyek
mindenféle sziinet vagy atmenet nélkiil a magyar anyag felolvasasaval folytattdk
azért, hogy a kinai felvételek alatt behangolt nyelvi modot a lehetdség szerinti
legkevesebb olyan magyar anyanyelvi inger €rje, amely nem a kisérlethez
kapcsolodik.

A magyar kisérlet anyagat 6t magyar CV-szerkezetii, jelentéssel rendelkezo,
egy szotagi sz adta, melyeket 6t ismétléssel kellett a kisérleti alanyoknak
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felolvasniuk véletlenszerii sorrendben. A magyar anyagban a beszélok négyféle
dallamtipust produkaltak: az emelkedd dallammenetek esetében egy szotagu
eldontendd és alternativ kérdést, az ereszkedd dallamok esetében pedig kijelentést
¢s felszolitast. A magyar célszavakat a Kkisérleti személyeknek rovid
parbeszédekbe foglalva, de onallé megnyilatkozasként kellett felolvasniuk, a
kozléseket rovid parbeszédekbe dgyazva hivtam elé a megfeleld intonacids séma
produkalésat. A felvétel sordn megjelenitett magyar parbeszédeket az 1. tdblazat
példai mutatjak be. A kisérletben felolvasott 0sszes megnyilatkozas a tanulmany
végén, a fliggelék 3. tablazataban lathato. A kisérletben a magyar egy szétagu
szavak vokalikus részét, a kozépsé nyelvallast, elol képzett, labidlis [o:]
szegmentumokat elemeztem, amelyeket minden esetben zongétlen (nem aspiralt)
obstruens eldzott meg. A vizsgalt ce€lszavak az 1. tablazatban kiemeléssel
lathatok.

1. tablazat. A kisérletben felolvasott emelkedo és ereszkedd dallami kozlések példai, ahol a vizsgalt
vokalikus szakaszt a kiemelés és az IPA jeloli

Emelked6 dallamok Ereszked6 dallamok
Alternativ kérdés (ebben az esetben mindig Kijelentés:
az elsé tag a vizsgalt elem) és — Mi az a henger, amiben folyik a viz?
egy szotagu jeldletlen kérdés: — Csé. [tfo:]
— Csé [tfo:] vagy csa?
— Nem tudom. Csé7? [tfa.] Felszdlitas:
A vizvezetékszereld tiz 6ra munka utan igy
szolitja fel a csévet:
— Csé! [tfa:] Nehogy kilyukadj nekem!

A hangfelvételeket a Praat szoftverben (Boersma & Weenink, 2019)
cimkéztem ¢€s elemeztem: minden elemzést a vokalikus szakaszokon végeztem,
amelyeket a kvaziperiodikus hullam megjelenésétél annak megsziinéséig
szegmentaltam. A kinyert fo-értékeket minden esetben félhangokka konvertaltam
az R programban (R Core Team, 2021) a hgmisc (Quené¢, 2014) csomag
segitségével, minden esetben 50 Hz-es referenciaértékkel. Az fy-gorbék
elemzésehez az f értékét 5 ms-onként nyertem ki automatikusan, a szegmentalt
id6tartamon beliil.

Az fo-gorbék elemzésére generalizalt additiv modelleket (GAMM) hasznéltam,
kiilon modellel vizsgalva a négy dallamtipust. Az alapmodellben az (5
milliszekundumonként kinyert és félhangokkd konvertalt) f, fliggd valtozora a
normalizalt iddétartam mint filiggetlen valtozd hatasat vizsgaltam, amely
informacid megadja, hogy az f, értéke az id6tartamra simitva hogyan valtozik a
normalizalt iddtartamon beliil. A modellt a beszél6éi csoport haromszintii
sorrendbe allitott faktorvaltozdjaval egészitettem ki (kezdd, haladd, kontroll),
valamint mintankénti random simitdssal bdvitettem. A sorrendbe allitott
faktorvaltozok  koziil mindig a magyar kontrollcsoport ejtése volt az elsé szint,
tehat ez szolgalt referenciagorbeként, amelyhez képest a modell a

154



JUHASZ KORNELIA

differenciagdrbéket szamolta. A becsiilt gorbék statisztikai elemzését az R-ben (R
Core Team, 2021) az mgcv (Wood, 2017) csomaggal, mig a gorbék abrazolasat
az itsadug (van Rij et al., 2020) csomag segitségével végeztem. A statisztikai
proba eredményei kozvetlen informacidval szolgalnak az fy-gérbék minimalis és
maximalis fo-€értékérdl is, igy a dallammenetek ezen szempontok szerint is
vizsgalhatok.

4. Eredmények

Az egy szOtagli magyar kérdd dallamra felirt GAMM parametrikus eredményei
szerint, ahol az f, valtozasat a normalizalt id6pont fliiggvényében elemeztem,
mindkét nyelvtanulo csoport fyo-gorbéje szignifikdnsan eltért a magyar
kontrollcsoportétol a gorbe alakjaban (2. tdblazat): mig a magyar kontrollcsoport
produkcigjdban egy meredeken emelkedd viszonylagosan linearis gorbét
lathatunk, addig a kezdok és a haladok ejtésében az fy-gérbe homoribban
realizalodik (7. abra, bal oldali panel). Attdl eltekintve, hogy a gorbek alakja
mennyire homoru, a kontrollcsoporthoz hasonldoan mindkét nyelvtanul6i csoport
a normalizalt iddtartam kb. 20%-anal mutatja a legnegativabb kitérést, amelyet
emelkedd fazis kovet. A minimalis fo-értéket illetéen a kezddk ejtése nem tért el
a kontrollcsoportétdl, azaz a kezdd és a kontroll besz€ldi csoport fy-gorbéi a
normalizalt idétartam elsé felében, vagyis 0% ¢és 55% kozott nem mutattak
eltérést. Ugyanakkor a normalizalt idétartam 55%-4t6l a kezdd nyelvtanulok mar
szignifikdnsan alacsonyabb fy-értékekkel rendelkeztek, ami a kontrollcsoporthoz
képest alacsonyabb maximadlis fyp-értékhez vezetett. Ezzel szemben a haladok
ejtése  egy, a kontrollcsoportéhoz  képest jelentdsen  alacsonyabb
frekvenciatartomdnyban megjelend, homoribb gorbével modellezhetd, tehat a
haladok fyo-kontirja mind a minimalis, mind a maximalis fo-érték tekintetében a
kontrollcsoportnal szignifikansan alacsonyabb értéket vett fel. Ebbol kovetkezoen
a haladok és a kontrollcsoport ejtése a normalizalt idétartam majdnem egészében
szignifikdnsan eltért egymastol, kizarolag a normalizalt idGtartam elsd 3%-aban
mutattak atfedést. A haladé és a kezdd csoportok ejtését sszehasonlitva még azt
kell megemliteni, hogy a normalizalt idétartam utolsé 7%-aban a gérbék atfedést
mutatnak, tehat a két nyelvtanuld csoport altal produkalt maximalis fo-érték
megegyezik, és szignifikansan alacsonyabb fj-tartomanyban realizalédik, mint a
magyar kontrollcsoport ejtése. Osszefoglalva tehat a kezdd nyelvtanulok
megkozelitettek a kontrollcsoport ejtését mind a gorbék atfedésében, azaz a
szignifikansan eltérd idétartam hanyadaban, mind az eltérés mértékében is.
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2. tablazat. A GAM-modellek smooth eredményei a mondattipusok fliggvényében, ahol a
szignifikanciaszintek: ‘*’ = p < 0,05, “**’ = p < 0,01, “****=p <0,001

Egy szotagu kérdés Alternativ kérdés Felszolitas Kijelentés
EDF F P EDF F p EDF F P EDF F P
Kontroll 87 164  *%* Kontroll 87 999  *¥* Kontroll g3 1027 *** Kontroll 8 96.5  FHx
Halade 72 ]29Q kkx Halada 73 28] #k% Haladd 73 4] k%% Halade g4 37  ®&%
Kezdo 5] 45 %k Kezdo 49 g9 = Kezde 2 44  wwF Kezdo | 5.1 e
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EDF: Effektiv szabasagfok; F: F-érték; p: p-érték; Random: mintankénti random simitas

7. abra: A magyar egy sz6tagu eldontendd kérdo (balra), alternativ kérd6 (jobbra) dallamok fo-gorbéi
a magyar kontrollcsoport (piros, folytonos vonal), a kezd6 (z6ld, szaggatott vonal) és a halado (kék,
pontozott-szaggatott) kinaiul tanulok ejtésében
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Az alternativ kérdé dallam megvalosulasa esetében mindkét kinaiul tanulo
csoport megvalositasa szignifikansan eltért a magyar kontrollcsoport ejtésétol (2.
tablazat, minden esetben p <0,001). A 7. dbra jobb oldalan az alternativ kérdésnél
az latszik, hogy mig a kontrollcsoport ejtése viszonylag linedrisan emelkedd
mintazatot ir le, melynek a normalizalt id6tartam 10 és 90%-4nal visszafogott
negativ, majd pozitiv kitérése figyelheté meg, addig a kezddk produkalta gorbe
emelkedése visszafogottabb, és a normalizalt idOtartam elején mutatott rovid
ereszkedd fazis utdn kvazilinedrisan emelkedik. A haladok fo-gorbéje ezzel
szemben inkabb homoru, 6blos mintazattal realizalodik, ami csak a normalizalt
id6tartam masodik felében mutat enyhe emelkedést. Mindent 6sszevetve a harom
fo-gorbe a normalizalt idStartam teljes egészében szignifikdns eltérést mutat
egymastol, egyediil a magyar kontrollcsoport és a kezddk ejtése mutat atfedést a
normalizalt idotartam els6 5%-aban. Mind a maximalis, mind a minimalis fj-
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értékeket szemiigyre véve azt mondhatjuk, hogy a nyelvtanuld csoportok koziil a
haladok rendelkeztek a legalacsonyabb, mig a kontrollcsoport a legmagasabb
értékkel, és hozzajuk képest a kezdOk ejtését koztes maximalis fo-érték jellemezte.
A kezdd nyelvtanulok tehat ebben az esetben is jobban megkozelitették a
kontrollcsoport produkciojat, mint a haladé nyelvtanulok.

A felszolitd dallam a harom csoport ejtésében mar jelentds hasonldésagot mutat:
az fy-gorbék alakjat tekintve mindkét nyelvtanuloi csoportnal szignifikans eltérés
lathato a gorbe alakjaban a kontrollcsoport ejtésétdl (2. tablazat, p < 0,001). A
haladé nyelvtanulok gorbéje teljesen atfed a kontrollcsoport ejtésével, tehat nincs
kozottiik szignifikans eltérés, azonban tendencia szintjén a haladok fy-gorbéje a
normalizalt id6tartam kezdetén arnyalatnyival magasabb fy-val realizalodik, és
linearisabb lefutds jellemzi (8. bra, bal oldali panel). Tehat a haladok minimalis
¢s maximalis fo-€rtéke egybeesik a kontrollcsoportéval. A kezddk felszolitd
dallama szintén linearis menetii, azonban a dallam fo-minimuma szignifikdnsan
magasabb tartomanyban realizalodik, mint a haladok és a kontrollcsoport
ejtéseben. Ezért a kezddk és a kontrollcsoport gorbéje a normalizalt id6tartam 0—
2% ¢és 49%—100%-aban tér el egymastol. A haladok és a kezddk fy-gorbéi a
normalizalt id6tartam  42%-100%-4ig tartdé fazisdban  kiilonboznek
szignifikénsan.

8. abra. A magyar felszolito (balra) és kijelent6 (jobbra) dallamok f;-gorbéi a magyar kontrollcsoport
(piros), a kezd6 (z61d) és a halado (kék) kinaiul tanulok ejtésében
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A kijelent6 fo-gorbék esetében a statisztikai proba eredményeibdl azt lathatjuk,
hogy mindkét nyelvtanulé csoport fo-mintdzata szignifikansan eltért a
kontrollcsoport ejtési gorbéjének alakjatol a normalizalt iddétartam teljes
terjedelmében (2. tablazat, p < 0,001). A magyar homoru referenciagdrbéhez
képest a kinaiul tanuld csoportok nemcsak magasabb fj-tartomanyban (azaz
magasabb minimalis ¢és maximalis fy-értékekkel), hanem linearisabb
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megvaldsulassal ejtették a kijelenté dallamot, illetve a kezdd és a halado
nyelvtanuldk ejtése nem tért el egymastol szignifikdnsan (8. dbra, jobb oldali
panel).

5. Kovetkeztetések

Ebben az akusztikai vizsgéalatban azt a kérdést vizsgaltam, hogy a célnyelv
visszahat-e az anyanyelvi dallammintidzatok produkcidjara a mandarin kinaiul
tanuld6 magyar anyanyelviiek ejtésében. Az elemzés hipotéziseit az L1-transzfer
¢s Grosjean (2001) nyelvimod-hipotézisének feltételezett interakcidja alapjan
allitottam fel. Azt vartam, hogy amennyiben a felvétel soran kontrolldlom a nyelvi
modokat, azaz a kinaiul tanulé magyar anyanyelviiek esetében olyan kétnyelvii
modot hivok eld, amelyben a kinai nyelv vezérli dominansan a produkciot, az a
magyar L1-es dallamprodukciora is hatast gyakorol Ggy, hogy a nyelvtanulok
ejtése akusztikai tulajdonsagaiban eltér a sztenderd magyar ejtéstol, mégpedig a
kinai tonusok iranyaba. A kisérletben a célnyelvi hatds megjelenését a nyelvi
tapasztalat fliggvényében vartam: arra szamitottam, hogy a haladoé nyelvtanulok
produkcigjdban jelentosebb L2-hatas jelenik meg, és ezért jobban eltér a
produkciojuk a sztenderd magyar ejtéstdl a kezdékhoz képest. Ezzel szemben a
kezdé nyelvtanulok esetében azt feltételeztem, hogy az fo-mintazataikat
elsésorban az L1-transzfer hatdrozza meg, ezért az L.2 kevésbé tud hatast kifejteni
az ejtésiikre.

Az egy szbétagia eldontendd kérdés emelkedé dallama esetében azt
feltételeztem, hogy a nyelvtanuldk a kinai 2. tonus hatasara a sztenderd magyar
ejtésnel homorabb dallamivet €s alacsonyabb maximalis fo-t produkélnak (H1/a).
E hipotézis a dallammenet alakjat tekintve megerdsitést nyert, hiszen mindkét
kinaiul tanul6 csoport a sztenderd magyar ejtésnél homorubb, 6blosebb fo-gorbét
produkalt, ami azt jelenti, hogy a normalizalt id6tartamban az emelkedd fazis csak
késleltetve jelent meg a sztenderd ejtéshez képest, €s a gorbék jelentdsebb része
realizalodott alacsony fy-tartomanyban. A nyelvi tapasztalat hatasat (H2) e dallam
produkcidja esetében megerdsitettnek tekinthetjiik oly mddon, hogy a kezdd
nyelvtanuld csoporthoz képest a haladok mind az fy-ban taldlt differencidban,
mind a gorbék atfedésének mértékében jobban eltértek a magyar kontrollcsoport
ejtésétdl. Amit azonban a nyelvi tapasztalat hatdsaval kapcsolatban ki kell emelni,
hogy habar mindkét nyelvtanuloi csoport a kontrollcsoporthoz viszonyitva
alacsonyabb maximadlis fy-val ejtette az egy szotagu kérdést, ugyanakkor a két
csoport maximalis fy terén nem tért el egymastol. Ez azt jelenti, hogy habar a
dallamok fy-menete mashogy valosult meg, a kezddk és a haladok maximalis fo-
értékének akusztikai célja mégis egyezden realizalodott. Emellett fontos azt is
kiemelni, hogy annak ellenére, hogy a minimalis fo-értékben nem vartam eltérest,
hiszen a magyar egy szotagl kérdés ¢és a 2. tonus ebben nem mutatott eltérést, a
halad6 nyelvtanulék mégis a kontrollcsoporthoz (és a kezddkhoz) képest
alacsonyabb minimalis fy-t produkaltak. A haladdk esetében megfigyelt minimalis
fo-beli eltérésre az szolgalhat magyarazatul, hogy az 6 esetlikben a negativ iranyu
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kitérés révén lesz homorubb és ivesebb az fy-kontur. Ugyanakkor ez a negativ
kitérés azt is eredményezi, hogy a haladdk fy-tartomdnya — a sztenderd ejtésnél
alacsonyabb maximalis f; ellenére — mégis a kontrollcsoport ejtéséhez hasonlo fo-
terjedelemmel realizalddik. Tehat ebben az esetben kérdésként mertil fel, hogy a
hallgatok ejtésében a negativ kitérésbodl fakado, a vartnal alacsonyabb minimalis
fo-értéket inkabb melyik akusztikai tulajdonsag megvaldsitasa motivalja: az, hogy
a dallamiv alakja homorubban realizalédjon, vagy az, hogy megkozelitsék a
sztenderd magyar egy sz6tagl kérdésre jellemzd fo-terjedelmet.

Az alternativ kérdés emelkedd fazisat illetéen a nyelvtanuldk ejtésében szintén
a sztenderd magyar ejtésnél homorubb dallamivet és alacsonyabb minimalis fo-
értéket vartam (H1/a). Ez mindkét nyelvtanuloi csoport ejtésében megerdsitést
nyert, azaz mindkét nyelvtanul6i csoport a kontrollcsoportnal homorubb gorbet
produkalt alacsonyabb minimalis fy-eért€kkel. A nyelvi tapasztalat hatasa (H2)
ebben az esetben is megerdsitettnek tekintheto: a kezdOk jobban megkozelitettek
a sztenderd magyar ejtést, €s csak a normalizalt id6tartam legelején produkaltak
atfedést a kontrollcsoport ejtésével. Ezzel szemben a haladok semmilyen egyezést
nem mutattak a kontrollcsoport fy-konturjaval, és az 6 produkcidjuk rendelkezett
a csoportok kozott a legalacsonyabb minimalis fo-értékkel. A gorbék alakjédban
egyfajta kontinuitast tudunk megfigyelni a csoportok kozott, ahogy az fy-kontur
az enyhén domborodd alakbdl egyre homorubb értéket vesz fel. E kontinuum
,dombor” végpontjan a magyar kontrollcsoport ejtése helyezkedik el viszonylag
linearisan emelkedd mintazattal, ehhez képest a kontinuum homora végpontjan a
haladok fyp-gorbeje ir le Oblos mintazatot, mig a kezddk produkalta gorbe
emelkedése a két masik csoporthoz viszonyitva koztes értekekkel és mérsékelt
emelkedéssel realizalodik. Tehat ebben az esetben a nyelvi tapasztalat novekedése
mentén a kinai 2. tonus hatdsa is erdsodni latszik, azaz egyre Oblosebb és
homorubb fy-kontirok megvalosulasat lathatjuk. Habar a maximalis fy-értékben
nem vartam eltérést a csoportok kozott, az alternativ kérdésben a két nyelvtanuloi
csoport esetében a sztenderd magyar dallamndl alacsonyabb maximalis fo-értéket
figyeltem meg, amelyet feltételezhetben a dallamivek homort formaja
eredményez.

A felszolitd dallam esetében azt vartam, hogy a kinai 4. tonus hatdsara a
nyelvtanulok a sztenderd magyar felszolitoé és kijelentd dallamnal domborubb
mintazatot produkalnak (H1/b). Azonban mivel a statikus mérési eredmények
szerint a maximalis €s minimalis fy-értékében a kinai 4. tonus és a magyar
felszolito dallam nem tér el egymastol, ezért ezen akusztikai jellemzOk esetében
nem vartam célnyelvi hatast. A nyelvtanulok a minimalis €¢s maximalis fo-
értékékben — a vartakkal megegyezden — nem tértek el a kontrollcsoport ejtésétol,
azonban a hipotézis domborubb dallammenetre vonatkozo része nem nyert
megerdsitést, hiszen mindharom vizsgalt beszéldi csoport atfedd, linedris
gorbéket produkalt. Az ugyanakkor jogos kérdésként mertil fel, hogy ha azért nem
taldlunk L.2-hatést a felszolit6 dallam ejtésében, mert az L1- és az L2-mintézat
valoban megegyezik, akkor hogyan lehetséges az, hogy egyik nyelvtanul6i
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csoport sem kozeliti meg a kinai kontrollcsoportot a kinai 4. tonus dallamivében.
Erre az ellentmondéasra Neufeld (1988) fonoldgiaiasszimmetria-elmélete
szolgalhat lehetséges magyardzattal, miszerint hidba van mar adott esetben jelen
a nyelvtanul6 elméjében a nativ ejtésre jellemzd reprezentacid, de ehhez képest a
nativszint{i produkcio6 csak késébb valdsul meg. Ezzel szemben az, hogy a kezdd
nyelvtanuldk minimalis fo-értéke miért realizdlédik a kontrollcsoportnal
magasabb fj-tartomanyban, nyitott kérdés marad.

A kijelentd dallam esetében a kétnyelvii mod hatdsara a sztenderd magyar
ejtéshez képest magasabb maximalis és minimalis fy-értéket feltételeztem a
nyelvtanuldk ejtésében, hiszen a 4. ténus a magyar kijelentd dallamhoz képest
magasabb fy-tartomanyban realizadlodott (H1/b). Emellett a dallam ivében —
szintén a 4. tonus hatasabol kovetkezden — domboribb dallamivet vartam. A
nyelvtanulok kijelentd modu dallamivei a sztenderd magyar ejtéshez képest
magasabb fp-tartomanyban, tehat magasabb maximalis €¢s minimalis fo-értékkel
valosultak meg, igy a hipotézisem ezen része megerdsitést nyert. A gorbe
alakjaval kapcsolatban azt mondhatjuk, hogy nyelvtanulok linearis gorbéi
tulajdonképpen a kijelentés homorti dallamivéhez képest ,,dombortbbnak”
tekinthetdk, tehat ebbdl a szempontbdl a 4. tonus hatdsat megerdsitettnek
tekinthetjiik. Azonban a nyelvi tapasztalat hatasaval kapcsolatos feltételezések
ebben az esetben nem bizonyultak helytallonak, mert a két nyelvtanuld csoport
atfed6 gorbéket produkalt, tehat a kezdok nem kozelitették meg jobban a
sztenderd magyar ejtést, mint a haladok (H2). Viszont e jelenség hatterében is
valoszinlisithetd a kinai 4. tonus hatdsa. Ha azt feltételezziik, hogy valoban a
felszolitd dallamnal bemutatott Neufeld-féle asszimmetria jelenik meg a
nyelvtanulok elméjében — tehat rendelkezésre all a nativ szinti 4. tonus
reprezentacioja, amely a magyar felszolitdé dallammal jelentOs atfedést mutat —,
akkor ez megmagyardzza, hogy ebben az esetben miért gyakorol azonos hatast a
4. tonus mindkét nyelvtanuldi csoportra, azaz miért nem fiigg a nyelvi
tapasztalattol az L2 hatésa: hiszen igy a nyelvi tapasztalattol fiiggetleniil mindkét
nyelvtanul6i csoport esetében ugyanaz az L1-ben is fellelhetd dallam torzitja a
produkciojat.

Osszegzésképpen a kisérlet eredményei megerdsitették azt, hogy a
nyelvtanuldk esetében megjelend kétnyelvii mod visszahat az L1-produkcidra
abban az esetben, ha az LL1- és L2-mintazat kozott akusztikai kiilonbség fedezhetd
fel. A kisérlet eredményei azt is megerdsitik, hogy amennyiben az L1 és az L2 a
vizsgalt szempont szerint eltér, akkor az L2-hatds a nyelvi tapasztalat
fiiggvényében is valtozik: a haladé nyelvtanuldk jobban eltérnek a sztenderd
magyar ejtéstol, mint a kezddk, tehat a haladok ejtését jobban befolyasolja az L2-
mintazat. Ezzel szemben, ha az L1 és L2 akusztikai jellemzdi megegyeznek, tigy
az L2-hatds nem értelmezhetd, mivel a sztenderd L1 eltéréshez képest nem
varhatunk eltérést, igy a nyelvtanuldk ejtése — a pozitiv tarnszferbdl fakadéan —
nem tér el a sztenderd nativ produkcidtol. A kisérlet eredményei megerdsitik a
célnyelvi hatas megjelenését az anyanyelvi produkcioban, azonban nem
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szolgélnak informacidval a nyelvi mod befolyasanak idébeli kihatisarol és
korlatair6l, igy ezen kérdések tovabbi vizsgéalatot igényelnek. A kisérlet
eredményei mélyebb betekintést engedhetnek az L1 €s L2 egymasra hatasanak
kérdésébe a prozodia szintjén, valamint a tondlis célnyelv atonalis anyanyelvre
gyakorolt hataséaba.
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3. tablazat. A felolvasott magyar megnyilatkozasok parbeszédbe agyazva

A vizsgalt magyar hangsorok (helyesirasban és fonetikus lejegyzésben)
Alternativ kérdés
’zzzekeg‘;’ ‘;:Les;‘l’f Felszolitasként | Kijelentéskent
kérdésként
Olaszorszagban a
kbvetkezb .
{6 [to:] —T6 vagy t6? jokivansaggal szoktak ;Zf;g}; g;\;j;‘l;a
' —Nem tudom. T6? béatoritani a t6kéket: 716 ’
— T6! Valjék beléled jo ’
bor!
Egy tavoli orszagban a
halalt jelent6 sz6
hasonlit a magyar ,sz6” Mit csind ,
o —Mit csinal Peti
r -Sz6 vagy fon? szbhoz. Ezért gyakran PN
20152l | _Nem tudom. sz62 felszolitjk a halalt, 2 Szovoszeken
hogy menjen el ’
messzire: Sz6! Tavozz
téliink!
Pali legjobb baratja egy
—Ké vaav 167 kavics, akit Kbnek -Mi az a
k6 [ko:] _Nem tg)clioﬁ Ké7? hivnak. Gyakran igy kemény anyag?
) ‘ sz0l hozza: -Ké.
Ké! Gyere ide hozzam!
Amikor nagyon Meleg | _iiyen mérsvel
—Hé 59 ) 4
hé [he:] o veay hov felszolitiak az idejarast: | S2otnk fazat
B uaom. Ho: Hé! Légy egy kicsit “He.
alacsonyabb! ’
A vizvezetekszerel6 10 | Mi az a
o . Ora munka utan igy szol .
csé [tfe:] —Zs?n\;agy rfrsac?sc’i? a vizvezetékhez: Csé! ff(iﬁrﬁear,;;n?/ben
—iNem tuaom. ’ Most mar nehogy B Cys 5 '
kilyukadj nekem! ’
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