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Prof. dr. Nemira Macianskiene, Editor-in-Chief
Vytautas Magnus University, Lithuania

EDITORIAL

Dear Sustainable Multilingualism community,
Welcome to the 26th issue of the journal.

In his book The Crucible of Language, VVyvyan Evans wrote:

“Like many other species, we are minded creatures: we store
representations of the world around us, and of our own internal
bodily states. But unlike other species, we also have Ilanguage:
an unheralded means of packaging these representations - our
thoughts - and rendering them public. < ...> Making thought public is

the hallmark of communication” (2015, p. 3).

The 20 researchers who chose our journal to make their thoughts
public, focus on diverse aspects of multilingual theory and practices and come
from 8 different countries of Europe and Asia (East, South, Southeast, and
Western Asia).

Multilingual Practices in Language Policy Implementation section
presents the study by Julia Cervera Moya and Julia Valeiras-Jurado who
discuss multimodality and mediation in the policies regulating the official
schools of languages and present the case of the Valencian community in
Spain, approaching mediation from the perspective of social semiotic
multimodal analysis.

Society. Identity. Language Maintenance section features three
studies. Alona Shyba and Ineta DabasSinskiené discuss the change in language

attitudes and practices among Ukrainian war refugees who arrived in

Copyright © 2025. Nemira Macianskiené, published by Vytautas Magnus University.
This open-access article is distributed under the terms of the Creative Commons
Attribution Non-Commercial 4.0 (CC BY-NC 4.0) license, which permits unrestricted
use, distribution, and reproduction in any medium provided the original author and
source are credited. The material cannot be used for commercial purposes.
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Lithuania seeking for shelter. The study results reveal the complex
transformations that female research participants-refugees undergo, having
experienced “the traumatic experiences of enemy’s occupation, refuge, lost
family members, and homes” and aiming to adapt in the host country,
“initially relying on Russian to facilitate communication”, then trying to
“gradually transition to Ukrainian”, feeling the "“urgent need to preserve
the Ukrainian language and culture, as the most powerful factors of their
national identity”. Angelica Peccini explores “Language attitudes and self-
reflection in immigrant women through the Lithuanian language: A prism of
identities in motion” and Omar Mohammad-Ameen Ahmad Hazaymeh
explores “Bilingualism in the Jordanian-Russian family residing in Jordan and
its impact on communication between its members”.

Language Use and Education in Multilingual and Multicultural Settings
section presents four articles: the study by Aybek Sibel and Cem Can focuses
on formulaic sequences, investigating “the use of the most frequent 3- and
4-word lexical bundles in the TICLE, the Turkish component of
the International Corpus of Learner English (ICLE), and the Louvain Corpus of
Native English Essays (LOCNESS) as the control parallel corpus in their
research on multiword units or formulaic utterances in their article
“Comparative analysis of lexical bundles in academic writings by native
English speakers and Turkish EFL learners”, whereas Nivedita Malini Barua
explores the role of home language(s) in developing reading comprehension
in English in a group of tertiary level ESL students in a university in India.
The research results prove that working collaboratively and using “their own
home language/s for discussion and taking notes” result in more detailed
notes and summaries by students. A group of researchers from Malaysia -
Lichao Guo, Nik Aloesnita Binti Nik Mohd Alwi, Abdullah Adnan Bin Mohamed,
Li Changlin - present a systematic review of “cross-linguistic influence in
additional language acquisition, focusing on how learners’ awareness of
differences between their primary and target languages impacts their writing
competence.” Jing Xuan Tian presents a pilot study aiming to determining
how Mandarin speakers (MS) in Hong Kong acquire English (L2) and
Cantonese (L3) pronunciation features, “how the three languages interact in

their language learning process”, trying to “identify the pronunciation-related




EDITORIAL

adjustment approaches that MS use to overcome L2 and L3 pronunciation
challenges.

Issues in Translation section presents two studies: Aurelija
Leonaviciené investigates censorship and self-censorship in interwar and
soviet-era translations from French into Lithuania and concludes that
“All the examples of translations of canonical French literature into Lithuanian
suggest that during the interwar, censorship primarily targeted politically
unacceptable revolutionary parts of the originals; whereas during the Soviet
era, religious, political and ethical censorship became more widespread.” Lew
Ya Ling, Naginder Kaur, Huzaifah A Hamid, and Hoe Foo Terng present their
study “Guiding learners in using machine translation for second and foreign
language writing: the case at Malaysian higher education”.

I hope you will find all the presented studies scientifically engaging,
interesting, useful, and enriching.

However, before ending this brief Editorial, I will use this opportunity
to introduce one event which appeared concurrently with this issue:

the 8th international conference Sustainable Multilingualism 2025 (SM25),

organized by the Institute of Foreign Languages of Vytautas Magnus
University and the Language Teachers’ Association of Lithuania and held in
Kaunas, Lithuania, on May 28-30, 2025.

Although the primary focus of the SM25 was on language
reclamation, preservation, and sustainability, as in the previous conferences,
a wide range of themes on the key issues of multilingualism, the development
of plurilingual competence, and language education were also addressed. Five
keynote speakers from three continents honored our conference and

presented their research on diversity of themes:

e Assoc. prof. dr. Karina Firkaviciaté (Head of the Lithuanian

Karaim Association of Culture, a civil servant of the EU Research
Executive Agency, musicologist, and native Karaim language speaker)
introduced Karaim — a Turkic West Kipchak group language spoken
today exclusively in Lithuania by approximately 30 people in
the community of about 200 people — in her keynote Karaim

Language. Challenges to Survive.



https://sites.google.com/view/sm25en/home
https://sites.google.com/view/sm25en/keynote-speakers

Nemira MACIANSKIENE

e A South Saami and Scottish Gaelic poet, traditional yoik singer,
writer, literary scholar, and teacher Johan Sandberg McGuinne gave

a keynote From Stoere Vaerie to Ubmejen jidnnuo — Traditional
Yoiking as a Tool in Saami Language Revitalisation. We had
an opportunity to enjoy yoiking — traditional Saami singing,
“a powerful tool in the ongoing language revitalisation process within
the Saami homelands.”

o Prof. dr. John W. Schwieter (researcher of cognitive and

neuroscientific approaches to multilingualism and language
acquisition, professor at Wilfrid Laurier University and McMaster
University, Canada) discussed The Bilingual mental lexicon, language
switching, and cognitive effects. 1 am happy to announce that
professor has accepted our invitation to join the Editorial Board of our
journal.

o Prof. dr. JUraté Ruzaité (a researcher in sociolinguistics,
pragmatics, discourse analysis, language and ideology, researcher in
Semantika-2 project that developed software for automatic detection
of offensive online comments in Lithuanian, Vytautas Magnus
University, Lithuania) presented her keynote These are not just
words: Hate speech, propaganda, and novel words for old prejudices.

o Prof. dr. dr. Ghil'ad Zuckermann (listed among Australia's top

30 "living legends of research" by “The Australian” (2024),
the recipient of the Rubinlicht Prize for his outstanding contribution to
Yiddish scholarship in 2023, the author of Revivalistics: From
the Genesis of Israeli to language reclamation in Australia and
Beyond (2020) and many other books and articles, professor at
Flinders University (Adelaide), Australian Catholic University
(Sydney), Australia) presented a keynote on Language reclamation
and cross-fertilization: The emergence of a "Revival Language" called
Israeli. It is with great honor that I acknowledge that professor
Ghil'ad Zuckermann has been a member of Sustainable
Multilingualism Editorial Board since 2020.

-jv -
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EDITORIAL

The program featured two plenary sessions and parallel sections
included over 120 presenters from nearly 20 countries worldwide who,
together with 15 non-presenting participants, were engaged in discussions on
more than 60 oral presentations and 15 poster presentations, ensuring
a multidisciplinary, multilingual, and multicultural approach to sustainable
multilingualism.

A round table discussion From policy to practice: University alliances
and Plurilingualism rallied representatives from five university alliances to
discuss issues of multilingualism in the university alliances. The conference
languages were Lithuanian and English, but over 20 parallel panel sessions
included presentations in French, German, Latvian, Spanish and Ukrainian,
apart from Lithuanian and English.

Several presenters and keynote speakers will have their research
published in upcoming issues of the journal. You are welcome to follow us on
the journal website. Our 9t Sustainable Multilingualism conference will be
held in the spring of 2027 - hope to see you here, in Kaunas, Lithuania.

Traditionally, welcoming the 26th issue of the journal, I would like to
take the opportunity to express my gratitude to all contributors: the authors
who chose our journal to share their valuable research, competent reviewers
who provided valuable constructive feedback and ideas for manuscript
improvement, and the whole editorial team: executive editors and
the technical support group (proofreaders, layout designers, and translators)
whose conscientious efforts, thorough work, and belief in the mission of

the journal allow us all to pursue the goal of sustaining multilingualism.

L

P8
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REDAKTORES ZODIS

Gerbiama Darniosios daugiakalbystés bendruomene,
Sveikinu atvertus XXVI zurnalo numerij.

Vyvyanas Evansas savo knygoje ,Kalbos tiglis. Kaip kalba ir protas
sukuria prasme" (The Crucible of Language. How language and mind create

meaning) rasé:

.Kaip ir daugelis kity gyvybés risiy, mes esame protaujancios
bltybés: mes saugome mus supancio pasaulio ir savo vidiniy kiino
bliseny reprezentacijas. Taciau, kitaip nei kitos riiSys, mes taip pat
turime kalbg: nejvardytg priemone, kaip Sias reprezentacijas - savo
mintis — supakuoti ir paskelbti viesai. < ...> Minciy paviesSinimas yra

skiriamasis komunikacijos bruozas." (2015, p. 3)

DvideSimt tyréjy iS astuoniy Europos bei Ryty, Piety, Pietryciy ir
Vakary Azijos Saliy, vieSam savo minciy paskelbimui pasirinke msy zurnalg,
daugiausia demesio skyré jvairiems teoriniams ir praktiniams daugiakalbystés
aspektams.

Daugiakalbystés praktikos jgyvendinant kalby politikg skyriuje
pristatoma Julia‘os Cervera‘os Moya'os ir Julia‘os Valeiras-Jurado studija,
kurioje aptariamas multimodalumas ir tarpininkavimas (mediacija) oficialiyjy
kalby mokykly veiklg reglamentuojancioje politikoje, nagrinéjamas Valensijos
bendruomenés Ispanijoje atvejis, | tarpininkavima Zvelgiant iS socialinés
semiotinés multimodalinés analizés perspektyvos.

Visuomené. Tapatybé. Kalbos islaikymas skyriuje pateikiami trys
tyrimai. Alona Syba ir Ineta Dabasinskiené aptaria Ukrainos karo pabégéliy,

Autorinés teisés © 2025. Nemira Macianskieng, iSleido Vytauto DidZiojo universitetas.
Sis atviros prieigos straipsnis platinamas pagal ,Creative Commons" nekomercinio
naudojimo 4.0 (CC BY-NC 4.0) licencijos salygas, kurios leidzia neribotai naudoti,
platinti ir atgaminti bet kokioje laikmenoje su salyga, kad nurodomas originalus
autorius ir Saltinis. Medziaga negali bti naudojama komerciniais tikslais.

-vi -



REDAKTORES ZODIS

atvykusiy | Lietuva ieskoti prieglobscio, kalbiniy nuostaty ir praktiky kaita.
Tyrimo rezultatai atskleidzia sudétingas transformacijas, kurias patiria tyrimo
dalyvés pabégélés, iSgyvenusios ,traumuojancig prieSo okupacijos, pabégimo,
Seimos nariy ir namy netekimo patirt{" ir siekiancios adaptuotis priimanciojoje
salyje, ,i$ pradziy bendravimui palengvinti pasikliaudamos rusy kalba", véliau
bandydamos ,palaipsniui pereiti prie ukrainieCiy kalbos", jausdamos
»,neatidélioting poreikj iSsaugoti ukrainieciy kalbg ir kultdra, kaip galingiausius
savo tautinés tapatybés veiksnius". Angelica Peccini tyrinéja ,Imigranciy
motery kalbines nuostatas ir savirefleksijg per lietuviy kalbg", o Omaras
Mohammadas-Ameenas Ahmadas Hazaymehas analizuoja ,Dvikalbystés
Jordanijoje gyvenanciy jordanieciy ir rusy Seimoje ir jos poveikj nariy
bendravimui®.

Kalbos vartojimas ir ugdymas daugiakalbéje ir daugiakultiréje
aplinkoje skyriuje pateikiami keturi straipsniai: Aybek Sibel ir Cemo Cano
tyrime daugiausia démesio skiriama ,,dazniausiy 3 ir 4 zodziy leksiniy junginiy,
vartojimui TICLE (Tarptautinio besimokanciyjy angly kalbos tekstyne (ICLE))
turky komponente ir LOCNESS (Louvain Corpus of Native English Essay)
kontroliniame paraleliniame tekstyne“; jy straipsnis - ,Lyginamoji
gimtakalbiy ir besimokanciyjuy angly kalbos turky leksiniy pakety analizé
akademiniuose rasSiniuose"; Nivedita Malini Barua tiria gimtosios kalbos (-y)
vaidmenj ugdant angly kalbos skaitymo supratimga auksStojo mokslo
institucijos angly kaip antrosios kalbos besimokanciyjy studenty grupéje
Indijos universitete. Tyrimo rezultatai jrodo, kad dirbdami kartu ir vartodami
.Savo namuy kalbg (-as) diskusijoms ir uzZrasams" studentai parengia
iSsamesnius tekstus ir santraukas. Tyréjy grupé i$ Malaizijos - Lichao Guo,
Nik Aloesnita Binti Nik Mohd Alwi, Abdullah Adnan Bin Mohamed ir Li
Changlin - pateikia sistemine apzvalga apie ,tarpkalbine jtakg papildomos
kalbos mokymuisi, daugiausia démesio skirdami tam, kaip besimokanciyjy
supratimas apie skirtumus tarp ju pagrindinés ir tikslinés kalby veikia jy
raSymo kompetencij@®. Jing Xuan Tian pristato bandomajj tyrima, kurio
tikslas - iSanalizuoti, kaip Honkonge kalbantieji mandariny kalba jsisavina
angly (L2) ir kantonieciy (L3) kalby tarimo ypatumus, ,kaip Sios trys kalbos

sgveikauja jy kalbos mokymosi procese™ bei ,nustatyti, kokius su tarimu
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susijusius prisitaikymo bddus naudoja kalbantieji mandariny kalba, kad
jveikty L2 ir L3 kalby tarimo sunkumus®.

Skyriuje Vertimo problemos pateikiami du tyrimai: Aurelija
Leonavitiené tyrinéja cenzidrg ir savicenzilrg tarpukario ir sovietmecio
vertimuose iS pranclizy kalbos | lietuviy kalbg ir daro iSvadg, jog ,visi
kanoninés prancizy literatiiros vertimy | lietuviy kalbg pavyzdziai rodo, kad
tarpukariu cenziira pirmiausia buvo nukreipta pries politiSkai nepriimtinas
revoliucines originalo dalis, o sovietmeciu labiau paplito religing, politiné ir
etiné cenzura". Lew Ya Ling, Naginder Kaur, Huzaifah A Hamid ir Hoe Foo
Terng pristato savo tyrimg straipsnyje ,Mokymas kaip naudoti masininj
vertimg mokantis antrosios ir uzsienio kalby: Malaizijos aukstojo mokslo
atvejis".

Tikiuosi, kad visi paskelbti tyrimai praturtins jusy kompetencijas, bus
moksliskai patrauklis, jdomds ir naudingi.

Baigdama Sia trumpga straipsniy apzvalgg redaktoriaus skiltyje
pasinaudosiu galimybe pristatyti vieng kartg per dvejus metus vykstantj
renginj, sutampantj su zurnalo pasirodymu. Tai Vytauto DidZiojo universiteto
UZsienio kalby instituto ir Lietuvos kalby mokytojy asociacijos organizuojama
8-0ji tarptautiné konferencija ,Darnioji daugiakalbysté 2025" (SM25), vykusi
2025 m. geguzés 28-30 d. Kaune.

Pagrindinis démesys SM25 konferencijoje, kaip ir ankstesnése, buvo

sutelktas | kalby atgaivinima, iSsaugojimg ir tvaruma, buvo nagrinéjamos
jvairios temos, susijusios su svarbiausiais visuotinés ir individualios
daugiakalbystés, daugiakalbés kompetencijos ugdymo ir kalby mokymo
klausimais. Penki pagrindiniai praneséjai iS trijy zZemyny pagerbé misy

konferencija ir pristaté savo tyrimus jvairiomis temomis:

e Doc. dr. Karina Firkaviciaté (Lietuvos karaimy kultliros bendrijos

pirmininké, Europos Komisijos Europos moksliniy tyrimy vykdomosios
agentiros tarnautoja, muzikologe, kurios gimtoji kalba yra karaimy
kalba) plenariniame praneSime Karaimy kalba. ISlikimo issakiai
pristaté karaimy kalbos bukle, mokslinius tyrimus ir jos vartojima
bendrame Lietuvos karaimy bendruomenés kontekste. Karaimy kalba
Lietuvoje kalba apie 30 zmoniy; visg Lietuvos karaimy bendruomene
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sudaro apie 200 zmoniy. Karaimy kalba jrasyta | UNESCO nykstanciy
kalby atlasg, bet praneséjos nuomone, ,dar yra vilties jai islikti ir bati
vartojamai, tik, kaip sako karaimiska patarleé, Az ajtma, kierakli kylma
(nepakanka vien kalbéti, reikia veikti)".

e Piety samiy ir Skotijos geily poetas, tradicinio yoik dainininkas,

rasytojas, literatliros tyrinétojas ir mokytojas Johanas Sandbergas

McGuinne'as skaité pranesimg ,Nuo Stoere Vaerie iki Ubmejen
jidannuo - tradiciné yoik kaip samiy kalbos atgaivinimo priemoné".
Turéjome galimybe pasimégauti yoiking - tradiciniu samiy dainavimu,
kuris yra ,galinga priemoné Siuo metu vykstanCiame kalbos
atgaivinimo procese samiy zemeése".

e Prof. dr. Johnas W. Schwieteris (kognityviniy ir neuromoksliniy

pozilriy | daugiakalbyste ir kalby mokymasi tyréjas iS Kanados
Vilfrido Lorjé (Wilfrid Laurier) universiteto ir Makmasterio (McMaster)
universiteto kalbéjo apie dvikalbe mentaline leksika, kalby
perjungima ir kognityvinj poveikj. Dziaugiuosi galédama pranesti, kad
profesorius sutiko prisijungti prie misy zurnalo redakcinés kolegijos.

e Prof. dr. JUraté Ruzaité (sociolingvistikos, pragmatikos, diskurso
analizés, kalbos ir ideologijos tyréja, projekto Semantika-2, kurio
metu buvo sukurta programiné jranga, skirta automatiniam
izeidzianciy internetiniy komentary lietuviy kalba aptikti, tyréja,
Vytauto Didziojo universitetas, Lietuva) skaité pranesimag ,Tai néra tik
zodZiai: neapykantos kalba, propaganda ir senos nuostatos naujais
zodziais".

e Prof. dr. dr. Ghil'adas Zuckermannas (2024 m. ,The Australian®

jtrauktas | Australijos 30-ies geriausiy ,gyvyjy mokslo legendy®
sqrasa), 2023 m. apdovanotas Rubinlichto premija uz iSskirtinj indélj |
jidi§ kalbos tyrimus, knygos ,Rivaivalistika: nuo Izraelio genezés iki
kalbos reklamacijos Australijoje™ (2020) bei daugelio kity knygy bei
straipsniy autorius, Flinderso universiteto (Adelaidé), Australijos
katalikiSkojo universiteto (Sidnéjus) profesorius) skaité pranesimq
«Kalbos atklrimas ir tarpkalbinis sgveikavimas: izraelieCiy kaip
atgimimo kalbos atsiradimas". Man didelé garbé priminti jums, kad
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profesorius Ghil'adas Zuckermannas nuo 2020 m. yra zurnalo Darnioji

daugiakalbysté redakcinés kolegijos narys.

Konferencijoje vyko dvi plenarinés sesijos, praneSimai paralelinése
sekcijose, kuriose dalyvavo daugiau kaip 120 praneséjy is beveik 20 pasaulio
Saliy ir 15 dalyviy be pranesimy, buvo pristatyta ir aptarta daugiau nei
60 zodiniy pranesimy ir 15 stendiniy pranesimy, uztikrinant daugiadisciplini,
daugiakalbj ir daugiakultlrj poziGrj | tvarig daugiakalbyste.

Apskritojo stalo diskusija Nuo politikos prie politikos: universitety
aljansai ir daugiakalbysté tarp penkiy universitety aljansy atstovy ir
konferencijos dalyviy. Pagrindinés konferencijos kalbos - lietuviy ir angly,
tacdiau daugiau kaip 20 paraleliniy diskusijy sesijy pranesimai buvo skaitomi
ne tik Siomis, bet ir pranctizy, vokieciy, latviy, ispany ir ukrainieciy kalbomis.

Kai kurie praneséjai ir dauguma pagrindiniy kalbétojy savo tyrimus
skelbs artimiausiuose zurnalo numeriuose. Kvieiame mus sekti zurnalo
svetainéje. Tikimés, kad 2027 m. pavasari susitiksime misy 9-o0joje
konferencijoje ,Darnioji daugiakalbysté" ¢ia, Kaune, Lietuvoje.

Sveikindama 26-aji Zurnalo numerj, tradiciSkai noréciau padékoti
visiems, kuriy déka Sis numeris pasitiks skaitytojus: straipsniy autoriams,
pasirinkusiems misy Zurnalg savo vertingy moksliniy tyrimy sklaidai,
reikliems ir kompetentingiems recenzentams, pateikusiems vertingy
konstruktyviy atsiliepimy, ir idéju rankrasciams tobulinti, ir visai redakcijos
komandai: atsakingiesiems redaktoriams ir techninés pagalbos grupei
(korektoriams, maketuotojams ir vertéjams), kuriy saziningos pastangos,
kruopsStus darbas ir tikéjimas Zzurnalo misija leidZia mums visiems siekti

darniosios daugiakalbystés tiksly.
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MULTIMODALITY AND MEDIATION IN

THE POLICIES REGULATING THE OFFICIAL
SCHOOLS OF LANGUAGES: THE CASE OF
THE VALENCIAN COMMUNITY

Abstract. Since its recent implementation in the education curriculum as
an independent language activity, mediation is currently the fifth language-related skill
learnt and evaluated at the Official Schools of Languages in the Valencian Community
(Conselleria d’Educacidé, Cultura i Esport, 2019a). Although this might be regarded as
a positive change in line with new pedagogical trends (Catalayud-Diez, 2019) that foster
plurilingual and pluricultural competence development (Council of Europe, 2020),
the fact that mediation is approached as being purely linguistic does not correlate with
the characteristics and needs of the 21st century, in particular, the call for multimodal
literacies (Jewitt, 2008). The present study approaches mediation from the perspective
of social semiotic multimodal analysis and its implications within the legislation regulating
the Official Schools of Languages in the Valencian Community. Particularly,
the fundamental goals of this study are (1) to find out how mediation is conceived in
the legislation of the mentioned context, (2) whether multimodality is considered and, if
so, (3) what multimodal aspects are acknowledged. As a first step, this study includes
a literature review on the concept of multimodality and its relationship with mediation
within the educational landscape. In addition, we performed a thematic analysis of
the legal documents that regulate this official nhon-compulsory education context. Our
findings revealed inconsistent terminology, misalignment between mediation guidelines
and evaluation criteria, and both limited and incoherent references to multimodality.
Therefore, a shift from the traditional way of approaching language skills towards
a multimodal approach in this education context (Ciaramita, 2023) is key to conform to
the linguistically diverse and technological society we live in (Alfonso-Lozano & Giralt-
Lorenz, 2014).
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Languages; language policies; language skills.
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Introduction

The ongoing nature of the society we live in has been accelerated by
the impact of new technologies (Ho, et. al., 2011) and, as a result, both
knowledge and communication are no longer stable, static, and uniform (Cope
& Kalantzis, 2009). Instead, we now resort to an increasing number of
resources to convey meaning, which can be referred to as semiotic modes
(Jewitt, 2008). Considering that, focusing only on alphabetical and linguistic
literacy would be a choice that does not align with the needs of the digital age
we live in (Lim et. al., 2022). In their call for multimodal literacies, Cope and
Kalantzis (2009) highlighted that the concept of multiliteracies had to be also
associated with the phenomenon of multilingualism due to globalisation.

Nowadays, English is widely regarded as the contemporary Lingua
Franca (Fortanet-Gomez, 2013). Additionally, when it comes to the context of
education in non-English speaking states, English is referred to as a Foreign
Language. This is the case of the education context examined in the present
study: Official Schools of Languages (henceforth, EOIs) in Spain. Official
Schools of Languages are known and referred to as Escuelas Oficiales de
Idiomas in the official documents that constitute their legal framework, as
these are written in Spanish or the regional language(s) of the different regions
(e.g., Valencian in the Valencian Community). In this study, we use the English
translation and its abbreviation EOI or its plural form with -s, which comes from
the Spanish designation, in order to facilitate the reading process. EOIs are
non-compulsory public education centres that are aimed at the teaching and
certification of official, co-official, and foreign languages. Furthermore, they are
organised according to the guidelines of the Council of Europe, the Spanish
Ministry of Education, and their respective regional governments.

In light of the increasing plurilingual and pluricultural landscape,
the Council of Europe argued that the traditional model of four discrete skills—
listening, speaking, reading, and writing—was inadequate to fully “capture
the complex reality of communication” (Council of Europe, 2018, p. 30)
because the resources we employ to create meaning are multimodal (Cope &
Kalantzis, 2009). The Council of Europe (2018) outlined that mediation

conceives the user as a social agent who co-constructs meaning according to
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the circumstances of the communicative event. Therefore, mediation was
incorporated in the Common European Framework of Reference for Languages
(henceforth, CEFR) as the new fifth communicative language activity that any
contemporary language user needs (Ciaramita, 2023).

Although mediation and multimodality are both pivotal and closely
interconnected concepts in the fields of communication, education, and
technology, they remain conceptually distinct. While mediation is a language
activity in which a user and/or learner undergoes “processes like creating
the space and conditions for communicating and/or learning, collaborating to
construct new meaning, encouraging others to construct or understand new
meaning, and passing on new information in an appropriate form” (Council of
Europe, 2020, p. 90), multimodality is an approach based on the assumption
that contemporary communicators convey meaning through “organised sets of
semiotic resources”, where language is just one more mode of communication
(Jewitt, 2008, p. 246).

Multimodal mediation is also closely linked to multilingualism. This is
because developing multimodal literacy enhances the fluid use of mediation
strategies, and in turn, effective mediation is very likely to involve not only
various modes of communication, but also multiple languages. This
phenomenon is known as translanguaging, that is, the presence and
integration of multiple languages in the same communicative exchange (Lin,
2018). The focus of the present study is, however, on the various semiotic
modes, emphasising how these modes should be developed alongside
mediation to support effective communication. Indeed, mediation, either
through translanguaging or not, can contribute to the preservation of linguistic
diversity and the development of both plurilingual and pluricultural
competence, as recognised in the latest CEFR Companion Volume (Council of
Europe, 2020).

What is more, multimodality is a field of study that is gaining
recognition in the world of education, as multimodal literacy enables the design
of real-life learning experiences that address the diverse needs of students
(Lim et. al., 2022) and results in multiple advantages such as enhancing
students’ communicative abilities (Cervera Moya, 2020) or contributing to
persuasion in presentations (Valeiras-Jurado, 2021). Mediation, on the other
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hand, is a relatively new area of study that has not been deeply explored,
particularly in the context of Official Schools of Languages. Previous studies
that analyse mediation in EOIs focus on its origins (Vila-Rubio, in Carreras-i-
Goicoechea & Pérez-Vaquez, 2010); definition (Trovato, 2015); types of
activities (De Arriba-Garcia & Cantero-Serena, 2004a); design of activities
(Sanz-Esteve, 2020); strategies and abilities required (De Arriba-Garcia &
Cantero-Serena, 2004b); evaluation (Sanchez-Rodriguez, 2020); and
stumbling blocks (Nadales-Bonilla & Valderrama-Molina, 2020). However, to
our knowledge, none of the existing studies deals with the link between
mediation and multimodality except for Ciaramita (2023), who analyses the
role of mediation in language teaching and learning in Spanish and Italian
secondary education contexts.

Therefore, considering the urge for education to evolve alongside
society, and recognising the key roles of the English language, multimodality,
and mediation in today’s communication landscape, this study pursues three
main objectives. Firstly, we will explore how mediation is conceptualised by
European, national, and regional policymakers. Then, we will examine the role
of multimodality within language policies. The following research questions will
guide this study:

RQ1l. How is mediation conceived in language policies regulating
the Official School of Languages in the Valencian Community?

RQ2. Is multimodality taken into account by language policies in this
context?

RQ3. If so, what multimodal aspects are considered?

Hence, the following subsections include a literature review section that
establishes the state of the art, followed by a contextualisation of the study
and an overview of the legal framework of the educational context. Finally,

the results are presented, leading into a final discussion and conclusion.
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Theoretical Background

Defining Mediation

According to Piccardo and North (2017), pioneers in the field of
mediation in language teaching, mediation is crucial for shedding light on
processes that occur at the intersection of the social and the individual. Unlike
reception and production, which are key components of mediation and often
involve interaction, mediation extends further by introducing the construction
of new meaning, fostering a shared understanding through mutual
comprehension (Piccardo et al., 2019). Despite that, and although it is widely-
known that all mediation activities require the presence of a “third party” to
intervene in a communicative exchange where there is a communication
barrier, mediation is a complex concept to define and its definitions vary
according to the examined context (Vila-Rubio, in Carreras-i-Goicoechea &
Pérez-Vaquez, 2010, p. 25).

In Spain, mediation emerged in the mid-nineties in response to
the developing pluricultural society (Fernandez de Casadevante-Mayordomo,
2023) and the growing need for communicative facilitators to address potential
language and communication barriers arising from increasing cultural and
religious diversity (Trovato, 2015). Although mediation has always been
an inherent part of human interaction, it was until the 1970s—coinciding with
the growing visibility of migratory flows—that it began to be studied more
intensively. Initially, the concept was primarily associated with translating and
interpreting because of the urgent need to facilitate communication across
linguistic boundaries. Nevertheless, its scope and function have evolved
significantly over time (Nadales-Bonilla & Valderrama-Molina, 2020).

Similarly, when the Council of Europe published the CEFR in 2001,
mediation was described as an oral or written activity that “made
communication possible between persons who are unable, for whatever reason,
to communicate with each other directly” (Council of Europe, 2001, p. 14).
Furthermore, the Council of Europe (2001) stated that mediation covered two

main activities: translation and interpretation. However, among the mediation
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examples presented to illustrate this activity, the presence of cultural cues was
already implicitly acknowledged.

In fact, in 2018, the Council of Europe published an updated version of
the CEFR in which they highlighted that the 2001 version of the CEFR “does
not develop the concept of mediation to its full potential” (Council of Europe,
2018, p. 33), because mediation was mostly based on interpretation and
translation and the main focus was on language. Consequently, the concept
was reframed and the Council of Europe outlined that mediation takes place in
a social, pedagogic, cultural, linguistic or professional context in which the user
or learner becomes an indispensable social agent who facilitates connections
and aids in the construction or transmission of meaning.

In addition, the 2018 version of the Companion Volume asserts that
the mediation process can encompass a single language or different languages.
This is a process that the Council of Europe names as cross-linguistic
mediation, though linguistic studies which deal with discourse analysis in
classroom settings refer to this process as traslanguaging (Lin, 2018).
The latter was coined in Wales in 1994 when analysing the alternation between
Welsh and English in a classroom setting and is currently used to refer to
a multimodal process involving the alternation of different languages in
the same communicative exchange. Translanguaging is commonly studied in
conjunction with the theory of trans-semiotizing, a process where one semiotic
mode is resemiotisised into another mode (Lin, 2018). In fact, the 2020 version
of the Companion Volume added that, while mediating, users may need to deal
with more than one modality (e.g., from visual to spoken). This process is
named as cross-modal mediation. The fact that the Council of Europe (2020)
underpin the relevance of several communicative modes and the possibility to
categorise mediation as cross-modal brings us to analyse the relationship

between mediation and multimodal literacies.

Mediation and Multimodality: The Linking Bridge

Multimodality is a multifaceted concept that acknowledges language as
one of an infinite set of resources used to communicate and create meaning

(Jewitt, 2008). As suggested by Kress (2010), multimodal communication
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involves the integration of various modes such as layout, gestures, and facial
expressions that interact within specific social and cultural contexts. The New
London Group (NLG) played a pivotal role in advocating for a multimodal shift
in education, emphasising the need for pedagogy to address the social and
cultural changes of the 21st century through a multimodal lens (Loerts, 2013).
While multimodality can be understood as a theory, a perspective, or
a methodological application (Jewitt, 2008), this study specifically adopts
the social semiotic multimodal analysis approach, which views sign-making as
a social process. Despite the depth of this field, the primary focus of this paper
lies in exploring mediation and its intricate relationship with multimodality
rather than the broader aspects of multimodality itself. As stated in
the previous section, an illustrating example of the interwoven relationship
between mediation and multimodality can be cross-modal mediation, a concept
to be explored in the following paragraph.

Cross-modal mediation (Council of Europe, 2020) takes place
recurrently and is conceptualised through the principle of resemiotisation,
which is based on the assumption that, when one semiotic mode is interpreted,
its information can be conveyed by means of a different semiotic mode or
a combination of several modes (O’Halloran et. al., 2016). For instance, when
a student does not understand a concept read from a book (i.e., written mode)
and the teacher explains it aloud (i.e., spoken mode) accompanied by
a mindmap (i.e., visual and written modes), cross-modal mediation takes
place. In fact, O'Halloran et. al. (2016, p. 202) claim that the “product” of any
process involving resemiotisation is a multimodal text. The fact that the noun
product is used in relation to the communication process brings us to link
current communication practices to Cope and Kalantzis’ (2009, p. 177)
“pedagogy of design”, in which learners are considered to be active agents able
to represent, transform, and design new meanings made up of multiple
meaning-making resources. In fact, this conception of agents as active
designers of multimodal messages is what constitutes the basis of both
contemporary communication (Kress & van Leeuwen, 2001) and
the multiliteracies theory (Jewitt, 2008). Multiliteracies aim at adapting
teaching and learning to the contemporary digitalized society by allowing

educational curricula to be open to social and cultural requirements whilst
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catering the diverse needs of contemporary learners (Lim et al., 2022).

In EOIs, learners are expected to understand, mediate, and (co-)
produce complex multimodal texts according to the requirements of
the communicative context. In the execution of such language activities,
mediation is crucial to “linking to previous knowledge, adapting language,
breaking down complicated information, amplifying a dense text and/or
streamlining a text” (Council of Europe, 2020, p. 35). In fact, these processes
are classified as mediation strategies, a section in the Companion Volume
which follows the section mediation activities, including activities such as
mediating a text, also known as textual mediation (Council of Europe, 2020).
It must be highlighted, though, that, as we live in a multimodal society where
language is just one communicative tool, it is inconceivable to refer to
the concept of mediation without taking into account multimodal literacies
(Ciaramita, 2023). Therefore, our primary interest lies in exploring whether
the legislation acknowledges texts used when mediating as sources consisting
of more than one mode, that is, texts made up of a range of multiple resources
that are meshed into a coherent whole (Jewitt, 2008).

The present study will analyse the role of multimodality in
the legislation regulating mediation language activities in the Official Schools
of Languages located in the Valencian Community (Spain), a context described

in the following section.

Contextualisation

In Spain, according to Organic Law 3/2020, English can be learnt as
a FL since the second cycle of early childhood education. From that stage,
English is the compulsory first foreign language in primary education,
secondary education, and upper secondary education. Additionally, English is
taught in non-compulsory official educational institutions such as universities,
centres of adult education, and Official Schools of Languages (European
Commission, 2024), the latter being the focal point of the present analysis.
The Spanish State Registration of Education Centres (2019) recognises a total
of 280 Official Schools of Languages distributed into 19 regions.

According to Cervera Moya (2020), students in this setting are adult
learners from eighteen to eighty years old, and the student body is
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characterised by being heterogeneous in terms of age, nationality, culture,
socioeconomic status, and motivation. In accordance with Regulation 3/2019
(Conselleria d’Educacid, Cultura i Esport, 2019b), at an EOI in the Valencian
Community, one can learn the regional language (i.e., Valencian) and a wide
variety of foreign languages such as English, French, German, Chinese, or
Arabic.

If the focus is brought to the English Departments, language courses
are divided into the three language proficiency levels (i.e., A, B, C) established
by the Council of Europe (2020). Each of these levels consists of one or two
subdivisions (e.g., C1 and C2) (Conselleria d’Educacid, Cultura i Esport, 2019b)
and two language course sublevels (e.g., 1C1 and 2C1).

Legal Framework

The mentioned public education centres of special regime are based on
Royal Decree 1041/2017, 22" of December, which sets the core curriculum for
EOIs in Spain and is regulated by Organic Law 8/2013, 9% December and
Decree Law 242/2019, 25% of October, which establishes and regulates
the teaching and official curriculum of EOIs in the Valencian Community.

One of the main differences between the specified national decree and
the regional decree law is that, whereas both detail B and C-levels, the latter
is responsible for establishing the core curriculum for A-levels. Despite this, in
both legal documents it is asserted that the curriculum of each level must be
divided into general objectives and specific objectives, which must refer to
the competences (e.g., syntactic competence) that are necessary to develop
the different language activities (e.g., comprehension of oral texts) set by
the law and the descriptors of quality that define the evaluation criteria of each
language activity.

In addition to the specified legislation, the Common European
Framework of Reference for Languages is a fundamental tool for EOIs. This
document was published by the Council of Europe in 2001 (though the last
update of its Companion Volume took place in 2020) and its main aims are to:

(1) protect European linguistic and cultural richness; (2) facilitate
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communication among European citizens; and (3) ensure transparency and
coherence in national policies related to the teaching and learning of European
modern languages.

The CEFR (2020) divides both communicative language activities and
strategies into four main categories: reception, production, interaction, and
mediation. The fourth category presented as a key communicative language
activity and strategy is mediation, which “involves both reception and
production plus, frequently, interaction” (Council of Europe, 2020, p. 34).
In other words, as illustrated in Figure 1, the four communicative language
activities are interrelated, and the curriculum must place special emphasis on
mediation because it is the one that needs to be frequently combined with
the other three.

Figure 1

The Relationship Between Reception, Production, Interaction, and Mediation

RECEPTION >

"% INTERACTION —__—=> MEDIATION

~a
PRODUCTION »

Note. From Council of Europe (2020, p. 34)

Having introduced the significant role of mediation and multimodality
in the communication process, contextualised the setting of the present study,
and outlined the |legislation framework, the following section
(i.e., Methodology) will now focus on the corpus and methodology employed in
the study.

Methodology

In this section, the methodology employed to obtain the data of this

study will be introduced and the documents that constitute the corpus will be
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presented. Then, the focus will be brought to the thematic analysis carried out

with the software for qualitative data analysis: ATLAS.ti 24.

The Corpus

The corpus of this study consists of four main legal documents which
constitute the legal framework regulating language courses in Official Schools

of Languages in the Valencian Community:

1. The Common European Framework of Reference for Languages:
Language, Teaching, Assessment (2001);

2. The Common European Framework of Reference for Languages:
Language, Teaching, Assessment. Companion Volume (2020);

3. Royal Decree 1041/2017, 22" of December (2017); and

4, Decree Law 242/2019, 25% of October (2019).

Furthermore, two additional documents were considered to compare
guidelines and evaluation criteria. These are the official evaluation charts used
in the Valencian Community to evaluate (v) oral mediation tasks and
(vi) written mediation tasks.

The selection of these six documents was made on the basis of their
relevance in the organisation of language courses and examinations.
The documents are open-access and are available on the official websites of
each institution. Whereas the first two documents are available in the language
of the present study (i.e., English), the other four documents have been

analysed in Spanish because they have not been published in English.

Thematic Analysis

According to Braun and Clarke (2006), thematic analysis involves
examining a data set by assigning codes to chunks of the text in order to
identify recurring themes and patterns of meaning that are considered to be
key ideas (i.e., themes) related to the research questions of a study. In this
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study, data has been coded inductively. The study is corpus-driven and themes
have been identified, coded, and analysed at an explicit level (i.e., semantic
thematic analysis).

We have divided the study into the six different phases suggested by
Braun and Clarke (2006): 1) familiarising ourselves with our data;
2) generating initial codes; 3) searching for themes; 4) reviewing themes;
5) defining and naming themes; and 6) producing the report. In each of these
phases we have:

1. Exported the data set to ATLAS.ti 24 in order to identify key ideas
and patterns that were coded and marked;

2. Generated a non-refined code system including the potential themes
that align with the research questions based on the re-reading and
note-taking processes of Phase 1;

3. Defined codes by writing brief descriptions to avoid misleading
interpretations, classified codes into Code Groups together with their
potential main themes (i.e., name of a Code Group) and subthemes,
and assigned a code or more to the initially marked paragraphs,
sentences, or individual terms on ATLAS.ti 24;

4. Revised the codes assigned during Phase 3, as well as validated,
redefined, and/or discarded themes whenever necessary;

5. Re-examined the highlighted data for each theme thoroughly to
ensure that the collated data was consistent with the core of each
theme and that the names assigned to themes were precise enough;
and

6. Analysed the refined and classified themes and data to interpret

the results and answer the research questions.

In brief, this cyclical process involved reading the corpus repeatedly
and analysing the data in increasing depth in order to identify key points and
adapt the code system whenever required, turning out to be a result itself.
The code system and results of the study will be presented in the following

section.
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Results and Discussion

The objective of the present study was to investigate the legal
approach towards mediation in official non-compulsory language education
centres of the Valencian Community and find out to what extent current policies
consider multimodality and multimodal elements. In this section, we will
discuss both the code system created to analyse the corpus and the overall

results obtained from the thematic analysis.

Code System

As shown in Table 1, the code system created for this study consists of
seven Code Groups and the titles of these Code Groups are related to the main
themes analysed. In addition, each Code Group consists of several
subcategories that can be referred to as subthemes. The code system is a result
itself because it has been created purposefully and shaped throughout
the whole thematic analysis process, unveiling the key results related to

the three research questions of this study.

Table 1
Code System

CODE SYSTEM
CODE GROUPS SUBCATEGORIES WITHIN CODE GROUPS

1.1) Linguistic competence

1) COMPETENCES

1.2) Pragmatic competence

1.3) Sociolinguistic competence

2) MEDIATION 2.1) Mediation activities

2.2) Mediation strategies

3.1) Mediation general level descriptors

3) MEDIATION LEVEL -
DESCRIPTOR 3.2) A2 Level descriptor

3.3) B1 Level descriptor
3.4) B2 Level descriptor
3.5) C1 Level descriptor
3.6) C2 Level descriptor
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CODE SYSTEM

CODE GROUPS

SUBCATEGORIES WITHIN CODE GROUPS

4) MEDIATION RUBRIC
DESCRIPTOR

4.1) Mediation general rubric descriptors

4.2) A2 Rubric descriptor

4.3) B1 Rubric descriptor

4.4) B2 Rubric descriptor

4.5) C1 Rubric descriptor

4.6) C2 Rubric descriptor

5) SYNONYMS OF
MEDIATION

5.1) Language activity

5.2) Language competence

5.3) Mode of communication

5.4) Part of the exam/test/evaluation

6) RELATED CONCEPTS

6.1) Ability

6.2) Competence

6.3) Skill

6.4) Strategy

7) REFERENCES TO
MULTIMODALITY

7.1) Body language

7.2) Linguistic mode

7.3) Modes

7.4) Paralinguistics

7.5) Visuals

Mediation in Language Policies of Valencian EOIs

In this section, results related to RQ1 will be analysed. Figure 2

portrays a differentiation between two groups of results that have been divided

into two different thematic units related to RQ1l: (1) Lack of consistent

terminology and (2) Contrast between mediation guidelines and evaluation

criteria. As Figure 2 shows, each group consists of several subcategories. Both

the groups in the figure below and their subcategories will be detailed and

discussed in the following sections. Particularly, the first section deals with

the lack of consistent terminology, whereas its subsequent section analyses

the contrast between mediation guidelines and evaluation criteria.
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Figure 2
An Overview of Results from Group 1 and 2
GROUP 1: GROUP 2:
Lack of Contrast between mediation
consistent terminology guidelines and evaluation criteria
A) “Mediation” and related concepts are A) The A2 level requires more careful
vaguely defined consideration

Y %

B) “"Competence” should not be used asa B) Mediation is only described in relation

synonym of mediation to intercultural competence

C) Paralinguistics and paratextuals are C) There is no differentiation of levels
unclearly framed and considered to be within official evaluation charts
complementary concerning mediation

Lack of Consistent Terminology

One of the main purposes of this study was to find out how mediation
is referred to and described by language policies regulating EOIs.
Consequently, we created the following three Code Groups: 2 (mediation),
5 (synonyms of mediation), and 6 (related concepts). Additionally, Code Group
1 in the code system (competences) will be analysed together with Group 1 of
results because it originated when trying to frame the concept of mediation.
We realised that, even though neither mediation nor competence are precisely
outlined and differentiated from each other in their definitions, they consist of
clearly distinguished subcategories, which have been also incorporated into our
code system. The fact that improvement in precision is needed can be seen in
the following quotation translated from page 127777 in the national decree:

In addition to the classification of GENERAL COMPETENCE, which will

include the ACTIVITIES of comprehension of oral and written texts, production
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and co-production of oral and written texts, and mediation for each level, it will
also be possible to certify PARTIAL COMPETENCES corresponding to one or
more of these LANGUAGE ACTIVITIES (Ministerio de Educacién, Cultura y
Deporte, 2017, translated by Cervera Moya).

The quotation states that language activities include
the comprehension of oral and written texts, the (co-)production of oral and
written texts, and mediation. Despite this, the meaning of the word
competence has not been clarified. In fact, it is understood that general
competence is made up of the different language activities presented. Not until
we reach Annex I of the same document do we find a distinction between some

of these concepts:

For each level and LANGUAGE ACTIVITY (comprehension of oral and
written texts; production and co-production of oral and written texts,
and mediation), what the students will be able to do in various contexts
and situations (OBJECTIVES), the COMPETENCES and content—
knowledge, skills or abilities, and attitudes—that they will need to
acquire and develop for this (COMPETENCES and contents), and
the level of proficiency with which they will be able to perform each
ACTIVITY (Evaluation criteria) (Ministerio de Educacién, Cultura y
Deporte, 2017, p. 127780, translated by Cervera Moya).

Except for language activities, other terms used in the previous
quotation from the national decree remain unclear. In fact, competences have
not been even distinguished from contents. Besides, other concepts like
destrezas in the original version (see Appendix 1), which have been translated
as skills or abilities in the previous quotation, are introduced (though not
defined), which becomes even more challenging. Similarly, on page 35 of
the Companion Volume, the Council of Europe (2020) approaches mediation as
an activity and underscores that it can be compared to what was known as
a skill in the past. Despite that, another possible synonym of mediation is
presented: “mode of communication”. This can be seen in the following

quotation:
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As mentioned in discussing the CEFR descriptive scheme above,
mediation was introduced to language teaching and learning in
the CEFR in the move away from the four skills, as one of the four
modes of communication, namely reception, production, interaction
and mediation (see Figure 2). Very often when we use a language,
several activities are involved; mediation combines reception,

production and interaction (Council of Europe, 2020, p. 35).

As several concepts turned out to be so close to the concept of
mediation, we created Code Group 5 to analyse potential synonyms and
distinguish them from related concepts (Group 6). On the one hand, Code
Group 5 (synonyms of mediation) includes (5.1) language activity,
(5.2) language competence, (5.3) mode of communication, and (5.4) part of
the exam/test/evaluation. Out of these subcategories, language activity is
the most recurrent tag used to name mediation. There are at least
48 quotations including the concept /language activity, whereas less than
10 quotations have been associated with each of the remaining possible
synonyms.

A key finding has been detected when it comes to the evaluation
system: one of the categories included in the official evaluation charts from
certification exams includes the concept of mediation competence as one of
the main areas to be evaluated. Conversely, this concept has not been found
in the rest of the documents. Instead, the two European documents pay
attention to mediation activities (e.g., acting as an intermediary in an informal
situation) and mediation strategies (e.g., linking to previous knowledge), which
are Subcategories 2.1 and 2.2 (i.e., respectively) of Code Group 2 (mediation).
Thus, the highlighted finding of mediation competence can turn out to be
controversial. If it is an independent language activity, and it is evaluated
separately from other language activities such as the comprehension of written
texts, why does mediation competence appear only in the evaluation chart?
Why is mediation approached as a competence in the evaluation chart as in
the Valencian Primary and Secondary Education curricula? As opposed to
the legal framework of EOIs, Decree 106/2022 from the 5t of August and
Decree 107/2022 from the 5% of August, which regulate primary and secondary
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education curricula in the Valencian Community, recognise mediation as
a competence to be developed in unison with the rest of competences, either
linguistic or non-linguistic.

On the other hand, Code Group 6 includes concepts related to
the concept of mediation: (6.1) ability, (6.2) competence, (6.3) skill, and
(6.4) strategy. It must be underscored that these four concepts were initially
part of Code Group 5 (synonyms of mediation). Nevertheless, during
the refining phase of our thematic analysis, it was observed that these
subcategories are not synonyms of mediation despite having a close
relationship. Instead, Code Group 6 consists of concepts that are related to
mediation. Firstly, as seen in the following quotation and according to Huang
(2022), ability can be understood as the capability to do something: "Progress
in language learning is most clearly evidenced in the learner’s ability to engage
in observable language activities and to operate communication strategies”
(Council of Europe, 2001, p. 57).

Then, Subcategory 6.2 (competence) led to the creation of Code
Group 1 (competences), which consists of three main subcategories that will
be examined in the following paragraph. When it comes to
Subcategory 6.3 (skills), it has been acknowledged that, whereas this concept
was used as a synonym of mediation and other language activities (e.g., oral
production) in the past and, because of that, it is sometimes used to approach
mediation, this should be avoided unless the adjective traditional is used before
the noun skill. If this were not the case, the imprecise use of the term skill
could lead to, at least, two different interpretations: traditional skill or what
the Council of Europe (2001, p. 160) defined in 2001 as a “cognitive factor”
that influences a learner when doing a task. Finally, the last subcategory of
Code Group 6 in the code system (strategy) is related to Code Group 2
(mediation), which has been divided into two different subcategories:
(2.1) mediation activities and (2.2) mediation strategies.

Moving on to Code Group 1 in the code system (competences),
the concept of competence itself is not precisely defined, and there is a lack of
cohesion in its use and definition. This can be linked to the fact that, as
acknowledged by Kiessling and Fabry (2021), there is no uniform definition of

the overall concept of competence. In modern linguistics, the term competence
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was introduced by Noam Chomsky in 1965, who used it to describe the user’s
knowledge of grammatical rules. However, when it comes to the discipline of
linguistics and the context of education in the contemporary era, if language is
understood as a tool for communication (Rabiah, 2018) and the teaching-
learning approach is communicative rather than grammatically focused,
the concept of competence must be referred to as communicative language
competence (Council of Europe, 2020). This concept was coined by Hymes in
1972, who strongly opposed to Chomsky’s exclusively grammatical approach
and stood up for the need to incorporate the sociocultural dimension (Hymes,
1972). Eight vyears later, Canale and Swain analysed the concept of
communicative competence and proposed three different components
necessary to make it possible: grammatical competence, sociolinguistic
competence, and strategic competence (Canale & Swain, 1980). In addition,
Canale (1983) suggested that discourse competence had to be added to
the 1980 model because cohesion and coherence are two key components of
communication that cannot be overlooked in the understanding of
communicative competence.

Even though the legal framework regulating EOIs in the Valencian
Community seems to have been inspired by Canale and Swain’s concept of
communicative competence, the classification of competences presented by
the European, national, and regional documents do not match the four
components in this model.

One of the main findings regarding the concept competence and its
derived subcategories is the fact that the regional and national decrees do not
align with the categorisation and classification of the European documents
published by the Council of Europe. On the one hand, the national and regional
decrees present seven types of competences and include the concept content
in their titles. In addition, none of them includes the main heading of
communicative competence and mediation competence is not taken into
account as in the official evaluation charts. This can be seen on page 46878
from the regional decree, where competences are presented in the regional

language. When translated by Cervera Moya into English, these are:

(i) Sociocultural and sociolinguistic competence and content

-19 -



MULTIMODALITY AND MEDIATION IN THE POLICIES REGULATING THE OFFICIAL
SCHOOLS OF LANGUAGES: THE CASE OF THE VALENCIAN COMMUNITY

(ii) Strategic competence and content
(iii) Functional competence and content
(iv) Discursive competence and content
(v) Syntactic competence and content
(vi) Lexical competence and content

(vii) Orthographic and phonetic-phonological competence and content

Conversely, since 2001, the Council of Europe embraces three main
subcategories under the category communicative language competences:
linguistic competence, sociolinguistic competence, and pragmatic competence.
This can be seen in the figure below, which consists of a mind map of the latest
Companion Volume portraying these three main subcategories deriving from
the main head “communicative language competences” and together with their

own components:

Figure 3

Communicative Language Competences

Communicative
language competences

Sociolinguistic

Linguistic competence competence

Pragmatic competence

Sociolinguistic
appropriateness

General linguistic range Flexibility

Vocabulary range Turntaking

Grammatical accuracy

Thematic development

Vocabulary control Coherence and cohesion

Phonological control Propositional precision

Orthographic control Fluency

Note. From Council of Europe (2020, p. 129).
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The present study has focused on the main classification of the Council
of Europe. Despite that, during the third phase of the thematic analysis (see
Thematic Analysis), the seven categories of the national and regional decrees
have been classified into the three main categories of the Council of Europe,
indicated in Figure 3. In addition to these seven categories, plurilingual and
pluricultural competence has been added to sociolinguistic competence, even
though it does not appear together with the rest of the competences in
the documents of the corpus. In this study, we have considered that both
the regional decree and the Companion Volume (2020) define it as a relevant
competence to be developed in unison with the rest of the competences.
Furthermore, Chapter 4 of the 2020 Companion Volume has been taken into
account, which merges the concepts plurilingualism and pluriculturalism into
a single competence. Recognising this competence as a subcategory of
sociolinguistic competence ensures that plurilingualism and pluriculturalism are
not overlooked and, as a result, the underlying similarities and differences
between languages and cultures are acknowledged. In fact, plurilingual and
pluricultural competence is indispensable when it comes to mediating between
users who do not share a common language, dialect, or variety (Council of
Europe, 2020).

Table 2

Unifying Approaches Towards the Classification of Competences

Unifying approaches towards the classification of competences

Linguistic Pragmatic Sociolinguistic
competence competence competence
e Syntactic competence e Strategic competence e Sociolinguistic and
e Lexical competence e Discursive sociocultural competence
e Orthographic and competence e Plurilingual and
orthoepic competence e Functional pluricultural competence
competence

The detailed reorganisation was crucial when analysing the corpus with
ATLAS.ti 24 because, due to the use of different terminology, categorisation,

and classification of competences, it would not have been possible to carry out
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the analysis in a precise way. In fact, the resulting classification (see Table 2)
can be interpreted as a linking bridge between the different documents in
the corpus when it comes to the concept competence because it links
the European approach to the national and regional one, without overlooking
any subcategory. This focus on competence was necessary in order to find out
that, so far, except for official evaluation charts in certification exams,
competence is not considered to be a synonym of mediation in the context of
Official Schools of Languages in the Valencian Community. Furthermore, this
analysis and classification are crucial in understanding an upcoming section
dealing with Group 2 of results, which reveals that the national and regional
decrees present mediation in relation to a single competence.

The last section of the first group of results related to RQ1 puts forward
the fact that the terminology used in the corpus of this study remains unclear
even when dealing with paralinguistics and paratextuals. This can be illustrated
with a translated extract by Cervera Moya from pages 127785-127786 of
the national decree:

To compensate for linguistic deficiencies through linguistic (...),
paralinguistic, or paratextual procedures (e.g., asking for help;
pointing out objectives, using deictics or performing actions that clarify
meaning; using culturally relevant body language (gestures, facial
expressions, postures, eye or body contact, proxemics), or using

extralinguistic sounds and conventional prosodic qualities).

As seen in the quotation above, the examples provided to illustrate
the meaning of paralinguistics and paratextuals are varied and intermixed. It
is not clear whether paralinguistics and paratextuals are the same concept and
whether the examples provided are related to one concept or the other.
Instead, examples are presented as belonging to both. However, this approach
to paralinguistics and paratextuals does not correspond to what linguistic
studies have demonstrated so far.

On the one hand, paratextuals, also known as paratexts, are
the elements that surround a text used to evoke a sense of transition,

ambiguity, or threshold (Genette, 1997). Paratextuals invite readers to engage
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with the text in a deeper and more complex manner because they can carry
pragmatic meaning. In fact, texts are so dependent on paratexts that,
according to translators such as Yuste (2012), the term paratransiation has
emerged recently in translation studies. This approach goes beyond the written
word and, although not stated explicitly by Yuste (2012), texts are analysed
from a multimodal perspective because more than one mode (e.g., written
text, visuals, and layout) is involved in the written and interpretation process
of a text (Villanueva-Jordan, 2021). Therefore, even though there are not
appropriate examples and definitions of paratextuals in the legal framework
examined, it is positive that concepts dealing with multimodal elements like
paratexuals are taken into account because, when carrying out a language
activity (e.g., mediation), considering other modes aside from the written one
allows for an accurate interpretation that captures the multimodal reality
(Kress, 2010). In fact, this can be also applied to paralinguistics, the concept
to be analysed in the following paragraph.

Paralinguistics, also referred to as paralanguage, is an area of
linguistics concerned with the non-linguistic messages that users of a language
communicate when non-verbal qualities of our voice are produced in
the following cavities: supraglottal, laryngeal, and infraglottic (Poyatos, 1993).
As remarked by Poyatos (2018), any vocal emission produced or conditioned
by our phonatory organs (e.g., rhythm, cough, momentary silence) is
considered to be a paralinguistic element that cannot be separated from
the verbal message and the movements or static positions involved (i.e.,
kinesics) in the communicative event.

In brief, paratextuals and paralinguistics are two different concepts
that relate to the written and the spoken modes that can be classified as non-
verbal elements (Hess, 2016) together with other categories implicitly
mentioned in the previous quotation: body language and kinesics. However,
these are four different categories of non-verbal communication. Therefore,
examples in the last quotation such as gestures or facial expressions belong to
the category of body language, whereas posture has to do with the category
of kinesics, and other examples such as extralinguistic sounds have to do with
the category of paralinguistics. In fact, if the mentioned quotation is re-read,
one can note that there are no explicit examples of paratextuals.
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Apart from proving that the lack of consistent terminology persists
when it comes to non-verbal elements, Code Groups 3 and 4, which deal with
mediation level descriptors and mediation rubric descriptors, have allowed for
the identification of another underlining result. This result can be also inferred
from the last quotation from the national decree, which portrays the fact that
paralinguistics and paratextuals are considered “complements” of verbal
messages and acknowledged to be used merely as clarifying and compensating
elements of verbal and linguistic messages. This opposes Poyatos’ basic triple
structure of human communication, described as the inseparable link between
words, paralanguage, and kinesics. This idea agrees with current multimodal
studies that acknowledge communication as the sum of multiple semiotic
modes (Stein, 2000). Furthermore, apart from recognising that paralinguistics
and kinesics can be used when a specific word is not remembered or known,
Poyatos (2018) remarked that non-verbal elements can play at least ten
different functions in a communicative exchange. Among these functions, we
can underline the use of non-verbal elements to substitute, contradict, and/or
add information to what we know as the verbal and linguistic message. Taking
that into account, it can be stated that multimodality is essential in
contemporary communication (Coccetta, 2018).

So far, we have analysed and discussed the first group of results
related to RQ1, illustrating that a more precise and consistent approach to key
terminology is possible and necessary. The following section will focus on

the second group of results related to RQ1.

Contrast Between Mediation Guidelines and Evaluation Criteria

Code Groups 3 and 4 in the code system deal with mediation level
descriptors and mediation rubric descriptors. The main aim of creating these
two code groups was to find out whether there was a parallelism between
mediation guidelines and evaluation criteria. As previously illustrated in
Figure 2, data gathered from Code Groups 3 and 4 reveal that the description
of mediation and its guidelines do not fit with the criteria taken into account to

evaluate the mentioned language activity.

-24 -



Julia CERVERA MOYA, Julia VALEIRAS-JURADO

Firstly, it has been found out that the A2 level requires more careful
consideration. As detailed in the contextualisation of this study (see
Contextualisation), language courses at Official Schools of Languages are
divided into five main language proficiency levels that are regulated by the
national and regional decrees. Even though both decrees are expected to
establish a curriculum with the basic requirements for each language
proficiency level, key differences have been identified. On the one hand, the
national decree states that such a document is vital to ensure a standardised
curriculum and evaluation system around Spain. However, it is underscored
that, when it comes to the A2 level, the onus is on the government of each
community to elaborate its own curriculum, which can be interpreted as a
contradictory fact. If each community sets its own requirements for the A2
level, the objectives can vary from one community to another. Thus, this level
cannot be considered standardised. On the other hand, if the A2 level section
in the regional decree is examined and compared to other levels, it becomes
clear that there is no bullet point describing the general mediation aim to be
achieved. In other words, the regional decree includes a summary of the main
objectives to be achieved in each language proficiency level before analysing
the level and the different language activities in depth. In the mentioned
summary of the levels B1, B2, C1, and C2, there is one bullet point dealing
with the general mediation goal of each level. Conversely, none of the bullet
points summarising the main goals of the A2 level includes the verb mediar,
which can be translated as mediate, as with the rest of the levels. If mediation
is considered as a language activity to be evaluated at the A2 level, it should
also be assigned its own overall goal.

Secondly, the analysed documents concerning EOIs curricula present
mediation only in relation to intercultural competence. Particularly, as seen on
page 127793 from the national decree, mediation consists of the following
subsections: aims, intercultural competence and contents, and evaluation
criteria. In contrast, other language activities such as the production and co-
production of written texts include additional subsections as, for instance,
sociocultural and sociolinguistic competence and contents or strategic
competence and contents. This finding and comparison to other language

activities lead us to question whether it is sufficient to describe mediation in
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relation to a single competence if the general description of mediation includes
elements related to other competences (e.g., pragmatic competence) and
the official charts used to evaluate mediation in certification exams include
more competences to be evaluated (e.g., linguistic competence). Furthermore,
why is intercultural competence not explicitly included in the mediation
evaluation chart and, instead, it is categorised as sociolinguistic competence
as in the 2020 Companion Volume if the national and regional decrees do not
use the latter designation? What is more, why does the official evaluation chart
unify pragmatic and sociolinguistic competences under the same heading (i.e.,
“competencia pragmatica y sociolinglistica”) if this is not specified in
the national and regional decrees? Finally, why is pragmatic competence
included in the evaluation chart in order to be evaluated if this competence is
not a subcategory described in the section of the curriculum that deals with
mediation?

The third and last result of both RQ1 and the second group of results
will now be presented. Compared to other four language activities included in
the curricula of EOIs in the Valencian Community, official evaluation charts
concerning mediation include no differentiation of language proficiency levels.
Whereas national and regional decrees specify the different mediation
objectives and evaluation criteria for each language proficiency level,
the official evaluation charts of oral and written mediation are exactly the same
for all the levels. Considering that the official evaluation charts for other
language activities (i.e., production and co-production of oral texts) are
adapted to the needs of each language proficiency level, we question whether
it is suitable to do something different with mediation. Apart from that, on page
127777 from the national decree, it is acknowledged that the regional decree
must be taken as the main reference in order to design and evaluate
certification exams. Thus, if official evaluation charts must be created in
accordance with regional education policies, why do they not align with
the evaluation criteria and categorisation of the regional decree? Last but not
least, as underlined on page 46869 from the regional decree, language courses
must focus on enhancing communicative competence through the action-

oriented approach established by the Common European Framework of
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Reference for Languages. This assertion is significant because the action-

oriented approach implies:

a “proficiency” perspective guided by “can do” descriptors rather than
a “deficiency” perspective focusing on what the learners have not yet
acquired. The idea is to design curricula and courses based on real-
world communicative needs, organised around real-life tasks and
accompanied by “can do” descriptors that communicate aims to

learners (Council of Europe, 2020, p. 28).

Then, considering that official evaluation charts used in certification
exams of the Valencian Community deal both with the candidate’s positive
achievements and negative “deficiencies”, it cannot be concluded that current
evaluation charts are designed according to the principles of the action-
oriented approach. However, it would be worth considering the need to re-
design the mentioned charts because can-do descriptors allow for
the evaluation of the user’s performance in a language activity (Council of
Europe, 2020) and, as claimed by Canale and Swain (1980), competence
cannot be directly measured. Instead, Canale and Swain stand up for the need
of using evaluation tools that are designed in a way that capture the actual
demonstration of one’s knowledge while performing a communicative activity.
Consequently, can-do descriptors are vital to know exactly what a user or
learner is able to do. As a way of illustration, the can-do statement below is
concerned with what a C2 user is expected to do while performing a mediation

activity which requires the explanation of data from a graph:

Can interpret and describe clearly and reliably (in Language B) various
forms of empirical data and visually organised information (with text
in Language A) from conceptually complex research concerning

academic or professional topics (Council of Europe, 2020, p. 97).

In brief, the results of RQ1 have identified the use of inconsistent key
terminology among the main documents that constitute the legal framework of
Official Schools of Languages. Besides, the definition of mediation and its
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guidelines do not align with the evaluation criteria, turning out to be a handicap
for the teaching-learning process and the quality of its outcomes. Thus, unless
legislation is reframed, misconceptions will persist inside and outside

the language classroom.

Multimodality in Language Policies

RQ2 is the following: Is multimodality taken into account by language
policies in this context? In order to answer this question, the qualitative and
quantitative results from ATLAS.ti 24 have been taken into account and
summarised (see Figure 4).

The analysis of the subcategories illustrated in Figure 4 below are
divided into two sections: the current one and the following section (i.e., The
Presence of Multimodal Aspects in the Corpus), which deals with RQ3. This is
due to the fact that RQ2 and RQ3 are inextricably linked. Thus, whereas
subcategory A in Figure 4 is deeply analysed in this section, the focus on

subcategory C takes place in its subsequent section.

Figure 4
An Overview of Results from Group 3

GROUP 3:
REFERENCES TO MULTIMODALITY

Y

A) Texts are described as “oral or written” regardless of their multimodal nature.

&

B) Reference to "modes” in relation to sign language competences.

e

C) Explicit references to multimodality within scales of online and creative texts.
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To begin with, Code Group 7 was created to provide an answer to RQ2
and RQ3. Code Group 7 was aimed at analysing possible references to
multimodality, as well as the lack of these references, and was divided into five
different subcategories: 7.1) Body language, 7.2) Linguistic mode, 7.3) Modes,
7.4) Paralinguistics, and 7.5) Visuals.

Firstly, whereas Subcategory 7.2 enabled us to identify the references
of mediation as a purely linguistic activity, Subcategory 7.3 was added when
other modes (i.e., non-linguistic) were concerned. These two subcategories
allowed us to identify a steady reference to the adjectives oral and written
when referring to texts regardless of their multimodal nature. As a way of
illustration, the quotation below, which deals with the main objectives of
mediation activities at the Bl level, refers to oral or written texts and
the examples provided in parenthesis are not monomodal sources (e.g.,

leaflets, presentations, news):

To orally convey to third parties the general idea, main points, and
relevant details of information related to everyday matters and topics
of general, personal, or current interest included in oral or written texts
(e.g., instructions or notices, leaflets, brochures, correspondence,
presentations, conversations, news) (Ministerio de Educacion, Cultura

y Deporte, 2017, p. 127793, translated by Cervera Moya).

In this study, we have used specific tags to identify references to
multimodality, which have to do with Subcategories 7.1, 7.4, and 7.5 in
the code system. These subcategories are: body language (e.g., gestures),
paralinguistics (e.g., pauses), and visuals (e.g., graphics). They have enabled
us to observe that the most considered subcategory in the documents is
Subcategory 7.5 (visuals), as there are at least 106 quotations associated with
visuals, followed by at least 87 quotations dealing with paralinguistics
(Subcategory 7.4) and, finally, at least 20 quotations including references to
body language (Subcategory 7.1).

In brief, it is highly beneficial that the documents in the corpus account
for multimodal elements that allow for the incorporation of real-life tasks in the

language classroom. However, as texts are named as oral or written, it appears
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that agents implied in the teaching-learning process remain unaware that such
elements are increasingly multimodal (Kessler, 2022, p. 551). Therefore, as
put by Tardy (2005), multimodality should be considered as an essential
element not only of teaching and pedagogy, but also of education policy. In
fact, exploring possible strategies and guidelines for multimodal mediation,
including specific strategies for integrating multimodality into lesson planning

or assessments, is the central focus of our ongoing and future research.

The Presence of Multimodal Aspects in the Corpus

Finally, RQ3 looked into the specific references to multimodality within
the corpus. Subcategory 7.3 (modes) has allowed for the analysis of non-
linguistic modes and explicit references to multimodality. When it comes to
non-linguistic modes, apart from the three references of non-verbal
communication introduced in the previous section, the analysis of the 2020
Companion Volume has allowed for the identification of a relationship between
modes and sign language competences. This means that, in the section
dedicated to sign language competences, the Council of Europe (2020) has
considered the need to deal with more than one mode and make the descriptors
of this category modality-inclusive. For instance, although it is ascertained that
the movements of hands and arms (i.e., gestures) are usually the main
articulators of sign languages, other non-verbal elements like facial
expressions or head movements are considered to influence the message to be
conveyed. Furthermore, as seen in the following quotation from the B2 level,
descriptors of sign languages repertoire recognise the possibility of adapting
a message from one mode (e.g., written) to another (e.g., visual): “Can
paraphrase lexical elements by using productive elements, e.g., by using
depicting signs and other classifier constructions.” (Council of Europe, 2020,
p. 146).

The idea of adapting a message and creating a new one by means of
other semiotic choices and resources can be related to the principle of
resemiotisation and intersemiotic translation, two principles based on Kress’

social semiotics that acknowledge other semiotic resources (i.e., apart from
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language itself) as indispensable elements in the meaning-making process
(O'Halloran et. al., 2016). In addition, even though resemiotisation is not
explicitly recognised, this idea is reinforced in the 2020 Companion Volume
when dealing with the section of mediation. Specifically, it is indicated that,
when mediating, apart from adapting a message and conveying meaning within
the same language (e.g., from English to English), communication and
mediation can be also defined as cross-linguistic (e.g., from English to Spanish)
and/or cross-modal (e.g., from written to oral). It can be pointed out that,
although multimodality and resemiotisation are not explicitly mentioned when
dealing with mediation activities, the latest Companion Volume is aware of
the influence of several semiotic resources when creating meaning.

Finally, the scales concerning online and creative texts in the latest
Companion Volume explicitly address multimodality. This can be seen in
the following quotation: “A rigid separation between written and oral does not
really apply to online transactions, where multimodality is increasingly a key
feature and resource.” (Council of Europe, 2020, p. 86). The Council of Europe
acknowledges that multimodality is a phenomenon that cannot be overlooked
in online activities (e.g., blogging) and creative texts (e.g., theatre).
Nevertheless, whereas online transactions and creative texts are considered to
be multimodal activities in the 2020 Companion Volume, mediation and other
language activities have not been yet reconsidered as so. Therefore, even
though it looks as if European lawmakers have started to consider
the relevance of multimodal literacies, a step forward is not only possible, but

also necessary.

Conclusion and Pedagogical Implications

The objective of this paper was threefold. Our first objective was to
examine the way mediation is conceived in the legal framework regulating
Official Schools of Languages in the Valencian Community. Secondly, it was our
goal to find out whether multimodality is taken into account by language
policies and, finally, determine what multimodal aspects are contemplated in
the documents that constitute the corpus of this study.

Considering the quantitative and qualitative results of our
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investigation, findings related to RQ1 suggest that the terminology associated
with the key concepts of this study is not used consistently, and that there is
insufficient parallelism between mediation guidelines and evaluation criteria.
Regarding RQ2, we have shed light on the fact that, although the examined
documents include examples of multimodal sources and elements, they
disregard their multimodal nature and focus primarily on the linguistic mode.
Finally, the results of RQ3 put forward the fact that there are explicit references
to multimodality when it comes to the scales of online and creative texts in
the latest Companion Volume.

Consequently, to address the existing challenges related to RQ1, we
suggest reframing education policies so that European, national, and regional
laws refer to key terminology in a consistent manner. In addition, there is
a need to re-evaluate the way in which mediation is approached so that there
is a correlation between guidelines and evaluation criteria. Lastly, given that
the results of RQ2 demonstrate the presence of multimodal elements in
the examined legislation, and that the results of RQ3 reveal explicit references
to multimodality in some scales, why is mediation not reconsidered as
a multimodal activity? Integrating multimodality into the syllabus can enhance
learners’ communicative competence (Coccetta, 2018), which is one of
the main goals of the Council of Europe (2001; 2020) and moves away from
“one-size-fits-all” approaches that do not cater the needs of the diverse student
body and their learning styles (Cope & Kalantzis, 2009, p.188).

Regarding limitations, it is important to note that the Council of Europe
has not updated the original CEFR since 2001, in contrast to its Companion
Volume, which has undergone more recent revisions. Similarly, the regional
decree has not been updated since its publication in 2019, when mediation was
introduced for the first time. Additionally, the national royal decree dates back
to 2017. Therefore, an update and/or modification of both the regional and
national decrees could be reconsidered, particularly since the 2020 Companion
Volume is the official document which recognises multimodality for the first
time in language education and includes updated scales for mediation
activities. These improvements could lead to a more cohesive and standardised
education and evaluation system around Europe. Therefore, future research

could focus on analysing similar education contexts to see whether there is
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a closer relationship between more updated laws and multimodal literacies.
Indeed, replicable methodology can overcome limitations regarding the scope
of the study and pave the way for future studies either in the described context
or different educational scenarios in Spain and/or Europe. Nevertheless, our
main goals in our ongoing and future research include the identification of
the gaps in education policy that impact both teaching practices and student
outcomes. Ethnographic studies with teachers will shed light on the challenges
derived from the mentioned gaps, and subsequent studies can focus on how to
overcome them in order to successfully integrate multimodal mediation in
the language classroom.

To conclude, the findings of the present analysis are significant to
outline the fact that mediation should be properly examined and reconsidered
by language policy makers and educators, particularly since its key role in
contemporary communication and advantages in the education landscape.
There is an urgent need for research on both mediation and multimodality. This
study is part of a larger research project aimed at developing a unified
approach to multimodal mediation within the context of Official Schools of
Languages—one that aligns with European standards proposed by the Council
of Europe and fosters an inclusive teaching-learning environment that meets

the needs of today’s language users and students.
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Appendix 1: Original Version of Quotations

Section Original version of quotations
Lack of Ademas de la clasificacion de COMPETENCIA GENERAL, que incluira las
Consistent ACTIVIDADES de comprension de textos orales y escritos, de produccidn

Terminology y coproduccion de textos orales y escritos, y de mediacion para cada
nivel, se podran certificar igualmente COMPETENCIAS PARCIALES
correspondientes a cada una o mas de dichas ACTIVIDADES DE
LENGUA. (Ministerio de Educacién, Cultura y Deporte, 2017, p. 127777).

Lack of Para cada nivel y ACTIVIDAD DE LENGUA (comprension de textos,
Consistent orales y escritos; produccion y coproduccion de textos, orales y escritos,
Terminology y mediacion) lo que el alumnado sera capaz de hacer en diversos

ambitos y situaciones (OBJETIVOS), las COMPETENCIAS y contenidos -
conocimientos, destrezas y actitudes - que habra de adquirir y
desarrollar para ello (COMPETENCIAS y contenidos) y el grado de
dominio con el que podra desenvolverse en cada ACTIVIDAD (Criterios
de evaluacion). (Ministerio de Educacion, Cultura y Deporte, 2017, p.
127780).
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Section Original version of quotations
Lack of Compensar carencias linguisticas mediante procedimientos linglisticos
Consistent (...), paralinglisticos o paratextuales (p.e. pedir ayuda; sefalar

Terminology objetivos, usar deicticos o realizar acciones que aclaren el significado;
usar lenguaje corporal culturalmente pertinente (gestos, expresiones
faciales, posturas, contacto visual o corporal, proxémica), o usar sonidos
extralinguisticos y cualidades prosodicas convencionales) (Ministerio de
Educacion, Cultura y Deporte, 2017, pp. 127785-127786).

Multimodality Transmitir oralmente a terceros la idea general, los puntos principales, y
in Language detalles relevantes de la informacion relativa a asuntos cotidianos y a
Policies temas de interés general, personal o de actualidad contenida en textos
orales o escritos (p.e. instrucciones o avisos, prospectos, folletos,
correspondencia, presentaciones, conversaciones, noticias) (Ministerio
de Educacién, Cultura y Deporte, 2017, p. 127793).
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MULTIMODALUMAS IR TARPININKAVIMAS OFICIALIUJY
KALBY MOKYKLU POLITIKOJE: VALENSIJOS REGIONO ATVEJIS

Anotacija. Tarpininkavimas Siuo metu yra jtrauktas | ugdymo programas Kkaip
savarankiska kalbiné veikla, arba penktasis kalbinis gebéjimas, kurio mokomasi ir kuris
vertinamas Valensijos autonomineés srities oficialiosiose kalby mokyklose (Conselleria
d'Educacio, Cultura i Esport, 2019a). Tai galima laikyti teigiamu pokyciu, atitinkanciu
naujas pedagogines tendencijas (Catalayud-Diez, 2019), skatinancias daugiakalbisSkumo
ir daugiakultGriSkumo kompetencijy ugdyma (Europos Taryba, 2020). Taciau faktas, kad
i tarpininkavima ZziGrima kaip | grynai lingvistinj gebéjima, neatitinka XXI a. ypatumuy_ ir
poreikiy, ypa¢ raginimo ugdyti multimodalinj radtinguma (Jewitt, 2008). Siame tyrime
tarpininkavimas nagrinéjamas iS socialinés semiotinés multimodalinés analizés ir jos
implikacijy perspektyvos, tiriant teisés aktus, reglamentuojancius Valensijos
bendruomenés oficialiujy kalby mokykly veiklg. Taigi pagrindiniai Sio tyrimo tikslai yra
Sie: 1) iSsiaiskinti, kaip tarpininkavimas suprantamas minéto konteksto teisés aktuose,
2) ar atsizvelgiama | multimodaluma ir, jei taip, (3) kokie multimodalumo aspektai
pripazjstami. Pirmiausia apzvelgéme literatiiros apie multimodalumo savokg ir jos rysj
su tarpininkavimu Svietimo srityje. Atlikome teisiniy dokumenty, reglamentuojanciy $j
oficialy neprivalomojo Svietimo konteksta, temine analize. Misy iSvados atskleidé
nenuosekly terminologijos vartojima, tarpininkavimo gairiy ir vertinimo kriterijy
nesuderinamuma bei ribotas ir nenuoseklias nuorodas | multimodaluma. Todél Siame
Svietimo kontekste labai svarbu pereiti nuo tradicinio pozidrio | kalbinius gebéjimus prie
multimodalinio pozitrio (Ciaramita, 2023), kuris atitikty Siuolaikinés lingvistiSkai jvairios
ir technologiskai apsisvietusios visuomenés, kurioje gyvename, poreikius (Alfonso-
Lozano ir Giralt-Lorenz, 2014).

Pagrindinés sqvokos: tarpininkavimas; multimodalumas; neprivalomasis ugdymas;
oficialioji kalby mokykla; kalby politika; kalbiniai jgtdziai.
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LANGUAGE SHIFT AND ATTITUDINAL
DYNAMICS AMONG UKRAINIAN FEMALE
WAR REFUGEES IN LITHUANIA

Abstract. This article examines the change in language attitudes and practices
among Ukrainian war refugees who arrived in Lithuania seeking for shelter. Russia’s
invasion into Ukraine forced thousands of civilians to seek asylum globally. Within
the Baltic countries, Lithuania became an especially tempting locality for the refugees
because of the language factor. Most Ukrainians are bilinguals, with Russian as part of
their linguistic repertoire, which facilitated communication with Lithuanians due to their
shared history of using Russian during the soviet era. The issue of language in Ukraine
has deep historical roots. This study describes the way two main languages in Ukraine
(Ukrainian and Russian) have coexisted during various stages of the nation’s
independent history. To understand the evolving language attitudes and preferences of
Ukrainian war refugees, semi-structured interviews were conducted in Lithuania in
the summer of 2023. It is noteworthy that all participants were women, reflecting
the unique characteristic of the 2022-2023 Ukrainian refugee wave, which consisted
predominantly of women and children. For the majority of the research participants—
primarily from the eastern regions of Ukraine—Russian is their first language.
The study results reveal that although many Ukrainian refugees initially rely on Russian
to facilitate communication, the majority are gradually transitioning to Ukrainian.
The data suggest that this shift cannot happen instantly, considering the diverse
multinational and multilingual profiles of Ukrainians. However, the traumatic
experiences of enemy’s occupation, refuge, lost family members and homes have
significantly impacted individuals’ aspirations to undergo linguistic and identity
transformations. Most of the participants stress an urgent need to preserve
the Ukrainian language and culture, as the most powerful factors of their national
identity.

Keywords: language attitude; language policy; language shift; Ukrainian; Russian;
female war refugees.
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Introduction

Russia’s full-scale war against Ukraine destroyed cities, villages,
homes, schools and the country’s major infrastructure in 2022. As a result,
citizens of Ukraine (eastern and southern parts predominantly) were forced to
flee the country. According to the official data, more than 6 million refugees
are recorded globally. In Lithuania around 86,000 refugees registered for
temporary protection (UNHCR, n.d.), which constitutes 2.5% of the country’s
resident population.

Given the shared soviet history, Lithuania has become an attractive
destination for Ukrainians. As an independent, democratic and economically
developing member of the European Union, Schengen Area and NATO,
Lithuania demonstrates strong solidarity and positive attitudes towards
Ukrainian war refugees. In addition to a very strong state social support and
public sympathy, language also plays a significant role: Russian is still widely
comprehended in Lithuania, especially among the older generation, enabling
easier communication. As many refugees hailed from Ukraine’s Russian-
speaking eastern regions, communication posed minimal challenges in their
new environment.

Ukrainian war refugees are predominantly women, as men aged 18-
60 are banned from leaving the country. According to the official data,
87% of those who fled Ukraine due to the war constitute women and children
(UNHCR. Global Focus, 2022). The researchers (Andrews et al., 2023) claim
that female migration is not the same as male migration, as it involves
childcare, educational contexts, and full engagement in household
responsibilities, thereby requiring a different set of resources and support
systems to address the unique challenges faced by women. In case of
Ukrainian female refugees, the decision to flee the country was made under
the threat of atrocities of Russia’s war. As a result, they are struggling to
cope not only with social-economic challenges, but also with traumas, caused
by the war experience, family separation, and the loss of their homes.

The language question is one of the crucial issues for Ukrainian war
refugees today. Ukrainian has traditionally been an important element of
national identity, but it has rarely been used in the public sphere and has

42 -



Alona SHYBA, Ineta DABASINSKIENE

reflectced a more ethnic than civic nature. The Soviet regime elevated
the status of Russian, making it more prestigious. As a result, even in
independent Ukraine inconsistent language policies prevented a radical shift
toward Ukrainian, despite its recognition as a symbol of national identity.
Comparing the post-soviet language situation in Ukraine and the Baltic
states, where a lot of Ukrainian refugees found shelter after 2022, we can
identify differences in language policies and their varying impacts on each
country’s future. For example, Lithuania, upon regaining independence in
1991, pursued a path toward linguistic homogeneity, excluding Russian from
all spheres of life. The idea of using the state language for nation building
was strongly supported (Dabasinskiene, 2022).

The language question for war refugees is nuanced and complex as
a result of their traumatic experiences, integration attitudes or simple
everyday communication needs. Some refugees express their strong intention
to maintain the Ukrainian language as a symbol of national identity, others
continue speaking Russian, and still another group of refugees feel the need
to integrate by learning and communicating the host country language.

In order to understand the Ukrainian nation’s balancing between
Russian and Ukrainian, a short overview of the language policies is presented.

Language Policy Dynamics: Ukrainian, Russian or Both?

The language question in Ukraine dates back centuries, persisting
even after the proclamation of independence in 1991. Since that time,
gradual changes in the perception of the Ukrainian identity and language
preferences have emerged. However, efforts to promote the Ukrainian
language in independent Ukraine have been relatively moderate and
inconsistent. Though the language was increasingly recognized as a crucial
component of Ukrainian identity, many Ukrainians did not view speaking
Ukrainian as essential to being a legitimate citizen of the state or a valued
member of the nation (Kulyk, 2023). A nationwide survey conducted by
the Razumkov Center in 2005 reported that “only 41% of respondents listed
the exclusive use of the Ukrainian language among essential features of

a Ukrainian patriot, a much lower level than for civic characteristics such as
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work for Ukraine’s good (81%), the wish to cultivate love for Ukraine in their
children (78%), and the respect for Ukrainian laws and power institutes
(75%)" (Kulyk, 2023, p. 6). The widespread use of Russian, especially in
the eastern and southern regions of the country, made rapid linguistic
changes unlikely. However, in response to Russia’s aggression in 2014, most
Russian speakers, even in historically pro-Russian regions, chose to stand
with their fellow Ukrainians rather than side with Russia.

As the analysis by Kulyk (2023) demonstrates, this choice stemmed
from subtle shifts in ethno-national identity over the last years. Instead of
forming a community defined by language, many individuals gradually
transitioned from a Soviet identity to a Ukrainian one without significantly
changing their language use. While many continued to speak primarily
Russian, they no longer saw it as a defining feature of their identity. Another
study, conducted in 2020/2021 on attitudes and opinions regarding language
use, policies, and identities in the Black Sea region (Odesa, Mykolaiv,
Kherson), found that the respondents who strongly identified with Ukraine
and the Ukrainian language expressed skepticism towards the Russian state.
However, they did not exhibit hostility towards the Russian language itself
(Zeller, 2022).

Since 1991, these gradual changes in the perception of Ukrainian
identity and language preferences have been profoundly shaped by
the country’s leadership, particularly the serving president during different
periods and his closer or more distant connections with Russia. While all
Ukrainian presidents acknowledged the importance of the Ukrainian language,
their attitudes and policies regarding its promotion varied significantly. For
many years, the main task was to balance the advancement of Ukrainian
while managing the continued notable presence of Russian in the country.
Presidents Kravchuk and Yushchenko strongly supported Ukrainian as pivotal
to national identity, while Kuchma adopted a more pragmatic, bilingual
approach. During his presidency, Russian remained widely used, especially in
urban areas and regions with Russian-speaking majorities. Kuchma even
attempted to grant Russian the status of an official language in Ukraine,
stating in his inaugural speech: “In the near future, I intend to propose

changes to the current legislation with the aim of giving the Russian language

- 44 -



Alona SHYBA, Ineta DABASINSKIENE

official status while preserving the Ukrainian language as the state language.”
(Lyzanchuk, 2008, p. 196). The most pro-Russian president Yanukovych also
encouraged russification, while the most pro-Ukrainian president Poroshenko
focused on unifying the nation through a shared Ukrainian identity and
zealously promoted the Ukrainian language and culture.

Poroshenko’s presidency was marked by a strong focus on fostering
a distinct Ukrainian national identity. A key development during his tenure
was signing the Language Law in 2019. The primary goal of the Law is to
eliminate the remnants of a discriminatory approach to the Ukrainian
language, which is the legacy of both the Russian Empire and the soviet era.
Importantly, the Law does not discriminate against minority or foreign
languages in Ukraine (Explanation on the Law of Ukraine, 2019).

The transformation of language policy in Ukraine, particularly during
the presidencies of Poroshenko and Zelenskyy, underscores the intricate
relationship between language and national identity. Poroshenko’s pre-
election presidential slogan “Army. Language. Religion” was highly criticized
by Zelenskyy’s team. However, soon after the beginning of a full-scale war,
Zelenskyy embraced these very principles.

In November 2022, Zelenskyy declared, “Ukrainian is the language of
freedom and will, a powerful weapon of the Ukrainian people in the struggle
for our independence and victory. I am sure that the preservation of our
identity, the revival of historical memory, the establishment of the Ukrainian
language is a matter of national security of the state” (Dorosh, 2023). This
shift in the president’s stance aligns with the general nation’s attitude. "What
Ukraine had been striving for over 30 years of independence changed within
a few days after February 24,” noted Holovakha, director of the Institute of
Sociology of the National Academy of Sciences of Ukraine, relying on
numerous sociological studies (Dorosh, 2023). Despite persistent Kremlin
propaganda, many Ukrainians who had long shown loyalty to the Russian
language began to distance themselves from it, refusing to use what they
now saw as the language of the aggressor (Maxwell, 2023).

A nationwide survey conducted by the Kyiv International Institute of
Sociology in December 2022 revealed a significant increase in the use of

Ukrainian. Moreover, a comparison of surveys conducted in 2012, 2014,
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2017, and 2022 proves a gradual increase in the use of Ukrainian after
the events of 2014 (Euromaidan and Russia’s invasion in Eastern Ukraine).
However, this steady growth fades in comparison to an “impressive upsurge”
and a “drastic shift” from Russian to Ukrainian after the full-scale war in 2022
(Kulyk, 2023). The percentage of Ukrainians using Ukrainian rose by
8.7 percentage points, from 48.7% in 2017 to 57.4% in 2022, while the use
of Russian declined by 11.0 percentage points, dropping from 25.8% to
14.8%. This decline was especially notable in the southeastern Ukraine,
where reliance on Russian fell from 50.4% in 2017 to 27.2% after
the invasion. Although some of these shifts may reflect aspirational reporting,
qualitative research indicates multiple factors driving the increased use of
Ukrainian (Kulyk, 2023, pp. 7-10). According to Arel (2017-2018),
“a reconfiguration of the relationship between language and state loyalty
(“state-building”) has taken place”. A full-scale invasion has led to
an unprecedented revival of Ukrainian and a significant decline of Russian. As
noted by Kudriavtseva, events like Euromaidan, followed by Russian
aggression in the Crimea and the eastern parts of the country, and finally
the outbreak of a full-scale war in February 2022 became a “turning point”
that encouraged much more people to learn Ukrainian, or to switch more
often to Ukrainian, if bilingual (Kudriavtseva, 2023, p. 12). Thus, the primary
motivation was personal patriotism and contributing to nation building,
linking language use with national identity. The belief that “real Ukrainians
speak Ukrainian” became a key driver of this shift, making Ukrainian
a symbol of national identification. Moreover, this shift underscores the idea
that fluency in Ukrainian is a vital component of national identity and
cohesion. People of various ethnic origins, eager to distance themselves from
Russian identity, seek to disassociate from the connotations of being pro-
Kremlin, which they find increasingly offensive due to geopolitical tensions
and are motivated to learn Ukrainian.

The observed contexts have provided a basis to formulate
the following research questions:

R.Q. 1: How do Ukrainian female refugees renegotiate their linguistic

identity when transitioning from Russian to Ukrainian and what are

their attitudes towards these languages?
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R.Q. 2: In what ways do Ukrainian female refugees perceive the use
of Ukrainian over Russian as a symbol of resistance or alignment with

national identity?

Methodology

To explore the language dynamics among Ukrainian war refugees in
Lithuania, the authors conducted a research initiative between July and
August 2023 - 17 months after the commencement of an open-scale war.
The study aimed to analyze refugees’ language attitudes and usage, and to
ascertain the emerging shifts in linguistic preferences.

Qualitative data for the research was collected through semi-
structured, face-to-face interviews by the researchers in Lithuania’s two
biggest cities - Vilnius and Kaunas. The advantage of semi-structured
interviews is that they offer flexibility, allowing new questions to be
introduced during the interview. The questions were predominantly open-
ended, encouraging interviewees to share their thoughts and attitudes freely,
without being constrained by predefined options or influenced by researcher
bias. The interviewers followed an interview guide - an informal collection of
topics and questions prepared in advance. Such guides enable researchers to
focus on the topic without a constraint to a particular format, thus
the interviewer has the freedom to tailor the questions according to
the specific context of each interview (Ruslin et al., 2022, p. 24). The issues
explored in our interviews can be broadly categorized into three thematic

blocks:

1) personal information block (age, sex, education and family status);

2) language block (respondents’ native language; their language
attitudes and language preferences when living in Lithuania);

3) national identity block (self-identification and perceptions of national

belonging).

Individuals who agreed to participate in the research were provided

with information about the research objectives and scheduled for
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an interview. Each interview, lasting approximately 45 to 60 minutes, was
audio-recorded with participants’ consent and subsequently transcribed by
the authors. The interviewees were given the option to choose their preferred
language of communication: Ukrainian, Russian, English, or Lithuanian.
Interestingly, the majority of the respondents (13 out of 15 people) opted for
Ukrainian, including several whose first language is Russian. Only two chose
to be interviewed in Russian. The participants’ responses were translated into
English by one of the authors, who holds an MA degree in English Philology.
In cases of uncertainty, a second translator was consulted. The final version
of the translation was reviewed and refined by a native English speaker.

The research participants were Ukrainian women currently residing in
Lithuania, originating from various regions of Ukraine (see Table 1). This
geographical diversity was essential for obtaining a comprehensive
understanding of the language attitudes among Ukrainian war refugees.
The participants ranged in age from 20 to 70 and had diverse educational
backgrounds, including university students, college and university graduates!?,
and holders of doctoral degrees. The majority of the interviewed women were
married, all of them were either studying or working in Lithuania — mainly in
the field of their specialization - or actively seeking employment (as in
the case with the participant who had recently come to Lithuania). All
the respondents were bilingual in Ukrainian and Russian, and most of them
demonstrated their proficiency in one or more foreign languages: English,

German, French, Lithuanian, Polish, Czech, Romanian, Spanish, and Yiddish.

Table 1
Demographic Data of the Research Participants

Language of Regit:)n 2
Code_ 9f Age Education communication _Ukralr_le iz
participants (interview) interviewee
came from
Participant 1 44  Doctoral degree Ukrainian Western
Participant 2 38 Doctoral degree Ukrainian Eastern
Participant 3 40 Doctoral degree Russian Eastern
Participant 4 27 Higher, medical Ukrainian Western

! In Ukraine a college graduate obtains a Junior Bachelor’s degree with the main focus
on vocational or technical training, while a university graduate is usually qualified for
advanced academic studies and holds a Bachelor’s or Master’s degree.
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Region of

Code of . Languag_e °f. Ukraine the
A Age Education communication » =
participants - - interviewee
(interview)

came from
Participant 5 20 University student  Ukrainian Eastern
Participant 6 28 Higher Ukrainian Eastern
Participant 7 25 College Ukrainian Southern -

Eastern
Participant 8 47 Higher Ukrainian Northern
Participant 9 34 College Ukrainian Eastern
Participant 10 43 Higher Ukrainian Central
Participant 11 30 Higher Ukrainian Central
Participant 12 40 Higher Ukrainian Eastern
Participant 13 40 Higher Ukrainian Northern -

Eastern
Participant 14 40 Higher Ukrainian Northern -

Eastern
Participant 15 70 Higher Russian Central

In conducting our research, we employed thematic data analysis to
examine in depth the interrelated concepts of language, identity and their
broader implications. This methodology allows for a nuanced exploration of
the participants’ perspectives, as expressed through their comments,
personal narratives, and the motivations underlying their linguistic attitudes.
By analyzing personal information alongside language-related data, we aim to
uncover the layers of meaning that the Ukrainian language holds in
the current context of refuge. Through this approach, we seek to shed light
on the roles Ukrainian, Russian and other languages play in the everyday

lives of female refugees in Lithuania.

Research Findings and Discussion

Renegotiating Linguistic Identity (Ukrainian as “ridna mova')

Although the research participants represent all the regions of
Ukraine, the majority originate from the eastern part of the country, where
Russian was commonly the first language. While fluent in Ukrainian, many of
them used Russian in their family and social settings as well as in educational
contexts-both at school and university in Ukraine. However, after the onset of

the full-scale war, when they were forced to flee their country and found
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refuge in Lithuania, many participants reported a change in their linguistic
attitudes. Many Ukrainian refugees feel the need to renegotiate their linguistic
identity and transition from Russian toward Ukrainian. This decision has been
deeply influenced by the traumatic experience of the war.

For those who endured the horrors of occupation and violence,
Russian has become associated with trauma. As a result, it is no longer
perceived as a neutral means of communication but rather as a reminder of
suffering and loss. The relationship between trauma and language is complex
and multifaceted, as traumatic experiences can influence a person’s linguistic
choices, preferences, aspirations to use - or to reject - a certain language
(Busch & McNamara, 2020, p. 327). Biographical or other texts and
interviews reveal links between trauma and language experiences. For
instance, Lerner (1997) recounts her own experience of being a German
refugee during the Second World War, describing how she gave up speaking
her first language along with the ideologies embedded in it. “The truth was, I
no longer wanted to speak German; I was repelled by the sound of it; for me
as for other Americans it had become the language of the enemy. ... I ceased
speaking German altogether” (Lerner, 1997, p. 40). Traumatic events often
evoke strong emotional responses, such as fear, distress, sadness, and
anxiety or even anger; thus, it might lead to the desire to renounce
the language. Researchers have noted that some bilinguals who have
undergone negative or traumatic experiences in their first language may feel
the urge to distance themselves from it. As Pavlenko (2002) states, such
individuals “may experience detachment from it which, in some cases, leads
to language loss” (p. 49; see also Lerner, 1997).

A similar example of emotional detachment emerged among
the research participants - Ukrainian female war refugees. One participant,
originally from a northern region of Ukraine, told a story of her 17-year-old
daughter, who had witnessed Russian soldiers threatening her and her father
in Russian before opening fire. Deeply traumatized by the event, the girl
developed an aversion to the language of aggressors. “She has entirely
renounced speaking Russian and has delved deeply into learning
the Ukrainian history, literature, culture, and traditions" (Participant 8).

The young female urges her whole family to stop speaking Russian at home.
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Some participants expressed feelings of shame associated with
the Russian language. A young female refugee, who endured all the horrors
of Russia’s occupation of the Lugansk region in Eastern Ukraine, shared:
"I am a Russian-speaking Ukrainian citizen, but now, you know, I feel deeply
ashamed of having spoken Russian all my life!” (Participant 9). During
the interview, she reflected on the unresolved language issue in Ukraine,
suggesting that it may have served as a pretext for the aggressor to start
the war. She also criticized the government’s weak position in addressing this
problem and the inadequacies in legislative regulation. “"Had Ukrainian been
unequivocally established as the only state language after the collapse of
the USSR,” she argues, “I firmly believe the current war might have been
averted!” (Participant 9).

For most participants the detachment from the Russian language led
to a renewed embrace of Ukrainian, marking this shift in both attitudes and
language preferences. As the findings will demonstrate, this transformation is
closely related to the perception of language as a powerful symbol of
resistance and national identity. Many participants - even those for whom
Russian was the first language - identified Ukrainian as their native language
during the interviews.

The analysis revealed a peculiar trend in how participants interpret
the concept of “the native language, or ridna mova” (Ukrainian: piaHa moBa).
It became evident that the participants’ understanding of this concept is
complex and multifaceted, shaped not only by linguistic experience but also
by evolving personal and national identities. Although 11 out of
15 participants identified Ukrainian as their native language, follow-up
questions revealed that Russian was actually the first language for
the majority of them. This discrepancy is largely attributed to the fact that
the majority of the interviewees came from the eastern and southern regions
of Ukraine, where Russian has historically held linguistic and cultural
dominance. A noteworthy insight from the interviews was the divergence in
how the participants understood the terms "the first language" and "native
language". This ambiguity stems from the different interpretations of
the term "native language" ("ridna mova"), which is not uniformly

synonymous with "the first language." According to a 2011 survey,
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34% Ukrainians perceive the term "native" as the language enabling free
thought and communication; 32% associate it with the language of their
nationality; 24% link it to their parents' language, while 9% consider it
the language they use most frequently (Olszanski, 2012). The term "native
language" might align with "the first language" or "mother tongue", but
the concepts are slightly different. According to Pavlenko "the first language"
denotes the initial language(s) learned, regardless of the current proficiency
or dominance, while "second language" refers to languages acquired later in
life, regardless of chronological order” (Pavlenko, 2007, p. 7). In Ukrainian,
though, there is a nuanced difference: “native” (pigHa - "ridna”) can also
figuratively denote closeness in spirit, habits, and views, or someone to
whom one has grown accustomed to” (Busel, 2005, p. 1225). As a result,
when asked about their native language, Ukrainians may at times combine
emotional and cultural attachment with linguistic origin, identifying
the language that is dear to them as “native” or “ridna” - even if it was not
the first language they acquired. Thus, the majority of participants whose
first language was Russian still identified Ukrainian as their native language.

For many Ukrainians from the eastern regions, Russian is the first
language. They used to speak it in family, social and professional/educational
contexts in Ukraine. A similar experience was shared by a young female
refugee from Eastern Ukraine, who endured the impact of Russian aggression
twice - first, in 2014, when the bombing of her native city, Donetsk, forced
her to move to Mariupol, and then again in 2022, when Russia began a full-
scale war and occupied Mariupol, compelling her to flee once more, this time
to Lithuania. She recalled that the language shift began in 2014, when many
of her colleagues and university staff started transitioning to Ukrainian.
Although she had grown up bilingual, speaking both Russian and Ukrainian
within the family since her birth, she reflected, "My native language is
Ukrainian, but it seems to me I only firmly recognized it when all these
events unfolded, sparking discussions about the national language in our
regions” (Participant 2). Another Russian-speaking participant, who had
communicated in Russian since birth, also referred to Ukrainian as her native
language, explaining her reasoning this way: “Because I'm Ukrainian by
nationality” (Participant 3).
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A participant from the north-eastern Ukraine, whose school language
of instruction and daily communication used to be Russian, described a sense
of dissonance when identifying as Ukrainian while singing Ukrainian national
songs. Over time, however, she came to embrace Ukrainian as her native
language - not because it was her first language, but out of personal
conviction. “It's by conviction, I feel it deep within me,” she said
(Participant 13). She underlined the importance of the role of language in
shaping national identity: “Depriving someone of their language strips away
their identity, their sense of belonging and personal territory"
(Participant 13).

Another Ukrainian war refugee in Lithuania, who came from
a southern region of Ukraine, spoke Russian as her first language but now
identifies Ukrainian as her native language. She feels compelled to emphasize
that Russian was imposed upon Ukrainians; in her small town, locals spoke in
"surzhyk" - a blend of Ukrainian, Russian, and Belarusian. She reflected,
"It even became embarrassing to speak Russian” (Participant 8). She
continued: "We used to live our lives without much pride for our land. It was
just a nice place with nice people. But after all the events in 2022,
the Ukrainian language became my own. It awakened the feelings I had
never experienced before, a newfound perspective on my own culture and
language. And you come to realize that no one can destroy it now! They
(the Russians) tried to eradicate it (the Ukrainian language), but the opposite
happened: people began to cherish what they had once took for granted!"
(Participant 8).

Thus, although Russian was the first language for many of
the research participants, they now identify Ukrainian as their native
language (“ridna mova"), due to recently rediscovered cultural and emotional
ties. Initially, only four participants acknowledged Russian as their first
language, however, further clarification revealed that, in fact, this number is
higher - nine participants’ mother tongue is Russian. The war has played
a pivotal role in reshaping linguistic identities and many refugees report

a shift towards Ukrainian in response to the Russian aggression.
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The Ukrainian Language as a Symbol of Resistance

Languages play a crucial role in symbolizing individual and collective
identities. They often serve as markers by which people are categorized by
other individuals (Byram, 2006, p. 5). Edwards (1994) emphasizes that
ethnicity is deeply rooted in shared bonds, such as language, race, religion
(p. 125). For Ukrainian refugees, preserving their linguistic heritage has
become an essential aspect of maintaining their identity in the face of
displacement. Most of the participants interviewed admitted that
the language of their motherland is their “true treasure”, although some only
realized it when Russian troops invaded their homes. One war refugee in
Lithuania, originally from the central Ukraine, stressed the crucial role of
language in the nation’s identity development, referring to it as “the code of
the nation”. Although Ukrainian is her first language, upon moving to Kyiv in
2005, she quickly adapted to the dominant Russian-speaking environment
and transitioned to Russian. However, Russia’s aggression in 2014 marked
a radical turning point in her attitude towards the language choice. She and
her entire family underwent a profound transformation, adopting Ukrainian in
all spheres of their lives — personal, professional, and social.

Being a war refugee in Lithuania since 2022, the woman firmly
believes that it is the language that helps preserve national identity. As she
explains, “"The Ukrainian language is like a root, a foundation. Your native
language, “ridna mova”, is the code of your nation. No matter where you are,
speaking your mother tongue, preserving it, communicating in it with your
children and grandchildren - that's fundamental. To me it's not even
a question of whether to do it or not - it's a must!” (Participant 10).

Admiring Lithuania's efforts to integrate its state language into all
spheres of public life, the participant admits, "It's so sweet to see how
Lithuanians cherish their language. I hope Ukrainians will do the same. It
disappoints me to hear Ukrainian children speaking Russian here in Lithuania"
(Participant 10). The woman is convinced that language choice remains
a person’s decision, but asserts that the state should encourage the use of
the state language by increasing its prestige. This, she suggests, can be
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achieved by promoting the Ukrainian culture and providing greater support
for Ukrainian singers and artists.

While living abroad, many participants observe the attitudes of local
citizens towards their national languages and express admiration for how
the people of the Baltic States, though fluent in many languages, cherish and
actively preserve their linguistic heritage. Recently a 30-year-old woman from
Kyiv found her refuge in Lithuania. A lifelong bilingual, this research
participant, has a passion for learning new languages and is fluent in English,
German, Polish and Spanish. Reflecting on her past experiences, she recalls
a visit to Estonia long before the war in Ukraine began. She vividly describes
an incident in Tallinn where she was refused a purchase of a souvenir after
addressing a shop assistant in Russian. Regarding the Ukrainian language,
the interviewee firmly supports maintaining a clear distinction between
the state language - which she considers obligatory for all residents - and
the family language, which she believes should remain a matter of personal
choice. "Being born in Ukraine and raised in a Russian-speaking family, I have
never encountered any pressure or discomfort in the society because of it.
But I know Ukrainian, the state language, very well. So, in all official
moments, in all state institutions I speak only Ukrainian” (Participant 11).

Though Ukrainian is the only official state language in Ukraine, there
have been instances where Russian was perceived as more dominant in
certain contexts. Thus, a research participant from western Ukraine shares
her experience of being denied a call center job in Kyiv due to her insufficient
fluency in Russian. “I think that if people live in Ukraine, they must speak
Ukrainian. Otherwise, it's not just the language at risk but also our culture
and perhaps something more," Participant 4 contends. However, she
advocates for a gradual approach rather than imposing state-enforced
language policies: "Language should be esteemed through enhanced
educational opportunities, improved life prospects, high-quality film dubbing,
and good translations of the best books and textbooks into Ukrainian"
(Participant 4).

Research participants see a very strong link between language and
national identity. Thus, a 44-year-old female refugee originating from

Ukraine’s western region, whose mother tongue is Ukrainian, stresses its
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significance: “Ukrainian holds a profound importance for me; it’s intertwined
with my identity. I cherish it deeply. It is an integral part of who I am,
connecting it to my mother, grandmother, and my ancestral heritage. It is as
the cornerstone of my ethnicity and identity” (Participant 1). She confesses
that hearing Ukrainian immigrants speak Russian while residing in Lithuania
disappoints her. This observation reflects her acute awareness of
the language’s pivotal role in preserving a nation. “In my opinion language is
a very powerful tool that can either unite the nation or, as we are witnessing
now, become a pretext of initiating a war” (Participant 1).

The same idea is supported by participant 14, a 40-year-old female
from the southeastern region bordering Russia. Brought up in a Ukrainian-
speaking family, the participant expresses deep love for her mother tongue
and hopes her two children will preserve it even in exile. “I was born into
a Ukrainian-speaking family. There is no other language so dear to me. It
resonates deeply within me, connecting me to my Ukrainian identity with
every fiber of my being!” (Participant 14). Her feelings about the Ukrainian
language, both within Ukraine and abroad, are deeply emotional. She says
that many of her relatives and acquaintances stopped speaking Russian after
2022, perceiving it as the aggressor’s language. She staunchly asserts,
“Every nation has its own language and history, which should be preserved
and respected” (Participant 14).

Donbas - the eastern region of Ukraine currently occupied by
Russia — is often considered Russian-speaking. Nevertheless, a 40-year-old
research participant, who left the Donetsk region with her family in 2014,
states that Ukrainian is her first language. She attributes this to the
prevalence of Ukrainian among the rural population of Donbas, in contrast to
the dominance of Russian in larger cities. The participant holds a deep
appreciation for the Ukrainian language and culture. She compares
the language to a traditional Ukrainian costume: “It (speaking Ukrainian) is
like wearing a national costume: you need to put it on to truly feel it, to
immerse yourself in it. Speaking the language is the essence of the culture.
You can't convey culture through a different language” (Participant 12).

Recognizing that language is a powerful symbol of the national
identity, a 20-year-old female refuge from Mariupol strives to embrace
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Ukrainian, despite Russian being her first language. She and her family were
fortunate enough to escape the Russian occupation of their native city. In
an effort to identify herself as a “non-Russian” citizen, she speaks Ukrainian
whenever possible. “Language demonstrates your political stance”, Participant
5 asserts. She is convinced that Ukrainians should transition to speaking
Ukrainian, and feels a personal responsibility to set an example, “As someone
from a heavily russified region, I must demonstrate: don't be afraid, if I can
transition to Ukrainian, you can do it too!” (Participant 5). The same idea is
supported by another female refugee from the southeastern part of Ukraine,
now residing in Vilnius: “It is even inappropriate to speak Russian in Ukraine
now. And speaking Russian abroad isn't good either, because it blurs
the distinction between Ukrainian identity and that of other nationalities!”
(Participant 7).

The attitude of a representative from an older generation, a 70-year-
old female refugee originating from Kyiv, who prefers speaking Russian as it
is her mother tongue, differs from the majority. Her mother was Russian, and
the participant explains that she did not speak Ukrainian, because she “hadn’t
absorbed this language with mother’'s milk” (Participant 15). While
the woman is fluent in Ukrainian, she preferred to be interviewed in Russian.
Although her Ukrainian friends have tried to communicate with her in
Ukrainian since the full-scale war began, she continues to respond in Russian,
as she says, “This language (Russian) is dear to me. It's because of my
origin, my roots” (Participant 15).

Nevertheless, most of the participants express their intention to
distance from Russian, transitioning to Ukrainian. They heatedly emphasize
the importance of preserving their heritage language and culture, recognizing
it as essential for the nation: “Language is a nation's identity. Without
a language, a nation cannot truly exist. Language upholds traditions; through
it, we become part of a culture” (Participant 5). The importance of preserving
Ukrainian while in exile is further confirmed by a research participant
originally from the East of Ukraine. Being a volunteer at the Ukrainian Center
in Vilnius, she teaches Ukrainian to children. Initially, her aim was to
preserve her own children's heritage language. Gradually, more refugees

began showing interest and bringing their children to the Ukrainian Centre for
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language and cultural education. “The majority of war refugees hail from
the East. They speak Russian at home, yet they bring their children here for
Ukrainian instruction. They lack the strength to switch to Ukrainian
themselves, but they want their children to embrace it” (Participant 12).
Although children mainly encounter Ukrainian at the Centre and continue
speaking Russian at home, the parents’ efforts to recognize the importance of
Ukrainian and encourage their children to learn their nation’s state language
demonstrate a conscious family decision regarding languages.

The results of our research indicate that the majority of Ukrainian
female refugees in Lithuania regard the Ukrainian language as a key means
of maintaining their national identity and fostering a sense of belonging
within their community. Beyond the communicative function, Ukrainian also
serves as a vital instrument in the preservation and transmission of cultural
heritage. Speaking the Ukrainian language became an assertion of identity,

a deliberate act of resilience and resistance for many participants.

Conclusions

In our research, we explored the language dynamics among Ukrainian
female war refugees who found shelter in Lithuania after the full-scale war in
Ukraine was launched. The Ukrainian case today provides valuable insights
into the role of language in shaping national identity and loyalty to the state.
The analysis of the sources relevant to our research revealed that
the development of the Ukrainian language and identity has been profoundly
influenced by the country’s historical struggles for independence and recent
geopolitical events. Ukraine's post-independence language policy has been
shaped by a complex interplay of national identity, political leadership, and
regional loyalties. Initially characterized by an ethnic revival, the policy did
not aggressively advance the transformation needed to establish Ukrainian as
the dominant state language. It was only with the onset of the full-scale war
in 2022, which forced millions of Ukrainian citizens to flee the country, that
the role of language in the formation of the national identity and state

building was reconsidered.
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Lithuania welcomed thousands of Ukrainian war refugees, with
language emerging as one of the decisive factors, as Russian often serves as
the lingua franca. The majority of these refugees are women, who are not
only struggling to overcome the trauma of war but also reassessing their
cultural and linguistic preferences. In these changed contexts, some
Ukrainians feel an urgent need to preserve their language identity and
express their solidarity with their state and nation, while others continue to
use Russian out of habit or for personal reasons. Still another group of
refugees opt for learning the host country’s language (Lithuanian),
recognizing it as one of the key factors of social integration in a new context.

Emotional experiences have had a significant impact on language
preferences, with many research participants experiencing a sense of
detachment from Russian due to the trauma of the war. Many believe that
the Ukrainian language is crucial for preserving national identity, calling it
"the code of the nation". Moreover, they view Ukrainian as a unifying force,
important for the nation’s solidarity. However, they also identify the need for
a thoughtful, voluntary transition from Russian to Ukrainian, particularly
given the deep historical and emotional contexts that influence language
choice. Although the shift to Ukrainian as the language of state-building,
solidarity, and the cultural identity was noticeable in our study, we observed
that this tendency differs from the patterns within Ukraine itself. This can be
explained by the presence of an environment that favors Russian, including
its use in schools and daily communication, which has helped sustain its
prevalence. Although the female refugees try to teach and maintain Ukrainian
for their children, success is not always guaranteed, as the majority are
accustomed to speaking Russian at home.

Thus, this research allowed us to explore the language attitude of
Ukrainian war refugees and observe shifts in their linguistic preferences.
Although the majority of Ukrainian war refugees are Russian-speaking, their
attitudes towards Ukrainian and Russian have changed greatly since the full-
scale war began in 2022. The participants express their willingness to
distance themselves from Russian, as it has become associated with negative
emotions and many find it inappropriate to speak the language of
the aggressor. Even though Russian was their first language, Ukrainian war
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refugees in Lithuania now consider Ukrainian their native language. Since
the onset of the war and the relocation to Lithuania, there has been
a noticeable shift, with many now embracing Ukrainian as their "ridna mova"
(native language). This change reflects a deeper cultural and emotional
connection and a desire to maintain their rediscovered linguistic identity.

The analysis of the perceptions concerning language use revealed
that the shift toward Ukrainian among Ukrainian war refugees is driven by
personal, cultural, and political factors. Ukrainian has emerged as a key
marker of solidarity with the nation and a rejection of Russian dominance.
Ukrainian has become a powerful symbol of national identity, reinforcing ties
to national roots and resilience in the face of aggression. Ukrainian female
refugees emphasize the importance of preserving their heritage language for
future generations, describing the Ukrainian language as their “genetic code”
and linking it to the traditional Ukrainian national costume. The war has
played a significant role in reshaping linguistic identities, with many refugees
reporting a shift towards Ukrainian as a response to the Russian aggression.
Our findings highlight the dynamic nature of linguistic identities among
female refugees, shaped by individual and collective agency, external factors
and the symbolic power of language as both a tool for resistance and

an expression of national identity.

Limitations

The presented study is based on semi-structured interviews
conducted with 15 Ukrainian female refugees in Lithuania. While these data
provide valuable insights into the topic, a larger participant pool would
enhance the accuracy and depth of the findings. Expanding the scope of
future research to include a broader and more diverse group of participants,
particularly in terms of their numbers and educational backgrounds, would
allow for a deeper understanding of attitudinal and language shift processes
among Ukrainian refugees. Additionally, it would be important to investigate
refugees’ attitude towards the host language, as well as practices related to
its learning and use. Given the significance of the topic, such studies would

contribute to a more comprehensive understanding of refugee experiences
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and their integration into host societies, such as Lithuania and other

countries.
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KALBUY KAITA IR NUOSTATY DINAMIKA TARP UKRAINOS KARO
PABEGELIU MOTERU LIETUVOJE

Anotacija. Straipsnyje nagrinéjama Ukrainos karo pabeégeliy, radusiy prieglobstj
Lietuvoje, kalbiniy nuostaty ir kalbos pasirinkimo dinamika. Prasidéjes plataus masto
Rusijos karas pries Ukraing priverté tikstancius civiliy gyventojy ieskoti prieglobscio
visame pasaulyje. Lietuva Siems pabégéliams tapo ypac patrauklia Salimi, o lemiamas
veiksnys buvo kalba. Nemazai ukrainieciy yra dvikalbiai, gerai mokantys rusy kalba, ir
tai palengvino jy bendravima su lietuviais, sovietmecliu iSgyvenusiais panasia, rusy
kalbos vartojimo istorija. Kalbos klausimas Ukrainoje turi gilias istorines Saknis. Siame
tyrime aprasoma, kaip dvi pagrindinés Ukrainos kalbos (ukrainieciy, ir rusy) koegzistavo
jvairiais tautos istorijos etapais. Siekiant suprasti besikeiCiancias ukrainieCiy karo
pabégéliy kalbines nuostatas ir kalbos pasirinkimg, 2023 m. vasarg Lietuvoje buvo
atlikti pusiau struktdruoti interviu. Pazymétina, kad tyrime dalyvavo tik moterys, ir tai
atspindi unikalig Ukrainos pabégéliy bangos (2022-2023 m.) ypatybe - jq daugiausia
sudaro moterys ir vaikai. Dauguma respondenciy, ypac¢ i$ su Rusija besiribojanciy,
rytiniy regiony, yra dvikalbés, o ju gimtoji kalba - rusy. Tyrimo rezultatai atskleidé:
daugelis ukrainieciy pabégéliy Lietuvoje remiasi rusy kalba ir vartoja jg bendravimui
palengvinti; bet noras pereiti prie ukrainieciy kalbos bendraujant privacioje aplinkoje ar
socialiniuose tinkluose yra neaiskus. Kaip rodo duomenys, Sis peréjimas negali bdti itin
greitas, atsizvelgiant | jvairialyp] daugiatautj ir daugiakalbj ukrainieciy profili. Taciau
trauminé patirtis, susijusi su okupacija, pabégimu i$ gimtosios Salies, Seimos ir namy,
praradimu, padare didele jtakg siekiui pereiti prie kalbos ir tapatybés transformacijos.
Dauguma tyrimo dalyviy pabréZia, kad bdtina skubiai iSsaugoti ukrainieciy kalbg ir
kultirg, kaip galingiausius jy tautinio tapatumo veiksnius.

Pagrindinés sgvokos: kalbiné nuostata; kalby politika; kalbos kaita; ukrainieciy
kalba; rusy kalba; karo pabégélés.
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BILINGUALISM IN THE JORDANIAN-
RUSSIAN FAMILY RESIDING IN JORDAN
AND ITS IMPACT ON COMMUNICATION
BETWEEN ITS MEMBERS

Abstract. This research examines bilingualism in Jordanian-Russian families in Jordan,
focusing on its impact on family interaction, cultural identity, and everyday
communication. Using a qualitative approach that included interviews, participant
observation, and language diaries, the study analyzed language use patterns within
the family. The results showed that intersentential code-switching was the most common
strategy, with children frequently alternating between Arabic and Russian within
the same sentence. This strategy aligns with the Equivalence Constraint Theory, which
posits that switching occurs at points where the grammatical structures of both
languages align. For example, one child reported starting a sentence in Arabic and ending
it in Russian due to the deeper meaning certain words convey in each language.
Additionally, situational code-switching was observed, as children adjusted their
language use based on the context, particularly when accommodating their parents’
varying proficiency levels, reflecting Communication Accommodation Theory. The study
also found that bilingualism significantly affects the formation of children’s cultural
identity, with some children developing a dual affiliation while others lean toward a single
cultural identity. For example, children immersed in Jordanian society and Arabic-
dominant settings identified more closely with Jordanian culture, while those with
stronger ties to their Russian-speaking mothers and frequent visits to Russia maintained
a deeper connection to Russian culture. The research highlights the challenges faced by
Russian mothers in maintaining their native language at home and the importance of
a supportive environment for bilingualism. It recommends enhancing parents’
understanding of the impact of bilingualism on their children, promoting balanced
educational methods for integrated language development, and developing educational
resources to support learning Russian alongside Arabic in the Jordanian context.

Keywords: Bilingualism; cultural identity; family interaction; Jordanian-Russian
families; language switching; mother tongue retention.
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Introduction

Language is one of the most important components of the cultural and
social identity of any society. It is not just a means of communication, but
rather an expression of thought, belonging, and life experience. In light of
the rapid global changes and the spread of mixed marriages between
individuals from different cultural and linguistic backgrounds, bilingualism has
become an increasing phenomenon within many families, as the interaction
between two different languages affects communication patterns, identity
formation, and family relationships (De Houwer, 2015; Lanza, 2007). Among
the models that reflect this phenomenon, Jordanian-Russian families residing
in Jordan stand out, where one parent speaks Arabic and the other speaks
Russian, leading to a multifaceted linguistic environment within the home.

Code-switching, the practice of alternating between languages within
discourse, is explained through various linguistic theories. Poplack’s (1980)
Equivalence Constraint Theory posits that switching occurs at points where
the grammatical structures of both languages align. Myers-Scotton’s (1993)
Matrix Language-Frame Model differentiates between the matrix language,
which provides the grammatical structure, and the embedded language, which
supplies lexical items. Giles’s (1977) Communication Accommodation Theory
suggests that speakers switch codes to adjust to their interlocutors, either
converging for solidarity or diverging for distinction. Myers-Scotton’s (1993)
Markedness Model argues that code-switching reflects speakers’ social
intentions, selecting marked or unmarked language choices based on context.
Gumperz's (1982) Functional Approach highlights that code-switching serves
conversational functions such as clarifying meaning, expressing identity, or
managing discourse.

Family members live in a complex linguistic environment, where Arabic
and Russian are used in different ways, depending on the social and cultural
contexts surrounding them (De Houwer, 2020). Factors such as education,
media, and interaction with friends and the outside community play a crucial
role in determining the preferred or most commonly used language by family
members, especially children who grow up in a bilingual environment (King &
Fogle, 2013).
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The phenomenon of bilingualism within the Jordanian-Russian family
goes beyond the daily use of the two languages; it directly affects the nature
of relationships between family members and the way in which children’s
cultural identities are constructed. Children may face challenges in defining
their linguistic identity as they navigate a cultural and linguistic overlap
between belonging to the Arabic-speaking Jordanian community and their
mother’s Russian heritage. Communication between spouses may also be
affected by the difference in their mother tongue, which sometimes leads to
misunderstandings or difficulties in expressing different feelings and life
situations.

In addition, the nature of language use within the family is not subject
to a fixed rule, but is affected by multiple factors such as the level of proficiency
of each parent in the other's language, the degree of their involvement in
the local community, and the extent of their desire to maintain the mother
tongue (Hoff, 2006; Place & Hoff, 2011). On the other hand, the linguistic
interference that occurs within the family may lead to the emergence of special
linguistic patterns, such as code-switching, where one moves between Arabic
and Russian within the same sentence, or borrowing vocabulary from one of
the two languages when speaking the other.

In light of these linguistic and social complexities, this study seeks to
explore the impact of bilingualism on communication between members of
the Jordanian-Russian family residing in Jordan. The focus will be on
understanding the patterns of linguistic communication between spouses and
between parents and their children, in addition to exploring how this
phenomenon affects the formation of children's cultural identity. The study
relies on a qualitative methodology, aiming to obtain in-depth insights into
the linguistic experiences of members of these families through in-depth
interviews and analysis of their linguistic diaries.

Research on this topic is gaining increasing importance in light of
the increasing migration and cultural interaction that the world is witnessing
today. Understanding the impact of bilingualism on multicultural families can
contribute to developing strategies that help improve family communication,
enhance understanding between spouses, and support children in dealing with
the linguistic and cultural challenges they may face. This study also highlights
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the importance of family language planning and its role in achieving a healthy
balance between preserving cultural identity on the one hand, and integration

into the local community on the other.

Theoretical Framework

Bilingualism is a complex linguistic and social phenomenon that arises
when individuals or communities are able to use two or more languages in their
daily lives, with these languages intermingling in different communication
patterns according to social, cultural, and educational contexts. Bilingualism is
a central issue in the sociology of language, as it has profound effects on
individual and collective identity, social interaction, learning, and integration
into society (Shin, 2017; Norton & Toohey, 2011).

A common phenomenon in the context of bilingualism is code-
switching, where a speaker switches between languages during a conversation
according to the context or to facilitate understanding (Duran, 1994; Zano &
Sibanda, 2024). This switching can be between single words, sentences, or
even entire thoughts, and may reflect a level of linguistic comfort, emphasis
on a particular meaning, or interaction with the recipient’s cultural background
(Zakaria & Ab Rahman, 2022). Linguistic interference may also appear in
the form of borrowing vocabulary or grammatical structures from one language
to the other, leading to the formation of new linguistic patterns in society.

Bilingualism directly affects the cultural identity of individuals, as
speakers may feel a sense of dual belonging, allowing them to navigate
between two different cultural identities. In some cases, this phenomenon may
cause feelings of linguistic alienation, especially if one of the languages is not
officially recognized or supported in educational and community institutions
(Crawford, 1995; Akintayo, et al., 2024). In contrast, bilingualism can enhance
cultural understanding and openness to others, contributing to building more
diverse and tolerant societies.

In the family context, bilingualism plays a major role in shaping
individuals’ relationships within the family, especially in families where
the parents speak two different languages. The success of transmitting two
languages to children depends on several factors, such as parents’ strategies
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for speaking with children, the availability of a supportive environment, and
the educational system followed. If there is no balance between the two
languages, children may face challenges in acquiring the second language,
which may lead to the gradual decline or loss of one of the languages (Farahi,
2009). In some cases, the second language may become limited to certain
situations, such as speaking with only one parent, while the language most
commonly used in school and society becomes the dominant language (Al-
Suqgayr, 2024).

Bilingualism is not just a linguistic phenomenon but rather a vital
element in shaping the identity of individuals and societies, as it plays
a fundamental role in social interaction, learning, cultural belonging, and
professional opportunities. It represents both a challenge and an opportunity,
which requires awareness of its different dimensions to enhance its benefits
and deal with its challenges more effectively.

Marriage between Jordanians and foreign women is an interesting
social and cultural phenomenon, reflecting the diversity of contemporary
societies and the intermingling of cultures in our world today (Al-Hilalat, 2023).
This type of marriage has increased in recent years as a result of economic
factors, educational opportunities, and various cultural influences (Kowalska,
2017). Through these marriages, Jordanian society meets Russian culture,
resulting in linguistic, social, and human interactions that greatly affect the life
of the family and society (Musleh, 2024).

The ways in which a Jordanian man gets to know a Russian woman
vary, as a Jordanian man may have met his Russian wife during his travel to
Russia, either for study or work, or through social media platforms that

facilitate meeting between individuals from different parts of the world.

Methodology and Data Collection

This research relied on the qualitative approach, which was used to
study social and cultural phenomena in depth, by analyzing personal
experiences, attitudes and behaviors in their natural context. The research

aimed to explore how bilingualism affects communication within Jordanian-
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Russian families residing in Jordan, with a focus on the subjective experience
of the members of these families, through understanding the meanings of
language and its role in building family relationships and cultural identity.
The qualitative approach provided an opportunity to explore the experiences
of the participants in depth, allowing for an understanding of the nuances that
could not be measured by traditional quantitative methods.

Data were collected using a variety of tools such as interviews,
participatory observations, and language diaries, and both Arabic and Russian
were used in this process. Interviews were conducted in the language that
participants were most comfortable with, with some speaking Arabic, while
others chose Russian. Observation notes were taken in Arabic, with any use of
Russian carefully documented.

Regarding the language diaries, participants were instructed in
advance on how to record them by writing down the words and expressions
they used in notebooks, and an orientation session was held explaining
the importance of recording everyday situations and the language used in them
in a natural and honest manner. Some participants wrote their diaries in Arabic,
while others preferred to write in Russian, and some even used a combination
of these languages, which clearly demonstrated the phenomenon of code
switching.

The diaries showed that participants often switched between languages
while documenting their experiences, with code switching being particularly
common in situations that reflected different cultural or social contexts. For
example, Arabic words or phrases were used when referring to events related
to school or friends in Jordan, while Russian was used when describing their
feelings towards family or talking about their visits to Russia.

Code-switching was evident in the language diaries, as participants
used the language that best expressed their experiences or that fit
the situation, confirming that multilingualism can be not just a linguistic
phenomenon, but a tool for expressing multiple cultural identities within
the same family.

The choice of this approach came in response to the nature of
the research topic, as it required a detailed analysis of how Arabic and Russian

languages are used within the family, and how this use affected patterns of

- 69 -



Omar Mohammad-Ameen Ahmad HAZAYMEH

family interaction. By collecting qualitative data, emotional and social aspects
were highlighted that would not have been apparent through quantitative
methods, which contributed to providing a comprehensive view of the dynamics
of communication within these families.

The sample was chosen intentionally, as it included families living in
Jordan in which the father was Jordanian and the mother was Russian, to
ensure that the sample was consistent with the objectives of the research. Ten
Jordanian families were selected to ensure representation of a variety of
personal experiences that reflected different patterns of bilingualism.
The sample included individuals of different ages and backgrounds within
the family, including fathers, to study the impact of the linguistic background
of each spouse on daily communication, mothers, to understand their role in
transmitting the Russian language to children and the extent of their impact
on the linguistic balance within the home, and children, to explore how they
deal with the two languages in their daily lives, and whether they faced
challenges in using one or both of them.

Three main tools were adopted to collect data to ensure
a comprehensive understanding of the phenomenon of bilingualism and its
impact on family communication. Semi-structured interviews were conducted
with family members to collect rich qualitative data on their opinions and
experiences related to the use of Arabic and Russian at home. These interviews
included multiple axes, including the extent of use of each language within
the home, the impact of bilingualism on the relationship between spouses,
the role of language in shaping children’s cultural identity, and the challenges
faced by family members due to language differences. These interviews
allowed for flexibility in exploring different topics, as the interviewer was able
to modify the questions based on the participants’ answers, which helped
uncover subtle details about their personal experiences.

The research relied on participant observation by attending some
family gatherings and informal events, such as meals or family gatherings, to
observe how the two languages are used in everyday situations. This tool
aimed to observe how the two languages switch in family conversations,
analyze body language and tone of voice when using each language, and

monitor any special linguistic patterns that emerged as a result of the overlap
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between Arabic and Russian. This method helped capture details that were not
mentioned in the interviews, as some aspects of communication were
unconscious or intangible to the participants themselves.

The sample members were assigned to write a language diary
documenting their daily experience using the two languages, for a period of
twelve weeks. These diaries included notes on the language used in specific
situations, such as talking to a parent, watching television, or doing homework,
as well as the challenges children faced when using either language, and
the feelings associated with using each language, such as feeling comfortable,
integrated, or alienated. This method allowed participants to express their
experiences over time, allowing for changes in language use patterns and
interactions that were not apparent in face-to-face interviews.

The research sample was selected from ten Jordanian-Russian families,
each consisting of four to five members, including parents and children aged 8
to 21 years. Two members of each family kept daily language diaries
throughout the study period. This sample represents demographic diversity in
the length of residence in Jordan, which ranged from 5 to 20 years, reflecting
varying degrees of cultural and linguistic integration. In terms of gender,
the sample included 22 females and 18 males, which allowed for exploring
linguistic interactions across different social roles within the family.

As for mother tongues, 90% of the participants considered Arabic their
mother tongue, while 10% considered Russian their mother tongue. As for
second language, 20% of the participants indicated that Russian is their second
language, and 80% indicated that Arabic is their second language. Regarding
bilingual first languages, 50% of the participants indicated that they use Arabic
and Russian equally in their daily lives. Participants’ exposure to and control of
everyday languages was measured using a scale of 0% to 100%, with
participants indicating that they had 80% to 90% daily exposure to Arabic and
10% to 20% daily exposure to Russian. In terms of language control,
participants showed an average of 85% control of Arabic and 75% control of
Russian, reflecting high levels of language proficiency in both languages.

Participants were asked to write a language diary documenting their
daily experiences using the two languages, over twelve week’s period. There

were 20 diary entries, two for each participant’s family. These diaries included
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notes on the language used in specific situations, such as talking to a parent,
watching television, or doing homework, as well as the challenges children
faced when using either language, and feelings associated with using each
language, such as feeling comfortable, integrated, or alienated. This method
allowed participants to express their experiences over time, enabling changes
in language use patterns and interactions that were not evident in face-to-face
interviews.

After collecting the data, thematic analysis was used as the main tool
to analyze qualitative data derived from interviews, observations, and
language diaries. It is a method that relies on organizing and classifying data
into specific themes and categories to extract recurring patterns and interpret
them analytically, which helps in answering the research questions (Braun &
Clarke, 2006). The analysis showed that language switching patterns within
the family were among the most prominent themes, as children were observed
switching between Arabic and Russian depending on the situation, in addition
to the challenges faced by parents, especially Russian mothers, in maintaining
the Russian language at home (Wei, 2018).

Other themes also emerged, such as linguistic and communicative
challenges that affect daily interaction between family members, the impact of
bilingualism on the identity and cultural belonging of children who find
themselves divided between two cultures, in addition to its impact on marital
relations and communication methods between parents (Grosjean, 2010).

The use of this qualitative methodology contributed to providing
a comprehensive understanding of the interaction of Jordanian-Russian
families with the two languages, the challenges they face, and the opportunities
that bilingualism provides in shaping their cultural and social identity (Creswell
& Poth, 2016). Ethical standards were observed in the research by obtaining
prior consent from participants to ensure their complete satisfaction with
participating in the study, ensuring data confidentiality and non-use of personal
information outside the scope of the research, and providing the option for
participants to withdraw at any time without any obligation.

As mentioned earlier, the data were analyzed using qualitative
analysis, which enabled the extraction and categorization of data into main
themes including patterns of language switching within the family, linguistic
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and communication challenges, the impact of language on identity and cultural
belonging, and the impact of bilingualism on family relationships. This
methodology provided a robust framework for exploring the impact of
bilingualism on communication within Jordanian-Russian families, by collecting
in-depth qualitative data using interviews, observation, and language diary
analysis, which helped provide a close understanding of how members of these
families interact with Arabic and Russian, and the resulting challenges and

opportunities in shaping their cultural and social identity.

Results

The research results revealed a set of patterns and trends related to
bilingualism within Jordanian-Russian families residing in Jordan, as data
extracted from interviews, participant observation, and language diaries
showed the impact of bilingualism on family relationships, cultural identity, and
daily social interaction.

The results showed that there is a clear disparity in the extent of
the use of Arabic and Russian languages within the family, based on several
factors, such as the cultural background of the parents, the extent of their
familiarity with each other’s language, and the language upbringing style
followed by the parents.

In terms of language use patterns within the family, some families
showed a pattern of constant language switching between Arabic and Russian
within the family, reflecting the impact of bilingualism on their daily
interactions. One Russian mother said, "I try to speak to my children in Russian
as much as possible, so that they do not forget my language and culture, but
they respond to me in Arabic most of the time.”

Concerning the role of each language in family interaction, a Jordanian
father said, “I understand some Russian words that my wife uses with
the children, but I do not use them, so communication between me and my
children is always in Arabic,” indicating the dominant role of Arabic in
communication within the family, with limited use of Russian.
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Regarding linguistic and communication challenges, many Russian
mothers spoke about the difficulties and challenges they face in trying to
maintain the Russian language within the home. One of them said, "Sometimes
I feel that I am losing control of the Russian language with my children because
of the influence of Arabic on them at school and with their friends.”

As regards the challenges faced by Jordanian parents, some of them
reported difficulty using the Russian language with their children due to their
limited proficiency. One parent explained, "I understand some Russian, but I
cannot speak it fluently, so my participation in the dialogue is limited to simple
words only."

As for the impact of language in preserving identity and cultural
belonging, Russian mothers emphasized the importance of maintaining
the Russian language as a means of preserving their children's cultural identity.
As one of mother said, "I consider the Russian language an important part of
our identity, and I want my children to feel connected to our culture even if
they live in a different country."

Regarding cultural belonging and social interactions, some participants
talked about the difficulties children face in interacting with other children from
different cultural backgrounds due to the mixture of languages. One mother
said, "Sometimes my children feel confused when talking to their peers who do
not speak Russian, and they prefer to speak Arabic so that they feel like they
are part of the group."

As for the impact of bilingualism on family relationships, some
participants reported that using two languages at home affected their daily
interactions. “Russian gives me the opportunity to talk to my children more
deeply about our culture, but ultimately we use Arabic more in everyday
conversations,” said one mother. The data showed that children in bilingual
families tend to use both languages in different ways depending on the context,
preferring to speak Arabic with their fathers in everyday situations, while
speaking Russian with their mothers. This pattern of language use reflects
the role of each language in family relationships and different social contexts.

In the literature on bilingualism, it is clear that children in families with
multiple linguistic backgrounds usually choose the appropriate language based

on social and emotional situations, relying on the cultural values associated
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with each language (Fishman, 2001). In the context of the relationship
between children and parents, most families treat Arabic as the primary
language of communication in social situations, given that it is the local and
dominant language in the community (Makoni & Pennycook, 2007). As for
the relationship between children and mothers, it was found that Russian is
often the preferred means of communication, as is the case in many families
that are keen to preserve the mother tongue as part of their cultural identity
(De Houwer, 2009).

One child noted in his language diary: “I speak Arabic with my father
and with my friends at school, but with my mother, I sometimes mix Arabic
and Russian.” This statement reflects the social and cultural influences that
bilingualism imposes on children, as they choose the most appropriate
language for each context based on the social and cognitive expectations that
are formed in their environment. Based on the theoretical framework of code-
switching, this study predicts that speakers are likely to take Arabic as
the matrix (frame) language, providing the grammatical structure, while
embedding Russian lexical items within Arabic structures, as suggested by
Myers-Scotton’s (1993) Matrix Language-Frame Model. Additionally, according
to the Communication Accommodation Theory (Giles, 1977), it is expected that
code-switching will also depend on the context, with speakers adjusting their
language choices based on social interactions, converging to accommodate
interlocutors or diverging to express distinctiveness. The Markedness Model
(Myers-Scotton, 1993) further supports the prediction that speakers will switch
codes strategically to reflect social intentions, choosing either marked or
unmarked language forms depending on the communicative context.

The data revealed that speakers predominantly used Arabic as
the matrix language, with Russian lexical items embedded within Arabic
grammatical structures, aligning with Myers-Scotton’s (1993) Matrix
Language-Frame Model. This pattern was evident across various interactions,
supporting the initial prediction that Arabic would serve as the primary
grammatical framework while Russian elements were inserted lexically.

Furthermore, the data demonstrated that code-switching varied
depending on social context, consistent with Giles’s (1977) Communication

Accommodation Theory. Speakers were observed to switch codes in response
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to their interlocutors, converging by incorporating more Russian terms when
interacting with Russian speakers or those familiar with Russian culture, and
diverging by maintaining Arabic dominance when addressing Arabic-speaking
audiences.

Additionally, the Markedness Model (Myers-Scotton, 1993) was
reflected in the data, as participants strategically used code-switching to signal
social intentions. For example, the use of Russian terms in Arabic sentences
often indicated prestige, modernity, or affiliation with Russian culture, while
maintaining Arabic signaled a stronger connection to local identity. Thus,
the results fulfilled the initial predictions, highlighting the interplay of linguistic
structure and social context in Arabic-Russian code-switching.

Some children reported that they use code-switching when speaking
with their parents in certain situations, such as asking for something or
discussing a complex topic. One said, "Sometimes I start a sentence in Arabic,
but I end it in Russian, because some Russian words are easier to express.”
Some parents also indicated that they use Russian words in some situations,
such as simple commands or emotional expressions, with one mother saying,
"I always say (gaean) to my children when I want them to hurry, even when I
speak to them in Arabic.”

The data showed that families had different levels of language
proficiency, which led to communication challenges. Some Russian mothers
had difficulty expressing their feelings and thoughts to their children due to
their limited Arabic vocabulary, with one participant saying, “I sometimes feel
like I can't fully explain my feelings to my children because I don’t have enough
Arabic vocabulary.” In contrast, some children reported difficulties interacting
with their Russian relatives while visiting Russia, with one child saying, “When
we visit Russia, I don’t understand everything my grandparents say because I
don’t use Russian very often.”

The interviews also showed that some couples preferred to speak in
the language they were most comfortable with, which sometimes led to
misunderstandings due to varying proficiency. For example, one father said
that he sometimes had to rephrase his words so that his Russian wife could
understand him, while another mother said that she relied on her eldest son to
translate between family members. These examples reflect the language gap
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within bilingual families, and show how differences in proficiency levels are not
limited to communication difficulties only, but extend to affect family
relationships and the roles of individuals in them, confirming the study’s
expectations about the diversity of language use among individuals based on
their proficiency and the communication context. The results indicate that
bilingualism has both positive and negative effects on the formation of
children’s cultural identity, with some children experiencing dual affiliation,
while others lean toward a single cultural identity. For example, one child
stated, “I feel more Jordanian because I live here and speak Arabic all
the time,” indicating the influence of the surrounding environment on cultural
identity. In the other side, another child expressed a strong connection to
Russian culture, saying, “I like being part of both cultures, but I feel Russian
when I'm with my mom and her family" which might suggest that maternal
influence plays a crucial role in maintaining cultural ties.

To explore these identity patterns further, children aged 8 to 12, with
varying levels of language proficiency, were asked to draw their typical day,
indicating whom they communicate with and in what language. They were also
asked to illustrate their vacation time, identifying their interactions and
the language used. Data analysis revealed that children who spent more time
with their Russian-speaking mothers and visited Russia frequently
demonstrated a stronger attachment to Russian culture, whereas those more
immersed in Jordanian society and Arabic-dominant settings identified more
closely with Jordanian culture.

Regarding heritage language status, the mothers can be considered
native Russian speakers, but their proficiency in Arabic varies. The children,
however, can be classified as heritage speakers of Russian, as they acquire it
at home from their mothers but do not necessarily use it as their dominant
language in social and educational settings. Their Russian proficiency depends
on the extent of exposure and practice, with some maintaining strong bilingual
abilities and others showing signs of language attrition due to Arabic dominance
in their daily lives. For example, one girl said, “I love being part of both
cultures, but I feel Russian when I'm with my mother and her family.”

The results showed that bilingualism affects the nature of family

relationships in different ways. Some parents indicated that the language
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difference can sometimes cause misunderstandings between spouses, with one
saying, “Sometimes there are misunderstandings between me and my wife
because some words have different meanings in our cultures.” Some children
also indicated that language serves as a bridge to communication with both
sides of the family, with one participant saying, “I like that I can speak Arabic
with my dad’s family and Russian with my mom’s family. I feel like I'm part of
both worlds.”

Based on these results, it can be said that bilingualism within
Jordanian-Russian families is a complex experience that is affected by several
factors, such as each individual’s level of proficiency in both languages, daily
interaction patterns, and cultural orientations. The study showed that
bilingualism is not just a means of communication, but rather an important
element in shaping identity, belonging, and family interaction.

These results emphasize the importance of providing a supportive
environment that helps children develop their skills in both languages, taking
into account the challenges that may arise as a result of linguistic variation
within the family. The study also recommends the need to enhance parents’
understanding of the impact of bilingualism on their children, and to encourage
educational methods that balance the two languages in order to preserve

cultural heritage and enhance effective communication within the family.

Discussion

This study revealed the complexities of bilingualism within Jordanian-
Russian families. Data collected through interviews, participant observation,
and language diaries showed that the experience of living in a bilingual
environment goes beyond the use of two different languages to its profound
impact on family relationships, cultural identity, and everyday social
interaction. While some participants believed that multilingualism was
an advantage that gave children the opportunity to acquire broad language
skills and enhance their cultural understanding, others felt that it could lead to
difficulties in communicating and adapting within the wider community,
especially when there was a disparity in the proficiency of the two languages

among family members.
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One striking aspect that emerged from the analysis was the difference
in the use of the two languages within the family. It was found that children
tended to use Arabic at school and with friends, while they relied on Russian to
communicate with their mother, making Arabic the language of the public
sphere and Russian the language of the private sphere within the home.
However, this pattern was not consistent, as some children were observed to
prefer speaking Arabic even to their Russian mothers, raising questions about
the ability of a non-Arab parent to maintain their mother tongue in an Arabic-
dominant environment.

The results indicated that inter-sentential code-switching dominated,
as children frequently switched between Arabic and Russian within the same
sentence, particularly when expressing complex concepts. For example, one
child mentioned starting a sentence in Arabic and finishing it in Russian due to
the perceived depth of meaning certain words carry in each language.
Additionally, situational code-switching was evident, as children adapted their
language use to match their parents’ proficiency levels, often switching
languages to ensure better understanding within the family context. As for
the Jordanian fathers, they used this approach in specific situations such as
joking, expressing feelings of affection, or giving quick instructions, reflecting
the dynamic nature of communication within these families.

Although many participants saw multilingualism as an advantage,
the challenges it posed were clear. Some Russian mothers expressed
frustration at feeling unable to clearly communicate their feelings to their
children due to their poor command of the Arabic language. The children
themselves also had difficulty communicating with extended family members
on the Russian side, especially grandparents who did not speak Arabic. This
created a communication gap that affected the depth of the relationship
between different generations within the family, as one child said: I love my
grandparents, but when we visit them, I don’t understand much of what they
say, so I stay silent most of the time.”

An important theme extracted from the data was the role of language
in shaping cultural identity. The study showed that some children felt a strong
sense of belonging to Jordanian culture, especially since they live in
a predominantly Arab environment, while others felt that they had a dual
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identity, seeing themselves as part of both Russian and Jordanian cultures.
This division was evident in the children’s language diaries, as one child wrote:
"I am Jordanian because I live here, but when I speak Russian with my mother,
I feel like a slightly different person.” On the other hand, some children
indicated that they face a kind of confusion in determining their identity, as
they do not feel a complete belonging to either culture, indicating that
bilingualism may create a state of cultural alienation for some individuals.

With regard to family relationships, it was found that the difference in
language level between spouses may sometimes lead to misunderstandings,
especially when the father’s Russian is weak, or when the mother’s Arabic is
not proficient. Some spouses indicated that this affects the way they express
their feelings, as one participant said: “I sometimes feel that I cannot
accurately communicate my thoughts to my husband, because he does not
understand all the details that I try to explain in Russian.” Conversely, some
spouses indicated that this linguistic difference has enhanced their new ways
of communicating based on non-verbal expression, gestures, and everyday
situations that help them understand each other without the need for many
words.

In addition to its impact on marital relationships, the study revealed
that bilingualism has direct effects on the relationship between parents and
children. In some cases, the weakness of one of the two languages in one of
the parents reduced the opportunities for emotional communication between
him and his children, which made the relationship between the child and the
parent who speaks his language fluently stronger and more open. Some
Russian mothers also expressed their concern that their children might move
away from their original culture due to the influence of the surrounding
environment that promotes the use of Arabic at the expense of Russian.

On the other hand, the participant observation revealed that language
was not the only factor affecting family dynamics, but that the socio-economic
context also played a role. Some families living in conservative Jordanian
communities faced greater challenges in maintaining the Russian language,
compared to families living in more open and culturally diverse environments.
Moreover, families with educational resources that supported the teaching of

Russian, such as books, films, and regular trips to Russia, were able to promote
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bilingualism more effectively than families without such resources.

Based on these findings, it is clear that bilingualism within Jordanian-
Russian families is not just a linguistic issue, but rather a complex experience
that affects identity, belonging, and family relationships. Despite
the challenges that accompany this phenomenon, there are significant
opportunities that can be exploited to support children in developing their
linguistic and cultural skills. Therefore, educational programs directed at
bilingual families, in addition to community initiatives that support cultural
diversity, can contribute to creating an environment that helps children achieve
a balance between the two languages and cultures, which enhances their sense
of belonging and communication within and outside the family.

Finally, this study confirms that bilingualism within the family is not
just a linguistic condition, but rather a social and cultural phenomenon with
multiple dimensions, which requires further research to understand its long-
term effects. The biggest challenge may be how to achieve a balance that
allows children to benefit from both languages, without feeling pressured to

choose one cultural identity over the other.

Conclusion

This study shows that bilingualism within Jordanian-Russian families is
not merely a linguistic phenomenon, but a complex experience in which
cultural, social, and psychological factors intertwine—profoundly influencing
family relationships and the formation of identity and belonging. By analyzing
the linguistic patterns within these families, it becomes clear that language is
not only a tool for communication, but also a means of reshaping family ties
and negotiating multiple cultural identities within an environment where
the Arab and Russian heritages are mixed. The nature of the use of Arabic and
Russian in these families varies according to a set of factors, including
the extent to which each individual is proficient in the other’s language,
the influence of the social environment, and the extent to which the parents
are determined to pass on their language and culture to the new generations.

A striking aspect of the study is that children often find themselves in

a flexible linguistic situation that allows them to move between the two
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languages according to the context and the person they are speaking to, which
makes them adopt a variety of linguistic strategies ranging from code-switching
and mixing vocabulary from the two languages to choosing one language over
the other based on the situation. Although some children show the ability to
speak both languages easily, others face challenges related to the imbalance
in their proficiency in both languages, which may have an impact on their
communication with a parent or with extended family members in the other
country. In addition, the child’s surrounding environment plays a major role in
shaping his or her language usage patterns, as children are influenced by
the requirements of the school community, their peers and colleagues more
than they are influenced by the parents’ desire to promote a particular
language at home.

Perhaps one of the most prominent challenges facing these families is
finding a balance between preserving the Russian language and culture, on the
one hand, and integrating into Jordanian society, on the other—a tension that
prompts some families to adopt educational strategies aimed at promoting
bilingualism in their children. However, these efforts sometimes face practical
difficulties related to the availability of educational resources, such as schools
that support the learning of both languages in a balanced manner, or
the presence of a social environment that encourages the child to practice
the Russian language outside the family setting. Some children also express
feelings of confusion in determining their cultural identity, as some feel
a stronger sense of belonging to the Arab culture as a result of living in Jordan
and daily interaction in the Arabic language, while others see themselves as
closer to the Russian culture due to the family and emotional ties that connect
them to their mothers and relatives in Russia. This state of cultural hesitation
may lead to situations that require the child to provide continuous explanations
of their belonging or justify their use of the two languages in front of others,
especially in light of the presence of social expectations that may tend to favor
one language over the other.

In the same context, the impact of bilingualism on relationships
between parents cannot be overlooked, as it requires each party to make an
additional effort to understand the language and culture of the other, especially

in cases of mixed marriages in which one partner is less familiar with the other's

-82 -



BILINGUALISM IN THE JORDANIAN-RUSSIAN FAMILY RESIDING IN JORDAN AND
ITS IMPACT ON COMMUNICATION BETWEEN ITS MEMBERS

language. Although some couples find in this linguistic diversity an opportunity
to enrich their personal experience and learn about a different culture, some
face challenges related to linguistic misunderstandings or cultural differences
in expression and communication patterns, which may affect the level of
understanding between spouses and the way children are raised. Grandparents
and relatives from the Russian side often find it difficult to communicate with
grandchildren who grew up in a predominantly Arab environment, which can
sometimes lead to some family members feeling emotionally distant due to
language barriers.

This study also reflects that language is not only a tool for
communication but a key element in building social relationships and enhancing
a sense of belonging. For many mothers, Russian is a means of conveying their
culture and values to their children, while some Jordanian fathers see Arabic
as the primary link between them and their children. While some children try
to benefit from their bilingualism by moving between them easily, others find
themselves in a situation that requires them to justify their linguistic choices
or face social pressures that urge them to prefer one language over the other.
This, in turn, raises important questions about the future of these families and
the ability of the new generation to maintain a linguistic and cultural balance
that ensures they benefit from their linguistic heritage without feeling
the burden of difference or the need to prefer one aspect of their identity over
the other.

Based on these results, it can be said that bilingualism in Jordanian-
Russian families represents a unique experience with multiple dimensions that
go beyond merely possessing two languages, where cultural, social and
psychological factors intertwine to form a complex reality that requires
thoughtful strategies to support children and enable them to benefit from this
linguistic diversity without it being a source of anxiety or distraction to their
identity. Therefore, promoting an educational environment that allows the child
to practice both languages freely and provides them with resources to develop
in both languages in a balanced manner is essential to preserving this linguistic

and cultural heritage in a positive and sustainable way.
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DVIKALBvYSTI-E JORDANIJOJE GYVENANCIU JORDANIECIUY IR
RUSUY MISRIOSE SEIMOSE IR JOS POVEIKIS NARIUY
BENDRAVIMUI

Anotacija. Siame tyrime nagrinéjama dvikalbyste Jordanijoje - migriose jordaniediy ir
rusy Seimose; daugiausia démesio skiriama dvikalbystés poveikiui, sgveikai, kulttriniam
identitetui ir kasdieniam bendravimui. Taikant kokybinj metoda - interviu, dalyviy
stebéjimg ir kalbos dienorascius - iSanalizuoti kalbos vartojimo Seimoje modeliai.
Rezultatai parodé, kad dazniausiai pasitaikanti strategija buvo sakinio kody kaita, kai
vaikai tame paciame sakinyje kaitaliojo araby ir rusy kalbas. Si strategija dera su
EkvivalentiSkumo apribojimo teorija, teigiancia, kad kody kaita vyksta ten, kur abiejy
kalby gramatinés struktliros sutampa. Pavyzdziui, vaikas pradéjo sakinj araby kalba, o
baigé rusy kalba dél to, kad tam tikri ZodZiai abiejose kalbose turi gilesne prasme. Be to,
buvo pastebétas situacinis kody, keitimas, kai vaikai pritaiké savo kalbg atsizvelgdami |
konteksta, ypal derindamiesi prie skirtingo tévy kalbos mokéjimo lygio; tai atspindi
Komunikacijos pritaikymo teorijg. Tyrimu taip pat nustatyta, kad dvikalbyste daro didele
jtaka vaiky kultdrinio tapatumo formavimuisi: vieni vaikai iSsiugdo dvigubg tapatuma,
kiti yra linke iSlaikyti vieng kultlrinj tapatuma. Pavyzdziui, vaikai, gyvenantys
visuomenéje ir aplinkoje, kurioje dominuoja araby kalba, labiau tapatinosi su Jordanijos
kultlira, o vaikai, kuriy rysiai su rusakalbémis motinomis buvo glaudesni ir kurie daznai
lankési Rusijoje, palaiké glaudesnj rysj su rusy kultlra. Tyrime pabréziami isStkiai, su
kuriais susiduria rusakalbés motinos, norédamos islaikyti gimtaja kalbg namuose, bet
suprasdamos dvikalbystei palankios aplinkos svarbg. Straipsnio autoriai rekomenduoja
iSsamiau aiskinti tévams apie dvikalbystés poveikj jy vaikams, skatinti subalansuotus
ugdymo metodus, skirtus integruotam kalbos plétojimui, ir kurti Svietimo isteklius,
padedancius Jordanijoje mokytis rusy kalbos kartu su araby kalba.

Pagrindinés savokos: dvikalbysté; jordanieciy ir rusy Seimos; kultdrinis tapatumas;
sqveika Seimoje; kalby kaita.
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A PRISM OF IDENTITIES IN MOTION:
LANGUAGE ATTITUDES AND SELF-
REFLECTION IN IMMIGRANT WOMEN
THROUGH THE LITHUANIAN LANGUAGE

Abstract. Whilst the social integration and sociolinguistic state of Lithuania’s largest
national and ethnic minorities have received considerable academic attention in recent
decades, studies on first-generation adult immigrants from all over the world have
primarily discussed their challenges, motivations, and attitudes towards the Lithuanian
language or learning it. However, a holistic investigation into first-generation adult
immigrants’ self-reflection on their migration story, identity development, and
interpersonal relationships through the Lithuanian language is currently overlooked.
The article aims to explore language attitudes and identity as intertwined elements in
first-generation adult immigrants’ understanding of themselves and Lithuanian society.
Ten first-generation adult immigrant women were recruited for a pilot study and
completed a questionnaire consisting of four sections: personal biography, language
repertoire, Lithuanian language learning, and identity in transformation. Then, they
participated in semi-structured interviews to share memories and future projections.
Language attitudes are discussed in the article following the theoretical framework of
three dimensions: cognitive, affective, and behavioral attitudes. The data show that
the Lithuanian language is necessary to feel integrated and show respect to the country,
however, the process of reevaluation of identity requires not only the learner’s efforts
but also the encouragement of a supportive network of peers and relatives. Overall
attitudes are positive, and learning Lithuanian, together with codifying cultural
constructs, helps achieve the women'’s feeling of personal independence to function in
society as active citizens, not as temporary guests. Experiences with the COVID-19
outbreak, the importance of using digital learning tools, and the role of the acquired
family are some of the factors influencing the development of new identities that
emerged as a result of the research.

Keywords: identity; language attitudes; Lithuanian language; migration; oral
narratives.

Literature Review

The societal structure of Lithuania, as any other multicultural nation,

encompasses the country's major national group, other smaller national
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minorities, and immigrants; the composition is the result of socio-economic
developments in Lithuania since the restoration of its independence established
in 1990. According to the latest published governmental statistics of
the 2021 Population and Housing Census, 15.4% of the population in Lithuania
is not ethnically Lithuanian (Statistics Dissemination and Communication
Division of Statistics Lithuania, 2021). When examining the ethnic makeup of
the population, among the largest historically ethnic minorities are Poles,
Russians, Belarusians, and Ukrainians. Furthermore, around 16,200 “people of
other ethnicities” (p. 13) dominate the lower end of the results. Although
the final figures may be the results of incomplete information or irrelevant for
public disclosure, they signify a considerable number of individuals whose
ethnic identity or nationality remains unknown. The missing information,
consequently, challenges the study of immigrants’ integration and language
learning, and a potential societal change in Lithuania is overlooked. The largest
national minority groups in Lithuania have been extensively investigated over
the past two decades from a sociological perspective, especially by
the Department of Ethnic Studies at the Institute of Sociology at the Lithuanian
Center for Social Sciences (see, for example, Ethnicity Studies by Pilinkaite-
Sotirovi¢ & Sliavaité, 2012) and from a (socio)linguistic perspective (see
the collective monographs Cities and Languages by Ramoniené, 2010, 2013).

The current situation of immigrants and refugees in Lithuania provides
a foundation for exploring the reasons of inbound mobility, immigration policies
and practices in the country, and in literature several studies explore related
topics. Despite the significant collection of data, primarily through surveying
and semi-structured interviews, participants seem to be mainly non-EU or with
refugee status. For instance, researchers have examined refugees in Lithuania
regarding their access to social assistance among women granted asylum
(Uzkuriené, 2008), their relation to health care in the host country (Bartusieng,
2011), perceived societal attitudes towards vulnerable Muslim women
(Jakuceviciené, 2022), and developed social networks through media
communities to seek help among Ukrainian women refugees after the Russian
invasion in 2022 (Pavlova et al., 2023). In the studies, the relationship between
the refugees and the host country was analyzed; nonetheless, an investigation
into personal stories within a case study engaging a diverse group of immigrant
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people is needed to broaden the discussion on immigrants in Lithuania.
As outlined previously, studies on immigrants in Lithuania primarily focused on
the social conditions of refugees; however, some insights into Lithuanian
language learning were also provided. In a 2009 research on non-EU
immigrants, half of the respondents reported that they did not comprehend
Lithuanian, yet they were aware of possible negative reactions from the society,
as they lacked language skills (Beresnevicitté et al., 2009). In the case of
Russian and Afghan refugees, the Lithuanian language was described as
difficult due to its complex grammar and, unfortunately, the one-year
integration program at the municipalities was insufficient for learning
the national language well enough to seek and obtain better financial
opportunities in the country (Muravina, 2012). Other studies, involving both
students learning Lithuanian and adults found that (socio)linguistic competence
and personal motivation play a key role (Kub$ & Michatowska-Kubs, 2020;
Ramonaité, 2020; Zygmantas, 2011). Non-native Lithuanian speakers in
Kaunas showed positive attitudes towards the Lithuanian language, seeing it
as useful for work and social interaction (Urbaityté, 2018). However,
immigrants living in Vilnius and Klaipéda counties did not perceive Lithuanian
as necessary compared to Russian or English, and they only began to speak
and appreciate it when they wanted to feel part of society (Ramonaite in Hilbig
et al., 2023). While previous studies have explored motivation, ethnicity, and
language learning, limited scholarly attention has been given to adult
immigrants’ understanding of the self in migration through the Lithuanian
language. Therefore, this article addresses the following research question:
Which topics related to their identities do first-generation adult immigrants find
relevant when reflecting on their migration experience and their encounter with

the Lithuanian language?

Language Attitudes in Sociolinguistics

Considered the father of sociolinguistics, William Labov suggested in
the early 1970s that research should move beyond assessing linguistic
performance alone to investigating linguistic competence, stressing

the importance of speakers’ experiences in the learning process and in social
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contexts (Labov, 1972). An effective framework to analyze the experience of
language learners or speakers is by measuring their language attitudes.
As stated by Garrett (2010), language attitudes can be defined as the
perception and opinion on a language or its features and are traditionally
categorized into three components: cognitive (the beliefs system), affective
(emotions), and behavioral (practical actions). When analyzing the three
aspects, similarities shall not be predicted to agree, as actions may differ from
thoughts and vice versa. In this article, direct measures such as a written
questionnaire and oral narratives collected through semi-structured interviews
were coded based on four parts presented in the next chapter. In sociological
and sociolinguistic research, oral narratives and biographies support self-
reflexivity and reveal interesting aspects of immigrants’ identities. As per
Pavlenko and Blackledge (2004), identities are the way people categorize
themselves, and through oral interaction, identities are positioned, and thus
negotiated. Indeed, working with language attitudes involves working with
people, and researchers shall consider selecting the most appropriate
strategies, which limit the observer’s paradox in the data collection and
analysis processes. It is important to emphasize that researchers must be
aware that they may have potential influence not only during data collection
but also in the interpretation of data, where unconscious bias may lead to
interpretations aligned with the desired outcomes. In this study, the author—
herself an immigrant—was aware of this challenge and drew on personal
experience to contextualize the questions and discuss real-life problems.
The narratives were coded and summarized analytically as discussed in

the next chapter.

Methodological Framework

The article aims to discuss the identity of ten first-generation
immigrant women living in Lithuania. The data presented are the results of
a pilot test conducted to assess the reliability of a methodological design, and
it was launched in spring 2023. Sampling the population started with
the author’s network, but it also attracted additional participants who joined

the study through calls disseminated via online social networks. Developing
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a questionnaire for descriptive statistics, completing the interviews for
qualitative analysis, and transcribing the data took approximately four months.
The online questionnaire in English presented around 60 open, closed, and
Likert-scale questions covering four parts: personal biography, language
repertoire, Lithuanian language learning, and identity in transformation.
Around 8 hours of semi-structured interviews in English were digitally recorded
and transcribed following an adaptation of the Lancaster Spoken Language
Transcription Guidelines (Gablasova et al.,, 2019) with added metadata,
including ethnographic notes from observing the interview setting, and
personal impressions from the author. The interviews were designed to position
the interviewee within an imaginative timeline of memories and future
projections. The transcribed texts underwent a content-based analytical
approach, in which coding was employed to identify and summarize themes
relevant to the research question.

The responses related to Lithuanian language learning shed light on
immigrants’ language attitudes, whilst the remaining responses contribute to
the narrative of each immigrant’s perception of the self. It is assumed that
different levels and uses of the language, together with their attitudes, can
enrich the sociolinguistic analysis of contemporary Lithuania and broaden
the discussion of identity change in migration. In selecting participants,
individuals born or raised in Lithuania and belonging to national minorities in
the country— whose identities have been vastly covered in literature—were
deliberately excluded. Instead, the study involved immigrants from countries
within and beyond Europe. All respondents provided written consent to be
recorded and to have their stories disseminated with accurate anonymization
and guaranteed confidentiality.

Results and Discussion

The following section presents data extracted both from
the questionnaire and the semi-structured interviews. As shown in Table 1, all
participants self-identified as women and were biologically female, yet
the group is varied in age (between 29 and 61 years), country of origin (Egypt,
Germany, India, Italy, Japan, Mexico, Peru, Turkey, Ukraine, U.S.) years spent
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in Lithuania (between 2015 and 2023) and self-reported Lithuanian language
competence (basic, independent, fluent). They moved to Lithuania after
the country’s accession to the European Union in 2004, do not have any
Lithuanian origin, and might have visited Lithuania before it adopted the Euro
in 2015, but eventually settled down after that. Out of 10 women, 5 are in
a relationship with a Lithuanian male partner, 1 has a newborn child, and
2 have grown-up children with a non-Lithuanian partner. Their language
repertoire is worth noting: they all share an incredible bilingual or multilingual
background. Within this plurality of languages, Lithuanian is the latest language
they have learned or are immersed in. As reported in the questionnaire, on
average, they started to learn the Lithuanian language as soon as they moved
to the country and the learning process lasted between 1 and 8 years. For half
of the group, Lithuania is the first country to relocate abroad, whilst the other
half has already experienced living abroad between 2 and 4 vyears.
The participants are listed in Table 1 in chronological order according to their

year of relocation in Lithuania.

Table 1
Biographical Data about the Participants N=10
L f of
pelccted] I'.it:‘:an‘:an
Pseudonym  Age  Civil status Child CoU"Ery of L1 Lz Lz TErer el Ehpeld language
origin arrival  the first  residency =
23 reported,
Himari 33 Single - Japan Japznese  English Spanish, 2015 Mo Kaunas Basic
German
- Spanich,
Olivia gy Marmiedtos 1 U.S. Enalish French  Russian, 2015 Yes Kaunas Independent
Lithuanian
German
Maria 31 single - Ukraine  Ukrzinian  English RI“t':Ti'::' 2018 Yes Kaunas Fluant
Sofia 45 Mamedtos o, Mexico Spanish English French 2018 N Kaunas Basic
Mexican
Aya 28 Single - Egypt Arabic English French 2018 Yes Kaunas Independent
Bhavika gg Mariedtos - India Tamil, English 2019 Yes Kaunas Basic
Lithuznian Hindi
Married to = "
Zeynep 3z [ Turkey  Turkish English 2019 No Vilnius  Independent
Rosa 25 Mariedtos - Paru Spanish English French, 2020 No Kaunas Fluant
Lithusnian Japanese
Partnered
Klara 33 vith = 1t Germany German  English 2021 No vilnius Basic
Lithuznian
Vittoria 61 Married to - Ttaly Ttalizn English 2022 es Kaunas Basic

an Italian

Language Use and Attitudes towards the Lithuanian Language

All women have higher education or a university degree and are fluent

in between two and four languages, excluding Lithuanian. They are all
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employed in the private or public sector, except for Olivia, who is a retiree, and
Vittoria, who is a freelancer. As shown in Table 1, a significant factor can be
observed: despite similar years of arrival or age, various levels of Lithuanian
are achieved. A longer period lived in Lithuania does not guarantee an extended
time dedicated to learning the language. Some women who have been living
in Lithuania for a short period seem to have reached a higher proficiency level
than those who moved before. Having a rich multilingual background and
linguistic sensibility seems to be a catalyst to acquiring Lithuanian easily. Maria,
Aya, Rosa, Olivia, and Zeynep, whose language proficiency ranges from
independent to fluent demonstrated enthusiasm for speaking foreign languages
and showed comparison examples during the interview. Among all, Zeynep is
the only respondent having a negative attitude towards Lithuanian, as she
dislikes its grammar and does not see any positive applications of the language
in the global economy.

The women’s L1 serves as a communicative bridge to stay in contact
with the family of origin (80%) yet, none of them rarely use it regularly in
education, local cultural activities, or in governmental institutions and public
administration in Lithuania. Very often or sometimes, L1 turns into a passive
activity of using social media, blogs, online podcasts (80%) and reading online
or paper magazines/newspapers (60%). L2, mainly indicated as English,
connects them with neighbors and friends (80%), it is used at work (90%), in
education (60%), during cultural activities (80%) and helps them navigate the
public administration (60%). The languages listed under L3 are limited in their
use and, similar to L1, serve as a passive tool for personal hobbies, following
the news, or social media. From the perspective of maintaining one’s L1,
the risk of not actively practicing it and replacing it with English or Lithuanian
may lead not only to a potential /language attrition or loss, but also to
disconnection from their cultural identity, which may already be influenced by
their lifestyle in the host country. As shown in Figure 1, on average, most of
the respondents have positive attitudes towards Lithuanian, as they find it both
useful (cognitive dimension) and beautiful (emotional dimension). As for its
application, results show contrasting trends: Lithuanian is not easy (behavioral
dimension), which confirms the results presented in previous investigations
(Kub$ & Michatowska-Kubs, 2020; Ramonaité, 2020; Zygmantas, 2011). Those
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two women who agree or partially agree that Lithuanian is easy are language
lovers with a major in education or linguistics, and it is thought that their
comment may be the result of having developed learning strategies to
overcome second language acquisition challenges.

All the respondents who live in Kaunas, a city whose Lithuanian ethnic
composition is around 96.2%, acknowledge the usefulness of the Lithuanian
language. where immigrants may find themselves in circumstances requiring
exclusive communication in Lithuanian. As a result, they are often encouraged
to learn the language and use it regularly. However, doubts come from
the respondents living in Vilnius, a more multicultural and multilingual city with
around 70.4% of Lithuanian population and a higher percentage of other
ethnicities, such as Poles, Russians, and Belarusians. Considering that
the Lithuanian capital city has a more heterogeneous society, the preference
of English or Russian as lingua franca may prevail over Lithuanian. Such
phenomenon can be observed in Vilnius and Klaipéda counties, where some
immigrants might prioritize English or Russian while only acquiring a basic
variety of Lithuanian to meet their practical needs (Ramonaité, 2020).

Figure 1

Attitudes towards the Lithuanian Language

Lithuanian is...

-
0 2 4 6 8 1

useful

0 12

m] agree I partially agree
m Neither agree nor disagree m I partially disagree
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Learning the Lithuanian Language

The process of learning Lithuanian does not begin at the same time for
everyone. Some women, in preparation for their move to Lithuania, started to
learn basic words either independently or with the help of their Lithuanian
partner. When examining immigrants’ attitudes towards the Lithuanian
language, it is fundamental to recognize that their first encounter with
the language may not necessarily begin once they migrate to the host country;
it could begin prior to their arrival in the host country. However, as far as active
learning is concerned, women decided to attend courses after settling down in
Lithuania. When looking for Lithuanian language courses, they found formal
classes, usually held by recognized language institutes or professional and
qualified instructors trained at the university, and informal learning solutions
with either language specialists or volunteers adopting a peer-to-peer
approach. Professional instructors are considered a key to guaranteed learning
and engagement in small groups or one-to-one classes, as they know how to

organize lectures and use relevant learning resources:

I was happy because we were really lucky because this teacher was
a real teacher <unclear> with proper education because some of my
friends who went according to this volunteering program to other
countries they faced another experience, for example, they had classes
of course of the local language, but the teachers were volunteers like,
I mean usual people who just helped foreigners to learn local language,

and we in Kaunas, we had a real professional teacher. (Maria, Ukraine)

Yes, one-to-one teacher, but not for like a three months less than three
months. And not every day. [...] Some printed out forms and yeah, it
was based on a book. [...] Yeah, it was hard for me, you know, because

it was hard as we were getting involved in the language. (Sofia, Mexico)

Instead, volunteers may not have enough resources to manage free
classes, and quality is influenced by factors such as the number of students or

lack of training:
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I went to course, but it was very crowded not much attention. [...] we
were twenty-twenty people around something like that and you know
in language courses you need to practice you need to have time you
need to speak, teacher has to listen you something - something but we
didn't have chance. [...] it was face to face at the beginning then they
turn to online and especially online I lost my interest you know.

(Zeynep, Turkey)

Amateur tutoring presents similar challenges. Language exchanges or
local friends involved in explaining complex grammar rules of the language can
be appealing, but being a native speaker does not imply excelling in linguistic

skills, nor does it mean replacing a language teacher:

Well, I asked maybe. Two or three friends to do so, and then we had
the three-or four-times lessons in total, like for each person, but those
kind of informal tutoring problems were. And like the Jack of
the knowledge like, because even they could manage Lithuanian
language, it was very hard for them like to explain why and how that

the grammar goes so. (Himari, Japan)

Mediatization in Learner-Oriented Language Teaching

Lithuanian is one of the most recent languages they have learned,
which means that a more modern and learner-oriented teaching could have
been adopted. For example, in the last 5 years, songs and videos have mainly
been used in language teaching, and they seem to have been positively

appreciated:

...she was taking us to these like sides of like the city and explaining to
us that this is called an <foreign=alija> [aléja; avenue], this is called
<foreign=skveres> [skveras; square]. So, the class was not all
the time theoretical. 1t was like game-based and media-based and that
has kind of facilitated the learning experience for us. [..] more

interactive way and that has introduced the language for me as a kind
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of a mean of communication rather than a theoretical language that I

have to pass a test for you know, yeah. (Aya, Egypt)

It was always-always interactive classes with many with a lot of
practice. Always interactive with listening Lithuanian music, Lithuanian
songs, very interactive. And since we were only three people,
sometimes even two sometimes four huh, we were really happy to have
this full-full-full involvement and engagement, let's say. So, I'm-I'm

very happy about it. (Maria, Ukraine)

No, we actually did start face-to-face, but we had like three four classes
and then the lockdown came on. So, we continued online. [...] We had
some videos sometimes, but it was mainly theoretical. We were mainly
based on what the-the book lessons. [...] I also took some like private
classes also. But just speaking online as well. [...] She did use a lot of
like multimedia. [...] So, it-it was interesting because it was more
applied, there was more bits I would say of like current culture

Lithuanian culture and so on, so that that I really enjoyed. (Rosa, Peru)

On the other hand, reflecting on previous experiences from early 2010,
one woman struggled to learn the language properly, as the teacher failed to

provide clear explanations in a language that was understood by all:

Those classes were not really interactive, of course, like a teacher
always like a gave us some like a speaking task or practice. [...] And
one teacher was not speaking English very well and then I really did
not understand what she was trying to say, so I asked many questions
to my friends and then they helped me and also sometimes she

explains the grammar based on the Russian grammars. (Himari, Japan)

Some of the participants moved quite shortly before the COVID-19
pandemic outbreak, which set an additional challenge in early adaptation and
Lithuanian language learning. At that stage, it was challenging to learn

the language in an in-class environment and practice it naturally in a serene
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context conducive to integration. Online classes were soon available;

nevertheless, such solutions were not favorable. Bhavika and Zeynep say:

I did go for a three-week course out of which like one and a half week...
[...] SoI have downloaded all the videos, and I have not watched it yet.
As [...] but I feel like online class is something not for me. I could easily
drift off, put off my camera... [...] I don't think I am built for going to

an online class. (Bhavika, India)

You need high motivation and if it is online [...] I don't know I cannot

focus. (Zeynep, Turkey)

Solutions for Self-taught Learning of Lithuanian

Some women could not attend courses or find suitable solutions to their
needs. Under these circumstances, alternative strategies reflect their current
lifestyle and cognitive abilities, such as using textbooks, apps, or interacting

with people from their job or neighborhood:

I have no institutional language. Everything I've taught I've learned is
self-taught. [...] So, from books I do have quite a few books, but I have
never been to any Lithuanian classes. [...] to get out to the county does
not permit me, and especially at nighttime, does not permit me to be
able to go and participate in anything that would be productive. Most

classes that I've seen are like at five or seven o'clock. (Olivia, U.S.)

But language is something that I struggle with that I cannot learn from
books and theory. 1 think it would be something that I would like to
learn, very practical and not just have you know these. I did have these
words written down like alphabetically and like for a is as in Apple a is
an Ant like that it was in Lithuanian. (Bhavika, India)

[...] from the interviews, from the meeting with other people who were

speaking just Lithuanian, and I am listening to the to the people
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speaking. So, I understand some-some words. [...] Just a very simple
conversation I don't know, about coffee, about tea and for-for food or

with my neighbors about weather. (Vittoria, Italy)

I hear my partner speaking Lithuanian with my kid, and then it's why
I'm asking like, oh, what is this? What's this word? What does that
mean? Or something like that. So, I'm at least picking up like a few
words. [...] I was starting with an app which I, which I found that was
like kind of maybe-maybe that could be a thing because I can do it in
my own time. [...] Now I also often read books Lithuanian books to my
child sometimes I have like a book where you press the button and
then it's reading for you. So, I-I can read this with the lines. And then
I ask my partner what it means then I kind of you know, like, learn

how it's like pronounced different words. (Klara, Germany)

A Supportive Network is Key to Integration

Encouragement and motivation in learning come from several domains.
The priority of learning is for one’s personal development, which may be
justified by the surrounding environment. In one case, learning is seen as
an investment for the future, but in some job positions, Lithuanian is not

necessary.

But if we are going to stay for more years, I think I should be. Pushing
myself to improve. But the point is that I don't even work in
the environment that-that the people talking Lithuanian when that's
the other point. (Sofia, Mexico)

In another instance, colleagues are happy to interact in Lithuanian:

For me it was, probably the reason I learned the most Lithuanian was
because my coworkers pushed me to it. Which at the beginning I was
a bit shocked maybe about. Because, like, why are you talking to me
in Lithuanian, they know I'm a foreigner, right? But after that, I was

super thankful. (Rosa, Peru)
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Both the partner and family provide great support in language learning:

I mean, my husband does encourage me and from the very beginning
he was like the-the main like, oh, you should take classes and
<unclear> like look I saw this teacher and so on. (Rosa, Peru)

My partner is always encouraging me also, because like, he says, like,
oh, even when you say it, like in your funny accent or not the correct

way like people just appreciate that you try. (Klara, Germany)

But my parents-in-law, yes. [...] They every time I see them, which is
like twice a month, the least they have always been encouraging me
to speak in Lithuanian. They ask me questions in Lithuanian and if I'm
like, looking like deer in headlights, they translate it for me, so I

understand. (Bhavika, India)
Also, support comes from local friends:

Every, every, every friend, all my Lithuanian friends encourage me
every time, every time when we meet. [...] For example, one of my
friends he-he wrote a book in Lithuanian, and I was very happy to-to-
to-to buy his book and to read it and in Lithuanian and I mean for me
it's. [...] Like a big-a big step and also, I appreciate his-his artwork and
improve my Lithuanian. (Maria, Ukraine)

Even strangers can contribute to individual’s motivation:

Mother-in-law [...] and relatives [...] and neighbors, and the people
the most encouraging, honestly, most encouraging of me have been to
the women at <foreign= Silainiy turgus> [market at Silainiai district].
[...] They're always telling me how wonderful my Lithuanian is. And I'll
tell you the encouragement of those words keeps me going. Otherwise,

I would have gotten frustrated a long time ago. (Olivia, U.S.)

But when people find you like knowing some words, they encourage
you to, like, use the rest. So, for example, when I use to go to like

- 100 -



Angelica PECCINI

the <foreign=turgus> [market] instead of saying like <foreign=as
noréciau> [I would like] maybe <foreign=penki Simtai gramo> [penki
simtai gramy; five hundred grams] of something they just were telling
me like just say <foreign=puse kilo> [half a kilo]. (Aya, Egypt)

Based on their experience, they feel motivated to encourage others to
learn Lithuanian as well. Among a set of suggested inputs, the most selected
categories are friends (40%), partner and/or children (40%), foreign neighbors
(30%), course mates (10%), and colleagues (10%). As reported in
the questionnaire, women decided to learn Lithuanian for integration purposes,
particularly to enhance their social life (80%), respect and sense of curiosity
towards Lithuania (60%), better results at work (40%), better results in studies
(10%), to support their own child in educational institutions (10%), and to
function in society without relying on their partner’s assistance (10%). Those
women who have an unclear picture of their future life in Lithuania have basic
Lithuanian skills. Nevertheless, they know well what they should learn if they

decide to start learning soon:

Yeah, I will go one-to-one, but trying to get not theoretical things, I

will try to do more practical things that I need to learn. (Sofia, Mexico)

I-I think both classes in person and also some lessons online. And I
think it's important to-to listen some-some videos or some podcasts in

Lithuanian. But not now, in-in-in second step. (Vittoria, Italy)

Yeah, I found some like I am going to take an online class which will
be held during summertime this year because I have been interested
in the Lithuanian summer course, but usually like I spend time like to
work in Japan like during summer and then winter vacation. So, like I
really, I have missed to-to participate, but my friend told me like I could
take it online as well. And so, I applied for that. (Himari, Japan)

The (Socio)Linguistic Role of Lithuanian Partners

Half of the women’s group has a Lithuanian male partner, either

married to them or in a relationship. Except for the Turkish participant who met
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her husband in Lithuania, others moved to the country together; therefore,
love and family projects, among other reasons, motivated them to follow their
partners. The decision was taken positively, and for some women, the role of
the partner soon changed into a cultural and linguistic mediator to help them
navigate Lithuanian society. From family reunions to official documents,
the Lithuanian partner becomes a translator:

But I do not speak to my in-laws. It's always like them passing their
regards or when they come, they are speaking in Lithuanian and I'm

just like standing there and my husband translates. (Bhavika, India)

Additionally, partners could be in the position of correcting mistakes
like a language editor. For example, Zeynep’s husband corrects her Lithuanian
expressions, and she remembers vividly how she learned to use them properly

for the future:

One time sometimes my husband said to me <foreign=varyk varyk
varyk> [go!] and like go to-to kitchen something-something, one time
I said to <foreign=mociuté> [grandmother] <foreign=varyk varyk>
[go!] and everybody looked at me very weirdly because
<foreign=varyk> [go!] for saying animal for horse like go fast or
something like that in but in slang like street language you can say to
your friends something-something but not to <foreign=mociuté>
[grandmother], if you use <foreign=jus> [you] to somebody you
cannot say <foreign=varyk> [go!] so it was <foreign=mociuté>
[grandmother] looked at me like that and husband and
<foreign=mama> [mom] said you need to say like <foreign=einam>
[let’s go!] <foreign=ateisit> [you will come] something like that, not
<foreign=varyk> [go!]. It is very rude to say, and I felt embarrassed

that time, it was bad. (Zeynep, Turkey)

However, receiving corrections or help with Lithuanian does not happen
to many. Olivia wishes she could spend more time with her husband practicing

the language.
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. when he gets off the phone, he has no desire to listen to bad
Lithuanian. He wants me to speak. Say what I have to say and be done
with it. He will help me to a very limited degree, and I do try to talk to
him in Lithuanian. But when I start making mistakes, he'll tell me would

just-just say it in English, when he doesn't understand. (Olivia, U.S.)

Despite their efforts, taking on the responsibility to help their partner
learn the language can create tension within the relationship and it foster
psychological dependence on the Lithuanian partner. Such a habit may damage
any attempt at self-determination or ruin the well-being of the couple. Learning
Lithuanian and the country's customs represent a tool to gain independence
from the Lithuanian male partner. Rosa knows that well, in fact, she reports:

The being also dependent on my boyfriend or husband, the because of
the language barrier. I didn't understand how things work so. I had to
go back to. Okay. I'm depending on one person. It can be frustrating.
What tools do I need in order to regain my-my independence? [...]
Learn the language. Okay. First thing, first thing first, learn
the language. Get a job. Just feeling that if anything would happen, I
could still, you know, get through things by myself. (Rosa, Peru)

New Surnames as Strategies for Inclusion?

Lithuanian surname-taking is a fascinating linguistic practice in
the Indo-European language family. Married women can decide to keep their
maiden surname or register a new one, which consists of taking their husband’s
surname and traditionally adding the suffix -iené or -uviené (Ramoniené et al.,
2020). Additionally, the recent trend of adding a hyphen to the maiden
surname followed by the married one is widely accepted. Without a doubt, it
could lead to some misunderstandings internationally. For instance, in India,
a married woman’s surname should be identical to the husband’s one, without

any suffixes. As Bhavika says:

One of the things that will-will kind of stop me from people recognizing

me as a Lithuanian is that my name is masculine, which is <Lithuanian
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surname in -as> and anyone who marries is a <Lithuanian surname in
-iené>, and every time I go to the hospital or like a clinic, and they ask

me my name they immediately know that I am not. (Bhavika, India)

Numerous international law acts can collide with one another and cause
hostile situations within the public administration. It is then the choice of
the woman to accept or improve the perception others have about her, as

Zeynep discusses her thinking on changing her surname or not:

But if I'm going to different doctor, it is the hard and could be racist
sometimes. Because before I didn't change my surname before after
marriage. Then we saw that it's not a good idea. Then we change and

now it is a bit better in official centers and hospitals. (Zeynep, Turkey)

Changing the surname may bring additional benefits in daily life and
during emergencies. Being considered Lithuanian perhaps could bring better
job opportunities, and in extreme situations, the surname could be enough to

prove kinship without further documentation, as Rosa believes:

I guess so, I mean. For example, by just my name, if I would be
<Lithuanian surname in -iené> you will not tell that I am not
Lithuanian. So, it-it could give my chances, I don't know if when it
comes to like job opportunities or whatever, maybe. But we also
discussed this when the war started. If the if the borders were closed
or something like that and I had to go back to my country. Unless I
have my marriage certificate, no one would know that I am married to

a Lithuanian. (Rosa, Peru)

A Prism of Identities in Motion

Migrating to Lithuania has prompted women to reflect on their present
identities and their journey so far. When asked about their current sense of
self, three primary perspectives emerged. First, some women are aware of
living a new version of themselves, which is given by a new lifestyle, habits,

and, for one woman, motherhood.
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. I shouldn't get offended by all these things, because this is
the culture, and I need to change myself and now I feel I have changed
myself and made myself acquainted to how to behave around

Lithuanian strangers. (Bhavika, India)

So, if we put it on a scale of like empowerment, then definitely it has
risen like before I came here. And after I came here. Why? Because
this has given me an access to a new opportunity or many new
opportunities and therefore it has definitely risen the self-confidence

level. (Aya, Egypt)

But I think more changes came from motherhood and my-my time how

I spend my time, than actually because of the place. (Klara, Germany)

I think I always expected something external to entertain me. And I
have my identity crisis has come in. You know, if I am by myself and
depending on me, what do I need to do to make me content? (Olivia,
u.s.)

Second, other women do not perceive a notable change, and maintain
a neutral approach to their journey without questioning who they are or who

they have become:

No, no, I feel I adapt. If 1 don't speak. I feel like I adapt. Because I
look like Lithuanian, you know, so you know, like, I like this feeling.

(Zeynep, Turkey)

I don't consider myself as a migrant. Let's say, I mean, literally. And
according to the documents, let's say, yeah, I am like, I'm working
here. Like I'm I have a temporary residence permit but, in my heart,

[...] I feel myself like a such a traveler [...]. (Maria, Ukraine)

... I do appreciate a lot the fact of being adaptable [...]. I think this like

maybe yeah not that strong identity just as it is, did help me. Help me
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taking other things and. Just being open-minded and just understand
that things can be different elsewhere and not doesn't mean that it's

better or worse, just different. (Rosa, Peru)

I am always curious to discover this country, and I want. I would like
to to-to know better people, especially different people, not just single
group or other and my curiosity about Lithuania is always big. (Vittoria,
Italy)

Third, for two women, living in the country as a minority has solely
accentuated cultural differences and strengthened their national or ethnic
identity:

We eat the food from here but that does not change my roots. You
know my identity. It's I know, my kids really know also myself, like
myself. That it's-it's we are from Mexico and-and Mexican. (Sofia,
Mexico)

Yeah, while living in Lithuania, my identity as a Japanese person is
relatively emphasized because some people ask me like question asked

me to share the opinion like as a Japanese person. (Himari, Japan)

Lithuanian: A Gateway to Integration

What does integration mean to immigrants? Those who speak
Lithuanian fluently feel positively integrated, as they can express themselves

in the society and reclaim independence:

Yes, I feel very integrated, yes. [...] integration is when I'm really
involved in the -involved in the local community and I communicate,
do-do and do some things with them, activities. [...] when we are
discussing something, I can-I can express what I think in Lithuanian
[...] and I feel really good of course because of language. (Maria,
Ukraine)
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Feeling like you are part of the society like that, you bring some value
to it and that the society has also some support for you in return. [...]
I do know foreigners that live here for years and don't speak
the language. [...] If you are always depending on someone else to do
those things for you, I don't think you can ever feel fully integrated.
You're like an annex, you know, to someone else. Or like always, like

a guest. (Rosa, Peru)

Integration is somehow linked to the way the majority treats
the minority group. Being fully accepted or not has to do with the extent

women understand and are understood:

Now my first goal is to-to learn Lithuanian, and I think when I-I-I have
learned a bit Lithuanian I-I can understand better this country
<unclear> today. Integration is when people don't-don't look at me as
a foreign. I am a foreign, of course I am Italian, but for the other people
it's not important and I-I-I like when people on in the street. Huh. Ask
the ask me some information about the city in Lithuanian.
Unfortunately, I-I don't speak Lithuanian. So, I-I hope in in the in
the future in the closer future to-to-to have the opportunity to-to

answer to those people that ask me about in Lithuanian. (Vittoria, Italy)

I knew the local places where the local people go to get their like
essentials and essential items and definitely in such places you need to
use the language, so it's not only about knowing the place where you
get to the item, but knowing how to get the item from there, how to
sometimes bargain. [...] I'm in the grey zone because I still feel like as
long as I cannot develop a conversation that includes, like, my personal
experiences, my opinion and my thoughts and feelings, I still and also

understand the other sides. (Aya, Egypt)

Well, I really don't have a very positive image like about that the word
itself cause integration the most cases are forcing the social minorities

to become the like the same way like to the majority group. [...] Maybe
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I really don't think like I-I could be successfully integrated like in
the future, but it doesn't mean like a very negative way. (Himari,

Japan)

When language skills are missing or lacking, integration is
compromised, but together with that, collective values and lifestyle must be

shared to really feel a sense of belonging within the Lithuanian community:

To be part of the community. But for that you need to know
the language and not knowing the language, I don't feel that I am part
of the-the community. Honestly, even though I'm trying and sometime.
With few words you can see that the people is like, oh, nice, you talk
Lithuanian, no I don't talk. I just know a few of words, you know.

(Sofia, Mexico)

I don't because I think it's completely age-related <pause=7> I will
never. I miss my own holidays. I miss my ways of celebrating my
holidays. I will never be completely comfortable speaking Lithuanian
with Lithuanians because I like to have deep conversations. [...] If I
had <pause=3> friends relatively available that I could talk to without
having any anxiety and any frustration, I would feel integrated. (Olivia,
u.s.)

I believe that integration is not only speaking same language you need
to share your same goal and feelings also. So, If I could speak
Lithuanian, I could understand them, but it doesn't mean I could be
fully integrated because most of the time I'm not supporting their ideas
and thoughts. (Zeynep, Turkey)

So, I think integration is definitely having a social life now. [...] Yeah,
the fact that I don't know Lithuanian plays a very, very negative part
in my life because I can't go up to someone and just have
a conversation. And most of the time, the people that I ride in the cabs
with are very friendly and I can't really talk to them, and I feel not
integrated because of these reasons. (Bhavika, India)
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I'm not kind of necessarily bound to anything and I don't feel yet that
maybe that's why I miss missing this feeling of like actually being fully
integrated. [...] Integration. It's a sense of belonging for me, like kind
of to, like integration for me it's not-not just about language, but also
like kind of, can, can you unfold your lifestyle if that country in that
country, with the people there and not just like, for example, with other
foreigners, right, like, kind of, but like kind of being integrated in, in
the current society can you can take part of it. Also voting actually.

Actually, also voting for me as a part of integration. (Klara, Germany)

Conclusions

The study sought to explore the role of the Lithuanian language in
shaping the identities of ten first-generation immigrant women, which can be
positioned in three scenarios: experiencing crisis and adaptation, remaining
neutral, or reinforcing one’s national roots. In these stages, higher competence
in Lithuanian facilitates integration, because Lithuanian helps navigate the new
culture, gain acceptance in the society, or achieve independence from
the partner, who temporarily plays the role of a linguistic mediator.

In response to the research question, it was found that first-generation
immigrant women discussed the topics of motherhood and kinship, marriage
and surname changes, education, professional careers or retirement,
community participation, adaptation, and national identity. Throughout these
stages, Lithuanian is present, and those who have basic communication skills
are aware of missing an enormous opportunity to feel a sense of belonging in
Lithuanian society. Nevertheless, the Lithuanian society seems to react
positively when immigrants are speaking the national language and
encouragement comes from everybody: family, colleagues, friends, and even
strangers. In accordance with the results, the women who self-reported
a higher level of Lithuanian language skills are grateful for a supportive network
of coworkers, family members and friends, who helped them during their
learning journey.

Despite several proficiency levels, cognitive and emotional attitudes

linked to their identity development are overall positive. The behavioral
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attitudes are positive in recalling the past and projecting the future (almost all
the respondents plan to improve some aspects of their Lithuanian), but no
proactive actions are found in the present. First-generation adult immigrant
women hardly invest in improving their Lithuanian due to commitments at work
and challenges in finding flexible language solutions adapted to their lifestyle
and integration purposes. Most immigrant women studied Lithuanian through
formal learning in accredited schools or with professional teachers and
appreciated the use of media resources and innovative approaches oriented to
enhance their plurilingual competencies. However, professional teachers should
also be involved in improving informal learning, considering the tendencies of
immigrants seeking alternative methods, such as language exchanges or digital
apps, as well as the prospect of national emergencies like the COVID-19
outbreak.

As for the methodology implied, the results suggest that adopting
a mixed-methods approach is necessary because overt data from
the questionnaire do not fully represent the covert attitudes expressed during
the semi-structured interviews. This pilot study provides the first steps in
further exploring the identities of first-generation adult immigrants in
Lithuania. Future research should focus on gathering a larger sample of
respondents from all over Lithuania, potentially encompassing a diverse range

of genders, cultural backgrounds, and linguistic repertoire.
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TAPATYBEVS PERKAINOJIMAS: KALBINES NUOSTATOS IR
IMIGRANCIUY MOTERU SAVIREFLEKSIJA PER LIETUVIU KALBA

Anotacija. Pastaraisiais deSimtmeciais didZiausiy Lietuvos tautiniy_ir etniniy mazumy,
socialiné integracija ir sociolingvistiné buklé susilauké nemazai mokslininky démesio, bet
tyrimuose apie pirmosios kartos suaugusius imigrantus i$ viso pasaulio pirmiausia
aptariami jiems kylantys iSStkiai, motyvacija ir pozitris | lietuviy kalbg ar lietuviy kalbos
mokymasi. Siuo metu pasigendama holistinio tyrimo, kuriame buty nagrinéjama
pirmosios kartos suaugusiy imigranty savirefleksija apie ju migracijos istorijg, tapatybés
raidq ir tarpasmeninius santykius per lietuviy kalba. Straipsnyje siekiama istirti pozidrj |
kalbg ir tapatybe kaip susipynusius elementus pirmosios kartos suaugusiy imigranty
saves ir Lietuvos visuomenés suvokime. Bandomajam tyrimui buvo atrinkta desimt
pirmosios kartos suaugusiy imigranciy, kurios uzpildé klausimyna, sudaryta iS keturiy
daliy: asmeninés biografijos, kalbinio repertuaro, lietuviy kalbos mokymosi ir tapatybés
transformacijos. Véliau pusiau struktdruotuose interviu jos dalijosi prisiminimais ir
ateities prognozémis. Straipsnyje kalbinés nuostatos aptariamos remiantis trijy
dimensijy teorine sistema: kognityvineés, afektinés ir elgesio nuostatos. Duomenys rodo,
kad lietuviy kalba bitina norint jaustis integruotam ir rodyti pagarba $aliai, taciau
tapatybés perkainojimo procesas reikalauja ne tik besimokanciojo pastangy, bet ir
palaikancio bendraamziy ir artimyjy tinklo paskatinimo. Bendras pozilris yra teigiamas,
o lietuviy kalbos mokymasis kartu su kult@riniy konstrukty kodifikavimu padeda pasiekti,
kad moterys jaustysi asmeniskai savarankiskos ir galéty funkcionuoti visuomenéje kaip
aktyvios pilietés, o ne kaip laikinos viesnios. Patirtis, susijusi su COVID-19 protrikiu,
skaitmeniniy mokymosi priemoniy naudojimo svarba ir jgytos Seimos vaidmuo - tik keli
veiksniai, darantys jtakg naujy tapatybiy formavimuisi, iSrysSkéje kaip tyrimo rezultatas.

Pagrindinés savokos: identitetas; kalbinés nuostatos; lietuviy kalba; migracija;
Zodiniai pasakojimai.
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Abstract. Authentic language use frequently consists of repeated expressions called
multiword units or formulaic utterances (Byrd & Coxhead, 2010), which serve as
essential “building blocks of discourse in both spoken and written registers” (Biber &
Barbieri, 2007, p. 263). Lexical bundles, a subset of formulaic sequences, are defined as
"recurrent expressions, regardless of their idiomaticity, and regardless of their structural
status" (Biber et al., 1999, p. 990). This study investigates the use of the most frequent
3- and 4-word lexical bundles in the TICLE, the Turkish component of the International
Corpus of Learner English (ICLE), and the Louvain Corpus of Native English Essays
(LOCNESS) as the control parallel corpus. The lexical bundles are classified according to
their structural and functional characteristics based on the taxonomy developed by Biber
et al. (2003; 2004). An interpretative contrastive analysis was conducted between
the native (LOCNESS) and non-native (TICLE) data sets. The findings reveal that Turkish
EFL learners overuse verb phrase fragments while underusing noun phrase and
prepositional phrase fragments. Furthermore, texts in TICLE exhibit a lower lexical
variety compared to those in LOCNESS. Regarding functional classification, although
Turkish EFL learners produce fewer functional bundles overall, they tend to overuse
a limited subset of them. These results suggest underlying issues in EFL pedagogy,
particularly the need for explicit instruction on multiword units.

Keywords: corpus linguistics; learner corpora; lexical bundles; multiword units;
Turkish EFL learners.

Introduction

Multi-word units “are important building blocks of discourse in spoken
and written registers” (Biber & Barbieri, 2007, p. 263). These lexical sequences

are integral to both oral and written language production and processing,

Copyright © 2025. Sibel Aybek, Cem Can, published by Vytautas Magnus University. This
open-access article is distributed under the terms of the Creative Commons Attribution
Non-Commercial 4.0 (CC BY-NC 4.0) license, which permits unrestricted use, distribution,
and reproduction in any medium provided the original author and source are credited.
The material cannot be used for commercial purposes.
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providing “a steppingstone into language development” (Chenu & lJisa,
2009, p. 27). It is emphasized that the studies on the use of multi-word units
in the written performances of English language learners have significantly
influenced lexicography and English language textbooks. These studies shed
light on the authentic uses of multi-word units, providing insights into their
structures and functions within discourse, and inform learners, teachers, and
material developers alike.

From a psycholinguistic perspective, formulaic utterances offer
“a processing advantage over creatively generated language” for non-native
speakers (NNS) and native speakers (NS) (Conklin & Schmitt, 2008, p. 72).
Similarly, Jiang and Nekrasova (2009) present “prevailing evidence in support
of the holistic nature of formula representation and processing in second
language speakers” (p. 433).

Learner corpus studies, which involve the systematic analysis of
language produced by learners, have provided invaluable insights into second
language acquisition and usage patterns. Lexical bundles, a specific focus
within this field, are recurrent sequences of words that serve key functions in
discourse, despite not always being idiomatic or syntactically complete.
Pioneering research by Biber et al. (2004) and Granger (1998) has highlighted
the importance of these sequences in understanding language proficiency.

The current research provides many insights for both SLA researchers,
English language teachers, instructors, material developers and publishers as
it explores how Turkish EFL learners produce multiword units in their written
performances, providing English language teachers with insights into
the nature of these units. These structures not only reflect EFL learners’ English
proficiency levels but also offer teachers valuable input for creating effective
materials and activities to enhance Turkish EFL learners’ lexical competences.

Present study offers interpretations on how Turkish EFL learners
produce multiword combinations in their written performances and helps
English language teachers understand the nature of these lexical bundles.
Acquisition and production of these items also reveals the necessity of using
corpora and authentic data both in and out of the classroom as recommended
by Sinclair (1998) underlining that, “[c]orpora will clarify, give priorities,

reduce exceptions and liberate the creative spirit” (p. 38) for the learner.
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The primary aim of this study is to investigate the use of 3- and 4-word
lexical bundles in the TICLE learner corpus, which contains argumentative
essays written by Turkish EFL learners. The study focuses on the most
frequently used expressions, examining their structures and functions in
the written performances of Turkish university students. The goal is to deepen
our understanding of the use of these units. Following the identification of
the structural and functional features of the lexical bundles used by Turkish
EFL learners, similarities and differences are analyzed through a comparison
with the use of these sequences by native speakers in LOCNESS, a reference
corpus containing written essays by American university students
(Granger et al., 2009).

This study addresses the following research questions:

1. What are the most frequent 3- and 4-word lexical bundles found in
argumentative essays of Turkish EFL learners in the TICLE and
LOCNESS corpora?

2. How are these lexical sequences in the TICLE and LOCNESS corpora
classified based on their structural and functional characteristics?

3. How do the most frequent 3- to 4- lexical sequences used by Turkish
EFL learners compare to those found in the LOCNESS corpus in terms

of structure, function, and diversity in their use?

This study makes a significant contribution to sustainable
multilingualism by addressing the challenges and potential solutions for
enhancing academic writing skills among non-native English speakers,
specifically Turkish EFL learners. By examining the structural and functional
characteristics of lexical bundles, the research uncovers patterns of overuse
and underuse that reveal critical gaps in learners’ language proficiency. These
insights are directly relevant to developing pedagogical strategies that support
the acquisition and development of plurilingual competence. The findings
emphasize the importance of targeted, corpus-based instruction that not only
addresses linguistic gaps but also fosters a more nuanced understanding of
multilingual dynamics. Aiming to promote language-sensitive teaching, this
study advocates for instructional approaches that embrace cross-linguistic

influences and intercultural dialogue. The research aligns with the goals of
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sustainable multilingualism by offering data-driven insights that can inform
language policy, curriculum design, and didactic practices aimed at preserving
linguistic diversity while equipping learners to navigate multilingual

environments effectively.

Lexical Bundles

Biber et al. (1999) describe lexical bundles as “recurrent expressions,
regardless of their idiomaticity, and regardless of their structural status” and
as “simply sequences of word forms that commonly go together in natural
discourse” (p. 990). Examples of lexical bundles include expressions such as
a result of, take a look at, on the other hand, and I don't know, to be able to,
are you going to, I don’t know if, at the same time, have a lot of, and you know
it was.

Despite numerous studies on formulaic language over the past decade,
Nekrasova (2009) suggests that further research is required to closely examine
the structural and functional characteristics of lexical bundles. Most of studies
on lexical bundles have compared their usage in expert and non-expert writing,
with a particular focus academic writing.

Previous research has established that conversation and academic
prose exhibit distinct patterns of lexical bundles (Biber & Barbieri, 2007; Biber,
Conrad, & Cortes, 2003, 2004; Biber, Johansson, Leech, Conrad, & Finegan,
1999). These studies revealed that while most bundles in conversation are
clausal, many bundles in academic prose are phrasal. Biber, Conrad and Cortes
(2004) argue that everyday language comprises multi-word prefabricated
expressions (e.g., if you see, in a nutshell, what I mean) and that language is
not “strictly compositional” (p. 372).

Biber, Conrad, & Cortes (2004) have categorized lexical bundles
according to their structures and functions within discourse. This present study
adopts the structural and functional taxonomy developed by Biber, Conrad, &
Cortes (2004, p. 381-396) as summarized in Table 1.

The first structural type includes verb phrase fragments. These bundles
begin with a subject pronoun followed by a verb phrase, as in I'm not going to,

that’s one of the, it’s going to be, and this is a. Alternatively, these bundles
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may begin directly with a VP, such as take a look at, is going to be, or question
fragments like how many of you and are you going to.

The second major structural type resembles the first category in
incorporating verb phrase elements, however, these bundles also contain
dependent clause fragments. Examples include I want you to, what I want to,
and if we look at. An additional sub-category has been propounded to
the existing classification by the researchers, which is other adverbial clause
fragments added to the dependent clause fragments category.

Table 1

Structural Classification of Lexical Bundles

Verb Phrase a. 1st/2nd/3rd person pronoun + VP fragment I'm/it’s going to
Fragments b. Discourse marker + VP fragments I mean I don't

c. Verb phrase with non-passive verb have a lot of

d. Verb phrase with passive verb is based on

e. Yes/no question fragments do you want to

f. WH-question fragments what do you think
Dependent a. 1st/2nd/3rd person pronoun + dependent I don't know if
Clause clause fragments
Fragments b. WH-question fragments what I want to

c. If-clause fragments if you want to

d. To-clause fragments want to do this

e. That-clause fragments that I want to

f. Other adverbial clause fragments as I know
Noun Phrase a. Noun phrase with of-phrase fragment one of the things
and Prepositional b. Noun phrase with another post-modifier frr. those of you who
Phrase c. Other noun phrase expressions and stuff like that
Fragments d. Prepositional phrase expressions at the end of

e. Comparative expressions as well as the

f. Quantifier expressions more important

than

Note. Adapted from Biber et al., 2004, p. 381-396.

The last main structural type includes only phrasal components. Most
of these bundles comprise noun phrase (NP) components preceding a post
modifier, as in the end of the, the way in which, those of you who and a little
bit about. The remaining bundles in this type consist of prepositional phrase
(PP) components with embedded modifiers, such as of the things that, as well
as the, at the end of. In addition, another sub-category has been added to
the NP fragments, which is quantifier expressions.

In their study, Biber et al. (2004, p. 389-396) identified three primary
discourse functions for lexical bundles in English: 1) stance expressions,

2) discourse organizers, and 3) referential expressions.
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According to Biber et al. (1999), stance bundles form a frame for
expressing attitudes or assessment of certainty and can be categorized into
two, epistemic or attitudinal / modality. Discourse organizers coordinate
the flow of ideas by establishing relationships between preceding and
forthcoming discourse, assisting in the introduction, elaboration, and
clarification of topics. Examples include I want to talk about, if you look at and
going to talk about. These bundles serve two primary functions: topic
introduction/focus and topic elaboration/clarification (Biber et al., 1999).
Lastly, referential bundles encompass a wide range of lexical bundles that
typically refer to textual context or physical or abstract entities, such as
the nature of the and that's one of the. This category includes four sub-
categories: identification/focus, imprecision, specification of attributes, and

time/place/text reference (Biber et al., 2004).

Table 2
Functional Classification of Lexical Bundles
Stance bundles A. Epistemic stance I don't know what
B. Attitudinal/Modality stance
a. Desire I don't want to
b. Obligation/Directive It is important to
c. Intention/Prediction I'm not going to
d. Ability to be able to
Discourse organizers  A. Topic introduction if you look at
B. Topic elaboration/Clarification on the other hand
Referential bundles A. Identification/ Focus of the things that
B. Imprecision or something like that
C. Specification of attributes
a. Quantity specification there’s a lot of
b. Intangible framing in the form of
c. Tangible framing in the case of
D. Time/ Place/ Text reference
a. Place reference in the United States
b. Time reference at the same time
c. Text-deixis as shown in figure

d. Multi-functional reference  the beginning of the
Note. Adapted from Biber et al., 2004, p. 381-396.

Previous Studies on Lexical Bundles

Studies on lexical bundles have focused on both written and spoken
discourse (Biber et al., 1999; Biber, Conrad & Cortes, 2004). The T2K-SWAL

Corpus, compiled from TOEFL 2000 corpus, consists of texts from academic
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life, including classroom teaching, textbooks, study groups, and university
catalogues, sampled from six major academic disciplines: business,
engineering, humanities, social and natural sciences, and education
(Biber et. al, 2004). Their study revealed that lexical bundles were used twice
as often in classroom teaching as in conversation and four times as often as in
textbooks. Lexical bundles are much more common in both conversation and
classroom teaching than in the written registers.

Biber & Barbieri (2007) found that lexical bundles differ from other
lexico-grammatical structures in their physical mode (spoken/written). Other
studies focused on bundles in professional and novice writings. For example,
Cortes (2004) examined the bundles in the written production of published
authors and student essays in the fields of History and Biology. She found that
students could not effectively use lexical bundles in their written productions,
despite being taught these expressions in reading materials. Similarly, Hyland
(2008) identified significant differences between student and professional
written performances regarding the structure and functions of lexical bundles,
noting that “the research articles contained far fewer clusters and far fewer
different clusters overall .... they revealed more participants strings and
included a far higher proportion of text-oriented clusters” (Hyland, 2008,
p. 59).

Other studies have investigated the usage of bundles between native
and non-native writings (Chen & Baker, 2010; Adel & Erman, 2012). These
studies revealed that lexical bundles in non-native students’ academic writing
contained more VP-based bundles and discourse markers than in native
academic writing, which appears to indicate “immature writing” (Chen & Baker,
2010, p. 44). In contrast, native academic writing included more NP-based and
referential bundles. Moreover, non-native writers underused some high-
frequency bundles found in native academic writing and overused certain
lexical bundles that native writers rarely used.

In a study comparing non-native academic writing by L1 speakers of
Swedish and undergraduate native speakers of linguistics, Adel and Erman
(2012) concluded that non-native speakers use a limited and less varied range
of lexical bundles including “unattended ‘this’ constructions, existential ‘there’

constructions, hedges and passive constructions” (Adel & Erman, 2012, p. 90).
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Wei and Lei (2011) examined the use of lexical bundles in advanced Chinese
EFL learners’ academic writings and observed advanced learners used “similar
number of prepositional phrases, noun phrases, be+ noun/ adjectival phrases
and other structures of bundles as professional writers” (p. 164). Functionally,
advanced Chinese EFL learners produced a similar amount of research-oriented
and text-oriented bundles and fewer participant-oriented bundles compared to
published writers.

Additionally, Karabacak and Qin (2013) compared the use of reference
bundles in the argumentative essays of Turkish, Chinese, and American
writers. They concluded that the majority of the bundles found in American
writers’ papers were absent from non-native speakers’ essays due to
differences in essay topics, lack of lexical bundle knowledge, and failure to
produce correct bundles. In a similar vein, Muslu (2018) investigated
the stance lexical bundles in the argumentative essays by native English
speakers and Turkish and Japanese EFL learners. It was concluded that native
speakers use less but various lexical bundles. While lexical bundles have been
used higher in Japanese and Turkish corpora, lexical variety is lower than
the native data.

Ucgar and Zarfsaz (2022) compared 80 argumentative essays written
by Turkish EFL learners with 50 essays from native speakers in the British
Academic Written English (BAWE) corpus. The analysis focused on three-word
lexical bundles, with a frequency cut-off point of 20 occurrences in at least
5 different texts. The study found that Turkish students used a less diverse and
more limited number of lexical bundles compared to their native English
counterparts. English students employed a broader variety of structural types.
Functionally, English students used more referential and stance bundles, while

Turkish students relied more on discourse organizers (Ucar & Zarfsaz, 2022).

Methodology

Frequency Approach

This study employs a frequency-based (corpus-driven) approach,
an inductive method as described by Sinclair (1987) and Nesselhauf (2004), to
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extract lexical bundles from both corpora. Using frequency as the basis is
an effective means of identifying usage patterns that “often go unnoticed by
the researchers” (Biber et al., 2004, p. 376). As Tognini-Bonelli emphasizes
(2001, p. 87) ‘linguistic categories are systematically derived from
the recurrent patterns and the frequency distributions that emerge from

language in context” within grammatical framework.

Research Design

The research design of this study is structured to provide
a comprehensive analysis of lexical bundles in learner and native corpora.
The steps of the data analysis followed in this study are presented in Table 3

below.

Table 3
Research Types and Stages of the Study

Stages Process Research Type

Stage 1 Automatic generation of frequency lists Descriptive analysis

Stage 2 Selection of meaningful LBs manually Corpus-based approach

Stage 3 Application of statistical analysis across Quantitative corpus
corpora analysis

Stage 4 Analysis of LBs structurally and Descriptive analysis
functionally

Stage 5 Comparison of LBs between 2 corpora Interpretative analysis

The research design follows a systematic and structured approach.
Initially, all the 3 and 4-word sequences were extracted from LOCNESS and
TICLE using Antconc (version 3.5.9 for Windows) (Anthony, 2020).
The sequences that appeared in at least three different texts were selected to
ensure the accuracy of the identified bundles. This criterion helps in filtering
out idiosyncratic or text-specific combinations, focusing instead on recurrent
patterns.

Among these sequences, meaningful multiword items were manually
identified. Overlapping bundles, as well as repetitive and erroneous ones, were
removed from the list. This manual filtering ensures that only relevant and
accurate lexical bundles are included in the analysis, enhancing the reliability
of the findings. In the context of lexical bundle research, the issue of
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overlapping bundles—where shorter expressions are embedded within longer
ones—presents a significant challenge in both structural and functional
analyses. The recent study by Cortes and Lake (2023) offers a solution to this
problem by introducing the Lexical Bundle Identification and Analysis Program
(LBiaP). This tool is specifically designed to identify and differentiate between
overlapping bundles, ensuring that each identified bundle is treated as
an independent observation. Their research emphasizes the importance of
addressing complete overlapping, complete subsumption, and interlocking
bundles, which are often overlooked in traditional analyses that focus solely on
3- or 4-word bundles. By accounting for these complexities, the LBiaP tool
enhances the accuracy of lexical bundle categorization and classification.

Subsequently, the bundles in each corpus were categorized based on
their structural and functional characteristics. The categorization process
followed Biber et al.’'s (1999; 2003; 2004) framework, which provides
a comprehensive taxonomy for analyzing lexical bundles. This framework was
chosen for its robustness and widespread acceptance in corpus linguistics
research. The systematic categorization it provides enables a detailed and
nuanced analysis of the structural and functional properties of lexical bundles.
Additionally, the study examined the similarities and differences in frequent 3-
to 4-word formulaic patterns between Turkish EFL learners and native speakers
of English.

This comprehensive analysis allows for a detailed comparison and
understanding of the use of lexical bundles in the written performances of both
groups, identifying specific areas of divergence and convergence in the use of
lexical bundles between the two groups. Thus, it aims to provide valuable

insights into their writing proficiency and usage patterns.

Corpora

The Turkish International Corpus of Learner English (TICLE)

The Turkish International Corpus of Learner English (TICLE) was
selected as the primary corpus for this study. TICLE is the Turkish sub-corpus
of the International Corpus of Learner English (ICLE), designed by the Centre
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for English Corpus Linguistics at the University of Louvain. TICLE consists of
280 essays totaling 199,532 words, all adhering to an argumentative style.
Essays were collected from three Turkish universities, with an average word
count of 713 per essay. The participants, predominantly female (81%) with
an average age of 22.08, are university undergraduates still learning English
as a foreign language. The representativeness of TICLE makes it an ideal

corpus for analyzing the writing proficiency of Turkish EFL learners.

Louvain Corpus of Native English Essays (LOCNESS)

The Louvain Corpus of Native English Essays (LOCNESS) serves as
the native speaker reference corpus, compiled by the Centre for English Corpus
Linguistics at the Catholic University of Louvain. Covering the period from 1991
to 1995, the LOCNESS includes British and American university and A-level
student essays, totaling 324,304 words. For this study, only the argumentative
essays by American university students were used, encompassing
149,574 words from 175 essays. The age range of these participants (17-
28 years) matches the TICLE participants, ensuring comparability. Topics in
these essays cover a broad spectrum, including sex equality, water pollution,
gender roles, and violence, among others. The comprehensive nature of
LOCNESS ensures that it is a suitable parallel corpus for contrastive

interlanguage analysis with TICLE.

Data Analysis Tools and Statistics Used

Cut-off Point

Formulaic sequences have to meet a set of criteria to be considered as
bundles or multiword items such as identifying these items by corpus analysis
tools (e.g., AntConc, Lancsbox) by using the criterion of frequency cut-off; and
assigning functions to the sequences identified by frequency and range criteria.

The frequency cut-off point varies in each study. The actual frequency
cut-offs in lexical bundle research vary from ten occurrences per million words
(Biber et al., 1999; Biber, 2006), to forty occurrences (Biber, Conrad, & Cortes,
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2004). Lower cut-offs may be used in smaller corpora (Biber et al., 1999) and
determining the frequency cut-offs base on the earlier researchers rather than
a statistical and empirical set of standards. Some other researchers such as
Hyland (2008) employed a percentage criterion that required a sequence to
appear in at least 10 percent of the texts in a corpus. Additionally, these MWIs
have to appear in at least three to five different texts (Biber & Barbieri, 2007).
This way, focusing on idiosyncratic uses by the authors is prevented. The cut-
off point for the TICLE corpus was set as 10, while for LOCNESS it was set at
7. These cut-off points were determined to balance the need for capturing
frequent patterns while avoiding noise from less common sequences. The cut-
off points in the analysis of both corpora have been determined with the aim
of increasing the accuracy and reliability. Also, the sequences which were seen
in at least 3 different texts have been chosen during the identification of

sequences in order to make the analysis more accurate.

Type/Token Ratio

In lexical frequency research, type-token ratio (T/t) is calculated in
both native and learner corpora in order to reveal the lexical variety. T/t counts
the number of different words in a text. Williamson (2013) emphasized that
T/t ratio is a helpful measure of vocabulary variation in a written text or
a speech. The T/t results are used to draw conclusions on lexical richness in
learner texts (Granger, 2002) and it is computed by means of the following

formula:

T/t ratio = Number of word types x 100

Number of word tokens x 1

T/t is obtained by dividing the type count by the token count, which is
always <=1. While a high T/t score indicates a high degree of lexical variation,
a low T/t indicates a low degree of lexical variation. T/t can also be expressed
as a percentage, multiplying the ratio by 100. T/t ratio of MWIs represents
the percentage of each item within all words in a corpus, which is the actual

number of MWIs that fall into per 100 words. Tokens are the number of words
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in a text. Yet, many of these tokens are repeated in corpora. In the study,

the very same formula was utilized in the data analysis.

Log-likelihood

In corpus-based studies, frequency distribution of the corpora needs to
be tested since the differences found between the frequencies of the items in
corpora may be random or chance happening. In order to find out whether
the differences are statistically significant, some tests are carried out. One of
them is Log Likelihood (LL) analysis which helps us to normalize the sizes of
the corpora we compare and reveal the significant differences between
frequencies. LL may also be called as G-square or G-score. If results are
significant, we are reasonably certain (usually 95% certain, sometimes
99% certain) that these results are not due to chance.

The observed and expected values are compared with LL in two
datasets. While the observed values are the actual frequencies extracted from
corpora, expected values are the frequencies that one would expect if no factor
other than chance were affecting the values. The greater the difference
between the observed and the expected values, the less likely it is that
the difference has arose by chance. When the frequencies for corpus searches
are obtained, the results are made comparable by converting frequencies to
percentages or per million words. This process is referred to as normalizing
the frequencies. However, normalized scores do not necessarily indicate
statistical significance. Based on the provided information, data analysis was

conducted using the Log-Likelihood (LL) method in the study.

Findings

Introduction

The overall descriptive results of the lexical bundles are presented in
Table 4. The TICLE corpus consists of 280 texts with 199,532 words, while
the LOCNESS corpus has 175 texts with 149,574 words. Turkish EFL learners
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used 340 multiword items (MWIs) in their written productions, whereas native
speakers used 349 MWIs. When examining their percentages, only 0.17% of
Turkish learners’ productions are considered bundles, compared to 0.23% of
native speakers’ production. The overall descriptive results indicate that while
the overall number of lexical bundles used by Turkish EFL learners and native
speakers is relatively close, the percentage of bundles in the total word count
is higher for native speakers, suggesting a higher integration of multiword units
in their writing. This aligns with Granger’s (1998) findings that native speakers

tend to use a wider variety of lexical bundles.

Table 4
The Bird-eye View of the Findings

Corpus Total number Total number Total humber % of LBs of
texts of texts of words of LBs

TICLE 280 199,532 340 0.17

LOCNESS 175 149,574 349 0.23

TOTAL 455 349,106 689 0.40

Lexical Diversity

To reveal the lexical diversity in each corpus, the type/token ratios of
lexical bundles were calculated, as shown in Table 5 below.

Table 5
Type/token Ratio Results

TICLE LOCNESS Type/Token
Type/Token Type/Token Ratio Results
Verb Phrase Fragments 145/3466 105/1350 4.1% [/ 7.7%
Dependent Clause Fragments 84/1855 90/1132 4.5% / 7.9%
Noun Phrase and Prepositional
Phrase Fragments 111/3174 154/2247 3.4% / 6.8%
TOTAL 340/8495 349/4729 4% / 7.3%

Note. T/t ratio= Type/token ratio; percentage of number of lexical bundles (types) in
total of words (tokens) in each corpus.

The breakdown of each fragment type is presented in Table 5.
The TICLE corpus has 340 types and 8495 tokens, while LOCNESS has
349 types and 4729 tokens. The type/token ratio reveals a significant
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difference in lexical diversity between TICLE and LOCNESS. Native speakers
exhibit a higher lexical diversity (7.3%) compared to Turkish EFL
learners (4%). This supports the findings of Nesselhauf (2005) and Hyland
(2008), which highlight the limited lexical range in non-native writing.

Research Question 1: What are the most frequent 3- and 4-word
lexical bundles used in argumentative essays of Turkish EFL learners in TICLE
and native speakers in LOCNESS corpora?

The first 100 most frequent LBs have been chosen in order to answer
the first research question in each corpus, respectively. Out of 100 most
frequent expressions, the following 40 were common in both corpora: men and
women, a lot of, it is not, in order to, on the other hand, they do not, the most
important, in the world, there is no, most of the, there is a, it is a, do not have,
it is the, they are not, that it is, there are many, because of the, to have
a, should not be+V3, that they are, is not a, the right to, according to the, they
want to, in the past, is one of the, to be a, in the future, look at the, this is a,
as a result of, part of the, because they are, the fact that, all of the, you do
not, do not want, this is not, the number of. These bundles are used more
frequently in the TICLE compared to the LOCNESS. The most common

10 bundles may be seen in the table below.

Table 6

The most Common 10 Bundles in both Corpora

TICLE LOCNESS
LBs Freq. LBs Freq.
men and women 126 the death penalty 71
a lot of 123 the fact that 71
it is not 120 one of the 63
in order to 119 in the united states 53
on the other hand 119 the right to 51
they do not 119 in order to 50
the most important 109 the united states 48
in the world 108 because of the 47
there is no 106 that it is 47
most of the 98 the use of 45
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As can be seen from the table, the only common bundle among
the most frequent 10 bundles seems to be in order to which is in bold. What is
obvious in the table is the frequency of the bundles in both groups. Tokens of
the bundles in the TICLE are considerably more than the token in the LOCNESS.
The most frequent bundles used by Turkish EFL learners include men and
women (f: 126), a lot of (f: 123), it is not (f: 120), in order to (f: 119), on
the other hand (f: 119), they do not (f: 119), the most important (f: 109), in
the world (f: 108), there is no (f: 106), most of the (f: 98). These ten most
frequent bundles, totaling 1,147 occurrences, represent 13% of the total
number of bundles within the TICLE corpus.

In contrast, in the LOCNESS corpus, the most frequent expressions in
the LOCNESS corpus include the death penalty (f: 71), the fact that (f: 71),
one of the (f: 63), in the United States (f: 53) the right to (f: 51), in order to
(f: 50), because of the (f: 47), that it is (f: 47), the use of (f: 45), and it is
a (f: 40). These ten most frequent bundles occur 546 times, constituting 11%
of all the tokens in the LOCNESS. Some of these expressions such as in order
to (f: 119), one of the (f: 63), the use of (f: 45), the fact that (f: 71), there is
a (f: 86) are among Biber et al.’s (1999) most common 3-word lexical bundles
found in the expert academic writing. This suggests that native speakers use
constructions more similar to expert academic writing than Turkish EFL
learners.

The comparison of the most frequent lexical bundles indicates that
Turkish EFL learners frequently use conversational-type bundles such as a lot
of and men and women, which are less common in academic writing by native
speakers. This is consistent with the observations of Chen and Baker (2010)
and Bychkovska and Lee (2017), who noted the overuse of conversational
bundles in learner writing.

The findings suggest that Turkish EFL learners overuse verb phrase
fragments while underusing noun phrase and prepositional phrase fragments,
in line with Biber et al. (1999). The presence of lexical bundles like in order to
and the fact that in both corpora suggests some commonality in academic
writing patterns, but the overall usage reflects the greater proficiency of native

speakers in producing structurally varied bundles.
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Research Question 2: How are these lexical sequences found in
TICLE and LOCNESS corpora classified based on their structural and
functional characteristics?

To address this research question, the two corpora were first compared
based on their structural classification.

Comparison of the Structural Classifications in Two Corpora

Figure 1 indicates the distribution of the structural types of both

corpora.

Figure 1
Structural Classifications in Both Corpora
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Analysis of the structures used in both corpora reveals that while
Turkish EFL learners predominantly use verb phrase (VP) fragments, native
speaker students frequently use noun phrase (NP) and prepositional phrase
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(PP) fragments. NP and PP fragments are the second most frequent category
used in TICLE, constituting 33% of the classification, whereas VP fragments
are the second most frequent structures in LOCNESS, constituting 33% of all
the bundles. Dependent clause fragments are the least frequently used
fragments in both corpora.

The findings align with Biber et al. (1999) and Granger (1998) in
highlighting that Turkish EFL learners predominantly use VP fragments, which
is characteristic of learner language. The underuse of NP and PP fragments
suggests a limited structural range in the learners' writing.

When examining the sub-categories of these fragments in detail,
personal pronouns+VP fragments is the only category constituting 42.4% of all
structures in TICLE, these structures constitute only 32% in LOCNESS. Two

examples are provided below:

(12) In conclusion, I can say that we cannot limit education of [TRME3026]
(62) The only problem is that they do not give any data that provides
[USARG_0047]

Within the VP fragments, a significant number of phrases produced by
Turkish EFL learners report negative states, as illustrated by examples such as
students/universities/people/I/you/they/we/it  do(es) not (f: 214),
they/we/people are not (f: 90), they/it should not be (f: 25), they should not
(f: 11), I/they/you/we/he/women cannot (f: 194)..etc. These negative
structures constitute 22.6% of the personal pronouns + VP fragments

category. This pattern is not observed in the native speakers' usage.

(10) Women cannot make a stand against men. [TRKE2025]
(14) is not an help to their friends and they should not consider it as a way
to [TRKE2026]

The frequent use of negative structures in TICLE suggests a limited
variety in expressing negation, aligning with findings from Nesselhauf (2005)
and Hyland (2008). This repetitive usage underscores the need for teaching

more varied and nuanced expressions of negation.
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Additionally, it was revealed in TICLE that many of the fragments within
the personal pronouns + VP fragments include bundles with embedded be-
verbs. Turkish EFL learners also use these existential there-constructions, as
shown in examples like there are some/many/a lot/lots of/many people/
also/so many (f: 215), there is a/an (f: 108), there is no (f: 89), there is no
need (f: 17), there is not (f: 26), there is nothing (f: 20). Examples include:

(7) we can realize that there are lots of things became a part of [TRCU1018]
(8) So, there is no need for male dominance. [TRCU1115]

(9) thereis abalance between school community and individual [TRKE2011]

The patterns observed in TICLE are not mirrored in LOCNESS.
The analysis revealed that non-native speakers used a significantly higher
percentage of existential there bundles than their native speaker counterparts.
Additionally, the research found that Turkish L1 learners used more evaluative
bundles, such as anticipatory it patterns like it is easy to, it is a fact... etc. than
native speakers.

The overuse of existential there constructions and be-verbs in TICLE
indicates a reliance on simpler grammatical structures, a finding consistent
with Chen and Baker (2010). This overreliance may point to gaps in learners’
grammatical competence, highlighting areas for targeted pedagogical
intervention.

Another frequent usage in VP fragments is the structures with modals
used by Turkish EFL learners, constittuting 35.1% of all VP fragments.

Examples include; they should not, I can say that, you can see, it can be...etc.

(19) To all human life should be given equal protection under the law.
[TRCU1091]

(21) Cheating cannot be annihilated completely. [TRCU1162]

(22) Euthanasia should not be allowed since it has many objections
[TRCU1140]

The preference for evaluative bundles and modals reflects the learners’

attempt to convey stance and modality, albeit repetitively. This echoes findings
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by Bychkovska and Lee (2017) and suggests the need for more explicit
instruction on diverse evaluative expressions and modal usage.

Turkish EFL learners did not produce “discourse marker + VP fragment”
bundles such as I mean you, you know it was and I mean I don’t and "WH-
qguestion fragments” including what do you think, how many of you, what does
that mean...etc. Similarly, NS did not used “discourse marker + VP fragment”
or Yes/no question fragments, and they used only one wh-question fragment
in the entire dataset. In this regard, the usage patterns are similar.

Another notable finding is that while Turkish EFL learners frequently
use who-relative clauses with VP bundles, and LBs containing embedded who-
clauses such as people/students/women who are, the people who are, people

who have, these structures are not found in the native corpus.

(26) Today there are a lot of successful women who are leading whole

companies and even whole [TRCU1035]

The frequent use of who-relative clauses in TICLE, absent in LOCNESS,
indicates learners' preference for certain syntactic structures possibly due to
L1 transfer, as discussed in Granger and Paquot (2008). This finding highlights
the importance of addressing relative clause usage in EFL instruction.

Additionally, another significant finding is the underuse (35.64- LL
value) of to-clause fragments (copula be+adjective/noun phrase) within
the dependent clause fragments by Turkish EFL learners in comparison to
the native speakers. And lastly, the noun phrase with of-phrase fragments
have significantly underused in TICLE with 40.54- LL ratio. Some of these
phrases used by native speakers are the number of, the amount of, the use of,
because of the, one of the, invention of the, the idea of, out of the, this type

of. These bundles were not observed in TICLE.
Comparison of Functional Classifications in Two Corpora
When comparing the productions in terms of functional properties in discourse,

there is not much difference between the two corpora. The functional
classification revealed that 67% of bundles in TICLE and 64% of the bundles
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in LOCNESS did not have any functional properties. This significant portion
indicates a dominance of structural rather than functional roles within the texts.
This aligns with Granger and Paquot (2008), which highlight the need for more
nuanced use of functional language in EFL learners. The classifications of both

corpora may be seen in Figure 2.

Figure 2
Functional Classifications in Both Corpora
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Both Turkish EFL learners (36%) and native speakers (35%)
predominantly used discourse organizers. Some of the most common examples
include on the other hand (f: 119), as you see (f: 86), in order to (50), that it
is (47), that they are (33). These discourse organizers help in structuring
the text, guiding the reader through arguments and discussions. The high use
of discourse organizers by both Turkish EFL learners and native speakers

indicates their crucial role in structuring argumentative essays. This
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corroborates findings from Hyland (2008) and Chen and Baker (2010),
emphasizing the importance of teaching effective use of discourse organizers

to improve coherence and cohesion in learner writing.

(135) If we look at this subject from another aspect, [TRCU1038]

(136) Secondly, when we think about psychological situation and future
life [TRCU1158]

(165) twenty one are considered to be minors, when it comes to drinking
alcoholic beverages in [USARG_0163]

Stance bundles were the second most frequently used function in TICLE
(35%), while referential bundles were the second most common function in
LOCNESS (34%). The preference for stance bundles by Turkish EFL learners
and referential bundles by native speakers suggests differing strategies in
academic writing. This indicates that Turkish EFL learners often use stance
bundles to express opinions, beliefs, and attitudes, while native speakers more
frequently use referential bundles to provide context, specify attributes, and
refer to time, place, or text. This finding supports Biber et al. (2004) and Adel
and Erman (2012), which point to the importance of teaching a balanced use
of stance and referential bundles to enhance argumentation and description in
EFL writing.

Some of the stance bundles in TICLE include I believe that (f: 43), in
my opinion (f: 70), I/they/you/he want(s) to (f: 139), the fact that (f: 31).

Example sentences include:

(121) I believe that euthanasia should be legalized albeit be [TRCU1176]
(122) about the capital punishment should be the fact that murder is a
crime punishable by [TRCU1103]

Some of the most common referential bundles in LOCNESS include at
the end of (f: 9), at the beginning of (f: 8), the most important (f: 18), the
number of (f: 26), a lot of (f: 29). Example concordance lines from LOCNESS

are:
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(173) This would save the government a lot of money and make people
support [USARG_0152]

(180) They do this because at the beginning of the next fiscal year
[USARG_0146]

Referential bundles were the least common category used by Turkish
EFL learners (29%). Examples of referential bundles from TICLE include
the people who (f: 67), this is a/the (f: 60), in the past (f: 41), in the world
(f: 108), in terms of (f: 18). These bundles often refer to people, time periods,
or broad concepts, indicating a reliance on general terms rather than specific,
context-driven references. The absence of imprecision bundles lJike or
something like that in both corpora indicates an area where learners may
benefit from explicit instruction to enrich their use of vague language for

generalization and hedging. Example sentences are:

(145) have to be dependent especially in terms of money on their family.
[TRME3001]

(146) die can determine to apply to euthanasia as the result of a violent
pain or a sudden [TRCU1076]

In contrast, stance bundles were the least frequently used function in
LOCNESS (28%). Examples include the fact that (f: 71), I would like to (f: 7),
I believe that (f: 12), I think it (f: 7), I think that (f: 9). These bundles allow
writers to assert their viewpoints or present subjective statements, which are
less prevalent in native speakers' academic writing, potentially due to a more

objective and detached writing style. Example concordance lines are:

(153) often stand by its use based on the fact that it is provided for in
[USARG_0012]

(154) Life is considered unquestionable, but I would like to give it more
scrutiny. [USARG_0037]

Regarding the referential bundles, these are the least frequently used

expressions by Turkish EFL learners, while native speakers used them as
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the second most frequent bundles. Within the referential bundles, one sub-
categories is imprecision which include bundles like or something like that.
These were produced in neither TICLE nor LOCNESS, indicating a potential area
of underuse that could be targeted in instructional materials.

Research Question 3: How similar or different are the frequently
used 3- to 4- lexical sequences used by Turkish EFL learners from those found
in native English speakers’ (LOCNESS) corpora in terms of structure, function,
and diversity in their use?

To determine the similarities and differences between the frequently
used lexical sequences in TICLE and LOCNESS, a log-likelihood analysis was
conducted. The analysis focused on three aspects: structure, function, and
diversity of use.

a. Log-likelihood Results of Structural Classifications in

Both Corpora

The structural classifications of lexical bundles in both corpora are

presented in Table 7 below.

Table 7
Log-Likelihood Results of Structural Classifications in Both Corpora
::eq. Freq. in Log-
SIS Corpus Egz:pﬁl:ss likelihood '9"
TICLE
Verb Phrase Fragments 145 105 0.07 0.787 +
*_
Dependent Clause Fragments 84 20 3.54 0.019
)oKk _
Noun Phrase and Prepositional 111 154 24.88 0.000
Phrase Fragments
TOTAL 340 349 16.97 0.000***-

Note. + indicates overuse in TICLE relative to LOCNESS, - indicates underuse in
TICLE relative to LOCNESS

The log-likelihood analysis reveals that all structural categories, except

for verb phrase (VP) fragments, were significantly underused in TICLE.
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The total LL value of 16.97 indicates a significant underuse overall. The most
notable difference was observed in noun phrase (NP) and prepositional phrase
(PP) fragments, with an LL value of 24.88-, suggesting a marked underuse by
Turkish EFL learners. Dependent clause fragments also showed a significant
underuse, with an LL value of 5.54-. The insignificant difference in VP
fragments indicates similar usage frequencies between the two corpora. This
underuse of types highlights a lower lexical variety and richness among Turkish
EFL learners compared to native speakers. The total number of tokens in both
corpora is shown in the following table.

The insignificant difference in the usage of VP fragments suggests
a similar preference for these structures in both corpora. This aligns with
findings by Biber et al. (2004) and Chen and Baker (2010), indicating that
learners and native speakers both heavily rely on verb phrase fragments in
their writing. Further, Granger's (1989) work highlights the importance of these
fragments in learner language, often as formulaic expressions used for
syntactic simplicity.

The significant underuse of NP and PP fragments by Turkish EFL
learners suggests a need for focused instructional strategies to enhance their
usage. According to Granger (1998), native-like proficiency in academic writing
involves a substantial use of NP and PP structures, which contribute to syntactic

complexity and lexical richness.

Table 8
Log-Likelihood Results of Structural Tokens of LBs in Both Corpora

Freq. in Freq. in Log-
Structure Corpus Corpus IiKZIihood Sig.
TICLE LOCNESS

Verb phrase fragments 3466 1350 452.05 0.000*** 4
Dependent clause fragments 1855 1132 30.20 0.000***+
Noun phrase and

prepositional phrase 3174 2247 4.32 0.038 *+
fragments

TOTAL 8495 4729 275.81 0.000**+

Note. + indicates overuse in TICLE relative to LOCNESS, - indicates underuse in
TICLE relative to LOCNESS

- 138 -



COMPARATIVE ANALYSIS OF LEXICAL BUNDLES IN ACADEMIC WRITINGS BY
NATIVE ENGLISH SPEAKERS AND TURKISH EFL LEARNERS

The number of tokens in each structural category shows a significant
overuse in TICLE across all categories. The VP fragments exhibit the most
considerable overuse, with an LL value of 452.05+, far exceeding the values
of other categories. Dependent clause fragments also show significant overuse,
with an LL value of 30.20+. Even though the variety of bundles (types) is
limited in TICLE, the repetitive use of a few bundles (tokens) is markedly
higher. This indicates that Turkish EFL learners rely heavily on a restricted set
of bundles, using them repeatedly in their writing.

The repetitive use of a limited number of bundles in TICLE highlights
a potential area for pedagogical intervention. Encouraging learners to expand
their repertoire of lexical bundles through exposure to diverse academic texts

and targeted exercises could foster greater lexical variety.

b. Log-likelihood Results of Functional Classifications in

Both Corpora

The log-likelihood (LL) ratio of functional types in TICLE and LOCNESS
is presented in Table 9 below.

Table 9
Log-Likelihood Results of Functional Types in Both Corpora

Freq. in Freq. in

Functional Structures Corpus Corpus :-iﬁgl-ihood Sig.
TICLE LOCNESS

Stance bundles 78 64 0.29 0.593 -

Discourse organizers 84 80 2.34 0.126 -

Referential bundles 65 79 8.38 0.004 ** -

TOTAL 227 223 8.19 0.004 ** -

Note. + indicates overuse in TICLE relative to LOCNESS, - indicates underuse in
TICLE relative to LOCNESS

According to the functional classification, all of the categories have
been underused by Turkish EFL learners in terms of the LL measurement of
types. This suggests that most of the structures used by Turkish EFL learners

do not have functional properties. Two of these structures have been
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significantly underused. The most significant difference is in the referential
bundles category, with an LL value of 8.38-, indicating a significant underuse
compared to native speakers. The second most significant difference is in
discourse organizers, with an LL value of 2.34-, also underused in TICLE. Other
differences are not considered significant according to LL measurement
(p < 0.05). There is a significant underuse of functional properties in TICLE
compared to LOCNESS. The total difference is 8.19-, indicating that lexical
variety and richness in TICLE are less than in native speakers in terms of using
functional bundles.

The LL ratio of tokens of these functional categories is shown in
Table 10.

Table 10

Log-Likelihood Results of Functional Tokens in Both Corpora

Freq. in Freq. in

A Corpus Corpus Log- Sig.
Structures TICLE LOCNESS likelihood

Stance bundles 1768 804 145.70 0.000 ***+
Discourse organizers 2182 965 197.52 0.000 ***4
Referential bundles 1775 1167 12.22 0.000 ***4
TOTAL 5725 2936 289.77 0.000 ***4

Note. + indicates overuse in TICLE relative to LOCNESS, - indicates underuse in
TICLE relative to LOCNESS

When examining the LL ratio of tokens in the functional classification,
all categories have been extremely overused by Turkish EFL learners, with
a total LL value of 289.77+. This indicates that even though all types of these
categories have been significantly overused in TICLE, the number of tokens
shows an extreme overuse. In other words, the same structures have been
produced numerous times in TICLE.

Discourse organizers are the most overused structures among
functional structures with an LL value of 197.52+, representing the most
significant difference in the entire functional classification. The significant

overuse of discourse organizers in terms of tokens suggests that Turkish EFL
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learners frequently use these bundles to manage discourse flow. However,
the underuse in type frequency indicates limited variety. This finding is
consistent with studies by Chen and Baker (2010) and Adel and Erman (2012),
who noted similar trends among EFL learners.

Stance bundles are the second most significant difference in
comparison to LOCNESS. While Turkish EFL learners underuse stance bundles
in terms of types, the token frequency indicates a significant overuse. This
suggests a reliance on a few familiar bundles, possibly due to a lack of exposure
to a broader range of stance expressions. Aligning with Granger and Paquot
(2009), it is essential to encourage learners to diversify their use of stance
bundles to enhance their argumentative writing.

The least significant difference belongs to referential bundles with
an LL value of 12.22+. The underuse of referential bundles in terms of types
and their overuse in tokens highlights a gap in learners' ability to use these
bundles effectively. This aligns with Hyland (2008) and Shin's (2018) findings,
emphasizing the need for targeted instruction on referential expressions to

improve lexical diversity and precision.

Discussion

Discussion for Research Question 1

The underuse of certain bundles (e.g., to-clause fragments, of-phrase
fragments) by Turkish EFL learners compared to native speakers aligns with
the findings from previous studies, which assert that novice writers infrequently
use academic-register lexical bundles. Chen and Baker’s (2010) study supports
this, showing that native speakers exhibit a wider diversity in their use of
bundles compared to their non-native counterparts, a trend also reported by
Bychkovska and Lee (2017).

The presence of 40 out of 100 common bundles in both corpora is
consistent with Adel and Erman's (2012) research, which identified 60 shared
bundles among a total of 130 within their dataset. Conversely, these results
contrast with Chen and Baker's (2010) study, which reported a higher shared

bundle rate, with 54 shared instances out of a total of 78 bundles. They also
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noted that “'the use of lexical bundles in nonnative and native student essays
is surprisingly similar” (p. 44).

Examining the most frequent items in TICLE, bundles such as a /ot of,
the most important, in the world are considered to be conversation-type
bundles, commonly used by learners. This finding is consistent with research
by Staples et al. (2013), Chen and Baker (2010), and Bychkovska and Lee
(2017). The frequent use of these types of bundles is often cited as a distinctive
feature of learner writing. Additionally, Shin (2018) observed a significant
presence of these types of lexical bundles in her study, suggesting that their
usage is not confined to a specific learner population but rather indicative of
novice academic writing, irrespective of the first language.

Furthermore, the structures of the bundles extracted from both TICLE
and LOCNESS are not complete grammatical units, as illustrated in
the examples provided. This finding is consistent with Biber et al.’'s (1999)
study, which found that more than 95% of lexical bundles were not complete
units in academic writing. Cortes (2004) supports this argument, stating that
“lexical bundles are identified empirically, rather than intuitively, as word
combinations that recur most commonly in a register, and therefore, lexical
bundles are usually not complete structural units, but rather fragmented
phrases or clauses with new fragments embedded” (p. 400).

Granger (1998) highlights the role of cross-linguistic influence and
transfer in the use of lexical bundles by non-native speakers, which might
explain the frequent use of certain conversational bundles in TICLE.
Additionally, Paquot (2010) emphasizes the importance of discipline-specific
corpora in identifying the functions of lexical bundles, which can provide a more

nuanced understanding of their use in academic writing.

Discussion for Research Question 2

Structural Characteristics

Lexical bundles in both the TICLE and LOCNESS corpora were classified

according to their structures and functions using Biber et al.’s (2004)
taxonomy. Out of 340 distinct bundles, the initial category of the structural
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classification pertains to verb phrase fragments, represented by 145 types and
3466 tokens, comprising 42.4% of all structures in the TICLE corpus.
A comparison of the structures used in both corpora reveals that while Turkish
EFL learners predominantly employed verb phrase fragments, native students
leaned more towards noun phrase and prepositional phrase fragments. This
implies that Turkish EFL learners produce more VP-based bundles relative to
native speakers, corroborating the findings of Chen and Baker (2010) and Shin
(2018), who highlighted that student writings typically contain more VP-based
bundles than those written by native speakers. This trend is especially evident
in specific subcategories.

Our categorization scheme also identified this trend in the VP
fragments subcategory of personal pronouns + VP fragments, which
constituted a quarter of all entries in the structural classification. This finding
aligns with studies by Bal Gezegin (2019) and Wei and Lei (2011), which
revealed a strong preference for noun phrase structures among native
speakers.

Additionally, the analysis uncovered that a substantial portion of
the fragments in this subcategory include bundles incorporating embedded be-
verbs, with 44 types constituting 38.2% of all verb phrase fragments. This
finding aligns with Chen and Baker (2010), who reported that a third of the LBs
incorporated be-verbs, rendering student writing “simplistic and verbose”
(p. 866). The authors posited that this overuse might be attributed to the
learners’ extensive reliance on existential there-constructions. This pattern was
markedly evident in the argumentative essays of Turkish EFL learners.
Examples from our study include there are some/many/a lot/lots of/many
people/ also/so many (f: 215), there is a/an (f: 108), there is no (f: 89), there
is no need (f: 17), there is not (f: 26), there is nothing (f: 20).

Contrary to these findings, Adel and Erman (2012) indicated that
native students used more existential-there constructions and passives, while
non-native students tended to initiate arguments with evaluative bundles like
anticipatory it patterns (e.g., it is easy to). Our research, however, discovered
that non-native speakers used more existential there-bundles at a significantly
higher rate than their native counterparts.
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Within the verb phrase fragments, discourse markers+VP fragments,
wh-question and yes/no question fragments were absent in both corpora. This
absence could be attributed to the types of corpora studied, as both consist of
written registers made up of argumentative essays. Biber et al. (1999) noted
that such expressions are more common in spoken registers. Notably, these
two structure types were also absent in Elturki’s (2015) study, which examined
the development of LBs among learners at various proficiency levels
over a one-year period.

Another noteworthy finding pertains to dependent clause fragments,
where learners frequently use who-relative clauses with VP bundles, and LBs
containing embedded who-clauses such as people/students/women who are,
the people who are, people who have. These structures do not appear in
the native speaker corpus. Moreover, most of these structures involve people,
indicating an overuse of this somewhat vague word, a pattern characteristic of
learner writing. Many of the LBs produced include or collocate with people,
aligning with previous studies of Chen and Baker (2010) and Bychkovska and
Lee (2017).

Within the verb phrase fragments category, a substantial proportion of
the expressions produced by Turkish EFL learners encapsulate negative states.
This trend is exemplified by phrases such as students /universities /people /I
/you /they /we /it do(es) not (f: 214), they/we/people are not (f: 90), they/it
should not be (f: 25), they should not (f: 11), I/they/you/we/he/women cannot
(f: 194) ..., etc. These negative structures account for 22.6% of the personal
pronouns +VP fragments category. This observation stands in contrast with
the findings of Shin (2018), who noted that the native writers exhibited
a preference for negatively phrased expressions such as disagree with
the statement and do not agree with. Conversely, learner writers tended to
favor positively phrased expressions like agree with the statement or so I agree
with, whereas native speakers address negative aspects.

The finding of underusing to-clause fragments by Turkish EFL learners
diverges from Chen and Baker's (2010) earlier study, which found that both L1
Chinese student writers and NS used "“to-clause fragments” extensively,

showing a preference for the frame “in order to + Verb.”
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A quite significant underuse of noun phrase with of-phrase fragments
in TICLE in relative to LOCNESS is in line with Shin’s (2018) study which
reported that the native writers used significantly more noun phrases with of-

phrase fragments than their learner counterparts.

Functional Characteristics

The functional analysis revealed that not all the used structures serve
a function in the discourse, 67% of bundles in TICLE and 64% of the bundles
in LOCNESS did not have any specific functions. The nature of argumentative
essays, the specific genre used in our study, could explain this outcome since
the primary objective of such essays is “to express [one’s] opinion about
an issue” (Staples et al., 2013, p. 217).

Discourse organizers were most extensively used by both Turkish EFL
learners (36%) and native speakers (35%). This aligns with findings from Chen
and Baker's (2010) study, which concluded that both British and Chinese
students also employed a significant number of discourse organizers in their
writing, particularly to elaborate and/or clarify a topic. Most of the structures
used are verb phrase-based bundles, such as 'this means that', 'that is to say’,
'‘can be used', etc. Staples et al. (2013) also revealed that in their corpus of
EAP texts, more than half of the LBs used functioned as discourse organizers.

In the TICLE corpus, stance bundles were the second most commonly
used function (35%), while in the LOCNESS corpus, referential bundles filled
this spot (34%). Referential bundles were the least used by Turkish EFL
learners (29%), whereas stance bundles were the least frequently used by
native speakers (28%). There is a slight underuse of the functional properties
in the TICLE corpus compared to the LOCNESS corpus. However, the overall
difference between the two corpora in terms of functional properties is
significant with a LL value of 8.19-.

Referential bundles, the least frequently used expressions by Turkish
EFL learners, were used as the second most frequent bundles by native
speakers. Adel and Erman (2012) revealed that the largest proportion of LBs

functioned as referential expressions in their study on LBs in academic writing,
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attributing the differences between referential expressions and discourse
organizers to the frequent use of prepositional phrase-bundles. The minimal
use of referential bundles is also observed in previous studies by Shin (2018),
Chen and Baker (2010), and Salazar (2014), which found that both native and
non-native novice writers used only a few reference bundles, with natives using
slightly more than non-natives. Chen and Baker (2010) also noted that using
fewer referential bundles is characteristic of novice writers regardless of their
first language. In all these studies, the variations in the proportions of bundles
in terms of their functions might indicate the different features of different
genres. In other words, genre plays an important role in the use of bundles.

The observed differences in structural and functional classifications
could be attributed to several factors. First, our non-native speakers are
learning English as a foreign language, whereas some studies, including Chen
and Baker’s (2010) study involving Chinese L1 students, explore contexts
where English is a second language. Greater disparities are anticipated when
comparing groups from EFL and ESL contexts.

Another factor could be the methodology itself, as “larger corpora will
generate fewer recurrent word combinations with the same cut-off normalized
frequency, when compared with smaller corpora, because large corpora will
elicit higher converted raw frequencies” (Chen & Baker, 2010, p. 43; see also
Biber & Barbieri, 2007, p. 269). While we employed different cut-off points for
each corpus, smaller cut-off points might have revealed different bundle
patterns. The differences may also stem from the nature and impact of
the (non-disciplinary) argumentative essays, which require students to express
their own ideas and opinions and often embody characteristics of spoken
genres, such as personal declarations. Besides, the essays were compiled
under exam situations in both corpora. The differences with other studies might
also stem from learners' reliance on their native language (L1 transfer), where
they "choose words and phrases closely resembling their first language or those
learnt early or widely used" (Hasselgren, 1994, p. 237). Furthermore, cultural
writing styles or habits could also influence the writers.

The similarities between the two corpora in terms of functional
properties are not particularly substantial. This could be attributed to
the nature of the (non-disciplinary) argumentative essays,
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Finally, it should also be noted that we excluded the erroneous and
repetitive structures from our analysis. We did not explore the impact of errors
on learners' lexical bundle usage, a common phenomenon in learner writing.
For instance, Karabacak and Qin’s (2013) comparison of lexical bundles used
by Turkish, Chinese, and American university students highlighted that
the non-native students might possess partial knowledge of a bundle and
attempt to produce it, though often unsuccessful. This finding indicates that
the learners either lack complete knowledge of the bundles or are unfamiliar
with them altogether. Therefore, had we included erroneous and repetitive
structures in our analysis, the results might have differed, as learners' attempts
to produce lexical bundles could go unnoticed in automatic data-driven and
frequency-based approaches (Shin et al., 2018).

Discussion for Research Question 3

Log-likelihood findings of the structural classifications revealed that
dependent clause and NP fragments are underused in TICLE, while VP
fragments reveal an insignificant overuse in terms of type frequency. This
underuse points to a deficit in lexical variety and richness compared to native
speaker language use. Nevertheless, the LL values corresponding to the tokens
of these structures indicate an overarching overuse by Turkish EFL learners
across all three categories. The overuse of these bundles may be attributed to
learners’ tendency to opt for the safest lexical options labeled as “lexical teddy-
bear tendency” by Hasselgren (1994). As a result, Turkish EFL learners
underuse other potential alternatives for these existing bundles by clinging to
a limited set of phraseological teddy bears.

Within the structural classification, the sub-category verb phrases with
passive verbs, there were no significant differences between two corpora,
despite a minor underuse (LL value 1.21-) in TICLE compared to LOCNESS.
This aligns with findings from Adel and Erman (2012), Wei and Lei (2011) and
Chen and Baker (2010), who found that native speakers used passive
structures more than EFL learners and L1 Chinese students.

Another significant discrepancy is observed in terms of to-clause

fragments, which Turkish EFL learners underused substantially. This finding
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diverges from Chen and Baker's (2010) earlier study, which found that both L1
Chinese student writers and NS used “to-clause fragments” extensively,
showing a preference for the frame “in order to + Verb.” Additionally,
a significant underuse of noun phrase with of-phrase fragments in TICLE is
observed relative to LOCNESS. This result aligns with Shin’s (2018) study,
which found that the native writers used significantly more noun phrases with
of-phrase fragments than their learner counterparts.

An interesting finding is the overuse of prepositional phrases by Turkish
EFL learners both in terms of type and token LL values. The common expression
in the world used 19 times by native speakers, while Turkish EFL learners used
this expression 109 times. This subcategory features expressions specific to
Turkish L1 learners such as all over the world (f: 32), around the world (f: 12),
all around the world (f: 18), in real life (f: 16), in the real world (f: 16), and
for real world (f: 16). Learners often over-generalize the use of all over the
world, classifying it as a 'learner bundle' frequently used in L2 academic writing
but rarely in native English academic writing (Chen & Baker, 2010). However,
this finding contradicts Shin’s (2018) study, which found that native speakers
used many idiomatic expressions such as in the long run (20) and in the real
world (17) more than the learners.

A review of token counts reveals a statistically significant overuse of
nearly all categories in the functional taxonomy by Turkish EFL learners.
The higher number of tokens in TICLE can largely be attributed to the repetitive
overuse of a few specific bundles, a finding that aligns with Salazar’s (2014)
study. The overuse of bundle tokens by non-native speakers is also observed
in Wei and Lei’s (2011) and Jalali et al.’s (2008) studies. This finding also aligns
with Chen and Baker's (2010) research, which found that native speakers
produced the broadest variety of lexical bundles, while non-native speakers
employed the narrowest range.

Beginning with the stance bundles used by both groups, the log-
likelihood value shows an underuse by Turkish EFL learners in terms of types,
but a significant overuse in terms of the tokens. This somewhat contradicts
with prior research indicating that native writers use proportionally more stance
bundles than learners in terms of both types and tokens, as suggested by Ping
(2009) and Bychkovska and Lee (2017). Overall, the usage percentages of
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epistemic devices by native speakers and Turkish EFL learners are fairly similar,
with native speakers employing epistemic bundles slightly more

Within the functional classification, the most significant difference lies
in the underuse of time/place/text reference bundles by non-native speakers.
This could be due to their avoidance of using prepositions for time, place, and
text references. Morris and Cobb (2004) argue that L2 learners often resort to
avoidance strategies when dealing with multi-word items. It has also been
highlighted in the literature that Turkish EFL learners may avoid using certain

prepositions when using multi-word items.

Conclusion

This study has revealed significant differences in the use of lexical
bundles between Turkish EFL learners and native English speakers, highlighting
areas where Turkish learners exhibit less variety and overuse certain bundles
compared to their native counterparts.

The analysis shows that Turkish EFL learners predominantly use verb
phrase (VP) fragments, accounting for 42% of structures, while noun phrase
(NP) and prepositional phrase (PP) fragments are more common among native
speakers, making up 46% of their structural classification. In TICLE, NP and
PP fragments are the second most common category, comprising 33% of
the classification, whereas in LOCNESS, VP fragments represent 33% of all
bundles. Dependent clause fragments are the least common in both corpora.
This limited use may be due to native speakers producing structures by
reducing relative clauses in their essays, which were not apparent in
the analysis. For Turkish EFL learners, avoidance of these expressions,
particularly those with relative clauses, is likely due to their intermediate
proficiency level.

The repetitive use of certain bundles by Turkish EFL learners suggests
a reliance on familiar structures, which could be due to concerns about making
errors or a preference for using known expressions. This pattern aligns with
the “lexical teddy-bear tendency” (Hasselgren, 1994), where learners cling to

a limited set of safe, familiar bundles. The overuse of certain bundles may
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indicate a lack of exposure to a wider range of lexical items and insufficient
practice with varied expressions.

The analysis found that many bundles in TICLE include embedded be-
verbs and existential there constructions. This reliance on simple and familiar
structures can render student writing “simplistic and verbose” (Chen & Baker,
2010, p. 866). The overuse of be-verbs and existential constructions like there
is/are (e.g., there are some/many/a lot/lots of/many people) is markedly
higher among Turkish EFL learners compared to native speakers.

Significant underuse of to-clause fragments and noun phrase with of-
phrase fragments was observed among Turkish EFL learners. This finding
contrasts with studies indicating a preference for these structures in native
writing. The underuse of these fragments may reflect a gap in learners’
proficiency and familiarity with more complex grammatical structures.

The functional analysis revealed that not all used structures serve
a function in the discourse, with 67% of bundles in TICLE and 64% in LOCNESS
lacking functional properties. This outcome can be attributed to the nature of
argumentative essays, whose primary objective is “to express [one’s] opinion
about an issue” (Staples et al., 2013, p. 217). Both Turkish EFL learners (36%)
and native speakers (35%) predominantly use discourse organizers, with
stance bundles being the second most common in TICLE (35%) and referential
bundles in LOCNESS (34%). Referential bundles were the least used by Turkish
EFL learners (29%), while stance bundles were the least frequently used by
native speakers (28%). Despite a slight underuse of functional properties in
TICLE compared to LOCNESS, the overall difference is significant, with an LL
value of 8.19-. This suggests that the lexical diversity and richness in TICLE
are less than in native speakers in terms of functional bundles.

The study concludes that Turkish EFL students exhibit a restricted
range of lexical bundles in their academic writing, relying on a limited set of
repeated patterns compared to native English speakers. This may be attributed
to limited exposure of the bundles and first language influence. Underusing
certain structures in the study may also be attributed to the avoidance
strategies learners apply. The study emphasizes the need for explicit
instruction on lexical bundles in EFL curricula to enhance the academic writing

skills of Turkish students. In conclusion, this study highlights the need for
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a more varied and contextually appropriate use of lexical bundles among
Turkish EFL learners. By addressing these areas, educators can help learners
develop greater lexical diversity and proficiency in academic writing, aligning

more closely with native speaker norms.

Pedagogical Implications

The findings of this study provide valuable pedagogical insights for
English Language Teaching as a Foreign Language. The lack of knowledge of
bundles and overuse and underuse of the certain bundles implies some
underlying problems in EFL teaching pedagogy in Turkish context. The learner
corpus-based studies on the use of multiword items, as in this particular study,
contributes to building learner profiles of the learners coming from various L1
backgrounds. The profiles of these learners offer significant insights that can
guide the development of customized language teaching materials in ELT and
inspire EFL teachers to design bespoke educational resources and corrective
teaching activities, techniques, and methodologies. Some of the pedagogical
implications are as follows:

Fostering learner awareness: Raising learners’ awareness about
the use of multiword items in their writings could serve as another effective
strategy in teaching these constructs. The use of learner data in the classroom
exercises such as comparing learner and native speaker data and analyzing
errors in learner language has been suggested to raise awareness. To
exemplify, one of the ways is chunking of text (Wood, 2015). In this teaching
technique, sequences are highlighted and checked by means of online/offline
tools or sources and learners begin to use more multi-word items in their
writings. Also, activities such as eliciting the collocations, completing
collocations from memory, matching the words together, selecting the missing
word to teach collocations and MWIs are necessary for learners to acquire
the required language items. All these help students become aware of gaps
between their interlanguage and the language they are learning.

Explicit Instruction: There is a need for explicit instruction on a wider
variety of lexical bundles. Teachers should focus on increasing learners’

awareness of different types of bundles in different genres and their
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appropriate contexts. Explicit instruction on features specific to writing as well
as essay-organizing structures would be beneficial for writers at all levels. In
this way, learners may better understand the patterns and usages and
integrate those patterns into their own productions.

Contextualized Practice: Providing learners with contextualized
practice and exposure to authentic texts can help them understand and use
a broader range of lexical bundles effectively. Learners can also compare their
productions with that of native speakers, consult a learner corpus, and correct
characteristic interlanguage issues such as underuse, overuse, misuse, all of
which can enhance their writing skills. When learners refer to the concordance
lines to see whether the structures they use are correct, concordances can
reinforce the learning process.

Corpus-Based Learning: Using learner and native corpora in
teaching can highlight gaps in learners’ use of lexical bundles and provide
models of native-like usage. Learners can also become aware of their errors
and correct themselves thanks to various corpus tools provided. Data-Driven
Learning (DDL) is a powerful approach that enhances language learning by
providing learners with authentic language exposure, promoting self-
correction, fostering discovery learning, and developing analytical skills
(Gilquin & Granger, 2010). It transforms learners into active participants in
their language acquisition process, making it a valuable method in language
teaching. Several studies in the literature utilizing DDL in the teaching of lexical
bundles in the classroom report positive findings.

The integration of the corpora applications into the English language
teaching may be realized by using the freely available and user-friendly web-
based tools that have become available such as Lancaster University BNClab
(Gablasova, 2020), BNC (2014). Furthermore, some of the platforms are
interactive such as FLAX (Interactive Language Learning: FLAX library
(nzdl.org). As for the teachers who do not have any equipment and the Internet
in their classrooms, some resources offer printed materials for DDL such as
Tim Johns' Kibbitzers (https://lexically.net/TimJohns/). These software let
students discover the language by themselves, see the words in their contexts,
expose authentic language data, enabling them check their errors and use

them while doing their homework. Teacher can make use of these tools in
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the classrooms to see the number of occurrences of the words. They may also
create their own corpus from their learners’ writings or make their learners
become aware of various text types and genres.

The results of these kind of studies should be integrated into ESL/EFL
curriculums. Syllabus design can benefit from the use of specialized corpora in
language teaching, tailored to students’ proficiency levels and specific needs.
Language teachers, ELT publishers and practitioners need to be enlighted about
the utilization of corpus data and corpus-based teaching methods within their
classrooms. Textbooks and other teaching materials should be prepared taking
these frequently used structures into account. This can help students gain
a deeper understanding of these structures and assist them in becoming more
like native speakers. The incorporation of MWIs and bundles into the current
syllabus should be promoted, and learners should be encouraged to verify their
own language usage by referencing existing corpora. Last but not least, EFL
teachers should be equipped with the skills of applying data-driven and corpus-
based teaching techniques to use in their classrooms.

Future research should continue to explore the use of lexical bundles
across different genres and proficiency levels and with learners from different
L1 backgrounds. Additionally, investigating the impact of explicit instruction
and corpus-based learning on learners’ use of lexical bundles can provide

valuable insights for language teaching.

Limitations of the Study

This study makes use of corpus-based techniques to analyze the use
of lexical bundles in the written performances by Turkish EFL students and
available in International Corpus of Learner English (ICLE) as a sub corpus.
Although the corpus data to be used for this purpose is the most suitable one
available in the field, it is still limited to the ones included in the TICLE and
the LOCNESS. Also, only 3 and 4-word bundles were analysed in the study,
excluding the erroneous structures. In addition, the study has been carried out
by limiting its scope to the structural and functional categorization of lexical

bundles produced by Turkish EFL learners and native speakers.
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LYGINAMOJI LEKSINIU JUNGINIY ANALIZE AKADEMINIUOSE
RASTO DARBUOSE, KURIUOS PARENGE GIMTAKALBIAI ANGLU
KALBOS VARTOTOJAI IR TURKAI, BESIMOKANTYS ANGLU
KAIP UZSIENIO KALBOS

Anotacija. Autenti$ka kalbos vartosena daznai susideda i$ pasikartojanciy junginiy,
vadinamy daugiazodziais vienetais, arba formulinémis frazémis (Byrd & Coxhead, 2010),
kurios yra kaip esminiai ,diskurso statybiniai blokai tiek Zodiniame, tiek raSytiniame
registre™ (Biber & Barbieri, 2007, p. 263). Leksiniai junginiai, formuliniy fraziy sekos
dalis, apibréziami kaip ,pasikartojantys iSsireiSkimai, nepriklausomai nuo jy
idiomatiSkumo ir nuo jy struktdrinio statuso“ (Biber ir kt., 1999, p. 990). Tyrimas
nagrinéja dazniausiai vartojamy 3 ir 4 Zodziy leksiniy junginiy vartojima Tarptautinio
besimokanciyjy angly kalbos tekstyno (ICLE) turky kalbos dalyje (TICLE) ir Louvain
(Luvéno) gimtakalbiy angly kalbos rasiniy tekstyne (LOCNESS) kaip kontroliniame
lygiagreCiame tekstyne. Leksiniai junginiai klasifikuojami pagal jy struktdrines ir
funkcines charakteristikas remiantis Biber et al. (2003; 2004) sukurta taksonomija.
Atliekama interpretatyvi kontrastyviné gimtakalbiy (LOCNESS) ir negimtakalbiy (TICLE)
duomeny rinkiniy analizé. Rezultatai rodo, kad angly kaip uZsienio kalbos besimokantys
turkai vartoja per daug veiksmazodziy fraziy fragmenty, o daiktavardziy ir prielinksniniy,
fraziy fragmenty - per mazai. Be to, TICLE tekstuose pastebima mazesné leksiné
jvairove, palyginti su LOCNESS tekstais. Kalbant apie funkcine klasifikacija, angly kalbos
besimokantys turkai linke per daZnai vartoti tam tikra apibrézta funkciniy junginiy dalj,
nors apskritai jy vartoja maziau. Sie rezultatai atskleidzia esmines problemas, kylancias
mokant angly kaip uZsienio kalbos, ypac poreikj iSsamiai ir tiksliai mokyti vartoti
daugiazodZius vienetus.

Pagrindinés savokos: tekstyny lingvistika; besimokanciyjy tekstynai; leksiniai
junginiai; daugiazodZiai vienetai; turkai, besimokantys angly kaip uzsienio kalbos.
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ROLE OF COLLABORATIVE READING IN
LEARNERS’ HOME LANGUAGE(S) IN
DEVELOPING READING COMPREHENSION IN
ENGLISH

Abstract. This paper reports the findings of a study that the researcher undertook in
order to develop the reading comprehension of a group of tertiary level ESL students.
The researcher teaches in the department of English Language Teaching to
a linguistically diverse class of thirty four students in an Indian university. It was
observed that the students were not able to critically engage with the text, and
the assignments that were submitted indicated a lack of understanding of the course
materials. An intervention was planned which aimed to determine whether the use of
home languages while making notes facilitates the comprehension of challenging
academic texts. In the first stage of the study, the participants read the texts on their
own and made notes on them based on which they wrote individual summaries in
English. In the second stage, the participants discussed the content in English in
groups of three and made notes based on which they wrote individual summaries in
English. In the last stage, the participants discussed the content in their home
language/s in the same groups and made notes in whichever language/s they were
comfortable in. Then they wrote individual summaries in English based on the notes.
The scores for each stage were compared. The findings revealed that the participants
successfully produced more detailed notes and summaries when they worked
collaboratively and used their own home language/s for discussion and taking notes.

Keywords: collaborative reading; home language; reading comprehension;
summarization; translanguaging.

Introduction

Reading is a complicated process in which the reader engages
actively with the text using their “cognitive and metacognitive skills” in order
to understand the text (Kintsch, 2002). According to Bermillo, Lycel and
Merto (2022), the ability to read with proper understanding is a desideratum

Copyright © 2025. Nivedita Malini Barua, published by Vytautas Magnus University.
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Attribution Non-Commercial 4.0 (CC BY-NC 4.0) license, which permits unrestricted
use, distribution, and reproduction in any medium provided the original author and
source are credited. The material cannot be used for commercial purposes.

- 159 -



ROLE OF COLLABORATIVE READING IN LEARNERS’ HOME LANGUAGE(S) IN
DEVELOPING READING COMPREHENSION IN ENGLISH

to academic success. The ability to read with proper understanding is of
paramount importance for the academic progress of both foreign and second
language learners (Grabe, 2009). However, tertiary level students are yet to
master the skill of comprehending big chunks of academic texts in “a fast,
efficient, and effective manner” (Trudell, 2019). Another reading challenge
for English as a second language (ESL) readers is that most of the college
textbooks and reading materials are in English (Van Weijen, Tillema, & Van
den Bergh, 2012). Students have very little exposure to challenging academic
texts in English and, therefore, they have very limited “reading expertise and
background” to deal with the texts that they encounter in higher education
(Beeker, 2012 as cited in Yapp, de Graaff, & van den Bergh, 2021). Though it
is an important and relevant issue (Grabe & Stoller, 2011), research into
second language (L2) reading strategies has been scant (Zoghi, Mustapha, &
Maasum, 2014).

In India, at the primary and secondary levels of education,
the language of instruction (LOI) may either be the local language or English.
However, English predominantly becomes the LOI at the higher education
level across most disciplines, and the prescribed course books are also in
English. Consequently, students who have been educated in their home
languages at the primary and secondary levels of education are often
required to engage with academic texts in English at the tertiary level. This
shift in the medium of instruction is frequently cited as a significant factor
contributing to the challenges that many Indian students face in
comprehending academic texts in English.

The researcher teaches English Language Teaching (ELT) to
a linguistically diverse class of thirty four students in an Indian university. As
part of the course requirements, students are expected to engage with
a variety of academic texts in English. For classroom assignments, students
are required to write essays, reports, and other types of written work in
English, drawing upon their readings of the academic texts. The researcher
observed that her students were finding it difficult to critically engage with
the text and their written assignments indicated a lack of adequate reading
comprehension. As a solution to this problem, the researcher decided to

intervene by making her students discuss the content of the texts using all
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the languages that they had access to including their home language(s). This
approach was primarily implemented to accommodate students in
a multilingual classroom who do not speak the majority language or the local
language. Moreover, the language varieties that the students speak are
sometimes mutually unintelligible. At times, they are seen to be resorting to
the use of “link languages” (Chapia, 2020), such as Hindi and English to
communicate with their fellow students.

Recent studies have highlighted the significant role of learners’ home
language or L1 as “resource for learning” (Omidire& Ayob, 2022, p.106).
These studies have emphasized the importance of incorporating the home
language as a scaffolding tool for learning in multilingual classrooms.
A number of studies such as Garcia and Wei (2014), Makalela (2015b) and
Mgijima and Makalela (2016), as cited in Omidire and Ayob (2022), have
supported the shift from monolingual orientations in multilingual contexts
where learners’ entire linguistic repertoire is harnessed to achieve optimal
learning. Although the study cites Duarte (2019) in support of the benefits of
translanguaging strategies in multilingual classrooms, it also highlights
the lack of sufficient research on how these strategies are implemented in
multilingual classrooms. The present study investigates whether
a translanguaging strategy, such as collaborative reading in learners’ home
language(s), can improve reading comprehension of challenging academic
texts.

Son and Kim (2021) have defined translanguaging as the process in
which speakers use the languages at their disposal without any restriction to
create meaning according to “the communicative context”. Wei and Garcia
(2022) sought to clarify the misunderstanding that the term
“translanguaging” is often interpreted as the use of the “first language” of
multilingual students. However, they emphasized that in order to understand
the concept of translanguaging one needs to go beyond the “socially
constructed interpretation of language” (p. 314); instead, it should be
regarded as “a unitary repertoire” (p. 322) enabling students to engage with
the entire repertoire of language elements at their disposal.

The present study investigates whether peer discussions that draw on

all the languages in learners’ repertoire, including their home language(s),
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facilitate the comprehension of challenging academic texts in English. For
the purpose of the study, three sets of three different types of texts were
identified from the prescribed course books. All three sets had a narrative
text, an expository text, and an argumentative text each. The researcher
instructed the students to discuss the texts in groups and take notes. This
was followed by writing individual summaries based on these notes.
The summarization technique was employed to determine whether there was
any change in the learners’ reading comprehension after using their entire
linguistic repertoire to discuss the content of the texts. This technique was
considered suitable because a summary demonstrates the extent of
comprehension, as it requires students to rewrite or outline only the most
important parts of a passage (Zafarania & Kabgani, 2014). The student’s
focus is on identifying the most important parts of the text. More importantly,
it also enables them to realize how different parts of the text come together
to form a cohesive whole and how they support the title or main topic of
the text.

The two research questions were:

. Could participants produce better summaries when using all
the languages at their disposal, including their home language(s), to
discuss the provided texts?

. Were they able to comprehend all three types of texts equally

well when using their full linguistic repertoire?

Literature Review

Academicians and English language teaching professionals involved in
the field of English as a Second Language (ESL) have been attempting to
develop effective second language (L2) programs, and one of the most
challenging areas has been the use of the learners’ first language (L1) in
the second language (L2) classroom. The extant literature on strategic
reading instruction in L2, especially in ESL contexts, is limited. There is
a pressing need for more research on L2 reading instruction aimed at

developing reading comprehension in ESL contexts (Young-Mee Suh as cited

- 162 -



Nivedita Malini BARUA

in Grabe, 2004, p. 55).Though the use of L1 in the L2 classroom is
a controversial one, and the use of L1 is usually not encouraged in the L2
classroom, research has shown that learners may benefit from the strategic
use of the L1 in the L2 classroom (Storch & Wigglesworth, 2003).

An in-depth literature review follows that would help justify the need
for the present study. The following six headings under literature review

present the six research areas related to the present study.

Teaching of Reading Strategies

Though the burgeoning volume of research on teaching of reading
strategies is proof of the importance attributed to developing learners’
reading skills, it is still a neglected area in the ESL classroom. Some recent
studies have explored various aspects of reading strategies and schema
building, which also allow for the incorporation of strategies such as
collaborative reading and the use of home language(s), as investigated in
the present study. Studies such as Sengupta’s (2002) highlight the necessity
of going beyond simple strategies which is encouraging for the present study
that explores the role of learners’ home language in teaching reading.
Although Shen’s (2009) study investigates the role of discussions among
learners in building their schema and increasing their motivation, it does not
explore the use of learners’ home languages in these discussions. It focuses
more on relying on one’s memory to search for items in L2 to express what
learners have in mind. More recently, Stoller, Anderson, Grabe, and
Komiyama’s (2013) study further emphasized the importance of class
discussions to understand the main idea and help learners to relate the text
content to their background knowledge. Yang (2010) in her study examined
the differences and similarities between L1 and L2 reading and explored
the role of schema. The argument put forward was that if learners,
irrespective of the language(s) they spoke, were acquainted with the content
as well as the formal and linguistic schema, they could understand any text.
These studies suggest that leveraging a learner’s L1 could be an effective

strategy for enhancing L2 reading comprehension.
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Collaborative Reading

A number of studies have proven the efficacy of collaborative reading
but, as the following discussion shows, only a handful of them have actually
looked at the use of learners’ home languages during class discussions.
Modified Collaboration Strategic Reading (MCSR) combines collaborative
learning and reading strategy instruction. Klingner and Vaughn (1996) in
their study assessed the attitudes of the students towards the effectiveness
of MCSR. Vaughn and Edmonds (2006) also showed how collaborative
reading helps in comprehending the reading material better. Since then,
a series of studies—such as those by Stoller et al. (2013), Zoghi, Mustapha,
and Maasum (2014), and Bermillo (2022)—have revealed that Collaborative
Strategic Reading (CSR) is effective in improving reading comprehension
among various groups of learners, as well as enhancing their reading
motivation. More recently, Turnbull and Evans (2019) found that the group

using their L1 during discussions demonstrated higher recall.

Reading and Taking Notes

Though Ozcakmak and Mustafa’s (2019) study indicated that note
taking did not affect comprehension, it was strongly refuted by other studies
(Faber et al.,, 2000; Belet, 2005; Tok & Beyazit, 2007). They also
acknowledged that factors such as the nature of the text and the length and
the interest factor of the content might have had an impact on the findings.
While commenting on the dearth of literature on the effectiveness of note
taking on listening and reading comprehension, they also noted that taking
notes enables students to understand the content of the text better since

they read more attentively.

Use of Home Language in L2 Classroom

Recent studies have emphasized the benefits of using the L1 as

a scaffold for learning, as it facilitates better comprehension of content.
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Storch and Wigglesworth’s (2003) study explored an important aspect of L1
use in language learning, specifically focusing on learners’ attitudes towards
the use of their first language (L1) in the classroom. Their study found that
although the learners were aware of the benefits of using L1 as a tool, they
were reluctant to use it when completing the tasks. The researchers strongly
advocate for allowing students to use their L1 during collaborative work
(p. 768). They recommend follow-up research on the “potentially valuable
role of the L1” (p. 768). Eisenchlas, Schalley, and Guillemin (2013) used
the term “home language”, which they defined as the language that is picked
up by a child at home, and the language that the child knows best before
their formal education begins. Although that study focused on young children,
the term “home language” deemed most suitable for the present study,
referring to the language(s) spoken at home in which the speaker feels most
comfortable. Conteh (2018) highlights the “pedagogic potential” of
translanguaging, noting that an increasing number of researchers working in
multilingual teaching and learning contexts have begun to refer to
“Translanguaging” as the practice of speaking and writing in different
languages. Omidere (2019) comments that the use of home languages is
instrumental in making classrooms more interactive and for learning to take
place in the process.

Dougherty cites Celic and Seltzer’s (2011) review of translanguaging
strategies in classrooms that have been used successfully in places as varied
as the UK and Africa. The process of planned and strategic translanguaging,
or the strategic use of all the language varieties at the student’s disposal, can
be defined as pedagogical translanguaging (Cenoz, 2017, p. 194). It has also
been defined as "“a theoretical and instructional approach” to improve
students’ linguistic and content competences through the use of all
the language varieties in their repertoire (Cenoz & Gorter, 2021). Pedagogical
translanguaging is also considered as an effective means for consolidating
what has been learnt and offering opportunities for increased flexibility in
language use by multilingual speakers (Duarte & Kirsch, 2020). Dougherty
(2021) discusses translanguaging strategies in the language classroom,
highlighting how a “translanguaging space” can be created either

spontaneously or strategically to support both the academic and social
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aspects of a lesson. Anderson (2024) acknowledges the growing interest in
translanguaging as a theory and as a pedagogical tool. According to
the weaker definition of translanguaging, any practices that draw on learners’
broad linguistic repertoire to facilitate communication and understanding can
be considered translanguaging, although this also depends in part on how it
is implemented in the classroom. Although he acknowledges that
translanguaging has long been prevalent in multilingual contexts such as
India, researchers have a responsibility to observe, analyze and learn from

these practices.

Use of Learners’ Home Language(s) in Reading

The benefits of using the learners’ L1 as an “essential tool” for
reading was acknowledged as far back as the 1990s by Villamil and De
Guerrero(1996) that listed five strategies used by Spanish college students
during collaborative reading. Three of these five strategies that are of interest
in the context of the present study are: using the L1, providing scaffolding,
and resorting to interlanguage knowledge. Seng and Hashim’s (2006) study
showed that while reading texts in their L2, learners use their L1 to think
about the content and to understand the text better. Garcia and Sylvan
(2011) acknowledged the multilingual/ multicultural reality of today’s
classrooms, and how students’ abilities can be developed by exploiting
the different languages present in the classroom. Their paper presents
translanguaging as an effective tool for enhancing understanding and
addressing the needs of individual learners in multilingual classroom
contexts. This is supported by studies such as Ocampo’s (2023), which found
a strong connection between translanguaging and reading comprehension.
The conclusion drawn emphasizes the importance of increased group
discussions and classroom interactions, as a high degree of correlation was
found between reading comprehension and the use of translanguaging.

According to Hungwe (2019), translanguaging could be used to
develop fluency in both L1 and L2. Moreover, it also aids in improving reading
comprehension and in understanding various concepts more effectively.

Ocampo (2023) interprets translanguaging as the technique in which learners
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use all languages in their repertoire to learn concepts. The study also
emphasizes the use of translanguaging to foster the development of higher-
order thinking and highlights the crucial role of teachers in allowing and
encouraging ESL students to express their thoughts in their native languages.
A study conducted by Yapp, Graaff, and Bergh (2021) recommends further
research on the use of various reading strategies in L2 reading, especially for
vocational students. Several studies, including Li and Clariana’s (2019), have
acknowledged the lack of research on text-level reading on reading
comprehension in a language that is not the reader’s native language.
Building on these findings, the present study seeks to bridge this research
gap by evaluating the effectiveness of a translanguaging strategy

implemented in a multilingual classroom.

Use of Summary to Assess Reading Comprehension

In the past few decades, a significant amount of research has been
conducted on the relation between the summarization technique and reading
comprehension. Asencién Delaney’s (2008) study suggested that there was
a connection between summarizing and L2 reading. Summarizing and reading
comprehension are strongly interlinked as in order to write a good summary
the writer must first understand the text (Kintsch &van Dijk, 1978). This is
the reason why summary writing is frequently used to measure the reading
comprehension of participants (e.g., Cohen 1994; Yu 2008). Zafarania and
Kabgani (2014) recognize summarization as a “complex process” (p. 1961)
that requires readers to sift through and differentiate between the more
important and less important ideas and then recreate them as a new text that
could replace the original. In their study, the focus is more on what goes into
writing a good summary and the emphasis is mainly on writing. In another
study by Yamanishi, Ono, and Hijikata (2019), the summarization technique
is a component of a larger reading comprehension assessment. The present
study focuses exclusively on the summarization technique, as it aims to
explore how summaries can be used to determine to what extent the reader
is able to identify the main idea, supporting points, and related elements.

The summaries were evaluated based on these comprehension criteria rather
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than the conventions of summary writing. As a result, the writing process
itself was not emphasized or assessed.

The relevance of the present study becomes particularly evident in
the context of such studies, as it determines whether allowing learners to
draw on all the language varieties in their repertoire enhances their ability to
comprehend dense academic texts in a multilingual teaching-learning
context. A significant portion of this literature review aims to underscore gaps
that exist in the use of translanguaging strategies in complex multilingual
teaching-learning settings. This gap, particularly evident in the researcher’s
own teaching-learning context, served as a powerful motivator for

undertaking the present study.
Methodology

Participants

The researcher teaches a linguistically diverse group of students in
an Indian university. The participants were a cohort of 34 postgraduate
students in the department of English Language Teaching. They were
selected using a convenience sampling method. Convenience sampling or
availability sampling is a method that involves collection of data from
participants who are available to participate in the study (Saunders, Lewis, &
Thornhill, 2012). For the present study, 34 participants attending the English
for Specific Purposes course taught by the researcher were selected. The
mean age of this group was 20 years. The majority of them were speakers of
different varieties of Assamese (the dominant indigenous language in
the region), but there were also speakers of based on (another indigenous
language spoken in Assam), Naga (spoken in the neighboring state of
Nagaland), varieties of Bengali (spoken in Assam and West Bengal) and
a variety of Bihari (spoken in the state of Bihar). All of them had similar
levels of proficiency in English. It is important to note that all the participants
in the study took part voluntarily. Their involvement was based on informed
consent, ensuring that they were fully aware of the study’s objectives and

procedures.
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Data Collection and Procedure

Although the participants’ reading proficiency was already known to
the researcher, as she had taught them for nearly one and a half years prior
to conducting the experiment, the individual summaries written by
the participants following the discussions were used as a tool to assess their
reading comprehension. These summaries provided valuable insights into
how well the participants understood the academic texts and reflected their
ability to synthesize and articulate key ideas from the material. This method
of assessment allowed for a more nuanced evaluation of their comprehension
beyond the researcher’s prior knowledge of their abilities.

Three sets of three different types of texts were used for this
purpose. They were mainly excerpts from two books on English for Specific
Purposes (ESP) viz. English for Specific Purposes: a learning centered
approach by Hutchinson and Waters (1987) and Developments in English for
Specific Purposes: A multidisciplinary approach by Dudley Evans and
Jo St John (1998). For the purpose of this study, three types of texts were
identified: narrative, expository and argumentative. The extant literature on
different types or genres of texts presents conflicting viewpoints on
the criteria for classification of different types of texts. For ease of study,
the following interpretations of the three types of texts were considered.
A loose definition of a narrative text would be a text that presents a series of
events arranged on a timeline of related elements (Brewer, 1980, as cited in
Wannagat, Henkel, & Nieding, 2020). An expository text often contains ideas
or information that is usually “new to the reader” (Mar, Li, Nguyen, & Ta,
2021, p. 733). Argumentative texts, on the other hand, are those texts that
contain structured text content through “high level thinking skills” (Ozdemir,
2018, p. 112), where the argument is presented from different perspectives
and where the arguments and the rebuttals may not be organized in
an explicit manner.

All three sets of texts in all three stages included a narrative text,
an expository text and an argumentative text. In each of the stages,
the participants were first made to read the three different texts and write
a summary for each of the passages. They were scored on the basis of
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writing about the main idea and specific details from the original passage in
their own words, including the important details from the original text in
the summary. In the first stage (Stage 1) of the study, the participants read
the first set of texts on their own and took notes based on which they wrote
individual summaries in English. The participants were divided into groups of
three for the next two stages of the study. According to Harvey and Goudvis
(2000), organizing students into discussion groups enhances their
understanding of texts. The groups were composed of students who spoke
different language varieties. In the second stage (Stage 2), the participants
discussed the content of the second set of texts in English in their groups and
took notes. Then they wrote individual summaries in English based on these
notes. In the final stage (Stage 3), the participants discussed the content of
the third set of texts using all the languages that were available to them in
the same groups and took notes in whichever language(s) they were most
comfortable with. Then they wrote individual summaries in English based on
the notes. Students were required to write their summaries in English, as
tertiary-level students are expected to demonstrate proficiency in academic
writing skills and complete assignments in English after reading texts in
the same language. Moreover, the primary objective of this study was to
determine if students wrote better summaries after discussing the content of
the academic texts in their home language(s). Since in the previous two
stages they wrote their summaries in English, they were required to write
the third set of summaries in English in order to maintain uniformity and for
more reliability in scoring. The scores for each stage were compared.

The summary was used to determine the level of reading
comprehension because numerous studies have proved that summaries
measure and promote reading comprehension. As mentioned earlier, a good
summary has been found to be a strong indicator of effective reading
comprehension. Each summary written by the students was scored according
to a holistic rubric that assigned grades based on a set of holistic criteria
rather than on individual aspects of writing. In other words, the summaries
were scored based on a set of holistic criteria and not on how the participants
actually wrote their summaries. An analytical scoring rubric was used to

evaluate participants’ pre and post-intervention summary scripts. The four
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different aspects included in the rubric were: identifying the central idea,
finding the supporting details, understanding vocabulary, and making
inferences (Sam & Rajan, 2013).The rubric for the summarization technique
has been borrowed from Madnani, Burstein, Sabatini, and O'Reilly (2013),
and is provided in the Annex. Although their study primarily focused on
the use of automated scoring for summaries, they also recommended using
summaries as an effective tool for assessing reading comprehension. It was
believed that, to determine whether students were able to construct
the mental models necessary for reading, they should be asked to identify
the central idea of a text, locate specific information within it, and make
connections between its different points. According to studies such as Yu
(2008), these four cognitive functions are most effectively demonstrated
through summary writing. The summaries were checked for the presence of
these four aspects and each aspect was scored on a scale of 4 and the total
scores were calculated. It is important to note that participants were asked to
write summaries as a “performative activity” (Brown & Abeywickrame, 2018)
to demonstrate their reading comprehension. As such, the summaries were
evaluated not on the quality of writing, but for the extent to which they
reflected the participants’ understanding of the provided texts.
The researcher scored the summaries using a scoring rubric. Intra-rater
reliability was maintained by going through all the summaries once without
assigning scores and then coming back to the same set and giving final
scores or grades, as recommended by Brown and Abeywickrame (2018).

The participants were asked to complete the tasks as home
assignments. They were instructed to read the text and then write
a summary of not more than 500 words. The quality of writing was not
checked since summarizing involves a set of writing skills that differ from,
and may be more complicated than reading skills. Instead, the focus was on
how well the student was able to convey their interpretation of the texts in
their own words. The emphasis was placed on assessing how effectively
participants could distill the main ideas and essential content from the text,
rather than on the mechanics of their writing.
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Data Analysis

One of the aims of this study was to determine if there is a difference
in the scores obtained by the students between the three stages, and if there
is a significant difference in Stage 3 in which the participants used their home
language(s) to discuss the content of the three types of texts. The scores of
Text 1 (narrative), Text 2 (expository) and Text 3(argumentative) for each
stage were added and tested for the difference in the mean text scores
between the three stages, i.e., Stage 1, Stage 2, and Stage 3. A single-factor
ANOVA was conducted to compare the means of the three groups. Another
aim of this paper was to investigate whether there was any difference in
difficulty level among the three types of texts. In order to determine this,
the average score of Text 1 overall (for Stages 1, 2 and 3) was taken and
the same was done for Text 2 and Text 3. The average scores between

Texts 1, 2 and 3 were compared.

Findings

The findings of this study are presented in two sections: (1) statistics
illustrating score differences across all three stages, and (2) statistics

comparing scores among the three types of texts.

Difference in Scores in All Three Stages

Table 1
Sample Summary Statistics (N=34)
[ variables Mean
. . 4.30
No discussion (Stage 1)
Discussion in English (Stage 2) >
8.35

Discussion in own language(s) (Stage 3)

The results, as shown in Table 1, indicate a significant difference in
the means between the three stages as seen from the p-value which is less
than 0.01. Discussion in own language (Stage 3) had the highest mean

scores out of the three and this difference was statistically significant.
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Table 2
Comparison between Students’ Scores Obtained in Stage 1, Stage 2, and
Stage 3

Source SS Df MS F p
Between

Groups 319.76 2 159.88 71.68 0.00
Within 220.82 99 2.23

Groups

Total 540.60 101

Note: SS = Sum of Squares, df = degrees of freedom, MS = Mean Square, F = F-
statistic, p = significance level.

The F-statistic of the ANOVA will be higher and the p-value will be
lower if the variation in the between-group is high compared to the within-
group. In such a scenario, the null hypothesis that the group means are equal
can be rejected. In Table 2, since the p-value is less than 0.01, it can be
conclusively proved that there is a significant difference between the mean
scores of the three stages and Stage 3 has a significantly higher mean test

score than Stage 1 and Stage 2.

Comparison of Scores Obtained for the Three Types of Texts

Table 3

Sample Summary Statistics (N=34)
Variables Mean
Narrative 2.2352
Expository 2.1764
Argumentative 1.598

The present research also aimed to investigate whether certain texts
are easier to comprehend. To determine this, the overall average score for
Text 1(narrative), based on Stages 1, 2, and 3 was calculated. The same was
done for Text 2 (expository) and Text 3(argumentative). The average scores

of Texts 1, 2 and 3 were then compared.
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Table 4
Comparison between Overall Average Scores in Narrative, Expository, and

Argumentative Text Styles

Source of ss df MS F p F crit
Between Groups 8.43 2 4.21 20.08 0.00 3.10
Within Groups 20.78 99 0.20

Total 29.22 101

Note: SS = Sum of Squares, df = degrees of freedom, MS = Mean Square, F = F-
statistic, p = significance level, Fcrit = critical F-value

ANOVA results in Table 4 show that overall narrative texts were
easier to comprehend compared to expository and argumentative texts and
the difference is significant as seen from the p-value which is less than 0.01.
The results also indicate that the argumentative texts were found to be most

difficult to comprehend.

Discussion

The present study aimed to explore the role of home languages in
facilitating better comprehension of academic texts in L2. The research used
summarizing as a tool to assess how far the reading material could be
comprehended. The results strongly indicate that appropriate translanguaging
strategies can be effective in facilitating reading comprehension in L2. It was
found that there was a positive correlation between group discussions in
learners’ home languages and a greater understanding of academic texts in
English. The findings of this study align with several studies such as Turnbull
and Evans (2017) who observed that use of learners’ home language(s) in
group discussions while reading led to greater engagement with the text.

The summaries of all three types of texts in Stage 1, where
participants did not engage in classroom discussions, indicate a relatively low
level of understanding of the text. On the other hand, the participants in
Stage 2 in which they discussed the texts in English, displayed a better
understanding of the text than in Stage 1, suggesting benefits of group
discussion in general. This finding is consistent with those reported by studies
such as Rizwanand Rachmijati (2021) and Ningsi, Amin, and Muhsin (2021)
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which established that group discussions enable learners to read with better
comprehension. The participants in Stage 3, who discussed the texts in all
the languages that were available to them, wrote better summaries with
the main idea and the supporting ideas that were intact and in their own
words.

However, the summaries created for the argumentative texts
indicated a lack of adequate understanding of the text. This trend was also
evident in Stage 1 and 2 where, although the overall scores obtained by
participants were lower in case of all three texts as compared to Stage 3,
they were far lower in case of the argumentative texts. The reason for this
may be because in argumentative texts, the main claim is not explicitly
stated and readers are required to associate ideas across sentences
(Diakidoy, Ioannou, & Christodoulou, 2017). In studies such as Larson,
Hazlett, Chaparro, and Picard (2006), it was reported that readers could
identify these argument elements with only 30% accuracy. The findings
strongly suggest that the collaborative use of learners’ home language(s) can
yield similar results across various multilingual teaching learning contexts and

teachers can plan and adopt such strategies in the classroom.

Conclusion

Although ELT practitioners are still divided about the use of learners’
home language(s) in the teaching and learning of L2, the present study
provides further evidence in support of the use of learners’ home languages
to facilitate their reading comprehension in L2. It was observed that
participants were able to generate summaries that demonstrated better
comprehension when they worked collaboratively by using the languages that
they had in their linguistic repertoires. It proves that collaborative work and
translanguaging techniques can facilitate meaning-making and deep
understanding of texts. In other words, this paper has provided evidence to
indicate how translanguaging can be a useful tool to understand academic
texts in the L2. It is also noteworthy that although participants used different
language(s) at their disposal to understand the text, they produced

summaries in English which indicated that they could comprehend the texts
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that they summarized. This confirms that, rather than causing confusion,
the use of different languages leads to greater understanding. The use of
their home languages or the language(s) that they have access to allows
participants to engage with the text with more confidence and in greater
depth. Therefore, the researcher recommends a translingual approach in
classrooms to facilitate better comprehension of texts.

In the process of discussing and summarizing, the students drew on
the different languages at their disposal to highlight, summarize, and review
key ideas, while also relating them to their existing knowledge. Another
important finding of this study was that ESL learners may require extra
assistance to deal with complex academic texts, such as argumentative texts.
Although adopting strategies such as collaborative reading and use of
learners’ home languages facilitates greater comprehension, there may be
situations where teachers may have to provide additional scaffolding, such as
training them in the use of graphic organizers in order to make more sense of
complex academic texts where the main points and relevant details may not
be explicitly stated.

The two major takeaways from this research would be: collaborative
work assists in developing reading comprehension in an L2 class and
appropriate use of learners’ home language(s) can facilitate the development
of L2reading skills. Opportunities for collaborative learning and speaking, as
implemented in this research, are important ways through which extensive
reading helps students to internalize and fully comprehend academic texts.
The researcher acknowledges that the sample size in this study was too small
to support broad generalizations. Further studies with a larger sample may
yield results that are more widely applicable. Moreover, several important
factors that could have a significant impact on the findings, such as potential
biases in group dynamics during collaborative tasks, individual differences in
linguistic repertoires, and the use of convenience sampling, were also not
considered. These limitations, however, cannot undermine the significant
changes in L2 reading behavior among students when they use their own
language(s) to make sense of challenging academic texts. The present
research strongly advocates for the incorporation of collaborative use of

learners’ home language(s) for better comprehension of academic texts. It
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also highlights the need to raise awareness among teachers, learners, and
other stakeholders about the benefits of adopting translanguaging pedagogy

in multilingual classrooms.
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SKAITYMO BENDRADARBIAUJANT MOKINIU
GIMTAJA (-OSIOMIS) KALBA (-OMIS) VAIDMUO UGDANT
SKAITYMO SUPRATIMA ANGLU KALBA

Anotacija. Siame straipsnyje aptartas tyrimas, atliktas siekiant tobulinti aukstosios
mokyklos studenty, besimokanciy angly kaip antrosios kalbos, skaitymo supratima, ir
pateikti jo rezultatai. Tyréja Indijos Guvahacio universitete désto angly kalbg
lingvistiskai jvairiai trisdesimt keturiy studenty grupei. Pastebéta, kad studentai
nesugebéjo kritiSkai analizuoti teksty, o pateiktos uzduotys rodé, kad jie nesupranta
kurso medziagos. Buvo parengta strategija, kuria siekta nustatyti, ar gimtosios kalbos
vartojimas konspektuojant palengvina suprasti sudeétingus akademinius tekstus.
Pirmame tyrimo etape dalyviai skaité savarankiskai ir kai kg pasizymédavo, véliau
remdamiesi Siais uZrasais rasé individualias santraukas angly kalba. Antrame etape
dalyviai grupése po tris angly kalba aptaré teksty turinj, taip pat konspektavo ir
remdamiesi tais uzrasais rasé individualias santraukas angly kalba. Paskutiniame etape
dalyviai tose paciose grupése aptaré turinj gimtaja (-osiomis) kalba (-omis) ir uzsirasé
pastabas ta kalba (-omis), kuri (-ios) jiems patogiausia (-ios). Tuomet remdamiesi
uZrasais rasé individualias santraukas angly kalba. Kiekvieno etapo rezultatai buvo
palyginti. ISvados atskleidé, kad dalyviai iSsamesnius uZrasus ir santraukas parengé
bendradarbiaudami paskutiniame etape - grupése aptare turinj gimtaja (-omis)
kalba (-omis), uZsirase pastabas ta kalba (-omis), kuri (-ios) jiems patogiausia (-ios) ir
parase individualias santraukas angly kalba.

Pagrindinés savokos: skaitymas bendradarbiaujant; gimtoji kalba; skaitymo
supratimas; apibendrinimas; vertimas i$ vienos kalbos | kita.
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A SYSTEMATIC REVIEW: INFLUENCE OF
INTERMEDIATE-LEVEL LANGUAGE
DIFFERENCES ON LANGUAGE ACQUISITION
AND WRITING COMPETENCE

Abstract. This article reviews existing literature on cross-linguistic influence (CLI) in
additional language acquisition, focusing on how learners’ awareness of differences
between their primary and target languages impacts their writing competence. The study
has its special focus on intermediate-level language differences, specifically expression
patterns and usage preferences, and their influence on Chinese English learners’ writing.
A systematic search of recent studies (last 15 years) was conducted using Google Scholar
and CNKI with keywords such as “cross-linguistic knowledge,” “negative transfer,” and
“writing competence.” The findings highlight significant CLI at the intermediate level,
particularly in areas such as conjunction use, sentence structure complexity, avoidance
of passive voice, and word repetition. These challenges stem primarily from differences
in expression patterns between Chinese and English. Contrastive Analysis (CA) emerges
as an effective tool for predicting errors, tailoring teaching materials, and explaining
linguistic phenomena. However, research remains limited on how to enhance cross-
linguistic awareness, especially in relation to intermediate-level features such as
hypotactic and paratactic structures. The study underscores the need for more
quantitative and empirical research to develop cross-linguistic competence and refine
pedagogical strategies. Further exploration is essential to better understand how
language differences influence writing performance and to create effective instructional
approaches that address intermediate-level CLI.

Keywords: cross-linguistic influence; multilingualism; intermediate-level language
difference; teaching strategy; writing.
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Introduction

Language acquisition is influenced by various factors that shape
learners’ linguistic development and communicative abilities. Among these
factors, the interplay between the learner’s primary language and the new
language plays a key role. Known as cross-linguistic influence (CLI), this
interplay can either aid or hinder additional language acquisition (Jarvis &
Pavlenko, 2008; McManus, 2021).

Writing competence in an Lx (any language beyond the first (L1)) is
not limited to mastering grammar or vocabulary. It also involves conveying
meaning according to the structural and rhetorical conventions of the target
language. In this context, cross-linguistic knowledge—awareness of
the differences between primary language and subsequent language—can
guide learners in making informed linguistic choices. With greater cross-
linguistic awareness, learners may better understand how to avoid negative
transfer and leverage positive transfer, thereby improving their writing
performance (McManus, 2021; Van Dijk, Van Wonderen, et al., 2022).

However, much of the existing research focuses on CLI caused by
surface-level or deep-level language differences, while less attention has been
paid to the “intermediate-level” differences that lie between these two
extremes (Lian, 2010; Liu, 1991). Differences at this level include the patterns
of expression and structural preferences that influence how meaning is realized
in writing, yet they are not fully explained by simple grammatical rules or broad
cultural factors (Liu, 1991). Recent studies suggest that such intermediate-
level differences can significantly affect how learners produce coherent,
context-appropriate text (Peng, 2023). Understanding these mid-level
contrasts may offer fresh insights into improving writing instruction and
enhancing learners’ performance in multilingual contexts.

This article seeks to address the current research gap by systematically
reviewing literature related to intermediate-level language differences and

their influence on target language writing competence. Specifically, it aims to:

1. Clarify the Role of Intermediate-Level Differences: Investigate how

nuanced, mid-level linguistic contrasts—beyond surface-level grammar
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and deep cultural factors—shape learners’ writing performance in
a second or additional language.

2. Analyze Teaching Pedagogy: Investigate how enhanced awareness of
cross-linguistic differences between a learner’s primary language and
the target language can improve writing competence and identify
teaching strategies that leverage this awareness to support effective

language instruction.

In the following sections, the article outlines the research methods and
criteria used for systematic review. It then presents key findings, identifies
limitations in current research, and discusses implications for language
pedagogy and future studies. By clarifying the role of intermediate-level
language differences, this review aims to contribute to more effective teaching
strategies, thereby supporting the development of learners’ writing
competence in a multilingual world. In doing so, it informs multilingual
development by offering insights into how educators can foster learners’ ability
to navigate multiple languages over the long term, ensuring that multilingual
competencies are maintained and reinforced rather than eroded as learners

advance in their studies.

Research Methods

To systematically map and explore the relationship between cross-
linguistic knowledge and writing competence, a scoping review method was
employed, drawing on established frameworks for mapping research evidence
across complex and heterogeneous fields. This approach has been widely used
in language education and applied linguistics to identify research trends, gaps,
and methodological practices (Amini Farsani et al., 2021).

The review began with an extensive keyword search on Google Scholar

”w

and CNKI using terms of “intermediate-level language difference,” “preference,
“cross-linguistic knowledge,” and “writing competence.” Owing to the limited
research in this area, Lian’s (2010) framework of 10 intermediate-level
language differences between Chinese and English, as listed in Table 1, was

employed to generate key search terms. These terms were combined with
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others, such as “hypotactic vs. paratactic” and “writing”, or “personal vs.
impersonal” and “writing”. This approach greatly enriched the body of literature
reviewed in this study. Focusing on publications from the last 15 years ensured
that the findings would reflect current trends in research on multilingualism
development. Rigorous inclusion and exclusion criteria were then applied,
excluding studies featuring participants who were simultaneous bilinguals, or
research that did not directly address cross-linguistic knowledge in relation to
writing competence. Articles meeting these criteria underwent an in-depth,
full-text review to confirm their alignment with the research objectives and
ensure that they offered insights relevant to both theory and practice in

multilingual development.

Table 1
Intermediate-Level Language Difference Between Chinese and English
English Chinese
Synthetic Analytic
Rigid Supple
Hypotactic Paratactic
Complex Simplex
Impersonal Personal
Passive voice Active voice
Static Dynamic
Abstract Concrete
Indirect Direct
Substitutive Repetitive

By following established scoping review protocols and integrating best
practices from systematic reviews in the language education field, this study
seeks not only to identify key themes and conceptual gaps but also to provide
a solid foundation for understanding how cross-linguistic knowledge informs
writing competence. This approach, shaped by prior methodological guidance,
underscores the potential for future targeted research, improved pedagogical
strategies, and refined theoretical frameworks in this critical area of

multilingualism.
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Research Background in Contrastive Linguistics

Contrastive linguistics is a field dedicated to the systematic comparison
of two or more languages, examining both their structural features and cultural
contexts (Gast, 2012; Ke, 2019). As a branch of comparative linguistics, it not
only focuses on identifying differences and similarities between languages at
a given point in time (synchronic comparison) but also explores how these
findings can inform broader linguistic theories and practical language-related
endeavours. By situating language study within a comparative framework,
contrastive linguistics provides insights that can be particularly relevant in
contexts where multiple languages coexist, thus supporting sustainable
multilingualism.

Within this discipline, researchers distinguish between theoretical
contrastive linguistics (TCL) and applied contrastive linguistics (ACL) (Gast,
2012; Mair, 2018). TCL, as a subfield of theoretical linguistics, concentrates on
identifying universal categories and features across languages. It seeks to
clarify what is comparable, and how, by establishing concepts such as
congruence, similarity, and equivalence (Gast, 2012; Ke, 2019). These
theoretical foundations help scholars understand language systems at a more
abstract level, ultimately enabling them to explain why certain linguistic
phenomena occur across diverse linguistic landscapes.

ACL, on the other hand, operationalizes these theoretical insights for
practical applications, including language teaching and learning, translation,
lexicography, and language policy (Mair, 2018). By drawing on TCL's
foundational frameworks, ACL informs instructional strategies that guide
learners in navigating cross-linguistic similarities and differences. This
guidance becomes increasingly important as learners move beyond simple
vocabulary and grammar, confronting subtler “intermediate-level”
distinctions—patterns of language use and expression that are neither purely
structural nor entirely cultural. Such insights can be essential for educators,
curriculum designers, and policymakers working in multilingual settings, where
awareness of these mid-level differences can support more effective and
context-sensitive teaching practices (Woll & Paquet, 2021).
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Figure 1 is a conceptual illustration of how TCL establishes universal
features (e.g., A, B, C, D) and provides a model for comparison, while ACL
applies these insights to specific languages (e.g., AL1, AL2 for Feature A in L1
and L2, and BL1, BL2 for Feature B in L1 and L2). This figure demonstrates
how theoretical principles guide practical analysis, paving the way for improved

language teaching and learning in multilingual contexts.

Figure 1
Relationship Between TCL and ACL

Theoretical Contrastive Applied Contrastive
Linguistics Linguistics
Similarities o Differences Practical Use

Comparison between
languages

Universal feature

ALl
AL2

A
B BL1 clanguage teaching and
c BL2 learning
D cL1 ctranslation studies
cL2 cbilingual dictionary

DL o
D2

By integrating TCL's theoretical frameworks and ACL’s practical
orientation, contrastive linguistics helps researchers, educators, and learners
better understand language interplay. This understanding extends beyond
bilingual scenarios, informing sustainable multilingual education and fostering
a richer comprehension of how learners from various linguistic backgrounds
may experience and navigate language differences. As a result, contrastive
linguistics serves as an essential tool for building knowledge that can improve

educational outcomes in increasingly diverse linguistic environments.

Insufficiency of Language Comparison at Surface and Deep

Level

Just as descriptive and historical linguistics rely on theoretical
underpinnings, contrastive linguistics is rooted in theoretical linguistics.
Without a foundational theoretical framework offering key concepts,
hypotheses, and overarching theories, any in-depth exploration of linguistic

facts would be imprecise and unreliable. Such a foundation aids researchers in
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accurately documenting pertinent details and in deriving meaningful
generalizations from them (Krzeszowski, 2011)

As previously noted, theoretical contrastive linguistics primarily
focuses on two main areas: (1) the model of comparison, which involves
determining what and how elements can be compared, and
(2) a comprehensive description of the differences between languages and
cultures. The subsequent sections will delve into the elements that can be
compared, and the scope of comparison. On the other hand, the detailed
exploration of the distinctions between languages and cultures will be
elaborated in 3.3, with a focus on comparing Chinese and English.

Language Comparison at Surface Level

Traditionally linguists typically compare languages based on their
structures, such as phonetic/phonological, morphological, syntactic, lexical,
and pragmatic aspects, mirroring the terms used in mainstream linguistic
studies. However, a notable drawback of this typology is its failure to perceive
language as a multifunctional system. This approach essentially leaves an
analytical gap, resulting in a lack of insights into the language’s role and
operation within extralinguistic environments or settings that extend beyond
purely linguistic contexts.

Further, some linguists voice criticisms, arguing that this method of
categorization significantly undermines the vital communication function that
language inherently serves (Kostova, 2022). This oversight, they contend,
seriously limits the practical relevance and applicability of such comparative
linguistic studies, thus calling into question the comprehensive validity of this
traditional approach (Gast, 2012). Moreover, critics argue that this
methodology neglects the essential communicative function of language,
substantially compromising the practical applicability of such studies
(Krzeszowski, 2011).

Language Comparison at Deep Level

Noticing the limitations of surface-level language comparisons, some

researchers have endeavoured to provide a more comprehensive perspective
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by delving into comparisons at a deeper linguistic level (Gast, 2012; Kostova,
2022). The discipline of contrastive linguistics is intimately tied to the socio-
cultural connections inherent between the languages being studied (Gast, 2012;
Kostova, 2022). Gast (2012) elucidates the interplay between the analysis of
language and its practical applications.

This stage of study focuses on “macro-linguistics”, which has a broader
perspective of linguistic analysis, including contrastive sociolinguistics, cross-
cultural pragmatics, and contrastive rhetoric. These studies probe into
intercultural misunderstandings or errors based on a comparison between
cultures.

The sociocultural perspective offers insights into the foundational
aspects of thought processes for speakers of different languages, yet
the influence of such thinking on language seems less pronounced. Apart from
idioms and some culturally loaded words, the impact of sociocultural factors on
language proficiency appears somewhat limited. This is exemplified by the fact
that while many acknowledge that enhancing learners’ understanding of target
language culture and cultural differences could improve their language skills,
teaching methods built explicitly upon this foundation remain rare. As
highlighted by Peng (2023), it is only when students possess a substantial
grasp of culture that they can perceive linguistic similarities and differences,
potentially reducing errors. However, no one has explicitly outlined how cross-
cultural competence enhances language proficiency, and few studies provide
empirical evidence to indicate a direct impact of enhanced cross-cultural skills

on language capabilities.

A New Perspective: Language Comparison at Intermediate
Level

While previous research often focuses on either the surface-level
structures of language (e.g., phonology, morphology, syntax) or deep-level
sociocultural and conceptual factors, some scholars have started to
acknowledge an intermediate layer of differences that do not neatly fit into
these two extremes (Liu, 1991). This intermediate level encompasses those

patterned ways of expressing thought that are not merely formal grammatical
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structures, nor purely cultural concepts, but rather reflect distinct “expression
modes” that guide how meaning is organized and conveyed (Lian, 2010; Liu,
1991). For example, studies on cross-linguistic rhetorical strategies and
discourse organization, often referred to in the field of contrastive rhetoric (Fei,
2023; Peng, 2023), have highlighted differences in the preferred use of
cohesive devices, sentence complexity, and rhetorical conventions—differences
that fall between the surface structure and deep conceptual frameworks.
Traces of the recognition of intermediate-level differences can be found as
early as in the Chinese Qin Dynasty (221-207 B.C.), when the Buddhist monk
Daoan identified five types of adjustments—sentence order, language style,
repetition, notes, and connections—that were necessary when translating texts
between foreign and Chinese languages. These historical observations suggest
that such differences, although not formally categorized at the time, have long

been part of linguistic inquiry.

Table 2
Description of Comparison Levels (Liu, 1991)
Level Description
surface level the formal structure layer, which includes basic and syntactic
means of expression
intermediate level system of expression, the patterned means of expression
when thought is transformed into language
deep level thought patterns, the foundational structure layer, which is

the philosophical mechanism of language

Liu (1991) formalized this perspective by introducing a three-level model
(surface, intermediate, deep) for contrastive linguistics as in Table 2. According
to Liu, language is governed by thought, and thought must engage with
the heterogeneity of different languages. At the intermediate level, this
manifests in patterned “expression rules” that transform abstract thought into
concrete linguistic forms. Such rules govern elements like the use of hypotactic
versus paratactic constructions, preferences for active or passive voice, and
tendencies in cohesive device deployment. Although many of these differences
have been studied under labels such as “contrastive rhetoric” or “discourse-
level comparisons” as deep level of language Liu’s model provides a systematic
framework for recognizing them as an integral, intermediate layer of linguistic

comparison.
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By highlighting these intermediate-level differences, researchers can move
beyond focusing solely on discrete syntactic or lexical items and instead
consider how languages guide speakers and writers in structuring and
conveying meaning. This perspective encourages a more comprehensive
approach to understanding cross-linguistic influence, one that acknowledges
that not all difficulties or divergences are purely grammatical or deeply cultural.
Rather, some lie in the realm of expression modes, where subtle patterns—
once identified and understood—can significantly shape target language writing

performance and overall communicative competence.

Figure 2

Example of Language Levels
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For example, as it is shown in Figure 2, Chinese classical philosophy
emphasizes the intuitive understanding of Confucianism, Taoism, and
Buddhism, focusing on the intuitive grasp of content (Lian, 2010). This cultural
aspect is reflected in the language as an emphasis on semantics and a relative
disregard for linguistic structure (Lian, 2010). As a result, Chinese is less bound
by formal structures, has a higher degree of ambiguity, and exhibits more
instances of polysemy; the same semantic structure can be expressed through
various syntactic structures, and different semantic structures can be
manifested in the same syntactic structure (Lian, 2010).

Numerous comparisons have been made at this level to discern
differences in the preferred patterns of expression across languages.
Researchers delve into disparities in the usage of noun phrases, active and
passive sentence constructions, impersonal subjects and habits in using

cohesive devices, among other aspects.
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However, when it comes to comparing the preferences and conventions
of speakers from various linguistic backgrounds concerning specific language
structures, there has been a noticeable scarcity of systematic studies aimed at
making such comparisons. This gap in research highlights the need for a more
comprehensive exploration of language preferences and conventions across

different languages.

Application of Contrastive Linguistics in Multilingual

Acquisition

Research on cross-linguistic influence (CLI) in Lx acquisition has
provided valuable insights into how prior language knowledge and experience
can shape and impact the process of learning a new language (McManus, 2021).
In their meta-analysis, Van Dijk et al. (2022) found that the average effect size
for CLI is small to moderate, indicating that this influence plays a crucial role
in SLA.

The process of acquiring a new language is fundamentally grounded in
a learner’s pre-existing experiences, with the learner’s previous language
repertoire playing a pivotal role (McManus, 2021). Unlike the acquisition of
one’s L1, which typically occurs naturally in infancy, the journey to L2 or Lx
proficiency often begins later in life, at a stage when the language system is
already firmly established in the learner’s cognitive framework (McManus,
2021). Studies have shown that when bilinguals process spoken language tasks,
both language systems may be simultaneously activated, affecting their
language processing both in speaking and writing. This proves that L1 plays
a significant role in Lx production.

Cross-linguistic influence refers to the process of establishing
connections and relationships between different languages during the learning
process (McManus, 2021). Learners, by comparing and analyzing aspects such
as grammar and vocabulary across different languages, can identify
commonalities and similarities between them, thereby enhancing their
understanding and proficiency in language usage (Woll & Paquet, 2021).

McManus (2021) explains that CLI can manifest in both positive and
negative ways during language learning. Bell et al. (2020) pointed out that
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when the patterns between a learner's primary language and new language
are similar, the influence tends to be positive, facilitating the acquisition of
the new language, while when the two languages exhibit distinct differences in
linguistic patterns, such as in syntax, phonology, or word order, CLI can
become negative. In these cases, learners may struggle due to interference
from their L1, which complicates the process of acquiring the correct structures
or usage patterns in the Lx (Bell et al., 2020).

When individuals learn a new language, they often draw upon
the language knowledge and skills they have already acquired in previously
learnt language. Thierry and Wu (2007) drew from their experiment that during
Lx comprehension, primary language knowledge is activated to facilitate
the process. The language cognition and learning strategies developed
previously can positively impact the learning of Lx, leading to the formation of
cross-linguistic connections. These connections enable learners to transfer
their knowledge and experiences from primary language to Lx, facilitating
a faster understanding and acquisition of the new language.

However, cross-linguistic connections can also present challenges,
particularly when there are significant differences between the new language
and the language they already acquire. For example, research finds that
Chinese EFL learners experience lexical, discourse, and syntactic interferences,
encountering challenges in comprehending the different semantic systems of
Chinese and English (Krish & May, 2020).

By recognizing these similarities and differences, learners can better
understand and overcome these challenges, ultimately enhancing learning
efficiency and accuracy. Bell et al. (2020) have found that when participants
use cross-linguistic connections, they are more accurate, especially when they
use a CLC with a verbalized rule and an explicit reference to L1.

Understanding cross-linguistic connections is crucial in language
teaching and learning. Educators can utilize learners’ previous language
knowledge to aid their comprehension of new language rules and structures.
Likewise, learners can leverage the connections between languages to enhance
their understanding and application of new language knowledge, thereby
accelerating their language proficiency. However, while the impact CLI is

broadly recognized, the investigation in this domain remains insufficient and
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inconsistent. Meta-analyses (Van Dijk, Van Wonderen, et al., 2022) suggest
a notable absence of a cohesive theoretical framework in this field. There is
a compelling need for a more standardized methodology when examining CLI.

Another notable deficiency in this area is that the bulk of CLI research
concentrates on the existence of CLI (Van Dijk, Van Wonderen, et al., 2022),
along with its cognitive impact on the acquisition of an additional language (Lx)
on different language levels such as phonetics, lexis, syntax, grammar.
However, until now, there have been scant studies dedicated to
the development and evaluation of teaching strategies grounded in CLI. This
constitutes a significant gap in the research landscape that requires more
comprehensive investigation, ultimately enriching the pedagogical approaches
to language teaching and learning.

Besides, research has been conducted to discuss the CLI caused by the
subcategory of intermediate level, such as passive vs. active, rigid vs. supple,
etc, that is the pattern of expression. Additionally, research in intermediate
level of language difference is not yet discussed as an integrated system that

influences learners’ performance.

Figure 3
Focus of This Research

Theoretical Contrastive Applied Contrastive
Linguistics Linguistics

comparitive model

Cross-linguistic
Influence

T
o
writing
,,,,,,,,,,
THIS RESEARCH

- 194 -



A SYSTEMATIC REVIEW: INFLUENCE OF INTERMEDIATE-LEVEL LANGUAGE
DIFFERENCES ON LANGUAGE ACQUISITION AND WRITING COMPETENCE

Building upon the previously established context, this study takes
learners with L1 Chinese and English as their Lx as an example to examine in
detail CLI on writing competence arising from intermediate-level language

differences. Figure 3 shows the area that this paper focuses on.

Differences Between English and Chinese Languages

English and Chinese originate from distinct language families, each
with a rich linguistic history. Specifically, English is rooted in the Indo-European
language family and belongs to the Germanic branch. In contrast, Chinese finds
its place within the Sino-Tibetan language family. As a result, these two
languages exhibit profound differences.

Numerous research endeavors have delved into the contrasts between
English and Chinese on a surface level. These studies primarily center on
comparing the two languages in terms of phonetics, morpheme, lexicon and
syntax.

Some scholars have adopted a socio-cultural perspective in
the comparative analysis of English and Chinese (Dai, 2024). With
the development of fields like cultural anthropology, pragmatics, and
sociocultural linguistics, research has increasingly focused on how language is
used in different social and cultural contexts and how it reflects unique social
dynamics and cultural characteristics, such as comparison in cross-cultural
rhetorics, discourse (Dai, 2024).

At the intermediate level, much research has identified differences in
patterns of expression and usage preference (Kaimana et al., 2021). Among
these studies, Lian (2010) focused on the intermediate-level comparisons and
outlined ten major differences between English and Chinese in his book, as
shown in Table 1.

Lian’s analysis of Chinese and English language differences on
intermediate level is considered an important work in the field of contrastive
linguistics in China. Since its publication in 2010, it has consistently received
a high number of citations in the China National Knowledge Infrastructure

(CNKI) database, with a growing trend each year.
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However, an analysis of the distribution of literature that cites Lian’s
work reveals that most references focus on topics such as corpus linguistics
and translation. The literature related to English learning based on Lian’s theory
is limited to specific grammatical features, such as the use of the passive voice
or auxiliary verbs. What is neglected is that the teaching principles and

strategies derived from these differences can also be beneficial for EFL learners.

Findings

The following sections summarize the various manifestations and
underlying causes of writing problems experienced by intermediate-level
Chinese EFL learners due to mother tongue influence, as identified in existing
studies. In addition, a comprehensive overview of related teaching methods

and approaches will be provided.

CLI Caused by Chinese and English Differences at Intermediate

Level

The exploration of CLI at an intermediate level is a valuable area of

study. This is exemplified by the studies outlined in Table 3.

Table 3
Studies on Writing Problems of Chinese EFL Learners Caused by CLI at
Intermediate Level

Language
differences Problems observed Research method
Rigid vs. Supple  Errors in subject-predicate agreement Error analysis

Misuse and inappropriate choices of

- - Literature review
conjunctions

Corpus-based

Ignoring the use of conjunctions research

Hypotactic vs. Using commas instead of proper

Paratactic . - Literature review
conjunctions
Neglecting conjunctions Error analysis
Underuse of compound and complex . .
) Literature review
sentences; overuse of simple sentences
Complex vs. nderuse of com nd and complex . .
omp Underuse of compound a d comp Literature review
Simplex sentences; overuse of simple sentences
Impersonal vs. Underuse of the "There be” sentence Corpus-based
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L_anguage Problems observed Research method

differences

Personal pattern research

Passive vs. Underuse of passive voice Literature review/

Active p Comparative study

Static vs. _ -

Dynamic

Abstract vs. .
Underuse of abstract language Comparative study

Concrete

Indirect vs. - .

Direct

SUbSt'.tyt'Ve Vs Overuse of repeated words Literature review

Repetitive

It can be concluded that Chinese learners' English writing is
significantly influenced by the differences between English and Chinese at
intermediate level, leading to various writing issues, as proved by previous
studies. These issues are specifically manifested in the misuse or omission of
conjunctions, insufficient complexity in sentence structures, underuse of
passive voice, neglect of specific sentence patterns, inadequate use of abstract
language, and overuse of repetitive words.

These findings indicate that CLI plays a significant role in multilingual
acquisition, posing new demands on Lx teaching strategies and methods. But
it is also obvious that certain CLI at this level is not studied, including CLI
caused by static vs. dynamic and indirect vs direct. Besides, these findings
indicate a clear need for instructional adjustments to help learners recognize
and address these mid-level linguistic differences. A deeper, more systematic
investigation of these areas could further enhance the practical implications for
language instruction, equipping teachers with a fuller range of CLI-related

strategies.
Approaches Mitigating Negative CLI

Learners, by comparing and analyzing aspects such as grammar and
vocabulary across different languages, can identify commonalities and
similarities between them, thereby enhancing their understanding and
proficiency in language usage (Woll & Paquet, 2021). Saliyevic (2023) argues
that to overcome the negative influence of primary languages, the learners
should have a thorough understanding of all the aspects through comparison
between the two or more languages.
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One of the major tools used to mitigate negative CLI is comparative
analysis (CA). It focuses on differences and similarities in linguistic structures
and has been a crucial tool in Lx acquisition to help learners understand how
the previous language interferes with or facilitates Lx acquisition, including
syntactic, phonetic, and morphemic elements. By integrating CA-based
exercises into writing tasks—such as parallel text analysis and targeted error-
correction drills—teachers can systematically direct students’ attention to
specific structural contrasts and thereby reduce negative transfer. Table 4 are

some usages of CA in mitigating negative CLI:

Table 4
CA in Mitigating Negative CLI
[ Aim Process |

Identification and Teachers use the CA to analyze the structural differences

Prediction of
Errors

between a learner’s L1 and L2, predicting possible errors that
learners may make in phonetics, grammar, vocabulary, or
syntax.

Correction and
Prevention of
Errors

Teachers can use CA to identify typical errors students make in
speaking or writing and provide targeted exercises to correct
and prevent these errors.

Customization of
Teaching
Materials

Drawing on the findings of CA, educators can develop teaching
materials and activities that focus on key linguistic areas where
notable differences exist between L1 and L2.

Explanation of

When students encounter difficulties in the learning process,
teachers can use CA to explain why certain language structures,

Linguistic s . :

Phenomena usages, or pronunciations are different in the target language
compared to the students’ native language.

Enhancin By conducting CA, students can become more aware of the

Lanaua eg differences between different languages. This can contribute to

Awagren?ess enhancing their awareness and understanding of the language

learning process.

Contrastive Analysis (CA) plays a significant role in multilingual
acquisition through its various applications. It helps in identifying and
predicting potential errors by analysing structural differences between learners’
primary language and target language, particularly in areas such as phonetics,
grammar, vocabulary, and syntax. CA also facilitates the correction and
prevention of errors by enabling teachers to pinpoint common issues in
students’ speaking or writing and design targeted exercises to address them.
Moreover, educators can use findings from CA to customize teaching materials

and activities that focus on critical linguistic differences between languages
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(Wardhaugh, 1970). Additionally, CA serves as a tool for explaining linguistic
phenomena, helping teachers clarify structural, usage, or pronunciation
differences that learners may find challenging (Zhang, 2023). Finally, CA
enhances students’ language awareness by increasing their understanding of
linguistic differences and the overall language learning process (Ruzhekova-
Rogozherova & Kableshkov, 2014). These applications underscore
the theoretical and practical importance of CA as an efficient tool in multilingual
development. In practical classroom settings, designing lessons around these
CA principles can provide a clear path toward minimizing negative CLI and

enhancing learners’ overall writing fluency and accuracy.

Prior Knowledge and CLI

Research on CLI has provided valuable insights into how previous
language knowledge and experience can shape the process of learning a new
language (McManus, 2021). When learning a new language, most adults
already possess a solid framework of linguistic knowledge (McManus, 2021).
The accumulated exposure to and use of their precious languages can greatly
affect their ability to acquire a new language, with both facilitating and
inhibiting effects (Jarvis & Pavlenko, 2008). This is how CLI mechanizes:
learners consult their knowledge and experience from primary languages and
their learning strategies to facilitate their new language learning (McManus,
2021).

But what researchers neglect is the fact that learners, besides
consulting primary knowledge and learning strategies, tend to compare
different language systems in the process of acquiring a new language. One
study found that higher proficiency learners are more adept at metacognitively
overseeing and managing the transfer of rhetorical structures from their
primary to new language. This advanced level of metacognitive control is
characterized by their ability to compare and evaluate rhetorical conventions
across languages. This shows correlation between learner's comparative
awareness and their English proficiency, indicating that comparative awareness
facilitates the development of a multilingual repertoire. Consequently,
pedagogical interventions aimed at sharpening this comparative awareness—
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through explicit mini-lectures or guided discussions on interlinguistic
contrasts—can empower students to self-monitor and refine their writing

choices.

CLI Among Chinese EFL Learners

Research has shown that Chinese EFL learners tend to rely on their
Chinese language in the process of learning English (as L2 or Lx), regardless
of their English proficiency. This reliance on the native language serves as
a common compensatory strategy when learners face difficulties in producing
unfamiliar Lx structures (Zhu, 2014). Even advanced learners often construct
sentences that closely mirror the syntactic patterns of Chinese (Zhu, 2014).

CLI at surface language level is widely observed among Chinese EFL
learners. Ren (2022) concludes CLI that is observed at surface level of
language, manifesting at the lexical, syntactic, and discourse levels. A meta-
analysis revealed that CLI among Chinese EFL learners primarily occurs in the
areas of phonetics, decoding, vocabulary, and morphological awareness. This
often leads to a variety of linguistic challenges such as errors in spelling,
semantic and lexical collocation, inappropriate usage of prepositions, errors in
word order, incorrect application of tenses and number. These tendencies can
greatly affect the clarity, precision, and overall fluency of their English
communication.

The limitation of studying CLI at a surface level is obvious. Much of
the research on CLI in Chinese EFL learners has focused on specific linguistic
elements. Although these areas are crucial, they do not encompass the entirety
of language learning. Key linguistic aspects such as pragmatics, the application
of language in various social contexts, and complex syntactic structures may
not have been adequately examined.

Besides CLI caused by the differences of language forms, other
scholars have explored errors caused CLI among Chinese EFL learners at
a deep level. This stage of study focuses on “macro-linguistics”, which has
a broader perspective of linguistic analysis, including contrastive
sociolinguistics, cross-cultural pragmatics, and contrastive rhetoric. These

studies probe into intercultural misunderstandings or errors based on cross-
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cultural comparisons. However, what they often overlook—when viewed
through the lens of the 3-level language comparison structure—is
the intermediate level of language differences that influence the process and
outcomes of SLA. Future classroom-based studies exploring this specific level
could lead to more targeted teaching approaches—such as explicit instruction
in rhetorical contrasts or structured practice in integrating simple and

compound sentence forms—that address learners’ needs more holistically.

Limitations in the Study of Language Difference and Writing

Competence

Cross-Linguistic Knowledge as Prior Knowledge

While the prevailing body of research primarily centers on investigating
how students establish connections across languages during the writing
process, a significant gap exists in recognizing the potential significance of
language-difference knowledge as prior knowledge.

The recognition of learners’ primary language knowledge and their
learning experiences as part of their prior knowledge in Lx acquisition has
gained widespread acceptance (Jarvis & Pavlenko, 2008). Notably,
the emphasis often leans towards the positive influences that arise when
language patterns bear similarities between the languages (Jarvis & Pavlenko,
2008; McManus, 2021). However, the impact of differences between different
language, and how these differences might pose obstacles to SLA, are often
less discussed.

What these studies tend to overlook is a comprehensive examination
of how learners’ knowledge of language differences affects their writing
competence. Fundamental questions remain unanswered: Is there a positive
correlation between learners’ writing competence and their understanding of
language differences? Can their knowledge of language differences predict their
writing performance? Moreover, how does the enhancement of learners’
knowledge of language differences influence their writing outcomes?

These inquiries hold profound implications for the teaching and learning

of a new language, yet empirical research has yet to provide clear answers.
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Addressing these questions can potentially offer educators insights into how to
harness learners’ awareness of language differences to optimize their writing
abilities, and consequently enhance the efficacy of language instruction. By
delving into the empirical realm, researchers can provide practical guidance for
educators and learners navigating the intricacies of CLI on writing competence.

Furthermore, a more precise understanding of how language-
difference knowledge functions as prior knowledge is critical for designing
pedagogical interventions that support sustainable multilingualism. Learners
who effectively leverage cross-linguistic awareness tend to retain stronger,
more enduring multilingual abilities, underscoring the need to integrate

research findings into long-term educational policies.

Influence of Intermediate-Level Language Differences

Despite the concerted efforts of researchers to delve into the impact of
language disparities on writing outcomes, the existing exploration has primarily
concentrated on the surface and deep levels of linguistic differences. Yet,
a noticeable gap remains in the comprehension of how language distinctions at
the intermediate level specifically influence individuals’ approaches to their
writing tasks. While some scholars have begun to recognize the potential
influence of language differences at this intermediate level, the research
conducted thus far has been relatively limited in quantity, scope and research
methods.

However, a notable limitation inherent in these studies lies in their
narrow scope, as they merely address a subset of the ten differences identified
within Lian’s (2010) framework. For instance, the work of Shi (2015)
predominantly centers on the observation that Chinese EFL learners tend to
exhibit a preference for theme-structured sentences rather than subject-
structured sentences. Similarly, Peng’s study (2023) delves into the concept of
“parataxis vs. hypotaxis” as a manifestation of distinct thinking patterns,
suggesting that this contrast contributes to challenges in writing. Although Shi
and Peng’s contributions offer valuable insights, they serve as a reminder that
a more comprehensive investigation of the full spectrum of cross-linguistic

difference is yet to be undertaken. The current research landscape within Lian’s
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framework (2010) remains largely unexplored beyond these two areas of focus.
This gap highlights the need for more extensive empirical studies that
encompass the entirety of Lian’s proposed differences, aiming to uncover their
varied effects on writing competence within the context of SLA.

Furthermore, the research at this level conducted so far tends to be
largely observational in nature without much quantitative study to support their
views. This lack of empirical rigor represents a shortcoming in scientifically
examining the extent to which these language differences truly influence
writing competence. The depth of this influence remains uncharted territory,
necessitating a comprehensive investigation that not only observes outcomes
but employs systematic empirical methods to quantify the impact.

Besides, the current state of research lacks the necessary depth to
comprehensively explore the full extent of the impact stemming from these
language differences. Notably, studies conducted by scholars like Shi (2015)
and Peng (2023) have predominantly aimed at identifying factors that
contribute to difficulties in writing, rather than thoroughly examining the scope
to which these language disparities exert influence over writing competence.
As a result, the existing study has not provided a holistic understanding of the
magnitude of these CLI on the development of effective writing skills.

Crucially, filling these gaps can also inform how teachers and
policymakers support multilingual learners in a sustainable manner. By
detailing the intermediate-level differences more comprehensively and
examining their effects quantitatively, future research can offer data-driven
guidelines that foster long-term multilingual proficiency, rather than short-

term achievement alone.

Insufficiency in Cross-Linguistic Pedagogy Research

Despite the comprehension of CLI on the process of language
acquisition, the current body of research concerning effective teaching methods
aimed at heightening learners’ awareness of language differences remains
inadequate. This limitation becomes particularly evident in the absence of
robust empirical studies centered around pedagogical approaches for

cultivating cross-linguistic competence. One notable instance is when studies
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primarily focus on establishing a relationship between language differences and
writing competence, relegating discussions on teaching and learning strategies
to the concluding remarks or treating them as tangential components within
the article. Remarkably, there is a dearth of research specifically designed to
create tasks that foster learners’ cross-linguistic competence or to evaluate the
efficacy of these aforementioned “strategies.”

Furthermore, there exists another scenario where the methods aimed
at enhancing learners’ cross-linguistic knowledge are treated merely as
experimental elements within a broader study rather than being the central
objective (Woll et al., 2022; Woll & Paquet, 2021). In such cases where
pedagogy is not the primary aim of the research, minimal attention is allocated
to thoroughly assessing the effectiveness of these pedagogical approaches.

Addressing these gaps is essential to the advancement of the field. By
conducting deliberate pedagogical research that systematically examines
the impact of various strategies on learners’ cross-linguistic competence,
educators and researchers can better equip themselves to design more
effective and targeted interventions. Ultimately, through a more
comprehensive exploration of pedagogical methodologies, we can contribute to
enhancing learners’ language learning experiences and improving their overall
language proficiency.

Additionally, more robust and sustained cross-linguistic pedagogy
research can yield concrete classroom strategies that reinforce learners’
multilingual identities in the long run. By nurturing cross-linguistic competence,
students are more likely to maintain and further develop their diverse language

skills, thus directly contributing to sustainable multilingualism.

Conclusion

This review set out to clarify how heightened awareness of
intermediate-level cross-linguistic differences—patterns of expression that lie
between surface-level forms and deep cultural frameworks—can shape
learners’ writing competence in additional language acquisition. Throughout
the synthesis of recent studies, it became evident that the influence of these

mid-level contrasts, such as preferences for hypotactic or paratactic structures
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and varying degrees of complexity or abstraction, extends well beyond isolated
error patterns. Instead, these differences represent a critical, yet
underexplored, dimension of how learners conceptualize and produce written
text, affecting their ability to construct coherent, context-appropriate discourse
in the target language.

In addressing this gap, the review highlights the limitations of current
research, which often concentrates on surface or deep-level discrepancies at
the expense of intermediate-level considerations. While scholarship on
Chinese-English contrasts has identified recurring issues—like underusing
the passive voice, overreliance on simple sentence structures, and
inappropriate conjunction use—these insights have yet to be fully integrated
into a systematic understanding of how learners can leverage cross-linguistic
awareness to enhance writing outcomes. Furthermore, empirical studies
dedicated explicitly to developing and assessing pedagogical strategies
informed by these intermediate-level insights remain scarce.

Moving forward, the research agenda should broaden in scope and
depth. Studies that employ robust quantitative methodologies and large-scale
empirical designs are needed to measure the precise impact of intermediate-
level differences. Such endeavors should not only confirm the existence of
these differences across diverse language pairs but also evaluate instructional
approaches that explicitly foster learners’ cross-linguistic competence. For
instance, teacher-guided contrastive analysis, targeted consciousness-raising
tasks, and curriculum designs that integrate explicit comparisons of expression
patterns may better equip learners to navigate linguistic complexities.

Ultimately, refining our understanding of intermediate-level language
differences and embedding this awareness into pedagogical practice can
support sustainable multilingual development. By helping learners move
beyond superficial mastery to a more nuanced grasp of language-specific
norms, this approach has the potential to enhance writing proficiency, inform
more responsive curricular policies, and enrich the theoretical landscape of SLA
research. In doing so, it lays the groundwork for more effective, informed, and
enduring multilingual education.

Importantly, refining our understanding of intermediate-level language
differences and embedding this awareness into pedagogical practice can be
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a powerful driver of sustainable multilingual development. By helping learners
move beyond superficial mastery to a more nuanced grasp of language-specific
norms, this approach supports the maintenance and growth of multilingual
competence over time. As language learners become more adept at
recognizing and managing cross-linguistic influences, they not only improve
their immediate writing skills but also fortify their long-term ability to operate
effectively in multiple languages.

Several limitations should be acknowledged in this study. First,
although this review offers a comprehensive examination of intermediate-level
language differences and their impact on writing competence, it focuses
primarily on one dimension of cross-linguistic influence (CLI), largely
overlooking other areas where CLI may also play a significant role. As a result,
the study provides a less encompassing perspective on the broader landscape
of CLI. Second, the review relies heavily on Liu’s language comparison
framework, which, while theoretically insightful, may restrict the range of
analytical perspectives. Other theoretical models or approaches could
illuminate different facets of language contrast that remain unexplored here.
This reliance potentially limits the generalizability and applicability of
the findings across diverse language contexts and learner populations. Third,
the study is based mainly on extant literature rather than large-scale empirical
or quantitative data, making it challenging to precisely measure the scope and
intensity of CLI on writing development. Fourth, although potential pedagogical
implications are identified, specific instructional interventions have not been
systematically designed or empirically validated. Lastly, due to constraints in
time, scope, and keywords, some relevant studies may not have been identified
or included, leaving the review potentially incomplete. Addressing these
limitations in future research—by exploring other facets of CLI, applying
alternative  theoretical frameworks, conducting rigorous empirical
investigations, and designing targeted pedagogical interventions—will be
essential for achieving a more comprehensive and widely applicable
understanding of how cross-linguistic differences shape Lx writing competence.

Addressing these limitations in future research—by exploring other
facets of CLI, applying alternative theoretical frameworks, conducting rigorous

empirical investigations, and designing targeted pedagogical interventions—

- 206 -



A SYSTEMATIC REVIEW: INFLUENCE OF INTERMEDIATE-LEVEL LANGUAGE
DIFFERENCES ON LANGUAGE ACQUISITION AND WRITING COMPETENCE

will be essential for achieving a more comprehensive and widely applicable
understanding of how cross-linguistic differences shape Lx writing competence.
In doing so, researchers and educators will be better positioned to foster
durable, sustainable multilingualism, wherein learners preserve and continually

refine their ability to communicate effectively across multiple languages.
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SISTEMINE APZVALGA: VIDUTINIO LYGMENS KALBUY
SKIRTUMU ITAKA KALBOS ISISAVINIMUI IR RASYMO
KOMPETENCIJAI

Anotacija. Siame straipsnyje apZvelgiami literatliros 3altiniai, kuriuose nagrinéjama
tarpkalbiné jtaka (angl. cross-linguistic influence, CLI) asmenims mokantis papildomos
kalbos. Pagrindinis démesys skiriamas tam, kokig jtaka daro pagrindinés ir tikslinés kalby
skirtumy suvokimas besimokandiyjy rasymo kompetencijai. Analizuojami vidutinio lygio
kalby skirtumai, konkreciai - raiSkos modeliai ir jy vartojimo preferencijos bei jtaka kiny
angly kalbos besimokanciyjy rasymo kompetencijai. Sisteminé naujausiy (pastaruyjy
15 mety) tyrimy paieska atlikta naudojantis Google Scholar ir CNKI jrankiais, taikant
tokius raktinius zodZius kaip ,tarpkalbinés Zinios", ,neigiamas perkélimas" ir ,rasymo
kompetencija“. Rezultatai rodo ryskig vidutinio lygmens tarpkalbine jtakq, ypac tokiose
srityse kaip jungtuky vartojimas, sakinio struktliros sudétingumas, pasyviosios kalbos
vengimas ir Zodziy kartojimas. Siuos sunkumus visy pirma lemia kiny ir angly kalby
raiSkos budy skirtumai. Tyrimai parodé, kad Kontrastiné analizé (KA) yra veiksminga
priemong, taikoma klaidoms numatyti, mokymo medzZiagai pritaikyti ir kalbos reiskiniams
paaiskinti. Taciau vis dar nedaug moksliniy tyrimy, susijusiy su tarpkalbinio
sgmoningumo plétojimu, ypac vidutinio lygio hipotaktiniy ir parataktiniy struktdry
atzvilgiu. Tyrime pabréziamas poreikis atlikti daugiau kiekybiniy ir empiriniy tyrimu,
siekiant ugdyti tarpkalbine kompetencijg ir iSsamiau apibldinti pedagogines strategijas.
Tolesni tyrimai padéty geriau suprasti, kokig jtaka kalby skirtumai turi rasymo
rezultatams, ir sukurti efektyvius mokymo metodus, skirtus vidutinio lygmens
tarpkalbinés jtakos keliamoms problemoms spresti.

Pagrindinés savokos: tarpkalbiné jtaka; daugiakalbysté; vidutinio lygio kalby
skirtumai; mokymo strategija; raSymas.
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INVESTIGATING PHONOLOGICAL
DEVELOPMENT IN L2 AND L3 AMONG
MANDARIN SPEAKERS IN HONG KONG:
A CASE STUDY

Abstract. This study aims to determine how Mandarin speakers (MS) in Hong Kong
(HK) acquire English (L2) and Cantonese (L3) pronunciation features, how the three
languages interact in their language learning process, and to identify the pronunciation-
related adjustment approaches that MSs use to overcome L2 and L3 pronunciation
challenges. Five MSs in HK who had learned L2 for around 15 years were recruited. Three
of them were at the intermediate stage of L3 learning and had learned L3 for 4 years.
Two participants were at the beginning stage of L3 learning and had learned L3 for less
than 6 months. All participants performed Mandarin, English, and Cantonese speech
tasks and answered a questionnaire investigating MSs’ L2 and L3 pronunciation-related
adjustment strategies and language learning experience. Acoustic results of the speech
tasks identified cross-linguistic influence patterns from their first language (L1) to L3,
from L2 to L3, and from L1 to L2 and then to L3. L3 beginners reported that they
frequently used L2 sounds to learn L3 instead of using L1. However, MSs whose L3 was
at the intermediate stage did not use their L1 or L2 features to learn L3, except for
Cantonese tones. For the pronunciation-related adjustment strategies, the L3 beginners
tended to rely on the assistance of other languages when communicating with HK
Cantonese speakers using their L2 and L3. But the MSs who were at the intermediate
stage of L3 learning rarely used other languages or code-mixing and tended to adjust
their own speech (e.g., reducing accents, utilizing repetition, and embedding pausing).

Keywords: L2 & L3 acquisition; multilingualism; pronunciation-related adjustment
strategies.

Introduction

The rapid pace of globalization has led to a growing number of
individuals incorporating multiple languages into their daily routines or
educational endeavors. Multilingualism is the norm nowadays. Recent reports

indicate that the population of bilingual or multilingual individuals has exceeded

Copyright © 2025. Jing Xuan Tian, published by Vytautas Magnus University. This open-
access article is distributed under the terms of the Creative Commons Attribution Non-
Commercial 4.0 (CC BY-NC 4.0) license, which permits unrestricted use, distribution, and
reproduction in any medium provided the original author and source are credited.
The material cannot be used for commercial purposes.
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that of monolingual speakers (Cabrelli Amaro & Wrembel, 2016). This rise in
multilingualism necessitates further research in the field. In HK, language
policies promote "biliteracy and trilingualism" (e.g., Wang & Kirkpatrick, 2015),
advocating for proficiency in Cantonese, English, and Putonghua (Mandarin) as
the primary spoken languages. Cantonese is the main language used by
residents in HK. Many undergraduate students whose L1 is Mandarin earn their
bachelor's degrees in HK and would like to find a job there after graduation. To
integrate into Cantonese-speaking society, university students whose L1 is not
Cantonese need to master the language. Typically, students who are MSs have
Mandarin as their L1, English as their L2, and Cantonese as their L3. Their
English proficiency usually ranges from intermediate to upper-intermediate
levels (e.g., IELTS 6.0 or above), which meets the university admission criteria
in HK. Upon their arrival, mastering Cantonese as their L3 becomes imperative.
This study seeks to explore the interactions among the three languages—
Mandarin (L1), English (L2), and Cantonese (L3)—acquired by Mainland
Chinese students in HK, and to identify the pronunciation-related adjustment

strategies they employ in their daily L2 and L3 communication.

L3 Acquisition

In comparison to L1 or L2 acquisition, acquiring an L3 poses
significantly greater complexities (Chen & Han, 2019). Learning any language
within an L3 context can exert impact on other language systems (e.g., Flynn
et al., 2004). Previous studies proposed different L3 acquisition models and
patterns of interaction among languages in L3 acquisition. The L2 Status Factor
(L2SF; Bardel & Falk, 2007) suggests that initial transfer in L3 learning
predominantly originates from the learner's L2 due to the cognitive similarities
shared between the L2 and L3. The Typological Primacy Model (TPM; Rothman,
2015) argues that the degree of transfer during L3 acquisition hinges on
the typological relationships between the L3 and previously acquired
languages. For the interaction patterns identified from previous studies, both
progressive and regressive interactions were identified. Chen and Han (2019)
noted instances of regressive transfer from L3 to L2 when learners’ proficiency

in L3 was higher than that of learners’ L2. As language learners advance in
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proficiency in both their L2 and L3, they tend to compartmentalize the three
languages, leading to more balanced interactions among their L1, L2, and L3.
Cal and Sypianska (2020) stated that the language with higher proficiency had
greater influence on other languages that they learn in L3 acquisition context.
However, previous studies (e.g., Chen & Han, 2019) have relied on
participants' self-reflections to identify interaction patterns, yet low linguistic
awareness can hinder learners from recognizing these patterns.

This study aims to utilize acoustic data to validate potential interaction
patterns in L3 acquisition. For MSs in HK, their language learning situation is
quite unigue—Mandarin is their L1; English is usually their L2, and they usually
start to learn English from primary school; whereas Cantonese is their L3, and
they learn it after entering HK. In terms of typological distance, their L1
Mandarin and L3 Cantonese are closer and belong to the same language family
(e.g., Chen & Tian, 2024). According to the TPM, L1 Mandarin is expected to
have a greater influence on L3 Cantonese. However, the phonetic features of
L3 Cantonese also exhibit similarities with L2 English (e.g., both languages
have [i] and [1] contrast). The L2SF model also suggests the significant role of
L2 in L3 learning. Previous studies have not considered the language
acquisition sequence of multilingual learners such as MSs in HK. The learning
of L2 and L3 by MSs in HK is worth investigating. The research findings can be
applied to any multilingual societies similar to the situation in HK.

Pronunciation-related Adjustment Strategies

The Communication Accommodation Theory states that individuals
adjust their behaviors in interactions with others (Coupland & Giles, 1988).
When it comes to pronunciation, speakers often employ strategies, for
example, speech rate modulation, as listed by Chen (2016). Previous research
primarily focused on L1 and L2 contexts. In the L1 setting, studies (e.g., Yule,
2010) scrutinized mother-infant communication, while in L2 contexts,
the emphasis was on interactions in English classrooms. Saito and van
Poeteren (2012) explored how experienced instructors adapt their
pronunciation to enhance mutual understanding and aid student learning in L2
environments. Their findings underscore that many skilled educators utilize
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methods, such as slower speech and clearer articulation. Among
the 44 surveyed teachers, strategies including avoiding assimilation,
eschewing contractions, and inserting more pauses and repetitions were
commonly reported. These approaches help delineate word and sentence
boundaries, aiding student comprehension in L2 input. Bjorkman (2014)
outlined a communication strategies framework, categorizing strategies into
self-initiated and other-initiated forms. Self-initiated tactics involve speakers
independently employing strategies to ensure clear communication, such as
enhancing explicitness in statements or seeking clarification. On the other
hand, other-initiated strategies are responses to communicative needs
expressed by interlocutors, aiming to fulfill specific requirements including
confirming information or requesting clarification. Chen (2016) compared
pronunciation adjustment strategies among English teachers in Mainland China
and HK, examining techniques, such as speech rate adjustment and stress on
specific words. Conversely, HK teachers notably favored strategies, such as
“contraction avoidance", "sentence stress emphasis", and “repetition”. Song
and Shan (2014) highlighted communication challenges faced by Mainland
Chinese students in HK, emphasizing convergence (e.g., code-switching) and
divergence (e.g., maintenance) accommodation strategies. However, only a
few strategies related to pronunciation, such as code-switching and mediating,
were reported by participants.

While existing studies have explored pronunciation adjustment
strategies employed by teachers in educational settings, there is a gap in
research concerning such strategies in L3 communication contexts by language
learners. Apart from previously identified communication strategies, this study
will also investigate the use of other languages and code-switching to align

with the multilingual communication context.
Research Questions

Based on the identified gaps mentioned above, the following research

questions have been raised:

1) What are the possible language interaction patterns among the L1, L2,
and L3 produced by MSs in HK from different L3 learning strategies?
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2) What pronunciation adjustment strategies do MSs in HK commonly use

in their L2 English and L3 Cantonese communication?

Methodology

Participants

Five Mandarin-speaking participants in HK who were undergraduate
students and had learned L2 English for around 15 years were recruited. Their
L1 was Mandarin, and they did not speak any Chinese dialects. Their L2 English
proficiency level was intermediate to upper-intermediate level and achieved 6-
6.5 in their previous IELTS speaking test. The medium of instruction for their
undergraduate study was English.

The five participants were at different L3 Cantonese learning stages.
Three participants were at the intermediate stage of L3 learning. They had lived
in a Cantonese-speaking society for over 3 years and had learned L3 Cantonese
over 3 years. Two participants were at the beginning stage of L3 learning, who
had lived in a Cantonese-speaking society for less than 6 months and had
learned L3 Cantonese less than 6 months. Three native speakers (one from

each language) were recruited as the baseline.

Target Features

Instead of focusing on all English and Cantonese segmental and
suprasegmental features, this study only considered the challenging English
and Cantonese vowels, and Cantonese tones (Ts) summarized from previous
studies. MSs face challenges with differentiating between the English lax and
tense contrast, such as [u:] and [u] (Liang, 2014), as well as [e, &, A] (Chen
et al., 2001). So and Attina (2014) stated that MSs found it challenging to
grasp vowels that are absent in their L1 but have phonetically similar
equivalents. Based on this study, the Cantonese [v], [ce], [e], and [e] present
challenges for MSs since they bear phonetic resemblance to Mandarin [u], [3],
and [a].
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In summary, the English target features examined in this study are [v],
[u], [ee], [e], and [A], while the Cantonese features encompass [u], [u], [e],
[ce], [e], and [e].

Procedure

The present study encompassed two stages. The first stage was
a production task. All 5 participants performed Mandarin, English, and
Cantonese words reading-aloud tasks. To prevent participants from identifying
the target features of this study, they read a Mandarin words-reading aloud
task with 30 monosyllabic Mandarin words containing all Mandarin vowels and
consonants, an English words-reading aloud task with 27 monosyllabic English
words containing all English vowels and consonants, and a Cantonese words-
reading aloud task with 20 monosyllabic Cantonese words containing all
Cantonese vowels and consonants. All the words in the reading-aloud tasks
were real words. The items containing the target English and Cantonese
features are listed in Tables 1 and 2. Each case read each item three times.
Totally, 20 tokens were analyzed for English, and 24 tokens were analyzed for

Cantonese. Fricatives and affricates constituted the initial sounds of the tokens.

Table 1

Items Containing the Target English Features

Target English feature English words
[u] foot
[u] food
[e] had
[e] head
[A] hut
Table 2

Items Containing the Target Cantonese Features

Target Cantonese feature Words Jyutping
[v] P hot3
[u] =3 ful
[e] =z hap6
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Target Cantonese feature Words Jyutping
[ce] e hoel
[e] H ceotl
[e] B cel

The second stage involved self-reflection. All the participants self-
reported the possible language interaction patterns in their L2 and L3 learning
experiences.

The last stage involved a survey, in which all five participants self-
report the pronunciation adjustment strategies of their L2 English and L3
Cantonese in their communication in HK. Based on previous studies (e.g., Chen
2016; Lim, 2023; Saito & van Poeteren, 2012), a 17-item questionnaire for
English pronunciation adjustment strategies and a 14-item questionnaire for
Cantonese pronunciation adjustment strategies were developed (Table 3.).
The items were categorized into seven categories: speed adjustment, clear
pronunciation, key information emphasizing, fluency modification, avoidance
of advanced features, use of other languages, and code-switching. Among
the seven items, two items, the use of other languages and code-switching,
were developed to fit in the multilingual context. All participants reported
the frequency of using each pronunciation adjustment strategy on a 5-point

scale from “never” to “always”.

Table 3
Categories of English and Cantonese Pronunciation Adjustment Strategies
Investigated in This Study

Categories Items

Speed adjustment e.g., adjusting the speed of speech

Clear pronunciation e.g., precise pronunciation of individual
words

Key information emphasizing e.g., highlight stress on key words in
sentences

Fluency modification e.g., utilizing repetition

Avoidance of advanced features e.g., avoiding the use of contraction

Use of other language e.g., using speakers’ L1 (Mandarin) to

explain because the speaker is more
proficient in Mandarin
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Categories Items
Code-mixing e.g., embedding Mandarin words in
speech

Data Analysis

The first (F1), second (F2), and third (F3) formants of English and
Cantonese monophthongs were measured using Praat, a software developed
by Boersma and Weenink (2023). There exists an inverse relationship between
vowel height and the F1 frequency, wherein vowel height corresponds to lower
F1 frequencies, and vice versa. The F2 of vowels is generally associated with
vowel backness, indicating that the more front the vowel, the higher the second
formant frequency tends to be. F3 is related to lip rounding. As the formant
frequency decreases, the lip shape tends to become more rounded. To mitigate
the impact of consonant-vowel coarticulation and tonal influence on vowel
articulation, the temporal midpoint of the steady-state portion of each
monophthong was measured. Each participant read aloud each feature three
times. The mean formant values of these three reading aloud times were
considered as the representative formant values for that participant. The
formant values were then converted to the Bark scale, using the framework
established by Zwicker and Terhardt (1980). To control gender-related
differences in formant frequencies, the Bark Difference Metric developed by
Syrdal and Gopal (1986) was applied for normalization. The normalized F1
value was calculated as the Bark-converted F3 minus the Bark-converted F1,
and the normalized F2 value as the Bark-converted F3 minus the Bark-
converted F2.

Participants’ self-reflection data were coded to identify the possible
language interactions they reported. A top-down coding method was applied.
When participants mentioned using one language to facilitate learning another
(e.g., using Mandarin tones to learn Cantonese tones), their report on
the possible language interactions was coded (e.g., L1 Mandarin influencing L3
Cantonese).

The mean frequency of each pronunciation adjustment strategy
reported by all participants was calculated and reported.
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Results

Possible Interactions Among L1, L2, and L3

To address the first research question "What are the possible language
interaction patterns among the L1, L2 and L3 produced by MSs in HK from
different L3 learning stages?”, all five participants’ production data were used.

The normalized F1 and F2 values are listed in Table 4. Participants
whose L3 learning is at the intermediate stage produced English [u] (F1: M =
9.27; F2 = 6.77) closer to that of the native speaker (F1: M = 9.88; F2 =
6.35). Their Cantonese [u] (F1: M = 9.45; F2 = 8.77) was also closer to that
of the native speaker (F1: M = 9.03; F2 = 7.91) with smaller F2 values. There
is a possible interaction pattern from L2 to L3 (smaller F2 of English [u] is
transferred to smaller F2 of Cantonese [v]). However, for participants whose
L3 is at the beginner stage, their English [u] and Cantonese [u] had larger F2
values (English: 10.30; Cantonese: 10.02) which is closer to that of
the Mandarin native speaker (F2 = 11.27 [largest among the three
languages]). The large F2 value of Mandarin [u] influences L3 beginners’ L2
English and then to L3 Cantonese. Their L2 English and L3 Cantonese F2 values
of the four sounds are larger than those of participants whose L3 learning is at
the intermediate stage. A possible interaction pattern from L1 to L2 and then
to L3 has been identified.

Table 4
MSs and Native Speakers’ Production on [u] and [u]
Participants Formants English  English Cantonese Cantonese Mandarin
[uv] [u] [v] [u] [u]
L3 learning at F1 (Mean) 9.27 10.96 9.45 10.56
intermediate
stage F2 (Mean) 6.77 10.43 8.77 10.01
L3 learning at F1 (Mean) 9.20 11.55 9.44 11.37
beginner
stage F2 (Mean) 10.30 10.21 10.02 10.04
Native F1 9.88 11.89 9.03 10.79 12.89
speaker
F2 6.35 7.33 7.91 10.39 11.27

- 220 -



INVESTIGATING PHONOLOGICAL DEVELOPMENT IN L2 AND L3 AMONG MANDARIN
SPEAKERS IN HONG KONG: A CASE STUDY

The normalized F1 and F2 values of English [a&] produced by L3
learning at the beginner stage (F1 = 6.94; F2 = 2.74) and L3 learning at
the intermediate stage (F1 = 7.01; F2 = 2.67) were closer to the English native
speaker’s production (F1=2.89; F2 = 7.13). However, MSs’ normalized F1 and
F2 values of English [e] and Cantonese [¢] produced by L3 learning at
the beginner stage (English: F1 = 6.05; F2 = 2.66; Cantonese: F1 = 6.13; F2
= 2.77) were closer to English native speaker’s production of English [ae]
(Figure 1). A possible interaction pattern from L2 English to L3 Cantonese was

identified. MSs used L2 English sound to pronounce the L3 Cantonese sound.

Figure 1
MSs and Native Speakers’ Production on [e&], [e], and [c]

14
12

10
NS E [e]

NS C [g]

B C[e]
° st e 18]

NS E [==]

0 2 4 6 8 10 12
F2

The normalize F1 values of English [A] (beginner stage: F1 = 5.88;
intermediate stage: F1 = 5.79) and Cantonese [e] (beginner stage: F1 = 5.93;
intermediate stage: F1 = 5.67) for two groups MSs were similar to that of their
L1 Mandarin [a] (F1 = 6.03), but lower than that of native English speakers
(F1 = 7.04). Possible interaction patterns from L1 to L2, and from L1 to L3

were discovered.
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Figure 2
MSs and Native Speakers’ Production on [A], [e], and [a]
14
12
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For Cantonese [ce] and [e], MSs mispronounced these two sounds and

used Mandarin [0] and [u] to replace respectively.
Self-reflection on Language Interactions

To address the first research question, “What are the possible language
interaction patterns among the L1, L2 and L3 produced by MSs in HK from
different L3 learning stages?”, the participants’ self-reflection on their L2 and
L3 learning experiences was reported.

Participants from both groups reported that they did not use L1
Mandarin or L3 Cantonese to learn L2 English pronunciation. They explained
that they learned English IPA instead of using other languages. Participants
who were at the beginning stage of L3 learning used the languages that they
learned to help them acquire the target language. For segments learning, they
reported using L2 English sounds to learn L3 Cantonese sounds. For L3 tone
learning, they learned with the help of L1 Mandarin.

Case (C) 1 (at the beginning stage of L3 learning):

I use the sounds of English to learn the sounds of Cantonese. I find
that these two languages have more similarities, and I link English and
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Cantonese. Despite sharing the same writing system as Mandarin,

Cantonese has different pronunciations.

C2 (at the beginning stage of L3 learning):

I use English sounds to learn Cantonese sounds. For example,
the English word “strawberry” and the Cantonese word “+ Zm#3!
(strawberry in Cantonese)” have similar pronunciations, so I use
the English pronunciation to learn Cantonese. However, I only use
Mandarin tones to learn Cantonese tones. I don't rely on Mandarin for

other features of Cantonese pronunciation.

However, for the participants who are at the intermediate stage of L3
learning, they did not report any using the languages that they learned to
acquire the target languages.

C2 (at the intermediate stage of L3 learning):

I rarely used L1 to learn L2 English or use L1 or L2 to learn L3
Cantonese. I think Chinese and English are two different language
systems. It's hard for me to use Chinese to learn English. Although
Mandarin and Cantonese both belong to Chinese, there are a lot of

differences between the two languages.

Pronunciation Adjustment Strategies

To address the second research question, “What pronunciation
adjustment strategies do MSs in HK commonly use in their L2 English and L3
Cantonese communication?”, participants’ survey data were reported.

Results of the frequent English pronunciation-related adjustment
strategies were presented in Figure 3. The frequent English pronunciation-
related adjustment strategies used by L3 beginners were to have precise
pronunciation of individual words (M = 4.00), avoiding the use of advanced
pronunciation features (e.g., assimilation, elision, and linking in connected

speech) with M = 4.00, and using listeners’ L3 (Mandarin) to explain because
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the listener was more proficient in Mandarin (M = 3.50). For the participants
who were at the intermediate stage of their L3 learning, they utilized repetition
(M = 3.66), followed by reducing accents (M = 3.33) and embedding pausing
(M = 3.33).

Figure 3
Frequent English Pronunciation-Related Adjustment Strategies by the two

Groups

Intermediate stage of L3 learning

Beginning stage of L3 learning

0 0,5 1 1,5 2 2,5 3 3,5 4 4,5

Embed pausing

B Reduce accents

B Utilize repetition
Use listeners’ L3 (Mandarin) to explain because the listener is more proficient
in Mandarin

®m Avoid the use of advanced pronunciation features

B Have precise pronunciation of individual words

For Cantonese pronunciation-related adjustment strategies (Figure 4),
L3 beginners adjusted the speed of their speech (M = 5.00), used listeners’ L3
(Mandarin) to explain because the listener was more proficient in Mandarin
(M = 4.50), used speakers’ L2/listeners’ L2 (English) to explain because
the listener was more proficient in English (M = 4.50), and embedded English
words in speech (M = 4.00). MSs whose L3 were at the intermediate stage
reported that reducing accent (M = 4.00), utilizing repetition (M = 3.67),
having precise pronunciation of individual words (M = 3.33), and highlighting
stress on key words in sentences (M = 3.33) were the common pronunciation-
related adjustment strategies that they used to form successful
communication. However, they rarely used other languages or code-mixing
when using L3 Cantonese to communicate. Participants reported that
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the pronunciation-related adjustment strategies that came to their mind were
all included in this questionnaire. No more pronunciation-related adjustment
strategies could be added.

Figure 4
Frequent Cantonese Pronunciation-Related Adjustment Strategies by the two

Groups

; ; |
Intermediate stage of L3 learning

B Highlight stress on key words in sentences

B have precise pronunciation of individual words
Utilize repetition

m Reducing accents

m Embed English words in speech
Use lspheakers’ L2/listeners’ L2 (English) to explain because the listener is more proficient in
Englis

m Use listeners’ L3 (Mandarin) to explain because the listener is more proficient in Mandarin

m Adjust the speed of their speech

Discussion

Possible interaction patterns from L1 to L2 and then to L3, from L2 to
L3, from L1 to L2, and from L2 to L3 have been identified. These findings are
partially consistent with Cal and Sypianska, (2020) and Chen and Tian (2024).

Vowels that are absent in the language systems multilingual learners have
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acquired—but have phonetically similar equivalents—can be challenging for
MSs, who may be influenced by the sounds they already know. This finding is
partially consistent with So and Attina (2014). Sounds that learners have
previously acquired can influence the target language. For example, although
the English [a] does not exist in Mandarin, it still affects MSs’ L3 Cantonese.
This finding also supports Flynn et al. (2004). However, no regressive
interaction patterns were identified in this study, possibly due to the limited
sample size. If the MSs whose L3 is at an advanced level were recruited,
a possible interaction pattern from L3 to L2 could be identified. In terms of
speech production performances for L3 beginners, their L3 is influenced by both
their L1 and L2. When communicating in L3 Cantonese, they also tend to use
these two languages for support. However, whether MSs’ pronunciation-related
adjustment strategies are influenced by the cross-linguistic influence patterns
needs further research for deeper exploration. The tendency to embed English
in L3 Cantonese may be attributed to the speech habits of the native Hong
Kong Cantonese speakers, who often mix English into their Cantonese. In
contrast, the use of Mandarin for support may stem from a lack of knowledge
of Cantonese pronunciation of certain words.

Participants’ self-reports on language interaction support the L2SF
(Bardel & Falk, 2007), which emphasizes the importance of L2 influence in
multilingual contexts, as well as the TPM (Rothman, 2015), which emphasizes
the role of typological factors. With the L2 English learning experiences, L3
learners in the multilingual context always acquire L3 features using their L2
learning experience (e.g., Bardel & Falk, 2007). In acquiring L3 Cantonese
tones, learners relied on their L1 Mandarin, likely due to the typological affinity
between two languages. However, L3 learners who were at the intermediate
stage of L3 learning did not apply translanguaging, which aligns with Chen and
Han (2019), who found that advanced language Ilearners tend to
compartmentalize the three languages and avoid cross-linguistic interaction.

The common L2 English pronunciation-related adjustment strategies
reported by the participants in the two groups were also the common strategies
reported in the previous studies (e.g., Chen, 2016; Lim 2023). However,
previous studies did not compare the strategies used by multilingual learners

who were at different L3 learning stages. Participants from both groups did not
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tend to use L3 in L2 pronunciation-related adjustment strategies instead of
using their L1 or adjusting their L2 feature to form successful communication.
This is a new finding and could be attributed to learners’ L3 proficiency.
Participants in this study had lower L3 proficiency and their L2 proficiency was
much higher. Under these circumstances, they did not use their L3 to support
L2 communication. HK is a typical multilingual society, and the language policy
follows “biliteracy and trilingualism” (e.g., Wang & Kirkpatrick, 2015).
Cantonese native speakers in HK typically possess the ability to communicate
in Cantonese, English, and Mandarin. In university learning environment,
English is the predominant medium of instruction. When MSs and Cantonese
speakers communicate in English, MSs often rely in their more familiar
language, L1 Mandarin, for support. Since Cantonese is their L3 and the least
familiar of the three languages, it is reasonable for them to default to
the language they know best in a multilingual society such as HK.

The identified pronunciation-related adjustment strategies in L3
Cantonese are novel. Participants from the two groups reported different
common pronunciation-related adjustment strategies. For the participants who
were at the beginning stage of L3 learning tended to use other languages for
support. Three out of the four common strategies were using other languages
to explain. As mentioned above, HK is a multilingual society where the use of
multiple languages in communication is common (e.g., Chen & Tian, 2024).
Additionally, Cantonese speakers in HK have a habit of incorporating English
while speaking Cantonese (e.g., Ng & Chen 2016). When MSs communicate in
Cantonese, they also tend to embed English or explain in English, mimicking
the habits of HK Cantonese native speakers. However, Cantonese speakers in
HK rarely mix Mandarin into their Cantonese. Beginners have this habit
because they may want to accurately express what they intend to say. Further
research is needed to identify the reasons behind MSs using these
pronunciation-related adjustment strategies. However, the participants who
were at the intermediate L3 learning stage tended to adjust their own speech.
A possible reason could be attributed to their L3 proficiency. They had learned
L3 for more than three years, and they are more confident in using this
language. But one thing that needs to be further improved is to have a clear
definition of code-switching. Based on Abdul-Zahra (2010), code-switching is
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the practice of switching between two or more languages or different variations
of the same language by bilingual individuals in conversation, which means
that ‘embedding Mandarin words in Cantonese speech’ is also a possible item
for code-switching but has not been examined in this study. For further studies,

this subject should be further examined.

Implications for Language Teachers in Multilingual Society

The current study identified some positive interaction patterns. Take
the [u] sound as an example. MSs who were at intermediate L3 learning stages
positively transferred smaller F2 of English [u] to their Cantonese [u]. Their
pronunciation was closer to that of the Cantonese native speaker. For these
positive interactions, it is recommended that language teachers highlight them
in language instruction especially for those teachers who are teaching in
a multilingual society. Regarding negative interactions (e.g., English [A] and
Cantonese [e] produced by both L3 beginners and intermediate learners
receive negative influence from Mandarin), language teachers should provide
more explicit instruction and practice on these features. Additionally, corrective
feedback should be provided by the teachers when they find that their students
mispronounced these features. Language teachers should also be equipped
with basic phonetic knowledge of the languages that their students need to

learn or usually use.

Conclusion

This study identified four types of interactive patterns: from L1 to L2
and then to L3, from L2 to L3, from L1 to L2, and directly from L1 to L3. It
also highlights the adjustment strategies employed by multilingual learners,
with a particular focus on L2 English pronunciation. Notably, participants
tended to rely on their L1 or adjust L2 features to achieve successful
communication, rather than incorporating L3 elements—likely reflecting
differences in their language proficiency levels. The varied pronunciation-
related adjustment strategies observed across learners at different stages of
L3 acquisition underscore the complexity of language interactions within
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multilingual contexts. Furthermore, the divergences in strategy use between
beginners and intermediate learners—particularly in how they draw on other
languages or adapt their speech for L3 Cantonese pronunciation—emphasize
the significant impact of proficiency levels on language strategy selection.
Future research should delve deeper into defining and exploring phenomena
such as code-switching, particularly concerning the incorporation of Mandarin
words in Cantonese speech to enhance our understanding of multilingual
communication processes. These findings offer valuable insights for language
educators and researchers grappling with the intricacies of pronunciation
acquisition and language interactions in multilingual settings.

While this study contributed to understanding of L1 acquisition and
pronunciation-related adjustment strategies, it also has several limitations. As
a case study, it involved only five participants, which limits the generalizability
of the findings. Future research should consider recruiting a broader and more

varied sample to enhance statistical robustness.
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HONGKONGO MANDARINU KALBA KALBANCIUY ASMENU K2 IR
K3 FONOLOGINES RAIDOS TYRIMAS: ATVEJO ANALIZE

Anotacija. Siuo tyrimu siekta nustatyti, kaip kalbantieji mandariny kalba (MK)
Honkonge jgyja angly kaip antrosios kalbos (K2) ir kantonieciy kaip treciosios kalbos
(K3) tarimo ypatybiy; kaip Sios trys kalbos saveikauja mokymosi procese. Kitas tyrimo
tikslas — nustatyti, kokiais budais kalbantieji MK siekia jveikti K2 ir K3 tarimo problemas.
Tyrime dalyvavo penki Honkongo MK kalbantieji, K2 kalbos mokesi apie 15 metuy. Trys
iS juy yra pasieke vidurinj K3 mokymosi lygj (pazengusieji) ir K3 mokesi 4 metus. Du
dalyviai (pradedantieji) K3 mokosi pradiniame etape - tik 3 ménesius. Visi dalyviai atliko
kalbéjimo uzduotis mandariny, angly ir kantonieciy kalbomis ir uzpildé klausimyna,
kuriuo buvo tiriamos su K2 ir K3 tarimu susijusios MK kalbanciyjy prisitaikymo strategijos
bei kalby mokymosi patirtis. Akustiniai kalbos uZduodliy rezultatai leido nustatyti
tarpkalbinés jtakos modelius: i$ pirmosios kalbos (K1) | K3, i$ K2 | K3, i$ K1 | K2 ir tada
i K3. Pradedantieji nurodé, kad mokydamiesi K3 daznai vartoja K2, o ne K1 garsus.
Pazengusieji teigé mokydamiesi K3 nesiréme savo K1 ar K2, iSskyrus kantonieciy kalbos
tonus. Kalbant apie su tarimu susijusias prisitaikymo strategijas, pradedantieji,
bendraudami su Honkongo kantonieciy kalba kalbanciaisiais K2 ir K3, buvo linke kliautis
kity kalby pagalba. Pazengusieji retai naudojosi kity kalby ar kody maiSymo strategijomis
ir buvo linke koreguoti savo kalbg (pvz., mazinti akcentus, kartoti ir jterpti pauzes).

Pagrindinés saqvokos: K2 ir K3 jsisavinimas; daugiakalbysté; su tarimu susijusios
prisitaikymo strategijos.
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CENZURA IR AUTOCENZURA TARPUKARIO IR
SOVIETMECIO VERTIMUOSE IS PRANCUZUY

KALBOS I LIETUVIUY KALBA

Anotacija. Vertimas yra visuomenés polisistemos dalis, todél jis siejasi su kitomis
sistemomis: politiniy ir ideologiniy galiy, ekonomikos, literatliros, sociokultirine ir kitomis.
Vystydamasis kartu su visuomene, vertimas nuolat kinta, patiria konkreciam istoriniam
laikotarpiui blidingy transformacijy ir atspindi Salies polisistemy ypatumus ir sociosemiotines
normas. Pastarosios jvairiai reiskiamos vertimuose, jskaitant cenziros ir autocenziros formas.
Straipsnyje aprasomo tyrimo tikslas - iSanalizuoti ir palyginti tarpukario ir sovietmecio Lietuvos
kanoninés pranclzy literattiros vertimy | lietuviy kalbg cenzlira ir autocenzira, aptarti
tiriamosios medZiagos cenziros ir autocenziros priezastis, panasumus ir skirtumus
platesniame kiekvieno tiriamojo laikotarpio polisistemy, sociosemiotiniy vertimo normuy ir
politiniy galiy kontekste. Keliami keturi uzdaviniai: 1) teoriSkai aptarti cenziirg ir autocenziirg
remiantis polisistemine vertimo teorija, sociosemiotinémis normomis ir kitais dabartiniais
cenziros tematikos moksliniais tyrimais, 2) iSnagrinéti 1918-1940 mety ir 1940-1990 mety
Lietuvos leidiniy atrankos ir vertimy cenziros mechanizmus, 3) iSanalizuoti tiriamosios
medziagos cenziiros ir autocenziros apraiskas, 4) palyginti vertimy, i$ prancizy kalbos  lietuviy
kalbg cenzirg ir autocenzurg tarpukario ir sovietinéje Lietuvoje bei nustatyti jy taikymo
priezastis, panasumus ir skirtumus platesniuose politiniame, ideologiniame ir sociokultlriniame
kontekstuose. Tyrimo tikslui ir uzdaviniams jgyvendinti taikomi mokslinés literatliros analizés,
lyginamosios tekstinés analizés ir aprasomasis metodai. Tirilamosios medZiagos imtj sudaro Sie
originalUs ir verstiniai tekstai: Stendhalio romanas ,Rouge et noir" ir trys jo vertimai ,Raudona
ir juoda“ (1939, 1949, 1976), Frangois Mauriaco romanas ,Le Nceud de vipéres" ir jo vertimai
».Gyvadiy lizdas" (1934) ir ,Gyvaciy kamuolys“(1975), Prospero Mérimée ,Colomba" ir du
kdrinio vertimai ,Kolomba® (1937, 1947), Guy de Maupassant’o romanas ,Pierre et Jean" ir jo
vertimai ,Pjeras ir Zanas" (1937, 1988) bei Moliére'o ,Le Tartuffe ou I'Imposteur" ir du pjesés
vertimai ,Tartifas arba Veidmainys" (1928) ir ,Tartiufas arba Apgavikas" (1967). Visos
tirlamosios medZiagos prancizy ir lietuviy kalba apimtis - 3 922 puslapiai. Atlikus lyginamajq
prancizy, grozinés literatlros kariniy vertimy, i lietuviy kalbg cenziros ir autocenziros analize
nustatyta, kad 1918-1940 mety ir 1940-1990 mety vertéjai sieke pritaikyti vertimus prie savo
laikmecio visuomenés polisistemy ir suvaldyti vertimo nenuspéjamuma politiniame,
ideologiniame ir sociokultliriniame vertimo normy kontekstuose. Surinkti kanoninés prancizy
literatlros kariniy vertimy j lietuviy kalba pavyzdZiai leidZia teigti, kad tarpukariu daugiau buvo
cenzliruojamos revoliucines nuotaikas propaguojancios, politiskai nepriimtinos originaly vietos,
o sovietmeciu plito religing, politiné ir etiné cenzira. Be to, tyrimas atskleidé, kad tarpukario
vertéjai autocenziirg rinkosi kur kas daZniau nei sovietmecio vertéjai. Tai sietina su
akivaizdesniu 1918-1940 mety vertéjy polinkiu adaptuoti vertimus ir kiek jmanoma labiau juos
pritaikyti prie daugumos tuometiniy skaitytojy sisteminio kultdrinio pazinimo.

Pagrindinés savokos: vertimas; cenzilira; autocenziira; polisistemy teorija;
sociosemiotinés vertimo normos; praleidimas.
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Ivadas

Siuolaikiniame vertimo moksle | verdiama teksta ZiGrima kaip |
semantine visuma, kurig vertéjas interpretuoja remdamasis savo
hermeneutiniu pazinimu ir sisteminiu tarpkultdriniu ir kalbiniu iSmanymu.
Vertéjas, kaip pasakyty Paulis Ricoeuras, gali rinktis vieng i$ dviejy baduy:
vertimg suvokti ,siaurgja prasme - kaip zodinés Zinidos perkélima i$ vienos
kalbos | kitg" arba rinktis platesnj pozidrj ir traktuoti vertimg kaip visumos
interpretacijg (2010, p. 17). Pasirinkes antrajj buda, vertéjas interpretuoja
tekstg atsizvelgdamas | istorinius, politinius, ideologinius, sociokultdrinius ir
kitus originalo ir vertimo kontekstus. Pastarieji determinuoja vertéjo
pasirinkima, kg vertimo visuomenéje galima sakyti ir ko nereikia sakyti, kas
toleruotina ir kas netoleruotina, nes kiekvienas tekstas ir kiekviena jo dalis,
pasak Michailo Bachtino, yra ,socialinis produktas™ (Bachtinas, 1978, p. 85).
Stai todél, kaip teigia Michelis Foucault, ,kiekviena visuomené kontroliuoja,
daro atrankg, organizuoja ir perskirsto diskurso gamybg, atlikdama visa tai
vienu metu ir pasitelkdama tam tikras procediras, kurios turi prislopinti
diskurso galias ir pavojus, suvaldyti jo jvykio nenuspéjamumg, iSvengti jo
sunkaus, gasdinancio materialumo" (1998, p. 7).

Kas nutinka vertimams, kai vertéjas meégina suvaldyti teksto
nenuspéjamuma, kai siekia prislopinti vertimo ,galias ir pavojus" ir ,iSvengti jo
sunkaus, gasdinancio materialumo™ (Foucault, 1998, p. 7)? Kur veda Sis siekis?
Atsakymy | klausimg ieSkodama Kanados rasytoja Kristjana Gunnars teigia,
kad ,autoriaus uznugaryje visada stovi kitas autorius, cenziruojantis tekstg
vos jam pasirodzius. Kitas autorius raso: ,Tu noréjai pasakyti visai ne tai"
(2024, p. 34). Kas vercia vertéjg imtis cenzliros ir autocenziros? Kokiomis
formomis ji atsispindi vertimuose? Straipsnyje nagrinéjami Sie ir kiti aktualls
vertimo cenzidros ir autocenziaros klausimai, gilinamasi | pranctzy kanoninés
literatliros kiriniy vertimus tarpukario ir sovietmecio Lietuvoje. Tiriamajq
medZiagq sudaro originalls ir verstiniai tekstai: Stendhalio romanas ,Rouge et
noir® ir trys jo vertimai ,Raudona ir juoda™ (1939, 1949, 1976), Francois
Mauriaco romanas ,Le Nceud de vipéres" ir jo vertimai ,Gyvaciy lizdas" (1934)
ir ,Gyvaciy kamuolys"(1975), Prospero Mérimée ,Colomba" ir du vertimai
~Kolomba" (1937, 1947), Guy de Maupassant'o romanas ,Pierre et Jean" ir jo
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vertimai ,Pjeras ir Zanas“ (1937, 1988) bei Moliére'o ,Le Tartuffe ou
'Imposteur" ir du pjesés vertimai: ,Tartifas arba Veidmainys™ (1928) ir
,l1artiufas arba Apgavikas" (1967). Vienas minéty kdriniy vertimy priklauso
1918-1940 mety tarpukario Lietuvos laikotarpiui, kitas arba du kiti - 1940-
1990 mety sovietiniam laikotarpiui. Bendra visy meniniy teksty prancizy kalba
apimtis - 1 173 puslapiai. Vertimai sudaro 2 749 puslapius, nes tyrime
nagrinéjama maziausiai po du kiekvieno kirinio vertimus. Visos tiriamosios
medzZiagos apimtis — 3 922 puslapiai. Si originaliy ir verstiniy teksty imtis
laikytina reprezentatyvia tyrimo objekto - vertimy cenzuros ir autocenzuros -
lyginamajai analizei atlikti.

Straipsnio tyrimo tikslas - iSanalizuoti ir palyginti tarpukario ir
sovietmecio Lietuvos kanoninés pranciizy literatliros vertimy | lietuviy kalbg
cenziirg ir autocenziirg, aptarti tiriamosios medZiagos cenziros ir autocenziros
priezastis, panasumus ir skirtumus platesniame kiekvieno tiriamojo laikotarpio
polisistemuy, sociosemiotiniy vertimo normuy_ ir politiniy galiy kontekste. Tyrimo
tikslui jgyvendinti keliami keturi uzdaviniai: 1) aprasyti cenzirg ir autocenziirg
remiantis polisistemine teorija, sociosemiotinémis vertimo normomis ir kitais
dabartiniais cenziros tematikos moksliniais tyrimais, 2) iSnagrinéti tarpukario
ir sovietmecio Lietuvos leidiniy atrankos ir vertimy cenziiros mechanizmus,
3) iSanalizuoti tiriamosios medziagos cenziiros ir autocenziros apraiskas,
4) palyginti vertimy_i$ pranciizy kalbos | lietuviy kalbg cenziirg ir autocenziirg
tarpukario ir sovietinéje Lietuvoje bei nustatyti jy taikymo priezastis,
panasumus ir skirtumus platesniame politiniame, ideologiniame ir
sociokultdiriniame kontekste. Tyrimo tikslui ir uzdaviniams jgyvendinti taikomi
mokslinés literatlros analizés, lyginamasis ir apraSomasis metodai. Pirmiausia
pritaikytas apraSsomasis metodas kiekvieno tiriamojo laikotarpio leidybos,
leidiniy atrankos ypatumams nustatyti istoriniame ir politiniame kontekstuose.
Véliau, nagrinéjant tiriamosios medziagos cenzliros ir autocenziros faktus,
taikytas lyginamosios tekstinés analizés metodas, t.y. originalo tekstas
lygintas su maziausiai dviem jo vertimais, kuriy vienas priklauso tarpukario
Lietuvos laikotarpiui, kitas(-i) — sovietinés Lietuvos laikotarpiui.

Cenziiros klausimus ne kartg aptaré jvairiy mokslo sri¢iy atstovai:
Tomas Petreikis (2013) nagrinéjo spaudos cenziara tarpukario Lietuvoje,

Andrius Vaisnys (1999) analizavo spaudos ir valstybés santykj bei kai kuriy
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uzsienio spaudos leidiniy cenziros klausimus, Alvydas Noreika (2022) aptaré
Ziniasklaidos cenzlrg ir savicenzilira, Arida Riaubiené (2005, 2020 ir kt.)
tyrinéjo 1918-1940 mety administracine valstybés ir vietinés cenziros
struktlrg ir procediras, taip pat uzsienyje leisty knyguy, periodiniy spaudiniy ir
smulkiosios spaudos cenziiravima, draudziamy jvezti | Lietuva ir platinti knygy
sgrasy sudaryma ir kt. Apie sovietmecio Lietuvos medijy, literatlros kariniy,
kino, vaizduojamuju meny cenzirg ir ideologinés cenzaros instituty raida
iSsamiai rasé Arinas Streikus (2018), sovietinio teatro cenzidros klausimus
nagrinéjo Edgaras Klivis (2010), Goda Dapsyté (2015) ir kiti. Vertimy cenziros
ir autocenziros problematikg analizavo kity Saliy vertimo mokslo atstovai
(Even-Zohar, 1990; Toury, 1995; Gambier, 2002; Tomaszkiewicz, 2002;
Brunette, 2002; Durand, 2006; Antoniou, 2014; ir kt.) ir Lietuvos tyréjai
(Streikus, 2018; Maskaliniené, Tatolyté, 2022; Valentinavi¢iene, 2022;
Leonaviciene, 2024; Maskalinieng, Tatolyte, Cerniuvieng, Kerdyté ir kt., 2024;
RagaiSiené, Raskauskiené, 2024; ir kt.). Su tyrimu susijusius minéty tyréjy
teiginius aptarsime Sio straipsnio teorinéje dalyje.

Kai kurie cenzuros ir autocenzuros klausimai jau buvo nagrinéti
ankstesniy vertimo tyréjy darbuose, taciau Sis tyrimas laikytinas nauju ir
aktualiu dél keliy priezasciy: 1) kity saliy ir Lietuvos vertimo mokslo darbuose
nebuvo iSsamiau tyrinéta skirtingy visuomeniniy santvarky tarpukario ir
sovietinés Lietuvos prancuzy literatlros vertimy | lietuviy kalbg cenzira ir
autocenzira, 2) be to, iki Siol nebuvo lyginti minéty laikotarpiy keli to paties
kirinio vertimai cenziros pozidriu, kuris leidzia visapusiskiau jvertinti 1918-
1940 mety ir 1940-1990 mety politine, sociokultirineg, socialiniy galiy ir normy
Lietuvos paradigmg, dariusig jtakg vertimo praktikai. Nesant iSsamesniy
tarpukario ir sovietinés Lietuvos lyginamyjy vertimo cenziros ir autocenziros
tyrimy, VDU mokslo klasterio ,Tarpkultirines komunikacijos ir vertimo
problematikos taikomieji tyrimai® mokslininky grupé [gyvendino 2024-2025
mety mokslo projekta ,Meniniy teksty vertimo | lietuviy kalba cenzira
tarpukario ir sovietmecio Lietuvos sociokultliriniame ir politiniy galiy

kontekste". Sis straipsnis yra vykdyto mokslo projekto tyrimy dalis.
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Cenzura ir autocenzura visuomeneés galiy ir normy kontekste

Tyrinéjant vertimus neretai tenka pastebéti praleisty originalo viety:
atskiry Zodziy, sakiniy ar net istisy paragrafy. Ne vienam kyla klausimas, kodél
vertéjai praleidzia. Ar jie patiria vertimo kultlros, visuomenés santvarkos,
politiniy galiy, ideologijos spaudimg, ar patys nusprendzia atsisakyti tam tikry
teksto viety? I Siuos ir kitus klausimus sieksime atsakyti siedami vertima su
visuomenés, kuriai kiirinys verciamas, platesniu kontekstu.

2014 m. isleistame , Vertimo studijy Zodyne" cenzira apibréZiama kaip
~Vertimo teksto keitimas arba originalo teksto dalies praleidimas ideologiniais,
politiniais, religiniais ar etiniais sumetimais® (p. 29), taciau autocenziros
apibrézimo Zodynas nepateikia. IeSkant informacijos Valstybinés lietuviy
kalbos komisijos puslapyje galima rasti paaiSkinimg, kad autocenzira yra
tarptautinis Zodis ir vartotinas ,kaip Salutinis (dalinis, specialusis) normos
variantas" vietoj pagrindinio (neutralaus) normos varianto — vidiné cenzira.!
Sis straipsnis skirtas mokslininky bendruomenei, vertimo tyréjams ir
praktikams, tad nuspresta jame vartoti tarptautinj autocenziros terminag.

Pagal Salies, kurioje dirba, politine santvarkg vertéjas skirtingai
balansuoja tarp Hermio, trokstancio perteikti kito Zinig savajai kultdrai, ir
Cerberio, neleidziancio jam visko pasakyti, ribojancio jo raiSkos laisve ir akylai
saugandio ,savo gentj", kad nepraspriisty koks nors neatsargus zodis. Sig
Hermio ir Cerberio metaforg vaizdingai apraso Yves'as Gambier (2002, p. 216)
nagrinédamas vertéjo veiklos dvilypuma ir paradoksaluma. Kyla klausimas, kas
iSties varzo vertéjo raiskos laisve? Kodél, kaip raso Paulis Riceuras (2010,
p. 35), vertimuose ,egzistuoja iStisos parastés, kurias nuslepia cenzira,
draudimai - parastés to, kas nepasakyta, iSraizytos pavidalo nejgavusiais
atvaizdais"? [ Siuos klausimus atsakymy ieSko ne vienas vertimo tyréjas. Stai,
tarkime, Gambier teigia (2002, p. 204), kad visi autoritariniai rezimai yra
sukire kontrolés mechanizmus, kontroliuojancius idéjas, rezimo ideologijai ir
ju .tiesai* grésme keliancias publikacijas. Siy rezimy sarasas, kaip raso tyréjas,

yra ilgas ir, deja, nebaigtinis: Soviety Sajunga, dabartiné Kinija, Piety Afrikos

! Remiamasi Valstybines lietuviy kalbos komisijos informacija:
https://www.vlkk.It/konsultacijos/5600-autocenzura [Zilréta 2024-12-06].
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respublikos apartheidas, Ruhollo Chomeinio valdomas Iranas, juodyjy
pulkininky rezimas Graikijoje, Argentinos diktatiira, Vichy rezimas Pranctzijoje
(1940-1944) ir daug kity. Siekdami apsaugoti savo Salies visuomene nuo
»Zzalingy" ir ,priesisky valstybiy" idéjy, rezimai kontroliuoja visas veiklos sritis,
iskaitant ir vertima. Apie tai, kaip vertimas priklauso nuo visuomenés sistemy -
polisistemy, raso Tel Avivo deskriptyvinés vertimo mokyklos atstovas Itamaras
Even-Zoharas. Teoretikas apibudina polisistemgq kaip jvairiy, hierarchiniais
rySiais susiety sistemy visumg, kurioje sistemos nepaliaujamai kinta ir lemia
kituy, mazesniy ir didesniy sistemy pokycius. Tai pasakytina ir apie grozine
literatlirg ar vertima, kurie taip pat negali likti izoliuoti ir nesikeisti, jei kitose
visuomenés sistemose vyksta pokyciai (1990, p. 9-26). Pasak Even-Zoharo
(1990, p. 27-31), grozinés literatliros polisistema glaudziai siejasi su Salies
ideologijos, ekonomikos, socialine ir kitomis sistemomis. Dél Sios priezasties
grozinés literatliros tyrimai negali apsiriboti teksto analizés lygmeniu, bet
privalo atspindéti kiirinio recepcijg platesniame Salies polisistemy kontekste.
Rasydamas apie grozinés literatliros sistema Even-Zoharas iskelia binarinés
opozicijos idéjq, t. y. skirsto literatiirg | kanonine ir nekanonine, centrine ir
periferine. Nuo to, kuriai opozicijos daliai priskiriamas literatiros kdrinys,
priklauso vertéjo poziiiris | verCiama kdrinj: vertéjai paprastai bina atidesni
kanoninei ir centrinei literatdrai, t. y. tarptautiniu mastu pripazintai ir pasaulyje
placiai paplitusiomis kalbomis rasytai literatlrai, nei nekanoniniams ir
periferiniams kiriniams. Si nuostata yra reikéminga analizuojant vertimus
cenziros ar autocenziiros pozidriu.

Nagrinéjant vertimg visuomeneés galiy kontekste negalima palikti
nuosalyje Even-Zoharo (1990, p. 31-44) aprasyty vertima veikianciy veiksniy.
Teoretikas jy iSskiria SeSis: rinka, gamintojg, produkta, vartotoja, institucijq ir
repertuarg. Minéty veiksniy jtaka vertimui priklauso nuo visuomeninés
santvarkos: vienose santvarkose iSrySkéja didesné vieny veiksniy svarba,
kitose - kity. Tarkime, autoritarinése valstybése svarbiausig vaidmenj vaidina
institucija, o demokratiniy valstybiy vertimo polisistemoje - rinkos ypatumai,
vartotojo lUkesciai, gamintojas ir produktas. Tai neabejotinai veikia vertéjy
pasirinkimus ir sprendimus, taip pat ir teorines vertimo nuostatas (placiau apie
tai Leonaviciené, 2024, p. 140-141). Nagrinédamas visuomenine santvarka ir

siedamas jq su cenzira, prancizy tyrejas Pascalis Durand’as (2006, p. 10-11)
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pastebi, kad cenziira gali bati reiSkiama jvairiais budais: karinio uzdraudimu,
kai kuriy jo viety pasalinimu, teksto intencijos pakeitimu, citaty sutrumpinimu,
tam tikry teksto akcenty pakeitimu ir kt. Pasak Durand’o (2006, p. 12), pagal
cenzliros grieztuma ir savivalés laipsnj galima nustatyti, kuo skiriasi
totalitarinis rezimas nuo demokratinés tvarkos ir koks skirtumas tarp formalios
ir realios demokratijos. Kaip tik Sie klausimai nagrinéjami tiriamojoje straipsnio
dalyje, analizuojant cenziros ir autocenziros apraiskas.

Kitaip nei cenzilra, autocenzira siejama su paties vertéjo inicijuotais
vertimo pakeitimais, kuriy nelemia iSoriniai politiniai, ideologiniai ir kiti aptarti
institucinés, sisteminés cenzlros veiksniai. Autocenziirg, kai praleidziamos
arba keiCiamos mazesnés ar didesnés teksto vietos, galima laikyti vertéjo
kompromiso ieskojimu adaptuojant teksta priimancioje kultlroje arba, kaip
pasakyty Gambier (2002, p.210), ,prevencine cenzura", kai vertéjas,
siekdamas iSvengti leidéjo ir redaktoriaus nurodymu, reikalavimy, i$ anksto
imasi autocenziiros. Pastarosios apraiSkomis Gambier (2002, p. 210-214) laiko
vertéjo siekj nerasyti ,juodu ant balto" kultriSkai nepriimtiny Zargonybiu,
vulgarizmy, jzeidziy posakiy ar fraziy, susvelninti pasakymo tong, panaikinti
kult@riskai netinkama pabrézima, perfrazuoti, praleisti kai kurias metaforas,
neigiamai zymétus teksto vienetus ir kt., nes jy vertimas priimancioje kalboje
ir kultGiroje gali bati perdém jzeidus, moraliskai ir rinkos pozitiriu nepriimtinas,
gal net gerokai uzgaulesnis nei originalo tekstas. Nagrinéjant iSvardytas
autocenziros formas kyla klausimas, ar visi vertimo praleidimai ir perdaros,
kuriais vertéjas jgyvendina savinimo strategija (angl. domestication, Venuti,
1995, 1998) arba siekia , atvesti autoriy pas skaitytoj" (Schleiermacher, 1985,
p. 299), laikytini autocenziiros apraiSkomis. Nereikia pamirsti, kad vertéjas ne
tik cenzliruoja, bet ir adaptuoja kurinj: atlieka daug kalbiniy ir kultdriniy
transformacijy, jvairiais budais siekia teksto sklandumo ir tekstualumo.
Autocenziros atveju, vertéjas pats imasi tam tikry vertimo sprendimuy,
vadovaujasi savo jsivaizdavimu, kas moraliskai ir etiSkai tinkama ar netinkama,
ko tikisi vertimo skaitytojai, t. y. vertina, koks yra skaitytojy sisteminis kalbinis
ir sociokultdrinis pazinimas, kad vertimas netapty kalbiniu ir kultdriniu
kliuviniu, nepakenkty skaitymo malonumui ir priimtinumui naujoje, kartais net
kitos epochos, komunikacinéje aplinkoje. Apie tai yra rases Gideonas Toury

(1995, p. 54-55, 250-252), analizuodamas sociosemiotines vertimo normas,
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kuriomis intuityviai arba sgmoningai vadovaujasi vertéjas ir paiso nerasyty, bet

visiems visuomenés nariams zinomy susitarimy ir vertybiy.

Tarpukario ir sovietmecio Lietuvos vertimy cenziira ir

autocenziira: pranciizy grozinés literatiiros vertimy atvejis

Kiekvienoje Salyje ir konkreciu istoriniu laikotarpiu polisistemos kitaip
veikia vertimo sistema, reguliuoja verstiny leidiniy atranka ir determinuoja
vertéjy pasirinkimus. éioje straipsnio dalyje nagrinésime tarpukario ir
sovietinés Lietuvos valstybinés cenziros ypatumus, vertimy i$ prancizy kalbos
i lietuviy kalbg cenziros ir autocenziros apraiskas.

1918 m. vasario 16 d. Vilniuje Lietuvos Tarybai paskelbus Lietuvg
nepriklausoma valstybe, buvo suskubta kurti valdzios institucijas, pasinaudoti
Europos valstybiy patirtimi, rlpintis kultlrine ir SvietéjiSka veikla, lietuviy
kalbos norminimu ir kt. UZsienio kalby mokymasis ir kity Saliy literatliros
vertimai taip pat neliko nuosalyje. Vienas didziausiy tuomeciy kultrinés
traukos centry buvo Paryzius, todél suprantama, kad kultlros veikéjai sieké
skleisti pranciizy kultlrg, supazindinti Lietuvos skaitytojus su kanonine
prancuzy literatdra ir publikuoti kuo daugiau jos vertimy | lietuviy kalba.
Nereikéty pamirsti, kad jkdrus nepriklausoma Lietuvos valstybe vis tiek iSliko
tam tikry grésmiy is kaimyniniy Saliu. ,Lietuvos kaimynés - Taryby Rusija (nuo
1922 m. Soviety Sajunga), Vokietija, Lenkija ir Latvija po XX a. 3-4
deSimtmeciuose jvykusiy perversmy suko nedemokratiniu keliu. IS Siy Saliy |
Lietuvg buvo jveZzami spaudiniai, kurie misy kraste skleidé antilietuviskas
idéjas, kursté tautine nesantaikg. Todél, siekiant uztikrinti valstybés ir
visuomenés saugumg, tarpukario Lietuvoje buvo pradéti cenzlruoti uzsienyje
leisti spaudiniai® (Riaubieng, 2020, p. 248-249). Cenziira neaplenké spaudos,
jvairiy sri¢iy knygy, taip pat ir uzsienio autoriy literatiiros kriniy. Tarpukario
laikotarpio cenzliros tyréja Arida Riaubiené (2005, p. 111) teigia, kad ,,1918-
1940 m. Lietuvoje buvo iSplétota cenziros instituciné infrastruktlira, apémusi
du - valstybinj ir vietinj — lygmenis. Svarbiausias vaidmuo teko vidaus reikaly
ministrui, kuris galéjo kontroliuoti bei prizitréti ne tik Lietuvoje, bet ir uzsienyje
iSleistas knygas. Vidaus reikaly ministrui buvo pavaldls 20 apskriCiy (be
Klaipédos krasto) virSininkai. Pastariesiems spaustuvés, pries iSleisdamos
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spaudinj, privaléjo pristatyti nurodyta egzemplioriy skaiciy. Apskriciy
virSininkai taip pat turéjo teise Lietuvoje pasirodziusius spaudinius sulaikyti
arba uzdrausti juos platinti." Valstybés lygiu veikianti cenziiros sistema
neabejotinai daré jtaka | lietuviy kalba planuojamuy versti leidiniy atrankai.

Apie jvezamy_uzsienyje leisty knygy atrankg Riaubiené (2005, p. 109)
raso: ,1935 mety Spaudos jstatymo 42-asis paragrafas pabrézé, kad uzsienio
spaudiniai turi bati tikrinami pries juos jveZant | Lietuva. UZsienio spaudiniy
tikrinimo tvarka nustatydavo vidaus reikaly ministras, susitares su finansy ir
susisiekimo ministrais. Svetur leistos ir spausdintos knygos <...> buvo
tikrinamos prie Lietuvos valstybés sienos. Tai liudija Pilieiy apsaugos
departamento Svetimsaliy referento rastas Kauno centrinei muitinei, kuriame
raSoma, kad iS uZsienio jvezami spaudiniai turi bGti tikrinami muitinés
valdininky, dalyvaujant geleZinkelio policijai." Spaudiniy tikrintojy darbg
lengvino tarpukario Lietuvoje sudarinéjami draudziamy knygy sgrasai. Pasak
Riaubienés (2020, p.243), ,1926 m. lapkri¢io 5 dieng Vidaus reikaly
ministerijos PilieCiy apsaugos departamentas iSsiunté rastg Finansy
ministerijos Prekybos departamentui, kuriame rasoma, kad be atskiro PilieCiy
apsaugos departamento leidimo negalima jvezti j Lietuvg Soviety Sajungoje ar
Lenkijoje spausdinty leidiniy, taip pat pateikiamas ,UZdrausty jvezti ir platinti
spaudiniy sarasas", kurj sudaro 188 leidiniai. Sj sarasq i$ dalies galime laikyti
pirmuoju zinomu draudziamy jvezti ir platinti Lietuvoje knygy sarasu.™ Zinoma,
véliau bata ir daugiau sarasy, tarkime, 1935 m. rugpjtcio mén. 1 d. - 1936 m.
birzelio 1 d. sgrasas. Jame minima keturiolika lietuviy kalba publikuoty
draudziamy knyguy, pavyzdziui, Juozo Pranckiino ,Dniepro statyba"“ (Minskas,
1932), Nikolajaus Oleinikovo ,Kovos dienos" (Maskva, 1930), Anos Uljanovos
~Lenino vaikystés ir mokslo metai* (Minskas, 1932), Aleksandro JaksSeviciaus
»15 mety proletarinés revoliucijos® (Minskas, 1932), Michailo Seimano
«Religiné dora ir proletariné dora" (Minskas, 1932), Sofijos Zarec¢najos ,Vaikai
kolchoze" (Minskas, 1932)2 ir kt.

Riaubienés pateikta faktiné medziaga ir aprasytas tarpukario Lietuvos

cenziros mechanizmas patvirtina Tel Avivo vertimo mokyklos polisisteminés

2 Remtasi Lietuvoje draudZiamy leidiniy sgrasy savadu (zr. Riaubiené, 2020, p. 253-
258).
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teorijos nuostatas ir sociosemiotinies normas, pagal kurias originaliy ir
verstiniy kdriniy atranka, leidyba ir platinimas priklauso nuo valstybés
polisistemy: politiniy nuostaty, ideologijos, ekonomikos, istorinio,
sociokultdrinio gyvenimo konteksty ir daug kity veiksniy. Cenzuros vaidmuo
igyja grieztesniy formy totalitarinése valstybése. Kaip tik tuo pasizyméjo
Soviety Sajungos knygy ir vertimy leidyba.

Nuo 1940 m. Lietuvos valstybe okupavus ir aneksavus Soviety
Sajungai, Salyje, kaip ir kitose okupuotose sovietinése respublikose, ,kultdrinis
gyvenimas tapo visiskai priklausomas nuo bendro Soviety Sajungos kultlrinio
konteksto, Saliai i$ anksto numatyto politinio scenarijaus ir TSRS siekio kurti
bei propaguoti tarybinés liaudies mena, atmesti ir kritikuoti viska, kas buvo
sukurta soviety vadinamaisiais ,burzuaziniais valdymo metais" (Leonavicieng,
2024, p. 228). Soviety Sajungos valdZia sieké indoktrinuoti visuomene,
kontroliuoti visas veiklos sritis, jskaitant ir vertima. Dazniausiomis vertimy
kontrolés apraiSkomis galima laikyti cenziirg ir grozinés literatlros vertima is$
tarpinés rusy kalbos ,politiSkai aprobuoty" vertimy. Apie soviety valdzios
itvirtinima_ ir cenzirg pirmaisiais sovietiniais metais rasSo tyréjas Arinas
Streikus (2018, p. 287): ,Stalininiu laikotarpiu, sparciai sovietizuojant
okupuotas Baltijos salis, is$ vietiniy leidykly buvo reikalaujama grieztai laikytis
tvarkos, kad | nacionalines kalbas verc¢iami uzsienio autoriy tekstai pries tai jau
bGty iSversti | rusy kalba. Maza to, net ir verciant i$ originalo, galiojo nerasyta
taisyklé orientuotis | kanoniniu laikytg rusiska vertima, pagal jj atliekant
atitinkamas kupitras ir pateikiant slidesniy viety redakcines formuluotes.™
Dauguma zymesniy sovietmecio vertéjy ir redaktoriy kreipé démesj | vertimo
tiksluma ir semantinj adekvatuma remdamiesi Andrejaus Fiodorovo, Jakovo
Reckerio, Vileno Komisarovo, Leonido Barchudarovo ir Kkity sovietinio
laikotarpio struktdralistines vertimo teorijos atstovy nuostatomis, ,kukliai
nutylédami®, kaip pastebi Streikus (2018, p. 287), ,sovietines adaptavimo
praktikas". Vertéty paminéti, kad cenzilirg taip pat ,kukliai nutyli® ir sovietinio
laikotarpio vertimo teorijos atstovas, Lietuvos vertimo mokslo pradininkas
Kazimieras Ambrasas-Sasnava. Prisimines tarpukariu iSsakytg Sofijos
Ciurlionienés pozicija, kad literatliros kirinius reikia versti i§ originalo, jis
paremia jos nuomone ir stebisi, kad vertimai iS tarpinés kalbos ,ligi Siol

nenustoja aktualumo™ (1980, p. 66).
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2inoma, ne tik tarpiné kalba uztikrindavo sovietmecio vertimy cenziirg,
bet ir centralizuota versti planuojamy kdriniy atranka. Lietuvos leidykly kariniy
atranka turéjo bdti suderinta su Soviety Sajungos svarbiausia cenziros
mechanizmo institucija - Glaviitu (rus. [n1aBHoe ynpassieHue o Aesam
aumTepatypbl n msgatesncrs), t.y. Vyriausigja literatlros ir leidybos reikaly
valdyba; ji buvo jsteigta 1922 m. Rusijoje, véliau veiké Soviety Sajungoje kitais
atnaujintais pavadinimais.3 Glavlitas kontroliavo ir cenziravo visas kultdrinio
gyvenimo sritis, jskaitant planuojamy versti knygy atranka. ,Nors sajunginiy
respubliky leidyklos ir redakcijos visy uZzsienio autoriy vertimy | nacionalines
kalbas publikavimg turéjo suderinti su centriniu Spaudos komitetu ir Glavlitu,
Sie, atrodo, gana palankiai ziGréjo | pribalty iniciatyvas. Galima manyti, kad
suteikiant leidimus drasesniems vertimams buvo atsiZzvelgiama | tai, kad Siose
respublikose uZsienio literatliros naujienos vélyvuoju sovietmeciu buvo geriau
prieinamos kitomis kalbomis: Lietuvoje - lenkiskai, Estijoje - suomiskai."
(Streikus, 2018, p. 289-290). Kad ir kokios buvo taikytos kdriniy atrankos
nuolaidos, daugelio vertimo cenziros tyrimuose, kaip raso Streikus (2018,
p. 286), ,jau yra rekonstruotos pagrindinés vertéjy ir redaktoriy taikytos
technikos, padéjusios kitokio tipo tekstus adaptuoti prie sovietinés reikSmiy
sistemos, perrasyti jy kalbg taip, kad ji nedisonuoty su sovietine semantika."

Svarstant apie cenzurg kyla klausimas, kurias kuriniy vietas
iSkarpydavo ideologinés cenziiros zirklés. Kuriose vertimy vietose pats vertéjas
imdavosi autocenziiros? Siuos ir kitus klausimus nagrinésime lygindami 1918-
1940 mety ir 1940-1990 mety prancuzy literatilros kariniy vertimus j lietuviy
kalba, kurie kartu su originalais sudaro empirine tyrimo medziaga.

Tarpukario ir sovietmecio Lietuvos prancizy literatiros vertimy i

lietuviy kalba cenziira

Kaip jau aptarta, tarpukariu uzsienio autoriy kdriniy atranka akylai
kontroliavo valstybiné cenziira, taciau per dvideSimt dvejus nepriklausomos
Lietuvos metus buvo iSversta nemazai kanoninés prancizy literatiiros kiriniy,

pavyzdziui, Viktoro Hugo, Stendhalio, Moliére'o, Guy de Maupassant’o,

3 Remtasi Visuotine lietuviy enciklopedija: https://www.vle.It/straipsnis/glavlit/
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Gustave’o Flaubert’o, Frangois Mauriaco, Prospero Mérimée ir kity garsiy
radytoju, poety ir dramaturgy veikaly. Zinoma, $alia neginéytinos meninés
vertés kidriniy vertimy pasitaikydavo cenziros institucijoms tikusiy, bet
menkaverdiy leidiniy vertimy. Apie pastaruosius tarpukariu rasé Ciurlioniené
(1933, p. 17).

Nagrinéjant tiriamajq medziagg, t.y. [vade minétus Stendhalio,
Moliére'o, Guy de Maupassant’o, Frangois Mauriaco, Prospero Mérimée kirinius
ir jy tarpukario vertimus lyginamuoju tekstinés analizés metodu, buvo rastas
ne vienas vertimo cenzuros atvejis, liudijantis ideologiniais ir politiniais

sumetimais praleistus sakinius. Pateiksime vieng rasty pavyzdziy:

(1) <...> Je vais chercher la solitude et la paix champétre au seul lieu ou
elles existent en France, dans un quatriéme étage, donnant sur les
Champs-Elysées. Et encore j'en suis a délibérer, si je ne
commencerai pas ma carriere politique, dans le quartier du
Roule, par rendre le pain béni a la paroisse.

- Tout cela ne te ft pas arrivé sous Bonaparte, dit Falcoz avec des
yeux brillants de courroux et de regret.* (Stendhal, Le Rouge et le Noir,
1998, p. 270)

<...> Vykstu ieskoti vienumos ir lauky ramybés vieninteliame
kampelyje, kurj dar galima rasti Pranciizijoje — ketvirtame aukste, su
langais | Champs-Elysees.

- Taip su tavim nebuty atsitike Bonaparto laikais, — taré Falcozas, kurio
zvilgsny buvo pyktis ir gailesys. (Stendhal, Raudona ir juoda, 1939,
p. 349)

Cituotame Stendhalio ,Raudona ir juoda®™ antros dalies skyriaus ,Kaimo
malonumai® (pranc. Les plaisirs de la campagne) pavyzdyje aprasoma, kaip
karieta keliaujantys keleiviai kalbasi apie valdZios troskima, veidmainiSkg
XIX a. politikg ir kt. Pokalbio metu vienas keleiviy Saint-Giraud teigia esas
nusivyles politika ir grjSigs | Paryziy ieSkoti ramybés Elisiejaus laukuose, bet

4 Siame ir kituose sakiniuose aptariamas vietas pajuodino straipsnio autore.
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taip pat neatmeta galimybés pradéti politine karjerg Roule’io kvartale ir,
pirmiausia, imti dalyti Sventintg duong parapijieCiams. 1939 m. Petro Cvirkos
ir Antano Simeno vertimeS &is netrumpas sakinys praleistas, todél kyla
klausimas, kuo vertéjams, o gal leidyklai jis netiko. Stendhalio kirinio iStraukos
sakinys (pranc. Et encore j’en suis a délibérer, si je ne commencerai pas ma
carriére politique, dans le quartier du Roule, par rendre le pain béni a la
paroisse) implikuoja 1789-1794 mety Pranclzijos revoliucijos jvykius. IS
istorijos zZinome, kad Roule’io kvartalas buvo jkurtas 1790 m. vykstant
Prancuzijos revoliucijai ir revoliucionieriy pramintas Roule’io sektoriumi (pranc.
section du Roule). Tik véliau, 1811 m. geguzés 10 d. Prefektiiros potvarkiu
Roule’io sektorius, anksCiau buves 1-asis Paryziaus rajonas, pervadintas
Roule’io kvartalu (pranc. quartier du Roule).® Romano personazo Saint-Giraud
uzuomina apie politine karjera Roule’io kvartale implikuoja revoliucines
nuotaikas, norg skatinti liaudies nepasitenkinima, dalyti jai duong ir priesSintis
esamai tvarkai. Turint omenyje tai, kad revoliuciniy nuotaiky apraisSkas akylai
kontroliavo valstybinis tarpukario cenziros mechanizmas, tikétina, jog sakinj
iSbrauké vertéjai arba atsakingi leidyklos darbuotojai.

Kituose, vélesniuose 1949 m. Antano Juskos ir 1976 m. Ramutés
Ramunienés sovietmecio laikotarpio Stendhalio ,Raudona ir juoda" vertimuose

aptariamas sakinys buvo iSverstas:

(2) <...> leskosiu vienatvés ir kaimiSkos ramybés vieninteléje visoje
Pranciizijoje vietoje - Paryziuje penktame aukste, kurio langai iSeina
Eliziejaus laukus.” Bet man dar reikia pagalvoti, ar nevertéty
pradéti politine karjera Rulio kvartale, dalijant pasventinta

duong parapijiecCiams.

- Bonaparto laikais tau neblty taip atsitike, - taré Falkozas
deganciomis pykdiu ir Sirdgéla akimis. (Stendhal, Raudona ir juoda,
1949, p. 262)

5 Abu vertéjai iSverté Stendhalio romano ,Raudona ir juoda®“ pirmajaq dalj ir tris antrosios
dalies skyrelius. Si i$versta kirinio dalis buvo publikuota 1939 m. leidime.

6 Remtasi: https://fr.wikipedia.org/wiki/Quartier_du_Roule [Zilréta 2024-12-12].

7 Knygos pabaigoje esanciuose Paaiskinimuose vertéja pateikia informacija: ,Eliziejaus
laukai (Champs Elysées) - puikus Paryziaus parkas ir bulvaras." (1949, p. 577).
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(3) <...> Nusprendziau ieskoti vienatvés ir lauky ramybés vieninteléje
vietoje, kur jg galima rasti Prancizijoje — penktame aukste su langais
i Eliziejaus laukus. Ir dar svarstau, ar nepradéti man politinés
karjeros Rulio kvartale, tiekiant parapijai sventinta duona.
- Viso Sito tu nebltum patyres Napoleono laikais, — pasaké Falkozas,
ir jo akyse sublizgo pyktis ir gailestis. (Stendalis, Raudona ir juoda,
1976, p. 213-214)

Nors nagrinéjamas Stendhalio ,Raudona ir juoda®™ sakinys, menantis
Prancizijos revoliucija, sovietmediu ir buvo iSverstas, taciau 1940-1990 mety
laikotarpio vertimus kontroliavo atsakingos Soviety Sajungos institucijos.
Kiekvieng vertimo fraze tikrino ideologinis cenziros mechanizmas, siekiantis,
kad vertimuose nelikty né maziausios kapitalizmo apraisSkos. Kolektyvizuojant
sovietine mintj, reikéjo pritaikyti vertimus prie sovietinés semantikos,
laikmecio konteksto ir ideologijos. Analizuojant Sig tema norétysi prisiminti
Mathieu Guidere'o jzvalgq apie jvairiy epochy vertimams daromg politikos ir
ideologijos jtaka. Tyréjo nuomone, niekam nekelia nuostabos tai, kad
romantizmo laikotarpio vertimai buvo vienaip ar kitaip ,romantizuojami®, o
komunistinés ideologijos Salyse - ,taisomi" pagal komunizmo dogmas (2016,
p. 53).

Nagrinéjant, ka sovietiniuose prancizy literatlros vertimuose iStryné
akylasis Cerberis, pavyko rasti ne vieng tiriamosios medziagos vieta, kurioje
neliko su religija, ,priesiSky valstybiy" ideologija ar politika susijusiy sakiniy.
Aptarsime Frangois Mauriaco originalo ,Le nceud de viperes" sakinj ir jo vertimo
sprendimus 1934 m. Jurgio Griskos vertime ,Gyvaciy lizdas" ir 1975 m.

Vytauto Gircio vertime ,Gyvaciy kamuolys":

(4) Dieu, considérez que nous ne nous entendons pas nous-mémes et que
nous ne savons pas ce que nous voulons, et que nous nous éloignons
infiniment de ce que nous désirons. - Sainte Thérese d’Avila (Mauriac,

Le nceud de vipéres, 1933, p. 15).

... Dieve, atsizvelk | tai, kad mes vienas kito nesuprantame ir

nezinome, ko norime, ir kad mes neapsakomai tolinamés nuo to, ko
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trokétame.” - Sv. Terezé i§ Avilos (Mauriac, Gyvaciy lizdas, 1934,
p. 13).

Sv. Terezés i$ Avilos citata Mauriacas pateiké kirinio pradZioje, prie$
pirmaja romano dalj. Citata lyg iS anksto informuoja skaitytojus apie
sudétingus, tarsi apnuodytus romano veikéjy santykius, jy jausenq ir
negebéjimg priartéti prie ,to, ko trokstame". Kaip matyti pateiktame
pavyzdyje, Sv. Terezés iS Avilos citata tarpukario ,,Gyvaciy lizde" buvo iSversta,
tadiau 1975 m. sovietiniame , Gyvaciy kamuolyje" jos neliko. Sovietinio vertimo
pirmoji dalis prasideda be Sv. Terezés iS Avilos citatos. Kuo uzkliuvo i$ pirmo
zvilgsnio nekalta citata? Ideologinés sovietmecio nuostatos pacios pateikia
atsakyma: kiekvienas meno kirinys privaléjo turéti aukléjamajj, Svietéjiska
tiksla, todél religinis poziGris ar religinis aukléjimas buvo laikomas
nesuderinamu su marksizmo-leninizmo pazitry sistema, laikancia religingumg
Lburzuaziniy pazitry ir paprociy atgyvena". Tai jrodo ,TSKP istorijos
chrestomatijos" puslapiai: ,Svarbiausiu dalyku ideologiniame darbe partija
laiko dabartiniame etape - aukléti visus darbo Zmones, kad jie bity didziai
idéjiskai atsidave komunizmui, komunistiSkai zitréty | darba ir visuomeninj tkj,
visiSkai jveikti burzuaziniy paziGry ir paprociy atgyvenas, visapusiskai
harmoningai vystyti asmenybe, sukurti tikrus dvasinés kulttros turtus™ (1984,
p. 164). Cituotame leidinyje randame ir kitas pries$ religijg nukreiptas eilutes:
«Reikia sistemingai vykdyti placia moksline ateistine propaganda, kantriai
aiskinti, kokios klaidingos yra religijos, atsiradusios praeityje, kai Zzmonés buvo
prislégti gaivaliSky gamtos jégy ir socialinés priespaudos, kai jie nezinojo
tikryjy gamtos ir visuomenés reiskiniy priezasciy" (1984, p. 167). Ateistiné
propaganda buvo skelbiama Soviety Sajungos komunisty partijos programose,
suvaziavimuose, jg vykdeé Lietuvos TSR miesty ir rajony Vykdomieji komitetai,
ugdymo ir kity jstaigy politiniai vadovai. Net tuomeciame Vilniaus universitete
buvo déstomas Mokslinio ateizmo pagrindy studijy_dalykas.

Pateikti ideologiniai sovietmecio kontekstai rodo, kaip nederéjo
Sv. Terezés iS Avilos mintys su antireligine marksizmo-leninizmo ideologija.

Sioje nelygioje kovoje citata neiSvengiamai turéjo pralaiméti cenzirai.
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Tarpukario ir sovietmecio Lietuvos prancizy literatiros vertimy i

lietuviy kalba autocenziira

Nustatant tiriamosios medziagos autocenziiros vietas buvo keliamas
klausimas, kada vertéjo ,isikiSimas" | tekstg laikomas autocenzira. Daugelyje
vertimo teorijy (nuo pirmuyjy lingvistiniy vertimo teorijy iki hermeneutinés
vertimo sampratos) rasoma, kad vertimo proceso metu vertéjas atsizvelgia |
vertimo kalbos specifikq, taiko leksines, morfologines, sintaksines
transformacijas, vienur originalo vietas praleidzia, kitur - prideda. Be to,
vertéjai imasi kultdrinés transpozicijos ir paiso komunikaciniy vertimo
skaitytojo likescCiy. Atsizvelges j Siuos ir kitus veiksnius, vertéjas priima jvairius
sprendimus, taiko vertimo perdaras, kurios anaiptol néra nei cenzira, nei
autocenzira. Apie cenziros ir profesionalaus vertimo takoskyrg raso Louise’a
Brunette (2002, p.223). Ji teigia, kad redaguoti, kritikuoti vertimus,
universitetuose mokyti basimus vertéjus redaguoti savo ir kity vertimus - toli
grazu néra vertimo cenzira, veikiau, vertimo objektyvumo ir kokybés siekis.
Tyréja retoriskai klausia, ar reikéty smerkti vertimo déstytojus, kalbos
normintojus ir vertimo kritikus (2002, p. 226), siekiancius vertimo tinkamumo
priimancioje kultdroje. Juk meniniy ir dalykiniy teksty vertéjai nesirenka
linijinio vertimo, o ieSko tinkamiausiy savo kalbos Zodziy, kolokaciju, idiomy,
terminy, vartoja realigq vartoseng atitinkancias kalbos raiSkos priemones,
sprendZia, kaip geriau perteikti eksplicitines ir implicitines reikSmes, kaip
sukurti koherentiSkg vertimo tekstg, kaip perteikti kohezijg ir kitus tekstualumo
kriterijus. Vadinasi, vertéjai neiSvengiamai keicia originala. Kitaip jie pateikty
kokybés kriterijy neatitinkantj pazodinj vertima. Paminétina ir tai, kad jgudes
vertimo praktikas nepalieka nuoSalyje vertimo kalbos stiliaus, Zzanro
reikalavimy, taiko vertimo kalbos normas, kurios yra jo kognityvinés ir
profesinés patirties dalis. Vertimo tyréja Brunette pastebi, kad vertimo proceso
metu vertéjas vadovaujasi nerasyta ,kalbine konvencija ir socialiniu
konsensusu" (pranc. de la convention linguistique et du consensus social, 2002,
p. 228), lemiandiais jvairias vertimo perdaras.

Nagrinéjant tiriamaja medziaga lyginamosios tekstinés analizés
metodu ir vertinant kiekvieng originalo semantikos neatitinkancig teksto vietg

pastebéta, kad vertéjai linke rinktis Sias autocenziros formas: praleidimg ir
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pakeitimg. Pirmiausia aptarsime praleidimo atvejus analizuodami tiriamosios

medziagos asmenvardziy vertimo sprendimus tarpukariu ir sovietmeciu:

(3)

(6)

Le vulgaire, aveuglé par I'amour de l'argent, n’était pas fait pour
comprendre que c’était dans sa sincérité que I'abbé Pirard avait trouvé
la force nécessaire pour lutter seul pendant six ans contre Marie
Alacoque, le Sacré-Coeur de Jésus, les jésuites et son évéque.
(Stendhal, Le Rouge et le Noir, 1998, p. 246)

Nedorovingieji, apakinti pinigy godulio, negaléjo suprasti, jog tik acid
kun. Pirardo nuosirdumui jis jstengé SesSerius metus kovoti su jezuitiska
Sv. Jézaus $irdies draugija, su visais jézuitais ir su vyskupu. (Stendhal,
Raudona ir juoda, 1939, p. 319)

Paprasti Zzmonés, pinigy meilés apakinti, negaléjo suprasti, kad tik
nuosirdumas suteiké kunigui Pirarui jégy, bdtiny grumtis istisus
SeSerius metus vienam su Marija Aliakok, su Sv. Jézaus Sirdies
kongregacija, jézuitais ir su savo vyskupu. (Stendhal, Raudona ir
juoda, 1949, p. 236)

Eiliniai zmoneliai, apakinti meilés pinigams, negaléjo suprasti, kad tik
Sirdies tyrumas teiké kunigui Pirarui jégy vienam SeSerius metus
grumtis su Mari Alakok, su Jézaus Sirdies garbintojais, jézuitais ir su
savo vyskupu. (Stendalis, Raudona ir juoda, 1976, p. 194)

Un vapeur charbonnier de Liverpool était a l'ancre attendant la
marée ; ils allérent tourner par derriére, puis ils visitérent, I'un aprés
I'autre, les navires en rade, puis ils s’éloignerent un peu plus pour voir

se dérouler la cote. (De Maupassant, Pierre et Jean, 1982, p. 117)

Anglies prikrautas garlaivis buvo metes inkarg, laukdamas potvynio;
jie nuplauké, apsuke is uzpakalio, po to jie aplenké vieng po kito laivus
reide, po to atsitolino truputj daugiau, kad matyty atsiskleidziant
kranta. (De Maupassant, Pjeras ir Zanas, 1937, p. 77-78)
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Apiplauké is uZpakalio garlaivi angliavezj iS Liverpulio, iSmetusj inkarg
ir laukiantj potvynio, paskui apzitiréjo vieng po kito visus laivus reide,
paskui leidosi tolyn | jirg pasigrozéti kranto panorama.

(De Mopasanas, Pjeras ir Zanas, 1988, p. 334)

Cituoti pavyzdziai rodo, kad 1918-1940 mety vertimuose vertéjai buvo
linke adaptuoti vertimus ir praleisti tuometiniams skaitytojams menkiau
zinomus asmenvardzius, pavyzdziui, Marie Alacoque, arba vietovardzius,
pavyzdziui, Liverpool, o sovietmecio vertimuose juos buvo linkstama perteikti
manant, kad ,verstiné literatlira turi atlikti Svietéjiskg vaidmeni® (Danyte,
2008, p. 52). Siekdami jgyvendinti Svietéjiska vertimo vaidmenj 1949 m.
vertéjas Antanas Juska ir 1976 m. vertéja Ramuté Ramuniené ne tik iSverté
aptariamus tikrinius vardus, bet pateiké iSnasas ir komentarus vertimo
pabaigos Paaiskinimuose. Stai, tarkime, Stendhalio karinio vertéjas Juska
tekste islaiké asmenvardj Marija Aliakok ir pabaig