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Retorikai szerkezet és igehasznalat angol absztraktokban:
Magyar és nemzetkozi nyelvészeti cikkek osszehasonlitasa

Doré Katalin'

Szegedi Tudomanyegyetem, Angol-tanarképzo és Alkalmazott Nyelvészeti Tanszék

DOI: 10.14232/edulingua.2023.1.1

Az utobbi években szamos tanulmany foglalkozott kiilonb6z6 tudomanyagakban, nyelven és orszagokban
publikalt absztraktokkal. Ezek zome az absztraktok retorikai felépitésével foglalkozott, de egyre nagyobb
figyelem fordul a nyelvi megformaltsagra, azon belill is az igehasznalatra. Nagyon limitalt azonban a
magyar szerzOk altal kozolt angol nyelvii absztraktok elemzése. A jelen tanulmanyban két neves
alkalmazott nyelvészeti folyoiratban, az Alkalmazott Nyelvtudomdnyban és Applied Linguistics-ben
publikalt angol nyelvii 6sszefoglalokat elemzem. Kétszer 50 absztraktot valasztottam ki a 2013 és 2022
kozotti idoszakbdl. A magyar absztrakt korpusz magyar nyelvii tanulmanyok mellett megjelend angol
Osszefoglalokat tartalmaz, melyek a magyarul nem besz¢élok szdmara is értelmezhetévé és Onalldéan
érthetévé kell, hogy tegyék a publikalt miiveket, ezért megformaltsaguk kifejezetten fontos. A vizsgalat
el6szor a retorikai szerkezeteket tekinti at, majd a harom leggyakrabban eléfordulod retorikai mozzanatban
(Célok, Modszerek és Eredmények) kiilon-kiilon vizsgalja az igék, az igeid6k, és a modbeli segédigék
hasznalatat. Az eredmények azt mutatjak, hogy a magyar szerzOk tobbsége az angol referencia-
korpuszhoz hasonlo strukturalis megoldasokat alkalmaz, bar kevesebb mozzanatot és linearisabb
szerkezetet talalunk naluk. A jelen és mult idék aranya koézel azonos a két korpuszban, a jelen id6
dominal. A magyar szerzék kozlil néhanyan egyéni megoldasokat alkalmaznak, amelyek inkabb
kollokvialis hatast keltenek. Reményeim szerint ez a kutatas hasznos referencidul szolgil a magyar
kutatok szamara, hogy fejlesszék tudomanyos irdssal kapcsolatos tudatossagukat.

Kulcsszavak: absztraktok, empirikus tanulmanyok, retorikai szerkezet, igeidd, iraspedagogia

1. Bevezetés

A tudomanyos publikaciok teriiletén az absztraktok a cikkek nélkiilozhetetlen részévé valtak. A
tanulmanyok nagy tobbsége ma mar tartalmaz egy informativ, jellemzéen 150 és 250 sz6
kozotti dsszefoglalot, amely Osszegzi a kisérd cikk {6 megallapitasait. Vitathatatlan, hogy az
absztraktok egyre fontosabb szerepet jatszanak a tudomanyos életben, a tudas eléallitasaban és
terjesztésében is. A megndovekvd tudomanyos informacidaradatban az olvasok a cimek mellett
az Osszefoglalokra tamaszkodhatnak, hogy kiszlirjék a relevansnak tiing tartalmakat ¢és
segitségiikkel eldontsék, mi az, amit érdemes tovabb olvasniuk vagy késébbi tanulmanyozasra
elmenteniik. A kutatoi kozosségekben betoltott fontos szerepiik és funkcidjuk miatt az
absztraktok ©nallé miifajnak szamitanak, amelyek informacids €s promocids szerepet is
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ellatnak, azonban ezek csak jol megformalt és oOnalldan is érthetd szovegek esetében
érvényesiilnek.

Ugy tiinhet, hogy konnyii absztraktot irni, hiszen a tanulméanyok toméritett véaltozatait kell
létrehoznunk. Gyakran okoz azonban dilemmat, hogy mi fér bele egy rovid Osszefoglaloba,
ellendrizziik a sz6szamot és a tartalmat, hol hozzatesziink, hol elvesziink, mire kialakul a végsd
valtozat. Es mindennek ellenére legtobbszor azt érezziik, hogy valami hianyzik. Még
Osszetettebb a feladat, ha a tanulmany és a kért absztrakt nem azonos nyelviiek. A tudoméanyos
¢let globalizacidja egy erdsen versengd é€s értékelés-orientalt kutatasi kultirat teremtett, ahol az
egyéneket publikacios listajuk hossza és mindsége alapjan itélik meg. Raadasul nem csak hogy
nagyobb sziikség van a publikalasra, de ezt egyre inkabb egy olyan tudoméanyos angol nyelven
kell tenni, amely specialis nyelvi készségeket igényel mind az anyanyelvi, mind a nem
anyanyelvi besz¢él6kt6l. Ma mar minden tudomanyteriileten elvaras az idegen nyelvii publikalas,
ugyanakkor a tudomanyos folyoiratok a nem angol nyelven késziilt cikkek mellé is egyre
gyakrabban kérnek angol nyelvii 6sszefoglalokat vagy rovid kivonatokat.

Nem véletlen tehat, hogy az utobbi masfél évtizedben egyre tobb tanulmany jelent meg
angol nyelvii absztraktok elemzésérdl, melyek jelentds tudomanyteriileti kiilonbségekre
vilagitanak ra, vagy 0sszehasonlitast végeznek anyanyelvi és nem anyanyelvi, illetve tapasztalt
és kezdd szerzok kozott. Fokozodo érdeklddés dvezi a szovegstrukturat, a grammatikai vagy
lexikai szempontokat, amelyek annyira szertedgazoak, hogy szamba vételikkre itt nincs
lehetdség. Nagyobb korpuszt elemz0, friss attekintd munkakra lasd a témaban példaul Jiang és
Hyland 2022-es és 2023-as tanulmanyat; ezek azért is kiilonlegesek, mert a tudomanyteriileti
Osszehasonlitason til diakron aspektust is tartalmaznak, tehat ravilagitanak a valtozo trendekre.

Kiilonosen érdekesek azok a cikkek, amelyek egyszerre vizsgaljak a retorikai szerkezetet
és az egyes mozzanatokban megtalalhato nyelvi jelenségeket. Ezen beliil is az igeidé hasznalat
kulcsfontossagu kérdésnek tiinik (dar & Soleh, 2022; Jiang & Hyland, 2023; Nurhayati, 2017;
Tseng, 2011). A szerzok gyakran stilusutmutatokhoz és publikacios kézikonyvekhez fordulnak
nyelvi tanacsért, melyekben az igehasznalatra vonatkozodan taldlhatunk ugyan néhany utalast,
azonban meglehetdsen leegyszerlsitett formaban, amelyek nem tiikkrozik a publikaciokban
megjelend sokszintiséget vagy az idébeli valtozasokat (lasd pl. Jiang & Hyland, 2023).

A nemzetkozi érdeklodéssel szemben magyar kutatok altal idegen nyelven irt
absztraktokrdl késziilt empirikus kutatasokrol szinte alig olvashatunk (Dord, 2014, 2020; Gotz,
2015; Veszelszki, 2018), bar késziilt néhany, a tudomdnyos irasra vonatkozd egyéb
osszehasonlitdo munka (lasd pl. Arvay & Tanko, 2004; Marta, 2018; Neumayer, 2014). Ezért ez
a tanulmany ezt a hidnyossdgot kivanja orvosolni azaltal, hogy feltdrja egy alkalmazott
nyelvészeti magyar folyoirat absztraktjainak retorikai szerkezetét és a harom leggyakoribb
mozzanatban (a célokra, mddszerekre és eredményekre vonatkozd részekben) el6forduld
igehasznalatot. A vizsgalat fokuszaban olyan angol nyelvii absztraktok allnak, amelyek magyar
empirikus cikkek mellett jelentek meg. Ezeket dsszehasonlitom egy vezetd nemzetkdzi folyodirat
azonos modszerrel kigyiijtott absztraktjaival, hogy lassuk, mennyire mutatnak hasonlo retorikai
szerkezetet és igehasznalatot a magyar szerzok irasaival.
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2. Elméleti hattér

2. 1. Retorikai szerkezet kutatasa absztraktokban

A tudoményos kozlemények retorikai szerkezetének vizsgalata Swales korai munkaira épiilt
(Swales 1981, 1990), aki megalkotta a CARS modellt (creating a research space, magyarul a
kutatas terének megalkotasa, KTM), ami még mindig az egyik leggyakoribb retorikai modell,
amit mind kutatasi, mind iraspedagdgiai céllal hasznalnak. Ebben harom nagyobb egységet, un.
mozzanatot (angolul moves) nevezett meg, amelyeket kisebb alcsoportokra, Un. lépésekre
(angolul steps) bontott tovabb. Megtalaljuk példaul a bevezetdk lépései kozott a Célok
meghatarozasat valamint a Tanulmany felépitésének attekintését. Szintén a bevezetOkre
dolgoztak ki az IMRD vagy IMRAD modellt, amelynek az elnevezése a négy vizsgalt mozzanat
angol nyelvili roviditésébol kapta a nevét (Introduction, Methods, Results (and) Discussion, azaz
Bevezeto, Modszerek, Eredmények, Targyalas) (1asd Bhatia, 1993; Lorés, 2004). Bar késobb az
absztraktok elemzésére 6nalld, tobbnyire 6t mozzanatbdl all6 modellek sziilettek, az IMRD
modellt magyar szerzOk is hasznaltak oOsszefoglalok feltérképezésére (Gotz 2015, Neumayer
2009). A kifejezetten nyelvészeti absztraktokat vizsgalo tanulményok 6tmozzanatos modelleket
alkalmaztak, amelyek bar a mozzanatok elnevezésében kissé eltérnek, a mozzanatok funkcioi
majdnem teljesen megegyeznek, ami lehetévé teszi a tanulmanyok dsszehasonlithatosagat. Az
1. tabldzat bemutat néhany ilyen modellt és a jelen tanulmanyban is hasznalt magyar
terminologiat, valamint az egyes retorikai mozzanatok kommunikativ funkciéit (a mozzanatokat
roviditve M1, M2, stb. is jelolik).

Tseng (2011) ramutatott arra, hogy a tudomanyos folyoiratokban az absztraktok
készitésének tényleges gyakorlata nem mindig illeszkedik ehhez a modellhez, raadasul a
kiilonb6z6 tudomanyagak és folydiratok is eltérd mozzanatszerkezetet mutatnak. Tseng arra
jutott, hogy a 2., 3. és 4. mozzanat kdtelez6, mig az 1. és 5. mozzanat opcionalis, bar ez nem azt
jelenti, hogy minden absztrakt tartalmaznd a kdzéps6 harom mozzanatot. Ez egybecseng mas
kutatok eredményeivel, akik a sz€ls6 kettd mozzanatot altalaban kevésbé dominansnak talaltak,
bar meglehetdsen nagy kiilonbségeket lattak egyes folyoiratok kozott is. Ezek koziil néhany
tanulmanyt a 2. tdblazatban lathatunk.
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1. tablazat. Absztraktok retorikai szerkezetére vonatkozo modellek és kommunikativ funkcioik

Dos Santos Hyland Swales és | Mozzanatok Kommunikativ
(1996) (2000a) Feak (2004) magyarul funkcioik
M1 | Situating the | Introduction | Background | Bevezetés A cikk elhelyezése,
research eddigi kutatési
eredmények
bemutatasa, hattér és
kontextus, definiciok
megadasa
M2 | Presenting Purpose Aim Célok A kutatasi célok és
the research hipotézisek
bemutatasa
M3 | Describing Method Method Modszerek | Az alkalmazott
the modszerek, eszkozok,
methodology adatgytijtési eljarasok
és elemzési modszerek
rovid bemutatasa.
M4 | Summarizing | Product Results Eredmények | A fobb eredmények,
the results adatok, argumentaciod
bemutatasa
M5 | Discussing Conclusion Conclusion Targyalés Az eredmények
the research értelmezése, a célokon
tali  kiterjesztése, az
eredmények
felhasznalhatosagara
utalas, tovabbi
kutatasok kijelolése

2. tablazat. A mozzanatok el6fordulési aranya alkalmazott nyelvészeti absztraktokban

Bevezetés Célok Moédszerek | Eredmények | Targyalas
Dos Santos (1996) 40% 93% 92% 75% 58%
Pho (2008) 30-50% 100% 90-100% 100% 50-70%
Suntara &  Usaha

44% 83% 86% 87% 69%

(2013)
Fatma &  Yagiz

29-100% 100% 71-100% 100% 86-100%
(2020)

A fenti tablazat szazalékos eredményeibdl konnyen kikovetkeztethetd, hogy gyakoriak a négy
mozzanatbol allo absztraktok, de el6fordulnak csak harom részb6l Osszetevédok is. A
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mozzanatok mintazataval kapcsolatban a korabbi kutatasok azt mutattak, hogy az alkalmazott
nyelvészet teriiletén a leggyakoribbat a Célok-Mddszerek-Eredmények-Targyalds, a Bevezetés-
Célok-Modszerek-Eredmények-Targyaldas, a Bevezetés-Célok-Modszerek-Eredmények és a
Célok-Modszerek-Eredmények 0Osszetételli sorrendek (Fatma &Yagiz, 2020, Hyland, 2004,
Suntara & Usaha, 2013, Pho, 2008 ). Hyland (2004) szerint a bevezetd és a kovetkeztetés
mozzanatok hasznalata az absztraktokban novekvd tendenciat mutat. Azt is érdemes
kiemelniink, hogy a harmas tagolasu Célok-Modszerek-Eredmények tipusu Osszefoglaldkat
Fatma és Yagiz (2020) gyakoribbnak talalta a torok nyelvészek, mint az angol anyanyelvi
szerzok korében.

Korabbi tanulmanyok arra is felhivjak a figyelmet, hogy a mozzanatok sorrendje
altalaban koveti az 6tmozzanatos modellekben szerepld sorrendet, de eléfordul forditott sorrend
is, amikor példaul a célok megelézik a hattérre vonatkozd bevezetdt, vagy a moddszerek a
célokat. Ez utdbbi kiilonosen gyakori akkor, ha hatarozéi mellékmondatban a mondat elején egy
igei fénév (gerund) vagy fénévi igenév (to+infinitivben) szerepel (Dos Santos, 1996, Pho, 2008,
Fatma &Yagiz, 2020)

2. 2. Igeiddk hasznalata nyelvészeti absztraktokban

Az absztraktok nyelvi megformaldsara vonatkozé egyik korai tanulmanyban Graetz (1985) a
mellett érvelt, hogy az absztraktokra a kovetkezd négy szempont jellemz6: a mult id6, a
harmadik személy, az aktiv igealakok hasznalata és a tagaddszok keriilése. Azota ezeket az
altalanos allitdsokat szamos kutatds finomitotta, kiemelve egyrészt az absztraktok egyes
mozzanataiban betoltott szerepiiket, masrészt a tudomanyteriileti kiilonbségeket, harmadrészt az
egyéni kiilonbségeket és az iraskonvenciok valtozasat is. Jiang és Hyland (2023) kiemelik, hogy
az igeid6 megvalasztasa nem egyszerli nyelvtani, hanem retorikai dontés is egy olyan komplex
folyamatban, amelyben a szerzék igyekeznek a kutatassal kapcsolatos megallapitasaikat az
olvasok szdmara hihet6vé és meggy6z6veé tenni.

Szintén egy korai tanulmanyban, amely orvosi témaju absztraktokat vizsgalt, Salager-
Meyer (1992) ramutatott a retorikai funkciok és az absztraktokban hasznalt ragozott igealakok
és modbeli segédigék kozotti szoros kapcsolatra. A szerzé arrdl szamolt be, hogy a harom
leggyakoribb igeid6 (egyszeri jelen, egyszeri mult és befejezett jelen) az Osszes ragozott
igealak 89,8%-at tette ki. Ezen beliil a mult id6 dominalt 51,4%-kal, mig a jelen id6 az 0sszes
igeidé egyharmadat (32,8%) tette ki. A cél, a moddszerek, az eredmények és az esetek
bemutatasa részekben foként a mult id6t hasznaltak a szerzOk, mig a bevezetd megjegyzések, az
altalanos érvényu allitasok, az adatok 0Osszegzése, a kovetkeztetések ¢€s az ajanlasok
talnyomorészt jelen idGben alltak. A befejezett jelen id6ét (Present Perfect) a korabbi kutatasokra
val6é hivatkozasként lathatjuk. Dos Santos (1996) alkalmazott nyelvészeti Osszefoglalok
vizsgalataban arra a megallapitasra jutott, hogy mind a harom kézponti mozzanatban a mult id6
domindl, a célok esetében az egyszeri mult 35%-ot, a modszereknél 96%-ot, mig az
eredményeknél 78%-ot tett ki. Tseng (2011) szintén alkalmazott nyelvészeti Osszefoglalok
esetében kimutatta, hogy a jelen id6ét elsGsorban a hattér, a célok és a kovetkeztetések
bemutatdsara, mig a mult id6t a modszertan és az eredmények targyalasara hasznaltdk. Az angol
anyanyelvii és nem anyanyelvii els0 szerzOk kozotti kiilonbségeket elemezve Tseng arra a
megallapitasra is jutott, hogy az anyanyelviieck a célok és eredmények esetében tobbet
hasznaltak a jelen id6t, mint a nem anyanyelviiek. Lathatjuk, hogy a fenti tanulmanyok
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megallapitasai csak részben egyeznek, ami adddhat a vizsgalt résztudomanyteriiletek vagy
folyoiratok hagyomanyaibdl, de iddbeli valtozasokbdl is.

A kisebb 1éptékti tanulmanyokkal szemben Jiang és Hyland (2023) szokatlanul nagy,
hatezer absztraktra és négy tudomanyteriiletre kiterjedo vizsgalatot folytatott, amely a mult id6
hasznélatéra is kitért. Eredményeik azt mutattak, hogy a mult id6 leginkabb a modszerek és az
eredmények leirasara jellemz6. Hasznalata legdominansabb a biologia teriiletén, ezt kovetik a
szociologia, az alkalmazott nyelvészet és a mérnoki tudomanyok. Diakron modszeriikkel azt is
feltartdk, hogy az elmult 30 év alatt az alkalmazott nyelvészeti absztraktokban megnovekedett a
mult id6 hasznalata, mig mashol csokkent. Ezt azzal magyardzzak, hogy a biologidban a mult
id6 a tényként valo kozlésben segit, mig mashol a szerzok a meggydzés céljabol, a konkrét
kutatason tdlmutatd, altalanosabb érvényl megallapitasaikhoz inkabb a jelen id6t hasznaljak.
Nagy hasonlosagot talalt Jiang és Hyland (2023) a négy vizsgalt tudomanyag kdzott abban,
hogy a szerz6k a sok mult ideji kopula (was, were) mellett a lexikalis igéket a kutatdsi
cselekményekre, azaz a kutatasi 1épések és az eredmények leirdsaban hasznaltak (pl. used,
analyzed, examined), valamint ugynevezett diskurzus igék (discourse verbs) is el6fordulnak a
célok és az eredmények leirasaban €s értékelésében (pl. suggested, discussed, reported).

2. 3. Absztraktokra vonatkozo iraspedagogia és irastamogatas

Ahhoz képest, hogy mennyire fontos szerepet toltenek be a szerzok tudomanyos
érvényesiilésében az absztraktok, az erre vonatkozé iraskészségek fejlesztésére kevés figyelem
jut (Campbell, 2019; Tverdokhlebova & Makovskaya, 2022; Veszelszki, 2018). Altalaban
implicit moédon, az azonos szakteriileten publikalt absztraktok olvasasaval alakitanak ki
maguknak a kutatok egy elképzelést arrdl, hogy hogyan is néz ki egy absztrakt, milyen
szerkezeti és nyelvi elvarasoknak kell megfelelnie. Ha a szerzOk az egyetemen vagy
palyafutasuk elején részesiilnek is angol irdspedagdgiai képzésben, aligha kapnak megfeleld
tajékoztatast az absztraktok irasarol. Ez tipikusan olyan miifaj, amellyel konferencidra torténd
jelentkezéskor vagy tanulmanyok bekiildésekor taldlkoznak a doktori hallgatok, illetve a
kutatok, de leginkabb hosszra és szerkesztésre vonatkozo elvarasokat tamasztanak a szerzokkel
szemben, tartalmi vagy retorikai javaslatokat kevéssé tartalmaznak. A tudomdanyos iras
tanitasardl szoldo angol nyelvii kézikonyvek vagy az iraspedagdgiara és nyelvi tamogatasra
szakosodott egyetemi irascentrumok (writing centers) kurzusanyagai kevés szot ejtenek az
absztraktokrdl; altaldban néhdny szempontot emelnek csak ki, mint példdul a hossz, a
vilagossag, a jol megformaltsag vagy a tanulmanyok kicsiben vald leképezése. A nyelvi
megformalassal kapcsolatban itt két példat emlitek, melyek a jelen tanulmany fokuszaban 1évo
igeidokre vonatkoznak. A University of Wisconsin - Medison Writing Center szétvalasztja a
tarsadalom és természettudomanyokra vonatkozo javaslatait az egyes retorikai mozzanatokhoz.
A tajékoztatd szerint a tarsadalomtudomanyokban a célok, modszerek, és az eredmények jelen,
mig a korabbi kutatasra vonatkozo bevezeté mult idében irédjanak. A természettudomanyok
esetében a célok és a kutatas fontossaganak megjeldlése jelen, ugyanakkor a korabbi kutatasok,
a modszerek és az eredmények bemutatasa mult idébe keriiljon. Az APA 7. kiadasa szerint a
szerzOk hasznaljanak jelen id6t a levont kovetkeztetések vagy a folyamatosan alkalmazhatd
eredmények leirdsara, mig mult idot a mért konkrét valtozok vagy eredmények leirdsara.
Lathato, hogy mar e két forras is részben mast javasol, illetve nem térnek ki arra, hogy egyszeri
jelen és mult idére utalnak-e, vagy a két igeidd mas aspektus szerinti valtozatai (példaul a
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befejezett jelen) milyen szerepet kaphatnak. Az irodalmi attekintésben fentebb lathattuk, hogy a
mult és jelen eltéré ardnyban, de megtaldlhaté a fobb retorikai mozzanatokban és még
tudomanyteriileten beliil is eltéréseket tapasztalhatunk az egyes mozzanatokban hasznalt
igeidokkel kapcsolatban. Ezért egy jol letisztult vazat valdsziniileg minden szerzo kialakit
magénak, melyet egyrészt a sajat olvasmanyaira, altaldnos és tudoméanyos nyelvi ismereteire,
el6z6 publikacidra, és a tudomanyos hagyomanyokra alapoz.

Nem hagyhatjuk figyelmen kiviil azonban azt a kérdést sem, hogy az idegen nyelvii
szovegalkotds mennyire torténik kozvetleniil a célnyelven vagy sok esetben egy anyanyelven
megirt szoveget iiltetnek at a szerzék a célnyelvre, legtobb esetben angolra. Nem ritka még
manapsag sem, bar szamos helyen Onplagiumnak tartjak, hogy a szerzék két nyelven is
megjelentetik ugyanazt vagy kozel ugyanazt a munkat. Ilyen esetben talakozhatunk a szerzo,
vagy tobb szerzd esetén az egyik szerzO forditasaval, de az angol nyelvii publikalasi kényszer
hatasara gyakori a szakforditok vagy anyanyelvi kutatok bevondsa is az idegen nyelvii
tanulmanyok elkészitésébe (Karoly, 2021; Penttild és mtsai, 2021). Ha a mi végiil csak angolul
jelenik meg, akkor is sok esetben elkésziilhet egy anyanyelvi valtozat, amit szintén a szerz6(k)
forditanak le vagy mas esetben forditasi vagy nyelvi ellenérzési segitséget kérnek
szakemberektOl, vagy tapasztaltabb kollégaktol. A kutatok altal végzett dnforditasrol viszonylag
kevés tanulmany sziiletett. Pisanski Peterlin (2019) szlovén kutatokat interjuvolt meg és azt
talalta, hogy a kétnyelvli publikalas esetén a szerzd és forditd, eredeti szoveg és forditas,
forrasnyelv és célnyelv kozotti kiilonbségek konnyen elmosddnak. Tobb résztvevd kiemelte,
hogy a forditas idGigényes és nehéz feladat, és csak kevesen gondoltak gy, hogy ezzel a
Iépéssel lehetdség nyilik a figyelmesebb szovegellendrzésre, €s ezaltal javul a célnyelvi cikk
tartalma is. Pahor, Smodi$ és Pisanski Peterlin (2021) kifejezetten absztraktok forditasat
vizsgalva feltarta, hogy sok esetben a nyelvi megformaltsag szempontjabol (pl. a szerzé
megjelenitése névmashasznalattal, passziv szerkezet, mellékmondatok, betoldas, kihagyas) a
forrasnyelvi szlovén és a célnyelvi angol szdvegek kozott jelentds eltérést tapasztalhatunk. Ez a
tanulmany is kiilonbségeket talalt a megvizsgalt 6t tudomanyteriilet kozott és a megkérdezett
négy szakforditd véleménye sem csengett teljesen egybe. Az altalaban nem deriil ki, hogy a
megjelent absztraktok milyen 1épésekben késziilnek, de a parhuzamos szerzdi korpuszokat
vizsgald tanulmanyok legtobbszor arra a konkluziora jutnak, hogy sok angol nyelvii absztrakt
mas nyelvbol késziilt forditas. Ez azt jelenti, hogy a szdveg szerkezetét kdzvetleniil atiiltetik
angolra, de egyes nyelvtani és szohasznalati valasztasok is a forrasnyelv interferenciajat
tiikkrozik, ami nem biztos, hogy megfelel az angol és/vagy a nemzetkozi tudomanyos kdzosség
elvarasainak (Lorés-Sanz, 2014, Von Bonn és Swales (2007). Von Bonn és Swales (2007) két
francia szerz6t kérdezett a francia és az angol nyelvii parhuzamos absztraktjaik kdzotti jelentds
eltérés okairdl. Az idében késébbi verzion és a két nyelv kozotti kiillonbségeken tal a jobb
hangzast, a sz6 szerinti forditas elkeriilését, valamint az elképzelt tudomanyos kozOsség
elvarasait is megemlitettek.

A fent emlitett forditdi vagy nyelvi ellenOrzési segitséget az utobbi években egyre
gyakrabban a szerzOk a szamitogéptél kapjak. Az ingyenes forditoprogramok egyre
hatékonyabbak, és hasznalatuk széles korben elterjedt. A mesterséges intelligencia-alapu
irastdmogatd programok berobbanasaval az utobbi egy évben rohamos tempoban felcserélédni
latszik a human forras a gépi segitségre, bar ez esetben is sziikség van szerz6i utomunkara. A
jelen tanulméanyban hasznalt korpusz 2022-ig valogatta az 6sszefoglalokat, igy ezeket még nem
érintette olyan jelentOsen a mesterséges intelligencia altal egy hosszabb szdvegbdl 1étrehozott
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kivonatok dilemmaja, ugyanakkor mar olvashatunk olyan tanulmanyokat, amelyek ezt a
jelenséget vizsgaljak. Ezek a géppel eldallitott vagy ember altal irt absztraktok mindségére és
felismerhetdségére is kitérnek. Gao és mtsai (2022) példaul azt talaltdk, hogy a szamitogép altal
generalt absztraktok homalyosabbak, formulaszer(inek hatnak €s nem képesek a folyodirat formai
elvardsainak megfelelni. Ugyanakkor a mesterséges intelligencia-sziirdk képesek ezeket az
absztraktokat jol azonositani és a kutatasba bevont olvasok is ki tudtak sziirni atlagosan a 68%-
ukat. Ezzel szemben Casal és Kessler (2023) nyelvész résztvevoi csak 39%-ban itélték meg
helyesen az absztraktok szerzdségét. A kutatdsban részt vevo folyoirat-szerkesztok egy részének
pedig nem volt etikai jellegii kifogasa a mesterséges intelligencia hasznalataval szemben. A
korai tapasztalatok és publikaciok alapjan azt a kdvetkeztetést vonhatjuk le, hogy angol cikkek
alapjan generalt absztraktok, bar idénként atmehetnek a human olvaséi sziirén, nem tudjak
teljesen kivaltani a szerz6i mérlegeléseket egy specifikusan az adott kutatdsra mutato,
informativ 0sszefoglal6 elkészitése soran.

3. A kutatas célja és modszerei

A jelen tanulmény célja feltérképezni magyar alkalmazott nyelvészek altal irt angol nyelvil
folyobirat absztraktok retorikai szerkezetét és a harom kdzépsé mozzanatban (Célok, Modszerek
és Eredmények) a leggyakoribb igék, az igeiddk, és a moddbeli segédigék hasznalatat. A
vizsgalathoz két, egyenként 50 absztraktot tartalmazé korpuszt allitottam Ossze két vezetd
alkalmazott nyelvészeti targyun folyodiratbol. Ez megegyezik a legtébb hasonld kutatasban
hasznalt korpusz méretével vagy meghaladja azt. A magyar folydiratokban kozolt angol nyelvii
absztraktok korpuszanak (ANY) Osszeallitasahoz az Alkalmazott Nyelvtudomany folyodiratot
valasztottam, amely magyar és angol nyelven is kozol cikkeket. Mivel a kutatas fokuszaban
magyar szerzok altal irt angol nyelvii absztraktok allnak, ezért a magyar tanulmanyok mellett
megjelend absztraktokra koncentraltam, melyek csak angol nyelvii dsszefoglalokkal jelennek
meg, magyarokkal nem, igy forditdstudomanyi szempontbol nem elemezhetok. Az angol nyelvii
nemzetkdzi folyoiratokban kozolt angol nyelvii absztraktok korpuszat (AL) az Applied
Linguistics folydirat cikkeibdl allitottam 0Ossze, amely nemcsak cimében azonos a magyar
folyoirattal, hanem hasonléan kiemelkedd szerepet tolt be a nemzetkdzi szinten, mint
Magyarorszagon az Alkalmazott Nyelvtudomdny. Fontos kiemelni, hogy nem volt célom a
nemzetkdzi folyoirat absztraktjainak kivalasztasdban a szerzOk nemzetiségét, anyanyelvét vagy
munkahelyét figyelembe venni, vagy megkisérelni csak angol anyanyelvii szerzéket talalni. A
referenciakorpuszt szandékosan nemzetkoziként fogom emliteni. Feltétel volt tovabba, hogy a
bevalogatott cikkek empirikusak legyenek, hogy minél inkabb lehetoség legyen az
O0tmozzanatos modell vizsgalatara. A 2013 és 2022 kozotti tiz éves periodusbol a fenti
kritériumnak megfeleld els6 5-5 absztraktot valogattam be; amennyiben nem volt ennyi az adott
évben az évenkénti kevesebb szamot megjelentetd magyar folyoirat esetében, akkor a kdvetkezd
vagy a megel6z6 évbol emeltem be Osszefoglaldkat. Fontos még megemliteni, hogy mindkét
folydirat csak szoszamot irt el6 az absztrakthoz, egyéb modon nem orientaltdk a szerzoket. Ez
alol lathatoan kivétel az Alkalmazott Nyelvtudomdany 2022-es szama, amelyben hosszabb és
részletesebb Osszefoglalokkal talalkozunk, amelyek mindegyiket egy linearis, 5 modelles
struktarat kovet.

A retorikai elemzéshez a korpusz minden egyes Osszefoglalojat legalabb kétszer
kodoltam a QDA Miner lite program segitségével, a fenti 6tlépéses modellek alapjan. Miutan a
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korpuszaimat erre az Ot mozzanatkategoriara osztottam, megvizsgaltam a mozzanatok
szazalékos eldfordulasat a teljes korpuszra vonatkozdan, valamint a mozzanatok szdmat az
egyes absztraktokban. Megnéztem tovabba a makrostruktirat is, példaul egyes mozzanatok
tobbszori el6fordulasat, a modellhez képest mas sorrendben torténd hasznalatat, amelyre a
szakirodalom is utal. A két korpusz eredményeit Osszevetettem és Osszehasonlitottam kordbbi
hasonl6 alkalmazott nyelvészeti fokusza tanulmanyokkal is. Az els6 elemzést kovetden, harom
hénap elteltével megismételtem az elemzést, apré6 modositdsokkal, mig kialakult a végsd
eredmény. A kddolasban a tartalmi és lexikai elemek is segitségemre voltak. Korabbi absztrakt-
elemzéseimhez hasonloan itt is tobb esetben nehéz volt eldonteni az egyes mondatok vagy
tagmondatok funkcidjat (azok sematikussaga miatt), igy néhol a dontéshez sziikséges volt a
tanulmanyok atolvasasa is.

Ezutan kodoltam a harom leggyakoribb mozzanatban (Célok, Modszerek, Eredmények) a
jelen és mult idejlii igéket, kiszdmoltam szazalékos el6forduldsukat, felvéve a vizsgalatba a
modbeli segédigék gyakorisagat is. Az igeidok keresése a korpuszok szodfajok szerinti
cimkézését igényelte mozzanatokra lebontva, melyet a WebLicht nyelvészeti elemzd
programcsomag szofaji egyértelmiisitéjének (POS tagger) segitségével végeztem el. Ez lehetévé
teszi a ragozott igék egyszerii jelen, folyamatos jelen, befejezett jelen és egyszerii mult idejl
alakjainak, valamint a modbeli segédigéknek a kigytjtését. E gépi keresések utan kézzel
ellendriztem minden egyes konkordanciat, segitségiil hasznalva az online szabadon
hozzaférhetd https://tense-sense-identifier.herokuapp.com/ oldalt is, amely a beillesztett
szovegben eléforduld igeidoket szin szerint kodolja, és igy gyors vizualizaciot tesz lehetové.
Mivel mindkét program apré kodolasi hibakat tartalmaz, egylittes hasznalatuk a kézi
ellendrzéssel megbizhatd eredményt ad.Végiil a Sketch Engine segitségével kigylijtdttem a
leggyakoribb 10-10 igét mindkét korpuszbol, itt is mozzanatokra lebontva a vizsgalatot. Az
AntConc konkordancia-elemzdvel pedig az egyes igék gyakorisdgat és szovegkornyezetét
tudtam ellendrizni és a legszemléletesebb példakat kigytijteni.

4. Eredmények és diszkusszid

4. 1. A mozzanatok eldfordulasa és korpuszszintii szoveglefedettsége

Az absztraktok Otmozzanatos eloszlasanak eredményei a 3. tablazatban lathatok, amely azt
mutatja, hogy négy mozzanat kiemelt jelentOségli ezekben az alkalmazott nyelvészeti
Osszefoglalokban. Ezek voltak a Bevezetés, a Célok, a Modszerek és az Eredmények az ANY
korpuszban, amelyek mindegyike az absztraktok tobb mint 70%-aban szerepelt, a Célok
mozzanat a 96%-os eredménnyel elengedhetetlennek tinik. Ezzel szemben az 5. mozzanat
(Tdargyalas) az absztraktok csupan 24%-aban szerepelt. Ezek az eredmények csak részben
vannak Osszhangban az AL korpusz aranyaival, ahol a Mddszerek és az Eredmények mozzanat
az absztraktok tobb mint 90%-ban fordul eld (96 és 92%), de csak kevéssé marad el ettdl a
Célok 88%-a. Ugy tiinik, hogy mig az ANY korpuszban a 1. mozzanat, addig az AL korpuszban
az 5. mozzanat hangsulyos még. Ha szakirodalmi kitekintést tesziink, az eredmények altalaban
véve Osszhangban vannak Dos Santos (1996), Pho (2008), Suntara és Usaha (2013) és Fatma és
Yagiz (2020) eredményeivel, miszerint a 2., 3. és a 4. mozzanat kdtelezd (azaz eléri a 60%-ot).
Ezek a kutatasok is eltéré eredményeket talaltak arra vonatkozoan, hogy a két sz¢éls6 mozzanat
opcionalis-e. A fenti négy kutatas csak egyetlen esetben mért a bevezetkre 74%-anal magasabb
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aranyt, és inkabb az 50% alatti szdmok a jellemzok. Tseng (2011) példaul harom alkalmazott
nyelvészeti folydiratot hasonlitott 6ssze €s azt taldlta, hogy az Applied Linguistics-ben tobbszor
fordult eld Bevezetés mozzanat, mint a masik kettdben (35%, 15% és 9%). A fenti eltérd
eredmények oka talan annak tulajdonithato, hogy a jelen tanulmany csak az empirikus kutatasok
absztraktjait tartalmazza és nagyobb esetszamot, mint a tobbi kutatasé, amelyek fontos résznek
tekintik a kutatas elhelyezését, mig masok, pl. Santos (1996) az empirikus mellett elméleti vagy
Osszefoglald tanulmanyokat is tartalmazhatnak, amelyek ink4bb a célokra és modszerekre teszik
a hangsulyt. Hyland (2000a) azt is kimutatta, hogy a Bevezetés és a Kévetkeztetés mozzanatok
hasznalata az absztraktokban ndvekvd tendenciat mutat, amit az AL korpusz eredményei
tiikkroznek is, de ugy tlnik, az ANY korpuszra a Targyalds nem annyira jellemzo6. Ez lehet a
magyar nyelvii absztraktiras hagyomanyainak az eredménye, de abbol is kovetkezhet, hogy egy
részletesebb bevezetd utan egyszerlien nem marad hely az eredmények targyalasara, de ha igen,
az sokszor csak sematikusan jelenik meg. A 2022-es évbol szarmazd 6t ANY absztrakt,
amelyeknek a hossza és 6tmozzanatos strukturaja jelentdsen eltér a korabbi 6sszefoglaloktol, azt
bizonyitja, hogy amennyiben a szerzék tampontot kapnak az absztraktok megirdsdhoz és
hosszban sincsenek annyira limitalva, sikeresen tudnak informativabb absztraktot irni. A hossz
fontossagat Tseng (2011) is megemliti, kiemelve, hogy az 6 AL korpuszaban is hosszabbak
voltak az absztraktok, mint a masik két vizsgalt folyoiratban, és ez segithette a szerzoket a négy-
vagy 0tmozzanatos Osszefoglalok irasaban.

3. tablazat. A mozzanatok el6fordulési aranya az absztraktokban

Bevezetés Célok Médszerek | Eredmények | Targyalas

Alkalmazott

) 74% 96% 74% 72% 24%
Nyelvtudomany
Applied Linguistics 56% 88% 96% 92% 78%

Ha megvizsgaljuk a szazalékos eléfordulason til a mozzanatok teljes korpuszra vonatkozd
aranyat, szintén jelzés értéki informaciot kapunk arra vonatkozoan, mennyire hangsulyosak
ezek. A 4. tablazat értékei szépen kivetitik, hogy az Eredmények mozzanat a legnagyobb a
korpuszokban a 31 és 30 %-os aranyokkal. Ezt tamasztja ala El-Dakhs (2018) kutatasa is, aki
presztizs alapjan sorolt két csoportba nyolc alkalmazott nyelvészeti folyoiratot, és azt talalta,
hogy a nagyobb presztizzsel rendelkezokben az Eredmények mozzanat atlagosan a leghosszabb.
A magyar korpusz elsé harom mozzanatanak mindegyike a korpusz egyotodét teszi ki, mig a
Targyalas csupan 3%-ot, mikozben az AL korpusznak kozel 14%-at fedi le a Bevezetés, a
Targyalasra pedig 10% jut. Ezek azonban atlagos eredmények, amely szamok mdgott nagy
egyedi eltérések vannak, mint ahogy azt a 4.2-es alfejezet példai is mutatni fogjak.
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4. tablazat. Az 6t mozzanat teljes korpuszra vonatkoztatott szoveglefedettsége

Bevezetés Célok Moédszerek | Eredmények | Targyalas
Alkalmazott
] 21,5% 21,3% 22% 31,4% 3.3%
Nyelvtudomany
Applied Linguistics 13,7% 22,1% 24,1% 29,9% 10,1%

4.2. A mozzanatok szama és makrostrukturdja

Erdemes megnézni azt is, hogy hany mozzanatbol all Gssze egy absztrakt. Ahogy korabban
emlitettem, €s ahogy azt a szakirodalom is alatamasztja, nem szabad azt feltételezniink, hogy az
Osszefoglalok mind az Gt mozzanatot tartalmazzak. Az 5. tablazat azt mutatja, hogy a
leggyakoribbak a harom vagy négy mozzanatfajtat felhasznald absztraktok (bar egyazon
Osszefoglaloban torténd tobbszori felhasznalas miatt akar tobb egységbdl is allhatnak). Az AL
korpuszban a leggyakoribb szam a négy, ami egybeesik Tseng (2011) eredményével. Az ANY
korpusz esetében a harom mozzanat alkalmazisa a leggyakoribb, mig egy korabbi
tanulmanyomban (Doro, 2020) az Alkalmazott Nyelvtudomanyban a négy, a Modern
Nyelvoktatasban a harom mozzanatot taladltam a leggyakoribb valasztasnak. A jelenlegi ANY
korpuszban a magyar szerz6k koziil négyen egyetlen vagy ketté mozzanatbdl alkottak meg az
absztraktjukat, ami szintén hasonlit a 2020-as adatokhoz. Feltételezhetd, hogy ezek az
absztraktok nem kelléen orientdljdk az olvasot, inkabb csak témamegjelolést vagy
kérdésfelvetést tartalmaznak.

5. tablazat. A felhasznalt mozzanatfajtak szama

Mozzanatfajtik szima |1 mozzanat | 2 mozzanat | 3 mozzanat | 4 mozzanat | 5 mozzanat

Alkalmazott 1 3 23 16 7
Nyelvtudomany
Applied Linguistics 0 1 12 27 10

Ot mozzanatbél 4116, linedris absztrakttal az ANY korpuszban hétszer, mig az AL korpuszban
Otszor talalkozunk. A lenti 1. példa egy olyan absztraktot mutat, amelyben az 6t mozzanat
egymast koveti, a felépitésiik aranyos, egy vagy két mondatbol allnak, és a szerzok nyelvileg is
egyértelmiien jelzik a mozzanathatarokat (ezek a sajat alahtzott kiemeléseim).

(1) <M1> The information content conveyed by speech contains other kinds of
information as well as the communication message and its meaning. These
contents, which often remain hidden and are revelatory of the speaker, may be
interesting not only for researchers but for the everyday life. <M2> The aim of this
study is to investigate the personality psychological background of these factors. Is
there a relationship between the speech of a person and their personality? Are
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there any changes in the perception of a person with aging? <M3> In this study
transcriptions were examined from two different points of view, i.e., from the

perspectives of production and of perception. The relations between the features of
the speech and the judgments assigned to the speaker by the listeners are
statistically analyzed. <M4> Results show some connections between certain
features of talk and judgments formed about personality. <M5> These findings
provide a possibility of getting to know the impressions made only by the heard

speech and of comparing them to the judgements of people of different ages.
(ANY14)

A mozzanatok nem feltétleniil linedrisan jelennek meg, sok a forditott sorrend (ANY n=4, AL
n=10) vagy a ciklikussag, azaz az egy absztraktban vald tobbszori visszatérés. A 2. példdban
egy olyan absztraktot latunk, amelyben a négy mozzanatbol ketté kétszer is szerepel (célok,
modszerek, célok (hipotézisek), eredmények, targyalds, eredmények), ezért ezt ciklikus
absztraktnak nevezziik. A lenti absztrakt arra is jo példa, hogy sok esetben mondaton beliil is
valtozhatnak a funkciok, az els6, célokat meghatarozé6 mondat masodik fele egyben a célokra is
utal mar, hiszen részletes modszereket is tartalmaz.

(2) <M2>Possible connections between eye-contact and speech were examined
<M3>in a trial based on recordings of 4 different people, 2 men and 2 women, all
of them reading out the same short text. <M3> The recordings were submitted to
volunteer listeners via the internet. <M2> It was hypothesized that listeners are
either a, able to somehow detect eye-contact by hearing or b, they expect it at some
particular points of the text (e.g. before commas). <M4> Although it seems that the
listeners’ hits are influenced by the readers’ articulation tempo and pausing
behavior, <M5> more research is needed to define what exactly affects the
perception of listeners. <M4> Results, however, show that listeners are likely to
perceive eye-contact and that its detection is not accidental. (ANY7)

Talalhatunk egyéb érdekes mozzanatsorrendeket is, amelyekbdl lényegesen tobb van az AL
korpuszban. Példaul a Bevezetés-Modszerek-Targyalds tagolasu absztraktokbol latszolag
hianyoznak a célok és az eredmények, de ezeket kompenzalja egy hangsulyosabb bevezetd és
modszereket bemutato rész, valamint az egész kutatas fontossaganak hangstlyozasa az absztrakt
végén. Tobb olyan absztrakttal is talalkozhatunk az ANY korpuszban, amelyben kétszer is
definidlnak a szerzok célokat és modszereket, ezt latjuk az M1, M2, M3, M2, M3, M4 vagy az
M1, M2, M3, M4, M3, M2, M5 tagolasokban. Szintén érdekes valasztas a célok kijelolése,
azutan a hattér targyalasa, majd ismét a célok megfogalmazasa. A kovetkezd strukturaban
hianyzik az explicit eredménymegnevezés, mintha maga a kutatds elhelyezése lenne a
fontosabb: M2, M1, M2, M3, M5. Az AL 0&sszefoglalokban gyakori, hogy a Célok és
Modszerek vagy a Célok és Eredmények 6sszecsusznak ugyanabba a mondatba, vagy akar at is
fedik egymast (1asd 3. és 4. példa). Ez sokkal kevésbé jellemz6 az ANY korpuszra.

(3) <M3> This article presents results of two off-line comprehension tasks
investigating the acceptability of unconventional and conventional metonymy by
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native speakers of Korean and Spanish who speak English as a second language.
<M2> We are interested in discovering whether...(AL29)

(4) <M3> This study used a stimulated recall approach to identify the content of
inner thought categories of eight learning advisors-in-action during individual
advising sessions. <M3> A grounded theory analysis of 800 thought units revealed
<M4> a hierarchical structure ...(AL42)

Az AL korpuszban szintén taldlunk példat két olyan absztraktra, ahol hosszi, tobbmondatos
bevezetd utan a célok éppen hogy csak jeldlve vannak. Itt a szerzok visszautalnak a bevezetoben
targyalt kutatasi Grre (fo address these issues; to fill these gaps), majd ezt kdveti a Modszerek
mozzanat (lasd az 5. példat; a kiemelések sajatjaim). Ezzel hangstlyosabba teszik a sajat
kutatasukat, kiemelik annak fontossagat, és valosziniileg jobban felkeltik az olvas6 figyelmét,
mintha egy aranyosabb absztraktszerkezetet valasztottak volna.

(5) <M1>In 1988 and 2006, Applied Linguistics published Low’s and Littlemore
and Low’s seminal theoretical accounts of second language (L2) metaphoric
competence  (MC).  Meanwhile, attempts to elicit metaphor-related
skills/competences have been mixed. Instrumentation has varied in reliability, been
limited in scope, and used arguably flawed reliability coefficients (McNeish 2018).
Factor analysis, used in first language (L1) MC and other areas of L2 research
(Loewen et al. 2009; Plonsky and Gonulal 2015), has not been used to explore
latent L2 MC variables. <M2> To address these issues, <M3> we developed a
large battery of MC tests to elicit Low/Littlemore’s constructs, administering it to
112 L1 Mandarin speakers of L2 English and 31 L1 English speakers...(AL50)

Ahogy arra szamos korabbi tanulmany is ramutatott, a meglévé négy- vagy Otmozzanatos
modellek ellenére eltérések lehetnek a mozzanatok elrendezését és gyakorisagat illetéen. Ezek
az eltérések Osszefiigghetnek a tudomanyaggal, de a vizsgalt témaval, a folyodirat
elvardsaival, a szerzd publikalasi tapasztalatdval és természetesen az egyéni irdi
stilusaval is. Az eredmények alapjan elmondhat6, hogy mindkét korpuszon beliil
talalunk jelentds strukturalis eltéréseket, tehat nem mondhat6 ki, hogy egyik vagy masik
valasztds az {idvozitd, vagy mindenképpen mintaként kovetendd. Az azonban
bizonyosan kijelenthetd, hogy a harom mozzanatnal kevesebbet felhasznalé absztrakt
figyelemfelkeltésnek hasznos lehet, de 6nmagaban nem ad teljes képet egy empirikus
cikkrél. Van olyan tudomanyteriilet, ahol ez hatékony vagy szokvanyos lehet vagy
példaul konferencia-jelentkezéskor is elfogadott, amikor még nincsenek végleges
eredmények. Az ebbdl késziilt késdbbi cikknél azonban mindenképpen sziikséges az
atdolgozas (lasd pl. Doro, 2013). Ugyanakkor szamos tudomanyteriileten (pl. az
egészségtudomanyokban) strukturalt absztraktokat kérnek mind
konferenciajelentkezéskor, mind kéziratok esetében. Ezek egységes felépitést ¢és
konnyebben 4tlathatd tartalmat adnak az absztraktoknak. Ez a kovetkezd években
elérheti a nyelvészetet is. Ahogy Okamura és Shaw (2014) ramutatnak, a nagy
folyoiratkiadok torekednek a folyoirataik kozotti egységes kovetelményekre, ami azt
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jelenti, hogy a megadott absztraktkdvetelmények nem feltétleniil fogjak tiikrozni a
tudomanyagi szokéasokat, sokkal inkdbb a kiadokon beliili intézményi dontéseket.

4. 3. Leggyakoribb igék

A lenti tablazatok a harom vizsgalt retorikai mozzanatban (Célok, Modszerek és Eredmények)
hasznalt tiz leggyakoribb igét gyljtik 0ssze. Kiemelésre keriiltek azok, amelyek mind a két
korpusz listaiban szerepelnek. A be létige altalanos dominancigjan tal (mely sok esetben a
passziv igealakok létrehozdsdhoz sziikséges) tobbségében az egyes mozzanatok funkcidihoz
igazodo igéket latunk. A Célok esetében a kutatds, vizsgélatra utald igék a domindnsak
(investigate, examine, explore), ezen tul az elkésziilt kutatas bemutatasara utalnak gyakran a
szerzOk (present, use, provide) vagy a kutatas fokuszara, céljara (focus, aim, learn). Erdekes
latnunk, hogy mig az analyze ige a magyar korpuszban a masodik leggyakoribb ige, ez a
nemzetkdzi korpuszban sokkal kisebb esetszammal fordul eld, és inkabb a Modszerek
mozzanatban haszndlatos. Az is érdekes, hogy tobb magyar szerz6 a hipotéziseket emeli ki az
expect (var) igével, mig az Applied Linguistics szerz6i koziil tobben a hozzatett szerzoi értéket
hangstlyozzdk az argue (érvel) igén keresztiil (lasd 6. tablazat). Ez egybecseng Van Bonn és
Swales (2007) érvelésével, mely szerint a francia és brit angol absztraktok kozott az egyik
kiilonbség, hogy a francia szerzok az mutatjak be, hogy a kutatasuk mit probal meg elvégezni,
mig az angol absztraktok a miértekre kérdeznek ra és érvelnek. Az ANY korpusz Célok
mozzanataban az age (Orekszik, valamilyen életkort megél) ige minden esetben 3. alakban,
jelzos szerkezetként fordult eld, a résztvevok életkorat jeldlve (pl. school-aged students, aged
between 60-66).

6. tablazat. A célok mozzanatban talalhato 10-10 leggyakoribb ige

Alkalmazott Nyelvtudomany Applied Linguistics

Célok mozzanat igéi Célok mozzanat igéi

be 52 be 27
analyze 13 investigate 16
investigate 9 examine 10
age 8 use 8
examine 7 explore 6
present 6 consider 6
focus 5 learn 5
aim 4 present 5
expect 4 argue 4
reflect 3 provide 4

A Modszerek mozzanatban is a be 1étige dominancigjaval talalkozunk, az ANY korpuszban
kozel dupla annyi eléforduldssal (lasd 7. tablazat). Ezen tal négy kdzos igét latunk a két tizes
listaban (use, examine, measure, analyze), amelyek mind az elvégzett elemzésekre utalnak, mas
gyakran hasznalt igékhez hasonloan (compare, ask, assess, collect, draw). A nemzetkdzi
korpusz speak (besz¢l) igéje a résztvevok nyelvhasznalatara utal. A base (alapul) ige féigeként
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allitmanyban nem, hanem a based on, illetve a corpus-based, task-based, Latin-based tipust
jelzds szerkezetekben fordul eld mindkét korpuszban.

7. tablazat. A Mddszerek mozzanatban taldlhaté 10-10 leggyakoribb ige

Alkalmazott Nyelvtudomany Applied Linguistics

Médszerek mozzanat igéi Médszerek mozzanat igéi

be 77 be 46
use 14 use 15
base 10 speak 7

have 8 examine 6

examine 7 analyze 5

measure 6 base 5

analyze 8 draw 5

compare 5 measure 4

play 4 assess 4

ask 4 collect 4

Az Eredmények mozzanat legtdbbet hasznalt igéit a 8. tablazat foglalja 6ssze. Leggyakrabban az
eredmények altalanos bemutatasaval inditanak a szerzék, amely sokszor a ,results show”
osszetétellel és annak variansaival valosul meg (lasd 8. tablazat). gy nem meglepd, hogy a
létige utdn mindkét korpuszban a show (mutat) ige dominal, a nemzetkozi korpuszban ennek
tobb alternativajat latjuk a reveal, indicate és demonstrate igékben (lasd 6-8. példa). Ezek
mindegyike el6fordul a magyar korpuszban is, de sokkal kisebb esetszammal.

(6) Multilevel analyses revealed differential effects for both interventions. (AL 22)

(7) Findings indicated an overall improvement of pragmatic competence over the period of
eight weeks.(AL 34)

(8) The results demonstrate that spoken and written modalities are influenced differently by
anxiety...(AL 12)

8. tablazat. Az Eredmények mozzanatban talalhato 10-10 leggyakoribb ige

Alkalmazott Nyelvtudomany Applied Linguistics
Eredmények mozzanat igéi Eredmények mozzanat igéi

be 89 be 67
show 25 show 17
have 9 find 9
confirm 8 reveal 8
find 8 indicate 7
produce 7 learn 6
base 6 demonstrate 6
tend 5 use 5
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appear 5 do 5
lengthen 4 speak 4

Szintén gyakori a find (taldl) ige passziv szerkezetként torténd hasznélata (lasd 9. és 10. példa),
és el6fordul még a tobbes szamu we névmasu alany utan (lasd 11. és 12. példa).

(9) The specific interventions were found to be considerably more effective than the implicit
intervention. (AL15)

(10) Some differences between male and female writers were found. (ANY40).
(11) We found a correlation of overt use of pragmatic markers ... (ANY 33)

(12) We also found that besides the well-known and frequently quoted influential factors in
word recognition, there are some others, which may produce astonishing results. (AL23)

Erdemes konkordanciaval megvizsgalni a confirm (igazol, megerdsit) és a produce
(eredményez) igéket is, amelyek a lista ¢lén szerepelnek a magyar korpuszban, de kevéssé
gyakoriak a nemzetkoziben. A confirm ige egyaltalan nem szerepel az Applied Linguistics
Eredmények alkorpuszaban, a Mddszerekben is csak egyszer (13. példa). A magyar korpuszban
viszont nyolcszor is eléfordul, ahol elézetes elvarasokat vagy trendeket igazolnak az
eredmények (14, 15. és 16. példa).

(13) In order to confirm the reliability of T-unit length as a measure for Chinese...(AL45)

(14) The results of the research partly confirm the trends revealed in previous studies
...(ANYYS)

(15) The results confirmed our preliminary assumption...(ANY 36)
(16) Results did not confirm any expected difference... (ANY49)

A produce (produkal, 1étrehoz) ige a magyar korpuszban egy kivétellel beszédprodukciora utal,
egy esetben pedig a 1étrehozott eredményekre (17. és 18. példa).

(17) ... older children produce less disfluencies and oral reading errors than younger children
...(ANY27)

(18) We also found that besides the well-known and frequently quoted influential factors in
word recognition, there are some others, which may produce astonishing results. (ANY4)

4. 4. Igeidok és modbeli segédigék haszndlata

A 9. tablazat az igehasznalat kiilonbdz6 mintazatait mutatja a két alkorpuszban és a harom
mozzanatban. A gyakorisagi szamitasok az egyszerii jelen id6 dominancidjat mutatjak, amelyet
az egyszeri mult kovet. Mozzanatokra lebontva a tendencidk nagyon hasonléak a két
korpuszban, és altalanossagban egyeznek Jiang és Hyland (2022) azon észrevételével, hogy a
jelen id6 az absztraktok elején a gyakoribb a tanulmany fontossaganak a kijeloléséhez, mig a
mult idé a modszerek és eredmények leirasaban elterjedt. A Célok mozzanat esetében szinte
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azonos aranyokat talalunk a magyar és a nemzetkozi absztraktokban. Er6sen dominal a jelen id6
90 és 89%-kal, emellett hét, illetve nyolc modbeli segédige fordul eld. Ez viszont nem egyezik
Dos Santos (1996) eredményeivel, aki 19% jelen, 35% mult, és 43% modbeli segédige
hasznalatot datalt a Céloknal. A szerz6 ramutat, hogy a mult id6 és a moddbeli segédigék
alkalmazasa a feltételezéseket és altalaban az dvatos megfogalmazast segithetik.

A célokat kijelold leggyakoribb szerkezetre a 19. és 20. példa mutat jelen és mult idejii
valtozatot. A két igeidd valasztisa egyenértékiinek is tiinhet, azonban a jelen Aaltalanos
érvénylvé teszi a kutatds és a megirt tanulmany céljait, mig a malt idé hangstlyozza, hogy egy
elvégzett elemzésr6l van szo, nem annyira a megirt tanulmanyra is vonatkozo célokrol. A 20.
példdhoz hasonlé mult ideju (the aim of the study was to) szerkezettel azonban csak egyszer
talalkozunk az ANY korpuszban és kétszer az AL korpuszban.

(19) The aim of this study is to investigate the difference between... (ANY 1)
(20) The aim of this study was to investigate two disfluency phenomena in the spontaneous

speech of Hungarian learners of Spanish... (ANY32)

9. tablazat. Jelen és mult idejli igeidOk szama és aranya valamint a modbeli segédigék szama a
harom leggyakoribb mozzanatban

ANY AL
Igeiddk és ANY AL ANY AL i i
. i i i i eredmé- eredmé-
modalisok célok célok | modszerek | modszerek
nyek nyek
Egyszerii milt 11(10%) | 12(11%) | 62 (53%) | 50 (49%) | 53 (31%) | 59 (38%)
Egyszerii jelen 94 (85%) | 91 (85%) | 54 (46%) | 52 (51%) | 117 (68%) | 96 (62%)
Befejezett jelen 2(2%) | 3(3%) 1 (1%) 0 3 (2%) 0
Folyamatos jelen | 2 (2%) 1 (1%) 1 (1%) 0 0 0
Modalis 7 8 5 0 13 5
segédigék

ANY = Alkalmazott nyelvtudomany, AL = Applied Linguistics

Ha az egyszerli jelenen és az egyszerti multon kiviili megoldasokra tekintiink, a befejezett jelen
az elsé szembetling valasztas. A szamszerUsitett adatok azt sugalljak, hogy itt sincs jelentds
eltérés a két korpusz kozott, azonban érdemes a konkrét példakat szemiigyre venniink. Az AL
korpuszban két szerzé hasznal befejezett jelent, mindketten eldzé kutatasok eredményeire
utalnak vele (21. és 22. példa).

(21) A T-unit, which has been found the most satisfactory unit of analysis for measuring L2
development in English (AL1)
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(22) This article argues that ... the methods of data collection, treatment, and analysis in word
association tests have hitherto been inconsistent. We demonstrate that this inconsistency has
resulted from inadequate control, in previous studies. (AL10)

A magyar szerzok koziil is ketten valasztottak a célok leirasahoz befejezett jelent, azonban mig
a 23. példa kordbbi tanulmanyokra utal, addig a 24. példdban nem indokolt a véalasztas,
szokvanyosabb az elvégzett kutatasra egyszerti multtal utalni. Ez a valasztas itt lehet a szerz
altalanos angol nyelvi ismereteinek az eredménye, mivel a mindennapokban a befejetett jelent
hasznéljuk a pontos idével nem jelolt multbeli cselekvésekre. A 23. példa dnmagaban nézve
kodolhato lehetne Bevezetés mozzanatként is mivel hattérinformaciot ad, elhelyezi a tanulmanyt
a korabbi kutatdsokhoz képest és hangsulyozza a kutatasi {irt, amit az adott tanulmany betdlteni
szeretne. A Bevezetés mozzanatra kiilonosen jellemzd a befejezett jelen hasznalata, Tseng
(2011) példaul hangsulyozza, hogy az éltala vizsgalt korpuszban a jelen id6t hasznald Bevezetés
mozzanatok tobb mint fele befejezett jelent alkalmazott.

(23) To the authors' knowledge, this question has not yet been studied before. (ANY46)

(24) In this paper the current situation of native peoples in Dudinka has been analysed, in the
light of the research questions. (ANY45)

A folyamatos jelen a vizsgalt anyagban Gsszesen négyszer fordul eld. Az egyetlen AL korpusz
példa a célok leirasaban jelenik meg, ahol valoban egy idében elnyuld folyamatot hangsulyoz
(25. példa). Ezzel szemben az ANYkorpusz harom példaja a szerz6t teszi meg alanynak, aki
éppen a kutatast végzi. Ez szokatlan megoldas, amire nem talalunk példat sem az AL
korpuszban, sem mas tanulmanyban. Nagy valoszintiséggel ,,a tanulmdanyomban arra keresem a
valaszt” magyar bevezetd tagmondat tiikorforditasanak az eredménye lehet ez a 26. példaban,
melyben egy altalanos angol nyelvhasznalatbol atemelt folyamatos jelent tartott indokoltnak a
szerz6. Ezzel azonban inkabb kollokvidlisnak hat a szovege. Hasonld hatast kelt néhany
mondattal kés6ébb ugyanezen szerz6 megjegyzése a Modszerek mozzanatban arrol, hogy az adott
tanulmanyban eredményeket publikal (lasd 27. példa). Az ezek kihagyasaval felszabadulo
sz6szamot inkabb a modszerek részletesebb leirasara lehetett volna forditani.

(25) The study considers whether the companies acknowledge their reputation as villains in the
global climate narrative, or whether they are discursively shying away from this script. (AL58)

(26) In my research I am looking for an answer regarding how secondary school-aged
children's language attitude ... (ALS)

(27) I am publishing the results of my research’s questionnaire survey in this study ... (ALS8)

A Modszerek és Eredmények mozzanatokban az egyszerii jelen és az egyszerli mult egyiittesen
az AL alkorpuszok ragozott igéinek 100%-at adjak, és az ANY alkorpuszaiban is dominal a két
6 igeidd. Ez 0sszességében hasonlit korabbi tanulmanyok megallapitdsaihoz, azonban a két {6
igeid6 aranyaban jelentds eltérést talalunk: Dos Santos (1996) példaul a Modszereknél 96%-os,
mig az Eedményeknél T78%-os egyszerii mult id6 dominanciat talalt. Ezzel szemben a jelen



Edulingua 91 (2023)

kutatasban koriilbelill a mult id6 a ragozott igék felét teszik ki a Modszereknél és kozel
egyharmadat az Eredményeknél. Tseng (2011) teljesen egymasnak ellentmond6 trendeket talalt
az altala vizsgdlt harom alkalmazott nyelvészeti folyoirat kozott, bar eredményeit erdsen
befolyasolhattak a kismintas, csupan10 absztraktbol allé korpuszai. A szerz6 nem tudott pontos
okokat megnevezni arra vonatkozdan, hogy mi lehet ennek a nagy kiilonbségnek az oka.
Megprobalta az anyanyelviség oldalardl kozeliteni meg a kérdést, de arra a kovetkeztetésre
jutott, hogy az anyanyelvi és nem anyanyelvi szerzOk kozott minimalis a kiilonbség, rdaddsul
folyoiratonként €s mozzanatonként eltéré eredményeket kapott. Ugyanakkor megallapithatjuk,
hogy az attekintett kutatasok kozilil Tseng Applied Linguistics folyoiratra vonatkozd eredményei
hasonlitanak leginkabb a jelen kutatas mindkét korpuszahoz.

A Modszerek és Célok mozzanatokban a fenti folyamatos jelenben all6 mondaton tal (27.
példa) csak néhany befejezett jelen idejii alakkal talalkozunk. Erdemes ezeket a példakat is
attekinteni, hogy lassuk lehetséges funkciojukat. A 28 és 29. példa is azt sugallja, hogy a szerz6
az altalanos angol nyelvhasznalati szabalyokat iiltette 4t a tudomanyos angolra, mely szerint
pontos idOpontra valod utalds hidnyaban befejezett jelent haszndlunk, azonban a tudomanyos
angol itt egyszerii multat kivanna meg.

(28) In order to detect these characteristics, we have carried out a quantitative analysis,...
(ANY50)

(29) The results have confirmed our preliminary assumption as the ratio of grammatical
mistakes ... (ANY25)

Az igeidokon tul a modbeli segédigék hasznalata is egy olyan kulcsfontossaga kérdés, amely
befolyasolja, hogy a kdzvetitett tartalmat az olvasé hogyan értelmezi. Funkcidjukat tekintve
leginkabb a bizonytalansag (angolul hedging) kifejezésére vagy a jovo idére utalasra szolgalnak
(Salager-Meyer, 1992, Kwary, Kirana & Artha, 2017, Tseng, 2011). Karpanov (2022) AL
korpuszaban a can modbeli segédige tarsult a suggest (javasol) igével; ezek egyiitt még jobban
utalnak az 6vatos megfogalmazasra, ami viszont a jelen AL korpuszban nem talalhatd meg. A
modbeli segédigék koziil Karpanov az 6t leggyakoribbnak a kdvetkezoket talalta: can, may,
will, could és might. Sajnos a szerz0 mozzanatok szerint nem targyalja a moddbeli
segédigékszerepét.

A can esetében azt talaljuk, hogy a két korpuszban ez a leggyakoribb modbeli segédige,
Osszesen tizennyolcszor szerepel a célok vagy az eredmények leirasdban (ez megegyezik a
korabbi tanulmanyokban publikalt gyakorisagi adatokkal, lasd pl. Kwary, Kirana & Artha,
2017). Ebbdl négyszer az ANY ¢és haromszor az AL Célokban, valamint nyolcszor az ANY és
haromszor az AL Eredményekben olvashatjuk oOket. Mindkét korpuszban eléfordul a
szakirodalomban is publikalt bizonytalansagi funkcié (lasd 30 és 31. példa). Ezen kiviil
képességet és lehetdséget is kifejezhet a can segédige, amit a 32. példa illusztral. Ennek egyik
valtozata az olvasot is bevond, tobbes szam els6é személyli névmast hasznalo kijelentések,
els6sorban az eredmények értékelésében (lasd 33. példa). A can mult ideju alakja, a could
Otszor szerepel, de csak az ANY korpuszban, haromszor a Célokndal, kétszer az Eredményeknél,
a bizonytalansagot és képességet kifejezo jelentésben.

(30) F3 formant values than Chinese speakers, which can be attributed to higher absolute F2
values in Hungarian speakers. (ANY?20)
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(31) ...this study examines dynamic origins and functions of multiple responses to teachers
initiations, which can be considered as an intrinsic type of pedagogical interaction in ESL and
EFL classroom talk ... (ALT)

(32) In this study, we argue that such similarity can inform the machine learning prediction of
linguistic and cross-cultural diversity (AL50)

(33) Thus we can conclude that Hungarians produced ... (ANY20)

A may mddbeli segédigével Osszesen kilencszer talalkozunk, az ANY korpuszban egyszer a
Céloknal, egyszer a Modszereknél és haromszor az Eredményeknél, mig az AL korpuszban
egyszer a Célokndl és haromszor az Eredményeknél. A can mellett a may feladata is a
bizonytalansagi funkcid, az eredmények lehetséges értelmezésének a jeldlése (lasd 34. és 35.
példa), amit Hyland (2000b) is kiemel.

(34) Results revealed that tonal pattern distributions were significantly different between
sentence proverbs and matched control sentences, with proverbs generally showing a ‘less
stress’ tonal pattern, which may be interpreted as proverb specific.(AL 27)

(35) We also found that besides the well-known and frequently quoted influential factors in
word recognition, there are some others, which may produce astonishing results.(ANY4)

A will modbeli segédigét haromszor hasznaltak: egy-egy szerzé a két korpuszbol a hipotézisek
és egy ANY absztrakt a modszerek megfogalmazasahoz. Ez utdbbi a tanulmany készitésének
1épéseit hangstilyozza és jovO idejli cselekményként jeldli meg a konkluzio levonasat (lasd 36.
és 37. példa). Min (2010) is talalt néhany hasonld jovo idejii célmeghatarozast és 6 is ugy véli,
hogy ez szokatlan megoldés, mivel azt sugallja, hogy a cikket egy, az absztrakt megirasanak
pillanataban még befejezetlen munkaként lehet értelmezni. Ezzel kapcsolatban érdemes
megjegyezniink, hogy egy masik szerzo a teljes kutatasat jovo idejli perspektivaba helyezte a
going to szerkezet hasznalataval (lasd 38. példa). Ez a jovodidejiiség inkabb jellemz6 szodbeli
konferencia el6adas bevezetdjére, de nem anyanyelvi szerzoknél megtalalhato bevezet6kben is.

(36) Our hypothesis was that the frequency, the types and the correction of grammatical
mistakes is strongly influenced by the age of the children and the grammatical stage of the
child's grammatical awareness. Consequently there will be differences among the grammatical
mistakes both in quantitative and qualitative aspects in different periods of the mother tongue
acquisition process. (ANY28)

(37) The abovementioned conclusions will be drawn after examining the most critical phonetic
and phonological differences between... (ANYS52)

(38) I am going to analyze whether changes in society and in economy, connected to the change
of regime in Hungary in the 1990’s, were reflected in word association databases.(ANY32)

A should segédige haromszor szerepel, egyszer az ANY és kétszer az AL korpuszban, viszont a
szakirodalomban publikalt erés bizonytalansagi funkcidé mellett (39. példa) inkabb
nyomatékositasként (40. példa) is, amit a suggest (javasol) és az argue (érvel) igék valasztasa is
megkiilonboztet. Az argue és a should egylitt a 40. példdban inkabb erdsiti a tanulmany {6
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céljat, minthogy tompitana azt. Karpanov (2022) tanulmanyaval ellentétben a might, a must, a
shall vagy a would segédige nem taldlhaté meg egyik korpuszban sem.

(39) 1t is suggested that the stage of familiarity of speakers should be regarded as one key
factor when examining language in interaction and understanding. (AL19)

(40) This study argues that an organic complexity measure should avoid the assumption of
clause subordination and instead consider the typological features of the target language.
(AL53)

Ahogy korabbi kutatasok is ramutatnak, a nyelvi megfogalmazas sokat finomithat az adott
retorikai egység funkcidjan és az lizenet pontossagan. Mind az igevalasztas, mind az igeidok
orientalhatjdk az olvasot azzal kapcsolatban, hogy a szerzé hogyan helyezi el a tanulmanyat a
korabbi kutatasokhoz képest, €s milyen modon értelmezi az adatait.

5. Osszefoglalas és kitekintés

A jelen tanulmany két folyoiratbol nyert korpuszon vizsgalta az alkalmazott nyelvészeti
folyo6iratokban megjelent absztraktok retorikai felépitését és igehasznalatat. A szerkezeti
felépités tekintetében mindkét folyoirat Osszefoglaloi variabilitast mutatnak mind a felhasznalt
mozzanatok szamaban, mind azok sorrendiségében. A mozzanatok eléfordulasa eltérd aranyu a
két korpuszban, de szoveglefedettségiik korpuszszinten hasonld a Célok, a Modszerek és az
Eredmények esetében. Osszességben elmondhatdo, hogy a magyar szerz6k angol
Osszefoglaloinak retorikai szerkezete megfelel az angol tudomanyos diskurzuskdzosség normain
alapulo nemzetkozi konvencioknak. Ugyanakkor a magyar szerz6knél nagyobb hangsuly kertil a
bevezetésre és célokra, de kevesebb az értelmezésre, kitekintésre, mint a nemzetkozi
korpuszban. Az ANY 0sszefoglaldéi linedrisabbak, mint az AL-é, amelyek kozott
mondatszerkezetileg és retorikai szerkezetben is nagyobb kreativitast latunk. A magyar
nyelvészek altal készitett absztraktok retorikailag kevésbé Osszetettek, mint az angol
absztraktok. Hasonld konkluziora jutott Diani (2014) is, aki olasz nyelvészek olaszul irt
absztraktjait vizsgalta. Diani szerint ezek a kiilonbségek tobb szociokulturalis tényezovel
magyarazhatok, mint példaul az eltérd kulturalis mintak, illetve a tudomanyos irasoktatas hatasa
(vagy annak hianya). Valdszinlleg ehhez még hozzajarul az angol nyelvtudas, a publikacios
tapasztalat és az absztraktirasra forditott figyelem is.

Igehasznalat tekintetében is sok hasonlosagot latunk a két korpusz kdzott. A fobb igeidok
aranya kozel azonos, és csak néhany szerz6 alkalmazott szokatlan valasztast vagy jelolt az adott
igeidovel vagy modbeli segédigével mast, mint amit egy tapasztaltabb vagy anyanyelvi szerzo
tenne. A fenti példak azt mutatjak, hogy az altalanos és tudomanyos angol nyelvhasznalat
tobbszor Osszecsuszik, ami egy szobeli prezenticioban elfogadhatd, de egy tanulmanyban
értelmezési problémakhoz vagy negativ megitéléshez is vezethet.

A két felhasznalt folyoirat és a korpusz mérete olyan korlatokat jelent, amelyeket szamos
mas szerz6 is leirt. Ahogy Swales (2004) és Van Bonn és Swales (2007) ramutatnak, bar
gyakori a kutatdsokban, kétséges, hogy a ,,nagy” angol nyelvii folydiratok és a mas nyelven
publikalo ,kicsik” kdzott mennyire jé valasztas 0sszehasonlitasokat végezni. Az elfogadott és
visszautatitott kéziratok aranya, a szerkesztoi gyakorlatok és az olvasokdzonségiik is jelentdsen
eltérnek, ami befolyasolja, hogy mi keriil publikalasra, de azt is, ahogy a szerzok az elképzelt
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leend6 olvasoiknak irnak. Hasonld dilemmakba futunk bele kevésbé tekintélyes angol nyelvii
nyelvészeti folydirat kivalasztasanal is. Folyoiratok kozott jelentds eltéréseket talaltak korabbi
tanulmanyok, az Applied Linguistics ugyanakkor gyakran szerepel hasond kutatdsokban, igy a
korabbi retorikai vagy nyelvi eredmények Osszevethetok voltak a sajat AL korpuszom
eredményeivel.

Egyetlen folyoirat esetében sem latunk bele teljes mértékben, hogy a szerkeszt6k vagy
biralok milyen mértékben szerkesztik 4t nyelvileg a bekiildott absztraktokat. Az azonban
valészinli, hogy nemzetkdzi publikalas esetén egy angol absztrakt nagyobb hatdssal van a
bevalasztasra, mint egy részben helyi kutatéi kozosségnek publikald folyodirathoz bekiildott
angol kiegészitd absztrakt. Egy kisebb nyelven irt tanulmanyt biztosan a tanulmany nyelvén, az
adott sziikebb, jelen esetben magyar kutatoi kozosség tagjai biralnak el, akik toleransabbak a
szerz6 angoljaval szemben. Itt az absztrakt helyett a teljes miivon van biralatkor a hangsuly,
kevésbé valoszinii az absztrakt alapjan torténd azonnali szlirés, és nagyobb szabadsagot kap a
szerz6 az absztrakttal vagy annak modositasaval kapcsolatban.

Az absztraktok olvasasa kdzben vilagossa valt, hogy a modszerek és eredmények sokszor
sematikusak. Tobb a leird jellegli vagy az empirikus kutatdshoz képest hidnyosnak tiind
Osszefoglald, amely igy nem valositja meg az angol nyelvii 6sszefoglalo informacids céljat. A
tovabbi kutatési irdnyokat tekintve érdemes lesz kibdvitett nyelvi és tartalmi elemzést is végezni
a korpuszon.

A parhuzamos magyar-angol absztraktok értékes forrast jelenthetnek az eltéré nyelvi,
kulturalis valamint a magyar tudomanyos iras gyakorlatabol kovetkezd okok feltarasara is.
Szerz6k bevonasaval irasstratégiai kérdésekre is pontosabb valaszt kaphatunk. Egy késobbi
tanulmanyban érdemes lesz azt is megvizsgalni, hogy a hasonlé kutatasbol szarmazéd
korpuszadatokat hogyan lehet beépiteni doktoranduszoknak és kutatoknak szant tudomanyos
iraskészség oktatasba.
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English-language title and abstract

Rhetorical structure and verb use in English abstracts: A comparison of
Hungarian and international linguistics articles

In recent years, there has been a wealth of studies on abstracts published in different disciplines,
languages and countries. Most of these have been concerned with the rhetorical construction of abstracts,
but increasing attention is being paid to their linguistic realization, including the use of verbs. However,
the analysis of English-language abstracts published by Hungarian authors is very limited. This study
analyzes English-language abstracts published in two renowned applied linguistics journals, the
Hungarian Alkalmazott Nyelvtudomdany and Applied Linguistics. Two times 50 abstracts have been chosen
from the period between 2013 and 2022. The Hungarian abstract corpus contains English abstracts
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published alongside Hungarian-language studies. These abstracts should make the published works
comprehensible to non-Hungarian speakers and understandable on their own, so their formulation is
particularly important. The study first reviews the rhetorical structures and then examines the use of
verbs, verb tenses and modal auxiliaries separately in the three most frequently occurring rhetorical
moves (aims, methods and results). The results show that the majority of Hungarian authors use structural
solutions similar to the English reference corpus, although they have fewer moves and a more linear
structure. The proportion of present and past tenses is almost identical in the two corpora, with the present
tense dominating. Some of the Hungarian authors use individual solutions, which tend to have a
colloquial effect. I hope that this research will serve as a useful reference for Hungarian researchers to
improve their academic writing awareness.
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This article reports the main results of a think-aloud protocol study inquiring into reading strategy use and
self-perception of first-year English studies and teacher trainee majors when reading academic texts in
their L2. The verbal protocol was combined with a short follow-up interview and the SORS test to
identify the findings and highlight any possible correlations between the three datasets. The results
suggest that students have a general preference for metacognitive strategies, and the findings appear to
show a certain degree of consistency across different types of data. The most frequently used and reported
strategies included guessing from context, re-reading, use of external resources, and self-evaluation.

Keywords: L2 academic reading, reading strategies, metacognition, verbal protocol, SORS test

1. Introduction®

With the globalization of scientific research and the predominance of Anglo-American
academic culture, the ability to efficiently read and compose academic texts in English has
become a widespread expectation in higher education. It is not uncommon for English-language
study programs in different disciplines to offer courses in academic reading and writing. At the
University of Szeged, students enrolled in the English and American Studies and the Teacher
Training programs must complete several courses focusing on the development of academic
skills. One such course is the Reading Skills seminar, which is meant to equip first-year students
with the principal skills and strategies they will need in their academic career. In fact, the recent
redesigning of this course motivated the research project presented in the study.

Although academic reading in L2 English is a widely researched topic in international
applied linguistic research, it has received relatively little attention in Hungarian higher
education. The available data (Monos, 2005; Sziics, 2017) suggest that students entering tertiary
education do not generally tend to have a well-developed repertoire of strategies when it comes
to reading in their L2. Adopting a comparative approach, some recent studies have provided
valuable information about students’ strategy use and self-perception in both their L1 and L2
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(Tary & Molnar, 2022; Tary, 2023). The main objective of the project was to contribute to and
expand the existing body of L2 English reading strategies used by speakers of L1 Hungarian by
exploring EFL majors’ strategy use and self-perception in the process of reading academic texts
in English. The participants (n=12) were first-year BA and teacher-trainee students. The
research design consisted of three major components: a semi-retrospective think-aloud protocol
(TAP, also referred to as “verbal protocols” in the text), a structured follow-up interview
(“interviews”), and the SORS questionnaire, a version of the MARSI survey adapted for L2
readers (Mokhtari & Sheorey, 2002).

2. Literature Review

2.1 A brief summary of research on reading ability

First, it is imperative to clarify that strategy research tends to adopt a process-oriented reading
view. The question of whether reading should be conceptualized as a process or a product (i.e.,
the result of the reading process) constitutes a principal area of interest in the field to this day.
Alderson (2001, pp. 3—7) defines process as the interaction between reader and text, which is
essentially dynamic and, to a great extent, individual in nature. Yamashita provided a similar
definition (2002, p. 272). As Alderson puts it, it is the zow of the reading activity and not the
end result that is in the focus of process-oriented approaches (Alderson, 2001, pp. 3—7). The
reading-as-a-process perspective is supported by a growing body of findings in cognitive
psychology, suggesting the interplay of various mental operations in the process of reading. A
near-exhaustive list of the cognitive skills and systems that presumably shape and regulate the
reading process is offered by Grabe and Yamashita (2022), who provide a comprehensive
overview of the field from its beginning to its current state. These include implicit and explicit
learning, automaticity, speed of information uptake, and the role of contextual processing in L2
reading (Grabe & Yamashita, 2022, p. 85). While all of these elements are essential for reading
ability, the literature emphasizes the centrality of working memory (Lau & Chan, 2003; Grabe
& Stoller, 2013; Grabe & Yamashita, 2022) and the simultaneous functioning of bottom-up and
top-down processes during reading (An, 2013; Grabe & Yamashita, 2022). It has been
suggested in the research that weaker readers tend to prefer bottom-up strategies, while more
proficient readers employ top-down strategies to a substantially greater extent (see, for example,
Block, 1986; Karbalaei, 2010). Theoretical work in the field has laid down the foundations for
creating a systematic approach to studying L2 reading in a pedagogical context. The early
categorizations of the components of reading ability in foreign languages include Davis (1968)
and Munby (1978). While it seems that the discipline is becoming increasingly open to adopting
a holistic attitude towards reading ability, as opposed to the conventional multidimensional view
that promotes separating subskills along the lines of clear-cut categories (see Liu 2010), the
practice of (partial) divisions still prevails. A not too recent yet still oft-cited categorization is
found in Grabe (1991, p. 379), which comprises six subsets of skills that characterize good
readers, quoted verbatim below.

(1) Automatic recognition skills;
(2) Vocabulary and structural knowledge;
(3) Formal discourse structure knowledge;
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(4) Content/world background knowledge;
(5) Synthesis and evaluation skills/strategies;
(6) Metacognitive knowledge and skills monitoring.

These six areas of skills show considerable overlap with the relevant findings of cognitive
psychology (see Grabe & Stoller, 2013; Grabe & Yamashita, 2022 above), and, as it will be
evidenced in the following subsections, they have fundamentally structured mainstream
classifications of reading strategy use.

2.2 Key concepts in language learning strategy research

The creation of systematic learner strategy definitions and taxonomies has been a priority both
in education sciences and language pedagogy since the 1980s, with the unification of
taxonomies being a major objective that still has not been completely realized (Dord, Habok &
Magyar, 2018, p. 6). Some of the principal questions included strategy awareness, the nature of
mental processes influencing strategy use, and the overall teachability of learning strategies
(Dor6, Habok & Magyar, 2018, p. 6). Rubin’s 1975 work on the concept of “the good language
learner” (GLL) is considered by many to mark the beginning of L2 strategy research scholarship
(Rose et al. 2018, p. 151).

Rubin defined learning strategies as “the techniques or devices which a learner may use
to acquire knowledge” (1975, p. 43). Another broad definition of learning strategies, formulated
by Weinstein and Mayer is as follows: “[Learning strategies] affect the learner’s motivational or
affective state, or the way in which the learner selects, acquires, organizes, or integrates new
knowledge” (1986, p. 315, as cited in O’Malley & Chamot, 1990, p. 43).

Gu (2012) considers the principal functions of learning strategies to include the
facilitation and acceleration of learning processes through better processing and retention of
information in the completion of specific learning-promotive tasks (Gu 2012, pp. 332-333).
These definitions suggest that the primary function of learning strategies is to facilitate
knowledge transfer and consolidation of knowledge (O’Malley & Chamot, 1990, p. 43).

Different strategies serve different learning purposes, which justifies the need for
taxonomical division. In their foundational work on learning strategies, O’Malley and Chamot
(1990, pp. 44-45) distinguish between three major categories, namely, metacognitive, cognitive
and social/affective. Metacognitive learning strategies include “the planning, monitoring and
evaluation of the learning activity” (O’Malley & Chamot, 1990, pp. 44-45), implying the
existence of conscious effort on the part of the learner in the learning process. Research on the
relationship between metacognition and learning goes back to Flavell (1979). Cognitive learning
strategies manipulate new information directly. Social/affective strategies relate to negotiating
meaning in instances of interpersonal communication or controlling one’s emotional reactions
in a given situation (Flavell, 1979).

Narrowing the scope of educational strategy research to foreign language pedagogy,
Oxford (1990, p. 9) summarized the features of language learning strategies in a 12-item list. It
is stated that these strategies should be “problem-oriented” and that they are considered
“specific actions” that the learner takes to resolve the learning problem. Oxford’s taxonomy of
strategies can be broken down into two major categories, direct and indirect, with three groups
of strategies in each. The direct category includes cognitive, memory and compensation
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strategies, while the indirect category comprises metacognitive, social and affective strategies
(Oxford, 1990, pp. 57-59; pp. 136—137). Oxford justifies the rationale for creating two main
categories by attributing different functions to them in the learning process: while direct
strategies are employed when “working with the language itself in a variety of specific tasks and
situations” (Oxford 1990, p. 14), the general purpose of indirect strategies is to coordinate and
control the learning situation (p. 15).

Detailed overviews of learning strategy research up to the early and the mid-2010s were
provided by Gu (2012) and Hu (2016), respectively. In addition to providing a valuable
synthesis of taxonomies, both authors draw attention to the apparent definitional issues in the
field, which partly arise from the inherent impossibility of directly observing mental processes.
One such issue concerns the difficulty of establishing clear-cut definitions for ’strategy’ and
’skill” (see Afflerbach, Pearson & Paris, 2008).

Adopting a novel perspective on learner strategies, notable academic work on self-
regulated learning has emphasized the role of the learner as a controller of their own learning
process, thereby attributing a greater role to conscious decision-making and self-monitoring and
redirecting the focus from pre-defined strategies to learner autonomy (Doérnyei, 2005, p. 191;
see also Rose et al., 2018), which signals a potential shift in definitional scope. In her recent
work, Oxford (2017; 2018) enquired into the possibilities of formulating a more comprehensive
definition for strategies within the framework of self-regulated learning, and, following the in-
depth analysis of existing definitions, provides the following definition (quoted verbatim):

LLS [language learning strategies] are purposeful, conscious (or at least partially
conscious), mental actions that the learner uses to meet one or more self-chosen
goals, such as (a) overcoming a learning barrier, (b) accomplishing an L2 task, (c)
enhancing long-term L2 proficiency, and (d) developing greater self-regulation
(ability to guide one’s own learning). Like most aspects of L2 learning, LLS occur
in real contexts (specific settings), are complex (with multiple, interacting factors),
and are dynamic (flexible, usable in different ways, and changeable along with
learners’ changing needs). LLS can be learned with help from a teacher, a friend, a
book, or the internet, although many learners creatively and effectively generate
their own LLS. (Oxford, 2018, p. 82)

The notion of self-regulation has challenged conventional strategy definitions and taxonomies.
Rose et al. (2018) touch upon the different ways of replacing strategies with self-regulation (an
idea also raised in Dornyei, 2005) or of integrating the two approaches. Oxford’s definition
attempts to cover all aspects of self-regulated learning to the extent possible, focusing on the
importance of learner autonomy in the process of learning a foreign language. While Oxford
(2018) offers a fairly exhaustive definition with a potentially broad applicability in the field of
language learning and teaching, the mainstream taxonomies of (L2) reading strategies tend to
rely on the more conventional approaches to strategy research, as it shall be seen in section 2.3.
below.
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2.3 Taxonomies of reading strategies

Reading strategy classifications are based on general learning and language-learning strategy
taxonomies, with the basic distinction between cognitive and metacognitive strategies; their
respective working definitions are presented in 2.2. Despite the lack of unanimous consensus in
the research community, cognitive strategies are often associated with automaticity or, in other
terms, procedural knowledge, suggesting that good readers possess skills-level abilities (Grabe,
1991; Alderson, 2001), whereas metacognitive strategies are believed to involve a certain
degree of conscious reflection and intentionality (Haukés, 2018), the top-down processes of
planning, monitoring and (self-)evaluation are the central elements of this vast domain of
thought processes (O’Malley & Chamot, 1990, pp. 44-45; Alderson, 2001, p. 13; Mokhtari &
Reichard, 2002).

As stated above, reading strategy taxonomies — reading being one of the most widely
studied skills in foreign language research — have relied on general language-learning strategy
classifications in their development. While it can be stated that these widely overlap with one
another, there is naturally variation arising from definitional inconsistency or differences in
perspective. Moreover, of the two major strategy groups discussed in the literature,
metacognitive strategies seem to have received considerably more attention.

Major strategy taxonomies for L2 reading include Block (1986), Grabe (1991; reiterated
in Alderson, 2001, p.13) and Mokhtari and Reichard (2002). Semtin and Maniam (2015)
provided a comprehensive overview of L2 reading strategy classifications used in various
studies across the globe up to the mid-2010s. In her taxonomy, Block (1986) relied mainly on
the distinction between top-down and bottom-up (or higher- and lower-level) processes. Grabe
(1991) defined cognitive strategies as largely automatized, skill-level processes and regarded
metacognitive strategies as essentially self-regulation processes. These include skimming, pre-
viewing, prioritizing important information, adjusting reading rate and monitoring progress, just
to mention a few.

Focusing exclusively on the metacognitive aspects of reading, Mokhtari and Sheorey
(2001) and Mokhtari and Reichard (2002) outlined a tripartite taxonomy for metacognitive
strategies, which laid down the foundation of the MARSI (Metacognitive Awareness of Reading
Strategies Inventory) and SORS (Survey of Reading Strategies) surveys measuring students’
strategy use when reading in English in an academic context. The taxonomy comprises three
major groups of strategies, which are: global strategies, referring to the reader’s approach to the
text as a whole (e.g., previewing, skimming, activating prior knowledge), problem-solving
strategies employed to overcome obstacles that might arise during reading (e.g., re-reading,
guessing the meaning, visualizing information), and support strategies (e.g., using external
sources, taking notes, and paraphrasing). The same logic of classification emerges from the
synthesis offered in Semtin and Maniam (2015). Grabe and Yamashita (2022) offered a state-of-
the-art description of the most common reading strategies, drawing on decades of empirical
evidence and relevant findings in cognitive psychology. While all the above taxonomies have
been proven to be efficient instruments for measuring L2 reading strategy use, none of them
have been claimed to present a comprehensive picture of reading strategies, which is partially
due to their differences in focus and in the way they were adjusted to specific research goals.
Given that the main objective of the present study is to provide a detailed description of reader
strategies, it seems necessary to employ a combined approach that considers both cognitive and
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metacognitive strategies. At the same time, as the SORS test is one of the main instruments of
this research, it is the Mokhtari-Reichard taxonomy that constitutes the core of this ad hoc
classification system, which, as it shall be seen, centres essentially on metacognitive strategies.

2.4 A summary of L2 reading research

The vast body of L2 reading research can traditionally be divided into two main trends: survey-
based self-report studies and verbal protocol research, with a few examples of mixed-methods
research.

2.4.1 Survey and mixed-methods studies

Quantitative research in the field is mostly based on the MARSI and SORS tests. Besides
informing EFL educators about their students, these tests are convenient tools for raising student
awareness and promoting the importance of self-reflection in learning processes (Mokhtari &
Sheorey 2002, p. 8). In a more recent study, Mokhtari et al. (2018) presented a revised version
of the MARSI scale named MARSI-R. The authors did not expect that the revisions would
result in a significant improvement in terms of reliability but hoped to have created a version
that can be used on a larger sample and still produce results that can be generalized to the
broader population of readers. It is important to note that survey research studies measuring L2
reading strategy use tend to use a variety of independent variables to provide a nuanced analysis
of the sample. This most often includes the inclusion of one or more of the following variables:
age, gender, major (field of study), and level of proficiency. The population is often taken from
a higher-education environment.

Indeed, relevant research in the Hungarian university context has mostly relied on the
MARSI and SORS tests. A mixed methods study by Moénos (2005) showed that even though
English majors (n=86) appear to be aware of the strategies they use when reading in the L2,
they prove to be less successful in actual reading tasks than the survey results might have
suggested. In another mixed-methods study employing a combination of the think-aloud
protocol (TAP) and a questionnaire, Sziics (2017) measured the metacognitive reading skills of
Hungarian EFL majors. The results suggest that the participants (n=59) had overall poor
metacognitive skills A large-scale study comparing L1 Hungarian and L2 reading strategies
shows that teacher trainees use problem-solving strategies the most often in both their L1 and
L2, with supporting and global strategies coming in the second and third places (Tary &
Molnér, 2022). However, students tend to use more problem-solving and global strategies in the
L1, and they have recourse to problem-solving and support strategies the most often when they
read in the L2, and only then do they tend to employ global strategies (Tary & Molnar, 2022, p.
65). Related research suggests that while teachers are more likely to employ global and support
strategies in their L1, there is no significant difference in the ratio of problem-solving strategies
between the two languages (Tary, 2023).

International research has taken a broader view of the multivariate factors influencing
reading strategy use. Among the research foci are the potential effects of cultural differences
(Mokhtari & Reichard, 2004; Mokhtari, 2008; Karbalaei, 2010; Commander, Ashong & Zhao,
2016), gender differences (Phakiti, 2003; Monos, 2005; Poole, 2005; 2009), academic
background (Martinez, 2008; Dabaghi & Akvan, 2014; Chen, 2019; Celjo, Bedirovi¢c &
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Dubravac, 2021), and proficiency levels (Sheorey & Mokhtari, 2001; Lau & Chan, 2003; Zhang
& Wu, 2009; Yoshikawa & Leung, 2020). Research findings in this particular sub-field of L2
reading survey studies seem to be in line with the major theoretical tenets of the reciprocal
relationship between comprehension performance and/or linguistic proficiency and L2 strategy
use (see Grabe & Stoller, 2013; Grabe & Yamashita, 2022). Based on the corpus of studies
presented above, it is safe to say that strategy use can be used as a predictor of reading
performance.

2.4.2 The role of verbal reports in reading research

Verbal protocols belong to a broad category of introspective methods that are based on
participants’ self-reflection (Ddrnyei, 2007, p. 147). A basic distinction was made between
concurrent and retrospective think-aloud protocols (TAP). In the case of concurrent TAP, the
participants verbalized the information simultaneously to perform a task. Retrospective TAP
works the other way around: participants report their thought processes after completion of the
task (Ericsson & Simon, 1980, p. 219).

Among the earliest studies to measure L2 reading strategies through verbal protocols was
Block’s (1986) TAP research investigating the reading comprehension and strategy use of non-
proficient English L2 readers in comparison with L1 readers. The results indicated that both L1
and L2 proficient readers employed global reading strategies and had a top-down approach to
the text, whereas non-proficient L1 and L2 readers both preferred using bottom-up approaches
to reading. A related case study examining proficient L2 readers’ metacognitive strategy use (Li
& Munby, 1996) concluded that readers of L2 academic texts tend to show a high level of
strategy awareness and are capable of verbalizing their strategy use. Handayani and Widijantie
(2021) measured Indonesian Business majors’ strategy use when reading discipline-specific
texts in English, focusing on pre-viewing strategies. Jincheng and Rahmat’s comparative case
study (2022) confirmed some of the earlier findings related to reading proficiency and strategy
use, concluding that high-proficiency readers employed global (top-down) strategies
considerably more often than less proficient participants. A final example is Krismayani and
Menggo (2022), who used verbal protocols to identify the reading difficulties of English L2
undergraduates at a University in Bali.

Verbal protocols have generally proven to be effective data collection instruments in
uncovering complex cognitive processes, knowledge structures and strategy use (Gass &
Mackey, 2016, p. 25). Compared to surveys, they provide a considerably more detailed picture
of specific language-related phenomena. However, because of the richness of data derived from
verbal reports, sample sizes are normally small and the analysis is time-consuming (Gass &
Mackey, 2016, pp. 16—17), which explains why verbal protocols tend to be less popular as a
means of data collection than surveys.

2.4.3 Research questions

The previous sections have shed light on the importance and complexity of researching L2
reading skills in an academic context. Strategy use and awareness have indeed proven to be
central to students becoming proficient readers in the foreign language. This study explored
English majors’ strategy use and self-perception as readers in an academic context. Employing a
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TAP-based design complemented with the SORS survey measuring metacognitive reading
strategies, the research sought to answer three principal questions:

(1) What reading strategies do participants employ in a controlled reading
situation which attempts to imitate an actual academic reading situation to
the fullest extent possible?

(2) How do participants perceive their own strategy use when reading in the
L2, and how does it compare to the findings in verbal protocols?

Prior to the data analysis, it was hypothesized that there would be important differences between
the data obtained from the protocols and follow-up interviews. At the same time, it was assumed
that the general findings would be relatively consistent with each other; that is, self-perceptions
would reflect the main tendencies of strategy use.

(3) To what extent are tendencies of strategy use and self-perception emerging
in (1) and (2) are consistent with the SORS results in general?

Three different types of data collection were employed because the three research questions
highlighted three distinct yet interrelated aspects of L2 English reading strategy use and self-
perception.

3. Methodology

3.1 Participants

Participants of the research (n=12) were first-year students enrolled in the BA and teacher
trainee programs at the Institute of English and American Studies, University of Szeged. All
participants contributed on a voluntary basis following a general invitation to the research
project.

3.2 Research materials

The main research material was a recent scientific article reporting the results of a worldwide
study on the universal and culture-specific patterns of cooperation. The text was shortened and
adapted to the needs of the data collection (see Appendix for full text). The other main
instrument was the SORS test. The survey measures the three aforementioned groups of
metacognitive strategies: global, problem-solving and support, with a variety of questions that
refer to various sub-strategies. For example, Question 1: “I have a purpose in mind when I read”
belongs to global categories, and can be labeled as the reader’s intention of “setting a purpose.”
In comparison, Question 6 highlights the same process from a slightly different angle by
focusing on the reader’s evaluative strategy: “I think about whether the content of the text fits
my reading purpose.” In addition to ranking respondents’ preferences for the three strategy
groups based on their responses to 30 statements on a 1-5 scale, the survey calculates an average
to measure the level of general reading skills (Mokhtari & Sheorey, 2002).
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3.3 Method of data collection

This research was preceded by a pilot study conducted in the spring semester of 2022. Based on
the conclusions of the pilot study, the research design was revised and updated before the actual
data collection one year later in the spring semester of 2023. The data collection consisted of
three parts. Prior to starting the protocols, the participants were given a short training task to
familiarize themselves with the method.

The first and major parts of the study consisted of semi-retrospective think-aloud
protocols. The main text was divided into three sections, the end of each one marked with an
asterisk. Students were instructed to stop reading after each asterisk and perform the following
tasks: first, they had to summarize what they read in the given section; then they had to
verbalize any thoughts that came into their minds while reading and any obstacles that occurred
during the reading process, describing how they tried to overcome them. Essentially, they were
invited to communicate everything they had experienced during reading. The final task was a
five-sentence summary of the whole text, which was given at the beginning of the protocol in
order to provide participants with a reason to do the reading. A major goal of the researcher was
to imitate a real-life reading situation in an academic context to the extent possible within the
limits of “laboratory” conditions.

The second part consisted of a semi-structured follow-up interview that included
questions targeting participants’ self-perceptions of their reading strategy use. The third and last
part was the taking of the paper-based SORS test.

The think-aloud protocols and follow-up interviews were recorded with the consent of
each participant. With the exception of one participant who opted for using English during the
session, all participants provided data in Hungarian.

The data obtained from the semi-retrospective think-aloud protocols and the follow-up
interviews comprise the bulk of the data and therefore constitute the focus of the discussion.

3.4 Data analysis procedure

Following the transcription of the recordings, the verbal protocols and the follow-up interviews
were analyzed using MAXQDA. The observed instances of strategy use and mentions of
strategies in the interviews were assigned codes. Initially, a deductive coding process was
employed, using a set of 21 predefined codes based on the aforementioned taxonomies of
reading strategies. These were later complemented by eight additional codes as a result of
inductive coding based on the data. The methodological principles of the coding process were
guided by Schreier (2013). Individual incidences of strategy use and mentions were added to
receive a percentage distribution of the strategies across the data.

The data were then divided into two major datasets: one for the verbal protocols and the
other for the follow-up interviews. For the latter, frequency was calculated based on the number
of participants mentioning the strategy at least once, for the reasons described in section 4.3.
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4. Results and discussion

4.1 General findings in the corpus

There were a total of 215 instances of strategy use or mentions observed in the data. The
following table presents the distribution of the total broken down by strategy type and the
number of occurrences across the data, in ascending order of frequency.

Table 1. Total instances of strategy use and mention across the data.

Strategy type Frequency | Percentage

visualizing information 0 0.00
adjusting reading rate 0 0.00
final reading 1 0.46
taking a break 1 0.46
conscious focus 1 0.46
skipping (then returning) 1 0.46
compare expectations with content 1 0.46
summarizing 1 0.46
pre-viewing 1 0.46
pre-reading preparations 2 0.93
formulating questions 2 0.93
paraphrasing & translation 2 0.93
reading aloud 2 0.93
predicting 3 1.40
using supporting details 6 2.70
clarifying 6 2.70
note taking & highlighting 6 2.70
analyzing 7 3.20
inferencing 7 3.20
scanning 7 3.20
getting the gist of the text 8 3.72
skimming 8 3.72
using external resources 9 4.19
self-monitoring 13 6.05
activating prior knowledge 15 6.98
prioritizing information 18 8.37
guessing the meaning from context 26 10.28
re-reading 30 13.95
self-evaluation 31 14.41
Total 215 (100.00)

Percentages are rounded to two decimal places for transparency.
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As can be seen from Table 1 above, 19 of the 21 strategies listed in the deductive coding
process were present in the data to varying degrees. Two strategies, visualizing information and
adjusting the reading rate, were neither employed nor mentioned in the verbal reports. From the
complete list of 29 strategies, there were seven items which occurred once (accounting for
0.46% of the total, respectively). These were the following: final reading, taking a break,
conscious focus, skipping (then returning), comparing expectations with content, summarizing
and pre-viewing. Of the seven strategies, only the last two were included in the initial 21-item
list, with the rest added later in the analysis. There were four items with two occurrences
(0.93%) and one with three (1.40%). In the mid-range of the spectrum, we find nine strategies
with an occurrence between 6 and 9 (2.70-4.19%, translated into percentages). With the
exception of getting the gist of the text, all the items in this range are from the original 21-item
list, which comprises some of the most commonly used strategies cited in the relevant literature.
In the top tier are six strategies, namely: self-monitoring (6.05%), activating prior knowledge
(6.98%), prioritizing information (8.37%), guessing the meaning from context (10.28%), re-
reading (13.95%), and self-evaluation (14.41%). These numbers include all occurrences and
mentions of strategy use, together with the verbal protocols and follow-up interviews.

4.2 Main findings of the verbal protocols

One initial assumption made prior to the data collection was that there would be salient
differences between participants’ performance on the verbal reports and their perception of
strategy use in the self-reports. The separation of the data into two main sets confirmed this
hypothesis. Table 2 below demonstrates the types and frequency of strategy use in the 12 verbal
reports in ascending order of frequency.

Table 2. Types and frequency of strategy use in the verbal protocols

Strategy type Frequency Percentage
skimming 1 0.99
formulating questions 2 1.98
scanning 2 1.98
analyzing 3 2.97
getting the gist 3 2.97
inferencing 5 4.95
using supporting details 6 5.94
clarifying 6 5.94
prioritizing information 7 6.93
activating prior knowledge 8 7.92
self-monitoring 10 9.90
guessing the meaning 11 10.89
re-reading 13 12.87
self-evaluation 24 23.76
Total no. of occurrences 101 100
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Altogether, 14 different types of strategies were observed in the semi-retrospective reports, with
three strategies topping the list: guessing the meaning, re-reading for clarification and self-
evaluation. The total number of strategies used in the protocols (101 out of 215) accounted for
47 % of the total. The top three strategies were guessing the meaning, re-reading and self-
evaluation, the latter used in the sense of self-assessment of task-specific and general reading
performance. In fact, participants were observed to both employ and talk about reading
strategies during the protocols. The excerpts below will now present examples of the top three
strategies. All excerpts were translated into English by the author of this study. For the sake of
economy, interjections, hesitations and certain attitudinal markers were excluded from the
translation.

Guessing the meaning

Mokhtari and Reichard (2002) categorize guessing the meaning as a problem-solving strategy,
as it involves figuring out the meaning of unfamiliar lexical items from the context. Of the total
number of strategies used in the verbal protocols, 11 (10.80%) pointed to participants
employing this strategy in an effort to decipher meanings or show awareness of its importance
in the process of reading. The following excerpts evidence successful and failed attempts to
guessing the meaning,.

(1) For example, if I was presented the verb ‘comply with’ without context, I would not be able
to guess the meaning, but here it was clear to me what it meant. (Participant 3)

(2) Here is the word “anthropological’, and I should know what it means, but I still don’t get it.
I always try to guess from the context, and, as it stands together with “economic” and the two
are connected with “and”, I infer that it means something similar. (Participant 7)

(3) In the first paragraph of this part I encountered a couple of unknown words and phrases.
For example, I had never seen the expression “Lamalera”, and the same goes for the words
‘large catch’ and ‘forager’. First I tried to work out the meaning from the context, but it did not
help. Luckily though, I did not need them to understand the passage. I don’t think they were
important for comprehension. (Participant 2)

(4) I had not encountered the phrase “preference for compliance” prior to reading the text.
Obviously, I know what “preference” means, but I have never seen “compliance” in this
context, and I could not make out what it means. That gave me some thinking, but I still
managed to understand the conclusion of the research. (Participant 2)

Examples 1 and 2 show (at least partially) successful guesswork. Interestingly though, in none
of the three cases do participants actually verbalize their solution, which might imply that they
formulated an approximate idea of what the unknown word means and they were comfortable
enough with that to move on reading. Excerpts 3 and 4, however, show two unsuccessful
attempts by the same participant’s trying to figure out unfamiliar words. At the same time, both
participants reported being able to grasp the gist of the text without knowing these words, a
remark worthy of attention, particularly in the case of 4, where it was one of the keywords in
question. This strategy appears to follow similar patterns across the data: apart from the few



Edulingua 91 (2023)

unsuccessful ones, most attempts resulted in participants’ reporting having understood the
meaning of the unfamiliar lexical item.

Re-reading

Re-reading is a fundamental strategy that has consistently figured among the major reading
classifications, often listed along reading aloud and adjusting reading speed (see Block, 1986,
Alderson, 2001, Mokhtari & Reichard, 2002, Grabe & Yamashita, 2022). Considered a
problem-solving metacognitive strategy in the Mokhtari-Reichard taxonomy, re-reading is
closely associated with the reader’s effort to overcome comprehension obstacles, which usually
concern larger units of texts. Let us now see some examples of this strategy in the dataset:

(5) The first sentence was a bit too long, and I had to go through it like three times to
understand it. (Participant 3)

(6) Maybe the very last sentence was a longer and more complex one, and I had to skim through
it twice or three times. It was important to understand this final sentence, but the sentences at
the beginning were easy to understand. (Participant 4)

(7) There weren't any difficult words, but I had to re-read some parts to make sure I remember
them. For example, we had these examples from Indonesia and Tanzania, and I re-read them to
get the idea, but, apart from that, it was comprehensible. (Participant 8)

Reflections of re-reading follow a very similar pattern: the participant identifies the part or
sentence that was difficult for them to understand upon first reading, and then reports going
back and re-reading that specific part in the hope of figuring out the meaning. Excerpts 5 and 6
show instances of re-reading as a result of syntactic complexity, while in excerpt 7, the
difficulty in comprehension springs from the abundance of supporting details in the passage.

One noteworthy detail regarding the sub-corpus on re-reading is the phenomenon of some
participants’ tendency to integrate bits of self-evaluation into retrospection. Below are two
examples of this phenomenon:

(8) I tend to first skim through the text, and I can’t remember much after it, so I have to force
myself to go through it again in detail. (Participant 9)

(9) I have noticed that I always overlook numbers. I don’t really read them, but if [ have to, I go
back to them to see the exact number. (Participant 6)

These excerpts seem to substantiate re-reading as a metacognitive strategy: participants report
taking the conscious decision to re-read the sentence or passage in question to clarify meaning.
This observation led us to discuss some peculiarities of self-evaluation of verbal protocols.

Self-evaluation

Unlike the other metacognitive strategies identified in the verbal reports, self-evaluation bears
upon participants’ perception of themselves as strategic readers instead of the information
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content and organizational structure of the text. This strategy has by far exceeded all the others
in terms of frequency of occurrence (23.53%). The excerpts presented below highlight different
aspects of self-evaluation, which can be divided into two groups: self-assessments of text-
specific performance and general strategy use.

(10) I don’t know why, but for some reason it took me longer to read this part. It’s either
because I have become tired or simply because it was harder for me to understand. (Participant

8)

(11) I think I'm generally a slow reader, because I often can’t concentrate and I have to re-read
the same sentence again and again. (Participant 3)

(12) I have noticed that sometimes I don’t understand what’s going on at the beginning of the
paragraph, and, instead of re-reading, I decide to read on and hope that it will help me
understand what was not clear before. This might be a bad strategy and I should re-read
instead, but I usually opt for this solution due to lack of time. (Participant 7)

Excerpt 10 is an instance of self-evaluation in which the participant focuses on a specific
reading task. Excerpts 11 and 12, in contrast, exemplify participants’ general observations of
their reading practices, and they do so in two different ways. In excerpt 11, the participant
reports concentration issues during reading and explains how she tries to overcome them by re-
reading. In 12, we see a more complex explanation developed in the self-reflection: the
participant identifies the problem (comprehension problems at the beginning of paragraphs),
explains the strategy he usually employs in an attempt to overcome it (reading on), and then
criticizes his own approach and offers a seemingly better solution (re-reading). To answer the
question that would logically follow, he immediately adds that lack of time is the chief reason
why he chooses to go with a “weaker” strategy. While the latter example proved to be
exceptional in terms of the complexity of the explanation provided by the participant, it can be
stated that participants generally had a critical view of their strategy use, showing the capacity
to identify their strengths and weaknesses.

To summarize the findings relevant to the verbal protocols, it can be concluded that
participants demonstrated varied strategy use, with metacognitive strategies topping the
frequency list. Participants showed awareness of certain strategies, which is reflected in the
observed instances of self-evaluation. It has to be added, however, that while in the larger part
of the dataset it was possible to draw relatively clear-cut distinctions of strategy use, there were
examples of participants’ using multiple strategies simultaneously, occasionally blurring the
division lines. These observations might be regarded as a potential justification for the
aforementioned definitional uncertainties in the literature; however, owing to the constraints in
the scope of the present study, this issue will not be further discussed. Instead, let us turn our
attention to the data obtained from the follow-up interviews.

4.3 Main findings of the follow-up interviews

The second subsection of the data analysis presents the results of the follow-up interviews. The
goal of this segment of analysis is twofold: on the one hand, it examines participants’ self-
perception of themselves as L2 readers in an academic context. The data presented herein will
be used to provide a basis for comparison with the findings of the verbal protocols. Below are
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the strategies mentioned or described in the self-reports. Frequency was calculated based on the
number of participants mentioning the strategy at least once, as was the case on several
occasions that participants’ reports of using a strategy were redundant (i.e., there was no
perceivable difference in the function(s) of the given strategy between its individual mentions),
it appeared to be of no real practical value to count the individual occurrences in this set of the
data. Table 3 below regroups strategies according to three bands of frequency of occurrence
(i.e., how many of the 12 interviews they were mentioned).

Table 3. Strategies mentioned in the follow-up interviews regrouped in three bands

Frequency 1-3

Frequency 4-6

Frequency 7-11

inferencing

pre-viewing

summarizing

taking mental notes

comparing expectations
with actual content

getting the gist
scanning
prioritizing information

note-taking and highlighting

skimming
self-evaluation

using external sources
guessing the meaning
re-reading

skip and return
conscious focus

taking a break

reading aloud

final reading

predicting

keywords

using supporting details
paraphrasing and translation
background knowledge
self-monitoring
pre-reading preparations

analyzing

As shown in Table 3, the number of strategies evoked in the follow-up interviews far exceeded
that of the verbal protocols, with 27 compared to 14. Except for clarifying and formulating
questions, all strategies presented in the verbal protocol were mentioned in the interviews. The
majority of them, however, had a frequency between 1 and 3, meaning they were mentioned
between one and three participants. This frequency band contains 18 out of the 27 strategies,
accounting for two-thirds (66.66%) of the total number. The frequency band of 4-6 mentions
counts 6 strategies (22.22%), and the remaining three strategies (11.11%) belong to the 7-11
range. No strategy was mentioned by all of the participants. Similarly to the analysis of the
verbal protocols, the discussion in this subsection focuses on participant perceptions of the top
three strategies in the follow-up interviews, which are, in ascending order of frequency: using
external resources (n=7), guessing the meaning (n=9), and re-reading (n=11).

The full list of follow-up questions is provided in the Appendix. The questions relevant to
strategy use in L2 reading were the following (NB. the numbering is different from the original,
see Appendix):
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(1) In general, how do you approach the reading of an English text? Do you have any conscious
strategies to it?

(2) What do you do when you get stuck while reading a text? Do you try to resolve the problem
yourself, or do you seek external help?

(3) While and after reading a text, what do you do to understand and remember what you have
read?

Using external resources

Having recourse to outside reference is among the most commonly employed support strategies
(Alderson, 2001; Mokhtari & Reichard, 2002; Semtin & Maniam, 2015). Seven of the 12
participants reported using external resources in response to the question of how they overcome
reading difficulties (Question 2). Below are some examples demonstrating this.

(13) I often use the dictionary. First, if possible, I try to guess it from context. For example, we
had the word “comply”, and I wouldn’t have looked it up in the dictionary anyway because its
meaning is obvious. But when I'm really not sure about the meaning, I reach for the dictionary;
this is what [ would’ve done in the case of “ingrained”. (Participant 3)

(14) First I try to resolve the problem myself by, let’s say, guessing the meaning. If that doesn’t
work, then I need outside help. (Participant 5)

(15) It depends on the kind of text that I'm reading, and it depends also on the reason why I'm
reading it. For example, if it's an academic task and I have to read it and I don't have much time
on my hand, then I, I go for the easiest solution and I know it's not the best one because it's not.
(Participant 10)

(16) It depends on the nature of the problem. I usually try to find the solution myself, but when [
get stuck, when there’s a word that I really can’t figure out, I use the dictionary. Other than
that, I don’t use any outside sources. (Participant 12)

The examples taken from four different participants suggest that using the dictionary is the most
common external help they seek in the case of lexical-level comprehension difficulties.
However, three of the four participants in the sample report reaching for the dictionary only
after having tried to deduce the meaning from context. In excerpt 15, we see the participant
naming lack of time as the primary reason she goes for “the easiest solution” despite
acknowledging its shortcomings. In addition, one participant reported asking for help from
fellow students or teachers when encountering comprehension problems in a classroom context.

Guessing the meaning

As it was just formulated in relation to the examples provided above, participants tended to use
guessing from context as a means of deciphering unfamiliar vocabulary. In fact, 9 out of the 12
respondents mentioned using this strategy in their general reading practice. Below are two
examples demonstrating the participants’ preferences for this problem-solving strategy.
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(17) I usually try to resolve the problem on my own. I rarely use a dictionary, but I know that
sometimes I should. What I usually do is read on and try to guess the meaning from context.
(Participant 8)

(18) 1 usually prefer finding the solution myself even if I have to re-read the same part five times
[...] This, of course, depends on the text too, but I mostly try to resolve the problem on my own,
1 try to guess the meaning from context. (Participant 11)

The relevant data in this subcorpus suggests a complementary relationship between using the
dictionary and deducing meaning from context — or, on some occasions, from background
knowledge of lexical elements belonging to the same word family as evidenced in the verbal
protocols.

Re-reading

Similarly to guessing from context, re-reading figured in the top three strategies in both the
verbal protocols and the follow-up interviews. A problem-solving strategy which involves
scanning for specific passages or sentences within the text, re-reading appears to be a commonly
and consciously applied strategy among participants. Below are some representative excerpts
supporting this observation. This strategy was mentioned in participant answers to all three
interview questions, that is, general participant approach to reading a text (excerpts 19 and 20),
overcoming comprehension difficulties (excerpts 21 and 22), and remembering information
from the text (excerpts 23 and 24).

(19) First I read through the whole text, and while so doing, [ make a note of the parts I have to
go back to. I return to that part after the first read, and re-read it. Once I’ve understood it, I re-
read the whole text once again. (Participant 2)

(20) First I always read the whole text, and if, let’s say, there is a task accompanying it, and |
find a word [connection?], I go back to the text and re-read that part. (Participant 5)

(21) I start re-reading the text a little bit later, because that helps me to move on without a
problem. (Participant 9)

(22) I re-read the difficult part multiple times, hoping it will help. (Participant 8)

(23) I don’t have any particular technique. If I can’t remember what I'm reading, I go back and
re-read it. (Participant 5)

(24) I make a note of the parts I have to go back to while reading. I return to that part after the
first read. (Participant 12)

In addition to highlighting participants’ use of re-reading as a way to overcome comprehension
problems, excerpts 19-24 suggest that re-reading can be effective in identifying important parts
of a text when, for example, looking for answers to a question in a related task in excerpt 20. It
is also used as a means to remember vital information in a text, as formulated in excerpts 23 and
24. As re-reading involves searching for specific information based on the data, it might not be
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implausible that it constitutes a form of scanning, a strategy that was not included in the
Mokhtari-Reichard taxonomy.

Despite the fact that the scope of the present analysis is limited to strategies with the
highest frequencies of occurrence, it might be worth taking a quick look at strategies mentioned
in the follow-up interviews but absent in the verbal protocols. These mostly belong to the low-
frequency (1-3) band and include strategies that are not generally discussed in the literature,
such as taking mental notes, skipping difficult parts and then later returning, comparing
expectations with actual content or paraphrasing and translation. The only exception here is the
strategy of using external resources, the absence of which in the protocols appears to be justified
by the circumstances of the data collection, that is, participants were not allowed to use a
dictionary or ask for help from the researcher. While most of the strategies listed above appear
to be instances of individual strategies, upon closer examination, they might be relatable to
some of the more common strategies. For instance, skipping and returning will obviously
include re-reading, and comparing pre-reading anticipations to the actual information content of
the text, together with predicting, involves activating background knowledge, a strategy
generally regarded as essential in the pre-reading and pre-viewing phases (Oxford, 2017, pp.
275-276; Grabe & Yamashima, 2022, p. 302). It is possible that, in their answers, participants
highlighted elements of “larger” strategies that they found important to mention.

4.4 Answering research questions (1) and (2)

The first two research questions aimed to explore strategy use and self-perception across
participants. A summary of these findings is provided below.

RQ1: What reading strategies do participants employ in a controlled reading situation which
attempts to imitate an actual academic reading situation to the extent possible?

Based on the frequency of occurrence, it can be stated that the three most commonly used
strategies were guessing the meaning, re-reading and self-evaluation (with this latter one
including reference to the use of other strategies). These are all categorized as metacognitive
strategies, based on relevant taxonomies. Indeed, participants’ apparent preference for
metacognitive strategies seems to be further reinforced by the fact that places 4 to 6 in the list
are also occupied by strategies of the same category, namely, self-monitoring, activating
background knowledge and prioritizing information. Furthermore, participants tended to show
awareness of their thought processes and demonstrated the capacity to view their performance
critically.

RQ2: How do participants perceive their own strategy use when reading in the L2, and how
does it compare to the findings in verbal protocols?

The relevant questions of the follow-up interviews highlighted a strategic mindset that appeared
to be more diverse in nature than what could be revealed in the verbal protocols. The top three
strategies were the use of external resources, guessing from context and re-reading, which, once
again, belong to the metacognitive realm. A similar tendency is revealed in the mid-frequency
band (4-6 occurrences), with strategies such as note-taking and highlighting, prioritizing
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information and self-evaluation having a solid presence in the self-reports. The low-frequency
band (1-3 occurrences) included a mixed list of cognitive and metacognitive strategies.

A comparison of the two datasets yielded similar results. First, two of the top three
strategies are the same in the verbal protocols and the follow-up interviews, and there is
noticeable overlap in the rest of the data despite the latter dataset being greater in variety.
Second, both datasets showed a preference for metacognitive strategies. The main cognitive
strategies include analyzing, inferencing, and clarification.

4.5 Results of the SORS test

The third research question of the study set out to explore potential correlations between the
main findings of the interviews and the results of the SORS test. To briefly recap, the SORS
measures L2 learners’ metacognitive reading strategies along the three main dimensions of the
Mokhtari-Reichard taxonomy, namely, global, problem-solving and support strategies.

The overall average of the 12 participants was 3.69, which falls into the lower range of
the high band (from 3.5 upwards), indicating that participants generally have a high level of
strategy use when it comes to reading in the L2. Individual averages varied between 3.03
(medium) and 4.30 (high). None of the participants scored in the low band (2.4 or lower). As for
the specific groups of strategies, the results showed the following order of preference across
participants: problem-solving, global and support strategies. Indeed, 8 out of 12 (67%)
respondents scored highest on problem-solving strategies, and 4 out of 12 (33%) were found to
use global strategies in the first place. Support strategies came in third place, 10 out of 12 times
(83%). In light of these findings, let us now return to RQ3:

RQ3: To what extent are tendencies of strategy use and self-perception emerging in (1) and (2)
are consistent with the SORS results in general?

The data obtained from the verbal protocols and the follow-up interviews suggested participant
preference for metacognitive strategies in comparison with cognitive ones. While this tendency
appears to be consistent across the two datasets, the overwhelming prevalence of metacognitive
strategies might be partially explained in terms of them being considerably larger in number in
the taxonomical systems and, therefore, in the set of codes applied to the data. The results of the
protocols and the interviews suggest an overall preference for global and problem-solving
strategies, with the exception of the support strategy of using external resources figuring in the
top three strategies of the follow-up interviews. It can be thus stated that the broad comparison
of the SORS results with the main findings suggests a certain degree of consistency between the
numerical and the qualitatively assessed datasets.

5. Conclusion

The primary goal of this study was to investigate strategy use and reader self-perception among
first-year English majors and teacher trainees. A combined research design of semi-
retrospective verbal protocols, follow-up interviews, and the SORS test was used to map out
potential patterns of strategy use. The results suggest that participants generally tend to show
awareness of their strategy repertoire and they prove to be capable of viewing themselves as
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readers from a critical angle. The comparison of the three sets of data shows a strong preference
for metacognitive strategies, with problem-solving and global strategies being the most
frequently used and mentioned ones. These results appear to be consistent with international
research findings, indicating that proficient readers tend to use high-order strategies to a
considerable extent. Future research directions could involve the expansion of the study to a
wider population and possibly over longer periods of time. A longitudinal examination of the
participants’ L2 reading strategy use could provide a reliable picture of how their reading skills
develop. A study of such a scale would, of course, require a research design embedded in the
syllabus of the reading skills seminar, which would definitely have important pedagogical
implications.
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Appendix: Self-developed research materials
A: Text used in the verbal protocols

Small acts of kindness are frequent and universal, study finds

Around the world, research reveals, people help each other about every 2 minutes

A new study by UCLA sociologist Giovanni Rossi and an international team of collaborators
finds that people rely on each other for help constantly. In the study, published in Scientific
Reports, a group of international authors explore the human capacity for cooperation. They
found that people signal a need for assistance, such as asking someone to pass them a utensil,
once every couple of minutes.

The research revealed that those requests for help do not go unanswered: Across cultures,
people comply with these small requests far more often than they decline them. On the rare
occasions when people do decline, they explain why. These human tendencies transcend
cultural differences, suggesting that, deep down, people from all cultures have more similar
cooperative behaviours than prior research has established.*

The new findings help solve a puzzle generated by prior anthropological and economic
research, which has emphasized variation in rules and norms governing cooperation. For
example, while whale hunters of Lamalera, Indonesia, follow established rules about how to
share out a large catch, Hadza foragers of Tanzania share their food more out of a fear of
generating negative gossip. "Cultural differences like these have created a puzzle for
understanding cooperation and helping among humans," said Rossi, the paper's first author.
"Are our decisions about sharing and helping shaped by the culture we grew up with? Or are
humans generous and giving by nature?"

To answer those questions, the authors analyzed over 40 hours of video recordings of
everyday life involving more than 350 people in geographically, linguistically and culturally
diverse sites -- towns in England, Italy, Poland and Russia, and rural villages in Ecuador,
Ghana, Laos and Aboriginal Australia.*

The analysis focused on sequences in which one person sent a signal for help, such as
asking directly or visibly struggling with a task, and another person responded. The authors
identified more than 1,000 such requests, occurring on average about once every two minutes.
The situations involved "low-cost" decisions about sharing items for everyday use or assisting
others with tasks around the house or village, for example. Such decisions are many orders more
frequent than "high-cost" decisions such as sharing the spoils of a successful hunt, a type of
decision that has been found to be significantly influenced by culture.

People complied with small requests seven times more often than they declined, and six
times more often than they ignored them. People did sometimes reject or ignore small requests,
but a lot less frequently than they complied. People helped without explanation, but when they
declined, 74% of the time they gave an explicit reason. The average rates of rejection (10%) and
ignoring (11%) were much lower than the average rate of compliance (79%).

The preference for compliance held across all cultures and was unaffected by whether the
interaction was among family or non-family members. The findings suggest that being helpful is
an ingrained reflex in the human species, Rossi said.*
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B: Follow-up interview questions

1. On a scale of 1 to 5, how difficult did you find the text? (If you found it difficult: what do
you think the reason was?)

2. In general, how do you approach the reading of an English text? Do you have any
conscious strategies to it?

3. What do you do when you get stuck while reading a text? Do you try to resolve the
problem yourself, or do you seek external help?

4. While and after reading a text, what do you do to understand and remember what you
have read?

5. How often do you read scientific and non-scientific texts in Hungarian?

6. How often do you read scientific and non-scientific texts in English?

7. Besides English, what other language(s) do you speak? (If you speak another language:
do you read in that language?)
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This study aimed to examine the reliability and robustness of a questionnaire developed based on the
Teachers' Attitudes Towards Computers (TAC) Questionnaire (version 6) by Christensen and Knezek
(2009) to measure EFL primary school teachers’ attitudes towards ICT use in teaching practice in
Vietnam. Exploratory Factor Analysis (EFA) was conducted on a pilot study sample (n = 202) to refine
the factor model. The identified factor structure was then used to collect data for the main study (n =
598). Cronbach's alpha and McDonald’s omega coefficients were computed to evaluate the internal
consistency of the newly identified factors in both the pilot study and main study samples. The findings
revealed consistent reliability in the factor structure across the samples, reinforcing the robustness of the
questionnaire and its reliability for future use. Implications for both researchers and educational
organizations are also presented in this study.

Keywords: validation, reliability, teachers’ attitudes, EFA, ICT use

1. Introduction

Information and Communication Technology (ICT) has had a powerful impact on education
over the past few decades. ICT-enhanced teaching and learning has continued to flourish since
the Covid-19 pandemic. However, the effectiveness of ICT use in teaching is determined by
several factors (Al-Zaidiyeen et al., 2010) and teachers decide whether to integrate ICT, the
extent to which ICT penetrates their teaching, and how it is implemented in their practice.
Numerous studies have proven that teachers’ attitudes towards ICT use greatly influence ICT
adoption (Albirini, 2006; Celik & Yesilyurt, 2013; Scherer et al., 2018). Despite the wealth of
research on teachers’ attitudes towards ICT use in teaching practice, the number of systematic
studies in the same field in the Vietnamese educational landscape has been relatively limited.
Based on a thorough review by the researcher, no study has been conducted on EFL teachers’
attitudes towards ICT use in teaching practice at the primary school level in the Vietnamese
research context. Therefore, it is necessary for researchers to shift their focus to this topic, and a
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reliable instrument for measuring teachers’ attitudes towards ICT use in teaching is urgently
needed.

The Teachers' Attitudes Towards Computers (TAC) Questionnaire (version 6) developed
by Christensen and Knezek (2009) was selectively adapted with multiple changes by the
researcher because of its comprehensiveness, reliability, and validity. Specifically, it was
constructed based on 14 previously developed and widely used questionnaires and has
undergone several rounds of development and refinement with large samples over the years (see
Christensen & Knezek, 2009). Owing to the fast-paced development of ICT in general and ICT
in education in particular, this instrument somewhat displays its outdatedness to some extent.
For instance, it focused on teachers’ attitudes towards the use of computers, which was popular
at that time, but no longer the case after nearly twenty years.

Changes made to the original questionnaire were associated with the replacement of
several phrases and one construct called E-mail, which was considered inappropriate for
application in the targeted research context, and the exclusion of one irrelevant construct.
Therefore, it is essential to examine the factor structure underlying the modified questionnaire
and its reliability and robustness to ensure its ability to measure the relevant aspects of teachers’
attitudes towards the use of ICT in EFL teaching within the research context of Vietnam. Based
on these objectives, this study proposes the following hypotheses:

Hypothesis 1: There are changes in the factor structure of the adjusted questionnaire as a result
of running an exploratory factor analysis using the pilot sample compared to the original one.

Hypothesis 2: The reliability coefficients, including Cronbach’s alpha and McDonald’s Omega,
for the identified constructs based on both the pilot sample and the main data are statistically
significant, indicating significant internal consistency and robustness within the identified
questionnaire.

After formulating these hypotheses and specifying the parameters for examination, attention
was turned to the research questions guiding the examination of the factor structure, reliability,
and robustness of the identified questionnaire over time. This study seeks to answer the
following two research questions.

Research Question 1. What changes are observed in the factor structure of the adjusted
questionnaire based on the pilot sample compared to the original one?

Research Question 2: To what extent does the identified questionnaire demonstrate reliability
and robustness over time based on both the pilot and main samples?

In summary, this introduction provides an overview of the significance of ICT use in education,
the role of EFL teachers’ attitudes towards ICT use in teaching practice, the need to develop an
instrument measuring EFL teachers’ attitudes towards it, checking its reliability and robustness
over time, and positing hypotheses and research questions accordingly. In the following section,
I will delve into the existing literature to contextualize my study within the broader research
landscape and examine relevant studies and theories.
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2. Literature review

After being modified and examined for reliability and robustness over time, the instrument was
later employed in the main study, which aimed to examine primary school teachers’ attitudes
towards the use of ICT in EFL teaching in an underprivileged area in Vietnam. This research is
part of a larger study, followed by an examination of teachers’ actual use of ICT in their
pedagogical practices. Taking these aims into account, this section will first delve into theories
depicting the correlation between teachers’ attitudes fowards ICT use and their adoption in
teaching practices; second, I review relevant previously developed instruments measuring
teachers’ attitudes, and finally go deeper into TAC version 6.

2.1 Attitudes: Definition, theoretical and empirical background

Attitudes are defined as “a relatively enduring organization of beliefs, feelings and behavioral
tendencies towards socially significant objects, groups, events or symbols" (Vaughan & Hogg,
2005, p. 154). Over the decades, attitudes have been recognized as “central to behavioral
intentions and usage behaviors” in theories explaining the acceptance and adoption of
technology (Dwivedi et al., 2019, p. 719). It has emerged as a pivotal factor influencing
individuals’ behaviors within traditionally established models. In the Theory of Reasoned
Action developed by Ajzen and Fishbein in 1975, attitudes, together with subjective norm,
contribute to the formation of behavioral intentions, consequently impacting actual behaviors.
Similarly, the Theory of Planned Behavior (TPB; Ajzen, 1991) asserts that attitudes, coupled
with subjective norm and perceived behavioral control, play a crucial role in predicting and
explaining individuals’ behaviors. Five years later, Taylor and Todd (1995) extended the TPB
by introducing the decomposed Theory of Planned Behaviour (DTPB). This model aims to
clarify user behaviors by examining the associations between beliefs, attitudes, intention, and
behaviour. Attitudes play a central role in predicting individuals’ usage behaviors.

It is worth noting that in some other frameworks, attitudes still exert their influence on
technology adoption but under various construct names. The Social Cognitive Theory (SCT),
extended to the context of information technology utilization by Compeau and Higgins (1995),
is an example. Affect, representing the positive feelings an individual experiences when using
computers, and anxiety, reflecting the negative emotions one may encounter during computer
use, grouped into affective factors, exhibit a direct impact on usage. Another theoretical
framework, namely the Model of PC Utilization (MPCU; Thompson et al., 1991), also consists
of the construct affect towards use, which refers to “feelings of joy, elation, or pleasure, or
depression, disgust, displeasure, or hate associated by an individual with a particular act” (p.
127).

Over time, theories aiming to elucidate technology usage behavior have received
substantial attention from researchers and undergone continuous development. Notably,
attitudes have consistently proven their role as predictors of actual utilization in practical
settings. In 2001, Ajzen conducted a comprehensive examination of the role of attitudes within
the TPB framework and investigated the relationship between attitudes and behavior in multiple
prior studies. The research results reaffirmed the significant exploratory and predictive
capabilities of attitudes in elucidating and forecasting behavior. Similarly, Teo et al. (2016)
validated their extended TPB, identifying that attitudes towards computer use had the most
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substantial positive impact on the intention to use technology, which consequently drove
individuals to take specific actions. Despite their doubts on the role of affective attitude
constructs in predicting the adoption of Information Systems (IS), Yang and Yoo (2004) shed
light on the significance of cognitive attitude as a critical factor in explaining it within their
study, extending Davis’s (1989) Technological Acceptance Model (TAM).

Previous empirical studies have demonstrated that teachers’ attitudes correlate with their
decisions on the use of ICT in their teaching practices. For instance, a study in the Syrian
context by Albirini (2006) emphasized that teachers had positive attitudes towards computers,
leading them to make decisions about using computers in in-class teaching. This finding aligns
with those of Yan and Piper (2003). Other studies (Teo & Bang Lee, 2010; Tondeur et al., 2008)
shifted their focus to teachers’ attitudes towards the use of technology, not the technology or
computers themselves, and came to a similar conclusion that teachers’ attitudes served as a
significant predictor of their intention to utilize technology in pedagogical practices. Therefore,
measuring teachers’ attitudes is an indispensable step in predicting their integration of
technology into teaching (Myers & Halpin, 2002), particularly for researchers, educational
policymakers, and administrators.

2.2 Measurement of teachers’ attitudes

Many instruments have been developed to measure teachers’ attitudes towards technology and
its use in teaching. Some focused on teachers’ attitudes towards technology itself, and the term
computers was used to refer to technology in their instruments (e.g., Albirini, 2006; Teo et al.,
2007). Others emphasized teachers’ attitudes towards the use of technology, but the use
mentioned in the questionnaire was still restricted to Computers (e.g., Al-Zaidiyeen et al.,
2010). Nevertheless, the continuous development of technology in education, specifically in
EFL teaching, has led to the introduction of novel instructional opportunities integrated with
new technological advancements (Murray, 2007). As a result, it is likely that teachers’ attitudes
towards ICT use in their pedagogical practices may change over time. Consequently, it is
critical to re-examine the instruments employed to gauge teachers’ attitudes in this field and to
clarify ICT use within these instruments.

Attitudes themselves are multidimensional constructs (Teo, 2008) that are measured
diversely based on different sets of dimensions. Nevertheless, the existing body of literature has
recorded a considerable number of studies in which instruments gauging attitudes as a
unidimensional construct were employed. A prime illustration is found in Al-Zaidiyeen et al.
(2010), who adopted the 15-item questionnaire developed by Albirini (2006) to investigate
teachers’ attitudes and their utilization of technology in classroom teaching within the Jordanian
research context. Similarly, Sang et al. (2010) conducted a study titled “Student teachers’
thinking processes and ICT integration: Predictors of prospective teaching behaviors with
educational technology”, employing the Attitudes towards Computers in Education Scale
(ACE), comprising eight items designed by Braak (2001). Another instance is found in the
study carried out by Al-Emran et al. (2016), where attitudes towards the integration of mobile
learning in higher education were measured as a unidimensional construct using a set of ten
items designed by the authors. However, it is worth noting that Yang and Yoo (2004) revealed
that while cognitive attitudes play a critical role in predicting ICT use, the influence of affective
attitudes remains uncertain. Taking the research objective of examining the reliability and
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robustness of the adapted questionnaire for further investigations into EFL teachers’ attitudes
towards ICT use and their actual use in pedagogical practices into account, the researcher
deliberately considered choosing the questionnaire to be adapted in this study, ensuring that
attitudes was treated as a multidimensional construct and comprised separate affective and
cognitive attitudinal dimensions.

2.3 Questionnaire adaptation: Examining factor structure, reliability, and robustness

The TAC questionnaire version 6, developed by Christensen and Knezek (2009) based on 14
previous instruments (see Christensen & Knezek, 2009), gauges various dimensions of attitudes
towards computer use, including enjoyment, anxiety, avoidance, e-mail, negative impact,
productivity, and semantic perception of computers. It has undergone two significant
refinements and was utilized to collect data over various time spans: 1995-1997, 19981999,
1999-2000, 2003, 2006, and 2008, confirming its consistently high psychometric attributes
(Christensen & Knezek, 2009). Nevertheless, Christensen and Knezek (2009) cautioned that its
robustness in maintaining stability in diverse international contexts should be scrutinized in
further investigations. This underscores the importance of conducting the present study to
examine the reliability and robustness of the questionnaire, especially after undergoing a
number of major adjustments before and after running factor analysis.

To minimize the number of variables and subsequently explore the underlying factor
structure, factor analysis is recommended (Pallant, 2010). This process involves taking a
substantial number of variables and condensing them by simultaneously proposing the potential
exclusion of certain variables and the underlying factor model. Several considerations should be
taken into account before conducting the factor analysis. One such consideration is sample size,
which is an aspect with limited consensus. Tabachnick and Fidell (2007) advocated for a
minimum of 300 cases, but acknowledged that a smaller sample size, such as 150 cases, could
be acceptable if certain marker variables in the solution exhibited high loadings. However,
Nunnally (1978) proposed a ratio of 10 to 1, indicating that one item requires ten cases. In a
recent study, Siiriicli et al. (2022) proposed that 200 cases should be regarded as the lower
threshold, suggesting that a sample size greater than 200 would be deemed sufficient. Other
considerations worth examining include the intercorrelations among items, with numerous
values equal to or exceeding .3 (Tabachnick & Fidell, 2007), Kaiser-Meyer-Olkin (KMO)
coefficients greater than .6 (Kaiser, 1970, 1974), and the statistical significance of Bartlett's test
of sphericity (p > .05; Pallant, 2010).

For item removal, the following criteria were applied. First, items with communality
values lower than .5 were eliminated (Hair et al., 2019b). Second, items with loadings lower
than .4 were also excluded (Howard, 2016). Third, items loaded on two factors or more with the
difference between the primary and alternative factor loadings below .2 were dropped out
(Howard, 2016). Finally, the items were removed based on the researchers’ judgment regarding
content validity. Concerning the determination of factors to be retained, it is recommended that
their eigenvalues, indicating the extent to which they explain the total variance, should be 1.0 or
above. (Pallant, 2010).

Calculating Cronbach’s alpha values is an indispensable step after determining the factor
model to inspect its reliability, with values greater than .6 considered acceptable in an
exploratory study (Hair et al., 2019b). Similarly, Straub et al. (2004) noted that Cronbach’s
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Alpha and McDonald’s Omega must surpass .6 in the post-analysis stage. Hair et al. (2019b)
also emphasized that a well-constructed scale should exhibit reliability, indicating consistent
scores across repeated applications on different samples.

This section is dedicated to reviewing references regarding the inspection of reliability
and robustness, concluding the literature review, and setting the stage for the upcoming method
section. The subsequent section presents an in-depth description of the participants, the
development of the instrument assessing EFL teachers’ attitudes towards ICT use in
pedagogical practices at the primary school level, the procedure of data collection, and data
analysis.

3. Methods

3.1 Participants

The pilot study sample consisted of 202 EFL primary schoolteachers in Vietnam. The average
age of the sample was M = 33.46 (SD = 6.23). Female teachers accounted for the highest
proportion at 80.2%, while male teachers made up a small percentage of 8.4%, and the rest
(11.4 %) reported not preferring to say. Most teachers obtained a bachelor’s degree (63.9%).
21.8% of the participants acquired an associate’s degree, nearly double the figure for those who
gained a master’s degree (9.3%). Only one participant (equivalent to 5%) completed a doctoral
degree. Data were collected in 2021 through convenience sampling using an online platform.
The data were initially used to obtain preliminary results regarding EFL primary school
teachers’ attitudes towards the use of ICT in teaching practice and the influence of demographic
characteristics on their attitudes. Second, it was used to develop a reliable questionnaire to
measure teachers’ attitudes towards ICT use.

The data for the main study were collected from 598 EFL teachers from different primary
schools in the Central Highlands of Vietnam, a mountainous area with numerous ethnic
minority groups living together. The age distribution varied across the different groups.
Specifically, the majority of the participants fell within the age group of 31-35 years (45.5%),
followed by those age groups of 26-30 years (21.6%), 40 years and above (16.2%), 36-40 years
(13.4%) and 20-25 years (3.3%). There were 41 male participants (6.9%), 514 female
participants (86%), and 43 participants preferred not to say (7.2%). In terms of the highest
degree, a significant percentage of teachers held a Bachelor's degree (69.6%). 14.9% obtained a
master's degree, nearly the same as the figure for those who acquired a degree of association
(14%). A small percentage of participants completed a doctoral degree (1.5%).

3. 2 Instrument

In this section, the researcher presents justifications for changes made to the original
questionnaire and details the adjustments made to enhance the instrument’s appropriateness and
effectiveness. The instrument is described in detail.

The questionnaire to measure teachers’ attitudes towards the use of ICT was mainly
adapted from TAC version 6 (Christensen & Knezek, 2009). The original consists of 51 items
under nine constructs: Interest, Comfort, Accommodation, Interaction (E-mail), Concern,
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Utility, Perception, Absorption, and Significance. To tailor the questionnaire to the research
goals of exploring teachers’ attitudes toward ICT in EFL teaching in the Vietnamese context
and to examine the impact of demographic characteristics on their attitudes, TAC version 6
underwent a thorough examination by the researcher and two experts in the same fields. As a
result, several adjustments were made, which are presented in this section.

It is worth noting that the terms factor and construct are used interchangeably throughout
this study. With the clear idea of developing and checking the reliability of the questionnaire
developed based on TAC version 6 in mind, I carefully read each item to detect any potential
issues and brainstorm their solutions. First, I selected several items from the previous version of
TAC version 6, which might be potential items for factors in the questionnaire used in the
Vietnam research context based on my own judgment to enrich the item pool (e.g., I like using
technologies in my teaching at school under the factor Interest, and the item / find it challenging
to learn about technologies under the factor Comfort). This is known as the first step in the
process of developing and piloting questionnaires (Dornyei, 2007). Next, I replaced the term
computers with the term technology instead of ICT, which denotes “a diverse set of
technological tools and resources used to communicate, and to create, disseminate, store, and
(UNDP, 2001, p. 2). For example, the item A4 job using computers would
be very interesting is transformed into 4 job using technology is interesting to me.

For the second step, referred to as the “initial piloting of the item pool,” I collaborated
closely with an expert. We carefully reviewed all the items multiple times. During this stage, we

9 9

manage information

identified and agreed upon certain issues, such as complicated language (e.g., Computers
intimidate me), double-barreled questions (e.g., Working with a computer makes me feel tense
and uncomfortable; I think that working with computers would be enjoyable and stimulating),
and the irrelevance of the factor called Interaction (E-mail).

Our approach involved rewording items with complex language and splitting double-
barreled items into two single items, which can be easily understood by EFL primary school
teachers at B2 level and above. For the construct Interaction (E-mail), we shared the perspective
that email was an unpopular means of interaction between teachers and students at the primary
school level. Therefore, measuring EFL primary school teachers' attitudes towards the use of e-
mails might not yield in-depth and valuable data (e.g., The use of Email helps provide a better
learning experience, The use of electronic mail (E-mail) makes the student feel more involved).

It is worth noting that the pilot study was conducted during the Covid-19 pandemic, when
online teaching and learning experienced a surge on various online platforms and became the
sole option to maintain educational activities over the social distancing period. Accordingly, the
interaction between the teachers and students was maintained online. As a consequence, we
arrived at the decision to substitute the factor Interaction (E-mail) with Online Interaction,
which focused on measuring teachers’ attitudes towards online interaction; for example, Online
environment helps to increase students’ talking time, and Online classrooms require less
teachers’' preparation than face-to-face ones.

Afterwards, I sought the input of another expert to review the questionnaire, and she
suggested excluding the factor Perception. This factor comprised five pairs of extreme
adjectives positioned at the two ends of the spectrum (e.g., pleasant and unpleasant) and was
measured using 7-point Likert scale. It would be challenging to run relevant statistical analyses,
compare or combine the responses, and interpret the results, as the other factors of the
questionnaire were measured using a S-point Likert scale. I concur with her regarding these



n Vuong: EFL teachers' attitudes towards ICT integration in primary school classrooms

concerns. Furthermore, this factor aimed to measure how teachers felt about computers,
utilizing adjectives such as comfortable, likable, pleasant, exciting, which were somewhat
covered by other factors, such as comfort and interest. Finally, as previously mentioned, this
questionnaire was developed and validated for use in a smaller study within a larger research
project. In this broader study, I conducted interviews with teachers to gain an in-depth
understanding of their attitudes towards the use of ICT in EFL teaching and its actual
implementation in teaching practice. In my judgment, the decision to eliminate this factor does
not result in data loss or violation of theories.

After completing these steps, the final version of the questionnaire consisted of 62
content questions distributed across eight constructs: Interest, Comfort, Accommodation, Online
Interaction, Concern, Utility, Absorption, and Significance. All items under these eight factors
were rated on a 5-point Likert scale, ranging from 1 (strongly disagree) to 5 (strongly agree).
The developed questionnaire is presented in Appendix 1. In addition, the original version, or
TAC version 6, is presented in the Appendix section under Appendix 2.

The questionnaire used in the main study was obtained from an EFA conducted on a pilot
study sample. It consisted of 51 items under seven constructs, including Significance, Comfort,
Interest, Online Interaction, Concern, Absorption, and Negative Impact on Society and 14
questions regarding information background.

3. 3 Procedure

Prior to data collection for the pilot study, the questionnaire was created on an online platform
(Google form) and sent to two teachers to verbalize their thoughts during the completion of the
questionnaire, known as the think-aloud protocol. They showed different understandings of the
phrase learning difficulties, both of which were accepted in this study. Therefore, no further
changes were made after this step. Afterwards, the link to access the questionnaire was sent to
my colleagues through private messages on social media, and they were also asked to spread it
to their colleagues. The link was posted on pages for EFL primary teachers in Vietnam.

As for the main study, the questionnaire was also created on an online platform (Google
Form). E-mail addresses were collected to check for repeated responses from the same
respondents. It was posted on various pages for primary EFL school teachers. However, only
EFL teachers from primary schools in the Central Highlands of Vietnam were asked to
administer the questionnaire because of the research scope. In addition, the link was shared on
social media accounts such as Facebook and Zalo, which are widely used in the Vietnamese
context. They were also distributed to my colleagues via email and through private messages.
Finally, with the valuable support of five officers currently working in five Provincial
Departments of Education and Training and responsible for the EFL sector at the primary school
level, the questionnaire access link was sent to all primary schools in five provinces in the
Central Highlands. This effort contributed significantly to maximizing the response rate of the
questionnaire.

3. 4 Data analysis

EFA was conducted using the Statistical Package for Social Sciences (SPSS) version 26. The
approach for determining the number of factors to extract was Kaiser’s criterion, or the
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eigenvalue rule, in which only factors with an eigenvalue equal to or greater than 1.0 were
retained for further examination (Pallant, 2010). Principal component analysis was chosen as the
extraction method because of its ability to generate a more structured and interpretable model
(Hair et al., 2019). The Varimax method was chosen, as it was suggested to be the most used by
Hair et al. (2019). Factor loadings were categorized as weak (<.4), moderate (.4 to .6), or strong
(> .6; Kline, 2014). In this study, only items with factor loadings equal to or greater than .5 were
displayed.

Cronbach’s alpha (o) and McDonald’s omega () were then calculated for each new
factor of the specified factor model resulting from the EFA, using the pilot study sample and the
main study sample. These values must be above .60 to ensure the reliability of the factor
structure (Straub et al., 2004).

4. Results and discussion

To test Hypothesis 1, an EFA was conducted to examine the underlying factor structure of the
pilot study data. The sample size (n = 202) was adequate to run the EFA, satisfying the
threshold recommended by Siiriicli et al. (2022). An examination of the correlation matrix
revealed many coefficients of .3 and above (Tabachnick & Fidell, 2007). The Kaiser-Meyer-
Olkin (KMO) was .87, greater than the threshold of .6 (Kaiser, 1970, 1974), and Bartlett’s test
of sphericity was statistically significant (p <.05; Pallant, 2010), confirming the suitability of the
correlation matrix for factor analysis.

After several rounds of eliminating items based on the aforementioned criteria in the
literature review section and rerunning the EFA with principal component analysis and the
varimax method, a seven-factor model was revealed, with eigenvalues greater than 1, explaining
a total of 62.16 percent of the variance. Eleven items were removed: COM3, COM6, ACC2,
ACC4, ACCS5, ONIN7, UT1, UT7, ABS, AB6, and AB7.

The Kaiser-Meyer-Olkin Measure of Sampling Adequacy was .88, and Bartlett’s test of
sphericity was significant (p <.05), indicating that the factor analysis was appropriate. The
correlation matrix table was also examined and numerous coefficients above .3 were found
(Tabachnick & Fidell, 2007). None of the items had a communality value below .5. Table 1
presents a rotated matrix with seven constructs.

For Hypothesis 2, Cronbach’s alpha and McDonald’s omega values were calculated to
examine the internal consistency of new constructs using samples from the pilot study and the
main study. The results showed that all new constructs had internal consistency. In the pilot
study sample, Cronbach’s alpha and McDonald’s omega coefficients ranged from .7 to .9 (see
Table 2). For the main study sample, they fell between .6 and .9 (see Table 2). These findings
support Hypothesis 2, providing evidence for the questionnaire’s reliability and robustness.

The EFA results suggest a seven-factor model that displays several variances from the
questionnaire developed in the previous stage (see Table 1). Thus, Hypothesis 1 was supported,
indicating alterations in factor structure. According to Hair et al. (2019b), once the factor
solution is obtained, the researcher labels or names the factors. The label or name of a factor
represents its variable loading. They also emphasized that variables with stronger loadings had a
greater impact on determining the factor name.
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Table 1. Factor Loadings for retained items in the Seven-Factor Model

Factor
1

Factor
2

Factor
3

Factor
4

Factor
5

Factor
6

Factor
7

Factor

Factor

SIG6
SIG3
SIGS
SI1G4
SIG1
UT5
SI1G2
UT3
UT2
UT4
UTé6
UTS8
COM9
COMS
COMS5S
COM7
COM2
COM1
ACCl1
COM4
ACC6
ACC3
16

17

12

I3

I5

I1

14
ONINS
ONIN3
ONIN6
ONIN9
ONIN10
ONIN8
ONIN2
ONIN4
CONS5
CON4
CON7
CONG6
CON9
AB3
ABI
AB4
AB2

795
.780
74
747
738
726
718
17
.679
.678
.658
578

.842
.829
.807
.802
.769
725
713
.666
.639
.570

768
764
.760
.746
715
713
.684

.824
786
72
756
.740
.664
.537
.524

.807
.803
.662
.634
S11

758
750
.654
.601
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ONIN1 .649
CON2 .648
CON1 .630
CONS 542
CON3 .509

Note. Factor loadings represent the strength and direction of the relationship between each item and corresponding
factor in the model. SIG, UT, COM, ACC, I, ONIN, CON, and AB represent the Significance, Utility, Comfort,
Accommodation, Interest, Online Interaction, and Absorption, respectively.

Table 2 Cronbach's Alpha and McDonald's Omega Coefficients for Retained Items in the
Seven-Factor Model: Pilot Study Sample and Main Study Sample

Factors Items Standard item code Pilot Study Main Study
Sample Sample
a 0} a [0)
Significance 12 SIG1, SIG2, SIG3, SIG4, 933 933 923 .923

SIGS5, SIG6, UT2, UTS3,
UT4, UTS, UT6, UT8

Comfort 10 COM1, COM2, COM4, 901 926 .909 918
COM5, COM7, COMS,
COM9, ACC1, ACC3,

ACCo6
Interest 7 11,12, 13, 14, I5, 16, I7 913 914 877 877
Online Interaction 8 ONIN2, ONIN3, ONIN4, .883 .887 812 .830

ONINS, ONIN6, ONINS,
ONINY, ONIN10

Concern 5 CON4, CONS5, CONG®, .846 .847 187 793
CON7, CON9

Absorption 4 AB1, AB2, AB3, AB4 .830 .832 .690 .697

Negative Impact on 5 ONIN1, CONI1, CON2, 723 723 .604 .605

Society CON3, CON8

With these guidelines in mind, the first and second factors were named Significance and
Comfort, respectively. To be more specific, the first new factor in Table 1 consists of 12 items
from two former constructs: Significance and Utility; however, the Significance items had much
higher factor loadings than the Utility items. The second factor in Table 1 was given the name
Comfort as Comfort not only revealed greater factor loadings, but also outnumbered
Accommodation items.

Subsequently, no change was found in the third construct in the new factor solution (see
Table 1) in terms of the number of items and the items themselves compared with the original
Interest construct. As a result, the factor name Interest remains unchanged. Similarly, all Online



Vuong: EFL teachers' attitudes towards ICT integration in primary school classrooms

Interaction items, except for ONIN7, which was removed in the previous step, were found to
load on one factor, with loadings ranging from .52 to .82. Hence, the label Online Interaction
remained unchanged.

One of the significant changes was that the items under the original construct Concern
were split into two groups. A thorough examination of these items revealed that one group
consisted of statements measuring concerns about the negative impact of technology use on
teachers or students (e.g., Using technologies prevents me from being creative, and If I use
technologies, I become addicted to them), while the other comprised items measuring concerns
about the impact on society in general (e.g., Technologies are changing the world rapidly and
Technologies can take away people’s jobs). 1t is clear that this distinction was minor. However,
I accepted this solution and gave them the labels Concern and Negative Impact on Society. In
fact, Negative Impact on Society was not a new factor name, as it was used in the previous
version of TAC version 6 (see Christensen & Knezek, 2009). In other words, the fifth factor of
the seven-factor model was named Concern, including five items, CON4, CONS5, CONG6,
CONY7, and CON9 and Negative Impact on Society was the seventh factor with five items,
ONIN1, CON1, CON2, CON3, and CONS (see Table 1).

Finally, the sixth construct of the solution, containing four items (AB1, AB2, AB3, and
AB4) with factor loadings between .60 and .75, was assigned the name Absorption as it was in
the original scale.

The reliability coefficients calculated using the pilot study sample and the main study
sample were consistent. Specifically, Cronbach’s Alpha and McDonald’s omega values, ranging
from an acceptable to an excellent level, suggested that the internal consistencies of these
factors also fell within the acceptable to excellent level (see Table 2; Straub et al., 2004).
Therefore, it can be concluded that the items under these factors within the specified factor
model reliably measure their underlying factors. Additionally, this consistency not only
demonstrated a degree of robustness in the identified factors across various samples but also
supported the generalizability of the questionnaire.

The validated questionnaire for measuring EFL primary school teachers’ attitudes
towards ICT use in their teaching practice offers significant practical implications for both
researchers and educational organizations. Researchers, educational policymakers, and
administrators can use this instrument as a reliable tool to assess teachers’ attitudes towards the
integration of technologies in educational settings. Subsequently, it can help elucidate the actual
use of ICT by teachers in pedagogical practices, offering valuable insights for decision makers
in tailoring or suggesting development or training programs that aim to foster more effective
and sustainable utilization of ICT in classroom teaching.

Apart from the promising results regarding the reliability and generalizability of the
questionnaire developed based on TAC version 6, this study, as well as the measure, is not
without limitations. First, the majority of participants in both the pilot and main studies were
female EFL teachers, leading to a major gender imbalance. This issue may affect the
generalizability of the study’s findings to settings with different gender compositions. Second,
the study was conducted in a given context, namely EFL teaching at the primary school level in
Vietnam. Further use of the measure at different levels or in different contexts should be
considered to examine its applicability. Hopefully, more studies will be carried out to test the
reliability and validity of the questionnaire in various populations in different contexts of
English teaching and learning. However, with the promising results found in this study, the
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questionnaire, which was developed based on TAC version 6 (Christensen & Knezek, 2009) and
later underwent several rounds of refinement, adjustment, and development, is undoubtedly
recommended for future use.

5. Conclusion

This study aimed to develop and check the reliability of a questionnaire developed based on
TAC version 6 (Christensen & Knezek, 2009). The original was built in 2009 and needs to be
re-examined for the research purpose of investigating teachers’ attitudes towards ICT utilization
in EFL teaching due to the fast-paced advancement of technologies and changes in ICT
integration over time, especially after the Covid-19 pandemic. A new seven-factor model was
revealed after running the EFA using the pilot study data. Compared to the adjusted version of
the questionnaire before EFA, items under two factors Utility and Accommodation were merged
into other factors, and one new factor emerged, namely Negative Impact on Society, with most
items originally coming from the Concern factor. Evidence of internal consistency in the newly
identified factors was found in both the pilot study and the main study, leading to the conclusion
that the questionnaire developed based on TAC version 6 showed a degree of stability and
robustness across samples and gained reliability for future use.

References

Ajzen, 1. (1991). The theory of planned behavior. Organizational Behavior and Human
Decision Processes, 50(2), 179-211. https://doi.org/10.1016/0749-5978(91)90020-T

Ajzen, 1. (2001). Nature and operation of attitudes. Annual Review of Psychology, 52(1), 27-58.
https://doi.org/10.1146/annurev.psych.52.1.27

Ajzen, 1., & Fishbein, M. (1975). A Bayesian analysis of attribution processes. Psychological
Bulletin, 8§2(2), 261-277. https://doi.org/10.1037/h0076477

Albirini, A. (2006). Teachers’ attitudes toward information and communication technologies:
The case of Syrian EFL teachers. Computers & Education, 47(4), 373-398.
https://doi.org/10.1016/j.compedu.2004.10.013

Al-Emran, M., Elsherif, H. M., & Shaalan, K. (2016). Investigating attitudes towards the use of
mobile learning in higher education. Computers in Human Behavior, 56, 93-102.
https://doi.org/10.1016/j.chb.2015.11.033

Al-Zaidiyeen, N. J., Mei, L. L., & Fook, F. S. (2010). Teachers’ attitudes and levels of
technology use in classrooms: The case of Jordan schools. International Education
Studies, 3(2), 211-218. https://doi.org/10.5539/ies.v3n2p211

Braak, J. V. (2001). Individual characteristics influencing teachers’ class use of computers.
Journal of Educational Computing Research, 25(2), 141-157.
https://doi.org/10.2190/81YV-CGMU-5HPM-04EG

Celik, V., & Yesilyurt, E. (2013). Attitudes to technology, perceived computer self-efficacy and
computer anxiety as predictors of computer supported education. Computers &
Education, 60(1), 148—158. https://doi.org/10.1016/j.compedu.2012.06.008



https://doi.org/10.1016/0749-5978(91)90020-T
https://doi.org/10.1146/annurev.psych.52.1.27
https://doi.org/10.1037/h0076477
https://doi.org/10.1016/j.compedu.2004.10.013
https://doi.org/10.1016/j.chb.2015.11.033
https://doi.org/10.5539/ies.v3n2p211
https://doi.org/10.2190/81YV-CGMU-5HPM-04EG
https://doi.org/10.1016/j.compedu.2012.06.008

n Vuong: EFL teachers' attitudes towards ICT integration in primary school classrooms

Christensen, R. W., & Knezek, G. A. (2009). Construct validity for the teachers’ attitudes
toward computers questionnaire. Journal of Computing in Teacher Education, 25(4),
143—155. https://files.eric.ed.gov/fulltext/EJ844212.pdf

Compeau, D. R., & Higgins, C. A. (1995). Computer self-efficacy: Development of a measure
and initial test. MIS Quarterly, 19(2), 189. https://doi.org/10.2307/249688

Davis, F. D. (1989). Perceived usefulness, perceived ease of use, and user acceptance of
information technology. MIS Quarterly, 13(3), 319. https://doi.org/10.2307/249008

Dornyei, Z. (2007). Research methods in applied linguistics: Quantitative, qualitative, and
mixed methodologies. OUP Oxford.

Dwivedi, Y. K., Rana, N. P, Jeyaraj, A., Clement, M., & Williams, M. D. (2019). Re-
examining the Unified Theory of Acceptance and Use of Technology (UTAUT): Towards
a revised theoretical model. Information Systems Frontiers, 21(3), 719-734.
https://doi.org/10.1007/s10796-017-9774-y

Hair, J. F., L.D.S. Gabriel, M., Da Silva, D., & Braga Junior, S. (2019). Development and
validation of attitudes measurement scales: Fundamental and practical aspects. RAUSP
Management Journal, 54(4), 490-507. https://doi.org/10.1108/RAUSP-05-2019-0098

Howard, M. C. (2016). A Review of Exploratory factor analysis decisions and overview of
current practices: What we are doing and how can we improve? International Journal of
Human-Computer Interaction, 32(1), 51-62.
https://doi.org/10.1080/10447318.2015.1087664

Kaiser, H. F. (1970). A second generation little jiffy. Psychometrika, 35(4), 401-415.
https://doi.org/10.1007/BF02291817

Kaiser, H. F. (1974). An index of factorial simplicity. Psychometrika, 39(1), 31-36.
http://cda.psych.uiuc.edu/psychometrika highly cited articles/kaiser 1974.pdf

Kline, P. (2014). An easy guide to factor analysis. Milton Park, UK: Taylor and Francis.

Murray, D. E. (2007). Creating a technology-rich English language learning environment. In J.
Cummins & C. Davison (Eds.), International Handbook of English Language Teaching
(Vol. 15, pp. 747-762). Springer US. https://doi.org/10.1007/978-0-387-46301-8 49

Myers, J. M., & Halpin, R. (2002). Teachers’ attitudes and use of multimedia technology in the
classroom: Constructivist-based professional development training for school districts.
Journal of  Computing in Teacher Education, 18(4), 133-140.
https://www.tandfonline.com/doi/abs/10.1080/10402454.2002.10784449

Nunnally, J. O. (1978). Psychometric theory. New York: McGraw-Hill.

Pallant, J. (2010). SPSS survival manual: A step by step guide to data analysis using the SPSS
program. (4th ed.). McGraw-Hill Education.

Sang, G., Valcke, M., Braak, J. V., & Tondeur, J. (2010). Student teachers’ thinking processes
and ICT integration: Predictors of prospective teaching behaviors with educational
technology. Computers & Education, 54(1), 103-112.
https://doi.org/10.1016/j.compedu.2009.07.010



https://files.eric.ed.gov/fulltext/EJ844212.pdf
https://doi.org/10.2307/249688
https://doi.org/10.2307/249008
https://doi.org/10.1007/s10796-017-9774-y
https://doi.org/10.1108/RAUSP-05-2019-0098
https://doi.org/10.1080/10447318.2015.1087664
https://doi.org/10.1007/BF02291817
http://cda.psych.uiuc.edu/psychometrika_highly_cited_articles/kaiser_1974.pdf
https://doi.org/10.1007/978-0-387-46301-8_49
https://www.tandfonline.com/doi/abs/10.1080/10402454.2002.10784449
https://doi.org/10.1016/j.compedu.2009.07.010

Edulingua 91 (2023)

Scherer, R., Tondeur, J., Siddiq, F., & Baran, E. (2018). The importance of attitudes toward
technology for pre-service teachers’ technological, pedagogical, and content knowledge:

Comparing structural equation modeling approaches. Computers in Human Behavior, 80,
67-80. https://doi.org/10.1016/.chb.2017.11.003

Straub, D., Gefen, D., & Boudreau, M., -C. (2004). Validation guidelines for IS positivist
research. Communications of the Association for Information Systems, 13.
https://doi.org/10.17705/1CAIS.01324

Siiriicii, L., Yikilmaz, I., & Maslak¢i, A. (2022). Exploratory Factor Analysis (EFA) in
quantitative researches and practical considerations [Preprint]. Open Science
Framework. https://doi.org/10.31219/osf.io/fgd4e

Tabachnick, B. G., & Fidell, L. S. (2007). Using multivariate statistics (5th ed.). Boston:
Pearson Education.

Taylor, S., & Todd, P. (1995). Decomposition and crossover effects in the theory of planned
behavior: A study of consumer adoption intentions. International Journal of Research in
Marketing, 12(2), 137-155. https://doi.org/10.1016/0167-8116(94)00019-K

Teo, T. (2008). Pre-service teachers’ attitudes towards computer use: A Singapore survey.
Australasian Journal of Educational Technology, 24(4).
https://doi.org/10.14742/ajet.1201

Teo, T., & Beng Lee, C. (2010). Explaining the intention to use technology among student
teachers: An application of the Theory of Planned Behavior (TPB). Campus-Wide
Information Systems, 27(2), 60—67. https://doi.org/10.1108/10650741011033035

Teo, T., Lee, C. B., & Chai, C. S. (2007). Understanding pre-service teachers’ computer
attitudes: Applying and extending the technology acceptance model: Understanding pre-

service teachers’ computer attitudes. Journal of Computer Assisted Learning, 24(2), 128—
143. https://doi.org/10.1111/.1365-2729.2007.00247.x

Teo, T., Zhou, M., & Noyes, J. (2016). Teachers and technology: Development of an extended
theory of planned behavior. Educational Technology Research and Development, 64(6),
1033-1052. https://doi.org/10.1007/s11423-016-9446-5

Thompson, R. L., Higgins, C. A., & Howell, J. M. (1991). Personal computing: Toward a
conceptual model of utilization. MIS Quarterly, 15(1), 125.
https://doi.org/10.2307/249443

Tondeur, J., Van Keer, H., Van Braak, J., & Valcke, M. (2008). ICT integration in the
classroom: Challenging the potential of a school policy. Computers & Education, 51(1),
212-223. https://doi.org/10.1016/j.compedu.2007.05.003

UNDP. (2001). Information communications technology for development (Essentials).
http://web.undp.org/evaluation/documents/essentials_5.pdf

Vaughan, G., & Hogg, M. A. (2005). Introduction to social psychology (4th ed.). Pearson
Education Australia.


https://doi.org/10.1016/j.chb.2017.11.003
https://doi.org/10.17705/1CAIS.01324
https://doi.org/10.31219/osf.io/fgd4e
https://doi.org/10.1016/0167-8116(94)00019-K
https://doi.org/10.14742/ajet.1201
https://doi.org/10.1108/10650741011033035
https://doi.org/10.1111/j.1365-2729.2007.00247.x
https://doi.org/10.1007/s11423-016-9446-5
https://doi.org/10.2307/249443
https://doi.org/10.1016/j.compedu.2007.05.003
http://web.undp.org/evaluation/documents/essentials_5.pdf

n Vuong: EFL teachers' attitudes towards ICT integration in primary school classrooms

Yan, W., & Piper, D. (2003). The relationship between leadership, self-efficacy, computer
experience, attitudes, and teachers’ implementation of computers in the classroom. In C.
Crawford, N. David, J. Price, R. Weber, & D. Willis (Eds.), Proceedings of SITE 2003
(pp- 1057-1060). Association for the Advancement of Computing in Education (AACE).
https://www.learntechlib.org/primary/p/18094/

Yang, H., & Yoo, Y. (2004). It’s all about attitude: Revisiting the technology acceptance model.
Decision Support Systems, 38(1), 19-31. https://doi.org/10.1016/S0167-9236(03)00062-9

Appendix 1

Questionnaire

Thank you for participating in this study.

My name is Vuong Thi Hoan. I am a doctoral student at the Faculty of Humanities,
E6tvos Lorand University, Hungary. I am doing a piece of research on teachers' attitudes
towards the use of Information Communication Technology (ICT) in language teaching.
Therefore, this questionnaire aims to ask teachers at primary schools in Vietnam for information
about their background and attitudes towards ICT use in language teaching. If you have any
question, please do not hesitate to contact me at hoanvuong@student.elte.hu

The questionnaire should be completed by you only. It should take about 15-20 minutes
to complete.

This is not a test so there are no “right” or “wrong” answers. I am interested in your
personal opinion. Please give your answers sincerely. If you do not know an answer precisely,
your best estimate will be adequate for the purposes of the study.

Your answers will be kept confidential. No blank in the questionnaire requires your name
fulfillment. They will be combined with answers from other teachers to calculate totals and
averages in which no single teacher can be identified.

Thank you very much for your help.

Teachers’ attitudes towards ICT use

Part 1

Instruction: select one level of agreement that best describes how you feel
1: strongly disagree 2: disagree 3:undecided 4:agree 5: strongly agree

1 A job using technologies is interesting to me. 1 2 3 4 5

2 I want to learn about technologies which I can use in my | 1 2 3 4 5
teaching.

3 I can explore a lot of interesting things when I use | 1 2 3 4 5

technologies in my teaching

I like using technologies in my teaching at school.

I think that working with technologies is enjoyable.

I find it exciting to learn about technologies.
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I think that working with technologies is stimulating.
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Part 2

Instruction: select one level of agreement that best describes how you feel

1: strongly disagree 2: disagree 3:undecided 4:agree 5: strongly agree

1 I feel anxious when I use technologies. | 2 3 4 5

2 Working with technologies makes me feel frightened. 1 2 3 4 5

3 I find it challenging to learn about technologies. 1 2 3 4 5

4 Some technologies can be difficult to understand. 1 2 3 4 5

5 Working with technologies makes me feel worried. | 2 3 4 5

6 I do not feel confident when it comes to working with | 1 2 3 4 5
technologies.

7 I feel anxious even when I think of using technologies. 1 3 5

8 Using technologies can be annoying. 1 2 3 4 5

9 Working with technologies makes me feel nervous. 1 2 3 4 5

Part 3

Instruction: select one level of agreement that best describes how you feel

1: strongly disagree 2: disagree 3:undecided 4:agree 5: strongly agree

1 I prefer not to take a job where I have to work with | 1 2 3 4 5
technology.

2 I don’t use technologies in my teaching if I don’t have to. | 2 3 4 5

3 I can't think of any way to use technologies in my teaching. | 2 3 4 5

4 I probably never use some technologies. 1 2 3 4 5

5 Learning about technologies is a waste of time. 1 2 3 4 5

6 I see the technologies as something I rarely use in my daily | 1 2 3 4 5
life.

Part 4

Instruction: select one level of agreement that best describes how you feel

1: strongly disagree 2: disagree 3:undecided 4:agree 5: strongly agree

1 I prefer online instruction. 1 2 3 4 5

2 Online environment helps to increase students’ talking time. | 1 2 3 4

3 Online instruction helps students understand the content | 1 2 3 4 5
easily.

4 Online classrooms require less teachers' preparation than | 1 2 3 4 5
face-to-face ones.

5 Online environment helps to increase the quality of | 1 2 3 4 5
interaction between teachers and students.

6 On-line environment makes it easy to communicate with | 1 2 3 4 5
students in class

7 Online communication is less stressful for the students than | 1 2 3 4 5
face-to-face one.

8 Students feel comfortable to answer questions presented in | 1 2 3 4 5
online classes.

9 Online environment provides a good teaching experience. 1 2 3 4 5

10 Online instruction is more efficient than in-person one. 1 2 3 4 5
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Part 5

Instruction: select one level of agreement that best describes how you feel
1: strongly disagree 2: disagree 3:undecided 4:agree 5: strongly agree

1 Technologies are changing the world too rapidly. | 2 3 4 5

2 Technologies have the potential to control our lives. | 2 3 4 5

3 Technologies can take away people’s jobs. | 2 3 4 5

4 Using technologies prevents me from being creative 1 2 3 4 5

5 Technologies isolate people by preventing social | 1 2 3 4 5
interactions among user

6 If I use technologies, I become addicted to them. 2 3 4 5

7 The use of technologies in teaching distracts students’ | 1 2 3 4 5
attraction.

8 Some teachers rely too much on technologies. | 2 3 4 5
Working with technologies makes me feel isolated from | 1 2 3 4 5
other people

Part 6

Instruction: select one level of agreement that best describes how you feel

1: strongly disagree 2: disagree 3:undecided 4:agree 5: strongly agree

1 Technologies could help learners with learning difficulties | 1 2 3 4 5
understand

2 Technologies help me with teaching activities. | 2 3 4 5

3 Technologies improve the overall quality of life. | 2 3 4 5

4 Technologies are necessary tools in educational settings. | 2 3 4 5

5 Technologies help to improve education. 1 2 3 4 5

6 Technologies can increase my productivity. 1 2 3 4 5

7 Using technologies helps me to be a good teacher. 1 2 3 4 5

8 Technologies can be useful instructional aids in almost all | 1 2 3 4 5
subject areas.

Part7

Instruction: select one level of agreement that best describes how you feel

1: strongly disagree 2: disagree 3:undecided 4:agree 5: strongly agree

1 I like reading about technologies. 1 2 3 4 5

2 I always try to use technologies in my teaching as much as I | 1 2 3 4 5
can.

3 I like to talk to others about technologies 1 2 3 4 5

4 When there is a technological problem that I can't | 1 2 3 4 5
immediately solve, I stick with it until I have the answer.

5 It is fun to figure out how technologies work. 1 2 3 4 5
I don’t like the challenge of solving problems with | 1 2 3 4 5
technologies.

7 If a technological problem is left unsolved in a class, T | 1 2 3 4 5
continue to think about it afterward.

Part 8

Instruction: select one level of agreement that best describes how you feel

1: strongly disagree 2: disagree 3:undecided 4:agree 5: strongly agree

1 Technologies can encourage creativity in students. 1 2 3 4 5

2 All students should have an opportunity to learn with | 1 2 3 4 5
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technologies at school.

3 Having technological skills helps one get a good job. 1 2 3 4 5
4 It is important for students to learn with technologies in | 1 2 3 4 5
order to be informed citizens.
5 Technologies can provide students with different methods of | 1 2 3 4 5
learning.
6 Students should understand the role technologies play in | 1 2 3 4 5
society.
Background information
1. What gender do you identify as?
I:I Male
I:I Female
I:I Prefer not to answer
2. What is your age?
3. What is the highest degree or level of education you have completed?
I:l Degree of Associate
I:l Degree of Bachelor
I:I Degree of Master
I:I Degree of Doctor of Philosophy or higher
4. What is your current employment status?
I:l A contract teacher
I:I A permanent teacher
5. What type of school are you teaching at?
D A private school
I:I A public school
6. Where is your school located?
I:I North Vietnam
I:l Central Vietnam
D South Vietnam
I:l Central Highlands, Vietnam
7. Please specify your school district
I:I Rural
I:l Urban
8. I am teaching at
D 1* grade
I:I 2" grade
I:l 3" grade
] 4™ grade
I:l 5" grade
9. How many years of teaching experience do you have?
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10. Have you ever attended any training courses on technology use in language teaching organized by
the Department of Education and training?

I:l Yes
O o
11. Have you ever attended any online training courses on technology use in language teaching?

I:I Yes
I:I No

12. Do you want to add any comments on technology use?
Appendix 2

Teachers’ Attitudes Toward Computers (Christensen & Knezek, 2009)

This questionnaire is derived from well-validated portions of several attitudinal surveys that
have been used with teachers in the past. We will use your responses to help develop a profile of
how teachers view technology. Please complete all items, even if you feel that some are
redundant. This should require about 10 minutes of your time. Usually, it is best to respond with
your first impression without giving a question much thought. Your answers will remain
confidential.

ID: Use the ID assigned to you or if there is no assigned ID, use the
Group: last four digits of your social security #
Part 1

Instructions: Select one level of agreement for each statement to indicate how you feel.
SD = Strongly Disagree, D = Disagree, U = Undecided, A = Agree, SA = Strongly Agree

SD D U A SA
1. I think that working with computers would be enjoyable | 1 2 3 4 5
and stimulating. (186)
2. I want to learn a lot about computers. (103) 1 2 3 4 5
3. The challenge of learning about computers is exciting. | 1 2 3 4 5
(211)
4.1 like learning on a computer. (181) 1 2 3 4 5
5.1 can learn many things when I use a computer. (9) 1 2 3 4 5
Part 2

Instructions: Select one level of agreement for each statement to indicate how you feel.
SD = Strongly Disagree, D = Disagree, U = Undecided, A = Agree, SA = Strongly Agree

SD D U A SA
1. I get a sinking feeling when I think of trying to use a | 1 2 3 4 5
computer. (263)
2. Working with a computer makes me feel tense and | 1 2 3 4 5
uncomfortable. (230)
3. Working with a computer makes me nervous. (17) 1 2 3 4 5
4. Computers intimidate me. (227) 1 2 3 4 5
5. Using a computer is very frustrating. (18) 1 2 3 4 5
Part 3

Instructions: Select one level of agreement for each statement to indicate how you feel.
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SD = Strongly Disagree, D = Disagree, U = Undecided, A = Agree, SA = Strongly Agree

SD D U A SA
1. If I had a computer at my disposal, I would try to get rid of | 1 2 3 4 5
it. (150)
2. Studying about computers is a waste of time. (192) | 2 3 4 5
3. I can’t think of any way that I will use computers in my | 1 2 3 4 5
career. (74)
4. I will probably never learn to use a computer. (154) | 2 3 4 5
5. I see the computer as something I will rarely use in my | 1 2 3 4 5
daily life. (123)
Part 4

Instructions: Select one level of agreement for each statement to indicate how you feel.
SD = Strongly Disagree, D = Disagree, U = Undecided, A = Agree, SA = Strongly Agree

SD D U A SA

1. The use of electronic mail (E-mail) makes the student feel | 1 2 3 4 5
more involved. (282)

2. The use of E-mail helps provide a better learning | 1 2 3 4 5
experience. (284)

3. The use of E-mail makes a class more interesting. (281) 1 2 3 4 5
4. The use of E-mail helps the student learn more. (283) 1 2 3 4 5
5. The use of E-mail increases motivation for class. (280) 1 2 3 4 5

Part 5
Instructions: Select one level of agreement for each statement to indicate how you feel.
SD = Strongly Disagree, D = Disagree, U = Undecided, A = Agree, SA = Strongly Agree

SD D U A SA
1. Computers are changing the world too rapidly. (142) 1 2 3 4 5
2. I am afraid that if I begin to use computers I will become | 1 2 3 4 5
dependent upon them. (215)
3. Computers dehumanize society by treating everyone as a | 1 2 3 4 5
number. (138)
4. Our country relies too much on computers. (135) 1 2 3 4 5
5. Computers isolate people by inhibiting normal social | 1 2 3 4 5
interactions among users. (144)
6. Use of computers in education almost always reduces the | 1 2 3 4 5
personal treatment of students. (176)
7. Computers have the potential to control our lives. (134) 1 2 3 4 5
8. Working with computers makes me feel isolated from | 1 2 3 4 5
other people. (241)
Part 6

Instructions: Select one level of agreement for each statement to indicate how you feel.
SD = Strongly Disagree, D = Disagree, U = Undecided, A = Agree, SA = Strongly Agree

1. Computers could increase my productivity. (202) SD D U A SA
2. Computers can help me learn. (204) 1 2 3 4 5
3. Computers are necessary tools in both educational and | 1 2 3 4 5
work settings. (226)

4. Computers can be useful instructional aids in almost all | 1 2 3 4 5
subject areas. (175)

5. Computers improve the overall quality of life. (207) 1 2 3 4 5
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6. If there was a computer in my classroom it would help me | 1 2 3 4 5
to be a better teacher. (163)

7. Computers could enhance remedial instruction. (168) 1 2 3 4 5
8. Computers will improve education. (162) 1 2 3 4 5

Part 7

computers.

Instructions: Choose one location between each adjective pair to indicate how you feel about

Computers are:

1. unpleasant 1 2 3 4 5 6 7 pleasant (44)
2. suffocating 1 2 3 4 5 6 7 fresh (50)
3. dull 1 2 3 4 5 6 7 exciting (49)
4. unlikable 1 2 3 4 5 6 7 likeable 41
5. uncomfortable 1 2 3 4 5 6 7 comfortable (46)
Part 8
Instructions: Select one level of agreement for each statement to indicate how you feel.
SD = Strongly Disagree, D = Disagree, U = Undecided, A = Agree, SA = Strongly Agree

SD D U A SA
1. I like to talk to others about computers. (98) 1 2 3 4 5
2. It is fun to figure out how computers work. (193) | 2 3 4 5
3. If a problem is left unsolved in a computer class, I continue | 1 2 3 4 5
to think about it afterward. (85)
4. 1 like reading about computers. (100) 1 2 3 4 5
5. The challenge of solving problems with computers does | 1 2 3 4 5
not appeal to me. (57)
6. When there is a problem with a computer that I can’t | 1 2 3 4 5
immediately solve, I stick with it until I have the answer. (69)
Part9
Instructions: Select one level of agreement for each statement to indicate how you feel.
SD = Strongly Disagree, D = Disagree, U = Undecided, A = Agree, SA = Strongly Agree
1. It is important for students to learn about computers in | SD D U A SA
order to be informed citizens. (96)
2. All students should have an opportunity to learn about | 1 2 3 4 5
computers at school. (95)
3. Students should understand the role computers play in | 1 2 3 4 5
society. (172)
4. Having computer skills helps one get better jobs. (97) 1 2 3 4 5
5. Computers could stimulate creativity in students. (199) 1 2 3 4 5

Thank you for your time.
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The present study aimed to explore bilinguals’ narratives in their two languages by examining their
emotions by comparing the number of adjectives and adverbs used to describe a photo. The study also
examines whether the thoughts expressed in their narratives are similar in Arabic and English. Data were
collected from 18 Jordanian Arabic-English bilingual university students residing in Hungary, through
narratives formed to describe a thematic apperception test photo. To compare the number of adjectives
and adverbs, data were analyzed using SPSS 20, and qualitative thematic analysis was conducted to
explore the themes in the narratives. The results of this study indicate that when participants used their
first language (L1), they did not tend to employ a greater number of adjectives and adverbs in their
writing. In other words, the use of adjectives and adverbs in L1 does not appear to be more frequent than
in other languages. Findings also indicate that participants would describe the same photo differently by
presenting different thoughts when using their L1 and L2. This study presents further evidence that
bilinguals use their two languages differently.

Keywords: emotions, thoughts, bilinguals, narratives, cross-linguistic

1. Introduction

In an increasingly globalized world, bilingualism has become a compelling subject of
exploration and analysis, presenting a unique intersection of linguistic, cognitive, and
sociocultural dimensions.

Bilingualism is generally known to involve the ability to use two or more languages in
daily life (Grosjean, 2013). In 1996, it was estimated that approximately two-thirds of the
world's children were raised in bilingual families and environments (Crystal 2004).
Bilingualism is not only a common phenomenon but also a valuable skill in our increasingly
interconnected world, opening doors to diverse cultures, enhancing cognitive abilities, and
facilitating effective communication across linguistic boundaries (Bialystok 2009).

In light of the escalating global population of bilinguals, there has been a surge in
research dedicated to understanding their language use, with particular emphasis on the
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interplay between bilingualism and emotions. While earlier investigations into bilingualism
often disregarded the emotional dimension, contemporary scholarship has shifted its focus to
examining the intricate relationship between bilinguals' language choices and their emotional
expression. This evolving research landscape underscores the significance of emotional aspects
in the realm of bilingualism, a viewpoint supported by numerous scholars including Dewaele
(2005, 2007, 2008, 2010).

Dewaele (2005) indicated that it is important to incorporate emotions and emotion words
into L2 textbooks, as incorporating emotions into textbooks enhances the learning process by
making them engaging and memorable. Emotion-related vocabulary and expressions provide
context for language learning, enabling learners to understand how words are used in various
emotional situations.

According to Vygotsky (2012), being able to convey the same idea in other languages
helps a person perceive language as one specific system among many, and improves the
understanding of linguistic processes. In other words, individuals gain a deeper understanding of
how language works by recognizing common principles and patterns across different languages.
This understanding enhances their ability to analyze and compare linguistic structures and
mechanisms, making them more adept at navigating diverse linguistic systems.

Research into bilingualism has focused on the relationship between first language (L1)
and second language (L2) in individuals; however, there is still a lack of studies conducted to
explore the relationship between L1 and L2, and emotions and thoughts in bilinguals. To my
knowledge, no studies have been conducted to investigate emotions and thoughts, particularly in
the case of Jordanian students who study in a foreign country, namely Hungary. Understanding
the emotional and cognitive experiences of Jordanian students in a foreign academic
environment is important, as this has not been explored before. These findings provide valuable
insights into this particular group's experiences and challenges. The current study aimed to
explore the relationship between bilingualism and Jordanian students’ emotions in L1 and L2 by
analyzing written narratives. This study also aimed to explore Jordanian students’ thoughts by
comparing themes appearing in their L1 and L2 narratives. By conducting this study, a deep
understanding of participants’ emotions and thoughts in L1 and L2 will be gained, which will
help bilinguals better understand themselves and how their emotions and thoughts are expressed
in L1 and L2 to better express themselves in both languages.

2. Literature review

In the literature review section, the exploration begins with bilingualism and emotions,
presenting various definitions. Subsequently, previous studies on emotions and thoughts were
discussed. Finally, the section concludes by discussing narratives in L1 and L2.

2.1. Bilingualism and second language learning

Researchers have attempted to find a proper definition of bilingualism for those who can be
considered bilingual. Presenting an accepted definition of bilingualism and who can be
considered bilingual is not an easy task. Franson (2011) states that individuals with different
variables, such as age at language acquisition, language proficiency, and language use, may all
be categorized as bilinguals. Having many aspects related to bilingualism provides a wide range
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of definitions. Bloomfield (1994) argues that a bilingual person must have native-like
competence in both languages, according to which bilinguals are people who are as competent
as natives in their two languages and who have equal fluency levels in their first and second
languages. The previous definition was considered to belong to the maximal view of
bilingualism, arguing that one must develop native-like proficiency in both languages in order to
be regarded bilingual.

However, this perspective faces challenges from other researchers who have offered
alternative definitions. According to Butler and Hakuta (2004), bilinguals are “individuals or
groups of people who obtain communicative skills, with various degrees of proficiency, in oral
and/or written forms, to interact with speakers of one or more languages in a given society”.

Grosjean (2013) proposes that “bilingualism is the regular use of two or more languages
or dialects”. According to him “bilinguals are individuals who can use two languages alternately
or produce meaningful utterances in two or more languages to achieve successful
communication who use two or more languages (or dialects) in their everyday lives.”

In the current study, Grosjean's definition was adopted, which views bilinguals as those
who regularly use two or more languages or dialects in their daily communication. This
definition acknowledges the practical use of multiple languages by the participants in this study.

2.2 Emotions and thoughts in bilinguals

Emotions are vital to human life; they give humans the ability to function in a given
environment and keep people in societies better connected (Harkins & Wierzbicka, 2001). Many
studies on bilingualism have focused on the relationship between language, emotion,
and thoughts. According to Harkins and Wierzbicka (2001), how people understand and
recognize their emotions depends on the vocabulary in their L1. “Different languages are linked
with different ways of thinking as well as different ways of feeling; they are linked with
different attitudes, different ways of relating to people, and different ways of expressing one’s
feelings (Wierzbicka, 2004).

Many studies conducted on emotion and language compare the emotional connections
people have with their L1 and L2. Research conducted on emotional expressions in bilinguals
indicates that they usually do not express their emotions in the same way, depending on the
language used. Previous research has indicated that bilingual L1 is considered a language of
emotions. Marcos (1976) indicated that L2 is often related to intellectual functioning and is
relatively detached from emotions, whereas L1 is more connected to the heart and used to
express emotions.

Several crucial questions have been raised regarding the relationship between
bilingualism and emotions. Scholars have attempted to determine whether emotions are
universal, experienced in the same way as a reaction to the same situations across all cultures, or
whether they are culture-specific. Markus and Kitayama (1991) investigated differences in the
way individuals express their emotions by comparing Easterners and Westerners and how they
see themselves. In the West, the self is perceived as independent and self-contained, while in the
East, people consider themselves more interdependent (Markus & Kitayama. 1991). They
argued that individuals with independent personalities put themselves first; their goals and
wishes are always their top priority, and as a result, their emotions are expressed more freely
and openly, which shows the freedom to express negative and positive feelings. However,
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interdependent individuals have more emotional bounds (Markus & Kitayama, 1991).
Individuals in collectivist cultures have the concept of putting their group’s interests first before
their own.

Pavlenko (2006) claims that individuals experience the same emotions, but various
languages might provide various means to enable us to access our feelings and emotions and
build the way we express our emotions. Her study on Russian—English bilinguals revealed that
some emotional concepts are not the same in these two languages in many aspects (Pavlenko,
2006). She argues that in English, emotions are considered states and expressed using
adjectives, but in Russian, emotions are considered processes and expressed using verbs.

In a study of Russian emotion vocabulary in American learners' narratives, Pavlenko and
Driagina (2007) found that in individualistic, independent cultures, individuals favor using
nouns and verbs to express their emotions. In contrast, in interdependent cultures, people mostly
use emotion verbs, which are exclusively used to express emotions. With regard to the Arabic
context and more specifically, the Jordanian context, there is a lack of studies on the
relationship between bilingualism and emotions and thoughts. To my knowledge, no study has
been conducted to investigate bilingual Jordanian students’ emotions and thoughts in the
languages they speak.

2.3 Adjectives and adverbs as indicators of emotional content

The current study compared participants’ emotions and thoughts in their two languages.
Although the claim that the number of adjectives and adverbs are indicative of emotional
content is commonly accepted, it is important to note that specific studies and authors have
contributed to substantiating this argument. Researchers in linguistics and sentiment analysis
have explored the relationship between linguistic features, including adjectives and adverbs, and
emotional expressions. For instance, in their study of sentiment analysis, Pang and Lee (2008)
emphasized the significance of adjectives and adverbs in identifying sentiment polarity in texts.
They argued that these linguistic elements play a crucial role in expressing emotions and
opinions and their analysis demonstrated that the presence and distribution of adjectives and
adverbs strongly correlate with the emotional tone of the text.

Similarly, Turney and Littman (2003) researched the classification of sentiments in
product reviews. They found that the frequency of specific adjectives and adverbs was a key
factor in determining the sentiments of reviews, highlighting the importance of these linguistic
features in conveying emotional content. Pennebaker and King (1999) conducted studies on
expressive writing and emotional disclosure in psychology and language. They observed that
individuals who disclosed their emotions through writing tended to use more emotional words,
including adjectives and adverbs, suggesting a connection between linguistic expressions and
emotional release.

The above studies collectively support the idea that the use of adjectives and adverbs is a
reliable indicator of emotional content in a language. These findings reinforce the understanding
that the choice and frequency of these linguistic elements significantly contribute to the
emotional tone and sentiment expressed in written or spoken communication.

The decision to focus the current study exclusively on adjectives and adverbs in
comparing emotions in Arabic and English narratives is grounded in a well-established body of
research and theory within linguistics and sentiment analysis. The choice to exclude other parts
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of speech such as nouns and verbs is deliberate and guided by the specific contributions of past
studies and authors.

Adjectives and adverbs have consistently emerged as crucial linguistic elements in
expressing emotions and sentiments across various studies. The literature review highlights the
work of Pang and Lee (2008), Turney and Littman (2003), and Pennebaker and King (1999),
who demonstrated the significant role that adjectives and adverbs play in identifying sentiment
polarity, determining sentiment in product reviews, and expressing emotions in written
disclosures.

By focusing on adjectives and adverbs, the current study aligns with a growing body of
evidence that these linguistic features are reliable indicators of emotional content in language.
These studies emphasize the importance of choice, frequency, and distribution of adjectives and
adverbs in conveying emotional tone and sentiment. Consequently, limiting the scope to
adjectives and adverbs allows for targeted investigation of specific linguistic elements that have
been consistently associated with emotional expression.

In Arabic linguistic tradition, the choice and placement of adjectives and adverbs are
recognized as powerful tools for conveying emotional nuances. The rich morphological and
syntactic structure of the Arabic language allows for precise expression of emotions through
careful selection and arrangement of these descriptive elements. Unlike other languages, where
emotional content might be distributed across various parts of speech, Arabic places particular
emphasis on the role of adjectives and adverbs in shaping the emotional tone of communication.

The linguistic nuances of Arabic, including its use of adjectives and adverbs, have been
extensively explored in Arabic linguistics and literature. Scholars have highlighted the emotive
power embedded in Arabic, paying specific attention paid to how adjectives and adverbs
contribute to the expressive quality of texts. By focusing on these linguistic features, the current
study not only aligns with broader trends in sentiment analysis but also acknowledges the
unique linguistic characteristics of Arabic, where adjectives and adverbs are recognized as
prominent vehicles for conveying emotions.

In summary, the decision to exclusively examine adjectives and adverbs in the context of
Arabic and English narratives is not only methodologically grounded, but also considers
linguistic nuances specific to Arabic. Recognizing the particular role that adjectives and adverbs
play in expressing emotions in Arabic further justifies their isolated investigation in this study,
offering a targeted and culturally informed approach to understanding emotional content in
narratives.

2.4. Narratives in L1 and L2

Narratives are often used to express feelings and share experiences (Johnstone, 2004). Prior
studies have focused on writing using a second language to demonstrate the relationship
between first language (L1) and second language (L2) writing. Ostler (1990) conducted a study
to compare English texts written in four language groups (i.e., English, Arabic, Spanish, and
Japanese). He concluded that ESL students who completed a writing task were influenced by
the styles used in their own cultures.

Han et al. (1998) in their study compared oral narratives about personal experiences
presented by Korean, Chinese, and American preschool children and suggested that Asian
children mention their memories in a brief, general, and less emotional way, while American
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children describe their memories in a more detailed and emotional way; they also include their
own opinions and beliefs. Investigating cross-cultural narratives has shown that linguistic
expressions that provide and show the narrator's ideas, feelings, and perspectives differ between
Asian and American narrators. Han et al. (1998) claim that American narrators express and
reveal their emotions and feelings more openly than Asian narrators.

Some researchers believe that Chinese parents focus on societal values and morals
because of their connection with Confucianism (Chao, 1995). Mullen and Yi (1995) claim that
Chinese children are more affectionate and sensitive towards people’s feelings, but they tend to
keep their feelings to themselves and do not show them. On the contrary, American parents
encourage their children to express their feelings and interests openly because their culture
favors individuality. Chao (1995) argues that American parents and caregivers tend to push their
children to express their emotions and feelings more than the Chinese do.

Soter (1988) studied narratives written in English by Arabic and Vietnamese second
language learners and English-speaking students in Australia. Their task was to write a bedtime
story in English for presentations to young children. Soter’s results revealed that English-
speaking students directly presented the plot with a clear sequence of events. Vietnamese ESL
students tended to focus on the relationships between the settings and characters, while Arabic
participants focused their attention on describing characters’ personality traits. A previous study
enabled Soter to conclude that using second language writing and narratives can help reveal
individuals’ native cultural thinking and ideas.

Lee (2003) compared narratives written in English by two groups: native speakers of
English, and Chinese speakers learning English. Participants in both groups were college
students whose task was to form a story in English using only a group of pictures presented to
them. The results indicated that Chinese learners of English produced more clauses containing a
coda by informing people about what to do or what not to do.

Stavans (2003) conducted a study to compare narratives written by second-language
learners in their two languages. The participants were bilingual adults of Hebrew-English and
English-Hebrew languages. She examined the influence of L1 on L2 narratives and compared
them with monolinguals. Her results revealed that English monolinguals use a mixture of tenses
and do not overuse or prefer a specific tense in their narratives. Hebrew monolinguals showed a
clear preference for using the past tense, and English-Hebrew bilinguals used the past tense
more often than English monolinguals when telling a story using their L1 English. She
concluded that in narration and storytelling, bilinguals and monolinguals differ in various ways.

While many studies have revealed that culture has an effect on second-language writing
and narratives, other studies have revealed contradictory results. Mohan and Lo (1985) argued
that having similarities between the English and Chinese languages can help students with the
writing process more positively than having negative interference.

Prior studies indicate that investigating narratives in language bilinguals provides deeper
insights into their emotions and thoughts, and enables researchers to gain a better understanding
of bilingualism. The current study aims to fill the gaps in the literature and complement research
on emotions and thoughts in L1 and L2 by analyzing written narratives.
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3. The present study

In light of the literature and research gaps presented above, an exploratory qualitative research
approach was adopted to achieve the aim of this study. Qualitative data is important in
emotional research. According to Dewaele and Li (2020), as emotions are subjective and
fleeting experiences, the use of quantitative data to investigate them is insufficient. According to
Ross and Rivers (2018), few qualitative studies have explored emotions. Although several
studies have examined emotions and thoughts in second language communication, much
remains to be discovered about how Jordanian bilinguals living in Hungary present their
emotions and thoughts in their L1 and L2 narratives. Examining how Jordanian bilinguals living
in Hungary express their emotions and thoughts in narratives in both their native language (L1)
and second language (L2) holds significance beyond filling a research gap. This research is vital
because it can lead to a deeper understanding of the sociocultural, psychological, and linguistic
dynamics of play in this specific bilingual community. This knowledge is essential for
developing more culturally sensitive language education programs, fostering effective
intercultural communication, and promoting social integration among bilinguals. Additionally,
this study contributes to the broader field of linguistics and psychology, helping us to
understand how bilingualism affects emotional expression, cognitive processes, and the intricate
relationship between language and emotions.

3.1 Research questions

By exploring the following questions, valuable insights are aimed at contributing to the
emotional experiences and linguistic expressions of Jordanian bilinguals in Hungary, thereby
enhancing their understanding of bilingualism, emotions, and language. The research questions
were as follows.

1) Do Jordanian students use adjectives and adverbs differently in their L1 and L2,
and if so, what is the difference?

2) Do the narrative descriptions of photographs by Jordanian students in their native
language (L1) and second language (L2) vary in terms of the thoughts and
emotions conveyed, and if so, what is the difference?

3.2 Context

This study explores the emotional and linguistic experiences of Jordanian bilinguals living in
Hungary. The decision to adopt a qualitative research approach stems from the recognition that
emotions are inherently subjective and transient phenomena, making quantitative data alone
insufficient for comprehensive investigation. While prior research has provided valuable
insights into emotions, only a limited number of qualitative studies have thoroughly explored
them, especially within the unique context of Jordanian bilinguals residing in Hungary. This
context is significant as it offers a window into the sociocultural, psychological, and linguistic
dynamics within this specific bilingual community.

This study holds broader significance beyond addressing these gaps, shedding light on the
sociocultural, psychological, and linguistic intricacies of this specific bilingual community. This
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has implications for the development of culturally sensitive language education programs,
effective intercultural communication, and promotion of social integration among bilingual
individuals. Moreover, it contributes to the fields of linguistics and psychology, advancing our
understanding of how bilingualism shapes emotional expressions and cognitive processes in the
unique context of Jordanian bilinguals in Hungary.

3.3 Methods

3.3.1 Participants

Participants were recruited through an announcement made on a Facebook group for
international students studying in Hungary asking only Jordanian students to participate in this
study. Eighteen adult Arabic students participated in the study. The original number was larger;
however because of the number of participants, this was the final number. There were nine
males 50%) and nine females50%. The participants’ ages ranged from 24 to 36 years, with a
mean age of 28 years (M = 28, SD = 4). They all lived in Hungary and were students at the
same university. The level of education ranged from a bachelor’s degree to a master’s degree at
a university, with a master’s degree being the most frequent level (60%). All participants speak
Arabic (L1) and English (L2) fluently. Arabic is their first language, and they all have a very
similar proficiency level in English, as all of them obtained a score above 74 in the TOEFL IBT
or 6 in the IELTS. This requirement was set by the university to enroll in the program. All
participants started learning English at the primary school level and interacted with both English
and Arabic daily. They all spent a similar amount of time speaking in English; only one of the
participants reported using English between two and five hours a day, while the rest spent
between five and eight hours each day using English.

The selection of Jordanian participants residing in Hungary is indicative of the
convenience sampling approach used in this study. This choice likely stems from practical
considerations such as the researcher's accessibility to this specific population and the
availability of a community of Jordanian residents in Hungary. Additionally, the decision to
include participants in Hungary may also reflect an interest in exploring the cross-cultural
aspects of emotional expression, acknowledging the potential influence of different cultural
contexts on linguistic patterns. However, it is crucial to recognize that convenience sampling
may impact the generalizability of the findings, and the results should be interpreted within the
context of the chosen sample, considering the potential variations in emotional expression that
may exist within the broader Jordanian population or in different cultural settings.

3.3.2 Instrument

To address the aforementioned research questions, a picture from the Thematic Apperception
Test (TAT) (Murray & Morgan, 1935) was selected. The Thematic Apperception Test typically
consists of a series of ambiguous images or scenes, and the individual being assessed is asked to
create a narrative or story for each image. The stories they generate are believed to reflect their
subconscious thoughts and feelings, providing valuable insights into their inner world, personal
experiences, and psychological functioning. It was presented by American psychologists, Henry
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Murray and Christina Morgan in 1930. The TAT is considered one of the most popular
personality tests (Richards, 1948). TAT can be used for many reasons. In the current study, a
TAT picture was used to express participants’ feelings. TAT is often used to allow individuals
to express their feelings indirectly (Richards, 1948). A TAT picture was also used to help
explore the thoughts of participants by exploring the themes presented (Richards, 1948). Picture
4 was selected, in which a man turns away from a woman who is grabbing his shoulder. The
specific choice of this particular photo in the Thematic Apperception Test (TAT) was
deliberately made. It features both men and women in the scene, making it an interesting
stimulus for exploring participants' thoughts and emotions in a context involving both genders.
Using this image, researchers aimed to observe how individuals perceive and construct
narratives when presented with scenarios involving male and female characters.

A methodological approach was adopted to ensure the validity and reliability of the
results. Participants were divided into two groups: one group started by describing the picture in
their first language (L1) and then switched to their second language (L2), whereas the other
group began with their second language (L2) and then transitioned to their first language (L1).
This sequence was designed to eliminate any potential practice effects that could skew
responses. By ensuring that half of the participants began in L1 and the other half in L2, this
study aimed to provide a more accurate and unbiased understanding of how individuals interpret
and narrate stories based on the same image regardless of their language sequence.

3.3.3 Procedures

The participants were given instructions in their first language, Arabic, via email to write a story
describing what was happening, what had happened before, and what they expected to happen
in the future. They were also asked to describe what they thought the characters were thinking
and feeling. Participants had to write stories in the first language, Arabic, or the second
language, English, and send back the stories written in an email. After three weeks, the
participants were sent the same pictures again and instructed to tell a story in their other
language. The stories were medium length, and each story had to contain at least 150 words;
however, no maximum length was set. Texts were collected and saved as Word documents. The
participants were informed about the study without revealing any information about the actual

purpose.

3.3.4 Data analysis

To determine whether participants’ narratives in L1 were more emotional than those in L2, the
number of adjectives and adverbs in the narrative was compared using two Excel sheets to
organize the results, one for all Arabic stories and the other for English stories. Each participant
was assigned a number and adjectives and adverbs were counted.

Quantitative content analysis was used to explore the themes presented in the narratives.
All stories were collected and placed in Word documents. First, data were analyzed
quantitatively. The number of adjectives and adverbs were counted manually in each story, and
their percentages were counted using a calculator. The number of words in each story was
counted, and the percentages of adjectives and adverbs in each text were calculated. SPSS 20
was used to compare the means and check whether the results were significant.


https://www.verywellmind.com/what-is-personality-testing-2795420
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A qualitative analysis of the texts was also conducted to explore the thoughts and themes
presented. Thematic analysis was carried out, and this approach was chosen because it best
suited the research questions. According to McLeod (2011), thematic analysis is a flexible,
straightforward approach. Braun and Clarke (2006) outlined a six-stage process for thematic
analysis that included data familiarization, code generation, theme generation, theme review,
theme definition, theme naming, and final write-up. These stages were meticulously followed to
ensure reliability of the results. All narratives were reread, and written keywords were used to
describe the main topic; then, the number of each topic was listed to indicate how many
participants chose the same topic. To compare bilinguals’ thoughts in both languages, the stories
were analyzed, and each story was given a keyword according to the topic the participants gave.
The keywords were entered into an Excel spreadsheet. Keywords were selected according to the
frequency of appearance in the topic, and finally, the numbers were compared to ensure that all
results were reliable. All the steps for the analysis were conducted and checked twice to ensure
that all the numbers were accurate to avoid any mistakes and have precise results. A new Excel
sheet was used to classify the texts according to the topics; each topic had to be mentioned next
to the number of times the same topic occurred.

4. Results

These results are presented below to show the variation in topics selected by participants in both
languages. The results highlight the contrast in the number of adjectives and adverbs used by
participants in both languages, indicating variations in their usage between L1 and L2.

4.1 Percentage of adjectives and adverbs used by participants in both languages

Participants tended to employ a slightly greater number of adjectives in their first language and
fewer adjectives in their second language. An Independent sample t-test was carried out to
compare the means of the adjectives in both languages and check if the results were
significant. The results revealed a significant difference in the scores between L1
narratives (M = 3.03, SD = .84) and L2 narratives (M = 3.35, SD = .80), ¢t (2.1) =14, p<
.001. These findings suggest that participants use more emotions in their L1 when
compared to the emotional significance of the L2. This indicates that participants
employed significantly more adjectives in their first language than in their second
language.

The results of an independent sample t-test examining the use of adverbs in Arabic and
English stories revealed no significant differences. The mean percentage of adverbs in both
languages was 50% and the t-test did not yield a statistically significant result (p > 0.05). This
suggests that participants exhibited a comparable frequency of adverb usage in both their first
and second languages, indicating a lack of significant differences in emotional expression
between the two languages.

Overall, while the use of adjectives demonstrated a statistically significant distinction,
suggesting a tendency for higher emotional expression in the first language, the results
regarding adverbs did not support such differences. It is crucial to interpret these findings with
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caution, recognizing that the observed emotional expression disparities may not be practically
meaningful and that the generalizability of the results may be limited.

Although not aimed at broad generalizability, these qualitative findings provide a rich
foundation for further research and theoretical development of the nuanced relationship between
language and emotions, advancing our understanding of this intricate interplay in a bilingual
context. Therefore, despite their limited generalizability, the results of this study hold
substantial significance for advancing scholarly discourse and guiding future investigations into
the intersection of language and emotion.

4.2 Theme recurrence

The results indicated that participants in L1 described the picture differently, while the
participants did not describe the same picture the same way in their L1 and L2. The picture
depicts a young woman trying to stop a young man by holding her shoulders. Approximately
67% of the participants, when using their L1, described the husband controlling his wife, which
makes sense in Arabic culture, as it is very common for men to prevent their wives from
working or going out. Some 10% saw it as the man going into a fight and stopping him, and the
rest, 23%) thought that the husband was leaving his wife and she was stopping him. In English,
the results were different: 62% described the man as trying to protect the lady, 23% picked the
theme of the husband leaving his wife, and the remaining 10% saw the male as trying to leave
the lady.

For example, one participant described the same photo differently, depending on the
language used.

English version:

Leave me alone I can’t believe after all the love we went through you cheated on me” he said
angrily leaving the girl who was nothing before she met him. He was the result of her fame after
arranging a job meeting with his friend who was filming a movie and looking for an actress.
“Please,” she said, “I can’t live without you, it was a mistake and I didn’t know it would go
that far”. “I will go to find that jerk and beat him to confess where he put my money that he
stole while you are sleeping, and then you will never see my face again”

Arabic version:

i 4 Gl (o de pane Jola Latie g Ll 6 <idi DLE sauad] CilS 5 can V) o gy Siaa (Klus ilS
DU o pindl cyual s Liale lga s j OIS ill Cios Lo pe 4 Sa dgiblial lga s j Joa s Lodic | Lgia oo il
Clgla Mo glld LalS JS e ) satis pplealus Lla Lo o agl Lo Y (pill alS5Y) e Y38 alefy iaile
RS $agdhs (520 5T Y Y s s o cllad o AL ey Yo ga il 4y G sl Sl
pgida g Al il Copla in iagiss s 4 3 S 4S yee < lag caad la il o ual Ua ) ST el g ey
Ablal) 8 Geaill dds il S sa ] Gises,
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Translation of the Arabic version:

It was a beautiful Sunday morning, the young lady was standing on the street when a group of
young men in the street tried to hit her. When her husband arrived to meet her, she told her
about what had just happened and she was very scared and worried. He was furious and went
crazy saying “I will go and teach those low lives an important lesson and will make them regret
every word they say”. The lady, extremely worried about her husband, tried to strongly beg him
not to go, saying “Please dear don’t go. Can't you see how dangerous they look? I am afraid
they may harm you”. But the man insisted on going. He went and had a very big fight with them
until the police came and took them all to the police station to investigate the accident. The lady
felt sad, and nervous, and deep down she felt that it was her fault.

An explanation of the change in the stories between the two languages could be that bilinguals’
thoughts are affected and connected to the language they use, so they think differently. Another
explanation could be that the participants were instructed to write in a certain language, so their
minds directed them to form a story about the language and culture they are using.

5. Discussion

One of the aims of this study was to analyze the differences in the ways bilinguals wrote their
narratives in L1 and L2. The first research question aimed to check whether bilingual narratives
in L1 are more emotional than in L2 by comparing the number of adjectives and adverbs used.
The results reveal that in the Arabic stories, the percentage of the participants’ adjectives is
55%, while in the English stories, the percentage was only 45%. The findings of the current
study indicate that L1 narratives written by Jordanians are not more emotional than are L2
narratives. The findings are in line with Pavlenko (2006), who argues that L1 is not always
considered the language of emotions and L2 the language of detachment, speakers may use
these languages to index a variety of affective stances, and they may also mix two or more
languages to convey emotional meanings” (p. 131). The results of her study on language choice
in emotional exchanges between multilingual parents and their children (Pavlenko, 2008)
suggest that the reason for having a language that is more emotional than the other does not
have to do with the language being the first or the second language, but it has more to do with
language dominance.

Extending this discussion, Altarriba and Basnight-Brown (2007) support the idea that
language dominance and context play pivotal roles in determining emotional expressions. Their
study on bilingual emotionality found that individuals may express emotions more vividly in the
language they consider more dominant, corroborating the current study's emphasis on language
dominance as a determinant of emotional content.

Moreover, Dewaele's (2005, 2007, 2008) exploration of emotional expression in
multilingual individuals echoes the findings of the current study, emphasizing the influence of
various factors such as the age of acquisition, proficiency, and acquisition context. Dewaele's
research underscores the nuanced nature of emotional expression, challenging the simplistic
view that emotional intensity is determined solely by language hierarchy.

Adding another layer to the discussion, Schrauf (2000) conducted a study on emotional
expression in the narratives of multilingual individuals and found that language proficiency
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significantly influenced emotional tone. Similar to the current study, Schrauf's findings
underscore the importance of considering proficiency levels when understanding emotional
nuances across languages.

Moving on to the second research question, which explored whether participants
exhibited different thought patterns in their two languages, literature on linguistic relativity was
referenced. Whorf (1956), Lucy (1992), and Imai and Gentner (1997) investigated cross-
linguistic differences in cognitive processes and suggested that language structure can influence
thought patterns. The current study aligns with this literature by proposing that bilinguals may
present different themes when expressing themselves in L1 and L2.

Additionally, research by Pavlenko and Driagina (2007) on the use of particular parts of
speech in collectivist versus individualistic cultures adds another layer of complexity to the
discussion. Their findings align with the current study's emphasis on cultural influences on
linguistic expression and emotional communication, highlighting the need to consider cultural
contexts when interpreting the results.

In conclusion, this study contributes to the ongoing discourse on language, emotions, and
thoughts in bilingual contexts. These findings are in line with previous research by Altarriba and
Basnight-Brown, Dewaele, Schrauf, Pavlenko, and Driagina, collectively emphasizing the
intricate interplay of language dominance, proficiency, and cultural influences in shaping
emotional expressions and thought patterns in bilingual individuals. This complexity
underscores the need for a nuanced understanding of the relationships between language,
emotions, and cognition in diverse linguistic and cultural contexts.

6. Conclusion

The current study provides a general overview of bilingual Jordanian students who speak both
Arabic and English fluently and live in a bilingual environment in which they constantly use
both languages. This study focused on how they expressed their emotions and thoughts. The
main purpose of this research was to analyze how bilinguals express themselves in narratives
written in both languages, with a focus on their ideas and use of adjectives and adverbs, which
were analyzed and compared to check the difference in the way they were used.

The results indicate that many participants do not use more adjectives and adverbs in their
L1 narratives than in their L2 narratives, suggesting that L1 narratives are not more emotional
than L2 narratives and that Jordanian students who live in Hungary do not express more
emotions in their L1 narratives than in their L2 narratives. Furthermore, the findings of the
study revealed that bilingual Jordanian students living in Hungary produce different narratives
in their first and second languages, as most international students in Hungary think differently
when they change the language they use. The participants provided a completely different story
when they changed their L1 to L2.

The significance of the current study is not only to complement studies on bilingualism
but also to link bilingualism to other fields of study, such as psycholinguistics and
sociolinguistics. Including bilingual variables in research on emotions and thoughts would
enrich these domains and reveal the holistic nature of bilingualism. Another important aspect of
this study is that it aims to generate insights that will be useful for researchers in the fields of
multilingualism and L2 learning in the future. L2 textbook authors need to pay more attention to
the emotional aspect of language use (Pavlenko & Driagina, 2007) and the way bilinguals think
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in different languages. Therefore, it is worthwhile to focus more on how emotions and thoughts
are related to bilingualism and second language learning, which helps L2 learners become more
aware of their emotions in L2 and how they are expressed since they are different from their L1.
It is expected that teachers become aware of the emotions, thoughts, and differences between
the two languages.

Like all research, this study has some limitations. A limitation of the current study is the
time gap between the two narrative writing sessions. Due to time constraints, the researcher had
to ask the participants to write another story again after three weeks, which may not be
considered a long time and may cause a practice effect in which participants may have a
memory of the narratives they wrote the first time.

Research conducted on international students in Hungary to examine their emotions and
thoughts in these two languages is limited. Future studies, follow-up interviews, and
questionnaires can be conducted to include participants’ own opinions about their emotions and
thoughts in the two languages they speak and to check whether the findings that the researcher
came up with are in line with the way they feel, which would be of great value in achieving
triangulation and increasing the truthfulness of the results. Future studies should also be
conducted on bilinguals and multilinguals to compare language and thought in three or more
languages. Further, future studies should compare the emotions of males' and females’ in the
different languages they speak.

References

Anooshian, L. J., & Hertel, P. T. (1994). Emotionality in free recall: Language specificity in
bilingual memory. Cognition & Emotion, 8(6), 503514.
https://doi.org/10.1080/02699939408408956

Bialystok, E. (2009). Bilingualism: The good, the bad, and the indifferent. Bilingualism:
Language and Cognition, 12(1), 3—11.

Bloomfield, L. (1994). Language. Motilal Banarsidass.

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research in
Psychology, 3(2), 77-101. https://doi.org/10.1191/1478088706qp0630a

Butler, Y. G., & Hakuta, K. (2004). Bilingualism and second language acquisition. In T. K.
Bhatia & W. C. Ritchie (Eds.), The handbook of bilingualism. 114144

Chao, R. K. (1995). Chinese and European American cultural models of the self reflected in
mothers' childrearing beliefs. Ethos, 23(3), 328-354.
https://doi.org/10.1525/eth.1995.23.3.02a00030

Crystal, D. (2004). The past, present, and future of World English. Globalization and the future
of German, 27-45.

Cummins, J., Baker, C., & Hornberger, N. H. (2001). 4An introductory reader to the writings of
Jim Cummins. Multilingual Matters.


https://doi.org/10.1080/02699939408408956
https://doi.org/10.1191/1478088706qp063oa
https://doi.org/10.1525/eth.1995.23.3.02a00030

Edulingua 91 (2023) m

Dewaele, J. (2005). Investigating the psychological and emotional dimensions in instructed
language learning: Obstacles and possibilities. The Modern Language Journal, 89(3),
367-380. https://doi.org/10.1111/].1540-4781.2005.00311.x

Dewaele, J. (2007). The effect of multilingualism, sociobiographical, and situational factors on
communicative anxiety and foreign language anxiety of mature language learners.
International Journal of Bilingualism, 11(4), 391-4009.
https://doi.org/10.1177/13670069070110040301

Dewaele, J. (2008). The emotional weight of I love you in multilinguals’ languages. Journal of
Pragmatics, 40(10), 1753-1780. https://doi.org/10.1016/j.pragma.2008.03.002

Dewaele, J. (2010). Emotions in multiple languages. https://doi.org/10.1057/9780230289505

Dewaele, J. M., & Li, C. (2020). Emotions in second language acquisition: A critical review and
research agenda. Foreign Language World, 196(1), 34—49.

Driagina, V., & Pavlenko, A. (2007). Identity repertoires in the narratives of advanced
American learners of Russian. Language Learning and Teaching as Social Inter-Action,
103—125. https://doi.org/10.1057/9780230591240_8

Franson, C. (2011). Bilingualism and second language acquisition. National association for
language development in the curriculum.

Grosjean, F. (2013). Bilingualism: A short introduction. The psycholinguistics of bilingualism,
2(5).

Han, J. K., Kim, N., & Srivastava, R. K. (1998). Market orientation and organizational
performance: Is innovation a missing link? Journal of Marketing, 62(4), 30.
https://doi.org/10.2307/1252285

Harkins, J., & Wierzbicka, A. (2001). Emotions in Crosslinguistic perspective. Walter de
Gruyter.

Haugen E. (1956). Bilingualism in the Americas. University of Alabama: University of
Alabama Press.

Johnstone, C. (2004). Disability and identity: Personal constructions and formalized supports.
Disability Studies Quarterly, 24(4). https://doi.org/10.18061/dsq.v24i4.880

Lee, M. Y. (2003). Discourse structure and rhetoric of English narratives: Differences between
native English and Chinese non-native English writers. Text - Interdisciplinary Journal
for the Study of Discourse, 23(3). https://doi.org/10.1515/text.2003.015

Marcos, L. R. (1976). Bilinguals in psychotherapy: Language as an emotional barrier. American
Journal of Psychotherapy, 30(4), 552-560.
https://doi.org/10.1176/appi.psychotherapy.1976.30.4.552

Markus, H. R., & Kitayama, S. (1991). Cultural variation in the self-concept. The Self:
Interdisciplinary Approaches, 18—48. https://doi.org/10.1007/978-1-4684-8264-5_2

McLeod, J. (2001). Qualitative research in counselling and psychotherapy.
https://doi.org/10.4135/9781849209663



https://doi.org/10.1111/j.1540-4781.2005.00311.x
https://doi.org/10.1177/13670069070110040301
https://doi.org/10.1016/j.pragma.2008.03.002
https://doi.org/10.1057/9780230289505
https://doi.org/10.1057/9780230591240_8
https://doi.org/10.2307/1252285
https://doi.org/10.18061/dsq.v24i4.880
https://doi.org/10.1515/text.2003.015
https://doi.org/10.1176/appi.psychotherapy.1976.30.4.552
https://doi.org/10.1007/978-1-4684-8264-5_2
https://doi.org/10.4135/9781849209663

“ Al-Madanat: A contrastive analysis of emotions and thoughts across Arabic and English

Mohan, B. A., & Lo, W. A. (1985). Academic writing and Chinese students: Transfer and
developmental factors. TESOL Quarterly, 19(3), 515. https://doi.org/10.2307/3586276

Mullen, M. K., & Yi, S. (1995). The cultural context of talk about the past: Implications for the
development of autobiographical memory. Cognitive Development, 10(3), 407-419.
https://doi.org/10.1016/0885-2014(95)90004-7

Murray, H. A., & Morgan, C. D. (1935). The Thematic Apperception Test: Manual and
interpretation. Harvard University Press.

Ostler, S. E. (1990, March). The contrastive rhetorics of Arabic, English, Japanese, and Spanish.
In 24th Annual TESOL Convention, San Francisco.

Pavlenko, A. (2006). Bilingual minds: Emotional experience, expression and representation.
Multilingual Matters.

Pavlenko, A. (2008). Emotion and emotion-Laden words in the bilingual lexicon. Bilingualism:
Language and Cognition, 11(2), 147-164. https://doi.org/10.1017/s1366728908003283

Richars, T. W. (1948). The thematic apperception test: The theory and technique of
interpretation. American  Journal  of  Psychiatry, 105(2), 157-a-157.
https://doi.org/10.1176/ajp.105.2.157-a

Ross, A. S., & Rivers, D. J. (2018). Discursive deflection: Accusation of “Fake news” and the
spread of mis- and disinformation in the tweets of President Trump. Social Media +
Society, 4(2),205630511877601. https://doi.org/10.1177/2056305118776010

Soter, A. O. (1988). The second language learner and cultural transfer in narration.—Purves, AC
(toim.), Writing across languages and cultures: Issues in contrastive rhetoric.

Stavans, A. (2003). Bilinguals as narrators. Narrative Inquiry, 13(1), 151-191.
https://doi.org/10.1075/ni.13.1.06sta

Vygotsky, L. S. (2012). Thought and language, revised and expanded edition. MIT Press.

Wierzbicka, A. (2004). Preface: Bilingual lives, bilingual experience. Journal of Multilingual
and Multicultural Development, 25(2-3), 94-104.
https://doi.org/10.1080/01434630408666523

Whorf, B. L. (1956). Language, thought, and reality: Selected writings of Benjamin Lee Whorf.
MIT Press.


https://doi.org/10.2307/3586276
https://doi.org/10.1016/0885-2014(95)90004-7
https://doi.org/10.1017/s1366728908003283
https://doi.org/10.1176/ajp.105.2.157-a
https://doi.org/10.1177/2056305118776010
https://doi.org/10.1075/ni.13.1.06sta
https://doi.org/10.1080/01434630408666523

Edulingua 9N (2023)

Appendix

Thematic apperception test picture:
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