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1. Introduction

According to Baker and Wright (2017), globalisation and interculturalism are
both the cause and effect of bi- and multilingualism. As multilingualism has been
identified as the norm, academic research on multilingualism and multilingual
education has grown accordingly (Cenoz, 2013; Herdina&Jessner, 2002;
Cenoz&Jessner, 2000; Cenoz et al., 2003; Cook, 2016). Many people can acquire
a third or fourth language that is why multilingualism or Third Language
Acquisition (henceforth TLA) is a natural phenomenon in many parts of the
world. However, third language acquisition is more common in multilingual
settings like in Africa or Asia, people can acquire second, third or additional
languages through instruction in the European context (Cenoz, 2013). The typical
language learner acquires a second or third after the first language and therefore
multilingualism is considered to play an essential part in language education
(Cummins, 2008; Cenoz 2009). Language acquisition models explain the
processes that can happen between the languages in the speakers’ whole
linguistic repertoire. However, the study of more than two language systems
ascertained that the conventional application of second language acquisition
(henceforth SLA) terminology cannot be used without questioning trilingualism
studies (Kramsch& Whiteside, 2007; Hammarberg, 2018; SafontJorda, 2015).
Third language acquisition (henceforth TLA) represents a field in applied
linguistics, more specifically in multilingualism research, which has made
significant advancements over the last twenty years (Fouser, 1995; Jessner, 1999;
Cenoz&Jessner, 2000; Cenoz et al, 2001; De Angelis, 2007; Bardel& Falk, 2007;
Jessner, 2008; Hammarberg, 2010; Cenoz, 2013; Aronin&Jessner, 2015; Cenoz,
2020). Multilingual processing is a major area of interest in TLA where the
multilingual lexicon stands at the centre of investigation (Cenoz et al., 2003, de
Angelis, 2007).

Researchers have shown an increased interest in TLA since learning
additional languages is becoming more and more popular even in the Hungarian
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context (Bacsa, 2012; BooOcz-Barna, 2014; Horvath&Jessner, 2020;
Szab6&Failasofah, 2021). Over the past decade, the question of acquisition order
concerning English and German as foreign languages received special attention
in the Hungarian educational scenes (Kecskes&Papp, 2000; Té4pai-Balla, 2012;
Perge, 2017; Bo6cz-Barna, 2007, Horvath &Jessner, 2023; Szabd&Failasofah,
2022). One component of multilingual awareness - which is metalinguistic
awareness - deserves more attention in TLA as it is considered to be an under-
researched area in multilingualism research from a holistic viewpoint (Jessner,
2006; Jessner et al., 2016; Cenoz et al., 2001; de Angelis, 2007; Hofer, 2022). The
other variable of multilingual proficiency is cross-linguistic influence (de Angelis,
2007; Odlin, 2003; Jessner, 2016). In the last decades, particular attention has
been paid to the influence of the non-native language back to the native language
of the speaker (Cook, 2003; Kecskes&Papp, 2000; Pavlenko, 1999; Pavlenko and
Jarvis, 2001, 2002). In the Hungarian context, only very few studies have
concentrated on TLA or multilingual awareness (Flynn &Berkes, 2004; Kecskes,
2015; Szabd, 2018; Horvath&Jessner, 2022).

In the next sections, we first delineate a literature review elaborating on
multilingual acquisition, multicompetence and the Dynamic Model of
Multilingualism (henceforth DMM) and its main component: multilingual
awareness. Then we provide the context of Hungarian foreign language learning.
An outline of the Hungarian pilot study follows this. Finally, the conclusion gives
a summary and critique of the findings.

2. Literature review

This chapter presents a brief synopsis of the relevant literature which supports
the theoretical considerations of this study. In the first subchapter, the
background of TLA) is presented. The decisive factors of TLA are explained in
the second subchapter. The main theoretical framework of the study is the
Dynamic Model of Multilingualism which is introduced in the third subchapter.
The fourth subchapter describes the holistic way of multicompetence and
multilingual testing. The last subchapter draws attention to the Hungarian
language learning context.

2.1. Third Language Acquisition

Some scientists hold the view that third language acquisition is only a by-product
of second language acquisition studies. Traditionally, it has been argued that no
distinction is usually made between learning one’s first non-native language (L.2)
and learning a further language (L3) in the Second Language Acquisition
(henceforth SLA) literature. (Singh &Carrol, 1979; Mitchell& Myles (1998)).
However, many researchers have investigated TLA from a psycholinguistic point
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of view in the past fifteen years (Herdina&Jessner, 2002; Cenoz&Jessner, 2000;
Jessner et al., 2016; Hammarberg, 2018; Bardel,2020) Acquiring a third or
additional language differs from acquiring a second language in many respects
based on empirical research (Jessner, 2006; Jessner,2008). TLA is a more
complex issue based on the structural level and learners differentiate a minimum
of three languages in case of third language acquisition. Knowing more than two
languages seems to have a facilitative effect on additional language learning
because one acquires multiple lexical and grammatical cues in acquiring a further
language (Montanari &Quay, 2019).

To differentiate the two terms, the definition of TLA is based on quantitative
and qualitative changes in the language learning process. Researchers working in
the field of TLA seem to agree with the definition (Cenoz and Genesee, 1998;
Cenoz and Jessner, 2000; T.Balla, 2012). However, scholars tend to describe the
status of L3 in the TLA studies. The additional term “third language” has come
into use so the category is a relative newcomer in terminology as the book of De
Angelis (2007) is concerned with the 1.3 terminology in detail. De Angelis (2007)
proposes four possibilities for clarifying the new field by labelling third language
acquisition research: (a) Multiple Language Acquisition; (b) Multilingual
Acquisition; (c) Third Language Acquisition and (d) Third or Additional
Language Acquisition. Researchers working in the field tend to use the latter two
versions so TLA or additional language acquisition are the common terms (De
Angelis, 2007, p. 10). There is a degree of uncertainty around the terminology in
the field of TLA, where language acquisition is placed in a multilingual setting. A
generally accepted definition of TLA is lacking as an L3 may be understood in 4
possible ways. A third language may stand for “a) the chronologically acquired
third language, b) the next language encountered after the simultaneous
acquisition of two languages in early infancy (Cenoz, 2000) ¢) any non-native
language currently being acquired by a speaker who is already familiar with one
or more other non-native languages (Williams and Hammarberg, 2009) and d)
the notion third or additional language is used instead of a third language” (De
Angelis, 2007).

TLA research was a neglected phenomenon in bilingualism studies and SLA
research. TLA is used as a synonym for multilingualism in some literature but
TLA refers to the acquisition of a third or additional (L,) language. Cenoz
formulates the connection between multilingualism and TLA in the following
way: “TLA can be regarded as a specific aspect of the study of multilingualism”.
(Cenoz, 2013, p. 72) As stated by some scholars (Fouser, 1995; Jessner, 1999),
there exists a degree of terminological and conceptual confusion regarding third
language acquisition. The number of languages is an influential factor in
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defining multilingualism but complexity and routes for learning are other
components in third language acquisition. (Jessner, 2008)

2.2. Influencing factors in TLA

Learners of two or more languages should cope with the challenges of building
strategies and skills to achieve the language learning tasks. Multilingual speakers
can reflect on their learning process and they are more successful in explaining
the usefulness of prior linguistic knowledge. The psycholinguistic approach
makes it possible to examine the field of TLA concerning the previously acquired
language including proficiency level, exposure to the language, and usage-based
variables like individual learning experience. (De Angelis, 2007; Hammarberg,
2009; Cenoz, 2001). Cenoz (2013) examined the difference between mono and
multilingual learners and the diversity of learning can be a notable feature.
Learning a second language can have various routes in case of even a second
language. Different background languages operate in the multilingual setting that
have an impact on L3. It is well attested in TLA research that both L1 and L2
become activated in the learning process of additional language. The list of De
Angelis (2007) contains 8 different factors influencing TLA: psychotypology, age,
order of acquisition, level of proficiency in the source language and target
language, language mode, prior language knowledge, L2 status and recency of
use. Age, prior (L2) language knowledge and order of acquisition are the factors
which have been investigated in this pilot study.

L2 knowledge and experience are other variables in the L3 learning process.
An extensive literature on TLA summarized that more experienced multilingual
learners can gain greater benefits from their L2 experience and knowledge of
languages than less experienced learners in learning an L3 (see also
Aronin&Jessner 2015; Cromdal 1999; Jessner&Torok 2016; Ricciardelli 1992). In
TLA studies, age has not been investigated in general as this variable was often
controlled in these studies. According to the DMM, the age factor should be
considered carefully as a variable. Jessner (2015) claimed that age cannot be
studied alone from other variables in language. (p.167)

Cenoz (2003) explains that third language acquisition involves temporal
diversity as can be seen above in the case of acquisition orders. When two
languages are part of the system, the language contact seems to be bidirectional
either L1->L2 or L2-->L1. Acquiring a third language brings along the complexity
of the routes therefore we can talk about simultaneous or consecutive acquisition
of all the three languages or two languages that are learnt parallel after learning
the L1 or before learning an L3 (p.72).

Complexity goes hand in hand with the routes of learning therefore one can
learn two languages due to fixed patterns (either parallel or simultaneously).
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Cenoz (2000) determines three factors which differ SLA from TLA: (1) the order
in which languages are learned; (2) sociolinguistic factors, and (3) the
psycholinguistic processes involved.

Jessner (2008) presents various examples that highlight the routes of
possibilities for acquiring more than two languages. Additional language learning
is strongly related to the context of the learner and the background of the
language learner. Three examples below, which illustrate the various ways of
learning a third language depending on the context, are taken from the paper of
Anastassiou et al. (2017): a) children growing up with three languages from birth
(e.g. Oksaar, 19777; Hoffmann, 1985; Barnes, 2005), b) bilingual children learning
an L3 - in many cases English - at school at an early age, as in our study and as
is the case in the Basque Country (Cenoz, 2005) or in South Tyrol (Jessner,
2006), ¢) bilingual migrant children moving to a new linguistic environment,
such as Kurdish/ Turkish children learning German in Austria (Brizic, 2006).

2.3. The Dynamic Model of Multilingualism

Herdina&Jessner (2002) introduced “The Dynamic Model of Multilingualism”
(DMM) as pioneering research on multilingual development from a dynamic
systems theoretical point of view, which has become known as the complexity
dynamic systems theoretical approach more recently. From this thinking
perspective, the characteristics of language development can be described in
multilingual systems as non-linearity, reversibility, stability, interdependence,
complexity, and change of quality. A remarkable trait of DMM is that language
systems are illustrated as interdependent and not as autonomous systems. In
DMM, one presupposes that the multilingual psycholinguistic system consists of
factors that can change over space or time. These variables include cognitive
capacity, language aptitude, and others. Additionally, the dynamic view regards
the speaker as an intricate psycholinguistic system. In the focus of the dynamic
view stands a reasonable motif: languages are in permanent motion and our task
is “the understanding of the behaviour and the organization of the living
systems” (Jessner, 2003, p. 235). The order of language acquisition is also a
fundamental point from a dynamic point of view. Contrary to SLA studies, the
routes of learning show a greater variety in multilingual acquisition. Learning
three or more languages has more routes as Cenoz (2000) talks about 4 different
orders of acquisition: simultaneous acquisition of Li/L2/L3, consecutive
acquisition of L1, L2, and L3, simultaneous acquisition of L.2/L3 after learning the
L1, simultaneous acquisition of Li/L2 before learning the L3 (Cenoz, 2000 as
cited in Jessner, 2008b, p.271). Taking the systems theoretical approach into
consideration, individual language systems (LS1, LS2, and LS3, etc.) stand at the



106 Noémi Szabd, Ulrike Jessner

centre of investigation rather than languages. Language systems constitute the
psycholinguistic system of a multilingual speaker (Jessner, 2008a).

Jessner's (2006) view supports the idea of emergent qualitative changes in the
case of three languages:

“Apart from all the individual and social factors affecting second language
acquisition, the process of learning and the product of having learnt a second
language can potentially exert influence on the acquisition of an L3 and this
involves a quality change in language learning and processing” (p.14)

The DMM is considered to be the most comprehensive model of multilingual
development and use to date. It also supports our understanding of multilingual
interaction and multilingual language behaviour within the classroom context.

2.3.1 Multilingual awareness

The multilingualism factor (M-factor) is a key component of multilingual
proficiency in DMM. The M-factor with its main component of multilingual
awareness plays an integrative role in multilingual proficiency in a multilingual
system. (Jessner&Allgduer-Hackl, 2022). New emergent skills, that is language
learning skills, language management skills, and language maintenance skills
characterize the multilingual repertoire. The M-factor is an emergent property
that can supply the catalytic or accelerating effect in TLA. Multilingual awareness
can be divided into two main variables: metalinguistic- and cross-linguistic
awareness.

Metalinguistic awareness (MLA) consists of “the set of skills and abilities
which improve thanks to prior linguistic and metacognitive knowledge” (Jessner,
2008a, p.275). The influence of MLA can be a significant factor with special
emphasis on L3 learning (Thomas, 1988; Jessner, 1999). Multilingual speakers’
language change is often connected to their perceived communicative needs and
they can adapt to the emergent situation more easily than monolinguals.

Malakoff (1992) describes metalinguistic awareness as “allowing the
individual to step back from the comprehension or production of an utterance to
consider the linguistic form and structure underlying the meaning of the
utterance” (p.152). Jessner (2017) illustrates the role of MLA in the following
way: Metalinguistic awareness is "part of the multilingualism factor which also
relates to cognitive aspects of multilingual learning such as an enhanced
multilingual monitor and/or catalytic effects of third language learning"
(p-5)-Significant evidence has been found on the increased level of metalinguistic
awareness by learners of English as L3 in the Tyrolean contexts (Traxl, 2013;
Hofer, 2015).

The study of transfer phenomena in SLA has got a long tradition and it can be
dated back to the 70s and 8os Most of the studies in the field of transfer have



Multilingual Assessment of Hungarian Pupils in the Primary School Context 107

focused on bilingualism and SLA studies since too little attention was paid to
transfer in TLA in the past. (Odlin, 1989; Kellerman & Sharwood-Smith, 1986;
Gass&Selinker, 1983).When elements from one language influence the
comprehension or production of another, researchers generally refer to
“language transfer” (e.g., Odlin, 1989; Selinker, 1969) or “cross-linguistic
influence” (e.g., Odlin, 2003). Cross linguistic influence is a rather neutral
concept and it behaves like an umbrella term “for the effects of transfer,
interference and delayed effects of a change in the factors determining language
acquisition”. (Herdina&Jessner, 2002, p. 26) De Angelis (2007) also gives us a
definition of cross-linguistic influence: “The study of cross linguistic influence
(CLI) seeks to explain how and under what conditions prior linguistic knowledge
influences the production, comprehension and development of a target language”
(p. 19). From the point of the DMM, cross-linguistic awareness (XLA) is defined
as the awareness of the contacts between languages which are used “tacitly or
explicitly during language production and use” (Jessner, 2016, p.161). The results
of Jessner (2006) have proven that learners express their cross-linguistic
awareness by making use of supporter languages.

2.4. Holistic view of multicompetence

In the following subchapter, the holistic way of multilingualism is presented.
Grosjean (1985) introduced the holistic perspective of bilingualism therefore this
attitude maintained the idea of the fully competent speaker-hearer in both
languages. In 1991 Cook introduced the holistic view of multicompetence which
treats the language systems as two interrelated systems in one mind of a
multilingual individual. A more up-to-date definition says that the
multicompetence approach refers to a mind or a community that uses more than
one language (Cook, 2016). Monolingual speakers develop a different view of
their languages than multilinguals. Cook (1992) suggested the multicompetence
view which means a qualitative distinction from the competence of the
monolingual speaker (monocompetence).

Grosjean (1985) emphasized that “the bilingual speaker is a human
communicator who has developed communicative competence in two languages
to be able to cope with the communicative needs of everyday life.” (In: Jessner,
2016, p.4) This can be illustrated briefly by a later quotation of Grosjean and Li
(2013) which highlighted the aim and context of using two languages but still,
they are talking about the use of the language which can be interpreted as
“communicative needs”. Grosjean and Li (2013) indicate that “bilinguals usually
acquire and use their languages for different purposes in different domains of
life, with different people.” (In: Baker & Wright, 2017)
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2.4.1. Multicompetence from the point of the DMM

Concerning the DMM, Jessner (2007; 2017) suggests multicompetence or holistic
approaches be applied to language proficiency development in bi- and
multilingual programmes. According to the multicompetence view, monolingual
speakers have a different view of the world than their multilingual peers in terms
of having more languages in their minds. There is an increasing tendency
towards the holistic view of multilingualism which has appeared in different
countries in the last decade. The focus on multilingualism consists of three
different entities: the multilingual speaker, the whole linguistic repertoire, and
the social context. Another important dimension of holistic views of
multilingualism is that the development of multilingual competence is dynamic
and it involves changes in language acquisition and language use (Jessner, 2008).

In consequence, holistic language testing allows a deeper understanding of
the multilingual individual as is shown in the multicompetence test (Hofer
&Jessner, 2019a). The multicompetence approach supports a better
understanding of multilingual interaction and multilingual language behaviour
within the classroom context. Multilingual advantage can correlate with higher
creativity and flexibility in mental processes. Holistic language testing can allow a
deeper understanding of the multilingual individual as is shown in the
multicompetence test (Hofer &Jessner, 2019b). Hofer (2017) mentions that the
multilingual approach reinforces “the motivation-driven and goal-directed forces
like attitude, determination, learning motivation, task persistence, academic
curiosity, self-efficacy and the ability to maintain a healthy sense of self-esteem in
the face of challenging situations” (p.102). Language teachers should improve
meta-competences in multilingual individuals who can be also trained in the
classroom context. Instructors should enhance multilingual awareness in
students. Furthermore, they need to participate in multilingual training
programs to develop multilingual materials for their students (PlurCur,
EUROCOM, and Multilingual Seminar). These innovations should be
implemented in the teaching of foreign languages that can help learners in the
acquisition process (Jessner et al., 2016).

Investigating multilingualism is a continuing concern in the Basque country of
Spain (Cenoz&Gorter, 2011; Cenoz&Gorter, 2020). ‘Focus on Multilingualism’ is a
holistic approach to studying multilingualism in educational contexts. This view
simultaneously takes into account the acquisition, and use of languages and these
two factors should be reckoned in line with the social context. ‘Focus on
Multilingualism’ regards multilingual speakers and their repertories as the
starting point. It aims to examine bilinguals’ TLA. TLA can constitute part of a bi-
and multilingual educational programme or a regular programme in which two
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foreign languages are instructed at the school. At the centre of this approach
stands the learner who can provide us with new insights into the processes of
language learning and teaching. This special view recognizes the learner as a
multilingual individual so one person acquiring several languages instead of one
should adapt students to the fully monolingual norms. The multicompetence
view helps to promote multilingualism in terms of the learner's language
proficiency. The approach fosters to tackling of multilingual education's
multifaceted challenges (Cenoz, 2013). Hofer (2023) also investigated the
influence of metalinguistic awareness on early multilingual acquisition in the
SouthTyrolean context. She presented possible solutions for the assessment of
multilingual competence (multilingual proficiency, metalinguistic awareness
amongst young learners) that could be a great tool in the Hungarian context: the
Multilingual Competence Test. (Hofer&Jessner, 2019).

2.5. Foreign language learning in the Hungarian educational system

Hungary is located in the central part of Europe, in the Carpathian Basin. The
neighbouring countries are Slovakia, Ukraine, Austria, Slovenia, Romania,
Serbia, and Croatia. Medgyes&Nikolov (2014) explained that nearly 98% of the
population speaks Hungarian as a first language (L1) so Hungary is certainly less
multilingual than most of its neighbouring countries (p.504). So it is true that
Hungarians should learn foreign languages to be able to communicate with
others outside Hungary. It is also worth noticing that Hungary cannot be
regarded as a monolingual country because more than 13 official minorities were
recognised like Armenian, Boyash, Bulgarian, Croatian, German, Greek, Polish,
Romani, Romanian, Ruthenian, Serbian, Slovak, Slovene, Ukrainian, and
Hungarian Sign Language (HSL) (Kenesei, 2009).

Hungary’s accession to the EU was achieved in 2004 and learning foreign
languages became more attractive to Hungarian society. A national educational
survey was compiled that gives a concise summary of the advancements in
foreign language teaching and the quality of language teaching (Ministry of
Education and Culture, 2008). Furthermore, Eurobarometer (2006, 2012)
studies show outstanding negative results in Hungarian foreign language
learning. There was a positive tendency to be seen in Hungarian foreign language
learning in the past 20 years. However, Hungary (35%) lagged behind other
European countries (53%) in terms of foreign language knowledge. Taking into
account the distribution of foreign languages, English outperformed the German
language both in Europe and in Hungary (Medgyes&Nikolov, 2014).

Pupils attend primary schools between the age of 6 and 14 based on the
National Core Curriculum so they visit primary school at the time of the
investigation. According to the older version of the National Core Curriculum
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(OFI, 2012), pupils should start acquiring one foreign language in the fourth year
of the lower primary section. Most Hungarian primary schools offer both
German and English as a first or second foreign language.

Acquiring an additional language(s) (second foreign language) is introduced
in the sixth or seventh year in the upper primary section. It depends on the
school’s local curriculum whether it is possible to integrate those 2 extra lessons
as foreign language lessons (Szabd, 2008; Petneki, 2009). Furthermore, the
former curriculum maintained the tradition of the two extra lessons at the upper
primary level. (OFI, 2012) Learning a second foreign language is not compulsory
at the primary level, therefore, a lot of students only start to acquire a second
language in secondary school (Csizér&Oveges, 2018). The New National
Curriculum (2020) does not make it possible to learn two foreign languages at
primary schools with a general curriculum (Magyar Kozlony, 2020). Despite this,
the current pilot study is based on the former regulation of the NCC (2012).

The schools have a normal curriculum which means that schools with
bilingual curriculum or schools with nationality/minority curriculum did not
anticipate in the study. As far as the learning conditions are concerned, pupils
start their first foreign language (L2) from the first grade even if the official age
of onset is the 4™ grade based on the National Curriculum. Primary schools
allocate two extra lessons for pupils to start their foreign language learning at an
earlier age for practical reasons. (https://www.oktatas.hu/kozneveles/-
kerettantervek/2012_nat) Age of onset plays an integrative role in this
comparative study. Learners can usually start a second foreign language (L3) at
the beginning of the 7" graders have been learning L2 for 6 years meanwhile 8™
graders have been exposed to L2 for 7 years. As for the L3, 7™ grader subjects
have been acquiring German or English for 1 year and 8™ grader participants
have been learning the L3 language for 2 years.

Several Hungarian examples could be presented to justify the necessity of the
research based on the order of language acquisition and multilingual awareness.
Bobcz-Barna (2007) examined the qualitative differences between the acquisition
of German as L2 or German as L3 in the Hungarian school context. In the focus
of her investigation stood multilingualism and cross-linguistic influence. The
mother tongue of the pupils was Hungarian (L1) and their first or second foreign
language was English or German (L2/1.3). Participants aged between 14 and 17
took part in the investigation. The paper of T. Balla (2012) is also based on the
DMM. She carried out a unique study in the Hungarian context which tried to
seek answers on the role of English (L2) in the acquisition of the German
language (L3) in secondary school context. T. Balla (2012) also employed
multilingual research instruments to assess multilingual secondary school pupils.
Horvath (2022) also investigated 9™-grade school learners who started to acquire


https://www.oktatas.hu/kozneveles/kerettantervek/2012_nat
https://www.oktatas.hu/kozneveles/kerettantervek/2012_nat

Multilingual Assessment of Hungarian Pupils in the Primary School Context 111

German L3 at the beginning of their secondary school studies. The languages
involved in the study are the same as in the current pilot investigation:
Hungarian (L1), English (L2), and German (L3). The study also explored the
multilingual awareness of the participants with the help of multilingual teaching-
and assessment tools developed by the researcher.

3. The study

In the focus of the pilot study stands L3 proficiency and multilingual awareness
of Hungarian primary school pupils. This study investigates how certain factors
(like age, L2 knowledge, order of acquisition) influence L3 proficiency and
multilingual awareness.

The research questions have been formulated based on the holistic way of
multicompetence as presented in the literature review and the questions are
framed from a dynamic point of view (DMM).

The study addresses the following research questions:

(1) Do prior language knowledge (L2) and age have an impact on L3
achievement?

(2) Do more experienced language learners have a higher level of L3 proficiency
and a heightened level of multilingual awareness?

(3) Does the order of language acquisition influence the learners’ L3 proficiency
and the level of multilingual awareness?

3.1 Venue and timing

The pilot was carried out at two primary schools in the Transdanubian region of
Hungary. Schools were selected based on their curriculum, first and second
foreign language. English as L3 and German as L3 were investigated at two
primary schools with a normal curriculum. The study lasted between the end of
May and the beginning of June 2021 as the planned time of the pilot had been
delayed one year due to COVID-19.

3.2. Sampling

The current research includes two primary schools where pupils started to
acquire two foreign languages (English and or German). Convenience sampling
was employed and 44 primary school pupils could be recruited for the study.
Length of L2 exposure is calculated based on the age of onset of the participants.
They have classes in the first foreign language (English or German) 4 times a
week. They can learn a second foreign language (English or German) twice a
week. Pupils are divided into 4 different groups based on their school years and
order of language acquisition in the current study. The EG group refers to the
pupils who start their learning process with English and after that German. Their
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name is the “EG” (starting with English) (N=22). 7" graders are labelled as
“7EG” (N=11) meanwhile 8" graders were named “8EG” (N=11). The other group
acquired German before English therefore they gained the designation of “GE”
(N=22). 7" graders of the “GE group” (N=11) are called “7GE” meanwhile 8"
graders carry the contracted form “8GE” (N=11).

3.3. Tools

Data were gathered from multiple sources at one time during the spring term of
2021. In the current study, the C-tests and the Multilingual Competence Test
(MCT) were employed. Students were asked to fill in a German and English C-
test both in their L2 and in their L3. Then, an MCT was distributed to the
participants. The tools are described in the next subsections.

3.3.1. The C-test

C-test is the developed form of the cloze-test (Sigott, 2004; Baghaei&Grotjahn,
2014; Babaii, 2014) and the original idea comes from Klein-Braley&Raatz (1982).
According to Khoshdel-Niyat (2017), the C-Test is a gap-filling test belonging to
the family of reduced redundancy tests which is used as an overall measure of
general language proficiency in a second or a native language. Katona&Do6rnyei
(1991) also used the C-test amongst Hungarian EFL learners. The C-test aims to
measure the overall proficiency of primary school pupils. The mutilation of the
tests was adjusted to the classical C-test theory so every second word was deleted
from the created texts. Each C-test included 5 texts altogether and every text
contained 20 mutilated words. Pupils have 5 minutes for each text so they
needed to complete the task in 25 minutes. In reality, 25 minutes were not
enough to solve the 100 items. English and German C-tests were constructed to
measure students’ first (L2) or second foreign language (13). Students’
coursebooks were used to create the C-tests. “Project” and “English Plus” series
were used to compile English as L2 and L3 tests for both age groups.
“BesteFreunde”, “Pass auf!” and “Ping Pong neu” were implemented to generate
German as L2 and L3 tests. The content of the C-tests is based on the course
books of the participants. Students came from different schools so the decision
was to create a test which is doable for each of the participants. The level of
proficiency is followed by The Common European Framework of Reference
(CEFR). The C-tests are varied from A1 level to Bi1 level as the instrument
measures 7th and 8th graders' L2 and L3 written proficiency.

3.3.2. The Multilingual Competence Test

A version of the multilingual competence test (henceforth MCT) by Hofer and
Jessner (2019) was adapted for the Hungarian context. The test measures pupils’
level of metalinguistic and cross-linguistic awareness. The first part of the
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original test was composed for the German-speaking South Tyrolean school
context and it includes the already known languages by the student like German,
Italian, and English. The second part of the test contains unknown languages like
French, Spanish, Dutch, Ladin, Swedish, and Danish. The supportive language is
German in the tasks. The aim of the Hungarian multilingual competence test is
also twofold. The tasks explore multilingual operations of cross-linguistic
influence (MLX) and metalinguistic awareness (MLA) (Hofer, 2023).

The Hungarian version contains three known languages - Hungarian,
English, and German - by the students. The second part of the test consists of
unknown languages like Dutch, Danish, Swedish, and Spanish but Ladin was
eliminated from the adapted test as this language is especially spoken in
South Tyrol. The language of instruction is Hungarian in the adapted test.
The Hungarian version contains 11 tasks altogether. A maximum of 116 points
could be obtained in the test. The first one is a vocabulary task based on
English-German cognates. The second task is an odd-one-out task that
assesses grammatical knowledge in the three languages. The participants
need to choose 2 correct sentences out of the three and then they need to
formulate their choice in Hungarian. The third task is connected to accuracy
which requires them to correct the false sentences in all three languages and
then they need to explain how they proceeded in the task. The fourth task
includes two subtasks (parts A and B). In Part A, pupils are required to
translate the German words into English. After that, they need to find the
Hungarian equivalent of the words. Those words included in the task can be
completed by Ai-level speakers of English or German because the test is for
every participant (English 1.3, German L3).

The second main part of the test contains the unknown languages. As far
as the unknown languages are concerned, Dutch, Danish, Swedish, French,
and Spanish languages remain in the adapted test. The Ladin language
needed to be eliminated from the second part of the test because it could be
only understood by the South Tyrolean speakers. The 6™ task refers to the
Dutch language and pupils should translate Dutch sentences into Hungarian.
Tasks 7 and 8 belong to matching exercises. Task 7 applies to the word
matching exercise, and it requires respondents to draw a parallel between
German and Swedish/Dutch words. Participants needed to use the German
language to recognize the meaning of the sentences and to find a link
between German and Danish sentences. Task g incorporated a translation
task and the languages included were Spanish, French and Ladin languages.
Tasks 10 and 11 involve the Spanish language in the form of a translation and
matching exercise.
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3.4 Data collection and analysis

Data of two research tools were presented which had been employed in the pilot
process between May and June 2021.

English and German C-tests were distributed to the students in two
different lessons. 8 C-tests were created to assess pupils’ L2 and L3. Pupils
had 5 minutes for each part so they needed to fill in the test in 25 minutes.
Pupils completed the English and German tests in two different lessons
guided by their teachers. Students were asked to fill the two parts of the MCT
in two separate lessons. Pupils could reach a maximum of 116 points and it
took 80 minutes to complete. Quantitative methods were used to collect and
analyse the data. The test of normality (Kolmogorov-Smirnov) was utilized to
investigate whether there is a normal distribution amongst the population.
Non-parametric independent samples T-tests were used to compare the
independent groups of pupils (7EG, 8EG, 7GE, 8GE) based on different
variables. Mann-Whitney tests were used to investigate the effect size and
statistical significance. The statistical tool ‘Jamovi’ (similar to SPSS) was used
for the data analysis. This software predicts the effect size of the data analysis
besides the description of mean, significance (p-value) and standard
deviation.

3.5 Ethical considerations

Two schools participated in the study. First, a written request was sent by the
head of the doctoral school to the headmasters. After the headmasters of the
institutions agreed to participate in the study, teachers gained a letter of
consent. Form- teachers distributed the parental consent to the chosen
applicants. Only pupils having parental consent took part in the pilot. As
schools asked for anonymity, the names of the schools and students have to
remain unknown in the study.

4. Results

In this section, the findings of the data collection is presented. The test of
normal distribution is discussed in the first subchapter (4.1). Then this
chapter is divided into three more subsections, each of which presents the
results relating to one of the research questions. (4.2, 4.3, 4.4).

4.1 Test of normality

Shapiro-Wilk test was used to check the normal distribution of the sample
(N=44). According to the literature, the Shapiro-Wilk test is a more
appropriate method for small sample sizes (<50 samples) although it can
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also be handling on larger sample size while Kolmogorov-Smirnov test is
used for n =50. Table 1 illustrates the lack of normality as the significance
level is not bigger than 0.05 in each case. (p=0.009, p=0,012, p=0,000). 4
main constructs have been investigated in the pilot study: the first foreign
language of the students (henceforth L2), the second foreign language of the
participants (henceforth L3), and multilingual operations in cross-linguistic
awareness (MLX) and metalinguistic awareness (MLA). L2, L3, MLX and
MLA were involved in testing the normal distribution since these variables
play an integrative role in the data analysis.

As a next step, histograms were created using the Jamovi statistical tool.
Creating histograms is essential to visualize the normality or the lack of
normality in the data. No Bell shape curve could be observed in the case of
histograms therefore normal distribution was out of consideration.
Histograms showed us that no normal distribution could be detected in the
L2 and L3 proficiency. Unfortunately, the data showed us that the data is
not normally distributed concerning the multilingual operations of cross-
linguistic awareness (MLX) and metalinguistic awareness (MLA).

4.2. Prior language knowledge (L2) and age on L3 proficiency

The first research question investigates the role of prior language knowledge
(L2) and age factor in terms of L3 achievement. It draws attention to the
comparison between the EG and the GE groups in terms of language exposure
and proficiency. There is one year difference amongst the age groups namely
between 7™ and 8™ graders. Tables 2A and 2B show the findings of the first
part of the hypothesis, namely students start to learn English (L2) and
German (L3).Group 1 denotes 7EG and group 2 refers to the 8EG. The
findings summarized in Table 2A suggested that the 7EG group (M: 86.2)
outperformed 8EG (M: 69.4) in terms of only the L2 proficiency. According
the Cohen’s D, the L2 proficiency has got a large effect size (d=0.7) between
the 2 variables (7EG and 8EG). Moreover, a marginally significant difference
could be found in L2 proficiency (p<o0.006).Independent samples T-test
showed that 8EG (M=43.2) outperformed the 7EG (M=30.5) in the case of L3
proficiency. The results of the Mann Whitney U-test are presented in Table
2B. No statistical significance was found in L3 between the groups of 7th and
8th graders in terms of language proficiency. (L3: p = 0.122). Table 2B
illustrates that a small effect size could be seen in the case of L3 (d= 0.39)
meanwhile a large effect size could be detected in L2 proficiency (d=0.7).
There is a medium effect size which implies that the finding is practical
enough and it could work with a larger sample, as well.
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Table 2A. The role of L2 knowledge on L3. EG groups.

Variables Group Participants (N) Mean
Ctest_L2 7EG 11 86.2
8EG 11 69.4
Ctest_L3 7EG 11 30.5
8EG 11 43.2
Table 2B. Level of significance and effect size. EG groups.
Variables P Effect size
Ctest_IL2 0.006 0.702
Ctest_L3 0.122 0.397

As the research question refers to the 1.3 construct, the GE group (L.2: German, 1.3:
English) should also be investigated. The results, as shown in Table 3A, indicated
that a marginally significant difference could be found in terms of L3 proficiency (p
= 0.01). A medium effect size was found between GE 7 and GE 8 in terms of L3
proficiency (d = 0.43). The larger the effect size, the larger the difference between
the average individual in each group. Table 3B described that 8th graders (M =
85.6) outperformed the 7th graders (M = 77.6) both in terms of L2 and L3 even

though they acquire languages in the opposite way as the first group (EG).

Table 3A. Significance and effect size of L2 and L3

Variables P Effect size
Ctest_1.2 0.742 0.0909
Ctest_ L3 0.094 0.4298

Table 3B. L2 knowledge on L3 proficiency.

Variable Group Participants (N) Mean
Ctest_L2 7GE 11
8GE 1 741
75.9
Ctest_L3 7GE 11 77.6
8GE 11 85.6
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4.2 L2 experience on L3 proficiency and multilingual awareness

The second question explores whether the more experienced language
learners have a higher level of L3 knowledge and a heightened level of
multilingual awareness. Table 4A presented the descriptive statistics that
were computed to discover the differences between the 2 groups. L3 scores of
the EG group revealed that 8th graders (M = 43.2) outperformed 7th graders
(M = 30.5). The 8EG group achieved better results (M = 7) than 7EG
(M=6.82) although there is only a slight difference. The results of significance
and the effect size are summarized in Table 4B. A lack of significant
difference could be seen either in the results of L3 proficiency (p<0.05) or in
the case of metalinguistic awareness (p<0.05). As far as the multilingual
operations of the cross-linguistic awareness (MLX) are concerned, the 8EG
group (MLX, M: 63. 3) overachieved the 7EG group (MLX, M: 60.6).

Table 4A. L2 experience on L3 proficiency and multilingual awareness. EG groups.

Variables Group Participants (N) Mean
MLX 7EG 11 60.64
8EG 11 63.32
MLA 7EG 11 6.82
8EG 11 7.00
Ctest_L3 7EG 11 30.5
8EG 11 43.2

Table 4B. Level of significance and effect size. EG groups.

Variables p (Sig.) effect size
MLX 0.36 0.2397
MLA 0.92 0.0331
Ctest_L3 0.12 0.397

The second part of the second research question refers to the GE groups. Tables 5A
and 5B provide an overview of the descriptive statistics and the results of the Mann
Whitney test of the GE groups. The 8GE group (M: 85.6) overachieved the 7GE
group (M: 77.6) in terms of L3 proficiency. However, the 7GE group achieved
better results (M = 14.9) than the 8 GE group (M = 14.5) in terms of MLA scores.
No significant difference was found that a higher level of L3 proficiency can
correlate with a higher level of metalinguistic awareness. The effect size suggested
that a small effect size could be found in terms of metalinguistic awareness
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(d=0.33). There is a weak relationship between the GE groups in terms of
metalinguistic awareness. The last variable is the cross linguistic awareness (MLX)
which is the first part of the multilingual competence test. The MLX scores showed
that 8th graders (M: 77.0) outperformed the 7th graders (M: 78.2).

Table 5A.1.2 experience on L3 proficiency and multilingual awareness. GE groups.

Variables Group Participants Mean
Ctest_L3_percent 7GE 11 77.6
8GE 11 85.6
MLX 7GE 11 77.0
8GE 11 78.2
MLA 7GE 11 14.9
8GE 11 14.5
Table 5B. Significance level and effect size. GE groups.
Variables P Effect size
Ctest_L3 0.094 0.0331
MLX 0.921 0.0826
MLA 0.766 0.4298

4.4. The role of order of language acquisition on L3 proficiency and
multilingual awareness

The last research question seeks to answer whether the order of language
acquisition can have an impact on multilingual awareness and L3 proficiency.
Tables 6A and 6B show the differences between the EG/GE groups in terms of L3
proficiency, and multilingual operations of metalinguistic awareness (MLA) and
cross-linguistic influence (MLX). We investigated whether learners of German
(L2) outperformed English (L2) in acquiring a third language. Distinctions were
made based on the order of acquisition (ENG/GER and GER/ENG). The 2 groups
were divided into Group 1(EG) and Group 2 (GE). Three variables were the focus
of our investigations to answer the third research question. L3 proficiency and
multilingual awareness are divided into cross-linguistic awareness (MLX) and
metalinguistic awareness (MLA).
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Table 6A. Order of language acquisition.7th graders.

Variables Group Participants (N) Mean
Ctest_L3 7EG 11 30.5
7GE 11 77.6
MLX 7EG 11 60.64
7GE 11 76.95
MLA 7EG 11 6.82
7GE 11 14.91

Table 6B. Significance and effect size.7™ graders.

Variables P(Sig.) Effect size
Ctest_L3 <.001 0.942
MLX 0.002 0.793
MLA <.001 1.000

The findings showed that pupils learning German as their L2 achieved better
results both in L3 (M = 77.6; M = 85.6). What is more, both 7 and 8 GE groups
performed better both in metalinguistic- and cross-linguistic awareness tasks
(MLX, M = 76.95; MLA, M = 14.9 and MS, M=78.2; MV, M = 14.54) than the EG
groups. Results suggested that the complexity of the German language as an L2 can
positively impact the L3 achievement and both MLA and MLX of the GE group.

Table 7A. Order of language acquisition. 8th graders.

Variables Group N Mean
Ctest_L3 8EG 11 43.2
8GE 11 85.6
MLX 8EG 11 63.32
8GE 11 78.18
MLA 8EG 11 7.00
8GE 11 14.54

Table 7B. Level of significance and effect size. 8™ graders.

Variables P(Sig.) Effect size

Ctest_L3 <.001 1.000
MLX <.001 1.000
MLA <.001 0.926
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5. Discussion

Returning to the first research question posed at the beginning of this article, it is
possible to state that 8™ graders outperformed 7™ graders in L3 proficiency but
only in the GE groups. Moreover, prior language knowledge (L2) had an
influence on L3 proficiency in the GE groups. However, the Mann-Whitney test
was used to compare the 7™ graders with the 8" graders in L3 proficiency. 8™
graders outperformed 7™ graders in both English and German as L3 but no
significant difference was observed in terms of L3 proficiency. The 8GE group
outperformed the 7GE in terms of L2 proficiency. L2 proficiency and L2 exposure
are examined together as connected factors in the study of Tremblay (2006). She
investigated language shifts in the L3 German production of thirteen L1 English
young adults, who had different levels of proficiency and different amounts of
exposure in their L2 French. For learners obtaining a higher level of L2
proficiency, the L2 has a higher influence on creating learning strategies in L3.
Those Pupils -who have had more L2 exposure- tend to be more capable of using
their L2 knowledge in the process of L3 learning. Furthermore, our findings are
partly correlated with Hofer's (2019) earlier study. Her research investigated the
role of multilingual education programmes on pupils’ achievement in their
languages (German L2 and English L3). She found that earlier and more
extensive contact with an L2 language can have a positive influence on additional
language learning (1.3). The present findings seemed to be consistent with other
research which found that age could be an influencing factor in the 1.3 acquisition
process. The study of Cenoz et al. (2001) examined age as an influencing factor
in English as an L3. They found that older learners achieved better results than
youngsters. Singleton & Ryan (2004) also observed the age factor in foreign
language learning in elementary school. Their results showed that early starters
outperformed later starters because of longer instruction and exposure which is
in agreement with our findings. Munoz (2020) examined 7 and 9-year-old pupils
and the focus of the investigation was the role of age and exposure in the cognate
recognition task. The outcome of the research showed that older participants
outperformed their younger peers.

The second research question investigated whether the more
experienced learners can have a higher level of L3 proficiency and a
heightened level of multilingual awareness. Both 8"-grader groups
obtained higher scores in the L3 proficiency and cross-linguistic awareness
tasks than their 7"-grader peers. The level of L3 proficiency did not always
correlate with the level of metalinguistic awareness. However, the findings
of the current study do not support the previous research carried out by de
Angelis (2007). She hypothesised that learners’ knowledge of the target
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language is still weak at the beginners’ level so they need to fill in the gaps
with the source language. Less proficient learners could have a higher level
of cross-linguistic interaction between the language systems. Furthermore,
the study by Sanchéz (2014) examined the relationship between L3
proficiency and cross-linguistic influence. She explored the influence of
German L2 on English L3 in the case of Spanish subjects. The findings are
not in agreement with our results. Sanchez found that a lower level of
proficiency could lead to more frequent use of non-target language which
influences cross-linguistic influence. The findings are in line with the
results of the EG group in the case of cross-linguistic influence. Horvath and
Jessner (2023) investigated the cross-linguistic influence between English
and German. They found that cross-linguistic lexical and structural
similarities between English (I.2) and German (1.3) could provide teaching
German as an L3 in the classroom.

The second part of the question is related to the connection between L3
proficiency and metalinguistic awareness. As for MLA and L3 proficiency,
7™ graders achieved better results than 8™ graders but only in the GE
groups. The findings observed in this study mirror the previous study that
examined the relationship between metalinguistic awareness and L3
proficiency. Hofer (2015) tested multilingual learners in the South Tyrolean
context with the languages of German (L2) and English (L3). Hofer’s study
supported the idea that students could benefit from early trilingual
acquisition (German L2, English L3). Moreover, Hofer and Jessner (2019)
found facilitative effects of L.3 learning on pupils’ meta- and cross-linguistic
awareness in their later study. Early and more extensive contact with a
second and/or third language can have a positive effect on young learners’
cognitive and linguistic performance.

The third question was whether pupils learning German as an L2 achieve
better results in their .3 and whether they have a higher level of multilingual
awareness due to the complexity of the second language. The findings
suggested that students learning German as an L2 outperformed students
learning English as an L2. This finding is in agreement with Berkes and
Flynn’s (2012) Hungarian evidence which showed that the German language
has a stricter and more complex structure in syntax, especially in relative
clauses. They stated that ,the feature setup of the Hungarian and the English
Complementizer Phrase (CP) show some structural similarities which might
be beneficial for subsequent language acquisition” (Berkes& Flynn, 2012, p.2).
The presented results are in line with the findings of Tépai-Balla (2008) who
observed two groups of Hungarian students who acquired English (L3) or
German (L3). This Hungarian research indicates that the ideal order of
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language acquisition is German (L2) and then English (L3). The results
suggest that factors like typological relatedness and proficiency in the target
language and source language also play an integrative role in further
language learning. Penner (2007) supports the idea of the beneficial role of
German (L2) in her qualitative study as students admitted that the German
language is more complex than English and they enjoyed acquiring English as
L3 after German L2 in the Hungarian school context.

Several limitations to this pilot study need to be acknowledged. Firstly, the
project used a convenience sampling. Secondly, the marginal difference could
be explained owing to the one-year difference between the two age groups.
Thirdly, the findings cannot be generalised due to the low sample size.
Eventually, the current study has only examined L3 proficiency and
multilingual awareness from a quantitative point of view.

6. Conclusion

The pilot study aimed to scrutinize whether certain factors (age, prior
language knowledge, multilingual awareness) influence third language
acquisition. The pilot was utilized at two primary schools in the
Transdanubian region of Hungary. Pupils learning English as an L3 were
compared to students acquiring German as an L3. 7™ and 8™ grader
participants took part in the current research.

This study produced results that corroborate the findings of previous work
in the field of third language acquisition. The following conclusions can be
drawn from the present study:

1) 8™ graders outperformed the 7™ graders in L3 proficiency therefore
age can play a role in third language acquisition. Prior language
knowledge has had an influence on L3 but only in the GE group in the
current study.

2) 8™ grader participants have a higher level of L3 proficiency and cross-
linguistic awareness than the 7™ graders in both groups (EG, GE). However,
only the 8EG group achieved better results in the metalinguistic awareness
task than the 7EG group. A higher level of L3 proficiency carries a higher
level of cross-linguistic interaction.

3) Both 7" and 8™ participants performed better, whose L2 was German
and L3 was English. Findings suggested that starting with German as L2
could contribute to better L3 results and a higher level of multilingual
awareness (including metalinguistic awareness and cross-linguistic
awareness).
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Multilingual approaches to teaching and learning are linked to significant benefits at the
linguistic and metalinguistic levels in the European context. The study is based on the
Dynamic Model of Multilingualism. Multilingualism research is considered to be a
neglected area in the Hungarian context, however a handful of studies have appeared on
third language acquisition and multilingual awareness recently. 44 subjects took part in
the investigation. This study aims to investigate certain factors influencing third
language acquisition. The following research questions have been formulated. The first
question seeks to answer whether L2 knowledge and age have an impact on L3
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achievement. The second question examines whether L2 experience has an impact on L3
proficiency and on multilingual awareness. The third question seeks to determine
whether the order of language acquisition influences L3 proficiency and multilingual
awareness? Data were collected using self-constructed C-tests and a Multilingual
Competence Test. Mann-Whitney tests showed that L2 knowledge supported a higher
level of L3 proficiency but only in the GE groups. Age played an integrative role in L3
proficiency in EG and GE groups although there was one year difference amongst the
groups. The results suggested that a higher level of L3 knowledge could contribute to a
higher level of cross-linguistic awareness but not a higher level of metalinguistic
awareness in each group. Learning German as an L2 can lead to a higher level of L3
proficiency and multilingual awareness.

Keywords: multilingual awareness, L2 knowledge, L3 proficiency, English, German

Az altalanos iskolai diakok tobbnyelvii nyelvi mérése a magyar oktatasi
kornyezetben

Noémi Szab6, Pannon Egyetem, Tobbnyelviliségi Nyelvtudomanyi Doktori Iskola,
doktorandusz. szabonoemi@almos.uni-pannon.hu

Ulrike Jessner, egyetemi docens, Innsbrucki Egyetem, egyetemi tanar, Pannon Egyetem.
ulrike.jessner @uibk@ac.at, ORCID: 0000-0002-3015-3281.

A tanitds és tanulas tobbnyelvii megkozelitése jelents elényoket mutat a nyelvi és a
metanyelvi szinten az eur6pai kontextusban. A tanulméany a tobbnyelviiség dinamikus
modelljén alapul. A tébbnyelviiség kutatdsa magyar viszonylatban elhanyagolt teriiletnek
szamit, azonban a harmadik nyelv elsajatitisarél és a metanyelvi tudatossagrol
folyamatosan jelennek meg az utébbi idében. A vizsgdlatban 44 személy vett részt,
amelynek egyik fele 7. évfolyamos (N=22) és masik fele pedig 8. évfolyamos (N=22).

A tanulmény célja, hogy megvizsgaljon kiilonb6z6 tényez6ket, amelyek bizonyitottan
befolyasoljadk a harmadik nyelv elsajatitasit. A Kkovetkezd kutatdsi kérdések
fogalmazodtak meg a relevans szakirodalom alatdmasztasaval. Az els6 kérdés arra keresi
a vélaszt, hogy az elGzetes nyelvi tudas és az életkor hatassal vannak-e a harmadik
nyelvtudas eredményeire. A masodik kérdés azt vizsgélja, hogy a méasodik nyelvben
szerzett tapasztalat hatassal van-e a harmadik nyelvi jartassagra és a tobbnyelviiségre. A
harmadik kérdés azt a felvetést jarja korbe, hogy a nyelvelsajatitas sorrendje befolyasolja-
e a nyelvtudast és a tobbnyelvl tudatossagot. Az adatokat sajat készitésti C-tesztekkel és
egy tobbnyelviiségi kompetenciat mér§ teszttel gydjtottik. A Mann-Whitney tesztek
eredményei azt mutattak, hogy az L2 tud4s magasabb szint(i L3 jartassaghoz vezetett, de
csak azokban a csoportokban, ahol a németet tanuljdk, mint L2-t. Az életkor
meghatarozd szerepet jatszott az L3 jartassagban, mindkett§ csoportban: a német és az
angol, mint masodik idegen nyelvi (L3) csoportokban. Csupan egy év korkiilonbség volt a
csoportok kozott. Az eredmények azt sugalltdk, hogy a magasabb szint L3 tudas egyiitt
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jar, a nyelvek kozti tudatossag magasabb szintjével viszont nem minden csoport esetében
vonja magaval automatikusan a metanyelvi tudatossag magasabb szintjét is. A német
nyelv, mint els§ idegen nyelv elsajatitisa magasabb szinti nyelvtudashoz és tobbnyelvi
nyelvi tudatossaghoz vezethet.

Kulcsszavak: tobbnyelvii nyelvi tudatossag, masodik idegennyelvtudas, harmadik
nyelvbeli jartassag, angol, német

OuiHOBaHHS piBHS 6araTOMOBHOCTI IIKO/ISIPiB YTOPIIMHY B OYaTKOBI
IKOJTi

Hoemi Ca6o0, 3706yBauka CTymeHs1 AoKTopa ¢isocodii JIOKTOPCHKOI IIKOIU 3
6araToMoBHOCTi YHiBepcuTeTy [TaHHOHIS, szabonoemi@almos.uni-pannon.hu

Vabpike Meccuep, fouenT Yuisepcutery IHc6pyka, mpodecop YHiBepcureTy ITaHHOHIs,
ulrike.jessner @uibk@ac.at, ORCID: 0000-0002-3015-3281.

B €BpOIEICBKOMY TIPOCTOpi 6araTOMOBHI THAXO[M /IO BUK/IQJAHHS Ta HaBYAHHS
ACOLIOIOTBCS 31 3HAUHMMM I1epeBaramMy Ha JIIHTBiCTMYHOMY Ta METa/IiIHTBICTUYHOMY PiBHSIX.
JloCITimHKeHHsT TPYHTYETBCSI Ha OCHOBI MHAMIYHOI Mojiesii 6araTOMOBHOCTI. B yropcbkomy
KOHTEKCTi TeMa 6araTOMOBHOCTI € MaJIOZOCTI/DKEHOI0 cheporo, MpoTe OCTaHHIM YacoM
3’SIBWIOCST KUTbKA JIOCIIKEHD, Y SIKMX PO3IJITHYTO IMTAHHS 3aCBOEHHSI TPETbOI MOBM Ta
YCBiZIOMJIEHHS] METJTIHTBICTUKN. Y TOC/TKEHH] B3SUTM YYaCThb 44 YIaCHUKM, 3 SIKUX 22 YIHI
(3 HMX 11 Y4HIB 77-TO KJIacy, 11 — 8-T0 KJ1acy) BUBYAIOTh aHTJIMCHKY SIK JIPYTy iHO3€MHY MOBY.
Pernita 22 y4Hi (3 HMX 11 YYHIB 7-TO KJIacy, 11 — 8-TO KJ1acy) BUBYAIOTh HIMEIBKY SIK JIPYTy
iHO3eMHy MOBY. MaeMO Ha MeTi PO3KPUTH (aKTOPH, IO BIUIMBAIOTH Ha BUBYEHHS TPETBHOI
iHo3eMHOT MOBM. CropobyeMo JaTv BiAoBiAi Ha Taki 3ammraHHs: (1) UM BIUIMBAIOTH
TIoTiepe/iHi 3HaHHS 3 MOBM Ta BiK Ha piBeHb BOJIOIHHS APYTO0 iHO3eMHOIO MOBO0? (2) Un
BIUIMBA€E PiBeHb BOJIOJIIHHS MOBOIO Ha pPiBeHb OaraTOMOBHOI cBimoMocTi? (3) Um BIUmMBaEe
TIOPSIZIOK BYBYEHHSI MOB Ha PiBeHb BOJIOZIHHS [IPYTOI0 iHO3EMHOIO MOBOIO Ta Ha piBeHb
6araToMOBHOI CBiZIoOMOCTi y4HIB? [laHi 3i6paHO 3a JIOIIOMOTOI0 CAaMOCTIITHO po3potsreHnx C-
TeCTiB Ta TecTy 3 6araTOMOBHOI KOMIIETEHTHOCTI. Pe3y/IbTaTyi TecTiB MOKa3ami, IO PiBeHb
3HAHb B YUHiB, 5IKi B)Ke MOIIepeIHBO BOJIOALIM IHO3EMHOIO MOBOIO, OYB BUIIVIM, OZIHAK JIMIIE
B Tpylax 3 aHIVIMCBKOI0 MOBOI HaBUaHHS. Bik Yy4HIB BilirpaB BUpIlllaJIbHYy pojb Y
¢$opMyBaHHI piBHSI BOJIOZIHHSI MOBOIO Ha IIpodeciiiHOMy piBHI B 060X rpymax, Xoda MbK
rpymamyu 6yia pisHMIE B oAMH pikK. Pe3yybraT CBiI4aTh Mpo Te, IO BUIIVMIA piBeHb
BOJIOZ[IHHSI MOBOIO MOXKe CIIPMSITM BUILIOMY PiBHIO MDKMOBHOI 06i3HaHOCTI, ajie He BUILIOMY
PIBHIO METaTiHTBICTMYHOI 00i3HAHOCTI B KOXKHIi Tpyri. BuBUeHHST HiMeIbKOI MOBU MOXKe
TIPUBECTH JI0 BUILIOTO PiBHSI BOJIO/IIHHST MOBOIO Ta 6araTOMOBHOI 0613HAHOCTI.

Knarouosi cnoea: 6a2amomosHiCMb, 80100IHHS THO3EMHUMU MO8aMU, aH2/IlCbKa MO8a,
HiMeubKa Mosa
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