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SISSEJUHATUS

Anna Verschik
Tallinna Ulikool

Artiklikogumik kisitleb laste ja noorte mitmekeelsust. Kuigi
mitmekeelsusest iildiselt ning konkreetselt laste ja noorte mitme-
keelsusest on juba ilmunud hulgaliselt kirjandust ja ilmub ka edas-
pidi, tundub, et mitmekeelsuse eri tahud on ammendamatu teema,
mis on jatkuvalt oluline nii keeleteaduse teooria kui rakenduslike
uurimuste jaoks. Nonda juhtub osaliselt sellepdrast, et kogu aeg
tekib uusi sotsiolingvistilisi olukordi ja uute keelte kombinatsioone
(nagu nditeks tiirgi-vene varajane kakskeelsus); aga ka sellepdrast, et
juba tuntud mudeleid ja meetodeid rakendatakse uutes keelesituat-
sioonides, nagu naiteks hiljuti alustatud Eesti noorte keele uurin-
gud. Samuti loovad uus meedia ja suhtlus interneti vahendusel uusi
keelekasutuse voimalusi ja mustreid, mida on oluline arvestada
mitmekeelsuse uurimisel.

Kogumiku artiklid keskenduvad niisugustele teemadele nagu
varajane ja noorte mitmekeelsus, teise keele omandamine, pere-
konna keelepoliitika, mitmekeelne suhtlus YouTube’is ja TikTokis
ja sotsiaalmeedias, etnolektide kasutus. Metodoloogia poolest on nii
eksperimentaalseid kui ka etnograafilisi kirjutisi.

Elena Antonova-Unlii ja Cigdem Sagin-Simsek vordlevad
tiirgi-vene ja tiirgi-inglise varajaste kakskeelsete ning tiirgi tiks-
keelsete laste narratiiviloomet. Leiti, et temporaalsete konnektiivide
kasutus on mitmekeelsetel konelejatel teistsugune, mis kinnitab
varasemate uuringute tulemusi. Uks pohjusi voib olla tiirgi keele
kasutuse piiratud voimalus.

Piret Baird, Reili Argus ja Merilyn Meristo uurisid eesti keele
oskustaset muu (enamasti vene) kodukeelega koolilastel. Vor-
reldi eesti keele omandamist kahes rithmas: tihe rithma lastel oli
juba méningane eesti keele oskus varasemast ajast ja teistel mitte.
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Leiti, et kooliaasta 1opuks kahe rithma eesti keele oskus ei erinenud
oluliselt.

Piret Baird vaatleb kaheaastase lapse inglise-eesti koodi-
vahetust, kusjuures sisend molemas keeles on tasakaalus. Erinevalt
tavapdrastest perekonna keelepoliitika mudelitest (,,itks vanem, iiks
keel voi ,jiiks keskkond, tiks keel), kasutab pere ,iks pdev, iiks
keel“ mudelit, kuna vanemad valdavad teineteise keelt. Tasakaalus
sisend avaldub ka lapse viljundis moélemas keeles: on iisna palju
koodivahetusega titlusi, mis on iikskeelsetest {itlustest keerukamad.

Vlada Baranova ja Kapitolina Fedorova tutvustavad eri akt-
sentidega vene keelt, mida kasutavad eri etnolingvistilise taustaga
noored esinejad YouTube’is ja TikTokis. Aktsentide kasutus on
suunatud tikskeelsete silmaklappide ja etniliste stereotiitipide vastu
ning piitiab kindlustada esinejate agentsust.

Inga Hilbig kirjeldab leedu-saksa kakskeelse poisi juhtumit
ja leiab, et vastupidiselt laialt levinud arvamustele ei pruugi ,iiks
vanem, liks keel“ pohiméte olla piisav. Ta rohutab lapse agentsuse
olulisust ja nditab, et ka passiivset keelt saab holpsasti aktiveerida.

Oleksandr Kapranov kisitleb inglise frikatiivi /z/ omandamist
Norra korgema kesktaseme inglise keele oppijate seas. Katsed naita-
sid, et konsonant on dppijatele problemaatiline ja et enamasti asen-
dati /z/ /s/-iga, mis on oluline teave keelepedagoogika jaoks.

Victoria Kazakovskaya analiiiisib vene kddndsonatuletust vene
ikskeelsete ja simultaansete vene-saksa kakskeelsete laste hulgas.
Uurimus kinnitab varasemaid tulemusi, et kakskeelsete areng kum-
maski keeles v6ib monevorra maha jadda, kuid kumulatiivses keele-
arengus on nad iikskeelsetest ees.

Geidi Kilp keskendub pragmaatiliselt tingitud erinevustele
isikuviidete kasutuses eesti-inglise-jaapani Facebooki-suhtluses.
Keelte kombinatsioon on haruldane ja seetottu on niisuguste kolm-
keelsete keelekasutajate arv iisna piiratud. Kuigi osalejate jaapani
keele oskus on erinev, tajuvad koik erinevust kolme keele prag-
maatiliste vahendite vahel ning kasutavad jaapani isikuviiteid nagu
senpai ja sensei ka eesti- ja ingliskeelsetes titlustes.



Sissejuhatus

Eglé Krivickaité-LeiSiené ja Ineta DabaSinskiené osutavad
kakskeelsete laste edule vdljamoeldud sonade kordamise testis. Kaht
eri keelekombinatsiooniga kakskeelsete laste rithma ja {iht leedu
ikskeelsete laste rithma vorreldi ning selgus, et kakskeelsete tule-
mused on paremad ilmselt sellepirast, et nad valdavad kaht erinevat
fonoloogilist siisteemi.

Kristiina Praakli, Mari-Liis Korkus, Aive Mandel, Elisabeth
Kaukonen, Annika Kingsepp, Triin Aasa, Kristel Algvere, Helen
Eriksoo, Marion Migi, Getri Tomson ja Liina Lindstrom uurisid
inglise keele kasutust eesti noorte juutuuberite hulgas just noorte
keele uurimise perspektiivist. Kuigi eesti noored juutuuberid kasu-
tavad inglise keelt tisna sageli, ilmnesid kaheksa esineja vahel oluli-
sed individuaalsed erinevused.

Virve-Anneli Vihman, Kristiina Praakli, Maarja-Liis Pilvik
ja Mari-Liis Korkus 16id kaks eesti noortekeele korpust, nimelt
online-keelekasutuse ja suulise keelekasutuse korpuse. Nad uuri-
sid ingliskeelse sonavara kasutuse mustreid. Selgus, et ingliskeel-
sete lekseemide arvu on véimatu ennustada vanuse voi soo pohjal,
samas on vanus ja sugu olulised tegurid koige sagedamate inglise
sonade puhul.

Anna Verschik on ildkeeleteaduse professor, ta uurib mitmekeelsust
ja keelekontakte.
anna.verschik@tlu.ee




INTRODUCTION

Anna Verschik

Tallinn University

The focus of the article collection is child and youth multilingual-
ism. While the body of literature on multilingualism in general and
child and youth multilingualism in particular is huge and steadily
growing all the time, it appears that multilingualism and various
aspects thereof are and always will be relevant both for linguistic
theory and applied topics.

This happens partly because new sociolinguistic settings with
new combinations of languages emerge (like Turkish-Russian early
bilingualism) and partly because some already known models and
methods are applied to new situations, like studies on Estonian
youth language. Also new media and CMC create new opportuni-
ties and patterns of language use that are relevant in multilingual-
ism research.

The studies in this volume address topics in early bilingualism,
SLA, family language policy, multilingual communication on You-
Tube, Tik Tok and other social media platforms, and ethnolectal
speech. The papers use different methodologies: some are experi-
mental and some ethnographic in their nature.

Elena Antonova-Unlii and Cigdem Sagin-Simsek compare
aspects of Turkish narrative production among Turkish-Russian and
Turkish-English early bilinguals on one hand and Turkish monolin-
guals on the other. They found that the use of temporal connectors
in bilinguals differs from that of monolinguals, which is in line with
the previous research on bilingual children who have Turkish as one
of their languages. The reason may be the scarce use of Turkish in
limited context only.

Piret Baird, Reili Argus and Merilyn Meristo investigated
the development of Estonian proficiency in children with another
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first language (mostly Russian). The proficiency in Estonian among
two groups of learners was compared: children who had had some
command in Estonian prior to the instruction and children without
prior exposure to the language. It was discovered that at the end
of the school year the command of Estonian did not differ much
among the two groups.

Piret Baird discusses English-Estonian code-mixing in a two-
year old child with balanced input in both languages. Differently
from usual models (“one parent, one language” or “one environ-
ment, one language”), the model used in the family is “one day, one
language”, since both parents are fluent in each other’s language.
The balanced input reflected in the child’s proportional output in
the two languages; many code-mixed utterances were produced,
and these utterances were more complex than monolingual ones.

Vlada Baranova and Kapitolina Fedorova introduce a novel
topic of the performative use of accented Russian in young TikTok
and YouTube performers of a different ethnolinguistic origin. Per-
formance of accents is aimed against monolingual bias and ethnic
stereotypes and seeks to reclaim the performers’” agency.

In the contribution by Inga Hilbig, a case of Lithuanian-German
bilingual boy is discussed, and it is suggested that, contrary to popu-
lar opinions, the OPOL policy may be insufficient. She emphasises
the significance of a child’s agency and shows that passive languages
may easily become activated.

Oleksandr Kapranov looks into the acquisition of the Eng-
lish fricative consonant /z/ among Norwegian higher intermediate
learners of EFL. The experiments demonstrated that the consonant
poses a challenge for the learners, as they mostly substituted /z/ with
/s/, which has implications for language pedagogy.

Victoria Kazakovskaya analyses acquisition of Russian nomi-
nal derivation in Russian monolingual and Russian-German simul-
taneous bilingual children. The study confirms previous findings
that bilinguals may lag in each of their languages behind their

11
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Anna Verschik

monolingual peers but are superior in the cumulative language
development.

The topic of the study by Geidi Kilp is the insertion of person
references motivated by pragmatic differences in trilingual Esto-
nian-English-Japanese Facebook communication. The combination
of languages is rare and the number of such trilingual users is rather
limited. The users’ competence in Japanese may differ, but all of
them perceive differences in pragmatic devices across the language
and insert Japanese person references senpai and semsei in their
Estonian and English utterances.

Eglé Krivickaité-LeiSiené and Ineta DabaSinskiené describe
the bilingual advantage in non-word performance tests. Two groups
of bilingual children with different languages and monolingual
Lithuanian-speaking children were compared, and bilinguals dem-
onstrated better results, possibly because of their command of two
different phonological systems.

Kristiina Praakli, Mari-Liis Korkus, Aive Mandel, Elisabeth
Kaukonen, Annika Kingsepp, Triin Aasa, Kristel Algvere, Helen
Eriksoo, Marion Migi, Getri Tomson, and Liina Lindstrom inves-
tigated the use of English among Estonian YouTubers from the per-
spective of youth language research. While English is widely used
by Estonian YouTubers, the analysis of eight YouTubers exhibited
significant individual differences.

Virve-Anneli Vihman, Kristiina Praakli, Maarja-Liis Pilvik,
and Mari-Liis Korkus built two corpora of Estonian youth speech,
those of spoken and online usage, and investigated patterns in the
use of English lexical items. The amount of English items is not pre-
dicted by age or gender; however, age and gender do matter as far
as the most frequently used English-language items are concerned.

Anna Verschik is professor of general linguistics at Tallinn Univer-
sity. Her field of research is language contacts and multilingualism.
anna.verschik@tlu.ee
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CONNECTIVITY IN NARRATIVES
OF TURKISH-ENGLISH AND
TURKISH-RUSSIAN BILINGUALS

Elena Antonova-Unli
Hacettepe University

Cigdem Sagin-Simsek
Middle East Technical University

Abstract. The present study draws on the narrative production of the
Turkish-English and Turkish-Russian bilingual children in an attempt to
examine whether the use of connectivity elements in the oral narratives of
the bilingual children diverges from that of monolingual Turkish children.
In particular, the study aimed to examine the use of temporal connec-
tivity elements in the oral narratives of the Turkish-English and Turkish-
Russian bilingual children in comparison to Turkish monolingual children
focusing on the use of tense/aspect markers utilized to anchor narratives,
temporal converbs used to link clauses in narratives, and also temporal
connectors used to link clauses. The data were collected from two bilin-
gual groups, Turkish-Russian (Group 1) and Turkish-English (Group 2),
consisting of five children each and the control group consisting of seven
monolingual Turkish children. The analysis of the data revealed that the
Turkish-English and Turkish-Russian bilingual children performed dif-
ferently than their Turkish monolingual counterparts in how consistently
they used tense/aspect markers to anchor their narratives and in how they
used converbial markers to indicate the sequentiality of the events in their
narratives. The results are discussed in relation to prior research and the
typological peculiarities of the languages.

Keywords: bilingual language acquisition, Russian-Turkish, Turkish-
English, connectivity, narratives
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|. Introduction

The present study draws on the narrative production of two groups
of bilingual children (Turkish-English and Turkish-Russian) in an
attempt to examine whether the use of connectivity elements in the
oral narratives of the bilingual children diverges from that of mono-
lingual Turkish children. Narrative abilities of children have often
been studied to assess linguistic, cognitive, and pragmatic skills
as they provide rich data regarding children’s expressive language,
including the knowledge of vocabulary, grammatical constructions,
and story structure (Botting 2002; Iluz-Cohen, Walters 2012; Squires
et al. 2014). As described by Labov (1972), a narrative is “a method
of recapitulating past experience by matching a verbal sequence of
clauses to the sequence of events which actually occurred”. Thus, in
order to effectively narrate a coherent story, children need to link
the sequence of events temporally and causally in their minds and
verbalize the events by making use of relevant connectivity elements
(Berman, Slobin 1994; Oger-Balaban, Aksu-Kog 2020). Temporality
markers are basic connectivity elements in narratives as they indi-
cate the flow of the timeline of narratives. Temporal connectivity is
established through the appropriate use of linguistic devices, such
as verbal temporal elements (tense/aspect markers) used to anchor
a tense and to link clauses in narratives, and temporal connec-
tors (time adverbials and other temporal connectives) used to link
clauses.

The phenomenon of connectivity in the narrative abilities of
mono-/bilingual children has been widely investigated in the con-
text of language acquisition (Aarssen 2001; Berman, Slobin 1994;
Bohnacker 2016; Montanari 2004; Uccelli, Pdez 2007; Roch, Flo-
rit, Levorato 2016) for the following reasons. First, narratives allow
researchers to examine multiple linguistic aspects in a single task,
ranging from lexical and morpho-syntactic elements to discourse
structure (Hickmann 2003). Second, narratives provide a baseline
for literacy development (Dickinson, Tabors 2001), and exploring
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narrative abilities of children allows scholars to reveal language
development problems in children (Bishop, Donlan 2005; Norbury,
Bishop 2002). Finally, peculiar to bilingual children, narratives
allow eliciting phenomena that are unique to bilingual language use,
such as code-switching and cross-linguistic influences (Iluz-Cohen,
Walters 2012). Yet, the phenomenon of connectivity in the narra-
tive abilities of bilinguals has received relatively less attention from
a typological and comparative perspective.

Given the substantial role of narratives in bilingual children’s
language development (Chang 2004), this study, adopting a typo-
logical and comparative perspective, aims to examine whether the
use of temporal connectivity elements in oral narratives of Turkish-
English and Turkish-Russian bilingual children diverges from that
of the monolingual Turkish control group with a focus on tense/
aspect markers used to anchor the narrative and on temporal con-
verbials used to link clauses in narratives, as well as on temporal
connectors such as time adverbials used to link clauses. The language
combinations of Turkish-English and Turkish-Russian were selected
for the following reasons. First, while in Turkish and English narra-
tives, consistent use of a tense/aspect marker is required to anchor
a narrative, in Russian, tense shifts within a narrative are common.
Second, all the three languages use language-specific means to link
clauses due to their typological features, which may, in turn, result
in the use of unique bilingual strategies to achieve connectivity in
narratives.

The organization of the paper is as follows. First, we briefly
describe the temporal connectivity markers in Turkish, Russian, and
English. Then, we present previous studies on connectivity elements
in Turkish narratives. Following the methodology and results, we
discuss the findings.

15
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2. Connectivity in Turkish

Turkish, belonging to the Turkic language family, is an agglutinat-
ing language in which verbs and nouns are richly inflected with suf-
fixes. While the canonical order is SOV, Turkish allows flexibility
depending on pragmatic constraints. Turkish does not have a formal
article system and lacks grammatical marking for gender (Goksel,
Kerslake 2005; Kornfilt 1997). Regarding its narrative structure, an
important peculiarity of Turkish is described by Aksu-Kog as “one
of the criteria for the well-formedness of a narrative is the choice
of a consistent favored tense” (1994: 333) throughout the narrative
(Akinc1 1999). Johanson (2007a, 2007b) suggests that aspectotempo-
ral elements are realized depending on the discourse type in Turk-
ish narratives. While -DI-based past narrative is described as the
most differentiated discourse type, -mIs-based evidential (indirect)
past narrative is used in traditional story-telling. In addition to past
narrative markers, it is also possible to use —(I)yor and -(I)r-based
narratives to describe events simultaneous to the speech event.

Expressing simultaneity and sequentiality of events in narratives
is based on clause linkage. Turkish clause linkage relies predomi-
nantly on non-finite subordination and less on finite subordination,
coordination, and use of temporal connectors. While in finite sub-
ordination the predicate may be verbal or nominal and marked in
the same way as the predicate of a main clause, in non-finite subor-
dination the predicate is verbal and marked by distinctive subordi-
nating morphology (Goksel, Kerslake 2005; Kornfilt 1997; Kerslake
2007). In Turkish narratives, the converbial markers —(y)IncA (when,
since, as), -(y)ken (while, when) and -(y)Ip (then) are used to estab-
lish temporal connectivity.

Turkish also uses adverbials such as sonra (later) and its vari-
ous forms, ondan sonra (after that), daha sonra (later) and two-word
combinations such as o zaman (that time), o an (that moment), which
is a combination of a demonstrative/determiner and a noun (Kara-
han 2007; Ozsoy 2021), to connect clauses as connectivity elements.
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In this study, we will name such connectivity elements as temporal
connectors.

3. Connectivity in Russian

Russian narratives do not require the consistent use of tenses, and
native speakers of Russian commonly use tense shifts in their nar-
ratives (Bondarko 2005; Paducheva 2011). Bondarko (2005) and
Paducheva (2011) distinguish several reasons for tense shifts in
Russian, such as distinguishing between the foreground and back-
ground as well as between the topic and the focus, marking the
consequence of actions in the narrative, and emotional-expressive
actualization. Example 1 illustrates a typical tense shift taken from
Rekemchuk (1962):

(1) Cnmto (PRE) 51 ceco0Hs Houwto u npucrunocy (PAST) mue...
Sleep (PRE) I today at night and dreamt (PAST) me...
“Today I was sleeping at night and saw in my dream...”

Russian clause linkage relies predominantly on finite subordi-
nation and coordination and less on non-finite subordination.
Among non-finite subordination, converbs, which are also known
as deepricastie, are used to establish temporal connectivity. Russian
converbs have two forms, perfective, expressed by the morphemes
-8(wu), and imperfective, expressed by the morpheme -s. The per-
fective converbial form indicates the action expressed by the con-
verbs that precedes the one expressed with the finite form in the
main clause. While the imperfective form indicates that the two
actions are simultaneous, Example 2 and Example 3 illustrate the
use of perfective and imperfective converbs in Russian, respectively.

(2) Coenas domauinee 3adanue, Hux nowen uepams c 0py3vamu.

Having done his homework Nick went to play with his friends.

17
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(3) Pebernok wien no ynuue, HANeBAL NECHIO.

A child was walking down the street singing a song.

Russian also uses adverbs such as nomom (then), samem (then),
nosce (later) and two-word combinations such as nocze amozo (after
that), which is a combination of a preposition and a demonstrative
pronoun, to connect clauses as connectivity elements.

4. Connectivity in English

Similar to Turkish, English requires a linear presentation of events
and does not allow tense shifts within narratives (Kornfilt 1997). The
English language does not have converbial forms but utilizes partici-
ples to fulfill a converbial function of marking adverbial subordina-
tion as in Example 4. The same forms are also used as participles or
verbal nouns in English. As for the connectivity elements, adverbs
then, later and two-word combinations such as after that are also
used in English.

(4) The child walked down the streets eating an apple.

5. Research on the development of connectivity
in Turkish

The development of connectivity in Turkish narratives has been
examined in the monolingual and bilingual acquisition contexts.
Research on acquisition of the converbials in Turkish shows that
the converbial markers appear early in monolingual Turkish (Aksu-
Kog 1994; Topbas et al. 2012). In a recent and extensive study, Ogel-
Balaban and Aksu-Kog (2020) examined the development of clause
chains formed with converbial clauses. The study used narratives of
40 Turkish-speaking four- to eleven-year-olds and six adults elic-
ited by a wordless picture book. The study demonstrated that there
is a gradual increase by age in the variety of clauses combined,
the length of the complex sentences, and their frequency of use.
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Converbial clauses emerge as the earliest and most frequent type of
clauses. Regarding the development of narrative organization, the
study reported that children first establish aspectual-temporal con-
tinuity and then temporal-causal continuity in Turkish.

On the other hand, research on acquisition and use of temporal
connectivity elements in Turkish as a heritage language demonstrates
that in bilingual contexts, such as in German, Swedish, French, and
Dutch contexts, temporal connectivity elements are used differently
(Aarsen 2001; Bohnacker, Karakog¢ 2020; Boetschoten and Verho-
even 1986, Rehbein and Herkenrath 2015).

Rehbein and Karakog¢ (2004) reported that Turkish—-German
bilingual children in the German context use aspectotemporal ele-
ments in their narratives differently from their monolingual coun-
terparts. The study concluded that the bilinguals shifted between
aspectotemporal elements -DI, -mlIs and -(I)yor, which was not
observed in the Turkish monolingual data. Similarly, Karakog
(2007) studied connectivity by means of finite elements in Turkish-
German bilingual children in Germany. The researcher reported
that while all forms were used by Turkish monolingual children, the
bilingual children used -(I)yor (present imperfective) and -DI (past
perfective) forms in their narratives to maintain connectivity and
refrained from using -mls (perfective aspect/evidential modality)
forms. In addition to aspectotemporal elements of connectivity the
study highlighted a highly frequent use of temporal-deictic expres-
sions, such as o zaman (at that time), sonra (than), ondan sonra (after
that) by the bilingual children.

Based on the data obtained from Turkish-French children in
France, Akinci (1998) reported that children between the ages of
5 and 10, born to immigrant parents in France, revealed no clear
and consistent “anchor tense”. The researcher, however, reported
that the children at the age of 9-10 began anchoring either the pres-
ent or past tense as the favoured one. In another study, based on
the data gathered from first- and second-generation Turkish immi-
grants in France, Akinci (2003: 296) reported that the majority of

19




20

Elena Antonova-Unli, Cigdem Sagin-Simsek

the first-generation immigrants shifted tenses while the second-gen-
eration bilingual participants “used tense just as the monolingual
high-educated participants do” after the age of 14 . The researcher
presented social class attitude and the level of literacy as two impor-
tant factors that had an impact on the development of tense usage of
the bilinguals.

In another study, Schroeder (2016) examined the clause-com-
bining strategies of Turkish-German bilinguals in a German con-
text to interpret the dynamics of language shift. The study reported
that the shift to using more finite clauses, clause initials, and seman-
tic connectors in Turkish in Germany could be explained by two
factors: first, the limited access to the structures of the formal regis-
ter of Turkish that results in “generalization of structural elements
of spoken Turkish”, and, second, to the “generalization of structures
with a structural and functional correspondence in the contact lan-
guage German” (2016: 97).

Akkus (2019) investigated the converbial constructions in heri-
tage Turkish in the Netherlands from a language contact perspective.
Based on the data obtained from the first and second generations of
Dutch-Turkish speakers, the study reported a gradual decrease in
the frequency of converb use and unconventional usages of converbs
in non-finite constructions of the second-generation speakers. The
study suggested that the participants’ perception and production of
the converbial constructions indicated a linguistic change regarding
the frequency and pattern of use.

Turan et al. (2020) examined the perception and use of the con-
verbs -Ip and -IncA in heritage Turkish in Germany. Based on the
analysis of the data obtained through a grammaticality judgment
task and a picture-story description task, the study revealed that the
bilinguals’ perception of the grammatical constructions with -IncA
and of the ungrammatical constructions with -Ip and -IncA differed
significantly from that of the monolinguals, while the perception of
the grammatical constructions with -Ip was reported to be simi-
lar. As for the production of the converbs, the bilingual participants
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tended to use the converbs significantly less than the monolingual
control group, which was reported as unconventional.

The studies above commonly suggest that converbs as connec-
tivity elements emerge late in heritage Turkish and are used less
frequently than in monolingual Turkish. Yet, based on the data
obtained from 102 children between the ages of four and seven years
old, Bohnacker and Karakog (2020) reported that the case was a bit
different in the Swedish context. The researchers stated that while
temporal converbs were not very common at the ages of 4, 5 and 6,
their frequency of use increased at age seven. The study concluded
that extensive exposure to Turkish in the home environment might
have promoted the children’s active use of converbs and the develop-
ment of their Turkish in general.

In a recent study, Ozsoy (2021) examined heritage Turkish speak-
ers’ use of temporal connectors in Germany and the USA. The study
utilized a large systematic corpus of semi-naturalistic narrations in
the RUEG corpus (Wiese et al. 2020) and investigated the role of
age, register, mode, and grammatical aspect in the use of temporal
connectors. The study reported more frequent use of temporal con-
nectors by Turkish heritage speakers in Germany and the USA com-
pared to Turkish monolinguals. The researcher argued that because
there is no significant difference in the use of grammatical aspect
between the two Turkish varieties, the results cannot be explained
in relation to language contact with German and English. Instead,
the study argued that the difference is related to language use pat-
terns as “they use [Turkish] mostly [to] communicate in informal,
spoken settings, compared to monolinguals who use Turkish in
written and formal settings too” (2021: 5).
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6. Study

This study aims to answer the following research questions:

1. Do the narratives of the Turkish-English and Turkish-
Russian bilingual children differ from that of monolingual
Turkish children in terms of anchored tense markers, con-
verbial forms and temporal connectors?

2. In case of the differences between the bilingual and mono-
lingual participants, can cross-linguistic influence from L1
Russian and English be considered as an underlying factor
accounting for the divergence?

7. Participants

The participants of the study were two bilingual groups, Turkish-
Russian (Group 1) and Turkish-English (Group 2), consisting of five
children each, and a control group consisting of seven monolingual
Turkish children. The age of the participants in the Turkish-Russian
group varied from 4,9 to 16,0 years old, and the age of the partici-
pants in the Turkish-English group varied from 5,0 to 6,0 years old.
The Turkish-Russian bilinguals were born and raised in Russia in
Turkish-Russian families where mothers are Russian and fathers are
Turkish, while Turkish-English bilinguals were born and raised in
England in families where both parents are Turkish native speak-
ers. All the bilingual participants were recruited into the study dur-
ing their summer vacation in Turkey. The participants in the con-
trol group were aged from 4,9 to 16,2. All of them were born and
raised in Turkey in monolingual Turkish families. The parents in
all the families were university graduates and reported their socio-
economic status as middle class.
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8. Data Collection Tools

To collect the narrative data, a picture book, “Frog where are you?”
(Mayer 1969) was used. The above-mentioned book has been often
used in research focusing on the language development of mono-
lingual and bilingual children (Aksu-Ko¢ 1988; Berman 1999;
Kupersmitt, Berman 2001, among others) because it allows research-
ers to collect data from participants of different age groups, includ-
ing very young ones, and provides researchers with natural narrative
data, which allows researchers to examine language devices occur-
ring only in connected speech. The participants were requested to
retell a story about a boy and his friend dog, who have lost their frog
pet, using the pictures in the book. Both the researchers and one of
the children’s parents were present during the data collection. The
narratives of the children were recorded upon their parents’ consent
and later transcribed by the researchers using the transcription soft-
ware CLAN_CHILDES (MacWhinney 2000).

8.1. DATA ANALYSIS
8.1.1. RESULTS
8.1.1.1. TENSE ANCHORING

The ability to anchor tense in the narrative, that is, to consistently
use a favoured tense, is considered as one of the criteria for the well-
formedness of a narrative (Aksu-Kog 1994). Table 1 presents the per-
centage of tense consistency in the narratives for each of the partici-
pants in the bilingual and monolingual groups.

As Table 1 displays, from the age of approximately five to eleven,
the bilingual participants do not anchor their narratives to one tense
but they tend to shift between two (or three) tenses. Example 5 illus-
trates tense shifts from the narrative of the eight-year-old Turkish-
English participant.
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Table 1. Tense consistency in the narratives of the bilingual
and monolingual participants

Participants | 1 | 2 | 3 | 4 | 5
Turkish-Russian Group

Age 4.9 6.0 8.3 11.3 16.0
Tense consistency (%) 51 60 63 79 100
Turkish-English Group

Age 5.0 6.2 81 | 111 | 16.2
Tense consistency (%) 52 48 64 70 100
Monolingual Group

Age 4.9 59 8.0 10.11 16.2
Tense consistency (%) 99.9 100 100 100 100

(5) Simdi cocuk uyand ve kurbagay: bulmaya ¢alistyor ¢iinkii siseden
¢iktr.
Now the child woke up and tried to find the frog because it had gone
out.

In Example 5, the participant anchors the narrative with the past
tense marker -DI and uses it in the first three utterances of the nar-
rative. However, in the fourth utterance he uses the present imper-
fective marker —(I)yor and then shifts back to the past tense marker
-DI. Such shifts take place throughout the whole narrative.

The analysis of the narratives produced by the bilingual par-
ticipants at the age of 16 has revealed that they anchor their nar-
ratives through the use of a consistent tense. Example 6 illustrates
the consistent use of tense from the narrative of the sixteen-year-old
Turkish-Russian participant.

(6) Bir aksam ¢ocuk ve képek bir kurbaga yakaladilar. Sonra onu kava-
noza koydular. Cocuk ve kopek gece uyurken kurbaga kavanozdan
¢iktr.

One evening, a child and his dog caught a frog. They put it into the
jar. When the child and the dog were sleeping, the frog went out of
the jar.
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In Example 6, the participant anchors his narrative with the past
tense marker -DI and uses it through the whole narrative.

As for the monolingual control group, already at the age of five,
the monolingual participants are able to use one tense consistently
to anchor their narratives. Example 7 illustrates the consistent use of
tense markers in the narrative of the monolingual participant aged 4.9.

(7) Kopek asagiya diisiiyor. Sonra kopegini altyor ¢ocuk ve ormana
gidiyorlar.
The dog is falling down. Then the child is taking the dog and they are
going to the woods.

Example 7 illustrates how the monolingual child successfully
anchors the narrative with the imperfective present tense —(I)yor
and sticks to it throughout the narrative.

Further, the tense use in the narratives of both the bilingual and
monolingual participants was examined. Table 2 presents the type
and distribution of tenses used in the participants’ narratives.

Table 2. The distribution of tense markers in the narratives
of the bilingual and monolingual participants

Participant | 1 | 2 | 3 | 4 | 5
Turkish-Russian Group

Age | 49 | 60 | 83 | 113 | 16.0
Tense marker use (%)

-DI 51 48 63 21 100
-mls - 40 37 79 -
—-(Dyor 49 2 - - -
Turkish-English Group

Age 5.0 6.2 8.1 11.1 16.2
-DI 48 40 64 70 100
-mls - - 56 - -
—(Dyor 52 60 - 30 -
Monolingual Group

Age 4.9 5.9 8.0 10.11 16.2
_DI _ _ _ _ _
-mls - 99.8 100 100 100
_(I)yor 100 0.2 0 0 0
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As evident from Table 2, the bilingual participants use past tense
marker -DI, indirect evidentiality marker -mIs and present imper-
fective marker -(I)yor. Though all the three tense markers are used
in the narratives, there seems to be a preference for the past tense
marker -DI among the bilingual participants. This marker is also
exclusively used throughout the narratives by the sixteen-year-old
bilingual participants to anchor their narratives.

As for the monolingual participants, our data indicate that at the
age of 4.9 they use the imperfective present tense —(I)yor to anchor
the narrative, and at the age of 5.9 and later, they anchor their nar-
ratives with the indirect evidentiality marker -mIs. Example 8 illus-
trates the use of the indirect evidentiality marker -mIs to anchor the
narratives by the monolingual participant aged 5.9.

(8) Bir cocuk varmaus ve onun da bir kopegi varmas. Bir de bir tane de
kurbagas: varmus. Kurbaga kavanozdan ¢ikmus. Sonra uyaninca,
cocuk ve kopek kurbaganin olmadigini gérmiisler ve onu aramaya
karar vermisler.

Once there was a child and there was a frog. The frog got out of the
jar. After having woken up the child and the frog saw that there was
no frog and they went to look for it.

8.1.1.2. USE OF TEMPORAL CONVERBIALS

In the following stage, we examined the use of temporal conver-
bial forms used to link clauses and indicate the sequentiality of the
events.

The data analysis revealed that neither Turkish-Russian nor
Turkish-English bilingual participants use converbial forms before
the age of eleven. Moreover, the bilingual participants do not use
any other non-finite forms in their narrative before the age of eleven,
and all their utterances are formed with the help of finite verbal
forms, as demonstrated in Example 9, taken from the narrative of
the eleven-year-old Turkish-English participant:
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Table 3. The use of converbial forms in the narratives of the bilingual
and monolingual participants

Participant | 1 | 2 | 3 | 4 | 5
Turkish-Russian Group

Age 4.9 6.0 8.3 11.3 16.0
Use of converbials (N) 0 0 0 1 2
Turkish-English Group

Age 5.0 6.2 8.1 11.1 16.2
Use of converbials (N) 0 0 0 0 1
Monolingual Group

Age 4.9 5.9 8.0 10.11 16.2
Use of converbials (N) 0 2 3 4 4

(9) Cocuk arilar: gordii ve korktu. Arilar sinirlendi ¢iinkii ¢iinkii
kopek onu rahatsiz etti.
The child saw bees and got scared. The bees got nervous
because because the dog disturbed them.

The bilingual participants at the age of 16 use converbial forms.
Example 10, taken from the narrative of the sixteen-year-old Turk-
ish-Russian participant, is illustrative.

(10) Kopek diisiince cocuk de asagiya diistii ve kopegi tuttu.
After the dog’s falling down the child fell down as well and held the
dog.

In Example 10, the bilingual participant uses the converbial -(I)nce
(diisiince) to link the events and indicate their sequence in the utter-
ance.

As for the monolingual participants, the data analysis revealed
that converbial forms appear in the narratives of the child aged 5.9,
and further temporal converbials are available in the narratives of
all the older monolingual participants. Example 11, taken from the
narrative of the monolingual participant aged 5.9, illustrates the use
of a converbial form.
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(11) Sonra ¢ocuk pencereden ¢ikip bagirmis
Then having got out of the window the child shouted.

As illustrated in Example 11, the monolingual children used the
temporal converbial —(I)p (¢ikip) to indicate the sequential order of
the events performed by the same agent.

8.1.1.3. TEMPORAL CONNECTORS

As for the use of temporal connectors by the participants, the data
revealed that the temporal connector sonra and its variants ondan
sonra and daha sonra are used by all the participants in their nar-
ratives. No other temporal connectors are found in the participants’
narratives. Table 4 presents the use of temporal connectors as the
number of the connectors per the number of clauses in the narrative.

Table 4. The use of temporal connectors in the narratives
of the bilingual and monolingual participants

Participant | 1 | 2 | 3 | 4 | 5
Turkish-Russian Group
Age 4.9 6.0 8.3 11.3 16.0

Number of temporal
connectors per number 21/41 | 10/40 9/35 9/38 6/35
of clauses

Turkish-English Group
Age 5.0 6.2 8.1 11.1 16.2

Number of temporal
connectors per number 10/20 | 11/29 7/40 0/23 2/30
of clauses

Monolingual Group
Age 4.9 59 8.0 | 10.11 16.2

Number of temporal
connectors per number 16/26 | 14/33 7/30 5/28 3/33
of clauses
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Discussion

The present study aimed to examine the use of temporal connectiv-
ity elements in the oral narratives of Turkish-English and Turkish-
Russian bilingual children in comparison to Turkish monolingual
children. The study focuses specifically on the use of tense/aspect
markers utilized to anchor narratives, temporal converbs used to
link clauses in narratives and also temporal connectors used to link
clauses.

Our first research question concerned whether the Turkish-Eng-
lish and Turkish-Russian bilingual children diverge from the mono-
lingual Turkish control group in their use of tense/aspect markers to
anchor the narratives. Our data obtained from the bilingual partici-
pants demonstrated that the bilinguals between the ages of five and
eleven have difficulties in anchoring a tense/aspect marker in their
narratives, but rather they show a tendency to shift between two
(or even three) tenses. Yet, the data also revealed that the bilingual
participants who are at the age of 16 are able to anchor their narra-
tives by consistently using one tense. When we further examined
the tense/aspect markers favored by the bilingual participants, the
results revealed that while the bilingual participants use three dif-
ferent markers (past tense marker -DI, indirect evidentiality marker
-mls and present imperfective marker —(I)yor), they seem to use the
past tense marker -DI at higher frequencies than the other mark-
ers. The monolingual participants, on the other hand, are able to
consistently use one tense to anchor their narratives. Our data dem-
onstrate that at the age of 4.9 the monolingual participants use the
imperfective present tense —(I)yor to anchor the narrative, and at the
age of 5.9 and later, they anchor their narratives with the indirect
evidentiality marker -mIs.

These results are consistent with Rehbein and Karakog¢ (2004)
and Karako¢ (2007), who reported differences between Turkish—
German bilingual and Turkish monolingual children’s ability to
anchor a tense/aspect marker. Similar results were also reported by
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Akinci (1998; 2003) based on the data obtained from Turkish-French
bilingual children. The bilingual children in the German and French
contexts were not able to favour and anchor a tense, unlike their
monolingual counterparts, and shifted tenses throughout their nar-
ratives. Nevertheless, the picture changes as the bilingual children
grow older. Similar to our findings, the Turkish-French bilinguals
(Akinc1 2003) were reported to be able to consistently use one tense
in their narratives.

From a typological perspective, we expected a variation between
the Turkish-English and Turkish-Russian bilinguals due to cross-
linguistic influence. Since both Turkish and English narratives
require anchoring a tense while in Russian narratives tense shifts are
quite common, we expected the Turkish-English bilinguals to show
more monolingual-like anchoring patterns than the Turkish-Rus-
sian bilinguals. Yet, our bilingual data of the two groups revealed
similarities in their inability to anchor a tense/aspect marker. Thus,
the deviation of the bilinguals from the monolinguals cannot be
explained due to cross-linguistic influence and the typological prop-
erties of the languages. Since both the Turkish-English and Turk-
ish-Russian bilinguals have different typological properties in their
repertoires and have performed similarly, we hypothesise that the
difficulty in tense anchoring between the ages of 4.9 and 11 might
be explained in relation to tense anchoring being a marked ability in
bilingual language acquisition, which may require prolonged expo-
sure and use of the language. The fact that the 16-year-old bilin-
gual participants were consistent in their use of tenses allows us to
support this hypothesis. Although the scope and data of this study
do not allow us to draw conclusions regarding the cognitive load
of tense anchoring, as the monolinguals and the bilinguals above
16 can anchor their narratives, it is possible to speculate that tense
anchoring might require an additional cognitive process when nar-
rating events.

The second issue we investigated concerned the use of tempo-
ral converbials, which are utilised to indicate the sequentiality of
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the events in narratives. The analysis of the bilingual data indicated
that no converbial forms are utilised by the Turkish-Russian and
Turkish-English bilinguals who are younger than 11. A common
peculiarity observed in the bilingual data concerned the avoid-
ance of using non-finite temporal converbs. All the clauses formed
by the bilingual participants included finite verbal forms exclu-
sively. Only the participants above 16 used non-finite converbs.
The monolingual data, on the other hand, revealed the use of non-
finite converbial forms in the narratives of the children aged 5.9
and above.

When we compare our findings regarding the use of temporal
converbials with those presented in prior research, once again we
see similarities between the performances of our Turkish-Russian
and Turkish-English participants and those of the Dutch-Turkish
(Akkus 2019) and German-Turkish bilinguals (Turan et al. 2020).
Even though the participants were adult bilinguals in Akkus (2019)
and Turan et al. (2020), the studies reported significantly less use of
converbs by the bilinguals in comparison to the monolinguals.

When we examined how the events in narratives are connected
to one another from a typological perspective, the bilingual data
revealed that the bilingual participants refrain from combining
clauses via subordination by means of temporal converbials. From
a typological perspective, while Turkish clause linkage relies pre-
dominantly on non-finite subordination (on the use of converbials
to indicate temporal connectivity) and coordination, Russian and
English rely primarily on finite subordination and coordination and
less on non-finite subordination. The fact that both the Turkish-
English and Turkish-Russian bilingual participants showed simi-
larity in their preference to use finite clauses, unlike the Turkish
monolinguals, allows us to assume that the acquisition of temporal
converbial subordination by bilinguals is a challenging phenome-
non. Akin to the difficulties in tense anchoring, the use of tempo-
ral converbial markers seems to develop later in bilinguals than in
monolinguals (Bohnacker and Karakog 2020).
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Finally, we examined whether the temporal connectors are used
differently by the Turkish-English and Turkish-Russian bilingual
children and the Turkish monolingual children. The results revealed
that the temporal connector sonra and its variants ondan sonra and
daha sonra are used by all the participants in their narratives with
no difference. Thus, the similarity in the restricted use of converbial
forms and overuse of temporal connectors by the Turkish-English
and Turkish-Russian bilingual children in comparison to the mono-
lingual control group cannot be explained via Russian and English
influence, either.

These results are in line with the previous studies, especially
those conducted in the German context based on Turkish-German
bilingual data (Rehbein 2001; Karakog 2007; Ozsoy 2021). Since the
bilingual participants had difficulties in using temporal converbi-
als to indicate sequential relations between the events they nar-
rated, they needed to use lexical temporal connectors to indicate the
sequential relations. We believe the use of temporal connectors can
be perceived as a communicative strategy applied by the bilinguals
due to a linguistic gap in their repertoire, which is likely to occur
due to the restricted use of Turkish, mainly in informal settings, in
the dominant context of the other language.

Indeed, these results can also be explained in relation to length
and rate of exposure to the heritage language, language use fre-
quency, language use environment, educational level, reading habits,
and/or perceptions of language prestige as well as age and typologi-
cal proximity. Yet, since these factors, which we assume to prob-
ably have an important impact on the findings of the study, were not
specifically investigated in this study, further research may look into
their roles in narrative development of bilinguals.
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RESUMEE

TURGI-INGLISE JA TURGI-VENE KAKSKEELSETE
NARRATIIVIDE SIDUSELEMENTIDE KASUTUS

Elena Antonova-Unlii
Hacettepe University

Cigdem Sagin-Simsek
Middle East Technical University

Uurimus keskendub tiirgi-inglise ja tiirgi-vene kakskeelsete laste narra-
tiivimoodustusele, piitides vélja selgitada, kas nende suuliste narratiivide
siduselemendid erinevad iikskeelsete tiirgi laste omadest. Eesméargiks oli
vaadelda tiirgi-inglise ja tiirgi-vene kakskeelsete laste ajasuhteid viljenda-
vate konnektiivide kasutust suulistes narratiivides, vorreldes tikskeelsete
tiirgi lastega, keskendudes aja/aspekti markeritele, mida kasutatakse nar-
ratiivide iilesehitamiseks, siindmuste jarjekorda nditavatele konverbimar-
keritele, ja lisaks lauseid siduvatele ajasuhteid véljendavatele konnektii-
videle. Materjali koguti kahest kakskeelsest grupist, tiirgi-vene (grupp 1)
ja tiirgi-inglise (grupp 2), moélemas viis last, ning lisaks kontrollgrupp
seitsme tikskeelse tiirgi lapsega. Andmete analiilis néitas, et tiirgi-inglise
ja tirgi-vene kakskeelsed lapsed erinesid iikskeelsetest tiirgi lastest selle
poolest, kui jarjekindlalt nad kasutasid narratiivi iilesehitamiseks aja/
aspekti markereid ning narratiivi sindmuste jarjekorda naitavaid konver-
bimarkereid. Tulemuste iile on arutletud varasemate uurimuste taustal ja
tiipoloogiliste erisuste vaatenurgast.

Votmesonad: simultaanne kahe keele omandamine, vene-tiirgi, tiirgi-
inglise, siduselemendid, narratiivid
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EESTI KEELT TEISE KEELENA OMANDAVATE
LASTE EESTI KEELE OSKUSE ARENG
AASTA JOOKSUL

Piret Baird, Reili Argus, Merilyn Meristo
Tallinna Ulikool

Annotatsioon.' Eesti koolides on jarjest enam erineva keeletasemega opi-
lasi. Samas on vdga vihe empiirilisi andmeid selle kohta, kuidas eesti keele
kui teise keele omandamine tdpsemalt toimub. Siinse uuringu eesmark
oli teha kindlaks kahe erineva eesti keele oskusega grupi laste keeleoskus
parast {iht aastat eesti keele dpet koolis. Uhte gruppi kuulusid lapsed, kes
Oppeaasta alguses eesti keelt iildse ei radkinud, teise need, kelle keeleoskus
oli vidhene, kuid kes mingil maéral eesti keelt siiski radkisid (oskasid kasu-
tada tervikuna omandatud eestikeelseid viljendeid ja sénu, kuid ei olnud
voimelised iseseisvalt eestikeelseid lauseid moodustama). Teine eesmark
oli katsetada autorite loodud hindamisvahendi efektiivsust. Hindamisva-
hendiga moodeti laste oskust moista ja kasutada eesti keele grammatilisi
kategooriad ja konstruktsioone. Tulemustest selgus, et kahe erineva keele-
oskuse tasemega grupi tulemused aasta 16pus ei erinenud, st et tugevama
stardipositsiooniga laste tulemused ei olnud noérgema stardipositsiooniga
laste omadest tiheski kategoorias paremad. Hinnatud 7-9-aastased opi-
lased moistavad grammatilistest kategooriatest koiki eesti keele eelAl-
taseme kategooriaid ja vorme, kuid kasutada oskavad lapsed vaid ainsuse
nimetava kddnde vormi ning kindla koneviisi oleviku esimese ja kolmanda
poorde vorme. Fraasi- ja konstruktsioonitiiiipide, {thendtegusonade ning
liitsonade kasutamise oskuse kohta hindamisvahendiga kinnitust ei saa-
nud, seega voib hindamisvahendit pidada ainult osaliselt efektiivseks.

' Uuringut on rahastatud HTM-i projektist ,Professionaalne eestikeelne dpetaja

mitmekeelses klassis®.
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Votmesonad: eesti keele kui teise keele omandamine, keelelise arengu
hindamisvahend, kakskeelsus, eelAl keeletase, grammatiliste kategoo-
riate omandamine

|. Sissejuhatuseks

Eesti on praegu eestikeelsele oppele iilemineku protsessis, muude
tegevuste hulgas on algatatud mitu pilootprojekti, mis peavad toe-
tama eestikeelset Opet nii mitmekeelses lasteaias kui ka pohikoo-
lis. Samas on ikka veel vdga vihe empiirilisi andmeid selle kohta,
kuidas eesti keele kui teise keele omandamine tdpsemalt toimub:
mis kategooriad mis jarjekorras omandatakse, kas ja kuivord soltub
omandamine sellest, kas laps saab rohkem vo6i vihem eestikeelset
sisendit, mis vanusest ta eesti keelega iildse kokku on puutunud
vOi missugune on tema stardipositsioon ehk keeleoskus koolis eesti
keelt 6ppima asudes.

Eesti keele kontekstis leidub esialgseid andmeid kiill opeta-
jate, laste ja vanemate hoiakute, Kohtla-Jarve koolide venekeelsete
laste eesti keele dppe kohta (Zabrodskaja 2004), eesti keele kui teise
keele oppe tildise korralduse (Metslang et al. 2013) ning eesti-vene
kakskeelsete vdikelaste grammatiliste oskuste kohta (Hallap et al.
2014; Hallap, Padrik 2019), kuid puudu on uuringud, mis vaatlek-
sid laste keelelist arengut diinaamiliselt, st kindla ajaldigu jooksul,
ning keeleliste kategooriate ja vormide arenemise seisukohalt. Eesti
Keele Instituudis on loodud laste eesti keele oskuse tasemekirjeldu-
sed (nt eel A1 keeletaseme kirjeldus), kuidas aga kirjelduses esitatud
grammatilised kategooriad tegelikkuses lastel keele 6ppimise kdigus
arenevad, ei ole siiani vaadeldud. Samuti puudub laste grammati-
liste oskuste uurimiseks ja hindamiseks vdljatootatud ja labikatse-
tatud metoodika.

Teise keele omandamist kasitlevates uuringutes (Jia, Fuse 2007;
Unsworth et al. 2014; De Wilde et al. 2021) on leitud, et keele oman-
damine on seda edukam, mida rohkem 6ppija keele sisendit saab (ka
kumulatiivselt). Erineva keeletasemega ja erineval hulgal keelelist
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sisendit saanud 6ppijad on mitmekeelse klassi igapaevane tegelikkus
ka Eestis (vt nt Lauristin et al. 2011; Raud et al. 2011; Juurak 2020) ja
paljude laste jaoks ongi traditsiooniline keeletund ainuke eesti keele
sisendi saamise koht (Argus, Baird 2022). De Wilde jt (2021) uuring
on kinnitanud, et tohusa keeleomandamise jaoks vajavad algkooli-
ealised opilased traditsioonilisele keeletunnile lisaks kontekstuaal-
set kokkupuudet opitava keelega, milleks sobib niiteks igapdevane
vestlus sihtkeeles nii tunnis kui ka vahetunnis. Teadlik (explicit) ja
juhuslik (incidental) keele omandamine toetavad teineteist (Mufioz
2006) ja laste puhul on leitud, et just juhuslik keele omandamine
toimub kiiremini ja vidiksema kognitiivse koormusega kui tead-
lik ehk oppetegevuse kaudu toimuv keeledpe (Paradis 2004, 2009;
Ellis 2005, 2009; Lichtman 2016). Juhuslik keeleomandamine on
kontekstuaalset laadi, st et toimub siis, kui tehakse tegevusi, mis ei
ole keeledppega seotud, olgu selleks nt kehalise kasvatuse voi t66-
opetuse tunnid. Watts-Taffe ja Truscott (2000) on leidnud, et keele-
oppe edukuse jaoks on oluline ka voimalus kuulda ja ndha teisi lapsi
konelemas, mis samuti toetab juhuslikku keeleomandamist. Nad
toovad niiteks vestlusringid, kus nii keeledppijatel kui ka emakeel-
setel konelejatel on voimalik kasutada keelt tdhendusrikkalt ja ees-
margiparaselt. Seega toimub keeleope edukamalt siis, kui lapsel on
peale keeledppetunni veel voimalusi eesti keeles koneleda.

Opitava keelega kokkupuute maht ja sagedus on sdnavara oman-
damisel madrava tahtsusega, sest ainult keeletunnis opitav ei ole
piisav, eriti olukorras, kus sihtkeelega puudub koolivéiline kokku-
puude, niiteks sotsiaalmeedias suhtlemine, sopradega mangimine
voi muusika kuulamine (Ellis 2002; Puimege, Peters 2019). Juhusliku
keeleomandamise (Hulstijn 2003; Ellis 2009) toetavat rolli keele-
oppes ei tohiks alahinnata. Juhusliku keeleomandamise olukorrad
on voimalikud ka koolis, kus opetaja radgib opilasega igapdevatee-
madel, pooramata tdahelepanu keelekasutusele ja vigade paranda-
misele, voi situatsioonid, kus opetajad raagivad omavahel opilaste
kuuldes sihtkeeles. Spontaansed dpetaja-opilase vestlused toetavad
ka juhuslikku grammatika omandamist (Ellis 2009; Shintani 2015).
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Sihtkeele pidev kuulamine ja vdljendite kordumine toetab lisaks
sonavarale grammatiliste vormide omandamist (van Zeeland,
Schmitt 2013). Sonavara omandamisel mingib kontekstuaalne
keeleomandamine eriti suurt rolli verbide puhul, sest verbid vajavad
rohkem situatiivset keskkonda (Puimege, Peters 2019). On oluline
mirkida, et varase ea sdnavara oskus korreleerub teiste keeledppe
aspektidega, nditeks grammatika oskusega (De Wilde et al. 2021).

Kuivord teise keele oppimist ja selle omandamise kiirust moju-
tavad vdga paljud faktorid (nditeks motivatsioon, hoiakud, voi-
mekus, Opistrateegiad, kodune taust, suhtlemine teistega), peavad
opetajad ldhtuma oOpilaste erinevustest (vt Tomlinson 2001a; de Bot
et al. 2006, 2007; Chamot 2012). Oppe diferentseerimine keeledp-
pes on Oppijakeskne ldhenemine, mis tdhendab tegevuste raskuste
valikut opilaste vajadustest lahtuvalt, samas ei eeldata, et iga tege-
vus peab olema diferentseeritud, vaid lihtutakse pohimottest, et see
toetaks opilast (Blaz 2006; Chamot 2012). Siinjuures on oluline, et
diferentseerimine toimuks mélemas suunas — keeleliselt edasijoud-
num Opilane saaks areneda talle kohasel viisil, samal ajal kui mada-
lamal keeletasemel olev dpilane 6pib temale joukohaste tegevuste
kaudu (Tomlinson 2001b). Varasemad uuringud on ndidanud, et
ehkki diferentseerimise vajadust teadvustatakse ja seda ka tehakse,
siis just edasijoudnumatele opilastele napib neile kohaseid tegevusi
(Gunnulfsen, Mgller 2017; Brevik et al. 2018). Tihti nimetatakse neid
opilasi andekateks voi voimekateks, tegelikkuses on see rithm palju
heterogeensem ja hélmab u 10-15% opilastest (Gagné 2005; Renzulli
2005).

Eeltoodust tulenevalt on siinse uuringu eesmérgid:

1. lisada teadmisi selle kohta, mis jarjekorras eesti keele kui
teise keele grammatiliste vormide dppimine 7-9-aastastel
lastel toimub;

1.1. vaadelda erineva keeleoskusega laste tulemusi vordlevalt
ehk teha kindlaks, kas ja kuidas erineb kahe erineva keele-
oskusega laste grupi eesti keele oskus pdrast {iht aastat eesti
keele opet, kui dpetajate hinnangul eri keeleoskustasemega
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oppijaid Opetati koiki tihtviisi ehk opet teadlikult diferent-
seerimata;

1.2. tuvastada juhusliku keeledppe moju keeleomandamisele ehk
vaadelda seda, kuivord voib méjutada laste keeleoskust see,
kas nad viibivad eestikeelses keskkonnas ka viljaspool tra-
ditsioonilisi keeletunde;

2. katsetada projektis siiani kasutatud hindamisvahendi efek-
tiivsust EKI loodud eelAl-taseme kategooriate loendis esi-
tatud grammatiliste kategooriate moéistmise ja kasutamise
oskuse modtmisel.

Et sonavara hindamisvahendeid on teiste keelte eeskujul véima-
lik lihtsamini kohandada ja kasutada, on siinse uuringu materjali
kogumiseks kasutatava hindamisvahendi keskmes just grammati-
liste ja grammatilis-leksikaalsete (nt (ihendverbid ja liitsonad) kate-
gooriate omandamiseks sobiva hindamisvahendi viljato6tamine.
Eesti keele rikkast muutevormistikust ja grammatilisest iseloomust
lahtuvalt ei ole voimalik teistes keeltes loodud hindamisvahendit
tle votta. Laste keeleoskuse hindamiseks kasutatakse teistes keel-
tes vaga eri tiilipi hindamisvahendeid (nt MAIN-test, mis m6ddab
jutustamisoskust, LITMUS-projekti loodud lausete jarelekordamise
test), grammatiliste oskuste modtmiseks kasutatavaid vahendeid
ei ole aga kuigi palju. Koige lahedasem siinses uuringus kasutatud
hindamisvahendile on LITMUS-projektis loodud kddndevormide
kasutusoskust mootev test Case Contrasting?, kuid et eesti keele
kdandesiisteem on tunduvalt laiem kui saksa keele oma, ei sobi see
eesti keele tarbeks ja sobiv hindamisvahend tuleb nii voi teisiti eesti
keele jaoks luua ja labi katsetada.

Uuringu eesmdrkide tditmiseks otsitakse vastuseid jargmis-
tele uurimiskiisimustele: 1. Millised erinevused ilmnevad Gpetajate
hinnangul kahe erineva keeleoskusega laste grupi eesti keele gram-
matiliste vormide, konstruktsioonide, ithendverbide ja liitsonade
moistmise ja kasutamise oskuses esimese dppeaasta 1opuks? 2. Mis

>Vt https://www.bi-sli.org/other-tasks-from-the-action (06.10.2022).
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iseloomustab vaatlusaluste laste eesti keele grammatiliste kategoo-
riate moistmise ja kasutamise oskust ja kuidas vastavad EKI loodud
eelAl-taseme kategooriad opilaste omandatud keelele? 3. Kas voib
leida seoseid laste grammatiliste oskuste ja eesti keelega kokkupuu-
tumise kestuse ja kanali (ehk juhusliku keeledppekeskkonna ole-
masolu voi puudumise) vahel? 4. Kuidas aitab seni kasutusel olnud
hindamisvahend moo6ta grammatiliste kategooriate moistmise ja
kasutamise oskust?

2. Meetod ja valim

Aastal 2020 alustati Eestis pilootprojekti ,Professionaalne eesti-
keelne dpetaja mitmekeelses klassis“. Projektiga liitunud koolides
toetatakse mitmekeelsesse klassi iithe eestikeelse lisadpetaja palka-
mist ning Opetajate erialaste oskuste arendamist. Projektikoolides
alustasid lisadpetajad t66d klassides, kus oli muukeelseid lapsi, ja
projektiklasse on pohiliselt kolme tiiiipi: eestikeelne klass, kus 6pib
tihes klassis mitme eri emakeelega lapsi; eestikeelne klass, kus 6pib
rohkem kui 10 vene emakeelega last; ning vene dppekeelega kool,
kus ope toimub osa ainetes eesti keeles ning kus klassis on peami-
selt vene emakeelega lapsed.? Opilaste keeleoskust hinnatakse katva
uuringuga koigepealt projekti alguses (vt Argus, Baird 2022) ning
seejdrel iga kahe aasta tagant ning valikulise kvalitatiivse uurin-
guga kord aastas. Keeleoskuse uuringuks loodi hindamisvahend,
mida iga jargneva uuringuga tdiustatakse. Siinse artikli aluseks olev
uurimismaterjal moodustab ithe osa projektiga liitunud koolide
laste keeleoskuse hindamisest.

Valim. Programmi ,,Professionaalne eestikeelne 6petaja mitme-
keelses klassis“ raames 2020. aastal eesti keelt 6ppima asunud
7-9-aastaste laste hulgast valis iga dpetaja hindamiseks kaks erineva
nn stardipositsiooniga last. Laste valiku pohimétteks oli leida kaks

*  Projekti kohta vt lahemalt https://www.hm.ee/et/tegevused/eesti-keel-ja-voorkee-
led/eestikeelsed-opetajad-lasteaeda-ja-kooli (06.10.2022).
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sellist last, kellest iiks ei radkinud projekti alguses (2020. a siigisel)
veel iildse eesti keelt ehk kelle puhul oli dpetaja 2020. a siigisesel
hindamisel teinud hindamislehele vastava mirkuse, ja teine laps,
kes samal ajal juba vdhesel madral rddkis eesti keelt ehk kuulus
nende laste hulka, kelle kohta oli opetaja 2020. aasta stigisel marki-
nud hindamislehele, et 6pilane radgib vihesel médral eesti keelt (ei
oska iseseisvalt eestikeelseid lauseid moodustada). Opetajatel paluti
valida eelpool kirjeldatud tunnustega oppija prototiiiipsed esinda-
jad. Kahe eri nn stardipositsiooniga dppija keeleliste oskuste hinda-
mine annab voimaluse saada vastus kiisimusele, kas ja mille poo-
lest erineb nende laste keeleoskus parast itht dppeaastat teadlikult
diferentseerimata keeleopet.

Keelelise arengu hindamise vahend jagati 6petajaile vilja aprillis
2021 ja saadi tdidetuna tagasi juuni alguseks 2021. Kokku on analiiii-
situd 35 lapse keelelist arengut (18 dpetajalt). Lastest 46% olid tiidru-
kud ja 49% poisid, seega on sooline jaotus valimis tisna vordne. Kahe
lapse puhul ei olnud 6petaja sugu markinud. ,,Oskas natuke® gruppi
kuulus 6 tiidrukut ja 10 poissi, ,Ei osanud tildse” gruppi 10 tiidrukut
ja 7 poissi. Lapsed olid hindamise ajaks osalenud projektis 6-10 kuud
(keskmiselt 8,3 kuud). Laste vanus jdi 7-9 eluaasta piiridesse (kesk-
mine 7,7 aastat). Valimisse kuuluvad lapsed oppisid 1) eestikeelses
koolis, kus klassis oli mitu muukeelset dpilast), 2) eestikeelses koolis,
kus klassis oli mitu muukeelset opilast, kellest suurem osa on vene
kodukeelega, 3) venekeelse kooli keelekiimblusklassis voi venekeel-
ses koolis, kus osa ainetest Opetatakse eesti keeles. Koikidest vaat-
lusalustest oli kool ainukeseks eesti keelega kokkupuutumise kohaks
11 lapsel, suurem osa (7) neist lastest kuulus sellesse gruppi, kes eesti
keelt projekti alguses veel ei radkinud.

Enamik lapsi (77%) kuulub perre, kus molemad vanemad raa-
givad lapsega vene keelt. Uhe lapsega ridgivad molemad vanemad
ukraina keelt ning iiks laps kasvab peres, kus molemad vanemad
radgivad temaga poola keelt. Valimis oli ka simultaanseid kakskeel-
seid lapsi ehk lapsi, kes hakkasid kahe keelega kokku puutuma alates
stinnist (termini kohta vt Yip 2013). Neid oli neli: kolm, kes radkisid
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kodus nii eesti kui ka vene keelt, iiks laps rddkis vene ja armeenia
keelt. Ulejadnud valimis olnud lapsed olid suktsessiivsed kakskeel-
sed, mis tihendab, et nad hakkasid teist keelt kuulma hilisemas eas
(termini kohta vt Yip 2013). Nendest lastest itks koneles kodus poola,
tiks ukraina ja tiks inglise keeles.

Ulejadnud lastest 27%-1 algas kontakt eesti keelega siis, kui nad
said 7-aastaseks ehk laksid kooli, 29% lastest algas see kontakt kolme
aasta vanuselt (ilmselt seoses lasteaeda minekuga). Ulejdanud lapsed
jaotusid kontakti algust silmas pidades juhuslikult (eesti keelega hak-
kasid need lapsed kokku puutuma teise ja kuuenda eluaasta vahel).

Peale selle, et koikidel lastel oli eesti keelega kokkupuude laste-
aias voi on kokkupuude koolis, puutuvad uuringus osalejad kokku
eesti keelega ka sopradega mingides, 6dede-vendade ja sugulaste
kaudu (need lapsed on enamasti kakskeelsetest peredest pdrit) ning
TV, arvuti ja/voi raamatute vahendusel. Vene emakeelega laste
puhul on kdige tavalisem kokkupuude eesti keelega peale lasteaia
voi kooli kas arvuti, televisiooni voi raamatute kaudu. Valimis oli
11 last, kelle jaoks oli dpetajate viitel lasteaed voi kool ainuke koht,
kus ta eesti keelega kokku puutub, kuivord elatakse piirkonnas, kus
perel puudub eestikeelne suhtlusring. Tépsema iilevaate laste eesti
keelega kokku puutumise voimalustest leiab tabelist 1.

Tabel 1. Kokkupuude eesti keelega (laste arv)

Lapse kodune Koolis/ | Sopra- Sugu- | TV/arvuti/ Muul

Keel laste- dega lastega | raamatute viisil
aias | suheldes |suheldes | vahendusel

Vene (27) 27 3 2 15 1

Vene-eesti (3) 3 3 3 3 0

Muu. keel(ekombi- 4 3 5 4 0

natsioon) (4)

Instrument. Laste keelelist arengut hindasid opetajad selle projekti
raames vilja tootatud kiisimustikuga. Uhtset laste keelelise arengu
hindamise instrumenti ei ole Eestis veel ei eesti kui esimese ega ka
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eesti kui teise keele omandamise jaoks olemas. Esimese kooliastme
jaoks on olemas hindamisvahend lugemispadevuse (Toomela et al.
2020), kuid mitte keelelise arengu hindamiseks.

Kuigi voib oletada, et eri koolitiitibid voivad eesti keele 6ppimist
mojutada, ei ole andmeid koolitiitibiti siiski voimalik vorrelda, sest
eri tliiipi koolid ei ole projektis vordsel arvul esindatud ning iildis-
tuste tegemiseks oleksid grupid liiga ebavordsed.

Lapse keelelise arengu hindamise vahend koosnes koige ildi-
semal tasandil kolmest osast: metaandmetest, ildist suhtlusoskust
puudutavatest kiisimustest ja grammatiliste kategooriate kohta kai-
vast osast. Metaandmete osa ehk koduse keelekeskkonna kohta kai-
vad andmed voimaldavad vorrelda eri vanuses eesti keelega kokku
puutuma hakanud laste keelelist arengut ning leida ka nn juhusliku
sisendi moju laste eesti keele kui teise keele arengule. Hindamisva-
hendi esimese osa aluseks on projekti esimesel, 2020. aasta siigisel
kasutatud lapse suulist suhtlust puudutavad peamised kiisimused,
mille vastuste puhul kasutatud kolmepalline skaala asendati siinses
uuringus analiiiisi tipsuse huvides viiepallisega.

Sissejuhatavas metaandmete plokis kiisiti laste koduse keelelise
keskkonna kohta, nt vanemate kasutatavate keelte, lapse kokkupuu-
tumise kohta eesti keelega jms (kokku kaheksa kiisimust). Koduse
keelekeskkonna andmed said opetajad omakorda vanematelt, ena-
masti kiisiti need andmed arenguvestluse ajal voi kui see ei olnud
voimalik, kirjaliku suhtluse kdigus*. Uldised suhtlusoskuse kiisimu-
sed (kokku 17 kiisimust) puudutasid toimetulekut igapdevasituat-
sioonides, teksti ja lause tasandi oskusi, kirjeldusoskusi ning lisaks
kiisiti hadldusoskuse ja lapse kones sisalduva koodivahetuse maara
kohta. Teise osa puhul oli tegemist tdiesti uue grammatiliste oskuste
hindamise vahendiga, mille aluseks oli EKI Opetaja tooriistadena
loodud eelAl-taseme grammatiliste kategooriate loend’. Eel-Al

4+ Koduse keelekeskkonna andmed kiisiti teadlikult vanematelt, mitte lastelt, sest lastelt

saadavad andmed ei pruugi olla korrektsed, nt ei ole kindel, kas lapsed maletavad seda,
kas nad hakkasid eesti keelega kokku puutuma enne kolmandat eluaastat voi mitte.
° Loend leitav aadressil https://sonaveeb.ee/teacher-tools/#/home.
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keeletaset on kirjeldatud kui koige olulisemat ja just lapse jaoks
suhtlemiseks vajalikku keelevahendite kogumit. Eel-A1 taseme kir-
jelduse juures on toodud sonavaraloend (u 1000 s6éna) ning gram-
matiliste kategooriate ja konstruktsioonide loend, mida sel tasemel
keeledppija oskama peaks. Vormimoodustuse puhul on esitatud
koige varem omandatavad vormid, lausemoodustuse puhul koige
sagedasemad fraasi- ja konstruktsioonitiiiibid. Sonamoodustuse
juures on tegusonade puhul 6eldud, et eel Al-taseme keeleomandaja
moistab ja oskab kasutada koige sagedasemaid ithendverbe ning
nimisonade puhul méistab ja oskab ta kasutada tuttavatest osistest
koosnevaid liitséonu. Grammatiliste kategooriate puhul on taseme-
kirjelduses ka margitud, mis kontekstis ja kui spontaanselt peaks
keelekasutaja neid kategooriad kasutada oskama (nt ,,Oskab sage-
dasemaid eakohaseid tegusonu kasutada késkiva koneviisi ainsuse
teise poorde vormis (nt tule), et viljendada tihele kuulajale suunatud
kasku voi palvet®). Opetajatel tuli hinnata laste grammatilisi oskusi
(tegusdna ja nimisona vormide, fraasi- ja konstruktsioonitiitipide
ning moéne {ithendverbi ja liitsona moistmise ja kasutamise oskust).
Kokku esitati grammatiliste kategooriate kohta lapsele mdistmis-
oskuse kindlakstegemiseks 12 vididet ning samade kategooriate
kasutusoskuse madramiseks samuti 12 kiisimust. Tegusonavomide
kohta esitati 11 viite-kiisimuse paarikut. Nimisona vormistiku
(10 eri vormi), fraasi- ja konstruktsioonitiitipide (9 tiiiipi) ja sona-
moodustuse (2 kiisimust) puhul oli opetajail abiks pilt (ndide 1),
mille kohta sai esitada kiisimusi, et vastava grammatilise kategoo-
ria moistmist voi kasutamisoskust esile kutsuda ja kontrollida (vt
néide 2). Vastused hinnati skaalal ,,6ige” vs. ,vale®. Valede vastuste
hulgas kodeeriti eraldi need vastused, mis olid sisult 6iged, kuid kus
laps oli kasutanud mitte ootuspérast vormi).

Kiisimustiku esimeses osas kasutas Opetaja lapse suhtlusoskuse
hindamiseks viiepallist Likerti skaalat (1 - ei oska iildse, 5 — oskab
viga hdsti/veatult). Kvantitatiivsete andmete analiiiisimiseks kasu-
tati statistikaprogrammi IBM SPSS Statistics 27. Andmete ana-
latisimisel kasutati valimi iseloomustamiseks ning respondentide
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Niide 1. Kiisimuste esitamisel kasutatud pilt

Niide 2. Katsekiisimus
Mboistmisoskus Kasutusoskus
Mina iitlen sulle midagi Hindaja osutab isikule
Vorm ja kui sinu meelest on see voi objektile pildil ja
oige, siis title seda ja ndita | kisib.
mulle seda ka pildi peal.
Osastav Mida koer s60b?
(keda/mida?) Vanaema joob kohvi. Oodatav vastus: (Koer
' s00b) kooki/torti.

hinnangute vordlemiseks (1. rithm, kes oskas enne projektiga liitu-
mist mingil méaral eesti keelt; 2. rithm lapsi, kes ei osanud eesti
keelt projekti algul tildse) sagedustabeleid, keskmiste vordluseid
ja jaotust. Vastajate rithmade keskmiste tulemuste statistiliste eri-
nevuste hindamiseks kasutati mitte-parameetrilist testi (Mann-
Whitney). Et hinnata eesti keelega kokkupuute aja ja liigi seost eesti
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keele oskusega, jagati opilased gruppidesse vastavalt sellele, kas neil
oli kontakt eesti keelega ainult koolis voi said nad ka koolivlist
sisendit. Seejarel loodi mélema grupi jaoks neli eraldi koondskoori:
tildine suhtlusoskus (9 hinnatavat komponenti), kirjeldamisoskus
(6 hinnatavat komponenti), tegusonade kasutamisoskus (11 hinna-
tavat komponenti) ning nimisdnade kasutamisoskus (11 hinnatavat
komponenti). Uldise suhtlusoskuse ning kirjeldamisoskuse puhul
kasutati Opetajate hinnangute keskmist ja grammatiliste oskuste
puhul andsime o6igete vastuste eest {ihe punkti ning arvutasime selle
pohjal vilja kahe grupi keskmised tulemused. Seejarel kasutati kahe
grupi statistiliste erinevuste hindamiseks Mann-Whitney U testi.
Seos loeti statistiliselt oluliseks, kui p vaartus jéi alla 0.5. Kiisimus-
tiku kolmandas osas hindas opetaja lapse keeleoskusi hinnangutega
»0ige®, ,valeja ,sisult 6ige, kuid mitte ootusparane®. Viimati maini-
tud hinnangu tingis vajadus aru saada, kas osalejad vastavad hinda-
misvahendi kiisimustele nii, nagu koostajad eeldasid. Neid tulemusi
analiitisiti x*-testi abil, et selgitada vilja kahe rithma vahelisi statis-
tilisi erinevusi.

Meetodi sobivuse hindamiseks analiiiisiti kiisimustiku teise
osa vastuseid kvalitatiivselt ehk nii, et vaadeldi ka nende vastuste
hulka, mis ei sisaldanud ootuspirast vormi, kuid olid sisuliselt
oiged. Samuti vaadati iile koik valed vastused ning rithmitati need
vastavalt thistele tunnustele. Kindlate kiisimuste puhul tekki-
nud sarnaste tunnustega vastused voimaldasid hinnata kiisimuse
eesmargikohasust.

3. Laste keeleoskuse hindamise tulemused

Léhtetilesanne oli opetajal valida kaks last, kellest tiks ei raiki-
nud projekti alguses eesti keelt ja teine, kes vdahesel maaral raikis.
Edasises keeleoskuse analiilisis ongi vaadeldud neid kaht gruppi
eraldi: vastavalt grupid ,Ei osanud ldse“ (18 last) ja ,Oskas
natuke® (17 last). Nende laste hulka, kes eesti keelt veel ei rdaaki-
nud, arvati lapsed, kelle kohta oli opetaja hindamislehele lapse
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keelelise arengu kohta 2020. aasta siigisel ehk projekti alguses kirju-
tanud nditeks ,ei radkinud iildse eesti keelt” voi nt ,,on nn vaikivas
perioodis®.

3.1. ULDINE SUHTLUSOSKUS JA SUULINE KONE

Suhtluseesmirkide tditmist vaadeldi kolmes osas. Esmalt pidi ope-
taja hindama lapse iildist arusaamist eestikeelsest konest ning see
osa oli jaotatud omakorda kolmeks ehk vaadeldi seda, kas raagitu
moistmisel laps: 1) ei radgi ise ja saab kiisimusest voi korraldusest
aru ainult siis, kui see on 6eldud viga aeglaselt ja selgelt; 2) ei radgi
ise, kuid saab korraldustest ja kiisimustest aru, nt suudab jargida
lihikesi ja lihtsaid napunditeid tavaparasel viisil 6elduna (nt tule
siia, pane riidesse); 3) moistab lithikese ja lihtsa jutu pohisisu.

Vahe kahe grupi keskmiste tulemuste vahel (vt joonis 1) on kiill
koigi kolme kiisitud oskuse puhul olemas, kuid mitteparameetrilise
testi (Mann-Whitney) jirgi ei ole erinevused statistiliselt olulised
(p > 0.5) ja molema grupi laste keeleoskust iseloomustab {ihtmoodi
skaala keskmine vaartus ehk kolm. Statistiliselt mitteoluline tule-
mus muutub aga oluliseks uuringu konteksti valguses: keeleoskuse
stardipositsioon oli osalejate seas erinev, kuid 16pp-positsioonis
enam keelelist vahet pole.

Laste produktiivse keelekasutuse ehk konelemisoskuse iildi-
sest hindamisest néhtub, et sarnaselt moistmisoskusega paistavad
ka konelemisel kahe grupi tulemused viga sarnased ja statistiliselt
olulist erinevust ei ilmnenud (vt joonis 1). Sonade-viljendite jare-
lekordamisega paistavad hakkama saavat mélema grupi lapsed, see
oskus on tasemel, kus tehakse iiksikuid vigu. Raskem ehk paljude
vigadega on lastel lausete loomise oskus ning igapaevasuhtlusega
toimetulekuks on keeleoskus veel napp (keskmine punktisumma
tile kahe osutab sellele, et tehakse vdga palju vigu).

Et vaadelda lapse oskust viljendada eri tiitipi suhtluseesmarke,
pidid oOpetajad hindama, kas laps oskab viljendada viisakust
(tervitused, tdnu jms), direktiivsust (soovi, palvet, kisku, keeldu) ja
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i raagi, saabar kui raagitakse 325
vagaaeglaseltja seigelt 3.53

Eiraagiise, 3.24
aid saab aru 36

jalibsajuty pahisisu 3.41
Kordab jarele 413
sbnuja valiendeid
o: piraud 3B
hulgast sdnadest lauseid
Oskabkeelt piisavalt, 239
ettulla toime. 2.59

o 3,89

Oskab valjendada s00vi, | 3.2

palvet, kasku, keeldu 335
3.06,
o 3.24
o ja oma peret 29312
Osabkirie 253
inimese véi eseme valimust 265
" 282
C 2.71
o 2.29
oma 2.41 Oslas
natuke
Oskab pildi jargi kifeldada - §361 ® Eiosanud
o 233 uldse
lihtsamaid lugusid 241
0 0.5 1 1.5 2 25 3 3.5 4 4.5 5

Skoor Likerti skaalal

Joonis 1. Laste iildine suhtlusoskus opetajate hinnangute pohjal

kiisimusi. Kuigi keskmised tulemused on grupil, kes oskas projekti
alguses juba pisut eesti keelt rddkida, veidi paremad (vt joonis 1),
ei ole erinevus siiski statistiliselt oluline. Viisakuse véljendamise
oskus on mélema grupi lastel olemas (nad teevad viahesel maaral
vigu) ja kdskude-keeldude viljendamisega saadakse pisut paremini
hakkama kui kiisimuste moodustamisega, mélema puhul on tule-
mus selline, et tehakse sageli vigu (vt joonis 1).

Arusaadavalt on tunduvalt vaihem arenenud laste oskus kirjel-
dada ja jutustada, need on oskused, mis nouavad oluliselt rikkamat
keelevahendite pagasit kui vaadeldavatel lastel sel perioodil olemas.
Peaaegu koikide siinses osas hinnatud oskuste puhul on laste tule-
mus hinnatav kirjeldusega ,,oskab véga vihe / teeb vdga palju vigu“
(vt joonis 1), ennast ja oma peret oskavad lapsed veidi paremini kir-
jeldada ning pisut paremad tulemused on lastel, kes projektiperioodi
alguses natuke eesti keelt oskasid. Kahe grupi tulemuste vahe ei ole
aga statistiliselt oluline.

Haéldust pidid 6petajad hindama viiepallisel skaalal, alates sel-
lest kui ,,hddldus on eesti keelele omane, ei ole midagi, mis tahele-
panu drataks® kuni selleni, et ,hddldusvead takistavad lapse kone
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moistmist®. Moélema rithma laste hadldusoskus jai aga vaartuse 3
(,Héédlduses on mitte eesti keelele omaseid tunnuseid palju, aga
need ei takista eesti keeles suhtlemist®) ja 2 (,,Hddldusvigu on palju,
kuid lapse kone on siiski enamasti arusaadav®) vahele.

3.2. GRAMMATILISTE OSKUSTE OMANDAMINE

Laste grammatiliste oskuste hindamine oli jagatud nelja alaossa:
eraldi vaadeldi tegu- ja nimisona vorme, fraasitiilipe, deldisega
seotud konstruktsioone ja sdonamoodustust. Koikide kategooriate
puhul pidid 6petajad hindama nii keelendite méistmise kui ka kasu-
tuse oskust. Grammatiliste oskuste analiilis peaks andma vastuse,
kas eelAl-taseme kategooriad on vaatlusalustel lastel omandatud
voi mitte. Kahe grupi statistiliste erinevuste hindamiseks kasutati
Mann-Whitney U testi. Vastu ootusi tulemustes statistilist erinevust
kahe rithma vahel ei esinenud.

Tegusona vormistikust vaadeldi eelAl-taseme kirjelduses loet-
letud vormide, st kindla kéneviisi oleviku ja lihtmineviku vormide
ning eitava kone esimese ja kolmanda isiku vormide omandatust.
Tegusonavormide omandamise kohta on andmed esitatud joonistel
2 ja 3. Vastanute arv on tabelis kiisimuseti varieeruv (moni dpetaja
oli jatnud mone kiisimuse hindamata).

Olevikuvormidest méistavad molema grupi lapsed koiki kiisi-
tud ainsuse ja mitmuse verbivorme sisaldavaid lauseid. Ise kasutada
oskavad (st ootuspiraste vastuste osakaal on iile 60%) aga ainult ole-
viku esimese ja kolmanda p6orde vorme (nt mina teen, tema teeb).
Ootamatu tulemusena torkab silma, et teise po6rde vormide puhul
on selle rithma, kes perioodi alguses eesti keelt veel ei radkinud (vt
joonis 2), tulemus parem kui tugevama stardipositsiooniga rithma
oma, samas ei ole erinevus véikese valimi tottu kuigi suur. Liht-
mineviku verbivormide méistmist kontrollivate kiisimuste puhul
voib 6elda, et mélemad rithmad moistavad ainsuse 1., 2. ja 3. poorde
minevikuvorme (vt joonis 2). Kasutada ei oska aga neid vorme
kumbki rithm (alla 42% 6igeid vastuseid, vt joonis 3).
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Kindla koneviisi oleviku | 100.00%

ainsuse 1. poore moistmine 88.20%

Kindla koneviisi oleviku | 100.00%

ainsuse 2. poore moistmine 94.10%

Kindla koneviisi oleviku | 7 .50%)

ainsuse 3. poore moistmine 82.40%

Kindla koneviisi oleviku | o5 20%

mitmuse 1. poore moistmine 88.20%

Kindla koneviisi oleviu | 6-.70%

mitmuse 2. poore mdistmine 76.50%

Kindla koneviisi oleviku | 140%

mitmuse 3. poore mdistmine 76.50%

Kindla k&neviisi lintmineviku | 03.50%

1. poore moistmine 58.80%

Kindla koneviisi litmineviku | 5 1.30%

2. poodre moistmine 76.50%

Kindla kéneviisi litmineviku | NN G .20%

3. poore moistmine 75.00%

0.00% 20.00% 40.00% 60.00% 80.00% 100.00%

Joonis 2. Tegusonavormide moistmise oskus.
Ootuspdraste vastuste osakaal protsentides

Kindla koneviisi oleviku | I 7 .50

ainsuse 1. poore kasutamine 76.50%

Kindla koneviisi oleviku I Sc.c0%
ainsuse 2. poore kasutamine 47.10%

Kindla koneviisi oleviku I G1.10%

ainsuse 3. poore kasutamine 64.70%

Kindla koneviisi oleviku T :c.00%
mitmuse 1. podre kasutamine 11.80%

Kindla kdneviisi oleviku I 11.10%
mitmuse 2. pddre kasutamine 11.80%

Kindla koneviisi oleviku I :3.30%

mitmuse 3. podre kasutamine 35.30%

Kindla koneviisi lintmineviku | I NEREEGEG_——— 2 1.20%

1. poore kasutamine 35.30%

Kindla koneviisi lintmineviku | I NEEREREE /1 .20%

2. poore kasutamine 35.30%

Kindla koneviisi lintmineviku | RN /1.20%

3. poore kasutamine 29.40%

0.00% 20.00% 40.00% 60.00% 80.00% 100.00%

Joonis 3. Tegusonavormide kasutamise oskus.
Ootuspdraste vastuste osakaal protsentides

Oskas natuke
W Ei osanud uldse

Oskas natuke
M Ei osanud uldse
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Eitav kdne enda kohta

9 o
grupp ,ei osanud ildse* 33% 33%

Eitav kone enda kohta 0, o 2
grupp ,oskas natuke* 12% 65% W Biged vastused

| sisult diged, aga
mitte ootusparased
vastused
Oiged vastused

Eitav kone 3. isiku kohta @ o sisult diged, aga
grupp ,ei osanud Uldse* 2o 56% mitte ootusparased
vastused

Eitav kone 3. isiku kohta

10
grupp ,oskas natuke* | 127 71%

0.00%  20.00% 40.00% 60.00% 80.00% 100.00%

Joonis 4. Eitava kone oigete vastuste ning sisult digete,
kuid vormilt mitte ootuspdraste vastuste osakaal protsentides

Eitava kéne 1. ja 3. p66rde vorme mdistavad molemad rithmad,
kasutusoskuse kohta aga kiisimustikust vastust ei saanud, sest iile-
kaalukalt (vt joonis 4) kasutasid lapsed sisult igeid, aga vormilt
mitte ootuspdraseid vastuseid ehk vastasid enamasti ilma konk-
reetse verbivormita, ainult eituspartiklit kasutades (nt oodatud
vastuse ei oska asemel ei).

Nimisona vormistikust pidid opetajad hindama eelAl-taseme
kirjelduses toodud vorme (sagedasemad ja varem omandatavad
kaandevormid). Jooniselt 5 on niha, et ainsuse kidandevormidest
moistsid molema rithma lapsed koiki kiisitud kddndevorme. Torkab
aga silma, et kahe grupi vordluses méistavad need lapsed, kes pro-
jekti alguses eesti keelt ise veel ei radkinud, koiki vorme monevorra
paremini kui see grupp, kes projekti alguses juba oskas eesti keeles
radkida.

Nimisonavormide kasutusoskus oli aga markimisvéarselt nor-
gem kui moistmine ja iile 60% ootuspdraseid vastuseid anti ainult
ainsuse nimetava vormide kohta (vt joonis 6). Ainsuse omastava
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Ainsuse nimetav
Ainsuse omastav
Ainsuse osastav
Ainsuse sisseltlev
Ainsuse seesttlev
Ainsuse alaleiitlev
Ainsuse alaliitlev
Ainsuse kaasaiitlev
Mitmuse nimetav

Mitmuse omastav
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88.20%

76.50%

82.40%

76.50%

70.60%

Joonis 5. Nimisénavormide moistmise oskus.

Ootuspdraste vastuste osakaal protsentides

Ainsuse nimetav

N | 10)"
N O 4.4 0%
N 1 00.00%
N . 105
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Joonis 6. Nimisonavormide kasutamise oskus.

Ootuspdraste vastuste osakaal protsentides

88.20%

100.00%

Oskas natuke
M Ei osanud uldse
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ja osastava vormi puhul kasutati sageli nditeks nimetava kddnde
vormi, sisseiitleva puhul leidus valede vastuste hulgas nimetava
kdande vormi korval paljudel juhtudel ka vastamata jatmist, sees-
titleva, alaleiitleva, alaltiitleva kddnde vormi asemel kasutati samuti
nimetava kdande vormi, mitmuse nimetava puhul koige sagedamini
ainsuse nimetavat kddnet, aga ka naiteks kvantorifraasi ,kaks lind“
kus nimisdna on osastava asemel nimetavas. Torkab silma, et ain-
suse omastava kddnde vormide kasutusoskus on tugevamal grupil
monevorra parem kui nérgemal, kuid vahe ei ole statistiliselt olu-
line. Ainsuse omastava kddande puhul (nt poisi) vastati tihti ainsuse
nimetavat kasutades (nt poiss).

Mitmuse vormidest moéistavad molema rithma lapsed nimetava
ja omastava vorme, kasutada tihtki mitmuse vormi ei osata (vt joo-
nis 6). Mitmuse nimetava vormide kasutamise oskus on siiski parem
kui omastava kdande vormidel, seal oli 6igeid vastuseid isegi alla
10% (rtthmas, kes perioodi alguses eesti keelt juba natuke radkis).
Kokku kaheksal juhul (vordselt opilasi molemast rithmast) jéttis
laps kiisimusele vastamata ja/voi ei saanud kiisimusest aru, iile-
jaanud juhtudel kasutati kas ainsuse voi mitmuse nimetava vormi
(oodatava vastuse lindude asemel linnu voi lihtsalt linnud).

Fraasi- ja konstruktsioonitiiiipidest vaadeldi nimisona-,
hulga-, kaassonafaaside ning Oeldist ja tema laiendeid sisaldavate
konstruktsioonide moéistmise ja kasutamise oskust (vt joonis 7, 8
ja 9). Koikides konstruktsioonides, mille moistmist voi kasutamist
hinnati, oli kasutatud eelAl-taseme sdnavara.

Molema rithma lapsed méistavad kaht tiiiipi ehitusega nimi-
sonafraasi: nimisona (omastavas) + nimisona, nt ema juuksed; oma-
dussona (nimetavas) + nimisona, nt tdpiline kann. Toendeid aga
selle kohta, et lapsed neid fraase ka kasutada oskaksid, kiisimusti-
kuga kuigivord ei saanud. Nimisonast ja omadussonast koosneva
fraasi puhul anti hulk sisult 6igeid, aga vormilt mitte ootuspéraseid
vastuseid, nt vastati ainult ithe komponendiga fraasist (Kelle pilt
on seinal? Lapse.). Hulgafraasi puhul on kasutusoskuse kohta and-
med samuti probleemsed (oodatava vastuse kolm lille asemel iitlesid
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Joonis 7. Fraasi- ja konstruktsioonitiitipide moistmise oskus.
Ootuspdraste vastuste osakaal protsentides

lapsed lihtsalt kolm), selline vastus on suhtluse seisukohast oige,
kuid ei anna infot selle kohta, kas keelekasutaja oskab vastavat fraasi
kasutada.

Omadussonafraasi (nt védga ilus) moéistmisel andsid lapsed iile
70% oOigeid vastuseid (vt joonis 7) ja seega voib delda, et nad mdis-
tavad médrsonast ja omadussonast koosnevat fraasi. Samasuguse
fraasi kasutusoskuse kohta kiisimustikust toendust ei olnud voima-
lik saada, sest lapsed vastasid oodatud vastuse viga réomus asemel
nii, et nimetasid ainult isiku, kes on viga r66mus, nt ema).

Ka kaassonafraasi (nimisona + kaassona, nt tooli peal) puhul
on moistmisel molema rithma tulemused tle 88%, kasutusoskuse
tulemused jidvad aga alla 42%. Oeldisega seotud konstruktsiooni-
dest (6eldis + kohasona, nt lidheb oue; deldis + ajasona, nt tuleb kohe;
oOeldis + viisisona, nt jookseb kiiresti; eldis + objekt, nt tahab kooki)
on molemal rithmal omandatud nende moistmine (vt joonis 7). Joo-
nistel 8 ja 9 on esitatud molema grupi fraasitiitipide kasutusoskus
protsentides ja vastavalt nende gruppide antud sisult digete, vormilt
mitte ootuspdraste vastuste hulk. Joonistelt on ndha, et molemad
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Nimisdnafraas
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0.00% 20.00% 40.00% 60.00% 80.00% 100.00%

Joonis 8. Fraasi- ja konstruktsioonitiitipide kasutusoskus
protsentides ,Ei osanud iildse“ grupp

grupid andsid sisult 6igeid, vormilt mitte ootuspéraseid vastuseid
samade fraasitiiiipide ja konstruktsioonide kohta.

Eri fraasitiitipide ja konstruktsioonide kasutusoskuse kohta
(joonis 8, 9) ei ole voimalik kasutatud dpetajate hinnangute pdhjal
vastust anda, sest sisult digete ja vormilt mitte ootuspiaraste vastuste
hulk oli selleks liiga suur. Néiteks 6eldise ja objekti thendite puhul
vastasid lapsed nii, et kasutasid ainult objekti (ehk oodatava vastuse
vaatab koera asemel koera), mis on suhtluse seisukohast tdiesti loo-
mulik. Kui vorrelda kahe grupi puhul mitte ootuspdraste vastuste
hulka, ei ilmne selget suundumust, nagu kasutaksid parema stardi-
positsiooniga lapsed rohkem selliseid keelendeid, mida hindamis-
vahendis ootuspéraseks ei loetud, kuid mis on suhtluse seisukohalt
loomulikud (vrd joonis 7 ja 8). Eri konstruktsioonitiiiipides on kord
thel, kord teisel rithmal rohkem mitte ootuspéraseid vastuseid.

Sonamoodustuse puhul vaadeldi ainult {ihendtegusonade
ja liitsonade omandamist. EelAl-taseme kirjelduse jargi peak-
sid lapsed moistma ja oskama kasutada lihtsamaid ja tuttava-
maid tithendtegusonu ja sagedastest sonadest koosnevaid liitsonu.
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Joonis 9. Fraasi- ja konstruktsioonitiiiipide kasutusoskus
protsentides ,Oskas natuke® grupp

Hindamiskiisimustikus kasutati liitsonu, mille osised on esitatud
eel Al-taseme sonavaraloendis.

Nii lihtsamad ithendtegusonad (nt ldheb katki) kui ka liitsonad
(lillevaas, raamaturiiul) on moélemale rithmale méistetavad (vt joo-
nis 10). Kasutamise puhul ei olnud 6igeid vastuseid piisavalt, et saaks
Oelda, et lapsed neid sonu kasutada oskavad (vt joonis 10). Sageli
vastasid lapsed ithendverbi asemel kas ainult partikliga (nt ldGheb
katki asemel katki) voi oli selge, et vastavat oodatud tegusona lapse
leksikonis ei ole (nt vastus 6hupall buh-buh). Liitsonade kasutuse
kiisimuses vastati sageli liitsona asemel lihtsonaga, nt raamaturiiul
asemel riiul voi lillevaas asemel vaas). Selliseid vastuseid voib jéllegi
suhtluse seisukohalt digeks pidada, kuid need ei véimalda hinnata
oskust vastavaid sonu kasutada. Huvitava tdhelepanekuna voib mai-
nida, et nende laste tulemused, kes perioodi alguses eesti keelt iildse
ei osanud, on isegi paremad kui parema stardipositsiooniga laste
omad (kuigi vahe ei ole statistiliselt oluline).
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Uhendtegusonade 7%
moistmine 770

Uhendtegusonade - 11%
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uisonece [N -~ ® oo e
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44%

Liitsonade
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0.00% 20.00% 40.00% 60.00% 80.00% 100.00%

Joonis 10. Uhendverbide ja liitsonade kasutuse ja méistmise oskus.
Ootuspdraste vastuste osakaal protsentides

3.3. EESTI KEELEGA KOKKUPUUTE AJA JA LIIGI SEOS
EESTI KEELE OSKUSEGA

Valimis oli 11 last (7 last kuulus gruppi ,.ei osanud iildse“ ja 4 last
»oskas natuke®), kelle puhul oli kool ainsaks eesti keelega kokku puu-
tumise kohaks. Seetottu on voimalus vaadelda, kas ja kui palju eri-
nes nende laste eesti keele oskus, kes puutusid keelega kokku ainult
koolis, vorreldes nende lastega, kellel oli eesti keelega kokkupuude
ka viljaspool kooli (sopradega mingides, 6dede-vendade/vana-
vanemate/sugulastega koos olles voi T'V/arvuti/raamatute kaudu).
Tulemustest ilmnes, et eesti keelega ainult koolis kokku puu-
tuvate laste eesti keele oskus oli ménevorra norgem kui neil, kes
saavad eesti keele sisendit ka viljastpoolt kooli. Uldiste suhtlus-
oskuste puhul olid nende laste tulemused keskmiselt 2,97 ja neil,
kes ka viljastpoolt kooli eesti keele sisendit said, keskmiselt 3,54
(p = 0.08, Mann-Whitney U védrtus 88.5), kirjeldamisoskusele
antud hinnangute keskmiste vahe ei olnud nii suur: 2,45 vs. 2,58
(p = 0.29, Mann-Whitney U véartus 111.0), kuid kirjeldamisoskuse
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Joonis 11. Eesti keelega kokkupuute seos eesti keele oskusega

tulemused olid koikidel lastel madalamad kui iildise suhtlusoskuse
omad (vt joonis 11). Tulemustest ilmnes, et grammatiliste oskuste
puhul oli kahe grupi vaheline vahe suurem kui suhtlusoskuste
puhul. Tegusonade kasutusoskuse keskmine oli ainult koolis eesti
keelega kokku puutuval rithmal 1,8 ja ka mujal kokkupuudet oma-
val grupil 5,1 (p = 0.002, Mann-Whitney U véartus 49.5). Nimi-
sonade kasutusoskuse keskmiste vahe oli sarnane: 2 vs. 4,9 (p =
0.004, Mann-Whitney U véértus 36.0) ning moélemad vahed olid
statistiliselt olulised (vt joonis 11).

4. Meetodianaliiis ehk hindamisvahendi sobivus

Tulemuste pohjal voime 6elda, et hindamisvahend sobis méistmis-
oskuse hindamiseks védga histi. Esiteks said lapsed hindamisva-
hendi puhul aru, mida nad tegema pidid; teiseks nditas kiisimustele
antud vastuste erinev hulk seda, et vahendi abil on véimalik parema
keeleoskusega lapsi mitte nii hea oskusega lastest eristada. Ka iihe
teemaploki sees (nt fraasitiiiibid ja konstruktsioonid) anti eri fraasi-
voi konstruktsioonitiiiipidele eri hulgal ootuspiraseid vastuseid,
mis tdhendab, et vastused soltusid kiisitud keelendi keerukusest ja
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omandatusest, mitte sellest, et sellist liiki kiisimusele oleks iildiselt
raske vastust anda.

Kill aga ilmnesid moéned hindamisvahendi kitsaskohad ja
seda just grammatiliste kategooriate kasutusoskuse hindamisel.
Selgus, et opilased andsid osa kiisimuste puhul palju sisuliselt ehk
suhtlussituatsiooni arvestades loomulikke ja 6igeid, kuid vormilt
mitte ootuspéraseid vastuseid ning osa kiisimuste puhul vastasid
vaga vahesed opilased nii, nagu hindamisvahendi koostajad eel-
dasid. Fraasitiiiipide ja konstruktsioonide kasutusoskuse puhul oli
kaks kiisimust, millele mitte tikski laps ootuspirast vastust ei and-
nud (tegemist oli aja- ja viisisona sisaldavate konstruktsioonidega).
Praegustele andmetele tuginedes jadb aga monel juhul selgusetuks,
kas tegu oli meetodist tuleneva probleemiga v6i puuduski opilastel
hinnatav oskus. Kuna laste antud ootuspéraste vastuste hulk kiisi-
musteti varieerus ja seda ka iitht tiitipi kisimuste puhul (nt fraaside
kasutusoskuse kiisimuste hulgas tousis esile kaassonafraas, millele
anti teistest oluliselt rohkem ootuspidraseid vastuseid), ei saa viita,
et norgad tulemused olid pohjustatud alati just hindamismeetodist
ja mitte opilaste oskamatusest vastavat vormi kasutada.

Hindamisvahendi probleemsed kohad jagunesid vastuste jargi
kolmeks: 1) kasutati ainult (tht osa konstruktsioonist voi fraasist
(eriti verbivormide osas), 2) kasutati oodatava kaandevormi asemel
postpositsiooni, 3) muud, nt kasutatud pildiga seotud kitsaskohad.

4.1. VERBIVORMIDE, FRAASI- JA KONSTRUKTSIOONITUUPIDE
KASUTUSOSKUSEGA SEOTUD PROBLEEMID

Eitava kone ning pea koikide uuritud fraasi- ja konstruktsiooni-
titipide (v.a nimisonafraas ehitusega nimisona + nimisona) puhul
osutus probleemiks ainult ithe osa vo6i ainult eituspartikli kasuta-
mine. Eitava kone puhul pidid lapsed esimese ja kolmanda poorde
vormide kasutamiseks vastama kiisimustele Kas sina nded pildil
laeva? ja Kas sinu ema oskab lennata?. Vastusteks oodati eitussona
ja pohiverbi, nt ei nde, ei oska. Kokku 35 lapsest vastas vastavalt
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16 (ehk 44%) ja 21 last (ehk 58%) kiisimustele lihtsalt eitussonaga
ei. Suhtluse seisukohast on selline vastus igati loomulik, kuid see
ei vdoimaldanud hinnata laste oskust kasutada eitava kone vorme.
Lahenduseks voiks katsetada, kas tulemus oleks parem siis, kui anda
lapsele iiks lauseosa ette ja paluda tal lauset jatkata, nt (pilt kahe
lapsega, iiks soidab jalgrattaga, teine ei soida) Mina iitlen sulle lause
alguse ette ja sina lopeta: ,Tudruk soidab jalgrattaga, aga poiss ei ...
(soida)“. Sellisel juhul v6ib aga muidugi tekkida ka olukord, kus laps
vastab ikka jaatavas kones (mone teise) verbivormiga.

Omadussonast ja nimisonast koosneva fraasi kasutamise oskuse
hindamiseks kiisiti pilastelt pildi pohjal kiisimus Missugune tass on
vanaema kdes? ning oodati vastuseks fraasi tdpiline/pruun/viike tass.
Pooled lapsed vastasid mone varvi nimetamisega, kuid ilma nimiséna
kasutamata (nt punane, pruun). Tegemist on jallegi suhtluse seisu-
kohalt taiesti loomuliku vastusega, mis ometi ei voimalda hinnata
seda, kuidas laps vastavat fraasi kasutada oskab. Omadussonafraasi
(ehitusega méaarsona + omadussona, nt viga ilus) puhul andis sisuli-
selt dige, kuid vormilt mitte ootuspérase vastuse suisa 77% vastanud
lastest. Naiteks vastasid lapsed lapsed ja ema, vanaema, tiidruk ja koer.

Koikide tegusonakonstruktsioonide puhul esines sama prob-
leem: lapsed vastasid nii, et tegusdnavormi ei kasutanud ja sisult
oigete, kuid vormilt mitte ootusparaste vastuste hulk ulatus 14 kuni
40 protsendini (vt tabel 2). Kéige sagedamini kasutasid lapsed ainult
iiht osa fraasist méadrsona ja omadussona iihendites ning tegusona
ja objekti ithendites, nt kiisimusele Mitu lille on vaasis? vastati ena-
masti vaid sonaga kolm. Moéne konstruktsiooni puhul oli sisult
Oigete, aga mitte ootuspdrases vormis vastuste hulk suurem kui
vigaste vastuste hulk, nt omadussonalise tdiendiga nimisonafraas,
kuid on ka neid konstruktsioone, kus vigaste vastuste hulk on suu-
rem, nt deldist sisaldavad konstruktsioonid (vt tabel 2). Vigaste vas-
tuste tiitipiliseks néiteks kiisimuse Millal ema koogiga tuppa tuleb?
puhul oli erineva kddndelopuga nimisona, nt tordi, tordile, koogiga
voi kitsimuse Keda vanaema vaatab? puhul nimetavas kiddndes koer
voi vanaema vaatab koer.
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Tabel 2. Eri fraasitiitipide sisult digete, kuid vormilt mitte
ootuspdraste vastuste ning valede vastuste osakaal protsentides

csult i
Sisu t 01ge:te, Valede
vormilt mitte

. . vastuste

Konstruktsioon ootuspiraste

osakaal
vastuste osakaal )
R protsentides
protsentides

N.1m.1s~onafraals: omadussona + 514 314

nimisona, nt ilus pilt

H : 0

.ulgafraas arvsona + 514 28.6
nimisona, nt kaks last
Snafraas: MAArs

Omadussorfa raas: madrsona 771 20,0

+ omadussona, nt viga ilus

K onafraas: nimisona +

aass?na raas: nimisona 8.6 514
kaassona, nt tooli peal

Oeldise konstruktsioon:

tegusona + kohasona, nt Idheb 28,6 68,6

oue

Oeldise konstruktsioon:

tegusona + ajasona, nt tuleb 38,2 61,8

kohe

T.e.g}ls~onafrazlis: tegusor}a + 147 85.2

viisisdna, nt istub ilusti

T onaf : ona +

egusonafraas teg.lllsor.la 40,0 48.6
objekt, nt tahab pliiatsit

4.2. POSTPOSITSIOONI KASUTAMINE KAANDEVORMI ASEMEL

Ainsuse alaliitleva kddande puhul esitati lastele kaks kiisimust, mil-
lega hinnata kddandevormi kasutust kahes eri funktsioonis, koha ja
omaja véljendajana: Kus istub kass? ja Kellel on miits peas?. Nendest
kahest kiisimusest osutus problemaatiliseks esimene. Kontekstis,
kus alaliitleva kdande vorm oli kasutusel koha viljendamiseks, vastas
30% oOpilastest postpositsiooni kasutades (akna peal voi akna juures),
mis on sellises situatsioonis ka tdiesti loomulik keeleline kditumine.
Kuigi suurem osa lastest (28) moistis koha viljendamiseks kasutatud
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alaliitleva kdande vormi, vastas sellele kiisimusele ootusparaselt ehk
kddandevormiga ainult viis last. Sisult 6igeid, kuid vormilt mitte
ootuspdraseid vastuseid anti 13 korral. Seega voib jareldada, et peale
hindamisvahendist tuleneva probleemi v6ib olla tegemist ka sellega,
et paljud lapsed lihtsalt ei osanud alaliitleva kdadnde vormi koha val-
jendamiseks kasutada. Siiski saaks hindamisvahendit nii muuta, et
kaaluda labi koik eelAl-taseme sonaloendis esitatud nimisonad ja
leida need, mille puhul on iildkeeles loomulikum kasutada alaliit-
leva kddande vormi ja mitte postpositsiooniga konstruktsiooni, ning
kasutada siis pildil vastavat nimisona.

Omajat viljendava alaleiitleva kddnde vormiga kiisimuse puhul
oskasid pooled konstruktsiooni mdistnud lapsed seda ka kasutada
(31-st 16). Tuleb aga mainida, et kaassonafraasi (nimisona + kaas-
sona, nt tooli peal) puhul ilmnes, kuigi vdiksemas ulatuses, vastu-
pidine probleem, kus kolm last vastas kiisimusele Kus vanaema
istub? ainult nimisonaga (nt foolil) ja ilma kaassona kasutamata.
Hindamisvahendi parandamiseks tasuks ehk arvestada vastavate
fraaside ja kddndevormide puhul kasutusoskus positiivseks ka siis,
kui laps on kasutanud kas kdandevormi voi fraasi sobivas funkt-
sioonis monele teisele kiisimusele vastamiseks. Samuti tasub proo-
vida kasutada mond teist kiisimust, kus tuleks kohasuhe selgemalt
esile.

4.3. MUUD PROBLEEMID

Probleemseks osutus ka ainsuse seesiitleva kddnde vormide kasutus-
oskuse hindamine. Selle kiisimuse (Kus on linnud?) puhul tuleb
kitsaskohaks pidada kasutatud pilti. Paljud lapsed (20%), ka need,
kes valesti vastasid, ei podranud tahelepanu pildil olnud eristusele
»toas voi oues®, vaid keskendusid sellele, et linnud olid puu okstel
(ktisimus oli Kus on linnud? ja ootuspéraseks vastuseks oleks olnud
oues). Tundub, et laste jaoks oli pildi pealt raske hoomata, et osa
tegevusest toimus aknast paistvas dues voi et oodati just nimelt seda
eristust. Kuigi vorm ,,6ues” valiti kiisimusse teadlikult, sest tegemist
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on sagedase ja varakult omandatava sona(vormi)ga, tuleb kaaluda
mond sellist seesiitleva kddnde kiisimust ja muuta pilti nii, et konk-
reetne kohasuhe ehk seesolu oleks selgemini néhtav.

Kaasaiitleva kddnde vormi kohta kdiva kiisimuse vastuse puhul
tuleb todeda, et lapsed olid pildi suhtes viga tidhelepanelikud, sest
kiisimusele Kellega vanaema kohvi joob? vastas mitu last (20%), et
vanaema joob kohvi iiksi. Pildil on kiill laual ka teine kohvitass ema
jaoks, aga ema ei istunud veel laua ddres, vaid sammus laua poole,
tort kdes. Seega voib pilti toesti tolgendada ka nii, et vanaema joob
kohvi iiksi.

Valimi véiksus seadis uurimistulemuste télgendamisele samuti
piirangud. Kuna opetajad pidid valima kaks eri stardipositsiooniga
n-0 prototiiiipsemat last nende laste hulgast, kes kas ei rddkinud
projekti alguses veel tildse eesti keelt, voi kes radkisid vahesel maa-
ral, voéivad uurimistulemused peegeldada ainult nérgema keeleos-
kusega laste omi ega pruugi kirjeldada koikide keeledppijate taset
katvalt. Samas vois ka olla, et opetajad valisid tahtmatult molema
rithma seest siiski tugevama keeleoskusega voi tildse akadeemiliselt
edasijoudnumad lapsed. Seetottu on oluline edaspidi laiendada hin-
natavate Opilaste hulka just nimelt parema keeleoskusega opilaste
arvelt. Suurem valim annab véimaluse tulemusi ka mitmekiilgse-
malt analiiiisida. Lisaks annavad siinsed tulemused véimaluse vaa-
delda edaspidi tdpselt samade laste eesti keele oskuse arengut ehk
kui siinne uuring fikseerib nende laste oskused mingil hetkel, saab
edasise vordluse toetada juba kindlamatele andmetele.

5. Arutlus ja kokkuvote

Uuringus vaadeldud 35 lapsest vanuses 7-9 eluaastat oli suur ena-
mik neid, kes konelesid vene keelt (77%), 11% lastest olid kaks-
keelsed (eesti-vene, vene-armeenia) ning iilejadnud laste koduseks
keeleks oli moni muu keel peale eesti voi vene keele (nt poola voi
ukraina). Vaatlusalused lapsed moodustasid kaks gruppi: n-6
parema stardipositsiooniga lapsed (17 last), kes projekti alguses eesti
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keelt monevorra rddkisid, ja nérgema stardipositsiooniga lapsed
(18 last), kes 2020. a siigisel eesti keelt veel ei radkinud. Selline jao-
tus andis voimaluse vaadelda, kuidas omandavad aasta jooksul eri
tasemel keeleoskusega dpilased eesti keelt tingimustes, kus dpetajad
oppetegevust (vihemalt teadlikult) ei diferentseerunud.

Vaadeldes opetajate hinnanguid opilaste tildistele suhtlusoskus-
tele, paistab, et laste oskus viljendeid-sonu jarele korrata on tase-
mel, kus nad teevad iiksikuid vigu. Samuti oskavad lapsed kasu-
tada tavapdraseid viisakusvdljendeid (nad teevad vidhesel madaral
vigu). Kéaskude-keeldude viljendamisega saadakse pisut paremini
hakkama kui kiisimuste moodustamisega, mélema puhul peegel-
dab tulemus aga oskust, mida iseloomustab skaala niitaja ,,tehakse
sageli vigu®. Lausete loomise ja kirjeldus- ja jutustamisoskus on
tasemel, kus nad teevad veel viga palju vigu ning 6petajad hinda-
vad laste keeleoskust igapdevasuhtluses toime tulla napiks. Uhegi
oskuse puhul kahe grupi tulemuste vahel olulist erinevust ei olnud.

Seega, Oppeaasta jooksul on markimisvédrselt arenenud nende
laste keeleoskus, kes aasta alguses eesti keelt iildse ei radkinud,
sama ei saa aga delda nende laste kohta, kes juba radkisid eesti keelt.
Nende keelelised oskused ei erinenud itheski vaadeldud kategoorias
oluliselt norgema stardipositsiooniga laste omadest. Seda nditab
ilmekalt ka tulemustes kahe rithma vahel statistiliselt olulise erine-
vuse puudumine paljudes uuringu l6ikudes. Kommentaarina olgu
lisatud, et ka mitteootuspéraste vastuste hulk ei olnud parema kee-
leoskusega alustanud laste puhul suurem, seega ei saa 6elda, et tege-
mist oleks metoodilise probleemiga. Samuti kinnitas selline tulemus
varasemates uuringutes mainitud nii alla- kui tlessuunalise dife-
rentseerimise olulisust ehk seda, et petajal tuleb tdhelepanu po6-
rata ka neile, kes tildisest tasemest vahem voi rohkem keelt oskavad.
Lisaks kinnitavad tulemused, et dppe vihene diferentseeritus voib
mojutada eelkdige n-6 paremal stardipositsioonil olevaid 6ppijaid
(vt Subban 2006; Tomlinson 2001b). Saadud tulemused ehk kahe
grupi tulemuste sarnasus osutab selgelt sellele, et dpetajad peavad
pidevalt teadvustama eri keeletasemega Oppijate erinevaid vajadusi,
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kujundama sellele vastavalt tunni tegevused nii, et ka tugevama
stardipositsiooniga laste keeleoskus areneks.

Grammatiliste kategooriate omandamise hindamisel selgus
peamise tulemusena, et vaadeldud lapsed moistavad koiki eelAl-
taseme kirjelduses esitatud grammatilisi kategooriaid ja vorme,
fraasitiitipe, konstruktsioone ning sagedasemaid ithendverbe ja
liitsonu. Kuigi moistmisoskus ongi keelelise arengu puhul konele-
misoskusest tavaliselt ees ning kasutamis-/loomiskatsete tulemused
voivadki olla kasutusoskuse katsete tulemustest paremad (vt Argus
2008: 39; Argus, Parm 2010: 37), on siinsetes tulemustes hindamis-
vahendi kahe poole tulemuste vahel erinevus vdga suur. Lapsed
moistavad koiki eelAl-kategooria grammatilisi struktuure (st et
oigete vastuste hulk on tile 60%), kasutada oskavad nad aga ainult
tiksikuid vorme. Nimisona kategooriatest oskavad opilased selgelt
kasutada ainult ainsuse nimetava kdande vormi, tegusénavormidest
kindla koneviisi oleviku esimese ja kolmanda p&6rde vorme. Fraasi-
tiitipide, thendtegusonade ning liitsonade kasutamise oskuse kohta
hindamisvahendiga kinnitust ei saanud. Samas tuleb silmas pidada
ka seda, et katsemeetodi puhul ongi iildjuhul keeruline tagada just
ootuspiraste vormide kasutamist ja madalam tulemus véib tule-
neda osalt ka hindamisvahendist. Eriti ilmekalt nditasid seda fraasi-
titipide ja konstruktsioonide osa vastused, kus sisult diged ja vor-
milt valed ehk ebatiielikud vastused tostsid digete vastuste osakaalu
néiteks 17%-1t 40%-le.

Senised uurimistulemused on kinnitanud, et sdnavara oskus
korreleerub teiste keeledppe aspektidega, nditeks grammatika osku-
sega (De Wilde et al. 2021). Selle pohjal saame ka siinsete tulemuste
juures oletada, et nditeks kui laps mone tegevuse tdhistamiseks (nii
verbivormide tlesandes kui ka tthendverbide kiisimuses) sobivat
verbi ei olnud omandanud, ei saanud ka eeldada, et ta oskaks kasu-
tada kiisitud vormi. Seega niitab kasutatud kiisimustik mitte ainult
grammatika, vaid ka sonavara omandatust. Eriti ilmekalt tuli see
esile just tthendverbi ,katki minema“ puhul, kus niiteks iiks laps
vastas oodatava verbi asemel grammatiliste tunnusteta imitatiiviga
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»buh-buh® Just sonavara puhul on keeledppes oluline konteks-
tuaalne ehk selline omandamine, kus sonu dpitakse pigem suhtlussi-
tuatsioonis kui keeletunnis, ning see mangib eriti suurt rolli verbide
omandamisel, mis vajavad situatiivset keskkonda (Puimege, Peters
2019). Seega on oluline, et lapsel oleks traditsioonilise keeletunni
korval veel kohti, kus sihtkeelega kokku puutuda ja sonavara oman-
dada. Sonavara aga toetab omakorda grammatika omandamist.

Analiitisides eesti keelega koolivalist kontakti omavate laste tule-
musi ainult koolis eesti keele sisendit saavate laste tulemustega, ilm-
nes, et ainult koolis eesti keelega kokku puutuvate laste eesti keele
oskus oli monevorra ndrgem kui neil, kes saavad sisendit ka viljas-
pool kooli (nditeks sopradega mangides, trennis, sugulaste kaudu).
Kui iildise suhtlusoskuse ja kirjeldamisoskuse puhul oli vahe viike
ning polnud ka statistiliselt oluline, siis grammatiliste oskuste erine-
vuste vahe kahe grupi vahel oli markimisvdarsem: viljaspool kooli
eesti keele sisendit saavate laste eesti keele grammatilised oskused
olid paremad kui ainult koolis sisendit saavate laste oskused. Kooli-
viline kontakt eesti keelega tahendab iihtlasi ka suuremal hulgal
sisendit, mis varasemate uuringute pohjal on olnud seotud edu-
kama keeleomandamisega (Jia, Fuse 2007; Unsworth et al. 2014; De
Wilde et al. 2021). Samuti on leitud, et juhuslik keele omandamine
(tunnivéline) toimub kiiremini kui teadlik ehk 6ppetegevuse kaudu
toimuv keeledpe (Paradis 2004, 2009; Ellis 2005, 2009; Lichtman
2016). Seda koolivilise kontakti olulisust ja juhusliku keeleoppe
edukust nditavad ka siinse uuringu tulemused: véljaspool kooli
keelega kokku puutunud laste keskmised tulemused, nii suhtlemis-
kui ka kirjeldamisoskus, tegusonade ja nimisdonade kasutusoskus,
olid paremad kui eesti keelega ainult koolis kokku puutunud lastel.
Seega, eesti keelt teise keelena omandavate laste keeleoppe seisu-
kohast on oluline leida viise, kuidas tagada neile eestikeelne sisend
ka viljaspool koolikeskkonda.

Piirangud ja edasised ettepanekud. Vottes kokku kasutatud
hindamisvahendi sobivusega seotu, voib 6elda, et vdga raske on
otsustada, kas laste madalad tulemused tulenesid ainult hindamis-
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vahendi probleemidest voi oli tegemist ka sellega, et lapsed ei olnud
vastavat vormi voi konstruktsiooni omandanud. Kui nimi- ja tegu-
sonavormide puhul voib oletada, et lapsed ei olnud ootusparaste
vastuste andmiseks sobivaid vorme veel omandanud (andsid vales
vormis vastuseid, nt ootuspérase sisseiitleva voi alaliitleva asemel
nimetavas kdandes nimisona), siis fraasi- ja konstruktsioonitiitipide
puhul vo6ib olla tegemist eelkdige hindamisvahendi probleemiga,
sest vastati pigem tihe osaga fraasist ja mitte terve fraasiga. Samuti
vastati eitava kone verbivormide juures ainult eituspartikliga. Voi-
maliku lahendusena tuleks kaaluda lausete jatkamise iilesannet nii,
et hindaja iitleb eituspartikli voi lausest osa juba lapsele ette ja palub
tal siis lauset jéatkata.

Keerukam on pakkuda lahendust probleemile, mis ilmnes ain-
suse alaliitleva kddnde puhul. Seal vastati postpositsiooniga kiisi-
musele, kus oodati kddndevormi. Kuigi postpositsiooniga vastus
oli sisult 6ige (nt on thtviisi sisult éiged laua peal kui ka laual), ei
andnud see infot vormi kasutusoskuse kohta. Huvitav on see, et tei-
ses funktsioonis ehk omajat viljendavas konstruktsioonis oli alal-
titleva vormi puhul oli digeid vastuseid rohkem. Ilmselt mangib rolli
see, et omajat ei saa postpositsiooni sisaldava konstruktsiooniga
vdljendada.

Uhe voimaliku lahendusena tuleks leida moni selline nimiséna,
mille puhul on kddandevormi kasutus postpositsiooniga konstrukt-
siooniga vorreldes tavapdarasem, silmas tuleb muidugi pidada seda,
et sona oleks lapse jaoks tuttav ehk sage ja olemas eelAl-taseme
sonaloendis. Teiste hindamisvahendi probleemide puhul (sees-
ttlev ja kaasaiitlev kddne) puhul on véimalik pildi muutmisega
suunata lapsi vastavaid vorme kasutama. Vorme voi kategooriaid,
mida eelAl-taseme kirjeldustes ei ole, laste vastustes ei leidunud
ning seetottu tuleb hindamisvahendit tdiustada metoodiliselt, mitte
uusi grammatilisi struktuure lisades. Hindamisvahendi kasutamine
parema keeleoskusega lastega, kes praegusest uuringust vilja jdid,
peaks samuti andma selgust, milliste kategooriate puhul on tegemist
lihtsalt sellega, et laps seda omandanud ei ole.
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Seega v6ib hindamisvahendi sobivuse kohta delda kokkuvotli-
kult, et grammatiliste struktuuride moéistmisoskuse hindamiseks
valjatootatud vahend sobib, kasutusoskuse hindamiseks tuleb aga
seda oluliselt tdiustada. Kindlasti tuleb kasuks ka see, kui katse-
aluste hulk on suurem, nii ei mojutaks mone iiksiku lapse juhus-
lik vastus hindamistulemusi juhuslikus suunas. Samuti véimaldaks
Opetajate tunnitegevuste kaardistus ja andmed selle kohta, kuivord
Opetaja eri keeletasemega lastele erinevat tegevust pakub ehk opet
diferentseerib, vaadelda eri stardipositsiooniga laste edasijoudmise
seotust talle tunnis pakutavate tegevustega.

Artiklis esitatud eesti keelt teise keelena omandavate laste keele-
oskuse tulemused on Eesti kontekstis esimesed omalaadsed ja anna-
vad alles esmase vaate laste keeleoskusele ja selle hindamise véima-
lustele. Edasine stisteemne laste keeleoskuse hindamine, taiustatud
hindamisvahendi kasutamine praegusest suurema valimiga voi-
maldaks saada terviklikuma iilevaate grammatiliste struktuuride
omandamise jarjekorra ja nende struktuuride ja tildse eesti keele
oskust mojutavate tegurite kohta, pakkudes toetuspunkte eesti keelt
teise keelena opetavatele opetajatele.
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SUMMARY

CHILDREN’S ESTONIAN AS A SECOND LANGUAGE
DEVELOPMENT DURING A YEAR

Piret Baird, Reili Argus, Merilyn Meristo

Tallinn University

Estonia is currently in the process of transitioning the education system
to Estonian as the sole medium of instruction. Several pilot projects with
the aim to support Estonian language learning in day nurseries and upper
secondary schools have been started. However, there is not much empirical
data on how Estonian as a second language acquisition takes place: which
categories are acquired in which order, what kind of role input and age of
onset play in the acquisition process. There is no research that would cover
learning Estonian as a second language during a certain time period in
a child’s development from the point of view of language categories and
forms. Also, no methodology has been tested for studying and assessing
the grammar skills of children.

In SLA studies (De Wilde et al. 2021; Jia, Fuse, 2007; Unsworth et al.
2014) it has been found that the more a student receives input (also cumula-
tively) the more successful he/she will be. De Wilde et al. (2021) have found
that in addition to traditional language classes primary school children
also need contextual contact with the language. Language learning is more
successful if the child has other opportunities besides the language class to
speak the target language. The amount and frequency of contact with the
language are important in vocabulary learning (N. Ellis 2002; Puimege,
Peters 2019). Hearing the L2 often also supports the acquisition of gram-
mar forms (van Zeeland, Schmitt 2013). Contextual language learning is of
great importance, especially in the acquisition of verbs because they need a
situative environment (Puimege, Peters 2019).

Differentiating the instruction means choosing the activities based on
the needs of the students (Blaz 2006; Chamot 2012). Earlier studies have
shown that although the need to differentiate is acknowledged and it is
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implemented, the more advanced students do not always get appropriate
activities (Brevik et al. 2018; Gunnulfsen, Moller 2017).

The purpose of the current study is to see how the skills in Estonian
differ between two groups of learners after one year of learning when stu-
dents at different language levels were all taught the same without differ-
entiating instructions. The second goal was to test the effectiveness of the
assessment tool.

Each teacher participating in the programme “Professional Estonian
language teacher in a multilingual classroom” chose two 7-9-year-old stu-
dents who were at different levels: one student who spoke no Estonian at
the beginning of the school year and one who spoke a little Estonian. The
teachers evaluated the language development of 35 children using a ques-
tionnaire which was created specifically for that purpose.

The questionnaire was composed of three parts: metadata, questions
on general communication skills and a part about grammatical catego-
ries. The metadata included questions about the home language environ-
ment and contact with Estonian. The general communication skills part
consisted of questions about managing in everyday language situations,
sentence and text level skills, as well as the ability to describe things. These
were evaluated on a 5-point Likert scale. The Estonian Language Institute’s
grammatical category list for the pre-Al level was utilized for evaluating
the grammatical skills. In this part the teachers had to evaluate children’s
abilities to understand and use certain grammatical forms (verb and noun
forms, phrase types and word formation). A picture was used to ask ques-
tions to check for understanding and for the ability to use grammati-
cal categories. When analysing data, the children were divided into two
groups: those who spoke no Estonian at the beginning of the school year
(18 children) and those who spoke some Estonian at the beginning of the
school year (17 children).

Most of the children in the study spoke Russian at home (27 out of
35). There were also 4 bilingual children (3 Estonian-Russian, 1 Russian-
Armenian) and a Polish-speaking child, a Ukrainian-speaking child and
an English-speaking child. 27% of the children started having contact
with Estonian upon entering primary school at age 7. And except for the
bilingual children, the rest had initial contact during the daycare years
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(between ages two and six). For 11 children school was the only place
where they had contact with the Estonian language.

When analyzing students’ general communication skills, the data
showed that they were able to repeat words and expressions with only a
few mistakes. The children were also able to use polite expressions without
making many mistakes. They were also able to express commands some-
what better than they were able to ask questions, but both groups made
mistakes often. The sentence formation, description and storytelling abili-
ties of both groups were at a level where many mistakes were made and
the teachers evaluated their abilities to handle everyday communications
situations as meager. The differences in all the skills between the groups
were not statistically significant.

As we can see from the results, the skills of the children who did not
speak Estonian at the beginning of the school year had improved, while
the same cannot be said about the group who was more advanced at the
beginning of the school year. Their language skills were not much bet-
ter in any of the categories than the skills of the children with a weaker
starting position. This result confirmed the importance of differentiating
instruction, as mentioned in earlier studies, and supported the view that
this influences mostly the students who are at a better starting position
(see Subban 2006; Tomlinson 2001b).

In the acquisition of the grammatical categories studied, the results
showed that the children understood all the grammatical categories and
forms, phrasal types and most common phrasal verbs and compound
words at the pre-Al level. However, they were only able to use a few of
the forms. From the noun categories, the students can only use the singu-
lar nominative form. In regard to the verb forms, children know how to
use first person and third person present indicative forms. We could not
determine the usage skills for phrasal types, phrasal verbs and compound
words. In some cases, it was difficult to determine if the results were low
in some categories because the children had not acquired a certain form
or construction or because there were problems with the assessment tool.

The assessment tool was suitable for evaluating the understanding
of grammatical categories, but in some cases problems were detected in
evaluating the usage of certain grammatical categories. Often the children
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gave answers which were appropriate responses, but did not contain the
form that was being evaluated. For example, many answers contained only
one part of the phrase being evaluated. Hence, while the assessment tool
worked for evaluating understanding of grammatical structures, it needs
to be improved for evaluating their usage.

Keywords: Estonian as a second language acquisition, an evaluation tool
for language development, bilingualism, pre-A1l language level
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Abstract.! In recent years several studies have focused on bilingual chil-
dren’s code-mixing in light of usage-based theory (Gaskins et al. 2019a;
Quick et al. 2020; Yow et al. 2018). However, most studies on bilingual
children so far have focused on families that employ the one-parent-one-
language or minority language at home strategies, in which cases children
often receive significantly more input in one language. The current case
study focused on a 2-year-old (2;4-2;10) Estonian-English bilingual whose
language input was more balanced between her two languages. The results
showed that the child’s balanced input was reflected in the output propor-
tions of her two languages and in her mean length of utterance scores. The
child produced many code-mixed utterances, which also had the highest
mean length of utterance score and were more complex than monolingual
utterances.

Keywords: bilingualism, code-mixing, MLU, usage-based, balanced
input, Estonian, English

|. Introduction

It is well known that bilingual children code-mix. Code-mixing
in this current article is defined as “the mixing of elements of two
languages together in one utterance” (Paradis et al. 2000: 245). For
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decades, researchers in different fields have studied code-mixing in
adults and children. Most studies of code-mixing have adopted a
formalist view (see Bernardini, Schlyter 2004; Cantone 2007; Gawl-
itzek-Maiwald, Tracy 1996; Genesee 1989; MacSwan 2000; Myers-
Scotton 1997; Poplack 1980; Quay 1995), but a detailed discussion
of them and their development over time is out of the scope of this
article.

Recent studies have started to investigate code-mixing from
a usage-based perspective. Researchers studying code-mixing in
bilingual children have attempted to cover various language pairs,
looked at switch placement in bilingual combinations, studied the
relationship between code-switching and linguistic competency,
and partially schematic constructions (Gaskins et al. 2019a; Quick
et al. 2020; Quick et al. 2018¢c; Yow et al. 2018). Most of the par-
ticipants in these studies have come from families where the one-
parent-one-language (OPOL) strategy is used or where the minority
language is spoken at home (ML@H). These strategies usually result
in a situation where language input for the children is fairly unbal-
anced?. If the family resides in a country where one of the parents’
languages is spoken, and especially in a situation where the primary
caregiver also speaks the societal language, it often results in little
input from the non-societal language. This, in turn, can result in
bilingual children having a dominant language or varying develop-
ment speeds in different languages.

The current study aims to fill a gap in the field by studying code-
mixing in a child whose language input is more balanced and not
separated by person or place. This allows us to see the interplay of
two languages in an acquisition situation that to the best of author’s
knowledge is not yet covered in the literature. The research ques-
tions of this article are the following: 1) Does the child distinguish

2 For example, Gaskins et al. (2019b) report 75% vs 25% input between two languages
for two of their participants. However, it should be acknowledged that it is a complica-
ted matter as various factors influence language balance for a bilingual child.
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her languages? 2) How does the more balanced input influence the
child’s output proportions? 3) How much code-mixing takes place,
and are there differences between languages? 4) What are the mean
length of utterance scores (MLU) for monolingual and code-mixed
utterances, and do they reflect the language input pattern?

2. Usage-based theory and its approach to code-mixing

The last two decades have seen a rise in studies involving usage-based
theory. The main claims of this theory are that language emerges
from usage events, children use innate cognitive skills (like inten-
tion reading, pattern finding, generalisation, analogy) to acquire
language and they learn their language piece by piece (Bybee 2010;
Tomasello 2003). This is in contrast to the generative approach,
which claims that language learners do not receive enough input to
fully learn a language and there is an innate Universal Grammar in
place for language learning (see Valian 2014 for discussion on this
topic). Universal Grammar also argues that the categories and prin-
ciples of the core syntax do not have to be learned as people are born
with them (Behrens 2006).

However, according to usage-based theory, language use is item-
based, meaning it is organised around concrete, particular phrases,
like Could you please..., How-ya-doin? These expressions are stored
and produced as single units (Tomasello 2000; 2003). Language
learning stems from usage (input and output) and takes place on
a continuum with various levels of schematicity. First, children
acquire fixed chunks (sometimes also called frozen phrases in the
literature), which can be either single words, for example cat, or
multiword expressions, for example What’s this?. These chunks are
unanalysed wholes, which later on in the acquisition process will be
segmented and children will acquire their language piece by piece.
Second, from fixed chunks they move on to frames with an open slot
(also called slot-and-frame patterns), for example, What’s X?, where
the X can be replaced with other words or expressions (Tomasello
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2003). The existence of fixed chunks and frames with an open slot in
children’s speech has been shown in literature. For example, Lieven
et al. (1997) studied 11 children (1;8-2;8) and found that 60% of their
recorded spontaneous speech was composed of the child’s first 25
lexically based patterns, like the above-mentioned example What’s
X? and 31% were fixed chunks. This shows that children’s early lan-
guage use contains an abundance of reusing a limited number of
patterns with different slot fillers. Third, from those fixed chunks
and slot and frame patterns children move on to more abstract con-
structions (for example NP aux neg Verb). Each move along the con-
tinuum allows children to be more productive with their language
(Ambridge, Lieven 2011).

Children not only themselves produce a great number of chunks
and slot and frame patterns in their speech, but also a significant
proportion of their input contains these types of multi-word units.
Cameron-Faulkner et al. (2003) conducted a detailed analysis of the
speech of 12 English speaking children between the age of 2 and 3
years and their mothers. They showed that half of the utterances
by the mothers were characterised by 52 item-based frames. They
also found that 45% of the utterances the mothers said to their chil-
dren began with one of just 17 words (and this excluded communi-
cators like hello, goodbye, thank you, which if included would have
increased the percentage even more). Other studies have also found
that the frequency of frames in child directed speech (CDS) is con-
nected to acquisition. Stoll et al. (2009) studied monolingual Rus-
sian, German and English two-year-old children and likewise found
a considerable amount of lexical repetitiveness at the beginnings of
utterances in CDS. The repetitiveness of CDS means that it is easier
for children to detect patterns and to extract linguistic knowledge
that facilitates their early language acquisition (Schmid 2017).

The repetitiveness of speech is connected to entrenchment.
Entrenchment is a set of cognitive processes that takes place in the
minds of speakers. These processes are mainly memory consoli-
dation, chunking, and automatisation. A wide range of variables
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influence entrenchment, but frequency and repetition in context
are most prominent (Schmid 2017). According to usage-based the-
ory, constructions become entrenched when they are used repeat-
edly. Every use of a construction, whether in comprehension or
production, strengthens it (Dabrowska 2014). Once a construction
is entrenched, it is activated more quickly and the activation itself
requires less effort. Hence, those constructions are more likely to be
repeated and used. Schmid (2017) calls this a feedback loop in which
frequency is both the cause and the effect of entrenchment.

It is not only the repetition that leads to the abstraction of infor-
mation. The mind recognises similarities and differences, forms cat-
egories and generalises from them by comparing the information
that is already stored with new units. This way schemas are formed
(Behrens 2006). Langacker (1987: 492) defines a schema as a “seman-
tic, phonological, or symbolic structure that, relative to another rep-
resentation of the same entity, is characterised with lesser specificity
and detail.” These generalisations allow the formation of patterns
at different levels of abstraction, which were mentioned before as
part of a continuum from fixed chunks to abstract constructions.
Frame-and-slot patterns have an important role on the continuum
of schematicity as the open slots are where the productivity develops
and grows as the child inserts new words or phrases into the slots.

Usage-based theory is especially interesting in terms of bilin-
gual children whose input includes more than one language. How
do their two languages interplay as the child produces speech? One
such phenomenon of language interplay is code-mixing. Code-
mixing is prevalent in bilingual children’s speech. Different studies
report varying rates of code-mixing: 4-9% (Poeste et al. 2019), 7-10%
(Quick et al. 2018a) and 1-10% (Allen et al. 2002). Various research-
ers have also attempted to examine the reasons why young children
code-mix. One suggestion has been that children code-mix because
of an imbalance between their languages (Bernardini, Schlyter
2004). When children speak in their weaker language they use code-
mixing to fill their lexical and syntactic gaps (Gawlitzek-Maiwald,
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Tracy 1996). However, studies like Cantone and Miiller (2005) and
Jorschik et al. (2011) have shown that gap filling can be excluded as
the only reason for code-mixing as children had translation equiva-
lents available in most occasions. Hence, there must be other reasons
why young children code-mix.

According to usage-based theory one possible explanation for
code-mixing could lie in partially schematic units. As mentioned
above, a study by Lieven (1997) found that 60% of young children’s
speech is composed of the first 25 lexically based patterns (partially
schematic units), like What’s X? or There’s an X. It seems like these
partially schematic utterances provide a way for a child to produce
longer and more complex utterances, and thereby, to be more com-
municative in expressing themselves. At first children’s construc-
tions are lexically fixed, whereafter some slot and frame patterns
start to develop. The slot and frame patterns allow children to be
more productive, as they already have a pattern in use and they learn
to insert some other piece of their existing language into that open
slot. Lieven et al. (2009) found in their study of four English speak-
ing children that with increasing language experience the material
inserted into the slots also became more complex. Moreover, Quick
et al. (2018b) studied code-mixing of a German-English-Spanish tri-
lingual child (1;10-3;1) and looked at the degrees of lexical specific-
ity of his utterances. They found that slot and frame patterns were
very important in his code-mixing as those utterances often formed
a slot and frame pattern where the slot was filled with material from
the other language (a partially schematic construction ich x it ‘I x it’
existed where the slot was filled with either German or English ele-
ments like ich zip it ‘I zip it’ or ich spielen it ‘I play it’). They related
their findings to entrenchment and activation issues of multi-word
units or patterns.

Some other recent studies have looked at language interplay and
acquisition regarding code-mixing. Quick et al. (2018a) studied three
German-English bilinguals ages 2;3-3;11 and found that MLU for
each child followed their input patterns and language preferences.
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However, code-mixed utterances were the ones with the highest
MLU, and they were also syntactically more complex. Also, Gas-
kins et al. (2019b) and Quick et al. (2018b) report that MLU follows
input patterns and language preference. Quick et al. (2020) involved
in their research several language pairs to see if the same findings
about the length of MLU hold true. Their study of German-English,
English-Polish, Finnish-English and French-Russian bilingual chil-
dren found that children’s input patterns reflected their MLU scores
and their language use. Also, the children’s code-mixed utterances
had a higher MLU score than their monolingual utterances and were
also syntactically more complex. However, though covering differ-
ent language pairs, most of these participants received significantly
more input in one of their two languages (the exception being Lily
in Quick 2018a), leaving the question of whether these findings hold
true in a more balanced input situation.

But why have some studies found that compared to mono-
lingual utterances code-mixed utterances are longer and more com-
plex? Quick et al. (2018a) suggest that entrenchment plays a role in
it. The more entrenched a particular unit is, the easier it is for the
speaker to activate it. If a particular structure has low entrenchment
in Language A, it can result in being uttered as a fragment in mono-
lingual utterances. But if the child has higher entrenchment for an
equivalent structure in Language B, then he/she can use that instead
thereby forming a code-mixed utterance and being able to form a
full sentence. This also makes code-mixed utterances have a higher
MLU and be more complex. One can therefore say that bilingual
children employ all of their language resources and code-mixing
helps them to communicate better.

Above-mentioned studies by Quick et al. (2018a 2020) and Gas-
kins et al. (2019b) have shown that MLU tends to follow the input
quantity and code-mixed utterances are the longest and more
complex than monolingual utterances. Do the same findings hold
true in a situation where the input is more balanced between the
two languages involved? In this paper the language proportions
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(monolingual Estonian, monolingual English, code-mixed utter-
ances) of a simultaneous English-Estonian child along with her
MLUs and utterance complexity are investigated to see if her lan-
guage proportions and MLU reflect her input patterns. This study
also aims to add to the small amount of literature on Estonian-
English early bilingualism that is currently available.

3. Methodology

3.1. PARTICIPANT AND DATA

The participant of this study was a simultaneous English-Estonian
bilingual child. The mother is Estonian-speaking and the father
English-speaking, but both parents speak the other’s language well.
The family resides in Estonia, but the child has not attended day-
care, and therefore, most of her input up to the end of recording
sessions had come from her immediate family. The family uses a
language policy where Estonian is spoken on Mondays, Wednesdays
and Fridays by the entire family and English is spoken on Tuesdays,
Thursdays, Saturdays and Sundays. This has been a consistent family
language policy since the birth of the first child. Taking into account
sleep, naptime, media usage and visits/phone calls from grandpar-
ents the child’s input during an average week is fairly balanced
between Estonian and English.

The recording sessions took place at home during play and snack
times. Most of the recording sessions took place with the mother
present, but sometimes also with the father or older siblings. The
parents did not use code-mixing in their speech, but the older sib-
lings did use it occasionally (5% of the speech of the 5-year-old
brother and 4% of the speech of the 7-year-old sister were comprised
of code-mixed utterances’). The recordings were done between the
ages of 2;4 and 2;10. The recordings were usually done weekly, but

> For the 5-year-old there was 10 h 45 min of data and for the 7-year-old there was 6 h
59 min of data.

87




88

Piret Baird

sometimes due to time constraints there was a longer gap between
sessions. On average, each month had 4-6 h of recordings (all
together 35 h). There were more recordings done on days when the
family spoke in Estonian, but each month had at least one English
session. 6,853 utterances were included in the analysis. The data
were recorded and transcribed by the author using the CLAN pro-
gram and the CHAT format (MacWhinney 2018).

3.2. ANALYSIS

All utterances were coded as Estonian monolingual, English mono-
lingual or code-mixed. Unintelligible utterances were left out of the
analysis. Also, utterances where it was not possible to determine
the language (yep, mhmh, okei/okay) were left out of the analysis.
While yep instead of jah (‘yes’) or yes/yeah was fairly frequent in the
recordings, other ambiguous utterances were quite rare. Language
proportions were calculated.

MLUs, in words, were calculated separately for Estonian, Eng-
lish and bilingual utterances. Quick et al. (2018a) was followed for
the rationale of calculating MLU separately for monolingual and
code-mixed utterances. Also, to see changes over time, MLU was
calculated for 3 periods: for data from October to December, Janu-
ary to February and March to April.

Utterances were also coded for syntactic completeness and com-
plexity. This was done separately for monolingual and code-mixed
utterances. Three different groups were created for coding: sentences,
phrases and fragments (Table 1). An utterance was assigned into the
sentence category for Estonian utterances when it included a subject
and a verb or only a verb when the verb ending indicated the subject
as well. For example, istun emmega (‘I am sitting with mommy’)
does not include a subject, but the verb ending -n indicates that the
subject is I. An utterance was coded as a sentence in English if it
included a subject and a verb. In the case of a code-mixed utter-
ance both languages were taken into consideration. For example,
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an utterance jumpis siin (‘He was jumping here’) was coded as a
sentence because though the verb is in English and would require
a subject, the Estonian case ending indicates the subject clearly.
Utterances were assigned to the phrase category when they formed a
group of words which acted together as a grammatical unit, but did
not form a sentence. For example, mommy pliiatsid (‘mommy’s pen-
cils’) belonged to the phrase category. Utterances which did not fit
into the sentence and phrase category were assigned to the fragment
category. Examples of fragments were seal (‘there’), no (‘ei’) and
emme two (‘mommy two’). For the complexity analysis one record-
ing session from each month was included.

Table 1. Examples of complexity analysis

Level Examples

Emme doggy smellib me ‘Mommy, doggy is smelling me’
Emme where is mommy sitting? ‘Mommy, where is mommy
sitting?’

Sentence I vaatan instructionit. T am looking at the instruction’
Look emme! ‘Look mommy?!’
Istun emmega. ‘T am sitting with mommy’
Mommy pliiatsid ‘Mommy’s pencils’
Veel iiks car ‘One more car’
Phrase

Something to siiiia ‘Something to eat’
Viga sunny ‘Very sunny’

Pole ‘not’

Emme two ‘Mommy two’
Fragment | No

This

Bye
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4. Results
4.1. LANGUAGE PROPORTIONS

The data shows that the child adheres to the family language policy
by speaking mostly in the language of the particular day. However,
the data also reveals that the subject uses a lot of code-mixing. The
percentage of code-mixed utterances (40-42% depending on the
language day, see Table 2) is higher than is reported in most other
studies for simultaneous bilingual children of similar age (Allen et
al. 2002; Bernardini, Schlyter 2004; Quick et al. 2020).

Table 2. Language proportions by speaking day

Estonian days English days
Code-mixed utterances 42% 40%
Estonian utterances 44% 15%
English utterances 14% 45%

The data shows that, regardless of which language the family is
speaking that day, the percentages of code-mixed utterances and
monolingual utterances are strikingly similar. 44-45% of the utter-
ances were monolingual in the language that the family spoke that
day and 14-15% were monolingual in the other language. Based
on the data, it is clear that the more balanced input between two
languages is reflected in the results as the child produces about the
same percentage of utterances in both languages.

4.2. MLU SCORES

First, mean MLUs (measured in words) across all data will be
reported. Thereafter, the changes in MLU scores over time will be
shown. The mean MLU across all data for monolingual English
utterances was slightly higher (2.28) than for Estonian utterances
(2.12), but the difference is rather small. The difference could also be
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due to differences in the morphology of the given languages, as Esto-
nian uses more case endings while English uses more pre- and post-
positions. However, MLU for all code-mixed utterances is higher
(3.88) than for monolingual utterances in either language.

Looking at MLU scores longitudinally reveals a similar pic-
ture (Figure 1). For the first few months of recording sessions, the
Estonian MLU was a bit higher (2.23) than the MLU for monolin-
gual English utterances (2.04), and the code-mixed utterances had
the highest MLU (3.62). For the next two months, the MLU-s had
increased, except for Estonian monolingual utterances, where it
stayed about the same (2.17). For the last two months of the record-
ing sessions, the MLU for English monolingual utterances was
higher (2.91) than the MLU for monolingual Estonian utterances
(2.36). However, code-mixed utterances had the highest MLU again
(4.30).

Hence the data reveals that the MLU for code-mixed utterances
was higher (approximately 1.5-2 words) than for monolingual utter-
ances throughout the recording period.

4.5
4.0

3.5

—i— CM
EST
e ENG

3.0

MLU

2:5
2.0

125
Oct-Dec Jan-Feb March-Apr

Figure 1. MLU scores developmentally
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4.3. COMPLEXITY ANALYSIS

All utterances were categorised into sentences, phrases and frag-
ments. The complexity analysis revealed that the code-mixed utter-
ances were more complex than monolingual utterances (Figure 2).
78% of code-mixed utterances belonged to the sentence category,
while 39% of Estonian and 35% of English monolingual utterances
could be included in that category.

The input balance is also evident in the results of the complex-
ity analysis. Monolingual utterances had proportionally similar per-
centages in each category. 39% of monolingual Estonian utterances
were in the phrase category and 22% were fragments. The numbers
for monolingual English utterances were respectively 38% and 27%.

To summarise the findings, it can be argued that the input bal-
ance is reflected in language proportions, in MLUs and in utterance
complexity. The data also showed that the child uses a high propor-
tion of code-mixed utterances, which have the highest MLU, and are
more complex than monolingual utterances. In the next section, a
usage-based explanation is proposed for the results.

100%
90%
80% 78%
70%

60%
uCM
mEST

39% 38% ENG

50%

40% 35%
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Sentences Phrases Fragments
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20%
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Figure 2. Results of the complexity analysis
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5. Discussion

In this study the language development of an Estonian-English
bilingual child (2;4-2;10) was analysed by measuring her language
proportions along with code-mixed utterances, calculating her
MLUs for monolingual and code-mixed utterances and conduct-
ing a construction type analysis. The data showed that the child
distinguished her two languages and used a high proportion of
code-mixed utterances when speaking in both of her respective lan-
guages. Code-mixed utterances also had a higher MLU and were
more complex than monolingual utterances.

In line with previous studies (Gaskins et al. 2019b; Quick et al.
2018a 2020), the results of this study found that the MLU of a bilin-
gual child reflected her input pattern. In above-mentioned previous
studies the input of a bilingual child had been unbalanced. These
studies involved children who had a dominant language (with the
exception of one child, Lily, in Quick 2018a) and the analyses dem-
onstrated that the more a child received input in one language the
more he or she also produced output in that language, and this, in
turn, according to the results, was also evident in the MLU score.
The data from this study revealed that when the input from both
languages is balanced then the output proportions and MLU scores
are also more balanced. Though this is only a case study and more
data with similar input pattern is required to further support these
findings, these results further support the argument that MLU
scores in the respective languages mirror the input pattern.

The MLU was the highest for code-mixed utterances, which
were also more numerous in the speech of the participant than has
been reported in other studies (Allen et al. 2002; Poeste et al. 2019;
Quick et al. 2018a, 2020) with same-aged children. It could be sug-
gested that this was the case because her input was not separated
by place or speaker, as is the case with OPOL and ML@H strate-
gies, which have been prevalent in most studies reporting on code-
mixing. Dedicating specific weekdays to speak specific languages
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creates a supporting environment for code-mixing; this is despite
the fact that the input itself encouraged language separation as care-
givers themselves did not use code-mixing in their speech. With
both parents and siblings speaking both languages to the participant
and the lack of other constant prevalent monolingual environmen-
tal factors* (like daycare), an environment may have been created,
which did not cue her to monolingual mode where she would have
felt that only monolingual speech was accepted. The lack of mono-
lingual cues and being understood when using code-mixed utter-
ances could, therefore, be a factor contributing to the high rate of
code-mixed utterances.

Another suggestion for the high rate of code-mixing is that it
could be developmental at this stage of language acquisition and the
supportive environment simply increases the use of it. Code-mixing
being a developmental phenomenon has been suggested by Gaskins
et al. (2019a) and Gaskins et al. (2021). Code-mixing is suggested to
be more prevalent during this age of language development due to the
lack of complete mastery of vocabulary and grammar. Genesee et al.
(1995) point out that at times most (if not all) children code-mix at
least until age three. Moreover, Yow et al. (2018), for example, point
out that the code-mixing rate has developmental shifts and different
stages have different reasons for engaging in it. According to Yow
et al. (2018), younger children tend to code-mix to fill lexical gaps
while older children do it for sociocultural or pragmatic purposes.
As this data covers only a six-month long period, it is not possible to
look at the developmental shifts in the rate of code-mixing, though
the present data does lend support to previous research presenting

* It should be noted that the participant was 1;9 when COVID-19 pandemic reached
her region and subsequent lockdowns and recommendations for reducing social gath-
erings were in place before, during and after the recordings took place; hence, the child
spent more time in her only bilingual environment as other social gatherings were
often restricted or not recommended by the government. Subsequently the child spent
majority of her time with her bilingual family and spent less time in only monolingual
environments (e.g., grandparents) as would have been typical in normal circumstances.
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the presence of code-mixing in the speech of 2-year-old bilingual
children. It would be extremely beneficial to extend the time period
of longitudinal studies of bilingual children to cover more than the
year or two they usually are. This would allow the researchers to
better determine developmental shifts in code-mixing while keep-
ing some factors constant (as much as it is possible in the ever fluid
factors surrounding bilingualism).

Several authors have suggested code-mixing to take place due
to lexical gap filling. Cantone and Miiller (2005) claim that filling a
lexical gap and an uneven development of languages are sometimes
the reasons for code-mixing, but that those are not the only reasons
to code-mix for bilingual children. In their study of four 2-year-
old bilinguals, Cantone and Miiller (2005) found that translation
equivalents were present for most code-mixes in the same recording;
hence suggesting that though sometimes lexical gap filling is the
reason to code-mix, it is not the sole reason behind it. In the current
study, MLU and construction analysis indicated that the languages
of the participant were evenly developed, indicating that the uneven
development of languages was not the driving force behind code-
mixing. Though it was not one of the research questions of this arti-
cle, the high amount of code-mixed utterances raised the question
about the existence of translation equivalents in the speech of the
child. A review of the data indicated that the child had translation
equivalents available in her speech, but she opted for code-mixing®.
For example, in the transcript of a recording from the same day the
following utterances can be found:

Mommy, mul ei ole bite in my mouth. ‘Mommy, I do not have a bite
in my mouth.

Emme, mina vétsin see bite. ‘Mommy, I took that bite.’

> The analysis of translation equivalents was not overarching as it would have been
out of the scope of this article. However, enough data were analysed to see the existence
of translation equivalents.
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So we can see that the word for mommy is used in both languages in
close proximity to one another. Hence, also the findings of this study
lend support to the claim that there are other reasons beyond lexical
gap filling for using code-mixing.

Several studies (e.g., Quick et al. 2020; Yow et al. 2018) have
suggested that code-mixing is a tool that bilingual children use to
enhance their communicative competence. This argument of code-
mixing being an enabling tool is supported by usage-based theory,
which claims that children learn their language piece by piece. It
has been shown that multi-word units (fixed chunks and slot-and-
frame patterns) form an integral part of children’s language acqui-
sition, and this holds true for input and output (Quick et al. 2019).
Such multi-word units could play an important role in a child’s
code-mixing. A study done by Quick et al. (2018c) with a German-
English bilingual child found code-mixing to be very formulaic and
that it contains many partially schematic utterances. Using lexically
fixed items and partially schematic utterances in speech production
requires less effort, as they are easier to store and easier to retrieve.
If a given slot and frame pattern is entrenched in one language, it
is more likely to be activated and used, whereafter the open slot
can be filled with an item from the other language. This activation
of units could contribute to code-mixed utterances having higher
MLUs, as when children use both of their languages they are able to
use a wider array of syntactic and lexical elements available to them
due to using two languages. They can then pick the constructions
that are more entrenched, easier to activate and do so regardless of
the language, producing then code-mixed utterances. However, to
evaluate entrenchment, a denser dataset would be needed than what
was available for this study. A dense dataset involving children with
different input patterns, including a more balanced bilingual child,
would possibly shed more light on the role of entrenchment in code-
mixing.

In the same regard, to understand better why some children
code-mix more than others it would be necessary to study the
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environmental factors surrounding the participating children (fam-
ily language policies/strategies, bilingual/monolingual environ-
ments surrounding the child, variety of different recording environ-
ments, etc.). Future research should also tap into the developmental
shifts in code-mixing rates and see if entrenchment is an important
variable only in younger age groups of bilinguals and what kind of a
role it has for older children.

6. Conclusion

In this paper the language proportions, MLU and utterance com-
plexities of a 2-year-old (2;4-2;10) Estonian-English balanced bilin-
gual child were examined. Unlike in other studies of bilingual chil-
dren, the family of the participant separated the two languages by
days of the week, rather than by speaker or place, as the common
OPOL and ML@H strategies do. This, in turn, meant a more bal-
anced input in both languages. The analysis showed that the bal-
anced input was reflected in the language output proportions, as
the child adhered to the family language policy by producing more
speech in the respective language of the day. Interestingly, however,
the participant produced a high proportion of code-mixed utter-
ances (approximately 40%). The code-mixed utterances also had a
higher MLU score and utterance complexity analysis revealed that
the code-mixed utterances included more sentences, while monolin-
gual utterances had more phrases and fragments. Code-mixing has
an enabling effect on the child’s speech allowing her to form lon-
ger and more complex utterances. Code-mixing is a tool enhancing
communicative competence because it allows the child to use pieces
from both languages to communicate a thought. Also, for the child
in this study, the surrounding environment was supportive of code-
mixing, as the input was not separated by speaker or place. Accord-
ing to usage-based theory, children learn language piece by piece, in
chunks and slot and frame patterns. As some chunks and patterns
become more entrenched, some neurological paths are activated
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more easily. This could possibly be one explanation for code-mix-
ing, though further studies need to be done to further evaluate
this claim.
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RESUMEE

VOIMENDAY TOORIIST: EESTI-INGLISE TASAKAALUS
SISENDIGA KAKSKEELSE 2-AASTASE KOODIVAHETUS

Piret Baird
Tallinna Ulikool

Viimastel aastatel on jarjest enam uuritud kakskeelsete laste koodivahe-
tust kasutuspohise teooria valguses (Gaskins jt. 2019; Quick jt. 2020; Yow
jt. 2018). Kuid suurem osa uuringutest on siiani keskendunud perekonda-
dele, kes kasutavad keelte eristamiseks iiks vanem, iiks keel v6i vdhemus-
keel kodus meetodeid. Nende puhul on tihti tegemist situatsioonidega, kus
laps saab tihes keeles markimisvadrselt rohkem sisendit kui teises. Kées-
oleva artikli juhtumianaliiiis keskendub 2-aastasele (2;4-2;10) eesti-inglise
kakskeelsele, kes saab sisendit molemas keeles iisna vordselt, sest peres on
keelekasutus jagatud nadalapdevade jargi.

Uuringu tulemustest ilmnes, et lapse tasakaalus sisend véljendus ka
tema kahe keele véljundi proportsioonides ja viljendi keskmise pikkuse
(VKK) skooris. Eesti ja inglise keelsete lausungite VKK oli uuringupe-
rioodi algul sarnane (2.23 ja 2.04) ja uuringuperioodi 16pus oli inglise
keelsete lausungite VKK monevorra korgem (2.91 ja 2.36). Lapse kones
esines rohkelt (ligikaudu 40%) koodivahetusega lausungeid, mille VKK oli
korgeim (alguses 3.62 ning 16pus 4.30) ja need olid ka komplekssemad kui
iikskeelsed lausungid.

Votmesonad: kakskeelsus, koodivahetus, VKK, kasutuspohine, eesti, ing-
lise
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ETHNIC STYLES, LANGUAGE ATTITUDES,
AND IDENTITIES OF YOUNG NON-NATIVE
SPEAKERS
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Abstract. The paper deals with the performative use of different ethnic
accents by young multilingual speakers of Russian. It aims at revealing
the ways ethnic accents are used to challenge existing monolingual bias
and reclaim agency opposing ethnic and linguistic prejudices. The study is
based on an analysis of videos representing and discussing different non-
native accents of Russian, created both by professional comedians and by
amateurs and published on YouTube and TikTok. Metadata and comments
on the videos expressing attitudes towards the performance of accents and
linguistic stereotypes were also included in the analysis to reveal typical
audience reactions.

Keywords: youth multilingualism, language ideology, ethnic identity,

Russian, migration, comedy, vlogs

|. Introduction

Asaresult of mass migration to Russia from the former Soviet repub-
lics during the 1990s-2010s, linguistic diversity of the country has
been on the rise, with languages other than Russian becoming more
visible. Unlike in the Soviet Union in the 1960s-1980s and even in
the early 1990s in Russia, when newcomers from, e.g. Uzbekistan or
Georgia could speak Russian fluently after many years of studying
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it in schools, nowadays, most migrants have no or very limited
knowledge of Russian upon arrival. Internal migration to populous
Russian cities from Russia’s national republics with a high level of
multilingualism is also significant; therefore, there is an increas-
ing number of non-native speakers of Russian, especially in Mos-
cow and St. Petersburg. However, despite being de facto multilin-
gual, Russian cities tend to keep a ‘monolingual facade’ (Baranova,
Fedorova 2019: 26): Russian totally dominates urban linguistic
landscapes, and using languages other than Russian is usually not
welcome in public spaces (Baranova, Fedorova 2019, 2020). More-
over, non-native accents and perceived imperfections in Russian
are also treated with suspicion and provoke ethnic and linguistic
prejudices.

In our previous research focused on Russian native speakers’
linguistic prejudices and language attitudes (Baranova, Fedorova
2020), we discovered many cases of overtly expressed intolerance
towards both other languages and accented Russian. There is also
evidence that people often do not distinguish between different
‘non-European’ accents of Russian, merging, e.g. Armenian, Geor-
gian, Tajik or even Chinese ones into an overgeneralised category of
‘Eastern’ (= ‘Asian’) accent (Panova 2012). Traditionally, in Russian
ethnic jokes only a few accents, or ethnic styles of speaking (Ukrai-
nians, Jews, Estonians, Georgians, and Chukchi) were represented
(Shmeleva, Shmelev 2002, ch. 3). This oversimplified discrimina-
tory discourse is still powerful among the Russian-speaking major-
ity, and ethnic stereotypes and derogatory depictions of non-native
speakers are widely represented in popular culture. However, with
the development of the internet and social media, access to repre-
sentation became easier for everyone, including non-native speak-
ers of Russian, both newcomers and locals, i.e. the native citizens
of national republics and the second generation of migrants. Now-
adays, as we will try to show, they can become popular not only
despite their accents but also due to them, by using them creatively
in the web-space.
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This paper aims to analyse approaches to linguistic diversity
from the perspective of young people living in Russia and speaking
with different accents. It emphasises the empowerment of speakers
and their resistance to linguistic prejudices of the Russian-speaking
majority. It is based on the study of data from professional videos
(sketch and stand-up shows) and non-professional vlogs created
by young non-native speakers of Russian who aim at performative
use of different accents and ethnic styles of speaking. It should be
noted that the field is heterogeneous: the Russian stand-up scene
consists of actors who prefer to engage in TV-shows and the inde-
pendent network of cooperation among co-performances (Gavrilov
2022). Both the speech of video bloggers and audience comments are
analysed to reveal different types of discourses on multilingualism.

The paper is organised as follows. The next section discusses
theoretical approaches towards non-native accents and their use as a
part of creative practices and cultural industry; it also introduces the
data and research methodology. Section 3 deals with stand-up com-
edy and comedic sketches employing ethnic jokes and non-native
accents. Section 4 analyses videos created by non-native speakers of
Russian as a form of their representation of everyday linguistic prac-
tices and distinctive features of different ethnic styles of speaking.
The concluding section discusses the research results.

2. Theoretical background and research methodology

The ethnical way of speaking is often referred to as an ‘ethnolect’.
Since Labov’s seminal works on AAVE (Labov 1972) and studies
on Yiddish (Verschik 2007), or the speech of Turkish speakers in
Germany (Wiese 2009), the term has been used to describe differ-
ent linguistic features and more or less stable codes of non-native
or bilingual speakers. More recent studies have emphasised the
inadequate explanatory power of the term ‘ethnolect’, ethnicisation
of language (Jiirgen 2017) and an ‘outer’ view on the data, due to
the fact that ‘ethnolects are perhaps as much produced by external
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observers <...> as they are by speaking ones’ (Lo 2020, p. 79). Here
we prefer to avoid the term ‘ethnolect’ and focus on phonologi-
cal transfer from various languages to Russian among non-native
speakers. Kern (2011, p. 5) analyses new linguistic practices among
adolescents from the second generation of migrants and calls them
‘ethnic styles of speaking’, emphasising the variability and linguistic
resources that are available to the speakers. Benor (2010) also high-
lights the idea of multiple resources that make speech more or less
‘ethnic’ and can be used consciously to express one’s identity. Thus,
the issues of speakers’ intentionality and identity are highly relevant
for the studies in the field of ethnic styles.

As Rampton (1995) shows, groups may use new linguistic vari-
ants. Hybrid language forms or pronouncing words with a deliberate
and exaggerated accent can be aimed at resisting ethnic prejudice,
emphasising one’s origin. This strategy can be seen in adolescents
speaking English-based creoles. The sequence of adaptation includes
the first generation of migrants who used Creole as the only resource
available to them in their daily communication with native English
speakers and the second generation who can speak English fluently
and uses the pronunciation with an accent as a creative practice, as
a marker of their identity, or for the sake of the elder generation. In
another context, adolescents deliberately use the ‘wrong’ version of
the article indicating the gender, reproducing the ‘ethnic’ version of
Dutch (Cornips 2008, p. 119). Linguistic varieties associated with
certain ethnic styles, therefore, can be used for claiming one’s iden-
tity, for expressing solidarity with a group or for contrasting with
some other groups (Blackledge, Creese 2015).

The representation of ethnic styles of speaking and accents in
the media, for example, in TV comedy shows and stand-up perfor-
mances, takes different forms; another important issue is the dis-
tinction between internal and external usage of some linguistic fea-
tures to perform accents. By external usage we mean employment of
those features by speakers normally not using them in their every-
day speech and not belonging to the speech community associated
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with them. For example, in Germany, Kanakcomedy (‘Kanake’ is
a derogatory, racist term for Turkish immigrants) is a stereotyped
parody of Kiezdeutsch, created by people without Turkish back-
ground; however, some artists of Turkish origin, like Fatih Akin,
tend to reproduce a more natural way of speaking; the use of the
variety in hip-hop turned it into a literary medium (Loentz 2006, p.
39). Linguistic stereotypes and derogatory terms, therefore, can be
reclaimed and used creatively, which provides an opportunity for
empowerment for linguistic minorities. A performance gives come-
dians an opportunity to go beyond conventions and existing social
relations (Da Silva 2015: 206).

Young speakers identifying themselves ethnically and / or lin-
guistically are becoming more visible in the comic scene than
before. Digitalisation of communication and the opportunities pro-
vided by social media can further promote diversification of accents
and styles among young speakers. Analysing Israeli humorous
emails, Boxman-Shabtai and Shifman (2015) state that moving onto
online ethnic humour transforms it significantly, especially in terms
of locality. The growing influence and popularity of live (stream-
ing) video from popular platforms such as YouTube and TikTok
decrease barriers to inclusion in the comic industry. At the same
time, interaction with the audience becomes easier as anyone can
watch a video, post a comment and even interact with a performer.
For researchers, this means the emergence of a new kind of data on
youth multilingualism and language attitudes.

For the purpose of this study, we have chosen videos represent-
ing and discussing different non-native accents of Russian, cre-
ated both by professional comedians (14 videos) and by amateurs
(22 videos) and published on YouTube and TikTok. These videos
were analysed to reveal particular linguistic features ascribed to dif-
ferent ethnic accents, ethnic and linguistic categories used by the
speakers, and performative strategies and techniques employed by
them. The second source of data was comments on the YouTube vid-
eos published by the viewers. Regarding videos that had prompted
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a considerable number of comments, only the first 300 most recent
and popular ones were collected, whereas all comments of a video
were considered if they were fewer than 300. From these texts, we
selected those expressing attitudes towards the performance of
accents and linguistic stereotypes and used them to reveal typical
audience reactions.

3. The performative use of non-native accents by
professional comedians

The depiction of non-native accents for comic purposes was a rather
marginal phenomenon in Soviet comedy. In popular films, there were
only a few characters from the Caucasus and Central Asia speaking
with certain phonetic and grammatical features. Among the most
popular of them were Vasilii Alibabaevich from some unspecified
Central Asian republic (Alexandr Seryi’s film ‘Gentlemen of for-
tune’) and Valiko from Georgia and Ruben from Armenia (Geor-
gii Daneliia’s film ‘Mimino’). Exaggerated accents, ungrammatical
phrases and literal translations from other languages were aimed at
creating a comic effect and exploiting the image of the Other (see,
e.g: Andronikashvili 2015, p. 543). Some of those heavily accented
lines became catch phrases known to most Soviet and even many
post-Soviet Russian speakers. The famous Soviet comedian Arkadii
Raikin also employed an unspecified ‘Caucasian’ or ‘Central Asian’
accent in some of his performances.

The same tendency to create stereotypical images of several eth-
nic groups by employing overgeneralized non-native accents was
found in official comedian shows on Russian television through-
out the 1990s and 2000s. Aimed at native Russian speakers, shows
like KBH (Kny6 secenvix u naxoouusvix ‘Club of the Funny and
Inventive’) and Comedy Club would not normally try to represent
accents realistically and make a distinction between different types
of accents. The most obvious example is the Hawa Russia ‘Our Rus-
sia’ show (on air in 2006-2011), which depicted certain stereotypical
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characters. Labour migrants from Tajikistan were represented by the
comic figures ‘Rafshan’ and ‘Dzhamshud’, performed, respectively,
by Mikhail Galustyan (Armenian) and Valerii Magdjash (Moldo-
van). When speaking ‘Tajik’, they pronounced gibberish words
and syllables which are neither Tajik nor any other language, but
which resemble the way Russian speakers usually imitate the speech
of foreigners ‘from the East’, for example, using partial reduplica-
tion: axanati-maxanaii, umeepmex-ouueepmex (cf. typical “Turkic’
pattern of reduplication with changing the first consonant [Stolz
2008]). When speaking in Russian, the actors reproduce various ste-
reotypes of ‘non-European’ accents which have very little in com-
mon with the speech produced by native Tajik speakers when speak-
ing Russian. In particular, they add vowels after final consonants,
thus turning closed syllables into open ones: nawanvHuxa instead of
HauanvHux ‘boss’. This feature is typical for native speakers of lan-
guages such as Chinese, where there is only a limited number of
syllable final consonants, and which therefore is widespread in the
speech of native speakers of Mandarin who have immigrated into
Russia, have no formal tuition in Russian, and whose Sino-Russian
idiolect features mainly Russian vocabulary (Frajzyngier et al. 2021);
the same is true for a replacement of affricates by sibilants. Tajik
speakers, on the contrary, have no reason to pronounce Russian
words this way. Moreover, Rafshan’s and Dzhamshud’s speech lack
the opposition between voiced and voiceless consonants: xasapun
instead of zosopun ‘said’, which is, again, not typical for Tajik speak-
ers. The show was very popular in Russia, and the names of Rafshan
and Dzhamshud are still used by many people, even journalists, as
a derogatory term to refer to labour migrants from Central Asia.
Thus, for example, a news article informing about a proposed decree
demanding migrants to sign a ‘loyalty agreement’ when enter-
ing Russia, is titled Paswan u [Jacamuym noobeusarom 6onvuie He
epabumo u He HacunvHuuamos? ‘So Rafshan and Dzhamshud will
promise not to rob and rape anymore?’ Unsurprisingly, the show
was heavily criticised as racist and xenophobic by people from
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Tajikistan and other countries as well as in the national republics
within Russia. There were even official protests and attempts to stop
the screening of the show and its consecutive film fiiya cyov6w “The
balls of fate” by Tajik officials,' and rumours still circulate online
that the actors had been threatened or even physically abused by
some representatives of the Tajik diaspora.

Further development of stand-up comedy in Russia through var-
ious reality shows and competitions, alongside with the fast growth
of social media, first of all YouTube, resulted in the emergence of new
comedians who have begun to integrate their origins and accents
into their performance personae. In most cases, they can speak Rus-
sian with just a slight accent, or even without it (as they sometimes
are native speakers of Russian or early bilinguals), but they ‘turn on’
an accent as a performative tool. Rasul Chabdarov, a Balkar stand-
up comedian from Nalchik, turns his accent into a weapon to attack
xenophobic Russian speakers. In the following example, he describes
a conversation with a taxi driver who complains about non-Russian
drivers and their poor driving skills: Onu y ce6s 6 aynax na 6apanax
e3osm! “They ride sheep in their auls [a word of Turkic origin refer-
ring to villages in the Caucasus]!” The character replies with a strong
accent and in an extremely high-pitched voice, typical for a stereo-
typical ‘Caucasian™ Ha 6apanax?! ‘Sheep?” and then addresses the
audience in a less accented tone: Bcro musHv e Ha uuiakax 6viso,
6n1:70v! ‘For their entire life, they were donkeys, for fuck’s sake!’.
Indeed, popular xenophobic phrases about people from the Cau-
casus and Central Asia usually mention donkeys as their means of
transportation. By addressing the issues of racism and xenophobia,
Chabdarov ‘turns the table’ and transforms himself and his fellow
‘non-Russians’ from an object of mockery into a mocking subject,
thus reclaiming his agentivity. The exaggerated accent he suddenly
employs signals this turning point as if he were saying ‘at least get
your racist stereotypes right’. In his numerous jokes about the way

' https://www.interfax.ru/russia/128901 (May 31, 2022).



Accents of Russian in Performative Use

Russians see other ethnicities, he reclaims his accent and style of
speaking the same way he reclaims the image of the ‘savage from the
aul’ by telling risqué jokes about sex with sheep. When talking about
Russian speakers depicting a ‘Caucasian accent’, he states:

Bot e ymeeme, 8bl 6ce 8pemMs K020-m0 00HO020 U 020 JHe 2py3uHa
napodupyeme, ue 3a pacusm? Mui xce 67150v He asuamuvt!
You can’t do it, all the time you make parodies of the same one

Georgian guy, that’s racism, ye? We are not fucking Asians!

The final racist slur can be either an unintentional expression of the
speaker’s feeling of superiority towards Asian people, or something
more subtle — a conscious attempt to keep the mask and further
problematize racism. This second interpretation is supported by the
context. First, Chabdarov, apart from performing under his own
name, published a video of himself performing as a native Russian
speaker named Alexandr Lurje.? In this video, staged at a club, the
depicted audience is part of the show. The performer spent almost
30 minutes telling banalities, racist and homophobic jokes and com-
plaining about the downfall of the Russian people to the applause of
his listeners; after that he was shot to death by a ‘non-Russian’ and
taken from the scene. This symbolic killing of the speaker during
his performance reframes it and turns the mocking subject into an
object of mockery. Second, when attacking the racism of Russians
while performing as his ‘ethnic’ personality, he opposes to them all
‘non-Russians’ or ‘Easterners’, including not only people from the
Caucasus but also, e.g. Tajiks. Moreover, he put in the same group
both Russian citizens (Balkars, Chechens, Dagestanis) and foreign-
ers (Georgians and Armenians), e.g. when he talks about what Cau-
casians would do in Hollywood-the Armenian would be Tony Stark
(Tron Man’) and the Dagestani would be Spider-Man). He repeat-
edly opposes ‘us’ and ‘you’ (i.e. native Russian speakers):

> https://www.youtube.com/watch?v=uh2q890GCrQ (May 31, 2022).
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Bot Ha Hac cpviaeme ece He2amusHvle IMOUUU

“You vent all your negative emotions on us’

Mpot HauuHaem nepea 8aMU NOHMOBAMbCS HAUWUMU 00bIUASIMU

‘We begin to show off our customs in front of you’

Bam HpABUMCA IK30MUKA, a Mbl 8aM oaem amy IK30MuKy, euje u

ympupyem
“You like exotic, and we give you this exotic, and we also exagger-

>

ate.

On the other hand, Chabdarov demonstrates different accents and
‘teaches’ his, mostly native Russian-speaking, audience to depict
different accents: Armenian, Chechen, Dagestani, etc.” Thus, he
simultaneously deconstructs the stereotype of ‘Easterners’, a homo-
geneous group of non-Europeans speaking Russian with one and
the same ‘funny accent” and contributes, at the same time, to it by
stressing the opposition of ‘us’ (non-Russians from the Caucasus
and Central Asia) and ‘you’ (native Russian speakers) thus uniting
with other non-native speakers in this common identity imposed on
them by Russians.

Similar dubious statuses and controversial strategies of eth-
nic representation are typical for other comedians working in this
‘ethnic field”. In 2014, in his interview for the Kyrgyz news-portal
Limon.KG,* Akim Karasaev who had previously appeared on the
Russian TV show ‘Comedy Battle’ as ‘an oriental man in Kazakh
khalat’ stated:

A He eosopun, umo 6y0y noxasvieamv umenHo Kopeviscman, s
6vin npedcmasumenem us buuikexa, us Koipeviscmana, komoputii
nokasviéaem cobupamenvHuiti 00pa3 60CHIOUHO20 Her06eKd.
Moeti yenvio 6bi10 8000ULe NOZHAKOMUMb POCCUSIH € BOCIOKOM,

4moObl He OyManu, 4mo Mol eacmapbaiimepol. Y MHO2UX U3 HAC

> https://www.youtube.com/watch?v=mAuBR75Q9Nk (May 31, 2022).
*  https://limon.kg/ru/news:63136 (May 31, 2022).
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ectno aKuyeHm, KOmopuiii eecenurmn pycckux, max nouemy Ovino
He colepamv Ha Hem? <...>. AKUeHMm, 803MONHO, CMAXU6den Ha
y30eKckuti, mMoxem, Ha maoxmuxckuti. <...> Hac ouenv uacmo
nymatom ¢ Oypamamu, KAAMuiKamu, Kopeuyamu, maomukamu.
Pasnvie HayuoHanbHOCMU, HO 071 POCCUSH MbL 6¢e 00UHaKoBble. S
4ACMo PAccKa3bléar, Hem OHU OMIUUAOMCA Mencdy cO001i, Crporo
Ha 31OM C60U ULYMKLL.

T never said it was Kyrgyzstan that I aimed to show, I was a rep-
resentative of Bishkek, from Kyrgyzstan who showed a collective
image of an oriental person. My goal was to acquaint Russians
with the East in general, so that they would not think of us as
gastarbeiters [guest workers]. Many of us have an accent which
makes Russians laugh, why couldn’t I play it? ... The accent
resembled probably Uzbek, or maybe Tajik. ... We are very often
confused with the Buryats, Kalmyks, Koreans, Tajiks. Different
nationalities, but for Russians we are all the same. I often tell how

they differ from each other, I build my jokes on this’.

Comments on YouTube videos of ethnic stand-up reveal the same
controversy. Some of the people who can identify with the depicted

‘Easterners’ accuse comedians of maintaining negative and/or false

stereotypes. Thus, in his video,” Evgenii Chebatkov, a native Rus-

sian speaker but a citizen of Kazakhstan, depicts ‘his Kazakh friend

Dosik in Canada’, and some commentators have expressed offence at
his ‘exaggerated accent’ and unflattering depiction of the Kazakhs:

C aKuyeHmom nepeuzpoieaem, s maxoti He ecmpevarn

‘He overacts the accent, I have never seen such a thing’

Becum on kax 6yomo ece Kazaxu max paseo8apusaiom Kaxumu
M0 KANX03HUKAMU BbICMAB/IAeM KA34X08
‘He annoys me, as if all Kazakhs speak like that, he portrays the

Kazakhs as some collective farmers’.

5

https://www.youtube.com/watch?v=2vOWYEjMHDo (May 31, 2022).
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However, other commentators state that Chebatkov, first, portrays
the Kazakhs very accurately and, second, has a right to do so as he is
from Kazakhstan himself:

On 6 mounocmu Konupyem Ka3akuia akyenm
‘He copies Kazakh [the word is written in the Kazakh language]

accent precisely’

HOT’VIOM}/ ymo Yebamxos Kasax, npo ce0uUx OH Moxem uymumo

‘Because Chebatkov is Kazakh, he can make jokes about his peo-

>

ple’.

Most interestingly, there are numerous comments from the Kazakhs
living abroad praising the comedian for his true representation of
‘the sweet Kazakh speech’ evoking nostalgic memories:

Tak nepedamv Kazaxckuii akyeHm, Kax 6y0mo Ha pOOUHY 8epHYNCS
‘He conveys the Kazakh accent so well, as if I've returned to my

homeland’

Cnacubo. Qymv 632pycmuyn 3azpauuyeil, 0aéHO He ClbIUAT
DOOHOII KAa3axcKoti peuut 1071

‘Thank you. Became a bit sad abroad, haven’t heard my native
Kazakh speech for a long time lol’.

It is evident that there is a request for representation among non-
native Russian speakers residing in Russia and consuming its cul-
tural products. A younger generation savvy both in consumption
and production of video-content starts filling this gap in their non-
professional video performances.

4. Grassroots level of performative use of non-native
accents

This section deals with the internal representation of ethnic accents
among the youth, mostly with a migration background. Young peo-
ple of non-Russian ethnic origin spread short YouTube and TikTok
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videos imitating the accents of different ethnic groups. Some videos
become viral, and even many years after being uploaded they are
still watched and generate thousands of comments. In terms of their
online existence, therefore, there is no evident line of demarcation
between popular stand-up comedy and those non-professional vid-
eos. Moreover, their authors, sometimes, after achieving success of
their vlogs, start a professional career, as happened, for example, to
Anisa Murtaeva, the author of the popular video Tuna duanexmoi,mny
(2012).¢ At the same time, the video clips created for followers have
some common features that will be discussed here.

In comparison with the ‘official’ comedy, where the imitation
of accents is usually integrated in a more general comic framework
focused on social and ethnic stereotypes, the sketches created by
non-professionals pay more attention to the peculiarities of speech
although stereotypes also play an important role. Instead of distort-
ing words and exaggerating ‘wrong sounds’, which was typical for the
Hawa Russia actors, the main strategies for imitating accents in vid-
eos created by non-native Russian speakers are pitch and intonation,
as well as speech tempo, word order and specific discourse markers.
More or less, even if exaggerated, they reflect real linguistic features
of Russian as spoken by different non-native speakers. Moreover,
different speakers use a similar way of describing a particular style
of speaking. For example, they pronounce a bilabial [w] instead of
Russian labiodental [v] and [y] instead of unstressed [a] in ‘Chechen
Russian’. This suggests that this imitation of speech is based on an
actual communicative experience and listening to different pronun-
ciations and distinguishes this internal approach to accents from an
external approach (merging all the accents together) typical for Rus-
sian speakers and/or aimed at a Russian, or even a foreign audience.
For example, in the video The most remarkable accents of the Russian
language’ created in 2021 by the vlogger The Alex [Russian Teacher]

¢ https://www.youtube.com/watch?v=sUOMZVrFQSM (May 31, 2022).
7 https://www.youtube.com/watch?v=5ji1Tnu2000 (May 31, 2022).

115




116

Kapitolina Fedorova

the speaker presents and explains in English, Ukrainian, Georgian
(illustrated by Arkadii Rajkin’s video from the Soviet times), Arme-
nian, Chechen (illustrated by the speech of the notorious Chechnya
leader Ramzan Kadyrov) and also ‘northern’ and ‘southern’ accents
of Russian mixing up actual linguistic features with stereotypes,
such as the use of a discourse marker dox typical for Kadyrov and,
consequently, ascribed to all Chechen speakers. When asked about
Central Asian accents in the comments, he replies:

It’s pretty hard to think of many certain pronunciation features, I
think they also change the stress or add one more stress in words,

«, »

also they sometimes “omit” the “p” sounds (like “kacasuya” instead
of “xpacasuya”) and in an extreme case they change “u” to “w”
(“nawganvrux” instead of “nauanvnux”). Usually their Russian is
very poor and super-hard to understand, unlike that of most Cau-

casians:)

Evidently, in his comment he describes less a real Tajik or Uzbek
accent, but more a Hawa Russia version of it.

‘Internal’ portraying of accents is, therefore, closer to reality and
less affected by language stereotypes than the external one. How-
ever, ethnic stereotypes are employed widely and are quite often very
similar to those represented in official TV shows. Caucasians can be
depicted as criminals and Central Asians as socially inferior and not
very bright people. Mentioning a particular ethnic label serves as a
reference to the stereotype, as in the extract below from the video
Iamupey, 2080pum Ha PycCKOM ¢ pa3HLIMU AKUeHMamu:®

- Hasaii asepbaiidxanckuti HauuHaii mozoa

- Bpaaam! Iepeviii mapust, nepsviii magus amo azepOatioiariol
‘Come on, start with Azeri then’

‘Brother! The first [=most important] mafia, the first mafia are the

Azeris’

8 https://www.youtube.com/watch?v=SNmUUrCnwH8&t=7s (May 31, 2022).
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It should also be noted that the set of portrayed vernaculars var-
ies among speakers. Two points can be emphasised here. First, the
selection of a represented variety reflects the vloggers’ backgrounds—
their area of living, birthplace and other biographical details. There
is a common set of accents typically represented in non-profes-
sional videos; it includes both minority languages of the Caucasus
and foreign migrants’ vernaculars. However, a particular speaker
can choose only some specific varieties. For example, in the video
Axuyenm pasuoix Hauuii Kaskasa (@luna69166, Tik-Tok, 2020) the
speaker shows ‘Dagestani’, ‘Ossetian’, Ingush or Chechen, whatever’,
‘Kabardian’ and ‘Balkar’. This list, therefore, follows the administra-
tive structure of the North Caucasus, but it marks some varieties as
more or less familiar: the speaker is not sure about the differences
between Ingush and Chechen but distinguishes Kabardian and
Balkar very explicitly. Meanwhile, the speaker in the video quoted
above (ITamupey, 2060pum Ha pyccKOM ¢ pa3HLIMU AKUEHMAMU) POT-
trays Central Asians including some regional accents, e.g. Pamir
as different from Tajik accent (he was himself born in Pamir) but
provides a less detailed picture of Caucasian varieties (‘Azeri’,
‘Chechen’, ‘Dargwa’, and ‘all other Dagestani accents’). Many speak-
ers mix regional and linguistic groups, in particular, in the case of
Dagestan. The Republic of Dagestan is highly multilingual; at the
same time, the local Russian has many common areal features typi-
cal for speakers with different native languages (Daniel et al. 2010).
The videos, therefore, highlight groups that are important for the
speaker; they represent different categorizations and provide more
or less detailed descriptions of each group. The name for a specific
accent shows a process of ‘making language’ (Kramer et al. 2022) or
‘language labelling’ (Pennycook, Otsuji 2015).

The second point concerns the interaction between speakers
from different minority groups. An important feature of such vid-
eos is their dialogical nature. In opposition to an imitation of dia-
logue in stand-up comedy (where contributions by the audience can
be very limited and designed and manipulated by the comedian),

117




118

Kapitolina Fedorova

home-made stand-up videos are usually staged as a natural interac-
tion between two or more speakers, one of whom plays a role of an
imitator of accents. The audience (which can be both language- and
gender-mixed company) asks this person to show a specific accent or
ask questions (as in the examples above).

In other videos, the focus is not on just one speaker but on a
representation of naturally occurring dialogues, as, for example, in
a video recorded in a school class during a break where a student
tries to imitate his friend’s accent and employs other ethnic styles
of speaking in the process of language play.’ Such videos represent a
process of negotiation on language and ethnic identity; solidarity is
expressed through demonstrating some knowledge about languages
or accents of each other. Metalinguistic teasing (‘as you [name of
a particular group] speak’) becomes a popular way of negotiating
identity among Russian youth with different heritage languages and
so should be treated as an important social practice. In the video
kaekasckue ouanekmol...cmex 00 cne3, a group of young people are
at a restaurant, and the speaker, provoked by his friends to start
depicting different Caucasian accents, teases other speakers:

Tot kmo? Buxa? Buka, s npedcmasnaio cebe 20ny6oenasas 610H-
OuHKa, a He Kakas-HubyO» Hocamas apmaHka'
‘Who are you? Vika? Vika, I imagine a blonde with blue eyes [the

camera shows the girl] but not an Armenian girl with a long nose’.

Mocking other participants, the speaker also uses derogatory terms
and characteristics describing himself. He replies as if quoting racist
talk of Russian speakers:

Al Boi npo amux umo nu? Obe3vsAHbl, KOMopvie paseo8apusamy
ymetom?

‘Oh, so you speak about them? Those monkeys who can speak?’

°  The video was accessed March 15, 2019; later it was deleted from the platform and is
not accessible.
1o https://www.youtube.com/watch?v=3VT8pKSCBaw (May 31, 2022).
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There are other different derogatory terms for unification, i.e.
Muzpanmul, Hepycckue, yepHoie ‘migrants’, non-Russians’, ‘black’ that
appear in the videos. In making the video, the young people in it use
such terms to empower themselves thanks to their sense of irony and
non-acceptance of racism. In the comments to this video, people fight
about those words: some take them at face value and accuse the vlogger
of racism, while others defend them as ironic and antiracist. The main
argument for them, again, is the speaker’s ethnicity; he is described as
Georgian or Caucasian and so ‘has a right” to mock other Caucasians,
and his words regarding them should be treated as sarcasm:

Amo xce caprasm, noou! OH e cam KasKasey, No Hemy e 8UOHO.
Amo npocmo “uponus”

‘It is sarcasm, people! He is a Caucasian himself, you can tell by
looking at him. This is simply “irony”™

So, ethnic stereotypes are used as a reverse tool to attack the racism
of native Russian speakers, the same manner as in Rasul Chabdarov’s
stand-up performances analysed above. At the same time, the reclaim-
ing of derogatory terms is not fully understandable without the context.

Numerous approving comments to the non-professional videos
appraise their linguistic correctness and stress the fact that com-
mentators can relate to them as representing their own accents and
experiences:

A cam ocemun. ;) Ocemuna uémxo coenan, u Yeueruya. bpaso! :)
Tam Ossetian myself. :) You did Ossetian just fine, and Chechen

as well. Bravo!’

At the same time, if the speakers in the video are perceived by their
non-native Russian audience as Russians and, therefore, outsiders,
they can be heavily criticised for their poor performance of different
accents (regardless of their actual correctness), as, e.g. in the case of
the video AKIJEHTEI, umo smo u xak ux napoouposamu?:"

" https://www.youtube.com/watch?v=VhE1_5_PrFw (May 31, 2022).
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Xpenv! Boobuje He noxosxcue akyeHmol

‘Bullshit! The accents are not similar at all’

A osmcudan 6onvuiezo. B umoee cmanoapmuuiti pycckuil Komopuiii
nuvimaemcs 0enamo aKyeHmol

T expected more. As a result, it’s a typical Russian who tries to do
accents’

In such cases, there is a tendency for commentators with ethni-
cally marked nicknames (e.g. Mazomed Mazomedos or Jl6o6v
Xapmynsan) to be more critical than others.

On the other hand, comments to all accent-related videos,
regardless of their authorship, look particularly interesting in terms
of multilingualism: usually, there are some phrases in languages
other than Russian, e.g. in Kazakh or Uzbek, and some commenta-
tors try to imitate different accents in a written form:

s mananadec nacmpoenus naowsz (instead of Monoodeuy, nacmpoe-
Hue NOOHST)

‘Good boy, you improved my mood’

Tvr don mak €3 MHATL HI paseyapuiaii don (instead of Tor maxk co
MHOLL He pa320sapueati)

‘You shouldn’t speak to me like that’.

In this sense, the videos provoke discussions on language-related
questions, stimulate linguistic creativity and make the Russian web-
space more multilingual and diverse.

5. Conclusions

When comparing our two sets of data, there is an evident distinction
between mainstream TV stand-up comedy represented by the shows
like KBH or Hawa Russia, and the imitations of accents by minority
speakers. In the first case, stereotypes of broken ‘non-Russian’ speech
are employed, and the artists do not claim reliable representation or
authenticity. Overall, they do not contribute to the awareness of the
non-native accents produced by migrants or linguistic minorities of
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the Russian Federation. On the other hand, non-professional videos
pay more attention to actual linguistic features found in the speech
of non-native Russian speakers. They represent both the linguistic
experience of a performer and the communication of people with
different native languages using Russian as a lingua franca. At the
same time, they also employ stereotypes, exaggerate some features
and add comic content to amuse their audience. The same is true
for official stand-up artists of ethnic origin who can turn exagger-
ated accents into a tool to confront the viewers’ prejudices while still
making them laugh in the process.

The reaction of the audience, however, is less focused on the
differences between more and less realistic ways of accents repre-
sentations by professional stand-up artists and by minority speak-
ers themselves. Instead, the comments evaluate the ‘authenticity’
of speakers based on information about their ethnic origin. The
insider position of artists presupposes that they share some com-
mon knowledge with their audience and thus have the moral right
to mock the accents. According to the majority of the audience, their
performances are appraised as realistic representations of the given
accents. However, videos created by ethnically Russian comedians
or vloggers, even when employing the same linguistic features, can
be perceived as a parody and racism. Interestingly, some commenta-
tors have remarked (sometimes with displeasure and even dismay)
that there has been an increasing number of comments express-
ing offence in recent years. Indeed, old comments to the videos
uploaded around ten years ago tend to be less critical than the recent
ones. This may attest to the growing awareness of minority language
speakers of their right to challenge monolingual ideology and ethnic
prejudices of the Russian-speaking majority.

In terms of linguistic performance, unofficial videos create a
colourful picture of communication between minorities. Mixed
ethnic communities with a migration background begin reflect-
ing on linguistic strategies and share their stereotypes about lan-
guage with an accent. It represents the process of categorization of a
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minority group by other people with minority background. The dis-
cussion of different accents and making a choice of which accent is
worth being represented add them to the map of known idioms and
groups. The context of the informal videos reflects the communica-
tion of migrant youth from different ethnic minorities. They mock
and tease each other but identify themselves as members of the same
group opposed to ‘Russians’; there are even some highly derogatory
terms that minority youth reclaim for self-identification. The new
solidarity of different linguistic minorities is a sign of empowerment
and agency aiming to overcome the racism of the Russian society.
Asking for representation and providing it in a ‘non-serious’, comic
form, they simultaneously take a step towards claiming ‘a (socio)lin-
guistic citizenship’ (Stroud 2015; Rampton et al. 2018), to be a part
of the soundscape of a diverse multilingual space.
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RESUMEE

VENE KEELE AKTSENDID PERFORMATIIVSES
KASUTUSES: NOORTE MUULASTE RAHVUSLIKUD
STIILID, KEELEHOIAKUD JA IDENTITEEDID

Vlada Baranova
Das Nordost-Institut — IKGN

Kapitolina Fedorova
Tallinna Ulikool

Uurimus tegeleb noorte mitmekeelsete vene keele rddkijate erine-
vate etniliste aktsentide performatiivse kasutusega. Eesmargiks on
ndidata, kuidas etnilisi aktsente kasutatakse tikskeelsete silmaklap-
pide vaidlustamiseks ja agentsuse tagasi saamiseks, et voidelda rah-
vuslike ja keeleliste eelarvamuste vastu. Uurimus pohineb TikTokis
ja Youtube’is avaldatud videote analiiiisil, mille autorid on nii pro-
fessionaalsed koomikud kui ka amat6orid ja mis esitlevad ja arutle-
vad muulaste erinevate aktsentide iile vene keeles. Et ndidata pub-
liku tiitpilisi reaktsioone, sisaldas analiiiis ka videote metaandmeid
ja kommentaare, mis viljendavad suhtumist aktsentide esitlusse ja
keelelistesse stereotiiiipidesse.
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ZWEI SPRACHEN GLEICHZEITIG? NEIN,
DAS SCHAFF’ ICH NICHT: A LITHUANIAN-
GERMAN BOY’S JOURNEY TO ACTIVE
BILINGUALISM

Inga Hilbig

Vilnius University

Abstract.! Whereas many children in bilingual settings do not speak the
minority language, very little is known about receptive bilingualism from
the onset of speech and about such bilinguals activating their dormant lan-
guage. Drawing on longitudinal ethnographic data, this paper reports on
a case study of a receptive simultaneously bilingual Lithuanian-German
boy who later started speaking both of his languages. Parents can do much
for their children’s bilingualism, but the child’s agency is very important as
well. The latter is much determined by the macro-socialisation factors, pri-
marily by the communicative motivation of the child to use the minority
language outside the bilingual home. Next to confirming possible insuf-
ficiency of the OPOL model, the paper demonstrates how quickly passive
languages can be activated and highlights the importance of continuity of
input and the value of receptive bilingualism.

Keywords: early simultaneous bilingualism, receptive bilingualism,

minority language, OPOL model, Lithuanian, German

|. Introduction

Children’s bilingualism in families is usually desired by the parents.
However, unlike those of the majority language, the minority lan-
guage competences, especially the productive ones, are not always

! This article was partly funded from the European Union’s Horizon 2020 research
and innovation programme under grant agreement No. 952366.
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attained (De Houwer 2017, 2020). In fact, we know that approxi-
mately one in four children in bilingual settings who hear the minor-
ity language at home do not speak it at school age (De Houwer 2020).
It means that this is not something exceptional. De Houwer’s (2007)
large scale study on language patterns in families in bilingual set-
tings has revealed that in the homes were both parents use only the
minority language the success rates to raise their children to speak
both languages are the highest, whereas in the households where
both parents speak the majority language and, in addition, one of
the parents speaks the minority language they are the lowest. Thus,
it can be argued that interethnic families where one of the parents
is the majority language speaker and the other one is the minority
language speaker using both family languages at home, also with
the children, face more difficulties in raising the children to speak
the minority language (Hilbig 2019). The OPOL (One Person One
Language) model was held as ideal from the very first scholarly
accounts on early bilingual development and is still widely deemed
by the broad public as very effective and, moreover, very natural in
bilingual families. However, by now it is clear that this principle is
much more limited compared to the ML@H (Minority Language at
Home) model, which, however, oftentimes is hard to implement due
to the lack or non-existence of minority language skills in majority
language parents.

Whereas problems with the minority language as children get
older and the majority language dominates are well documented (see
Lanza 1998; Barron-Hauwaert 2004; Slavkov 2015, among others),
very little is known about children being receptive bilinguals from
the very onset of speech. Moreover, there is so far only anecdotal evi-
dence of such silent bilinguals activating their dormant language. In
order to fill this gap, my sociolinguistic study demonstrates a rarely
covered case of a child opting for the majority language from the
very start of his bilingual first language acquisition and him later
turning actively bilingual.
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2. The subject of the study and his family

Pranas (P) was born in 2010 in Vilnius, Lithuania. P’s father (F) is
a German, with standard German (DE) as his native language. F is
a medical doctor by education and occupation. P’s mother (M) is a
native standard Lithuanian (LT) speaker and is a linguist working
at a university>. P has a younger sibling Jonas (J), born two years
later, in 2012. The first three years of P’s life (September 2010-July
2013) were spent in Lithuania. Then the family moved to a village
in Southern Germany for two years (July 2013-August 2015). After
that, they returned to Lithuania.

P’s parents understand and speak each other’s languages
although F is much more competent and fluentin LT than M is in DE.
The main language of the couple’s communication is LT. However,
seeing that P would not speak DE, at some point F switched to DE
when talking to M in P’s presence. And after some time in Germany;,
seeing that P’s LT was not active anymore, F started to use LT with
M again in order to increase the minority language exposure. As for
their communication with the child, M and F consistently adhered
to the OPOL model. The main care-giver in the first five years of P’s
life was M, who was on a maternity leave with her both sons. P was
attending day care in LT medium language from the age of 2. After
moving to Germany, being 3 years old, he was enrolled at a local kin-
dergarten where the local Swabian dialect was spoken. Until the age
of 5, P used to spend only a few hours per day in the kindergarten in
both countries, whereas the rest of his time was spent with M and
J. P’s F used to be much at home in P’ first two years of life as well,
since he was still studying. P has two sets of grandparents, living in
their countries of origin, Lithuania and Germany. The Lithuanian
grandparents do not speak any DE, and vice versa.

P was speaking almost exclusively the societal language of the
country he was living in at the time, despite receiving plenty of input

2 P’s M is the author of this article.
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in both of his native languages at home. When the family lived in
Lithuania, it was the LT that was active. After moving to Germany,
a quick and complete switch to DE took place. A breakthrough
towards active bilingualism was finally noted only after the family
settled back in Lithuania again, P being almost 5 years old.

3. Data collection, research methods,
and research questions

This case study adopts a sociolinguistic approach to early bilingual
development. It is based on ethnographic data: longitudinal obser-
vations documented in M’s diary entries and audio-recordings. Field
notes were kept roughly 2-3 times per week in 2010-2016 (until P
turned 6). They include general observations on P’s bilingual first
language acquisition, its milestones, the most interesting cases of
mixed utterances, P’s thoughts and anecdotes that reveal his stance
towards his two native languages in different periods of his early
life. The diary notes also include relevant contextual remarks and
explanations, notes on the changes in family situation, as well as M’s
comments, emerging questions and possible interpretations of P’s
linguistic behaviour. In 2012-2016, also naturalistic audio record-
ings (10-30 min in length each) were being made two to four times
a week. M made sure to record an approximately equal number of
P’s one-on-one interactions with her, with F, and with both M and
E. Later, M listened to some parts of the recorded material, making
additional notes and writing some excerpts of conversations down.
A selection of 10 hours has been fully transcribed and used as a com-
plementary data source. The collected conversations were analysed
using ethnographic and interactional sociolinguistics approaches.
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4. Aim of the study and research questions

This paper continues a long tradition of linguistic biographies of
simultaneous bilingual children (Afshar 1998; Dewaele 2017; Leop-
old 1970; Saunders 1988, among others). The article aims to present a
sociolinguistic case study of early simultaneous receptive bilingual-
ism from the very onset of speech acquisition. It follows how the
child’s active LT became passive and his passive DE was activated
at the cost of his LT, and describes the breakthrough towards active
bilingualism.

The research questions are the following: What has led to the
situation in which P was speaking only the majority language (LT
while in Lithuania and DE while in Germany), despite being exposed
to two languages at home? Which factors were the most significant?
What do manifestations of P’s metalinguistic awareness reveal about
his language attitudes and choices and the role of the child’s agency
in becoming or not becoming actively bilingual? What has played a
crucial role in finally breaking the receptive bilingualism pattern?

The study is intended to emphasise the importance of the prag-
matic communicative need for children to speak the minority lan-
guage and to demonstrate difficulties in creating this need in inter-
ethnic bilingual households. It also aims to show how quick the
processes of passivation and activation of languages in young bilin-
guals can be, provided there are good children’s receptive skills and
favourable extralinguistic circumstances. As for practical implica-
tions, the intention is to advocate the value of receptive bilingualism
among parents, educators and society at large, encouraging minority
language speakers to use their native languages with their offspring
even if the latter speak the majority language.
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5. P’s bilingual first language acquisition history
5.1. THE VERY BEGINNING: P IN LITHUANIA (0-2;10°%)

LT clearly dominated P’s speech during the one-word and early
multi-word stages already (they started at 1;2 and 1,7, respectively).
LT was the base language with rare DE insertions that were becom-
ing more and more grammatical over time. The mixed language
was easy for M to notice and write down, as there were relatively
few instances of it. In 10 transcribed hours (2;4-2;10), only 5% of
the output was DE. Unsurprisingly, P was mixing more when
interacting with DE-speaking F. The child had a minimal amount
of active DE vocabulary and phrases. Receptive bilingualism does
not necessarily mean zero production, and, in line with findings
by Nakamura (2018, 2019), this scarce minority language output
was mainly of re-active origin, meaning that it consisted mostly of
non-original, imitated or routine words and phrases in reaction to
what F was saying. P was not using DE independently and had not
moved beyond the two-word utterances level in it. Rare instances
of P’s mixed language aside, P and F were constantly engaging in
what is called dual-lingual discourse (see Nakamura 2018; Saville-
Troike 1987), meaning that they were systematically using different
language codes in their conversations. P’s minimal productive DE
was in sharp contrast with his fast-developing speaking skills in LT.
LT as P’s stronger language also manifested itself in his LT accent
when speaking DE. Sometimes P faced difficulties pronouncing DE
words, although his articulation in LT was usually very clear. It is
important to note that no language mixing outside the home was
reported by kindergarten teachers or the Lithuanian grandparents
when P had no bilingual parents at his side. Thus, the sensitivity to
the context and interlocutors, typical for even very young emergent
bilinguals (see Lanza 1998), was clearly there although P was some-
times mixing language “labels”, calling LT DE and DE LT.

*  Child’s years;months
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P’s reactions to M trying to experiment a bit and speak some DE
to him were always negative. P used to “argue” with his parents, how
one or another thing should be called. Sometimes the boy insisted
on using DE words, but more often he preferred the LT ones. P also
demonstrated a clear favouring of the majority language by offering
quite a few metalinguistic comments on his language preferences in
the analysed period.

For example, in the conversation excerpt No. 1, M remarks that
she is frying eggs. P notices that fried eggs can also be said in a “dif-
ferent”, F’s way. At this point, F joins the conversation reminding P
of the DE word. However, the child expresses his preference for the
LT version of it by stating how he personally wants to call the dish,
repeating the LT word twice and emphasising it the second time:

(1) M: Kepu kiausinieng dabar.
P: Tétis sako kitaip...
F: Ich sage ,,Spiegelei”.
P: Kiausiniené. A§ sakau KIAUSINIENE!

M: I'm frying eggs now. (LT)

P: Dad says it differently... (LT)

F: I say “Spiegelei” (DE)

P: Fried eggs. I say FRIED EGGS (LT)!
2;6, M’s diary note

In excerpt No. 2, even more explicit negative orientation towards
DE and inclination towards LT is expressed. It is obvious that by
asking F why he calls a peach “differently”, and not “persikas” (LT),
P not only genuinely asks a question, but in fact also confronts F. By
making a judgement, P also implies that F should rather use the LT
word as well:

(2) P: ASsakau ,persikas®. Kodél tu sakai kitaip?
F: Ich sage ,,Pfirsich“.
P: Negrazu taip sakyti!
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P: I say “peach”. Why do you say it in a different way? (LT)
F: I say “Pfirsich” (DE).

P: It’s not nice to say it this way! (LT)

2;8, M’s diary note

It should be noted that the DE words are not articulated by P in
either of those two conversations, and it is not clear whether he
remembered them and could have produced them if willing. How-
ever, P proved to be capable of activating some of his DE when abso-
lutely needed, for instance, in communication breakdowns, making
use of his bilingual skills, like here:

(3) M: Apie kq nori knygele paskaityt?
P: Apie tenukg.
M: Apie kg tokj?!
P: Apie tenukg! (vietoje ,traukinuko®)
M: Kg? Nesuprantu (susierzinusi). Ar negali man kaip nors kitaip
pasakyti?
P: Apie ZUG (vok. ,traukinys®)

M: What do you want me to read for you today? (LT)

P: About tenukas (an invented word for train that M is not able to
grasp). (LT)

M: About what?! (LT)

P: About tenukas! (LT)

M: What? I don't understand (irritated). Can you say that in
another way? (LT)

P: About ZUG! (“train” in DE) (LT)

2;8, recorded conversation

On the other hand, P was always refusing to translate from LT
to DE or repeat the DE words that parents were trying to “put in
his mouth” if he sensed that M and F were just probing him in an
attempt to activate his DE. If at all, P was solely translating from his
weaker DE to LT, but not in reverse. In the episode No. 4, we see how
P refuses to translate a phrase into DE by declaring not knowing DE
altogether:
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(4) M: Pranuk, gal gali kitaip pasakyti?
P: A$ nemoku vokiskai!
M: Pranas, can you say it in another way? (LT)
P: I don’t know any German! (LT)
2;6, recorded conversation

P’s strong determination to stick to the majority LT even while
receiving abundant DE input is especially vivid in the following
example. Here F is reading a classic German children’s story about
a train called Henriette (already mentioned in the conversation in
example No. 3). The train is rolling down the fields and everybody is
happy to see her. The book was particularly loved by P and was being
read to him repeatedly, both in DE by F and in loose LT translation
by M. This time, F stops for a second to encourage P to complete the
sentence in which rabbits greet Henriette:

(5) F:...Gleich danach hort man ein Rufen aus dem Brommelbeeren-
schlag. Vierzehn Hasen rufen heiter: ,,Henriette, ...
P: ... Labas!“ (vietoje Guten Tag)

F:... And then comes a shout from a blackberry bush. Fourteen rab-
bits shout cheerfully: “Henriette, ... (DE)

P:... Hi!“(LT) (instead of Guten Tag)

2;10, M’s diary note

One may have anticipated that an intense flow of DE being listened
to for several minutes could have broken P’s LT-only pattern at least
for a moment. Especially because the required phrase was so simple
and absolutely easy to recall, and the rhyme and familiarity of the
story were additional facilitators. But that did not happen.

To support the minority DE at home and to increase its input
for P, F started talking DE to M as well. However, this change in
inter-couple communication did not have any noticeable effect on P.
Perhaps, it was even counterproductive and only strengthened the
dual-lingual P and F communication pattern.

In his first three years, P was getting oriented in his bilingual
environment, sorting out his native languages, their vocabularies



Zwei Sprachen gleichzeitig? Nein, das schaff” ich nicht

and grammar. He was successfully learning to speak in LT, whereas
his DE seemed to be developing at a much slower rate. In spite of
some signs of his productive DE emerging, P’s clear predisposi-
tion for the majority LT from the very beginning was revealed both
implicitly, by his actual linguistic practices, and explicitly, by his
expressed metalinguistic comments.

The family was regularly visiting P’s grandparents in Germany.
Trips to the minority language country are known to be very effec-
tive for strengthening and/or activating the child’s minority lan-
guage and are highly recommended for bilingual families (see Bar-
ron-Hauwaert 2004; Bourgogne 2013; Slavkov 2015; Uribe de Kellett
2002). However, the biannual two-to-four week long stays in Ger-
many did little in P’s case. P was speaking LT also with his paternal
grandparents, relying on M and F to interpret for him when it was
absolutely needed. Thus, even when spending time with monolin-
gual DE speakers P seemed to lack incentives and perhaps also capa-
bility to put his DE in active use. This is because, unlike children
who turn into passive bilinguals at some point later in their child-
hood (cf. Slavkov 2015; Uribe de Kellett 2002), he had never really
spoken DE before (for similar cases, see Nakamura 2018).

P’s bilingual development was clearly not harmonious (for the
definition of the concept, see De Houwer 2015). P’s parents, espe-
cially F, felt discouraged and upset by the situation, as they were
not sure if their son would ever learn and/or want to speak DE with
F and his family. M and F believed that using OPOL consistently,
providing rich and abundant input, that is, interacting much, read-
ing to the child, and fostering his connections with the minority
language country and family members leads to active bilingualism
by default, and so they expected it to happen in their family as well.
However, the results were unsatisfying. One of the reasons for the
family to temporarily move to Germany after F was offered a job
there was to place P into a monolingual DE environment for a longer
period of time so that he would get a natural motivation to activate
his DE.
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5.2. THE BIG CHANGE: P IN GERMANY (2;10-4;11)

In Germany, P’s DE became the language of the wider social envi-
ronment. Just as expected, after settling in, it did not take too long
for him to start actively using his dormant DE for the first time in
his life. He became very open to DE and eager to master it. At home,
he was mixing in more and more DE words and phrases into his
LT. In three weeks’ time P was already able to construct his first
multiword utterances and more complex sentences in DE. His active
DE vocabulary was rapidly growing and he started to initiate and
hold conversations in DE. According to the kindergarten teachers’
testimonies and from what the parents witnessed themselves, P’s
sufficient fluency in DE was reached in a mere month. In a diary
comment from that time, M noticed that P is making progress in DE
not just within days, but within hours.

On the other hand, the activation of DE was at the cost of P’s
LT. The latter was now restricted solely to the family context. The
steadily and rapidly increasing quantity of DE utterances outnum-
bered LT ones to such extent that after two months there were only
three to four LT insertions in P’s DE per day when interacting with
M. P was speaking only DE with F and J. P’s productive LT gram-
mar, vocabulary and native-like LT accent seemed to be affected by
attrition. In cases of miscommunication, P was happy to define and
translate DE words for M when he was able to. But just as before, P
refused to translate into his weaker language, which was LT now,
when asked without any apparent real-life reason. Also, he would not
repeat LT words or phrases for language maintenance purposes only
and, if at all, provided only routine and imitated short responses in
LT for M. However, he neither insisted that M spoke DE to him nor
ever demonstrated any comprehension difficulties and still enjoyed
listening to books being read in LT and hearing LT songs. Obviously,
P’s receptive LT skills were intact.

The situation with the performance and balance of P’s native
languages in Germany was a mirror view of the former situation in
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Lithuania. In the table below, I have listed and compared the most

important sociolinguistic and extralinguistic factors that likely have

influenced and could explain P’s language attitudes and practices

in both countries and the shift of his active and passive languages.

Table 1. The main factors that could have influenced P’s linguistic
attitudes and behaviour in Lithuania and Germany and his active

and passive languages swapping places

P (0-2;10 years)

P (2;10-4;11 years)

language peers

Stable parameters in Lithuania in Germany
Active language - LT | Active language - DE

Language spoken to P by F DE DE

Language spokentoPbyM  |LT LT

Daily time spent at home ~ 8 hours per day ~ 7 hours per day

Daily time spent with M and ] | = 8 hours per day ~ 7 hours per day

Daily time spent with F

(mostly all family being = 5 hours per day =~ 3 hours per day

together)

Daily time spent in majority | _ B

language child-care ~ 4 hours per day ~ 5 hours per day

Language spoken by

MtoF (in P’s presence) L LT

Contacts with minority None None

P’s meetings with minority
language relatives (in minority
language/third country)

2 times, 1 week long

3 times, 1 week long

Changed parameters

P (0-3 years)
in Lithuania
Active language - LT

P (3-5 years)
in Germany
Active language - DE

Kindergarten and

language country

. LT DE
community language
Languages spoken by
F to M (in P’s presence) LT, later DE DE, later LT
. N =15 min in LT + = 15 | LT and DE every
Daily reading time for P min in DE second day = 20 min
Visits to the minority 6 times, 1-4 1 time, 1 week

weeks long each

long each

137




138

Inga Hilbig

As it is shown, many parameters in the home domain were the same
or only slightly different in both countries, with a sole exception
of the fact that LT in Germany was getting less support than DE
in Lithuania in terms of reading time and the number of visits to
the minority language country. However, what was going on in the
home environment in both countries seemed to have little influence
on P’s active usage of the minority language. Obviously, P simply
saw no point using his weaker language with his bilingual parents.
The major determinant for one language to be active and the other
passive and them swapping places was by all means external, as it
was the issue of a community language. It was the monolingual DE
environment outside home that created a real need and steered P
to start using his former passive DE. This macro factor has over-
whelmed both the stable and changed micro factors at home. How-
ever, P’s LT was not kept alongside and pushed away from active
usage as socially and communicatively redundant, which meant that
the boy still remained a passive bilingual.

As for the community language, P’s encounters with monolin-
gual German peers in the playground and especially in the kin-
dergarten were the most significant forces. One could tell that the
presence of not only adults, but also other children who spoke DE
and understood no LT made an immense impression on him right
away. Since P especially loved to be out of home and play with other
children, it was suddenly very important for him to speak their lan-
guage. It is worthy to add that although hearing only standard DE at
home, P picked up much of the local Swabian variety and partially
adopted the local accent. This is a proof of a strong linguistic peer
group influence on even very young children.

During the most dynamic first weeks in Germany, P was com-
pletely concentrated on adapting and fitting into the changed lin-
guistic and socio-cultural environment as quickly as possible.
Although he liked it in the kindergarten very much and had no
problems there whatsoever, the seemingly smooth and speedy reori-
entation was obviously strenuous. P was very tired in the evenings
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and had frequent temper tantrums. Seemingly, P lacked capacity to
activate one language while keeping the other active and to alter-
nate between them and was not willing to develop those sKkills either
because it was not necessary for him to speak both languages heard
in his environment. To save effort and energy, he chose to be prag-
matic and use solely the relevant DE with everyone, also with his
bilingual family members. One episode, documented during the
first month in Germany, exemplifies P’s determination very well:

(6) Tonight, Pranas wanted to share something exciting about what
happened in the kindergarten with F. While speaking, he couldn’t
retrieve one needed DE word. Instead of simply substituting it with
a LT one, P got very frustrated, burst into tears and needed to get
help to finish his sentence and get consoled.

2;11, M’s diary note

P enjoyed making fun of LT and LT words, e.g. by distorting them,
which could be interpreted as a manifestation of his lack of care for
his other native language. On the other hand, a half a year before the
family returned to Lithuania, there was a short conversation going on
between P and M, the main part of which is presented in example No.
7. Being aware that they are going to go back to Vilnius, P expressed
his inability to speak LT with some sorrow and anxiety in his voice,
also revealing a low self-confidence as an actively bilingual person:

(7) P:...weil LT sprechen kann ich nicht, gel?
M: Kai grisim j Lietuvg, vél galési. Ir mes tikimés taip pat, kad su
téciu ir toliau DE kalbeési...

P: Zwei Sprachen gleichzeitig? Nein, das schaff ich nicht...

P: ...because I can't speak LT, can I? (DE)

M: When we are back to Lithuania, you will be able to again. And
we hope very much that you will continue speaking DE with your
dad... (LT)

P: Two languages at the same time? No, I won’t manage... (DE)
4;4, M’s diary entry
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This vivid example makes it even more obvious that in fact it was
not because of some principled rejection of the LT language that P
was not speaking it. Rather, it was because of P’s lacking bilingual
performance skills, despite sufficient receptive knowledge in both
languages, and him wanting to act economically. No motivation to
use the minority LT has led to its passivation and diminished pro-
ductive skills, whereas poor performance skills on their part made it
impossible to activate LT promptly even if willing.

The situation with bilingualism at home was not harmonious,
just like it was not before in Lithuania. The fact that M and her boys*
spoke different languages felt strange and alienating to her. Still,
since the family had a plan to return to Lithuania, parents were
confident that the reactivation of LT was guaranteed, so they both
mostly rejoiced over P’s and J’s developing DE. However, for a very
short period of time, when M and F doubted and were seriously con-
sidering an option to stay in Germany permanently, M became really
desperate, facing the prospect that P and ] might not ever be able to
speak her language.

5.3. THE BREAKTHROUGH AND BEYOND:
P BACK IN LITHUANIA (4;11-6;0)

Based on their previous experience, the parents were unsure what is
going to happen to their sons’ DE when they come back to Lithua-
nia. M and F’s concern was that according to the same pattern, P and
also J will now cease speaking DE.

In the very first days back in Vilnius, P noted with astonishment:
They all speak LT! It was relevant and socially needed to master LT
again, especially for peer-group communication, which was the

* Jwas following his brother’s developmental path very closely in most regards. Only

that his situation was exactly opposite in terms of active and passive languages because
he was learning to speak in Germany. Despite spending much of time at home with
M, he was receiving much of DE input both from P and F and in the creche which he
started to attend 4 hours per day 3 times per week from the age of 1 year. From the very
first words and utterances, he spoke almost exclusively in DE, also with M.
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strongest stimulus for a change again. M’s documented P’s first LT
sentence after two year’s break was put together when trying to catch
the attention of a neighbour boy to show him a new toy car. But apart
from that, it was actually impossible for M to observe the activation
process of P’s LT because for one month he was speaking exclusively
DE at home. The revival of the productive LT was taking place in the
kindergarten. The teacher reported a breakthrough in P’s Lithuanian
in approximately 1,5 months. Since M was back to her full-time job,
the boys were spending most of their days in the kindergarten. Being
in the same group meant that they could help each other with the
language, when needed, and that made the transitional period easier.

P and ] had not stopped using DE with F. Moreover, P contin-
ued speaking DE also with M for nearly four months. DE was also
kept as the dominant inter-sibling communication language for as
long as nearly one year. Evidently, DE was positively associated with
many nice sociocultural and personal experiences from the time in
Germany (e.g. child-friendly countryside environment, interesting
activities in the kindergarten, nice friends, impressing family trips)
and was held as something valuable and worth maintaining. P was
a role model for J and the one who kept an eye on the “right” lan-
guage code. The older brother used to exercise some language control
over the younger one (e.g. Jonas, we speak DE!). P was especially keen
and determined to protect DE-only linguistic territory at home. For
instance, one morning, M noticed that P talks in LT to her for a few
minutes already:

(8) M: Pranai, tu su manim lietuviskai kalbi! (dZziaugsmingai nuste-
busi)
P: Nein! (tvirtai)
(P i§ karto persijungia atgal j DE)
M: Pranas, you speak Lithuanian to me! (surprised, joyfully) (LT)
P: No! (firmly) (DE)
(P instantly switches back to DE)
5;5, M’s diary entry

141




142

Inga Hilbig

P now had no difficulties to switch between languages and was doing
that frequently with M and especially with J. With the time, LT was
dominating more and more in those interactions. As for F, P was cle-
arly avoiding switching with him and was making attempts to stick
to DE, at least at the discourse level. Unlike before, P was interested
in and willing to translate when requested and on his own initiative
in both directions, ask questions, compare the languages, discuss
their differences and talk about his bilingualism quite often. This
clear rise in his metalinguistic bilingual awareness had obviously to
do with him reaching a new developmental stage.

By his sixth birthday and in more than one year after coming
back to Lithuania, P’s bilingualism could be called established, sta-
bilised and balanced. In any case, the most vulnerable and dynamic
period of P’s earliest bilingual life seemed to be over. The child was
majority language dominant, but also a competent speaker in DE
according to his age’. P’s DE was being further developed through
books, audio-recordings, cartoons, films, educational TV programs
and visits to Germany, etc. The parents thought that the success
in maintaining DE had also much to do with P’s close and warm
relationships with F and the paternal grandparents.

6. Discussion and conclusions

From the onset of speech, P was speaking only the societal language
of the country he was living in at the time (Lithuania or Germany).
Although exposed to and stimulated by both languages at home, he
would systematically reject the minority language and stick to the
majority one. His active bilingualism emerged only after the family
changed countries of residence twice, P already being 5 years old.
Two things were crucial in this: P’s experience living in both linguis-
tic communities, especially his socialisation with monolingual peers,

> A subjective evaluation of the German grandmother, an elementary school teacher
in retirement.
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as well as him getting more cognitively mature, which has enabled
and enhanced his bilingual performance and switching sKkills.

The study confirms possible insufficiency of the idealised, as
De Houwer (2009) puts it, OPOL model to produce active bilingual
children if they have no pragmatic incentives to speak the minority
language. OPOL can upset the language balance too much because
the minority language parents often are the only source of input and
the only conversational partners in children’s day-to-day life. But even
more importantly, children may not feel any necessity to put effort in
practising their weaker minority language with a parent whom they
know to understand and even speak their stronger majority language.
As my evidence suggests, creating the pragmatic communicative need
for the minority language in bilingual households can be very chal-
lenging, if not impossible sometimes, without the support of powerful
macro-socialisation forces. Temporary relocation to the minority lan-
guage country, where children have no other choice but to reawaken
their dormant language in the local community, is optimal, but it is of
course seldom feasible. On the other hand, shorter-term full immer-
sions, e.g. summer camps or stays with monolingual minority langu-
age relatives could also be very useful, at least with some children.

P’s parents had positive attitudes to bilingualism and were pro-
viding steady high quantity and quality input for their son. Howe-
ver, in P’s very earliest years M and F were not aware of the specific
recommended discourse strategies (see Lanza 1998) that have been
proven to foster the usage of the minority language within the same
conversation. Those include parents feigning lack of comprehension,
asking for clarifications, repetitions and translations if the child res-
ponds in the inappropriate language, or at least recasting what the
child says in the other language, etc. M and F were applying some of
those strategies by intuition, but only sporadically, and they probably
started doing that too late. The dual-lingual communication pattern
was by then well-established and thus difficult to reverse. P was
not being socialised to answer in the language he was addressed in
from the very beginning and overtly resisted being nudged into the
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minority language later. On the other hand, it is questionable if those
strategies could have really been effective in P’s case (see also Slav-
kov 2015), considering that the majority language dominated already
in the one-word stage and also because of the boy’s strong charac-
ter. Apart from parental engagement and impact beliefs, that is, the
conviction that parents can directly affect their children’s language
practices (see De Houwer 1999), the role of the child’s agency is also
very important and can not be underestimated. Based on what was
presented, it must be admitted that success in early bilingualism in
children does not lie entirely in parents’ hands. With their own lin-
guistic attitudes, preferences and agenda children also have a very
significant role to play in the family language policy and can steer
its course opting for receptive bilingualism or even monolingualism.

On a positive note, P’s case clearly demonstrates how quickly the
child’s passive language can be revived, provided there are favou-
rable extralinguistic circumstances and solid comprehension skills
(see also Dahl et al. 2010; Slavkov 2015; Uribe de Kellett 2002). In
this paper, I want to highlight the importance of continuity of input
of the dormant language. P’s bilingual first language acquisition
clearly proceeded further in the passive bilingualism phases as well
although the non-existent output left parents in doubt. The value
of receptive bilingualism and the importance of parents’ continued
use of their native minority language with their children even if the
latter systematically reply in the majority language needs to be more
promoted among parents and educators. In the words of Slavkov
(2015, p. 730), receptive bilingualism can be viewed as a valuable
asset worth maintaining rather than a lost cause.

Receptive bilingualism is also bilingualism. Being able to comp-
rehend another language is already very much and very valuable.
Moreover, receptive skills also involve a potential for active bilin-
gualism later in life. These ideas could be encouraging for parents
willing that their children possess all family languages and striving
for that. In case of a failure to socialise offspring into speaking the
minority language with their parents, appreciation of the receptive
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bilingualism (next to awareness that it is not something exceptio-
nal and, moreover, may be just a temporary phase) can possibly help
parents to cope with emotional struggles (see Hilbig 2020) and assist
them in generating the necessary energy and resources so that they
can confidently continue to escort their children in their early bilin-
gualism journey.
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RESUMEE

ZWEI SPRACHEN GLEICHZEITIG? NEIN, DAS SCHAFF’
ICH NICHT: LEEDU-SAKSA POISI TEEKOND AKTIIVSE
KAKSKEELSUSENI

Inga Hilbig

Vilniuse Ulikool

Kuna paljud lapsed, kes on mitmekeelsetes keskkondades, ei radgi vihe-
muskeelt, on viga vihe teada retseptiivsest mitmekeelsusest kone algstaa-
diumis ja selliste kakskeelsete tukkuva keele aktiveerumisest. Kasutades
etnograafilist pikiuuringu andmestikku, kasitleb antud uurimus retsep-
tiivset simultaanset kakskeelset leedu-saksa poissi, kes hakkas hiljem
molemat keelt kdnelema. Vanemad saavad kiill kakskeelse lapse jaoks palju
ara teha, kuid lapse enda agentsus on ka oluline. See agentsus on mojuta-
tud makrosotsialiseerumise faktoritest, eelkdige lapse kommunikatiivsest
motivatsioonist vihemuskeelt koduviliselt kasutada. Lisaks UVUK (iiks
vanem, lks keel) mudeli voimalike puudujddkide tuvastamisele nditab
antud uurimus, kuidas passiivsed keeled voivad kiiresti aktiveeruda, ja
rohutab sisendi jarjepidevuse olulisust ning retseptiivse mitmekeelsuse
vaartust.

Votmesonad: varajane kakskeelsus, retseptiivne kakskeelsus, vihemus-
keeled, UVUK mudel, leedu, saksa
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THE ENGLISH FRICATIVE CONSONANT /Z/ AS

A CHALLENGE TO NORWEGIAN LI EFL LEARNERS:
AN ERROR ANALYSIS OF PHONEMIC
TRANSCRIPTIONS

Oleksandr Kapranov
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Abstract. English fricatives, such as /z/, are thought to pose substantial
challenges to the students of English as a Foreign Language (EFL) whose
first languages (L1s) are characterised by phonetic repertoires that are dis-
similar to that of English as far as fricatives are concerned (Kallio et al.
2021; Kanokpermpoon 2007). The absence of the fricative /z/ in the pho-
netic inventory of Norwegian is reported to impact negatively on the Nor-
wegian L1 EFL learners’ speech production in English (Rugesater 2014).
The study that is further presented in the article aims to analyse potential
challenges associated with the English fricative consonant /z/ experienced
by a group of Norwegian L1 EFL students (hereafter “participants”) on
the B2 level of proficiency in English according to the Common European
Framework of Reference for Languages (The Council of Europe 2011). To
that end, the participants were requested to execute a series of phonemic
transcriptions in the International Phonetic Alphabet (IPA): one tran-
scription at the end of the autumn semester (Task 1) and another one at
the end of the spring semester (Task 2). The phonemic transcriptions in
the study were regarded as a diagnostic tool (Fouz-Gonzédlez, Mompean
2021; Lintunen 2005) that provided an index of the participants’ familiar-
ity with /z/ and, indirectly, reflected their use of /z/. The error analysis of
the participants’ transcriptions revealed that the majority of them made
mistakes by substituting /z/ for /s/. Considering that the substitution of
/z] for /s/ was common in Task 1 and persisted in Task 2, it was concluded
that the participants, who were on the upper-intermediate level of English
proficiency, found /z/ challenging. The linguo-didactic implications of the
findings are discussed in the article.
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Keywords: English as a Foreign Language (EFL), the English fricative con-
sonant /z/, /s/ — /z/ contrast, upper-intermediate EFL learners, Norwegian
L1

I. INTRODUCTION

Successful foreign language (FL) learners should master pronuncia-
tion in an FL and foster their awareness of individual sounds of the
FL they study (Bjelakovi¢, Cubrovi¢ 2021; Huensch, Thompson 2017;
Verschik 2017). However, an FL learner’s success in mastering pro-
nunciation may be hampered by a host of variables (Szyszka 2017;
Waniek-Klimczak, Klimczak 2005), such as individual sounds (also
referred to as “segmentals”) that pose significant problems to the
learners of English as a Foreign Language (EFL) whose firstlanguages
differ significantly from English (Bjeki¢, Cubrovi¢ 2021; Kallio et
al. 2021; Kanokpermpoon 2007; Roa et al. 2021; Waniek-Klimczak
2011; Zhang et al. 2021). For instance, English fricative consonants,
e.g. /z/, are reported to be associated with substantial challenges to
the EFL learners whose first languages (L1s) are not typologically
related to English, such as Chinese, Thai, etc. (Kanokpermpoon
2007; Strange 1992). However, EFL learners whose L1s are geneti-
cally close to English also experience production and perception
difficulties that involve English fricatives (Lersveen 2018; Rugesacter
2014). In particular, the English fricative consonant /z/ is found to
be difficult to perceive and pronounce by Norwegian L1 and Swedish
L1 EFL learners (Flege, Hillenbrand 1986; Haugen 1967; Lersveen
2018; McAllister et al. 2002; Rugeseter 2014). Whilst Norwegian
and Swedish as Germanic languages are typologically very similar
to English (Bech, Walkden 2016; Kapranov 2014), the absence of /z/
both in Norwegian and Swedish is argued to impact negatively on
the Norwegian L1 and Swedish L1 EFL learners’ speech produc-
tion in English (Flege, Hillenbrand 1986; Lersveen 2018; McAllister
2007; Rugesater 2014). In this regard, the literature indicates that a
common /z/-related mistake made by Norwegian L1 EFL learners
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involves the substitution of /z/ for its closest Norwegian equivalent,
i.e. the fortis fricative /s/ (Rugeseter 2014). The substitution of /z/
for the Norwegian /s/ is argued to constitute a typical feature found
in the speech by Norwegian L1 immigrant population in the USA
(Moen 1988), as well as by young Norwegian L1 EFL learners on
the beginner’s level of proficiency in English (Lersveen 2018; Nilsen
1989; Rugesater 2014).

Building upon the previous literature (Flege, Hillenbrand 1986;
McAllister et al. 2002; Nilsen 1989; Rugesaeter 2014), this article pres-
ents a study that seeks to shed light upon whether or not the English
fricative /z/ would represent a challenge to a group of Norwegian
L1 EFL students (hereafter “participants”) on the B2 level of profi-
ciency in English according to the Common European Framework
of Reference for Languages, or CEFR (The Council of Europe 2011).
Whilst the prior studies pay attention to /z/-related mistakes in the
perception and production of English speech either by Norwegian
L1 EFL learners on the beginner’s level of proficiency or Norwegian
immigrants in the English-speaking countries (Moen 1988; Nilsen
1989; Rugeseeter 2014; van Dommelen, Hazan 2010), the novelty of
the present study involves the research focus on the group of par-
ticipants who are university EFL students on the upper-intermedi-
ate level of proficiency in English. It should be emphasised that the
B2 level of English proficiency according to CEFR (The Council of
Europe 2011) is routinely overlooked in the literature on EFL pro-
nunciation (Rugeszter 2014). In addition, there seems to be a pau-
city of published research that analyses Norwegian L1 EFL learn-
ers’ /z/-related errors through the lenses of phonemic transcription
in the International Phonetic Alphabet (IPA). Seeking to bridge the
existing gap, the aim of the present study is to identify and analyse
possible /z/-related errors in the participants’ phonemic transcrip-
tions in the IPA by means of addressing the following research ques-
tions (RQs):

1. Would the participants make any mistakes associated with

/z/ in the phonemic transcriptions in the IPA?



The English Fricative Consonant /z/ as a Challenge to Norwegian L1 EFL Learners

2. Would the participants’ possible /z/-related mistakes in the
phonemic transcriptions in the IPA decrease, increase and/
or remain stable in the course of two semesters of study?

Prior to discussing the RQs, this article proceeds as follows.

First, the theoretical framework of the study is provided in Section
2. Thereafter, in Section 3, a review of the previous literature is out-
lined. Section 4 discusses how phonemic transcription in the IPA
is employed in a variety of EFL contexts. In Section 5, the status of
the English language in Norway is explained. Additionally, Section
5 summarises the teaching and learning of English in Norwegian
contexts. That is followed by the description of the present study,
inclusive of the participants, methodology, tasks, results and their
discussion in Section 6. Finally, the article concludes with the sum-
mary of the major findings and their linguo-didactic implications
in Section 7.

2. Theoretical Background

The theoretical background of the present study is based upon the
Speech Learning Model (SLM). In accordance with the SLM, the
learner’s L1 plays a prominent role in the acquisition of the phonetic
system of one’s foreign language (FL), second language (L2), or EFL,
for that matter (Flege 2005). The SLM postulates that

... the phonetic systems used in the production and perception
of vowels and consonants remain adaptive over the life span, and
those phonetic systems reorganize in response to sounds encoun-
tered in an L2 through the addition of new phonetic categories, or
through the modification of the old ones. (Flege 1995: 233)

It should be emphasised that, according to the SLM, the mecha-
nisms of learning one’s L1 sound system last over the life span and
can be successfully applied to the learning of an L2 and/or an FL
(Flege 1995). In the process of L2 learning, the sounds that are pho-
netically similar to the learners’ L1 are assimilated into the L2 and/
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or FL categories (Chan 2012; Evans, Alshangiti 2018; Flege 2009).
Specifically, the recently revised SLM (SLM-r) model suggests that
L2 learners map the sounds they encounter in L2 words onto their
L1 phonetic categories by means of the so-called cross-language
mappings that take place subconsciously and automatically (Flege
et al. 2021: 85). It follows from the SLM, as well as from the SLM-r,
that the process of cross-language mappings is not straightforward,
given that it is exacerbated by the learners’ maturing categories in
their L1 that can block the formation of new categories of the FL
sounds (Best, Tyler 2007; Rojczyk 2010; Munro, Bohn 2007). Specifi-
cally, it is argued that the maturation of the L1 categories can lead to
potential problems associated with the perception of phonetic con-
trasts in the L2 and/or FL (Flege, Hillenbrand 1986: 508).

In addition to the compromised perception of the L2/FL con-
trasts (for instance, the /s/ - /z/ contrast in English), the SLM points
to the substitution of FL-specific phonemes that are absent in the
learners’ L1 by the closest L1 phoneme as a typical strategy used
by an FL learner (Evans, Alshangiti 2018). From the vantage point
of the SLM, the substitution implies that the FL learner either con-
strues a mental association of the unfamiliar FL phoneme with
the L1 phoneme or fails to establish the connection between them
(Chan 2012; Flege 1995). It is inferred from the SLM that the novel
FL sound could be linked by the FL learner to the closest L1 sound
or sounds (Flege 1995).

In light of the above-mentioned factors, the SLM suggests that
the learners’ L1 exerts phonetic and phonological influences on the
FL sound system (Amengual 2021; Flege 2009). In the SLM, the
cross-linguistic influence that is associated with the learners’ L1 is
deemed to be a cause of the FL speech production with the so-called
“foreign” accent that involves a range of pronunciation errors on
the part of an EFL learner (Bjekic, Cubrovi¢ 2021; Markovi¢ 2020;
Waniek-Klimczak 2008; Waniek-Klimczak et al. 2015). Addition-
ally, the SLM assumes that the cross-linguistic phonetic and pho-
nological influences are one of the reasons of “hearing with the
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accent” (Amengual 2021), i.e. the compromised phonemic ability of
the FL learners to perceive and process the FL-specific segmentals.
It is inferred from the SLM that a compromised perception ability
(in other words, hearing with the accent) is likely to be concomi-
tant with a similarly compromised speaking ability, i.e. speaking
with the accent. This contention is explained in the framework of
the SLM-r by positing that segmental production and perception
in the learner’s FL co-evolve owing to a bi-directional connec-
tion that is thought to exist between them (Flege et al. 2021; Flege,
Bohn 2021).

In line with the SLM, it is assumed that EFL speakers whose L1s
lack /z/ might experience challenges with its production and percep-
tion due to a variety of reasons (Flege, Hillenbrand 1986). Following
the SLM-r, several variables could be involved in the compromised
/z/ perception and production, for instance, EFL learners’ individual
characteristics, the amount of EFL exposure, and inter-subject vari-
ability, to name just a few (Flege et al. 2021; Flege, Bohn 2021). The
following section of the article provides a review of the prior litera-
ture that seeks to establish variables that could be the cause of EFL
learners’ errors associated with /z/.

3. Literature Review

There is a cornucopia of previous publications that focus on EFL
learners’ and speakers’ problems with /z/ (Broersma 2010; Bryla-
Cruz 2021; Demirezen 2016; Flege, Hillenbrand 1986; Lersveen
2018; McAllister 2007; Rugzeseter 2014; Roa et al. 2021; Zhang et al.
2021). The prior research literature focuses on i) the perception of
the /s/ - /z/ contrast by EFL speakers and their English L1 controls
(Broersma 2010; Flege, Hillenbrand 1986), ii) the perception of the
Is/ - /z] contrast by EFL speakers without the reference to the Eng-
lish L1 controls (McAllister 2007; Rugaeseter 2014; Roa et al. 2021),
iii) EFL speakers’ perception and production of English fricatives
inclusive of /z/ (Demirezen 2016; Lersveen 2018; Zhang et al. 2021),
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and iv) gender differences in the production and perception of /z/
(Bryta-Cruz 2021).

The perception of the /s/ - /z/ contrast by Swedish L1 and Finn-
ish L1 EFL speakers on the one hand and the English L1 controls
on the other hand is investigated by Flege and Hillenbrand (1986).
They have found that whilst English L1 speakers rely on phono-
logical cues, such as the duration of fricatives, in order to identify
/z/, Swedish and Finnish participants, whose Lls do not possess
a /s/-/z/ contrast, show no significant effect of fricative duration
(Flege, Hillenbrand 1986: 513). Additionally, the Swedish L1 and
Finnish L1 participants’ phonological awareness and phonetic sen-
sitivity to fricative duration as a cue to the English /s/ - /z/ con-
trast do not correlate with their exposure to the English language
in the English-speaking countries (Flege, Hillebrand 1986: 514).
Similar to Flege and Hillenbrand (1986), Broersma’s (2010) attention
is centred on the durational cues for final fricative discrimination
in English by Dutch L1 EFL speakers, who are contrasted with a
group of English L1 controls. Broersma (2010) observes that, unlike
the English L1 controls, the Dutch EFL speakers do not rely on the
durational cues in the perception of the English final fricative con-
trasts. She concludes that a durational cue for the L1 fricative con-
trast is insufficient for successful perception of the /s/ - /z/ contrast
(Broersma 2010).

Whilst research design in Broersma (2010), as well as in Flege
and Hillenbrand (1986), involves the English L1 controls, there are
several studies (McAllister 2007; Rugeeseter 2014; Roa et al. 2021)
that focus on the production of /s/ - /z/ contrast by proficient EFL
speakers without comparing them to the English L1 speakers. For
instance, McAllister (2007) indicates that English voiced fricatives
are poorly acquired by Swedish L1 advanced EFL speakers, who fail
to produce /z/. Likewise, Rugeeseter (2014) has established that less
than five per cent of the Norwegian L1 participants in his study pro-
duce the /s/ - /z/ contrast systematically in a reading-aloud task in
English. He notes that the majority of the Norwegian L1 participants
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substitute /z/ for /s/ consistently in their speech production in Eng-
lish. Analogously to Norwegian and Swedish, there is no /z/ in Span-
ish. Subsequently, Spanish L1 EFL speakers do not exhibit phono-
logical awareness of the /s/ — /z/ contrast and fail to produce /z/ in a
variety of positions in the word, particularly in the word-final posi-
tion (Roa et al. 2021).

Whereas the study by Roa et al. (2021) focuses exclusively on
the /s/ — /z/ contrast, Demirezen (2016), Lersveen (2018), Zhang et
al. (2021) analyse EFL speakers’ perception and production of /z/
and other English fricatives. Specifically, Demirezen (2016) inves-
tigates Turkish L1 EFL students’ problems with the production and
perception of /z/, /6/, and /d/. He has found that /z/ does not pose
a substantial problem to the Turkish L1 EFL students due to the
presence of a similar phoneme in Turkish. In like manner, Zhang
et al. (2021) explore the perception and production of /z/ and other
English fricatives, such as /f/, /v/, /01, /8/, /s/, /], and /3/, by Chinese
L1 EFL cohorts on the beginner’s and intermediate levels of profi-
ciency. They posit that /z/ is problematic for Chinese L1 EFL learn-
ers, who typically substitute it for /s/ and/or /ts/ due to the absence
of /z/ in the Chinese phonetic inventory. By means of examining the
perception and production of the unvoiced-voiced pairs of alveolar
stops /d/-/t/, alveolar fricatives /s/-/z/, postalveolar fricatives /3/-/f/
and affricates /d3/-/t[/, Lersveen (2018) concludes that both the per-
ception and production of the /s/-/z/ contrast by Norwegian L1 EFL
speakers is compromised due to the L1 input.

Gender differences in the production and perception of English
consonants, inclusive of /z/, are explored by Bryla-Cruz (2021). She
suggests that the /s/ — /z/ contrast is difficult to Polish L1 EFL speak-
ers in the word-final position. Specifically, it is difficult for 20% of
female and 37.5% male participants in her study. Bryla-Cruz (2021)
argues that whilst there is a Polish counterpart of /z/, Polish L1 EFL
speakers’ problems with the perception of /z/ are associated with
insufficient attention to vowel duration as a temporal parameter in
the /s/ - /z/ contrast (Bryla-Cruz 2021: 130).
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It follows from the current literature that research studies focus,
primarily, on EFL learners’ perception and production of /z/, which
are analysed, mainly, through the lenses of the /s/ - /z/ contrast. The
literature, however, does not seem to utilise the IPA transcriptions as
a diagnostic means of investigating EFL learners’ errors associated
with /z/. Further, in Section 4, there is an outline of prior studies
that employ phonemic transcription in the IPA in a variety of EFL
contexts.

4. Phonemic Transcription in the IPA in EFL Contexts

The literature in applied linguistics and EFL studies suggests that
phonetic alphabets, for instance, the IPA, are invaluable tools in EFL
settings (Messerklinger 2009: 27) that play an important role in the
teaching and learning of English pronunciation (Allegra 2018: 1).
The IPA in EFL contexts is problematised in the literature as a form
of metalanguage that enables EFL instructors, as well as students, to
visualise, represent, and communicate about the peculiarities of the
English phonological system by means of phonetic symbols (Lin-
tunen 2005; Mompean 2017; Mompean, Fouz-Gonzélez 2021; Sor-
delli et al. 2022; Trinh et al. 2022). In the current research studies,
the IPA transcription is regarded “an umbrella term that is used to
refer to several types of transcription” (Lintunen 2004: 27), such as i)
phonetic transcription (also known as narrow transcription), which
is employed to represent nuanced phonological differences and ii)
phonemic transcription, or broad transcription, which is used to
separate one phoneme from another without delving into phonolog-
ical details (Lintunen 2013; Marshall 2020; Mompean 2015; Mom-
pean, Fouz-Gonzalez 2021; Sordelli et al. 2022; Trinh et al. 2022).
In a number of prior studies, the phonemic (broad) transcription
in the IPA is employed as a diagnostic tool in i) assessing EFL learn-
ers’ awareness of the English sounds, ii) perceptual training associ-
ated with the sound categories, iii) facilitating a general insight into
the phonetic system of English and its main varieties (Atkielski 2005;
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Cogx, Fletcher 2017; Fouz-Gonzalez, Mompean 2021; Lintunen 2013;
Marshall 2020; Mompean 2015; Mompean, Fouz-Gonzalez 2021;
Sordelli et al. 2022; Trinh et al. 2022). The literature seems to share
a contention that the application of the IPA transcription, mainly
in its phonemic variant, has a beneficial effect on the teaching and
learning process in an EFL classroom (Atkielski 2005; Mompean
2005; Mompean, Fouz-Gonzalez 2021; Sordelli et al. 2022; Trinh et
al. 2022). For instance, Mompean (2005) argues that

The use of phonetic symbols in foreign language teaching and
learning is potentially very advantageous. Provided that the val-
ues of phonetic symbols are known and that the foreign language
learner can produce and discriminate the sounds symbols stand
for, these advantages include, among other things, increased
awareness of L2 sound features, “visualisation” of such intangible
entities as sounds, increased learner autonomy when checking

pronunciation in dictionaries, etc. (p. 1).

As far as the “visualisation” (Mompean 2005: 1) of the English sounds
in the IPA is concerned, it is argued to play a diagnostic role in iden-
tifying and understanding EFL learners’ pronunciation errors. The
logic behind this argument is that when the learners record and
transcribe their own speech, or, alternatively, EFL instructors do so,
the static and visual IPA symbols enable the visualisation of the pro-
nunciation errors and facilitate their correction (Atkielski 2005: 1).
In relation to the pronunciation errors, Komar (2017: 162) posits that
phonemic transcriptions are reflective of EFL students’ pronuncia-
tion errors that eventuate in their actual speech. Consequently, pho-
nemic transcription could be seen as a diagnostic tool that is indica-
tive of EFL learners’ actual performance (Atkielski 2005; Lintunen
2005; Messerklinger 2009; Mompean, Fouz-Gonzalez 2021; Sordelli
et al. 2022; Trinh et al. 2022).

It should be observed, however, that whilst the use of phonemic
transcription is considered “very advantageous” (Mompean 2005: 1)
in a variety of EFL contexts (Komar 2017; Lintunen 2013), it is not
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commonly employed in the EFL teaching and learning at primary
and secondary schools in Norway (Rugesater 2012). Further, the
article proceeds to the description of the Norwegian EFL contexts
and the status of English in Norway.

5. The Status of English in Norway and an Outline
of the EFL Teaching and Learning in Norwegian Contexts

The status of English in Norway is characterised by the notions of
both prestige and necessity, given that English is widely used for
educational, professional, and recreational purposes (Brevik, Helle-
kjeer 2018; Kapranov 2019). Generally, Norwegians are considered
to be highly proficient users of English, especially in terms of oral
and conversational skills (Vold 2022). The high level of English pro-
ficiency by Norwegians is based upon several variables, such as the
daily presence of the English language on Norwegian TV, extensive
travel to the English-speaking countries, and the necessity to use
English in order to communicate with foreign workers, refugees, and
foreign tourists in Norway (Sunde, Kristoffersen 2018). In particu-
lar, English is “omnipresent in Norway’s written and audio-visual
media and popular culture, and Norwegian youth often immerse
themselves in leisure activities involving rich English input” (Sunde,
Kristoffersen 2018: 280). The omnipresence of the English language
in Norway has facilitated a view of the current status of English as
hybrid (Hellekjeer 2007; Rindal, Piercy 2013; Simensen 2005; Vold
2022). Specifically, it is argued that English in Norway is regarded
as an L2 rather than an FL (Rindal, Piercy 2013: 212). However, it
should be noted that English does not have the official status of an
L2 there (Hellekjaer 2007; Rindal, Piercy 2013). Its hybrid status is
reflective of the current socio-linguistics context, where English is
associated with an important part of everyday life (Eide 2021).

It could be argued that the status of English in Norway is com-
mensurate with the context of the Norwegian EFL teaching and
learning process. Due to the aforementioned hybrid status of English,
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some EFL professionals suggest that English is taught in Norway less
as an FL and more as an L1 (Simensen 2005). For instance, Norwe-
gian L1, as well as English, are taught at primary school starting
from the age of six (Brevik, Hellekjeer 2018).

English is a compulsory subject at primary and lower secondary
school in Norway. According to the curriculum requirements that
are set by the Norwegian Ministry of Education, there are 138 teach-
ing hours in Years 1-4 and 228 hours in Years 5-7 at primary school,
whereas in Years 8-10 at lower secondary school there are 222 hours
(Udir 2022a). From Year 1 onwards, the school subject of English
involves the focus on such obligatory components as i) oral skills, ii)
writing skills, iii) reading skills, and iv) digital skills (Udir 2022b).
Given that English pronunciation as a part of oral skills is pivotal to
the present study, let us note that the Norwegian Ministry of Educa-
tion posits that “oral skills in English are to create meaning through
listening, speaking and conversation” (Udir 2022b).

It follows from the description of the basic oral skills provided
by the Norwegian Ministry of Education (Udir 2022b) that not
much specific attention is paid to English pronunciation. However,
by the end of secondary school a Norwegian EFL learner is expected
“to use key patterns for pronunciation in communication” (Udir
2022¢). Whilst there is a reference to English pronunciation in the
competence aims, the Norwegian Ministry of Education does not
describe what the key patterns of pronunciation are. In this regard,
the prior literature indicates that “English pronunciation does not
seem to play a central role in the development of communicative
competences of a Norwegian L1 EFL learner” (Kapranov 2020: 73).

Taking into account the current context of EFL teaching and
learning in Norway, it could be reasonable to assume that Norwe-
gian EFL learners on the upper-intermediate level of proficiency
might experience challenges with the pronunciation of the English
sounds that have no analogues in their L1, Norwegian. Given that /z/
is absent in the phonological inventory of the Norwegian language,
it remains to be elucidated whether or not the English fricative
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consonant /z/ poses challenges to the group of participants, who are
Norwegian L1 EFL learners on the B2 level of proficiency in English.
That is further explored in the study, which is presented in Section
6 of the article.

6. The Present Study and Its Assumptions

From the vantage point of applied linguistics, the present study
aimed at contributing to the existing body of knowledge about the
acquisition of the English fricative /z/ by a cohort of EFL learners
whose L1s did not have the equivalent fricative sound in their phono-
logical repertoires (Flege, Hillenbrand 1986; McAllister 2007; Rugee-
seter 2014; Roa et al. 2021; Zhang et al. 2021). Specifically, the study
focused on the group of participants on the upper-intermediate B2
level of EFL proficiency whose L1 was Norwegian. From a theoreti-
cal perspective, the study was informed by the tenets of the SLM
and SLM-r. First of all, the study took into consideration the role
of segmental production and perception of the FL sounds that were
theorised to co-evolve and influence each other in the process of the
FL category formation, which, according to the SLM-r, could take
place regardless of the age of first exposure to an FL (Flege, Bohn
2021: 42). In addition, the study took into account the SLM-r tenet,
which pointed to the non-linearity and inter-subject variability of an
FL learner’s phonetic performance (Flege, Bohn 2021). Importantly,
however, the study factored in the SLM principle of the FL phonetic
category formation that involved the FL learner’s awareness of cross-
language phonetic differences and ensuing establishment of percep-
tual links between L1 and FL sounds (Flege, Bohn 2021).

Yet, another theoretical and methodological consideration that
was central in the study involved the prior research (Atkielski 2005;
Lintunen 2005; Marshall 2020; Mompean 2005; Mompean, Fouz-
Gonzélez 2021; Sordelli et al. 2022; Trinh et al. 2022) which estab-
lished that EFL students’ transcriptions in the IPA were reflective of
their pronunciation skills. In particular, the study factored in that
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EFL students, “who were the best transcribers were also the ones
whose pronunciation developed the most” (Lintunen 2005: 5). In
line with the prior literature, phonemic transcriptions in the IPA
were treated in the study as a diagnostic tool that allowed the identi-
fication of /z/-related mistakes made by the participants.

In light of the aforementioned theoretical and methodologi-
cal backgrounds, it was assumed in the study that an EFL learner
on the B2 level of proficiency according to CEFR (The Council of
Europe 2011) would be aware of the English fricative consonant /z/
and, as posited by the SLM-r (Flege, Bohn 2021: 43), would be able
to establish a perceived phonetic dissimilarity between /z/ and its
closest Norwegian equivalent, the fortis fricative /s/. In other words,
Assumption 1 was based upon the contention that the participants
would not make any /z/-related mistakes in a set of phonemic tran-
scriptions, in particular, they would not substitute /z/ for its Norwe-
gian equivalent /s/.

Concurrently with Assumption 1, however, Assumption 2 was
considered in the study. Assumption 2 rested on the participants’
possible lack of awareness of the English fricative consonant /z/ that
could stem from i) the absence of /z/ and the /s/-/z/ contrast in the
phonological system of Norwegian, the participants’ L1 (Flege, Hil-
lenbrand 1986; Haugen 1967; Nilsen, Rugesater 2015; Rugeseter
2014) and ii) insufficient attention to English pronunciation in the
Norwegian EFL contexts (Behn, Hansen 2017; Kapranov 2020). All
that, subsequently, would map onto the participants’ errors associ-
ated with /z/ in phonemic transcriptions in the IPA, where, accord-
ing to the SLM (Flege 1995; Flege et al. 2021), the participants,
potentially, would substitute /z/ for its Norwegian equivalent /s/. In
line with the aforementioned Assumption 1 and Assumption 2, two
RQs were formulated (see the introductory part of the article). Based
upon the RQs, the specific aim of the study was to identify, quantify
and classify /z/-related errors in the participants’ phonemic tran-
scriptions in the IPA.
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6.1. THE STUDY CONTEXT

The study was contextualised in the university course in English
phonetics offered to pre-service EFL teachers at a university in Nor-
way. The course consisted of two semesters of study (the autumn
semester and the spring semester), which was organised around the
topics in the course book English Phonetics for Teachers (Nilsen,
Rugesater 2015). The lectures and seminars in the course of English
phonetics involved the topics from the course book by Nilsen and
Rugesater (2015) that are summarised in Table 1 below.

Table 1. The Topics in the Course in English Phonetics

N |Lecture/Seminar Topics Semester

Chapter 1. Introduction
Chapter 2. Sound Foundation (manner

1 A
and force of articulation, phoneme and utumn semester
allophone, the syllable)

) Chapter 3. Cogsonants (stops, fricative, Autumn semester
nasals, approximants)

3 Chapter 4. Vowels (monophthongs, the weak Autumn semester

vowels, diphthongs)

Chapter 5. Stress, Rhythm, and Sounds in
4 | Company (word stress, sentence stress, weak |Autumn semester
forms, assimilation and elision)

Chapter 6. Intonation (pitch, tones,

the five tones in English) Spring semester

Chapter 7. Teaching pronunciation (the
6 |[teaching and learning of pronunciation, Spring semester
language practice)

Varieties of Spoken English (accent and
7 dialect, variation in Britain, variation in the Spring semester
US, Australian English, pidgin and creoles, pring

English as an international language)

As far as the teaching and learning content associated with /z/ was
concerned, it was emphasised in the course book that
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The importance of teaching the difference between /s/ and /z/ can-
not be stressed too strongly, because a great many pairs of words
are distinguished solely by the use of these two fricatives. Teachers
will do their pupils a disservice if they do not insist on the correct

pronunciation of the “inflectional -s”. (Nilsen, Rugeseater 2015: 46)

In addition to the theoretical and methodological considerations,
the course book offered pronunciation practice (see Excerpt 1) that
involved segmentals and important contrasts, such as the /s/ - /z/
contrast, which the participants were requested to listen to, practise
and analyse. An example of pronunciation practice in the course
book is provided in Excerpt (1) below.

(1) Pronunciation practice 3.3
(a) soup, psalm, course, psychology, dismiss, cement;
(b) zoo, amaze, raisin, please, misery, examine, possess:
(c) lice - lies; face — phase; niece — knees [...] (Nilsen, Rugeseter
2015: 46)

In addition to pronunciation practice, the course in English pho-
netics had a strong focus on transcription exercises that involved
individual words and sentences to be transcribed in phonemic tran-
scription in the IPA, as illustrated by Excerpt 2.

(2) Exercise 3.4. Transcribe the following words:
Sparks, sits, smiles, busy, bus, matches, saves, chips, pears, con-
ceal, goose, horse, mixes, amazes, glass [...]
Transcribe the following sentences:
(a) Sarah’s husband was disturbed by his Swiss cousin’s singing.
(b) Suzy received an offer as assistant manager.
(c) We discovered all the cows grazing near the fancy swimming
pool. [...] (Nilsen, Rugesater 2015: 46)

It should be noted that the participants were introduced to the IPA
at the beginning of the autumn semester, when it was used in order
to familiarise them with the consonant sounds and a number of
contrasts, such as /w/-/v/, /s/-/z/, that were deemed to be of critical
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importance to Norwegian L1 EFL learners. Additionally, it should
be observed that the participants worked with the phonemic tran-
scription in the IPA on a routinely basis during the two semesters of
study either by transcribing individual words, such as sparks, sits,
smiles, etc. in Exercise 3.4. (see Excerpt 2) or transcribing the whole
sentences, as in examples (a) — (c) in Excerpt 2.

The course in English phonetics was aimed, primarily, at pre-
service EFL teachers, who were expected to be at the B2 level of pro-
ficiency in English. Given that the participants in the study were
on the B2 level according to CEFR (The Council of Europe 2011), it
would be pertinent to specify its competences associated with pro-
nunciation. Below, Table 2 summarises the competencies in terms of
the overall phonological control, sound articulation, and prosodic
features that are expected to be mastered by an EFL learner on the
B2 level of proficiency.

Table 2. Descriptors of Pronunciation-Related Linguistic
Competencies on the B2 Level according to CEFR (The Council of
Europe 2011)

CEFR
N | Descriptor Descriptor
Scheme
Can generally use appropriate intonation, place
Overall stress correctly and articulate individual sounds
1 |Phonological |clearly; accent tends to be influenced by the other
Control language(s) they speak, but has little or no effect on
intelligibility.
Can articulate a high proportion of the sounds in
5 Sound the target language clearly in extended stretches of
Articulation | production; is intelligible throughout, despite a few
systematic mispronunciations.
Can employ prosodic features (e.g. stress,
3 Prosodic intonation, rhythm) to support the message they
Features intend to convey, though with some influence from
the other languages they speak.
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6.2. PARTICIPANTS

The study involved 16 participants (11 females and 5 males, mean
age = 22.3 y.o0., standard deviation = 3.7), who were on the B2 level
of EFL proficiency according to CEFR (The Council of Europe 2011).
The participants’ proficiency level was documented by their second-
ary school leaving certificates that stated that they had passed their
English exams on the B2 level. All participants were enrolled in an
EFL programme for pre-service EFL teachers at a university in Nor-
way.

The participants’ L1 was Norwegian and English was an FL to
all of them. There were neither early balanced nor early sequential
English/Norwegian bilinguals among the participants. None of the
participants reported any knowledge of a third language. The par-
ticipants’ formal exposure to English started at the age of six at pri-
mary school. In addition, all participants informed the author of the
article of their short stays in the English-speaking countries, pre-
dominantly, in the United Kingdom (the UK) and the United States
of America, either as tourists or students at the Norwegian Centre
in York (the UK). The mean duration of their stays in the English-
speaking countries was two weeks per participant.

The participants were requested to sign a consent form that
allows the author of the present article to process, analyse and pub-
lish their written data for scientific purposes. To ensure confiden-
tiality, the participants’ real names were coded. The following cod-
ing scheme was used in the study, e.g. P as in “participant” and the
number (P1, P2, ... P16).

6.3. METHODOLOGY AND PROCEDURE

The study involved the following methodological considerations. In
line with the prior literature (Atkielski 2005; Lintunen 2005; Mar-
shall 2020; Mompean 2005; Mompean, Fouz-Gonzalez 2021; Sor-
delli et al. 2022; Trinh et al. 2022), phonemic transcription in the
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IPA was regarded as a diagnostic means of error identification as
far as the participants’ /z/-related mistakes were concerned. In light
of the methodological approach adopted by Lintunen (2005), Mom-
pean (2017), and Mompean and Fouz-Gonzalez (2021), /z/-related
mistakes made by the participants in the phonemic transcriptions
were assumed to be indicative of the lack of awareness of /z/ and,
consequently, its correct use in their speech production in English.
Two tasks, Task 1 and Task 2, that involved phonemic transcrip-
tions in the IPA were used in the study. Task 1 was executed by the
participants by the end of the autumn semester after they had been
explicitly taught how to transcribe phonemically in the IPA. Task 2
was offered to the participants at the end of the spring semester. It
should be noted that the participants had explicit instruction and
practice in phonemic transcription in the IPA both in the autumn
and in the spring semesters. In Task 1, as well as in Task 2, the par-
ticipants were instructed to transcribe phonemically one short writ-
ten text per task. Short texts for Task 1 and Task 2, respectively,
were film plot synopses that were adapted from the web-site www.
imdb.com (the Internet Movie Database, or IMDD). The reason for
choosing the IMDb’s plot synopses was accounted for in the prior
literature (Kapranov 2019) that pointed to the successful application
of feature films synopses to the execution of phonemic transcrip-
tion tasks due to the generic and easily understandable summaries
about popular feature films that, as a rule, were devoid of specialised
vocabulary and aimed at the public at large. Whilst the short texts
that were used in Tasks 1-2 originated from the IMDDb’s website,
they were adapted by the author of the article in such a manner that
each text contained words with the fricative consonant /z/. Specifi-
cally, there were six words that contained /z/ (two words with word-
initial /z/, two words with word-medial /z/, and two words with
word-final /z/) per each text in Task 1 and Task 2, respectively. It was
ensured that no words that contained /z/ in Task 1 were repeated in
Task 2. In addition, it should be observed that all six words with /z/
per task pertained to the frequently used lexical items that would be
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typically encountered in stylistically neutral texts (for instance, is,
position, zoo). The descriptive statistics of the tasks are summarised
in Table 3.

Table 3. The Descriptive Statistics of Task 1 and Task 2

N Descriptive Statistics Task 1 Task 2

; Total number of short texts to be . )
transcribed per task

2 | Total number of words per text 40 65

3 | Total number of sentences per text 4 4

4 Total number of words that contained /z/ p 6
per text

The participants executed Tasks 1 and 2, respectively, at home and
sent their phonemic transcriptions to the author of the article, who
analysed them manually to identify /z/-related mistakes. Once the
participants’ /z/-related errors were identified, they were entered
into the Statistical Package for Social Sciences, or SPSS (IBM 2011)
in order to compute means and standard deviations of the errors per
group. It should be specified that in the discussion of the results the
terms “/z/-related mistake/mistakes” and /z/-related error/errors”
are used interchangeably.

6.4. RESULTS AND DISCUSSION

The results of the data analysis revealed that the majority of partici-
pants made /z/-related mistakes, specifically 75% of all participants
in Task 1 and 87.5% of them in Task 2. Whilst none of the partici-
pants transcribed /z/ as an omission (i.e. no symbol instead of /z/),
they, nevertheless, substituted /z/ for /s/ both in Task 1 and Task 2.
No other types of substitution, for instance, /[/ instead of /z/, was
found in Tasks 1-2.

These findings are further discussed in the article through the
prism of the RQs in the study. To reiterate, RQ 1 aims at establishing
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whether or not the participants make any /z/-related mistakes in the
phonemic transcriptions in the IPA, whereas RQ 2 seeks to discover
whether or not /z/-related mistakes decrease, increase, or remain
stable in Task 1 and Task 2.

6.4.1. THE DISCUSSION OF RQ |

As previously mentioned, the majority of the participants made /z/-
related mistakes in phonemic transcriptions in Tasks 1 - 2. The only
type of mistakes involves the substitution of /z/ for /s/. This finding
supports Assumption 2 in the study, which factors in the absence of
/z/ and the /s/-/z/ contrast in the participants’ L1 (Flege, Hillenbrand
1986; Haugen 1967; Nilsen, Rugeszter 2015; Rugeszter 2014) on the
one hand and insufficient attention to pronunciation in the Norwe-
gian EFL contexts (Bohn, Hansen 2017; Kapranov 2020) on the other
hand. Arguably, the participants’ lack of awareness of /z/ maps onto
the /z/-related errors in Task 1 (the total number (N) of /z/-related
mistakes = 39) and in Task 2 (N of /z/-related mistakes = 27).

Given that there are 16 participants in the study and six occur-
rences of /z/ per Task, the total number of /z/-related mistakes, poten-
tially, could be 96 in each task per group (16 participants multiplied
by six errors = 96). It should be borne in mind that each task involves
the maximum of six occurrences of /z/ that are represented by two
occurrences in the word-initial position, two in the word-medial
and two in the word-final positions. The comparison between the
highest possible number of /z/-related mistakes (N = 96) and the
actual number of errors associated with /z/ per group in Tasks 1-2 is
emblematised by Figure 1 below.

Against the hypothetical number of /z/-related mistakes, i.e. 96
in each task per group, the total number of the actual /z/-related
errors in Task 1 (i.e. 39) does not seem to be substantial. However, if
we analyse the number of /z/-related errors per participant in each
of the tasks, the error analysis reveals that only four participants out
of 16 (i.e. 25%) have no mistakes associated with /z/ in Task 1. At
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Figure 1. The Total Number of Actual /z/-Related Mistakes per
Group Compared to the Total Number of Potential /z/-Related
Mistakes per Group in Tasks 1-2

the same time, however, five participants (31.25%) stand out of the
group by making the highest number of mistakes that involve the
correct transcription of /z/. In particular, three participants (18.75%)
have made the maximal number of /z/-related mistakes (N = 6) in
Task 1, and two participants (12.5%) have 4 /z/-related errors each,
whilst mean (M) mistake in total per group is 3.25, standard devia-
tion (SD) = 1.83, in the same task. To reiterate, all /z/-related mis-
takes both in Task 1 and Task 2 involve the substitution of /z/ for
/sl, whereas other types of mistakes associated with /z/, such as the
omission of /z/ from the transcription or its substitution by other
fricatives (e.g. /[/) have not been identified in the error analysis. The
distribution of /z/-related errors per participant in Task 1 is illus-
trated by Figure 2.

It is evident from Figure 2 that between the two opposite
extremes of the participants with no /z/-related mistakes (25%) and
the participants with the highest number of errors (31.25%) associ-
ated with /z/ there is a subgroup of participants with a lower number
of mistakes; specifically four participants (25%) have made two mis-
takes each in Task 1. As shown in Figure 2, their mistakes are asso-
ciated, predominantly, with substituting /z/ for /s/ in the word-final
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Figure 2. The Distribution of /z/-Related Errors per Participant
in Task 1

position, represented in Task 1 by the words lives and sisters. Com-
pared to Task 1, the distribution of the /z/-related errors seems to be
similar as far as the mistakes in the transcription of /z/ in the word-
final positions are concerned. This finding is graphically represented
by Figure 3.

It is seen in Figure 3 that none of the participants has made the
maximum number of /z/-related mistakes in Task 2, i.e. N = 6. The
highest number of mistakes associated with /z/ and made by one
participant (6.25%) is N = 4. That is followed by three participants
(18.75%) with three /z/-related mistakes each, which are associated,
mainly, with /z/ in the word-final position (see Figure 3). Otherwise,
there is a substantial number of participants (37.5%) who have made
only one mistake associated with /z/ in Task 2.

In terms of the relationship of the errors associated with /z/ and
gender differences, the results of the error analysis in Task 1 indicate
that three female participants and one male participant make no
such mistakes, whereas the rest of them substitute /z/ for /s/ irre-
spective of gender. In Task 2, there are only two participants who
have no /z/-related mistakes. These participants are female. Argu-
ably, this finding provides indirect support to the previous literature
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Figure 3. The Distribution of /z/-Related Errors per Participant
in Task 2

(Bryla-Cruz 2021) which reports that female EFL learners make less
/z/-related mistakes than their male counterparts. It should be men-
tioned, however, that the present study is not gender balanced with
five males and 11 females. Hence, the gender-related findings in the
study should be treated with caution.

Summarising RQ 1, it could be posited that whilst there is a
decrease in the number of /z/-related mistakes from Task 1 to Task 2,
the majority of participants, nevertheless, made them abundantly
in the tasks. From a broad theoretical perspective, these findings
corroborate the prior research (Haugen 1967; Lersveen 2018; Moen
1988; Nilsen 1989; Rugesater 2014) that points to the substitution of
/z/ for /s/ by Norwegian L1 EFL speakers. Presumably, the substitu-
tion of /z/ for /s/ by the participants can be accounted by the SLM
and SLM-r (Flege 1995; Flege et al. 2021; Flege, Bohn 2021), which
posit that EFL learners, and FL speakers generally, use the closest L1
phoneme instead of the FL-specific phoneme that is absent in their
L1. Given that all /z/-related mistakes in the study involve only one
type of errors, i.e. the substitution of /z/ for /s/, it could be argued
that this mistake is not only recurrent in the tasks, but also typical to
the group of participants. In terms of the typicality and consistency
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of the type of /z/-related mistakes in the tasks, the present findings
are in line with the SLM, which suggests that substitutions of a novel
FL phoneme by the closest phoneme in the FL learner’s L1 consti-
tutes a typical strategy (Evans, Alshangiti 2018).

6.4.2. THE DISCUSSION OF RQ 2

As previously indicated in the article, RQ 2 is concerned with
a possible decrease or increase in /z/-related mistakes in Task
1 and Task 2. The error analysis shows that there is a decrease
in the total number of /z/-related mistakes from Task 1 (N =
39) to Task 2 (N = 27). In addition, the error analysis indicates
that the decrease involves the occurrence of /z/-related errors
in all three positions of /z/ in the words that are used in the
tasks, namely /z/ in the word-initial, word-medial, and word-
final positions. These findings are presented in Table 4, below,
in the form of means (M) and standard deviations (SD) per
group in each task.

Table 4. /z/-Related Mistakes Made by the Participants
in the IPA Transcription Tasks per Group

Types of the M and SD of M and SD of
N /z/-Related /z/-Related Mistakes | /z/-Related Mistakes
Mistakes in the IPA Task 1 in the IPA Task 2

) /s/ instead of /z/ M 1.5 M 1.0
word-initially SD 0.5 SD 0.0

5 /s/ instead of /z/ M 1.37 M 1.0
word-medially SD 0.48 SD 0.0

5 /s/ instead of /z/ M 1.58 M 145
word-finally SD 0.49 SD 0.47

It follows from Table 4 that whilst the decrease in the errors from Task
1 to Task 2 is observed in the data, it does not seem to be substantial.
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The observation is further supported by the statistical analysis.
In particular, the application of the paired samples t-tests in SPSS
(IBM 2011) to the data that are summarised in Table 4 has yielded no
statistically significant results. Specifically, the difference between
means in Task 1 and Task 2 is not significant at p < .05 as far as the
word-initial errors are concerned, e.g. #(15) = 1.65145, p = .054539.
Similarly, the word-medial errors (e.g. t(15) = 0.79241, p = .217173),
as well as the word-final errors (e.g. #(15) = 0.64253, p = .262705)
are not significant at p < .05. In other words, despite the observed
decrease in the total number of /z/-related errors, the absence of the
statistically significant differences in the distribution of /z/-related
errors in Task 1 and Task 2 is indicative of the persistent nature of
the /z/-related mistakes that the participants make even after they
have had two semesters of training in the IPA transcription.

Whereas the total number of /z/-related mistakes per group
decreases from Task 1 to Task 2, data analysis reveals that the num-
ber of participants who make them actually increases in Task 1
compared with Task 2. This finding is illustrated by Figure 4 below,
where the total number of errors associated with /z/ per individual
participant is plotted against the tasks.

2
II I II [
0

1 2 3 4 5 6

7 8 9 10 11 12 13 14 15 16

M Total /z/-Related Errors Task 1 Total /z/-Related Errors Task 2

Figure 4. The Comparison of Total /z/-Related Errors per Individual
Participant in Tasks 1-2
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It follows from Figure 4 that the increase in the individual par-
ticipants who make /z/-related mistakes in Task 2 (14 participants)
in contrast with Task 1 (12 participants) involves Participants 4 and
5, whose phonemic transcriptions in Task 1 are error-free as far as
the transcription of /z/ is concerned. It may seem paradoxical that,
concurrently with the decrease in the mean /z/-related errors, Task 2
is characterised by the increase in the participants who continue to
make /z/-related mistakes. Put differently, we observe the partici-
pants’ non-linear performance in the Tasks 1-2. It could be assumed
that the participants’ non-linear or, perhaps, unstable performance
in the tasks is indicative of their lack of awareness of /z/, its produc-
tion and perception. In this regard, these findings support the lit-
erature (Bryla-Cruz 2021; Flege, Hillenbrand 1986; McAllister 2007;
Roa et al. 2021; Zhang et al. 2021) which indicates that advanced EFL
learners whose L1s do not possess /z/ in their phonological inven-
tories fail to exhibit awareness of /z/. To reiterate, the present study
employs phonemic transcriptions in the IPA as a diagnostic tool to
establish whether or not the participants know how to transcribe
/z/ correctly. Consequently, errors in the transcription signal about
the participants’ insufficient awareness of /z/. Given that the partici-
pants invariably transcribe /z/ by substituting it for /s/, it could be
suggested that the participants’ category formation for /z/ is com-
promised. In line with the SLM-r (Flege et al. 2021; Flege, Bohn
2021), the substitution of /z/ for /s/ in the present study illustrates the
contention that if an FL phonetic category is not properly formed, a
composite L1-L2 phonetic category may be developed on the basis of
the closest L1 phoneme (Flege, Bohn 2021: 42).

Arguably, the persistence of the substitution of /z/ for /s/ in Task
2 cannot be explained by the participants’ individual differences,
since this mistake is made by the majority of them. Another vari-
able that should be factored out involves the participants’ sojourns
abroad in English-speaking countries. In this regard, the author
of the article concurs with Flege and Hillenbrand (1986), Lersveen
(2018) and McAllister (2007), who point to the absence of positive
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gains associated with the FL exposure in English-speaking coun-
tries as far as the acquisition of the /s/-/z/ contrast is concerned.
Furthermore, in light of substantial everyday exposure to English
in Norway (Brevik, Hellekjer 2018; Kapranov 2019; Sunde, Kristof-
fersen 2018), a stay abroad as a means of getting exposure to English
appears less relevant in the Norwegian EFL contexts (Lersveen 2018;
Vold 2022).

Presumably, the main variable that seems to be involved in the
participants’ /z/-related mistakes could be associated with phonetic
factors. Following the SLM-r (Flege et al. 2021; Flege, Bohn 2021),
phonetic factors are deemed to be the primary force behind the for-
mation or non-formation of a new phonetic category for an FL sound
(Flege, Bohn 2021: 42). In particular, the SLM-r posits that the pho-
netic factors related to the FL category formation involve the “degree
of perceived phonetic dissimilarity from the closest L1 sound, and
the precision with which the closest L1 category is specified when L2
learning begins” (Flege, Bohn 2021).

In conclusion to the discussion of RQ 2, it appears possible to
consider the following. Notwithstanding that the number of /z/-
related errors decreases in Task 2 in contrast to Task 1 (see the means
summarised in Table 4), the number of participants who make /z/-
related mistakes increases in Task 2. This finding suggests that the
variables of continuous learning, sojourns abroad and other forms of
L2 exposure as posited in the SLM-r (Flege, Bohn 2021) are not suf-
ficient to override the phonetic factors at hand, namely the absence
of /z/ and the /s/-/z/ contrast in the participants’ L1, Norwegian.

7. Conclusions and Linguo-Didactic Implications

The study focuses on the English fricative consonant /z/ as a chal-
lenge to the group of EFL university students on the B2 level of pro-
ficiency. Given that scholarly attention to the upper-intermediate
cohorts of EFL learners on the B2 level of proficiency is underrep-
resented in the literature (Raeisi-Vanani, Baleghizadeh 2022), the
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study might offer a novel insight into /z/ as a challenge to the study
participants whose L1 does not include this fricative consonant in
its phonological inventory. Specifically, the study demonstrates that
on the B2 level of EFL proficiency there is insufficient awareness of
/z/, which is evident from multiple /z/-related mistakes in phonemic
transcriptions in Task 1 and Task 2.

It should be emphasised that the study has demonstrated how
phonemic transcription can be successfully employed as a diagnos-
tic tool in identifying the participants’ /z/-related errors. Specifically,
the error analysis of the participants’ phonemic transcriptions has
revealed that they make the typical and persistent mistake of substi-
tuting /z/ for /s/ in Tasks 1 -2. The error analysis of the participants’
transcriptions indicates that whilst the substitution of /z/ for /s/ in
the word-initial and word-medial positions declines in Task 2, it
still persists in the word-final positions in this task. It could be con-
cluded that the present findings are indicative of the participants’
compromised phonological awareness of /z/.

Whilst the present findings provide an addition to the prior lit-
erature (Flege, Hillenbrand 1986; Haugen 1967; Lersveen 2018; Rug-
eseter 2014) and offer novel avenues to explore, the study involves
several shortcomings that should be remedied in the subsequent
research. Specifically, the study would benefit from the recordings of
the participants’ spontaneous and semi-prepared speech in English.
The recordings should be analysed in conjunction with the partici-
pants’ phonemic transcriptions in order to arrive at a broader pic-
ture associated with their use of English fricatives, inclusive of /z/ in
their actual speech. Additionally, the study would benefit from the
participants’ reflections concerning their awareness of /z/, the /s/ -
/z/ contrast in English and the possible reasons that might compro-
mise their perception and production of /z/.

Arguably, the present study is relevant not only to EFL students
whose L1 is Norwegian, but also to other cohorts of EFL learn-
ers whose L1s lack /z/ and the /s/-/z/ contrast, for instance, Finn-
ish, Swedish, and Thai. The findings in the study are indicative of
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the following linguo-didactic suggestions that could be applied to
a variety of EFL teaching and learning contexts. First, given that
/z/-related errors are persistent on the B2 level of EFL proficiency,
it appears reasonable to incorporate pronunciation instruction on
this level of proficiency (Metruk 2017: 15). Second, EFL learners on
the B2 level of proficiency whose L1 backgrounds lack /z/ should
pay specific attention to /z/ and the /s/ - /z/ contrast in the English
language. Third, EFL learners on the B2 level of proficiency should
be encouraged to use the IPA transcription as a (self)-diagnostic
tool in assessing one’s potential problems associated with English
pronunciation. Fourth, EFL students whose L1s do not have /z/ in
their phonological inventories should be taught the English frica-
tives explicitly in a systematic manner.
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RESUMEE

INGLISE FRIKATIIV /Z/ KUI VALJAKUTSE
NORRA EMAKEELEGA INGLISE KEELE OPPIJATELE:
FONEEMILISTE TRANSKRIPTSIOONIDE VEAANALUUS

Oleksandr Kapranov
NLA University College Oslo

Inglise keele frikatiivid, nditeks /z/, pohjustavad arvatavalt raskusi inglise
keele kui voorkeele dppijatele, kelle esimesed keeled (K1) on frikatiivide
poolest inglise keelest teistsuguse foneetilise repertuaariga (Kallio, Suni,
Simko 2021; Kanokpermpoon 2007). Kuna norra keele foneetilises siis-
teemis ei ole frikatiivi /z/, mojutab selle puudumine uurimuste kohaselt
negatiivselt norra emakeelega inglise keele oppijate koneproduktsiooni
(Rugeszter 2014). Selle uurimuse eesmérk on analiiiisida inglise frika-
tiivi /z/ voimalikke raskuseid, mida kogevad norra emakeelega inglise
keele oppijad (edaspidi osalejad) B2 tasemel CEFR-i jargi (The Council of
Europe 2011). Selleks paluti osalejatel teha seeria foneemilisi transkript-
sioone rahvusvahelises foneetilisel tihestikus (IPA), iiks transkriptsioon
stigissemestri 10pus (lilesanne 1), teine kevadsemestri Iopus (iilesanne 2).
Foneemilisi transkriptsioone kasutati siin diagnostiliselt (Lintunen 2005;
Fouz-Gonzalez, Mompean 2021), et mddrata nende /z/ tundmist ja kaud-
selt nende /z/ kasutust. Osalejate transkriptsioonide veaanaliiis niitas,
et enamik neist tegi /z/ asendamisel /s/ hadlikuga vigu. Arvestades, et /z/
asendamine /s/ hdilikuga oli iilesandes 1 tiifipiline ning esines ka iilesan-
des 2, voib 6elda, et korgema kesktaseme oppijate jaoks oli /z/ keeruline.
Keelelis-didaktiliste implikatsioonide iile arutleti artiklis.

Votmesonad: inglise keel voorkeelena, inglise frikatiivide /z/, /s/ - /z/

kontrast, kdrgema kesktaseme inglise kui voorkeele dppijad, norra keel K1

Oleksandr Kapranov’s research interests involve academic writing, cognitive linguistics
and psycholinguistics.
oleksandr.kapranov@nla.no
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ACQUISITION OF RUSSIAN NOMINAL
DERIVATION IN MONOLINGUALISM
AND BILINGUALISM

Victoria V. Kazakovskaya
Institute for Linguistic Studies, Russian Academy of Sciences

Abstract. The case study focuses on the acquisition of Russian derivational
morphology in terms of nouns by monolingual (Russian) and simultane-
ous bilingual (Russian-German) children of early age. The results are based
on analysis of representative natural longitudinal recordings transcribed
and stored in CHAT format using the CHILDES system. The first patterns
and methods of nominal word-formation along with the morphemes used
by children are revealed. The properties of word-formation that indicate
the productive use of the nominal derivatives, such as the presence of sim-
plex—derivative pairs, chains and word families, as well as occasionalisms
are noted. The similarities and differences in the acquisition of nominal
derivatives, including their semantic domains, in mono- and bilingual
situations are discussed.

Keywords: nouns, word-formation, derivatives, simplexes, compounding,

Russian, German

|. Introduction

The article highlights early development of nominal derivation in
Russian. The results of a comparative analysis of this process in
monolingual (Russian) and bilingual (Russian and German) situ-
ations are discussed. Despite the fact that the features of bilingual
(and more broadly, multilingual) development of children are cur-
rently being intensively studied all over the world (e.g. Bayram et
al. 2018; De Houwer, Ortega 2019 among others), the grammatical
aspects and, especially, the derivational morphology have still been
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insufficiently investigated. The early natural simultaneous “one par-
ent — one language” bilingualism also remains almost undescribed
(De Houwer 1990; Dopke 1992, 2000). In addition, in recent years
researchers into the bi- and multilingual language acquisition have
increasingly mentioned the need to take into account the individual
peculiarities in each case and therefore appealed for collection of
new data of child speech (CS).

Russian-German bilingualism, the one we are focusing on, is
of particular interest as it combines the grammatical systems of,
first, a morphologically rich language and a morphologically poor
one' and second, a language with a predominantly affixal system of
word-formation (typical for Slavic languages) and a language with
a predominantly compound system of word-formation (typical for
a number of Germanic languages). Thus, the paper touches upon
the problem of interference, i.e. the influence of how the typologi-
cal features of one language learned by a child are reflected in the
acquisition of this fragment of the language system in another one.
Simultaneous bilingualism provides some opportunities for such
observations. Simultaneous bilingual children, having “a remark-
able ability to differentiate their two languages from early in devel-
opment”, show “signs of cross-linguistic influence, or processing
their two languages in ways that show influence from the other lan-
guage” (Nicoladis 2018: 81, see also De Houwer 1990; Dopke 1992,
2000).

The last question involves the use of recent results obtained by an
analysis of the acquisition of affixation and compounding by mono-
lingual children in typologically different languages (e.g. Dressler et
al. 2017; Mattes et al. 2021, see also Argus, Kazakovskaya 2013 and

! The concept of morphological richness has been developed in Dressler (1999 among

his others). Its importance for language acquisition was demonstrated in, e.g. Xanthos
and Gillis (2010); Xanthos et al. (2011); Savickiené and Dressler (2007), Dressler et al.
(2017, 2022). Based on the data of inflectional morphology, compounding and such
derivatives as diminutives, it is shown that “a greater richness of the morphological
structure facilitates acquisition” (Dressler et al. 2022).
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Kazakovskaya, Argus 2018 for the mostly agglutinating Estonian
and the inflectional Russian). Based on them we can assume the
presence of a greater number of compounds in the Russian speech
production of a bilingual child acquiring German than in the speech
of a Russian-speaking monolingual child, as well as other possible
manifestations of interference. Until recently, the Russian-German
type of child bilingualism was considered to have been poorly stud-
ied when compared to other bilingual pairs (for example, those with
Spanish or English). However, this gap is gradually being closed (e.g.
Gagarina et al. 2017, 2018; Mak et al. 2019; Protassova 2007; Stadt-
miller et al. 2022; Tribushinina et al. 2017).

When learning word-formation models, an important but not
the only (see, e.g. Swan 2004; Mattes 2022) indicator of their pro-
ductivity is considered to be the presence of an occasionalism in
CS, built on a certain model (e.g. Clark, Berman 1984)*. As regards
the Russian language, this was demonstrated in a number of inves-
tigations, starting with the pioneering studies of A. N. Gvozdev
(1949/1961), see also (Ceitlin 1989/2009; Kharcenko, Ozerova 1999;
Jurjeva 2006 among others). As regards German, productivity prob-
lems are discussed in Dressler (2007), Mattes (2018). Meanwhile,
with rare exceptions (Gagarina, Reichel 2013; Argus, Kazakovskaya
2013; Kazakovskaya, Voeikova 2021) the results obtained in terms of
Russian word-formation are based on the analysis of disparate diary
observations of parents and are not compared in a so-called bilin-
gual aspect. The involvement of longitudinal data of spontaneous
speech of a monolingual and a bilingual child, which our study is
based on, will make it possible to receive a more complete and more
reliable overall picture of the development of the word-formation
component of system-language competence.

Thus, the main purpose of our study is to detect similarities
and differences in the acquisition of Russian nominal derivation by

2 On the terminological distinction between neologisms and occasionalisms see, e.g.

Mattiello (2017: 23-26).
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mono- and bilingual children. Achieving this goal involves solving
the following specific issues:

o identification of the proportion of nominal derivatives and

their stems;

o identification of the leading type of word-formation pro-

cesses;

+ detection of frequent word-formation morphemes, patterns

and models;

+ determining the order of development of semantic domains

of nominal derivatives; and

« establishing the frequency of occasionalistic derivatives.

In addition to finding similar and distinctive features of nomi-
nal word-formation in mono- and bilingualism, two research ques-
tions on related problems are raised. Do non-derived nouns (i.e.
simplexes) always precede nominal derivatives in the early CS? Do
word-formation morphemes begin to be used primarily with sim-
plexes and only after that with derivatives and compounds? The
solution is related to the verification of the hypothesis according to
which the development of derivation is carried out in accordance
with a building-block model of complexity (Zurek 1990; Dziubalska-
Kotaczyk 2014), see also Argus and Kazakovskaya (2018) based on
Estonian and Russian L1.

In the next part of the article, the language data under observa-
tion, including how it was collected and analysed, will be described
(Section 2). After that the results obtained will be presented, provid-
ing an answer to each of the questions posed and grouped as simi-
larities (Section 3.1) and differences (Section 3.2) in the acquisition
of Russian nominal derivation in mono- and bilingualism. Finally,
the main conclusions and the prospects for research will be formu-
lated (Section 4).
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2. Data and method

Longitudinal recordings of the spontaneous speech of the Russian-
speaking boy Filipp (Russia, St. Petersburg) and the girl Anna (Ger-
many, Berlin), simultaneously acquiring Russian and German lan-
guages, serve as material for observing the development of nominal
word-formation. In both instances, the recordings of adult/caregiver
(mother) speech interaction were conducted several times a month
in a natural setting—usually at home while playing, bathing, or eat-
ing, but on the street or outside the city as well. Spontaneous speech
was recorded on a dictaphone, and then all the data of both the chil-
dren and their caregivers were transcribed and stored in CHAT for-
mat using the CHILDES system (MacWhinney 2000)°.

The data for approximately the same observation period is
included in the analysis of each of the corpora (see Table 1). In gen-
eral, the size of the analysed data amounted to 45 hours of record-
ings containing 122,697 tokens.

Table 1. Data analysed

Length . Child-
Subject Age of of obser- Lengtl'l of| Child directed| All
(language/s) sub- vation recordings) speech speech | tokens
guag jects (hours) | (tokens)
(months) (tokens)
f}fi‘;m) 15-2:8 | 16 28 16,468 | 40,253 | 56,721
Anna
(Russian, 3;0-4;2 15 17 21,455 | 44,512 | 65,976
German)
Total 31 45 37,923 84,765 | 122,697

Anna hasbeen learning to speak two languages from birth-German,
in which her father and her German relatives speak to her, and

> Wesincerely thank T. Pranova, M. Voeikova and N. Gagarina for the data provided.
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Russian, which she uses for communication with her mother. Before
2;6 the influence of the German input was more abundant, which
made German the dominant language. However, after 2;6 Russian
has begun to prevail in the girl’s speech environment. This type of
bilingualism can be characterised as “asymmetric and simultane-
ous” (Gagarina, Reichel 2013: 197).

The period beginning from 3;0 (i.e. a few months after the start
of the strengthening of the Russian input) was chosen for the com-
parative analysis. The mean length of the girl’s utterances at that
time was about two words (MLU: 1.8). By the end of the observations
it had increased to three words (MLU: 2.9). It is important that dur-
ing the first recording (3;0) her Russian speech production consisted
mainly of repetitions after the mother, along with affirmative (yes-)
or negative (no-) reactions to the mother’s utterances. This suggests
that Anna already understood well the phrases addressed to her in
Russian and had a receptive vocabulary. At the same time, she often
found it difficult to express her thoughts, to select a suitable word
and to choose the appropriate language that causes both the code
switching and code mixing (e.g. Lanza 2001).

At the beginning of the observation period, at the age of 1;5
Filipp’s MLU was the same, 1.8. A similar MLU (being one of the
indicators of so-called language age) of both subjects permits com-
parison, despite their different biological age. However, by the end of
the observations, this index exceeded that of found in Anna’s speech
and approached five words (MLU: 4.8). Also Filipp’s strategy in lan-
guage acquisition could be defined as repetitive (e.g. Voeikova 2015),
which also gave an additional basis for comparing these children.

Concluding the data review, one should note that certain fea-
tures of Anna’s speech development-viz. her grammatical errors
and the use of spatial prepositions—were described in Gagarina and
Reichel (2013) and Jakovleva (2016). The speech portrait of Filipp
has been studied to a greater extent. In particular, the acquisition
of his verbs is described in Gagarina (2008), adjectives in Voeikova
(2015), and pronouns in Krasnosc¢ekova (2016). The development of
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dialogical (i.e. conversational) skills as well as epistemic modality
is reflected in Kazakovskaya (2019, 2020). Some facets in the acqui-
sition of word-formation-affixation and compounding-are shown
in Protassova and Voeikova (2007), Kazakovskaya (2017) and Kaza-
kovskaya and Voeikova (2021). An attempt to compare both affixa-
tion and compounding with the data of the compound-rich Estonian
language was made in Argus and Kazakovskaya (2013, 2018) and
Kazakovskaya and Argus (2021). Systematic study of derivational
morphology in the comparative-Russian-German-standpoint is
being undertaken for the first time.

For the analysis in each CS a) the proportion of nominal deriva-
tives was determined, b) the degree of their diversity (in lemmas)
and frequency (in tokens) was established, c) the number of new (i.e.
first-appearing) nominal derivatives and old (i.e. repeated) ones®,
as well as the ways of word-formation (affixation vs compounding),
“working” morphemes and their semantics within the new deriva-
tives were taken into account, d) occasionalistic derivatives and
other specific phenomena accompanying the acquisition of word-
formation such as simplex-derivative pairs, chains and families were
revealed.

A chi-square test (statistical significance threshold of p<0.05)
was used for the statistical analysis.

3. Results and their discussion
3.1. SIMILARITIES IN THE ACQUISITION OF NOMINAL DERIVATION

The results indicating similarities in the development of Russian
nominal word-formation in early mono- and bilingualism are pre-
sented first.

4 This analysis was carried out by eliminating repetitions of derivative lemmas docu-

mented in previous recordings.
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3.1.1. THE PROPORTION OF DERIVATIVES IN NOUNS

The analysis shows that the proportion of nominal derivative tokens
in the speech of both children is comparable since the differences
between them are not statistically significant (p>0.05). As Table
2 demonstrates, more than a third of nouns are such derivatives,
namely 30.7% in Filipp’s speech and 32.6% in Anna’s. The percent-
age of derivative lemmas also exceeds this value in both CS, but to
varying degrees (see Section 3.2).

Table 2. Nominal derivatives (lemma/token)

Nouns Derivatives | Derivatives among nouns (%)
Filipp 874/3,803 575/1,168 65.8/30.7
Anna 982/2,771 388/902 39.5/32.6

Another indicator of the development of derivation mechanisms can
be the size of new lemmas in relation to those already documented
in CS, that is, to the old ones. Table 3 shows that in the speech of
both subjects, the percentage of new derivatives is high for lemmas
and for their tokens.

Table 3. New nominal derivatives (lemma/token)

New derivatives among
all derivatives (%)

Filipp 575/1,168 280/456 48.7/39.0
Anna 388/902 210/355 55.4/39.4

All derivatives | New derivatives

Nevertheless, when making a comparison with the data presented in
Table 2, it becomes obvious that Anna, with an equal share of new
tokens (p>0.05), has a higher percentage of new lemmas than Filipp
(p<0.05). Therefore, the proportion of her repetitions is lower. We
believe that the high repeatability of nominal derivatives by Filipp
can be explained by his general strategy of language acquisition
which is more repetitive than creative (e.g. Voeikova 2015).
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3.1.2. NOMINAL PATTERNS: AFFIXATION VS COMPOUNDING

In both situations-monolingual and bilingual-the vast major-
ity of nominal derivatives are formed by affixes, while compounds
are equally rare (p>0.05). Table 4 shows different patterns of affixal
derivatives and their number, along with compounds, the majority
of which have at least one noun member, and further shows the pro-
portion of each group among all derivatives in the CS under obser-
vation.

Table 4. Affixal derivatives and compounds (based on new lemmas)

Noun + affix | Verb + affix | Adjective + affix | Compounding
Filipp | 244 (84.7%) 29 (10.1%) 7 (2.4%) 8 (2.8%)
Anna | 168 (78.1%) | 38 (17.7%) 4 (1.9%) 5 (2.3%)

In both CS, the proportion of denominal derivatives represented
by the “noun+affix” pattern is especially high and comparable
(p>0.05): ruc-k(a) ‘hand-DIM’ (Filipp 1;8) < ruk(a) ‘hand’, korabl-
ik ‘ship-DIM’ (Anna 3;0) < korabl’ ‘ship’. Conversely, deadjective
derivatives (based on the “adjective+aflix” pattern) are equally rare
(p>0.05): cern-ik(a) ‘blueberry’ « cern(yj) ‘black’ (Filipp 2;3), slad-
ost(i) ‘sweets’ < sladk(ij) ‘sweet’ (Anna 3;4). The middle position of
frequency within affixal derivatives is occupied by deverbal nouns
(the “verb+affix” pattern): pec-en’j(e) ‘biscuit’ < pec’ ‘to bake’ (Filipp
2;0), lej-k(a) ‘watering can’ < lit’ ‘to pour’ (Anna 3;0). However, in
the speech of bilingual Anna, their share is almost twice as high,
which is significant (p<0.02) (see Section 3.2). In general, the dis-
tribution obtained reflects the system-linguistic property of nomi-
nal derivation in Russian (Svedova 2005). That is, the formation of
nominal derivatives occurs mainly from nouns despite the fact that
almost any class of word to the point of prepositions can serve as the
stem for word-formation.

The dominant affix in nominal word-formation is the suffix (see
all examples mentioned above). As for the order of emergence in the
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speech of both subjects, suffixation® precedes prefixation (deriva-
tives like po-drug(a) ‘girlfriend” < drug ‘friend’ (Anna 3;5) docu-
mented very rare), as well as precedes their simultaneous imple-
mentation-pod-osin/ov-ik ‘boletus’ < osin(a) ‘aspen’ (Filipp 2;1)-and
compounding-tr+e+ugol+nik ‘triangle’ < tr(i) ‘three’ + INTRF +
ugol ‘angle’ (Anna 4;2)-including the synthetic types of the former,
e.g. mux+o+mor-Q° ‘fly agaric’ < mux(a) “fly+INTERF+ mori(t’) ‘to
starve’ (Filipp 2;1), see more in Dressler et al. (2019).

The proportion of compound lemmas was small. In the speech of
either child, it does not exceed 3% (see Table 4). Thus, the assumption
concerning the influence of the acquired compound-rich German,
which would be expressed by the appearance of more compounds in
the Russian speech of bilingual Anna, has not been confirmed. At
the same time, in each corpora, compounds serve as the stems for
derivatives. This is most often observed within diminutivisation, e.g.
samoljot-ik “aeroplane-DIM’ < sam+o+ljot-@ ‘aeroplane’ (Filipp 1,9,
Anna 3;4), os’minoz-ek ‘octopus-DIM’ ¢ os'm/i+nog (lit. eight legs)
‘octopus’ (Anna 4;1).

3.1.3. SUFFIX INVENTORY

In both CS, the inventory of morphemes with which derivatives are
formed is quite wide. More than 40 suffixes (excluding their allo-
morphs) were recorded in Filipp’s speech and about 30 in Anna’s; 21
of the suffixes were used by both children. The vast majority of these
suffixes are productive in the modern Russian language.

Their distribution in patterns is as follows.

1. Suffixes-k, -ik, -ok/ek, -ysk/usk, -onok, -nik, -ess (see examples
presented within the text), -usek: vorob-usek ‘sparrow-DIM’
< vorobej ‘sparrow’ (Filipp 2;3), -c/ic: zerkal-c(e) ‘mirror-
DIM’ <« zerkal(o) ‘mirror’ (Anna 3;10), -ock/eck: mam-ock(a)

> See “early positional salience” in Slobin (1973).
¢ Hereafter the sign “©” will be used for a zero suffix.
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‘mom-DIM’ ¢ mama ‘mom’ (Anna 3;3), -$: xrju-$(a) ‘piggy’
< xrjukat’ ‘to oink’ (Filipp 2;1), -en’k/in’k: za-in’k(a) ‘hare-
DIM’ ¢« zajac ‘hare’ (Filipp 2;6), -nic: bol™nic(a) ‘hospital’
< bol’ ‘pain’ (Anna 3;7), -Cik: cemodan-cik ‘suitcase-DIM’
< Cemodan ‘suitcase’ (Anna 3;10) form derivatives mostly
within the “noun+affix” pattern.

Suffixes -ux, -enij/anij (see examples presented within the
text), -k: zakol-k(a) ‘hairpin ¢« zakolot’ ‘to pin up (hair)’
(Anna 3;10), @: pricep-@ ‘trailer’ < pricepit’ ‘to attach’ (Filipp
2;0) are used within the “verb+affix” pattern.

The suffix -ost* slad-ost(i) ‘sweets’ (Anna 3;4, see above) is
used within the “adjective+affix” pattern.

The most frequent morphemes are suffixes with diminutive

semantics serving diminutivisation (e.g. Savickiené, Dressler 2007):
palcik ‘finger-DIM’ < palec ‘finger’ (Filipp 1;8), jabloc-k(o) ‘apple-
DIM’ « jablok(o) ‘apple’ (Anna 3;0). The number of diminutives
exceeds the number of those which can be covered by the notion of
non-diminutives. In the former, following Academic Russian Gram-

mar (Svedova 2005), we include the nominations of

a)
b)

o

d)

animal babies: utj-onok ‘duscling’ <« utk(a) ‘duck’ (Filipp
2;1), I'vj-onok ‘lion cub’ < lev ‘lion’ (Anna 3;3),

females: zajc-ix(a) ‘hare-FEM’ <« zajac ‘hare’ (Filipp 2;2),
princ-ess(a) ‘princess’ < princ ‘prince’ (Anna 4;0),
singulatives: goros-in(a) ‘(one) pea’ < gorox ‘pea’ (Filipp 2;8),
snez-ink(a) ‘snowflake’ < sneg ‘snow’” (Anna 3;4), as well as
words that are

stylistic (colloquial) modifications (SM): okosk(o) ‘window-
SM’ ¢ okn(o) ‘window’ (Filipp 2;8), kolen-k(a) ‘knee-SM’ «
kolen(o) ‘knee’ (Anna 3;11), interpreted in some papers as
diminutives.

The proportion of diminutives in relation to all nominal deriva-

tives documented in both CS (see Table 5) is comparable (p>0.05).

Nearly two-thirds of the early derivative lemmas and their tokens

consist of diminutives. Their share among all nouns is expectedly
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lower. At the same time, it is exactly the same for both subjects in
terms of the number of tokens (p>0.05).

Table 5. Diminutives (lemma/token)

. .. Diminutives Diminutives
Deriva- Diminu- L.
tives tives among derivatives | among nouns
(%) (%)
Filipp 575/1,168 | 413/840 71.8/71.9 47.2/22.1
Anna 388/902 262/619 67.5/68.6 26.7/22.3

A high proportion of diminutives is an important characteristic of a
particular corpus. It determines the degree of intensity of their usage
by the child and, thus, whether the corpus belongs to the diminu-
tive-rich or diminutive-poor ones. Recent studies have shown that
despite the acquisition of a diminutive-rich language (which Russian
is considered to be, opposite to, for example, German or Estonian),
the speech of Russian children and their caregivers may not reflect
this property. Specifically, the corpus of monolingual Filipp, being
the basis for the current comparison, is diminutive-rich (Kazakovs-
kaya, Argus 2021; Kazakovskaya, Voeikova 2021). Consequently,
the corpus of bilingual Anna having a similar number of diminu-
tives can also be characterised as diminutive-rich. Thereby the high
proportion of diminutives is an essential feature of both CS under
observation.

It is also important to note that the proportion of diminutives
may not always depend on child gender. In particular, in the earlier
studies conducted on different monolingual data it was claimed that
there were more diminutives in girls’ speech than in boys’ (Gleason
et al. 1990; Protassova, Voeikova 2007; Kazakovskaya, Argus 2021).
However, in the speech of bilingual Anna, the percentage of diminu-
tive lemmas in relation to all nouns is lower than in Fillip’s (p<0.001).
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3.1.4. DEVELOPMENT OF THE DERIVATION SYSTEM: WORD-
FORMATION PAIRS, CHAINS AND FAMILIES OF NOMINAL DERIVATIVES

The analysis of the development of connections within nominal
word-formation in both CS revealed the following common trends.
As Table 6 shows, based on the most frequent denominal pattern,
the proportion of derivatives having an appropriate simplex pair (i.e.
paired derivatives) in CS like ded ‘grandfather’ (1;5) > ded-usk(a)
‘grandfather-DIM’ (Filipp 2;1) or pcel(a) ‘bee’ (3;0) > pcel-k(a) ‘bee-
DIM’ (Anna 3;1) is quite high. The paired derivatives approach the
half in Anna’s speech and exceed this figure in Filipp’s (p<0.05).

Table 6. Derivatives and their simplexes
(based on the “noun-+affix” pattern)

Derivatives Simplexes | Simplexes and |Derivatives
All with sim- precede derivatives precede

deriva-| plexes (% derivatives | appear simul- | simplexes

tives | amongall (% among | taneously (% | (% among

derivatives) paired among paired paired

derivatives) | derivatives) |derivatives)
Fillip | 244 | 141(57.8) | 72(51.1) 29 (20.6) 40 (28.4)
Anna | 168 80 (47.6) 36 (45) 19 (23.75) 25(31.25)

In addition, the pairs where a simplex precedes a derivative (as in
both examples above) or appears simultaneously with it-dyr(a) ‘hole’
> dyr-k(a) ‘hole-SM’ (Filipp 1;5), Zivot ‘belly’ > Zivot-ik ‘belly-DIM’
(Anna 3;4)-also make up the majority of paired derivatives in both
CS (p>0.05). The consistent appearance of the derivative and, in gen-
eral, the presence of a ‘simplex — derivative’ pair can be interpreted
as an indicator showing productive rather than lexicalized use of the
derivative by a child. The former also accompanies the acquisition of
derivational morphology at the early stages of language acquisition.

Another important indicator of productivity is the presence of
word-formation chains and families. These chains consist of more
than two single-root words (i.e. more than one pair), e.g. dyr(a) ‘hole’
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> dyr-k(a) ‘hole-SM’ > dyroc-k(a) ‘hole-DIM’. The combination of
chains creates word-formation families, e.g.

koz(a) ‘goat’ > kozlj-onok ‘goatling, goat baby’ > kozlj/onoc-ek
‘goatling-DIM’
> koz-ock(a) ‘goat-DIM’
> kozj-ol ‘goat-MALE’> kozl-ik ‘goat. MALE-DIM’
(Filipp),
kupat’sja ‘to bathe’ > kup-anij(e) ‘bathing’
> kupa-I'nik ‘swimsuit’ (Anna).

In both corpora, more than ten word-formation chains of various
sizes were documented. In most cases, the first acquired constitu-
ents of word-formation families besides diminutives are animal
babies and females:

joz ‘hedgehog’ > joz-ik ‘hedgehog-DIM’

> jez-onok ‘hedgehog baby’

> jez-ix(a) ‘hedgehog-FEM’ (Filipp),
nos ‘nose’ > nos-ik ‘nose-DIM’

> nos+o+rog rhinoceros’ (Anna).

3.1.5. OCCASIONALISTIC NOMINAL DERIVATIVES

Occasionalistic nominal derivatives are equally infrequent in both
CS. Their percentage proportion of the total number of nouns is
very low. At the same time, all occasionalisms documented are built
according to productive models. These are denominal diminutives
in Filipp’s speech, e.g. det-ik*” ‘child-DIM’ < det(i) ‘children’ (1;10),
garmos-isk(a)* ‘accordion-DIM’ « garmon’ ‘accordion’ (2;1) as well
as deverbatives in Anna’s speech, e.g. lep-enij(e)* instead of lep-k(a)
‘modelling’ < lepit’ ‘to mould from plasticine’ (3;9), s¢ita-nij(e)* <
séitat’ ‘to calculate’ (3;8).

7 Hereafter the asterisk “*” will be used for marking children’s occasionalisms.
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A wide look at Anna’s speech production shows that her inflec-
tion innovations are more frequent than word-formation ones.
Erroneous grammar forms most often occur during the formation
of number and case forms, especially in non-declinable (e.g. sal’to
‘somersault’), material (e.g. xleb ‘bread’) or pluralia tantum nouns
(e.g. noznicy ‘scissors’), see more in Gagarina and Reichel (2013).

3.1.6. SEMANTIC DOMAINS OF DERIVATIVES:
FREQUENCY AND EMERGENCE

A comparative analysis of the semantics of nominal derivatives in CS
has revealed, first, the frequency of different semantic categories and,
second, the order of their emergence. In addition to high-frequency
diminutives (see Table 5), the next position in frequency is occupied
by stylistic (colloquial) modifications of nouns (8-6%), as well as des-
ignations of various types of activities and/or their results (6-8%).

The names of instruments, animal babies and different objects
like otkryt-k(a) ‘greeting card’ < otkryt’ ‘to open’ (Filipp 2;2) or sneg/
ov-ik ‘snowman’ < sneg ‘snow’ (Anna 3;4) also have some frequency
(importantly, comparable in both corpora) (6.5-3.5%).

Derivatives denoting females and males, e.g. pet-ux ‘rooster’<
pet’ ‘to sing’ (Anna 4;2), singulatives (see examples above), loca-
tions, e.g. skvorec-nik ‘birdhouse, lit. house for starlings’ < skvorec
‘starling’ (Anna 3;0), agents, e.g. pomosc-nik ‘helper’ < pomosc ‘help’
(Anna 4;0) and abstract notices like nastroj-enije) ‘mood’ < nas-
troit’ ‘to tune’ (Anna 3;6) are equally infrequent (3-0.5%).

The inventory of semantic groups of derivatives also matches so
each child has 12 of them. Almost half of the categories (namely
five, three of which are frequently used by both children) appear in
the same order (see Table 7). In general, the emergence of subjects
and objects precedes that of activities or their results along with the
abstract names. The appearance of less frequent derivatives in CS
and the intensity of enrichment of the derivative repertoire is indi-
vidual (see Section 3.2.4).
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Table 7. Semantic domains in order of emergence (similarities)

Filipp (age) | Anna (age)
Diminutives, stylistic modifications, objects 1;5-1;8 3;0-3;1
Activities/results 2;2-2;5 3;4-3;5
Abstract notions 2;6-2;8 3;6-3;7

The same order in the emergence of the semantic domains repre-
sented by derivatives, as well as their frequency in both CS, may
indicate that semantics is associated more with the cognitive devel-
opment and its mechanisms rather than with purely linguistic ones.

3.2. DIFFERENCES IN THE ACQUISITION OF NOMINAL DERIVATION

Together with the presence of prominent similarities in the acquisi-
tion of nominal derivation in mono- and bilingual situations, some
differences were noted.

3.2.1. NOUN TOKENS

The most obvious differences include the proportion of nouns in CS
(see Table 8). The percentage of noun tokens in the monolingual data
is almost twice as high as in the bilingual data (p<0,001).

Table 8. Noun tokens

All words Nouns Nouns among all words (%)
Filipp 16,486 3,803 231
Anna 21,455 2,771 12.9

However, this finding requires some clarification. As this table
shows, though the number of nouns in Anna’s speech is indeed
lower than in Filipp’s (2,771 vs 3,801), the total number of words in
the bilingual corpus exceeds the corresponding value in the mono-
lingual one.
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Meanwhile, a careful analysis of the dialogue recordings from
each CS shows that this excess is largely due to the peculiarities
of bilingual communication in the early stages. So, Russian and
German are switched or mixed in Anna’s speech, and there occur
hesitation pauses supplemented by various fillers. Also, functional
words along with discourse markers are often used. Such words
and markers are much less evident in Filipp’s speech. Their scarcity,
together with the lack of code switching, reduces the overall length
of the dialogue and thereby increases the proportion of nouns. Thus,
the quantitative discrepancy mentioned above can be associated not
only with the smaller Russian vocabulary of Anna (as expected), but
also with the specifics of adult-child communication in a bilingual
situation.

3.2.2. DERIVATIVE LEMMAS

The next dissimilarity exists in a smaller number of derivative lem-
mas in relation to nouns in Anna’s speech (see Table 2 above). There
are almost 50% fewer of them than in Filipp’s speech (p<0.001).
This result may indicate a smaller size of the bilingual child’s active
vocabulary, on the one hand, and a different speed in the develop-
ment of derivational processes on the other. We connect its slow-
down in the bilingual situation with the simultaneous development
of the derivational relations in German, where a different way of
word-formation (viz. compounding) prevails.

In particular, a higher proportion of verbal derivatives in Anna’s
speech reflects the results obtained in the study of word-formation
based on the data of spontaneous speech of German-speaking chil-
dren aged 1;9 to 3;0 (Schipke, Kauschke 2011). It was found that they
produce more verbal than nominal derivatives and their compounds
are based more on verbs than on nouns. Moreover, the results
showed simultaneous development of compounding and derivation.
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3.2.3. DEVELOPMENT OF NOMINAL DERIVATION

Anna’s speech contains a smaller number of paired derivatives
(p<0.05), that is, those derivatives that have the corresponding simp-
lex in the data (see Table 6). The result may indicate a higher deg-
ree of lexicalization of the derivatives used by her. This is especially
noticeable in the first recordings of her dialogue with her mother.
After 3;6, this trend clearly changes. Almost all derivatives in the
girl’s speech appear after the simplex, e.g. ¢aj ‘tea’ (3;0) > caj-nik ‘tea-
pot’ (3;7), karandas ‘pencil’ (3;1) > karandas-ik ‘pencil-DIM’ (3;11)
or, at least, simultaneously with it, e.g. masin(a) ‘car’ (3;7) > masin-
k(a) ‘car-DIM’ (3;7), poct(a) ‘post office’ (3;7) > poct-aljon ‘postman’
(3;7).

A smaller number of word-formation chains and families were
also documented in Anna’s speech. She has a little more than ten of
them, while Filipp has twice as many. We tend to explain this result
with a lower intensity of the derivational development in a predomi-
nantly affixal Russian language, which is carried out against the bac-
kground of the development of a compound-rich German language.
At the same time, it may seem curious that, on one hand, there is
the small number of Russian compounds mentioned above and, on
the other hand, a high proportion of diminutive lemmas and their
tokens, which are not typical for German. Thus, the typological fea-
tures of Russian in terms of nominal word-formation do not seem
to undergo noticeable changes in contact interaction with German.

Perhaps the influence of the German word-formation system
should be seen in Anna’s production of so-called childish com-
pounds such as mama-kurica ‘mom-hen’ (3;9), kaljaka-maljaka
‘~scribble’ (3;11), as well as in a certain number of reduplications not
documented in Filipp’s speech. We are talking not only about the
conventional doubling of adjectives like bol’S0j-bol’Soj ‘big-big’ (3;0)8,

8 This adjective was documented later with the usual prefix pre-: bol’Soj-pre/bol’soj
(3;7).
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verbs like §la-$la-$la ‘went-went-went’ (3;7), lezu-lezu ‘climb-climb’
(3;11), adverbs like daleko-pre/daleko “far far away’ (3;9), bystro-pre/
bystro ‘quickly-very quickly’ (3;10), bol’no-bol’no-bol’no ‘hurt-hurt-
hurt’ (4;0) or even onomatopoeias from baby talk like bum-bum
‘boom-boom’ (3;3) or njam-njam ‘yum-yum’ (3;8), which are used
to indicate the intensification and/or duration of some attribute or
action, but about the repetition of nouns. And if the context of the
earliest reduplication ryby-ryby ‘fishes-fishes’ (3;3) does not have
an unambiguous interpretation, the later ones indicate that Anna
attempted to strengthen the corresponding semantics with the help
of repetition. To illustrate, the girl said mjac-mjac¢ ‘ball-ball’ (3;7)
at the moment when she rolled out plasticine and wanted to make
a very big ball out of it. Or she said mizinec-mizinec ‘pinky-pinky’
(3;10) in the conversation with her mother, remembering what the
smallest finger on her hand is called in Russian. In the first instance,
this reduplication can be related with the development of augmenta-
tive semantics, and in the second one, with a diminutive one.

3.2.4. SEMANTIC DIFFERENCES

Finally, characterising the features of the semantic development of
derivatives, the intensity of the process with which this occurs in
a bilingual child should be noted. So, in Filipp’s speech all seman-
tic domains appeared sequentially during 16 months, whereas in
Anna’s speech this process was carried out twice as fast. And whe-
reas Filipp’s earlier derivatives turned out to be denominal ones (viz.
quite simple diminutives and animal babies), Anna’s speech consis-
ted of more complex domains, such as locatives and instruments.
The former are built on a less frequent and more complex deverbal
pattern. Moreover, as mentioned, according to this pattern all of
Anna’s occasionalisms were created. This finding can be associated
with her higher level of cognitive development as a child acquiring
two language systems, and to some extent with her age.
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4. Concluding remarks

Despite the fact that these results have the status of a case study to
date, there undoubtedly are more similarities than differences in the
acquisition of nominal derivation in mono- and bilingualism. Simi-
lar conclusions were made when describing the acquisition of spatial
prepositions by Anna compared to the monolingual Russian-spea-
king girl Toma (Jakovleva 2016).

Meanwhile, the quantitative analysis of different facets of nomi-
nal word-formation-from the number of lemmas to the inventory of
suffixes—indicates that bilingual Anna is somewhat lagging behind
monolingual Filipp in this component of system-language compe-
tence. In general, this confirms the well-known trend that, on the
one hand, there is the superiority of bilinguals in “cumulative” lan-
guage development (and, according to the recent evidence, cogni-
tive), but on the other hand, they lag behind monolingual peers in
each of their languages (Biatystok 2009; Miller et al. 2018 among
others). Our results are consistent with those studies that point to
the cognitive advantages of bilinguals. However, there is also cont-
rary evidence (Nicoladis 2018). The question of why the results in
the cognitive domain are different remains unanswered.

The specific research question of the present study was to examine
how a building block model of complexity (Dziubalska-Kotaczyk
2014; Zurek 1990) can be applied to the emergence of nominal deri-
vatives in the course of development of a bilingual child. Accor-
ding to this model, a child should start with simple stems and the
derivational complexity should increase during development. That
is, children should start to use derived nouns only after they have
already acquired the corresponding simplexes. Our study showed
that despite the different proportion of nominal derivatives in rela-
tion to all nouns (Table 2), in terms of new derivative lemmas, the
proportion of paired derivatives in the speech of both subjects was
equally high (p<0,05) and derivatives with the preceding simplex
were quite frequent (Table 6). The analysis of word-formation chains
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and the general sequence in the appearance of derivatives indica-
ted that in most instances suffixes were first used with non-derived
stems (or roots), after which they were attached to different deri-
ved stems, derivatives and compounds, including synthetic ones.
Particularly, both subjects under observation, first, use suffixes
(mainly diminutive and stylistic ones) with simplexes like dyr-k(a)
‘hole-SM’ (Filipp 1;5), det-k(i) ‘children-DIM’ (Anna 3;9) and then
with derivatives grib/oc-ek ‘mushroom-DIM-DIM’ (Filipp 1;8), det/
isk(i) ‘children-DIM’ (Anna 4;2). After that both children began to
produce compounds: magnit+o+fon ‘tape recorder’ (Filipp 1;11),
nose+o+horn ‘rhinoceros’ (Anna 3;8). However, in Filipp’s speech,
compounding was accompanied by suffixation, including the zero
one like sam+o+ljot-@ “aeroplane’ slightly later (at 2;0), whereas in
Anna’s speech, different types of compounds appeared during one
recording session and much later (at 3;8). This circumstance, as the
fact that some nouns appear in CS as derivatives (and without simp-
lexes documented to the end of observations), does not allow us to
confirm completely a building block model of complexity in early
bilingualism. This hypothesis was also confirmed only partially on
the monolingual data of Russian and Estonian (Argus, Kazakovs-
kaya 2018: 34-35).

The following briefly outlined main prospects conclude the pre-
sent Russian-German investigation. One of the objectives, in addi-
tion to increasing the data analysed, was the study of adjective and
verb derivatives in a bilingual situation, which has been conducted
so far only for Russian L1 (Kazakovskaya, Voeikova 2021). The next
important aim is to analyse the child-directed speech, that is, the lin-
guistic input children receive. We plan to study the following prob-
lems: firstly, the influence of input on the development of a child’s
language system; secondly, the mechanisms involved in this process,
specifically fine-tuning (Snow 1995); and thirdly, the peculiarities
of caregiver communicative strategies with mono-, bi- and plurilin-
gual children, see the initial experience of analysing Russian-Italian-
Norwegian trilingualism in Kazakovskaya and Khacaturjan (2015).
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Of particular interest is the reactive tactics of caregivers towards
children’s code mixing or switching, as well as children’s errors, the
study of which has been actively conducted in recent decades (e.g.
Lanza 2001; Kilani-Schoch et al. 2009; Kazakovskaya 2021).
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ABBREVIATIONS

CS - child speech

CDS - child-directed speech (input)
DIM - diminutive

INTEREF - interfix

MLU - mean length of utterance

L1 - first language acquisition

SM - stylistic modification
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THE INSERTION OF PERSON REFERENCES
MOTIVATED BY PRAGMATIC DIFFERENCES IN
ESTONIAN-ENGLISH-JAPANESE FACEBOOK
COMMUNICATION

Geidi Kilp

Tallinn University

Abstract.! Sociopragmatic differences have been examined between many
languages and cultures, including English and Japanese. However, Esto-
nian and Japanese have yet to be compared, and thus this data of Estonian-
English-Japanese communication on Facebook offers a look at a type of
code-switching that is caused by the sociopragmatic differences between
Estonian and Japanese - i.e. the insertion of person references from Japa-
nese to Estonian and English utterances by native Estonians.

I am using the Estonian-English-Japanese Facebook communication
dataset from Kilp (2021) with new added conversations. The data consist of
synchronous private Facebook messages between 2015 and 2021: a total of
7 informants, 50 conversations and 14,681 tokens. A usage-based approach
and a qualitative analysis are applied to the data from individual infor-
mants and particular cases.

These data show that a perception of pragmatic differences causes
the insertions of the Japanese person references, senpai ‘senior’ and sensei
‘teacher’, in various forms (affixed to the name, replacing the name, elon-
gated, capitalised, in the Latin alphabet, in Japanese script) in Estonian
and English utterances, while factors such as vertical hierarchy, horizontal
solidarity and (situational) salience play an important role in facilitating
insertion.

! The author(s) disclosed receipt of the following financial support for the
research, authorship, and/or publication of this article: This research was funded by
the Estonian Ministry of Education and Research grant “Data and corpora of Estonian
children and youth multilingual communication” [grant number EKKD33].
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|. Introduction

There have been no previous contact linguistic studies (to the best
of my knowledge) that have compared the sociopragmatic aspects
of Estonian and Japanese languages and/or cultures. Nor has an
analysis of code-switching between Estonian and Japanese been
done regarding person references or deixis, or from the perspec-
tive of pragmatics (except briefly in Kilp 2021). This set of data of
Estonian-English-Japanese Facebook communication includes sev-
eral cases of person references that have been inserted from Japa-
nese into Estonian or English utterances due to sociopragmatic dif-
ferences between the languages and cultures. Therefore, along with
input from the informants through a semi-structured interview, this
study offers an in-depth view into this phenomenon.

There are different terms used to describe person references.
Irgens (2017) uses the term person deixis, which can also be called
personal deixis (e.g. Marchello-Nizia 2006), and which is often used
to refer to personal pronouns, specifically. Following Irgens’s defini-
tion (while using the broader term person references), person refer-
ences are considered here as any linguistic references to discourse
participant roles, including “expressions referring to the speaker,
listener and to other persons, who may or may not be present in the
discourse situation” (2017: v). A distinction will be made between
the vocative second person (honorific or descriptive) and third per-
son (descriptive) usage of person references (see Section 4).

Person references may manifest in various ways across languages
(Irgens 2017: v). Japanese language and culture have been com-
pared to English, for example, from a sociopragmatic perspective
(Irgens 2017), Estonian has been compared to, for example, Swedish
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(Keevallik 2012), and the three languages, Estonian, English and
Japanese, have been examined separately or in other combinations
as well (e.g. Stivers et al. 2007, Schegloft 2008, Takahara 1992). This
study will use information from prior research about the socioprag-
matic aspects of person references in Estonian, English and Japa-
nese for the analysis of the instances present in this set of data of
Estonian-English-Japanese communication (Sections 2.2 and 4).

The approach in this study is usage-based (see Backus 2015; Ver-
schik 2019; Zenner et al. 2019), applies a cognitive point of view to
contact-induced change and is holistic in nature. I use a bottom-up
approach with the focus that language change starts in the mind
of the speaker (Weinreich 1953: 71), while a qualitative analysis is
needed to examine the reasons behind individual cases, as they are
highly variable and not evenly distributed among all informants (see
Section 5.1).

This paper begins with an overview of the theoretical back-
ground and methodology (2), including the background of the study
of person references and pragmatic differences (2.1), the socioprag-
matic aspects of person references in the Estonian, English and Japa-
nese languages and cultures (2.2), the usage-based approach and a
description of the semi-structured interview (2.3). Then follows an
explanation of the data and informants (3), examining the nature
of the data of Estonian-English-Japanese Facebook communica-
tion that has been used for the qualitative analysis (3.1), aspects of
computer-mediated communication (3.2), along with characteristics
of its informants (3.3) and their input (3.4). The analysis (4) is sec-
tioned according to the types of insertions and divided into second
person (4.2) and third person (4.3). Individual cases are analysed
along with the conversational backgrounds. The perceptions of the
informants are analysed separately (4.1). The discussion section (5)
covers the limitations of this study and its data (5.1) and the notion
of grammatical correctness (5.2), and outlines some possible future
research directions (5.3). Finally, conclusions are drawn from the
findings.
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2. Theoretical background and methodology

2.1. THE THEORETICAL APPROACH

Person references or deictics have been studied from varying points
of view, including in the cases of Estonian, English, and Japanese.
For example, Irgens (2017) uses a contrastive approach regarding
person deixis (between Japanese and English); Pajusalu (2009) offers
a typological overview of pronouns and reference in Estonian (giv-
ing choice-influencing categories); Stivers et al. (2007) offer a com-
prehensive cross-cultural overview of person reference in natural
conversation (looking at different languages and cultures); Howell
(2007) focuses on the use of sociolinguistic and pragmatic resources
in the English subtitling of character voice (in Japanese anima-
tions); Keevallik (2012) looks at the pragmatics of Estonian heritage
speakers in Sweden (specifically pragmatic interference and polite-
ness). The cases of senpai ‘senior’ and sensei ‘teacher’, influenced by
pragmatic differences, have also been briefly analysed in Kilp (2021,
therein pragmatic gaps according to Verschik 2010) along with vari-
ous other factors that contribute to insertion (therein code-copying
according to Johanson 2002).

As the perception of sociopragmatic differences is subjective,
rather than focusing on structural or ‘objective’ differences between
Estonian, English and Japanese, this work focuses on the cogni-
tive reasons behind the insertion of Japanese person references and
the perceptions and aims of the informants, applying a cognitive
approach to contact-induced change and utilising semi-structured
interviews (see Sections 2.3 and 4.1). Even if there is a difference (e.g.
between referencing in Estonian and Japanese, see Section 2.2.), if
the user does not (consciously or subconsciously) notice it, it does
not affect their usage directly. Vice versa, even if there is no ‘objec-
tive’ difference between the languages regarding a certain aspect,
but the user perceives there to be a difference, it may affect their
usage and perhaps cause them to compensate for the difference in
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some manner (e.g. cause insertions, such as in this data). The specific
cases will be analysed in depth in Section 4.

2.2. THE SOCIOPRAGMATICS OF PERSON REFERENCES
IN ESTONIAN, ENGLISH AND JAPANESE

Various studies have noted sociopragmatic differences between
Japanese and English in general (e.g. Howell 2007: 292), and also in
regard to deixis (Irgens 2017: v-vi). Irgens argues that person deixis
is less grammaticalized in Japanese than in English based on the
fact that nominal ellipsis is widespread in Japanese (2017: v). English
has verbal agreement inflection (Irgens 2017: v), as does Estonian
(Pajusalu 2009). In Japanese, however, person deixis is “primarily
lexically manifested in the form of “person nouns”, whose meanings
vary according to different social variables” (Irgens 2017: v), and
there is no verbal agreement. This means that situations where the
person being referred to can only be inferred from the context and/
or previous utterances are relatively common.

Regarding personal pronouns in second person, specifically,
there are unmarked second person singular and/or plural pronouns
in Estonian and English, while no generic second person pronoun
has developed in Japanese (Takahara 1992: 119). The Estonian sina
‘you' (informal, singular), Sina ’you’ (polite, singular), teie ‘you’
(informal, plural), and Teie ‘you’ (polite, singular or plural) differen-
tiate between number (singular and plural) and register (informal or
polite) (see e.g. Pajusalu 2009, Pajusalu et al. 2010). In standard Eng-
lish, you is used for both singular and plural, and there is no distinc-
tion of politeness. However, “no generic second person pronoun has
developed in Japanese”, and all of them “are marked for social status,
gender, age differences as well as relative intimacy to the speaker”
(Takahara 1992: 119). For example, anata ‘you’, commonly used as
the second person equivalent in teaching Japanese as a foreign lan-
guage (e.g. in the series of textbooks entitled Minna no Nihongo,
which the informants in this data were also taught), is rarely used by
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native Japanese speakers nowadays; it is used mostly between strang-
ers, where the hierarchical differentiation is not known, in adver-
tisements that are directed towards a wider audience, or by wives to
address their husbands (Kaiser et al. 2013: 140-141).

In Japanese it is more common to use the person’s (sur)name voc-
atively and most often with an honorific suffix or title (Howell 2007:
294), such as Tanaka-sensei ‘teacher Tanaka’, which is “equivalent to
you in English” (Yui 2012: 62), although grammatically it is in third
person. In this data, similarly, senpai ‘senior’ and sensei ‘teacher’ are
used as direct addresses, although the suffix or title is mainly used
to replace the name and sometimes together with the given name
(in Japanese, honorific usage would require the surname).

There are also differences between first person pronouns (or
in the case of Japanese, person nouns), but as none of those were
inserted in this data, they will not be focused on.

2.3. THE METHODOLOGICAL APPROACH

The focus of this study is on individuals and their language use as
“language change ultimately goes back to individual instances of
language use” (see Zenner et al. 2019: 9). Furthermore, a qualita-
tive approach is needed to examine the implications in individual
cases as the elements that are presented in this study are not used
by all informants and are used to varying degrees depending on the
co-speaker (solidarity) and language ability, among other factors.
It is not possible to apply statistical or diachronic methods as the
amount of data is not extensive enough and this type of communi-
cation is a relatively new phenomenon largely brought about by the
globalisation of Japanese media, as well as the growth of Facebook
as a conversational medium.

As these insertions of person references from Japanese are,
except for one humorous usage by Informant E, present in the usage
of only two informants out of 7 (i.e. informants A and B), in addi-
tion to a conversational (and situational) analysis of the cases, two
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semi-structured interviews were also conducted. It should be noted
that my own conversations are part of the data (I am Informant
A), and I interviewed Informant B, who showed consistent usage
of senpai ’senior’ towards myself (Section 4.2). Although there was
another conversation pair with the senior-junior distinction (A and
G), there was no usage of senpai, and thus the interviews can show
why it is present in the repertoire of Informant B. The interviews are
analysed in Section 4.1.

3. Data and informants

3.1. DATA OF ESTONIAN-ENGLISH-JAPANESE COMMUNICATION

This data is based on the data used in Kilp (2021), with new added
conversations. The data consists of synchronous private messages
on Facebook between the years of 2015 and 2021, with a total of
14,681 tokens. There are seven informants, seven conversation pairs
between them, and a total of 50 conversations. In some cases it may
be difficult to establish a base language (which can be Estonian but
also English or Japanese), but this was not the goal of my research. In
trilingual communication, certain social, cultural and psychologi-
cal factors may assume high significance (Hoffmann 2001: 2), and
thus cultural and personal backgrounds are also analysed. The data
is not strictly trilingual, however, as some cases also include other
languages, namely German, Russian, Spanish and French.

3.2. COMPUTER-MEDIATED COMMUNICATION

As the data is computer-mediated and involves languages that use
different writing systems, we see some cases involving digraphia, i.e.
the coexistence of the Latin alphabet and the Japanese writing system
(see Kilp 2021: 184). Some sentences in Facebook communication
are also very short and may be syntactically incomplete or ungram-
matical; therefore, it is sometimes difficult to determine the borders
of individual sentences (similar to spoken language). Participants in

221




222

Geidi Kilp

computer-mediated communication also inhibit higher awareness
than during speech on the level that they can correct their errors
(such as spelling) (Dorleijn 2016: 11), although errors (and misun-
derstandings) do still occur.

Cases using the Japanese writing system have been transliter-
ated in [square brackets] for clarity as square brackets are very
rarely used in Facebook conversations otherwise. Line changes have
been marked with two forward slashes //, as line changes can occur
within an utterance and often replace both inter-sentential and
intra-sentential punctuation. Some names and emoticons have also
been marked with square brackets.

3.3. INFORMANTS

The informants in this data are coded as letters A to G (referred
to here as Informant A, for example). All of them are native Esto-
nian speakers while one of them grew up as an Estonian-Russian
bilingual (but has attended Estonian-speaking schools). They were
between 18 and 29 years of age at the times of the conversations.
Personal characteristics have been coded in the data, such as names
or nicknames (marked as [name]).

Most of the informants had studied or were studying Japanese lan-
guage and culture at Tallinn University at the times of the conversa-
tions. There is one informant who has never studied Japanese but has
had extensive enough contact with both Japanese language and cul-
ture to understand many everyday words and phrases and uses Japa-
nese in communication daily (Informant E). It seems that the more
extensive the contact with a language (such as Japanese), the higher
the chance is for the user to start to feel pragmatic differences when
using other languages, although usage often cannot be explained by
the extent of contact and language ability alone. For example, Infor-
mant B uses honorifics very often when addressing Informant A in
Estonian or English, while other informants rarely use any honorifics
(despite having similar levels of language ability and similar input).
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3.4. INPUT FROM JAPANESE

As almost all of the informants in this data have studied the Japa-
nese language and culture at Tallinn University (except Informant
E, who has never studied Japanese), a certain amount of their input
is from language courses at the university. Tallinn University offers
Japanese language courses from Al level to C1 level (according to
CEFR levels), and in addition also classical Japanese and practical
translation courses (from Japanese to Estonian, e.g. classical liter-
ature). At university, students are generally taught standard Japa-
nese in polite style (teinei-tai, also polite expressions and honorific
suffixes) and at higher levels also polite speech (keigo, divided into
humble and deferential speech), while colloquial usage, slang and
dialects are generally not taught (with the exception of certain verb
forms).

All of the informants also have contact with Japanese media,
such as animations, movies, TV drama series, manga (]apanese
comics) and music, to varying degrees. Media enables them to
encounter colloquial language and dialects, which are generally
not taught in schools. There may also be slang and jargon, and
also ungrammatical and unconventional usage, depending on the
particular series. Standard Japanese (which is based on Kanto dia-
lect) is used most commonly, but Kansai and Kyasha dialects are
also popular in media representing characters that are from those
regions. Some informants also have Japanese friends (e.g. exchange
students), although not too many native Japanese are permanently
living in Estonia. Some of the informants have also visited Japan.

4. Insertion of person references in Estonian-
English-Japanese Facebook conversations

As the intentions behind the cases of insertion of person references
are important, this section will start with the semi-structured inter-
views with Informant B, wherein their reasons for using senpai and
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sensei are discussed, along with their perceptions of the underlying
meanings and attitudes. Then follow analyses of particular cases,
divided between usage in second person (honorific or descriptive),
and usage in third person (descriptive). The numbers of occurrences
are provided in Section 5.1.

4.1. PERCEPTION OF THE INFORMANTS

In the two semi-structured interviews (conducted in January and
March, 2022, in Facebook Messenger), Informant A (who is also
the author and interviewer) and Informant B discussed the usage
of senpai and sensei in their conversations. Informant B was asked
specific questions, and the viewpoint of Informant A (the author/
interviewer) will be provided alongside the questions.

The languages in the interview were mainly Estonian and Eng-
lish, and thus the Estonian text has been translated to English,
indicated with [square brackets]. The only Japanese elements used
in the interviews were the related terms of person references. No
comments were made on the languages used in the interviews, and
no restrictions were given, either. Only the relevant questions and
answers are shown here, while some irrelevant parts (e.g greetings,
agreements, other topics) have been omitted.

Question 1: “[Where did the idea come from to call me senpai? If you
know.]”

Informant B (towards Informant A/author/interviewer):
“[I don’t remember for certain anymore, but it felt natural], cuz
you were a year above me in uni so you were a literal senpai
[I don’t remember if it was before going to Japan or after] ¥ but
it felt like you know so much more about Japanese but also kind
of about life? And I guess having seen the whole senpai concept
in Japanese culture/media it felt natural but also cool to bring it
into our communication. It was definitely a in the moment idea/
thought flash that just stuck with usage not really something I
consciously planned/though of. Does that make sense? ()"
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From this answer, it can be seen that Informant B did not consciously
decide to use senpai, but it came naturally as they felt a connection
to native Japanese usage (situational salience) and the (hierarchical)
similarity in their relationship with Informant A (a year above me
and literal senpai). The discussion of whether they should use senpai
or sensei is seen in Examples 2a and 2b (March 2016, see Section
4.2), while they had already used senpai in several cases before that
(throughout 2015), without any specific discussions about the usage.
As there were many different instances of senpai in Informant B’s
usage, in various forms, I asked a follow-up question. As the ques-
tion was longer and with clarifications, here is a condensed version:

Question 2: T asked Informant B about the different forms that senpai
can be used in (towards myself), naming senpai, Geidi-senpai, sen-
pai Geidi, and also elongation and capitalization, and asked if they
sense any difference, or whether they intended the meaning or
attitude to be different (e.g. in politeness) depending on the choice
of the particular form.

Informant B:

“[I wouldn’t say there is a difference in the thought/meaning.] I
naturally try to bend the language and change it up, so it would
stay fun and interesting, at least I think so (haven’t given it a
thought before), although the intention sometimes is to sound
more formal indeed, to show appreciation maybe too. [But I don’t

remember specifically anymore]” [...]

As a comment, at the start of these conversations, I (Informant A)
was not aware of the form distinctions, either, and I had no concept
for honorific and descriptive referencing. I knew what honorifics
(titles and suffixes) were in general terms, but I certainly did not
discern any differences in politeness depending on whether senpai
was used alone, or before or after my (sur)name. I did, of course,
sense a difference in attitude or meaning from other factors, such as
that elongation and/or all capital letters may infer a higher degree of
emotion, such as excitement, whining or exasperation.
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As can be seen from the answers, the forms are not something
that Informant B has considered. Nor was Informant A (who senpai
was used towards) aware of them at the time of the related conver-
sations (starting from 2015). Thus, there is certainly no conscious
separation between descriptive and honorific forms within these
conversations, nor the knowledge that the grammatical honorific
form in the case of senpai is surname+suffix (not the given name,
and not as a prefix), and thus grammatical correctness will not be
the main focus in the analysis (see Section 5.2). It is also evident
that Informant B does use senpai to signal appreciation and to sound
formal, but this is not the case in every instance of its usage.

4.2. USAGE IN SECOND PERSON

As mentioned, the person references used in this data are senpai
‘senior’ and sensei ‘teacher’. Senpai and sensei are conventionally
used as honorific suffixes (following the surname), while they may
also be used instead of the name (both in descriptive and honorific
usage). Senpai is very common in this data in the use of Informant B
in reference to Informant A, although it is not seen in other conver-
sation pairs. This may be because in most of the other conversation
pairs the informants are of relatively equal hierarchical status, e.g.
the same year of studies in the case of informants A, C and F, and
informants B and D, respectively (while informant E had no formal
education in Japanese, and thus no such context). Sensei is used in
writing only by three informants (see Section 5.1), mostly in meta-
linguistic contexts, and only in two cases in reference to a fellow
student (Informant B towards Informant A, Example 2a). Sensei is
more commonly used in speech than in writing, most often in class-
room environments. No other types of Japanese honorifics or titles
are seen in this particular set of data (including cases other than
insertion) although many more exist.

Example (1) shows different instances of the usage of senpai
‘senior’ (also ‘upperclassman’, a person ahead of you, e.g. in the
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same career, sport, hobby or field of studies, as opposed to kouhai
‘junior’), inserted from Japanese. This person reference occurs in
both Estonian and English utterances (used on 24 occasions). It can
be seen as a replacement for the other person’s (given) name (see
Examples 1a, 1c and 1d), or also before it (see Example 1b), some-
times in capitalization (1b), in some cases with elongations (1c), and
in some cases also in Japanese script (1d). Senpai is not seen suffixed
to the name in this data.

(1a) B: Sai viga palju abi;__; thank you senpai’
T got a lot of help’ [teary eyes smiley] ‘thank you senior’ [heart
emoji]

(1b) B: PALJU ONNE SUNNIPAEVAKS KALLIS SENPAI [GIVEN

‘happy birthday dear senpai [given name] ‘T wish you all the best’
[heart emoji]

(1c) B: Aitih kallis senpail!! // Senpaaaaaaaaaaaai, how are you?
‘thank you dear senpai’ [heart eyes emojis] // ‘senpai, how are
you?’

(1d) Aitih J£2ZEN! Year 22 here I come!

‘thank you [senpai] ‘year 22 here I come’

It can be inferred that Informant B senses a pragmatic difference,
understanding that the honorific senpai is prevalent in usage in
Japan(ese) when referring to someone who has more experience and/
or knowledge in a field the speaker is also involved in, as they have
also stated in the interview (Question 1, 4.1), while no equivalent
distinction exists in Estonia(n). There do exist words for senior and
upperclassman in both English and Estonian (seenior ‘senior’, vanem
kolleeg ‘older colleague’); however, they are not used in this data,
perhaps, because they are not used in similar contexts in Estonian or
English and do not denote this type of hierarchical (and generally)
respectful attitude.

Generally the senpai would also be older, although in the con-
text of hobbies, such as sports, it may not always be the case. In
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this case, Informant A is two years older than informant B and two
years ahead in studies (they mistakenly stated a year above in the
interview), which matches the Japanese distinction of senpai-kouhai
(seniors vs juniors) as Informant B themselves has noted (you were
a literal senpai).

The conversation can be seen here in consecutive Examples 2a
and 2b (although 2b is third person) from February 2016, where
Informant B first asked Informant A about the appropriate way they
should address them. This came up in a conversation where Infor-
mant B had referred to Informant A as sensei ‘teacher’ while speak-
ing in Japanese, and Informant A had been surprised by that usage
(seen in Example 2a). Informant B then proceeded to explain that
they do not like choosing and asked Informant A to decide between
sensei ‘teacher’ and senpai ‘senior’ (seen in example 2b; although
using an imperative request ~te kudasai, which should technically
be used by someone hierarchically higher, not lower). In this case,
the one who is referred to as sensei is not an actual teacher but a for-
mer student of Asian Studies by that time. Following a metalinguis-
tic discussion on how to say ‘what do you think?’ in Japanese, Infor-
mant B says [...] arigatou sensei ‘thank you teacher’ (see Example 2a)
as it was common for Informant B to ask for advice from Informant
A regarding grammar, etc. They had been referring to Informant A
as senpai before this incident, as well.

(2a) B: [ELN, YU ET, HYUMNESSELE [hai, wakarimasu, arigatou
sensei]
“Yes, I understand, thank you teacher’
A: FtHE>TH3 xD [sensei tte ne]
“teacher, huh?’ [smiley]

(2b) B: FAIFRDDHZEMNFEL o HYFEBAND... FEE/SRZETRD
TLIZELN
[watashi wa kimeru koto ga suki ja arimasen kara... sensei/senpai
wa kimete kudasai]

‘T don’t like deciding, so... please choose sensei/senpai’
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A:>-<// KL% &H. FEE TV [njaa, senpai de ii kana] // IE
RITFEE L OTELDNG [seishiki ni sensei ja nai kara] |[...]

[smiley] // ‘well then, I guess I'll go with senpai’ // ‘as I'm not offi-
cially a teacher’

There was one other instance (Example 3) where Informant B
addressed Informant A as sensei 'teacher’, in which case there were
no comments about this usage. It can be seen that this is an instance
of asking for advice regarding grammar, which may have prompted
the usage of sensei.

(3) B:sensei // how do I say // I like Japan more than before” in japa-
nese?
‘teacher’ // how do I say // I like Japan more than before” in japa-
nese?’
A: BI& Y BARDFE(ZIE>T= [mae yori nihon ga suki ni natta] //
?// i think

"T've come to like Japan more than before // ? // i think’

While in Estonia, for example, it is relatively common to agree upon
whether to use polite you (sina ‘you’, second person singular, or Teie,
second person plural, polite form) or not, depending on familiar-
ity and preference, and also institutional culture, in Japan it is not
common to ask as the usage of honorifics (and registers) is generally
inferred based on objective hierarchies and their adequate assess-
ment. It also depends on factors such as the situation (formal or
informal) and emotional distance, which may change, and thus the
usage of honorifics, and also polite grammatical style, can vary and
change over time. Variation can also be seen in the case of infor-
mants A and B, although senpai is much more prevalent than sensei
(see Table 1 in Section 5.1).
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4.3. USAGE IN THIRD PERSON

The next case, Example (4) of sensei ‘teacher’ used by Informant A, is
an instance of descriptive usage. It is used in third person to describe
a language teacher at the university (of Japanese nationality), likely
following the Japanese tradition of referring to teachers using this
honorific (which they are also instructed to do in class), although
it is used towards Japanese language teachers of Estonian national-
ity, as well. In speech it is seen both in usage directly with teachers
(as honorific usage) and when talking about teachers without them
being present (descriptive usage). As mentioned in 4.1, Informant A
was not aware of the difference between honorific and descriptive
usage at the time.

(4) A: sensei kiisis kumb on suurem, kas EX7%: [kyodai na] voi min-
gine teine mida ma ei mdleta
‘teacher asked which was bigger, gigantic or some other one that

I don’t remember’

In addition to referencing people known to the informants, there are
also cases of metalinguistic discussions, such as in Example (5). This
example is in reference to a character in the Naruto series, specifi-
cally talking about how in the animated version his name is spelled in
two ways, depending on the translator. In Japanese script, the spelling
follows the pronunciation (Maito Gai in katakana; <4 b = 731),
while there are two Latinized versions (Might Guy or Maito Gai).

(5) A:seda on tegelt suht palju // et nimesid kuuldakse valesti // ka see
vahe nt kas on gai-sensei voi guy-sensei [...]
‘there’s quite a lot of this, actually // that names are heard wrong /
also if it’s gai-sensei or guy-sensei etc’ [...]
[..]
B: [...] Ma olen seda Guy sensei asja ndinud, aga vist kuidagi ei
registreerinud. [...]
’T have seen this Guy sensei thing, but I guess I haven’t registered
it [..]
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There is also one anecdotal case (Example 6), where Informant A
had been memorising politics-related vocabulary for work purposes.
In this case, Informant E, who has never studied Japanese and has
no knowledge of this type of vocabulary, suggests using prime-sen-
sei, literally prime teacher’, instead of the Japanese word souridaijin
‘prime minister’. As such a word is not something that could be used
with native Japanese, it can be inferred to be humorous.

(6) A:souridaijin // souridaijin souridaijin
’prime minister’ // ’prime minister prime minister’
[..]
A: prime minister xD
E: prime-sensei
’prime-teacher’
A: lol
"laughing out loud’

While sensei is more often used by students in spoken language,
especially vocatively, and there are not many cases of it in this data,
it is still used in different forms (both as a replacement for the name
and as a suffix). The opposite order (sensei + name; prefixed), like
in the case of senpai, is not seen in this data (which would also be
ungrammatical).

5. Discussion

5.1. THE LIMITATIONS OF THE DATA

As this data included only seven informants and a specific situa-
tion (friendly, informal), one of the terms (senpai ‘upperclassman’)
was only used by one informant (Informant B) and by one other
informant in a metalinguistic context (Informant A). If more data
were available, it might be possible to see senpai in usage by other
people and in other settings. However, Informant B used the term
senpai very consistently (in 24 occasions within 14 conversations,
see Table 1 below). A metalinguistic conversation about the usage of
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the term is also available in this data. They have also provided their
reasons for wanting to use senpai towards Informant A during the
semi-structured interviews (4.1), and thus we are able to look at their
personal motivation and their own perception.

Table 1. Second (2P) and third person (3P) usages of sensei
and senpai

A B C D E F G
Sensei 2P - 2 - - - - -
1 refe-
. rence, 2 meta- 1
Sensei 3P 2 meta- ling. - " | (humour) N N
ling.
8
Senpai 2P - Upscrip) | _ - - - -
15
(Latin)
Senpai 3P 3 rpeta— 1 gleta- _ _ B _ _
ling. ling.

Additionally, the term sensei ‘teacher’ was mostly used descriptively
(3P) as these conversations are between friends, and not between
‘teachers and students’. If, for example, classroom (spoken) usage
or conversations with natives were observed, honorific usage could
be seen, as well. However, within lessons it is generally encouraged
to speak in monolingual Japanese, not mixing it with Estonian, for
example, and thus insertion may not be very common, depending
on the particular students (and the amount of moderation by their
teacher).

On another note, usage of senpai deviates grammatically and
does not comply with traditional Japanese register norms (and
is technically not classifiable as honorific usage even though it is
intended to be appreciative and formal by Informant B, among other
factors). As Informant B, who used senpai frequently, does not feel
a difference between the different forms, they themselves did not
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differentiate between descriptive and honorific usage (see Section
4.1), and thus a binary distinction between the forms may not be
applicable in this case (at least regarding the intention), and thus
distinctions were made mainly between usage in second person and
third person (vocative or not, respectively).

5.2. GRAMMATICAL CORRECTNESS

The instances in this data are not always used conventionally, at least
in an honorific sense. Honorific usage requires the use of the sur-
name, not the given name, or just the honorific alone. It is uncom-
mon to use the person’s surname vocatively in Estonian, and the use
of the given name is preferred, which may have influenced the name
choice. The honorific should also follow the name and cannot be
used as a prefix. In honorific usage elongation is not socioculturally
appropriate as honorifics are generally supposed to denote respect.
The usages of emojis, exclamation marks and capitalizations also
indicate that the usage is not conventionally respectful but rather
follows the style of playful usage often seen in media. As seen from
the interviews (see Section 4.1), Informant B is not aware of these
factors, and according to their own perception, there was no difter-
ence in intention or meaning depending on the form that senpai was
used in. Although their perception is different from native Japanese,
this does not inhibit insertion as this is a safe environment, where
linguistic play is common and where grammatical and cultural cor-
rectness is not inherently important.

5.3. POSSIBLE FURTHER RESEARCH

There are many possible future research directions, including a more
general analysis that includes person deixis in this type of multi-
lingual communication in general, not just the cases where they
occur as insertions from Japanese (focusing, for example, on how
Estonians use the terms when speaking in Japanese in comparison
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with native speakers and whether they use terms that are socioprag-
matically appropriate in Estonian but not in Japanese, such as anata
‘you’). Another option would be to look at the pragmatic differences
from other angles, like has been done in the case of Estonian and
Swedish (Keevallik 2006, 2012), for example, regarding greeting and
farewell sequences, where there are certainly differences between
Estonian and Japanese, as well. There are also further differences
in expressing attitudes and emotion more generally, including phe-
nomena such as language play and humour (also noted by Dezi
2022, about Russian and Italian), as well as (sentence-final) particles
(see e.g. Estigarribia 2021, about Paraguayan Spanish) and others.

Conclusions

The aim of this work was to examine which person references are
inserted from Japanese to Estonian and/or English utterances, in
which forms, and what the reasons are behind the cases. These data
show that a perception of pragmatic differences between the Japa-
nese and Estonian (or English) languages and cultures causes the
insertion of the Japanese person references senpai ‘senior’ and sensei
‘teacher’ in second and third person. The person reference senpai
is used vocatively (in second person) in various forms (prefixed to
the name, replacing the name, elongated, capitalised, in the Latin
alphabet, in Japanese script) in Estonian and English utterances,
while sensei is used mainly descriptively (in third person) replacing
the person’s name or as a suffix (except for two occasions where it
was used in the vocative case). Both are also seen in metalinguistic
contexts.

The reasons behind the instances of senpai, according to the
interviews, are to show appreciation and to sound more formal,
although these factors were not consciously thought of or planned
beforehand. The aim was also to imitate native usage, with an influ-
ence of the Japanese media, and to show how the conversation part-
ner is a more knowledgeable literal senpai (vertical hierarchy). The
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addition felt natural and cool, according to the interviews, and also
fun and interesting, which indicates an element of language play.
There is also an awareness of a similar experience and kinship (soli-
darity), while accompanied by sociocultural awareness of what is
(perceived to be) appropriate in this type of relationship (situational
salience). The usage of sensei was rare since there were no literal stu-
dent-teacher relationships between any of the informants, and sensei
is most often seen in spoken language.

While this work covers a rare, understudied phenomenon,
more qualitative, usage-based research is needed to get a broader
understanding of the cognitive reasons and intentions behind code-
switching (in broader terms) that is motivated by sociopragmatic
differences.
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RESUMEE

PRAGMAATILISTEST ERINEVUSTEST AJENDATUD
ISIKUVIIDETE SISESTAMINE EESTI-INGLISE-JAAPANI
FACEBOOKI VESTLUSTES

Geidi Kilp
Tallinna Ulikool

Sotsiopragmaatilisi erinevuseid on uuritud erinevate keelte ja kultuuride
vahel, kaasa arvatud inglise ja jaapani. Kiill aga ei ole varem vorreldud eesti
ja jaapani keelt. Antud uurimus eesti-inglise-jaapani Facebooki suhtluse
kohta tdidab seda liinka, analiiiisides jaapanikeelsete isikuviidete sisesta-
mist eesti- ja ingliskeelsetesse lausungitesse eestlaste poolt, mis tuleneb
sotsiopragmaatilistest erinevustest nende keelte ja kultuuride vahel.

Kasutatud materjalis on Facebooki privaatvestlused vahemikus 2015-
2021, kokku 50 vestlust ja 14,681 sonet. Materjalis on 7 keelejuhti, ja igas
vestluses on kaks osalejat. Lahenemine on kasutuspdhine ja analiiiis on
kvalitatiivne, keskendudes tksikisikutele ning nende tajule, arvestades
nii nende endi kui ka vestluste tausta. Kahe osalejaga on ka 1dbi viidud
poolstruktureeritud intervjuud.

Materjalist ning intervjuudest voib jdreldada, et pragmaatilised eri-
nevused pohjustavad jaapanikeelsete isikuviidete senpai ‘seenior’ ja sensei
‘Opetaja’ sisestamist erineval kujul (eel- ja jarelliitena, nime asendusena,
pikendatult, labiva suurtihega, ladina tihestikus, jaapani kirjasiisteemis).
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Abstract. The study investigated the accuracy of non-word production
by bilingual and monolingual children. The participants (125 children
in total) belonged to two groups of bilingual children with different lan-
guage repertoires and one group of monolingual Lithuanians. The analysis
revealed that the overall performance of both bilingual groups was bet-
ter than in the monolingual group. The bilingual children demonstrated
more accurate and statistically significant results in repeating longer and
structurally more complex non-words. The findings of this study suggest
that the bilinguals being acquainted with two phonological systems had a
greater experience with diverse phonology, which ensured a more precise
performance of the task.

Keywords: bilingual and monolingual children, language acquisition,
Lithuanian, English, Russian

Introduction

Research in the field often reports that bilingual children with
migration experiences have some disadvantages. For example, they
often do not reach the developmental milestones in their linguis-
tic competence of L1 at the same pace as monolingual children or
have difficulties acquiring L2, the dominant language of the society
(Paradis 2010). It is also observed that, compared to monolingual
children, bilinguals often perform linguistic tasks more poorly
(Gibson, Jarmulowicz, Oller 2019).

Recently bi- or multilingual literacy acquisition at the primary
school has become a focus of extensive research, and oral language
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proficiency at school entry has been reported to be a crucial indi-
cator of literacy development in bilinguals well before they start to
read (Bialystok 2002; Silven, Lunden 2011). Although research on
bilingual language acquisition has raised many questions, the pri-
mary aim of this study is to contribute to the controversial debate
on bilingual advancement. For that purpose, we will present the
results of a specific linguistic task (non-word repetition test, NWR)
performed by two groups of sequential bilingual and one group of
monolingual children.

The relevant studies emphasise differences between bilingual
children with regard to their profile. Montrul (2013) distinguishes
three profiles: (1) simultaneous bilinguals (i.e. those exposed to the
heritage and the majority language before the age of 5); (2) sequential
bilinguals or child L2 learners (i.e. the ones exposed to the heritage
language at home until the age of 4-5 and to the majority language
once they start preschool); and (3) late child L2 learners (i.e. children
monolingual in the heritage language who received some elemen-
tary schooling in their home country and immigrated around 7-11
years of age) (Montrul 2013: 284). However, the classification is not
always clear-cut. The age of acquisition and the type and amount of
L1 at home and L2 outside are relevant variables for understanding
the linguistic abilities of bilinguals. However, it is not always obvi-
ous how to measure the degree of languages a child is exposed to.
The languages used at home and outside influence the type of bilin-
gualism and literacy skills and, ultimately, academic achievements.
The data obtained from different studies (Pearson 2007; Leseman,
van Tuijl 2006) propose that the balanced use of languages and a
child’s regular involvement in joint reading or other interactional
activities may have a long-term impact on academic attainments
and personal satisfaction.

In contrast, due to restricted home settings in early childhood,
L1 speakers may have reduced access to L2 and experience difficul-
ties in linguistic abilities compared to titular language speakers
(Kondo-Brown 2004; Montrul 2011; O’Grady 2011). Moreover, in
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language development paths, diverse and deviant or nonstandard
performance can be observed not only in L2 but also in L1; however,
this result should not be considered as a deficit in language acquisi-
tion but as a unique stage in language development (cf. Gathercole
2013; Paradis et al. 2011). Thus, it is essential to compare bilinguals
and monolinguals not only to confirm deviations from the mono-
lingual “norm” repeatedly but also to determine if these groups
demonstrate unique or specific characteristics when performing
certain tasks.

The non-word repetition test is considered an important mea-
sure in monitoring the child’s language development. At a young
age, the child’s ability to repeat a new polysyllabic word that she/he
hears for the first time shows her/his ability to learn new words later
and extend the lexicon (Gathercole 2006). Our study attempts to
investigate linguistic performance in two groups of sequential pre-
school bilinguals (i.e. Russian-Lithuanian and Lithuanian-English)
and one monolingual Lithuanian group to identify specific patterns
characteristic of these groups in the completion of pronunciation
tasks.

I. Non-word repetition test: theoretical assumptions

The non-word repetition test is an experimental method when the
respondent is asked to repeat non-words'. In order to be able to
repeat the word which is heard for the first time and does not have
any meaning, linguistic-cognitive abilities (phonological process-
ing, short-term memory, articulation abilities, etc.) are necessary
(Rispens, Parigger 2010). Each word that the child has heard for the
first time some time ago sounded unusual and strange, similar to
the words in this test (Chiat, Roy 2007). The results of longitudinal

! A non-word is a phonological sequence of sounds which corresponds to phono-

tactic rules of a specific language and do not have any meaning and function in a
sentence.
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research have demonstrated that the children who performed better
in the test after a year had a broader lexicon than those who per-
formed worse (Gathercole 1995; Baddeley et al. 1998).

The research conducted in different languages and on a differ-
ent population (monolingual vs bilinguals) does not demonstrate a
straightforward result. Some studies show rather similar bilinguals’
and monolinguals’ non-word repetition performance. For instance,
one study compared English non-word repetition accuracy of 7-year-
old monolingual English and bilingual Korean-English, Chinese-
English, and Spanish-English children. The results demonstrated
similarity between the monolinguals and bilinguals - there was
no statistically significant difference in performance (Lee, Gorman
2012). Another study comparing children aged from 3 to 5 years old
(30 Korean-English sequential bilinguals and 30 Korean monolin-
guals) also did not find any statistical difference between the two
groups (Lee, Kim, Yim 2013). Russian-Hebrew bilingual children
(4;5-6;6), Hebrew monolingual children (4;6-6;6), and Russian
monolingual children (4;0-6;0) were tested with the same task but
did not show any differences either (Armon-Lotem, Chiat 2012). A
study of migrant children in preschool- and school-age (mean age
9;4) with L2 German (different L1 languages: Russian, Turkish, and
Urdu) confirmed the same performance of monolingual and bilin-
gual children (Grimm, Hiibner 2016). French-speaking monolingual
children in grades 3 and 6 and bilingual children have exhibited the
same tendency in accuracy results in the non-word repetition test
(Thordardottir, Reid 2022). A study on school-age (around 11 years
old) bilinguals who live in Iceland and attend Icelandic schools but
who speak a language other than Icelandic at home (different L1
languages: Polish, Lithuanian, Ukrainian, etc.) demonstrated very
high scores on an Icelandic non-word repetition test (Thordardottir,
Juliusdottir 2012).

Other studies report bilingual advantage in repeating non-
words in first language (L1). Greek children learning English as a
second language were more accurate repeating non-words in their
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native language (Greek) than in the second one (English) (Masoura,
Gathercole 1999). Additionally, Summers et al. (2010) found that
Spanish-English bilingual children aged 4;6 and 6;5 produced the
Spanish-like non-words more accurately than the English-like non-
words. The study (Gibson et al. 2014) of 52 English-Spanish five-
year-old children (26 Spanish-dominant and 26 English-dominant)
conducted for English and Spanish showed that the Spanish-dom-
inant group performed better than the English-dominant group
for both Spanish and English non-words. The authors claim that
not only language experience but also phonological structure
has effects.

There are also studies showing worse performance on non-
word repetition tests by bilinguals than monolinguals. Researchers
have found that bilingual Spanish-English children aged 7;10-13;11
(Kohnert et al. 2006) and 6;0-11;6 (Windsor et al. 2010) performed
significantly below monolinguals. Messer with colleagues (2010)
found that Turkish-Dutch 4-year-olds had lower scores than their
Dutch monolingual peers in a Dutch non-word repetition test, but
higher scores on a Turkish test, reflecting differences in language
experience within the two groups. Another study compared the
results of 44 bilingual children with various European languages
as their L1 and the performance of the Luxembourgish non-word
repetition test by monolingual children. The data showed that the
monolinguals performed significantly better than the bilingual
group (Pascale 2011). As we observe, the differences in performance
of diverse populations are mainly related to the language experience
and phonological sensitivity (familiarity); however, we believe, there
are many more factors influencing the performance of non-word
repetition.
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2. The structure of non-word repetition test

Comparative research using non-word repetition tests designed for
different languages allows distinguishing three main factors which
influence the accuracy of non-word repetition:

1. The complexity of non-words (CV vs CCV). Non-words with
consonant clusters are repeated less accurately than non-
words without consonant clusters (Kavitskaya et al. 2011).
Word-medial and word-final clusters are repeated less accu-
rately than word-initial consonant clusters (Marshall, van
der Lely 2009; Krivickaité 2014; 2017).

2. The non-word length (the number of syllables in the word).
Non-word repetition accuracy declines with the increasing
number of syllables; one- or two-syllable words are uttered
more accurately than three- or four-syllable non-words
(Chiat, Roy 2007). It is related to the ability to keep phono-
logical information in short-term memory. The length effect
has been identified in a variety of languages, such as English
(Dollaghan, Campbell 1998; McDonald, Oetting 2019), Ital-
ian (D’Odorico et al. 2007; Piazzalunga et al. 2019; Farabolini
et al. 2021), Spanish (Girbau, Schwartz 2007; Windsor et al.
2010), Swedish (Radeborg et al. 2006), Dutch (Messer et al.
2015), Cantonese (Stokes et al. 2006), Gulf Arabic (Shaalan
2020), Czech (Sileo, Ty¢ova 2019), Lithuanian (Krivickaité
2014, 2017).

3. 'The age of participants: the older the group, the more accu-
rately both shorter (one-two syllable) and longer (three—four
syllable) non-words are repeated (Santos et al. 2006; Park,
Scarz 2012). Older children have a larger and more developed
lexicon; they are also more exposed to and experienced with
different sound clusters and thus can produce various con-
sonant clusters more accurately (Munson et al. 2005).
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2.1. THE STRUCTURE OF THE LITHUANIAN NON-WORD
REPETITION TEST?

The Lithuanian non-word repetition test was designed following
the structural characteristics of Lithuanian words (word length and
syllable structure) (see Kazlauskiené 2007; Kazlauskiené, Raskinis
2008a, 2008b; Kazlauskiené 2010; Girdenis, Karosiené 2010). The
test consists of 24 non-words with a different structure: eight non-
words have two syllables (4-6 phonemes), eight non-words have
three syllables (6-7 phonemes), and eigth non-words have four syl-
lables (7-8 phonemes). There are two non-words without consonant
clusters and six non-words with consonant clusters in each group
(see Table 1). In terms of word length and syllable structure, each
non-word is associated with a Lithuanian true word equivalent.

Table 1. Non-word items and their syllable structure’

2-syllable non-words | 3-syllable non-words | 4-syllable non-words
kemu gelofa sulerite:
CV.CV CV.CV.CV CV.CV.CV.CV
doje Jiruta zadevina
CV.CV CV.CV.CV CV.CV.CV.C
skimo Jkuline: snalidina
CCvcv CCV.CV.CV CC.CV.CV.CV
Jvela plemuta spiratufa
CCV.CV CCV.CV.CV CCV.CV.CV.CV
ga:pre: ma:spule: nisparima
CV.CCV CV.CCV.CV CV.CCV.CV.CV
gitva lasmuvr magvunole:
CV.CCV CV.CCV.CV CV.CCV.CV.CV
sminto spa:dokr staligosa
CCvVC.CV CCV.CV.CV CCV.CV.CV.CV
klesta PA:SVADI gosakluni
CCV.CCV CV.CCV.CV CV.CV.CCV.CV

2

The Lithuanian non-word repetition test (Dabasinskiené, Krivickaité 2013) was
developed while participating in the COST project IS0804 Language Impairment in a
Multilingual Society: Linguistics Patterns and the Road to Assessment (2009-2013).

> Syllables are separated by dots; C — consonant, V — vowel.
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The Lithuanian non-word repetition test was presented in a short
(lasting only three—four minutes), easy, friendly and attractive game
format using MS PowerPoint. The child was introduced to the main
character of the game, a monkey, who wants to get some bananas
and has to complete the tasks. The child was asked to help the mon-
key and do the tasks. In each step, the child heard a recorded non-
word, which she/he had to repeat. The performances were recorded.
Additionally, the protocol was used to mark and comment on the
child’s utterances.

2.2. THE SCORING METHODOLOGY

Considering debates and arguments on the diversity of scoring
methodologies of the non-word repetition tests, we decided to focus
on three main elements to register inaccuracies in a child’s produc-
tions.

1. The whole item or general accuracy. Each item was scored as
either correct or incorrect. Any child’s production deviant from
the original (in regard to length and structure), such as the omis-
sion, addition or replacement of a sound or a syllable, was scored
as incorrect. The answers were considered to be wrong if an addi-
tional sound was added, for example, gr a: p re: (instead of ga: p r
e:), or if a sound was substituted, for example, g e g0 /'a (instead of
gelo fa),etc. The answer was regarded to be correct only if the word
was repeated absolutely precisely.

2. Word length. Each item of two-, three- and four-syllable stim-
uli was scored as correct if a child produced the same number of
syllables as in the target word. The answers were treated as wrong
if (1) the word became one syllable shorter because of an omitted
sound, for example, /'k u I n e: (instead of /'k u [ 1 n e:); (2) if the whole
syllable was omitted, e.g. s p a r 1 ma (instead of n 1 s p a r 1 ma);

4 The visual design of non-word repetition test produced by Kunnari, Tolonen, and

Chiat (2011).
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or (3) an additional syllable was added, as in d o [ u j @ (instead of
do:j ), etc.

3. Syllable structure (consonant clusters). Each item was scored
correct if the cluster was repeated as in the original word. For exam-
ple, t a: p r e: (instead of g a: p r e:) was counted as a correct answer
because of the production of the consonant cluster; however, k1 m o
(instead of s k 1 m 0) was counted as an incorrect because one ele-
ment of the cluster was omitted.

To carry out the quantitative analysis, the data were coded
manually and analysed using the SPSS 22 (Statistical Package for the
Social Sciences) programme. In order to check statistically signifi-
cant differences, an analysis of variance and the post hoc criterion
were applied. The level of statistical significance was set at 5% (0.05).

2.3. PARTICIPANTS

Three groups of children (mean age 6 year) participated in the cur-
rent study. Group 1 (n = 50) was comprised of monolingual Lithu-
anian children from the city of Kaunas. The members of this group
attended a state kindergarten daily. The children from Group 2
(n = 50) were sequential bilinguals (L1 - Russian, L2 - Lithuanian)
living in Kaunas and Vilnius who attended a state kindergarten for
minority children with Russian as the main language of instruction
and had 3-4 hours of weekly Lithuanian classes. As reported by the
parents, all bilingual children used Russian as their first language,
and this language was dominant at home. Group 3 (n = 25) were
sequential bilinguals (L1 - Lithuanian, L2 - English) born in the
UK or taken to London at around one year of age. They went to a
state kindergarten with English as the main language and attended
a Lithuanian school on Saturdays (3-6 hours per week).

All the children were typically developing (TD) and were
selected for the study with their teachers’” help; none of the children
had records of language delay or impairment.
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Table 2. Participants
Gender
Group Number Mean age
Male Female
MO (LT) 50 26 24 61
BI (RU-LT) 50 27 23 6;3
BI (LT-EN) 25 9 16 6;0
3. Results

The test results demonstrated that both bilingual groups repeated
non-words better than the monolingual participants: the bilinguals’
accuracy of repeating non-words was 75%-76%. In comparison, the
accuracy of the monolinguals was 69% (see Figure 1). The statistical
analysis shows that the bilingual children repeated non-words sig-
nificantly better than the monolinguals (p=0.004).

80

60

accuracy %
8
i

204

0

LT

RU-LT

LT-EN

Figure 1. The general results of the non-word
repetition test: MO (LT) vs BI (RU-LT) vs BI (LT-EN)
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3.1. THE WORD STRUCTURE: GENERAL ACCURACY, WORD LENGTH,
AND SYLLABLE STRUCTURE (CLUSTERS)

3.1.1. GENERAL ACCURACY

The general analysis of accuracy looks at a child’s performance from
two angles: first, it investigates how precisely a child can retain the
number of syllables in a word and second, how she/he manages to
produce more complicated structures, such as consonant clusters.
Thus, we expected a child to be most precise when uttering the origi-
nal word.

As regards the word length, in general, the bilingual children
repeated two-, three, and four-syllable non-words better than the
monolingual (see Figure 2). The data analysis indicates that all the
groups repeated two-syllable non-words with 89%-93% accuracy.
Longer non-words were more difficult to repeat correctly than the
shorter ones for all the groups. Statistically, three- and four-syllable
non-words were repeated notably worse than two-syllable non-words
(p=0.000). The most significant difference in the results is seen in
the production of two-syllable and three-/four-syllable non-words
in all participant groups. The RU-LT group repeated three- and
four-syllable non-words with similar accuracy (70%-73%), while the
monolingual and LT-EN groups repeated four-syllable non-words
much worse than three-syllable non-words. The monolinguals pro-
duced them with 56% and 75% accuracy and LT-EN bilinguals with
an accuracy of 65% and 72%, respectively.

The repetition of three-syllable non-words displays similar
results between the monolingual and bilingual groups: the mono-
linguals repeated non-words with 75% accuracy, while the bilinguals
repeated them with 73%-72% accuracy (see Figure 2). So, it can be
noted that there is no statistically significant difference between the
groups.

The analysis demonstrates that the bilinguals repeated four-syl-
lable non-words more precisely than the monolinguals: the RU-LT
group’s accuracy was 70%, the LT-EN group’s score was 65%, and
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Figure 2. The general
accuracy of the non-word
production (structure and
length): MO (LT) vs BI
(RU-LT) vs BI (LT-EN)
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the monolingual group repeated four-syllable non-words with 56%
accuracy (see Figure 2). A statistically significant difference between
the monolinguals and the bilingual RU-LT group (p=0.000) was
found, while the difference in the results between the monolinguals
and the LT-EN bilingual group was not statistically significant.

In order to pronounce words with a more complicated structure,
as a rule, children look for ways of facilitating their pronunciation;
for instance, they omit consonants with more complicated pronun-
ciation patterns or substitute them with other consonants that are
easier to pronounce. Inaccurate pronunciation of sounds or their
substitution by other sounds is a natural development of children’s
language, demonstrating the cognitive processes when learning new
words (Dodd et al. 2003: 623; Santos et al. 2006: 372). However, we
registered such changes in pronunciation as incorrect.

3.1.2. THE LENGTH OF NON-WORDS

This section looks only at one parameter — the retainment of the
word structure, namely, the child’s ability to produce a word in all
its length, with all the required syllables. The accuracy in pronun-
ciation of consonant clusters was not considered and measured here
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Figure 3. The length of
non-words: MO (LT) vs BI
(RU-LT) vs BI (LT-EN)
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(omission, changes, additions). None of the participant groups found
it difficult to retain the number of syllables in a word: the length
of two- and three-syllable words was retained with the accuracy of
99%-100%, and the length of four-syllable words was retained with
the accuracy of 95%- 97% (see Figure 3).

3.1.3. COMPLEXITY (CONSONANT CLUSTERS):
INITIAL VS MEDIAL POSITION

The sample included very few words without a consonant clus-
ter: 2 two-syllable words and 2 three- and four-syllable words.
Thus, we will only analyse words with a consonant cluster to
observe the children’s ability to articulate more complex struc-
tures.

Clusters usually appear in a word in diverse positions, and our
analysis focuses on initial and medial positions. It was observed that
clusters in the initial position were repeated significantly more accu-
rately than those in the medial position (p=0.000). The results of
consonant clusters in the initial position ranged in the interval of
85%-91%, and consonant clusters in the medial position were pro-
duced with an accuracy of 72%-85% (see Figure 4).
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Figure 4. Initial and
medial clusters: MO (LT)
vs BI (RU-LT) vs BI
(LT-EN)

Both bilingual groups repeated initial and medial consonant
clusters better than the monolingual group. Thus initial clusters
were repeated with the accuracy of 85% by the monolinguals and
with the accuracy of 90%-91% by the bilingual groups. As for the
medial clusters, they were articulated with the accuracy of 72% by
the monolinguals and with the accuracy of 84%-85% by the bilin-
guals (see Figure 4). The statistical analysis revealed that clusters in
the medial position were repeated significantly better by both bilin-
gual groups (p=0.000) compared to the monolingual group. How-
ever, a statistically significant difference was not registered in the
production of initial clusters by all groups.

3.1.4. CLUSTER POSITION AND WORD LENGTH

The general tendency identified in the analysis is that the longer the
word, the more difficult it was for all the participants to repeat con-
sonant clusters in both initial and medial positions accurately.

The monolinguals repeated initial clusters in two- and three-syl-
lable non-words similarly (97% accuracy). As regards the bilinguals,
their accuracy while uttering the initial cluster in two-syllable non-
words was 97%-98%, and the respective percentage for three-syllable



The bilingual advantage: performing the non-word repetition test 253

Groups
[ [hy
ERuU-LT
OLT-EN

sz

Mean proc
ks ¢
sa|qe||fs jo dy

Figure 5. Complexity
(cluster position) and word
length: MO (LT) vs BI
(RU-LT) vs BI (LT-EN)

1lAs ¢

initial medial
position

non-words was 83%. The statistical analysis confirmed that the
monolingual group repeated initial clusters in three-syllable non-
words significantly better (p=0.019) than the bilinguals. The RU-LT
group repeated initial clusters in four-syllable non-words more
accurately than in three-syllable non-words (90% and 83%, respec-
tively). The LT-EN group’s performance of initial clusters in three-
and four-syllable non-words was similar (the accuracy of 83%).

Medial clusters in two-syllable non-words were repeated with a
similar accuracy by the monolinguals and bilinguals, showing 90%-
93% accuracy. The monolingual group repeated medial clusters worse
than the bilinguals in three- and four-syllable non-words. Thus clus-
ters in three-syllable non-words were produced with the accuracy of
71% by the monolinguals and with the accuracy of 84%-85% by the
bilingual participants. As for clusters in four-syllable non-words,
their production accuracy was only 59% for the monolinguals and
77%-78% for the bilinguals. The statistical analysis revealed that the
monolinguals repeated medial clusters significantly worse than the
bilinguals in three-syllable (p=0.002) and four-syllable non-words
(p=0.000).
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4. Conclusion

To summarise, the results of the Lithuanian non-word repetition
test revealed the most complicated aspects of the acquisition of pho-
notactics by monolingual and bilingual children:

o The performance of all groups was affected by item length
and structural complexity.

« It was difficult to accurately repeat non-words longer than
two syllables (i.e. three- or four-syllable non-words). In order
to perceive and repeat more complex words, more linguistic
efforts and additional memory were necessary.

o The cluster position in a word is an important parameter.
Clusters in the medial position were repeated worse than
those in the initial position, especially in longer non-words
(mostly consisting of four syllables).

« The monolingual children scored below the bilingual chil-
dren in most of the tasks.

 The bilinguals demonstrated better performance of longer and
structurally more complex non-words than monolinguals.

As our results provide a bilingual advantage tendency, we would

like to briefly discuss some of the particular findings.

The results in this study are mainly interpreted by statistical
analysis;; however, a closer qualitative analysis is necessary in the
future to explain particular cases. As it was presented, the findings
revealed that both groups of bilingual children performed better
than monolingual children in many parameters, especially the lon-
ger words (except for the case of better performance of the MO group
in three-syllable words with the initial cluster position). The param-
eters that were identified as important were the length of the word
and consonant clusters. Both bilingual groups repeated four-syllable
words with clusters better than the monolingual group, indicating
that the bilinguals processed the most difficult structures easier. The
results of the word complexity have demonstrated that both bilin-
gual groups repeated consonant clusters more accurately than the
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monolinguals, and the results for both parameters were statistically
significant.

There were a few cases, mainly in producing two-syllable
words, where the results of the monolingual group were similar to
the bilingual ones. We assumed that bilingual Lithuanian-English
children with Lithuanian L1 would show similar results to mono-
lingual Lithuanians but not higher. It appears that Lithuanian-
English bilinguals were exposed to more or less balanced use of
both languages (Dabasinskiené et al. 2014) as Lithuanian families
have demonstrated rather positive attitudes to linguistic integration
and heritage language maintenance. The children used Lithuanian
at home and attended Lithuanian language classes organised by
the Lithuanian community several times per week. Moreover, they
have a good knowledge of English as they attend English schools.
The Russian-Lithuanian group used Russian at home and attended
Russian schools (see Dabasinskiené, Krivickaité-Leisiené 2019) and
had, therefore, little exposure to Lithuanian but performed equally
or even better than Lithuanians. As it was already reported by many
studies, performance on non-word repetition test is associated with
both the structure of a language and a speaker’s experience with
that language and predicts a child’s performance on non-word rep-
etition test (Thordardottir, Juliusdottir 2012; Armon-Lotem, Chiat
2012; Thordardottir, Reid 2022 etc.). Despite the fact that Russian
was strongly dominating in our RU-LT group due to much less expe-
rience in Lithuanian, the results support a bilingual advantage in
terms of the children’s experiences with both languages. Thus, we
assume that bilinguals possess two phonological systems (despite
the level of a language competence) and have more diverse experi-
ence with phonology, which ensures better performance of the task.
This study demonstrates the bilingual advantage only in the very
particular non-word repetition test. However, grammar, which is
very language-specific, is more difficult to acquire; thus, more erro-
neous productions are registered in bilinguals’ performance (see
Dabasinskiené, Krivickaité-LeiSiené 2019).
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Language acquisition is affected by differences in the socio-eco-
nomic, cultural characteristics, the language attitudes of bilingual
communities, and the language status of children’s L1 and L2. More-
over, children’s age, the length and intensity of exposure to their L2
play an important role (Chiat 2015). The study has some limitations,
especially, the size of the sample, but also other sociolinguistic and
linguistic parameters have to be taken into consideration when con-
ducting future research.
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RESUMEE

KAKSKEELSUSE EELIS: VALJAMOELDUD SONADE
KORDAMISE TEST

Eglé Krivickaité-Leisiené, Ineta Dabasinskiené
Vytautas Magnus University

Uurimus kasitles kaks- ja mitmekeelsete laste vdljamdeldud sénade pro-
duktsiooni. Osalejad (kokku 125 last) kuulusid kahte (erinevate keelere-
pertuaaridega) kakskeelsete laste gruppi ja iihte iikskeelsete leedulaste
gruppi. Analiiiisist tuli vélja, et kakskeelsete gruppide sooritused olid iiks-
keelsest grupist paremad. Kakskeelsed lapsed niitasid tdpsemaid ja statis-
tiliselt olulisi tulemusi pikemate ja struktuurilt keerukamate viljaméeldud
sonade kordamisel. Uurimuse tulemused nditavad, et kakskeelsetel lastel
on laialdasem kogemus erineva fonoloogiaga, kuna neil on kokkupuude
kahe fonoloogilise siisteemiga, mis aitas neil iilesannet tdpsemalt soori-
tada.

Votmesonad: kaks- ja mitmekeelsed lapsed, keeleomandamine, leedu,

inglise, vene
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,MIS KEELES MA RAAGIN, | DON’T KNOW*.
EESTI SISULOOJATE INGLISE KEELE
KASUTUSEST YOUTUBE'IS

Kristiina Praakli, Mari-Liis Korkus, Aive Mandel,
Elisabeth Kaukonen, Annika Kangsepp, Triin Aasa,
Kristel Algvere, Helen Eriksoo, Marion Magi,
Getri Tomson, Liina Lindstrom

Tartu Ulikool

Annotatsioon.! Artiklis kisitleme YouTube’i platvormil videoid loovate
juutuuberite keelepruuki fookusega inglise keele kasutusel. Analiitisime
kaheksa eestikeelse sisulooja inglise keele kasutuse méaéra ja pohjusi. Vali-
sime kiisitluse pohjal vilja juutuuberid, kelle videoid giimnaasiumiealised
noored enim jilgivad ning kes avaldavad neid YouTube’is regulaarselt.
Keeleainestikuks on litereeritud video(ldigu)d, mille pohjal analiitisisime
ingliskeelsete sonede hulka ning koodivahetuse pohjusi. Tulemustest sel-
gus, et koik sisuloojad kasutasid oma videotes inglise keelt, ent selle esine-
mismaar oli erinev. Inglise keelt kasutati enim n-6 erialaterminoloogiana,
mis kajastab globaalses sisuloomes kasutatavat sonavara (26% inglise keele
esinemise juhtudest). Lisaks kasutati inglise keelt ingliskeelse popkultuu-
riga seotud nihtustele viitamisel (16%) ning emotsioonide viljendamisel
(12%), sage oli ka kinnistunud viljendite kasutamine (6%). Upris suure osa
(23%) moodustasid juhud, mille puhul oli raske ndha inglise keele eelista-

mise pohjusi.

Votmesonad: YouTube, osalusmeedia, sisuloojad, noorte keel, koodi-
vahetus, inglise keel

' Artikkel on valminud riikliku programmi ,Eesti keel ja kultuur digiajastul®
(EKKD) rahastatava projekti , Teismeliste keel Eestis“ (EKKD3) raames, selle valmi-
mist on toetanud ka Euroopa Liidu Regionaalarengu Fond (Eesti-uuringute Tipp-
keskus).
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|. Sissejuhatus

Uleilmastumine ning uued osalusmeediaplatvormid kujundavad
otseselt noorte keelekasutust, mistottu on ka mitmekeelsed suht-
luspraktikad tiha levinumad. Inglise keelel on selles kanda tdhen-
duslik roll: globaalsed trendid ja ingliskeelne meediasisu avaldavad
ttha enam moju eesti noortele, kes on aktiivsed meediakasutajad
ning oskavad inglise keelt enamasti hasti. Pisijuurdepéds inglis-
keelsele meediasisule algab eesti noortel varakult (vt Kalmus et al.
2009; Siibak 2020). Kaasaja keelekontaktid leiavad aset peaasjalikult
meedia kaudu, tehniliselt vahendatult ning ruumist séltumata. Et
eesti noortel on inglise keelega itha varasemad ning aktiivsemad
kontaktid, on nende Est/i/o/nglishiks (nt Oder 2011; Niineste 2017%)
nimetatud keelekasutus pédlvinud avalikkuses laiemat tdahelepanu,
enamasti kill negatiivses votmes. Sisuloojad ja nende jilgijaskond
moodustavad praktikakogukonna (ingl community of practice), kes
tegutseb YouTube’is kui ithises sotsiaalses ruumis. Uhise osaluse
kaudu luuakse iihine sisuloome keskkond. Selle jagatud normid
ja praktikad jéllegi kujundavad keeleliste ressursside valikut ning
suhtlus- ja eneseesitlusviise. Teisalt voib sisuloojate suuresti perfor-
matiivne esitluslaad ollagi platvormipohine (vt Siibak et al. 2012)
ega pruugi tingimata véljendada nende keelekasutust laiemalt (nt
vdljaspool osalusmeedia platvormi). Seega voiks sisuloojate suulist
eneseviljendust pidada selles kontekstis kasutuskeskseks keele-
variandiks.

Teaduslik huvi eesti sisuloojate keelelise kditumise vastu on alles
algamas. Senistes uuringutes on vaatluse alla voetud eneseesitlus-
viisid (Muuli 2017), meediakuvand (Liiver 2019), persoonibranding
(Auser 2018), samuti teismeliste tarbimisharjumused YouTube’is
(Perm 2017; Orgmets 2018; Miil 2019; Kask 2020). Sisuloojate

2 Niineste (2017) kirjutab: ,Ouvervelming on kuulata, kuidas noored riigivad eesti
keelt inglise keele toortdlgete ja kdibefraasidega pooleks [...].
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keelelist kditumist aitavad moista Silja Ratti (2017) ning Helin Kase
(2021) uurimused.

Siinses artiklis keskendume sisuloojate inglise keele kasutusele
vestlustes, mille pohikeel on eesti keel. Selleks votame vaatluse alla
YouTube’i keskkonnas tegutsevad eesti sisuloojad ning nende loo-
dud videod. Arvestades YouTube’i kui keskkonna ning seal tegut-
sevate sisuloojate populaarsust ja korget jdlgitavust noorte hulgas,
voime oletada, et juutuuberite keelevalikud mojutavad olulisel maa-
ral ka nende jdlgijate, enamasti noorte keelekasutust. Meid huvitab,
1) mil miéral ja mis iilesannetes kasutatakse sisuloomes inglise
keelt; 2) kuivord on inglise keele kasutamine tingitud osalusmeedia
zanrispetsiifilistest asjaoludest; 3) milline on nende keeleline reper-
tuaar iildisemalt. Kuna juutuuberitel on jilgijaskonnale suur méju
(Murumaa-Mengel, Siibak 2020) ja nad on sellest teadlikud (Muuli
2017), voib oletada jargmist:

1. Populaarsete juutuuberite keelevalikud méjutavad noore jil-

gijaskonna keelekasutust, aga ka vastupidi.

2. Juutuuberid arvestavad oma sihtrithma keelekasutuse ja

keeleliste ootustega.

3. Juutuuberite inglise keele kasutus on seotud iileilmse noor-

tekultuuriga ja on zanrispetsiifiline.

Artikli pohifookus lasub inglise keele kasutuse ulatusel ja poh-
justel. Teises peatiikis votame vaatluse alla YouTube’i sisuloome ja
sisuloojate tegevuse ldhemalt, peatume eesti ja inglise keele kon-
taktsituatsioonil ning vaatleme koodivahetust kui iht mitmekeelset
suhtlusndhtust. Kolmandas tutvustame ainestikku ja meetodit, nel-
jandas esitleme analiiiisi pohitulemusi nii kvantitatiivselt kui kvali-
tatiivselt.
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2. Taust
2.1. YOUTUBE JA SELLE SISULOOJAD

YouTube’i videojagamisplatvormist (loodud 2005, omanik Google)
on praeguseks kujunenud populaarseim osalusmeedia keskkond
ning multimeediumiteenuste pakkuja (Anderson, Jiang 2018).
YouTube’i kiilastab iga pdev ligi 122 miljonit kasutajat, kes tarbi-
vad kokku tile miljardi video (Omnicore Agency 2022). Platvor-
mil tegutsejad voib laias laastus jagada kaheks: tihed, kes loovad
sisu (ingl user-generated content, UGC) ja teised, kes seda tarbivad
(vt Torjesen 2021: 169).

YouTube on sisuloojate seas populaarne. Kuigi videote avalda-
mist voimaldavad ka teised sotsiaalmeediakanalid (nt Instagrami
Video, Facebook Watch, Twitch, Vimeo, TikTok), on YouTube’i eelis
selle tehnilised voimalused (nt videote pikkusel puudub ajaline pii-
rang) ning funktsionaalsus. Kuigi viimastel aastatel on jarsult kas-
vanud TikToki populaarsus, on Eesti noorte seas selle platvormi
tarbimine alles hoogustumas (Diktor 2022). Ka mitmed Eesti sisu-
loojad on laiendanud oma tegevust TikTokki, kuid kasutavad pohi-
kanalina endiselt YouTube’i.

YouTube’i sisuloojaks (juutuuberiks; ingl YouTuber, content
creator) nimetatakse selles keskkonnas regulaarselt videote posti-
tajat, kes on saavutanud tdnu platvormile tuntuse ning kel on sta-
biilne jilgijaskond (Himma-Kadakas et al. 2018). Artiklis kasutame
moisteid sisulooja ja juutuuber stinoniitimselt.> Igal juutuuberil on
oma jélgijaskond, kellega ta pidevalt suhtleb: olgu need siis tavajal-
gijad, fannid vo6i antifannid (Murumaa-Mengel, Siibak 2020). Jal-
gijaskonna hoidmiseks kasutatakse erinevaid votteid: avaldatakse
regulaarselt uusi videoid, kutsutakse iiles oma jdlgijaid kanali vaa-
tajaskonnaga liituma (ingl subscribe), uue video ilmumisel sellest

> Internetiuuringuis on kasutatud teisigi moéisteid, nt mikrokuulsused (ingl micro
celebrities), sotsiaalmeedia mojutajad/suunamudijad (ingl social media influencers) jne
(vt lahemalt Abidin 2018; Murumaa-Mengel, Siibak 2020).
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esimesena teavitust saama (ingl bell notification), videotele meel-
divust véljendama ehk laikima (ingl like) ja kommenteerima (ingl
comment), esitama kiisimusi, vdljendama arvamust, andma tagasi-
sidet.

Juutuuberite videod on Zanriliselt mitmekesised. Sotsiaalmee-
dia kiire kasvuga on tekkinud uued sisuloomezanrid (vlogid kui
videopdevikud, reaktsioonivideod, challenge’id ehk viljakutsed,
humoorikad sket$id, médnguvideod, how-to-opetused, haul’id ehk
ostututvustused jne), mida on juba omajagu uuritud (nt Muuli,
Perm 2017; Himma-Kadakas et al. 2018). Eesti juutuuberite popu-
laarseimad Zanrid on mistahes (aga eriti koostoopartnerite) too-
dete/teenuste reklaam (ingl advertisement) ning tleilmseid trende
jargivad viljakutsed (ingl challenge); seevastu Euroopa ja iileilmsete
sisuloojate seas manguvideod (ingl gaming) ja omalooming (ingl
original performance) (Himma-Kadakas et al. 2018). Kuigi iga juu-
tuuberi sisu voib olla temaatiliselt erinev (nt elustiil, videomédngud,
muusika), ldbib igatihe videoloomeprotsess enne vaatajaskonna ette
joudmist samad etapid (teemavalik; kasitlus- ja edastusviis, sh kee-
leline; turundamine). Zanrianaliiiisi vaatepunktist on analiiiisitud
keelekasutust, nt iluvlogijate videotes (Riboni 2017).

2.2. EESTI JA INGLISE KEELE KONTAKTID MEEDIASTUNUD MAAILMAS

Viimaste sajanditega globaalseks maailmakeeleks kujunenud ing-
lise keel on oluliselt muutnud keelekeskkondi iile ilma. Nii meedias-
tumine (vt ka Hepp 2018) kui inglise keele kasutusala laienemine on
mojutanud sellega aktiivses kontaktis olevate keelekasutajate hoia-
kuid, keeleoskust ning suhtluspraktikaid.

Eesti keele konelejate praeguseks rohkem kui paarsada aastat
kestnud kokkupuuted inglise keelega on olnud erineva intensiivsuse
ja kaaluga (vt Jogi 2014; Zabrodskaja, Kask 2017). Inglise keele rolli
muutumist viimase sadakonna aasta jooksul peegeldavad muuhul-
gas noorte keelekasutuse (pohiliselt sonavara hélmavad) andmed.
Niiteks Vaigla (1928: 97; vt ka Palmeos 1935: 513) andmeil ei leidu
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20. sajandi esikiimnendite {iliépilassonavarast ,erilisi jalgi ei ing-
lise ega soome keelest, peamised laenuandjakeeled on saksa, ladina
ja prantsuse. Pool sajandit hiljem on noorte keelelistes valikutes
olulisimad vahendajakeeled inglise, Tallinnas ka soome keel (vt
Loog 1988, 1990), eriti ilmseks saab inglise keele osa noortekeeles
2000ndatel (vt Vainola, Kaplinski 2003). Nagu ka praegu, hélmab
laensonavara noortele tihendusrikkaid vestlusteemasid (nt oma-
vahelised suhted, meelelahutus, vaba aeg).

Praeguse positsiooni dominantseima vahendaja- ning voorkee-
lena kinnistas inglise keel pérast taasiseseisvumist. Seda on kujun-
danud Eesti ja eestlaste avatus maailmale, majanduslik ja poliitiline
l6imumine (sh sellega kaasnenud keele- ja hariduspoliitilised otsu-
sed) ning info- ja meediaajastu. Inglise keel on koolinoorte seas itha
atraktiivsem, mis ilmneb mh nende positiivsetes hoiakutes inglise
keele suhtes (Tammemadgi, Ehala 2012: 257-259).

Eesti-inglise keelekontaktidest johtuvate muutuste ning mitme-
keelsete suhtluspraktikate analiiisimine konetab ka uurijaid titha
rohkem. Uksikasjaliku analiiiisi vanematest inglise péritolu keelen-
ditest (kirjalike allikate nditel kuni 1970ndateni) ning nende eesti
keelde iilekande- ja kohanemismallidest esitab Jogi (2014, varase-
maid uurimusi ibid. 47-50). Uuema laensdonamaterjali pohjal on
inglise laensonu pohjalikumalt uurinud Leemets (2003) ja Pedaja
(2006). Molemad kisitlevad keelendite kohandamist, kirjeldavad
teemavaldkondi ja peatuvad kasutusel. Uha rohkem tihelepanu
on pooratud ka inglise keele kasutusele uutes meediaplatvormi-
des ja kiirsuhtlusrakendustes (nt Vaba 2010; Igav 2013; Ratt 2017;
Kask 2021).

*  Vaigla (1928: 97) selgitab seda jargmiselt: , Kultuuriline kontakt inglise ja soome

kultuuriga on meil ainult esimesi vagusid ajav; meie kokkupuuted nimetatud maade
uliopilastega on vaid kiilastamiskokkupuuted, — seepdrast pole erilisi jilgi ei inglise
ega soome keelest me iiliopilaskeeles.”
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2.3. MONDA INGLISE KEELE FUNKTSIOONIDEST
SISULOOJATE SUULISES KEELES

Siinses artiklis on mitmekeelse suhtluse eri nahtustest (tdlkelaenud,
koodivahetus, koodivaheldumine, mitmekeelse vestluse mallid)
vaatluse all koodivahetus. Méistame selle all kahe vdi enama keele
voi keelevariandi kasutamist suhtluses (lahemalt Gumperz 1982;
Verschik 2004). Mitmekeelse suhtluse uuringuis on koodivahetu-
sele lahenetud mitmeti, nt grammatilisest ja pragmaatilisest vaate-
nurgast (vt Gumperz 1982; Myers-Scotton 1993, 2002; Auer 1995).
Viimase ldhenemise puhul on fookuses koodivahetuse funktsioonid
vestluses, mis on vaatluse all ka siinses artiklis.
Koodivahetusuuringutes on funktsioonide méaratlemisele ldhe-
netud ménevérra erinevalt (vt nt Zabrodskaja 2006: 233). Uldiselt
eristuvad jargmised funktsioonid, mis on moéneti kattuvad ja/voi
tiksteisega seotud (lahemalt Grosjean 1982; Auer 1995; Appel, Muys-
ken 2005):
1. Vestluses osalejatega seotud muutused (sh kaasamine, vilis-
tamine, rollivahetus).
Temaatilised ja tegevuslikud viited.
Ekspressiivsus (sh emotsioonide, hinnangute véiljendamine).
Tsiteerimine ja matkimine.
Leksikaalse liinga tditmine (sh puudulik soénavara).
Oeldu kordamine eri keeltes.

NG R e

Tapsustamine, rohutamine ja kommenteerimine (sh meta-
kommentaarid).

Keeleméngud ja humoorikad mirkused.

Gruppide eristamine (,meie“- ja ,nende“-koodi vastanda-
mine, vt ka Gumperz 1982).

Artiklis keskendume inglise keele kasutuse funktsioonidele
muidu eestikeelses suhtluses. Funktsioonide miératlemisel ldh-
tusime andmetest joonistuvatest mustritest. Lihemalt kirjeldame
koodivahetusjuhtude margendamise ja kodeerimise pohimotteid
alapeatiikis 4.3.
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3. Ainestik ja meetod

Artikli aluseks on 2022. a alguses tehtud pilootuurimus, mille kéi-
gus kogusime keeleandmeid inglise keele kasutuse kohta YouTube’is
tegutsevate sisuloojate niitel. Selleks valisime vilja kaheksa juutuu-
berit, kes on tuntud meediapersoonid ning kelle videod on avalik-
kusele kattesaadavad.

Juutuuberite valikul lahtusime sellest, et nad postitaksid regu-
laarset sisu (vahemalt 10 videot viimasest aastast) ning oleksid
noorte hulgas piisavalt tuntud. Selleks tegime viies iildhariduskoolis
(Tallinnas, Tartus, Antslas, Kuressaares ja Johvis) veebikiisitluse.
Kisitlusele vastas 232 noort vanuses 15-20 eluaastat: neist 146 (63%)
olid tiidrukud, 79 (34%) poisid, tilejadnud (3%) madratlesid end tei-
siti voi ei soovinud oma sugu avaldada. Kiisitlusega soovisime saada
teada, kui palju, milliseid ja mis keeles konelevaid juutuubereid
noored jélgivad.

Rohkem kui pooled vastanuist (55%) jilgivad eesti juutuube-
reid iga pdev ja/voi mitu korda pidevas; veerand (26%) vahemasti
kord nédalas. Juutuubereid ei jilgi voi jalgib harva u 10% vastanuist
(vt tabel 1).

Tabel 1. Vastused kiisimusele ,,Kui sageli sa jilgid juutuubereid
ja muid mikrokuulsusi?“

Pidevalt / Vahe- | Vihe- Peaaegu . Ei
malt malt . Mitte

Sugu peaaegu mitte .| oska | Kokku

iga paev kord | kord kunagi kunagi oelda

gap nidalas | kuus &
M 55 14 2 6 1 1 79
N 68 45 15 12 4 2 146
Muu 5 1 0 0 0 1 7
Kokku 128 60 17 18 5 4 232
Kokku % 55 26 7 8 2 2 100
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Ligi pooled vastanuist (48%) jalgivad nii eesti- kui ingliskeelseid (voi
ka mingit kolmandat keelt - enamasti vene keelt kasutavaid) juu-
tuubereid (vt tabel 2). Seejuures on palju rohkem neid, kes jélgivad
ainult ingliskeelseid (35%), kui neid, kes jdlgivad ainult eesti keelt
kasutavaid sisuloojaid (6%). Seega voib Gelda, et noorte tarbimis-
eelistused juutuuberite jdlgimise nditel kalduvad tugevasti mitme-
keelse (eriti ingliskeelse) osalusmeediaruumi suunas. Jarelikult on
kiisitluses osalenud noored ka ise mitmekeelsed voi vihemalt saavad
inglise keelest piisavalt hésti aru, et tarbida ingliskeelset sisu.

Tabel 2. Vastused kiisimusele ,Mis keeles Sinu jdlgitavad
juutuuberid konelevad?“

Keel Vastajaid | Vastajate %
eesti 14 6
inglise 80 35
eesti, inglise (ja muu) 111 48
eesti, vene 2 1
muud kombinatsioonid (ilma eesti keeleta) 22 10
Kokku 229 100

Uhtekokku mainiti 20 erinevat juutuuberit; nimetatuist valisime
populaarsuse ja muude kriteeriumite pohjal edasiseks analiiii-
siks vilja kaheksa inimest. Uks oluline kriteerium oli eestikeelsete
videote postitamine 2021. aastal, st analiiiisist jdid korvale need,
kelle varasemad videod olid kiill eestikeelsed, kuid kes olid nimeta-
tud perioodil iile ldinud ingliskeelse sisu tootmisele. Keeleandmete
kogumise konteksti moéttes oli ka tdhtis, et eestikeelsed videod olek-
sid avaldatud piisava jarjepidevusega (vihemalt kord kuus), et nende
loojate keelekasutuse kohta oleks véimalik teha laiemaid jareldusi.

Zanriliselt leidus vaadeldud materjali hulgas enim vlogi-
sid, véljakutseid (ingl challenge), Qe&A’sid (kiisimused-vastused)

> Analtisitava keeleainestiku moodustavad kaheksalt eesti sisuloojalt valitud videod
(AZ, RV, MR, HK, MH, ST, LP, KL).
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ja reaktsioonivideoid; otseselt tooteturundusega seotud videoid
(ingl advertisement) oli vahe. Igaiihelt valisime vélja kaks umbes
10-minutilist videot voi videoldiku (kokku 160 minutit). Videote
valikul ldhtusime sellest, et analiilisitavas 16igus koneleks peaas-
jalikult sisulooja ise (ja mitte niivord kiilalised), 16ik moodustaks
suhtluse iilesehituse ning teemakaisitluse mottes tervikliku iiksuse
(holmates vaatajaskonna tervitamist, teemakasitlust, kokkuvotet,
hiivastijattu), peegeldaks suhtlusolukorda ja konteksti, koneleja
isikukeelt ning keelelisi vahendeid véimalikult mitmekiilgselt.

Koik videod litereerisime kisitsi; litereeringud on siinses artik-
lis peamine uurimismaterjal®. Ainestikus madrkisime dra kéik
koneleja 6eldud ingliskeelse paritoluga ithikud (sonad, viljendid,
lausungid) ning tootasime vilja margendussiisteemi nende funkt-
sioonide analiitisiks. Igal tekstil oli kaks mirgendajat, lisaks kont-
rollis ja iihtlustas koik tekstid seda iilesannet tditnud projekti liige.
Kodeerimissiisteemi véljatootamisel keskendusime vaid koodi-
vahetusnéhtustele. Selleks méaratlesime ja margendasime:

1) koodivahetuse tiksused ning koodivahetuse piirid;

2) thesonaliste koodivahetuste puhul sonaliigid;

3) koikide koodivahetusjuhtude puhul vestluse teemad ning
koodivahetuse funktsioonid (iilesanded selles vestlusolu-
korras).

Lisaks tegime juutuuberitega poolstruktureeritud intervjuud,
milleks nad meelsasti nousoleku andsid. Videote pikkus varieerus
30-90 minuti vahel. Vestlesime kolmel pohiteemal: sisuloome ole-
mus ja tihendus, videoloome liigid ja tehniline teostus, arvamused
ja hinnangud inglise keele kasutamise kohta videotes. Koroona-
ajastule omaselt toimusid intervjuud videokonerakenduste vahen-
dusel (Zoom, Teams). Artiklis kasutame intervjuuainestikku vaja-
liku taustainfona, et mdista paremini sisuloome telgitaguseid ning
tehnilis-kunstilisi niiansse.

¢ Kogutud ainestiku pohjal valmis ka juutuuberite sonastik.
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Kogu ingliskeelne aines on litereeritud haaldusparaselt, kasuta-
des eesti keele ortograafiat. Arusaadavuse huvides on néidete juurde
lisatud ingliskeelne algvorm (NomSg). Keelenidited on varustatud
koneleja initsiaalidega, intervjuu tsitaatidest on isikut tuvastav info
eemaldatud.

4. Tulemused
4.1. SISULOOJATE KEELEKASUTUSE ULDISELOOMUSTUS

Vaadeldud keeleandmed peegeldavad nii eesti suulise kone vane-
maid kihistusi kui ka uusi ressursse. Juutuuberite suhtluses kasu-
tatavad vahendid soltuvad suuresti sellest, millistele keeltele, mil
madral ja millistes kontekstides on konelejal olnud juurdepiis (nt
formaalne keeledpe, rindekogemus, kuulumine praktikakogukon-
dadesse). Sestap peegeldab juutuuberite keel isikupdraseid keelelisi
erisusi, praktikakogukonnana joonistub aga selgesti vilja keeleline
tihisosa, selle normid, vormid ning nende aktsepteerimine suhtluses.

Sisuloojate suuline keel on keeleliste vahendite poolest mitme-
kesine. Nende keelelisse pagasisse kuulub mitmeid keeli - kesk-
seim positsioon on inglise keelel, ent vahesel miéral kasutatakse
ka soome (jumalauta, kaikki), hispaania (bueno, adios), saksa (Auf
Wiedersehen, Tschiiss) ja vene keelt (vot, davai). Osa neist keelen-
ditest on iildises konekeeles juurdunud ning kasutusel pélvkon-
dadetileselt ega pole tingimata seotud noorte keelekasutusega (nt
davai, okei, tSau, sorri ja nende variandid). Kénelejate mitmekeel-
sus véljendub leksikaalsetes valikutes, tervitus- ja hiivastijatuvor-
melites, kultuurispetsiifiliste tekstide folkloorse ainese ja muude
kinnisvéljendite kasutamises. Paljuhdilsust toetavad audio- ja
multimodaalsed vahendid (nt ekraanitekst, muusika, Zestid), ainest
saadakse iileilmsest ja kohalikust popkultuurist. Uldistest kdnekeel-
sustest on aktiivses kasutuses mitmesugused partiklid (nagu, vd) ja
partiklitaolised sonad/maératlejad (mingi, si(h)uke, nisuke), adver-
bid (suvakalt, aint), intensiivistajad (mega, ilge, tdiega, rdigelt, haige,
nii), mida-algulised emotsionaalsed viljendid (mida vittu, mida
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hullu) ning lithendamised (lihts, suht). Esitatud néidetest voib leida
tthisosa teistes uurimustes sedastatuga — nt on leitud, et publiku
kaasahaaramise eesmargil kasutatakse erinevaid keelelisi votteid
(tervitused, hiivastijatud, poordumised, kindel sonavara) (vt Fagers-
ten 2017; Riboni 2017).

Juutuuberite mitmekeelsus saab pohiosas ainest inglise keelest.
Inglise keel avaldub keelekontaktide mitmesuguste tulemitena, nt
koodivahetusena. Koodivahetused on suures osas ithesonalised voi
fraasilised iileminekud inglise keelele; pikemad iileminekud ing-
lise keelele ehk nn koodivaheldumised on harvad. Ingliskeelseid
elemente integreeritakse eesti keele morfosiintaksis mitmel viisil.
Ainestikus esineb terviklikke tilekandeid, nt meie hambl (humble
‘tagasihoidlik’) Pdrnu peatuspaik. Sageli kohtab ka mitmesuguseid
haalikulisi ja morfofonoloogilisi kohandamisi, nt see on koige eksai-
tingum (exciting ‘ponev’) osa minu pdevast. Samuti leidub (kill har-
vemal mééral) kahe keele baasil loodud kompromissvorme, nt ma
kolan nagu toeline raamatundéord (nerd ‘nohik’) reaalselt.

Eraldi ndhtusena touseb esile inglise keele konelemine teise kee-
lena ning inglise keele hailduslikud viisid. On selge, et sisuloojate
keeles kannavad eri haaldusviisid eri tdhendust. Mainida voib kahte
eripara: rahvusvaheliste mikrokuulsuste keelepruukide voimalikult
tapset jdljendamist ning inglise keele konelemist teadlikult eesti-
parast haildust jiljendades (avaldub kone aeglustumises, sonade
tikshaaval hddldamises, alveolaarse r-i kasutamises).

Eestlasliku hdilduse rohutamist voib vaadata kui omaette
registrit, milles teatud keelejooni kasutades seostatakse neid (siin
eesti keele) konelejate voi mingite nende omadustega. Ka selle votte
kaudu tuuakse vestlusesse mitmeid hdili, kus koneleja seob algu-
pérase hadle kokku lokaalse kontekstiga, nt koige selle hasseli’ (hassle
‘jama, tiili’) peale on nii palju aega ldinud. Stereotiitibistamine nah-
tub ka olukordades, kus konelejad jaljendavad neile kittesaadavate

7 Koneleja hadldab sona ootuspdrase d-hailiku asemel eestikeelse kirjapildi jargi
a-hailikuga.
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vahenditega teiste keelte konelejaid. Jargnev ndide markeerib kone-
leja ettekujutust prantsuse keele hdédldusest, ise seda keelt oskamata:
ei ma ei moista seda eesti keelt iildse ma tulin siia from Frddnts Parii
(from France Paris ‘Prantsusmaalt Pariisist’). Juutuuberite (mitme-
keelne) keeleline loovus ja innovatiivsus avalduvad nende julges
»keeletiikikeste (ingl bits of language; Blommaert 2010) kasutami-
ses voorkeeltest, milles neil puudub siigavam keelepadevus. Naiteks
hiivastijaituvormel Auf Wiedersehen, Tschiiss ‘hiivasti, head aega’
koosneb koneleja sonul neist vihestest saksakeelsetest sonadest, mis
talle kooliajast meelde on jaanud.

Juutuuberite verbaalsest vdimekusest ja loovusest annavad tun-
nistust erinevad keelemadngud ja rohke huumori kasutamine. Eri-
nevate leksikaalsete vahenditega (nt metafooridega) luuakse uusi
tahendusi, mida kasutatakse humoristlikel eesmarkidel. Rohkesti
esineb iroonilist eneseesitlust, visatakse nalja nii enda, oma lahe-
daste kui kaassisuloojate iile. Konelejati tousevad esile mitmed
isikupdrased viljendid, mille leksikaalne ja sotsiaalne tahendus ei
pruugi viljaspool siseringi avaldudagi voi mida voib pidada sisu-
loojate nn omasdnaks, nditeks verbi huugama eri tahendused AZ ja
RV sisuloomes (nt papagoi huugas olal, Tinak huugas rallil).

Tuginedes juutuuberitega tehtud intervjuudele, voib Gelda, et
nad on keeleliselt teadlikud (vt ka 4.2). Eri suhtlusviiside rakenda-
mise korval avaldub see nende tihelepanekutes ja kommentaarides
enda keelekasutuse kohta: kommenteeritakse keelepruuki, viida-
takse inglise keele kasutusele, arutletakse eesti keele kiisimuste iile
(nt kas sona on jdrgepanu voi jiarjepanu). Samuti arvestavad nad oma
auditooriumiga — nagu mitmeid neist intervjuudes sedastasid — ning
monteerivad vajadusel vilja videoldigud, kus keelepruuk pole vaata-
jaskonda arvestades tingimata eakohane voi sobilik (nt roppused).
Seega tegelevad sisuloojad aktiivselt videote jareltootlusega enne
auditooriumi ette astumist.
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4.2. SISULOOJATE INGLISE KEELE KASUTUS:
KVANTITATIIVNE VORDLUS

Esmalt vaatlesime sisuloojate ingliskeelsete sonade ja viljendite
kasutust kvantitatiivselt: kui palju on videotes inglise keelt kasuta-
tud ning kuivord sarnased voi erinevad nad selle poolest on. Kvanti-
tatiivne vordlus on tehtud suhteliselt vdikese hulga litereeritud teks-
tide pohjal: igalt juutuuberite litereerisime umbes kaks 10minutilist
videot voi videoldiku. Videoid tihiselt loovate juutuuberite puhul
vaatlesime kolme umbes 10minutilist videoldiku ning eristasime
molema koneleja teksti. Siiski on tekstide maht {isna erinev, mis-
tottu on tabelis 3 ning joonisel 1 esitatud andmed normaliseeritud
sageduste kohta (baas 1000 sonet). Kogu materjal sisaldas 26 333
tekstisona, neist 1047 olid ingliskeelsed. Ainestikus esinenud iild-
levinud platvormide nimetusi pole koodivahetusena arvestatud (nt
Instagram, Reddit jms); samuti on analiiiisist vélja jaetud eesti keeles
polistunud laensonad (peamiselt okei). Seda laadi aines eemaldati
pohianaliiiisist kui eesti keeles juurdunud elemendid, mille puhul ei
taju kasutaja ega vastuvotja toendoliselt nende vooraparasust. Kiill
aga vadriks okei ja selle variandid, kasutus ja funktsioonid laiemat
analiiisi. Pikemate kui tihesonaliste valjendite puhul arvestati iga
ingliskeelset sona eraldi.

Nieme, et juutuuberite ingliskeelsete sonade-viljendite kasuta-
mise madr on ipris erinev, ulatudes 1,5%-st kuni 9,5%-ni. Inglise
keele osakaal soltub paljuski juutuuberi vanusest ja taustast, ent
ka videos kasitletavast teemast ning sealsetest tegevustest. Nii voib
sageduse médra kasvatada pikemate ingliskeelsete tekstide etteluge-
mine voi varasemalt inglise keeles toimunud vestluse tsiteerimine
samas keeles. Mones teises videos voib sama sisulooja inglise keele
maht olla jdllegi viiksem. Seega voib inglise keele kasutamise maar
olla sama koneleja puhul ka videoti erinev. Siiski vastab saadud
tulemus muljele, mis saadi suurema hulga videote ldbivaatamisel:
koik nad kasutavad ingliskeelseid sonu ja viljendeid, ent osa neist
regulaarsemalt ja sagedamini kui teised.
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Tabel 3. Ingliskeelsete sonade kasutussagedus eri sisuloojatel

. Inglis- Ingliskeelsete Inglis-
Sonesid . - .
.. . keelseid sonede normali- keelsete
Nimi tekstis . . ~
Kokku sonesid seeritud sagedused | sonede osa-
tekstis (1000 sone kohta) kaal tekstis
ST 2003 190 94,9 9,5
AZ 3899 182 46,7 4,7
MR 4647 202 43,5 4,3
KL 4097 171 41,7 4,2
MH 4413 148 33,5 3,4
LP 2948 72 24,4 2,4
HK 2284 51 22,3 2,2
RV 2042 31 15,2 1,5

Kérvutades sisuloojate inglise keele kasutust intervjuuainestikuga,
ndeme, et intervjuudes kasutati inglise keelt palju vihem (vt joonis
1). Uldistavalt 6eldes piiiiti intervjuusituatsioonis inglise keelt vil-
tida ning intervjueerijatega ingliskeelseid sonu-viljendeid iildjuhul
ei kasutatud. Vaid iiks neist kasutas meiega koneledes enam inglis-
keelseid sonu kui vaadeldud videotes, ent see tulenes peamiselt arut-
lusest ingliskeelsete sonade iile.

Juutuuberitega inglise keele kasutamise iile arutledes moonsid
mitmeid neist kasutuse sagedust, pohjendades seda nt alateadliku
valiku ning automaatse kasutusega, nagu selgitab iiks autoreist:
»Paratamatult ma arvan alateadvuses mul on mingid terminid,
et kui ma tahan midagi kirjeldada juba, automaatselt mulle tuleb
ainult see iiks ingliskeelne termin meelde.“ Inglise keele aktiivset
kasutust tingib ka keele ,,sissepdimitus®, nagu kirjeldab teine interv-
jueeritu: ,,Ma kasutangi neid ingliskeelseid véljendeid, sest et inglise
keel on nii ... noh, tanapéeval sisse péimunud.“ Samuti nenditakse
auditooriumi ja selle ootustega arvestamist.

Kokkuvottes voib delda, et koik vaadeldud juutuuberid kasuta-
sid inglise keelt eri mddral ja mahus. Intervjuude pohjal voime 6elda,
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Ingliskeelseid sdnesid 1000 s6ne kohta
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Joonis 1. Ingliskeelsete sonade kasutussagedus eri sisuloojatel
vaadeldud videotes ning meiega peetud intervjuudes

et sisuloojad on oma keelekasutusest teadlikud ning viltisid interv-
juusituatsioonis reeglina inglise keele kasutamist (v.a iiksikud). See
tahendab, et nad arvestavad auditooriumi ja selle ootustega. Kuna
nende jalgijad on vanuseliselt iildiselt noored inimesed, voib 6elda,
et inglise keele kasutamine on {iks noore publiku kénetamise vahen-
deid. Kuigi keeleandmete piiratud maht ei luba teha kaugeleulatu-
vaid jareldusi, on need oluliseks sisendiks edasisteks uuringuteks.

4.3. JUUTUUBERITE EESTI-INGLISE KOODIVAHETUSE FUNKTSIOONID

Koodivahetuse vestluspragmaatiliste funktsioonide tuvastamiseks
analiitisisime 633 videoainestikus fikseeritud koodivahetusjuhtu.
Selleks tuvastasime inglise keelele iilleminekud ning margendasime
iga koodivahetuse puhul inglise keelele ilemineku véimaliku poh-
juse konkreetses konevoorus. Peale selle vaatlesime inglise elemen-
tide morfofonoloogilist vormi ehk seda, kas ingliskeelset sona voi
vdljendit kasutati vestluse pohikeele (eesti keele) morfosiintaktilise
struktuuriga mugandatud voi mugandamata kujul.
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Analiiisist ndhtub, et videoainestiku koodivahetusjuhtudest
u pool (50,1%) esines inglise morfofonoloogilist struktuuri jargival
kujul, peaaegu samas mahus (49,9%) esines eesti keele morfofono-
loogilise struktuuriga mugandatud inglise keelendeid, tiiipiliselt
kohandatuna eesti kdande- (vlogimine, biuutiplenderiga, poodkdstis,
klimmim) ja poordesiisteemiga (romdntisaisida, kintseldan, krei-
vivad), samuti tithinesid inglise ja eesti keel liitsonamoodustuses
(fitnessipohine, vaheapdeit, raamatundéord).

Koodivahetuse pohjused ei ole alati selged, samuti v6ib neid tol-
gendada mitmeti. Méddrasime igale koodivahetusjuhule (kui see oli
voimalik) ithe funktsioonimérgendi, ligi kolmandikule ainestikust
(199 koodivahetusjuhtu) kaks funktsioonimérgendit. Seega on mar-
gendatud koodivahetusjuhtude koguarv eri funktsioonide loikes
kokku 832%. Materjalis tousis esile 11 funktsiooni, vt tabel 4.

Tabelist on ndha, et koige selgemalt tousevad inglise keelele tile-
mineku poéhjustena esile iileilmse sisuloome sénavara tarvitamine,
mida siinses analiilisis nimetame erialaterminoloogiaks (26%) ja
inglise keelendi eelistamine (23%). Kokku on selliselt margendatud
ligi pooled (49%) koodivahetustest. Suhteliselt sagedasteks (vahe-
mikus 10-16%) funktsioonideks osutusid viitamine, emotsioon/
hinnang ja kinnisviljend, monevorra tousis esile ka liinga tdit-
mine (6%). Tunduvalt vihem (1-2%) esines nditeid refereerimise/
tsiteerimise, metakommentaaride, kordamiste, diskursusmarkerite
ja poordumiste kohta.

Mirgendi erialaterminoloogia alla koondasime eriala- voi
oskuskeelena médratlemist voimaldavad sonad ja vidljendid. Juu-
tuuberite tegevuse kontekstis on selleks esmajoones sotsiaalmeedia-
platvormide, nt videoloomega seotud méistestik (ndide 1). Eri-
alaterminoloogiaks voib lugeda ka mis tahes muu valdkonna (IT,
fotograafia, sport vm) sonavara, siinses materjalis paistis eeskatt
silma ingliskeelne kosmeetika- ja moemoistestik (ndide 2).

8 Arv sisaldab neid koodivahetusjuhte, millel oli mirgendatud kaks funktsiooni.
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(1) kui sa oled nditeks nagu vlooger (vlogger ‘videoblogija’) onju (LP)
(2) jargmiseks sammuks on mul alati pronser (bronzer ‘paikesepuu-
der’) (KL)

Eelistamisena maératlesime juhud, kus ingliskeelse sona voi val-
jendi kohta on olemas eestikeelne vaste, mis on eeldatavasti teada
ka sisuloojale (nagu naite 3 puhul l6bus voi tore, ndites 4 tervishoid,
tervisekindlustus, ndites 5 seisukoht, arvamus asjast). Péhjused, miks
koneleja eelistab (kas teadlikult voi teadvustamatult) ingliskeelset
vastet, lasuvad muus kui leksikaalse tithimiku tditmises (nagu see
on liinga tditmise funktsiooni puhul, vt allpool) ning nende eris-
tamine jidb siinses uurimuses oletuste tasandile. Uhel véi teisel
pohjusel voib keelend olla esimesena kittesaadav just inglise keeles
(ndites 4 raagib KL elust USAs, mis voib tingida ingliskeelse ter-
mini kasutuse), tunduda ekspressiivsem, kanda koneleja jaoks teist/
tapsemat tahendusniianssi, olla kinnistunud kéneleja idiolektis voi
suhtlusvorgustikus. Inglise keele kasutamine voib olla otsene viide
praktikakogukondadesse ning sisevorgustikesse kuulumisele - sel
viisil luuakse inglise keele kultuuriline ja sotsiaalne ithisosa.

(3) juunis tellite saate terve suve soita on fann (fun ‘16bus’) (MH)

(4) seal ei ole viiga head mingid helthkeerid (healthcare ‘tervishoid’)
(KL)

(5) niitid mis on minu stinds on the mdter (stands on the matter
‘hoiakud, vaated asjaolu suhtes’) (MR)

Viitamiseks lugesime sellised nadited, kus ingliskeelne aines pari-
neb globaalsest ingliskeelsest popkultuurist. Selles kategoorias on
filmidest, kirjandusest voi mujalt périt pealkirjad, lend- ja reklaam-
laused (ndide 6). Peale selle médratlesime viitamistena mangude voi
toodete nimed (ndide 7), aga ka videos ette loetavad ingliskeelsed
tekstid, nupud, teated jms (ndide 8):

(6) ma ei suudaks enam seda nagu libi teha ma arvan never sei never
(never say never ‘dra iial ttle iial’) ohvkoors (of course ‘muidugi’)

aga kindlasti ma ei vota uut koera (KL)
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(7) kui mingi trend tuleb vilja nagu nditeks see among as (Among Us)
ee trend mis mulle viga meeldis (MH)
(8) mis see khaar (car ‘auto’) nupp teeb siis (HK)

Selgelt eristuv rithm nditeid seostub emotsioonide (viha, room,
kurbus jne) voi hinnangute (nagu heakskiit voi hukkamdist) vil-
jendamisega. Selles moodustavad suure osa hiitiatused (oumaigaad,
vau, kamoon), aga ka emotsiooni/arvamust viljendavad omadus- ja
maédrsonad (9), intensiivistajad ning ropendamised (10) jm lausun-
gid (11).

(9) ja ma isegi ei loe neid asju tagasi tihti sest see on lihtsalt krindz
(cringe ‘ebamugavustunnet tekitav’) vahel (MR)
(10) sest sa ise tantsid nagu nii faking (fucking ‘kuradi’) hdsti (RV)

(11) koik okei tsau ai laav juu (I love you ‘ma armastan sind’) (MH)

Suhteliselt sageli esinevate kinnisviljendite all peame silmas selli-
seid laene, mis on kas eesti keeles muganenud vo6i laialdaselt kasu-
tuses (ndited 12-13). Siia alla grupeeruvad ka igasugused globaalse
levikuga trendi- ja meemivaljendid.

(12) oleme siin Stockholmis Nilsiga alati kdinud muuseumites voi Sop-
pamas (shop ‘poodlema’) (LP)

(13) ma olen rdme joulu finn (fan ‘austaja’) onju (KL)

Liinga tditmiseks (ndited 14-15) lugesime juhud, kus (erinevalt
tileval kirjeldatud eelistamise funktsioonist) ingliskeelset sona voi
vdljendi asendamine eestikeelsega ongi iihel voi teisel pohjusel kee-
ruline - eestikeelne vaste kas puudub voi on tdhendusniiansid liiga
erinevad voi pole vaste tildkasutatav (nt kui on tegu on kitsama
erialatermini voi uudissdonaga, mida keelekogukond pole taielikult
omaks votnud). Sellisel juhul véib inglise keele kasutust tolgendada
kui leksikaalse tithimiku tditmist teise keele materjaliga. Tabelis 4
toodud néites markeerib leksikaalset liinka sonaotsing (nt formulee-
ringus kuidas see sona on ...).
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(14) ma iiritan nagu anda mingit haipi (hype ‘elevus’) anna andeks
(MH)

(15) miks sul Kalev Cramo sdirk seljas on véibolla selline viike tiiser
(teaser “vihje’) dkki (AZ)

Viiksema hulga ndidete pohjal eristub veel mitmeid funktsioone.
Inglise keelt kasutati paarikiimnel juhul varem toimunud vest-
luse, tsitaadi, lausungi, arutelu vms sisu refereerimiseks voi varem
koneldu tsiteerimiseks (ndide 16). Koodivahetuses avaldub ka
metakommentaaride ehk mitmesuguste inglise keeles tehtud kor-
valmirkuste (ndide 17) ning diskursusemarkerite (ndide 18) kasu-
tuses. Vahem sagedateks funktsioonideks on kordamine, mil kone-
leja kordab Geldut teises keeles (ndide 19), ja poordumine adressaadi
(auditooriumi, vestluspartneri) poole (niited 16, 20).

(16) ise mingi Rapinast pdrit ma mingi brou vat te fakk (bro what the
fuck ‘vend mida kuradit’) sa oled mingi Rdpinast pdrit (AZ)

(17) vend tombas iihe sooriku sisse ja niiiid paneb viisteist tundi nii-
moodi nou problem (no problem ‘pole probleemi’) (LP)

(18) oolsou (also ‘samuti’) ma olen niiiid joudnud selle kassi kérvade
joonistamise juurde (MR)

(19) nagu lihtsalt katsetage lihtsalt andke sellele proov giv it a trai (give
it a try ‘proovi jargi’) (MR)

(20) suiidi (sweetie ‘kallike’) minu jaoks on see et mida rohkem katvust
seda parem (KL)

Eristasime koodivahetusjuhtude puhul vaid tiks-kaks funktsiooni,
ent mitmete ndidete puhul ei tdhendanud see sugugi valikuvoima-
luste ammendumist. Ilmselt voiks koigi voi vihemasti mitme vii-
mase nditeploki koodivahetusjuhtumi puhul argumenteerida, et
need on eelistamise funktsiooni juhud, kuivord koneleja on mingil
pohjusel eelistanud alternatiivsele eestikeelsele vastele (nt niites 17
pole probleemi) ingliskeelset. Eriti avar ongi eelistamise ja liinga
taitmise funktsiooni tthine haare, kuivord emma-kumma neist
voiks lisada igale nditele (konkureeriv eestikeelne vaste kas on voi
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see puudub), sh paljudele erialaterminoloogiaks liigitatud néidetele.
Eelistamine ise on siinses kasitluses jaanud sisemiselt heterogeen-
seks funktsiooniks, mida saaks teistsuguse materjalikésitluse pohjal
vaadelda mitme erineva funktsioonina.

Ka ei ole siinne funktsioonide loetelu moistagi loplik. Sisuloojate
seisukohast iiks selgelt eristuv, kuid siinsete funktsioonide ldikes eri
mirgendite alla jagunev keelendite rithm on globaalset noortekul-
tuuri vdljendav sonavara. Paljud tilaltoodud nididetest on modisteta-
vad igale inglise keele oskajale, ent kitsamalt noortekultuuri pee-
geldav sonavara voib olla sihtrithmast véljapoole jaavale kuulajale
ahmane (naited 21-23).

(21) me lihtsalt toime laua siia ja oudziid (OG; original gangster ‘kaua-
aegne jélgija, tegija’) teavad mis lauaga tegu on ma arvan (AZ)

(22) see on tipselt see nagu see eesti parima filmi taip biit (type beat
‘tliipi, moodi, honguga’) noh (AZ)

(23) see on reaalselt juba nii palju buuzim (boujee ‘peen, uhke’) (ST)

5. Arutelu ja kokkuvote

Vaatlesime artiklis kaheksa YouTube’is tegutseva eesti sisulooja ing-
lise keele kasutust kvantitatiivsest (ingliskeelsete sonede hulk teks-
tis, koodivahetuste arv) ja kvalitatiivsest (inglise keelele lilitumise
pohjused) perspektiivist.

Materjali pohjal voib Gelda, et koik vaadeldud sisuloojad kasu-
tasid oma videotes mingil méaral inglise keelt, ent nendevahelised
keelelised erinevused olid tisna suured. Intervjuude pohjal voib
oelda, et nad olid tildjuhul oma inglise keele kasutusest teadlikud
ja kasutasid seda intervjuusituatsioonis palju vihem vdi iildse mitte
(ihe erandiga). See tdhendab, et nad arvestavad videoid luues oma
auditooriumiga (kelleks on reeglina noored) ning ndevad inglise
keele kasutust YouTube’i sisuloome loomuliku osana, ent ei kanna
seda iile teistesse suhtlusolukordadesse (nt intervjuusituatsiooni).

Selles artiklis keskendusime ennekdike inglise keele funkt-
sioonidele. Ainestikust joonistus vélja 11 erinevat koodivahetuse
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funktsiooni: ingliskeelse erialaterminoloogia kasutamine (26% kasu-
tusjuhtudest), ingliskeelse sona/viljendi eelistamine eestikeelsele
(23%), viitamine ingliskeelsele popkultuurile (16%), emotsiooni voi
hinnangu viljendamine (12%), kinnisviljendid (10%), liinga tditmine
eestikeelse sona puudumisel (6%), refereerimine ja tsiteerimine (2%),
metakommentaarid (2%), diskursuspartiklid (1%), sona kordamine
teises keeles (1%) ja poordumised (1%). Ehkki need funktsioonid on
hinnangulised ning osa neist kahetiselt tdlgendatavad, annab see jao-
tus siiski aimu, miks ja kuidas sisuloojad inglise keelt kasutavad.
Siinse pilootuuringu tulemused on koérvutatavad Kase ja Ratti
uurimusega. Kase (2021) ainestikust noorte ja noorte tdiskasvanute
inglise keele kasutuse kohta ilu-, moe- ja elustiili teemalistes blogides
ja vlogides nahtus, et enamiku ingliskeelsustest moodustab valdkon-
naspetsiifiline (nt ilutoodete jms nimetused), aga ka osalusmeediaga
seotud sonavara. Inglise keele kasutamise peamiste pohjustena nime-
tab Kask lisantiansi olemasolu koneleja jaoks voi eesti keeles sobiva
vaste puudumist. Ratti (2017) analiiiisist ndeme, et enamasti tingib
inglise keelele iilemineku keelendi semantiline spetsiifilisus voi sti-
listilised erinevused. Need tendentsid tulid vdlja ka meie materjalist.
Lisaks esildusid vaadeldud materjalist suunatus auditooriumile
ning performatiivsus. Inglise keelt eelistatakse suhtluskeskkonnas
(iileilme platvorm, lai auditoorium), kus seda ka soodsalt vastu voe-
takse. Oluline on meeldida noorele publikule, kes on sisuloojate olu-
lisim jdlgijaskond. Sisuloojad on pidevas interaktsioonis oma audi-
tooriumiga ning toimub vastastikune moéjutamine, sh keeleliselt,
sest ka jdlgijaskond on inglise keele suhtes positiivselt meelestatud.
Keelelised valikud tehakse lahtuvalt sellest, mida auditoorium akt-
septeerib. Meie materjalis kajastus see koige otsesemalt funktsioo-
nis, mida nimetasime eelistamiseks. Juutuuberite keelelised valikud
on iihtlasi osa eneseesitlemise ja isikubrandi loomise vahendeist.
Ehkki koodivahetuse pohjusi on sageli keerukas médratleda,
on ildisemad jooned hasti ndhtavad. Juutuuberid kasutavad ing-
lise keelt enim ldhtuvalt enda professionaalsetest vajadustest, viita-
maks sotsiaalmeedias ja sisuloomes laiemalt kdibivale ingliskeelsele
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terminoloogiale. Suur osa YouTube'is tegutsevatest Eesti sisuloojatest
jalgib eelkoige ingliskeelseid kanaleid, nagu nende auditooriumgi.
Seega moodustab ingliskeelne soénavara sisuloojate ja nende jilgi-
jate, laiemalt aga kogu globaalse sotsiaalmeedia ja iiksikisiku vahe-
lise tihisosa. Koige silmapaistvama osa koodivahetusest tingib juu-
tuuberite tookeskkond - rahvusvaheliste platvormide, sh YouTube’i
sisuloomeformaat.
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,MIS KEELES MA RAAGIN, | DON’T KNOW*.
ON THE USE OF ENGLISH BY ESTONIAN YOUTUBERS

Kristiina Praakli, Mari-Liis Korkus, Aive Mandel,
Elisabeth Kaukonen, Annika Kangsepp, Triin Aasa,
Kristel Algvere, Helen Eriksoo, Marion Magi,

Getri Tomson, Liina Lindstrom
University of Tartu

This article focuses on English use in the example of Estonian-speaking
YouTubers. Altogether, we analysed videos from eight content creators,
each well-known among high-school-aged viewers who post regular videos
in Estonian. The dataset consists of videos (or video excerpts) in which we
look into the proportional share of English words or phrases and explore
potential functions of code-switching. The results show that while all eight
YouTubers use English in multiple videos, the usage frequencies differ sig-
nificantly and reflect individual differences. English emerged in platform-
specific contexts where the words were directly related to content crea-
tion (26% of all code-switching cases). Occasionally, the speakers referred
to English pop culture phenomena (16%), expressed emotions (12%) and
used loanwords or other (embedded) elements (6%). For numerous cases
(23%), it was hard to determine why they preferred using an English word
or phrase instead of its Estonian equivalent.

Keywords: YouTube, participatory media, content creators, youth langu-
age, code-switching, English
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KAS NOORED ON INGLISE KEELEGA
OBSESSED? MILLEST RAAGIVAD
KORPUSANDMED?

Virve-Anneli Vihman, Kristiina Praakli,

Maarja-Liisa Pilvik, Mari-Liis Korkus
Tartu Ulikool

Annotatsioon. Artiklis analiiisime inglise keele kasutust projekti ,,Teis-
meliste keel Eestis“ (TeKE)' raames 9-18-aastaste noorte suulisest ja
tsatisuhtlusest kogutud keeleandmetes. Andmeid koguti rahvateaduse
meetodil. Nagu TeKE korpuse sagedusandmed ja neist kooruvad mustrid
viitavad, tasub teismeliste keelekasutuses pdorata tdhelepanu inglise kee-
lele. Artiklis esitame esmase analiiiisi inglise keele kasutusest ja osakaa-
lust projekti kaasatud noorte suulise ja tSatisuhtluse andmetes. Tulemused
osutavad, et inglise keele osakaal varieerub konelejati, ei ole seostatav soo
ega vanusega, vaid soltub pigem muudest vestlusega seotud asjaoludest,
sh vestlusteemast ja registrist. Kiill aga kooruvad soolised ja vanuselised
erinevused vilja noorte ingliskeelse sonavara analiiiisist.

Votmesonad: noortekeel, suuline keel, t$atikeel, korpusanaliiis, eesti keel,

inglise keel

|. Sissejuhatus

Dominantse maailmakeelena on inglise keel votnud viimastel aas-
takiimnetel ka Eestis varasemast teistsuguse rolli. Suhtluskesk-
kondi, kus inglise keel on ndhtav ja kuuldav, on oluliselt juurde
tulnud veebis, meedias ja avalikus ruumis. Inglise keel on enim
opitud voorkeel iildhariduskoolides; korgharidustasemel peetakse

! Projekti ,Teismeliste keel Eestis“ (EKKD3) rahastab riiklik programm ,,Eesti keel ja
kultuur digiajastul“ (EKKD).
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inglise keelt pigem baasoskuseks kui voorkeeleks (vt nt Tartu ili-
kooli keelepohimatted 2009%). Nii veebis kui viljaspool on inglise
keel atraktiivne ning produktiivne suhtlust vahendav keel (vt ldhe-
malt Zabrodskaja, Kask 2017; Praakli, Koreinik 2020). Lisaks ing-
lise keele ainetundidele tildhariduskoolis saavad noored mitmeke-
sist keelelist sisendit neile tihenduslikest suhtlusvorgustikest, sh
sotsiaalmeediast. Nende ldhedane suhe inglise keelega annab neile
juurdepddsu tileilmale.

Eestlaste ja eriti noorte viga head inglise keele oskust tostetakse
esile eri raportites (nt EF English Proficiency Index?). Teisalt kostub
Eesti avalikkuses arvamusi inglise keele negatiivsest méjust ema-
keele oskusele ning keelelisele lohakusele. Nii viitis kultuuriajakirja
Akadeemia peatoimetaja 2019. aasta arvamusfestivalil, et inglise
keele opetamine koolides tuleks iileiildse lopetada, sest ,,see on kui
umbrohi, see tuleb inimestele ise kiilge“ (Voltri 2019). Muu hulgas
on meedias haimmeldust vdljendatud noorte inglise keelest mojuta-
tud keelekasutuse iile (nimetatud ka Estonglish’iks), nt: ,,Estonglish
jai igal juhul kérva kriipima ja ilusast emakeele kasutamisest on
selline konepruuk kaugel® (Kull 2019). Eesti keele seisundi uuring
(Lukk et al. 2017) jéllegi vahendas emakeeledpetajate muret noorte
eestikeelse sonavara muutumise ja kahanemise ning tdiskasvanute
keelepruugist eemaldumise iile, teisalt todedes, et pohjalikud uurin-
gud selle kohta siiski puuduvad.

Noorte spontaanset suhtlust kisitlevaid uuringuid Eesti keele-
teaduses napib. Noorte keelepruugile pole teadlastel vanuselistel
ja eetilistel asjaoludel ka sugugi lihtne ligi padseda. Sestap on olu-
line ja teretulnud noorte kui enda keeles vaieldamatult asjatundjate
aktiivne kaasal6omine noortekeele uurimisel, sh nii andmekorjes
kui analtiisimisel. Eesti keeleteaduses ongi suurem osa noorte-
keele uuringuist kirjutatud eeskatt (iili)opilaste teadustoode vormis

> Inglise keele oskus on eristatud teiste voorkeelte oskusest: ,,[...] akadeemilises maa-

ilmas on inglise keel kujunenud lingua franca’ks.“ Vt https://www.ajakiri.ut.ee/artik-
kel/2923 (04.05.2022).
> EF Education First. https://www.ef.com/wwen/epi/ (04.05.2022).
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(nt Ruven 1999; Rannamée 2006; Happonen 2010; Lehtpuu 2016).
Ka opilaste teadustoode riiklikule konkursile* (2002-2022) esita-
tud keelealastest uurimistoodest nahtub, et iiks noori konetavaid
teemasid on eakaaslaste sonavara, mida on vaadeldud nii suulise
suhtluse, veebikeskkondade kui kiirsuhtlusdppide keeleandmete
pohjal.

»leismeliste keel Eestis“ (edaspidi TeKE; 2019-2022)° projekt on
eesti noortekeele uurimisloos esimene, mis analiiiisib laiapohjaliselt
korpusandmete toel inglise keele kasutust noortevahelises suhtlu-
ses. Projekti raames kogusime keeleandmeid 9-18-aastaste noorte
omavahelisest suulisest ja tsdtisuhtlusest®. Siinses artiklis otsime
vastuseid jargmistele kiisimustele:

1. Kui palju kasutavad eesti emakeelega teismelised ingliskeel-

seid sonu omavahelises eestikeelses vestluses?

2. Milliseid sonu kasutatakse enim?

3. Kas ja kuidas erineb inglise keele kasutus suulises ja t$ati-

suhtluses?

4. Kas ja kuidas erineb teismeliste inglise keele kasutus vanuse

ja soo loikes?

Jargmises peatiikis votame vaatluse alla noorte keele uurimise
ning koodivahetuse kui keskseima mitmekeelse suhtluse nihtuse
noortekeeles, eriti praeguses meediastunud maailmas, kus just teh-
nilistel platvormidel on noorte suhtluses {tha suurem roll. Kolman-
das peatiikis kirjeldame ainestikku ja meetodit ning loodavat kor-
pust. Neljas peatiikk tutvustab uuringu tulemusi: anname iilevaate

* Eesti Teadusagentuur. https://etag.ee/tegevused/konkursid/opilaste-teadustoode-

konkurss/varasemad-konkursid/ (08.08.2022).

> Vthttps://sisu.ut.ce/teke/.

¢ Siin ja edaspidi radgime kitsamalt tsditikeelest ja -suhtlusest - see on iiks veebi-
keele variante, mille aines périneb kiirsuhtlusidppide vahendusel peetud vestlustest
(vrd netikeele moistega, mis pakuti vélja ajal, kui tehniliselt vahendatud suhtlus toi-
mus jututubades, e-kirjades ja/voi kommentaarides; vt Hennoste 2000). Veebikeel on
heterogeenne keelevariant, mis osaliselt soltub rakenduste tehnoloogilistest funkt-
sioonidest ning teksti- ja vooruvahetuse kiirusest (vt McCulloch 2019; ka Androutso-
poulos 2015).
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inglise keele osakaalust suulistes ja t$itivestlustes, koodivahetuse
avaldumisest ning sagedasematest ingliskeelsetest sonadest. Jargne-
vad arutelu ja kokkuvote.

2. Millest koneleb noorte keelekasutus?

Teismelistelt kogutud keeleandmed kui viljavotted noorema vanu-
serithma keelelisest kditumisest peegeldavad keele varieerumist,
varasemate uurimisandmetega korvutavalt ka voimalikke keele-
muutusi, nt sdnavaras; teisalt ka ithiskonnas toimuvaid protsesse.
Noorte keelekasutust kirjeldatakse marksénadega nagu innovaati-
line, loov, trenditeadlik (vt Eckert 1997, 2000; Jonsson et al. 2019).
Noorte keeleline minapilt saab olulisi tdiendusi ja mojutusi murde-
eas, mil muutub olulisemaks just eakaaslastelt saadav sisend. Nende
keelekasutuse pohjal saab aimu neid konetavate prestiizsete keelte,
suhtluses aktsepteeritud mitmekeelsete suhtlusndhtuste ja noori
konetavate vestlusteemade kohta.

Uhiskondlikus kontekstis peegeldavad noorte keelelised reper-
tuaarid nii kohalikke kui iileilmselt haaratud muutusi ja protsesse.
Praegusaja noorte puhul holmab meedia ja meediastumine (Hepp
2018) nende koiki igapdevapraktikaid: kooliskdimist, vaba aja veet-
mist ning omavahelist 1dbikdimist. Kooliealistel on COVID-19 pan-
deemia ja sellega kaasnenud e-Oppe rohkus seda tendentsi veelgi
stivendanud. Eeskdtt meediastumisest ning aktiivsest sotsiaalmeedias
toimetamisest tulenevalt saavad noored keelelist sisendit ka iile aja-
liste ja ruumiliste vahemaade neile tdhenduslikest vorgustikest ning
vahendavad seda enda vorgustikesse. Noorte hea inglise keele oskus
toetab vorgustikele juurdepadsu, iihtlasi saades neilt toetust ja sisendit.
Meediastumine ja platvormide kattesaadavus toob noorte keelepruugi
ndhtavamale ja kuuldavamale kui eales varem. Siiski pole noortekeele
puhul pohjust konelda diskreetsest keelekujust, kuna see on varieeruv
ja kiiresti muutuv ning sisaldab erinevaid kontaktmojusid.

Teismeliste keelepruugis avalduv suhtlusvahendite mitme-
kesisus nahtub noortekeele uurimustes (vt nt Rampton 1995; Kern,
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Selting 2011; Nortier, Svendsen 2015; Tagliamonte 2016). Suhtluse
sotsiolingvistika raamistikus on eeskdtt Euroopa suurlinnade naitel
uuritud noorte mitmekeelseid keelekujusid ning suhtlusnéhtusi (nt
code-switching, crossing), sageli ihendatult teise keele 6ppimise ja
omandamise kiisimustega (vt nt Jorgensen 2002, 2008; Kallstrom,
Lindberg 2011; Lehtonen 2015; Jonsson et al. 2019). Omaette vald-
konna moodustavad nn sldngisdonavara uuringud, sh ka tabu- ja
vandesonade uuringud (vt Stenstrom 2020). Digiajastu on suulise
keele korval toonud fookusesse suhtluspraktikad kiirsuhtlus- ja
méngurakendustes (vt Durkin et al. 2010).

Eesti noortekeele kogumine ja teaduslik uurimine sai alguse
eelmise sajandi esikiimnenditel, kuid jdrjepidev uurimistoo sel-
les vallas on siiski liinklik, pohiosa moodustavad giimnasistide ja
iliopilaste uurimused (vt iilevaated Tender 1994; Hennoste 2000;
Praakli 2022). Uurijate rohuasetus on pohiliselt lasunud noorte
sonavaral (ldhemalt Praakli, ilmumas), kus keelekontaktidest johtu-
vaid keelemuutusi on nidha laensonades ja mitmekeelsetes suhtlus-
praktikates (nt Loog 1988, 1990). Alates nullindatest on itha rohkem
tahelepanu pélvinud inglise keele kasutus, seda nii suuliste (interv-
juud, argivestlused, vlogid; nt Lehtpuu 2016; Ratt 2017; Korkus 2021)
kui digisuhtluse andmete (tsdtid, blogid; nt Kask 2021) valguses.

2.1. KOODIVAHETUSE UURIMISEST

Mitmekeelsusuuringute fookus lasub kahe voi enama keele(variandi)
kooskasutamise ja suhtluskontaktidest johtuvate muutuste kirjelda-
misel. Uks mitmetest kontaktsituatsioonis ilmnevatest ja noorte-
keelele iseloomulikest ndhtustest, mis ka siinse artikli keskmes, on
koodivahetus. Pohitdhenduses tdahistab koodivahetus mitmekeelset
suhtlusviisi, kus lausungis voi vestluses kasutatakse vihemalt kahte
keelt voi keelevarianti (Verschik 2004; Myers-Scotton 2017).
Koodivahetusuuringud on iildiselt keskendunud kas selle sotsio-
pragmaatilistele funktsioonidele (nt Auer 1998) voi lausungisiseselt
eri keele elementide morfosiintaktilise integreerimise kiisimustele



Kas noored on inglise keelega obsessed? Millest radgivad korpusandmed?

(nt Myers-Scotton 1993; Deuchar 2020). Artiklis kdsitleme koodi-
vahetusilminguid eeskatt leksikaalsest vaatest, keskendudes sisesta-
tud ingliskeelsetele elementidele eestikeelses diskursuses.

Koodivahetuse kirjeldamisel on oluline eristada, milline on
vestluskontekstis pohi-, milline sisestuskeel (vt nt Myers-Scottoni
1993 maatrikskeele mudel). Siinses artiklis loeme keeleandmetest
lahtuvalt vestluste pohikeeleks vaikimisi eesti keele. Poplack (1980)
eristab koodivahetusilmingute puhul kolme poéhitiiiipi. Esimeseks
on lausesisene koodivahetus (ingl intrasentential CS), kus keelte-
vaheline {ileminek toimub tihe lausungi voi lause sees (ndide 17).
Teise tiitibina eristab Poplack lauseiilest koodivahetust (ingl inter-
sentential CS, ka code alternation), kus keeltevaheline tleminek
toimub lausungite voi lausete vahel (ndide 2°). Viimasena eristab
Poplack siintaksiviliste diskursuspragmaatiliste tiksuste (nt partik-
lite, hiiidsonade) iilekannet (ingl tag-switching). Need paiknevad
tavaliselt lausungi voi lause alguses (ndide 3) voi 16pus (ndide 2, rigt
‘digus, eks’) mistahes positsioonis.

1. CHAIOM: right clicki mu nime peale

2. CHA14M_1I: su emakeel on eesti keel rig#?
CHA14M_2: nah hispaania keel
CHA14M_1: sirius
CHA14M_2: ofc its eesti keel
CHA14M_1: what languses u speak and how bad or good
CHA14M_2: inglise keel suht hea
CHA14M_2: vene keel suht sitt

3. SUUI4N_1:jasiis kdik arvasid et me k- ee nagu meeldime
tiksteisele ja kdime
SUU14N_1: aga me (.) me ei kdinud

7 Igas ndites sisaldab lausungile eelnev kood korpust (SUU/CHA), koneleja vanust,

sugu ja (vajadusel) jarjenumbrit. Kaldkiri tahistab sisestuskeele elemente.
8 Siinne niide ilmestab muuhulgas vajadust noorte keelehoiakute viljendamise ldhe-
maks analiiiisiks.
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SUUI14N_2: vau[_wow_] toesti va[voi]

SUU14N_1: jaa (...) jah

SUU14N_2: oo_mai_kaad[_oh_my_god_] ma arvasin et sa nagu
tdiega kiisid temaga

Kvantitatiivne ldhenemine voimaldab eristada suure hulga inglise
keele ndidete pohjal ka kasutatavate keelte mddra. Kuna lithikeste
lausungite puhul on vidiksem véimalus kasutada kahte keelt koos,
siis eristame andmeanaliitisis kuni kahesonalisi (lithikesi) lausun-
geid pikematest.

Morfofonoloogilise tasandi kirjeldamisel on mitmekeelsus-
uuringuis rakendatud ka Lars Johansoni koodikopeerimise mudelit
(Johanson 2002; Verschik 2008; Kask 2021). Mudel eristab kolme
kopeerimistiiiipi: tdielikud (ingl global copy; nédide 4, milles inglis-
keelsed sonad on iile kantud terviklikul kujul, hdélduse ja tdhendu-
sega), valikulised (ingl selected copy; naide 5a-b, milles konelejad
kasutavad ingliskeelsete sonade omadusi valikuliselt ning ortograa-
fia viitab eestipdrasele hddldusele) ja segakoopiad (ingl mixed copy;
néide 6, milles liitsona sisaldab molema keele elemente):

4. SUUI6N: see oli paris lol[ _LOL_] ikka
SUUI16N: aga no ma olin et jolo[_YOLO_]

5. a.CHA17M: valgus is veri good
b. CHAI17N: Yesyes iz uki dunt vorri [it’s ok don’t worry]

6. CHAI6N: nagu ma reaalselt tegelen 6ppimisega ja siis unustan

taiesti ara, et livetunnid on kaa

Koodivahetuses esinevate keelte eristamine toetub traditsioonilisele
vaatele, mille kohaselt keeled on eraldiseisvad siisteemid. Uuemaid
kontseptsioone (nt metrolingualism, translanguaging, superdiver-
sity, polylingualism; vt tdhenduslikest erinevustest Pennycook 2016)
ilmestab arusaam, et mitmekeelse koneleja keeled moodustavad iithe
stisteemi, samuti ei soltu koodivahetus koneleja tihe voi teise keele
oskusest, vaid tema suhtluseesmérkidest (Androutsopoulos 2015).
Seda viidet toetab nahtus, kus noored kasutavad eri keelte sonu voi
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vdljendeid ilma, et nad keelt valdaksid, nt inglise keelt konelevad
ameerika noored hispaaniakeelset sona mamacita voi eesti noorte-
keeles vene keelest mugandatud taipohh.

Artiklis loome {iilevaatliku kvantitatiivse aluse, millest hiljem
lilkuda ldhemale kvalitatiivsele analiiiisile. Koik iilal nimetatud
koodivahetuse avaldumisvormid on kaasatud ka siinse artikli kvan-
titatiivsesse analiilisi, koodivahetuse strukturaalse integreerimise ja
eri tiipide analiiiis jargneb edasistes uurimustes.

2.2. (SOTSIAAL)MEEDIASTUNUD KEELE REGISTRID9

Kaasaja noortekultuuris méangib olulist rolli sotsiaalmeedia.'” Noo-
red on selle regulaarsed tarbijad eelkdige nutiseadmete kaudu (Lau-
ricella et al. 2014). Selle valguses nimetab Siibak tdnapédeva noori
mitte digi- vaid sotsiaalmeediapdlvkonnaks (2020: 30), kuna noore-
mates vanuserithmades on aktiivne sotsiaalmeedia kasutus kujune-
nud sotsiaalseks normiks ning polvkondliku identiteedi vahendiks.

Just iileilmastumisel (Bucholtz, Skapoulli 2009; Otsuji, Pen-

nycook 2010) ja meediastumisel (Leppanen 2007) on noorte keele-
kasutuses keskne roll. Nende méju ndhtub mitmekihiliselt:

1. Mitmeregistrilisus: kasutatakse akrontiiime jm veebipohi-
seid keelendeid (nt OMG ehk ‘oh my god’, XD ‘iksdee’ ehk
visuaalselt tekkinud naeruniagu, DM ‘dii emm’ ehk ‘direct
message’; vt ka Crystal 2008);

2. Mitmekeelsus: kasutatakse noortekeeles iileilmselt tuntud
sonu voi véljendeid (nt hot girl summer ‘kuuma tiidruku
suvi’, on fleek ‘tasemel, ideaalne’, vibe ‘hong, meeleolu’) ning
jaljendatakse nende hédldust (vrd nt sona meme erinevaid

®  Mbistame registri all kasutuskeskseid varieeruvaid keelekujusid, keelevariante;

siinse artikli raamides suulist argikonet ning tsatikeelt.

1% Voib ka viita, et sotsiaalmeedia mo6ju on laiem ning ldbindhtav eri ihiskonna kihti-
des, seetottu radgitakse ka tdnapéeval platvormiiihiskonnast (ingl Platform Society; vt
lahemalt van Dijck et al. 2018).
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héadldusvariante: eestipdrane ‘meem’, ortograafiapohine
‘meme’, ingliskeelne ‘miim’);

3. Mitmeallikalisus: viidatakse erinevatele allikatele ja tsitee-
ritakse  filmides/raamatutes/sarjades/veebikeskkondades
kuuldut-nahtut (vt Sierra 2021).

Veebivorgu laiemasse kasutusse joudmine ning infoajastu teh-
nilised voimalused on laiendanud suhtluskeskkondi, neis raken-
datavaid vahendeid (nt e-kirjad, foorumipostitused, kommentaa-
rid, online-méngude sonumivahetused jms) ning mitmekesistanud
suhtlus- ja tekstiloome viise. Uhtlasi on tehniliselt vahendatud
suhtlus loonud keelekontaktidele uue pinnase ning muutnud seeldbi
kontaktis olemise kéttesaadavust, viise ja voimalusi. Veebikontak-
tid haaravad laiemat konelejaskonda, kontaktid on intensiivsemad,
suhtlusesse kaasatakse erinevaid keeli ning muid elemente (emo-
tikonid, videolingid jm). Teaduslik huvi veebisuhtluse ning selle
keelevariantide vastu sai alguse 1990ndatel (nt Ferrara et al. 1991;
Donath et al. 1999; Crystal 2001). Ka eesti veebisuhtluse kohta kir-
jutati esimesed uuringud samal ajal (nt Salla 1999), hilisemalt on —
peamiselt iilidpilastoode vormis - vaadeldud nii eri keskkondade
suhtlusvahendeid kui ka mitmekeelset suhtlust nt blogides-vlogides,
tsattides (nt Igav 2013; Kilp 2017; Ratt 2017; Kask 2021).

Nii nagu suulises keeles, esineb ka tsdtikeeles tisna palju variee-
ruvust (vt lahemalt McCulloch 2019). Tagliamonte ja Denis (2008)
toovad vilja, et kiirsuhtlusvestlustes kombineerivad noored for-
maalseid (nt kirjakeelseid vorme shall ja must) ja mitteformaalseid
(nt emotikonid, lihendid) keeleelemente. Platvormide mitmekiilgne
funktsionaalsus voimaldab kasutajatel korraga tegutseda mitmes
rakenduses ning sellest tulenevalt on nende eneseesitlus ja tahen-
dusloome platvormiti erinev (Deakin, Wakefield 2014; Boczkowski
et al. 2018; Tagg, Lyons 2021). Uurimishuvi veebikeele (ja kitsamalt
ka tatikeele) vastu on joudsalt kasvamas, eriti voib seda margata
(uli)opilasuurimustes (ehk noored uurivad noori; vt ka 2).
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Joonis 1. Koigi projektis osalenud noorte vanus ja sugu
(keelesaadikud ja kaasatud sobrad)

3. Ainestik ja meetod

Analiiiisitavad keeleandmed kogusime projekti ,,Teismeliste keel
Eestis“ raames. Selle pohieesmérk on luua noortekeele korpus, mis
voimaldab uurida noorte spontaanset keelekasutust suulistes ja
tsativestlustes. Selleks kutsusime eri piirkondade iildhariduskoolide
4., 6., 8. ja 10. klassides oppivaid opilasi projekti nn keelesaadiku-
teks.!! Vastava koolituse labinuna kaasasid keelesaadikud projekti
enda sopru, salvestasid nendega suulisi vestlusi (keskmiselt kaks
tundi saadiku kohta), lisaks kogusid ja vahendasid uurimisrithmale
tsattides peetud jutuajamisi. Koik artiklis kasutatavad keeleandmed
ja -ndited parinevad TeKE korpusest.

Kokku osales andmekorjes 131 noort vanuses 9-18 eluaastat.
Joonis 1 annab iilevaate korpuse vanuselisest ja soolisest koossei-
sust. Kuigi sihtisime vanuselist, soolist ja piirkondlikku tasakaalu,
on valimis tilekaalukalt naissoost osalejaid (94 tiidrukut, 37 poissi).

' Projekti rahvateaduse meetodil pohinevast andmekorjest lahemalt vt Mandel et al.
(2022).
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Keelesaadikud périnesid Tallinna, Tartu, Saaremaa ja Vorumaa
koolidest, kuid nende kaasatud soprade kaudu on projektis esinda-
tud 11 maakonda (lisaks iiks vilisriigis elav dpilane).

3.1. KORPUSTE KIRJELDUS

Andmekorjega kogusime 97 tundi helisalvestusi ning 111 521 sona
mahus t$étte (valdavalt Messengerist, monevorra Discordist). Lisaks
kiisisime noortelt veebikiisitluse kaudu nende (voor)keeleoskuse ja
-kasutuse ning internetitarbimise kohta. Kogutud materjalist on
artikli kirjutamise hetkel (mai 2022) suulistest andmetest transkri-
beeritud kujul analiiiisivalmis 64 koneleja suulised vestlused (kokku
39 tundi, 335 822 sona'?) ning tsativestlused 97 osalejalt (mahus 59
688 sona'’). Keskmine sonade arv koneleja kohta suulistes vestlustes
on 5247 (sd = 3058), tsativestlustes 585 sona (sd = 531), ent koneleja-
tevaheline varieeruvus on véga suur. Valimi sonade arvu vastavalt
koneleja soole ja vanusele kuvab joonis 2.

Suuliste vestluste helifailide transkribeerimiseks kasutasime
annotatsioonitarkvara ELAN". Iga lausungi puhul maérgistasime
selle piirid, transkribeerisime iga koneleja konet eraldi transkript-
siooniridadel ning margendasime konekeelsusi ja kasutatud keele.
Koik isikuandmed ja muu isiku tuvastamist véimaldav materjal on
muudetud. Keelejuhtide kone transkribeerimisel lahtusime kohen-
datud kirjakeele ortograafia pohimétetest: kirjutasime iiles koik
keeletiksused, sh iineemid, hailitsused, poolikud sonad, oletatavad
sonad (st sonad, mille tdpne kuju pole eristatav, kuid on kontekstist
voimalik oletada). Kirjakeele ortograafiat ei kasutatud juhtudel, kui
koneleja keelepruuk sellest siisteemselt erines: nditeks tildises kone-
keeles laialt levinud (nt keka, ops, pohimoétst, kakskend) voi kirja-
keelest lahknevad (nt videosid, praegult) vormid. Sellistel puhkudel

12 Sonadeks on arvatud ka (nt eneseparanduste tottu) pooleli jadanud sonad, iineemid
ja partiklid.

3 Sonadeks on arvatud ka lingid, pildid, emotikonid ja (sonumi)reaktsioonid.

4 ELAN (versioon 6.2). https://archive.mpi.nl/tla/elan (03.05.2022).
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Joonis 2. Valimi sonade arv vastavalt koneleja soole ja vanusele

lisasime sona jirele nurksulgudesse sona kirjakeelse vormi (nt
kakskend[kakskiimmend], praegult[praegu]), seda eeskdtt jairgmi-
ses etapis rakendatava automaatse morfoloogilise analiiiisi tarvis.
Nurksulud ja alakriipsud eristavad voorkeelseid sonu ja pikemaid
voorkeelseid fraase (nt doup[_dope_], ou_mai_gaad[ oh_my_
god_]). Eraldi keelereal on mirgendatud teise keele kasutust (nt ing-
lise, vene, hispaania; ka eesti murded). Koik transkribeeritud failid
vaatas iile, parandas ja iithtlustas veel vihemalt iiks transkribeerija.

Tsatiainestiku edastasid keelesaadikud Wordi-failidena. Nen-
dest eemaldasime sonumisaatja nime sisaldavad read (nt Maarja
sent), samuti muutsime dra tekstides esinevad isikunimed ning isiku
tuvastamist voimaldava sisu. Konelejate voorud eristasime failis eri
taustavarvidega. Wordi-failid konverteerisime xml-failideks, mis
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voimaldas html-viarvikoodide abil eristada iiksteisest eri konele-
jate voorud ning sisuteksti (sh pildid, lingid, emotikonid, (sonumi)
reaktsioonid) igasugusest metainfost (kuupaevad, profiilipildid, tea-
vitustekstid; nt You received a call from). Eraldatud info koondasime
tabelkujul tsv-failidesse, mille ridadel oli iga t$iti tekstirida ning
tulpades seda iseloomustav metainfo (sisutekst/metatekst, kuupiev
ja kellaaeg, osaleja kood). Sisutekstile lisasime margendustdoriista
INCEpTION" (Klie et al. 2018) abil info voorkeelte, lithendite
(nt mdea ‘ma ei tea), idk ‘I don’t know’) kasutuse ning konfident-
siaalse teabe kohta.

3.2. ULEVAADE OSALEJATEST

Projektis osalenud noorte taustainfo kogusime veebikiisimustiku
kaudu. Siinses artiklis on relevantsed noorte antud hinnangud oma
keeleoskuse kohta (vt joonis 3) ning kiirsuhtlusdppide kasutushar-
jumused (vt joonis 4).

Keeleoskuse andmed pohinevad vastajate hinnangutel. Selleks
paluti markida viiepalliskaalal, kuidas nad iga keele puhul oma kee-
leoskust hindaksid. Ootuspadraselt hindavad koik vanuserithmad
koige korgemaks eesti keele oskust. Ka inglise keele oskusele antud
hinnang on viga korge (viiepalliskaalal hinded 4 v6i 5), st noored
on arvamusel, et nad oskavad inglise keelt ,,vabalt voi ,viga hasti®.
Uhtlasi ndeme, et inglise keele oskuse hinnangud sarnanevad pigem
eesti keele kui teiste kiisitud voorkeelte (vene, soome, saksa) oskuste
hinnangule. Inglise keele viga hea oskus véib olla seotud mitme
teguriga, ent pohilisena ndhtub tugev seos osalusmeediaga (vt Siibak
2020), kus markimisvdarne osa argisuhtlusest ning rahvusvahelisest
noortekultuurist on ingliskeelne.

TeKE projektis osalenud teismeliste vastustest ndhtus, et ena-
mik suhtleb kiirsuhtluséppides kas peaaegu kogu aeg voi mitu korda
péevas, seejuures on kasutus tihedam vanemate osalejate (13-15- ja

> INCEpTION (versioon 22.4). https://inception-project.github.io (03.05.2022).
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Joonis 3. Osalejate hinnangud enda keeleoskusele
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Joonis 4. Osalejate vastused kiisimusele ,,Kui sageli suhtled
kiirsuhtlusdppides?“

16-18-aastaste) seas. Vaid marginaalne osa (alla 5%) vastanuist
kasutab suhtlusdappe harvem kui kord paevas. Populaarseimad kiir-
suhtlusdpid on Messenger (54%), Snapchat (27%) ja Discord (10%),
viimane eelkoige poiste hulgas. TeKE projektile edastatud sonumi-
vestlused peeti valdavalt Messengeris, viiksem osa Discordis.
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4. Tulemused

4.1. INGLISE KEELE OSAKAAL SUULISTES JA TSATIVESTLUSTES

Kvantifitseerisime koodivahetuse intensiivsust noortekeeles vord-
lemisi lihtsal viisil ning hindasime seda kui ingliskeelsete sonade
osakaalu' koigist koneleja sonadest. Olgu 6eldud, et see, mis on
korpuses margitud inglise keeleks, on kohati vaieldav, kuna hulk
ingliskeelseks loetud sonu on eesti keeles vordlemisi hésti kohane-
nud (nt sorri, tsitt, vaib). Korpuses on margendatud voorkeeli pigem
inklusiivselt, et koodivahetuse uurijal oleks voimalik luua andmete
alamhulki enda vajadustest ldhtuvalt.

Ingliskeelsete sonade protsenti voib siinjuures pidada vordlemisi
konservatiivseks hinnanguks koodivahetuse intensiivsusele, kuna
suulistes vestlustes on sonadeks loetud koik semantilised ja gram-
matilised sonad, lisaks iineemid, poolikud sonad jm suulise kone
komponendid, millest osadel keelemidrgendit ei ole. T$4ttides oma-
korda ldhevad sonadena arvesse ka muud semantilist sisu kandvad
elemendid, nagu pildid, emotikonid ja lingid, millel samuti keele-
margendid puuduvad.

Leidsime, et suulistes vestlustes on ingliskeelsete sonade prot-
sent keskmiselt 3,3, tSativestlustes aga margatavalt korgem - 7,3.
Eesti- ja ingliskeelsete sonade osakaalu soo ja vanuserithmade ldikes
illustreerib tabel 1.

Ingliskeelsete sonade esinemise kohta selgeid mustreid ei soo
ega vanuserithmade l6ikes vilja ei joonistu. Voib eeldada, et noored
omandavad inglise keelt juba varakult (nagu viitab joonis 3) ning
ndeme, et ingliskeelsete sonade osakaal vanusega ei kasva. Vanusest
olulisemat rolli ndivad méngivat koneleja individuaalsed valikud

!¢ Edasised analiilisid pohinevad suuliste vestluste transkriptsioonide lausungi- ja
sonakihil, kus voorkeelsed sdnad on eristatud eestikeelsetest, ent milles konkreetse
keele kohta infot pole. Transkriptsioonide keelekihi pohjal oleme aga teinud kindlaks,
et voorkeele kasutusjuhtudest iile 99% moodustab just inglise keel, seega rddgime siin
ja edaspidi vaid inglise keelest. Sama kehtib tsativestluste kohta.
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Tabel 1. Eesti- ja ingliskeelsete sonade osakaal
so0o ja vanuseriihmade vordluses

Vanus aastates Suulised vestlused Tsdtivestlused
jasugu ee % (N) en % (N) ee % (N) en % (N)
m 97% (33 317) 3% (941) 90% (5586) 10% (587)
9-12 |n 95% (39 699) 5% (2198) 91% (5103) 9% (480)
Kokku | 96% (73 016) 4% (3139) 91% (10 689) | 9% (1067)
m 95% (41 653) 5% (2307) 82% (2877) 18% (649)
13-15 |n 98% (48 037) 2% (991) 95% (13 359) | 5% (656)
Kokku | 96% (89 690) 4% (3298) 93% (16 236) | 7% (1305)
m 97% (56 081) 3% (1934) 93% (7144) 7% (518)
16-18 |n 97% (105 847) 3% (2817) 93% (21 232) | 7% (1497)
Kokku | 97% (161 928) 3% (4751) 93% (28 376) | 7% (2015)
Kokku 96,7% 3,3% 92,7% 7,3%
(324 634) (11 188) (55 301) (4387)

(nt veebikeskkondades veedetud aeg, suhtlusvorgustik jne), vestlus-
teema ja -olukord. Joonis 5, kus on esitatud eesti- ja ingliskeelsete
sonade suhtelised sagedused, illustreerib voorkeelse keeleainese
osakaalu ulatuslikku varieerumist tiksikkonelejate 1oikes, aga ka
registriti.

4.2. LAUSESISENE JA LAUSEULENE KOODIVAHETUS

Lisaks ingliskeelsete sonade osakaalule huvitusime ka sellest, kui-
vord ulatuslikult esineb teismeliste suhtluses lausesisest' ja lause-
tilest koodivahetust. Selleks eristasime taielikult eestikeelsed lau-
sungid, tdielikult ingliskeelsed lausungid ning lausungid, milles
esineb molema keele elemente. Suulistes vestlustes on eestikeel-
seid lausungeid 90,3%, ingliskeelseid 2,3% ja segakeelseid 7,4%;

17 Siia alla liigitub ka diskursuspragmaatiliste tiksuste tilekanne, nn sildivahetus (ingl
tag-switching), mida meie valitud meetod ei véimaldanud eristada.
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Joonis 5. Inglis- ja eestikeelsete sonade suhtelised sagedused
individuaalsete konelejate keelekasutuses
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tsdtivestlustes on vastavad protsendid 85,1%, 7% ja 7,9%'®. Seega on
taiesti voorkeelsete lausungite osakaal t$dtikorpuses mirgatavalt
suurem ja koodivahetuse intensiivsus tildisemalt korgem, olgugi et
suuliste ja t§dtivestluste lausungid ei ole omavahel iiks tihele vor-
reldavad. T$ativestlustes tulevad selgemini esile ka sugudevahelised
erinevused: nooremates vanuseriihmades on poisid marksa aktiiv-
semad koodivahetajad, mis peegeldab paljuski nende vestlusteema-

sid (ainestiku nditel on selleks sport ja arvutimangud).

8 Keskmine lausungi pikkus on suulistes vestlustes 6,26 sona (sd = 5,3) ja tsiti-
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4.3. SAGEDAMAD INGLISKEELSED SONAD

Lopetuseks uurisime, milliseid séonu TeKE korpuse keelejuhid koige
enam kasutavad ning kas noorte ingliskeelse sonavara kasutus voi-
maldab eristada vanuse ja soo pohjal ka eri konelejagruppe. Joonis 7
kuvab soo ja vanuserithma pohjal suulistes vestlustes koige sage-
damad ingliskeelsed sonad. Teksti suurus viljendab sona suhtelist
sagedust (st mida suurem sona, seda sagedam), tumedus aga selle
normaliseeritud levikut iga grupi konelejate hulgas (st mida tume-
dam sona, seda enam eri kasutajaid).

Eiole iillatav, et korpuse koige sagedamad ning levinumad sonad
on enamasti grammatilised sonad, mis esinevad pigem pikemates
fraasides (nt I, the, oh, my, god). Kiillalt tildised ja levinud on vestlu-
ses suhtluslikke funktsioone taitvad (erinevad diskursusmarkerid,
poordumised, nt wow, yeah, bye, yo, LOL, well) ning hinnanguid

M ‘ N ‘
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Joonis 7. Suuliste vestluste sonad, mis esinevad vihemalt viis korda.
Sona suurus viljendab selle suhtelist sagedust, tumedus levikut iga
grupi eri konelejate hulgas
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(sageli omadussonad, nt cool, nice, creepy, basic) voi emotsioone
vdljendavad sonad (mh intensiivistajad ja tugevamaks peetud ropp-
sonad, nt fucking, shit, bitch, damn), viimased eriti poiste kones.
Suur osa nooremate konelejate ingliskeelsest sonavarast seondub
méngukeskkondadega (nt block, skin, armor, bot, defuse), kusjuures
koige nooremas vanuserithmas on seda tiiiipi sonavara levinud nii
poiste kui tiidrukute keeles. Vanemates vanuserithmades annab eriti
tidrukute sonavaras tooni erinevate sotsiaalmeedia platvormidega
seostatav sonavara (nt selfie, playlist, chat, story). Sotsiaalmeedia ja
mangudega seotud ingliskeelne sonavara naibki moodustavat suure
osa noorte nn erialaterminoloogiast, milles peegelduvad nende iga-
péevapraktikad ja eelistatud ajaveetmisviisid (vt ka Praakli et al.
samas kogumikus). Huvitava tdhelepanekuna néhtub asjaolu, et kui
korpuse nooremates vanuserithmades vestlevad enamasti poisid
poistega ja tiildrukud tiidrukutega, siis vanemas vanuserithmas vest-
levad poisid rohkem ka tiidrukutega, seetdttu on ka vanema vanuse-
rithma ingliskeelne sonavara sugude loikes sarnasem.

Selleks, et vorrelda ingliskeelse sonavara kasutust soopohiselt
veidi lahemalt, eristasime omakorda sonad, mille suhteline sagedus
tihes rithmas oli vihemalt kolm korda suurem kui teises rithmas.
Joonis 8 kuvab vasakul ingliskeelsed sonad, mis on vanuserithmade

uld right private
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Joonis 8. Ingliskeelsete sonade kasutus suulises korpuses,
eri soost konelejate hulgas
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tileselt omasemad poistele, ning paremal sénad, mida kasutavad
pigem tiiddrukud. Sarnase suhtelise sagedusega sonad (nt oh my god)
joonisel ei kajastu.

Nn mingusonavara ning negatiivseid emotsioone viljendavad
sonad (nt shit, fucking, dank) on omased pigem poistele, positiivsed
emotsioonid ja hinnangud (nt cool, fine, love) ning sotsiaalmeedia
kasutamisega seonduv sdnavara (nt playlist, survival, crafting) pigem
tiudrukutele. Poistele ainuomane on ka erinevate n-6 maskuliinsete
poordumismarkerite (nt dude, man, bruh) kasutamine.

Sagedased ingliskeelsed sonad tsattides (joonis 9) jaotuvad olu-
liselt tihtlasemalt. Lisaks funktsioonisonadele (nt to, the, a, than)
annab tooni tsitile kui registrile iseloomulik lithendite kasutus
(nt lol ‘laughing out loud’, plz ‘please’, gn ‘good night’, idk ‘I don’t
know’, wym ‘what [do] you mean’). Tuleb ka arvestada, et sonade
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Joonis 9. Tsdtivestluste sonad, mis esinevad viahemalt kolm korda.
Sonaloendites on iihtlustatud suur- ja viiketihe kasutust, et hajuvas
andmestikus sagedusi koondada
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kirjapilt on tSattides oluliselt varieeruvam kui transkriptsioonides,
kus ei tdahistatud kogu haalduslikku varieerumist, mistottu sage-
daste t$dtisonade loendisse jouab vordlemisi juhuslik hulk sama
keelelist funktsiooni tditvatest sonadest (nt yay, yayyy, jei, jeei, yei).

5. Arutelu ja kokkuvote

Siinne uuring annab esmase lilevaate eesti teismeliste keelekorpuse
andmetest. Artiklis tutvustame kvantitatiivseid andmeid teisme-
liste kakskeelsetest suhtluspraktikatest nendevaheliste suuliste ja
tdativestluste nditel. Inglise keel on kill laialt levinud (ingliskeel-
seid sonu leidub pea koigilt konelejatelt), kuid selle osakaal ei ole
tlemédra suur. Suulises suhtluses moodustab inglise keel koikidest
sonadest ca 3%, sh ei soltu inglise keele osakaal vanusest ega soost.
Erinevused ilmnevad aga registritevahelises vordluses: tsatikee-
les moodustab ingliskeelsete sonade maht ainestikust 7,3%; iihes
vanuserithmas (poisid vanuses 13-15 a) koguni ligi viiendiku (18%)
koigist sonadest.

Sonade sagedusloend néitab inglise keele esinemise temaatilisi
ja funktsionaalseid erinevusi eri vanuses ja soost kasutajatel. Inglise
keele atraktiivsus seisneb prestiizis ja valdkondade iileses ning eri
suhtluseesmirkidega kasutusulatuses. Uhtlasi on inglise keel kaas-
aja noortekultuuri iiks tunnuslikke jooni; sestap voib ka oelda, et
selle justkui markamatu kasutus eestikeelses suhtluses on osa gru-
pikuuluvust tdhistavast koodist. Teisest kiiljest viitavad andmed
sellele, et inglise keele esinemine pole sonamahult sedavord domi-
nantne, nagu voib jadda mulje meedias avaldatud arvamustest.

Noorte soénavaras ilmnevad selged seosed tdnapdeva interneti-
kultuuriga, mille kaudu nende keelerepertuaari jouab sageli mitme-
suguseid ingliskeelseid sonu ja viljendeid. Vo6ib eeldada, et sotsiaal-
meedia on vahendaja, mille kaudu omandatakse varakult inglise
keelt (vrd voorkeelsete telekanalite roll moodunud aastakiimnetel).
Soénavara nditab, kas ja kui palju tarbitav sisu eri vanuseriihmade
l6ikes sarnaneb voi erineb. Kuigi sagedusloenditest nahtub, et
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mitmesuguseid meemiviljendid ja -sonad on tisna levinud (nt dank,
vibe, lol, basic), ei tihenda see, et noorte inglise keele kasutust ise-
loomustavad iiksnes trendikad keelendid. Koige sagedasemad
tiksused (nt oh my god, wow, fucking) on kasutusel ka viljaspool
sotsiaalmeediat. Noorte keelekasutuses esineb rohket individuaal-
set varieerumist, mistottu tulevikus on oluline lisada sonapilvedele
detailsemat analiiiisi, et kirjeldada ingliskeelse sonavara kasutust
ning keelelist ja sotsiaalset konteksti.

Nagu taustaandmetest ndhtub, peavad noored enda inglise keele
oskust vaga heaks. See on ithiskondlikus moéttes vaart teadmine, sol-
tumata sellest, kas nende tegelik keeleoskus vastab keeletestide stan-
darditele voi mitte. Noorte korge enesehinnang voorkeelte oskusele,
keeleteadlikkus ning keelelised kogemused on oluline ressurss,
millega voiks haridussiisteemis eri padevuste (nt kultuuri- ja vaar-
tus-, enesemdiratlus-, suhtluspidevus) kujundamisel ka laiemalt
arvestada. Ehk tuleks laiemat tdhelepanu poorata noorte mitme-
keelsusele, nende keelelisse repertuaari kuuluvate suhtusvahendite
ja viiside paljukeelsele rakendamisele laiemalt. Inglise keeles ei
peaks ndgema ohtu eesti keelele, vaid vahendit ja véimalust noorte
mitmekeelse teadlikkuse kujundamiseks.

Uhtlasi vihjavad sonavara erinevused eri registrites ning poiste
ja tiildrukute vahel sellele, et noorte sonavara ja suhtluspraktikad
tuleks vaatluse alla votta laiemalt. TeKE korpus voimaldab lisaks
mitmekeelsetele suhtluspraktikatele ldhemalt uurida nii sdnade
koosesinemise sagedusi, morfosiintaktilist integreerimist kui ka
muid nédhtusi. Plaanis on uurida ka koneleja tasemel registri moju
keelekasutusele ja idiolektile. Tulevikus lubab korpus uurida keele
varieerumise ja muutumise protsesse laiemalt.



Kas noored on inglise keelega obsessed? Millest radgivad korpusandmed?

KIRJANDUS

Androutsopoulos, Jannis 2015. Networked multilingualism: Some language
practices on Facebook and their implications. - International Journal of
Bilingualism 19 (2), 185-205.

Auer, Peter 1998. Code-Switching in Conversation. Language, Interaction
and Identity. London: Routledge.

Boczkowski, Pablo. J.; Matassi, Mora; Mitchelstein, Eugenia 2018. How
young users deal with multiple platforms: The role of meaning-making
in social media repertoires. — Journal of Computer-Mediated Commu-
nication 23 (5), 245-259. https://doi.org/10.1093/jcmc/zmy012.

Bucholtz, Mary; Skapoulli, Elena 2009. Youth language at the intersection:
From migration to globalization. - Pragmatics 19 (1), 1-16. https://doi.
org/10.1075/prag.19.1.01buc.

Crystal, David 2001. Language and the Internet. Cambridge: Cambridge
University Press.

Crystal, David 2008. Txtng: the Gr8 Db8. Oxford: Oxford University Press.

Deakin, Hannah; Wakefield, Kelly 2014. Skype interviewing: reflections of
two PhD researchers. — Qualitative Research 14 (5), 603-616. https://doi.
org/10.1177/1468794113488126.

Deuchar, Margaret 2020. Code-Switching in Linguistics: A Position Paper. -
Languages 5 (2), 22. https://doi.org/10.3390/languages5020022.

Dijck, José van; Poell, Thomas; Waal, Martijn de 2018. The Platform Society:
Public Values in a Connective World. Oxford: Oxford University Press.

Donath, Judith; Karahalios, Karrie; Viégas, Fernanda 1999. Visualizing
conversation. — Journal of Computer-Mediated Communication 4 (4),
JCMC442. https://doi.org/10.1111/j.1083-6101.1999.tb00107.x.

Durkin, Kevin; Conti-Ramsden, Gina; Walker, Allan J. 2010. Computer-
mediated communication in adolescents with and without a history of
specific language impairment (SLI). - Computers in Human Behavior
26, 176-185. https://doi.org/10.1016/j.chb.2009.10.007.

Eckert, Penelope 1997. Why ethnography? - Ungdomssprak i Norden.
Eds. Ulla-Britt Kotsinas, Anna-Brita Stenstrom, Anna-Malin Karls-
son. Stockholm: Stockholm University, 52-62. https://web.stanford.
edu/~eckert/PDF/whyethnography.pdf (06.10.2022).

Eckert, Penelope 2000. Language Variation as Social Practice: The Linguistic
Construction of Identity in Belten High. Hoboken: Wiley-Blackwell.

315




316

Virve-Anneli Vihman, Kristiina Praakli, Maarja-Liisa Pilvik, Mari-Liis Korkus

Ferrara, Kathleen; Brunner, Hans; Whittemore, Greg 1991. Interactive writ-
ten discourse as an emergent register. - Written Communication 8 (1),
8-34. https://doi.org/10.1177%2F0741088391008001002.

Happonen, Natali 2010. Tahendustiilekanded kui sonavara tdiendamise viis
eesti, soome ja vene koolinoorte konekeeles ja slangis - inimkesksed
metafoorid. Magistrit6d. Tartu Ulikool, eesti ja iildkeeleteaduse insti-
tuut. Tartu.

Hennoste, Tiit (toim.) 2000. Eesti keele allkeeled. Tartu Ulikooli eesti keele
dppetooli toimetised 16. Tartu: Tartu Ulikool.

Hepp, Andreas 2018. Meediakultuur. Meediastunud maailmade kultuur.
Tlk Katrin Kaugver. (= Bibliotheca mediorum et communicationis.)
Tallinn: Tallinna Ulikooli Kirjastus.

Igav, Reet 2013. Inglise-eesti koodikopeerimine Facebooki vestlustes.
Magistrité. Tallinna Ulikool, humanitaarteaduste instituut. Tallinn.

Johanson, Lars 2002. Do languages die of ‘structuritis’? On the role of code-
copying in language endangerment. - Italian Journal of Linguistics 14,
249-270.

Jonsson, Rickard; Arman, Henning; Milani, Tommaso M. 2019. Youth lan-
guage. — The Routledge Handbook of Linguistic Ethnography. Ed. Karin
Tusting. London: Routledge, 259-272.

Jorgensen, Jens Normann (toim.) 2002. De unges sprog: Artikler om sproglig
adfeerd, sproglige holdninger og flersprogethed hos unge i Danmark.
Kebenhavn: Akademisk.

Jorgensen, Jens Normann 2008. Polylingual languaging around and among
children and adolescents. — International Journal of Multilingualism 5
(3), 161-176. https://doi.org/10.1080/14790710802387562.

Kask, Helin 2021. English-Estonian code-copying in Estonian blogs and
vlogs. Viitekiri. Tallinna Ulikool, humanitaarteaduste instituut. Tal-
linn.

Kern, Friederike; Selting, Margret (toim.) 2011. Ethnic Styles of Speaking in
European Metropolitan Areas. Amsterdam: John Benjamins Publish-
ing. https://doi.org/10.1075/silv.8.

Kilp, Geidi 2017. Eesti-inglise-jaapani mitmekeelne suhtlus Facebooki kesk-
konnas. Magistrit6o. Tallinna Ulikool, humanitaarteaduste instituut.

Tallinn.



Kas noored on inglise keelega obsessed? Millest radgivad korpusandmed?

Klie, Jan-Christoph; Bugert, Michael; Boullosa, Beto; Eckart de Castilho,
Richard; Gurevych, Iryna 2018. The INCEpTION Platform: Machine-
Assisted and Knowledge-Oriented Interactive Annotation. - Proceed-
ings of System Demonstrations of the 27th International Conference
on Computational Linguistics (COLING 2018). Santa Fe, New Mexico,
USA, 5-9. https://inception-project.github.io/publications/INCEp-
TION-COLING2018-Demo.pdf (06.10.2022).

Korkus, Mari-Liis 2021. Sotsiopragmaatiline sissevaade koodivahetusele:
nditeid rootsieesti teismeliste keelest. — Eesti Rakenduslingvistika
Uhingu aastaraamat 17, 141-157. http://dx.doi.org/10.5128/ERYa17.08.

Kull, Kristiina 2019. Repliik. Ré4gid estonglish’it? — Sakala, 9. august. https://
sakala.postimees.ee/6748860/repliik-raagid-estonglish-it (06.10.2022).

Kallstrom, Roger; Lindberg, Inger (toim.) 2011. Young Urban Swedish: Vari-
ation and Change in Multilingual Settings. Gothenburg: University of
Gothenburg, Department of Swedish Language.

Lauricella, Alexis R.; Cingel, Drew P.; Blackwell, Courtney; Wartella, Ellen;
Conway, Annie 2014. The mobile generation: Youth and adolescent
ownership and use of new media. - Communication Research Reports
31 (4), 357-364. https://doi.org/10.1080/08824096.2014.963221.

Lehtonen, Heini 2015. Tyylitellen: Nuorten kielelliset resurssit ja kielen sos-
iaalinen indeksisyys monietnisessd Helsingissa. Vaitoskirja. Helsinki:
Helsingin yliopisto.

Lehtpuu, Kairit 2016. Teismeliste suulise keelekasutuse leksikaalsed jooned.
Magistritd. Tartu Ulikool, eesti ja iildkeeleteaduse instituut. Tartu.
Leppénen, Sirpa 2007. Youth language in media contexts: Insights into the
functions of English in Finland. — World Englishes 26 (2), 149-169.

https://doi.org/10.1111/j.1467-971X.2007.00499.x.

Loog, Mai 1988. Soome mojusid Tallinna noorte keelekasutuses. — Keel ja
Kirjandus 2, 83-89; 3, 144-148.

Loog, Mai 1990. Laensonad Tallinna koolinoorte sldngis ehk ida pole ilma-
kaar. - Keel ja Kirjandus 3, 167-169.

Lukk, Maarika; Koreinik, Kadri; Kaldur, Kristjan; Vihman, Virve-Anneli;
Villenthal, Anneli; Kivistik, Kats; Jaigma, Martin; Pert$jonok, Anas-
tasia 2017. Eesti keeleseisund. Tartu: Tartu Ulikool ja Balti Uuringute
Instituut (IBS). https://www.hm.ee/sites/default/files/aruanne_2017.pdf
(06.10.2022).

317




318

Virve-Anneli Vihman, Kristiina Praakli, Maarja-Liisa Pilvik, Mari-Liis Korkus

Mandel, Aive; Praakli, Kristiina; Vihman, Virve-Anneli; Koreinik, Kadri
2022. Rahvateadusega noortekeelt kogumas. - Oma Keel 44 (1), 16-21.
https://www.emakeeleselts.ee/wp-content/uploads/2022/06/Mandel-jt.
pdf (06.10.2022).

McCulloch, Gretchen 2019. Because Internet: Understanding the New Rules
of Language. New York: Riverhead Books.

Myers-Scotton, Carol 1993. Duelling Languages: Grammatical Structure in
Codeswitching. Oxford: Clarendon Press.

Myers-Scotton, Carol 2017. Code-Switching. — The Handbook of Socio-
linguistics. Ed. Florian Coulmas. Hoboken: Wiley-Blackwell, 217-237.

Nortier, Jacomine; Svendsen, Bente Ailin (toim.) 2015. Language, Youth and
Identity in the 21st Century: Linguistic Practices across Urban Spaces.
Cambridge: Cambridge University Press.

Otsuji, Emi; Pennycook, Alastair 2010. Metrolingualism: Fixity, fluidity and
language in flux. - International Journal of Multilingualism 7 (3), 240-
254. https://doi.org/10.1080/14790710903414331.

Pennycook, Alastair 2016. Mobile times, mobile terms: The trans-super-
poly-metro movement. — Sociolinguistics: Theoretical Debates. Ed.
Nikolas Coupland. Cambridge: Cambridge University Press, 201-216.
https://doi.org/10.1017/CB0O9781107449787.010.

Poplack, Shana 1980. Sometimes I'll start a sentence in Spanish Y TERMINO
EN ESPANOL: Toward a typology of code-switching. - Linguistics 18,
581-618. https://doi.org/10.1515/1ing.1980.18.7-8.581.

Praakli, Kristiina; Koreinik, Kadri 2020. Keelemuutus vs. sotsiolingvistiline
muutus: eesti keele sotsioperioodid re-revisited. — Keel ja Kirjandus 11,
915-934.

Praakli, Kristiina 2022. Sissevaade noortekeele uurimisse Eestis: iildist
ja iiksikasjalikku. - Keel ja Kirjandus 11, 1014-1030. https://doi.
org/10.54013/kk779a3

Praakli, Kristiina; Korkus, Mari-Liis; Mandel, Aive; Kaukonen, Elisabeth;
Kiangsepp, Annika; Aasa, Triin; Algvere, Kristel; Eriksoo, Helen; Migi,
Marion; Tomson, Getri; Lindstrom, Liina 2022. ,Mis keeles ma raagin, I
don’t know*. Eestisisuloojate inglise keele kasutusest YouTube’is. — Philo-
logia Estonica Tallinnensis 7, 263-291. DOIL: https://doi.org/10.22601/
PET.2022.07.10.



Kas noored on inglise keelega obsessed? Millest radgivad korpusandmed?

Rampton, Ben 1995. Crossing: Language and Ethnicity among Adolecsents.
London, New York: Longman.

Rannamie, Kerttu 2006. Koolinoorte sling. Bakalaureuset$d. Tallinna Uli-
kool, humanitaarteaduste instituut. Tallinn.

Ratt, Silja 2017. Inglise-eesti koodikopeerimine Maria Rannavilja vlogides.
Bakalaureuset$d. Tallinna Ulikool, humanitaarteaduste instituut. Tal-
linn.

Ruven, Annika 1999. Antsla, Polva, Vérska opilaste slingist. Bakalaureuse-
t66. Tartu Ulikool, eesti ja iildkeeleteaduse instituut. Tartu.

Salla, Sigrid 1999. Jututubade arvutisling. — Artikleid ja arhivaale II. Keele-
uuenduse kirjastik B3. Toim Helgi Vihma. Tallinn: Johannes Aaviku
Selts, 60-70.

Sierra, Sylvia 2021. Millennials Talking Media: Creating Intertextual Iden-
tities in Everyday Conversation. Oxford, New York: Oxford University
Press.

Siibak, Andra 2020. Digipolvkonnast sotsiaalmeedia pdlvkonnaks. Polv-
kondlikku enesemdiratlust kujundavad trendid Eesti noorte interneti-
kasutuses. - Methis. Studia Humaniora Estonica 21 (26), 17-34. https:/
doi.org/10.7592/methis.v21i26.16908.

Stenstréom, Anna-Brita 2020. English-and Spanish-speaking teenagers’ use
of rude vocatives. - Swearing and Cursing: Contexts and Practices in
a Critical Linguistic Perspective. Eds. Nico Nassenstein, Anne Storch.
Berlin, Boston: De Gruyter Mouton, 281-302.

Tagg, Caroline; Lyons, Agnieszka 2021. Polymedia repertoires of networked
individuals. A day-in-the-life approach. - Pragmatics and Society 12 (5),
725-755. https://doi.org/10.1075/ps.20051.tag.

Tagliamonte, Sali A.; Denis, Derek 2008. Linguistic ruin? LOL! Instant mes-
saging and teen language. - American Speech 83 (1), 3-34. https://doi.
org/10.1215/00031283-2008-001.

Tagliamonte, Sali A. 2016. Teen Talk: The Language of Adolescents. Cam-
bridge: Cambridge University Press.

Tender, Tonu 1994. Eesti sling: olemus ja uurimislugu. - Keel ja Kirjandus
5-6, 293-297, 346-355.

Verschik, Anna 2004. Koodivahetus meil ja mujal. - Keel ja Kirjandus 1,
25-45.

319




320

Virve-Anneli Vihman, Kristiina Praakli, Maarja-Liisa Pilvik, Mari-Liis Korkus

Verschik, Anna 2008. Emerging Bilingual Speech: From Monolingualism to
Code-Copying. London: Bloomsbury Publishing.

Voltri, Johannes 2019. Uleskutse Arvamusfestivalilt: inglise keel on kui
umbrohi, mida koolis ei peaks dpetama. - Postimees, 10. august. https:/
www.postimees.ee/6750278/uleskutse-arvamusfestivalilt-inglise-keel-
on-kui-umbrohi-mida-koolis-ei-peaks-opetama (06.10.2022).

Zabrodskaja, Anastassia; Kask, Helin 2017. Eesti keele kontaktid. — Eesti
randeajastul. Eesti inimarengu aruanne 2016/2017. Toim Tiit Tammaru.
Eesti Koosto6 Kogu, 177-185. https://www.2017.inimareng.ee/ranne-
identiteedi-ja-keelemuutused/eesti-keele-kontaktid/ (06.10.2022).



SUMMARY

ARE ESTONIAN TEENAGERS OBSESSED WITH ENGLISH?
WHAT DO CORPUS DATA SAY?

Virve-Anneli Vihman, Kristiina Praakli,
Maarja-Liisa Pilvik, Mari-Liis Korkus
University of Tartu

Abstract. This article presents findings from the project “Teen speak in
Estonia” (TeKE; 2019-2022), in which a dual corpus was compiled of spo-
ken and (online) chat messaging language used by Estonian speakers aged
9-18. The data was collected through a citizen science approach. We ana-
lysed frequency data from the corpus to investigate patterns in the use of
English words in teenagers’ language choices. The results show that the
amount of English used is not predicted by the speakers’ age or gender;
instead, language choices show a great deal of individual variation and
reflect features of speakers’ interactional context and register (spoken or
chat conversations). A snapshot of their most frequently used vocabulary,
however, shows differences by age and gender.

Keywords: youth language, spoken language, online language, corpus
analysis, Estonian, English
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