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Abstract: Multilingualism is becoming an everyday reality in today’s society, and so is the learning of third
languages (L3s). Despite the paramount role of L3 teachers in the processes of Third Language Acquisition (TLA),
little is known so far about L3 teachers’ beliefs about multilingualism. To fill this gap in the literature, a research
project was designed to assess the beliefs of teachers of Spanish, French and German as an L3 about a number of
issues that have emerged as central in TLA. This paper carefully describes the steps taken in the early stages of
this research project: how the overall study was planned, how the research aims and questions were established,
how the questionnaire was initially created, how it was piloted and statistically validated with teachers of Spanish
as an L3, how these results led to later fine-tuning of the questionnaire, and how the translation of the questionnaire
into Spanish, French and German was undertaken. The study concludes by indicating the way in which this second
version of the questionnaire will be piloted and validated with teachers of Spanish, French and German as an L3,
and the further steps needed to reliably assess the beliefs about multilingualism held by teachers of such languages.
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1 Introduction
Traditionally, the learning and teaching of foreign languages such as Spanish, French
or German have been entirely informed by theories of Second Language Acquisition (SLA).
However, in the last few decades two factors have emerged that encourage to question whether
this approach is any longer acceptable or adequate. The first of these factors has been the
development of multilingualism and Third Language Acquisition (TLA) as academic fields of
study, which are acquiring an ever-growing body of researchers interested in different aspects
of multilingual use, acquisition and processing (eg. Aronin & Toubkin, 2002; Jessner, 2010;
Kemp, 2007; Ó Laoire & Singleton, 2009). The second factor has been the establishment of
English as a Lingua Franca (ELF) at a global level (e.g., Holliday, 2009; Seidlhofer, 2011),
which means that English has become for the most studied foreign language around the world
for political, financial and social reasons, and therefore the first foreign language learned by the
vast majority of foreign language students (European Commission, 2012; SurveyLang, 2012).
These two factors have led to a necessary reconsideration of the nature of learning and
teaching of foreign languages other than English. It is easy to argue that languages such as
Spanish, French or German are no longer being taught as second but as third (or fourth, or even
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fifth) languages. This implies that the pedagogical approach to teaching these third languages
(L3s) should therefore diverge from traditional views based on SLA principles, and become
informed by the new findings in the fields of multilingualism and TLA.
This paper aims to fill the existent gap in literature regarding L3 teachers’ current
perception of issues relating to L3 learning by describing the general process of building, finetuning and piloting a questionnaire to assess such beliefs. The paper starts with an account of
the theoretical framework within which the study was developed, including clarification of
terminology used in the field of multilingualism and TLA, as well as a review of previous
literature on teachers’ beliefs. The rest of the paper will focus on the Methods section, with a
special emphasis on the research aim and questions, the initial building and statistical validation
of the questionnaire, its later fine-tuning and translation into Spanish, French and German, and
the expected steps that will have to be taken in the process of conducting the final, large-scale
research project.

2 Theoretical framework
2.1 Multilingualism: definitions and main findings
The term multilingualism itself is arguably one of the most problematic terms to define
in the field of linguistics (Franceschini, 2009; García-Mayo, 2012; Hammarberg, 2010; Jessner,
2008; Kemp, 2009; Wilton, 2009). As Kemp (2009) explains, researchers in this field seem to
agree that “multilingualism is the ability to use three or more languages to some extent, whether
these are in the same or different domains” (p. 16). However, an all-encompassing definition
that can be applied to all contexts and individuals seems difficult to attain, partly due to the
difficulty of defining what exactly constitutes a language, or the minimum level of proficiency
that “the ability to use […] to some extent” implies in the above definition. For the purposes of
this study, multilingualism will be understood in line with Kemp’s definition, and will be used
as an umbrella term to include findings about the multilingual learner, TLA, the L3 didactics
and the L3 teacher.

2.1.1 Studies with multilingual learners and the establishment of Third Language Acquisition
(TLA)
As suggested by Kemp’s (2009) definition, for the purpose of this study a multilingual
learner will be a student who has some knowledge of at least three foreign languages: their
mother tongue (L1); a first foreign language (L2), that will arguably be English in most of the
cases (with the exception of balanced bilinguals who may actually be considered to have two
L1s); and a second foreign language or third language (L3). Multilingual learners have been
one of the main foci of study in multilingualism, and a considerable number of interesting
studies have been conducted to investigate the language learning processes that multilingual
learners engage in. In comparison with L2 learners, findings from these studies suggest that
multilingual learners are more autonomous, benefit from their knowledge of their L1s and L2s
to support and enhance L3 learning (although this also leads them to making different errors),
have a higher language learning aptitude, and use more language learning strategies more often,
which are usually more elaborate and better adapted to the learning task (e.g. Aronin &
Toubkin, 2002; Bobanović & Kostić-Bobanović, 2011; Jessner, 2010; Kemp, 2007; Kramsch,
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2006; Kujalowicz & Zajdler, 2009; Lindqvist, 2009; Mady, 2013; Molnár, 2010; Ó Laoire &
Singleton, 2009; Psaltou-Joycey & Kantaridou, 2009; Rivers, 2001; Thompson & Lee, 2012;
Van Gelderen et al., 2003).
Thanks to these findings, researchers came to the conclusion that the processes involved
in learning a third language were qualitatively different from those underlying the learning of
a second language (Cenoz, 2003; Cenoz, Hufeisen & Jessner, 2001; Flynn, Foley &
Vinnitskaya, 2004; Jessner, 2008, 2010; Safont Jorda, 2005). L3 learners not only have a larger
number of linguistic systems to compare the L3 to, but also seem to have developed enhanced
cognitive and metacognitive abilities that help them significantly speed up the L3 learning
process (Herdina & Jessner, 2002; Hufeisen, 1998; Hufeisen & Marx, 2007; Jessner, 2006,
2008, 2010; Mady, 2013). This realisation has led to the recent establishment of a new field
known as Third Language Acquisition (TLA) and defined by Cenoz (2003:71) as the
“acquisition of a non-native language by learners who have previously acquired or are acquiring
two other languages”. The term L3 or third language is commonly used to refer to any foreign
language learnt after the second language or L2, regardless of whether it is actually a third or a
tenth language (Cenoz, 2003; Jessner, 2008).

2.1.2 The L3 didactics and the multilingual teacher
Despite the elevated number of studies that exist to date investigating the multilingual
learner, little has been written about the multilingual didactics that could be used for the
teaching of L3s. The few works that exist to date suggest that L3 didactics should actively refer
to the students’ knowledge of all their other languages as this will support and enhance L3
learning by encouraging comparisons between linguistic systems throughout the L3 learning
process (Cenoz, Hufeisen & Jessner, 2001; Cummins, 2001, 2007; Hinger, Kofler, Skinner &
Stadler, 2005; Jessner, 2008; Spöttl & Hinger, 2001; Wong et al., 2007).
Equally little has been written about the role of the teacher that works with multilingual
learners (for the few existent related studies, see Aronin & Ó Laoire, 2003; Ellis, 2006, 2010;
Griva & Chostelidou, 2012). The L3 teacher, or the multilingual teacher, as Jessner (2008)
refers to, would ideally be a multilingual learner him/herself, who teaches (or at least has the
linguistic knowledge necessary to teach) several languages to multilingual learners. Besides
general training in SLA and language teaching, L3 teachers would also have specialised
knowledge about TLA and L3 didactics, and would use their own previous experience of
learning and using languages to help their students in the process of becoming multilingual
individuals.

2.2 English as a lingua franca and the acquisition of third languages
In the last couple of decades, English has established itself as the main language for
international communication, which has led many academics to recognise its status as a lingua
franca (Holliday, 2005, 2009; Seidlhofer, 2001, 2005, 2011; Widdowson, 1994, 1997, 2002).
This reconsideration of English as a lingua franca has also had a knock-on effect on the status
of other languages that have traditionally been learned as foreign languages around the world,
such as Spanish, French or German.
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Although it is expectable that these languages will be learnt as L2s in countries such as
the USA, the UK, Australia or New Zealand, where English is the main official language and
the L1 of a great portion of the population, the situation may have become different in other
countries where English is learnt as the first foreign language by excellence after the mother
tongue. In these contexts, of which Europe is a good example (European Commission, 2012;
SurveyLang, 2012), the establishment of English as a lingua franca has led to a situation where
languages such as Spanish, French or German are now learned, by definition, as L3s.
However, at the moment there is no existing literature that addresses the current
mismatch between the theory underlying the vast majority of materials and methodological
manuals – the idea that these languages are learnt and taught as a simple second or foreign
language – and the reality – the fact that, in a considerable proportion of the cases, these
languages are learnt and taught as L3s. Based on the view of a number of experts on
multilingualism, who claim that L3 learning is substantially different from L2 learning (Cenoz,
2003; Cenoz, Hufeisen & Jessner, 2001; Flynn, Foley & Vinnitskaya, 2004; Jessner, 2008), the
traditional pedagogical approach to teaching these languages should be reviewed in the light of
the new findings in the field of TLA.

2.3 Investigating teachers’ beliefs and practices
Teachers’ beliefs are part of a broader area of study known as teacher cognition, broadly
defined as all the social, personal, instructional and experiential factors that influence teachers’
decisions in the classroom (Borg, 2003). To date, there exists a good number of studies that
have researched the role of teacher cognition on teaching practice (for reviews of these studies,
see Borg, 2003; Calderhead, 1996). Of special relevance for the purpose of this study are the
studies devoted to the relationship between teacher cognition and teachers’ previous experience
of learning languages (Bailey et al., 1996; Einstein-Ebsworth & Schweers, 1997; Ellis, 2006,
2010; Johnson, 1994; Lortie, 1975; Numrich, 1996; Woods, 1996), which show how the
teachers’ own experience as language learners may have more influence on their teaching
practice than any pedagogical principles learnt during teacher training.
Not surprisingly given the newness of the field, hardly anything has been written so far
on teacher cognition in multilingual contexts. The main exceptions are Griva and Chostelidou’s
(2012) study on teachers’ beliefs and attitudes towards the development of multilingual
competence in the Greek educational context, De Angelis’ (2011) study on teachers’ beliefs
and practices regarding the role of students’ prior language knowledge in multilingual contexts
with immigrants, and Lasagabaster and Huguet’s (2007) volume exploring teacher trainees’
language use and attitudes towards several languages in European bilingual regions.
Considering this lack of research on the cognition of the L3 teacher, and the growing importance
of multilingualism and multilingual education in our current society (Cenoz & Jessner, 2009;
Jessner, 2008), it seems relevant to investigate what L3 teachers think about multilingual
learners and learning processes, the importance they confer to their specific training to teach
third languages to multilingual learners, and how their practices are informed by their own
knowledge and experience of multilingual use and learning.
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3 Main research project
3.1 Research aims
This main research project, of which this paper only describes the first stages of in detail,
initially aims to fulfil three research objectives: (1) to assess L3 teachers’ beliefs about a number
of issues regarding multilingualism; (2) to compare L3 teachers’ beliefs with the latest findings
in multilingualism research and literature; and (3) to investigate whether there is any
relationship between these beliefs and a number of factors that emerged as crucial from the
literature. Considering that the main study will be focused in Europe, and that the three most
important L3s in Europe are currently Spanish, French and German, the study will also have a
fourth aim: (4) to investigate whether there are any significant differences between the beliefs
of teachers of Spanish, French and German.

3.1.1 Research aim 1: to assess L3 teachers’ beliefs
The first research aim is to assess L3 teachers’ beliefs about the following issues
identified as central in multilingualism literature:
(1) the use of other languages in the process of learning an L3, including the mother
tongue and any other languages students may have learnt as foreign languages (Aronin
& O Laoire, 2003; Hall & Cook, 2013; Herdina & Jessner, 2002; Jessner, 2008, 2010);
(2) the specific learning characteristics of the L3 learner (Aronin & O Laoire, 2003;
Bobanović & Kostić- Bobanović, 2011; Jessner, 2008, 2010; Kemp, 2007; Molnár,
2010; Psaltou-Joycey & Kantaridou, 2009; Singleton & Aronin, 2008; Thompson &
Lee, 2012);
(3) the importance of the different elements relevant for the training of L3 teachers
(Aronin & Ó Laoire, 2003; Jessner, 2008, 2010);
(4) the role of teachers’ own experience of learning foreign languages in their teaching
(Aronin & O Laoire, 2003; Ellis, 2006, 2010; Hinger, Kofler, Skinner & Stadler, 2005;
Jessner, 2008; Lowe, 1987; Waters, Sunderland, Bray & Allwright, 1990).

3.1.2 Research aim 2: to compare L3 teachers’ beliefs to existing literature
The second research aim is to evaluate the extent to which L3 teachers’ beliefs are in
line with findings and claims in multilingualism literature regarding the L3 learner, the L3
didactics and the L3 teacher. This aim is motivated by a number of reasons. First of all,
multilingualism is a very young field of research and, as a consequence, findings and results
have not been translated yet into pedagogical practices. The academic debates and discussions
that are taking place in this field are unknown to a great proportion of L3 teachers, and it is
currently difficult to find language teaching programmes where multilingualism is covered at
any scope in the curriculum, with the exception of Hinger, Kofler, Skinner and Stadler (2005).
However, L3 teachers are, by definition, working with L3 learners who are engaged in the
process of becoming multilinguals. As privileged observers in the classrooms, L3 teachers may
have consciously or unconsciously developed beliefs that support or differ from the findings
obtained in multilingualism studies. It would be therefore interesting to see to what extent L3
teachers’ beliefs – based on their observations – match the findings in existing literature. This
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would also allow for discussion of to what extent L3 teachers are aware of these findings, to
what extent they are aware of L3 learning and teaching processes, and to what extent their
observations can support or question research findings.

3.1.3 Research aim 3: to identify significant factors that influence L3 teachers’ beliefs
The third research aim is to investigate whether there is any relationship between L3
teachers’ beliefs and factors such as the teachers’ pedagogical training, their teaching
experience, their knowledge of languages and their students’ knowledge of languages. These
factors were identified as central for the teaching of L3s after a careful review of extensive
literature on multilingualism (e.g., Aronin & Hufeisen, 2009; Aronin & Ó Laoire, 2003; Cenoz,
Hufeisen & Jessner, 2001; Cummins, 2001, 2007; Ellis, 2006, 2010; Hinger, Kofler, Skinner &
Stadler, 2005; Jessner, 2008, 2010; Wong et al., 2007).

3.1.4 Research aim 4: to detect differences between Spanish, French and German teachers’
beliefs
As explained above, the main study will focus on assessing the beliefs of teachers who
are currently teaching one of the three most important L3s in Europe: Spanish, French and
German. The fourth research aim is to investigate whether the teachers’ beliefs significantly
vary depending on the language they teach, and whether the same factors condition the beliefs
of the three groups of teachers to the same extent.

3.2 Research questions
Considering the research aims of this study, there will be three sets of research
questions: (a) descriptive, aiming only at describing L3 teachers’ beliefs about a number of
current issues in multilingualism research, which will provide the basis for the comparison
between the teachers’ answers and the findings in the literature; (b) correlational, to investigate
any significant correlations between the teachers’ beliefs and a number of factors; and (c) interlanguage, to discover whether there are any significant differences between the answers of the
Spanish, French and German teachers. Therefore, the research questions for the main study will
be as follows:
(a) What are L3 teachers’ beliefs regarding…
1) the use of other languages in the process of L3 learning?
2) the specific learning characteristics of the L3 learner?
3) the importance of the different elements relevant for the training of L3 teachers?
4) the role of teachers’ own experience of learning foreign languages in their teaching?
5) To what extent do these results match findings from existing literature on
multilingualism?
(b) Is there a significant correlation between teachers beliefs about the abovementioned
issues and …
6) whether they are native or non-native speakers of the L3?
7) the number of foreign languages teachers have learnt?
8) teachers’ level of multilinguality?
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9) teachers’ level in the students’ L1? (in cases where students actually share an L1)
10) students’ level of multilinguality?
11) teachers’ training in foreign language teaching?
12) teachers’ experience of teaching the L3 as a foreign language?
13) teachers’ experience of teaching other foreign languages?
(c) 14) Are there any significant differences between the answers of the Spanish, French
and German teachers to all of the above questions?

Teachers’ multilinguality, teachers’ experience and students’ multilinguality are
complex concepts to capture and operationalise. Details on how they are going to be measured
in this study are provided in Appendix A.
3.3 Methods
The choice of the methods reflects a compromise between the four different research
aims and the practical scope of the study. Set (a) of research questions could have been easily
approached from an exploratory perspective using qualitative data collected through in-depth
interviews with a reduced number of L3 teachers. This approach could have offered much more
detail-rich data to help understand L3 teachers’ beliefs about the issues mentioned above, and
to compare them with findings in the literature. However, this approach would not have
permitted to also answer sets (b) and (c) of the research questions by using one single research
instrument, and it would have been impossible to generalise findings obtained with the kind of
small sample used in purely qualitative studies (Dörnyei, 2007).
A mixed-methods approach was also considered, as it would have allowed a qualitative
assessment of L3 teachers’ beliefs, a comparison of these with existing literature findings
(answering research questions 1 to 5), and the subsequent use of this qualitative data to build a
quantitative questionnaire aimed at answering sets (b) and (c) of the research questions with a
larger sample. However, the emphasis in this study does not lie on exploring L3 teachers’
beliefs from scratch without any conceptions a priori, as is characteristic of qualitative research
approaches (Creswell, 1998), but rather to investigate the extent to which L3 teachers’ beliefs
conform to the expectations set by the literature. For this reason, and taking the fact that sets
(b) and (c) of the research questions necessarily require quantitative data, the qualitative and
mixed-methods approaches were left aside in favour of a quantitative approach.
The use of a questionnaire to collect quantitative data will allow, first of all, the
gathering of information about L3 teachers’ beliefs regarding the issues mentioned above,
which will be measured through constructs built on the basis of extensive existing literature,
and analysed and reported on through the use of descriptive statistics. These results will be
compared to the expectations set by the literature and the findings from existing research in
multilingualism and TLA. The data collected through the questionnaire will also allow the use
of statistical correlations to determine whether the factors identified in the literature as relevant
do have a significant effect on L3 teachers’ beliefs about multilingualism and processes of L3
learning and teaching. Finally, the quantitative data will make possible a systematic comparison
of the answers between the three language subgroups – Spanish, French and German.
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The data will therefore be collected through an online questionnaire to reach a greater
number of participants. The estimated time needed to complete the questionnaire is between 15
and 20 minutes, which is just below the maximum recommended 30-minute length (Dörnyei,
2010; Dörnyei & Csizér, 2012). The questionnaire will be created on Google forms and
administered by email to language institutes and teacher organisations in the countries targeted
at each stage of the research project, who will be kindly asked to forward the link with the
questionnaire to any potential participants, hoping therefore for snowball sampling (Dörnyei,
2007). The English version of the introduction email that will be sent to these organisations is
included in Appendix C; this email is sent in the target languages to facilitate understanding
and distribution. Collecting data through an online questionnaire on Google forms offers also
the option to easily export the responses into a Microsoft Excel file, which after some minimal
modifications can be fed into SPSS (Statistical Package for Social Sciences) for statistical
analysis.

4 Research stages
In order to answer the research questions stated above, the research process was split
into three stages. The first stage involved the initial creation of the questionnaire, its translation
into Spanish, and its piloting and first statistical validation. On the basis of these results, the
aim of the second research stage was to fine-tune the questionnaire, translate it into Spanish,
French and German, and pilot and validate the questionnaire in the three languages. The third
research stage involves another fine-tuning of the questionnaire if the results from the second
validation encourage it, a large-scale data collection and the analysis and discussion of the final
results. The rest of the paper will offer a detailed presentation and discussion of the first research
stage, an account on the development of the second research stage, including the process of
fine-tuning and translating the questionnaire into Spanish, French and German, and a brief
outline of how the third and final research stage will be conducted. The insights from the
thorough description of this meticulous process should be a helpful example for further studies
involving the creation, validation and use of multilingual questionnaires.

4.1 Stage I
This stage comprised reviewing all the literature, the initial construction of the
questionnaire, its translation into Spanish, the piloting of the Spanish version of the
questionnaire and the statistical validation of the constructs. In this stage, the only goal was to
pilot the research instrument. Therefore, the only research question at this stage was:
• Do items in the questionnaire prove to be reliable measures of the constructs they
were intended to measure?
As some authors (Dörnyei, 2007, 2010; Dörnyei & Csizér, 2012) explain, the goal of
piloting a questionnaire is three-fold: (1) to detect missing responses and analyse the reasons
for this (for example, unclear questions); (2) to assure that questions elicit a wide variety of
answers and that for each item participants use the whole range of possible answers (for
example, in a 1-to-5-point Likert scale, ideally there would be participants answering each of
the points in the scale, including 1 and 5, for each item); (3) to guarantee the internal consistency
of the multi-item scales (i.e. to confirm whether the multi-item scales do actually measure the
constructs they were designed to measure). In the case of this study, point (1) does not really
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apply because the online provider used to administer the questionnaire allowed the activation
of an option by which participants could not go on to the next page of the questionnaire if they
had not answered every single question in that section. Points (2) and (3) are certainly relevant
and directly related to the research question stated above; therefore, they will be discussed when
analysing the scales.

4.1.1 Participants
This stage was planned as a cross-sectional study involving teachers of Spanish working
in Hungary, Slovenia, Slovakia, Romania, Cyprus, Italy and Bulgaria, where Spanish is
arguably taught as an L3 after English (Instituto Cervantes, 2012; Ministerio de Educación,
Cultura y Deporte, 2012). The teachers were forwarded the online questionnaire together with
an introductory email by Spanish Embassies, Cervantes Institutes, Spanish teacher associations
and universities. A total of 61 teachers decided to participate in the study and filled in the
questionnaire, which is considered an acceptable size for a pilot study (Dörnyei, 2007).
As can be observed in Table 1 below, the gender distribution of the participants was
approximately 36.7% men and 63.3% women. These figures are only approximate because the
field ‘gender’ was initially omitted by mistake and added at a later stage when 12 participants
had already filled in the questionnaire. However, gender is not a central variable in this study
and there did not seem to be sufficiently strong reasons to exclude these participants from the
study. In terms of age distribution, most of the participants reported to be aged between 26 and
40 (51.8%), followed very closely by the group of participants aged between 41 and 65 (43.3%).
Only 3 participants (4.9%) reported to be aged between 18 and 25. Of all the participants, 23
(38.3%) reported to be native speakers of Spanish, while 37 (61.7%) considered themselves as
non-native speakers of Spanish. Regarding the kind of institution where participants work,
42.6% reported working at secondary schools, 32.8% working at universities, 13.1% working
at private language schools, 6.6% working at the Cervantes Institute, and 4.9% ticked the option
of other and explained that they were working as Spanish teachers at different evening schools
and special government programmes such as for retired people or students with special needs.
All these details are summarised in Table 1 below.
Age
18-25
26-40
41-65

3
31
27

Gender
(4.9%)
(51.8%)
(43.3%)

Males
Females

18
31

(36.7%)
(63.3%)

Country
Hungary
Slovenia
Romania
Cyprus
Bulgaria
Slovakia
Italy

30
14
5
5
3
3
1

(49.2%)
(23%)
(8.2%)
(8.2%)
(4.9%)
(4.9%)
(1.6%)

Institution
Secondary school
University
Private language
school
Instituto Cervantes
Other

26
20

(42.6%)
(32.8%)

8
4
3

(13.1%)
(6.6%)
(4.9%)

12 missing (~20%)

Table 1. Detailed information about the participants.

4.1.2 Instrument
The questionnaire in this stage contained a total of 78 questions and the time estimated
to complete it was between 15 and 20 minutes, which is just below the maximum recommended
30-minute length (Dörnyei, 2010; Dörnyei & Csizér, 2012). Of these questions, 13 aimed to
obtain some background and socio-demographic information about the participants and the
remaining 65 were intended to measure a number of constructs that emerged from examining
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previous literature, as it is explained in detail below. The questionnaire was in Spanish, as this
was the only language common to all of the participants. The non-native speakers of Spanish
work as Spanish teachers and are therefore expected to be able to understand a questionnaire
about educational issues without any major problems. The English version of the questionnaire
used in this stage is included in Appendix D.
The first section of the questionnaire aimed to obtain some basic information about the
participants, their teaching context and their experience both as teachers and as language
learners. There were some questions that frequently appear in many questionnaire studies, such
as gender, age, country and the kind of institution where teachers work, level and age of the
students, size of the groups, academic qualifications or years of experience teaching Spanish as
a foreign language. However, to fulfil all the research goals of the main study, a number of
additional questions were inserted to explore teachers’ contact and experience with other
languages. These questions regarded the participants’ previous experience of learning foreign
languages, including the current level that they reported to have in each of them, the number of
years teaching foreign languages other than Spanish, and whether they hold any academic
qualifications that involve knowledge of any other foreign languages. Finally, another couple
of questions also seemed necessary to guarantee that the participants met the requirements to
participate in this study: whether their students share their L1 or not, and whether they have
learnt other foreign languages before studying Spanish. This last question in particular was
aimed at discovering whether it is possible to confirm the initial hypothesis arguing that
languages such as Spanish are nowadays mainly learned and taught as an L3, and to filter out
those participants who may not actually be teaching Spanish as an L3 but rather as an L2.
The rest of the questionnaire constituted 65 items that intended to measure the 18
constructs identified in TLA literature. The goal was to create multi-item scales to measure
these 18 main constructs, following the advice of some experts in SLA research methods
(Dörnyei, 2007, 2010; Dörnyei & Csizér, 2012). These constructs were divided among the main
four sections described in research aim 1, which constituted the four main central sections of
the questionnaire.
(1) The use of other languages in L3 learning
(2) Important elements in the training of L3 teachers
(3) Specific learning characteristics of the L3 learner
(4) Role of teachers’ own experience of learning foreign languages in their teaching
Section (1) was intended to explore the teachers’ beliefs about the use of other foreign
languages in the classroom. This section was partly adapted from a larger study by Hall & Cook
(2013) to measure the same but in the context of English as a foreign language, and resulted
from studies and recommendations put forward in TLA to include the students’ other languages
as one more tool in L3 learning and teaching (Aronin & O Laoire, 2003; Hall & Cook, 2013;
Jessner, 2010). This section included the following five constructs:
• Explain vocabulary and grammar (3 items): to what extent teachers admitted to using
other languages to explain complex vocabulary and grammar. Example: to explain
when meanings in Spanish are unclear.
• Save time (3 items): to what extent teachers consider that using other languages in
the classroom saves time. Example: because it speeds up the language learning
process.

WoPaLP, Vol. 8, 2014

Gutierrez Eugenio 90

• Class management and interaction (4 items): to what extent teachers use other
languages for class management purposes and to create a friendly classroom
atmosphere. Example: to give instructions.
• Translation (3 items): to what extent teachers allow and promote translation tasks
and strategies in their classroom. Example: when students try to find the best
translation in their L1 (or other language) for a Spanish term.
• Relating to previous knowledge (3 items): to what extent teachers consider that
learning an L3 is helped by relating and linking with previous knowledge in other
languages. Example: because it leads to a positive transfer from the other languages
into Spanish.

Section (2) researched the importance that teachers assigned to a number of elements in
Spanish teacher training. This was based on recommendations on the part of some authors
(Aronin & O Laoire, 2003; Jessner, 2008, 2010) and some rare examples of teacher training
programmes (Hinger, Kofler, Skinner & Stadler, 2005) where knowledge of other foreign
languages is judged almost essential for L3 teachers, as well as specific instruction on TLA
theories and research. This section included the following three constructs:
• Knowledge of other foreign languages (3 items): to what extent teachers consider
that knowledge of other languages is necessary for L3 teaching. Example: general
knowledge about the structure and working of other foreign languages.
• Training in L2 teaching (2 items): how important training in SLA is for teachers of
L3s. Example: specialised training on second language pedagogy.
• Training in L3 teaching (2 items): how important training in TLA is for teachers of
L3s. Example: familiarity with the theories of third language acquisition and
learning.
Section (3) aimed to explore teachers’ perceptions and beliefs about the L3 learner and,
by extension, about multilingual learning. The items were pooled from the previous research
investigating the unique characteristics of L3 learners (Aronin & O Laoire, 2003; Bobanović &
Kostić-Bobanović, 2011; Jessner, 2008, 2010; Kemp, 2007; Molnár, 2010; Psaltou-Joycey &
Kantaridou, 2009; Singleton & Aronin, 2008; Thompson & Lee, 2012) although no previous
research has been found exploring how teachers perceive these characteristics. This section
included the following seven constructs:
• Acquire new lexical and grammatical structures faster (3 items): to what extent L3
learners are quicker at understanding and learning new vocabulary and new grammar
structures. Example: learn new lexical units faster.
• Learn by comparing to other foreign languages (5 items): to what extent teachers are
aware of students’ using other languages to learn Spanish. Example: They compare
Spanish grammar to the grammar of other languages.
• Make different errors (2 items): to what extent L3 learners make different mistakes
due to negative transference from other languages. Example: they make different
mistakes.
• Use of language learning strategies (5 items): to what extent L3 learners use more
language learning strategies more often. Example: they create more opportunities for
practicing Spanish.
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• Students’ expectations of the teacher (3 items): L3 students’ expectations of the L3
teacher in terms of knowledge of other languages. Example: they prefer multilingual
teachers.
• Aptitude (3 items): L3 students’ have a special aptitude for learning foreign
languages. Example: they have more advanced cognitive abilities for language
learning.
• Autonomy (3 items): L3 students’ learning autonomy. Example: they evaluate more
carefully the teacher’s contribution to their learning.
Section (4) explored to what extent and in which ways teachers considered their
previous experience of learning foreign languages helpful in teaching an L3 such as Spanish.
In this case, the items were extracted from a number of qualitative studies researching the
advantages of knowing other languages for teachers of English (Ellis, 2006, 2010; Lowe, 1987;
Waters, Sunderland, Bray & Allwright, 1990) and following current trends that stress the
importance of foreign language knowledge for teachers of L3s (Aronin & O Laoire, 2003;
Jessner, 2008; Hinger, Kofler, Skinner & Stadler, 2005). This section included the three
following constructs:
• Understand the language learning process (6 items): to understand from personal
experience the language learning processes and to be more aware of the difference
that may exist among students, and how to adapt to them. Example: to understand
better how their students may differ in their approaches to learning.
• Foresee difficulties and mistakes (4 items): to understand the difficulties that L3
students may have, as well as the aspects that will be significantly easier by
transference from other languages known by the students. Example: to understand
faster why their students are making certain mistakes.
• Motivate (2 items): how teachers’ previous experience and knowledge of languages
may be used as a motivating factor for their students. Example: to unconsciously
become a model of successful language learning for their students.
The items intended to measure these 18 constructs sum up to 73 items. The extra 5 items
to reach the total of 78 items in total were initially included in the questionnaire in the second,
third and fourth sections, but had to be excluded later on as they did not prove an important
contribution to any of the constructs.
4.1.3 Procedure
The validation process in this study aimed to follow as closely as possible the steps
indicated by Dörnyei (2007, 2010) and Dörnyei and Csizér (2012) for the piloting of
questionnaires. First, the items were pooled from relevant literature and previous studies. These
items then went through a process of expert judgment where other members of the academic
and research field pointed out the items that needed to be reworded or clarified, and offered
insights into the internal structure of the questionnaire. Although the questionnaire was initially
created in Spanish, due to the fact that the members of the expert team could not understand
Spanish, an English translation was used at this stage and the changes were introduced into this
English version. These changes were later included in the Spanish questionnaire and, to avoid
issues and misinterpretations due to the translation, an external translator also with training in
education was asked to back-translate the Spanish version into English (Dörnyei, 2010; Dörnyei
& Csizér, 2012). Some differences were pointed out and discussed until the final version of the
Spanish questionnaire was agreed upon. One think-aloud protocol was then conducted with a
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teacher of Spanish as an L3 working at a university in Budapest, Hungary, which led to further
changes and rewordings of some items.
As indicated above, the questionnaire was distributed by email through institutions and
associations that hold lists of Spanish teachers in their respective countries. The email with an
introductory message and the link to the online questionnaire was then sent to the teachers, who
decided whether they wanted to participate in the study and fill in the questionnaire or not. The
online questionnaire was designed using Google Forms and answers were automatically
recorded into a Microsoft Excel spreadsheet, which allowed for an easy coding of the answers
for later statistical analysis (Dörnyei, 2007, 2010). The questionnaire was active for a period of
three weeks, and teachers were informed in the introductory email about the date when the
questionnaire would stop accepting answers.
The data obtained was analyzed with SPSS 17.0. The data were normally distributed,
which allowed using parametric statistics for the analysis.
4.1.4 The dimensions of analysis
In order to verify whether the chosen items were reliable measures of the constructs
they were intended to measure, or whether, on the contrary, there were other underlying
dimensions in the questionnaire that had not been considered, the different items that constituted
each of the latent constructs were submitted to principal component analysis (PCA; without
rotation). The constructs were confirmed as only one principal component emerged from this
analysis for each of the latent dimensions.
4.1.5 The analysis of the scales
The next step was to group the items into scales according to the construct they were
intended to measure, and to calculate the Cronbach’s alpha internal consistency reliability
coefficients for each scale in order to confirm the internal validity of the constructs and of the
questionnaire. These results will be reported now section by section.
In section (1) there are 5 constructs measured by a total of 16 items. Table 2 presents
the Cronbach’s alpha coefficients of each scale. While some scales present a very high
Cronbach’s alpha coefficient, the Cronbach’s alpha’s value for the scale Translation appeared
slightly below the recommended .70. This may be due to the fact that only 3 items contributed
to measure this construct, while the recommended minimum number of items per construct is
4 items (Dörnyei, 2007). This last criticism regarding the number of items in each construct can
be extended to the rest of the scales because, despite presenting a high Cronbach’s alpha value,
they are only measured by 3 items each (with the exception of Class management and
interaction).
Constructs
Explain vocabulary and grammar (3 items)
Save time (3 items)
Class management and interaction (4 items)
Translation (3 items)
Relating to previous knowledge (3 items)

Cronbach’s alpha
.751
.918
.758
.645
.866

Table 2. Cronbach’s alpha values for the scales in section 1.
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Section (2) is made up of 3 constructs and the 7 items that intended to measure them.
Table 3 presents the Cronbach’s alpha values for each of the three scales. Again, the Cronbach’s
alpha value for the scale Knowledge of other foreign languages appears to be slightly below the
recommended value of .70, which may be due to the low number of items. The issue with the
low number of items per construct is also remarkable in this case, where 2 constructs are only
measured by 2 items each. Although it would have been possible to merge some of the
constructs and still obtain statistically reliable results, conceptually the three constructs are very
different and therefore they should be kept as separate. In this section an extra item was initially
included to ask about the importance of having a very advanced knowledge of Spanish.
However, it was excluded from the analysis because conceptually it did not help to measure
any of the constructs.
Constructs
Knowledge of other foreign languages (3 items)
Training in L2 teaching (2 items)
Training in L3 teaching (2 items)

Cronbach’s alpha
.680
.763
.934

Table 3. Cronbach’s alpha values for the scales in section 2.

In section (3) there are 24 items intended to measure 7 different constructs. Table 4
shows the Cronbach’s alpha values for each of the 7 scales. As in the previous sections, there
is one scale (Make different errors) whose Cronbach’s alpha value appears to be slightly below
the recommended value of .70, which again may be due to the fact that only 2 items were used
to measure this scale. In this section, two of the scales are very reliable and have an adequate
number of items, which means that they could be used unchanged in forthcoming studies.
However, there are still 4 scales with only 3 items each, which is slightly below the
recommended number of items per scale.
Constructs
Understand new lexical and grammatical structures faster (3 items)
Learn by comparing to other foreign languages (5 items)
Make different errors (2 items)
Use of language learning strategies (5 items)
Students’ expectations of the teacher (3 items)
Aptitude (3 items)
Autonomy (3 items)

Cronbach’s
alpha
.851
.780
.655
.841
.836
.822
.849

Table 4. Cronbach’s alpha values for the scales in section 3.

In this section there were initially 2 extra items that had to be excluded from the analysis.
These items were intended to measure whether L3 students seemed more motivated to learn
and whether they showed less language learning anxiety. However, at the analysis stage these
items did not seem to contribute statistically to any construct but rather to create their own
individual component. This is logical because motivation and language learning anxiety could
be considered as conceptually separate constructs by themselves, and would need the addition
of a few items to reliably measure each of them.
Finally, section (4) is constituted by 13 items intended to measure 3 different constructs.
Table 5 presents the Cronbach’s alpha values for each of the 3 scales. In this section all the
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scales present an acceptable Cronbach’s alpha value, which means that they are reliable
measures of the constructs, and therefore could be used in further research stages. However, the
scale Motivate is only composed of 3 items and at least one extra item should be added if the
questionnaire is to be considered fully reliable.
Constructs
Understand the language learning process (6 items)
Foresee difficulties and mistakes (4 items)
Motivate (3 items)

Cronbach’s alpha
.829
.722
.846

Table 5. Cronbach’s alpha values for the scales in section 4.

In this section there were also two items that had to be excluded at the analysis stage
because they did not seem to measure any of the established constructs but rather create their
own separate construct. This is conceptually logical because these two items were intended to
measure whether teachers feel their previous experience in learning languages helps them make
their students become more autonomous learners, and whether it helps students overcome their
language learning anxiety. However, both anxiety and autonomy are complex issues and would
need to be turned into separate constructs with several items each if they were to be measured
reliably.

4.1.6 Conclusions and limitations
Answering our research question in this stage of the project, we can state that the items
do prove to be reliable measures of the constructs they were intended to measure. However,
there are a number of issues that have to be observed before establishing the final version of the
questionnaire and using it as the research instrument in the main, large-scale study.
One of these issues is the length of the questionnaire. With a total number of 78
questions, the questionnaire has just below the maximum recommended number of questions
(Dörnyei, 2007, 2010). The fact that most of the constructs had an insufficient number of items
means that a considerable number of extra items need to be added to the questionnaire in order
to reliably measure all the constructs. Furthermore, there were a few items that should ideally
be turned into constructs themselves, which would also increase the total number of questions.
A higher number of questions means longer time needed to fill in the questionnaire, which may
discourage a large number of potential participants from participating in the study. When finetuning the questionnaire in the following research stage, compromises will have to be made
between the number of constructs included and the reasonable maximum length of the
questionnaire.
Another issue is the conceptual validity of some the constructs. Although the statistical
results prove that the items do measure the constructs they were intended to measure, it would
be advisable to revise the wording and content of all the items. It has been noted that, for some
of the items, the conceptual link to the construct they are intended to measure does not appear
as sufficiently evident. As has been noted before, more items need to be added to all the 2- and
3-item constructs in order to assure the internal validity of the questionnaire.
The revised version of the questionnaire should also aim to develop a clearer system to
ask teachers about their knowledge and experience with other languages. The system should
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also allow for a more systematic analysis of the number of foreign languages they know and
the level they consider to have in each of them. The system used to ask teachers about their
academic qualifications also needs to be fine-tuned so that it allows for a quicker and easier
statistical analysis.

4.2 Stage II
Stage II builds on the results and limitations found in Stage I. As it has been explained,
despite the high Cronbach’s alpha values obtained for all the constructs, issues of conceptual
validity suggested that a careful revision of the questionnaire should be done before conducting
the final study. To make this stage more productive, it also included the translation of the
questionnaire from English into French, German and Spanish (recycling partly the Spanish
questionnaire translated in the previous stage), so the questionnaire could be piloted and
statistically validated in the three languages. The English version of the questionnaire after all
the modifications is included in Appendix E. The research question for this stage is the same as
in the previous stage i.e. whether the items in the questionnaire prove to be reliable measures
of the constructs they are intended to measure. However, in this case there is the added difficulty
of answering this question for the three language versions of the questionnaire. The process was
divided into three steps: rebuilding the questionnaire, translations, and piloting and validation.

4.2.1 Rebuilding the questionnaire
In addition to the generally acceptable construct validity reached in the previous stage,
in order to fulfil the research aims the questionnaire had to be revised for conceptual validity,
scope and relevance of the items and constructs, format of some background questions and
format of the scales. The introduction also needed to be redrafted to make it shorter, more
concise and to adapt it to the new structure of the questionnaire. In the process of redrafting
both the introduction and the rest of the questionnaire special attention was paid to the clarity
and translatability of the text into the three target languages.
The number of background questions was maintained (13 questions), although they
were divided into two subgroups: 7 questions necessary to later create the dependent variables
were located at the beginning of the questionnaire, while the other 6 questions asking about
general background details, such as gender or age, were included at the end, just before the final
thank you. Collecting the data in this order was designed to avoid the negative effects of
tiredness on the participants and to assure the quality of the data that will constitute the basis of
the dependent variables. Although the final number of background questions was maintained,
a number of questions were modified several times until the wording and the answer to be
elicited for each question seemed perfectly clear. This process involved several external
reviewers who answered the questions and provided their feedback on which elements had been
confusing.
The main part of the questionnaire was divided into four sections as in Stage I, although
the number of constructs and items varied importantly: from 18 constructs in Stage I to 15
constructs in Stage II, and from 60 items to 75. The lower number of constructs and the higher
number of items is explained because special attention was paid to define each construct in as
much detail as possible, raising the minimum number of items per construct from 2 to 5, which
will assure a higher level of construct validity. This also implied deleting some constructs that
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were not essential for the aims of the study, merging existing ones, and adding new ones that
had emerged as relevant from a second, more in-depth review of the literature. After redrafting
and fine-tuning all the constructs, only 34 items from the original questionnaire were kept. One
of the new constructs was also created by merging two incomplete constructs from the original
questionnaire, which showed a high Cronbach’s alpha value and only one dimension when
principal component analysis was conducted with the data obtained in Stage I. Appendix B
includes more details about the changes introduced in each section regarding the number of
constructs, the constructs, the number of items per construct and the number of old items per
construct.
The format of the scales was also an issue that required careful consideration.
Statistically, a five point Likert scale is the most reliable and commonly used option to collect
interval data for the analysis and measurement of constructs in questionnaire studies. However,
it is not always easy to come up with five descriptors that are both meaningful and at the same
semantic distance from each other (Dörnyei, 2007). In Stage I the following descriptors were
used:
Extremely important, very important, relatively important, not very important, not
important at all
Always, almost always, only sometimes, hardly ever, never
Strongly agree, partially agree, neither agree nor disagree, partially disagree and
strongly disagree
The descriptors in italics present different issues. In the case of only sometimes, it does
not seem to be at the same semantic distance from almost always as from hardly ever. In the
second case, the middle option of neither agree nor disagree may be the cause of ambiguity in
the respondents’ answers as it is difficult to judge whether they are positioning themselves in a
middle point between partially agree and partially disagree, or if they really do not have an
opinion, in which case the semantic distance to the adjacent points would not be even. To
overcome this issue, in Stage II 5-point semantic differential scales are used with descriptors
only in the extremes, therefore allowing the respondents to situate their answers in the
appropriate spot between the two extremes (Dörnyei, 2007). In the online questionnaire, it will
look something similar to what Figure 1 below illustrates:

Figure 1. Example of what the descriptors look like in the online form.

4.2.2 Translations
Considering the research aims, particularly the fourth one, it was of paramount
importance that the translations of the questionnaires were as equivalent as possible. For each
language, four different people have been involved in the translation, back-translation and
reviewing of the questionnaire. The steps followed are described in Table 6.
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1

Step
Translation

2

Initial review

3

Back-translation

4

Second review

5

Final review of the
online questionnaire

Person
Person 1 – professional
translator
Person 2 – native speaker
of the target language, not
necessarily with teaching
experience
Person 3 – native speaker
of English not necessarily
with teaching or translating
experience
Person 1

Person 4 - native-speaker
teacher of the concerned
language, in every aspect
similar to the target
population

Tasks
To translate.
To identify obvious translation issues,
linguistic mistakes, strange collocations.

To translate back into English.

To consider all the comments and
corrections, in discussion with person 2
and 3, and to amend the translation
accordingly.
To add both linguistic and formatting
comments i.e. all the options display
correctly, the right terminology is used,
etc. This last review works almost like a
think-aloud protocol, with the reviewers
commenting on issues and general
impression while filling in the form.

Table 6. Steps in the translation process for each language.

4.2.3 Piloting and validation
The questionnaire will be piloted simultaneously in the three languages in spring 2014.
Although the initial plan was to send the questionnaires in the different languages as soon as
they were ready, many language institutes usually offer more than one of the target languages,
which implied waiting until the three language versions of the questionnaire were ready in order
to facilitate its distribution. To avoid interfering with the potential participants of the main
study, which aims to take place in the European context, the piloting of the questionnaire will
be conducted in other countries where these languages are expectedly taught as L3s, such as
Brazil, Japan, India and Egypt.
After all the data has been collected, the statistical validation of the questionnaire
described in Stage I will be conducted again. Considering the large amount of questions that
had to be changed and added, and the fact that the questionnaire has undergone the process of
translation, the intended sample size in this stage is of 150 participants in total, with around 50
participants for each language. This size will allow the application of parametric statistics to
confirm the dimensions of analysis and the validity of the constructs for each language version
of the questionnaire. It will also help clarify whether any of the items is not strictly necessary
so the final version of the questionnaire can be shortened, especially if some of the items do not
contribute significantly to the intended construct. Furthermore, this analysis will also allow the
identification of differences between the construct validity of each of the language versions of
the questionnaire, which may be an indication of possible translation issues. On the basis of this
analysis, the final version of the questionnaire will be established in the three languages so it is
ready to be used in Stage III.
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4.3 Stage III
In this stage, the validated instrument in the three languages will be used to conduct the
large-scale data collection in as many European countries as practically possible. The estimated
sample size will be between 300 and 450 participants, with around 100-150 participants for
each language. This will allow performing statistical tests for both the whole sample and the
three language subgroups, which will in turn allow us to answer the research questions and
therefore fulfil the research aims stated above. This will lead to a discussion on the importance
of training and experience for the development of teachers’ beliefs, teachers’ awareness about
multilingualism and teachers’ pedagogical approach to teaching L3s.

5 Conclusion
The aim of this paper was to introduce the research project, to provide the background
information necessary to understand the relevance of the study, to situate it within the larger
research fields of multilingualism and teachers’ beliefs, to explain the emergence and
development of the research aims and questions, and to justify how the research methods were
chosen to fulfil the specified research aims. As part of the research methods, the research
schedule has been presented as divided into three stages, and special emphasis was paid to
describing and justifying the steps taken in the first two research stages, which will constitute
the theoretical and methodological basis for the implementation of the third, final research
stage. At the end, a brief discussion is offered of how the final, large-scale research project
intends to be conducted and what the implications may be for the future understanding of
teachers’ beliefs about multilingualism and about L3 teaching and learning.
The first stage focused on the initial creation of the questionnaire on the basis of existing
literature, the initial piloting of the questionnaire, and its statistical validation with a detailed
discussion of both the conceptual and statistical issues encountered. From this stage, the most
relevant conclusion was the importance of accurately defining the intended constructs at the
very beginning of the project. As advised in many manuals on research methods (e.g., Dörnyei,
2007, 2010; Dörnyei & Csizér, 2012), the reviewed literature should provide the basis for the
definition of the constructs, which should in turn guide the elaboration of the items that will
describe and measure each construct. Despite the fact that some constructs in this stage showed
acceptably high internal consistency reliability coefficients when analysed statistically, a
thorough analysis of the underlying concepts revealed flaws in the theoretical understanding
and underpinning of the constructs, which derived from an insufficiently clear definition of the
constructs. These theoretical considerations were carefully examined and incorporated into the
questionnaire during the second research stage, which covered the fine-tuning and redesign of
the questionnaire, with a more thorough definition of the constructs and a more careful selection
of the items that were intended to measure each construct.
This second research stage also involved the translation process of the questionnaire
into Spanish, French and German, with a detailed account of the steps followed in this process,
the people involved and the tasks assigned to each of these people. From this process, there are
a number of lessons learnt that can be useful for future research projects of a similar nature.
The first consideration regards the danger of underestimating the work, time and money that
the whole process will take. Translators and reviewers obviously need to be paid, but they also
need to receive the text in advance to calculate their fee, and this text needs to be as close as
possible to the final version since translators are only relatively willing to incorporate changes
that were not in the initial text. Translators are also usually very busy professionals, and they
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are not always available to complete the translation of the questionnaire as fast as we would
wish, which needs to be reflected in the project schedule by allowing a reasonable margin of
time for this part of the study.
The work involved in managing the whole translation project may also be easily
underestimated: the researcher needs to manage the three translation projects concurrently,
liaise with the translators and reviewers, revise all the documents before passing them on to the
next person, chase translators and reviewers when the work is not delivered on time, arrange
for the payments to be made, etc. Document management may also prove challenging, as the
researcher should ideally keep track of all the changes made and suggested by the different
translators and reviewers, update versions accordingly, and make sure that the version uploaded
online is the definitive version for each language.
Finally, adopting a trilingual questionnaire as the main research instrument also
involves a challenge in itself, particularly if the researcher is not proficient in all the languages
of the questionnaire. The challenge stems from having to manage and work with a questionnaire
in a language that we do not necessarily know well, which makes it very difficult to deal with
translation issues that may inevitably not be perceived as such by the researcher, the
impossibility to arbitrate any terminological or phraseological disputes between translators and
reviewers, or the impracticality of deciphering the meaning of any responses to the open
questions.
As this paper has shown, measuring teacher beliefs through a trilingual questionnaire
involves many challenges. Some of them are not different to the challenges involved in other
questionnaire studies in the social sciences, such as the need to carefully define the constructs
from the beginning of the project or to validate the questionnaire through statistical analysis.
However, the incorporation of the three languages involves a further level of difficulty to the
study, adding the challenge of ensuring that the conceptual and statistical reliability of the
questionnaire is not undermined by language and culture issues associated with the translation
of the questionnaire into the three languages. This paper has suggested a step-by-step procedure
to ensure the reliability of the instrument in the three languages, and has put forward a number
of considerations that could be helpful for the future development of similar multilingual
questionnaires.

Proofread for the use of English by: John Savage, Publications Assistant, University of Cambridge
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APPENDIX A
Teachers’ multilinguality
Teachers’ multilinguality will be measured as a composite of the number of languages
they know, including their mother tongue(s), and the level they have in each of these languages
in a range from 1 to 7, with 7 = native level, and values 1 to 6 corresponding with the six levels
of the Common European Framework of Reference for Languages with 1 = A1 and 6 = C2. The
index of multilinguality will be calculated by simply adding the levels they have in the different
languages. The results will be figures, which will be rank ordered to create three profiles of
teacher multilinguality: lower, medium and high multilinguality. Teachers with high
multilinguality will have either a very high level in a few languages, or a lower level in an
higher number of languages. Counting languages and, more specifically, discussing what is
considered as a language, is a recurrent source of conflict in multilingualism research and, as
argued by (Kemp, 2009), the researcher’s obligation is to always clarify as much as possible
what parameters are taken into consideration to determine the number of languages. In the case
of this study, and also as advised by this author as a common practice in multilingualism
research, the participants are asked to self-report both on the number of languages and on the
level in each language.
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Students’ multilinguality
Students’ multilinguality will be assessed by asking teachers whether their students (i)
only know their L1, (ii) already know an L2 or (iii) already know at least two foreign languages
when they start learning the supposedly L3. This will allow the confirmation of whether the
languages assessed are in practice learned as L3s, which would support the main purpose of
this whole study, and whether there is any relationship between students’ multilinguality and
the teachers’ beliefs to the abovementioned issues.

Teachers’ experience
Teachers’ experience will be measured in a range from 1 to 6, as observed in the
questionnaire (Appendix E, Page 1 – General questions, sixth question). The value ‘1 = No
experience at all’ aims to cover teachers with no experience of teaching the L3 but also and
most importantly with no experience of teaching other languages, as it may be case for many
teachers who have never taught more than the L3.

Students’ multilinguality
Students’ multilinguality will be measured in terms of whether students only know their
L1, already know or have studied an L2, or know or have studied at least other two foreign
languages before starting to learn the target L3 language. This question is asked straightforwardly to the teachers in similar terms (Appendix E, Page 1 – General questions, first
question).

APPENDIX B
Summary of changes in the constructs and number of items from Stage I to Stage II
Number of sections, constructs and items.
Stage I

4 main sections
18 constructs
60 items

Stage II

4 main sections
15 constructs
74 items

Details of the four sections indicating the number of constructs, the number of items per
construct (in brackets) and the number of old items from Stage I that are used in Stage II.
Stage I
Section 1 - Use of other languages in L3 learning

Stage II
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Explain (3)
Save time (3)
Class management (4)
Translation (3)
Transference/relating (3)

1) Explaining grammar and vocabulary (5) – 1
old
2) Promoting interlinguistic transference (5) – 3
old
3) Helping students become multilingual
individuals (5)

Section 2 – Important elements in the training of L3 teachers
1) Knowledge of foreign languages
1) Knowledge of foreign languages (5) – 1 old
(3)
2) Training in L2 teaching (5) – 2 old
2) Training in L2 teaching (2)
3) Training in L3 teaching (5) – 2 old
3) Training in L3 teaching (2)
4) Experience of learning foreign languages (5) –
1 old
5) Experience using foreign languages (5)

1)
2)
3)
4)
5)
6)
7)

Section 3 – Specific learning characteristics of the L3 learner
Language learning strategies (5)
1) Aptitude (5) – 3 old
Expectations of the teacher (3)
2) Autonomy (5) – 3 old
Aptitude (3)
3) Influence and use of other FLs (7) – 7 old
Autonomy (3)
combination of the scales “Interlang
Learn faster (3)
compare” + “Mistakes” Cronbach α = .874,
Interlinguistic and compare (5)
1 dimension
Mistakes (2)

Section 4 – Role of teachers’ own experience of learning foreign languages in their
teaching
1) Understand language learning
1) Experience of learning foreign languages (5) –
process (6)
5 old
2) Foresee difficulties and mistakes
2) Knowledge of foreign languages (7) – 4 old
(4)
3) Motivate (5) – 3 old
3) Motivate (3)

APPENDIX C
Email sent to potential participants
Dear colleagues,
My name is Esther Gutiérrez Eugenio and I am a Spanish teacher in the Department of
Translation and Interpreting at the University of Eötvös Loránd, Budapest (Hungary).
I am writing to you because I would like to ask you for a huge favour. At the moment I am
working on a research project about teaching languages to multilingual students, and I would
be extremely grateful if you could fill in the following questionnaire:
(link to questionnaire)
It shouldn't take you more than 15-20 minutes. Apart from the first and last sections, where
you have to include some basic information about yourselves and about your personal
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experience, the rest of the questionnaire can be easily and quickly filled in by selecting an
option from 1 to 5. It really takes less time to fill in than it may seem at the beginning!
Officially, the questionnaire will be active until (deadline). However, if for any reason you
need a few more days, please let me know and I will reactivate the questionnaire so you can
submit your responses even after the deadline.
I would also like to ask you to please forward this questionnaire to all the LANGUAGE
teachers you may know. The more people that fill in the questionnaire, the more solid the
results will be.
Thank you very much in advance to all of you for your help.
Best regards,
Esther Gutiérrez Eugenio
(author’s email address)

APPENDIX D
Stage I – Questionnaire in English

1.
2.
3.
4.

5.
6.
7.
8.

9.

10.

Gender:
Age range: 18-25 26-40
41-65
Country where you work:
Type of school/institution where you teach Spanish most often: (tick ONE)
Primary school
Secondary school
University
Private language school (Academia)
Cervantes Institute
Other (please specify)
Age of learners you teach most often: (tick ONE)
6-11
12-17 18-23 24-49 50+
Spanish level of the learners you teach most often: (tick ONE)
Beginner (A1-A2)
Intermediate (B1-B2)
Advanced (C1-C2)
Number of learners in your classes, on average: (tick ONE)
1-10
11-20 21-30 30+
If you had to describe your students, you would say that…
They share a common L1.
They don’t share a common L1.
Which of the following statements best describes your students’ prior experience of
learning foreign languages?
My students only know their L1.
My students have studied/learnt an L2.
My students have studied/learnt at least another two foreign languages.
Please fill in the following chart specifying as accurately as possible the languages that
YOU know, including your L1.
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“Your L1” refers to your mother tongue, if it’s not Spanish. If you are a native speaker of
Spanish, please leave this space blank. “Your students’ L1” refers to the mother tongue of
your students, if they share it. If you don’t have any knowledge of your students’ L1, please
leave this space blank. “Other languages” refers to other foreign languages that you may
have studied or learned, and that are neither Spanish nor your mother tongue, nor the L1 of
your students. If you don’t know any foreign language, please just leave these spaces blank.
Native

C1-C2

B1-B2

A1-A2

Spanish
Your L1 (if not
Spanish)
Your students’
L1 (if they share
it)
Other language 1
Other language 2
Other language 3
Other language 4
Other language 5

11. Years of experience as a Spanish teacher:
12. Years of experience as a teacher of languages other than Spanish:
If you have only taught Spanish, please indicate “0”.
13. Academic qualifications
Please select the options that best fit your profile. You can also select the options “other”
and specify in the blank space at the end of this question.
Degree in Spanish language or Linguistics
Degree in Modern Languages or Translation and Interpreting
Degree in other (please specify):
MA in Spanish language or Linguistics
MA in Modern Languages or Translation and Interpreting
MA in Teaching Spanish as a Foreign Language
MA in other (please specify):
PhD in Spanish language or Linguistics
PhD in Modern Languages or Translation and Interpreting
PhD in Teaching Spanish as a Foreign Language
PhD in other (please specify):
I don’t have any academic qualifications
Other (please specify):
14. MULTILINGUALISM IN THE SPANISH CLASSROOM
This section is going to focus on YOUR opinion about the use of other languages during the
Spanish lessons. Please remember that there are no correct or incorrect answers, what
counts is YOUR opinion.
Using other foreign languages in the classroom IS JUSTIFIED:
Strongly agree, partially agree, neither agree nor disagree, partially disagree and strongly
disagree
a) To explain complex vocabulary
b) To give instructions
c) To explain grammar
d) To develop good classroom atmosphere
e) To explain when meanings in Spanish are unclear
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f)
g)
h)
i)
j)

To assess students’ knowledge of Spanish
To maintain discipline
To do activities of pedagogic translation
When students prepare for tasks (for example, in their L1) before switching to Spanish
When students try to find the best translation in their L1 (or in other common language) for
a Spanish term
k) Because it saves time
l) Because it speeds up the language learning process
m) Because it speeds up the comprehension process
n) Because it helps learners relate new Spanish-language knowledge to their knowledge in
other languages
o) Because it leads to positive transfer from the other languages into Spanish
p) Because language learning is by definition a multilingual activity
15. TEACHERS OF MULTILINGUAL STUDENTS
This section focuses on the training that YOU consider recommendable for teachers who
work with groups of students who have previous knowledge of other languages. Remember
that there are no right or wrong answers, what counts is YOUR opinion.
How important do you consider the following aspects in the training of teachers of
multilingual students?
Extremely important, very important, relatively important, not very important, not important
at all
a) Native proficiency of the target language
b) General knowledge about the structure and working of other foreign languages
c) Personal experience of learning foreign languages
d) Intermediate-advanced level of other foreign languages
e) Specialised training on second language pedagogy
f) Familiarity with the theories of second language acquisition and learning
g) Specialised training on third language pedagogy
h) Familiarity with the theories of third language acquisition and learning
16. MULTILINGUAL STUDENTS AND THE TEACHER OF SPANISH
This section seeks to know YOUR opinion about the students who have previous knowledge
of other foreign languages. Please remember that there are no right or wrong answers, what
matters is YOUR opinion.
In comparison with other learners of Spanish, multilingual learners…
Always, almost always, only sometimes, hardly ever, never
a)
b)
c)
d)
e)
f)
g)
h)
i)
j)

learn new lexical items faster
guess the meaning of lexical items in Spanish more easily
compare Spanish lexical items to those of other languages
make up new lexical items in Spanish (correct or incorrect) based on their knowledge of other
languages
understand grammatical structures faster
compare Spanish grammar to the grammar of other languages
use grammatical structures borrowed from other languages
ask for clarification in another language
make different mistakes
confuse linguistic elements between languages

In your opinion, multilingual learners…

WoPaLP, Vol. 8, 2014

Gutierrez Eugenio 109

Strongly agree, partially agree, neither agree nor disagree, partially disagree and strongly
disagree
k) have a special aptitude to learn languages
l) have an advanced practical knowledge of language learning processes
m) have more advanced cognitive skills for language learning
n) use more language learning strategies
o) use language learning strategies more often
p) have developed their own personal language learning strategies
q) create more opportunities for practicing Spanish
r) are more autonomous learners
s) depend less on the teacher
t) show more interest to know about the other languages spoken by the teacher
u) prefer multilingual teachers
v) have higher expectations of the foreign language teacher
w) evaluate more carefully the teacher’s contribution to their learning
x) study Spanish in a more structured manner
y) are more motivated to learn Spanish
z) show less language learning anxiety
17. TEACHERS WITH PREVIOUS EXPERIENCE OF LEARNING OTHER
LANGUAGES
This last section aims to discover YOUR opinion about the teachers’ prior experience in
learning languages, and about the influence of this experience in their teaching practices.
Again, please remember that there are no right or wrong answers, and that the only thing
we are interested in is YOUR opinion.
The teachers’ previous experience of learning and studying foreign languages will
allow them to be able to…
Strongly agree, partially agree, neither agree nor disagree, partially disagree and
strongly disagree
a) Empathise with their students when they are struggling
b) Understand better the learning process that their students are going through
c) Anticipate their students’ difficulties more easily
d) Understand faster why their students are making certain mistakes
e) Plan their explanations better
f) Base their explanations on the differences and similarities between linguistic systems
g) Share with their students the language learning strategies that worked for them
h) Guide their students more confidently through the language learning process
i) Unconsciously become a model of successful language learning for their students
j) Understand better how their students may differ in their approaches to learning
k) Adapt more easily to the students’ different learning styles
l) Motivate their students
m) Transmit more positive experiences about the language learning process
n) Help their students overcome their language learning anxiety
o) Help their students become more autonomous learners

THANK YOU VERY MUCH.
This is the end of the questionnaire.
Please don’t forget to click on the “Submit” button at the end of this page so your answers are
recorded in the system.
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As explained at the beginning of the questionnaire, you participation is totally anonymous.
However, if you would be interested in knowing the results of this study, or would be willing
to participate in a round of interviews at a later stage, please leave your email address in the
following space and specify on what the purpose we are allowed to contact you in the future.

APPENDIX E
Stage II – Questionnaire in English
(items followed by * are old items from Stage I)
Multilingual students and the teacher of LANGUAGE
THANK YOU VERY MUCH FOR PARTICIPATING IN THIS STUDY.
The average length of the questionnaire is 15-20 minutes. It is divided into six sections/pages,
which you will discover progressively when clicking on the button “Continue” at the bottom of
each page. While questions in sections 1 and 6 may require a bit more of elaboration, all the
questions in sections 2 to 5 are easily answered by selecting your response in a 1-to-5 scale.
Introduction
1. General questions (7 questions)
2. Multilingualism in the LANGUAGE classroom (15 questions)
3. Teachers of multilingual students (25 questions)
4. Multilingual students (17 questions)
5. Teachers with previous experience of learning other languages (17 questions)
6. General background details (6 questions)
Final thank you
Participation in this study is completely voluntary and anonymous. However, at the end of the
questionnaire you will have the chance to leave your email address if you wish to receive the
results of this study, or if you would be willing to participate in a potential round of interviews
about this same topic in the future.
THANK YOU VERY MUCH AGAIN FOR YOUR PARTICIPATION.
PAGE 1 – GENERAL QUESTIONS
1. Which of the following statements best describes your students’ prior experience of
learning foreign languages?
When they start learning LANGUAGE,
Most of my students only know their mother tongue.
Most of my students already know or have studied one other foreign language.
Most of my students already know or have studied at least two other foreign languages.
2. Which of the following statements best describes your students in terms of their
mother tongue?
A/All or most of my students share a common mother tongue.
B/ My students do not share a common mother tongue.

WoPaLP, Vol. 8, 2014

Gutierrez Eugenio 111

If you selected statement A (“All or most of my students share a common mother tongue”)
in the previous question, please specify now YOUR current level in your students’ mother
tongue. (Circle ONE)
None
A1 - Beginner
A2 – Elementary
B1 - Lower intermediate
B2 - Upper intermediate
C1 - Advanced
C2 - Proficiency
Native
3. Is LANGUAGE your mother tongue?
Yes.
No.
4. Did you grow up as a bilingual/trilingual/multilingual child?
No.
Yes, I grew up as a bilingual child with two mother tongues.
Yes, I grew up as a trilingual child with three mother tongues.
Yes, I grew up as a multilingual child with more than three mother tongues.
5. How many foreign languages have you learnt or studied? (Circle ONE)
Please include here EVERY FOREIGN LANGUAGE that you have learnt or studied at some
point in your life. This includes LANGUAGE too if it is not your mother tongue. Please do
NOT include your mother tongues(s).
1 2 3 4 5 6 7 8 9 10 more than 10
Please specify your proficiency level in each of these foreign languages.
A1 –
Beginner
Foreign language 1
Foreign language 2
Foreign language 3
Foreign language 4
Foreign language 5
Foreign language 6
Foreign language 7
Foreign language 8
Foreign language 9
Foreign language 10

A2 – Basic

B1 – Lower
intermediate

B2 – Upper
intermediate

C1 – Advanced

C2 – Proficient
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6. Experience as a language teacher:
No experience
at all

Less than
a year

1-5 years

6-10 years

11-20 years

More than
20 years

Teaching
LANGUAGE as a
foreign language
Teaching
other
foreign languages

7. Academic qualifications
Please, choose the options that best describe your profile.
LANGUAGE/Hispan
ic Studies/Linguistics

Other foreign languages/
Translation/Interpreting

Teaching
LANGUAGE as a
foreign language

Pedagogy/Education

Certificate/diploma/course
Bachelor degree/BA/BSc
Master/MA/MSc
PhD

PAGE 2 – Multilingualism in the LANGUAGE classroom
This section focuses on YOUR opinion about the use of other languages in the LANGUAGE
classroom. Please, remember that there are no right or wrong answers, YOUR opinion is what
matters the most.
Using other foreign languages in the classroom IS JUSTIFIED:
Strongly disagree _____ x _____ x _____ x _____ x _____ Strongly agree
To explain when meanings in LANGUAGE are unclear*
To speed up the language learning process*
To help students get used to switching from one language to another
To explain nuances in the meaning of words
To encourage positive transfer from the other languages into LANGUAGE*
To help students develop as multilingual individuals
To explain the use of certain grammatical structures
To reactivate students’ passive knowledge of LANGUAGE through the other languages
To help students become successful communicators across all their languages
To help students find the best translation for terms and expressions
To help learners relate new LANGUAGE-language knowledge to their knowledge in other
languages*
To prepare students for real life situations where code-switching may be necessary
To explain aspects of the language that otherwise would not be understood
To help students realise the similarities and differences between LANGUAGE and the other
languages
To help students develop their ability to interact in settings where more than one language is
used

Other
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PAGE 3 – Teachers of multilingual students
This section focuses on the training that YOU consider advisable for teachers who work with groups of students
who have previous knowledge of other foreign languages. Remember that there are no right or wrong answers,
what matters here is YOUR opinion.

How important do you consider that the following aspects are in the training of teachers of
multilingual students?
Not important at all _____ x _____ x _____ x _____ x _____ Extremely important
Knowledge about the general characteristics of other foreign languages*
Specialised training in teaching second languages*
Personal experience of learning foreign languages*
Familiarity with current research in second language teaching and learning
To have experienced the difficulty of learning a foreign language
Personal experience communicating in one or several foreign languages
Specialised training in teaching third languages*
Knowledge of the students’ mother tongue
Familiarity with the different methods of second language teaching
To have successfully learnt a foreign language
Familiarity with current models of multilingualism
Personal experience interacting in multilingual settings
Familiarity with the theories of third language acquisition and learning*
Knowledge of the other foreign languages their students know
Continuous in-service training on second language didactics
To have learnt LANGUAGE as a foreign language
Personal experience in code-switching
Basic knowledge of several foreign languages
Familiarity with the practical aspects of third language teaching and learning
Personal experience mediating between speakers of different languages
Familiarity with the theories of second language acquisition and learning*
Advanced knowledge of at least one foreign language
To have gone through the ups and downs of learning a foreign language
Personal experience negotiating meanings between speakers of different languages
Familiarity with current research in third language teaching and learning

PAGE 4 – Multilingual students
The aim of this section is to discover YOUR opinion about the students who arrive at the
LANGUAGE classroom with previous knowledge of other foreign languages. Remember that
there are no right or wrong answers, what matters here is YOUR opinion.
In comparison with other learners of LANGUAGE, multilingual learners…
Strongly disagree _____ x _____ x _____ x _____ x _____ Strongly agree
Have a special aptitude to learn languages*
Are more autonomous learners*
Compare LANGUAGE lexical items to those of other languages*
Make different mistakes*
Have an advanced practical knowledge of language learning processes*
Evaluate more carefully the teacher’s contribution to their learning*
Use grammatical structures borrowed from other languages*
Have a special ability to deduce the rules governing the linguistic system
Confuse linguistic elements between languages*
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Manage their own learning more efficiently
Have more advanced cognitive skills for language learning*
Ask for clarification in another language*
Depend less on the teacher*
Compare LANGUAGE grammar to the grammar of other languages*
Have a greater sensitivity to recognise the grammatical functions of words
Are more willing to take responsibility for their own learning process
Make up new lexical items in LANGUAGE (correct or incorrect) based on their knowledge of
other languages*

PAGE 5 – Teachers’ own experience of learning foreign languages
This last section aims at discovering YOUR opinion about the teachers' previous experience of
learning foreign languages, and about its influence in their teaching practices. Again, please
remember that there are no right or wrong answers, and that the only thing that matters here
is YOUR opinion.
The teachers’ previous experience of learning and studying foreign languages will allow
them to be able to…
Strongly disagree _____ x _____ x _____ x _____ x _____ Strongly agree
Empathise with their students when they are struggling *
Anticipate difficulties more easily *
Motivate their students*
Recognise more easily the students’ different learning styles*
Promote comparisons between the different languages
Transmit more positive experiences about the language learning process*
Understand better the learning process that their students are going through*
Plan better their explanations *
Link new linguistic structures to other languages that students know
Share personal experiences of successful interaction in multilingual situations
Guide their students more confidently through the language learning process*
Understand faster why students are making certain mistakes*
Explain how they managed to overcome challenges while learning foreign languages
Anticipate what aspects of the language will be particularly easy for students
Unconsciously become a model of successful language learning for their students*
Base their explanations on the differences and similarities between linguistic systems*
Understand better how their students may differ in their approaches to learning*

PAGE 6 – GENERAL BACKGROUND QUESTIONS
1.

Gender: Male Female

2.

Age:

3.

Country where you work: __________________

_______
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4.
Type of school/institution where you teach LANGUAGE most often: (circle ONE)
Primary school
Secondary school
University
Private language school (Academia)
Cervantes Institute
Other (please specify)
5.
Age of learners you teach most often: (circle ONE)
6-11 12-17 18-23 24-49 50+
6.
Level of LANGUAGE of the learners you teach most often: (circle ONE)
Beginner (A1-A2) Intermediate (B1-B2) Advanced (C1-C2)

PAGE 7 – THANK YOU VERY MUCH!
This is the end of the questionnaire. THANK YOU VERY MUCH FOR YOUR TIME AND
YOUR PARTICIPATION.
Please, DO NOT FORGET TO CLICK ON THE BUTTON "SUBMIT" AT THE END OF
THIS PAGE so all your answers can be recorded in the system.
As indicated at the beginning of the questionnaire, if you would like to receive a summary
of the results of this study, or if you would be interested to participate in an interview
about this topic in the future, please leave your email address in the space provided below.
____________________________
Please, specify on what purpose we are authorised to contact you on this email address.
___ I would like to know the results of this study.
___ I would be interested to participate in an interview about this topic.

Your answers have been recorded successfully.
THANK YOU VERY MUCH FOR YOUR PARTICIPATION! :-)

