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Abstract

Language comprehension and production rely upon Executive Functions
(EFs) to control and/or monitor speech. In this study we investigate, through
the Attentional Network Test, how an instructed or natural setting of lan-
guage acquisition in a multilingual environment and the interplay between
these two settings can impact the development of attentional processes in a
group of bi-/multilingual children (n = 165) developing in linguistically dif-
ferent interactional contexts. RT, accuracy and three attentional network meas-
ures were considered for data analyses and the association between attention-
al network measures, type of natural language context and the instructed set-
ting of language acquisition were tested. Results showed that the children at-
tending monolingual school programs with a high number of L2 hours and
the children attending trilingual programs show overall faster reaction times
(RTs). Furthermore, it was shown that the instructed setting at school com-
bined with the natural setting at home, and the interplay between the two set-
tings can crucially determine the effects of the bi-/multilingual interactional
profile on attentional processes. This study highlights that an in-depth analy-
sis of the impact and interplay of two different language acquisition settings
can provide significant insight into bi-/multilingual children’s cognitive de-
velopment.
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1. Introduction

In the last couple of decades, globalization has brought together an increasing
number of people from different cultures and socio-linguistic contexts. It has
therefore become rather easy to receive input from several languages and to
speak and memorize two or more linguistic codes instead of just one.

The linguistic environment is a determinant factor for language acquisition of
both monolingual (Hart & Risley, 1995) and bilingual (Pearson et al., 1997)
children. A bi-/multilingual environment is generally characterized by a natura-
listic, spontaneous, uninstructed, unguided, untutored, and informal context, as
may be at home, and by an instructed, guided, tutored, and formal context,
which extends the linguistic environment to social interactions with other child-
ren and teachers, as may happen at school (for a review, see Housen & Pierrard,
2005).

An appropriate analysis of the bi- and multilingual language learning in deve-
lopmental stages should necessarily take into account the number of languages,
the single- or mixed-language context a person lives in (Wu & Thierry, 2013),
the cultural background (Barac & Bialystok, 2012), implicit or explicit language
learning strategies (Paradis, 2004; Ullman, 2001) in both the naturalistic and in-
structed contexts of the linguistic environment. Some attempts have also been
made to compare a natural setting of language acquisition with an instructed
one on the basis of language production through measurable variables such as
the detection of an explicit linguistic output (e.g. vocabulary or grammar tests),
language fluency, or proficiency (for a review, see Ellis, 1985, 1990; Norris &
Ortega, 2000).

However, we argue that the elements characterizing a prolonged interactional
context at home or at school, where two or more languages characterize interac-
tions in an interchangeable manner, may not only likely act upon children’s lin-
guistic skills, but are somehow also tied to attentional processes supporting lan-
guages acquisition. We refer here to attentional processes as a set of specific
mental processes (Miyake et al., 2000; Diamond, 2013; Desideri & Bonifacci,
2018) that develop rapidly during early school age directed towards adjusting
children’s behavior to different circumstances (Davidson et al., 2006), that in a
bi-/multilingual child translates into monitoring different linguistic elements in
a naturalistic or instructed interactional context populated by two or more lan-
guages.

In this regard, recent studies have reported consistent effects of bi-/multilin-
gualism on attentional abilities in childhood (Barac & Bialystok, 2012; Poarch &
van Hell, 2012; Videsott et al., 2012; Crivello et al., 2016), also evident on specific
attentional processes, such as selective and sustained attention (Blom et al., 2017;
Engel de Abreu et al., 2012; Krizman et al., 2012).

There is major consensus that attentional abilities develop throughout child-
hood (Best & Miller, 2010), thus it is likely to suppose that the bi-/multilingual

context facets of the linguistic environment will exert major effects on attention-
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al processes subserving language acquisition rather early in life (Bialystok, Mar-
tin, & Viswanathan, 2005). For this reason, we expected that if attentional abili-
ties are shaped during childhood, they will likely build on language acquisition
occurring in a naturalistic and instructed context and be mirrored by the
bi-/multilingual nature of the linguistic environment. Namely, bi-/multilingual
environments are populated by many different linguistic units, arising in differ-
ent contexts during language acquisition, and attentional abilities are taxed upon,
to monitor and select units pertaining to each language for successful commu-
nication.

Bi-/multilingual linguistic contexts can be studied best in a region with a pop-
ulation that is homogeneous, shares a similar socioeconomic background, and is
approximately the same age. Ideally, a bi-/multilingual children sample with
these characteristics would differ only in terms of whether they use one, two, or
more languages, and in their use of these languages at home or in school.

Such a situation is given in the northern region of Italy (e.g. Trentino Al-
to-Adige/Siuidtirol) where a German (69.5%), Italian (26%), and Ladin, a rom-
ance minority language (4.5%) speaking population coexists (see ASTAT, 2011).
Namely, the difference resides in the different types of bi- or multilingual inte-
ractional contexts in which these children develop, defined as the number of
languages used at home (i.e. one, two, or more languages), and the amount of
different languages of instruction in school (bi- or trilingual school programs),
taking into consideration the dominant language of the immediate surround-
ings. These two acquisition contexts, at home or in school, can both vary in quan-
titative terms, depending on the number of languages in use and the amount of
time spent using them and in qualitative terms depending on the type of par-

ent-child interaction (i.e. at home) and the educational program (i.e. at school).

2. Aims of Study

The Adaptive Control Hypothesis (ACH) (Green & Abutalebi, 2013) focuses on
how the interplay between bilingual language use and executive functions, in-
cluding attentional processes, can change depending on the interactional con-
texts (Grundy, 2020). In accordance with ACH, we hypothesize that, for bilin-
gual children, different interactional configurations necessarily build on a
bi-/multilingual interactional skeleton consisting of core elements from home
and school contexts throughout development. The identifying features of each
context progressively add on to the child’s cognitive body of language and ex-
ecutive functions shaping a so-called “bi-/multilingual interactional profile”.
Namely, on the one hand, while children are at home, they may be exposed to
different degrees to two or more languages. Thus, bi-/multilingual language ac-
quisition and use at home will depend on a natural setting characterized by the
parents (and other family members) interactions among themselves and with the
child, tracing the thicker lines of the interactional context at home (hencefor-
ward NatSLA). On the other hand, when children start school, they are exposed
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to one or more languages depending on the educational program. Therefore, the
frequency of exposure and use of the languages will progressively delineate the
fine lines of the interactional context at school (henceforward InstrSLA).

Thus, the present study aimed to investigate if bi-/multilingual interactional
profiles, from different home and school contexts, influence task performance
measures tapping into different attentional processes.

For this purpose, we used the Attentional Network Test (ANT) (Costa et al.,
2008) which is designed to measure three attentional processes: alerting, spatial
orientation, and conflict resolution (Fan et al., 2002, 2005; Costa et al., 2008).

Alerting refers to the capacity to hold a state of preparedness for increasing
cognitive load of information processing (Posner & Raichle, 1994). Spatial orienta-
tion refers instead to the capacity to disengage and shift away from one stimulus
and reengage the focus of attention on a different stimulus. Conflict resolution
refers to the ability to monitor information, adapt and switch behaviour to pur-
sue a required objective, by gating or overruling information interfering with
task demands (Botvinick et al., 2001; Kan et al., 2013).

Thus, the aims of the present study were:

1) To investigate whether the quantity of instruction-based L2 (and L3)
learning in different instructed settings can impact on ANT global performance
measures (i.e. reaction times and accuracy) and predict the variability in meas-
ures of specific attentional processes; since the study was carried out in a multi-
lingual region where different school programs coexist (in Italian, German, and
Ladin), the school contexts ranged from a) predominantly monolingual school
programs with a low amount of L2 instruction; b) predominantly monolingual
programs with a high amount of L2 instruction; c) trilingual school programs for
the Ladin minority.

2) To establish if the type of natural setting may be associated with variability
in the measures for the three attentional processes and if an association exists
between the overlap of similarity between a natural and an instructed setting of

language acquisition and measures of specific attentional processes.

3. Materials and Methods
3.1. Participants

In this study, 165 children (mean age: 10.04 + 0.33 years; min-max: 9 - 12 years;
87 females) were recruited. All children grew up in the Autonomous Region of
Trentino Alto-Adige/Siidtirol in Italy and share a similar socioeconomic back-
ground. All children attended elementary school and were in 4th grade at the
time of the study. We selected seven schools with three school programs with a
different InstrSLA in terms of the amount of instruction-based learning in L1,
L2, and L3 (see Table 1). Type I schools represent a predominantly monolingual
school program with up to 5 hours of L2 instruction per week. Type II schools
represent a predominantly monolingual program with 6 to 13 hours of L2 in-

struction per week. In addition, Type I and Type II schools were further classified
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Table 1. Sample distribution split by interactional contexts at school and at home.

SCHOOL CONTEXT
C. School program Type III:
A. School program Type I: B. School program Type II: P . & .YP
. . . . balanced instruction—
5 or less hours of L2 instruction 6 or more hours of L2 instruction .
1/2 L2 and 1/2 L3 and L1 as vehicular
N =51 (29 F; 22 M) N =75 (40 F; 35 M)

N =39 (18 F; 21 M)

LINGUISTIC CONTEXT—Prevalence

Al A2 B.1 B.2 c1
ITA GER ITA GER ‘
LAD
N =33 N=16 N =54 N =21
N =39 (18 F; 21 M)
(17 F; 16 M) (11 F;5 M) (31 F;23 M) (9 F; 12 M)
FAMILY CONTEXT
A1l A21 B.1.1 B.2.1 C.1.1
1. 2. 1. 2. MONO
MONO MONO MONO MONO N =21
N=26 Al2BIL N=14 A22BIL N=36 B.1.2 BIL N=14 B.2.2 BIL 1 F~_10 M) C.1.2 BIL
(13F;13M) N=7 (8 F;6 M) N=2 (22F14M) N=16 (7F7M) N=7 LAi)-lS N=16
ITA:20 (4F;3M) ITA: 0 (1F;1M)  ITA:23  (8F;8M) ITA: 1 (2 F;5M) ITA‘_ ) (6 F; 10 M)
GER: 1 GER: 14 GER: 0 GER: 10 GER.~ 3
OTH: 5 OTH: 0 OTH: 2 OTH: 3 )
OTH: 2

N = Number of Participants; F = Female; M = Male; MONO = Monolingual; BIL = Bilingual; GER = German; ITA = Italian; LAD
= Ladin; OTH = Other. B. N Total = 165 (87 Females (F); 78 Males (M)).

on the basis of the predominant context language (i.e.: a predominantly mono-
lingual Italian school context with German as L2 or a predominantly monolin-
gual German school context with Italian as L2). Type III schools. schools im-
plement a very specific, balanced, trilingual school program with an immersive
(CLIL-Content and Language Integrated Learning) approach in two languages
(L2 and L3) where the L1 (Ladin) of most of the children mainly represents the
vehicular language used at school, while it is used as the instruction language for
only 2 hours per week.

In addition, a questionnaire was developed to assess the NatSLA at home of
each child as either monolingual or bilingual. We ascertained 1) whether both
parents shared the same L1; 2) whether the L1 was German, Italian, Ladin, or
other; 3) the amount of time the children used and were exposed to each lan-
guage; 4) the degree of overlap between the home language context and school’s
predominant language context (i.e., both parents or only one parent speaking
the same language as the school predominant language context). Children speak-
ing languages other than those characterizing the traditional socio-linguistic
context of the Region of Trentino Alto-Adige (i.e., Ladin, German, and Italian)
were not included in the final sample of 165 children for the aims of the study.
All participants’ parents provided informed consent prior to the study and the
local ethics committee approved the present study, in compliance with the Hel-

sinki Declaration.

DOI: 10.4236/0jml.2023.135043 738 Open Journal of Modern Linguistics


https://doi.org/10.4236/ojml.2023.135043

G. Videsott, P. A. Della Rosa

3.2. Attentional Network Test

The Attentional Network Task (ANT) (Videsott et al., 2012) requires partici-
pants to respond to the direction of a central target arrow (left: <; right: )
flanked by four other arrows or four horizontal lines. The ANT, in this context,
includes four cue conditions (No Cue, Center Cue, Double Cue, and Spatial
Cue) with three target conditions (Congruent, Incongruent, and Neutral). The
entire array of arrows appeared either above or below a fixation cross and could
be preceded or not by one of three cues (Center Cue, Double Cue, and Spatial
Cue) (Videsott et al., 2012).

Reaction times (RT) and accuracy rates were collected. Participants were in-
structed to concentrate on the fixation cross and to pay attention to the central
arrow (target stimuli). The task consisted of pressing as quickly and accurately as
possible the left or right key on the computer mouse, according to the direction
of the target arrow. Children were only tested once, individually, and in a sepa-

rate room.

3.3. Data Analyses

Both RT and accuracy were considered for data analyses. In addition, for RT da-
ta, we computed measures of performance related to three attentional networks:
1) the Alerting Effect (AE); 2) the Orienting Effect (OE); 3) the Conflict Effect
(CE).

First, in order to assess the influence of the quantity of instruction-based L2
(and L3) learning in different InstrSLA, RT and accuracy scores (for correct
responses only) were entered in a 4 X 3 x 3 ANOVA on ANT data, with two in-
ternal factors, namely Cue Type with four levels (No Cue, Central Cue, Double
Cue, Spatial Cue) and Flanker Type with three levels (Congruent, Incongruent,
and Neutral), and a between-subjects factor “InstrSLA” with three levels (Type I,
I1, III school programs). For the purpose of this study, we were only interested in
the main effect of the InstrSLA and the interaction “Flanker Type x InstrSLA”.

Furthermore, we carried out three separate Multiple Regression (MR) analyses
for AE, OE, and CE for each predominant school context language (i.e., German
and Italian) in order to investigate if the different Types of school programs can
significantly predict variability for each of the three ANT effects for the German
or the Italian school context. The Type I school program was set as the baseline
context, and we assessed if Type II and Type III differed significantly with re-
spect to the baseline when entered separately in the regression model in terms of
predicting variability observed for each of the three attentional networks.

Second, we carried out point-biserial correlations to investigate if the scores
on each of the three attentional processes could be associated to the type of lan-
guage context defined operationally as:

1) The type of Family home language context (i.e., among Ladin, German, and
Italian language contexts) coded as 0 (i.e., if both parents share the same L1) and

1 (i.e., if the parents do not share the same L1);
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2) The degree of overlap between home language context and school predo-
minant language context (i.e., both parents not speaking the same language as
the school predominant language context) coded as 0 (i.e., no overlap), 1 (i.e.,
one parent speaking the same language as the school predominant language
context) and 2 (i.e., both parents speaking the same language as the school pre-

dominant language context).

4. Results
4.1. InstrSLA in the School Context and Global ANT Performance

The 4 x 3 x 3 ANOVA aimed at investigating ANT performance differences be-
tween the InstrSLA in the school contexts shows that there is a significant main
effect of school context (F(2, 162) = 6.175; p = 0.003) for RT data and no signifi-
cant main effect for accuracy data (F(2, 162) = 1.305; p = 0.274). Tukey Post tests
revealed that Type I schools show slower reaction times overall than Type II (p=
0.002) (68.18 msecs and Type III (p = 0.040) (57.42 msecs) schools. However,
there was no significant difference between Type II and Type III schools (p =
0.874) (see Figure 1).

An additional 4 x 3 x 7 ANOVA on RT data was implemented with the dif-
ferent schools (n = 7) as between-subjects factor to check for potential influences
of classes of pupils pertaining to the same InstrSLA, although coming from dif-
ferent schools. The main effect of school showed a trend for significance (F(6,
158) = 2.035; p = 0.064), however Tukey post-hoc comparisons adjusted for
multiple comparisons revealed no significant difference between schools (p =
0.326).

Only children enrolled in Type II (p = 0.002), but not in Type III (p = 0.874)
schools showed significantly faster RT than those in Type I. We therefore carried
out an additional analysis in order to investigate whether there is a different ef-

fect between Type I and Type II schools on the basis of the predominant school

InstrSLA Context
920
900 ——— T _
880 J
860

840 T

820 T l
800 883 l
780
260 815 825
740
720 & : :

Type | Type ll Type Il

Figure 1. Mean RTs of the participants subdivided by the InstrSLA for Type I, II and III
school contexts.
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language context (i.e., German or Italian). A 4 X 3 x (2 x 2) ANOVA on RTs da-
ta was developed with two internal factors, i.e. Cue Type with four levels (No
Cue, Central Cue, Double Cue, Spatial Cue) and Flanker Type with three levels
(Congruent, Incongruent, and Neutral) and an interaction between-subjects
term “InstrSLA” (i.e., Type I and Type II) * “predominant school language con-
text” (i.e., German or Italian). A significant main effect of the between-subjects
interaction term “InstrSLA x predominant school language context” (F(3, 122) =
3.538; p=0.017) was present, in the sense that RTs were overall faster for child-
ren in Type II school programs irrespective of their predominant school lan-

guage context (i.e., German or Italian) (see Figure 2).

4.2. InstrSLA in the School Context and Specific Attentional
Processes

For the Alerting Effect (AE), the regression model significantly predicted AE
measures in the German school context (F(2, 73) = 5.135; p = 0.008). The un-
standardized beta for Type II school programs reached significance (p = 0.002),
but not for Type III school programs (p = 0.136), in the sense that for Type II
school programs, a significant AE increase (B = 50.70 msecs) is observed with
respect to the baseline context (Type I school programs), In the Italian school
context, the regression model was not significant (F(2, 125) = 0.477; p = 0.622).

For the Orienting Effect (OE), in the German school context, the regression
model failed to reach significance (F(2, 73) = 0.674; p = 0.513), while in the Ital-
ian school context the regression model (F(2, 125) = 3.075; p = 0.050) was sig-
nificant, in the sense that Type II programs (B = 26.53 msecs; p = 0.043) but not
Type III (B = 0.98 msecs; p = 0.994), significantly predict an increase in the
orienting effect with respect to the baseline context (Type I school programs).

For the Conflict Effect (CE), the regression model was not significant in either
the German (F(2, 125) = 0.146; p = 0.864) or the Italian school context (F(2, 125)
=0.374; p=0.689)).

InstrSLA context x Predominant InstrSLA Language Context
950

900 T T

s
850 815
800 814 816
750
700
Italian German Italian German
Typel Type lI

Figure 2. Mean RTs of the pupils subdivided by Type I or II of the InstrSLA school con-
text and predominant language context (i.e. Italian or German).
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4.3. NatSLA at Home, InstrSLA at School and Specific Attentional
Processes

Significant correlations were only found between:

1) The type of Family NatSLA in the home context and the Alerting Effect (r =
0.179; p = 0.039), meaning that family contexts in which parents speak different
languages are associated with a greater Alerting Effect;

2) The variable coding the degree of overlap between the NatSLA, in the home
context, and the predominant language of the InstrSLA, in the school context,
and the Orienting Effect, meaning that a higher degree of overlap between each
parents dominant language and predominant language context in the school is
associated with a greater Orienting Effect (r = 0.235; p = 0.006) (see Figure 3).

5. Discussion

The aim of this study was to investigate if the bi-/multilingual interactional pro-
file set by the characteristics of the type of context where the languages are
mainly acquired, at home (i.e., natural setting of language acquisition) or at
school (i.e., instructed setting of language acquisition) can somehow contribute
to defining the extent to which the capacity to speak two or more languages
shapes performance differences driven by different attentional processes.

For this purpose, we asked 165 bi- or multilingual children attending linguis-
tically different school programs to perform the Attentional Network Test
(ANT) (Videsott et al., 2012).

First, we aimed at verifying whether the amount of instruction-based L2 (and L3)
learning in different instructed settings of language acquisition in school contexts

can influence the global ANT performance. The instructed settings ranged from

150.00 200.00
100.00 el 150.00
— m —
8 g
© 50.004 «» 100.007
2 £
E E
3 3
o 0.004 £ 50.001
= 17|
ul o
o c
c =
£ -50.00 S 0.007
K] =
< o
-100.004 -50.00 L Gt
-150.004 -100.00+
San;e L1 Differ'ent L1 no ov;rlap one plarent both plnarerts
Family NatSLA context Degree of NatSLA - InstrSLA context overlap

(a)

(b)

Figure 3. Box plots showing (a) the relationship between the type of family NatSLA in the home context (i.e., parents with same
or different L1) (x-axis) and AE measures (y-axis) (left); (b) the relationship between the degree of the NatSLA in the home con-

text-predominant language of the InstrSLA in the school context overlap (i.e., no overlap, one parent-medium overlap, two par-

ents-high overlap) (x-axis) and the OE measures.
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1) Predominantly monolingual school programs with a low amount of L2 in-
struction (Type I);

2) Predominantly monolingual programs with a high amount of L2 instruc-
tion (Type II);

3) Trilingual school programs with an immersive approach in two languages
(L2 and L3) where L1 figures almost exclusively as the vehicular language (Type
III).

Results highlighted that children attending Type II and III school programs
showed faster overall RTs on the ANT compared to those attending a Type I
school program with fewer hours of L2 instruction. Furthermore, this pattern
did not seem to be influenced by school types or by the dominant language of
the children’s everyday surroundings. Importantly, no differences emerged for
Type III program with respect to Type II, meaning that increasing both the
amount of L2 instruction (i.e., number of hours) and the number of languages
(i.e., adding an L3) does not seem to coincide with an overall performance boost
on the ANT.

In line with this result, Poarch and van Hell (2012) observed no significant
differences for performance on both the Simon and ANT between bilinguals and
trilinguals, suggesting that managing and selecting among lexical candidates in
three languages instead of two on a daily basis does not boost attentional control
processes. Therefore, it appears that in the instructed setting, the number of
hours taught in another language, rather than the number of different languages,
exerts a decisive influence on overall attentional measures.

Thus, the present findings suggest that the number of hours spent in a formal
instructed setting of language acquisition, like the school context, has an influ-
ence on the development of attentional processes for children in Type II school
programs. Noteworthy, in our study all children had spent a 4 to 5-year period
in their respective school programs. This is in line with Barac and Bialystok
(2012) evidence, showing that executive control performance improves with in-
creased experience in a bilingual education environment and with the idea that
attentional control processes respond to accumulating experience (Bialystok,
1993, 2001, 2011, 2015). Hence, only an extensive, constant, and accumulating
bi-/multilingual experience in an instructed setting can exert influence over an
extra-linguistic cognitive mechanism, entailing attentional processing.

Second, we investigated whether the type of instructed setting and school
program can influence alerting, orienting, and executive control attentional
measures depending on the predominant language in each school context (i.e.,
German and Italian).

Surprisingly, we found a dissociation in terms of predominant language in
each school context. Specifically, children raised in a predominantly German
context (where Italian is an L2) in Type II school programs showed a signifi-
cantly higher alerting effect (50.70 msec), while those growing up in a predomi-

nantly Italian context (where German is an L2), in the same Type II school pro-
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gram, showed instead a significantly greater orienting effect (26.51 msec).

Previous research on bilingual and trilingual children also highlighted benefi-
cial effects on the alerting (Videsott et al., 2012) and the orienting network
(Poarch & van Hell, 2012).

Research in the field of second language learning has demonstrated that atten-
tional processes are critical in order to reach high levels of language fluency.
Once second language mastery reaches a certain degree, it seems that attention
to specific elements of a language can influence the learning process itself. White
et al. (2012) have shown, for example, that extensive training on specific aspects
of a language is paralleled with an increased ability to detect errors during lan-
guage production, which contributes in turn to the emergence of more general
language competence (Swain & Lapkin, 1995).

In the current study, two predominant language contexts for the instructed
setting of language acquisition were considered: German and Italian. These two
languages provide an ideal combination, because speakers of both languages are
part of the same cultural community found in the region where the study was
set. At the same time, the language structures of German and Italian show im-
portant differences on all linguistic levels (phonological, morphological, syntac-
tic, and also pragmatic) (Schmitz et al., 2012). This so-called cross-linguistic in-
fluence between languages has been widely examined in many other studies
(Miiller & Hulk, 2001; Serratrice et al., 2004) and could explain the dissociation
we observed for alerting and orienting effects between the two predominant
languages in each school context. Nevertheless, further studies need to be un-
dertaken to investigate in greater detail how the German context, with Italian as
L2, necessitates a higher state of readiness due to a higher complexity of Italian
for some aspects, (Serratrice et al., 2004) or how, in the reverted learning scena-
rio, the demands of German in the Italian context will tap more into orienting
resources.

However, we suggest that regular exposure to Italian or German in an exten-
sive instructed setting of language acquisition in a specific school program af-
fects different attentional processes guided by similar strategies used by bilin-
guals to segment linguistic stimuli into lexical units based on their dominant
language (Dupoux et al., 2001) or context-appropriate languages (de la Cruz-Pavia
et al., 2015).

Third, we assessed whether the quality of the natural setting of language ac-
quisition at home (i.e. the level of homogeneity of the bi- or multilingual family
composition in terms of language background and use) could somehow be re-
lated to the effect of bi-/multilingualism on attentional processes. It emerged
that a family context in which the two parents speak different languages has a
significant influence over alerting processes. Mishra and Singh (2014) demon-
strated that language activation is non-selective in bilinguals, as they imme-
diately activate word meaning while listening to lexical forms in either one of

their languages, notwithstanding the degree of script or phonology overlap.
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Therefore, if bi-/multilinguals regularly exercise their bi-/multilingualism in a
discourse where the language of the interlocutor changes, also in the same context,
this could raise levels of preparedness to a higher degree due to cross-linguistic
activation.

Furthermore, we examined whether the degree of overlap between the bi- or
multilingual composition of natural and instructed settings exerts a greater in-
fluence over the relationship between bi-/multilingualism and attention. We found
that a higher degree of overlap between each parent’s dominant language and
school predominant language context is associated with a greater orienting effect.

The latter findings are consistent with the ACH (Green & Abutalebi, 2013)
according to which the bilingual language control system can be taxed to a differ-
ent extent by language processing demands. Such interplay, in turn, adaptively
shapes attentional control processes depending upon the specific features of con-
versational demands triggered by the interactional context. In our case, when the
home and the school interactional contexts coincide, the overlap between linguis-
tic cues and discourse elements selectively heeds the same global bi-/multilingual
experiential cues. Such convergence enhances the ability to shift and engage at-
tention to linguistic and pragmatic saliencies of either language.

Furthermore, a person who uses a specific language selects objects which the
language refers to by anticipation and prediction (Altmann & Kamide, 2007).
Anticipation drives quick orientation of attention in space where the target ob-
ject is predicted to be found, thus if the two interactional contexts overlap, an-
ticipation of the same language-specific saliencies built in each context will en-
hance the engagement of attention to language-specific elements predicted by

on-hand communicational demands.

6. Conclusion

We put forward the hypothesis that when bilinguals consciously decide which
language they will select in a conversation, this decision is subtended by a task
schema (Green, 1998) which is explicitly or more implicitly cued by the language
of the interlocutor, the situation, the predominant language of the context, and
other socio-linguistic and cultural factors (Green & Abutalebi, 2013). Thus, it
may result that the exclusive tie between bi-/multilingualism and attention re-
sults from the development of a robust task schema (Dijksterhuis & Nordgren,
2006), which is forged and strengthened by the overlap between the nature of
bi-/multilingual interactional contexts and the convergence towards bi-/multilin-

gual experiential cues shared between different interactional contexts.
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