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Abstract

Purpose: Previous research on bilingual vocabulary has focussed largely on words for imaginable
objects and actions (e.g., ‘apple’, ‘write’), but did not consider abstract words. We looked for
a disproportion across two languages (a cross-language gap) in bilingual children’s knowledge
of concrete verbs (e.g., jump’, ‘drink’) and metacognitive verbs (e.g., ‘think’, ‘know’). We also
investigated the effects of language exposure and age on bilinguals’ knowledge of both concrete
and metacognitive verbs.

Methodology: Thirty-nine Polish—English children aged 4;0-7;7 living in the United Kingdom
performed vocabulary tasks in both languages: subtasks from Cross-linguistic Lexical Tasks (CLTs)
measuring concrete verbs comprehension and production, and metacognitive vocabulary task
(METVOC) measuring metacognitive verbs comprehension. Information on children’s cumulative
exposure (CE) to each language was collected via parental reports. The amount of metacognitive
talk children received in Polish was obtained from parental oral semi-structured narratives.
Data and Analysis: Mixed-effects regression models were fitted separately for each task.
Findings: A cross-language gap was observed for comprehension of concrete verbs, but
metacognitive verbs did not show a cross-language gap. In production of concrete verbs, the English
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scores showed a steeper increase over age than the Polish scores. CE affected only production
of concrete verbs. Correlational analyses showed children’s knowledge of metacognitive verbs in
Polish (but not in English) was related to parental metacognitive talk in Polish.

Originality: To date, few studies on bilingual children focused on words beyond those referring
to imaginable objects and actions, and no study has explored both concrete and metacognitive
vocabulary knowledge in bilinguals.

Implications: A cross-language gap was observed for bilinguals’ concrete verbs, but metacognitive
verbs showed a carry-over effect across languages. The two categories of verbs were also related
to different types of linguistic input. While CE affected production of concrete verbs, parental
metacognitive talk supported children’s knowledge of metacognitive verbs, but only in the
language it was provided in.
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Introduction

Bilinguals rarely know words in the two languages equally well as shown by research on bilingual
children’s vocabulary size (e.g., Abbot-Smith et al., 2018; Budde-Spengler et al., 2021; Rinker
et al., 2017). This vocabulary gap is often a source of worry to parents and practitioners, because
vocabulary size is a predictor of future language and academic performance (Fernald et al., 2013;
Lee, 2011). Crucially, research on bilingual lexical development has focused on concrete words
that refer to observable objects and actions (e.g., ‘apple’, ‘run’), and are easily presented to chil-
dren on picture boards (Clark, 1993; Kauschke et al., 2007). But apart from concrete words, chil-
dren also acquire abstract metacognitive verbs that refer to mind and cognition (e.g., ‘think’,
‘guess’, ‘remember’), the use of which is intrinsic to human communication, and often serves as a
proxy of children’s mentalizing abilities (Brown et al., 1996). Still, research on metacognitive
verbs in bilinguals is scarce, even though bilinguals’ general linguistic and cognitive development
has been comprehensively studied (e.g., Bialystok et al., 2010; Gunnerud et al., 2020). We postu-
late that researching metacognitive terms would broaden our understanding of vocabulary knowl-
edge in bilinguals and give us insight into how differences between concrete and metacognitive
vocabulary influence their acquisition across bilinguals’ two languages.

The first aim of the present study is to investigate whether Polish—English bilingual children
show a cross-language gap in their knowledge of concrete and metacognitive verbs. Previous stud-
ies have confirmed such a disproportion in concrete vocabulary knowledge across the two lan-
guages of bilingual children (e.g., Abbot-Smith et al., 2018; Hoff et al., 2012; Rinker et al., 2017),
but a cross-language gap in the area of metacognitive vocabulary is yet largely unexplored. Another
aim of the study is to measure how the knowledge of concrete and metacognitive verbs in each
language is affected by the child’s age and language exposure. Age is linked with cognitive devel-
opment and a growing interest in mental states (e.g., Hughes & Dunn, 1997), which enhances the
acquisition of metacognitive vocabulary. In bilinguals, age is closely linked to changes in patterns
of language exposure, which influence the rates of vocabulary growth (Jia et al., 2014; Pham &
Kohnert, 2014). Language exposure is directly linked to concrete vocabulary development in bilin-
gual children (Elin Thordardottir, 2011; Hoff et al., 2012). Its impact on metacognitive vocabulary
in bilinguals has not been investigated so far, but exposure to references to mental states has been
identified as crucial for metacognitive vocabulary acquisition (e.g., Tompkins et al., 2021).
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It is important to note that the majority of studied terms referring to cognition are verbs. This
follows from the common naturalistic use: we use metacognitive terms as verbs with the person
experiencing the mental state as the subject (Hall & Nagy, 1979, p. 8). Metacognitive verbs are also
easier (than metacognitive nouns) to employ in child-targeted tasks, for example, picturing some-
body explaining something is easier than creating a context in which explanation will come to the
child’s mind. For this reason, the task we used, metacognitive vocabulary task (METVOC) created
by Astington and Pelletier (2004), focuses on verbs only. Since our metacognitive terms were all
verbs, we decided to narrow our set of concrete words to verbs only, to ensure consistency in our
analyses. Therefore, we used subtasks of the Cross-linguistic Lexical Tasks (CLTs) (Haman et al.,
2015) referring to verbs in Polish and English (for more information, see the ‘Tasks’ section).

Cross-language gap in concrete vocabulary in bilingual children

Bilinguals rarely show an equal knowledge of concrete words in the two languages (Abbot-Smith
et al., 2018; Budde-Spengler et al., 2021; Hoff et al., 2012; Rinker et al., 2017). In a study on a
similar sample as the one tested here, that is, Polish—English bilingual children aged 4;5-5:9,
Abbot-Smith et al. (2018) showing an L1 (Polish, home language) predominance over L2 (English,
majority language) in verb production, verb comprehension, noun production, and noun compre-
hension. Conversely, Jia et al. (2014) found a predominance of L2 (American English) in bilingual
children aged from 5 to 18. Few cross-language vocabulary studies distinguish between particular
word classes, but Klassert et al. (2014), who studied noun and verb production in Russian—-German
bilinguals aged 5-6, found L2 German predominance only for nouns, while verb production was
similar in Russian and German. The predominance of one language over the other is often due to
the differences in the quantity and quality of input in each language (De Houwer, 2007; Hoff et al.,
2012, 2014), which translate directly to the rates at which children acquire their languages (Hoff
et al., 2012; Lauro et al., 2020).

Cross-language gap in metacognitive vocabulary in bilingual children

Few studies have investigated metacognitive vocabulary in bilingual children. They often included
references to emotions, desires, and cognition, and were focused on the children’s production in a
narrative. Otwinowska et al. (2020) found that Polish—English bilingual children (aged 3—7 years)
produced a similar amount of references to all internal states in both languages. In a subsequent
study (using a sample that partially overlapped with Otwinowska et al., 2020), Mieszkowska
(2018) found that the amount of metacognitive terms (nouns and verbs) was similar in the bilin-
guals’ two languages. In a study with children of similar age (5;4—6;6), but English—Hebrew bilin-
guals, Altman et al. (2016) calculated the frequency of use of metacognitive terms in children’s
storytelling (the number of terms divided by content words) and found that the frequency (or ratio)
of metacognitive verbs was higher in Hebrew (L2) than in English (L1). Yet, the L2 stories were
shorter, which could have inflated the ratios in the L2.

Notably, as Cummins (1979) suggested, some knowledge in the two languages of a bilingual
may be interdependent, sharing a common underlying cognitive foundation. Evidence for such
language interdependence comes from research on reading (Bialystok et al., 2005; Oller & Eilers,
2002) and narrative abilities (Gagarina, 2016; Otwinowska et al., 2020; Uccelli & Paez, 2007).
Mixed results are also found with regards to concrete vocabulary, with some studies finding a posi-
tive correlation between L1 and L2 vocabulary scores (e.g., Leseman, 2000; Scheele et al., 2010;
Umbel & Oller, 1994), some finding no correlation (e.g., Cobo-Lewis et al., 2002). Generally,
evidence for language interdependence in bilinguals is found for cognitive and metalinguistic skills
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(see Sierens et al., 2019 for a review). The knowledge of metacognitive terms taps into the child’s
cognition and not only their linguistic abilities, and therefore may be at least partially language
interdependent. So far, interdependence was not tested in bilinguals’ metacognitive vocabulary.

Factors that impact the acquisition of concrete vocabulary

Concrete verbs, which are the focus of the present study, imply referential ambiguity: when hearing
a new verb, it may be difficult to know exactly which aspect of action/experience is being referred
to (the so-called ‘packaging problem’, e.g., Tomasello, 1995). For this reason, verbs are relatively
less suited to learning by observation (Gleitman et al., 2005; Tomasello, 1995). Moreover, verbs
are not all alike: some are more imaginable and their form is relatively simple (e.g., ‘jump’), while
others include inseparable prefixes or particles added to the root (e.g., ‘uncover’, ‘cover up’) (see
Behrens, 1998, for a review). The verbs investigated here are of simplex form, and are relatively
easily imaginable. Importantly, these different kinds of verbs show different behaviours in lan-
guage use in terms of their syntactical connections and prosody (Behrens, 1998). Children’s age,
being integral with growing cognitive maturity and accumulated exposure to language, is a strong
predictor of vocabulary development. As children grow and accumulate language experience, they
start to notice similarities in the linguistic input and use them to build categories. As they contrast
their categories with more linguistic input, they start to form schemas, rule-like phenomena that are
not tied to particular linguistic examples (Behrens, 2009, 2021).

However, none of this would be possible without language exposure which is directly linked to
vocabulary development, also in bilinguals (e.g., Elin Thordardottir, 2011; Hoff & Ribot, 2017,
Unsworth, 2016). Elin Thordardottir (2011) found that children with similar relative exposure to
English and French in Canada had similar vocabulary size in both languages, whereas children
with unequal patterns of exposure showed dominance in the language to which they have been
exposed more. In a longitudinal study of Spanish—American bilinguals aged 2.5-5, Hoff and Ribot
(2017) found that the effect of English exposure was quadratic, not linear, that is, larger relative
exposure to English at home (i.e., at 75% or higher) was related to larger gains in children’s English
growth, than English exposure that accounted for 50% or 25% of at-home language exposure. In
turn, Spanish exposure showed a linear effect, suggesting that the effect on vocabulary scores was
constant across the full range of exposure.

Language exposure patterns and its changes in bilinguals are closely related to child’s age.
Emergent bilinguals, who are the focus of the present study, tend to be dominant in their L1 in their
early years due to an increased exposure at home (Haman et al., 2017). When they start formal
schooling, their L2 acquisition is pressingly supported and the exposure to the language of the
community and school is on the rise (Welsh & Hoff, 2020). Pham and Kohnert (2014) studied
longitudinally vocabulary knowledge in Vietnamese—English bilingual children (aged from 6 to 11
on the study entrance). The children’s performance in both languages increased with age, but the
gains for English were relatively greater. Jia et al. (2014) found that English proficiency (majority
language) overtook home language proficiency from the youngest bilingual age group (5- to
7-year-olds) and reached monolingual norms already in 8-year-olds, while home language vocabu-
lary remained at the level of elementary school even in the oldest group (17- to 18—year-olds).

Factors that impact the acquisition of metacognitive vocabulary

Most research on metacognitive vocabulary focuses on verbs. And as such, metacognitive verbs
share certain acquisition challenges with other (concrete) verbs. Verbs generally pose greater ref-
erential ambiguity than nouns (e.g., Tomasello, 1995). Metacognitive verbs additionally refer to
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abstract, non-observable experiences that only increase the difficulty. Because of these character-
istics, metacognitive verbs are relatively difficult to acquire by observation only.

To infer the meanings of metacognitive terms, children may use, among others, information on
known words in a sentence, and even growing syntactic knowledge. As children gain more linguis-
tic experience, they begin to categorize and extract schemas (Behrens, 2009). Metacognitive verbs
may offer some syntactic clues that cue mental states. More specifically, metacognitive verbs take
clausal complements (e.g., ‘The man thought that it was a rock’), thus providing constraints on the
word’s meaning (syntactic bootstrapping, Gleitman et al., 2005, but see also Behrens, 1998; de
Villiers, 2007). There is, however, some counter evidence suggesting that syntactic bootstrapping
cannot fully account for the acquisition of abstract words, including metacognitive verbs. Children
with developmental language disorder (DLD), who show severe syntactic and vocabulary deficits,
and hence might have difficulties in using syntactic bootstrapping to learn new words, do not show
a disadvantage for abstract words in comparison to their typically developing peers (Ponari et al.,
2018; see Vigliocco et al., 2018, for a review).

An important drive towards the understanding of metacognitive terms is the children’s growing
interest in the mental states of self and others. Papafragou et al. (2007) suggest that metacognitive
or mental verbs rise to relevance in the context where an incorrect mental state (a false belief) is
observed. Thus, children’s developing theory of mind (ToM) draws attention to metacognitive
vocabulary that describes these mentalizing experiences. Hughes and Dunn (1997) and Brown
et al. (1996) show that at pre-school age, children start to take particular interest in mental states
and refer to mental states in the context of pretend play (e.g., ‘Do you think Captain Hook could be
policeman?’, ‘Pretend we’re pirates’, Hughes and Dunn, 1997, p. 1030). This interest might fuel
further acquisition of metacognitive terms.

But further acquisition could not be possible without the exposure to such terms in the child’s
immediate environment. References to mental states are generally not frequent in parental input
(Adrian et al., 2007; Jakubowska et al., 2018). Jakubowska et al. (2018) found that mental utter-
ances (i.e., sentences containing a reference to a mental state) constituted on average 21% of all
utterances in parental stories told to 4-year-olds, of which 14% were simple utterances (e.g., ‘They
didn’t know that someone was coming’), and only 7% were mental clarifications (e.g., ‘He thought
that he would climb very fast and he would eat that bird”). However, these relatively infrequent
maternal clarifications, especially when addressing the child’s mental states, serve as a scaffolding
for children’s understanding and use of mental state vocabulary (Tompkins et al., 2021). Adrian
et al. (2007) found that mother’s use of metacognitive terms during picture-book reading, though
constituted only up to 1.2% of overall mothers’ talk, predicted the 3- to 6—year-olds’ understanding
of mental states. In younger children than those studied here, Taumoepeau and Ruffman (2008)
showed that mothers’ reference to others’ thoughts predicted the children’s use of metacognitive
terms at 33 months. Lecce et al. (2021) found that teachers’ readiness to refer to mental states pre-
dicted pupils’ (8—12years) ToM even when child- (i.e., age, verbal ability, number of siblings, and
socioeconomic status [SES]) and teacher-related variables (i.e., ToM, verbal ability, and years of
experience) were controlled. Notably, this mentalistic input is yet another aspect of linguistic expe-
rience accumulated by children, which allows them to notice similarities in the linguistic input and
use them to build categories (Behrens, 2009, 2021). Together, this implies that children’s acquisi-
tion of metacognitive terms benefits from the interaction of their developing social abilities and the
mentalizing input around them, which allows them to build mental state representations.

As children get older, their tentative meanings of metacognitive terms are further deepened
(e.g., narrowed) with more mentalistic input and their cognitive development. In Moore et al.’s
(1989) study children aged 3—8 were asked to determine the location of a hidden object based on
two puppets giving conflicting statements with the use of the words ‘know’, ‘think’, and ‘guess’
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(e.g., ‘I guess it’s in the blue’ vs ‘I know it’s in the red box’). The results showed that by the age of
4, some of the children could differentiate ‘know’ from ‘think’, and ‘know’ from ‘guess’. They
were also aware of the fact that ‘know’ indicates a higher reliability than ‘think” and ‘guess’. This
understanding was evident in all children by the age of 5. However, the distinction between ‘think’
and ‘guess’ was not well understood even by the age of 8 years old (the oldest group studied in the
experiment), suggesting that the process of full understanding of the terms’ meanings is still on
going.

Thus, based on the previous research, we presuppose that in order for children to acquire meta-
cognitive verbs, that is, infer their meanings, children make use of their growing linguistic experi-
ence (growing vocabulary and syntactical knowledge), and the mentalistic input they receive from
their immediate environment, which allow them, together with their growing interest in the mental
states of self and others, to establish and revise the inferred meanings of metacognitive terms.

Current study

The study had two overall aims: to investigate whether Polish—English bilinguals show a cross-
language gap in their concrete and metacognitive verbs knowledge, and to measure how the knowl-
edge of concrete and metacognitive verbs in each language is affected by language exposure and
the child’s age. For each aim, two research questions were asked.

With respect to the first research aim, the two questions set out here were:

RQI1: Do bilinguals show a cross-language gap in comprehension and production of concrete
verbs?

RQ2: Do bilinguals show a cross-language gap in comprehension of metacognitive verbs?

Previous research repeatedly found that, when the vocabulary score indicated general (concrete)
word knowledge (i.e., including nouns and verbs) bilinguals in pre- and early-school age rarely
show equal vocabulary size in their two languages (e.g., Abbot-Smith et al., 2018; Rinker et al.,
2017; Uccelli & Péaez, 2007). Based on the magnitude of previous research, we expected to find a
cross-linguistic gap in bilinguals’ concrete verbs knowledge (but, cf. Klassert et al., 2014). With
regards to comprehension of metacognitive verbs, no such cross-language comparison was per-
formed before. The available evidence is scarce, focused on production and shows conflicting
results: Altman et al. (2016) found that English-Hebrew bilingual children aged 5;4—6;6 used more
metacognitive verbs in Hebrew than in English. However, previous analyses on Polish—English
bilingual children of similar age showed that bilinguals produced similar amounts of metacogni-
tive terms (nouns and verbs) in their two languages (Mieszkowska, 2018), therefore, similarity was
expected also in the comprehension of metacognitive verbs.

Turning to the second aim of the study, the research questions asked were as follows:

RQ3: What is the effect of age and language exposure on comprehension of concrete verbs?

RQ4: What is the effect of age, language exposure, and the parental use of metacognitive verbs
on comprehension of metacognitive verbs?

With regard to the concrete vocabulary, the role of language exposure and age was thoroughly
investigated in bilingual children. Language exposure is directly linked to vocabulary development
in bilinguals (e.g., Elin Thordardottir, 2011; Pham & Tipton, 2018; Unsworth, 2016). The impact
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of general language exposure on the metacognitive verbs in bilinguals’ two languages has not been
investigated so far, but child’s linguistic experience may help them to categorize and extract sche-
mas (Behrens, 2009) and use some syntactic clues that cue mental states (syntactic bootstrapping,
Gleitman et al., 2005, but see also Behrens, 1998; de Villiers, 2007). Also, as bilingual children
grow and start formal schooling, their L2 performance may gain on the L1, or even outpace the L1
(e.g., Pham & Kohnert, 2014). With regards to the metacognitive vocabulary, we expected to find
an age-associated increase in the comprehension of metacognitive verbs, reported in previous stud-
ies (e.g., Moore et al., 1989). Also, we expected that the more the children’s parents tend to refer to
metacognitive states, the better the child’s understanding of metacognitive verbs, in line with
Adrian et al. (2007) and Taumoepeau and Ruftfman (2008).

In addition, by examining an interaction of age and language, we also investigated whether
vocabulary performance in the two languages is similarly affected by the child’s age. Previous
studies, for example, Pham and Kohnert (2014) and Klassert et al. (2014) found that age-associated
increase in vocabulary knowledge was different for the bilinguals’ L1 and L2. Therefore, we
included a similar interaction in our analyses, to see whether this pattern would be repeated in our
data as well.

Participants

The participants were Polish—English bilingual children aged 4;0-7;7 (M=5;7, SD=12months)
living in the United Kingdom. Their parents were Polish, so they were exposed to Polish from
birth, Polish was their first language and the language used at home. The children had lived in the
United Kingdom for at least 2 years; 29 were born in the United Kingdom or Scotland, and 10 were
born in Poland. Their first exposure to English was, on average, around the age of 1;2 (1year;
2months) (SD=14.52 months, min.=0;1, max.=3;9). More information on the cumulative expo-
sure (CE) to each language was calculated from data gathered with a parental questionnaire on
child’s language development (see the ‘Tasks’ section). Forty-five children entered the study, 39
completed the testing and were included in the final sample. All of the children were typically
developing and obtained age-appropriate scores on a non-verbal intelligence test, Raven’s Coloured
Progressive Matrices (Polish adaptation: Jaworowska & Szustrowa, 2003).

Apart from the children, data from 33 parents were analysed (six of them had two children in
the sample). The parents’ task was to tell children a story (in Polish) based on a particular picture
story. Thirty-one of them were mothers (94%) and two were fathers (6%). All of them reported
being the main caretaker and being typically involved in story-telling and story-reading with their
children.

Tasks and procedure

Tasks. The testing battery included a parental questionnaire and four tasks performed by children:
a standardized and normed non-verbal intelligence test, an experimental vocabulary task used in
previous research, and a task adapted specifically for this study, measuring comprehension of
metacognitive verbs, and a narrative task. Parents were given a narrative task to perform. All the
tools are presented below together with measures derived from these tasks.

Questionnaire on child’s linguistic development. A parental questionnaire, Polish adaptation of
Questionnaire for Parents of Bilingual Children (PABIQ) for pre- and early-school bilingual chil-
dren entitled ‘Kwestionariusz Rozwoju Jezykowego’ was developed within COST Action IS0804
(English version: Tuller, 2015; Polish version: Kus$ et al., 2012). It provided information about
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the child’s language development, and the child’s CE to Polish and English. The index of CE was
based on the total time spent in Poland and in the United Kingdom (in the child’s lifetime), and the
amount and the quality of exposure to language the child received in each of these countries. The
formula for calculating CE was the following: for Polish: (time spent in Poland) X 91! + (time spent
in the UK) X (exposure to Polish while in the UK); for English: (time spent in Poland) X 0% + (time
spent in the UK)) X (exposure to English while in the UK). More details on CE can be found in the
work of Haman et al. (2017). Since CE took into account the time the child has spent in the United
Kingdom/Poland, the index correlated with the child’s age (i.e., the older the bilingual child, the
more time he or she has spent in the United Kingdom in his or her lifetime).

Tests of vocabulary comprehension and production. LITMUS CLTs (Haman et al., 2015) in Pol-
ish and in British English were used to measure vocabulary comprehension and production in
children. CLTs language versions are not translated, and thus, they do not include the same items
across languages but they are comparable on age of acquisition (AoA), and word form complexity
of the items (Haman et al., 2015). In the comprehension part of CLT, the child is presented with a
board of four pictures: one picture depicts the target word (noun or verb), and three are distractors
of similar AoA and similar complexity. The child is asked to point to the picture that appropriately
depicted the heard target word. In the production task, the child is presented with one picture at a
time (depicting object or action) and asked to name the picture with one word. The correct answer
in the production part included the target word, its close synonym, or a dialectal variant. For the
present purposes, only the scores for verb comprehension and verb production were used, as the
task assessing metacognitive vocabulary (see below) included only verbs.

Metacognitive vocabulary test. METVOC (Astington & Pelletier, 2004) and its Polish adaptation
(Mieszkowska et al., 2016) were used to measure the child’s comprehension of metacognitive
verbs. The test targets the degrees of certainty (e.g., ‘know’ vs ‘guess’), or the variation in knowl-
edge (e.g., ‘remember’ implying prior knowledge vs ‘guess’ implying absence of knowledge). The
experimenter reads the child 14 stories illustrated by pictures. At the end of each story, the child is
asked to select one of two verbs to describe the character’s state of mind, for example, ‘Does John
know it’s raining or does John remember it’s raining?’. Please note, that the CLTs and METVOC
(tasks used to measure concrete and metacognitive vocabulary) differ in the complexity of their
procedures: in CLT word comprehension, the child responds to a short question (e.g., ‘where is
someone jumping?’), while in METVOC, the child is presented with a series of complex pictures
each depicting a scene/situation and is told a short story, then asked a relatively more complex
question (e.g., ‘Does John know it’s raining or does John remember it’s raining?’). Thus, MET-
VOC requires the child to store relatively more information in their working memory and then use
that information to respond to the question. As such, METVOC’s procedure might make it more
demanding for the child.

The original English-language version of the test (Astington & Pelletier, 2004) involves 12 test
verbs: ‘learn’, ‘teach’, ‘guess’, ‘figure out’, ‘understand’, ‘know’, ‘explain’, ‘remember’, ‘predict’,
‘forget’, “‘wonder’, and ‘deny’. In the Polish adaptation (Mieszkowska et al., 2016), the items were
chosen on the basis of a process of translation and back-translation and their spoken-language fre-
quency in the Polish National Corpus (Przepiorkowski et al., 2012). We have also added two more
verbs: ‘pretend’ and ‘dream’ that frequently appear in children’s spontaneous production (Bretherton
& Beeghly, 1982) and during playtime with peers (Hughes & Dunn, 1997).

In the adaptation process, the illustrations were made by a professional artist, and we used a past
tense common for story-telling in Polish. We counter-balanced the place of the target verbs: if in
Version A the target is placed in the first half of the sentence (e.g., ‘Does John know it’s raining or
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does John remember it’s raining?’), then in Version B, the target is placed towards the end of the
sentence (e.g., ‘Does John remember it’s raining or does John know it’s raining?”). To ensure the
two language versions of METVOC are comparable, we developed a new English adaptation of the
task, that is, we added two more verbs (‘pretend’ and ‘dream’), re-made the illustrations, and
counter-balanced the order of the target verbs in the questions. The authors of the original METVOC
task were aware of the changes made in the adapted versions and agreed to the modifications
needed for comparability of Polish and English versions to be used with bilinguals.

Narrative task. We used the LIMTUS Multilingual Assessment Instrument for Narratives
(MAIN, English version: Gagarina et al., 2012; Polish version: Kiebzak-Mandera et al., 2012),
designed to assess narrative skills in bilingual children. However, in the present study, we used
MAIN with adults, that is, parents of our bilingual children, who were asked to tell their child
(in Polish) one story from the MAIN. They were asked to tell the story in the same manner that
they usually tell a story to their child. The stories told by parents were short and lasted approxi-
mately from 2 to 3 minutes. The stories were coded for metacognitive verbs (types and tokens).

General procedure. All children were tested individually in a quiet room in their homes and one
child was tested at school (in both languages). The testing was performed in two sessions, each
devoted to one language. Fifteen children were tested first in English, then in Polish, and 24
children were tested first in Polish, then in English. The average time between the sessions was
19 days, with a maximum break of 2 months. These circumstances were forced by the availabil-
ity of the children and the parents. The order of the tasks within each session was counter-bal-
anced across the participants. The tasks in Polish were administered by a native speaker of
Polish, while the tasks in English were administered by a native speaker or a highly proficient
user of English.? The English testing included vocabulary tests, METVOC, and a narrative task.
The Polish testing included additionally a non-verbal intelligence test and the parental story. The
parents who had two children in the study told their stories twice, that is, one story to each of
their children.

Analysis. Our general aim was to explore the knowledge of concrete and metacognitive words in
relation to both languages of the bilinguals and children’s characteristics: age, CE to language and
parental use of metacognitive words. In the introductory analyses, we searched for potential cross-
language relationships by exploring correlations between the vocabulary tests in Polish and Eng-
lish. Next, to make sure that our predictors were appropriate for this sample, we explored the
correlations between vocabulary tests and children’s age, CE, and parental use of metacognitive
words.

In the main analyses, we explored the impact of language, age and CE on children’s vocabulary
knowledge. We ran a series of linear mixed-effects regression models (Baayen et al., 2008): three
separate models: for METVOC, CLT verbs comprehension, and CLT verbs production. Mixed
models include fixed effects, that is, the variability explained by the independent variables, and
random effects, that is, the variability due to individual subjects’ performance and individual item
differences. Our fixed effects included age, language, and CE; in addition, we added a two-way
interaction (language X age) to investigate whether the impact of age on vocabulary knowledge is
different in Polish and English. We could not include the parental use of metacognitive words in
the models, as it was obtained only in one language (Polish), and all our models investigated the
effect of language and the interaction with language. Our random effects were the effects of partici-
pant and item. First, we assumed that the gap between the scores in Polish and English tasks is
different for each participant (random slope for language over participants). Second, we assumed
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that some children would generally perform better than others (random intercept for each partici-
pant), and some items in a given task would be easier than others (random intercept for each item).
Next, we assumed that while item accuracy should increase with age and CE, individual items may
behave differently over age and CE increase (random slope for age over items and random slope
for CE over items). Finally, we assumed that the trajectory (over age) of individual items might
behave differently across languages (random slope for the interaction of language and age over
items) and that individual participants might perform differently over age and across languages
(random slope for the interaction of language and age over participants).

We used the Ime4 package (Bates et al., 2015) in R (R Core Team, 2017). We fitted a general-
ized mixed-effects model with a binomial link function, with response accuracy as a binary depend-
ent variable (0,1). Age was centred at the mean, and CE was log transformed, scaled and centred at
0. For the language, English was coded as 0 and Polish was coded as 1. When convergence prob-
lems arose while running the models, the random structure was simplified according to the proce-
dure outlined by Barr et al. (2013). The p-values were derived using analysis of variance (ANOVA)
model comparisons. In CLT, we treated each item as one, arriving at the total number of 64 items
per model (e.g., in CLT comprehension: 32 Polish verbs + 32 English verbs). In METVOC, even
though the items in each language version were the same, we still treated the Polish and English
equivalents of an item as two separate items, since their language-specific forms could have influ-
enced the word’s accuracy. Thus, we arrived at the total number of 28 items (14 Polish verbs + 14
English verbs) in the METVOC model.

Knowing that the CE is linked to age, and thus the two variables might show collinearity, we
tested each model for multicollinearity using variance inflation factor (VIF). A VIF of 1 indi-
cates that there is no correlation between a given predictor variable and any other predictor
variables in the model. A VIF between 1 and 5 indicates moderate but acceptable correlation
between a given predictor variable and other predictor variables in the model. A value greater
than 5 indicates potentially severe correlation between a given predictor variable and other
predictor variables in the model. In this case, the coefficient estimates and p-values in the
regression output are likely unreliable. The VIF values are given with each model (see the
‘Main analyses’ section).

Results

In the introductory analyses, we used correlational analyses to see whether these potential predic-
tors (age, CE, and parental use of metacognitive verbs) were in fact related to the scores on the
vocabulary tests. In the main analyses, we included in the series of linear mixed-effects regression
models the effects of language, age, and CE on children’s vocabulary knowledge. Below, we pre-
sent first the introductory, correlational analyses, and in the main analyses, we present results from
the linear mixed-effects models.

Introductory analyses

All of the data files and scripts for the analyses are available online at Open Science Framework,
https://ost.io/he6zq/. First, we compared the CE bilinguals received in each language. We found that
on average, children accumulated nearly twice as much exposure to Polish than to English, Polish:
M=328.40, SD=66.58, English: M=177.09, SD=82.09, #67)=8.59, p<.001, Cohen’s d=2.02,
large effect size. Since the parental use of metacognitive words was investigated only in Polish
(parents’ native language), we could not compare it across the two languages.


https://osf.io/he6zq/?view_only=f05111b49d254ff4810d1b79027b0115

326 International Journal of Bilingualism 28(3)

Table 1. Descriptive statistics for METVOC and CLT raw scores in bilinguals’ two languages: means (Ms)
and standard deviations (SDs).

Polish M = SD English M = SD

METVOC: comprehension of metacognitive verbs (max. score: 14) 10.59 + 1.48 9.33+2.69
CLT: comprehension verbs only (max. score: 32) 29.10+2.78 2528 =541
CLT: production verbs only (max score: 32) 19.67 =3.91 14.31 =5.62

Table 1 presents descriptive statistics for METVOC and CLT verbs scores in bilinguals’ two
languages. Generally, both in the area of metacognitive and concrete verbs, the mean Polish scores
were higher than the mean English scores.

Next, we explored cross-language correlations in task performance. We found a moderate posi-
tive correlation for METVOC scores in Polish and English, #(37)=.53, p<.001. However, the
cross-language correlations for CLT (raw score) were non-significant, CLT verbs comprehension:
r(37)=.27, p=.09; CLT verbs production: #(37)=.24, p=.14.

Next, we considered the relationships between vocabulary knowledge and our potential predic-
tors (children’s characteristics). Table 2 shows the values of all correlations performed. We found
positive correlations between the children’s age and each of the vocabulary task, though the age—
task correlations were stronger for the English tasks than for the Polish tasks. CE in Polish corre-
lated positively with all Polish vocabulary scores, and with most English vocabulary scores, apart
from CLT verbs production, where the relation was non-significant. CE in English correlated posi-
tively with all English vocabulary scores, and with Polish METVOC scores (but not with Polish
CLT scores). We found a weak positive correlation between the number of distinct metacognitive
verbs (types) used by the parent (in Polish), and the child’s score on METVOC in Polish, #(37)=.35,
p=.03, but not in English, #(37)=.11, p=.51. Parental use of metacognitive verbs did not correlate
significantly with the CLT measures.

Main analyses

Our first pair of research questions was focussed on the potential cross-language gap in the area of
concrete and metacognitive verbs. Our second pair of research questions focussed on measuring
how the knowledge of concrete and metacognitive verbs in each language is affected by particular
child characteristics: age, CE, and — in the case of metacognitive verbs — the parental use of meta-
cognitive verbs. We built a series of linear mixed-effects regression models (one for each task: CLT
verb comprehension, CLT verb production, METVOC), and included the fixed effects of language,
age and CE as well as a two-way interaction (language x age).

Metacognitive vocabulary task. The model for METVOC converged with the full random structure.
The results of the analysis of accuracy in METVOC are presented in Table 3. The analysis showed
a significant positive main effect of age: the older children performed better than the younger chil-
dren. The interaction between language and age was non-significant (see Figure 1).

We tested the model for multicollinearity using VIF. All the VIF values were relatively low:
language, VIF=1.20, CE, VIF=1.39, age, VIF=3.14, thus indicating moderate but acceptable col-
linearity of each of those variables with other predictor variables.

CLT verbs comprehension. The model for CLT verbs comprehension converged with the full random
structure except for a random slope for an interaction between age and language by participant. The
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Table 2. Pearson correlation coefficients (r) between vocabulary tasks and children’s characteristics.

METVOC CLT verbs comprehension CLT verbs production
Polish English Polish English Polish English
Age (in months) 667 T3 50 67 A8 64
CE to Polish A40% 54 .39% .33% A9 ns
CE to English El%e .38% ns 41* ns A45%*
Parental use of .35% ns ns ns ns ns

metacognitive verbs
(types) in Polish

p < .05, #p < 01, *p < 001,

Table 3. Mixed-model: accuracy results for METVOC.

Comparison Est. SE z p
Intercept 0.96 0.33 2.88 <.0l
Language 0.52 0.49 1.06 271
Age 0.08 0.02 3.67 <.001
CE 0.0l 0.17 0.09 924
Age: language -0.04 0.02 -1.70 .090
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Figure |. Mixed-models results: probability of a correct answer in each task by language and age.

results are presented in Table 4. We found a main effect of language, showing that Polish CLT verbs
comprehension scores were significantly higher than English CLT verbs comprehension scores. We
also found a significant positive main effect of age, associating the increase in age with higher CLT
verbs comprehension scores. The age X language interaction was not significant, hence, the increase
in scores associated with age was similar for both Polish and English (see Figure 1).

We tested the model for multicollinearity using VIF. All the VIF values were relatively low:
language, VIF=1.46, CE, VIF=1.62, age, VIF=1.91, thus indicating moderate but acceptable col-
linearity of each of those variables with other predictor variables.
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Table 4. Mixed-model: accuracy results for CLT verbs comprehension (raw score).

Comparison Est. SE V4 b
Intercept 3.08 0.32 9.52 <.001
Language 1.18 0.51 2.32 <.05
Age 0.09 0.02 4.93 <.001
CE 0.33 0.19 1.70 .268
Age: language -0.01 0.02 -0.52 A71

Table 5. Mixed-model: accuracy results for CLT verbs production (raw score).

Comparison Est. SE V4 p
Intercept 1.02 0.36 2.8l <.0l
Language -0.17 0.54 -0.31 756
Age 0.07 0.02 3.57 <.0l
CE 0.54 0.21 2.54 <.001
Age: language -0.50 0.02 -2.50 <.05

CLT verbs production. The model for CLT verbs production converged with the full random struc-
ture except for the random slope for age by item. The results are presented in Table 5. We found
significant positive main effects of age and CE. Generally, higher CLT verbs production scores
were associated with higher ages of the children and higher CE values. The significant interaction
between age and language showed that the increase in CLT verbs production accuracy associated
with age was steeper for English than for Polish (see Figure 1).

We tested the model for multicollinearity using VIF. All the VIF values were relatively low:
language, VIF=1.55, CE, VIF=1.98, age, VIF=4.18, thus indicating moderate but acceptable col-
linearity of each of those variables with other predictor variables.

Summary of the results

With regards to our first research aim, the mixed-effects regression showed no cross-language gap
in the area of metacognitive vocabulary, but showed such a cross-language gap in concrete verbs
comprehension: our bilinguals knew more words in Polish than in English. In the area of concrete
verbs production, our bilinguals showed a steeper increase in their knowledge of English than in
Polish (a significant interaction age X language in the mixed-effects regression). With regards to
our second aim, that is, exploring the effect of age, CE, and parental use of metacognitive verbs on
the knowledge of concrete and metacognitive vocabulary in bilinguals, with the mixed-effects
regression, we found that both the knowledge of concrete and metacognitive vocabulary increased
with age. The effect of CE was visible only in concrete verbs production, and correlational analy-
ses showed that the parental use of metacognitive verbs (in Polish) was linked to the child’s com-
prehension of the verbs (METVOC) in Polish, but not in English.

Discussion

So far, research on bilingual children’s lexicon has focussed on concrete, that is, easily imaginable
words, and repeatedly found a cross-language (L1-L2) gap in bilingual vocabulary (Abbot-Smith
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et al., 2018; Budde-Spengler et al., 2021; Rinker et al., 2017; Uccelli & Paez, 2007). However,
little was known about the cross-language gap in metacognitive vocabulary knowledge in bilingual
children (cf., Altman et al., 2016; Mieszkowska, 2018). To fill in this gap, we investigated bilingual
children’s knowledge of concrete and metacognitive verbs in their L1 and L2. Our focus was on
Polish—English bilinguals aged 4;0—7;7 living in the United Kingdom, who spoke Polish at home
(with both parents), and English at school. We tested bilinguals’ comprehension of metacognitive
verbs (via METVOC task), and their comprehension and production of concrete verbs (via CLT
subtasks), and investigated the effects of language, age and language exposure.

One of our most important findings relates to the bilinguals’ knowledge of metacognitive verbs.
First, we found a positive moderate cross-language correlation between METVOC scores in Polish
and in English. Second, we found no effect of language in the task, as analysed by the mixed-effects
regression. We therefore conclude that in the area of comprehension of metacognitive verbs, Polish—
English bilingual children at early school age show a balanced performance in the two languages.
Our results corroborate previous findings (Mieszkowska, 2018; Otwinowska et al., 2020), and
extend these results to comprehension of metacognitive verbs in bilinguals’ two languages.

In the light of a positive cross-language correlation between METVOC scores in Polish and in
English, we propose that the knowledge of metacognitive verbs is at least partially language inter-
dependent. The idea that skills acquired in the L1 provide a scaffolding for skills in the L2 was put
forward by Cummins (1979), and since then, evidence for such interdependence was found for
cognitive and metalinguistic skills (see Sierens et al., 2019 for a review). The knowledge of meta-
cognitive verbs taps into the child’s cognition rather than purely linguistic abilities. The cross-
language correlation between children’s comprehension of metacognitive verbs in Polish and
English suggests that knowledge of metacognitive verbs may profit from a carry-over effect
between the languages. Similar findings, but for comprehension of cognitive concepts related to
colour, shape, quantity, space, and relations (e.g., ‘all’, ‘in’ or ‘equal’) were reported by Sierens,
et al. (2019). With regards to concrete vocabulary interdependence, there are mixed results (e.g.,
Cobo-Lewis et al., 2002; Leseman, 2000; Scheele et al., 2010; Umbel & Oller, 1994). In our sam-
ple, we found no significant correlation between CLT scores in Polish and English, neither in verb
production or verb comprehension, suggesting no language interdependence. A possible explana-
tion is that concrete words tap purely into linguistic abilities, and the interdependence is possible
for more cognitive- or metalinguistic-oriented skills. Another explanation may be that some con-
crete words (e.g., connected with home life, e.g., ‘to iron”) may be slightly more frequent in bilin-
guals’ input in one language than in the other language, which leads bilingual children to develop
domain-specific vocabulary (e.g., ‘home’ vocabulary) in one language, but not another (Bialystok
et al., 2010). If this specific (e.g., home) vocabulary is not needed in the other language, there is
little opportunity for developing this vocabulary in the other language (Bialystok et al., 2010;
Pham & Kohnert, 2014). Metacognitive verbs, on the other hand, might be generally less frequent
(than concrete verbs), but could be present in many different contexts, for example, at home and at
school, thus encouraging a carry-over effect.

Contrary to metacognitive verbs, the comprehension of concrete verbs showed a significant
effect of language (i.e., Polish scores were higher than the English scores). Such a cross-language
gap in concrete vocabulary has been reported for bilingual children at an early school age, and thus,
it was anticipated in this study. Also the direction of the effect, that is, a better performance in
Polish than in English, was previously established by Abbot-Smith et al. (2018), who studied
Polish—-English children living in the United Kingdom, aged 4;5-5;9. Using the same tool (i.e.,
CLT), they examined the comprehension and production of both nouns and verbs. Similarly to us,
they found that children performed better in Polish than in English in both modalities (comprehen-
sion and production) across nouns and verbs.
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We did not find an effect of language in the production of concrete verbs. Instead, we found an
interaction of age and language, whereby the increase associated with age was steeper for English
than for Polish. Our results partly corroborate findings from Klassert et al. (2014). They found that
verb production was similar across bilinguals’ Russian and German and that the growth of verb
production was similar in the two languages. We also found no effect of language in verb produc-
tion in Polish and English, but we found a steeper growth for verb production in L2. This result
may reflect the changes in the exposure to the two languages over time: as Polish—English bilin-
guals start formal schooling, their exposure to English becomes more intensive and the L2 (major-
ity language) is better supported through school efforts. Previous research has already shown such
a steep increase for the majority (L2) language performance. Pham and Kohnert (2014) found
greater gains for L2 (concrete) vocabulary and interestingly, the biggest differences between the L1
and L2 growth were found for expressive vocabulary. The growth rate for L2 was nearly 4 times
greater than the growth rate for L1 (Pham & Kohnert, 2014, p. 779). Similar findings were reported
by Jia et al. (2014). This entails that the school-based exposure to the majority language provides
bilinguals with substantial input in the language, as well as output production, allowing them to
compensate for the previous gap, or even shift the language dominance. However, it should be
noted that our models showed a main effect of age for all tasks, meaning that there is a general
age-related increase in performance in both languages even if some areas of vocabulary may show
a steeper increase in the L2, forecasting the language dominance shift.

As for the role of CE on the children’s knowledge of metacognitive and concrete words, we
expected to observe CE effects on the children’s scores for concrete verbs. The results were par-
tially affirmative: we found a clear effect of CE on the production of concrete verbs, but it was not
repeated in any other task (concrete verbs comprehension or metacognitive verbs comprehension).
Possibly, production requires more language exposure to develop relative to comprehension, a
finding already reported before (Elin Thordardottir, 2011; Haman et al., 2017).

Finally, the knowledge of metacognitive words was influenced rather by the parental use of
metacognitive words, than by general language exposure, as measured by CE. This may suggest
that general linguistic experience (as indicated by CE) is less important for the acquisition meta-
cognitive verbs than the mentalistic input. This is in agreement with previous findings showing that
metacognitive words are best learned through interaction rich in references to mental states (Adridn
et al., 2007; Taumoepeau & Ruffman, 2008; Tompkins et al., 2021). Interestingly, we found that
parental input — rich in metacognitive verbs — might affect children’s comprehension of metacogni-
tive verbs in the language used with parents, but not in the other languages, although children’s
comprehension of metacognitive verbs in Polish and English were positively correlated.

At the beginning of the paper, we proposed that researching bilinguals’ metacognitive vocabu-
lary would broaden our general understanding of the development of their lexical knowledge. We
asked whether for metacognitive verbs a disproportion in knowledge across two languages of
bilinguals would be similar to a gap previously reported for concrete verbs. Crucially, we indeed
found a gap across bilingual children’s languages in the production and comprehension of concrete
verbs, but not in the comprehension of metacognitive verbs. Although metacognitive verbs are
more abstract and less frequent in parental input (Adrian et al., 2007; Jakubowska et al., 2018),
their relative difficulty seemed to be neutralized.

We believe that this result alone poses new questions for the field. Why does metacognitive
vocabulary develop symmetrically across languages? Is it a result of conceptual transfer across the
child’s languages? Or is it because mentalistic vocabulary is less domain-specific than concrete
vocabulary, that is, is included in many contexts, both at home and at school? Future research
might explore the possibility that metacognitive verbs, though generally less frequent, might be
more common in different types of discourse at home and at school. Thus, children possibly receive
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some mentalistic input at home and at school, both in their languages. This is in contrast to concrete
words, where particular domains of life encourage use of domain-specific vocabulary (Bialystok
et al., 2010). Therefore, metacognitive vocabulary might be more predisposed to show carry-over
effects across the child’s languages than concrete vocabulary.

Limitations

This study has several limitations stemming from the procedures used to elicit the data. First, our
two tasks measuring concrete and metacognitive verbs comprehension were not fully comparable,
as their procedures differed (see the ‘Tasks’ section). However, the differences in the tasks reflect
the difference in the nature of the words. It has to be also noted, that the present study does not
serve to directly contrast the two areas of words (i.e., concrete and metacognitive) because the
tasks we used differ in their design and the complexity of their procedures (see the ‘Tasks’ section
for an explanation). Thus, with our results, we cannot rightfully say whether children know their
concrete or metacognitive verbs better. Rather, the study aims to investigate whether the cross-
language difference is found for both vocabulary areas: the concrete and metacognitive verbs, and
whether the factors that impact one area, have similar impact on the other areas of words. In this
way, we wanted to use the tasks available to spark a wider research interest in the relation between
concrete and metacognitive verbs which have been rarely studied together. Second, although for
concrete verbs we measured both comprehension and production, for metacognitive verbs our
measurements were confined only to comprehension. This was mostly a methodological issue:
while eliciting concrete words in a picture naming task was relatively easy, eliciting metacognitive
words would be much more demanding. Even designing a picture-naming task for metacognitive
words might not be feasible due to the potential ambiguity of illustrations.

Also, since the parents of bilingual children in our study used Polish at home, we decided that
eliciting narratives told to children in English would violate the ecological validity of the testing
and we gathered parental narratives only in Polish. We found a relationship between parental use
of metacognitive verbs and children’s comprehension of those verbs in Polish (but not in English).
Due to the positive correlation between METVOC results in both languages, we suggest a carry-
over effect for bilingual children’s metacognitive words. However, we did not measure the meta-
cognitive input in English (which could be available to children e.g., from teachers), and thus, the
interpretation of the correlation is somewhat speculative.

Finally, as the data presented here were cross-sectional, the trajectories of vocabulary growth in
both languages of the bilingual should be treated with some reservations. Similar data collected
longitudinally could support the developmental patterns in vocabulary and provide more adequate
information on the changes in the exposure to both languages.

Conclusion

This is one of the first studies to consider the child’s lexicon as composed of both concrete and
metacognitive verbs. We conclude that: first, while the knowledge of concrete verbs in bilinguals
may show a cross-language gap, the knowledge of metacognitive verbs may be more balanced,
possibly due to the carry-over effect between the languages. Second, bilinguals’ vocabulary, both
metacognitive and concrete, improves with age in the two languages. The production of concrete
verbs improves with the child’s age mostly in the majority language, which is probably connected
to the quantity and quality of L2 exposure. Third, while for concrete verbs CE in a given language
is most influential, for metacognitive verbs, it is the use of such words by the child’s parents and
caretakers that matters most. Thus, parents and practitioners working with bilingual children
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should be encouraged to provide rich input in children’s two languages, including the references to
mental states. This is crucial for the acquisition and development of words referring to mental
processes, emotions and desires which are intrinsic to human communication. Knowledge of such
metacognitive words expands both our ability to engage in reflective and independent thinking,
and to consciously reflect on the nature of language.
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Notes

1. Ninety-one is the maximal score for a child’s exposure in a given language. The score of 91 for Polish
indicates that when living in Poland the children had the maximal exposure to Polish (i.e., 91) and none
to English.

2. (Time spent in Poland) X 0 denotes no (zero) exposure to English while living in Poland. For the children
who were born in Poland and moved to the United Kingdom later, parents reported that their first expo-
sure to English was either sometime after moving to the United Kingdom (six children), or at the time
the family moved to the United Kingdom (four children).

3. One of the administrators of the English task was a highly proficient speaker of English, and also a native
speaker of Polish whose accent could have given her away as a Polish speaker to the child. However,
at the beginning of the test, all children (regardless of the test administrator) were assured that their
responses to the English tasks must be given in English. Altogether, this task administrator tested four of
39 children in the sample.

References

Abbot-Smith, K., Morawska-Patera, P., Luniewska, M., Spruce, M., & Haman, E. (2018). Using parental
questionnaires to investigate the heritage language proficiency of bilingual children. Child Language
Teaching and Therapy, 34(2), 155-170. https://doi.org/10.1177/0265659018780958


https://www.bi-sli.org/
https://orcid.org/0000-0003-3750-0749
https://orcid.org/0000-0003-1615-711X
https://orcid.org/0000-0002-1127-3982
https://doi.org/10.1177/0265659018780958

Muszyriska et al. 333

Adrian, J. E., Clemente, R. A., & Villanueva, L. (2007). Mothers’ use of cognitive state verbs in picture-
book reading and the development of children’s understanding of mind: A longitudinal study. Child
Development, 78(4), 1052—1067.

Altman, C., Armon-Lotem, S., Fichman, S., & Walters, J. (2016). Macrostructure, microstructure, and
mental state terms in the narratives of English-Hebrew bilingual preschool children with and with-
out specific language impairment. Applied Psycholinguistics, 37(1), 165-193. https://doi.org/10.1017/
S0142716415000466

Astington, J. W., & Pelletier, J. (2004). Theory of mind and metacognitive vocabulary development in first
and second languages. Unpublished manuscript. University of Toronto.

Baayen, R. H., Davidson, D. J., & Bates, D. M. (2008). Mixed-effects modeling with crossed random effects
for subjects and items. Journal of Memory and Language, 59(4), 390-412. https://doi.org/10.1016/j.
jml.2007.12.005

Barr, D. J., Levy, R., Scheepers, C., & Tily, H. J. (2013). Random effects structure for confirmatory hypothesis
testing: Keep it maximal. Journal of Memory and Language, 68(3), 255-278. https://doi.org/10.1016/.
jml.2012.11.001

Bates, D., Méchler, M., Bolker, B., & Walker, S. (2015). Fitting Linear Mixed-Effects Models Using lme4.
Journal of Statistical Software, 67(1), Article 1. https://doi.org/10.18637/jss.v067.i01

Behrens, H. (1998). How difficult are complex verbs? Evidence from German, Dutch and English. Linguistics,
36(4), 679-712. https://doi.org/10.1515/1ing.1998.36.4.679

Behrens, H. (2009). Usage-based and Emergentist approaches to language acquisition. Linguistics, 47(2).
https://doi.org/10.1515/LING.2009.014

Behrens, H. (2021). Constructivist approaches to first language acquisition. Journal of Child Language,
48(5), 959-983. https://doi.org/10.1017/50305000921000556

Bialystok, E., Luk, G., & Kwan, E. (2005). Bilingualism, biliteracy, and learning to read: Interactions among
languages and writing systems. Scientific Studies of Reading, 9(1), 43—61. https://doi.org/10.1207/
s1532799xssr0901 4

Bialystok, E., Luk, G., Peets, K. F., & Yang, S. (2010). Receptive vocabulary differences in monolingual
and bilingual children. Bilingualism (Cambridge, England), 13(4), 525-531. https://doi.org/10.1017/
S1366728909990423

Bretherton, 1., & Beeghly, M. (1982). Talking about internal states: The acquisition of an explicit theory of
mind. Developmental Psychology, 18(6), 906-921. https://doi.org/10.1037/0012-1649.18.6.906

Brown, J. R., Donelan-McCall, N., & Dunn, J. (1996). Why talk about mental states? The significance of chil-
dren’s conversations with friends, siblings, and mothers. Child Development, 67(3), 836—849. https://
doi.org/10.1111/j.1467-8624.1996.tb01767.x

Budde-Spengler, N., Sachse, S., & Rinker, T. (2021). The relationship between input factors and early lexical
knowledge in Turkish-German children. International Journal of Bilingual Education and Bilingualism,
24(8), 1091-1106. https://doi.org/10.1080/13670050.2018.1543647

Clark, E. V. (1993). The Lexicon in acquisition. Cambridge University Press. https://doi.org/10.1017/
CBO0O9780511554377

Cobo-Lewis, A. B., Eilers, R. E., Pearson, B. Z., & Umbel, V. C. (2002). Chapter 6: Interdependence of
Spanish and English knowledge in language and literacy among bilingual children. In K. Oller, & R. Eilers
(Eds.), Chapter 6: Interdependence of Spanish and English knowledge in language and literacy among
bilingual children (pp. 118—132). Multilingual Matters. https://doi.org/10.21832/9781853595721-007

Cummins, J. (1979). Cognitive/academic language proficiency, linguistic interdependence, the optimum age
question and some other matters. Working Papers on Bilingualism Toronto, 19, 197-202.

De Houwer, A. (2007). Parental language input patterns and children’s bilingual use. Applied Psycholinguistics,
28(3), 411-424.

de Villiers, J. (2007). The interface of language and theory of mind. Lingua. International Review of
General Linguistics. Revue Internationale de Linguistique Generale, 117(11), 1858—1878. https://doi.
org/10.1016/j.1ingua.2006.11.006

Fernald, A., Marchman, V. A., & Weisleder, A. (2013). SES differences in language processing skill and
vocabulary are evident at 18 months. Developmental Science, 16(2), 234-248. https://doi.org/10.1111/
desc.12019


https://doi.org/10.1017/S0142716415000466
https://doi.org/10.1017/S0142716415000466
https://doi.org/10.1016/j.jml.2007.12.005
https://doi.org/10.1016/j.jml.2007.12.005
https://doi.org/10.1016/j.jml.2012.11.001
https://doi.org/10.1016/j.jml.2012.11.001
https://doi.org/10.18637/jss.v067.i01
https://doi.org/10.1515/ling.1998.36.4.679
https://doi.org/10.1515/LING.2009.014
https://doi.org/10.1017/S0305000921000556
https://doi.org/10.1207/s1532799xssr0901_4
https://doi.org/10.1207/s1532799xssr0901_4
https://doi.org/10.1017/S1366728909990423
https://doi.org/10.1017/S1366728909990423
https://doi.org/10.1037/0012-1649.18.6.906
https://doi.org/10.1111/j.1467-8624.1996.tb01767.x
https://doi.org/10.1111/j.1467-8624.1996.tb01767.x
https://doi.org/10.1080/13670050.2018.1543647
https://doi.org/10.1017/CBO9780511554377
https://doi.org/10.1017/CBO9780511554377
https://doi.org/10.21832/9781853595721-007
https://doi.org/10.1016/j.lingua.2006.11.006
https://doi.org/10.1016/j.lingua.2006.11.006
https://doi.org/10.1111/desc.12019
https://doi.org/10.1111/desc.12019

334 International Journal of Bilingualism 28(3)

Gagarina, N. (2016). Narratives of Russian-German preschool and primary school bilinguals: Rasskaz and
Erzaehlung. Applied Psycholinguistics, 37(1), 91-122. https://doi.org/10.1017/S0142716415000430

Gagarina, N. V., Klop, D., Kunnari, S., Tantele, K., Vélimaa, T., Balciuniene, 1., Bohnacker, U., & Walters,
J. (2012). MAIN: Multilingual Assessment Instrument for Narratives. http://publikationen.ub.uni-frank-
furt.de/frontdoor/index/index/docld/34782

Gleitman, L. R., Cassidy, K., Nappa, R., Papafragou, A., & Trueswell, J. C. (2005). Hard words. Language
Learning and Development, 1(1), 23—64. https://doi.org/10.1207/s1547334111d0101_4

Gunnerud, H. L., ten Braak, D., Reikerés, E. K. L., Donolato, E., & Melby-Lervag, M. (2020). Is bilingual-
ism related to a cognitive advantage in children? A systematic review and meta-analysis. Psychological
Bulletin, 146(12), 1059-1083. https://doi.org/10.1037/bul0000301

Hall, W. S., & Nagy, W. E. (1979). Theoretical issues in the investigation of words of internal report. Center
for the Study of Reading [Technical Report no. 146]. http://www.ideals.illinois.edu/bitstream/han-
dle/2142/17639/ctrstreadtechrepv01979i00146_opt.pdf?sequence=1

Haman, E., Luniewska, M., & Pomiechowska, B. (2015). Designing cross-linguistic lexical tasks (CLTs) for
bilingual preschool children. In S. Armon-Lotem, J. de Jong, & N. Meir (Eds.), Assessing multilingual
children: Disentangling bilingualism from language impairment (pp. 196-240). Multilingual Matters.

Haman, E., Wodniecka, Z., Marecka, M., Szewczyk, J., Biatecka-Pikul, M., Otwinowska, A., Mieszkowska,
K., Luniewska, M., Kotak, J., Migkisz, A., Kacprzak, A., Banasik, N., & Forys-Nogala, M. (2017).
How does L1 and L2 exposure impact L1 performance in bilingual children? Evidence from Polish-
English Migrants to the United Kingdom. Frontiers in Psychology, 8, 01444. https://doi.org/10.3389/
fpsyg.2017.01444

Hoff, E., Core, C., Place, S., Rumiche, R., Sefor, M., & Parra, M. (2012). Dual language exposure and
early bilingual development. Journal of Child Language, 39(1), 1-27. https://doi.org/10.1017/
S0305000910000759

Hoff, E., & Ribot, K. M. (2017). Language growth in English monolingual and Spanish-English bilingual
children from 2.5 to 5 years. The Journal of Pediatrics, 190, 241-245¢1. https://doi.org/10.1016/j.
jpeds.2017.06.071

Hoff, E., Rumiche, R., Burridge, A., Ribot, K. M., & Welsh, S. N. (2014). Expressive vocabulary develop-
ment in children from bilingual and monolingual homes: A longitudinal study from two to four years.
Early Childhood Research Quarterly, 29(4), 433-444. https://doi.org/10.1016/j.ecresq.2014.04.012

Hughes, C., & Dunn, J. (1997). ‘Pretend you didn’t know’: Preschoolers’ talk about mental states in pretend
play. Cognitive Development, 12(4), 477-497. https://doi.org/10.1016/S0885-2014(97)90019-8

Jakubowska, J., Szpak, M., & Bialecka-Pikul, M. (2018). How do parents use mental state language during
narration to their 2- and 4-year-old children? Psychology of Language and Communication, 22(1), 23.
https://doi.org/10.2478/plc-2018-0023

Jaworowska, A., & Szustrowa, T. (2003). Test Matryc Ravena — wersja kolorowa (Raven’s Matrices test —
coloured version). Pracownia Testow Psychologicznych PTP.

Jia, G., Chen, J., Kim, H., Chan, P.-S., & Jeung, C. (2014). Bilingual lexical skills of school-age children
with Chinese and Korean heritage languages in the United States. International Journal of Behavioral
Development, 38(4), 350-358. https://doi.org/10.1177/0165025414533224

Kauschke, C., Lee, H.-W., & Pae, S. (2007). Similarities and variation in noun and verb acquisition: A
crosslinguistic study of children learning German, Korean, and Turkish. Language and Cognitive
Processes, 22(7), 1045-1072. https://doi.org/10.1080/01690960701307348

Kiebzak-Mandera, D., Otwinowska, A., & Bialecka-Pikul, M. (2012). MAIN Multilingual Assessment
Instrument for Narratives: Polish Version. http://www.zas.gwz-berlin.de/zaspil.html?&L = 1%27

Klassert, A., Gagarina, N., & Kauschke, C. (2014). Object and action naming in Russian- and German-
speaking monolingual and bilingual children. Bilingualism: Language and Cognition, 17(1), 73-88.
https://doi.org/10.1017/S1366728913000096

Kus, K., Otwinowska, A., Banasik, N., & Kiebzak-Mandera, D. (2012). Kwestionariusz Rozwoju Jgzykowego
(Language Development Questionnaire). Polish adaptation of the 1st version of PABIQ, developed
within COST Action IS0804. Unpublished material. Faculty of Psychology, University of Warsaw.


https://doi.org/10.1017/S0142716415000430
http://publikationen.ub.uni-frankfurt.de/frontdoor/index/index/docId/34782
http://publikationen.ub.uni-frankfurt.de/frontdoor/index/index/docId/34782
https://doi.org/10.1207/s15473341lld0101_4
https://doi.org/10.1037/bul0000301
http://www.ideals.illinois.edu/bitstream/handle/2142/17639/ctrstreadtechrepv01979i00146_opt.pdf?sequence=1
http://www.ideals.illinois.edu/bitstream/handle/2142/17639/ctrstreadtechrepv01979i00146_opt.pdf?sequence=1
https://doi.org/10.3389/fpsyg.2017.01444
https://doi.org/10.3389/fpsyg.2017.01444
https://doi.org/10.1017/S0305000910000759
https://doi.org/10.1017/S0305000910000759
https://doi.org/10.1016/j.jpeds.2017.06.071
https://doi.org/10.1016/j.jpeds.2017.06.071
https://doi.org/10.1016/j.ecresq.2014.04.012
https://doi.org/10.1016/S0885-2014(97)90019-8
https://doi.org/10.2478/plc-2018-0023
https://doi.org/10.1177/0165025414533224
https://doi.org/10.1080/01690960701307348
https://doi.org/10.1017/S1366728913000096

Muszyriska et al. 335

Lauro, J., Core, C., & Hoff, E. (2020). Explaining individual differences in trajectories of simultaneous bilin-
gual development: Contributions of child and environmental factors. Child Development, 91(6), 2063—
2082. https://doi.org/10.1111/cdev.13409

Lecce, S., Ronchi, L., & Devine, R. T. (2021). Mind what teacher says: Teachers’ propensity for mental-state
language and children’s theory of mind in middle childhood. Social Development, 31, 303-318. https://
doi.org/10.1111/sode.12552

Lee, J. (2011). Size matters: Early vocabulary as a predictor of language and literacy competence. Applied
Psycholinguistics, 32(1), 69-92. https://doi.org/10.1017/S0142716410000299

Leseman, P. P. M. (2000). Bilingual vocabulary development of Turkish preschoolers in the
Netherlands. Journal of Multilingual and Multicultural Development, 21(2), 93—112. https://doi.
org/10.1080/01434630008666396

Mieszkowska, K. (2018). Internal state Lexicon of bilingual and monolingual pre- and early school children
[PhD dissertation, University of Warsaw]. https://depotuw.ceon.pl/handle/item/2878

Mieszkowska, K., Haman, E., Biatecka-Pikul, M., & Otwinowska, A. (2016). METVOC-Polish: Polish adap-
tation of metacognitive vocabulary test. Unpublished material. University of Warsaw.

Moore, C., Bryant, D., & Furrow, D. (1989). Mental terms and the development of certainty. Child
Development, 60(1), 167. https://doi.org/10.2307/1131082

Oller, D. K., & Eilers, R. E. (2002). Language and literacy in bilingual children. Multilingual Matters.

Otwinowska, A., Opacki, M., Mieszkowska, K., Biatecka-Pikul, M., Wodniecka, Z., & Haman, E. (2020).
Polish—English bilingual children overuse referential markers: MLU inflation in Polish-language narra-
tives. First Language, 42, 191-215. https://doi.org/10.1177/0142723720933769

Papafragou, A., Cassidy, K., & Gleitman, L. (2007). When we think about thinking: The acquisition of belief
verbs. Cognition, 105(1), 125—-165. https://doi.org/10.1016/j.cognition.2006.09.008

Pham, G., & Kohnert, K. (2014). A longitudinal study of lexical development in children learning Vietnamese
and English. Child Development, 85(2), 767-782. https://doi.org/10.1111/cdev.12137

Pham, G., & Tipton, T. (2018). Internal and external factors that support children’s minority first lan-
guage and English. Language, Speech, and Hearing Services in Schools, 49(3), 595-606. https://doi.
org/10.1044/2018 LSHSS-17-0086

Ponari, M., Norbury, C. F., Rotaru, A., Lenci, A., & Vigliocco, G. (2018). Learning abstract words and con-
cepts: Insights from developmental language disorder. Philosophical Transactions of the Royal Society
B: Biological Sciences, 373(1752), 20170140. https://doi.org/10.1098/rstb.2017.0140

Przepidrkowski, A., Banko, M., Gorski, R. L., & Lewandowska-Tomaszczyk, B. (Eds.). (2012). Narodowy
korpus jezyka polskiego: Praca zbiorowa. Wydawnictwo Naukowe PWN.

R Core Team. (2017). R: A Language and Environment for Statistical Computing, Vienna, Austria. https://
www.R-project.org/

Rinker, T., Budde-Spengler, N., & Sachse, S. (2017). The relationship between first language (L1) and sec-
ond language (L2) lexical development in young Turkish-German children. /nternational Journal of
Bilingual Education and Bilingualism, 20(2), 218-233. https://doi.org/10.1080/13670050.2016.11792
60

Scheele, A. F., Leseman, P. P. M., & Mayo, A. Y. (2010). The home language environment of monolin-
gual and bilingual children and their language proficiency. Applied Psycholinguistics, 31(1), 117-140.
https://doi.org/10.1017/S0142716409990191

Sierens, S., Slembrouck, S., Gorp, K. V., Agirdag, O., & Avermaet, P. V. (2019). Linguistic interdependence
of receptive vocabulary skills in emergent bilingual preschool children: Exploring a factor-dependent
approach. Applied Psycholinguistics, 40(5), 1269—-1297. https://doi.org/10.1017/S0142716419000250

Taumoepeau, M., & Ruffman, T. (2008). Stepping stones to others’ minds: Maternal talk relates to child
mental state language and emotion understanding at 15, 24, and 33 months. Child Development, 79(2),
284-302. https://doi.org/10.1111/j.1467-8624.2007.01126.x

Thordardottir, E. (2011). The relationship between bilingual exposure and vocabulary development.
International Journal of Bilingualism, 15(4), 426—445. https://doi.org/10.1177/1367006911403202

Tomasello, M. (1995). Pragmatic contexts for early verb learning. In M. Tomasello, & W. E. Merriman
(Eds.), Beyond names for things: Young children’s acquisition of verbs (pp. 115-146). Lawrence
Erlbaum Associates.


https://doi.org/10.1111/cdev.13409
https://doi.org/10.1111/sode.12552
https://doi.org/10.1111/sode.12552
https://doi.org/10.1017/S0142716410000299
https://doi.org/10.1080/01434630008666396
https://doi.org/10.1080/01434630008666396
https://depotuw.ceon.pl/handle/item/2878
https://doi.org/10.2307/1131082
https://doi.org/10.1177/0142723720933769
https://doi.org/10.1016/j.cognition.2006.09.008
https://doi.org/10.1111/cdev.12137
https://doi.org/10.1044/2018_LSHSS-17-0086
https://doi.org/10.1044/2018_LSHSS-17-0086
https://doi.org/10.1098/rstb.2017.0140
https://www.R-project.org/
https://www.R-project.org/
https://doi.org/10.1080/13670050.2016.1179260
https://doi.org/10.1080/13670050.2016.1179260
https://doi.org/10.1017/S0142716409990191
https://doi.org/10.1017/S0142716419000250
https://doi.org/10.1111/j.1467-8624.2007.01126.x
https://doi.org/10.1177/1367006911403202

336 International Journal of Bilingualism 28(3)

Tompkins, V., Montgomery, D. E., & Blosser, M. K. (2021). Mother-child talk about mental states: The
what, who, and how of conversations about the mind. Social Development, 31, 281-302. https://doi.
org/10.1111/sode.12551

Tuller, L. (2015). Clinical Use of Parental Questionnaires in Multilingual Contexts. In S. Armon-Lotem, J.
de Jong, & N. Meir (Eds.), 4ssessing multilingual children: disentangling bilingualism from language
impairment. Multilingual Matters.

Uccelli, P., & Paez, M. M. (2007). Narrative and vocabulary development of bilingual children from kin-
dergarten to first grade: Developmental changes and associations among English and Spanish skills.
Language, Speech, and Hearing Services in Schools, 38(3), 225-236. https://doi.org/10.1044/0161-
1461(2007/024)

Umbel, V. M., & Oller, D. (1994). Developmental changes in receptive vocabulary in Hispanic bilingual
school children. Language Learning, 44(2), 221-242. https://doi.org/10.1111/j.1467-1770.1994.
tb01101.x

Unsworth, S. (2016). Quantity and quality of language input in bilingual language development. In E.
Nicoladis, & S. Montanari (Eds.), Bilingualism across the lifespan: Factors moderating language profi-
ciency (pp. 103—121). American Psychological Association. https://doi.org/10.1037/14939-007

Vigliocco, G., Ponari, M., & Norbury, C. (2018). Learning and processing abstract words and concepts:
Insights from typical and atypical development. Topics in Cognitive Science, 10(3), 533—549. https:/
doi.org/10.1111/tops.12347

Welsh, S. N., & Hoff, E. (2020). Language exposure outside the home becomes more English-dominant from
30 to 60 months for children from Spanish-speaking homes in the United States. International Journal
of Bilingualism, 25, 483-499. https://doi.org/10.1177/1367006920951870

Author biographies

Karolina Muszynska is currently an assistant professor at the University of Warsaw, Poland. Her research
interests include language development, lexical development and child bilingualism.

Joanna Kotak is a lecturer in Developmental Psychology at the University of Salford, Manchester, UK. Her
research interests include language development, bilingualism, children and media.

Ewa Haman is a professor and the head of the MultiLADA lab at the Faculty of Psychology, University of
Warsaw, Poland. Her research focuses on lexical development in monolingual and multilingual children. She
is the author of various psychometric tools assessing language development in children acquiring Polish and
other languages.

Marta Biatecka-Pikul is a professor at the Nicolaus Copernicus University in Torun, Poland. Her research
interests include developmental science, development of social cognition, including communication and the-
ory of mind in childhood and adolescence, childhood deception, development of interaction and self-aware-
ness and critical thinking - a developmental perspective.

Agnieszka Otwinowska is a professor at the Institute of English Studies at the University of Warsaw, Poland.
She is also the head of the Experimental Linguistics Lab at the Faculty of Modern Languages, University of
Warsaw. She specialises in applied linguistics and language education. Her research interests focus on child
and adult bilingualism and multilingualism, especially cross-linguistic influences in language acquisition and
use, and the role of cross-linguistic similarity in learning words in a foreign language.


https://doi.org/10.1111/sode.12551
https://doi.org/10.1111/sode.12551
https://doi.org/10.1044/0161-1461(2007/024)
https://doi.org/10.1044/0161-1461(2007/024)
https://doi.org/10.1111/j.1467-1770.1994.tb01101.x
https://doi.org/10.1111/j.1467-1770.1994.tb01101.x
https://doi.org/10.1037/14939-007
https://doi.org/10.1111/tops.12347
https://doi.org/10.1111/tops.12347
https://doi.org/10.1177/1367006920951870

