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1. Introduction

The job of research is to ask questions and to respond, to state and to disprove, to provide arguments and to argue. Research always states relative truths, placing the time boundaries of the answers and the finite nature of cognition into the scope of the questions.

Public education makes statements and is declarative and normative. It does not argue but declares truths interpreted as ‘eternal’, incorporating the absolute nature of cognition. 
Science and scholarship are aware of their own perspective, of the fact that in investigating a range of phenomena, the researcher can only carry out the research from a particular anthropologically or culturally defined perspective. Public education absolutizes the perspective of the cognizing human being, who is without boundaries here, able to describe the object of cognition with a complete overview of it and, at the same time, completely independently from the object. At least according to the model.
Science and scholarship work with separate hierarchical levels and conceptual systems of abstraction, and definitions are accompanied by detailed explications and descriptions. Public education presents a conceptual system which is moderately hierarchical, and where definitions are simple and central, with little explication and description.
The brief characterization of these two fields of human activity shows considerable opposition. Can this differentiation be resolved? And if so, to what extent? This is a greatly important issue regarding language and mother tongue education. The following aspects cannot be bypassed:
· language is one of people’s innermost possessions and forms of knowledge,

· language cannot be objectified in cognition in the same way as, for instance, physical objects can be,

· language is a historical phenomenon which changes in time,

· language has community and individual varieties,

· language and culture are closely intertwined,

· language and cognition are closely intertwined (but are not identical).

In the relationship between linguistics and mother tongue education the following other factors also play a special role:

· mother tongue knowledge is practical knowledge, i.e. speakers can apply this knowledge but cannot (or only partly can) give an account of it in an abstract conceptual system,

· mother tongue acquisition does not end with the acquisition of basic grammar in childhood but continues during socialization through learning and shaping language units of higher order (such as text types) and variants of situation appropriate language behavior,

· first language speakers’ knowledge of their language is shaped by their experience, in accordance with its historical embeddedness, whereas experiences manifest themselves as expectations in linguistic interactions,

· the ability to consciously process the abstraction level of grammatical concepts and to report on them starts really to develop and function mentally only around the age of 10-12.

Thus, the basic questions in connection with the interrelationship of research and public education are as follows:

· How can the most up-to-date and reliable research results be applied in public education?

· How can objectified scholarly knowledge of grammar (that is, knowledge of grammar which is distanced from the direct experience of the students) be connected to the students’ experiences?

Next, I want to provide brief answers to these two questions, taking into account the previously mapped out directions of questions. First, I discuss the decisive 20th century language theoretical trends – structuralism, generative grammar, and functional linguistics – and their public education aspects. Second, I outline the basic elements of cognitive linguistics and cognitive semantics. Third, I demonstrate the way in which cognitive semantics can be taught at school, and the significance of this, illustrating this with examples. Fourth, I give a brief introduction to a series of textbooks which are based on functional linguistics and which consider the speaker’s point of view, the characteristic linguistic context of linguistic expressions, and meaning important in linguistic description and in mother tongue education. Through this, grammar becomes easier to process for students, since the gap between scientific description on the one hand and practical knowledge and experience on the other becomes narrower or ceases to be. I will not be overviewing the grammar textbooks of Hungarian as a first language published in Hungary and in countries neighboring Hungary in the past decades – that would clearly go beyond the scope of the present paper, but a detailed overview like this (only a fraction of which has been done to date) is unavoidable just like the writing of missing textbook reviews is.

The main goal of mother tongue education is the reflexive and culturally embedded teaching of the grammar, semantics, style and discourse, and the practical and systematic teaching of second and further languages in order that during socialization students become participating, active, innovative and cultured members of society. For this to be achieved, the most modern and most effective linguistic results have to be overviewed and used in mother tongue teaching and education as well as in the teaching of second and further languages. Second language teaching cannot be done using the methods of first language teaching – whether the issue is the teaching of the majority language to minority language children or classic foreign language teaching.
2. Linguistics’ offer to public education


In the past century linguistics has offered to public education and mother tongue teaching and education several different answers to the questions articulated above.

Based on de Saussure’s theory, structuralism placed grammar (interpreted as collective knowledge and an abstract system) into the center of linguistic description: the essence of language was, first, in the phonological and morphological systems, and then in the lexicon and in syntactic structures (de Saussure 1922). In this model of language the individual speaker received the knowledge of language ready made through the abstract linguistic system maintained by the community. The individual linguistic production, speech itself (usually as text, but most importantly as spontaneous speech) is mentioned as haphazard, often faulty, and only a partially satisfactory manifestation of the abstract system. In mother tongue education structuralism offered a closed and final description (lacking historical time), and abstract linguistic structures and their various paradigm systems as part of the description. Structuralism is a bottom-up model applying the building block principle in the description just like in its conceptualization of speech: according to it, the speaker creates bigger elements out of smaller ones, until they reach the sentence, which is created by filling in empty syntactic structural slots. Structuralism aimed at a non-evaluative description, but its idealizing principles strengthened the descriptive nature of standard-centeredness and the rhetoric connected with it, even in education.

Generative grammar, as developed by Chomsky, placed the emphasis on individual knowledge, which is communal only to the extent that the genetically coded (‘wired’) linguistic knowledge in the mind, present at birth, is an abstract, logical and universal grammar which is the same in every newborn, regardless of space, time and culture (Chomsky 1965). Universal grammar is the basis of language acquisition, which is a parametrization process, the matching of the universal grammar to the mother tongue (the language of the environment). According to generative grammar, language acquisition is completed in childhood, and from then on every native speaker possesses their first language knowledge equally. Generative linguistic theory strives to describe the system of the autonomous (in functional terms, decontextualized) sentence, aiming thus to model a universal, idealized ability to create and understand the well-formed sentence, independent of other factors. Out of principle, generative grammar rejects all evaluative principles in description, and its algorithm-based linguistic rules are independent of the historicism of cultures. In mother tongue education, it places the main emphasis on the recognition of the scientifically recognized and accepted universal principles of syntactic structures by the students. Thus, the social, regional and historical variability of language are not factors in mother tongue education here, just like phenomena of linguistic socialization that occur later (such as a range of speech situations and text types unknown in early life phases) are not either. 

Structuralist mother tongue education considers its main goal to teach the rules of fitting the subsystems of language, the paradigms and components of paradigms together on the building block principle.  Mother tongue education based on generative grammar strives to make students recognize the formal structure of the sentence, the basic elements (direct components and the movement principles behind the components) of the system and its variants. These two monumental and extensive linguistic theories provided unavoidable results that enrich our knowledge of language and individual languages greatly. Their limitations include, however, the fact that in public education and in mother tongue teaching and education they did not achieve results comparable to their scientific ones. One reason for this is the gap between the objectivizing and abstracting nature of scientific categorization and the practical, experiential knowledge about language of the age groups participating in education as well as the continuing increase (rather than decrease) in this gap.
In the last century, in addition to the trends of structuralism and generative grammar partly building on top of each other, other directions also appeared in linguistics, namely, the trends collectively known as functional linguistics. The perspective of focusing on the functionality of language manifested itself in four main areas of linguistic theory and description (cf. for instance, Halliday 1994, 1996, Givón 1993, 2001): 

· it is not only the generalized and idealized structure (without a consideration for meaning) of linguistic units and structures (e.g. morphemes, parts of speech, morphemic and syntactic structures) that became the object of description but their functional characteristics as well: what content and communicative roles they can fulfill in the syntactic or discourse context, with meaning being gradually interpreted as the most important function,
· characteristic linguistic, discourse, speech situational and communal aspects of linguistic structures (e.g. words, phrases, and sentences) in themselves became the foci of linguistic description as a part of various disciplines of linguistics (such as sociolinguistics, discourse analysis, and pragmatics), and then these were formulated in unified theoretical and methodological frameworks,
· examples collected from literary classics or manufactured by linguists have been gradually replaced by real life examples and examples from corpuses, accompanied by more and more extensive frequency, sociolinguistic, register- and text typological data,
· language specific and, thus, culture specific aspects of language description are just as important as the universal ones.


Functional linguistics in the modern sense was spelled out in a solid theoretical and methodological framework in the work of the Prague Linguistic Circle (cf. Garvin 1964). Its representatives transformed de Saussure’s structuralism, primarily through the first systematic investigation of function of larger linguistic structures and characteristic modes of usage (for instance, the study of topic–comment relations and style types). Sociolinguistics emerged primarily in the 1960s in various schools – cf. the work of Labov, Hymes, Gumperz and Halliday (Labov 1972, Hymes 1974 Gumperz 1982, Gumperz ed. 1982, Halliday 1978). Discourse analysis also appeared in the 1960s (Halliday and Hasan 1976, van Dijk 1980, van Dijk ed. 1985). Pragmatics first provided a formal linguistic response to the shortcomings of autonomous syntax (cf. Levinson 1983), and then developed a part of functional systems (Mey 2001, Verschueren 1999). The first synthesis of functional linguistic investigations, that is, its first complex model of linguistic description was worked out by Halliday (1978, 1994, Halliday and Matthiessen 1999), and followed by others, such as Givón (1989, 1993, 2001). The most important general characteristics of functional linguistics today are as follows:
· it describes language from the perspective of the speaker and hearer,

· it describes linguistic structures in their own characteristic linguistic context,

· meaning has a basic role in the development and use of linguistic structures.


In mother tongue education in Hungary basically a structuralist perspective (an early version of it) was predominant beginning with the 1960s – in textbooks, obligatory syllabi, and in whatever national basic curriculum or curriculum framework was currently in force. This perspective changed during the decades, primarily through the inclusion of communication theoretical and rhetoric aspects. Communication theory is manifested in the application of discourse analysis in textbooks: the description of speech situations from the outer, objectivist perspective is combined with a grammatical (or supposedly grammatical) connection between sentences of the text, producing a general model of communication, basically in accord with Jakobson’s structuralist theory. Rhetoric is built on top of this, placing the prescriptive system of, first, conviction, and, second, of successful communication on the syntactic (and outdated) concept of text following the principle of building blocks. And while the grammar is descriptive, the rhetoric is prescriptive – correctly following their own nature. Great tensions can be felt here: using a central institutional intellectual source, mother tongue education presents an essentially structuralist (and positivist) normative system to Hungarian mother tongue students, while calling and presenting it as functional language description (even if only out of benevolence). In addition, in some series of mother tongue education textbooks published in Hungary in the past two decades, the generative perspective appeared as well, presenting the characteristics summarized above.

Does functional linguistics in the sense defined above offer a way out or at least a better solution? Below, I will discuss only one trend of functional linguistics, but a very extensive one, 21st century cognitive semantics, from the point of view of the questions raised. For this, however, I need to provide a few words of general introduction to cognitive linguistics.

Semantics in general and cognitive semantics in particular, unfortunately, constitute novel approaches in mother tongue education in Hungary. Essentially, meaning is not studied in public education, for reasons yet unclarified. Undoubtedly, meaning is not ‘tangible’ in the sense that grammatical structures and words are. Yet, speakers are aware of the meaning of linguistic expressions from a very early age on. This practical knowledge can be taught age-appropriately to students in a reflexive conceptual frame. And since the main goal of speech is to make content available to others, draw the attention of others to a center of attention, and change the mental state of others in a way that even small children have experience of this, it is possible to bridge or at least decrease the gap between scientific abstraction and experience in the case of meaning as far as public education is concerned.
3. Cognitive linguistics and cognitive semantics


According to the most important insight of cognitive linguistics, language is interconnected with the nature of human cognition. Ways of cognition (for instance, the division between foreground vs. background, abstraction and prototypical categorization, the organization into schemas, the various types of conceptual integration) can be traced in both the smaller and larger semantic structures of linguistic expressions. Linguistic structures are directed, beginning with morphemic structures on to syntactic structures, by semantic structures created by concept-based cognition. Using this as a starting point, the theoreticians of cognitive linguistics have worked out a definitive theoretical and methodological framework (cf. Langacker 1987, Lakoff 1987, Tomesello ed. 1998, Janssen and Redeker eds. 1999, Barlow and Kemmer eds. 2000, Geeraerts and Cuyckens eds. 2007). This is not a system of absolute theses from which every empirical fact could be derived but one which is based on the interrelationship of theory and empirical facts (data from real life language use). The most important theoretical theses of cognitive linguistics are the following.


The cognizant human being is not separate from the world to be cognized, since they are a part of it and have been shaped by it in their interaction with it. In the interrelationship of cognition and language the following factors play an important role, among other things (cf. Langacker 1987, 1991, 2008, Lakoff 1987): (a) adjusting to the environment also provides the experiential basis of the formation of conceptual and semantic structures; (b) structured language knowledge is the result of language acquisition, and the acquired structure is not a conclusive, closed system; (c) even though language is universal, it is also a component of a culture, where it is conventionalized and passed on. All parts of cognition, language acquisition, speech and understanding are made possible by several cognitive skills, such as adaptability (for instance, for perspectivizing, i.e. understanding the speaker’s perspective), abstractions, schematizing, and categorizing (in creating semantic structures).

In language use the principle of probability (rather than of predictable regularity) prevails, which is interconnected with mental entrenchment and communal frequency, and categorization is a posteriori. Emergence is characteristic of complex linguistic structures: the entire system of the linguistic structure and the functions of the system cannot always be directly derived from the characteristics of the elements themselves. Functional linguistics considers linguistic structures to be open, with no deep structure.

Due to these reasons, the linguistic system can be described on the basis of language use (Langacker 1999: 15–16). Linguistic expressions (such as morphemes, words, and clauses) always occur in the context of other linguistic units, usually in typical constellations. The native speaker knows linguistic expressions in their characteristic context, because every linguistic expression is realized as a part of linguistic interaction. These contexts and constellations also have to be presented as a part of linguistic description, and not only from a structural but also from a functional perspective. The decontextualization of the individually viewed various linguistic expression types is the result of meta level intervention which is undoubtedly necessary in scientific objectification but is not enough in itself, since it increases the gap between scientific description and practical experience and is not in accord with the experience of the speaker (and, thus, the student). This is why it is important to state that linguistic production (speech and writing) and understanding are an integral part of the linguistic system.

Linguistic structures are organized by meaning through conceptualization. The speaker and the hearer construe conceptual content with linguistic expressions, grammatical structures, and texts. Language does not reflect reality but constructs a part of reality mentally, in mapping relations. Language is not a means of cognition and communication but a medium of it. Construing, that is, processing (analyzing) understanding is the conceptual creation of an event or scene in one of the several possible ways (Langacker 2008: 55, Talmy 2000, Verhagen 2007). Construing is a characteristic of all linguistic expressions, and languages provide various ways of categorizing the represented situations and their participants, characteristics and relations. Factors of construing are categorization, the directedness of attention (for instance, in conceptual perspectivization), and the organization  of the conceptual structures. Since the meanings of linguistic structures are conceptual in nature and connected to human cognition, schematization as a result of abstraction is a basic feature of it. In the linguistic expression of some content it is primarily up to the intention of the speaker (i.e. the conceptualizer) to decide at what level of schematic (abstracted) conceptual structures they will construe the given content. The relationship between the semantic schema (type) and the realization (instantiation) is a question of degree. For instance, a noun, especially a noun premodified by an adjective, is always more detailed semantically than a pronoun. A noun denoting a superordinate category is always schematic compared to a subordinate noun denoting a token (instance). A schema (category) can, thus, have semantic elaborations and extensions of different degree of detail. 

Similarly, the linguistic schema is an abstract structure of linguistic expressions, phonologically, semantically, and morphosyntactically alike. Schemas serve as models on various linguistic levels: individual linguistic expressions can be created on the basis of and in relation to these. Schemas are realized in context sensitive probability, that is, the occurrence of the various schemas in different contexts is probabilistically dependent on the context. The grammaticality of linguistic expressions can be characterized not through their compliance with the rules but through their adequacy, which is defined by speaker intention and hearer expectation in actual linguistic interaction.
4. The place of semantics in mother tongue education


There are two main conditions of teaching semantics in school (in addition to the general conditions). One is the constant and continuous involvement of semantics in the mother tongue curriculum: the basis and details of semantics have to be included in all eight years’ curriculum. One of the basic tenets of Hungarian mother tongue education states the bipolar structure of the sign: according to it, the linguistic sign is the symbolic connection between the phonological side (phonological form) and the semantic side (meaning). In contrast, textbooks ignore the semantic side and make the formal structure of linguistic units almost exclusively the central part of the curriculum. The discussion of meaning will be effective if in the eight years’ curriculum the various aspects of the linguistic meaning are built on top of each other and receive descriptions and expositions that extend in various directions (to semantic circles of meaning) and are abstracted. Phenomena of meaning have to be taught not just once, with one definition, and keep returning to it – instead, word meanings or polysemy have to be first taught through simple examples from linguistic practice, then proceed to simple interrelationships and lead students to more abstract notions and wider interrelationships.  

The other condition is not very complicated either. In teaching meaning, the starting point has to be, as always, what students already know. That is, it is worth building on the practical language knowledge of students in accord with their age, and make that conscious in its form and function. This is important because children quickly realize that they have a direct involvement in language practice and language use, that these are created by them and their peers. This is true of meaning and all of its components. It is easier to deduce abstract categories and interconnections from use made conscious than the other way around. For 9-10-year-olds the categories of noun, verb and sentence are too abstract. But they easily understand that we are all surrounded by things, for instance, physical objects, which we see, touch, and name, usually with nouns. Similarly, it is easier to start out from the metaphorical extension of human body parts than from the abstract definition of the metaphor, since metaphorical mappings (as well as semantic extensions) are based on and motivated by experience (cf. leg of the table, lip of a pitcher, eye of the storm etc.). 
Children’s most direct experience is about the two poles of linguistic signs, the phonological and the semantic. Every speaker has direct physical experience about sounds and direct mental experience about meaning: they perceive that a linguistic structure means the same for them as for their interlocutor, and this is primarily why the communication between the two of them is successful: because their interlocutor’s experience is successfully directed to the same as their own. Morphological and syntactic structures are more abstract, so those are possible to recognize and to teach in their abstractness beginning with a specific age only. This is so even if morphological and syntactic structures can be objectified in description by formulas, that is, they can be presented as if they were existing physical objects. 
From the brief summary above it does not follow in any way that the range of phenomena associated with linguistic meaning should be left out of the mother tongue curriculum of public education – on the contrary. As abstract as meaning seems to be, it can and should be taught in the early years already. Functional linguistics emphasizes the special role of semantic motivation and the motivation of function in linguistic performance, and, necessarily, in mother tongue education as well. Experience – age-specific and practical linguistic information – also has a special role: it is building on this experience and starting out from the prototypical that the abstract can be approached. Through some simple examples it is worth demonstrating the results of semantic description and its possibilities in public education.
The definition or circumlocution of the category of noun is done from the perspective of cognition in cognitive semantics. Accordingly, things are signified typically by nouns. The cognizing and speaking human being is surrounded by a myriad of things (entities understood as things) and can speak about many things. These things can be of many kinds. The great variety is kept in the same category by the designation of things: the various things are all designated by nouns. Rock, table, gold, water, love and running are all nouns. Each of the listed nouns designates things, although these things are very different. These different things are classified in the same category in cognition and categorization, through conceptual construing. The physical object is a prototypical thing. Natural and man-made physical objects surrounding people show relative permanence in time (their shape, size, color or material does not change), and temporality plays a minimal role in cognition, if any. Objects are delimited in space, their dimensions can be recognized, and they, thus, are separated from other objects. Physical objects are the things that can be experienced the most directly, and from their cognition the notion and schematic conceptual structure of thing is created. The conceptual schemas of physical objects pass through further conceptual and semantic extensions during cognition – this is how human cognition applies the schema of the notion thing to materials of different material nature (in this sense sand is a noun, designating a unbounded material that can be recognized in its parts, and water is also a noun, designating a unbounded material that cannot be recognized in its parts), processes which are not handled temporally (like running), and phenomena that cannot be experienced in an objectified way (for instance, emotions like love). 
School-age children have ample experience about the various types of things, and about things in general. If during mother tongue education, children meet the category noun not in the form of an abstract definition (and formal characteristics and tables of paradigms) but through its primary functions, the gap between scientific description and practical knowledge can be bridged. The variation of things can be discussed age-appropriately, first covering physical objects (both natural and man-made ones) and their properties, pointing out their formal and material permanence and unboundedness (based, for instance, on the experience of rocks, trees, houses, furniture, and objects of everyday use). And then this can be continued with the characteristics of materials (the examples of water, sand, gravel, or soil), or bigger units composed of many similar entities (such as peas, wheat, grains of corn, or the connection between many people vs. a crowd, or trees vs. a forest). Building in this way in grammar teaching at school, semantics will develop – gradually and first unnoticed, then widening and getting more and more abstract. At the same time and parallel with this, several grammatical categories are established and developed partially. At an appropriate moment in the education process the observation can be made that the many words that designate things are all nouns with further typical characteristics. There can be one or more of something, and thus nouns can be singular or plural. If, in conversation, something is identified, it will become definite, if not, it will be indefinite. Things – primarily, physical objects – are placed in space, so, in Hungarian, these nouns receive locative suffixes which indicate primarily spatial relations. Many other characteristics of nouns can be introduced like this, on a semantic basis, building on their function.
The category of verbs can also be introduced gradually: verbs indicate processes in time, in the relationship of two schematic participants, or figures, e.g. somebody runs somewhere. Or the category of sentences can also be introduced like this: a simple sentence maps out, in a schematic way, a scene with typically two participants or two things entering into a temporal relationship.

With these processes, which can be justified scientifically (in a scientifically authentic way) and pedagogically, it is not only the semantic and functioning nature of language that opens to the students, but the system of grammar is also gradually built up. Approaching from the direction of function, the more abstract grammatical system will remain more in touch with the practical knowledge and mother tongue experiences of the students.

Taking all of this one step further: polysemy can also be defined through similar methods and gradually (for instance, through the various meanings of head: body part, mind, person, leader, the edible part of a vegetable, the operational end of a tool). Through this, students can be taught the semantic structure of metaphor and metonymy. The spatial directionality of orientation metaphors (become upbeat ‘become cheerful’ vs. be down ‘be in a bad condition’; proceed forward, keep back), or the container schema of ontological metaphors (keep in mind, fall out of line, enclose in one’s heart, get something into one’s head) are all based on simple and direct experiences which can be made understandable through simple explanations, at an abstract level already for the students in upper years of the primary school. And it is not impossible to point out, at least in high school, the perspectivized nature of language, through experience based examples, again. Thus, high school students could process the fact that the same person in the same family can be named using different perspectives (mom, my daughter) and the same person can be designated in various ways by nouns (the doctor, the patient, my boss, so and so’s colleague, my client). Social roles and, in general, the functional semantic perspectivization of things are important components of language. Knowledge about this is developed and grows during socialization, and making this knowledge conscious should be a part of mother tongue education. From the perspective of mapping out space, the perpectivizing meaning of verbs plays an important role: come vs. go, take vs. bring. These linguistic and semantic characteristics are unavoidable in speech situations, in speech situation appropriate behavior, in successful fulfillment of social roles, in carrying out appropriate cooperation with others, and in developing empathy. 

Teaching all of this is possible primarily through examples which are well-known and frequent in the students’ own language use. In all cases, it is the correspondences between the knowledge of the students about the world based on their experiences and the meaning of linguistic expressions that can provide the basis of teaching and of abstract definitive categorization. These correspondences can be defined, as is explained above, usually as the cognitive essence of linguistic meanings. 
5. Teaching metaphors at school

Teaching semantics at school can be exemplified well through the phenomenon of metaphor. Metaphors have been a part of language curricula since the beginning of times, although usually without a semantic base, instead in the framework of rhetoric and stylistics. Cognitive approaches explain the semantic structure of the metaphor as the motivated conceptual connection between two notions (cf. Lakoff and Johnson 1980, Kövecses 2002, Gibbs ed. 2008). Cognitive descriptions also go one step further in several respects. First, they state that metaphors are extremely frequent in everyday language use, so they are not special or specifically artistic phenomena. And second, metaphorical expressions can be traced back to a shared conceptual structure rather than stand by themselves in the linguistic system:
(5) a. speak highly
     b. be upbeat
     c. rising standards
     d. high standards
     e. top (‘the best’, as adjective)

     f. rise (socially)

     g. climb (the ladder)

The most obvious shared semantic characteristic of the expressions in (5) is up and upwards: all of the expressions contain an element of verticality, that is, a vertical spatial directionality. Directionality in verbs is represented with particles in English and with preverbs in Hungarian, whereas nouns and adjectives can refer to high placement or objects placed high. The metaphorical meaning of this spatial directionality can be easily given: all the expressions refer to a positive process or state. Accordingly, the connection can be state in a more abstract way (in small caps, as usually in cognitive linguistics):


(6) good is up and upwards.
In the metaphorical expressions in (5), two notions are connected: up and good. The connection between these two notions creates the conceptual metaphor, whose abstract representation is given in (6). The spatial directionality of up and the notion of the value good have opposites.  The opposites of the metaphorical expressions listed in (5) can also be given, by augmenting the first connection with the second:


(7) bad is down and downward.
	(8) good is up and upwards
	

	speak highly
be upbeat
rising standards 
high standards
top

	

	bad is down and downward


put somebody down
be down
falling, plummeting standards 
low standards
hit bottom
The two demonstrated connections (good is up and upwards; bad is down and downward) can be traced back to natural and cultural experiences spelled out, for instance, in the following pairs of opposites:

(9) a. straight behavior – bowing, kneeling;

     b. sunshine coming from above – the darkness of the inside of the earth;

     c. heaven – hell, as imagined positioned spatially.


On the basis of these examples, the following can be concluded: (a) metaphorical expressions can be traced back to more abstract interconnections and conceptual metaphors; and (b) conceptual metaphors are experiential connections between two pieces of knowledge, two concepts.


The interpretation of metaphors summarized above is suitable for the university level, but not for primary or secondary school level mother tongue education, at least not in this form. Semantics in general and the description of metaphors should be made suitable for mother tongue education at school: it has to be taken to that level of abstraction that is suitable for the level of mental development of 10-to-18-year-olds. The various levels of the semantically based teaching of metaphors, suitable for 10-to-18-year-olds, are as follows:

1. Play. Word games, recognizing some characteristics of designations, simple listing. For instance, through questions regarding designations (by pointing at objects or pictures depicting them):

What are the names of the following objects? (e.g. table leg, lip of a pitcher)

Do these objects have other names?

What is a leg, what is a lip, primarily?

Why do we use such names, that is, names of things for other things?

Also, reading and discussing simple literary examples, for instance, from János Arany’s Toldi, or Sándor Petőfi’s János vitéz [John the Valiant].

2. Interconnections. Pointing out, characterizing, discussing the first, simple level of interconnections. At this point the role of source domains is important (not in these terms yet). For instance, the human body as a conceptual range (superordinate notion) is usually an important source domain, just like body parts are as well (head, arm, leg, heart, eye, ear): head of the family, strong-armed, enclose in one’s heart, be all ears.


3. The relationship of the experiential and the abstract, motivation. At this point the focus of attention is the experiential nature of the source domain, the (usually) abstract nature of the target domain, and the conceptual relationship between the two. For instance, in the conceptual relationship of the meanings of mouse as 1. a rodent, 2. a handheld computer device moving the cursor, in addition to the 1st meaning ‘animal’ children have the notional schema of animate being, animal available to them on an experiential basis (they see, hear, and touch animals as well as know about their bodily and behavioral characteristics). There is no general schema to connect to the ‘computer device’ meaning – it has to be created, a process which is helped by the first meaning of mouse, from the conceptual content of which outward appearance and movement are mapped to the notion of the device. The latter is not simple similarity either, but motivation in a wider sense. Similar descriptions can be provided for the conceptual metaphorical expressions of human body (part) container: enclose in one’s heart, enter one’s head, go to someone’s head, get something in one’s head.

4. Interconnections. Making students see the second, wider level of interconnection within the network of semantic extensions. The first goal is to show the connections of metaphorical expressions belonging to the same conceptual metaphor. Thus, the system of expression of the conceptual metaphors good is up and upwards; bad is down and downward can be further elaborated on, as can those of the notions being inside and being on in Hungarian preverbs and locative suffixes, again, through simple examples (asztalon ‘on the table’, utcán ‘in the street’, vonaton ‘on the train’, repülőn ‘in the airplane’, Budapesten ‘in Budapest’, ünnepélyen ‘at the commemoration’).

5. A complex discussion of the mapping relations of the source domain and the goal domain (in the upper years of secondary school). At this final point, a unified overview of metaphorical mapping is the goal through the analysis of conceptual metaphors and their expressions, for instance: understanding is seeing (see, see through, see sense, point of view, clear), the mind is a container (keep in mind, bear in mind, slip one’s mind), time is space (on Monday, in January, in 1956, in an hour). In addition to this, the semantic description of metaphor is applied in stylistics and literary interpretation, concentrating on the dynamic, operational and variable characteristics of conceptual metaphors and metaphorical expressions.

The strongly or weakly conventionalized nature of metaphorical structures can be discussed at every level, as can be the relationship between unique and everyday expressions as well as parallel examples from foreign languages, whenever possible. At the upper level, motivations and historical background can also be mentioned.
6. The linguistic system and the native speaker


Mother tongue education and language teaching are only possible with native speakers as speakers in mind. The linguistic system can be realistically described through the relationship between speakers and linguistic interactions. The same is even more so in connection with teaching about language, at both a practical and theoretical level. This is why the essence of this relationship has to be briefly summarized.

The native speaker acquires their vernacular (rather than their mother tongue) as their first language. This is the dialect they learn the most fully, by the end of adolescence. The first dialect is that dialect of the mother tongue which is spoken by people around the child, primarily in the family. The child learns the other dialects in relation to their first dialect (see Chambers 1995). 

The native speaker learns their second language (which can be anything, in our case, the majority language of the state, Slovak) in relation to their first dialect and, more widely, in relation to their mother tongue (in our case, Hungarian), rather than as a mother tongue.

The native speaker categorizes the things of the world together with language acquisition, strictly speaking, together with their vernacular acquisition. A culture and the language maintained by it map the world in a specific way, through categories and the communal operational forms of the categories. Culture specific languages differ from each other to a greater or smaller extent, due to their partially different realizations of the various categorization possibilities. 

The status of mother tongue speakers living in situations of minority bilingualism merits special mention in this discussion. Native speakers living in situations of minority bilingualism do not acquire the majority, state language as their mother tongue or their vernacular. In addition to their mother tongue vernacular, minority speakers know another language: they know the state language, as a second language. There are different ways and different domains in which they can acquire it:
· bilingual family (one of the parents or relatives speak the majority language as their mother tongue)

· linguistic environment (at preschool, among the neighbors, at school, there are people who speak the majority language; television, radio, signage)

· majority language school or bilingual preschool and school.

Successful teaching of the majority language as a second language can be done after the issues above mentioned (the characteristics of mother tongue speakers, the interpretation of language) are worked out functionally and in detail, taking into account the following points.


Language knowledge in general, and mother tongue knowledge in particular are a part of knowledge about the world, which has the following characteristics:

· it is organized in networks,

· it can be created or recalled through parallel distributed operations (especially in lower level conceptual structures),

· it is open, can be extended and shaped; it is not closed or inflexible.


First language acquisition is done with the help of cognitive skills (categorization, construing) and imitating patterns, always in actual speech situations and with joint attention and reference. First language acquisition is not a mechanical process but a series of active and creative acts which are part of the acquisition of knowledge about the world. Language acquisition has the following important characteristics (Tomasello 2000, 2003):
· Language knowledge is a structured inventory of symbolic units.

· The language knowledge possessed by the individual is a sum of accumulated experiences originating in usage events.

· The processes leading up to it are as follows: entrenchment (repeated use of specific expressions) and abstraction (variation of components of specific expressions).

· Children use different psycholinguistic units than adults.

In second language acquisition the above characteristics can prevail fully only (or mostly) if a child is socialized in a bilingual family as a balanced bilingual. In other cases the learning of the majority language can happen if further conditions are also met. The older the child and the less bilingual the people immediately around them (e.g. in the family) are, (1) the greater the need for making grammatical structures conscious and for abstracting them, so that the practical knowledge can be formed, from these conscious and schematized structures, through practicing, and (2) the more the child will consider the majority language a second language.

For the development of the methodology of teaching the majority language as a second language it is necessary to do the following: to analyze in detail the following (and further) models of language acquisition and language teaching, to investigate and process the application of these models for the solution of the present problem and its expected success. 

The language pedagogy of cognitive linguistics approaches grammar on the basis of the functional and semantic principles outlined above in its second or foreign language teaching (cf. de Knop and de Rycker eds. 2008, Salaberry and Comajoan eds. 2012). The idea of conceptual teaching should be emphasized at this point: it can be realized in similar or different ways in the source language vs. the target language, using different modes of construing. Accordingly, in addition to grammatical skills, one of the main goals of language pedagogy is conceptual fluency. The principles of the language pedagogy of cognitive linguistics are close to Hudson’s functional language pedagogy (cf. Hudson 1992). 

The theory of scaffolding should be mentioned at this point as well (cf. Bruner 2004, Shanker and Taylor 2000). Scaffolding is visible or audible assistance through which an older member of a culture passes knowledge on to a younger member in a social setting during the socialization process. Language acquisition happens in the context of synchronized social actions. Scaffolding is an overarching designation of those actions through which caregivers supervise and set the extent of assistance given to the child in language acquisition.
7. A functional mother tongue education program


In the late 1990s, my colleagues Nóra Kugler, Klára Lengyel and I started publishing a series of 8 textbooks (for 10- to 18-year-olds) with Korona Kiadó. The series was never completed, primarily for financial reasons. The published volumes (Kugler et al. 1998, Kugler and Tolcsvai Nagy 1999a, Kugler and Tolcsvai Nagy 1998, Kugler and Lengyel 2000, and Tolcsvai Nagy 2000) aim to present the functional perspective outlined above in mother tongue education – this is explained in detail in the handbook for teachers of the textbook for 10-11-year-olds (Kugler and Tolcsvai Nagy 1999b). 

The theoretical and methodological basis of the textbook series is that in mother tongue classes teachers deal with students who speak and know (some variety of) their language (at some level of education), for whom this world has to be presented as a system capturable through conceptual categories and widened to the greatest possible extent, and, at the same time, who should be assisted in articulating the linguistic creative forces. On the basis of the investigations it is obvious that we do not just use language as a ready-made system of tools when we speak but apply the available possibilities creatively (to some extent, even in the most practiced situations). Linguistic creativity is a problem solving activity: in a given situation, the choice or creation of (i) behavior suitable for the circumstances of the given situation and of (ii) referential and representational language forms also suitable for the situation require constructive effort which is a natural component of everyday activities built on practical knowledge. This everyday creative activity is what the series of textbooks aims to gradually develop in its conceptual system, as well as to further widen it and present its communal value system. Education aimed to develop problem solving takes new generations closer to the methods of successfully carrying out activities, satisfying the conditions of the age that should be recognized and supported. The pedagogical goals of all eight years are as follows:

practical-creative  >  conceptual-creative

global practice  >  elemental, partial  >  global

These aims mean, first, that the practical knowledge of the 10-12 age group should be expanded with creative learning and should be explained, in an age-appropriate way, through increasingly conceptual knowledge in order to achieve that the conceptual nature should be predominant in presenting information to the 16-18 age group, at the same time, retaining the creativity. Second, this means that a holistic presentation of language is more suitable for 10-year-olds, and new parts (such as phonology, morphology, or syntax) emerge from this during the years, followed by a turn back to the whole with the presentation of how to process global units (text, style, varieties, speakers’ attitudes to varieties), in a more complex way. Accordingly, the four main chapters of the textbook written for 10-11-year-olds do not focus on traditional grammatical categories but present different perspectives on encountering language in a conscious way, by title, as follows: Language and behavior (especially speech acts characteristic of the age group, dialog, the expression of emotions), Language and knowledge (especially through the characteristics of connections between word meanings and knowledge about the world, of the simple sentence, and of writing), Language and system (recognizing characteristics of simple taxonomies), Language and art (rhythm, sound, language games, imagination, and linguistic creation are discussed in everyday and literary texts).

The most important of the connections between the four components of the functional system presented in the series of textbooks and the individual sections of material are as follows (the sections of material are designated with their titles in the following listing, with the volume number in brackets):


Language as behavior – Language and behavior (1), The vocabulary of Hungarian (2), The sentence, (4), Meaning (4), Varieties of Hungarian (5), Speakers’ attitudes to varieties (5), Text (6), Style (6), Communication (8).


Language as knowledge – Language and knowledge (1), The vocabulary of Hungarian (2), The structure of language and the word (3), The sentence (4), Meaning (4), The history of the linguistic system (5), Text (6), Style (6).


The language as a system – Language and system (1), The vocabulary of Hungarian (2), Speech sounds and the sound of speech (2), The structure of language and the word (3), The sentence (4), Meaning (4), The origin of the Hungarian language (5), The history of the linguistic system (5), Varieties of Hungarian (5), The linguistic system (7).


Language as art – Language and art (1), The vocabulary of Hungarian (2), The sentence (6), Meaning (6), Varieties of Hungarian (5), text (6), Style (6), The linguistic system (7), Communication (8).


Other important connections are the following:
The vocabulary of Hungarian (2) – Meaning (4).

Speech sounds and the sound of speech (2) – The structure of language and the word (3), The sentence (4).

The structure of language and the word (3) – The sentence (4).

The structure of language and the word (3), The sentence (4) The history of the linguistic system.

The structure of language and the word (3), The sentence (4) – Text (6).

Varieties of Hungarian (5), Speakers’ attitudes to varieties (5) – Text (6)  .

Varieties of Hungarian (5), Speakers’ attitudes to varieties (5) – Style (6).

Text (6) – Style (6).

As a final summary, as a mapping of the entire system of interrelations: The linguistic system (7) – Communication (8).


Starting out from these bases, it is possible to proceed to more abstract grammatical categories, structures, and the knowledge of systems. Naturally, functional pedagogical systems of a different structure can also be worked out. Throughout it all, however, it is important to keep in mind the basic tenets of functional linguistics: the perspectives of the speaker and hearer, the various linguistic expressions, the typical linguistic context of structures, and the elemental importance of meaning. Through it, it is possible (even for the student) to maintain the active role of the student, the child as a speaker. That is, while public education can transmit up-to-date scientific and scholarly results to mother tongue education, the students’ place in this system is not lost: students can continuously feel their own significance in the language description, and feel that this is their own language – and that of their peers, parents, and friends. It is through this that the grammatical system can be connected to linguistic variability and conceptual and social variability, through actual perspectivization, building it on experiences like an adventure. 
8. Summary

In this paper I have outlined the possibilities and significance of cognitive semantics and, more widely, of functional linguistics in public education and, specifically, in mother tongue education. Functional linguistics emphasizes the perspectives of the speaker and of the hearer, the typical context of linguistic expressions and structures, and the essential importance of meaning. Cognitive semantics posits the experiential origin and conceptual nature of meaning and that it is semantic structures that define the nature of morphosyntactic structures rather than the other way around. In this way it re-humanizes linguistic description and gives back the anthropological nature of language. This can eliminate or close the gap between the abstractness of the grammatical system and the everyday language use and language practice of students, students can understand the justification for language teaching, because they can feel and know that in the grammar class it is issues which touch on them in the most personal and most direct way in their community that are discussed. The functionally based mother tongue education attempts to close the gap between scientific description and the abstract system worked out as a result of it on the one hand, and practical experience on the other, also making learning and teaching easier. With its ability to point out close connections between the system and use, functionally based mother tongue education can be truly providing mother tongue learning. That is, it is able to point out many difficulties of linguistic socialization and cognition to students, help them tackle them, at the same time providing teachers with assistance in resolving conflicts of socialization. It is hardly necessary to stress the importance of these things, especially in a minority bilingual context. I have demonstrated the outlined possibilities through examples of cognitive semantic analysis. And last, I have discussed the structure of a functional grammar book series.
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