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Hungarian with its nearly 15 million speakersis not a small language. However, outside of Hungary, Hungarian has all of the characteristics of small languages: it has no official status, and domains of use in it as well as the numbers of its native speakers are constantly decreasing. In addition, native speakers of Hungarian outside Hungary in many cases do not speak Standard Hungarian, which results in the fact that their language use is doubly criticized. On the one hand, their mother countrymen in some cases make remarks on their Hungarian language use; on the other hand, the state official language users often criticize their command of the state language.
Our study shortly outlines those problems that the students living in a minority situation come across during teaching and acquiring their mother tongue as well as the language of the majorityin an organized form of school education.

Hungarian students in Slovakia are in a different situation than Hungarian students in Hungary as far as language teaching and learning are concerned, since the former need to learn about two systems of Hungarian at the same time: that of their own variety of it as well as that of the Standard, whilst their own language variety shows differences against the Standard originating in bilingualism in all the aspects of the language system. The expressed and unexpressed objective of their curriculum, however, aims to teach only Standard Hungarian.  The teaching of Hungarian does not include a discussion of its varieties, and notes upon the case of bilingual situation are mostly stigmatizing and reflecting negative value judgement. Its direct result is that no contrastive aspect is used in teaching Hungarian language and grammar either as against the Standard, the vernacular or the state language(Kozmács 2014: 151; Tolcsvai 2014: 107, 113).

At schools in Slovakia(both at those with the state language as the medium of instruction and at minority education) the educationis based on structuralist principles, lacking discussions of functions of language and the view that language is not a static set of elements and rules but a way of functioning (Tolcsvai 2005).Even though we know that the lexicon is acquired much before grammar in both first and second language acquisition, and that grammar is an abstract and symbolic coding system, the main emphasis in teaching languages in Slovakia is on the grammar, especially when it comes to mother tongue education (especially in the case of mother tongue education, although the textbook nowadays also contain a so-called communication block).This has an alienating effect on speakers regarding the linguistic systems they usesince it wants to teach an abstract system that has little to do with its user or originator.
In the case of minority speakers, it does not help to place their language use, their language variety among the language varieties. The minority student apprehends their lingual otherness among the speakers of the Hungarian vernacular, the constant and increasing presence of the linguistic interferences among minority speakers which may cause language insecurity in the use of their mother tongue (Kozmács–Vančo2013; Vančo2015).
The reason for this kind of approach lies in the traditions of teaching grammar and language on the one hand, and in the differences between first and second language acquisition on the other.
In the case of mother tongue education in school, a system of codes already used by the speaker and their metalanguage(that of the target language) is taught, the structure of which system is not conscious to him/her. 
The traditions of teaching grammar however are based on authority, the education starts from teaching an abstract, ideal, „correct” language variety, the spoken language does not appear as a base (since in this case there are no examples either confirmed with written texts or created by outstanding individuals of the given culture to refer to).The linguistic objective of language teaching is to introduce and instruct the „correctness” through rules, thus creating one codedness without varieties. In this system, the students’ differing language varieties, even if they appear, they do as system alienating elements the discussion of which would inthe long run burst the system itself in spite of the incorporation of the above mentioned communication and textual conceptions into the curriculum.
As for the teaching of the majority language to Hungarian children, the system of codes taught is used or partially used by the speakers, with a structure which is not conscious to them. For some of the students it is an unused system of codes, in which case the elements have to be acquired before the structure and functions can be made conscious. For some of the students – possibly in the same educational group – in most of the cases a system of code unused andunknown to them is acquired: in which case the elements have to be acquired at the same time with making the structure and functions conscious.
This making conscious of the structure of the code has always been the aim of teaching grammar. For a long time, this purpose was served by the teaching of Latin, which provided a clear cut opportunity to examine the structure of the code, since the entire code system was unknown to students, Latin being a not spoken language and having no varieties (although it did have some speakers). Its structure was static, and this made a lexeme- and paradigm-based acquisition possible, since no spoken language models existed.

Today, the acquisition of the code structure occurs during mother tongue education. The main issue here is that the entire code system is known to the user (children already possess the language at the level appropriate to their age), and so a (fluently) spoken language has to be abstracted and made conscious – which for the speaker really does not make any sense. The abstracted language has varieties, and the acquisition process has not been paradigm based. It would be important to recognize and during mother tongue education it could be the aim that the functions and structures identified during the process of making one’s mother tongue conscious will have to be recognized and used during the learning of the second language. 


The third option is that the abstraction is done during the second language teaching process, just like it was done in the case of Latin. In such a case a (partially) unknown code system is processed, since a completely/hardly/partly spoken language needs (?) to be abstracted (made conscious), which also has dialectal variation, and what is being learned in the educational process is its standard variety.

Traditional grammar and language teaching is unsuitable for producing optimal results in a bilingual situation, such that speakers do not get alienated from their mother tongue and use the second language with confidence. The functional perspective can provide a possibility for the teaching and use of the second language to become successful. Regardless of language – first or second –, the functions used by speakers are the same. It is one of the basic principles of functional cognitive grammar that the semantic code and structure are not universal but to a great extent language specific (Langacker 1987: 2, quoted inTolcsvai 1996, 2001: 44 ff.). In contrast, the cognitive abilities involved in using language (perception, processing, recalling etc.) are universal whereas grammar is not (Kugler 2009). According to this view, grammar is the tool that helps to express thoughts, perception, and the world in words. In this sense

When X is assigned a functionF in a (partial) systemSZ, if X has activity A which contributes to F and takes part in the implementation of F (cf. Kugler 2009, following Dressler 1995).

One consequence of this can be the perception of functions as infinite – and that makes their discussion in school more difficult.


In Hungarian, for instance, many functions are realized by the Use conditional mood!pattern. It can express any of the following:
1. Conditionality.
2. Wish, desire, hope
3. Will, need
4. Suggestion, encouragement
5. Assurance, persuasion, strengthening
6. Quotative nature 
7. Doubt, uncertainty
8. Obligation, necessity
9. Overly modest oroverly carefulsuggestion, request
10. Indignation

It follows from the universality of functions that they exist in the second language as well. But do we know the appropriate foreign language (in this case, Slovak) pattern(s) that realize these functions?They are probably not known since during the description of Hungarian language the works that reveal these functions are being created right now, but these results have not appeared in mother tongue education and the situation is similar in the case of the Slovak language.

A further question is how well the syntactic and semantic categories used during the acquisition process are knownby the teachers, so how good is the teachers’ knowledge of this. Syntactic and semantic categories are meanings that are realized by a functional connection between and system of linguistic elements at the level of the sentence. For instance:
· Modality: the expression of speaker attitude in the sentence;  

· Aspect: the time relations of the sentence, its inner time structure (created in Hungarian by tense markers, auxiliary verbs, time adverbs of the sentence, particles emphasizing the topic, object structures, the categories of definiteness and indefiniteness, verbal aspect, andaktionsarttogether);

· Presupposition: implicit meanings (which can be carried by word meanings, particlesand syntactic structure, word order, and stressalike); 

· Personal relations (lexicalandmorphological elements, definitenessandindefiniteness, the system of generality and individuality). 

· Definiteness
· Locative relations. 

(Kugler 1999)

Native speakers use these categories without being conscious of which ones they are realizing at all times. During the second language acquisition process, however, it is almost indispensable to identify categories. In mother tongue education, the above syntactic and semantic categories are not even mentioned. How can we expect (primary school age) native speakers of Hungarian to be able to identify and use syntactic and semantic categories in the second language that they have no knowledge of?


A function-centered (foreign language) teaching can be of natural assistance in this, since it is aimed at developing, by foregrounding, the functions and semantic components of linguistic phenomena, and by forming an organic unity of language use and language functions instead of a formal and atomized system of grammatical categories (Éder et al. 1998: 409). A dialog needs to develop during the education process between the student’s own experience and scientific description, producing a discourse which assigns significance to the speaker’s point of view and intention to direct their partner’s attention, producing a coherent text in the end. Teaching gradually progresses towards more abstract categories, sometimes without explicitly mentioning the scientific name of a category, while the sociolinguistic relations between student and teacher are also made conscious. 


Of the above syntactic and semantic categories, aspect in Slovak poses serious problems for Hungarian speakers, since Hungarian is not a language with aspects thus expressing the aspect in a system different from the Slovak system. In a system expressing Slovak as a language with aspects,most verbs have two forms which form a verb pair and differ in how they denote time. One form is the progressive verb (nedokonavésloveso), the other one the perfective (dokonavésloveso). According to descriptive grammar, verb pairs can be formed in one of two ways: deriving the perfective form from the progressive one through prefixation, or the progressive form from the perfective one through suffixation. Similarly to other Slavic languages, for example to Russian, frequentativity is expressed through adding a progressive derivational suffix. Frequentative verbs can be derived from primary or secondary (i.e. already derived) imperfective verbs. Progressive verbs have three tenses (present, past, and future), while perfective verbs only two (past and future, the latter expressing present). 


Descriptive grammatical perspectives do not make it possible for non-native speakers to acquire this phenomenon since they do not know what to do with either the morphological or syntactic criteria of the verb pairs: according to grammars, the morphological criteria of verb pairs are, among other things, as follows:


1. present tense forms: those expressing present tense are progressive, those expressing future tense perfective


2. complex future forms: those that exists are progressive, those that do not exist perfective.

Syntactic criteria include, among other things, that if the question “What does s/he do?” can be answered with the verb, it is progressive, and if not, it is perfective. 


These criteria can perhaps be interpreted by native speakers, but not by students learning Slovak as a second language, since identifying them presupposes performance – which is also something students are aiming to acquire.


In the case of Slovakia, if such a description does exist, no trace of it can be found in the teaching of Slovak in schools with either Slovak or Hungarian as languages of instruction (ŠVP SjSL 2008). In the curriculum reference is made to a competence based and communicative language teaching, however, the system of requirements itself does not give a guideline to its realization. A good example of this may be the upper level primary school curriculum (grades 5 through 8) for the teaching of Slovak in Hungarian schools includes the characteristics, aims and tasks of the subject, the compulsory parts of the curriculum, and the skills to be acquired. The authors of the document state that proficiency in Slovak is a societal expectation, this language is not the mother tongue of students of Hungarian nationality, nor is it the language of instruction in their schools. This makes it necessary for the Slovak language to be taught as a foreign language. The starting points of the teaching of the language are a communication centered approach, appropriate for the age of the students, and matching the sophistication of the content to it, mutual tolerance and democracy, taking fully into account the students’ abilities as well as social and linguistic background (ŠVP SjSL 2008: 2). The document draws attention to the need to take into account that after the completion of fourth grade, the students’ level of proficiency in Slovak may vary depending on their language environment, level of expression in their mother tongue, linguistic ability, and personality traits (ŠVP SjSL 2008: 2).

The basic aim of the subject is to achieve communication in Slovak, that is, for the students to be able to express their thoughts and feelings in speech and writing in this language and to participate in communication in a range of social contexts (ŠVP SjSL 2008: 3).  The document lists and defines the competencies to be developed through the teaching of the subject. Among the communicative competencies, the authors list the following: listening comprehension (počúvanie s porozumením), spoken text production (ústnyprejav), reading (čítanie), written text production (písomnýprejav), basic linguistic competencies (základnéjazykovékompetencie), and basic literary competencies (základnéliterárnekompetencie) (ŠVP SjSL 2008: 4–7). In the grammar parts of the document, the contrastive principle predominates, but only at the level of declared intention. The authors suggesting that certain phenomena of the Hungarian and Slovak languages be compared for better comprehension (Vančo2014a).
Despite describing competencies in the introduction, this program is not of a curriculum type and not competence based. It does not name the skills to be developed, the results to be achieved, or the requirements for completing the course of study. It contains the traditional foreign language teaching topics and grammar checklist, emphasizing spoken and written communication.  While in the Slovak language and Slovak literature program description for the lower grades (grades 1 through 4) the development of bilingualism is mentioned as a goal, at least at the level of declaration, the same is missing from the program description for the upper grades (grades 5 through 8).The majority state language may not be regarded as a prototypical foreign language. The Hungarian minorities constantly though not to the same extent live in the majority culture and practice of the state language as the general communication environs, doing their everyday actions in this minority language and cultural medium upheld in a majority contexture.
The above cited subject program might contain the inventory of those basic linguistic units that can be regarded as important in a language from the theoretical and descriptive point of view, however, the representations of more abstract metacategories (for example subject, noun, verb or scheme and rule) is practiced and introduced through their structure and not their use. The overlaps and contrasts between the target language and the student’s language hardly or not nearly appears in the curriculum, similarly to those fields of the language that are differently represented in both languages or are mappedin another way in the form and meaning pairs (Vančo 2014b). 

To evolve a mutual construction of meaning, a mutual understanding emergent in a dynamic speech situation, it is essential that a language description introduces the unity of system and usage, the correspondence among semantic and phonology, morphosyntax, as well as that of the analogy between Hungarian form-meaning pairs and Slovak form-meaning pairs.
Naturally, the document does not contain methodological guidelines. As far as we know, no methodological guidelines have been developed to date, so the implementation of language teaching is the individual responsibility of teachers. 
Together with the colleagues at the Slovak language department of the CPU in Nitra, we are currently working towards making the necessity of teaching Slovak as a foreign language more than a mere act at the level of declaration in the documents, and having it accepted in the training of Slovak teachers so that it also becomes an integral part of the primary school curriculum as well. On the other hand, and because of the above stated our aim is to realize it in a cognitive-functional approach.
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