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PREFACE

The first conference on foreign language teaching at the Rakoczi Institute took
place in 2002. Twelve years have passed since that time. Much has also changed
in our profession in Ukraine. At that time the main focus was on the launch of a
foreign language as a compulsory school subject in Class 2 of the lower primary
school, while twelve years later the primary attention shifted to the introduction of
the Independent Testing in foreign languages for school leavers.

In between, language pedagogy and applied linguistics as a closely related
discipline have been continuously developing and producing new fields for re-
search. Therefore, the Department of Philology (English Language and Literature
Group) at the Ferenc Rékoéczi 11 Transcarpathian Hungarian Institute has decided
to organize an international forum with the aim of providing opportunities for re-
searchers to introduce their findings about the latest trends in language pedagogy
and applied linguistics and share their results with those interested.

Experts from Hungary, the UK, the USA, the Sultanate of Oman and Ukraine
presented at the conference on various topics ranging from teaching young learn-
ers to teacher education. We were pleased to have Prof. Péter Medgyes, Prof.
Marianne Nikolov, Edit Kontra, PhD and Jerry Frank among our plenary speak-
ers. The more than 100 registered participants could listen to presentations in two
sections: one on language pedagogy, the other on applied linguistics.

In the first one, the audience could hear about e-books and video-text versus
audio-text in the instruction of English. In addition, they could learn about the
power and role of poetry in foreign language teaching, among other topics such
as content-based language teaching, learner self-assessment, learning strategies of
young learners of EFL in Transcarpathian Hungarian schools, or the role of men-
tors in trainee teachers’ teaching practicum.

In the second section on applied linguistics, the participants obtained infor-
mation on research going on in related fields of study like pragmatics or cognitive
linguistics. Also, socio-linguistic themes such as multilingualism were discussed.

The present volume containing the written-up versions of the presentations at
the conference has been published with the aim to reach a wider audience.

On 15 August, 2015 in Beregszasz

The Editors



WHY WON’T THE LITTLE BEASTS BEHAVE?

PETER MEDGYES

Eotvés Lorand University, Budapest
pmedgy(@gmail.com

Motto: “It is a war out there, and we need to use every single weapon we have
at our disposal.” (Sue Cowley)

Prelude

Before I begin, I’d like to announce that this lecture addresses only those col-
leagues in the audience who often have discipline problems. So may I ask the
lucky ones who have never experienced the humiliation caused by rowdy pupils
to stand up please and leave the lecture room? I’m sorry, but you’ve come to the
wrong place...

I can’t see anybody leaving. Am I right in thinking then that you’re fellow-
sufferers? Super! Welcome to the club — and thanks for your honesty.

In my view, pupils are legions of spoilt brats or complete idiots — or a
combination of the two. I trust you’ll all agree. Have you ever felt like quitting
your privileged job as an English teacher? Have you ever toyed with the idea
of spending the rest of your life talking to your plants in the garden, instead of
the little devils? Hmm? Be that as it may, the story I’d like to share with you is
a sad one.

So sad in fact that it took me a long time to put pen to paper. When I said
goodbye to my group of 17-year-olds, with a deep sigh of relief, [ was emotionally
too close to the experience to describe it. I was busy doing other things anyway.
Thus I locked in my filing cabinet the diary I had kept during my prolonged agony,
and thought I’d go back to it when things had settled down a bit. Ten years have
passed since then, so it’s high time to reminisce and take stock.

(Extracts from my diary)

September 2000

Wow! Seven boys and seven girls. Who could ask for a better ratio?

Their eyes are sparkling, they’re drinking in my words. | wonder how
long the honeymoon will last.

It looks as if the boys are looking for my weak spots. The girls, on the
other hand, are angels.
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How it all began

A few words about how it all began. I was doing my teaching practice at Radnoti, a
teacher training school, in 1967/68. Legend has it that during a coffee break in the staff-
room my mentor teacher occasioned to mention that this Medgyes was wonderful. Over-
hearing the remark but not the context, a colleague chipped in, “Give me the recipe”. (To
understand the joke, you need to know that my name in Hungarian means sour cherry.)

With all due modesty, I proved to be a bloody good teacher during my stint
of 15 years at Radnoti. I was so sure of my God-given talent as a teacher that I
unabashedly admitted to the only weakness I felt I suffered from. “I’m hopeless
at maintaining discipline,” I kept telling the world of billions, who couldn’t care
less about my personal and professional traits.

Unfortunately, my words echoed in my headmaster’s ears when I volunteered
to be the form-teacher of a new intake of teenagers. He peremptorily cooled my
eagerness, reminding me that a teacher who was incapable of controlling pupils
shouldn’t be burdened with the onerous duty of shepherding a class. My self-
confidence shattered, I learnt the lesson, once and for all, that one had better be
quiet about one’s perceived virtues and vices.

October 2000
The girls keep giggling while the boys are gawking and doodling. As

yet | just gently warn them, but | can already see that I'll have to keep a
firm rein on them.

Greenhorns

In my experience, things haven’t changed all that much in the classroom. Inexpe-
rienced teachers today are just as vulnerable as / was forty years ago. If [ were to
interview greenhorns and ask them to rank the difficulties they faced during their
teaching practice, the item on misbehaviour would probably feature somewhere
near the top. At the now defunct Centre for English Teacher Training, scores of
trainee teachers wrote their theses on the topic of discipline — and the experiences
they described were harrowing. In fact, for many the happiest moment of their
teaching practice came when it was all over.
To give you a taste of their feelings, let me quote just three trainees:

Trainee #1:

“One of the students told my teaching partner that the group has conspired against
us: they want to see which one of us gives up first and leaves. They’ve even made
bets. The aim of the game is to misbehave as much as possible, find out what
incidents irritate us most and focus on those to make them more efficient.”
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Trainee #2:

“My only weapon is punishment. [ can’t make them work unless I threaten
them with a test they’ll have to do in the next class. I want them to feel that
they hurt me a lot. I’'m considering giving up. My teaching partner has al-
ready given up.”

Trainee #3:

“To be honest, during these months I decided to throw in the towel at least
three times, because I felt so disappointed. Nevertheless, I decided to stay
because I thought giving up would mean that [ was ill-suited for this job.”

Have I become a better teacher?

When I decided to go back to the classroom in 2000, I asked myself a similar ques-
tion: “Am [ suited for this job? With all the experience that I’ve accumulated over
the years, am I any more suited foday than [ was 30 years ago?

With these unsettling thoughts on my mind, I offered my services to the same
school where I’d worked at the beginning of my career. The headmistress, a col-
league of mine from years back, welcomed me with open arms and assigned me
a group of 15-year-olds. She said I could expect a lot of visitors, including the
colleagues at Radnoti, “who would also like to learn from you.”

The ordeal was soon to begin.

November 2000

There are more and more absences. | announced that if anyone cuts
the last class of the day, they’ll get loads of homework.

When | gave Zoli punitive homework, he shouted out, “Hurray! The
longer the homework, the more | can learn.”

I’'m going to murder Kristof if he doesn’t stop fooling around. But first
I'll tell him what for.

Discipline in the dictionaries

This lecture, then, is about discipline. But what on earth does this word mean?

Discipline comes from the Latin disciplina, which means instruction and
knowledge. Non scholae, sed vitae discimus! — 1 hear the proverb my father used
to rub in. We are not learning for school, but for life! Discimus is a plural form
of the infinitive discere — we learn. The derivative disciple, discipulus in Latin,
denotes the learner. In the Bible, Jesus has twelve disciples or apostles.

In Middle English, discipline was used in the sense of “mortification by
scourging oneself”. Self-inflicted pain by the use of a whip. Masochism.
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Discipline in the Oxford Advanced Learner’s Dictionary is defined as “the
practice of training people to obey rules and orders and punishing them if they do
not” (2005, p. 433). For example, “Mr Rooney keeps discipline in class.” Accord-
ingly, the equation may look like this: train — disobey — punish — obey. (Inci-
dentally, this reminds me of the four-step drill, which looked like this: stimulus —
wrong response — correction — correct response.)

However, discipline has another meaning too: “an area of knowledge; a
subject that people study or are taught, especially in a university” (Oxford Ad-
vanced Learners’ Dictionary, 2005, p. 433). This indicates that over the centuries
discipline has retained the double meaning of the original Latin: instruction and
knowledge. Note also the cause-and-effect relationship between them, namely
that instruction, ideally, is conducive to knowledge.

January 2001

Blanka is getting on my nerves. She not only keeps yawning in my
face, but today she asked loud and clear if she could go out to pee.

Zoli fell off his chair with a crash.

What is classroom discipline?

After this digression, let me narrow down my focus to discipline as it’s manifested
in the classroom. What is classroom discipline?

Well, it’s an obvious concept, isn’t it? Agnes Enyedi, a colleague of mine,
wouldn’t agree. She believes that discipline is an umbrella term, which conceals
rather than reveals the concept. She likens it to babies’ tummy pain; when the doc-
tor hasn’t a clue about the problem, she will say, “It’s his tummy.”

To be sure, classroom interaction takes place between the teacher and the pu-
pils. Both have pretty clearcut jobs to do: the teacher does the teaching while the
pupils do the learning. The trouble is that this division of labour doesn’t always
play out as smoothly as one would wish. From among the host of obstacles, let me
single out just one: lack of discipline.

February 2001
Dani hit Kristof on the head with his pencil-case. When | told him off,
he said, “But he keeps f...ing me about.”

My experience shows that the sine qua non for learning to take place is the pres-
ence of firm discipline in the classroom. To reverse the equation, lack of discipline,
alternately called misbehaviour or disruption, tends to hinder the learning process.

At this point, let me go back to the “train — disobey — punish — obey” par-
adigm. In the context of the classroom, teaching may be regarded as a tool for
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training pupils how to obey and, if necessary, for punishing them should they diso-
bey. Learning, on the other hand, denotes the acquisition of the skill of obedience.

Why do authors shut their eyes?

“Goodness me! How can anyone adopt such a draconian attitude in the 21st cen-
tury?” — I hear you whisper under your breath. “Spare the rod, spoil the child?!
Ridiculous! Is it possible that this Medgyes has never heard about the communi-
cative classroom, humanistic and learner-centred language teaching? What has
caused him to develop such an intense hatred of children? Thank God, he’s no
longer in the classroom! Good riddance!”

I believe, ladies and gentlemen, that your anger is largely fomented by con-
temporary ELT literature, which gives classroom discipline short shrift, if it cares
to bring up this issue at all.

March 2001

How is it that today | can calmly put up with misbehaviour, and tomor-
row I'll crack up? Teacher, you should be more consistent!

We were practising the I wish structure. Laci produced this example: /
wish you were my father. It made my day.

In an attempt to confirm the validity of my assumption, I checked the back
issues of ELT Journal between 1981 and 2011. Thirty-one years in toto. During
this period, only one paper dealt with classroom discipline (Wadden & McGovern,
1991). One — out of more than 900 papers.

I also perused the annual conference proceedings of IATEFL between 1998
and 2009. From the zillions of presentations, the topic of discipline was worth a
mention by only one speaker. Well, two actually, because that presentation was
given in tandem (Prowse & Garton-Springer, 2005).

Why this lack of interest, I wondered? Here’s the answer. Authors and lectur-
ers neglect this topic, because the mere mention of discipline breaks taboos. It’s
a no-go area in ELT. It’s considered to be politically incorrect, non-PC, by the
revered methodologists. But who the heck are these fellows?

Professional amateurs

In my opinion, ELT methodology books and journal articles get written by non-ex-
perts, as a rule. They may well be experts in some other field of study, but not in class-
room teaching. They don’t have chalk on their face — we do. Generally, they’re native
speakers of English — which we are not. The few of them who happen to be non-
natives have lived in native English-speaking countries for a long time — unlike us.
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These guys fall into three fairly distinct categories. To one category belong those
who are located at universities and colleges. They never visit schools except when
their research project prods them to do so. As such they’re outsiders — we’re insiders.

The second category comprises teachers who are employed in the private sec-
tor and teach fee-paying adult students. In contrast, we work in the state sector and
teach children along the age continuum. Our priorities are completely different
from theirs. They’re a minority — we’re mainstream.

The third category is constituted of free-lancers who write ELT materials for
a living, and have long lost touch with classroom teaching, if they ever tried their
hand at it. They receive royalties — we earn a salary.

April 2001

| got tough today. | said that if they opened their mouths again they’d
have to copy out the whole text of the unit. And if they went on talking,
| said, they’d copy the workbook text as well. My words sank in — they
worked in complete silence.

Today Viktor talked off topic — | gave him the penalty at once. | hope |
won't forget to check it next time.

The individuals in these three groups have a few features in common: (1) they
have nothing to do with public or state education, (2) they live hundreds of miles
away from their target audience scattered around the world, and (3) they haven’t
a clue about the nuts and bolts of the ELT classroom.

In this regard, let me quote Norman Whitney, the former editor of ELT Jour-
nal, who reported on an international conference like this:

“At the final round table, the panel of well-known experts, all with extensive
lists of publications in our field, was asked by a teacher how they would han-
dle a particular ‘discipline’ problem. The questioner described her problem
carefully and sensitively. The panel was all but stunned into silence” (quoted
in Appel, 1995, p. 21).

Oddly enough, it’s these professional amateurs who preach about how to do
things right in the ELT classroom. Believe me, ladies and gentlemen, these guys
are bigoted missionaries, pompous eggheads, cynical bastards and wanted crimi-
nals. One or the other. My apologies to the small number of exceptions.

May 2001

On my way to the school, Zsuzsi and Blanka cried after me, “Hi, Uncle
Peti!” | replied, “Hurry up! You’d better be in by the time the bell rings.” Lo
and behold, they were there.
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As I'd left my marker in the staffroom Levente lent me his. After I'd
filled up the board | couldn’t wipe it off. At this point Levente stepped up
to me and meticulously washed the board clean with his saliva. The class
roared with laughter. | didn’t.

Control and security

One notable exception is Earl Stevick, possibly the most influential advocate of
humanistic language teaching. He admitted that

“If we, in our zeal to be ‘humanistic’, become too ‘learner-centered’ with
regard to ‘control’, we undermine the learner’s most basic need, which is for
security. We may find that we have imposed our own half-naked anarchy on
the class” (1980, p. 33).

The two key words in this quote are control and security. Here the word con-
trol implies that the teacher should be the sole authority in the classroom. Only if
she is a strong person, a source of stability, can she engender a feeling of security
in the pupils too. For, if she happens to be a weakling, the pupils’ deepest need at
the level of security will remain unfulfilled. As Dry noted,

“A sure recipe for low learner performance is to set up a situation where the
learner pities the teacher, and then pities himself for being saddled with a piti-
able teacher” (1977, p. 200).

A vicious circle, isn’t it?

Indeed, the teacher’s psyche is far more sensitive than her pupils’. While ideally
pupils enjoy a certain degree of stability ensured by the teacher, the teacher has to
create her own psychological equilibrium with no external assistance. She has to
pull herself out of the water by the hair, as it were.

In short, my sympathy lies with the teacher rather than the pupils. And I feel
desperately sorry — for myself.

July 2001

(from a picture postcard sent by Blanka and Zsuzsi) “It’s us again, dear
Uncle Peti. Why haven’t you replied to Blanka’s e-mail? Maybe you've
forgotten to write in English?”
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Why keep mum about discipline problems?

Next question. Why do classroom teachers keep quiet about their discipline prob-
lems? Why don’t they cry for help before they collapse sobbing in a staffroom
corner? Because they know all too well that admitting to disruption is paramount
to admitting that they’re bad teachers (Dunham, 1992). After they’ve lost face
with their pupils, they’ll become the laughing stock of their colleagues as well.

When, as a young teacher, I admitted publicly that my classes were often a
mess, | unwittingly declared that [ was a failure. My headmaster, quite rightly, de-
nied me the opportunity to become a form-teacher, because he couldn’t afford to
risk the reputation of his school on account of a shlemiel. He knew all too well that,
as Eric Hoyle said, “A teacher who cannot maintain control is regarded as a threat
to the good order of the school” (1969, p. 43). Or to quote Comenius from the 17th
century: “A school without discipline is like a mill without water” (1896, p. 401).

There’re two kinds of teachers. Those who can enforce discipline, and those
who can t. Those who can, need no advice. Those who can’t, had better keep mum
about their ineptitude.

August 2001
| began to worry as | usually do at the end of the summer. Why the
heck am | torturing myself drilling good-for-nothing kids?

Features of the disciplined classroom

Another exception who hasn’t swept the dust under the carpet is Penny Ur. In fact,
she devoted a whole chapter to classroom discipline in her outstanding book, A4
course in language teaching (1996). However, instead of bemoaning the misbe-
haved class, she described the characteristics of the well-behaved class. What are
they?

Possible characteristics of the disciplined classroom:
Learning is taking place.

It is quiet.

Teacher is in control.

Teacher and students are cooperating smoothly.
Students are motivated.

Lesson is proceeding according to plan.

Teacher and students are aiming for the same objective.

0 N N L AW oo

Teacher has natural charismatic ‘authority’.
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Penny assumed that each of these features fosters classroom discipline. In
varying degrees, though.

September 2001
This year I'll try to impose iron discipline and keep smiling at the same time.

Main categories of teachers

So far I’ve examined the main features of the disciplined classroom. Next I’ll talk
about teachers who are capable of imposing order. Who are these wizards?

In her book, Getting the buggers to behave, Sue Cowley (2001) conducted a
survey among school pupils. Pupils said that teachers who are able to control the
class fall into two categories.

One category is that of the strict and scary teacher. Her attributes may be
summarised like this:

The strict and scary teacher:
» She demands perfect behaviour at all times.
There is a high level of control over the pupils.
She tends to shout at pupils when applying a sanction.
She makes frequent use of sanctions to control her classes.

YV V V V

She imposes a sanction at the first sign of misbehaviour.

To the other category belongs the so-called firm but fun teacher. She may be
described like this:

The firm but fun teacher:

»  She tells the class what she expects in terms of behaviour right from the
start, and sticks to these rules consistently.

» She will shout if necessary, but normally does not need to.

» She makes the work interesting, and sets her pupils hard but achievable
targets.

» She does use sanctions, but will give a series of warnings first.
» She gets to know her pupils on a personal level.

At the other end of the scale — and this third category is my invention —,
there’s the soft and shaky teacher, who is unable to control the class. And like
predators sensing a weakness in their prey, pupils regard this type of teacher as
fair game (Denscombe, 1985). They’re there to get her.
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For illustration, here’s a typical story a colleague of mine told me:

“As form-mistress of a class of teenagers, I discovered that they couldn’t get
on with their chemistry teacher. I was puzzled, because this young teacher
not only looked like a film-star, but she was nice, helpful and knowledgeable
too. When I asked the pupils, what the matter was, they just shrugged their
shoulders. In the end, one of them blurted out: ‘Look, the moment a teacher
enters the classroom, we know whether we can eat her for breakfast or not.
We just know, that’s all.””

November 2001

They’re becoming more and more unruly. | gave several kids a penalty
assignment with this title: “Why is discipline important in the English lesson?”

Dani gave a short presentation for the group. The title was: “A histori-
cal overview of instruments of torture”.

Laci and Zoli have become far more disciplined since | seated them
with Fléra and Zsofi. Hm.

Now here’s a question I’d like to test you on. As a school pupil, which kind of
teacher did you prefer? Who votes for the strict and scary teacher? Hands up! The
firm but fun teacher? Hands up! The soft and shaky teacher? Hands up! It appears
that the votes for the firm but fun teacher are in overwhelming majority.

Now allow me to ask you a personal question. A very personal question. In
your perception, which category of teacher do you yourself belong to? The strict
and scary teacher? Hands up! The firm but fun teacher? Hands up! The soft and
shaky teacher? Hands up!

Dear soft and shaky colleagues, thanks for not letting me stick out like a sore
thumb. ..

Those were the days, my friend!

Mind you, this was not always the case. For many centuries, teachers were re-
spected for what they were. Serious discipline problems were few and far between,
and in case they did occur, the teacher had the necessary tools to deal with them.
What exactly were those disciplinary tools? Let me show you. Noisy children
would be hushed by the slapstick (1) or the rattle (2). For drawing attention, the
whistle (3) was always to hand. I still shudder at the memory of the bunch of keys
(4) that my P.E. teacher would throw at hell kids. Once he targeted the nose of a
boy so accurately that it had to be sutured with five stitches at the nearby hospital.
Then there was the ruler (5) for rapping on our fingers held together like this — the
kérmads, a Hungaricum, as far as I know. On the other hand, British teachers often
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resorted to the cane (6) and the rubber-soled slipper (7) to mete out a good spank-
ing. The use of these tools of corporal punishment, let alone the whip (8), are but
wishful thinking in our anything-goes age.

December 2001

Margit keeps sulking. When | asked her why she said it helped her get
what she wanted.

Zsuzsi spent the whole lesson with a scarf round her mouth after | told
her that she’d get extra homework if she uttered one more word.

By the way, Kelly in his book, 25 centuries of language teaching (1969),
relates that monks would chasten wayward pupils in the Middle Ages in a very
sophisticated manner. The cane was wielded by men especially hired for this pur-
pose. They would use the pupil’s mother tongue during the spanking. Why? Be-
cause it was thought that this way the target language would not be associated
with the punishment.

Those were the days, my friend!

Forms of disruption

Back to the present. While I keep talking about misbehaviour, I haven’t yet pro-
vided examples of disruptive acts.

At the far end of the scale, there’s violence. Physical abuse, such as jabbing
the neighbour in the bottom with compasses, and verbal abuse, such as telling the
teacher to buzz off.

Far more often, though, the teacher’s authority is challenged by less extreme
incidents. These include:

doodling, yawning, daydreaming, staring out of window, reading under desk,
phoning, text-messaging, arriving late, cutting classes, failing to complete
homework, leaving supplies at home, sabotaging work, constantly arguing,
refusing to cooperate, cheating, swinging on chairs defiantly, passing notes,
getting out of seat, packing up early as if to leave, playing an imaginary har-
monica, grimacing, playing idiot, asking to go to toilet repeatedly, eating, stick-
ing out tongue, lip-reading, mumbling, giggling, screeching desks, banging
down books, tapping on desk, snapping chewing gum, imitating animal sounds,
crumpling paper, whistling, uttering obnoxious shouts, guffawing, belching,
farting, stretching, cursing, making rude remarks under the breath, calling oth-
ers names, sticking out a foot to trip others, pushing neighbour off desk, throw-
ing objects at peers, snoozing...

and of course the most frequent and irritating of all: speaking out of turn.
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I realise my list is far from being exhaustive. It includes only those instances
of misbehaviour which occurred to me during my wretched two years at Radnoti,
as testified by my diary. By the way, ask any kid and they’ll make this list three
times as long.

Causes of disruption

As you’ve seen there’s a wide range of disruptive acts, small and big. But what
leads to misbehaviour? The causes are manifold. Let me set up three groups of
causes: external, pupil-specific and teacher-specific.

January 2002

The first lesson after the break was dead boring. Nobody was inter-
ested in anybody else’s Christmas accounts.

Zoli and Laci tried to slip a pencil-case into my trouser pocket without
my noticing. | pushed the object out of their hands without batting an eyelid.

External causes include late classes, an exhaustive maths test before the Eng-
lish lesson, a painter working on the scaffolding whistling the most corny operetta
song, etc. To supply a few examples of pupil-specific causes, overcrowded classes,
an unbalanced proportion of boys and girls, huge differences in terms of ability,
language proficiency, motivational level, etc. As regards teacher-specific causes,
teachers don’t always plan classes carefully enough, they may be using inappro-
priate methodology, set boring tasks, give hazy instructions, etc.

Finally, let me draw your attention to an aspect that’s often overlooked. In
vain do we delude ourselves into thinking that children go to school because
they’re hungry for knowledge. They are not. They go to school, because they
must go to school. This is the bottom line.

In a large-scale survey conducted by Carl Rogers (1983), one of the founders
of humanistic psychology, American pupils almost unanimously stated that school
is a bore. I doubt that Hungarian kids would disagree. On the contrary, they’re
bored out of their mind. The fact of the matter is that kids want to get classroom
work done with a minimum of energy and effort, and often look for opportunities
to goof off. Basically, their motivation isn’t fuelled by their teachers, but by their
peers, with whom they share the most exciting years of their lives. The knowledge
and skills they pick up along the way is merely a by-product.

February 2002

| found out that many kids copy their homework from the Internet.

When | gave Laci two fails today, he nearly jumped on me. What shall
| do?
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How come that one day they behave well, only to turn nasty the next
day? Today they happened to have their good day.

But the worst is yet to come. School subjects which encourage social interac-
tion are particularly prone to disruption (Doyle, 1986). Since the foreign language
classroom is a place par excellence for urging genuine communication, the danger
of losing control is grave. And the more communicative the classroom, the bigger
the risk. This, I’'m afraid, is a central paradox of communicative language teaching.

The reflective teacher

If there’s one idea which permeates contemporary educational thinking, it’s the idea of
the reflective teacher. As I'm inclined to swim with the tide, here’s a bit of vivisection.

“Peter, lie down on the couch and tell me: What do you think went wrong dur-
ing those devastating two years at Radnoti?”

Well, first of all, I couldn’t resolve the involvement/detachment dilemma. As
I wasn’t able to keep my distance, I lost respect and authority. From angels my
kids gradually turned into monsters. Obviously I ought to have been less outgoing
and more aloof.

March 2002

| believe Zoli should be seen by a psychologist: he’s unmanageable,
diffuse, aggressive and silly.

I'm unable to prevent disruption. Kristof and Eszter have the cheek to throw
paper pellets at each other and burst out laughing at every successful hit.

The second snag was that I loved my pupils with all my heart and made no
bones about my tender feelings. A boy’s confession about his parents’ divorce
brought tears to my eyes. A girl smiled at me affectionately and I was on cloud
nine. With hindsight, I realise that I should have concealed my emotions.

Finally, I wasn’t able to restrain my yen to guffaw. Someone pulled a silly
face — and I burst out laughing. There’re two situations in which you’re ill-advised
to laugh: when you teach and when you make love. Clearly, I should have left my
grin in the staffroom — or rather at home.

So the three lessons to learn are: Don’t get too close! Don’t show your affec-
tion! Don’t laugh!

In other words, behave like a teacher. Be strict and scary. Alternatively, be
firm but fun. But for God’s sake, don’t be soft and shaky!

Point taken. But what if proper teacherly behaviour isn’t my default mode? I
can’t help getting close to my pupils, I can’t hide my affection and I love laughing.
What then?
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April 2002

Yes, that’s why it’s good to teach children: they radiate love. Whenever
I’'m on the verge of giving up, they pull me back from the edge at the last
minute.

Half the group was missing. | lost my temper, but mainly because even
the ones who were there wouldn’t stop chattering.

Carpe diem!

Well, in that case come to terms with it. And stop whimpering about rambunctious
teenagers, because that’s what teenagers are like.

Look, barbers don’t grumble about all the hair that falls on the floor, either.
They dutifully sweep it up, only to have another shower of hair shed by the next
client. And so it goes until sunset.

Likewise, seldom does the traumatologist complain that he had to chop off
the foot of a driver injured in an accident. He had no time to whine anyway, be-
cause in they pushed another patient, eagerly waiting for her arm to be amputated
below the elbow, owing to blood poisoning caused by a rose thorn.

Cutting off hair and limbs are part and parcel of the job of, respectively, the
barber and the traumatologist. Ideally, they consider their job a challenge rather
than a chore. Would it be going too far to suggest that they actually relish the
beauty of their vocation? (However, the analogy ends here, because while the hair
grows back, the lost limb seldom does.)

May 2002

Kristéf called Mark a brown-nose, because he not only worked hard,
he said, but put his hand up too.

Now that I'd learnt | was not going to teach the group next year | gave
up altogether. What's the point of being strict any more? It’s better to leave
them with relatively pleasant memories of me, isn’t it?

Not exactly giant steps, but they still have made a bit of progress in
the past two years...

So there’s the teacher busy dealing with a discipline problem. However, no
sooner has she moved it out of the way than another one crops up. And then an-
other, and yet another. In spite of all her efforts, problems don’t get scarcer — they
multiply. If you cut off the ugly head of the dragon, ten new heads pop up in its
place.

Let’s face it: there’s no such thing as stamping out discipline problems once
and for all. The job of forking all the manure out of this Augean stable verges
on the impossible. This being the case, there are three alternatives before the
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teacher. Alternative A is that she quits. Alternative B is that she persists, but keeps
whimpering. Alternative C is that she accepts pupil misbehaviour matter-of-factly,
takes up the challenge and derives pleasure out of this perennial struggle. In nine
cases out of ten, she is defeated. No big deal. Each time she gets up on her feet
again, smiling, waiting for her knockout punch.

Coda

Wait! You haven’t heard the coda yet.

As I was saying goodbye to my group in 2002, I confessed that I should have
done a better job. The main thing in which I turned out to be a disaster was my
inability to keep a firm grip. At this point, the kids gave me a puzzled look. Then
the naughtiest boy broke the silence and said: “What?! But we were at our best in
your class. If you’d seen us in other classes. Phew!” So it’s all relative.

Then they gave me a goodbye present. It was a tile they’d chiselled out of a
wall of the school building. The inscription said: “I love my teacher!” Signed by
all fourteen of them. And the building is still standing.

“['Yes, my friends, you’re fools, if you] sacrifice the flaring briefness of [your]
lives in hopes of paradise or fears of hell. No one transcends. There’s no fu-
ture and no past. There’s no remedy for death — or birth — except to hug the
spaces in between. Live loud, live wide, live tall” (Crace, 2000, p. 171).

Carpe diem!!!

Thank you.
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“Laws have never ever knocked down walls, my son; we have to do that
ourselves.”
Elek Benedek: “Testament and six letters”, 1895

So what has the Language Law promised us? On the one hand, it has promised
that every man can freely define their mother tongue and can choose the language
of communication. However, these nice principles are impossible to realize in
practice because the Constitution adopted in 1996 clearly states that Ukraine is
a monolithic state. From this derives that the Ukrainian language is the mother
tongue for everyone. But if one is allowed to choose which is one’s mother tongue
then one will choose the language into which they were born. That way the lan-
guage would be one’s first language.

On the other hand, it has promised to define the concept of ‘regional lan-
guages’ which is extremely crucial in a country that is monolithic only by the
Constitution, otherwise numerous minorities live in it. In addition, these are not
immigrant but autochthonous minorities which were formed in various centuries
as a result of historical, political, and economic processes. Because of this, they
live in a block, and consider themselves native; therefore the law about the re-
gional languages is essential for them.

The regional languages according to the law are: Russian, Belarusian, Bulgar-
ian, Armenian, Gagauz, Yiddish, Crimean Tatar, Moldavian, German, Modern Greek,
Polish, Romani, Romanian, Slovakian, Hungarian, Ruthenian, Karaim, Krymchak.
In terms of the law, the use of regional and minority languages is possible where the
percentage of representatives of national minorities reaches or exceeds 10% of the
total population of the given geographical area. The law has promised declared rights
for the regional languages, namely that the abuse of the state language and the regional
languages, as well as their purposeful distortion in official documents shall be punish-
able. The law has promised the protection of names of settlements and proper personal
names, too, as distortion of the latter ones violates human rights.

" Ipo 3acaju aepskaBHOT MOBHOI MoJiTHKU. Binomocti Bepxosroi Pagu (BBP), 2013, Ne 23, ¢1.218.
Available online: http://zakonl.rada.gov.ua/laws/show/5029-17
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The law has also promised that it realizes the natural bilingualism, which has ex-
isted for centuries in Transcarpathia, in a written form. It refers to the essential need of
minorities to issue official documents, e.g. general certificates of secondary education,
in two languages. In addition, the law promised us to teach Ukrainian indispensable
for integrating into the Ukrainian society. But it failed to define the measures. Unfor-
tunately, there is a deep abyss here between the declaration of the law and the required
measures. The fact is that nowadays nobody is expected the acquire the state language
at a level necessary for their own needs and career, but everybody is expected to speak
the state language at the mother tongue level irrespective of what community the per-
son was born into or where they live. This appears to be a discriminative influence,
especially in the sphere of tertiary education or further education because our school-
leavers applying for any speciality must take and pass an examination in Ukrainian
language and literature which is tailored according to the system of requirements of
native Ukrainian speakers leaving Ukrainian schools. Thus, here is the discrimination.

It is even worse that the Ukrainian language, as it is dealt with as a political ques-
tion, cannot be a second language because this is the official language of a monolithic
nation state. Thus, no elaborated system of requirements exists for this language (like
for instance, the description of levels A, B, and C in the Common European Frame-
work for Languages™). There is only one level of language knowledge of Ukrain-
ian which is tailored to meet the capabilities and possibilities of native Ukrainians.
Hence it derives logically from the viewpoint of the state that this language cannot be
taught as a second language then, because there is only one level that everybody has
to achieve, namely the level of the native user.

The issue of language teaching should be dealt with methodologically rather than
politically in the future. Also, one should admit that it is not an assimilating tool, but
rather an integrating one. As such, it should mean that everyone has to achieve a level
necessary for their own well-being. Therefore, it would be necessary to develop a
differentiated evaluation system, which could also be a pre-requisite for further educa-
tion. Unfortunately, the fact that Ukraine entered the Bologna process has not resulted
in a breakthrough, either.

Now let us examine how a European law can be interpreted in two different ways.
According to European norms, the Bologna system claims that everyone can enter the
system, and it is decided only later who can step forward to the next level in education
and who will quit. In Ukraine it is vice versa because the system of education is closed
from the very beginning: only those can enter who pass the school-leaving examina-
tion in Ukrainian language and literature. Other languages in Ukraine did not have
this advanced level school-leaving examination system; therefore, one can see that
a double standard is applied in the country. While school-leavers could take such an
advanced level examination in Russian, they were not allowed to do it in Hungarian,

™ Common European Framework of Reference for Languages: Learning, Teaching, Assessment.
(2001). Cambridge: Cambridge University Press and Council of Europe.
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Romanian, or Slovakian. Consequently, when a student wanted to study Hungarian
language and literature, or Romanian language and literature, or Slovakian language
and literature in tertiary education, their knowledge of these languages was not meas-
ured. They were tested on whether they knew Ukrainian at the native level, and their
knowledge of English was also measured.

The erroneous idea that everyone in Ukraine speaks Ukrainian at the L1 level
creates further problems. For instance, teachers of Ukrainian as a foreign language
are not trained in the country. The unprepared teachers recognize and face the fact in
a minority context that their speech is completely incomprehensible for learners. This
can lead to serious conflicts, for example to the learners becoming estranged from the
teacher, and also from the language.

Ukraine has realized the fact that in the complicated world we are living in mono-
linguals cannot succeed, and the law supports the launch of teaching a second foreign
language in schools.

In our context where we live, at least one language of the environment or a re-
gional language and a universal language or a foreign language should be acquired in
order for somebody to succeed in various spheres of life. For instance, for a Ukrain-
ian person from Aknaszlatina Romanian could be the regional language, while for a
Ukrainian in the Ungvar/Uzhhorod district the regional language could be Hungarian
because he lives in such circumstances. For Hungarians, the regional language would
be Ukrainian as it is spoken in their context. However, politics interferes and officials
state that Ukrainian cannot be a regional language for us, Hungarians as this is the state
language. At the same time Romanian and Hungarian cannot be the second language,
only English, German, French, Spanish and perhaps Russian. Although teaching the
regional language would be compulsory in schools in theory, but based on experiment
and experience Hungarian has not been allowed to be taught as a regional language
in schools in the Ungvar and the Nagysz0l10s districts in a totally Ukrainian context.

It is done despite the fact that other orders were also issued concerning it, for
instance, Order 409 which clearly stated that hours can be diverted to other disciplines
within the language competence block when teaching the compulsory second foreign
language from Form 5. This order does not use the term ‘regional language.,’ it only
mentions the Ukrainian language, foreign language, the Russian language, and the
languages of other nationalities. We have initiated the introduction of those languages
starting from Form 5 in Hungarian schools which are official in Transcarpathia. How-
ever, the ministry insisted on the one enumerated by them. Therefore, most of the
Hungarian schools introduced Russian as a second foreign language. This confuses
the pupils completely.

Despite the fact that the law states that state language and regional language or
minority language education is allowed at all levels, one has to request it officially, and
the requests are either accepted or refuted. If they are accepted, then authorities should
take into consideration at entrance examinations and later on at higher educational
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establishments that students learn special disciplines in the language in which they
can proceed most easily.

The law also details that the regional language can be chosen by non-state-sup-
ported or private institutions except for Ukrainian language and literature. This proves
that the Ukrainian language and literature deserves a peculiar status, which is not tai-
lored to the given context, but is supported by a political power.

Well, every law is worth as much as one can realize from it. So far nothing has
been done because it had been cancelled by the time any measures could be taken.
Now anew law is promised, the first draft of which is even more disadvantageous than
the previous one was because it defines the regional language status and forming the
regional language competences in 30%. Moreover, this could only be reached if 30%
of the population would request it with personal signature. Simply put, it means that
an officially ratified law, for example tax law, comes into force only in case 30% of
the population claims they agree with this law, although it is declared to be universal.

Therefore, we local people living here have to decide how to go on. I believe the
first and the most important issue is that whatever the new law brings for us, it should
be accepted as a national minimum that we demand keeping the former norms as
much as possible. And no party policy or other questions should be involved in this
issue.

Our urgent task is now to develop with educational experts the short-, mid- and
long-term conception of mother tongue education which could also include the ques-
tion of language teaching in Transcarpathia.

We would err if we waited for only ready instructions from Kyiv. We should
claim that the rights guaranteed by the law remain in all spheres. Now it is an interim
period, and if we speak about constitutional state — and Ukraine is striving to be one —
then no one should deal with the limitation of the guaranteed rights, and one should be
perseverant enough to wait for the state’s declaration that the rights guaranteed by the
law before should be followed. However, for this declaration it is crucial that we do
not renounce our rights voluntarily because of any fears. We should give preference to
our children’s rights and should not be afraid to announce that for our children three
languages are as enough as for the Ukrainian children: the mother tongue, a world lan-
guage and a regional language. The hours allocated for teaching the three languages
should be divided among them and nobody should try to persuade us to learn another
language.

What else can we do? We can enjoy and benefit from the opportunities that the
law ensures. We do not renounce our rights, i.e. we can demand in first place at every
level — thus in those villages where Hungarian schools were closed (Tekehdza, Maty-
falva, Fancsika, and Csepe) — that Hungarian education be restored with the condition
that Ukrainian is also taught. However, the basis of this is that the Ukrainian language
is taught as a second language to us, Hungarians, and not as the mother tongue, start-
ing from Class 1 when the children do not speak it yet.
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A second possibility that the Upper-Tisza region can make use of — Raho and
Koérosmez6, where we lost Hungarian education 40 years ago; the children now can-
not speak Hungarian properly and we have to admit Ukrainian became their first lan-
guage — is that they can ask for Hungarian as a foreign language to be taught as a
compulsory school subject because there is a worked out syllabus and a possibility
provided by the law for it, but it must be asked for. Again, our courage is needed in
this case because we should not only claim Hungarian citizenship when applying for a
visa, but also we should assert our rights by the Ukrainian authorities.

The third phase is that we ask for Hungarian as a first foreign language in those
sporadic settlements where the parent wants very much that their child get school-
ing support from Hungary™*, but actually it is not possible because the child cannot
learn Hungarian language and literature as compulsory school subjects as there are not
enough applicants for this. But communities can also ask for Hungarian as a second
foreign language, in those sporadic settlements, especially in towns, where other edu-
cational establishments are not available for them.

An even weaker version than this is teaching Hungarian as an optional school
subject. The local authorities can order that there should be a curriculum accepted
by the ministry for this school subject. The Hungarian state helps us in designing the
necessary textbooks for the curriculum, and while we do not have this all, the Balassi
Institute (Budapest, Hungary) can provide us with teaching aids for teaching a foreign
language. Furthermore, I hope it can provide retraining and further training for those
Hungarian teachers who were not qualified for this task, either.

Naturally, we are facing up with challenges. The first one is that we achieve that
the question of language learning be dealt with as a methodological, rather than a
political issue. Concerning further education, the Ukrainian language competence
should be measured and not the knowledge of Ukrainian language and literature at the
mother tongue level.

We should also widen the scope of our mother tongue usage because a language
cannot survive on its own, but only in case it is needed and we use it in other profes-
sions. This is also needed so that our feeling of comfort be reserved in the territory
where we were born as autochthonous inhabitants.

I wish we overcome the political publicity and propaganda and we could handle
them in a way that the peace present so far in Transcarpathia will remain.

Finally, another crucial question: every solution about which a decision has been
made will function effectively only in the case there are devoted people locally, who
will fight for a cause with perseverant work till the end. Otherwise, we can only have
a desire over which we will lament.

“* The Hungarian state aims to support the Hungarian education beyond its borders; therefore a
schooling support is paid annually to all those children who can prove that they study Hungarian
language and literature in schools with Hungarian language of instruction. With this financial help
parents are motivated to let their children attend Hungarian schools. As a consequence, these schools
will not be closed and Hungarian education will survive. (Editors)
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Abstract:

The presentation will provide practical methods for the creative reading of poetry, and argues that literary texts, not only prose
but also poetry, have their function in developing foreign language skills and contribute significantly to understanding a less
straightforward and more subtle type of communication. As meanings are only potentially encoded in the texts, their interpreta-
tion is a matter of recovering them through the readers” active contribution. The notion of contexts, so important in pragmatics
and stylistics, provides the common theoretic ground from which not only everyday communication, but also poetic communica-
tion, can successfully be approached.
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The title of the present paper could be easily continued to form a chiasm: and
poetry challenged by contexts. Context seems to be a general frame of human
understanding and creation of sense.

Context is a broad term signalling that nothing in nature similarly to the man-
made world can be viewed, treated, interpreted and understood in isolation. Con-
text is a frame of reference, a background and foreground in the broadest sense in
the middle, in which the process of understanding takes place.

The basic term of the word goes back to the Latin contextus, from the past
participle of contextere meaning to join together, to put together or to interweave
(Collins English Dictionary, 2003).

Another definition approaches context as discourse that surrounds a language
unit and helps to determine its interpretation, or as a set of facts, conditions or
circumstances that surround a situation or event.

The notion of context is widely used in the new trends of linguistics, by dis-
course analysists and pragmaticians. J. R. Firth back in 1935 declared that all
meaning was the function of a context, namely, meaning depended on a context.
His famous quotation “You shall know a word by the company it keeps” (Firth,
1957, p. 11) referred to the importance of the context. His theory was developed
further by his colleague M. K. Halliday who set forward those criteria based on
which the context of situation can be described, these being the participants, the
verbal and non-verbal actions of the participants, the surrounding objects and
events and the effects of the verbal actions. Halliday and Hasan, for example, use
context as a starting point when talking about text noting that “the situation always
precedes texts” and “reminds us that context and text put together like this, serve
as a reminder that these are the two aspects of the same process” (Halliday and
Hasan, 1991, p. 28), thus it is context that engenders texts and not the other way
round. He also makes the distinction between the verbal or written environment
of the text and the context of situations, which according to him, is characterized
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with three aspects: the field of discourse, referring to the nature of the social ac-
tion, the tenor of discourse, referring to the participants of the discourse and fi-
nally the mode of discourse which expresses the function the text is expected to
perform in the given situation. The famous Hungarian text-linguist Pet6fi S. Janos
also marks the difference between written and non-written environment of the
text by applying two terms: context for the situation in which the text unfolds,
and co-text for the textual environment of the text under focus (Pet6fi, 1982). The
context-meaning relationship is explored by a fairly independent area of linguis-
tics: that of pragmatics. Katz (1972), for example, states that utterances change
their meaning depending on the context in which they are uttered. This means that
shift from the context prior to an utterance to the context post utterance itself con-
stitutes the communicational content of the utterance. This suggests that the basis
of the pragmatic theory is constituted by the notion of context change. Levinson,
when discussing Carnap’s definitions of context makes the following comment:

...the term context is understood to cover the identities of participants, the
temporal and special parameters of the speech event, and (...) the beliefs,
knowledge and intentions of the participants in that speech event and no
doubt, much besides. (Levinson, 2000, p. 5)

The same textual environment, perhaps in the broadest sense is referred to
as intertextuality by Beaugrande and Dressler and also by literary historians. The
aforementioned authors set forward the seven standards of textuality, among which
cohesion, coherence, intentionality, acceptability, informativity, situationality in-
tertextuality are also included (Beaugrande and Dressler, 1981, p. 15). Intertex-
tuality is such an interface area where linguistic approach and literary approach
peacefully meet, arising beyond the controversies and debates between linguists
and literary critiques. After all, literature is also a special type of communication
and it is also about constructing meanings where the process of understanding can
hardly be achieved without taking into consideration the realities outside the text.
The only difference may be perhaps in the ‘intensity’ and complexity of the con-
text. While the implicatures and inferences of an utterance in an everyday com-
munication can be understood by applying common-sense knowledge, literary
texts, especially poems, would require — beyond everyday life experience, cultural
knowledge, in the broadest sense, which is traditionally transmitted by other texts
via institutionalized studies or special private motivation.

By the analysis of the following poem, I would like to demonstrate to what
extent cultural knowledge is activated by the body of language belonging to the
genre (text type) of the poem entitle Roman Wall Blues by Wystan Hugh Auden
(1907-1973), an Anglo-American poet, and how language and culture rely on
each other during the process of understanding of the poem in question.
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When proceeding with the exploring the text: a challenging intellectual en-
deavour, after having quoted linguists it would seem quite fair to quote a literary
critic and a stylistician, all the more as we have implicitly stated before that lin-
guistic approach and literary approach are not each other’s adversary, on the con-
trary, they are mutually depend on each other in achieving meanings.

Roman Wall Blues
Over the heather the wet wind blows,
I’ve lice in my tunic and a cold in my nose.

The rain comes pattering out of the sky,
I’m a Wall soldier, I don’t know why.

The mist creeps over the hard grey stone,
My gir’s in Tungria; I sleep alone.

Aulus goes hanging around her place,
I don’t like his manners, I don’t like his face.

Piso’s a Christian, he worships a fish;
There’d be no kissing if he had his wish.

She gave me a ring but I diced it away;
I want my girl and I want my pay.

When I’'m a veteran with only one eye
I shall do nothing but look at the sky.

Contexts provide an indispensable framework when constructing meanings in po-
etry as well. Literary stylist and critic Widdowson states the following about the
hermeneutics of poetry:

“Meanings are residing within the text and interpretation is a matter of recov-
ering them. Meanings are inherent properties of texts. The process is a centripetal
one: the reader is drawn into the text by poetic forces. Meaning is not a matter of
recognition but of realization, not a matter of what a text means but of what a text
means to the reader. The process of interpretation is in this respect a centrifugal
one: the poetic force throws out all manners of possible meanings” (Widdowson,
1992, p. 55).

In the previous quotation, I would highlight the idea of recognizing mean-
ings based on the contexts that the reader can associate to the text. The poem re-
mains a pool of meaning potentials until the reader can challenge these meanings
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through creative reading. How creatively the reader can approach text depends on
the complexities of his cultural and every-day experiences.

“Interpretaion is the art of reconstructing. Interpreters do not decode poems;
they make them” — states Fish (1980). Or, an older association from Ralph Waldo
Emerson’s The American Scholar gravitating towards the same meaning;:

There is then creative reading as well as creative writing. When the mind is
braced by labor invention, the page of whatever book we read becomes luminous with
manifold allusions. Every sentence is doubly significant, and the sense of our author
is as broad as the world (Concise Anthology of American Literature, 1985, p. 581).

Bearing in mind all what has been quoted above, let us approach the title
of Wystan Hugh Auden’s poem: Roman Wall Blues. Grammatically the title is a
noun phrase consisting of adjectives and a noun, both referring to cultural notions.
Roman Walls were built around the first century AD by the Roman authorities in
order to protect the border of the Roman Empire against the migratory peoples.
They were meant to be a physical protection against the invaders and were pa-
trolled by mercenary Roman Soldiers. One such borders, whose remains can be
still seen is called Hadrian’s Wall in Northern England which was built between
118-122 AD to keep ‘the Empire intact’. Hadrian’s Wall had a length of 117.5 km
and besides housing garrisons also performed economic control as well.

The notion of Roman Wall in the grammatical form of an adjective precedes the
noun blues which is a popular genre of the African-American literature lamenting
on some sad condition of the individual. Anyone who is familiar with European and
American history will soon realize that the two denotations are far away from each
other, both in their reference to geographic position and also time. The existence of
the Roman walls can be located about two thousand years ago in Europe while blues
is an Afro-American genre which became known in the second decade of the 20%
century, after the first world war in Europe. So there is a cognitive gap, both in space
and in time, between the associations produced in the mind of the reader. When
catching sight of the title the mind jumps from the associations generated by one
notion to the associations generated by the other and finds the two incompatible, as
they both, according to his knowledge, can be anchored to different times and places
in history. This cognitive incompatibility needs to be settled and definitely will be
settled through the course of the poem. The title, by producing this tension proves to
be an excellent start, arousing the readers interest in what comes next in the poem.
At this point it proves helpful to quote another relevant idea by Widdowson, relating
to the nature of poetic understanding:

One should not expect that poems should be interpretable by applying the
conventions of rationality. These are, after all, based essentially on the prin-
ciple of combination. Their very parallel patterning precludes poems being
arguments in the normal sense. (,,,) What a poem expresses is not the end
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product of thinking but rather the process of thinking itself, the experience
of exploring ideas beyond the chartered limits of logic and common sense*
(Widdowson, 1992, p. 50).

Though lines unfold chronologically as we read through the poem, our brain
categorizes, systemizes and classifies simultaneously the information gleaned
from the poem and matches against all the information mapped in the reader’s
mental landscape. Thus, besides the knowledge regarding the Roman walls, we
soon process the information referring to the weather condition described in the
poem, which functions to identify the whereabouts of the walls. The unpleasant
weather conditions (wet wind, cold, rain, mist) specify that the wall must have
been somewhere far from the sunny Italy, marking the northern border of the
Roman Empire. Because the poem is in English, written by an English author,
the reader may identify Hadrian’s Wall as the wall the poet had in mind, the wall
which marked the most northern border of the empire.

The unpleasant climacteric and weather conditions influence the plight of the sol-
dier on duty, but can also be regarded as a projection of his discomforts as well. Thus
the psychological mood of the soldier and the weather conditions mutually contribute
to the strengthening of the idea of discomfort. The persona identifies himself: “am a
wall soldier” and instantly adds “I don’t know why”. This remark enlarges the possi-
ble reasons of the soldier’s uneasiness. Human activities are generally, or ideally pur-
poseful, but this soldier does not know why he is a soldier. He is compelled to perform
military duty far away from his country, but he has no idea how his duties integrate in
the larger historical, social and political context of the age.

Soon the reader is also provided with some ideas that occur in the mind of
this home-sick soldier: “My girl’s in Tungria; I sleep alone. I want my girl and I
want my pay”’. His mind is about the basic and natural feelings of a young man:
love and eating, and immediately enlarged by the feeling of jealousy: “Aulus goes
hanging around her place, I don’t like his manners, I don’t like his face.” And
soon another character is remembered who might be another possible young man
“hanging around the girl”, or just a friend “Piso” who is a Christian and worships a
fish”, and a very small, seemingly unimportant remark revealing his moral values:
“there would be no kissing if he had his wish.”

The proper name Tungria, seems to be a Latin name, which indeed it is, refer-
ring however to a place which is far away from Italy, by the river Meuse on the
territory of today’s Belgium. Piso is also a popular Latin name. Calpurnius Piso
was a famous member of an early Christian, Roman family who conspired against
Nero and when the conspiracy was revealed, along with Seneca, was compelled
to commit suicide. The same Piso family is also known to have The New Testa-
ment written.
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The sentence “he worships a fish” also bears significance. In case the mean-
ings are not recognized by the students, it provides good opportunities for the
instructor to enlarge the students’ knowledge with regard to history in general and
the Christian history in particular.

The symbol of the fish goes back to the Greek word “ichthys” with the meaning
of fish, which was also considered as an acronym form for words Iesos Christos Theou
Yios Soter, i.e. Jesus Christ, Son of God, Saviour. The fish appears several times in the
Bible again being associated with Christ’s wonders. Christ, for example is known to
have fed several thousand people with two fishes and five loaves. Baptism, water and
fish also create a strong parallel which can be linked to the practise of baptism through
immersion practised by the early Christians. The fish seemed to be a perfect symbol
to hide the new believers of Christianity, as it was widely used in Pagan times as well
by the Greeks and Romans. When Christians being persecuted by the Romans used
the sign as a secret symbol to identify each other, so the fish soon became a commu-
nity building and identifying symbol. At this point we can bring Henryk Sinkiewicz’s
novel Quo Vadis (1895) into discussion as an intertextual link. Students these days
seldom read novels, but they may have seen one of the novel’s movie adaptations. The
symbol is well exploited by the Polish Sinkiewicz, where Christians indentified each
other by drawing a fish or half a fish in the air in order to make sure they both belong
to the same religious sect. There is evidence in history that Christians indeed used this
kind of identification practice, furthermore we can still come across fish stickers on the
bumpers of cars or business cards conveying the same dependence. After bringing all
these scholarly associations into discussion, the students may finally find an explana-
tion for the experience of eating fish as a traditional Christmas meal.

Coming back to the text of the poem in the maze of associations, we gath-
er further information with regard to the relationship of the wall soldier and his
girlfriend “She gave me a ring, but I diced it away”. The ring is a symbolic gift
exchanged between lovers, expressing the seriousness of the relationship, further-
more it is often a sign of engaging the other person. But, the persona of this poem
dices the ring away, does not attach so great an importance to it as would normally
be expected. The practice of dicing, at the same time, is an ancient and still persist-
ing practice among soldiers who always have too much spare time and too little
attachment to more serious pastimes.

The fairly precise picture describing the present condition of the soldier, char-
acterized by lack of identity and aimlessness, is in line with his hopes regarding
his future, which is equally lacking purpose and value:

When I am a veteran, with only one eye

I shall do nothing, but look at the sky.

The poem abounds in words denoting lack of value either as content words
signalling value-deprived activities: I dont know, hanging around, I don't like,
diced away, do nothing, look at the sky or pronouns: nothing.
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As far as the vocabulary is concerned, we can note the consistency of the
scholarly words linked to the semantic field of the ancient Roman history: Roman
Wall, tunic, Tungria, Piso, Aulus, veteran. It may happen that even words like
tunic and veteran want explanations.

So within relatively few words the poet achieves to create a consistent outside
picture with distinct place and time markers, and also the inner one, the psycho-
logical picture of the soldier.

And finally, there is only one question that requires an answer. How is the
reader to bridge the gap between the context of the Roman times and the 20™ cen-
tury marked by mentioning the genre of blues?

Readers here may very well rely on their past and present experiences regard-
ing soldiering as a career. It is quite obvious that an American soldier performing
military missions in Korea, Vietnam, Iraq, or Afghanistan is also ignorant about
the purpose of his being on duty, and his only preoccupation is of material and
sexual kind. Settings, context, time may change, but the condition of mercenary
soldiers remain unchanged. Thus, the semantic gap, or tension existing in the title
of the poem supports its main message: namely the condition and preoccupations
and system of values of mercenary soldiers are universal and eternal. Based on the
experience the last two millennia we have the grounds to predict fairly well the
eternal validity of this message..

One important, indispensible quality of literature and poetry is its capacity to
transfigure everyday experiences, to raise the particular and accidental to the level
of general and universal.

And last, but not least, this idea of generality is also emphasized by the rhyme
and rhythm of the poem, which imitates the verse forms traditionally used by the
genre of blues.

With the analysis of Roman Wall Blues it is quite obvious to realize how many
associations are triggered and how much human interaction is required in order to
construct and recover meanings potentially existent in poems.
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APPENDIX

1.

Wystan Hugh Auden (1907 —1973) ranks among one of the most notable
poets of the 20™ who was an Anglo-American poet born in England who later
became an American citizen. His themes covered love, politics, moral issues and
the relationship between individuals and society individuals and nature. His work
is noted for its high stylistic and technical achievement. He was also a prolific
writer of prose essays and reviews on literary, political, psychological and reli-
gious subjects, and he worked at various times on documentary films, poetic plays
and librettos.

In the mid-1960s Auden was considered T.S Eliot’s successor. British critics
usually consider his early work as his best, while American critics tended to fa-
vour his middle and later work. Unlike other modern poets, his reputation did not
decline after his death.

2.

Blues is a musical form and a genre that originated in African American com-
munities in the “Deep South” of the United States around the 19% century.

The term may have come from the term “blue devils”, meaning melancholy
and sadness. The earliest occurrence of the term is found in George Colman’s one-
act farce Blue Devils (1798). The use of the phrase must be older, however it is at-
tested only since 1912. According to another explanation, “blues” is derived from
the adjective blue, this being the colour of mourning in West African cultures, on
which occasions the garment of the mourners would be dyed blue to indicate suf-
fering. The colour used for dying came from the indigo plant which was grown
on the slave plantations in the South of the United States. The hardships of the
plantation work and the colour of mourning mutually strengthened the meaning of
blues as an expression of troubled experiences.

The first publication of blues music was in 1908, and the first recording was
in 1920, however the origins of blues probably date back to the last decade of
the 19" century. Papers began to report in Southern Texas and Deep South at the
beginning of the 20" century. By this time the traditionally collective blues music
became more individualized and the newly acquired freedom of the slaves gave
the genre new lines of development.
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1 Introduction

Ukrainian as the state language has been taught in the Hungarian schools of Tran-
scarpathia since 1991. The Ukrainian state has made essential language policy deci-
sions by making the Ukrainian language the official one in the country and introduc-
ing it into the school curriculum as a compulsory discipline, however, the state has
not ensured the language planning background for these deeds, and has not made
the necessary decisions for the realization of the above, either (Csernicsko, 2012).
The state was not prepared for the changes concerning Ukrainian education.
This is defined by the following deficiencies: lack of appropriately qualified teach-
ers; lack of syllabus compiled specifically for Hungarian schools; lack of proper
textbooks; lack of teachers’ books and methodological guidelines for teachers;
lack of bilingual school dictionaries. As a consequence of all these, several prob-
lems related to the teaching of Ukrainian emerged within a short period of time
(Milovéan, 2002; Koljadzsin, 2003; Csernicsko, 2004; Beregszaszi & Csernicsko,
2005) The content of the Ukrainian language and literature syllabus now in use
also proves it, as well as the function of the textbooks does not focus on the
development of the learners’ communicative competence. So far the state ‘did
not support deliberately that teaching the state language in schools with minority
languages of instruction was successful and effective’ (Csernicsko, 2010, p. 74).



38 ERZSEBET BARANY

2 The Ukrainian Curriculum

The editors of the Ukrainian curriculum in use at present are familiar with the
linguistic peculiarities of the target population (i.e. Hungarian schoolchildren)
concerning the acquisition of the state language: first, the majority of the learners
do not know the language at the start of its learning; second, the Ukrainian lan-
guage and the Hungarian language belong to different genealogical groups with
differing phoneme-letter systems, spelling, pronunciation, syntax, etc. (Danysh,
Chuchka, Hertsog, et al., 2005a). The authors define the main aims of learning
Ukrainian for primary schoolchildren as follows:

— continuous feeling of motivation towards learning Ukrainian and forming
the learners’ respect towards the Ukrainian language;

— enriching, developing and activating learners’ vocabulary;

— introducing the grammatical system, and based on this, forming the es-
sential lexical, grammatical, stylistic, correct pronouncing skills and
knowledge;

— the development of language skills in all types of activities - listening, read-
ing, speaking, writing - and regarding a variety of communication areas;

— forming and developing the communicative competence;

— shaping the students’ humanist world view, spiritual world, moral and
ethical values, as well as the peculiarities of Ukrainian citizens through
the language.

According to the curriculum, the most crucial tasks of Ukrainian language
education in the secondary school are as follows:

— enriching the spiritual world of the students, shaping their ideas of the
world, their orientation towards universal human values;

— perfecting the orientation of the students in Ukrainian language informa-
tion, and enhancing the use of the acquired knowledge in practice;

— developing free communications skills appropriate for different speech
situations and venues;

— summarizing and deepening the students’ knowledge regarding the inter-
pretation of speech and language as social phenomena;

— perfecting the learners’ ability to do individual learning and developing
their intellectual creative talent.

From the criteria above it is not clear what level of knowledge the children
have to achieve by the end of the elementary school (Class 4), the primary school
(Form 9) and the secondary (Form 11). In contrast, this requirement is clearly
defined in the foreign language curriculum: according to the common European
framework of reference, pupils have to achieve level Al by the end of Class 4,
level B1 by the end of Form 9, and level B1+ by the end of Form 11 (Csernicsko,
2012, p. 105).
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The authors of Ukrainian language and literature textbooks currently in use and
editors of the Ukrainian curricula ignore the individual needs of the target population
(most of the Transcarpathian Hungarians live in one block, they rarely or never contact
the members of the dominant nation, Hungarian children come across the Ukrainian
language in the school for the first time). In addition, the Transcarpathian Hungarian
pupils are still at a linguistic disadvantage compared to their Ukrainian peers because
of the absence of adequate school methodological readiness. The school curriculum
in Ukrainian language focuses on the development of grammar competences, while
speaking skills development is completely neglected. Literary works are presented
in non-adapted form in the textbooks, the explanation of archaic words and colloca-
tions appears in Ukrainian. The advanced level Ukrainian language and literature ex-
amination sets equal requirements for both Ukrainian and Hungarian school-leavers.
Representatives of the Transcarpathian Hungarian community, including linguists and
language teachers, are trying to find a solution to the problem encountered.

In 2006 we started the first phase of our longitudinal study with my colleagues
Ilona Huszti and Marta Fabian, the main aim of which was to gain insight into the
way of teaching English and Ukrainian in the Beregszasz Hungarian schools in
order to determine the differences between the two processes and explain the rea-
sons of them. The teachers were asked, inter alia, whether the existing curriculum
gives due consideration to the development of the students’ ability to speak. The
English teachers are of the opinion that the English curriculum is communication-
oriented and it pays sufficient attention to developing the students’ ability to speak.
All the Ukrainian teachers expressed their dissatisfaction that the Ukrainian cur-
riculum does not contain any instructions that would facilitate the teaching of
language functions (for example, asking for help, giving information, providing
instructions, comments and opinions, etc). Teachers believed that those pupils
who studied Ukrainian in accordance with this curriculum could achieve good
results in learning only in case they lived in a bilingual family or in a community
where they heard the Ukrainian language every day. We asked the teachers if they
taught the above mentioned language functions in their lessons. Most teachers
replied they had taught 