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ABSTRACT
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This article-based dissertation examines the problems of learning, teaching, and
organizing adult education on minority languages in a collection of four articles
(Kiss 2015a; 2015b; 2013; 2012), and this summary. My PhD dissertation
addresses the question of teaching and learning historical minority languages
by the majority population in voluntary settings both from a theoretical and a
practical viewpoint. The original point of departure for my dissertation was to
present an image of Hungarian language learning in Romania, where I initiated
teaching Hungarian to Romanian speakers in 2009. Later, I followed my course
participants into a Study Abroad context to the Debrecen Summer School.
Finally, a comparative perspective from a distance (Finns learning Swedish in a
voluntary setting) was included in order to reframe and generalize on my
findings from the Hungarian context. My data consists of ethnographic
observations, interviews, and various materials gathered during fieldwork in
these three sites: Nagyvérad/Oradea (Romania), Debrecen (Hungary), and
Jyvéaskyld (Finland). My research combines several qualitative, sociolinguistic
approaches and methods: language ideologies, ethnography, discourse analysis,
and nexus analysis. All of them are needed to combine the parts of my
dissertation. However, the approach of studying language ideologies is present
in all four articles and it is therefore very important for my work. Historical
discourses of the other bear resemblances both in Romania and Finland. The
grievance narratives have been passed down through generations and they
hinder openness towards the learning of a historical minority language.
However, the contemporary socio-cultural context in both cases can favor the
learning of a historical minority language. In the future, a general language
ideological reorientation of historical metanarratives is necessary. That is, by
learning and acknowledging the other’s perspective of history and linguistic
belonging, we can focus on shared history and multilingual practices instead of
nation-state antagonisms and monolingual preferences.

Keywords: language ideologies, learning historical minority languages,
discourse analysis, adult learning, voluntary learning, study abroad, Hungarian,
Swedish, ethnography
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1 INTRODUCTION

Despite its significance in promoting mutual understanding and improving
interethnic relations in Europe, the voluntary learning of historical minority
languages has been broadly neglected both as a subject of study, and as a tool to
foster tolerance and understanding between cohabitating and neighboring
ethnicities. Such a need has been noticed, for instance, by EU institutions
(Rindler Schjerve & Vetter 2012: 34-35). In particular, the learning of East-
Central European historical minority languages has remained devalued and
unexplored.

A historical minority language is a language that is spoken in a state,
typically before its establishment, or before the annexation of a territory, and
not one that has come to be spoken due to recent immigration. Furthermore, the
language is considered to be in minority status typically due to measures
implemented in modern nation building, where the hegemony and dominance
of the majority culture and language are enshrined in the constitution and other
laws (see May 2012).

My PhD dissertation addresses the question of teaching and learning
historical minority languages by the majority population in voluntary settings,
both from a theoretical and a practical viewpoint. In the Western European
context, there have been a number of parallel studies focusing on other
subthemes of learning historical minority languages. There are studies on the
learning of, amongst others: Basque (see Ortega et al. 2015; Cenoz & Perales
2010; Azkue & Perales 2005); Provencal (Costa 2015); Catalan (Walsh &
O'Rourke 2014; Pujolar & Gonzales 2013); Galician (O'Rourke & Ramallo 2015),
Welsh (Blackledge 2002); Irish (Zenker 2014); Turkish (Rampton, Charalambous,
& Charalambous 2014); Spanish (Oh & Nash 2014); French (Brogden 2009), and
Gaelic (McLeod, O'Rourke, & Dunmore 2014; McEwan-Fujita 2010).

However, no comprehensive attempt has been made to present the
complexities of voluntary, adult-learning of historical minority languages.

I focus on the language ideologies about learning a historical minority
language. Various previous studies on learning historical minority languages
suggest that language ideologies are central to understanding issues involved
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in the learning and teaching of the language of a historical minority (e.g.,
McEwan-Fujita 2010; Brogden 2009; Blackledge 2002). Language ideologies are
defined as “cultural, metapragmatic assumptions about the relationship
between words, speakers, and worlds” (Gal 2006: 388). As Langman observes,
“taking a language ideology approach is a good choice for research in contexts
where language is a key source of political and national tension”(2013: 248). My
aim is not to give an “exhaustive” inventory of the sociolinguistic situation of
the studied context, but I aim to analyze the interpretations that were made
about the teaching and learning of a historical minority language in three
different research sites: Nagyvérad (in Romanian Oradea, Romania), Debrecen
(Hungary), and Jyvéaskyld (Finland).

My research was initiated by my observations and needs during my
teaching practice between 2009 and 2012. I initiated teaching Hungarian to
Romanian speakers under the auspices of the Debrecen Summer School in
Romania, first and foremost in the city of Nagyvarad/Oradea. The organization
of the courses itself was a new venture. During the teaching, I noticed that the
learners reflected on their practice of learning Hungarian. They described
learning as a fundamentally positive phenomenon, but they also pointed out
that it is unusual that adults should invest money and time in learning
Hungarian in Romania. Due to the negative image of Hungary and Hungarians
among Romanians, they also deemed it unlikely that there would be significant
numbers of people starting to learn Hungarian in organized courses. Later, I
followed my course participants into a Study Abroad context, 50 kilometers
west, to the Debrecen Summer School. There I investigated the general issue of
teaching Hungarian to the majority populations of the neighboring countries
(Romania, Slovakia, Austria etc.). Finally, a comparative perspective from a
distance (Finns learning Swedish in a voluntary setting) was included in order
to reframe and generalize on my findings from the Hungarian context. It is also
notable how little attention the contemporary voluntary learning of Swedish in
Finland has received so far.

1.1 Disciplinary contexts

I position my study in contemporary sociolinguistics, SLA, and Discourse
Studies. My study intends to align with the research tradition of (interactional)
sociolinguistics, linguistic anthropology, ethnography, and socio-culturally
inclined discourse analyses (for similar approaches see also Kytold 2013;
Langman 2013, 2003; Szab¢ 2012; Laihonen 2009a, 2005).

I wish to anchor my study to the above mentioned fields, and I analyze
empirical data and carry out a sociolinguistics of language learning. I posit my
study along others (Blommaert 2010; Heller 2007; Langman 2013, 2003;
Rampton 2006).

I am interested in discursive constructions about historical minority
languages, and the voluntary learning of these by the majority language
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speaker population. More precisely, I investigate what language ideologies
arise in the emerging possibilities of their study and what implications they
may have for the future. The analyzed discourses occur in relation to a marginal
topic therefore, my articles contribute to these fields in different ways. While
the need for empirical analyses of the study of learning historical minority
languages has been articulated by many recent studies, there is still scope
within the study of minority languages, discourse analysis, and the
sociolinguistics of adult education for research from different sociolinguistic
contexts and domains, such as Romania, and the learning of Hungarian in
Romania.

Langman (2013: 253) draws attention to the general import of studying
Hungarian contexts. Most recent studies using current approaches, theoretical
and methodological toolkits of contemporary sociolinguistics, have been carried
out in speaker communities beyond the borders of Hungary by Csernicsko,
Laihonen, and Toédor (see Csernicsk6 & Laihonen 2015, Laihonen 2015;
Laihonen & Todor 2015). I applied such contemporary approaches to the
learning and teaching of Hungarian as an additional language.

In the traditional framework a majority language is defined as the
“language of a dominant group, in terms of numbers and/or power”
(Skutnabb-Kangas & McCarty 2008: 9). Usually, this serves as a background for
the study of historical minority languages, but ethnic identity is attributed as
equally important in the traditional paradigm. A minority means having less
power than some other group, thus being “minoritised” is being in a
relationship with another group which is in turn is “majoritised”. An ethnic
minority can be national/autochthonous, or it can have immigrant origins. In
Hungary, for example, an ethnic minority is considered autochthonous after 100
years of residence in the territory (Skutnabb-Kangas & McCarty 2008: 9). As a
corollary, minority language in this approach is a language that is not the
dominant language of a territorial unit, in most cases a state, because its
speakers have less power, and it is generally spoken by a smaller number of
people (Skutnabb-Kangas & McCarty 2008: 9). Lanstyak (2006) also points out
that language minority is subservient to the majority language, or languages
from the perspective of power. A power relation extends to culture, in some
cases religion, yet in most cases language minorities are also ethnic minorities
and their language constitutes but one aspect of being an ethnic minority (2006:
223).

Lanstyak defines minority languages oriented by European guidelines and
international documents as they state the rights of individuals belonging to lan-
guage and ethnic minorities. Regional and minority languages that are subordi-
nate to the official or state language. These language speakers are in numerical
inferiority to the number of speakers of a state’s official language. A regional
language for example is German in South Tyrol/Alto Adige in Italy where
German speakers form the numerical majority (Lanstydk 2006: 224). Hungarian
is also the numerical majority in some areas, Szeklerland in Romania, along
with Swedish in the Aland Islands, and some municipalities on the east and
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south coasts of Finland. For the purposes of my dissertation, I do not elaborate
on these territories, but I look at contexts where these languages are the numer-
ical minority strictly from the quantity of speakers. Therefore, the phrase “mi-
nority language” can be used in both cases. Hungarian is clearly a minority lan-
guage by any definition in the parts of Romania where Hungarian speakers do
not constitute the numerical majority, as in my context of Nagyvarad/Oradea.

Minority languages are usually in different degrees of endangerment since
the number of the speakers has been continuously decreasing. In other cases,
the language spoken by the numerical minority can have a high official status
throughout the country, as is the case with Swedish in Finland, or with Irish in
Ireland.

Framing the contexts in European Union terminology, each of the lan-
guages discussed in this dissertation (Hungarian, Swedish, Romanian, and
Finnish) are often referred to as a Lesser Used Language. The term refers to lan-
guages that have either have no official status in any of the member states of the
EU, or those languages which are the official languages in a member state, but
in respect to the number of their speakers, they are minority languages, and
also languages which are official languages of the EU, but from the perspective
of power they are minority languages (e.g., German in all states of East-Central
Europe) (Lanstyak 2007: 224). According to The European Bureau for Lesser-
Used Languages (EBLUL), the Non-Governmental Organisation (NGO) pro-
moting languages and linguistic diversity, “in today's EU there are some 46 mil-
lion speakers of European lesser-used, regional and minoritised languages” and
the role of EBLUL is to represent “the interests of these language communities
at regional, state and European level” (EBLUL website).

Spolsky (2010) argued that the learning of minority languages first
gained ground during the “ethnic revival” that proliferated in North America,
and Western Europe, in the 1960s. The phenomenon was closely linked to the
idea of language heritage, suggesting a high degree of identification of the
learner with the studied language. Language learning was regarded as an act of
reclaiming one’s ethnic identity (e.g., Zenker 2014). Nevertheless, recent
developments in the theory and practice of language teaching highlight the
multifarious contexts of learning historical languages (e.g., Duff 2009). For
example, the revival of languages, such as Gaelic, Welsh, or Manx, is highly
dependent on language enthusiasts (Zenker 2014: 64). There may not be
anybody who speaks the language in question in the learner’s family (cf.
McEwan-Fujita 2010), or some languages may not even have “traditional native
speakers” (O hifearnain 2015) anymore. Most studies on linguistic minorities
and language learning have been conducted in the traditional nationalistic
framework. For example, heritage language-learning studies usually focus on
language as inheritance and the reproduction of native speakers, disregarding
out-group learners (cf. Guardado 2014; Spolsky 2010 for exceptions see Oh &
Nash 2014; Pujolar & Gonzales 2013). Pujolar and Gonzales (2013), for example,
advocate the “de-ethnicization of language choice”. I rely upon current
sociolinguistic theory. In Western European settings, emerging research focuses
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on new speakers in the broadest sense. This line of research uses the term new
speakers in reference to both multilingual minority and immigrant language
learners (e.g., Pujolar 2007a, 2007b). Learning a language may not automatically
lead to using it in social life and one’s becoming functionally bilingual. Often,
the language is learned though the language socialization of young adults (see
Langman 2003). The new speakers approach could thus be applied to the
Romanian context as well.

I do not use the coinage “new speakers” in my article, but my research
draws upon and contributes to research carried out on the new speakers of
historical languages school of research. My research takes a parallel approach,
and could be easily incorporated into the new speaker paradigm. Next, I briefly
review some parallels of that approach to my dissertation.

Linguists working in the new speaker paradigm (e.g., Pujolar &
Puigdevall 2015; Pujolar & Gonzales 2013) propose the life-story approach,
paying special attention to biography, life junctures which sometimes can be
reversible turning points that he calls “mudes” and which prove to be essential,
as in social and linguistic performance (see also Walsh & O'Rourke 2014). My
informants also reflect upon how their linguistic practices have evolved
throughout their life cycles. Such an approach is valuable, because we can then
analyse language ideologies and the representations of social practices.
Research on “new” Catalan-speakers revealed that linguistic practices and
language ideologies are not static, but undergo changes throughout life
(Woolard 2013, 2011; Pujolar & Puigdevall 2015).

In the traditional Hungarian Studies framework, the teaching of
Hungarian as an additional language in Romania has for some time been the
profile of the Hungarian Studies Department at the University of Bucharest
(Murvai 2010, 1997, Kadar 2008; Péntek 2002; Molnar 2000). Since 1998
Hungarian as a foreign language “magyar mint idegen nyelv” has figured as an
optional course at the Babes-Bolyai University, too (Kadar 2008; Limba
maghiard). Concerning Romania in general, we can find only brief remarks
expressing that there has not been significant demand on the part of Romanian
dominant speakers to learn Hungarian voluntarily (but see Marton & Vincze
2011). Hungarian language teachers in Romania also have language ideologies,
but they have rarely reflected upon them in studies. For example Molnar (2000:
211), the head of the Hungarian Studies Department in Bucharest, opined that
Romanian nationalism has nourished false images and prejudice against
Hungarian language and culture, and the language teacher has the task to
deconstruct these. With regards to teaching Hungarian in the multicultural
Timisoara (Hungarian: Temesvar), Magyari (2009) discusses such beliefs about
Hungarian. From a wider perspective of Hungarian Studies, the history of
teaching Hungarian to the majority populations in the neighbouring countries
has been described by Nador (1998, 2007, 2011a, 2011b) and Berecz (2013). In the
traditional Hungarian Studies framework it is often argued that Hungarian can
be useful to new speakers to conduct daily tasks in eight-nine East Central
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European countries (cf. Baldzs in Péntek 2001: 75, Nador 2011). Currently,
interesting work is also carried out in Slovakia (see e.g., Szilvasi 2010, 2011).

Péntek, in his essay “A magyar nyelv értékelése szomszédaink korében”
[The evaluation of Hungarian by our neighbours] made some interesting
remarks in relation to the perception of the Hungarian language in 1997. He
argues that the influence of Romanian on Hungarian is regionally significant,
and Hungarian upon Romanian is also remarkable; however, Romanian
linguistics generally tends to downplay this influence; moreover, some use the
coinage “barbarism” when mentioning contact elements, which shows that
even linguists may have deprecating language ideologies (Péntek 200la: 7,
Péntek 2001c: 80). Péntek also expresses the opinion that Hungarian studies is
not in demand, or even rejected by the neighbouring countries. He sees signs
that the prestige of the Hungarian language has fallen in the eyes of the
‘majority peoples’ [tobbségiek] in the neighbouring countries (2001b: 73), and
recalls the Romanian public consternation and outcry at the so called
“permissiveness of the educational law” that made possible the optional
learning of Hungarian by Romanian students in the public education system.
An interesting formulation by Péntek, which he calls a paradox, is that the
minority language’s appreciation by the majority is “reversely correlated”with
the number of speakers and their influence in the given context” (2001b: 74). He
supports this by his observation that in Kolozsvar/Cluj the study programs of
Jewish and German Studies, as well as Finnish Studies, are very popular with
Romanian speakers while Hungarian Studies are not at all.

Finally, he also remarks that “[tlhe obstacles are in the substrata of
historical consciousness, and they are strengthened by modern-age nationalism
and xenophobia” (Péntek 2001b: 78), but, at the same time, Péntek points out
that there are promising signs from language schools where Hungarian is
learned in Romania.

In Hungarian, research often focuses on Hungarian speakers in minority
contexts, and their attitudes towards the state language such as Slovak or
Romanian (e.g., Bildsz 2013, Veres 2000). Péntek (2001c: 78-79) argues that there
is need to see what is the images of neighboring countries majority groups like
Slovaks, Slovenes, Austrians etc. of the Hungarian language. My research
answers his calls inasmuch as I have researched Romanian’s language
ideologies.

As my research progressed, I became acquainted with contemporary
approaches to language and second language acquisition that challenge
underlying assumptions about who is or who can be a Hungarian learner. Like
Garcia, I also gradually realized that “identifying the students” mother tongue”
(2007: xii) or first language is far from being a straightforward matter, and there
are greater complexities in what it means to be a ‘Hungarian-learner’.

Traditional SLA generally used the term foreign language for a language
that is not learned in the environment where it is generally spoken and second
language for one that is present in the environment. In Hungarian anyanyelv
(‘mother tongue’) and idegen nyelv (‘foreign language’) are still normal terms
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used to categorize and speak about languages in education. However, these
terms are critiqued in the new approaches (Makoni & Pennycook 2007). I have
analysed the language ideologies behind this practice and their consequences
for teaching new speakers of Hungarian in different contexts in article 2 and 3.

A result of my study was that new speakers of Hungarian already
possessed varying repertoires in the language that could be built upon, but
which were not recognized. Blommaert draws attention to the fact that “the
inequality of repertoires requires us to use a sociolinguistic backdrop for
discourse analysis because what people actually produce as discourse will be
conditioned by their sociolinguistic background” (2005: 15). Some learners of
Hungarian were already in possession of a relatively high number of linguistic
resources that they can deploy in different contexts (cf. Blommaert 2005: 28). I
also demonstrate that learners have competences in registers of several
languages and such competences change during their life span. These
repertoires are overlooked by such terminology as “mother tongue”, which is
traditionally used in the Hungarian context. According to McGroarty (2008), in
a nationally-minded milieu, like those in Romania and Hungary, the term
“foreign language learning” has frequent political uses. Therefore, I will use the
phrase new speakers for the remaining part of this introduction since it is the
least ideologically-loaded phrase. Other terms and phrases are used only when
citing a source.

Novel approaches to language teaching advocate that one must not focus
on proficiency in an invented ‘target language’, but more at developing
“negotiation strategies” and “repertoires of codes” (Canagarajah 2007: 238).

I demonstrated in article 3 that Romanian interlocutors actively engage in
trans-languaging when talking about Hungarian and Hungarian language
courses in a regional Romanian television show in Romanian. Due to traditional
normative and purist language ideologies (see Laihonen 2009), ideas of “mixing”
languages, or the idea of using multilingual repertoires in Hungarian and
Romanian educational settings, are generally frowned upon; however, I argue
that this would be beneficial in developing new repertoires of codes where
languages coexist, such as in my case with historical minority settings.

1.2 Research sites

Nagyvdrad/Oradea

The original point of departure for my dissertation was to present an image of
Hungarian language learning in Romania. My primary site of research, the city
of Nagyvarad/Oradea, is situated in Western Romania, 10 kilometres from the
border of Hungary. Until 1920, it belonged to the Kingdom of Hungary, and for
a long time it used to be a major cosmopolitan city and centre of the then
dominant literary cultural life in Hungary. Since then, the state language has
solidified its dominant position in Romania, supported by government offices
and education (Ben6 & Szildgyi 2005). Moreover, Hungarian has been perceived
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in terms of its former dominance, and as a threat to be counterbalanced in a
post-colonial venture with regard to integrating the region into the Romanian
Nation State.

In the Hungarian historical narrative, the city of Nagyvarad for several
centuries was one of the centres of Hungarian cultural life. One can recall the
founder king Saint Ladislaus (in Hungarian Szent Laszl6), the outstanding
humanist Janus Pannonius (1432-1472), and much later the vibrant coffeehouse
culture of the cosmopolitan city at the turn of the 20th century, which is often
referred to as the breeding place for modern Hungarian literature. A great
many nonconformist poets, and intellectuals — like Endre Ady, Gyula Juhasz,
and the poets of the “Tomorrow” anthology — started out from here. Lately,
their statues can be seen in a central location of the city, in a busy pedestrian
area. At the beginning of the 20" century, while still part of Hungary, the
Hungarian language monopolized the landscape of the city with marked
official and social pressures to “magyarize” the Romanian minority speakers
(Nemes 2010).

In his monograph on the politics of teaching Hungarian in the late Dual
Monarchy, Berecz (2013) does not discuss the historical situation of Nagyvarad.
Varga (2014) is one of the few who deals with Nagyvarad’s linguistic situation.
In a recent study Varga argues that the city was overwhelmingly Hungarian
speaking. He distinguishes between “the macro-level heterogeneity of lan-
guages” versus the monolingual linguistic practices of the citizens, saying that
“current scholarship, alongside nostalgic literature, mistakes the multilingua-
lism of the Habsburg Monarchy and that of its citizens in their everyday lives”
(Varga 2014: 965). Berecz (2013) reached the same results in respect to the
efficiency of teaching Hungarian in the Hungarian Kingdom, contending that
this rarely resulted in children becoming functionally bilingual.

Varga argues convincingly that “macro-level multilingualism is thus
often blurred within the individual, and while the former can be supported by
satisfactory sources, the latter is poorly underpinned by evidence” (Varga 2014:
966). According to Varga, multilingualism was a far less dominant and
widespread phenomenon, especially on the eastern fringes of the Monarchy. In
his view, nineteenth-century observations about linguistic practices were made
by the well-to-do and better-educated strata of society, but features of
multilingualism were closely connected to the local market of languages and
social relations (religion, gender, etc.). At the same time, the “nationalism
promoted by the Hungarian government and the expansion of Magyar public
space had an ambiguous impact on multilingualism, depending on the local
society” (Varga 2014: 966).

When looking at the historical situation of language use, Nagyvérad was
populated mostly by Magyar speakers in the early eighteenth century Hungary
while the Orthodox population spoke Romanian, Greek, and Serbian. By World
War I — after their appearance in the eighteenth century, and due to their
constant immigration — the Jewish community became one of the largest in
provincial Hungary (Lakos 1912 in Varga 2014). Fleisz (2005: 44 and 2011:154), a
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historian of the city, also states that from the mid-nineteenth century up to 1910,
while still a part of the Hungarian Kingdom, the population of Nagyvérad
spoke chiefly Magyar (around 90%), Romanian (one-sixth), and German —
spoken by the Jewish population — (one-sixth).

TABLE 1 Mother tongue and mono/multilingualism in Nagyvarad 1880-1910
Nagyvarad
1880 1910
Total population 31,324 61,034
According to mother tongue
Magyar 27219 86.89% 56,527 92.62%
German 1171 3.74% 1098 1.80%
Slovak 344 1.10% 173 0.28%
Romanian 2050  6.54% 2870  4.70%
Ruthenian 46 0.15% 23 0.04%
Serbo-Croatian 33 0.10% - -
Croatian - - 26 0.04%
Serbian - - 22 0.04%
Other 461 1.47% 295 0.48%
According to knowledge of languages
Monolingual 18,789 5998% 43,018 70.48%
Multilingual 12,535 40.02% 18,016 29.52%

Source: Varga 2014: 973, for a similar compilation see also Fleisz 2011: 154.

As the above table illustrates, German did not have great vitality in this city of
the Monarchy and the number of native German speakers gradually dwindled,
while the Jewish community was rapidly Magyarized (Lakos 1912 in Varga
2014). In the interwar period, the Jewry in the Hungarian-Romanian multilin-
gual cities was predominantly Hungarian speaking and claimed a Hungarian
identity in censuses etc. (see Bardi 2013: 150). At the same time, partly due to
confessional differences, native Romanian speakers did not Magyarize into the
dominant Hungarian-speaking population of the city. Both Varga (2014: 973)
and Fleisz (2011) argue that the preference and demand for Hungarian mono-
lingualism grew so much that in 1910 even the majority of Jews (56%) declared
knowledge of Magyar only.

In 1910 about one-third of Greek Catholics and half of the Orthodox
Catholics declared Romanian as their mother tongue. Apart from Greek
Catholic institutions, the public space of Nagyvarad was monolingual Magyar
throughout the entire era (Fleisz n.d.). According to the 1880 Hungarian census
around three-quarters of native Romanians and four-fifths of native Germans
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spoke a second language, in most cases Magyar. Over the next 30 years, even
more native Romanian speakers learned Magyar; however, in 1910, only 18% of
ethnic Romanians reported speaking Hungarian.

The Hungarian dominance lasted until 1920 — when Transylvania,
including Partium, was ceded to the Romanian state —, but cultural, social, and
linguistic strategies to make Transylvania Romanian would continue for many
decades to come (Livezeanu 2000). According to 1910 census data, the
percentage of inhabitants claiming Hungarian nationality (ethnicity) was 91.1%
(Szarka 2002, 198) — this number included the large local Jewry, the majority of
which perished in the Holocaust. According to the 2011 census,
Nagyvarad/Oradea had 184,861 inhabitants of whom 23,81% registered
Hungarian as their mother tongue.

For my discussion of learning Hungarian as a historical minority language,
it is important to situate the theme in both regional and historical contexts as
well as to examine the influence of changes in Hungarian and Romanian
national politics and how they impacted this geographical region. Since the
history of the city has been written by many (for a Hungarian perspective see
e.g., Fleisz 2011; Dukrét & Péter 1998; Balint 1990 etc.), in what follows I offer
only a snapshot of some historical turning points so as to contextualize my
dissertation in more detail then was possible within my articles.

From a Romanian perspective, Teodor Nes wrote about the most
outstanding intellectual Romanian figures in Bihar (Romanian: Bihor) County,
and through their lives and activity, presents the national aspirations of
Romanians, active in the second part of the 19th century, and up until 1918. It is
worth taking a closer look at Nes’s work because he focuses on the regional
perspective. He notes that while researching the Hungarian press he found that
social phenomena related to Romanians was reported only fleetingly, and often
in mockingly (Nes 2006: 3). The main narrative presented as the framework of
his book is that of the emancipation of Romanians vis-a-vis the privileged
groups of Hungarian, Szeklers, and Saxons who benefited from the oppressed
Romanians in the Hungarian Kingdom. Nes describes the region as the
historical “Hungarian Partium” that lay in the Hungarian Kingdom between
historical Transylvania and Hungary proper. He explains how the Romanians
in the Bihor, under Hungarian rule, felt themselves on the borderland between
nations (see also Nemes 2010 on the language border). He draws attention to
the particular local context that is often neglected by grand national narratives.
Nes argues that, in spite of the occasional social revolts and uprisings, upward
social mobility for the Romanian speakers was virtually impossible in the
Hungarian Kingdom. In order to illustrate the different statuses of language use
under Hungarian rule, he remarks that Hungarian and German were the only
languages “worthy to be used in the world and in prayers to God” (Nes 2006: 5).
When discussing Romanian cultural life in Hungary in the 19t century, Nes
also describes the Romanian intellectuals and their fight for cultural affirmation
on an ethnic and linguistic demarcation line — an idea that crops up frequently
in academic writing — between Transylvania and Hungary proper. On 4 March
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1849, these territories were delimited from the somewhat autonomous
Transylvania, and they were eventually left to the direct reign of Budapest.
Romanian bishops under centralized Hungarian rule, Andrei Saguna and
Vasile Erdeli, expressed a wish to be aligned with a more autonomous
Transylvania again, and envisioned a union with Romania (Neg 2006: 14).

In this period, when the region belonged to the Hungarian Kingdom,
Romanian intellectuals saw their only chance in adapting to the situation and
approached Hungarian officials under the slogan: “With Budapest against
Vienna”. And such was how certain Hungarian-Romanian cooperations
characterized this period in Bihor (Nes 2006: 8).

The idea that Romanians in the Hungarian Partium should fight for their
liberties within the framework of the Hungarian Kingdom led to the formation
of the Romanian Hungarian Party (Ungurenilor) in 1848. Prominent leaders of
the group included intellectuals from Bihor, most of them residing in
Nagyvérad/Oradea: Emanuel Gojdu, Ion Dragos, Nicolae Jiga, G. Fonnai, and
other Romanian representatives in the Parliament in Budapest. They adopted
an attitude of brotherly understanding between Hungarians and Romanians
under the Hungarian crown, and the policy of this party was, for the most part,
supported by the representatives of the Romanian Orthodox and Greek
Orthodox bishopric and clergy. Among others, the Bihor politicians formulated
demands in respect of the expansion of Romanian language use in Hungary:
e.g., the unrestricted use of native language in churches, schools, and all matters
of the Romanian nation, and the emancipation of the Orthodox church from
under Serbian supremacy (Pacatianu in Nes 2006: 20).

In the 19% centuryHungary adaptation did not equal giving up
“Romanian ethnic individuality”. As the prominent Romanian Nagyvérad
lawyer, and a Member of Hungarian Parliament stated: “The Romanians rank
the maintenance of nationality higher than personal liberty, for they consider
national life as the basis of liberty” (Pacatianu in Nes 2006: 19). During his exile,
Lajos Kossuth gave an interview that was published in the Hungarian language
newspaper Nagyvdrad in 1893. Kossuth formulates there his position on
historical minority languages in Greater Hungary and the magyarization of that
time. “With the nations in Hungary you may not deal like with some newcomer
immigrants. These peoples have lived there many centuries, and they — rightly
so — are very much attached to that land. The language and religion of these
nations is to be regarded as an ancient and sacred treasure which cannot be
confiscated. The politics that would carry out this does not hold moral
grounds”. Regarding language, Kossuth stated that: ,each clerk in a village,
county, or district has to speak the language of the people perfectly and use it in
contact with the people... Of course, only Hungarian can be used as the state
language in the parliament” (Nagyvarad, 14 May 1893 in Nes 2006: 36). The
reality in the country was of another nature from Kossuth’s ideals (see Berecz
2013), and Faur (2008) notes that the Dual Monarchy followed a
denationalization policy of Romanians and “their spiritual potential was
silenced”.
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My aim through recounting these historical precedents was to show that
the context of Partium and Oradea mainly conformed to the larger national
politics, and only rarely were there times that favoured mutual accommodation
on the local (Nagyvarad) or regional level (e.g., Bihar County).

In regards to the historical precedence of teaching Hungarian to adult
native Romanian voluntary learners in the larger Transylvania region, Berecz
(2013) mentions voluntary free Hungarian language courses for adults in the
last two decades of the 19th century, but he found no record of such courses
after 1900. Hungarian cultural associations offered these courses; however, no
trace of such courses can be found in Nagyvarad/Oradea. Berecz points out
that after the initially well-disposed adult public’s interest, the desire to learn
Romanian eventually slacked, and such ventures were soon no longer offered
in the multilingual cities of the Hungarian kingdom. He finds that learning the
language in formal classes without genuine social interaction may have been
boring and demotivating for the adult course participants (Berecz 2013: 151).

After a turbulent period following the First World War, when
Nagyvérad/Oradea for a brief time became a “red city” in the Soviet Republic
of Hungary, there followed a counter revolution during which the mayor and
other leaders of the city handed over the keys of the city to the Romanian army
under the command of Traian Mosoiu, who had hence been commemorated as
liberators in the official Romanian historiography of the city (e.g., Borcea 2003:
54).

In regards to the ethnic make-up and the linguistic situation in the city in
the following interwar period, which is now under Romanian reign, the central-
ly appointed mayors were Romanians, but they had to work with elected coun-
cils dominated by the Hungarian parties. The city governance “had to govern
the city in conformity with the interests and values of the Romanian state, but
in conditions in which the Hungarian and Jewish population remained in nu-
merically majority and economical superiority to the Romanian population, in
spite of its massive increase” (Cornea 2003: 66). It is often stated that the Hun-
garian-speaking Jewish population have long stood behind the culture and in-
terest of Hungarians (Cornea 2003: 66). (For a detailed account on Jewish life
and history in Oradea and their deportation see Mézes 1997).

The Romanian state fostered the establishing of many cultural and
educational institutions “on the ethnic fringes of the Romanian nation and it
was in need of more centres of culture” (Savu 1995: 14). Roménasu (2008) also
points out the discrepancies in development between Hungarian and Romanian
cultural organizations in Oradea, and Bihor County after Transylvania’s
annexation to Greater Romania in 1918. In his monograph, Roméanasu describes
in detail the coordinated efforts and urgency of the state through the
organization of cultural associations aimed at “a cultural Reunion with the
Unitary Romanian National State” (2008: 457). For example the establishment of
the Romanian Orthodox Theological Academy in Oradea took place in 1923
(Savu 1995: 14). According to Savu, the aims of the founding bishop, Roman
Ciorogariu, were twofold: “to save the souls, as well as strengthen their
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patriotic feeling towards their new fatherland, Greater Romania” (1995: 13). In
the period when Nagyvérad was briefly returned to Hungary (1941-1944), the
teachers and students of this institution fled to Arad, and for the greater part of
the war, they remained in Romania (Maghiar 1995: 6).

In the interwar period the loss of dominance frustrated the Hungarian
population. Public life in Nagyvarad/Oradea, a border city, was marked by
tensions between forces of Hungarian border revisionism and Romanian anti-
revisionism. Despite the tensions in the interwar period the city maintained its
peaceful multi-ethnic character, and there were no ethnic or racial incidents
until the deterioration of international politics. (For more on everyday life in the
interwar period from a Romanian perspective, see Craciun 2010.)

Another major turning point in the life of the city was the incorporation of
northern Transylvania, including Nagyvarad/Oradea, into Hungary. The
Vienna accord on the fate of Transylvania, decided by the Axis powers
Germany and Italy, was interpreted as a homecoming (in Hungarian: visszatérés)
from the Hungarian perspective while Romanian historiography deems it an
unjust Dictate and a “day of national grief” (Bihoreanu, Mosicat & Tulvan 2004:
17). On 6 September 1940, Hungarian troops entered the city and celebrations
were organized in honour of Regent Horthy on the main square. On 4 October,
285 Romanian intellectuals (amongst them the last interwar Romanian mayor,
Augustin Chirild) were arrested and embarked on freight wagons and expelled
across the new border to Romania. This incident of the “Hungarian occupation”
is often recounted as a major moment of the transfer of power (Cornea 2003:
120), moreover as “a national tragedy” (Bihoreanu, Mosicat & Tulvan 2004: 6).
One of the interviewed participants also referred to these events as “the
Hungarian occupation” (see article 3).

At the end of World War II battles for the city were fought outside the city.
The Romanian and Soviets troops ultimately “liberated the city on October 12,
1944” (Cornea 2003: 126; Moisa 2003: 149; Faur 2004: 1V), and Oradea returned
to the Romanian fatherland (for more on this and the Romanian nationalist
discourse, see Bihoreanu, Mosicat & Tulvan 2004).

As we previously saw, the now “liberated” city was still dominated by
Hungarian speakers, and they remained the local majority, until the middle of
the 1970s. The ethnic balance changed as a result of the massive influx of
Romanian speakers during the period of Socialist industrialization between
1944-1989 (Moisa 2003: 147). The city experienced great transformations in this
period when many new factories were established and living districts were
built and the number of inhabitants increased accordingly from 77,509 in 1945
to 250,000 in 1998 (Dukrét & Péter 1998: 21;). Later, the population of the city
decreased to 183,123 by 2011 (Institutul National de Statistica 2011) as a result of
the process of deindustrialization that characterized the years following the
regime change in 1989.

Since the relation between majority and minority languages has been
asymmetric in most cases, the study of language ideologies around the learning
of historical minority languages deserve attention. May (2012) has pointed out
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that many Western intellectuals share the idea according to which majority
languages stand for modernity and progress whereas minority languages are
positioned as reminders of cultural disintegration, moreover, separatism. From
such a modernist vantage point, it comes as little surprise that the practice
which majority language speakers would set out to learn the languages of the
minorities has not become a widespread practice (for a similar argument, see
Nekvapil & Sherman 2009), and the opportunities for learning are more often
than not also very limited. Notwithstanding these obstacles, I managed to set
up a private venture in order to teach the Hungarian language in several
courses to Romanians in Nagyvérad/Oradea.

The Debrecen Summer School

Another important site of study that connects my main context to the larger
national and historical discourses that circulate around the topic is an adult
training institution, the Debrecen Summer School (DSS) in Hungary. The
institution offers short-term intensive language courses. For a long time it has
been the most important institution with a declared goal to teach Hungarian as
a foreign language “magyar mint idegen nyelv”, and it has received many
thousands of language learners from all over the world throughout its 85 years
of existence. The DSS has been a part of the University of Debrecen for most of
its existence, too. The second or third largest city in Hungary, Debrecen is
situated in the eastern part of the country in the Great Plains region, next to
Hortobagy Puszta. The city of Debrecen has supported the DSS from early on,
since it has brought significant revenue for the city by attracting numerous
foreign visitors. However, the establishment of the DSS is to be attributed to the
particular Hungarian circumstances of the times.

The DSS was founded in 1927 at a time when Hungary was still
recovering from the shock of the Peace Treaty following the First World War
when Hungary lost two-thirds of its territory, and 30.2% of its ethnic Hungarian
population to the successor states (Romsics 1999: 123), of which 1.6 million were
located in Romania. Between 1922 and 1931, Kuno Klebelsberg, the Minister of
Religious Affairs and Public Education, orchestrated a major reform of
Hungarian education. Klebensberg professed that the only way for Hungarians
to escape the lethargy of territorial losses and economic collapse after the First
World War, was to aspire to cultural supremacy by preserving and improving
the cultural and educational achievements of the nation (see Ormos 1994). At
the time, the main aim of Hungarian politics was territorial revision. The
concept of “Hungarian cultural superiority” was to become the ideological
basis “on which the revision of the Trianon treaty was justified, and politicians
hoped that their cultural policy would attract not only Hungarians, but even the
non-Hungarians living in the lost territories across the borders” (Ormos 1999:
325). However, investing in the teaching of Hungarian to the neighbouring
ethnicities was not part of the agenda.

In her discussion of ethno-linguistic nationalism and language ideology
in Hungary, Gal points out that there have been two definitions of the nation:
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“political nation” and “cultural” (2008: 221). While before the First World War
Hungarian elites preferred the first, after the Treaty of Paris, Hungarian
politicians embraced the idea of the “cultural nation”. This ideology, which
would serve the unity of the Hungarian cultural nation across state borders,
became dominant (Gal 2008; see also Langman 2002: 60-61). In this vein, an aim
of the DSS was to offer the Hungarians in the so-called “successor states”
(Romania, Czechoslovakia, and Yugoslavia) opportunities to maintain links
with the “kin-state”, and remain up-to-date on Hungary’s cultural and political
developments, within a basically non-political framework (Gellén 2002; Némedi
1988: 179).

Jyvidskyli

Jyvéaskyld, a municipality in Central Finland, is officially monolingual. The city
was founded in 1837, and was chosen as a site for the first Finnish medium high
school and teacher education thus becoming a Finnish language education
centre. At the same time the capital, Helsingfors/Helsinki, was predominantly
Swedish speaking in the 1860s (for more on Swedish-speaking Finns see
Liebkind, Tandefelt, & Moring 2007; McRae 2007; Tandefelt & Finnds 2007).
Development was rapid, and the 19th-century settlement has come to be a
major university city. In 2014, out of the 131,000 inhabitants, 312 are registered
as Swedish speakers, around 0.2% of the population (Statistics Finland 2015; for
a historical development of the number of Swedish speakers see Official
Statistics Finland, McRae 2007, Tandefelt, & Finnds 2007). The existence of
Swedish daycare and schooling are proof of Swedish bilingualism even in this
predominantly Finnish-speaking municipality (see Palviainen 2013b).

In order to better understand the Jyvéskyld context, it is necessary to
briefly elaborate the language policy of the country and the historical
developments that led to the particular contemporary sociolinguistic situation.
In present Finland, the first written sources in Swedish can be traced back to the
12th century. The present area of Finland was part of the Swedish Empire
before it became part of the Russian Empire in 1809. The territory enjoyed
autonomy as a Grand Duchy of Finland, and this was in fact the predecessor
state of modern Finland. Independence of Finland was declared in 1917. As
concerning language policy, Finland is an officially bilingual country, where
Swedish and Finnish have equal status (The Constitution of Finland 2000).
Intellectuals and state officials have used both Swedish and Finnish for some
time and the elite did not enact resistance against learning Finnish, or later
Swedish. Education is conducted either in Finnish or Swedish on an equal basis
(see Laihonen 2015¢); furthermore, as to the general educational reform of 1968,
the other national language is a compulsory subject in both Finnish and
Swedish medium schools (Palviainen 2010a).

Despite the fact that Swedish is not widely used in Jyvaskyld, or Central
Finland, nor is it present in the local linguistic landscape, the university and city
offers many opportunities for learning Swedish (e.g., Palviainen 2012). A
particularity of the Finnish context is that students are required to prove
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proficiency in the second national language (for a large scale analysis see
Palviainen 2010a). Most students are interested in obtaining the Degree
Certificate of Studies in Swedish for civil servants (see Palviainen 2010a).
Controversies about the compulsory learning of Swedish are general in Finland
(e.g., Palviainen & Jauhojarvi-Koskelo 2009; Palviainen 2013a).

My studies and location at the University of Jyvaskyld have given me the
opportunity to look at the context and issues also from a theoretical perspective,
framing it in contemporary sociolinguistics and SLA perspectives and
comparing it to the voluntary learning of Swedish by Finnish speakers in order
to bring the PhD dissertation into a more general and theoretical perspective.
Like many modern European states, Romania upholds the ideology of the
unitary nation state with one national language (The Constitution of Romania
2003), in comparison, in Finland, Swedish retained its function as a co-official
language along with Finnish (The Constitution of Finland 2000, McRae 2007).
This fact prompted Kamusella to remark that Finland is not a ““true’ ethno-
linguistic nation-state” (2009: 57). I compared these two contexts of language
learning in order to see whether, and what kind of consequences the above
approach has had for language ideologies with respect to the voluntary
learning of the historical minority language.

1.3 Research questions

My research questions are based on the first practical acquaintances with the
field and therefore include practically-oriented questions as well as more
theoretical ones. The research questions for this study are formulated as follows:
— Which are the typical learner types that study the historical minority’s languages in
the given contexts?

— What are the language ideologies of the learners, society, and the organizers of
voluntary education towards learning a historical minority language as an additional
language?

— What are the representations, descriptions, or evaluations of the Hungarian (and
Swedish) language and its varieties in the opinion of the majority learners?

— What underlying ideological considerations hinder or facilitate learning in the
Romanian (and Finnish) contexts?

— What political positions and cultural notions in the anthropological sense are linked
to the learning of the local historical minorities” language in Romania (and Finland)?

1.4 The structure of this summary

Next, I present a section (2) detailing the methodological procedures and
considerations followed in my articles and discuss how my overarching
approach of studying language ideologies offers cohesion to my PhD work. I
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will also elaborate on the uses of conversation analytic methods for the study of
language ideologies. In the Methodology section, I further explicate how the
Nexus Analysis meta-method contributed to my better understanding and
describing the complexities of the discourses and navigating practices around
the learning of historical minority language voluntarily. I also draw some
conclusions about the implications, restrictions, and benefits of following these
methods.

In section 3, I present my data and sources in a chapter dedicated to the
detailed description of my fieldwork. This includes the presentation of the
language courses in Nagyvarad/Oradea 2010-2012 and fieldwork at the
Debrecen Summer School in 2012 as well as fieldwork in Jyvéskyld in 2013.
Finally, I conclude the discussion with some ethical questions.

In section 4 of this summary, I present the results of my PhD process,
highlighting the main contributions of my four articles to the results of the
dissertation. Subsequently, there is a section that includes my answers to
research questions on the basis of the articles. Finally, I conclude the summary
with a discussion where I write about the implications and possible future
directions for research.

1.5 Articles included

The present work is a doctoral dissertation in the form of a selection of articles
and a summary. I have included the following articles:

1) Hungarian as a Second Language in Oradea/Nagyvarad: Cultural
Reflections and Language Ideologies. In Fenyvesi, K. (ed.) Transition and
difference: Hungarian Perspectives On East and Central European Studies,
Symposium  for PhD Students, 7% International Congress of Humngarian
Studies, Kolozsvar/Cluj-Napoca, 2011. Budapest: International
Association for Hungarian Studies, 279-293.
http:/ /issuu.com/kristoffenyvesi/ docs/ transition2012 /281

2) A magyar mint madsodik nyelv tanitdsdnak nehézségei és sikerei
Nagyvaradon. [The difficulties and successes of teaching Hungarian in
Oradea] THL2 A magyar nyelv és kulttra tanitdsdnak szakfolydirata —
The Journal of Teaching Hungarian as a Foreign Language] (2012/1-2), 97-
115.
www.epa.hu/01400/01467/00009/ pdf/ EPA01467_thl2_2012_1-2_097-
115.pdf

3) Teaching the neighbours Hungarian: language ideologies of Romanian
voluntary learners and the Debrecen Summer School. Multilingua. Journal
of Cross-Cultural and Interlanguage Communication. Ahead of print, 14 July
2015. Doi: 10.1515/ multi-2014-1030.
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www.degruyter.com/view/j/mult.ahead-of-print/ multi-2014-
1030/ multi-2014-1030.xml

4) Language Ideologies and Learning Historical Minority Languages: A
comparative study of voluntary learners of Swedish in Finland and
Hungarian in Romania. Apples — Journal of Applied Language Studies Vol.
9 (1), 2015, 87-109.
http:/ /apples.jyu.fi/article/abstract/352

The articles were written in English (articles 1, 3, 4) and Hungarian (article 2).
They were published in international forums. The articles were adjusted to
meet the requirements of the editors, as well as the expectations of different
audiences. The first English language one was written with an international
audience in mind that was not foreign to the field of Hungarian Studies; the
second one for a Hungarian reading audience, while the latter two were written
for a specialized audience interested in applied linguistics and sociolinguistics.

To conclude, Article 1 introduces the topic and places it in the
framework of international scholarship and samples some possible avenues of
research for future investigation. It served as a starting point to my PhD work.
Article 2 places the study within the framework of Hungarian Studies, and at
the same time situates it in a historical perspective while pointing to
international trends in the field of reflective ethnography. Article 3 refines the
approach of language ideologies and the methodology of analysis on study
abroad and language ideologies. It opens the scope of research internationally,
and shows larger cycles of discourses. Finally, Article 4 formulates results in the
light of the voluntary learning of historical minority languages in general. All
four articles have unifying themes as the uniformity of approach, language
ideologies, the consistency of methods ethnography, and discourse analysis.
The results of all four articles can be read as part of discourse cycles about the
same topic, and they can be organized into a consistent whole with the help of
Nexus Analysis meta-theory (see section 2).



2 METHODOLOGY

2.1 Introduction

The first Hungarian courses preceded my idea of developing the topic into a
dissertation. First I gathered various kinds of data about the teaching and the
topic and started my work with an open mind in a way to see what
methodological issues it will raise (Blommaert 2006). Eventually, I conducted an
ethnographic study of learning and teaching Hungarian for Romanians as well
as organizing such education and carried out an exploratory comparison with
Finns learning Swedish in voluntary settings. That is, I approach the field from
the emic perspective of anthropological sociolinguistics applying
ethnographical data collection methods as outlined by Ten Have (2004), Heller
(2008), and Blommaert & Dong (2010), which to some extent preceded the
establishment of research questions. In this manner, my study can be defined as
data-driven and qualitative minded. In the articles, close attention is given to
the ethnographic data in respect that it prompted the research questions and
guided the ways of reporting it. In this sense, I follow a concept of ethnography
developed by Geertz (1973), who considers it more a viewpoint than a method.
In the study of the complexities and particularities of social scenes, Geertz
aimed at “thick description”. The ethnographic approach of stressing the open-
ended nature of research aims at “getting quality from the actor’s point of view”
(Atkinson 2005: 50), which is particularly congruent with the approach of
language ideologies.

In my articles and in this introduction I take a broad definition of
discourse as “all forms of meaningful semiotic human activity seen in
connection with social, cultural, and historical patterns and developments of
use” (Blommaert 2005: 3). Blommaert and Verschueren also point out
that “empirical ideology research is almost necessarily discourse-centred” (2002:
26) and “the level of implicit meaning is of particular importance because of the
common sense nature of ideology: a world of ideas and attitudes which is
basically taken for granted as a yardstick” (Blommaert & Verschueren 2002: 26).
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Blommaert & Verschueren oppose “transcendental linguistic views” of
discourse (2002: 27). They also advocate an “ethnographic and historical
approach to the data, complementing the discourse-analytical approach which
focusses on the structure of the data itself. The ethnographic approach compels
us to analyse the data in the context of a synchronic pattern of social relations
and practices” (Blommaert & Verschueren 2002: 27). This approach is congruent
with Scollon & Scollon’s, who also conceptualize discourse analysis as a field of
study in which microanalysis allows for “unfolding moments of social
interaction or a much broader socio-political-cultural analysis of the
relationships among social groups” (2004: 8).

2.2 Approach: Language ideologies

I approach the study of the voluntary learning of minority languages by the
majority through exploring language ideologies in interviews. Before I
introduce the language ideology framework (Schieffelin, Woolard & Kroskrity
1998). I would like to point out some tenets about language and the
sociolinguistics context that stand at the basis of my understanding of language
ideologies in relation to language learning. In her monograph, The Multilingual
Subject, Kramsch emphasizes how “symbolic forms construct subjective realities
such as perceptions, emotions, attitudes, and values” (2009: 7). In my study I am
interested in this aspect of the multiple subjective realities, and ideological
horizons created by the language learners in relation to their languages. I
consider both of them fluid and emerging in the context (Laihonen 2008).
Langman points out the concerns in current sociolinguistics, as “the moment-to-
moment actions of one speaker in a particular time and place affect both the
form of what is said and the meaning that is intended, as well as the manner in
which it is interpreted by the others in the interaction” (2013: 244). A
combination of this concern for interaction and going “beyond the propositional
meaning to the ideologically enriched meaning” (Langman 2013: 246) in order
to analyse and link micro- and macro-level discourses can best be done by
applying the language ideological framework.

Susan Gal (2006a) conceptualizes the field of language ideologies as a
form of discourse analysis, and defines it as “cultural, metapragmatic
assumptions about the relationship between words, speakers, and worlds”
(388). Gal (2006b: 15) argues that, in order to unfold language ideologies, we
need to analyse the configuration of these sometimes unconscious cultural
assumptions and notions that serve as a frame for linguistic practices (cf.
Woolard 1998).

McGroarty notes that “language ideologies have both personal and
societal valence[s]” (2008: 98). Surveying different contexts, she demonstrates
that language ideologies are expressions and consequences of socio-political
conditions, and they can be directly political inasmuch as policy can influence
what languages or varieties are favoured or prohibited.
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As Wortham (2008) and Spolsky (2010) have established in their
reference works, language ideologies constructed by language learners are
considered central to understanding issues involved in the learning and
teaching of additional languages. Other studies (see Rampton, Charalambous,
& Charalambous 2014; Zenker 2014; Cenoz & Perales 2010; McEwan-Fujita 2010)
have pointed out that this applies in particular to the context of adults learning
the language of a historical minority voluntarily. This seems to hold even in the
case of elementary schoolchildren (Martinez-Rolddn & Malavé 2004). The
implications of language ideologies for language learners can be far reaching
since, as Duszak notes: “Ideologies, whether invited or imposed, normally come
and go with a language” (2006: 95). Language ideologies also offer insights into
“the microculture of communicative action to political economic considerations
of power and social inequality, confronting macrosocial constraints on language
behavior” (Woolard & Schieffelin 1994: 72).

The study of ideas, beliefs, and theories of language have developed into
an important field. Earlier research was mostly contextualized in
psycholinguistic theory. In research, both traditional and contemporary
attitudes are studied in the socio-psychological framework (Baker 1992; Marton
& Vince 2011); where the method of study has been hypothesis driven and
quantitative (Kalaja 1999; Kalaja & Barcelos 2006; 2012a; 2012b).

The proponents of folk linguistics (Niedzielsky & Preston 2000) offer a
somewhat more socially grounded and qualitative analysis of language
perceptions. However, they do not include conceptions in their analysis, which
separates them from the study of language ideologies (see Silverstein 1979).

The literature of ideology has seen a burgeoning since the 1990s.
Woolard and Schieffelin’s (1994) seminal study remained the most important
contribution that summarized the tenets of the field. In the Hungarian literature,
language ideological discussions started somewhat later, but they gained
terrain amongst Hungarian linguists in the 2000s. Language ideological
discussion was at the centre of the Conferences for Hungarian Sociolinguistics
[El6nyelvi konferencia] in 2008 and 2010 (see Hires, Laszl6, Karmacsi & Marku
2011; Borbély, Vanconé Kremmer, & Hattyar 2009). Without the intent to
compile a comprehensive list, important contributions to the field in Hungarian
include Domonkosi (2010), Kontra (2006, 2008a, 2008b, 2009), Laihonen (2004,
2008, 2009a, 2009b, 2010a, 2010b, 2011, 2013a), Lanstyak (2003-2004, 2007a,
2007b, 2007c, 2008, 2009a, 2009b, 2010a, 2010b, 2011), Sandor (2001a, 2001b,
2006), and Szab6 (2012).

In the Hungarian minority context, a more refined and interpretative
social psychology framework has been offered in the sociolinguistic study of
Langman and Lanstydk (2000), who analyse the cognitive processes behind the
informants” accounts. Finally, Langman (2013) summarizes her qualitative
studies in different Hungarian minority contexts and combines the approach
of language ideologies with social psychology. Such a move is not present in
this dissertation, since the goals and interpretative framework was
ethnographic and interactional from the beginning.
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2.3 Conversation Analytic methods and language ideologies

Implicit and explicit statements as well as conceptions about languages occur
frequently in interviews (Laihonen 2009a, 2008). As we saw above the Language
ideologies approach not only allows the use of fine grained methods, but it
considers it useful, because applying such methods allows us to gauge how
“local practices in local contexts are negotiated” while “powerful external
discourses are imposed”(Langman 2013: 247). Therefore, in the analysis of the
interview data, I was oriented by applied Conversation Analysis (CA) as a
suitable method for its valuable practices as well as for its insights into
analysing spoken interaction. In comparison to the generally more static
ethnographic accounts, “CA portrays social behaviour as dynamic, emergent
and situated vis-a-vis the interactional contingencies of the moment” (Atkinson,
Hanako & Talmy 2011: 88). I was interested in the ideas interviewees have
about the historical minority languages they are learning, and what kinds of
explicit evaluations they make about the learning of said languages.
Interactional data is also used by Jaffe (1999) and Heller (2011a; 2011b), largely
from the discourse analytic perspective of analysing the content of turns by
different actors, however, Laihonen (2008, see also Ten Have 2004) brings
together insights from Language Ideologies and Conversation Analysis in order
to show how the contents and details of shifts in interaction are actually co-
constructed and how language ideas are intertwined with the interactional
structure in interviews.

My investigation focuses on the transparent, explicit talk about
languages, their value, and how and why they are learned. My interpretations
are framed in a large ethnographic analytical framework, but at the same time
during the course of the analysis of the data it became obvious that the
interviews themselves need to be tackled, therefore I focus my attention on the
analysis of the interviews as interactive events (Laihonen 2008). I recognized the
problem, that in my case also, the interviewer could influence the account;
therefore, it is necessary to examine interactional shifts that can occur in the
interview data. To address this concern, I also needed another methodological
framework besides ethnography. I decided to use an applied form of
Conversation Analysis and this helped augment my analysis of the interview
data. At the same time, for me, it is relevant to see what larger discourses the
interviewees orient to, reproduce, or dispute. The applied CA approach
complements well the approach of Language Ideologies in my case, since
ideologies “have foundations in interaction and in the normative framework
that speakers invoke in and through their talk” (Laihonen 2009: 24).

My interview data consists of open-ended, semi-structured interviews
(see Hutchy & Wooffit 1998: 173; see Ten Have 2004 for different interview
types) with Romanians about learning Hungarian and Finns about learning
Swedish voluntarily. I point out how the “metalanguage is connected to the
social situation” (Laihonen 2008: 671), as well as how “world views or social
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positions” (ibid.) are co-constructed together during interview interaction (see
also Mori 2012; De Fina 2009). That is, when a story is told, it is told for this
interviewer (me) in the interactional context of the interview; for instance,
because the interviewer asked a question and perhaps did not understand the
answer, the interviewee ended up clarifying his answer with a [new] narrative.

In my articles, I use the interactional analysis of discourse in order to
better understand how social realities are constructed. According to Heller
(2001: 251), we should also examine “patterns of discourse as they emerge in
interaction”, and understand them as “primary acts of meaning-making”.
Therefore, I take the interpretivist stance of linguistic ethnography, describe
practices and address questions to shed light on language ideologies in order to
gain insights into the relation of social action and language learning. In the
analysis of my data, I combine the epistemological principles of conversation
analysis and discourse analysis. That is, I use an integrative approach and look
at larger social and historical processes and structures beyond the interaction.
The circumstances of observation are as important as the observed phenomena
itself. Langman also argues that it is the job of the researcher to analyse
“potential sets of meanings that words have and to place them in the context in
which they are uttered” (2013: 256).

Even though I find poststructuralist approaches to identity useful (Norton
& McKinney 2011; Block 2007a, 2007b; Norton 2000), since they view identity as
multiple, fluid, fragmented, and conflicting, I do not pursue the identities
(Pavlenko & Blackledge 2004), or community of practice approach (Wenger
1998; Lave & Wenger 1991). I chose to combine discourse analysis of different
data in order to uncover language ideologies. I adopt the Conversation Analy-
sis-SLA approach and demonstrate the nexus of these “performed,” “co—
constructed,” and “situated,” identities (Benwell & Stokoe 2010). Szab6 (2013),
in his studies on the metalanguage of school children, has demonstrated that
Conversation Analysis can pinpoint the co-constructed nature of knowledge by
locating changes in metalanguage within the same interview. I also found that
language ideologies are constructed and re-constructed in the case of Romani-
ans learning Hungarian.

In the analysis of my data, I use integrative approaches and consider the
larger social and historical processes and structures beyond the interaction.
Furthermore, I take the ethno-methodological perspective (e.g., Ten Have 2004)
against prior exogenous theorizing, which looks at participants in the
interaction as competent agents who constantly produce and understand their
social world together, and no aspects of the data will be dismissed a priori
(Kasper & Wagner 2011).

2.4 Nexuses of learning a historical minority language

My multiple and complex data (learners, different contexts, media and
institutions, locations and teachers, in Nagyvarad/Oradea (Romania), Debrecen
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(Hungary), and Jyviaskyla (Finland); see chapter 3) can be organized through
the concepts of Nexus analysis as defined by Scollon and Scollon (2004). I am
inspired by Nexus analysis in the first place as a practical research procedure,
not using it as an overarching general method (cf. Tapio 2013). In other words,
Nexus analysis being grounded on the ethnographic research paradigm offers a
suitable analytical framework to refer to large-scale discourses by examining
small scale situated actions.

My dissertation draws on different types of data from educational
settings aiming at an examination of situated social actions from many
perspectives (cf. Tapio 2013). In nexus analytical terms, my work can be
interpreted as mapping social actions about the learning of Hungarian through
ethnographic fieldwork, and then navigating through these social actions to see
how they are interconnected with other social practices and discourses relating
to the teaching and learning of Hungarian in this particular context (see
especially articles 1 and 2).

While my focus is on the discourse about learning a historical minority
language “on site” (Gee 2005), I also point out aspects of interaction from a wider
viewpoint, showing how learning these languages is also a social action and has
semiotic cycles of discourse (article 4) that can help us better understand the
history and meaning of that social action. According to nexus analysis discourse,
analysis carries two meanings: “the micro-analysis of unfolding moments of
social interactions”, and the “broader socio-political-cultural analysis of the
relationships among social groups and power interest in the society” (Scollon &
Scollon 2004: 8). This study does not focus on power interests in particular, as in
critical discourse analysis (cf. e.g., Fairclough 1989); my interest is, rather, to
explore how the activity of learning the local historical minority language links
to “social, historical patterns and developments of use” (Blommaert 2005: 3). At
the same time, I intend in my analysis to follow “not only a close, empirical
examination of the moment under analysis but also an historical analysis of
these trajectories or discourse cycles that intersect in that moment” (Scollon &
Scollon 2004: 8).

I am influenced by nexus analysis, precisely, because it offers a
connection to the two levels of discourse analysis; namely, the micro-analysis of
interaction, and a broader analysis of social and power relationships. In my
studies, I also examine social action, discourses in place, and interaction order;
however, I do not use terms such as historical body, as the scholars of nexus
analysis (Scollon & Scollon 2004; see article 2). In this way I am not only
describing what is happening but also touch upon the historical antecedents of
what the informants refer to in the interviews. Furthermore, nexus analysis
helped me to acquire researcher’s awareness, that is, to understand/realize that
the researcher is a constitutive part of the research scene (cf. Langman 2013,
2002) (see chapter 3).

In article 4, analysing the institution of the Debrecen Summer School, I
draw on Heller’s argument (2007) in the analysis of French-language minority
schools. According to Heller, it is useful to examine “discursive practice for
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understanding basic dimensions of social organization and for understanding
them as process and not as object” (2007: 651). Following Heller (2007), my
intention was to analyse the historical trajectories in the Debrecen Summer
School as a discursive space, alongside the interests and mobilized resources
that framed the distributed knowledge in the case of the Debrecen Summer
School. Inspired by Scollon and Scollon (2004), my intention was also to present
an institutional ethnography. Rather than a case study, the Debrecen Summer
School presents a nexus of activities and discourses in time and space. I located
the language ideological discourses around the Debrecen Summer School in
their changing historical contexts. That is, I adopted a historical perspective (cf.
Heller 2007; Scollon & Scollon 2004) in examining the Debrecen Summer School
from its foundation to the present.

2.5 Conclusions

My research combines several qualitative, sociolinguistic approaches and
methods: language ideologies, ethnography, discourse analysis, and nexus
analysis. All of them are needed to unite the distinct parts of my dissertation.
However, the approach of studying language ideologies is present in all four
articles, hence it is the most important for my work. Again, working with other
methods, such as language attitudes (e.g., Veres 2000, Marton & Vince 2011,
Bilasz 2013), could have resulted in different perspectives, interpretations, and
findings. Nevertheless, my findings (see chapter 4) could hardly have been
reached by hypothesis driven and quantitative methods.



3 FIELDWORK, DATA, AND SOURCES

This section provides the description of fieldwork, data, and additional sources
of my dissertation. First I present my data, and give an account about how I
carried out observations in Romania, Hungary, and Finland. This is followed by
a description of the ways in which I used the data as well as the process of
selecting data for the articles and a brief record of what was left as background
knowledge and how it was used in the articles.

3.1 The process of data collection

I first got acquainted with the topic of teaching a minority language to the
majority in 2008 when I started teaching Hungarian as a foreign language at the
Debrecen Summer School, in Debrecen, Hungary. I was teaching “Hungarian
for foreigners” in Hungary; however, during my first teaching experience, the
fact that I came from Nagyvérad, Romania, was noticed and the idea to teach
Hungarian for adults there as well was discussed with the Debrecen Summer
School management, who had ideas about extending the courses to other
countries (see article 2 for details). My research intentions to study the
voluntary learning of the historical minority language by the majority language
speakers did not appear until 2010. It was then that I drafted the first proposals,
sketches, and ideas about the learning and teaching of Hungarian in
Nagyvarad/Oradea.

The first Hungarian course in Nagyvarad/Oradea was held in 2009. It was
followed by courses in 2010 and 2011, and by courses in nearby locations in
2012. In 2010 I started collecting research materials, kept a research diary, and
gathered information about my Hungarian courses as they appeared in the
Romanian mass media. I collected everything in Nagyvarad/Oradea that
seemed relevant to my topic, and contained metapragmatic reflections on the
use and learning of Hungarian in Nagyvarad/Oradea. Later, my observations
and research of background materials became more systematic and my work



37

was focused more on including background materials reflecting larger societal
issues about language learning and use.

The core period of my data collection and observation falls between the
years 2010 and 2013 when I organized and taught several Hungarian language
courses in Nagyvdrad/Oradea, the main focus of my study. I worked also as a
teacher of courses in different locations close to my main field that presented
many similarities as well differences to my main area of research. I taught short
intensive courses of usually two weeks to one month in the multilingual city of
Arad, the administrative centre of the neighbouring Arad County (2010).
Further courses were held in the bilingual town of Elesd (in Romanian Alesd), a
town in Bihor (in Hungarian Bihar) County, as well as two Romanian villages
near Nagyvérad/Oradea: Madaras, and Homorog (2012). In order to maintain
the focus on my main area and core research foci, concerning
Nagyvérad/Oradea, these courses were not presented in the articles. However,
the conducted research and interviews offer some important insights, too. They
serve as background knowledge that enabled me to formulate relevant
observations and substantiate certain arguments.

In 2012 T conducted research at the Debrecen Summer School in order to
present the teaching of Hungarian in a more historical and general perspective.
Furthermore, in 2013, I gathered data in Jyvaskyld. This data was used in article
3, which presents the learning of Hungarian in Romania in a comparative
perspective to that of the learning of Swedish by Finnish speaking adult
learners.

Data collection followed the epistemology of ethnography. Aside from
the primary sources already noted, I collected large amounts of supportive
background materials (brochures, photographs, photocopied documents, etc.).
My field notes and observations amounted to 50 handwritten and word-
processed pages. In 2011-2012 I also devoted time to mapping the Internet for
personal websites, blogs, forums, and educational and commercial sites in order
to chart all these digital affordances and sources related to Hungarian language
learning addressed to Romanians. I also recorded local and national television
broadcasts on teaching and learning Hungarian in Nagyvéarad/Oradea from
2011-2012, and this data provided important insight into how the teaching of
Hungarian is discussed in the public sphere. Article 4 includes a detailed
analysis of a local television programme, whereas accounts in the Hungarian
Duna TV are briefly examined in article 2. I also followed and observed the
social media at large and comments made to local digital newspapers, collected
interactive commentary about the organization of the courses, and Hungarian
language learning. This data is briefly touched upon in article 2, but a bulk of it
was left for further use. In all research sites also some linguistic landscape (see
Csernicskd & Laihonen 2015; Laihonen 2015a, 2015b, 2013b, 2012; Laihonen &
Todor 2015; Szabo 2015) data was gathered, especially from the history of the
Debrecen Summer School (see article 4); however, this data awaits further
analysis. Aside from the primary data, auxiliary data was collected after these
dates in libraries, internet databases, and scientific journals. All of these
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resources that I accumulated over the years contributed to the formation of my
dissertation.

3.2 Language courses and data sources

The fieldwork was initiated in 2010 when I started teaching Hungarian courses
in Oradea. The data is restricted in locale and time. I focus on Oradea, and
courses organized and taught by me in the years of 2010-2013. Aside from
interviews conducted in Nagyvérad/Oradea, I also interviewed people in other
locations in Bihor County: in the second biggest city Elesd/Alesd, and in two
villages near Nagyvarad/Oradea: Madaras and Homorog. I also conducted
research in Debrecen, a site that is in the nexus with teaching Hungarian to
Romanians through its traditional summer language courses.

There were different stages to the interview collections. Most interviews
with Romanian participants in Nagyvarad/Oradea were conducted in 2011,
and complemented by Romanian participants at the Debrecen Summer School
in 2012 in Debrecen. In the same year, these interviews were complemented by
interviews in the neighbouring villages to Nagyvarad/Oradea. Interviews for a
comparative study were conducted with Finns learning Swedish in Jyvaskyld in
2013. Below I present the table of the semi-structured interviews:

TABLE 2 Table of informants
Place of the Year of Education Interview length

interview birth
Nagyvarad/Oradea
Woman 1965 University 25 min
Woman 1962 University 1hr 20 min
Woman 1973 University 30 min
Woman 1975 University 35 min
Man 1957 University 25 min
Woman 1961 High School 30 min
Man 1980 University 25 min
Debrecen
Woman 1970s University 20 min
Woman 1970s University 32 min
Woman 1970s University 35 min
Woman 1980s University 28 min
Woman 1970s University 26 min
Woman 1970s University 15 min
Hungarian 1960 University 50 min
male teacher
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Jyviaskyld

Woman 1950s University 20 min
Woman 1970s University 34 min
Man 1950s University 27 min
Man 1960s University 23 min
Woman 1980s Vocational 15 min
Woman 1980s Vocational 21 min
Woman 1950 College 17 min
Woman 1950 College 22 min

Background interviews

Madaras & Homorog

Woman 1994 Secondary School 22 min
Woman 1993 Secondary School 34 min
Man 1990 Secondary School 14 min
Woman 1972 Secondary School 24 min
Man 1980 Secondary School 21 min

In addition to these tape-recorded interviews, there were informal discussions
with other course participants and staff at each sites. I conducted each interview
and each of them contained similar closed and open-ended questions, but the
order of the questions was free. Typical questions included the following: “Why
do you learn Hungarian?”; “Where do you use Hungarian?”; and “What was
the reaction of your circle of friends, acquaintances” etc. The questions were
adjusted to the interactional context, which was analysed (to some extent) in my
articles as well (see especially articles 3 and 4). My/The research objectives
were not precisely delineated; however, the interview questions were planned
in advance. Therefore, I could develop alternative questions freely during the
interview and be flexible while conducting my fieldwork. I usually started the
interviews with general questions about the informants” age and background,
and followed with general questions about the informants” relationship to their
respective historical minority languages, and their language learning experi-
ences. In the course of the interviews I intended to gather views and reflections
about the languages each participant were learning. I allowed the interviews to
be guided by the informants in the direction they felt most at ease with. The
issues that each informant felt important were then explored in detail. Even
though the interviews were not structured along rigid lines, they still cannot be
posited as spontaneous conversations between peers (cf. Laihonen 2009a; 2008).
The topic itself gives cohesion to the interviews because each of them had the
learning of historical minority languages as their central theme.

I started the interviews by asking why the participant has learnt the
language, as well as asking how other people reacted to their decision to
participate in a course on the historical minority language. I enquired about
their trajectories as learners of Hungarian, or Swedish, and the areas of use of
these languages as well as relations to members of the historical linguistic
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minority. Beyond the fact that each of the interviews were conducted by the
author, the uniformity of approach and areas of interest resulted in comparable
data sets.

3.3 Fieldwork in Nagyvarad/Oradea 2010-2012

I started teaching Hungarian to Romanian speakers in 2009. The interviews in
Nagyvérad/Oradea were carried out with the course participants in the
classroom where they had their classes twice a week. In the case of
Nagyvérad/Oradea, I was present as a teacher (for details, see Kiss 2013). In
Nagyvérad/Oradea I documented three courses from 2010 to 2011. I asked the
course participants who attended their second course to participate in an
interview around the middle of the semester-long course. The data consists of
individual interviews, or pair interviews, which usually lasted from 30 to 90
minutes, resulting in a total of circa 4 hours of tape-recorded audio material.
The interviewees are mostly middle-aged intellectuals, who worked in
education, healthcare, business, or were civil servants. In general I can say that
my informants in Nagyvarad/Oradea can be identified as ‘white-collar
workers.”

Interviews were conducted mostly in Romanian, because interviewees as
a rule preferred to use Romanian with me. One interview was also carried out
in Hungarian with a participant whose knowledge of Hungarian was already
very advanced. This happened a year later when one of the interviewees also
participated at the Debrecen Summer School and she gave me an interview in
Hungarian in addition to the one in Romanian a year earlier.

All interviews were concerned with language issues, but sometimes the
informants tackled various other issues, like the coexistence of ethnicities,
recent developments in the cultural life of the city (such as controversies related
to the preservation of built heritage), or the split of the theatre into a Hungarian
and Romanian section.

In Nagyvarad/Oradea, aside from the interviews, I collected other
material connected to my courses from the media and the internet (e.g.,
messages from social media and video documents), brochures, posters, and
other relevant written material related to learning and teaching Hungarian. I
also recorded television programs about my courses (ca. 3 hours of video data).
One of the television programs is analysed in article 3. Other programs
included for example a newsreel by the Hungarian Duna TV, which showed the
interest my course produced in Hungary. These were either newscasts about
the course, or talk shows about learning Hungarian at my courses in
Nagyvérad/Oradea, or at the Debrecen Summer School (Karpat Expressz 2010,
Hiradé. Duna TV 2011). My articles mainly present interview data gathered
during the fieldwork in my project.

As mentioned earlier, I also conducted ethnographic research in some
additional sites in Romania. That is, at intensive Hungarian language courses in
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Arad (2011 November-December) and Elesd/Alesd (2013 July-August). T also
collected interviews with Romanian learners in the villages Madaras, Homorog,
where I taught summer courses in 2012. The participants at these courses in the
villages were unemployed and their courses were set up by the local
employment office and funded through a cross-border cooperation project.
Thus, I could contact a larger demographic; however, they did not belong to the
group of voluntary learners, and this data was thus not examined in detail.

Some of the participants declined to give an interview, or they did not
agree to being tape-recorded; others agreed to an interview and note-taking of
what they said. As I spent relatively long periods of time with the informants, I
could conduct a research diary and write vignettes. I also visited different
institutions where these languages were taught, or I myself taught in these
schools. I taught Hungarian at five sites and also conducted interviews with
other teachers who taught these languages (see article 2 for details and
reflections). These conversations also serve as background material in order to
better understand the topic of research. At the different sites I also took
photographs of signs in order to document the visual representation of
languages (e.g., street signs, commercial signs, private signs, etc.). However,
they were not used as data in my articles; the informants referred them to when
they talked about their motivation to learn Hungarian e.g., some classified
advertisements what the interviewees occasionally referred to in reference to
knowledge of Hungarian constituted an additional advantage.

In regards to the general demographics, the data has its limitations since
it concerns only those who attended formal language courses. In the case of
Nagyvarad/Oradea, I organized these courses, while in the other Romanian
locations, I was only one of the teachers. A diversity of demographics could not
be achieved because those attending courses in Nagyvéarad/Oradea were
mostly highly trained professionals, while the group in Elesd (Alesd) was
offered to healthcare staff, the participants being medical nurses and doctors,
while the villagers consisted of mostly young people, secondary school
graduates, and middle-aged persons who were mostly unemployed. The
different make-up of the courses offered a rather general overview of the
demographics, but the issue of limitations of the validity of research cannot be
overruled altogether. The number of those Romanians who have various
degrees of proficiency in Hungarian is much larger. Since I was interested in the
language ideologies of the learners’, in my articles I analysed the interviews of
those who took part at formal language courses voluntarily. The number of
bilinguals who live in ethnically-mixed relationships, or marriages, or bilingual
children growing up in such households can have a good working knowledge
of Hungarian (on the influences of the environment and school education upon
bilingual development see Vanco 2011: 46-48). However, my intention was not
to describe the sociolinguistic situation of Nagyvarad/Oradea, but to present
the socio-cultural phenomenon of the voluntary learning of historical minority
languages, and to describe an image of those who are learning the language.
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My data was gathered in connection to language courses, mostly after
the classes, and therefore other research directions, like the mapping of social
networks, was not possible; even though some informants refer to these in the
interviews, this was not my main interest and so I did not pursue it. I was more
interested in gathering interaction data in order to unravel language ideologies
on learning Hungarian and I followed other strands of information only to the
extent that it could be significant for such ideologies on the spot.

To sum up, I do not claim that my data can be generalized to the larger
region of or Nagyvarad/Oradea. In any case, I am convinced that the Language
Ideologies present in the data are generally known to most people in the city
and its surrounding region, and they are thus part of the repertoire for local
Romanians of talking about learning Hungarian (cf. Laihonen 2009a; Gal 1993).

In relation to analysing the interviews gathered in Nagyvarad/Oradea,
some aspects of the interviews can not be interpreted easily after the interviews,
because the interviewees do not explain many things since they consider it
common knowledge. The explicit character of many references or trajectories
(Jaffa 2015; Heller 2007) became clear to me when I compared the interviews
made in Nagyvarad/Oradea, Romania, to those made in Jyvéaskyld, Finland
(see Article 3).

Social media comments also contributed to my general knowledge of the
theme. In order to illustrate the general attitude to Hungarian, I include a few
snippets from comments sections (in Romanian) after the brief factual
newspaper article announcing my course in the local paper:

Excerpt 1

Nu inteleg de unde ura asta pentru neamul maghiar... aici se vede ce inchisi la minte
sunt unii dintre romani in loc sa invete ceva nou si folositor mai bine isi baga capu in
nisip precum strutii...is mai avantajati cei care stiu mai multe limbi mai ales la
angajari dar in fine ura e mai presus de orice...

I do not understand where this hate for the Hungarian nation comes from... This
shows how narrow-minded some of the Romanians are. Instead that they should
learn something useful they hide their head in the sand like the ostrich. Those who
speak more languages have an advantage over those who don’t. Especially when
applying for a job. But after all hate seems to be above everything ...

Excerpt 2

Frustrare. Vorbesti mai bine pe dreacu. E doar atitudinea specifica a ungurilor de a se
crede superiori. Cind ajungeti, in cele din urma, sa va dati seama ca sunteti varza, va
puneti streangu' la gat. Hai slabiti-ne cu limba voastra marginala cu tot.

Frustration. The hell you speak better [Romanian than Romanians]. It is only the
specific attitude of Hungarians to think of themselves to be superior. In the end you
realize that you are nothing, you put your neck in the rope. Spare us with your
marginal language and all.

1 The comments were posted at: http:/ /www.bihon.ro/cursuri-de-limba-maghiara-
pentru-romani/news-20100922-02332979, last visited 2 September 2015.
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Excerpt 3

E jenant. XY. De ce n-ai curajul de a semna articolul? Ti-e frica de repercursiuni? :) In
fine... Oare cetatenii de etnie maghiara (nu toti) nu ar vrea sa invete limba romana, ca
doar traiesc in Romania?

It's embarrassing. XY, why don’t you sign the article? Are you afraid of
repercussions? :) Anyway... Why Romanians of Hungarian ethnicity (not all) do not
want to learn Romanian, even though they live in Romania?

Many negative opinions were expressed in the comment section of the digital
newspaper. Such comments strengthened my initial observation that there is a
general negative attitude towards learning Hungarian. There were even harsher
ones (see the first article) than those I present here. For instance, excerpt 1
illustrates the typical discourse of how Romanians in Nagyvarad/Oradea do
not know the Hungarian culture and past, because Hungarians are presented in
their education as “evil”, which is discussed in detail in articles 1 and 4. Such
comments also add up to the idea that Romanians look askance to those who
learn Hungarian, bearing some resemblance to Cypriots ideas about learning
Turkish as analysed by Rampton, Charalambous, and Charalambous (2014),
and the opinions of Slovaks in internet media comments about the language
rights and language use of Hungarian in Slovakia (Szabomihélyi 2009). This
also contributes to the fact that Nagyvérad/Oradea has a very difficult
language ideological atmosphere to organize the teaching of Hungarian, a
historical minority language (see article 2 for details).

At the same time, language ideologies among Romanian speakers in
Nagyvérad/Oradea are not uniform, and I managed to organize several courses
with voluntary students paying for learning Hungarian after all. The changes
for teaching Hungarian and interest in learning it were present in the
ideological “battlefield” of newspaper comments as well. For instance:

Excerpt 4
pe bani - slabe sanse

Ceva similar ar trebui facut din gradinita, cand mintea retine mai usor (cursuri
optionale). La liceu- cursuri de civilizatie maghiara - chiar in roméaneste - problema e
sd stii ce au dat culturii universale si sd-i apreciezi pentru asta, chiar dacd nu le stii
limba - a invédta o limba strdina e totusi un efort, ce creste cu varsta. Desigur efortul
aduce si o rdsplatd invizibild: creierul iese fortificat din acesta gimmastica. Pentru
premianti - o excursie la Budapesta.

For money - poor chances

Something similar should be done starting from kindergarten, when you memorize
more easily (in the form of optional course). A course on Hungarian civilization
should be offered in secondary schools - even in Romanian -, the issue is to learn
about what they gave to world culture and appreciate them for this, even if you do
not speak their language - to learn a foreign language after all requires effort that
increases with the age. Of course it also has some invisible rewards, because you
mind can grow stronger through this mental gymnastics.
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Excerpt 5

hai sa fim seriosi.... de cate ori a-ti dorit sa stiti maghiara pt ca va ajuta mult. Pt noi ii
un avantaj mare daca stim...

Come on let’s be serious... how many times you wished you spoke Hungarian
because it helps you a lot. For us it is a great advantage that we speak it...

Excerpt 6
Eu cred ca vor fi doritori ...

I think there are those who would attend ...

Such comments, which were somewhat similar to the views of those who
actually took part in the research, gave hope for organizing new courses, and
they also indicate that a change in Language Ideologies is possible on a more
general scale in this realm as well (cf. articles 3 and 4).

3.4 Fieldwork at the Debrecen Summer School in 2012

In Debrecen, Hungary, I conducted research in the university library and
archives, as well as at the Debrecen Summer School Archive, and collected
course books from different periods used at the Debrecen Summer School, the
institution teaching Hungarian to foreigners. I also interviewed the leaders of
the institution and conducted interviews with Romanian learners who visited
the institution in 2012. In addition to the interviews, I kept a diary about the
locations where I did research, and the conversations I had. I also took photos,
copied documents, and documented events at the Debrecen Summer School
(see article 4).

In Debrecen I interviewed Romanians who studied Hungarian there
during a one-week course. They were each teachers at different secondary
schools in the cities of Satu Mare (in Hungarian Szatmarnémeti) or Cluj (in
Hungarian Kolozsvar). Their program was focused on the teaching of less
widely spoken languages, and they expressed that they would find it useful to
learn Hungarian because they were teachers of Romanian in Hungarian
language schools; according to their own views, even basic skills would
facilitate their work.

An important, but often neglected aspect of language learning is how it
is advertised, what images are used, and what materials are available to the
learners. Therefore, I collected brochures, posters, and analysed textbooks from
different periods of the Debrecen Summer School. Due to reasons of space, the
analysis of course books used at the Debrecen Summer School had to be cut
from article 4. However, it is still referred to as background material illustrating
the impact of historical changes, especially the effect of Socialism upon
language teaching (see also Fischer 1996, Maticsdk 2002). That is, the ideas
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presented in article 4 are well manifested in course books too. For instance, in
the course books in use at the Debrecen Summer School, the idea of the Puszta
evolved from a national Romantic pastoral imaginary, where learners were
Austrian intellectuals to a socialist Hortobagy as a site of modern agriculture to
be visited by East German workers (see Fiilei-5zant6 & Mihalyi 1966, Magyar
vildghirad6 1936-1948).

Also, some linguistic landscape (see Laihonen 2013b; Laihonen & Tédor
2015; Szab6 2015) data was gathered, especially from the history of the
Debrecen Summer School; however, this data awaits further study and
remained only as background data for article 4. One example on how visual
communication can construct and support dominant language ideologies is
provided here:

FIGURE1 Debrecen Summer School Poster from ca. 1938

JUMMER HOLIDAY COURSE

of the

University

DEBRECEN

HUNGARY
August 1" to 18*

AWEEK IN BUDAPEST
August 18" 10 25

LECTURES

inthe Hungarian English French,
G and ltelian lang

LANGUAGE-COURSES
DIPLOMA AND CERTIFICATE EXAMINATIONS
THE MOST IDEAL

SUMMER-HOLIDAY

at the least expense Con
ceorts, fostivals, bathing, sports

EXCURSIONS

to the Hortobégy Puste, Lake Baloton etc.
REDUCTIONS on railways, cheap visa. Full partic

culars from the Secretariate of the

NYARI EGYETEM, pesrecen

A brief analysis of the poster:

Key words like Summer Holiday Course and Debrecen are in orange and
printed much larger print than other parts of the text. The program starts
with “A WEEK IN BUDAPEST”. This signals that the attraction of the
capital city was acknowledged by the organizers as a strong enticement
for participants. We see how the leaders of the institution recognized and
actively used touristic stock images in order to market their course. Under
the invitation for “the most ideal summer-holiday”, the organizers mean
the concerts, festivals, bathing, and sports events offered. The excursions
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offered include Hortobdgy Puszta and Lake Balaton. The Puszta has been
a part of Hungarian national imaginary since the 19th century, elevated to
its status by the famous romantic poet Pet6fi. These romantic national
images have been converted to ‘Hungarian” touristic objects, which are
further connected to learning Hungarian in a Study Abroad context. That
is, the puszta presents a “landscape as an identity icon” (Pujolar & Jones
2012: 109).

The analysis of the poster, which had to be cut from article 4 due to reasons of
space, supports claims based on other data in article 4.

During the research visit to Debrecen in 2012, I also collected interviews
with other foreigners who were learning and/or teaching Hungarian in their
home countries and were taking part at refresher courses in Hungarian at the
Debrecen Summer School. These interviews would also be very interesting in
respect of language ideology studies, although they were not included in the
present dissertation, but could serve as data for later studies. In addition to the
interviews, following guidelines of the ethnographic method, here too I
collected supporting material like: brochures, internal documents, yearbooks,
and old magazines so that I could gain insight into the historical discourses
about this topic.

3.5 Fieldwork in Jyvidskyld in 2013

My third site of data collection was in Jyvadskyld, Finland. The historical
minority language studied this time was Swedish, which is in fact the second
national language of Finland. Furthermore, there appears to be a populist
campaign against learning Swedish in Finland as part of compulsory education.
I examined Finnish speakers who despite of such ideologically loaded views of
language still learn Swedish voluntarily in a city where Swedish is seldom used.
To answer such questions, I gathered ethnographic data from the Community
College (Kansalaisopisto) where Swedish courses are held. My fieldwork there
included participant observation, collecting teaching materials and interviews
with the teacher, as well as comparative interviews with 10 Finns learning
Swedish. Such people consisted mostly of intellectuals, who were asked about
whether they use Swedish personally, or need it for employment purposes. In
Jyvéskyld, I took part and observed some Swedish courses, but the interviews
were conducted with another group. The interviewees were mostly university
graduates, or worked in the service industries. In Jyvaskyld, there were more
elderly, pensioner participants than in Romania. In Jyvédskyld, I visited the
Kansalaisopisto 10 times. Research diaries and institutional course brochures
serve as sources of background information.

I scheduled the interviews before or after their weekly Swedish classes at
the Community College. We usually sat down in the cafeteria of the City
Library in Jyvidskyld, where Kansalaisopisto has its premises. Article 3 in my



47

dissertation is based mainly on the findings of semi-structured interviews that
were conducted by me in English in Jyvéaskyla.

Due to my personal background I was looked upon as a visitor in Finland.
In Jyvéaskyld, the process of interviewing was different than at the other sites. In
Nagyvérad/Oradea, my role in the field was foremost that of a teacher of
Hungarian for the informants, a person who organized and taught Hungarian
evening courses at the premises of a Hungarian high school, and a member of
the ethnic Hungarian minority. As someone who lived most of his life in the
city, I was looked upon as a person who did not need an introduction to the
local situation.

The problem of the researcher position has become an important
question. As a reaction to the former, the authoritative, privileged view of the
researcher was challenged by Woolard (1998: 26), who points out that the
researchers position, previous knowledge about the field, and personal history
in relation to the research field and informants should be included in the
researcher’s previous knowledge and personal history (Woolard 1998: 26-27) in
relation to the topic described. In certain fields like language anthropology this
is firmly embedded in the research tradition. Various branches of
sociolinguistics and critical discourse analysis (Fairclough 1989: 5) emphasize
that the researcher can no longer be purported to be an objective observer, or an
analyst of the phenomena described by him (see also Laihonen 2005). The
viewpoint of the researcher cannot be purported to be objective. As many
sociolinguists point out, the researcher unavoidably becomes a key actor in the
research, and the nature of his/her relationship to the informants has to be
considered in order to understand its possible implications upon the analysis of
the data (e.g., Langman 2013, 2015; Fairclough 1989). Reflecting upon this
relationship is then a necessary part of the research process.

I was an insider in Romania, but an outsider in Finland. That is, in
Romania I was treated as a person who possesses a great deal of emic and local
knowledge. Due to my shared background and our classes, I had developed a
closer personal relationship with the Romanian informants than with the
Finnish informants, whom I met for the first time when I solicited their
interviews as a foreign researcher. Therefore, they looked upon me as an
outsider, who is not likely to be familiar with the ethnographic and political
details of learning Swedish in Finland (for details, see article 3).

In relation to qualitative and ethnographic sociolinguistics in
multilingual contexts, Langman remarks that the researcher’s stance emerges
and develops over time and he/she needs to develop some new competences,
too (2013: 257). In order to be able to carry out this research in addition to my
proficiency in Hungarian and Romanian, it was necessary that I acquired some
Finnish and Swedish skills, too.
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3.6 Ethical questions and summary conclusions

While the interview data could be considered limited, the number of interviews
was restricted to the number of those attending these formal voluntary courses;
in addition, not every participant wished to give an interview, or be tape-
recorded. Tape-recorded consent to use the data for research was requested for
interviews with the remark that the participants will remain anonymous (in the
articles pseudonyms are used) and I assured the interviewees that they would
remain unidentifiable (only minimal personal data, such as age and education,
is provided).

In spite of the fact that I recognize limitations of space and time for the
practical narrowing of scope, I consider that the data contains discussions about
language, language learning, multilingualism, and a wealth of language
ideologies about these local situations which allow me to carry out qualitative
analysis of discussions about language and language learning.

For the purposes of this collection, only a part of my data was analysed
in the articles; some of this additional data was described and briefly discussed
in this chapter since it served as a significant source of background information
and point of reference for the claims made on the basis of the core data results.



4 RESULTS

4.1 Overview

My dissertation research began in 2011. In my article-based dissertation, I
examine the problems of learning, teaching, and organizing adult education on
minority languages in a collection of four articles (Kiss 2015a; 2015b; 2013; 2012),
and this summary. All four have been published in peer-reviewed compilations
and journals. Here I will briefly summarize the articles. I also aim to reframe the
earlier articles (1 and 2), according to the knowledge I have acquired during the
dissertation process. Article 2 is described in more detail, since it was published
in Hungarian. Finally, I will indicate how the articles answered my research
questions.

4.2 Article1

Hungarian as a Second Language in Oradea/Nagyvarad: Cultural Reflections
and Language Ideologies. In Fenyvesi, K. (Ed.) Transition and Difference:
Hungarian Perspectives on East and Central European Studies. Symposium for PhD
Students, 7t International Congress of Hungarian Studies, Cluj-Napoca, 2011.
Budapest: International Association for Hungarian Studies, 279-293.
http:/ /issuu.com/kristoffenyvesi/ docs/ transition2012 /281

Article 1 marks my entrance to the study of the field of language ideologies
research in relation to voluntary learning of a historical minority language. In
this article, I give a general outline of the approach within which I position my
subsequent articles, too. Here I argue that my topic requires closely examining
language ideologies and interaction in a socio-historically sensitive arena in
which the language-learner identity is socially negotiated (Gal 1979). I position
my study in the qualitative methods.
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Already in article 1, I formulate my intention of carrying out a multi-
disciplinary approach in my dissertation and the use of selected theories of
discourse analysis, sociolinguistics, linguistic anthropology, cultural studies as
well as second-language acquisition studies. At the same time, after researching
the critical literature, I argue for the necessity of the ethnographic approach and
language-ideology framework, because there are no similar studies on my
subject in the region.

In the interview excerpts analysed in Article 1, I illustrate some typical
areas of bilingual language encounters. I also raise problems of language
contact, and what my participants call ‘mixing languages’. These topics could
have taken my research into another direction, but my intention was not to
pursue areal linguistics. It was also later during the research that I became
acquainted with modern approaches to language learning and the concepts of
trans-languaging (Garcia 2007). Therefore these approaches do not figure in this
first article-

Based on interview data, I elaborate on the consequences of nationalistic
discourses in the 1990s and how these shaped language ideologies about
Hungarian and learning Hungarian for Romanians at that time. An important
result of this article is that it illustrates a so far neglected aspect in Hungarian
SLA, namely how the individual language learner is biographically shaped (see
De Fina and Georgakopoulou 2008; Wetherell 2008; Blommaert 2005). In the
article, I raise the validity of small stories research and the intersectionality of
identity (see Georgakopoulou 2007; Ochs and Capps 2001). Another
contribution this article makes is the discussion of mediation in the case of
Hungarian through television, which used to be a much more important aspect
in the past than it has been as of recent. I will become more aware of this
problem when I gain greater familiarity with the works of the Scollons (2004) in
mediated action and the nexuses of social reality. In the article I present
excerpts that would lend themselves to this approach that will be the practical
organizing principle of my article into a dissertation. Subsequently, I analyzse
some excerpts that make explicit the motivation of the learners.

In Article 1, I illustrate how the linguistic situations in the field resist easy
categorization and sociolinguistic ethnography can deliver more accurate
answers in a context where it has rarely been applied. Based on interview data,
I presented how language learners are acutely aware of the fact that language
itself is not a neutral medium, but that it reflects a great deal of the symbolic
power differences (Bakhtin 1994; Bourdieu and Thompson 1991), and it is not
only native speakers of minority languages who encounter this power position
of the dominant language, but the dominant language speakers themselves as
well.

I argue that in order to facilitate communication in border regions like
Oradea, which have a very distinct character, we should closely examine the
chances we have of learning each others’ languages in diverse minority
situations, identities, practices, and hitherto unanalysed language ideologies
that exist and operate in these regions. Additionally, we should also closely
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examine how the learners can become members of their new imagined
communities (Anderson 2006), and where there exist gateways into the
historical minority language communities (Peirce 1995).

4.3 Article 2

A magyar mint masodik nyelv tanitdsdnak nehézségei és sikerei Nagyvaradon.
[The difficulties and successes of teaching Hungarian in Oradea]. THL2 A
magyar nyelv és kultira oktatasdnak szakfolyéirata - The Journal of Teaching
Hungarian as a 2nd Language, 2012 (1-2), 97-115.
www.epa.hu/01400/01467/00009/ pdf/EPA01467_thl2_2012_1-2_097-115.pdf

This article describes a state of the art of Hungarian language learning and
teaching in Romania. I give an overview of the field from the vantage point of
Hungarian studies, and survey Hungarian language literature on the topic, as
well as present some contemporary approaches to the topic from international
sociolinguistics. Most importantly, however, as a new contribution to the field, I
deliver an auto-ethnographical account in order to illustrate, through my own
endeavours, what it means to organize, teach, and research courses of
Hungarian in Romania. My intention in this article was to map the possibilities
and challenges for organizing and teaching Hungarian as an additional
language in the context of Nagyvéarad/Oradea through my own example as a
teacher and organizer.

The article contains marked self-reflection because it presents my own
development as a second-language teacher. I reflect upon my changing
attitudes towards the transmission of Hungarian language and culture at the
start of my own teaching practice. I place this article in the framework of
language ideologies, and argue that the success of teaching Hungarian as a
second language hinges on positive language ideologies, and the mitigation of
negative ones. One of the conclusions of the article is that only the
reinforcement of positive language ideologies favour the study of minority
languages. I point out that in spite of its importance, the study of language
ideologies was generally neglected. I bring up the importance of the socio-
cultural approach to language learning (see Block 2003: 6), an approach that so
far was ranked second behind the cognitive school, markedly more forceful in
the Hungarian language literature, and I argue that the teaching of Hungarian
to the neighbouring majority language speakers was not dealt with sufficiently.
The very idea was generally downplayed with remarks that there is very
limited request on the part of Romanians to study Hungarian.

In Article no. 2, I review the background of teaching Hungarian as a
second language in Romania, and I give an overview of the fairly scant
literature on it (see Murvai 2010, 1997; Magyari 2009; Kadar 2008; Molnar 2000).
Another important contribution of this article is that I use an autobiographical
perspective inspired by Lankshear-Knobel (2004: 8) in order to unravel how our



52

own predispositions, values, and worldviews influence our practices, and argue
that this cultural self-reflection is especially useful when one attempts to tackle
the complexities of teaching a minority language and one is himself/herself a
member of that minority. I draw attention to the need that teachers not only
have to improve themselves professionally, but that they also need to be aware
of the particular social-historical relationships which influence their conceptions
and actions (e.g., Horvath 1998: 309; Kalaja & Barcelos 2012b).

Since my article was published in Hungarian, it also serves the
knowledge transfer in the sense that it draws attention to the developments
which long gained ground, and for some time defined the paradigm but have
not fully been incorporated into the research literature in Hungarian. For
instance, I present to the Hungarian reading public the narrative analysis of
learners’ and teachers’ narratives as advocated by e.g., Pavlenko (2007; see also
Todeva-Cenoz 2009; Kalaja, Menezes, and Ferreira 2008). Langman (2003)
pioneered this approach in relation to Hungarian learning. It is significant
because narrative analysis represented a shift towards exploring the emic
perspectives of the learners. Therefore I exemplify this through my own
activity, at the same time, being aware of how these autobiographical narratives
are cultural products that reflect the expectations of literary and social norms or
structures (Pavlenko 2007: 175). In my case, in the spirit of ethnography, the
researcher is looking for an active relationship with the object of research, and
the interpretation happens through self-reflection, so in Article no. 2, I depict
how the course organizer-teacher, and the researcher in one person uses himself
as a means/tool in order to construct the phenomenon of teaching Hungarian
in Oradea. I give a brief account of my linguistic development into a
Hungarian-Romanian bilingual, and through my example how the possible
Hungarian language teacher is socialized in this bilingual context. Through my
own coming of age, I exemplify some of the difficulties of learning and areas of
use of the state language, Romanian as discussed by sociolinguists (e.g.,
Szilagyi N. 1998: 131-148) for the same period. This section of Article 2 is an
important piece in the construct of Nexus Analysis, the methodological tool that
I will make use of and complement in other articles (Articles 3 and 4), too.

Here I give a description of my own historical condition from the years
of being socialized into a Hungarian-dominant bilingual place in a particular
period of one of the most oppressive social systems, the national socialist
dictatorship of Ceasescu in the 1980s. I recount my subsequent student years in
the Hungarian world of Kolozsvar/Cluj (cf. Brubaker 2006: 266-267), and how
my training as a Hungarian and English teacher, and becoming an English
teacher later on, opened opportunities to become a teacher of Hungarian as an
additional language. I relate how becoming a Hungarian second language
teacher was not a planned choice, but more an outcome of circumstances.

Next, I describe the practical steps taken in the organization of the first
courses. Here I give an outline of the market of previous Hungarian courses for
Romanians. I enlist all institutions and language schools, and private or state
schools where courses had been taught. I give a brief general description of the
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courses, write about the number of participants, and the impressions of the
organizers.

Thus, in this article, through ethnographic research, I employ the
methodological tool-set of nexus analysis as an organizing principle, by giving
a detailed description of who were the agents acting in this field, their historical
bodies, and how they influenced the social action (see Scollon & Scollon 2004)
that is the teaching of Hungarian as a historical minority language in
Nagyvérad (Oradea). I also present some discourses in place (Scollon & Scollon
2004) as they can be observed to circulate in the brochures, leaflets of the
language schools, as well as reports on this social practice in the media.

An important contribution of Article no. 2 is that it gives a detailed
depiction of how I set out on navigating, mapping, and circumferencing
(Scollon & Scollon 2004: 87) the complexities of the field before I engage in the
social action of teaching Hungarian in Nagyvarad/Oradea. In this study I also
describe my expectations about the start of the courses, the concrete marketing
steps taken, the advertisements, and the expectations on my part. For example, I
describe how 1 approached local Hungarian decision-makers and
representatives of business in order find sponsors for my courses and advertise
them among the Romanian-speaking employees and colleagues of Hungarian-
owned firms.

In addition, I survey the available Hungarian language textbooks and
resources on the internet since they represent the interaction order and
mediation (Scollon & Scollon 2004) through which one can perform the social
action of teaching Hungarian as a minority language to the majority. I enlisted
the resources developed with a beginner Romanian learner in mind. I could
appreciate that they are few and far between; locating these resources is
difficult, and this in itself already sets the first obstacle for those who want to
start learning Hungarian through Romanian as an intermediary language.
There are older books that could be found only in libraries (e.g., Balogh, Pamfil,
& Balazs 1986), but even the newer resources went out-of-print a decade ago
(Kohary & Fazakas 2006; Magyari 2004; Ganz & Ganz 2004). I point to an
internet resource which seems to enjoy some degree of popular success among
the learners (www.nebulo.ro) which was developed by enthusiastic Hungarians
from Transylvania; however, they are not professional language teachers. The
popularity of the site and the favourable feedback from the visitors suggests
that there would be a need for similar web resources.

In the article I contend that the mediation of Hungarian as a
second/additional language through Romanian is deficient both in print and in
digital formats. I also dedicate more attention to the Hungarolingua series, and
especially the textbook Hungarolingua Basic, because this was the textbook that I
used for the beginner courses and I translated this textbook into Romanian
while making minimal cultural changes (for example in the names).

There was no room for a detailed analysis of the course book. An
example of the analysis on which I based my claims is provided here: Besides
the traditional clientele, it began by providing intensive Hungarian language
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courses for foreign medical students. Since 2010, the Debrecen Summer School
has produced study materials for this new target group. Another significant
new group of language learners are the Erasmus students who also use the
same textbook for their intensive Hungarian courses. In the newest Debrecen
Summer School course book, the Hungarolingua Basic (Marschalké 2012, 2011),
we find names like Iran Parvin, Latifah, Renee (p. 11). The intermediary
language of the book is English. This reflects the idea that it mainly caters to
international students with a non-European, predominantly Arab background.
There are plans to publish the Arabic translation of the book, too. All these
measures mark a clear extension of the Hungarian language target group to a
global audience. Hungarolingua Basic contains no cultural references or
information about Hungary. The focus is mainly on practical everyday
situations like ordering pizza, buying coffee, etc. There is a list of names
indicating that a significant number of Hungarian proper names have English
equivalents: Gyorgy (Hungarian) for George (English) etc. This implies a turn
from the intellectual and professional language learner to a learner type who
needs survival skills. However, this learner type is not a tourist, but students
who need basic skills for studying and living in Debrecen.

The Debrecen Summer School was the first to recognize the market
potential and need to develop bilingual textbooks of the neighbouring
languages. The first Romanian translation of the original English edition of
Hungarolingua Basic (Marschalké 2011) was published as Hungarolingua Basic:
Curs de limba maghiard pentru incepitori (2012). The adaptation of the book to
Romanian contains grammar explanations in Romanian and from a contrastive
point of view. Only minor changes have been made in respect to the content of
the book. One interesting detail could not fit in the scope of my article, namely
that these changes include proper names: In the Romanian version we find in
each example George for Gyorgy, Paraschiva for Piroska, Victor for Gy6z6.
Other Romanian names appear in the book, too: loan, Paul, Vasile, Margareta,
losif, Alexandru, Elena, Maria. Equivalents of common surnames are also given
in both Romanian and Hungarian: “Mare = Nagy, Croitoru = Szab¢, Lacitus =
Lakatos, Gradinaru = Kertész, Fieraru = Kovacs” (Marschalké 2012: 13).

Article no. 2 also refers to the extensive media attention that followed my
course. Most of these media reports have remained unanalysed, but some of
them have been presented in other articles (see excerpts in Article no. 4). Many
of the comments in the media were very negative (see a few excerpts in the
Fieldwork and data section), which supports Molnar’s (2000: 309) observation
about the existence of stereotypes and prejudice in Nagyvarad (Oradea) more
than a decade later. I also quote Magyari’s (2004: 1) claim that one needs a
certain degree of courage in order to organize, teach, or even just learn
Hungarian in Romania.

In the article I give an account of all the attempts of offering courses in
other regions of Romania, too. According to Péntek (2002), the prestige of
Hungarian has increased. To this I add my practical observation that the good
will of Romanian would-be course participants is essential. They could play a
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major role in popularizing the courses in their own circles. The article concludes
that there is a need for methodological training and development for those
Hungarian teachers who would be willing to embark on teaching Hungarian as
an additional language in this context.

I also argue for a reconceptualization of the traditionally used L2 term
magyar mint idegen nyelv, Hungarian as a foreign language. Though my self-
reflection I illustrated how a teacher in a minority context faces dilemmas about
his role. The aim is often to convey knowledge about Hungarian culture and
society, and also about Hungary as a cultural nation, including historical
Hungary, and the regions and cities in the neighbouring state in question, in
order to illustrate the values of Hungarian culture in their own surroundings.
The role of the teacher as intercultural communicator should be more
pronounced because the majority of voluntary course participants expressed
have limited knowledge of the local Hungarian minority’s cultural
achievements. The very concept of Hungarian as a foreign language, Hungarian
for foreigners — and the approach that it suggests — could be even counter-
productive for the Hungarian minorities in the surrounding countries to
Hungary. It is not appropriate in the context where Hungarian is the language
of the environment, or as is the case with some of my course participants, it
could be a heritage language, or the language of a spouse. In order to increase
familiarity and closeness, I suggest that teachers should use more teaching
sources from the Hungarian language surrounding the majority language
speakers (the local linguistic landscape, local Hungarian newspapers, etc.).
These would offer more links to the local historical minority’s language and
culture (cf. Murphy & Carpenter 2008: 17). Another idea promoted by the
article is that the teaching of Hungarian should also follow the trend started by
Hungarian linguists living in minority settings (in Romania, Slovakia, Serbia,
etc.) by seeing Hungarian as a polycentric language, and make the teaching of
Hungarian more accessible by for example introducing some contact elements
that are proof of the centennial coexistence with the neighbouring peoples in
the Danube region. It was only later that I learned that the educational material
that takes into account the heteroglossia of the learners already exists elsewhere
(Busch & Schick 2007).

4.4 Article 3

Teaching the neighbours Hungarian: language ideologies of Romanian
voluntary learners and the Debrecen Summer School. Multilingua. Journal of
Cross-Cultural and Interlanguage Communication. Ahead of print 14 July 2015.
DOI: 10.1515/ multi-2014-1030.
www.degruyter.com/view/j/mult.ahead-of-print/ multi-2014-1030 / multi-
2014-1030.xml
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In Article no. 3, I enlarge the cycle of discourses and present an institutional
ethnography, focusing both on the large historical discourses as well as on
contemporary discourses circulated in interviews about the learning and
teaching of Hungarian to Romanians at the Debrecen Summer School. I also
examine the learning of the historical minority language abroad, that is, in the
country where that language is the official language (Hungary).

In article no. 2, I presented the discourses with regards to
Nagyvérad/Oradea in a larger historical framework while the goal in Article no.
3 was to analyse the issue by adopting a more encompassing focus, and
situating my topic in a larger, East-Central European context through an
important institution. Only few attempts have been made to present the
institutional complexities of voluntary learning in East Central European
contexts (for an alternative see Jaworska 2009).

In my study, I unravel a set of political positions and cultural notions in
the anthropological sense (e.g., Talburt & Stewart 1999), which are linked to
teaching Hungarian to the “titular” speakers of the neighbouring countries.
“Titular” here means the dominant ethno-linguistic group of a country,
typically after which the state has been named in East Central Europe, too, such
as Slovaks (Slovakia), Serbs (Serbia), Croats (Croatia), and Romanians
(Romania). More specifically, I look into the conceptions of Romanian speakers
in respect of learning Hungarian.

I outline the major turning points in the history of the Debrecen Summer
School in order to demonstrate that language ideological positions in relation to
the teaching and learning of Hungarian have been firmly located in historical and
cultural contexts. I also investigate how Romanians as potential participants have
been perceived by the leaders of the Debrecen Summer School.

Ethnographic study and discourse analysis of various data presented in
article 3 demonstrates that, on the one hand, the course providers have es-
poused competing ideologies of who the learners should be, as well as how to
present the country and the culture, while, on the other hand, showing that the
learners have had to negotiate prejudices and stereotypes rooted in discourses
about the (often burdened) history. I applied the language ideologies approach
to SLA’s Study Abroad setup to the Hungarian context where, to my
knowledge, it has not yet been used. I combined this with a sociolinguistic ori-
entation and diachronic perspective, through the history of an institution I
demonstrated how this has become a very important nexus for Romanian
learners, and I illustrated how learning Hungarian as a second language has
always been context sensitive and imbued with cultural political considerations
about who the learners should be, and what values language course should
convey.

I presented some segments from the historical trajectories of the DSS as a
discursive space, alongside the interests and mobilized resources that framed
the distributed knowledge in relation to language learners from the
neighbouring countries. I compiled data about the number of Romanians
attending the institution throughout its history, and I drew the profile of those
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taking part in the courses. Findings show that, aside from the scholarship
recipient students, the intellectual type was a typical participant. They may
have studied the language not solely for professional reasons, but — as is usual
in the Study Abroad context — as form of “active relaxation”.

I applied CA inspired discourse analysis in the analysis of media
interviews in order to wunravel ideologies in the “microculture of
communicative action” (Woolard & Schieffelin 1994: 72) as presented to a larger
Romanian audience.

The intellectual learner type is reflexive of the discourses surrounding
her chosen language and her identity as a heritage language learner emerges in
the interview, but does not take central place rather it remains as one element of
her identities.

I gave insights into language ideologies of Romanians, namely, how they
talk about using and learning Hungarian among other Romanians. The
discourses which arose were framed against a historical background and, on the
part of the interviewers, to some extent, against traditional Romanian
nationalism. I demonstrated in the analysis how Romanian-Hungarian
translanguaging (see, e.g., Garcia 2007) is used to create a situated regional
identity by the Romanian interlocutors on Romanian medium television. They
use a significant number of Hungarian expressions, which are not translated
into Romanian for the audience either.

Iillustrated how — for the greater part of the 20th century — Hungarian
elites have favoured the “cultural nation” definition of Hungary while the
neighbouring nations in East Central Europe have emphasized the importance
of the “civic or political nation” stance (e.g., Langman 2002). Such conceptual
antagonisms have rarely fostered the learning of a historical minority language
by the dominant ethnicity.

4,5 Article4

Language Ideologies and Learning Historical Minority Languages: A
comparative study of voluntary learners of Swedish in Finland and Hungarian
in Romania. Apples — Journal of Applied Language Studies 9 (1)/2015, 87-109.
http:/ /apples.jyu.fi/article/abstract/352

In this article I set out from the idea that Language ideologies surrounding the
learning of historical minority languages deserve closer attention because due
to the strong nation state ideology, the relation between majority and minority
languages has long been problematic. The outcome of the gaining of terrain of
this ideology has been that the native speakers of majority languages do not
typically learn the languages of their co-inhabiting historical minorities
voluntarily. I enlarge my focus even further in this article by discussing two
European contexts from a comparative perspective, namely, the language
ideologies of voluntary learners of Swedish and Hungarian in two sites
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(Nagyvarad/Oradea and Jyvaskyld) where these languages are historical
minority languages.

The data of this article was collected at evening courses in
Nagyvarad/Oradea, Romania, and Jyvéaskyld, Finland. Like in my other articles,
I analyse my ethnographic data from a discourse analysis perspective and the
language ideologies are unravelled in their interactional form. Despite the two
very different contexts, the results show that there are also similarities in the
language ideologies of the learners and they seem to be significantly influenced
by the dominant historical discourses in place about the use and role of these
languages. I expose some calcified historical metanarratives, and suggest that
the challenges related to the learning of historical minority languages lie in the
historical construction of modern ethno-linguistic nation-states and the present
trajectories of such projects. I conclude that the learning of historical languages
in contemporary globalized socio-cultural contexts can build on new post-
national ideologies, such as the concept of learning historical minority
languages as commodities.

One important contribution of this article was to illustrate the diversity
of discourses related to the learning of historical minority languages that
circulate among the language learners. I demonstrated that, as in the case of
other contexts of learning (German in Poland: Mar-Molinero & Stevenson 2006;
South Tyrol: Cavagnoli & Nardin 1999), discourses of historical “metanarratives”
and references to contemporary social/cultural contexts were frequent. Another
result of the analysis was that I could demonstrate how the language ideologies
were clearly co-constructed in the interviews, and the positionality of the
answers. In the interviews with Finnish interviewees, the subjects often hinted
that I was a foreigner in Finland, and certain things that would not be explained
to other Finns were explained to me. In the Romanian context, however, I was
treated as a local, and cultural references were often left open to interpretation
(on my role as a teacher-organizer of Hungarian courses, see Article 2). The
voluntary adult learners not only voiced but also reflected and contested the
widespread beliefs and ideas over the minority language and learning it in the
majority communities. The self-reflexive discourses of adult learners provide
further proof of how important the language ideological approach is. It is
notable that even though Swedish learning is supported by the Finnish
language policy, the stereotypes about the language still linger. At the same
time, in clear contrast to the Finnish signs of mutual accommodation, we saw
how Romanians learning Hungarian still struggle with the fact that common
elements of history are neglected, or are outright rejected by both parties.

Finally, I conclude that, from a political perspective, there is a need to
replace the one state one language idea with the ideology of mutual linguistic
accommodation to create a cohabitating state or region. This would imply a
possible change within a lifetime (Woolard 2013; Pujolar & Gonzales 2013) in
order to replace the common concept of minority languages as “parochial and
destabilizing” (May 2012: 84) to a minority language as a resource ideology.
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4.6 Answers to research questions

In the following section I provide a brief summary of the results of the thesis
grouped into answers to the research questions.

4.6.1 Research question 1: Which are the typical learner types that study the
historical minority’s languages in the given contexts?

In the case of Nagyvarad/Oradea, region informants often point out the multi-
ethnic, and multilingual nature of the area and the high number of ethnically
mixed marriages that have existed for generations. Some informants themselves
live in such inter-ethnic marriages where, to varying degrees, both Romanian
and Hungarian are used. The interviews revealed complex issues of identities
and trajectories where relations in ethnically-mixed and multilingual families
that facilitated the acquisition of Hungarian (cf. Vanco 2012; 2011). E.g., some
informants related that in certain situations, Hungarian was used even though
Romanian was the default language of communication. Language socialization
later in life was also pointed out in the case of those who encountered
Hungarian when moving into the bilingual city Nagyvédrad/Oradea from a
monolingual Romanian region. In fact the importance of the “environment” as a
whole in teenage years, here also, seems to be most important in some cases
(see Article 1). The existence of cultural organizations and free time activities
offer gateways for Romanians into Hungarian language communities, but
entering them are not always unproblematic, and sometimes raise issues of
authenticity on the part of the naive speakers (article 1, 4).

As based on my Debrecen Summer School experience, at the beginning
of my fieldwork, and before the commencement of my courses, I projected a
possible group of those who would embark on studying Hungarian in
Nagyvérad/Oradea. Most of my preliminary hypothesis about the possible
group of learners tuned out to be correct (article 2). Two main groups were
made up of those who had had some private life nexuses with Hungarian.
Aside from Romanian people living in ethnically-mixed families, heritage
language learners could be an important group, and those who belong to the
first, second, or third generation and went through language attrition typical to
language minority contexts. The number of those who study Hungarian for
subjective reasons was very limited. Usually a combination of motives was
present.

The second group included those with more utilitarian motivations.
Here I outline that in the economic field there will be people who study
Hungarian because they would have business interest in close-by Hungary, or
move into Hungarian villages across the border, which, for a time, presented
attractive alternatives to city living, but no such Romanian speaker commuters
have found their way to my courses. This shows that this was a different
demographic of people who could not dedicate time, or resources, to formal
language classes (article 2).
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People with administrative positions, and for whom Hungarian skills
should be an advantage in principle, attended formal Hungarian courses when
they were organized during working hours, but these were in the city of Arad.
They expressed that for them Hungarian skills were attractive because they
facilitated cooperation with their partners from Gyula and Békéscsaba (e.g.,
participation in EU projects) across the border in Hungary. It is likely that when
such projects include a language training component, and they are offered free
of charge, then there would be interest.

Informants often expressed that they often travelled to Hungary and
could carry out mundane tasks like shopping, but they have no deeper
knowledge of culture and language. Some informants contended with such
touristic survival skills in the Hungarian language (articles 2 and 4).

My research showed that the number of participants from Romania to
the Debrecen Summer School fluctuated, and following a peak in the 1990s, it
dwindled again. The number of paying participants from the former Socialist
countries was generally low, and their number was closely linked to the
number of scholarships available. Aside from university students, the
intellectual-learner type participant is typical. Among learners with an
academic background, there were many who needed Hungarian for work
linked in some way to the study of historical documents or other sources to be
found in Hungarian. This is a characteristic of the Jyvéaskyld context of Finns
learning Swedish, too (article 4).

A typical learner group in Jyvidskyld were participants of the third age,
or as they defined themselves: pensioners. They often expressed that they took
up studying Swedish in their spare time because they looked upon it as a not
too difficult hobby language. Having learned it compulsorily in their school,
they recall positive memories in relation to it. In Oradea, there was also interest
on the part of the third age generation, but their numbers are not as significant
as in Finland.

Some younger people who recently moved to Jyvaskyld from a Swedish
speaking area in Finland wanted to maintain their language skills.
Simultaneously, utilitarian purposes were also a component: some participants
attended the courses because they need Swedish for immediate work purposes,
since state employees, or the ones working in customer service, as well as
physicians and nurses, are required to have working-knowledge of Swedish.
Younger course participants as well as university students took part in Swedish
courses because they felt that they needed a basic course in order to be able to
obtain the certificate in Swedish for civil servants.

In Nagyvarad/Oradea, similar language courses were organized by the
Municipality, wherein members of the community police attended the classes
on a voluntary basis, but no exams for civil servants in Hungarian exist in
Romania. The most numerous group in Romania were teachers who considered
that Hungarian would be useful in their profession, which involves interacting
with minority language students.
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4.6.2 Research question 2: What are the language ideologies of the learners, society
and the organizers of voluntary education towards learning a historical minority
language as an additional language?

Those who teach Hungarian in a language minority context conceptualize
Hungarian following two ideologies. On the one hand, they teach Hungarian as
a “minority language”, “language of the environment”, or “heritage language”,
a language that is not only the language of Hungary, but also the language of
the environment in, e.g., Romanian cities and villages and that of the historical
Hungarian minority community in the given context. This ideology is in conflict
with the mainstream conceptualization of Hungarian as “a foreign language”
beyond Hungary. That is, the participants often ask teachers to speak about the
“country where Hungarian is spoken” and convey its cultural achievements
through the language. At the same time, this practice means neglecting the local
Hungarian culture and institutions, which are part of the teacher’s “historical
body”.

“Hungarian as a foreign language” ideology, is often imposed on the
teachers by the participants and by Hungarian institutions. In Hungary, there is
little research, nor practical advice, or at times even will, to demonstrate how
Hungarian as a second language (heritage language/ language of the
environment, etc.) could be conceptualized or taught. The ones who practice it
are often trained in the traditional framework of Hungarian as a foreign
language (magyar mint idegen nyelv) in Hungarian universities, even though
sociolinguists such as Péntek (2001a, 2001c) have established that
conceptualizing Hungarian as “a foreign language” in East Central Europe goes
with denying the multilingual past and present.

Informants generally report that the reaction of society in both the
Nagyvérad/Oradea and Jyvédskyld context is that of bewilderment and some
find such undertakings bizarre. What is more, hostile reactions are not
uncommon either. A general positive common ideology in Romania is that
knowledge of Hungarian facilitates cross-border communication in the region.

In the context of Debrecen, the courses were targeted to a global
audience in the framework of Hungarian as a foreign language, with varying
preferences for certain typically influential Western ‘foreign’ nationalities
throughout the history of the institution. Such ideologies were closely linked to
Hungarian national politics and cultural policy. Only recently was special
attention paid to the needs of native Romanian learners and Romanian
bilingual course materials was developed. The teaching of Hungarian as a
language became more pragmatic. Currently, in the context of globalization and
European integration, the free circulation of ideas and material goods have
created challenges as well as offer new opportunities to the Debrecen Summer
School. The current ideologies are more commercial than nationalistic and
cultural-politics based, and the Debrecen Summer School is now teaching
practically any language there is demand for, such as Swedish or Ukrainian.
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In Jyvéskyld, similar to other parts of Finland, evening classes for adults
have a long tradition. In Jyvéskyld, the classes were held at the local
Community College (Kansalaisopisto), a nationwide network that offers a
framework for the courses. Governed by the idea that every Finn is competent
at speaking a certain level of Swedish, Kansalaisopisto offers only refresher
courses, the lowest level being intermediate. In Romania such an assumption
does not exist, thus almost always and exclusively beginners’ courses are
offered.

Many Finns express that Swedish is but one of the possible languages
they took up as a “hobby language’, which suggests an ideologically neutral
position, even though they may sense that Finnish people in general are not
that interested in learning Swedish. Finnish informants generally present an
image of themselves as Swedish learners who liked the language in school,
during their compulsory classes. They found the language easy despite the fact
that they may not have had chance to use it in “natural circumstances”.

4.6.3 Research question 3: What are the representations, descriptions or evaluations
of the Hungarian (and Swedish) language and its varieties in the opinion of the
majority learners?

The issue of language standard was also recounted in the interviews. Ideologies
about the national standard were observed in the form that the “true Hungarian
language” was to be found only in Hungary. Despite the fact that differences
between the local and the Hungarian national standard are minimal, the
learners overemphasize them by pointing out few contact elements, which are
supposedly not used in Hungary.

The analysed interviews show that there are similarities between
heritage language learners and those who (perhaps passively) have learnt the
language through their environment. Romanians may position themselves
differently to those learners who first encounter the language as adults. It was
evident that stereotypes played a role in the development of the language
learners’ attitudes towards the Hungarian language. Language ideology, which
creates hierarchies between vernacular and formal language learning, is in
operation.

I argued that an expanding of the framework is necessary in these
contexts that would include a paradigm shift and be more inclusive towards
local ways of speech and present Hungarian to the learners as the language of
the environment. In the same spirit, it is necessary to take into account that, for
some learners, Hungarian is a heritage language.

In the Finnish data, informants point out the great differences in the
regional varieties of Swedish and the lack of tones in Finnish Swedish. Some
would also express preference to the “Imperial” variant, as “real Swedish”, over
the Swedish variant in Finland.

We encounter many formulations about the usefulness of Swedish as the
common language of Scandinavia. Swedish appears as a Scandinavian lingua
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franca in the eyes of interviewees. This seems to be in line with a common
ideology in favour of Swedish in school education. A consequence of the
ideology that there is solidarity between the Scandinavian people, and that
Scandinavian languages are mutually comprehensible, is that the Finns should
use Swedish in those situations. However, due to the lack of sufficient skills in
Swedish, some Finns are of the opinion that while using Swedish as a
Scandinavian lingua franca is in principle a good idea, the use of it is
problematic in practice. The common counter-argument to learning Swedish is
that English might be the de facto lingua franca of Scandinavia.

4.6.4 Research question 4: What underlying ideological considerations hinder or
facilitate learning in the Romanian (and Finnish) contexts?

Linguistic contact between Romanian and Hungarian children is typical and
shared by many Varadians. These early encounters with Hungarian and the
mundane acquisition of a second language correspond well to the writer’s own
childhood memories. This might facilitate language learning for some of the
inhabitants who wish to continue this at a later age. Indeed, here are signs that
in Nagyvarad/Oradea and Partium, among certain social groups, the prestige
of Hungarian seems to have increased, in the shadow of general prejudice
against learning Hungarian.

In Nagyvarad/Oradea, Hungarian community infrastructure offers a
basis and help is available to the organizers, but the resources are limited.
Marketing in Romanian media and the help of Romanian intellectuals was
essential for the commencement of the courses. Needs for Hungarian skills in
local administration can facilitate the organization of courses and the
employees typically attend such courses when they do not have to pay for
them, and this seems the only way for enlisting larger numbers of participants.

For the generations socialized before 1989, the availability of Hungarian-
language television in this border region was an important luxury for the
learning of Hungarian. Alongside Hungarians, many Romanians also followed
programs broadcast from Budapest. However, since 1989, not so many Romania
speakers watch Hungarian channels any more. A hindering factor has been the
nationalist politics of the first half of the 90's in Romania as well.

Besides mentioning access to material goods (e.g., communication in
tourism, shopping), both Hungarian and Swedish are seen as languages that are
important tools for accessing spiritual and cultural goods like education,
knowledge of fine arts, and poetry.

Learning Swedish at school is unanimously given as the basic reason for
voluntarily learning Swedish. The second national language is a part of the
general compulsory education. That means, learning Swedish is compulsory for
the Finnish-speaking majority. However, there is a paradox, because this both
motivates and hinders adults from learning the minority language. For those
few capable of a language ideological reorientation free from the stereotype of
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“pakkoruotsi” (‘compulsory learning of Swedish’), the previous experience at
school motivates them to refresh their Swedish knowledge later on.

4.6.5 Research question 5: What political positions and cultural notions in the
anthropological sense are linked to the learning of the local historical minorities’
language in Romania (and Finland)?

The informants often consider personal multilingualism natural, and value
societal multilingualism as a positive phenomenon, too. Romanians encounter
Hungarian in its double quality; the language of the local minority and that of
Hungary. Among the learners there are language enthusiasts with truly
impressive linguistic trajectories. A large segment of the population encounter
bilingualism in a natural way, e.g., learning from each other while playing and
socializing freely in ethnically and linguistically mixed groups acquiring both
Romanian and Hungarian (cf. Vanc¢o 2012).

Informants often express disinclination with the existence of prejudice
and state that learning Hungarian could also be practical for Romanians
because it is the first language that they could encounter in this region. For
them Hungarian is looked upon as a matter of fact and communication between
ethnicities a normal state of affairs.

Interest in culture and the language of the local minority and that of the
neighbouring country is intended as a gesture of openness and good will. On
the other hand, other informants encounter the suspicion and bafflement of
some of their friends and acquaintances, who do not understand why a
Romanian should learn Hungarian. Behind this allegation there is “the one
nation state, one language concept”, which disregards completely the reality of
multilingual regions within the borders of one country, together with the
existence of minority languages and their potential usefulness within a country
other than the nation state itself.

In the case of Jyvaskyld, being a monolingual Finnish-speaking city, first
encounters with a second language generally happen later in the school where
Swedish is taught as the second national language. Early childhood
socialization is much less characteristic. In relation to meta-narratives about
history, different approaches surface in Finnish and Romanian data sets. In the
Finnish data, the learners who studied Swedish voluntarily expressed
acceptance of the historical past and view Swedish language as a part of Finnish
history.

In Finland, intellectuals express a cultural interest in Swedish language
as the historic heritage and see it as part of Finland. In many interviews, the
joint history offers a basis for a better understanding of other Scandinavian
countries, and of the history of the Finns. In relation to meta-narratives about
history, different approaches surface in the two data sets. That is, there are signs
of mutual accommodation of Finnish and Swedish history, culture, and
language in Finland. In a clear contrast to the Finnish signs of “mutual
accommodation” (May 2012), we saw how Romanians learning Hungarian still
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struggle with the fact that common elements of history are neglected, or
outright rejected by both Romanians and Hungarians.

Despite the very different backgrounds, historical discourses of the other
bear resemblances in both countries. The grievance narratives have been
handed down through generations and they obstruct openness towards the
learning of the historical minority language. To some extent, both Swedish and
Hungarian are still perceived by many interviewees as the language of the
former elites. It is still hard to contest and change the historical metanarratives
(e.g., that Hungarians “occupied” Oradea between 1941 and 1944, or that
Swedish speakers form the “upper class” in Finland). At first sight, the situation
appears more favourable in the case of Finland; however, it is notable that even
though Swedish learning is supported by the Finnish language policy, the
stereotypes about the language still linger.



5 CONCLUDING DISCUSSION

The aim of my study was to explore the language ideologies of voluntary adult
learners learning historical languages. In my study, I used theories of current
sociolinguistics as a framework. One of the intentions of my work was to draw
attention to an often-neglected topic of learning dominated historical minority
languages by the dominating majority. I applied an ethnographic, approach to
the voluntary learning and teaching of historical minority languages, and
combined it with a language ideological approach. Ethnography in general
aims at presenting the unfamiliar or making visible the unseen or overlooked
agents and discourses and implies an intensive research process and the
collection of a wide variety of data. I made use of the nexus analysis framework
to sort out this data and applied conversation analysis to examine interaction,
such as combination, which is still a rather novel approach in Hungarian
sociolinguistics (but see Szab6é 2012; Laihonen 2009a). I combined the larger
contextual and historical data with a meso and micro level analysis in order to
show the emergent nature of language ideologies in context.

The study began with fieldwork in 2010 but my familiarity with my topic
goes back many years, for example, in the case of the Debrecen Summer School,
as far back as 1996, when I first became acquainted with Hungarian language
courses for adult learners. My emic knowledge of the sociolinguistic situation of
Hungarian in Romania both facilitated and to a certain degree hindered my
understanding of the field. It was not until I placed myself into the
ethnographic framework that I tried to untangle the complex nature of the
insider-outsider positions. My position as a researcher-teacher-organizer
brought about the necessity of adopting a partly auto-ethnographic stance in
article 2.

Article 1 was written when my approach was already clear, but the focus
of my research was still not very clearly delineated. Therefore, I enlisted
possible avenues for further research such as post-structuralist theory, identity
approach, language biography, narrative analysis or language socialization, etc.
At the time, I surveyed related scholarship in these fields. These openings were
ultimately abandoned and the theoretical part of my work was anchored in
ethnography and discourse analysis. The last two articles and this summary
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offer full expression of my theoretical anchoring and my understanding of
research in the topic.

Another result of my work is that I make a distinction between attitudes,
beliefs, and folk ideologies, and deal with the so-far neglected language
ideologies of “majority ethnicities” (May 2012). In the articles, due to space
limitations, I could not elaborate on the background of my sites, but this is
augmented in the present summary, where I offer a somewhat more detailed
review of previous research and the history of learning Hungarian by adults, as
well as some elite language ideologies (Laihonen 2009a) by local Romanian
authors.

I anchored my study in the field of linguistic anthropology and my main
influences were Blommaert’s, Gal’s and Heller’s writings. In the analysis of the
interviews, I followed the data closely, but aimed to also look beyond the given
interaction (Laihonen 2009a; Heller 2007). Following my data I had to pursue
lengthy discourse trajectories in order to gain understanding into “references to
the histories of that interaction” (Heller 2007: 634). Examining the circulation of
metalanguage about learning Hungarian took me further into discourse cycles
(Scollon & Scollon 2004) that reach across places and decades (articles 3). I also
compared similar discourses in two very different settings (article 4).

At the same time, I do not purport to give a complete picture of the reality
of my study. Conversation Analysis (e.g., Ten Have 2004) warns us that
discourses do not render reality, but they present a certain account of a
phenomenon. Moreover, I also demonstrate how some discourses were co-
created between the interviewer and the interviewee. As characteristic of
ethnography, my data collection and analysis were on-going, and the collection
and analysis often intertwined, so as the analyses advanced, I complemented
the original set of data with more data and also different types of data. The
multiple data sets allowed for some triangulation of the data; however, my
main focus remained on the interviews. As the research progressed, I managed
to develop a closer relationship to the informants, which resulted in deeper
dialogues between the ethnographer and the participants, which in turn
fostered reflecting together and developing a co-researcher relationship. This
was the case with my teacher colleagues at the Debrecen Summer School and
some Romanian course participants. In concordance with nexus analysis, I
revisited the data. Many insightful reflections were carried out in the form of
field notes, and in background conversations. Ideas that could not be included
in some of my articles will be developed into future articles on the topic.

Effective ethnography is an interpretive analysis that contends complexity
and raises further questions (Blommaert 2005, 2010; Blommaert & Dong 2010).
The topic lends itself to future research in the critical ethnography paradigm
(see, e.g., Heller 2011; Blommaert 2010; Pavlenko & Blackledge 2004; Kroskrity
2000) on how the ideologies are formulated, communicated, and maintained.
Future directions of research could be, on the one hand, expanding the research
geographically to other regions in Romania. We are likely to find variations and
different positions to the ones presented in other distinct regions that present
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different sociolinguistic contexts, e.g., in the Szeklerland, where Hungarian is in
a dominant position (see Laihonen 2015), or in the Banat, where the number of
Hungarian speakers is but a fraction of what it used to be even a decade ago
(see Laihonen 2009a). Another possibility would be to further refine the nexus,
opening it up to larger scales, such as to Eastern Central Europe, to cities and
regions similar to Nagyvarad/Oradea, where Slovaks, Serbs, or Ukrainians
learn Hungarian.

Research could be also made in the field of applied linguistics, e.g.,
research into the affordances, mediation, and multimodality of voluntarily
learning a historical minority language; the autonomy of the adult language
learner; teacher research teachers’ autonomy and ability to develop methods;
linguistic landscape, the linguistic landscape of the spaces where the courses
were held.

Nexus analysis aims at changing the social issues under scrutiny. My
practice as a teacher-researcher, and joint thinking about issues of language
ideology, contributed to such a change. Future research is needed to indicate
general and context-bound ways to achieve an ideological reorientation that
supports the voluntary learning of historical minority languages by the majority
on a European scale.

The contemporary socio-cultural context, partly due to globalization and
the spread of post-national ideologies as a grand framework in both cases, can
favour the learning of the historical minority language. In the future, a general
language ideological reorientation of historical metanarratives is necessary.
That is, by learning and acknowledging the other’s perspective of history and
linguistic belonging, we can focus on shared history and multilingual practices
instead of nation-state antagonisms and monolingual preferences.



6 SUMMARY

My dissertation is based on four articles and includes an introduction. The dis-
sertation addresses the question of teaching and learning historical minority
languages by the majority population in voluntary settings, both from a theoret-
ical and a practical viewpoint. In the Western European context, there have
been a number of parallel studies focusing on other subthemes of learning his-
torical minority languages, amongst others: Basque, Provengal, Catalan, Galici-
an, Welsh, Irish, Turkish, and Gaelic. However, no comprehensive attempt has
been made to present the complexities of voluntary, adult learning of historical
minority languages.

My research is data driven sociolinguistic ethnography, and I focus on
the language ideologies about learning a historical minority language. Various
previous studies on learning historical minority languages suggest that lan-
guage ideologies are central to understanding issues involved in the learning
and teaching of the language of a historical minority.

I look at two contexts where these languages are a numerical minority
strictly from the number of speakers. Therefore, the phrase “minority language”
can be used in both the Nagyvarad/Oradea and Jyvidskyld cases. Hungarian is
clearly a minority language by any definition in Western parts of Romania,
while in the case of Swedish in Finland, the language spoken by the numerical
minority has high official status throughout the country. In my articles, I ana-
lyse interpretations that were made about the teaching and learning of a histori-
cal minority language in three different research sites: Nagyvarad (in Romanian
Oradea, Romania), Debrecen (Hungary), and Jyvéskyla (Finland).

I present discursive constructions about historical minority languages,
and the voluntary learning of these by the majority population. More precisely,
I investigate what language ideologies arise in the emerging possibilities of
their study, and what implications they may have for the future. My main site
of research is the city of Nagyvarad/Oradea, where 23,81% of the inhabitants
registered Hungarian as their mother tongue. Here the organization of Hungar-
ian courses for adults was itself a new venture started by myself. They de-
scribed learning as a fundamentally positive phenomenon, but they also point-
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ed out that it is unusual that adults should invest money and time in learning
Hungarian in Romania. I followed my course participants into a Study Abroad
context, 50 kilometres west, to the Debrecen Summer School. There I investigat-
ed the general issue of teaching Hungarian to the majority populations of the
neighbouring countries (Romania, Slovakia, Austria, etc.). Finally, a compara-
tive perspective from a distance (Finns learning Swedish in a voluntary setting)
was included in order to reframe and generalize on my findings from the Hun-
garian context.

I do not use the coinage “new speakers” in my article, but my research
draws upon and contributes to research carried out on new speakers of the his-
torical languages school of research. My research takes a parallel approach, and
could be easily incorporated in the new speaker paradigm.

I draw attention to the particular local context that is often neglected in
grand-national narratives. Here I present the Romanian perspective, too, which
is often neglected in the Hungarian-studies context, and which was not possible
to include in in my articles due to their scope.

As regards methodological procedures and considerations followed in
my articles, I discuss how my overarching approach of studying language
ideologies offers cohesion to my PhD work. I will also elaborate on the uses of
conversation analytic methods for the study of language ideologies. In the
Methodology section, I further explicate how the Nexus Analysis meta-method
contributed to my better understanding and description of the complexities of
the discourses and navigating practices around the voluntarily learning of a
historical minority language. I also draw some conclusions on the implications,
restrictions, and benefits of following these methods.

In a nutshell, Article 1 introduces the topic and places it in the
framework of international scholarship and samples some possible avenues of
research for future investigation. Article 2 places the study within the
framework of Hungarian Studies, and at the same time situates it in a historical
perspective while pointing to international trends in the field of reflective
ethnography. Article 3 refines the approach of language ideologies and the
methodology of analysis on study abroad and language ideologies. It opens the
scope of research internationally, and shows larger cycles of discourses. Finally,
Article 4 formulates results in light of the voluntary learning of historical
minority languages in general. All four articles have unifying themes as the
uniformity of approach, language ideologies, the consistency of ethnography
methods, and discourse analysis. The results of all four articles can be read as
part of discourse cycles about the same topic, and they were organized into a
consistent whole with the help of Nexus Analysis meta-theory

Language ideologies constructed by the learners are considered central
to understanding issues involved in the learning and teaching of additional
languages. Therefore, in the analysis of the interview data, I was oriented by
applied Conversation Analysis as a suitable method for its valuable practices
and insights into analysing spoken interaction. I was interested in the ideas
interviewees have about the historical minority languages they are learning,
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and what kind of explicit evaluations they make about the learning of said
languages.

My investigation focuses on the transparent, explicit discussion of
languages, their value, and how and why they are learned. My interpretations
are framed in a large ethnographic analytical framework. Following my data, I
had to pursue lengthy discourse trajectories in order to gain understanding into
what histories the interaction showed references in a particular interaction. At
the same time, during the course of the analysis of the data, it became obvious
that the interviews themselves needed to be tackled; therefore to focus my
attention in the analysis on the interviews as interactive events in comparison to
the generally more static ethnographic accounts.

I do not purport to give a complete picture of the reality of my study.
Conversation Analysis warns us that discourses do not render reality, but they
present a certain account of a phenomenon. Moreover, I also demonstrate how
some discourses were co-created between the interviewer and the interviewee.
As characteristic of ethnography, my data collection and analysis were on-going,
and the collection and analysis often intertwined, so as the analyses advanced, I
complemented the original set of data with more data and also different types
of data. The multiple data sets allowed for some triangulation of the data;
however, my main focus remained on the interviews.

Despite the very different backgrounds, historical discourses of the other
bear resemblances in both countries. Grievance narratives have been handed
down through generations, and they obstruct openness towards the learning of
the historical minority language. To some extent, both Swedish and Hungarian
are still perceived by many interviewees as the language of the former elites. It
is still hard to contest and change historical metanarratives. At first sight, the
situation appears more favourable in the case of Finland; however, it is notable
that even though Swedish learning is supported by the Finnish language policy,
the stereotypes about the language still linger.

The contemporary socio-cultural context, partly due to globalization and
the spread of post-national ideologies as a grand framework in both cases, can
favour the learning of the historical minority language. In the future, a general
language ideological reorientation of historical metanarratives is necessary.
That is, by learning and acknowledging the other’s perspective of history and
linguistic belonging, we can focus on shared history and multilingual practices,
instead of on nation-state antagonisms and monolingual preferences.
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Hungarian as a Second Language
in Oradea / Nagyvarad:

Cultural Reflexions and Language Ideologies

Introduction

My study branches out into the area of language, teaching and learning in
an intercultural context which is at the crossroads of sociolinguistics, ap-
plied linguistics and cultural studies. The research area deals with a broad
range of phenomena related to language and culture focusing on values,
goals and beliefs, which at times lie behind and are embedded in actual
educational cultures and practices. I approach the issue from the vantage
point of ‘language ideologies’ as formulated by American sociolinguists
(e. g. Gal 1979; Kroskrity 2000; Schieffelin, Woolard, and Kroskrity 1998;
Blommaert 2005).

Little attention has been given to the role of language ideologies in
Hungarian language acquisition. In spite of its potential in improving the
sometimes troubled interethnic relationships, no attention has so far been
given to learners of Hungarian with a Romanian dominant background.
Therefore I sense the need for better conceptualization of the problem of
teaching and learning Hungarian in this specific context.

Present paper makes part of my PhD research project whose princi-
pal aim, through the case of Oradea / Nagyvirad, is to explore the possi-
bilities of teaching a minority language and culture for majority inhabitants.
My main goal is to conduct ethnographic research and analyze interview
data on how different local inhabitants interpret the need and consequenc-
es of learning Hungarian and the linguistic situation they live in. I follow
the discourse approach to map the content and structure of these dis-
courses about language.

Even though minority linguistic rights are guaranteed by Romanian
law (e.g. bilingual street names and inscriptions and the possibility of mi-
nority language use in public institutions), many of these practices have not
been put into action in Nagyvarad / Oradea'. The state language is in dom-

! Not even a very summary history of Nagyvarad / Oradea can fit into the
restraints of this paper. The city for several centuries was one of the centers of
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inant position in Romania, supported by government offices, education
and police (Bend and Szilagyi 2005). Furthermore, Romanian national and
local media has treated bilingualism — at least the pairing of Romanian with
Hungarian — with great suspicion. Against this background the idea for
local Romanians to learn Hungarian often seems rather unpopular and
bizarre. Finally, there are also economic, political and historical positions
of the region, which have complex linguistic consequences for learning
Hungarian.

Research method and data

Learning of a minority language requires a close look at language ideologies
and interaction in a socio-historically sensitive arena in which the language
learner identity is socially negotiated (Gal 1979). My general framework is
the study of Language Ideologies. For analysis, I will use a combination of
qualitative methods. Silverstein (1979, 193) in an early formulation postu-
lated language ideologies as “sets of beliefs about language articulated by
the users as a rationalization or justification of perceived language structure
and use”. A decade later Irvine (1989, 255) points out the social, political
and cultural elements. In her opinion linguistic ideology is: “the cultural
system of ideas about social and linguistic relationships, together with their
loading of moral and political interests”.

Hungarian cultural life. One can recall the founder king Saint Ladislaus, the
outstanding humanist Janus Pannonius (1432-1472), and much later the vibrant
coffeehouse culture of the cosmopolitan city at the turn of the 20t century which
was breeding place for modern Hungarian literature. A great many non-
conformist poets, and intellectuals — like Ady Endre, Juhdsz Gyula and the poets
of “Tomorrow” anthology started out from here. At the time Hungarian
monopolized the linguistics landscape of the city with marked official and social
pressures to “magyarize” the Romanian minority speakers (Nemes R. 2010). The
Hungarian dominance lasted until 1920 — when Transylvania, together with Par-
tium, was ceded to the Romanian state —, but cultural, social, and linguistic
strategies to make Transylvania Romanian would continue for many decades to
come (Livezeanu 1995). According to the 1910 census data the percentage of
inhabitants claiming Hungarian nationality (ethnicity) was 91,1% (Szarka 2002,
198) — this number included the large local Jewry, the majority of which perished
in the Holocaust. Based on the preliminary results of the 2011 census, out of the
total 184.861 inhabitants, the percentage of those who claimed Hungarian
mother tongue was 23,81% in Nagyvarad / Oradea.

280



Hungarian as a Second Language in Oradea / Nagyvdrad

There has hardly been any ethnography applied in this field and there
are no similar studies on this subject about the region. But studies from
Western Europe on the learning of minority languages like Welsh (Trosset
1993) and Catalan (Woolard 1989) show the validity and necessity of this
research in this area. Only by introducing the ethnographic and discourse
perspectives may we get closer to the heterodox data of what it means to
be a Hungarian second language learner in Nagyvarad / Oradea. An eth-
nographic study of state language speakers learning Hungarian is carried
out as it was first outlined in Susan Gal’s ground breaking work (1979) and
recently by Heller (2007; 2011) and Blommaert and Jie (2010). I will inte-
grate the discussion of particular formulations with theories of discourse
analysis, sociolinguistics, linguistic anthropology, cultural studies as well as
second language acquisition studies.

Data was gathered during fieldwork in Oradea / Nagyvarad where
I organized and taught several Hungarian as a second language courses for
adult learners. The informants in this research were among the participants
to my courses. In relation to fieldwork my goal is to find out how inform-
ants explain or understand issues connected to Romanian-Hungarian bilin-
gualism.

In the following I will analyse some interview excerpts in which in-
formants speak about language contact among Hungarians and Romanians,
encounters with bilingualism, and their experiences. As sites of encounters
are the ethnically mixed families, circle of friends or acquaintances, as well
as the television as a means to learn the language. We will see bilingualisms
for some informants it was a matter of the every-days while others were
rudely reminded about the subordinate position of the language in the early
90’s.

Romanian learners of Hungarian and langnage contact

In this section I will illustrate—through some interview excerpts — possible
encounters of Romanians with the Hungarian language, in its double quality,
the language of the local minority and that of the Republic of Hungary, just
20 kilometers away from the city.

KKA: Unde v-ati intalnit cu limba maghiard prima data?

Loredana (W1975, teacher): Da, sint din Oradea, m-am niscut aici.
Prima dati, de fapt in copilirie, din copilirie. In cartier am avut
prietene foarte bune care vorbeau limba maghiard. Si de la ele
jucandu-ne ne-am invitat una pe cealaltd. Ele m-au invatat limba
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maghiari eu i-am invitat limba romani. Inci de pe atunci am
invatat accentul... dacd pun accentul pe 4, cum se citeste, daci este
cu accent, dacd nu este cu accent cum se citeste sau unele cuvinte
in limba maghiard »/% sau ablak sau hag foarte... preponderent
vocabular.?

KA: When did you meet with the Hungarian language for the first
time?

Loredana (W1975): Well, I am from Oradea. I was born here. For the
first time in my childhood. In the neighbourhood I had very good
friends who were speakers of Hungarian. And from them, playing
together with them. They taught me Hungarian and I taught them
Romanian. I learned the accent at that time, how to put the accent
on the 4, how to read it with an accent and without in some words
like véz ot ablak or hdz mainly vocabulary.

The informant’s depiction about the lieu and form of linguistic contact
between Romanian and Hungarian children may be typical and shared by
many Varadians. These early encounters with Hungarian and the mundane
acquisition of a second language correspond well to the writer’s my own
childhood memories.

A contemporary source describes the social circumstances of Roma-
nia in the early 1980’s in the following terms: “After 1947, the new gov-
ernment followed the Soviet example of agricultural collectivization and
forced industrialization accompanied by a remodelling of the state along
totalitarian communist lines” (United States Department of State1983, 1).
The Romania of late 70’s and early 80’s could be characterized as the cli-
max of the politics of forced industrialization and urbanization under the di-
rectives of the Communist Party and its leader Nicolae Ceausescu. There
were minimal differences in the lifestyles of most people. References to
“cartier” evoke the social and linguistics realities of the childhood of an
entire generation, who are in their thirties now. The informant recalls that
by living in a neighbourhood made up of socialist style blocks of flats the
children played together in front of their apartment buildings and they

2 All interviews were carried out in Romanian, but due to space limitations in the
following only the English transcripts will be given. Speech data was recorded
digitally with the consent of informants in the course of multiple sessions con-
ducted by me. The names of informants have been changed for the sake of pro-
tecting their identity. In brackets after the names I indicate the informants sex
(Man / Woman) and year of birth together with the occupation (e.g. W1975,
teacher).
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encountered bilingualism in a natural way, learning from each other while
playing there. Usually both parents were employed in the recently set up
industrial manufacturing sector of the town and worked long hours, Satur-
days included, but nor was it unusual that they had to contribute to the
building of Socialism by working on Sundays, or in three shifts, too. In these
circumstances the many children from the years of demographic peaks
could be barely supervised by their parents, but mostly left to their own
devices to socialize freely in ethnically and linguistically mixed groups ac-
quiring both Romanian and Hungarian. The iconic image of these times is
the youngster — carrying the keys to the family’s flat on a line around
his/her neck —, who due to the lack of social institutions to organize their
free-time hung out in front their block of flats, or the numerous construc-
tion sites that were mushrooming in and all around the city in a frenzy of
building new housing for factory workers. Depending on their tempera-
ment and individual inclinations they roamed the concrete of their cartier,
and sometimes fought turf battles with other groups of the neighbour-
hood, or kids from the other neighbourhoods. Some of them would have
been called juvenile gangs if the societal framework of the Ceausescu re-
gime had allowed for the existence of such decadent categories.

However linguistic and ethnic affiliation function as very strong
markers in the world of adults, and society at large, these ethnic and lin-
guistic boundaries rarely influenced one’s group of friends between chil-
dren, and adolescents in those times.

When the researcher enquires another informant, belonging to the
older generation (b.1957), about her relationship to languages she gives a
different account of her childhood memories spent in a nearby provincial
town where the family was the source of bilingualism.

Ana (W1957, teacher): Strange, but also familiar because my grand-
mother spoke it. But the environment where I grew up as a child
Hungarian was not spoken. And when my father and mother
spoke it I looked at them in amazement because they could speak
this language, and could speak it well. But I was not brought up in
a Hungarian speaking environment. My sole contact [to the lan-
guage| was my grandma.

The importance of environment is highlighted by this informant, too. The
fact that Hungarian was spoken in the family seems to be much less of
importance on the “environment” as a whole, than in the previous case.
This example also draws attention to the very complex issues of identities
in multi-ethnic regions and multilingual families. Even though many peo-
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ple spoke Hungarian in the family they did not consider it important for
the child to become proficient in Hungarian. In this case only the grand-
mother spoke Hungarian to her. It is the language of communication with
the grandmother.

When the informants speak about their family ties we see that the
situation is not less complex and this brings about complex linguistic situ-
ations, as is highlighted in the interview excerpt below:

KA: And in the family aren’t there Hungarians? What about kinship,
cousins?

Loredana (W1975): Yes, 1 have kins, cousins. My mother’s sister is
married to a Hungarian. My boyfriend is Hungarian, namely his fa-
ther is Hungarian, and his mother is Romanian. He knows Hun-
garian. I talk to him, I pélfer words from him.

In ethnically mixed family contexts like the one above there could arise
situations when members of the family in certain situations will use Hun-
garian even though the Romanian is the language of communication by
default. The communication between the couple usually takes place in
Romanian, but when the boyfriend talks to somebody in Hungarian she
pick up words inferring meaning from the context. When discussing about
the region other informants also point out the multi-ethnic nature of the
area and ethnically mixed marriages. Some informants themselves live in
such inter-ethnic marriages.

Ana (W1957, teacher): In the background there are a lot of [ethnic]
mixing. Families and mixed friendships. It is a very well-welded-
together-area. This situation has existed for a long time ... . [it has]
deep roots.

Corina (W1960, entrepreneur): So that of tolerance?

Ana: Namely there are inextricable ties. Families, generations of ethni-
cally mixed families, so there is no question about it.

Ethnically mixed marriages and families that go back for generations are
not only the reality but generally accepted as the norm by this informant.
This is indicative of the use of the value laden adjective “inextricable” indi-
cates this, which also suggest that there were times, when this wixing was
frowned upon and not considered normal. As another informant recalls:

Corina (W1960, entrepreneur): Yes, yes, yes... , but I had to suffer as
an adult. They wanted to throw me out of my job. My first job
when I came to Oradea, for I am married to a Hungarian. Vatra
Romineascd was very powerful at the time.
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In order to fully understand the significance of this brief remark it is worth
to say a few words about the background, and cast some light on the im-
mense personal implications of the intolerant nationalist politics of the first
half of the 90’s. The Vatra Romaneasca, the Romanian Hearth that the in-
formant refers to is a cultural association that together with the Party of the
National Unity of Romanians (PUNR), and the Great Romania Party (PRM)
promoted ultra-nationalism and were as Andreescu puts it the “main ex-
tremist actors” of Romanian politics: ““The ideological foundation of the
Romanian Hearth was the anti-Hungarian sentiment. The founders have
been involved, at the end of January 1990, in anti-Hungarian provocations,
some hidden but some manifest (in the local press and especially in Cu-
vantul liber, the organ of the future Hearth, as well as on TV). The anti-
Hungarian feeling was supported by the media in the country’s capital, and
it reached a peak around the middle of March 1990.” (Andreescu 2003, 29)

As the informant points out their activity permeated the everyday
life, made itself felt not only on the level of national politics, but down to
the individual. Even though, informants would characterize the inter-
ethnic relations in Oradea as one of mutual appreciation, and acceptance
there have been lurking forces which made it their political agenda to untie
the above mentioned “inextricable links”. The National Unity of Romani-
ans (PUNR), and the Great Romania Party (PRM) have not gained the
support of the majority of citizens—as it happened in Cluj at the time—, but
they were active in Oradea, too, and made felt their ideology based on the
intolerant brand of nationalism.’

Former theories showed a neglect for the individual, but contempo-
rary research points out how the individual is also biographically shaped
(Blommaert 2005; Wetherell 2008; De Fina and Georgakopoulou 2008).
Or we can refer to the small stories research and propositions about the
intersectionality of identity as proposed by other researchers (Ochs and
Capps 2001; Georgakopoulou 2007). When I asked about the places where

3 Andreescu also quotes a representative sample of the very vocal and aggressive
discourse that presents the mind-set of these political forces: “As it is well-
known, the nomad spirit and the barbarian style of the Hungarian people and its
minority in Romania did not disappear in the last 1000 years. Maybe we, Roma-
nians, will have to cure them of this embarrassment and turn them into a peace-
tul, civilized European people that will no longer covet foreign lands. God for-
bid they should once again extend their paws toward Romanian territories.”
Gheorghe Funar, Informatia Zilei, Satu-Mare, October 27, 1994.
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one could encounter the Hugarian language informants point out the avail-
ability of Hungarian language television:

Loredana (W1975, teacher): For television I was watching Hungarian
television all the time. There were cartoons and films dubbed into
Hungarian, absolutely everything, and I learned many words.
I understood, not all but roughly everything, spoken Hungarian,
after which there was a void concerning Hungarian language use.

This interview points out that an important aspect for Hungarian Second
Language Acquisition for the generations socialized before the 1989 Ro-
manian Revolution, is the availability of Hungarian language television in
this border region. Programs broadcast from Budapest, were followed by
Hungarians and Romanians alike because practically it was the sole televi-
sion channel available, not counting the daily few hours broadcast of prop-
aganda on Romanian national television. It was not uncommon that people
living beyond the Eastern Carpathians—mountain range that obstructed the
Hungarian television signal to reach their homes in inner Transylvania—,
came to spend their holidays at Felix Baths, or with relatives in Oradea in
order to follow e.g. the football World Cup, or in general Hungarian televi-
sion programs, which offered the only window to the outside world. Many
Romanians in the border region picked up substantial passive knowledge
of Hungarian, because Hungarian language television channel was running
in their home. The practice of watching Hungarian television by Romani-
ans ceased after 1989 when the Hungarian channels lost their monopoly
due to the appearence of free Romanian media. It did not take long before
numerous channels in Romanian language started vying for the viewers
attention.

The younger post-revolution Romanian generation could already
polish their English pronunciation on subtitled, but undubbed Hollywood
cartoons and movies. Not many of Romania speakers would surf the Hun-
garian channels any more.

Motivation for studying Hungarian and the reactions of acquaintances

In the face of it, it may seem strange that the very decision of taking part at
Hungarian language classes can bring about negative reactions on the part of
fellow Romanians. The informants often indicate that some of their fellow
Romanians look in askance at them for attending Hungarian lessons. Even if
they were not directly asked by the interviewer why they took up Hungarian,
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and about their motifs of starting the course they feel the need justify their
position. They voice that their interest in culture and the language of the
local minority and that of the neighbouring country is intended as a gesture
of openness, and good will:

Sandu (M1957, civil servant): I started to learn Hungarian out of the
respect that I feel towards Hungarians, my colleagues, the citizens
of Oradea.

Loredana (1974): [I learn Hungarian in order] to be able to under-
stand, to be able to say a few sentences in the language of the other
one // and he/she could understand you. I think it has to do with
respect that you want to show towards the other one. To show
him/her that you know the language he/she uses.

These accounts indicate that there exist goodwill, openess, and interest on
the part of those who take up studying Hungarian. On the other hand other
informants encounter the suspicion and bafflement of some of their friends
and acquaintances who do not see the point in why a Romanian should learn
Hungarian. These reactions put our informants on guard and in a position of
defence. When 1 asked them about the reaction of their immediate sur-
rounding, some would relate the following:

Sandu (M1954, civil servant): Some of my acquaintances congratulated
me and appreciated positively that I study Hungarian. Others were
bewildered and asked me: “Why precisely Hungarian? Why not
another language? Why not a world languager”

Maria (W1961, physician): They found it funny. First of all they found
it cool, but how should I say? They were surprised. Something like
that.

KA: They wondered why?

Maria: Yes first they asked me: “Why? Do you want to move to Hun-
gary?” But, noooo I said “Why should I want tor”

KA: This was their reaction?

Maria: Yes this was the first reaction: what is the hidden reason... .

As we see from the above interview the informant also has to take a defen-
sive position, because she encounters surprise as a reaction to her account
of studying Hungarian. Her interlocutor could see no other reasonable
explanation for such an endeavour than, that she might consider emigra-
tion to 6 kilometres to the west, where we find the neighbouring Hungari-
an Republic. In the background of this allegation there is “the one nation
state, one language concept” which disregards completely the reality of
multilingual regions within the borders of one country, together with the
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existence of minority languages and their potential usefulness within a
country other than the nation state itself.

However, the informant personally considers multilingualism a natural
state, explaining it with the fact that she is from the multi-ethnic Banat re-
gion. She attended a German language high school in Timisoara / Temesvar
/ Temeschwar and there she learned that a “real citizen of the city should
speak at least three of the languages” of this region. Because of her family
background she could also understand Serbian. In school she had French
and Russian, and after adding English to her linguistic repertoire she started
to study Hungarian when she moved to Oradea. This is truly impressive
linguistic trajectory of one person however, it is not all that unusual because
people who have their roots in the Banat region of Romania have tradition-
ally esteemed multilingualism as a positive phenomenon (Laihonen 2009).
The informant words her credo in the following way:

Maria (W1961): To be able to speak a language, it opens up the path
to another culture, another civilization. It is very important. For
me by any means it is important to be able to understand some
neighbors. Because I do not know if you realize that Romanians
know very little about Hungary and Hungarians, not counting their
daily experiences. But they do not know anything about civilisa-
tion, history. I do not know whether this is a mutual problem.
Probably not because... so

KKA: What is the reason for that?

Maria: There is prejudices here. They do not have the inclination. And
for me it is most curious for one to learn German first, because
Hungarian is the first language that you bump into in our region.

The informant expresses disapproval with fellow Romanians not being in-
terested about things Hungarian, and blames their shortsightedness and the
prejudiced approach towards the Hungarian language and culture. She ex-
plains their disinclination with existence of prejudice, and expresses that
learning Hungarian could be also practical for Romanians because it is the
first language that they could encounter in this region.

In other situations the study of Hungarian is looked upon as a matter
of fact and normal state of affairs. The informant speaks about how much
bilingualism is accepted and embraced by her circle of friends, because she
mostly socializes with people who come from ethnically-mixed backgrounds
where bilingualism is the norm. Therefore they take it for granted that one
takes up a Hungarian course, especially if one works in a Hungarian envi-
ronment.
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KA: And your friends how did they appreciate the fact that you attend
Hungarian language courses?

L (W1974): And my friends, most of them speak Hungarian. XY my
best friend at her turn has a Hungarian father and a Romanian
mother, or YZ, he too speaks Hungarian, his mother is Hungarian

Most of them speak Hungarian, it was not at all a big surprise for them. It was
understood that now, of course why should you not know Hungarian. They saw
it as a matter of fact.

Bilingualism, or a multilingual linguistic repertoire is presented as nat-
ural in the circle of friends of this informant. As opposed to the previous
situations, likely because of the mixed ethnic background of this informant’s
circle of friends, bilingualism is the unmarked case, a feature of the every-
days.

Conclusions

As we could see from above interviews the linguistic situations in the field
defy easy categorization, therefore only sociolinguistic ethnography can de-
liver more accurate answers. According to the post-structuralist definitions
of language societal practices themselves are sites of struggle. Heterogeneous
linguistic societies all want power and truth to themselves. According to
Bakhtin (Bakhtin et al. 1994) and Bourdieu (Bourdieu and Thompson 1991)
language itself is not a neutral medium, but it reflects a great deal of the
symbolic power differences. Speakers of minority languages frequently en-
counter this power position of the dominant language.

The educationalist theoreticians (Vygotski, Valsiner, and Veer 1994)
Kramsch (2009), and Lantolf (2000) in their educationalist studies also point
out that in the course of language learning it is not the cognitive linguistic
competences that are the most important. They suggest that we should not
focus on the individual language learner as a generator of linguistic form, but
consider the individual as a member of the given community. This aspect
has special import for those who want to teach Hungarian to the members
of neighbouring nations.

Hungarian classes can not only serve as a framework for meeting with
one another but also make necessary the reflection in relation to the Hun-
garian culture. They give not only an opportunity to present cultural repre-
sentations, but also serve the development of a dialogical situation. Mapping
societal, cultural, and scientific reflections is a must. Benedict Anderson’s
(2006) concept about nations crops up in the works of Wenger (1998) in
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relation to the identity and the language learner. He points out that the lan-
guage learner also sets up zmagined communities. There are individuals who
setve as gateways into the foreign/second language communities (Peirce
1995).

In order to facilitate communication in border regions like Oradea
with a very distinct character, we should have a close look at the chances to
learn each others’ languages in diverse minority situations, identities, practic-
es and hitherto unanalysed language ideologies that exist and operate in
these regions. In the search for linking points with the neighbouring peoples
it is of great importance how these investments into the language and the
people could become productive and pay dividends. Teaching Hungarian as
a Second Language in minority circumstances can furnish important answers
to Hungarian Studies in general.
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ISMERTETESEK

Kiss Attila Gyula

A MAGYAR MINT MASODIK NYELV TANITASANAK
NEHEZSEGEI ES SIKEREI NAGYVARADON

Bevezetés

Az irds egy hosszabb kutatds egy részér6l szamol be, amely a magyar mint mdsodik
nyelv (ezutan L2) oktatasanak lehetéségeit, akadalyait térképezi fel etnogréfiai szocio-
lingvisztikai szempontbdl olyan kontextusban ahol a magyar kisebbségi nyelv. A kuta-
tasi helyszin a torténetileg magyar kultirkézpontnak szamité nagyvaros, Nagyvaérad,
amely 1920-ban 10 kilométerrel a magyar dllamhatartol keletre kertilt.

Ez az iras egyben onreflexié is, mivel magamon keresztll mutatok be egy masod-
nyelv- tandri palyat. Nagyvaradi kontextusban sajat tanfolyam-szervezési kisérleteimet
elemzem, és azt vizsgalom, hogyan alakult személyes viszonyom a magyar nyelv és
kultura kozvetitéséhez. Teszem ezt egyrészt kutatdsi célokbdl, masrészt attédl a gon-
dolattdl vezérelve, hogy tanulsagul és 0sztonzésképpen szolgélhasson a hasonlé ki-
sérleteken gondolkoddknak, emellett altalanos kdvetkeztetések is levonhatdk beldle a
hatéron tuli masodnyelv-oktatas lehetdségeit illetéen.

A nyelvideoldgidk nézépontjat kdvetem, amikor azt elemzem, hogy mihez kapcsol-
jak a magyart mint masodik nyelvet, hogyan viszonyulnak a magyar nyelv oktatdsahoz
és a magyarnyelv-tanfolyamok szervezéshez Nagyvaradon. Susan Gal szerint a nyelvi-
deoldgidk a beszél6, a nyelv és a vildg kapcsolatardl sz616 metapragmatikai/metanyelvi
feltevések (2006: 388). Véleményem szerint az L2-oktatas sikere az utdédallamokban a
nyelvideoldégidkon all vagy bukik. Ennek ellenére a szomszédos népek L2 korili nyel-
videoldgiainak tanulmanyozasara ezideig nem igen forditottak figyelmet Romanian
kivil sem. Jelen cikkben tanuléi ideoldgidkat nem elemzek, mivel ezek késébbi tanul-
manyaim témajaul szolgalnak.

A nyelvtanulas tarsadalmi koérilményeinek fontossagat hangsulyozo iskola képvi-
sel6i is amellett érvelnek, hogy a mésodik nyelv elsajatitdsaban a szociokulturélis meg-
kozelités legalabb olyan fontos, akarcsak a mentalis folyamatok (Block 2003: 6). Annak
ellenére, hogy a Kérpat-medencében a tartds etnikai ellentétek bizonyara athidalhato-
ak, vagy legaldbb enyhithetéek lennének egymas kultdrajanak megismerése és nyel-
veinek megtanuldsa altal, a szomszédos orszagokban a magyarokkal egyuttélé népek
szamara felkinalhatd L2 oktatassal ezidaig keveset foglalkoztak. Ami Romaniat illeti, a
témardl dltaldban is csak rovid megjegyzésekkel taldlkozunk. Ezek tébbnyire arrél szél-
nak, hogy a magyar nyelv irdnt csekély érdeklédés figyelheté meg a romanok korében,
és hogy Romanidban a magyar mint idegen nyelv oktatasara a bukaresti hungarolégiai
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tanszék szakosodott (Murvai 1997, 2010; Molnar 2000; Péntek 2002; Kadar 2008). 1998
utan fakultativ éraként megjelent a magyar mint idegen nyelv tantargy a kolozsvari Ba-
bes-Bolyai Tudomanyegyetem Magyar és Altalanos Nyelvészet Tanszékének kinalata-
ban is (Kadar 2008).

A magyar mint masodnyelv-oktatéknak Romaniaban is vannak nyelvi ideolégiai, vi-
szont ezideig kevés iras reflektélt a romaniai gyakorlatra. Molnar Szabolcs (2000: 211) a
Bukaresti Tudomanyegyetem Hungarologia Tanszékének akkori vezetdje megallapitja,
hogy a roman nacionalizmus hosszu ideig el6itéleteket, sztereotipidkat és hamis képe-
ket taplalt a magyar nyelvvel és kulturaval szemben, melyeket a sikeres nyelvtanulas
érdekében a tanarnak meg kell prébdlnia feloldani. A tobb nemzetiség lakta Temesva-
ron L2-t tanité Magyari Sara (2009) be is mutat egy sor altalanos hiedelmet a magyar
nyelvvel kapcsolatban, viszont az L2-re vonatkozo vetiileteivel nem foglalkozik.

1.1. Onreflexié és tandrnarrativdk

Munkénknak fontos része az 6nreflexié, mert ez a személyes szakmai fejlédés elenged-
hetetlen feltétele. A masokkal valé talalkozas sordn olyan perspektivak nyilnak meg,
amelyekben jobban megérthetjiik sajat gyakorlatunkat, hitlinket, eléfeltevéseinket,
értékeinket, véleményiinket, vilagnézetiinket (Lankshear-Knobel 2004: 8). Az L2-t, kor-
nyezeti- vagy idegen nyelvet oktat6 tanarok szamara sziikséges a megtermékenyitd,
gyakran fesziltségektdl sem mentes, de az egyént gazdagité kulturalis onreflexio. Ta-
Ian hatvanyozottan igaz ez a kisebbségi l1étben él6k esetében.

irisom azon tandrnarrativak soraba illeszkedik, amelyek elfogadjak az elmalt 30 év
tanarkutatasanak azon alapfeltevéseit, miszerint ,a tanitas felismert és megélt szakmai
elhivatottsag” és ,a tandrkutatds nem kvantitativ jelleg(i, azaz nem pszichometrikus,
nem pozitivista, sem pedig kisérleti kutatas” (Lankshear-Knobel 2004: 4)'.

Az Gjabb nyelvpedagdgiai irodalom szerint a tandrnak nem elsésorban a legujabb
nyelvoktatasi médszertani ismeretek folyamatos frissitésére van sziiksége, hanem arra,
hogy sajat gyakorlatat folyamatosan mérlegelje, értelmezze, és ekdzben az onreflexid
soran szakmailag fejl6djon. Ezt a folyamatot mindig abban a kdrnyezetben kell értékel-
ni, amelyben a tandr megszerzi képesitését, majd késébb hivatasat végzi. A tanaroknak,
kutatoknak figyelembe kell venniiik a sajatos tarsadalmi-torténelmi viszonyrendszere-
ket, amelyek befolyasoljak az elképzeléseiket, cselekvéseiket és elméleteiket (l. pl. Hor-
vath 1998: 309; Kalaja 2008: 20). [risom egyik célja, hogy rairanyitsa a figyelmet erre az
angol nyelvi szakirodalomban mar a kilencvenes évekt6l kezd6déen mind nagyobb
teret hodito, az oktatdskutatasban jelentkezé paradigmavaltasra is, amely a magyar
nyelvi szakirodalomban még kevésbé ment végbe.

Mar az 1960-as 70-es évektdl kezdédben ,a narrativak nem csak mint ordlis vagy
irodalmi mdfaj jelentek meg, hanem mint kdzponti eszk6zok, amelyekben az emberek
értelmet adnak életiiknek az idében” (Pavlenko 2007: 164). A nyelvelsajatitast vizsgald

' Az angol idézeteket itt és a kovetkezékben a sajat forditdasomban kozlom.



A magyar mint masodik nyelv tanitdsanak nehézségei és sikerei Nagyvaradon 99

szakirodalom is egyre nagyobb teret szentel a narrativak vizsgalatanak. Ezek dnreflexiv
irasok, amelyekben nyelvtanulok és tanédrok az életiik soran tapasztalt nyelvi, nyelvta-
nuléi vagy -oktatoi élményeikrél szamolnak be (l. pl. Todeva-Cenoz 2009; Kalaja—Mene-
zes—Ferreira 2008). A szébeli interjuk vagy irott naplék alapjan, a nagyon eltéré életutak
és élmények etnografiai vizsgalatabol vonnak le dltalanos érvény( kovetkeztetéseket.
Ez jelentés valtast hozott, hiszen a kiilsé szemléld perspektivajat felcserélte a résztve-
v6k néz6épontjaval.

Szandékom szerint irdsom ebbe a mifaji keretbe kivan illeszkedni. Egy indul6 hun-
garoloégus szamol be életutja néhany olyan eseményérdl, amelyeknek nagy hatdsa volt
arra, hogy most ezzel a témaval foglalkozzon. Az autobiografikus narrativak,kulturdlis,
intézményi és tarsadalmi produktumok, amelyek mifajként mikddnek és visszatiikro-
zik egy adott hely éltal tdmasztott irodalmi, tarsadalmi normak, strukturak elvarasait”
(Pavlenko 2007: 175).

Az etnogréfiai kutatasok egyik alapelve, hogy a kutaté keresi az aktiv kapcsolatot
kutatasa targydval, igy a kutatas soran sajat magat is vizsgdlja, és a kutatott jelenség ér-
telmezése az 6nértelmezésen keresztiil valdsul meg. Akdrcsak a kutatd, a szervez6-ta-
nar is eszkdzként hasznalja 6nmagat, hogy képet alkosson, és kozésen konstruélja meg
a nagyvaradi L2 oktatas jelenségét.

Az elsé részben ezért sajat tobbnyelviiségemrdl irok. Elsésorban a roman nyelvhez
fliz6d6 emlékeimet prébdlom meg sajat magam szdmadra is rendszerezni. Koroszta-
lyombdl biztosan sokaknak voltak hasonlé élményei. A késébbiekben tobbek kdzott
arra is keresem a valaszt, hogy milyen nyelvideolégiak mentén értelmeztem a hely-
zetet, és ezek hogyan valtoztak. A masodik részben a nagyvaradi tanfolyamszervezés
nehézségeirdl és sikereirél szamolok be.

2. Reflexiok a kétnyelvivé valdasommal kapcsolatban

Csalddomban mindenki magyarul beszélt. A nyelvi érintkezés elsé alkalmai egy két-
nyelvi varosban azok a helyek, ahol mindkét beszél6k6zosség megfordul. Nagyvara-
don a magyar, akédrcsak a roman gyerek, ha nem a csaladdban, a baréti vagy ismeretségi
korben, akkor a varosban az utcan, jatszotéren, az lizletekben taldlkozhat elészor a ma-
sik nyelvvel.

Gyermekkorom a hetvenes évek mésodik felében, iskolaséveim nagyrészt a nyolc-
vanas években teltek. Tanulmanyaimat a nagyvaradi iskolak magyar nyelvi tagozatan
végeztem egy olyan romaniai varosban, ahol a magyar kultara és intézményrendszer
parhuzamosan létezett a roman mellett. A reformdtus templom volt a k6z0sségi élet
elsé szintere, ahol magyarul szélt az istentisztelet, s ahol a zsoltarok éneklése mellett
kisgyerekként karacsonyi verset is magyarul mondtam. M(ikddott a varosban magyar-
nyelvil babszinhazi és szinhazi tagozat, ahova rendszeresen jartam sziileimmel és isko-
lastérsaimmal. Romannyelvi sajtotermékeket az érettségi tjan kezdtem el fogyaszta-
ni, és a roman szinhdzat is csak felnétt koromban kezdtem el latogatni.

El6szor a szomszédsagban is tulnyomoéan magyarok éltek. Kisgyermekként akkor
hallottam roman szét, amikor ismer&sok jottek ldtogatéba nagyszileimhez. Késébb
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egy tdombhaznegyedbe koltozott a csaldd, és itt mar kétnyelvivé vélt a nyelvi kdrnyeze-
tem. A tdmbhaz el6tti jaték soran nem volt olyan, hogy a magyar gyerekek elkiiloniiltek
volna. Roman gyerekekkel spontan nyelvi érintkezésekre keriilt sor. Vegyes csoportok-
ban magyarul és roman nyelven is beszéltlink. A kilonféle jatékhelyzetekben egyre in-
kabb tudtam hasznélni a roman nyelvet.

En magam is megtapasztaltam, hogy a Romaniaban hasznélt roman nyelv és iro-
dalom tankonyvek egy elképzelt, idealizalt roman anyanyelvi didk szamara irédtak,
aki nemcsak a magas kultura irant érdeklédik, hanem irodalmi ambicidi is lehetnek, és
ezért a nyelv mélyrétegei, példaul kiilonb6z6 roman regionalizmusokkal teli sz6vegek
befogadasdra is nyitott. Gyermekként ezek a tankdnyvek inkabb elriasztottak, mintsem
megkedveltették veliink a roman nyelvet. Ezekbdl az anyanyelvi nyelvhasznaléknak
késziilt, a nyelv megtanuldsara teljesen alkalmatlan tankényvekbdl, versek és irodal-
mi szovegelemzések bemagoldsan keresztil kellett volna megtanulnunk romanul, ami
csak kisebb-nagyobb sikerrel jart (a kérdés targyalasat I. Szilagyi N. 1998: 131-148). A
roman gyerekekkel, eladékkal vagy orvossal valé hétkdznapi kommunikécios helyze-
tekben megjelend nyelvhasznalattol ez a nyelvi modell igen tavol allt.

Az iskoldban a roman nyelv és irodalom 6rak mellett Romania torténelmét és fold-
rajzat is romanul tanultuk. A rendszer bukasat megel6z6 idészakban mar az osztaly-
fénoki orat is romanul kellett tartani. A roman kdznyelv elsajatitdsara mégis inkdbb a
jatszotér, vagy ezek hidnyaban a panel, vagy, ahogy nadlunk mondjék, a blokk kornyéke
adott lehetéséget, ahol roman és magyar gyerekek egyiitt jatszottak. Az iskola k6zos,
és ezért kizdrélag romannyelv( tevékenységei, mint példaul a testnevelés 6rak, k6zos
reggeli torna, pionirgyulések és tomegrendezvények sokkal kevésbé voltak a kétnyel-
vl nyelvi szocializacié helyszinei, mint a szakkorok — példaul Varadon a Pionirhaz ki-
16nb6z6 tanfolyamai —, ahol magyar és roman gyerekek valtozé szinten elsajatithattak
egymas nyelvét. Ezeken a helyeken a tevékenységet vezet6 felnétt romanul beszélt, és
a magyar és roman gyerek kozott is altaldban romanul folyt a beszélgetés, de amikor
megakadt a kommunikacié, akkor egy masik gyerek segitetett, aki ismerte az illet6 ro-
man szot, kifejezést.

A roman nyelvvel és roman anyanyelv( gyerekekkel valé érintkezés terei voltak to-
vabba azok a sajatosan a rendszerre jellemzé kotelezé kozosségi foglalkozasok, mint
példaul a ldvészgyakorlatok, vagy a félévente sorra keriil6 mezégazdasagi kampanyok,
ahova ingyenes kotelezé munkara — példaul a kukorica, cukorrépa, vagy gyimolcs be-
takaritasra — vetették be az ifjusdgot. Az instrukcidk ezeken a helyeken is mindig roma-
nul hangzottak el. Amint romdn fiatal kerdiilt a brigadba, a beszélgetés altaldban roma-
nul folyt tovabb.

1992-ben nyertem felvételt a kolozsvari Babes-Bolyai Egyetem magyar-angol sza-
kéra. Evfolyamom egyike volt a valtozast kdveté elsé évfolyamoknak, amikor ismét le-
hetéség nyilt arra, hogy nagyobb szamu hallgaté kezdhesse el a magyar nyelv és iroda-
lom szakos képzést magyar—néprajz, vagy valamilyen idegen nyelv parositasban.

A Szamos-parti varosban mar mas nyelvi kbzeg fogadott. A valamikor kincsesnek
mondott varosban a magyar beszéd sokkal kevésbé volt hallhaté az utcdkon, mint ott-
hon Nagyvéradon. A gimnaziumban az erdélyi magyar irodalom érdinkon megismert,
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a valamikor tolerancidjardl hires tiindérkertnek hitt Erdély transzilvanista eszméire in-
kabb csak a Hazsongardban nyugvé nagyjaink siremlékei emlékeztettek. A Funar-fé-
le varosvezetés gondoskodott réla, hogy Erdély nem hivatalos févarosaban ezeknek
az eszméknek a mindennapokban nyomat sem taldljuk. Ekkor késziiltek el rekordidé
alatt a varos tereit a roman nemzeti eszme jegyében kisajatitdé emlékmdivek, keriltek
fel kiilonb6z6 miemlék éplletekre plakettek, vagy hatalmas zaszl6oszlopok a Fétérre,
amelyeknek mind az volt a célja, hogy kiszoritsa, relativizalja a varos magyar torténelmi
multjat.

A 90-es évek eleji nacionalista fordulat idején a helyi roman nyelv sajtot és kdzbe-
szédet a nagyromdnids, Vdtrds magyarellenes diskurzus jellemezte. llyen koriilmények
kozott a Kolozsvari Magyar Didkszervezet szervezésében zajlé programokon valo rész-
vétel, mint példaul a magyar tdnchazak, vagy koncertek tobbet jelentettek szdmunkra,
mint egyszer( szorakozast. Barati korom és talan korosztadlyom szémadra is a magyar
identitas megélésének teriiletei voltak. Ezeken a helyeken és alkalmakon magyarul be-
széltlink, és mondhatni kizarélag magyarok vettek részt a rendezvényeken. Kollégiumi
bulikban, koncerteken vegyes volt ugyan tarsasag, de oda is altaldban barati koriikkel
egyutt jartak el az egyetemistdk, és ritkan keriilt sor hosszabb nyelvi érintkezésre. A
nagyvaradi magyar vilagbol atléptem a kolozsvari magyar viladgba (I. Brubaker 2006:
266-267).

Az egyetemen az angol nyelv oktatéi mind romdanok voltak, habar volt kdzottik,
akikrél sejteni lehetett, hogy van magyar kotédésiik, vagy legaldbbis tudhatnak ma-
gyarul. Ok a legkisebb jelét sem adték annak, hogy megprébalnanak veliink magyarul
beszélni. Angoldrakon volt, hogy kdzdsen vettlink részt a roman hallgatékkal, de mivel
itt a szemindriumok, el6adédsok nyelve az angol volt, keveset beszéltliink romanul. Eset-
leg szlinetekben egy-két kdzvetlenebb tanarsegéddel. A forditasi targyak esetében vi-
szont hatranyos helyzetbe keriilt a magyar hallgatd, amikor romanra kellett forditania.
Néhany székelyfoldi hallgaté csak nehezen tudott megbirkézni ezzel a feladattal.

Habar az artandi hataratkelé Nagyvaradtol csak 10 kilométerre van, 1990 el6tt Ro-
mania a vilagtél elzart orszag volt. Magyarorszagra nem lehetett atmenni. Mivel egy
tavoli rokoni szélat leszamitva Magyarorszaggal kapcsolata nem volt a csalddnak, ezért
gyermekkoromban féleg olvasmanyaimbdl, tanulményaimbol és a nalunk foghaté
magyarorszagi televiziéadasok alapjan alakult ki bennem egy Magyarorszag-kép. Eh-
hez az idealizalt képhez képest jelentés kilonbséget tapasztaltam, amikor a politikai
rendszervaltast kdvetéen, megnyilt az utazas lehetésége, és el6szor sikerilt atjutni a
hataron.

Altalaban hosszu 6rékat kellett varni a hatar mindkét oldalan. Csaladommal egyiitt
néhany alkalommal jartunk mi is a szomszédos Berettyoujfaluban és Debrecenben,
de aztan inkdbb lemondott réla a csalad, hogy a hatarkereskedelemmel foglalkozék
szazaival egyltt, sorban allassal toltsiik az id6t (a hataratkelésrél a 90-es években .
Feischmidt 2004).

llyen korilmények kozott nagy élmény volt, amikor masodéves 6sztondijasként
részt vehettem a Debreceni Nyari Egyetemem, ahol a rendszervaltast kdvet6 idékben
is tobb szaz kilfoldi tanult magyarul. Szamomra az irodalomérak jelentésége eltorpiilt
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amellett az élmény mellett, hogy nyelvem és magyarsdgom a kiilféldiek szemében is
érték. Erdekelte 6ket az erdélyi magyarsag helyzete is, és szivesen beszélgettek veliink
is, kisebbségi magyar egyetemistakkal. Olyan szoros baratsagok kétédtek ezen a nya-
ron, amelyek hosszu évekig elkisértek.

Egyetemistaként még nem fordult meg a fejemben, hogy Nagyvéaradon vagy Ko-
lozsvaron magyar nyelvet lehetne oktatni roman anyanyelviieknek, és az sem, hogy
egyszer majd én is az L2 tanara leszek. Kolozsvaron azokban az id6kben olyan nagynak
éreztiik a magyar nyelvvel szemben az altalanos ellendllast, hogy kizarnak tiint, hogy a
romanokat érdekelné nyelviink elsajatitdsa. Az egyetem oktatoi sem vetették fel, hogy
a magyar nyelv és kultura oktatdsa idegeneknek, esetleg éppen romanok szamdra, va-
lamikor karrierlehet6ség lehetne. Ezekben az években a magyar tannyelvi osztalyok-
ban torténé magyar- vagy angoltanari palya volt a legkézenfekvébb jovéképem. Mar
egyetemista éveim alatt tartottam magandrdakat, viszont mindig csak angol nyelvbél.
Magantanitvanyaim kozott voltak roman gyerekek is, akikkel a romént hasznéaltam mint
kozvetitényelvet. Személyes érdeklédésem is egyre inkdbb az angol nyelv és irodalom,
ezen belil az amerikanisztika felé fordult.

Az egyetemi oklevél megszerzése utan visszatértem Nagyvaradra, ahol két évig ma-
gyar- és angolnyelv-tanarként miikédtem a nagyvéradi Szent Laszl6 Gimnaziumban. A
kozépiskolai drdimon tul angol nyelvet tanitottam maganordk és nyelviskolai nyelvtan-
folyamok keretében. A nyelviskola, ahol a kilencvenes évek kézepén tanitottam, pro-
balt magyar tanfolyamot inditani, de nem volt ra elég jelentkezé. A kérnyezetemben
ekkor még olyanrél nem hallottam, hogy valaki roman anyanyelviiként magyar 6rakat
szeretne venni.

Késébb féiskolai, majd egyetemi oktaté lettem a Sulyok Istvan Féiskolan, majd az
ennek jogutdédjaként, Nagyvdaradon létrehozott Partiumi Keresztény Egyetemen (a Par-
tiumi Keresztény Egyetemrdl és annak tannyelvpolitikajarol . Szlcs 2005). Kiilénb6z6
angol nyelvi targyakat tanitottam, mikdzben magyartanari énem teljesen hattérbe
szorult. A munkahelyemen, ahol néhany tanarkollégat kivéve mindenki beszélt magya-
rul, a kommunikacio altaldban magyar nyelvd volt.

Amint a fentiekbdl kiderilt, roman nyelvtuddsomat csak kisebb részben szereztem
meg az iskolapadban ilve. A roman irodalmat, torténelmet és tobb mas targyat is szer-
vezett formaban roménul oktattdk ugyan, de gyakorlé tanarként mar tudom, hogy a
nyelvelsajatitasra csak kis mértékben alkalmas tananyagokbdl, s6t gyakran a didkot fe-
szélyezé modszerek alkalmazéasaval. Sajat esetemben a romdn nyelv elsajatitasat sokkal
inkdbb tulajdonitom az érakon kiviili informalis tanuldsnak, a tarsadalmi tevékenysé-
gekben valé részvételnek, és az 6nképzésnek, mintsem a szervezett oktatasnak. Amig
gyermekkoromban sokkal kevésbé volt jelen a magyar-roman kétnyelv(iség, felIn6ttko-
romban mar a mindennap élet ligyes-bajos dolgainak intézése mellett, szérakozashoz,
tovabba kulturdlis és audiovizualis média-termékek fogyasztasa soran is napi szinten
hasznalom a roman nyelvet.

Ezek utan sem valtam tokéletesen kétnyelv(ivé. Tovabbra is vannak az életnek olyan
teriiletei, amelyek kivil estek tevékenységi, vagy érdeklédési koromon. Az ezeken a
terlileteken szokdsos nyelvhasznalatot csak részben sajatitottam el. Ha ilyen helyzetek-
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ben kell megnyilvanulnom, akkor rajtam is trrd lesz a nyelvi bizonytalansag. Ez viszont
nem akadalyozott meg abban, hogy a magyar mint masodnyelv oktatasaval foglalkoz-
zam, amelynek soran megfeleld szinten és gond nélkiil tudom hasznalni a romant mint
kozvetité nyelvet. Amint a fentiekbdl lathato, az én nyelvtanuléi 6néletrajzom is ,egy
hosszu, kalandos Ut a (csak)nem tokéletesség felé” (Popovic 2009: 33), amelynek be-
mutatasaval arra szeretnék 6sztondzni minden hozzam hasonld életuttal rendelkezét,
hogy tobbnyelviiséglinket batran allitsuk a magyar nyelv oktatdsanak szolgalataba -
akar tobbségi kornyezetben is.

3. Magyar nyelvtanfolyamok Nagyvaradon

3.1. Magyar nyelvoktatds felnétteknek és nagyvdradi nyelviskoldk

Az internetes keresés tanusaga szerint minden erdélyi, partiumi nagyvarosban vannak
olyan nyelviskolak, amelyek hirdetnek magyar tanfolyamokat is. Nagyvaradon is tébb
nyelviskola mikodik. Hirom nyelviskolarél tudok, amelyek a legnépszer(ibb idegen
nyelvek mellett magyar nyelvoktatast is hirdetnek internetoldalukon (. Centrul de lim-
bi strdine YES, Bridge Language Study House, Colloquia). Az elsé cég volt tulajdonosa
elmondta, hogy magyarul kevesen tanultak, akik viszont elkezdték, elhivatottakkd val-
tak, és tobb tanfolyamot is elvégeztek naluk (Antal Janos szives kozlése, 2010). Késébb
- egy nemzetkoézi projekt kapcsdn — a DNYE is kapcsolatba kertilt a masik, kolozsvari
kdzpontu céggel. Megtudtuk, hogy féleg gyerekekkel foglalkoznak. Varadon csak egy
képviseldjik van, és nincs magyar képzésiik. A Partiumi Keresztény Egyetem nyelvisko-
l4ja is szerepelteti kindlatdban a magyart. Ezen a kurzuson két roman kollégédm tanult. A
tavalyi év végén taldlkoztam a felnéttképzéssel foglalkozé nagyvaradi Eurolingua nyel-
viskola vezetéjével is, aki elmondta, hogy habdér tobb szaz embert képeznek és vizs-
gaztatnak angol nyelvbél, évente csupan egy-két érdekl6dé jelentkezett, aki magyarul
szeretett volna tanulni, ezért kinalatukban mar nem is szerepeltetik tobbé a magyart.
2011-ben a Duna Tévé a Hirad6 addsaban szamolt be réla, hogy tiz fével a Don Orione
Gimnéziumban indult magyarnyelv-tanfolyam. Megallapithatjuk, hogy prébalkozasok
vannak, viszont ugy tlinik, Nagyvaradra is igaz Szilvasi (2010: 21) megfigyelése, hogy
gyakran azért nem indul tanfolyam, mert az egyébként is kevés 6nfinanszirozé érdek-
16d6 nem jelentkezik ugyanabban az id6ben és helyen.

3.2. Tanfolyam inditdsa a Debreceni Nydri Egyetem égisze alatt

A Debreceni Nyari Egyetem (DNYE) a magyar nyelv és kultura terjesztésének elsé ilyen
jellegl intézménye volt. El6sz6r 1927-ben nyitotta meg kapuit (I. Gellén 2002: 11; N&-
dor 1998: 81). Napjainkban tobb hasonlé is mikoédik Magyarorszagon. A képzés és a
programok koltségeit kiilonboz6 ilyen célu 6sztdndijak vagy munkahelyi tdmogatok
fedezik a résztvevok szamdra. Sokan vesznek részt a tanfolyamokon 6nkdltségesen is.
Az intézmény honlapjan ezt olvashatjuk:
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Az elmult id6szak tapasztalatai alapjan egyre fontosabbnak t(inik a mindenkori
viszonyokhoz valé gyors és rugalmas alkalmazkodas. [...] jol lathato, hogy bizo-
nyos szokdsok megvaltoztak: az anyagi hattér, az allami 6sztondijak csokkené-
se és a folyamatos dremelkedések — kiilondsen a fiatalok szamara — nehezitik a
Debreceni Nyari Egyetem altal kindlt lehetéségek igénybe vételét. Ez egyértel-
mden arra késztette a magyar nyelv és kultura tGgyét 1927 6ta toretlendl szol-
galo intézmény vezetdségét, hogy valtoztasson a korabbi évek gyakorlatdhoz
képest. (http://nyariegyetem.hu, 2012-05-10)

2010-t6l Szaffko Péter lett a Nyéri Egyetem Uj igazgatdja. A bevezetett valtozasnak egyik
eleme, hogy mar nem csak Debrecenbe varja a magyarul tanulni vagyodkat az intézmény,
hanem a budapesti nyelviskolajuk mellett mas, kiilféldi helyszineken is indit tanfolyamokat.
Nagyvarad mellett voltak még magyarnyelv-kurzusok New York-ban és Antwerpenben is.

Az elmult évek statisztikdi szerint a DNYE-en résztvevék legnagyobb szamban - a
feln6ttoktatasban hagyomanyokkal rendelkez6, és ezt inkabb megfizetni tudé — Nyu-
gat-Eurépabol és Egyesiilt Allamokbdl érkeztek. Ami a Debrecenben magyarul tanu-
16, az utédallamokbdl érkezék szamat illeti, az intézmény nyilvantartdsa nem mindig
jegyezte fel a résztvevék allampolgarsagan tul a nemzetiségi hovatartozast, illetve az
anyanyelvet (Gellén 2002: 15). Csak a nevekbél lehet kdvetkeztetni, hogy a multban az
évek soran Debrecenben megfordult hallgaték koziil ki az, aki a magyar nyelvet tanul-
ta a tanfolyamok keretében, illetve példaul jugoszlaviai vagy romaniai magyarként a
magyar nyelv és kultira érakat latogatta. Az 1960-as programban a szomszéd orsza-
gok egyetemein tanitokat a,kiilféldi magyar lektorok” elnevezéssel illették. Ok lehettek
szliletett magyarok, vagy a nyelvet csaknem tokéletesen beszélék (Gellén 2002: 16). A
rendszervaltast kovetéen a DNYE vezet6sége ugy itélte meg, hogy hataron tuli magya-
rok szakmai tovabbképzése tulfeszitené az intézmény profiljat és ezért,babaskodott” a
szintén Debrecenben beindulé és a hataron tuli magyar pedagdégusok szakmai tovabb-
képzését felvallalo Ady Akadémia létrehozasédban (Gellén 2002: 24).

A jelenlegi jelentkezési tGrlapok mar nemcsak az dllampolgarsagot rogzitik, hanem
rakérdeznek a beiratkozdk anyanyelvére is. 2000-es évek elsé felében a DNYE-en 9 és 18
kozott volt azoknak a szdma, akik a romant jelolték meg anyanyelvként, mig 2005-tél
évente két-harom romdan anyanyelv( résztvevé volt a nyéri kurzusokon (a DNYE iroda-
jaban tanulmanyi tgyekért felel6s Kulcsar Judit szives kozlése, 2012). Ezek a szamok
leképezik a Magyar Oszténdijbizottsag altal biztositott dsztdndijak szamat.

Szaffké Péterrel mar hosszd munkakapcsolatban alltunk, hiszen a Partiumi Keresz-
tény Egyetemen 6 volt az angol nyelv és irodalom szakalapit6 tanszékvezetéje. Besza-
moltam neki réla, hogy milyen j6 emlékeim vannak az intézménnyel kapcsolatban, és
hogy szivesen dolgoznék ismét magyartanarként. Az elképzelésiink mar az indulaskor
az volt, hogy a Debrecenben megszerzett tapasztalatokat a nagyvaradi roméanajkuak
tanitasdban, a DNYE kihelyezett tanfolyamain kamatoztatom majd.

Els6 [épésként egy kulturdlis kirdndulast szerveztem Nagyvéradra a debreceni nydri
kurzus résztvevdinek angol nyelven. Az egész napos idegenvezetés soran a varosnak a
magyar torténelemben és miivel6déstorténetben jatszott fontos szerepérdl beszéltem.
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A magyar vonatkozasu épitett 6rokség megtekintése mellett kiemeltem a varosnak a
magyar irodalomban elfoglalt helyét is. Megnéztiik az Ady altal is latogatott helyeket,
emlitést tettem a Holnaposokrél.

Ezt kovetben kaptam lehetéséget arra, hogy beliilrél is megismerjem a DNYE ok-
tatdi tevékenységét. Magyar nyelv és irodalom fészakos Iévén, kdzépiskolai oktatdsi
gyakorlattal, tovabba az egyetemen angol nyelvi médszertan tantargyak oktatasanak
tapasztalatdval mar rendelkeztem. Az intézmény képzési rendszere pedig segitséget
nyujtott az L2 mddszertananak elsajatitdsaban. El6szor kollégak ordin hospitaltam.
Ezen kivil kézikonyvtér all rendelkezésre, valamint rendszeres moédszertani tovabbkép-
zéseket is szerveznek az intézmény tanarai szdmara. Az eléadasok, bemutatok mellett
gyakran nyilik alkalom a szakmai eszmecserére a kollégakkal. A folyamatos min&éség-
biztositasi értékelések és kedvezd visszajelzések fényében tobb tanfolyamot tarthat-
tam Debrecenben. A kezd6 tanfolyamok kozvetité nyelve tobbnyire angol volt, illetve
két alkalommal német. Csoportjaim tagjai Eurépa szdmos orszagabol érkeztek, de csak
egyszer fordult el, hogy roman hallgaté is volt koztiik. Veliik inkdbb csak a kulturalis
programok, kirandulasok alkalmabdl taldlkoztam, tarsalogtam.

A nagyvaradi tanfolyamok inditasat illetéen eleinte szkeptikus voltam. Ugy gondol-
tam, hogy a gazdasagi és pénzligyi vilagvélsagra valaszként hozott roméniai megszo-
rité intézkedéscsomag - amelyben a kozalkalmazottak fizetését 25 szazalékkal csok-
kentették — épp azt az értelmiségi réteget sujtotta a legjobban, akiknek a korébdl a
magyar nyelvtanulék kikeriilhetnének. Masrészt pedig ugy gondoltam, hogy nem var-
hat6 akkora érdekl6dés, ami gazdasagilag fenntarthatéva tehet egy tanfolyamot. Itt a
terembérletre és a tanar fizetéséb6l adodo koltségekre gondoltam.

A debreceni tapasztalatok és el6zetes elképzeléseim alapjan egy nagyvaradi tanfo-
lyam lehetséges résztveviinek két korét korvonalaztam. Az elsé a kiilonféle maganéleti
okokbol tanuldkbdl llt: a vegyes hazassagokban él6k, a masod- vagy hamadgenera-
ciés magyar gyokerekkel rendelkezé személyek, vagy akik gyermekként valamilyen
szinten tudtak magyarul, de felnéttkorukra elfelejtettek. Egy masik pedig a szakmai,
anyagi motivacioval rendelkezék kore: a turizmusban, az Gizleti szféraban, a hatar masik
oldalan Uzleti érdekeltséggel rendelkez6 vallalkozok.

Miota konnyebbé valt a hatarforgalom, és féleg midta Romania csatlakozott a
schengeni hatdregyezményhez, a hatarkozeli nagyvarosok ingatlanpiaca szamon tartja
a kozeli magyarorszagi telepiilések éltaldban jelentésen olcsébb kindlatat is. Az egész
Partiumi hatarmenti régidban medgfigyelhetd, hogy akér kizarélag romanul beszél6é
csalddok is vasaroltak ingatlant a kozeli magyarorszagi telepiiléseken. Ezek egy részét
hétvégi haznak hasznaljak, masok pedig Magyarorszagroél jarnak be Nagyvaradra dol-
gozni. Rdjuk is gondoltam, amikor meghirdettem a tanfolyamot.

3.2.1. A tanfolyamot népszerUlsité anyagok, tevékenység és az elindulds nehézségei
A tanfolyam megtartasahoz alkalmas helyiségre volt szlikség, és mivel valdszinGsithet6

volt, hogy az elején nagy anyagi hasznot nem fog termelni a véllalkozés, ezért fontos
volt, hogy lehetdleg alacsony rezsikoltséggel szamoljunk.
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Az el6z6 munkahelyemre gondoltam és megkerestem a Szent Laszl6 Katolikus
Gimnazium igazgatondjét, aki készségesen felajanlotta, hogy ingyenesen a rendelke-
zésiinkre bocsat egy osztélytermet a véros kézpontjaban. Cserében felajanlottuk, hogy
a gimnazium egy tandra részt vehet minden indulé tanfolyamunkon. Az igazgaténé
megerdsitett abban, hogy vannak Nagyvaradon olyan roman értelmiségiek, akik szak-
mai okokbdl is szeretnének magyarul tanulni. llyen volt Nagyvérad roman kulturalis
életének egyik kiemelked6 alakja, egy mUvészettorténész és egyetemi oktatd, aki az-
tan késébb tevékenyen segitett azzal, hogy baratainak és ismerdseinek szélt az induléd
tanfolyamrél. 2010-ben 6 kapta meg Debrecen egyik testvérvarosi 6sztondijat a DNYE
nyari kurzusara.

Tovabbi finanszirozasi lehetéségeket, tAmogatdkat is megprobaltunk keresni. Ugy
gondoltunk, hogy nagyobb érdeklédésre akkor szamithatunk, ha nem a résztvevének
kell megfizetnie a tanfolyam teljes tandijat. Feltételeztiik, hogy a részben magyar va-
rosvezetés tdmogatja majd, hogy olyan roman munkatérsai legyenek, akik magyarul
is beszélnek. Szaffk6 Péter megbeszélést kezdeményezett Nagyvarad magyar alpol-
garmesterével, hogy segitsen a polgarmesteri hivatalban dolgozé kézalkalmazottak
korében tanfolyamot szervezni, illetve hogy ezt a Polgdrmesteri Hivatal finanszirozza.
Felajanlotta, hogy a DNyE-en elkészitik a specidlisan ennek a célkdzonségnek sz6l6 tan-
anyagokat is. A tervek szerint 100-120 alkalmazottrdl lett volna sz6, akik harom tan-
folyammodult végeztek volna el. Egy modul negyven 6rabdl allt: az elsé kett6 altala-
nos nyelvi alapképzés, a harmadik pedig az kézigazgatds szakszokincsét oktatta volna.
Az alpolgdrmester asszony nagyon nyitott volt a kezdeményezés irdnt, és megigérte,
hogy megnézi, mit tehet. Arajanlatot is adtunk, és vartuk a valaszt. Hosszas csend utan,
tobbszori érdeklédésiinkre, azt a valaszt kaptuk, hogy adott idében nem tud, de majd
késébb foglalkozik az liggyel. Végil informalis csatornan keresztiil jutott el hozzank a
hir, hogy a roman polgarmester nem akar ilyen kurzust, és ebben a helyzetben az alpol-
garmester asszony sem tud segiteni.

Fontos volt, hogy a hireink jussanak el a helyi roman kdz6sséghez, ezért a roman
napilapokban szerettem volna céges hirdetéseket feladni. El is készitettem a grafikai
kivitelezést — az intézmény logojaval, célratéré roman nyelvl széveggel -, amikor vi-
szont felkerestem a helyi lapok reklamosztélyat, kideriilt, hogy cégek szdmara négy-
zetcentiméterben szabjak meg a reklamfelllet koltségét, és egy kisméret( hirdetés is
akkora 6sszegbe keriilt volna, amelynek kigazdalkodasara nem szamithattunk. A nagy
reklamkoltség miatt csak a maganszemélyek szamara rendelkezésre all6 ingyenes ap-
réhirdetési oldalon adtam fel hirdetést a két roman nyelv( napilapban a Jurnal Bihore-
an-ban és Crisana-ban. Habar az internetes oldalukra is bekeriilt a hirdetés, ezekre senki
sem jelentkezett.

A leghatdsosabbnak egy a Jurnal Bihorean-ban megjelent, hosszabb Szaffké Pé-
terrel készitett interju és egy altalam irt tanfolyam ismertet6 széveg bizonyult, ame-
lyet egy ismerés Ujsagird jovoltabol keriilhettek be az Gjsdgba. Ezek az irdsok nagyon
targyszerGen arrél tuddsitanak, hogy a Debreceni Egyetem Nagyvéradon is megkezdi
a magyarnyelv-oktatast és a magyar nyelv és kultira megismertetésével kapcsolatos
tevékenységét.
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A tanfolyamot a kovetkezé feltételekkel hirdettem meg: 40 6rés tizhetes tanfolyam
heti 2X2 éraban. A tanfolyam 4ra 600 RON volt, amit a résztvevok két részletben fizet-
hettek. Az ar kialakitadsaban, a részletfizetés felajanlasakor a helyi viszonyokat, és a tob-
bi nyelviskola arait is figyelembe vettem. Kilenc hallgatéval, egy haladé és egy kezd6
csoporttal 2010 év oktdberében sikeriilt beinditanom az elsé tanfolyamot. A szintfel-
mérés széban tortént. A legtobben az abszolut kezd6 csoportba keriltek, mivel még
nem tanultak magyarul. A mar magyarul beszél6knek néhany kérdést tettem fel ma-
gyarul. A vélaszaikbdl kideriilt, hogy milyen szinten beszélik nyelviinket.

3.2.2. Tovabbi probalkozasok a részvevék szamanak névelésére

A tovéabbiakban két Ujabb 10 hetes magyarnyelv-tanfolyamot szerveztem és oktattam
Nagyvaradon. A masodik tanfolyam 2011 februdrjadban indult, a harmadik pedig 2011
oktéberében. Folyamatosan fejtorést okozott, hogyan bévithetnénk a résztvevék korét.
Prébaltam a digitélis reklam és informalas lehetdségeivel élni, mivel a nyomtatott médi-
aban valé rekldamozasra egyrészt nem volt megfelelé anyagi forrasom, masrészt pedig
nem tlint koltséghatékonynak. Felkerilt egy roman nyelv értesités a DNYE honlapjara,
amiben az allt, hogy Nagyvéradon kurzus indul roman kozvetitd nyelven. Készitettem
egy Facebook-oldalt is, amire feltettem, hogy Nagyvaradon is lehet magyarul tanulni,
megadtam a telefonszamom. Belinkeltem néhany helyi szervezetet. Feltettem a szove-
get néhany helyi hirportal apréhirdetés oldalara. irtam az ismeréseimnek, hogy mivel
foglalkozom és megkértem 6ket, hogy kiildjék tovabb a hirt és elérhetéségem esetle-
ges érdeklédéknek.

Plakatolasi akciot is folytattam a varosban. A most mar a DNYE nagyvaradi bazisa-
nak szamité Szent Laszlé Gimnazium portdjan és bejarati kapujan tébb mint félévig volt
kint a Nyari Egyetem nagyméret( plakatja. Folyamatosan voltak szérélapok az iskola
portajan is. Mivel az elézetes tapasztalatok alapjan feltételeztem, hogy a magyar nyelv
irant érdekl6dok, az értelmiség, egyetemi hallgatésag korébdl keriilhetnek ki (habar az
utébbi rétegnek nem volt valdszin(sithetd, hogy lesz rd pénze), az egyetemekre vittem
a Nyari Egyetemtdl kért plakatokat, amelyekre roman cimkét ragasztottam az indulé ta-
vaszi tanfolyamroél. Tobb plakatot ragasztottam fel a Nagyvaradi Egyetem kampuszan,
és az Orvosi Egyetem bejdratandl is, abbdl a megfontolasbdl, hogy a leendé orvosok
esetleg magyarul is szt szeretnének érteni az idés magyar betegekkel.

2011 novemberében, attél a gondolattdl vezérelve, hogy egy Romanidban sike-
resen mkodé magyar érdekeltségli cég szamara fontos lehet munkatarsai magyar
nyelvtudasat el6segiteni, személyesen kerestem fel egy nagyvaradi OTP-fiok magyar
igazgatojat ajanlatommal. O is j6 kezdeményezésnek tartotta a tanfolyamok tigyét. Ta-
mogatasat kértem, hogy legalabb a belsé levelezélistajukra tegye fel az ajanlatunkat.
Elmondta, hogy az daltala irdnyitott fiokban sok magyar munkatars van, de Nagyvara-
don van még két masik OTP-fidk is, ahol todbbnyire romanok dolgoznak. Ott tobb érdek-
|6désre lehetne szamitani. Azzal érveltem, hogy egy magyar hatterl cégtél szép gesz-
tus lenne, hogyha az erre érdeklédést mutaté roman anyanyelvii munkatarsakat, akar
részleges 0sztondijjal tdmogatnak. Egyetértett velem, és tdmogatdasardl biztositott, de
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elmondta, hogy az 6sszes anyagi vonzatu dontést a bukaresti kdzpontban hozzak meg,
viszont véllalta, hogy az e-mailben megkdildott ajanlatomat tovabbitja a kézpontba.

Egy szerintem elény0s ajanlatot készitettem, amelyben vallaltam, hogy az altaluk
kijelolt helyre is kiszallhatok 6rakat tartani. A levelemre és Gjabb személyes megkere-
sésemre visszajelzést viszont nem kaptam. Habar a nagyvéradi OTP-fiokban vannak
magyar nyelvl reklamanyagok, a roman munkatarsaknak viszont mar nem ajanlottak
fel a magyar nyelv tanuldsanak lehet&ségét. Ekkor tudatosult szamomra, hogy nyelv-
politikdja nemcsak az dllamoknak, hanem a magéanszféra vaéllalatainak is van (Kontra
2010: 187).

3.3. Magyarnyelv-tanfolyam Aradon

Habar Nagyvaradon nem sikeriilt bévitenem a jelentkezék korét, véaradi munkam ered-
ményeként 2011 decemberében érkezett hozzam egy véaratlan megkeresés: tartsak
magyar kurzust az Arad Megyei Tanacs dolgozéinak. A tanfolyamra egy, az Eurdpai
Unio altal finanszirozott oktatasi csomag keretében kerilt sor, aminek tébb képzés is
részét képezte pl. gyermekvédelem, szamitogép-kezeldi tanfolyam, angol nyelv, és 15
munkatérs tanulhatott egy 40 6ras kezd6 tanfolyam keretében magyarul.

A nyelvi képzéseket egy nagyvaradi cég kapta meg, amelynek a cégvezetdje, a fent
vazolt hiradasok alapjan, az interneten talalt ram. Mint késébb kideriilt, eredetileg egy
helybeli magyar nyelvtanart akart felkérni, de a tanfolyam szervezéi kifejezésre juttat-
tak, hogy nem szeretnének helybeli tanart. A tanfolyamszervezd cég is inkabb olyas-
valakivel dolgozott volna, akinek mar van tapasztalata az L2 oktatasaban. Igy jelentem
meg én a képzésben, mint egy magyarorszagi intézmény, a DNYE tanara.

A tanfolyamra munkaiddben keriilt sor, és a résztvevéknek nem kellett fizetnitik
érte. A tObbnyire vezetd funkciot betoltd résztvevok elmondtak, hogy elsésorban azért
jelentkeztek a tanfolyamra, mert a szomszédos Gyuldval és Békéscsabaval kozos regio-
nalis fejlesztési projektekben vesznek részt. Ezek kapcsan is ismeretségek, baratsagok
kotédtek és gyakran jarnak 4t Magyarorszagra. Néhany résztvevének magyar csengési
neve volt. Egyesek a sziinetekben be is szamoltak nekem magyar gyokereikrél. Masok
magyar paru hazassagokban éltek, és ezért is oriiltek az alkalomnak, hogy részt vehet-
nek a tanfolyamon, mert ugyan egyediil prébéalkoztak mar a magyar nyelv tanuldsa-
val, de tul nehéznek talaltak és feladtak. Ez volt az elsé alkalmuk szervezett képzésben
tanulni, ami médszeres bevezetést adott a nyelv rendszerbeli sajatossagaiba. Masok
megelégedéssel nyugtaztdk, hogy a megszerzett alapszintli magyarnyelv-tudast jol
tudjak majd hasznositani a bevasarlé-turizmusban.

4. A kétnyelvd tananyagok kérdése

Maticsdk Sandor a Hungarolingua tankdnyvcsalad kapcsan egy évtizeddel ezel6tt irt a
jovo lehet6ségeirdl és kihivasairdl. Megdllapitja, hogy az utébbi évtizedekben szamos
Uj nyelvkdnyv, munkafiizet és kiegészité oktatéanyag segiti a tanarok munkajat, vi-
szont szamuk még nem elegendé. Felhivja a figyelmet arra is, hogy a nyelvkdnyvek egy
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évtized alatt elavulnak, ezért folyamatosan tjabb tananyagokat kell irni és kiadni (2002:
53). Szavai most is aktualisak. A Nyari Egyetem gondozasaban, kiilonb6zé kdzvetitd
nyelveken megjelené Uj Hungarolingua Basic nyelvkdnyvek erre az igényre kivannak
valaszolni (Marschalkd 2011, 2012).

Az elsé talalkozaskor bemutattam azokat a tankdnyveket, amelyeket Debrecenbdl
hoztam. A Marschalké Gabriella éltal irt Uj tankdnyvre egyrészt azért esett a vélaszta-
som, mert angol-magyar kétnyelv(, amit a tanfolyam résztvevéi akar onalléan is hasz-
nalhatnak, és a jovébeni terveinkben szerepelt, hogy ennek az akkor még csak kézirat-
ban létez6 kdnyvnek elkészitem a roman véltozatat is. Mar tobbszor tanitottam beldle,
és a debreceni angolul nyelvi csoportjaim nagyon kedvezéen fogadtak. A hallgatok
azért is kedvelték, mert kommunikativ szemlélet(, a magyar nyelvtannak csak a leglé-
nyegesebb aspektusait mutatja be. A kdnyv ara jéval alacsonyabb, mint a Hungarolin-
gua-sorozat mar hagyomanyosnak szamité konyvei. A kiilondsen arérzékeny romaniai
piacon ez sem volt elhanyagolandé szempont. A konyv ekkor még csak angol kdzvetité
nyelven, f(iz6tt formaban allt rendelkezésre. A hallgatéknak minden 6ra el6tt emailben
elkiildtem, és nyomtatéasban is megkaptak t6lem a leckék roman nyelvre leforditott val-
tozatdt is. Ez a mddszer alkalmat nyujtott szdamomra a roman valtozat kiprébalasara,
ellendrzésére is. Id6kdzben elkésziilt a konyv nyomdai véltozata is, aminek forgalmaza-
sarol egyeztetések folynak egy romdniai orszagos kdnyvforgalmazoé lanccal. A kbzépha-
ladé csoporttal a Hungarolingua 2-t hasznéltam alap tankényvként.

A fent emlitett Hungarolingua-tananyagok mellett, csak egy régi roman kozveti-
t6 nyelven irt kdnyvet konyvet sikerllt beszereznem (Balogh-Pamfil-Balazs 1986). A
rendszervaltas el6tt irodott, koncepcidjaban elavult, egyes olvasasi szovegeinek po-
litikai tartalma, szokincse miatt meg egyenesen hasznalhatatlan kdnyvet mégis még
mindig tobb helyen hasznaljak — példdul a Babes-Bolyai Egyetem roman tannyelv( Le-
véltar szakan kotelezé magyarérain tankdnyveként volt megjeldlve, egy masik, szintén
nem az optimalis megoldast jelent6 térsalgasi kézikonyv (Ganz-Ganz 2004) mellett (l.
Limba maghiara 2008-2009). Ez is azt tiikrozi, hogy nagy sziikség van az alapszokincset
bemutato szészedeteken és tarsalgdsi utmutatokon tul 4j kétnyelvid L2 tankdnyvekre,
valamint a mar megvaldsitott projektek és megjelent munkdak népszer(sitésére. Azem-
litett konyvek annyiban mégis hasznosnak bizonyultak, hogy felfrissithettem bel6liik
a magyaroktatashoz sziikséges roman nyelvtani terminoldgia egy részét. Hamar rajot-
tem viszont, hogy mivel a hallgatok mar régen végezték el a kdzépiskolat, sokuknak
mar csak halvany emlékei vannak egyes nyelvtani alapfogalmakrol, és ezért a legsziik-
ségesebb nyelvtani kategéridk megnevezésén tul eltekintettem azoknak az 6rédkon
valé hasznalatatdl.

Tovabb kutattam roman kozvetitényelven irt tananyagok utan, és ekkor szereztem
tudomast Magyari Sara (2004) tankdnyvérdl, valamint a kolozsvari Magyar Tanszék al-
tal — széles nemzetkozi egylttmiikodési projekt keretében - fejlesztett L2-tananyagrol
(Kohdry-Fazakas 2006). Megdllapithatd, hogy ezek az 4j tananyagok nehezen, vagy
egyaltaldan nem hozzéférhetéek, nemhogy a roman nagykézonség, de még az L2 ok-
tatdsara vallalkozo tanar szdmdra sem. Az interneten is kerestem romdanoknak irt tan-
anyagokat. Egyet talaltam is, amit lelkes, de a nyelvoktatdsban nem képzett magyar
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egyemistak kezdtek el irni roman kollégdik szaméra (www.nebulo.ro). A gyakorlattal
rendelkez6 L2-tandr hamar felfedezi az itt megjelend, kezd6k szamara irt 10 lecke hi-
anyossagait — melyek ezért az 6ran csak néhany példa erejéig hasznosithatoak. A kez-
deményezés viszont mindenképpen dicséretes. A legnépszer(ibb internetes k6zosségi
oldalon 440 ember fejezte ki tetszését az oldallal kapcsolatban. Elgondolkodtaté, hogy
ez a miikedvel6 L2-tanérok altal mikodtetett honlap ismertségi és hatasfaktor tekin-
tetében talan a sokszorosa lehet annak, amit a fent emlitett jol elkészitett, szakmailag
nem kifogéasolhaté projektek mondhatnak magukénak. Ha nem is tulajdonitunk tul
nagy jelent6séget ennek a dolognak, ez is azt jelzi, hogy igény van modern, kétnyelv(,
magyar nyelvet oktatd tananyagokra. A megfelelé magyar-tankdnyvek hianyat mutatja
az is, hogy amikor nemrégiben bevittem a Hungarolingua Basic roman valtozatat egy
nagyvaradi magyar kényvesboltba, az tizletvezetd nagy 6rommel fogadta. Elmondasa
szerint volt ra kereslet, de hasonlé kdnyv még nem szerepelt kinalatukban.

Az 6rak tartalmi bemutatdsa nem célja a jelen ird&somnak. Csak réviden emlitem meg,
hogy jol bevalt kommunikativ nyelvoktatasi gyakorlatomra és a debreceni munkdm soran
tovabbfejlesztett L2-oktatési tapasztalataimra hagyatkoztam. Szamos oktatasi segédesz-
kozt, pl. Powerpoint-os bemutatdkat, a Hungarolingua 1 videdfilmijeit is hasznaltam. Integ-
raltam a HL 1 kdnyvbél is megfelel oldalakat, gyakorlatokat. Tobb magyar népdalt (pl. Hull
a szilva, Erd6-erd6 stb.) is felhasznaltam mar a kezdd orakon is. A felnéttek is szivesen tanul-
tak népdalokat elemezve, énekelve. A k6zéphaladé csoportban népszerli magyar eléadok
(Brédy, Koncz) dalait is elemeztiik. Egyes foglalkozasokon integraltam a Balassi Intézet 4l-
tal fejlesztett eMagyarul programot is. E-mailben aktualis informaciokat, érdekességeket is
kildtem a résztvevéknek: példaul oktdber 23. krnyékén két roman torténésznek a magyar
forradalomrdl, annak romdniai hatasairdl folytatott beszélgetését is. A kezd6 nyelvtanfo-
lyamnak is igy probéltam interkulturdlis parbeszéd format adni. A résztvevék értékelték,
hogy a magyar kultura, torténelem egyes részleteibe is betekintést nyertek.

5.2 Romanidban és a nagy nyilvanossag

A hasonlé tanfolyamokrél sz616 hiradasokban még mindig kiemelik, hogy ezek a pro-
jektek milyen kiilonlegesek, és ha mar sikerll beindulni, akkor mint érdekességekrél
szamol be réluk a helyi, és az anyorszagbeli média is.

A Jurnal Bihorean cim( napilapban megjelent cikket kdvetéen, megkeresett a Duna
TV helyi szerkeszt6je, hogy szeretne a csoport tagjaival interjut késziteni, mivel kiilon-
leges véllalkozasba kezdtlink azaltal, hogy romanoknak tanitjuk a magyar nyelvet. Mar
az els6 alkalommal ott akart lenni, amikor a tanfolyam indult. Ezt a tudésitast el6szor a
DunaTelevizié Kdrpdt Expressz m(isordban mutattak be, majd réviditett véltozatat a Ma-
gyar Televizié6 M1 Hiraddja is dtvette. Mar maga a tény, hogy ilyen tanfolyam mukdodik
Nagyvaradon, érdekesnek bizonyult a Duna Tévé szamara (2010).

Egy masik székelyfoldi tuddsitasban a Gyergyd Tévé szintén ,az orszagban egyediil-
all6é képzésrél” szamol be a székelyfoldi, vaslabi tanfolyamok kapcsan, ahol helyi kdzal-
kalmazottak tanulhattak magyarul tobb hénapon &t a Hargitta Megyei Tanacs finanszi-
rozasaban (Demeter 2011).
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Amint latjuk, ebben a megkozelitésben még mindig szenzacioként hat, hogyha a
tobbség tagjai tanfolyam keretében kezdenek el magyarul tanulni. Egy masik meg-
kozelités ugy mutatja be a helyzetet, mintha ez mar a megszokott normalitas lenne:
+Egyre tobb magyar kdrnyezetben él6 roman ajku tanul magyarul Roméniaban” (Kdrpdt
Expressz 2010). A magyarnyelv( sajtéd kétféleképpen szamol be a magyar-tanfolyamok-
rél, de milyen kép él a roman nyelv( sajtéban?

2009-ben keriilt sor egy hdarom hénapos, 0sszesen 96 6ras L2 tanfolyamra, melynek
keretében nagyvaradi rend6rok tanultak magyarul. Ezt a helyi RMDSZ kezdeményezé-
sére, a helyi kdzigazgatds finanszirozta, mivel a hatarmenti és nagy ardnyban magyar
lakossagu véarosban csupdn két-harom rendér tudott tarsalgasi szinten magyarul (Pop
2009). A kezdeményezésnek nagy sajtovisszhangja volt. Az roman olvasékdzonségnek
is élénken reagalt a hirre. A helyi napilap és hirportal hiradasara tobb mint 240 hozza-
sz6las érkezett. Az ezekre, és a sajat tanfolyamomrol tudésitéd sajtéanyagokra érkezett
hozzaszélasok tobbnyire megbotrankozé és gy(ilolkodé hangneme aldtdmasztja a Mol-
nar (2000: 309) ltal is megfigyelt sztereotipidk és el6itéletek |étezését Nagyvaradon is.

Oket olvasva keriil kontextusba Magyari tankényvének elészava is, amelyben kény-
vét azoknak ajanlja: ,akik elég batrak ahhoz, hogy magyarul tanuljanak illetve, hogy
tanitsak nyelviinket” (2004: 1). Sok évvel a rendszervaltas utan még mindig egyfajta
civil kurazsira van szlikség ahhoz, hogy valaki az L2-t a tobbség szamdra oktassa, illetve
mar ahhoz is, hogy nyelviinket tanulja. Sajnos, nem sokban kiilonbozik a helyzet még
napjainkban sem és Nagyvéaradon sem.

A tovabbiakban is kerestem a médidban valé megjelenés lehetéségeit. Személyes
ismeretség Utjan sikeriilt a TVS televizid, a DigiTV regionalis sz6rasu csatorndjaban két
50 perces roman nyelv( kulturdlis tévémdsorban is beszélnem a varadi tanfolyamrdl, a
Debreceni Nyéri Egyetemrdl és altaldban a feln6ttkorban valé nyelvtanuldsrél. A miso-
rok utan a szerkeszté holgy elmondta, hogy 6 nagy 6rommel adott helyet a témanak és
nekem a musorban, viszont kicsit tartott téle, hogy milyen reakcidk, esetleg tdmadasok
érkeznek majd személye ellen.

A romaniai kontextusban a batorsdgot szakmai batorsagként is lehet értékelni,
amelyben a tanar mer tankonyvet irni és uttéré munkat végezni (Nyugati Jelen 2004: 7).
Kerestem magyar szakos kollégakat is, hogy kézdsen inditsunk tanfolyamot. Ok viszont
nem vallaltdk a munkat, mert ugy érezték, hogy nem rendelkeznek az L2 oktatdsahoz
szlikséges moédszertani hattérrel, vagy megfeleld szint(i roman nyelvismerettel. Tudok
esetrdl, amikor valaki azért hagyta abba az L2 oktatdsat, mert tananyagok és médszer-
tani felkésziilés hidnydban tul sok munkat vett igénybe szamara az 6rdkra valo felké-
szlilés.

6. Konkluziok

A sajat tanari palyam alakuldsan keresztlil bemutattam a tanar-szervezé munkajat és
hogyan lettem az L2 tandra Nagyvaradon. Amint kiderilt, nem Kolozsvéron kaptam
ilyen iranyu képzést, mivel az egyetemen akkoriban még L2-tantargy sem volt. L2-ta-
narképzés csak Magyarorszagon mikédik. En a DNYE programjaban, mas kérnyezé or-
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szagokban oktato kollégak pedig példaul Budapesten részesiilhettek L2 mddszertani
tovabbképzésben. Az, hogy L2-t kezdtem el tanitani, nem tudatos palyavélasztas ered-
ménye, hanem a véletlenek 0sszejatszasabol adddott.

A folyamatos tanulds és a tapasztaltakra valo reflektalas elengedhetetlen része a
munkdanak. Az oktatds nehézségei kdzé tartozik, hogy a tandrnak maganak kell felku-
tatnia a tananyagokat. Nincs elég jo, a felnéttek altal igényelt roman kozvetitd nyelven
irott tankonyy, illetve a meglévék nehezen hozzaférhetéek. Ezért a tandrnak gyakran
maganak kell 6sszeallitania a tananyagot.

Romanidban tobb helyen is kindlnak magyar tanfolyamokat. Vannak hasonlé kez-
deményezések Kolozsvaron, Marosvasarhelyen és a Székelyfoldon is. Jelzések vannak
arra, hogy Erdélyben (Péntek 2002), a Banatban (Magyari 2004) és a Partiumban egyes
roman nyelvi rétegek kdrében bizonyos mértékben nétt a magyar nyelv presztizse.
Viszont tovabb élnek a magyar nyelvvel szembeni el6itéletek is.

A tanfolyamszervezés tanulsdgai azt mutatjdk, hogy a magyar oktatasi intézmé-
nyek szivesen nyljtanak segitséget, ami az infrastruktura biztositasat illeti, de anyagi
lehet6ségeik korldtozottak. A tanfolyamok rekldmozasa és inditdsa szempontjabdl
alapvetd fontossagu a helyi tobbségi értelmiséggel és sajtoval vald jé kapcsolat. Az 6
joszandékuk kulcsszerepet jatszhat a kurzusinditasban és a késébbi népszer(sitésben
is. Amennyiben megvan a szandék, az dllami hivatalok tAmogatott képzéseket tudnak
felajanlani munkatarsaiknak, amit ezek szivesen végeznek el, ha nem kell érte fizetniiik.
Egyel6re ugy tlnik, hogy nagyobb Iétszamu képzés inditasa csak ilyen forméaban kép-
zelhetd el.

Az L2 oktatasat kisebbségi kornyezetben végzék érzik, hogy munkdjukat kettéség
jellemzi. Egyrészt a sz(iken értelmezett, Magyarorszagrol szol6 ismeretek atadasaként
értelmezhetik azt - melynek célja a magyar tarsadalom, a magyarorszagi valdsag hi-
teles bemutatdsa — masrészt a magyar mint kultirnemzet, a torténelmi Magyarorszag
értékeinek, igy sajat régidjuk, varosuk magyar értékeinek kozvetitése is része lehetne
a munkajuknak. Csak utélag tudatosult bennem, hogy érdimon nem jelent meg elég
markansan Nagyvarad és Arad magyar vilaga, habar ezeket a kiilféldieknek el6z6leg ki-
randuldsok alkalmabdl bemutattam. Feltett szandékom, hogy kévetkez6 tanfolyamom
kdzponti szervezd eleme lesz a helyi magyar nyelvi tdj, és a tobbség altal tul kevéssé
ismert magyar kulturdlis élet. Mindezt csak kis mértékben hasznositottam talan azért
is, mert tevékenységem els6 fazisaban a magyarorszagi szemlélet és nyelvhasznalat,
debreceni gyakorlatom alapjan sajat varadi tanfolyamomat is magyar mint idegen nyelv
kurzusként fogtam fel. Hamar kideriilt azonban, hogy a tanfolyamokon résztvevék sza-
mara, miutan évtizedeket éltek kisebbségi magyarnyelvi kdrnyezetben - esetleg ve-
gyes magyar paru hazassagban, és magyar csalddokban - a magyar nem lehet idegen
nyelv. A magyar nyelvet Nagyvaradon, Aradon idegen nyelvként felfogni kérdéses. Sok-
kal megfelel6bb a masodik nyelv, a kdrnyezeti nyelv, és egyesek szamara pedig a szar-
mazasi nyelv paradigmdja. Az 6rdn nagyobb szerephez lehetett volna juttatni a partiku-
laris 6ran kivili magyar vilag nyelvi jeleit. Tobbet hasznalhattam volna a helyspecifikus
szovegeket példaul a helyi napilap és mas kiadvanyok magyar nyelvil anyagait, helyi
magyar nyelvi radié- és tévéadasokat. A nyelvtanulok szamara ez batoritélag hatott
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volna, hogy maguk is tovabb keressék a kapcsolédasi pontokat és parbeszédekben ve-
gyenek részt az 6rdkon kivil is (Murphy 2008: 17).

Sajat nyelvideolodgidinkat is meg kell vizsgalnunk, és a hatranybdl elényt lehetne
kovacsolni. Az L2 tanuléi szamara még élesebben jelentkezik az altaluk ismert és ked-
velt otthonos partiumi nyelvvéltozat és a magyarorszagi standard kozotti kilonbség.
Ennek a fesziiltségnek egyik lehetséges feloldasi moédja, a kilencvenes évek eleje 6ta
a magyar nyelvészetben zajlé, a hataron tuli nyelvészek és magyar szociolingvistak al-
tal folytatott Un. hatartalanitasi folyamat, amelynek célja, hogy befogaddbba tegyék a
magyar nyelvet a hataron tuli nyelvi gyakorlattal szemben (Laihonen 2009). Felvetem,
hogy a sok esetben Budapest-kdzpontd, standardizélt magyar mint idegen nyelv helyett
az L2 hatartalanitaséra is sziikség lenne. Ebben helyet kapnanak a helyi nyelvhaszna-
latra jellemz6 véltozatok is. Esetleg az 4ltalanos L2-tananyagokban szerepelhetnének a
teljes magyar nyelvteriletrél sz616 szovegek is. Lehetnének példak a hataron tuli ma-
gyar varosnevekkel. A kisebbségi helyzetben oktaté L2-tandrnak a nehézségek ellenére
is konnyebb lenne a feladata, ha tanuléinak tobb kapaszkodot kindlhatna abban, hogy
az altaluk tanult magyar nyelv mégsem annyira idegen.
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Language Ideologies and Learning
Historical Minority Languages: A comparative
study of voluntary learners of Swedish in
Finland and Hungarian in Romania

Attila Kiss, University of Jyviskyli

Language ideologies surrounding the learning of historical minority languages
deserve more/closer attention because due to the strong nation state ideology, the
relation between majority and minority languages has long been problematic, and
native speakers of majority languages do not typically learn the languages of the
minorities voluntarily. This article discusses the language ideologies of voluntary
learners of Swedish and Hungarian in two contexts where these languages are
historical minority languages. Data was collected at evening courses in Oradea,
Romania and Jyviskyld, Finland on which a qualitative analysis was conducted. In
the analysis, an ethnographic and discourse analysis perspective was adopted, and
language ideologies were analyzed in their interactional form, acknowledging the
position of the researcher in the co-construction of language ideologies in the
interviews. The results show that the two contexts are very different, although
there are also similarities in the language ideologies of the learners which seem to
be significantly influenced by the prevailing historical discourses in place about the
use and role of these languages. In the light of resilient historical metanarratives, I
suggest that the challenges related to the learning of historical minority languages
lie in the historical construction of modern ethnolinguistic nation-states and the
present trajectories of such projects. At the same time, the learning of historical
languages in contemporary globalized socio-cultural contexts can build on new
post-national ideologies, such as the concept of learning historical languages as
commodities.

Keywords: language learning, language ideologies, discourse analysis

1 Introduction

The language ideologies constructed by the learners are considered central to
understanding issues involved in the learning and teaching of additional
languages in general (see Wortham 2005, 2008; Spolsky 2010), even in the case of
elementary school children (Martinez-Roldan & Malavé 2004). This applies in
particular to the context of adults learning the language of a historical minority
voluntarily (see Azkue & Perales 2005; Cenoz & Perales 2010; McEwan-Fujita
2010; Zenker 2014).
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In this article, I report the findings of an ethnographic research that I
conducted about adult voluntary learners’ language ideologies. The focus is on
majority language speakers who learn historical minority languages, and more
precisely on speakers of Finnish learning Swedish, and speakers of Romanian
learning Hungarian in two sites: Oradea, Romania and Jyvaskyld, Finland. I
focus on two minority language contexts in the European Union, where the
official policies and nation state ideologies show significant differences. I
approach the issue from the vantage point of language ideologies, and I conduct
a discourse analysis (see section 5 for details on methodology) on empirical data
collected through interviews.

Spolsky (2010) pointed out that the learning of minority languages first
became popular during the ‘ethnic revival® that flourished in Western Europe
and North America in the 1960s. In practice, this phenomenon is related to the
concept of language heritage, which means that the learners viewed/looked at
the language that they were learning as their own, and this ownership and
identification with the language can be seen as part of reclaiming their ethnic
identity (e.g. Zenker 2014). However, recent developments in the theory and
practice of language teaching have revealed that the contexts of learning
historical languages are, in fact, manifold (e.g. Lynch 2003; Duff 2009). For
instance, reviving languages, such as Gaelic or Welsh, are often learned by
language enthusiasts (Zenker 2014: 64), who do not have anybody who speaks
the language in question in their family (cf. McEwan-Fujita 2010).

Most studies on linguistic minorities and language learning have been
conducted in the traditional nationalistic framework. For example, heritage
language learning studies usually focus on language as inheritance and the
reproduction of native speakers, disregarding out-group learners (cf. Spolsky
2010; Guardado 2014; for exceptions see Pujolar 2007; Pujolar & Gonzales 2013;
Oh & Nash 2014). My approach draws on current sociolinguistic theory and is
not committed to the traditional perspectives. Similar emerging research on
Western European settings focuses on mnew speakers in the broadest sense,
referring to multilingual minority and immigrant language learners (e.g. Pujolar
2007). Parallel to such ventures (Pujolar & Gonzales 2013), my study concerns
voluntary adult learners, which is a relatively under-researched area in general
(but see Oh & Nash 2014). Studies on “new” Catalan-speakers have
demonstrated that linguistic practices and language ideologies may change
throughout life (Woolard 2013; for a similar case in South Tyrol, see Cavagnoli &
Nardin 1999).

In the contexts under examination, that is members of the titular group
learning a minority language, May (2012) has directed the attention to the
relations between the legal-political and the cultural-historical dimensions of
nationhood. He argues that, in order to become a nation state in modern
Western European terms, the hegemony of the majority culture and language
needs to be secured. The projection of majority nationalism upon minorities is
thus considered to be the naturalization of the nation state model with an
integrative core language and core-culture. Greater representations of the
minority language and culture, such as teaching a minority language to the
titular group, “are viewed as parochial and destabilizing” (May 2012: 84), or in
terms of historical development “essentially anti-modern” (May 2012: 27). Like
most European countries, in Romania the ideology of the unity of nation, state
and one language is normative and enshrined in the constitution, while in the
case of Finland, Swedish retained its functions as a co-official language along
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with Finnish. As Kamusella (2009: 57) notes “this disqualifies Finland from the
exclusive club of “true’ ethnolinguistic nation-states”. I have chosen to compare
these two contexts of language learning in order to explore whether the above
approach has consequences for language ideologies with respect to the
voluntary learning of the historical minority language.

In the light of its historical dominance in relation to other East-Central
European languages, the former imperial contexts of German bear a gross
resemblance to the position of Hungarian in the multiethnic Hungarian
Kingdom before 1920 (see Duszak 2006; Jaworska 2009; Nekvapil & Sherman
2009; Berecz 2013). German also serves as a basis of comparison in respect to the
language policy developments of a privileged historical minority language in
the present day because we can draw a parallel between Swedish in Finland and
German in South Tyrol, Italy, where it has a similar position on a regional level
(see Cavagnoli & Nardin 1999; Wolff 2000).

In this article, I approach the study of the voluntary learning of minority
languages by the majority by exploring the language ideologies of the subjects
through interviews. Gal (2006a) conceptualizes the field of language ideologies
as a form of discourse analysis. Language ideologies have been defined as
“cultural, metapragmatic assumptions about the relationship between words,
speakers, and worlds” (Gal 2006a: 388). In interviews, implicit and explicit
statements as well as conceptions about languages occur (Laihonen 2008, 2009).
My investigation mostly focuses on the transparent, explicit talk about
languages, their value, and how and why they are learned.

The implications for the learners can be far reaching since: “Ideologies,
whether invited or imposed, normally come and go with a language” (Duszak
2006: 95). Following Gal (2006b: 15), in order to unfold language ideologies we
need to analyze the configuration of these sometimes unconscious cultural
assumptions and notions which serve as a frame for linguistic practices as well
(cf. Blommaert 2006). Language ideologies also offer insights into “the
microculture of communicative action to political economic considerations of
power and social inequality, confronting macrosocial constraints on language
behavior” (Woolard & Schieffelin 1994: 72). The language ideologies around the
learning of historical minority languages deserve attention, especially since, in
most cases, the relation between majority and minority languages has been
asymmetric, as May stresses (2012), e.g. for many Western intellectuals majority
languages represent modernity and progress whereas minority languages are
tokens of cultural separatism and disintegration. From this perspective, it is no
wonder that it is not a widespread practice that majority language speakers
would embark on learning the languages of the minorities, if such an
opportunity is offered at all (for a similar argument, see Nekvapil & Sherman
2009).

In the analysis of research interviews, I subscribe to the tradition that
illustrates how “talk about language is constructed to meet the expectations of
the question, the general orientation of the interview and the amount of shared
knowledge” (Laihonen 2008: 678). In the article I also point out how the
“metalanguage is connected to the social situation” (Laihonen 2008: 671), as well
as how “world views or social positions” are co-constructed together during
interview interaction (Laihonen 2008: 671; see also De Fina 2009; Mori, 2012).
That is, when a story is told, it is told for this interviewer (me) in the
interactional context of the interview; for instance, because the interviewer
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asked a question and perhaps did not understand the answer, the interviewee
ended up clarifying his answer with a narrative.

My study is guided by the following questions: what are the language
ideologies as displayed and co-constructed in interviews with the author, of the
learners towards learning a historical minority language in voluntary courses?
What underlying ideological considerations hinder or facilitate learning in both
Romanian and Finnish contexts?

2 Background: basis of comparison

Despite the relatively high proportion of the historical minorities of Finland and
Romania (ca. 6 per cent in both countries, Official Statistics Finland 2010;
Institutul National de Statistica 2011), the general perception in both contexts is
that only few people voluntarily study Swedish in Finland and Hungarian in
Romania. In the following, I present the contexts of two research sites, Jyvaskyld
and Oradea, placing them in the larger frameworks of the status of Hungarian in
Romania and Swedish in Finland. In Finland, the status of Swedish is much
different compared to the status of Hungarian in Romania. Romania defines
itself as a nation state with Romanian as its sole national language (The
Constitution of Romania 2003) while Finland is officially bilingual and Swedish
and Finnish have equal status (The Constitution of Finland 2000).

In the present territory of Finland, Swedish dates back to the first written
sources of the 12th century. The area formed a part of the Swedish Empire
before it became an autonomous Grand Duchy under Russia in 1809. Finland
declared independence in 1917. Swedish and Finnish have been used and spoken
by intellectuals and state officials for long, and it has not caused a problem for
the elite to learn Finnish and later Swedish. After the general educational reform
of 1968 (Palviainen 2010a), learning Swedish became compulsory for the masses.

In Finland, education is conducted in Finnish and Swedish on an equal basis
(Palviainen 2010a). Furthermore, the other national language is a compulsory
subject in both Finnish and Swedish medium schools. Compulsory Swedish
classes have been the subject of populist campaigns and have lately received
some publicity in the Finnish media. The derogatory Finnish word pakkoruotsi,
‘forced Swedish’ (Palviainen 2013a: 4), designates Swedish as a compulsory
subject in school. The idea of making Finland a monolingual nation state
surfaces in populist political discourses, but so far it has been rejected by the
majority of the educated Finnish speaking population. However, in a
longitudinal survey carried out with the participation of altogether 1591 Finnish
speaking students in 2006/2007 and 2010 (Palviainen & Jauhojirvi-Koskelo 2009;
Palviainen 2010b), a significant decrease was observed in the numbers of those
who expressed willingness to study Swedish if it were not compulsory in
secondary education.

In the context of the Austro-Hungarian Monarchy, the learning of each other’s
languages was a general practice that disappeared in the 20th century (Gal 2011:
32). In Transylvania, Romanian and Hungarian played out the ‘dominated
dominant” dichotomy as German and Czech did in the Czech lands (see
Nekvapil 2000). In Transylvania, the end of the 19th century was characterized
by the policy of 'Magyarization', which was carried out mainly through
compulsory Hungarian education in state schools. Romanian speakers generally
resisted this, and in Romanian villages, few used Hungarian outside of school
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(see Berecz 2013). In 1920, Transylvania was ceded to Romania. Since then, the
Hungarian language has been perceived in terms of its former dominance, to be
counterbalanced in a post-colonial venture to integrate the region into the
emerging Romanian Nation State. From this background, the idea of learning the
culture and language of the historical minority seems perhaps even bizarre for
the members of the titular culture. The teaching of Hungarian for Romanian
speakers is provided in the framework of supplementary classes in school
education, provided demand for it exists. For example, in Oradea, there was
only one occasion when a Hungarian optional language course was organized.
Therefore, we can state that there is largely no formal Hungarian language
teaching in the Romanian schools, such as there is Swedish in the Finnish
educational system.

3 Sites of research

I conducted research in Jyvédskyld and Oradea. Jyvidskyld is an officially
monolingual Finnish municipality in Central Finland. Founded in 1837, the city
was chosen to host an education center for the first Finnish medium high-school
and teacher education, partly due to the fact that the new capital Helsinki
(Helsingfors) was predominantly Swedish speaking in the 1860s. The 19th-
century hamlet has grown into a major university city. Out of the 131,000
inhabitants, 312 are registered as Swedish speakers. In Finland everyone is
officially registered at birth as a speaker of either Finnish/Swedish or a speaker
of another language (Statistics Finland 2015). The existence of Swedish daycare
and schooling indicate that there is Swedish bilingualism even in this
overwhelmingly Finnish speaking city (see Palviainen 2013b).

My second site, the city of Oradea (Hungarian: Nagyvdrad, German:
Grosswardein), is situated in Western Romania, 10 kilometers from the border of
Hungary. According to the 2011 census, out of the total 184,861 inhabitants, the
percentage of those who claimed Hungarian as a mother tongue was 23%. Before
1920 the city belonged to the Kingdom of Hungary. Generally depicted as a
major center of Hungarian culture and literary life, Oradea is also significant to
Romanian culture since it was an important site in the region for Romanian
national awakening. The Hungarian-speaking Jewish population played an
important role in the development and cultural life of the city (e.g. M6zes 1997).
Nagyvarad was considered to be a cosmopolitan city despite the fact that
Hungarian had the dominant position in administration and education, and
Hungarian served as a lingua franca for the various ethnicities, even as late as
the 1960s. In comparison to Jyviskyld, Romanian learners in Oradea frequently
hear the historical minority language in everyday life.

Next, I will take a brief look at the institutions where the voluntary learning
of historical languages was investigated. In Finland evening classes have a long
tradition. At Jyvidskyld the classes were held at the local Community College
(Kansalaisopisto), a nationwide network dedicated to adult education. Finnish
interviewees often recall that they attend these classes because a good
framework exists for it. After the 1968 educational reform in Finland, everybody
has learnt Swedish on a compulsory basis in secondary education. Thus, there
are no beginner courses offered at Kansalaisopisto, but only refresher courses,
and the lowest level is intermediate. The study brochure of the institution
advertises the courses as follows: “Did you forget the Swedish that you studied
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in school times? We will repeat the basic grammar structures and practice”
(Jyvaskylan Kansalaisopisto 2013: 36). This seems to resonate for example with
the needs of participants of the third age! in my data: “when I retired I think I
must have some hobby (.) and then I thought I have three nights per week to
study here something (.) so I began to learn Swedish because it isn’t so difficult
now. (...) I want to repeat what I learned before” (woman in her 60s). From
another perspective, according to a teacher in Jyvéskyld, it is more characteristic
that participants attend the courses because they need Swedish for work
purposes, or they moved to Jyvdskyld from a Swedish speaking area in Finland
and they want to maintain their language skills. The teacher recalled that among
the learners there were employees in customer service, physicians, and nurses.

In Romania there is no similar nationwide adult training network.
Interviewees in Oradea were taking part in a course organized and taught by me
under the auspices of the Debrecen Summer School in the building of a
Hungarian medium high-school (see Kiss 2012). In Oradea, there was also
interest on the part of the third age generation, but their numbers are not as
significant as in Finland. The most numerous group in Romania were teachers
who considered that Hungarian would be useful in their profession, which
involves interacting with language minority students.

In Jyviskyld there were also younger course participants as well as university
students. For example, Jussi (all names are pseudonyms, Jussi was in his 20s)
and Maiju (in her early 30s) were taking part in the course because they felt that
they needed a basic course in order to be able to obtain the Degree Certificate of
Studies in Swedish for civil servants (in Finnish often referred to as
virkamiesruotsi) (see Palviainen 2010a). In Oradea, similar language courses were
organized by the Municipality wherein members of the community police
attended the classes on a voluntary basis, but no exams for civil servants in
Hungarian exist in Romania.

4 Data

The present article is based mainly on the findings of semi-structured interviews
that were conducted by me in English in Jyviskyld, and in Romanian in Oradea.
In the case of Oradea, being present as a teacher (for details see Kiss 2013), I
documented three courses from 2010 to 2011. In Jyvidskyld, I visited the
Kansalaisopisto 10 times in 2013.

Research diaries and institutional course brochures serve as sources of
background information. The interviews in Romania were carried out after a
period of around half a year when the participants were attending a second
course. There were individual interviews and interviews conducted with two
participants together.

In Oradea my role in the field was foremost that of a teacher of Hungarian for
the interviewees, a person who organized and taught Hungarian evening
courses at the premises of a Hungarian high school, and a member of the ethnic
Hungarian minority. As someone who lived most of his life in the city, I was
looked upon as a person who did not need an introduction to the local situation.
That is, I was treated as a person who possesses a great deal of emic and local
knowledge. I had not known the course participants prior to the course, but due
to our classes I had developed a closer personal relationship more with the
Romanian interviewees than with the Finnish participants, whom I met for the



A.Kiss 93

first time when I solicited their interviews as a foreign researcher. Therefore,
they looked upon me as an outsider not likely to be familiar with the
ethnographic and political details of learning Swedish in Finland.

I scheduled the interviews before or after their weekly Swedish classes at the
Community College (kansalaisopisto). We usually sat down in the cafeteria of the
City Library in Jyvéskyld, or in the classroom where we would have our class in
Oradea. I conducted interviews with 25 informants (12 in Oradea and 13 in
Jyviaskyld), and the interviews usually lasted from 30 to 90 minutes, resulting in
a total of ca. 6 hours of audio material in both the Jyviaskyld and Oradea cases.
The interviewees were mostly college graduates, employed in education, or in
the service industries. In Jyvaskyld there were more third-age informants than in
Oradea. I started the interviews by asking why they learnt the language, as well
as how other people reacted to their decision to participate in a course on their
respective minority language. I enquired about their trajectories as learners of
Hungarian or Swedish and the areas of use of these languages as well as
relations to members of the linguistic minority. Beyond the fact that the author
conducted all of the interviews, the uniformity of approach and areas of interest
resulted in comparable data sets.

5 Research methods

I use Discourse Analysis as complementary with ethnography. In approaching
the language ideologies of majority language learners of historical minority
languages, 1 adopt Geertz’s (1973/2000) approach to ethnography, who
considered it a viewpoint rather than a method. He suggested “thick description”
in the study of the complexities and particularities of whichever social scenes
are under scrutiny. The other two constitutive components of his approach were
an emic, or insider perspective mainly in the Romanian context, and partly in
the Finnish context, as well as the researcher’s awareness that the researcher is a
constitutive part of the research scene. The ethnographic approach stresses the
open-ended nature of research and “getting quality from the actor’s point of
view” (Atkinson 2005: 50). This is especially relevant in the case of Language
ideologies.

In the analysis of the interview data I consider applied Conversation Analysis
(CA) as a suitable method for its valuable practices and insights into analyzing
spoken interaction. In comparison to the generally more static ethnographic
accounts “CA portrays social behavior as dynamic, emergent and situated vis-a-
vis the interactional contingencies of the moment” (Atkinson, Hanako & Talmy
2011: 88). I was interested in the ideas interviewees have about the historical
minority languages they are learning, and what kind of explicit evaluations they
make about the learning of said languages. I always include the questions and
interviewer reactions to answers in the examination of interviewees’ statements
since I consider them relevant to the form and occurrence of metalinguistic
comments. Another interviewer, posing other questions and reacting differently
to the answers, would have received different accounts on learning a historical
language. Interactional data is also used in Jaffe (1999) and Heller (2011) largely
from the discourse analytic perspective of analyzing the content of turns by
different actors, however, Laihonen (2008; see also ten Have 2004) brings
together insights from Language Ideologies and Conversation Analysis in order
to show how the contents and details of shifts in interaction are actually co-
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constructed and how language ideas are intertwined with the interactional
structure in interviews.

I analyze semi-structured interviews (see ten Have 2004 for different
interview types). I approach the Second Language Acquisition of historical
minority languages from the perspective of anthropological sociolinguistics
applying ethnographical data collection and analysis methods as outlined by
Heller (2008) and Blommaert and Dong (2010). Therefore, 1 take the
interpretivist stance of linguistic ethnography, describe practices and address
questions to shed light on language ideologies. In the analysis of the interviews I
also look at “patterns of discourse as they emerge in interaction”, and as
“primary acts of meaning-making” (Heller 2001: 251). I use an integrative
approach (Heller 2008) and look at larger social and historical processes and
structures beyond the interaction, too.

6 Language ideologies: insights from the interviews
6.1 Why people learn a historical minority language?

I started each interview by asking about the reasons for the interviewees’
learning Hungarian or Swedish in order to map the most important factors that
prompted interviewees to enroll in the voluntary learning of these two
languages. One of the Finnish research participants in Jyvaskyld, Leila, is a
pensioner in her 60s, and beside from helping out her family dedicates two
evenings to herself:

Excerpt 1*

AK: what makes you study Swedish in your free time?
Leila: I thought that I would love to have a language course as a
hobby and I liked Swedish (.) it is easy (.) but I never had the chance
to speak it in natural circumstances (.) I went to the discussion course
for the second time (.) first I was surprised that there are so many
people (.) first, I thought that it would not be a popular choice (.)
in general people were not that interested in Swedish (.)
you probably heard already that it is not a popular topic in school (.) or
people don’t need it in work life being in Central Finland (.)

0  butanyway (.) the course it was almost full (.) it was 20 people.

= O WU E WN =

* (.) denotes micro pauses less than 0.2 seconds. In the transcription of the interviews a
simplified version of transcription conventions of Conversation Analysis is used. The list
of transcription symbols can be found at the end of article.

The interviewer in this question positions adult language learning as a free-time
activity. Further, the question explicitly concerns learning Swedish in one’s free
time. Learning Swedish is an ideologically loaded question in Finland as the
informant also mentions later (in line 8). In comparison, an alternative format
would have been a general question (e.g. “‘what makes you study languages in
your free time?’) or an ideologically more neutral “hobby language’ in this
context, such as Italian or Spanish. Leila’s answer implicates the ideological
encumbrance of learning Swedish as a free time activity. First, Leila accepts the
stance about learning languages as a hobby, which she explicitly states in her
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answer (“I would love to have a language course as a hobby”), then, in her next
remark, she evokes ideological images of learning Swedish as a subject at school.
That is, the informant presents an image of herself as a Swedish learner who
liked the language in school, and finds it easy despite the fact that she did not
have a chance to use it in “natural circumstances”. This reflects the conception
that Swedish is not used in this part of Finland. It was voiced in other interviews
as well that Swedish is not needed in the region of Central Finland because it is
a Finnish-speaking region (see also Palviainen 2012: 20). However, other
interviewees claim seeing both private sector and government job
advertisements where Swedish skills were a requirement: “Swedish is still
strong (.) or in demand in customer service (.) Swedish, it is required on a level
to get by” (Tuija). In sum, there are contradictory evaluations, sometimes even
within the same interview, as regards to the usefulness of Swedish in Central
Finland.

Leila is “surprised” (line 5) that there were many people attending the course,
and recalls that her presumption was that “in general people were not interested
in Swedish”. The next sentence introduced by “you probably heard” shows that
the remark is clearly addressed to the interviewer, who is thus depicted as an
outsider who might not have basic knowledge of the discourses on learning
Swedish in Finland. In this way the interviewer’s position as a foreigner was
reflected in other interviews with Finns as well, but not in the interviews with
Romanians, where he had the position of a local, an issue to which I return later.

Leila voices the stereotype “not a popular subject in schools” (line 8),
introducing the interviewer to the widely circulated language ideologies in
Finland. She explains this with the remark that “people don’t need it in work life
being in Central Finland” making the instrumental connection between learning
a language and acquiring a job. She also points out the different approaches to
language learning. That is, the conversation course is different from the school
education that she had experience with.

Romanian informants from Oradea reflected upon the fact that they learned
the language in informal settings through interacting with Hungarians. For
reasons of space I present only the English translations of the interviews carried
out in Romanian:

Excerpt 2

AK: how typical do you think your experience is? that er (.) you learned
Hungarian by (.) being in touch with the Hungarians from here?

Liliana: so (.) that most of the Romanians learn the language due to the
contacts that they have?

AK: yes

Liliana: I think that quite many (.) I don’t know but I have always been in
touch with (---) if it was neighbours (.) or family friends (.) or
acquaintances in general (.) and for me (.) at least it was like a game that I
can say something (.) or I could understand (.) to be able to understand (.)
to be able to say a few sentences in the language of the other one and he
she could understand (.) you I think it has to do with respect that you want
to show towards the other one (.) to show him=her that you know the
language he uses.

O OIDNU B WN =

P
WIN=O

The interviewer introduces the idea that Romanians from Oradea acquire some
Hungarian through interaction with Hungarian speakers. Aligning to this
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conception, the informant (Liliana, a Romanian in her late 30s) presents her
personal experience, which sees language as a tool for communication among
co-inhabitants (neighbors, friends). As this excerpt shows, proficiency in the
language may not be very high, or go beyond a few sentences, but it serves the
purposes of indexing respect.

Liliana also introduces the idea that language learning was a game for her
“and for me (.) at least it was like a game that I can say something (.) or I could
understand” (line 8, 9). Due to the lack of formal language teaching, the learners
often express that they were not acquainted with Hungarian grammar, and their
knowledge is based on what they picked up from natural interaction with
Hungarians, or from Hungarian television.

Later in the interview she also refers to occasional job advertisements in the
local newspapers that list Hungarian as an additional advantage. In other
interviews, Romanian learners also mention that it could be useful to speak
Hungarian in customer service. Here the instrumentality of Hungarian appears
as a potentially useful tool for future possibilities and it is opposed to the
traditional ideologies of ethno-linguistic group membership, or political division.

From a comparative perspective, we can sum up that Finns in Jyvaskyld
acquire the basics of Swedish in the framework of formal school education
whereas Romanians in Oradea acquire it from their environment. Finns can
build on their school language courses at a later stage of their life when they
decide to voluntarily study the language. Refreshing knowledge resulting from
the previous formal training and knowledge is given as the reason for
continuing their voluntary Swedish learning. Many Romanian learners could fall
in the heritage learner category, and they too have surpassed the basic level of
proficiency in Hungarian - mostly through picking up different elements of the
language from the environment (see Kiss in press for details). In this respect
they are different to most Finnish speakers. In sum, learners in both interview
groups expressed that they feel they have the survival skills and feel able to
perform simple touristic or border crossing tasks in their respective target
languages.

6.2 Ideologies of transnational communication

Olli is a Finnish speaking man in his 60s who started studying Swedish both for
personal and professional reasons. A significant part of the next interview is
concerned with the areas of use of the languages as well as transnational
communication. In the following excerpt the informant describes in detail his
ambivalence regarding language choice at academic conferences:

Excerpt 3

AK: how often does it happen that Swedish is a common language?
Olli: when Scandinavians meet at conferences we have a feeling that we
belong to the same group of people: Finns, Norwegians, and so on, and
quite often when nations are grouped together (0.2) it is not nice when I
am not able to speak Swedish, because then all other people will speak
Swedish (0.2) Norwegians, Danes, Swedish people, and so this happens
quite often to me that I participate in a conference and we should have a
geographical meeting.

AK: mhm

Olli: and then Swedish, Norwegians and Finns we are put together. and

O WU WN =
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11  thenitis areal, real problem, because Swedish people they know that we
12 do not want to speak Swedish

13  AK:mhm

14  Olli: and there is always discussion that er we have Finns there should we
15 speak Swedish or something else, and very often the solution is that all
16  Scandinavians just start to speak English.

17  Interviewer: mhm

18  Olli: and it would be very nice if we could say that just speak Swedish

19  AK:mhm

20  Olli: they know that they don’t like or cannot speak very well Swedish

21  and then it is not nice for Scandinavian people that they cannot use their
22 language but this is quite common this happens almost every year

23 somewhere to me.

Some interviewees state that they feel too insecure about their Swedish skills
to use it in a business context, and therefore, English is used. Based on another
part of the interview where OIlli mentioned Swedish as his lingua franca, the
interviewer in line 1 requests clarification about the idea that Swedish could
act as a lingua franca. I enquire into the frequency of such cases, and Olli
answers with examples of situations where such a thing happens, and what
problems it involves. Olli constructs an ideology that Finns are either “not
able”, or “do not want to” speak Swedish in international contexts, and this “is
not nice for Scandinavian people that they can not use their language” (line
4,5). In this ideology, Swedish is the transnational language of Scandinavia, or
the regional language of access for cooperation. Olli builds his answer on the
ideology that there is solidarity between the Scandinavian people and that
Scandinavian languages are mutually comprehensible, therefore the Finns
should use Swedish in those situations. However, due to the lack of skills in
Swedish, some Finns are of the opinion that using Swedish as a Scandinavian
lingua franca is best, but the use of Swedish is problematic and fraught with
many challenges.

In the Finnish data we encounter many formulations about the usefulness of
Swedish as the common language of Scandinavia. Swedish appears as a
Scandinavian lingua franca in the eyes of interviewees. This seems to be in line
with a common ideology in favor of Swedish in school education. In current
debates one of the arguments is that Swedish skills enhance Nordic cooperation
and may contribute to a sense of unity with other Nordic nations (cf. Palviainen
2011: 18). The common counter-argument is that English might be the de facto
lingua franca of Scandinavia. In excerpt 3, and in other interviews, it was voiced,
however, that knowledge of Swedish could be expected from Finnish speakers
because of their school education.

In Oradea interviewees also reflect upon the proximity of the border and
language contacts.

Excerpt 4

AK: do you think that learning Hungarian will give you a chance to

meet more Hungarian speakers

Maria: [...] not necessary for this [...] to be able to speak a language (.)

it opens up the path to another culture, another civilization (.)

it is very important (.) for me by any means

it is important to be able to understand some neighbors (.) because I do not
know if you realize that Romanians know very little about Hungary and

NS UT s WN =
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8 Hungarians, not counting their daily experiences (.) but they do not know
9 anything about civilisation, history (.) I do not know whether this is a

10  mutual problem (.) probably not because (0.3) so

11  AK: what is the reason for that?

12 Maria: there are prejudices here (.) they do not have the inclination (.) and
13 for me it is most curious for one to learn German first, because Hungarian
14  is the first language that you bump into in our region.

This sequence starts with the interviewer’s question as to whether the
interviewees learn Hungarian in order to meet more Hungarian speakers. First,
the informant develops a more general approach by saying that the more
languages one knows the better it is: Maria (Romanian woman in her 50s) argues
that she is learning Hungarian for more general reasons than just “meeting
Hungarians”, but in fact “to be able a language (.) it opens up the paths to
another culture, another civilization”(lines 3, 4). That is, she builds a discourse
that resonates with the late-modern and neo-liberal entrepreneurial project of
self-improvement (see Giddens 1999).

The informant says that she became interested in the language because she
has Hungarian neighbors (line 6). The word has twofold significance because on
the one hand it refers to her next-door neighbors, and on the other hand to the
neighboring country, for the close proximity of the border and cross-border
commerce is significant in the case of Oradea. Many Romanian speakers may
regularly go shopping in Hungary, and some would even purchase a house, or
weekend house, with possessing just basic knowledge of Hungarian. Some
interviewees say that they do not intend to learn more than necessary to conduct
these activities. Maria points out that there is a discrepancy between these day-
to-day language contacts and a deeper knowledge of civilization and history.
She says that “Romanians know very little about Hungarians” (line 7, 8). She
explains this with the existence of prejudice and a lack of disposition (line 12) to
language learning. By recalling prejudice as a politicized stance Maria references
here the larger socio-cultural framework, describable as traditional ethno-
nationalist discourse, which typically works against the learning of historical
minority languages.

Just like in the case of Finland and Sweden, tourism and visits to each
respective country are of the highest number between the citizens of Romania
and Hungary. In the Romanian data we also find examples of trans-border
communication:

Excerpt 5

AK: and how do you evaluate, are Romanians from Oradea interested

in Hungarian language and culture (0.2) do they get necessary information to
be interested (0.2) to bring it to their (0.2)

Corina: [here the worlds

AK: [attention?

Corina: [are really split (0.2) linked to the real identity er of each one
(0.2) they have a lot of contact (.) and they are appreciative (.) of Hungarian
Tcivilisation (.), and in relation to what happens there

OIS U B WN =

The interviewer asks the interviewees to speak about whether they think
Romanians from Oradea are interested in Hungarian language and culture.
Considering that the interviewer is a Hungarian from Oradea the interview can
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be looked upon as a kind of intercultural encounter with Romanians who gained
intercultural experience by being bilinguals, and by taking part in Hungarian
language courses.

The informant, Corina (a Romanian woman in her 50s), resists the
interviewer’s generalizing category of “Romanians from Oradea”. She begins
speaking of other Romanians by consequently using the third person plural
pronoun “they”, instead of using the pronoun we, which would signal in-group
affiliation: e.g. “they have a lot of contact (.) and they appreciative” (line 7). In
this way she adopts the discursive role of an intermediary and positions herself
as knowledgeable about both categories. She rejects the negative stereotypes and
says that there is more communication and contact between the speakers of
these two languages than may be evident from a superficial glance.

6.3 Negative stereotypes on learning a historical minority language

The next interview excerpt is typical of how many interviewees refer to widely
circulated negative discourses about Swedish in Finland:

Excerpt 6

AK: and what was the first reaction of your acquaintances when

you told them that you learn Swedish in your free time?

Tuija: first reaction is @WHAT? WHY?@ (everybody laughs) @ WHY@
would you do such a thing? it is because Swedish language is so hated
when we grow up in high school.

Mari: because you have to learn it

Tuija: you have to, so it becomes hated, and it is mandatory to hate it and
if you do not hate it you are discarded from the community so you have to
hate it (.) that kind of thing.

O OIS UT b WN =

10  Tuija: it is a really ancient rivalry between Finnish and Swedish because

11  Sweden used to be our mother nation (---) for six hundred years (0.2) they

12 were the better people at the time () so all the nobles were Swedish

13  AK: does this still live on?

14  Tuija: yeah, yeah [...] itlives on. it is kind of (.) not a real hatred it is a fun hatred (0.2)

15  you know it’s like ice hockey
16  Mari: ice hockey is a good example

Even though not elicited by the interviewer, almost all Finnish informants speak
about their school experiences as Swedish learners. Tuija and Mari, participants
who belong to the younger generation (in their late 20s), reflect on the idea of
the “compulsoriness” of Swedish in school. Tuija distances herself from this
negative view of Swedish by ironically quoting some stereotypical voices. She
enlists the negative stereotypes against Swedish, which include that it is not
popular, moreover that it is “hated” because it is compulsory. Quoting the
voices of others, laughter, and the use of the words “mandatory to hate it” (line
7) signals that she uses irony and constructs a subversive critique of the populist
ideology, indexed through her deliberately choosing to study Swedish. Tuija
takes this further by explaining that the relationship to learning Swedish is
greatly influenced by generational peer pressure, which creates a culture of
resistance among teenagers against the “compulsory” learning of Swedish. By
giving a direct quotation (note also the change in voice) Tuija attributes these
stereotypes held against Swedish to other people. The interviewee says that
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there is “ancient rivalry between Finnish and Swedish” (line 10), and the
expression “they were the better people” (line 12) refers to a widespread
historical stereotype in the Finnish data.

When asked to reflect upon culture, some informants claim they know
Sweden and Swedish culture quite well. Some stereotypes, however, seem to
linger when one of the informant expresses that: “people in Sweden are
*iloisempi* happier (.) more money” (Maiju, a woman in her 60s). In a reaction
to this remark the interviewer asks: “do you think that you have a different
persona when you speak Swedish? / Maiju: yes I think so.” The interviewer
introduces the ideology that language learning seems to go hand in hand with
identity work, and the informant gives an affirmative answer. I interpret this co-
constructed exchange, as an illustration how language “elicits subjective
responses in speakers themselves: emotions, memories, fantasies, projections,
and identifications” (Kramsch 2009: 2).

Similarly, in the Oradea data, Ileana (a Romanian woman in her 50s) speaks
of how her acquaintances reacted to the news when they learned that she
studied Hungarian at evening classes:

Excerpt 7

AK: what did your acquaintances say when you told them that you study
Hungarian?

Maria: they found it funny (0.2) first of all they found it *cool* but how to
say it they were surprised (.) something like that

AK: weren't they wondering why?

Maria: yes first they asked why? @do you want to move to Hungary?
@but NOO. I say no (.) why should I?

AK: this was the first reaction?

Maria: this was their first reaction. (0.2) what is the hidden motive?

O OIS U B WN =

Learning a historical minority language, for instance Hungarian in Romania,
and Swedish in Finland, as a subject of study in self-financed evening classes is
a marked choice. In a manner similar to the analysis of the interviewer’s
questions in excerpt one, we can establish that inquiring into the learning of a
historical language awaits some sort of denial of the negative stereotypes that go
along with such languages due to the dominant nation state ideology in Europe.
Here the interviewer can be seen to be probing for these stereotypes. That is, the
question already implicates that whoever learns Hungarian in Romania has to
take into account the reaction of the environment. The informant’s (Maria, a
Romanian woman in her 30s) response confirms that she has perceived this
stance. In her response Maria relates that surprise was the first reaction of her
acquaintances, and uses the English word “cool” in order to say that they found
attending evening classes a novel and interesting activity. This is interesting
since historical minority languages are often conceptualized as a thing of the past,
and thus rather more “passé” than “cool”. When asked to give details, she
further clarifies that others in fact thought she might emigrate to Hungary.
Ileana uses the same strategy of directly quoting the reaction of her
acquaintances, and also her own answer. According to this stereotype in Oradea,
language study must be instrumental and one is likely to study a language in
order to move to the country where it is an official language. The general
opinion is that one should learn a language of much wider circulation than
Hungarian. A common trait in both the Western Romanian and Central Finland
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contexts are that the learners mention that their acquaintances were surprised
when they mentioned their choice of language. English, however, is generally
accepted as a language to study in adult age both in Finland and Romanian, and
Finns often mention Russian and Spanish as languages of choice in competition
with Swedish.

6.4 Joint histories, common traits, and aspects that hinder language learning

Informants, especially in the case of Romania, evoke the common historical past,
which was often charged by episodes of conflict, and this may create resistance
to learning these languages. As we could see previously, Finnish interviewees
from the younger generation might express a critical opinion concerning the
past.

In respect to the recollection of stereotypes and historical grievances, there
are even more marked examples in the Romanian data set. The popular oral
histories between Romania and Hungary seem to have retained memories more
of the offences of the earlier historical - and often more recent - conflictual
periods:

Excerpt 8

1 AK: Did you speak Hungarian in the family?
2 Marcel: my father spoke the language (.) but did not support me learning it because
3 he had unpleasant memories of the Hungarian occupation.

Marcel (Romanian man in his 60s) recalls stories of his father that evoked the
Hungarian rule during the Second World War. In Hungarian nationalist
discourses, Nagyvarad was “liberated” and “returned” to Hungary in 1940,
whereas from the Romanian point of view, the city was “occupied” by the
Hungarian army.

Next, I will present a longer interview excerpt in which two Romanian
learners of Hungarian reflect upon Hungarian language and culture. Both
interviewees are highly educated women in their early fifties and are interested
in the arts and architecture:

Excerpt 9

1 AK: what motivates you to study Hungarian?
lines 2-21 omitted [the interviewees, Ana and Corina, first develop their answers into a
long reflection about Hungarian culture, especially in the context of arts, architecture
and arts education]

22 Ana: er for me (0.2) the area of the city and surroundings (.) is a matter of

23 legitimacy (.) on a background where there are very many mixtures (.) mixed

24  families (.) friendships very (.) so it’s a very well welded together area (.) existing

25 (.) for many (0.2) with pa ... with roots (0.2) with past

26  Corina: so that of this tolerance?

27  Ana:yes (.) so there is texture (.) inextricable (.) of families

28 Corina: so it is

29  Ana: [for generations there are mixed families (.) isn't it (.) so here you can

30  notmeddle (.) you can meddle in the zone (.) where I felt tension (.) even in my

31  family (.) this rapport not fyet clarified (.) distorted and perverted between er

32 masters and servants (.) so there exists this Romanian complex of the servant. of
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33  theserfs (.) while Hungarians are the noblemen (.) and er they’ve been masters all

34  thetime but (.) masters good or bad (.) well, it doesn’t matter (.) so this complex

35  of superiority and respectively of inferiority [...]
At this point, she continues the interview by blaming politicians of manipulation of
these feelings and by fueling these antagonisms. Here in the interview the informants
tell two narratives in order to illustrate these points and continue by saying the
following:
Ana: so this er (0.2) how you said it. how did you say? (.) national fracture slit

58  (sighs) and which touches the ethnic side (.) which is very sensitive especially in

59  these areas it remained it remained (.) and it is Tperpetuated now I think for

60  political motives. and for interests to manipulate in all ways but it exists, it exists

61 Corina: it seems to me

62  Ana: [wegrew upinit

63  Corina: that here in this area where exercises of superiority are attempted, to be

64  made. it is exasperating sometimes ones sometimes the others. it depends who the

65  victimis and er (.) ignorance is: how to say it is at hand (.). so the history of the

66  Oradea is not known. it is not known who the architects were who built the

67  palaces on the main street (.) er and newly they are irritated if they have

68  Hungarian names. yes? I think that this is a part of the history that has to be

69  assumed it must be known for once and for all who build why they built (.) itis a

70 building, an edifice that will stay there BUT it has its right for its own history [...]

71  Ana:yes, ] know what you are talking about, but I am telling you what fothers are saying.

72 Sofothers try to adjudge these values er (.) that are in a way already TRANSnational, and

73 which are related to a history. but they try to rebuild a neoimperialist map through culture.

74  namely, @we always dominated you through culture@. a kind of er intertextual message

In line 22 Ana (Romanian woman in her 50s) takes her turn. She starts out with
the words “for me”. This and what follow shows that she has an alternative
agenda for the discussion. The talk about Hungarian language in Oradea gives
her a good platform to engage in two meta-narratives. First, she engages into a
meta-story in a dialogue, not initiated by the interviewer, recounting the story of
feelings of superiority and inferiority and inoculation against Hungarians and
Hungarian language (lines 22-35). The second meta-story is that of cultural neo-
imperialism (lines 71-74), which she gives as an answer on the loss of identity
and the history of the built heritage. Both of these stories have long trajectories
outside the surface context of the interview and they can be interpreted only by
taking into account the historical and social contexts. These stories contain
numerous references to issues that are not explained to the interviewer, since it
appears that a common understanding for the needs of the interview situation
can be reached without such explanations, which are more typical in the Finnish
data.

The informants are well aware of and engage in complex discourses on
Hungarian in Oradea. This is exemplified by the second meta-story about the
use of names in the city and the topic of cultural neo-imperialism. Corina
(Romanian woman in her 40s) relates how the history of Oradea is not known,
and how a “newly they are irritated” (line 67) if the architectural structures have
Hungarian names. She distances herself from this group, the dominant
Romanian elite and states that history should be accepted.

The last section of the excerpt (lines 71-74) is particularly interesting because
of Ana’s of the pronoun “they”, which changes its reference multiple times: Ana
first agrees with Corina and uses marked intonation and stresses in order to
make her words more emphatic. The referent of “others” changes. The first
“others” are Romanians who blame Hungary for engaging in a neo-imperialist



A.Kiss 103

cultural restoration. The second “others” in this reply, however, refer to the
Hungarians who want to see the built heritage as their own. Ana argues in favor
of transnational values, and by doing so she opposes such tendencies. The next
“they” are the Hungarians who try “to rebuild a neo-imperialist map through
culture” and there is “a kind of intertextual message”. By evoking such
discourses she voices typical Romanian resentment and the fears caused by
these cultural attempts at reclamation. She seems to elaborate, and makes more
concrete, the theme introduced by her in lines 29-35. In the quoted excerpts we
see how the trajectories of historical discourses from the 19th-century Hungarian
Kingdom are intertwined with the trajectories of local discourses concerning the
preservation and naming of the built heritage of the city of Oradea in the second
decade of the 21st century.

In the next example, Olli, (see also section 6.2 and excerpt 3) reflects upon the
historical background of Swedish in Finland:

Excerpt 10

1 AK: so the general public usually doesn’t make this gesture (.) doesn’t

2 make the gesture towards er the Swedish speaking Finns or it’s not (.) common?
3 Olli: no I don’t think so (.) and perhaps you are right that (.) it's not very popular
4 to read Swedish () or to use Swedish this (.) for Finns (.) but I have some=some
5 (.) I have an intuition (.) or impression that (.) it's becoming perhaps not so

6 popular

7 Interviewer: ahm

8 Olli: the need of understanding Swedish (.) and we know that=that the history

9 (sighs) is long together with Swedish

10  Interviewer: mhm

11 Olli: to=to be in the same monarchy a:nd we know that the most important poems
12 is written in Swedish.

13 Interviewer: yeah

14  Olli: they were Finns but the most important literature was written in Swedish
15 Interviewer: I see

16  Olli: so it’s quite important for Finns that we understand what our (.) Finnish (.)
17  Swedish speaking Finns wrote

18  Interviewer: ya

19  Olli: of course there are translations (.) but that’s another thing

20  Interviewer: hmm

21 Olli: it’s not the same that you read what Runeberg or Lonnrot or other Finns wrote

Based on previous interviews, the interviewer asks the informant whether or not
he considers it common that Finns make a gesture toward Swedish speakers of
learning the language. The interviewer already positions himself as someone
who knows about the situation of Swedish in Finland. He constructs the idea
that language study is a gesture toward the “Swedish-speaking Finns” (line 2).
Olli then takes up this phrase and uses it throughout the entire interview.

In a matter of fact statement, the informant refers to the joint history of
Sweden and Finland by evoking the common monarchy. As opposed to other
interviewees this gives him a reason to be interested in the language. Recalling
the joint history does not seem to convey negative undertones to him. Also, later
in the interview he says: “we were the same monarchy we were one country”
(Olli). Moreover, it seems to be an important aspect, or an added value, for him
to learn the language. The informant here begins to build an ideology that the
Swedish language belongs to Finland. Olli points out that there are similarities
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between the two countries and the two cultures. The “history is long together
with Swedish” (lines 8, 9). History is evoked in a generally positive light. Next,
he refers to the long joint-history of Finnish and Swedish speakers in the
Swedish monarchy, and the lasting influence of literature in Swedish. He says
that it is important that Finns should know the language in which significant
pieces of Finnish literature was written. He gives Runeberg and Lonnrot as
examples, and argues that Finns should know Swedish so that they can read
their works in the original and not only in translation.

Finally, we can recall how the informant talks about the 19th-century
intellectual heritage of Swedish in present-day Finland, and that many
outstanding Finnish intellectuals were speakers of Swedish. For example, Olli, in
other parts of the interview not presented here, mentions Sibelius, and speaks of
other prominent Swedish speakers, like Runeberg and Lonnrot, who had played
a major role in the development of Finnish literature. The discourse is typical of
an intellectual. In the Romanian context there are no similar Hungarian literary
figures who would be accepted by Romanians.

7 Conclusions

The main objective of this analysis was to illustrate the diversity of discourses
related to the learning of historical minority languages that circulate among the
language learners. In the interviews, historical “metanarratives” and references
to contemporary social/cultural contexts were frequent. This was fairly expected,
since, for example, in the context of learning German in Poland (Mar-Molinero &
Stevenson 2006) or South Tyrol (Cavagnoli & Nardin 1999), similar discourses
are ubiquitous.

Applying the qualitative interview format, I asked informants about their
voluntary learning of the major historical minority language in Romania and
Finland. Finding language ideologies in these interviews with learners of
historical minority languages was easy. The language ideologies were clearly co-
constructed in the interviews and the answers by the interviewees were clearly
geared to my question interactionally, and in regards to my position as a
researcher as well. In the interviews with Finnish interviewees, it was often
made explicit that I was a foreigner in Finland, and certain things that would not
be explained to other Finns were explained to me. In the Romanian context I was
treated as a local and cultural references were often left open to interpretation
(on my role as a teacher of Hungarian, see Kiss 2013). The voluntary adult
learners not only voiced general stereotypes like children in other studies
(Martinez-Roldan & Malavé 2004), but as adults they also reflected on them in
detail and contested many of the widespread beliefs and ideas over the minority
language and learning it in the majority communities. The adult learners
provide a good example of what is required in regards to a language ideological
reorientation—a possible change during the lifetime (Woolard 2013; Pujolar &
Gonzales 2013)—to replace the common concept of minority languages as
“parochial and destabilizing” (May 2012: 84) to a minority language as a
resource ideology. As a conclusion, from a political perspective, there is a need
to replace the one state one language idea, with the ideology of mutual linguistic
accommodation toward cohabitating a state or a region. Following May, I find
that “the retention of a minority language and culture is an enduring need for the
majority as well” (2012: 186, emphasis in original).
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My main analytical goal was to compile the research results into themes and
provide a discourse analysis of the themes that occur in both data sets in order
to examine the similarities and differences of the two contexts. Learning
Swedish at school is unanimously given as the basic reason for voluntarily
learning Swedish. In comparison, Romanians had not previously attended
language classes. However, family ties, geographical proximity, and economical
interest as well as contact with the neighboring country were mentioned as
reasons for learning Hungarian. Besides the mention of access to material goods
(e.g. communication in tourism, shopping), both Hungarian and Swedish are
seen as languages that are important tools to access spiritual and cultural goods
like education, knowledge of fine arts, and poetry.

Despite the very different backgrounds, historical discourses of the other bear
resemblances in both countries. The grievance narratives have been handed
down through generations and they obstruct openness towards the learning of
the historical minority language. To some extent, both Swedish and Hungarian
are still perceived by many interviewees as the language of the former elites. It
is notable that even though Swedish learning is supported by the Finnish
language policy, the stereotypes about the language still linger.

In Finland, intellectuals express a cultural interest in Swedish language as the
historic heritage and see it as part of Finland. In many interviews, the joint
history offers a basis for a better understanding of other Scandinavian countries
and of the history of the Finns. In relation to meta-narratives about history,
different approaches surface in the two data sets. In the Finnish data the learners
who studied Swedish voluntarily expressed acceptance of the historical past and
Swedish language as a part of Finnish history. That is, there are signs of mutual
accommodation of Finnish and Swedish history, culture, and language in
Finland. Perhaps this is a consequence of Finland not being a part of “the
exclusive club of “true’ ethno-linguistic nation states” (Kamusella 2009: 57). In a
clear contrast to the Finnish signs of mutual accommodation, we saw how
Romanians learning Hungarian still struggle with the fact that common
elements of history are neglected, or are outright rejected by both parties. One
explaining factor can be that Finland was under Swedish rule as late as 1809,
whereas Transylvania belonged to Hungary until 1920 and still in 1941-1944.
That is, in Finland the 19th century Finnish linguistic nationalism was not a
threat to the national unity of Sweden, and thus the Swedish speaking
intelligentsia in Finland supported it to a certain extent. In contrast, the national
movements of the Romanians in 19th century Transylvania were relegated to
rebellious groups in the eyes of the emerging Hungarian nation state. The brief
interlude of Hungarian rule in northern Transylvania during 1941-1944 is still
referred to as “returning to home” (‘visszatéres’ in Hungarian) from the
Hungarian point of view, whereas Romanian official and popular narratives
refer to that period as “Hungarian occupation”.

The study in the two contexts shows that historical metanarratives about the
joint historical past can hinder, or outright block, language learning of the
respective minority languages, as we can witness in other contexts as well. The
contemporary socio-cultural context, partly due to globalization and the spread
of post-national ideologies (Heller 2011), is in both cases favorable toward the
learning of the historical minority language. At first sight, it appears more
favorable in the case of Finland, since learning Swedish is a part of the
compulsory education for the majority. However, there is a paradox, for this
both motivates and hinders the adults from learning the minority language. For
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those few capable of a language ideological reorientation free from the
stereotype of pakkoruotsi (‘compulsory learning of Swedish’), the previous
experience at school motivates them to refresh their Swedish knowledge later on:
“I didn’t want to start a new language” as one of my interviewees put it. In
general, the learning of historical languages can build on the contemporary
socio-cultural context in Europe. At the same time, it is much harder to contest
and change the historical metanarratives (e.g. that Hungarians “occupied”
Oradea between 1941-1944, or that Swedish speakers form the “upper class” in
Finland). For the future, where the learning of one another’s language would
also become standard for the majority, a general language ideological
reorientation of these historical metanarratives is necessary. That is, by learning
and acknowledging the other’s perspective to history and linguistics belonging
we can focus on shared history and multilingual practices instead of nation state
antagonisms and monolingual preferences. Future research is needed to indicate
general and context-bound ways to achieve such an ideological reorientation,
which supports the voluntary learning of historical minority languages by the
majority on a European scale.
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Endnote

! The definition of the “third age”” essentially refers to older adults (aged more or less
in the 50-75 age band) “whose everyday lives are no longer tied to the responsibilities
of regular employment and/or raising a family” (Weiss & Bass 2001: 3).
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Appendix: Transcription symbols

latched to the previous talk

(0.4) measured pause
. micro-pause less than 0.2 seconds
icro-p less than 0.2 d

@ change of voice
well- cut off of the preceding sound
? question intonation
, continuing intonation

falling intonation
t rising intonation

overlapping ta

lapping talk

*word* an utterance in another language than the rest of the interview
(---) unclear

CAPITALS stressed volume
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