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Abstract

In the last twenty years not only have methodological concepts become more differ-
entiated, but due to psychology and pedagogy the system of methods has become
more clearly divided. It is evident that in both kindergartens and schools there is even
a greater emphasis on the more deliberate use of already well-known methods and
resources, however, it is also essential to be open to new ones and to embrace them.
Since playing is a primary activity for preschool children and stories provide a natural
medium for them, it has become crucial to reform literary education to reflect this.
However, new methods should be adopted into the methodology of mother tounge
education with appropriate caution and a determined tempo. The study identifies a
third type of the productive storytelling possibilities: the play-based storytelling. In
addition, it groups the different storytelling options that are so far uncategorized but
already used in kindergartens and identifies their differences. Finally, the study inte-
grates the latest storytelling methods (interactive storytelling) into the existing frame-
work of storytelling methods.
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Introduction - An Age of Change in Methodology

It is evident from observing the digital development of our modern age and its im-
pact on early childhood that a positive attitude towards innovative methodology in
education, even at kindergarten level, is essential. The denial of it or its refusal is
pointless. Acquiring and familiarisation with new methods and procedures is now
not only part of the educator’s self-development, but it is also a premise for effective
group learning. The more consciously used already acquired resources and meth-
ods are emphasized and encouraged, the more adopting new ones may come to
be considered vital. Educators should apply these in a way that is engaging for
active young children, who are brought up in a noisy environment full of different
stimuli. These children are bombarded with image-based and other type of visual
information on a daily basis. How can kindergartens compete with these? How
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can they lay the foundation for literacy (reading books) for three to seven-year-olds
of the digital generation? Since playing is a primary activity for preschool children
and stories provide a natural medium for them, which is also agreed by twenty-first
century developmental psychology, education must change to reflect this and it
needs to embrace new methods.

For the three to seven age group illustrations and visual support is vital to form
concepts, to understand actions and to discover connections within a plot (Nyitrai,
20009). This is the reason why the teacher leading the storytelling activity should
use different story-production forms that are relevant and appropriate for the con-
text. However, Gabriella Bauer (1976) and Jozsefné Zilahi (1998) state that the
teacher should avoid using props to visually aid the story so as not to spoil the
story’s own inherent imagery, which should be unique for each child as a result of
their own individual interpretation. More contemporary studies (Dankoné, 2004)
recommend using illustrations during storytelling in order to aid comprehension
and to emphasize the playful aspect of this activity (Bereczking, 2022). They
strongly encourage the use of props, tools and illustrations, including puppets,
visual illustrations, paper theatres, symbolic objects of the story, story skirt, story
cushion and story apron as well as interactive storytelling. The latest initiatives in
psychological and mother tounge education (Kadar, 2017) also recommend activ-
ity-based methods because they enable children to take in the story through their
own personal experiences.

The methodology of mother tounge storytelling at pre-school level is in need
of change for various reasons. This process has already started in recent years.
Resources and methods that have already been tried and tested in practice have
created a demand for change in theory-based methodology. Due to the new illus-
tration-based storytelling methods, the framework of the different pre-school story-
telling techniques is of a transforming nature (this is the case for both the produc-
tive type with the teacher telling the story and the reproductive one when the child
is creating the story). Children of our modern age do not only want to be exposed
to traditional storytelling supported by visual illustrations, but also to activity-based,
experience-oriented narratives. Following the appearance of dramatization and
puppet-shows (Giczy,1976; Zilahiné, 1998; Dankéné, 2004), new methods based
on these started to form, then due to the complex approach in pre-school educa-
tion from 2010, their range has been expanding significantly.

It is crucial to re-think the current system of preschool storytelling techniques
in the light of the achievements in experiential drama and theatrical pedagogy, as
well as in applied puppetry, librarian and folk pedagogy and with regard to the
resources offered by arts and crafts activities. Attention must also be given to the
expanding range of methods and to the initiatives that are coming from different
professional and specialist groups. In the past few years The Centre for Mother
Tongue Methodology at E6tvos Lorand University Budapest (ELTE, 2022) has
been at the forefront of raising awareness of this need.

The following chapters deal with one particular area of the changing pre-school
literary education: the different storytelling techniques used by kindergarten teach-
ers. They utilize the existing systems of methodology as an excellent foundation
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through which they aim to expand the concept of storytelling as a method and the
range of techniques used to develop it.

1. Productive methods for providing literary experience for
preschool children

Literary education does not take place in formal learning sessions in kindergartens
only. Children’s stories, children’s poems and narratives are just as present in the
children’s daily activities as songs, nursery rhymes, balls, scissors and napkins.
Random circumstances or events can make a teacher or a child cite a whole poem
or just part of it, or quote a passage word by word from a piece of prose.

Planned storytelling can happen in various ways: a) as a motivation-led organ-
ized activity or b) as nap-time story, or ¢) as a random story which is either read
from a book or spontaneously told by heart to the children at any time of the day.
Sometimes it is the teacher who tells a story, sometimes it is the children who
do so. Pre-school storytelling methods are categorized according to the narrator's
identity: when the teacher is telling the story it is productive storytelling; when the
child is retelling the story, it is reproductive storytelling. Hereafter, the study will
focus on the productive storytelling method and will aim to re-think its concept in
the methodology framework of previous years. This aspect of the study has been
long awaited in the field of pre-school literary education. Following many years of
observation, experience, collection of resources and professional consultations
we are finally able to definethe third type ofproductive storytelling, the PLAY-BA-
SED STORYTELLING.

1.1 Three groups of the productive storytelling methods Classic/traditional
storytelling - speech/verbal narration only (storytelling without illustrations)

Storytelling with illustrations - verbal narration and props/resources:

¢ visual resources: pictures (leporellos, collages, graphic illustrations, water-
colour or pastel and crayon phase diagrams, foliage collage pictures, book
illustrations, digital images, slideshow, interactive smart board, puppets -
applied puppetry, objects, headdresses, galanty show, story cushion, story
skirt, story apron, story suitcase, story gloves, story map, paper theatre
etc.);

¢ audio resources: musical instruments, sound effects and plant crop instru-
ments, object sounds, records, CDs and other music media,etc.;

¢ audio-visual resources: DVD player, smart TV, devices suitable for showing
films, cinema, IT equipment.
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Play-based storytelling - verbal narration, props and movement:
e dramatic play (situational children stories with narrator, object play, improvi-
sation, applied drama plays);
* interactive storytelling (use of related art techniques during storytelling);
* dramatization (children’s story with characters, props, but without a narra-
tor);
¢ puppet-show (preforming a story with puppets but without a narrator).

The first two methods of productive storytelling are already known due to them
being part of the previously-mentioned methodology framework. In pre-school spe-
cialist materials the traditional storytelling method with no plot illustration was later
followed by the visual illustrations method. This study wishes to supplement the
existing framework by further differentiating it according to the sensory organs in-
volved in the story being narrated.

Creating separate categories for audio and audio-visual resources might be
questionable as some features are present and mixed in both, nevertheless these
resources can still be defined according to their dominant feature (for example,
a puppet is clearly a visual prop if it is not voiced, however it can still attract and
direct attention). Furthermore, it is not possible to create strict divisions between
the different types of illustrative resources, and, in any case, such divisions are not
the actual objective of this study. However, it is definitely a task for methodology to
acknowledge the presence of modern technology and their gradual replacement of
traditional vinyl records and leporellos as well as the existence of other spectacular
visual elements. We should also mention these among present day kindergarten
activities, as we did with tape recorders and slide projectors before 1990s.

Novelty and device updates are most likely to happen in the world of visual
resources. The 1995 National Programme for Pre-school Education introduced
the idea of complex approach in planning, which gave educators the possibility
not only for collaborations between the different fields of education, but also the
chance to engage with other related sciences (Szinger, 2009; Nyitrai, 2009) and
arts (Palfi, 2016; Csanyi-Simon-Tsik,2016; Fehér-Szatmariné, 2019).

1.2 The advancement of play-based storytelling

Specialist literature has always treated puppet-shows, dramatization, dramatic play,
structured presentations, and dramatized folk plays separately from illustrated sto-
rytelling activities within pre-school literary education. It was clear that the envi-
ronment in which the storytelling took place in those activities was very different.
These types of activities were therefore either included in a separate chapter, or in
a sub-paragraph within the methodology section, but they were not placed within
the productive system.

In the last twenty years not only have methodology concepts become more
differentiated, but due to psychology (Csikszentmihalyi, 2001; Wekerdy, 2011;
Kadar, 2012; Boldizsar, 2017) and pedagogy (M. Nadasi, 2003; Nagyne, 1996;
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Ferenczyné, 2010; Bugja, 2016), the framework of methods has become more
clearly defined. As a result of this change kindergartens can now include illustrative
and play-based methods to promote experience-oriented and experience-based
approach in their literary education. Preschool teachers no longer follow the tra-
ditional framework of methodology. They themselves witness that it is becoming
increasingly difficult to attract and maintain the attention of ‘children of the digital
age’, let alone transform their spontaneous interest into a conscious one.

In order to ensure that their teaching has a cognitive and mental impact on the
children, teachers try to make listening to literature playful, and storytelling and
poem recital activities more and more interactive. Although in general, educational
objectives at pre-school level have always included these activities, traditional liter-
ary education expected children to settle down quietly before storytelling in order
to experience the peacefulness and unique atmosphere of this activity. This meth-
od tried to avoid excessively noisy and showy styles of narration (Zilahine, 1998;
Dankoné, 2004). It is true that if we consider the mental and age specific needs of
these children, we can agree that they also need activities that involve a peaceful
and quiet environment.

However, pre-school education in our modern age must endeavour to find out,
often by trial, what captures the spontaneous attention of Generation Z and Alpha
(Komar, 2018), and which form of methodology is able to engage them for five,
eight, or ten minutes. What educational method can make them be interested in
stories or settle them down quietly to enjoy literature or even to read books? Sto-
rytelling methods involving play are proving to be increasingly suitable for this ob-
jective and, as a result, hopefully, over the three years of kindergarten education,
it may just be achievable that children aged five and six can sit quietly and engage
in a traditionally narrated story.

What, then, if we allow the story to filter through one of the lens of our educator’s
glasses, while at the same time, we allow the play and activity-centred approach
to come through the other one? What if the two come together and in the light of
the experience-oriented approach and through art pedagogy, we view the literary
activity as more of a complex activity? What effect can play-based storytelling have
on young children?

The study identifies a third type of the productive storytelling possibilities: play-
based storytelling. In addition, it groups the different storytelling options that are so
far uncategorized but already used in kindergartens and identifies their differences.
Finally, the study integrates the latest storytelling methods (interactive storytelling)
into the existing framework of storytelling methods. In the case of interactive sto-
rytelling methods, the study only aims to establish a relatively wide concept as
interactive narrative methods are still forming, it is thus rather difficult to define their
distinctive features.
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2. Productive storytelling methods and their features
2.1 Classic narration

When kindergarten teachers use only oral skills (speech) and literary knowledge
to narrate a story, they use the classic storytelling method of traditional folktales.
Without any props, they solely rely on their own body and voice to capture the chil-
dren’s attention and imagination. The sound of the teacher’s voice through various
tone changes and the uniquely animated sound of each characters’ voice can truly
bring the story alive. Facial muscles through miming actions equally contribute to
the animation process. The eyes of the narrator attract and direct the attention of
the audience. Body language ensures full and continuous involvement with the plot
and helps children to engage mentally in the action of the main characters. This is
even more effective if the narrators themselvescan visualize what they are describ-
ing to the audience and if they are able to empathize with the described situations
and the feelings that those involve.

In order to make this happen, it is essential that the narrator has exact knowl-
edge of the story’s words/text. Only this can produce a natural sounding and con-
tinuous flow of words in which body, face and voice actions can really flourish. A
hesitating or stuttering narrative, or just a factual recital of the text can significantly
reduce the story’s impact. Teachers, even those without professional performance
skills should nevertheless acquire the skills to speak clearly and correctly, and be
able to memorise texts and use their voice variably. They need to know themselves
and they need to be aware of their own reactions in stressful situations. Storytell-
ing or narration is a public performance (be it in front of a group of kindergarten
children or a wider audience) where the intellectual and emotional needs of those
present must be met.

2.2 Narration with illustrations

Narrators use some form of illustrative resources or props in order to engage other
sensory organs besides hearing (the ears). Involving visual and acoustic resources
helps children follow the storyline and enables them to create an inner visualisation
of the story. In addition, they also help maintain the children’s focus and thereby
improve their memory. Jozsefné Zilahi (1998), in her methodology, categorically
forbids the use of illustrations for tales, narratives, poems and narrative poems.
Ervinné Danko6 (2004), on the other hand, argues for a more effective learning
experience by emphasizing the importance of illustrations and different methods to
provide enjoyable literary experiences for children. Agnes Nyitrai (2009) accepts
the latest pedagogical aspirations for the use of modern technological devices in
pre-school education, but she also considers it necessary to broaden the range
of existing educational resources, tools and methods for kindergarten teachers.
lllustrative resources should be used purposefully and consistently, however,
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and teachers must avoid repetitiveness. These methods should also support the
development of children’s thinking, increase their motivation and encourage their
interest in stories.

Itis practical and useful to group illustrative resources according to which senso-
ry organ gets activated by them (visual, sound or a combined group). By now both
audio and audio-visual devices are more advanced than in previous generations.
Information technology provides a wide range of possibilities which are also part
of children’s lives on a daily basis. As a result, fighting against these modern devic-
es and banning them from kindergartens is unnecessary and pointless. Teachers
embracing these new gadgets instead of rejecting them will demonstrate a good
educational attitude through which parents and children can see positive examples
of the use of ICT resources in a meaningful way (Fayné-Hodi-Kiss, 2016).

The range of visual illustrations by now is abundant, the only limit is the teacher’s
own interest and the available time. In addition to professional materials, various
creative internet groups, arts and crafts websites and professional workshop sites
offer new ideas and practical help with making props and illustrations. There are il-
lustrative solutions that also offer methodological guidance, so these have become
authentic and fully recognized methods within literary education, for example story
cushion (Palfi, 2016) or paper theatre (Csanyi-Simon-Tsik, 2016).

Methodological views on using puppets in storytelling - especially the differ-
ence between applied puppetry and puppet-play - will be discussed in the section
about the third type of storytelling.

2.3 Play-based narration

In the case of the third productive narrative form the narrators do not only use their
voices, props and resources to engage and direct the attention of their young au-
dience, but they involve them in the story through activities. The children can take
part in the story either by joining in a song or by using the props. All this allows them
to participate actively while listening to the narrator's words. In these cases, we
must regard singing and reciting nursery rhymes as movement-based activities, de-
spite the fact that the children are not moving around. However, by the conscious
use of their speech and respiratory organs they exercise and adjust their body so
they can no longer be regarded as passive listeners of a story.

When the narrator makes the listener change their physical position, the nar-
ration becomes a shared play experience; it comes to life. In this case we look
at the text from the point of view of playfulness and the activity-oriented princi-
ple. In addition to using words and demonstrating them, the narrator can also add
costumes, puppets, instruments, song games, songs, props, indicative objects,
rhymes, dramatized role plays, rule games, drama play, children’s folk tales and
so on. The ideal narrative solution is when the story’s atmosphere is not affected
or even ruined by sentences or private remarks that are not story-related. The nar-
rator can ensure that the storyline does not get disrupted by handling the added
elements in such a way that they seem part of the story. This is essential so that
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kindergarten aged children remain involved and do not lose the thread of the sto-
ryline, and so that the magic of the story does not get broken. With the help of
physical movements and through bonding with the props, the children’s attitude
to the narrated text changes; the actual story they listen to becomes much more
exciting and important for them.

Dramatic play

Dramatic play is an example of shared narrative experiences in which children have
a play around with a story that they already know. In general the story is first told in
the story corner or on the story mat of their room where there is not enough or just
very limited space for dramatic play.

A) Dramatic play is when the group is playing with some parts of a known story.
In this case the story is not told in full.In these plays, tale-like aspects and ‘as if’
situations are preferred (Gabnai, 2016), where children connect with the original
story or its theme through role play, applied drama plays, and they re-enter the
fantasy world of the story by improvisations. Objects in the story may come to life
and one or even several puppets can help the children solve problems in the story.
In dramatic plays the children become conscious of the emotional aspect of the
narrated story through playing with the story (Kunne, 2019).

B) We also talk about dramatic play when the teacher begins to narrate a well-
known story (story repetition) and then hands out headdresses or head puppets,
and while she is narrating the story the children move around on the mat either
independently or with some minor help from the teacher. In this case the group is
working with the full story, the children can swap roles and the story narration may
be repeated several times from the beginning to the end. This ensures that each
child who wishes to step into a role can have a try. There is a narrator who links the
dialogues of the spontaneous situations within the story or narrates the parts that
cannot be told through dialogues. Children with natural talent for narration can even
assume the role of the narrator, and in this way the teacher can gradually move
him/ herself out of the play.

The highest level of dramatic play is when the teacher-educator is only a specta-
tor, and only gets involved when the children get stuck in the story (Tancz, 2009).
The participating children can say one or two lines from the story or can say their
own ideas. This shows their ability to think in character and the ability to memo-
rise words. The quick pace of events and frequent role swaps rule out elaborate
scenery (it is either minimal or there is none at all, or the creation of a proper per-
formance area. Dramatic play is, therefore, a shared narrative experience in which
the story addresses the children and the narrator is an integral part of the story.
Children naturally are not expected to provide a complete storyline or a theatre-like
performance with this method.

Play-based narration has been part of pre-school pedagogy for many years and
in case of well-known stories it is widely used among teachers because of its strong
impact. This kind of narration is not the same as dramatization, however, because
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it is mostly prose and the plot is told by the narrator who is an outsider. The pres-
ence of the narrator is a key question with regards to this age group. In dramati-
zation there is no narrator, andthe plot - similarly to dramas - unfolds through the
pre-scripted dialogues of characters (Nanay, 1999). If the narrator does appear
on the stage, they are regarded as ‘criers’ just like in medieval comedies. There is
usually a script-related reason for an educator to include narratives into the dram-
atization,these narratives are theremostlyto highlight or emphasize certain things,
but they do not present, confer or indicate the passing of time.

Interactive narration

During interactive narration the aim of the narrator is to involve the listener at least
to some extent in the story. The actual type of narration depends on what element,
or ‘profile’ is added to it by the storyteller. The main profiles for interactive narration
can be music, songs, movement and play, lyrical text, role play, puppets and so on
(Fehér-Szatmariné, 2019). These can also appear in a mixed format according to
the narrator's personality, talents and skills.

The level of interactive engagement depends on how much space the narrator
provides the listeners with for involvement.The extent to which the narrator allows
them to enter the story and to express themselves in a spontaneous way determine
how much the narrator needs to improvise in order to follow the listeners’ lead.

Video observations have showed that the extent and measure of interactivity is
influenced by the number and the type of integrated elements (Fehér, 2020). If
there are a lot of rhymes and songs in the story which are complemented by ac-
tions such as marching and games, the attention of the children is more focused.
They display more enthusiasm towards the story compared to those sessions in
which they are required to do rhymes and sing without physical movements.

Moderation is key with regards to the frequency of the integrated elements. The
objective is to provide an enjoyable experience during which a story is created for
the child. Far too much interactivity may disturb the concentration of young listen-
ers and they may get confused about the story. In literary education playfulness
and play should be integral part of the story instead of dominating it. (Fehér-Szat-
mariné, 2019).

Dramatization

Dramatization is in fact a form of acting as props, costumes and scenery for the
story are essential and they need to be provided for the children (Bolton, 1979;
Gabnai, 2016). Dramatization can only be done with a story that the children are
familiar with (Dankone, 2004). As they are engaged with it for weeks, they almost
know its words by heart. Dramatization is a play based on a children’s story and
it normally requires weeks of rehearsals. Structurally it consists of scenes, its text
is dialogue-based written for stage performance in which some children are given
specific character roles with set lines to learn in rehearsals. Although it is improvi-
sation free, repetition, on the other hand is key in order to produce a performance
in which a cue or a movement prompts the scene and formation changes. The
production has a script, a director, audience and a stage, some scenery (depend-
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ing on the director's approach), costumes and props. Dramatization is a theatrical
event with a play that is based on a children’s story and it is performed in front of an
organized audience at a specific point in time.

Dramatization should not be mistaken for a structured programme of children’s
poems, rhymes, songs which are selected and put together according to a specific
theme. The children present this collection of various texts to their parents or another
target audience (Moka, 2005). Performing a dramatized play and presenting a pro-
gramme of children’s literature mean different things; they have their own rehearsal
methods and their own stage adaptation requirements (Kéromi-Somfai, 2019).

Puppet-shows

Using puppets for narration (Dankone, 2004) or applied puppetry (Palfi, 2015)
are not the same as having them in puppet-shows. When a puppet is used by a
narrator to tell a story, the puppet acts as an illustration tool, therefore it is part of
the second type of productive storytelling framework. In these cases, the puppet
does not pop out from behind a screen (paravan) and more importantly, it is not an
animated character like in puppet-shows, but it is an autonomous prop-like figure
without animation.

It is also possible to communicate directly with the puppet, regardless of the sto-
ry’s plot. In these cases, the narrator usually speaks directly to the puppet, mostly
to facilitate engagement with the children. If the narrator is presenting a story using
puppets, their intention is to highlight some key sentences of the story through the
puppets’ voice. In this case the puppet- assisted narration happens among the
children while they are listening to the story. Puppets can be sock/glove and finger
puppets, wooden spoon puppets, flat figures, string puppets, home-made puppets
(plastic bottles, pens, crops, fruits and vegetables, branches ...) rod puppets, mar-
ionettes, cylinder and cone shaped puppets, paper puppets, rag puppets, pom-
pom puppets and so on (Domany, 2001). Due to the abundant options regarding
their type and their material, the list of potential puppet forms is endless.

According to the professional methodology literature (Dankéné, 2004), pup-
pet-shows include a setting and scenery, scenes, the dialogues and the puppets,
so this method is definitely part of the third type of productive storytelling frame-
work. A puppet-show is usually the first theatre-like experience for most children,
but it is within the walls of the kindergarten. It usually happens with frontal presenta-
tion, as the performance with the puppets takes place either behind a screen or in
front of a leporello screen - or in case of shadow puppetry, by light. The full story
is told through the dialogues of the characters; the plot is acted out by the puppets
and it is very dramatic. Puppet-shows are theatre performances so they involve
preparations, rehearsals, scenery and props. If a kindergarten teacher is doing a
puppet-show alone, s/he will voice all the characters, while in other cases, s/he
may present it with the help other teachers. The special story atmosphere is en-
sured by the theatre-like design and the scenery (Szentirmai, 2013). After the show
it is recommended to provide children the chance to meet and try the puppets.

With regards to puppet-shows and dramatization one could question whether
these should be regarded as reproductive narrative styles as during these it is the
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children, not the teacher, who perform the previously rehearsed story. The children
present the story on their own to their group through dialogues instead of listening
to their teacher’s narration. Based on the above, | agree with the point of view
that children’s performances which are made for an audience can be regarded
more as story productions rather than productive narrative methods. Puppet-shows
and dramatization will turn into play-based narration if the characters address the
people watching the performanceas a way to involve them, for example, puppets
talk to members of the audience, get them to sing or invite them onto the stage or
play area (this is the point where pre-school literary education meets with theatre
pedagogy, more specifically, interactive theatre). In pre-schools, teachers use this
version for children’s performances in very few cases. Normally only puppet-shows
and dramatization which are performed by the teacher include lines that directly
address the audience. However, based on the points above, puppet-shows and
dramatization can also be regarded as productive narrative forms.

Summary

The previous parts of the study summarized the technical possibilities of the teach-
er-narrated storytelling methods that are currently used in kindergartens. By ex-
amining them, we can say that they all have an impact on children’s imagination,
thinking, speaking skills and mental state, which are clearly the objectives.

The method chosen to tell a story is a way to transfer the text-world of the story
into the heart, soul and thoughts of pre-school children - or other age-groups - and
to ensure that the story becomes an inner experience for them. The carefully se-
lected storytelling methods or techniques are only tools, because the real commu-
nication channel (mouthpiece) between the story and the children is the narrating
teacher and the intelligence of their interpretation.

There is a definite need for all three productive narrative methods in kindergar-
tens. Educators should use each, because children require different things includ-
ing the action-packed story narration, the sight of the eye-catching story skirt, or
just the chance to listen in peace to a traditionally narrated story. It is not possible to
rank these narrative forms or to determine which is better or more effective. They all
serve different educational objectives; each works in its own way and has a unique
impact. In pre-school group sessions they all have a place, however, the frequency
of their use and the type selection will depend on the teacher.

Pre-school education specialist literature emphasizes that the selection of lit-
erary materials for each year group should match the children’s developmental
needs, follow the themes of annual festivals and holidays, plusany pre-set topics
and the guidelines of pre-school education programmes. However, we must also
emphasize that teachers should in each case select a story that they really like and
enjoy narrating. It is vital that they are able to memorize it and recall it with ease, so
that they, in fact, have a feeling of success during the story’'s narration. Finally, it is
also essential that the educator opts for astorytelling method that is most suited to
the purpose of communication and to the story itself.
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Abstract

Foreign language learning poses special challenges for dyslexic learners as problems
of phonological decoding present in the mother tongue are transferred to addition-
al languages, too (Kormos & Smith, 2012). Recent Central European research also
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1. Introduction

Teaching foreign languages to learners with special educational needs (SEN), and
within that, learners with dyslexia and other reading and writing difficulties (DRWD)
appeared to fall beyond the range of scholars, course developers and educational
policy makers until the beginning of the 2000s. However, due to the emerging re-
search interest in the last two decades, today’s teachers, parents and also learners
are perhaps more clearly aware of the challenges foreign language learners with
DRWD have to face, and also the good practices that could offer better solutions
than exemption from studies or neglecting the problem.

According to the European Dyslexia Charter 2018, 10-20% of the global pop-
ulation and 5-10% of children and young adults in the European Union (EU) are
affected by dyslexia, although only an estimated 1% of all dyslexics in the EU are
diagnosed. This means that there is a large number of latent cases in the class-
rooms registered as learners with varied reading and writing difficulties. In line with
EU educational policy (e.g., 2003, 2010, 2010-2020, 2020) most dyslexic learn-
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ers participate in inclusive education, but their proportion varies widely across the
countries of the EU (between 25-100%) due to different attitudes to and rates of
identifying dyslexia, as well as the difficulties of implementing inclusive education
(Access to quality education for children with special educational needs, 2018).
Some of these difficulties include issues of financing the individual support of learn-
ers with SEN (e.g., Oveges & Csizér, 2018), and subject teachers’ lack of training,
materials and cooperation with developmental teachers (Csizér, Kormos & Sarkadi,
2010; Kormos & Kontra, 2008; Kormos & Nijakowska 2017; Martan, Skoci¢ Mi-
hi¢ & Matosevi¢c 2017; Nijakowska, 2020). Research focusing specifically on the
experience of dyslexic learners revealed that in lack of effective teaching methods,
materials and tailor-made support, they regularly experience failure and disappoint-
ment, which decreases their efforts and motivation, and in turn, their achievements
as well (Csizér, Kormos & Sarkadi, 2010).

The ENGaGE Erasmus+ 'project, realized in the framework of international co-
operation involving seven institutions from four countries and 19 primary schools
from the Czech Republic, Hungary and Poland, aimed to contribute to the solution
of this problem by developing a flexible, thematically organized Task Bank in Eng-
lish and German to support the foreign language learning of 4th-8th class learners
with DRWD and their inclusive classes up to CEFR level A2+. As a key aspect of
course design, teachers and learners in the associated partner schools piloted the
Task Bank and provided valuable ongoing feedback for correction and develop-
ment. The present study investigates the learners’ feedback on the interest value,
level of difficulty and carefulness invested into the tasks of the Task Bank, as well
as the interplay between these factors.

2. Dyslexia and foreign language learning
2.1 Definitions of dyslexia

Dyslexia is a widely studied learning disorder, which generally surfaces in the first
years of schooling and has a lifelong impact on dyslexic people’s lives. The defi-
nition of dyslexia has changed in many ways over the past decades as research
has identified the cluster of symptoms characterizing this atypical neurological de-
velopment. According to the definition the International Dyslexia Association (IDA)
(2002),

Dyslexia is a specific learning disability that is neurological in origin. It is characterized
by difficulties with accurate and/or fluent word recognition and by poor spelling and
decoding abilities. These difficulties typically result from a deficit in the phonological
component of language that is often unexpected in relation to other cognitive abilities
and the provision of effective classroom instruction. Secondary consequences may
include problems in reading comprehension and reduced reading experience that can
impede the growth of vocabulary and background knowledge (Definition of Dyslexia,
IDA Online).

1 ENGaGE homepage: http://engage.uni-miskolc.hu/
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This definition describes dyslexia as a learning disability of atypical neurodevel-

opmental origins, causing difficulties in accurate and fluent decoding, rooted in

phonological deficit. Shortcomings of decoding mar comprehension because the

technical part of reading requires focused attention, and thus there is no sufficient

attention span left for comprehension (Juhasz, Juhasz & Magnuczné Godo, 2020).
The British Dyslexia Association defines dyslexia as

a learning difficulty that primarily affects the skills involved in accurate and fluent word
reading and spelling. Characteristic features of dyslexia are difficulties in phonological
awareness, verbal memory and verbal processing speed. Dyslexia occurs across the
range of intellectual abilities. It is best thought of as a continuum, not a distinct category,
and there are no clear cut-off points. Co-occurring difficulties may be seen in aspects
of language, motor co-ordination, mental calculation, concentration and personal or-
ganisation, but these are not, by themselves, markers of dyslexia (What is dyslexia?
BDA Online).

The BDA definition defines dyslexia as a learning difficulty causing visual and au-
ditory processing problems, combined with a variety of shortcomings of memo-
ry, processing speed and other cognitive abilities and motor skills, which persist
despite intervention and teaching. While the symptoms might appear on a broad
continuum, the varied abilities that influence dyslexic learners’ learning process-
es might also include strengths in other areas, such as creativity, effective prob-
lem-solving skills (Szaszkiewicz, 2013), long-term memory for visual elements such
as faces, shapes and colors (Alsobhi, Khan & Rahanu, 2015) and global/holistic
thinking (Gyarmathy, 2004).

2.2 Challenges of dyslexic foreign language learners

According to Kormos and Smith (2012), dyslexia poses more challenges in foreign
language learning than any other learning difficulty as the compensatory strategies
developed in the mother tongue cannot always be transferred to the new language.
Dyslexic learners form a very heterogeneous group (Helland & Kaasa, 2005), with
clusters of difficulties that influence language learning in very different ways.

Dyslexia tends to impair foreign language learning in four areas (Kormos, 2018):

1. reading and reading comprehension, somewhat less typically listening

comprehension,

2. orthography, spelling, text construction (coherence, word usage),

3. remembering and evoking new words,

4. acquiring grammatical rules.

These difficulties might also vary across languages. In their Psycholinguistic Grain
Size Theory Ziegler and Goswani (2005) distinguish languages with shallow and
deep orthography (these concepts representing two end points of a scale rather
than a binary distinction). Grain size is the number of letters representing a pho-
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nological unit; the larger the number of letters representing a phonological unit,
the deeper the orthography of the given language is. English with its 26 letters and
around 40 phonemes represented by more than 500 (often multi-letter) graphemes
is a language with deep orthography (Kormos & Kontra, 2008), and this lack of a
consistent sound - symbol relationship makes it distinctly more difficult for dyslexic
learners to learn English than a language with shallow orthography (Nijakowska,
2010). Psycholinguistic Grain Size Theory has drawn attention to the importance
of dyslexic learners’ foreign language choice, and the different nature of support
that dyslexic learners may require in foreign language learning.

The learning difficulties dyslexic learners face do not merely influence the learn-
ing process at the level of cognitive functioning. Without sufficient pedagogical
support, dyslexic learners struggling with varied difficulties of linguistic and cog-
nitive processing tend to have lower foreign language learning motivation than
their neurotypical peers (Kormos & Csizér, 2010). Because of their failures, their
group status is also typically low, and their foreign language use anxiety is higher
(Piechurska—Kuciel, 2008). All these contribute to dwindling effort invested into
learning, which further destroys motivation and self-confidence, leading to increas-
ing anxiety. In addition, dyslexic learners often refuse the help provided at school
(more time, PC use, etc.) as they are afraid of the negative judgement of their peers
(Kormos, Sarkadi & Csizér, 2009; Szaszkiewicz, 2013).

2.3 Good practices in the foreign language classroom

Investigations mapping out good practices in teaching foreign languages to dys-
lexic learners unanimously confirm that the difficulties can be reduced and even
eliminated with the joint application of two strategies. On the one hand, dyslexic
learners should receive individualized development and support in an extracurricu-
lar form, and differentiated treatment in the classroom, for instance extra time, few-
er tasks, learning buddies, text editing devices (Kormos & Smith, 2012; Nijakows-
ka, 2010). At the same time, Kormos, Sarkadi and Csizér (2009) also emphasize
that there are numerous pedagogical techniques, including clear and concise in-
structions, meaning-focused practice, regular revision and verbal feedback that
are vital for dyslexic learners, but also useful for other learners. Dyslexic learners
might have poorer working memory and shorter attention span: slower learners in
general can benefit from a step-by-step introduction of vocabulary, multisensory
techniques and breaking longer, more complex tasks into several subtasks (Ni-
jakowska, 2008; Sarkadi, 2008).

On the other hand, differentiation cannot be implemented without creating sup-
portive and inclusive classroom atmosphere, where learner differences are consid-
ered to be the norm, and learners with varied skills and abilities are entitled to have
effective, individual support, and are encouraged to collaborate. To establish this
learning environment, Universal Design (Timpe-Laughlin & Laughlin, 2018) offers a
framework of classroom support which focuses on learners’ strengths, but, at the
same time, offers helping options for all learners to facilitate their development.
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This is important as neurotypical learners often resent not having the same choices
or support as their peers with SEN, which creates tension in the classroom. The
helping options might include the multichannel presentation of materials, different
forms of activity and reporting, as well as strategies to increase learner engage-
ment and motivation.

The status treatment of learners who are often marginalized in mixed-ability
classrooms because of their SEN or social disadvantage has been addressed by
the Complex Instruction Program (CIP, adapted for Hungarian educational contexts
by K. Nagy, 2015). The main objective of the CIP is to create a supportive class-
room culture through facilitating differentiated instruction and cooperative learning
relying on team work. Team members have well-defined roles, which rotate within
the groups, so every student can try themselves in different roles and their roles
and group statuses are not fossilized. Open-ended tasks enable learners with di-
verse abilities to contribute in different ways. Group projects call for cooperation,
assuming responsibility and decision-making skills from learners, which, in turn,
facilitate social competences, and result in increasing learner autonomy and feel-
ings of self-efficacy.

3. The engage project

The Erasmus+ project entitted ENGaGE Digital English and German Task Bank
for 4-8"" Class Dyslexic Learners? (2017-2020) aimed to contribute to shared
thinking about effective ways of teaching foreign languages to learners with SEN, in
particular learners with DRWD, and provide resources which facilitate the inclusive
instruction of this learner group. The project design and material development was
informed by the outcomes of previous studies mapping out the challenges of dys-
lexic learners and good practices of their tailor-made skills development (Csizér,
Kormos & Sarkadi, 2010; Kormos & Csizér, 2010; Kormos & Nijakowska, 2017;
Kormos & Smith, 2012; Nijakowska, 2008, 2010; Sarkadi, 2008; Szaszkiewicz,
2013), the supportive functions of digital technology (Alsobhi, Khan & Rahanu,
2015; Terrell, 2011), as well as the significance and possible frameworks of inclu-
sive instruction and differentiation (K. Nagy, 2015; Pirogova, 2018; Timpe-Laugh-
lin-Laughlin, 2018).

The Task Bank offers innovative solutions in four areas:

1. Resources for differentiation

2. Tailor-made support for learners with DRWD

3. Tasks to facilitate inclusion through cooperative tasks and multicultural con-

tent
4. Motivating digital format and content

Options for differentiation are present in different forms in the Task Bank, offering
materials at four levels from zero to A2+ according to CEFR. Each level contains

2 ENGaGE Task Bank: ENGaGE Task Bank | ENGaGE (uni-miskolc.hu)
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8 thematic modules, which in turn comprise 6 lessons with an identical internal
structure (Figure 1). Lessons 1, 5 and 6, as well as the first project task of lesson
4 are designed for individual work, while lessons 2, 3 and the second project task
in lesson 4 are best completed in groups. Lesson 1 offers tailor-made support for
learners with DRWD focusing on the development of phonemic and orthographic
skills, working memory and concentration. These tasks might also be useful for
all learners for practice and revision, just as the revision tasks of lesson 5 and the
flashcard tasks of lesson 6. The internal structure of lessons 2 and 3 is also identi-
cal: they contain two task blocks, each of which comprises

¢ the introduction of the topic and warm-up questions,

¢ flashcards introducing 7-10 key words,

¢ a central language input (reading, listening, video),

¢ three graded tasks with increasing complexity in terms of comprehension

and required response.

Figure 1. Module structure of the ENGaGE Task Bank

- Lesson 1 Supplementary tasks for learners with DWRD
(working memary, phonemic skills, focusing atttention)

Lessons 2-3 Integrated skills development
(2 task blocks, 3-3 increasingly demanding tasks)

Lesson 4 Individual and group project recycling the topics of
the module

Lesson 5 Revision or test
[recycles the language functions and vocabulary of the
module)

Module structure

Lesson 6 Vocabulary practice with flashcards
[tasks based on the flashcard packs from lessons 2-3)

Teachers and learners can choose from these tasks according interest and the lev-
el of language competence. This enables all learners to work on the same linguistic
input but approach it and respond to the task in various ways. The different lesson
types also allow options for learners to acquire new vocabulary and language func-
tions with more or less practice. As choice can be offered to all students based
on the principles of Universal Design (Timpe-Laughlin & Laughlin, 2018), anxiety
about special treatment on the side of learners with DRWD and resentment over
not receiving alternatives on the side of neurotypical learners can also be prevent-
ed (Kormos, Sarkadi & Csizér, 2009).
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Besides the tailor-made supplementary tasks of lesson 1, several other digital
and methodological solutions support learners with DRWD. The uniform module
and lesson structure helps orientation within the Task Bank, while optional pop-up
translations of the instructions and graphic function icons clarify the tasks. New
vocabulary and language functions are presented in a multisensory manner (image
- written form - audio or video) and this principle is at work when introducing new
linguistic input (reading - listening - images, videos). This approach is supported
by the results of Kosak-Babuder, Kormos, Ratajczak and Pizorn’s (2019) study,
which proved that young dyslexic learners’ reading comprehension was fostered
by read-aloud support, especially in the case of more difficult texts. Reading pas-
sages are also segmented, that is broken into several smaller units with separate
tasks for easier processing. Learners are offered various response options, for
instance learners having difficulties in writing can choose to respond by selecting
pictures or items from a drop-down list of words, or complete open-ended tasks in
writing, recording an oral response or producing a short video or a drawing.

As learners with DRWD are dominantly educated in regular classrooms, the EN-
GaGE Task Bank aims to provide opportunities for cooperation, which can facilitate
inclusion. The graded tasks in lessons 2 and 3 enable all learners to work on the
same language input by completing different tasks: the first two tasks of the task
block are closed task requiring only phrase-level or sentence-level reading/listen-
ing comprehension and linguistic manipulation, while the third task is always an
open-ended task, which can be completed in the form of group work or role play
during class. The group projects of lesson 4 invite learners to develop a creative
output related to the topic of the module in small, mixed ability teams. The project
tasks are designed to rely on varied input from the learners including conducting
small research, producing linguistic and audiovisual content, designing online or
hand-made visuals or objects, presenting outcomes or managing activities. The
topics of the Task Bank also reinforce the idea of inclusion by touching upon issues
of disabilities, different forms of functioning and cultural differences. Learners can
become familiar with the varieties of English/German, explore English- and Ger-
man-speaking cultures as well as other cultures of the world, and are encouraged
to reflect on their own mother tongues and cultures to be able to compare and
contrast them with the target languages and cultures

Finally, in line with one of the key principles of Universal Design (Timpe-Laugh-
lin & Laughlin, 2018) to offer options to engage learners and increase their moti-
vation, the ENGaGE Task Bank aims to provide interesting and enjoyable digital
content. This is a key issue as the foreign language learning motivation of learners
with DRWDs is generally below average (Kormos & Csizér, 2010). The Screenager
digital platform caters for this ambition very effectively by offering more than 20
built-in task types and language games, as well as the potential to embed a variety
of real-life contents through multiple channels (e.g., texts and images, mp3 audio
and mp4 video content, pdf and Excel files, links to external platforms and game
templates to be filled with any content). The Screenager platform also provides
supportive, multi-level feedback. After completing the closed tasks and games,
immediate visual and audio feedback is generated, and at the end of the lessons
overall feedback is provided.



23 |  Agnes Magnuczné Godd

In the last phase of the project, piloting teachers’ and learners’ feedback pro-
vided invaluable information for course designers to judge to what extent the Task
Bank has the potential to realize these objectives. The next chapter will discuss
learners’ perceptions of interest, difficulty and required attention in relation to the
lessons of the ENGaGE Task Bank.

4. Learner feedback on the engage task bank
4.1 Aims and research questions

The ENGaGE Task Bank offers supplementary materials rather than a full course,
and the piloting learners providing feedback as registered users could use the
materials in any way they preferred. Because of the resulting, uncontrollable user-
and context-related variables (e.g. number or type of lessons piloted, in class or at
home, other materials used, etc.), assessing the development of linguistic compe-
tences was not a realistic objective. Instead, the aim of the present investigation is
to focus on the potential of the Task Bank to motivate and engage learners with and
without DRWD as previous research confirmed that the achievement of dyslexic
learners is significantly influenced by motivation and the resulting invested effort
(Csizer, Kormos & Sarkadi, 2010). The investigation is guided by the following re-
search questions:
* To what extent did learners find the lessons of the Task Bank interesting?
* To what extent did learners find the lessons of the Task Bank difficult?
¢ How carefully did the learners claim to have done the lessons of the Task
Bank?
* What kind of differences emerge in terms of perceived levels of interest,
difficulty and required attention between learners with and without DRWD?

4.2 Participants

The participating learners were invited into their learning groups by their teachers
to pilot the lessons of the ENGaGE Task Bank between September, 2019 - March,
2020. 68% of the piloting students were Czech, 28% Hungarian and 4% Polish.
The 10-11-year-old age group was represented with 15%, 15-year-olds with 13%,
and the 12-14-year-olds had the largest representation with 68%. The proportion of
learners claiming that they experienced reading-writing difficulties is demonstrated
in Figure 2.
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Figure 2. Proportion of learners with DRWD
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15% of the learners had difficulties only in the mother tongue or both in the mother
tongue and the foreign language (henceforth DRWD in L1/L1-L2). They together
form the highlighted target group of the study as in these cases it can be reasona-
bly assumed that that the reading-writing difficulty might not be rooted in the difficul-
ties of foreign language learning or the as yet lower foreign language competence
of the learners, but rather in more general deviations of the cognitive processing
system. 19% of the learners indicated reading-writing difficulties only in the foreign
language (henceforth DRWD in L2). They were considered to be the secondary
target group of the study comprising slower learners and ones with other, milder
learning difficulties to whom the differentiated content of the ENGaGE Task Bank
might also provide support and motivation.

The high proportion of learners who claimed to have experienced DRWDs either
in the mother tongue, or in the foreign language or both (34%) indicates that this
sample is probably not representative of general school populations. This is due
the fact that we invited schools with a higher proportion of learners with SEN and
DRWD to act as associate partners in the project as the ENGaGE Task Bank has
been specifically designed for inclusive mixed-ability classes where learners with
DRWDs are also learning foreign languages.

4.3 Data and data collection

Learners’ feedback was collected in the form of anonymous online questionnaires
through the Virtual Classroom of the Screenager platform, where registered users
could also access the ENGaGE Task Bank. Learners could fill in feedback forms
at the end of each lesson in English, German or in their mother tongues if it was
Czech, Hungarian or Polish. The feedback forms in lessons 1, 2, 3, 4 and 5 (see
Appendix) contain questions about interest, difficulty and carefulness, to which
learners could respond on a 4-point Likert-scale, where 1= not at all, 2=somewhat,
3=quite and 4= extremely.

Learners were also asked to fill in an anonymous entry survey on registration to
give biodata about their country of origin, the foreign language they learnt, gender,
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age and whether they had ever experienced reading and writing difficulties in their
mother tongues, foreign languages or in both. Lesson feedback could be con-
nected to these entry surveys, which allowed for a comparison of the responses
of learners with or without DRWD. 253 learners filled in entry surveys, and the
study will focus on the 1291 lesson feedback forms that they have submitted. The
distribution of feedback forms across learner groups and lesson types is shown in
table 1.

Table 1. Distribution of learner feedback on the lessons of the ENGaGE Task Bank
Lesson  Number of feedback forms

Number %

1 438 34

2 342 27

3 224 17

4 104 8

5 183 14
Total 1291

Data from the learners’ feedback were collated in Excel form with the help of the
survey system of Screenager. The results of the investigation will be presented in
percentages rounded to up to whole numbers.

Learners could also provide open-ended comments on their favourite task types,
of which only some examples will be provided here to illustrate perceptions of in-
terest, difficulty and required carefulness. The open-ended feedback on favourite
task types was also available in Excel. Learners were invited to answer the ques-
tion “Why did you like this [your favourite] task?”. The comments were provided in
English, German, Hungarian, Czech and Polish. For the purposes of research, all
comments have been translated into English.

4.4 Results and discussion

4.4.1 Overview of the distribution of responses across learner groups and
lesson types

Figure 3 demonstrates the distribution of learners with and without DRWD provid-
ing feedback on lessons 1-5, and table 2 shows the average number of lessons
completed by learners in the three groups.
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Figure 3. Distribution of learners with and without DRWD and their feedback on lessons 1-5
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While learners with DRWD in L1/L1-L2 represent 15% and learners with DRWDs in
L2 19% of the full cohort, they gave only 7% and 8% of all lesson feedback respec-
tively, and learners without DRWDs (66%) submitted 85% of the feedback. Table 2
demonstrates that learners without DRWDs piloted 6.5 lessons on average, while
learners with DRWD completed 2.2-2.4 lessons. These numbers suggest that
learners with DRWD progressed significantly slower than learners without DRWD
and completed about 63-66% fewer lessons in the piloting period.

Table 2. Lessons competed by learners with and without DRWDs

Learners wit-  Learners with Learners with
hout DRWD DRWinL1/L1-L2 DRWDin L2
No. of learners 168 38 47
No. of lessons 1094 85 112
completed
Average no. of 6.5 20 24

lessons/learners

Learners with DRWD in L1/L1-L2 completed by far the largest proportion of les-
son 1 (52%), which suggests that they (and their teachers) were interested in the
developmental tasks for learners with DRWD, and/or recognized their potential to
develop their foreign language skills. Learners with DRWD in L2 did not follow this
tendency as only 29% of their feedback was related to lesson 1, while 33% of the
learner feedback from the non-DRWD group (representing the largest proportion
of feedback/lesson type in this group) also concerned this lesson. This confirms
that lesson 1 was probably helpful for learners with and without DRWD in practice
and revision.
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Table 3. Proportion of lesson types completed by learners with and without DRWD

Lesson Proportion of feedback by lesson type
Learners without Learners with DRWD Learners with DRWD
DRWDs inL1/L1-L2 in L2
1 33% 52% 29%
2 25% 27% 39%
3 18% 15% 17%
4 9% 0 0
5 15% 6% 15%

While there tends to be a diminishing tendency in lesson completion across les-
sons 1-5, learners with DRWD in L2 peaked with 39% in completing lesson 2,
which might mean that they found the differentiated tasks here appropriately chal-
lenging. 43% of the feedback from learners without DRWD and 42% of feedback
from learners with DRWD in L1/L1-L2 was also related to lessons 2 and 3. The
most remarkable difference between learners with and without DRWD surfaced in
relation to project lesson 4, as only learners without DRWD submitted feedback
about lesson 4. Finally, lesson 5 received the second fewest feedback in all three
groups. We can observe a particularly low feedback rate in the learner group with
DRWD in L1/L1-L2 indicating that they could not reach lesson 5 after completing
the other lessons within the time period allocated for covering the module.

4.4.2 Interest

The collated learner responses for lessons 1-5 are shown in figure 4. The re-
spondents found 63% of the piloted lessons quite or extremely interesting, and
lesson 1 proved to be the most appealing with 73% of the responses claiming that
it was quite or extremely interesting.
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Figure 4. To what extent did you find the lesson interesting?
(Collated learner responses for lessons 1-5)
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At the same time, project lesson 4 proved to be controversial from two viewpoints.
On the one hand, learners with DRWD submitted no feedback on this lesson type,
which indicates that they had probably not tried them. On the other hand, the re-
sponding learners without DRWD considered lesson 4 to be the most uninteresting
with 30%, while according to another 30%, it was extremely interesting. Besides
the divisive engaging potential of the project topics and tasks, this result might also
suggest that learners found project work itself, or the cooperation and autonomy
expected in project work unappealing, or having had only limited experience and
routine in project work, they might not have discovered its benefits yet. Alternative-
ly, unlike the dominantly closed tasks of the other lessons, the project tasks might
have lacked the attraction of immediate feedback. The above-mentioned consid-
erations could actually have deterred learners with DRWD from trying the project
tasks; at the same time, it is not clear from the data if they felt the tasks were un-
interesting, or maybe their teachers considered them unsuitable for learners with
DRWDs.

Comparing the overall interest values of lessons 1-5 in the full learner cohort and
learners with DRWD (figure 5) suggests that the piloted lessons provided the great-
est appeal to learners with DRWD in L1/L1-L2: both the “extremely interesting”
value (44%), and the composite of “quite interesting” and “extremely interesting”
values (71%) are the highest in this group. Learners with DRWDs in L2 showed a
similar tendency, evaluating 71% of the piloted lessons as “quite interesting” and
“extremely interesting”, although the proportion of lessons they found extremely
interesting was remarkably lower (17%). It can be stated that the Task Bank proved
successful in completing one of its central aims: to provide interesting and motivat-
ing content to learners with and without DRWD.
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Figure 5. Interest: Comparison of the full learner cohort, learners with DRWD in L1/L1-L2
and DRWD in L2
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The open-ended comments on favourite tasks provide insight into the reasons why
learners found different task types appealing. Commonly used positive adjectives
to describe the tasks included interesting, exciting, creative, playful, and unu-
sual, indicating that learners appreciated the tasks which were somewhat different
in content and form from their regular course book assignments:

“It was interesting. I've never done anything like that before.”

“Because it was unusual, and it brought some colour into the lesson.”

“It was quite creative. It is really rare.”

The original audio and video material also proved to be appealing: “Because
real kids talked about the experiences.” Finally, some learners highlighted the
interest factor related to specific task types, the automatic feedback provided after
closed tasks, or the digital platform itself:

“Because | like crossword puzzles.”

“My favourite is the word search.”

“well it was fun as frick and it was nice to me when | did it correctly :))”

“Because it is on a computer.”

4.4.3 Difficulty

As demonstrated in Figure 6, 63% of lessons 2-3, designed to provide differenti-
ated, integrated skills development to all segments of mixed-ability classes, was
considered to be somewhat or quite difficult by the full learner cohort, while 22% of
the lessons were not difficult at all, and only 15% appeared to be extremely difficult.
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Figure 6. To what extent did you find the lesson difficult?
(Collated learner responses for lessons 1-5)
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Lessons 1 and 5 proved to be the least demanding, in line with the principles of ma-
terials design. Lesson 1 contains playful tasks developing working memory, pho-
nological and orthographic awareness, which require only word-level manipulation
in the foreign language and rely on a limited number of vocabulary items. The aim
of these lessons is to introduce the new key vocabulary of the module, and provide
learners practice opportunities without difficult reading and writing tasks. Based on
the feedback, this expectation was fulfilled: 48% of this lesson type did not prove
to be difficult at all, and 27% was considered only somewhat difficult based on the
feedback of all learners.

Lesson 5 serves to recycle, automatize and/or test new vocabulary and lan-
guage functions presented in lessons 2-3, so they do not contain new material. An-
other key objective of these lessons is to provide learners a sense of achievement,
which, based on the feedback, was also fulfilled: 39% of lesson 5 was considered
not at all difficult by the full cohort, 56% provided optimal challenge, and only 5%
seemed extremely difficult, so presumably most learners could complete these
lessons successfully.

Feedback on lesson 4 demonstrates different tendencies than the other lessons
in terms of perceptions of difficulty as well: 53% of the feedback indicated that the
project lessons were not at all difficult (33%) or somewhat difficult (20%), while
almost another 50% claimed that they were quite difficult (21%) or extremely diffi-
cult (26%). As learners with DRWD did not provide feedback on project lessons,
DRWD could not have been the reason for the experienced challenges. It is to be
further investigated why learners found these tasks difficult: did they reflect on the
task itself, the foreign language competence needed to complete the task, collab-
orative work, or some combination of these variables?
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Comparing the perception of difficulty of lessons 1-5 across the full learner co-
hort and the learner groups with DRWD generated unexpected results (figure 7).

Figure 7. Difficulty: Comparison of the full learner cohort, learners with DRWD in L1/L1-L2
and DRWD in L2
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The statistics of the full learner cohort tend to be balanced:

* 53% of the lessons completed was considered somewhat or quite difficult,
posing appropriate challenge for most learners;

e 34% of the lessons proved not at all difficult, which is due to the intentionally
less new linguistic material in lessons 1 and 5, and might also reflect the
opinion of learners with higher-level foreign language competence;

* only 13% of the lessons was claimed to be extremely difficult.

Although this 13% might be expected to reflect the opinion of learners with DRWD,
a completely different picture emerges from the feedback. Indeed, learners with
DRWD in L1/L1-L2 considered the material the easiest: 40% of the piloted lessons
did not seem difficult at all, and 50% only somewhat. This unbalanced result might
be rooted in the fact that 52% of the feedback from this group was submitted for
lesson 1, which contains little new language material, and presents tasks requir-
ing only word-level manipulation of the foreign language. Also, across lessons 3-5
there was a strong decline in lesson completion among learners with DRWD in L1/
L1-L2, only 21% of the feedback referring to lessons 3-5, which is the smallest
proportion across the three groups (learners without DRWD: 42%, learners with
DRWD in L2: 32%, cf. table 3 on p. 11).

The results of learners with DRWD in L2 are more balanced: 29% of the feed-
back is related to lesson 1, 56% to lessons 2-3, and 15% to lesson 5, so the opini-
ons are not dominantly based on lessons with lower-level cognitive and linguistic
challenges (cf. Table 3 on p. 27). The Task Bank catered the most effectively for
the needs of this learner group, as 73% of the piloted lessons presented somewhat
or quite (but not extremely) challenging tasks for them.



Learners’ perceptions of interest, difficulty and attention in a digital task bank... | 32

The open-ended responses to favourite tasks contained references to perceived
task difficulty as well. Learners liked the tasks because they were “pleasantly diffi-
cult’ or “easy, but still interesting”, or, on the contrary, “difficult but interesting”.
Several learners were inspired by the open-ended tasks allowing for creative solu-
tions at the same time presenting a higher-level cognitive challenge:

“Because | liked it that | had to use logic to find it out.”

“Because it made me think that | shouldn’t get mixed up”

“Because there might be several solutions in this task, and so there is a
challenge in it.”

Learners also noticed and appreciated the helping content supplementing the
tasks:

“I liked the example.”

“Because there was help for the composition.”

There were also clear indications of the success felt over the completion of a chal-
lenging task, which was one of the central aims of the Task Bank:
“I don’t really like the listening, but I could do this with only few mistakes.”
“I could practice reading comprehension, and | managed to collect the info
I needed to do the task (it was perfect!!).”

4.4.4 Carefulness

The feedback on carefulness invested into completing the tasks demonstrates a
uniformly positive tendency in each lesson type (figure 8). Overall, the full learner
cohort completed 67% of the lessons quite or very carefully, and this value is above
64% in the case of every lesson type.

Interestingly, the highest carefulness values characterize lesson 1 and also les-
son 4. Lesson 1 proved to be optimally interesting (36%: quite interesting, 27%:
very interesting), but relatively easy (48%: not at all, 27%: somewhat difficult):
this combination must have inspired learners to do the tasks quite (32%) or very
carefully (32%), thus having high chances of success. Feedback on lesson 4 also
indicated high levels of carefulness (34%: quite carefully, 34%: very carefully), al-
though opinions were very much divided both on interest (50%: not at all or some-
what interesting, 50%: quite or extremely interesting) and difficulty (33%: not at
all difficult, 47%: quite or very difficult). These values might suggest that learners
invest more attention and care into tasks which are not very demanding even if they
do not seem very interesting. Carefulness values are optimally high across all les-
sons even including lesson 5, which is supposed to be less demanding because of
its recycling profile. While in lessons 2-3 the proportion of feedback claiming that
learners completed the tasks very carefully is relatively low (27%), the proportion of
feedback saying that learners did not do the tasks carefully at all is also the lowest
(8%) of all lesson types.
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Figure 8. How carefully did you do this lesson?
(Collated learner responses for lessons 1-5)
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Figure 9 comparing the carefulness values of the full learner cohort and learners
with DRWD demonstrates more complex patterns. As in the case of perceived
difficulty, learners with DRWD in L2 showed the most optimal results indicating
the highest level of carefulness: 73% completed the tasks quite or very careful-
ly. Here, it seems that high interest levels combined with moderate levels of task
difficulty provoked a more careful approach. Among learners with DRWD in L1/
L1-L2, the composite value indicating quite and very careful task completion (64%)
is only slightly below the full learner cohort composite value (67%). However, the
distribution of the values among learners with DRWD is noticeably different. While
37% of the lessons was completed quite carefully and 30% very carefully by the full
learner cohort, only 16% of the lessons was processed very carefully by learners
with DRWD in L2, and 7% by learners with DRWD in L1/L1-L2. This is a remarka-
ble difference, which probably reflects these learners’ negative experiences with
attention focusing.
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Figure 9. Perceptions of invested carefulness: Comparison of the full learner cohort,
learners with DRWD in L1/L1-L2 and DRWD in L2

Examining the negative attention values (“not at all carefully” and “somewhat care-
fully”), we can see that the composite value of learners with DRWD in L2 (27%)
is slightly below the full learner cohort composite value (33%), while the negative
attention value of learners with DRWD in L1/L1-L2 (36%) is somewhat above the
whole group value. Although this difference might not seem very significant, taken
together with their perceptions of remarkably low difficulty levels, it might suggest
that 1) learners with DRWD in L1/L1-L2 form a superficial impression of the dif-
ficulty of lessons and do not invest the required carefulness; 2) or, they (or their
teachers) might underestimate their foreign language skills and pick lessons below
their level.

The open reflections on favourite tasks illustrate that learners appreciated tasks
requiring concentrated attention especially if they were also short:

“Special. Because it’s short but | still had to pay attention.”

“It was interesting, | had to pay attention. | like such tasks.”

“Because here | had to think more! And pay attention.”

“I had to pay attention and it was exciting to find the right answer.”

The reoccurring phrase “I had to pay attention” is important to note here as it
might equally refer to the conscious experiencing of focused attention, the effort
inherent in conscious attention focusing, as well as the potential of intellectually
challenging tasks to foster attention focusing.

5. Conclusion

The learner feedback reviewed in the present paper provided important information
for course developers about the perceptions of interest, difficulty and required at-
tention in relation to the piloted lessons of the ENGaGE Task Bank. The analysis of
learner feedback suggests that the Task Bank fulfilled its key objectives to provide
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tailor-made support for learners with DRWD, and engage them as well as their
inclusive classes in foreign language learning with the help of differentiated tasks.

Overall, 63% of the piloted lessons was found quite or extremely interesting by
the full learner cohort, with lesson 1 considered to be the most interesting, and
lesson 4 having received the lowest interest values. The interest values of learners
with DRWD were even higher with a particular emphasis on the engaging potential
of lesson 1. These results suggest that the topics and tasks had good engaging
potential to cater for the special interests and needs of learners with DRWD, at the
same time offering appealing content to the majority of learners with mixed abilities.
Also, the general interest in lesson 1 proves that tailor-made supplementary con-
tent for learners with DRWD might also be useful for other learners to revise and
practice vocabulary, and develop phonemic and orthographic skills.

The perceptions of difficulty also appeared to be optimal both at the level of the
full learner cohort and learners with DRWD, which was largely due to the principled
planning of differing cognitive effort required by different lesson types. While 63%
of lessons 2-3 provided somewhat or quite difficult content to all learners, difficulty
figures are lower in the other lesson types. Across all lessons, but especially in the
case of lesson 1, lower difficulty values might also have contributed to the positive
perceptions of interest. However, this is not true for lesson 4, where perceptions
of relatively low difficulty levels are paired with similarly low interest values. The
remarkably low difficulty values of learners with DRWD in L1/L1-L2 reflect a signif-
icantly smaller number of piloted lessons than the full cohort average, more than
half of which being lesson 1. This raises questions about the potential motivations
behind lesson choice: a strong focus on lesson 1 might have been rooted in learn-
ers underestimating their own, or teachers underestimating their learners’ foreign
language competence and thus opting for easier content.

Carefulness invested into task completion proved to be quite outstanding: 67%
of the piloted lessons were completed quite or very carefully by the full learner
cohort, with 73% and 64% among learners with DRWD in L2 and DRWDs in L1/
L1-L2 respectively. A remarkable difference emerging here between learners with
and without DRWD is that in the former groups values of completing the lesson
quite carefully dominate significantly over very carefully. Taking into account the
open-ended responses of the learners as well, we might conclude that learners
with DRWD are aware of their attention focusing problems, but interesting, modera-
tely challenging, short or segmented tasks facilitated conscious attention focusing.
In the full cohort the emerging tendency is that high interest values combined with
differentiated and thus overall lower difficulty levels result in higher invested atten-
tion rates.

A controversial finding of the study is the divisive nature of project lessons. It
calls for further investigation why learners with DRWDs did not send feedback for
(and presumably complete) project tasks: Did they judge the projects uninteresting
or too demanding in terms of the required individual effort and/or collaboration with
others? Did these tasks lack the appeal of a well-defined outcome and immediate
feedback, which were evidently popular features of the Task Bank in general? Or
did their teachers believe that project tasks were unsuitable for them?
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The feedback from learners without DRWD also reflects ambiguous perceptions
of interest and difficulty in project lessons, while the invested carefulness values
are remarkably high. It also raises the question which aspects of the projects were
found to be not at all or only somewhat interesting by half of the respondents, and
at the same time quite or extremely difficult by another nearly 50% of learners, and
whether the experienced difficulty influenced perceptions of interest. Besides the
fact that project tasks should be matched to the foreign language competence of
learners, this feedback also highlights that project work needs learnable skills,
to the development of which time and effort need to be devoted. It is crucial to
explicitly demonstrate and systematically assess these skills (e.g., research skills,
creativity, planning, time and resource management, collaboration, independence,
etc.), which could significantly contribute to the engagement of learners.
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APPENDIX Learner feedback forms
Lesson 1
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Lessons 2-3
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Abstract

In Hungary, scientific research on the world of children and the image of children
has only started in the last few decades. This exploration can be organically linked to
the research on the history of childhood by Béla Pukanszky, Eva Szabolcs and their
colleagues, and to the work on women’s history by Katalin Kéri. The present research
seeks to answer the question of how and in what ways the image of children and their
world appears in the issues of the (Nép) Iskolai Szemle', an educational gazette, pub-
lished in Csurgo? between 1881 and 1896. The subject is interdisciplinary, it is part
of education studies and pedagogy history, touching historiography. The historical
approaches of the research are: local history, press history, school history, women’s
history, childhood history. The focus of this study is on the education and upbringing
of girls and women. The complete research on children will not be presented here,
only the part of the research on girls. The research method is an analytical, process-
ing, subject-specific content analysis with background research in press history. The
Iskolai Szemle® on the education and upbringing of women and girls has published
nearly two dozen articles on the subject in its 10 years of publication time. From the
early 1890s, a veritable ‘battle’ was waged in the pages of the journal for and against
the bourgeois girls’ schools. By the end of the decade, the debate was settled: educa-
tion and ‘domesticity’ were not mutually exclusive concepts in the education of wom-
en. The results of the articles under study cannot be generalized in terms of national
relevance, but an analysis of the implicit content of the texts reveals a broad outline of
the principles of women'’s education in a Hungarian journal of the dualism era.
Keywords: dualism; image of children; education of girls; image of women
Subject-Affiliation in New CEEOL: Social Sciences - Education - History of Edu-
cation
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1 Népiskolai Szemle=National School Review
2 Csurgo is a settlement in Somogy district, approx. 15 km from the Croatian border. Commercial and
educational center. It already had its own reformed high school and teacher training institute.

3 Iskolai Szemle=School Review
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1. Introduction

The (Nép) Iskolai Szemle, an educational journal, can be a unique resource for his-
torians of education. In its 16 years of publication, with its nearly 250 issues, hun-
dreds of educational, teaching and other publications (book reviews, literary com-
memorations, teacher appointments, school history events, teacher association
activities, classified ads, scientific supplements), it provides a trustworthy reflection
of the education system and people’s education in Somogy contryside during the
dualism period. The research on this topic is relevant and timeous, because the
Popular School and School Review has never before been subjected to content
analysis. Dr. Béla Molnar,assistant professor at the University of Western Hungary,
has been researching the history of the journal for the past few years, published
papers (e.g. Molnar, 2014) and presented his work at several conferences (e.g.
the “Science Living with Us” conference in 2013). The present research is a con-
tinuation of the work on the history of the press that he had started.

2. Basic research questions

Three main questions have guided the research. Firstly, the educational situation
in Csurgd between 1880 and 1900, then the image of children, the treatment of
children and its principles, and finally the upbringing of girl children. The first two
are not discussed in detail here, only the third one.
¢ What are the ideas and ideals about the education and schooling of the girl
child?
* What was the position of the authors who published in the journal on the
controversial issue of girls’ education?
* Were there differences in expectations and principles about the education
of girls and boys? If so, what differences?

3. Presentation of the Népiskolai Szemle and the Iskolai Szemle

After 1868 the number of pedagogical journals in Hungary began to increase rap-
idly. As in other counties, the need for a journal on education soon arose in Som-
ogy (Horvath, 1885:6).

“At the beginning of the 1880s, in order to meet the growing demands in the
field of education, especially to maintain the vitality of the association’s work,
the Iskolai Szemle was established in our region on 10 May 1881, as a result
of the editorial and publishing venture of the association’s president.” (Horvath,
1885:7). After its publication, the journal quickly gained popularity, and was pub-
lished monthly except for the two summer months. Buoyed by its success, the year
1886 brought changes for the paper. The Teachers’ Union felt that the readership
of the Review should be broadened, not only to include teachers of the folk, but
also teachers of other types of schools (Koltai, 1939:54). For these reasons, the
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Népiskolai Szemle was given a new name, with expanded and rethought content,
and from 1886 it was published under the name Iskolai Szemle.
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Cover page of the magazine

From 1886 onwards, the official journal of the “Somogymegyei Tanitoegylet” be-
came the Iskolai Szemle. After the involvement of Janos Pethes, who came to
Csurgo from Budapest as a teacher of education in 1885 at his own request, the
outstanding works of great pedagogical personalities were often translated by local
teachers (Kelemen, 1986:152). The expanded editorial staff soon put the journal
at the service of secondary education, in addition to people’s education, and its
supplements were mostly intended for teachers working at this level. However,
readers did not always appreciate them, as they added considerably to the cost
of publication. At the same time, personal quarrels became increasingly frequent
in the columns of the Szemle (e.g. Gyula Barany, 1887:14 and R. E., 1888:15,
a discussion on the schooling of girls). For these reasons, the paper entered a
serious crisis from the ninth year onwards. In 1896 everything collapsed and the
publication ceased.
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4. The image of woman and girls’ education in the dualist press

As in Europe, the second half of the 18th century saw an increase in interest in
women'’s education, their schooling and their place in society. An increasing num-
ber of articles and translations by foreign authors appeared in journals, gazettes
and advisory books. The authors of these articles on girls’ education and school-
ing often had radically different views on a particular issue, as will be seen in later
chapters of this study. The majority of authors considered that, as far as education
was concerned, it was only appropriate to teach certain subjects for women, and
higher education was generally rejected (Pukanszky, 2013). From the early deca-
des of the 1800s, a lively debate was also launched in the Hungarian press (Ma-
gyar Haziasszony*, Magyar N6k Lapja®): some advocated home education, others
called for the establishment of housewives’ schools and many called for the estab-
lishment of schools teaching in the mother tongue. Some authors saw a woman’s
higher intellectual education as desirable if she was to be a worthy companion for
her husband, but there were others who believed that it would do no good. Wo-
men’s role, according to the latter, were that of a homemaker and a mother. One
of the prominent figures in this debate was the mother of Teréz Karacs - later the
founder of the Institute - Eva Takacs, who called for the establishment of women’s
educators with a national spirit in larger towns (Nemeth - Pukanszky, 2004:378).

Women’s issues have not only appeared in the columns of newspapers, but also
in essays, educational books and counselling manuals. In 1841 Andras Fay pub-
lished his book “Nénevelés és nénevelé-intézetek hazankban™, which caused
quite a storm, in which the author explained in a captivating style that he saw the
education of girls in properly organised women'’s educational institutions. Accor-
ding to Fay, inadequate education does more harm than good to women. Another
famous pioneer in the development of women’s education was Countess Teréz
Brunszvik, who became famous in the history of Hungarian education for founding
institutions for the education of young children. Her manuscript, entitled Néneve-
lés és n6képzés’ (1962), has survived and shows arguments against some of
Andras Fay’s theses. According to it, girls do need to acquire a higher education,
they are not just born to darn stockings. At the end of the 19™ century, with the
development of girls’ education, women were allowed to go to university, which led
to their increasing participation and recognition in a growing number of academic
fields (Pukanszky, 2013).

4 Hungarian Housewife, popular women’s magazine in Hungary
5 Hungarian Women’s Journal, popular Hungarien women’s magazine
6 ,Womens education and women'’s educational institutes in our country”

7 ,Womens educational and training”
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5. Women’s and girls’ education in the (vernacular) school
system

In the 16 years of the journal’'s publication, the topics related to women and girls’
education were published several times (at least three times):

* the physical characteristics of women, differences and similarities with men,
with special reference to the brain,

¢ schooling, the role and tasks of the family and the folk school in the educa-
tion of girls,

¢ qualities of a good housewife and wife,

¢ the conditions of female happiness,

¢ the morals and behavior of women.

The frequency of the topic of the image of the women
and women's education in the magazin

1584 1885 1E86 1B8F 1885  1HES  IBR90 18%1 1892 18593 1894 1835 189G

Edited: A. R. Mezeiné, 2022.

In this chapter, the women'’s life and the education of the girl child are presented
through a few studies. Personal interest was the primary criterion for selection.

In 1806, Ratio Educationis Il was already emphatically calling for the establish-
ment of girls’ schools, since at the beginning of the century girls were not yet
attending school to any great extent, and there was little difference between the
education of girls and boys in villages. In 1845, a decree was issued with the title
“Magyarorszag elemi tanodainak szabalyzata’, which clarified the principles of
separate religious education described in Ratio Educationis Il. The higher the so-
cial class of the girl child was, the more subjects she was taught. It is interesting to
note that even Jozsef E6tvos’ first draft law on public education made a distinction
between the sexes in terms of compulsory education. For boys, the age range was
between 6-12 years, for girls it was narrower, between 6-10 years. The real mile-
stone came with the 1868 Education of the People Act, which no longer differen-
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tiated between boys and girls in terms of compulsory schooling and the content of
education, although it did call for education in separate classrooms where possible
(Pukanszky - Nobik, 2013).

Between 1884 and 1890, 12 studies on women'’s rights and women’s educa-
tion were published in the School Review, indicating that the topic was considered
important by both editors and readers. In 1884, the Jewish writer and newspaper
editor Bernat Krausz, who for many years was also president of the Hungarian
Association in Berlin, wrote for the first time in the gazette about the perception of
women and their rights. According to him, people could be divided into two large
camps: one, made up largely of women, following the French model of women de-
manding equality; the other, made up of misogynists, bachelors and mouth-breath-
ers, underhinted with Chinese women. A woman should never contradict her hus-
band, because once she is married, she ceases to exist. It is a woman'’s vocation
and job to be a mother only, because God has ordained it. Daughters must learn at
school that they will one day be members of society and must provide for their own
subsistence alongside their husbands (Krausz, 1884:43).

With somewhat similar ideas, but of a different type, Gyula Barany, teacher and
editor of the Szemle, wrote a substantial five-page study on the subject, which
was published in the August 4, 1887 issue of the Szemle. According to him, little
girls should be educated to be women, housewives, mothers, and their beautiful
and good qualities should be emphasized. All girls should be taught to unfold their
feminine charms, so that they may be ableto please and make their husbands hap-
py, and to - as their main vocation - care about their children. Therefore, a good
example must always be set for the little girl in the family. At the same time, girls
should be educated to be good housewives (Barany, 1887:14). The civil school is
the school which can greatly promote this education of the girl, because it has pro-
vided more than elementary education, and because here the middle-class daugh-
ter has acquired the knowledge necessary for her daily life. Barany proposed that
all girls of some ability should be enrolled in a civil school for girls (ibid.).

In response to Gyula Barany's letter, a few months later, a series of articles on
women'’s education and literacy appeared, almost in every third issue of the gazette
from 1888 onwards. In the October 1888 issue, an unknown author wrote about
the education of Hungarian women in great detail, which was a complete contra-
diction to Barany’s ideal of a civil girls’ school. According to the author, the Hunga-
rian woman is different from the majority of European women because she does
not fight for equality, high quality knowledge and education. The Hungarian woman
has never aspired to more than being a mother and a housewife. Their best role
models were their grandmothers, who often had to migrate between countries and
still acquired the most appropriate cultural background, even though girls’ schools
had not even existed. According to the author, since the opening of girls’ schools
and convents, the world has seemed to have been thrown off its natural course.
Girls are taught foreign customs and morals in these institutions, which are unwor-
thy of Hungarian women. The measure should not be the education of boys, and
girls should be educated only in the family, not in school. “In the girls’ schools,
pupils of different education, habits and nationalities flock together, and under
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their inconsiderate guidance, the well-known one-sided corporativism of our
girls, which has hitherto been manifested in the preservation of the old good
habits and morals, is gradually being broken down.” (R.E., 1888:15)%.

The essay caused such a stir with its accusations that the paper even published
a reply to it in the second issue of October, without naming the author. It was a
devastating criticism of girls’ education that could not be ignored. According to the
1885 census, only about half of the girls enrolled in a civil school for girls, the other
half did not continue their education. It was therefore impossible to speak of mass
girls’ education. Secondly, when educating a girl, every family must have bore in
mind that life may bring a woman to widowhood and her children to semi-orphan-
hood. A woman can only support her children if she is educated and can take up
a respectable, well-paid job. But it is not certain that every girl will marry at some
point. The “gibberish spirit” doctrine is also not correct according to the author. It
is true that German is taught in the civil girls’ school, but only in the upper class-
es for three hours a week, which can hardly be enough to make Hungarian girls
German-minded. It is therefore pointless to accuse the girls’ schools of not being
Hungarian enough. The accusation that girls’ schools do not teach, but only lec-
ture, should not be levelled at the schools, but at the teacher who does so. This
was present not only in the girls’ schools but also in the boys’ schools. And as for
the accusations against the curriculum, the author’s opinion was that it is precisely
designed for girls, so that they learn the smallest tricks of folding and unfolding
(Author unknown, 1888:259).

The proper upbringing and education of girls may serve as a good basis for
the future happiness of women. “A nevelés mely tényezdi biztositjak leginkabb
a n6k boldogsagat?™® is a question asked by an unknown author in the January
10, 1889 issue of the paper. He declines to take a position in the debate that has
begun, but the role of the family over that of the school is indisputable. It is not the
school’s task to create a healthy female character, but that of the family. The role
of the mother is indisputable, it is her example which is engraved in the soul of
the daughter and which gives her character later on. School teaches: knowledge,
character, systems, and checks the purity of existing moral principles. To educate
women academically is to deprive them of their womanhood and to disrupt family
life. A woman must always remain a woman! Middle-class unfortunate women, as
they always have been and always will be, are unlikely to be helped by schooling
or emancipation of women. Women’s education must have two foundations: reli-
gious fervour and a love of work. Religion is the guardian of morality, the ward of all
despair. And work saves a woman from all the wild adventures and fantasies which
might lead her astray (. R. 1889:1)°.

Gyula Andorka, district judge of Csurgo, writer and poet, was also keen to share
his opinions and views on the education of girls, for example in the issue of the

8 R.E. - unknown author who published his work entitled ,,Nénevelésiink” under this name

9 Which factors of education do most ensure women’s happiness?

10 I.R. - unknown author published under this name under the title ,,A nevelés mely tényezéi
biztositjak leginkabb a né boldogsagat?”.
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gazette of 25 March 1899. As in the previous article reviewed, this notice was
also on the front page of the paper, again showing the priority that was given to it
in the eyes of the editors and the association. In terms of its scope, there are only
two sides to the story, but its position in favour of women’s education is clear and
reasonable. According to Andorka, it should be the aim of every society to educate
its female children according to integrated, sensible pedagogical principles (Andor-
ka, 1899:2). It would therefore be advisable, he suggests, to establish women’s
schools in small villages instead of in large cities (ibid.).

However, the debate did not end with Gyula Andorka’s article. Gabor Réthi,
a folk teacher and prose writer, was the next spokesman on the subject, whose
article on women’s education appeared in the 25 January 1890 issue of the news-
paper. According to Réthi, the nation’s consciousness had not yet fully awakened,
which was especially true of the female sex, and it was therefore important to help
it with writings of this and similar nature. Most parents and women are wrong in be-
lieving that great culture, glamour and appearance are the things that lead to a no-
bler soul. True culture, according to Réthi, is not to be sought in these things, but
in the noble simplicity of the soul and in national consciousness (Réthi, 1890:2).

“Woman is a comforting, smiling genius - she participates in the great no-
ble struggle of man, she comforts him when in life, amidst its thousand and
thousand struggles, she lightens the wine path with her smile of sorrow, di-
sperses the clouds of sorrow and bitterness” (Horvath, 1890:16). It seems that
the debate on the question of the education of women and girls has not yet died
down, as the essay continues in the next two issues. As in the previous articles,
the author summarises the tasks of a Hungarian woman and the sense of identity
she should have. The many opinions published so far are, in his opinion, almost
incomprehensible: some want women to be independent, others consider keep-
ing the household in order the most important task, but none of them provide the
basis, the culture of the soul. Let there be room for theory and practice, and let us
never judge women. It is true that women need to be educated, that they need to
be trained, that they need to be skilful, that they need to be strenghtened physi-
cally and mentally. What is interesting, he adds, is society’s attitude and criticism,
and instead of that money should be spent on educating Hungarian girls. It is also
disappointing, he believes, that girls are almost completely excluded from higher
education, and have no chance of acquiring a high level of academic qualifications.
The girls’ schools are not integrated; the church, the state and the municipalities
are free to set up institutions, but there is little sign of uniformity. It would be impor-
tant to determine how long a girl should be outsideof her family, at what age she
should leave her mother and when she should return to her mother. In every village
where the number of inhabitants requires it, a civil school for girls should be estab-
lished, not forgetting women, Horvath suggests (Horvath, 1890:17).
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6. Conclusion

The School Review on the education and upbringing of women and girls has pub-
lished nearly two dozen articles on the subject in the 16 years of its publication.
Since the early 1880s, a veritable ‘battle’ has been waged in the pages of the
journal for and against thecivil girls’ schools. By the end of the decade, the debate
was settled and it was decided that the existence and operation of a civil school for
girls was necessary and useful. Literacy and domesticity are not mutually exclusive
concepts in the education of women. The School Review is an unrivalled source
on the politics of education in Hungary after the Reunification, all issues of which
can be found in the Csurgd Municipal Library, and a digitised version is available
on the library’s website.
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Introduction

Charlie Chaplin was one of the greatest icons in the early American cinematog-
raphy. He not only built new foundations in terms of comedy, but also had great
influence on the society. His films won the hearts of millions of people throughout
the whole world and his unique and inimitable style became recognized and cele-
brated for many years. This study provides an overview on Chaplin’s life and career
and investigates his work of art from an analytical viewpoint. We aim at getting a
deep insight into the life and career of the greatest pantomime artist of all.

In the theoretical overview the artists’ life is described from his birth till his death,
and it is also pointed to some of the milestones in his life that are interpreted in
the later parts of the work. Within his childhood, we cover the first twelve years of
Chaplin’s life. Both his personal life and difficult childhood are portrayed as well as
the beginnings of his dreams about becoming the most famous actor in the world.
Following on, we focus on his teenage years. This part of the study deals with the
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artist's age from twelve to twenty and it describes not only Chaplin’s personal ex-
periences, but also the beginnings of his early career. His first theatrical roles are
depicted here and also his tours around Great Britain with Fred Karno, who made
Chaplin a well known comedian around the entire Biritish Isles. The last component
of the theoretical overview covers Chaplin’s whole life from twenty years onwards
with a detailed description of his cinematographic production. The chapter not only
presents the life and career of Charlie Chaplin after his arrival to the USA, but also
shows the milestones in his life, which he used either consciously or unconsciously
as inspiration for his later work.

The study then examines chosen sources concerning the milestones in Chap-
lin’s life and investigates the issue from both the perspectives of steps in Chaplin’'s
life that made him so influential in the American society and the society’s response
to these. We introduce Chaplin’'s most famous character of all times - The Little
Tramp, and both the origins of the character and its characteristic features and the
inspirations for its creation and the American society’s reactions to it are discussed.
We further examine the silent film era and the years Chaplin spent producing si-
lent films. This covers twenty- two years of the artist’'s career, which are divided to
characteristics of the given period, detailed description of the film producing com-
panies that Chaplin worked for, inspirations for the production and the society’s
response to the silent films.

After that, the voiced film era is described with the seventeen years of Chaplin’'s
life producing voiced films. We not only deal with the description and analysis of the
characteristics, inspirations and the society’s reaction to the voiced films, but also
give detailed depiction of three chosen films from this period: The Great Dictator,
Monsieur Verdoux and Limelight.

The analysis of selected sources of information reveals that there were numer-
ous internal and external factors influencing Chaplin, which must have been of great
influence in his life and later career and also his cinematographic performance
and production. His films were greatly influenced not only by the happenings and
people in his personal life, but also by the society surrounding him and numerous
worldwide events, which all contributed to forming, shaping and inspiring the artist
in becoming the Chaplin, whom we know today.

1. An overview on Chaplin’s life

Childhood

Charles Spencer Chaplin was born April 16, 1889 to parents Hannah Hill and
Charles Chaplin senior, both making a living in entertainment. Although there is no
certain evidence where he was actually born, in his autobiography Chaplin (1989)
himself refers to his birthplace as to be East Lane in Walworth, London. The mar-
riage of Hannah Hill (Lily Harley by stage name) and Charles Chaplin senior did not
last for long. Not only did they break up soon after Charlie’s birth, but also Chaplin’s
payments for the support of the family stopped very early. Making a living for a three
member family was very hard for Hannah (Robinson, 2013).
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His mother's problems with her voice made the five-year-old Charlie perform
for the first time in his life. Chaplin (1989) remembers himself standing behind the
scenes in Canteen, Aldershot, when his mother’s voice failed during a performance
and the audience became so rough and hostile that she had to leave the stage. The
director guided him onto the stage as a replacement for his mother. Unashamed he
started singing ‘E Dunno Where ‘E Are (which is also referred to as Jack Jones in
his autobiography) and was so successful that the audience started throwing him
coins. He stopped singing and proclaimed to collect the money first, then to carry
on singing only. This made the audience even more satisfied. Charlie kept on per-
forming till his mother came and took him off the stage (Robinson, 2013).

After his 6" birthday the financial situation of the family and Hannah’s health
condition became so bad that she decided to move to the Lambeth Infirmary. As
Chaplin (1989) remembers, the family was separated and he and his brother were
sent to Central London District Poor Law School at Hanwell. Although he got used
to that particular kind of life quite quickly, Charlie felt sad and lonely. The following
three years were full of moving for the family: in and out of the workhouse and then
from one place to another. “It was like a game of draughts: the last move was
back to the workhouse” (Chaplin, 1989, p. 24).

By the time of re-entering the workhouse for the last time the mental health con-
ditions of Charlie’s and Sydney’s mother worsened so much that she was sent to
an institution named Cane Hill Asylum, leaving her two sons in their father’s care.
Chaplin (1989) describes this period of time as the longest and saddest days in
his entire life. He remarks that even though he lived in his father's house, Charles
Chaplin senior did not appear there often and his wife Louisa was particularly un-
happy with the two Chaplin boys in there. She also made it obvious: not only by
being cold and adverse, but also by attempting to kick them out from time to time.
One night the conditions became so severe that the twelve-year-old Sydney and
Charlie, eight that time, had to spend the whole night outside the house (Chaplin,
1989).

This period, however, ended after two months when Hannah was released from
the asylum. She took her sons to her own care and they moved to a small room next
to a slaughterhouse (Robinson, 2013). Chaplin (1989) remembers a funny, yet sad
story from this period: He was looking out of the window when he saw a sheep
escape from the slaughterhouse. Although he found the act of trying to catch the
sheep very entertaining at first, then he realized the sadness of the situation - the
sheep would be killed anyway. As written in his autobiography, he believed that
this scene could have been the foundation for his future films - a combination of
comedy and tragedy (ibid.).

Charlie was now eight years old. In his autobiography he states that he left
school to join a clog dancing group called The Eight Lancashire Lads, which was
guided by William Jackson. They agreed that Charlie would live and perform with
Mr. Jackson’s family and earn some money for his own. The period of the following
two-three years was full of tours with the Eight Lancashire Lads. Although they were
very successful among their audience, Charlie felt an increasing temptation to be-
come something different - a child comedian (Chaplin, 1989).
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As Robinson (2013) portrays, the group got a commitment to a pantomime play
Cinderella, in which Charlie impersonated one of the cats. It was his first official
appearance as an actor. In his autobiography, Chaplin (1989) recalls Marceline, a
man who performed along with the group in the Hippodrome at that time, in quite
a detailed way. Observing Marceline must have made such an impression on the
young boy that he later became one of the main motives in Chaplin’s films.

Chaplin’s experience with the Eight Lancashire Lads ended when Charlie’s
mother started making remarks on her son’s health conditions. As a result Mr.
Jackson sent the boy away explaining that he was tired of Hannah’'s continuous
complaining (Robinson, 2013). Not only did Charlie have to return to extremely
unfortunate living conditions, with his brother working overseas, but also he had to
reconcile to his father’'s death (Chaplin, 1989). After that, the youngster tried many
occupations - from selling flowers in the local pubs to making toys out of used
shoe boxes. However, he never gave up his dream to become the world’s most
famous actor (Robinson, 2013).

Teenage Years

The young Charlie Chaplin found himself at home again with his mother Hannah
in extremely poor conditions. Moreover, Hannah’s health was unpleasant, too. As
Chaplin himself depicts, one day he arrived home to be told that his mother had
gone mad. As he was later explained by the doctor, Hannah was undernourished
and sent to Cane Hill Asylum. This certainly was a hard life experience for Char-
lie. He spent weeks alone and hungry until the return of his brother Sydney, who
brought some money and food with him (Chaplin, 1989).

Even though Charlie had registered in Blackmore’s theatrical agency before, it
was approximately one month after Sydney’s comeback that the agency sent him
a postcard offering a job (Chaplin, 1989). This obviously was a turning point in his
life. As written in his autobiography, Chaplin acquired two roles, one in a play called
Bill and one in Sherlock Holmes. Even though Bill was not a great success, the
young Charlie got very good feedback from The Topic Times magazine (Robinson,
2013).

After two weeks of playing Jim the theatre group headed on to play Sherlock
Holmes. The all-over Britain tour, as Chaplin (1989) recalls, lasted forty weeks and
afterwards another tour took place. Soon after returning from their second tour,
Hannah, their mother was released from the Cane Hill Asylum. Her sons rented
and furnished a flat in London and they all moved in together. This, however, did
not last for long. Charlie and Sydney both got an engagement to a third tour so they
left their mother on her own (Chaplin, 1989). Approximately a year later, in 1905,
Hannah’s health worsened again and she was sent to Cane Hill Asylum once more.
Unfortunately she never recovered from the illness, resulting in those times being
very difficult for the young boy (Chaplin, 1989).

After finishing the tour the sixteen-year-old Charlie was offered to play by the
side of a famous actor and playwright William Gillette. This, as Chaplin (1989) ex-
presses, was a gift from the heavens. Not only did Charlie admire Mr. Gillette as a
great actor, but he also was able to learn a lot from Gillette’s performance style. The



Charlie Chaplin as a Cultural Phenomenon nof the USA - His Life and Work | 54

following months were full of minor roles and short work experiences in the theatre
for Chaplin. In February 1908, however, his brother Sydney managed to persuade
his boss Fred Karno to offer Charlie a two-week trial in his company of comedians.
This turned out to be successful, so Charlie got a one year contract (Robinson,
2013). Working for Fred Karno made Chaplin a good and well known comedian
in Great Britain. The Hull Daily Mail (1909) was among the first newspapers which
presented Charlie Chaplin’'s name on their theatre programme offer.

Adulthood

The one year contract at Karno’'s company was prolonged to three and in the winter
of 1910 the company organized a tour to the US, to which they also picked Charlie.
He thought of this as of a very good opportunity to become more famous and was
incredibly excited about it. The tour lasted twenty-one months and helped Chaplin’'s
name to become well-known among the American audience (Robinson, 2013).
During his first stay in the US Charlie visited a fortune-teller who foretold the young
man a great success and wealthy life in America. This could possibly have been
one of the reasons why he later returned to the States (Chaplin, 1989).

Shortly after the first tour a second one took place. While still working as a thea-
tre actor for Karno, Charlie received a job offer from the film making company Key-
stone. Acting in films did not interest Chaplin to a great extent, yet he signed their
contract with the intent to make some money and return to the theatre after some
time. He, evidently, could not know that film would make him one of the greatest
artists of all time (Suchy, 1989). Chaplin (1989) recalls a morning when his future
character - The Tramp was born. He was told by his boss, Mack Sennett, to go
and make up a comic mask. On the way to the locker room an idea came to his
mind: loose, baggy pants, oversized shoes, and a tiny jacket with a small hat. In
his autobiography he clarifies his intent to create an outfit full of contrast - and so
it was. Chaplin apparently decided to keep the character for the rest of his career.

Even though becoming more and more successful, the young actor was not
satisfied with the way his films were produced. For this reason, as Robinson (2013)
explains, Charlie asked for the opportunity to direct his films on his own. His re-
quest was gratified and since then Charlie Chaplin had full control over his films.
For the one year that Chaplin stayed with the company he acted in thirty-six films.
Twenty-four out of these were directed on his own (Chaplin, 1989).

By the time of 1915 Charlie Chaplin became so famous in the USA that staying
with Keystone seemed unimaginable for him. As Broz (1964) describes, Chaplin
signed a contract with Essanay, another film producing company, for ten times
higher salary than he had earned before. The fact, that Chaplin and his films were
worth it, is clearly visible from the numerous articles in newspapers and magazines
that he appeared in. The Arizona Republican (1915), for instance referred to Chap-
lin’s first Essanay film His New Job as to be a wonderfully funny picture. Another
article, in The Daily Gate City (1915), described the film Tramp as the funniest
that Chaplin had ever made. He produced fifteen films for Essanay in overall, all of
which were a great success (Chaplin, 1989).

The next contract, signed with the help of his brother Sydney, was with Mutual
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Film Corporation and owing to this Charlie Chaplin became a millionaire. He pro-
duced more than ten films for the company, among which One A. M., Easy Street
or The Immigrant were all equally triumphant. Chaplin himself considered those
times to be the happiest times of his film- making career (Chaplin, 1989).

This particular era was undoubtedly declaring Chaplin’s great success. An arti-
cle in Photoplay News from 1917 stated: “After two weeks’ run of Chaplin come-
dies it had been necessary to tighten up the bolts in the theatre seats, since
the audience had laughed so hard the vibration had loosened them” (Robinson,
2013, p. 225). When the contract with Mutual Film Corporation ended, Charlie
signed one with First National. Because the company was quite new and there was
no atelier, he decided to buy a piece of land in Hollywood and build his own one
(Chaplin, 1989).

Working for First National was a very profitable period. Shoulder Arms, for
instance, produced in 1918, was inspired by WWI and had enormous success
among soldiers. In a South Bend News-Times (1918) article it was stated that the
film was so unique that people in front of the cinemas were queuing in the longest
rows ever. Another great hit, The Kid, was filmed with the help of a four year old
boy - Jackie Coogan. The story behind the film emerged when Charlie attended a
theatre play and spotted the small boy by accident. It is unnecessary to say what a
masterpiece the cooperation of the two was (Robinson, 2013).

Yet in the year of 1918 Charlie Chaplin married for the first time. His wife Mildred
Harris, as Chaplin (1989) explained, was young and beautiful, but their marriage
was unhappy due to the fact that Charlie did not truly love her. Soon the two di-
vorced. In an interview for Wright (1920) Mildred Harris described Chaplin as an
unkind, jealous man who would care only for work and not come home until the
mornings.

After finishing his five year contract with First National, Chaplin could freely move
to his own film making company, United Artists, which he founded together with
Mary Pickford, Douglas Fairbanks and D. W. Giriffith in 1919 (Robinson, 2013).
Meanwhile he received a letter informing that the health conditions of his mother
Hannah got better. Now Charlie could move her to California. He and his brother
Sydney immediately furnished a small house near them and Hannah could move
in (Chaplin, 1989). As a rest after so many years of hard work Charlie decided to
visit Europe. As Chaplin (1922) describes, the sentiment with which he visited all
the places in London from his childhood was exceptionally strong and touching.

The relaxed and vibrant Charlie returned to the USA and got married for the sec-
ond time. Lita Grey’s name is, however, not even mentioned in his autobiography,
so it can be supposed that their relationship had a bitter break up. Suchy (1989) ex-
plains that Lita’s forty-two page accusation against her husband contained all sorts
of sexual and social sins and as a result she sued out quite a big sum of money.
Regardless of his personal problems, Chaplin did not stop working and produced
many more great films, such as A Woman of Paris, The Gold Rush or The Circus
(Broz, 1964).

Although Charlie had received offers to be the first to record picture and sound
simultaneously, he did not care. Even in 1928, when the first all-talking picture was
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shown, he stayed uninterested (Robinson, 2013). Chaplin (1989) himself regarded
sound as to be unnecessary and distressing. He claimed that by using sound the
pantomime would completely lose its meaning and the actors lose their charm.
Moreover, he considered the big microphones and long cables to be extremely
disturbing. For the above mentioned reason, taking a risk, Chaplin decided his next
film City Lights to remain silent. What he did new, however, is that he composed
the background music on his own. And even though there were talking films on the
market, Chaplin’s silent City Lights was a top hit (Chaplin, 1989).

Ten years after his first visit to London Chaplin decided to return there for a sec-
ond time. This time his intentions were half way recreational and half way work relat-
ed. As Broz (1964) explains, the European trip was prolonged to an all-around the
world trip and lasted more than a year. Chaplin returned to the USA full of doubts
and questions about whether to use sound in his films. Looking for inspiration he
met Paulette Goddard, a beautiful young woman. Chaplin fell in love and soon he
married again (Chaplin, 1989).

The 1930’s and their foretaste of a coming war induced Charlie to produce a
new film. Robinson (2013) states that The Great Dictator was Chaplin’s first film
with a real dialogue and it required a lot of work with precise planning. The satire
on Adolf Hitler was a risky job, though. Chaplin (1989) explains that the process
of filming had to be stopped up for many times as a consequence of the unpleas-
ant political situation. But even the above mentioned did not discourage him from
finishing the film and The Great Dictator was finally presented in 1940 for the first
time. Both the theme itself and the dialogues in the film carried political ideas.
Owing to this, the cinemas were not particularly interested in it and in most of them
the film was not even played. A shift, however, came after 1941 when Japan at-
tacked Pearl Harbor. As a result the cinema owners decided to present The Great
Dictator additionally, which logically became one of Chaplin’s greatest films (Broz,
1964). By the time of finishing The Great Dictator, Chaplin’s marriage with Paulette
Goddard broke up. As he explains in his autobiography, even though their love was
strong at first, it slowly cooled down and at the end both of them knew it had to
come to an end. Paulette asked for a divorce and left Chaplin’s house to remain
empty and lonely after eight years of coexistence (Chaplin, 1989).

Attacking Pearl Harbor made the USA enter WWII. Entering the war meant not
only fighting on fronts, but also performing political activities in the country. It was
the activities in politics that made America’s admiration for Charlie Chaplin lower by
many levels (Robinson, 2013). The turning point, as Chaplin (1989) expresses, oc-
curred when he was invited to present a speech on a council for the help of Russia;
where among others he expressed sympathy for communist people. Charlie kept
on receiving invitations to give speeches on various different political occasions un-
til the day the American press accused him of being anti-American. Consequently
Chaplin was declared a communist (Chaplin, 1989).

It is said that yet in the greatest sadness that we feel there has to be something
happy in our lives that keeps us balanced. Charlie Chaplin was no exception. In
his greatest struggles with the American government in 1942, as Suchy (1989)
explains, he met the seventeen year old Oona O'neill. After nearly one year of
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courtship Charlie and Oona got married. No one would have believed that the
marriage could be lasting, but the love of the two was so strong that it survived fill
the last days of their lives. According to Buxton (2013) in Oona’s interview for the
Washington Post from 1960 she said that the thirty-six year difference between her
and her husband was insignificant. She openly expressed her deep love and admi-
ration for Charlie and declared their marriage to be happy and beautiful. Pursuant
to the above stated it can be understood that Charlie Chaplin finally found his true
love and lived his further life in a peaceful companionship of his family.

In 1947 Chaplin presented his next film Monsieur Verdoux. Even though the
film struggled with censorship at the beginnings, lastly it was allowed to be played
in the American cinemas (Chaplin, 1989). Censorship, however, kept on following
Charlie. His next and one before last film, Limelight, presented in 1953, was com-
pletely censored and banned from playing in the American cinemas for more than
twenty years. The reason was political - Charlie Chaplin was a persona non grata
in the USA. In 1972, however, after permitting the film it was not only presented
but also it received an Oscar. This film seems to have taken the longest time to be
awarded and, apparently, banning it was the biggest mistake of all times made by
American film making industry (Robinson, 2013).

Chaplin’s life in the USA started to become harder and harder after the political
issues during WWII. The press kept calling him a communist and he was adjourned
for many times because of the beliefs that he performed anti-American activities.
Tired of it all he decided to the leave the USA for a few months. But when he and
his family left the country, Chaplin received a telegram saying that he would not be
allowed back unless he submitted to other examinations. At that moment Charlie
realized he would never want to come back to the States again (Chaplin, 1989).

After spending some time presenting Limelight in England the Chaplin family
decided to settle and continue living a calm life. As Robinson (2013) describes,
Charlie decided for Switzerland and bought a house in a small village called Corsi-
er. Already living in Europe, Chaplin produced his last film. The King of New York,
dated to 1957, was not only Chaplin’s last film, but also it was the last film for Unit-
ed Artists, which broke down subsequently (Chaplin, 1989). The following twenty
years in the friendly environment of Corsier let Chaplin live life at its best. Robinson
(2013) states, that Chaplin wrote, among others a biographical book nhamed My
Autobiography, which was later completed by My Life in Pictures. Even though
Charles Spencer Chaplin died December 25, 1977, the unique and unrepeatable
sense of humour of his characters is still present in his masterpiece.

2. Research

The main goal of the research was to examine chosen sources regarding the mile-
stones in Charlie Chaplin’s life. Two research questions were created in order to
investigate our issue:

1. What were the steps in Chaplin’s career that made him so influential in the
cinematographic industry?
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2. How did the American society view Chaplin in his work?

The first research question dealt with Chaplin’s whole film production. The au-
thor analyzed and compared various sources regarding Chaplin’s filming years
and specified them to great detail. Moreover, the issue allowed us get a deep-
er insight into the happenings and reasons for Chaplin becoming so influential in
the cinematographic industry, which was also depicted in the paper. The second
research question opted for an overview over Chaplin’s work - his reasons and in-
spirations regarding the American audience. A comparative analysis was selected
as a method of investigation and its main goal was to compare the given sources in
order to gain as many useful data and standpoints on the given topic, as possible.
The sources used in the research were various. The main, primary sources were
both Chaplin’s biography and autobiography. According to the information found in
those we searched various different books dealing with the given topic, using them
as secondary sources. Magazines and newspapers covering the topic were used
as tertiary sources. Lastly, it is important to mention that films and videos found
online were used as well, but only as indirect sources, which helped us in a better
understanding of the given topic.

3. The Tramp

The Tramp, or The Little Fellow as Chaplin himself referred to it, is the comic char-
acter designed by Charlie Chaplin in the early 1910’s. The unique appearance and
the extraordinary characteristics of The Tramp are kept throughout Chaplin’s entire
career and are visible in almost every film that he stars in. The Tramp has become
a worldwide known icon and the most favourite comic character of the American
audience (Chaplin, 1989).

Origins

In 1914, working for Mack Sennett at Keystone, Charlie Chaplin’s character The
Tramp was born. It was on a rainy morning of filming Mabel's Strange Predicament,
as Robinson (2013) explains, when the young actor was asked to make up a funny
costume for some gags. Walking to the locker room Charlie did not know what his
boss exactly wanted from him, so he let himself be guided by his inner creativity.
Due to the fact that the Keystone films were produced without having any plot the
funny mask could be made out of anything (Chaplin, 1989).

As he walked in, the idea of a costume full of contrasts came to his mind. Charlie
borrowed his colleague’s Fatty Arbuckle’s large trousers and another colleague’s
tiny jacket. The character was not ready, though. Charlie put on size fourteen
shoes, too big for him, which belonged to Ford Sterling and were lying nearby.
Then he completed his oultfit by a little hat and a cane. It seemed that the costume
was ready, but remembering his boss’s words (that he had imagined Charlie to be
older when they first met) Charlie decided to add a moustache. Owing to the fact
that he trimmed it to the size of a toothbrush he looked older but did not lose his
specific face expression. The outfit was then ready to be shown (Robinson, 2013).
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Even though Charlie did not know what attributes his character should have had
at first, the longer he wore the clothes the clearer his vision was. Chaplin himself
states: “The moment | was dressed, the clothes and the make-up made me feel
the person he was. | began to know him, and by the time | walked on to the sta-
ge he was fully born” (Chaplin, 1989, p. 109). Charlie Chaplin walked out of the
locker room in his funny costume and headed direcitly to the camera. Making funny
moves, hopping around and stumbling in the most ridiculous ways he attracted the
interest of all the people in the atelier. At that moment, when all the crew was laugh-
ing heavily, he realized he had done a good job (Chaplin, 1989).

Characteristics

Mellen (2006) characterizes the Tramp as a unique little man walking strangely as a
duck with his toes pointing out. As visible in his films, his movements are funny, yet
unlucky sometimes and full of stumbling. His appearance on the stage is marked
by hopping around with a cane in his hand and a hat which is rose in the most ridic-
ulous situations. The make-up on his eyes makes his face emphasized and the little
moustache above his lips gives him a specific look. His expressive mimic is clear
and well visible to the audience. Gimbling and smirking are characteristic features
of his well known face expressions (Robinson, 2013).

Taking a closer look at his personality, the Tramp can be considered a kind-
hearted man with vibrant qualities. He is a many-sided character. As Chaplin (1989)
describes, he can be a musician, a poet, a farmer or a lonely gentleman not afraid
to steal a candy from a child or kick a woman in the rear in his greatest anger. His
childlike behaviour often gets him to troubles, but his clever, yet sometimes ridicu-
lous problem solving abilities always help him come out unscathed.

The Tramp gets chased very often. Many times it is him who fools the people
around, but many times it is the unlucky situations in everyday life that get him into
troubles. The whole being of the Tramp is based on the social inequality of this
world and the everyday struggles in our lives (Mellen, 2006). And as it comes to
love, Chaplin (1989) admits that falling in love with the most beautiful girl around
is also a characteristic feature of the Tramp. He is always decided to win the girl’'s
heart and in most of the times he also succeeds in it.

Inspiration

There are various opinions on what exactly inspired Charlie Chaplin in creating
the funniest character of all times. Although he himself does not refer to it very
much in his autobiography, yet the various biographers and researchers studying
his art have done quite a deep analysis, so many traces can be found. Robinson
(2013), for instance, indicates that it could be his mother Hannah in the first place,
who used to perform pantomime and comic situations to her little sons while living
in their tiny flat in London. He further considers the theatre actor Bransby Wil-
liams, whom Charlie met while touring with the Eight Lancashire Lads, to be one of
Chaplin’s inspirations for the Tramp. The reason is that the young Chaplin studied
Williams to detail and imitated him with great success among the audience of his
friends. Marceline, another actor met in the times of Chaplin’s childhood, made
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a strong impression on the young boy, too. Similarly as with Bransby Williams,
Chaplin studied and observed Marceline to a great extent. Possibly the observation
made him transfer some of Marceline’s characteristic features into the Tramp. It is
also important to mention William Gillette, Dan Leno and H. A. Saintsbury, to whom
Chaplin himself referred with great admiration in his autobiography. According to
the facts stated above it can be concluded that the times of Chaplin’s youth in the
theatres of England inspired him to a great deal (Robinson, 2013).

On the other hand, however, other authors specify Chaplin’s inspirations from
a slightly different point of view. According to Broz (1964), the main influence in
building up the Tramp’s character was set deeply inside Chaplin and was rather un-
conscious than conscious in nature. It can be stated that the Tramp comes directly
from the London streets as an outcast who has hardly what to eat. The society, for
this reason, does not help him out and leaves him struggle trough life. It is the mem-
ories on Chaplin’s unfortunate and sad childhood full of shame and hunger that
made him start looking at life critically. The unrighteous and discriminating society
is beautifully and precisely transferred into the Tramp’s everyday life. The character,
as further explained, is getting into various conflicts due to his natural human need
to survive. It clearly depicts the hard times of Chaplin’s childhood. Charlie Chaplin
undoubtedly expresses his aversion to the social inequality and its unfriendly char-
acter trough the Tramp (Broz, 1964).

As a result of the sources explained above, it must be made clear that the two
viewpoints do not exclude one another, rather work as complements. For this rea-
son it can be stated that the character of the Tramp was inspired by both conscious
and unconscious streams of thoughts. Both Chaplin’s problems in his early life and
the actors in the theatre with his mother in the first place seem to have influenced
Chaplin equally in forming his unique and inimitable character.

The Society and the Tramp in His Early Days

Although there were times when Charlie Chaplin and his films were banned in the
USA, it is of high importance to point to the Tramp’s early days and his enormous
success within the American audience. Robinson (2013) states that the extraordi-
nary adoration by the public resulted from the fact that the Chaplin films were pro-
duced for the everyday people, who liked to see the high positioned ones fooled
or ‘kicked in their bottoms’. Broz (1964), approving the above stated, adds that
expressing the everyday struggles in the Tramp’s life got the character closer to his
audience and won the hearts of millions of people within a few weeks.

Chaplin (1989) himself referred to the massive crowds waiting anywhere he
went as to pleasing, yet shocking at times. He states that the quickness with which
the Tramp made him famous was paralyzing and it took him years to get used to it. It
is also important to mention the Chaplin imitators. As Suchy (1989) explains, there
were many of them desiring to reach the original Tramp’s fame, yet, obviously they
were not so successful. Furthermore he adds that Chaplin also adjourned some of
them, but soon there were so many imitators that it became pointless.

Charlie Chaplin appeared in the newspaper on a daily basis. The Daily Gate City
(1915), for instance described the Tramp as to perform the greatest pantomime of
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all times. Another newspaper, the Arizona Republican (1918) described the Chap-
lin films to be unique and inimitable and referred to Chaplin as to be the funniest
man in the whole world. The above stated facts are approved by Robinson (2013)
as well, who describes an appeal that appeared in Photoplay News magazine in
1917. According to the article in the magazine many cinemas stated that they had
to secure the bolts in the seats because the audience had laughed so heavily that
they made the seats loosen. Seeing and imitating the Tramp was not enough to the
audience, though. The Day Book (1916) reported not only Chaplin toys, figures,
hats and canes being on the market, but also a newly developed dance - the walk
waltz, which was inspired by the Tramp himself.

As a conclusion to the above stated, it can be said that the early days of the
Tramp were full of admiration by the American audience. The funny character not
only won the hearts of the public by being entertaining, he also mediated a mes-
sage of the current state of the society. Apparently the two together created the
unique Tramp whom the American society loved so much.

4. The Silent Film Era

The silent film era of Charlie Chaplin’s life dates back from 1914 and the creation of
his character Tramp until the year of 1936, when his last silent film, Modern Times
was produced. The period of the twenty-two years in silent film business brought
Chaplin enormous success and fame and made him the greatest comedian of all
times. Altogether he worked for five comedian film making companies during that
time span and appeared in seventy-three silent films. Sixty out of these were direct-
ed and produced by Chaplin himself. All the Chaplin films held special and unique
features and carried exceptional characteristics that made all of them become un-
forgettable and loved within the American audience (Chaplin, 1989).

Characteristics

As any other films in the cinematographic industry have their distinctive features,
so did the Charlie Chaplin films have their own characteristics. It is important to
mention that the Chaplin films varied to a small extent, depending on which film pro-
ducing company he worked for. Yet, despite that fact some major characteristics of
his films can be drawn (Suchy, 1989). Almost all the Chaplin films (except for one
drama, which is mentioned below) were comedies. But they were not only comic;
they represented a well rethought burlesque on the society. The Chaplin films were
among the first to depict high society members, such as government members or
millionaires, to be fooled in front of the public (Robinson, 2013).

Another feature, as Broz (1964) explains, was the beautifully expressive panto-
mime, with which Chaplin acted. It was so meaningful and expressive that many
times the audience was able to capture even Chaplin’s thoughts trough the cam-
era. The setting of the films and the number of the actors varied. However, the main
topic of the films remained unchanged. It was the main character, the Tramp, who
constantly got into troubles. Wherever he appeared he accidentally met someone,
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whom he managed to fool either willingly or unwillingly. A beautiful woman, who
appeared in every single Chaplin film, also became one the distinctive features of
the Chaplin comedies (Robinson, 2013).

The formerly depicted main character, the Tramp, was however the most impor-
tant and influential in the Chaplin films. Even though he did not appear in every film
that Charlie produced, his great sense of humour accompanied Chaplin through-
out his entire career. His unique appearance and expressive mimic became world-
wide known within a few months and marked the strongest characteristics of the
Chaplin films (Chaplin, 1989).

Keystone Films

Charles Chaplin entered the Keystone film producing company’s atelier in 1914 as
an unknown actor for the American public. He stayed with the company for a whole
year and acted in thirty-six Keystone films. Twenty-four out of those were produced
and directed by him. The period of time working for Keystone not only started to
make Chaplin well known among the American audience, it also made him the
public’s favourite comedian within a few months (Chaplin, 1989).

One of the characteristic features of the Keystone films, as Broz (1964) explains,
was the fact that they were filmed mainly without any preparation. It can be stated,
for this reason, that all the Keystone films were completely improvised. He further
adds that the harsh and masculine type humour, which all the films contained, was
also one of the distinctive features of the Keystone productions.

It can be further added that the main characters and sources of humour were
men, whilst women were present only as a decorative feature in the films. Moreo-
ver, being chased by someone, mostly by the well known Keystone cops (whom
the audience appreciated very much), was also an inseparable part of the Key-
stone films (Robinson, 2013).

Essanay Films

In 1915 Charles Chaplin signed a contract with the Essanay film making company
and started producing films straight off. Within the year that he worked for the com-
pany he produced fifteen films and succeeded with all of them (Chaplin, 1989).
Compared to the Keystone films it is well visible that the number of the films pro-
duced was cut to less than a half. The reason was that Chaplin decided to make his
films better designed and executed. Moreover, unlike in the previous productions,
where comic incidents were popular, the Essanay films relied rather on well pre-
pared funny situations (Robinson, 2013). The filming time was prolonged. As Broz
(1964) states, the result of the longer filming was clearly seen in the quality of the
Chaplin films, which was increased.

The new Chaplin films not only received extra quality and took a longer time to
be produced; they were also enriched by some more specific features. One of
these features was the female character. The woman in these films obtained more
attention. It is necessary to state, however, that the male character still possessed
the most significant roles in the films. The films, furthermore, were full of love. The
love story, or winning the heart of a beautiful woman, became a characteristic fea-
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ture of the Chaplin films. Last, but not least, it is important to mention that Chaplin
produced his films to be clear and dramatic with a great laughter coming at their
end (Robinson, 2013).

Mutual Films

When Chaplin’s contract with the Essanay ended, he started filming for the Mu-
tual film making corporation. He worked for the company for two years, since the
beginning of 1916 till the end of 1917, and during that time he produced in total
twelve films (Chaplin, 1989). One of the major changes compared to his previous
contracts was that Chaplin asked for artistic independence, which meant to have
complete control over all the films he produced. Mutual agreed with it and Chaplin
thereafter started producing films from a slightly different viewpoint. Due to this ar-
tistic freedom Charlie Chaplin experienced the happiest working years in his entire
life (Chaplin, 1989).

The artistic independence brought, however, many changes to the Chaplin
films. Homosexuality, for example, unseen by that time, appeared in more Mutual
films. Another new characteristic, which made the Mutual films even more interest-
ing, was the appearance of comic transpositions. In these Chaplin disappeared
and reappeared in the most unimaginable ways (Robinson, 2013).

There were, however, other new elements that appeared in the Chaplin films
while working for Mutual, as well. It was the increasing critical view on life that he
started presenting in his films to a great extent. He openly expressed his aversion
to the social injustice and so did his films. Even though the funny situations still re-
mained the same, Chaplin started expressing deeper thoughts by them. Moreover,
he started adding memories from his early life, which made his work even more
valuable (Broz, 1964).

First National Films

At the end of 1917 Charlie Chaplin started working for the film producing compa-
ny First National. The cooperation between him and the corporation, as Chaplin
(1989) explains, lasted for five years and through this time he produced nine films.
Chaplin’s filming style had completely evolved by that time. All he had to do was
to make up some new plots for his stories. Some minor innovations that he took,
however, still remain to be explained. It was exactly a First National Film, A Dog’s
Life, when Chaplin introduced a new kind of a companion, a dog, for the first time.
Another curiosity of the First National productions was the fact that Chaplin hired a
child actor for the first time in his life in 1920, for his film Kid. Both of the films had
great success within the American audience (Robinson, 2013).

United Artists Films

In the year of 1923 Charles Chaplin started working for United Artists, a company,
which he founded together with his three friends Mary Pickford, Douglas Fairbanks
and D.W. Giriffith. United Artists functioned till 1957 and Chaplin stayed with the
company till its last days. Altogether he produced nine films for this corporation,
five of which were silent (Chaplin, 1989).
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The typical features of the Chaplin films accompanied his works throughout his
entire career. Producing for United Artists, however, gave Charlie even more in-
ventive freedom than his previous employer companies. This resulted in fulfilling
Chaplin’s long-standing desire to produce a dramatic film. Consequently, in 1923,
his first film for the United Artists and also his one and only dramatic motion picture,
A Woman of Paris, was born (Broz, 1964).

Inspiration

The inspirations for the sixty-six silent films that Chaplin produced trough the twen-
ty-two years of his career were various. As Broz (1964) claims, the most of them
were inspired by Chaplin’'s memories from his early life. He also shows some con-
nection between some of the early Chaplin films and the former theatre life which
Chaplin led. These were for example the Mutual films One A.M. or Easy Street.

Besides the inspiration from his early life memories there were other sources
for it, as well. As Robinson (2013) states, the society itself also inspired Chaplin
to a great extent. Taking a closer look at his film Immigrant, produced for Mutual,
it can be stated that depicting the hard times of the ordinary people and the way
how they were treated by the government members became a very popular topic
for the Chaplin films.

The existing issues and political occurrences also inspired Charlie for some of
his silent films. As written in his autobiography, although there were some risks and
fears of producing a motion picture with the theme of war, he did not let himself
be discouraged and filmed his first film about war, Shoulder Arms, a First National
production (Chaplin, 1989).

Moreover, the everyday lives of the ordinary people gave Chaplin inspiration,
too. As Robinson (2013) explains, many times the gags and comic situations came
to Charlie’s mind just by observing the people around.

It can be assumed, for this reason, that the biggest influence on Chaplin’s film
production was both his personal life and the lives of the ordinarily living people.
Caricaturizing generally boring things was not considered being the only main goal
of his work; it was also the determination to make his audience laugh (Chaplin,
1989).

Society’s Response to the Silent Films

The American audience fell for the Chaplin films already in the very beginning of
his career. As written in his autobiography, the quick tempo with which Chaplin’s
films won the hearts of millions of people was sudden, unexpected and somewhat
shocking also for the Tramp himself. The long queues of people waiting in front of
the American cinemas every day was only one of the signs of Charlie’s success
(Chaplin, 1989).

Another sign was his daily appearance in the local newspapers and magazines.
The Honolulu Star-Bulletin (1916) for example named Chaplin to be the funniest
man in the world. It also pointed out to the enormous numbers of fans that the
Chaplin films got. Another article, among others, also named Charlie to be the
funniest comedian of all times. Moreover it described the warmth with which his
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fans welcomed his new film A Dog’s Life saying: “He was given a royal welcome
yesterday by long lines of fans” (Seattle Star, 1918, p.5).

The public’s adoration was obvious not only from the cinema tickets sold for
each of Chaplin’s films, but also from the numerous fan letters he received. At the
beginnings he and his brother Sydney tried to answer them all, but in a short period
of time the numbers of letters received multiplied to such an amount that it became
impossible to keep up with them (Chaplin, 1989).

The American audience became so obsessed with Chaplin and his funny char-
acter that it was usual to meet doublers dressed in Tramp-like clothes every day.
Moreover, the local shops got filled with Chaplin toys, figures, hats and canes,
which became very popular among little children. According to the above stated
facts it can be assumed that the American audience had a very positive relationship
to Charlie Chaplin and his silent films (Robinson, 2013).

5. The Voiced Film Era

The epoch of voiced films covers seventeen years of Charlie Chaplin’s life and
dates back from 1940 till 1957. The period of the voiced film era brought Chaplin
many difficulties on one side, but even greater possibilities to express his views
on the other one. Despite the fact that Chaplin produced only five films during that
time, they presented strong ideas and were guided by unusual events, therefore
some of them are necessary to be described individually (Robinson, 2013).

Characteristics

Chaplin’s artistic freedom brought endless possibilities to his production. The big-
gest benefit of that state was not being obliged to discuss the topics and the mes-
sages of his forthcoming films with anyone from the cinematographic industry. As a
result he was able to make films of any kinds with any themes, depending only on
his own set limitations (Chaplin, 1989).

Even though Chaplin considered voiced films unnecessary and disturbing at
first, he soon realized that a talking picture had the abilities to present even deeper
ideas and thoughts than a silent film. This motivated him to the production of new
films, where he could express his critical view on life and his unhappiness with the
society to a greater extent than ever before (Broz, 1964). Unfortunately, Charlie’s
popularity within the American audience had decreased significantly by that time
and his voiced films did not win the hearts of the wide public, as he would formerly
had expected. And although none of his voiced films was loss making, as Suchy
(1989) explains, it is necessary to mention that all of them had to face negative crit-
icism for many years. The reason for this, as he claims, was the fact that although
Chaplin as the greatest pantomime artist of all times could finally cope with the
traps of the voiced film quite well, he still despised it and remained afraid of it to a
great deal. Broz (1964), on the other hand, had a completely different viewpoint on
this issue. He believed that Chaplin knew exactly, what the advantages of a voiced
film were, and he also made use of them very well. He further claimed that the
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negative criticism that Chaplin’s films received resulted purely from their content,
as mostly the ideology which they held was subverting the image of the perfect
American society.

It was exactly the depicting of the imperfect society, which became one of the
main characteristics of Chaplin’s voiced films. Another feature, already known and
unchanged, was the fact that all of the films were comedies. The Tramp, however,
was replaced by a more mature character, which was needed due to the progres-
sive age of Chaplin himself (Robinson, 2013).

Inspiration

Taking a closer look at some of Chaplin’s voiced films, it is clear that one of the
main inspirations for them was the current political situation in the world and Chap-
lin'’s personal disapproval to it. By his films he tried not only to show how unsatisfied
he was with the way that people lived, but he also pointed to the wrong steps that
the government was making. His critical view on life was presented stronger than
ever before and his aversion towards the social injustice was depicted openly, as
well. Not only was Chaplin inspired by the tragic current happenings in the world,
but he also expressed his unhappiness with the moral come-down of the society
(Broz, 1964).

The topic of his early life was also present in his later production. The memo-
ries on the London streets of Chaplin’s childhood, as Robinson (2013) explains,
became an excellent inspiration for one of his voiced films. Being motivated by the
city itself was not all, though. The memories of his early life led Chaplin to his father,
Charles Chaplin senior, who consequently became a muse in the Chaplin film, as
well. According to Suchy (1989) Chaplin was not only inspired by his early life, but
he was also motivated by the events that occurred in the last years of his stay in
the USA. His film, The King of New York, depicted all the burdens and grievances
which Chaplin had to face from the American government and he used the film as
a public reply to them.

According to the above mentioned facts it can be stated that Chaplin’s voiced
films, similarly to his silent productions, were inspired by various events and spheres
of life. His strong unhappiness with the social system, however, remained the most
influential issue in his production and was reflected in a number of the films from
Chaplin’s voiced production.

The Great Dictator

This film is consildered to be the greatest phenomenon of all the Chaplin’s work.
The reason for this, as Robinson (2013) states, is not only the fact that it was Chap-
lin’s first motion picture with a real dialogue, but also the reality that it was the first
film with an antifascist theme, which was produced in Hollywood.

Although Chaplin was clear with the fact that the American cinematography was
not interested in films with political filling, his old desire to produce a satire on a
dictator was revived when Adolf Hitler, the German politician, came into power.
Chaplin openly expressed his antifascist ideology and was determined to produce
a comedy which would make fun of the dictator. The reason for this, as written
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in his autobiography, was that Charlie believed that all what Hitler was doing was
wrong and wanted to show the world that by irony, which he considered to be the
greatest weapon of all, he could make the world turn up against fascism as such
(Chaplin, 1989).

The production of the film took almost two years and during that time Chaplin
had to face many difficulties with the American government, which acted against
him for not being an American citizen. Even though the filming itself was finished
by 1940, it took another year until the authority allowed The Great Dictator to be
performed in the cinemas. The only reason for doing so was the attack of Japan on
Pearl Harbor, which made the USA enter WWII (Robinson, 2013).

This motion picture was not only a simple satiric comedy on Adolf Hitler, but it
also held deep political and social ideologies. Broz (1964) explains that by the film
Chaplin stated his strong antifascist standpoints and expressed his true beliefs in
the democracy. Moreover, in his final speech, as it is known by the wide public, he
called out to all the humanity to unite by explaining that all the people are created
equal and the power resides in them all:

“Soldiers! Don’t give yourselves to brutes - men who despise you - enslave
you - who regiment your lives - tell you what to do - what to think or what to feel!
Who drill you - diet you - treat you like cattle, use you as cannon fodder. Don’t
give yourselves to these unnatural men - machine men with machine minds
and machine hearts! You are not machines! You are men! You have the love of
humanity in your hearts! [...] The Kingdom of God is within man - not one man
nor a group of men, but in all men! In you! You, the people have the power - the
power to create happiness! You, the people, have the power to make this life
free and beautiful - to make this life a wonderful adventure. Then - in the name
of democracy, let us use that power - let us all unite” (Chaplin, 1989, p. 296).

Releasing The Great Dictator caused Charlie many difficulties with the American
government. It is necessary to mention that Hitler, after viewing the film, had Chap-
lin declared to be a communist, which was then exploited by the American press.
Consequently, Chaplin was accused of acting in an anti-American way and soon he
was forced to face the accusations on legal proceedings (Suchy, 1989). Despite all
the difficulties Charlie Chaplin had with the film not only before, but also even after
the release, The Great Dictator had enormous success within the wide public. The
fact that Chaplin managed to create and group so deep ideologies with the simple
and comic Tramp (who also appeared in the film as one of the main characters) in
one motion picture, made the film become a real masterpiece (Robinson, 2013).

Monsieur Verdoux
This film was Charlie Chaplin’s second voiced motion picture. lts production lasted
for almost two years and the film was presented in 1947. Even though the main
character Monsieur Verdoux, a mass killer, had to face strong criticism and cen-
sorship at its beginnings, the final rearranged version of the film was approved and
allowed to be played at the American cinemas (Chaplin, 1989).

Seeking for inspiration Chaplin looked deeply into the roots of the American
society and decided to reveal its secretly kept faces. He, as Broz (1964) explains,
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pointed to the failures and limitations present in the society and expressed his deep
disapproval towards them. He also stood up against the befooling of the people
by the cinematographic industry. Moreover, Chaplin pointed to the extreme social
injustice in the USA and the decreasing moral value of the people. Topics like the
Stock Market Crash and the Great Depression therefore also appeared in the film
(Robinson, 2013).

The most important idea of Monsieur Verdoux, however, was Chaplin’s aversion
towards wars. Both Broz (1964) and Robinson (2013) agree that Chaplin stated
by the film that those who are encouraging and provoking wars are equal to mur-
derers and he blamed the American government of encouraging mass killing in
order to restore peace in the world. “For being a mass murderer, does the world
not encourage it? Is it not building weapons of mass destruction for the sole
purpose of mass Killing? Has it not blown unsuspecting women and children to
pieces, and done it very scientifically? As a mass Killer, | am an amateur in com-
parison...” (Robinson, 2013, p. 575). Unfortunately, the reactions of the American
audience to the film were not pleasing at all. According to Suchy (1989) the deep
ideology which the film held was either not understood by the wide public or was
rejected on purpose.

By showing America’s true face Charlie Chaplin subverted the image of the per-
fect society, to which the plain people were not prepared. As a result, the whole
film was abandoned by the public and Charlie Chaplin lost the support of a whole
nation within a few weeks (Chaplin, 1989).

Limelight

After the unpopular Monsieur Verdoux Chaplin was unsure whether to produce
another film, so he decided to re-announce a twenty-year old film City Lights to see
the public’s reactions. The re-announcement was successful and Chaplin, gaining
back his lost security, started the production of Limelight, his third voiced film,
which was introduced in 1957 for the first time (Chaplin, 1989).

The inspiration for the film can be found in Victorian London and Chaplin’s early
life. He not only added his personal life experiences from the London cabarets
and music-halls to the film, but he also depicted his father's life in it (Broz, 1964).
By the time of producing Limelight the government’s relationship towards Chaplin
worsened by a great deal. The Federal Bureau of Investigation started a process
against Chaplin for acting in an anti-American way and declared him to be the most
dangerous and most unwanted man in the cinematographic industry. As a conse-
quence, they tried to ban him from producing any other films on the ground of the
USA (Broz, 1964).

Even though the film itself was produced in the USA, the unpleasant situation
around Chaplin did not allow him to risk any other failures, and so it is understand-
able that he decided to introduce Limelight in Europe first. That decision turned
out to be a good one, as the film had enormous success within all the European
cinemas. Many of the European newspapers referred to Limelight as to be Chap-
lin's greatest life work (Robinson, 2013).



69 | Klaudia Paulikova

The situation in the USA and its attitude towards the film was, however, very
unpleasant for Charlie. Due to the fact that he had become a persona non grata
by that time, the film was completely censored and banned for more than twenty
years. But when in 1972 Limelight was finally allowed to be played in the American
cinemas, it garnered enormous success and Charlie retrieved the well-deserved
admiration of the American public. In addition to it all he soon received an Oscar
for the best original screenplay in the film, which he was given by massive standing
ovations of the present audience (Chaplin, 1989)

Society’s Response to the Voiced Films

The attitude of the American audience towards the five voiced films, which Charlie
Chaplin produced, can be simply described as unstable. Although Chaplin had
been the favourite comedian of all the American society, his problems with the
authorities and his increasingly critical view on life shown in his films made the wide
public lose their admiration for him for more than twenty years (Chaplin, 1989).

Although his first voiced motion picture, The Great Dictator, was successful
among the American audience, his next one, Monsieur Verdoux was not so for-
tune- favoured. Robinson (2013) claims that the main reason for this was the con-
troversial topic of the film, which depicted the society as to be spoiled and morally
declined. Therefore, as he states, the wide public rejected the film and conse-
quently estranged from the artist.

Broz (1964) on the other hand states that the main reason for the film’s dislike
was set rather in the issues happening around Chaplin’s personal life and its con-
nection to the government. He claims that the accusations and numerous legal pro-
ceedings in Chaplin’s life contributed to his comedown by a great deal. Moreover,
the press, as he explains, was completely against Chaplin and played an important
role in affecting the wide public.

Comparing the two sources described above, it is necessary to be stated that
both circumstances had noticeable influence on the forming of the negative atti-
tude of the audience to Chaplin, therefore none of them can be considered more
important than the other. Moreover, it can be assumed that criticizing the society
had a great influence on the government to start acting against Chaplin and vice
versa. As a conclusion, it can be stated that the two conditions were present con-
tinually, initiated one another and were interdependent.

The fact that he became a persona non grata for more than twenty years in the
USA caused the complete estrangement of the American audience from Charlie
Chaplin. Due to the fact that the Chaplin films were not played in the American
cinemas, the American society's attitude towards him can be therefore considered
to be negative and rejecting (Broz, 1964).
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Conclusion

Charlie Chaplin was undoubtedly an influential part of the American cinematogra-
phy. Based on the information depicted in the paper, the most significant step in
Chaplin’s career must have been the creation of the funniest character in the world
- the Tramp. This statement is proved by many of the authors used as sources in
the work, such as Robinson (2013) or Broz (1964). The Chaplin films were another
very important step for him in gaining enormous influence and fame. Robinson
(2013), for instance, supports this by explaining the Chaplin films having been
produced for ordinary people, which caused huge adoration by the public. The
study also tells that the specific characteristic features of the Chaplin films and their
humour also became an important part of Chaplin’s increasing fame. As written
by Chaplin (1989) himself, his films became loved and unforgettable among the
American audience. Lastly, from the standpoint of Chaplin (1989) himself, it can
be seen that the increasing artistic freedom which he received, also enhanced his
worldwide popularity.

From the standpoint of Robinson (2013), who considered the depicting of the
lives of ordinary people as a source of inspiration for Chaplin, we could see that
the society members and their everyday lives made a great influence on the artist.
Moreover, the personal disapproval of the political system and his critical view on
life and the social injustice also influenced Chaplin to a great deal. Broz (1964)
proved this by describing how unsatisfied Chaplin was with the way of living of the
people, which he openly expressed by his films. From Chaplin (1989) it can be
seen that not only did the political system work as an influence on Charlie in his
production, but also the unpleasant political occurrences, such as wars. For that
reason it can be assumed that the political happenings in the society also impacted
Chaplin’s production to a great deal.

As it is declared by many of the authors in this work, the first years of Chaplin’s
career can be stated to be extremely successful and popular. Chaplin (1989) him-
self, for example, referred to the enormous amounts of people waiting to get tickets
for his everyday films, as a sign for his popularity. Another sign was approved by
The Day Book (1916), in which the selling of various Chaplin things (from Chaplin
toys to canes and hats) was described. According to the above stated, it can be
assumed that the first years of Chaplin’s career were very successful and as a
result the American audience adored him. From the results of the later analysis,
the conclusion of Chaplin’s popularity decrease after a few years can be drawn. As
we cite Robinson (2013), it can be seen that the public rejected some of Chaplin’s
later films due to their controversial content. Moreover, as Broz (1964) claimed, the
difficulties in the personal life of Charlie Chaplin concerning the government and
his later proclaiming to be a persona non grata in the USA, can be also stated as
a negative influence on the perception of the wide public. Therefore we can see
the American audience leaning towards Charlie Chaplin in his later years rather in
a negative than positive in nature.
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Abstract

The civic values of a 21s' century man, the acquisition of the traditions and symbols
of his own national culture are changing. The sustainability of the process of national
enculturation and the significant impact exerted by the media pose serious challenges
for the leaders of states, the creators of school systems and methodologies, as well
as the representatives of arts. One of the most effective and dominant actors in en-
culturation can be the state, which maintains the institutions shaping their methodol-
ogy, gives direction for and often specifies the content through funding, and provides
public law definitions of the symbols that can be decisive for citizens in this process
of enculturation. The younger generation’s openness for cultural traditions and their
historical memory are of particular interest here. The concept of enculturation was in-
troduced by M. J. Herskovits (1962). Enculturation is a most comprehensive learning
process. This means the acquisition of basic skills, which are indispensable for all hu-
man beings. These skills are gained through the help provided by the institutions and
forms of activity established by the society and through education. To continue this
idea, these skills are indispensable in the Hungarian society, where they are gained
through the help of the institutions and forms of activity established by the society,
such as language, religion, technology, art, sport, and through education. Education
is the most important means of reproducing the culture of a society in the individual
and passing it on to each generation. My study was designed to briefly represent the
results of a micro-survey, which paved the way for a collection of nation-wide data.
| collected the presented research data during a small sample survey to prepare a
questionnaire (pending) to gain a deeper understanding of the national memory of
university students. The form of the study is a research paper. It reflects a state at
a given point of the research, commenting on the relevant findings of literature, and
raising new dilemmas in a changing youth scenario, which | would like to analyse in
their deeper patterns later.
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1. Introduction

The last twenty years have seen intense civilizational changes. The phenomena
of globalization and globalism have now become more pronounced (Beck 2005;
Beck 2008; Jancsak 2016). Cultural and educational processes have undergone
significant changes. The social institutions of socio-cultural regions and the sys-
tems of the nation-state cannot keep up with the developing global mechanisms
(Bogar 2006; Harcsa 2021). Education is the most important means for a society
to reproduce its culture in the individual (Pusztai 2020; Kozma 2022) and to pass it
on through the generations. “The instability and uncertainty caused by the crisis of
commonly agreed norms and social values is characteristic of our times. Economic
and political crises, new migratory flows, the rise of political populism and techno-
logical changes have created new vulnerabilities for children and young people.
There are for example the crises of the values of freedom, solidarity, empathy,
autonomy, responsibility, i.e. the crises of universal humanist values, as well as the
exposure to the manipulations of the post-truth era, i.e. the fear industry.” (Jancsak
2020b:1016).

The research, aiming at a deeper understanding of the phenomenon of na-
tional enculturation and its special features, highlights the specific points of the
individual's national culture and the effective institutions and state-coordinated
programmes aiming at its acquisition. It is stressed that it is not possible to live
a civilized life without culture. Therefore, the process of learning through which
one “grows into” culture is vital for human beings. Furthermore, it is necessary to
narrow down our scope of analysis by focusing on how individuals “grow into”, be-
come initiated into their own national culture, and where they can find their cultural
roots (Herskovits 1962).

“History is not just an invention of governments and academic institutions - it
is ubiquitous. We breathe it in with the air, it is in the view of our cities and land-
scapes. It is not just school which teaches us about it, but also our grandparents at
home, folktales, the television, public sculptures, war memorials, public buildings,
museums, and galleries” (Furtado 2014:79). The editor of History Today explores
the role of enculturation in people’s everyday lives in his book Histories of Nations
(2014). He claims that we are surrounded by stories, narratives, objects, and me-
mories in our everyday lives, through which we form opinions about our own na-
tions and others. These are the foundations on which we can build and from which
a shared national consciousness is constructed (Furtado 2014). In history, it is
often not how events happened that is interesting, but what and how we remem-
ber. History and national memory are shaped in the family (Jancsak 2020a), later
at school (Kaposi 2020; Kojanitz 2019, 2021), but mostly in the different groups
of society (Paszka 2007; Varga 2009; Gyani 2020), whose values and ways of
thinking are determined by the individual development of their members and their
identification with national values.
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Culture, in the Geertzian sense, refers to historically transmitted patterns of
meaning embodied in symbols. It is a system of inherited concepts expressed in
symbolic forms that people use to communicate with each other, perpetuate and
develop their knowledge of life. and attitudes (Geertz 1994).

Human culture can only exist in community. It is in communication and feedback
with others that cultural phenomena unfold and survive. The predominant medium
for the spread of culture today is by the creation of symbols, colours, shapes, and
visual meanings that directly affect the individual's subconscious. When a group
of individuals shape the quality of their memory, through secondary experiences
(social campaign or the mass media), they will establish a value order.

The scientific approach cannot leave out the conceptual system of collective
memory, as this is the basis on which all memory is built. It is important to stress,
however, that the human mind is only part of the memory, and that the medium, the
social situation and cultural symbols are just as important. These are the means
by which memory can be conceptualised. The importance of space is empha-
sised by Peter Burke when he says that it is images, as well as actions, rituals and
collective representations, that provide the means for the experience of the past
(Burke 1991). Our knowledge of history, beyond the transfer of lexical knowledge
in schools, is expanding ever more rapidly today - by the mediation of visual con-
tent in videos and films rather than family stories and conversations with friends.
Film art, for example, in its distillation of time and space, contributes to the imagi-
nation that sustains nation states (Cummins 2012).

There is a collective memory, but memory has a social framework, and our in-
dividual thinking can only remember if it is within the frame of reference of the
collective memory and becomes part of it. Most of our memories emerge when
we are reminded of them by our parents, friends, teachers or others (Halbwachs
2018). Jan Assmann extended the concept of collective memory by defining com-
municative and cultural memory within collective memory. By communicative mem-
ory, Assmann means memories that an individual shares with peers. An example is
generational memory. When the bearers of this memory die out, the next genera-
tion takes their place as the bearers of the knowledge passed on to them. But this
living memory fades over time. Communicative memory based on oral history can
be maintained for about three generations, after which it is replaced by tradition,
i.e. it merges into cultural memory (Assmann 2018).

Family or community history is rarely passed on today therefore it is replaced
by the reality conveyed by culture. This reality is accepted as authentic if people
can relate it to their situations and if they can override their community memory
without consequences. The development of traditions and rituals, as well as the
identification and regulation of places, elements and symbols of memory, is an
increasingly urgent and strategic issue for nation states. The government surveil-
lance, cultural and commemorative content and the tasks of institutions are closely
interdependent. Therefore, they must be examined together. Knowledge of nation-
al culture and traditions is an essential condition for the survival of a nation state. In
the last decade, Hungarian governments have set up a number of institutions and
programmes to perpetuate national themes and explore all the details of history.
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However, it is only in the last few years that these institutions have begun to open
up to young people. They offer content based on scientific research, but this often
appears an overly professional framework (‘adult thinking’, ‘adult language’) and
through communication channels not used by young people. Furthermore, govern-
ment communication often places the form and ritual of remembrance in a political
narrative. It may provide concepts that prevent the active involvement of the young-
er generation in the process of acting and valuing national memory. It is true that,
alongside the memory policies of national governments, global media players have
opened up new channels of communication, especially in recent years. In those
years historical events were presented in a professional way (accessible to young
people). However, the identities conveyed are sometimes conceptual, detached
from historical reality, but at the same time embedded in youthful, human and en-
joyable stories (which emphasise entertainment and increase media consumption).
Their impact is growing and their popularity is increasing significantly, especially
among young people who are receptive to visual cognition.

2. Dilemmas emerging from the research and the data

The notion of identity is not a definition of completion or determination, as neither
the identity of an individual or a social group is a completed fact but is character-
ised by a type of determination which is changing, influenced by its history, experi-
ences and social environment (Pataki 2010). Not only people, but also states have
an identity, determined by their geographical location, demographics, geopolitical
position, history, culture (and many other factors) (Bende-Halasz 2014), and there-
fore we cannot ascertain a stable state, but can only examine it as a dynamically
evolving factor.

I will now describe my own research findings through which | would like to
demonstrate how young people’s current knowledge about and attitudes to this
topic can be presented: how they think about school commemorations, civic du-
ties, historical places, holidays, and their historical past. | used both qualitative and
quantitative methodologies in my research. The research was based on interviews
(18 in-depth interviews and 6 focus group interviews) and a questionnaire survey
of students (n=178). My research, presented here, is limited, including only a small
number of cases, and does not allow for strong claims due to the representative-
ness-related indicators. But it does allow for the formulation of research dilemmas
under “reasonable suspicion”. My aim in collecting the data was both to test my
questionnaire (which is my instrument of data collection for a large sample survey)
and to test, on the small sample, statements that can be made on the basis of the
results of national research on young people and that are described by researchers
with the following terms: 1. “faceless (?) generation” (Bauer-Szab¢ 2011); 2. “si-
lent generation” (Székely 2014); 3. “rationally rebellious students” (Szabo 2014);
4.”generation alienated from history” (Jancsak 2020b).

The development of traditions and rituals, the presentation of places and ele-
ments of memory, heroes and symbols that have a strong impact on national identi-
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ty, is one of the functions exercised by states. To what extent is this knowledge alive
in the collective memory of the young generation? In recent decades, the Hungari-
an government has established an increasing number of institutions, research cen-
tres and programmes to shape remembrance policy and national identity (Balatoni
2022). Can the institutional systems reach young people with their results? Can
they contribute to and shape the rituals present in education? In the following, |
shall present the answers provided by students in higher education in the first half
of 2020 with the help of the data of the research below.

The Hungarian youth survey of 2016 showed that young people in Hungary had
turned away from politics and lost their trust in democratic institutions (Székely-Sz-
abo 2016). The survey showed activities typical of young people, and their strong
desire to be included in national policies. We can read about the results of research
on the life of “rationally rebellious students” (Szabo 2014) or the “new silent gen-
eration” (Szekely 2014), a question posed by Nagy and Fekete (Will the new silent
generation speak up?, 2020) also asked by Szab6 and Oross (Silent or Rebel-
lious?, 2017), as well as Bauer and Szabo6 who raised a dilemma (Faceless [?] gen-
eration, 2011) -namely that it was difficult to record the elusive rapidly changing
youth scenario, or its adaptation to the changes of the social environment (Somlai
1997: 2011; Jancsak 2013; Székely 2020). There was a demand for “a stronger
lens or a new camera” (Chisholm 2006), or a need for innovative methodological
renewal in the tools of research. The international thematic field of youth studies
has already been in the process of shaping new youth paradigms and conceptual
responses for two decades (see Jancsak 2011). From my data, it seems as if the
silent generation is speaking.

Our micro-survey data shows that 81% of university students consider them-
selves to be reasonably informed on public policy issues, while young people who
consider themselves to be very informed make up one tenth of this group. In the
sample, not only the perceptions of awareness, but also their interest in Hungarian
politics, differ from previously published results (although here | present the results
of a micro-survey). A “reasonable suspicion” can be used as a starting point of
my larger sample of higher education students, according to which the snapshot
taken in 2021 shows a world of young people actively shaped in public questions,
this youth is much more than the generation of “silent” and “rationally rebellious”
young people. Respondents who are ‘not at all interested’ and ‘rather not interest-
ed’ in Hungarian politics make up one fifth of the sample. An explanation for the
different opinions may be provided by the internal pattern of the sample of higher
education students, the gender distribution of respondents (women make up more
than two thirds of the sample) and the deviation from the typical responses by type
of residence (Budapest 36%, county capital11.8%, city 32%, village/town 22.5%),
as young people from the capital are over-represented in the sample. Female stu-
dents are also over-represented in the sample. This group is identified by youth
surveys as less active in matters of public interest. Our data, however, shows the
opposite picture: the majority of female respondents are also interested in politics.

According to youth researchers, one explanation for young people’s reflective
and contradictory opinions is that their worldview is increasingly shaped by family,
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peers and the media, with school and social culture playing a smaller role in this
process. My data shows that the existence of national memory is part of everyday
reality according to 85% of respondents, while memory politics is not a valid (not
understood) concept for almost two thirds of respondents. At the same time, the
data shows a surprising result about students’ perceptions of social institutions in
the care of national memory. Respondents mostly identified the role of the state
and the school in shaping the national memory, and in addition to these, the insti-
tution of the family. The former two were cited by half of the respondents, while the
latter was mentioned by one third of the respondents as an important factor in the
cultivation of national memory.

This confirms the socialization theories that emphasize the role of intergenera-
tional value transmission processes, including the preservation of collective mem-
ory through family histories (Somlai 1997: 2011 and 2013; Jancsak 2020a), in the
context of the community-public socialization function of the family as a primary
group. At the same time, the data strongly emphasizes the responsibility that the
national (collective) memory places on schools and policy actors (Risen 2004;
Seixas 2016). The data from our micro-research confirms these claims. Eight out
of ten respondents indicated that, for them, it is the family that determines their
approach to being Hungarian. Two thirds of the respondents attributed this to the
school, and half of them to the state. According to respondents, their circle of
friends has the least influence on their opinion about being Hungarian. So, we do
not necessarily see a generational effect here, perhaps because the focus of their
discussions is not on patriotic and historical issues. This raises a further dilemma,
namely, the need to systematically shade the questions in my research on the iden-
tity-shaping influence of the peer group, in order to gain a deeper understanding
of generational influences.

There is more uncertainty about their knowledge of national symbols. How does
this uncertainty become obvious? | measured national symbols against the sym-
bols defined in the Constitution, namely the coat of arms of Hungary, the national
flag, the Holy Crown, the national anthem and the poem Szozat, considered to be
the second national anthem by tradition. In this group of questions, | have offered
several possible answers. | see the uncertainty of the respondents in the fact that,
although the symbols defined in law are marked most frequently by them, but those
that are linked to a particular holiday (e.g. the cockade as a symbol of the 1848 rev-
olution, the flag with a hole as a symbol of the 1956 revolution) are also “marked”.
Many people also marked the cockade and the flag with a hole or the cloak of St
Stephen as symbols. It is true that these symbols have a meaning and refer to the
role of symbols as “memory magnets” in preserving national memory. Based on
this result, | was prompted to turn this question from a closed question to an open
question.
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What do you think are our national symbols? (persons, %)

Crown 70 (85,4%)
Coat of arms 66 (85,4%)
National flag 65 (83,7%)
Anthem 64 (82%)

Cockade 51 (55,6%)
Szo6zat 46 (50,6%)
The Robe of St Stephen 37 (37,1%)
The Holy Right 26 (36%)

Flag with a hole 21 (25,8%)
Fundamental Law 15 (19,7%)

Source: Author's own research 2022.

This interesting dichotomy emerges when we ask young people about their views
on school commemorations. Only a third of respondents consider school com-
memorations to be meaningful, but twice as many think they are both compulsory
and meaningless, and the picture is not positive for the rest either. The majority felt
that school commemorations were a pointless waste of time, boring and unneces-
sary. | think it is important to explore this question in my research in deeper patterns
and to look for components that can support the creation of school, municipal
and state commemorations that are meaningful vs. meaningless, value-laden vs.
value-free, that arouse feelings for the historical past vs. without attitudes, that re-
spect traditions vs. postmodern, that help young people to understand the present
system of relations rooted in the past. All this also suggests that the phenomenon
of alienation from history and the historical past described in the literature (Jancsak
2020b), the understanding of historical interpretations, the educational dilemmas
and challenges of the subject area of national cultural heritage and national her-
itage studies (Kaposi 2020; Kojanitz 2019 and 2021) and the tasks that can be
derived from these should be undertaken not only by the institution of the family,
(although it takes on more and more) but also by schools and communities, but
also by the players of the state memory policy. If these players cooperate with
professionals (history teachers, historians, museum educators, experiential edu-
cators, etc.), they can preserve the value of collective remembrance, and promote
national enculturation for new generations.

3. Summary

The results reported in this paper do not provide a nuanced picture due to the scar-
city of data, but they raise valuable dilemmas and can be considered a successful
test case to guide my further research. The study that | wrote during my research
shows that the role of education, cultural institutions and family communities is
becoming increasingly important in the process of enculturation. The results of
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my micro-research support the hypothesis that national cultural foundations can
only be sustained through conscious state and social construction, which requires
significant changes in the methods and channels of mediation. This is particularly
important if we want to support the value- based socialisation of young people and
strengthen the national identity and civic engagement of the new generation of
school children. As one young man, aged 23, put it in an interview: “...we young
people don't like to be told what to do, but we don'’t really have any idea of what
we really want!”
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Bevezeto

~Jobb megeldzni a blntetteket, mint blintetni azokat” - mondta a hires olasz jo-
gasz, buntetdjogi teoretikus, Cesare Beccaria (Beccaria 1998, 62). Egyetérthe-
tiink vele abban, hogy a megelézes elfogadhatobb lehetéség, mint a blntetés, de
ez megsem jelenti azt, hogy a bdnugyi tevekenyseg elleni kiizdelem eredményes
lesz, ha csak és kizarolag a blintet6jog atformalasara téreksziink. Ma mar tudjuk,
hogy egy adott orszagban az elkovetett blincselekmények szamat szamos egymas-
sal parhuzamosan letez6 tényezd hatarozza meg. Beccaria gondolatait, amelyek
forduldpontot jelentettek a halalblintetés értelmezésében, csakis akkor érthetjik
meg teljes mértékben, ha ismerjik az események lancolatat, amelyek a halalbtn-
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tetés megjelenésétdl kezdve annak fokozatos eltlinéséig és a 18-19. szazad for-
dulojan a bérténblintetéssel valo felvaltasaig vezetett.

A halalblintetes kiilénb6z6 formai sokreétl valtozason mentek keresztiil a tarsa-
dalom fejlédese folyaman. Bar a vétségek kategorizalasa gyakran valtozott, a legsu-
lyosabb blincselekmények elkdvetdire altalaban Un. kapitalis szankciét rottak ki. A
halalbintetés témaja rendkivil ellentmondasos, és gyakran ambivalens érzéseket
valt ki az emberekbdl. A szlovak torténészek csak a kozelmultban figyeltek fel
ra, ezért eddig csak részleges kutatasok formajaban érintették ezt a terlletet,
foként a blincselekmeények és az azokert kiszabott bintetéesek osztalyozasanak
formajaban. E tanulmanyok tdbbsége kezdetleges jellegl kutatas, amelyekben a
téma tényszer(i megkozelitése dominal. A szocialantropologiai €s kulturtorteneti
szempontok figyelembevétele viszont egyre inkabb el6térbe kerll a nyugat- és
(Ujabban) a kdzép- és kelet-europai torténészek munkajaban is.

Jelen tanulmanynak az a célja, hogy megprobalja 6tvozni a tényszerd megkd-
zelitést a téma kutatasaban megjelend Ujabb tendenciakkal. Célja tovabba, hogy
O0sszegzd attekintést nyujtson a halalblintetés fejlédéserdl a késé okortdl kezdve
egészen a 18. szazadig, kilonds tekintettel a témahoz két6dd kulcsfontossagu
fogalmakra, mint példaul a blincselekmény és a biintetés. Bar a vizsgalt jelensé-
gek feltérképezése soran sziikséges figyelembe venni a kilfoldi viszonyokat is, a
kutatas f6 helyszine a magyar jogi kérnyezet. Tanulmanyomban a biintetéjog tanul-
manyozasanal alkalmazott tudomanyos megkdzelitésekkel, a blindzés és blintetés
fogalmaival, a blintetések kiszabasanak és végrehajtasi modjanak céljaval, valamint
a perek menetével foglalkozom, valamint a halalblintetés fejl6édését targyalom a
kezdetekidl egészen az elsé bortdondk létrejotteig, tehat az un. kapitalis szankcio
joggyakorlatbol valo fokozatos eltiinéséig.

A felvazolt gondolatok megprébaljak megragadni a kdzépkori és kora ujkori
blntetéjog mikodéseének problematikajat, amely a mai ember szamara nehezen
emeészthetd téma a jog és az igazsagszolgaltatas modern felfogasa miatt. A blnte-
t6jog mai mikoddése sok tekintetben szdges ellentétben all a multban alkalmazott
gyakorlattal, ezért szilkséges a kialakult kiilonbségek felvazolasa és maganak az
atalakulasi folyamatnak a bemutatasa.

Biin és biintetés a torténetirasban

Az igazsagszolgaltatas, a blin és a buntetés fogalmai 8siddk ota vegigkisérik az em-
beriseg tortenetét. A tarsadalomnak mindig is szembe kellett néznie olyan kiilsé es
belsd tényezdkkel, amelyek veszélyeztették zavartalan mikodéseét és kohézidjat.
A blincselekmények szankcionalasa a legkorabbi civilizacioktol napjainkig minden
tarsadalom szerves részét képezte (Mezey 2019, 6). Idbvel a tdrténetiras is elkez-
dett foglalkozni ezekkel a jelenségekkel; kezdetben a jogtérténeti megkdzelitést re-
szesitve elényben, melynek kdzéppontjaban a kodifikalt jog elemzese allt, kesébb
a torténészek érdeklédese foleg a levéltari forrasok kutatasara kezdett iranyulni.
Meég késbébb ujabb iranyzatok jelentek meg a térténeti kutatasban, melyek kere-
tén belll a blntetéjogot a szociologia és az antropologia szemszdgebdl kezdtek
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vizsgalni, mint a tarsadalmi mechanizmusok megismerésére alkalmas témakort. A
blnlgyi torténetiras e formajanak kialakulasa kortilbelll az 1970-es évekre tehe-
t6. Ekkor olyan témak kerultek kézeppontba, amelyek mindaddig a tudomanyos
erdeklédés perifériajara szorultak, mint példaul a marginalis tarsadalmi csoportok,
a noi blindzés vagy a boszorkanyperek. Ez az innovativ megkozelités lehetéve tet-
te, hogy atfogobb képet alkossanak a blintet6éjogi rendszerrél, mivel mar nemcsak
magat a blncselekmény elkdvetését, hanem annak tarsadalmi vagy gazdasagi 6sz-
szefliggéseit is vizsgaltak.

A fent emlitett Ujabb tendenciak szellemében olyan mivek sziilettek, mint Ri-
chard van Dulmen A rettenet szinhaza cim( konyve, amely komplex képet ad a
kozépkori és kora ujkori blntet6jogrél, mindemellett az egyes perek menetének
leirasatol kezdve a kivégzési modszerek felsorolasan at a joggyakorlat tagabb
Osszefliggéseiig szamos témat targyal; vagy Michel Foucault Feliigyelet és
biintetés cimli miive, amely az igazsagszolgaltatasi rendszer atalakulasanak
a folyamataval foglalkozik. Az utobbi évek soran szamos kutatas foglalkozott a
blntet6jog tematikajaval hazankban is. Szlovakiaban a kérdéskor az elmult két
évtizedben kerllt a figyelem kdzéppontjaba. Az Ujabb munkak eléfutara Jan Holak
Beda odsudenim (Jaj az elitélteknek) ciml mive volt. A késébbiekben féként levél-
tari kutatasokon alapulo, a torténelmi Magyarorszag jogtérténeti viszonyaira dssz-
pontositd monografiakat adtak ki olyan szerzék, mint Blanka Szeghyova, Richard
Papac eés Vladimir Seges.

Az igazsagszolgaltatas és a bilincselekmények megitélése

Annak tisztazasa nelkul, hogy egy adott korban mi szamit blncselekménynek, azaz
a foldi vagy az isteni rend megsertésenek, nem lehet megerteni a blintetéjog mu-
kodését és torténelmi fejlédesét.

Az erre a kérdésre adhato valaszok keresésénél problémak széles skalajaval
talaljuk szemben magunkat. El8szér is fontos jellemezni a kdzépkori varosok tarsa-
dalmat, kilénbsen a bunrdl és buntetésrdl, a jorol és a rosszrol, valamint magarol
az emberi életrdl alkotott elképzelések tekintetében. A kdzépkor és a kora ujkor
tarsadalmi mechanizmusainak hatterében a vallasos gondolkodasmod dominalt,
amely az élet minden terlletén megnyilvanult. Az egyhaz ideoldgiai dominancia-
ja miatt a blin és a bldncselekmény fogalmai 6sszefonodtak. Blncselekménynek
tekintettek minden olyan cselekedetet, amelyet az egyhaz biinésnek mindsitett,
és amelyet ezért a kdzépkori kozdsségek tagjai is elitéltek. A korabeli jogi normak
elsédleges alapja a Tizparancsolat volt, amely utmutatoként szolgalt a blintetésre
mélto, elfogadhatatlan tettek meghatarozasahoz. A kézépkori és kora ujkori joggya-
korlatot nagymeértékben befolyasolta a szokasjog is, azaz a jog azon formaja, amely
fokozatosan alakult ki a tarsadalomban jelenlévd szokasok alapjan, a reprezentativ
szervek beavatkozasa nelkdl.

A blncselekményt olyan magatartasként vagy cselekedetként jellemezhetjiik,
amely egy adott id6szakban veszélyesnek tekinthetd a tarsadalomra vagy az egyén-
re nézve, és amelyet deliktumma (blncselekménnyé) nyilvanitanak. Fontos azon-
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ban megjegyezni, hogy a blin6zés fogalmanak felfogasa folyamatosan valtozott a
tarsadalom fejlédése soran, az emberek ugyanis mindig maskepp hataroztak meg
a devianciat, egyszer tiltva, maskor toleralva bizonyos magatartasformakat. Ez a
jelenség a korabeli irodalmi mivekben is megfigyelhetd, amelyek tikrozik az egyes
blntettekhez vald hozzaallast az adott korszakban, és amelyek eszkdzkent szol-
galnak azok megitélésének megértéséhez. Az altalam kutatott idészak kezdetén
a bulncselekmények leirasaban egyfajta tulexponalt stilus uralkodott, a blintettek
abrazolasanal ugyanis f6keént az elkdvetd allatias és blinds természete hangsulyo-
z6dott. Ezek a leirasok nem az adott tettek végrehajtasanak formaira koncentraltak,
hanem a szerzok inkabb az esemény vallasi és erkdlcsi lUzenetét emeltek ki. A
blincselekmény fogalmanak atalakulasi folyamata azt eredményezte, hogy egyes
blntettekrél szabadabban lehetett beszélni, leirva a torténtek részleteit, de a mu-
vek tobbsége tovabbra is az esetek erkdlcsi jelentésegét hangsulyozta. A blindzés
tehat az erkoélcsi helyzet epifenoménjének tekinthetd, amelynek leirasa hozzajarult
a vilag metafizikai felfogasahoz (Gauvard 1999, 3).

A blnozeés értelmezésenek effajta valtozekonysaga az etika fogalmahoz kap-
csolodik. Etika alatt egy adott kor tarsadalmaban muikédd, nagyreszt iratlan sza-
balyok dsszességét értjik, amely nemzedékrél nemzedékre orokldédik, és amely
fokozatosan alakul és valtozik. Az etika mint tudomany a jo és a rossz, a helyes és
helytelen kérdéseivel is foglalkozik. Mivel e fogalmak szubjektiv értékelése relativwa
tenné az etikat, sziikseég volt bizonyos konszenzuson alapuld normak megallapita-
sara (Szlcs 1993, 2). Ezek a normak azonban sohasem voltak kébe vésve, ha-
nem idészakos atalakulason mennek keresztil. E folyamat bizonyitékaul szolgalhat
a blincselekmények kdzépkori és jelenkori klasszifikacidjanak az 6sszehasonlita-
sa. A kdzépkorban és a kora ujkorban ugyanis sokkal tdbb blncselekménytipus
Ez a jelenség els6sorban azzal magyarazhato, hogy bizonyos erkolcsi és egyhazi
blincselekmények, példaul a valas, a hazassagtorés, az eretnekség, a paraznasag
vagy a szodomia megitélése gyOkeres valtozason esett at az idék folyaman.

A blincselekmények megitélésénél fontos tényezd volt mind az elkdvetd, mind
az aldozatok tarsadalmi statusza. A nemesség és a polgarsag sokkal enyhébb
elbiralasban részesllt, mint az alsobb tarsadalmi rétegek, s6t gyakran eléfordult,
hogy egyaltalan nem is inditottak elleniik blintetéeljarast. Ezen tényezén kivil fon-
tos befolyasolo eréként miikddott a becsllet kérdése, az elkdvetdk kora és neme.
Enyhité korliiménynek szamitott peldaul az alacsony életkor, a terhesség vagy az
elkovetd jo hirneve. A csaladtagok kdzbenjarasa szintén hozzajarulhatott az itéletek
enyhitésehez. A rokonok célja az volt, hogy a lehet6 legkevésbé szégyenletes biin-
tetést szabjak ki az elkdvetdére, mivel az egyik csaladtag kivegzésének szégyene az
egész csaladot sujtotta. Ezen kivil a tettes mellett felszolalhattak tanuk is, kiknek
tarsadalmi statusza és becsiilete donté jelentéseggel birt. Ezzel szemben komoly
sulyosbitod kértlmeény volt az elkdvetd rossz hirneve, aki kiilondésen nehéz helyzet-
ben volt, ha kilfoldrdl érkezett vagy a marginalizalt kozosségekhez tartozott.
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A blintetések célja

A buntetés céljanak kérdése 6sidok ota része a jogi, politikai €s tudomanyos vi-
taknak. Xavier Rosseaux szerint a buntetés szerepe a szocialis kontroll dsszetett
és sokszinl folyamataiban rejlik (Rosseaux 1997, 99). Egyetérthetliink vele, ha
ravilagitunk a blintetés céljanak felfogasara a vizsgalt idészakban. A kbzépkorban
és a kora Ujkorban gyakori volt az ugynevezett tiikr6zé biintetések alkalmazasa,
amelyek az elkovetett blincselekményt tlikrozték. Ez a blintetési forma a talio-elven
alapult, tehat ,.szemet szemért, fogat fogert” alapon miikodott. Ezenkivil az volt az
uralkodo vélemeény, hogy a blintetés célja az elkdvetd likvidalasa, melynek keretén
belll a tarsadalom buntdl valo megtisztitasat szerettek volna elérni. A korai kozep-
kor kivegzesei soran gyakorta alkalmaztak természeti elemekhez kot6dé modsze-
reket, amelyeknek kulénleges erdt tulajdonitottak. llyen volt példaul a maglyahalal,
a vizbe fojtas vagy az élve eltemetés (Dulmen 2001, 116). A kivegzéseknek tisztitd
jelleget tulajdonitani azonban nem csak a kdzepkor sajatossaga volt. Hasonlo ten-
denciak mar az okori torvénygyujtemenyekben is megjelentek, melyekben a sulyos
vétsegekert kiszabott blintetések egyértelmu célja az volt, hogy megkiméljék a né-
pet az istenek haragjatol.

A kozépkor folyaman valtozasok mentek végbe a buintetések formait illetéen.
A lefejezés lett a leggyakrabban alkalmazott kivegzési modszer, felvaliva a meg-
becstelenitéssel jaro tukrozo blintetéseket. A biintetés szandékaban egy uj vonalat
fedezhetiink fel. Mig az eddigiekben az elkéveté megtisztulasi szandekkal tortend
ritualis likvidalasa volt a fokuszban, uj célként a megelézést, a tovabbi blincselek-
meények elkdvetésének megakadalyozasat tlzték ki. Ez a cél pedig két sikon is
elérhetd. Beszélhetiink egy adott elkdveté megakadalyozasarol abban, hogy to-
vabbi blincselekményeket kdvethessen el, de a megelézés a tarsadalom egészét
tekintve is értelmezhetd. Ezen a sikon szo lehet a felvilagosito és elrettentd ha-
tasrol, amelyet a blntetések vegrehajtasa eredmenyez. A kivegzések és azoknak
formai azt reprezentaltak, hogy egy adott tarsadalom mit tekintett halalblintetésre
méltd blincselekménynek, és hogy milyen megtorlassal jart annak elkovetése, igy
bizonyos erkoélcsi lizenetet kdzvetitettek (Dulmen 2001, 7). Ebben a tekintetben a
nyilvanos blntetés-végrehajtas a tarsadalom jogtudatanak bdvitését is szolgalta.
Tobb torténész is egyetért abban, hogy a jogrendszerek miikddésének elemzé-
se szoros kapcsolatot tar fel a hatalmi strukturak és az igazsagszolgaltatas formai
és gyakorlata kozott (Rosseaux 1997, 102). A blntetések végrehajtasara tehat
tekinthetiink a hatalmi kérok eszkdzeként, melyet hatalmuk és a tarsadalmi rend
megodrzese érdekében hasznaltak fel. A blntetés ebben a vonatkozasban az el6irt
térvények be nem tartasa altal alaasott tekintély helyreallitasanak egyik formaja-
kent ertelmezhetd. Ebben a tekintetben a blntetések a megtorlas eszkdzeiként
szolgaltak. E szempontok mellett nem hagyhatjuk figyelmen kivil a szankcionalas
egy masik fontos céljat sem: az egyéni és tarsadalmi igazsagérzet kielégitését. A
blntetés a 17. szazad 6ta egyre inkabb a megtorlas ideajahoz kapcsolodik. Az volt
ugyanis az uralkodo nézet, hogy a delikvensekre jogosan szabnak ki kemény bin-
tetéseket, hiszen pont olyan meértékl szenvedést erdemelnek, amilyet a tetteikkel
okoztak (Szeghyova 2016, 153). Fontos azonban megjegyezni, hogy ezek a meg-
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kozelitesek nem az elkdvetdre, hanem a konkrét blincselekményre fokuszaltak,
hiszen a kdzépkori és kora ujkori tarsadalom felfogasaban a blincselekményeknél
maga a vegrehajtott tett volt a mérvado, nem pedig az elkdvetd személye vagy az
eset kortlményei (Dulmen 2001, 153).

A birésagi eljaras

Mielétt magat a halalblintetést targyalnam, fontosnak tartom, hogy kitériek a ko-
zépkori és kora ujkori blintetdjogi eljarasok menetére. A torténelmi Magyarorsza-
gon az Arpad-haz uralkodasa idején olyan vadeljarasok miikddtek, melyek a felek
magankezdemeényezeésen alapultak €s a szokasjogra tamaszkodtak. Ezen eljarasok
jellemzd jegyei kdzé tartozott a nyilvanossag és a szébeli forma (Seges 2005, 116,
117). Bizonyos valtozasok a 16. szazad folyaman kdvetkeztek be, amikor az orszag-
ban bevezették az inkviziciés rendszert, igy az igazsaglgyi szervek maganvadlo
nélkdl is indithattak pereket. A targyalas folyamata titokban zajlott, és csak az ite-
lethirdetés és a blintetés-végrehaijtas volt nyilvanos. A nyilvanossag kizarasaval az
itelet nem toltétte volna be minden funkciojat, hiszen a kivegzések célja nemcsak
az elkovetd megdlése volt, hanem a vegrehajtott halalos itélet elrettenté hatasanak
a kihasznalasa is; raadasul a nép beleegyezése adta meg a biintetés-végrehajtas
jogi ervényesseget (Beliznai 2013, 32). Az inkvizicios rendszerben a nyomozasok
soran kinzast is alkalmaztak, amelynek kilonb6zd fokozatait vetették be. El6szor
is bemutattak a vadlottnak a kinzéeszkdzoket, és csak ezutan kezdddott a kinzas
szakaszos fokozasa. A kinzas mint modszer vegso célja a beismerd vallomas ki-
kényszeritése volt, amelyre perdont6 bizonyitékkent tekintettek, és amely az itélet
meghozasanak alapjaul szolgalt (Seges 2005, 126).

Ha megsziiletett a halalos itélet, az eljaras kovetkez6 allomasa a kivegzeés volt,
amelyet pontosan meghatarozott szertartas szerint hajtottak vegre. A lefejezésekre
altalaban olyan nyilvanos helyeken kertlt sor, ahol a lehetd legtdbb ember volt je-
len. llyen helyszinek voltak peldaul a terek, a csomopontok vagy az Utkeresztez6de-
sek. A kivegzések egyeb formaira fokent a varos kdzelében felallitott vesztéhelyen
kerdlt sor. A kivégzés utan a holttestet nem volt szabad megszentelt féldbe temetni,
es peéldaul akasztas vagy kerékbetores esetén a testeket egy ideig meg a helyszi-
nen hagytak, hogy elrettentd példaként és az igazsagszolgaltatas szimbolumaként
szolgaljanak. A halalblntetések végrehajtasanak fontos szerepldje volt a hohér. A
hohérok és csaladjaik kilénalld tarsadalmi csoportot alkottak, melynek tagjai alta-
laban egymas kozoétt hazasodtak, €s maga a szakma aparol fiura szallt. Tarsadalmi
helyzetik ellentmondasos volt, mivel mesterseguk népszerttlennek szamitott ami-
att, hogy a kozOsségek tagjai tisztatalannak tartottak. A hohérok kotelezettségei
kozé tartozhatott a kobor allatokrél valdo gondoskodas, valamint a csatornatisztitas
is. Bar altalaban félelmet keltettek az emberekben, megis bizonyos tisztelet is 6vez-
te 6ket, mivel szakertdi voltak az anatomianak, ami miatt gyakran fordultak hozzajuk
kulénb6z6 egészségligyi probléemakkal.



87 | Pracu Eszter

A halalbiintetés és annak formai

Mivel jelen tanulmanyom fékent a halalbiintetésre dsszpontosit, a kapitalis szank-
cid definialasanak segitseégével megkisérlem etikai szempontbol megkozeliteni
ezt az ellentmondasos jelenséget. A halalbiintetés olyan gyakorlatot jelent, amely
soran egy adott kozosseég vagy allam torvényes uton hajtja végre az altala halalra
erdemesnek tartott szemeélyek megolését (Szlics 1993, 236). A halalblntetést a
civilizacio kezdete 6ta alkalmazzak a legkulénbézébb blincselekmények szankcio-
jaként - azonban ennek értékelése, felfogasa és végrehajtasi formai az idék soran
tébbszordsen atalakultak. A legkorabbi ismert irasos emlék, amelyben emlitésre
keril a kapitalis szankcio, Hammurappi babiloni kiraly Kr. e. 18. szazadbol szar-
mazo térvénygyljteménye. A térvénykonyv szerint halalblintetésre méltd tetteknek
szamitottak a vallassal és a kultusz megsertéséevel kapcsolatos cselekmeények, illet-
ve a sulyos tarsadalmi bincselekmények, mint peldaul a gyilkossag.

A halalblintetés alkalmazasanak a kialakulasa szorosan 6sszefligg a tarsadalmi
stratifikacioval. Az okorban és a kdzépkorban a rabszolgak és a jobbagyok nem
rendelkeztek személyi szabadsaggal, ezért gyakrabban szabtak ki rajuk testi bin-
tetéseket vagy halalblintetést, ezért ezek elterjedt blintetési formakeént funkcional-
tak az egesz 6kor folyaman. Rendszeres gyakorlatnak szamitott az egyiptomi és a
mezopotamiai civilizaciokban is, ahol a sulyos blncselekményeket altalaban ka-
réba huzassal vagy mas brutalis kivegzési modszerekkel, példaul halalra veréssel
vagy a megcsonkitott aldozat sorsara hagyasaval blintették (Monestier 1998, 78).

Az okori toérvénykdnyvek értékes forrasként szolgalnak ahhoz, hogy pontosabb
képet kaphassunk a korabeli joggyakorlatrol. A torténelem ezen korszakat figye-
lembe véve kilonos figyelmet érdemel a romai jog, amely részletesen targyalja a
halalblintetés tematikajat. A kapitalis szankcié a Romai Birodalom fennallasa alatt
poena ordinarianak, azaz altalanos buintetéesnek szamitott, igy a bliincselekmenyek
széles skalajat szankcionalta. A romai tarsadalomban a halalblintetéseknek szakra-
lis jellege volt, mivel a kivegzésekre az isteneknek szant aldozatként tekintettek. A
korabeli felfogas szerint, ha valaki megszegte a térvényt vagy valami erkdlcstelent
tett, az istenek haragjat vonta magara és egyben az egész kdzdsségre is. E szerint
a gondolatmenet szerint a b(in6z4 felaldozasa az istenek kiengesztelésének esz-
kozell szolgalt. Figyelembe véve a romaiak kivegzesekhez vald hozzaallasat, meg-
allapithatd, hogy az elkovetett tettet nem jogi értelemben vett blincselekményként,
hanem inkabb szakralis értelemben vett blinként értelmezték (Téth 2022). Fontos
tovabba megjegyezni, hogy a kiilénbdzé tarsadalmi rétegek szankcionalasa kozott
jelentds kuldnbségek voltak, a rabszolgakat ugyanis sokkal szigorubban blntették,
mint a szabad lakossagot.

A romai kiralysag koraban (Kr. e. 753 - Kr. e. 510) a kivegzesek szakralis jellege
dominalt, és a joggyakorlatot a Tizenkét Tablas Torvéenyek szabalyoztak, melyeknek
ertelmében az olyan blincselekményeket, mint példaul a gyilkossag, a hazaarulas
vagy a rablas halalblintetéssel sujtottak, de csak abban az esetben, ha azokat rab-
szolga kovette el. A rablason tetten ért rabszolgakat, valamint az arulokat a tarpei
sziklarol valo levetéssel buntettek. Kilondsen sulyos bldncselekménynek szamitot-
tak a vallas elleni vétségek, mint példaul a szent targyak meggyalazasa, artalmas
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varazsigék hasznalata vagy a Vesta-szlizek szlizességi fogadalmanak megszegé-
se. A kodztarsasag koraban (Kr. e. 510 - 27) a halalbuntetés rendkiviili blintetéssé
(poena extraordinaria) valik, amelyet csak a legsulyosabb blincselekményekeért
szabtak ki. Ebbe a kategoriaba tartoztak az allamellenes blincselekmények vagy
egy csaladtag megolése. Ez a gyakorlat a kés6 csaszarkorban (Kr. u. 284 - 476)
alakult at, amikor is a halalblintetés egyre szélesebb kdrben elterjedt, és kiilénbdz6

A kdzépkor kezdetén a jogfejlédés a halalbintetések szamanak csokkend ten-
denciajat mutatta, de a romai jog recepcidjaval ez a blntetésnem ismét elétérbe
kertlt, és alkalmazasa széles korben elterjedt. Magyar viszonylatban nem letezett
a halalblntetésre méltonak itélt blincselekmények irasos klasszifikacioja egészen
Werbd6czy Tripartitumanak 1514-es megjelenéséig, amely a korszak legtobb
varosi konyvének alapjat képezte. Precizebb osztalyozast a Constitutio Criminalis
Theresiana foglalt magaban, amely Maria Terézia uralkodasa alatt, 1770-ben Iépett
hatalyba. A kapitalis szankcioval blntetett deliktumok altalaban olyan blncselek-
mények voltak, amelyek visszafordithatatlanul alaastak a tarsadalom muikédesenek
alapelveit, ennek ellenére osztalyozasuk meglehetésen nehézkes, mivel a korabeli
jogrendszer nem rendelkezett a blncselekmények és az azokért kiszabhato biin-
tetések pontos leirasaval és meghatarozasaval, €s nem volt szabalyozva a sulyos-
bitd és enyhitdé korliimények értekelésére sem. Ez azt jelentette, hogy az egyes
deliktumokert kiszabott blintetések az esetek korlilményeitdl fliggden valtoztak, és
gyakran el6fordult, hogy ugyanazt a blincselekményt eltéeré modon itélték meg.

Blanka Szeghyova a kdzépkori és kora ujkori blincselekményeket hét kategori-
aba sorolta, nevezetesen (i) az egyhazi ideoldgia elleni blincselekményekre, mint
peldaul az eretnekség, az istenkaromlas vagy a boszorkanysag; (ii) az uralkodo és
az allam elleni blincselekményekre, mint példaul a felségsértés vagy az felségaru-
las; (iii) a felsébb vilagi hatalom elleni deliktumokra, mint a varosi tanacs felé mu-
tatott engedetlenseg; (iv) az élet és egeszseg elleni deliktumokra, mint az embe-
rolés, az infanticidium vagy a testi sértés; (v) vagyon elleni blincselekmeényekre,
mint a lopas vagy a rablas; (vi) becsulet elleni deliktumokra, mint a vadaskodas; es
(vii) erkélcs elleni blincselekmeényekre, mint példaul a paraznasag vagy a hazas-
sagtorés (Szeghyova 2016, 80, 81). A fent emlitett deliktumokat tobbféleképpen
szankcionaltak a megdorgalastol kezdve egészen a halalblintetesig. A tortenelmi
Magyarorszagon azonban volt egy bizonyos allandosult gyakorlat, amilyen médon
a blntetéseket kiszabtak. Ha kifejezetten a halalblintetésekrél beszélliink, a tol-
vajokat altalaban akasztassal, a rablogyilkosokat kerékbetoréssel, az erkolcsi vét-
ségek és erdszakos cselekmeények elkdvetdit lefejezéssel, a gyujtogatokat pedig
maglyahalallal blntettek. A kivételes, vagyis ritkan alkalmazott bintetési formak
koze tartozott a bordaknal fogva torténdé kampora akasztas vagy a karoba huzas. A
kevésbeé sulyos buncselekmenyeket kilonbozd testi fenyitesekkel, penzbirsaggal
vagy szamuzetéssel bintették.

A kozepkor elsd évszazadaiban a zart kdzosségeken belll mindenkinek sajat
maganak kellett érvényesitenie a jogait. A blindzési rata névekedése miatt azonban
problematikussa valt ez az eljaras. A kozépkor elején a per a vadlo és a vadlott
kozotti kiizdelemre épllt, és a legfontosabb részeit maga a targyalas és az itélet
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képeztéek. A kdzépkor és a kora ujkor forduldjan a nyilvanos biintetés-végrehaj-
tas kerllt a kdzéppontba. A 16. szazadtol kezdve a juriszdikcio és a biintetes-veg-
rehajtas fokozatosan elvaltak egymastol, és a vadeljarasok helyébe az inkvizicios
rendszer lépett, melynek egyik ismertetdjegye a tortura alkalmazasa volt a perek
soran. A biintet6hatalom monopolizalédott, ami annyit jelent, hogy a halalbin-
tetések kiszabasa és végrehajtasa a felsdbb vilagi hatalom Uigyévé valt, amely a
kivégzéseket fokozatosan a halal szinhazava formalta. Ez abban nyilvanult meg,
hogy a hangsuly a bilntetések kegyetlen és latvanyos mivoltara, valamint a kiveg-
zések elrettentd hatasara ker(lt. A perek feljegyzésének kdvetkezetességében is
valtozasok torténtek, a 15. szazadtol kezdve ugyanis fokozatos fejlédésnek indult
az esetek dokumentacioja. A 17. szazad kozepétdl maga a biintetés-végrehajtas
is megvaltozott: a kivégzések soran elkezdtek egy szigoruan meghatarozott ce-
remoniat kdvetni. Ez a tendencia a blncselekmények fokozatos humanizaciojaval
is 0sszefligg, és az 6si, kegyetlen blintetésnemek kompenzaciojanak tekinthetd
(Dulmen 2001, 167, 168).

A korai felvilagosodas képviseldi a nyilvanos kivegzesekre a jové nemzedek for-
malasanak €s nevelésenek eszkdzeiként tekintettek, és emiatt azon a véleményen
voltak, hogy a kiskoruak kivegzéseken valo reszvétele célszerli €s hasznos (Dulmen
2001, 157). A 17. szazadtol kezdve Uj tendenciak kezdtek kialakulni a blintet6jog
tertiletén, amelyek a 18-19. szazad forduldjan tetéztek. A halalblintetés céljaval,
indokoltsagaval és hatékonysagaval kapcsolatos kételyek a felvilagosodas eszmei-
nek kialakulasaval egy idében kerlltek elétérbe. Egyes gondolkodok felismerték,
hogy a kivegzeések mar nem t6ltéttek be eredeti funkciojukat, azaz mar nem szol-
galtak elrettenté peldaként, hanem népunnepélyekke valtak. A modern buintetd-
jog elméleti alapjait Cesare Beccaria olasz jogasz fektette le 1763-ban megjelent
A blinbkrél és a blntetésekrél cimi munkajaban. A Francis Bacon elméletein
alapulo, és a francia enciklopédistak gondolatai altal inspiralt mi megalkotasanak
idején nagy port kavart tudomanyos kérokben, és Uj tendenciak létrejottét inditotta
el a halalbiintetést illetéen. Beccaria azon a véleményen volt, hogy a kivegzéseknek
nincs elrettenté hatasuk, ellenben a ,,szabadsagatol megfosztott ember hosszas és
nyomorusagos példaja [...] a legerésebb fék a blindk ellen” (Beccaria 1998, 44).
Elutasitotta az engesztelés (expiatio) doktrinajat, amely szerint a biintetések kisza-
basanak f6 célja az, hogy a kiengeszteljék Istent az emberekben rejlé eredendd
rosszért (Stipta 2015, 25). llyen modon Beccaria elvalasztotta a bldncselekmény
es a bdn fogalmait. Az etikai kérdéseket a teologusok hataskorebe tartozonak itél-
te, mig a tarsadalmi renddel kapcsolatos kerdeseket a torvenyhozok hataskorebe
utalta (Mortier 1983, 16). Cesare Beccaria hires mlvét az igazsagszolgaltatasi és
a bortdnrendszer radikalis reformjai kovettek, melyek a kdnyvében megfogalmazott
innovativ gondolkodasmodot valdsitottak meg.

A 18. szazad kozepétdl kezdve a kinzas és a nyilvanos blintetés-végrehajtas
fokozatosan eltlint a buntetdjogi perekbdl. Michel Foucault, a 20. szazad egyik
legismertebb gondolkoddja ugy irja le ezt a folyamatot, mint az el6adas vegét és a
fajdalom megszintetését (Foucault 2000, 43). A kivegzések szama drasztikusan
csokkent; a tarsadalom buntél valo megtisztitasanak gondolata, amely a 16. szazad
folyaman a halalbiintetések kiszabasanak alapjaul szolgalt, hattérbe szorult, helyé-



Halalbiintetés a kbzépkorban és a korai Gjkorban | 90

be az erkdlcsre valo nevelés gondolata Iépett. A hangsuly a blntettek tényszer(
megkozelitéserdl a tagabb Osszefliggésekre, példaul az elkdvetd személyiségére
vagy a blincselekmény kortlményeire helyezddott at. Mig a kdzépkori és kora Uj-
kori tarsadalom joggyakorlataban a blintetés a testre dsszpontosult, magaba fog-
lalta a kinzast és a kivégzések kilonb6zé brutalis formait, addig a modern korban
a blntetés f6 helyszine a bortdn lett. Ez az Ujfajta biintetési forma azonban nem
csupan a puszta bebortdnzésre fokuszal, hanem a fegyelmezés szervezett struk-
tarajat is magaban foglalja. A bortdn bizonyos értelemben egy tarsadalmi modell,
az élet megszervezésének egy sajatos modja (Horvath 2010). A biintetések tehat
mar nem az elitélt testét, hanem inkabb a lelkét érintették, szubtilisebb szenvedést
okozva nekik egy magasabb cél elérése érdekében, ami a blinds megjavitasa volt.

Kovetkeztetések

A blntet6jog elvalaszthatatlan az emberi szabadsagrol és méltosagrol alkotott esz-
meéktdl. A halalblintetés témaja politikai, jogi és filozofiai vitak ellentmondasos ré-
szét képezte a felvilagosodas idészakatol kezdve egészen napjainkig. A kapitalis
szankcio kiszabasa kuilonbdzd blncselekményekért az emberi tarsadalom létre-
jottétdl kezdve mindennapos jelenségnek szamitott. Az emberi élet mai felfogasa
Osszeegyeztethetetlen a kdzépkori joggyakorlattal. A mai ember szemszdgébdl
nézve a kdzépkorban és a kora ujkorban végrehajtott blintetések a brutalitas és
az onkeny megnyilvanulasainak tlinhetnek. Nem szabad azonban elfelejteni, hogy
ezekben az idészakokban az életkortilmenyek nagymeértékben eltértek a maiaktol.
A kdzépkori gondolkodas kdzéppontjaként az emberi életet atmeneti allapotként
ertelmezték, amely a halalhoz, azaz a tulvilaghoz vezet, emiatt nem tulajdonitottak a
halalnak akkora jelentdséget, mint manapsag. Ehhez jarult az is, hogy a halalozasi
rata sokkal magasabb volt, mint napjainkban, ezaltal a halalt sokkal természete-
sebbnek erzékelték, és kdnnyebben fogadtak el, mint ahogy az a mai tarsadalom-
ban torténik. A kdzépkorban és a kora ujkorban a kivegzések és a testi fenyitések
tulsulya a bortdonbintetésekkel szemben azzal magyarazhatd, hogy a buntetdjogi
rendszer alkalmazkodott a korszak zord életkériilményeihez. Mivel a lakossag alta-
lanos életszinvonala alacsony volt, a boértonblntetés nem tudott volna kell6képpen
hatni az elkdvetdkre, és nem jarult volna hozza a blnmegel6zéshez. Raadasul az
emberi szabadsagot nem tartottak tul nagyra, igy annak atmeneti elvesztéset nem
tekintették kell6en szigoru blintetésnek. A halalblintetés betiltasara vonatkozo elsd
elképzelések a felvilagosodas koraban szllettek meg, a bintetéjogi rendszer at-
alakitasa viszont hosszadalmas és bonyolult folyamat volt. Az abolicionista, azaz a
halalblintetés eltorlését kovetel6 eszmek kiléndsen a 20. szazad masodik feleben
erdsodtek fel. E nézetek azéta komoly térhoditasba kezdtek, melynek eredménye-
kent napjainkban a legtdbb orszagban mar nem hajtanak végre kivegzéseket.
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Miért fontos tehat a halalblntetés témajanak a kutatasa? Ha meg szeretnénk
erteni a tarsadalom mukddését, fontos megvizsgalni, hogyan reagal a rendjét meg-
zavaro cselekedetekre és személyekre. A blindzés tortenetenek interdiszciplinaris
kutatasa betekintést nyujthat a korabeli intézmények és jogrendszerek mikddésé-
be, mikdzben értekes informaciokkal szolgalhat a mindennapok térténelmerdl és a
korabeli ember mentalitasarol.
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Abstract

In the paper, the author presents the distribution of naming models of living personal
names of the class of married women in the village of Nizna pri Piestanoch, which
is located in the district of Piestany. The structured review offers a comprehensive
presentation of the unofficial (living) naming system in the given village, because in the
functional-structural concept of the Slovak linguist and onomastist V. Blanar naming
models represent constitutive elements of the system of personal names. The author
presents the micro-system of one village in district of Piestany. The village of Nizna is
located in the west of the district of Piestany in the Trnava region, in the north-eastern
part of the Trnava loess hills and near the middle course of the stream Vytok. Accord-
ing to the population census from 2021, there are 545 inhabitants in Nizna, out of
which 279 are men and 266 women.
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V nasledujucej studii analyzujeme zivé osobné mena (neuradné antroponyma)
v triede vydatych Zien v Niznej pri Piestanoch prostrednictvom pomenovacich mo-
delov. Nadvazujeme na prispevok o zivych menach v Niznej u Zzenatych muzov.
Obec Nizna lezi na zapade okresu Piestany v Trnavskom kraji, v severovychod-
nej Casti Trnavskej sprasovej pahorkatiny pri strednom toku potoka Vytok. Podla
scitania obyvatelov v r. 2021 Zilo v Niznej 545 obyvatelov, 279 muzov a 266 zien.'
Po realizacii terénneho vyskumu v obci a triedeni materialu sme zivé osobné
mena modelovali. Ulohou bolo zistit inventar Zivych mien v obci Nizna a pomocou
pomenovacich modelov opisat neuradnu antroponymicku sustavu v tejto obci a tak
charakterizovat antroponymicky mikrosystém v jednej ¢asti piestanského okresu.
Na zaklade analyzy modelovej stranky Zivych mien mozno charakterizovat antro-
ponymicky mikrosystém ako sustavu neuradnych mien v jednej obci a antropony-

1 (https://www.scitanie.sk/obyvatelia/zakladne-vysledky/pocet-obyvatelov/OB/SK0214507 369/
OB)
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micky makrosystem ako sustavu zivych mien v celom regione (Odalos 2014: 26).

Onymické modely su systémotvornymi prvkami onymickej sustavy (Blanar 1996:
132).

V. Blanar onymicky systém chape ako dynamicky stabilnu celost systémotvor-
nych prvkov, ktoré vo svojich jazykovych realizaciach vstupuju do rozlicnych ony-
micky relevantnych vztahov a spolu vytvaraju Ciastkové systémy. Prvkami onymic-
keho systému su teda pomenovacie modely a ich zlozky. Onymicky systém ma
svoju jadrovu Strukturu a okrajove sféry. Produktivne javy sa vyznacuju vyssou frek-
venciou, ale aj niektoré menej frekventované javy mézu mat osobitnt spolo¢enskl
a historickll podmienenost a zavaznost (Blanar 1996: 132 - 133).

Cielom porovnavacej antroponomastiky je zistit a opisat vSetky modely Uradnej a zi-
vej pomenovacej sustavy prislusného narodného (resp. jazykoveho) spolocenstva.

»,Modelové ponatie pomenovacieho aktu, ako aj celého suboru onymickych prv-
kov danej triedy zovSeobecnuje proprialne pomenovacie principy a vedie k pozna-
niu a zachyteniu proprialnych vztahov, prvkov a ich vnutornej organizacie v hibkovej
Strukture” (Blanar 2008: 36).

Zivé mena sa skiimaju komplexne a interdisciplinarne. Berie sa do Gvahy aj ich
fungovanie v spolo¢enskej komunikacii. Zistuju sa spravidla Zivé osobné mena,
ktoré sa pouzivaju pri komunikacii nepribuznych osdéb v neuradnom styku na
oznacenie oséb vich nepritomnosti. Vyskumy boli uz takmer od zaciatku orientované
sociolingvisticky. Pri spracovani mien sa dalej vychadzalo zo semiologickej a
funkcno-strukturalnej koncepcie V. Blanara, pricom popredné miesto zohravala a
esSte dodnes zohrava metdda modelovania. Prave ,Strukturalizmus je uzko spaty
so semiotikou, modelovanim, s mnohymi matematickymi a formalnologickymi
metodami vyskumu® (Greckij 1972: 6).

Medzi najstarsie pristupy k vlastnym menam patri etymologicky pristup, ktory
nachadza i v suCasnosti svoje miesto pri spracovani hydronymie a terénnych naz-
vov, ale i priezvisk. Neskor sa zacal uplathovat systémovy a systémovolingvisticky
pristup, po ktorom nastala zmena paradigmy, tzv. komunikacno-pragmaticky obrat
v jazykovede.

Metody spojené so Strukturalizmom by mali tvorit (a zatial' aj tvoria) integralnu
sucast onomastickych vyskumov. M. N. Greckij (197 2: 28) nazval strukturalnu ling-
vistiku anatomiou jazyka. Na Slovensku ma modelovanie v onomastike dlhu tradiciu
a hovori sa aj o skole. Riesia sa projekty zamerané na modelovanie proprii, napr.
sucasny slovensky projekt modelovania chrématonym.

Dana arealova distribucia modelov vydatych zien v Niznej pozostava z prislusné-
ho vzorca pomenovacieho modelu, frekvencie (vyskytu) modelu v triede a lokalite
a explicitného jazykoveého stvarnenia prislusného onymickéeho znaku - konkrétne-
ho ziveho osobného mena z triedy zenatych muzov v Niznej. Pomenovacie modely
a zivé osobné mena su zoradené podla Clenitosti, od jednoclennych po stvorclen-
né; v systematike, ako navrhli V. Blanar s J. Matejcikom.

Vysvetlivky (legendu) k modelom a k funkénym ¢lenom mozno najst napr. v 4.
Cisle tohto Casopisu z roku 2022. Zistené zivé osobné mena prepisujeme zjed-
nodusenou fonetickou transkripciou, Cize piSeme len jedno i (ypsilon sa nepise),
pripadnu makkost zaznacujeme.
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Distribucia pomenovacich modelov u vydatych zien v obci
Nizna so zivymi osobnymi menami

Jednocélenné: PM: CHz : MD
Frekvencia: 1
PM: K Modleni¢ka
Frekvencia: 3
Marcela PM: CHz3 : MD
Zaneta Frekvencia: 1
Melinda Kostolni¢ka
PM: K PM: CHp
Frekvencia: 2 Frekvencia: 1
Vlatka Ceska (rozprava po slovensky s
Vlasti¢ka prvkami ¢estiny, jej mama je z Moravy)
PM: <K> PM: CHn : MD
Frekvencia: 2 Frekvencia: 2
Cipa Mamicka (syn jej hovoril mamicka)
Beatriks Babusa (babusila sa?)
PM: K1 PM: RM[1] =P
Frekvencia: 1 Frekvencia: 1
Jondinka (otec bol Jonas) Mahajka
PM: K3 PM: RM3 =P
Frekvencia: 1 Frekvencia: 5
Julinka (podla K muza) Lacicka
Sersenka
PM: CHv Boldiska
Frekvencia: 1 Zaska

Grofka (rozkazovala, byvaju na panskom)  Talicka

PM: CHv/MD PM: RM3 = <P>
Frekvencia: 1 Frekvencia: 2
Knisalka (kniSe sa) Frejvaltka

Drgonka
PM: CHz
Frekvencia: 5 PM: *RM3 =P : MD
(Bivala) starostka Frekvencia: 4
Senkarka Bridzicka
Zachranarka Kacvinka
Spevacka Tuhelka

Ta ¢o bola postarka Chovanicka
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PM: RM3 = <P>: MD PM:A-RM3=P : MD
Frekvencia: 1 Frekvencia: 1
Filipka (z P Filipovicova) teta Bielikech
PM: MD21 PM: A - P3=RMD
Frekvencia: 3 Frekvencia: 4
Ta ¢o biva na Cvikéch stara Bohuncakova
Na VIhech ta ¢o prisla pani Simekova
Ta ¢o biva na Gilanéch (MD = P21) pani PariSkova

pani Ribova
PM: P1
Frekvencia: 3 PM: K + K1
Svecka Frekvencia: 1
Gilanka Veronika Bartekova
Chorvatovicka

PM: K# + K1
PM: P[1] = RMD Frekvencia: 1
Frekvencia: 1 Viera Bartekova (otec bol Bartolomej /
Mahajova Bartek K/)
PM: P3 : MD PM: K + K#1
Frekvencia: 1 Frekvencia: 1
Kovacikova Alena ICkova
PM: P3 = RMD PM: K+ K1 : MD
Frekvencia: 4 Frekvencia: 1
Simekova Bozena Vaclavova (otec Vaclav)
Pariskova
Polesenska PM: K+ K3
Durinova Frekvencia: 1

Zdenka Kamilova
Dvojélenné:

PM: K + K3
PM: A - CHz Frekvencia: 4
Frekvencia: 2 Hana Izova (muz Izidor)
pani Ucitelka Hanka Izova
stara Capinka (chovali capa) Maja Vlastova

Lida Felinova
PM:A-RM3 =P
Frekvencia: 2 PM: K + <K>3
pani Bielikova Frekvencia: 1
tetka Bukovcakéch Marjéna Josc¢inova
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PM: K+ K3 : MD
Frekvencia: 1
Eva Lojzova (muz bol Alojz)

PM: K+ K3 : MD
Frekvencia: 2
Stefa FrantiSova
Ernesa Slavova

PM: K + CHv
Frekvencia: 1
Mara Kacka (je Cierna, kacava)

PM: K + CHv3
Frekvencia: 1
Valika Cicova

PM: K + CHz
Frekvencia: 3
Mila Capinka
Anicka Sestricka
Hana Sestricka

PM: K+ CHz3 : MD
Frekvencia: 1
Eva Sanitkarova (muz bol sanitkar)

PM: K + CHp
Frekvencia: 1
Mata ¢o biva na Zampachovej bitovke

PM: K + CHn3 = <P>
Frekvencia: 1
Maja Benetkova

PM: K+ CHn3 = <P>: MD
Frekvencia: 1
Marta Kacova

PM: K + RM1

Frekvencia: 4

Vlatka Drnkova (K + RM1)

Zdena Capinka (K + RM1)

Mara Konstuséch (K + *RM1 = K1)
Marjénka Matusech (K + RM1 = K4)

PM: <K> + RM1 = K4
Frekvencia: 1
Olga Vilmuséch (z K Viliam)

PM: K+ RM1 =K :MD
Frekvencia: 1
Bozena Vaclavech

PM: K+ RM1 =K :MD
Frekvencia: 1
Boska Vaclavech

PM: K+ RM1 = MD
Frekvencia: 1
Marjénka Bundzaléch

PM: K + <RM1> = <MD>
Frekvencia: 1
Mirka Daruléch

PM: K# + <RM3> = <MD>
Frekvencia: 1
Etela Kabelova

PM: K+ RM11 =P
Frekvencia: 1
Dana Kotrbéch

PM: K+ RM =P
Frekvencia:
Milka Vaskéch
Milka Talicka

PM: K# + <RM3> =P
Frekvencia: 2

Etela Kovacech

Etela Kovacka

PM: K+ RM1 =P
Frekvencia: 4
Jana Kovacka
Erika Kovacech
Ivana Simkovicka
Elena Baduricka
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PM: K+RM1 =P
Frekvencia: 12
Dana Mikuséch
Mara Bohuncakéch
Roéza Uvackech
Janka Bielicka

Ina Horvatka

Ina Horvatech
Zuska Pavlikech
Zuska Pavlicka
Gabika Simkovicéch
Gaba Simkoviééch
Katka Zazech
Katka Zaska

PM: K+ <RM1>=P
Frekvencia: 1
Iveta Mikuska

PM: K+ ORM1 =P
Frekvencia: 1
Roézika (Uvackech)

PM: K+ *RM1 =P
Frekvencia: 1
Alena Bohunickich

PM: K+ *RM1 =P
Frekvencia: 1
Ala Bohunickich

PM: K + RM1 = <P>
Frekvencia: 1
Boska Filipka (z P Filipovicova po otcovi)

PM: K+ RM1 =<P>: MD
Frekvencia: 1
Eva Pavliska

PM: K+ RM[1]1=P
Frekvencia: 1
Vlasta Mahajka

PM: K + *RM3
Frekvencia: 2

Eva Latabaréch
Eva Latabarka

PM: K + RM3 = MD

Frekvencia: 3

Eva Chardzalova (nebolo to P, len RM)
Eva Chardzalka

Eva Chardzalech

PM: K+ RM3 =MD
Frekvencia: 2

Mila ICkéch

Dana Drnkova

PM: K + <RM3> =MD
Frekvencia: 1
Zlata Babalkova

PM: K+ RM3 =P
Frekvencia: 17
Irena Bukovcacka
Alena Magnuska
Eva Papajka

Kamila Dohnalka
Veronika Misurka
Veronika MiSurech
Marta Sojkech

Zlata Hulmanka
Zdenka Bukovc¢akech
Denisa Boldiska
Alena Gilanka

Alena Gilanech
Mariana Boldisech
Mariana Boldiska
Jana Zazech

Zaneta Obalech
Nikola Bohuncakech

PM: K+ RM3 =P
Frekvencia: 28
Amala Uvackeéch
Boska Fereska
Maja Vrpka

Roza Kosmalka
Anka Kosmalka
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Anicka Kosmalka
Dana Mikuséch
Mila Pavliska
Katka Blanaréch
Jaruska Kovacech
Lupka Taligech
Anka Sikorech
Anka Sikorka
Valika Kovacech

Anicka Benedikovi¢ech

Maja Benedikovi¢ech
Ina Zakech

Ina Zacka

Joja Slovacka
Jana Pavlicka
Jana Pavlikech
Mara BoldiSech
Vlatka JanecCkech
Jara Blaskech
Marjéna Cizech
Marijéna Ciska
Janka Bohunc¢acka
Milka Ferechech

PM: K+ *RM3 =P
Frekvencia: 1
Maca Kovacka

PM: K + <RM3> =P
Frekvencia: 3

Irena Mikusech
Monika Mikusech
Monika Mikuska

PM: K + <RM3> =P
Frekvencia: 2
Monca Mikusech
Monca Mikusova

PM: K# + RM3 =P
Frekvencia: 2
Viera Misurka
Viera Misurech

PM: K + RM3 = <P>: MD
Frekvencia: 2

Ernesa Ferech

Boza Filipka

PM: K+ *RM3 =P : MD
Frekvencia: 2

Anna Gilanéch

Vilma Piestanskich

PM: K+ *RM3 =P : MD
Frekvencia: 5

Ruzena Tuhelech

Mara Chovancéch

Mara Chovanic¢ka

Heda Chovancech

Jara Uhercicka

PM: K+ RM[3] =P : MD
Frekvencia: 1
Joja Kozacka

PM: K+ RM4 = K
Frekvencia: 1
Eva Jaruséch

PM: K+ RM44 =P
Frekvencia: 1
Joja Koprnéch

PM: K + P1
Frekvencia: 3
Alena Bohunicka
Jana Tulisova
Zaneta Mikusova

PM: K + P1
Frekvencia: 7
Ala Bohunicka
Dana Piackova
Jara Cvikova
Joska Svecova
Maca Misurova
Vlatka Piackova
Biba Stopkova
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PM: K + P1
Frekvencia: 9
Veronika Dohnalka
Veronika Dohnalech
Ivana Hulmanech
Elena Cvicka
Helena Dohnalka
Irena Lesajka
Jana Tuliska

Marta Pavliska
Marta Pavliséch

PM: K + P1
Frekvencia: 25
Dana Piackech
Hana Tuhelka
Mara Svecéch
Gabina Pavliska
Anka Mihalikech
Anicka Mihalikech

PM: K + <P1>
Frekvencia: 2
Zdena Uvackech
Janka Fereskech

PM: K# + P1
Frekvencia: 1
Janka Misurova

PM: K# + P1
Frekvencia: 3
Etela Pavliséch
Viera Dohnalka
Viera Dohnalech

PM: K+ P1:MD
Frekvencia: 1

Bozena Dohnalka

PM: K+ P1/2: MD

Cila Sajtlavéch (st. gen.) Frekvencia: 1
Gabika Bukov¢akech Iveta Baduricka
Luba Chorvatovicech

Jara Cvicka PM: K+ P1 =RMD
Jara Cvikéch Frekvencia: 1

Jojka Vaskéch Ivana Simkovic¢ova
Milka Kolarech

Mila Kolarka PM: K+ P1=RMD

Joska Svecka
Gita BukovcCakech
Gita Bukovcacka
Mara Kacvinka
Maca Misurka
Vlatka Piackech
Vierka Olejarka
Anka Ciska

Maja Hornicka
Marjéna Hornicka
Biba Stopkéch

PM: <K> + P1
Frekvencia: 1
Olga Kovacka

Frekvencia: 7
Alenka Blanarova
Saska Kovacova
Sasa Kovacova
Mara Bohuncakova
Zuska Pavlikova
Katka Zazova

Ina Horvatova

PM: K + P3
Frekvencia: 1
Erika Van&ova

PM: K + P3
Frekvencia: 3
Zuska Jendreasova
Janka Misovicova
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Zuza Porubska

PM: K+ P3: MD
Frekvencia: 1
Vilma Piestanska

PM: K+ P3: MD
Frekvencia: 1
Heda Chovancova

PM: K+ P3=RMD
Frekvencia: 16
Monika Kernova
Iveta Piackova
Martina Usakova
Kamila Dohnalova
Alena Janechova
Nikola Bohunc¢akova
Marcela Janechova
Zaneta Obalova
Mariana Boldisova
Lucia Pavlisova
Veronika Misurova
Marta Sojkova
Zdenka Bukovcakova
Jana Zazova

Alena Gilanova
Lenka Mikusova

PM: K + P3 = RMD
Frekvencia: 29
Ala Lacikova
Lubenka Pritrska
Lupka Pritrska

Ina Novotna

Dana Mikusova
Alenka VelSicova
Gabina Kinciova
Zuska Tomasova
Hena Simkovicova
Katka Blanarova
Jara Blaskova
Maja Ondrigova
Marjena Ondrigova

Mariéna Cizova
Janka Bohunc¢akova
Zuska Ribova

Biba Stibraniova
Vlatka JanecCkova
Amala Uvacikova
Gitka Gazikova
Dana Piackova
Jaruska Kovacova
Lupka Taligova
Anka Sikorova
Valika Kovacova
Mara Chovancova
Anicka Benedikovi¢ova
Ina Zakova

Kveta Piackova

PM: K + P3 = <RMD>
Frekvencia: 2

Irena Mikusova
Monika Mikusova

PM: K + P3 = <RMD>
Frekvencia: 1
Milka Ferechova

PM: K + <P3> = RMD
Frekvencia: 3

Milka Fereskova

Litka Drgonova
Liduska Drgonova

PM: <K> + P3 = RMD
Frekvencia: 1
Alica Janechova

PM: K# + P3 = RMD
Frekvencia: 1
Viera Misurova

PM: K# + P3 = <RMD>
Frekvencia: 1
Etela Kovacova
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PM: K11 + K
Frekvencia: 1
Jaruskina Monika

PM: K11 + K#
Frekvencia: 1
Serafina Etela

PM: (K + RM1/2 = P)11
Frekvencia: 1
Milkina Vaskéch

PM: (K+ RM = P)3
Frekvencia: 1
lvanova Benedikovi¢ech

PM: (K+ RM =P)3
Frekvencia: 1
Joskova Ferechéch

PM: (K + P3)11
Frekvencia: 1
Milkina Kovacech

PM: K3 + K
Frekvencia: 1
Rastikova Renata

PM: (K + <P> = RMD)3
Frekvencia: 1
Joskova Fereskova

PM: CHv + K
Frekvencia: 2
Tlsta Marisa

Tista Mara (najtlstejsia v dedine)

PM: CHz[66] + A
Frekvencia: 2

Bivalej starostki mama
Bivalej starostki rodicjé

PM: CHv5 + A
Frekvencia: 1
Cicova nevesta

PM: RM1 + K

Frekvencia: 2

Kucicéch Helena

Tricéch Renata (otec Ferech P, Trnic RM)

PM: RM1 =P + K
Frekvencia: 1
Kotrbéch Marka

PM: *RM1 =P + K
Frekvencia: 1
Tuliséch Marjéna

PM: *RM1 =K1 + K: MD
Frekvencia: 1
Konstuséch Mara (otec K Konstantin)

PM:RM3 =P + K
Frekvencia: 1
Piackéch Eva

PM: RM3 =P + K
Frekvencia: 1
Uvackech Mila

PM: RM3 =P + CHz
Frekvencia: 1
Hulmanka Sestricka

PM: (P = RMD)1 + A
Frekvencia: 1
Simekova céra

PM: P1 =RMD + K
Frekvencia: 1
Kotrbova Marka

Trojélenné:
PM: A - RM3 =P + CHn3

Frekvencia: 1
teta Mikuséch Kaprikova
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PM: K+ <K>1 + A
Frekvencia: 1
Mirka Jostova céra

PM: K+ (K+ RM = P)1
Frekvencia: 1
Erika Stanova Ferechéch

PM: K+ (K + RM = P)1
Frekvencia: 1
Katka Stanova Ferechéch

PM: K + (K + <RM> = P)1
Frekvencia: 1
Zuska Silova Mikusech

PM: K + (K + <RM3> = P)11
Frekvencia: 1
Iveta Irenina Mikuséch

PM: K+ (K+ RM1/2 = P)11
Frekvencia: 1
Zuza Milkina Vaskech

PM: K+ K3 + 0K1/3
Frekvencia: 1
Irena Julova (Franckova)

PM: K+ (K +K1)3
Frekvencia: 1
Helenka Mirova Iskova

PM: K+ (K+ RM = P)3
Frekvencia: 1
Iveta Jozova Piackéch

PM: K + (K + RM = P)3
Frekvencia: 3

Mirka MiloSova Hulmanech
Katka Andrejova Kovacech
Katka Andrejova Kovacova

PM: K+ (K + RM = P)3
Frekvencia: 2

Hela Janova Hornikech
Jana Silova Pavlikech

PM: K + (K + RM = <P>)3
Frekvencia: 2

Maja Stanova Feréch (P Ferechova,
muz P Ferech)

Marjéna Stanova Feréch

PM: K+ (K+RM=P)3: MD
Frekvencia: 1
Ruzena Jozova Stopkéch

PM: K+ (K + RM = P : <MD>)3
Frekvencia: 2

Gaba Alinova Piackéch

Gabina Alinova Piackéch

PM: K+ (K+RM =P : RMD)3
Frekvencia: 1
Maja Vlastova Mikusech

PM: K + (K + <RM> = P)3
Frekvencia: 1
Rozika Silova Mikusech

PM: K+ K3 + RM3 =P
Frekvencia: 1
Jana Silova Pavlicka

PM: K+ <K>3 + RM3 =P
Frekvencia: 1
Marjéna Josc¢inova Pavliséch

PM: K + (K + RM1 = P)6
Frekvencia: 1
Ala Patova Bohunickich

PM: K + (K + P3)6
Frekvencia: 1
Ala Patova Lacikova

PM: K+ RM1 + K1
Frekvencia: 1
Erika Bundzaléch Emilkova
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PM: K+ RM1 =<P> + K3 : MD
Frekvencia: 1
Eva Pavliséch Lojzova

PM: K + (<RM> = P + K)1
Frekvencia: 1
Janka Mikusech Silova

PM: K + RM3 = P + OK1
Frekvencia: 1
Dana Macaskeéch (Eugova)

PM: K+ RM3 =P + OK3
Frekvencia: 1
Lenka Mikuséch (Marekova)

PM: K+ RM3 =P + K3
Frekvencia: 1
Janka Ferechech Marekova

PM: K+ RM3 =P + K3
Frekvencia: 2

Marjéna Blanarova Stanova
Kveta Piackech Vilova

PM: K + RM3 = <P> + K3
Frekvencia: 2

Janka Fereskéch Marekova
Janka Fereskova Marekova

PM: [K + (*RM = P + K)3] : MD
Frekvencia: 1
Serafa (PavliSéch Rudova)

PM: K+ *RM3 = P + CHv3 : MD
Frekvencia: 1
Heda Kovacech Kotinova

PM: K+ <RM3>=P + CHz
Frekvencia: 1
Anka Pavliséch Sestricka

PM: K+ *RM3 =P + CHp : MD
Frekvencia: 1
Anicka Stre¢anskich z Mlina

PM: K+ RM3 =P + P1
Frekvencia: 1
Marta Michalcicka Pavliséch

PM: K+ RM3 =P + P1
Frekvencia: 1
Anka Bapéanka Cigka

PM: K + P1 + K11
Frekvencia: 2

Zaneta Mikusech Irenina
Zaneta Mikuska Irenina

PM: K+ P1 + K3
Frekvencia: 1
Lida Hulmanova Felinova

PM: K+ P1 + K3
Frekvencia: 1
Lida Hulmanka Felinova

PM:K+P1+RM3=P
Frekvencia: 1
Lida Hulmanova Kudelova

PM:K+P1 +RM3=P
Frekvencia: 1
Eva Kovacka Papajka

PM: K+ P1 +RM4 =K
Frekvencia: 1
Eva Kovacka Jaruséch

PM: K + P3 = RMD + OK1
Frekvencia: 1
Dana Macaskova (Eugova)

PM: K + P3 = <RMD> + K3
Frekvencia: 1
Janka Ferechova Marekova

PM: K+ P3 + CHp : MD
Frekvencia: 1
Anicka Stre¢anska z Mlina



Z neuradného pomenovania vydatych zien v obci Nizna v piestanskom okrese |

PM: K+ P3 =RMD + RM1 = CHp

Frekvencia: 1
Renata Jarinska Zeleni¢anéch

PM: K+ P3 =RMD + RM1 = CHp

Frekvencia: 1
Rena Jarinska Zeleni¢anéch

PM: K1 + K+ ORM1 =P
Frekvencia: 1
Emilkova Monika (Kovacech)

PM: (K+RM=P)11 + A
Frekvencia: 1
Julkova Mikusech céra

PM: (K+P1)11 + A
Frekvencia: 1
Helina Dohnalech céra

PM: (K + RM1)3 + A
Frekvencia: 2

Fera Kucicéch zena
Fera Kucicu zena

PM: (K + <RM> = <MD>)3 + A
Frekvencia: 1
Jozova Daruléch zena

PM:(K+RM=P)3 +A
Frekvencia: 3

Mirova Sikorech zena
Mirova Sikorova zena
Mira Sikorech zena

PM: (K + <RM>=P)3 + A
Frekvencia: 1
Ivanova Mikusech Zena

PM: (K+RM =P)3 +A: MD
Frekvencia: 1
Jarova Tuhelech zena

PM: (K + RM = MD)3 + OK
Frekvencia: 1
Dominova Konstuséch (Joska)

PM: (K +<RM>=P)3 + K
Frekvencia: 2

Joskova Pavliséch Anka
Joskova Pavliséch Anicka

PM: (K+ P =RMD)3 + A
Frekvencia: 1
Mira Sikoru zena

PM: P3=RMD + K3 + A
Frekvencia: 1
Pariskova lgorova zena

Stvorélenné:

PM: <K>+ (K + P1)11 + A
Frekvencia: 1
Alica Milkina Vaskéch céra

PM: K+ (K + RM = P)3 + OCHv
Frekvencia: 1
Mara Rudova Blanaréch (Kacka)
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PM: K+ (K+ RM =P + ORM44 = P)3

Frekvencia: 1

Janka Palkova Kovacéch (Hulmanéch)

PM: K + (<RM> =P + K + CHn)3
Frekvencia: 1
Roza Mikusech Silova Vahanova

PM: K+ *RM3 =P + (K + RM = MD)3

Frekvencia: 1
Jarmila Kovacka Ferova Koprnéch

PM: (K+ RM=P)3 + A+ CHn3
Frekvencia: 1
Stefova Pavliséch Anka Motuzova
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Zaver

V tejto studii sme predstavili distribuciu pomenovacich modelov Zivych osobnych
mien triedy vydatych Zien v v obci Nizna v okrese Piestany. Postupovali sme podob-
ne ako pri triede Zzenatych muzov v Niznej. Struktirovany prehlad pontkol ucele-
né predstavenie neuradného (zivého) pomenovacieho systému v danej obci, Cize
mikrosystému jednej obce piestanského okresu, pretoze vo funkéno-strukturalnej
koncepcii V. Blanara pomenovacie modely predstavuju konstitutivhe prvky sustavy
(systému) osobnych mien.
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A szépirodalmi muvek forditasa soran szamolnunk kell a kulturalis informaciéveszte-
ség jelenségeével, a celnyelvi atlagolvasonak pedig valoszinlleg fel sem tlinik, hogy
esetleg valamilyen kulturalis tobblettartalom nem jelenik meg a forditott miben. A
cimsorban a redlia kifejezés szerepel, amely csak egy a terminus szinonimasora-
bol. A terminologiai sokféleség azt jelenti, hogy a realia fogalmanak terjedelmi és
tartalmi korlatai mind a mai napig nem tisztazottak.

A dolgozatban azt vizsgalom, hogy milyen miveleteket hasznalnak a forditok a
realiak megfeleltetésére, mennyire tud a forditott mu a kulturakdzvetites eszkozéeve
valni. Az elemzés anyagat A. P. Csehov A 6-0s szamu koérterem ciml mivének
magyar forditasai képezik: Sz6ll6sy Klara (1991), illetve Ivan Imre (Csehov: Isten
kertje, Sachs Frigyes kiadasa, Budapest, 1904) munkai. A dolgozatban szot ejtek
a forditoi kompetenciardl is, ami nagymertékben meghatarozza a célnyelvi széveg
mindségét, a realiak megfeleltetését, tekintve hogy bizonyos forditdi megoldasok
az adott mu teljes egészére kihatassal lehetnek.

1. A kultura a forditastudomany szemsz6gébél

A forditas és a kulturarol valo gondolkodas sohasem szakadt el egymastol, a fordi-
tok sajat munkajukra reflektalva mindig is hangsulyoztak a kulturak kozotti kdzve-
tites fontossagat, a kulturalis kilonbségek azonban mint legyézendé problémak,
megoldhatatlan feladatok szerepeltek a forditastudomanyi munkakban. Az 1980-
90-es években bekdvetkezett ,kulturalis fordulat” utan eldtérbe kertlt a forditasok
kulturalis aspektusa. Az irodalmi szdvegekben lattak leginkabb megfoghatonak a
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forditasi folyamat kulturakotéttségeét (Pusztai-Varga 2010, 78). Munkamban a kul-
tura fogalmat az interkulturalis kommunikaciéban hasznalatos kulturafogalom értel-
mében hasznalom, Hidasi (2008) kulturadefiniciojat alapul veve, mivel ez a felfogas
egy tag kulturaszemléletet kdvet, valamint a forditast is gyakran aposztrofaljak inter-
kulturalis kommunikaciokeént.

Hidasi (2008, 11) meghatarozasa szerint: ,A kulturat mint tarsadalmi, emberi
alkoto folyamatot kell elképzelniink. Egy-egy kultura létrehoz és tovabborokit egy
kozOs szimboélumrendszert, amely révén és altal az adott kultura tagjai érintkeznek
es a kozossegi letiiket szervezik”. Hidasi kulturafelfogasa alapjan elkuloniinek a
szimbolumrendszer lathato és a lathatatlan elemei. A lathato, targyiasult elemek
mellett (ezeket tekinti a szakirodalom hagyomanyosan realiaknak) a lathatatlan ele-
mek (szimbdlumok, normak, értékek, viselkedési mechanizmusok, dontéshozatali
szabalyok, gondolkodas, értékrend) még hangsulyosabbak, ismereteink roluk a
legcsekeélyebbek, ,mind a mai napig nem eléggé feldolgozottak és rendszerezet-
tek” (Hidasi 2008, 12). Néz6épontunkhoz kapcsolhaté meg Hollo (2008, 16) meg-
allapitasa is, aki a kultura fogalmaba sorolja a kulturat hordozo nyelvi elemeket is, a
szokincs kulturalis konnotacioival egylitt.

Hall jéghegy-modellje azt mutatja be, hogy csupan csak egy részeét latjuk a
kulturanak. A szerzd megkilonboztet kiilsé és bels6 kulturat: kilsé kultura, ami
latszik, a targyiasult kulturaproduktumok, a felszinen érzékelhet6 szimbolumok, vi-
selkedések. Belsé kultura az agy, a gondolkodas, mely vezérli a kiilsé kulturat (Hall
1975 idézi Hidasi 2008, 13). Azt gondolom, hogy a kultura fogalmanak egy tagabb
kulturalis antropologiai es interkulturalis kommunikaciéelmeéleti értelemben tortend
meghatarozasa kbzelebb vihet minket a széveg értelmezéséhez, az iroi-mufordi-
toi-olvasoi viszonyrendszer feltarasahoz.

2. A realia fogalmanak meghatarozasa

Terjedelmére valo tekintettel jelen tanulmany nem vallalkozik a realia szakirodalma-
nak teljes, részletes és tételes attekintésére, csak az utobbi évek szakirodalmabol
emel ki néhanyat.

A realiaknak nincs egységes, a forditastudomanyban mindenki altal elfogadott
definicidja. A realiakkal foglalkozé szakirodalom terminologiaja sem egységes, erre
mutat ra Mujzer-Varga tanulmanyaban, részletes attekintést nyujtva a realiafogalom
mibenlétérdl, valtozasairdl, annak rendszerbe foglalasaval. Munkajaban harom k-
16nb6zd felfogast kilonit el: az elsd a realiat jeltargynak, a masodik nyelvi jelnek
tekinti, a harmadik eset pedig az, amikor a szerz6 mindkét értelmezést figyelembe
veszi. Realianak altalaban a nyelvi jelet tekintjik, de ezzel nem minden forditaskuta-
6 ért egyet (Mujzer-Varga 2007, 59). A témaval foglalkozé kutatok tobbseége nyelvi
jelként értelmezi, vannak azonban, akik mindkettét értik rajta. Tébb szlikebb és ta-
gabb értelmezes is létezik a realiak besorolasarol. A szlkebb felfogas szerint csak
az olyan targyak, viseletek, eszkdzok, etelek, italok stb. elnevezesei tartoznak ide,
amelyek egy-egy kulturara, nyelvkézdssegre jellemzéek, egy masik kultura szama-
ra azonban ismeretlenek (Klaudy, 1997). Tagabb értelemben viszont ide sorolhatok
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a torténelemmel, foldrajzzal, éghajlattal, vallassal, politikaval, szokasokkal kapcso-
latos kifejezések is (Vlahov-Florin 1980).

Klaudy szerint a realia valamely kulturara sajatosan jellemz6 jeltargy vagy foga-
lom és annak elnevezése, amelynek a masik kulturaban nincs megfelel6je, vagy
mas a konnotacioja (Klaudy 2013, 86).

Lendvai szerint a 'nyelvi realia’ terminusnak népes szinonimasora van (’kulturalis
lexéma’, ’kultursz¢’, ’lefordithatatlan elem’, 'nonekvivalens lexéma’, ’kulturspecifi-
kus sz®’), nincs egységes definicioja (kulturspecifikus jeltargy’, kulturspecifikus
jeltargy megnevezese, nyelvi megnyilvanulas, 'amelyben kifejezddik az adott kul-
turkdzdsseg sajatos élmeény- és ismeretanyaga’), terjedelmi meghatarozasa valtozo
(Lendvai 2005, 68). Lendvai szerint a realia az adott kultura gyakori jeltargyat, fo-
galmat jelold allandosult megnevezés, amelynek megfelel jeltargy, fogalom hijan
nincs célnyelvi egyenértékese, kiildnb6zo forditoi stratégiak menten (ltethetdk at a
celnyelvre. Mivel a dolgozatom targya szempontjabol ez a felfogas a legelfogadha-
tobb, igy Lendvai definiciojat veszem alapul az elemzés soran.

Forgacs a realia fogalmat kiterjeszti a tagan értelmezett frazeologizmusokra is,
amelyek egy adott nyelv sajatjai. Egyik tanulmanyaban a Garaczi Laszlé6 mveiben
talalhato realianak mindstild frazeologizmusok forditasi lehetéségeit targyalja (For-
gacs 2002, 64).

Vall6o Zsuzsa kulturalis realiaként tekint minden olyan megnyilvanulasra, melyben
kifejez6dik az adott kulturkd6zdsség sajatos élmeény- és ismeretanyaga, targyai, fo-
galmai, mentalis €s emotiv sémai, amelyek az adott kulturalis kontextusban specia-
lis jelentéssel birnak (Vallo 2000, 45).

Vermes Albert a realiakat , kulturaspecifikus” kifejezéseknek nevezi, amelyen azt
erti, hogy egy feltevés, amely eleme az egyik kdzosseg kdlcsonds kognitiv kor-
nyezetének, nem eleme egy masik kdzdsseg kolcsonds kognitiv kdrnyezetenek
(Vermes 2004).

Tellinger szerint a realiak kisérdi a velik egybefonodott konnotaciok. Tellinger
Vlahov és Florin (1980) rendszerét kdveti (Tellinger 2003). Vlahov és Florin elkil6-
nitik a targyi és nyelvi redliakat, az el6bbit kulturspecifikus jeltargyakkent, utobbit a
jeltargy megnevezéseének tartjak. Emlitést tesznek arrol is, hogy a realiak javarészt
a szepirodalmi muivekben fordulnak eld, nemzeti koloritot kozvetitve (Vlahov-Florin
1980, 9).

3. A realiak forditasa

A forditok eltéré6 meggydézédeései, tapasztalatai, eltérd kulturaértelmezései, kilon-
b6z6 vilagnézetei és hattérismeretei, szubjektiv dontéseik alapjan kijelenthetjlik,
hogy annyiféle realiaforditas letezik, ahany forditd. A gyakran , lefordithatatlan elem-
kent” emlegetett realiak megfeleltetése soran mindannyian alkalmaznak valamilyen
stratégiat, modszert, itt ezeket mutatjuk be réviden.

Az explicitacié fogalmat Vinay és Darbelnet (1958) vezette be a forditaselmélet-
be. Meghatarozasukban az explicitacio olyan muvelet, mely soran a fordito explicit
modon fejez ki valamit a célnyelven, ami a forrasnyelven implicit maradt, mivel az
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informacio a forrasnyelvi kontextusbal, illetve az adott szituaciobol kikbvetkeztethe-
t6 (Makkos-Robin 2011, 135).

Klaudy (1999) az explicitacio fajtainak meghatarozasakor kiterjesztette Vinay és
Darbelnet értelmezését, és nem csupan tudatos dontéseken alapulo forditoi tech-
nikakeént ertelmezte azt, hanem szamolt a forditasban részt vevé nyelvparok kozotti
rendszerbeli kilonbségekkel is. Ennek alapjan elkilénit nyelvspecifikus €s nem
nyelvspecifikus jelenségeket, a forditasban vegzett miveleteket pedig negy 6 ka-
tegoriaba sorolja (kotelezd, fakultativ, pragmatikai, forditasspecifikus).

A realiak forditasa mindig dontés elé allitja a forditokat, mérlegelnitk kell, hogy
azok milyen jelentést hordoznak, milyen funkciot toltenek be a forrasnyelvi szoveg-
ben, ennek fliggvényében kell elddntenilik, hogy feltétlenlil megdérzendd, esetleg
kihagyhato az informacio.

Klaudy irasaban ramutat, hogy a realiak a célnyelvi olvasok szamara gyakran
semmit nem jelentenek, igy forditasuk soran tobbfeleképpen jarhatunk el, melyek
kézul néhanyat emlit, mint pl. az altalanositas, koriiliras, kihagyas, analégias for-
ditas stb. Amennyiben mindenképpen meg kell érizni a redliakat a célnyelvi sz6-
vegben is, akkor a forditok magyarazo betoldast szoktak alkalmazni. A szerzé be-
vezeti a pragmatikai explicitacio fogalmat is, amely a célnyelvi szbveg olyan jellegu
kiegészitéseét jelenti, amelyre az olvasok hattérismereteinek kildnbségei miatt van
szlikseg, vagyis nyelven kivili okai vannak (Klaudy 1999, 5-22).

Klaudy hangsulyozza, hogy a forditas soran elkertlhetetlenek a veszteségek,
azonban az elveszett jelentést valahogyan potolni kell, mely miveletet kompen-
zalasnak nevezi. A kompenzalas soran a forditd tudatositja a forditas soran kelet-
kezett veszteségeket, majd az elveszett jelentéseket mas helyen, mas eszkdzokkel
probalja visszaadni (Klaudy 1994, 148-151). A forditok ezen kivil alkalmazhatjak
meég az adaptacio, tikorforditas és transzliteracié muiveleteket is.

A nyelvi realiak forditasa soran figyelembe kell venni a nyelvi és kulturalis aszim-
metriat (Klaudy 2013, 86-88), ami ohatatlanul megneheziti a forditdé munkajat. A
nyelvi aszimmetria a forditas soran szlletik, a forditasi viszonyba kertlt nyelvpar
kélcsdnhatasa dinamizalja a nyelvi kilénbségeket. A nyelvi aszimmetria azonban
nem egyszerlien a kulturalis kildnbségeket jelenti, hanem a kulturak kozti kom-
munikacio kiegyensulyozatlansagat. A jelenség leklizdéseére Klaudy-Venuti (1975)
nyoman - a honositas/idegenités dichotomiajat nevezi meg. Honosito a forditas
akkor, ha a fordito természetesnek hangzo celnyelvi szoveget allit eld, minimalizalva
az idegenséget. Idegenité akkor, ha a forditd megtartja az eredeti szbveg idegen-
segeét, megtartja a forrasnyelvi realiakat.

Az interkulturalis forditasi szemlélet azt hangsulyozza, hogy a lehetéségekhez
kepest minél t6bb idegen kulturalis elemet kell megdrizni €s atvinni a célnyelvbe.

4. A forditéi kompetencia - interkulturalis kompetencia

A realiak a célnyelvi olvaso szamara ismeretlen fogalmakat kozvetitenek, ezért a for-
ditd egyfajta kulturakodzvetité szerepben lep fel, tulajdonképpen egy egeész kulturat
kell atliltetnie a forrasnyelvrdl a célnyelvre, annak minden sajatossagaval. Ahogy az
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korabban is megallapitast nyert, a realiak forditasakor meérlegelni kell, hogy me-
lyek azok az informaciok, amelyek esetleg elhagyhatoak, melyeket kell feltétlendil
megorizni, milyen kompenzacios mechanizmusokat célszer( alkalmazniuk a fordi-
toknak (amennyiben alkalmaznak) a kihagyott kulturalis tartalommal bir¢ informacio
potlasara.

Itt sziikséges réviden szoét ejteni a forditoi kompetenciarol, ami nagymeértékben
meghatarozza a célnyelvi szoveg minéseget. A forditoi kompetencia egy meglehe-
tésen komplex fogalom, irasunkban nem torekszink annak részletes kifejtesere,
azonban meg kell emliteniink Gambier modelljét (Horvath 2015, 13), mely szerint
az alabbi elemek alkotjak a forditoi kompetenciat: (1) forditoi szolgaltatasok nyuj-
tasa, (2) nyelvi kompetencia, (3) interkulturalis kompetencia, (4) informaciokeresé
kompetencia, (5) miszaki-technikai kompetencia, (6) tematikus kompetencia.

A dolgozat témaja szempontjabol az interkulturalis kompetencia fontossagara
kivanok ravilagitani, példaimmal annak fontossagat igyekszem alatamasztani. Erde-
mesnek tartom azonban megemliteni, hogy nehany kutato milyen allaspontot kep-
visel a forditoéi kompetenciaval kapcsolatban.

Lesznyak (2003) irasaban ramutat, hogy a forditoi kompetenciat sokan sokfé-
leképpen definialtak, a megfogalmazasok és az egyes sulypontok is kilonb6zéek,
bar abban valamennyi kutatd egyetért, hogy nem elegendé a kivald nyelvtudas, a
kulturalis ismeretek elsajatitasa is kiemelten fontos.

Lesznyak (2008) disszertaciojaban sajat nézépontjat is ismerteti, miszerint a for-
ditoi kompetencia egy a sokféle kompetencia kézul. Ahhoz, hogy megismerhessik
Osszetevdit, szilkség van a kompetencia - ezen belll a nyelvi és kommunikativ
kompetencia - sajatossagainak ismeretére, az egyes kompetenciak kapcsolat-
rendszerének Osszefliggéseire, mivel ezek kdlcsdndsen athatjak egymast. A ter-
mészetes forditdoi kompetencia a nyelvi-kommunikacios kompetencia fejlddesevel
van 6sszefliggésben, spontan jelenik meg a forditonal, amint a masodik nyelv tu-
dasa formalodni kezd.

Droth (2011) utal ra, hogy a forditasi kompetencia toébb szerzd szerint a kdvetke-
z6 OsszetevOket tartalmazza: szévegertesi és szOvegelemzesi kompetencia, kuta-
tasi kompetencia, kdzvetitési kompetencia, szdvegalkotasi kompetencia, a forditas
mindsegeének megitélését szolgalo kompetencia, nyelvi kompetencia (a forrasnyelv
és a célnyelv vonatkozasaban), kulturalis kompetencia.

Klaudy (1999) a forditd szakmai kompetenciajanak 6t elemét sorolja fel: (1) nyel-
vi kompetencia, (2) szaktargyi kompetencia, (3) interkulturalis kompetencia, (4)
forditastechnikai kompetencia, (5) kommunikativ kompetencia. A kompetencia sz6
ebben a felsorolasban részben ismereteket (nyelvismeret, targyismeret, orszag-
ismeret), részben pedig keszsegeket (atvaltasi készseg, kommunikativ készseg)
jelent. Véleménye szerint a forditdi szakmai kompetenciahoz tartozik az is, hogy a
ket nyelv kozotti kildnbsegek leklizdésere kidolgozta sajat strategiait.

Ahogy korabban megallapitottuk, vizsgalatunk szemszogebdl az interkulturalis
kompetencia a legfontosabb a forditastechnikai kompetenciaval egyltt, hiszen a
kulturaspecifikus elemek forditasa soran a megfeleld kulturalis hattértudas, illetve
megfeleld forditoi stratégia megvalasztasa és alkalmazasa kap hangsulyt.

A forditok altal alkalmazott stratégiak arra iranyulnak, hogy a kulturalisan kotott
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elemek a célnyelvi szévegben érthetéek legyenek. Minél kdzelebb keril az olvaso
a forrasnyelvi kultura ,,egzotikus” elemeihez, annal jobban megnyilvanul sajat viszo-
nya, sajat tapasztalatai, sajat éiményvilaga, nézetei is a forraskulturara vonatkozoan.

5. A. P. Csehov: A 6-0s szamu korterem - a realiak forditasa

A cimben jelzett 6-os szamu korterem egy elmegyodgyintézet lepusztult epuleté-
ben talalhatd, mindésszesen 6t lakoja van, mindegyikiik a korabeli orosz tarsadalmi
rendszer egy-egy rétegének megtestesitéje. A nemesi szarmazasu Gromov, volt
tanarember, aki az értelmiség képviseldje, Mojszejka, az artalmatlan 6rdilt, Nyikita,
az 6r, aki rendszeresen veri a korhaz lakoit, keésébb Ragin doktor maga is a bolon-
dok haza lakoja lesz. A novellaban hosszu leirast kapunk Gromov és Ragin filozo-
fald vitajardl. Ragin arra biztatja Gromovot, hogy talaljon megnyugvast dnmagaban,
ugyanis a szabad és elmélyllé gondolkodas és a vilag gyarld hiusaganak teljes
megvetése két olyan aldas, amelynél nagyobbat ember sohasem ismert. A novella
a 19. szazadi orosz tarsadalmi lét megnyomoritottsaganak, mozdulatlansaganak
filozofikus leirasa.

A mUben eléfordulo realiak csoportositasa utan megvizsgaltam a lehetséges for-
ditasi variansokat. Az elsé sorban az orosz eredeti (a), azt kdvetéen Szdll6sy Klara
magyar forditasa (b), ezutan lvan Imre magyar forditasa (c) lathato:

a) UWean JImurpud I'pomMOB, MyX4MHa JIET TPUALATH TpeX, U3 ONAaropomHbIX,
OBIBIIMIA CyneOHBIH NPHUCTAaB M 2yOepHCKull cekpemapb, CTpajlacT MaHHeH
npecCiIca0BaHuA.

b) Ivan Dmitrics Gromov harmincharom esztendds, nemesi szarmazasu, volt
tanar és birésagi végrehajto, lldézési maniaban szenved (Szélldsy 331).

¢) Gromov Dmitrics lvan harmincharom éves férfi, nemes csaladbol szarma-
zott, egykori térvényszéki bird és kormanyzati titkar, Gldézési maniaban
szenved (lvan 6).

Sz6llésy forditasaban a ,eybepuckuii cekpemaps’ birdsagi végrehajtoként sze-
repel, ami nem a legmegfelelébb elnevezés, mivel a végrehajtd a magyar ember
tudataban - a hivatalnok feladatabol adodoan - egy bizonyos foku félelmet, elret-
tentést, negativ asszociaciot valt ki. Az |. Péter-korabeli Oroszorszagban ,Tab6ens
0 paneax’ néven egy skalazott, hierarchikus sorrendu hivatalnoki rangtablazat volt
hasznalatban, amelyben sorszamozva, ezzel egyben osztalyozva kertiltek felosztas-
ra az egyes hivatalnoki posztok a feltételrendszertikkel egytitt. Ebben a tablazatban
a ‘2ybepuckuii cekpemapy’ a skala 12. helyét foglalja el, ahol pontos behatarolas és
leiras mellett rogzitésre kertilt a ‘titkar mivolt’, mely nem tartalmazza a vegrehajto
feladatrendszerét. A rangtablazatban a 14. helytdl felfelé hierarchikusan valtakoztak
a hivatalnoki posztok, vagyis a 12. hely még meglehetésen alul van. Erdekes meg-
emliteni, hogy a csinovnyik, a klasszikus pétervari , kisember’ nem tud a 14. rangtol
feliebb emelkedni, ,szolgalja” a rangtablazat fentebbi poszijait.

Ivan a maga célnyelvi szOvegében a torvényszéki bird, kormanyzati titkar fordi-
tast alkalmazza, amely egy konkrétabb megfeleltetes, illeszkedik az orosz ertelme-
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z6 leirasban megadott paraméterekhez, kidomboritva a 'titkar foglalkozas lenyegét.
a) Jler 12—15 Tomy Hazan, B ropose, Ha caMOi IIaBHOM YIIUIIE, B COOCTBEHHOM
JAOME IPOKUBAJ YUHOBHUK FpOMOB, YCJIOBECK COJ'II/II[HI:Iﬁ U 3a)KUTOYHBIN.
b) Tizennégy-tizendt évvel ezel6tt a varos féutcajan, sajat hazaban éldegélt egy
Gromov nevl( tisztviseld, szolid és jdmodu ember (Sz6llésy, 333).
c) Tiz-tizenkét évvel ezeldtt Gromov szolid, jomodu hivatalnok volt és a varos 6
utczajaban lakott, sajat hazaban (lvan, 9).

A magyar forditasban Széllésy Klara az altalanositas miveletét alkalmazta, a
;uunosHux’ lexéma 'tisztvisel® forditasaval, egy gyujtéfogalmat hasznal, amely nem
kozvetiti a kulturalis szinezetet. A ,uunosnux’ lexéma megfeleltetésére Ilvan a hiva-
talnok szot alkalmazta. Harmadik lehetésegkent a transzliteracio eszkdze johetett
volna szoba, abban az esetben a 'csinovnyik’ varians - ami szintén beépult mar a
magyar kdztudatba is - kdzvetithette volna az idegen kulturalis szinezetet.

a) Ilarenii m mocnenHuii odurarens nanarsl Noe 6 — mewanun, CITyKUBIIHN
KOTJIa-TO COPTHPOBIIMKOM Ha TOYTE, MAJICHBKUM, XYJOIIAaBBIN OIOHIUH C
JIOOPBIM, HO HECKOJILKO JIYKaBBIM JIUIIOM.

b) A 6-0s szamu korterem 6tddik és utolso lakoja egy kistermetli, sovany, szdke
polgarember, aki valamikor a postanal szolgalt, mint osztalyozé (Szdllésy
340).

c) A 6-0s szamu korterem 6tddik és utolso lakoja kdzOnséges nyarspolgar, aki
egykor leveleket osztalyozott a postan (lvan, 19).

A ‘mewanun’ elsddlegesen egyszer(l varoslakot jelent, konnotativ jelentéseiben
megjelenik a ’kispolgar, 'nyarspolgar értelmezés is. Szdllésy a 'polgarember
lexémaval adja vissza a sz0 jelentését a magyar forditasban, ahol az egyszer( 'pol-
gar, allampolgar lényege (varos teljes jogu lakosa) domborodik ki. lvan Imre fordi-
tasaban a’'nyarspolgar varianst alkalmazta, amely tartalmazza a ’sz(klatokorlség,
kicsinyesseg’ pejorativ konnotaciokat.
a) B nonnens ensaT wu U3 KUCIOHN KalyCThl U Kauty, BEUEPOM YXKHHAIOT KallleH,
OCTaBILIEIOCS OT 00€e/a.
b) Délben savanyukaposztalevest esznek és utana kasat, este kasat vacsoraz-
nak, amely az ebédrdl megmaradt (Szdlldsy, 341).
c) Délben kaposztabol készlilt scsit esznek és kasat kapnak, vacsorara a délrdl
megmaradt kasat kapjak (lvan, 21).

Az orosz konyha egyik legjellegzetesebb étele, a kawa szoszerinti forditasban je-
lenik meg, mely nem hiven tlikrdzi a kulturalis értékét, ugyanis a magyar ember
legtobbszor a tejbegrizzel azonositja. A wu szot kaposztalevesnek forditja SzéllGsy,
Ivan forditasaban ez a redlia megdrizte a nemzeti szinezetet: scsi, transzliteraciot
alkalmaz a fordito. A kaposztaleves szintén szerves részét képezi a mai orosz kony-
hanak.

a) B omHOM MecTe mamyT emy xgacy, B APYroM — xiieda, B TPETheM — KOTICCUKY,

TaK 9TO BO3BPAIACTCS OH BO (MIUTEIh OOBIKHOBEHHO CBHITHIM M OOTaThIM.
b) Az egyik kapuban megkinaljak kvasszal, a masik kapuban kap egy kis kenye-
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ret, a harmadikban egy-két kopejkat és igy tobbnyire jollakottan, gazdagon
tér meg a korhadt kis korhazi mellékeplletbe (Sz6llésy 331).

c) Az egyik fézeléket ad neki, a masik kenyeret, van amelyik kopeket is ad neki,
ugy, hogy legtdbbszor jollakottan és gazdagon tér vissza a pavillonba (lvan,
6).

A keac transzliteracio soran kvaszkent kerilt at a magyar nyelvi forditasba, ami
kiegészitd magyarazatra szorul, mivel a magyar olvasé nem tudja azonositani sem-
mivel ezt a fajta nemzeti italt. A ,kvasz’ hazilag is konnyen eldallithato, kizarolag
gabonabol vagy malatas rozslisztbdl késziil, hagyomanyosan sz(retlenil, a benne
levd elesztével egyiitt fogyasztjak, innen a savanykas ize. A kopejka, az orosz rubel
valtopenze, szintén transzliteracio utjan kerult a magyar nyelv( forditasba, megdriz-
ve az idegenseéget, a kulturalis szinezetet.

Ivan Imre forditasaban a kihagyas muveletét alkalmazta, nem keril megjeleni-
tésre a forditasban a nemzeti ital, a kopejka szot a ’kopek’ kdznyelvi valtozattal adja
vissza.

a) Bce paBHo... Bc€ paBHo, uTo dpak, umo myHOup, 9TO 3TOT Xajiar...»

b) Mindegy... Egészen mindegy, akar frakk, akar diszegyenruha, akar ez a

kontos... (Sz6llésy, 390)
c) Mindegy... Mindegy az, akar frakk, akar uniformis, akar ez a haléing... (lvan,
87)

Sz6llésy a magyar forditasban a 'diszegyenruha’ szoét alkalmazta altalanosité jel-
leggel, Ivan Imre ezzel szemben az 'uniformis’ lexemat alkalmazza, az egyenruha
régies megnevezeseét.
a) B yriy, B mpueMHO#, cTOUT OONBIION 00pas 6 Kuome, C TSKEIOK JTaMITaI0H,
BO3JIC — CTaBHHK B O€JIOM YexJie.
b) A rendel6 sarkaban, ikonszekrényben hatalmas szentkép diszeleg, elétte
meécses, mellette nagy templomi gyertyatartd fehér huzatban (Szdélldsy,
346).
c) A rendelé szoba egyik sarkaban nagy szentkép all, nehézkes lampaval, mel-
lette nagy szentelt gyertya, fehér rozsaval (lvan, 29).

A tablazat kévetkezd elemei (,06pas 6 xkuome’, ,uumaem ecnyx axagucm’,
,kaounvhuya’) a pravoszlav egyhazi ritualé, annak jellegzetes kellékei koré cso-
portosulnak, kiilonds ’egzotikus’ jelleget kdlcsondzve a szdvegnek, probara téve
a forditokat is.

A ,06pas 6 kuome’ kifejezésben talalhato ,kuom’ lexémat Széllésy 'ikonszekrény
forditassal kdzvetiti, mely a magyar ember tudataban nem képezi le a szentkép ta-
rolasara hasznalatos zart, fakeretes, veretes szekrenyt, mivel a pravoszlav egyhazi
kelléktar nem ismeretes a magyar ember szamara, illetve nem ugyanazt az asszo-
ciaciot valtja ki, mindemellett hiien kozvetiti a nemzeti koloritot, a pravoszlav egy-
hazi ritualé ,egzotikussagaval” egyttt. Ezzel szemben Ivan Imre ismét a kihagyas
muveletet alkalmazza, nem Ulteti at magyar nyelvre az egész kifejezest, kizarolag a
szentkép lexémat forditotta le, a helyére és hollétére nem fektet hangsulyt.
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a) 06pa3 IMOCTABJICH €r0 MXXANBCHUCM; 110 BOCKPCCCHLSIM B HpI/IeMHoﬁ KTO-HHU-
6y,I[L u3 6OJ'II)HI)IX, o €ro NnpukKasaHuro, wumaent 6CJHyx aKad)ucm, a I10CJIC
yreHus cam Cepreit Ceprend 00XOAHT BCE MANATHI C KAOUIbHUYell ¥ KaIHT B
HHUX JIaJaHOM.

b) A szentképet sajat koltségére allittatta, utasitasara vasarnaponként valaki a
betegek koziil imadsagot olvas fel a breviariumbdl és az ima utan Szergej
Szergejevics fiistblével jarja végig a kortermeket és tomjént flistol mind-
egyikben (Sz6lldsy, 346).

c) A szentképet 6 festtette és parancsara vasarnaponkint egy beteg hangosan
olvassa fel a fogadoszobaban az agathistost. Aztan Szergei Szergeics maga
megy korll az dsszes kortermeken és témjént fiistél (lvan, 29).

A ,uumaem secnyx axagucm’ szokapcsolat forditasaban Ilvan az agathistos meg-
feleltetést alkalmazza, majd labjegyzetben explicitalja a jelentést (Maria-hymnust
tartalmazo ének a gorog liturgiaban’).
Az ,axkagucm’ orosz sz6 értelmezése kozel azonosnak mondhat6 Szélldsy fordi-
tasaban is: ’breviarium’ (katolikus zsolozsmas kdnyv, mely az iméakat tartalmazza’)
sz06 ertelmezésevel.
A kaounvuuya’ SzO6llésy Klara forditasaban a 'fiistdl6’ szoval kerilt atiltetés-
re, lvan Imre forditasaban maganak a fustoélésre alkalmazott eszkdznek a fordita-
sa kimarad, helyette a 'témjént fiistol' szokapcsolatot alkalmazza, ami a katolikus
egyhazi szertartasokban is ismeretes a kdrmenetek, az evangélium felolvasasa,
atvaltoztatas, kehelyfelmutatas soran.
a) OKoJI0 KHUTHU BCEIZia CTOUT 2paduHuUK ¢ 600KOU ¥ JIEKUT COJEHBIH Oryper
HJIM MOYCHOC 5[6]'[01(0 psAMO Ha CyKHEC, 663 TapeJIKHU.

b) Kényve mellett mindig ott all a vodkastiiveg, mellette sdzott uborka vagy sa-
vanyitott alma fekszik tanyér nélkil az iroasztal posztéjan (Széllésy 348).

c) Kényve mellett egy kis pohar wodka all, azonkivll egy uborka vagy alma az
irdasztal posztojan, tanyer nélkil (lvan, 30).

A vodka az els6 szamu nemzeti italnak szamit Oroszorszagban, vodkazni barmi-
lyen esemeny kapcsan ,,szokas”. Rendszerint fogyasztanak mellé valamilyen ,,za-
kuszkat’, 'falatkat’, ami a magyar ember vodkafogyasztasanak nem része, esetleg
a ,sorkorcsolya” juthat esziinkbe rola. A sézott uborka, savanyitott alma ebben a
szerepben van jelen a vodka mellett. lvan Imre magyar forditasaban 'egy kis pohar
wodka’ szerepel, ahol az ital, mi tdbb annak egzotikus volta (w’ forma alkalmazasa
kozvetiti ezt) kap hangsulyt, a forditd6 nem emeli ki az orosz eredetiben a vodka
tarolasara hasznalt vastag tvegfalu, esetenként nyomott gravirozasu tvegfalu taro-
[6edényt, ahogy Szdllésy sem.
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Osszegzés

A realiak forditasa kapcsan a forditok minden esetben megtalaljak a megfelelé mu-
veletet, vagyis valamilyen modon, valamilyen mértekben mindig leforditjak a realia-
kat. A célnyelvi olvasora kifejtett hatas nem lesz azonos az eredeti m( forrasnyelvi
olvaséjara kifejtett hatasaval, hiszen az egyes realiakhoz kapcsolodo konnotaciok
jelentds része sziikségszerlien elvész a forditasokban. Ezért a forditasokon nem
lehet ,szamonkeérni” az eredetit. A forditok tobbnyire az altalanositas, esetleg a ki-
hagyas modszeret alkalmazzak a realiak forditasa soran, ha a mi mondanivaldja
szempontjabol a realia pontos visszaadasanak nincs kuléndsebb jelentésege.

Megallapithatjuk, hogy a hagyomanyos forditoi elvek mentén a nemzeti kolorit, a
~tobblet” kulturalis tartalom és szinezet a realiak forditasa soran nem kap elegendd
hangsulyt a célnyelvi szbvegekben, és amennyiben a célnyelvi olvas6 nem ren-
delkezik a megfeleld hattérismeretekkel, ,eltlinhetnek” olyan fontos informaciok,
melyek az egész mu befogadasat is meghatarozhatjak. Széllésy Klara magyar for-
ditasa esetén ez nem mondhato el, vagyis a realiak atlltetése soran a mi Gzenete,
annak kuldetése nem sértl, viszont a kulturaspecifikus tartalom mind tokéletesebb
és reszletesebb atadasara, a forraskultura explicit abrazolasara nem térekedett a
fordito. lvan Imre magyar forditasaban a kihagyas es az értelmezd labjegyzet alkal-
mazasa jellemzi a realiak kozvetitését, vagyis inkabb honosito jellegli modszere-
ket alkalmaz. A fordito a széveg elétti, a széveg utani kommentarban, jegyzeteiben
vilagithatja meg a forraskultura adott elemeit, segitséget nyujtva ezzel a célnyelvi
olvasonak.
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KarantEN, karantTE, karantMINDNYAJUNK uj szétara
Uricska Erna: Covidictionary 2.0. New words and phrases related
to the global pandemic. Budapest: Smaragd Kiado, 2023.

Csoka ERik

1. A vilagjarvanyrél és annak nyelvészeti hatasarél

A 2019-ben megjelend, majd 2020-ban vilagjarvannya valé Covid19 felforgatta
eletlink szinte minden terlletét: a kapcsolatainkat, a munkankat, a szabadidén-
ket, de meg a nyelviinket is. Azok, akik valamelyest is erdeklédnek a nyelvészet
irant, az utobbi harom évben biztosan talalkoztak mar olyan cikkel, amely a be-
tegség eredményezte nyelvijitassal kapcsolatos. Az ilyen jellegl tanulmanyok és
tudomanynépszerusitd cikkek nemzetkdzi népszerlisegét jol mutatja az is, hogy ha
a Google-keresébe beirjuk a how Covid changed language (hogyan valtoztatta
meg a Covid a nyelvet’) kérdést, az internet 0,34 masodperc alatt kdzel 2 milliard
talalatot kinal nekiink (2023. 04. 02). A talalatok kozott a leggyakrabban a vilagjar-
vany teremtette neologizmusokrol olvashatunk, Veszelszki Agnes ezeket koroneo-
logizmusoknak (2020, 48), Istok Bela és Ldrincz Gabor pedig virologizmusoknak
nevezi (2021, 96-100).

A magyar nyelvészek kozul tobben is foglalkoztak a jarvany nyelvre gyakorolt
hatasaval, elég, ha csak pillantast vetiink A virolingvisztika és viroszemiotika
aktualis kérdései ciml kotet (Istok-LErincz-Tordk szerk. 2022) tanulmanyaira.
Neéhany magyar szerzé Uj nevet is adott a jelenségnek, utalva ra, hogy a jarvany
valoban egy teljesen Uj nyelvi regisztert hozott létre. Balazs Géza karanténnyelv-
ként (2020, 234), Istok Béla és Lérincz Gabor pedig virusnyelvként (2020, 83),
majd virolektuskent (Istok-Lorincz 2021a, 2021b; Istok-LA8rincz-Téth 2022) hi-
vatkozik az Uj nyelwaltozatra.

A magyar(orszagi) virusnyelveészet csucstermékei a vilagjarvany szotarai (Ve-
szelszki 2020, 2022; Uricska 2021, 2023). Az elsd koronavirussal kapcsolatos
szotar Veszelszki Agnes nevéhez kétédik: 2020-ban jelent meg a Karanténszotar
cimi kotet, 2022-ben pedig annak Ujabb valtozata, a Karanténszétar 2. Az elsd
szotar 400, a masodik pedig 1200 szot, illetve kifejezest tartalmaz. Hasonlo utat
jart be Uricska Erna ,szotarpar’-ja is, ezt bévebben az alabbi fejezetekben mutatom
be (az els6 szotarrol irt ismertetéért lasd: Csoka 2021).

2. COVIDictionary és COVIDictionary 2.0, avagy mi valtozott
két év alatt?

Uricska Erna a Budapesti Corvinus Egyetem Szocioldgia és Kommunikaciotudo-
many Doktori Iskolajanak 6sztondijas hallgatdja, emellett pedig 1999 o6ta angol
nyelvet is tanit. A szerzének 2021-ben jelent meg az elsd vilagjarvannyal kapcsola-
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tos angol szotara COVIDictionary. Words and phrases related to the global pan-
demic cimmel, majd ket évre ra, 2023-ban szerencse volt a szerencsétlenségben,
hogy folytatédhatott a sorozat a COVIDictionary 2.0. New words and phrases
related to the global pandemic cimu kiadvannyal.

A szotar els6 kiadasa 96 oldalas, 403 korral kapcsolatos szot tartalmaz. A szer-
z6nek a masodik, ujabb kotetében még az elsd kiadvany szamadatait is siker(lt
meghaladnia, a 144 oldalas szotar ugyanis 750 kifejezést tartalmaz. Két év alatt
tehat az angol nyelvi Covid19-betegséggel kapcsolatos szavak szama majdnem
a duplajara duzzadt: az 6sszegyljtésiik impozans eredmény. Uricska két szétara
tokeéletes bizonyitéka annak, hogy az emberek mennyire hatékonyan, gyorsan és
kreativan tudnak uj kifejezéseket alkotni.

A COVIDictionary 2.0 szdanyagaban olyan angol példakkal talalkozhatunk,
amelyek az elsé részben nem szerepeltek. Erdemes 6sszehasonlitani, melyek is
ezek, rajtuk keresztlil ugyanis jol vegigkévethetd, hogy a virus hullamainak melyik
idészakaban is jarunk éppen. Az elsd rész szavai abbol az idészakbol szarmaznak,
amikor meég a vilagjarvany mindenkit Uj, szokatlan helyzetbe kényszeritett, ilyen volt
peldaul a karantén. Jol mutatja ezt, hogy az elsd, 2021-es szotarban 20 olyan
kifejezést is talalunk, amely quaran-/quarantine- elétagu. A masodik kiadvanyban
mar csak egyetlen ilyen példa van: a quarantine kit, ami a karantén soran elenged-
hetetlen, pl. ételt €s gyogyszereket tartalmazo csomagra utal. Lathatd, hogy a ma-
sodik rész kiadasakor a karantén kortili hajp mar lecsengett, az emberek rauntak a
témara. Megmutatkozott azonban egy Uj trend, amely befolyasolta a Coviddal vald
harcot: az ,,oltasi trend”. A COVIDictionary elsé részében egyetlen olyan kifejezést
talalunk, amely a vaccin-/vaccine- el6tagot viseli: a vaccine nationalism, amely a
vakcinafejlesztési verseny korlli hangulatot festi meg. Ebben az id6ben még nem
rendelkeztlink ,kész” véddoltassal, csupan elképzelések voltak arrol, hogy mikor,
miként és mi szolgalhat majd potencialis megoldaskent. Kesébb azonban fordult a
kocka, megjelentek a Covid19 elleni oltasok, ezek nyomait a COVIDictionary 2.0-
ban mar tetten érhetjlk. Uricska Erna alapos munkajanak kdszonhetéen kozel 70
olyan szot és kifejezést talalhatunk a szétarban, amely a vaccin-/vaccine- elétagot
tartalmazza. Az emlitett példa is jol mutatja, mennyi minden valtozott a két szotar
megjelenése kdzott eltelt két évben, azoéta talan kissé hozzaszoktuk a betegseég
jelenlétéhez, sikeresen felvettiik vele a harcot, és talan - reményeink szerint - le
is gyOztuk azt.

3. Kiilséleg és belsbleg is megnyer6

Az elsé kiadashoz hasonléan a COVIDictionary 2.0 boritojat is Timar Andras (Ar-
tamax Creative Studio) készitette el. Batran kijelenthetjik, hogy ezuttal is kivalo
munkat végzett. Ha a két kiadas boritéjat dsszehasonlitjuk, vilagossa valik szamunk-
ra, hogy melyik szétar melyik hullamot, illetve periodust testesiti meg. A 2021-es
kiadvany boritdjan egy egeszségugyi dolgozo maszkkal eltakart arcat lathatjuk, a
maszkon pedig fekete-piros kombinacioval olvashatjuk a cimet. A szineknek ko-
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moly jelentéseguik van: mig a fekete szin a halalt, valamint a gyaszt jelképezi, addig
a piros/voros szin a vérre utal. A boritd rendkivil esztétikus, azonban jelezheti a
vilagjarvany soétét oldalat is. A 2023-as kiadvany boritoja ennél pozitivabb, remény-
telibb képet mutat szamunkra. Rajta egy Uvegcse lathatd, benne egy zold, folyé-
kony anyaggal, a Covid19 elleni veddoltast szimbolizalva. A zéld szin lattan t6bb
idevago jelkép is esziinkbe juthat: a megujulas, a ndvekvo élet, az atmenetiség,
a remény vagy - a kereszténység fel6l nézve - a feltamadas. Mindezt figyelem-
be véve talan elmondhatd, hogy a jarvany elleni harcnak egy Uj, bizakodassal teli
idészakahoz értlink. A konyv cime, valamint alcime rendkiviil Gtletes, ugy szerepel
ugyanis a boriton, mintha az Givegcse felirata lenne: mind bet(tipusaban, mind szi-
nében (kék-piros) tOkéletesen illeszkedik ehhez a szerephez. A cimke bal felsé
sarkan a vilagjarvany nevét (Sars-CoV2) olvashatjuk, a bal alsd sarokban pedig a
2019-2022 V2.0 felirat lathato. A felirat elsd tagja a szotarban talalhato kifejezések
keletkezésenek iddszakara, a masodik pedig a szotari kiadvany szamara utal. Az
Uvegcse vonalkodjanak vege is Otletes, a lathatd szamok ugyanis megegyeznek
a szétar ISBN-kodjaval.

A konyvet kinyitva elsOként egy ajanlast olvashatunk (5), amelyben a szerz6
konyvét a szeretteinek, kollégainak, valamint mindazoknak ajanlja, akik tamogat-
tak 6t az elmult masfel évben. A kovetkezd oldalon (6) a jelmagyarazatot lathat-
juk, amely révén értelmezni tudjuk pl. a BrE és az AmE jeleket is. Az elébbi a brit
angolra, az utobbi pedig az amerikai angolra jellemz6 szavakat és kifejezeseket
jeloli. A jelmagyarazatot kovetd par oldalon (7-11) ket el0szot talalunk. Elészor a
szotar szerkesztdje, Molnar Katalin, masodszor pedig maga a szerzd szol az olva-
sokhoz. Uricska kiemeli, hogy els8sorban azoknak szanja a szétarat, akik B2-es
vagy C1-es angol nyelwizsgara készlilnek, konnyen el6fordulhat ugyanis, hogy a
szotarban szereplé szavak és kifejezések visszakdszonnek a nyelwizsga soran is
(vO. Uricska-Barnucz 2022). Ezutan kdvetkezik a szoétari rész (13-120), melyben
megtalaljuk a mar emlitett 750 kifejezést abécérendbe szedve. A virologizmusok
kozott biztosan talal az olvasd néhany szamara ismerds kifejezést is, ilyen példaul
a homeoffice mode ’olyan rugalmas modja a munkanak, amely soran a dolgozok
otthonrol dolgozhatnak’ vagy a Pfizer BioNTech 'az egyik Covid-vakcina neve’. Van-
nak a szoétarban olyan humoros példak is, melyek kdzo6tt mindenki megtalalhatja a
maga kedvenceét. llyen példaul a szamomra rendkivil poénosan hangzo sneeze
guard ’olyan (iveg vagy mlanyag fal, amely elvalasztja a bufét a vasarlétol, nehogy
az megfertdzze az ételt’. Egy-egy szocikk harom részbdl all: 1. félkéveren kiemelve
all a cimszo, 2. mogotte zardjelben jeldlve van az adott sz6 szofaja, 3. alatta pedig
a sz6 magyarazata talalhato. Példaul:

bubbleseating (nounphrase)
Some of the seats are blocked out, for example in a cinema.

A szoétar utolso részében (121-143) a szerz6 altal felnasznalt forrasokat tekintheti
meg az olvaso.
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Osszegzés

Uricska Erna COVIDictionary 2.0 cim( szotara tanulsagos olvasmanyként szolgalhat
mindazok szamara, akiket érdekel a nyelvészet - azon belll a virolingvisztika -, de
azok szamara is, akik angolul tanulnak. A szerzd alapos munkajanak kdszonhetéen
hatalmas mennyiségu anyagot gyUijtott 6ssze, amely alkalmas lehet arra is, hogy
tovabbi tanulmanyok, kutatasok alapjaul szolgaljon. A szotar felépitése tiszta,
esztétikus, szdvege kdnnyen olvashato, a magyarazatok és jelek pedig vilagosak,
konnyen értelmezhetéek. Uricska Ernanak, Molnar Katalinnak, Timar Andrasnak
és mindenkinek, aki hozzatett a szotar létrejottéhez csak gratulalni lehet. A szerzd
tovabbi munkajahoz sok kitartast, egészseéget és kreativ otleteket kivanok!
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A tudomanyos gondolkodas oktatasa bélcsészeknek
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HEGepUs ORSOLYA

H. Nagy Péter A képzelet tudomanya cimu, 2019-ben megjelent praxeoldgiai be-
vezetésenek (egyetemi segédletének) fogadtatasa arrdl tanuskodik, hogy a kényv
eredményei hamar bekerliltek a szakmai korforgasba. Példaul az Iskolakultiraban
megjelent recenzio szerzdje igy fogalmazott: ,H. Nagy gyakorlati projektjavaslatai
nem csupan hasznalhatok, egyben meggydzéen igazoljak is a tudomanyelméleti
kiindulo tételt, miszerint a diszciplinaris hatarokat atjarhatova kell tenni, mar az okta-
tas folyaman is. Marpedig ehhez a popularis kultura szamtalan alkalmas illusztraciot
szolgaltat. Egy ilyen mddszertani ajanlas kévetésebdl nem egyszerlien a hallgatok
szélesebb tajekozottsaga kdvetkezne, hanem a tagulo latokorrel egyltt olyan fejlet-
tebb reflexivitas, szakmai és tarsadalmi tudatossag, amelyek a 21. szazadban mun-
kaer¢-piaci elvarasként fogalmazodnak meg. Elvarhato lenne, hogy az egyetemek
ne korlatolt szakbarbarokat bocsassanak ki, akik képtelenek az interdiszciplinaris
egyuttmikodésre, a tények kozott a mintazatok felismerésére, a kreativ probléma-
megoldasra.” (Bene 2020, 106) Bene észrevételei arra figyelmeztetnek, hogy A
képzelet tudomanya altal javasolt oktatasi modell (vagy technoldgia) egyetemkozi
problémakat erint, melyek kapcsolatban allnak a tomegoktatas amugy is sulyos
problémaival.

Erdemes idézniink egy masik recenziobol is egy részletet, amely a Férum Tarsa-
dalomtudomanyi Szemlében jelent meg tavaly: ,,A vitara és a kritikai gondolkodas-
ra valo dsztonzeés végig alapvetése H. Nagy legujabb munkajanak (a teljes kotet a
kovetkez6 linken szabadon hozzaféerhetd: http://pf. ujs.sk/documents/books/00_
HNagy_Akepzelet_ PRESS.pdf), ami alcime szerint is - Praxeoldgiai bevezetés -
arra vallalkozik, hogy példaként szolgaljon a nyitottsagra €s a kapcsolatépités mi-
kéntjére az egyes kérdeskorok és tudomanyteriletek kdzott, a »harmadik kulturax
szemléletmodjanak iranyado hazai képviseldjeként. A szerz6 kotetzaro sorait idéz-
ve: »Gumbrecht szerint a jo tudomanyos tanitas a komplexitast viszi szinre, s ezzel
egyetertve, fel kell vallainunk a bodlcsészhallgatok latokorenek szélesitésere iranyu-
16 térekveseket. Ehhez részben - ahogy lattuk - a popkulturan keresztiil vezet(het)
az ut. Ha elindulunk ezen az uton, a megfelel6 oktatastechnikaval olyan innovacios
hullamot gerjeszthetiink, amely alkalmazhatova teszi intézményeinkben a képzelet
tudomanyat« (93-94. p.).” (Baka 2022, 180) Baka kiemelését azzal is meg lehet
toldani, hogy A képzelet tudomanya akar még arra is alkalmas lehet, hogy felhivja
a figyelmet a tudomanyban nagyon is sziikséges képzel6eré jelenlétére (ahogy azt
anno Richard Feynman sokszor tette), vagyis a dinamika a tudomanytertletek ko-
z6tt forditva is mikodhet.

Innen nézve maximalisan indokolt volt (és H. Nagy kulturatudomanyi felfogasa-
bol maximalisan kovetkezik is) egy bdvitett kiadas elkészitése, amely fejleszti és
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tovabb tagitja az eredeti - a szerzé Alternativak (2016) cim( alapveté monografi-
ajanak kezdétanulmanyabdl (Mire j6 a popkultura: Avagy hogyan oktathato a
tudomanyos gondolkodas bélcsészeknek) kibontott - ismeretanyagot, Ujabb
peldakat hozva az emlitett interdiszciplinaris szemléletre. A kdnyv az els6 kiadas-
hoz képest egy olyan fontos blokkal bévilt, amelynek szerepeltetése tdbb mint
indokolt. A képzelet tudomanya ugyanis kiegésziilt egy jarvanyfikciordl szolo fe-
jezettel, amely a kulturalis orvostant (medical humanities) és a kulturalis epidemi-
ologiat érintve a jarvanyok tudomanyos megkdzelitését mutatja be, tovabbflizve a
tudomanykozi gondolatmenetet. A bdvitett kiadasban azonban olyan hosszabb-ré-
videbb betoldasok is vannak, melyek az els6 kiadasban kdzdlt ismeretanyagot ak-
tualizaljak, és képesek a problemakorok arnyalasara vagy pontositasara. llyennek
szamit példaul annak felvetése (és egy produktiv elemzéssel torténé bemutatasa),
hogy a popularis kultura oktatasi kozegkent valo felhasznalasa miképpen segitheti
el6 a klasszikusok Ujraértését. (A konkrét példa Charles Dickens Karacsonyi ének
cimd hires szOvegének ertelmezése a vonatkozo kepregenyek és a Joker cimd film
feldl.) Ez a frissités szintén a konyv erényei kozeé tartozik, egyben megfelel a kérdés
Ujrapozicionalasanak, ami varhatéan ujabb gondolatmenetek kiindulopontja lehet
a jovében.

A konyv jelenlegi valtozata (is) tehat szamos tudomanytertletet érint (az elemze-
seket egy sok-sok kiadvanyra utald, tudomanynépszerusitésrdl szold rész vezeti
be, melynek allitasait a szerzd a sajat praxisaval is indokolja). Ezek kozll kiemel-
nénk itt néhanyat, hogy kdzelebbrdl lassuk az alkalmazott koncepciot. A kdnyv az
Avatar cim( blockbuster bizonyos szekvenciait hasznalja a Gaia-elmélet, a szup-
ravezeteés, a tudat mikddese és a biolumineszcencia megkdzelitesehez (tehat
azonnal fizikai, kémiai és bioldgia szinten mozog egyszerre, illetve alkalmazza az
Okologiai latasmodot). A harmadik fejezet a kvantummechanika értelmezéséhez
kinal szempontokat filmek (Donnie Darko, Forraskdd, Mr. Nobody) és idéutaza-
sos torténetek (Wells-tovabbirasok) segitségével, mikdzben olyan jelenségeket is
érint, mint az entropia, a parhuzamos vilagok teoriaja vagy a kozmoldgia tudoma-
nya. Ezek utan kilon rész foglalkozik a science fiction aktualitasaval, benne a re-
lativisztikus fizikaval, a genetikaval, a kriptografiaval és sok mas tertlettel is. Paolo
Bacigalupi A felhtzhatds lany cimU biopunk regényét példaul az energiavalsag, a
globalis felmelegedeés, a fajkihalas, a genetikai hadviselés apropoéjabol targyalja.
Az emlitett Uj fejezet - mint emlitettiik - a jarvanyfikciokat tobbek kozott a kulturalis
epidemiologia és a kulturorvostan perspektivajabol elemzi; a szoba kertild alkotok
kozott szerepel Stephen King, Robin Cook, Connie Willis, illetve a pandémia alatt
reneszanszat él6 Contagion (Fertézés) cim( film is.

Keser( Jozsef hatlapszovegét idézve: ,A képzelet tudomanya olyan konyv,
amelyet minden bolcsésznek el kellene olvasnia. [...] Elemzései barkit meggy6z-
hetnek arrol, hogy a popkultura nagyon is alkalmas tudomanyos ismeretek kdzveti-
tésére. Mindennek azonban komolyabb tétje is van. Minden bdlcsészt arra késztet,
hogy elgondolkodjon arrol, mennyiben tarthatdo meg fenn korunkban a természettu-
domanyos ismeretek szisztematikus ignoralasa a bolcsészet részérdl. H. Nagy Pé-
tert olvasva arra a kdvetkeztetésre juthatunk, hogy nem nagyon.” Osszességében
valoban elmondhaté, hogy H. Nagy Péter A képzelet tudomanya cimld munkaja
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innovativ szemlélet kozvetitésével jarul hozza az oktatasi keretek és lehetéségek
megkozelitésehez. Ugyanakkor nagy segitség lehet a popkultura-kutatassal, a kul-
turalis kézegekkel és a tudomanykommunikacioval foglalkozd oktatok és hallga-
tok szamara is. A kdnyv mindemellett olyan tudomanykdzi ,,utazasra” invital, amely
nem pusztan hasznos, de legalabb annyira fordulatos és magaval ragado. Ezzel H.
Nagynak sikertl megvalositania azt, ami mellett érvel: bevezeti az olvasoét a tudo-
manyos gondolkodas rejtelmeibe ugy, hogy nem a matematika nyelvét hasznalja,
hanem olyan m(iveket kommental, amelyekkel az olvasd bensdségesebb viszonyt
alakithat ki. Meglepd, mennyire termeékeny ez a kapcsolat, és meglepd, milyen
lehet6segeket rejt magaban ez a vallalkozas. A sz6 legszorosabb értelmeben ke-
pes felkésziteni a jovére, melyet a tudomany segitségével és némi képzelberdvel
az oktatas elsddleges (értsd: nem masodlagos) terepének tarthatunk. Az oktatas
jovoéjéere, amely - egyeldre - science és fiction egyszerre.

Bar a konyv egyetlen lendlletes gondolatmenetkent olvashato, megis t6bbszo-
rosen nyitott szerkezetl konstrukcio. A fejezetek vegéhez illesztett, atvezett jellegl
Otletek is errdl tanuskodnak. Mindez lehetdvé teszi a gondolatmenet halozatszerl
bdvitését, és ennek tudatositasa is arra utalhat, hogy A képzelet tudomanya Ujabb
kiadasa sem tekinthetd feltétlenil végleges valtozatnak. Mivel ez a kiadvanytipus
érzékenyen reagal a szakmai kérnyezet kihivasaira, valdszinUsithetd, hogy a kozel-
jovében olyan témakkal bévilhet majd a gondolatmenet, mint példaul a mesterse-
ges intelligenciahoz kapcsolodo irodalom (a cyberpunktol napjainkig), vagy a kli-
mafikciok egyre boévilé terepe. Ha a kollégak és a hallgatok elolvassak A képzelet
tudomanya masodik kiadasat, azonnal kedvet kaphatnak egy harmadik kiadasra,
melyet ezen tul nem kis varakozas el6zhet meg az egyetemi szféraban. Nem is be-
szélve arrol, hogy a kdnyv egyeldre csak nyomtatott formaban férheté hozza (100
gitalisan is olvashato lesz a kdzeljévében. Igenelhetd ez az eljaras is, mert az ilyen
jellegli tudas terjesztésére - plane a post-truth idészakaban - oriasi szlikség van:
H. Nagy vallalkozasa a képzeletet a tényekbdl kiindulva hozza mozgasba, megala-
pozva ezzel az adatkezelés korrektségét és batorsagat.
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Toth Péter - Horvath Kinga: Tanari interakcié az osztalyteremben.
Budapest: Budapesti Mlszaki és Gazdasagtudomanyi Egyetem, 2022.
ISBN 978-963-421-882-1.

Sykora Hernady Katalin

Milyennek iteljuk meg dnmagunkat mint pedagogusokat, s mikent vélekednek ro-
lunk masok, péeldaul a tanulok? Vagyis milyen az idealis tanari interakcio? Toth Péter
és Horvath Kinga monografidgja a pedagogus interperszonalis viselkedésének,
interakcios készségének és jartassaganak témakorét jarja korbe, amely révén
valaszt kaphatunk a fentebb emlitett kerdesekre.

Az ideadlis tanari interperszonalis viselkedés terén vegzett empirikus vizsgalat
eredmeényeit is ismertetd, négy fejezetre tagolodd monografia széleskor(i nem-
zetkdzi irodalomkutatason alapszik. A bevezetés a logikai-empirikus, az intuitiv és
mindségi szemléletli értelmezd, valamint a személyiségelméleteken nyugvo irany-
zatok szemszdgeébdl taglalja azt a kétiranyu interakciot, amely a tanulok és tanarok
kozott zajlo, tobbretli hatast kivalto viselkedésre fokuszal.

Az elsé fejezetben megismerkedhetlink az osztalyteremben végbemend kom-
munikacio szociokulturalis, szociolingvisztikai, pszicholingvisztikai, modszertani,
stratégiai, reflektiv, strukturalista, illetve interakcios elméleteken alapulo szakiro-
dalmi hatteréevel. Ezen elméletek olyan neves szakemberek kutatasi eredményeit
mutatjak be, mint (a telijesség igénye nélkul) Vigotszkij, Labov, Hymes, Szito, Gor-
don, Wubbels, Korthagen vagy Flanders, igy az olvasé nem csupan igényesen 6sz-
szeallitott, hanem naprakész attekintést is nyerhet a pedagogus parbeszédének,
interperszonalis viselkedésének oktatasi folyamatban jatszott szerepérdl.

Az optimalis pedagogusi szerep betdlteséhez elengedhetetlen feltarnunk a
szemelyiség- eés kommunikacios modelleket. E témakéron kiser végig a masodik,
leényegre t6r6 és egyben szemléletes abrakkal illusztralt fejezet. A személyiségel-
méletek kozil kiemelt szerepet kap a tipus-, illetve vonaselmélet. A kilénb6z6 sze-
mélyiségtipusokat elemzé szerzOk gondolkodasra, Onjellemzésre, dnertékelésre
késztetik az olvasot, s a sorok kozott iddnként 6nmagunkat keresve, meg-megallva
meélyulink el éntudatunk ébredési folyamataban.

A harmadik fejezet részletesen kitér az oktatas teriletére atlltetett Wubbels-fé-
le interperszonalis modellre, amely a kommunikacié masokra gyakorolt hatasat
hangsulyozza. A modell azt feltételezi, hogy a tanar személyisége befolyasolja az
interakcios stilusat. EIméleteben az interperszonalis viselkedés nyolc oktansat ki-
I6nbozteti meg, melyek értelmezését egy - konkrét példakkal illusztralt - abra is
segiti. Az idealis tanari interperszonalis viselkedésrol folytatott vizsgalati eredme-
nyek bemutatasat egy, a témat érint6 legrelevansabb kutatasok attekintését szol-
olvasva ismetelten elmélyedhetiink az 5nmagunkkal valo talalkozasban. A harmadik
fejezet végehez kozeledve kiforr benniink a varakozas, miszerint valoban szlikse-
ges mérnlnk a tanari interakciot, hisz ennek kdszénhetden sikeresebbé valhatunk
sajat hivatasunkban, a tanitas és a tanulas pedig eredményesebb lehet. Az e célbol
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kifejlesztett méréeszkdzok, illetve modszerek leirasaval a szerzdk az olvaso e sziik-
ségletét is maradektalanul kielegitik.

A monografia a szerzéparos empirikus kutatasanak részleteit tartalmazo negye-
dik fejezettel éri el tetépontjat. Kutatasuk soran négy Karpat-medencei magyar ta-
nitasi nyelvl fels6oktatasi intézmeény 6vodapedagogus és tanar szakos hallgatoinak
idealis tanari interperszonalis viselkedésérdl alkotott velemenyét vizsgaltak, s eze-
ket a nézeteket tobb hattérvaltozo alapjan is felterkepezték. Mindemellett sikere-
sen kialakitottak a kerddiv megbizhato és érvenyes magyar nyelv( valtozatat, amely
alkalmasnak bizonyult az idealis tanari interakcio vizsgalatara. A kutatasi eredme-
nyekbdl tobbek kozott az is kidertl, milyen a pedagogushallgatok idealis tanari in-
terperszonalis viselkedéserol vallott nézete, illetve milyen eltérések mutatkoznak az
egyes hallgatoi csoportok kozott. A vizsgalat alapjan megallapithato, hogy a tanar
idealis interakciojat ket veglet jellemzi: egyrészrél a hatarozott, iranyitoi, masreszrdl
a segitékész, tirelmes, megértd attitiid, mig a legkevésbé jellemzének a kétkedés
€s az indulatossag bizonyult.

A monografia rendkivil hasznos - hianypotld - szakirodalomnak szamit mind-
azok szamara, akik érdeklédnek az dnismeret, az énkép kérdéskodre irant, s nem
utolsésorban fontosnak tartjak pedagdgusi munkajuk hatékonysaganak névelését,
ezek meghatarozo indikatorainak megismerését. A mellékletben megtalalhato az
idealis pedagogus interakcios stilusanak kérddive, ennek kiértékelési utmutatoja-
val egy(tt, igy e m( elolvasasaval nem csupan elméleti tudasunk gazdagodik, ha-
nem szert teszlink egy, a gyakorlatban azonnal alkalmazhato eszkozre is. A kotetet
ajanljuk mind a gyakorlo pedagogusok, mind pedig a neveléstudomany teriletén
tevékenyked6 szakemberek figyelmébe. Kivancsian varjuk a mar nemzetkozileg is
(el)ismert, a tudomanyos vilagban otthonosan mozgo szerzék tovabbi kutatasainak
eredmeényeit, Ujabb megkozelitéseit, melyekre mar a kdvetkeztetéseikben is utalast
tettek.



Zdenko Dobrik: Cudzost a inakost' v jazykovej komunikacii. Banska Bystri-
ca: Signis.sk, 2022. ISBN 978 80 99936 37 0.

Sandor Janos Toth

Prvé vydanie recenzovanej monografie vyslo vr. 2018 v ramci projektu VEGA Men-
talno-jazykové inakosti a kultivovana jazykova komunikacia. Vzhladom na to, Ze
ide o tému, ktora je nad¢asova, rozvijal ju autor v nasledujucom obdobi tiez v ramci
grantu VEGA 1/0472/20 Xenizmy v nemeckych a slovenskych komunikatoch
v spolupraci s dalsimi ¢lenmi riesitelského kolektivu projektu. Jeho publikacné
vystupy ako napr. Interpretacia vytvarania jazykovej krajiny Banskej Stiavnice z
perspektivy socialneho konstruktivizmu (Nova filologicka revue 2020), Konstruo-
vanie vyznamov v koronavirusovej komunikacii (Slovenska re¢ 2020) i viaceré iné
sveddia o angazovanosti autora nepretrzite venovat sa danym témam, ¢o ¢asom
vyzaduje aj pracu integrativneho, monografického charakteru.

Uvedeny zamer realizoval autor - skromne - spdsobom rozsireného prepraco-
vania svojej predchadzajucej knihy s rovnakym nazvom, avsak predlozené vedecké
dielo hodnoti recenzent ako plnohodnotnu novi monografiu, ktora prinasa novy
vklad do lingvistiky cudzosti a inakosti. Piata kapitola je uplne nova (tak ako migra-
ciu, aj udalosti pandémie sa podarilo vyuzit na lingvistické pozorovanie), Stvrti ka-
pitolu rozsiril autor o pat podkapitol - kym v prvom vydani bola uvedena cudzost
a inakost F. Porscheho ako priklad, akysi dodatok, nové vydanie sa podarilo ak-
tualizovat na Sirsej teoretickej baze. Sirsi teoreticky zaber rozsireného vydania je
zjavny tiez v 1. kapitole, do ktorej vnasa koncept cudzinca a usuvztaznuje ho najma
s konceptom jazykova cudzost.

Pozoruhodna je pestrost foriem vyskytu jazykovej inakosti, xenizmy si vSima
autor pomocou analyzy diskurzov, jazykovej krajiny a pod., ¢o predstavuje nielen
jeho metodologicku ukotvenost, ale aj schopnost excerpovat data k vybranej téme
z réznorodych kontextov. Bibliograficky zoznam pouzitej literatury bol rozsireny
0 34 titulov, vratane aktualnych zdrojov, ktore vysli v obdobi, ktoré uplynulo medzi
dvoma vydaniami, Cize autor sa nadalej aktivne orientuje vo svojej skiimanej sfére.

Monografia je Strukturovana zretelne a logicky obsahuje vecny register, cu-
dzojazyéné resumé, atd. Nazornost upevriuje primerany pocet tabuliek a ilustracii.
Prinos vedeckej publikacie je prezentovany na pevnej teoretickej baze, konkrétne
vysledky vyskumov sa autorovi podarilo spracovat do ucelenej podoby. Kniha dis-
ponuje kvalitnym, farebnym tvrdym obalom. Na zaklade uvedenych faktov kniha
zaujme odborneho a laického Ccitatela ako aj studenta pedagogickych vied.



Istok, Vojtech - Lérincz, Gabor - Toth, Sandor Janos: Jazykova krajina
miest Komarno a Komarom. Komarno: Univerzita J. Selyeho, 2022. ISBN
978-80-8122-423-4.

Gaal Néemety Alexandra

A Selye Janos Egyetem Tanarképzé Karanak munkatarsai a két Komarom nyelvi
tajképének tobb szempontu - kvalitativ, kvantitativ és komparativ - elemzésére val-
lalkoznak szlovak nyelvii monografiajukban. Eppen ez a tébbszempontusag teszi
a kotetet igazan érdekesse, hiszen ahogyan arra a szerzok tobbszdr is utalnak,
a nyelvi tajképpel kapcsolatos korabbi kutatasok tdbbsége kvalitativ jellegu, a tel-
jesség igényére valo torekvés pedig a kvantitativ modszerek nélkiil nem valdsithato
meg. A kutatas nagyon alapos modszertanat a Nyelv a varosban - a szlovakiai
nyelvi tajkép multimodalis szemioszférajanak dokumentalasa ésszehasonlité
szemszogbdl cimd, 18-0115. szamu APVV-projekt metodikaja adja (ezt leginkabb
a harmadik fejezet koveti).

Az elsé fejezet a problémakor elméleti attekintését, a masodik a kvalitativ elem-
zéseket, a harmadik a kvantitativ vizsgalatokat, a negyedik pedig a pedagogiai
vonatkozasokban rejlé lehetdségeket mutatja be. Ez utobbi szempont kilondsen
fontos, hiszen ezzel idaig a nemzetkdzi szakirodalomban is csak nagyon kevesen
foglalkoztak. A masodik fejezetben a ket teleplilés nyelvi tajképét kvalitativ szem-
pontbol elemeztiik. Megvizsgaltuk a teleplileések és a hozzajuk tartozo varosreszek
nevét, a telepilésnevek kozti 6sszefliggeseket, a névadas motivaciojat, valamint a
ket telepliles kezdetéet es vegét jelzd néviablakat. A monografia kdzponti részenek
a harmadik fejezet tekinthetd. A kvalitativ és kvantitativ kutatasok lehetévé teszik
a ket telepuilés komparativ elemzéseét is, melynek apropojat egyreszt foldrajzi, mas-
reszt tortenelmi aspektusok adjak.

A monografia negyedik fejezetében a nyelvi tajkép pedagogiai vonatkozasaival,
pontosabban a masodik nyelv elsajatitasaban betoltott szerepével foglalkoztunk. A
fejezet ramutatott a nyelvitajkép-koncepcio hasznalatanak lehetéségeire az idegen
nyelvek oktatasaban. A hangsuly a varosra mint a tdbb nyelv valos térben vald egyltt-
elésének természetes helyszinére helyezddott, ami dsszhangban van a tobbnyel-
viiseg elémozditasat célzod nyelvokiatassal. A nyelvi tajkép gyakorlati alkalmazasa a
foldrajzilag meghatarozott egységek, valamint az egyes tanulok tdbbnyelviiségének
figyelembevételével valosul meg, mikdzben a hangsulyt a tanuld személyiségének
atfogo fejlesztésere, a felfedezd és tapasztalati tanulas egy formajara helyezzik. A
célorszagban torténd nyelvtanulas megvaltoztathatja a tanulonak az allamnyelvhez
mint idegen nyelvhez valo hozzaallasat. A seta kdzbeni oktatas - nyelvtanulas az ut-
can - problémaalapu: hibak, problémas esetek, rendellenességek esetén a tanar
mint vezetd figyelmeztet a buktatokra. Figyelembe kell venni az életkori csoportot,
a nyelvtudas szintjét és azt, hogy mire alkalmas és mire korlatozodik ez a modszer.
Fontos a nyelv természetes (nem paradigmatikus, hanem pragmatikus) megkoze-
litése, amely a valos, olykor regionalis nyelvhasznalaton alapul. A fébb hangsulyos
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pontok a szoalkotas, a szemantika, a nyelvtan, a helyesiras, az adekvatsag, a fordi-
tas/fordithatosag, a lexikai €s nyelvtani ekvivalencia.

A munka hasznos a szlovak és a szlovakul tudo szlovakiai magyar akadémiai
kozOsseg szamara. Dicséretes, hogy a szerzék a befogadoi élmény szempontjabdl
relevans fotodokumentaciorol sem feledkeztek meg, a kotet képanyaga ugyanis
nagyon gazdag, a monografia igényes, archiv kepekkel illusztralt boritoval kinalja
magat. A kvantitativ eredmeényeket ertelmezesét grafikonok segitik.



Istok Béla - Simon Szabolcs (szerk): Online oktatas - kontaktoktatas.
Edukacids folyamatok és a Covid19 [Online vyu&ovanie - kontaktné
vyucovanie. Vzdelavacie procesy a Covid19]. Komarom: Selye Janos
Egyetem Tanarképzé Kar, 2021. 260 p. ISBN: 978-80-8122-408-9.

Barbara Baka Vida - L. Patrik Baka

Kniha s nazvom Online oktatas - kontaktoktatas. Edukacios folyamatok és a
Covid19 [Online vyuCovanie - kontaktné vyucovanie. Vzdelavacie procesy a
Covid19] je zbierkou najnovsich odbornych vysledkov vyskumnej skupiny Variolo-
gia, ktora uspesne funguje na Katedre madarského jazyk a literatury Pedagogicke;j
fakulty UJS. Zbierka obsahuje studie, ktorych znacna c¢ast bola prezentovana na
10. medzinarodnom vedeckom sympoziu vyskumnej skupiny, ale kniha bola obo-
hatena aj o dalSie noveé a velmi zaujimavé odborné prispevky.

Zbornik, ktory bol editovany sefredaktormi Vojtechom Istokom a Szabolcsom
Simonom i redaktormi Gaborom Ld&rinczom a Juliannou Ldérinczovou, je aktualnym
a interdisciplinarnym vysledkom, a reaguje na najvaznejsie vyzvy nasej doby. Je
totiz bezpochybné, Ze historici budicnosti koronakrizu budu vnimat ako klucovy
moment 20-tych rokov nasho storoc¢ia. Pandémia vygenerovala zdravotnu, demo-
graficku, politicku, psychologicku atd’. krizu, na ktoru sa kazda disciplina snazila
zareagovat vlastnymi prostriedkami.

Koronakriza bola zaroven testom reakcieschopnosti a adaptability vzdelavacich
systémov na celom svete a takisto aj v stredoeurdépskom regione. Na akej Urov-
ni sme s digitalizaciou? Ak je to potrebné, sme schopni prejst z jedného dna na
druhy na online formu vyucovania? A ked ano, tak s akou efektivitou v porovnani
s kontaktnym vyuCovanim? Pripadne existuju aj také moznosti (metody, rieSenia)
tohto nuteného prechodu, ktoré budeme moct vyuzit aj v kontaktnom vzdelavani po
nadejnej normalizacii? A vébec, aky vplyv mala epidémia na urcité oblasti vzdelava-
nia? Zbornik s nazvom Online oktatas - kontaktoktatas. Edukacios folyamatok
és a Covid19 [Online vyuc¢ovanie — kontaktné vyucovanie. Vzdelavacie procesy
a Covid19] okrem mnohych inych ponuka odpovede aj na tieto otazky.

Kniha pozostava z troch hlavnych casti. Prvy, najrozsiahlejsi studijny blok obsa-
huje dvanast textov a zameriava sa na online vzdelavanie. Medzi Stadiami viaceré
skumaju lingvistické dosledky epidéemie (napr. jazykové svojitosti informacnych tex-
tov tykajucich sa pandémie, zmeny v elektronickej korespondencii na vysokych
Skolach, mémy o online vyucovani atd"), iné Celia Specifickym vyzvam a rieSeniam
online vyucovania jednotlivych regionov madarskej narodnostnej mensiny (Sloven-
sko, Ukrajina, Rumunsko). Viaceré studie sa zaoberaju rieSeniami vyuzitelnymi v
online vzdelavani (napr. tzv. zrkadlova u¢ebna) a moznostami online aplikacii i di-
gitalnych uéebnych materialov pri vyu¢be gramatiky ¢i dejepisu. Druha ¢ast knihy
sa uz od problematiky koronavirusu vzdaluje a zahfha studie o kontakinom vzde-
lavani. Odborné texty skumaju vyzvy vzdelavania ucitelov, vyucovanie materinske-
ho jazyka a jazykové kompetencie stredoskolakov na Slovensku a v Madarsku.
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V Casti Visszatekintések [Prehlad] si m6zeme precitat spravy o doterajSej ¢innosti
vyskumnej skupiny Variolodgia i jej ¢lenov (napriklad ¢lanok o desatroénom vyskume
ucebnic), ktoré su obohatené aj obrazovym materialom v zaverec¢nej Casti knihy.

Zbornik s nazvom Online oktatas - kontaktoktatas. Edukacids folyamatok és
a Covid19 [Online vyuCovanie - kontaktné vyucovanie. Vzdelavacie procesy a
Covid19] reflektuje na naliehavé problémy nasej doby. Momentalne nevieme, kol-
ko vin pandémie este na nas aka. Kniha je véak vybornym pomocnym materialom
na to, aby potencialne prechody medzi kontaktnym a online vyucovanim boli ¢o
najplynulejsie. Jeho ponaucenia a odporucania su vsak aj vSeobecné: Ukazu po-
tencial online vyu¢ovania a vyrazne napomozu nasmu regionu dobehnut sa v tejto
oblasti.
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2018 majusa (13. évfolyam 1. szam) ota az Eruditio - Educatio mint Open Access Journal elérheté
és kereshetd cim, szerzé és tudomanyterilet alapjan a Central and Eastern European Online Library
(CEEOL) nemzetko6zi adatbazisban [https://www.ceeol.com/].

Since January 2018 (Vol. 13, Issue No. 1) the Eruditio - Educatio is accessible as an Open Access
Journal, and it can be browsed by title, by author and by scientific subject in the Central and Eastern
European Online Library (CEEOL) at [https://www.ceeol.com/].

Od maja 2018 (13. rocnik, 1. &islo) Eruditio - Educatio je registrovany a databazovany ako Open
Access Journal v medzinarodnej databaze Central and Eastern European Online Library (CEEOL)
[https://www.ceeol.com/].

Az Eruditio - Educatio csak magas tudomanyos szinvonall kéziratokat fogad el és kdzol, aminek
biztositéka az, hogy a tudomanyos szerkesztébizottsag a tanulmanyokat meghatarozott kritériumok
szerint értékeli.
Only manuscripts with high standards of scientific quality are published in Eruditio - Educatio. This
is ensured by subjecting each paper to a strict assessment procedure by members of the Academic
Editorial Board.

Eruditio - Educatio publikuje len rukopisy vysokej vedeckej kvality, ktora je zabezpecena striktnymi
evalvacnymi postupmi Clenov Vedeckej redakénej rady, ktori hodnotia rukopisy podla dopredu
urcenych kritérii.

A folydirat szerkesztdi fenntartjak a jogot, hogy a benyujtott kéziratot elutasitsak, ha az nem illik a
folyoirat profiliaba. A szerzé azéltal, hogy kéziratat benyujtia az Eruditio - Educationak, elfogadja,
hogy a szerzéi jogok az Eruditio - Educatio tudomanyos szerkesztObizottsagat illetik, igy a kézirat
masodlagos publikalasdhoz az Eruditio - Educatio szerkesztdséget képviseld fdszerkesztd irasos
engedélye szlikséges. A tovabbi szerkesztdi és szerzéi jogi tudnivaldk megtalalhatok az Eruditio - Edu-
catio honlapjan: http://e-eruditio.ujs.sk

The editors have the right to reject any manuscripts without justification if it does not fit into the policy
of EE. By submitting a paper to the Eruditio - Educatio, the Author acknowledges that the copyri-
ght of his/her paper thereafter belongs to the Editorial Board of the Eruditio - Educatio. Any further
publishing of the paper requires a prior written consent of the Editorial Board of the Eruditio - Educatio,
represented by the Editor-in-Chief. Further detailes on the Editorial and Copyright Policy of Eruditio -
Educatio are at http://e-eruditio.ujs.sk

Redaktori si vyhradzuju pravo nezverenit rukopis ktory nezapada do vedeckého profilu ¢asopisu Eru-
ditio - Educatio. Autor rukopisu si zoberie na vedomie, ze poslanim prispevku do redakcie Eruditio
- Educatio autorské prava rukopisu prejdu na vedecku edi¢nu radu Eruditio - Educatio, t. j. k doda-
toénej publikacii rukopisu je potrebny pisomny suhlas séfredaktora Eruditio - Educatio. Podrobnejsie
informacie ohladne autorskych prav a redakénych postupov s dostupné na webovej stranke ¢asopisu:
http://e-eruditio.ujs.sk
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