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Analysis of the prevalence of dementia in Slovakia and other European coun-
tries

Abstract

This article analyses the prevalence of dementia in Slovakia and other European coun-
tries. Dementia is a progressive loss of cognitive abilities that interferes with activities
of daily living. There are several types of dementia, including Alzheimer's disease,
which is the most common. The Alzheimer Europe Yearbook (2019) was used as a
source of European statistics. Slovakia is one of the countries with a low prevalence
of dementia compared to other EU Member States. Differences in the way dementia is
diagnosed between countries, as well as in the way people are included in care, may
contribute to the differences in prevalence. The total number of people with dementia
in Slovakia is expected to more than double by 2050. This is in line with the European
trend and is due to the significant increase in the number of people aged 65 and over.
The article also highlights the statistically significant difference between the preva-
lence of dementia in 2008 and 2018, which may be influenced by the development of
diagnostic methods in addition to older age.
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Uvod

Demencia je postupna strata kognitivnych schopnosti. Ide o nezvratny patologicky
proces v mozgu natolko zavazny, ze zasahuje do aktivit kazdodenného zivota. V
sucasnosti zije na celom svete 47 milidnov ludi s demenciou a odhaduje sa, ze
do roku 2050 sa jej pocet viac ako dvojnasobne (Alzheimer Europe 2019) az tro-
jnasobne zvysi (Tiwari a kol. 2019).

Existuje niekolko typov demencie, ktoré sa lisia priCinou, symptomami a prie-

behom. Kazdy z tychto typov demencie ma svoje vlastné priznaky a réznu rychlost
postupovania (Briggs 2020, Masud a Schott 2016):

- Alzheimerova choroba je neurodegenerativne ochorenie s progresivnym
zhorsovanim behavioralnych a kognitivnych funkcii vratane pamati, porozu-
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menia, jazyka, pozornosti, uvazovania a usudku (Kumar a kol. 2021). Je
najbeznejsim typom demencie, ktora celosvetovo predstavuje priblizne 60
az 80% pripadov demencie. NajCastejsim skorym priznakom Alzheimerovej
choroby je problém s paméatanim novych informacii, pretoze choroba obvyk-
le najprv ovplyviuje ¢ast mozgu spojenu s uéenim.

- Vaskularna demencia je druhy najcastejsi typ demencie, ktora je Casto spdso-
bena mrtvicou alebo inymi problémami s krvnym obehom v mozgu.

- Lewyho choroba, alebo demencia s Lewyho telieskami je charakterizovana
abnormalnym ukladanim bielkoviny nazyvanej -synuklein v mozgu. Tieto bi-
elkovinové usadeniny, zname ako Lewyho telieska, ovplyvinuju oblasti moz-
gu, ktoré sa podielaju na mysleni, paméati a pohybe. Ludia s LBD mézu mat
vizualne halucinacie, mozu vidiet veci, ktoré tam nie su.

- Parkinsonova choroba je progresivne ochorenie nervového systému, ktoré
postupne poskodzuje ¢asti mozgu, ktoré produkuju dopamin. Toto ochore-
nie sposobuje priznaky ako su tremor (trasenie), tuhost, spomalené pohyby,
strata automatickych pohybov a zmeny v rec¢i. Dopamin je neurotransmiter,
ktory je dblezity pre koordinaciu pohybov a regulaciu nalady. Demencia je
¢astym symptomom u ludi s pokrocilou Parkinsonovou chorobou.

- Frontotemporalna demencia je skupina ochoreni mozgu, ktoré postihuju
predné (frontalne) a bo¢né (temporalne) ¢asti mozgu. Tieto oblasti mozgu
su spojené s osobnostou, spravanim a jazykom.

- Creutzfeldt-Jakobova choroba patri medzi prionové ochorenia (Aguzzi a Calel-
la 2009). Je to rychlo postupujuca a zriedkava forma demencie.

- Wernicke-Korsakoffov syndrom je ¢asto spdsobeny dlhodobym nadmernym
konzumovanim alkoholu.

Termin zmieSana demencia sa pouziva, ked' su pritomneé dva alebo viac typov
demencie. (Kralova 2017).

Etiologia Alzheimerovej choroby

Pretoze prevaznu vac¢sinu pripadov demencie spdsobuje degenerativne ochorenie
centralneho nervového systému Alzheimerova choroba, alebo jej zmiesana forma,
tejto téme sa venujeme podrobnejsie (Fan a kol. 2019).

Alzheimerovu chorobu prvykrat opisal nemecky bavorsky psychiater a neurolég
Alois Alzheimer v roku 1907. Pri Alzheimerovej chorobe dochadza k akumulacii
amyloidu B extracelularne a k ukladaniu depozit hyperfosforylovaného 1-proteinu
intracelularne. Vysledkom toho je ubytok neurdnov a difuzna atrofia mozgu (Kralova
2017; Kumar a kol. 2018).

Vznik Alzheimerovej choroby je ovplyvneny zmesou environmentalnych a gene-
tickych faktorov, t. j. multifaktorialny (Kralova 2017). Medzi rizikové faktory, ktorym
mozno predchadzat patri diabetes mellitus 2. typu, hypertenzia, fajéenie, porane-
nia hlavy, sedavy spdsob Zzivota a obezita. K neovplyvnitelnym rizikovym faktorom
mozno zaradit vek jedinca a geneticku predispoziciu (Ulep a kol. 2018).
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Patolégia ochorenia

Najbeznejsimi a najvyraznejSimi charakteristickymi léziami pritomnymi v mozgu pa-
cienta su senilné plaky a neurofibrilarne spleti. Neurénova a dendriticka strata,
neuropilove vlakna, dystrofické neurity, granulovakuolarna degeneracia, Hiranove
telieska a cerebrovaskularny amyloid su tiez typické pre mozog jedinca s Alzheime-
rovou chorobou. Mozog jedinca s Alzheimerovou chorobou je atroficky s rozsireny-
mi ryhami (sulci) a zuzenymi zahybmi (gyri) (Castellani a kol. 2010).

Makroskopické zmeny

Makroskopicky dochadza k zmrstovaniu mozgu s kortikalnym stencovanim a at-
rofiou, Co ma za nasledok rozsirenie cerebralnych sulci, ktoré je najvyraznejsie
v prednych, temporalnych a parietalnych lalokoch. K makroskopickej kortikalnej
atrofii prispieva strata synapsie aj strata neuronov. Atrofia sposobuje kompenzacné
zvadSenie komory (hydrocephalus ex-vacuo) (Obrazok 1). Dal&im makroskopic-
kym znakom bezne pozorovanym pri Alzheimerovej chorobe je strata neuromelani-
novej pigmentacie v locus coeruleus (Chen a Mobley 2019; Kumar a kol. 2018;
Sengoku 2019)

Mikroskopické zmeny

Medzi zakladné mikroskopické znaky, ktoré prvykrat identifikoval Alzheimer, patria
neuritické amyloidné plaky (extracelularne lézie) a neurofibrilarne klbka (intracelu-
larne lézie) (Chen a Mobley 2019; Kumar a kol. 2018).

Obr. 1: Atrofia mozgu pri Alzheimerovej chorobe (Bagad a kol. 2013)
Legenda: A: mozog zdravého jedinca, B: mozog jedinca s Alzheimerovou chorobou
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Extracelularne lézie - senilné (amyloidové) plaky

Senilneé plaky, opisané v pévodnej sprave o Alzheimerovej chorobe ako ,miliarne
loziska®, su sférické extracelularne lézie s priemerom 10 az 200 uym. Hlavnou pro-
teinovou zlozkou jadier senilnych plakov a vaskularneho amyloidu je maly polypep-
tid s velkostou priblizne 4,2 kDa nazyvany amyloid B (AB), o ktorom molekular-
no-genetické studie uvadzaju, ze je sucastou ovela vacsieho prekurzora proteinu
AB kodovaného na chromozéome 21 (Castellani a kol. 2010).

Amyloid B sa tvori z latky telu vlastnej - amyloidového prekurzorového proteinu
(APP), ktory sa v neuronoch vyskytuje v niekolkych frakciach. Transmembrano-
vu frakciu Stiepia enzymy sekretazy (o-sekretaza) na kratke fragmenty (39 az 40
aminokyselin), ktoré sa nazyvaju B-peptid. Za normalnych okolnosti su solubilng,
posobia neuroprotektivne a zucastnuju sa na tvorbe novych synaptickych miest.
Pri Alzheimerovej chorobe sa Stiepenia APP zucasthuju najma B- a y-sekretazy.
Stiepenie sa odohrava na inych miestach, preto vznikaju dihé fragmenty (42 a viac
aminokyselin). Tieto dihé fragmenty B-peptidu prestavaju byt solubilné a zac¢inaju
koagulovat a polymerizovat (Kralova 2017).

Amyloid B nasledne oligomerizuje, difunduje do synaptickych strbin a interferuje
so synaptickou signalizaciou. Vznikaju nerozpustné amyloidné fibrily, ktoré sa ag-
reguju do plakov. Polymerizacia vedie k aktivacii kinaz, ¢o sposobuje hyperfosfo-
rylaciu t-proteinu spojeného s mikrotubulami a jeho polymerizaciu na nerozpustné
neurofibrilarne spletence. Po agregacii plakov a spletencov nasleduje nabor mik-
roglii, ktoré obklopuju plaky. To spésobuje mikroglialnu aktivaciu a lokalnu zapalovu
odpoved' a prispieva k neurotoxicite (Kralova 2017; Tiwari a kol. 2019).

Neuritické (senilné plaky) su tvorené krystalmi amyloidu, okolo ktorého je det-
ritus odumretych neurénov a lem aktivovanych gliovych elementov (Obrazok 2). V
okoli neuritickych plakov dochadza k aseptickému zapalu, uvolfiuju sa cytokiny,
interleukiny, volné kyslikové radikaly, ktore dalej poskodzuju okolité mozgove tka-
nivo. Gliové elementy okrem toho produkuju aj molekuly enzymu butyrylcholineste-
razy, ktory rozklada acetylcholin (Kralova 2017).



7 | Analyza prevalencie demenciena Slovensku a v ostatnych krajinach Europy

Obr. 2: Senilné plaky (DeTure a Dickson 2019)

Intracelularne lézie - neurofibrilarne klbka

Neurofibrilarne spletence (NFT) (Obrazok 3) patria k hlavhym mikroskopickym lé-
ziam Alzheimerovej choroby. Su lokalizované predovsetkym vo velkych pyramido-
vych neuronoch Ammonovho rohu a mozgovej kory. Neurofibrilarna patologia sa
vyskytuje aj v oblasti stredného mozgu, mozocku a hypotalamu (Castellani a kol.
2010).

Z intracelularnych zmien sa najdélezitejSie odohravaju na urovni t-proteinu, Cize
na urovni bunkoveho cytoskeletu. Intracelularny t-protein spevnuje steny viaken
mikrotubulov, kioré maju v bunke najma transportny vyznam (Castellani a kol.
2010). Pri Alzheimerovej chorobe sa t-protein nadmerne fosforyluje, ¢im vznikaju
kratSie formy schopné vytvorit helikalne filamenty, ktoré su podobné dvojzavitni-
ciam nukleovych kyselin. Tieto vlakna tvoria zaklad tzv. neurofibrilarnych klbiek -
spletencov. Neurony, v ktorych sa vytvoria takéto spletence, podliehaju apoptoze
a zanikaju. Distribucia neurofibrilarnych klbiek a neuronalnej atrofie je selektivna.
Postihnuty je neokortex, amygdala, hipokampus a bazalne jadra (DeTure a Dick-
son 2019; Kralova 2017; Sengoku 2019; Tiwari a kol. 2019).
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Obr. 3: Neurofibrilarne klbka (Dickson a Lin 2014)

Klinické prejavy Alzheimerovej choroby
Alzheimerova choroba sa vzdy prejavuje priznakmi kognitivnej poruchy (dement-
ného syndromu). Prvym prejavom byva zvyCajne porucha epizodickej paméti. K
véasnym priznakom patri aj porucha vizualno-priestorowych schopnosti. Casto sa
objavuje depresivna nalada, ktora sa najviac vyskytuje v skorych stadiach ochore-
nia. S progresiou ochorenia sa zhorsuje aj dlhodoba paméat vo vsetkych svojich
vrstvach - epizodickej, sémantickej aj proceduralnej. V pokrocilejSich stadiach
ochorenia sa progresia porlch paméti prejavi poruchami orientacie. Castym
priznakom byvaju poruchy symbolickych funkcii - afazia, apraxia, agnozia, ag-
rafia aakalkulia. Typicka je spankova inverzia, ked pacient poCas dna spi a v noci
bdie, je dezorientovany a bludi. V pokrocilom stadiu sa vyskytuju aj regularne tran-
zitorne kvalitativhe poruchy vedomia, najma stavy zmatenosti (Kralova 2017 ; Kumar
a kol. 2018).

Priebeh Alzheimerovej choroby je postupujuci (dalej sa Siriaci), bez napadnej-
Sich kratkodobych vykyvov. Ochorenie je nezvrainé a pacienti zomieraju vacsinou
na pridruzenu infekciu pri kompromitovanom imunitnom systéme (Kralova 2017).

Diagnostika ochorenia

Diagnoza Alzheimerovej choroby vyzaduje klinicky dokaz straty pamati a poskode-
nia aspon jednej dalSej kognitivnej domény s dokazom narusenia socialnej alebo
pracovnej funkcie. Alzheimerovu chorobu je potrebné odlisit od inych pricin de-
mencie, ako je vaskularna demencia, demencia s Lewyho telieskami, Parkinsono-
va choroba s demenciou, frontotemporalna demencia a reverzibilné demencie. Na
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zaklade postihnutych oblasti mozgu mozno o¢akavat zna¢nu variabilitu pociatocné-
ho klinického obrazu (Castellani a kol. 2010).

Biochemicka analyza cerebrospinalnej tekutiny, v ktorej sa stanovuje t-protein,
fosforylovany t-proteinu a peptid amyloid § o dizke 42 aminokyselin je uzitodna
pri diagnostike predklinického stadia. Na diagnostiku Alzheimerovej choroby sa
pouziva CT mozgu, ktoré ukazuje cerebralnu atrofiu a rozsirenu tretiu komoru. V
poslednej dobe sa objemova MRI pouziva na presné meranie objemovych zmien v
mozgu. Pri Alzheimerovej chorobe ukazuje volumetricka MRI zmensenie medialne-
ho temporalneho laloku. Funkcné techniky zobrazovania mozgu ako PET, fMRI a
SPECT sa pouzivaju na mapovanie vzorcov dysfunkcie v mensich oblastiach mozgu
medialneho temporalneho a parietalneho laloku (Atri 2019, Kumar a kol. 2021).

Progno6za ochorenia

Aj ked' sucasna liecba Alzheimerovej choroby nevie zastavit jej progresiu, moze
na isty ¢as spomalit zhorSovanie priznakov demencie a zlepsit kvalitu Zivota ludi s
Alzheimerovou chorobou. Potrebné su dalsie vedeckeé studie zamerané na etiopa-
togenézu tohto ochorenia, prostrednictvom ktorych je nevyhnutné hladat lepsie
spoOsoby oddialenia nastupu, rozvoju tohto ochorenia a liecby. Délezitu ulohu zo-
hrava aj primarna prevencia, tzn. aktivny pristup k udrzaniu kognitivnych funkcii
prostrednictvom neustaleho vzdelavania sa, komunikacie medzi fudmi, Citanim
knih, spolo¢enskymi hrami, sledovanim vedomostnych sutazi, pohybovou aktivitou
a spravnym zivotnym Stylom.

Aby sa zdravotné systémy europskych ¢lenskych statov aj ostatnych krajin mohli
pripravit, za posledné tri desatrocia bolo vykonanych niekolko vyznamnych prac
na odhad prevalencie demencie na europskej urovni. Boli to studia EURODEM
zo zaciatku 80. rokov (aktualizovana v roku 2000), Europska spolupraca v oblasti
demencie - EuroCoDe (2006-2008), a 1. spoloéna akcia EU v oblasti demencie -
ALCOVE (2011-2013). Alzheimer Europe povazovala za potrebné aktualizovat tie-
to udaje, preto podla metodiky stanovenej v ramci projektu EuroCoDe v roku 2018
spracovali aktualny stav a vytvorili prognozu do 2050 (Alzheimer Europe 2019).

Metodika a material

Ako zdroj eurdpskych statistik sme pouzili rocenku spolo¢nosti Alzheimer Europe s
nazvom Dementia in Europe. Yearbook 2019. Estimating the prevalence of dementia
in Europe (Alzheimer Europe 2019), ktora systematicky preskumala vedecké c¢lanky
o prevalencii demencie pouzitim nasledujuceho retazca na vyhladavanie: ,,Demencia
/ Prevalencia / Incidencia / Epidemioldgia® alebo ,,Alzheimerova choroba / Vasku-
larna demencia, Lewyho choroba / Fronto-temporalna demencia / Incidencia / Pre-
valencia / Epidemioldgia“. Vysledkom skriningu bol zoznam potencialne vhodnych
publikacii, avsak mnohé studie z nich neuvadzali udaje oddelene pre vekove triedy a
pohlavie. Preto spolo¢nost Alzheimer Europe kontaktovala autorov ¢lankov a vyzia-
dala nespracované udaje z ich studie. Metodiku ziskavania, vyberu a spracovavania
udajov podrobnejsie popisuije vyssie citovany dokument.
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Statistické udaje ziskané zo spravy Dementia in Europe. Yearbook 2019.
Estimating the prevalence of dementia in Europe (Alzheimer Europe 2019) sme
spracovavali najprv v Microsoft Excel. Statistické testy (Pearsonov Chi-kvadratovy
test nezavislosti, Shapiro-Wilk test normality, parovy t-test) boli prevedene v R Stu-
dio Cloud. Mapy prevalencie boli vytvorené pomocou interaktivneho generatora
map IMAGE.

Vysledky a diskusia

Tabulka &. 1 uvadza prevalenciu demencie. Udaje boli spracované podla dat spo-
lo¢nosti Alzheimer Europe (2019), ktora zverejnuje pocty osdb s demenciou v jed-
notlivych krajinach EU aj mimo nej. Z tabulky je zrejmé, ze v populacii Slovenska
je 0 4,82 percent viac zien, ako muzov, a rozdiel medzi pohlaviami nie je rovno-
merne rozlozeny medzi vekovymi skupinami. Podla Chi-kvadrat testu tento rozdiel
je Statisticky signifikantny na hladine vyznamnosti p<0.05. MdZeme povedat, Ze
existuje statisticky vyznamny rozdiel medzi po¢tami muzov a zien v réznych veko-
vych skupinach.

Graf €. 1 zobrazuje prevalenciu demencie na Slovensku podla veku a pohlavia.
Z tabulky ¢. 1 vidime aj to, ze kym celkovo 1,23 percent zien trpi demenciou,
u muzov to predstavuje len 0,5%. Podla Chi-kvadrat testu tento rozdiel je Statisticky
signifikantny na hladine vyznamnosti p<0.05, a mézeme povedat, Ze existuje sta-
tisticky vyznamny rozdiel medzi po¢tami muzov a zien na Slovensku trpiacimi de-
menciou v roznych vekovych skupinach. Neexistuje dékaz o rozdielnej nachylnosti
réznych pohlavi na demenciu, rozdiel prevalencie sposobuje fakt, ze zeny dozivaju
vysSieho veku ako muzi. Vo vekovej kategorii 30 az 59 rokov je este vyssi podiel
muzov trpiacich demenciou, ako zien, ale so zvysujucim sa vekom percentualny
podiel muzov rapidne klesa oproti poctom tykajucich sa zenského pohlavia.
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Tabulka ¢. 1 Prevalencia demencie na Slovensku

= 2
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Graf ¢. 1 Prevalencia demencie na Slovensku podla veku a pohlavia
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Existuje pomerne malo publikovanych vyskumov o vyskyte demencie u ludi vo veku
do 60 rokov, ktori ziju s nejakou formou demencie. Odhady prevalencie z inych
projektov (napr. EuroCoDe) vo vSeobecnosti ukazali, ze prevalencia v tejto popula-
cii je vyrazne nizSia ako v populacii nad 60 rokov. Podobne v prieskume Alzheimer
Europe (2019) len maly pocet studii zahfhal osoby vo veku 60 az 64 rokov v po-
rovnani s vyssimi vekovymi kategoriami. To poukazuje na jasnu a naliehavu potrebu
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dalsieho vyskumu prevalencie demencie u ludi vo veku do 65 rokov (Pais a kol.
2020).

Graf &. 2 porovnava prevalenciu demencie na Slovensku a v Ceskej republike
podla vekovych skupin. Vyuzitim Chi-kvadrat testu tento rozdiel nebol statisticky
signifikantny p=0.05. M6Zeme konstatovat, Ze neexistuje Statisticky vyznamny roz-
diel medzi poétami fudi trpiacimi demenciou v Ceskej republike a na Slovensku.

Prevalencia demencie na Slovensku
a v Ceskej republike podla vekovych skupin

20
15
10
: nll

30-59 60-64 65-69 70-74 75-79 80-84 85-89

EmSK mCz

Graf &. 2 Prevalencia demencie na Slovensku a v Ceskej republike podla vekovych skupin
v percentach

Pri skiimani udajov o pocte obyvatelov Slovenska v studii Alzheimer Europe (2019)
predpokladali, ze v obdobi rokov 2018 az 2025 sa pocet obyvatelov Slovenska
mierne zvysi, pricom v rokoch 2025 az 2050 sa znizi.

Tato progndza sa do roku 2022 naplnila len Ciastocne, pretoze na zaklade uda-
jov z EUROSTAT pocet obyvatelov Slovenska mierne narastal az do roku 2020,
a potom klesal (Graf. ¢. 3).

Napriek tymto nepatrnym rozdielom nemame ddovod vyvracat prognézu Alzhei-
mer Europe (2019), podla ktorej sa celkovy pocet ludi s demenciou na Slovensku
viac ako zdvojnasobi zo 62 495 v roku 2018 na 128 986 v roku 2050. Podobne aj
v percentualnom vyjadreni budu fudia s demenciou predstavovat 2,59 % celkovej
populacie v roku 2050 v porovnani s 1,15 % v roku 2018. Slovensko prekonava
Sirsi europsky trend, ked' sa pocet [udi s demenciou do roku 2050 takmer zdvoj-
nasobi.

Kluc¢ovym faktorom tejto zmeny sa zda byt vyrazny narast poctu l'udi vo veku nad
65 rokov, a najma vo veku nad 80 rokov, ktory sa medzi rokmi 2018 az 2050 viac
ako zdvojnasobi (Alzheimer Europe 2019).
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Tento celoeuropsky trend mézeme pozorovat aj na poctoch ludi s Alzheimerovou
chorobou z dvoch prieskumov z rokov 2008 (EuroCoDe 2008) a z roku 2018
Alzheimer Europe (2019).
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2008

Obr. ¢. 4 Prevalencia demencie v europskych krajinach v r. 2008 Alzheimer Europe (2019)

Slovensko patri ku krajinam s nizkou prevalenciou demencie. Rozdiely samozrejme
mozu byt sposobené aj réznymi postupmi diagnostikovania demencie v roznych
Statoch, ako aj réznymi metodikami zarad'ovania do starostlivosti o pacientov.

Shapiro-Wilk testom normality sme zistili, ze udaje prevalencie demencie v 27
europskych statoch su normalne distribuované, preto sa méze pouzit parovy t-test.
Po vykonani parového t-testu mézeme konstatovat, ze existuje Statisticky vyznamny
rozdiel medzi prevalenciou demencie v rokoch 2008 a 2018. Vysledok vsak,
okrem dozivania obyvatelstva vyssieho veku, mohol ovplyvnit aj fakt, Ze v posled-
nych rokoch vyskumu sa zlepsilo chapanie demencie, ¢o umoznilo klinickym leka-
rom urcovat jemnejSie a SpecifickejSie diagndzy demencie, a to vo vztahu k typu
demencie aj k stadiu ochorenia, v ratane prodromalnych a predklinickych stadii
(kde su este aktivity kazdodenneho zivota relativne nenarusene) (Alzheimer Europe
2019).



15 | Analyza prevalencie demenciena Slovensku a v ostatnych krajinach Europy

2018

Obr. &. 5 Prevalencia demencie v eurépskych krajinach v r 2018 Alzheimer Europe (2019)

Alzheimer Europe (2019) uvadza aj prognozu - odhad prevalencie na rok 2025
a na rok 2050. Pri pouziti odhadov prevalencie podla ro¢enky Alzheimer Europe
(2019) z udajov o populacii za rok 2018 pre kombinovanu populaciu krajin EU a
krajin mimo EU (okrem 27 ¢&lenskych $tatov EU do prieskumu boli zahrnuté Spo-
jené kralovstvo, Bosna a Hercegovina, Normanské ostrovy, Island, Izrael, Cierna
Hora, Severné Macedonsko, Norsko, Svajciarsko a Turecko) dostaneme celkovo
9 780 678 [udi s demenciou v roku 2050. Zatial' ¢o pri pouziti odhadov prevalencie
podla EuroCoDe zameranych na udaje o populacii za rok 2008 dostaneme celko-
vo 10 935 444 ludi s demenciou pre tych istych 37 statov. Ak berieme do uvahy
len tie nizSie odhady Alzheimer Europe (2019), o¢akava sa, ze pocet ludi s demen-
ciou sa bude nadalej vyrazne zvySovat. Do roku 2050 sa takmer vyskyt demencie
zdvojnasobi, a v Eurépe bude zit 18 846 286 ludi s tymto ochorenim.

Zhrnutie

Tento ¢lanok analyzuje vyskyt demencie na Slovensku a v dalSich eurépskych kraji-
nach. Demencia je postupna strata kognitivnych schopnosti, ktora zasahuje do ¢in-
nosti kazdodenného zivota. Existuje niekolko typov demencie vratane Alzheimero-
vej choroby, ktora je u nich najCastejsia. Ako zdroj europskych statistik bola pouzita
rocenka Alzheimer Europe (2019). Slovensko patri medzi krajiny s nizkym vyskytom
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demencie v porovnani s ostatnymi ¢lenskymi statmi EU. K rozdielom prevalencie
mozu prispiet aj rozdielne postupy diagnostikovania demencie v jednotlivych kraji-
nach, ako aj rozdielne metody zarad'ovania do starostlivosti o pacientov. O¢akava
sa, ze celkovy pocet ludi s demenciou na Slovensku sa do roku 2050 viac ako
zdvojnasobi. To je v sulade s europskym trendom a je to spésobené vyraznym
narastom poétu fudi vo veku 65 rokov a viac. Clanok tiez poukazuje na &tatisticky
vyznamny rozdiel medzi vyskytom demencie v roku 2008 a 2018, ktory méze byt
okrem vysSieho veku ovplyvneny aj postupnym rozvojom diagnostickych metod.
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Abstract

An examination of the conceptual definition of learning disabilities may be fundamental
for interpreting the results of diagnostic procedures. The Diagnostic and Statistical
Manual of Mental Disorders of the American Psychiatric Association (APA) and the
International Classification of Diseases 11th Revision published by the World Health
Organization (WHO) delineate a common diagnostic cluster system that enables mul-
tidisciplinary communication between different disciplines by providing a common
professional language, vocabulary, and interoperability of systems. Several problems,
including learning, are not only relevant to the field of education, but may also be
relevant from a medical science perspective. Given the new discourse in the field of
special needs education, such as the holistic approach, this is a fundamental require-
ment. This is not only relevant for a more effective diagnosis of learning disabilities but
also for inclusion without an interdisciplinary discourse in which conceptual boundari-
es are not meaningful for different disciplines. The implementation of research find-
ings in international discourse can also be successful if the findings are interpretable
not only across disciplines, but also across national borders. Using secondary source
analysis and desk research, we analysed the conceptual definitions of ICD and APA
from the perspective of learning disabilities. Our results highlight fundamental cor-
relations that may justify a reinterpretation of the way diagnostic results are used in
comparison with previous versions of diagnostic systems. This may foreshadow the
need to adapt the diagnostic system and improve the process in case it has not yet
adapted the latest scientific findings and diagnostic clusters. In our view, the introduc-
tion of new diagnostic principles and clustering methodologies could be an argument
for revising the structure and functioning of previous systems.
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Introduction

The care and diagnosis of children with learning disabilities is a relevant issue for all
European countries according to relevant statistics. In addition, adequate access
to education for children with learning disabilities is a registered objective in the
EU Disability Strategy 2021-2027 as a set of common principles for inclusion.
Thus, the conceptual definition of learning disabilities and the interpretation of the
diagnostic tools and results of the measurements may also justify a certain degree
of transparency, since without a uniform definition of the group with learning disa-
bilities, a uniform interpretation would be meaningless.

The available diagnostic systems, such as the APA or ICD, may be an appropri-
ate alternative if implemented with due care by the EU. Although not preceded by a
broad professional consensus, non-representative research suggests that several
countries have automatically adopted and applied the diagnostic principles of ICD
and/or APA in learning disability diagnosis. This makes interpretation even more
urgent and may justify further research and interpretation as a diagnostic manual
adapted to the specificities of another country may not be automatically adaptable
to the educational system of a country. In our secondary source analysis, we would
like to focus on this, on the relevant conclusions that the APA and ICD systems
draw about learning disability and where and how these can overlap from the per-
spective of educational practice.

Our research question is also related to this, that is, whether the DSM-5-TR and
ICD11 can be used to adequately distinguish the diagnostic concept of learning
disability. Our hypothesis is that the disconnection of learning disorders from neu-
rological disorders and organic backgrounds has been achieved. Thus, psychiat-
ric-medical definitions can be applied to the field of educational science.

Conceptual background

Learning disabilities have conceptual dichotomies (Pennington et. al. 2020), that
is, there are multiple interpretations of a single definition, even within a single sys-
tem, regardless of the linguistic domain (Fejes and Szenci 2010). This is despite
the fact that it was earlier suggested by researchers that a given manifestation of
learning disabilities can be interpreted as a continuum (Pelej 1975). Learning dis-
abilities can be interpreted as a set of different focal interpretations of symptoms,
rather than as a single concept. Three major paradigms can be used to define
learning disabilities (Fletcher 2012). Attempts at theory building were made as ear-
ly as 1970. One of these earlier approaches was the cognitive discrepancy model
(Taylor et. al., 2017), which suggests a discrepancy, that is, a mismatch between
the level of cognitive functioning and the educational performance shown may in-
dicate a learning disability. However, the overemphasis of cognitive functioning on
academic performance may be problematic in several respects, as it does not
explain the existence of a proximal developmental zone (Farid and Ghaemi, 2017).
In case of this approach, other authors (Cohen 1983) acknowledge that although
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learning disability can be seen as a continuum, the educational system cannot
address it and calls for categorization. This further strengthens the relevance of our
source analysis, as a review of DSM and ICD categories from a practical focus can
be fitted to this proposition.

Another paradigm behind the delineation of learning disabilities is the identi-
fication of learning disabilities along the lines of poor educational performance
(Fletcher 2012). However, this theory also has problems supporting categorization
with measurement. Indeed, cognitive deficits or surpluses do not necessarily or
automatically refer to educational performance. Another problem is that learning
difficulties are directly and invariably linked to specific brain areas. Indeed, low
educational performance may have a nonneural basis. The validity and error rates
of psychometric measures in borderline areas may raise further ethical and metho-
dological questions and push the professionally principled categories of care fo-
cus towards severity-centred, entitlement-based diagnostics, which in fact remove
diagnostic findings from the practical discourse, as they focus not on outlining
development but on determining eligibility. Thus, they may provide less support for
teachers in their everyday practice, as their competence is limited in determining
their eligibility for care. This is the problem currently faced by the Hungarian diag-
nostic and care system (Vida, 2023), as it is the eligibility for care that is actually
determined; yet, teachers in institutions need guidance in determining the content
of care.

The third paradigm in special education (Fletcher et al. 2011; Nelson et al.
2003; Vellutino et al. 2006) is based on care groups rather than diagnostic cate-
gories. This approach attempts to combine cognitive, neuropsychological findings
and research related to educational performance. It tries to unify the patterns re-
vealed by brain imaging studies as a predictive factor in the emergence of learning
disabilities (Rezaie et al. 2011). It does this by projecting a specific manifestation
of cognitive profiles, specific to the problem at hand, onto the decline in school
performance (Fletcher et al., 2011; Vellutino et al. 2006). However, it does not
resolve conceptual dichotomies. Instead of a diagnostic category, it actually intro-
duces a category of care, but does not offer an alternative for the implementation
of diagnostic results in the content of the scope of remedial activities, leaving the
development practitioner to interpret the diagnosis.

To summarize the conceptual delineation, cognitive functioning and school per-
formance problems are the determinants behind learning disability, but they also
introduce a degree of uncertainty into the diagnostic process that can make diag-
nosis-based grouping difficult. It also highlights another, more far-reaching prob-
lem, namely the issue of neurological involvement.

The Hungarian diagnostic system for learning disability has been mentioned ear-
lier and is relevant because it has for a long time treated learning disability as a neu-
rological disorder, although it has not been associated with any medical imaging
procedure. The fact that between 1993 and 2011 the Hungarian diagnostic system
treated learning disability as a neurological problem cluster due to organic causes
without brain imaging procedures (Vida 2022) is itself questionable. Since then, it
is known and scientifically proven that brain imaging is not relevant for learning dis-
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ability (Fletcher 2012). In addition, it is also known that although the study of brain
activity and structure can help to understand the morphological and functional neu-
roscience of learning, it has no concrete implications for the design of educational
intervention (Goswami 2008). This is easy to see, since educational tests can be
used to make valid findings in the field of educational science and the state of the
nervous system can only be inferred through many indirect steps. The converse
may also be true, since the learning process cannot be independent of the mor-
phology and function of the nervous system, and the complexity of the function that
is created presumably makes it difficult to draw simple conclusions. This may be
suggested by the previously cited proximal developmental zone (Farid and Ghae-
mi 2017), which, in a given framework, demonstrates the possibility of learning
performance that exceeds cognitive function. Although without further research,
we can only assume the importance of neuroplasticity behind all this (Battro et. al.
2011; Swaab 2017; Dezs6 2022), since in the case of a given extent and quality
of damage to the nervous system, other areas may take over the functions, which
may also suggest, by implication, that learning disability can be interpreted as a
process of cooperation between areas with a radically different composition from
the usual learning pathways and methodological strategies used. In this theoretical
case, the disorder is not in fact a dysfunction, but a learning process so different
from the methodology that it already represents a discrepancy and, in some cases,
an unintelligible or unmeasurable performance within the framework of formalised
education. The DSM-5 and ICD 11 category system may offer a partial solution to
this, and this was the focus of our secondary source analysis.

Research Methodology

The resources available to us have justified the use of desk or secondary research
to investigate the issues raised by analysing pre-existing sources and data to an-
swer the research questions. This is not an unfamiliar method in the field of special
education (Conderman and Katsiyannis 2002). In our research, we investigated
the knowledge and definitions related to the diagnostic criteria of specific learning
disabilities in the DSM-5-TR and an international classification system of BNO-11
compiled by the WHO.

Our secondary research was carried out in the following steps, which fit the
methodology and steps of desk research (Moore 2006):

* Data collection:

The source of the data and our sample is the International Classification of Dis-
eases 11th Revision, currently in force, so it is available online on the World Health
Organization (WHO) website, in full and without restriction. Website: https://icd.
who.int/en.

Our other source is the Diagnostic and Statistical Manual of Mental Disorders,
Fifth Edition, (DSM-5), available on the American Psychological Association (APA)
website: https://dsm.psychiatryonline.org/
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* Analysis of sources:

In our research, we conducted a comprehensive analysis of learning disability
definitions, examined their relevance and reliability, and searched for relevant infor-
mation to answer our research question.

» Synthesis:

Based on the data collected and analysed, it has become clear how the defini-
tion and concept of learning disability can be effectively exploited in the context of
special education diagnosis.

* Evaluation:

Given the conceptual delineation and methodology used, the extent to which
our conclusions can be extended is limited, and further research may be required
to apply the results with confidence, but we have managed to focus attention on
the difficulties of automatic adoption of DSM-5-TR and/or ICD11. This should be
established through wider professional consensus, education, etc.

Sample

Given that both diagnostic manuals are available in full, only content relevant to the
research focus is summarized and presented. This set of criteria is used to deline-
ate how the two diagnostic systems allow the identification of learning disabilities
from the data.

DSM-5-TR

The DSM-5 describes learning disabilities as a neurodevelopmental disorder with
the specific feature of impeding the acquisition of learning skills relevant to school
learning (e.g., reading, writing, or arithmetic) and, through this, their active and
effective use in complex learning processes. Given that learning is a complex pro-
cess and that such aspects may occur at an adult or adult age, development is
continuous and may be based on myriad factors. For this reason, according to the
DSM-V nomenclature and basic definitions, signs of learning disability may appear
as early as preschool (e.g., difficulties in learning the names of letters or counting
objects) but can only be reliably diagnosed after the start of formal education, since
reading disorders may manifest during the learning process.

The DSM-V, therefore, raises the possibility that the learning disability identified
by teachers in the educational system and systems that provide assessment may
differ from the DSM-V (Tannock 2014).

The term used is “specific learning disability,” the diagnostic criteria for which
can be divided into two broad groups. The first group consists of problems that
define the specific nature of learning disability, that is, the area in which the dis-
ability occurs. These include reading, writing, and mathematics. The other is the
set of problems that can be formulated in general terms but have a global impact
on learning.
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The DSM-5-TR rejects the cognitive discrepancy model and therefore gives
special weight to the constellation of problems. Thus, the overall nature of the
problems is emphasized over cognitive dysfunction, a major departure from the
deficit-oriented paradigm of low cognitive ability as a consequence of poor aca-
demic performance.

The DSM system divides the criteria into groups A, B, C, D, and E, one of which
must be met in each of the areas mentioned above and after six months of active
intervention, which will be discussed later in the summary of the DSM-BNO and the
national model (DSM-5-TR, 2013):

“A” criteria:

Inaccurate or slow and laboured word reading (e.g., reading some words
aloud incorrectly or slowly and hesitantly, often guessing words, and diffi-
culty pronouncing words).

Difficulty in understanding the meaning of the text read (e.g., reading the
text accurately but not understanding the order, context, inferences, or
deeper meaning of the text).

Difficulties with spelling (e.g., adding, dropping, or substituting vowels or
consonants).

Difficulties with written expressions (e.g., making several grammatical or
punctuation errors within sentences, poorly organizing introductions, not
expressing ideas clearly enough in writing).

Difficulties in learning number sense, number facts, or arithmetic (e.g., poor
understanding of numbers, their magnitude, and relationships; counting sin-
gle-digit numbers with fingers instead of recalling the mathematical fact as
peers do; getting lost during arithmetic calculations and possibly switching
to a different procedure).

Difficulties in mathematical reasoning (e.g., serious difficulties in using math-
ematical concepts, facts, or procedures to solve quantitative problems).

“B” criteria:

The learning skills involved are significantly and quantifiably below the ex-
pectations of the individual's chronological age and cause significant impair-
ments in academic or vocational performance or activities of daily living, as
confirmed by individualized standardized performance measures and com-
prehensive clinical assessment.

For individuals aged 17 years and over, standardized assessments can be
replaced by a documented history of learning difficulties.

“C” criteria:

Learning difficulties generally start at school age but may only become ful-
ly apparent when the demands on the learning skills involved exceed the
individual's educational dysfunctional abilities (e.g., timed tests, reading or
writing long, complex reports on tight deadlines, excessive study load).
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“D” criteria:

Learning difficulties are not better explained by intellectual disability, uncorrect-
ed visual or auditory acuity, other mental or neurological disorders, psychosocial
disadvantages, lack of language in formal education, or inappropriate educational
methodology.

A relevant element of the DSM-5-TR is that the assessment of a specific learning
disability can only begin after six months of failure of targeted help and excludes
the possibility of attaching it to a social disadvantage. Thus, it takes a process and
development-oriented perspective.

ICD 11

ICD 11 provides the following definition of “developmental learning disability”: “De-
velopmental learning disability is characterized by significant and persistent diffi-
culties in the acquisition of academic skills, which may include reading, writing
or arithmetic. An individual's performance in the affected academic skill(s) is sig-
nificantly below what would be expected in years, based on biological age and
general level of intellectual functioning, and results in significant impairment in the
individual's academic or other functioning. Developmental learning disabilities first
appear when learning skills begin to develop in lower school. A developmental
learning disability is not the result of impaired intellectual development, sensory
impairment (visual or auditory), neurological or motor disorder, lack of access to
education, lack of knowledge of the language of academic instruction, or psycho-
social disadvantage (ICD11, 2023).”
Diagnostic criteria for developmental learning disability based on the ICD11:

* The presence of significant barriers to the acquisition of reading, writing,
or numeracy skills, resulting in a significantly lower level of proficiency than
age-appropriate. Barriers to learning also exist in the areas concerned in
the face of inadequate instruction. These barriers may be limited to a single
component of a particular skill (e.g., the inability to acquire basic numeracy
skills or decode certain words accurately and fluently) or may affect the
whole range of literacy and numeracy performance. ldeally, the degree of
disability can be measured using standardized tests.

¢ The onset of limiting factors typically occurs in early school years but may
not appear until later in life, even in adulthood, when the demands of learn-
ing performance exceed the level of limited ability.

* The barriers are not due to external factors, such as economic or environ-
mental disadvantages or lack of access to educational opportunities.

* Learning difficulties are not better explained by intellectual disability; other
neurodevelopmental disorders; or other conditions such as motor, visual, or
auditory sensory disorders.
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Based on ICD11, the code given in the application of diagnostic assessment can
only be used to indicate severely impaired academic skills at the time of assess-
ment, referring to the specificity of the problem area. In the case of multiple-skill
impairments, multiple codes can be used, which is a significant departure from the
previous use of summary grouping.

According to the ICD11 description in English, developmental learning disabili-
ties may also be associated with neurodevelopmental disorders such as attention
deficit hyperactivity disorder, developmental motor coordination disorder, develop-
mental language disorder, and autism spectrum disorder. In addition, a person with
a developmental learning disability may have marked difficulties in self-regulating
attention, which is not severe enough to warrant a separate diagnosis; therefore,
ICD11 does not use a separate categorization system. Persistent difficulties in
self-regulating attention may also adversely affect academic performance and hin-
der the effectiveness of habilitation and rehabilitation sessions.

Some individuals with developmental learning disabilities can maintain adequate
levels of key learning skills through compensatory strategies, with exceptionally
high levels of effort or time, or with unusually high levels of support. However, as
the demands on the effectiveness of key learning skills increase and exceed ability
(e.q., taking tests under time pressure, reading or writing long, detailed, data-rich
texts also under time pressure, and more complex academic work such as in sec-
ondary school, higher education, or vocational training), underlying learning diffi-
culties may surface. The situation of young people with special educational needs
in higher education is complicated in several ways (Szaboné 2023).

Ideally, the identification of the presence of a developmental learning disability
could include the assessment of academic performance using standardized instru-
ments. However, a child’s score on a single test measuring a particular academic
skill is insufficient to distinguish the disorder from the norm.

Performance scores can vary owing to the technical properties of the test used,
the testing conditions, and a number of other variables, and can also vary signifi-
cantly over the course of an individual's development and life course. Therefore,
when making a diagnosis of a developmental learning disability, it is necessary to
consider various pieces of evidence about a child’s learning ability outside of the
formal testing situation.

Learning disabilities typically persist through adolescence and adulthood. These
deficits can negatively affect a child’s school performance, increase the likelihood
of dropping out of school and contribute to unemployment (or ‘under-schooling’) in
adulthood, especially if no improvement is made. In addition to school dropouts,
major depressive symptoms also increase the risk of poor mental health, including
suicide.

The specific impairments associated with a developmental learning disability
vary depending on the developmental stage and learning abilities, severity of the
deficits, complexity of the tasks, presence of associated mental, behavioural, or
neurodevelopmental disorders, and availability of support. Developmental learning
disabilities are also associated with an increased risk of suicidal ideation and sui-
cide attempts over their life course.
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Some of the results of our research overlap with the ICD11 categorization sys-
tem, but overall it does not seem to be suitable for an adequate application of this
criteria system in the domestic diagnostic process, and we therefore consider the
mechanical application of ICD11 codes to be unacceptable, not only because of
the harmful stigmatizing effect of ‘labelling,” but also because the reasoning and
procedures behind the ICD 11 categorization system are not fully met. Thus, delimi-
tation cannot be sufficiently efficient because the category assignment must also
match the steps of background variable identification.

The ICD code system classifies learning disorders under the heading of “men-
tal, behavioral, or neurodevelopmental disorders,” major group 6, and further
narrows the category with the definition of “developmental learning disorder,”
code 6A03. This fits in with the national legal context, which defines learning dis-
order as “other mental disorders “. However, this coding also defines what is not
considered a developmental learning disorder, which is linked to the MB4B “sym-
bolic dysfunction” group, i.e. “signal processing dysfunction” in the diagnostic
system:

¢ dyslexia - alexia (MB4B.0) reading-related problems, which, in the case of
alexia, include a complete inability to read.

¢ agnosia (MB4B.1) A problem primarily due to damage to sensory organs,
such as blindness or deafness, that is, ‘loss’ or severe impairment of the
sensory processing channel associated with damage to the sensory organs.

* akalculia (MB4B.2) total inability to perform arithmetic, that is, the inability
to perform arithmetic, even in the most elementary arithmetic operations.

* agraphy (MB4B.3) total inability to produce literacy, i.e. total ‘illiteracy .

* anomia (MB4B.4) (or anomic aphasia) anomic aphasia is a milder form of
aphasia in which the individual may have difficulties with word-finding or
naming objects. In anomic aphasia, although speech is typically fluent, it
may still be difficult to produce certain words, particularly nouns and verbs.

¢ dyscalculia (MB4B.5) severe impediments or disturbances in the numeracy
performance.

¢ Other specific symbolic functions (MB4B.Y)

¢ Symbolic functions of unknown origin (MB4B.Z)

Subgroups of Learning Disabilities and Their Delimitations
Based on ICD11, the code given in the application of diagnostic assessment can
only be used to indicate severely impaired learning skills at the time of assessment,
referring to the specificity of a given problem area. In the case of multiple skill
impairments, a multidisciplinary designation may be used, which is a significant de-
parture from the previous designation, where a summary grouping was used (e.g.,
mixed school skills disorder, BNO10: F81.3).
¢ 6A03.0 Reading disorder

This is defined as a learning disability that manifests as impairments in read-

ing skills, such as word reading accuracy, reading fluency, and compre-

hension, but does not reach the level of dyslexia or alexia.
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* BA03.1 Impairment of written expression
Here the learning difficulties are manifested in writing skills such as ac-
curacy of spelling, grammar and punctuation, organisation and cohesion of
written ideas, but do not reach the level of dysgraphia or agraphia

* BA03.2 Mathematical disorders
Learning difficulties are manifested by impairments in mathematical skills,
such as number sense, number memorization, accurate counting, smooth
calculation, and accurate mathematical reasoning (but not yet dyscalculia
or acalculia).

* BA03.3 Other specified learning disorders
Learning disabilities are manifested by impairments in the learning and per-
formance of specific academic skills that are not adequately described by
any of the other available specifications.

* BA03.Z Developmental learning disorder, unspecified
The cause is not known.

Results

Learning disability is referred to as a “Specific Learning Disorder” in the DSM-5-TR,
which provides a detailed analysis of the diagnostic criteria for defining a specific
learning disorder as a persistent and significant problem that can affect an individ-
ual’s abilities in multiple domains.

The diagnostic criteria include substantial difficulties in learning performance,
which can be distinguished from problems of general intelligence or lack of quality
of education, and cannot overlap with social disadvantage. It does not exclude the
possibility that learning disabilities may also be present in individuals aged 17 years
or older, in which case a documented history of learning difficulties may be substi-
tuted for a standardized assessment.

ICD 11 has a very similar focus on exclusionary factors but is more flexible than
the DSM-5TR in that it does not exclude the possibility that a learning disability
may present later in life, in adulthood, when the learning needs exceed the level of
limited abilities. In summary, BNO 11 suggests that limitations are not due to exter-
nal factors, such as economic or environmental disadvantage or lack of access to
educational opportunities, and BNO 11 also excludes the possibility that learning
disabilities are caused by intellectual disability or other neurodevelopmental disor-
ders, or other conditions such as motor disorders and visual or auditory sensory
impairments.

However, it emphasizes that learning difficulties can result in significant damage
to anindividual's academic, occupational, and other important areas of functioning.
If functional ability is maintained, a significant effort is required.
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Figure 1: self-made diagram of the ICD 11 categories
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Figure 2: Archibald, 2017; DSM-V, 2013
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Conclusion

Our research question is also related to this, that is, whether the DSM-5-TR and
ICD11 systems are suitable for an adequate differentiation of the diagnostic con-
cept of learning disability. We believe that the answer is possible, since differential
diagnosis can be made on the basis of the criteria within European Union coun-
tries, adapted to the medical pedagogical diagnostic system of national education-
al systems.

Our hypothesis is that the separation of learning disorders from neurological
disorders and organic background has been achieved on the basis of the BNO and
DSM, since BNO 11 has moved the total loss of function and neurological injury
into a separate diagnostic group so that specific learning disorders are not con-
fused with specific neurological status and injury. This can be argued, as learning
problems in neurological injury can be described as a co-occurring symptom, and
the current state of science is that brain injury is irreversible, so the pedagogical
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focus can be on compensation. Thus, psychiatric medical definitions have become
applicable in the field of education. This removes the burden of the educational
diagnostician to diagnose neurological injury without adequate imaging or brain
activity measures.

In the case of the DSM-5-TR, we find a similar confirmation of the questions we
have raised, since the phenomena of cognitive abilities and learning disabilities
have also been separated. The ordered set of criteria is suitable for differential
diagnosis to be carried out appropriately by any educational system, adapted to its
own national characteristics. The DSM-5 provides detailed diagnostic criteria for
specific learning disorders (SLD) in all learning domains. This can be a relevant aid
in establishing a care-oriented system for diagnosis in special education.

ICD11 is a generic classification system, and its international acceptance is re-
inforced by the fact that it was created by the WHO and is therefore widely used in
health and education systems. The previous version is also widely used; therefore,
there is no reason why it should not be continued. An important aspect of differen-
tial diagnosis is that both DSM-5-TR and ICD11 can help avoid the proliferation of
misdiagnoses, even if they cannot prevent it by themselves, as they impose a more
restrictive conceptual framework for the interpretation of results.

Overall, both the DSM-5 and ICD11 are important tools for identifying learning
disabilities and outlining therapeutic developments. The combination of detailed
diagnostic criteria and general classification allows professionals to make accurate
diagnoses and apply appropriate treatment strategies. By clarifying the uncertainty
of the organic background and neurological injuries, implementation is expected
to become easier.

Based on secondary source analysis, the assessment and diagnostic results
are consistent with both the DSM and ICD11 systems and are likely to be well
applied. However, the terminology and criteria used in the BNO and DSM are still
unclear as to how a decision should be made on the basis of a given measurement.
There are exclusionary factors, such as the social disadvantage mentioned earlier.
All this conceptual framework is in fact a map of a given area that can be perceived
as a unit. In diagnostics, we are guided by our measurement results, criteria, and
concepts, directing us to where we arrive. Not specific instructions, but guidelines.
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Teacher interaction from the perspective of university students

Abstract

The purpose of our present research is to examine the characteristics of teachers’
interpersonal behaviour from both teachers’ and students’ perspective, as well as to
determine the teachers’ interaction style from the students’ perspective using the QTI
measurement tool (Questionnaire on Teacher Interaction). The research assesses
how students perceive teachers’ classroom activities. In our research, we used the
48-item QTI questionnaire revised by Wubbels among university students majoring
in English. This measurement tool can serve as a valuable source of information for
teachers in comparing their own self-evaluation with the students’ point of view, which
can obviously serve their professional development.
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Bevezetés

Egy el6z6 tanulmanyunkban (Szabdé 2023) arra kerestik a valaszt, hogy valtozhat-e
a torténelemtanitas modszertani kulturaja. Ebbdl a kutatasbdl tobbek kdzott az de-
rult ki, hogy a pedagogusoknak jelentés szerepe van a tanulok palyavalasztasat
illetéen, valamint az utanpodtlas biztositasaban is, hiszen sok tanuld éppen miattuk
valasztja az adott (tanari) hivatast. A kutatas a Selye Janos Egyetem torténelem-
tanar szakos hallgatoi kérében valosult meg. A térténelemtanar szakos hallgatok
Osszlétszama az 5 évfolyamban 89 6 volt, a kérddivet ebbdl 6sszesen 83 hallgato
toltoétte ki, kdzilik 44 ferfi és 39 no. A vizsgalt minta 58%-aban egy konkrét torte-
nelemtanar volt hatassal a hallgatok dontésére abban, hogy a térténelemtanar sza-
kot valasszak az egyetemen. Mivel a pedagogusok hatasa a tanuldkra bizonyitott
tény, szerettlk volna megvizsgalni a pedagogus és a tanuldk kozti interakciot az
osztalyteremben. A pedagogus és a tanulok kozti interakciot illetéen nagyon keves
magyar nyelvi forras talalhatd. A témaban magyar nyelven eddig csak Horvath Kin-
ga es Toth Peter (2019; 2022) publikalt monografiat és tobb tanulmanyt is. Jelen
kutatasunk soran vizsgaljuk egy magyarorszagi egyetem angoltanaranak interakci-
Os stilusat és tanari interperszonalis viselkedésének jellemzadit hallgatdi szemszog-
bél a QTI kérddiv angol valtozata segitsegével.
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Szakirodalmi attekintés

Jelen tanulmanyunkban a tanari viselkedés tanuloi teljesitményekre gyakorolt hata-
sa osztalytermi kortlmenyek kdzott valo vizsgalatanak ket korai kutatasi tertiletere
tamaszkodunk. Az egyik a tanari hatekonysagra (Gordon 1991; Zrinszky 2002),
mig a masik az egyenek és a kdrnyezetik kozotti interakcio vizsgalatara (Moos
1979; Walberg 1979) vonatkozik.

,»A tanitasi folyamat interperszonalis megkdzelitése egy olyan terilet, amelyet a
pszichologiaban a tanar interakcios stilusanak felfogasa mind a tanuldk, mind pedig
a tanarok, annak tényezdi és korrelacioi tekintetében vizsgalnak” (Toth - Horvath
2022, 71). A tanari interperszonalis viselkedés modelljének megalkotasa (Model
for Interactional Teacher Behavior, MITB modell) Wubbels nevéhez fliz6dik (Wub-
bels et al. 1985). A Wubbels-fele MITB modell tulajdonképpen a Leary-féle inter-
perszonalis viselkedés modelljen alapszik. Ez a Leary-féle interperszonalis visel-
kedés modell (circumplex-modell) késébb az LSD-vel kapcsolatos kisérleteirdl es
az LSD tamogatasarol lett hires (Leary 1957; LaForge - Suczek 1955; LaForge et
al. 1954). Ezt kdvetéen azonban Leary nyoman sok mas kutato is kidolgozta sajat
interperszonalis (circumplex) modelljét (Carson 1969; Gurtman 2001 ; Plutchik -
Conte 1997; Strong et al. 1988; Wiggins 1979).

A Leary-féle interperszonalis viselkedés modell lehetéseget teremt szamunkra,
hogy merjik az emberi viselkedés inditekait. A modell negy alapveté motivaciot,
szukségletet kiilonit el (Toth - Horvath 2022, 71): a megelégedettség igénye, em-
berkdzpontusag, biztonsagi igény, valamint tevékenységszikséglet. E motivaciokat
pedig haromféle viselkedésorientacion keresztll elégithetjik ki, melyek a kovetke-
zOk: produktiv orientacio, passziv ellenallo orientacid, valamint agressziv ellenallo
orientacio.
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1. abra: A Leary-féle modell
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Leary nyolc személyiségtipust hatarozott meg (1. abra), mely személyiségtipusok-
hoz leirta a szocialis interakciokban hasznalatos mikodésformat (Kulcsar 1981).
Ennek a modellnek az alapvetése az, hogy a szemeélykozi viselkedés jellemzéi egy
korkords kontinuumot képeznek, és mindegyik jellemvonas a kontinuum mentén
azonos. ,Jellemvonasaiban két alapdimenzié jelenik meg. Az egyik a dominan-
cia vagy kontroll, illetve az alarendel6dés, 6nalavetés. Ezt a dimenziét nevez-
ziik hatas-, kontroll- vagy befolyas-dimenziénak. Masik a szeretet, az egydttm-
(ik6dés vagy az Osszetartozas, illetve a gyllblet, az ellenallas, szembenallas,
amely kontinuumot a proximitas-, azaz kbzelség-dimenzionak is neveziink.”
(Toth - Horvath 2022, 73)

1. tablazat: A Leary-és a Wubbels-féle oktansok
Forras: Toth - Horvath, 2022, 74

A Leary-féle nyolc kategdria A Wubbels-féle nyolc kategéria

AP vezetd - autokratikus = irdinyita, hatdrozott

NO: felelssépteljes - hipernormalis CD: sepitSkész, bardtsigos

LM: egyuttmikids - tal konvenciendlis C5: megértd, konszenzusra torekvd

JE: kénnyen irdnyithatd - fliged = engedékeny, Ligysovi

HI: énaliverd - mazochisttikus 50 bizonytalan, hatdrozatlan

FG: lazadd - bizalmatlan (gyanakwd) 05 elégedetlen, kételkedd

DE: agressziv - szadista OD: dorgald, figyel meztetd, fegyelmezd
| BC: versengd - narcisztikus DO szigomn, erélyes

Leary (1957) munkajanak kiindulopontjaul szolgalt az interperszonalis kommuni-
kacio altalanos modellje, melyet Wubbels és munkatarsai (1987) is alkalmaztak
azert, hogy le tudjak irni a tanulok megitéléset a tanaruk tevekenyseget illetéen.
Ehhez Wubbels és munkatarsai (1987) is megadtak az interperszonalis viselkedés
nyolc személyiségvaltozojat. Wubbelsék (1987) is a circumplex-logikat kovették,
ezert a nyolc valtozot egy kor kerlilete mentén rendezték el, ezaltal jott 1étre az
interperszonalis viselkedés tanari modellje (Model for Interpersonal Teacher Beha-
vior, MITB). Az MITB modell a Leary-féle interperszonalis személyiségmodellre épit
(Leary 1957), ennek a modellnek az oktatasi kontextusba valé adaptalasa réven
johetett csak létre a Wubbels-féle tanari interperszonalis viselkedés modellje (1.
tablazat). A Wubbels-féle tanari interperszonalis viselkedés modellje nyolc katego-
riat emlit, a 2. tablazatban szemléltetve a kdvetkezdket.
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2. tablazat: A Wubbels-féle kategoriak és azok magyar megnevezései
Forras: Toth - Horvath (2022) nyoman sajat abra

Angol A Wubbels-féle nyolc Magyar | A valtoz6 magyar megneve-
rovidités | kategoria angol nyelven rovidités | zése

ADM Admonishing Behavior oD Dorgaélé, figyelmeztet6

DIS Dissatisfied Behavior (O] Elegedetlen, ketkedd

HFr Helpful/Friendly Behavior CD Segitékész, baratsagos

LEA Leadership Behavior DC Iranyito, hatarozott

STR Strict Behavior DO Szigoru, erélyes

SRE E:g:gg:ﬁg:ﬁg;i’?mty and SC Engedékeny, lagyszivi

UNC Uncertain Behavior SO Bizonytalan, hatarozatlan

UND Understanding Behavior CS Megert6, konszenzusra torekvd

A pedagogus interakcios stilusa megallapitasanak egyik médja a QTI kérd6iv mint
mérdeszkoz alkalmazasa, mely a Wubbels és munkatarsai (1985) altal megalko-
tott QUIT (Questionnaire for Interactional Teacher Behaviour) kérddiven alapszik.
A QUIT kerddiv eredetileg a Leary altal megalkotott ICL (Interpersonal Check List)
kérdoivbdl indult ki, 77 kérdést tartalmazott, és holland kdzépiskolasok szamara
dolgoztak ki (Wubbels - Brekelmans 1998; Wubbels et al. 1991; Wubbels et al.
1985; Wubbels - Levy 1991). Ebbdl adodoan az eredeti 77 itemes QUIT kérdo-
iv holland nyelven sziiletett, és célja a pedagogus osztalytermi tevekenységének
medgfigyelése volt a tanulok szemszogebdl. A holland valtozatot kovette a kérddiv
angol nyelv(i valtozatanak kidolgozasa, melyet elészor az Amerikai Egyesiilt Alla-
mokban alkalmaztak (Wubbels - Levy 1991; Wubbels - Levy 1993). Ezt koveto-
en a keérddivet tesztelték Ausztraliaban is (Wubbels et al. 1993). Wubbelsék arra
a megallapitasra jutottak, hogy ,a legjobb tanarok erésebb vezeté egyéniségek,
baratsagosabbak és megértébbek, ugyanakkor kevésbé bizonytalanok, elégedet-
lenek és rendreutasitok, mint a tanarok altalaban” (Toth — Horvath 2022, 100). A
kerddivet alkalmaztak meg ToérOkorszagban (Telli et al. 2007) kdzépiskolasokon,
illetve Szingapurban, Malajziaban, Gordgorszagban, Kinaban és Szlovakiaban is
(Fisher et al. 1995; Passini et al. 2015; Sun et al. 2018; Mares - Gavora 2004).
A QTI magyar nyelvu valtozataval Téth és Horvath (2022) az idealis tanari interper-
szonalis viselkedéseét kutatta. Jelen kutatasunkban a Wubbels-fele QTI kérdoivet a
tanar interperszonalis viselkedése jellemzdinek megallapitasara szerettik volna al-
kalmazni, €s ehhez a kérddiv magyar nyelvii valtozatat kivantuk adaptalni. A kérdoéiv
adaptalasanak soran a kétszeres oda-vissza forditast alkalmaztuk, majd a kérdéiv
nyelvezetét gyakorlo pedagogusokkal is ellendriztettiik. A Wubbels-féle oktansok
ertelmezéseét a 3. tablazatban olvashatjuk:
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3. tablazat: A Wubbels-féle oktansok, valtozok értelmezése
Forras: Toth - Horvath, 2022, 76

A viltozd magyar megnevezése

Aviltord részletesebb ismertetése

Irdnyitd, hatdrozott (DC)

Figyelmeztet, mi fog triénni; vezet; szerver; utasit; feladatokat
jeled ki; javaslatokat tesz a megoldasokra; magyaraz; felkelti a tanuldk
figyelmét

Segitdkész, bardtsagos (CD)

Seglt; érdeklGdést mutat a tanulék problémdi irant; bekapcsolddik
a folyamatokba; bardtsigosan, illedelmesen viselkedik;
wan humorérzéke

Megértd, konszenzusra torekvd (C5)

Figyelmesen meghallgatja a tanuldkat; empatikusan viselkedik;
bizalmat és mepértést sugaroz; elnézd; osztdnzi a konfliktusok
megoldasat; tirelmes; nyitott

Engedekeny, lagyszivi [3C)

Teret ad az onallo munkara; var, amig az osztdly elcsendesedik;
felelGsségvallaldssal egyitt szabadsagot is ad; a tanuldk javaslatait
figyelembe veszi

Bizonytalan, hatarozatlan (50)

MNem avatkozik bele a dolgok menetébe; hattérbe szorul; elnézést kér;
kivdrja, hogyan fognak alakulni a dolgok; beismeri, hogy
a hiba Gbenne van

Elegedetlen, kételkedd [O5)

Kivrja, amig az osztaly elcsendesil; mérlegel, nyugalmat kdvetel;
kifejesi az elégedetienséget; tekintete haragos, morco,;
mindig kérdez; kritizal

Dorgald, figyelmertetd (OD)

Szigord, erélyes (DO)

Gyakran mérges, indulatos; szeret tiltani, a hibakra figyelmeztetni;
sadalmaz; biintet

A tanulékat ellendrn, szigorian vizsgaztatja, ertékeli Gket;
megkdveteli a csendet; az osztalyt fegyelmes; a szabilyok és
elfirdsok betartasat megkdveteli

A pedagogus interperszonalis viselkedésének oktansait két tengely mentén lehet
abrazolni azzal, hogy az oktansok sorrendje nem véletlenszeri. Az egymassal szem-
ben lévé szektorok ellentétes személyiségjellemzéket jelentenek, mig az egymas-
hoz kdzelebb esé szektorok egymashoz kdzelebb allnak. Az egymashoz viszonyitva
derékszogben allo szektorok (ortogonalisok) kdzott pedig nincs dsszefliggés.
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2. abra: Az interperszonalis tanari viselkedés modellje
Forras: Toth - Horvath (2022) nyoman sajat abra

i mikindia

[T R——.

Alivrsbitih s, Fegaditmy

A pedagogus interakcios viselkedéseét (2. abra) két tengelyen lehet értelmezni. Az
abra kdzepén lévé P betl pedig magat a pedagogust jelenti. Az abran a fehér szin-
nel az angol, mig fekete szinnel a magyar Wubbels-féle kategoriak roviditései ol-
vashatok. A vertikalis tengely két szélsé tulajdonsagat a dominancia, uralas, illetve
annak ellentétes parja, az alarendeldédeés, engedelmesseg képezi. Ez fejezi ki azt,
hogy az adott pedagogus mennyire térekszik az osztalytermen bellli hatalmi pozi-
ciéjanak megtartasara, vagy eppen, hogy milyen mértékben adja at ezt a szerepet
a tanuloinak. A horizontalis tengely két szélsé tulajdonsaga az ellenallas, szem-
benallas, illetve annak ellentétes parja, az egylttmikddés képezi. Ez fejezi ki azt,
hogy az adott pedagogus mennyire tavolsagtarto vagy elutasito, vagy eppen, hogy
milyen mértékben segitdkész, illetve megért6 a tanuloival. A nyolc egyenl6 szektort
a koordinatarendszerben elfoglalt helyzetiknek megfeleléen LEA, HFr stb. cimke-
vel lattuk el. A két emlitett szektort, a LEA-t és a HFr-t egyarant a dominancia és az
egyuttmikodeés jellemzi. A két szomszédos szektorban a dominancia szempontja
érvényesll az egylttmiikddés szempontjaval szemben. igy egy LEA viselkedést ta-
nusitd tanar elmagyarazhat valamit az osztalynak, csoportokat szervez, feladatokat
allit 6ssze stb. A szomszédos HFr szektor egylttmikdodobb, kevésbé dominans
viselkedést mutat, és az adott tanarrol az mondhato el, hogy segiti a tanulokat,
baratsagosan vagy figyelmesen viselkedik (Toth - Horvath 2022). Jelen tanulma-
nyunkban az angol nyelvi roviditéseket hasznaljuk.

A kutatas célja, kérdések és hipotézisek

A kutatas célja a Wubbels altal kifejlesztett QTI kérddiv 48 itemes angol valtoza-
ta segitsegével megismerni (C1) egy magyarorszagi egyetem angoltanaranak in-
terakcios stilusat és tanari interperszonalis viselkedésének jellemzéit angol szakos
hallgatoi szemszdgbdl. A kutatasban harom csoport vett részt (14, 17 és 19 {6). A
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felmérés egy pedagogus altal tanitott harom csoportjaban zajlott. Kutatasunk to-
vabbi celja (C2) a kapott eredményeket a nemek és a csoportok hattérvaltozoi alap-
jan dsszevetve megvizsgalni, valamint (C3) megvizsgalni, hogy a vizsgalt mintaban
a pedagogus interakcios stilusanak tanulok altal valo megitélése megegyezik-e a
pedagogushallgatok altal idealisnak vélt interperszonalis viselkedés jellemzoivel. A
fenti célokat figyelembe véve a kutatas elétt az alabbi kérdeseket fogalmaztuk meg:

K1. Miként jellemezhet6 egy magyarorszagi egyetem angoltanaranak intera-
kcios stilusa és tanari interperszonalis viselkedésének jellemz8i angol szakos
hallgaték szemszgébdi?

K2. A hattérvaltozék figyelembevételével, milyen eltérések mutatkoznak az
egyes hallgatoi csoportok k6zott a pedagogus megitélésében?

K3. A vizsgalt mintaban a pedagogus interakcios stilusanak tanulok altal valé
megitélése megegyezik-e a pedagogushallgatok altal idealisnak vélt interpers-
zonalis viselkedés jellemzéivel?

A kutatas eredményei

A kutatas elsd lépéseként a kérd6iv megbizhatosagarol és validitasarol kivantunk
meggy6zd6dni a vizsgalt mintaban. A kutatasban egy magyarorszagi egyetem angol
szakos hallgatdinak harom csoportja vett részt. Osszesen 50 hallgato toltotte ki a
kérdoivet, melyek kozll 24 volt fiu és 26 lany (4. tablazat). Az elsé csoportbol 14, a
masodik csoportbol 19, mig a harmadik csoportbdl 17 hallgato (5. tablazat).

GENDER
Cumulative
Frequency Percent Valid Percent Percent
Valid male 24 48.0 48.0 48.0
female 26 52.0 52.0 100.0
Total 50 100.0 100.0

4. tablazat: A kutatasban részt vevé hallgatok nemi eloszlasa

CLASS
Cumulative
Frequency Percent Valid Percent Percent
Valid  1st group 14 28.0 28.0 28.0
2nd group 19 38.0 38.0 66.0
3rd group 17 34.0 34.0 100.0
Total 50 100.0 100.0

5. tablazat: A kutatasban részt vevé hallgatok csoportok szerinti eloszlasa
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Az egyes interperszonalis valtozokhoz tartozé megbizhatosagi mutatokat a 6. tab-
lazatban adtuk meg. Megallapithatd, hogy valamennyi valtozé megbizhaténak te-
kintheto.

6. tablazat: A Wubbels-féle QTI méréeszkdz megbizhatdsagi mutatoi jelen kutatasunkban

A Wubbels-féle nyolc kategoria gzrt?)l;fri]tse?]:(:s z Q;nek ;;:nbach—
szama
Dorgald, figyelmezteté (ADM) 4,8, 12, 16, 20, 24 6 0,649
Elégedetlen, kétkedd (DIS) 27,31,35,39,43,47 |6 0,683
Segitékész, baratsagos (HFr) 25,29,33,37,41,45 | 6 0,746
Iranyito, hatarozott (LEA) 1,5,9, 13,17, 21 6 0,788
Engedékeny, lagyszivi (SRE) 26, 30, 34, 38,42,46 | 6 0,712
Szigoru, erélyes (STR) 28, 32,36,40,44,48 | 6 0,732
Bizonytalan, hatarozatlan (UNC) 3,7,11,15, 19, 23 6 0,714
Megérté, konszenzusra torekvé (UND) | 2, 6, 10, 14, 18, 22 6 0,754

A 7. tablazatban megadtuk a kutatas soran kapott nyolc interperszonalis valtozo
leiro statisztikai mutatoit.

7. tablazat: A QTI valtozok leird statisztikai mutatoi

95%-0s konf. int. | Ferdeség | Csuicsos-
A Wubbels-féle nyolc kategéria | Atlag Szoras | also felsd (Skew- sag
értéek érték ness) (Kurtosis)

Dorgalo, figyelmeztetd (ADM) 7,92 1,576 | 7,472 |8,367 |0,887 0,808

Elégedetlen, kétked6 (DIS) 7,76 1,813 |7,244 |8,275 | 1,058 0,411

Segitékész, baratsagos (HFr) 25,22 | 3,321 | 24,276 | 26,164 |-0,727 03621

Iranyito, hatarozott (LEA) 23,562 | 3,078 | 22,645 | 24,395 |-0,470 -0,498

Engedékeny, lagyszivii (SRE) [ 17,70 | 3,333 | 16,752 | 18,647 | 0,873 0,513

Szigoru, erélyes (STR) 11,94 | 3,588 | 10,920 | 12,959 | 0,067 -0,874

Bizonytalan, hatarozatlan (UNC) | 9,74 3,142 |8,847 | 10,632 | 0,896 0,059

Megérté, konszenzusra torekvo

(UND) 27,08 12,320 | 26,420 | 27,739 | -0,755 -0,258

Az atlagnal a legkisebb érték 6 lehet, mig a legmagasabb 30, mivel egy dimenzi-
ohoz 6 item tartozott és a legkisebb megadhato érték a Likert-skalan 1 volt, mig
a legnagyobb 5. Az adott tanar attributumaihoz hozzatartozik a segitékészség, a
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konszenzusra torekvés és a hatarozottsag, ugyanakkor kevésbé jellemzé ra a fe-
gyelmezé, kétkedd, illetve hatarozatlan attit(id. A széras az egyének kdzotti eltérés
szempontjabol érdekes szamunkra, tehat, hogy adott csoporton bellil mennyire
térnek el egymastol a kapott értékek. Minél jobban eltérnek, annal magasabb a
szoéras. A mi esetlinkben a legmagasabb szoéras a szigorusag/erélyesseég (STR) di-
menziénal tapasztalhato (3. abra), mig a legkisebb a dorgalé/figyelmezteté (ADM)
dimenziodban (4. abra).

Fraquancy

50 L] LEED LEE) ERE-) (1844 12 00

STR_total

3. abra: A STR dimenzi6 szorasa

Frequendy
=

T ] a0 T LERD 140
ADM_total

4. abra: Az ADM dimenzi6 szorasa
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A konfidencia-intervallumok segitsegével lathatjuk, hogy vannak olyan dimenziok,
ahol az ertékek inkabb az also érték iranyaba tolodtak - példaul az ADM dimenzio-
nal, ahol az ertékek 7 és 9 kdzé esnek, és vannak olyan dimenziok, ahol az értékek
a fels6 érték iranyaba tolodtak - példaul az UND dimenziénal, ahol az értékek 26
€s 28 koze estek.

A ferdeseg (skewness) azt mutatja meg nekiink, hogy melyik iranyba tolodik el
az adott dimenzio. A csucsossag (kurtosis) azt mutatja meg nekiink, hogy mennyire
csucsos az eloszlas a normalhoz képest. Ehhez el6szér Kolmogorov-Smirnov pro-
bat alkalmaztunk (8. tablazat). A normalitasvizsgalat azt mutatta szamunkra, hogy 6
dimenzio esetében nem normal az eloszlas, mert a kapott értékek kisebbek, mint
0,05, mig 2 dimenzio eseteben (5. abra és 6. abra) normal eloszlasrol beszelhe-
tink (HFR: 0,053; STR: 0,200).

8. tablazat: Kolmogorov-Smirnov proba a 8 dimenzion

Tests of Normality

Kalmogorov-Smirnoy Shapiro-Wilk
Statistic df Sig. Statistic df 5ig.
ADM_total 220 50 <.001 .BE1 50 <.001
DI5_total .182 50 <.001 .838 50 <.001
HFR_total 124 50 053 933 50 007
LEA_total 153 50 005 851 50 038
SRE_total 175 50 <.001 916 50 002
STR_total 098 50 200 958 50 076
LINC_tatal 213 50 <.001 .B90 50 <.001
UND_total .194 50 <.001 804 50 <.001

*_ This is a lower bound of the true significance.
a. Lilliefors Significance Correction
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MNormal C-0 Plot of HFR_tol

Expected Normal
L]

1 % i

Observed Value

5. abra: A HFR dimenzio normaleloszlasa

Normal Q-0 Flot of 5TR_total

Expected Normal

t ' 1= ¥ 14 1] 1
Observed Value

6. abra: A STR dimenzié normaleloszlasa

A 2 normaleloszlasu dimenzion (HFR; STR) elvegeztik a homogenitas-vizsgala-
tot is, amelynek kdvetkeztében azt lathatjuk, hogy a HFR (0,676>0,05) és a STR
(0,264>0,05) dimenzidénak is homogén a szorasa, igy az ANOVA vizsgalatot mind
a két dimenzion el tudjuk végezni (9. tablazat).
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9. tablazat: Homogenitas-vizsgalat a HFR és STR dimenzidkon

Test of Homogeneity of Variance

Levene
Statistic dfl df2 Sig.
HFR_total Based on Mean A77 1 48 676
Based on Median N8B 1 48 .T68
Based on Median and B8 1 42.991 769
with adjusted df
Based on trimmed mean 159 1 48 692
STR_total Based on Mean 1.276 1 48 264
Based on Median 1.286 1 48 262
Based on Median and 1.286 1 47.216 263
with adjusted df
Based on trimmed mean 1.250 1 48 269

Szerettik volna megtudni, hogy van-e szignifikans eltérés a fiuk és lanyok valaszai
kozott a dimenzidkat illetéen. Ehhez Mann-Whitney probat vegeztiink (10. tabla-
zat) 6 dimenzio esetében (kivéve HFR és STR).

10. tablazat: Mann-Whitney proba 6 dimenzion a fiuk/lanyok hattérvaltozok fliggvényében

Test Statistics®
ADM _total  DIS total LEA_total SRE_total UNC_total UMD _total

Mann-Whitney U 249,000 250,000 291.000 258.500 222,500 250.000
Wilcoxon W 549.000 601.000 6£42.000 558.500 573.500 601.000
L =1.264 =-1.237 =411 =1.046 =1.755 =1.220
Asymp. Sig. (2-tailed) 206 216 BEL 296 079 223

a. Grouping Variable: GENDER

Mivel mind a 6 dimenzio esetében az Asymp. Sig. nagyobb, mint 0,05, ezért meg-
allapithatjuk, hogy a vizsgalt mintaban nincs szignifikans eltérés a fiuk és lanyok
valaszai kozott.

A HFR és STR dimenziok esetében ANOVA vizsgalatot végeztiink (11. tablazat),
hogy megtudjuk, van-e szignifikans eltérés a fiuk és lanyok megitélése kozott. Mi-
vel a HFR dimenzioban a Sig. (0,14 3) nagyobb, mint 0,05, ezért megallapithatjuk,
hogy a vizsgalt mintaban nincs szignifikans eltéres a fiuk és lanyok megitélése ko-
zott. A STR dimenzidban a Sig. (0,023) kisebb, mint 0,05, ezért megallapithatjuk,
hogy a vizsgalt mintaban van szignifikans eltéres a fiuk és lanyok megitélése kozott.
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11. tablazat: ANOVA vizsgalat a HFR és STR dimenzioban a fiuk/lanyok hattérvaltozok

tlikrében
ANOVA
Sum of
Squares df Mean Square F Sig.
HFR_total Between Groups 23.926 1 23.926 2.223 143
Within Groups 516.654 48 10.764
Tatal 540.580 49
5TR_total Between Groups 64,810 1 64.810 5.496 023
Within Groups 566.010 48 11.792
Tatal 630.820 49

Kovetkez6 lépéskeént szerettlik volna megtudni, hogy van-e szignifikans eltérés a
csoportok kdzott a 8 dimenziot illetéen. Ehhez 6 dimenzio esetében Kruskal-Wal-
lis probat vegeztiink (12. tablazat), mig a HFR és STR dimenziét illetéen ANOVA
vizsgalatot vegeztink.

12. tablazat: Kruskal-Wallis proba 6 dimenzion a csoportok hattérvaltozo fliggvényében

Test Statistics™®?
ADM_total  DIS_total LEA total SRE_total UNC total UND total

Kruskal-Wallis H 953 345 855 7.520 2.544 088
df 2 2 2 P4 2 4
Asymp. Sig. 621 B4l B20 023 280 857

a. Kruskal wallis Test
b. Grouping Yariable: CLASS

Az ADM, DIS, LEA, UNC és UND dimenziéban nincs szignifikans eltérés a ha-
rom csoport altal adott valaszokban (>0,05), azonban az SRE dimenzi6 esetében
(0,023<0,05) van szignifikans eltérés a csoportok valaszai kozott.

A HFR és STR dimenziok esetében ANOVA vizsgalatot vegeztink (13. tablazat),
hogy megtudjuk, van-e szignifikans eltérés a csoportok megitélése kdzott. Mivel
mind a két dimenzicban a Sig. nagyobb, mint 0,05, ezért megallapithatjuk, hogy
nincs szignifikans eltérés a csoportok valaszai kozott a ket vizsgalt dimenzioban.
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13. tablazat: ANOVA vizsgélat a HFR és STR dimenziéban a csoportok hattérvaltozo tikré-

ben
ANOVA
Sum of
Squares df Mean Square F Sig.
HFR_total Between Groups 33.211 2 16.605 1.538 225
Within Groups 507.369 47 10,795
Total 540.580 49
S5TR_total Between Groups 17.253 2 8.627 661 521
Within Groups 613.567 47 13.055
Total 630.820 49

Lathatjuk, hogy szignifikans eltérésre 6sszesen két dimenziot illetéen bukkantunk.
A STR (szigoru, erélyes) dimenzidban a nemet illetéen, illetve a SRE (engedékeny,
lagyszivi) dimenzidban a csoportokat illetéen (14. tablazat).

14. tablazat: Szignifikans eltérések 0sszesitése a vizsgalt mintaban a hattérvaltozok fliggve-

nyében
Dimenzidk ADM ms HFR LEA SRE 5TR UNC UND
gender nincs nincs nincs nincs nincs vin nincs nings
class nincs ninecs nings nincs van nines nincs nincs

15. tablazat: A STR dimenzi6 valaszai a fiuk és lanyok csoportra bontasaban

STR (szigori, erélyes)
female male
mean/ |szoris/ Std,| 00 Kenf ink mean/ szoris/ Sud| o e konf. int
itlag Deviation lower upper dtlag Deeviation lower upper
bound bound bound bound

Istgroup | 12000 | 3396 | 10038 | 13961 | 13,666 | 2,943 | 10577 | 16,756

Ind group| 11,263 | 2921 9,854 12,671 | 12,500 | 2,798 | 10497 | 14,502

3rd group | 12,647 4,400 10,384 14,909 13,500 3,741 10,371 16,628

A STR dimenziét illetéen megnéztik a fiuk és lanyok valaszait csoportokra bontva
(15. tablazat). Lathatjuk, hogy mind a harom csoportban a filk valaszainak atlaga
az STR dimenzioban magasabb, mint a lanyok valaszainak atlaga, azonban a min-
ta alacsony elemszama miatt ez nem minésil szignifikans eltérésnek a csoporton
bellli mintaban.
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16. tablazat: Az SRE dimenzié valaszai a fiuk és lanyok csoportra bontasaban

SRE (engedékeny, lagy szivii)

female male
mean'  |szords’ Seud, 95% kool int mean’ |szomis’ Std. 95% koot int
itlag Dieviation lower upper dtlag Deviation | lower upper
bound | bound bound | bound
st group | 17,000 3,162 13,681 20,318 17,000 2,976 14,511 19,488

ndgroup| 16600 | 2,796 | 14,599 | 18600 | 16444 | 2,027 | 14508 | 18,080

Iedgroup| 18,875 | 5330 | 14418 | 23331 | 20222 | 1,787 | 18848 | 21,59

Az SRE (engedékeny, lagyszivi) dimenzid esetében a vizsgalt mintaban van szig-
nifikans eltérés a csoportok valaszai kdzott (16. tablazat).

17. tablazat: Scheffe-teszt az SRE dimenzidban

Multiple Comparisons
Dependent Variable: SRE_total

Scheffe
UiFFeMrz?lze iI- 95% Confidence Interval
(N CLASS  (J) CLASS n Sud. Error Sig. Lower Bound  Upper Bound
1st group  2nd group ATIHE  1.09090 910 -2.2840 3.2313
3rd group -2.58824 1.11779 079 -5.4139 L2374
2nd group 1st group —.4?353_ 1.09080 8910 -3.2313 2.2840
3rd group =3.06192 1.03400 018 =5.6757 -.44E1
3rd group 15t group 2.58824 1.11779 079 -.2374 54139
2nd group 3.06192°  1.03400 018 4481 5.6757

*. The mean difference is significant at the 0.05 level.

A Scheffe-tesztet is lefuttattuk (17. tablazat), hogy megnézzik, van-e szignifikans
eltérés az SRE dimenzio esetében a harom csoport valaszai kozott. A Scheffe-teszt
segitségével azt lathatjuk, hogy a harom lehetséges parositas kdzll egyben van
szignifikans eltérés: a masodik és harmadik csoport kdzott (Sig. 0,018).
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Ezek alapjan megallapithatjuk, hogy a vizsgalt mintaban szignifikans eltérésre 6sz-
szesen két dimenziot illetéen bukkantunk. A STR (szigoru, erélyes) dimenzidban a
nemet illetéen, illetve a SRE (engedékeny, lagysziv(l) dimenziéban a csoportokat
illetéen. A 18. tablazatban koézéljik a QTI valtozok leird statisztikai mutatoit a hat-
térvaltozok szerint.

A kutatasi kérdések megvalaszolasa

Jelen tanulmanyunkban harom kutatasi kérdésre kerestiik a valaszt. Az elsé kutata-
si kérdés (K1) a kovetkezd volt: Miként jellemezhet6 egy magyarorszagi egyetem
angoltanaranak interakcios stilusa és tanari interperszonalis viselkedésének
jellemzdi angol szakos hallgatok szemsz6gébdl? A tanar interakcids stilusat egy
kerddiv segitségeével mertik, mely kerd6iv nyolc dimenzidban vizsgalta az adott
pedagogus interakcios stilusat. A kutatasban harom csoport dsszesen 50 hallga-
toja vett részt. A vizsgalt mintaban a legalacsonyabb pontszam az DIS dimenzidban
volt, ami az ,elégedetlen, kétkedd” dimenziot jelenti. A legmagasabb pontszam
az UND dimenzidban volt, amely a ,,megertd, konszenzusra térekvd” dimenziot
jelenti. Ezek alapjan azt allapithatjuk meg, hogy a vizsgalt mintaban a tanuldk az
adott pedagogust megértének, konszenzusra torekvonek itélték meg, valamint
segitokésznek és baratsagosnak. A tanulok megitélése szerint az adott pedagogus
nem dorgalo és nem is bizonytalan vagy hatarozatlan. A vizsgalt nyolc dimenzio a
kovetkez6 sorrendben alakult (balrol jobbra az egyre inkabb az adott pedagogusra
jellemzd személyiségjegyekkel): DIS (7,76); ADM (7,92); UNC (9,74); STR (11,94);
SRE (17,70); LEA (23,52); HFr (25,22); UND (27,08).

A masodik kutatasi kérdés (K2) a kdvetkezd volt: A hattérvaltozdk figyelembe-
vételével, milyen eltérések mutatkoznak az egyes hallgatoi csoportok k6z6tt a
pedagogus megitélésében? A filk és lanyok esetében azt allapitottuk meg, hogy
7 dimenzio esetében nincs, azonban egy dimenzié esetében (STR: szigoru, eré-
lyes) szignifikans az eltérés a fiuk és lanyok megitélése kozott. A csoportok esete-
ben arra a megallapitasra jutottunk, hogy 7 dimenzié esetében nincs, azonban egy
dimenzio esetében (SRE: engedékeny, lagyszivl) szignifikans az eltérés a csopor-
tok valaszai kozott.
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A harmadik kutatasi kérdés (K3) a kévetkez6 volt: A vizsgalt mintaban a peda-
gogus interakcios stilusanak tanulok altal valé megitélése megegyezik-e a pe-
dagogushallgatok altal idealisnak vélt interperszonalis viselkedés jellemzébivel?
Toth és Horvath (2022, 126) a pedagogushallgatok idealis interperszonalis visel-
kedésérdl alkotott nézeteit mérték fel egy el6zé tanulmanyukban. Ok arra a meg-
allapitasra jutottak, hogy: ,,a Karpat-medencei pedagdgushallgatok szerint a tanar
idealis interakcioit az iranyitd, hatarozott, a segitékész, baratsagos és a megerto,
konszenzusra torekvé attitid magas, mig a bizonytalan, hatarozatlan, az elégedet-
len, kétkedd és a rendreutasito, figyelmeztetd attitlid alacsony értéke jellemzi.”

Tehat a pedagdgushallgatok idealis interperszonalis viselkedését a kovetkezd
attitidok magas értéke jellemzi: iranyitd, hatarozott (LEA), segitdkész, baratsagos
(HFr), megeértd, konszenzusra torekvd (UND), valamint a kdvetkezd attitidok ala-
csony értéke jellemzi: bizonytalan, hatarozatlan (UNC), elégedetlen, kétkedd (DIS),
rendreutasito, figyelmezteté (ADM).

Jelen kutatasunk a vizsgalt mintaban alacsony értéket mutatott a DIS, ADM és
UNC attitidékben, mig magas értéket mutatott a LEA, HFr és UND attitidokben.
Jelen kutatasunkban az alacsony értékekkel jelzett attitidok és a Toth - Horvath
(2022) altal mért, a pedagogushallgatok szerinti idealis interperszonalis viselke-
désben kapott alacsony pontszamot kapott attitildok megegyeznek - a sorrendtél
eltekintve (UNC, DIS, ADM). Ehhez hasonléan a magas pontszamot kapott atti-
tidok (LEA, HFr, UND) is megegyezest mutatnak a vizsgalt mintaban és a peda-
gogushallgatok altal idealisnak veélt interperszonalis viselkedés jellemzdiben. Ez
alapjan megallapithatjuk, hogy a vizsgalt mintaban a hallgatok altal véleményezett
interakcios stilus megegyezik a pedagogushallgatok altal idealisnak vélt interper-
szonalis viselkedés jellemzdivel.
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Accepting and tolerant attitudes towards music
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Abstract

Tolerance, as an indispensable element of culture, peace, democracy and human
rights, is given a prominent role in the 215 century. It is above all in the field of educa-
tion and upbringing, where its interpretation and reinterpretation are essential and of
the utmost relevance. In view of the challenges of the 21t century, the application of
all these factors and principles is extremely relevant, justified and necessary, namely
at all levels of public education, and accordingly also in the training of teacher candi-
dates. At J. Selye University, the principles of mutual acceptance, understanding, and
tolerance are given special attention and emphasis. This is not by chance, but, among
other things, it is in view of the specific mission, importance and milieu of minority uni-
versity education. The aim of the study and of our research is to map the connection
points of multiculturalism, acceptance and tolerance within the framework of music
and art education, as well as their place and significance among student teachers at
J. Selye University. The target group is the students of the Faculty of Education of the
J. Selye University, who came from various regions of Slovakia and Hungary.
Keywords: acceptance; inclusion; tolerance; music; art; attitudes; teacher candi-
dates
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Introduction

The arts, including music, are as ancient as mankind, occupying a privileged place
in people’s lives since the beginning of time, having a significant impact on the
body, soul, emotions, health and social relationships. The concrete formulation
of this is quite diverse. In some explanations, music has been associated with
magical powers and seen as a gift from the gods. In ancient cultures, music was
seen as having a significant moral influence, influencing people’s moral behaviour,
thinking and personality. According to Plato, music has a calming and stimulat-
ing effect, which he considered necessary for the harmonious balance of man. In
contrast, Aristotle believed that music has a purifying and entertaining effect. He
was convinced that the stimulating effect was necessary for the purification, the
‘catharsis’ of man. What all these explanations have in common is that music has a
power to influence people, to change their attitudes, thinking and behaviour.
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The recognition of the power of music and its significant impact has also justified
and substantiated the importance of music education. Already in ancient Greek
and Roman education, it was a key part of education, part of the seven arts, and
later in the Middle Ages it was central to the ‘seven liberal arts’.

The fact that music and musical activities and practices have an outstandingly
high developmental impact, has been proven many times over. This phenomenon
is even more pronounced in the case of people with intellectual disabilities or dis-
advantages. Music, as an important segment of the arts, helps them to develop
intellectually, emotionally, mentally and socially. Singing, playing instruments and
improvisational musical activities provide all participants with the pleasure of mak-
ing music, development and growth through musical experiences, social integra-
tion, acceptance of difference, and a sense of inclusion, whether they are children
or adults, healthy or disadvantaged.

Acceptance and tolerance attitudes towards music, art and
multiculturalism

Music education, in a broader sense artistic and aesthetic education, represents
an essential segment of education at the kindergarten and school level, from which
it naturally follows that music education is also an integral part of teacher training.
This includes kindergarten pedagogy, teacher training and study programs related
to training. It can be said that the important elements of musical education and
artistic and cultural education include acceptance, cooperation, and tolerance,
taking into account the characteristics of multiculturalism and interculturality.

The concepts of multiculturalism and interculturality can both be found in the
literature, which show neither complete similarity nor complete difference. Some
specialised literature (e.g. Cs. Czachesz 2007) as well as the European Council
use the conceptual system according to which multiculturalism is understood as
society, and interculturalism as educational initiatives dealing with diversity. “Mul-
ticulturalism [...] is a way of thinking, while cultural diversity and multicultura-
lism refer to the empirical fact that different cultures exist and can influence
each other in a given area and within a given social organisation.” (Council of
Europe 2008, 10) Based on this approach, we are talking about diverse coexist-
ence, encounters between cultures, or the complex process of multiculturalism,
the success of which is greatly influenced above all by individual attitudes, stereo-
types, and social organisation, but to a significant extent by history, the economy
and, last but not least, education. Multicultural education is not limited to a single
arena, nor is it only the responsibility of the teacher. The implementation of mul-
ticultural education is a constantly changing process, which is always realised in
current interactions and finds a place among the opportunities provided by the
current social situation. As a result, the active agents of multicultural education are:
the student, the teacher, the parent, the current social policy, but also the school
staff who are not closely involved in education (Pava 2015). The literature and the
Council of Europe have replaced the concept of interculturality with a definition of



53 | Accepting and tolerant attitudes towards music...

intercultural dialogue. “Intercultural dialogue: an open exchange of ideas betwe-
en individuals or groups from different ethnic, cultural, religious and linguistic
backgrounds and heritages, based on mutual understanding and respect, and
respect for each other’s views [...] It applies at all levels: within society, between
European societies, and between Europe and the rest of the world.” (Council
of Europe 2008, 10) Based on this, it can be concluded that in Europe the con-
cept of interculturalism usually means interaction and acceptance between social
groups, while the concept of multiculturalism refers to the structure of society and
the influence of different cultures on each other (Pava 2015).

In the context of our study, whether we talk about multiculturalism and multicul-
tural education or about interculturality and intercultural education, the focus and
approach is always on differences, respect for differences, mutual understanding
and acceptance, and last but not least tolerance. Tolerance, as an indispensable
element of culture, peace, democracy and human rights, is given a prominent role
in the 21st century. Above all in the field of education and upbringing, where its
interpretation and reinterpretation are essential and of the utmost relevance. To-
day tolerance must be understood and applied not in its “passive” sense (i.e. the
principle of indifference and disregard for others), nor in terms of a “laissez faire,
laisser passez’ approach (i.e. not living together, but only living side by side, with
the slogan “live and let live”), but in the full sense of tolerance and in its “active”
form (Kusy - Stredlova 2003). Along these lines, it is essential to consider, under-
stand, accept and tolerate otherness, other people’s values, affiliations, culture,
art and traditions.

In view of the challenges of the 21st century, the application of all these factors
and principles is extremely relevant, justified and necessary, namely at all levels of
public education, and accordingly also in the training of teacher candidates. This is
necessary because the teacher, trainer, or educator plays a crucial role in shaping
the thinking, education, values, life philosophy and attitudes of future generations.
At J. Selye University, the principles of mutual acceptance, understanding, and
tolerance are given special attention and emphasis. This is not by chance, but,
among other things, it is in view of the specific mission, importance and milieu of
minority university education. These principles are (also) served by the subjects
which encourage, motivate and inspire students to learn and master the concepts
presented and to apply them in practice.’

Tolerance, acceptance, cooperation and collaboration are also used in the art
and cultural education courses, which are part of the Teacher Training and Peda-
gogical Sciences degree. In particular, these are part of the study programme in

1 At the JSU Faculty of Education, students study, among other things, Intercultural Education, Social
Psychology or Social Psychology, Pedagogical Communication, Pedagogy of Minorities, Cultural
Anthropology of Education, Music Literature for Children and Youth. In the framework of compulso-
ry and compulsory optional subjects, they can learn about the principles of education for tolerance,
acceptance, the tools of tolerant communication, and the related current literature. (See e.g.: Nagy
- Strédl - Szarka 2018; Nagy et al. 2019; Kusy - Strédlova 2013; Liszka 1990, 2009; Horvathova
- Sz6kol 2016; Horvath - Téth, 2018, Csehi - Téth-Bakos 2022).
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Early Childhood and Primary Education in the bachelor's degree, the master's
degree in Teacher Education and the teacher training programme.

Purpose and methodology of the survey on the relationship
between acceptance and tolerance attitudes

It is well known that the approach and reception of individual art branches, includ-
ing music, visual arts, drama, literature, photography, industrial art, and individual
art trends, is subjective. Their wealth of content, their art-historical diversity, their
colourful style, and their emotional impact enable both the active practitioner and
the receiver (i.e. the observer and the listener) to choose, perceive, accept, and
embrace. All these factors inspired the research below.

The aspects outlined, i.e. the connection points of music and art education and
acceptance and tolerance in minority education at the university level in Slovakia,
justify the assessment and examination of the opinions, views, and experiences of
the students in this direction. The target group is the students of the Faculty of Edu-
cation of the J. Selye University, who came from various regions of Slovakia and
Hungary to the Slovak higher education institution with the intention of completing
their university studies and obtaining a university-level professional qualification
here. Given that the composition of the group is made up of students from both
national minority (Hungarian-speaking) and Slovak schools, as well as from schools
and educational institutions in Hungary, this results in different perceptions, atti-
tudes, opinions and expressions of opinion among the members of the groups and
communities. The research therefore presents some segments of a questionnaire
survey, as well as the results obtained based on the analysis of the answers to
the questions and the opinions expressed. The aim of the research is to map the
connection points of multiculturalism, acceptance and tolerance within the frame-
work of music and art education, as well as their place and significance among
student teachers at J. Selye University. The survey was carried out over several se-
mesters, in the summer semesters of the 2020/2021 and 2022/2023 academic
years, and in the winter semesters of the 2021/2022 and 2023/2024 academic
years. The research sample was made up of student teachers of the Faculty of
Education of J. Selye University. The survey was carried out using a questionnaire
method and they expressed their opinions, answers and experiences to the for-
mulated questions in written form. On the one hand, the questions were related to
the content of art-oriented subjects, and on the other hand, they were oriented to
the conditions that mapped factors such as acceptance, tolerance, and coopera-
tion of multicultural groups with a heterogeneous composition in terms of national
and ethnic affiliation. The students were not given any stipulations regarding the
answers, they were free to express their opinions at any length. This was done
to ensure the objectivity of the survey. A total of 260 students were approached
for the survey, and those teacher training students who had completed a music
and/or arts subject, which are: Basics of Music Education (pre-school education,
basic level), Music Literature for Children and Youth (teacher education, Master’s
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degree), Thematic Topics in Education 4 - Aesthetics, Art, Culture (Pedagogy and
Public Education, basic level), Art Education (teacher education, basic level).

Acceptance and tolerance attitudes in light of the results and
conclusions of the survey

A total of 214 student teachers actively participated in the survey (out of the 260
addressed), i.e. 214 participants returned the completed questionnaire. Based on
the results of the background check, it can be established that 81 percent of the
214 participating students (174 students in terms of numbers) are full-time stu-
dents, and another 19 percent (40 students) are participating in the correspond-
ence course. According to gender, the vast majority of those who filled out the
questionnaires were represented by women at 89 percent (190 students), with a
significantly smaller proportion of male respondents at 11 percent (24 students).
Among the student teachers participating in the survey, 156 indicated Slovakia as
their place of residence and 58 students indicated Hungary. It follows that 73 per-
cent of the respondents are students from Slovakia and 27 percent from Hungary.

156 58 214
73 27 100

Table 1: Number of students from Slovakia and Hungary

After the background information questions, we focused on three questions.

1. With the first research question, we sought the answer to whether the tea-
cher candidates consider it important to get to know the culture, artistic values,
customs, and traditions of other peoples, nations, and nationalities in addition
to their own.

2. With the second research question, we focused on how the student tea-
chers experienced/experience “mixed composition” heterogeneous groups in
terms of national, ethnic affiliation, and cultural diversity, and what experiences
they gain in terms of acceptance and tolerance in a multicultural environment.

3. With the third research question, we intended to map whether student te-
achers consider it important to incorporate and adapt multicultural knowledge
and experiences into teaching practice.
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The survey results

An important finding is that the respondents were in complete agreement based on
their answers to the first question. To the question, which was whether teacher
candidates consider it important to get to know the culture, artistic values, cus-
toms, and traditions of other peoples, nations, and nationalities besides their
own, all of the 214 respondents indicated yes. This is extremely gratifying, as it is
particularly important from the point of view of the teaching profession to get to
know, respect, partly nurture and promote cultures, artistic values and traditions
other than one’s own, thus practising and applying the principles of acceptance
and tolerance. The result obtained therefore provides confirmation of the first re-
search question, according to which the student teachers consider it important to
get to know the culture, artistic values, customs, and traditions of other peoples,
nations, and nationalities in addition to their own.

From the point of view of our research and the context of our topic, we expected
important and relevant answers from the second research question. The student
teachers had to express their opinion on how they experienced/experience hete-
rogeneous groups with a “mixed composition” in terms of national and ethnic affilia-
tion, cultural diversity and values. Furthermore, they were asked what raison d’étre,
positive or negative experience, advantage, disadvantage, or added values they
think they recognize, to experience acceptance and tolerance in a multicultural
environment. Here it was possible to choose from several options, and to choose
multiple options if applicable, which were the following: positive or negative expe-
rience; advantage or possible disadvantage; new cultural (artistic) knowledge
within your studies; new experiences for practising acceptance and tolerance;
“added value” to the complex personality development. All this from the point of
view of either individual or group interaction.

Regarding this question, 2 out of 214 students did not indicate a single option at
all, so they did not take a position. As a result, we had the answers of 212 respon-
dents available for the analysis and evaluation of this question.

Atotal of seven responses received can be considered a negative position. The
given situation was identified as a disadvantage by 3 students and as a negative
experience by 4 students. In all cases, the reason given for the disadvantages
encountered and experienced was lack of knowledge of the Slovak language. On
the other hand, learning in the examined heterogeneous groups and the multicul-
tural environment were defined as a positive experience by a significantly larger
group of students, exactly 82 students, and 52 students as an advantage. The next
opportunity, i.e. the chance to expand new cultural (artistic) knowledge within
the studies, was also nominated by the same number of students, 82, while the
new experiences for practising acceptance and tolerance were qualified by the
most, i.e. 122 students. And 57 respondents consider the investigated conditions
as “added value” from the point of view of complex personality development.

The quantitative data (see Graph 1) suggest that the highest scores were ob-
tained for this question, with student teachers’ attitude of acceptance and tole-
rance ranking first in the list of questions and response options by a significant
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amount (122). Positive experiences classified by student teachers (82) and the
acquisition of new cultural (artistic) knowledge within university studies (82)
finished in second place with the same marking index. They were followed in order
by the designation of an advantageous situation (57), the designation of “added
values” in terms of complex personality development (52), and the classification
of negative experience (4) and disadvantage (3) finished last, with a significantly
smaller proportion, with a total of 7 designations. Based on the results obtained,
it can be stated that the second research question was also answered, as there
was a significantly high indicator (122 out of 214 respondents) of acceptance and
tolerance attitudes in the responses of student teachers regarding cultural diversi-
ty, heterogeneous groups of “mixed composition” and experiences in multicultural
environments.

HEW EXPERIENCES 1N PRACTIC NG ACCEPTANCE AND

TOLERANCE

FEXSTTIVE EXPERIEMLCES

HEVW CULTURAL ENOWLEDGE

ADDED VALUE FOR COMPLEX PERSONALITY
BEVELDOPRENT

ADVANTAGECAES SITUATICN

HEGATIVE EXPERIENL ES AND DESADVANTAGE

i P a4 i) &0 104p 120 140

Graph 1: The opinion and experience of student teachers in heterogeneous groups, in a
multicultural environment (Source: own figure)

With the third research question, we intended to map whether student teachers
consider it important to incorporate and adapt multicultural knowledge into tea-
ching and training practice. Respondents could choose from three options: yes,
no, and | don’t know. In total, 213 answers were received (out of 214) in the follow-
ing composition: 204 answers were “yes”, 2 marked “no”, 7 marked “don’t know”
and in one questionnaire this question remained unanswered. With this result, the
3rd research question was confirmed, according to which the student teachers
consider it important to integrate and adapt the knowledge they have experienced
and acquired in a multicultural environment into their teaching practice.
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Graph 2: third research question results

As the last point of the questionnaire, the respondents had the opportunity to free-
ly describe their individual opinions, experiences, and views. So, if they had any
thoughts or experiences 1.) regarding the diversity of music education and art
education and the differences in the interests of the group members in the arts,
2.) regarding heterogeneous groups and multicultural environments - either in
education, university studies, or in relation to other circumstances experien-
ced as a result of social life, they could briefly explain and summarise this. The
analysis of the received answers and the qualitative research resulted in valuable
and instructive knowledge and conclusions. Student opinions, experiences, and
opinions can be classified into three groups: negative opinions, neutral opinions,
and positive opinions.

Overall, it can be concluded that only 7 student positions are considered to be
classified in the group of negative opinions, and the expressed opinions and views
of 10 students proved to be neutral opinions. A positive opinion can be defined
as any statement that includes positive experiences, benefits, acquisition of new
cultural knowledge, added value for complex personal development and last but
not least new experiences in the field of acceptance and tolerance. Overall, these
responses totalled 395 student teachers’ remarks and affirmations, from 214 re-
spondents who chose more than one response.

Based on a closer examination and analysis of the answers, we would like to
highlight some authentic opinions that support the reason for classifying student
views and experiences into three groups - negative, neutral, positive.

From the student opinions (7) reflecting negative positions or disadvantages,
we would highlight the following:

“I often felt ostracised. However, | would like to learn a little Slovak, that might
help.”

“For me, it was a disadvantage if we were given an assignment in Slovak. But the
group mates helped when requested.”
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“Since | graduated from Slovak schools, | was afraid that it would be difficult to
learn Hungarian, but for now there is no problem, because the group mates always
help and explain.”

“For me, it is a shortcoming and a somewhat negative experience that | do not
use and speak the Slovak language. Anyway, getting to know a new culture attracts
me, because | can enrich myself with positive encounters and new experiences.”

A “fraction” of the teacher candidates (10 students) took the neutral point of
view. These can be traced in the following selected formulations:

“It was neither an advantage nor a disadvantage for me.”

“For me, it is neutral that SJE students form heterogeneous groups in terms of
affiliation.”

“The heterogeneous composition of the university means nothing to me. At oth-
er universities, the difference is more obvious.”

“Neither a disadvantage nor an advantage.”

The overwhelming majority of the answers and experiences of the student teach-
ers can be classified into the group of positive opinions. The beneficial effects
were formulated from different perspectives, supported by subjective and objective
reasons, which focus above all on the following aspects:

in terms of getting to know “other” cultures,

social and interpersonal relationships, the construction of “borderless” friend-
ships, as well as the practice of acceptance, tolerance, and cooperation,

the effect of heterogeneous groups on university studies, the acquisition of new
knowledge and experience, partly from the point of view of comparing certain con-
ditions of training.

These are supported by the following selected student thoughts and views.

Getting to know “other” cultures:

“Working in heterogeneous groups is an advantage for me. It prepares you for
life after studies. | also improved my cultural literacy.”

“By getting to know each other’s culture and traditions, it was easier to accept
each other within the group.”

“For me, it gives me an edge and a positive value. It gives an opportunity to
build international relations. We have the opportunity to look into the educational
programs of the two countries and to compare Hungarian culture within Hungary
and across the border.”

“It was definitely an advantage, we were able to compare our different cultures,
which was also coloured by the minority Hungarian identity. The difficulties of Hun-
garians living in minorities were also shown during the study of contemporary Slo-
vak literature studied within the framework of the Regional Education subject. As
a native Hungarian, | see many things differently since | became a student at SJE,
and by taking advantage of the mixed group, | delved deeper into the study of the
culture and everyday life of Hungarians across the border.”

“When | found out that | would have fellow students not only from Slovakia, |
was even happy to hear the news. It's an opportunity to get to know each other's
culture.”
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“In my opinion, it is an advantage if everyone comes from a different community,
as you can learn a lot about other people and what culture and customs exist in
other environments.”

Practising acceptance, tolerance and strengthening social relations within
groups, as well as helping and supporting each other, understanding and tolerating
differences, building new “borderless” friendships and relationships:

“My experience with heterogeneous groups is very good. Everyone steps out
of their comfort zone a little, but thanks to this, we get to know and experience
many new, unknown and valuable things.”

“The heterogeneous composition is a big advantage for me. Mutual help and
acceptance within the group is natural. | consider my years at Selye to be one
of the greatest gifts of my life.”

“During my studies, | managed to make new friends with fellow students
from other countries. |  have had very positive experiences with both teachers
and fellow students. It helped change my fears and prejudices.”

“I consider myself lucky. We accepted and helped each other unconditio-
nally.”

“This is a beautiful symbol for me. It helps to get to know Hungarians across
the border and the situation of Hungarians across the border.”

“Learning about traditions from the Hungarians in Slovakia that we don’t
have in Hungary is an excellent opportunity from the point of view of practising
acceptance.”

“Art education is very important. | also experience this in my work. During the
music and visual arts sessions, the children are completely liberated, they are
much more open, they make friends and get closer to each other more easily.
My experience in this area at the university is also good. Everyone encounters
something new and unknown, as our cultural interests are colourful and diver-
se.”

New experiences and views influencing university studies:

“l was surprised to realise how different our cultural interests and abilities are,
despite our small group. On the other hand, by being able to get to know and
experience a culture other than my own, it makes teamwork and learning easier.”

“l can only evaluate the mixed groups positively, we learned a lot from each oth-
er, every one learned something new from the other.”

“For me, it's an advantage because they are different from us in many ways. Dif-
ferent words and expressions are used for certain objects and addresses. We had
a good laugh at these, while we got closer to each other, got to know each other’s
expressions and learned new words.”

“It's refreshing to learn about other people’s experiences from another country,
another school system. We can better compare the operation of the two school
systems, or the teaching of writing in the two countries. This also makes the les-
sons more interesting.”
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“Getting to know other cultures broadens people’s horizons and brings about
positive development in all respects.”

“I consider studying in heterogeneous groups to be a very positive experience,
much more instructive and productive.”

“It's good to study in a group with Hungarian colleagues, because we can com-
pare how their education system is different, and they draw our attention if there
are cultural shows and various interesting programs available to us, or new book
presentations and lectures. This is only good for everyone, because we can know
and learn more from more places.”

“Thanks to the diversity of art education, | feel that | have improved a lot and
acquired skills such as creativity, cooperation, and acceptance. | think that art
education is very important, because art itself supports acceptance and tolerance,
which is essential in today’s society.”

We conclude the series of valuable and instructive opinions and views of the
student teachers participating in the survey by recalling two ideas in which mutual
respect and acceptance resonate, getting to know and experiencing them within
the walls of the Faculty of Education of the J. Selye University in Komarno.

“As a student in Hungary, | have only had positive experiences. Everyone is very
kind, helpful and tolerant of each other. This can be said of both the teaching staff
and the students.”

“Both my group mates and the university have provided me with an extremely
inclusive and supportive environment over the past 3 years.”

“It is a positive experience for me to get to know people from other countries. It
would be important for all people to be able to study the culture of other countries.
Perhaps we can become much more accepting of others and our horizons will be
wider. More opportunities may open up for us, for example in the field of work. It is
definitely an advantage if we can enrich ourselves with knowledge of new cultures.
That is why | am very grateful to be able to study at Selye University. | have already
gained a lot of new things, thoughts, experiences, acquaintances, and friends.”

Summarising the student views and the content of the answers, we would high-
light the interaction of multicultural and interpersonal relationships, as well as the
principles of mutual understanding, cooperation, tolerance and acceptance pre-
ferred by student teachers. The overall results suggest that teacher trainees place
a high value on helpful, cooperative, collaborative and, last but not least, accepting
and tolerant attitudes and humanistic attitudes within groups. Interpersonal rela-
tionships also played a significant role in the views of the teacher candidates, and
within these, the spirit of cohesion and group work, with special focus on the impor-
tance of relationships between group members and the role of the teacher-student
relationship.2 This position is reflected in the frequent expressions and repeated
concepts found in the students’ opinions, such as patience, understanding, adap-
tation, tolerance, and acceptance. Reinforcing and supporting this approach with
concrete student reflections: “It is important that we are patient and understan-

2 See also: Kanczné Nagy, K. - Csehiova, A.: Examining the preliminary expectations and fears of
first-year teaching students regarding university education (2019).
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”

ding with each other. We have to accept, tolerate and understand differences.
“Even among teammates, you have to accept that everyone is different, so it's
important to adapt to others and to each other.”

Based on the views, opinions, and experiences of student teachers obtained
in the presented research, it can be established that the heterogeneous student
groups and the multicultural environment produced a positive effect, both for in-
dividuals and for communities. They have a motivating effect, with strengthened
communication and cooperation. The majority of feedback is positive. All of this
was enhanced by the experiences provided by the arts in art classes, seminars,
and workshops. Art overcomes the limits of its content and material with the help
of experiential, multifaceted, interactive and creative activities. As a result, it deter-
mines the formation, emotional and intellectual development of the entire personal-
ity, and last but not least, it also has a positive effect on the development of higher
psychic functions (Csehiova - Kanczné Nagy 2019, Csehiova 2020). Ultimately,
these aspects - the interaction of art education and teacher training in the spirit
of acceptance and tolerance - will significantly help university students in Slovakia
and Hungary to understand, help and support each other, to tolerate and accept
the diversities and differences that arise.

Our research provided us with much instructive information, knowledge and
many results. In conclusion, in an effort to foster and build interpersonal and in-
tercultural relations, to promotoe mutual respect and acceptance of each other's
cultural, musical and artistic values and traditions, the significance of tolerance and
acceptance in terms of national, ethnic, and regional identity, as well as in cultural
heritage and traditions, and in bringing teacher trainees closer together cannot be
understated. Because “science, art are rooted in one. Each reflects the world in
its own way. It is based on keen powers of observation, accurate reproduction
and higher synthesis of observed life, and the basis of scientific and artistic
greatness is the same: the true man, vir justus.” (Kodaly 1974, 454)

Concluding and closing the survey

The research results show that teacher candidates are open to diversity and heter-
ogeneity, and consider it important to learn about the arts, traditions and customs
of other cultures and people. There appears, therefore, to be an accepting and in-
clusive attitude, as well as a positive attitude towards tolerance. The positive effects
and benefits of heterogeneity are highlighted in significantly high proportions, and
it is considered important to reflect this in the educational process. These results
clearly point to the need for an inclusive approach, acceptance and tolerance.
Our experience in university education shows that there is a wide variety of
musical education and attitudes towards music and art among teacher students.
Our previous research (Csehiova 2020, 2022, Kanczné - Csehiova 2018) has
confirmed this and has highlighted that in the absence of previous education, stu-
dent teachers face serious challenges and difficulties in their musical studies. Our
further research (Csehiova - Toth-Bakos 2022) has also shown that the artistic
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preferences of teacher students are highly diverse and rich, and that music is not
one of their most preferred artistic fields. These findings call for changes, including
towards inclusiveness, which will shape attitudes in a positive direction in terms
of music and music-related activities. Because an important mission and task of
music and music education is to develop students’ musical competences, abilities
and skills through a variety of musical activities. An important task is to develop and
strengthen students’ interest in music and the arts, their positive relationship with
them, their awareness of their own cultural identity and their ability to accept the
values of other cultures (Orsovics et al. 2018).

In today's world, diversity is more and more present in every field. This is no
different in education. But meeting this diversity in terms of content, expectations,
needs and requirements is a challenge. In this respect, it is essential to implement
an inclusive approach, of which one pillar is not to integrate the incoming ‘basic ma-
terial' into the strict framework of the education system at all costs and to uniformise
it, but to adapt the teaching and learning process to its needs, flexibly shaping its
framework. Another pillar is that, in this light, it does not ‘uniformise’ the target and
the end product or output, but rather makes the best possible output from the given
starting material, thus maintaining the uniqueness of diversity. Thus, in accordance
with the inclusive approach, it is necessary to enrich, constantly renew and expand
the methodological repertoire within the educational process, in order to have a
broader range of methods available to meet the most diverse needs.
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Today, archaeology not only helps us to understand the past, but also seems to be
an appropriate tool to understand the present. It reflects important social issues (mi-
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Bevezeto

Korunk egyik vezetd régésze, Vida Tivadar véleménye szerint: ,Napjainkban a re-
gészettudomannyal szemben minden korabbinal hatarozottabb elvarasként merl
fel, hogy kutatott témai a letlint korok vilaganak rekonstrukcidja mellett reflektal-
janak a tarsadalmat ma foglalkoztatd kerdesekre (pl. migracio, tarsadalmi egyen-
I6tlenségek, klimavaltozas), és ez altal ne csak a mult megértését segitsék eld,
hanem a jelenét is.” (Vida 2019)

A leletanyagot vizsgalod régész szamara gyakran lehetetlen elddnteni, hogy egy
adott foldrajzi regio, egy térténelmi idészak targyi maradvanyainak megvaltozasa
hatterében népességcsere vagy csupan kulturavaltas all. Fontos kérdeés a leletek
alapjan, hogy mi all a valtozasok hatterében. Emberek csoportjainak vandorlasa?
Technoldgiak, termékek, hatasok aramlasa? Esetleg mindketté?

A technolodgia, a targyi kultura megvaltozhat jelentésebb népességmozgasok
nelkdl is, mint ahogy erre a rézkor-bronzkor idején is volt europai példa. Ugyan-
ebben az idészakban Eurdpa mas terlletein pedig a kulturalis valtas hatterében a
ratelepulés-, a népesség valtozasa volt kimutathat6 bioldgiai médszerekkel (Olalde
et al. 2018).

A kultura kénnyen, akar egyik generaciorol a masikra is megvaltozhat, beleértve
akar a nyelv lecserélédéseét is. Erre szamos példat talalhatunk a Balkan népessé-
geinél, vagy akar Burgenland magyar lakta lakossaganak kulturalis és nyelvi valta-
saban is (Molnar 2019).

Mivel a biologiai jellegek ,lecserélése” iddigényesebb folyamat, a kérdés meg-
valaszolasa a bioldgiai modszerek segitsegével, a torténeti embertan modszereivel
kisérelheté meg.
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Gyakoribb interakciok eltéré népcsoportok kozt

A hazai és a vilagtértenelem eseményeit attekintve az egyes népességek talalko-
zasa, egymasra gyakorolt hatasa, tobbféle modon és tobbféle kdvetkezménnyel
mehetett végbe (Czeizel 1990; Darlington 1971; Delouche et al. 1996; Makkay
1993; Miiller és Rohden 1935; Szabo 1941; Visy 2003).

A gyakoribb, Europaban is megfigyelhetd interakciok kozil talan a legrégebbi
esemeénynek tekintheté a neandervolgyi ember és a modern ember talalkozasa,
amely mind a mai napig rengeteg eldontendd keérdést vet fel (Gyenis és Hajdu
2017). A neandervolgyi az afrikai eredetli Homo erectusbol a jegkori viszonyokhoz
alkalmazkodva Eurépaban alakult ki. Rendkivil életképes fajként tobb millio éven
keresztll uralta a kontinenst, de a modern Homo sapiens bevandorlasat kbvetéen
- mintegy 35-40 ezer évvel ezelétt - eltlint. Mi lehetett az elttinés oka? Erre a ker-
désre az 6srégeszek, a paleoantropologusok, az evoluciokutatok és a genetikusok
tébb elmélettel is megkiséreltek valaszt adni - a mai napig megoldatlan probléma-
val szembesiilve. A leginkabb elfogadhatonak tliiné tedriak a zordabb terlletekre
torténd kiszoritas, az eletkorilmeények ellehetetlenitése kerdései kdre szervezédve
probalnak a népességcsere okara valaszt adni. Vannak, akik azt gondoljak, hogy a
kihalasukban szerepet jatszhattak természeti katasztrofak vagy az éghajlatvaltozas.
A populacio nagysaganak csdkkenése utan pedig az inbreeding jelenthette a popu-
lacio végét. Egy masik elmélet szerint a korai Homo sapiens-populaciokkal valé ke-
veredeés vezethetett a neandervolgyiek kihalasahoz. Mas hipotézisek kozott szere-
pel a Homo sapienstdl szarmazo olyan betegségek atvitele, amelyekkel szemben
a neandervolgyiek nem voltak immunisak. Greenbaum (2019) szerint az dsszetett
betegsegatviteli mintak megmagyarazhatjak, miért tartott toébb tizezer évig az elsé
kapcsolatfelvetelt kovetéen, hogy Oseink felvaltottak a neandervolgyieket egész
Eurépaban és Azsiaban. Erdekes elmélet, miszerint a neandervdlgyi ember valli-
zuletében kell a kihalas okat keresni: a neandervolgyi ember lapockaja hosszabb
és szélesebb volt, mint a Homo sapiensé, ami jobb izomkotédést és nagyobb
erdkifejtest tett lehetéve. A neandervolgyi ember valliziilete azonban kevésbeé volt
mozgekony, mint a Homo sapiense, ami megnehezithette szamukra az olyan esz-
ko6zok hasznalatat, mint az atlatl. Az atlatl egy landzsadobo eszkdz, amely nagyobb
pontossagot és nagyobb tavolsagot tett lehetévé a landzsadobas soran. Az atlatl
ugy miikédik, hogy meghosszabbitja a kart, ami megnéveli a landzsa sebességét
€s nagyobb pontossagot tesz lehetéve. A I6vedékes fegyverek hasznalata volt az
egyik f6 klldnbség a neandervolgyiek és a Homo sapiens kozott (Churchill és
Rhodes 2009). Ez a taplalékért valo versengésnél akkora elényt jelentett, hogy a
neandervolgyiek kihalasahoz vezethetett.

Gyakori interakcionak tekinthetd, amikor a lakohelyet valtoztatd népcsoportok
szinte toljak maguk elétt a tobbi kisebb népcsoportot. Ez a helyben élok elkergeté-
sét vagy beolvasztasat jelentve a népvandorlas ¢sszetett folyamatainak mozgatéru-
gojaként miikodott, példaul az 6todik szazadi események kapcsan. Megallapithato,
hogy a torténelem folyaman a népvandorlas hattereben mindig klimatikus és/vagy
demografiai ok allt. Ez a megallapitas igaznak tekintheté korunk népvandorlasa, a
migracio (Zoppi 2018) eseteben is.
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A migracio a népvandorlas egyik formaja, amelyet a kdrnyezeti valtozasok, a gaz-
dasagi okok, a politikai instabilitas, a haboruk, a természeti katasztrofak, a tarsa-
dalmi és kulturalis okok, valamint az emberi jogok megsértése okozhat. A migracio
hatasai kozott szerepelhet a kulturak kozotti keveredés, a nyelvi és vallasi sokféle-
seg, az etnikai konfliktusok, a gazdasagi és tarsadalmi egyenlétlenségek, valamint
a szocialis és politikai feszlltsegek. A migracidé azonban lehetdseget is kinalhat
a kulturak koézétti parbeszedre, a gazdasagi és tarsadalmi fejlédésre, valamint az
emberi jogok tiszteletben tartasara.

Napjaink rendkiviil sokat kutatott témaja a migracio. Benjamin Helms és Da-
vid Leblang (2019) Globalis migracio: Causes and Consequences cimi mive
a nemzetkdzi migracio sokrétl folyamatat mutatja be jol elkildnithetd szakaszok-
kal és dontési pontokkal. Megmagyarazza, hogy az egyének miért hagyjak el
onkeént hazajukat, és meghatarozza a nemzetkdzi munkamigracié okait és kovet-
kezményeit. A The Oxford Handbook of Refugee and Forced Migration Studies
(Fiddian-Qasmiyeh et al. 2014) attekintést nyujt a menekiilt és kényszermigracios
témakor legfontosabb fogalmairol, vitairol és kihivasairdl. A konyv a témak széles
tarhazat oleli fel, beleértve a migracié okait, a menekiliek és menedékkérok ta-
pasztalatait, valamint az orszagok és nemzetkdzi szervezetek politikait és gyakor-
latat. Robert McLeman és Francois Gemenne (2018) a Routledge Handbook of
Environmental Displacement and Migration cimi kdényve pedig a migracio es
az éghajlatvaltozas kozotti Osszetett kapcsolatot mutatja be. Azt vizsgalja, hogy az
olyan kornyezeti tenyezdk, mint az aszaly, az arvizek és a tengerszint emelkedése
hogyan jarulhatnak hozza a migraciohoz, és hogy a migracié hogyan hathat a
kornyezetre.

A Kklasszikus népvandorlasrol és a hadjaratokrol arulkodo tdmegsirok a helyben
elék kipusztitasarol, mészarlasokrol, illetve jarvanyokrol is tanuskodnak. Persze,
ha mar mészarlasokrol és a jarvanyok pusztitasairdl beszéliink, nem mehetink el
sz6 nelkil Amerika 8slakosainak (Kiszely 2004) szinte teljes kipusztitasa mellett
sem, amely a vilagtorténelem legnagyobb népirtasanak tekintheté. Az europaiak
erkezése el6tt az amerikai kontinensen mintegy 50 millio ember élt, akiknek tobb
mint 500 kilonbdzd nyelve volt. Az eurdpaiak érkezése utan azonban az amerikai
Oslakosok szama drasztikusan csdkkent. Az europaiak altal behurcolt betegségek,
peldaul a kanyaro, a tifusz és a himl8, valamint az er6szakos cselekedetek, a rab-
szolgasag es a kényszermunka mind hozzajarultak az amerikai 6slakosok szama-
nak csokkenéséhez. Az amerikai dslakosok szinte teljes kipusztitasa az eurdpai
gyarmatositas és az amerikai torténelem egyik legsotétebb fejezete.

De talalunk arra is példakat, amikor a hoditok visszavonulnak, eltinnek az adott
(meghoditott) régiobol. Ennek oka lehet a helyben él6k ellenallasa, gybzelme vagy
akar egyeéb globalisabb okok (pl. a tatarjaras és az oszman hoditas utan a magyar-
sag fennmaradasa).

Az 8shonos népességre valo ratelepllés embertanilag igazolt példaja a Nyu-
gat-Dunantulra beteleplilt german (longobard) népesség esetében is megfigyelhe-
t6. A sirmellékletek alapjan a kulturalis valtas feltételezhetd, anélkil, hogy a szegeé-
nyebb-gazdagabb sirok elkllonitési kisérlete megvalaszolna az eltéré etnikumok
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keveredesét. Azonban az embertani sajatossagok és a fogazat izotopos vizsgalata
alapjan az északi bevandorlok és a helyi alapnépesség elkiilonithetéve valt (Toth és
Pap 2016).

Az egybeolvadas klasszikus esete, amikor a honfoglalo magyarsag eldl félrehu-
z6do Karpat-medencei (alfoldi) alapnépesseég ,visszaszivargott” eredeti éléhelyére,
igy az Arpad-kor magyarsagat embertanilag a maga képére formalta. Az Arpad-kor
népessége embertanilag mar nem a honfoglalok, hanem az autochton lakossag
embertani sajatossagait mutatja (Ery 1991).

Kozép-Eurdpa kdzépkori populacioinak genetikai dsszetételét a mai napig ke-
vésse vizsgaltak. Pedig ezt a foldrajzi régiot azért érdekes tanulmanyozni, mert kora
kozépkori soknemzetiségli lakossaga a nagymorva, majd a magyar allamalakulatok
terliletének ugynevezett kontaktuszonajaban élt. Csakyova és munkatarsai (2016)
tanulmanya a Nyugat-Szlovakiaban talalhato Nyitra-Sindolka és Cakajovce temetdi-
bdl szarmazo 19 egyedben 16 kilénb6zé mitokondrialis-DNA (mtDNS) haplotipust
irt le, amelyek a legelterjedtebb eurdpai mtDNS haplocsoportokba tartoznak. Osz-
szehasonlito statisztikai €s populaciogenetikai elemzésekkel kimutattak az europai
genallomany differencialodasat a kozépkorban. Kimutattak tovabba a vizsgalt popu-
lacio heterogén genetikai jellemzdit és affinitasat a modern Europa populacidihoz.
Erdekes jelenségre mutat ra az ugyanebbdl a temetdbdl (Nagy 2016) szarmazo
egyik sir, amely egy né és egy gyermek csontvazmaradvanyait tartalmazza. Megle-
p6 modon az mtDNS elemzése nem mutatott ki anyai agi rokonsagot az eltemetett
személyek kozoétt, tehat a gyermek nem az anyjaval lett eltemetve. Mivel mindkét
személy haplocsoportja hasonld gyakorisaggal fordul el6 a kozel-keleti és az euro-
pai népességekben, a vizsgalt mintak nem rendelhetdk egyértelmuien etnikai ere-
dethez.

Kelet-Europaban az identitas megorzeseét, az eltéerd etnikumok és kulturak egy-
mas mellett €lését évszazadokon at mutatta a kiilonb6zd nemzetisegek, vagy akar
a ciganysag és a zsiddsag Onallésaganak megdrzése. Napjaink példai erre a ten-
denciara a vilagszerte kialakult kinai negyedek, vagy akar a Nyugat-Europaban lét-
rejové ,,no go zonak”.

Napjainkban és a multban is léteznek tovabbi megoldatlan, konfliktusokat hordo-
z0 interakciok is, amelyek a sajatos torténelmi helyzetnek kdszénhetéen alakultak
ki. llyennek tekinthet6 példaul a magyarsag helyzete Erdélyben (Veres 2015), vagy
pedig az 1947-49-ben végrehajtott, magyarokat és szlovakokat érint6 kitelepites
a (cseh)szlovak-magyar lakossagcsere soran (Molnar és Szarka 2007). Toérténeti
embertani (csontanyag) vizsgalatok soran is fellelhetjiik a tragédiakat hordozo, nem
altalanosnak tekintheté események nyomait. A Bodrogkoz tertiletérdl réegészetileg
ismert, hogy a 10. szazad elsé felében itt, a Fels6-Tisza-vidéken volt a magyar
nagyfejedelmek hatalmi kdzpontja. Erre az itt talalt vezéri sirok lel6helyei is utalnak.
A régeészeti leletanyag alapjan igazolodott a kulturavaltas ténye, de megvalaszolat-
lan maradt a folyamatos tovabbélés vagy a népességcsere kérdése. Az 6sszeha-
sonlité embertani elemzés alapjan nem a tovabbélés és vele a kulturavaltas, hanem
a néepessegcsere hipotézise kerilt megerdsitésre. Bebizonyosodott a nék helyben
maradasa és tovabbélése, a ferfiakat érintd valtozas (népességcsere), ami igazol-
hato (Kustar et al. 2006).
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Osszegzés

A torténelem folyaman eltéré népessegek talalkozasakor jellemzd interakciokkal
talalkozhatunk. llyenek a helyben Iévok kiszoritasa, elkergetése, életkoriilmeényeik
ellehetetlenitése, kipusztitasa. Lehetséges a hoditd népesség visszavonulasa vagy
a békés egymasra teleplilés, egybeolvadas is. El6fordulhat az identitas megtartasa
egy eltérd kulturkdrben vagy populacioban. Az antropoldgiai vizsgalatok (kdszdn-
hetéen a mar nagyobb szamban feldolgozott hiteles térténeti embertani szériaknak)
ma mar egyre tobb felmeriilé kérdés megvalaszolasara alkalmasak. igy lehetéség
nyilik népessegek vandorlasanak, egymasra telepuilésenek, illetve népességcse-
réknek a meghatarozasara is.
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Atthe turn of the 18th and 19th centuries, Hungary was characterised by ethnic diversi-
ty. Nevertheless, for a long time there was no sign of this causing any particular tension.
The language of everyday life was characterised by pragmatism, and the language of
public life, education and science was uniformly Latin. Joseph II's language decree of
1784 (which made German the official language instead of Latin) started the process
that would culminate in the language decree of 1844, which made Hungarian the
official language. In the first decade of the 19th century, there was a revival of the
language issue, with the publication of a series of documents on the language. At the
Diet of 1807, there were such heated debates about the language that the Viennese
court and the secret police thought it would be a good idea to hold a competition to
see whether Hungarian was suitable for official use in Hungary. 21 contributions were
received for this competition. Almost half of the applicants were from Upper Hunga-
ry, all of them Protestants, most of them pastors. They were the founders of one of
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Hungary in the 18th century was characterised by a high degree of ethnic and
linguistic paucity, with only about 40% of the total population having Hungarian
as their mother tongue. Despite this, for a long time there was no particular evi-
dence that the lingual division caused tensions. The authors wrote, preached and
taught in two or three languages, and abroad they called themselves Hungarus
(Hungarians) regardless of their mother tongue. The use of language in everyday
life was characterised by pragmatism; only in public life and in education and the
sciences was there a single, universally accepted language, the Latin. It was not
the mother tongue of any of the nationalities, so its prominent use meant that no
son of any nation could feel marginalised. This relatively peaceful (lingual) situation
was disrupted by Joseph II's language decree (which made German official in Hun-
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gary) in 1784. The fierce protest against the decree was not only triggered by the
disappearance of Latin, but mainly by the fact that the role of the hitherto neutral
language would be taken over by a minority, and not even the language of the larg-
est minority. The events of the first decade of the 19" century, which have been
relatively little studied, were very important and indispensable preconditions for the
later achievements of the reform era. There was a revival in both political and liter-
ary life, and on the language issue the two cannot be separated, since language is
as much a political issue as a literary one. One of the important results of the politi-
cal movement of the Order, of the Hungarian aristocracy, which developed after the
death of Joseph Il, was that it introduced the defence of the Hungarian language
into political life and public discourse. It is around this time that we can observe a
process in which we can no longer speak of a natio Hungarica, i.e. a nobility of
Hungary (which may be Croatian, Hungarian, Slovakian, etc.), but instead of a Hun-
garian nobility with a lingual consciousness. By this time, the Hungarian language
was no longer merely a suitable means of oral or written communication, but had
gradually become one of the most important expressions of national identity. From
the first decade of the 19" century, the language issue gradually became a signi-
ficant factor in the politics of the nobility, who sought to recognise the Hungarian
language as a state language in the country.

The Hungarian Diet of 1807, which Archduke Joseph, the Prince Regent,
described as one of the most important of all the Diets since the reign of the
Habsburgs, was watched with great interest by the nations of Europe (Wertheimer
1896). Its importance was due to the fact that the decisions taken at the Diet were
crucial for putting the monarchy’s finances in order and strengthening its military
defence. It was at this Diet that the Hungarian language issue was fought over more
than ever before, which can also be explained by the fierce mood of the Diet, since
the issue itself was actually discussed surprisingly little. In fact, in the Diet from April
to December, the Members of the Diet met ninety-five times, and the Hungarian
language was discussed in only six sessions. In addition, the ruler rejected all the
bills on the language issue, so there was virtually no progress on the matter. Yet
its importance is undisputed, and is best illustrated by the fact that the Vienna sec-
ret police and the government circles announced their tender on the Hungarian
language after the language discussions of this Diet. Contributions were invited
to answer the question whether it was possible to make the Hungarian language
official in Hungary. In March 1808, the Viennese government, on behalf of the pub-
lisher Cotta of Tlubingen, advertised a competition in the Allgemeine Zeitung. The
deadline for submissions was the end of July, and 21 contributions were received
in German, Latin and German, anonymously and with a sign. The Viennese gov-
ernment circles hoped that the competition would not only raise public awareness,
but also bring other important benefits. On the one hand, they could assume that
some of the entries would demonstrate the inadequacy of the Hungarian language,
and on the other hand, they could hope that the writings, which were in fact political
in nature but disguised as academic or literary, would expose the writers them-
selves and thus lead to the possible formation of rebel organisations. The court was
disappointed in this expectation, however, as some of the received contributions
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considered Hungarian suitable for use as an administrative and state language.
Among them, Ferenc Kazinczy's work stood out, in which he clearly demonstrated
that Hungarian language and literature, given its development, would be suitable
for use as the state language of the country. His work was not even allowed to be
published in its entirety until 85 years after Kazinczy's death (Kazinczy, 1916).

Yet it is Kazinczy’s work that has reached one of the most important public fo-
rums of the time, the Diet, in the shortest time. In December 1811, Jozsef Dessew-
ffy mentioned it in one of his speeches as one of the first examples of a contempo-
rary author’'s work being cited in a political forum. However, it was not subsequently
praised in any official or other public forum, nor was it mentioned for a very long
time. There are several possible reasons for this silence: first of all, the fact that
it did not appear in print, only a part of this contribution, a literary history, and the
entire text itself sank into the Vienna archives unfinished; and secondly, perhaps,
that the attention of Kazinczy and his contemporaries soon turned in another direc-
tion, the debate about the language reform began, which - temporarily - pushed
everything else out of the centre of interest. The elevation of the Hungarian lan-
guage to the level of a European language meant, first and foremost, the renewal,
supplementation and expansion of its vocabulary, i.e. the creation of new words to
express all the concepts and ideas that emerged as a result of the social, econo-
mic and cultural developments of the time.

We do not know much about the contributions submitted by the deadline of late
July 1808, as the competition was not announced, and the contributions were
lost in the archives of the Vienna secret police, most of which - including the en-
tries - were destroyed in the early twentieth century. Entries had to be submitted in
German or Latin, with an indication. It is therefore very difficult to find a reference
to these, as we have no title at all, and the only list of authors is that of Gusztav
Heinrich from 1916 (Kazinczy 1916, 25-28). Nevertheless, it is worth investigat-
ing further, as it is possible to find unknown connections, even by browsing the
list of applicants. Heinrich - who had seen the documents in one piece before the
archives fire - published the German-language opinion of one of the judges, Jernej
Kopitar, on the entries in an appendix after the text of Kazinczy's contribution (Ka-
zinczy 1916, 178-194). Along with his own basic data, this is our main clue as to
the identity of the candidates and the content of the entries. Some of the entrants
are multilingual, and for some it is difficult to tell what their mother tongue is, typical
of the multilingual Hungarus. Twenty-one entries were received, in alphabetical
order of authors:

Amilkar Barrakéczy - All we know about Gusztav Heinrich is that he sent his
entry from Keszthely. According to Kopitar, he is a cleric, perhaps a Catholic priest,
and the tone of his entry is rather sarcastic. Barrakdczy Amilkar is most likely a pseu-
donym, perhaps a Hungarian distortion of the name of the Punic general Hamilkar
Barkasz. For example, a letter of Berzsenyi (to Ferenc Kazinczy, Nikla, 5 January
1811): "The district from the Danube, so called, was mainly inhabited by German
peoples, with whom the Hungarians, being strangers from Hamilcar, never mixed,
so | do not know of a single village where they live mixed" (Berzsenyi 2014, 174).
He was ready with his writing in 1805, he mentions the dispute between Andras
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Chazar and Janos Fejes. On the topic and the Hungaruses of the 19th century
(Miskolczy, 2009, 12).

Samu Bredeczky - Bredeczky Samuel (1772-1812) Lutheran pastor, teacher,
writer. His schools were Késmark (Kezmarok), Csetnek (Stitnik), Sopron, Jena. At
the time of the competition he was Lutheran pastor in Lemberg (Lviv). In addition to
his ecclesiastical and teaching duties, he was also a scholar, his works on geogra-
phy and topography were published in German.

Gabor Doébrentei - (1785-1851) Lutheran poet, writer. He was educated in
Papa, Sopron, Wittenberg, Leipzig. Lajos Gyulai’s tutor in Olahandrasfalva (Sacel).

Johannes von Eigel - Heinrich says that he is a senior citizen and that he sent
his application from Pecs. Kopitar writes only one line about him, which tells us
which language he recommends, and that his entry is only half an arc. No other
information could be found out about him. Not to be confused with John Engel's
Baptist (Miskolczy, 2009, 9).

Janos Fejes - (Johannes Fejes; 1764-1826) Lutheran court judge, lawyer. His
schools were Osgyan (Ozdany), Késmark (Kezmarok); Pozsony (Bratislava), Bécs
(Wien), Gottingen. His works were published in four languages (Latin, Hungarian,
German, Slovak)

Janos Genersich - (Johannes Genersich; 1761-1825) Lutheran historian,
ecclesiastical lawyer, theologian, teacher. His schools were Késmark (Kezma-
rok), Debrecen, Fels6sajo (Vysna Slana), Pozsony (Bratislava), Jena. Teatcher at
Késmark. He was sent to the Reformed College in Debrecen to learn Hungarian
and to Felsdsajo to learn Slovakian. His historical works and youth novels were
published in German. Kopitar says that in his essay, he takes the anti-Hungarian
arguments from Fejes’ pamphlet (Fejes 1807).

Kristéf Heisser - Heinrich has an Anonymous candidate in his list. | came across
his name in a letter written by Istvan Horvath to Pal Szemere in December 1811.
“You will remember that a German answer to the question of the Reward, for which
the answers had to be sent to the bookkeeper Cotta in Tlbingen, was printed last
year, or even a few years before in Pozsony. Being here, | was not amused to learn
its author as a great friend of our language. To many of my questions, Landes, a
book-keeper here, who is my servant because of my many purchases, and who
printed the book, confessed that it was made by Heisser Kristof in Transylvania for
the Protestant schools in the Korona, and showed me the letter he wrote to him
about the book. - Who shall be this untutored Teacher? | do not know!” (National
Széchényi Library Budapest, Manuscript Archives, Correspondence, Istvan Horvat
to Pal Szemere, 17-22 December 1811, 43-44.)| write it in Hungarian because that
is how Horvat wrote it. The little we know about him comes from Horvath, for ex-
ample that he was a teacher in the Protestant schools in Transylvania. According to
Kopitar, he was a native German speaker, which is also clear from his application.

Matyas Holko - (Matej Holko; 1757-1832) Lutheran pastor. His schools were
Dobsina (Dobsina), Osgyan (Ozdany), Lécse (Levoca), Wittenberg. Kopitar particu-
larly recommends him for the prize, considering his Latinity wonderful. He argues
in favour of Latin, even though he is a native Hungarian (“das Ungrische ist meine
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Muttersprache” Kazinczy 1916, 192). His writing some twenty years later reveals
that Hungarian is (no longer) his primary language.

Ferenc Kazinczy - (1759-1831) Calvinist, Abauj county. Jernej Kopitar identi-
fies only two of the works he considers to be by Kazinczy. (“Wenn wir uns nicht
sehr irren, so ist der Dichter Kazinczy der Verfasser”. Kazinczy 1916, 183.)

Nik. von Kerchelich - Nikola Krceli¢, from a Catholic family in Zagreb, nothing
more is known about him. Kopitar also writes only one sentence about his work,
that he is against the Hungarian, good, but too synoptic.

Janos Legéndy - Heinrich says that he is a Piarist from Trencsén (Trencin). Ko-
pitar is also very terse, saying that Legéndy is arguing for Hungarian, but he is not
fit for purpose, and therefore his contribution is not competitive.

Janos Joézsef Maisch - Johann Josef Maisch Heinrich is known to have been
the surgeon of Wimbsbach. Kopitar says he is unworthy because he did not grasp
the issue. He specifically says of the epilogue that it is benign nonsense. (“Der
Epilog ist gutmiithig dumm . Kazinczy 1916, 189.)

Gyorgy Nagy - Gyorgy Janos Nagy (1735-1812) Lutheran pastor. His schools
were Sopron and Jena. Lived in Harka and Sopron, taught Hungarian to native
Germans and German to native Hungarians. This is the second time that Kopitar
names the author, saying that Rector Nagy wanted to earn good money as a Hun-
garian or German language teacher. His opinion of the contribution is that it is be-
yond criticism. (“Rector Nagy mochte sich gerne schénes Geld verdienen, sei es
als ungrischer oder als deutscher Sprachmeister. [...] Unter aller Kritik.” Kazinczy
1916, 192.)

von Neustadter - Heinrich says that he is a court accountant, a bailiff of the
counties of Nograd and Trencsén, but he has not been identified. The Neustadter
family had a branch in the Highlands (and was also Transylvanian Saxon), there are
records of them in Pozsony (Bratislava), Eperjes (PreSov), Nagyszombat (Trnava),
a similar German-speaking Lutheran family as the majority of the applicants. One
branch of the family was ennobled in 1756, perhaps indicated by the von before
the surname (Toth 2018, 11).

Valter von Philipps - All we know about him is that he was an Austrian mayor
from Bonyhad. Unfortunately, no other information about him could be found.

Andras Plachy - (Ondrej Plachy; 1755-1810), Lutheran pastor. His schools
were in Nemesvarbok (Zemiansky Vrbovok), Rimaszombat (Rimavska Sobota),
Pozsony (Bratislava), Leipzig. His works in Latin and Slovak survive. Kopitar notes
his preference for Latin. He speaks with a strong Slavic consciousness, saying that
there is not a single corner of Hungary without Slavs. He also refers to Herder's
prediction that in a few tens of generations the Hungarians would die out.

Janos Pollagh Ker. - Heinrich says that he was in Pest at the time of the appli-
cation, unfortunately we don’t know anything else about him.

Roth - Johann Theodor Roth (1759-1841) Protestant Bavarian town councillor
and lawyer. Gustav Heinrich says that he was the president of the Protestant Con-
sortium of Ulm. He held various public offices until his retirement in 1825. Kopitar
quotes most from his work, summarising it. Roth proposes the Hungarian language
as a complete outsider, Kopitar considers him the most deserving to win the prize.
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Jozsef Schihuliszky - | could not find anyone with the name Heinrich men-
tioned, but Jozsef Schihulszky does exist, at the time of writing he was a tax office
auditor of Csertész (Certi$né) in Zemplén county. In the Tudomanyos Gydjtemény
Volume XIl, 1817, among the new books, there is a mention of a book on beekeep-
ing (A méheknek kettés képlikben leendb kénnyd, uj és hasznos tartasokrol,
mely szerint a méhek kénnyen szaporithatnak és kis faradsaggal felette nagy
hasznot béhajthatnak, Kassa, 1817. Tudomanyos GyUjtemény 1817, 137). Unfor-
tunately, we cannot say for sure that he is the same as the author of the application.
Kopitar does not say much about the contribution, believing him to be a Catholic
priest, and all we learn is that he argues for the retention of Latin.

Wilhelm Armand Schmidt - Wilhelm Armand Schmidt is a doctor from Késmark
(Kezmarok). The Lutheran family was a major donator to the library in Késmark.

Andras Thorwachter - (Andreas Thorwachter; 1760 d.-1815) Schools:
Nagyszeben (Sibiu), Marosvasarhely (Targu Mures), Jena. According to Heinrich
Kopitar wrote that he was a Lutheran pastor in Nagyapold (Apoldu de Sus). He
writes his essay because the subject is of interest to the Transylvanian people.

Of the twenty-one applicants, five submitted their contribution in Latin (Bar-
rakdczy, Holko, Plachy, Schihulszky, Thorwachter), while the other sixteen submit-
ted their entries in German. In response to the question asked, Hungarian was rec-
ommended: a) unconditionally by 5 (Débrentei, Kazinczy, Legéndy, Nagy, Roth);
b) conditionally (in addition to German and Latin) by 4 (Eigel, Genersich, Maisch,
Thorwachter). Heisser (unnamed), Kerchelich (alternatively to Latin), Maisch,
Philipps, Pollagh, Torwachter, so 5 or 4; for Latin, Barrakoczy, Bredeczky, Fejes,
Kerchelich (possibly to German), Neustadter, Plachy, Schihulszky, Schmidt, 8 or 9
in all. These are the persons of Gustav Heinrich, who omitted Matyas Holko from
the list.

Religious divisions may be an important consideration for applicants. Of the
twenty-one participants, we do not know the exact religion of six (Eigel, Maisch,
Pollagh, Schihulszky, von Philipps, von Neustadter). Only three Catholics can be
identified (Barrakdczy, Legéndy, Kerchelich), the remaining twelve are Protestants,
most of them Lutheran (Bredeczky, Ddbrentei, Fejes, Genersich, Holko, Nagy,
Plachy, Schmidt, Torwachter - ev.; Heisser, Kazinczy, Roth - Calvinist or unidenti-
fied protestant).

Of the twenty-one participants in the Tubingen competition, five came from
Transdanubia (Barrakoczy, Eigel, Nagy, Philipps, Pollagh), three from Transylva-
nia (Dobrentei, Heisser, Thorwachter) and four from outside Hungary (Bredeczky,
Kerchelich, Maisch, Roth). It is striking that almost half of the applicants - nine of
them - came from the Highland counties of present-day Slovakia. Two were from
the counties of Gomor and Kis-Hont (Matyas Holko and Janos Fejes), two from
the county of Szepes (Janos Genersich and Wilhelm Schmidt Armand), three from
Trencsén (Janos Legéndy, Andras Plachy and von Neustadter), and two from Zem-
plen (Ferenc Kazinczy and Jozsef Schihulszky). Almost all were Lutherans, and
presumably knew each other.

Two of them, Matyas Holko and Janos Fejes, were also closely related to each
other. | use the Hungarian form of their names, although they all wrote in several
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languages and their names can be found in literature in several forms (e.g. Matej
Holko, Johannes Fejes). The elder of the two, Holko (9 February 1757 - 20 July
1832), became a Lutheran pastor in Also-Szkalnok (Nizny Skalnik) and later in
Rimabanya (Rimavska Bana). Janos Fejes (2 July 1764 - 16 March 1826), after
studying law, became a lay helper of the Lutheran Church and a supervisor of the
Kis-Hont parish, in addition to his county office. His father, the renowned jurist
Gyorgy Fejes, was born in Szkalnok. It was on the initiative of the two of them that
one of the earliest literary and scientific societies was founded in 1808, the year
of the Tubingen competition. The society was founded to establish the Kis-Hont
library, which was founded in September of that year in Szkalnok. On 13 Septem-
ber each year, the members of the society met and read their works to each other,
which were then published in print the following year. The publication had the same
title as the society: Solennia memoriae anniversariae bibliothecae Kis-Honta-
nae evangelicorum A. c. publice in Alsé Szkalnok. The booklets, averaging six
volumes (roughly 90-120 pages), were published annually with the works of the
members in four languages (Latin, Hungarian, German, Slovak). Of these, Latin
is the most commonly used language, and Hungarian the least used. The society
was composed mostly of Lutheran pastors from the area, with the addition of lay
helpers. We have no exact data about the membership, apart from the two found-
ers (who wrote in Latin, Hungarian and Slovak) we can only list the authors of the
yearbook:
Janos Chalupka: teacher of the Lutheran Lyceum in Késmark (Kezmarok), Luther-
an pastor of Breznobanya (Brezno) - in Latin, Hungarian, German and Slovak;
Andras Czener: vice-deacon of Kis-Hont, Lutheran pastor and librarian of Szkalnok
(Nizny Skalnik) - in Latin and Slovak;

Janos Fizel: Teacher at the Lutheran high school in Tiszolc (Tisovec) - in Slovak;

Miklos Foldvary: bailiff - in Hungarian;

Gyorgy Gal: Lutheran pastor in Raho (Rahiv) - in Latin;

Matyas Haluschka: Lutheran pastor in Rimakokova (Kokava nad Rimavicou) - in
Latin and Slovak;

Janos Hoznek: Teacher at the Lutheran high school in Osgyan (Ozdany) - in Latin;

Mihaly Kolbenheyer: archdeacon in Kis-Hont, Lutheran pastor of Nyustya (Hnusta)
- in Latin, Hungarian and German;

Samuel Kollar: Lutheran pastor of Cserencsény (Cerendany) - in Latin;

Janos Kortsek: Lutheran pastor of Nyustya (Hnusta) - in Latin and Slovak;

Krmann Janos: Lutheran pastor of Kraszko (Kraskovo) - in Latin and Slovak;

Péter Kubinyi: baliliff, royal councillor - in Latin;

Janos Laurentzy (Laurenczy): Lutheran pastor and librarian of Szkalnok (Nizny Skal-
nik) - in Latin and German;

Istvan Liptak: Lutheran pastor of Pongyelok (Hrnciarska Ves) - in Latin;

Antal Mocsary: chief slave judge of Nograd - in Hungarian;

Istvan Pekar: deacon of Kis-Hont, Lutheran pastor of Rimakokova (Kokava nad Ri-
mavicou) - in Latin and Hungarian;
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Péter Pal Schramko: Lutheran pastor of Klenéc (Klenovec) - in Latin and German;
Matyas Gaspar Schulek: Lutheran pastor of Tiszolc (Tisovec) - in German and

Slovak;

Mihaly Steigel (Staygel): Lutheran pastor of Rimabrezo (Rimavské Brezovo) - in
Latin and Slovak;

Mihaly Szabo: Lutheran pastor and librarian of Szkalnok (Nizny Skalnik) - in Latin;

Janos Szepessy: Teacher at the Lutheran high school in Tiszolc (Tisovec) - in Latin
and Slovak;

Daniel Valentinyi: Lutheran pastor in Raho (Rahiv) - in Humgarian;

Janos Valentinyi: Lutheran pastor in Szirak - in Hungarian.

The society was also in contact with such important persons as the historian LaszIo
Bartholomaeides, Andras Chazar, the historian Laszlé Bartholomaeides, and the
writer of the history of literature and the writer of the history of literature Pal Wallasz-
ky. Seventeen of the twenty-three people listed are pastors.

Not all of the works presented at the annual celebrations were printed, but it is
also possible that the very long works were not read out, but only printed. There-
fore, at the end of the volumes, in addition to the table of contents, there is usually
a list of the other works read but not printed (Praeterea Lectorem). The first issue
was already trilingual (Latin, Hungarian and Slovak), and this multilingualism was
present in the Society’s publications throughout the period up to 1842. Latin was
the language most often chosen or used, because it was the language of science
and could be used to express things clearly and precisely, and because it was the
lingua Franca understood by all members of the Society, who had different mother
tongues. Hungarian and Germanic were the languages least frequently used. The
choice of Hungarian is mainly personal, used by some members. The earliest is
Istvan Pekar, who also wrote in the first volume, and after that we can meet his
Hungarian-language works in the 1920s. The work of Antal Mocsary is also early,
and he wrote exclusively in Hungarian at the turn of the decade and the twenties.
Miklos Féldvary’'s works also appeared in the 1920s, and he also wrote only in
Hungarian. A little later, Mihaly Kolbenheyer, who worked in three languages, and
Janos Chalupka, who is the most versatile in the use of languages, wrote in all four.
Finally, in time, we must mention the Valentinyi, who wrote in Hungarian. The lingual
change of the early 1840s is already noticeable in the writings of Daniel Valentinyi,
and Solennia is also becoming more consciously Hungarian, with the last issue of
1842 already containing three works in Hungarian, and the index of unpublished
but read-over works is also in Hungarian. The language choices of the earlier pe-
riod show that Hungarian is the language of choice of the less learned minds, the
few lay members who use it exclusively, while the majority of the clerically educated
are multilingual.

The work of the society was reported in two journals of national importance:
the Tudomanyos Gyldjtemény in 1826 and the Felsé magyar-orszagi Minerva in
1829. In the fourth issue of the tenth year of the Tudomanyos Gydjtemény, a
long review appeared in the Hazai Literatura section, immediately after Daniel Ber-
zsenyi's treatise on verse forms, on the occasion of the Solennia issue that had
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just appeared as a result of the 1825 celebrations. The author, Pal Edvi lllés, also a
Lutheran pastor, is highly complimentary of the Society's work and scholarly spirit,
and merely criticises that it would be good if more studies in Hungarian appeared
in it (Edvi, 1826). Fels6 Magyar-orszagi Minerva is a little terser, but much more
critical, and makes the same criticisms, only much more emphatically. In this case,
too, the basis for the report is a currently published volume, the 1828 celebration.
The author of the article is no less a person than Agoston Kubinyi, a friend of Ka-
zinczy and the Pest circle, a member of the Academy, the future director of the
National Museum, and an active member of numerous foundations and scientific
societies. The article appears in the fourth book of the fifth volume of the journal.
Kubinyi reports that he did not read this publication as a novelty, he was already
familiar with the previous ones and was pleased to find that “the Lutheran Pastors
of our neighbouring Lutheran Church not only do what they are bound to do, but
also, by promoting the sciences and by useful institutes, they stir up scientific fires
and even stimulate them in the inhabitants of my dear Hungarian homeland” (Edvi
1826). Then, in the next almost one page, as if stepping back in time three or four
decades, we are reminded of the lingual debates of the late 18th century, and the
arguments and difficulties that have been made many times before are brought
up again. In particular, how much progress has been made in science since the
time of Emperor Joseph, how many scientific books and periodicals have been
published (and he lists them), yet we are not able to make the same progress in
science as the English or the French, because it is still fashionable for our nation to
waste time learning many foreign languages. His final conclusion is that if they took
all this to heart, they would find subscribers not just for six times as much work as
they do now, but for up to four times as much (Kubinyi 1829).

The two founding authors of Solennia are known to have entered the Tlibingen
competition. Tracing the texts of the contributions is not an easy task, but in the
case of Janos Fejes we can assume that he most probably submitted the work he
had published in Pest a year earlier (Fejes 1807). Kazinczy also discusses it in his
own entry.

We do not know much about Matyas Holko’s application, but Heinrich’s edition
reveals that he submitted his work in Latin. However, we can still get some idea of
his thoughts on the language issue, as many of his writings have appeared in So-
lennia. His speech of 13 September 1826 to the youth of Hungary on the learning
of the Hungarian language: Oratio ad Juventutem Hungaram de Studio Ling-
vae Hungaricae cum Studio Lingvae Latinae, ejusque Classicorum Autorum
conjugendo; propulsandoque contemtu et odio Concivium diversas Lingvas
loquentium, utpote ad provehendam culturam Lingvae Hungaricae summe ne-
cessariis remediis is the somewhat lengthy title, which is almost a summary of
the contents (Holko 1826). It recommends the study of Hungarian in conjunction
with the study of Latin, listing the classical authors. Furthermore, in this speech
Holko shows how to ward off the contempt and hatred of fellow citizens who speak
different languages, and what are the remedies necessary for the progress of the
cultivation of Hungarian. Holko sensed - and this must have been the occasion for
his speech - that by 1825-26 real changes had finally begun to take place in the
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field of language (one need only recall Istvan Széchenyi's offer in November 1825
to set up a scientific society to standardise language), and that the reform era was
having an impact in all areas. He begins by saying that in recent years the love of
the Hungarian language has flourished in the country, especially where it had been
neglected and suppressed by German, because those who were the masters of
the others wanted to appear German not only in their language but also in their
dress. (A pluribus jam inde Annis evigilavit in Patria nostra amor Lingvae Hunga-
ricae, maximeque incensi sunt animi gentis Hungarae studio ejus tum, ubi maxi-
me neglecta, et per Lingvam Gemanicam quasi oppressa prostrataque jacuisset.
Ubi paene exulabat ex aulis, circulis, et ore, nobilissimorum Civium Hungariae.
Dum jam prope omnes, qui aliis praestabant, non solum lingva, sed veste quoque
Germani videri volebant. 111 p.) It is possible that he could be referring to Istvan
Széchenyi himself (and the young aristocrats who followed him), since it was the
magnates who had neglected their mother tongue, yet now the descendants of one
of the most important families made a very serious offer of support for the cultiva-
tion of the Hungarian language through the academy.

Holko continued his speech by discussing the Joseph period, analysing its re-
sults in a new and surprising light. As an ardent Josephinist, he even interpreted
the language decree of 1784 as a positive decision to promote the Hungarian
language - however strange this may sound. According to Holko, Joseph Il also
succeeded, against his will and contrary intentions, in getting the Hungarians back
into Hungarian clothes, and in reviving the Hungarian language in the courts after it
had been banned. For it often happens that people only discover their possessions
when they have lost them. (Josephus autem II-dus fuit Vir ille mirabilis, qui prouti alia
multa eximia inopinataque praestitit, sic Hungaros quoque, licet invitus et contrar-
ium intendens, veste Hungarica induit, et Lingvam Hungaricam e Foris Judicariis
proscribendo, in vitam revocavit. Prouti namque fieri solet, ut bona sua homines
tum solummodo ubi amittunt recte cognoscere aestimareque incipiant. 111-112
p.) So Joseph considered the protest against the compulsory German language to
be a merit, because in this way he - indirectly - supported the development of the
Hungarian language. Holko then pointed out that indeed, from that time onwards,
the Hungarians had been pulling out all the stops and were tireless in this work, and
we are already witnessing the fruits and progress of the Hungarian language. Most
recently, at the Diet in Pozsony, selected members of our country also took up the
national language: in schools, churches, on the lips of fellow citizens, and finally,
by founding the Academy, they put the crown on it. (Ab hoc inde tempore, in hac
excolenda perficienda promovendaque, omnem moverunt lapidem, unde indefessi
hujus studii, eximios sane fructus et progressus Lingvae Hungaricae cum voluptate
cernimus. Nuper autem lectissimi Patriae nostrae Viri, Posonii Comitia agentes,
Lingvam quoque Nationis suae cura sua amplexi, saluberrimis Statutis, et gener-
osa Liberalitate provehere, in Scholas, Templa, et ora omnium Concivium suorum
inducere, simulque Academia Scientiarum Hungarica coronare, decreverunt. 112
p.) Here he made it clear that this speech was also the result of the first Reform
Parliament of 1825. This concludes the introductory section, and Holko turns to
the substance of what he had to say.
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Speaking to the Hungarian youth, he pointed out that they could hope for the
coming of a golden age by learning the language. But in the meantime, those who
advocated the learning of the Hungarian language had committed a double sin:
firstly, they had neglected Latin, and secondly, they had neglected the other na-
tions of our country and their languages. Many people believe that it is enough to
know Hungarian and then they have an open path to any office. But not so! Other
languages must be learned, especially Latin, so that the language has elegance,
weight, brilliance and beauty. (His auspiciis Tu Juventus Hungara, accedente Tuo
quoque amore et studio recte excolendae perpoliendaeque Lingvae Tuae vernac-
ulae, aurea illius tempora sperare videreque poteris. Interim penes omnem hanc
contentionem, amorem, studiumque, quo inflammati sunt animi Hungarorum erga
Lingvam suam, multos duplici ratione peccare, et nimio, ne dicam praecipiti, eam
promovendi studio, communem illius amorem, atque culturam impedire animad-
verto, nempe; Hos penes culturam Lingvae Hungaricae, negligendo studio Ling-
vae Latinae: lllos despiciendo, aversando, et contemnendo alias Nationes Patriae
nostrae, eorumque Lingvam. [...] Qui ad consequendam doctrinam, nomen, atque
gloriam sufficere sibi putant cognitionem solius Lingvae Hungaricae, et si hac fari
possint, sibi jam apertum esse aditum ad quaevis munia et honores in Patria sua.
Sed nolite credere O Juvenes! [...] per studium aliarum Lingvarum, inprimis autem
Lingvae Latinae, debitam elegantiam, gravitatem, nitorem, et pulchritudinem con-
sequatur. 112-113 p.) In the rest of his speech, Holko praised Latin, trying to point
out its usefulness. At one point, for example, he quoted Wieland, who said that he
had learned German from Cicero. Young Hungarians should follow this well-trod-
den path in developing their own language and virtues. The English also got as
far as they did because they had a classical education, and the Hungarians would
not have got as far as they did if they had not been helped by other languages. If
they neglect Latin, they will not understand the laws of 700 years. (Wieland admi-
ranti cuidam stili sui elegantiam, respondit: “Se ex Cicerone didicisse Germanice
scribere, ipse autem Cicero didicit a Graecit.” [...] Et Vos igitur, si in cultura Lingvae
et Sermonis Vestri feliciter versari et progredi cupitis, hanc tritam regiamque viam
ingredi oportet. [...] Dum Fridericus Thiers ex quodam Anglo quaesivisset: Vbinam
quaerendum sit principium, seu fundamentum tanti progressus Reipublicae An-
glicanae, hic extemplo reposuit: “In nostra classica educatione” h. e. in nostro
a teneris antiquorum classicorum Autorum studio. [...] Adhaec scitote: Magyaros
necdum suam lingvam ad tantum gradum perfectionis evexisse, ut sine adminiculo
et subsidio aliarum lingvarum, in cultura ingeniorum et scientiarum feliciter progredi
possint. Neglecta porro Lingva Latina, non intelligent patrias per septem secula
latas Leges, et rerum partiarum Scriptores. 115-117 p.) Holko took his foreign ex-
amples - Wieland and the English statesmen - from the German philologist-teach-
er Friedrich Thiersch’s Uber gelehrte Schulen, mit besonderer Ruecksicht auf
Bayern, published in 1826. Alongside the developed European nations, the refer-
ence to Latin as the language of law-making was already an established topos in
the history of language.

In the rest of his speech, Holko mainly pointed out that it is now common to
despise and hate other peoples and their languages, and that this has become
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ingrained in the minds of not a few. But there is no one who does not defend the
Hungarian language and is a good citizen of his country. However, in Hungary
there are different peoples who speak different languages and are subject to the
same laws. (Ad illiberale illud, turpe, noxium, detestandumque odium et contem-
tum diversarum adinvicem Nationum atque Lingvarum, quod non paucorum animos
insedit. Amare, fovere, colere Hungaram Nationem, Lingvam suam vernaculam,
quis verus Patriae nostrae Civis non probet, non laudet? [...] Et cum Hungaria sinu
suo diversas Nationes, diversis Lingvis loquentes, complectatur, quae omnes iis-
dem Legibus, Juribus atque praerogativis gaudent, nulla harum aliam contemnere,
odio prosequi, vel plane illi dominari velle, deberet. 117-118 p.) Holko went on to
speak at length, presumably drawing on his own experience or emotions, about
the need not to despise and look down on our fellow countrymen who speak other
languages. In addition to the name and concept of Hungarus, which was still a
living concept at the time, he also uses a new term, Hungarismus, which Matyas
Holko uses in the sense of ‘Hungarianism’. (Haec sint arma Vestra, his solummo-
do sensim homines ingenuos et liberos ad Hungarismum compellere potestis et
debetis. 118 p.) He also asks why it would be good if everyone spoke Hungarian.
Is the Hungarian language being harmed by all the people who speak Hungari-
an in a broken way? | wish the members of the parliament would also take care
to eradicate this disease, this hatred, from the state. Then he cites the well-tried
ancient example: the Romans did not force anyone to learn their language. (Et
quid quaeso! proficeretis, etiamsi statim omnes ore Hungarico loqui deberent, aut
possent? Quid per id dignitati vel culturae Lingvae Vestrae accederet? Nonne haec
multitudo Hungarice balbutiens Lingvam Vestram contaminaret et deturparet? [...]
Utinam! Superi Patribus Patriae, nunc Posonii ad salutem publicam Regni Hun-
gariae procurandam staliliendamque congregatis, hanc mentem largirentur, ut id
quoque negotii sibi datum esse putarent, quo hujus morbi vis, Odii puta Nationum
et Lingvarum, plane e visceribus Reipublicae extrahatur, radicitusque evellatur. No-
bilissima illa gens Romana, quae tot diversissimas Nationes ac Lingvas imperio suo
comtinebat, earumque bene meritos viros Jure Civitatis donabat, nunquam tamen
ad usum Lingvae suae adigebat, hi enim visa et cognita ejus majestate atque ve-
nustate, hanc ipsi ultro amplectebantur. 118-119 p.) Interesting thing is that in this
passage he consistently uses the term Lingva Vestra for Hungarian, your langua-
ge, thus confirming that he was a native of another language, probably not able to
speak Hungarian, or only a little, at least not to write in that language.

Finally, he ended his speech with a very beautiful, rhetorical call for the youth to
follow the example of the old Hungarians, because the true Hungarus, whatever
nation he belongs to, whatever language he speaks, is worthy of his ancestors in
spirit, strength and patriotism. (Qui animo, studiis, virtute, amore Patriae, semet
distingvit; simplicitate morum, abstinentia, abominatione omnis mollitiei atque lux-
us, fortitudine et constantia, majores suos imitatur, hic mihi solus verus Hungarus
est, ad quamcunque is demum Nationem spectet, et quacunque Lingva loquatur.
120 p.)

It is therefore clear from all of this that, in the absence of the Tiibingen compe-
tition participants and the available contributions, the other writings and the inves-
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tigation of the texts submitted could have many more yields. In the present case,
we can assume that the call for proposals may have provided an opportunity for the
establishment of a long-standing scholarly society. At the same time, one of the
applicants, whose submission is lost or lying dormant, may still be able to share his
thoughts on the Hungarian language, which are remarkable even if they may have
been modified later by the reform era, thanks to Solennia.
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Introduction

“Literacy rate of peoples is defined by the fact that how the given nation re-
spects women, which is really right; because the innocent woman is not more
than a chain link, which connects the ordinary fallible mortals to the angels
of the sky.” - this can be read in one of the issues of the Néptanoda journal of
Pécs (Pethé 1894, 190). The aim of the present study is to show the changes of
the last two decades of the 19" century, the changes that took place in relation to
the teaching career with the increasing rate of the presence of teachers, which
counted as a turning point regarding the higher school qualification and employ-
ment of women. The process of the employment of women, as one of the most
important elements of the social changes of the end of the 19" century, first half of
the 20" century, stands in the focus and inside it the intellectual career, the teach-
ing profession, where women appeared first, in a bigger number, and which was

1 In the Hungarian language there is a special word for female teachers. This study examines the
private lives of female teachers, so where the word 'teacher’ or ‘teacher training’ is used, these
women are meant. Where a distinction is necessary between male and female teachers, | refer to

them accordingly.
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accepted by society among certain circumstances. The main question at this time
was, however, not necessarily the suitability of women, but the question of women
staying at their career regarding the change in their marital status, marriage and
having children of their own.

Studies of female teachers

The first institution in Hungary serving the studies of female teachers, the educa-
tional institution established by the English Ladies in the Pest convent for their own
order members started training in 1855. Here, until 1861, the training of nuns
teaching in the order’s schools happened entirely in German, then partly Hungari-
an, then from 1864 entirely in Hungarian (Kiss 1929). The two-year study was end-
ed by written and oral qualifying exams with the participation of the County Council
Commissioner, this exam was successfully taken by about 30-40 female teacher
candidates annually. In the following years trainings were launched in the royal
Roman Catholic female teacher training institutions of Satu Mare (1857), Oradea
(1858), Kosice (1860) and Sopron (Ursuline convent, 1864). In these institutions
until 1868 about 600 female teachers received their qualifications (Kiss 1929.
19.).

In the second half of the century, 15-16 000 teachers could be found in the area
of the country, about a fourth of them did not have any qualifications. In the period
between 1856 and 1867 a total of 4978 male and 364 female teachers can be
found with suitable qualification, but only 25% of them had head teacher, the oth-
ers had lower elementary and lower teacher qualifications (Kelemen 2007. 64.).
The provision XXXVIII of 1868 on folk school education brought another change in
the area of teacher training. Chapter VIl of the law, from sections 81-115, is related
to teacher training institutions. Training time was raised from two to three years and
prescribed on the area of the country to establish twenty state teacher training insti-
tutions as well as prescribed the admission conditions of the institutions. In section
86 we can read about the criteria of admission: “Teacher training institution can
admit such able bodied students who are over 15 and have at least as many
Skill in mother tongue, counting, geography and history as are taught in secon-
dary grammar schools, real schools or in the 4 first classes of civil schools.
The student who wants to be admitted must either show a public school (stam-
pless) certificate about these skills or undertake an admission exam.” Accord-
ing to the regulations of the law, only that person could be a teacher who had a
degree about his qualification. Section 41 disburdened them from tenure of office
that weighed on them so far, but was not compatible with the teaching profes-
sion. The number of teachers and students taught by them increased enormously
between 1868 and 1919. In the historic Hungary the number of students rose
from 1.15 million to 2.51 million, while the total number of their male and female

2 Legislative act XXXVIII of 1868 on folk school public education. In: 1000 év térvényei. https://net.
jogtar.hu/ezer-ev-torveny?docid=86800038.TV [01.02.2024.]
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teachers from 17800 to 34500 (Donath 2008. 4.)In the era of dualism, the rate of
maintainers of teacher training institutions therefore also changed, though Catho-
lic denomination kept its leading role regarding the number of training institutions
and students studying there. The number of (female) teacher training institutions
rose from the initial 39 to 89 in the era and the share of maintainers in the training
evolved the following way: while in 1868-1869 59% of (female) teacher training
institutions was maintained by the Roman and Greek Catholic Church, 23% by the
Lutheran Church, 8-8% by the Calvinist and Greek Oriental Churches, 2% by the
Israelite community of faith, in 1917-1918 this rate changed and about 33.7% of
the teacher training institutions was maintained by the state, 42.7% was maintained
by Roman and Greek Catholic Church, 8.98% by Calvinist Church, 7.9% by Luther-
an Church, 5.6% by the Greek Oriental Church, and 1.12% by the only one Israelite
training institution (Donath 2008. 4.).

In the period beginning from 1868 the number of training institutions kept grow-
ing, both regarding state and denominational institutions. In 1868 34 male and 5
female teacher training institutions functioned in the country, their number was by
the end of the dualism era, in 1918 already 91 (51 for men and 40 for women), by
1929 this reduced to 48 due to territorial changes. In the following tables we can
see the division of training institutions regarding state and different denominational
maintenance between 1868-1929 In the period beginning from 1868 the number
of training institutions kept growing, both regarding state and denominational insti-
tutions. In 1868 34 male and 5 female teacher training institutions functioned in the
country, their number was by the end of the dualism era, in 1918 already 91 (51
for men and 40 for women), by 1929 this reduced to 48 due to territorial chang-
es. In the following tables we can see the division of training institutions regarding
state and different denominational maintenance between 1868-1929 (Kiss 1929,
Donath 2008).

“Aim” of teacher training

“Many parents have their daughters enrolled at teacher training, because it is
a pretty good institute of girls’ education. [...] this is the institute that is the
most suitable for educating girls, preparing them for life. It educates learned
women, who are worthy partners of men in family life, in raising children and if
necessary, in promoting living.” - we can read it in Jozsef Kiss’s writing in 1928
regarding the Hungarian teacher training (Kiss 1929). The families belonging to the
Hungarian middle class often had their daughters enrolled at teacher training insti-
tutions, because these provided suitable literacy for them even as mothers, and if
necessary, they could even get jobs with this. Vilma Steinitser wrote in 1895 in
Pécsi Naplo: ”15-20 years ago a father of a girl thought this way. A girl does not
need education. She should learn how to cook and bake, learn from her mother
how to harden the husband'’s collar, how to treat children, and if in addition she
can play a waltz on a piano and learn somehow to read and write, this is totally
enough. Today, fathers’ view has changed and rightly.” But she also draws the
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attention to the fact that “the behaviour of the father of today is not right, either”,
since the girls’ education should meet a dual purpose, not to fail in their future
family and they have to learn, “to make a living possibly on their own as well” and
she thinks thereby the number of the so-called “marriages of convenience” and
“divorces” would be less. (Steinitser 1895, 6)

The number of students in the teacher training institutions rose rapidly until the
1880s, then after a small setback started again to rise from the mid-1890s, to
which the maintainers adapted with enriching the number of the institutions. Thus
the number of students in teacher training institutions® was continuously rising:
in 1893 1324 persons, in the school year 1899/1900 3252 persons, in 1918
already 6838 students, future teachers continued their studies in the schools. Re-
garding the gender ratio of the students in the institutions it was first in 1913 that
number of students in teacher training for women exceeded the number of stu-
dents in teacher training for men and among them the rate of students in Roman
Catholic institutions was always bigger from 1895 than 50% of students learning in
all the institutions (Kiss 1929, 37). Namely, that knowledge that was mastered by
the future teachers in the training institutions - such as pedagogy, knowledge con-
cerning children and economic knowledge, needlework, music, singing, as well as
religious education -, was considered by the parents as useful for future wives and
mothers. These thoughts were valid not only for the end of the 19" century and the
turn of the century, but we can even read them at the end of the 1920s in Jozsef
Kiss' writing that since “women are born to treat and educate. Not only in the
family, in the school, but also in life, in society has she educated for subtlety,
nobility, a purer perception of life.[...] Mostly it can be noticed if a woman tea-
ches little boys, on the boys’ gentleness, manners, behaviour” (Kiss 1929, 60).

Appearance of women in teaching career - as read in reports and regulations of
the Ministry of Religion and Public Education -, was being continuously supported
by the government, calling the settlements to hire them already from the 1870s,
though with the regulations it also acts against the fast rise in the student number
of teacher training institutions. From 1874 it can be read: "villages need to be
enlightened about the usefulness of female teachers and their attention has to
be called to hire them and take steps to hire women to teach girls and smaller
boys, while male teachers should be hired to educate and teach older boys as
suitable for their profession” (Kiss 1929, 45) The rise in the number of teachers
can be observed throughout the dualism era, but it can also be seen from the num-
ber of students graduated from training institutions and the rate of those getting
jobs that most of the families took advantage of training in these institutions as girl
educating institutions - as a school preparing for later mother careers. In the next
two tables we can see the number and rate of those de facto working as teachers
in the era* among primary school tutors, as well as the number of those graduated
with a degree and those getting a job in that year (Kiss 1929, 48-50):

3 About the teacher training institution and its students in Pécs see details: Takacs 2016.
4 In this topic see also Takacs 2014, 101-110.
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Number of tea- Rate of female teachers
chers (male) Number of teachers (female) | %

1869 17106 686 3,85

1881/1882 | 20207 2189 9,78

1889/1890 | 21604 3304 13,27

1899/1900 | 22743 5886 20,56

1909/1910 | 22980 9004 28,15

1913/1914 23358 11174 32,54

1914/1915 14693 11463 43,82

1917/1918 13956 13016 48,28

Table 1. Number and rate of teachers in Hungary

Female Graduated with Rise of the number of

teachers degree (persons) | female teachers Those not getting a job
1882 387 188 141

1896 357 276 27

1900 844 288 409

1914 1072 389 405

Table 2. Number of graduated female teachers in Hungary

When filling female teacher positions, we must not forget that most of the Hun-
garian society wanted to see a man at the teacher's desk, on the other hand a
very small proportion of female teachers accepted to fill a job in vacated places in
smaller villages and homesteads (Pethé 1988, 28). ”...[The] world view of men
and some of the women do not welcome women in breadwinner careers. They
raise many objections against it. They do not want women’s fight for bread,
living. They fear that women in this fight lose their femininity, their enthusiasm
for higher feminine, family and so social and national ideals. They find it an
unlucky situation when a man and a woman are contrasted with each other in
a fight for bread” - Jozsef Kiss writes at the end of the 1920s (Kiss 1929, 3). We
can read it in the period between the two world wars, while Antonina De Gerando
worded in her request to the house of representatives of the Hungarian Parliament
in 1888 that if “in America, Switzerland, England and now in France and Italy pe-
ople are getting more and more convinced that only a woman can educate. | do
not think that a Hungarian woman is blessed with less talent than an American,
Swiss, English, French or Italian woman.” (De Gerando 2006, 119.)
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The press and women’s education

Already at the establishment of training institutions writings were published among
writings in the Hungarian press that were about education in these institutions, or
rather about giving opinions on them or in general about educating women. In the
columns of national journals appearing in the second half of the 19" century writ-
ings were soon given spaces about women'’s education, teaching girls, but also the
local press products provided opportunity to this topic and the discussion about
it. Beside the question of educating women, the articles on women'’s getting jobs
appeared soon. “In the long 19" century the wording and unfolding of women
rights intertwined with the gradual spread of education serving family and na-
tional interests. (...) the parliament and press at the end of the century (...) are
loud from the fact whether women who were educated (in schools giving totally
or almost the same training as men) have the right to appear on any breadwin-
ning career, to decide upon the evolution of their lives (...) on their own and to
have a say in decisions of political and economic life.” - Katalin Kéri writes in
her writing (Kéri 2015, 234.). Among breadwinning careers women who obtained
qualifications in teacher training institutions established by the public education law
in 1868 and then spread in state and denominational training appeared in slowly,
but surely growing number in the elementary folk schools.

The development of press at the end of the century was parallel in whole Europe
to the spreading compulsory education and so had a more and more powerful
effect on forming the opinions of population who were reading in a bigger and
bigger rate. Hence writers who were speaking in topics that concerned many peo-
ple appeared at the same time in the slowly developing role of formers of public
opinion, public thinking. As Katalin Fehér writes, the aim and at the same time the
task of printed press is to raise awareness, inform the public and form its opinions
in questions concerning many people (Fehér 2005, 7.; Takacs 2017). Beside the
education of women, we can find opinions on women’s employment in not only the
Hungarian press of the era but also in European and North-American press. Inthe
second half of the 19" century these writings multiplied, beside the articles that
appeared in the press, shorter studies, books appeared in the topic, since the pro-
cess went together with the development of women’s emancipation movement.®

From the 1860s on, the problem of the employment of women appeared in a
bigger and bigger extent in families of the Hungarian middle class. So it was not
by accident that the legal regulation of women’s education became an important
part of educational policy modernization directed from above and those school
types were established - teacher training, upper girls’ school and then secondary
grammar school for girls giving school-leaving exam and assuming university ed-
ucation of women - that were in the service of this case. Writings about women’s
profession, women’s destination could be connected to mainly such persons who
insisted on traditional values and did not agree with women’s employment and the
emancipation movements (Kéri 2008, 46). Still, we can find persons supporting

5 More about the topic see chapters of Kéri 2018.
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women, persons who saw the process of development in it, though in smaller num-
ber, but they also released their thoughts. Starting from the 1880s, writings about
women in the press almost could not be separated from discussions, opinions on
their education and employment. (Kéri 2018)

Daily and weekly journals published in Pécs regularly reported articles connect-
ed to the Hungarian education, situation of pedagogues, especially that of elemen-
tary school ones, besides, writings regarding women’s education, their rights to it,
girls’ education can also be found in all of the journals. Néptanoda, which was pub-
lished in 1867 in Pécs and it became the pedagogical journal of the town (Szanto
1988, 6.). Pécsi Naplo (Pécs Journal) was first published on 16" November, 1892,
as the non-party political newspaper of the town, and as the first daily newspaper
of Transdanubia united with the only one-year-old Pécsi Ujsag (Pécs Newspaper) in
the summer of 1894 and the Pécsi Figyeld (Pecs Observer) in 1874.

Among the publicists of Néptanoda, which became the official journal of the
Association of Teachers of Pécs and its Area in 1898, were not only male writers,
but also writings of female teachers undertaking the task to write were given spac-
es in the columns of the journal. (Néptanoda 1898, 95.). However, in 1894 when
the teacher training institution opened its gates in the town, Janos Pethé wrote the
followings in an article about teachers-to-be: "A good teacher and a good mother
cannot be one person (...) If a teacher gets married, her supply has to be made
by the man and so she does not need any separate profession; this profession
must rather be given to someone else by the state, to someone who has no-
body to be cared by, who has no bread, but has skills (...) you cannot expect
from a 18-19-year-old girl to teach 15-year-old unruly adolescents” (Pethd 1894,
191). This thought was not a new one and characteristic not only of Pécs in the
era, but even in decades before this it had been a topic of serious discussions in
our country and in other European countries, too, and many such regulations had
been born that affected the private lives of teachers. Getting married and having
children raised doubts in many from the beginning whether as wives and mothers
they would be able to perform their tasks both in physical and in spiritual senses,
and beside this it was also a fundamental question that by doing this they take away
breadwinning from other breadwinners, namely the male teachers. The public ed-
ucation committee made a provision in 1881 in Budapest, according to which “tea-
chers employed in the schools of the capital should not be allowed to get mar-
ried, a married teacher should lose her profession, and henceforth teachers
should only be employed if they have no husbands” - the article in Pécsi Figyel6
writes (Robin 1881).

The study of Vendel Lakits, director of a girl school in Obuda, written under the
pseudonym Aladar Cserfoki, discusses this provision and writes the followings: ”...
it is not the money that the replacement costs, but the educational disadvan-
tage coming from the absences talks against married teachers and teachers
with children [...] indicating pedagogical disadvantages coming from absences
gave me the pen to write, just as the public educational committee discussed
from pedagogical viewpoints this question and told its opinion in the case of
women, especially married and mother teachers.” (Cserfoki 1881, 12., 17.) This
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opinion is shared by the above-mentioned Janos Pethd, who wrote the followings
in his article: "...as soon as a teacher got married she ceased to be a teacher;
secondly, it would be right to order that teachers can by no means be employed
in undivided mixed schools.”(Peth6 1894, 190.) To justify this, in his writing he
emphasizes the role of the state in maintaining families, according to which ,,Family
is the well-source of a state’s life, the state must foster this well-source and the
breadwinner, provide bread and support in every task and protect in rights.”
Regarding the employment of teachers and all other female employees he notes
that “the state does not solve its task in this respect if a big part of the autho-
rities of the country is filled by women.” - he writes fifteen years later and after
the provision in the capital and the national reaction to it (Pethé 1894, 190.). Also
in one of the issue of Néptanoda in 1895 a short description was published with
the title If teachers get married, about the Prussian educational measures, which
again reports to the readers that in Prussian schools "the employment of teachers
ceases at the end of the term of the school year if they get married, that is, they
have to resign, because the housewife and mother tasks are incompatible with
school tasks” (Néptanoda 1895, 64.). Besides, the journal reports a case in Esz-
tergom in 1899, when a teacher, who got married, was dismissed, and they only
wanted to employ someone who is unmarried, but this was not approved by the
minister, because there was no legal regulation for it. According to the justification
“a woman if she gets married should be a housewife, mother of her children
and if she meets these expectations, cannot be a good teacher at the same
time and anyway, what she gains at the toll, loses at the customs. (...) And why
were women let public careers? To be breadwinners if they do not get married.
But how could those women who do not get married become breadwinners if
the jobs are kept occupied by those who got married? (Néptanoda 1899, 322.)

Another article appeared in Pécsi Figyeld: "The teachers themselves prote-
sted against this strange provision (...), that the respected wise men of the pu-
blic educational sub-committee overshot the mark a bit. (...) Let us create a new
celibacy! - it continues - Let us create secular nuns who are allowed concubi-
natus, but not the decent family life...! Who are allowed to visit Ferenczi Café
with a lover on their arms, but are not allowed to enter in front of the altar and
swear eternal fidelity to those they love. Because the way is this. If a teacher
is forbidden to get married, she will be forced to seek happiness on sideways
and once someone stepped onto these sideways we can never know where
she stops. (...) The viewpoint of moral is decisive in the question.” (Robin 1881)
As we can see, the answer to the main question is not the women'’s right to work
and not that as an individual can freely practice her right to every field of private life,
but the moral life of a teacher. How does the society judge a young woman who
finds a partner but is not married? This question got to the central place of answers
to the regulation because a teacher shows an example with her whole life to chil-
dren taught by her and appears as an example in front of the given community as
well, according to the perception of the era. A central element of the education in
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teacher training is the moral education of future teachers.® In connection with this
Sarolta Gedcze said regarding teachers of teacher training institutions of both men
and women that a teacher’s “private life should come up even the most delicate
moral requirement and faithfully fulfil his or her patriotic and social duty in his
or her everyday life” (Gedze, 1912, p. 218). Ida Regina Dittler wrote the followings
in 1905, after the turn of the century in Néptanoda: “The character of a teacher
should be pure, noble proud, inaccessible that a pupil should be perfect also
seeing her example.” (Dittler 1905, 135.)

Conclusion

In writings born in the 1880s and 1890s and at the beginning of the century we can
see that the employment of women, beside raising the question of the competence
of women to learning and doing intellectual work, appeared as a problem also in
another area, their rights to their private lives. Pro and con opinions were created
to the question whether women can cope with as wives and mothers in the world
of work, in a teaching career already accepted at social level by that time, not only
in Hungary but also in those countries where women became teachers. The aim of
this study was not to examine only one journal comprehensively and systematically,
but by selecting from the press of a town to present what questions and answers
were given to the reading society of the era, when they took the local journals into
their hands. The general tendency embracing the country can well be seen by
examining the writings published here, too.
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Bevezetés: a paradigma fogalmarél

Thomas Kuhn paradigma-elmélete 6ta a paradigma fogalma csakugy, mint a para-
digmavaltasé a tudomanyos diskurzus, illetve a tudomanyokrol folytatott (meta)dis-
kurzusok kdzkincseéve valt, mégpedig az egyes tudomanyok hatarait ativel6 modon.
Ez pedig kuldéndsen hasznosnak tlnik egy olyan korban, mely szivesen lép ki a
szebb értelemben vett tudomanyos diszciplinak kereteibdl és nyit a transzdiszcip-
linaritas felé, amely transzdiszciplinaris nyitottsag kilondsen jellemzé példaul az
irodalomtudomanyra. Meglehet, a paradigma, illetve paradigmavaltas fogalmainak
hasznalata olykor mintha tulsagosan is inflalddna, hogy ne mondjuk: olykor klisé-
szer(i format 6lt, gyakran tul is Iépve a tudomanyos diskurzusok keretein. igy aztan
sUrun hallani olyan megfogalmazasokat a sajtoban vagy a politikai diskurzusokban,
melyek ugyszolvan ,dobaloznak” a paradigmavaltas fogalmaval, anelkil, hogy vila-
gossa valna, miféle paradigmanak miféle parameétereirdl van szo, és ezek miféle Uj
paradigma felé mutatnak. Olykor mintha barmiféle valtozas maris a paradigmavaltas
cimkéjét kapna meg, s a jol hangzo pszeudo-tudomanyos allitas elfedné a fogalom
lenyegét.
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A’paradigma’ fogalma kapcsan ekdzben nem art leszdgezni, hogy gorog erede-
tl szorol van sz6, melynek jelentése 'példa’ vagy 'minta’ - melyre angolul a model,
sample, németll a Muster, Vorbild, Vorgabe, Vorlage, Blaupause kifejezések tlin-
nek adekvatnak. A paradigma egyszersmind keretbe/rendszerbe foglalt ismereta-
nyag vagy modszer, amely egy adott szakterlleten (és adott helyen és idében) bir
ervenyesseggel. Szinonimakent alkalmas méeg a ‘'modell’ vagy a 'szemléletmod’ ki-
fejezés is. Gorog kifejezés (mapaderypa) Iévén, nem csoda, hogy mar Arisztotelész-
nél felleljik a 'példa’ vagy 'példasor, vagy ugy is mint 'biztatd vagy elrettent6 példa
elbeszélése’ értelmében. Retorikajaban Arisztotelész megkullonboztetett tovabba
fikcionalis és faktualis paradigmakat, melyek a mai narratologiaban (pl. Gerard Ge-
nette), illetve kiilonféle diszciplinaris narrativakban is fontos szerepet jatszanak (vo.
Klein - Martinez 2009).

A paradigma az entiméma €s a szentencia mellett a retorikai argumentacio egyik
f6 formaja, egyszersmind retorikai (bizonyitd) eszkoz. A kései 18. szazadban (pl. a
német felvilagosult Lichtenbergnél) a paradigma vilagszemléletet, vilagmagyaraza-
tot jelentett. A természettudomanyok paradigmai és paradigmavaltasai kihatottak
a filozofia és az irodalom szemléletére is, pl. a newtoni paradigma(valtas) Alexan-
der Pope vagy Barthold Brockes miiveire, a 19. szazadban a darwini (természet)
tudomanyos paradigmavaltas a realista proza fejlddésére, a 20. szazadban pedig
a freudi pszichoanalizis vagy az einsteini relativitaselmélet a modern irodalom fejl6-
deseére. Persze, amikor modern tudomanyos vagy irodalmi jelensegekre vetitjik a
paradigma fogalmat mint adott 6sszefliggesben érvényes modellt vagy vilagmagya-
razatot, akkor voltaképpen Thomas Kuhn egy késoébbi (hatvanas évekbeli) fogalmat
vetitjlk vissza avant la lettre egy adott jelenségre.

Kuhn arra a megallapitasra jutott, miszerint egy adott paradigma egy adott tudo-
many, illetve egy adott tuddscsoport konszenzusan alapszik, akik azonos feltevé-
sekbdl indulnak ki, s azonos szabalyokat, mérési modszereket stb. alkalmaznak a
tudomanyos gyakorlatban. A tudomanyos eredmények abszolut validitasa helyébe
azok adott korabeli vagy modszerbeli meghatarozottsaga lép, melyek kilénb6zé
normakat eredményeznek, melyek az idék folyaman athagyomanyozodnak. Egy
adott tudomanyos eredmény vagy norma tehat nem abszolut formaban, ,,6rokkon”
ervényes, hanem 6nmagaban, dnmaga feltevései és premisszai alapjan koherens,
ugyanakkor nem zarja ki mas modellek érvényessegét egy vele parhuzamos idé-
ben vagy egy késébbi iddsikon. Létezhetnek tehat egyszerre érvényes modellek
egyidében (szinkronban), vagy valthatjak egymast az id6 folyaman (ezeket nevez-
hetjik diakron paradigmaknak). Ismeretes pl. a fizikaban az einsteini paradigma,
mely a newtoni fizikat relativalja (ha nem is sziinteti meg) a (fény)sebesség tiikrében.
Egy adott idében tobb, egymassal versengd paradigma is uralkodhat a tudomanyos
diskurzusokban és vilagmagyarazatokban, amelyeket késdbb ujabbak relativalhat-
nak, illetve valthatnak fel. Thomas Kuhn egyenesen tudomanyos forradalmakrol be-
szél, melyeket a paradigmak valtozasaval kotott Ossze; e ,forradalmak” soran olyan
Uj szemléletmod alakulhat ki, mely ,,egy bizonyos idében szakemberek egy k6zos-
ségenek modelleket és megoldasokat kinal’. Masfeldl azonban léteznek egy adott
elmélethez vagy akar személyhez kothetd paradigmavaltasok is, mint pl. a koperni-
kuszi fordulat (a csillagaszatban, de akar a filozofiaban is, lasd Kant vagy Nietzsche).
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A kuhni paradigma-elmélethez ekdzben alighanem joggal kapcsolhatd Foucault
diskurzuselmelete is, aki a diskurzusok megvaltozasat tekintette a paradigmaval-
tasok f6 jellemzdjének. A paradigma a foucault-i (episztemologiai) meghatarozas
szerint nemcsak leird modell, hanem egyszersmind diskurzusforma is. Mas szo-
val a paradigmak diskurzusokban nyilvanulnak meg, melyek a paradigmavaltasok
soran megvaltoznak. Ahogy létezhetnek kilonféle, konkurald paradigmak, ugy le-
tezhetnek konkurens diskurzusok is (persze nemcsak a tudomanyban, hanem az
elet kulonféle terlletein is), amelyek akar egymas kiszoritasara is torekedhetnek,
igyekezve kizarolagos érvényessegre, egyfajta ertelmezés-monopodliumra is szert
tenni (erre utal pl. a német Deutungshoheit fogalma is).

Paradigmavaltasok az irodalomtudomanyban

A 19. szazadtol kezdve az irodalomtudomany, ahogy maga az irodalom is, szamos
paradigmavaltason ,esett at”. Ugyanakkor a paradigmavaltas az irodalomban (mint
szépirodalmi szévegekben) és az irodalomtudomanyban két eltéré szintl jelenséget
jeldl; a paradigmavaltasok az irodalomban pl. egyes irodalomtdrténeti korszakok-
ban, Uj stilusaramlatok esetében (pl. impresszionizmus vs. naturalizmus), de akar
egy adott életmivon belll is (Goethe és Schiller a Sturm und Drang és a weimari
klasszika diskurzusformai kdzétt) is megfigyelhetd, mig az irodalomtudomany para-
digmai és paradigmavaltasai elméleti szinten, ugyszolvan metadiszkurziv formaban
erhetdk tetten. Megfigyelhetd tovabba, hogy az irodalom és az irodalomtudomany
paradigmavaltasai gyakran egybeesnek a természettudomanyi, filozofiai vagy mas
tudomanyok, pl. a nyelvészet paradigmavaltasaival, illetve gyakran kévetik azokat, de
mas jelenségek, pl. mélyrehatd tarsadalmi-politikai valtozasok is kivalthatjak, ahogy
arra pl. a masodik vilaghaboru esemeényei, illetve kévetkezmenyei is péeldakent
szolgalhatnak. Bar az irodalom, illetve az irodalomtudomany paradigmavaltasai
nem feltétlenul parhuzamosan zajlanak, meégis eléfordul, hogy egy megvaltozott
diskurzus az irodalomrél annak formait is megvaltoztatja, mint latni azt a modern
angol kéltészet hajnalan T. S. Eliot és Ezra Pound esetében (vo. Bokay 1992).

A paradigmavaltasokat az irodalomtudomanyban megvaltozott kdzelitések, hang-
sulyok, diskurzusformak, perspektivak jellemzik az irodalmi széveg értelmezésé-
nek vonatkozasaban. Mig a 19. szazadban a pozitivista (empirizmussal rokonithato)
szemlélet volt az uralkodd az irodalomtudomanyban, mely hangsulyozottan a bio-
grafizmust, azaz az irodalmi minek a szerzéi életrajzban gyokerezé értelmezését
helyezte el6térbe, a 20. szazad masodik felében sorjaztak az Uj paradigmak, illetve
a paradigmavaltasok az irodalomtudomanyban: a marxista irodalomszemléletet fel-
valtotta tobbek kdzott a (gadameri) hermeneutika, ugyszinten megjelent a , klasszi-
kus” narratoldgia (lasd Stanzel 1955), mig a Saussure-ig visszanyulo nyelvészeti
strukturalizmus életre hivta a strukturalista irodalomtudomanyt (v6. Bojtar 2016)
stb. Megfigyelheté ugyanakkor, hogy a torténeti fejlédés mellett egyes hangsulyel-
tolodasok es perspektivavaltasok is eredményezhetnek Uj paradigmakat, pl. asze-
rint, hogy a szerzd, a szOveg vagy az olvaso all-e az értelmezéselméletek homlokte-
rében. Az irodalmi szemiotika atyja, Roland Barthes szemében a szerzd annyiban
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volt ,,halott”, amennyiben a szdveg jelentése (a szemiotikai paradigma szerint - lasd
alabb) mar flggetlenedett a szerzd intencioitol (biografiajatol meg plane), mig pl.
a Hans-Robert Jauss-féle recepcioesztétika az olvaso esztétikai tapasztalatanak
jelentéségét és az olvasoi eélvezetet hangsulyozta, a (széveg)megértést mint egyeni
és produktiv aktust hatarozva meg. Mind Gadamernél, mind Jaussnal a megértés a
szoveg és az olvaso kerdés-felelet dialogicitasan alapul.

A Jauss-féle olvasoorientalt (szoveg)értelmezési paradigma ma mar fél évsza-
zados multra tekint vissza, amely id6 alatt Ujabb és Ujabb paradigmak sziilettek az
irodalomtudomanyban, illetve az irodalmi szévegek értelmezését illetéen. Az elmult
évtizedek torténéseit figyelve mintha egyre strlibben jonnének létre Ujabb és Ujabb
irodalomtudomanyi paradigmak, mikdzben az is felt(ind, hogy az irodalom okta-
tasanak terén is egyre tdbb paradigma, illetve paradigmavaltas koveti egymast. A
felgyorsult kor, melyet a digitalizacid6 meég inkabb felgyorsitott, a jelek szerint kihat
az uj paradigmak létrejottére is. A 'paradigma’ fogalmanak inflatorikus hasznalata
mellett az elmult évtizedekben gyakran talalkozni a turn angol kifejezéssel a legki-
I6nfelébb kontextusokban, igy az irodalomtudomany berkein beldl is, minélfogva a
paradigmavaltas(ok)ra e kifejezés is alkalmasnak tlnik. llyen a Gustav Bergmann és
Richard Rorty nevehez kothet6 linguistic turn fogalma, illetve jelensége, mely mint
nyelvkritikai vagy nyelvanalitikai fordulat is ertelmezhetd, amelynek kézeppontjaban
az a felismerés (vagy éppenséggel: paradigma) all, miszerint a nyelv korantsem egy
atlathato, transzparens médium, mely mindenféle ,fénytéres” nélkil kepezné le a
valésagot, hanem inkabb magat a megismerést strukturalja €s determinalja. Erre
utalhat Wittgenstein ama hires mondata is, miszerint amirdl nem beszélhetlink, ar-
rél hallgatnunk kell: ami a nyelven tul van, az valojaban nem megismerhetd és nem
kimondhato, megismereésiinknek a nyelvre kell hagyatkoznia és szoritkoznia. Ebbdl
adodoan nyelvink hatarai egyszersmind vilagunk hatarai is, ahogy azt szinten Witt-
genstein leszogezte.

A nyelvészetben, nyelvfilozofiaban bekdvetkezett turn elvezetett egy szemiotikai
fordulathoz is (semiotic turn), mégpedig nemcsak a nyelvészet, hanem az iroda-
lomtudomany terlletén is. Az érdeklédés kdzéppontjaba ekkor a jel (gérog szémé)
mint egy jelolt dolog (Saussure-féle signifié) jeloléje (signifiant) kerdlt. Irodalomel-
méleti megkdzelitésben ez annyit ,jelentett”, hogy az irodalmi széveg immar mint
jelek halmaza lépett el6, amely ,mogétt” immanens jelentések rejlettek, amelyek
tehat nem valami szévegen tuli valosagelemek, hanem maguk is mint a széveg imp-
licit elemei nyertek értelmet. A szdveg értelme igy mar nem a szerzéi szandekban,
s nem is az olvasoi intencioban, hanem magaban a szovegben mint jelentéshalmaz-
ban és jelentésjatékban tarult fel.

Tovabbi irodalomtudomanyi, illetve szévegértelmezési fordulatkent emelhetd ki a
spatial turn fogalma, amely el6szér a geografiaban tlnt fel még 1989-ben, mignem
(a tarsadalom- és médiatudomanyok mellett) a narratologia is kdlcsonvette (lasd Do-
ring - Thielmann 2009, 7). A fogalom elterjedését az a felismerés kisérte, miszerint
a modernitas hajnala a vilagot inkabb az id6é koordinatai mentén értelmezte (ahogy
arra pl. Marcel Proust hires regénye, Az eltiint id6 nyomaban is kivalé példaként
szolgal), addig a 20. szazad masodik felében (ha ugy tetszik: a posztmodernitas
jegyében) a tér vette at az id6 szerepét az értelmezések vilagaban. (Soja 1996, o.
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n.) Foucault egyenesen ugy vélte, hogy korunk ,a tér korszaka” (Foucault 2004,
12). A tér (angol space, francia éspace, német Raum) fogalma az utébbi idében
egyre gyakrabban valt az értelmezések fogalomeszkdzéve, meégpedig nem pusz-
tan oly modon, hogy a szbéveg mint valamiféle fizikai-foldrajzi tér tébbe-kevésbé
realisztikus vagy fiktiv leképezése nyert értelmet (amire a német szaknyelv inkabb a
topographische Wende kifejezést hasznalja), hanem maga a szdveg valt ugyszol-
van térképz6é mediumma. , Kiderilt”, hogy az irodalmi szdveg is tud tereket alkotni,
legyenek azok mikro- (pl. egy haz vagy helyiseg mint a cselekményhelyszin ima-
ginacioja) vagy makroterek (pl. egy csatatér), emlékterek vagy kulturalis terek (a
német Kulturraum értelmében) stb.

Ekozben az utobbi fogalom mar egy masik fordulat narratologiai ,,hordozéja-
nak” is tekinthetd: a cultural turn egy nehany évtizede altalaban a kulturatudoma-
nyokban, ezen belll az irodalomtudomanyban is felttind fordulatra utal, melynek
lényege a szimbolikus rendek és kulturalis jelenségek, illetve jelentések elétérbe
helyezése. A cultural turn egy olyan ,nyelvi fordulatra” (linguistic turn) adott reak-
cioként is meghatarozhato, amely, mint emlitettiik, a 20. szazad masodik felenek
nyelvfilozofiai felismerései alapjan a nyelvet tekintette mindenfajta valosagészleles
alapjanak. A cultural turn ezzel szemben éppen a ,,nyelvi fordulat” altal ,,elfelejtett”
kulturalis, tortenelmi vagy targyi dimenziokat helyezte ujbol eléterbe. E , kultura-
lis fordulat” ekdzben korabbi fogalmi hatarokat is atlép, igy pl. a ,magas kultura”
vs. tOmegkultura hagyomanyos dichotomigjat. Immar a hétkdznapi jelensegek is
kulturalis jelentéseégre tettek szert, ugyszintén a kilonféle toérténelmi-tarsadalmi,
tag értelemben vett kulturaképzé folyamatok is elétérbe kerlltek. Ez a kulturalis
fordulat aztan, kilénbdzd diszciplinakat ativeléen, mindenféle egyéb fordulatot és
ezzel egyltt az irodalomtudomany szamara is relevans fogalmakat eredményezett,
mint pl. intercultural turn, postcolonial turn, poststructuralist turn, narrative turn,
iconic turn vagy translational turn (lasd Bachmann-Medick 2006), legutobb pedig
mar olyanokat is mint a posthumanist turn (lasd pl. Braidotti 2014), vagy éppen a
digital turn, melyet a tovabbiakban gorcsé ala kivanunk venni.

Digitalis fordulat

A digital turn kapcsan el0szor is talan érdemes hangsulyoznunk azt, miszerint a
digitalis fordulat az irodalomtudomanyban nem pusztan egy fordulat a sok kozdl,
mely szervesen illeszkedik a (fent vazolt) fordulatok soraba, mintegy logikailag ko-
vetkezve beldlik, hanem egy olyan atfogo valtozasrol van szo, mely énmaga tor-
vényszerliségeit kdveti, nem zarva ki és nem is cafolva mas fordulatokat, mikz-
ben jol megfér mindannyival, minden mas nézettel vagy elmélettel. A digital turn
nem csupan egyfajta Uj szemlélet, hanem egy forradalmi valtozas, mely elsésor-
ban a tudomany eszkdzrendszerét érinti, illetve bdviti. A digitalis fordulat (sokak
szerint digitalis forradalom) jelentésége, kihatasa természetesen messze tulmutat
a kulturatudomanyokon, és messzemenden befolyasolja a tudomanyos, sét a tar-
sadalmi-kulturalis élet egészét. Meghatarozhato ugy, mint a digitalis technologiak
elterjedése a mindennapokban, a tarsadalom gyakorlatilag minden szegmensében
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és a tudomanyos életben és gyakorlatban, a kommunikacioban és az emberek
kozotti kapcsolatokban egyarant. Hatasat tekintve az egyes tudomanyok berkein
tul technikai, episztemologiai, jogi, etikai, pénzigyi, szervezéestani, infrastrukturalis
és egyéb implikacioi is vannak. A digitalis eszk6zok hasznalata ma mar nélkulézhe-
tetlennek mondhat6 a tudomanyos elméletben és gyakorlatban, az (elektronikus)
adatgydjtésben és azok kiértekelésében, kdzlésében, tovabbitasaban, tarolasaban
és prezentaciojaban is. Néhany évtizede (és a jarvany ota féként) kiemelkedd fon-
tossagu lett az oktatasban és kutatasban a bélcsészettudomanyok, igy az irodalom-
tudomany, a pedagogia, illetve szakdidaktika (igy az irodalomoktatas) teriletén is. A
digitalis bélcseészettudomany, az un. digital humanities mint a human tudomanyok
és az informatika metszéspontjaban elhelyezkedd kutatoi, oktatasi €s innovacios
tevékenység is mara mar viragkorat éli.

A digitalis attorés immar a fels6oktatasban is ténykent kezelhet6. Idésebb okta-
tok emlékeznek még arra, hogy korabban pl. a szeminariumi dolgozatok benyujtasa
meég kezirat formajaban tortént, mig ma ez mar gyakorlatilag elképzelhetetlen a
magyar egyetemeken, sét egyaltalan a papir alkalmazasa is egyre inkabb hattér-
be szorul, amennyiben a dolgozatok (beleértve a szakdolgozatokat is) benyujtasa
csakugy, mint javitasa egyre inkabb digitalis formaban (pl. Word-korrekturaval) tor-
ténik. Nem témank, de felvetheté a kérdés, hogy mindez az iskolakban (pl. ko-
zépiskolakban) mennyiben all fenn, illetve mennyire sziikséges, hogy elterjedjen.
E kérdés a kéziras jelentdsegének kérdéseét is érinti, ami nyilvan nagyon messze,
(viselkedés)kulturank mélyébe vezet, és ily modon kulturantropoldgiai relevanciaju.
Ma még talan utopisztikus egy olyan homo computeriensist vagy homo interneti-
cust elképzelni, aki mar nem is ismeri az irott betiformat ugy, ahogy jelenleg meg
az iskolakban tanitjak, s aki alairas helyett majd csak az ujjbegyét hasznalja, mint
egy mobiltelefon hatlapjan, azonban a digital turn szamos mai formaja €s megnyil-
vanulasa is utopisztikusnak tlinhetett néhany évtizeddel korabban...

Keérdés ekbdzben az is, hogy szlikségszerl-e, hogy a digitalis fordulat mindent,
minden un. analog rendszert felvaltson és kiszoritson, ami elétte volt. Ez a kérdés
ma meg nem eldontétt, akarmennyire is ,,nyomul” a digitalis technika. Nemcsak
az olvasaskultura, hanem a digitalis irodalomoktatas szempontjabdl is felvethet6
peldaul, hogy elégséges-e kizarolag digitalis adathordozok formajaban talalkozni
irodalmi szovegekkel. A helyzet az, hogy nincs olyan egyértelm( érv, ami ezt meg-
fellebbezhetetlenll cafolna. Ugyanakkor olyan megfellebbezhetetlen érv sincs, ami
a nyomtatott szOveg (nyomtatott kdnyv) ellen szolna. Egy félezer éves kdnyvkultura
nyilvan nem tlinik el nyomtalanul egyik naprol a masikra, vagy egyik évtizedrél a ma-
sikra, s egy kézbe vett nyomtatott kdnyvnek is megvan a maga varazsa, ugyanakkor
egy adott kdnyv virtualis formaja (digitalis kiadasa) sem jelent feltétlenlil hatranyt. A
virtualitas a kdnyvek imitacidja terén is olyan magas szintet ért el, hogy szinte mar
alig van klloénbség egy nyomtatott konyv lapozasa vagy a klikkeléssel eldidézett vir-
tualis lapozas kdzétt. Bar kutatas errdl tudtunkkal még nem folyt, de aligha lehet kii-
I6nbség a retinara vetllt széveg vagy kép tekintetében az analdg, illetve a digitalis
olvasasi kdzeg esetében. A digitalis szOveg ugyanakkor bir egy sor olyan elénnyel,
amellyel analdg elédje nem, amely elénybdk az irodalomoktatasban sem lebecstlen-
dok egy digitalisan felgyorsult korban és oktatasi folyamatban. Ismeretes ugyanis a
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digitalis szévegek konnyen kezelhetésege (nagyitas, kereseés, masolas, kiemelées
stb.), amelyek elésegithetik egy adott irodalomora vagy irodalmi szeminarium szik
idOkeretei kozott az adott irodalmi széveg vagy szovegreszlet olvasasat, elemzéset,
a szovegreszletek kozotti ,,ugralast”, az iranyitott olvasast, a felmertilé kérdésekre
adott valaszt stb. Mindez megtehet6 megfeleld digitalis eszkdzokkel (pl. tabletek
minden egyes diak/hallgato elétt, laptop, projektor, okostabla), amelyeket igy nem
kizarni akarunk az oktatas folyamatabol, mint holmi zavar6 eszkdzoket, melyek csak
elvonjak a diak figyelmét a tananyagrol, hanem éppenséggel bevonjuk, beillesztjik
azokat az (irodalom)oktatas folyamataba, segitve, attraktivabba és hatékonyabba
téve azt. Megfeleld, céliranyos feladatokkal a diak ravehetd, hogy digitalis eszkdzeit
és figyelmét a tananyagra 6sszpontositsa, még ha nem is zarhato ki, hogy tekinte-
te olykor ,felrecsuszik” és mas fellleteken kezd kalandozni. Kell6 tirelemmel és
szakértelemmel el lehet azt is fogadtatni a diakokkal, hogy az irodalom is egy nagy
kaland, s hogy az irodalmi szévegekkel valo foglalatossag is lehet érdekes és él-
ménydus tevekenyseg. Az irodalmat oktato szemelye és az altala alkalmazott mod-
szertani és motivacios rendszer ekdzben persze épp oly fontos és meghatarozo
marad, mint az uj, digitalis kompetenciak megléte. Az oktato vagy pedagogus di-
gitalis (6n)képzése immar nem kevésbé fontossa valt, mint a hagyomanyos (tanari)
készségek és kompetenciak ugyszolvan ,.életfogytiglan” térténd fejlesztése.

A magyarorszagi helyzetbdl kiindulva ekdzben olyan idészakban élliink, amikor
(roviddel a Covid-jarvany elétt) ,,...a digitalis szévegértés terén kilondsen elszomo-
ritd volt a magyar diakok teljesitménye” (Steklacs 2018). Ezen pedig aligha segitett
a jarvanyhelyzet, melynek kihatasai altalaban az oktatasra vagy a tanuloi készsegek
fejlédésere nehezen felbecsiilhetok. Raadasul az irodalmi szévegek nem tartoznak
az éppenseéggel konnyen érhetd szévegek kdzé, annak ellenére sem, hogy az iro-
dalmi szdvegek is roppant sokfélék, s péeldaul egy révid anekdota olvasasa aligha
sa. Meglehet, leteznek az irodalminal nehezebb szdvegtipusok is, mint pl. a jogi
szovegek (amelyekkel a nyelvoktatok is elég ritkan foglalkoznak, iskolakban meg
kevésbe), de az irodalmi szdveg kétségkivil rendelkezik egy olyan fiktiv, szimboli-
kus jelleggel, amely mintegy elrejti a szOveg értelmét, igy az csak a szovegelemzo,
interpretativ munka soran tarhato fel. E feltarashoz pedig olvasasi, értelmezési, ide-
gen nyelv(i széveg esetében idegen nyelvi kompetenciak is sziikségesek, tovabba
nagy szerepet jatszik a tapasztalat (hasonlo szévegekkel), a tlrelem, nyitottsag,
kivancsisag. Sét, éppen egyfajta lassusag is sziikséges lehet az olvasas soran,
ami éppen a mai izgaga, liktet6é korban az egyik legnehezebb kihivas. Generaciok
néttek fel ugy, hogy gyors klikkelgetéssel azonnal ,feltarult” valamiféle informacio;
mikdzben a médiumokon keresztll informacidzuhatag lepi el az érzékeket, egyfajta
informacios jollakottsagot és fasultsagot, azaz éppen a kivancsisag ellenkezojét
okozva, addig az irodalmi sz6veg egyenesen lassitasra szolitja fel az olvasgjat, ha
ugyan van (meg) kit. Mindebbdl az irodalmi széveg egyfajta korszeritlensége fa-
kad, mely igy, peldaul a filmmel ellentétben, kdnnyen elveszitheti hiveit. Kérdés,
hogy mit tudnak ezen segiteni a (tag értelemben vett) digitalis eszkdzdk, valamint
ezek mennyiben moédositjak, illetve teszik hatékonyabba az irodalmi szbvegértést,
illetve egyaltalaban az irodalomoktatast.
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Digitalis (online) irodalomoktatas

Digitalis irodalomoktatasnak nevezhetjiik irodalmi ismeretek kodzvetiteéset tanora
vagy egyetemi kurzus keretein belll digitalis eszk6zOk segitségeével, illetve alkal-
mazasaval. A digital turn az irodalomoktatasban eppen arra utal, hogy a hagyoma-
nyos taneszkdzok (tabla, kréta, flzet stb.) helyett vagy mellett az irodalmi, illetve
irodalomtudomanyi ismeretek kézvetitése modern digitalis eszk6zokkel (hardware
es software) is tortenik. Itt tehat nemcsak arrol van szo, hogy laptop vagy okostabla
kerll a tanterembe, hanem egyszersmind és féleg arrol, hogy a tananyag tarolasa,
megosztasa, feldolgozasa, elsajatitasa, gyakorlasa, sét kikérdezése is megfeleld
software-ek, adatbazisok, programok, fellletek, (szocialis) médiumok segitségével
torténik vagy torténhet. Utobbiak szerepe szemlatomast megnétt az utobbi eviize-
dek, s féleg a jarvany kezdete ota eltelt idészak (egyetemi) irodalomoktatasaban,
beleértve a tav-, illetve online oktatast is. Bar hagyomanyos taneszkdzok és (ana-
log) tananyagok nem sziksegkeppen tlnnek el az iskolakbol és egyetemekrdl, a
korszerliség és a hatékonysag megkivanja, hogy az irodalom oktatasaba bevonjuk
a digitalis eszkdzoket és programokat, programfellileteket, a digitalis szévegeket,
hang- és képanyagot' egyarant.

Egyetemi koériimenyek kozott az irodalmi szOvegek es a szakirodalom nyomtatott
formaban is jelen lehet (pl. a kdnyvtarakban), ami 6nmagaban, mint analog oktatasi
forma, aligha akadalya a szaktudas kozvetitésének, noha a pragmatikus szempon-
tok (beleértve a gazdasagi szempontokat is) itt is a digitalis megoldasoknak ked-
veznek, tekintve a digitalis szovegek konnyebb hozzaferhetésegét, tarolhatosagat,
kezelhet8seget vagy éppen sokszorosithatosagat. Bar Magyarorszagon a digitalis
(szak)kbnyvek még nem tulsagosan elterjedtek, ahogy a digitalis kdnyvolvasas sem
- szemben egyaltalaban a digitalis szévegek olvasasaval, ami nyilvan mar gyako-
ri olvasasi szokasnak tekinthetd, csak nem feltétlentil terjed ki digitalis konyvek,
e-bookok olvasasara is -, nyugati példakat tekintve a jelenség terjedében van. A
germanisztikai irodalomoktatas pl. élvezheti az abbol adodo eldnyt, hogy a nemet
kdnyvpiacon az utobbi években szédiletes modon elterjedtek a digitalis kony-
vek, beleértve a szakkdnyveket, ezen beliil az irodalomtudomanyi szakkdnyveket
is. Tobb jeles kiado kinalatat figyelembe véve altalanossagban megallapithato,
hogy Németorszagban a kataldgusokban szereplé konyvek csaknem fele digita-
lis (e-book, pdf) formaban is kaphato. Néemely kiadd raadasul egylttesen és ked-
vezményesen kinalja az adott kdnyvet nyomtatott és digitalis formaban, igy pl. az
egyetemi tankdnyveknek szamito, tobb kiadd kdzremikoddésével kiadott UTB (Uni
Taschenblcher) szak-, ill. tankdnyvsorozat példanyait. Valo igaz, bizonyos, eléggé
nehezen atlathatd okokbol a digitalis kbnyvek ara sokszor alig vagy egyaltalan nem
marad el a nyomtatott ,parjuktol”, a fent emlitett elényok mégis a digitalis valtozat
mellett szolhatnak. Ugyanakkor kétségtelen az is, hogy a tobb szaz eurd érteki
szakkonyvekkel, legyenek azok analog vagy digitalis verziok, aligha duzzaszthato
fel egy germanisztikai egyetemi konyvtar, vagy akar az oktaté magankdnyvtara.

1 A képek szerepérél az oktatasban lasd: Benedek 2019.
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A magyar vagy szlovak (egyetemi) kdnyvtarak nyilvan nem versenyezhetnek a né-
met tarsaikkal a német nyelv(i (szak)konyveket illetéen, noha rendelkeznek néhany
szlikseges vagy nelkulozhetetlen példannyal. A digitalis konyvek ezen a helyzeten
is segithetnek, eéppen sokszorosithatésaguk folytan. Ezen megoldas, azaz a digi-
talis kbnyvek hasznalata, elengedhetetlennek bizonyult a jarvany, illetve a kotelezé
online oktatas idejéen, amikor raadasul a konyvtarak latogatasa is komoly nehéz-
ségekbe (itk6zott. Mivel az (esetiinkben: német) irodalomoktatas nem kepzelhetd
el (német) irodalmi szévegek (muvek) és szakkdnyvek nélkil, a jarvany idején a
(nemet) irodalom oktatoja kenyszerhelyzetbe kerllt: a konyvtarak latogatasa nelkail,
online oktatasi formaban is biztositani kellett a hallgatok szamara a tananyagot azon
tantargyak esetében is, ahol korabban ez inkabb csak analdg formaban allt ren-
delkezésre. S itt nem csupan arrol van szo, hogy sziiksegesnek mutatkozott a tan-
anyag digitalis tarolasa, illetve kdzzététele pl. a Moodle e-learning rendszerén ke-
resztll (amire a jarvany el6tt is volt példa), hanem arrél, hogy sok esetben el6szor is
el6 kellett teremteni az adott kurzushoz sziikseges un. primer és szekunder digitalis
szbvegeket, azaz a német irodalmi szévegek és az azokhoz kapcsolédo irodalom-
tudomanyi és -térténeti szaktanulmanyok €s szakkonyvek digitalis verzioit. A primer
szovegek digitalis formaban tortend fellelése meg nem jelentett kiiléndsebb prob-
[émat a korabbi évszazadok, illetve a 20. szazad elejének vonatkozasaban, hiszen
e szovegek tdbbnyire ingyen hozzaférhetdk a vilaghalon, a késébbi muvek, illetve
a szakkonyvek azonban mar komoly jogi, illetve anyagi akadalyokat jelenthettek a
hallgatok szamara. Minthogy az online oktatas tobbnyire otthonrol tértént, nem volt
elvarhato az oktatoktol analog szovegek tdmeges szkennelése, sem a hallgatokiol
a digitalis szakirodalom koltséges beszerzése. A megfeleld szakmai minéseg fenn-
tartasa erdekében, ami a legujabb szakirodalomban valo tajékozottsagot is jelenti,
megoldaskent a digitalis szakirodalom beszerzése maradt, amely természetesen
nem lehetséges minden anyagi raforditas nélkil, de azzal az elénnyel jar, hogy
konnyliszerrel megoszthato az adott célcsoportokkal. A korszer( szakirodalom digi-
talis megosztasa ugyanakkor egy jogi ,szlirkezénat” is érint, amit nem hallgathatunk
el: a legtdbb kiado tiltjia a (szak)kdnyvek sokszorositasat és ilyetén kozzétételét,
viszont egy konyv kélcsbnadasa aligha tekinthetd bldncselekménynek. A veszp-
rémi vagy komaromi germanisztika sajnos csak kevés hallgatéval rendelkezik, igy
a digitalis szakirodalom kodlcsdnadasa (annak megosztasa pl. a Moodle, de akar a
Facebook felliletén is) csak maréknyi csoportokat érintett.

A jo mindségu (digitalis) szakirodalom szlikséges, de 6nmagaban természete-
sen nem elégseges feltétele a jo mindsegl egyetemi oktatasnak. A jarvany és az
online oktatas ezen tulmenden is szamos kihivassal €s tanulsaggal szolgalt oktatok
es hallgatok szamara egyarant. Az online oktatas felért egy fordulattal a (digitalis)
fordulaton bellil, egy éles paradigmavaltassal a (digitalis) paradigmavaltason beldl.
Az online oktatas soran vilagossa valt, hogy a digitalis eszk6z6k nem csupan jaru-
lekos vagy fakultativ oktatasi eszkdzok, hanem éppenseggel nélkiildzhetetlenek az
oktatasban. A digitalis technikai eszk6zok hianyossaga, csakugy, mint a digitalis
kompetenciak esetleges hianya immar ,husba vago” probléma lett, s bizony el-
tindédhetliink azon, hogy miként lett volna lehetséges barmiféle oktatas, ha a jar-
vany a digitalis fordulat el6tt kovetkezik be... Szinte oktatastorténeti kuriozumnak
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tekintheté immar, hogy a Pannon Egyetem 2019-ben digitalis tovabbképzesben
részesitette az oktatoit, ami egy évvel kesObb roppant hasznosnak bizonyult: a tan-
folyamon elsajatitott digitalis modszereket igy szinte azonnal szamonkerte az élet.
Ugyanakkor a digitalis kompetenciak 6nallo fejlesztése mint egyfajta digitalis auto-
didaktizmus is kétsegkivill jol jott a jarvany idején torténd online oktatas, sét az ezt
kovetd jelenléti oktatas soran is.

Ennek illusztralasara tekintstink vegul két olyan digitalis platformot, melyeket e
sorok szerzdje az online oktatas soran, de azota is sikerrel hasznal az irodalomok-
tatas gyakorlataban. A veszpremi Pannon Egyetemen, illetve a komaromi Selye
Janos Egyetemen 2020 marciusatol folyt online oktatas, beleértve a majus-juniusi
vizsgaid6szakot is. A jelzett év 6szének elejéen ugyan atmenetileg jelenléti oktatas
folyt, de ezt 2020 okioberében ismét felvaltotta az online oktatas, mely aztan egész
tanévben fennmaradt. A gyors atmenet egy Uj oktatasi formara nem kevés nehézse-
get jelentett, nemcsak digitalis technikai, hanem pedagogiai, illetve szakdidaktikai
szempontbdl is. Ujra kellett gondolni, hogy mit jelent ebben a helyzetben az egye-
temi oktatas, ezen belll az eléadas, a szeminarium, a vizsgaztatas ,mdfaja” stb.
Egy uj terminus is elSkertlt: a webinarium, amely az online szeminarium mfajat volt
hivatott jeldIni. Oktato és hallgato egy uj kommunikacios formaval, illetve helyzettel
nézett szembe, mely a technikai allapotok szeszélyenek is ki volt téve (akadozo
programok, alacsony internetsebesseg, a vonalak tulterheltsége stb.), s amely az
irodalomoktatas soran is gyakran észlelheté volt. A Selye Janos Egyetem hivatalos
telekommunikacios platformja, a BigBlueButton - leginkabb a tulterheltség miatt
- nem valtotta be a hozza f(iz6tt digitalis reményeket. Megfelelébb alkalmazasnak
bizonyult a Skype rendszere (a Zoom inkabb az értekezletek és konferenciak al-
kalmazasa maradt), mely tobbé-kevesbe zokkendmentesen tette lehetévé a kep
és a hang, valamint, sziikebb mértékben, szévegek kodzvetitését is. Mivel mind a
veszprémi, mind a komaromi germanisztikai oktatas német nyelven zajlik, vagyis az
irodalomoktatas egyben egyfajta (bar elterd szintl) idegennyelv-oktatast is jelent,
kuléndsen fontos volt az online eléadasok és szeminariumok soran a tiszta hang,
kiejtés, artikulacio, intonacio jo minéségu érthetdsége csakugy, mint a gyakori fe-
edback éppen ezen érthetdség ellendrzese, tisztazasa végett. A 45 vagy eppen
90 perces el6éadasok soran célszerlinek mutatkoztak a gyakori visszakérdezések,
valamint az irasbeli jelzések a Skype chat-fellletén. Utobbi fellilet azonban elég-
ge szuk keretet kinalt az (idegen nyelvl) irasbeli kommunikacié vagy eszmecsere
szamara, ami akar az alkalmazas hatranyanak is nevezhet6 eppen az idegen nyelvi
iraskeszseg gyakorlasa, fejlesztése szempontjabol, ami a webinariumok szintén ki-
emelt célkitlizése volt.

E hianyossag kikiszdbolése érdekében egy masik platform alkalmazasara is sor
kertlt: a Google Classroom, illetve a Google.doc alkalmazasok kell6 digitalis teret
biztositottak az irasos informaciocserének, oly médon, hogy ezen informaciocsere
gyakorlatilag parhuzamosan torténhetett az oktatd és a szeminariumi csoport re-
szérdl, az eltéré egyéni iraskészsegek (irasgyorsasag) ellenére is. Didaktikai, de
a szeminariumi teljesitmény kiértékelése szempontjabdl is hasznosnak bizonyult
pl. az a modszer, mely szerint minden egyes hallgato egy valasztott szinnel irta be
megjegyzeéseit, kérdéseit, valaszait a Google-dokumentumba az egész félév soran,
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igy aktivitasa folyamatosan kovethet6 volt, tekintve, hogy a ,,webes” dokumentumba
beirt informaciok automatikusan tarolodtak és az egész csoport szamara folyama-
tosan (tehat a kurzus idépontjan tul is) hozzaférhetok voltak. A dokumentumba beirt
linkek tovabbi informaciok, segédletek (pl. kép vagy hanganyagok) ,bekapcsola-
sat” is eldsegitette. Vegul az igy létrejott kdzos Google-dokumentum a tananyag
részeve valt, és példaul a vizsgara valo felkésztilés idején fontos segitséget nyujtha-
tott a hallgatok szamara. A Google.doc szakdidaktikai elényeit a kdvetkezoképpen
lehet 6sszefoglalni:
e az irasbeli nyelvi (beleertve a lexikai, grammatikai) kompetenciak, illetve
szakkompetenciak fejlesztése azonnali feedback mellett;
e parhuzamos (szimultan) kommunikacio lehetésege;
¢ csoportmunka lehetésége a megoldasok és eredmények szimultan (irasbe-
* kozvetlen informaciocsere es tudaskozvetités az oktatod és a hallgatok kdzott
(akar alacsony adatforgalom mellett is);
e a webinariumon (pl. egy irodalmi szévegelemzésben) valo aktiv részvétel
motivacioja;
* tobbféle digitalis szakdidaktikai eszkoz (képek, illusztraciok, hanganyagok)
alkalmazhatosaga,;
¢ allando (tehat a webinarium idékereteit tulhaladd) hozzaférés a tananyag-
hoz, jegyzetekhez, hazi feladatokhoz stb.;
¢ digitalis anyagok tarolasa jovébeli tan- és szakmai tevekenységekhez.

Emellett természetesen a hatranyok is emlitést érdemlenek. A Google.doc ugyan-
is 6Gnmagaban nem fejleszti az auditiv nyelvi kompetenciakat, valamint csak egy
viszonylag lassu tudaskdzvetité folyamatot enged meg, tekintve, hogy a sztenog-
rafikus kompetenciak nem feltétlenil allnak magas szinten a hallgatok kérében.
Azonban olyan digitalis audiovizualis kommunikativ eszkdzékkel kardltve, mint a
Google-Meet, a Skype vagy akar a Facebook?, a Google.doc egy komplex tudas-
kozvetitést segithet eld, beleértve az irodalmi vagy irodalomtudomanyi ismeretek
kozvetitését is.

2 A hallgatok altal maganceélra is gyakran hasznalt Facebook alkalmazas platformjai is igencsak hasz-
nosnak bizonyultak az online irodalomkutatas soran és azota is. A tematikus, az adott tantargyhoz
kotott, zart Facebook-csoportok létrehozasa lehetévé tette egyfeldl a csoportok tagjaival valo
zOkkenémentes kommunikaciot, masfeldl adatok (jegyzetek, képek, szovegek, tanulmanyok, sét
szakkonyvek!) feltoltését és tarolasat, tovabbi linkek megadasat stb. A Facebook szakdidaktikai
haszna, aminek kutatadsa ma még gyerekcipdében jar, igy a gyakorlatban nyert megerdsitést.
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Zaré6 gondolatok

A német nyelvteriileteken kivil es6 germanisztikai oktatas (az un. Auslandsgerma-
nistik), ezen bellil is a német irodalom oktatasa az egyetemeken tobbféle kihivas-
sal néz szembe. A német szakos hallgatok alacsony szama, mely altalaban véve a
német nyelv helyzetével is Osszefligg, csak az egyik ezek kodzul. A masik tényez6
altalaban az irodalom, illetve a hagyomanyos értelemben vett olvasas helyzete a di-
gitalizalt és erdteljesen mediatizalt vilagban. Az irodalom oktatasanak egyszerre kell
figyelembe vennie az irodalomtudomany, illetve az irodalomelmeéletek fejlodeset,
paradigmavaltasait az elmult 6tven évben, de féleg az elmult évtizedekben, és a di-
gitalizacionak az élet és az oktatas minden tertletét befolyasolo és behalozo kovet-
kezményeit. Az irodalomoktatas sem maradhat ki a digitalis forradalombol, és nem
hagyhatja figyelmen kivil az ifju generaciok digitalis igenyeit sem. A digitalis kihiva-
sokra nem a kapitulacio a helyes valasz, hanem a kreativ alkalmazkodas, amely ki-
aknazza a digitalis fejlédés kinalta lehetéségeket. Nem arrol van sz6, hogy minden
digitalis eszkozt, legyen az program, platform, applikacio stb. azonnal kritikatlanul
at kell venni, hanem arrol, hogy a szaktudast, a kompetenciakat megfelel6 digitalis
eszkdzokkel is fejleszthetjik. A fentiekben ilyen eszkdzokre, megoldasokra probal-
tunk utalni. Az emberiség tdmentelen tudast halmozott fel az évezredek alatt, s a
német irodalom (mint német nyelvi irodalom) is rengeteg mivet, széveget produ-
kalt a (kora) kdzepkortol kezdve, megpedig nemcsak a mai Néemetorszag teruletén,
hanem példaul a Karpat-medencében is, raadasul oly médon, hogy sokszor a régio
egyeb nyelveivel, irodalmaival is 6sszefonodott. Az ezekben a szévegekben rejlé
tudast nem dobhatjuk ki az ablakon sem azért, mert idegen nyelv alatt hovatovabb
mar csak az angolra gondolunk, sem azért, mert a digitalizacio itt a nyakunkon. A
digitalizacio nem lehet dncél, mert akkor keveset ér; de lehet egy nemesebb, a
multba és a jovdbe egyarant tavolabb tekintd cél hasznos eszkdze.
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1. Bevezetés

A rendszervaltas el6tti magyar rendérsegrdl Horvath Balazs, az Antall-kormany bel-
ugyminisztere igy veélekedett 1990-ben ,[...] a gondolkodast megnyomorito, énallo
kezdeményezésre képtelen, felelésséget vallalni nem tudo egyének gyllekezete
a szocialista hatalom renddrsege” (Horvath 1990, 4). A magyar rendészet egyik
legnagyobb adossaga a stratégiai szemlélet hianya mellett talan éppen az, hogy
nem kelléen nyitott a kulféldi, innovativ, a gyors valtozasokat kdnnyebben kévetd
és valos megoldasi javaslatokat, valaszokat kinalé6 modszerekre (Christian 2016).
»A blinmegel6zési rendszer sikerének kulcsakeént a helyi blinbzéssel kapcsolatos
problémak helyben térténd kezelése mellett, helyi kdziigyként megfogalmazott
blinmegeldzési stratégiaval és taktikaval, decentralizaltan lehet eredményt elérni. A
felvetés helyességéhez kétség sem férhet, Ujszerlisége abban all, hogy a rendveé-
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delem felépitménye - ideértve a blinmegelézés rendszerét is - erésen centralizalt
maradt, a szervezeti strukturaban legfeljebb a dekoncentracio elve érvényesiil és
csak elvétve bukkan fel a ddntési jogositvanyok vagy dnallé dontéshozatalra tértend
felhatalmazas decentralizacioja” (Christian 2018, 37). Christian (2018) véleménye
szerint a renddri munkat alapjaban atszovi a statisztikai szemlélet, holott ez csak az
egyik nézépont kellene, hogy legyen. A masik oldal, az emberek biztonsagérzete,
a bizalom a renddrség irant, azaz a tarsadalmi értékelés figyelembevétele hattérbe
szorul. [gy a statisztika alapjan nem mérheté az emberek valds véleménye. Verecz-
kei Csaba renddr dandartabornok véleménye szerint a rendérség valos partneri ha-
|6zatra tud tamaszkodni, és a kommunikacionak minden szinten, minden iranyban,
valamennyi partner vonatkozasaban kivaloan kell miikddnie (Christian 2018b, 40).

A szocialista jellegu allamformat maga mogott hagyo Magyar Kormany 1990 ta-
vaszan azzal a kéréssel fordult a svajci illetékességl TC Team Consult multinacio-
nalis céghez (Team Consult 1991, 28), hogy tamogassa a Magyar Rendérseg at-
szervezéset es demokratizalasat. A kutatas 6t tengelyt azonositott be, ezek kozul az
egyik, jelen tanulmany szempontjabdl fontos pont az 6tdédik, amely alapjan fontos
az uj jellegli kapcsolat kialakitasa a két fél, a lakossag és a rendérség kézott. A
méltatlanul elfeledett és csak részelemeiben megvalosult - az akkori kormanyzat
és renddrseg altal is elfogadott - program kimondta, a renddrsegi szervezetek ra
vannak kenyszerulve, hogy folyamatosan tovabb fejlédjenek. Egy jévébeni sikeres
renddrseégi szervezet végrehajtoi teljesitmeényét oda kell dsszpontositani, ahol a tar-
sadalmi elvarasoknak megfelel6en a legtobb siker tervezhetd, a polgarokat pedig
onallo cselekvesre kell felhatalmazni es felbatoritani, hogy ne csak a kdzigazgatas
intézkedéseire varjanak (ezzel egyltt pedig az ellendrzés is a blrokraciarol egyre
erésebben a polgarokra harul). A végrehajtok a jelenlegi reagald helyzetbdl tore-
kedjenek a proaktiv, a problémakat megoldo szerepbe jutni, célként megjelblve a
tarsadalmi intézményekkel, a lakossaggal kd6zosen, a biztonsag mint termék meg-
teremtését (Christian 2019).

A renddrsegi reform bizalomépitési alapelveként fogalmazéodik meg a lakossag
€s az intézmeények kozotti halozatos partnerkapcsolatok kiépitése, a proaktiv €s
megel6zd cselekvések szilkségessége, a renddri munka helyi igényekre szabasa,
a dontési lehetéségek helyi szintre delegalasa (Christian 2019, 79). Napjaink ilye-
tén rendészeti, kozossegi modelljét az allami rendérség és a piaci alapon mikoédé
maganbiztonsagi szolgaltatok dichotomiaja mellett a harmadik utnak szoktak nevez-
ni. Olyan lehet6ségnek, amely a tarsadalomtol elszakadt, erdteljesen hierarchizalt
renddrseég helyett a lakossaggal tortend egyittmiikddeést helyezi elétérbe (Christian
2010, 423-426).

2. K6zosségi rendészet

A féleg angolszasz tertileteken jelen lévd kdzdsségi rendészeti modell tiszavirag
eletli honi kezdeményezeserdl a Magyar Belligyminisztérium oldalan is olvasha-
tunk. ,A kdzdsségi rendészet modellje kreativ megoldasokat alkalmaz, és minden
esetben bevonja a helyi lakossagot a problémak megoldasaba, igy a polgarok kdz-
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vetlenebb elérése, fogadoorak megtartasa, binmegel6zési eléadasok lebonyolita-
sa, valamint tovabbi személyes kapcsolattartas valosulhat meg a kdzdsségi rendor
munkajanak kdszonhetéen: a kdzdsseégi renddr kdnnyen elérhetd, kérdésekkel,
észrevételekkel lehet hozza fordulni.”!

A kozbsségi rendészeti modell kdzépponti eleme a lakossag és a renddérség
szoros kapcsolata, amelynek taktikai elemei koze a gyalogos jarérézes, az infor-
maciogylijtés, a problémamegoldas, a kdzdsséggel valo rendszeres konzultacio
és kapcsolattartas, a segélykérésekre torténé reagalasok sorolhatok. Kilonos
hangsuly esik az informacidaramlas - blincselekmények felderitesét celzo -
hatékonysaganak jarérok és nyomozok kozotti ndvelésere, a merhetd eredmenyek
jelenlétére, gondolva itt példaul a lakossag szubjektiv biztonsagérzetének erésode-
sére, a lakokornyezetek életmindségének javulasara, az allampolgari elégedettseg
szintjének novekedésére, a blindzés mértékének csdkkenésére (Christian 2010,
423-427).

A kozossegi rendészet az allampolgarokkal kdzdsen vegzett proaktiv rendésze-
ti tevékenységet hangsulyozza, amelynek f6 célja a blinmegelézés, a rendészeti
problémak kezelése, a félelem csokkentése. Esszencialis eleme a szervezeti refor-
mokon nyugvo, a helyi kozosseggel 6sszehangolt egylttmikoédésre 6sszpontosito
problémaorientalt megkozelites (Miller et al. 2010, 5-7). A kdzOsségi rendészet
fészerepldje pedig a korzeti, a kdozOsseégi rendor, aki a szamara rendelkezésre allo
informaciokat, adatokat feldolgozva végzi mindennapi szolgalati tevékenységét a
kozOsseg erdekében.

3. Az e-k6zOsségi rendészet fogalma

Hu és Lovrich vezette be az ,,elektronikus kdzosségorientalt rendészet” (electronic
community-oriented policing, E-COP) fogalmat 2020-ban a rendészeti egységek
altal vegzett kommunikacios tevekenyseg jellemzésére. Azt vizsgaltak, hogy a ko-
zOssegi média hogyan befolyasolhatja a renddrseg-kozosseg kozotti kapcsolatot
(Hu - Lovrich 2020). A fogalom létrehozoéi elméleti hattér és empirikus kutatasi
eredmenyek bemutatasa altal tamasztjak ala a hagyomanyos kdzdssegorientalt
rendészeti stratégiak idészer( paradigmavaltasanak sziikségességét, atlepve a 21.
szazadba. Az ,elektronikus kdzdsseégorientalt rendészet’” a rendfenntartas szisz-
tematikus megkdzelitéseét képviseli, amely az egyeéni, a tarsadalmi viselkedés és a
tdmegkommunikacié dinamikajabol szarmazoé ismereteket a kortars renddéri gyakor-
latra alkalmazza (Hu - Lovrich 2020). Az ,,e-kbzdssegi rendészet” fogalmat Magyar-
orszagon Uricska Erna vezette be (Uricska 2022a).

Az ,.e-kdzbssegi rendeszet”’ (angolul e-community policing) a rendészeti egyse-
gek altal végzett, online térben zajlé kommunikacios tevékenységek altal létrejott
problémafeltarasok és megoldasok 0sszessége, amelyeknek célja - a tradicionalis
kozOssegi rendészet alapelveinez hasonloan - a renddrseg és a kdzosseg tagjai

1 Kozbsségi rendészet Magyarorszagon, https://bmprojektek.kormany.hu/kozossegi-rendeszet-ma-
gyarorszagon (Letoltés: 2023.06.05.)
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kozotti kapesolat fenntartasa, javitasa, a javitasara iranyuld szervezeti stratégiak
megfogalmazasa és alkalmazasa. Az internet megjelenése és a ,vilagfalu” (global
village) hasonlat (Martens et al. 2010) kiterjesztése altal az online térben is kivi-
telezhet6 a problémak kozds feltarasa, a problémak megoldasara tett javaslatok
megfogalmazasa a renddrség és lakossag tagjai kozott a kdzosségi media és
kozOsségi oldalak megfeleld alkalmazasaval. Magyar nyelven nem pontosan fedi
le egymast az ,.elektronikus kézdsségorientalt rendészet” és az ,,e-kdzbsségi ren-
dészet” fogalma. Utdbbiban magyar nyelven is érzékelhet6 az internet nyelvhasz-
nalatanak rovidité tendenciaja, tovabba sokkal inkabb jelen van benne nemcsak
az, hogy a kdzdsseég felé nyit a rendérség, hanem az is, hogy vele egyiitt probal
egy kozossegkent kozos megoldasokat talalni. Az ujfajta filozofia és szemléletval-
tas egyarant tetten érhet6 a verbalis tartalmakban, pl. a nyelvészet terliletén, ahol
a nyelvhasznalatban bekdvetkezett valtozas tudomanyos modszerekkel kutathatod
€s parhuzamosan megjelenik a vizualis tartalmakban (képek, videok, infografikak
stb.), amelyek tekintetében szamos kreativ megoldas létezik.

4. Az online rendészeti kommunikacio és pragmatikai megko-
zelitése

A rendészet a kdzigazgatas kiemelkedden fontos tertlilete, lényegét a legtomoreb-
ben a biztonsag szo6 fedi le (Balla 2017). A biztonsag megteremtése nem egyedil
a renddrseg feleléssége, habar igyekeznek kizarolag ezt a feladatot a renddrségre
haritani. A biztonsag komplex, modern megkézelitését a tarsadalmi egytittélés
minésége hatarozza meg. A kdzosségi rendészet koncepcidja szerint a renddr-
seg is a kdzdsseg része, amely az életmindségre a lakosokkal valo egyuttmikddeés
és megfelel6 kommunikacio révén tud hatni, tovabba ,,a szolgaltatd és decentrali-
zalt, a lakossagban bizalmat fokozo renddrség noveli a jogkdvetést és a kdzbizton-
sagot” (Toth 2021, 206).

A fentiekbdl is kdvetkezik, hogy a rendészeti kommunikacio elsésorban tarsa-
dalmi célu kommunikacio, a tevékenységek sokfajta és sokrétl jellege miatt pontos
korilhatarolasa nehéz. Lényegét tekintve ,a tarsadalomrol szol, és benne is van
a tarsadalomban, és hozzajarul a tarsadalmat alkoté kommunikaciés gyakorlatok
fejlédésehez” (Craig 2013, 7). A renddrség és rendészet fogalmainak eltérd jelen-
tése miatt a rendérsegi €s rendészeti kommunikacio sem ugyanaz (Darron 2017).
Arenddri, ,renddrségi kommunikaciot ugy lehet jellemezni, mint kbzvetlen, iranyitoi
szemely felett” (Darron 2017, 8), mig a rendeszeti kommunikacio képes a rend-
Orsegi kommunikacios stilus mellett arra, hogy az allampolgar is hangot adjon a
velemeényének, megpedig parbeszéd soran, és bizalmi kapcsolat j6jjon létre az
allampolgar részérdl is (Darron 2017).

A kommunikacios helyzet meghatarozza az abban részt vevok viszonyat és sze-
repét (Hulyak-Tomesz - Domonkosi 2020), ebbdl fakadoan a kilonb6zé online
fellleteken a befogadodi oldalrol eltéré megnyilatkozasi stilus kétédhet az egyes
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kommunikacios helyzetekhez a rendészeti kommunikacioban is. Az 1990-es évek-
ben az internethasznalat elterjedése egy Uj kommunikacios és nyelvi mod meg-
jelenéséhez vezetett (Istok 2019). Ez tetten erheté még az olyan hierarchikusan
muUkodd kozigazgatasi szervezetek online fellleteinek esetében is, mint a Magyar
Renddrség. A magyar szervezet, hasonloan tébb nemzetkdzi szervezethez, a ko-
rabbi nyelvi stilusaval 6sszehasonlitva az online fellleteken egy kétetlenebb nyelvi
stilust alkalmaz, melynek része - hogy csak néhanyat emlitsiink - a humor, az
ironia és a kilonbdzd szoképek alkalmazasa (Uricska 2022b).

A pragmatikai szemlélet kiemelten jelen van a kommunikaciokdézpontu ku-
tatasokban (lasd példaul Falyuna Noéra és Szab¢ Lilla P. munkait). Mielétt a
rendészeti kommunikacio pragmatikai jellemzdinek vizsgalatara ratérnénk, fontos a
pragmatika és nyelvészeti pragmatika fogalmait kettévalasztani és megmagyarazni.
A nyelvhasznalat - legyen az akar szobeli, akar irasbeli megnyilatkozas - tarsas
tevékenységkeént, pontosabban tarsas kognitiv tevékenysegként is felfoghato
(Tatrai 2011). A nyelvészeti pragmatika a nyelv hasznalatanak vizsgalata, azt
kutatja, hogy hogyan hasznaljuk a nyelvet bizonyos kontextusokban. A nyelvészeti
pragmatika mint a nyelvi tevékenységet a maga teljességeében atfogd szemléletmod
kozponti szerepet t6lt be a nyelv funkcionalasanak megragadasaban (Tatrai 2011).

»A pragmatika a nyelvi formak és a nyelvi formak hasznaloi kézotti kapcsolatot
vizsgalja [...], a nyelv hasznalatanak kérdéseivel foglalkozik” (Dér - Csontos 2019,
7). Utébbi kutatasok elég késén, csak az 1970-es években kezdtek elterjedni,
ugyanis korabban a pragmatikat szlikebb értelemben véve a nyelvi rendszer és
nyelvhasznalat kontextusaban vizsgaltak, és nem figyeltek eléggé a nyelvet hasz-
naldkra. A pragmatika holisztikus értelmezése alapjan ,esernyékent” tekint a tudo-
manyteruletre (Tatrai 2006, 31). ,A nyelvészeti pragmatikat két nagy tertiletre lehet
felosztani: a nyelvhasznalat szlikebb részére fokuszald mikropragmatikara, illetve
a kommunikal6 felek interakcidinak kutatasara, elemzéseére fokuszald makroprag-
matikara. lde tartozik példaul a nyelvi udvariassag és a nyelvi manipulacio. Tovabba
meg kell emliteni a metapragmatikat, amely a pragmatika altal alkalmazott alapelve-
ket Oleli fel, igy az egylttmikddesi alapelvet is” (Dér - Csontos 2019, 8-9).

A célok és szandékok nyelvi eszkdzzel torténd kifejezésekor minden kommu-
nikacios helyzetben, legyen az szobeli vagy irasbeli megnyilatkozas, t6bb nyelvi
eszkozbdl lehet valasztani, ,ez jobban kiemeli az egymassal diskurzust folytatok
konstruktiv hozzajarulasat a nyelv mikoédésehez, funkcionalasahoz” (Tatrai 2011,
9). ,A deixis fogalmanak réetegzése soran meg kell emliteni a tarsasdeixist, sze-
mélydeixist és attitiiddeixist. [...] Azokat a lehet6ségeket jelenti, amelyekkel a dis-
kurzus kortlmeényeire, illetve kilonb6z6 aspektusaira lehet kdzvetlendl utalni. A
deixis mdveletét deiktikus nyelvi elemek jelenitik meg. A deiktikus nyelvi elemek
kozé azokat a mutatd és személyes névmasokat, hatarozoszokat, valamint lexikai
es morfologiai lehetéségeket soroljuk, amelyek segitsegével a megnyilatkozo kdz-
vetlendl tud utalni a beszédhelyzetre, vagyis a diskurzus szituacids kontextusara,
illetve annak valamely 6sszetevdjére” (Tatrai 2011, 126-150).

Ezek a deiktikus elemek lehetéve teszik azoknak a tarsas viszonyoknak a felis-
merhetdségét, amelyek a résztvevék kontextusban jatszott szerepéhez kétéddnek. A
tarsas deixis és az attitiddeixis muvelete a kognitiv pragmatika fogalomértelmezése
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szerint ,olyan nyelvi miivelet, amely a diskurzus értelmezésebe bevonja a resztve-
vOk tarsas vilagat, vagyis azokat a kontextualis ismereteket, amelyek a beszédhely-
zet szemeélykdzi viszonyainak a feldolgozasabol szarmaznak” (Verschueren 1999,
20-21; Tatrai 2011, 127). Az attitiddeixis a tegezés és magazas formajaban érhetd
tetten leginkabb.

5. A kutatas célja

A kutatas célja annak kvantitativ és kvalitativ vizsgalata, hogy a Magyar Renddérség
a hivatalos honlapjan, illetve Facebook- és Instagram-oldalan létrehozott szévegek-
ben milyen nyelvi elemeket, nyelvhasznalati stratégiakat alkalmaz az olvasok - nyilt
platformokrol lévén szo: a kdvetdk - iranyaba. Tetten érhet6-e a tegezés forma-
ja? Ha igen, annak mi a célja? Az, hogy pozitiv képet kapjanak a szervezetrdl a
celkdzonség tagjai, ezaltal javuljon a megitélésik a renddrségrél? Ezaltal esetleg
egyuttmikodésre 0sztondzze a tarsadalom tagjait baleset-megelézési célbol? II-
letve a palya vonzova tételének érdekében létrehozott hirdetésekben munkaerét
toborozzon?

6. A kutatas modszertana és mintaja

A kutatas modszertana a tartalom- és diskurzuselemzés, pontosabban azok ,a
kontextualis tényez6k, hogy ki, kinek, mikor, hol és miért, milyen célbdél mond vagy
ir valamit” (Dér - Csontos 2019, 13), mert ezek a célok és szandéekok szempont-
jabol kiemelt jelentéséggel birnak, ezaltal sziiksegszerlien meghatarozzak a dis-
kurzusok megalkotasat és azoknak adekvat értelmezését is. A rendészeti irasbeli
kommunikacio terén létrehozott szovegek vizsgalata soran arra vagyunk kivancsiak,
hogy milyen tematikajuak azok a bejegyzések, amelyek megjelentek mindharom
felileten. Diskurzuselemzeésiink fokuszaban a tarsas deixis és az attitiddeixis
muveletei allnak. A diskurzus fogalma szamos modon definialhato, itt két vagy tobb
ember kozott létrejovd nyelvi tevekenysegként tekintlink ra. Az értelmezés soran
fontos, hogy az online tér kdzvetett interakciot eredményez, vagyis a kommunika-
cioban részt vevo partnerek nincsenek jelen a kommunikacios tevekenyseég soran.

Az elemzést harom online fellilet, a police.hu, a Magyar Renddrség hivatalos
honlapja, a Magyar Renddérség Facebook-oldala és a Magyar Renddrség Instag-
ram-profilja, a police_hu szdvegeiben vizsgaltuk meg. Kilénos figyelmet szentel-
tink annak, hogy a szervezet tagjaira valo utalas szavak szintjen, személyes név-
masok alakjaban és toldalékok (személyjel) formajaban hogyan jelennek meg a
kulénbozo fellleteken, illetve hogy ezek hasznalata igaznak, kiléndsnek, esetleg
ellentmondasosnak tlinik-e, van-e visszahatas a nyelvhasznalat tekintetében a plat-
formok kozott. Visszahatas alatt jelen esetben a platformok egymasra (oda-vissza),
nem magan a platformon zajlé kommunikaciora vonatkozo hatasat ertjik.
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7. A kutatas eredményei

A kutatas korpuszat az elsd olyan hénap soran sziiletett bejegyzések képeztek
(2020. junius 22. - 2020. julius 21.), amikor mindharom korabban emlitett fellle-
ten megjelent a Magyar Renddrség. A vizsgalt idétartamban az 6sszes letrehozott
bejegyzések szama (N=843) volt, amelybdl 730 bejegyzést a hivatalos honlapon,
a police.hu-n hozott létre a szervezet. A Magyar Renddrség Facebook-oldalan 74
bejegyzés jelent meg, melyhez csak 14 esetben tartozott széveges tartalom is,
a tobbi kizarolag fotd volt hashtag és széveg nelkill, igy sok esetben nehéz volt
ertelmezni, hogy mirdl szol az esemeny. A police_hu Instagram-profilon 39 foto
talalhatd a mintaban, amelybdl 26 fotohoz tartozik szdveg is (1 kép - 1 szbveg), a
fennmarado 13 esetben a bejegyzésekhez tobb fotot csatoltak az adminisztratorok.
Viszonylag keveés, 6sszesen 28 az olyan bejegyzések szama, amelyek legalabb
kett6 vagy mindharom fellileten megjelentek (lasd 1. tablazat).

Két olyan esemény volt, amely mindharom fellileten megjelent verbalis és vizua-
lis tartalommal. Az egyik ilyen a szervezet egeszeét erintd, annak imazsat €s ,,brand-
jét” leginkabb megjelenité tisztavato, illetve tiszthelyettes-avato. Az esemény bemu-
tatasa soran erhet6 tetten leginkabb a szervezet Gnmagarol alkotott képe, illetve az,
hogy azt hogyan szeretné a tarsadalom tagjai, a kuilvilag felé prezentalni (errél rész-
letesen szolunk a kdvetkezd alfejezetben). A masik olyan bejegyzés, amely megje-
lent mindharom feliileten, egy kampanyvideo volt (lasd részletesen késdbb), amely
a Magyar Renddrség baleset-megeldzési (ittas vezetés elleni) kampanyanak része.

A tovabbi tartalmak tekintetében a vizsgalat révid idétartama alatt nem lehet to-
vabbi alcsoportokat kijelolni, a baleset-megelézéstdl a renddri jarmlveken és a
nemzetkozi egylttmukodésen keresztll az allatmentésig a szervezet e rovid id6
alatt online bemutatja tevékenysége sokrétliségét (a témakat lasd a tablazat els6
oszlopaban). Jelen tanulmany célja elsésorban nem is a tartalomelemzésre, ha-
nem a nyelvészeti valtozokra fokuszal.

Téma police.hu Facebook police_hu
Osszesen (n=28) 8 12 8
Irany a Facebook! 1(06. 22.) 1(06. 22.)
Szexudlis erészak és abuzalas 1(06. 27.) 1(06. 27.)

(
(
Vizpart, strand9lqs, vizi rendészet, 1(06. 23) 1(07.18)
baleset-megeldzés
(

Kitalalt torténet - , 6n-elrablas” 1(06. 30.) 1(06. 30.)
Ne hlzz lapot 19-re! A kézlekedés nem

jatek! 1(07.02.) 1(07.02.) 1(07.02)
Tisztavato

Készenléti Rendorség/tiszthelyettes- 141(07.08) | | 28? gg:; | ((8675'_ gg'_))
avato

Kis kuvik bagoly 1(07.03)) 1(07.03.)
Hollokd 1(07.04.) 1(07.06.)
Nemzetkozi egylttmikodés - terepjarok 1(07.05.) 1(07.09.)

Rendérrepiildk 1(07.09.) 1(07.04))
Iskoladrség 1 (datum nélkul) 1(07.16.) 1(07. 20).

1. tablazat: Az elsé honap a harom felllet esetében (sajat szerkesztés, forras: Uricska
2022a)
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7.1. A szervezet és tagjainak megjelenitése

A police.hu honlapon szogyakorisag-vizsgalattal (zarojelben az esetszamokkal) az
alabbi kifejezések jelentek meg a szervezetre, illetve annak tagjaira vonatkozoan:
renddr (7), renddrség (6), megyei (6) fékapitanysag (5), készenléti (4), KR (a Ké-
szenléti Renddrseg betlvel valo helyettesitése) (4), Frontex (4), hatarrendészeti
(4), egyuttmukodeés (3) renddrok (3). A rendoér szo egyes és tobbes szamu alakjait
nem veletlenul valasztottuk kilén. A hivatalos honlap esetében a deiktikus kivetités
ugyanis a grammatikai személy modosulasaval valosult meg a szervezet tagjai al-
tal oly modon, hogy a megnyilatkozo tébbes szamban jelenitette meg a szerveze-
tet, igy a 2020. julius 3-an kelt bejegyzésben: ,, Az orszag valamennyi megyéjébe
kerlilnek Uj rendérok. A palyajukat kezd6 fiataloknak szakmai munkajukhoz sok
sikert, kitartast kivanunk, legyenek buszkék valasztott hivatasukra!” (W1, police.
hu), tovabba a ,,Segélyhivasara mentdk és rendérok érkeztek” vagy ,,A mentéor-
vos életmenté beavatkozasabdl az egyik renddr is kivette a részét és hasznositotta
mentoszakapoloi képesiteset” (W2, bejegyzés kelte: 2020. julius 5.). A jelenseget
Domonkosi (2019) ,,6nmagunk narralasanak” hivja. Ezzel parhuzamosan a szerve-
zet sajat tagjaira a kdzosségi oldalakon a ,kollégak” és a ,,munkatarsak”, illetve a
még bizalmasabb kapcsolatot feltételezé ,,uj csaladtagok” kifejezéseket hasznalja.

A Magyar Renddrseg Facebook-oldalan mar tdbbes szam elsé személyben,
azaz ,mi” személyes névmassal utal a szervezet annak tagjaira, és tegezo6 alakot
hasznal a lakossag iranyaba: ,Koszontlink a renddrseg hivatalos Facebook-olda-
lan!” (W3, bejegyzés kelte: 2020. junius 22.), , A kozbsségi média nem uj terep
szamunkra, sokan ismeritek és kovetitek Twitter és Instagram csatornainkat.”
(W3, 2020. junius 22.). ,Kollégaink jardrozés kdzben ezt a kis kuvik bagolyt ta-
laltak az uton ” (W4, 2020. julius 3.). Az Instagram kozosségi oldalon a szervezet
meég bensdségesebbnek érzékelteti a nyelvhasznalat altal a szervezet tagjai kozotti
viszonyrendszereket, egyenesen masodik csaladnak allitia be 6ket az uj belepok
szamara: ,,Uj hivatas - 0] élet - masodik csalad (hianyzé mondatvégi irasjel)” (W5,
Instagram, 2020. junius 30.), ,Isten engem ugy segélien! Koészontjlik csaladunk
uj tagjait’ (W6, Instagram, 2020. julius 3.).

Erdemes megemliteni, hogy a kdézdsségi oldalakon a tisztavatdrol széld besza-
mol6 aznap megijelent (1. tablazat, 5. sor), a hivatalos honlapon harom nappal ké-
sObb lehetett olvasni a hirrél. Viszont a szervezet a hivatalos honlapjan hiaba kdzél-
te késbbb az esemeényt, a tiszti és tiszthelyettesi avato egyszerre jelent meg verbalis
es vizualis tartalommal, mintegy egysegkent kezelve a szervezet tagjait, habar nyel-
vi szinten utalas nem volt erre. Az Instagram kdzdsségi oldalon a tiszthelyettes-
avatorol az esemény napjan jelent meg a hir, akkor, amikor a hivatalos honlapon
is (7. sor).

Mint a példak alapjan lathato, a szervezet a Facebook-oldalon és Instagram-profi-
lon annak hivatasos allomanyarol nem annyira hivatalos és tavolsagtarto nyelvi sti-
lusban kommunikal sem a szervezet sajat tagjai felé, sem a lakossag iranyaba.
Emellett a mondatvegi irasjelek hianya is ennek a koétetlenebb stilusnak tudhato
be. Az Instagramon ezt a kdzvetlenebb kapcsolatot még a megjeldlt hashtagekkel
is er6sitik, példaul a #newfamily (W5) angol kifejezéssel, melynek jelentése uj
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csalad. A hasznalt hashtag bizonyitékul szolgal az internetes nyelvhasznalat egyik
jellegzetesseégére, az angol nyelv befolyasara is: #avatas #tisztavatas #budaivar
#csalad #welcome #linnep #renddérség #police #hivatas (W5).

7.2. A blin- és baleset-megel6zés pragmatikaja

A Magyar Renddrség a bun- és balesetmegeldzés, a palya vonzova tétele, a szerve-
zet és a tagjai megitélésének jobbitasa érdekében kilonb6zd nyelvhasznalati stra-
tégiakat alkalmaz. Nem ritka az a jelenség sem, ahol tobbes szam elsé személyben
beszél a renddrseg a lakossag tagjaival t6rtené egylttmuikodeés jegyében, és en-
nek érdekében a mi személyes névmast hasznalja: ,Szinte meég el sem kezd6dott
a nyar, de a balatoni vizirend6rék mar most sem unatkoznak. [...] Mivel a torténet
idején is épp masodfoku viharjelzés volt érvényben, ismételjiik at, amit a viharjel-
zésrol tudunk.” (W7, Facebook, 2020. junius 23.) Ez a kommunikacios gyakorlat
a rendészeti digilektus fogalma (Uricska 2020) mellett a pragmatika tertletének
alkalmazasa soran a bin- és baleset-megel6zés pragmatikajanak targykérébe
sorolhaté. Tehat ugy véljik, hogy az attitliddeixis kiemelt jelentéséggel birhat a ren-
deészeti kommunikacio soran. Tovabba ilyen a magazo forma felvaltasa a kdzvetle-
nebb hangvétell tegezd formaval, melynek mas célja is lehet. Példaul, hogy egyuitt-
mukodésre 6sztdndzze a lakossagot a baleset-megelézésben. Ez térténik abban
a bejegyzésben is, ahol a vizi rendészet vonta be kdvetdit a Facebook-oldalunkon:
»Ha mégis baj van, hivjatok a 1817-es balatoni segélyhivo telefonszamot!” (W7).

A tudnivalok atismeétlése soran azonban a szervezet tavolabb helyezkedik a tar-
sadalom tagjaitol, és ezt fénévi igenév hasznalataval érzékelteti: ,,...500 méteren
bellil szabad tartézkodni” (W7). Habar a mintavételi idészakban nem, az elkévetke-
z6 hetek folyaman a biztonsagos vizi kdzlekedeés, uszas szabalyai tdbb esetben fel-
bukkantak mindharom fellileten baleset-megelézési céllal. Erdemes megjegyezni
azt a kilénds jelenséget, hogy nem csak a kdzossegi oldalakra gyakorol hatast a Z
generacio tagjainak felfokozott kbzosségimédia-hasznalata, hanem a forditottja is
medgfigyelhetd: a kdzdsségi oldalak megjelenése és népszerlisége is hatast gyako-
rol a rendérség hivatalos holnapjanak nyelvhasznalatara. igy a 2020. julius 2-an, a
Magyar Renddrség Facebook-oldalan (W8) és Instagram-profiljan (police_hu) be-
mutatott orszagos kampanyvideo, a,,Ne huzz lapot 19-re! A kdzlekedés nem jatek!”
(W9) hasonloan tegezé format hasznalva jelent meg a hivatalos honlap, a police.hu
tartalmai kozott is (W10, Magyar Renddrség hivatalos honlap).

7.3. A palya vonzoéva tétele, toborzas

Hasonl¢ jelenség figyelheté meg a hivatas népszerusitése és a palya vonzéva té-
tele terén is. A Magyar Rendoérseg Facebook-oldalan 2020. julius 16-i keltezessel
talalhatd az a bejegyzés, amelyben ugyancsak tegez6 formaban ir a szervezet a
lakossag tagjainak: ,,Uzenetben tdbben érdeklddtetek az iskoladr-képzésrdl. Ké-
szitettlink nektek egy tajekoztatot, amelyet itt megtalaltok: http://www.police.hu/
hu/iskolaor. Javasoljuk, hogy a jelentkezéseteket kiildjétek meg a lakohely szerin-
ti illetékes megyei rendér-fOkapitanysagra, annak elérhetéségét és a sziikséges
nyomtatvanyokat az emlitett oldal aljan csatolt dokumentumban talaljatok” (W10,
Facebook, 2020. julius 16.).
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Ugyanez a toborzo szandéku uzenet talalhatd a police.hu hivatalos honlapon,
amelyet 2020. julius 20-an hozott létre a szervezet: ,Ha Te is szeretnél jelentkez-
ni iskoladérnek, minden informaciot megtalalhatsz honlapunkon” (W11, Instagram
2020. julius 20.). A mondatvégi irasjelek a 7.3. alfejezet mindkét példamondatanal
hianyoznak. Jol lathatd az a jelenség, hogy a kdzdssegi oldalak alkalmazasa még
egy hivatasos, tekintélyelv alapjan m(ik6dd szerv nyelvhasznalatara is hatast gyako-
rol az online térben.

8. Osszegzés

A kutatas f6 kérdései azt vizsgaltak, hogy a Magyar Renddrség mely fellleteken,
milyen modon és eszkdzokkel probal kiilsé szervezeti kommunikacioja soran a ko-
zOssegi media fellletein a szervezet feldl elvart kihivasnak eleget tenni. A mintave-
teli idészakban a szervezet és annak kovetdi még nem jelentés szamban képvisel-
tettek magukat a Twitteren, igy az nem keépezte jelen kutatas targyat. A kutatas a
Magyar Renddrség hivatalos honlapjanak, Instagram-profiljanak és Facebook-ol-
dalanak felliletét vizsgalta az els6 olyan honapban (2020. junius 22. - 2020. juli-
us 21.), amikor mar mindharom fellileten jelen volt a szervezet, s ugyanazokrol az
esemeényekrdl hozott létre tartalmakat (n=28).

Az eredmények kvantitativ adatai azt mutatjak, hogy a police.hu és police_hu fe-
lileteken napi szint(i, mondhatni kiszamithato tartalom talalhatd, a Facebook-felilet
pedig annak Ujszerlisége miatt az elsé honapban , kisérletezett” a tartalom-eldalli-
tas tekintetében. Ez nem szokatlan egy Uj csatorna inditasakor, kilondsen akkor,
ha annak sem kovetéi életkorardl, sem nemeérdl, sem mas jellemzdirdl a kezdeti
idépontban nem lehet tudni semmit, vagyis ezeket a tényezdket a tartalom-eléallitas
€s -megosztas soran nem lehet figyelembe venni. A vizsgalati adatok, eredmények
és Osszefliggeések alapjan kijelenthetd, hogy a kutatast egy ujabb idészakban, azaz
egy kiterjesztett mintan érdemes volna megismételni.

A kutatasi kérdésekre reagalva a legfontosabb eredmény, hogy jelen vizsgalat
kvantitativ adatai ravilagitanak arra, hogy az internet térnyerése miatt a netnyelvészet
adta lehetésegek mellett a fellleteken talalhato tartalmak elemzésére mas nyelve-
szeti részdiszciplinak is bevonhatok, igy a pragmatika is. A kvantitativ adatok jelzik,
hogy a szervezet mas célcsoport elvarasainak megfeleléen oszt meg tartalmat. A
kvalitativ adatok szerint pedig a szervezet a kdzdssegimedia-fellleteken kozvetle-
nebb stilusban és nyelvhasznalatban reagal az informacios tarsadalom adta kihiva-
sokra, ezaltal képes jobban bevonni az allampolgarokat a blin- és baleset-megel6-
zésbe. A szervezetet helyettesité szinonimak, a tegezd forma megjelenése is ezek
dokumentalt nyelvi bizonyitékai. A vizsgalat idOpontjaban az akkor mar masfel eve
mukodoé Instagram-profilon a verbalis tartalmak a renddr-polgar kapcsolat miné-
segeének javulasat tamogatjak. A kutatas eredményei felhasznalhatok az e-kozigaz-
gatas terlletén a kildnb6z6 kdzigazgatasi szervezetek kils6 kommunikaciojaban
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The paper examines the concept of identity in Sylvia Plath’s The Bell Jar and explores
the definition of female identity from the point of view of the self and by the public.
Different approaches to defining female identity are examined by comparing studies
on gender theories and analysing the roles of women in the period of the 1950s. The
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her journals and personal diaries. The next part of the paper outlines the similarities
between Plath’s life experiences and her most famous character, Esther Greenwood
in The Bell Jar. Using direct quotes from the novel, the paper focuses on how identity
is formed and then shattered in a society where women had to follow strict rules with-
out the opportunity to experience life on their own, through their own choices. The fi-
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Introduction

Defining female identity is a complex task. The first thing to remember is that iden-
tity is always influenced by the individual self and by the public. Both Simone de
Beauvoir and Judith Kegan Gardiner are concerned with female identity and wom-
en’s writing. In her work The Second Sex (1990), Beauvoir goes back to Aristot-
le and St. Thomas to discuss their definition of woman (“an imperfect man”, “an
incidental being”) (Beauvoir 1990, 307), which suggests that humanity is male,
and therefore woman is not defined as herself, but as a relative of him (quoted in
Puskas, 2014: 44).

In her work On Female Identity and Writing by Women (1981), Gardiner draws
attention to Carolyn Heilbrun’s book Reibenting Womanhood (1971), where she
quotes Heilbrun’s words: “(...) successful women are “male-identified” but that it is
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a “failure” for a “woman to take her identity from her man”” (Gardiner 1981, 347).
She goes on to claim that “female identity is a process” and that its formation de-
pends on the mother-daughter bond (Gardiner, 1981: 349). To apply her idea, this
may explain why women'’s writing is a bit more sensitive: she can never form her
identity without personal desires and needs. Gardiner also considers Erik Erikson’s
idea that a woman goes through a so-called “identity crisis”. According to Erikson,
a woman'’s identity is properly formed when ‘(...) the person with a successfully
achieved sense of individual identity feels unique, whole, and coherent, although
in pathological cases identity formation may fail and the person suffer from “identity
diffusion”” (Gardiner 1981, 349). He also states that this formation occurs in the
lives of both sexes (Erikson 1959, 116).
Gardiner summarises this difference as follows:

“(...) female identity is a process, and primary identity for women is more flexible and
relational than for men. Female gender identity is more stable than male gender iden-
tity. Female infantile identifications are less predictable than male ones. Female social
roles are more rigid and less varied than men’s. And the female counterpart of the male
identity crisis may occur more diffusely, at a different stage, or not at all’ (Gardiner
1981, 354).

In their book The Social Construction of Reality (1971), Peter L. Berger and
Thomas Luckmann discuss the constituents of identity. They do not specifically
intend to provide the exact definition of identity, they take into account the many
aspects of it. As a result, they emphasise that identity has several constituents.
They identify it with two terms: ‘reality’ and ‘knowledge’. According to them, ‘reality’
is “a quality appertaining to phenomena that we recognize as having a being inde-
pendent of our own volition” (Berger - Luckmann 1971, 13). They emphasise that
‘knowledge’ is (...) the certainty that phenomena are real and that they possess
specific characteristics” (Berger - Luckmann, 1971: 13). This means that both of
the above terms depend on social context. They examine identity from a very simi-
lar perspective and claim that our identity, just like our understanding of reality and
knowledge, has a strong connection with society.

In her study “Jej inakost, jej identita?” [Her Difference, Her Identity] (1994),
Zuzana Kiczkova largely agrees with Berger and Luckmann. However, she claims
that female identity has also been determined by the biological category of being
a woman (quoted in Puskas 2014, 45). She adds the category of ‘gender’ to the
constituents of identity. She refers to Simone de Beauvoir's well-known idea of
becoming a woman rather than being born one (Kiczkova 1994, 13). Berger and
Luckmann call the human body as ‘organism’, while Kiczkova declares that it is not
just a given organism, but something that is framed by society and by one’s own
self.

Going one step further, even the body itself can influence identity. Biological
factors play a major role in shaping physical development. The distinctive sexual
organs and the secondary sexual characteristics already cause a sense of differen-
tialization. Everything that women experience with their bodies has a huge impact
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on them. Besides that, the body can influence female identity in a social context.
The expression that women are ‘the weaker sex’ is already an example of this.
Patrick Geddes and J. Arthur Thomson write “It is generally true that the males are
more active, energetic, eager, passionate, and variable; the females more passive,
conservative, sluggish, and stable” (quoted in Moi 2000, 17-18).

Beauvoir states that the body is not a thing, it is connected with constant change:
“One is not born, but rather becomes, a woman” (Beauvoir 1989, 273). However,
this statement does not refer to womanhood - to the state of being a woman -, but
rather to the definition of ‘femininity’, determined by society and social expecta-
tions. This may be the first manifestation of gender theory. According to the Oxford
Dictionaries, the word ‘gender means “the fact of being male or female, especially
when considered with reference to social and cultural differences, rather than dif-
ferences in biology”." It is often confused with the biological term of ‘sex’, the fact
whether a person was born to be male or female. Society takes this into account
and, on its authority assigns people with expected personalities and roles. These
result in the so-called gender stereotypes, such as ‘boys don't cry’, ‘women can’'t
drive’, ‘a woman'’s place is in the kitchen’ or ‘men are unfaithful'. These stereotypes
have often nothing to do with biology. Women and men acquire these norms from
an early age. Society teaches them how a girl and a boy should behave, and if they
behave correctly, they are praised and approved by their environment. However, in-
dividuals with diverging gender-norm attendances will not get accepted by society.

According to gender theory, there is nothing wrong with individual differences;
women and men have huge personal discrepancies even within their own group.
Confrontation begins when society claims that strong and dominant features (such
as autonomy, independence, ambition or competitiveness) can only be described
as masculine, and if a woman tries to evoke these qualities, people immediately
attach negative labels to her such as mean, egocentric, careerist, bossy or vain.

If we look at Sylvia Plath’s The Bell Jar, this imagined view of the perfect body
type is often present. Esther Greenwood, the protagonist of the novel, frequently
claims that her body conforms to society’s standards; however, this makes her feel
subordinate. Believing that no man is good enough for her first leads to self-doubt
and it eventually paves the way for a total mental breakdown.

Sylvia Plath - a woman, an author, a wife

It is possible to draw several parallels between Sylvia Plath’s life and Esther Green-
wood’s story. To understand the different points of view and to see through Plath’s
life, it is most important to pay close attention to several Plath biographies and
studies, such as Anne Stevenson’s Bitter Fame (1981), Paul Alexander's Rough
Magic: A Biography of Sylvia Plath (1991), Alfred Alvarez's The Savage God: A
study of suicide (1971), Louis Simpson’s Studies of Dylan Thomas, Allen Gin-

1 Available at https://www.oxfordlearnersdictionaries.com/definition/english/gender?q=gender
Accessed: 17 February 2024
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sberg, Sylvia Plath and Robert Rowell (1978), Helen Vendler's Coming of Age as
a Poet (2003) or Jacqueline Rose’s The Haunting of Sylvia Plath (1991).

In addition to the works listed above, Janet Malcolm’s The Silent Woman (1995)
also focuses on Sylvia Plath’s relationships with her husband, Ted Hughes, and his
sister, Olwyn Hughes. As a result, the reader is able to see a different side of Plath’s
story: Ted's introductions to Sylvia’'s journals show an intimate connection between
husband and wife. In addition, it is Hughes who first begins to compare Sylvia's
two faces: “when a real self finds language, and manages to speak, it is surely a
dazzling event” (Malcolm 1995, 6).

Malcolm claims that Plath’s true identity was really born when she began to write
her Ariel poems. This was the time when she finally decided to reveal her true self.
Before that, she had to live with the strict views of the public:

“The history of her life (...) is a signature story of the fearful, double-faced fifties. Plath
embodies in a vivid, almost emblematic way the schizoid character of the period. She is
the divided self par excellence” (Malcolm 1995, 21).

Sylvia Plath was the embodiment of the 1950s expectations: her blonde hair, red
lips and pretty face were the perfect mask. As Alfred Alvarez writes: “She wore
jeans and a neat shirt, briskly American: bright, clean, competent, like a young
woman in a cookery advertisement, friendly and yet rather distant” (Alvarez 1971,
7). However, behind that mask, no one knew exactly what was going on. While on
the outside she was the perfect American dream, sparkling and lovely, Dido Mer-
win in her memoir Vessel of Wrath points out:

“We cannot know Sylvia! There is no way to judge by the surface. She talks about her
with sharp sarcasm that she “used up all the hot water, repeatedly helped herself from
the fridge (breakfasting on what one had planned to serve for lunch, etc.), and rear-
ranged the furniture in their bedroom” (quoted in Malcolm 1995, 23).

Merwin paints a new picture of a selfish, unstable, perfectionist and humourless
woman. However, according to biographers, this duality was not at all surprising
at the time. Anne Stevenson writes honestly about the sexual frustrations of mid-
dle-class teenage girls who had to live by the strict rules:

“Everything was permissible to girls in the way of intimacy except the one thing such
intimacies were intended to bring about. Both partners in the ritual of experimental sex
conceded that “dating” went something like this: preliminary talking and polite mutual
inspection led to dancing, which often shifted into “necking,” which - assuming contin-
uous progress - concluded in the quasi-masturbation of “petting” on the family sofa, or,
in more affluent circumstances, in the back seat of a car. Very occasionally intercourse
might, inadvertently, take place; but as a rule, if the partners went to the same school
or considered themselves subject to the same moral pressures, they stopped just short
of it” (quoted in Malcolm 1995, 19).
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Malcolm made an interview with Olwyn Hughes in which she described how child-
ishly Sylvia used to solve her problems with other people. This attitude of hiding -
that she would always run after her husband, Ted Hughes when she found herself
in front of someone, who did not agree with her ideas - may confirm the image of
the missing father figure. However, it was not really the absence of this figure that
caused her instability. As seen in The Bell Jar, it is strongly suggested that it was
her mother. Mrs Plath did everything she could to avoid being compared to Mrs
Greenwood, and it was her aim to prove that her daughter was also very different
from Esther. She published Sylvia’s letters and diaries after her death to show that
“the not-nice persona of Ariel and The Bell Jar was just Plath’s sick “false self,”
and that her healthy “real self’ was a kindly, “service-oriented” good girl” (Malcolm
1995, 40). It sounds as if Mrs Plath proudly represented the public’s understand-
ing of identity formation, acting exactly as the person that not only Esther but even
her own daughter Sylvia did not want to be. Olwyn is the one who corrects this
ingrained misconception; she is the one who declares that not every woman in the
1950s was a perfect commercial figure: “She was always imagining she was this
sweet emotional girl. But she wasn't” (Malcolm 1995, 54).

It is perhaps irresponsible to claim that Sylvia’s true self can be detected through
her letters written to her mother. These letters are full of white lies and their only pur-
pose seems to calm her passionate maternal emotions. The Unabridged Journals
of Sylvia Plath shows a more truthful picture, but even these records sometimes
seem to be far from her real thoughts. This perfecily illustrates how much she want-
ed to be like her mother, who was also a scholarship winner, successful at school,
determined and well-known. However, she had to realise that she would never be
as socially accepted as her mother. In her diaries, Sylvia is extremely honest about
love and men. At the very beginning she writes: “l am afraid. | am afraid of getting
married. Spare me from cooking three meals a day - spare me from the relentless
cage of routine and rote. | want to be free (...)” (quoted in Simpson 1978, 93).

Society tries to conceive women that they need a man in their lives to achieve
‘the norm'. In Sylvia's case, the girls around her started to have boyfriends, they
were socially accepted, and when a boy was introduced to Plath for the first time,
she felt wonderful, but not because she was in love. It was because she felt inte-
grated, like she had accomplished an achievement. She tells her mother that once
when she had no date for the weekend, she was feeling completely miserable.
When she did get a phone call, later she says, almost humorously, that she was
“all the time ranting (...) on how never to commit suicide, because something unex-
pected always happens (...)" (quoted in Simpson 1978, 95). The contrast between
always living in a state of high anticipation and only sometimes saying out loud what
she really thinks appears this early in Sylvia’s story.

Plath imagined life as a fictional dream come true. As the reader can see, Es-
ther in The Bell Jar - like Sylvia herself - tried to find some kind of protection from
life in love. Her life was full of different boyfriends and lovers. She often writes
about herself in her diary, as if she were writing about the story of a character in
a book. When her days were not interesting enough, she added a little love to the
chapter: “Is it some dread lack which makes my alternatives so deadly? Some
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feeble dependence on men which makes me throw myself on their protection and
care and tenderness?” (quoted in Malcolm 1995, 116). She is surprised that she
cannot have everything the way she wants it. Society’s mirror image of perfection
is a lie. She needs desire in her life to make her feel alive. If there is nothing left to
desire, the meaning of life disappears, too. According to Simpson, this might be
the reason why she wanted to be a writer: “When something she wrote was accept-
ed she was free” (Simpson 1978, 98). It seems, for her, the only way out was to be
successful, ergo free, or not be good enough and commit suicide. Sylvia wanted to
be a poet, but it seemed impossible for her to achieve this goal. Even the girls who
were with her at the magazine in New York saw this opportunity to work and write
for a magazine as a one-time experience, and they were sure that after marriage
they would never have to deal with it again. They wanted to find a good husband
with a great job, have children and live happily ever after. Sylvia wanted to achieve
that happiness on her own.

Plath admitted that when she got the chance to study in New York after years of
living in a small village, it felt like a slap in the face when she actually spent some
time in the city. It stank. She arrived there with the dream of becoming a famous
writer and poet, but what she actually saw around her was a breakdown. The soci-
ety she found herself in believed in electroshock therapy to cure the individual's de-
sire to have an independent, personal identity and thus managed to drive people to
madness. It only looked like the American dream from a distance, but underneath
it all the pressure was just simply too much.

It was only when Plath got out of New York that she could act like her true self.
Malcolm points out this important factor, Sylvia’s alienation from her hometown and
from America. During her time spent in England, she slowly but surely stopped us-
ing her American accent, and as for her appearance, her non-natural glossy blonde
hair was now dark again and loose, waist-length and no longer soft and clean:

“In harsh England Plath had found a refuge from (as she called it in The Bell Jar) “the
motherly breath of the suburbs” of Eisenhower America. Here her wicked wit could
flourish and her writing could break out of the caul of obedient mannerism that encased
its early examples. The emergence of the “true self” as a writer was a shedding of
Plath’s American identity along with the other “false” identities she cast off. She did not
write - and could not have written - The Bell Jar far or Ariel in her native Massachu-
setts. The pitiless voice of the Ariel poet was a voice that had rid itself of its American
accent” (Malcolm 1995, 64).

It is fascinating to read criticism and reviews from this period that focus on Sylvia's
writing style, without really knowing her life. Anne Stevenson had her own opinion
of her - as a woman, just as Alfred Alvarez tried to understand her poems as a man
in the 1950s. While Stevenson in her writings tried to get closer to her by compar-
ing Sylvia’s early life and the time in England with her very own (Stevenson 1998),
Alvarez admits in his study that he did not even notice Sylvia at first, calling her “an
American wife” because she fit into the American dream so well that she became
average (Alavarez 1971, 20).
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In reality, both of them were fooled. For Stevenson, Sylvia was a nice, kind girl,
tired of public rules, someone who had escaped to another country, far away from
the stifling cleanliness. Alvarez, on the other hand, characterised her as a typical
American housewife, who wants to try out something new without crossing the line,
fitting into the requirements and being “serious, gifted, withheld, and still partly un-
der the massive shadow of her husband” (Alvarez 1971, 6). After years of forming a
friendship, Alvarez began to recognise the innate talent Sylvia had. Whereas at first
he thought Sylvia just had a vivid imagination, later he had to realise that she actu-
ally experienced the things she wrote about. He is the first to hear about Sylvia’s
suicide attempts, straight from her own mouth. Alvarez soon discovers something
disturbing beneath the surface: these attempts had all slowly become a part of her
identity. She did them because she wished to die, but she did not. And, for her,
trying to die also worked as an experiment.

According to Alvarez, Sylvia did not want to die because she wanted to escape
from this world in this way. On one hand, her morals would not allow it. On the oth-
er hand, she saw this situation as an opportunity of being reborn, to get rid of her
past and her history. She saw death as a challenge to help her finally become the
person she actually was. With each attempt, she killed a part of herself that was
supposed to fit into society - separately. She killed the frightened little girl mourn-
ing her father when she took the pills. She then killed the quiet girl who did not
want to do anything dangerous when she deliberately had the skiing accident. She
killed the impressionable puppet when she intentionally drove off the road. And she
tried to kill the housewife figure when she put her head in the oven (Alvarez 1971).

Plath ran after challenges, because society did not allow her to experience
things as another person. “It was part of the fierceness with which she had worked
as a student, passing exam after exam birilliantly, effortlessly, hungrily. With the
same intensity she immersed herself in her children, her riding, her bee-keeping,
even her cooking; everything had to be done well and to the fullest” (Alvarez 1971,
25). In some way, she had to kill off the aborted or failed personalities and then try
over again.

Broken female identity: the story of Esther Greenwood

It is safe to say that one of the most important themes in The Bell Jar is the female
ideal. Looking back in history, the 1950s was a difficult period for women to find
out who they are and form their identity. They were defined by the rules and expec-
tations of society, not only by their own needs. In The Bell Jar, Esther Greenwood
often explains how much she differs from this ideal image. She always mentions
her desire to fit in. Her longing to be able to do the same things that she envies the
other girls for is transformed into a big, dark cloud over her head.

In his study “The Development of Depression: A Cognitive Model” (1974),
psychiatrist Aaron T. Beck notes that the body as a factor can cause dangerous
effects in someone’s life. In The Bell Jar, Esther's persona was affected by another,
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damaging factor. Beck claims that the loss of a parent can have just such a conse-
quence (Beck 1974).

He states that the loss of an important role model in life not only causes early
traumatic experiences, but also long-term damage and even depression. The fa-
ther figure, a strong, powerful, masculine person was missing from Esther’s child-
hood and, as Plath mentioned in her diaries, perhaps this could also lead to her
having a softer, more sensitive personality. Esther mentions her father three times
in the novel, and on one occasion she talks about his death: “l thought how strange
it had never occurred to me before that | was only purely happy until | was nine
years old” (Plath 1996,71).

In the absence of a father figure, Esther had been influenced by her mother's
role: Mrs Greenwood, with her constant passivity and contradictions, led her own
daughter into a world of depression. She is the only element in the novel that is
openly described as a damaging factor. Esther refers to her as: “(...) the worst.
She never scolded me, but kept begging me, with a sorrowful face, to tell her what
she had done wrong” (Plath 1996: 195). Mrs Greenwood acts also as a barricade
to Esther’s recovery. She believes that Esther’'s depression is just a simple condi-
tion that she can easily overcome, and when Esther decides to leave Dr Gordon’s
sanatorium, she even says: “l| knew my baby wasn't like that (...) Like those awful
people. Those awful dead people at that hospital (...) | knew you’d decide to be all
right again” (Plath 1996, 140).

When Esther meets Constantin at the UN, she also notices a Russian girl, who,
like the boy, was a simultaneous interpreter. It is thrilling for her to finally see a girl
so smart and independent, and she wishes “(...) with all my heart | could crawl into
her and spend the rest of my life barking out one idiom after another” (Plath 1996:
71). But then, she honestly admits “Ilt mightn't make me any happier, but it would
be one more little pebble of efficiency among all the other pebbles” (Plath 1996,
71). This is the point where it is very clear to see how important it is for Esther to
fit into society. She never speaks about the things she is good at. She only sees
the deficiencies that make her not good enough. She lists all the things she could
not do: cook, take shorthand, dance, ride a horse, ski, or even study. The only
time she thinks she is good at something - majoring in English - she is forced to
realise she has deluded herself. Not being half as clever as the other students at
her mother’s college, which she had always looked down on because “(...) it was
co-ed, and filled with people who couldn’t get scholarship to the big eastern col-
leges” (Plath 1996, 120).

She often asks herself what she is good for. “(...) | felt dreadfully inadequate.
(...) The one thing | was good at was winning scholarships and prizes, and that era
was coming to an end” (Plath 1996, 72). Esther does not realise that these things
require not only knowledge but also persistence. She just wants to achieve more
and more, but when she gets close to her goal, she suddenly backs off.

Esther is insecure on her own, yet the idea of working for other people makes
her feel terrible: “(...) | hated the idea of serving man in any way. | wanted to dictate
my own thrilling letters” (Plath 1996, 72). She wants to become great through her
own efforts, not by waiting for men to throw her scraps. Therefore, the idea of
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marriage is always on Esther's mind throughout the story. She first mentions her
intention when she is still in New York, at the Ladies’ Day banquet: “It was a joke
because | never intended to get married (...)” (Plath 1996, 24). She is determined
to be an independent single woman and often claims that she never wants to have
children and she hates them because they make her sick: “If | had to wait on a baby
all day, | would go mad” (Plath 1996, 213). However, even in this arrangement, her
duality becomes evident.

These feelings are intensified by the fact that one of Esther's greatest concerns
is chastity: “When | was nineteen, pureness was the great issue” (Plath 1996, 77).
It is hard for her to understand why women should preserve their virginity, while
men could be “able to have a double life, one pure and one not” (Plath 1996, 77).
It is like a major milestone in her life and she wants to experience something similar.
However, not being able to live like men and her inability to make similar choices
makes her feel stiff. This thought is so strong in her mind that she actually develops
an ideology which she projects onto the world around her. She sees “(...) people
who had slept with somebody and people who hadn’t, and this seemed the only
really significant difference between one person and another” (Plath 1996, 77).
She understands that women and men are different in many ways, but does not
understand why she could not have the same experiences as men. Furthermore,
everything gets more complicated by the fact that women can get pregnant. In the
1950s, a woman’s most important role was to keep her household under control.
As Esther explains several times, women took care of their husbands, children and
home. They could only have jobs like being a teacher or a nurse. Of course, that
did not mean they could not want more. However, society was not able to accept
or even support a well-balanced relationship between motherhood and having a
career. Even as women’s rights and positions began to level out, society still had its
strict ideas about this matter.

Esther uses the image of Dodo Conway, a mother of seven children as an ex-
ample. Every time she sees a child, she thinks of Dodo. She despises her and
envies her at the same time. At other times, it seems as if she was just repeating the
excuses of other people. She wants to believe their words and tries hard to fit into
society, but it seems that there is no real solution to prevent women from ending up
so miserable and broken. It is already a big problem for her not to be able to meet
the demands of society: “How easy having babies seemed to the women around
me! Why was | so unmaternal and apart? Why couldn’t | dream of devoting myself to
baby after fat puling baby like Dodo Conway?” (Plath 1996, 213). When she talks to
Dr Nolan, she honestly admits that one of her biggest fear is to get pregnant: “What
| hate is the thought of being under a man’s thumb (...) A man doesn’t have to worry
in the world, while I've got a baby hanging over my head like a big stick, to keep me
in line” (Plath 1996, 212).

Esther wants to imagine a world where her choices are not dictated by social
expectations and where she can finally make her own decisions. She feels that she
is “(...) climbing to freedom, freedom from fear, freedom from marrying the wrong
person, like Buddy Willard, just because of sex, freedom from the Florence Crit-
tenden Homes where all the poor girls go who should have been fitted out like me,
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because what they did, they would do anyway, regardless ...” (Plath 1996, 213).
In order to do this, she must follow her own rules rather than those set by others,
and it does not matter that what she is doing is strictly speaking illegal, because for
the very first time she proudly declares, “l was my own woman” (Plath 1996, 213).

Under the bell jar

The gaze is an important motif in The Bell Jar. In Esther’s story, sight plays a huge
and important role. She often refers to it as something primary in her life, but not in
an everyday sense. For her, the ability to see is an essential tool, it equals to expe-
riencing reality. According to E. Ann Kaplan, gaze is not necessarily the ‘weapon’
of men, but the possession and activation of the gaze comes from the masculine
position of the people (Kaplan 1983, 30). At the beginning of The Bell Jar, this
hierarchy is initially reversed. Esther was the spectator, therefore, someone with a
masculine position, and this - because she is a woman, defined her as a monster.
Esther objectifies men with her fixed gaze: the scene when Buddy Willard undress-
es, or when Constantin is sleeping. In both instances, Esther is on a higher hierar-
chical level because in the first case she is not undressing, so she is not being ob-
jectified, and in the second case, Constantin simply cannot see her. However, as
happens in The Bell Jar, this hierarchy can shift. After one of her suicide attempts,
Esther becomes temporarily blind, so she loses her ‘weapon’.

When Esther is confronted with events she has only been able to imagine so
far, she once again uses her gaze as a tool. The first time, when she sees a baby
being born or while Buddy shows her corpses and babies in big glass bottles, she
remains calm all along. She even says: “l could see something like that every day”
(Plath 1996, 63). Something similar happens, when she sees a man naked for
the first time. She observes and stores up this new information, but nothing more
happens. For Esther, all these moments have a higher meaning in her life. They
are the key to living freely. However, that is also the reason why she cannot make a
decision without hesitation.

After Buddy calls her neurotic, she replies sharply: “If neurotic is wanting two
mutually exclusive things at one and the same time, then I’'m neurotic as hell. I'll be
flying back and forth between one mutually exclusive thing and another for the rest
of my days” (Plath 1996, 89). And she does. She goes back and forth whenever
she can. However, as the story goes on she starts to feel like she is stuck under a
bell jar. Whilst in the beginning she was sure in her disparity from other girls, she
could still breathe freely; she did not feel the pressure in such a depressing way.
At first, Esther only examines it from the outside, studying it as a physical object
- which it is. The glass bottles in which the tiny, dead babies’ bodies are kept are
just visual aids to her, nothing more. But as bad things start to happen to her more
often, she also begins to fall deeper into the depth of depression. There are mo-
ments, when she feels “(...) very still and very empty, the way the eye of a tornado
must feel (...)” (Plath 1996, 2), but she is not surrounded by a glass that separates
her from others.
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The glass wall starts to descend, when Esther goes home and starts to spend
the summer with her mother. The mere thought of spending a whole summer alone
with her mother makes her sick. This sudden feeling of isolation and uncertainty
leads her slowly but surely into a viscous spiral. When she tries to change her sit-
uation, an invisible wall stops her, “as if it had collided with a pane of glass” (Plath
1996, 114). When she looks through the glass, everything appears to be motion-
less: “I knew perfectly well the cars were making noise, and the people in them
and behind the lit windows of the buildings were making a noise, and the river was
making a nowise, but | couldn’t hear a thing. The city hung in my window, flat as a
poster’ (Plath 1996, 17).

Esther starts to feel the lack of air quickly. Her head aches, she cannot think,
every object around her seems to be a patchwork. She has no energy and be-
comes tired all the time. Strangely, on some occasions she is almost satisfied
with the circumstances. Paradoxically, when she first visits Dr Gordon, she finds
his place is really comforting and safe. She realises it is because the room has no
windows. Esther claims that she can only feel the sense of peace when there is
something around her, something that can hide her from the curious glances and
prying eyes of others. In the middle of the story, after her first real downfall and her
unsuccessful attempts to achieve her goals, the glass jar begins to descent further
and Esther gets completely covered by it. She has the feeling that she is inside of
a jar where there is no air and no real people. Everyone is a shadow, a motionless
figure, and she feels the pressure to abandon her real self. There is still something
around her, but it no longer hides her - she is no longer transparent and no longer
an observer. She is the spectacle.

As the bell jar transforms Esther’s surroundings, so does her vision. She is con-
stantly frightened by her own reflection, because she often fails to recognise her
own features. After the night with Doreen and Lenny, when she is on her way back
to her hotel room, she suddenly sees her reflection in the lift door and describes it
as a “(...) big, smudgy-eyes Chinese woman staring idiotically into my face” (Plath
1996, 17). She realises in horror “It was only me, of course. | was appalled to see
how wrinkled and used-up | looked” (Plath 1996, 17).

At the beginning of her stay at Dr Gordon’s private sanatorium, she sees the
people around her immobile: “Then my gaze slid over the people to the blaze of
green beyond the diaphanous curtains, and | felt as if | were sitting in the window of
an enormous department store. The figures around me weren't people, but shop
dummies, painted to resemble people and propped up in attitudes counterfeiting
life” (Plath 1996, 136). Esther begins to feel that she is one of them, that she has
become a puppet, that she is no longer part of real life: “To the person in The Bell
Jar, blank and stopped as a dead baby, the world itself is the bad dream. A bad
dream” (Plath 1996, 227).

After Dr Gordon’s first shock-therapies, Esther becomes increasingly aware of
the growing power of the depression that surrounds her. When she ftries to Kkill
herself by taking her mother's pills, she wakes up surrounded by darkness. For
a moment - which feels like an eternity - she is certain she has gone blind. A few
days later, however, she begins to see patches and, to be sure, asks for a mirror.
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But when she sees her face in the mirror, she freezes: “At first | didn’'t see what the
trouble was. It wasn't a mirror at all, but a picture” (Plath 1996, 168). Her bruised
and brightly discoloured face misleads her, not revealing whether it belongs to a
man or a woman.

The glass is lifted a little only after the first electric shock treatment at Dr Nolan’s
sanatorium. It is like waking from a deep and dreamless sleep: “All the heat and fear
had purged itself. | felt surprisingly at peace. The bell jar hung, suspended, a few
feet above my head. | was open to the circulating air’ (Plath 1996, 206). Esther
starts to breathe freely again. Her appetite returns, she is able to be happy for a
little while.

However, she cannot forget and she is still not completely free. Esther remem-
bers and asks: “What was there about us, in Belsize, so different from the girls play-
ing bridge and gossiping and studying in the college to which | would return? Those
girls, too, sat under bell jars of a sort” (Plath 1996, 227). She understands that this
situation still needs to be addressed, and she is not the only one who struggles with
it. Women all over the world see themselves in a mirror that shows them an entirely
different reflection. Wearing a mask is still not something that is left behind.

Masks and double personalities

It is crucial to examine what wearing a mask really means to Esther Greenwood.
As a mask, she often uses an alias, ‘Elly Higginbottom from Chicago’, whenever
she gets into a crucial situation. As a mask, she lies to people about her intentions;
she makes up stories - using her imagination from other people’s experiences. It
is almost necessary for her to wear a mask that helps her to be more or less a new
woman - it gives her a new identity. It is the identity of a person who she really is,
but does not know how to show it to those around her. This mask can be useful,
sometimes even lifesaving up to a certain extent. What she does not know is that
this shield is inexorably changing her. On the one hand, it strengthens her to be
tendentious and adventurous. It consumes her true identity, not allowing her to
live while feeling its constant presence, which eventually leads to her not being
able to make decisions without thinking of herself as another person. Soon, her
depression begins to materialise in her everyday life. She is unable to sleep, read,
write or think. Her mind is full of images of suicide attempts. At the time she tries
to kill herself for the first time, she has not slept for twenty-one nights. She starts
to lose control.

Esther meets Joan for the first time at the Caplan sanatorium. What really stands
out is the observation that Joan is very much like Esther. As the reader becomes
familiar with the stories of these two women - Esther narrating the main storyline
and Joan being the heroine of the subplot, it is easy to feel that the story is split
between the two of them. Sometimes it feels as if Esther is Joan and vice versa.
Their lives are the same, just in two different realities: “Sometimes | wondered if |
had made Joan up. Other times | wondered if she would continue to pop in at every
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crisis of my life to remind me of what | had been, and | had been through, and carry
on her own separate but similar crisis under my nose” (Plath 1996, 210).

They switch faces or masks. In the beginning, Joan is the brave one. She is
the better version of Esther, the reckless one who was able to do what she was
afraid of doing. When she decided to kill herself, she could not, because it was
not her body that she wanted to destroy. There was something disgusting inside
of her, the inappropriate self that made her an outsider. But Joan could easily hurt
herself: “Joan grinned sheepishly and stretched out her hands, palm up. Like a
miniature mountain range, large, reddish weals up-heaved across the white flesh
of her wrists” (Plath 1996, 192). Joan is always one step ahead of Esther. When
she finally gets into Belsize, Joan is already there. This makes her doubt in herself.
Joan becomes the exemplar for her - the ideal she must reach in order to be free
again, the perfect image she can never reach. Esther sums this up when she de-
scribes Joan as “(...) marking the gulf between me and the nearly well ones” (Plath
1996, 196). She is like a shadow. For Esther “Joan was the beaming double of
my old best self, specially designed to follow and torment me” (Plath 1996, 197).

Joan is the mask Esther always wanted to wear: courageous and brave in her
sexuality. Like Esther, Joan had a relationship with Buddy Willard, but Joan is cu-
rious about everything. This is Esther’s first encounter with the concept of homo-
sexuality. She finds it hard to imagine “What does a woman see in a woman that
she can't see in a man” (Plath 1996, 210). But this does not mean that she is not
interested: “In spite of the creepy feeling, and in spite of my old, ingrained dislike,
Joan fascinated me” (Plath 1996, 209). She continues: “Her thoughts were not
my thoughts, nor her feelings my feelings, but we were close enough so that her
thoughts and feelings seemed a wry, black image of my own” (Plath 1996, 209).

At this point, this particular mask starts to peel: Esther does not let Joan in. Her
duality returns to the surface, and this time she chooses marriage and mother-
hood. Nor can she imagine a life with another woman, because this time she would
have to sacrifice her career. And again, we meet the image of the fig tree. Once
again, Esther sits under the fig tree, starving because she cannot choose between
the fruits, and so every available fig withers, just like her hopes and dreams. So
many possibilities, so many choices, but life is too short.

Eventually, she chooses to reject the life that Joan has led, and by doing so, she
begins to distance herself from the similarities they once shared. As Esther begins
to feel better and healthier, it is Joan who becomes a shadow of herself. In a way,
this is a necessary consequence. Esther has to destroy this part of her that was
once again, just a mask. And for her, in some way, that is Joan. Nothing reflects
this more clearly than her beating heart at Joan’s funeral, beating the rhythm: “l am,
I am, I am” (Plath 1996, 233). Or is it just the sound of a fig falling to the ground?

Conclusion

The paper provided a comprehensive analysis of the life of Sylvia Plath and her
most famous novel, The Bell Jar. The main aim was to prove that The Bell Jar is not
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just a fictional story, it is rather a stage in Plath’s life, narrated by her self-created
character. Plath embodied the expectations of the 1950s, but that was only the
surface. As highlighted in this paper, biographers have noted that this kind of dual-
ity was quite common in the period. Women presented a very different face to the
public and only acted as themselves to their closest friends and family members
- in some cases not even in front of them. It was much more common for a woman
not to reveal her ‘real’ identity to anyone at all.

Sylvia Plath is a great example of this phenomenon. According to her diaries
and letters, no one could really know who she really was. As women had to wear
these masks all the time, in the end even they could not distinguish between their
real and false selves. Their failure to be and to know their true identity ended up in
a paradoxical situation. As the line between the real and the false identity becomes
increasingly blurred, a new persona comes to life. It may have such a huge effect
on the person that they actually feel that this projection is flesh and blood. Joan,
a character in The Bell Jar, also functioned as a mirror. She showed Esther the
part of herself that she always wanted to be. Joan exists as the real self; she is the
brave, the reckless one, the personality that Esther deeply wants to own, while still
acting the way society expects her to act. Joan is her true self, while Esther is the
mask shown to the public.

This shadowy mask - madness itself - followed Esther throughout the story, as
was the case for Plath and many women in the 1950s. The mask they wore daily
could not be easily removed, and so it became part of their identity. For Esther, su-
icidal thoughts were the ‘end product’ of overwhelming depression, acting almost
as another way out, but she had to realise that no matter how hard she tries, she
would never be able to hide from the gaze of society.
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Apokrif szovegek (elhagyas és vandorlas az életmiiben)

A Faustus Pragaban cimu kotet megjelenése 2005-ben tdbb aspektusbdl is
erdekes hatarhelyzeteket teremtett. A 2004-ben Kossuth-dijjal kitiintetett alkoto
a konyvdrama darabjait 2004-ben és 2005-ben folyoiratokban folyamatosan
publikalta. E sz6vegek alapjan lathato volt, Tézsér dramai koélteményen dolgozik,
ami jol illeszkedett a 2000-es évek verses epikajanak torekveéseihez: tagabb
ertelemben abba a folyamatba illeszkedik, ahol azt detektalhatjuk, hogy a 20-21.
szazad forduldjan az addig dontéen lirai életmivel rendelkezd koltdk kozil tdbben
nagyobb lélegzetl, terjedelmes epikolirikus és dramai alkotasokkal jelentkeztek. E
sorba illeszkedett Oravecz Imre Halaszéember (Oravecz 1998), Térey Janos Pau-
lus (Térey 2001), illetve A Nibelung-lakdpark (Térey 2004), Turczi Istvan Deoda-
tus (Turczi 2001), valamint Tolnai Ott6 Omama egy rotterdami gengszterfilmben
(Tolnai 20086), Varro Daniel Tul a Maszat-hegyen cim( verses meseregénye (Varro
2003), valamint Zalan Tibor dramainak megjelenése szintén e periodushoz kéthetd
(Zalan 2000; Zalan 2004).
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A Faustus Pragaban cimi dramai kéltemény 11 kétetben megjelent szévege
mellett négy olyan, folyoiratban megjelent szoveg keletkezett, amelyek eredeti
formajukban nem kerlliek bele a kotetbe. Ezek a szévegek érdekes adalékul
szolgalnak a téma kidolgozasat illetéen, megjegyezve, hogy esetenként - itt:
folyoiratkdzlésenként - eltérd az, hogy milyen modon jatszottak szerepet a 2005-
ben megjelent md, illetve a Tézsér-életmu tovabbi alakulasaban.

Kimaradt, apokrif szévegek

cim PERIODIKA KOMMENTAROK
Molnar Albert Pragaban Irodalomismeret, 2004/3.,  emlités szintjén jelenik meg
megtekinti egy latin nyelvi ~ 46-49. = |. actus 2. scena, West-

onia, Campanus és Molnar
dialégusaiban

iskoladrama prébajat

Molnar Albert talalkozik Irodalomismeret, 2004/3.,
Rudolf csaszarral, bemutatja 49-52;

neki a latin-magyar szotarat,

melyet a csaszar kegyesen

fogad;

a téma azonos, az egész
jelenet Ujrairva, a tiszatajos
verzio lesz a konyv eleje

Molnar Albert pragai megki-
sértese (részlet). Negyedik
szin. Molnar Albertot Rudolf
csaszar tanacsosa dicseri
és inti

Tiszataj, 2004/11., 5-11.

Molnar Albert meglatogatia  Irodalmi Szemle, 2005/1.,  alcimeként Tanuimany a

Batory Zsigmondot, a liboko- 1-6.
vici remetét. Az elkarhozott
Faustus szelleme

munkahoz lat

Keresztut

Faustus Pragaban c. dra-
mai kélteményhez, és az is.
Utoidejliség: mar minden
megtortént itt, ami a kdnyv-
ben késdbb testet olt.

az Epilogus az érdekes a

Kortars, 2005/1., 38-42;
Faust-alluzio és a Jozsef

Atilla-idézet miatt, ez utobbit
a Kalligram 2004/11. lap-
szamaban interjuban emliti
is Tézsér, 85.

Tiszataj, 2005/10., 27-28.

A kimaradt szévegek kozil kettd, a Molnar Albert Pragaban megtekinti egy latin
nyelvii iskoladrama probajat (Tézsér 2004a), illetve a Molnar Albert talalkozik
Rudolf csaszarral, bemutatja neki a latin-magyar szoétarat, melyet a csaszar ke-
gyesen fogad (Tézsér 2004b) azert kildnleges, mert részeiben mindkét, az Iro-
dalomismeretben (és a Tiszatajban, errél késébb lesz még szd) megjelent drama-
részlet részeiben hasznosult. Tovabba ez utdbbi jelenet a madachi mU tikérképe,
csak Tézsér szdvegében Kepler helyett Szenci Molnar szerepel. A Molnar Albert
meglatogatja Batory Zsigmondot, a libokovici remetét. Az elkarhozott Faustus
szelleme munkahoz lat (T6zsér 2005b) cim(, a torténelmi kulisszakhoz ragaszko-
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do széveget Tdzseér vegll elvetette, jollehet a talalkozora Bathory Zsigmond - az
iras cimében anno rosszul szerepelt — és Szenci Molnar kozétt valoban sor kerdilt.
Az iskoladramas jelenetet tematikai szempontbdl mozgatta Tézsér, mig a latin—ma-
gyar szotar bemutatasa szdvegszintli atdolgozasok és szereplécseréek utan nyer-
te el kdnyvbéli formajat. A folyoirat-megjelenésekbdl az rajzolodik ki, hogy Szenci
Molnar Albert figuraja kore Tézsér tudatosan kereste azokat a térténelmi személye-
ket, akiket Szenci Molnar pragai tartozkodasa alatt felkeresett, s akikkel talalkozott.
Errél Szenci Molnar Albert Napldja (feliegyzé kdnyve) csak minimalis informaciokat
tartalmazott, a pragai ut mindenesetre tény, ahogy Bathory Zsigmond meglatoga-
tasa is (Szenci Molnar 1976, 514-515). igy kerlilt a késziilé drama fejezeteinek
szerepldi koéze Il. Rudolf csaszar, Martinus Bachatius, a pragai egyetem akkori rek-
tora, Jan Campanus, a Bretislaus cimu iskoladrama szerzdje, az egyetem tanara,
humanista tudos, nemkilonben Johannes Kepler, Elizabeth Weston, Wolf von
Unvertzagt udvari tanacsos. A tortenelmi alakok mellett szerepelteti Tézsér a Faust-
legenda szerepldit, kozllik a legfontosabb a cimbe emelt Faustus, akinek a drama
kozépso, 6t jelenetet feldleld felvonasaban jut fontos szerep, megjegyezve, hogy
az elsd és a harmadik felvonasban a Faust-legenda kdzponti gondolatai allegorikus
ertelemben meghatarozoak. Emellett szamot kell vetniink azzal is, hogy a /ll. actu-
stol kezdédéen Faustus hol megjelenik a szinen, hol eltlinik onnan.

Keresztut (Faustus Pragaban)

A Tozsér altal irott Faustus Pragaban-korpusz kimaradt részeit vizsgalva az is jol
lathato, hogy az apokrifnak tekinthetd szévegek kozll A keresztut (Tézsér 2005d,
27-28) cim( vers tovabbi alakulasa a legérdekesebb; az 6nallo életre kelt és a ké-
s6bbi kotetekben versként szerepld széveg konkrétan a Faustus Pragaban szerzdi
letrehozasahoz és elhagyasahoz kothetd, utoeletét mindenképp érdemes vizsgal-
ni. Ekkéepp pedig az eletmi bels6 alakulasrendjében e kérmivelet is Gnmagaba
zarul, a témat elészor érint6 vers, A VIII. szin (Tézsér 1981, 100-103. E szdveg
késObbi alakulasarol lasd: Sité 2023) és a Keresztut egymas mellé allitasa jol
mutatja a lirai torekvéseket az életm(i negyed szazadanak viszonylataban; mig az
Osszoveg az 1980-as elejenek poétikai megfontolasait teszi érthetéve, megkoze-
lithetévé, addig a Keresztut a 2000-es évek kozepérdl ugyanabban a témaban
teljesen mas kodolassal él.

2005-ben a Keresztut szovege két alkalommal is megjelent magyarorszagi
folydiratokban; elébb a Kortars folydiratban volt olvashatd a konyvet zaré drama-
fejezet részekeént (Tézsér 2005¢, 38-42). Itt még semmi nem utalt arra, hogy a
kozolt széveg e meghatarozo, Szenci Molnar altali monologja utobb 6nallo életre
kel; a jelenet elején az instrukcio kontextualizalja, egyben 6ssze is foglalja a Fau-
stus Pragaban dramai cselekményét. Itt olvashatunk a Szoétar bemutatasardl (a
pragai utazas apropoja ez volt), a Szenci Molnarnak felajanlott bécsi akadémiai
lehetdsegrdl (ez pedig az egyik kdvetkezménye), az eskorrol, az alomsorozatrol,
s arrol, miként marad meg Tézsér hése a nemdontés allapotaban (Tézsér 2005c,
38-42). Az instrukcio igy 6nmagaban is textualis halot képez. Filologiai kilénleges-
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sége azonban nem ebben rejlik, hanem abban, hogy lezar egy 1981 6ta huzodo
folyamatot; a fejezetben ugyanis atirt formaban jelenik meg az Adalék a Nyolcadik
szinhez cimU vers szbvege. Az Adalékok a Nyolcadik szinhez (Tézsér 1982) cim(i
kotet kvazi-cimado verse a madachi Tragédiaval, tagabb értelemben a csehszlova-
kiai magyar irodalommal, a kisebbségi irodalom kontinuitas—diszkontinuitas dicho-
tomiajaval folytatott parbeszéd eredménye. Az 1982-es kotet a VIII. szin (Praga I.)
Madach-sorai k6zé inkorporalddik, a kdtetben a Madach-textusok délttel szerepel-
nek (Tézsér 1982, 15, 20), Tézsér betoldasaban pedig a Szenci Molnar - Johan-
nes Kepler-dialoguson keresztll tematizalodnak a filozofiai, kozmologiai és aktualis
térténelmi kérdések: anyag és szellem, tudomany, a Bocskai-felkelés, megjegyez-
ve ugyanakkor, hogy a kés6bb fontos mediumma emelt Szétar ekkor még emlités
szintjén sem szerepel a szbvegben.

A 2005-6s kdnyvmd, a dramai koéltemény lll. actus 3. scenajanak zardjelene-
tében azonban a szbveg meghuzott terjedelemben, a dramaturgianak alarendel-
ten szerepel: szinte kizarolag Szenci Molnar nemdontéseét erdsiti meg, a bucsuzas
gesztusa ekkeépp Uj kezdet is, nemkilonben folytatas és visszatéres:

Ugy dontottem, nem dontok: maradok
természetemben, amelyben szlilettem,

melyben alkatom szellem, éntudat lett,

s magam egyén, a mindenkori két

Ut kozott a leheté harmadik.

Holnap Altdorf var ram, visszamegyek,

mint az inga, amely mast nem tehet,

de lelkem itt marad kdzottetek,

belsé szabadsagban, a harmadik

uton, melyen jarni Praga okitott. (Tézsér 2005a, 86)

Az idezett szbvegrészlet kuriozitasa, hogy ezt akar Faustus is mondhatja Molnar
hangjan. A megkisértés részeként ugyanis a folyodiratkdzlés instrukciojaban mar
szerepelt a két figurat egymasba jatszatd szerzdi utasitas, ami a koétetben a /il
actus 1. scenajaba kertilt, végig relativizalva ezzel a jelenléttel Szenci Molnar meg-
szolalasait. ,,Pillanatokra a két figura egymasba tlnik, nem lehet tudni, ki beszél:
Molnar vagy Faustus. Faustus - mintegy helyesléen vagy intéen - az elkdvetke-
z6 jelenetekben is mindig hasonlokeppen megjelenik, kovetkeztében Molnar bi-
zonytalankodni, habozni kezd, illetve ellentmondasosat, »szabad szellemUt« mond.
Faustust fizikai valosagaban csak a nézok latjak, a szinpadon senki sem érzékeli,
Molnar is csupan érzi a jelenlétét.” (Tézsér 2005a, 73)

E felvonas jeleneteiben tehat arra is figyelnink kell, hogy Szenci Molnar meg-
szolalasainal - a szerepld altal csak sejtett, alig érzékelheté médon - a szbveg
énjének statusa végig ebben e kettdsségben oszcillal: a nézék szamara ugyanak-
kor Faustus alakja is lathato, érzékelhetd. A tuddsok kdzotti parbeszedet kdvetden
Faustus is eltiinik a szinrdl, majd a zaromonologban ismét megjelenik. A koztes
idében Molnar még egyszer megerdsiti, amit egyszer mar Faustus jelenlétében
kimondott: nem fogadja el a bécsi professzori allast, hitet nem valt, az marad, aki
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volt: , Toprengek kételyek sotét kodeben, / s nappalnak hazudom az éjszakat! /
Doéntéttem, hogy nem dénték...! - Lam, kimondtam / megint a sz6t, az elkotelezét
/ (bar egy er6 a szamban megcsavarta) -” (Tézsér 2005a, 86-87).

E helyt is igaz a kdzhely: mindig a zarojelben van a léenyeg, Tozsér itt utal Faus-
tus korabbi jelenlétére. Szenci Molnar Albert az ajanlatrol igy beszél: ,,engemet is
igazitottak Pragabol az Rudolphus csaszar 6felsége tanacsosi, az én Dictionariu-
momnak [Szotaromnak] bémutatasakor, és elbocsattanak 50 forint utikoltseggel
és az Wolf Untertzagt praesesnek [tiszttartonak] tulajdon kezével irt ilyen levelével
az becsi Akademia kancellariusahoz, hogy nékem ott oly alkalmatossagot rendel-
jenek, az amely altal katolikussa tétetthessem, mert 6k katolikussagnak hijak az
papistasagot. De én oda el nem mentem, mert nem akartam probara tenni Krisz-
tusban valo igaz hitdmet. Az level most is nalam vagyon” (Szenci Molnar 1976, 298;
Kovacs 2000, 125).

Mindez a moralis vetlleten tul az identitas, az 6nazonossag és az Ontudat in-
tegritasat, kontinuitasat is tarthatonak nyilvanitia. Epp ezért érdekes a zarémono-
l6g, amelyben Szenci Molnar szévegét tobb beszédpozicio-valtas kiséri; elébb az
€jszakahoz (sotétséghez) intézi szavait, majd 6nmegszolitasba valt, ezt ismet egy
altalanosito rész kéveti, hogy aztan tdbbes szamban nyilvanuljon meg, végil a mu
(itt, a folyoiratban: a jelenet) a vilagot megszolitd, visszhangtalan parbeszéddel,
ugyanakkor az Onfelszamolast, a dezintegraciot tobbszords imperativusszal nyoma-
tékosito gesztussorozattal zarul.

Bomolj, vilag, én elhagylak, bomolj!
Bomolj meg, és fél, az elemeidre:

mar lattam, mi kiizd a tereiden

(nem eszme, hiszen az, ha nem epével
teli torok sivolti, para csak!),

nem érdekel bérelhetd tudas,

s arany sem, ha én magam sar vagyok;
s and?, anb!, nos, az majd megtalal,
hogyha ugy talal meg, mint... mint rabot,
s nem reszket vallalni aldozatot.
Bomolj, vilag!, lattam szerkezeted,

vagy véltem latni, bomlott ora volt,

mit bomlott éras vaskoval javitott,

s megrettent, ha az éra is (itott;

véltem latni diih6dt rugoidat,

s csalot, ki ganéjjal kenegetett -

annyi mar az Utk6z6 érdek a
tengelyeidben, hogy csak Utkdzet
billentheti meg a tarcsaidat -

Az (j szazad felhuz vagy 6sszetor:

én lelkem szigetére vonulok,

hol az égbdl maradt meég tan darab -
Bomolj, vilag! - S fald fel dnmagadat! (Tézsér 2005¢c, 42, a kiemelés télem: S. Cs. A.)
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Az idézeten bellli kiemelésbdl lathatd, hogy Tdzsér visszacsatol és Osszegez: az
eszme, a tudas, a pénz a materialis és szellemi birtoklas lehetéségeivel vet szamot
az emberi boldogulas viszonylataban, mig a né az érzelmi biztonsagot és boldog-
sagot jelentené. Ekképp kapcsolodik a szoveg Madach dramai kolteményéhez, ki-
emelten a nyolcadik, pragai szinhez, valamint lbsen Peer Gyntjéhez, annak V. felvo-
nasahoz, amely a Faustus Pragaban egyik interjuban hivatkozott, amde latenciaban
marado intertextusa: ,,A Faustus [ti. a kotet, betoldas t6lem: S. Cs. A.] annyiban
valoban tekintheté kdzéppontnak, amennyiben, szerenytelenll, eleve afféle »vilag-
kolteményneks«, sajat Faustnak, Peer Gyntnek készllt. A kdzvetlendil ihletd minta
meg természetesen Az ember tragédiaja volt. Erre utal a legelsé valtozat, az 1980
tajan irt fiktiv Kepler-Szenci Molnar Albert dialogom cime: Adalék a VIII. szinhez. De
ettél a prefiguraciotol a Faustusig hosszu volt az ut. [...] Eléadasaimban ugyszoélvan
egzisztencia-kdzelbe kerlltem a témaimmal, példaul a hanyatott elett Szenci Molnar
Albert sorsat es életmUivét teljesen magameva éltem. S adva volt a kérdes, hogy mit
csinaljak az ilyenfajta irodalmi élményeimmel.” (Faustus Pozsonyban 2010, 9)

A dramarészletben szerepld 6rametafora, a szerkezet szétszerelése, szétveré-
se, a vilag felszamolasanak allegoridja 6sszevetheté a Peer Gynt hagymahéj-jelen-
tével; Ibsennél a szubjektum tobbeskent, ugyanakkor centrum nélkili entitaskent
(ekképp szegmentalhato tObbesként, de lényegét tekintve nem megragadhato-
ként) jelenik meg, mig Tézsér a vilag szerkezetét, tulajdonképp az egészet (,lattam
szerkezeted, / vagy véltem latni, bomlott 6ra volt”) a javitasra szoruld, szétszerelt
oraval azonositja. E metaforikus-allegorikus gesztus pedig a tézseri életmu korab-
ban irott szévegeit dinamizalja: az intratextualis jaték érthetéve teszi a latens Peer
Gynt-parhuzamot. A Leviticus nyitoverseként szerepld A Gombénté kanalaban
cim(i vers erds Ibsen-allizid, a szoveg emellett az Ejszaka cimi, az Erintések
cim( koétetben megjelent vers (6n)palimpszesztusa (Tézsér 1997, 7-8; Tozsér
1972, 21). A korai versben még csak a napszakok antropomorfizacioja tortenik
meg (a cimbéli éjszaka, illetve a hajnal és az este kézként szerepeltetése), s ezzel
parhuzamosan, a negyedik szakaszban megjelenik az emberi test érametaforikaja:
JAgyra csatolva / mutatom az idét / Az (tésektdl lassan / szétrazddom / de
ketyegek tovabb / darabokban”. A Leviticusban megjelend atirat mar cimével is
utal az Ibsen-parhuzamra, a Gombontd kozismert figurajaval. A széveg azonban
a Tozseér-lira emblematikus helyére, a betegagyba pozicionalja a hést, Peer Gynt
és a lirai én ekképp pedig az emberi szenvedés metaforikus figuraciojava lesz;
az oramutatoként mukddo végtagok a vilag oraszamlapjan, valamint az éjszakahoz
tarsitott 6ntékanal igy egyszerre mutat ra a testi gyotrelemre, megjelenitve a test
materialitasat, annak lehetséges széthullasat, valamint mindennek kozmikus veti-
letét. Az anyag Ujrafelhasznalasanak lehetésége lbsennél végig lehetéség marad.
Peer sikeresen menekil a Gombontd eldl, ujabb és ujabb haladékot nyerve, mig
végll Solvejg dalaban és testi kdzelségében talal menedéket. A Tézsér-vers ezt a
lehetéseget nem szerepelteti, a fajo test itt teljesen kiszolgaltatott, magara hagyott,
kvazi 5nmikodo és dezintegralt, a vers zarlataban ugyanakkor részben ujradontoétt,
részben elszakitott: ,,Az éjszaka 6ntékanalaban/ egyltt a nyersanyag / ésszedo-
balt alkatrészei az Uri / konstrukcionak: / behorpadt holdak / szamlapjan elgorbiilt
ember / tOrt csillagkerék rozsdas tengely / mered ki a fortelmes tstbdl - / S Peer
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Gynt masik keze / a reggel / levagva s elszenesedve flstol”. Meggydézédésem,
hogy a két pretextus gondolatisaga, problémafelvetése dsszegzddik a dramai kol-
temeény zarlataban, innen pedig megérthetd, hogy miként kel 6nallo életre a drama-
részlet és jelenik meg 6nallo versként.

Keresztut (egy 6nallé vers nyomaban)

A Tiszatajban megjelent szoveg tehat 6nallé entitasként kerllt az olvasok elé, ha-
tarozottan verskeént szerepeltetve, teljesen azonban nem szakadt el kontextusatol,
hiszen a vers cimeét kdvetd alcim leirasa a szoveget egy narrativ struktura részekent,
egy életut-torténet részekent tlnteti fel; a leiras azonban egyszerre jeleniti meg a
biografiailag ellendrizhetd tényeket (Szenci Molnar Albert életutja), valamint az or-
dog altali megkisértés transzcendens vélelmét (a Faustus-legenda).! A versszove-
geket 6sszevetve lathatd, hogy az elsé tizenkilenc sor egyezd, az éjszakabol indulo
dramai monolog lirai versként is jol érvényesul. A késObbi aprobb valtoztatasok
eredményeképp a Madachra és muvére utalo részek kimaradnak: ,(nem eszme,
hiszen az, ha nem epével / teli torok stvolti, para csak!), / nem érdekel bérelhetd
tudas, / s arany sem, ha én magam sar vagyok; / s a né?, a nd!, nos, az majd
megtalal, / hogyha ugy talal meg, mint... mint rabot, / s nem reszket vallalni aldoza-
tot.” (Tézsér 2005c¢, 42) Megjegyezzilk ugyanakkor, hogy a nd-tematika egyszerre
utal a Madach-m( hatterére, valamint Szenci Molnar Albert nétlenségének tényé-
re. Szenci 1611-ben ndslilt meg, errdl lasd Szenci Molnar Albert Napléjat (Szenci
Molnar 1976, 523). Az egyezé folyodiratszdveg sorai kdzul kiemelend6 a keresztutat
emlitd harom sor: ,All az ember a keresztutakon, / s mig ott bogar s egér elboldo-
gul, / 6 jobb s bal labat sem ismeri f6l.” (Tézsér 2005c, 41; Tézsér 2005d, 27)

A Keresztut cimvalasztassal Tézsér a problematikat egyértelm(ien az Ibsen-dra-
maban ismétléddé Peer Gynt-Gomboéntd parbeszédekhez utalja: Peer keresztutnal
talalkozik el6sz6r a Gombontével, és a kovetkezé haladek mindig a keresztutig tart.
Az ibseni keresztez6dések egymast metszd egyenesekként irhatok le; legalabb
egy pontban metszik egymast. Ibsen kdvetkezetesen a keresztezédés kifejezést
hasznalja az instrukcidban, ugyanakkor a kdvetkez6 keresztutig emlegetése arra
enged kovetkeztetni, hogy ezek kilénb6zok, jollehet a harmadik alkalommal Peer
mintha ugyanoda jutna vissza. Ezzel a parhuzamos ismétlédéssel - Peer harom-
szor talalkozik a Gombéntével, ketszer haladékot, egyszer (Solvejgnél) menedéket
es id6t nyer — ér veget a dramai kdltemeny (Ibsen 2023). A fent jelzett eseme-
nyekre az V. felvonasban kertl sor, a Gombont6 haladékai, egyben intései: ,,Nem
banom, legyen! / De ne feledd: csak a kdvetkezd keresztutig!” (lbsen 2023, 192);
»Na jo, a keresztutig; de tdbb haladék nincsen!” (201); ,,A keresztutnal, Peer Gynt!
De akkor... ne feledd!” (211)

1 A Tiszataj 2005/10., oktoberi lapszamanak kiilsé boritdjan Tézsér Arpad a koltdk kdzott szerepel,
és a tartalomjegyzékben sem utal semmi arra, hogy a megjelentetett szoveg egy nagyobb kompo-
zicio része lenne. Ezt lasd: https://tiszataj.bibl.u-szeged.hu/540/1 /tiszataj_2005_010.pdf (utolséd
letoltés: 2024. 01. 15.) A vers szovegét lasd ugyanitt, 27-28.
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De a keresztut szimbolika ugyanigy dinamizalja a Csongor és Tiinde szbvegét,
az almok harmas utjat: nagyon fontos kilonbseég viszont, hogy mig Ibsen hdse
idorol iddre jut keresztuthoz, addig Vordsmarty a harmas elagazas talalkozasahoz
pozicionalja hését, a kérdés a valasztas maga. Vorosmarty esetében tehat biztos,
hogy Y-elagazassal van dolgunk, de egyenld fliggdleges és két felnyulo szarral,
ahol az utak (betlrészek) egyenl6 sullyal szerepelnek. Ekkéepp Vordsmarty eljarasa
kapcsan akar az origd fogalma is felvethetd, hiszen a harom elagazas (az Y bet(ites-
te) egyetlen kdzds pontjakent ez bizonnyal elképzelheté. Amennyiben pedig a sza-
rak 120 fokot zarnak be, koréjik kor szerkeszthetd (a térben gdmb konstrualhato),
a harom szar kiterjedésétdl fuggetlendl: ,Itt egymasba dsszefutnak, / Egy csekély
ponton nyugosznak, / S mennyi orszag, mennyi tenger / Nyulik végeik kdzétt!”. igy
avilag, s az azt a kdzéppontjabol szemlel6 szubjektum egyszerre szembesul sajat
pontszer( rogzitettségével, valamint a biztos pontbol szemlélt vilag végtelensegé-
nek tapasztalataval.

Tévedésnek harmas uta,

Utam itt ez volna hat,

Melyen éltem sugarat
Folkeresnem lima mondta.

A kdzép a biztos ut,

Oh, de melyik nem kézép itt?
Melyik az, mely célra jut?

Itt egymasba dsszefutnak,

Egy csekély ponton nyugosznak,
S mennyi orszag, mennyi tenger
Nyulik végeik kozott!

Vagy tan vége sincs az utnak,
Végtelenbe téved el,

S rajta az élet ugy vesz el,

Mint mi képet jégre irnak?

im, de itt a harmas Utvég,

Mint varazskor all eléttem;

A kivansag, a reménység

Int, von, 6szténdz belépnem. (Vorésmarty 1959, 469)

A plthagoraszi ipszilon régota az europai gondolkodas egyik alapvetd szimboluma.
A valasztas lehet6seégét a betli formajaval is leképezi, ennek gazdag képi abrazo-
lasa alakult ki az évszazadok alatt (Nagy 2011). Emellett a széles és keskeny ut
allegodriajaként szamtalan helyen felttinik: ,,Textusunk tehat ugy all, mint az a hiressé
valt hieroglifa, Pithagorasz Y-ja, melynek el8szér is szara van, melynek segitségé-
vel stabilan all, aztan pedig ketfelé agazik. Az Y-nak pedig a szara s téve nem mas,
mint az argumentumnak az a fele, mely ugy kezdddik: mert. Vigyazz, hova rejted
kincsedet, hiszen nagyon is fontos neked, hogy hol horgonyozik le a szived, és »a
hol van a ti kincsetek, ott van a ti szivetek is«. Es akkor szétnyilik ez a szimbolikus,
didaktikus betl, ez az Y, két szarvra, két agra: az egyik széles, de bal feldl van, ez
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jelképezi az e vilagi lét kincseit, a masik keskeny és jobb feldl talalhato, ez pedig az
a kincs, mely az eljévendé vilagban rank var.”? (Donne 2012, 5-15) Magyar vonat-
kozasban pedig megtalaljuk Comenius Orbis Pictusaban, ekképp: ,Ez az élet ut;
vagy kettds ut, hasonlo a’ Pythagoras boétlujehez az Y-hoz; melynek balkézfeldl valo
Osvénye gyalogutya széles; a jobb kéz feldl valé keskeny: amaz a gonoszsagnak,
ez a josagnak az uttya.” (Komensky 1685, 224-225)

A tézséri keresztut biztos, hogy Y-elagazas, egy fiiggdleges szarral és két fel-
nyulo karral (vesd dssze ezt az Ejszaka vagy A Gombénté kanalaban cimU versek
végtagjaival), amely kozil mindketté a valasztas fliggvényében jaratlan marad.
Ugyanakkor a puthagoraszi Y a késdbbiekben a Tézser-lira fontos szervezéeleme-
vé valik, ezt a Faustus Pragaban utan megjelend Léggybkerek ciml kotet elsé
ciklusanak cimével is jelzi (Tézser 2006, 6—-23). A Plthagorasz ipszilona ciklus-
ban jelennek meg koncentraltan az antik széveghagyomanyhoz és vilagképhez
nyulo, azokat ujragondolo versek, ami a tézséri lira Mittelszolipszizmus (Tézsér
1995) utani markans vonulata lett. Elsé erdteljesebb megjelenését lasd a Leviticus
cim( kotet (Tézsér 1997) cimado ciklusaban. Azt is itt jegyezzilk meg, hogy az
immaron 6nalld versként létezé Keresztut nem ebbe a ciklusba kerllt, hanem a
Szomak-ciklus nyitoverséve lép elé.

Lathato, hogy a Tézsér altal mozgatott metatextualis hald egyfeldl az eurdpai
dramairodalom reprezentansaival folytat parbeszédet (Vorésmarty, Goethe, Ibsen,
Madach), masfel6l az életm( horizontjat vizsgalva elére- és hatrautalo intratextualis
momentumok is deteketalhatok: az elézmények és a kovetkezmények pedig egy
teljesebb, de sosem lezarhatd szovegkodziségge valtoztatjak a lirai torekveseket,
azokat ebbdl a szempontbol véglegesen az irodalom mikédésmodjanak Osszjate-
kaba szove.

Epilogus (Tézsér Arpad, Goethe, J. A.)

A Keresztut azonban nemcsak azért érdekes, mert a lirai életmi 6nallé entitasava
lett; a vers eredetileg a dramabol szarmazo szévegéhez Tézsér egy Epilogust irt
- amely a Faustus Pragaban, a tematika lezarasanak, a megirasnak szimbolikus
textualis lezarasa —, és szintén szerepel a kés6bbi valogataskotetekben széveg-
egyutteskent, valamint 6nallo versként is.

A vers ablakan kihajolva cim( valogatasban a szoveg egylittesen jelenik meg
(Tézsér 2010, 226-228), mig az Err6l az Euphorboszrél beszélik cim( kdtetben
onalldan (Tézsér 2015). Ennek magyarazata az lehet, hogy utobbi, szandéka
szerint 0sszegyljtott verseket tartalmazo kdnyvben (teljes joggal) olvashaté a Fau-
stus Pragaban teljes szdévege. A Keresztutként ismert széveg igy onallé entitas-
ként nem lehetett jelen, az Epilégus ellenben igen, igy az a Léggybkerek cimd
kotet Szomak-ciklusanak elején szerepel (Tézsér 2015, 235). E tanulmany szé-
vegkeresztezddéseinek masik reprezentansa az Adalék a Nyolcadik szinhez,
amelynek 1982-es, kotetbéli valtozata szerepel az Euphorbosz-kétetben (Tézsér

2 A Donne-prédikacio idézett textusa: Maté 6:21.
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2015, 37-43), és kisebb valtoztatasokkal (javitas, hozzatoldasok) megtalalhato a
Faustus Pragaban lll. actus 3. scenajaban (Tézsér 2005a, 219-223) is, tehat
eredeti és Ujabb szdvegegylttesbe agyazott helyén.

Am az Epilégus nem a Tézsér-filologia miatt érdekes, hanem amiatt a textualis
halo miatt, ami a meglehetésen rovid versszoveg koré vonhato.®

Vérrel tott irast az 6rddgnek pénzért -
vegyll a korok tanulsaga.

Egy korai menekvé tudos kolté

Pragaban - ennyi! S a kéltében Praga!

Az ég s a fold (pénz, kény, 6nzés) tudasa -
vergddo lélek a vilagi latban:

ember a térben, s tér az emberben,

s az egész mérleg a gondolatban.

S a sokezer éves libikoka

tengelye mai fordulat:

Minek is kell fegyvert veretni

beldled, arany 6ntudat! (Tézsér 2015, 235)

Itt magat a vers széveget idézziik, nagyon fontos viszont, hogy a cimhez tarsitott
leiras (Epilogus a Faustus Pragaban cimi dramai kolteményhez, azaz Molnar Al-
bert pragai megkisértésének tortenetéhez) erds intratextualis gesztussal iranyitja
az olvasoi figyelmet a 2005-ben megjelent dramai kolteményre. (Az idézett szoveg-
helyek kiemelései télem: S. Cs. A.)

A vers els6 olvasatra a Faustus Pragaban dramai hését, Szenci Molnar Albertet
mar eltavolitottként, tavollevoként - nem elhanyagolva: megirtként - allitjia elenk.
A vers ket khiazmusanak egymas mellé rendelése szintén beszédes: az egymasba
tikr6z6do ,tudos koltdé Pragaban” kétségtelenll Szenci Molnarra utal, az ezt ko-
veto ,,S a koltében Praga!” viszont az énreflexivitas, az dnszcenirozas lehetéseget
is felkinalja. Az ember a térben, tér az emberben gondolataval ugyanez a jatek
lefolytathato; eldonthetetlen tehat, s igen jol van igy. A térténelmi térben ujrairt, to-
vabbgondolt Szenci Molnar Albert humanista tudostol bucsuzva Tézser sajat magat
is elbucsuztatja; mind a tématol (ez legyen itt egy lelektani szempont - munkamat
bevégeztem jelleggel), mind a szbveg materialitasatol (s ez pedig a szakmaisag
csak és kizardlag metapoétikai értelm( kijelentése legyen), megjegyezve, hogy
felismerve a lirai én duplikalt gesztusrendszereét az egész szdveg e kettds olvas-
hatdsaggal vérteztetik fel. Innen jobb eséllyel megérthetd, hogy a dramai szdveg
vegen hagyott utolso utasitas (itt: szerepl6 altali monologként): ,,Bomolj vilag, s fald
fel Gnmagadat!” s az elétte olvashato sorok: ,,Az Uj szazad felhuz vagy dsszetor:
/ én lelkem szigetére vonulok, / hol az €gbdl maradt még tan darab.-" mikent
teszi meg ugyanezt a gesztust mar a tiszatajos szovegben (ami, nem elfeledve,
nem dramarészletként, versként szerepel) a Keresztut végén, egyszerre hozva

3 Az Epilogus textualis haldja rendkivil bonyolult és dsszetett, akar a Tézsér-lira intra-, akar pusztan

annak metatextualis lehetéségei nyomaba eredlink.
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jatékba az 1604-es évet el6zd szazadforduld mellett a 20-21. szazad, egyben
az ezredforduld 2005-re datalhatd idejét. A bomlas, a matéria széthullasanak
lehetésége, valamint a gondolkodas, az éntudat kérdései e szdveghelyrdl ujfent
a madachi szdvegtérbe vezetnek: ,Almodtam-¢ csak, vagy most almodom, / Es
atalan tobb-é, mint alom, a lét, / Egy percre melly a holt anyagra szall, / Hogy
azzal egyutt vegképp szétbomoljon? / Miért, miért e percnyi 6ntudat, / Hogy
lassuk a nemlét borzalmait? -” (Madach 2005, 577) A madachi kérdés az dntudat
vonatkozasaban pedig a Jozsef Attila-i eszmélettel rokonithatd, nem veéletlen, hogy
az Epilégus végére az Eszmélet emblematikus sorai kertltek.*

Epilogus (Szenci Molnar, Madach és a tébbiek)

Az Epilégus elsé sora elvileg a Faust-mondara iranyitja a figyelmet. Erre a recepcio
egyontetlen felfigyelt és rezonalt (errdl lasd Banyai 2007, 95-103; Bedecs 2006,
93-96; Bedecs 2005, 69-70; Bodor 2006, 89-91; Borbély 2006, 27; Kemsei
2006, 90-93).

A téma kozep-europai beagyazottsagat, irodalomtérténeti jelentésegét s kon-
tinuus voltat aligha kell magyarazni: ,,Az Ujabb (XX-XXI. szazadi) Faust-feldolgoza-
sok tébbségeének egyik kdzos jellemzdje, hogy hatarozott divergenciat mutatnak
az Oket megel6z6 mivek tekintetében: a legenda nem énmagaban all, hanem
nyersanyagként szolgal.” (Medve 2019, 43) E nyersanyag-feldolgozas lehetéségét
korabban mar felvetette Kovacs Sandor Ivan is Egy magyar Faust cimi irasaban,
megjegyezve, hogy Kovacs itt az 1995-6s Mittelszolipszizmus cim( kotetbe felvett
Adalék a Nyolcadik szinhez cimU vers kapcsan vezeti végig gondolatmenetét
annak irodalom- és kulturtériéneti vonatkozasaival a Tézsér-koltészet alakulasara
figyelemmel, de a drama sz6vege ekkor még nincs (Kovacs 1999, 71-77). Ennek
ellenére a téma apropojan 6 kapcsolja dssze a Tézsér-szbveget és a régi magyar
irodalomban ismertté lett Molnar Albert éneke cimU verset: ,Molnar Albert éneké-t,
latinul és magyarul, 1745-ben jegyeztek le Erdélyben, s Szilagyi Istvan mar 1853-
ban publikalta.” (Kovacs 1999, 71) A Faustus Pragaban cim( kétet kapcsan Barczi
Zsofia hozza be a recepcioba a Molnar Albert énekét (Barczi 2007, 99-101).
Magardl a szévegrdl Barczinal kevés szo6 esik, Kovacs Sandor Ivannal annal tébb,
lenyegében megprobalja rekonstrualni a Faust-monda e valtozatanak lehetséges
keletkezéstorténetét Szenci Molnar Albert ismert élettényei alapjan. Meghatarozo
jelentéséggel mutat ra a tanulmany szerzdéje arra, hogy magabol a kéziratbol (ez a
Szilagyi Istvan altal 1853-ban publikalt Molnar Albert éneke) nem kovetkezik egye-
nesen, hogy a Molnar Albert énekének a Faust-mondahoz van kbze, az érddg
altali megkisértés lehetéségérél, a téma ismeretérdl azonban bizonyosak lehetlink
(Kovacs 1999, 71-74). Mindazonaltal a t8zséri Epilégus kiinduldpontja ez a sz6-
veg lesz, annak is az utolso strofabol vett, némileg modositott sora. Az utolso stréfa:

4 A Jozsef Attila-verset lasd: https://www.mek.oszk.hu/00700/00708/html/ (Uatolsé megtekintés:
2024. februar 10.)
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Végtére annyira jutvan,

Ordogtiil is megcsalatvan,

Vérrel tott kézirast pénzért.

Kitll, hogy szabadulasa,

Lenne vigasztalasa,

Nép Istent(il kegyelmet kért. (nyert)
Finis.®

E szovegrészletbdl talan nem nyilvanvald, de a gunyvers retorikajat kovetve ez
ugy egyes szam harmadik személyd, hogy a lirai én a szévegben végig nmagarol
beszél. A telies cim erre felhivia ugyan a figyelmet (Molnar Albert éneke, melyet
csinalt és dudoldogolt, mikor idegen orszagban, igen megszorulvan kéntele-
nitetett juhpasztorsagra adni magat etc.), sikeresen alcazva a széveget egy
olyan, Szenci Molnar Albertnek tulajdonitott lirai szolamnak, amely nyilvanvaldéan a
kozOssegi keletkezés és hagyomanyozoédas idején sem volt az.

Mindez azonban nem akadalyozott senkit (se szerzét, se értelmezét) abban,
hogy a rola szolo széveget a Faust-mondaval tarsitsa. Ezért rendkivil fontos gesz-
tus Tézsértdl, hogy a masodik sorban jelzi, hogy tudja és érti a kompilacidban rejld
kihivasokat. A ,vegyll a korok tanulsaga” a vérrel irott széveg motivumat temporali-
san eloldja a szbveghely eredetétdl, s a vers tovabbi soraiban az idét jelzé6 kompo-
nensek és szoszerkezetek (korai [menekvd koltd], sokezer éves [libikoka tengelye],
mai [fordulat]) a jelenig hozzak el a problematikat, egészen pontosan a Jozsef At-
tila-i felkialtas jelenben is realizalhato retorikussagat dinamizalva. A Jozsef Attila-al-
luzié végszo gyanant az éntudat, identitas, 6nazonossag negativ vegpontjaként az
egész emberi gondolkodas, tudatmikddés megsziintethetetlenségeére reflektal.

A Keresztut, annak Epilogusa, az 6nallo életre kelt vers a Faustus Pragaban
cimd konyv fontos eredménye. A meg a 20. szazadban elkezd6détt gondolkodas,
az irodalmi el6édokkel folytatott parbeszed a Toézsér-lira Ienyegi mozzanataira vilagit
ra ebben az esetben is, a szOvegek keresztmetszeteben egyetlen szubjektum az,
akinek megannyi alakmasaban maganak az irodalomnak a létmodja tikr6zddik
vissza, ahogy Goethe Faustjaban is olvashato: ,,Der Korper liegt, und will der Geist
entfliehn, / Ich zeig' ihm rasch den blutgeschriebnen Titel; — / Doch leider hat man
jetzt so viele Mittel, / Dem Teufel Seelen zu entziehn.”® A masodik és harmadik sor
rimhivo és rimfeleld szavaira figyelve (Titel, Mittel) arra is raébredhetlink, feltéve es
megengedve, és bizonyosan nem utoljara, hogy alluziok ide, metatextusok oda, ez

5 Molnar Albert éneke. O szelence. Szerk.: Orlovszky Géza. http://gepeskonyv.btk.elte.hu/adatok/
Magyar/550rlovszky/molnar/molnareneke.html (Uutolsé megtsekintés: 2024. februar 6.)

6 Johann Wolfgang Goethe: Faust: Der Tragodie zweiter Teil. http://www.digbib.org/Johann_Wol-
fgang_von_Goethe_1749/Faust_II_.pdf (Utolsd megtekintés: 2024. februar 6.) A Jékely—Kalno-
ky-forditasban: , A test hever, s ha a szellem kikel, / félmutatom a vérrel irt kdtelmet; - / sajnos, ma
mar az 6rdogtél a lelket / sokféleképpen szerzik el.” (https://mek.oszk.hu/00300/00389/00389.
pdf, utolsd megtekintés: 2024. februar 6.) A Kozma Andor-féle magyaritas: ,Fekszik a test, a lélek
készll el, / A vér-irast legitt elébe tarom, / Mert elcsipnek ma lelket mindenaron / Ordbgt[]l is, ha
nem Ugyel.” (https://mek.oszk.hu/11900/11915/11915.htm, utolsé megtekintés: 2024. februar 6.)
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alkalommal se kertltlink annyira messze a lényegtdl. A hivatkozott Goethe-idézet
rimparja a Mittelszolipszizmus VI. tételében kdszdn vissza, immaron a kdzép-euro-
paisag motivumait és a 20. szazadi emberi sorsmintazatait hozva k6zds nevezore.

Szoéval ez itten Mittel ur,

szolt ki a ketrecbdl az amerikai koltd.
Bels6 szervre hasonlit,
...hasnyalmirigy... érzékenység

minden irany nélkdl... ez itt...

Ez itt a fliggdlegesek

feszlltsége a lent és fent kozott,
mondta a platinaszéke pesti tanarné.
Kozott. K&. Tanknyomok.

Osztom az urak és holgyek véleményét,
mondta a szlovakiai magyar poéta.

Ez a nyombél formaju bugyor itt valéban
egy homokoéra nyaka.

Ez a felfelé hullo hasas pasas itt

pan Zbigniew Herbert,

ez a szuros fekete szem a képzetek livegfalaban
Vladimir Holan,

s ez a goszpodin, aki

a targyak szemhéja alatt hajozgat:
Vasco de Popa.

Tudni kell

réluk, hogy pan Mittel

fia mind, de nem mittelt

jussoltak apjuktol:

csak titelt. (Tézsér 1995, 46-47)

E képesség a Tdézsérlira fundamentuma; Ezra Pound, Nemes Nagy Agnes, Zbig-
niew Herbert, Vladimir Holan, Vasco Popa és még sokan masok. Természetesen,
hogy ne legyen egyszer(, a ,,Make it new!” szellemiségének legjobb ervenyre jut-
tatasaval.
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