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Abstract

The Blum program is a comprehensive personal and social interaction framework for
preschool children. The program focuses on the professional self-awareness of pre-
school teachers and early childhood caretakers and the conscious use of art and cre-
ative practices. Our program is based on the use of integrative arts methods to devel-
op cognitive and communication abilities, problem-solving skills, social and emotional
competences, emotional intelligence, emotion regulation, fine motor skills, creativity
and resilience. In our research, we hypothesized that children in the Blum program
would perform better on tests of executive and language abilities than children in an
age- and sex-matched control group (a methodology that does not use elements of
the Blum program). We evaluated both domains using 3-3 standardised tests at the
beginning and end of the school year to assess the improvement. A total of 51 children
participated in this study, the average age was 4.53 years. Our results show that in
the test procedures measuring executive functions and language ability, we observed
significantly better results for the Blum group. The results of the current phase of the
research suggest that the use of the Blum programme may have a positive impact on
the development of certain skills that determine school readiness.
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Introduction

The first years of life are, along with adolescence, the most determining period
for the development of the brain, whether in its organization or in its specializa-
tion. Cerebral volume is multiplied by 4 from newborn to adult (Johnson 2001).
The areas of child’s brain, as well as the connections between its neurons will be
expanding, allowing a constantly evolving control of his so-called cognitive skills,
namely his motor skills, language, regulation of behavior and emotions, among oth-
ers (Noble et al. 2015). Their quality of child brain development is governed primar-
ily by genetic predispositions that set the developmental calendar, but also by the
demands of the environment (Huang et al. 2013). Neuroscientists now know that a
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baby, evolving in a family environment conducive to interactions, creates connec-
tions denser and more areas of exchange between its neurons, called synapses.
In effect, more solicitations and sensory stimulation thus generate a synaptic pro-
liferation, a denser cerebral cortex, and more flexibility intellectual (Author 2020b).
All these mechanisms are grouped together under the term “cognitive reserve”, a
sort of acquired cerebral capital (Stern et al. 2009).

However, being raised in a stimulating environment contributes to the enhance-
ment of cognitive development. It is crucial to provide early and appropriate stimu-
lation to children in order to optimize their emotional and cognitive resources,
thereby giving them the best chances for a happier life.

Despite a slight improvement in global access to education, there is still a signif-
icant correlation between educational attainment and social background (Bernar-
di & Ballarino 2016). Children from higher social classes, whose parents have a
higher socioeconomic status, tend to achieve higher scores on achievement tests
and perform better academically compared to children from lower social classes
(Hair et al. 2015). Furthermore, recent studies on brain structure indicate potential
differences between children and adolescents from low-income and high-income
families, particularly in regions of the brain that support language, reading, execu-
tive functions, and spatial skills (Noble et al. 2015). Therefore, parental socioeco-
nomic status strongly influences children’s executive function abilities from an early
age, which directly impacts their future educational opportunities (Jednorog et al.
2012).

Development of Executive Functions

EFs bring together a set of high-level processes facilitating the adaptation or ad-
justment of the individual from a behavioral, affective, or cognitive point of view,
by considering the social context. These processes advance the processing of
multiple simultaneous information, effective strategies, and resistance to parasitic
elements (Diamond 2013). Like a behavioral supervisor (Seron et al. 1999), EFs
bring together several distinct facets depending on the context involved (Zelazo &
Muller 2002). Executive and metacognitive functioning is a powerful predictor of
successful academic performance (Andersen et al. 2019). The integrity of exec-
utive functioning also enables cognitive reserve, which helps mitigate the clinical
expression of potential neurodevelopmental disorders through improved compen-
sation of cognitive and metacognitive strategies (Author 2020a).

The development of EFs is early, but heterogeneous and progressive. However,
the maturation of the prefrontal cortex can be disrupted or promoted by a multitude
of genetic or environmental factors (Kolk & Rakic 2021), such as physiology, diet,
sleep, physical activity, socio-economic status (parental education, poverty...), cul-
ture, parental stress, educational practices, screens, pollutants, etc. (e.g. Jirout et
al. 2019; Corkin et al. 2021).

Certain beliefs about play still tend to circulate in society in general (Richard
& Gentaz 2020). For some, playing is a frivolous activity that would deprive the
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child of real learning. For others, as is the case in Montessori pedagogy, play and
more specifically pretend play would not constitute an activity likely to promote the
development of the child; in contrast to activities linked to real life, the results of
which would be more positive (Lillard & Taggard 2019). In view of these different
elements, which activities can best promote the cognitive development in children?

Impacts of childhood activities, on cognitive development and
education

It has been reported by several studies (e.g.: Park et al. 2015; Brock et al. 2017;
Bowmer et al. 2018; Crenshaw 2020; Moreno et al. 2011; Takacs & Kassai 2019)
that (complex) art education has a positive influence on the formation of cognitive
functions. According to some studies, activity and artistic and playful stimulation
significantly increase the capacity for sustained attention (Wandell et al. 2008),
including increased sources of motivation (Hutton et al. 2015) through feedback.
Positive impact also may be exerted on the development of executive functions
and the processes of behavioral and emotional control. Faced with advances in
neuroscientific knowledge about education, educational programs have begun to
be integrated into national curricula, often in a heterogeneous and unsystematic
way between countries.

In South Korea, studies have highlighted the impact of music education and
body expression on cortical thickness and cognitive measures, particularly in ar-
eas related to executive function development (Park et al. 2015). At age 6, chil-
dren learning music are more resistant to noise, and show better auditory attention
(Wolfe & Noguchi 2009). This improvement has a significant impact on the results
of intellectual efficiency tests and on attention (Kieras 2006). The access to exhibi-
tion or initiation to visual arts, music, and dance over 2 years significantly improves
intellectual efficiency (especially processing speed) and reading skills (Gathercole
et al. 20086).

In Japan, dramatic play and musical play programs on preschool children imp-
roved working memory development and inhibition performance (Kosokabe et al.
2021). Methods of training in music and visual arts contributed to the development
of verbal skills in 90% of a group of Canadian preschoolers (Moreno et al., 2011).
Indeed, denser neural connections in areas governing verbal communication are
found in children receiving music education (Strait & Kraus 2011). Moreover, MRI
studies show common brain activations during musical learning and mathematical
thinking. To assess the impact of artistic stimulation on school performance, Wan-
dell and colleagues showed that learning a musical instrument improved grades in
mathematics (+50%) and history-geography (+40%) in children from unprivileged
backgrounds (study of 300,000 American students). Music also improves recall in
memory and visual imagery. Overall, learning to play an instrument also improves
some motor and coordination skills, which creates deep and permanent changes
in the brain (Posner & Patoine 2009).
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In Norway, a program called “Art of Learning” is a 12-week creative learning
program involving 1 hour per day 3 days a week around workshops in music, the-
atre/ drama, dance, literature/poetry/storytelling, visual arts, and photography.
Studies have shown that children following this program integrated with traditional
education exhibited levels of behavioral regulation and executive functioning, with
the incidence of greater collaboration, conflict resolution, inclusion, vocabulary
level and confidence. (Andersen et al. 2019). Further away from artistic activities,
children’s “free play” also develops language and emotional regulation, imagination
and helps to densify the socio-behavioral responses to obstacles and dilemmas
(Lillard et al. 2013). Thus, free play allows for a reinforcement of the identification
(by the appropriation of other identities) and increases self-esteem. Finally, a large
meta-analysis highlighted the impact of mindfulness meditation on the development
of executive functions in children (Takacs & Kassai 2019).

However, not all investigations necessarily show conclusive results. Introductory
music workshops like the one experimented with English preschoolers failed to
show an impact on executive development (Bowmer et al. 2018), which also high-
lights the importance of the format workshops (frequency, age of inclusion, type
of activities, etc.).

Blum pedagogy

“Blum is a philosophy of childcare in which a variety of artistic methods are used to
raise caretakers (early level teachers and parents) awareness of the profound impact
their attachment styles have on how they play. These artistic approaches serve
as a means to sensitively illustrate the interconnectedness of caretaker and child
attachment patterns, fostering a deeper understanding of the role they play in
shaping cognitive development.»

The Blum program promotes the internal innovation of caretakers, based on the
principle that the well-being of the caretaker is the foundation of high-quality and
successful education. Their philosophy is that the source of educational impact is
always the caretaker's individual personality and professional competence.

To these purposes, they offer a comprehensive and innovative program that
uses a variety of artistic methods to support the development of following domains:
cognitive and communication skills, problem-solving abilities, social competences,
emotional intelligence, emotion regulation, fine motor skills, creativity, and resili-
ence.

The Blum program also aims to promote scientific knowledge and discussion
at a society-wide level, to facilitate the establishment of a social activity, and to
address the parent-family partnership.

The basic approach of this concept is that the pedagogical interventions that
support the child’s development are created by the fundamental interaction be-
tween the child, the caretaker, and the family. The program therefore involves chil-
dren, the professionals working with them, the family, and the social environment.
This approach can be integrated into the everyday work of professionals working
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with children, into the institutional pedagogical program, into the world of public
education, private education and into the everyday practice of family parenting.

The aim of the study

The aim of the inquiry is to carry out a detailed study of the children who were
randomly selected for groups led by teachers that participated in a 180 hour long
accredited Bluming program for further education. In addition, control groups
matching the children selected in terms of sex and age, were also created, where
the primary concern was to include children, whose teacher had not participat-
ed earlier in a Bluming program. The performance of the two groups were then
matched, based on some preselected criteria. The tests employed were designed
to assess mainly the executive functions and communicative skills. In selecting the
kindergartens three different, random locations were chosen in the country.

It was assumed that considerable improvement would be found in the test group
with respect to any function in comparison with that of the control group that may
be explained by the introduction of the special and complex methodology acquired
by the teachers (Crenshaw 2020; Moreno et al. 2011; Takacs & Kassai 2019).

Matherials and Methods

Participants

A total of 51 children from two group (Blum vs. control) took part in our study. All
together 21 girls and 30 boys, whose average age was 4,53 years (range 3,00-
7,20; SD=1,08). The performance of Blum was compared with a control group
matched for age and gender. Kindergarten teachers in control group had not par-
ticipated in the Blum training.

In the Blum group 10 boys and 16 girls were tested, their mean age was 4,46
years (range 3,00-6,20; SD=1,02). Control group consisted of 11 boys and 14
girls, with the mean age of 4,61 years (range 3,10-7,20; SD=1,15).

Children were selected from three cities chosen based on the socioeconomic
status, using publicly available economic indicators from national data. From the
city with the best socio-economic status (Town1) were selected 19 children 11
boys and 8 girls. In Town2 were chosen 10 boys and 8 girls, and in Town3 there
were 4 boys and 10 girls.

The different group were matched in terms of sex and age for each city selected.
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Blum Control
Average age Average age
N (SD) Range N (SD) Range
Town1 | 10 4,82 (0,94) 3,10-6,10 9 5,05(0,82) 3,50-6,00
Town2 | 9 4,84 (1,01) 3,40-6,20 9 5,08 (1,24) 3,50-7,20
Town3 | 7 3,45 (0,28) 3,00-3,70 7 3,44 (0,39) 3,10-4,10
Table 1. Distribution of individuals by city
Measures

Six tests were selected and included in the final protocol to investigate executive
functions in preschool-age children as well as the development of language skills.

Three tests were chosen to measure the level of development of the executive
functions. They are as follows:

A child’s version of Rey’'s complex figure (Szenes 2004): a child is supposed
to copy a figure in the test, then he/she is immediately supposed to recall it first,
then next 20 minutes later. The performance is analysed against four criteria: the
number, the ratio and relation of elements drawn, and the number of secondary
elements portrayed.

Semantic fluency test (Tanczos et al. 2014): the child is required in one minute
to name as many elements of three categories (animal, fruit, and food) as he/she
can. Analysis is done along three indices, i.e. the number of words recalled, fails,
and perseveration.

Hungarian echo test (MAMUT Test, Kas & Lukacs 2008): complex sentences
need to be repeated without making a mistake.

Three tests were used to assess language competences:

Checks on active vocabulary (Hungarian term: LAPP, Ldrik et al. 2015): naming
pictures; the children were asked to identify pictures of objects (identified by nouns
and verbs).

Assessment of language competence development (Hungarian term: PPL, Pléh
et al. 2007): run to test the use of nominal allomorphs, locative suffixes, and prep-
ositions.

Test for Reception of Grammar - Hungarian (TROG-H Test, Lukacs et al. 2012):
by using coloured flashcards the processing of grammar structures of various dif-
ficulty is assessed.

Procedure

Children from three cities (Town1 Csemd, Town2 Nagykovacsi, and Town3 Haj-
duszoboszlo) were selected for the study based on the socio-economic status of
the area. Three different districts (the smallest administrative unit) were included.
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There is a useful indicator that shows the personal income tax base income. Town1
was the best status (147,2), representing the northwest-central region of Hungary.
Town2 was a region (central, southern region of Hungary) with less good indica-
tors (86,2), while Town3 (eastern Hungary) represented a region (82,5) which is
disadvantaged with the highest number of disadvantaged children among our study
sites.

We signed a contract with a kindergarten in each municipality, where we first
informed the head of the institution and the kindergarten teachers in detail about
our study, then we informed the parents of the children selected by the teachers,
who then gave their permission to carry out our study.

Based on our method, in each city we divided the children into two groups. The
study group (Blum) consisted of children whose teachers had already completed
the Blum training and were using elements of it in their daily routines. The children
were selected randomly from their group. Then we matched children by gender
and age from a group where the teacher was not trained in Blum’s methodology.

The test was carried out twice. First in the autumn of 2021, at the start of the
Blum training, and then at the beginning of the summer of 2022, at the end of the
kindergarten year.

We hypothesized that incorporating Blum’s philosophy and methodology would
result in quantified changes in children’s performance.

The tests were delivered in the mornings in all the three kindergartens. A sepa-
rate and quiet room was allocated for us where the children were led in by the
teachers. Testing was usually done in a dialogue situation. A test would usually
last for 30 minutes and the exercise was run in a play like manner by using several
colourful kits and by observing the peculiarities of the competencies and the be-
haviour of the children.

Statistical analyses

The findings were analysed by groups (Blum vs control groups) involved. Numerical
results were computed by making use of IBM SPSS Statistics 23 program. Since
our data did not follow normal distribution non-parametric tests were used in all
cases with 95% confidence interval.

During the analyses, we examined the performance of the participants based on
several parameters. We examined whether significant differences appeared in the
individual tasks by group (Blum vs. control) during the pre- and post-measurement.

Ethics statement

This study was carried out in accordance with the recommendations of the Hun-
garian Centre for Research Data with written informed consent from parents of all
subjects. All parents gave written informed consent in accordance with the Decla-
ration of Helsinki.
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Results

Firstly, the differences in overall performance on the tasks between the groups in
each city between the pre- and post-measurements were analyzed (Table 2). In the
analysis, a score was assigned to each task. This was calculated as each correct
answer was worth 1 point, which was then added together. The results show that
overall, across all cities and groups, children achieved better average performanc-
es on the second measurement, highlighting the benefits of kindergarten educa-
tion on language development and higher cognitive functions.

Mann-Whitney U-probe
City | Measurement | BLUM | Control
U z p
pre 17.46 | 23.66 26.00 | -1.28 .20
Town1
post 20.10 | 28.75 | 38.00 | -.22 .825
pre 8.88 11.11 7.00 -2.23 | .025*
Town2
post 11.66 | 11.64 11.50 | -1.66 | .096
pre 3.28 7.64 21.00 | -1.96 | .050*
Town3
post 3.88 9.08 27.00 | -1.47 41

Table 2: Overall performance

Performance between pre- and post-tests per task was analysed by group (Blumvs.
control). For all tasks, both groups performed significantly better on the post-tests.
Examining the results by task, in the rey complex task, children in the Blum group
performed significantly better on the post-test (Z=-3.04; p=0.002), with no statis-
tically significant difference detected in the control group (Z=-1.47; p=0.141). In
the MAMUT task, both groups performed significantly better in the post-test (Blum
Z=-2.52; p=0.010; control Z=-3.33; p<0.001). In the TROG test, the Blum group
performed significantly better in the post-test (Z=-2.52; p=0.012), while there was
no significant difference between the input and output measurements for the con-
trol group (Z=-1. 56; p=0.118). In the PPL test, there was a significant difference
in the performance of the control group (Z=-3.00; p=0.003), with no significant
difference in performance for the Blum group (Z=-1.41; p=0.160). In the LAPP test,
there was also a significant increase in performance for the Blum group (Z=-2.75;
p=0.0086), with no significant difference for the control group (Z=-0.99; p=0.320).
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Regarding the performance on the Rey complex test, in addition to the overall
test score, four additional parameters were analysed: the number, the ratio and
relation of elements drawn, and the number of secondary elements portrayed. For
item number, a significant improvement in performance was observed in the Blum
group (Z=-2.41; p=0.016). The control group did not show such an improvement
in performance (Z=-1. 35; p=0.177). In terms of drawing proportions (Blum Z=-
2.67; p=0.008; control Z=-0.413; p=0.680) and secondary items (Blum Z=-2.83;
p=0.005; control Z=-0.64; p=0.522) parameters, there was also a statistically sig-
nificant performance improvement in the Blum group.
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Semantic fluency was tested with three categories: animal, fruit, food. Total word
count, perseveration and errors in the different categories were examined sep-
arately. There were no significant differences between the groups in the word
counts and perseverations produced in each task, but the Blum group made sig-
nificantly fewer errors on the post-tests (Z=-2.23; p=0.026) than the control group
(Z=-0.20; p=0.839).

In addition to the overall scores on the PPL test, the Blum group showed a sig-
nificant improvement in prepositions (Blum Z=-3.10; p=0.002; control Z=-1.60;
p=0.111). In locative suffixes, only the control group showed a significant improve-
ment (control Z=-2.87; p=0.004; Blum Z=-1.62; p=0.105).
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In terms of overall LAPP performance, both groups showed a significant improve-
ment in performance, but only the control group performed significantly better on

verbs (control Z=-2.15; pp=0.032; Blum Z=-1.71; p=0.088).
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Table 6: Summary of results in LAPP tasks.
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Conclusion

This study, which is at a stage of impact measurement, represents a first step in the
analysis of an educational method based on early stimulation through art, play, and
experience, and its impact on the development of kindergarten children and their
predisposition to future basic learning. Considering the small number of partici-
pants and certain uncontrolled variables, the conclusions of this initial study should
be taken with caution.

However, it already provides insights into the positive impacts of early child stim-
ulation on cognitive abilities and emphasizes the importance of teacher training
and competence when working with these children. It is also reinforcing the idea
of the universality of education and the importance of early childhood programs for
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children’s neurodevelopment and training for kindergarten professionals.

In general, we observe an evolution of children’s skills in cognitive development
(language, visuospatial, planning, working memory) over one preschool year. Nev-
ertheless, the one-year progress on certain tasks exclusively related to executive
functions or planning and working memory (as evident in the final recall of the
Rey-complex task), appears to be significant only in the Blum group and not in the
control group.

We also found language factors that showed greater improvement in the test
group (reception of grammar, active vocabulary). These abilities found in kinder-
garten children from the Blum Group could predispose them to more effective en-
try into writing and mathematical skills (Cornu et al. 2017; Gizzonio et al. 2022;
Stokes et al. 2017).
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1. Bevezetés

A tanulmany egy, az Eszterhazy Karoly Katolikus Egyetem gydgypedagogus-kép-
zésenek részét képezd szeminarium szervezésmaodjat, a kurzus soran a palyaszo-
cializacié érdekében érvényesitett konstruktivista szemléletmodot, illetve annak
szerepét és gyakorlati alkalmazasat mutatja be. EIméleti hatterét a konstruktivista
tanulaselmélet (Nahalka 2003; Kiss 2009) adja, szemléletének a fels6oktatasbeli
hasznosithatosagat (Kévecsesné et al. 2023) helyezi kézéppontba.
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A targyalt Gydgypedagdgiai szociologia — szocialis tamogatd rendszer
cim( szeminarium a képzés elején kap helyet, és alapozo targykéent minden
gyogypedagogus-hallgatd szamara kotelez6. E szakasz utan valasztanak szakiranyt
a hallgatok, ami a képzés portfoliojaban a logopédia, tanulasban akadalyozottak
pedagogiaja, pszichopedagogia és az inkluziv nevelés szakiranybdvité lehet. A
szeminarium feladatai kozott csoportos gyakorlat is helyet kap: a mar a korai sza-
kaszban is megvalosuld intézménylatogatasok a képzés alapvetd koncepcidjahoz
tartoznak, beavato jellegliek. A kurzushoz kapcsolodo intezménylatogatasok szin-
terei részben a gyermekvédelem terlletérdl kerlilnek ki, részben pedig a fogyaté-
kossaggal él6k szocialis alap- és szakositott ellatasanak korebdl.

A kurzust a 2022/23-as tanévben két oktato - a ket szerz6 - kdzdsen vezette,
a tanulmany az ebben az idészakban kidolgozott és kiprobalt gyakorlatokat mutatja
be, a segitd hivatasra felkészitd felsdoktatasban alkalmazhatd pedagodgiai szemlé-
let €és modszerek kerdéset helyezve elétérbe. A nappalis hallgatok gyakorlata ket,
egy 21, illetve egy 23 f8s csoportban zajlott, a tanulmanyban bemutatott oktatasi
koncepcio ezeken a kurzusokon valosult meg.

A gyogypedagogia interdiszciplinaris alkalmazott tudomany, a szeminarium okta-
toi nem gyogypedagogus vegzettsegliek, egyikik szociologus, illetve a nyelv tarsas
és tarsadalmi vonatkozasaival foglalkozo nyelvész, masikuk szocialpolitikus, igy a
szaktertllethez kapcsolodd mas tudomanyteriletek szemléletét, tudasanyagat is
képviselni tudjak. Ezekkel a feltételekkel jo lehetéség adodott, hogy a szeminarium
tudasanyagan tul egy tovabbi pedagogiai célt fogalmazodjon meg: a palyaszociali-
zacio tudatos tamogatasa.

A tanulmany el6szor kifejti, hogy miert latjuk szilkségesnek a konstruktivista
szemléletmod érvényesitését a gyogypedagogus-képzésben (2,), majd részlete-
sen targyalja az alkalmazott modszereket és gyakorlatokat, a diszkurziv keret meg-
teremtését (3.1.), a hallgatok elézetes tapasztalatainak feltarasi modjait (3.2.), a
hallgatokkal vegzett kutatas felhasznalhatosagat és tanulsagait (3.3.) és az intez-
ménylatogatasokat, illetve az itt szerzett tapasztalatok feldolgozasat is (3.4.), és a
tovabbi lehetéségekre is kitekinté 6sszegzéssel zarul.

2. Elméleti hattér: a konstruktivista szemlélet sziikségessége
a gyogypedagogus-képzésben

A gyogypedagogusi hivatas olyan specialis attitidoket és tarsas képessegeket
igényel, amelyek eléréséhez a képzésbe belépd hallgatok tobbsége esetében fej-
lesztésre, az attit(idok és fogalmi konstrukciok atstrukturalasara van sziikség (Ma-
téné Homoki 2011). A palyaszocializacios folyamat kezdeti szakaszat tamogatva a
targyalt kurzus megtervezésének az a célja, hogy a gyogypedagodgus-kepzesbe
belépd hallgatok differencialt képet kapjanak a palyardl, amelyre készlilnek, és ezt
Ossze tudjak hasonlitani az egyéni palyaelképzelésiikkel és céljaikkal (v6. Berno-
lak - Imrik 2021). A palyaszocializacio magaba foglalja a szakmai szerepkorok,
ertékek és normak megtanulasat, amelybe ma mar beletartozik a tarsadalmi, szo-
ciologiai szemlélet is (Dudas 2007; Richardson 1996; Ritook, 1989, 2008; Szi-
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lagyi 2005), ami azonban a konvencionalis gyogypedagoguspalya-elképzelésbdl
altalaban hianyzik.

A szeminariumnak a szakmai szocializacios folyamatba valo tudatos beépitésé-
vel az az egyik célunk, hogy a képzes alkalmazkodjon a jeldltek szakmai fejlédési
feladataihoz, masrészt a képzesben résztvevok a személyes tapasztalataikat ertel-
mezve képesek legyenek reflektalni egy differencialt gydgypedagogus-szerepre.
Ezért olyan modszereket valasztottunk, hogy a kritikai gondolkodas, az elfogadas,
a reflektivitas és az egytttmikodés képessegei is fejlddhessenek a képzesi folya-
mat réveén.

A szeminarium megszervezése soran a szocialkonstruktivista tanulaselmeélet mo-
delljét ervényesitettiik. Ez a felfogas a tanulast aktiv folyamatként értelmezi, vagyis
a hallgato a tudast nem egyszertien befogadja, sokkal inkabb aktivan Iétrehozza
(Nahalka 2002). A személyes tanulasi folyamatok kdzossegekbe agyazottan zaj-
lanak, igy a szeminarium modszertani megoldasaiban fontos elem, hogy a tanulas
tarsas kontextusat alkalmazza, pl. a csoportmunkak, kollaborativ feladatok segit-
segevel. A hallgatok szabadon érvényesithették tapasztalataikat, nem korlatoztuk
Oket eldzetes elvarasoknak megfeleltetve. A hallgatok elteré élmenyei, tapasztala-
tai, hiedelmei egyforma ervényességgel jelentek meg a szeminariumokon, és ezek
Utk6zése, megvitatasa révén helyezhették uj kontextusba az adott témat.

3. A szeminarium konstruktivista szemléletl gyakorlatai

A targyalt kurzus egyik célja, hogy a képzésbe belép6 hallgatok képet kapjanak
a szakmarol, és ezt 0ssze tudjak hasonlitani az egyéni jellemzdikkel, konstruk-
cidikkal és ceéljaikkal. A hallgatok a felfedezés stadiumaban vannak, és eldzetes
palyaképuk (Zakar 1988) ebben a szakaszban nem realis 6n- és palyaismereten
alapul, hanem féként konvencionalis sztereotipiakat és a korabbi szereptalalko-
zasok elmeényeit tartalmazza. A kurzus tantargyi tartalma altalaban nem talalkozik
a hallgatok palyaelképzeléseivel, azonban fontos, hogy beéplljon ebbe, és ez-
altal kozelebb kerljon a jelenlegi tarsadalmi elvarasok alapjan megfogalmazodo
differencialt gyogypedagogusi szerepelvarashoz. A kurzus eredményességéehez
azert is kllonodsen hatékony a konstruktivista szemlélet, mert a palyabevalashoz a
hallgatok tobbsége esetében konceptualis valtasra (Nahalka 2003) van szlikseg.
A szeminarium olyan oktatasi, tanulasi koncepcioval lett megtervezve, amely a tu-
daskonstrualasra alkalmas, differencialja, bdviti a hallgatok palyaelképzelését, és
igy a palyaszocializacios folyamat alakulasanak katalizatora lehet. Az elgondolas
bemutatasahoz attekintjliik azokat a gyakorlatokat, eljarasokat és feladatokat, ame-
lyeket a kurzus soran alkalmaztunk: kezdve a két oktatd egylttes munkaja altal te-
remtett multidiszciplinaris kdrnyezettél a kozosen vezetett orak diszkurziv jellegén,
az intézménylatogatasok beavatd szerepén és az azokrol készult reflektiv naplok
(vO. Gulya - Szivak - Fehérvari 2020) értelmezd funkciojan at a fogyatékossag-
ertelmezéseket feltard, a hallgatok altal csoportmunkaban feldolgozott és értelme-
zett metaforakutatas (v6. Vamos 2003) eredmeényeiig.
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3.1. Keret: az egyenrangu, diszkurziv oktatasi tér alakitasa, projektszemlélet
a kurzus kivitelezésében

A két oktato egylittes munkaja egyreszt multidiszciplinaris kornyezetet teremtett,
masrészt folyamatos egytttes jelenlétik hozzajarult az 6ra alapvetden és tervezet-
ten diszkurziv jellegéhez. Az oktatok parbeszede, eltérd kérdeésfeltevesei batoritjak
a hallgatokat, hogy aktivan vegyenek részt a tanulas folyamataban sajat kerdése-
ikkel és értelmezéseikkel. A gondolkodas szabadsaganak lehetdségét allitja min-
taként, hogy a két oktato is folyamatosan, orardl érara egymassal is parbeszédbe
lepve mas nézdpontokat mutat be vagy hangsulyoz. A két oktato eltérd latasmodija,
vélemeényei, kiillonbozé eldzetes tapasztalatai, illetve az ebbdl adodd nézdpont-iit-
koztetd vitai kepesek facilitalni a diszkurziv kdzegben valo részvételt. A kurzus so-
ran ez a lehetéség hatekonynak bizonyult. A diakok ugyanis ezen a kurzuson uj
tapasztalatokat szereznek, Uj gondolkodasmodokat ismernek meg, és az ezekre a
helyzetekre valo reflektalas, az ehhez megfelelé beszédmaod, kifejezésformak meg-
talalasa a képzés elején jaro hallgatoknak altalaban nehézséget okoz. A teljes cso-
porttal zajlo, kozos beszélgetések dinamikajaban lényeges lehetdséget teremtett a
két oktatd diskurzusa, amely eredményesnek tlint az eltéré vélemények, sokszor
akar naiv reflexiok elicitalasahoz. Az oktatok szinre vitt, az adott helyzetben kibonta-
kozo parbeszede, a hallgatoi velemeényekre adott sokszor elterd reakcioik hozzaja-
rultak az egyenrangu partneri viszony kialakitasahoz. A ket oktato jelenlétével tehat
arra torekedett, hogy az egyenrangu kapcsolatok formalasanak eszkdzéve valjon,
megbontsa a hagyomanyos, hierarchikus oktato-hallgato viszonyt. Az egymassal is
vitaban allo, eltéré nézépontokat szembesitd tanarok aktivitasa ugy szamolja fel a
mindentudo tanar szerepét, hogy kdzben hozzaerté, kompetens szereplok parbe-
szédét mutatja fel, kibontva az eltérd allaspontok mogott allo eltérd kiinduldoponto-
kat is. Ez a megoldas termékeny tanulasi kdrnyezetet jelentett, mert alkalmas egy
olyan oktatasi stratégia megvalositasara, amely a tanarral és az egymassal folytatott
dialogust is 6sztonzi (Brooks - Brooks 1993).

Emellett a kurzus soran sajatos helyzetet teremtett a palyaszocializacioé szem-
pontjabol az is, hogy a két oktatd egyike sem gydgypedagogus. Ez a helyzet a
hallgatok szamara olyan tanulasi teret jeldl ki, amelyben egyértelm(i az, hogy nem
a mindentudo tanar és a semmittudo diak all egymassal szemben, hanem a kdzo-
sen véghezvitt munka kertl fokuszba. A gydgypedagogiai munka vilaganak valos
helyzeteihez hasonldan a célért dolgozo egyenrangu, egymast kompetenciaikban
kiegészitd partnerek viszonyaban zajlik a kurzus folyamata, a szeminarium egéesze
egy tobb részprojektet magaban foglalo projekthez hasonléan modellezhet6 (Kiss
2009).

3.2. A hallgatok el6zetes elképzeléseinek feldolgozasa

3.2.1. A hatranyos helyzet fogalmanak értelmezése kollaborativ szofelhdvel
A hallgatok eldzetes tudasanak feltarasaban az egyik dsszetevét a hatranyos hely-
zetrdl vald gondolkodasuk, elképzeléseik megismerése jelentette. A hatranyos
helyzethez kdtédd konstrukciok ujragondolasanak kiindulopontjaként a hallgatok
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asszociacioibol kdzosen létrehozott széfelhd modszerét valasztottuk, majd a hall-
gatok elképzeléseinek, a felvetett fogalmaknak a csoportositasara és megvitatasa-
ra épitve torekedtlink egy Uj fogalmi keret kialakitasara. Kezdd lépésként minden
hallgatotol harom-harom, a hatranyos helyzethez kapcsolddo fogalom megadasat
kértlik. A félév soran vezetett két nappali tagozatos szeminariumi csoport egyiké-
ben a papiralapu (1. dbra), mig a masikban az online szofelhé (2. abra) lehetéségét
probaltuk ki.

1. abra: Papiralapu szofelhd a hatranyos helyzetrdl
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2. abra: Online szofelhé a hatranyos helyzetrol

A hallgaték altal megadott, a hatranyos helyzetet meghatarozo fogalmakat ko-
z6sen csoportositottuk. A csoportositas szempontja a fogalmak tartalmi egyezé-
se, illetve az, hogy mire vonatkoznak - egészséglgyi helyzet, csalad struktura,
iskolazottsag hianya, pénz hianya, tarsadalmi vagy kézdsségi szintli kirekesztés.
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A kdzbsen Osszeallitott szofelhd részletgazdag, a hallgatok eldzetes elképzeléseit
jelzd képet rajzolt ki, mikdzben a kozds tevekenység a tudas kdzdssegileg konstru-
alodo jellegét is felmutatta. Megbeszéltiik a csoportositott fogalmak kdvetkezme-
nyeit az egyenre, majd pedig az okokat elhelyeztiik a humandkorendszer (Welch
1987) szintjein. Igy lathatova valhatott, hogy egy-egy hatranyos helyzetet eldidézd
tényezd hol keletkezik, és igy milyen szinteken lehet eredményesen beavatkozni a
hatranyok csokkentésébe.

A szeminariumi munka konkrét eredménye alapjan azt lathattuk, hogy a leggyak-
rabban el6forduld fogalom a hatranyos helyzet kapcsan a szecgenysea (pénz hianya),
illetve az eceEszsecUaGYl HELYZET volt. Miutan megbeszéltik ezeknek a tényezéknek
a kovetkezmeényeit az egyénre, illetve a csoportra nézve, a kdzosen kialakitott Uj
fogalmi keret a MEGFOSZTOTTSAG lett.

A hatranyos helyzet fogalmanak és telijes problémakérének megvitatasa azert
kulcsfontossagu a segitd professzié megalapozasaban, hogy a hallgatok elézetes,
az egyeni felelésségre 6sszpontositod elképzeléseit tagabb, tarsadalmi kornyezetbe
helyezhesslk. A hallgatok el6zetes elképzelése szerint ugyanis a hatranyos helyzet
megoldhato lenne, ha tébb pénze lenne a csaladoknak, vagy jobban odafigyelné-
nek a gyerekekre (csaladi és egyéni felelésség) - azonban a kérdéskor megvita-
tasa soran a humanokorendszer szintjeihez rendelve a beavatkozas tereit, mar a
rendszerszintll, kozOsseégi és csaladi/egyéni szintl valtozas szilkségességét is fel
tudtuk ismertetni. A fogalmak rendszerszer(i koz6s megbeszélése utan a hallgatok
differencialtabban képesek ralatni arra, hogy a gyogypedagogus az egyéni szinten
a fogyatékossaggal élé emberrel foglalkozik, de a munkaja soran figyelembe kell
vennie a szlikebb és tagabb kornyezet cselekvési teret befolyasolo hatasat is.

3.2.2. A hallgatoi fogyatékossagértelmezések feltarasa a metaforakutatas
modszerével
A metaforakutatas réven az elézetes nézetek és elképzelések feltarasanak azt a
mozzanatat emeltiik be a palyaszocializacios folyamatba, hogy a hallgatok hogyan
gondolkodnak a fogyatékossaggal €l6 emberekrdl. A metaforakutatas az ilyen jel-
legu elképzelések, viszonyulasok feltérképezésében hatékony modszernek szamit
(Vamos 2001, 2003). A gyogypedagogusok fogyatékossaghoz kapcsoldédo néze-
tei, hiedelmei, értékei, tapasztalatai alapvetéen hatarozzak majd meg a szakmai te-
vékenysegulket is. Ezek kifejtetlen elemeinek feltarasaban a metaforak, hasonlatok
azért miukddhetnek célravezetd eszkdzkent (Gulya 2019; Gulya - Vajnai - Szabo
2023), mert egyreszt egyéni modon adnak lehetéséget a viszonyulasok kifejte-
sére, masreszt képszerUsitd jellegik miatt segitik a feldolgozast (Vamos 2003).
A metaforakat a humandkorendszer harom szintjén, az egyén, a kdzossegek és
a tarsadalom szintjét megkulonbodztetve alkottattuk meg. A kurzus legelején, a fo-
gyatékossag lehetséges értelmezéseirdl zajlo parbeszédet megeldzve toltettik ki a
szeminarium 0sszes hallgatojaval a harom hasonlatot, illetve egy fogalommeghata-
rozast kérd online kérddivet (lasd a Mellékletet).

A hallgatok altal alkotott metaforak egyrészt maguknak a diakoknak is segitenek
ralatni a sajat és tarsaik koncepcioira, masrészt az oktatok szamara is jelzésértéeku-
ek. A kérddivvel nyert anyag tobb pedagogiai és kutatasi célnak is utat nyitott: egy-
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részt a hallgatok a sajat metaforaik 6nallo, csoportmunkaban zajlé rendszerezése
réven egy valos kutatasi folyamatnak is a részeséve valhattak, masrészt a kérddivek
eredmenyei a kurzus oktatoi szamara is 6sszetett kutatasi anyagot szolgaltattak
(Czbvek - Domonkosi 2023).

3.3. Uton az akciokutatas felé: a sajat koncepciok értelmezése, uj modellek
alkalmazasa

A kérdoivek kitoltése utan a hallgatok megkaptak az ¢sszes altaluk alkotott meta-
forat, és otthoni, 4-5 f6s csoportokban végzett munkaban arra kértik dket, hogy
talaljanak szempontokat a csoportositasukhoz, probaljak kategorizalni a kapott
metaforakat. Ezzel az értelmezési feladattal a hallgatok ugy vonodtak be a kutatasi
folyamatba, hogy a sajat koncepcioik feldolgozasa réven valos, életkdzeli problé-
mamegoldast végeztek. Ezzel a |épéssel a szeminarium szervezési modja az un.
akciokutatasok iranyaba mozdult el, ugyanis a felmérés célja nemcsak a hallgatok
nézeteinek megismerése volt, hanem azok megvaltoztatasa is, azaz eredmény, val-
tozas felmutatasara is torekedtlink, ugy hogy a kutatas témajaban érintetteknek -
azaz maguknak a hallgatoknak - az értelmezésben valo részvételére is épitettlink
(Csillag 2016).

A metaforak csoportositasara vonatkozo feladat el6tt megismertettiik a hallgato-
kat a fébb fogyatéekossagi modellekkel (Konczei - Hernadi 2011), hogy azok tam-
pontot jelenthessenek az értelmezésben. A hallgatok elsédleges csoportositasi
szempontjai ennek ellenére a metaforakban megjelend szimboélumokra vonatkoz-
tak. Felvet6dott példaul, hogy allat, névény, targy a fogyatékossagot leird metaforak
forrastartomanya, és az is, hogy milyenek a metaforakban a fogyatékossaggal él6
szemeélyekre iranyul6 cselekveések, azaz bantjak, szeretik, elutasitjak vagy befogad-
jak 6ket.

A hallgatok szempontjait a kdzds beszélgetések soran tovabbgondolhatéva tet-
tik az altalunk végzett, a fogyatékossagmodellekbdl kiinduldé rendszerezés alapjan.
Ramutattunk, hogy az altaluk alkotott metaforakban a modellek kozil a moralis je-
lenik meg legnagyobb aranyban. Vagyis értelmezésiikben a fogyatékossag egyéni
probléma, de kodtelességlink a raszorulokon vald segitseg. Ugyanebben a katego-
riaban megjelentek olyan metaforak is, amelyekben a fogyatékossaggal él6 szemé-
lyek , képtelensége” mutatkozott meg, illetve amelyekben a massag miatt negativ
a fogyatékossaggal él6 személyek kozbsségi megitélése. A fogyatékossaggal élé
személy ezekben az elképzelésekben jellemzden alacsonyabb értékl entitasként
jelenik meg, akivel vagy ovatosan kell banni, vagy kilonleges figyelmet igényel,
vagy felesleges a kdzdsség szamara (pl. nem lesz képes szarnyalni; pup a haton).

Azt is megvitattuk a hallgatokkal, hogy a masodik legnagyobb aranyban a medi-
kalis modell érvényesililt, vagyis a metaforaik ugy mutatjak be a fogyatékossaggal
elé szemelyeket, mint akik tokéletlenek, de odafigyeles, gondozas, gyogyitas ha-
tasara olyanok lesznek, mint az ép tarsaik (pl. virag, amely fény, locsolas ered-
ményeként Kiviragzik; szarnyaszegett madar, amely meggyodgyithatd és szar-
nyalhat).



25 | A konstruktivista pedagogiai szemlélet szerepe...

Emellett a szocidlis modellhez az 6sszes metafora 10%-a, mig az emberi jogi mo-
dellhez minddssze 2%-uk kotheté. A moralis modell nagymeértékl érvényeslilése
azzal hozhatd Osszefliggésbe, hogy a hallgatdk még a szakmai tudatossag
kezdetén jarnak, és a hétkdznapi gondolkodast atszévé moralis, segité mozzanatok
meghatarozok az elképzeléseikben.

A metaforak modellek szerinti megoszlasa
N=276
Emberi jogi, 2%
Medikalis, 14%

Szocialis, 11%

Waralis -,50%

Moralis +,24%

B roradlis- M Moralis+ B 5zocialis @ Medikalis @ Emberi jogi
1. diagram: A metaforak modellek szerinti megoszlasa

Az egyes kérdések, azaz az egyéni, a kozOsseégi és a tarsadalmi szint metaforait
Osszevetve az allapithatdé meg, hogy minél inkabb haladunk a humanokorendszer
nagyobb egységei felé, annal inkabb a negativ megitélést mutaté moralis modell-
hez kotheté metaforak érvényestinek.
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A metaforak modellekhez rendelése szintenként

N=276
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2. diagram: A metaforak modellhez rendelése szintenként

A moralis metaforak emocionalis oldalrél ragadjak meg a fogyatékossaggal élok
helyzetét. Ezaltal az, hogy az egyéni szinten, azaz a hallgatok elképzeléseit mutatva
a fogyatékossaggal élékrél megalkotott metaforakban ez a szemlélet a jellemzd,
az az irantuk erzett felelésseg megfogalmazasa is egyben - még akkor is, ha nem
feltétlenlll a professzionalis cselekvés motivaciojanak mutatoja. A metaforak alap-
jan azonban a hallgatoi elképzelésekben a tarsadalom nagyon fenyegetd kdzeg
a fogyatékossaggal élé személyek szamara. Ez a szemléletmod pedig protektiv,
paternalista viszonyt eredményezhet; ezeért is tartjuk fontosnak, hogy a képzés so-
ran aktivan foglalkozzunk ezekkel a viszonyulasokkal.

A posztmodell mint fogyatekossagtudomanyi nézet és szakmai cselekvest meg-
hatarozo keret (Konczei - Hernadi 2011) akkor értheté meg, ha a klasszikus mo-
dellek mar jol atlathatok, és igy a kritikajuk is értelmezhetéve valik. A modellek ér-
telmezése komplex gondolkodast kezdeményezett a szeminariumi csoportokban,
azonban tapasztalataink alapjan a hallgatok szamara tul teoretikus volt ahhoz, hogy
a metaforak elemzéseének tanulsagat be is épitse a gondolkodasukba.

A hallgatoi viszonyulasok feltarasanak es alakitasanak tovabbi fontos eleme volt,
hogy a metaforakban megmutatkozo, a fogyatékossaggal él6 személyek felé ira-
nyulo cselekvéseket is bemutattuk és elemeztilk. A metaforakban megjelend cse-
lekvéseket az alabbi jelentésmozzanatok alapjan csoportositottuk:

SEaiTsEG/FEILESZTES: Segit, fejleszt, megtanit, 6nt6z, gondoz, ellat

VEDELMEZES, MEGOVAS: Ovatosan banik, dédelget, gyengéden banik, vigyaz ra
MEGISMERES/MEGERTES: megért, megtalal (kulcsot), megismer, megfejt (rejtvény)
BerFoaaDAs: beilleszt (puzzle darab), befogadjak, megtanul egylttmikédni
KIREKESZTES: elitél, gunyosan néz, fél, szanakozik
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A metaforaban megjelend cselekvések mindsége szintenként
(%)
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3. diagram: A metaforakban megjelené cselekvések mindsége szintenként

A fogyatékossaggal elé szemeélyek felé iranyuld cselekvéseket jelold fogalmak ara-
nya az egyeni szinten a leginkabb differencialt, a nagyobb kézésségek felé haladva
egyre dominansabb a kirekesztést jel6l6 fogalmak aranya.

Ennek az eredmeénynek a fényeben a hallgatoi nézetekbdl kiindulva eshetett szo
arrol, hogy kinek a feleléssége a humandkorendszer kiilénb6zd szintjein a valtozas
elérése. Lehetett beszélgetni arrdl is, hogy fontos, hogy a szakma képviselGi
képesek legyenek aktorként jelen lenni ebben a kdzegben, illetve ezzel szembe-
allitva, hogy az érintett legyen képes 6nmaga helyzetének alakitasara is. A beszél-
getések nyoman érthetévé valt a hallgatok szamara, hogy kilénb6zé szinteken
kildnb6z6 valtozasok érhetdk el. A metaforakban megmutatkozo cselekvesek fel-
tarasa réeven azt is meg tudtuk vitatni, hogy a fogyatékossaggal él6 szemeélyekhez
kapcsolodo cselekvések a kdrnyezeti hatasok mely aspektusara adnak valaszt és
melyekre nem.

3.4. Az intézménylatogatasok tapasztalatainak feldolgozasa: a beavatas és
reflektivitas kihivasa

A szeminarium keretein bellil a csoportos gyakorlat egy specialis formaja is megva-
Iosul, intézménylatogatasokon is részt vesznek a hallgatok. Ennek soran az adott
félévben két, fogyatékossaggal él6 személyek ellatasat szolgalo intézményt, illetve
egy, a gyermekvédelem korébe tartozo intézmeényt latogattunk meg. Az intézmeény-
latogatasok egyik célja, hogy a hallgatok megismerjék az ellatorendszert, legyen
képlk az intézmenyekrol, az ott folyd munkardl, illetve lehetéseget kapjanak a
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celcsoportjukkal vald talalkozasra. A masik cél, hogy képesek legyenek kritikusan
reflektalni az intézmények mikoddeésére, elsésorban arra, hogy mi a funkciojuk, mi-
lyen célokat tliznek ki, és azokat hogyan tudjak megvalositani.

Az élmeények feldolgozasara reflektiv naplo készitéset (Gulya - Szivak - Fehérva-
ri 2020) kértik a hallgatoktol, emellett a legfébb tapasztalatok feldolgozasara, ko-
z0s atbeszélésére a kontakt orakon, személyes élménymegosztas keretében is sor
ker(ilt. A kurzus soran meglatogatott intézmények az Ertelmi Fogyatékosok Nappali
Ellatd Kézpontja (ENEK, Eger), a Heves Varmegyei Gyermekvédelmi Kézpont, Be-
fogadd Otthon és az Andornaktalyai Fogyatékosok Otthona és Rehabilitacios Inté-
zete voltak. Ezek az intézmények évrdl évre segitik oktatdinkat, bekapcsolodnak a
gyakorlatorientalt képzésbe, tobboldalli bevonddasi lehetéséget, a személyes ta-
pasztalat megélését nyujtva hallgatoinknak. Bar az intézménylatogatasok soran az
ott dolgozdé munkatarsak, kollégak informaciomegosztd, tajékoztatod tevekenysege
a meghatarozo, elsd lépésben a jelenlét mégis a bevonodas, beavatdodas elményét
képes nyujtani a hallgatok szamara.

A hallgatok reflektiv naploiban elsdsorban az elmények, az érzelmekre hato
esemenyek jelentek meg mind a szakemberekre, mind a fogyatékossaggal €16
szemelyekre vonatkozoan. Masodsorban az intézményben folyd munka és az azt
meghatarozo térvényi szabalyozasok kertiltek megfogalmazasra, lejegyezve azokat
a tényeket, amelyeket az intézmenylatogatas soran hallottak. Ezen tulmutato elem-
zés vagy reflexio kevesse jelent meg a hallgatoi munkakban. A naplok anyaga azt
mutatja, hogy a kurzus soran feltarandé 6sszefliggések felismerése a gyakorlatban
nem bizonyul kdnnyu feladatnak a hallgatok szamara. Ez pedig épp a palyaszoci-
alizacios folyamat szempontjabdl nem meglepd, hiszen a szeminarium résztvevoi
elséévesek, ismeretlenek szamukra a megtapasztalt helyzetek: nagy €lmény volt
szamukra az, amit az intézményekben lattak, igy a friss érzelmi tapasztalatok kertl-
tek a leirasaik fokuszaba.

A reflektiv gondolkodas segitése érdekében a szeminariumon a latott és leirt
tapasztalatoknak a vita modszerét alkalmazva igyekeztiink tagabb, dsszetettebb er-
telmezést adni. A kdvetkezOkben bemutatunk nehany olyan, a reflektiv naplokbdl
szarmazo megfigyelést, amelyek célzottan megvitatasra kertiltek a kurzus soran.

Tematizaltuk a fogyatékossaggal €16 szemeélyek életkoranak és a csaladi, intéz-
meénybeli szerepének ellentmondasait. Kérdésként merilt fel a fogyatékossaggal
elé szemelyek valos életkora és az a gyermekszerep, amelybe az intézmény bele-
helyezte 6ket. A hallgatoi napldkban ugyanis, visszautalva az intézményvezetd be-
szamolojara, a hallgatok egy része gyerekként hivatkozott az intézményt latogato
szemeélyekre:

A Fogyatékosok nappali ellatéjaban 54 év az atlag életkor. Furcsa volt megtapasztalni,
hogy idések is az ellatottak kozott vannak. - Mielétt felveszik 6ket a szolgaltatasba, kérik
a szlléket, hogy kisérjék el hozzajuk a gyerekeket.

A személyes talalkozasokat megeldézden a hallgatok egy részében probléma-
kent vetddott fel a fogyateékossaggal €16 személyekkel valo kapcsolat kialakitasanak
modja és lehetdsege. A bevonoddas aktiv, €letkodzeli tapasztalatat jelzi, hogy a hall-
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gatoi reflexiok szerint a kapcsolodasban a fogyatékossaggal €16 személyeknek is
aktiv, meghatarozé szerepuk volt:

Izgultam, hogy mi lesz (a fogyatékossaggal élékkel valo talalkozaskor)
Akikkel talalkoztam a fogyatékkal él6 személyek kozil mind vidamak, kozvetlenek és
baratsagosak voltak. Nagyon nyitottak voltak.

A fogyatékossaggal él6 személyeknek szervezett programokat, foglalkozasokat
erintéen vitat kezdeményeztiink arrol is, hogy a szorakozast tekintve paternalista
gondoskodasra vagy pedig az autonomia biztositasara van szikség. A hallgatok
ugyanis elsé megkozelitésben érommel figyeltek fel az intézmeény altal biztositott
programgazdagsagra, a foglalkozasok szervezettségére:

Az intézményben hetente rendszeres programok vannak pl.: tanc és drama fog-
lalkozas. Mindenkinek van feladata, amit értékelnek, és ez megjelenik a falitjsagon.
Erezheté volt, hogy mindent megtesz (az intézményvezetd) azért, hogy az oda jardk
orommel toltsék a mindennapjaikat és élménnyel térienek haza.

A vélemények megvitatasa soran azonban, tovabbi megkdzelitési lehetésege-
ket is felvetve magukban, a hallgatokban fogalmazodott meg az ellatottak gyer-
meki szerepben valo kezelésének, illetve a sajat igényeikhez igazodo, esetlege-
sen a tobbségi kozdssegekhez kapcsolodd programok, szorakozasi lehetéségek
hianyanak kérdese is.

A gyermekvedelmi intézményben tapasztaltakhoz kapcsolodoan beszéelgetes
bontakozott ki arrol, hogy milyen a gyermekek tarsadalmi, kdzdssegi, csaladi meg-
hatarozottsaga, hogyan értelmezhetd a gyermekek viselkedése kapcsan az egyéni
felel6sség kérdése:

Nagyon nehéz helyzetben vannak az ide keriilé gyerekek. Nagyon rossz korilmé-
nyek kézil kerlilnek ide - a gyermekvédelmi térvény szerint a gyerekeket sem-
milyen médon nem lehet bantani, ezért a szakembereknek nincs eszkdz a keziikb-
en, amikor a gyerekek agresszivak, vagy konfliktus van kbztk.

A vitak lehetéseéget teremtettek arra, hogy a hallgatoknak differencialtabb elkép-
zelése alakuljon ki a szakmai munkarol és a célcsoporthoz valo viszonyrol. A vita
alkalmazasa azert megfelelé modszer ebben a helyzetben, mert tobbféle elképze-
lésnek enged teret, nem konszenzus a célja, hanem inkabb az egyéni konstrukciok
Ujragondolasa a sokféle nézdpont alapjan. Ennek eredményekeént a hallgatokkal
vald parbeszédben kimondasra kertiltek olyan gondolatok, amelyek elmozdulast
jelentenek a laikus elképzelésektdl, meg ha nem is konzisztens szakmai viszonyu-
lasokat jelezve, de utat nyitva azok kialakulasanak. A koévetkez6 megfogalmazas
peldaul jelzi a szakmai elkételezddés érzelmi hangsulyat és az elkepzelt szakmai vi-
szony gondoskodasra éplé jellegét: ,En értem, hogy nem gyerekek, de én akkor
is ugy szeretem 6ket.”
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Az agressziv gyermeki viselkedés buntethetésegének kerdesében a modszerta-
ni megoldas hianya, a szakmai megoldas megtalalasaban valo elakadas is megta-
pasztalhaté volt a beszélgetés soran: ,,De akkor mit kell tenni, ha verekedés van?”
Vagyis a hallgatok értelmezési folyamatai eljutnak az agressziv viselkedés blnte-
tésének elutasitasaig, mérlegeléseéig, azonban meég nincs megfelelé modszertani
ismeretlk, ezért elakadnak a megoldasban.

A bemutatott helyzetek, értelmezésbeli nehézségek a képzésnek, a palya-
szocializacios folyamatnak ezen a szintjén természetesnek szamitanak. A vitak,
az atbeszélt, kibeszélt élmények lehetéseéget teremtenek arra, hogy a megértés
megtdorténjen, és a professzionalizacios folyamat egyik elsé lépéseként el6készitse
a viszonyulasok modosulasat.

Osszegzés

A szeminarium megvalositasaban alkalmazott médszereknek két alapvetd, dssze-
fonddo celkitlizése volt: a hallgatok bevonasa és a nézeteiknek a gyogypedagogu-
si munkahoz szlikséges iranyba valo mozditasa. A kurzus gyakorlatai lehetéséget
nyujtottak, hogy a hallgatok sajat elképzeléseiket Osszevessék a professzionalis
szakmai identitas mikoédésmodjaval, emellett a kurzus szociologiai tematikajahoz
kapcsoloddan megvitathatova valt az ,ellatott vs. inkluziv és hozzaférheto tarsada-
lom” kérdése is. A k6zOs munka, a tobbféle modszerrel torténd kozelités megte-
remtette a lehetdségét a hallgatok szakmai fejlédésének. A kurzus oktatoiként a
szerzOk tovabbi céljai kozott szerepel, hogy a szeminariumi kereteken tulmutatva az
alkalmazott modszertani megoldasok hatékonysagat is megmeérjék és értelmezzék,
azaz a hallgatok attitlidjeinek és elgondolasainak valtozasat is megvizsgaljak.

A kurzus anyaganak kialakitasa soran arra térekedtiink, hogy a konstrukcios fo-
lyamatokat optimalizal6 tanulasi kornyezetet alakitsunk ki (Nahalka 2002). A hallga-
tok eldzetes konstrukcidinak feltarasa, megvitatasa és uUjraértelmezése, a koopera-
ciora epuld feladatok, az onallé rendszerezeés és értelmezeés facilitalasa, a kutatasi
folyamatba valé bevonddas lehetdsege, az intézmeénylatogatasok eletkdzeli tapasz-
talatai és a félévet vegigkisero reflektiv beszélgetések mind ennek a célkitlizésnek
a megvalosulasahoz jarultak hozza. A szeminarium vezetése soran tehat olyan okta-
tasi, modszertani koncepciot érvenyesitettiink, amely alkalmas a tudaskonstrualas-
ra, és differencialja, boviti, alakitja a hallgatok palyaelképzelését, igy a palyaszocia-
lizacios folyamat katalizatora lehet. A kialakitott modszereket a kdvetkez6 evekben
is alkalmazzuk, illetve a tapasztalataink alapjan finomitjuk, atdolgozzuk ugy, hogy a
kurzus soran megvalosulo kéz6s munka eldsegitse a gyogypedagogusi tevekeny-
seg tarsadalmi Osszefliggéseit mérlegeld, reflektiv viszonyulas formalasat. Emel-
lett a kdzO6s szeminariumi munka tapasztalatai arra is felhivtak a figyelmet, hogy
a tarsadalmi gondolkodasban erételjesen él6 fogyatékossagkoncepciok (Flamich
- Hoffmann 2015), az egyeni felel6sségre, illetve a seqitdi szerepre vonatkozo
elképzelések eés hiedelemrendszerek miatt a fogalmi valtas és a szakmai 6nreflexio
tamogatasara a képzés teljes folyamata alatt sziikség van.
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Melléklet

A metaforakutatashoz hasznalt online kérddiv kérdései:

Gondolja végig, hogy mi jut eszébe, ha egy fogyatekossaggal élé emberre (gyerek-
re, fiatalra, felnéttre) gondol. Az elkepzeléset fogalmazza egy hasonlatban! Kezdje
ugy a mondatot, hogy:

Egy fogyatékossaggal él6 ember olyan, mint a ... ,
Gondolja végig, hogy milyennek lat egy fogyatékossaggal élé embert, ha az egy

osztalykdézdsségben, munkahelyen vagy a szomszédsagban van! Az elképzelését
fogalmazza meg egy hasonlatban! Kezdje ugy a mondatot, hogy:
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Gondolja végig, hogy 6n szerint az emberek mit gondolnak a fogyatékossaggal éld
emberekrdl, a tarsadalom hogyan viszonyul hozzajuk! Az elképzelését fogalmazza
meg egy hasonlatban! Kezdje ugy a mondatot, hogy:

Fogalmazza meg definicioszerlien a fogyatékossag fogalmat!
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Bevezetés

A digitalizacio elérehaladasa az élet minden teriletén, igy az oktatasban is sza-
mos lehetdseget és egyuttal Uj kihivasokat jelent. Lehetésegeket azert, mert immar
széles korben rendelkezésre allnak azon eszkdzok - pl. mobiltelefonok és tabla-
gepek -, melyekkel a tanulok mint végfelhasznalok akadaly nélkil fernek hozza
gyakorlatilag vegtelen mennyisegl informaciohoz. Kihivast ugyanakkor azért is je-
lent mindez, mert a sziikseges eszkdzok rendelkezésre allasa és kiléndsen a ren-
geteg szlretlen és feldolgozatlan informacié dnmagaban nem garantalja az oktatas
szinesebbé és hatékonyabba valasat. Eppen ellenkezéleg, a tul sok informacié a
digitalis kor egyik, egyre sulyosbodo¢ problemajat jelenti, mivel kell¢ atlathatosag
és megfelelé - pl. informaciokeresési - kompetenciak hijan épp ez a folyamato-
san Ujratermel6dd informaciomennyiség akadalyozza meg a relevans tudashoz valo
hozzaférést (Mészaros 2009).

A tanarképzésnek, tdbbek kdzott a német mint idegen nyelv tantargy tertletén
is, alkalmazkodnia kell ezekhez a fejleményekhez, hogy a joévo tanarait felkészitse
az ezen rohamos fejlédesbdl eredd digitalis atalakulasra - elsdsorban az innovativ
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oktatasi modszerek es eszkozok tekinteteben. A digitalis technologiak integralasa
a tantargytol figgetlenlil donté szerepet jatszik a tanarképzésben. Azok mar ma is
nem egyszerlien szinesitik, de mérhetéen hatékonyabba is tudjak tenni a tanorat,
kiléndsen a hagyomanyosan sok vizualizaciot és szemlélteté eszkdzt igényld tan-
targyak - igy pl. a kémia, a fizika vagy a matematika - esetében. Ebbdl adodik,
hogy a tanuloknal legtébb esetben mar természetesnek szamité digitalis kompe-
tenciak a tanar oldalarol is elengedhetetlenek a tanorak tervezéséhez és megtarta-
sahoz, valamint a tanuldkkal val6 interakciohoz.

Bar tobb tantargy esetében elmondhato, hogy oktatasi célbol kilonb6z6 specia-
lis szoftvereket, illetve alkalmazast is felmutathatnak (pl. a GeoGebra a matematika
oktatasaban), szamos olyan alkalmazas érhetd el ezeken kivil is, melyek tantargy-
tol figgetlenul bevethetdk az oktatasban, igy az idegen nyelvek tanitasaban is. El-
terjedésiiknek nagy loketet adott a 2020 tavaszatol elhuzodd pandémias iddszak.
Ekkor szembestilt ugyanis a vilag szamos orszaganak oktatasi rendszere - igy Szlo-
vakiaban is - azzal a fajo felismeréssel, hogy bar a nemzeti oktataspolitikak evek
ota a digitalis atallast, az IKT-kompetenciak és az infrastruktura fejlesztését hang-
sulyoztak, a jarvany meégis legtdbb esetben felkészlletlenll ért mind szilét, mind
szakembert (Szegiova 2024). Ezért is nem véletlen, hogy a korabban inkabb affele
plusz lehetdségeket kinald, inkabb szlkebb koérben ismert online alkalmazasok
hirtelen eldleptek a széles kdzdnseg elé, és sokan bennuk lattak az online terbe
szorulo oktatas megmentését, ha mar a régota igért, am tovabbra sem létezd, a di-
gitalis kdrnyezetre szabott innovativ modszerek tovabbra sem alltak rendelkezesre.

Célkitlzeés

A jelen tanulmany megsziletése elsésorban két momentumnak kdszonhetd. Egy-
részt a szerzok tapasztalasa a Selye Janos Egyetem Tanarképz6 Karanak idegen-
nyelv-szakos hallgatoi kérében, miszerint bar az IKT-kompetenciak sziikségessé-
geét elismerik, azok kozvetitése és fejlesztése nem feltétlenil torténik rendszeres
es szervezett formaban. Ezt a tapasztalast erdsitette meg részben a kar hallgatoi
korében elészor 2019-ben elvegzett, majd 2023-ban megismeételt kutatas, mely
kifejezetten az okostelefonoknak az osztalyteremben valo alkalmazasat vizsgalta
(Szegiova 2024). Az olyan eurdpai oktatasi kezdeményezések részeként, mint pél-
CompEdu), a digitalis keszségek elémozditasa a tanarkepzésben is nagy hang-
sulyt kap. EU-tagallamkent Szlovakia megkezdte ezen iranymutatasok beépitését
az oktatasi rendszerébe, hogy felkészitse tanarait a jovére, és ennek szellemében
hirdette meg 2023 6szén a szlovak oktatasiigyi minisztérium az DiITEdu-projektet?
(Az oktatas és az iskola digitalis atalakitasa), mely ugyancsak motivalta a szerzék
eziranyu érdeklodeseét.

1 https://joint-research-centre.ec.europa.eu/digcompedu_en [Utolsé letdltés: 2024. 9.17.]
2 https://www.minedu.sk/ 1511202 3-vyzva-narodny-projekt-digitalna-transformacia-vzdelava-
nia-a-skoly-ditedu/ [Utolso letoltés: 2024. 9.17.]
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A fentiek fényében a jelen tanulmany arra a kérdésre probal valaszokat adni,
hogy az idegennyelvtanar-kepzést (is) biztositd szlovakiai felsdoktatasi intézmenyek
idevago kurrikulumaiban milyen formaban jelenik meg a digitalis kompetenciak fej-
lesztése, kulonds tekintettel az okoseszkdzOk hasznalatara.

Tekintettel a rendelkezésre allo eréforrasokra, a kutatas a hazai felséoktatasi
intézmenyeken belll a német mint idegen nyelv szakos tanarképzésre fokuszal, es
nem tér ki a mas (pl. angol, francia, spanyol stb.) idegen nyelvi tanari tanulmanyi
programokra.

Szakirodalmi attekintés

Az IKT-tamogatassal megvalositott nyelvoktatas szakirodalma mind magyar nyelven,
mind pedig nemzetkozi viszonylatban rendkivil bdseges. A jelen tanulmany mar
csak terjedelmi okok miatt sem tudja és nem is kivanja ezt attekinteni és itt ismer-
tetni, kilonds tekintettel arra, hogy a rohamos technologiai fejlédés a szakiroda-
lomban is lecsapodik és ennélfogva kiléndsen nehéz egy aktualis képet nyujtani.
A kifejezetten az okoseszkdzok - lasd mobiltelefon - altal tamogatott nyelvoktatas
szakirodalmanak alapos magyar nyelvl attekintését nyujtja Thékes Istvan (2023).
Konyvében - épp a fenti feltételezést igazolva - ¢ is elsésorban a legujabb, 2017
utani szakirodalmat tekinti relevansnak, arra hivatkozva, hogy azt megel6zéen az
IKT-eszkdzok technikai fejlettsége és kulondsen azok elterjedése még nem érte
el azt a szintet, hogy azokat hatékony didaktikai eszkdzként is be lehessen vetni
az oktatasban. Attekintésébdl ugyanakkor két fontos megallapitas mindenképpen
levezethetd. Egyrészt, a relevans szakirodalom az oktatott nyelvtdl figgetlentl el-
sdsorban angol nyelven érhet6 el, valoszinusithetéen annak is kdszdnhetden, hogy
a nemzetkozi bibliografiai adatbazisokban (pl. Web of Science, Scopus) jegyzett
folyoiratok alapvetéen az angol nyelvl tanulmanyokat preferaljak. Masrészt, a vizs-
galt szakirodalmon bellil t6bb alteriilet is megkulénbdztethetd, melyek jol lefedik az
elmult két évtizedben megjelent - s adott esetben mar el is tlint - technologiakat.
Utobbihoz sorolhato pl. az SMS-ekkel tamogatott tanulas hatekonysagvizsgalata
vagy az MP3-formatum alkalmazasa nyelvtanulasi kornyezetben. Ugyanakkor
ebben a kontextusban is megjelenik az un. tikrozott osztalyterem koncepcidja,
mely tobbek kozott az SJE Tanarképzd Karan is egy tudomanyos projekt targyat
képezte (vo. Toth-Bakos et al. 2023).

Inkabb torténeti szempontbdl érdekes Burston (2013) szakirodalmi attekintése,
mely az 1994 és 2012 kozotti idészakot vizsgalja a MALL/CALL® megvaldsitasanak
vonatkozasaban.

Vizsgalodasunkat a német nyely, illetve a német mint idegen nyelv oktatasara
leszlikitve megallapithatd, hogy az IKT, az informacios és digitalis technologiak es
a nyelvoktatas kontextusaban német nyelvterileten is szamos tanulmany és egyéb
tudomanyos munka (pl. szakdolgozat és doktori disszertacio) szlletett az elmult
években. Kiemelend6 e téren a német kulturalis intézet, a Goethe Institut aktivita-

3 MALL = Mobile-Assisted Language Learning, CALL = Computer-Assisted Language Learning
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sa, hiszen az a német mint idegen nyelv oktatasanak egyik ,,biztositekakent” tobb
idevago projekt megvaldsitasat is tamogatja (vO. Knezevic et al. 2023).

A digitalis eszk6zoknek a nyelvoktatasban valo alkalmazasat illetéen ugyanakkor
nyelvtdl fiiggetlenil Uj elemnek szamit a mesterséges intelligencia megjelenése. Ez
esetben olyan témardl van sz6, mely a ChatGPT 2022 novemberében vald meg-
jelenése ota az élet szamos tertiiletén, igy az oktatasban is heves vitakat valtott ki.
Ennek megfeleléen 2023-t6l kezdédden az idevago szakirodalomban dominansan
jelenik meg az Ml és annak lehetdségei, illetve veszélyei az oktatasban. Porkolab
es Fekete (2023a), illetve Porkolab és Fekete (2023b) altalanossagban foglalkoz-
nak az MI-tamogatasu nyelvpedagogiaval, mig pl. Hartmann (2024) és Hoffmann et
al. (2024) kifejezetten a német mint idegen nyelv, Jiang (2022), Dai és Liu (2024),
valamint Luo és Qiu (2024) pedig az angol mint idegen nyelv oktatasanak vonatko-
zasaban vizsgalja a mesterséges intelligencia nyujtotta lehetésegeket.

A fentiek fényében az empirikus vizsgalatok soran figyelembe vettik, hogy az
altalanosan ertelmezett IKT-hasznalat mellett a vizsgalt kurrikulumokban, illetve kur-
zusokban megjelenik-e explicit modon a mesterséges intelligencia is.

A kutatas modszertana

A kutatas targyat a Német nyelv és irodalom tanari programhoz kapcsolodo alap-
es mesterszintl kurrikulumok dsszehasonlito vizsgalata képezi szlovakiai felséok-
tatasi intézmények vonatkozasaban. A vizsgalat soran abbol a feltevésbdl indultunk
ki, hogy mivel a felsoktatasrol szolo Tt. 131/2022 sz. torvény vonatkozo eldira-
sainak modositasa ertelmében minden hazai fels6oktatasi intézmeny koételes volt
2023. augusztus 31-ig elvegezni tobbek kdzott tanulmanyi programjainak az uj,
un. standardokhoz val6 igazitasat - azokkal valo harmonizalasat -, a 2023/2024-
es akadémiai évtdl kezdddden kinalt tanulmanyi programokban akar a korabbi ta-
pasztalatok miatt, akar az AOP-ra*, a Kézds Eurdpai Referenciakeretre vagy épp
a pedagogusok digitalis kompetenciafejlesztését célzo EU-szinti DigCompEdu
keretrendszerre hivatkozva beépitésre kerlltek/kerllhettek olyan kurzusok, illet-
ve modulok, melyek az IKT-kompetencia fejlesztését célozzak a tanar szakos hall-
gatoknal - akar kifejezetten egy adott (idegen nyelvi) tanulmanyi programon, akar
pedig az un. pedagogiai-pszichologiai kézds alapon belil. Mivel a harmonizacio
részeként kotelezd volt minden felséoktatasi intézmény szamara a kinalt tanulmanyi
programok leirasanak és kurrikulumanak kozzététele az intézmény webfellletén,
az adatgydjtés soran abbdl indultunk ki, hogy hozzaférhetéek lesznek minden
vizsgalt intézmeny tekintetében mind a kurrikulumok, mind pedig a kurzusleirasok.

A kutatas megvalositasahoz egy 6t lépésbdl allo workflow-t allitottunk 6ssze.
Ezek a kdvetkezok:

1. Az adatforrasok kiszlrése

2. A relevans kurrikulumok kivalasztasa

3. Avizsgalando kurzusok azonositasa a kurrikulumokban

4 AOP = Allami Oktatasi Program
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4. A vizsgalando kurzusok tartalomelemzése

5. Kiértékeles, eredmények és kovetkeztetések megfogalmazasa

Elsd lépésben dsszeallitottuk azon intézmények listajat, ahol a kinalatban szere-
pel Német nyelv és irodalom alapszintl €s/vagy mesterszintl tanulmanyi program.
Ehhez a PortalVS (a magyarorszagi felvi.hu szlovakiai megfeleldje) kinalatat vettiik
alapul. A megdfeleld szlrdket (tanulmanyi szak: 38. Tanarképzés €s pedagogiai
tudomanyok, képzés nyelve: német) beallitva az eredmények tikrében a vizsgalt
tanulmanyi program a kovetkezd intézmenyekben érhetd el: Konstantin Filozofus
Egyetem (Nyitra), Eperjesi Egyetem (Eperjes), Comenius Egyetem (Pozsony), Bél
Matyas Egyetem (Besztercebanya), Nagyszombati Egyetem (Nagyszombat), Selye
Janos Egyetem (Komarom).

A portal kinalataban nem szerepelt, de figyelembe vettik a nagyszombati Ciril
és Metod Egyetemen kinalt alap- és mesterszint(i, valamint a kassai Safarik Egye-
temen kinalt mesterszinti Német nyelv és irodalom tanari tanulmanyi programot.
A felsoroltakon kivil néhany intézmény kinal német nyelvi nem tanari tanulmanyi
programokat is, am ezek nem képezték a jelen kutatas targyat.

Masodik lépésben a kiszlrt intézmenyek weboldalain felkutatasra kerlltek az
idevago tanulmanyi programok leirasai €s kurrikulumai. Ezekben minden esetben
mindkét képzesi szintre vonatkozoan megvizsgaltuk, hogy a kurrikulum tartalmaz-e
olyan kurzust, melynek témaja az IKT és az oktatas témakdéréhez kapcsolodik (3.
leépés). A relevans talalatoknal a rendelkezésre allé kurzusleirasok alapjan tarta-
lomelemzest végeztiink (4. 1épés). A részletes eredmények a kdvetkezd fejezetben
olvashatok.

Eredmények

Mar az adatok begyljtése soran két lenyeges megallapitast tettlink. El6szor is, bar
az intézményi honlapokon kozzétett adatoknak alapvetéen nyilvanosnak s min-
den érdekl6dd szamara elérhetének kellene lennie, a nagyszombati Ciril és Metod
Egyetem esetében az adatok csak megfeleld jogosultsaggal férhetdk hozza. Ezért
atovabbiakban csak hét (7) intézmény adataival dolgozunk. Masodszor, a kurrikulu-
mok elemzése soran vilagossa valt, hogy az IKT-kompetenciafejlesztést celzo kur-
zusok tobbféle konstellacioban is szerepelhetnek a kinalatban: vagy kifejezetten az
adott intézmény Nemet nyelv és irodalom tanulmanyi programjaban, vagy pedig a
pedagogiai-pedagogiai kdzds alapon belll. Ezek alapjan a szlovakiai felséoktatasi
intézmenyekben kinalt német nyelvi tanari programokhoz kapcsolédoan a kovetkezd
formaban jelennek meg a vizsgalt kurzusok (lasd 1. tablazat).
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1. tablazat: IKT-kompetenciafejleszté kurzusok attekintése
a tanari tanulmanyi programokban

BA MA
szak TKA szak TKA
UCM X X X X
TU - v v -
UPJS - - v v
PU - v - v
uJds v v - -
UK - v v v
UKF - v - v

Forras: Sajat adatgytjtés alapjan

A tablazatban feltlintetett adatokbdl lathato, hogy az IKT-kompetenciafejlesztést
ceélzo kurzusok az alapképzésben dominansan a pedagogiai-pszichologiai alapon
belll (a 7 intézmenybdl 6 esetben) vannak jelen. Egyetlen intézmeny van (Eperjesi
Egyetem), ahol az alapképzésben az ilyen kurzus teljes meértékben hianyzik. Megal-
lapithato egyuttal, hogy a mesterképzésben a megoszlas vegyes, tehat ott az ilyen
jellegli tantargyak egyforman megjelennek a Német nyelv és irodalom tanulmanyi
programon bellll és a pedagodgiai-pszicholdgiai alapon belll is. Mig az alapképzés-
ben az Eperjesi Egyetem esetében hianyzott teljes mértékben, a mesterszinten a
komaromi Selye Janos Egyetem az, ahol jelenleg sem a tanulmanyi programon be-
IUl, sem pedig a tanari kdzds alapon belil nem szerepel a kinalatban IKT-fejlesztd
kurzus.

A 2. tablazat annak attekintését tartalmazza, hogy a vizsgalt kurrikulumokban
mely kurzusok keretében jelenik meg (vélhetéen) az IKT-kompetenciafejlesztés. Az
attekintesbdl jol lathatoak a kulcsszavak, melyek visszatéré elemkent jelennek meg
a kurzuscimekben: IKT, informacio, média, digitalis.
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2. tablazat: IKT-kompetenciafejleszté kurzusok megnevezése
a tanari tanulmanyi programokban

BA MA
szak TKA szak TKA
UCM
IKT vo vzdelavani | Media vo wuco-
TU [TU1] vani nemeckého
jazyka [TU2]
Informatika pre uci- | Média v cudzo-
telov [UMB2] jazycnej edukacii
Digitalne technolo- | [UMB3]
gie v Skole [UMB1]
Nové média vo | Moderné didak-
UPJS vyucbe nemecké- | tické technoldgie
ho jazyka [UPJS1] | [UPJS2]
Multimedialne prak- Didaktika technic-
tika pre pedago- kych prostriedkov
PU gov [PU2] vzdelavania [PU3]
Informacné  tech-
nolégie pre uci-
telov [PU1]
A média a német ngltalls techn'olo-
. giak az oktatasi-ne-
uJs nyelv oktatasaban .
[UJS2] velési folyamatban
[UJS1]
Digitalna  gramot- | Média vo vyuco- | Informacna
UK nost vo vzdelava- | vani nemeckého | gramotnost vo

ni [UK1]

jazyka [UK2]

vzdelavani [UK3]
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Aplikacia
informacnych a
komunikacnych
technologii
[UKF71]

Informacné a ko-
munikaéné techno-
légie vo vzdelavani
[UKF5]

Praca s interaktivny-
mi vyucbovymi sys-
témami [UKF6]

IKT moderného uci-
UKF tela [UKF2]

Digitalne hry vo vz-
delavani [UKF3]

Multimedialna pod-
pora vo vzdelavani
[UKF4]

Digitalne technolo-
gie v predskolskej
a primarnej edukacii
[UKF1]

Forras: Sajat adatgytijtés alapjan

Az itt felsorolt kulcsszavaknak azeért is tulajdonitottunk fontos szerepet, mert a
hallgato elséként ez alapjan donti el, hogy az adott kurzus érdekelheti-e 6t (ameny-
nyiben van valasztasi lehetésége). Ezzel kapcsolatban egy lényeges aspektusra
hivnank fel a figyelmet. Az IKT, a média vagy a multimédia ma mar jéval kevés-
bé szamitanak hivoszonak, mint pl. akar csak 10 éwvel ezeldtt. Kulonosen igaz ez
akkor, ha ma az egyetemi hallgatok donté hanyada az un. digitalis bennsztilottek
korebdl kertl ki, mikdzben az 6ket IKT-hasznalatra oktatni kivand oktatoknal meég
mindig nagy szamban talalunk un. digitalis bevandorlokat.5 Eppen ezért rendkivill
fontos, hogy a jol megfogalmazott kurzuscim mellett a kapcsolodo kurzusleiras is
relevans adatokat nyujtson a kurzus tartalmarol, hiszen a cim utan ez a dont6 a
kurzusra valo jelentkezéskor. Ez a tapasztalat motivalta a jelen tanulmany szerzdgit
arra, hogy a vizsgalt kurrikulumokban a relevans kurzusok azonositasa utan azokat
tartalmi szempontbdl is gorcsé ala vegyék és a kurzusleirasok alapjan elvegezzék
azok dsszehasonlito elemzéseét.

A tartalomelemzéshez az azonositott kurzusok online fellleteken elérhetd lei-
rasait vettik alapul. Az 6sszehasonlitas azéert is volt kiildndsebb akadalyok nelkdil
elvegezhetd, mert a kurzusleirasok az 0sszes hazai felséoktatasi intézmény ese-
tében szabvanyos formatumban érhetdk el; az elemzés soran a ,Tantargy rovid
vazlata” részben elérhet6 informaciokkal dolgoztunk. Az adatok begyuijtése soran
ugyanakkor azzal szembestiltlink, hogy bar a kurrikulumok nyilvanosak, a kurzusle-
irasok a Comenius Egyetem és a Nagyszombati Egyetem esetében mar nem alltak

5 https://janus.ttk.pte.hu/tamop/tananyagok/digitalis_nemzedek/digitlis_bennszltt_s_digitlis_bevn-
dorl.html [Utolso letoltés: 2024. 9. 17.]
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rendelkezésre. Emiatt a tovabbi vizsgalatoknal csak 6t intézmény adatait tudtuk fi-
gyelembe venni.
A tartalomelemzéshez egy ertekelési matrixot készitettlink, mely 7 szempontbol

értékelte a kurzusleirasok tartalmat. Ezek a kdvetkezdk:

1. A kurzus cime mennyire kifejezd?
2. A kurzus szakspecifikus tartalmakat kozvetit?

3. A kurzus altalanos IKT-kompetenciafejlesztésre fokuszal?

4. A kurzus foglalkozik az okoseszkdzok oktatasban valo alkalmazasaval?

5. A kurzus foglalkozik az MI oktatasban valo alkalmazasaval?

6. A kurzus foglalkozik kiilénb6z6 MALL/CALL-koncepciokkal?

7. A kurzus foglalkozik az online térben valo oktatassal?

Az értékelés 1-t6l 5 pontig terjedd skalan tortént, ahol 1 pont volt a ,legkevésbé
jellemz¢”, 5 pont pedig a ,leginkabb jellemzd”. Amennyiben az érintett aspektus
egyaltalan nem jelenik meg az adott kurzus tartalmaban, ,,0” kertilt feltlintetésre.
A bal oldali oszlopban lathatd azonositok az egyes felsGoktatasi intézmenyekben
kinalt kurzusokhoz kapcsolodnak, attekintésik a 2. sz. tablazatban lathato.

3. tablazat: A vizsgalt kurzusok értékelése tartalmi szempontbol

kifejez6 | szak-spe- | altala- okos- M MALL/ online

cim cifikus nos IKT | eszkdzok CALL | oktatas
PU1 4 1 5 0 0 0 4
PU2 3 1 3 0 0 0 1
PU3 2 1 3 2 0 1 1
UPJSH 5 5 1 5 1 5 5
UPJS2 3 1 1 4 0 5 3
UMBH1 3 1 4 0 0 1 4
UMB2 2 1 5 0 0 0 0
UMB3 4 5 1 3 0 3 3
UJSH 3 1 1 1 0 3 3
UJs2 4 4 1 3 0 S 4
UKF1 5 3 1 5 0 0 0
UKF2 3 1 1 1 1 2 5
UKF3 5 1 1 1 0 1 1
UKF4 4 1 3 1 0 0 0
UKF5 3 1 5 2 0 1 1
UKF6 4 3 2 5 0 3 5
UKF7 2 1 5 0 0 0 0

Forras: Sajat adatgytijtés alapjan
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Osszegzés

A tartalomelemzés eredményei a 3. sz. tablazat alapjan grafikusan is megjeleni-
tésre kertiltek, az abrazolas az 1. abran lathato. Az egyes ertékelési szempontokat
figyelembe véve a kévetkez6 megallapitasokat sikertlt levonnunk:

a)

A kurzuscimeknél egyrészt megjelenik a ,,hagyomanyos” irany, azaz, ami-
kor egy altalanosabb megnevezéssel probalnak lefedni viszonylag széles
terliletet, pl. Digitalis technolégiak az oktatasi-nevelési folyamatban, A
média a német nyelv oktatasaban, IKT vo vzdelavani [IKT az oktatas-
ban], Nové média vo vyuébe nemeckého jazyka [Uj média a német nyelv
oktatasaban]. Ez a megoldas jellemzé a vizsgalt intézmények tobbségére.
A masik iranyt a precizen megfogalmazott kurzuscimek képviselik, melyek
egyuttal egy joval szlikebb, jol kdrilhatarolhato teriletre 6sszpontositanak.
Ide sorolhatok elsdsorban a nyitrai Konstantin Filozofus Egyetemen kinalt
IKT-specifikus kurzusok, pl. Digitalne hry vo vzdelavani [Digitalis jatékok
az oktatasban], Digitalne technoldgie v predskolskej a primarnej edukacii
[Digitalis technologiak az évodai és az als6 tagozaton vald nevelésben].

A szakspecifikussag esetében azt vizsgaltuk, hogy az adott kurzus els6-
sorban altalanosan vett IKT-kompetenciak fejlesztesét célozza-e meg vagy
kifejezetten az adott tanulmanyi programhoz kapcsolodik - ez esetben a
(nemet) nyelvoktatas sajatossagaihoz. Bar az azonositott 17 kurzusbol mind-
Ossze 3 szerepel a Német nyelv és irodalom tanulmanyi program kurrikulu-
maban és 14 esetben a tanari kdzds alapba vannak besorolva, a megoszlas
tartalmi szempontbol nagyjabol egyenletes: a 17 azonositott kurzusbol 8
esetében allapitottuk meg az altalanos IKT dominanciajat, 9 esetben pedig
szakspecifikus tartalmak kerlltek az eléterbe. Szeretnénk ugyanakkor ra-
mutatni, hogy még a szakspecifikus tartalmak esetében sem beszélhetlink
kifejezetten a német mint idegen nyelv oktatasahoz kapcsolodo alkalmaza-
sokrol, szoftverekrdl. Sokkal inkabb ervényes az, hogy a leginkabb elterjedt
megoldasok kerlilnek bemutatasra a német mint idegen nyelv oktatasanak
kontextusaban. Tovabba az is megallapithatd, hogy a tanari kdzos alapon
belll kinalt kurzusok jellemzéen az adott intézmény minden tanari szakos
hallgatojanak szolnak, és ennek megfeleléen keverednek bennik pl. az in-
kabb természettudomanyi targyakhoz kapcsolddo tartalmak (pl. programo-
zas) és az altalanosabb tartalmak (pl. az Office irodai csomag hasznalata).
Kilonos figyelmet szenteltiink annak, hogy az okoseszk6z6k és a mes-
terséges intelligencia témakordk mennyire jelennek meg az egyes kur-
zusokban. Ezek ugyanis azok a topikok, melyek a technologiai fejlédest
kovetve ma leginkabb aktualisnak szamitanak es ennek megfeleléen mind
a tagabban ertelmezett tarsadalmi diskurzusban, mind pedig a (nyelv)okta-
tason belll is kdzponti szereppel birnak. Az eredményekbdl alapvetéen ket
tanulsagot siker(lt leszlrnink. Egyrészt az Ml Ujszerlisége nem feltétlentl
tukrozodik a vizsgalt kurzusok tartalmaban - egész egyszerlien azért, mert
az akkreditacios folyamatok elhuzodasa és idoszakossaga miatt a kurriku-
lumok mindig csak némi késéssel tudjak kdévetni a tarsadalmi és technikai
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fejlédést. Masrészt az okoseszkdzOk mint topik elsésorban a szakspecifikus
tartalmakban jelenik meg, tehat kevésbé a tanari k6zds alaphoz tartozo kur-
zusokban, mint a kifejezetten a Német nyelv és irodalom tanari tanulmanyi
programon belll kinalt tantargyakban. Ez magyarazhato azzal, hogy az ilyen
eszkozOk kinalta lehetdsegek sokkal jobban értelmezhetdk egy konkreét ta-
nulmanyi program - ez esetben a Német nyelv é€s irodalom - kontextusa-
ban, mint az inkabb altalanossagokra szoritkozo tanari kdzos alapban.

d) Bar nem képezi részét az itt bemutatott kutatasnak, megis érdekes tapasz-
talas volt, hogy korabbi akkreditacios anyagokkal dsszevetve az itt vizsgalt
kurrikulumokban, illetve kurzusleirasokban erételjesen megjelenik az online
oktatas topikja. Ebben velhetéen kdzrejatszhat az is, hogy a kutatas targyat
a 2022 eés 2023 soran harmonizalt tanulmanyi programok képeztek, me-
lyek nagyrészt a 2020-ban kitort koronavirus-jarvanynak az oktatasra gya-
korolt hatasait (az oktatas id6szakos online terbe szorulasa) is tiikrozik. En-
nek megfeleléen a vizsgalt kurzusleirasokban visszatérd elemnek szamit az
e-learning, a blended learning, a kilénb6z6 online tanulast tamogato rend-
szerek vagy épp a kollaborativ tanulas.
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1. dbra: A tartalomelemzés eredményei
Forras: sajat abrazolas

Befejezés

A jelen tanulmanyban azt vizsgaltuk meg, hogy a szlovakiai felsGoktatasi intézme-
nyek idegennyelv-tanari tanulmanyi programjaiban mennyire, illetve milyen forma-
ban jelenik meg a digitalis kompetenciak fejlesztése, kiilonds hangsulyt helyezve
az okoseszkdzok hasznalatara. A kutatasnal abbol a feltételezésbdl indultunk ki,
hogy mivel az okoseszkozok fejlettsége és elterjedése a 2020-as évekre elérte azt
a szintet, illetve kritikus tdmeget, hogy azok hasznalatuk az oktatason belll is ter-
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mészetes legyen, erre tdbbek kdzott a tanari tanulmanyi programok is igyekeznek
reflektalni. Kilondsen igaznak kellene lennie ennek akkor, ha a digitalis kompe-
tenciak fejlesztésének aspektusa megjelenik nemcsak az allami kerettantervekben
(lasd a szlovakiai Allami Oktatasi Programot), de kifejezetten ezt célozza meg a
du) is. Hasonlo elvarast tamasztottunk a mesterséges intelligencia oktatason beldli
hasznalatat illetéen is, tehat feltételeztiik, hogy az Uj és innovativ téma révid idon
belll megjelenik az idevago kurrikulumokban is.

Ahogy az a fenti elemzeésekbdl és eredményekbdl is kivilaglik, feltételezéseink
csak részben igazolodtak be. A vizsgalt 17 IKT-specifikus kurzusban az okosesz-
kozok témakore csak 4 esetben jelenik meg hangsulyosan, tovabbi 8 kurzus pe-
dig érintdlegesen foglalkozik a kérdéskorrel. Sokatmondo ugyanakkor, hogy bar a
kurzuscimbdl masra kdvetkeztetne az erdekl6do, 5 esetben az okoseszkdzok topik
telies mértékben hianyzik a vizsgalt kurzusok tartalmabol. Ezek mindegyike nem
szakspecifikus, hanem a tanari k6zos alapba sorolt kurzus volt, melyek alapvet6-
en altalanos IKT-kompetenciak (szovegszerkesztés, tablazatkezelés) kozvetitéseét
célozzak meg. Ennek ellenére ugy véljik, a mai digitalis korban az ilyen eszkdzok
hasznalata mar szamit annyira alapvetének, hogy az egy altalanos IKT-kompetencia
részeét kepezze. A mesterséges intelligencia témakaore ezzel szemben minddssze 2
kurzusnal jelent meg, és ott is csak érintélegesen. A szlovakiai felsdoktatasi viszo-
nyok, illetve az akkreditacios eldirasok ismereteben feltételezhetd, hogy emogott
nem az intézmények erdektelensege all, hanem az akkreditacios folyamatok id6-
szakossaga és az ebbdl adodo idbeltolodasok. Azaz, az egy-egy tanulmanyi prog-
ram akkreditacidos anyaganak kidolgozasa soran meg aktualisnak szamitoé topikok
nem feltétlenll szamitanak annak az adott program elinditasanak idépontjaban is,
illetve ha egy Uj technologia (mint pl. az Ml) Iényeges valtozasokat idéz eld pl. az
oktatasban, akkor a kapcsolodo folyamatok elhuzodasa miatt arra csak kisebb-na-
gyobb késéssel tudnak reagalni az oktatasi intézmenyek. Azt, hogy a mesterse-
ges intelligencia témakore az itt vizsgalt kurzusok tartalmatol fliggetlenul a hazai
felsGoktatasi diskurzusban is erételjesen megjelent, egyértelmlien igazolja, hogy
- kuléndésen a ChatGPT 2022. novemberi megjelenése ota - feler6sodott a vita
a zarédolgozatok létjogosultsagarol. Nem véletlen, hogy az Ml-alapi megoldasok
elleni szélmalomharc helyett egyre inkabb azok megzabolazasaban, illetve etikus
felhasznalasaban latjuk mi is a jarhato utat (v6. Wang et al. 2024). Ehhez viszont
szikséges, hogy elfogadva az okoseszk6zok (és az MI) mindenditt jelen levoségeét,
erre a fels6oktatas is kell6 rugalmassaggal tudjon reagalni, hogy a hallgatokat valo-
ban naprakeész IKT-tudassal és -kompetenciakkal tudja felvértezni. Az akkreditaci-
0s folyamatok és eldirasok fliggvényében ennek leginkabb a valaszthato targyként
meghirdetett kurzusok tudnak teret adni, illetve adott esetben olyan kepzesi lehetd-
ségek, melyek a formalis fels6oktatason kivul, pl. modszertani kdzpontokban vagy
éppen Erasmus+ projektek/kurzusok keretében valosulnak meg.

6 https://www.aktuality.sk/clanok/nJYeVXu/studenti-musia-ukazat-ze-su-lepsi-ako-pocitac-maju-zave-

recne-prace-v-ere-umelej-inteligencie-zmysel/ [Utolso letoltés: 2024. 9.14.]
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Abstract

Both Hungarian and international studies report on the results of music therapy for
people with aphasia. The methods and techniques thus learned, along with the results
achieved with methods used in our own therapeutic practice, all confirm the relevance
of music therapy for aphasia. There has been no significant breakthrough in the field
of music-based therapies for language and speech rehabilitation in Hungary. This is
closely linked to the low number of music therapy specialists in the clinic. According
to our hypothesis, one of the reasons for this is the lack of training. The aim of our
research was to investigate the extent to which aphasia therapy is included in the
training of music therapists in Hungary. A questionnaire survey was conducted among
active music therapy students and former students of two higher education institu-
tions. 81 students received the questionnaire, 39 of whom responded. The results
show that 46% of respondents regarded music therapy for aphasia not being included
in the curriculum at all. Considering that people with acquired language and speech
deficits, whether temporarily or permanently affected, constitute a significant social
group, there is a need for more emphasis in training in this area.

Keywords: music therapy; aphasia; music therapist training; language rehabilitation
Subject-Affiliation in New CEEOL: Social Sciences - Education - Higher Education
DOI: 10.36007/eruedu.2024.4.048-058

Definition of aphasia

The language impairment that remains as a result of various brain injuries, but most
commonly a stroke in the dominant language hemisphere, is called aphasia (Coc-
quyt et al. 2017). Aphasia symptoms affect both the expressive and receptive sides
together, but to different degrees (Molnar-Toth 2020b). Multimodal dysfunction
can be manifested in different modalities, whether in spoken language, writing,
reading or arithmetic, separately or cumulatively, and can occur at any language
level (Mészaros 2007). There is also often a deficit in working memory (Majerus
2018). From the 19th century onwards, several typologies became known, clas-
sifying the different types of aphasia according to the localization of the lesion or
according to the groups of symptoms. Although the different approaches are re-
lated, since the location of the damaged brain areas predestines the symptoms
that are likely to appear, they are not a one-to-one correspondence, since holistic
properties are associated with the brain areas responsible for different language
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functions, and individual differences in the localisation of language functions may
also occur (Banréti 2014).

Types of aphasia
The different types of aphasia are distinguished according to the retention or con-

fusion of four major functions - fluency, speech understanding, imitation, and nam-
ing (Molnar-Toth 2020a). See Table 1.

Speech
Aphasia type Fluency | unders- | Imitation | Naming
tanding
Broca - + - -
Transcortical motor - + + +/-
Isolation - - + -
Global - - - -
Anomic + + + _
Conduction + + - -
Transcortical sensory + - + -
Wernice + - - -

Table 1. Types of aphasia in terms of retention and impairment of specific language
sub-skills. Source: Based on Mumenthaler 1989, edited by Eszter Juhos-Kiss

Incidence and prevalence of stroke

The incidence of stroke in Hungary is estimated at around 50 000 people per year
(Feherné Kovacs 2009). Only 2/3 of stroke patients survive after a cerebrovascu-
lar accident, one-third die within a year (Szécs et al. 2016). The annual number of
cases, with the addition of post-stroke patients from previous years, is now around
200 000. About 40% of survivors of an acute stroke have an acquired language
disorder. Some of those affected recover spontaneously, but a significant propor-
tion remain in a permanent state and require speech and language rehabilitation.

Music therapy

“In music therapy, a trained music therapist uses music or musical elements (sound,
rhythm, melody, harmony) in a planned process to facilitate communication, rela-
tionships, learning, expression, mobilization, and organization. In addition, it has
therapeutic effects in physical, emotional, mental, social and cognitive areas. The
aim of music therapy is to explore an individual‘s potential and/or restore impaired
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functions, thus enabling better intra-psychic and/or interpersonal integration and,
as a result of prevention, rehabilitation or treatment, a qualitatively better life!.“ This
was the definition and objectives of music therapy at the World Congress of Music
Therapy in Hamburg in 1996, which can be found on the website of the Hungarian
Music Therapy Association (Magyar Zeneterapias Egyestilet, n.d.).

Neurophysiological background of music therapy for aphasia

The most common way of classifying aphasia in Hungary today is the so-called
clinical functional approach, which classifies aphasia types according to the func-
tioning of four basic functions: fluency, speech understanding, imitation, and nam-
ing. The neurological background of this typology is based on the theory of brain
localisation (Molnar-Toth 2020b), according to which the different mental functions
are localised in the brain, i.e. a specific cortical area is responsible for a specific
ability. In terms of verbality, the left hemisphere dominates in about 95% of people.
The inferior, dorsal area of the frontal lobe, Broca’'s area, is responsible for the
motor production of speech, the lesion of which results in a language dysfunction
in which verbal expression is impaired but language perception is relatively pre-
served. In contrast, damage to the superior posterior area of the temporal lobe
and the area extending to the parietal lobe, the Wernice area, results in impaired
speech comprehension, while speech production remains relatively intact (Crystal
1997). Making music can trigger plastic changes in the brain. Singing, in particular,
can be a valuable therapeutic tool, since it is a universal form of musical expression
that is as natural as speech, and the muscles associated with speech are directly
stimulated by breathing, tone production, articulation and resonance during the
production of musical sounds. Singing naturally contributes to maintaining good
health and physiological well-being by benefiting respiratory and cardiac functions,
but the vibrations generated in the body by the sounds produced also serve to
improve mental harmony (Lovasz 2006). As a result of neuroplasticity, singing can
create new, alternative neural pathways that can bypass dysfunctional regions of
the brain that have been damaged (Wan et al. 2010). The arcuate fasciculus (AF) is
a bundle of fibres that connects the temporal lobe to the motor regions of the fron-
tal lobe. The left bundle plays a particularly important role in language processing.
The left AF of healthy people with typical left hemisphere language dominance is
usually larger. However, it has been observed that professional singers have a more
developed right AF than their non-musician counterparts, presumably due to years
of singing. When the right AF of a chronic patient with nonfluent aphasia (no left
AF due to a large lesion) was studied before and after melodic toning therapy, the
AF showed structural adaptations after a long period of intensive therapy. Compar-
ing patients with chronic aphasia treated with music and non-music based speech
and language therapies, it was shown that melodic intonation therapies resulted
in more right hemisphere changes. These structural and functional brain changes

1 https://magyarzeneterapiasegyesulet.hu/mi-a-zeneterapia/
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are associated with improvements in language and speech skills (Juhos-Kiss et al.
2023; Schlaug et al. 2010).

Music therapy for aphasia

Since the middle of the 20th century, several schools of aphasia therapy have been
established in Europe and the United States of America (Hegyi 1995). In Western
Europe, however, since the 1950s, there has been a growing trend to include mu-
sical elements as a therapeutic tool in rehabilitation. A Hungarian researcher, in the
1950s, introduced a new approach to speech and language therapy by using Hun-
garian folk songs and introducing singing and rhythm as speech stimulation tools
(Varga & Geréb 1958). Melodic Intonation Therapy (MIT), published in the 70’s, is
used all over the world (Albert et al. 1973; Sparks et al. 1974). Thaut and Hoem-
berg’ (2014) handbook describes the target groups, protocols and effectiveness of
music therapy methods in the neurological field (Thaut & Hoemberg 2014). Several
studies have demonstrated the effectiveness of MIT in the clinical setting (Norton
et al. 2009; Schlaug et al. 2010; Zipse et al. 2012). In addition to the original MIT
version, many adaptations and new versions have been put into practice over the
past 50 years (Zumbansen et al. 2014). The Ronnie Gardiner Method (RGM), a
method based on rhythm and melody, which originated in the world of jazz music,
gained ground in neurorehabilitation in Europe and some countries outside Europe
in the 1980s, starting in Sweden (Pohl 2018). In addition to these, many other
methods and techniques based on musical elements are used in aphasia therapy
around the world (Juhos-Kiss & Pusztafalvi 2022; Thaut & Hoemberg 2014) (Ju-
hos-Kiss & Pusztafalvi 2021) (Kim & Tomaino 2008; Lim et al. 2013; Raglio et al.
2016; Tomaino 2012).

Music therapist training in Hungary

Music therapists are trained at two higher education institutions in Hungary. The
University of Pécs was the first to accredit the complex art therapy education pro-
gramme in 1990, followed by Barczi Gusztav Faculty of Therapeutic Pedagogy at
E6tvos Lorand University, which started the holistic approach in 2003 (Szabadi
2020). Both institutions offer a two-year diploma-based specialised further educa-
tion programme with theoretical and practical elements.

The presence of knowledge about music therapy for aphasia in music
therapy training - A questionnaire survey

Background of the research

In a previous study conducted in 2022 (Juhos-Kiss et al. 2023), we investigated
the number of music therapists involved in aphasia therapy in Hungarian hospitals.
In light of the results of this research, it can be concluded that a disproportionate-
ly small number of trained music therapists are employed in domestic healthcare
institutions. One of the many reasons for this is that even within aphasia therapy
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teams, few people are aware of the existence of music therapy methods for the
treatment of aphasia and their direct and collateral effects. We did not find any mu-
sic therapists in any of the active neurology and stroke departments. And only two
hospital rehabilitation departments employ a total of 4 music therapists in language
and speech development for stroke survivors. When asked about the reason why
they did not employ a music therapist, the chief physicians of the departments
pointed to a lack of resources and a lack of specialists (Juhos-Kiss et al. 2023).

Subject of the research

In our questionnaire survey, we investigated the knowledge of music therapists and
music therapy students about music therapy for aphasia. The survey was conduct-
ed in the academic year 2023/2024. The first part of the questionnaire measured
the demographic characteristics of the respondents. In addition to gender and
age, we asked whether the respondent was a graduate music therapist or a student
music therapist. In the former case, we asked about the year of graduation, and in
the latter case we recorded the stage of the student’s training. The remaining part
of the questionnaire was devoted to professional questions.

We asked participants if they were familiar with the concept of aphasia. If the
answer was yes, they were asked to give a concise definition of the term. Respond-
ents were asked to name the source through which they had encountered the
term aphasia. They then identified the item from those given which they believed
to be the most common cause of aphasia. They answered the question about the
extent to which they had learned about aphasia therapies based on musical ele-
ments during their training as music therapists, and then they named the method
they had learned about in their training as music therapists and briefly described
its essence. As regards to the nature of the rehabilitation, we asked whether they
considered complex development to be important and, as regards to the extent of
the rehabilitation, whether they considered the services currently provided free of
charge or available to people with aphasia to be sufficient. Furthermore, whether
aphasia therapy could be more effective if a music therapist was employed in the
institutional multidisciplinary team alongside the speech therapist, or if people re-
turning from hospital with speech and language deficits received regular music
therapy services funded by social security.

Finally, participants were asked in which areas they think music therapy could
play a more important role, and in which areas they personally currently use music
therapy, or, if a student, in which areas they will plan to use music therapy after
completing their training.
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Sample

We asked the study department of the music therapy universities to help us distri-
bute the questionnaires. The competent study lecturer of the University of Pécs
sent the questionnaire to 61 people, including active students and former gradu-
ates of music therapy. At Barczi Gusztav Faculty of Therapeutic Pedagogy of E6t-
vos Lorand University we were informed that they were not able to send the ques-
tionnaire to former students, so we could only include currently active students,
of whom there are 20 this academic year. So a total of 81 students received the
questionnaires. The total number of respondents was 39.

Results

In terms of demographics, we found that 7.7% of respondents, i.e. 3 of them were
male, and 92.3%, i.e. 36 of them were female. Distribution by age was as follows:
7.7% was between 20-25 years old, 23.1% between 26-30 years old, 9 respond-
ents, and 6-6 respondents between 31-35, 36-40 and 41-50 years, i.e. 15.4%
per category, while the proportion of respondents aged 50 and over was 23.1%,
i.e. 9 of them. Less than half of the respondents, 46.2%, i.e. 18 of the respond-
ents completed the survey as music therapy students and 21 of them were music
therapy graduates. Of the latter, 9 are not currently practising. 50% of music ther-
apy students are in the first stage of training and 50% are in the final stage. 43%
of music therapists completed their studies in 2022, the rest earlier. The oldest
graduates were awarded in 1995.

85% of all respondents, 33 people, know the concept of aphasia and are able
to give a concise and correct definition of aphasia and know the main cause of this
language disorder.

DO YOU KNOW THE CONCEPT OF APHASIA?

mYes mNo

Figure 1. Questionnaire question on knowledge of the concept of aphasia
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When asked about the source of their knowledge of the concept of aphasia, only
12 (31%) say that they had encountered it during their studies, 2 of them refer spe-
cifically to the music therapist training, while 10 describe other, earlier studies or
do not specify the source of their studies. The reason why they do not cite music
therapy training as a source of information about aphasia and its music therapy is
that the participants in the training tend to associate music therapy with psychother-
apy (Fekete 2020) and focus on more general music therapies rather than specific
neurological or language disorders. The individual interests and prior training of the
students may also be a determining factor for the topics of the training. However,
we do not know about this because the questionnaire does not ask about the par-
ticipants’ basic qualifications.

Other sources mentioned include their other studies, their current work, the
Aphasia Association and its Vocal Singing Ensemble, fellow music therapists, and
their own individual research.

On another point, when asked about the extent to which they had acquired
knowledge about music-based aphasia therapies, 46% said it was not part of their
curriculum. 54% had encountered music therapy for aphasia during their studies,
but only tangentially. None of the respondents indicated that they had received
sufficient information during their training.

Inyour music therapy studies, to what extent did you learn
about music-based aphasia therapies?

B Not included in the curriculum

H It was only mentioned tangentially

H | had sufficient information

Figure 2. Questionnaire question on the emphasis given to music therapy for aphasia in
the music therapist training curriculum

We asked them which music-based aphasia therapy method they had been intro-
duced to during the training. They could choose from three methods most com-
monly found in the literature - Melodic Intonation Therapy, Ronnie Gardiner Me-
thod, Therapeutic Singing - or they could give their own answers. Almost half of
the respondents, 46%, said they were not familiar with music therapy methods for
aphasia. 31% indicated one of the methods listed. While the remaining 23% had
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learned about such knowledge from other sources or they found out from their
own experience in therapy that listening to music and singing is helpful in treating
speech, language and other communication disorders, but had not learned any
specific method. We asked them to briefly explain the method that they have heard
of. This request was adequately met by those who completed the questionnaire.

In the further part of the questionnaire, we asked whether complex development
is considered necessary for the effective rehabilitation of the quality of life of peo-
ple with aphasia and what role they attribute to the music therapist. 100% of the
respondents agreed that complex therapy by a multidisciplinary team, including a
music therapist alongside the traditional participants is essential for successful re-
habilitation. In addition, 31% of respondents described the current free, state-pro-
vided professional assistance for the rehabilitation of people with aphasia as un-
satisfactory, and all respondents considered it necessary for people with aphasia
returning from institutional rehabilitation to receive regular music therapy - funded
by social security - as a continuous and sustained provision of therapy is an impor-
tant condition for the successful treatment of acquired language disorders.

Conclusion

Weaknesses of the research: the sample is small, we can only infer the quality of
the training courses in the current or recent years, and there is little data on the ex-
periences of previous years. The available results of the questionnaire survey sug-
gest that the training of music therapists in the country does not provide students
with sufficient information on the topic of music therapy for aphasia. This is a gap
in the training of professionals, which is a barrier to the expansion of neurological
music therapy in clinical practice, to the increasing the complexity of institutional
aphasia rehabilitation, and to addressing the long-term treatment of aphasia in the
residential setting.

Aphasia rehabilitation activities in health care institutions are not sufficient in
volume, number of professionals or national coverage to ensure that all people
with aphasia receive the care they need. Altough the gradual expansion of stroke
units has led to positive changes in the acute care field, the institutional system
for aphasia rehabilitation is not up to the expectations it should be. Civil society
organisations (Magyar Rehabilitaciés Tarsasag, n.d.; Magyar Stroke Tarsasag,
n.d.) (Magyar Logopédusok Szakmai Szbvetsége, n.d.) (Magyar Fonetikai Fo-
niatriai Es Logopédiai Tarsaséag, n.d.) (Afazia Egyesiilet, n.d.; Angels, n.d.;
Démoszthenész Egyestilet, n.d.) play an important role in reducing this deficit by
trying to provide the important and necessary services to people with aphasia and
their families that the state system cannot provide.

The results of the present questionnaire survey and the previous research (Ju-
hos-Kiss et al., 2023) show that the problem is complex and that further research
is needed to explore all the causes.
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‘By the way...’ research and the methodologically
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Abstract

Among the planned preliminary phases of the Teacher Motivation Strategy (TMS) re-
search, a regularly observed phenomenon was the formulation or supplementation
of participants’ reflections. Those were relevant to the research instrument or to the
research situation and also relevant to the research topic, but were outside of the
process. Following the pilot data collection, the desire, interest and enthusiasm of the
teachers and students were detectable beyond the research situations. In connection
with the topic and the question ‘How teachers motivate you?’, participants often made
spontaneous observations and shared information outside the methodological struc-
ture, which revealed the limitations of the research situations and the deficiencies
in measurement tools or methods. Potential data was included in those statements
beginning like ‘By the way ...”, ‘| think ...", "... well, | would never write that down!’, ‘|
wouldn't say it in front of the others anyway’. During the pilot phase the reflections of
the researcher given to the experienced effects and impulses affected the research
results by constructing the final research process through method selection, research
instrument and data procession planning. The update and change of various aspects
aimed to develop a more refined and systematized research, in order to get results
that reveal real problems and help the actors of pedagogical processes to find con-
structive solutions. The cases, exemplified from a scientific and a methodological
point of view, tangentially yet significantly articulate the emergence of valuable data
embedded in the research process. The primary purpose of this paper is to exemplify
the phenomenon in research practice and to encourage the reader to develop and
apply research methods aimed at minimizing data loss for more efficient exploration
and resolution of pedagogical issues and questions.
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focus group interview
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1. Introduction

The inductive form of natural science knowledge typically aims to represent na-
ture-based phenomena in a specific system, to explore cause-and-effect relations
and to reflect on them objectively (Nahalka 1997, 23). Nahalka (1997) presented
constructivism in contrast with objectivist-based epistemologies - primarily refer-
ring to the works of Ernst Glasersfeld, a prominent representative of construc-
tivism. It describes recognition as an undefinable concept that interprets human
knowledge as the result of construction. According to this, one’s inner world is
shaped by information, which is processed, interpreted and organised with the
help of cognitive and active processes, a kind of learning that creates knowledge.
Falus (1993) talks about a new paradigm that contradicts the positivist approach. It
perceives the research of pedagogical phenomena as interpretable and construct-
ible, based on a given correlation system. In 1999 Szabolcs Eva published a study
about the appearance of qualitative research methods in parallel with the construc-
tivist approach, focusing on pedagogical research. The above mentioned were
only a few among the first pedagogical works that established and formulated the
guidelines where domestic qualitative pedagogical research could be developed.

The examination of the researcher’s role became prominent due to the emer-
gence and ride of qualitative research methodology. Such methods were creat-
ed or adapted (e.g. field research and participant observation from ethnography),
which did not focus on the objectivity of the external observer, but rather on the
exploration of the characteristics of human community and the representation of
realistic information and data. The researcher primarily focuses on the individual
in order to overcome its own preconceptions (Szabolcs 1999, 346). According to
the representatives of qualitative research, the relationship between the researcher
and the object of the research object is dynamic and reviews the examined prob-
lems repeatedly. It also describes the researcher as someone who can adapt to the
constantly changing research situations (Santha 2007, 170). Undertaking subjec-
tivity and the ‘systemic examination of subjectivity’ means that the phenomenolog-
ical approach focuses on the individual. The value of this kind of research is in the
effort to understand the lives of those for whom one has pedagogical responsibility
(Tesch 1995, 48, cited in Szabolcs 1999, 346).

The opposition between qualitative and quantitative paradigms is emphasised
less and less in the international scientific world. However, the energetic process-
es of qualitative studies - in a self-reflecting way - recreating their own dilemmas
and reconsidering those questions and problems, which may appear in relation to
all researchers and studies related to qualitative research methodology. The pres-
ent study is concerned with the issues of relevant information and data outside the
research process.

The focus of the scientific work related to the current research was the exami-
nation of the teacher’'s motivation strategy. The main question was what tools and
methods were used by the teacher, to implement the conscious or unconscious
strategies behind its motivating activity. The investigation was based on the notes
of classroom observations, on the data including teachers’ reflections on their own
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practice revealed by a questionnaire, and also on their reflective responses based
on observed classroom practice. The (informal) confirmation of the motivational
power/effect of the tools used (or not used) by the teacher was outlined during
focus group discussion with students, as well as by the observation of classroom
activities and behaviour and their ideas and thoughts on motivational methods.

This study does not attempt to present the results of the Teacher Motivation
Strategy research. In this article, a specific methodological dilemma is presented
through a particular case.

2. Methodological aspects of the research related to the case
description

During empirical research the facts and their sources became known in a direct
way, the necessary data and information is uncovered with the help of methods that
often require the active participation of the researchers. The aim is to get answers
to the researcher’s questions and collect the necessary data to verify or to refute
the hypotheses (Creswell 2012, 15).

2.1. Methodology of the research
The research is based on a mixed paradigm displaying both quantitative and quali-
tative methods. The process follows the qualitative-quantitative structure defined by
Creswell (2012: 12). In exchange for authenticating validity and reliability the work
was accomplished using sequential model (Santha, 2009: 100-101) and triangu-
lation typologies (Santha, 2009: 102- 103; 2015) as well as striving to implement
systematic perspective triangulation (Santha, 2015: 29).

Regarding pilots, the teachers’ views were explored in five institutions (Somogy,
Fejér and Heves county), based on convenience sampling, and the students were
surveyed in two institutions (80-85 pupils).

2.2. Data collection procedures

Based on the research plan, teachers’ views were examined by an unstructured
concept map - in the beginning the structured tree model was used - as a special
data collection procedure (Santha 2009, 71; Szivak 2002, 70-84). The task of
the teachers was to depict their views on motivation based on the given concept,
then to share their own views on their motivational activities.

The students expressed their preference on procedures and their views about
the motivational activities, the tools and methods used by their teachers during
group discussions (Mayring 1999) and the semi-structured focus groups.

Focus group interviews represent a qualitative research methodology that fa-
cilitates the exploration of various aspects of interactions and discourses among
participants. The utilization of video recordings enhances the detailed analysis of
non-verbal communication, body language, and group dynamics (Krueger & Casey
2014). The questionnaire associated with the focus group interview aims to collect



Katalin Olah | 62

supplementary data on participants’ opinions and attitudes, thereby fostering the
triangulation of qualitative and quantitative data.

It is crucial that the moderator maintains neutrality to avoid influencing partici-
pants’ responses. The use of video recordings assists researchers in capturing the
non-verbal elements of the discussions, which enhances validity by allowing for the
analysis of the full spectrum of communication (Morgan 1997).

To ensure the reliability of focus group interviews, it is important that moderators
are trained and experienced in managing group dynamics. The use of standardized
questions and structured interviews further increases reliability by ensuring that all
groups respond to the same set of questions (Krueger & Casey 2014).

During the participant observation, researchers recorded data on the teach-
er's motivational repertoire used in the lesson and on the reactions elicited from
students, then the teacher’s previously defined views and the actual practice was
compared.

Classroom observation was followed by a structured questionnaire which con-
tained the same items for both teachers and students, and it reflected on the moti-
vating activity of the teacher.

3. Intermezzos of the research process - data out of research’

The formulation or addition of participant reflections related to the research meas-
urement tool (questionnaire) or to the research situation (focus group discussion
or classroom observation), relevant to the topic of the research but outside of the
process was recorded as a phenomenon wedged between the planned stages of
the complex research.

3.1. An example for the forced redesign of data collecting in the research
process

The task was to create an unstructured conceptual map - a structured tree mod-
el - aimed at exploring the teacher's opinion about motivational factors free of
influence. The teachers were asked to represent a conceptual system that reflects
on their views in a hierarchical system. In the period of data collection teachers
refrained from the task of creating a structured tree model, and then the task of cre-
ating a hierarchical system reduced their willingness to participate almost to zero
("n 20). This situation induced the usage of a different measurement tool, and later
the modification of asking questions. The researchers encountered two defining
factors (withdrawal of participation and modification of the measuring tools) which
explicit and implicit aspects had a strong impact on the research process, however
the data relevant to the narrative can be represented outside the framework of the-
oretical and research ethics.

1 Out of research - data (OUR-data).
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3.2. Data from narratives outside the planned research pro-
cess, ‘By the way...” inter-research situations

This study employed a multi-faceted data collection approach, integrating a student
questionnaire, researcher notes from focus group interviews, and video record-
ings. The student questionnaire consisted of three principal questions, which were
also central to the focus group interviews. These core questions were administered
in written form, with supplementary probing questions introduced during the dis-
cussions to elicit deeper insights and further clarification.

Recall a situation in which you found enjoyment in classroom activities or
school-related tasks.

Which specific subject or activity was it?

What subject-related activities do you engage in during your free time?

What factors motivate you to engage in your hobby?

If | were a teacher, | would motivate my students by...

If you were the teacher, what strategies would you employ to motivate your stu-
dents?

How would you increase in-class participation?

What measures would you take to enhance student performance?

How would you foster an environment where students work with enthusiasm?

How do your teachers currently motivate you?

What actions do your teachers take to encourage active participation in class?

How do they capture and sustain your interest?

What methods do they use to enhance your academic performance?

Student responses to these key questions were collected in written form, while
the researcher notes and video recordings were employed to corroborate, supple-
ment, and refine the data derived from the questionnaires.

The study was conducted during a single class period, with an approximate
duration of forty-five minutes. Prior to commencement, verbal consent for video
recording was obtained from the students, supplementing the pre-existing written
parental consent forms. For students who opted out of participation, alternative su-
pervision was arranged by the institutional coordinator. Additionally, students were
provided the option to position themselves outside the camera’s field of view if they
wished to participate in the study without being recorded. All procedures were
strictly adhered to voluntary participation protocols.

After the student pilots, the enthusiasm of the students could also be seen out-
side the research process. In relation to the topic and issue of ‘How do teachers
motivate you?’' additional comments were often made outside of the documented
research process, which revealed the limitations of the research situations and the
shortcomings of the measuring tools or methods. Conversations on the corridors
- ‘Anyways, | think...” or ‘l would never write this down... or talk about it in front of
others’- contained information (potential data), which could have an influence on
the research results and could help the exploration of real-life problems and more
efficient solutions.
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During the focus group discussion students attempted to talk about general
terms and to describe their teachers in a way they believed to be appropriate. How-
ever, during informal conversations in the corridors or in the yard, several students
stated that they don't feel like their teachers are motivating them because ‘grading
or the prospects of punishments are not actually motivating or not like that'. The
students came up with suggestions how teachers could motivate them during the
research situations. But later they declared that nothing would peak their interests
they just felt the urge to say something in that situation. Mainly their goal was to
meet the expectations of their parents but on most days, they just wanted the les-
sons or the days to ‘get over with'.

3.3. Methodically implicit information which does not appear
in the research data

One could see an example for the teachers’ avoidance of measurement tools. In
that case, the researcher revised the research plan and used a different method to
record the necessary data. However, one may come across an aspect that cannot
be corrected, ignored or taken into account.

A few months after the pilot research, some of the participating teachers stated
that while creating the concept map - instead of their own views - they used ‘Inter-
net’ content, that they considered relevant. Others outlined theories and structures
they acquired during their studies.

In the days after the focus group discussion a large percentage of students
expressed their feelings that several teachers ‘don’'t even motivate them’ and they
also had difficulty while articulating what would help. The concepts of sanction and
motivation appeared as equivalent, just as the concepts of grading (giving marks)
and motivation were blurred in the narratives.

4. Dilemma of the researcher

4.1. Authenticity

A significant part of educational research is applied research, which aims to un-
derstand and develop practice. In addition to scientific compliance - the validity
of the process - is also important from a social point of view. It is significant that
the results could be interpreted not only as a research product on its own but as
a factor which also meets the ecological validity as an external validity factor. This
means that the results of the research structure, which is more and more similar to
everyday life situations, can be effectively and productively applied in professional
practice (Brewer & Crano 2000, cited in Truijens et al. 2019, 9).

There is a consensus that when collecting data one must strive to maintain fo-
cus, adhere to theoretical and methodological frameworks, and to minimize data
loss. In research, especially in a qualitative research process - several research
sub-units (e.g. preliminary or follow-up research), methodological stages (choice
of tools, usage or application of methods), (chronological) phases (data collection,
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data analysis) can be separated - emphasising the process nature of the research.
The derived data and evidence can appear in a systemized way though fitting into
different interpretive frameworks, they can also appear complementary to each
other at different levels and functions of the research (Coubert & Talbert 20086,
491).

Compliance with the form and content requirements of scientific research, the
research paradigm, test methods, the steps and regulations of data collection and
data analysis make the research scientific and valid. The strict formal rules, pos-
sible scope restrictions, and the capacity of the researcher can result in data loss
(Vida 2022, 104) and lead to the distortion of the results. Preserving the diver-
sity of relevant data, and filtering inadequate data or data outside the theoretical
framework can be achieved by creating the appropriate structure, organising, and
recording (Coombes & Coombes 2001).

4.2. Relevance

What is the importance of this information? Can one incorporate this obtained in-
formation into the further units of the research? What should the researcher do with
this significant information, which is outside the research situation? How should
these implicit pieces of data, influencing the concept, appear in the publication of
the scientific work? What should be considered as data? How should factors that
influence and hinder the research process be dealt with? Flexibility and/or authen-
ticity? Which aspects of research ethics should prevail? Should the researcher
follow the assigned routine or reflect on the changed, newly discovered research
situation?

The systematic addressing of emerging questions, their integration within holis-
tic theoretical frameworks, and the rigorous adherence to foundational research
methodology principles constitute the initial steps on the path toward resolving the
issues at hand.

5. Theoretical solution

Can independent research uncover a problem or a phenomenon, or a planning
process that also calculates with unexpected events and information, be a solution
(Mrazik 2021, 400)? In case of examinations that are less complex or take place
in a shorter period of time, the occurrence of unexpected events has lower prob-
ability.

The researcher’s avoidance of personal involvement is expected but it can de-
velop during longer time spent with the research subjects. Presumably, as (neces-
sary) trust develops, it results, that students reveal more about themselves during
informal conversations.

The data - (and measurement tools) beyond its validity aspect - in the course
of its examination and exploration can provide epistemic validity, which is a suitable
disciplinary framework for the researcher. In which a congruence is constructed
for different concepts appearing on different levels (Truijens et al. 2019), captur-
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ing the theoretical variables that occur without failing the reliability of the research
(Messick 1980, 1987, 1989; Moss 1992). In this case the authenticity of the re-
search is not only defined by the research plan and systemization, as well as the
measurement tools and data analyses, but also by the theoretical framework of the
research.

6. Summary

This study aims to demonstrate some real phenomena experienced in the process
of practical research activity outside the planned examination process which pre-
sented various questions and dilemmas. The presentation of the cases is more like
a problem statement which is a factor that all researchers - especially those who
use qualitative research methodology - must take into account.

Choosing the appropriate research method can contribute to a more conscious
and comprehensive planning of the entire research process and also to a compe-
tent behaviour of the researcher in unexpected research situations. The goal is
to apply the results effectively in professional practice. It is necessary to uncover
the sensitive problems remained hidden, such as loss of trust, lack of motivation,
school anxiety, perception of pedagogical work by students, student or teacher
burnout, lack of professional knowledge, incapability, and performance anxiety,
etc., and find solutions.

Researchers need to find the method by which the implicit factors of the re-
search problem can be revealed, data loss can be eliminated, and the information
can be properly structured. In the research process of teacher motivation strate-
gies, data outside the methodological framework but remaining within epistemic
validity, was used to refine the research process, fully striving for ethical research
behaviour and disciplined subjectivity (Erikson 1958, 65; Santha 2009, 108-110).

As aresult of integrating inter-research data, new perspectives and deeper inter-
pretative frameworks have emerged. The research process was further enriched
by incorporating investigative elements such as semi-structured focus group inter-
views. Following the questionnaire phase, participants engaged in what appeared
to be an informal conversation, seemingly detached from the formal research pro-
cess. However, this interaction was, in fact, a carefully planned and deliberately
structured semi-structured narrative focus group interview conducted in a relaxed
research environment.

Building on the students’ natural inclination to communicate, a “spontaneous
research space” was created, where participation rates exceeded 80%. Data pre-
viously gathered through informal corridor conversations, which were once seen
as incidental and unstructured, were now transformed into valuable research data
through intentional design and contextualization within the research framework.
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Abstract

We are researching school communities from the perspective of how schools, which
are groups of individuals, can become functioning communities and how they can
support the development of their members. To this end, we have focused research
on examining the rituals of communities and the opportunities that drama education
provides for enriching these rituals. Therefore, in this study, the learning and creative
activities of a high school drama group, from the preparation of the ceremony script to
the performance are analysed. The main research question is what learning-support-
ing role the rehearsal process plays, and in which competence areas the participating
students have experienced development during the preparation for the ceremony.
Keywords: ceremony; competence; competence development
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Introduction

School celebrations are not only significant for remembering past events in the life
of school communities, but also influence the experiences of the present and fu-
ture. Therefore, it is essential to examine the process of preparing festive programs.
Celebrations that are held merely out of obligation and have become hollow can be
detrimental not only because they create a sense of wasted and boring time, but
also because of their message. These celebrations also have their messages, just
like those that fulfill the role of remembrance. They also convey messages about
the relationship between the community and the past, only that something is not
right in the relationship between the two. These celebrations also influence the
experiences of the present and the future, but these experiences will not promote
the strengthening of the community, which, in turn, hinders the development of the
individual within the community. The celebration becomes an obligatory, empty
event, although it holds the potential for cultural memory (Assmann 2018) and ritual
(Turner 2002, Gennep 2007). Holidays help structure time and segment the order
of everyday life. Moreover, holidays create opportunities for personal gatherings
where one can partake in collective memory through personal presence. (Ass-
mann 2018) Therefore, | am researching the role of school celebrations in the life
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of school communities, as well as the relationship between the individual and the
community. | have chosen the case study as my research method.

We followed a high school drama group throughout their rehearsal process,
from the creation of the script for the holiday performance to the final presenta-
tion. Due to the impact of the paradigm shift affecting education as a whole, it
can be stated that today, during the teaching-learning process, the focus is on the
educational possibilities inherent in students’ activities rather than the knowledge
conveyed by the teacher (Kaposi J. 2019).

The results indicate that the competencies in learning, communication, digital
literacy, thinking, personal and social skills, creative creation, self-expression, cul-
tural awareness, as well as employment, innovation, and entrepreneurial skills can
be developed among students participating in the organization of celebrations. The
creative process can be very motivating for children, providing a sense of achieve-
ment. It can strengthen students’ positions within the community or help them find
their place, and, in addition, the creation process provides a realistic context for
the learning process (Nahalka 2002).

Methodology and results

The main question of the case study

What knowledge, skills, abilities, and attitudes can be developed during the
preparation of a holiday program?

Method

Case Study:

The location of the trial process: Vordsmarty Mihaly Primary and Secondary
School in Kapolnasnyek

The duration of the trial process: between September 13, 2021 - October 23,
2021.

Terminology Questions

The focus on competencies has been driven by the requirements dictated by the
world of work and the labor market, and this has led to a shift in the knowledge-cen-
tered learning objectives of educational systems. Thinking along the lines of com-
petency areas aids in the development of personality, contributes to the develop-
ment of social contexts, shapes the career paths of students, and helps achieve
further educational results (Csépe-Katona-Szili 2017). The learning and teaching
based on competencies focus on solving various problems, understanding phe-
nomena, and “consider transversal competencies in content definition rather than
formulations related to knowledge areas (language communication competence),
taking into account the competencies expected in independent living, social in-
tegration and responsibility, and the world of work.” (Csépe- Katona- Szili 2017).
Csépe Valéria-Katona Nora- Szili Tamas: Priority Competency Areas EFOP-3.2.15-
VEKOP-17- 2017-00001 within the framework of the highlighted project ,,Devel-
opment of measurement-evaluation and digital enhancements related to the public
education framework, creation and renewal of innovative educational organization
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procedures,” the concept of competence is defined. According to this, “compe-
tence includes knowledge and skills, abilities, attitudes, and values that enable a
person to successfully perform a task” (Csépe-Katona-Szili 2017).

Disc iy knowledge
wierdiscpinay koowissse  Knowledge

Social and emsticnal skills Skills : Competencies §

Physical and practical skits

Figure 1. Source: OECD - The Future of Education and Skills16

The above figure illustrates the process nature of thinking in competencies. Knowl-
edge, skills, abilities, attitudes can serve as a starting point as they help students
in successful learning and task completion. However, we cannot consider it sec-
ondary that these areas (knowledge, skills, attitudes) are not static, as they can be
developed and evolve during task completion. In the case of competence-based
learning processes, the activities applied influence competencies, and after the
implementation of learning activities and tasks, a higher level of knowledge, skills,
abilities, attitudes, and values are formed. In my case study focus, | placed the
question of which competency areas are affected by the activities carried out dur-
ing the rehearsal process of a ceremony, what knowledge and skills students ac-
quire, and how their abilities, skills, and attitudes develop.

“The revised National Core Curriculum from 2020 is based on key competen-
cies defined by the European Union and determines the cross-curricular (trans-
versal) basic competencies, as well as additional competencies for learning. The
basic competencies include a system of knowledge, skills, and attitudes related to
speaking, reading, writing, text comprehension, orientation along quantitative, spa-
tial-visual, and temporal relations, as well as knowledge and skills related to move-
ment, laying the foundation for acquiring usable knowledge.” (Csépe-Katona-Szili
2017). In our case study, we focus on examining the additional competencies of
learning. The additional competencies of learning are:

1. Learning competencies

2. Communication competencies

3. Digital competencies

4. Critical thinking competencies

5. Personal and social competencies

6. Creative expression, self-expression, and cultural awareness competencies

7. Employee, innovation, and entrepreneurial competencies
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The group

In the preparation and performance of the ceremony, 16 students (11 girls, 5 boys)
from the 9th-grade advanced drama group participated, 3 students (2 girls, 1 boy)
from the 10th-grade advanced drama group, and 1 girl from the 11th-grade class,
totaling 20 students (14 girls and 6 boys). Excluding the older students, the ma-
jority of the group are complete beginners, having only studied drama for one year
during their previous studies, mainly involving drama plays. They had no stage ex-
perience, and the members of the group either did not know each other at all or
barely knew each other, so a completely beginner group took part in the rehearsal
process.

The schedule and objectives of the work process

Rehearsal Compiling Table re- Block re- Full Dress re-
phase the cere- hearsals hearsals rehearsal hearsal and
mony script performan-
ce
Date / Time | 09. 138. 2 09.27. 2 2 hours 10.15. 4 10. 20. 4
hours hours 2 hours hours hours
09. 20. 2 10.18. 5 10. 22.
hours hours
Objective Compiling Unders- Developing | Developing | Developing
the script tanding the | scenesin scenes the rhythm
texts, bra- space with text of the per-
instorming knowledge, | formance,
ideas set design, | presentation
costumes,
lighting and
sound

Figure 2. schedule of the work process

Developed competencies during the compilation of the ceremony script

The compilation of the ceremony script can be done in various ways, as numer-
ous collections have been published containing poems, texts, music, and songs
from which we can choose. Additionally, we can watch a multitude of videos on
the internet. It is advisable to select ideas together with the students and create
the script together in the initial stage of assembling the program. During collabo-
rative work, several difficulties may arise as student ideas do not always align with
teacher expectations or the structure of the program, making it challenging to tell
a child that their suggestion is not being accepted. However, if time is dedicated to
creating the script together with students for our celebratory program, despite the
challenges, this work will have numerous benefits.

The first advantage is the development of students’ learning competencies. The
most apparent aspect of this development process is the enrichment of students’
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subject knowledge, as they gather and select texts, music, songs, and ideas, read
literary works, get acquainted with music pieces, and explore the causes, conse-
quences, interrelations, and impacts of historical events. Therefore, this process
facilitates the review of knowledge in various subjects: literature, Hungarian lan-
guage, history, music, arts, drama, film culture and media literacy, digital culture.
If stage movement is part of the performance, even physical education and dance
subjects’ knowledge can come to the forefront.

During the rehearsal process starting on September 13, 2021, we first dis-
cussed the conceptual arc of our performance. According to this, we wanted to
first talk about the tyranny preparing for the events of October 23, 1956, then
about the events of October 23, the battles in November, and the subsequent di-
lemma, the theme of emigration and remaining, and finally, about re-starting.

Then the gathering work could begin, followed by the selection process, during
which not only knowledge acquisition took place but also the development of text
comprehension, text creation, and text analysis skills, attention, and concentration
when collecting literary works. The students found many texts and music related to
the selected topics, such as Gyula lllyés’s “A Sentence About Tyranny” for tyranny,
Gyorgy Faludy’s “1956, You, Star!” for the events of October 23, Lorant Zas’s “In
November” for the November battles, Makray R. Laszlo’s “The Prayer Of The De-
parted” and “The Prayer Of The Living” for the emigration theme, and Mihaly Vaci's
“Something Is Nowhere” for the theme of re-starting. For songs, they used Zsuzsa
Koncz's “Alas Tulip, Tulip,” the folk song “The Winds Blow Cold,” an excerpt from
the musical Somewhere in Europe,” Kuksi's song, and Kormoran’s “When You Go
Far Away” for their performance.

Among attitudes, sparking students’ curiosity and interest is a crucial task for
educators, because the success of a performance may depend on how much
students feel ownership of it. During the selection of texts and songs, cooperation
within the group developed as they shared tasks and discussed who would delve
deep into which topic. Naturally, there were debates and even conflicts during the
work process, which also led to the development of their assertiveness, as they
often had to stand by their opinions, argue, and communicate while expressing
their own feelings. In this case, active listening was also necessary to understand
their peers’ arguments.

During this phase of the rehearsal process, deepening knowledge related to
communication competencies primarily manifests in the verbal communication
aspect. However, during their research at home, students also needed knowledge
of digital communication, and, accordingly, the ability to use digital tools. When fi-
nalizing the script, their text creation skills developed as, even though it was based
on existing texts, the completed script can be seen as a new text. The selection of
texts also contributed to the development of students’ debating skills. Among attitu-
des, in this stage, it is important to cultivate intrinsic motivation so that students are
aware that they are responsible for the collaborative work. There are more active
learners and those who prefer to stay in the background, but this should not mean
that only a few students are involved in the work. Active construction of knowledge
during collaboration can yield results in the joint work.
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We have already touched upon the development of digital competencies, but it is
important to highlight that in this phase of the rehearsal process, there is a discussi-
on about communication rules in the digital space, as communication using digital
tools occurs during the selection process. Furthermore, the discussion includes
the safe and ethical ways of using digital tools, how to handle digital content, and
how to create it. The research work at home provided an excellent opportunity for
digital problem-solving and collaboration in the digital space. During the selection
of texts, my group members primarily used the internet as a source, which led to
discussions regarding the ethical rules to follow when selecting digital content, and
how to safely choose them.

According to Valéria Csépe, the development of critical thinking competencies
~encompasses processes crucial in collecting and organizing quantitative and qua-
litative data, transforming information using various logical procedures, interpreting
and analyzing it. Through modeling, students practice interpreting connections
between phenomena and drawing conclusions and making decisions based on
critical and critical evaluation, and analysis of available data and facts.” (Csépe-Ka-
tona-Szili 2017, 13).

When compiling the text of the performance, we can mobilize students’ know-
ledge of art analysis and interpretation because during the selection process, de-
cisions on why a specific text should be included in the script can only be made
after interpreting the artworks. Students must decode the message of the artwork,
which requires them to recall their knowledge of stylistics, versification, and text
analysis. Critical evaluation is necessary for organizing and selecting the collected
material, during which students’ ability to create connections also develops.

Various attitudes also develop within the competency of critical thinking when
working with artworks, such as shaping one's relationship with artworks. It is a well-
known fact that the majority of students do not read compulsory literature, even
though these works form the basis of the literary canon. Few people enjoy poetry,
and they encounter it mostly on the internet, with a decreasing number of students
browsing through poetry collections. As a result, it is more challenging to make
literature an enjoyable experience for students during classes. However, creating
the text for the performance can be a great opportunity to discuss the values and
beauties of Hungarian and world literary works.

It is also important to talk about decision-making during the process of selecting
texts. This process is a part of everyday life, so students need to be prepared to
make decisions. They should know how to ask questions, present logical argu-
ments, seek evidence for their arguments, and draw conclusions. Why does the
student recommend a particular text to be part of the performance? With what
arguments can they support their opinion? These questions need to be discussed
when making decisions about selecting each text.

Within the areas of personal and social competencies, during the compilation of
the script students can expand their knowledge and understanding. This includes
the formation of a positive self-concept because they must represent their own
standpoint regarding a chosen text, which is only possible if the student asks them-
selves: Who am 1?7 Where do | fit in the world? Additionally, the strengthening of na-



75 | School ceremony and competency development

tional identity occurs as we select literary and musical works related to our national
holidays. Students also need to reflect on their relationship with the community
- family, school, nation - during the selection process. (Csépe-Katona-Szili 2017)

In order to reach an agreement that everyone agrees on, students need to pay
attention to their social relationships, especially emphasizing adaptability. Examin-
ing the connections of historical events related to national holidays can help stu-
dents recognize social issues. Among attitudes, it is crucial to highlight the respon-
sibility towards a community, as students are responsible for their group, and if they
fail to complete their assigned task, it affects the performance of others as well.
Along with self-acceptance and acceptance of others, opportunities arise for as-
sertive behavior, striving for compromises, encouraging students to reflect on their
activities and those of others, ultimately leading to the development of a realistic
self-esteem (Csépe-Katona-Szili 2017).

In the process of compiling the script, students’ competencies in creative ex-
pression, self-expression, and cultural awareness also develop, as they get to
know the methodological knowledge of compiling a script. In addition to text anal-
ysis skills, we also discussed the potential impact of the compiled script on the
audience, meaning their fellow students, and how a creative work can influence
others’ thinking. This work process provided an opportunity to create a learning en-
vironment where students had the opportunity for “engagement in artistic self-ex-
pression - through movement, music, visual arts, and language -, practicing essay
writing, participating in individual and group projects, and creating digital products
to support learning” (Csépe-Katona-Szili 2017 18).

The unfolding of creativity also emerged during our work, experiencing artistic
self-expression in compiling the script. Among attitudes, an emphasis was placed
on respect - respect for literary, musical, and visual arts creations, respect for di-
versity, as well as appreciation and acceptance of each other's creations and work.
In connection with this, we discussed the intellectual property rights of creators.

The process of compiling the script also provided opportunities to develop emp-
loyee, innovation, and entrepreneurial competencies, as they gained experience
in the conditions required for quality work and how to work to ensure the success
of the performance. Furthermore, they could become acquainted with a theater
profession and acquire various knowledge related to the work of a dramaturge.
Among the skills, | would highlight willingness for innovation and openness, which
are essential demands in today’s job market for employees. Contemporary and
classic texts were included in the selection, but it was crucial for each text to be
presented in a new light. Among attitudes, | would emphasize openness to each
other's ideas. Accepting another's idea was challenging for the students - most of
them were attached to their own concepts. However, for quality work, they had to
learn to compromise.

The competencies developed during the interpretation of texts and collection of
ideas for the performance are practiced during table rehearsals

During a rehearsal process, after preparing the script, table rehearsals take
place where the compiled script is discussed, and texts are distributed among stu-
dents who individually memorize the texts and learn the songs at home. Develop-
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ment occurs in similar areas as in the compilation of the script concerning learning
competencies. Subject knowledge is complemented with stylistic and versification
knowledge, along with discussions on text memorization methods. This is related
to improving concentration and focus, as well as imparting study methodological
knowledge. Text memorization is not among the students’ favorite activities, so to
facilitate this, we perform concentration exercises and they can try various learn-
ing strategies and methods. We discussed each student's learning difficulties and
strengths, offering advice to help each other's learning. Additionally, if students
realize that active concentration helps them memorize texts in a shorter time, we
also assist in their preparation for daily lessons.

Text memorization carries a significant importance as it can hinder the rehearsal
process if someone fails to learn their text on time. During the preparation for a
performance, students approach learning with increased responsibility, thus en-
hancing their internal motivation. This motivation can have a long-term impact on
their lives as successful learning aids in achieving their educational goals.

In terms of knowledge related to communication competencies, the focus shifts
from written texts to the understanding of linguistic and non-linguistic elements
necessary for the communication of verbal texts. Understanding of spoken lan-
guage styles and registers comes to the forefront. Regarding skills and abilities,
working with texts focuses on enhancing comprehension of written texts and app-
lying correct reading strategies to aid in the development of their communication
competencies. In addition to the previously mentioned attitudes of openness, sen-
sitivity, and a critical approach, constructive dialogue and tactful language usage
also contribute to the success of teamwork and students‘ development (Csépe-Ka-
tona-Szili 2017).

When recording and sharing the script, musical, and sound effects, students’
digital competencies also develop, as these activities require knowledge of digital
communication forms, as well as awareness of the dangers of the digital environ-
ment and the protection of personal data. Through the use of digital tools, not
only can their skills for cooperation and relationship-building in the digital space
improve, but also their ability to use word processing, data management, graphic
design, audio and video editing, browsing programs, searching for information and
data, and storing information (Csépe- Katona-Szili 2017). Developing attitudes to-
wards these online contents is also crucial, as they needed to ensure the selection
and critical handling of ethical and secure content when finalizing the script copies
and creating the audio and video materials for the performance.

During desk tests, one of the most important activities is the interpretation of
texts, where we can witness the development of thinking competencies. The in-
terpretation of textual relationships and the analysis of text data provide opportu-
nities to apply analytical, synthetic, and algorithmic thinking forms within the texts
(Csépe-Katona-Szili 2017).

The students chose literary texts, from which they composed the script for the
performance. This allowed them to develop not only in the interpretation of relation-
ships within the texts but also in the skill of creating connections between different
texts. During desk tests, numerous decision-making situations arise regarding the
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texts and ideas, just as they do during the compilation of the script. Therefore, this
rehearsal phase also offers an opportunity to develop the attitude towards handling
decision-making situations.

Personal and social competencies are highlighted, particularly because the en-
tire group is together when discussing the final script. During group readings, stu-
dents can identify their level of text comprehension compared to their peers, which
can motivate them to improve. For participating in group discussions, they need to
know and apply the behavior and communication rules accepted by the commu-
nity, as well as social values and moral norms. Of course, the students are not on
the same level in this regard either, which has led to conflicts, but it also created an
opportunity to discuss ways to resolve these conflicts. The fact that the outcome
of their joint work is a performance affects the students® attitudes. Successful per-
formance requires cooperation, assertiveness, respect for others during disputes,
recognition of prejudices, and striving for consensus (Csépe-Katona-Szili 2017).
This may not always be clear to every student, but it provides an opportunity for
awareness and conscious development.

At this stage of the rehearsal process, the development of competencies in cre-
ative creation, self-expression, and cultural awareness is primarily evident during
the interpretation of texts. This is when students learn about the main elements of
Hungary’s cultural heritage, which can enhance their ability to appreciate works of
art and require creativity during brainstorming sessions. The relationship to Hun-
garian historical and cultural values involves several attitudes, such as preserving
traditions, recognizing the country’s historical events, literary and musical works,
being open to receiving artworks, having nuanced thinking about the role of art-
works, and respecting the intellectual property rights of creators (Csépe-Kato-
na-Szili 2017).

Among the knowledge areas that can develop employee, innovation, and en-
trepreneurial competencies, | would highlight the implementation of ideas during
social and professional activities, and understanding the director's work. Among
the skills and abilities, problem-solving skills are activated, particularly when we
wanted to solve the problem of how to bring the selected texts to life during the
performance. This made it clear to the students that achieving the goal requires
planning processes that involve critical, reflective, and creative thinking skills, as
well as the attitude of flexible adaptation to changing roles.

Competencies developed during scene development rehearsals, memory re-
hearsals, and full rehearsals.

During the development of scenes, learning competencies shift into the realm of
stagecraft knowledge. The rehearsal process takes place in a play space, where
improvisational exercises replace the work done with the text. Thus, one of the are-
as of development in this rehearsal phase is improvisational ability. As for attitudes,
openness also plays a role here, but it pertains to the openness associated with
collaborative improvisation with peers, where students can experience the joy of
engaging in stage activities.

During memory rehearsals, scenes are developed with the students mostly
knowing their lines. During full rehearsals, the process involves performing with
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lines memorized, along with the set, costumes, lighting, and sound (Nanay 1099,
68). At this stage, understanding stage cues becomes crucial, and increasing the
intensity of the developed scenes is a key task. The acquired text knowledge must
be applied, and musical skills are also developed through rhythm exercises and
singing songs. These rehearsals require a lot of patience, discipline, and persever-
ance to finalize the performance.

In terms of communication competencies, non-verbal communication comes to
the forefront. Students learn about the role of body language, facial expressions,
and gestures in communication. Among the skills, | would first mention the ac-
tive listening and attention skills applied during the interpretation of instructions.
Equally important is considering others’ viewpoints, as this is essential for creating
a scene. The use of constructive dialogue during scene development, tactful lan-
guage, and sensitivity to others‘ opinions are attitudes that help group members
ensure the success of their collaborative creation.

After acquiring text knowledge, during rehearsals and final dress rehearsals,
students must be aware of the role of speech quality and intonation in communica-
tion, as well as how to recognize and interpret the nonverbal cues of the message
sender according to the context. In this stage of rehearsals, attitudes, in my opin-
ion, can mainly develop towards striving for sophisticated expression and correct
language usage (Csépe-Katona-Szili 2017, 11).

The development of digital competencies is not as relevant during the stage of
refining scenes in the rehearsal process, as the use of digital tools is not typical
at this point. However, during the final rehearsals where lighting and sound play
a role, knowledge of digital technology is necessary, as the possibilities of digital
technology can be maximized in preparation for a performance.

In terms of critical thinking competencies, various forms of thinking are activat-
ed during the compilation of scenes, and drawing conclusions is inevitable after
presenting an improvisational scene. Understanding phenomena that arise during
the creation of scenes is an important skill. For example, when developing statue
plays related to tyranny, there was a need to incorporate discussions to understand
the phenomenon of tyranny, during which students formulated questions, creat-
ed connections, and drew conclusions (Csépe-Katona-Szili 2017). In this phase,
decision-making also takes precedence among attitudes, as it was necessary to
select the most successful improvisational scenes to decide which ones would be
included in the final performance.

During the dress rehearsals, it was necessary to think about the entire perfor-
mance as a whole. Instead of focusing on developing individual parts, the em-
phasis shifted to the relationship between the parts and the whole, recognizing
connections within the entire performance. In terms of attitudes, perhaps the most
challenging situations arose when identifying issues during the rehearsal and mak-
ing appropriate decisions based on that reflection.

Collaborative scene development and improvisation exercises are excellent op-
portunities for the development of personal and social competencies. Creating
scenes together can impact not only self-expression but also their social relation-
ships through collaboration. A healthy self-concept and self-esteem are essential
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for sharing ideas with peers, presenting growth opportunities in this area. Organ-
izing and executing learning processes with peers, developing internal motivation,
and applying conflict resolution strategies that arise during teamwork all contribute
to the development of personal and social competencies.

During the final dress rehearsals, the concept of national identity often emerged,
exploring how theater can influence national identity and community norms, and
what our performance reveals about our national identity. In the process of organiz-
ing and implementing learning processes with peers involving movement and text,
it is inevitable to evaluate others’ knowledge and express it appropriately, which
sometimes led to conflicts. However, as conflict resolution methods were applied
and a culture of striving for consensus developed, these conflicts were handled
effectively.

The competencies of creative expression, self-expression, and cultural aware-
ness are developed through exercises in refining scenes, providing students with
the opportunity to explore the elements of theater arts during scene development.
In this process, their creativity strengthens as they seek ways of self-expression,
and their openness to various forms of expression grows. They learn to accept
others' ideas, while also learning to defend their own perspectives, opinions, and
ideas when necessary.

During the final rehearsals involving sets, costumes, lighting, and sound design,
students can understand how theater, as a multidisciplinary form of art, influences
the world and immediate environment.

During scene development, the development of employee, innovation, and en-
trepreneurial competencies can be reflected in the fact that scenario exercises
provide students with the opportunity to discover their own strengths and weak-
nesses. Adaptation to given situations, assuming individual roles in group tasks,
is a characteristic of this competency area. Flexible adaptation to changing roles,
reflective and creative thinking are necessary during improvisational or situational
games.

During the dress rehearsals, students had the opportunity to learn about various
theater professions - set designer, costume designer and maker, sound techni-
cian, lighting technician, decorator, dresser, prompter - in addition to the work of
the dramaturge and director, which could even assist them in their career choices.
In this phase of rehearsals, it is important for students to feel a sense of responsi-
bility towards the outcome of the performance, to trust that their work will be suc-
cessful, and to be able to persistently work towards that success.

The competencies developed during the dress rehearsal and the performance

The dress rehearsal already runs like the actual performance, with some curious
classmates and friends participating as the audience, which is important because
it allows the performers to become accustomed to the audience’s reactions, and if
necessary, changes can still be made afterwards.

Within the competence of learning, theatrical activities such as acting, sound
system operation, lighting, etc., have come to the forefront. A long learning pro-
cess was nearing its end, requiring the application of acquired knowledge, which
entailed self-evaluation, self-checking, and self-analysis.
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Experiencing and overcoming obstacles that arise during a performance, such
as a late start of the music, can enhance the skills of young actors. These not-so-
pleasant situations allow them to learn how to cope with a scenario where events
do not unfold as planned.

As a result of the difficulties, efforts, and successes experienced during re-
hearsals and performances, actors also have the opportunity to experience flow.
Referring to the research of Mihaly Csikszentmihalyi, Zalay Szabolcs states that
“the experience of flow leads to a more complex consciousness because it simul-
taneously provides the feeling of differentiation and integration. At this time, the
individual perceives themselves as unique, valuable, autonomous, and at the same
time as a happy member of the Universe or the Community. Csikszentmihalyi con-
siders this phenomenon one of the most interesting paradoxes of the flow experi-
ence, that people's actions are often easiest when they are performing the most
challenging tasks (Csikszentmihalyi 2001; Szabolcs Zalay 2008, 47).

When it comes to the development of communication competencies, we can
talk about knowledge of various types of linguistic and non-linguistic interactions,
as well as the regularities of native language communication. Regarding the shap-
ing of the presentation text, there is a focus on striving for sophisticated expression
and correct language use.

In the cases of dress rehearsals and performances, students also take on the
tasks of sound system operation and lighting, providing an opportunity to apply
knowledge related to digital technology and discuss the ethical use of such tech-
nologies. Within the competence of thinking, | would highlight the development
of attitudes, as creating motivation and making well-founded decisions are crucial
for the success and recognition of the performance. This, in turn, can greatly im-
pact the students' further learning process. Personal and social competencies are
demonstrated by the participating students recognizing their own responsibilities
and roles during the performance. In times of crisis, they employ coping strategies
and strive to make quick and correct decisions in unexpected situations. Note-
worthy within attitudes are positive self-assessment, realistic self-awareness, and
reflectivity. (Csépe-Katona-Szili 2017) During dress rehearsals and performances,
the development of competencies in creative expression, self-expression, and cul-
tural awareness is evidenced in the creation of group artistic products. In terms
of employee, innovation, and entrepreneurial competencies, | would highlight the
attitude of responsibility towards the outcome of the performance. Additionally, the
actors value collaboration with others as they collectively contributed to the suc-
cess of the performance.

Conclusion

The results of the above case study also confirm what Jozsef Kaposi stated, name-
ly that “the content of competence-based tasks is not necessarily closely tied to
classical subject matter but rather relates more to fields of knowledge or interdisci-
plinary and specific development areas” (Kaposi 2019, 41). The rehearsal process
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of a school ceremony is also a specific area of school educational work - starting
from the preparation of the script all the way to the performance - as the teach-
ing-learning process is supplemented by a creation process that requires drama
education tools. According to Jozsef Kaposi, practices that require the tools of
drama education ,focus on the development of transversal skills (critical thinking,
problem-solving, cooperation); on the other hand, they are suitable for developing
methodological, intellectual, personal-social, and communication competencies,
as the solutions rely heavily on students’ creativity, active engagement, interactivity,
and productivity” (Kaposi 2019, 42-43).

This research primarily approached the activities involved in the rehearsal pro-
cess of school ceremonies with a focus on student competence development,
detailing the potential for development. However, in the creative process, not only
the students participate, but also the teachers/directors interact with the students.
Thus, the conclusion is that the preparation process for school ceremonies holds
competence development opportunities that apply not only to the students but also
to the participating teachers/directors. Educators taking on the organizing roles
for school ceremonies step outside the traditional classroom framework, and as
a result of applying innovative methods of learning organization and pedagogical
activities, teachers’ skills, abilities, and attitudes also develop, whether we con-
sider their subject-specific knowledge, the development of student communities,
the planning of pedagogical processes, supporting learning, teacher communica-
tion, professional cooperation, and problem-solving, or the competencies related
to students’ personality development (Guideline 2019). The teaching and creative
process established during the rehearsals for school ceremonies, alongside the
development of student competencies, also impacts the professional development
of educators.
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Kathe Kruse, the famous dollmaker’s connection
with the Life Reform movement
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Abstract

Kathe Kruse, perhaps one of the world’s most famous dollmakers and the visionary
behind reform dolls, spent a brief period of her life in a commune at Monte Verita. The
beginnings of her artistic development are also tied to this place. Although she was
particularly repelled by the ideologies present there, she was deeply influenced by
the residents’ connection to nature. Her autobiographical book, Das grosse Puppen-
spiel, not only provides insight into the major milestones of her life and her creative
work as a dolimaker but also offers further information about the Life Reform move-
ments, particularly the commune at Monte Verita founded by Henry Ododnkoven. This
is significant because, although Kéathe Kruse could not fully align herself with the spirit
of the commune’s residents at Monte Verita and was unable to fully immerse herself
in the reform movement, this place and this phase of her life can still be regarded as
the cradle of her artistic maturation. For this study, we primarily used German-lan-
guage literature as sources, in addition to the autobiographical book, which provided
important information not only about the famous doll maker's work but also about the
commune at Monte Verita. In addition, we mainly relied on the publications of Andras
Németh, who is one of the most significant researchers of the life reform movements
in Hungary.
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Introduction

Kathe Kruse, born Katharina Simon, was a 19-year-old actress in Germany, full of
artistic ambitions. In 1902, at the age of 19, as a promising young talent on the
path to international fame, she met Max Kruse, a successful Berlin-based sculptor,
with whom she later lived in an extramarital relationship (A.-B. Wagner 2003).
Katharina was born in Breslau, also to parents in an illegitimate relationship. She
grew up in modest circumstances, and her childhood cannot be considered idyllic
(Kruse 1951). This is why her love for Kruse opened up new dimensions for her,
introducing her to a completely new social environment. The artistic world, which
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she may have already been somewhat familiar with as an actress, had a significant
influence on her.

Kruse also introduced her to the life reform movements that emerged in the last
third of the 19th century in Western Europe and North America in response to the
social and health problems caused by industrialization and urbanization.

The emergence of Life Reform movements and their charac-
teristics

Life reform is the term used for those modernization-critical movements character-
ized by a return to nature, naturalness, self-healing, and the search for lost whole-
ness (Németh 2013, 11-12). “The desire for naturalness, rooted in 18"-century
social and cultural criticism and based on Rousseau’s ideas, re-emerged in the
aspirations of the so-called life reform movements in the last decades of the 19th
century, whose ideological foundations were laid by the work of Edward Carpen-
ter, the English utopian philosopher, in his 1889 book Civilisation: Its Cause and
Cure” (Kissné Zsamboki and Varga 2023, 280).

At the end of the 19™ century, the desire of urban dwellers, uprooted from their
natural surroundings, to reconnect with nature and return to natural living conditions
became evident (Nemeth 2002). Those fleeing from the city to nature, through
their return to a natural way of life, offered a critical response to the negative effects
of an alienated society. Conscientious adults, seeking to provide their children with
a better, healthier future, realized this by changing their lifestyles, eating habits, and
environments through a return to nature.

The life reform movements encompass a wide range of reform efforts that sought
remedies for the destructive and dehumanizing effects of civilization (Néemeth
2012). “The life reform movement primarily represents the diverse spectrum of
reform efforts that raised the civilization-critical slogan ‘escape from the city'—en-
compassing the relationships between man and nature, man and work, man and
God—through a complex set of movements, including garden city building, land
reform, anti-alcoholism, vegetarianism, natural healing, and body culture move-
ments” (Krabbe 2001, 25, cited in Németh 2005, 38).

The movements focused on closeness to nature were extremely diverse. Among
their forms of expression were associations, press outlets, communes, health in-
stitutions, as well as reform shops and restaurants (Nagy and Németh 2017). This
study focuses on a commune that was offering an alternative lifestyle as an escape
from the impersonal world of modern industrial society.
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The history of the formation of the Monte Verita Commune

The idea of communes has been present in the history of various cultures since
ancient times. “The different utopian communities organized under this concept
sought and presented an idyllic model of harmony in opposition to the majority
society of their time” (Nagy and Néemeth 2017, 11). The commune movement also
appeared within the life reform efforts of the 19th and 20th centuries, which are
associated with three characteristic locations: naturopathic sanatoriums, artists’
colonies, and agricultural communities (Nagy and Németh 2017).

One of the most famous examples of life reform movements tied to sanatoriums
is the Monte Verita, or “Mountain of Truth,” founded in 1900. Located on a moun-
taintop near Ascona, Switzerland, it welcomed life reformers from around the world
(Németh 2014).

The sanatorium, following various naturopathic principles, broke away from
the medical practices of the time (Nagy and Néemeth 2017, 13). The story of the
commune’s formation first leads us to the Graser brothers, around whom a group
of young Europeans gathered in Munich in October 1900. Arthur Gustav (Gusto)
Graser, a former art student in Vienna, was born in 1879 in Brasso to a scholarly
family. He abandoned his high school studies to pursue painting and sculpture
(Mdller 1978). Later, after a visionary experience, he tore up his previous artworks,
gave away his possessions, and embarked on a life of wandering.

Graser was a striking figure, an unusual personality. He traveled the roads with
a long staff, like a prophet. He rarely wore sandals, often walking barefoot even on
rocky paths. Initially, he only rarely appeared at Monte Verita. After returning from
his long wanderings, he retreated to a cave at Arcegno, living on wild fruits and
hazelnuts, or on whatever he could beg from local farmers or receive in exchange
for work (Voswinckel 2009).

His brother, Karl, served as a lieutenant in the Austrian army. While stationed
in Transylvania, he founded the community called “Without Compulsion” in 1898.
For a long time, he had been searching for a way to leave the military service,
which he despised. He gave away most of his inheritance, and once he was living
at Monte Verita, he also avoided contact with money. They were later joined by a
couple: Henri Oedenkoven, the son of a wealthy industrialist from Antwerp, and Ida
Hoffmann, a pianist and music teacher of Transylvanian descent, who had met and
fallen in love at an Austrian naturopathic institute (Voswinckel 2009). Among the
founders, there was also Lotte Hattemer, the daughter of a Berlin mayor, and Ida
Hoffmann’s melancholic sister, Jenny. In 1900, they all wandered barefoot across
the Alps together and eventually settled near Lake Maggiore (Katz 2010).

,As the founder, |[da Hoffmann, put it: Monte Verita cannot be considered merely
a sanatorium based on naturopathic principles; it is much more than that, a school
for higher living, a place that provides the residents with a development that leads
them to experience previously unknown worlds and expanded states of conscious-
ness. The settlement and its surroundings soon became the home of numerous
eccentrics of the time, who later became famous or infamous, and a pilgrimage
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site for the era’s eccentric artists, life reformers, and apostles of lifestyle change”
(Németh 2014, 44-45).

Hattemer soon sought her own path in complete solitude, ultimately poisoning
herself. Her suicide shook Ascona (Voswinckel 2009). People came to Monte Ver-
ita from all over Europe, drawn to the place like a magnet, to exchange ideas about
women’s rights, free love, open marriage, and their surprising views on internation-
alism. Around 1904, Lenin and Bebel, Kropotkin and Ellen Key, Erich Miihsam and
Johannes Nohl, as well as Katharina Simon, also known as Kéathe Kruse, visited
Monte Verita (Katz 2010).

Life in the Monte Verita Commune

This place was a gathering of alternative thinkers, people who radically changed
their way of life. For the members of the colony, the day started at eight o’clock in
the morning with breakfast. The menu, hanging on the wall, listed the following:
fruit, nuts, bran-raisin bread, coconut fat, and milk. Lunch consisted of vegetables
cooked in their own steam, and for dinner, there was once again bread, fruit, and
plenty of nuts. The days ended with evenings of reading and music. During the rest
of the day, between meals, the residents danced, exercised, took air baths, and
gardened (Katz 2010).

They did not consume meat, alcohol, nor did they smoke (Voswinckel 2009).
Their leisure activities were also greatly transformed, and they dressed in a way that
did not restrict their free movement. “This new lifestyle also required new cloth-
ing—down with restrictive garments, down with corsets and suits, and down with
shoes—they went barefoot or wore handmade sandals, [...]” (Voswinckel 2009,
8-9). The new order of “vegetabilism” extended to clothing as well. At Monte Veri-
ta, the clothing of the commune members was free of luxury and characterized by
charming simplicity and neatness. The dominant colors were mostly white, ecru,
gray, or beige. The women wore reform dresses, while the men mostly wore sports-
wear, such as shorts and light shirts. They typically walked barefoot or wore open
sandals, and only wore closed sandals in bad weather. They went with their heads
uncovered, only wearing straw or linen hats in strong sunlight or wind (Katz 2010).

Those arriving at Monte Verita had to take an aptitude test to prove they were
capable of working and demonstrate that their enthusiasm for the movement was
genuine. The press paid special attention to Monte Verita, regularly reporting on
the colony established there. Monte Verita attracted seekers from all over Europe
(Katz 2010). It was a place of great debates and exchanges of ideas. One could
encounter a colorful panoply of women and men seeking healing, hypocrites, as-
cetics, political revolutionaries, swindlers, and visionaries. Meanwhile, the small
town of Ascona watched this peculiar bustle with curiosity. The locals were mostly
interested in the outward appearances. While the residents of Ascona cared little
for the inhabitants of Monte Verita, tourists were much more fascinated by those
living in the colony. The thrilling stories about naked vegetarians running around
were sensational. Groups of curious onlookers flocked to the area. Although the
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residents were separated from the outside world by a fence, tourists could peek
through a gap for a fee and catch a glimpse of the naked bodies. Surviving post-
cards also depict the colony’s residents, either nude or dressed in light clothing
(Katz 2010).

Kathe Kruse’s connection to the Life Reform movement

For a brief period in her life, Kathe Kruse lived in a commune, leaving behind the
unhealthy environment of Berlin. By examining this phase of her life, we can gain
further insights into the Monte Verita commune, founded by Henri Oedenkoven
(Pasztor 2015).

Kathe and Max Kruse’s connection to Monte Verita

The relationship between Kathe Kruse (Katharina Simon) and Max Kruse was quite
complicated. Max taught sculpture in the studio founded by Arthur Lewin Funke in
1901 in Berlin. However, he didn’t spend all his time there, as he often stayed with
his previous wife and their children. Kruse found this completely natural and felt
no guilt towards Katharina. From the autobiographical writings of Kathe, who later
became a world-famous dollmaker, one would not infer a story of a happy love.
The Berlin sculptor had no intention of keeping them by his side, which likely had
several reasons, primarily because he was married to another woman.

Following Kruse’s advice, Katharina set off with her children for Ascona, where
she essentially lived her days in complete emotional oppression. They arrived at
Monte Verita on November 2nd, moving into a poor, unheated dwelling. Less than
six months later, Kathe wrote in a letter about how much she missed Max, feeling a
strong longing for him. Katharina Simon'’s situation at Monte Verita seems to reflect
Ida Hoffmann’s article “How Can We Women Achieve Harmonious and Healthy
Living Conditions?” In the article, Ida Hoffmann raised her voice against the subju-
gation of women, demanding equality for them. She found it intolerable that women
were treated as the playthings of men and family, were treated like minors, and had
no right to self-determination, with their rights to divorce being limited (Voswinck-
el 2009). Kathe Simon experienced all of this through her own life. The children
struggled with this situation. Their child, Mimerle, became withdrawn and very shy,
suffering terribly from the absence of her father.

Kruse visited his family at Monte Verita in February 1905. In the photos taken
at that time, the Berlin sculptor is seen in unusually casual clothing. He felt that he
was surrounded by like-minded people there. He felt a sense of relief, as Henri
Oedenkoven and lda Hoffmann were also living together without being married.
This form of cohabitation, known at the time as a “conscience marriage,” was pop-
ular with many. At Max’s request, Kathe wore reform dresses and loved nature,
which stimulated and refreshed her. Both of them embraced the goals of the life
reform movement (Katz 2010).
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Kruse mostly visited them only at Christmas. When they settled at Monte Verita,
their younger child was just two months old. In the Kruse couple’s relationship,
there was a clear dynamic of male dominance and the woman'’s tendency toward
submission. There is no doubt that Kruse was the dominant figure between the
two. His will always prevailed, and he made all the decisions. “For Kruse, only his
own principles and his educational goals mattered, nothing else. How his partner
felt was never of any concern to him” (Katz 2010, 176). Kathe was fully aware of
all this, “and she increasingly felt the pressure weighing down on her. Max did not
live with her because she still wasn’'t the woman he desired for himself’ (Katz 2010,
176).

Like a true subordinate, Kathe constantly sought to please him and idolized
Kruse. Despite her dependence, Katharina was greatly influenced by the father
of her children as an artist, as her work as a dollmaker began with his encourage-
ment.

Katharina had high hopes for Monte Verita, but she was disappointed. The new
life did not bring a favorable turn to their situation. The puritan lifestyle and oppres-
sive poverty were not the result of a voluntary or conviction-based decision but
rather of financial necessity. For her, the greatest frustration was Kruse remaining
in Berlin and the vast geographical distance between them. This was certainly not
part of their original agreement. His absence was an almost unbearable burden
for her. However, her loyalty remained unwavering, and she was deeply in love
with the father of her children. In this new situation, what Ida Hoffmann envisioned
about the new relationship between the sexes did not come to pass. Hoffmann
saw love as the union between two beings, deeming both a religious blessing and
a state-sanctioned act unnecessary for it. She called on men and women to move
beyond these and enter into a “conscience marriage” in both physical and moral
terms. Such a marriage has no chains, is not dependent on external considera-
tions, is born of free desires, and just as freely, it ends when those desires cease
(Katz 2010).

Despite their difficult circumstances, the photos taken by Kathe give the impres-
sion that their days were filled with the utmost happiness. There was no reason for
concern. Everything seemed idyllic. The images of sun-tanned, naked children
revealed nothing of the bitter reality. These photos could always reassure Kruse,
who remained in Berlin. Everything appeared to be going well: the children were
outdoors all day in the fresh air, growing up healthy. Kathe always took great care
to ensure that the father could follow the children’s development through the pho-
tos. But these pictures were well-staged and carefully constructed. Katharina had
a good eye for this and always captured the perfect moment (Katz 2010). Through
these photos, she wanted to document that the financial support from Kruse was
being put to good use. She was going above and beyond her strength. In fact, she
was completely dependent on her partner. This strong need to meet his expecta-
tions had both financial and emotional reasons. An ambivalent situation arose. Her
life became increasingly difficult due to hopelessness and loneliness. As Katharina
noticed the disintegration of her personality, she began writing, which became
an excellent outlet for her in this situation. It eased her anxieties and relieved her
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tensions. It was a form of emotional therapy for her. During this time, she wrote her
plays The Early Days of Our Meeting, My Mother’s Book, and The Seduction. All
three of these works were autobiographical. Katharina Simon did not give up; she
expressed her tormented life through activity. She also began learning ltalian and
then started painting (Katz 2010).

The Kruse dolls

In 1905, the Kruse couple’s child, Mimerle, asked her father, who was living in
Berlin, for the following Christmas gift, which her mother conveyed in a letter: “[...]1
don’'t want a doll, but a child, like the one Mary has or like the one you have” (Kruse
1951, 66). The father, of course, couldn’t find such a doll anywhere. He found
the porcelain dolls sold in stores to be awful, cold, and stiff—incapable of evoking
any maternal feelings. The father quickly replied: “Make a doll for yourselves! You
couldn’'t ask for a better opportunity to develop your artistic skills” (Kruse 1951,
66). The fact that Max Kruse, a follower of the life reform movement, couldn’t find a
suitable doll for his daughter is evidence that his taste was influenced by the move-
ment. However, the fact that he eventually asked his children’s mother, Katharina,
to make the doll should be seen as a mere coincidence. Kathe Simon wasn't lifted
out of obscurity and abandonment by the life reform movement. She also needed
a bit of luck. To prove this, we must explore the connection between Monte Verita
and Kathe Kruse.

In her memoirs, Kathe Kruse describes her first doll as very primitive. She filled
the middle of a piece of cloth with warm sand, tied the corners to form the doll's
arms and legs, and tied a potato into the lengthwise part of the cloth to create the
head. The eyes, mouth, and nostrils were made from burnt matchsticks. Mimerle
was indescribably happy. Kathe Kruse immediately recognized what her daughter
loved so much about this very simple doll. Mimerle sat for hours in her little chair,
rocking the heavy little sandbag, humming all the children’s songs to it. It was at this
moment that the little mother, cradling and caring for her child with loving concern,
was truly born (Pasztor 2015). Kathe Kruse went on to make increasingly perfect
and detailed dolls for her children, and she was filled with happiness at seeing how
they loved the dolls as if they were real. Their enthusiasm, along with Max Kruse’s
constant encouragement and support, propelled her further along the path of artis-
tic development (Kruse 1951).

Word of her dolls spread quickly, and the “Spielzeug aus eigener Hand” (Hand-
made Toys) exhibition held at the Hermann Tietz department store in Berlin further
boosted her popularity. The sudden fame was both joyful, comical, and frightening
for her. Suddenly, the whole world wanted her dolls. Wealthy mothers did not hesi-
tate to visit her at her home to place their orders. But business figures also began to
appear. First, the doll traders found Kathe, and soon after, the doll manufacturers
followed. Everyone wanted to see who was making these dolls and how, as the
world became abuzz with them. They wanted to discover the secret of her success.
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They couldn’t understand how these dolls, without wigs, sleeping eyes, or the abil-
ity to move their heads or hands, could become so popular.

After their initial shock, the doll manufacturers, as well as the small and large
retailers, could have returned home, but they all stayed. Fear of competition kept
them there. Each of them was afraid that someone would include these dolls in
their product range, putting the others at a disadvantage. Soon, they came forward
with various suggestions about what and how to modify the dolls to produce them
as cheaply as possible (Pasztor 2015).

However, Kathe Kruse never prioritized better business opportunities. She al-
ways preserved the handcrafted nature of her work because she believed that the
hand is guided by the heart, and only through handcraft can a product speak to the
heart (Kruse 1951). Her success may have stemmed from the tenderness that was
missing in most simplified, rigid forms of playthings (Tészab6 2011). A doll must be
lovable, something that can be caressed and cuddled. It should be something we
can snuggle up to and take care of. You cannot love someone or something without
wanting to hug or at least touch them (Kruse 1951).

Kathe Kruse’s success was undoubtedly due to the tenderness and softness of
her dolls, the absence of which caused the unpopularity of the rigid reform toys.
Despite their simple, natural materials, the handmade reform dolls became luxury
items and found their way into the children’s rooms of upper-class families. Their
value endures to this day, and they inspired, among other things, the Waldorf dolls
that are part of the Waldorf pedagogy, which emerged during the third phase of
reform education and is still present worldwide (Tészab6 2011).

One might think, with good reason, that Rudolf Steiner also visited Monte Verita
and was directly influenced by the ideologies rooted there. Surprisingly, however,
Steiner never visited the site. However, in 1911, he did attend a lecture in Locarno
(Christus - Impuls im historischen Werdegang), which was attended by many
theosophists from Monte Verita (Voswinckel 2009). At the core of Steiner’'s edu-
cational philosophy is the development of creative imagination, and the immense
popularity of Kathe Kruse’s dolls can perhaps be explained by the fact that these
soft toys stimulated children’s imagination, making them among the most beloved
playthings.

Conclusion

From the very beginning of the history of the Kruse dolls, Max Kruse was there
behind Kathe as her moral supporter. He essentially took charge of the doll-mak-
ing endeavor and continuously encouraged his partner, Katharina, whom he finally
married legally in 1909. After this, their relationship deepened, and it can be said
that the Kruse dolls brought the family together. Kathe Kruse, formerly Katharina Si-
mon, who could not fully align with the spirit of the Monte Verita commune and did
not completely immerse herself in the reform movement, nevertheless began her
artistic career from there. Kruse created dolls, which made her world-famous, that
were handcrafted from natural materials and radiated human warmth and emotion,
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standing in contrast to the industrial, machine-made toys. In this way, she aligned
with the ideology of Monte Verita, which promoted a search for simplicity and natu-
ralness in opposition to modernity.
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Bevezetés

Mivel a pedagogus szeméelyisége és stilusa kihat a tanulo-tanar kapcsolatra - ez-
altal elésegitheti, de éppen gatolhatja is a pedagogiai hatas eredményességét -,
ezert fontos az egyes tanulocsoportokban (osztalyokban) eszlelhetd nevelési stilus
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meghatarozasa és kategorizalasa is. Ennek meghatarozasara egy olyan modszerre
volt sziikség, amely megbizhato adatokat k6zdl az adott pedagogus nevelési stilu-
sarol (Ungarné 1978). Az osztalytermi interakcio megfigyelésének, megvizsgalasa-
nak egy masik modja a Flanders-féle megfigyeles. Ezzel a megfigyelési modszerrel
lehetéseég van a tanari és tanuloi kommunikacio elemzésére. Tobb magyarorszagi
szakirodalom is foglalkozik ezzel a megfigyelési modszerrel (Porkolabné - Gergen-
csik 1974; Ungarné 1978; Kosané et al. 1984).

Elméleti attekintés

Ezen modszer alkalmazasaval a tanito-tanuld interakciok lényegi elemei
megnyilvanulasanak a megfigyelésére van lehetdséglnk. ,Az interakcidk rég-
zitése lehetévé tette a megfigyelt jelenségek egybevetését a tipikus tanitoi
viselkedésmintakkal és a tanitoi nevelési stilusban megnyilvanuld, illetve a ta-
nulécsoport-tanité relacioban kialakult pedagdgiai I6gkér Iényegi jellemzéinek
kiemelését. Mindezekhez annak a szféranak a megfigyelésére volt sziikség,
amelyben a tanité tantermi magatartasa megnyilvanul és amely leginkabb a
nevelési stilus fogalmaval hatarozhaté meg.” (Ungarné 1978, 47)

Fontos azonban kildnbséget tenni a nevelési és a vezetési stilus kdzott, ame-
lyet sokszor csak globalisan és formalisan hatarozunk meg. Erre pedig azért van
szlikseg, mert a ,,vezetesi stilus” nem teszi lehetéve a pedagogiai folyamat, valamint
a tanar-tanul¢ interakciok lényeges sajatossagainak a helytallé magyarazatat (Un-
garné 1978).

A nevelési stilus fogalmat két ertelemben hasznaljak a kiilonb6zé forrasok, ame-
lyek azonban nem teljesen ugyanazt jelentik, ezért fontos ezeket is tisztaznunk. Az
egyik értelmezésben a nevelési stilust az adott pedagdgus (neveld) minden neveldi
tevékenységeének jellemzéjeként értelmezik (McGee 1955; Ryans 1960), mig a
masik értelmezésben a pedagogiai eljarasok alaplehetdsegeit vizsgalo gyujtéfoga-
lomként értelmezik (Gallagher 1957; Tausch 1960; Hermann 1966). Erre a k-
I6nbsegre vilagit ra Ungarné (1978) is.

Jelen tanulmanyunkban a nevelési stilus fogalmat a nevel6i magatartas egy
olyan, viszonylag egyseges alapformajaként értelmezzik, amely a pedagogus el-
jarasaiban, pontosabban fogalmazva az oktato-nevel6 tevekenységben altalanosan
megnyilvanul, ezaltal korilhatarolhato valtozasokat idéz el6 a tanulok tanorai teve-
kenysegeben, valamint viselkedéseben.

Mivel a pedagogus magatartasanak kialakulasaban a pedagogus szemeélyiség-
jegyei meghatarozo szerepet jatszanak, igy a nevelési stilus a pedagogus szeme-
lyisegjegyei és a nevelés lehetdseégei altal integralt, a tanulo-tanar relacioban ér-
venyesuld olyan hatasrendszer, amely a tanulok értekelésének és viselkedésének
lényegi 6sszetevdje (Ungarné 1978).

A pedagogus nevelési stilusanak meghatarozasahoz olyan modszert kell ke-
resnink, mely: (a) alkalmas arra, hogy rogzitse a pedagogus és a tanuld nevelési
stilusmeghatarozasa szempontjabdl lényeges interakcioit; (b) olyan medfigyelési
kategoriakat tartalmaz, melyeknek eléfordulasi gyakorisaga révidebb megfigyelési
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id6 alatt is biztositja az észlelést; (c) nem zavarja a tanitasi 6ra megszokott menetét;
valamint (d) dokumentacioja hiteles, a kapott adatok megbizhatoknak tekintheték
(Ungarné 1978, 48).

Ezeknek a szempontoknak leginkabb a Ned Flanders altal Iétrehozott interakci-
0s analizis felel meg (1965; 1970). Ennek az interakcios analizisnek az a Iényege,
hogy a tantermi szituaciok elemzésével Flanders szerint megallapithato, hogy mi-
lyen hatast gyakorol a tanulok magatartasara a direkt dominal6 (autokratikus, tanar-
kbdzpontu), valamint az indireki-integrativ (tanuldkdzpontu, demokratikus) tanari ma-
gatartas. Flanders kutatasaiban azt figyelte meg, hogy az indirekt tanari magatartas
néveli a tanulok teljesitmenyét (Ungarne 1978).

A kutatas céljai és modszere

Jelen kutatas célja, hogy szlovakiai magyar kérnyezetben megvizsgaljuk egy altala-
nos iskolas torténelemtanar interakcios stilusat a Flanders-féle interakcios elemzes
segitségével harom kulénb6z6 osztalyban, majd a kapott eredményeket dsszeha-
sonlitsuk. Az interakcios elemzésnek fontos szerepe van a kompetencia alapu ok-
tatasban is, hiszen a tanulok aktiv osztalytermi jelenléte nélkil nem képzelhetd el a
tanulok kompetenciainak a fejlesztése sem.

A vizsgalati modszer alkalmas arra, hogy megfigyeljik, majd értelmezzik az
osztalyteremben zajlo interakciokat. Flanders a megfigyelési kategoriakat aszerint
alkotta meg, hogy a pedagogus miként reagal a tanuloi megnyilvanulasokra, milyen
modon kezdeményez interakciot a tanuldkkal, valamint a tanulok miként reagalnak
a tanar megnyilvanulasaira (Szito 2007). Erre 6sszesen 10 kategoriat dolgozott ki,
melyeket az elsd tablazatban kozlink (Falus 1996, 141).

Interakcios kategoriak | A kategoriak pontos leirasa

A tanar baratsagos hangnemben elfogadja és
tisztazza a tanulok érzelmi megnyilvanulasa-
it, magatartasukat, allasfoglalasukat, amelyek
egyarant lehetnek pozitiv, illetve negativ iranyu-
ak.

Dicséri vagy batoritja a tanuldk tevékenységeét,
viselkedését. Idetartoznak a helyeslést kifeje-
Tanari beszéd | 2. Dicsér, batorit z6 fejbolintasok, a batoritd ,himmdgések”, a
Valasz feszliltség oldasat célzo - de nem mas karara
torténd - humoros megjegyzések is.

1. Elfogad érzelmi meg-
nyilvanulasokat

A tanulok altal felvetett gondolatokat, Gtleteket
tisztazza, épit rajuk, ezekre vonatkozé kérdése-
ket tesz fel, tovabbfejleszti azokat. Ha azonban
a tanuloi gondolatbol kiindulva sajat gondolatait
kezdi fejtegetni, a megfigyeldnek at kell valtani
az 5-0s kategoriaba!

3. Elfogadja vagy fel-
hasznélja a tanuldk 6n-
allé gondolatait
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Sajat gondolataira alapozva, azzal a szandékkal
4. Kérdez tesz fel kérdést, hogy arra a tanuldk valaszol-
janak.

Sajat vagy mas (de nem a tanulok) vélemeényét,
5. Eléad, magyaraz gondolatait ismerteti, felvilagositast ad tények-
Tanari beszéd rél, idéz valakitél.

Kezdeménye- Kér, utasit, parancsol azzal az elvarassal, hogy
zés 6. Utasit a tanulok a felszolitasnak megfeleléen viselked-
jenek.

Valamit kifogasol, valakit leszid, nemtetszését
fejezi ki. Elitéli a tanulok altala helytelennek itélt
viselkedését, és elfogadhato viselkedésformak-
ra 6sztondz, vélemeényét indokolja.

A tanul6 szoban valaszol a tanar altal feltett kér-
désre, gondolatra. A valasz kereteit, strukturajat

7. Kritizal

8. A tanulé verbalisan

Tanuléi beszéd valaszol a tanar kérdése szabja meg.

Kezdemenye- A tanul6 spontan médon, kéretleniil megjegyez

zéseésvalasz |9. A tanuld verbalisan | valamit, magatdl, vagy a tanar kérésére kifejti
kezdeményez véleményét, egyéni gondolatait - tullépve a ta-

nar altal megszabott gondolatkort.

A kommunikacié menetében atmeneti szlinet,

Interakcios . , csond all be, illetve zavar tamad (kils6 zaj, egy-
.. Csobnd, zlrzavar , , . L ’ B

szlinet mas szavaba vagas stb.), ami miatt a megfigyeld

nem érti, hogy a jelenlevék mit mondanak.

1. tablazat: A Flanders-féle interakcios analizis 10 kategoriagja és azok pontos leirasa
Forras: Falus (1996, 141) nyoman sajat tablazat

Atanorak hanganyagat diktafon segitségével rogzitettiik, majd a hanganyagok alap-
jan a tanorakon elhangzott megnyilatkozasokat besoroltuk a tiz kategoria valamelyi-
kébe. A megfeleld kategoriaszamot 5 masodpercenként irtuk le. Miutan ezeket az
adatokat rogzitettlk, elkeszitettlik azok matrixba rendezéset.

LA matrix elkészitése érdekében az egymast kveté szamokat szamparokba
kapcsoljuk 6ssze. Minden egyes szampar a matrixon meghataroz egy cellat,
illetve a cellaban egy el6fordulast. A szampar elsé tagja mutatja meg, hogy a
matrix melyik soraba, a szampar masodik tagja pedig, hogy melyik oszlopaba
kell jelblést tennlink. Sorra el kell helyezniink minden szampart a matrixon.”
(Falus 1996, 143)

A medfigyelés eredményei és elemzése
Ebben a fejezetben bemutatjuk és elemezzik az altalunk medfigyelt, dualizmus

korszakat targyalo harom torténelemorat a Flanders-féle interakcios analizis mod-
szerének segitsegeével.
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Az elsé ora elemzése

El6szor az elsé megfigyelt tandra alapjan elkészitett matrixot mutatjuk be és ele-
mezzUik (2. tablazat).

kat. 1 2 |3 |4 |5 6 |7 |8 |9 10 | Osszesen
1 1 2 |3 3 9
2 1 1 1 1 4 8
3 1 1 2 1 1 1 7
4 4 |4 1 19 28
5 1 6 |69 |2 |4 |8 |9 |27 126
6 1 4 1 1 7
7 1 4 14 | 3 7 29
8 3 |5 |2 |7 |4 4 |16 |3 |7 51
9 3 |2 |2 |2 |5 2 |1 3 |1 21
10 1 1 4 |29 |3 |2 |38 |7 |23 73
Osszesen | 8 9 7 28 | 124 | 8 28 | 50 | 23 | 74 359

2. tablazat: Az elsé tanora Flanders-féle interakcids elemzésének matrixa
Forras: sajat tablazat

A matrix elemzését Falus (1996, 144-145) szempontjai alapjan hajtjuk végre. Az
elsé negy oszlop dsszege az indirekt tanari tevekenység mennyiségét jellemzi,
ami a mi esetlinkben (8+9+7+28) 52. Az 5-7 oszlopok 0sszege a direkt tanari
tevékenységek mennyiségeét jellemzi, ami a mi esetlinkben (124+8+28) 160. A
8-9 oszlopok dsszege a tanulok beszédének mennyiségeét tlikrozik, ami a mi ese-
tinkben (50+23) 73. Ezekbdl az adatokbol kiolvashatd, hogy az adott tandran a
pedagogus (52 - 160) direkt tanari tevékenyseége dominal (autokratikus, tanarkdz-
pontu). A tanari tevékenységek a tandra 59%-at tettek ki (elsé hét oszlop érteke:
212), atanuloi tevekenysegek a tandra 20%-at fedték le (a 8. és a 9. oszlop érteke:
73), mig a tanora 21%-at az interakcios csend jellemezte (10. oszlop értéke: 74).

Amennyiben megnézziik az atlo mentén elhelyezkedd szamparokat - pl. (1;1)
vagy (5;5) -, akkor az egyes kategoriak huzamosabb el6fordulasat kaphatjuk meg.
Jelen esetben a legmagasabb atloban fellelheté szampar a 69, amely az (5;5) ko-
ordinataban talalhato, ami hosszas tanari el6éadast jelent.

Az egyes sorok, valamint oszlopok is elemezheték. A masodik oszlopon végig-
haladva azt allapithatjuk meg, hogy mit kdvet dicséret. A masodik oszlopban 6ssze-
sen négy sorban szerepel szam, melyek kdzil a leggyakoribb a nyolcadik sorban
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talalhato (5), ami azt jelzi szamunkra, hogy a legtdbb esetben a tanar altal feltett
kérdeésre adott tanuloi valaszt kéveti dicséret.

A 8. és 9. sor alapjan azt allapithatjuk meg, hogy mennyire van tekintettel a tanar
a tanulok igényeire. Amennyiben a 8. és 9. sorban az 1-4 oszlop a gyakori, akkor
a tanarok feltehet6en tekintettel vannak a tanulok megnyilvanulasaira, azonban, ha
az 5-7 oszlop a gyakori, akkor a tanarok figyelmen kivil hagyjak a tanulok megnyil-
vanulasait. Jelen tanora esetlinkben az 1-4 oszlop dsszege 26, mig az 5-7 oszlop
Osszege 15, tehat az adott pedagogus tekintettel van a tanulok megnyilvanulasaira.

A 8. és 9. oszlopbol azt tudhatjuk meg, hogy mi valtja ki a tanulok valaszait, vala-
mint kezdeményezd megnyilatkozasait. A 8. és 9. oszlop 6sszegének tekintetében
a legmagasabb szamot a 4. és 8. sorban talaljuk (mindkét esetben 19). Ez azt je-
lenti, hogy a legtobb esetben a tanulok valaszait a tanar sajat gondolataira alapozott
kérdések, valamint a tobbi tanulo kérdése valtja ki.

Az egyes oszlopdsszegek hanyadosainak elemzése is hasznos informaciokkal
szolgalhat. Megtudhatjuk példaul az indirekt tanari beszédnek az 6sszes tanari be-
szédhez valo viszonyat is, ha az elsdé negy oszlop dsszegét elosztjuk az elsdé 7
oszlop Osszegével, ami jelen esetben (52/212) 24,5%.

Amennyiben az elsé harom oszlop 6sszegét az 1., 2., 3., 6. és 7. oszlop dsz-
szegével osztjuk el, akkor a (24/60) azon indirekt tanari beszeéd viszonyat kapjuk
meg, ami inkabb a tanar stilusara érzekeny, mintsem a tananyag tartalmara. Ez a
jelen esetben 40%.

Megnézhetjik a tanulok megnyilvanulasainak az eloszlasat is annak fliggvényeé-
ben, hogy mekkora hanyada tartozik a reagalo, és mekkora hanyada a kezdeme-
nyezo jellegli megnyilvanulasok kdze. A reagald tanuloi megnyilvanulasok esete-
ben a 8. oszlop értékét kell elosztanunk a 8. és a 9. oszlop Osszértekével, ami
jelen esetben (50/73) 68%.

Ungarné (1978, 52) szerint ,az I/D' arany megoszlasa alapjan Flanders a
vizsgalt pedagogusokat két kategdriaba, az indirekt és direkt tipusba sorolja.
Indirekt-integrativ tipusu tanarnak tekinti a pedagogust akkor, ha els6sorban
kbzvetett modszerekkel - kérdezéssel, dicsérettel, a tanulok megértésével,
Otleteik alkalmazasaval - probal hatni, és ennek eredményeképpen a tanulok
kezdeményezbkedve és aktivitasa magas (/D arany, 1 felett). Direkt-dominativ
a pedagdgus, ha kbzvetlen rahatassal dolgozik. Orain dominal az autokratikus
biralat, a kbzlés, és ennek kbvetkezményeképpen a tanulok kezdeményezé ke-
dve és aktivitasa nem megfelelé (I/D arany, 0,70 alatt)”.

Jelen esetben az I/D arany (24/36) 67%, tehat jelen pedagogus orain az autok-
ratikus biralat €s kézlés dominal ezen meghatarozas szerint.

A masodik ora elemzése

El6szor a masodik megfigyelt tandra alapjan elkészitett matrixot mutatjuk be és ele-
mezzik (3. tablazat). A matrix elemzése az el6zéleg bemutatott szempontok alap-

11/D arany: az 1-3. és a 6-7. oszlop bejegyzéseinek szazalékaranya
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jan torténik (Falus 1996, 144-145). Az els6 negy oszlop 6sszege az indirekt tanari
tevékenység mennyiségét jelzi, ami jelen esetben (21+7+20+26) 74.

Az 5-7 oszlopok Osszege a direkt tanari tevékenységek mennyiségét jellem-
zi, ami a mi esetliinkben (124+11+27) 162. A 8-9 oszlopok Osszege a tanulok
beszédének mennyiségeét tikrdzi, ami a mi esetlinkben (48+25) 73. Ezekbdl az
adatokbol kiolvashato, hogy az adott tandran a pedagogus (74 - 162) direkt tanari
tevékenysége dominal (autokratikus, tanarkdzpontu).

A tanari tevekenyseégek a tandra 66%-at tették ki (els6 hét oszlop értéeke: 236),
a tanuloi tevékenységek a tanora 20%-at fedték le (a 8. és a 9. oszlop értéke: 73),
mig a tanora 14%-at az interakcios csend jellemezte (10. oszlop értéke: 50).

kat. 1 2 |3 |4 |5 6 |7 |8 |9 |10 | Osszesen
1 3 3 4 3 3 4 2 22
2 3 2 1 1 7

3 3 11 1 1 3 1 20
4 2 1 21 1 1 26
5 1 8 62 3 7 9 10 | 24 | 124
6 1 1 3 3 2 3 13
7 2 1 13 | 4 2 3 25
8 7 1 4 10 | 18 1 1 6 2 50
9 10 | 1 9 4 1 1 26
10 1 1 3 19 2 1 2 4 13 | 46
Osszesen | 21 | 7 20 | 26 | 124 | 11 27 | 48 | 25 | 50 | 359

3. tablazat: A masodik tanora Flanders-féle interakcios elemzésének matrixa
Forras: sajat tablazat

Jelen esetlinkben a legmagasabb atloban fellelheté szampar a 62, amely az (5;5)
koordinataban talalhato, ami hosszas tanari el6adast jelent. A masodik oszlopon
vegighaladva azt allapithatjuk meg, hogy mit kovet dicseret. A masodik oszlopban
Osszesen 6t sorban szerepel szam, melyek kdzil a leggyakoribb a masodik sorban
talalhato (3), ami szintéen a dicseéretet jelenti, igy ezt figyelmen kivil hagyjuk. Az 6sz-
szes tobbi esetben a mennyiség 1, igy ebbdl nem tudunk semmiféle kdvetkeztetést
levonni.

A 8. és 9. sor alapjan azt allapithatjuk meg, hogy mennyire van tekintettel a tanar
a tanulok igényeire. Amennyiben a 8. és 9. sorban az 1-4 oszlop a gyakori, akkor
a tanarok feltehetéen tekintettel vannak a tanulok megnyilvanulasaira, azonban, ha
az 5-7 oszlop a gyakori, akkor a tanarok figyelmen kivil hagyjak a tanulok megnyil-
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vanulasait. Jelen tanora esetlinkben az 1-4 oszlop dsszege 42, mig az 5-7 oszlop
Osszege 26, tehat az adott pedagogus tekintettel van a tanulok megnyilvanulasaira.

A 8. és 9. oszlopbol azt tudhatjuk meg, hogy mi valtja ki a tanulok valaszait, vala-
mint kezdeményezd megnyilatkozasait. A 8. és 9. oszlop 6sszegének tekinteteben
a legmagasabb szamot a 4. sorban talaljuk (22). Ez azt jelenti, hogy a legtdbb
esetben a tanulok valaszait a tanar sajat gondolataira alapozott kérdések valtjak ki.

Az egyes oszlopdsszegek hanyadosainak elemzése altal megadhatjuk az indi-
rekt tanari beszédnek az dsszes tanari beszédhez vald viszonyat, ha az els6 négy
oszlop dsszegét elosztjuk az elsd 7 oszlop dsszegével, ami jelen esetben (74/236)
31,4%. Amennyiben az elsé harom oszlop dsszegét az 1., 2., 3., 6. és 7. oszlop
Osszegevel osztjuk el, akkor a (48/86) azon indirekt tanari beszed viszonyat kapjuk
meg, ami inkabb a tanar stilusara érzekeny, mintsem a tananyag tartalmara. Ez a
jelen esetben 56%.

A tanulok megnyilvanulasainak az eloszlasat is megvizsgaltuk annak fliggvénye-
ben, hogy mekkora hanyada tartozik a reagalo, és mekkora hanyada a kezdeme-
nyez6 jellegli megnyilvanulasok kdze. A reagald tanuloi megnyilvanulasok esete-
ben a 8. oszlop értékét kell elosztanunk a 8. és a 9. oszlop Osszértekével, ami
jelen esetben (48/73) 66%.

Az Ungarné (1978, 52) szerinti megfogalmazas szerint jelen esetben az |/D
arany (48/38) 1,26, tehat jelen elemzés indirekt-integrativ tipusu tanarnak tekinti a
pedagogust, vagyis elsésorban kozvetett modszerekkel (kérdezéssel, dicsérettel,
a tanulok megertésevel, otleteik alkalmazasaval) probal hatni a tanuldkra, aminek
eredményeképpen a tanulok kezdeményezékedve és aktivitasa magas.

A harmadik ora elemzése

El6szor a harmadik megfigyelt tanora alapjan elkészitett matrixot mutatjuk be és
elemezzik (4. tablazat). A matrix elemzése az el6zdleg bemutatott szempontok
alapjan tortenik (Falus, 1996, 144-145). Az els6 négy oszlop dsszege az indirekt
tanari tevekenyseg mennyiségeét jelzi, ami jelen esetben (18+3+37+14) 72.

kat. 1 2 |3 |4 |5 6 |7 |8 |9 |10 | Osszesen
1 101 |2 |1 |6 3 |2 |3 |19

2 3 3

3 3 5 |2 |12 |1 6 |1 |2 |32

4 2 1 |2 15

5 1 |8 | 109 |2 14 |12 | 34 | 180

6 3 3
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7 (0]

8 9 2 16 | 1 4 4 1 37
9 3 10 4 17
10 3 2 34 1 13 | 53
Osszesen | 18 | 3 37 | 14 | 175 | 3 (0] 38 | 18 | 53 | 359

4. tablazat: A masodik tanora Flanders-féle interakcios elemzésének matrixa
Forras: sajat tablazat

Az 5-7 oszlopok 0sszege a direkt tanari tevékenységek mennyisegeét jellemzi, ami
a mi esetinkben (175+3+0) 178. A 8-9 oszlopok 0sszege a tanulok beszedenek
mennyiseget tukrozik, ami a mi esetiinkben (38+18) 56. Ezekbdl az adatokbol kiol-
vashato, hogy az adott tandran a pedagogus (72 - 178) direkt tanari tevékenysége
dominal (autokratikus, tanarkdzpontu).

Atanari tevékenységek a tanora 69,6%-at tették ki (elsé hét oszlop értéke: 250),
a tanuloi tevékenységek a tanora 15,6%-at fedték le (a 8. és a 9. oszlop értéke:
56), mig a tanora 14,8%-at az interakcios csend jellemezte (10. oszlop értéke: 53).
Jelen esetiinkben a legmagasabb atloban fellelheté szampar a 109, amely az (5;5)
koordinataban talalhato, ami hosszas tanari el6adast jelent.

A masodik oszlopon vegighaladva azt allapithatjuk meg, hogy mit kdvet dicseret.
A masodik oszlopban dsszesen két sorban szerepel szam, melyek koézul a legy-
gyakoribb a nyolcadik sorban talalhato (2), ami azt jelzi szamunkra, hogy a legtébb
esetben a tanar altal feltett kérdésre adott tanuloi valaszt kdveti dicséret.

A 8. és 9. sor alapjan azt allapithatjuk meg, hogy mennyire van tekintettel a tanar
a tanulok igényeire. Amennyiben a 8. és 9. sorban az 1-4 oszlop a gyakori, akkor
a tanarok feltehetéen tekintettel vannak a tanulok megnyilvanulasaira, azonban, ha
az 5-7 oszlop a gyakori, akkor a tanarok figyelmen kiviil hagyjak a tanulok megnyil-
vanulasait. Jelen tanora esetiinkben az 1-4 oszlop dsszege 41, mig az 5-7 oszlop
Osszege 8, tehat az adott pedagogus tekintettel van a tanulok megnyilvanulasaira.

A 8. és 9. oszlopbal azt tudhatjuk meg, hogy mi valtja ki a tanulok valaszait, vala-
mint kezdeményezd megnyilatkozasait. A 8. és 9. oszlop 6sszegének tekinteteben
a legmagasabb szamot az 5. sorban talaljuk (26). Ez azt jelenti, hogy a legtébb
esetben a tanulok valaszait a tanar sajat vagy mas (de nem a tanulok) véleménye,
gondolatainak ismertetése vagy tenyekrdl valo felvilagositasa, masokiol valo idéze-
te valtja ki.

Az egyes oszlopdsszegek hanyadosainak elemzése altal megadhatjuk az indi-
rekt tanari beszédnek az dsszes tanari beszédhez vald viszonyat, ha az els6 négy
oszlop 6sszegét elosztjuk az els6 7 oszlop dsszegével, ami jelen esetben (72/250)
28,8%. Amennyiben az elsé harom oszlop 6sszegét az 1., 2., 3., 6. és 7. oszlop
Osszegeével osztjuk el, akkor a (58/61) azon indirekt tanari beszéd viszonyat kapjuk
meg, ami inkabb a tanar stilusara érzekeny, mintsem a tananyag tartalmara. Ez a
jelen esetben 95%.
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A tanuldk megnyilvanulasainak az eloszlasat is megvizsgaltuk annak fliggvényé-
ben, hogy mekkora hanyada tartozik a reagalo, és mekkora hanyada a kezdeme-
nyezo jellegli megnyilvanulasok kdze. A reagald tanuloi megnyilvanulasok esete-
ben a 8. oszlop értékét kell elosztanunk a 8. és a 9. oszlop Osszértekével, ami
jelen esetben (38/56) 68%.

Az Ungarné (1978, 52) szerinti megfogalmazas szerint jelen esetben az |/D
arany (58/3) 19,3, tehat jelen elemzés indireki-integrativ tipusu tanarnak tekinti a
pedagogust, vagyis elsésorban kozvetett modszerekkel (kérdezéssel, dicsérettel,
a tanulok megertésevel, otleteik alkalmazasaval) probal hatni a tanuldkra, aminek
eredményeképpen a tanulok kezdeményezékedve és aktivitasa magas.

Megvitatas, konkluzio, a megfigyelt orak elemzéseinek kom-
paracioja

Ebben a fejezetben dsszehasonlitjuk a harom medgfigyelt, harom kiilénb6zd osz-
talynak tartott dualizmus korszakat targyalo tanodra interakcios elemzéseét a mar be-
mutatott szempontok alapjan (5. tablazat).

Medfigyelési szem- Elsé o6ra Masodik ora Harmadik 6ra

pont

Indirekt tanari teve-

kenyseg 52 74 72

(1-4. oszlop)

Direkt tanari tevé-

kenység 160 162 178

(5-7. oszlop)

A tanulok beszédé-

nek mennyisége 73 73 56

(8-9. oszlop)

Tanari tevékenység

a tandra alatt 59% 66% 69,6%

(1-7. oszlop)

Tanuléi tevékenység

a tandra alatt 20% 20% 15,6%

(8-9. oszlop)

Interakcios szlinet a

tanora alatt 21% 24% 14,8%

(10. oszlop)

Atlé mentén

elhelyezkedd (5;5) (5;5) (5;5)

szamparok domi- 69 62 109

nanciaja

o L, A tanar altal feltett A tanar altal feltett

Mit kdvet dicséret s A
kérdésre adott tanu- |— kérdésre adott tanu-

(2. oszlop) . .
16i valaszt 16i valaszt
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Mennyire van
tekintettel a tanar a
tanulok igényeire
(8. és 9. sor)

Az adott pedagogus
tekintettel van a
tanulok megnyilva-
nulasaira

Az adott pedagogus
tekintettel van a
tanulok megnyilva-
nulasaira

Az adott pedagogus
tekintettel van a
tanulok megnyilva-
nulasaira

Mi valtja ki a tanulok
vélaszait, valamint

A tanar sajat gon-
dolataira alapozott

A tanar sajat gon-

A tanar sajat vagy
mas (de nem a
tanulok) vélemeé-
nye, gondolatainak

érzékeny (nem a
tananyag tartalmara)

kezdeményez6é meg- | kérdések (19); dolataira alapozott ismertetése va
nyilatkozasait iiletve a tobbi tanuld | kerdések (22) Smerielose vagy
) s tényekrdl valo felvi-

(8. és 9. oszlop) kerdése (19) . e , i
lagositasa, masoktol
valo idézete (26)

Az indirekt tanari be-

szédnek az 0sszes |, o, 31,4% 28,8%

tanari beszédhez

valo viszonya

Azon indirekt tanari

beszéd viszonya,

ami a tanar stilusara | 40% 56% 95%

A tanulék megnyilva-

reagalo: 68%

reagalé: 66%

reagald: 68%

nulasainak eloszlasa kezdeményezé: kezdeményezé: kezdeményezé:
32% 34% 32%
67% 1,26 19,3

I/D arany? (direkt-dominativ (indirekt-integrativ (indirekt-integrativ
pedagogus) tipusu pedagogus) | tipusu pedagdgus)

5. tablazat: A harom megfigyelt, harom kilénb6zé osztalynak tartott dualizmus korszakat
targyalo tanora interakcids elemzésének 6sszehasonlitasa
Forras: sajat tablazat

Mivel mind a harom tanoran ugyanazt a témat dolgoztak fel a tanulok, valamint mind
a harom tanora megfigyelési idétartama 30 perc volt, igy a tablazatban szereplé
adatok egymassal atalakitas nelkil 6sszehasonlithatok. Az indirekt tanari tevékeny-
ségek mennyisége a masodik és a harmadik osztaly esetében nagyjabol megegye-
zett (74, 72), mig az elsd osztaly esetében alacsonyabb volt (52). A direkt tanari
tevékenységek szama mind a harom osztalyt illetéen nagyjabol megegyezik egy-
massal (160, 162, 178). Ezek aranya azonban az els6 osztaly esetében jelentésen
eltér a masodik és a harmadik osztaly atlagatol. Ez abbdl is lathato, hogy a mega-
dott formula alapjan (Ungarné 1978, 52) az els6 osztaly esetében a pedagdgusra
a direkt-dominativ attitlid jellemzd, mig a masodik és a harmadik osztaly esetében
ugyanazt a pedagogust az indirekt-integrativ attit(id jellemzi.

A tanari tevékenységek tandrai mennyisége az els6 osztaly esetében a legala-
csonyabb (59%), mig a harmadik osztaly esetében a legmagasabb (69,6%), azon-
ban mind a harom osztaly esetén a pedagogus tevékenységének dominanciaja a

2 Ungarné (1978) szerint.
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mérvado. A tanuloi megnyilvanulasok mennyiségei az elsé €s a masodik osztaly
esetében azonosak (20%), mig a harmadik osztaly esetében valamivel alacsonyab-
bak (15,6%), azonban mind a harom osztalyra a tanulok tevekenységének alacsony
foka a jellemzd (15,6 és 20% kozott).

Az interakcios szlinetek szama az elsd két osztaly esetében magasabb, mint a
tanuloi aktiv tevékenységek szama (21 es 24%), mivel a tanulok ezen interakcios
szlinetek tdbbségében jegyzeteltek, illetve a flizeteikbe irtak. Csupan a harmadik
osztaly esetében magasabb valamennyivel a tanuldi megnyilvanulasok szama az
interakcios szlinetek szamanal (t: 15,6%; i: 14,8%).

Mind a harom osztaly esetében az (5;5) atld mentén elhelyezkedé szamparok
dominanciaja figyelhetd meg, ami az egyes kategoriak huzamosabb eléfordulasat
esetében (az els6 és a harmadik) kimutathato volt, hogy a tanar altal feltett kérde-
sekre adott tanuldi valaszt altalaban a tanari dicséret kdveti, azonban a masodik
osztaly esetében ez nem volt egyertelmd. Meg kell jegyezni azonban, hogy mind a
harom osztaly esetében nagyon alacsony volt a tanari dicséretek szama (9, 7, 3).

Mind a harom osztaly esetében megallapithatjuk, hogy az adott pedagogus te-
kintettel volt a tanulok megnyilvanulasaira. A tanulok valaszait, valamint kezdeme-
nyez6 megnyilatkozasait (kérdéseit, aktivitasukat) mind a harom esetben mas valtja
ki. Az elsd osztaly esetében a tanar sajat gondolataira alapozott kérdések, valamint
a tobbi tanulo kérdése valtotta ki a tanulok megnyilatkozasait a legnagyobb szam-
ban. A masodik osztaly esetében a legnagyobb szamban a tanar sajat gondolata-
ira alapozott kérdések valtottak ki. A harmadik osztaly esetében a tanar sajat vagy
mas (de nem a tanulok) vélemenye, gondolatainak ismertetése vagy tényekrdl valo
felvilagositasa, masoktol valé idézete valtotta ki. Ebbdl jol lathato, hogy az adott pe-
dagogusnak fontos tisztaban lennie az adott osztaly jellemzéivel, mivel mindegyik
osztalyt masféle modszerrel lehet a leghatékonyabban aktivizalni.

Megvizsgaltuk az indirekt tanari beszédnek az 6sszes tanari beszédhez valo vi-
szonyat is, ami a legmagasabb a masodik osztaly esetében volt (31,4%), mig a
legalacsonyabb az els6 osztaly esetében (24,5%). Megnéztiik azon indirekt tanari
beszéd viszonyat is, ami a tanar stilusara érzékeny, tehat nem a tananyag tartalma-
ra. Ebben a tekintetben a harmadik osztaly esetében kimagasloan magas szamot
kaptunk (95%), tehat ebben az osztalyban volt a pedagogus indirekt megnyilvanu-
lasainak a szama a legalacsonyabb a tananyag tartalmara vonatkozoan, mig az elsé
osztaly esetében a legmagasabb (40%).

A tanulok megnyilvanulasait aszerint is kategorizaltuk, hogy azon megnyilvanu-
lasok reakciok voltak valamely tanari megnyilvanulasra, vagy a tanulok maguk kez-
deményezték a tanodrai aktivitasukat. Mind a harom osztaly esetében ezen meg-
nyilvanulasok aranya nagyjabol megegyezett (elsd: 68-32%; masodik: 66-34%;
harmadik: 68-32%).
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A megtorlas kezdete és intézményesiilése

Az 1848/49-es szabadsagharcot koveté megtorlassal foglalkozé munkak tobbsége
- érthetéen - a legsulyosabb megtorlasi formaval, a kotél, illetve a golyo és 16por
altal tortend kivegzéssel foglalkozik. Nagyon kevés munka szlletett a kivegzést ko-
vetd legsulyosabb vagy akar a legaltalanosabb blntetesi formanak is nevezhet6
varfogsagrol.

A megtorlas mar 1849 januarjaban kezdetét vette, amikor végrehajtottak az elsd
kivegzéseket. Ennek iranyelveit azonban csak 1849. julius 1-jén fektette le Julius
von Haynau taborszernagy az altala kiadott proklamacioban. Kilenc nappal a prok-
lamacio megjelenése utan, julius 10-én Pozsonyban allitottak fel az elsé csaszari és
kiralyi haditorvéenyszéket, amit még szamos haditérvenyszek megszervezése kdve-
tett. Ezek azutan 6t éven at mikodtek. A haditorvenyszékek négyféle itéletet hoz-
hattak: 1. Kétél vagy I6por és golyo altali halal 2. Kulféldre deportalas 3. Sancfog-
sag nehéz vagy konnyl vasban, varfogsag, foghazblintetés, vagy porkolabfogsag
vasban vagy vas nélkil 4. Pénzblintetés, vagyonelkobzas (Hermann 2007, 318).
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Az augusztus 13-i vilagosi-szOl6si fegyverletételnek kdszénhetéen a megtorlas
egyre nagyobb méretet Olthetett. 1849 augusztusanak végén megkezdddiek a ki-
hallgatasok. Az Aradon mikddé haditorvenyszék féleg a honvédtisztek tgyevel fog-
lalkozott, mig a pesti Ujéplilet északkeleti pavilonjaban berendezkedd haditdrvény-
szék a politikusok és a polgari személyek tigyeben jart el (Hajdu 1869, 229-230).
Az aradi haditérvenyszeken kivil szinte mindegyik foglalkozott a kisebb binok tar-
gyalasaval, amely magaban foglalta a forradalmi iratok és képek rejtegetéstol kezd-
ve a Habsburg-haz sértegetésén at a hatosagokkal szembeni engedetlenséget.

A haditorvenyszeki eljarasok soran a csaszari esku elleni vétség szempontjabol
ket idépontot vettek figyelembe. Els6 datumkent 1848. oktober 3-at adtak meg,
amikor V. Ferdinand magyar kiraly kiadta azt az uralkodoi manifesztumot, mellyel
feloszlatta a magyar orszaggytulést, ezzel egyttt Magyarorszagon ostromallapotot
rendelt el, és kinevezte Josip Jelaci¢ altabornagyot a magyarorszagi fegyveres erék
vagyis annak a magyar orszaggyulés altal torvenytelenné nyilvanitasanak idépontja,
azaz oktober 8-a, Délvidék esetében oktober 10-e, miutan a temesvari varérseg és
féhadparancsnoksag kihirdette a kiralyi manifesztumot, Erdélyt illetéen oktober 18-
a, ugyanis az erdelyi csaszari-kiralyi csapatok féhadparancsnoka, Puchner Antal
tabornok ekkor hirdette ki az ostromallapotot. A masik fontos datum 1849. aprilis
14-e, ekkor mondtak ki a debreceni nagytemplomban tartott nyilt gytilésen harma-
dik alkalommal a Habsburg-Lotharingiai-haz tronfosztasat. Az eljaras ala es¢ sze-
mélyek esetében ezeket a datumokat vettek figyelembe a haditérvényszéki eljaras
soran (Hermann 1999, 19-21).

Sokan ugy fogalmaznak, hogy a varfogsag a kivégzésnél is sulyosabb blintetés
volt. Van benne némi igazsag, ugyanis a varfogsagra iteltek évekig szenvedtek a
varbortonok rossz koérilmenyeit. Ez kiloéndsen az idésebb vagy eleve beteg eli-
téltek esetében sok fajdalommal, nem ritkan gyors halallal jart egyutt. Az is tény
viszont, hogy mindazok az eredetileg halalra itélt tisztek, kozeleti személyiségek,
akiknek iteletét kegyelembdl varfogsagra valtoztattak, halasak voltak sorsuknak,
kivalt azért, mert utobb kider(lt, hogy a tdbbszéri amnesztia-rendeleteknek kdszon-
hetden csak keveseknek kellett a teljes blntetéstiket kazamatakban toltenitk.

A halalos itélet elkeriilése érdekében gyakran probaltak elfedni sajat korabbi
tevékenyseégliket, ami azt jelenti, hogy ha nem volt semmilyen irasos bizonyiték,
akkor letagadtak a rangjukat, tagadtak, hogy részt vettek egyes csatakban, az ese-
ményekre valo rahatasukat pedig igyekeztek csokkenteni.

Az itélet kimondasa el6tti fogsagot vizsgalati fogsagnak nevezték. A vizsgalati
fogsag jogi szempontbol nézve még nem szamitott rabsagnak. Ez par honaptol
tébb évig is terjedhetett. Az itélet kimondasa utan kezd6dott meg a kiszabott binte-
tés letoltese, melybe nem szamitott bele a vizsgalati fogsag ideje. Az itélet kimonda-
sa utan kezdddhetett meg a kiszabott buntetés letoltése. A legenyhébb itélet 1 ev, a
legsulyosabb 20 év varfogsag volt vasban vagy anelkil, de volt példa eletfogytiglani
itéletre is. Vasblintetés soran a fogoly jobb keze és bal laba 6ssze volt kdtve egy
lanccal.

Az aradi var és a pesti Ujépllet (Neugebaude) a foglyok gy(ijtdpontjanak is sza-
mitott, amellett, hogy itt mondtak ki a rabok itéletét és ezek bérténében is rabos-
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kodtak foglyok. Az itélet kihirdetése utan a blntetésenek letolteését megkezdo ra-
bokat altalaban atszallitottak egy masik varborténbe pl. a morvaorszagi Olmutzbe
(Olomouc), a csehorszagi Josefstadtba (Josefov), a tiroli Kufsteinbe stb. Az egyik
olmutzi rab talaloan fogalmazta meg a varfogsaganak torténetét feldolgozo vissza-
emlékezésének cimét: Utazas ismeretlen allomas felé, ugyanis a rabokkal alta-
laban nem kdzdlték rabsaguk Uj helyszinét, legtdbbszor az utvonalbol sejthettek,
hogy hova is viszik 6ket. Elvetve talalkozni olyan esettel, amikor a rabok tisztaban
voltak az uticéllal, akkor is a bortdnfelligyelével apolt jo viszonynak kdszonhetéen
tudtak beldle kicsikarni a vegallomas helyszinének nevet (Barsi 1988, 78).

Mint azt mar jeleztiik, szamos varboértéon miikodott a Habsburg Birodalom ter(le-
tén pl. a mar emlitett tiroli Kufsteinben, Olmutzben, Josefstadtban, Theresienstadt-
ban (csehl Terezin), valamint az ugyancsak csehorszagi Koniggratzben (csehdl
Hradec Kralove). Erdélyben Aradon (romanul Arad), Gyulafehérvaron (romanul Alba
lulia), Nagyszebenben (romanul Sibiu), illetve a bansagi Temesvarban (romanul Ti-
misoara). A kétparti Komaromban a monostori erédben alakitottak ki varbértont.
Budapesten a mai V. keriilet kdzepén korbezart Ujépiilet szolgalt bortdnként. Meg
kell még emlitentink a mai Szlovénia févarosa, Ljubljana, illetve a dalmaciai févaros,
Zara (horvatul Zadar) és a karpataljai Munkacs (ukranul Mukacsevo) varat.

OlImiitz

Ebben a tanulmanyban a Morva folyo jobb partjan elteriilé olmutzi varbdrton tor-
ténetét jarjuk korbe. A huszita haboruk alatt Luxemburgi Zsigmond magyar kiraly
mellett kiallo varos gazdag torténelemmel blszkélkedhet. Az egykor Morvaorszag
févarosanak szamitd Olmitzre nem ugy gondolunk, mint az 1848/49-es szabad-
sagharcot kdveté megtorlas egyik helyszinére. A harmincéves haboru alatt kozel
egy evtizedre sved uralom ala kertlt a varos. Il. Frigyes porosz kiraly a sziléziai
haboru soran, 1741-ben porosz seregével elfoglalta, majd 1742-ben a Szilézia f6-
varosaban, Breslauban (lengyeltl Wroctaw) megkotott beke és az azt megerositd
berlini béke utan a poroszok elhagytak a morva févarost. Fontos szerepet t6lt6tt be
a varos a hétéves haboruban, ugyanis Il. Frigyes 1758-ban ujra el akarta foglalni
Olmditzét, azonban a megerésitett er6doét nem tudtak bevenni, ezért egy honap
utan felhagytak az ostrommal és kivonultak a varosbol (Fest 1915, 42-45).

Olmutz az 1848. oktober 6-an kitort bécsi forradalom elél menekuld osztrak
csaszari udvarnak is ideiglenesen otthont adott. December 2-an pedig az érseki
palotaban koronaztak osztrak csaszarra a 18 éves Ferenc Jozsefet, miutan nagy-
batyja, |. Ferdinand lemondott a csaszari €s vele egyutt V. Ferdinandként a magyar
kiralyi tronrol az 6 javara.

Szintén a varos nevéhez flizédik a fiatal uralkodo altal 1849. marcius 4-én
kiadott olmutzi oktrojalt alkotmany, mely szerint Ausztria koronatartomanyokbdl all,
melyek egyulttesen alkotjak az oszthatatlan ausztriai monarchiat. Magyarorszagrol
pedig levalasztotta Horvatorszagot, Szlavoniat és a Tengermelléket, majd a Ma-
gyarorszag déli részén, az Adriai-tengertdl Erdélyig huzodo Katonai Hatarérvidéket,
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tovabba a Bacska és a Temeskoz teriletén 1849 novemberében megalakult Szerb
Vajdasagot és Temesi Bansagot (Hermann €. n.).

Az 1848/49-es szabadsagharcot kovetd megtorlas kovetkeztében szamos
magyar €s mas nemzetisegll katona és politikai fogoly jarta meg az olmutzi var-
bortont. Akkoriban a legjelentésebb varerddok kozott tartottak szamon. Az évek
soran atépitettek és tObbszor végeztek rajta erdditési munkalatokat. Mar a sza-
badsagharc vége felé is voltak rabok az olmutzi varban, viszont a szabadsagharc
utan, a megtorlas gépezetének elindulasakor kezdett el ténylegesen varbortonként
funkcionalni. Borténében egyarant voltak vizsgalati fogsagban Iévd es buntetesiik
letoltését megkezdett rabok. Szamtalan példa volt ra, hogy egy rab tobbszor is
~megfordult” egy adott varbortonben. Erre j0 példa Barsi Jozsef, aki a vizsgalati
fogsaga alatt 1849 nyaran kb. egy honapot toltétt el az olmuitzi kazamatakban, majd
miutan a pesti haditorvéenyszek 1849. szeptember 16-an 20 év vasban letoltendd
varfogsagra itélte, ujra Olmutzbe szallitottak, ahol egészen amnesztiaval tortend
szabadulasaig, 1856. julius 13-ig raboskodott (Barsi 1988, 97).

A var az akkoriban mindossze 15-20 ezer lelket szamlalo varos kdzepén
helyezkedett el. Vasuthalozata az 1840-es évek elején éplilt ki, mely dsszekdtotte
Preraut (csehl Prerov) Olmitzcel és Olmiitzt Pragaval. A foglyokat Pozsonyig al-
talaban szekeérrel szallitottak (Pestbudardl indulva Bicske, Magyarovar, Gydr, Bécs
telepuiléseket érintve), majd Pozsonytol kezdve vasuton (Bécs, Garsendorf, Prerau
teleplléseket érintve) (Foldy 1939, 69-74). Volt ra példa, hogy Pozsonyig gdz-
hajoval szallitottak (pesti kikétdbdl indulva Vac, Nagymaros, Visegrad, Komarom,
Pozsony telepliléseket érintve) a rabokat (Barsi 1988, 106-107). A varerédbe a
Katalin-kapun keresztll lehetett bejutni, s kdzvetlenll a kapu mellett helyezkedtek
el a kazamatak, melyek a foglyok cellajaként funkcionaltak. A nagyobb cellakban
7-8, a kisebbekben pedig 3-4 rabot zartak 6ssze. A kazamatakkal szemben az
Orsolya rendi apacak zardaja helyezkedett el. A zarda és a kazamata kozti szik ut-
cacska szolgalt udvarkent, ahova a rabok kijartak leveg6zni naponta kétszer, reggel
és délutan egy-egy o6racskara (Hajdu 1869, 229).

A kazamata kisebb részének kétszeresen racsozott ablakai kilatast biztositottak
a Morva folyora, mig a nagyobb rész ablakai az udvarra €s az apacazarda falara
néztek. A Morva felé tekinté részrél ,,jové levegd is lidébbnek tetszett, mint az,
amely a tulso oldalon az apacazarda hatsoé részén at a tizenét-huszezer ember
lakta varos felél jott” (Foldy 1939, 110). Az utcan, a folyosdkon és a Morva partjan
is éjjel-nappal jaréroztek, s az ablakok és ajtok nyilasain keresztll folyamatosan
ellendrizték a foglyokat.

A rabok fekhelye vasagybol, néhany lepeddébdl, egy szalmavankosbol és egy
pokrocbal allt. A kazamatak cellaiban egy asztal és annyi szék allt a foglyok rendel-
kezeésére, ahanyan voltak. A cella kdzepén vagy a fal tdvében pedig egy vaskalyha
allt. Féldy Janos igy ir az olmitzi kazamatarol: ,A hosszu kazamata, amelyben
alszunk, nyirkos, sétét helyiség. A falon sargallik a salétrom, a vasnyoszolyak
alatt gombak teremnek. F6nn, egészen magasan, két drothaléval f6dott, alig
fél négyzetméternyi ablak engedi be 6vatosan, fukaron az 6lomsziirke téli nap-
vilagot. Durva, megviselt, rossz szagu pokrocokat kaptunk, azokba burkol6zunk
€s ugy heveriink naphosszat az agyon.” (Foldy 1939, 159) A foldalatti kazama-
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takban fdleg kdzkatonakat tartottak fogva, ahova valamilyen oknal fogva Madarasz
Jozsefet is zartak mint politikai foglyot. A politikai foglyok kazamatai neéhany fokkal
egészsegesebb kdrnyezetnek szamitottak, mint a kdzkatonak kazamatai, amelyrdl
az egykori orszaggyulési kovet, Madarasz Jozsef igy szamolt be visszaemlekezese-
ben: ,,Nyaron héségben, szobank nedveshideg és kezd egészségtelen lenni, a
penész ragad ruhaimra.” (Madarasz 1881, 110)

A varbortdon parancsnoka ekkoriban Joseph Philipp Bohm tabornok volt, aki a
szabadsagharcban vesztette el a csaszariak oldalan harcol¢ fiat. Foldy Janos sze-
rint allitdlag ezért gyulolte annyira a magyarokat. A varparancsnokrol a rabok nem
voltak tul jo vélemennyel. A helyérségparancsnok pedig Anton Laimer von Flachen-
berg alezredes volt, akirdl valamivel jobb vélemény alakult ki a rabok kdzott.

A bortonszabalyzat és a rabok napirendje

A bortdnszabalyzat szigoru szabalyokat irt el6, amiket minden varbértonben és
fogdaban be kellett tartani. A szabalyokat azonban a legtdébb esetben nem vették
tul szigoruan, sét sokszor meg enyhitettek is rajtuk. A foglyok nem kaptak rabruhat,
blntetésliket sajat ruhaikban toltétték le. Cellajukat naponta két vagy négy orara
hagyhattak el, reggel egy vagy ket orara, délutan pedig szintén egy vagy két orara.
Barsi Jozsef visszaemlekezéseben megjegyezte, hogy egy id6 utan nappal nem
zartak az ajtokat. ,,Nyaron reggeli hat oratol esti hat 6raig rendesen szabad volt a
jaras szobarol szobara, a folyoséra, s6t az udvarra is.” (Barsi 1988, 130) A vasra
itelt raboknak a szabalyzat szerint éjjel-nappal hordaniuk kellett lancaikat, csak a
reggeli és esti atéltozésnél vehették le. Egyes varbortondkben a rabok meg tudtak
venni a bortonfelligyel6tdl a kulcs masolatat, igy szinte csak akkor vették fel lan-
caikat, ha ellenérzést tartottak a cellakban. A varbortondkben a szabalyok szerint
nem fogadhattak latogatot, viszont havonta, majd 1853 utan szinte mindentitt, csak
negyedévente irhattak levelet, azt is csak német nyelven, hogy kdnnyebb legyen
cenzurazni a szerintik ,,oda nem ill8” részeket. Nem birtokolhattak konyveket, iro-
szereket és papirt. A varparancsnok engedelyével viszont fogadhattak latogatot es
olvashattak konyveket is, de féleg vallasi témajuakat, azokat is féleg német nyelven.
A latogatas nagyjabol 60 percig tartott egy tiszt jelenléteben, a felek csakis német
nyelven beszélhettek egymassal, ezt olyan szigoruan vették, hogy a rabok még a
németll alig vagy egyaltalan nem tudo csaladtagjaikhoz is csak németll szélhat-
tak. A latogatas lebonyolitasara egy kulén szoba funkcionalt, melyet tarsalgonak
neveztek. A tiszt a latogatot, a bortonfelliigyel pedig a latni kivant rabot kisérte a
tarsalgonak nevezett szobaba (Lérincz - Mezey 2019, 22-23).

A foglyok naponta tiz krajcart kaptak a kincstartol. Ebbdl nyolc az étkezésre,
a maradék ketté pedig a mosasra ment. A pénz mellé naponta jart katonakenyer,
melyet be tudtak valtani néhany krajcarra, ezzel a tiz krajcart ki tudtak egésziteni
harom-négy krajcarral. A vizsgalati fogsag alatt a hadnagytél a szazadosig naponta
negyven krajcar jart, a fébb tiszteknek pedig hatvan krajcar, azaz egy forint. Elité-
léstk utan viszont mar Ok is az egységes tiz krajcart és mellé a katonakenyeret
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kaptak. A kincstarbol kapott krajcarok mellett a sajat, letétbe helyezett péenzikbdl
is naponta kolthettek egy forint értékig (Galsai é. n., 5).

Foldy Janos naplojabdl kiderll, hogy az olmutzi rabokat eleinte nem akartak
kiengedni az udvarra. A valtozast, az enyhitést a legfelsébb katonai torvenyszék
elnékének, Franz Dahlen von Orlaburg altabornagynak a vezetésével érkezett ko-
misszio hozta meg. A latogatas utan Bohm varparancsnok mar napi kétszer engedé-
lyezte az udvaron tett sétat. Rossz id6 esetén pedig a rabok atjarhattak egymashoz
tarsalogni. A komisszi6 tavozasa utan mar hirlapokat is jarathattak, igy kertlt be a
var falai kdzé az Ost-Deutsche Post, a Wanderer, a helyi olmiitzi kis lap, a Neue
Zeit. Néhany esetben még a Pesti Napl¢ is eljutott a rabokhoz. Kényvekhez a helyi
konyvtarbol ferhettek hozza, eleinte csak német nyelvii mivekhez jutottak hozza,
késdbb viszont megnyilt a rabok el6tt Holzel Ede konyvesboltja, ahonnan mar ma-
gyar, angol, francia és latin nyelvi kdnyveket is megszerezhettek. A konyveket a sa-
jat, letétbe helyezett vagy a katonakenyér arabol 6sszegyjtott pénziikbdl vehették
meg. Nem mindenkinek tetszett a foglyokkal torténd banasmaod pozitiv iranyba valo
valtozasa: ,Kilbnbés 6rém volt, mikor a rossz modoru, pasaskodo, gylilélkédé
Bronyevszky kapitany arcat szemléltem, aki elkékdlt a haragtdl, latvan azt a sziv-
élyességet, ahogyan a magasrangu ur veliink beszélt. Hat még akkor milyen ar-
cot vagott ez a csunya jellem( ember, mikor meghallotta, hogy Dahlen mi-min-
den kénnyitést engedélyezett szamunkra!” (Féldy 1939, 84)

1850 nyaran az Olmitzben raboskodok feleségei letelepedési engedélyert
folyamodtak a varparancsnoknal, aki a bécsi hadlgyminisztériummal egyeztetve
megadta az engedélyt, mely utan rengeteg rab felesége vett ingatlant Olmtz varo-
saban, hogy férjeik mellett lehessenek a nehéz idékben. A komisszio ellendrzése
utan pedig a feleségek rendszeresen latogathattak férjeiket egy tiszt jelenlétében.
A térparancsnoksag keét tisztje, név szerint baro Fellner kapitany és Schweitzer f6-
hadnagy gyakran kedvezett a raboknak azzal, hogy kettesben hagyta ket fele-
ségeikkel. Az eset eljutott Bronjevszky térparancsnokhoz, aki athelyeztette a két
tisztet Olmiitzbdl. ,,Egy derék emberrel kevesebb! Erzékenyen szorongattuk a
kapitany kezét és 6 is nehezen valt meg téliink. Késé este a profosztdl tudtuk
meg, hogy Fellner barét a gaz armanykodo Bronyevszky kapitany turta ki, mert
nem nézhette, hogy vellink oly emberségesen banik.” (Foldy 1939, 96)

A feleségeknek szintén be kellett tartaniuk a szabalyokat, mely szerint tartézkod-
niuk kellett a gyasz és a magyarsag oltdzekikben vald megjelenitésétdl, tehat nem
viselhettek fekete, sotét és nemzeti szinli ruhadarabokat. Ez alol az sem mentette
fel a holgyeket, ha a csaladban halaleset tortént. Egyszerre csak egy holgyet ve-
zettek be a tarsalgoba. A latogatas alatt a cellak ajtajat be kellett zarni. A latogatok
ellathattak élelemmel és pénzzel a rabot, aki nem tarthatta maganal a pénzét, azt
a bortonfelliigyel6 kezelte, s csakis 6 vasarolhatott beldle a fogoly szamara szliksé-
ges dolgokat, majd a honap vegén el kellett szamolnia (Barsi 1988, 130).

1849 novemberétdl folyamatosan érkeztek a foglyok Olmiitzbe, ezek kozott fel-
tinden sok volt a pap, akik a csanadi, kalocsai, esztergomi, gydri és a beszterce-
banyai egyhazmegyebdl érkeztek, de voltak koztlik ferences és premontrei rendi
szerzetesek is. Barsi Jozsef és néhany tarsa a bortonfeliigyelé engedélyével a ka-
racsony és a szilveszter estét a premontrei szerzetesekkel tolthettek.
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1850. februar 24-én pedig Aradrol érkezett katonatiszteket helyeztek el a var
kazamataiban, akiknek szintén vasban kellett letdlteni a kiszabott blintetést. Eleinte
a tiszteket elkllonitve tartottak a polgari raboktdl, az udvarra is akkor engedtéek ki
Oket, amikor a polgariak mar a cellaikban tartozkodtak, hogy még véletlenil se lep-
hessenek kapcsolatba egymassal. Az idé mulasaval a katonakat és a polgari foglyo-
kat egyszerre engedték ki az udvarra. 1850 szeptemberében a vasblntetésre itélt,
egykor a csaszari-kiralyi kotelekben szolgalatot teljesité katonak esetében csaszari
kegyelembdl eltdrolték a vasbiintetést, ez nem vonatkozott a polgari személyekre
es azokra a honvedekre sem, akik nem szolgaltak az osztrak hadseregben a sza-
badsagharc kitoérése el6tt (Szarka 1997, 138).

A foglyok, amennyire lehetett, igyekeztek Osszetartani, csoportokat alkottak,
ahol egymassal megosztottak a tudomasukra jutott hireket, a problémaikat, vagy
vitaztak egymassal egy-egy felmertld témardl. Az egymas iranti testvéri érzesrol
Barsi Jozsef a kovetkezdképpen ir: ,,...a testvéri érzlilet abban is nyilvanult, hogy
a tegezés altalanossa valt minden allas-, rang- és korklilbnbség nélkiil. A ka-
tonatisztek k6zOtt ez kiilbnben régi szokas, kiilbndsen az egyenranguak kozt,
de itt mindnyajan az »allamfogoly« cime alatt egyenlének tekintettiik egymast,
és szorosan véve egy magasabb hitben és reményben osztoszkodvan, énként
buzdult fel benntink a testvéri szeretet jotékony langja is!” (Barsi 1988, 134)
1850 masodik feleben pedig sorra alakultak a f6z6egyletek, melyek 10-12 fogoly
Osszefogasabol jottek létre. Rendelkezéslikre bocsatottak a kazamata konyhajat,
ellattak 6ket edényekkel, faval és szénnel. 1851-ben a varparancsnok engedé-
lyével nehany rab kertészkedni kezdett. Bohm varparancsnok az Orsolya rendi
apacak kolostoranak falanal 1évé egy Olnyi részt bocsatotta a kertészkedni vagyok
rendelkezésére. A feleségek kertészeszkdzokkel, ladakkal, magokkal, csemeték-
kel és terméfolddel lattak el dket. ,A négyszbgletes kertecskék rovid idé mulva
nemcsak kizoldiltek, hanem itt-ott egy primula, egy-egy violatricolor kandikalt
ki a z6ld kérnyezetbdl. Egy falat Magyarorszag morva talajban.” (Barsi 1988,
136-137)

Idejik eltéltésének céljabdl a rabok egy része nyelveket kezdett tanulni, néha-
nyan azon orszag nyelvét, amelytdl a felszabaditast vartak, ezért egyesek a torok
nyelv elsajatitasat tlizték ki célul, majd amikor lattak, hogy a t6rokoktdl nem lehet
varni segitséget, akkor felhagytak a nyelv megtanulasaval. Sokan Charles Sealsfi-
eld Amerikaban jatszodo regényeinek olvasasa kdzben dontéttek el, hogy szaba-
dulasuk utan nemcsak Magyarorszagot, hanem Europat is maguk mogott hagyjak,
s Amerikaban kezdenek Uj életet, ezért angolul kezdtek el tanulni. Masok mUvek
forditasaval voltak elfoglalva, vagy félbehagyott tanulmanyaikat folytattak. A szellemi
tevékenység mellett a kétkezi munkak végzése és elsajatitasa is elég népszerd volt
a foglyok kérében. Néhany rab eladas vagy az unalom(izés céljabdl érakat, nyak-
lancokat, karkotoket vagy egyeéb faragvanyokat készitett (Barsi 1988, 125-126).

1853. februar 18-an egy Fejér megyei szabdsegeéd, Libényi Janos Bécsben
merenyletet kovetett el Ferenc Jozsef ellen. A csaszar napi sétai soran a karintiai
kapu bastyajanak mellvedjerdl szokta megtekinteni gyakorlatozo katonait. Libényi
ezt tudva a bastyanal tamadta meg a csaszart egy éles konyhakéssel, melynek
szurasat a gallér és a nyakkendd tompitotta, ezért Ferenc Jozsef csak konnyeb-
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ben sérilt meg. A merényl6t a csaszar szarnysegedje és egy Josef Ettenreich
nevl hentes fogta el. A merénylet kihatott a foglyok sorsanak alakulasara is. ,Erre
azutan batorsagot vett maganak a kamarilla, ezt minden aron megbosszulni, és
pedig kiken? Akik hatalmaban voltak és tehettek vellik amit akartak! A politikai
foglyokon: ezek blinhédjenek azért, amit egy a hazaja sorsan busulé hazafi
elkeseredettségében cselekedett, ezért blinbak kelletett, és voltunk mi!” (Gal-
sai €. n., 66) Ezt kdvetdéen megszoritasok léptek életbe az allamfogdakban. A cel-
lakat rendszeresen ellendrizték, a foglyok nem jarathattak az addig engedélyezett
napilapokat, és mar nem havonta, hanem csak negyedévente irhattak levelet egy
altaluk kivalasztott személynek, akin keresztlil izenhettek rokonaiknak, barataik-
nak, ismerdseiknek stb. A levélirasra kilon szobat alakitottak ki, s csak az erre
az alkalomra kijelolt idépontban lehetett levelet irni a varparancsnok engedélyével
tisztek jelenlétében.

A foglyok létszama és szabadulasuk

Az OlmUtzben raboskododk létszamardl Keszi Hajdu Lajos kdzolt cikkeket a korabeli
sajtoban. Ot az altalanos felkelésre buzditd szénoklata és a csaszar édesanyjanak
szidalmazasa miatt elébb kotel altali halalra, majd kegyelem utjan husz év vasban
letéltendd varfogsagra itélték. Blintetése soran megjarta a morvaorszagi Olmutzot
€s a csehorszagi Josefstadtot. 1856. aprilis 3-i szabadulasat kdvetéen is figyelem-
mel kisérte egykori rabtarsai sorsat. 1901-ben bekdvetkezett halalaig szamos cikke
jelent meg, melyekben megprobalta dsszeirni az olmiitzi és josefstadti foglyok név-
sorat, néhany bekezdésben sajat bortontapasztalatait is megirta. Ezzel foglalkozo
cikkei a Vasarnapi Ujsagban, a Hazénk s a Kiilféldben és a Pesti Napléban jelen-
tek meg. 1873-ban szintén a Vasarnapi Ujsagban megjelent cikkében az 18494l
eltelt huszonnégy év alatt elhunyt rabtarsainak neveit kdzélte (Hajdu 1873, 19-
20). irasaiban nem egyszer felhivast intézett az egykori foglyokhoz, melyben arra
kérte 6ket, hogy a példajat kdvetve, 6k is kozdljek egykori rabtarsaik névsorat. A
felhivas hatasara jelentetett meg cikket az aradi varfoglyokrél Galsai Kovach Erné
a Pesti Napl6 hasabjain, majd Somogyi Jozsef a Kufsteinben raboskodé tarsairol
a Vasarnapi Ujsagban.

Keszi Hajdu Lajos 1850 januarjatdl 1852. majus 27-ig volt az olmitzi varborton
foglya. Tudomasa szerint josefstadti atszallitasaig 153 f6 raboskodott az egykori
morva févaros varbortonében. Ebbdl 71 katona, 57 polgari szemely, 15 pedig kul-
foldi. Simon V. Péter gyUjtétte és allitotta 6ssze az olmUtzi rabok névjegyzékeét, mely
Osszesen 290 fogoly nevet és rovid életrajzi ismertetését tartalmazza. A 290 rabbol
216 varfogsagra, mig 74 sancfogsagra itéltetett. Ebbdl 27 egyhazi, 59 polgari, 108
katonai személy, s 32 kulféldi (Hermann 2014, 105).

Nagyon ritkanak szamitott az, ha egy fogoly teljes blintetését letoltotte. 1850-
ben jelent meg az elsé amnesztiarendelet. Altalaban a Habsburg-hazat érinté fonto-
sabb események eredményeztek szélesebb korli amnesztiat. Az elsé érdemleges
amnesztiara 1851. februar 28-an kertlt sor, melynek kovetkeztében 84-en kaptak
vissza szabadsagukat, ebbdl 11 OlmUtzben, 4 Munkacson, 1-1 Josefstadtban és
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Koniggratzben. A maradék 67 pedig Aradrol szabadult. 1852 tavaszan Ferenc Jo-
zsef magyarorszagi korutjanak alkalmabol 1852. junius 17-én 92 rab szabadulha-
tott, ebbdl 53 Aradrol (Galsai é. n., 64).

A szabadulok kozt azért volt sok aradi, mert az uralkodo a Magyarorszagon tett
latogatasa soran meglatogatta az aradi varbdrtont. Szintén a latogatas szamlajara
irhato a julius 24-én szabadult 14 aradi rab kegyelme. 1854. aprilis 24-en Ferenc
Jozsef és Wittelsbach Erzsébet eskiivéjének alkalmabol Josefstadtban 24, Aradon
16 fogoly nyerte vissza szabadsagat (Galsai é. n., 50, 63-64, 74). Az uralkodo par
els6é gyermekeének, Zsofia féhercegndének 1855. marcius 5-i szliletését kovetden
féleg azok a rabok szabadulhattak, akiket felsegsértés bline miatt itéltek el. Ferenc
Jozsef masodik gyermeke, Gizella féhercegné 1856. julius 12-i vilagrajovetele is
szamos rab szabadulasat biztositotta, koztlik Barsi Jozsefét és Foldy Janosét (Fol-
dy 1939, 222). Aradon ekkor, julius 15-én 23 fogoly szabadulhatott. 1857-ben
Ferenc Jozsef ismét Magyarorszagra latogatott, ekkor mar felesége, Wittelsbach
Erzsébet és két gyermeke is elkisérte. Az Ujabb latogatas Ujabb amnesztiat ho-
zott: Josefstadtban 102, Olmutzben 21 rab szabadulhatott. Az utolso fogoly pedig
1859-ben hagyhatta el a bortont.

Osszegzés

Az id6kdzben allamfogdava atalakitott varak korilményei eltéréek voltak. Egyes
varbortonokben keményen betartottak a Bécs altal el6irt szigoru szabalyokat, mig
mashol részben vagy teljesen eltekintettek a varfogsagra altalaban jellemzé intéz-
kedések betartasatol. Talan meglepd a kdvetkeztetes, hogy az allamfogdak kozl
az aradi varbortdnben voltak a legelviselhetébbek a koérdlmények. Ugyanakkor ko-
rabeli sajtocikkekbdl és a visszaemlékezesekbdl is az latszik, hogy a legrosszabb
viszonyok a tiroli Kufstein varbérténében voltak. Aligha véletlen, hogy az 1849-
ben a szabadsagharcban rovid ideig szabadcsapat vezetésével megbizott Rozsa
Sandort sokrendbeli gyilkossag miatt 1859-ben el6bb halalra, majd életfogytiglani
varfogsagra iteltek, 1865-ig eppen Kufstein varaban tartottak fogva. Barsi Jozsef
szerint Olmutz meg a konnyebben elviselhetd varbortonok kéze tartozott. A Ferenc
Jozsef ellen 1853. februar 18-an Libényi Janos altal elkdvetett merenyletet kovets-
en kivétel nélkil minden varbortdnt érintett a szigoritas, amely még a legenyhébb
korilmenyeket biztosito aradi varbortont is elerte.

A varfogsag hatasai tdbb vonatkozasban is megmutatkoztak és nem tlntek el
nyomtalanul. Nagyon sok rabnal egy életre szol6 traumat okozott. A rossz kértilme-
nyek - ami alatt féleg a hlvos, nedves, penészes kazamatak allapota és a silany,
gyenge koszt értend6 - nagy résziiknek maradando egeszségkarosodast okozott.
Tobbeknek kihullottak a fogaik, masoknal készvény, reuma vagy sulyos tidébeteg-
ség alakult ki.
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Introduction

The term ‘Dark Academia’, or ‘DA’ for short, refers to a subculture and social media
trend that is characterised by a glorified and, in certain aspects, elitist portrayal of
the academic world with an emphasis on intellectual, philosophical and scholastic
interests. The concept is centred on an idealised notion of higher education, fo-
cused on the pursuit of absolute knowledge within the confines of ancient libraries,
prestigious educational institutions, and Gothic mausoleums. Aesthetically, Dark
Academia represents a particular fashion sense, identified by the use of tweed
blazers, oversized knitwear, academic uniforms, and a fascination with items asso-
ciated with the academy. It is education-centric, almost obsessively so, yet para-
doxically, its focus on knowledge in certain instances may appear to be an act of
academic rigour rather than genuine intellectual curiosity. In the context of social
media, The Secret History (1992), written by Donna Tartt, is most frequently asso-
ciated with the concept of Dark Academia, evoking a sense of recognition among
the general public if mentioned, particularly when the subject matter is linked to
other popular cultural phenomena as well, such as references to ancient Greek
and Roman mythology or the mystical world-building of Harry Potter. Below is an
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example illustrating how the aforementioned elements may be combined to create
a unifying concept for those who identify as Dark Academic:

‘ helnight

everyone who is into dark academia now used
to either have an obsession with greek
mythology, were really into poetry and
philosophy, tried to be motivated for school,
loved history or considered themselves either a
ravenclaw or a slytherin

Figure 1. Screenshot from Tumblr, posted by @helnight (28 Janaury, 2020), https://www.
tumblr.com/helnight/190517220003?source=share

The phenomenon of Dark Academia received significant attention during the period
of the global pandemic, due to the enforced closure of universities, the suspension
of academic activities, the loss of the traditional college campus environment, and
the withdrawal of common academic experiences on a global scale. In addition
to the alternative methods of distance learning and the use of digital educational
platforms, such as Zoom classrooms, many turned to reading as a source of en-
tertainment and intellectual stimulation, while simultaneously discovering the aes-
thetic qualities of literature. This phenomenon thus combined the key concepts of
the aesthetically pleasing side of academia with the life-imitating adventures found
in the genre of campus fiction, which eventually led to a novel trend. Tim Brinkhof
points out that Dark Academia soon became a source of rekindling a passion for
the Literae Humaniores, driven by a desire for nostalgic tuition and an aspiration
towards greater knowledge, establishing “the ultimate student fantasy: an escap-
ism for those who, if they had the money, would stay in school for the rest of their
lives” (Brinkhof, 2022).

The principal aim of this paper is to outline the basic characteristic features of
the newly emerging genre of Dark Academia. This is achieved through an analysis
of selected novels and an investigation of the phenomenon on social media plat-
forms, notably Tumblr, and subsequently on Instagram and TikTok. The findings of
this investigation, i.e. the theoretical framework consisting of the typical features
of Dark Academia, will be applied during the analysis of the anthology In These
Hallowed Halls: A Dark Academia Anthology, published in 2023. This collec-
tion traces the interconnections between prestigious academic environments, the
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coming-of-age narrative, murder and mind-games, and secrets hidden at every
corner. Through this analysis, the aim is to gain insight into the defining characteris-
tics of Dark Academia as represented in other literary works beyond the collectively
reclaimed “lrtext,” namely The Secret History (Raphel, 2022), and to determine
whether the short stories included in the collection can be classified as Dark Aca-
demia or not. While doing so, both aesthetic and literary aspects will be explored.

The origins

The concept of Dark Academia should not be considered as an entirely new phe-
nomenon. Initially popularised on social media, it has since undergone rapid trans-
formation and evolution, establishing itself as a distinct genre. As stated by Maryann
Nguyen in her article “Nostalgia in Dark Academia” (2022), it has experienced “two
major timelines in terms of its development and reach in the mainstream” before it
was acknowledged in the literary world (Nguyen 2022, 63). However, some defin-
ing characteristics of Dark Academia have remained unchanged over the years. It
is still perceived as “bookish; university-based; Eurocentric; and dandyish” (Murray
2023, 349), along with an “air of mystery, artistic irrationalism, Romantic madness,
and [...] murder (with the question mark)”’ (Adriaansen 2022, 109).

Dark Academia originated from an online forum dedicated to all topics related to
literature and books. The majority of researchers engaged with this phenomenon
agree that the concept first emerged on the social networking website Tumblr, with
the earliest examples dating back to 2014, where the entire concept functioned
as a kind of ‘'mood board’, a primarily aesthetic collection of bookish items to be
shared, admired or discussed (see for example Adriaansen 2022, 108; Murray
2023, 349; Nguyen 2022, 63). Tumblr was an ideal platform for such a concept,
offering broad, online space for visual representation.

In her article “Tumblr Youth Subcultures and Media Engagement” (2017), Alli-
son McCracken describes the platform as “an alternative, tuition-free classroom, a
powerful site of youth media literacy, identity formation, and political awareness that
often reproduces cultural studies methods of media analysis” (McCracken 2017,
152). Consequently, Tumblr swiftly developed into a secure environment for the
creation of a wide range of diverse visual content, the majority of which was specifi-
cally fandom-related, with users curating their posts into a lifestyle-inspired archive.
As Robbert-Jan Adriaansen observes in his article “Dark Academia: Curating Affec-
tive History in a COVID-Era Internet Aesthetic” (2022), these posts were designed
to be browsable with the option to include tags underneath them, thereby forming
specific communities based on shared cultural interests (Adriaansen 2022, 107).
The users were able to express their opinions and feelings, even anonymously, by
using the ‘like’, ‘comment’, or ‘reblog’ options, while simultaneously creating their
own online identity on the platform (McCracken 2017, 154). The platform thus
offered the potential for a virtually Jlimitless exploration, which users were able to
curate according to their own particular interests (Stein 2017, 87).

For those fascinated by Dark Academia, the mere concept of the phenomenon
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functioned somewhat as a nostalgic return to the past. The paradoxical nature of
this online community, which seeks liberation from modern technology and the con-
temporary world, yet is unable to effectively function in a non-digital environment,
evoked a sense of longing for a bygone era, characterised by a distinct vintage
aesthetic. Previous research and articles have indicated that such ‘vibes’ revolve
around the idea of composing handwritten letters or typing them meticulously on
old and faded typewrites, often leaving behind coffee stains visible on the margins
of the paper, to symbolise the time and effort invested in expressing the sentiments
conveyed in the messages; while other images focus on the academic life as it
might have been experienced in a nineteenth century Oxbridge setting or at vy
League private schools, situated amidst the ever-changing harvest foliage of New
England (see for example Bateman 2020; Burton 2021; Devloper 2022). These
settings include images of hauntingly neo-Gothic architecture, buildings of historic
significance, headquarters of secret societies, all dark and vigorous. Likewise, the
interiors of these settings echo a similar atmosphere. Typically, the Dark Academia
interior evokes a sense of depth and mystery through the use of muted tones,
reminiscent of foggy, autumnal woodland, complemented by intricate staircases,
built-in bookshelves with a smooth-gliding ladder, antique world- or celestial globes
as centrepieces, chandeliers, oil paintings or tapestries showcasing portraits and
long-before-fought battles, as well as various musical instruments (see for example
Bateman 2020; Burton 2021; Devloper 2022). These segments combine prac-
ticality with an element of arrogant classism, creating a somewhat traditional, yet
unique ambience. Nevertheless, the nostalgic reflection on the fictional world of
Dark Academia is characterised by an equal intensity of focus on both the settings
and the participants.

In about 2017, following its migration to other social media platforms such as
Instagram and Pinterest, and eventually being popularised on TikTok during the
lockdown days of the COVID-19 pandemic, Dark Academia shifted to a much more
personal level. Rather than solely relying on images to evoke nostalgia, members
of this online community began to alter the phenomenon into a “nostalgic fantasy
for academic learning for the sake of learning without the outside burdens of the
real world” (Nguyen 2022, 64). For most users, the most popular feature of Dark
Academia was that it enabled them to portray, or imagine themselves in, any role
connected to academia that would otherwise be difficult to achieve. It offered a
means of envisaging oneself as a professor or a student at an imaginary, esteemed
university located on the other side of the globe, or as a poet residing in the remote
and windswept expanse of the moorland, seeking inspiration in an attempt to bring
their poetry to fruition.

In her article in The New York Times, Kristen Bateman described Dark Aca-
demia as a “subculture” enthralled with “all things scholarly” and its “look best
described as traditional-academic-with-a-gothic-edge,” while reporting on newer
demographics as well, indicating that the users are primarily “14 to 25 years old”
and Dark Academia posts have already gained “over 18 million views on TikTok”
and “over 100,000 posts on Instagram” (Bateman 2020). The setting and the de-
cor became intertwined with the concept of Dark Academia as a lifestyle, an on-
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line-lived campus journey, and an idealisation of the university experience that was
otherwise unattainable during the lockdown period.

The article “What is “Dark Academia,” and why is it trending on social media
in 20227” (2022) by Tim Brinkhof provides an overview of the numerous inter-
pretations of the phenomenon. These include, for example, references to it be-
ing described as a “school library” or a “grandpa’s study,” as well as the idea of
“cursive notes written in Latin” and “cutouts of Greek statues,” or “reading Beat
poetry while listening to Chopin, preferably on vinyl” (Brinkhof 2022). As a result,
with the assistance of image-centric platforms, and with its roots on Tumblr, Dark
Academia turned more and more into a fantasy land of education, “a niche within
the broader framework of aesthetics” (Adriaansen 2022, 110). The focus shifted
from the importance of learning and the pursuit of knowledge to the representa-
tion of aesthetic elements, including fashion and makeup looks, along with simply
collecting books associated with conventional academic themes. It even ceased
a bit to function as a community of shared interests and instead became a tool for
mainstream marketing, displaying slogans such as “As Seen on TikTok” and featur-
ing items “made popular by TikTok” or “dedicated to #BookTok” in Barnes & Noble
stores (Boffone 2022, 4). In other instances, academic settings quickly became
locations for self-promotion, serving merely as a backdrop for #bookstagram or
#booktok posts (Demopoulos 2024).

Nonetheless, within the bookish world, Dark Academia has only relatively re-
cently begun its rise as a subject of interest and controversy. In an article titled
“Dark Academia: Bookishness, Readerly Self-fashioning and the Digital Afterlife of
Donna Tartt's The Secret History” (2023), Simone Murray refers to the discovery,
or rather re-discovery of the concept of Dark Academia as a pivotal moment, noting
that “reports had the quasi-ethnographic tone of an anthropologist discovering a
lost tribe and parading its exotic specimens before a fascinated western audience”
(Murray 2023, 347). In the introduction to a special edition of her novel If We
Were Villains (2017), a book which is regarded as another notable example of the
Dark Academia genre, the author M. L. Rio writes about how her perspective on
the world and the phenomenon of Dark Academia has evolved since the book’s
initial publication. She explains that she did not set out to write the next Dark Aca-
demia hit, because at that time “nobody had heard of “dark academia”,” and she
wrote If We Were Villains because she “simply felt a strong pull towards belletris-
tic pursuits”, seeing her “own obsessions celebrated and charmingly exaggerated
in fiction which explored the peculiar construction of life and relationships inside
academy and conservatory walls” (Rio 2021, 7).

In this light, Donna Tartt was indeed ahead of her time when she wrote The
Secret History, ridiculing the obsession with the vibes of academia. In “The cult of
Donna Tartt” (2013), Hannah Rosefield examines the background of the story be-
hind The Secret History. Rosefield claims that while Tartt was studying at Benning-
ton College in Vermont, she had a connection to a group of East Coast writers who
were famous for their stories about drug use, something that was rather trendy in
the era of the 1980s and early 90s, so-called “literary cool” (Rosefield 2013). For
example, Bret Easton Ellis, the group’s principal figure, was a friend and classmate
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of Tartt and it is plausible to suggest that a certain similarity of character may have
been influenced by this acquaintance.

Subsequently, in Lili Anolik’s interview study, “The Secret Oral History of Ben-
nington: The 1980s’ Most Decadent College” (2019), Amy Herskovitz, a member
of the Class of ‘85, reflects on the period, noting that “In hindsight, we were a
cold group of people, though in my head we were just terrified. There were a lot of
references to Get the Guests from Who's Afraid of Virginia Woolf? We’d go after
people” (Anolik 2019). Maura Spiegel (Language and Literature Faculty 1984-92)
subsequently asserts that “The students at Bennington weren’t driven by grades,
but there was a weird rigor. You had this feeling that life was performance art, that
everybody was living in his or her fantasy,” to which Jonathan Lethem (Class of
‘86) adds that “There was the sense that people were playing dress-up, faking it
until it became real. | saw the classics clique crossing Commons dressed up like
they were at Oxford and | thought, Oh, that’s what you’re making yourself into”,
while Todd O’Neal (Class of ‘83) essentially declares that “The Secret History isn't
so much a work of fiction. It's a work of thinly veiled reality—a roman a clef’ (Anolik
2019).

By re-living the years spent at Bennington College, Donna Tartt succeeded in
establishing an entirely new genre of academic fiction, diverging from the conven-
tional understanding of a campus novel, which typically centres on campus life and
coming-of-age narratives, or the academic novel, which features adults working as
academics (Williams 2012, 561-562). Murray notes that she “cleverly hybridises
genres, combining the satirical bent of the campus novel with the plot-twists of
crime fiction” (Murray 354), while Ted Gioia refers to The Secret History as a “un-
conventional novel [...], a murder mystery in reverse which (like Hitchcock’s film)
starts with the crime, and then tantalizes the audience not with “who done it” but
rather the more unsettling question of why”.’

Interlocking the genre and the aesthetic

In her article, “The Dark Academia aesthetic: nostalgia for the past in social net-
works” (2023), Lara Lopez Millan suggests a potential unison regarding the origins
of this aesthetic. She proposes a trio of fictional works that serve as a reference
point to “help to clarify the aesthetic code of the community” (Millan 2023). She
introduces a Tumblr post from January 2017, posted by the user @holocene-days,
in which the author notes that “the holy trinity of dark academia that is kill your dar-
lings, dead poets society, and the secret history [sic]” (see Figure 2).

1Gioia, Ted: The New Canon. Available at http://www.thenewcanon.com/tartt_the_secret_history.
html Accessed: 17 August 2024.
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Figure 2. Screenshot from Tumbilr, posted by @holocene-days (15 January, 2017),
https://www.tumblr.com/holocene-days/ 155874596482 /the-holy-trinity-of-dark-
academia-that-is-kill?source=share

Millan identifies similarities between the film Kill Your Darlings, written by Austin
Bunn and directed by John Krokidas (2013), Dead Poets Society, directed by
Peter Weir (1989), and novel The Secret History, written by Donna Tartt (1992).
These works, she posits, share a “close relationship with the academic world and
the arts”, particularly in terms of their focus on “literature and writing in Kill Your
Darlings, poetry and theatre in Dead Poets Society, and classical culture, Latin
and Greek in The Secret History” (Millan 2023).

However, it can be argued that these works represent only a small subset of the
subculture. It is also quite significant to distinguish between characterising Dark
Academia either as a source of aesthetic inspiration or a distinct genre in its own
right. The image of autumnal colours, misty meadows and the smell of late-night
bonfires appear to be a recurring motif in the aesthetic approach of Dark Academ-
ia. This image is also evident in the collectively reclaimed ur-text of the genre, The
Secret History, for example when Richard Papen observes the cufflinks of his
new uniform, and despite them being “beaten up and had someone else’s initials
on them, [...] they looked like real gold, glinting in the drowsy autumn sun which
poured through the window and soaked in yellow pools on the oak floor—volup-
tuous, rich, intoxicating” (Tartt 1993, 26). As the seasons change, the shift from
summer to autumn evokes the sense of new beginnings. This transition is charac-
terised by a bittersweet sentiment, simultaneously evoking a sense of hopefulness
and melancholy. In a Dark Academia novel, it is the anticipation of a new academic
year. However, as Oliver Marks, the protagonist of If We Were Villains (the other
book regarded as a prime example and ur-text of the Dark Academia genre, a mod-
ern Shakespearean tragedy re-imagined), reflects in his narrative, the forthcoming
academic semester also functions as a prelude to a series of unfortunate events,
foreshadowing the tragic fate of a playwright of their own: “It had been a warm au-
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tumn so far. Enter the players” (Rio 2017, 12).

If we are to consider Dark Academia as a uniquely distinct genre, it is necessary
to establish a set of criteria that would define and differentiate it from other similar
literary genres with which it shares certain characteristics. One distinctive feature
of Dark Academia is its critical approach to its subject matter, which goes beyond
a mere aesthetic portrayal of the institution to address the injustices inherent in the
academic environment. This novel approach of portraying a general frustration with
the academia - whether past or present - is evident in R. F. Kuang’'s Babel: Or the
Necessity of Violence: An Arcane History of the Oxford Translators’ Revolution
(2022), where the academic voice strongly intensifies the plot. The setting of an
alternative Oxford appears to offer a utopian imagination of power and knowledge
dedicated to the use of language and translation, but ultimately revealing the truth
that “An act of translation is always an act of betrayal” (Kuang 2022, 153), while
narrating from the perspective of a culturally, sexually and racially diverse list of
main characters. Similarly, Olivie Blake's The Atlas Six trilogy (2020, 2022 and
2024) and Leigh Bardugo’s Ninth House series offer insights into the psycholog-
ical and physical suppression that often underpin the glorified perspective of the
academic community. Blake’s novels question the roots of devotion and sacrifice
involved in becoming a caretaker of a long-lost or long-forgotten knowledge in the
magical world of the Alexandrian Society, where nothing is what it seems, while
highlighting diversity in gender, race and identity. Bardugo, like Blake, also at-
tempts to shed light on racism and sexism in academia, but by investigating the an-
cient, elite secret societies of Yale in New Haven and following the sinister, occult
activities of these elite, privileged social circles, as portrayed through the pages of
Ninth House (2019) and Hell Bent (2023).

The ‘Hallowed Halls’

“The window seat had the perfect view across the college quad. Right now, in the
late-autumn morning light, it looked too pretty to be real” (Weinberg 2023, 13).
The opening line of the most recent Dark Academia collection, In These Hal-
lowed Halls: A Dark Academia Anthology (2023), serves as the inaugural quote
in this chapter. As indicated on the back cover, the anthology, ‘a beguiling, sinister
collection’, edited by Marie O’'Regan and Paul Kane, comprises twelve short sto-
ries ‘from masters of the genre’, all of which are characterised by a Dark Academ-
ia sensibility. The collection features notable authors such as Olivie Blake and M. L.
Rio, who are regarded as some of the most prominent writers within the genre. As
previously noted, Blake is perhaps best known for her The Atlas Six series, while
Rio is celebrated for her critically acclaimed novel If We Were Villains.
Nevertheless, in this anthology, there are ten additional authors who have yet to
be as firmly linked to the Dark Academia label as Blake and Rio have been. Conse-
quently, the question thus arises as to whether there is a concept that will ultimately
determine the authentic interpretation of the concept of Dark Academia.
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As a potential point of reference, a definition of “Dark Academia” is provided at
the end of the synopsis for In These Hallowed Halls, which describes it as follows:

Definition of dark academia in English:
dark academia

1. An internet subculture concerned with higher education, the arts, and litera-
ture, or an idealised version thereof with a focus on the pursuit of knowledge and
an exploration of death.

2. A set of aesthetic principles. Scholarly with a gothic edge - tweed blazers,
vintage cardigans, scuffed loafers, a worn leather satchel full of brooding poetry.
Enthusiasts are usually found in museums and darkened libraries.

The book opens with an Introduction, wherein the editors solicit the readers’
opinions regarding the connotations of the genre, asking whether the phenom-
enon of Dark Academia evokes the image of “Mysterious and dangerous occur-
rences in various seats of learning? Students, and sometimes their tutors, in per-
iI? Murder? Magic? Ghosts? Dusty books in old libraries? Clandestine cults and
secret societies devoted to ancient rituals?” or even “All or none of the above?”
(O’Regan-Kane 2023, 11). These questions are quite beneficial in understanding
the way Dark Academia is being viewed, as it appears that there is still no clear
distinction between characterising it as a literary genre or an aesthetic subculture.

As already indicated, beyond the initial aesthetic approach observed on the
Tumblr website, the concept of Dark Academia has already undergone a shift in
orientation, moving from a picturesque perspective to a critical one. This transition
marks a significant evolution, establishing its distinct identity as a literary form. As
an intertextual literary genre, it may be considered an offshoot of campus fiction,
more precisely the campus novel, complemented by elements of the Gothic, and
narratives of mystery and thriller (Nguyen 2022, 56). Nevertheless, it would ap-
pear that it is still functioning, at least in part, as a kind of post-it note version of
the aesthetic itself. While a ‘set of rules’ might appear to establish the core of Dark
Academia - as illustrated by the synopsis of In These Hallowed Halls -, it is pos-
sible this framework is largely overlooked in the narrative’s aesthetical concept:
the image of an academic figure, wearing a tweed blazer and oval reading glasses,
hastily running to the lecture hall while grappling with unspoken secrets, or a tired
student looming over their messy desk, reciting old Latin tenses in preparation for
an upcoming test, takes over the overall message of a Dark Academia story.

For instance, it would certainly appear that the academic setting is of paramount
importance. It functions as an integral component of what has been designated
Dark Academia-like. Nevertheless, it would be reasonable to suggest that this is
not the sole factor that should be taken into account when categorising a book as
Dark Academic. In These Hallowed Halls, comprising twelve short stories, repre-
sents a departure from the conventional Dark Academia narrative. Instead, it offers
a diverse array of tales that, while still rooted in the aesthetic, explores a more
nuanced and multifaceted representation of the genre. It would therefore be bene-
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ficial to examine this anthology from the perspective of identifying the essential
elements that these stories share or in what they differ, in order to ascertain their
classification as part of this new, evolving genre.

After considering the elements and framework of the original two novels, which
are regarded as seminal works within the Dark Academia genre, namely The Sec-
ret History by Donna Tartt and If We Were Villains by M. L. Rio, it can be argued
that the majority of the short stories in In These Hallowed Halls: A Dark Acade-
mia Anthology, upon initial examination, align more closely with the aesthetic rep-
resentation or belief system associated with the concept.

In order to highlight the works that are more closely aligned with the essence
of the genre and less so with the aesthetic principle, it seems necessary to give
particular consideration to the anthology’s first definition of Dark Academia as ‘An
internet subculture concerned with higher education, the arts, and literature, or
an idealised version thereof with a focus on the pursuit of knowledge and an
exploration of death’. In this vein, the following titles may be considered as illus-
trative examples: “1000 Ships” by Kate Weinberg, “X House” by J.T Ellison, “The
Hare and the Hound” by Kelly Andrew, “Phobos” by Tori Bovalino, and “Playing”
by Phoebe Wynne. These texts are unified in their emphasis on the tense and the
dark atmosphere of an academic fantasy that is centred on a secret tied deeply to
knowledge. Moreover, they actually diverge from the sole imitation of the visual ap-
peal of the academic aesthetic. The underlying theme of these stories can be de-
fined as an excessive and obsessive pursuit of ultimate knowledge, sought with the
intention of using its power to control and manipulate. The narrative presents pro-
fessors and students absorbed in their academic pursuits, particularly obsessed
with their ideas and beliefs, to the extent that the boundaries between reality and
imagination are blurred. Additionally, each text exhibits a distinct fascination with
mysticism, human nature in tragedy, distorted morality, and even murder, while also
incorporating the underlying element of critique that ultimately unites them.

From an aesthetic perspective, the majority of the stories can be considered
typical examples of the subculture in question. The opening passages of these
texts frequently depict a new semester at a university, or alternatively, they provide
a detailed and vivid description of the campus setting, evoking a sense of autumnal
gloom, such as stepping into a “misty mid-October afternoon,” (Fargo 2023, 154),
or walking amidst “Japanese maple trees” displaying “unnatural blood-red hues”
(Yang 2023, 209). The environment is usually “bucolic,” and “stately,” “very, very
north, where people are quite mean, just as a matter of survival” (Blake 2023, 31),
with the architecture being described as “classic Gothic,” or looking like “it be-
longed in the British countryside, perched in decaying solitude,” where “Isolation
and cold breed a certain kind of madness that disguises itself well” (Ellison 2023,
125-1286). Other settings include libraries and archives, which feature “arched
windows,” and the experience to enjoy “the smell of old paper and leather, the
feeling of touching real history with [...] bare hands (Fargo 2023, 154).

In other instances, some of the stories published in the anthology align with the
second definition of Dark Academia, as previously mentioned, wherein a greater
emphasis is placed on the concept of ‘Scholarly with a gothic edge’. In such
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cases, professors and academics attempt to unravel - or at the very least, com-
prehend - the thrilling mysteries and haunting apparitions that often intertwine with
their academic pursuits. There is, however, the possibility that these two definitions
could potentially coexist. In order to emphasise a particularly intriguing approach,
it is worth considering the works of Olivie Blake and Helen Grant. In their respec-
tive works, “Pythia or Apocalypse Maidens: Prophecy and Obsession among the
Delphian Technomantic Elite” and “The Professor of Ontography,” both Blake and
Grant endeavour to experiment with the manner in which Dark Academia excels:
namely, by enticingly interweaving the past with the aspects and predicaments of
the future. Blake, for example, re-imagines the predictions of Delphi oracles in the
form of a supercomputer. Set in a futuristic, academic context, the narrative depicts
the collision of two contrasting forces: the advancement of technology and the pur-
suit of higher understanding to the point of complete social alienation. The work
draws parallels with both Cassandra’s prophecies, which were ultimately ignored,
and Shelley’s own visionary venture in “The Mortal Immortal” or in Frankenstein. In
“The Professor of Ontography,” Grant draws inspiration from M. R. James, specif-
ically “Oh, Whistle, and I'll Come to You, My Lad,” and from the Gothic horror tale
“Lot 249” by Sir Arthur Conan Doyle, in order to portray a chilling vision of acade-
mia’s dark underbelly where the experiment with the old and new mesh together.2

To conclude, in essence, Dark Academia embraces a nostalgic inspiration for
the classical arts, manifesting an “obsessive focus on learning...voracious readings
of classics” (Burton, 2021) and even exhibiting “self-discovery through individual
and collaborative learning” (Ranasinghe 2022, 82), covering both aesthetic and
fundamental aspects within its conceptual framework. Additionally, Murray posits
that “DA is fundamentally dependent on the affordances of digital media” and that
“it could never have emerged without them” (Murray 2023, 360). This is closely
linked to the uncertainties of the pandemic, the declining accessibility of higher
education, and the cyclical coexistence of hopefulness and hopelessness. And
perhaps this, the intertwining of reality and imagination, is best represented by the
erudite, chaos-filled stories of In These Hallowed Halls, which makes the antholo-
gy so uniquely different. It is essentially M. L. Rio who provides the most insightful
commentary on the alluring aspect of the concept of Dark Academia, suggesting
that “it seems only natural that readers would recreate the cultish devotion to arts
and letters upon which the genre subsists. Art imitates life. You are what you read”.®

2 In a blog post dated 27 September 2023, Helen Grant discusses some of the inspiration behind
“The Professor of Ontography”. Available at https://helengrantbooks.blogspot.com/2023/09/
dream-antho-launches-in-london.html

3 “A Roundtable Discussion on Dark Academia,” CrimeReads (27 September 2023). Available at
https://crimereads.com/a-roundtable-discussion-on-dark-academia/
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Conclusion

The objective of the present paper was to gain insight into the phenomenon of
Dark Academia, which is most often recognised both as an Internet subculture and
an aesthetic. In order to explore its original meaning and significance, the paper
sought to investigate the creation of this online fantasy of an aesthetically pleasing
side of academia, with a particular focus on its fundamental existence in virtual re-
ality as a picturesque mood board, centring around the classics, art and literature,
handwritten manuscripts and crumbling marble statues, darkened libraries and an-
cient Greek passages.

To align the aesthetical aspect of Dark Academia, it seems noteworthy to ex-
plore the concept of ‘bookishness’ as defined by Jessica Pressman. She charac-
terises it as a set of “creative acts that engage the physicality of the book within
a digital culture, in modes that may be sentimental, fetishistic, radical” (Pressman
2020, 1). Accordingly, given the bookish origins of Dark Academia and its virtual
presence, its ‘aesthetism’ aligns with Pressman’s definition of ‘bookishness’. More
precisely, this aspect refers to a combination of mood, sense and philosophy that
is experienced through the phenomenon, extending beyond the beauty inherent in
the act of learning. And since Dark Academia is still evolving from a social media
aesthetic into the realms of the literary world, there is a certain degree of uncer-
tainty surrounding its classification as a genre of fiction. It is essentially a bookish
fascination that has diverged into two seemingly disparate paths, yet is ultimately
driven by a common ideology.

As has been previously established, it is believed that the genre originated with
the publication of The Secret History, shaped by the aesthetic elements of fash-
ion, architecture and the somewhat philosophical lifestyle hinted throughout Don-
na Tartt's famous novel. Since then, a lengthy list of works has been published
under the category of Dark Academia. However, the findings of the present paper
revealed the absence of a universally accepted definition of the Dark Academia
genre. As demonstrated in the analysis, attempts to define the phenomenon can
be observed in In These Hallowed Halls: A Dark Academia Anthology. Neverthe-
less, it became evident that even an anthology explicitly intended to represent the
genre of Dark Academia, such as this one, exhibited inconsistencies. The antholo-
gy presents two distinct approaches to the defining characteristics of what should
be considered as Dark Academia, and reveals a multitude of subgenres, including
horror and mystery, magical realism, and psychological thriller. It depicts students
and professors, secret sororities and institutions, murders and mysteries waiting to
be solved, featuring narratives that explore the paranoia of illicit affairs and ghostly
encounters, all cocooned in a seemingly true academic manner. Evidentially, the
inclusion of such a diverse range of elements may be the cause of the genre’s
current state of disunity.

Upon initial analysis, it would seem that the selected stories published in the
anthology In These Hallowed Halls are primarily concerned with upholding the
genre’s picturesque purpose, particularly those associated with the aesthetic of
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Dark Academia, which emphasises the ‘academia’. This is exemplified by the recur-
ring images of exploring quaint Gothic towers and darkened classrooms, as well as
characters often clad in tweed jackets and leather loafers. However, the aforemen-
tioned critical perspective, which is a defining feature of the Dark Academia genre
- evident in its exemplifying texts, as well as in those novels that address the injus-
tices inherent in the phantasmic academic environment and ridicule the obsession
with the alluring studious lifestyle -, still requires greater emphasis. In order to
clarify and gain a deeper insight into the actual framework of the genre, it is there-
fore necessary to acknowledge that it alludes to a deeper foundation, deliberately
placing emphasis on the actual, underlying ‘darkness’ of the ivory towers of aca-
demia, veiled beneath the surface of seemingly mundane, scholastic endeavours.
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