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Vzdelavanie so zameranim na rozvijanie
inkluzivnych postojov pedagégov v ramci medzi-
narodného projektu INCLUSION4SCHOOLS

AGATA CsEHIOVA = MELINDA NAGY - ZsorFia Kocsis

Education (Training) with a focus on developing inclusive attitudes of educa-
tors in the framework of the international project INCLUSION4SCHOOLS
Abstract

Inclusiveness is a fundamental European value and principle applied at all levels of
education, aiming to create equal opportunities in economic, social, and cultural life.
Our HORIZON 2020 research team explored this issue in depth, particularly in the
context of institutional education, focusing on segregation and inclusion. This study
presents our efforts within the framework of the “Inclusion4Schools” project, speci-
fically targeting teacher and future teacher training. The educational program, titled
“Let’s initiate change together!” 4K - Examples of good practice in education - Com-
munication, critical, creative and community supporting examples of good practice,
was oriented towards developing inclusive and communicative attitudes. We evaluate
the outcomes and benefits of the training, primarily from the perspectives of partici-
pants, including teachers and future teachers. The findings, obtained through a ques-
tionnaire-based survey, highlight key aspects of the training’s impact and effective-
ness. This study presents selected segments of these results.

Keywords: inclusion; education; training; attitude; international project; analysis; re-
sults
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Teoreticky fundament

Inkllzia predstavuje v 21. storoci zakladnu eurépsku hodnotu. Je to princip, ktory
sa ma uplatnovat vo vsetkych sférach spolo¢enského Zivota a na vetkych urovnia-
ch vzdelavania (UNESCO a MES Spain 1994). Inkluzia je zakladom humanneho a
demokratického spoluzitia a rovnakych prav. Kazdy ¢lovek je plnohodnotnym cle-
nom spoloc¢nosti, bez ohladu na to, akych uspechov je schopny. Inkluzivny pristup
zabranuje kategorizacii, ¢im sa predchadza diskriminacii a vylu¢eniu, nakolko po-
vazuje vsetkych ludi za rovnocennych.

Pojem inkluzia bol prvykrat ponaty ako pojem v oblasti socialnej politiky. So-
cialna inkluzia je proces, ktory umoznuje ludom Zzijucim na ,periférii“ spolo¢nosti
lepsi pristup k ich zakladnym pravam a zaroven vyjadrit sa k rozhodnutiam o ich
vlastnom zivote. Zo sociologického hladiska sa teda tyka vsetkych, ktori potrebuju
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taku pomoc a podporu, ktora im umozni zic¢astnovat sa na kultirnom, spolo¢ens-
kom a hospodarskom zivote (Dolihal a kol. 2014). Inkluzia znamena v skutku ,,zahr-
nutie a pojatie”, vyjadruje spoloc¢enstvo ludi bez ohladu ¢i maju postihnutie alebo
nie a tyka sa to posobenia na vsetkych urovniach zivota. Inkluzia je organicky spata
s inkluzivnou klimou, predstavujucou ,,prijimajuce prostredie®, ktoré sa vyznacuje
vhodnou komunikaciou, poskytovanim prilezitosti pre vSetkych rozvijat sa a byt sam
sebou (Hornakova 2014).

Na zaklade terminologického mapovania vychadza dedukcia, podla ktorej spo-
locenské a socialne zaclenenie zabezpecuje, aby vsetci jednotlivci, najma pris-
lusnici znevyhodnenych skupin, sa mohli plnohodnotne zucasthovat na Zivote
spolo¢nosti. Hlavnym cielom je vytvorit rovnaké prilezZitosti v ekonomickom, soci-
alnom a spolocensko-kulturnom zivote. Zahma rieSenie diskriminacie, vytvaranie
podpornych systémov, udrziavanie zachrannych socialnych sieti, zabezpecovanie
rovnakého pristupu a spoluui¢asti marginalizovanych komunit (European commissi-
on 2024; Nagy a kol. 2024a; Nagy a kol. 2024b). Inkluzia je postavena na uznani
prav na aktivny Zivot v spolo¢nosti a aj na vzdelanie, z ktorych nikto nesmie byt
vynaty (Hornakova 2014).

Inkluzia a vzdelavanie

Z edukacného hladiska je vyklad pojmu inkluzie v podstate totozny so vSeobecnym
vykladom. ,Inkltuzia znamena zaclenenie. Inkluzivne vzdelavanie je zakladny
inStitucionalny pristup, ktory plne zohladriuje individualne rozdiely (socialne,
kultdrne, biologické) deti a Ziakov. Zohladriuje a vychadza z odliSnosti vSetkych
skupin, kultur a prostredi, na zaklade ktorych vytvara inkluzivne prostredie pre
vSetkych. Uprednostriuje pedagogické principy, ktoré zabezpecuju efektivitu,
ucinnost a spravodlivost.” (Fulép 2009)

Svetova organizacia UNESCO v roku 1994 stanovila ako ciel spolo¢né vzdela-
vanie vSetkych ziakov bez ohladu na ich odliSnosti. Netyka sa to len deti s postihnu-
tim mentalneho vyvinu, zmyslov, reci alebo telesnej schemy a zdravia, ale v zasade
vSetkych deti (Hornakova 2014). Prave v roku 1994 sa objavil prvykrat oficialne
pojem inkluzia a inkluzivne vzdelavanie v Salamanskej deklaracii. Na svetovej kon-
ferencii, ktora sa konala v Spanielskej Salamanke v dnoch 7-10. juna 1994, sa
zucastnilo viac ako tristo uc¢astnikov. Medzi nimi bolo zastupenych 92 vliad a 25 me-
dzinarodnych organizacii. Cielom stretnutia bolo rokovanie o programe Vzdelavanie
pre vSetkych (Education for All). Diskutovalo sa o potrebnych politickych zmenach,
ktoré podporia a umoznia inkluzivne vzdelavanie. Podla tejto vizie sa Skoly musia
stat vhodnym prostredim na to, aby dokazali primeranym spésobom uspokojovat
potreby vSetkych deti (vratane deti zo socialne znevyhodnenych skupin, ¢i Speci-
alnymi vychovno-vzdelavacimi potrebami). Konferencia prijala Salamansku dekla-
raciu o principoch, programe a praxi vzdelavania Ziakov so Specialnymi vychov-
no-vzdelavacimi potrebami a taktiez prijali navrh akéného planu. Tieto dokumenty
obsahuju zakladné a zasadné principy inkluzie. Uvadza sa v nich, ze je potrebné vy-
tvorit také inkluzivne institucie, v ktorych sa prihliada na rozdiely medzi ludmi a kto-
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ré zohladnuju individualne potreby ziakov v procese vzdelavania (UNESCO a MES
Spain 1994). Vyhlasenie vyzyva staty, aby prijali koncept inkluzivneho vzdelavania
do svojej pravnej Upravy. Zdoraznuje sa, ze vzdelavacie systémy a programy by
mali byt vytvorené tak, aby brali do Uvahy rozsiahlu rozmanitost viastnosti a potrieb.
Inkluzivne orientované skoly su totiz najefektivnejSim prostriedkom na potlacanie
diskriminujucich postojov, ktoré vytvaraju inkluzivnu spoloénost, prinasaju vzdela-
vanie pre vsetkych a vzajomne privetivé spolo¢enstva (Hornakova 2014).

Na zaklade (aj) Salamanskej deklaracie mozno konstatovat, ze inkluzivne vzde-
lavanie je komplexny pristup, ktory zahiha niekolko klucovych dimenzii: podporu
jednotlivcov so Specialnymi potrebami, kultirnu rozmanitost, socialno-ekonomicku
inkluzivnost a rovnost v SirSom ponimani. Kazdy z tychto aspektov prispieva k tomu,
aby poskytol pre kazdého jedinca dostojné a pristupné prostredie na vzdelavanie,
bez ohladu na ich pévod, zazemie, schopnosti.

Podla suc¢asnych postojov a vykladov je inkluzivne vzdelavanie zalozené pre-
dovsetkym na prisposobeni sa jednotlivcom so Specialnymi potrebami (Csehiova
a Nagy 2024). Podla usudku Hornakovej (2014) inkluzivna pedagogika sa chape
ako pedagogika v rozmanitosti. Vychadza z presvedcenia, ze heterogénne uciace
sa skupiny su prinosom pre vsetkych. Meskhi a jeho kolektiv (2019) zdbraznuju
nazor, podla ktorého vytvorenie pevnej socialnej a kultirnej infrastruktiry ma byt
kl'uCovym prvkom pre znizenie izolacie studentov so Specialnymi potrebami v ramci
vzdelavacich institucii. Korbel a jeho vyskumny tim (2011) zase akcentuje vyznam
medziludskych vztahov a spolupracu v ramci komunity na to, aby sa Ziakom so
Specialnymi potrebami dostalo podpory, ktoru potrebuju k napredovaniu a prospe-
rovaniu. Collins a jeho kolegovia (2018) tvrdia, ze inkluzivne vzdelavanie by malo
poskytovat nevyhnutni podporu pre vSetkych ziakov, studentov, jedincov a oboha-
covat ich vzdelavacie skusenosti tym, ze sa bude viac preferovat socialna rozmani-
tost (Nagy a kol. 2024a). V koneénom dosledku teda inkluzivne vzdelavat znamena
vytvorit v Skolach pre vSetkych Ziakov bez rozdielu také podmienky vzdelavania,
ktoré im pomdzu prekonat bariéry v uceni a podporia rozvoj ich individualneho
potencialu. Inkluzivny pristup sa definuje ako ,,bezpodmienecné akceptovanie Spe-
cialnych potrieb vSetkych deti a heterogénnost sa vnima ako normalita”“ (Bagalova
a kol. 2015).

Zmapovanim zakladnych vykladov, interpretacii pojmu, obsahu a poslania in-
klizie a inkluzivneho vzdelavania mozno dedukovat konkllziu, podla ktorej Skoly
si maju zacat viac vSimat individualne Specifika Zivotnych situacii deti a budu ich
prijimat s ich moznostami. Taktiez budu hladat cesty, ako zvysit ich rezilienciu a
podporit kompetencie ucit sa (Hornakova 2014). Vyraznou vyhodou inkluzivneho
vzdelavania je zvysovanie tolerancie, empatie, porozumenia, akceptacie ziakov,
z ¢oho vyplyva aj zvySenie Sanci ich skolskej uspesnosti. Poskytuje to vyhody aj pre
spolo¢nost z ekonomického hladiska, nakol'ko je pre vSetkych poskytnuty priestor
pre rozvoj samostatnosti, ¢o pre ziakov a jedincov so znevyhodnenim méze po-
moct k lepsiemu zapojeniu sa do zivota spolo¢nosti a k naslednému Uspesnejsie-
mu uplatneniu sa na trhu prace (Bagalova a kol. 2015). Uvedené snahy, zamery,
trendy dostavaju v 21. storoc¢i ¢oraz vacsi priestor a vyrazne rezonuju tak v kultur-
no-spolo¢enskom Zzivote ako aj vo vzdelavani v domacom i celosvetovom meradle.
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Inkluzia v zrkadle vedy a vyskumu

Clenovia vyskumného timu na pdde Univerzity J. Selyeho v ramci medzinarodného
projektu HORIZON 20201 predmetnu aktualnu problematiku inkllzie a inkluzivne-
ho vzdelavania skumaju detailne a systematicky (Nagy a kol. 2024a; Nagy a kol.
2024b; Nagy a kol. 2023; Kocsis a kol. 2023a; Kocsis a kol. 2023b; Kocsis a kol.
2024; Toth-Bakos a Csehiova 2023; Toth-Bakos 2021; Nagy a kol. 2022; Csehio-
va a Téth-Bakos 2022). V nasom prispevku predstavujeme prave toto Usilie, a to
prostrednictvom vzdelavania ucitelov a buducich ucitelov v ramci projektu HORI-
ZON 2020, konkrétne vzdelavania pod nazvom ,Iniciujme zmeny spolo¢ne!” Sku-
mame, analyzujeme a hodnotime ziskané skusenosti vzdelavania a ¢ast vysledkov,
resp. vybrané segmenty prezentujeme prave cez pohlad ucastnikov vzdelavania, tj.
pedagogov, studentov ucitel'stva, buducich pedagogov na Slovensku.

Inclusion4Schools HORIZON 2020 je medzinarodny projekt, financovany vy-
skumnym a inovacnym programom Europskej Unie na zaklade grantovej zmluvy
¢. 101004653. Cielom projektu je podpora skél a komunit, ktoré su postihnuté
Skolskou segregaciou, najma segregaciou postihujucej romske komunity. Krajiny
zucastnené na projekte su Albansko, Bulharsko, Madarsko, Slovensko. Slovensku
republiku prezentuje Univerzita J. Selyeho (Komarno).2 (Inclusion4Schools 2024;
Nagy 2021) Vdaka podpore projektu Inclusion4Schools HORIZON 2020 sa na
Slovensku uskutoc¢nili dve vzdelavania pre ucitelov , zamerané prioritne na roz-
voj inkluzivnych a komunika¢nych postojov. Realizacia a prezentacia Ciastkovych
vysledkov tychto vzdelavani su predmetom a obsahom tejto Studie.

Pod nazvom ,Iniciujme zmeny spolo¢ne!” 4K - priklady dobrej praxe v oblasti
edukacie - Komunikacné, kritické, kreativne a komunitu podporujuce priklady
dobrej praxe vyhlasil vyskumny tim HORIZON 2020 Univerzity J. Selyeho dve
vikendove skolenia pre ucitelov a vychovavatelov na Slovensku. Cielom vzdelavania
bolo umoznit ucastnikom aktivne sa podielat na planovani, koncipovani, realizacii
rozvoja a inovacii svojej/danej skoly, institucie, komunity v sulade s profesionalnymi
a kulturno-spolocenskymi vyzvami 21. storocia.

Absolvovanie vzdelavania bolo odporucane vsetkym pedagogickym pracovnikom,
ktori su otvoreni vocCi profesijnému rozvoju, inovacii, kooperacii a osvojeniu si novych
poznatkov. Ugastnici vzdelavania mali moznost popri profesijnych kompetenciach
sa pripravit na to, aby svoje novonadobudnuté vedomosti, zru¢nosti a praktické
skusenosti dokazali aktivne uplathovat jednak vo svojom vychovno-vzdelavacom
procese, a taktiez aby svojim pozitivnym pristupom dokazali in$pirativne pdsobit
vo svojich komunitach, timoch na skolach a skolskych zariadeniach. Vzdelavanie
pod nazvom ,Iniciujme zmeny spolo¢ne!” 4K - priklady dobrej praxe v oblasti

1 Informécie o projekte a partneroch: http://inclusion4schools.eu/ a na facebookovej stranke Inclu-
sion4Schools - Slovakia: https://www.facebook.com/inclusionforschoolsslovakia

2 Institucie, ktoré sa na projekte podielaju st nasledovné: Vysoka skola Pastoracie Wesley Janos
(HU), Regionalne informacné a vedeckeé rozvojové centrum s.r.o. (HU), Nadacia C.E.G.A. (BR),
Charitativna asociacia Oltalom (HU), Albanske narodné zdruzenie sir6t (AR), napokon za Slovensku
republiku Univerzita J. Selyeho (SR).
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edukacie - Komunikacné, kritické, kreativne, komunitu podporujuce priklady
dobrej praxe k tomu poskytovalo vhodné poznatky, techniky, priklady. Hlavnymi
kompetenciami 4K vzdelavania boli: pedagogicka komunikacia, kritické myslenie,
kreativita, rozvijanie profesionalnej komunity, priklady dobrej praxe so zamerom roz-
vijania inkluzivnych a komunikacnych postojov. V centre stali také témy, ktoré uzko
suvisia s ulohami a poslanim pedagogov, Ci profesionalnou identitou pedagdgov.
Témy boli orientované na pedagogicku inovaciu s vyuzitim zazitkovej pedagogiky,
¢i principov pozitivnej psychologie a pozitivnej edukacie, ako aj na profesionalnu
komunikaciu a inkluzivne pristupy v Skolskych komunitach, timoch.

V zmysle zverejnenej vyzvy sa v dnoch 19.-21. aprila a 10.-12. maja 2024 us-
kutocnilo ,,zimné a letné vzdelavanie” pedagogov v ramci uz predstaveného medz-
inarodného projektu Inclusion4Schools, ktory podporil vyskumny a inovacény prog-
ram HORIZON 2020 Eurépskej Unie.® Vzdelavanie sa nieslo pod nazvom, ktory bol
smerodajny pre organizatorov a Ucastnikov vSetkych zucastnenych krajin medz-
inarodného projektu. Snahu po zmenach so zvlastnym zretelom na problematiku
inkluzie vo vzdelavani odzrkadluje aj samotny nazov skolenia, {j. ,/niciujme zmeny
spoloéne!” Podnazov vzdelavania odhaluje dalsie centralne témy vzdelavania, a
to 4K - priklady dobrej praxe v oblasti edukacie. Su to priklady dobrej praxe
orientované na osvojenie si a zdokonalovanie kompetencii, prioritne vSak na komu-
nika¢né, kritické, kreativne a komunikativhe kompetencie.

Obe vikendové skolenia boli zamerané na rozvoj inkluzivneho a komunikativne-
ho pristupu vo vzdelavani. Program pozostaval zo seminarov, workshopov a prak-
tickych prikladov dobrej praxe na témy uvedené v nazve Skolenia, ktoré boli z
obsahového i praktického hladiska pestré a réznorodé. Realizacia jednotlivych
cviceni a workshopov sa rozdelila na cely Cas trvania vikendového vzdelavania,
teda na tri dni. Prvy den sa na oboch skoleniach odstartoval oficialnym zaha-
jenim programu a predstavenim projektu, obsahu i cielov vzdelavania. Po zahajeni
vzdelavania Uc¢astnici absolvovali workshop obohateny tvorivou ¢innostou na tému
,Timova praca a rozvijanie komunity” - Priklady dobrej praxe v duchu pozitivnej
psycholdégie a inkluzivnej edukacie. Nasledne program, resp. absolvované prikla-
dy dobrej praxe, ako aj lektori sa na dvoch vikendovych vzdelavaniach ciastocne
lisili. Na prvom tzv. ,zimnom* vzdelavani sa workshopy a cvi¢enia orientovali na
nasledovné témy: ,Sebahodnotenie a sebarozvijanie“ - Priklady dobrej praxe
pomocou technik ,preramcovania, prehodnotenia”, a , Reflektivne myslenie
a kreativny pristup” - Priklady dobrej praxe v oblasti reflektivneho myslenia a
kreativneho edukacného pristupu. Po obednajsej prestavke Ucastnici si vyskusali
situa¢né cvi¢enia na tému ,4K - pedagogicko-situacné cvi¢enia“ - Priklady dob-
rej praxe v duchu kritického myslenia, komunikacie, kreativity a kooperacie.
Druhy den ,letného® vzdelavania sa uskutocnili cvicenia a workshopy na témy
,Cesta k inkltzii 1.” - Uvod do inklUzie, praca so zakladnymi pojmami a priklady
dobrej praxe z oblasti dramatopedagogiky, a , Cesta k inkluzii 2.” - Priklady dob-
rej praxe pomocou dramatopedagogiky. Po obednajsej prestavke ucastnici ab-

3 Trojdnoveé vzdelavanie pedagdgov sa uskutocnilo v priestoroch hotela Family Wellness Hotel Marina
v Patinciach (SR).
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solvovali kreativne cvi¢enia v oblasti ,Sebahodnotenia Skoly - Priklady dobrej
praxe na rozvijanie kompetencii v oblasti reflektivneho a kritického myslenia.”
Jednotlivé tlohy a cvi¢enia dobrej praxe si Ucastnici vzdelavania mohli precvi¢ovat
vo viacerych formach. Zoznamili sa s réznymi technikami, metédami, edukacnymi
pristupmi, pracovali v paroch, v mensich i vaésich skupinach. Mali moznost pre-
javit svoj kreativny tvorivy pristup a schopnosti, 0.i. v kone¢nej podobe svojich vyt-
vorenych a prezentovanych produktov. Taktiez mali priestor na preukazanie svoj-
ho bohateho komunikacného arzenalu i na prezentaciu svojich kooperativnych
schopnosti a interpersonalnych vztahov. Sucastou vzdelavania, workshopov a
cviceni bola aj vymena skusenosti, poucné a prinosné diskusie, spolo¢né reflexie,
na vyjadrenie ktorych Uc¢astnici mali moznost jednak v ramci celého programu, ale
aj v ramci zaverecCnej fazy vzdelavania. Finalny akt trojdhového vzdelavania tvoril
prieskum nazorov, reflexii a formulovanie zaverov, na ktory bol poskytnuty priestor
v posledny den vzdelavania.

Trojdnove vzdelavanie s nazvom , Iniciujme zmeny spolocne® v ramci projektu
Inclusion4Schools za organizovania vyskumného timu medzinarodného projek-
tu HORIZON 2020 v zastupeni akademickych pracovnikov UJS, ako aj za ucasti
osemdesiatich prihlasenych ucastnikov z réznych kutov Slovenskej republiky a de-
siatich lektorov a organizatorov prebehlo mimoriadne uspesne. Dokazuju to vysled-
ky, resp. odpovede respondentov prieskumu, ktory sa vykonal na zaver vzdelavania
a segmenty ktorého tvoria nasledujlcu ¢ast tohto prispevku.

Prieskum orientovany na vzdelavanie pedagogov ,/niciujme
zmeny spolo¢ne!” 4K - priklady dobrej praxe v oblasti eduka-
cie - Komunikac¢né, kritické, kreativhe a komunitu podporu-
juce priklady dobrej praxe

Na zaver horeuvedeného a predstaveného vikendového vzdelavania pedagogov a
buducich pedagodgov s nazvom ,,Iniciujme zmeny spoloc¢ne!” 4K - priklady dobrej
praxe v oblasti edukacie - Komunikacné, kriticke, kreativne a komunitu podporuju-
ce priklady dobrej praxe a ako finalny akt sa uskutoc¢nil prieskum. Cielom priesku-
mu bolo jednak zmapovat spokojnost Ucastnikov vzdelavania, ich spokojnost s
poznatkami a skusenostami ziskanymi pocas vzdelavania a workshopov, na druhej
strane zistit a preskumat vyuzitelnost osvojenych prikladov dobrej praxe vo vyuco-
vacom procese, najma s ohladom na mozné uplatnovanie postupov a prvkov in-
kluzie, komunikacie, resp. kritického, tvoriveho, komunitného myslenia a konania.

Prieskum sa realizoval pomocou dotaznikovej metédy. Formular na vyplnenie
dotaznikov bol k dispozicii v pisomnej forme a pristupny na platforme Google
Drive. Do prieskumu bolo oslovenych, zapojenych osemdesiat respondentov.* Na-

4 Na dvoch vikendovych vzdelavaniach jednotlivo sa ztcastnilo 40-40 prihlasenych, teda aj do pries-
kumu bolo oslovenych spolu vsetkych 80 ucastnikov.
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pokon k hodnoteniu sme mali k dispozicii 62 vyplnenych dotaznikov. Zastupeneé
boli regiony zo vSetkych troch krajov Slovenska, a to Zapadné Slovensko, Stredne
Slovensko, Vychodné Slovensko.

Respondentov tvorili ucitelia $kél a institacii poskytujuce vzdelavanie v statnom
jazyku, ale aj $kol s vyucovacim jazykom madarskym, a $koél fungujucich dvojjazyc-
ne. Povolanie, resp. kvalifikaciu respondentov tvorilo nasledovné zlozenie: ucitel
zakladnej skoly, vychovavatel na zakladnej skole, ucitel nizsieho sekundarneho
vzdelavania, ucitel vyssieho sekundarneho vzdelavania, ucitel zakladnej umeleckej
Skoly, asistent ucitela, asistent v Specialnej zakladnej skole, ucitel v materskej sko-
le, riaditel $koly a zastupca riaditela, vysokoskolsky pedagdg, iné. Studijné progra-
my Studentov ucitel'stva zapojenych do prieskumu tvorili nasledovné: pedagogika
a vychovavatel'stvo, predskolska a elementarna pedagogika, madarsky jazyk a li-
teratura, historia, doktorandsky studijny program Pedagogika.5 Podla rozdelenia
pohlavia respondentov tvorilo prevaznu vacsinu zenské pohlavie, t. j. 83 % (66) a
vyrazne mensie percento tvorili muzi, presne 17 % (14).

Otazky prieskumu

Otazky prieskumu v ramci Hodnotiaceho dotaznika, ktoré su nami vybrané, analy-
zované, hodnotené cielene pre tento prispevok, prezentuju len segmenty nasho
prieskumu. Su to otazky:

1. Suhlasite s nasledovnymi vyrokmi ohladne inkluzivneho vzdelavania?

2. Boli po¢as Skolenia pouZité také metddy alebo techniky, ktoré ste predtym
nepoznali? Ak ano, uvedte, ktory(é)!

3. Co moZete z odborného vzdeldvania zaclenit alebo ¢o zaclenite do svojej
pedagogickej praxe v blizkej buducnosti?

4. ZacCastnili by ste sa podobného vzdelavania v budicnosti?

Vysledky prieskumu

Prva otazka vybrana na analyzu z hodnotiaceho dotaznika, ktora tvorila predmet
nasho prieskumu bola orientovana na zmapovanie vyznamu inkluzivneho vzdelava-
nia v domacom prostredi. Respondentom bolo ponuknutych v tejto suvislosti sedem
vyrokov na zaznamenanie, pricom kazdy mohli hodnotit podla svojho subjektivneho
aj objektivneho usudku na piatich stupnoch, ato: vébec nie, skoér nie, stredne, skoér
ano, uplne. Otazka s moznostami oznac¢enia bola formulovana nasledovne:

1. Sduhlasite s nasledovnymi vyrokmi ohladne inkluzivneho vzdelavania?

- Nasa spolo¢nost potrebuje inkluzivne Skoly;

- Inkluzivna skola je vyhodna pre ziakov zo socialne znevyhodneného pros-

tredia;
- Inkluzivna skola je vyhodna pre Ziakov so Specifickymi potrebami;

5 Tieto Udaje sa zaznamenali pri registracii prihlasenych Gc¢astnikov na obe vikendové vzdelavania.
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- Inkluzivna skola je vyhodna pre vsetkych ziakov;
- Inkluzia je prospesna pre edukaciu;

- Po6sobim na inkluzivnej skole;

- Chcel(a) by som pésobit na inkluzivnej skole.

Pri sumarizacii vysledkov sme mohli konstatovat, ze respondenti pri vacsine
vyrokov si len ojedinele zvolili stupen vobec nie a skér nie, s vynimkou vyroku
P&sobim na inkluzivnej Skole - tam si 22,6 percent zvolila stupen vobec nie a skor
nie.

Z hladiska aktualnosti a nami skumaného inkluzivheho vzdelavania tu vyzdvihu-
jeme prvy vyrok tejto otazky, v ktorom sme zistovali, aky maju nazor pedagogovia
a buduci pedagogovia ohladne potreby s§kél a skolskych institucii s inkluzivnym
pristupom. Vysledky su pozitivne, totiz podla odpovedi az 51,6% opytanych tvrdi,
ze nasa spoloc¢nost potrebuje inkluzivne Skoly, dalsie pozoruhodné percento,
presne 37,1% opytanych volilo moznost skoér ano, a len 9,7% povazuje za stredne
dolezitu potrebu mat v nasej spolo¢nosti inkluzivne skoly (Graf &. 1.).

Ako potvrdzuju sumarizované vysledky danej otazky, osloveni pedagdgovia
vnimaju inkluzivne vzdelavanie pozitivne. Je vSak dolezité si uvedomit, ze respon-
denti sa dobrovolne prihlasili na vzdelavanie pedagogov zamerané na tuto tému.
Hoci nasa vzorka zahfha ucastnikov z réznych regionov Slovenska (Obr. ¢. 1),
nie je reprezentativna, a preto tieto vysledky neodzrkadluju postoje vsetkych ped-
agogov ani celej spolo¢nosti.

Odpovede respondentov ohladne potreby
inkluzivnych skél

371
 S—

Uplne Skér ano Stredne Skér nie Vébec nie

percento

1. Graf: Percentualne vysledky odpovedi respondentov na otazku, ¢i nasa spolo¢nost
potrebuje inkluzivne skoly (Zdroj: vlastny graf)
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Druhu vybranu otazku z dotaznika tvorila otazka v nasledovnom zneni:
2. Boli pouzité pocas vzdelavania také metody, techniky, pristupy, ktoré ste
pred tym nepoznali? Ak ano, upresnite, ktoré!

Respondenti tuto otazku zodpovedali rézne. Uvadzali aj konkrétne novo na-
dobudnuté a spoznané metody, techniky a pristupy, ale boli aj stru¢né odpovede
v zneni ,ano“ ¢&i ,nie”. NizSie uvadzame v prvom rade konkrétne, respondentmi
uvedené a zaznamenané metody, pristupy a nasledne uvadzame vybrané zaznamy
vSeobecneho charakteru.

a) Konkrétne uvedené nové metody, techniky, pristupy:

‘

,,Dramatopedagogika“; , Tvoriva dramatika“; ,,Dramatopedagogické metody*;
,Dramatické ulohy*“; ,,Pozitivna pedagogika*“; ,,Motivacny kalendar”; ,,Motivacny
poster”; ,Fotka“.

b) VsSeobecne formulované odpovede:

‘ ‘ L 66,

,Ano“  Nie, neboli; ,Vietky boli nové®; ,Poznala som ich“; ,Ano, napriklad

] ‘

dramatické metody”; ,,Nové aktivity pre prax“; ,,Ked’ sme si mali sadnut’ na sto-

‘

licku a povedat, ako by sme pomohli v danej profesii“; ,Viac ciest k inkluzii“,

Tretia otazka, ktoru sme vybrali z dotaznika na analyzu a hodnotenie, sluzila na
zistenie uspesnosti vzdelavania, a to z hladiska vyuzitelnosti a adaptovatelnosti na-
dobudnutych novych poznatkov a skusenosti do praxe. Otazka na zodpovedanie
znela nasledovne:

3. Bol nejaky prvok s$kolenia, ktory by ste mohli zacélenit do svojej pedago-
gickej praxe? Ak ano, ¢o to bolo?

Na zaklade odpovedi mozno konstatovat, Ze hlavnymi pozitivnymi prvkami
vzdelavania ,Iniciujme zmeny spolo¢ne!” z hladiska hodnotenia respondentov
boli najma ,,pojmy* ¢asto opakované, ako: aktivita, tvorivost, motivacia. Z odpovedi
tu vyberame a citujeme v prvom rade tie, ktoré jednoznacne vyzdvihuju uvedené
prvky, nasledne uvedieme par vybranych vseobecnejsie formulovanych odpovedi.

Konkrétne uvedené aktivity:

‘ ‘

“Tvorivé aktivity”; , Tvorivy pristup®; ,,Pozitivne myslenie*; Tvorba motivacného

‘ ‘

posteru”; ,Motivaény kalendar; ,,Prvky dramatopedagogiky”; ,Situacné hry*;
»Praktické ¢innosti*; , Priklady dobrej praxe”; ,Vymena skusenosti*.

Vybrané vSeobecne formulované odpovede respondentov, Ci by mohli z absol-
vovaného skolenia nejaké prvky zaclenit do svojej pedagogickej praxe:

,UrCite ano, ba vsetky“; ,VSetky"; ,VSetky aktivity"; ,,Aktivity s detmi“; ,,ZlepSit
inklaziu na Skole*”.

Stvrtou nami vybranou a analyzovanou otazkou z dotaznika sme mali na zreteli
zistovat, ¢i by respondenti mali zaujem o dalSie podobne orientované vzdelavanie.
Z toho dbvodu bola otazka formulovana nasledovne:

4. Zucastnili by ste sa podobného vzdelavania v budiucnosti?

Odpovede respondentov z hladiska prieskumu boli pozitivne, nakolko nad-
poloviéna vacésina 54,8% odpovedi ,,ano* tvori pozitivny vysledok. Odpoved' ,nie”
zaznacilo 27,4% respondentov a na moznost' ,neviem* reflektoval 17,7% respon-
dentov (Graf €. 2.).
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Zucastnili by ste sa podobného
vzdelavania v buducnosti?

percento

17,7

Ano Nie Neviem / Nechcem
odpovedat

2. Graf: Odpovede respondentov ¢i by sa zUc¢astnili podobného vzdelavania aj v budicnos-
ti (Zdroj: vlastny graf)

Na zaver skumanych otazok vybranych z dotaznika respondenti mali moznost
volne, individualne so subjektivnym pohladom vyjadrit svoje skusenosti, nadobud-
nuté dojmy a nazory v suvislosti s trojdnovym vzdelavanim ,/niciujme zmeny spo-
loéne!”, a to prostrednictvom otvorenej otazky na konci dotaznika. V tejto Casti
sme ziskali mnoho pozitivnych nazorov a myslienok, ktoré potvrdzuju vyznam,
hodnotu, aktualnost i potrebu vzdelavania so zamerom rozvijania inkluzivnych a ko-
munikacnych postojov pedagogov, a to z hladiska profesijného, spolocenskeho
i humanneho. Z odpovedi vyberame tie, ktorych vypovedna hodnota dosvedcuje
a podciarkuje mimoriadny vyznam prezentovanych vzdelavani, workshopov, absol-
vovanych prikladov dobrej praxe pre adresovane odborné ale i dalsie zaintereso-
vané strany a komunity. Na zaklade analyzy obsahu odpovedi ich zaradujeme do
dvoch vacsich celkov, a to:
a.) odpovede zdoéraziujuce potrebu rozvijania a zvySovania odbornej pripravy
ucitelov a buducich ucitelov v oblasti (aj) inkluzivneho vzdelavania;
b.) odpovede vyzdvihujuce motivacny charakter a pozitivne prvky vzdelavania
vo vSeobecnosti.

Jednotlivé uvedené hladiska v nasledovnych riadkoch demonstrujeme niekolkymi
vybranymi odpovedami respondentov.

a.) Odpovede zdéraznujuce potrebu rozvijania a zvySovania odbornej pripravy
ucitelov a buducich ucitelov:

,Vzdelavanie ucitelov je velmi dblezité, aby dokazali pracovat so Ziakmi
réznymi inovativnymi sp6sobmi a odovzdavat vedomosti.“
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~Musime zlepsit inkltziu v Skole, pretoZe nie je dostatoc¢na.”

b.) Odpovede vyzdvihujuce motivujuci a pozitivny prinos vzdelavania ,,Iniciujme
zmeny spolocne!”:

,Skolenie bolo vel'mi motivujiice a indpirativne. “

,Dakujem za vel'mi prijemné a prinosné $kolenie.“

,Dakujem za UZasné lektorky a sprievodkyne vzdelavanim.“

,CviCenia, vymena skusenosti, spolo¢né rieSenia, timova praca, vsetko
uzasné.”

,Dakujeme za moZnost.*“

,Skolenie bolo vel'mi prospesné a inspirativne.“

Na zaver vzdelavania pedagogov a buducich pedagégov ,,/niciujme zmeny spo-
loCne!” 4K - priklady dobrej praxe v oblasti edukacie - Komunikacné, kritické,
kreativne, komunitu podporujuce priklady dobrej praxe organizovaného a reali-
zovaného v ramci medzinarodného projektu Inclusion4Schools HORIZON 2020,
vyvstava diskutovat ziskané vysledky.

Na zaklade skusenosti i odpovedi respondentov, resp. na zaklade vysled-
kov prieskumu, ako aj vdaka pozitivnym ohlasom a vyjadrenym nazorom ucast-
nikov vzdelavania, mozno jednoznacéne konstatovat, ze vzdelavanie pedagdgov
a buducich pedagogov ,Iniciujme zmeny spolocne!” s cielom umoznit ucast-
nikom aktivne sa podielat na realizacii rozvoja a inovacii svojej skoly, institucie,
komunity splnilo svoje stanovene ciele.

V troch polozkach mézeme poukazat na pozitivne vysledky, na zaklade ktorych
mozno konstatovat pozoruhodnu efektivitu, aktualnost a uspesnost vzdelavania.
Potvrdzuju to vysledky odpovedi respondentov na otazku formulovanu v dotazniku,
podla ktorej respondenti svojimi vyjadreniami potvrdili fakt, ze v ramci vzdelavania
sa mohli zoznamit a pracovat’ s témami, ktoré ich mimoriadne zaujali, lebo su
vyuzitelné v pedagogickej praxi. Taktiez sa da hodnotit ako vyrazny vysledok postoj
respondentov suvisiaci s vyrokom, ¢i nasa spolo¢nost potrebuje inkluzivne skoly.
Prevazna vacsina, t. j. 51,6% volilo suhlasni moznost ,,uplne potrebuje” a 9,7%
opytanych potvrdilo potrebu inkluzivneho $kolstva v miere ,,skér ano*. Za pozitivny
vysledok sa daju povazovat aj vysledky odpovedi na otazku, ¢i by sa respondenti
zucastnili podobného vzdelavania so zamerom rozvijania inkluzivnych postojov aj v
buducnosti. Nadpolovi¢navacsina, presne 54,8% respondentov svojou odpovedou
vyjadrilo svoj zaujem o Ucast na podobne orientovanom vzdelavani. Uvedené su-
marizované vysledky jednoznacne svedcia o hodnotnom a zodpovednom pristupe
skupiny pedagdgov a buducich pedagdgov ku svojej profesii, v sulade s aktualnymi
vyzvami a inovativnymi edukacnymi i kulturno-spolocenskymi potrebami 21.
storocia.

Ziskané, sumarizované a vyhodnotené vysledky prieskumu, vratane vysledkov
v pozitivnom zmysle dokazuju, ze postoje pedagogov a buducich pedagogov
ohladne inkluzivheho vzdelavania su perspektivne a su v sulade s medzinarodnym
trendom, nakol'ko podla studie Kiviranda a kolektivu (2022) je inkluzivne vzdelavanie
klucové pre rozvoj pozitivnej kultury v skolach, kde sa podporuje spolupraca medzi
réznymi aktermi, ako su ucitelia, rodiCia a komunita. Tieto skoly nielenze zlepSu-
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ju akademické vysledky ziakov, ale tiez prispievaju k rozvoju socialnych zru¢nos-
ti a empatie medzi vSetkymi Studentmi. Rovnako, studia Dessemonteta a kolek-
tivu (2011) ukazuje, ze inkluzivne vzdelavanie ma pozitivny vplyv na akademickeé
vykony a adaptivne spravanie deti s intelektualnym postihnutim, ¢o naznacuje, ze
vSetci ziaci profituju z uenia sa v rozmanitych prostrediach. Opoku-Nkoom a Ack-
ah-Jnr (2023) vo svojej studii zdéraznuju, ze uspesna implementacia inkluzivheho
vzdelavania si vyzaduje silnu spolupracu medzi skolami, rodicmi a komunitou. Ich
vyskum ukazuje, ze zapojenie rodi¢ov do rozhodovacich procesov je klucoveé pre
podporu deti so Specialnymi potrebami (Opoku-Nkoom a Ackah Jnr 2023). Ten-
to pristup je v sulade aj s nazormi Rasmitadila a spolupracovnikov (2022), podla
ktorych spolupraca medzi univerzitami a skolami zvySuje kompetencie ucitelov a
prispieva k rozvoju inkluzivnych praktik.

Progresivne pristupy a kulturne inovacie su akcentovane aj v studii autorov Budi-
arti a Sugito (2018), v ktorej sa uvadza, ze niektore skolské komunity prijali koncept
inkluzivnych skol prostrednictvom kultarnych inovacii a politik, o naznacuje, ze
inkluzivne vzdelavanie méze byt nastrojom na prekonanie socialnych a kulturnych
bariér (Budiarti a Sugito 2018). Taktiez Jannah a Hermanto (2022) poukazuju na
to, Ze inkluzivne vzdelavanie je alternativou, ktora pomaha znizovat diskriminaciu a
zabezpecuje kvalitné vzdelanie pre deti so Specialnymi potrebami.

Na zaklade uvedenych studii je zrejmé, ze inkluzivne Skoly su nevyhnutné pre
rozvoj spravodlivej a rovnej spolocnosti. Tieto Skoly nielenze podporuju akade-
micky a socialny rozvoj deti so Specialnymi potrebami, ale tiez prispievaju k vytvara-
niu tolerantnejsej a empatickejSej komunity. Spolupraca medzi skolami, rodiCmi
a komunitou je klucova pre uspech inkluzivneho vzdelavania, a preto je potrebné
pokracovat v podpore a rozvoji tychto iniciativ. M6zeme konstatovat, ze osloveni
ju progresivny pohlad a inovativny postoj suvisiaci s rozvijanim, budovanim a skva-
lithovanim vzdelavania buducich generacii v nasej spolo¢nosti.

Zaver

Prostrednictvom obsahu a absolvovanych prikladov dobrej praxe v ramci vzdelava-
nia ,/niciujme zmeny spolo¢ne!” 4K - priklady dobrej praxe v oblasti edukacie
- Komunikacné, kritické, kreativne, komunitu podporujuce priklady dobrej
praxe, organizovaného a realizovaného v ramci medzinarodného projektu In-
clusion4Schools HORIZON 2020 sa podarilo ponuknut pedagdgom moznost
a priestor na rozvijanie a zdokonalovanie svojich inkluzivnych a komunika¢nych
postojov, ktoré v podstatnej miere dokazu zurocit vo svojej priamej edukacnej pra-
xi, adaptovat do vychovno-vzdelavacieho procesu, a to v sulade s profesionalnymi
i kulturno-spolo¢enskymi vyzvami 21. storocia.
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Abstract

The paper presents the application of the Flow-based pedagogical model in educa-
tion, focusing on a combination of experiential, play-based and collaborative methods.
This paper presents the application of the Flow-based pedagogical model in educa-
tion, focusing on a combination of experiential, play-based and collaborative meth-
ods. This model promotes experiential learning and creativity, and prepares students
for the world of work and sustains higher achievement. The flow-based pedagogical
model is an excellent way to implement good practice supported by digital tools. In
this research, lessons based on the flow-based pedagogical model were analysed. In
this study, we aimed to present the results of the study of lessons based on the flow-
based pedagogical model, focusing on the development of communication skills.
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Theoretical background

In the theoretical background, we explore literature related to the research, focus-
ing on obtaining as much information as possible about Generation Z, flow theory,
and the learning environment. Generation Z in higher education uses completely
different learning principles to acquire knowledge (Don Tapscott 2001), therefore
the use of flow in education in the 21t century provides learners with the experi-
ence of flow (Mihaly Csikszentmihalyi 1997) and at the same time creates a con-
structive learning environment (Istvan Nahalka 1997). We consider it important that
the learning environment includes two elements: digital and traditional teaching
methods. We consider it important that the learning environment comprises two
elements: the digital and the traditional educational methods. Both should be main-
tained during a given lesson. Based on this idea, the research was designed to ex-
amine whether this concept is valid or not. The three most important points are the
representation of positive psychology, flow, and creativity during a given lesson.
First theory is the positive psychology: Researchers (Mihaly, Csikszentmihalyi
- Martin Seligman 2000) explain that learners associate a feeling or emotion with
every situation. Teachers can use this in the classroom. Learning associated with
digital experiences can trigger the flow channel and therefor achieve the flow ex-
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perience. It is important for teachers to avoid a lack of motivation in the classroom
and use teaching methods that can keep students’ attention. A useful feature of
positive psychology is the ‘PERMA’ model (Martin Seligman 2011), where P stands
for positive emotions, E for engagement, R for relationships, M for meaning, and A
for achievement. According to Martin Seligman - since 2018 - six factors contrib-
ute to the experience of well-being: positive emotions, engagement, relationships,
meaning, achievement and vitality (Figure 1). Positive psychology emphasizes the
joy inherent in learning and development, self-esteem, the perception of success
as a reward, active efforts to improve, and the importance of curiosity.

Figure 1: PERMA + V model
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Second theory is the flow: According to Mihaly Csikszentmihalyi (1997), most peo-
ple expect flow or experience from changes in external conditions. If we seek out
challenges, we can experience the moment of flow. Flow can be achieved if the
achievement of such challenges generates new desires. Empirical research sug-
gests that there are many ways to achieve mind control, but they all allow for the
pleasure of discovery. This is how a learner can reach an advanced level of per-
formance because of their concentration and motivation levels are at their highest.
This can be considered as the FLOW state. This way, the learner's performance
increases, and they can experience a more complex state of consciousness and
reach a more advanced level of self-awareness, which is key to the flow experi-
ence. It is when we can exceed our expectations and have an experience that we
had not previously anticipated.
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Third is the creativity: Rhodes’ theory (James Melvin Rhodes 1961) identifies
four areas of creativity: 1. Personality, 2. Process, 3. Press, and 4. Product. Cre-
ativity requires the creative person, the process of creation, the external environ-
mental influences, and the result. According to Mihaly Csikszentmihalyi (2008),
creativity can be developed. When people experience a high degree of pleasure,
their concentration is focused on the challenging task, and that is when they expe-
rience the ultimate experience. Creativity is also influenced by thinking skills and
personality factors. One of the challenges of the 21stcentury is to rebuild cognitive
flexibility in Generation Z, achievable through methodological innovation by teach-
ers. Creativity has three components: the domain associated with symbolic rules
and processes, the circles of experts who decide which products or ideas are to
be included in the domain, and the individual who is the creator of creative ideas
and products. Creativity can be described as a process in which the student cre-
ates something novel, original, and usable. It is essential to maintain the curiosity
of the student in the classroom through innovative tools, methods, and procedures.
When applied with the right teaching methodology, these result in improved per-
formance, a sense of achievement, and high levels of motivation among students.
According to Vlad P. Glaveanu - James C. Kaufman (2019): Creativity can and
should be educated. It is now seen not only as a characteristic of talents but also
as a skill essential for everyone to thrive in the 21 century.

Finally, let's discuss what stimulates creativity in individuals. According to the
Matrix of Creativity Types by Unsworth (2001), creativity is influenced by empower-
ment and various motivational factors. This model, from industrial and organization-
al psychology, highlights the context—whether the problem is open or closed—and
the motivation driving engagement, whether intrinsic or extrinsic. Unsworth’s model
outlines four categories of creativity:

Responsive Creativity: This involves performing a specific activity driven by ex-
ternal motivation, like solving a problem within predefined constraints in response
to external demands.

Expected Creativity: Here, there is encouragement to be creative within an
open context, driven by intrinsic motivation. There’s more freedom, but also an
external expectation to produce creative outcomes.

Contributory Creativity: This is interest-driven and focused on a particular sub-
ject. It involves deep personal interest and engagement in a specific area, leading
to focused and productive creative efforts.

Proactive Creativity: This aligns with traditional definitions of creativity, where
individuals create for personal reasons and according to their own guidelines. It is
self-directed, driven by internal motivation, allowing for the highest degree of free-
dom and personal expression.

Understanding these categories helps us recognize that creativity can be stimu-
lated in different ways, depending on the context and the type of motivation in-
volved. Empowering individuals to engage in various forms of creativity, whether
through external incentives or fostering intrinsic interests, can enhance their crea-
tive output and satisfaction.
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Key goal

Lifelong learning is all about giving students the right knowledge so they can learn
in a motivated and enjoyable environment. According to Andreas Héjj's cybernetic
model from 2013, when students receive more emotional support, they feel more
secure. This increased sense of security makes them more willing to engage with
new learning materials, pay attention, and experiment. As a result, they experience
more success from their own efforts, which boosts their competence.

Methodology

For our research, we used the flow-based pedagogical model (Dalma Lilla Dominek
2022). According to proponents of positive psychology and flow theory, the focus
should be on the positive aspects of life, such as happiness, self-actualization, and
the ability to make the right choices (Seligman - Csikszentmihalyi 2000; Szondy
2011). Students thrive in digital environments because they face challenges that
encourage them to think, solve problems, and collaborate, which helps develop
their competence and creativity (Labancz - Barnucz 2016). One of the goals of
teaching with digital creative content is to help students enter the flow channel and
experience flow state. This idea is also supported by the flow-based pedagogical
model (Dominek, 2022), which incorporates creativity, flexible thinking, and even
humor into education.

This model aims to create a flow experience and challenge, while also devel-
oping creative communication. The Flow-based peadgogical model is an innova-
tive teaching method. We believe it is important for the teacher to be able to plan
the curriculum, apply teaching methods, develop skills and measure the process
based on the model. The figure2 shows that the curriculum should be designed
with a positive approach, with content that creates experience, novelty and ex-
citement for the students. By combining these with teaching materials, we can
increase student attention and motivation. A model is valuable if it provides oppor-
tunities for measurement, so the figure includes a testing system that teachers can
use to check the effectiveness of their teaching (Figure 2).
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Figure 2: Flow-based pedagogical model
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Competence development

The main aim of the research is to understand students’ reactions to integrating
traditional and ICT tools in the classroom and to suggest the pedagogical elements
needed to make the flow experience available in higher education, thereby intro-
ducing a flow-based pedagogical model. To improve the students’ flow state and
knowledge, the presenter conducted a pilot research at the Ludovika University of
Public Service, using ICT tools in a communication class based on the flow-based
pedagogical model.

Measurement tools

Two tests were used for the purposes of our research:

1: The Personal Communication Style Questionnaire, while not a validated ques-
tionnaire, helps researchers understand students’ personal communication styles
and develop them during training. This questionnaire is used in several research
projects, such as at the University of Szeged. For our research, it was important
to know the communication style and self-image students bring to and leave the
training with. It provides crucial feedback for researchers to measure whether
individual communication can be improved during the training.

2: The Dominek’s Learning Flow Questionnaire (DLFQ) (Dalma Lilla Dominek
2023) measures the flow experience during learning activities. The purpose of
the questionnaire is to identify the state of flow in relation to learning and to under-
stand the factors contributing to engaging and enjoyable learning experience. The
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DLFQ can measure the impact of different learning environments and methods on
students’ experience of flow and assess the extent to which a particular pedago-
gical method enhances this experience. Based on the DLFQ results, educators
can modify learning environments and methods to enhance students’ experience
of flow. The questionnaire helps identify factors that increase learners’ motivation
during learning activities. In the questionnaire developed by Dominek, respondents
were given 16 statements and asked to rate their agreement on a 5-point Likert
scale (1 = strongly disagree; 5 = strongly agree). The 16-item questionnaire con-
sisted of two factors: the immersion factor, which relates to the basic conditions for
entering the flow zone, and the balance factor, which summarizes the phenomena
accompanying the flow.

The introduction of the research

A total of 98 students participated in the survey. The research was conducted
over two courses, with one courses each semester. Study Group 1 focused on
Persuasive Communication and included 26 students. Study Group 2 focused on
Customer Communication and included 72 students. All participants were full-time
students, and the same teacher taught both subjects and all lessons. It's important
to note that the students in the two subjects were not the same.

During the research, we formulated two hypotheses:

(1H): Higher education institutions can provide students with a curricular learn-
ing experience based on the flow-based pedagogical model.

(2H): In teaching the subject of communication, the flow-based pedagogical
model can be developed and the teacher can create a constructive learning en-
vironment in the classroom where students can work together and support each
other.

Results of FLOW

For Persuasive Communication (Table 1), 85.33% (percent) of the students achie-
ved a continuous state of flow, showing full engagement. The balance factor re-
ached 83.07%, and the immersion factor was 87.59%. This indicates that it was
possible to keep the students in a sustained state of flow throughout the lesson.
On average, students scored 33.23 out of a maximum of 40 points for the im-
mersion factor and 35.03 points for the balance factor. For Customer Communi-
cation (Table 2), a constant state of flow was also observed, with involvement at
86.40%. Both the balance factor and the immersion factor showed a flow score of
86.21%. On average, students scored 34.48 points for the deepening factor and
34.63 points for the balance factor.



Dalma Lilla Dominek | 24

Table1: Persuasive communication

_ persuasive communication 83,077

_ persuasive communication 87,59641
_ persuasive communication 85,3365

Table2: Customer communication

_ customer communication 86,21525

_ customer communication 86,59725
_ customer communication 86,40625

Looking at the entire dataset (Table 3) with 98 respondents, we can conclude that
students were in a sustained flow state. After the complete analysis of the selected
lessons, the following results were obtained (N=98 people): the data of the re-
spondents show that they have reached a state of sustained flow for the compulso-
ry lessons, since both factors show results above 80%. | would like to emphasise
that the time intervals of these lessons were up to 6 hours. During this time it was
possible to keep the students in a constant flow state.

Table3: Persuasive communication & customer communication

ersuasive communication
- e 85,38275
&customer communication

ersuasive communication
. catlon g6 86225
&customer communication

ersuasive communication
2 catlon g6 1205
&customer communication
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Results of communication development

The Table 4 shows that our persuasive communication efforts have resulted in a
25% improvement in performance compared to the initial input percentage. Next,
Table 5 illustrates that we have also seen a significant 34% increase in the hours
dedicated to customer communication.

Table4: Persuasive communication

- persuasive communication  63%
- persuasive communication  88%
- persuasive communication  25%

Table5: Customer communication

- customer communication  54%
- customer communication  82%
- customer communication  34%

Finally, Table 6 provides an overview of our entire database, which includes re-
sponses from 98 participants. From this data, we can conclude that there has
been notable development in communication skills across both subjects.

Table 6: Persuasive & customer communication

persuasive communication &
customer communication

persuasive communication & 859
. . 0
customer communication
persuasive communication & o
. 29,5 %
customer communication

58,5%
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Consequences and conclusion

With the application of the flow-based pedagogical model or a complex teaching
environment, we see several key benefits. First, there’s the flow state of the stu-
dents. This means their involvement in the classroom is enhanced through both
challenge and experience. Second, we observe significant development in com-
munication skills. As for the consequences: The implementation of the flow-based
pedagogical model has been successful. Teaching and learning are now perceived
not just as methods of getting knowledge, but also as challenges and enriching ex-
periences. Lastly, a broader adoption and implementation of the flow-based peda-
gogical model by universities is recommended.

Two student assessments related to the lessons are presented. The first one is
about the persuasive comminucation (figure 3):

Figure 3: Persuasive comminucation
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The second is about the customer communication (figure4):

Figure 4: Customer communication
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In conclusion, the research can serve as a guide: Students feel comfortable in
such a complex environment where they are challenged. They are driven to think,
solve problems, and collaborate. We are also developing essential competencies
for the labor market and communication skills. The focus is on the methodological
features of the 21st century and the challenges of teaching. In my opinion: This
research can be a good start to formulate proposals for improving communication
and to start putting them into practice.



27 | Improvement of experience and communication skills in education

References

Csikszentmihalyi, Mihaly (1997): Flow. Az aramlat. Budapest: Akadémiai Kiadé.
Csikszentmihalyi, Mihaly (2008): Kreativitas. A flow és a felfedezés, avagy a talalékonysag
pszichologiaja. Budapest: Akadémiai Kiado.

Dominek, Dalma Lilla (2022): On flow-based pedagogic model. The emergence of expe-
rience and creativity in education. Eruditio - Educatio 17 (3), 72-82.

Dominek, Dalma Lilla (2023): Dominek-féle tanulasi flow kérdéiv. Belvedere Meridionale
35 (3), pp. 154-165.

Glaveanu, Vlad P. - Kaufman, James C. (2019): Creativity. In The Cambridge Handbook of
Creativity (pp. 9-26). Cambridge University Press.

Héjj, Andreas (2013): Mikor figyel a diak? Egy kibernetikai modell és a valésag [When does
the student take attention? A cybernetic model and reality]. In H. Andl & Zs. Molnar-Kovacs
(Eds.) Iskola a tarsadalmi térben és idében 2011-2012 [School in social place and time].
Pécs: Neveléstudomanyi Doktori Iskola.

Labancz, Imre - Barnucz, Noéra (2016): Kisérlet az IKT-eszkdzhasznalat hatasanak vizsgala-
tara hallgatok korében. In A felsGoktatas (hozzaadott) értéke: Kbzelitések az intézményi
hozzajarulas empirikus megragadasahoz. Felséoktatas&Tarsadalom (6). Partium; PPS;
Budapest, Nagyvarad: UMK. pp. 262-277.

Nahalka, Istvan (1997): Konstruktiv pedagogia - egy Uj paradigma a lathataron (l.). Iskola-
kultdra, 7(2), 21-33.

Rhodes, James Melvin (1961): An analysis of creativity. The Phi Delta Kappan, 42 (7),
305-311.

Seligman, Martin - Csikszentmihalyi, Mihaly (2000): Positive psychology: An introduction.
The American Psychologist, 55(1), 5-14.

Seligman, Martin (2011): Flourish. New York, NY: Free Press.

Seligman, Martin (2018): PERMA and the building blocks of well-being. Journal of Positive
Psychology, 13(4), 333-335.

Szondy, Maté (2010): A boldogsag tudomanya. Fejezetek a pozitiv pszichol6giabdl. Bu-
dapest: Jaffa Kiado.

Tapscott, Don (2001): ‘Rethinking Strategy in a Networked World, (or Why Michael Porter is
Wrong about the Internet), Strategy+business, Issue 24 (Fall)

Unsworth, K. (2001): Unpacking Creativity. The Academy of Management Review, 26(2),
289-297. https://www.jstor.org/stable/259123



ERUDITIO-EDUCATIO 2025/1 (20. vol.)
Tanulmanyok / Studies 28-37

New Perspectives in the Research of Special Education
and Disability History in Hungary

KaTta HobAsz

Abstract

The study presents the significant literature in the fields of Hungarian special educa-
tion and disability history, with particular focus on theoretical and methodological de-
velopments. The aim of the comparative analysis is to explore the growing prevalence
of interdisciplinary historical analyses which are increasingly shaped by social and
cultural historical orientations. This reconsideration of historical perspectives allows
for examining the social status, identity, and evolving educational and rehabilitative
approaches affecting individuals with disabilities. The study summarizes several meth-
odological considerations applied in the examination of disability and special educa-
tion history such as the period-specific analysis of concepts and the exploration of
intersections between institutional education and everyday life.

Keywords: history of disability; history of special education; social history; cultural
history context; interdisciplinary approach; research methodology
Subject-Affiliation in New CEEOL: Social Sciences - Education - History of Edu-
cation

DOI: 10.36007/eruedu.2025.1.028-037

Introduction

This study aims to provide an overview of the significant literature in Hungarian
special education and disability history, without aspiring to be exhaustive. Its goal
is to offer insight into the theoretical and methodological approaches that charac-
terize the interdisciplinary enrichment and development of these fields by reviewing
works that undertake historical analyses of disability and the education of individ-
uals with disabilities. The authors and writings presented in this study are notable
for their efforts to construct a comprehensive historical reconstruction of the social
and cultural perceptions of disability in relation to education. These works are re-
markable not only for their theoretical foundations and interdisciplinary diversity
but also for their methodological approaches. The methodologies applied in re-
constructing the history of disability serve as essential resources for professionals
preparing to work with the education of children with disabilities, as well as for
researchers in the field.
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Social history orientation in Hungarian research on the history
of education

More and more authors of historiographical analyses of pedagogical history draw
attention to the fact that in the field of international and Hungarian research on the
history of pedagogy, there has been a significant transformation in the research
themes, the theoretical background and the methods of reconstruction since
the 1960s (Cohen & Depaepe 1996; Depaepe & Simon 1996; Tenorth 1997;
Németh 2010). The consequence of this shift in research attitudes and theoretical
foundations has been a move away from the classical historicist perspective and
a simultaneous opening towards inter- and multidisciplinary analyses. This change
has been noticeably reflected in the impact of the new results and concepts of
social, cultural and postmodern historiography on the historiography of pedagogy
(Nemeth 2010, 149-150). In the history of pedagogical history in Hungary in the
20th century, the demand for a method of processing embedded in a broader
cultural-historical context appeared at the end of the 20th century, Hungarian re-
searchers turned towards new historical frontiers, and the paradigm shift in history
brought to the fore the approach of educational phenomena from a social-historical
perspective (Németh 2002).

Increasing emphasis has been placed on understanding the different aspects of
education and training as a complex phenomenon embedded in the social reality of
a given age. As a result, historians of education are moving beyond the traditional
themes of the discipline, such as public education, the history of institutional edu-
cation and education policy, to a greater interest in the minutiae of everyday life, the
micro-histories of individual life trajectories, and the changes in childhood, adoles-
cence, family life and the adult world'. (Németh 2002) Many issues of the history of
everyday life have been brought within the problematic and theoretical horizons of
the history of education. From this period onwards, the focus of attention of the au-
thors has increasingly turned to the inner life of schools of the old times, the devel-
opment of human relations, interpersonal relationships and pedagogical spaces.

It can be seen, therefore, that international and Hungarian research in the histo-
ry of education has undergone a significant transformation, as a result of which, in
addition to moving away from traditional approaches, there has been an increasing
emphasis on inter- and multidisciplinary approaches. This shift in approach has
been accompanied by the need to interpret educational phenomena in their social
context, thus promoting a deeper understanding of different aspects of educational
history. This thematic and methodological enrichment and broadening of horizons
is not only evident in the history of education in general but is also increasingly
present in the history of special education and in the history of disability studies,

1 A phenomenon related to this paradigm shift is that researchers in the history of education no longer
focus exclusively on children growing up in average or ordinary circumstances, but also investigate
the historical processes of the education of disadvantaged children belonging to minority social
groups (Németh 2002, 14).
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which is less than two decades old. Researchers are pushing the boundaries of
educational history and adopting new historical approaches in their work.

Interpretation of disability and special education history

Before presenting the literature on the history of special education and the history
of disability in Hungary, it is essential to review how the two fields branch out, what
different interpretative frameworks, perspectives and methods are offered and ap-
plied in the historical approach to the life, education and teaching of persons with
disabilities. The difference between the history of disability and the history of spe-
cial education is essentially due to the perspectives used in the study of the history
of disability and related social, cultural and educational phenomena, and the length
of the period under study.

Disability history is the discipline of disability studies that focuses on disability
as a social and cultural construct, and on understanding how norms, values and
attitudes to disability have evolved and changed over historical time. Research can
focus on how different periods have shaped the social status, legal status and iden-
tity of people with disabilities. Furthermore, disability history analyses the social
structures, moments and hidden ways of functioning that have influenced the ex-
clusion or inclusion of people with disabilities. (Kénczei, Antal & Kolonics 2016, 2)

The aim of research on the history of special education, on the other hand, is
to explore the interrelationships and laws of the history of curative education, to
examine the impact of historical events, turning points and personalities that have
determined its development, and to help in the planning of the special education
process (Gordosne Szabd 1997). We can see that while the history of disability
analyses the perception of disability and the situation of disabled people from a
social and cultural perspective, the history of special education focuses on the
historical development of educational and rehabilitation approaches, presenting
the pedagogical and institutional aspects of the phenomenon of disability.

The thought of Anna Gordosné Szabo (1978) give us an idea of the method we
should use in our historical research when we attempt to reconstruct the events
affecting disabled people. A particular event or section of the history of disability
and special education can only be analysed and evaluated correctly if it is seen
in the context of the developmental process and movement of which it is a part.
Furthermore, we can only gain an authentic picture of a stage in the history of
people with disabilities and special needs education if we consider its specific
problems and the laws that have governed its development in accordance with the
most general laws of social development. Thus, each historical moment can only
be critically evaluated in the context of the laws that determine the development of
society. (Gordosné Szabo 1978)
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Research methodological considerations for research on the
history of disability and special education

As early as 1933, Zoltan Toth (1883-1940) provided a guide to the historical app-
roach to the education of handicapped children, since he systematized the ques-
tions that could be included in the history of special education, and the aspects
and order in which they could be synthesized. According to his research methodol-
ogy, if the history of special needs education is to be written as a coherent whole,
it is necessary to break with the thinking applied to groups and to examine the de-
velopment of universal issues relating to the education of children with disabilities:
“This work must therefore be such as to make it possible to know the course
of development of curative education as applied to groups, in relation to the
education and training of individuals with disabilities; secondly, it must be such
as to include knowledge of the development of social activity in the history of
curative education, that is to say, it must deal with the history of the prevention
of disabilities and the development of legal, social and economic protection.”
(Toth 1933, 264) According to him, it is only possible to describe the development
of universal special education thought, its most essential moments, when the his-
torical development focusing on the education and teaching of different types of
disabilities, prevention, social, legal and economic protection is before us. Only af-
ter these antecedents can we describe the process of the development of theories
and practices directed at disabled children and the development of ideas about
the development of universal issues in special education, and then the history of
institutions (Téth 1933). Zoltan Toth's ideas already reflect an openness to interdis-
ciplinary analyses in the research topic, in the theoretical background and in the
methods used, and call for a foundation in social history and cultural history.

In 1982, Svetluse Solarova summarised the increasing difficulties that research-
ers face in writing about the history of the education of disabled children in general.
The author has synthesised her ideas in relation to the overall history of special
needs education, but we can also see these difficulties when looking at individual
areas. The need to educate people with disabilities and their pedagogy as a scien-
tific discipline is not an old one, so it can be difficult to understand and describe
it without distortions. A coordinated, coherent approach is made difficult by the
interdisciplinary interaction that is a specific feature of special needs education.
These disciplines - such as philosophy, anthropology, theology, sociology and
many medical disciplines - are not fundamentally part of pedagogy, but it is inevita-
ble that the interfaces between these disciplines are included and analysed in our
investigations (Solarova 1982 cited in Bachmann 1992).

Gyodrgy Konczei, in the first historical chapter of the volume , A Taigetosztdl
az esélyegyenléségig”, quotes Leo Oppenheim: ,What is needed is a way of
looking at things that evaluates the achievements of the past in the context of
their own time and does not try to fit them into a comprehensive development
scheme at any cost” (Oppenheim 1977, 373-374, quoted in Konczei 2002: 30).
These lines and the above quotations highlight the fact that instead of imposing



Kata Hodasz | 32

developmental patterns, we must strive to preserve the realism of the facts we dis-
cover, their embeddedness in everyday processes. If we fail to do so, we will seek
answers from a 21st century perspective, using historical parallels to try to explain
the issues of the present. In addition, we may look for examples from the past
to confirm or refute a particular opinion or theory, which is facilitated by the rich
repository of history, since we can find examples for everything. (Magyar 2018)
»Therefore, if we approach an age or culture not with its own values and stan-
dards, but with our own presuppositions, we will hardly understand its essen-
ce” (Kbnczei 2002, 30).

Miklos K&szeghy and Szabolcs Parragh draw attention to further methodological
challenges in disability history research. In their view, it is a methodological mistake
to try to understand the phenomena of the past on the basis of the conceptual
framework and questions of the present. Indeed, before the 19th and 20th cen-
turies there was no “linguistic space” in which society could define the situation
of disabled people or their relationship to the majority. ,,In a sense, then, we are
back to asking the wrong questions when we are interested in the situation of
disabled people in the past. Social rejection or support are relations that were
institutionally and linguistically unknown until the late modern era.” (Készeghy
& Parragh 2016, 532) We should therefore refrain from looking for contemporary
concepts of special education or disability studies in contemporary sources and
projecting current professional concepts and expectations back into the past.

At the same time, Walter Bachmann points out that , history is never limited
to the past, but also includes those whom science is directed at, and thus
enables them to reflect on their own. Thus, knowledge of the past fate of the di-
sabled contributes to the understanding of their present situation as something
historically happened, something created by people and thus changeable”
(Bachmann 1992, 30-31). Epistemological relativism, the co-existence of many
different “truths”, is now accepted in historiography. According to postmodern his-
toriography, the exploration of the past results in a multiplicity of different readings
and interpretations, the comparison and reconciliation of which form the historical
knowledge that is incorporated into our knowledge of the past (Golnhofer & Sza-
bolcs 2016). The researcher’s present circumstances, his or her vision and current
knowledge can help us to develop a differentiated historical perspective that treats
the periods under study with respect and due humility.

Recent trends and research topics in the history of disability
and special needs education

In Hungarian publications examining the historical aspects of disability and the ed-
ucation of children with disabilities, the need to place them in a cultural-historical
context and to be open to border studies has become increasingly emphasised
(Magyar 2018). These researches are characterised by an increasingly differen-
tiated approach, which no longer focus exclusively on the historical aspects of



33 | New Perspectives in the Research of Special Education and Disability History in Hungary

institutional education, but are often located in overlapping fields: among others,
the history of curative education, the history of disability, the history of children’s
age and social history.

One of the first examples of this approach in Hungary in the field of the history of
disability is the book by Zsofia Kalman and Gyoérgy Kénczei, titled ,,A Taigetosztol
az esélyegyenléségig”, published in 2002. The historical overview of the volume
shows the changes in the perception of people with disabilities from antiquity to the
present day, highlighting how social attitudes surrounding disability have evolved.
The authors include perspectives from different cultures, religions and historical
periods that have contributed to the development of attitudes towards disability. A
key element of the volume is also an analysis of the evolution of disability policies
in the 20th century, with a particular focus on the strengthening of human rights
perspectives and international efforts to achieve equal treatment.

In the first chapter of the book by Zsoéfia Kalman and Gyorgy Kénczei, we read:
»In the long term, the task will be to reconstruct the social status of people
with disabilities, the reasons for their disability, whether they were able to work,
marry, have children, the extent to which they were separated from society,
what happened to severely disabled children, and so on. When we started this
research, there were hardly any publications on this subject. Nowadays, there is
work on these issues in many parts of the world, but it will take generations of
joint work to get a much clearer picture than we have at present. What is most
striking even today is the almost complete lack of literature on the history of dis-
ability.” (Kénczei 2002, 29) In her doctoral dissertation (2017), Emese Berzsenyi
cites , Disability History Konstruktionen von Behinderung in der Geschichte: Die
Einfiihrung” (2010), edited by Elisabeth Bosl, Anne Klein and Anne Waldschmidt,
as a source that shades the gaps in European research on disability history. Ac-
cording to the volume, disability history has only recently become a new discipline
of historiography in the Anglo-Saxon context (Bdsl 2010 cited in Berzsenyi 2017,
11-12).

An example of the interdisciplinary approach is the volume of studies ,Ta-
gabb értelemben vett gydgypedagdgia” edited by Péter Zaszkalicky and Tamas
Verdes, first published in 2004, which is of importance beyond the field of educa-
tion: it presents perspectives from history, literary history, art history, philosophy
history and religious history, among others. In addition to providing insights into the
(historical) concept and dimensions of disability from different disciplines, it also
allows the disciplines to examine the issue through their own problem horizons,
going beyond the narrow understanding of education and special education, and is
thought-provoking for researchers in special education and disability history. ,The
boundaries of special education in the broader sense are defined by discipli-
nes in which the phenomenon of disability, as a central category of special
education, is generally marginalised and usually only comes into the field of
research as a result of interdisciplinary links with the science of remedial edu-
cation” (Zaszkaliczky & Verdes 2016, 11). The aim of this volume is therefore not
only to explore disability in the context of remedial education, but also to place it in
a broader context. In this way, the phenomenon of disability becomes an object of
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study in academic disciplines where it is traditionally less present. This approach
can be a stimulus for the history of special education and disability, and even for
the social sciences, to bring new perspectives to the understanding and analysis
of different aspects of disability. The volume is a thought-provoking stimulus for
researchers to explore the concept and phenomenon of disability within a broader,
less conventional scientific framework. These comprehensive approaches not only
enrich knowledge in special education but can also generate new syntheses in
understanding the history of disability and its perception in society.

Katalin Kéri (2010) draws attention to the fact that in researching the history of
education, it is necessary to understand the universal history of education from a
broad perspective. In every historical period and place, people are both the prod-
uct and the shaper of the historical process, as well as the creator of pedagogical
ideas (Keéri 2010). In this respect, the work of Emese Berzsenyi is of fundamental
and pioneering importance in the research of the history of disability, since no
work of this kind was previously known not only in Hungarian literature, but also in
the literature of the Anglo-Saxon and German-speaking worlds, which summarised
the history of disability and the education of disabled people from a similar per-
spective.? The author of , Kivalasztott vagy megbélyegzett? - Tanitasok a fogya-
tékossagrol: a zsiddsag, a kereszténység és az iszlam szent kényvei szerint”
was published in 2020 as a monograph for her doctoral thesis. The volume pres-
ents a comparative religious history of the life and education of persons with dis-
abilities from the teachings of the Abrahamic religions, providing insights into their
attitudes and teachings on disability. Anna Gordosné Szabo (1978) points out that
there are few sources available on the treatment of disabled people and attempts
to deal with them up to the Middle Ages, since few sources provide information on
everyday life in prehistoric and ancient societies. The importance of this volume is
therefore demonstrated by the fact that it presents the lives, social status and edu-
cational opportunities of people with disabilities in a contextual and chronological
context, sometimes structured according to the type of disability, which traces the
most important task of the scriptures, that of social teaching on disability. The his-
torical field of the research moves from the prehistoric introduction to the ancient
period with occasional commentaries on the early Middle Ages.

Continuing historical research in 2024, Emese Berzsenyi's book titled “Blinds
vagy artatlan? - Az europai kbzépkor fogyatékossagtorténete” (Berzsenyi,
2024a) was published. In this case, the researcher of the history of education,
special education and disability has in her hands a work that is inescapable in many
respects. On the one hand, it is also striking how the interpretation of disability
is embedded in the social, economic and religious contexts of the time, which
are also described in detail in the book - providing a valuable source for border
studies; on the other hand, in a world of writings reporting on the results of sci-
entific research, its clear language and comprehensible structure are sometimes
surprisingly effective. The volume is an outstanding example of the interdisciplinary

2 Her studies outside the more narrowly understood history of disability contribute to the understand-
ing of the universal history of education (see for example Berzsenyi 2014, 2015).
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approach mentioned in the introduction to this paper, since it draws attention to
environmental factors (see the chapter on ,,A k6zépkor életvilaga és ebben a
fogyatékos személyek helyzete, lehetéségei”) in addition to religious, philosoph-
ical, anthropological and cultural connections.®

An example of the connection between classical social sciences and the histo-
ry of childhood, the history of mentality, the history of everyday life and historical
iconography is provided by Adél Magyar's doctoral thesis defended in the spring
of 2017 at the Education and Society Doctoral School of Education of the Univer-
sity of Pécs, and the resulting volume ,Fejezetek az értelmifogyatékossag-kép
torténetébdl” (2018).* The central theme of the investigation was to explore how
the social image of children and adults with intellectual disabilities developed and
changed, with particular attention to the perspectives of childhood and the history
of mentalities, from the image of individuals in the ancient Near East and antiquity
up to the end of the 19th century. The volume provides an insight into the per-
spectives on people with intellectual disabilities in different historical periods and
cultures, and the roles and social status attributed to them by contemporary com-
munities. The author provides a comprehensive historical perspective that goes
beyond the mere presentation of facts. The book addresses the social and medical
discourses of the time, giving the reader an insight into how intellectual disability
was shaped by the ideologies of different periods. Of particular interest is the way
in which the author explores the duality of confinement and cure, showing society’s
exclusionary and inclusive approaches and how these attitudes have changed un-
der different historical and social influences.

Conclusion

This paper serves as an introduction to a larger, ongoing academic project and
aims to present new Hungarian directions and theoretical and methodological
frameworks in the study of disability and special education history. Since the mid-
20th century, the discipline of educational history has undergone transformation,
reflecting an interest in social history perspectives and interdisciplinary approach-
es which is also evident in the examination of events impacting the lives of people
with disabilities. The monographs cited above highlight innovative aspects in the
study of disability and special education history (such as the analysis of social and
environmental contexts) and are essential for modern research approaches, while
theoretical and methodological innovations provide an opportunity for a broader
understanding of the phenomenon and history of disability.

3 Further studies of the author related to the period are Berzsenyi 2024b.
4 For further studies on this topic, see for example Magyar 2019, 2020.
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Introduction - a contemplation on the education of history

One of the primary objectives of history education is to teach students critical think-
ing skills, the ability to identify connections, and an understanding of global events
(Gyertyanfy 2014). According to Andras Gyertyanfy, history education in Hungary
currently faces two significant challenges. First, completing the curriculum in se-
condary schools is often an unattainable goal. Frequently, insufficient attention is
given to 20th-century history, with teachers failing to “reach the end of the materi-
al” (Gyertyanfy 2014). This omission is particularly problematic, as understanding
contemporary global conflicts requires a foundational knowledge of 20™-century
events. Second, teachers tend to employ a narrative-driven approach rather than
tailoring their instruction to meet students’ needs. These issues collectively con-
tribute to high school students developing a negative perception of history as a
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subject, leading to widespread disengagement.

Gyertyanfy attributes this lack of interest and enthusiasm primarily to the over-
whelming volume of course content. Today's students exhibit unique needs; for
instance, their attention spans are often shorter, and their foundational knowledge
varies significantly. Additional barriers, such as changing social and technological
influences, further complicate effective instruction (Gyertyanfy 2014).

This raises an important question: if an average high school student struggles to
connect with the subject of history, how much more challenging is it for students
with learning disabilities, such as dyslexia or dysgraphia? The prevalence of se-
vere learning disabilities in Hungary has increased steadily over the past decade,
necessitating greater attention to inclusive teaching strategies. According to data
from the Hungarian Central Statistical Office (2024), the number of students with
significant learning disabilities rose from 30,104 in the 2012/2013 academic year
to 47,933 by the 2023/2024 academic year.

Purpose of the study

This research aimed to examine the experiences and perspectives of students with
learning disabilities in relation to their education and assessment. Specifically, the
study focused on how these students engage with diverse types of history assign-
ments and examinations. Through a combination of interviews and observations,
this paper seeks to identify the significant difficulties and challenges faced by stu-
dents with learning disabilities in the context of learning and assessment. Additio-
nally, it aims to explore effective methods of support and intervention that could
address their unique needs and foster their optimal academic performance.

Research methodology
Sample of the study

The study’s target group comprised students admitted to the University of Pécs
who have both dyslexia and dysgraphia. A significant challenge emerged when
students who had negative experiences in history classes during public educa-
tion—or had been humiliated in such settings—immediately declined participation
when contacted. Consequently, the interviewees were selected from among stu-
dents who recalled their history classes with either neutral or positive associations.
This sampling bias likely results in findings that skew more positively than the actual
experiences of the broader population.

Despite this limitation, the interviews yielded valuable insights, although the re-
search findings cannot be deemed representative. A total of ten interviews were
conducted, and for the purpose of reporting results, the participants are anony-
mized and labeled alphabetically from A to J (see Csikos, 2020). The study was
carried out in 2023.
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The gender distribution of the sample was balanced: four women participated
(labeled A to D), while six men were interviewed (labeled E to J). Participants’ ages
ranged from 20 to 26 years. All interviewees completed their secondary education
under the 2012 National Core Curriculum and graduated within that framework
(see National Core Curriculum, 2012).

In terms of educational backgrounds, five participants graduated from general
secondary schools (B, F, G, H, 1), three attended vocational secondary schools
(C, D, J), and two graduated from technical schools (A, E). All participants had
been formally diagnosed with learning disabilities during their primary school years.
These assessments are typically reviewed every two years by pedagogical servic-
es, which evaluate any progress or stagnation. A final assessment is issued during
high school, valid until the completion of the student’s studies, providing guidance
for both the students and their teachers.

During the interviews, each participant was asked about the content of their
current assessment. Seven participants (A, B, D, F, G, |, J) were fully exempt from
spelling requirements, while the remaining three (C, E, H) were partially exempt.
Additionally, all participants were allowed to substitute oral examinations for written
tests for major assignments and exams, with extra time also granted as needed.

The interview method

Structured interviews were conducted with the participants, adhering to the guide-
lines of Csaba Csikos (2020). Questions were precisely formulated in advance
and followed a consistent sequence during the interviews. The approach also in-
corporated the insights of Ivan Falus (2004), ensuring that the same open- and
closed-ended questions were posed to all participants in the same order (see in
Appendix).

Given that the research sought to explore the perspectives of individuals with
dyslexia and dysgraphia, a group less frequently examined in Hungarian studies,
the primary objective was to document and analyze the collected data.

The path to the assessment of knowledge of history
Types of tasks in history class

The ten interview subjects were asked whether there were exercises in their history
classes. Six people (A, C, E, G, H, J) clearly indicated that there were no exercises
in class, in the case of two people (B, 1) it was varied, one of them had a change of
teachers and one of the history teachers used exercises during lessons while the
other did not. In the other case, assignments were given not in history class, but
in the history elective. In the remaining two cases (D, F), exercises were regularly
solved in class. Various researches also support the fact that the ways the exer-
cises can be solved are officially formalized, are rarely integrated into the structure
of the lesson, and predominantly do not serve developmental goals, but rather a
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disciplinary tool, or perhaps a tool for exam preparation (Fischerné Dardai 2020,
105.). The subjects who had assignments in class were asked if there was a typical
exercise that would have caused them problems. The answers were as follows:
(B): “There was none, except when a longer text had to be processed alone
- lack of time”.
(F; I): “We got tests that could also be at the graduation exam”.

Assessments, challenging task types

Next, the students were asked about the written and oral assessments. In the six
cases where there were no assignments solved in class, there were questions
about possible difficult tasks. First, the subjects were asked about the written as-
signments, what type they were, and if they had a problem with any of them. In most
cases, the written final topic tests were already graduation exam-type assignments.
Concepts, dates, source analysis, short essay, true-false, matching, map analysis.
In cases where these types of tasks were already practiced in class, similar ones
were included in the papers, which greatly helped the student’'s confidence and
success. Several highlighted essay writing as a task they struggled with, the cor-
rect use of sources, and the amount of writing itself were problems mentioned. The
next question was whether they received any help from their teacher and whether
there was any differentiation. Out of the ten cases, one person (J) did not remem-
ber exactly, three people (A, H, 1) did not receive any help, and in three cases (B,
D, F) it was discussed with the teacher that if they needed more time, they could
continue writing the test during a break. Three people (C, E, G), on the other hand,
were given differentiated tasks, for example, they could ask the teacher to restate
the question while writing a paper. In several cases, interpretation problems were
observed here (C). In another case, part of the paper was different from what the
classmates were given: the short choices were the same, but the essay did not
have to be written as a whole, he only had to write main outline points (E). In the
third case, the tasks were the same, only one or two of them were taken out of it,
and at the end of the class, he could tell what he intended to write for which task,
and he could also finish the tasks orally if needed (G). In the following, the study
deals with how the subjects would have experienced it if the teacher had made
exceptions during the tests for them. Since the answers were extremely diverse, it
seemed to be appropriate to present the reactions of each respondent.

(A): “Honestly, | don’t know, maybe | would have been anxious that | would be
distinguished from the others, but maybe (...) it was good because | was really
able to prepare for the graduation exam”.

Subject (B) hid his condition, so he was happy that he was not distinguished
from the others: “I have always felt that because of this disability, | am stigmati-
zed and | cannot wash it off and therefore | am an odd on out, | am not enough
to others, | will always be weaker, | will always be worth less, | will struggle in
vain, | will not be as good as the others, | will always have to put more work into
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things than the others and even then they will judge my work, my work will be
the bad one.” (...)

(C): “I had and still have problems with this, and now for me, it's somehow
stepping out of my comfort zone to do this interview with you, and | can finally
talk about it openly because a few years ago | wouldn’t have been able to help,
because | wouldn’t have been able to to talk about it, because this disability is
such a sore spot for me, over the years, | have received much more negativity
than positivity because of my disability, and because of this | still have a bad
feeling.”

Subject (D) would have reacted “obviously negatively” to the exception.

Subject (E) gave the following answer: “I didn'’t feel that | cheated my classma-
tes with this, they agreed that | needed this kind of help.”

Subjects (F), (1), and (J) said they could not even imagine the scenario.

Following this, the subjects were asked whether they get stressed out when
they have to give a written account of their knowledge. In seven (A, B, C, D, F, G,
H) cases, the answers were that they do not feel the written exam situations to be
stressful. In the remaining three cases, the subjects gave an affirmative answer.
The following answers were indicated as the reasons for this: “I'm an anxious
person, I've always been and always [will be]” (E); “It's common that | felt like
I couldn’t give as much as | wanted. | could not write down what | wanted to,
mainly either because | was tired, or | had to pay so much attention to making
sure the sentences | was writing down were legible, because then at least |
would get points for that for sure. There were multiple occasions that | had no
time to write down every crucial piece of information, even though | knew them”
(I); “I was very anxious while writing the essay.” (J). The question arose as to
what extent the teachers emphasized the spelling of foreign cities, concepts, and
foreign persons during the written assessment. In most cases, the instructors ac-
cepted phonetic writing and did not deduct points for swapping one or two letters.
In one case, the student had discussed with their instructor that because they were
preparing for the advanced level exam, the “traditional” preparation, similar to the
others, would be more beneficial. In addition to preparation, the subjects indicated
several other problems as well. It was common that there was not enough space
on the paper, since they wrote in large letters, and in several cases, the students
did not know exactly what they had to write down. As a result, they wrote down
everything that came to their mind but ran out of time. Subsequently, the students
were asked whether they had the same problem during the oral exams, and they
gave negative answers, thus concluding that for students with partial disabilities,
this particular problem occurs in written assignments. In addition, another problem
was when the student misread the questions and therefore misinterpreted the task.
To remedy this, they tried to use different tactics, for example, they read the task
twice or tried to handle parts of it separately: however, this took up even more time.

The next part of the study deals with oral assessments. In all ten cases, there
were oral assessments during their studies. For some more often, and for others
less frequently. To a question about pronunciation, the subjects said that they had
no problem with that. Regarding the course of the oral examination, the feedback
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was that the teacher let them explain the material according to their own logic
and only asked questions when necessary. Only in a few cases did specific ques-
tion-and-answer situations occur.

Lastly, the subjects were asked which type of assessment they preferred. The
answers were quite surprising, as it was expected that every student would prefer
oral assessments over written ones. Five people (B, C, E, F, 1) clearly preferred
to take oral exams, “I prefer oral exams a 1000%, even the teacher knew that
it would be better for me” (I) - even though the teacher knew this, they were not
given oral options more often during their studies, out of habit and laziness, they
explained. Three of the subjects (A, D, J) clearly liked to solve tasks in writing. One
person (H) felt there was no difference between the two possibilities, and one per-
son liked written assessments better, especially if they had the opportunity to add
to it orally at the end. They considered this the best solution.

In conclusion, it is becoming more and more evident that every dyslexic and
dysgraphic person is unigue, everyone wants something different, and there is no
uniformly acceptable solution for everyone. It is clear that if the students hide their
condition or if the school does not want to recognize the individual's problem, they
cause more harm than good. A lot depends on the class and the teachers, but also
on the students and parents themselves, and how they approach the question. The
best way to help the students is most possibly open communication, and to treat
the student in a way that suits them. As the study shows, some people preferred
the oral examination method, while others preferred the written exam in order not
to stand out from the class. In any case, both opportunities should be given for the
students to get the most out of them and for the students to feel supported and not
pitied.

The history exam

As the final part of the interview, the subjects were asked about their own history
graduation exam experiences, focusing on how they evaluate their own high school
graduation. While asking the questions, it was kept in mind that the main goal of the
new high school graduation exam, in addition to subject knowledge, is to convey
norms, develop skills, emphasize competencies in the subject, as well as interpret
and apply the correct use of resources in space and time (Fischerné Dardai 2010).

The first question was how the subjects felt about their graduation exam in
history. The answers were mainly negative: «/ was very afraid of it” (A, B); “I had
mixed feelings, a little disappointed, it didn’t work out as | would have liked,
but it did not turn out bad” (C), “Stressful and tiring” (E, 1). But there were also a
few subjects who recalled positively “Good feelings” (F); “I was proud of myself”
(H); and “Im as good as a normal person” - referring to the result (B). The study
deals with whether the experiences were related to the degree of the exams of the
subjects. In the study, five participants took middle-level exams (A, B, C, D, G), and
five participants who took advanced-level exams (E, F, H, |, J), the two groups were
therefore equally represented. It is important to make a distinction between the two
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levels because the middle-level graduation exams are written by those who will no
longer want to be related to the subject in any form in the future, while the advanced
level is written by those who will presumably still deal with the field in some form in
higher education. A significant difference is that the advanced level places empha-
sis on the expressiveness of interpretation and thinking operations, not on lexical
knowledge (Kaposi, 2006 pp. 11-38; Kaposi, 2015). Based on expert opinions,
several subjects would have had the opportunity to take two oral exams in history,
so the focus was put on this in the following questions. Here, we have to look at
the advanced and intermediate-level exams separately. The main reason for this is
that there is a more complex essay in the advanced-level exam, and because of
the intention to further study history, the score the student achieves is much more
important. Only two out of five people (A, B) took the intermediate-level exam, both
in written and oral form. There was a subject (A), who wanted two oral exams in-
stead, but the school management refused him, probably due to the lack of expert
opinion, but he did not address this in detail during the interview. Two people (C,
D) who graduated “during the Covid pandemic” only took written exams, while an-
other student who graduated during the pandemic took two oral exams (G). Three
of those who passed the high school diploma took both oral and written exams (H,
I, J) and two took only oral exams (E, F). According to subject (F): “If you have the
opportunity, you definitely should take the two oral exams, because you will be
able to experience how stressful it is to take the state exam.” In one case (l),
the interviewed student was not informed about their options, so the next question
focused on whether the subjects were informed about their options by the school
management or class teachers. Six people clearly said yes, they were informed,
three did not remember it, and in one case the subject had to manage everything
for themselves and did not receive any help from the school. Eight out of ten stu-
dents took advantage of the extra time for the graduation exam. Seven people took
both written and oral high school exams, and here the question arose as to how
their spelling was evaluated: in all cases, it was not taken into account.

In the following, the study examines the seven people who took the written
exam, and how the exam went for them. The history paper has two main parts:
a test and an essay section. First, they were asked about their experiences with
the test section. In five cases, due to a lot of practice, the tasks did not cause any
particular problems, they did as they expected. Two, on the other hand, thought
they were stronger in terms of tasks and for some reason, it did not work out, they
did not know why. It was suggested that the material was not mastered properly, or
that certain types of tasks were more difficult. During the graduation exam analysis,
Laszl6 Kojanitz concluded that the assignments contain a large number of pictorial
or textual sources from specific ages, for which the related instructions do not
require critical thinking. Reminder sources only expect retrieval operations from
students, the task is made more difficult in some cases by the fact that the text
source is longer (Kojanitz 2022).
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The following experiences were made in the second essay part. Several sub-
jects noted that their writing of essays has improved and developed over the years
and through a lot of practice. Previously, for example, the inclusion of sources
caused a big problem. One person had no problem with formatting the text. One
person was lucky because they got their favorite topic as a long essay, and it also
helped a lot that they first wrote their thoughts on a sketch pad, just as their teacher
had suggested before. There were two cases where the subjects made an error
in essay matching, but in one case they were able to correct it by using the extra
time. In three cases, however, the students encountered more serious difficulties.
“It always had been difficult for me, | had problems with the wording of the text,
what to write, what is important, so | practiced a lot” (B); “I wrote a lot, but not the
information that was needed” (C); “Because of my handwriting, the end of my
essay was not legible and got no scores (...) my hands were tired, | couldn’t
concentrate, and | couldn’t write anymore” (l).

During the study, it was clearly visible that in several cases students had a se-
rious problem with formulating the essential information in writing, and their bad
handwriting was also a significant issue. In such cases, the problem was not with
learning the material, but the “symptoms” of dyslexia and dysgraphia appeared. In
these cases, the teachers, after consulting with the students, should have clearly
recommended the two oral exams, so that the final exam could reflect their real
performance. It is clear which of the subjects received sufficient attention and sup-
port from their history teacher and school and who did not. A positive example is
that one student (G) did not have good handwriting and could not determine in
writing what was important and what was not, so they could only take an oral exam.
A negative case is that although the same difficulties existed for another student
(I), they had to do both oral and written tests at an advanced level. Although the
experiences could be similar, they received different treatment from their school.

The study continues with the three people who took two oral exams, and an
expected scenario happened. In the source analysis discussed above, there was
one person (E) who did not deal with the provided supporting materials at all. The
oral exam also has resources and “I've lost the most points there,” stated the sub-
ject (E). It is also clear from this that it is not a helpful solution if the teachers do
not analyze sources with their dyslexic and dysgraphic students, or only written
sources are not analyzed because the sources come up even if the students take
two oral exams. In the other two cases (F, G), they experienced the two oral exams
positively and had no problems, they were able to present their real knowledge.

At the end of the interview, the focal point was the matter of whether the subjects
had received specific help or any suggestions from their history teachers regarding
what to focus on in the graduation exam. The majority of respondents said that the
teacher provided advice to the students at the class level, and there were no spe-
cific recommendations for students with dyslexia and dysgraphia.
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Conclusion - Overall impression of the interviews

Although the number of participants in this study is small and the sampling is
non-representative, it is still possible to derive insightful conclusions regarding the
average experience of students with disabilities in history education. The interviews
revealed a wide range of cases and perspectives, which were analyzed and sum-
marized at the end of each section.

One key finding was that all participants expected some form of support from
their history teachers, although the type of assistance varied significantly. Some
students preferred to keep their difficulties private, while others were comforta-
ble with their challenges being known. Respecting the individual preferences and
needs of each student is essential to providing effective support.

Regarding exam tasks, no single type of assignment was universally problemat-
ic. Instead, challenges often arose in individual cases, which could be addressed
through collaboration between the student and teacher. Tailored development
plans were identified as a viable means of improving outcomes.

Essay writing emerged as the most significant challenge for students, owing
to multiple factors. Writing long texts often led to fatigue and reduced concentra-
tion, and integrating sources proved particularly difficult. Additionally, emphasizing
key points and avoiding misinterpretation posed substantial obstacles. To address
these challenges, it could be beneficial to provide students with sample essays
during practice sessions. Teachers could then highlight and discuss what earns
points in such tasks and what aspects require special attention, preparing students
for high-pressure exam situations.

During the graduation exam, special instructions should always be provided to
the students, for example, instructing them to read the assignment several times,
in written sources to focus on the questions and look for the answers to them in the
text, to highlight the main points. Let us support them with information in advance
so that they can get the help that could be given to them based on expert opinions
and use them in tough exam situations. If it is possible for someone to do two oral
exams, then let us talk with them about the advantages and disadvantages. Con-
sider what our experience was with them, whether they were able to express their
thoughts better in oral testing, or whether they had no problems in writing during
the previous years. The argument in favor of the two oral exams is that there is no
need to worry about the appearance of handwriting and misinterpretation. More-
over, if the student goes into a different topic orally, the committee can tell the
student to reconsider. However, the student must also be informed that if they have
two topics, it can be just as favorable as unlucky for them. While the written test
covers all eras, the two oral exams are more specific, and it can easily happen that
the student has to give an account of his knowledge only from their “stronger” or
only from their “weaker” topics. Moreover, having an oral exam twice in a row could
take a fairly long time, even if there is a short break between them. Here, | (Zsanett
Hont) would like to share my personal experience. | took an advanced history exam
with two oral exams. The examination took a very long time, | was inside the exam
room for several hours, but my history teacher prepared me for this. This did not put
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me at a disadvantage as a history major, there is no need to be afraid of this based
on my own experience. Looking back, it was a good decision that we decided on
the two oral exams (by Zsanett Hont).

In this study, a wide spectrum is apparent. Ten students with dyslexia and dys-
graphia who were admitted to the University of Pécs were randomly selected. We
can see the extremes in the analysis. There were times when the school did not
even care about the student, did not even want to acknowledge, and even denied
their difficulties (I). However, there was also a student who went to a special school
and was provided with an environment where they received maximum support (J).

Listening back to the interviews, it is fairly surprising how two people who
“struggled” with the same difficulties can take such different paths. The reason for
this lies in the attitudes of the school management, the class teachers, the history
teachers, and the classmates. In addition, it is to be found in the inconsistent quali-
ty of the education system, which is influenced by several factors, for example, the
quality of education can only increase if competent and capable teachers teach in
the school in the long term (Sagi - Varga 2011, 295). In addition, the location of the
school is also important, since parents who belong to the middle class can send
their children to higher quality schools further away from their place of residence,
thus some schools are becoming more and more segregated while others can
teach at increasingly higher levels (Neumann 2018, 148-151).

These factors can influence the student’s life in an extraordinary way, as well as
the family’'s mentality and acceptance. Perhaps the most crucial factor is how the
students experience the whole situation, and if they dare to ask for support, or if
they even want their history teacher to give them a helping hand.
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Appendix - Interview questions

1. Path to History Assessments

1.1. Task Types in History Lessons

What types of tasks did you commonly work on during history lessons?

Were there any tasks involving complex diagram analysis? How successful did you
feel while completing these?

What kinds of questions did your teacher ask? How diverse were the teacher's
questions? Did they tend to ask more open-ended or closed-ended questions?
(For example: open-ended - Describe the causes of World War I; closed-ended
- When did World War | start?) Which type was easier for you to answer? How
successful were you in completing these?

Did you encounter crossword puzzles? How successful were you in solving these?
Sentence-completion tasks are common in history lessons. How did you handle
these?

How successful did you feel when working on multiple-choice questions?

Were essays assigned? How did you perform on these?

How frequent were the following task types in your history lessons: matching tasks,
timeline-based tasks, and term definitions? How successful did you feel in com-
pleting these?

1.2. Problematic Task Types in Assessments

What types of tasks did your teacher typically use during assessments?

Among the tasks mentioned earlier, did any pose significant challenges for you?
Were these included in your assessments?

During written assessments, was differentiation applied to accommodate your dys-
lexia and dysgraphia? Did you receive alternative types of tasks?

If yes, how did you experience this?
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While writing tests, how nervous were you? Did you feel additional stress because
you had to demonstrate your knowledge in writing?

During written assessments, how would you evaluate tasks that required writing
the names of foreign cities, people, and terms? Did the teacher accept phonetic
spelling?

Were oral responses conducted in front of the class or in a private setting?

During oral assessments, how challenging was it for you to pronounce the names
of foreign cities, people, and terms?

During oral assessments, did your teacher allow you to elaborate on your thoughts,
or did they interrupt or ask continuous questions?

Did your teacher primarily use supportive questions during your responses?

How did you perceive your teacher’s supportive attitude during your answers?
Which type of assessment did you prefer and why?

Did the preparation for assessments depend on whether a particular topic was
discussed and understood over multiple lessons?

2. Graduation Examination of History

How do you feel when recalling your history graduation exam?

What level of history graduation exam did you complete?

Did you take both a written and oral history graduation exam?

How well did you perform on the tasks and essays in the written exam?

Did your history teacher provide specific guidance on what to focus on for the
exam?

Did writing essays cause any difficulties for you?
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Abstract

While disability studies have a history spanning only a few decades, interpretations of
sacred texts are as old as the texts themselves. Millennia have passed, each era with
its own goals, its own self-perception, and its own ideas about the surrounding world
and the transcendent reality above it, namely God. Consequently, the interpretations
of teachings evolved, and the translations of texts have also changed over time. What
was the objective? What was the message? Who conveyed it, to whom, and about
whom? Perhaps it is hardest to break free from scholars influenced by atavistical-
ly entrenched and power-driven structures, as numerous elements of contemporary
cultures and civilizations are built upon them. The respect for authority, adherence to
tradition, and fear of the new and the different can easily bind us. These mechanisms,
though seemingly hidden, play an inescapable role in the complex system of social
and cultural influences. Is it knowledge? Assumed knowledge? Science? Or merely
experiments and constructs? This research undertook nothing less than to identify
the fundamental teachings on disability and persons with disabilities within the sa-
cred texts of the Abrahamic religions—Judaism, Christianity, and Islam. Naturally, the
term itself is a modern concept, yet the reality of impairment has always been part of
community life and its complex structures. However, exclusion, stigmatization, and in
extreme cases, annihilation, could not have been part of the revealed teachings. They
could only serve as a framework for legitimizing a distorted reality shaped by other
interests.
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Research Problem and the Timeliness of the Study

The primary motivation for this research was to explore the foundational principles
and interpretations within the teachings of the Abrahamic religions—Judaism, Chris-
tianity, and Islam—based on their sacred texts, in order to trace the origins of pre-
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sent-day efforts toward equal opportunity in the educational and historical contexts
of disability in later cultural periods.

Over the past three decades, | have studied cultural and social history, Catholic
theology, comparative religion, and educational science. Within this framework, |
have dedicated more than a decade to examining perspectives on disability and
the status and role of persons with disabilities within the teachings and practices of
major world religions.

The inspiration for this topic came in 2012 when | was invited by the Andras Pet6
Institute for Conductive Education of Motor Disabled and Conductors to deliver a
lecture on the perception of persons with disabilities within Islamic teachings. This
experience highlighted the lack of Hungarian-language academic resources on the
religious, social, and cultural dimensions of disability. Even on an international lev-
el, there was an absence of comprehensive works on the topic. This realization led
to the research presented here, which formed the basis of my doctoral dissertation
in 2017 (Berzsenyi, 2017) and was published in Hungarian in 2020 under the
title “Kivalasztott vagy megbélyegzett? Tanitasok a fogyatékossagrol: a zsidosag,
a kereszténység es az iszlam szent konyvei szerint“ / “Chosen or Stigmatized?
Teachings on Disability: According to the Sacred Texts of Judaism, Christianity,
and Islam” by E6tvos Jozsef Publishing (Berzsenyi 2020). This study marks the first
English-language summary of my research.

Structure of the Research
Justification for a Multi-/Interdisciplinary Approach and Its Significance in
the History of Education and Disability

In recent decades, the interdisciplinary nature of educational history has intensi-
fied, aiming to address issues that were previously neglected or only superficially
examined. Today, attention extends not only to the “normal course” of develop-
ment but also to minorities and individuals with disabilities (Nobik 2013, 9-10). The
concept of disability, much like the concepts of childhood or femininity, has been
historically linked to notions of dependency (Szabolcs 1999, 16).

This research seeks to contribute to a deeper understanding of the nature, iden-
tity, and intellectual foundations of the history of education and disability from the
perspective of religious history. It incorporates details, elements, and scholarly lite-
rature into the field that previously fell outside its investigative scope. Tracking the
numerous representations of the human body and its various disabilities throughout
the historical and social transformations of past millennia would be a formidable
task. However, it is evident that cultures rooted in ancient foundations often regard-
ed disability as an illness with a fixed duration in this earthly life.

The histories of education, disability, and religion are all based on some con-
tinuously present, yet evolving concept of humanity. The prevailing interpretation
of humanity and the world in a given era significantly influences the educational
ideologies and practices of that period (Berzsenyi 2020, 9-19).
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Scope and Boundaries of the Research

The aim of this work is not to exhaustively present every trace of disability history
within ancient high cultures; rather, this serves merely as a background for the
historical analysis of fundamental teachings found in the sacred texts of the major
world religions still practiced today. The primary focus is a comparative analysis
of teachings within the foundational texts of Judaism, Christianity, and Islam - the
Hebrew and Christian Bibles and the Quran - situated within a socio-cultural and
anthropological-historical context.

From the ancient timeframe, this research only extends vertically to more recent
historical periods where it is necessary to interpret or illustrate significant conse-
quences. It also explores cases where the severity of these historical consequen-
ces can only be addressed through contemporary theoretical and practical re-in-
terpretations.

Educational Science Interpretive Framework

In the sacred texts, direct references to education and teaching, in the sense we
understand today, are scarce. However, the word “teach” and its various forms
appear 561 times (163 in the Old Testament and 398 in the New Testament).
A research project focused on the history of disability from a religious-historical
perspective aligns with the historical discipline of educational science by highlight-
ing and tracing the details in the sacred texts that pertain to the primary societal
mission - teaching - particularly as it relates to people with disabilities and the
concept of disability itself.

“God as pedagogue” (Tarjanyi 2000) is a thought expressed by a Catholic priest
and historian of education, one steeped in faith yet meeting secular professional
standards, since scripture is viewed as God's word and the undisputed founda-
tion of religion. Religion, especially in earlier historical periods, shaped and often
exclusively influenced the culture that embraced the individual, embedding them
through enculturation. This is a complex area of cultural pedagogy through which
individuals assimilate into the society that surrounds and includes them by gradually
learning and internalizing its cultural norms (Kron 2000; Loch 1969).

According to the Abrahamic religions, the world is sustained by three principal
pillars: worship, love, and teaching. Worship, as a ritual, serves as a transcendent
connection; love, or human relations, reflects a secular expression of reverence
toward God and faith. Teaching represents the temporal dimension, building upon
past experiences to ensure continuity into the future.

In this light, teaching forms the realm through which religion materializes, estab-
lishing a continuous and practical link between scripture and education. Thus, the
sacred texts play a practical role in providing guidance, extending to the education
of people with disabilities. This encompasses both the process of integrating in-
dividuals with disabilities into the broader culture and defining societal norms that
relate to them.
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Intellectual and Conceptual Foundations for Interpreting Disability
According to Glnther Cloerkes, experts have yet to develop a unified definition of
disability. This shortfall lies in the complexity and individuality of the phenomenon,
as each person’s physical, intellectual, or social evaluation can only be assessed
individually. Consequently, the definition of disability depends on the historical era,
societal expectations and customs, the individual's capacities, and, last but not
least, the nature and extent of the disability itself. As an umbrella term, disability
encompasses a broad scope and demands contextual clarification, primarily from
the perspective of the individual and then from the surrounding world (Cloerkes
2007, 43).

It is essential to distinguish between fear of iliness and fear of abnormality; the
former relates to fear of death, whereas the latter signifies fear of social exclusion,
lifelong stigma, and deprivation of opportunities. Such forms of difference have
not been viewed consistently across times and places. In fact, apart from a set of
social implications and viewpoints, there is no unified position on disability (Stiker
1999, 8-9, 14).

“Our society is more preoccupied with victims than ever before” (Girard 2013,
195). According to René Girard, in no previous historical period or society has
there been as much attention and effort dedicated to supporting disadvantaged
groups - including individuals with disabilities - as there is today (Girard 2013,
195-201).

Methodological Approach and Research Questions

There is no known work in Hungarian or international scholarship that consolidates
the history of disability, the lives and education of people with disabilities, according
to the teachings of the Abrahamic religions’ holy books in the manner approached
in this research. Consequently, this study aims not only to explore the religious-his-
torical aspects of disability and present them within the unique perspectives of
educational history, but it must also meticulously process relevant elements from
available sources. Since completing this research, | have become aware of only
one work of similar scope: in 2016, Darla Y. Schumm and Michael Stoltzfus edited
“Disability and World Religions: An Introduction”, published by Baylor University
Press. This comprehensive 475-page book examines the concept of disability in
Hinduism, Buddhism, Confucianism, Taoism, Judaism, Catholicism, Protestant-
ism, and Islam, and addresses Western traditions. Unlike this research, it provides
a broader emphasis on contemporary analysis while covering less detailed histori-
cal and scriptural analysis (Schumm and Stoltzfus 2016).

My own study employs an anthropological approach with a qualitative, content
analysis-based hermeneutic foundational research method (Falus 2004, 27-28).
Content analysis seeks to uncover and identify the true significance of explicit
teachings, or what Gadamer calls the pursuit of truth (Gadamer 1984, 21), as this
research navigates fields at the intersection of educational history, disability his-
tory, religious studies, cultural history, social history, anthropology, theology, and
philosophy. The narratives in sacred texts have received countless interpretations
over the centuries, impacting societal and cultural history profoundly, influencing
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the fundamental premises in today’s social sciences. This work is complicated by
the varied terminologies in translations from different eras and the shifts in religious
teachings shaped by ecclesiastical separations.

The fact that a particular interpretation endured for centuries in religious tradition
does not necessarily confirm alignment with the original purpose of the sacred
authors regarding the fundamental meaning of the teachings. This research strives
to gain deeper, more nuanced insights by examining behavioural norms and atti-
tudes embedded within different cultures and civilizations across distant historical
eras, as they pertain to the living conditions and societal integration of people with
disabilities (Danner 1998, 90-93). According to the interpretive paradigm, it em-
phasizes the constructed, continually evolving nature of the world as created and
redefined by humans. Through this lens, the research uncovers hidden meanings
that have become taboos, forgotten, overwritten, isolated, detached from their
original contexts, and thereby lost to public consciousness - and, consequently,
to the potential for scholarly examination (Szabolcs 2001, 23).

Presentation of Sources

For the Hebrew Bible, | used the 1984 bilingual Hebrew-Hungarian edition of “The
Five Books of Moses and Haftorahs” by Joseph Herman Hertz. The explanations
associated with this text are consolidated in the written law found in the Talmud;
for this, | used the German edition by Lazarus Goldschmied, published between
1897 and 1909, which includes the translation alongside the original, without
vowel marking Hebrew text. Among the Christian Bible translations, while there
are no significant interpretive differences, | favoured the Catholic Bible for quoting
scriptural passages, as it contains the most canonical books, making it the most
comprehensive and longest version. The apocryphal texts (referred to as pseu-
doepigraphical in Protestant usage), as well as the works of early Church Fathers,
provide important supplementary material for the New Testament books. Addition-
ally, | referenced “The Code of Canon Law” the “Codex luris Canonici 1983” (Erd6
1997) and “Teachings of the Second Vatican Council’ (Cserhati and Fabian 1975)
for insights into the modern objectives and missionary activities of the Catholic
Church.

For the Quran, while there are several translations and commentaries, the ori-
ginal Arabic text is considered suitable solely for devotional purposes. Secondary
sources include the Sunna and the Hadith, of which only excerpted collections are
available in languages other than Arabic.

Furthermore, the research references various lexicons, works by prominent
thinkers of different religions, and scholarly literature - primarily in German and
English - addressing the historical domains of religion, disability, and pedagogy
and their interconnections. Given that no comprehensive works on this topic exist,
the research required meticulous efforts in locating and logically organizing small
yet significant details, a process that proved to be highly time-consuming.
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Research Assumptions and Questions
This research commenced with the following assumptions:

The historical oppression and exclusion of people with disabilities in certain pe-
riods of social and cultural history cannot be attributed to the revealed teachings of
the world religions.

Nowhere in the sacred scriptures are the physically “able” majority called upon
to eliminate, harm, expel, or exclude those deemed disabled, nor are they encour-
aged to enact other discriminatory measures. Even in implicit terms, the scriptures
do not authorize the exacerbation of perceived or real divine punishments, nor do
they support selective, practical implementations of laws otherwise interpreted as
sacred.

The goal of my research is to demonstrate that the fundamental teachings of the
Abrahamic religions neither endorse nor support the discrimination and exclusion
of people with disabilities; on the contrary, such practices are explicitly prohibited
in many cases.

The occurrence of such actions in human history does not imply that the teach-
ings themselves are flawed or cruel. Instead, it suggests that these teachings were
either misinterpreted or intentionally misconstrued to serve other political, social,
or economic agendas. Actions undertaken in the name of faith, even when en-
dorsed by the highest ecclesiastical authorities (such as during the Inquisition), do
not guarantee that they align with the true spirit and practice of foundational teach-
ings, nor do they assure adherence to them. Literal interpretations extracted from
context have often led to re-evaluations that distort the original essence of these
teachings entirely. When these distortions were supported by power interests and
paired with prevailing superstitions and fears - along with human ignorance and
gullibility - they could result in particularly harmful, destructive, and dangerous
outcomes.

Just as contemporary human rights aim to address the most pressing social
issues, the same can be said of their legal predecessors: religious laws. The laws
affecting society’'s most significant concerns were framed as unchallengeable di-
vine commands, constituting social measures for the people.

Scientific and Professional Applicability of the Research

People with disabilities have existed in all eras and cultures. The application of this
concept depends not only on the precision of its definition and the tolerance of the
society or community, but also on tangible, physical differences that impacted indi-
viduals’ lives, making them distinct from the ordinary. Our knowledge about the dai-
ly lives of prehistoric and ancient societies is limited, especially regarding the chal-
lenges faced by people with disabilities and their immediate surroundings, which
we can only trace in scattered fragments and faint hints. Regardless of whether a
community revered this form of difference as sacred or rejected and ostracized it,
individuals and their families often had to face considerable hardships. In examin-
ing social relationships, the fate of the individual, the community’s responses, and
the immediate environmental influences all play crucial roles, mutually and neces-
sarily influencing one another.
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Disability has always been a part of daily life structures, yet it remains underrep-
resented in scientific research. The structures that can be read from the sacred
texts of the world religions - specifically the Abrahamic religions in this study - are
also areas with relatively little exploration. What primarily remains from the ancient
world and religious teachings are social doctrines. By following these traces, con-
sidering any details that may be discovered, and analysing them within sociocul-
tural contexts, we can draw conclusions within a historiographical framework on
mentality.

The topics of iliness and, by extension, disability have scarcely garnered atten-
tion in historical narratives from the perspective of the “able” or “healthy” majority.
Works on medical history typically recorded information beneficial for the majority,
while others focused on detailed descriptions of fixed conditions. Social history
approaches to the history of disability do not emphasize this direction in research.

The perception of illness has varied significantly across cultures, and attitudes
toward disability were already diverse in antiquity. According to Elisabeth Bésl, dis-
ability history has only recently emerged as a distinct discipline in the historical
sciences within the Anglo-Saxon world, presenting an opportunity to write histo-
ry from a specialized perspective - one that portrays people with disabilities not
merely as patients, victims, or passive recipients of assistance (Bdsl 2010, 30).
The settings for education have always coincided with social and cultural settings,
which is why this field broadly examines the historical changes of pedagogical ef-
fects and issues associated with different living environments.

My dissertation presents the lives, education, and social status of people with
disabilities within a contextual and historical framework that is absent in Hungarian
academic literature and, as previously mentioned, has minimal international cover-
age.

Structure of the Research

Division

To avoid repetition, | examine the teachings related to disability and people with
disabilities within the three Abrahamic religions - Judaism, Christianity, and Islam
- not in parallel, but rather by establishing Judaism as the foundation, with differ-
ences and confirmations in the other two highlighted. Certain topics are explored
in detail either because they significantly shape the spirit of the religious teachings
- such as demonology in the case of Christianity - or because they are frequently
mentioned in works addressing the social-historical aspects of disability due to
their later significance. For instance, the eligibility for high priesthood in the Jewish
temple and the relationship with the Pharisaic movement are discussed in relation
to Judaism. In Islam, according to the teachings of the Prophet Muhammad, we
encounter a re-evaluation of the teachings of Judaism and Christianity, aimed at
eliminating distortions and returning to pure doctrines through divine revelation.
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Ancient Historical Introduction

Following the introductory sections on research, methodology, and the history of
concepts, this study includes an extensive review of the history of disability within
the high cultures of the ancient Near East. These societies either predated or exist-
ed alongside Judaism and Christianity. Often, they not only influenced one another
but also impacted religious teachings and the understanding of disability, thereby
affecting the practical manifestations of societal behaviours.

In antiquity, revelations were integrated into the societal frameworks of the time,
with human laws elevated to divine status to ensure the survival of the commu-
nity. The instructional and disciplinary power of these laws lay primarily in their
ultimate, unknowable consequences. Because disabled individuals represented
the most vulnerable social group in every era, laws and customs typically offered
them special protection. This approach reflects an enduring principle of ancient
legal and social systems, where caring for those with disabilities was considered
a sacred duty, providing them with safety and a place within the community (Ber-
zsenyi 2020, 45-81).

Judaism

Among the three Abrahamic religions, Judaism is covered in the most extensive
chapter. This is due partly to the vast historical period it encompasses and partly
because it serves as the foundation for the teachings of all three religions. The
primary educational tools in this faith are the “mitzvot”, or commandments, also
known as the obligations, to perform good deeds, which collectively allow for the
practice of “tzedakah” - social justice that supports the community (Haberman
2013).

In the framework of expected behavioural norms derived from divine command-
ments, “tzedakah” requires every individual to serve the community to the best of
their ability, while the community, in turn, finds a place for each member in fulfilling
these expected tasks or obligations. This is demonstrated by the fact that the term
“beggar” appears only once in the Hebrew Bible, and even then, only in the form
of a conditional question. In the era when religion was a central part of societal life,
there were no unfortunate masses relegated to the periphery of society.

Judaism acknowledges the physical and intellectual manifestations of disabili-
ties. While certain laws mention disabilities in the context of perfectionism, there
exists a tradition-based, consciously inclusive system across society, rooted in
“tzedakah”.

“He may eat the bread of his God, both of the most holy and of the holy” (Levit-
icus 21:22). Only those with contagious diseases that posed a public health risk
were excluded. A healthy lifestyle, proper nutrition, and bodily care were regulated
by law. Disabilities were not seen as permanent; while healing was within the realm
of human expertise, recovery itself was entrusted to God’s omnipotent grace. In
this context, disabilities also take on a metaphorical meaning, drawing attention to
human imperfections. Just as metaphorical disabilities can be overcome through
acceptance of the teachings, physical disabilities are also embraced through divine
laws (Berzsenyi 2020, 82-127).
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Christianity

Christianity emerged during a period of social and religious crisis within Judaism,
in an era when Hellenistic-Roman forces posed a significant threat to age-old tra-
ditions. Judaism responded to these changes in various ways, each focused on
preserving religious tradition above all else. Movements such as the Essenes and
Pharisees exemplified this desire to safeguard the faith. Christianity itself began
as a religiously based social reform movement aimed at redirecting rigid, ritualistic
teachings back towards the individual, within a world that had become fragmented
in many respects. It introduced the presence of beggars and a marginalized seg-
ment of society that included outcast persons with disabilities. With the disintegra-
tion of “tzedakah” - the practice of social justice in service of the community - the
ancient order was disrupted, and there was no replacement to uphold its values.

The core teaching of the New Testament is love. “For God so loved the world
that he gave his only Son, so that everyone who believes in him may not perish but
may have eternal life.” (John 3:16)

In the figure of Jesus of Nazareth, the continuity of divine teaching is personi-
fied. He frees humanity from demonic forces, the corruption of the world, and the
inhumanity of a religion reduced to strict rules, placing the imperfect and vulnerable
human being - as God’s creation - at the forefront. He restores their dignity, grants
forgiveness of sins, and promises eternal happiness. Jesus’ role was unmistakably
that of a teacher, one he fulfilled both publicly and privately among his disciples.
This responsibility of teaching was entrusted to the apostles and, by extension, to
the Church itself. The importance of social teaching is embodied in the Church’'s
threefold mission: sanctifying, teaching, and serving in love.

Following the Old Testament's perspective, Jesus also recognized disability
within the framework of human imperfection and vulnerability, rather than as a pun-
ishment for sin. “His disciples asked him, ‘Rabbi, who sinned, this man or his par-
ents, that he was born blind?" Jesus answered, ‘Neither this man nor his parents
sinned, but this happened so that the works of God might be displayed in him.”
(John 9:2)

Therefore, it does not allow for a causal connection between disability and be-
haviour that is estranged from God. In the Gospels, even demonic possession is
portrayed as a sign of weakness and vulnerability, not as a manifestation of sin.
Jesus frees those he encounters from the power of demonic forces, and we see
the term “Satan”, which in Hebrew means accuser, adversary, or opponent. John's
Gospel, written in Greek, uses the word “diabolos”, which personifies sin as the
fallen angel of damnation, opposing God and aiming for humanity’s eternal ruin.

The Gospels, therefore, are not solely directed at Jewish Christian communities
but are for anyone who wishes to follow Christ's teachings. Removed from their
original social and cultural contexts, these texts require new interpretations, pro-
vided by the Church Fathers. Tertullian (160-220) believed that human nature was
inherently corrupt and prone to evil, making the concept of damnation essential
to restrain humanity. The term “diabolos” became established in translations, and
a few centuries later, Saint Augustine of Hippo (354-430) unequivocally linked it
with sine’s interpretation shaped Christian thought and social ethics for over fifteen
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centuries: he viewed only the soul as the essence of humanity, struggling to accept
the unavoidable body in which we live in this earthly life. Although divine revelation
speaks of the unity and equal dignity of body and soul, Augustine could never rec-
oncile this dualism. His philosophy “continues to overshadow Christian anthropolo-
gy even today” (Nyiri 1991, 128), as the devaluation and disdain for the body and its
needs prevailed well into modern times (Nyiri, 1991, 126-129; Pukanszky 2003,
37-40). In his critically toned work, “The History of Hell” (2012), Georges Minois
argues that Augustine, driven by his anti-Pelagian fervour, reached an ultimate level
of injustice by condemning pagans and unbaptized children to hell. This perspec-
tive is particularly problematic given Augustine’s significant influence as a foremost
figure in patristics, a stance that gained substantial weight due to his authority.

The Second Vatican Council, convened from 1962 to 1965, ultimately resolved
the relationship between divine punishment and its physical and spiritual mani-
festations. Even though between Christian enculturation and the New Testament
has always been part of the framework of social teaching, its interpretations have
evolved significantly. Today, they have largely returned to their original foundations,
as understood through Jesus’ teachings (Berzsenyi 2020, 128-166).

Islam

In the sequence of revelations, Islam is considered the third revelation. The Islamic
faith recognizes both Moses and Jesus as prophets but holds that the final, cor-
rected revelation was delivered to the Prophet Muhammad through the Archangel
Gabriel. Moses was a child with a speech impediment and faced abandonment;
Jesus, due to Herod's persecution of infants, lived as a refugee in Egypt with his
parents; and Muhammad, orphaned early in life, was often labelled mad because
of his visions. Exclusion and peripheral existence were integral parts of each of
their lives.

This chapter, the shortest in the study, offers clarification on teachings regarding
people with disabilities and examines their historical, social, and cultural contexts.
According to Islamic belief, Muhammad is the last prophet, the seal of the proph-
ets, marking the completion of the divine revelations and the establishment of the
Arab faith. The God of the Abrahamic religions is one. His name, “El” in Hebrew,
has a plural form “Eloah”, which appears in Aramaic as “Elohim” and is rendered
in Arabic as “Allah”.

In the view of Islam, society-supporting social justice is reinterpreted and re-
vived almost a millennium after the initial revelations. While it does not dismiss the
possibility of human folly and sinful behaviour, Islam explicitly rejects the notion that
disability could be a punishment for sin. Humans are seen as vulnerable and mortal
beings of God, naturally inclined to imperfection both physically and, as metaphor-
ical interpretations suggest, spiritually as well.

However, God has created a remedy for every illness, leaving it to humans to
discover, apply, and embrace healing—even in a metaphorical sense. The mys-
tical branch of Islam, Sufism, has adapted the existential philosophy of Judaism
and Christianity into its own worldview. The philosophical concept of humanity,
analysed in detail in Abu Abdullah Ghulam Moinuddin’s “Die Heilkunst der Sufis”



Emese Berzsenyi | 60

(1984), is explained in simpler terms by Jalaluddin Rakhmat in his work “Die Ethik
des Helfens im Islam” (2005).

In Sufi thought, a person belongs to three different realms, and thus life can be
understood on three different levels. “Nafs” refers to the physical level, the body;
“fikr” to the intellectual and psychological level, the mind; and “ruh” to the eternal
spiritual reality, the soul.

The term “nafs” in Arabic signifies the body’'s needs and desires, including food,
warmth, rest, wealth - essentially everything encompassed by instincts and neces-
sities driven by sensory experiences and emotions. Every physical iliness or disa-
bility can be traced back to either a deficiency or an excess of these basic needs.
The word “nafs” holds a broad semantic range, also referring to breath, animal
existence, soul, self, personality, and being. In Sufism, it denotes the development
of the soul as reflected in human behaviour, personality, and character. The highest
state of this development is a form of enlightenment referred to as “nafs-i kull”, the
universal soul, symbolizing mystical unity with God and complete spiritual fusion.

The second level is the realm of consciousness and emotions, which significant-
ly influence both the “nafs” and overall physical and spiritual health. Emotions and
moods have physical repercussions on the body. Feelings like anger, fear, joy, anx-
iety, and hatred can directly impact physical well-being. If these emotions dominate
one’s mood and feelings over time, they disrupt the body’s internal balance and can
lead to iliness, and in extreme cases, may even result in a form of disability through
persistent imbalance. This mental and emotional realm is termed “fikr” in Arabic,
primarily denoting deep meditation or profound thought processes.

The third level of human existence, known as “ruh” or soul, is the element that
endures beyond death, continuing after physical life ceases and intellectual exist-
ence fades. The harmony of these three levels - the body, consciousness, and
the soul - completes the essence of a human being, connecting physical activity
with conscious awareness and the indwelling spirit. In everyday language, terms
like “spirit” and “soul” have been used interchangeably for millennia, but in the ter-
minology of existential philosophy, they refer to distinct qualities. The spirit pertains
to the material world and reflects both mental and spiritual needs related to earthly
life and physical existence, while the soul represents the immortal divine part within
humans.

The breath of life, signified by the first intake of air after birth, is only possible
with Allah’s permission, known as “idhn”. (Rakhmat 2005, 132-134) As stated,
“Even if all the doctors on earth were to gather and try every remedy, they would
not be able to heal a person from whom the Creator God - by whatever name He
is called - has withdrawn idhn, the permission for life and breath. Since it is breath
that activates bodily functions, the end of breath marks the end of earthly life.”
(Rakhmat 2005, 133-134)

A schematic outline of the human concept as it appears across the three Abra-
hamic religions is presented as follows:

Body

Flesh and Blood (Hebrew: basar - Arabic: basar [meaning “human’])

Breath
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The life force carried in the blood (Hebrew: nefesh - Arabic: nefes and nafs
[meaning “soul, self’])

Breath of life, living beings

animals = nefes haya

Spirit of God

Divine energy, excess of existence (Hebrew: ruach Elohim - Arabic: Ruh Allah)
The state of Adam and Eve, or the paradisiacal condition

Consciousness, will, character (Hebrew: neshamah - Arabic: nasamah [mean-
ing “person, soul count”])

The self-sustaining, thinking, and creative human being

At its core, Islam is a human-centred and socially conscious religion, though its
teachings have been subject to various distortions and interests throughout history.
(Berzsenyi 2020, 167-191)

The Issue of Abortion

One particular topic that | highlight separately in each chapter is the question of
abortion. This emphasis stems from the relationship between body and soul, that
is, the anthropological interpretations in the religions regarding individuals with dis-
abilities. The formation of a human - understood as the unity of body and soul - is
defined differently in each religion and is linked to various stages of development.
However, one aspect is common across all three religions: the destruction of hu-
man life, even in the fatal stage, is considered a sin. The only variance lies in the
judgment of when life begins, viewed through the lens of existential philosophy.
Once a person with disabilities is born, they are seen as an equal and rightful cre-
ation of God, though their responsibilities may be adjusted or lightened according
to their abilities. (Berzsenyi 2020, 85-90., 128-131., 171-173)

The Jewish law, or halacha, approaches the issue of abortion based on foun-
dational works like Fred Rosner's comprehensive Biomedical Ethics and Jewish
Law (2001), Michael Klécher and Udo Tworuschka’'s handbook “Ethik der Weltreli-
gionen” (2005), and the source commentary by religious philosopher Jozsef Szé-
csi’'s study on the question of abortion in ancient Jewish, Roman, and early Chris-
tian sources. (2004).

The permissibility or prohibition of abortion in Jewish law primarily depends on
when the soul is believed to enter the foetus, as per the philosophical underpin-
nings of the religion. This ancient framework forms the basis of Jewish legal prac-
tice regarding abortion, continuously evolving and updating through the collabora-
tive work of scholars and theologians.

According to Jewish law, a fertilized egg is considered “mere water” for the
first forty days, a time when the embryo is not visible and when typically, a woman
becomes aware of her pregnancy. Until birth, the foetus does not have a separate
personhood status (nefes); it is viewed as an extension of the mother rather than
an independent entity until it begins the birthing process (including caesarean sec-
tion), thus initiating its journey toward autonomy.

This principle is supported by biblical, Talmudic, and rabbinical sources, as out-
lined by Rosner and Szécsi. Although the Bible does not explicitly mention inten-
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tional abortion, it does reference accidental miscarriage in the Book of Exodus: “If
men struggle with each other and hit a pregnant woman, causing her to lose her
offspring but without further danger to her life, a fine shall be imposed as the wom-
an’s husband demands, and the judges determine. But if there is serious injury, you
shall give life for life” (Exodus 21:22-23). Since an unborn foetus is not considered
a person or soul (nefes), its destruction does not carry the death penalty.

Referring to Talmudic sources, the Mishnah states: “If a woman is having difficul-
ty in childbirth [and her life is endangered], the foetus should be cut up in her womb
and removed limb by limb, because her life takes precedence over the foetus’s life.
But once the greater part [of the foetus] has emerged, it must not be touched, for
one life may not be set aside for another” (Ohaloth 7:6, cited by Szécsi 2004, 12;
Rosner 2001, 179).

Throughout the Talmud and rabbinic literature, the consistent perspective is that
a foetus is considered a part of the mother and not an independent being or person
(nefes).

In contrast, following the traditions of Western Christianity, the Roman Catholic
Church maintains that a child is considered a human being, a person (nefes) from
the moment of conception and is imbued with the divine soul (ruah Elohim). Thus,
upon diagnosing any potential abnormalities during the fetal stage, abortion is not
even considered an option. The child is viewed as a gift from God, and conse-
quently, the parent has no authority over the child’s life or death.

The “Catechism of the Catholic Church” (20086), referencing the 1988 Instruc-
tion on Respect for Human Life in Its Origin and on the Dignity of Procreation (Do-
num Vitae) by the Congregation for the Doctrine of the Faith, states in section 2274
that a foetus must be treated as a person from the moment of conception, with its
integrity and life protected, as well as receiving necessary care. Prenatal diagnosis
is permitted if it respects the life and health of the foetus and is aimed solely at
preserving or treating the foetus. “It is gravely opposed to the moral law if the di-
agnosis leads to an abortion. The diagnosis must not equate to a death sentence”
(KEK 2006, 2274).

Regarding euthanasia, the Christian stance aligns with Jewish law in its applica-
tion to persons with disabilities. “Particular respect must be given to those whose
lives are diminished or weakened. The sick or handicapped persons should be
helped to lead lives as normal as possible” (KEK 2006, 2276). “Whatever its mo-
tives and means, direct euthanasia consists in putting an end to the lives of handi-
capped, sick, or dying persons. It is morally unacceptable” (KEK, 2006: 2277).
Such acts are considered to oppose divine will and are deemed murder, irrespec-
tive of human goodwill or sincere intentions.

Protestant churches, on the other hand, often see a conflict between the rights
of the unborn child and the mother’s right to self-determination. This position is
significantly influenced by the civil laws of each country and the decisions made by
national church synods. Abortion, according to God’s will, is generally impermissi-
ble, with the Evangelical Church firmly opposing its legalization. However, in cases
where a pregnancy termination is medically necessary to save the mother’s life -
where both would otherwise perish - termination may be permissible if the mother
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consents. Without her explicit consent, the procedure should not occur (Klécher
and Tworuschka 2005, 29-30).

In the context of birth control, the Quran suggests a two-year breastfeeding pe-
riod in Surah 2:233, providing an opportunity for natural spacing between births.
As for preventive contraception, although not explicitly discussed, natural methods
practiced in the Prophet’s time have generally been deemed permissible by Islam-
ic scholars. However, abortion is strictly prohibited, and there is limited literature
specifically addressing the topic. While the Quran does not provide a direct ruling
on induced abortion, it emphasizes the sanctity and protection of life, which is of
paramount importance.

The major schools of Islamic jurisprudence, or madhhabs, have a relatively con-
sistent stance on the matter. They stipulate that the “breath of life” fills the embryo
by the 40th day after conception, though some interpretations extend this period
to as late as the 120th day. Within this framework, abortion may be permissible in
severe medical cases, but only up to these specified points in pregnancy. In later
stages, the foetus’s rights are respected, yet if the mother’s life is at risk and both
would otherwise perish, priority is given to preserving the mother’s life. Islamic law,
or sharia, also includes the principle of “darura” (urgent necessity), allowing for
exceptions to otherwise prohibited actions in genuine emergencies, assessed on
a case-by-case basis (Klocher and Tworuschka 2005, 116).

In the Islamic world, every child is considered a divine gift, holding immense val-
ue for both family and the broader community. The birth of a child transforms a mar-
riage into a family bond and strengthens the ummah, the community of believers.

When prenatal tests reveal a disability, certain Islamic scholars allow for the
possibility of terminating the pregnancy only if medical evidence indicates that the
foetus will not survive until birth. Stricter interpretations require waiting until the
foetus is conclusively no longer alive before permitting intervention. If the foetus is
healthy aside from the diagnosed disability, there is no valid reason to terminate the
pregnancy. Disability is not viewed as a negative mark or demeaning characteristic.
Theologically, each individual is unique, a distinct creation of God, with only the
Creator able to truly understand the depths of each person’s heart (Schirrmacher
and Spuler-Stegemann 2004, 199).

Summary of the Work

The bibliography of over 200 sources was compiled only through gradual disco-
very, often requiring substantial time and effort to locate seemingly critical details.
The research was further complicated by the fact that a significant portion of these
works is not available in Hungarian libraries and public collections. Consequently,
| obtained most of my sources through the University of Vienna Library or its asso-
ciated networks.

Overall, this research involved processing roughly ten thousand pages of schol-
arly material, and | relied solely on my own plans and insights for organizing the
material. In several instances, it was the references or ideas from seemingly less
significant works, along with professional assistance from colleagues, that led me
to unavoidably important details.
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Experts specializing in individual religions or historical periods may identify nota-
ble omissions. However, my goal was to provide a comparative and comprehensive
analytical overview. Within the scope of a doctoral dissertation, it would be im-
possible to cover every detail exhaustively, even with the greatest care and intent.
Therefore, | focused primarily on those characteristic issues frequently highlighted
in various sources and on teachings that fundamentally shape the perspective and
spirit of each religion’s sacred texts.

Conclusion of the Research

The Abrahamic religions do not prescribe any general discrimination against people
with disabilities. However, over the course of history, interpretations of their funda-
mental teachings have sometimes been distorted or misinterpreted, influenced by
overzealousness or the demands of power, embedding these misunderstandings
into cultural practices. This process, driven by the continuous evolution of culture,
is never truly complete, thus requiring periodic adjustments, reinterpretations, and
clarifications. The older and more widely established a religion’s social teachings,
the more challenging it becomes to strip away the distorted elements and reinte-
grate a refined version back into the culture. The modern-day references in this
work aim primarily to illustrate and substantiate this ongoing necessity.

From my research, it is clear that major human cultures defined on a religious
basis, such as those rooted in the sacred texts of Judaism, Christianity, and Islam,
do not inherently endorse discrimination. Their core teachings provide no instruc-
tions or even indirect suggestions for such actions. References to discrimination,
distortions, misinterpretations, and other agendas are solely the result of efforts to
obtain some form of power-based legitimacy.
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Abstract

The functioning and methodology of the gamified medium draws on the findings of
psychology and uses the tools of game design. Interaction with gamification features
has positive effects on social, emotional and cognitive engagement, enhances loyalty,
and can adopt engagement-based features such as those aimed at increasing social
participation to achieve goals. Gamification offers ways to address social challenges.
Its repertoire includes methods to address social challenges in an appropriate way.
We can find gamification concepts to reduce poverty and social exclusion, to save
energy, to stimulate local tourism, to promote public transport, or to address nature
and environmental problems. We have also undertaken to describe examples and
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tools used to address them.
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The emergence of gamification in society

From the moment we are born, humans love to play, it provides us with a sense of
relaxation, it is associated with experience, it develops our social and social com-
petences, and it was therefore to be expected that the information society would
raise the questions that lay the foundations for gamification (Kiss 2021). The term
gamification itself was coined in 2002, and since then it has seen countless defini-
tions and interpretations. In 2014, Andrzej Marcewski used quantitative and qual-
itative methods to collect thirty definitions and then investigated their interrelation-
ships (Fromann 2017). The interesting thing about Marcewski’s research is that he
compared the words used to describe the definitions, highlighting the most popular
ones (engagement 38%, people 28%, fun 25%, motivation 22%). We will present
some of these definitions to outline the conceptual definition of gamification and its
impact on social processes. “Gamification is a process whereby game-like thinking
and game-like design elements (game dynamics, mechanisms, elements) are used
in a non-game context to engage the user, help them solve a problem, or reveal or
develop a skill/ability (Brown, 2020, 20)". Sebastian Deterding and his team set
out to create a general definition of gamification, which was defined in 2011 as the
application of game design elements in a non-game context, i.e. players do not see
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their activity as a game (Fromann 2017).

Werbach and Hunter's definition adds to this description by separating game
elements and game design techniques, emphasising game design thinking. Gami-
fication can appear in the following three areas:a belsd jatékositas (internal gami-
fication):

1. when gamification supports the internal functioning and processes of an or-
ganisation),

2. external gamification: when gamification is targeted at customers,

3. behavioural gamification: when gamification is not business-driven, but is
done in the spirit of social responsibility (Fromann 2017).

Karl M. Kapp has continued his research in the field of education on the use of play-
based methods and strategies. The author’s definition of gamification is the use of
game-based operational principles, game aesthetics and game design thinking to
engage people, motivate them to action, and facilitate learning and problem solv-
ing (Fromann 2017). According to the author, the integration of games and playful
techniques in education has an impact on learning attitudes, significantly increas-
ing motivation to learn. To reorganise the learning environment, it is necessary to
mobilise the following motivational elements from the toolbox of games:

- curiosity,

- allowing mistakes to be made,

- belonging to others, the experience of commitment,

- the possibility of decision-making competences,

- providing a framework story.

Gabe Zichermann and Joselin Linder explore the concept of gamification in rela-
tion to workplace, business and marketing objectives, and the decline in loyalty and
commitment to a company or brand from both employee and customer perspec-
tives. Zichermann and Linder argue that gamification can reverse this process, that
is, gamification is the process of increasing the engagement of participants using
loyalty programmes and the tools of game design and behavioural economics (Fro-
mann 2017).

In 2012, Huotari and Hamari defined gamification in the context of service mar-
keting, whereby an existing basic service is supplemented with playful experiences
to add value (Fromann 2017).

In this interpretation, gamification is a branch of product development that aims
to improve the quality and quantity of services.

Brian Burke, an expert at market research and analytics firm Gartner, stated in
2014 that gamification can only be achieved through digital means, that is, gamifi-
cation is a process of using digital tools to shape the game mechanics and experi-
ence to motivate and engage the player (Fromann 2017).
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Structure and participants in gamified systems

We can distinguish three main levels of structure in gamified systems (Fromann
2017):

1. mechanics: it contains the elements that structure the game, the forms of
action defined by the dynamics determine the mechanical elements.

2. dynamics: the sum of the actions performed by the user.

3. aesthetics: summarises the emotions that the player experiences during the
game, the aesthetic elements are represented by the system’s experience of the
player.

The significant growth of the games industry has been accompanied by the scien-
tific study of games, ranging from the observation of mathematical relationships,
to the study of game design methods and techniques, to the scientific observa-
tion of player behaviour (Kenéz 2015). Statistical results of demographic analyses
showed that a wide range of society plays (men and women, from teenagers to re-
tired people), with the average age of the player being 30. The motivation of games
lies in the impact on the player's cognitive, emotional and social functions For the
game to have an experiential effect, the player must be absorbed in the activity, in a
state of harmonious and orderly consciousness. When a natural function becomes
a socially elaborated task that can be performed according to a goal-directed, pre-
determined set of rules and requires skill, a flow experience is created, the player's
dopamine production increases, and thus the game stimulates the brain (Kenéz
2015).

A gamified system, if compared to an engine, consists of the following compo-
nents (Barna and Fodor 2018):

- game experience (the apex of the pyramid, the goal),

- dynamics of play: this includes rules, emotions, storytelling, progress during
play, self-expression, and the network of relationships built during play,

- game mechanics: this includes challenges, chances, competitions, turns, co-
operation, feedback, acquisition of resources,

- game elements: game elements provide the foundation, including points,
badges, levels, avatars, achievements, leaderboards and community graphs.

It is important to underline that just because a system uses any of the player ele-
ments does not make it interesting or effective for the participants, nor will it pro-
duce the expected results.

A gamified application will achieve the desired effect if it is addictive and motivat-
ing, providing the opportunity for the participant to achieve short-term goals, fail to
achieve them, as well as fail and try again. In summary, the following factors play
a role in increasing engagement: vision, opportunities, work and tasks, self-deter-
mination, social environment, communication, environment, corporate values and
practices, remuneration and recognition (Barna and Fodor 2020). Players can be
typified in several ways based on their motivation (Fromann 2017). Of these,
we will describe the Bartle model in more detail. Richard Bartle is credited with
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the birth of the multiplayer online role-playing game in 1978, and in 1996 he also
created a test of thirty items with the aim of classifying players into one of four main
game types based on their game identity.

Achievers: the group of achievers, also known as aspirants, is made up of play-
ers who strive for achievement (obtaining rewards, equipment, items, leveling up,
gaining more points). They enjoy the game most when they are more prepared and
at a higher level than other players.

Explorers: explorers are players who seek to explore the game world, its en-
vironment. Their primary objective is to solve puzzles, find hidden treasures and
unravel mysteries.

Social: players who primarily seek to socialise with other players during the
game, interpreting the game as one big chat room. Their main goal is to make as
many friends as possible as soon as possible and to join all groups, guilds and
clans. They are generally helpful, empathetic and open. They often use communi-
cation channels outside the game.

Killers: a group of players who take pleasure in destroying or causing damage to
others. They take pleasure in showing off their power, annoying their teammates.

Their style of play is aggressive and provocative, yet their role in the gaming so-
ciety does not make them negative characters, because they are not antisocial, not
rule-breaking trolls, and often even leaders of guilds. They focus on the competitive
part of the game, trying to get ahead of their peers through interpersonal combat.

The research of SpielosLét has expanded these categories in the light of differ-
ent group dynamics (Fromann 2017). Through quantitative and qualitative methods,
it was possible to develop the F-model, which is still valid today, distinguishing two
main dimensions (people-centred, world-centred), three main motivational compo-
nents (competitive, social, exploratory) and the seven motivational subcomponents
that belong to them, i.e. the seven player types (leader, fighter, team player, dating,
imaginative, hoarder, problem solver).

Applications of the gamification structure to increase social
participation

The functioning and methodology of gamification draws on the findings of psy-
chology to use game design tools (Fromann 2017). Interaction with gamification
features positively impacts social, emotional and cognitive engagement, enhances
loyalty, and can adopt engagement-based features such as those aimed at increas-
ing social participation to achieve goals (Kiss 2021).

Gamification methods can be classified into four groups (Czeily and Dajnoki
2021).

The reward-based gamification method: it is recommended to use this method if
you have short-term goals. For example, if an organisation wants to make immedi-
ate changes. The use of this method leads to an immediate deepening of engage-
ment, as the new system attracts the interest of users who want to experience the
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exciting changes first hand as soon as possible. But this positive shift will only last
as long as the reward system is in place. If the reward system is discontinued, the
positive effects triggered up to that point will also disappear.

2. The instinctive gamification method: this methodology is recommended if you
want to achieve long-term results. As the name suggests, it is a method that builds
on people’s inner drives. There are actions that people feel are important because
they have an inner urge to do them. According to organisational integration theory,
when an individual is motivated to perform an activity, his or her attitude towards
the performance of the activity is more positive. Achievements of intrinsically mo-
tivated activities are more enjoyable, more important, more meaningful and more
challenging. The difficulty of the method is to create individual challenges for the
participants that awaken their intrinsic motivation (this is different for everyone).

The structural gamification methodology: a method that does not change the
content of the activities, but adds playful elements to them, by gamifying the way
they are performed.

Content gamification is a method of structural change that changes the content
of an activity and transforms it into a game. It is a costly method and less flexible.
Examples include Farmville and Duolingo.

Based on the literature reviewed, gamification can be applied in the following
areas:

- management, employee motivation, service marketing, knowledge manage-
ment, consumer loyalty,

- marketing, online consumer behaviour,

- innovation, product development, service, industrial service development,

- tourism, tourism,

- education-research, student motivation,

- production, logistics

- healthcare,

- cultural fields.

Possible outcomes of the gamification process at different analytical levels of the
organisation (Téth 2022):

- individual-level results:

o perception: creativity, problem-solving ability develops, learning skills in-
crease,

o Health and well-being: reduced feelings of exhaustion, boredom and stress,

o Attitude: emotions are more easily expressed, job satisfaction and organisa-
tional involvement increases,

o task-related results: transforming tasks into games increases the time spent
on them, training is put into practice more effectively,

- group level results:

o trust between members is strengthened, a creative and effective work climate
is created, peer interactions are enhanced, thus increasing the quantity and quality
of bonds, and a sense of solidarity is developed between people at different levels
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of the hierarchy and in different jobs,
o results at organisational level: a more welcoming organisational atmosphere is
created, commitment to the organisation increases.

The effectiveness of gamification is directly applicable and tangible in the listed
application areas. Gamification offers ways to address social challenges, and in
its toolbox we can find methods to address the social challenges discussed below
(Kiss 2021).

We can find gamified actions to reduce poverty and social exclusion, to save en-
ergy, to stimulate local tourism, to promote public transport, to address nature and
environmental problems. Specific examples and logical links and the gamification
tools used to address these social challenges (Kiss 2021):

energy waste: energy saving - MVM EDISON startup competition, Smart Home,

generational tensions:

- Reducing generational differences - Evoke, Sociopoly, Gamified education,

- Strengthening workplace competencies - COVIDEA, Babel, Coursera, Doulin-
go, Redmenta.com, Start me up! brainstorming competition, COVIDEA, MVM EDI-
SON startup competition,

- knowledge enhancement - National Blue Tour, Geocaching, Smart Home,
SmartWall, Immigropoly, FreeRice, Gamified Education

deprived areas and the backwardness of their inhabitants:

stimulation of local tourism: Kajla Passport, Geocaching, National Blue Trail,

Reducing poverty and social exclusion: Sociopoly, Immigropoly, FreeRice,
Evoke,

contamination of the natural environment:

promotion of public transport: the Kajla Passport,

Kajla Passport, Geocaching, National Blue Hike, Fox Crawl, Smart Home,
Smart Larder.

In the above list, we have summarised the social challenges from Gergely Kiss’
study and have listed the gamified possible methods already in practice, which
we have also grouped according to the problem areas where they can provide
effective help. Based on this, small local communities, civil society organisations,
new or existing businesses and organisations can also make excellent use of good
practices complemented by gamification. The motivational aspects of gamification
can be observed as a general social impact of good practices (Kiss 2021).

It is important to describe Sociopoly in more detail because it is one of the gami-
fication methods that serves the social function of gamification. In addition to being
avery intensive programme, its knowledge-enhancing function is indisputable. The
idea and its realization was developed by the Gyerekesély Kézhasznu Egyestilet
as a weapon in the fight against poverty and social exclusion, an interactive board
game for groups of 20-25 people, which aims to provide new knowledge about
extreme poverty and the opportunity to reflect on stereotypes through the partici-
pants’ own experience of the game (Kiss, 2021). The game lasts three hours and
requires a trained game leader.
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By skilled a complex set of knowledge and skills that combines geographical
and historical knowledge of a given situation with appropriate leadership skills and
knowledge of social contexts and processes are meant. The game shows families’
day-to-day lives, from working to shopping to unexpected expenses. Team mem-
bers have to imagine themselves in the role of a family member and have to behave
and make decisions according to the situation. The game can be used to increase
social awareness and team building.

Gamification in the education sector

Gamification is the use of games and game elements in non-game areas of life with
the aim of making the processes that take place there more interesting and effec-
tive (Fromann and Damsai 2016). It can be implemented in two ways in the learning
process: content gamification and structural gamification (Jaskoné 2020).

On the course of the lesson, i.e. content gamification.

Classcraft: the primary aim of the platform is to develop students’ learning skills
and prepare them to work effectively in teams, integrating a role-playing system
with a special reward system, independently of the curriculum. It is detailed in both
interface and content and is engaging to use (Jaskoné 2020).

b) MinecraftEdu: poorly structured in graphical elements, so it does not burden
students. What is the educational purpose? For example, to organise a virtual field
trip to a remote location, or to the site of a former battle, to simulate the results of
physical experiments. The portal also offers complete lesson plans for teachers.

The Hungarian-developed Smart Box: tasks are categorised by subject and top-
ic, for lower, upper and secondary school students.

The collection contains digitised tests, which do not differ in structure from pa-
per tests, nor do they contain playful design elements (Jaskoné 2020).

Redmenta is a Hungarian-language platform: a worksheet creation platform that
aims to facilitate the work of teachers, but this site does not contain playful design
elements either.

Classtools: English language site for educators, with a variety of task and game
types (e.g. puzzles, arcade-type games, Facebook profiles for famous people),
with a playful design look.

GoalBook: favours interaction between students, especially teamwork, in a way
that both teacher and parent can track milestones in individual student progress
(Fromann - Damsa 2016).

ClassDojo: a digital classroom, a digital classroom management system that in-
volves the student, the teacher and the parent in a unified system, where they have
the opportunity to build and complete different challenges, students can create an
avatar for themselves, which they can develop through their activity in the process
(Fromann - Damsai 2016).

KidBlog: a communication platform that allows whole classes to share content
with each other. A teacher-developed programme that aims to provide an effective
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tool for developing literacy skills and competences (Fromann, Damsai 2016)

OpenBadges: a platform developed by Mozilla to build a diverse merit badge
system around the goals and challenges we have outlined. It provides the possibi-
lity of continuous feedback (Fromann - Damsai 2016)

For the accountability-assessment, i.e. structural gamification.A very important
factor in gamification for assessment is to provide students with an optimal work-
load (tasks should be neither too easy nor too difficult), appropriate levelling (sub-
goals to maintain motivation), reward system (feedback on performance), offering
choices and decisions (students should have the opportunity to shape events).

In 2020, Krisztina Gyéri and David Papp conducted a questionnaire survey in
this area: they compared traditional and video game lessons, asking the participat-
ing students to score the lessons according to given criteria. There were pattern
similarities between the results of the two groups, but the average motivation score
was higher in the case of teaching with video games (Gyéri - Papp 2020).

The gamification approach is proving its validity in education every day, mate-
rialising as an alternative way of expanding knowledge, providing a proven way of
maintaining the attention of students of different age groups and ensuring a shared
experience of working together. The experience of educators using gamification
methods is that not only does student activity increase, but student performance is
directly proportional to this, with better grades. Students of all ages show a more
open and active attitude to innovative opportunities.
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Bevezetés

Az énhatékonysag (self-efficacy) fogalma elsdéként az Albert Bandura (1986) altal
kidolgozott szocialis kognitiv elméleti keretben jelenik meg, amely azt allitjia, hogy
az emberi teljesitmeény az egyén viselkedése, a szemelyes tenyezok (pl. meggy6zo-
deések) es a kornyezeti feltételek kdzotti kdlecsdnhatasoktol fligg (1. abra). Az eszlelt
énhatékonysag az egyén sajat képessegeirdl valo meggydzddésére vonatkozik,
melyek szlikségesek a kilonféle eredmények és célok eléréséhez. Mindez a valos
kompetenciainkitol fliggetlen, hatast gyakorol azonban a viselkedéstinkre, motivaci-
onkra, sikertinkre vagy kudarcunkra. Bandura kdlcsénds determinizmusba helyezi
az egyen viselkedését, személyiségjellemzdit és a kilsd kornyezetet. A self-effi-
cacy fontos szerepet jatszik a személyiségjegyeket érintéen, s a cselekveseink
egyik legjelentésebb hajtoerejének szamit (Bandura 1977; 1986; 1997).
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kdrnyezeti
hatasok

személyes
tényezdk
(kognitiv, affektiv
és biolégiai
folyamatok)

1. abra: A teljesitményt befolyasold tényezok (sajat szerkesztés)

A hatekonysaggal kapcsolatos elvaras azt jelenti, hogy az eredmények eléresehez
szikséges viselkedést sikeresen végre tudjuk hajtani. A varhaté eredmény az arra
vonatkozo becsléslink, hogy az adott viselkedéslink eredményes lesz. A sajat ha-
tékonysagunkrol alkotott meggy6zdédeésiink mertéke befolyasolhatja a megkuzdesi
eréfeszitéseinket, mivel hajlamosak vagyunk elkertilni azokat a helyzeteket, melyek
félelmet, bizonytalansagot keltenek bennlink a sajat képességeinkre vonatkozoan
(Bandura 1977).

A tanari énhatékonysag azon képesseglinkbe vetett hitiink, meggydézdédésink,
mely révén pozitivan tudjuk befolyasolni a tanulok tanulasat, fejlédését, tanulmanyi
eredmeényeit (Gibson - Dembo 1984).

Gibson és Dembo (1984) kidolgoztak a 30 tetelbdl allo TES (Teacher Efficacy
Scale) mérdeszkozt, melynek faktoranalizise Bandura (1977) elméleti modelljével
megfeleld két faktort eredményezett (személyes tanari hatékonysag és tanitasi ha-
tékonysag), s szamos egyeb, a tanari énhatékonysagot merd eszkoz kifejlesztése-
nek kiindulopontjava valt. A kérddivet eredetileg 53 tétel alkotta, ami az elemzést
kovetéen 30-ra csokkent, emellett a szerzok kidolgoztak egy roviditett, 16 itemes
valtozatot is.

A tanari énhatékonysag sokréetu jellegére valo tekintettel tdbbdimenzios skalara
volt sziikség. Tschannen-Moran és Woolfolk Hoy (2001) kifejlesztettek egy harom
dimenziobol allo, 24 tételes TSES (Teachers’ Sense of Efficacy Scale ) tanari haté-
konysagérzet-skalat, amely az oktatasi stratégiakat, az osztalytermi menedzsmen-
tet s a tanuloi elkotelezettseget fedi le.

A tanarokkal szemben tamasztott feladatok és kovetelmények sokféleségeét Ska-
alvik és Skaalvik (2007) szerint nem lehet harom dimenziéra redukalni. Bandura
(1977; 1997) felhivja a figyelmet arra is, hogy az énhatékonysag vizsgalatara szol-
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galé méréeszkdz magas reliabilitasa keveset arul el annak validitasarol, mivel az
egyes tetelek tartalmilag nagyon hasonloak.

Skaalvik és Skaalvik (2007) kidolgoztak a 24 tételes NTSES (Norwegian Tea-
cher Self-Efficacy Scale) kérddivet, amely a kdvetkezd hat alskalan mér: oktatas,
az oktatas tanulok egyéni sziiksegleteihez valo igazitasa, a tanulok motivalasa, a
fegyelem fenntartasa, a kollégakkal és a szlil6kkel valo egyuttmikddes, tovabba a
valtozasokkal és kihivasokkal valo megbirkozas. A merdeszkdzt szamos orszagban
adaptaltak a vilag kilénb6z6 pontjain (2. abra). Elsésorban azokra a kutatasi ered-
ményekre voltunk kivancsiak, melyeket a Web of Science adatbazisaban szerep-
16 cikkekben kozoltek. A megbizhatosagi mutatokat tekintve (Cronbach a = 0,79
- 0,92; N = 140) megfelelének bizonyult Olaszorszagban (Avanzi et al. 2013),
Khezerlou (2013; 2017) altal végzett kutatas soran Iranban (N = 230) és Torokor-
szagban (N = 156; Cronbach a = 0,83), tovabba egy faktor kivételével (Cronbach
o=0,515 - 0,766; N = 168) Szerbiaban is (Djigi¢ et al. 2014).

Lengyelorszagban Baka (2017) a mérdeszkdz haromdimenzios szerkezetét tarta
fel (N = 404), amely nem igazolta az eredeti norveg modell hatdimenzios felépitée-
sét, ugyanakkor megfeleld megbizhatosagot és konstrukcios érvényességi egyltt-
hatokat mutattak az eredmények (Cronbach o > 0,6).

Magyarorszagon Korodi és munkatarsai (2020) kutatasukban (N = 769) az ere-
deti hat faktor helyett a magyar mintan 6t faktort azonositottak, amely nem tamasztja
ala a szerzdk eredeti modelljét, bar egy faktor kivételével kitind megbizhatosagi
ertékeket mutattak a kapott eredményeik (Cronbach o = 0,736 - 0,944).

A tanari énhatékonysag kutatasa Szlovakiaban és Csehorszagban sem maradt
el, ahol a TES kerUlt alkalmazasra (Gavora 2011; Greger 2011; Gavora - Majerci-
kova 2012), a szlovakiai magyar pedagogusok, illetve a szlovakiai magyar pedago-
gushallgatok vizsgalatara viszont ez idaig nem kertilt sor.

2. dbra: Az NTSES alkalmazasa mas orszagokban

& T
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Egyetemi/féiskolai hallgatok mérésere is alkalmaztak az NTSES kérdoivet példaul
Csehorszagban (Dofkova - Kvintova 2017) vagy Uj-Zélandon (Berg - Kovacs
2018). A pedagogushallgatok korében zajlott kutatasok soran ugyanakkor Cseh-
orszagban hasznaltak a Gavora és Wiegerova (2017) altal megalkotott SEPRES-t
(Self-Efficacy - Preschool), az Amerikai Egyesiilt Allamokban, Térokorszagban
és lzraelban pedig Gibson és Dembo (1984) TES-mérdeszkozével vizsgalodtak
(Woolfolk Hoy 2000; Wertheim - Leyser 2002; Cerit 2010).

Célkitlizések

Kutatasunk célja a tanari énhatékonysag mérésére szolgaldo NTSES kérdoiv (Skaal-
vik - Skaalvik 2007) megbizhato és érvenyes magyar nyelvi valtozatanak elkészite-
se, amely alkalmas a szlovakiai magyar pedagogushallgatok méréseére.

Avizsgalat soran arra kerestuk a valaszt, hogy miként alakul a pedagogusijeldltek
enhatekonysagrol alkotott nézete, illetve a hattérvaltozok vonatkozasaban adodik-e
szignifikans eltérés az egyes valtozok vonatkozasaban, s ha igen, akkor milyen val-
tozo eseten.

Azt kivantuk megallapitani, alkalmazhaté-e a Norvég Tanari Enhatékony-
sag Kerddiv - NTSES - magyar nyelvre adaptalt valtozata a szlovakiai magyar
pedagogushallgatok szélesebb korl vizsgalatara.

Modszer

Adatgyiijtés, eljaras

Kvantitativ kOvetkeztetd leird kutatast végeztiink, kérddives felmérés segitségével,
keresztmetszeti adatfelvétellel. Az adatokat az SPSS Statistics 26 IBM segitségé-
vel dolgoztuk fel. Kutatasunk a 2024-es év végén zajlott, ebbdl kifolydlag az ada-
tok még feldolgozas alatt allnak, s jelen tanulmanyunkban csak részeredményeket
kozlink. A tanari énhatekonysag meéresere kéerdoives felmerest valositottunk meg
online fellileten.

Minta

Kutatasi mintankat a szlovakiai magyar pedagogusképzéesben reszt vevd, tanulma-
nyaikat mesterszinten vegz6 egyetemi hallgatok alkottak. Véletlen rétegzett minta-
vétellel kivalasztva 6sszesen 64 hallgatd (N = 64) vett részt a kutatasban, kozilik
59 né és 5 ferfi. Atlage'letkoruk 26,03 év. A kitoltdk 89,1%-a szlovakiai, 10,09%-a
magyarorszagi allando lakhellyel rendelkezik, 54,7%-uk videken, 45,3%-uk pedig
varosban él. A szlovakiai hallgatok 47,37%-a, azaz legjelentésebb része a Nyitrai
keruletbdl szarmazik, ezt koveti 26,32%-kal a Nagyszombati kertlet, 17,54%-kal a
Besztercebanyai, 7,02%-kal a Kassai, majd 1,76%-kal a Pozsonyi kertilet. Az 6sz-
szes valaszadonk a Selye Janos Egyetem valamely mesterszint(i tanari tanulmanyi
programjanak a hallgatoja. Kozeépiskolai végzettseguket tekintve a kitoltok legje-
lentésebb része szakkdzépiskolabol erkezett érettsegivel (51,6%), illetve gimnazi-
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umbol (43,8%). Mintank csekélyebb részét alkotjak azok, akik mar a kdzépiskolai
tanulmanyaik soran segité vagy pedagogusszakmat valasztottak (20,31%). A min-
ta egyik nem megszokott jellegzetessége, hogy a felmérést nemzeti kisebbseégi
kornyezetben végeztiik. Ami az alapsokasagot illeti, a valaszadok altal latogatott
egyetem tanulmanyi osztalyatol kapott adatokat feldolgozva megallapitottuk, hogy
a mesterszintli, szlovakiai magyar pedagogusképzésben részt vevok szama 6ssze-
sen 185. Szlovakiai magyar pedagoguskéepzésképzésben részt vevoként azokat
definialtuk, akik magyar tanitasi nyelvli, masodfoku féiskolai/egyetemi képzésben
vesznek részt Szlovakiaban tanitoi vagy tanari szakon. A 2024 /2025-6s akadémiai
evben az érintett felsdoktatasi intezmény mesterszintl képzését 6sszesen 185 hall-
gato latogatja, kérddiviinket 34,59%-uk toltotte ki. A 141 nappali tagozatos hallgato
kozll 54 (38,30%), reszpondenstink volt, a 44 levelezd tagozatos kozul pedig 10
(22,73%) valaszolt az altalunk feltett kérdésekre. A tanulmanyi programot illetéen
a valaszadok kozul 43 kitolt6 a tanitokepzest, 21 pedig a tanari szakot valasztotta.
Olyan tovabbi hattérvaltozokat is vizsgaltunk, mint példaul a valaszad6 édesany-
janak és edesapjanak legmagasabb iskolai vegzettsége, milyen tavolsagra talalha-
t6 az egyetem az allando lakhelylktdl, milyen médon oldjak meg az intézménybe
valo bejarast, atlagosan milyen eredménnyel vegzik tanulmanyaikat, milyen idegen
nyelveket beszélnek, vegeznek-e valamilyen énkéntes tevékenységet, dolgoznak-e
az egyetem mellett, tovabba, hogy milyen jovétervvel rendelkeznek a pedagogus
szakmat illetéen. Kivancsiak voltunk arra is, van-e/volt-e a csaladjukban/rokonsa-
gukban pedagogus, illetve kinek a hatasara valasztottak a pedagoguspalyat.

Mérbeszkoz

A tanari énhatékonysag mérése céljabol tdbb mérdeszkozt is alkalmaztak a k-
I6nféle nemzetkdzi kutatasok soran, nincs tudomasunk azonban a szlovakiai ma-
gyar pedagoguskodzosseégre adaptalt kérdoivrél. Az altalunk hasznalt méréeszkdz
kivalasztasanal egyrészt azt a szempontot vettik figyelembe, hogy alkalmas legyen
az énhatékonysag tobb skalan valo elkilonitésére, masrészt, hogy az mar sikere-
sen adaptalasra kerUlt nem csak a kdrnyezé orszagokban, melyekben hasonlok az
oktatasi rendszert érinté kortlmények, hanem Magyarorszagon, a magyar nyelvi
valtozat is.

A fentiekre tamaszkodva dontéttiink Skaalvik és Skaalvik (2007) Norwegian Tea-
cher Self-Efficacy Scale (NTSES) mérdeszkdze mellett, amely az alabbi alskalakon
vizsgalja a tanari énhatékonysagot:

- Oktatas/Oktatasszervezeés (Instruction): a pedagogus képes hatéekonyan elma-
gyarazni a tananyagot, érthet6 utasitasokkal tud szolgalni;

- Az oktatas egyeni sziksegletekhez valo igazitasa (Adaptating Education to In-
dividual Student s Needs): a pedagogus képes alkalmazni a differencialt oktatas
alapelveit a gyakorlatban;

- A tanulok motivalasa (Motivating Students): a pedagogus képes megfeleléen
motivalni a tanuldkat az eredményes tanitas/tanulas érdekében;
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- Fegyelem fenntartasa (Keeping Discipline): a pedagogus képes fenntarta-
ni a fegyelmet az osztalyaban és kezelni tudja a magatartasi problémakkal kiizd6
tanulokat is;

- Egylttmkodés a kollegakkal és szuldkkel (Cooperating With Colleagues and
Parents): a pedagogus képes a hatékony egytttmikoddésre mind a szllékkel, mind
a tobbi kollegaval;

- Valtozasokkal valo megktlizdés (Coping With Changes and Challenges): a pe-
dagogus képes megbirkozni az oktatasi kdrtilmények, feltételek valtozasaival.

A 6 alskalara oszl6, 24 tetelbdl allo 6nértékeld - dnbevallason alapulo - kérddivben,
amely faktoronként 4 tételt tartalmaz, a valaszadok 7 fokozatu Likert-skalan jelo-
lik a rajuk leginkabb kifejez6 értéket. Az eredeti kérddiv norvég és angol nyelven
ker(lt kidolgozasra, ezek kdzll a 24 tételes angol valtozattal dolgoztunk. Beaton et
al. (2000) ajanlasait kdvetve, a kétszeres oda-vissza forditas soran ket fliggetlen
fordito forditotta a tartalmakat magyar nyelvre, melyek kézul az egyik nem ismerte a
kutatas elméleti hatterét. Az egymasnak ellentmondo részeket szerkesztettik, visz-
szaforditottuk angol nyelvre. A hibak és anomaliak kikiiszobdlesét kovetéen harom
egyetemistat vontunk be a tételek tokéletesitésébe, majd ismét javitottuk a szdve-
get. Az online kérdaiv kitoltése 6nkéntes alapon, anonim modon tortént.

Eredmények

Miutan elvégeztik a forditassal 6sszefliggd adaptacios és elékészitési feladatokat,
tovabba a mintaveteli eljarast, megvizsgaltuk, hogy az NTSES-kérddiv alkalmas-e
a szlovakiai magyar pedagogushallgatok szélesebb kérd mérésére. Ezt kdvetden
megneztik, milyen a merdeszkdz faktorszerkezete. A statisztikai eljarasaink so-
ran elvégeztik a normalitasvizsgalatot, elvegeztik tdbbek kdzott a leird statisztikai
elemzést és a megbizhatosagi mutatok vizsgalatat is.

A skala-tipusu kerddivek esetében a megbizhatésag megallapitasanak szokva-
nyos modszere a belsé homogenitas meghatarozasa. A megbizhatésagot a Cron-
bach-alfa egyltthatéval meérttik, s a 0,6 és 0,9 kozotti értékeket tekintettiik elfogad-
hatonak. A faktorok reliabilitasi mutatoit egyeseével vizsgaltuk (1. tablazat).

A faktorok kozul az Oktatas/Oktatasszervezés (Cronbach o = 0,846), Az oktatas
egyeni sziikségletekhez valo igazitasa/Egyeéni sziikségletek (Cronbach o = 0,870),
A tanulok motivalasa/Motivalas (Cronbach o = 0,823), a Fegyelem fenntartasa/Fe-
gyelemfenntartas (Cronbach a = 0,842), az EgyittmUikddeés a kollégakkal és szU-
I6kkel/EgylUttmikodes (Cronbach o = 0,854) és a Valtozasokkal valo megkizdés/
Megklizdes faktor (Cronbach a = 0,863) ertéke mind kivalo szintu reliabilitasi muta-
toval rendelkezik az adott résztertleten. A kiilonbdzd faktorok Cronbach-alfa ertéke
0,823 és 0,870 kdzdtt mozgott. A teljes kérddivre vonatkozoan a megbizhatosag
szintén kival6 értékeket mutatott (Cronbach o = 0,969). A standardizalast kdvetéen
kapott értékeket az 1. tablazatban mutatjuk be (Cronbach a = 0,825 - 0,871).
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Cronbach’s | Cronbach’s alpha based | Cronbach’s Alpha
Scale alpha on standardized items if tem Deleted
Oktatasszervezés 0,846 0,848 o<
Egyéni sziikségletek | 0,870 0,871 o<
Motivélas 0,823 0,825 o<
Fegyelemfenntartas 0,842 0,847 o<
Egyittmikodés 0,854 0,855 a<
Megkulizdés 0,863 0,864 o<

1. tablazat: Megbizhatosagi mutatok (sajat szerkesztés)

A kulonb6z6 faktorok Cronbach-alfa értékeire valo tekintettel valtozéink megbizha-
tonak tekinthetdk, azaz megfelelnek egy méréeszkdzzel szemben tamasztott kdve-
telményeknek. Egyetlen item kihagyasaval sem tudtunk emelni a megbizhatosagi

mutatokon.

A 2. tablazatban megadtuk a NTSES-kérddiv leird statisztikai mutatoit a kutata-
sunkban részt vevd 64 hallgatora vonatkozoan. A legalacsonyabb szorasérték az
SE1, SE9, SE13, SE24, SE6 teteleknél mutatkozott, mig a leginkabb megoszlo-
nak az SE3, SE4, SE10, SE11 tételek bizonyultak.

Item M SD 95% Conf.int. low | 95% Conf.int. upper
SE1 5,45 0,975 5,21 5,70
SE2 5,34 1,171 5,05 5,64
SE3 5,30 1,318 4,97 5,63
SE4 5,62 1,321 519 5,85
SE5 5,48 1,182 519 5,78
SE6 5,59 1,094 5,32 5,87
SE7 5,56 1,167 5,27 5,85
SE8 5,63 1,215 5,32 5,93
SE9 5,27 1,027 5,01 5,562
SE10 4,94 1,355 4,60 5,28
SE11 5,56 1,32 5,23 5,89
SE12 5,42 1,138 514 5,71
SE13 5,38 1,031 512 5,63
SE14 5,34 1,114 5,06 5,63
SE15 5,31 1,139 5,03 5,60
SE16 4,98 1,134 4,70 5,27
SE17 5,22 1,133 4,94 5,50
SE18 5,41 1,109 513 5,68
SE19 5,77 1,08 5,50 6,04
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SE20 5,61 1,177 5,32 5,90
SE21 5,30 1,15 5,01 5,58
SE22 5,58 1,206 5,28 5,88
SE23 5,97 1,247 5,66 6,28
SE24 5,48 1,039 5,22 5,74
tablazat: Az NTSES itemeinek leird statisztikai mutatoi (sajat szerkesztés)

Az egyének kozotti eltérést vizsgalva az egyes alskalakat illetéen megfigyeltiik,
hogy a legmagasabb szoéras a fegyelemfenntartas terén mutatkozott, azaz ebben
az esetben oszlanak meg leginkabb az dnbevallason alapulé nézetek, ugyanakkor
az a legjellemzd8bb, hogy a hallgatok az oktatasszervezeés terlletére vonatkozdan
adtak a leginkabb megegyez6 valaszokat (3. tablazat).

Scale I i o e
Oktatasszervezés 22,16 | 3,562 21,28 23,04
Egyéni szlikségletek 21,92 | 3,99 20,92 22,14
Motivélas 2117 | 3,76 20,23 22,11
Fegyelemfenntartas 21,02 | 4,14 19,98 22,05
Egylttmuikodés 22,23 | 4,08 21,22 23,25
Megkulzdés 21,90 | 3,69 20,98 22,83
tablazat: Az NTSES valtozoéinak leiro statisztikai mutatoi (sajat szerkesztés)

Az altalunk vizsgalt egyetemistak ugy tartjak, hogy a szlil6kkel, kollégakkal vald
egyuttmikodés, az oktatasszervezés és az oktatas egyéni sziikségletekhez valo
igazitasa terén képesek a legmagabiztosabban kezelni a kihivasokat. A legnagyobb
nehézséget elsésorban a fegyelem fenntartasa, majd a tanulok motivalasa és az
oktatasi korilmeények valtozasaival vald megklizdés jelentik szamukra (4. tablazat).

Ranking Scale

Egytittmikodés

Oktatasszervezés

Egyéni sziikségletek

Megkuzdés

Motivalas

2N B Il e

Fegyelemfenntartas

4. tablazat: Részterlletek rangsorolasa az adott minta esetében (sajat szerkesztés)
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A normalitasvizsgalat azt mutatta, hogy egyik valtozonk eloszlasa sem normal, igy
a H hipotézist, miszerint az adott valtozo szignifikansan nem kiil6nbézik a normal
eloszlastol, elutasitottuk (p<0,05). Ennek alapjan elvegeztik a Spearman-féle kor-
relacioszamitast. A valtozoink kozoétt szinte mindenhol korrelativ kapcsolatot talal-
tunk. Megvizsgaltuk az NTSES faktorszerkezetét. A Kaiser-Meyer-Olkin-mutato
és a Bartlett-proba alapjan is (5. tablazat) a tételek alkalmasak a faktoranalizisre
(KMO = 0,906, x2[276] = 1364,871, p < 0,000).

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. ,906
Bartlett’s Test of Sphericity Approx. Chi-Square 1364,871
Df 276
Sig. ,000

5. tablazat: KMO and Bartlett's Test (sajat szerkesztés)

A program elvégezte valamennyi valtoz6 standardizalasat (M = 0; SD = 1; V = 1).
A modell teljes kezdeti varianciaja 24 . Az elemzéshez f6komponens-analizist, maxi-
mum likelihood-modszert es Varimax-forgatast alkalmaztunk. A fékomponens-elem-
zés alapjan a tételek 3 faktorba rendezddiek. A latens valtozokkal magyarazott
teljes informaciotartalom 16,549. Az Uj modell a variancia 68,955%-at drizte meg
(6. tablazat), ami a tarsadalomtudomanyi kutatasokban elfogadhatonak tekinthetd.

Total Variance Explained

Corm- Initial Eigenvalues Extraction Sums of Squared Loadings
ponent | Total % of Variance E/iumulatlve Total % of Variance gz)umulatwe
1 14,183 [ 59,098 59,098 14,183 | 59,098 59,098

2 1,218 5,076 64,173 1,218 | 5,076 64,173

3 1,148 4,781 68,955 1,148 4,781 68,955

4 ,946 3,942 72,897

5 ,885 3,688 76,585

6 , 764 3,183 79,768

7 ,671 2,796 82,564

8 ,5654 2,310 84,874

9 ,493 2,055 86,928

10 ,448 1,865 88,793

11 412 1,717 90,510

12 ,329 1,369 91,879

13 ,301 1,254 93,133

14 ,276 1,151 94,284

15 ,227 ,945 95,230

16 211 ,881 96,110
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17 167 ,696 96,807

18 ,165 ,686 97,493

19 ,151 ,631 98,124

20 123 ,5613 98,637

21 115 ,480 99,117

22 ,081 ,336 99,453

23 ,073 ,306 99,758

24 ,058 ,242 100,000
Extraction Method: Principal Component Analysis.

6. tablazat: Teljes variancia magyarazata (sajat szerkesztés)

A 3. abra azt mutatja, hogy a 24 metrikus valtozonk meredeksége az elsétdl az
utolso felé haladva csdkken, a 3 faktorszamnal talalunk Elbow-féle kényokpontot.

Scree Plot

Eigenvalue

123 4 5 6 7 8 9 10111213 1415 16 17 18 19 20 21 22 23 24

Component Number

3. abra: Scree plot

Csak azokat a f6komponenseket vettlk figyelembe, melyek sajat értéke legalabb
1. Nem kaptuk vissza azt a faktorstrukturat, amelyet az eredeti modell mutatott. Az
eltérés jelentds. A minimalisan 0,6 faktorsullyal rendelkezé valtozokat vettik figye-
lembe. A modellben minden item szerepel. A faktorok k6zott semmilyen korrelativ
kapcsolatot nem talaltunk. A kérdések tartalmukat tekintve dsszetartanak.



Sykora Hernady Katalin - Horvath Kinga | 86

Rotated Component Matrix®

Component
1 2 3
13.Oktatasszervezés , 770
12.Megklzdés ,740
24 .Megklzdés , 716
11.Egylttmdikddés ,716
18.Megklizdés ,675
19.0Oktatasszervezés ,663
20.Egyeni szlikseglet ,628

23.Egylittmikodés
6.Megklzdes
21.Motivalas

4 .Fegyelemfenntartas ,826
15.Motivalas 725
22.Fegyelemfenntartas ,652

16.Fegyelemfenntartas ,632

14 .Egyéni szlikséglet ,631
3.Motivalas ,615
17.Egyittmikodés

5.Egyuttmikodés

8.Egyéni szlikséglet
9.Motivalas , 789
1.Oktatasszervezés ,700

10.Fegyelemfenntartas ,660

2.Egyéni szlikséglet

7.0Oktatasszervezés

Extraction Method: Principal Component Analysis.
Rotation Method: Varimax with Kaiser Normalization.

a. Rotation converged in 21 iterations.

7. tablazat: A faktorok alkotdelemei a Varimax-forgatast kdvetéen (sajat szerkesztés)

Az egyes faktorok alkotéelemeit a Varimax-forgatast kdvetéen a 7. tablazat
szemlélteti. Az altalunk kapott modell alskalait a faktorok értelmezésével a kdvetke-
z6képp neveztik el (8. tablazat):

F1: Az oktatas és oktatasszervezés kihivasai (problémamegoldas és konfliktus-
kezelés heterogén tanuloi csoportokban; a megfeleld oktatasi modszerek ismerete
és kivalasztasa; hatékony oktatasszervezés heterogén tanuléi csoportokban; rugal-
massag az oktatasi korilmények valtozasaival szemben).

F2: A tanulok motivalasa és pozitiv befolyasolasa az oktato-nevel6 folyamat so-
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ran (fegyelemfenntartas heterogéen csoportokban; motivalas a hatékony tanulas
céljabol; empatikus, odafigyeld és személyre szabott megkdzelités).

F3: A tanulasi nehézségekkel és magatartasi zavarral kiizdd tanulok kezelése (a
tanulasi nehézségekkel és magatartasi zavarral kiizd6 tanulok oktatasa, nevelése,
iranyitasa, motivalasa).

Scale Item
F1: Az oktatas és oktatasszervezés kihivasai 13, 12, 24, 11, 18, 19, 20
F2: A tanulok motivalasa és pozitiv befolyasolasa 4,15,22,16, 14, 3

F3: A tanulasi nehézségekkel és magatartasi zavarral kiizdé | 9, 1, 10
tanulok kezelése

8. tablazat: A Varimax-forgatast kdvetéen létrejott modell (sajat szerkesztés)

Az eredeti modellben a mért valtozok mas-mas faktorba kertiltek. Ennek oka lehet
a kis esetszam is. Bar széles korben elterjedt méréeszkdzrél van szo, ennek elle-
nére érdemes lehet foglalkozni a validitas kérdesével is. Tovabbi okként megne-
vezhetd az esetleges forditasi pontatlansag, az eltérd oktatasi korilmények, illetve
eltér6 oktatasi rendszer. Megfontolando az a kérdés is, hogy a gyakorlo pedagogus
ugyanazt érti-e az egyes allitasok alatt, amit a pedagdgusképzésben részt vevd
hallgato, esetleg rendelkeznek-e kelld ismeretekkel az egyetemistak ahhoz, hogy
meg tudjak itélni az egyes allitasokat, amelyek a kérddiv kitdltéséhez sziikségesek.

Az elemzések soran megnéztik, hogyan alakul a modellink a maximum like-
lihood-modszer alkalmazasa esetén. A maximalis faktorszamot beallitottuk 6-ra,
ahogy az az eredeti modellnél is van, az illeszkedési mutatd szerint viszont a fak-
tor-modell nem illeszkedik jol a medfigyelt adatokra ( 2=177,193; df=147; p=0,45).
A rotalast kovetdéen sok item kimaradt. Mas faktorszamot is megprobaltunk. A ma-
ximum likelihood-modszerrel 7 faktor tlnt a legmegfelelébbnek, mert az illeszke-
désmutato ezt jelezte elfogadhatonak (2=144,106; df=129; p=0,172), az egyes
faktorokba tartozo itemek szama viszont nagyon alacsony volt, igy visszatérve az
eredetivel megegyezd 6 faktoros modellre, kivettik a 0,65 alatti kommunalitas-ér-
téku teteleket (8.,9.,10.,21.), s probaltunk javitani az illeszkedésmutatokon, ezzel
elertiik, hogy jol illeszkedik a faktor-modell a megfigyelt adatokra ( 2=100,648;
df=85; p=0,118). Ez a modell a variancia 76,498%-at 6rizte meg. Valtozoink kulon-
b6z6 alskalakba sorolodtak (9. tablazat).

Scale Item
F1: Oktatasszervezés

, e e un , , . . 15, 18, 14,
(az oktatasszervezest erinté hatékony problémamegoldas és konflik- 20 11. 19

tuskezelés heterogén csoportokban)

F2: Az oktatas modszertani kihivasai
(oktatas és oktatasszervezés heterogén csoportokban, az oktatasi 13, 12, 24
modszerekhez vald rugalmas és nyitott hozzaallas)
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F3: Egyuttmlkodes a tanulokkal, szlldkkel es kollegakkal
(az oktato-nevel6 folyamatban részt vevokkel valo hatékony kooperacio
az iskolai és iskolan kivili tevékenysegek soran)

7,5,23,22

F4: Magatartasi zavarok kezelése
(a magatartasi zavarokkal klizdé tanuldk hatékony iranyitasa, tovabba az | 16, 17
ezekkel a problémakkal kiizdé tanulok szlleivel valo egyittmikodés)

F5: Differencialt oktatas
(hatékony oktatas és oktatasszervezés az egyéni szlikségletekhez 2,1
igazitva)

F6: Tanulok iranyitasa

(a sikeres feladatvégzéshez sziikséges korilmenyek megteremtése) 3,4

9. tablazat: Az uj modell maximum likelihood-eljarassal (sajat szerkesztés)

Adatainkon elvegeztik a Kruskall-Wallis-probat, s talaltunk olyan mert valtozot,
ahol a nemek szerint szignifikans eltéeres talalhatd. Az Egyluttmikodés faktorban
a ferfiak és nok valaszai kdzott szignifikans eltérest talaltunk az 5. item eseteben,
amely a szuldkkel valo egylttmikddeésre utal (K-H=7,371; p=0,07). A lakhelyet,
a latogatott tagozatot, évfolyamot és a kdzeépiskolai vegzettséget illetéen nem talal-
tunk szignifikans eltérést. Szignifikans eltérés mutatkozott annak a fliggvényében,
hogy a valaszado csaladjaban van-e/volt-e pedagogus. Ez az oktatasszervezés
terliletére vonatkozott (K-H=13,545; p=0,035). Szignifikans kilonbséget talal-
tunk tovabba az atlagosan elért tanulmanyi eredmények és az Oktatasszervezés
(K-H=13,968; p=0,007), az Egyéni szliksegletek (K-H=10,832; p=0,029), a Mo-
tivalas (K-H=10,595; p=0,032), illetve a Megklizdés dimenziojaban (K-H=11,416;
p=0,022).

Megvitatas

Kutatasunk célja az volt, hogy az NTSES meérdeszkozt (Norwegian Teacher Self-Effi-
cacy Scale - Norvég Tanari Enhatékonysag Kérdéiv) a szlovakiai magyar oktatasi
kornyezethez igazitsuk ugy, hogy az megbizhatoan és ervenyesen miikédjon a szlo-
vakiai magyar pedagoguskeépzésben részt vevd egyetemi hallgatok mérése esetén.
Az adaptalt kerddiv megbizhatosagi mutatoi 0,823 és 0,870 kdzott mozognak. A
statisztikai vizsgalatok soran a faktorelemzéssel létrehoztunk egy uj, 3 alskalat
tartalmazo modellt, emellett bemutattunk egy olyan 6 alskalat lefedé modellt is,
melynek illeszkedésmutatoja megfeleld ertekekkel rendelkezik, ehhez azonban el
kellett tavolitanunk néhany itemet. A méréeszkdzt ebben a formaban alkalmazha-
tonak tartjuk a szlovakiai magyar pedagogushallgatok szélesebb kdrd méréseére,
a reliabilitasi ertekek mindkét modell eseteben megfeleld értékekkel rendelkez-
nek, szliikséges lenne azonban feltdlteni a kiilonbdzd faktorokat tovabbi tételekkel,
hogy az egyes alskalak legalabb 4 tételt tartalmazzanak. Kutatasunk eredményei
azt mutatjak, hogy az altalunk vizsgalt egyetemistak a szlilokkel, kollegakkal valo
egyuttmikodes, az oktatasszervezes és az okiatas egyeni sziiksegletekhez valo
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igazitasa terén képesek a legmagabiztosabban kezelni a kihivasokat, azaz ezeken
a részterlleteken hisznek leginkabb a sajat képességeikben. A legnagyobb ne-
hézséget a fegyelem fenntartasa jelenti szamukra, viszont a tanulok motivalasat
es az oktatasi kortlmenyek valtozasaival valo megkuzdést is nagy kihivaskent élik
meg. Szignifikans eltérest talaltunk az egyes részterileteken annak a fliggvénye-
ben, hogy a valaszado csaladjaban van-e/volt-e pedagogus, tovabba az atlagos
tanulmanyi eredményekre vonatkozoan.

Jelen pilot-kutatasunknak vannak korlatai, melyek kdzil legjelentésebb az ala-
csony mintaelemszam, a kérddiv szubjektiv kitdltésének jellemzéje, az esetleges
forditasi pontatlansagok, de szerepet jatszhatnak az eltérd oktatasi korilmenyek,
illetve eltéré oktatasi rendszerek. Emellett feltételezhetd az is, hogy a kérddivet
kitolté hallgatok ezen a tanulmanyi szinten meg nem rendelkeznek a valaszadashoz
szikseges mindennemd ismerettel és gyakorlattal (fogalomhasznalat, gyakorlati
tapasztalat stb.). Ennek kikiszdbolésére javasoljuk a kutatas megismeétlését 3 lé-
pesben, meégpedig:

Kerddiv kitdltese az eredeti formaban;

Fokuszcsoportos interju megvalositasa a valaszadokkal, ahol az egyes kijelenté-
sek részletesebben el vannak magyarazva, sziikség szerint modositva;

Javitott kérddiv ismételt kitdlteése.

Ezt kdvetéen érdemes lehet komparativ elemzés ala vonni a két kérddivet min-
den reszpondens esetében.

A legnagyobb elérelépést feltehetden a tételek atfogalmazasa jelentheti. A mo-
dellt illetéen sziikséges figyelembe venni azt a tényt is, hogy a kidolgozasa ota eltelt
evtizedek soran az oktatasi korilmeények, az oktatast érint6é kihivasok jelentésen
megvaltoztak, igy hasznos lehet a modell, illetve a mérdeszkoz atértekelese es
Ujragondolasa.

A 21. szazadban leginkabb az inkluziv oktatast hatékonyan veégz6 pedagogusra
kellene helyezni a hangsulyt, tovabba figyelembe kellene venni azt a tényt, hogy
Szlovakiaban a pedagogus szabadon valaszthatja meg az altala alkalmazott oktatasi
modszereket, am a heterogén csoportokban térténé munka mar szinte magatol
ertetédd folyamat, mivel minden osztalyban megjelennek tanulasi nehézségekkel
vagy magatartasi zavarokkal kiizdé tanulok. Az egyltttmikodés nemcsak a szuldkre
es pedagoguskollégakra terjed ki, hanem kooperalni szlikséges a tanulokkal, az is-
kolai tamogat¢ csapattal, kils6é szakemberekkel vagy épp az iskola partnereivel is.

A tanari éenhatékonysagot mer6é keérddiv eredményei ramutathatnak azokra
a tényezokre, melyeket sziikséges lenne erdsiteni a pedagogusképzés soran.
Szlkseg lenne olyan jellegl longitudinalis vizsgalatokra is, melyek réven figye-
lemmel kdvethetjlik a pedagogushallgatok esetleges képességeinek valtozasait a
tanulmanyaik soran. Ezzel megcélozhatjuk a kilénb6zd tantargyak hatékonysaga-
nak mérését is. A jovében a mérdeszkdz ertékes lehet a jovenddbeli pedagdogusok
énhatékonysaganak feltarasara, potencialis problémak és hianyossagok eldrejel-
zésére meg a palyakezdés eldtt.
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Janos Torkos was the chief physician of the city of Bratislava and one of the most
distinguished and knowledgeable physicians of the 18th century. He was a prominent
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ters of medical advice. He is also credited with publishing the first Hungarian bilingual
book on the pricing of medicines. His scientific description of the Gofitz twins stands
as a remarkable reflection of the medical achievements and understanding of his era.
The story of these first scientifically described Siamese twins gained widespread at-
tention across Europe, featured in numerous medical books, and became one of
the great sensations of the time. According to Dr. Torkos, the cause of the twins’
conjoined condition was attributed to imaginatio materna, i. e. maternal imagination.
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Justus Janos Torkos was one of the most renowned and respected physicians of
his time. He belonged to the upper-Hungarian Evangelical scholarly-literary class,
which, from the 17" century onwards, became increasingly active in the scientific
public sphere. The influence of this literary society extended well into the mid-19®
century. Members of this group were typically Evangelical, multilingual, and gradu-
ates of foreign universities.

Janos Torkos was born on December 17, 1699, in Gydr. From 1711, he was a
pupil of the polymath Matyas Bél at the grammar school in Banska Bystrica. The
most notable private medical schools in Upper Hungary were located in Késmark
and Besztercebanya, where Karoly Ottd Moller, long-time camp physician to Fe-
renc Rakoczi, taught. Moller not only educated his students but also provided
scholarships for their studies abroad. Some of these students, including Justus
Janos Torkos, gained knowledge in chemistry and pharmacy before continuing
their education overseas.

Torkos studied in Bratislava and later at the University of Halle, where he earned
his Doctoris Medici (Doctor of Medicine) degree on June 1, 1724. Upon his return
to Hungary, he practiced medicine in Bratislava and Gyér. In 1726, he was appoint-
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ed county doctor of Komarom, and in the following year, he assumed the same
role in Esztergom County. By 1731, Count Miklos Palffy, the Elector of Bratislava,
selected him as his personal physician. From 1740 until his death, Torkos served
as the chief medical officer of the free royal city of Bratislava for 30 years.

In 1751, he was admitted to the Florentine Botanical Society, and a year later,
he was honored as an honorary member of the Royal Society of London. Janos
Torkos passed away on April 7, 1770.

Torkos was a pioneer in analyzing and describing Hungary's medicinal waters
and compiled the first pharmacist’s standard in Hungary. This document delineat-
ed the roles, duties, and rights of physicians, surgeons, pharmacists, midwives,
and bath attendants. He also became the first Hungarian regulator of midwifery,
establishing guidelines for the remuneration of obstetric procedures and surgeries.
His writings primarily focused on domestic medicinal resources, though he also
published fascinating medical case studies (Révid értekezés a pdstyéni flirdérél,
Pozsony, 1745; Bonctani és orvosi megfigyelések az 1701. oktober 26-an Ma-
gyarorszagon, a Komaromon alul levé Szény pusztan, a hajdani Brigetioban
szliletett és az 1723. februar 13-an a pozsonyi orsolyita kolostorban elhalt és
ugyanott eltemetett kéttestl lanyszbrnysziil6ttrél, Pozsony, 1764; Az édes-
vizflirdd, azaz a dunai flirdé hasznos voltardl és hasznalatarél, Pozsony, 1765.).

In his later years, Baron Laszl6 Amade (1704-1764) came into closer contact
with Janos Torkos, one of the most renowned physicians of his time. Amade had
been suffering from chronic health issues since the 1750s, including gout and
stomach problems. He sought relief from numerous remedies and consulted many
doctors, some of whom offered misguided treatments, before turning to Torkos.
The Amade family papers, preserved in the Hungarian National Archives, include
fifteen letters written by Janos Torkos to the poet. These letters are of significant
medical interest. In them, Torkos recommends treatments such as pills for con-
stipation and a herbal tea with milk to alleviate morning thirst, described as being
~more like beer.” One of the most frequently suggested remedies is oat water,
which Torkos details should be prepared using Danube water or wine. For insom-
nia, Torkos advises Amade to sleep during the day if he cannot sleep at night. Be-
fore meals, he suggests taking rhubarb powder to , lighten the chair,” complement-
ed by the use of oregano for health benefits. These letters date from the poet’s final
year, with the first written on May 16, 1763, and the last on September 29, 1764.
Unfortunately, the treatments prescribed by Torkos were insufficient to reverse the
damage caused by previous mistreatment and Amade’s weakened condition. Lasz-
16 Amade passed away three months later, on December 22, 1764. (Ajkay 2008).

The First Price Regulation for Medicines in Hungary

Janos Torkos'’s Taxa Pharmaceutica Posoniensis, published in 1745, was the first
binding pharmaceutical price regulation in Hungary. It primarily followed the Vienna
Pharmacopoeia of 1729. The book lists medicines in four languages —Latin, Hun-
garian, German, and Slovak—providing a comprehensive overview of the 18"-cen-
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tury pharmacopoeia. This pharmacopoeia consisted of plant, animal, and mineral
substances, as well as their preparations and compound medicines.

The mineral substances listed included natural minerals, purified or processed
materials, and artificial products such as metallurgical byproducts. These were
used both directly and through chemical processes to create various compounds
and preparations. The extensive range of chemical products manufactured in phar-
macies highlights the fact that 18™-century pharmacies functioned as significant
chemical laboratories.

During this period, medical care was not exclusively provided by trained phy-
sicians. Various practitioners, including ,witch doctors,” midwives, olejkars (folk
healers using oils), and barbers, also offered treatments. This chaotic state of
medicine is reflected in incidents such as the witch trial in Fejér County on No-
vember 9, 1746, where a midwife, Erzsébet Toth (Janosné Lutor), was accused of
curing a man’s illness ,,too quickly” (Schneider, 1934).

In the mid-18™ century, Maria Theresa’s health reform program sought to bring
order to this disorganized state of medicine. The coexistence of scientific and folk
medicine during this time is evident in the dual terminology: Latin terms were used
by scientific doctors, while vernacular names persisted in folk medicine (e.g., scar-
latina—scientific term for scarlet fever—was commonly referred to by descriptive
names based on its symptoms).

Janos Torkos was a highly qualified doctor who practiced modern medicine
grounded in exact, naturalistic, and experimental methods. By this time, the prin-
ciples of modern medicine were heavily influenced by Paracelsus, replacing the
older Hippocratic-Galenic humoral pathology. The latter emphasized the balance
of bodily fluids (e.g., blood, yellow bile, black bile, and phlegm), while Paracelsus
introduced a new paradigm.

Paracelsus: A Revolutionary in Medicine

Paracelsus, a 16™-century pioneer, viewed disease not as an imbalance of bodily
fluids but as a localized chemical disorder requiring chemical treatments. He em-
phasized the healing power of nature and explored the properties of substances
using his ,three chemical archetypes”—salt (solidity), mercury (moisture), and sulfur
(combustibility). According to Paracelsus, the human body was a site of chemical
metabolism and detoxification, governed by its ,internal alchemist.” He described
how toxins were eliminated: arsenic through the ears, sulfur compounds through
the nasal passages, and mercury through the skin.

Paracelsus’s contributions to medicine were vast. He was a practical scientist
who made his own medicines and is regarded as the father of toxicology. Alchemy
played a central role in his medical practices, as he used it to prepare remedies,
which often consisted of herbs and metals. He introduced the use of chemical
and mineral elements (iatrochemistry) for internal treatments, a groundbreaking
approach at the time. For instance, while earlier practitioners primarily applied
chemicals externally, Paracelsus used substances such as mercury, sulfur, and
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iron compounds internally to treat illnesses.

These innovative principles of Paracelsus laid the foundation for modern phar-
macology, influencing physicians like Janos Torkos, who integrated these methods
into their practice.

All these principles are evident in the medical practice of Justus Janos Torkos.
His studies in balneology—an area also highly valued by Paracelsus—further re-
flect these influences. Torkos’s Taxa Pharmaceutica Posoniensis contains not only
herbal and animal-derived raw materials but also many minerals that are no longer
used in modern pharmacy. However, the terminology can often be misleading due
to the numerous synonyms for these substances, with the same name sometimes
referring to multiple items.

In addition to minerals, the Taxa includes products obtained through physical
or chemical processes, such as alumina, silver leaf, gold leaf, and Venetian tin,
as well as purified sealing earths (sigillates) made from clay. Precious stones also
feature prominently, continuing a tradition that favored gemstones over metals or
other minerals from antiquity onward. Among these were corals and real pearls,
which were highly prized.

Paracelsus was well-versed in lithotherapy, a therapeutic approach where each
stone was believed to possess a corresponding power (virtus). Gemstones were
used in two ways: first, as objects with inherent healing properties according to
esoteric lithotherapy, and second, powdered and mixed into medicines (mixtum
compositum). By the Age of Enlightenment (late 18" to early 19" century), gem-
stones were largely omitted from pharmacopoeias, though esoteric lithotherapy
has regained popularity in recent times.

The Taxa is unique in its era for being written in four languages: Latin, Hun-
garian, German, and Slovak. This multilingual presentation ensured that the Latin
names of remedies could be understood by a wide audience across Hungary. In
his Latin introduction, Janos Torkos admitted that his greatest challenge was with
the Hungarian names. Nevertheless, he made a concerted effort to address this,
striving to contribute to the prestige of the Hungarian language.

To support his work, Torkos consulted several earlier lexicons and herbaria, but
he often created new terms from his own manuscripts and notes. Alongside the
names of plant, animal, and mineral ingredients, the Taxa also includes terms for
diseases and body parts, reflecting its comprehensive scope.

The First Hungarian Siamese Twins

Janos Torkos'’s scientific approach is evident in his Latin description of the first
known Hungarian Siamese twins, llona and Judit Goéfitz, born on October 26,
1701, in Oszény near Komarom (Torkos, 1757). In his account, Torkos begins by
attributing this unique case of conjoined twins to the miraculous power of imagina-
tio materna (maternal imagination). This theory was one of the most widely accept-
ed explanations for birth abnormalities from the 16" to the 18" centuries, spanning
the Renaissance and Enlightenment periods.
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The theory of imaginatio materna posited that during pregnancy, a mother's
imagination could significantly influence the physical appearance of her unborn
child. This idea was particularly applied in cases of deformities or abnormal births.
It stemmed from the belief that women’s bodies were highly sensitive to power-
ful external events or stimuli during pregnancy. Many surviving accounts describe
instances where pregnant women, exposed to traumatic or emotionally intense
situations, allegedly projected these experiences onto the developing fetus. Con-
sequently, any birth defect was often attributed to the mother’s actions or emotion-
al state.

Torkos recounts that in the early weeks or months of her pregnancy, the twins’
mother had frequently observed mating dogs huddled closely together, with their
heads turned in her direction. She would often recall these images, which, ac-
cording to the theory of imaginatio materna, led to the birth of her conjoined chil-
dren (,Mater enim hujus bicorporis, primis graviditatis suae mensibus vel potius
hebdomadis, attentius contemplabatur canes coéuntes, arctius cohaerentes, et
capitibus erga se invicem quodammodo conversos, eosque sibi crebrius praefig-
urabat.” Torkos, 1757, 311).

Between 1706 and 1709, llona and Judit Gofitz were taken on a European
tour by Janos Csuzi Cseh, a Reformed pastor and doctor of the village of Szdny,
known for his skill in treating gout. According to Istvan Weszprémi's 1774 work on
the history of medicine, Csuzi essentially ,,purchased” the children from their par-
ents and traveled with them throughout Western Europe, visiting countries such as
Germany, England, France, ltaly, Poland, the Netherlands, Austria, and the Czech
Republic, earning significant sums by exhibiting them (Weszprémi, 1960).

During this time, when the twins were between the ages of 5 and 8, Csuzi com-
missioned an etching of the girls, accompanied by a dystich poem he composed.
The twins became widely known across Europe, with medical descriptions of them
published in German and English. These accounts noted that the girls were mul-
tilingual, speaking German and French in addition to Hungarian. Eventually, their
situation changed when Prince Agost Keresztély of Saxony, who was also the Arch-
bishop of Esztergom, intervened. He ,redeemed” the girls from their exploitative
tours to prevent further corruption by Csuzi or others. The prince placed the twins
in the convent of the Ursulines in Bratislava, where they lived until their deaths on
February 23, 1723.

Returning to Janos Torkos’s description of their birth, he writes that llona’s body
appeared first, up to her navel, and then, three hours later, her legs were born,
along with Judit's body, which was attached to her. llona’s body was larger and
stood more upright, while Judit's was smaller and leaned at an angle. Although
their bodies were joined from behind, below their abdomens, their faces and tor-
sos turned toward each other, allowing them to sit, walk, and move backward with
ease.

The twins shared a single abdominal opening located between their two but-
tocks, as well as llona’s right thigh and Judit’s left. They had one vaginal opening,
hidden between their four legs, making it invisible when they stood. Although they
had two separate pathways for excreting waste, it was observed that when one



97 | An 18"-century scholar and doctor

defecated, the other felt pressure as if experiencing the same process. Similarly,
when either twin urinated—though not always simultaneously—both felt the urge.
As a result, if one twin needed to urinate, the other could not deny the sensation.

Despite their shared condition, the twins had a complex relationship. In their
youth, they cared for each other tenderly, often embracing. However, they also
quarreled frequently. In such instances, one twin would sometimes carry the other
on her back or drag her in the desired direction (,In partu, primum prodiit umbili-
cotenus Helenae corpus; post tres demum horas editi sunt ejus pedes, cum ad-
nexo corpore altero Judithae. Helena corporis statura erat altior et rectior, Judithae
brevior et obliquior; et quamvis infra lumbos, a tergo, in unum corpus concretae
fuissent, attamen vultu et corporibus, semilateraliter, erga se fuerant conversae, ut
commode sedere, lentoque gradu procedere et recedere potuerint. Unus commu-
nis ipsis erat alvi exitus, intra duas nates, seu Helenae dextrum et Judithae sinif-
trum femur, situatus. Unam quoque habebant vulvam, intra quatuor pedes recon-
ditam, ut dum erectis starent corporibus, ne vestigium ejus conspicuum esset.
Quoad duos istos excretionum meatus, observatum est, quod, una excretionem
alvi moliente, altera quoque nisum egerendi senserit; in reddenda vero urina, quae-
libet, diverso tempore, stimulos habuerit: quamobrem altera ad urinae missionem
solicitata, altera subinde recessum negavit. Unde in juventute, utut alias semper
semet tenerrime amarent et amplexarentur, saepius altercationes inter ipsas ex-
ortae, et alterutra aliam vel dorso injectam abripuit, vel colluctando eo, quo vellet,
protraxit.” Torkos, 1757, 311-312).

When Judit was six years old, she experienced paralysis on the entire left side
of her body. This illness left her weaker, slower, and less intellectually capable
throughout her life. llona, by contrast, was more agile, studious, and physically
attractive. Just as their bodies differed, so too did their mental and physical func-
tions, whether they were healthy or ill.

Although they often experienced illnesses simultaneously, the nature of their
illnesses differed. Judit was more prone to sickness, whereas llona rarely fell ill or
showed signs of weakness. When they suffered from different ailments, they were
treated with separate medications. For instance, llona might suffer from pleurisy
while Judit only experienced a slight fever. Similarly, one could have symptoms like
sneezing, a cold, or colic, while the other remained healthy.

In cases where one twin was in better condition, medical interventions were
performed on the healthier twin. For example, an incision would be made on the
twin in a more stable state.

The twins began menstruating at the age of 16 and continued to do so for the
rest of their lives. However, their cycles were not synchronized and differed in tim-
ing, intensity, and accompanying discomfort. One twin often experienced more
difficulty than the other. Judit, in particular, frequently suffered from illnesses and
experienced various hysterical and emotional issues. Her health challenges further
distinguished her from llona (,Anno aetatis sexto, Judithae paralysis totius partis
sinistrae; obtigit ex qua affectione, utut convaluisset, per totam vitam suam debilior,
tardior, et stupidior perstitit; e contra Helena semper agilior, docilior, et formosior
fuit. Prout diversa erant corpora, ita functionum vitalium, animalium, et naturalium,
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magna in utioque corpore, tam in sano quam aegroto statu, observata est differ-
entia. Et quamvis variolas et morbillos uno eodemque tempore habuissent, reliqui
tamen morbi eis non erant communes. Cum Judith saepius convelleretur, Helena
nec alterata nec debilitata fuit. Helena erat pleuritica. Judith benigniore febre lab-
oravit: altera tussi, catarrho, colica afflicta, altera sana exstitit. Hinc etiam quaeli-
bet, pro suo diverso statu, diversis medicamentis tractabatur: phlebotomia autem
semper in saniore et vegetiore celebrabatur. Anno aetatis decimo sexto, menstrua
comparuerunt, quae deinde per totam vitam, non tamen aequali tempore, modo,
et quantitate successere. Subinde alterutra majores hinc sensit molestias; Judith
vero crebrius convellebatur, variisque hystericis et pectoris affectionibus obnoxia
fuit.” Torkos, 1757, 312).

At the age of 22, on February 8, Judit fell seriously ill and subsequently lapsed
into a coma, remaining in that state until her death at dawn on February 23. Dur-
ing this time, llona suffered from a mild fever and frequent fainting spells, which
left her extremely weakened. Although her mind and speech remained perfectly
clear, she suddenly began to show signs of agony just three minutes before Judit's
passing. Remarkably, the twins died almost simultaneously (,,Anno aetatis vicesimo
secundo, seu A.C. 1723, the 8 Febr. Judith fortiter convulsa est, postea coma-
tosa, usque ad mortem, quae die 23 Feb. mane contigit, perstitit. Intra hos dies
Helena febricula laboravit, eique accesserunt crebriores lipothymiae, quibus tan-
dem ita debilitata est, ut integra quamvis mente et loguela, subito, tribusque horae
minutis prius quam Judith, in agonem inciderit: postea vero ambae, post brevem
agonem, uno ferme momento expiraverint.” Torkos, 1757, 313). Afterwards, the
twins’ bodies were dissected. Each had their own separate organs. In llona’s body,
everything was found to be healthy, but in Judit's body, the heart was abnormally
large, the pericardium was enlarged, and the right lobe of the lung was decayed.
Apart from these abnormalities, both twins had healthy internal organs, including
livers, spleens, pancreases, kidneys, and so forth. Their shared uterus, ovaries,
bladder, and vaginal structures extended from both bodies and terminated in a
common vaginal canal (,,Corporibus post mortem dissectis, reperta sunt in quolibet
corpore viscera singula: In Helenae omnia sana; in Judithae thorace vero cor nimis
magnum, fortissimo pericardio velatum, et pulmonum dexter lobus putridus: [...] In
abdomine utrinque viscera omnia sana et integra. Quodlibet corpus suum habuit
hepar, splenem, pancreas, renes, vesicam, uterum cum ovariis, tubis Fallopia-
nis, et portione vaginae, quae utrinque concurrentes unam communem vaginam
efformarunt. Partes genitalium externorum, praeter commune orificium vaginae,
cuilibet erant propriae [...]. Ventriculus cum intestinis, in utraque, naturaliter erant
situata; intestina recta autem utrinque ad os sacrum reflexa et coalita, unum sa-
tis amplum et communem canalem conftituerunt.” Torkos 1757, 313). Externally,
their genital organs were separate, except for the shared vaginal opening. Internal-
ly, their abdomens and organs were naturally arranged, but Judit’s right ovary was
inclined toward the sacrum and fused, forming a common duct. Consequently,
their sacrum was also shared.

Janos Torkos was able to publish such a detailed account of the twins in 1757
in the Philosophical Transactions of the Royal Society in London. This was possi-
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ble because he had access to the records of his father-in-law, Karoly Rayger, who
served as the local physician until 1731. Rayger had also been the personal doctor
of Prince Palffy. After Rayger's death, Palffy appointed Janos Torkos as his family
physician.

Summary

From all of this, it becomes evident that Justus Janos Torkos was an eminent and
highly respected physician of his era. He was a member of several foreign scientific
societies and an advocate of progressive medicine. However, he was not yet fully
free of the intellectual constraints of earlier theories, such as imaginatio materna,
which still influenced his thinking.
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Bevezetés

Jelen dolgozat arrol nyujt rovid attekintést, hogy mikeént reflektalt a korabeli pozso-
nyi magyar értelmiség a Nyugatmagyarorszagi Hiradé napilap hasabjain az 1895
es 1903 kozti magyar vallas- és kdzoktatastigyi miniszter, baré Wlassics Gyula ok-
tataspolitikai reformokkal kapcsolatos lepéseire és terveire.
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Wilassics a szaktarca élén

Baré zalankeméni Wlassics Gyula (Zalaegerszeg, 1852. marcius 17. - Budapest,
1937. marcius 30.) az 1895. januar 15-t6l 1903. november 3-ig terjedd iddészak-
ban volt Magyarorszag vallas- és kdzoktatasligyi minisztere (1899. februar 26-ig
baro Banffy Dezsé, utana Széll Kalman kormanyaban). Az 1892-t6l 1905-ig a Sza-
badelv( Part képviseletében orszaggytlési mandatummal bird politikus jogaszként
és kozjogi iroként, valamint a Magyar Tudomanyos Akadémia tagjaként is ismert.
Hosszu idén at (1906-1933) a Kdzigazgatasi Birosag elndke volt. E tisztsegébdl
kifolyolag 1918-ig az orszaggyulés férendihazi, 1927-t6l pedig felséhazi tagja volt
(elébbinek 1918-ban nehany honapig, utobbinak 1927-t6l 1935-ig egyben az el-
noke is; a férendihazat 1918 és 1927 kdzt nem hivtak 6ssze, 1927-t8l pedig mar
fels6haz néven mikddott) (Jonas 2002).

Bar ez az attekintés oktataspolitikai kérdésekre fokuszal, réviden ki kell térntink
a 19. szazad vegi magyarorszagi egyhazpolitikai reformtorvényekre is. Ezek kdzul
harmat Wekerle Sandor 1892 és 1895 kozti elsé kormanya fogadtatott el 1894-
ben. A hazassagi jogrol szolo XXXI. toérvenycikkely bevezette a vilagi illetékes sze-
mély el6tt kdtendd és biro altal felbonthato polgari hazassag intézményét, a XXXII.
térvénycikkely alapjan a felekezetileg vegyes csaladokban a szlil6k megallapodhat-
tak, hogy gyermekik mely keresztény-keresztyen egyhazhoz tartozzon, a XXXIll.
szamu jogszabaly pedig kételezdvé tette az egyseéges allami anyakonyvezést (Fa-
zekas 2012).

A katolikus klérussal, a férendihaz egy részével és az uralkodoéval, |. Ferenc Jo-
zseffel is ellentétbe keriil6é Wekerle 1895 januarjaban a térvények johavagyasa fejée-
ben kénytelen volt tavozni posztjarol - fél éwvel azutan, hogy elsé vallas- és kdzokta-
tastigyi minisztere, a katolikus hitét gyakorlo grof Csaky Albin a kialakult fesziiltseg
miatt lemondott. A Wekerle-kormany fennmaradé honapjaiban bard E6tvos Lorand
iranyitotta a szaktarcat (Poloskei - Gergely - Izsak 1997). A Wekerle bukasa utan
alakult Banffy-kormanyban mar Wlassics vezette a vallas- €s oktatastigy teriletét.

Wilassics minisztersége els6 évében, 1895-ben vitte keresztlil a Csakytol ,,6r6-
kolt” tovabbi két egyhazpolitikai reformjavaslatot: az egyik alapjan az izraelita is be-
vett vallassa valt, a masik pedig a vallas szabad gyakorlatat szavatolta (Katus 2012).

Oktatasligyi szempontbol kiléndsen fontos, hogy - baré Eoétvos Jozsef, az
1867-es kiegyezés utani elso vallas- és kdzoktatasligyi miniszter koncepciojahoz
igazodva - Wlassics megbizatasa idejen tobb mint ezer uj allami népiskola kiala-
kitasat tliztek ki célul, eés ezek kozul tobb szaz letre is jott. Engedélyeziek a nék
felvételét az egyetemek bolcsészeti, gyogyszerészeti és orvosi karaira. A miniszter
a felsGoktatas terén nagy allami beruhazasokat iranyitott vagy inditott el Budapes-
ten és az 1872-ben alapitott kolozsvari egyetemen. Bevezette az adjunktusi intéz-
ményt, hogy a professzorok mellett fiatal oktatok biztosithassak a felséfoku kepzes
folytonossagat. Az orvostanhallgatok esetében kotelezdvé tette a tényleges orvosi
praxis el6tti egyéves korhazi gyakorlatot (Mann 2002).
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A Nyugatmagyarorszagi Hirado

A dualizmus koraban a gazdag sajtbhagyomanyokkal bird, a szazadforduléra mar
tébb mint 65 ezer lakosu Pozsonyban is fellendiilt €s modernizalddott az ujsag-
iras. A korabeli magyar trendeket kdvetve a varosban 1873-tol tébb magyar hirlap
jelent meg egymas utan. Az 1890. szeptember 14-t6l heti hat szammal jelentkezd
Nyugatmagyarorszagi Hiradd két korabbi periodikum egyesitésével jott 1étre. Az
egyik elédlap az id. Vutkovich Sandor (1845-1905) jogakadémiai tanar, irodalom-
torténész és publicista, a Toldy Kér tiszteletbeli eIndke altal alapitott Pozsonyvidéki
Lapok volt (1873-1890, kezdetben heti két, majd harom szammal). A masik el6d-
lapnak az Orbok Mor (1853-1930) pedagogus €s tankdnyvird altal életre hivott,
de 1888-tdl id. Vutkovich vezette Pozsonymegyei K6zIbny (1887 -1890) hetilap
tekinthetd (Korpas 2021).

A Nyugatmagyarorszagi Hirad6 az 1875 és 1905 kdzt kormanyzo, az 1867-es
mi eszmét vallo Szabadelv(i Parthoz allt kbzel. ,Mint hirlapi kézeg hazafiasan szol-
galja, alapitéja szellemében, a hazai s nemzeti (igyet. Politikai iranya a nemzeti sza-
badelviiség, melynek legfébb célja a nemzetallamnak a kiépitése. Nemzetiségek
lakta vidéken e lap valéban nemes missziot teljesit. Tarsadalmi és kulturalis téren
is a nemzeti eszme vezerli” - irta a laprol 1905-ben Ortvay Tivadar (1843-1916)
pozsonyi helytorténeti kutato (Ortvay 2008).

A korabeli pozsonyi magyar elit a Pozsony varmegyében mukddo iskolak lehetd
legteljesebb magyarnyelvisitésére torekedett, ezért az Ujsag rendszeresen kitért
a kdzoktatas magyarositasaval kapcsolatos esetekre, fejleményekre. A Magyaror-
szag egyéb régioibol felhozott példak ismertetése és véleményezése ugyanis al-
kalmat adott a pozsonyi és/vagy Pozsony varmegyei magyarosodas-magyarositas
tematizalasara.

A nemzetiségi kérdés tehat nem csupan Pozsony varmegye kapcsan foglalkoz-
tatta a lap szerkesztdit és szerzdit. Joval nagyobb régiora figyeltek oda, mert a
Nyugatmagyarorszagi Hiradé mikddését a kiralyi itélétablak és kiralyi féligyész-
ségek szervezéserol szold, 1890. évi XXV. térvenycikkely ertelmében 1891. majus
1-jén létrehozott Pozsonyi Kiralyi itélStabla egész illetékességi teriiletére ki akartak
terjeszteni.’ Az emlitett illetékességi terlilet Nyugat- és Eszaknyugat-Magyarorszag
nemzetisegileg vegyes (elsésorban szlovak €s magyar, réeszben német) lakossagu
régiojanak szamitott, ugyanis a pozsonyi itélétabla ala rendelték az aranyosmarati,
a nyitrai, a pozsonyi, a rozsahegyi és a trencseéni torvenyszéket (Korpas 2025).

Az asszimilacio gyakori tematizalasa a felel0s szerkeszték szakmai €s ideologiai
profiliabol is adodott. A Nyugatmagyaroszagi Hiradé alapitéja, id. Vutkovich San-
dor munkassagaban (kiléndsen publicisztikajaban) fontos tényezének szamitott
a nemzetallami koncepcio érvényre juttatasa. Ugyanez allapithatd meg az egyik
elédlapot, a Pozsonymegyei K6zIbnyt szerkeszté Orbok Morral kapcsolatban is.
O 1882-t6l tarsszerkesztéje volt a Felvidéki NemzetSr cimii nyitrai lapnak, amely

1 Nyugatmagyarorszagi Hiradé, 1890. szeptember 24., 3.
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a fels6-magyarorszagi magyarorsitast zaszlajara tiz6 Felvidéki Magyar Kézmuvel6-
desi Egyesiilet (FMKE) létrehozasat kezdeményezte. A szervezetnek egyebkent a
kezdeti elképzelések szerint Pozsony lett volna a székhelye, de az els6 kdzgyllés
Nyitra mellett dontott (Vesziroczy 2024).

A pozsonyi magyar napilap Wlassics oktataspolitikajarol

A Nyugatmagyarorszagi Hirado viszonyulasa az oktatasiigyi kérdésekhez
Bar a téma alaposabb elemzést igényelne, ugy tlnik, mas tarcak lapbéli prezen-
talasaval egybevetve Wlassics minisztériuma aranyon felul szerepelt a Nyugatma-
gyarorszagi Hiraddban. Feltételezhetd, hogy ebben - a szakterllet kétségkivdli
fontossagan tul - toébb helyi tényezo is szerepet jatszhatott. Az egyik az, hogy az
Ujsag alapkoncepcidjat meghatarozta az elédlapjaibdl atordkitett jelleg, hiszen a
Pozsonyvidéki Lapok a cimlapjan szereplé meghatarozas szerint kezdetben ,,Po-
zsonymegye s a pozsonyi tankertleti tanitoegylet hivatalos kdzlonye” volt, keésdbb
pedig ,,Pozsonymegye, a pozsonymegyei gazdasagi egylet, a pozsonymegyei isko-
latanacs, s a pozsonyi tankertleti tanito-egylet hivatalos kézlonye” (DIKDA 2025).
Az oktatasligyi témaknak szentelt nagyobb figyelem tovabbi oka lehetett, hogy a
Nyugatmagyarorszagi Hiradé tulajdonosa és tébb munkatarsa (példaul az atte-
kinteéstinkben idézett Prém Jozsef vagy Plachy Bertalan) pedagoguskent tevekeny-
kedett. Harmadreszt a dualizmus kori Pozsony folyamatosan szorgalmazta a helyi
iskolahalozat bovitéseét, a jogakadémiak statuszanak rendezését és a pozsonyi
tudomanyegyetem létrehozasat, s ezért nagy figyelemmel kisérte az orszagos és
regionalis oktataspolitikai igyeket.

A lap Gdvozélte, hogy a megbizatasa kezdetén Wlassics energiait is lekotd sze-
kularizacios jogszabalyok elfogadtatasa utan a szaktarca behatobban foglalkozhat
a kdzoktatasliggyel. Prém Jozsef (1850-1910) pozsonyi allami férealiskolai tanar,
a Toldy Kor fétitkara kifejtette, hogy az egyhazpolitikai torvenyek korili huzavona
egyeértelmien hatraltatta a minisztert az oktatasi reformok keresztilvitelében.

Nap-nap utan latjuk, hogy [Wilassics] nem csak a vallasligyek, hanem a kozoktatas
minisztere is akar lenni. Ha az egyhazpolitika sikeres érvényesitése roppant aldozatot
kovetelt: ebben az aldozatban a tarsadalmi béke révid ideig tartd megbolygatasa, a par-
tok szembeszallasa, egy sor nagy talentum elkoptatasa egyltt véve mind csekély rész;
hanem igenis nagy rész az a tdmérdek idéfecsérlés, mely megfosztotta az ezredéves
nemzetet a kultira sok aldasatol, a kdzoktatas jelentékeny haladasatol. A millenium elét-
ti par évben minden esztendé egy évtizedet jelent, és minden év, mely meddén mulik el,
mind megannyi évtizedre veti hatra a magyar civilizaciot.

A férealiskolai tanar azt is hozzaflizte, hogy a szekularizacios torvények kordli vita
mar grof Csaky Albin minisztersége idejétél (egészen pontosan a javaslatok 1893-
as elbterjesztése utan) fékezte a tanligyet, bar ,még senki sem sejtette akkor, hogy
az egyhazpolitika s az ebbdl szarmazo zavarok egyszeribe utjat alljak minden okta-
tasigyi haladasnak” (Prém 1895a).



Korpas Arpad | 104

Tegylk hozza, hogy Wilassics fellepésekor szakmai berkekben orszagszerte fe-
szlltséget keltett az oktatasligyi lepesek kényszerl halasztasa-kesedelme. Példa-
kent idezzik Kiraly Palt (1853-1927), a fehértemplomi (Bela Crkva, ma Szerbia)
allami fégimnazium igazgatojat, aki ekkoriban szinten ugy gondolta, hogy az uj mi-
niszter ,,szaz meg szaz félbenhagyott munkat talal hivatalaban, csak ezeket fejez-
ze be, s mar akkor is nagy, de megbecsilhetetlen szolgalatokat tesz a kdvetkez6
nemzedeéknek”. Kiraly szerint ,az elvi harczok lezajlasa utan tehat teljes erélylyel
kell hozzalatni a javitashoz, kdzoktatasunknak mind a harom fokozatan, hogy Ma-
gyarorszag ne csak névleg, de tényleg is kulturallam legyen” (Kiraly 1895).

Két héttel Wlassics miniszteri beiktatasa utan Plachy Bertalan (1846-1905)
pozsonyi kerileti tanfelligyel6 és kirdlyi tanacsos a Nyugatmagyarorszagi Hira-
ddéban azt fejtegette, hogyan kellene kozelitenie az Uj tarcavezetének az 1868-as
népiskolai torvény tervezett modositasahoz. Figyelmeztetett, hogy a jogszabaly ,al-
tal megteremtett intézményeknek 25 éves multja van s hatasuk atment a nemzet
kdztudataba”. Eppen ezért ovatos reform szilkséges, mert ,,az allami tevékenység
egy aganak sincsen oly conzervativ természete, mint a kdzoktatasnak, a melyre
vonatkozo organikus torvenyek revizioja az europai kultur allamokban csak a tér és
id6 nagy probajanak alavetett hosszu idékozdkben s mindig az alapelvek megboly-
gatasa néelkul tortént”. Plachy ugy gondolta, ,,a kulturalis intézmények feltétele: az
allanddsag, s ha valahol, ugy a kdzoktatastigy teren all azon kormanyzati elv, hogy
eredmeénytelen minden térvényhozas, melyet a nemzet kdzvéleménye nem tamo-
gat” (Plachy 1895).

Plachyhoz hasonléan Prém is megelégedéssel nyugtazta, hogy Wlassics igére-
teinek ,sorjaban val6 bevaltasara mar is megvannak a tanujelek”. Addigra ugyanis a
€s olasz tanulmanyutat az egyptomi, aztan a norveg koveti, hogy tanaraink latokore
szélesbuljon”. A tankonyvirodalom ,,mostoha allapota mihamarabb meg fog javulni”,
az egyetemi tanarok képzése ,a legégetobb tervek egyike lett”, és megoldodni
latszik a kdzépiskolai tanarok internatusi elhelyezeésének a kérdése is. Rendeztek
a tornatanitok fizetéseét, és kertleti tornabemutatok formajaban megvalosul az un.
jatéktanfolyam (Prém 1895a).

A pozsonyi férealiskolai tanar kilon vezércikkben foglalkozott az iskolai tes-
tedzés reformjaval.

Most a mikor napirenden van az a nemzetkdzi 6haj és terv, mely immar valésul is, hogy
a régi olimpusi jatékokat egész fénylkben félelevenitsék - utal a szerzé az elsé ujkori,
1896-0s athéni olimpia elékészlleteire -, a mi magyarorszagi reformjaink még inkabb
nyernek jelentéségben, fontossagban. Dr. Wlassics Gyula miniszter, ki oktatasligytinket
egészen a modern szinvonalra emeli és mindig célszerl intézkedésekre torekszik: min-
denek el6tt a tornatanarok helyzetét javitotta meg.

A cikkiro ezzel 6sszefliggesben figyelmeztetett az iskolai jatszoterek fontossagara
(Prem 1895b). Mar Csaky Albin idején, 1893-ban miniszteri kérirat szorgalmazta a
torvenyhatosagoknal a tanuloifjusagot szolgalo jatszoterek letesiteését, de Wiassics
is csak késbébb, 1897-ben hozta meg azt az elsé rendeletet, amely kimondta, hogy
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az uj elemi iskolakban 300 negyzetmeternyi jatekteret kell biztositani az osztalyok-
nak (Foldvary 2020). A periodikum tudositott az 5-6000 tanulo bevonasaval ter-
vezett millenniumi tornaverseny elékésziileteirdl? és a diaksag korllbelll négyezer
résztvevével lezajlott 1901-es orszagos tornaversenyérol is.®

A napilap idénkeént helyet adott az oktataspolitikat 6vatosan birald velemények-
nek. Sebestyén Arpad, a pozsonyi izraelita polgari fitiskola magyar nyelv, foldrajz,
természetrajz és ének szakos tanara egy 1902-es cikkében kritikat fogalmazott
meg a kodzépiskolai képzés egysegesitésével kapcsolatban. Elérebocsatotta, hogy
~dacara a sok (idvds rendeletnek és ujitasnak, amellyel Wlassics Gyula, ez a farad-
hatatlan kulturferfiu torekszik a rozoga rendszeren javitani’, még nagyon sokat kell
tenni az europai szinvonal eléréséért. Elutasitotta azt a kormanyzati allaspontot,
miszerint a gimnaziumok elsésorban a tudomanyegyetemekre, a realiskolak pedig
a budapesti Miegyetemre készitik fel névendékeiket. Sebestyén szerint egyre t6bb
gimnazista allta meg a helyét a Mlegyetemen, és - latinbol potérettsegizve - egyre
tobb realiskolat vegzett diak tanult tovabb sikeresen a tudomanyegyetemeken. A
tanar javaslatot is megfogalmazott: az 6sszehangolt kdzépiskolai képzés terén ,az
egyseg tulajdonkép csak az als6 osztalyokra terjedjen ki, a felsébb osztalyok pedig
elagazasokkal birjanak”, mert ,,a sztildk fel volnanak mentve a korai palyavalasztas
gondja és szliksege alol, masrészt pedig nagy mertékben csdkkene a palyatévesz-
tettek szama”. Idézte a szerzd Wlassics panaszat, hogy mig a kdzépiskolak tulzsu-
foltak, a kereskedelmi és ipariskolakban kevesebb a diak. ,Es ez tényleg igy van;
s6t azok a szllok, a kik gyermekeiket az ipariskolaba kuldik, nem tekintik egyebnek
ezt az intézetet - ha meg oly hasznos és magasabbrendU Ggyességre is kepesit -,
mint menedékhaznak, a melyben mindeninnen kikopott, vasott erkolcsu €s cse-
kély tehetségli gyermekeikkel kisérelnek meg végprobat.” (Sebestyén 1902)

A nok képzésével kapcsolatos reformok

Nagy volt a visszhangja a Nyugatmagyarorszagi Hiradéban annak, hogy Wlassics
1895 decemberében rendeletileg engedélyezte a ndk hallgatéi jogviszonyat a ma-
gyarorszagi egyetemek orvosi, gyogyszereszeti €s tanarképzd karain (Magyaror-
szagi Rendeletek Tara 1895). A miniszter eredeti elképzelése szerint az egyetemek
minden vilagi fakultasa es a Miegyetem is megnyilt volna a nék elétt, de |. Ferenc
Jozsef ezzel nem eértett egyet.

A lapalapito és -tulajdonos id. Vutkovich Sandor vezércikkben tdvozélte Wlas-
sics dontését, amely szerinte ,a szellemi szabadelviiség hatalmas vivmanya’, s
amely Magyarorszagot ,a legliberalisabb allamok soraba emelte, a nelkil, hogy
a tulzé néemancipatorok zaszlaja ala szeg6édoétt volna”. Kiemelte, hogy Wilassics
nem tervezgetett évekig, ,,hanem megszerezte szép csendben a kiralyi rezoluciot
€s megadta a néknek a szabadsagot, hogy a kik tudomanyos hivatast éreznek,
ervényesithessék tehetségliket a tisztességes megélhetés terén”. A publicista az

2 Tanuldk orszagos tornaversenye. Nyugatmagyarorszagi Hiradd, 1895. oktober 12., 2.
3 Orszagos tornaverseny Budapesten. Nyugatmagyarorszagi Hiradé, 1901. majus 29., 1.
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adott korra (is) jellemzd moralizalast sem hagyta ki: ,,....mi sokkal szivesebben lat-
juk a ndket az egyetemeken, mint a kerékparon, mert a nok testalkata nem az tlé
sportra termett s az ember esztétikai érzekét sérti a kerekparon atvetett labbal tl6
nd helyzete” (Id. Vutkovich 1896).

Vezércikkben fejtette ki a Wilassicséval azonos allaspontjat Ghyczy Jozsef
(1832-1913), a Pozsonyi Magyar Kiralyi Allami Felsébb Leanyiskola igazgatoja is.
Utalt arra, hogy a , gyermekkertésznoként”, azaz nevelékent, valamint tanitokent,
munka-, ipar-, rajz-, ének-, zene- és tornatanitokent tevékenykedd nékon kivdl ,,so-
kan a szinészeti palyan érvényesitik tehetsegoket”, festészettel foglalkoznak, jelen
vannak a vasuti, tavird- és postahivatalokban, a néi kereskedelmi tanfolyamok felal-
litasa ota pedig szamosan mikodnek gyarakban és hivatalokban. ,,Ha elgondoljuk,
hogy mindezen emlitett palyanemeket - mindmegannyi megélhetési allomasokat -
mily nehéz kiizdelemmel kellett a n6i nemnek elfoglalni, de elfoglalva azokon meg
is tudtak maradni: akkor méltan josolhatunk az uj harcosoknak is kiizdést, de jovét
is” - jegyezte meg a szerz6 (Ghyczy 1897).

A lap konkrétabban is kitért a n6k kepzéset gatlo tényezdkre. Pozitivan értekelte
peldaul Wiassicsnak azt az athidalo javaslatat, amellyel a felsébb leanyiskolakban
lehetdve tették a latinnyelv-tanfolyamokat: , Kétségtelen, hogy a tudomanyos palyak
elofeltételenek, a kozépiskolai kepesitésnek, az érettseginek megszerzése jovore
is nehezebb lesz a n6knek, mint a férfiaknak. Mindamellett méltanylando Wlassics
Gyula okos kortltekintése, a mivel ezen is igyekszik segiteni. Tetemes konnyités,
hogy azokban a felsébb leanyiskolakban, a hol kell6 szammal jelentkezik tudoma-
nyos képesitésre aspirans, ott a latin nyelv elsajatitasara megadja a lehetéséget a
latin tanfolyam engedélyezése. ime, nagyjaban ez Wiassics legujabb reformja.”

A budapesti Orszagos Noéképzd Egyestilet addigi iskolaja 1896-ban leanygimna-
ziumot létesitett (Bodo 2024), hogy ndvendékei az egyetemi képzés alapfeltételéll
szolgalo kvalifikaciot szerezhessenek. A pozsonyi Ujsag mar az el6keészlletek ide-
jén figyelte a fOvarosi iskolaalapitas folyamatat, és 1895-ben igy szamolt be arrdl:

Az atalakitas természetesen nem konnyl és az egyesiilet miel6tt e fontos I1épést megten-
né, egy nagyobb bizottsagot kért fel véleményadasra. [...] Az értekezlet vezetésére Beo-
thy Zsolt egyet. tanart kérték fel, ki hosszabb beszédben fejtegette, hogy a néi kdzépisko-
la szllkséges mar azért is, mert az egyetemi tanitas nem lehet kétféle, ennek alapfeltétele
pedig, hogy né és férfi a tanulmanyokhoz egyenlé elékésziiltséggel fogjon hozza. E cél
elérésére két ut lehetséges, hat. i. vagy az allam, vagy a tarsadalom gondoskodik errdl.
O a siker érdekében megfeleldbbnek tartana, hogy a tarsadalom vegye kezébe az ligyet.®

Az Ujsag néhany ewvel késdbb a hasonlo celu helyi kezdeményezest is felkarolta. A
varosban 1875-ben ipartanitoné-képzd intézet letesilt, 1883-t6l 1916-ig mikodott
a bentlakasos, azaz internatussal rendelkezé Pozsonyi Magyar Kiralyi Allami Fel-
sébb (Felsé) Leanyiskola, majd 1916-t6l 1919-ig a Pozsonyi Magyar Kiralyi Allami
Felsd Leanyiskola és Leanygimnazium (Popély 2003). A leanyiskolahoz kapcsolo-

4 N6k az egyetemen. Nyugatmagyarorszagi Hiradé, 1895. november 27., 1-2.
5 N6k kdzépiskolaja. Nyugatmagyarorszagi Hiradé, 1895. december 5., 3.
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ddan 1891-t8l egyéves nodi kereskedelmi és haztartasi szaktanfolyamokat inditottak
(Kulcsar 2000; Tancer 2022). Id. Vutkovich Sandor publicisztikajaban helyeselte
egy pozsonyi leanygimnazium létesitését, mert az ,kulturalis és tarsadalmi szem-
pontbdl szerfolott fontos”, de - tette hozza - ,,az legkevésbbé sem vonhato kétség-
be, hogy a leanygimnazium sok ember szemében csak divatcikkely és a nagyobb
muveltség fénylzése”. A kdzird hangsulyozta, hogy ha a helyi mozgalom megfeleld
iranyban fejlédik tovabb, tamogatja a leanygimnazium tgyeét (Id. Vutkovich 1902).
Wilassics 1902. oktober 9-én fogadta azt a varosi kildottseget, amely a leanygim-
nazium létesitéséhez kért minisztériumi hozzajarulast.® Ehhez képest a szorgalma-
zott intézmeény csak 1916-tol mikodott, igaz, a varosban 1909-t6l a nék kdzépfoku
képzését részben a Pozsonyi Felsé Kereskedelmi Iskola vallalta fel (Kulcsar 2002).

A nemzetiségi kérdés

A tébbnemzetisegl Pozsonyban az 1848/49 és 1918 kozti iddszak statisztikai sze-
rint az 1850-es évekbeli 6-7 szazalekrdl az 1910-es 40,5 szazalékra ndvekett a
magyarok aranya. Ezzel parhuzamosan egyre gyarapodott a magyar értelmiségi és
hivatalnokréteg is. A dualizmus koraban azonban végig a német nyelv és a német
ajkuak kozossége volt a legerésebb (Szarka 2005).

A szazadfordulos helyi magyar elit magyarositast slirgetdé része nyilvanvaloan
nemcsak a Banffy- és Széll-kormany ilyen iranyu celkitlizéseivel rokonszenvezett,
hanem példaul azzal is tisztaban lehetett, hogy Wlassics politikusi palyaja kezdeté-
16l szorgalmazta a magyar nyelvteriilet (és esetenként egyben az orszag) peremén
levé tdbbnemzetiségl varosok - koztiik Pozsony - magyar jellegének erésitését.
Mar elsd, 1892-es keépviseldjeldlti programbeszédében hangsulyozta, hogy ,,a ma-
gyarsag vedoébastyaiva alakultak a varosok”. Hozzatette: ,,A varosi életet fejleszteni,
izmositani minden magyar kormanynak, az egész magyar tarsadalomnak visszauta-
sithatlan kotelessége. Kilondsen, ha a rendezésre kertl a sor, nem szabad chablo-
nok, egyenld elbanas kedvéért elerétlenitni azokat a varosokat, amelyek az orszag
hatarszélén keletkezve, valddi végvarai a magyar allamnak. Missiotelepei a magyar
nemzeti allameszmének! Es ezért kiilon tekinteteket érdemelnek.” (Wlassics 1892)

A korabeli helyi és regionalis magyar forumokon megkerulhetetlen téma volt a
magyar nyelvhasznalat altalanos térnyerésének és iskolai hasznalatanak a kérde-
se. A Nyugatmagyarorszagi Hirad6 sokszor foglalkozott ezzel a problémakérrel.
Rendre Uidvézolte, hogy a Banffy- és a Szell-kormany, illetve azok vallas- és kézok-
tatastigyi minisztere az oktataspolitika teren hatarozott magyar szempontokat kovet.
A Hiradé egyik 1897-es vezércikke szerint Banffy Dezs6 kormanyfé és miniszterei
szinte kivétel nélkll ,,a nemzeti sovinizmus emberei”, és ,Wlassics Gyula kultusz
miniszternél meg a legtulzébb magyar se lehet magyarabb”, mert uvjitasai abbol
allnak, hogy ,,a nemzetiségi videkek magyar kulturpontjainak megerdsitése mellett
a magyar faj kulturkifejtésére kell helyezni a sulyt”.”

6 Kuldottség a kultuszminiszternél. Nyugatmagyarorszagi Hiradé, 1902. oktober 10., 3.
7 Nemzeti kormany. Nyugatmagyarorszagi Hiradé, 1897. februar 14., 1.
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A lap kor(li értelmiségiek a helyi iskolahalozatra (az alsobb foku tanintézmények
mellett a jogakadémiara és a remélt tudomanyegyetemre is) ugy tekintettek, mint
a magyarosodas-magyarositas egy-egy fontos eszkdzére. Megelégedetiséggel
szemlélték, hogy az oktataspolitikanak is ez a megkdzelitésmodja:

Wilassics minden intézkedésén a nemzeti eszme zomanca fénylik. Mind az, a miket a
felsébb oktatas reformjardl, a népoktatas intenziv fejlesztésérdl, az allami iskolak sza-
poritasarol, az iskola-gondnoksag reformjardl, a tanfelligyeléi intézmeény fejlesztéseérdl,
a polgari iskolak gyokeres atalakitasarol, az uj rendtartasrél és tantervrél, fleg pedig a
szinmagyarsag kulturalis igényeinek fokozottabb kielégitésérél mondott, csak azt bizo-
nyitjia, hogy Wlassics Gyula kezében a magyar kézoktatasligy vezetése a legjobb helyen
van.®

A Nyugatmagyarorszagi Hiradé nemcsak a pozsonyi/varmegyei nemzetiségi vi-
szonyokat elemezte, hanem viszonylag gyakran tért ki a fels6-magyarorszagi ma-
gyarosodas problémakorére is. Amikor peldaul 1898-ban ugy latta, hogy az FMKE
sajat bevételeibdl keéptelen finanszirozni a magyarositast celzo tevekenysegét, ki-
fejezte abbéli reményét, hogy Wilassics tamogatni fogja a nemzetiségi terileteken
mUikodtetett egyesiileti vodak miikodését.®

A napilap a szerz6 nevének feltlintetése nélkil kozzétett, minden bizonnyal szer-
kesztésegi allaspontnak szant vezércikkben ismertette Wlassics Budapest székes-
févaros tanacsahoz intézett, az elemi iskolai tanrendre vonatkozo leiratat. Ebben
a miniszter azt javasolta, hogy a févarosi népiskolak tantervébdl iktassak ki a né-
metnyelv-oktatast. A cikk ennek kapcsan Pozsonyra is kitert: ,,Szeretiink dnma-
gunknak hizelegni, mi pozsonyiak, hogy varosunk mily ronamosan magyarosodik.
Fajdalom, ez nem igy van. A ki nem hiszi, menjen ki csak a kuilvarosokba egy kicsit
sétalni, - mintha valami németorszagi varosban volna. Ez lesz a benyomasa. Nem
a hivatalnoki osztalyrol, melynek kell birnia a magyar nyelvet, hanem a polgarsagrol
kell megitélni, hogy milyen nyelvii valamely varos lakossaga. [...] Hisz nem csoda;
hisz most a millennium kiisz6bén, nemzetink ezer éves fenallasanak megtnnep-
leésének kdzelében meég mindig van Pozsonyban elemi iskola, hol nem a magyar
nyelv a tanitasi nyelv” - figyelmeztette korabeli olvasojat a Nyugatmagyarorszagi
Hiradé. Miutan az élet mas tertiletérdl is hozott a német nyelvi dominanciat alata-
maszto példakat, hozzatette:

Ezért igazan itt az ideje, hogy teljes eréllyel megkezdjik az akciot a magyar nyelv jo-
gai mellett. [...] Mindenek el6tt minden elemi iskolaban magyarnak kell lenni a tanitas
nyelvének. Sét ki kell kiiszoboIni a népiskolabdl a német nyelvet. [...] Szamtalan Gtja és
modja volna a német nyelv kiszoritasanak mindazon helyekrél, a hova illetéktelendil tola-
kodott be. De mindezekhez az volna sziikséges, hogy tarsadalmunk magyar része, mint
egy ember allana be munkasnak a magyarositas (igyének elémozditasahoz.®

8 Wiassics kulturpolitikadja. Nyugatmagyarorszagi Hiradd, 1901. februar 17., 1.
9 A felvidéki magyar kdzmuvelédnél egyestlet. Nyugatmagyarorszagi Hiradé, 1898. februar 24., 3.
10 A német nyelv. Nyugatmagyarorszagi Hiradé, 1895. augusztus 1., 1.
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Amikor Pozsony 1918 és 1919 forduldjan a csehszlovak legionariusok kezére ke-
rult, azaz a formalodd Csehszlovakia részéve valt, a varos 19 népiskolaja kdzil 16
magyar, 3 pedig német tanitasi nyelvi volt (Huska 2021).

A napilap 1896 novemberében egészoldalas vezércikkben foglalkozott a Pozso-
nyi Orthodox Rabbiképzo Intézet nyelvhasznalati kérdéseivel. Teljes terjedelemben
kozolte Plachy Bertalan tanfeliigyeldnek a tanintézmény vezetéjehez, Schreiber
Bernat (1842-1906) pozsonyi ortodox férabbihoz intézett korabbi levelét, amelyre
az oktatasuigyi tisztviseld a cikk kdzléseéig nem kapott valaszt. A lap hangsulyozza,
hogy mig a pozsonyi neolog zsidosag ,tartalék gondolat nélkili 6szinteséggel si-
mult a haza kebelére, s nemcsak iskolait vonta a magyar kdzmUvel6dés szolgalata-
ba, de vallasi formait is igyekszik athatni annak szellemével”, addig a helyi ortodox
kodzOsseg ,megcsontosodott maradisagaban tiszteletreméltd hagyomanyt lat még a
német jargon nyelv fentartasaban is, s templomai, valamint papneveld intézeteiben
a magyar kdzmivel6dés kévetelményeinek érvényesitését vallasa ellen intézett me-
rényletnek tekinti”. Plachy tanfelligyeldkent kovetelte, hogy a férabbi ,,a vezetése
alatti hittani intézetben a magyar nyelv és irodalom, nem kulénben a lelkipasztor-
kodastananak (prudentia pastoralis) magyar nyelven vald oktatasarol a jové tanévig
kepesitett tanerdk altal gondoskodni és az eredmenyrdél engem minden esetre ér-
tesiteni sziveskedjék”. Mivel a levél a cikk szerint valasz nélkil maradt, az Ggyet
maga a miniszter vette at.11

A Nyugatmagyarorszagi Hiradé nemcsak a meglévé iskolak tanitasi nyelve-
nek magyarra tételével igyekezett eldmozditani a varos magyarosodasat, hanem
Uj tanintézmeények létrehozasaval is. A dualizmus kori Pozsonyban ez a nevelés- eés
oktatastigy minden szintjén jelentkezd, atfogo és kitartd torekvés volt a varosi és
varmegyei magyar elit részerdl, hiszen peldaul a meglévd helyi felsGoktatasi ba-
zis tudomanyegyetemmeé integralasat is celozta. Ezt az igyekezetet itt most csak
egy Wilassics minisztersége idején felvetett kezdeményezéssel illusztraljuk. Plachy
tanfelligyelé Pozsony szabad kiralyi varos torvényhatosaga kozigazgatasi bizottsa-
ganak 1895. szeptember 9-i Ulésén kdzseégi polgari fiu- és leanyiskola felallitasat
vetette fel. Hangsulyozta, hogy az 1868. évi XXXVIII. torvenycikkely 59. §-a az 6t-
ezernél nagyobb lélekszamu varosokat erre hatarozottan kételezi. Plachy szerint
,banto jelenség, hogy a mivelt magyar polgari osztaly megteremtését célzd ezen
nagyfontossagu culturalis intézmény az orszag masodik févarosaban részint csak
elégtelen eszkdzokkel rendelkez6 magan-vallalkozas kezében van, részint egy fe-
lekezeti, ez esetben izraelita polgari fiu-iskola altal van képviselve”. (A tanfelligyeld
a ,,masodik févaros” megfogalmazassal Pozsony korabbi, tdbb évszazados févarosi
multjara utalt.) Ugy vélte, a felallitandd polgari fil- és lednyiskola jol szolgalhatna
a lakossagnak azt a rétegét, amelynek ,az elemi miiveltség kevés, a gymnasium,
vagy realiskola pedig sok”. Egy ilyen iskola - fejtegette a szerz6 - megszabadita-
na a ,kozéptanodakat” attol ,,a felesleges, oda nem ill6 ballaszttol’, amely azon-
ban ,még mindig ertékes anyag lehet a classikus nyelvekkel nem foglalkozo, s

11 A pozsonyi orthodox rabbiképzd intézet. Nyugatmagyarorszagi Hiradé, 1896. november 22.,
1-2.
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gyakorlati célokat kovetd polgari iskolara nézve”. Droxler Gusztav (1844-1903)
polgarmester a tanacskozason emlékeztette Plachyt, hogy a torvényhatésagot
még Trefort Agoston korabbi vallas- és kdzoktatasiigyi miniszter felmentette ezen
iskolaallitasi kotelezettsége alol, mert Pozsony szamara kilon pénzlgyi terhet je-
lentettek a varosban mikodé kdzigazgatasi szervek ,fokozott igényei”’. A napilap
allasfoglalasa szerint azonban a varos egy kormanyrendelettel nem menthetd fel
térvényi kotelezettsége aldl, és ,,a magyar kdzmuvelddéstdl athatott polgari osztaly
megteremtése érdekében” sziikséges az Uj tanintézmény. Annal is inkabb, ,,mert
Pozsony magyarosodasa orszagos érdek lévén, biztosan remélhetd, hogy nem-
zeti culturank érdekében annyi kezdeményez6 erével és politikai batorsaggal birod
Wilassics Gyula kdzoktatasligyi miniszter nem fog vonakodni, ha a varos anyagi vi-
szonyai ugy kivanjak, egy kozseégi polgari iskola letrejottét, ha kell, tetemes anyagi
segéllyel is biztositani”.'?

A varmegyei magyar értelmiség a régiobeli magyarositast szorgalmazva is t6bb
esetben kérte a szakminiszter segitségét. Példaul 1900 majusaban Komldssy
Ferenc (1853-1915) tanar, tanligyi szakiro és torténész, esztergomi kanonok és
keésbbbi pozsonyi prépost (tobb cikluson at az Orszagos Antiszemita Part, majd
az Orszagos Mérseékelt Antiszemita Part orszaggytlesi képviseldje) vezetésevel
kiildottség kereste fel Wiassicsot. Allami polgari iskola létesitését kérték téle a Po-
zsonyhoz kozeli Malackan (Malacky). ,,Nagy szolgalatot tenne ez az intézet Ma-
lacka tot vidékén a magyarsagnak. Wlassics Gyula vallasos kdzoktatasi miniszter
szivesen fogadta a kildottséget s megigérte a kérelem tamogatasat” - jegyezte
meg a hir kapcsan a Nyugatmagyarorszagi Hiradé."™ A telepllésen 1919-ben a
csehszlovak hatdsagok hoztak létre a szlovak tannyelv(i Malackai Allami Polgari
Iskolat (Dorsicova 2011).

A nemzetiségek lakta tertileteken a magyarositas oktatasiigyi eszkdzeként ertel-
mezte id. Vutkovich Sandor a bentlakasos iskolakat, ezért ilyenek létesitését java-
solta a szaktarca vezetdjének:

A magyar allameszme megerdsitése szempontjaboél nagyon célszer( volna, ha az allam
Internatusokat szervezne a tot nemzetiségi vidékeken s azokat félszerelné a nemzeti
muvelédés minden hathatos tényezéjével. Probalja meg csak genidlis kultuszminiszte-
riink Wlassics Gyula s allitson ol két harom nagyszabasu Internatust a gimnaziumokkal
kapcsolatban, majd meglatja, hogy nem lesz karba veszett munka és kiadas. Az inter-
natusokban csakhamar erés gydkeret verne a nemzeti kozszellem, a honnan aztan a
magyar miveltség arasztana szét sugarait. (Id. Vutkovich 1901)

A hirlap tamogatta a Wlassics vezette tarcanak azt az igyekezetét, hogy ha egy-egy
nemzetiségi telepilésen mar létesllt 6voda, ott lehetbleg allami népiskolat és un.
gazdasagi ismétlé-iskolat is inditsanak, de ezt a Iépést nem tartotta elégségesnek.
Elismerte ugyan, hogy a kormanyzati elképzelés megvalositasaval a legtébb 3-15

12 A kdzségi polgari iskola kérdése Pozsony sz. kir. varos kdzigazgatasi bizottsagaban. Nyugatmagya-
rorszagi Hiradd, 1895. szeptember 12., 1.
13 A malackai allami polgari iskola tigye. Nyugatmagyarorszagi Hiradé, 1900. majus 16., 3.
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eves helyi és kérnyekbeli nem magyar fiunak magyar nevelgje és oktatoja lett, de
~ettdl kezdve katonaskodasaig - sajnos - kisiklott a tanitd kezébdl, elfeledte azt is,
a mit tudott s mire katona sorba kertilt, egy sz6t sem tudott semmibél, magyarul
sem”. A névtelen cikkir¢ ifjusagi szervezetek alapitasaban latta az athidalo megol-
dast, hiszen ,a 15 éves, gazdasagi iskolat vegzett ifju be fog Iépni ebbe az egye-
slletbe, melyet a tanitd szervez, vezet, ellat kdnyvtarral, alakit annak keretén belll
daloskoért, s a zene erejével, a sz6 hatalmaval, a betl hatasaval, a kolté szavainak
szavalasaval lekéti az ifju érdeklédeset 20 éves koraig, mig katonanak megy, ma-
gyar érzéssel, magyar széval, magyar kultiran névekedve”. '

Osszefoglalas

Osszefoglaldan megallapithatjuk, hogy a 19-20. szazad forduldjan Pozsony leg-
befolyasosabb magyar periodikumanak szamitdé Nyugatmagyarorszagi Hiradd
minden vonatkozasban élénk figyelemmel kisérte és a legtobb esetben elismer-
te, tamogatta Wiassics Gyula vallas- €s kdzoktatasligyi miniszteri tevékenységét.
Esetenként konkrét jobbitasi javaslatokat is tett. Gyakran reagalt a Banffy- és a
Széll-kormany nemzetisegpolitikajara és annak oktataspolitikai vetileteire.

A kivalasztott mintak alapjan is lathato, hogy a pozsonyi magyar értelmiségnek a
napilap kordl tomoérilé konzervativabb, a millenneumi nemzetallami eszmét kévetd
része az oktatasiigy korabeli eszkoztarat is igyekezett mozgositani a nyugat-ma-
gyarorszagi varos és kornyeke remélt gyors magyarositasa érdekében.

Koztudott, hogy a koriltekintd hely- és oktatastorténeti kutatasok soran a ko-
rabeli sajtd elemzése nem helyettesitheti, legfeljebb kiegészitheti az elsédleges
forrasok (féként levéltari dokumentumok) kritikus vizsgalatan alapulo feldolgozaso-
kat. Ugyanakkor az ilyen attekintés is a tovabbi vizsgalddas segedleteve valhat,
hiszen kiindulasi vagy kiegészit6é témaregisztert ad az elsddleges forrasok tanulma-
nyozasahoz. Jelen vazlat része annak a Pozsonyi Kifli Polgari Tarsulas (Obcianske
zdruzenie Bratislavské rozky) keretében 2020 o6ta zajlo mihelymunkanak, amely
az 1867 és 1918 kozti Pozsony oktatastigyenek tortenetet hivatott felterkepezni es
monografikus formaban megjelentetni.
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The academic aesthetics

The sense of rediscovering the aesthetic value of learning has skyrocketed on so-
cial media platforms as the actual gates of education have been uncertainly closed
in the days of the pandemic. The newfound accessibility to fulfil the need for learn-
ing and socialising gave rise to a plethora of aesthetically pleasing movements, all
produced online and steeped in academic necessity. This passion for education
incorporated everything from collecting bookish items, finding serenity through cal-
ligraphy and sketching, posing in front of imperial ivy-covered campus gates, or
sporting fashionably preppy attire. In essence, this phenomenon materialised as
an aesthetic subculture, a sublime interpretation of classical ideas and a nostalgic
token perfected for visual remembrance.

All ‘academic’ aesthetics share an enthusiasm for classical literature and philo-
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sophy, for the Romantics and especially their Byronic tragic heroes; the immersion
in a variety of languages such as Ancient Greek and Latin, Old French, German or
Italian; the Western European influence of architecture, and the Gothic. Ultimately,
these academic aesthetics create a “microcosm”,' a cohesive (online) society, a
visual group identity that perceives learning, thinking and reading as something
dignified and exhilarating, incorporating almost all aspects of the aforementioned
enthusiasm into its core concept. The ‘academic’ aesthetic became particularly
favoured with its subgenre, the Dark Academia trend which, in turn, can be traced
back to earlier study motivational and inspirational posts tagged as #studyblr on the
social media platform Tumblr. Subsequently, after its revival on TikTok during the
lockdown era (for example Bateman 2020; Lee 2024, 420; Millan 2023; Nguyen
2022, 64-65; Ranasinghe 2022, 82), a whole new variety of aesthetics followed
its surge in popularity, initiating a perception that “Whether it is BookTok and its
community of bookworms, DracoTok and its legion of Harry Potter fans, Cot-
tageCore TikTok and those romanticizing farm life, or even the app’s mainstream
dancing teens, TikTok builds community” (Boffone, 2022, 4).

Dark Academia thrives on its ability to conjure up a vivid and almost tangible
characteristic image of an individual who might casually quote Shakespeare or Pla-
to in response to a question, who reads and studies dead languages as a hobby
to prove a point, has a distinctly / am above it all’ demeanour, is pretentious and
eccentric; in all, The Secret History’s perfect Henry Winter replica. The entire
aesthetic of Dark Academia rests on its success in creating a certain quality, which
in most cases includes an inherent “Eurocentrism, lack of diversity, and academic
elitism” (Monier 2022). For The New York Times, Pamela Paul in her article “The
Season of Dark Academia” (2022), highlights the captivating essence of the sub-
culture when she expresses that

Of course the cloistered halls of academia are fertile ground for stories of mystery, sus-
pense and high-minded murder. The combination of privilege, secrecy, esoteric knowl-
edge and very serious poetry is irresistible to anyone who lies awake at night reading
or angsting in bed, or scrolling through TikTok past midnight for inspo. It's also a deeply
romanticized view of higher learning with its idealization of paperbound matter, leather
book bags and unapologetic elitism. (Paul 2022)

Dark Academia evokes a particular sensibility as well which Simone Murray de-
scribes as “Less a cohesive movement or delimited subculture than a loose cluster
of atmospherics and ‘“vibes”, (...) suffused with the quality of “bookishness” that
Jessica Pressman defines as “creative acts that engage the physicality of the book
within a digital culture”” (Murray 2023, 348). Robbert-Jan Adriaansen also echoes
this idea, but extends the consideration to the “affective curation of Stimmung,
referred to as an ‘atmosphere’, ‘mood’, or ‘vibe” (Adriaansen (2022, 110), which
can unify the aesthetics. Tori F. Lee provides an imaginative example of how Dark
Academia fits into this proposition, arguing that “As it slowly incorporates all five

1 https://www.merriam-webster.com/dictionary/microcosm
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senses in three short sentences, the vignette presents not just an image of Dark
Academia, but its affective Stimmung: first Latin, then darkness — sight — then a
single light, then music — sound — coffee — taste, and perhaps smell — then nostal-
gia, the coffee is forgotten, the sensation of hair around your eyes — touch — and
ink on your hands” (Lee 2024, 422). This atmosphere is further developed by the
incorporation of a romanticisation of classical literature into the daily lives of the
members of the aesthetic community. Importantly, this is also visible at the core of
the phenomenon, given that Dark Academia “de-exceptionalizes elite scholastic
environments as much as it romanticizes them” (Quiring 2021) and builds on its
“Classical antiquity (...): a means of engagement with a public curious about the
ancient world, but dangerous in its reinforcement of existing structural inequities in
the discipline” (Lee 2024, 421).

Therefore, focusing on interlocking elements of both literature and atmosphere
and evoking all the senses, Dark Academia can be described as “Long Black coats,
thunder but no lightning, red wine, blood, forests in winter, a single guttering
candle, latin, bones, all of history in your hands, Tchaikovsky, piles of old books,
the hour before sunrise, complicated cravats, Hozier, true crime, Donna Tartt,
secret diaries”,? or alternatively, its slightly less refined version, ‘Chaotic Acade-
mia,” which is all “(...) scribbled notes in pencil or biro, kill your darlings, untied la-
ces, so much coffee, all nighters, crying in the library, Mozart, writing film scrip-
ts for fun, rain Storms, moorland, swimming in the dark, movie soundtracks
while studying, procrastination, muddy boots, unsent letters”.® Basically, Dark
Academia, takes the essential elements of intellectualism and academic settings
that are found in academic fiction but infuses them with a heightened philosophical
weight, thus creating a narrative that ventures into tragedy, psychological thriller
and murder mystery territory.

Then again, other academic enthusiasts may find the Dark Academia aesthetic
too unconventional or furtive, and are in need for something ‘lighter’ in means
of representation. Consequently, a range of additional trending iterations followed
suit, including sub styles such as ‘Classic Academia’, ‘Light Academia’, ‘Roman-
tic Academia’, or ‘Witchy Academia.” While all these variants are conceptually de-
scended from Dark Academia, they differ from one another by evoking a diverse
array of unigue sensory impressions, moods, and concepts.* This portrayal most
frequently embraces elements such as fashion, decor or a specific colour palette,
and it is increasingly focused on the inclusion of literature that embodies the par-
ticular vibe associated with the distinct academic aesthetic:

2 @dandelion-jester, «Academic aesthetics,» posted on February 25, 2020. https://www.tumblr.
com/achilies/623153809931272192?source=share

3 @dandelion-jester, “Academic aesthetics,” posted on February 25, 2020. https://www.tumblr.
com/achilies/623153809931272192?source=share

4 Annalise Herrmann: “Dark Academia, Light Academia, & Cottagecore: Breaking Down 3 Popular
Internet Aesthetics”. Available online: https://www.wallflowerjournal.com/lifestyle/dark-academia-li
ght-academia-amp-cottagecore-breaking-down-3-popular-internet-aesthetics
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| am dreaming about being a part of a secret academic society for Romantics... invita-
tions are sealed with a wax rose emblem and inked in cursive... initiation involves either
a haunting moonlit ritual in the woods or candlelit ritual in an long-lost chapel, in white
silk dresses or black velvet cloaks...

meetings involve reading classical poetry and holding ghost story contests and dis-
cussing the best kind of flowers to send to one’s enemies... the diet consists solely
of picnics of marzipan fruit, crystallised violets, cheese and wine... there are masque
balls and pre-raphaelite art and everything is a little dreamy and a little radical and a little
unreal... %08

A more literary and nature-influenced duality characterises Light Academia, being
the ultimate undimmed, more delicate sibling-core to Dark Academia. It is “Sun-
shine in shallow water, white cotton, lacy dresses, champagne, the plays of
Oscar Wilde, summer rain, wind rustling the pages of a book, jacket over on
shoulder, Maurice, frost covering new flowers, Florence + the machine, roses,
bare feet, girls school, old books about species of plant or butterflies, biological
Diagrams, flowers in your hair, perfect notes”.® The colours are softer, the grainy,
darker sepia giving way to a sandy, pale fawn; a neutral undertaking. Similarly,
Romantic Academia draws even more inspiration from the classic romantic sense
of freedom with its “Billowing pirate sleeves, Lord Byron, theatre, violets, achil-
les, reading poetry aloud, bloody cheekbones, love letters, doodling in class,
doc Martins, long ball dresses, gothic churches, dead poets society, sword
fights back stage, wind and mist and violent Storms, tea, long journal entries,
wide brimmed hats, museums”.” This strong affiliation to the concept of Romanti-
cism, operating both as a literary and artistic source highlights the two sides of the
same coin, the contrast between Dark and Light Academia. This is clearly noted
by Thomas Weiskel in The Romantic Sublime (2019), pointing out that “Any aes-
thetic, pressed beyond a certain point, becomes or implies a psychology” (Weiskel
2019, 83), proving that even colour schemes serve a purpose beyond merely cre-
ating a ‘vibe’.

No matter how many pieces can be carved out of Dark Academia to fit into a new
aesthetic alternative, its fundamental essence remains firmly rooted in the artistic
and classical insights of certain European cultures, including the Renaissance, Ro-
manticism, and Gothic period. It is deeply influenced by nature, individualism, and
emotion; it is both the worrisome rationalism and it is the awe, the inspiring beauty
as opposed to the ruthless, the ‘sublime,” which is “one of those terms like inspi-
ration, vision, apocalypse, imagination, the daemonic - and, of course, tran-
scendence - whose continual sublimation into metaphor makes thought possible

5 @wistful-giselle, posted on November 2, 2019. https://www.tumblr.com/wistful-gisel-
le/ 188773844929 /i-am-dreaming-about-being-a-part-of-a-secret

6 @dandelion-jester, «Academicaesthetics,» posted on February 25, 2020. https://www.tumblr.com/
achilies/623153809931272192?source=share

7 @dandelion-jester, «<Academicaesthetics,» posted on February 25, 2020. https://www.tumblr.com/
achilies/623153809931272192?source=share
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by enabling us to grasp experience in terms sanctioned by the past-the essential
critical gesture, already sophisticated in antiquity” (Weiskel 2019, 4).

The solitary scholar re-imagined

“lllegible handwriting, coffee rings on notebooks, putting gloves on only to take
them off again, dark lipstick, maurice (1987), walking to class when it's not raining
enough for an umbrella but just enough to fog up your glasses, stone buildings,
leaves that aren’t quite crunchy, deadlines, pen smudges, leaving class only to
find out its dark outside, cinnamon, cold noses, swaying trees, half moons, cuffed
sleeves, silence™®

As the opening quote of the introduction illustrates, solemn grandeur is a pow-
erful visual pull inherent in the context of the imagination of Dark Academia. At first
glance, it comes across as a mundane routine that is absentmindedly carried out
in the academic milieu, something that is easy to visualise and allows the imagina-
tion to run wild: chaotic desktops adorned with tiny marble statues, antique lamp-
shades and magnifying glasses; ink-stained papers of a homework assignment
with haphazardly crossed out sentences; teacups or coffee mugs with long forgot-
ten sips that have grown cold during the day; the overwhelming melody of a clock’s
pendulum mocking the wasted hours of the evening. The minutes are closing in on
the time to find the right answers, to solve a problem, and the halls are empty, only
shadows cascade the darkened corners soundlessly. The notion of Dark Academia
is one that embodies the concept of loneliness in scholarly pursuits to the greatest
degree, while simultaneously romanticising this fascination with isolation and mel-
ancholy as a means of seeking arcane knowledge. The mood it evokes, however,
is no accident. It is intrinsic to this fascinating interplay between the sublime of the
Romantic and the grotesque of the Gothic.

First and foremost, in order to gain a better understanding of the concept of Ro-
manticism, Michael Ferber, in his book Romanticism: A Very Short Introduction
(2010), explores the definitions of the ‘Romantic’ and draws attention early on to
a significant tradition: “It is worth remembering, in view of the indelible label later
generations have given them, that in Britain neither the exactly contemporaneous
‘Lake School’ (Wordsworth, Coleridge, Southey, Lamb) nor the next generation
(Byron, Shelley, Keats, Hunt) nor anyone else called themselves Romantics at the
time” (Ferber 2010, 7). Ferber investigates the complicated dilemma of searching
for just a single feature that could define Romanticism, while at the same time iden-
tifying a plethora of overlapping disaccords. He presents Harold Bloom’s depiction
of Romanticism as “the internalization of quest romance’, a transformation of the
heroic quests in medieval romances into interior spiritual journeys,” citing as an ex-
ample “Childe Harold, the hero of Byron’'s ‘romaunt’, written in Spenserian stanzas

8 @trinitysbooks, posted on September 29, 2019. https://www.tumblr.com/trinitys-
books/188028302584/illegible-handwriting-coffee-rings-on-notebooks
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that evoke the action-filled Faerie Queene”, while explaining that this character in
fact has not done “anything very heroic, and his ‘pilgrimage’ has no destination”
(Ferber 2010, 10). Ferber also mentions M. H. Abrams’s book, Natural Supernatu-
ralism (1971) to emphasise that “it evokes the belief of English and German poets
and philosophers that the divine is immanent in nature, as well as in the human
psyche, as opposed to being transcendent in God” (Ferber 2010, 10).

The Romantic era often celebrated the narrative of the tragic hero, driven by a
sense of intense and conflicting emotions, characterised by deep passion, rebel-
lion and a detachment from society. Consequently, one of the original branches of
Dark Academia is the fusion of the works of Romantic authors with the imagery of
Gothic architecture, a yearning depiction of the solitary, brooding scholar, deeply
immersed in his studies, the outsider, both psychologically and physically discon-
nected from the surrounding public (see for example Murray 2023, 354; Nguyen
2022, 62). This motif of isolation is closely linked to the portrayal of the intellectual
prodigy in both genres, who is withdrawn from society or even exiled due to his
prominent fascination with dismissed and rejected ideas. In terms of Dark Academ-
ia, therefore, the link between the Gothic and the Romantic is a very close one.

In the fictional world of Dark Academia - whether referring to its aesthetic cul-
ture or its literary version - this Romantic tension between the pursuit of intellec-
tualism and personal transcendence often takes on a dark and obsessive turn,
characterised by an enduring sense of Gothic macabre and the allure of forbid-
den knowledge. The reason for this phenomenon is that Dark Academia provides
critical insight into the elite and secretive campus life narrative, a world filled with
elements of mystery, philosophy and existentialism, where the stories “narrate in-
itiations of students into poetry and the classics, but do not treat the classics as
representatives of “noble simplicity and quiet grandeur,” as the pristine imagination
of Neoclassicism had it,” instead the focus is on “a deeply Romantic undertone
that sees death, murder, and destruction as just one step away from intellectual
brilliance” (Adriaansen 2022, 109). Gothic literature also depicts this extreme, with
characters falling too deeply in love with forbidden, maddening ideas, and ultimate-
ly breaking under the weight of the overly destructive secrets they encounter. In
Dark Academia, this obsession with the pursuit of the unknown often mirrors the
Gothic: the characters frequently cross the line in their relentless search for the
unimaginable to be proven, or in their quest for the sublime, often at great personal
and social cost. In Donna Tartt's novel The Secret History, for example, the prota-
gonists, a secluded group of students immersed in of ancient Greek philosophies
and with a persisting interest in the concept of beauty as terror, are destined to
follow the path of classical tragedy:

’And | believe Aristotle is correct. After all, what are the scenes in poetry graven on our
memories, the ones that we love the most? Precisely these. The murder of Agamem-
non and the wrath of Achilles. Dido on the funeral pyre. The daggers of the traitors and
Caesar’s blood—remember how Suetonius describes his body being borne away on the
litter, with one arm hanging down?’

‘Death is the mother of beauty,” said Henry.
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‘And what is beauty?’

Terror.’

(...)

‘And if beauty is terror,’ said Julian, ‘then what is desire? We think we have many de-
sires, but in fact we have only one. What is it?’

To live,’ said Camilla.

To live forever,” said Bunny, chin cupped in palm. (Tartt 1993, 41-42)

The classical reference here resonates with Dante Alighieri’s perception in the Divi-
ne Comedy, more specifically in Inferno, the exploration of the macabre, in which
philosophers, scientists, and even artists are placed in Hell because their knowl-
edge was misused or lacked moral grounding (Ferrante 1984). At one point in The
Secret History, the group re-enacts an ancient Dionysian ritual - a Bacchanal, with
the intention of losing their bound sense of self and inhibition, thereby achieving an
ascent into the divine beauty of madness, which ultimately leads to the murder of
an innocent. It is a narrative that draws on the classic themes of Greek and Shake-
spearean tragedy, where seeking the arcane is ultimately punished; it is a game
of engagement in an almost Faustian bargain, a sacrifice made in the pursuit of
perfection regardless of the cost:

"You had better watch out,” she said. ‘| have heard some weird shit about those people.’
‘Like what?’
‘Like they worship the (...) Devil.” (Tartt 1993, 81)

As Heike Grundmann points out, “Shakespeare gave the Romantics all they were
craving for: a world that confronted great kings with fools and destitute beggars,
characters that were as inconsistent as real human beings are, combining melan-
cholia and obsession, madness and high intellectuality, sublime goodness and gro-
tesque evil - the whole gamut of experience set against the artificial puppeteering
of an anaemic Classicism” (Grundmann 2005, 30).

This intense engagement is exemplified by a compilation of pivotal features and
themes that are familiar in both the Gothic and the Dark academic traditions, par-
ticularly with regard to mortality, the grotesque, and death. The appeal of the Goth-
ic, characterised by its incorporation of the supernatural and the occult, is further
appraised by the ambiguous approach of Dark Academia in its exploration of the
human psyche. Weiskel contemplates the inherent self-contradiction of humanity
by positing the idea that “The essential claim of the sublime is that man can, in
feeling and in speech, transcend the human,” and proceeds with the rhetorical
question: “What, if anything, lies beyond the human- God or the gods, the daemon
or Nature- is matter for great disagreement. What, if anything, defines the range
of the human is scarcely less sure” (Weiskel 2019, 3). In most cases, Dark Aca-
demia leaves behind the ghost stories, the haunted houses and the family curses,
however, it does take into account the viciousness of human malice or carnality.
The ivy-clad gates and those looming spires serve a dual purpose - as do the col-
our schemes -, functioning as both architectural features and metaphors for the
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complexity of the human psyche, juxtaposed against the vastness of nature’s sub-
lime power and recognition of the supernatural, a “profoundly unsettling paradox
evoked by the supernatural sublime” (Rodriguez-Hernandez-Schaefer 2019, 21).

This paradox aligns with the dark side of knowledge represented in the Dark
academic narrative. The allure of hidden secrets, manuscripts awaiting decipher-
ment, the whispers within ancient texts, and the excitement of the mystical can be
seen as reflections of the Gothic tradition and the Romantic notion of seeking the
unattainable - alchemy, the occult, and the quest for immortality, provoking whe-
ther the inevitable downfall of the genius is truly unavoidable, a striking remark on
fatalism. The interconnection between the Gothic, Romantic, and Dark academic
traditions is evident in the exploration of this sublime immortality, representing the
greatest form of obsession, fittingly perfect for both the ‘Carpe diem’ and ‘Memen-
to mori’ epiphany. Classical evidence of this can be found in the character arc of
Oscar Wilde’s The Picture of Dorian Gray, Bram Stoker's Dracula and both Mary
Shelley’s Frankenstein; or, The Modern Prometheus, and “The Mortal Immortal.”
Its significant parallel is unmistakably present in the genre of Dark Academia, as a
means of challenging natural limitations such as love and partnership in order to
conquer death and to seize control. This is apparent in V. E. Schwab’s Vicious as an
example, in which the protagonists - or rather, complex antagonists - are two pre-
med students who experiment with near-death experiences to push their percep-
tion of scientific knowledge to its extreme in an attempt to create the extraordinary
and break the restrictions of mortality: ““Enough,’” said Victor. (...) ‘You aren’t some
avenging angel, Eli,’ he said. ‘You're not blessed, or divine, or burdened. You're a
science experiment.” (Schwab 2014, 330). Another example can be found in Ava
Reid’'s dark folktale about a mortal girl who falls in love with the Fairy King and is
bound to bargain with the mystical: “’l will love you to ruination,’ the Fairy King said,
brushing a strand of golden hair from my cheek. “Yours or mine?’ | asked.” (Reid
2023, 190). The elements of love, fondness, devotion and affection are intricately
interwoven with the concept of playing God, reflecting on the unchecked balance
of intellectual curiosity and the potential consequences of the monstrous - be that
the creation or the creator himself.

Conclusion

However romanticised the glorification of love in academia might be in the context
of the Dark academic phenomenon, at its core it is far more inherently grim and an-
alytical than merely aesthetically pleasing. The connection to the Romantic sublime
and the grotesque essence of the Gothic is clear in Dark Academia’s shared fas-
cination with the mysterious and the arcane, portraying intellectualism and beauty
as inseparably attached to a more tragic aspect of human nature. It is the broken
balance between light and darkness, love and death, logic and madness.
Combining elements of the movements that originally inspired its development,
Dark Academia portrays the shockingly human character of the troubled academic
or scholar, the unreliable who is obsessed with their intellectual pursuits up to the
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point of self-destruction, ultimately succumbing to their own demons as a result of
grappling with the tension between ethical and moral boundaries, because at the
end “Tragedy, however sublime, tends to put the sublime in its place, so to speak.
There is a powerful drive in tragedy to make sense of everything, if only after the
fact, at the end of the play or in a “beyond” posited by the play” (Balfour 2005, 23).
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Az dvoda-iskola atmenet kérdései

Diana Borbélyova: Prechod dietata z materskej Skoly do
zakladnej Skoly

OLvECcZKY MONIKA

Az 6vodabdl az altalanos iskolaba tortend atmenet a gyermek életének egyik leg-
meghatarozobb szakasza, amely nem csupan az oktatasi szintér, hanem a gyermek
szocialis és pszichologiai kdrnyezetének jelentés valtozasat is magaval hozza. Az
atmenet nem csupan a gyermek életére van hatassal, hanem a csalad és az okta-
tok életét is meghatarozd6 moédon érinti, hiszen minden résztvevd aktiv szerepldje
a folyamatnak, sikere vagy kudarca pedig nagymertékben befolyasolja a gyermek
iskolai teljesitményét és hosszu tavu tanulmanyi eldmenetelét (Ladd et al. 2006).
A nemzetkozi kutatasok kiemelik az 6vodai és iskolai nevelési szintek kdzotti fo-
lyamatossag jelentéségét, és hangsulyozzak, hogy az atmenet z6kkenémentessé-
O0sszehangolasa alapvet6 fontossagu (Dockett & Perry 2021). A szlovakiai oktatasi
rendszerben ugyanakkor még mindig szamos kihivas mutatkozik az atmeneti id6-
szak tamogatasaban, mikozben elmondhatjuk, hogy olyan iskolai kornyezet kiala-
kitasa, amely figyelembe veszi az 6vodai nevelés soran kialakult tanulasi stiluso-
kat és szokasokat, alapveto feltétele a pozitiv atmenet biztositasanak (Borbélyova
2020). Diana Borbélyova Prechod dietata z materskej Skoly do zakladnej skoly
(Az ovoda-iskola atmenet kérdései) cimi monografiaja e széles korben vizsgalt, de
a modszertani utmutatok, diagnosztikai eszkdzok e€s adaptacios programok szint-
jén sokszor hatterbe szorult tertletre kinal atfogd, tudomanyos alapokon nyugvo
megoldasokat.

Az elsé fejezet (Vzdelavaci systém Slovenskej republiky - A Szlovak Koztar-
sasag oktatasi rendszere) a szlovak oktatasi rendszer atfogd bemutatasaval indul,
kilonos tekintettel a kotelezd ovodai oktatas bevezetésere. Részletesen elemzi
az ovodak és altalanos iskolak kozotti kapcsolatot, hangsulyozva a folyamatossag
biztositasanak fontossagat a gyermekek zokkenémentes atmenetének erdekében.
A szerzd kiemeli, hogy az oktatasi programok dsszehangolasa nemcsak a gyer-
mekek fejlédését tamogatja, hanem megalapozza az iskolai sikeresseg feltételeit
is. Betekintést nyujt a szlovak oktatasi rendszer altalanos strukturajaba, mikdézben
ravilagit az iskolai atmenetet érinté szabalyozasokra és kihivasokra. Kulén hang-
sulyt kap a tantervek dsszehangolasanak sziikségessége. Ez a fejezet agyaz meg
a kényv tovabbi tartalmanak, amely az adaptacios folyamat és a diagnosztikai esz-
kozOk részletes elemzéseét kinalja. Korvonalazza az 6vodai és iskolai nevelés helyét
és funkciojat a rendszer egészében, ezaltal egyfajta ,makroszint(i” bevezetokent
szolgal, amely az oktatasi rendszer teljes képét nyuijtja, mig a tovabbi alfejezetek az
ovodai €s az iskolai nevelés ,mikroszint(i” elemzésere dsszpontositanak. A kdnyv
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Predprimarne vzdelavanie (Az 6vodai nevelés) cim( alfejezete az dvodai nevelés
céljait, feladatait és keretrendszerét ismerteti, kilonds tekintettel a gyermekek is-
kolai életre val6 felkészitésére, mig a Primarne vzdelavanie (Az altalanos iskolai
nevelés) cim( alfejezet bemutatja, hogy az altalanos iskola hogyan épit ezekre az
alapokra, és milyen készségeket, képesseégeket var el a gyermekektdl a belépés-
kor. Ez a kapcsolat kulcsfontossagu az atmenet sikeres lebonyolitasaban, ezért az
egyes alfejezetek egymast kiegészitve mutatjak be az 6voda és az iskola kozotti
folyamatossag és 6sszhang sziikségesseget, hangsulyozva a pedagodgiai rendszer
egysegesseget és a gyermekek fejlddésének tamogatasat.

A kotet masodik fejezete az dvodabdl az altalanos iskola els6 évfolyamaba torténd
atmenet jelentéségét targyalja, kiemelve, hogy ez a folyamat nemcsak a gyermek,
hanem a csalad és a pedagogusok szamara is meghatarozo szocialis és pszichol6-
giai mérfoldkd. A fejezet ramutat arra, hogy az atmenet soran a gyermek és sziilei
a folyamat aktiv résztvevdiveé valnak, mig a pedagogus tamogato szerepet télt be.
A sikeres atmenet szempontjabdl kulcsfontossagu a tanar és diak, valamint a diak
és tarsai kozotti kapcsolat, tovabba az iskola és a csalad kdzotti egytttmikodes. A
fejezet kdzponti eleme az ovodai és altalanos iskolai oktatas kdzotti folyamatossag
biztositasa, amely alapvetéen meghatarozza a gyermek iskolai szerepének
elfogadasat. Ez a kontinuitas allami szinten az oktatasi programok és tantervek
O0sszehangolasaval, tartalmi szinten az egyseéges tanulasi standardok kialakitasaval,
szakmai szinten pedig az 6évodai és iskolai pedagogusok kozotti egyittmikddéssel
erhetd el. Az atmenet sikerességét a gyermek iskolai és csaladi kdrnyezetének
harmoniaja, valamint a résztvevok kozotti hatékony egyittmiikddés alapozza meg.
A gyermekek 6vodai és iskolai atmenetének folyamatossaga alapvet6 fontossagu a
sikeres alkalmazkodas szempontjabol. Az Eurdpai Unio orszagaiban tdbbféle mo-
dell létezik ennek tamogatasara: az ovodai eldékészité osztalyok teljes integralasa
az altalanos iskolai rendszerbe (Hollandia, Anglia); az 6vodai osztalyok hozzakap-
csolasa az altalanos iskolakhoz (Nemetorszag, Belgium, Luxemburg); valamint a
tantervek folyamatossaganak biztositasa a ket szint kozott (Franciaorszag, Nemet-
orszag egyes tartomanyai) (Dravecky 2011; Borbélyova 2017). E modellek célja
az atmenet megkdnnyiteése es a gyermekek fejlédésenek zavartalan tamogatasa.
A Szlovak Koztarsasag oktatasi rendszerében az ovodai és altalanos iskolai okta-
tas kozotti kontinuitas biztositasa az elmult évtizedekben szintén egyre nagyobb
figyelmet kapott. Az egyik legfontosabb elérelepes 2015/2016-ban tortent, amikor
a szlovak oktatasi reformok részeként az ovodai €s az alapiskolai oktatas kdzotti
kapcsolatot a harmadik modell szerint probaltak megerdsiteni. Ennek lényege az
oktatasi tantervek folyamatossaganak biztositasa, kulénés tekintettel az egymas-
ra epuld tanulasi standardokra. A reformot olyan orszagok gyakorlatabol meritett
inspiraciok segitették, mint Anglia, Ausziralia, az USA, Sveédorszag, Belgium és
Oroszorszag.

A valtoztatasok nyoman Szlovakiaban 2021-t6l az 6vodai oktatas utolsd éve
kotelezdvé valt, ami jelentésen ndvelte az ovodalatogatas mértékét az 6t- és ha-
téves gyermekek korében. Ezzel parhuzamosan az uj allami oktatasi programok
hangsulyt fektettek az oktatasi standardok folyamatossaganak megteremtésére,
amelyek az ovodai és iskolai oktatas kdzotti atmenetet hivatottak megkdnnyiteni.
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Mindazonaltal a szerzé ravilagit arra, hogy a gyakorlatban tovabbra is kihivast jelent
az oktatasi intézmények kozotti munka dsszehangolasa, kiilondsen a pedagogiai
modszerek és kornyezet szempontjabol. Emellett gyakran hianyzik a gyermekek
szocialis és érzelmi fejlédésének megfelelé tamogatasa az iskolai alkalmazkodas
korai szakaszaban. A szakertdk szerint a sikeres atmenet erdekében nemcsak
a tanulasi folyamatokra kell fokuszalni, hanem olyan stratégiak alkalmazasara is,
amelyek eldsegitik a gyermek személyiségének fejlédését és a csaladok aktiv
bevonasat. Az alfejezet végul gyakorlati ajanlasokat is megfogalmaz a pedagogiai
folyamatok 6sszehangolasara, tobbek kdzott a tanarok es szuldk kdzotti rendszeres
kommunikacio, az iskolai kdrnyezettel valo korai ismerkedés, valamint az évodai és
iskolai pedagogusok kozotti szoros egylttmikodeés sziiksegessegeét hangsulyozva.
A szlovak oktatasi rendszer fejl6édése pozitiv iranyt mutat, kilénésen az 6évodai és
iskolai oktatas kozotti folyamatossag terén. Bar a tantervi szinten jelentés elérele-
pesek tortéentek, az elmeéleti iranyelvek gyakorlati megvalositasa tovabbra is kihivast
€s modszertani anyagok kidolgozasa elengedhetetlen.

Az iskolakezdés a gyermek életének egyik legmeghatarozobb szakasza, amely
kognitiv, érzelmi, szocialis és fiziologiai szempontbol is komoly kihivast jelent. A
csalad szamara ez az idészak nemcsak a gyermek, hanem a szll6k uj szerepekkel
vald megklizdését is jelenti, hiszen az ,iskolas gyermek szllgjéveé” valas folyamata
szintén alkalmazkodast igényel (Kemenyne Gyimes 2010). A szerzd kilon figyel-
met szentel az atmenet soran megjelend intraperszonalis, interperszonalis és kon-
textualis kihivasoknak. Intraperszonalis szinten a gyermeknek az érzelmi egyensuly
megteremtésével és a stressz kezelésével kell megklizdenie, mikdzben Uj keszsé-
geket és kompetenciakat sajatit el, amelyek megalapozzak személyes fejlédését.
Interperszonalis szinten a tarsas kapcsolatok rendszere is atalakul; a gyermek Uj
szocialis készségeket, egyluttmikodeési formakat és kommunikacios mintakat ta-
nul, amelyek meghatarozzak helyéet a kdzéssegben. Kontextualis szinten pedig az
iskola Uj elvarasaihoz és a szlldk eltéré szerepeihez valo alkalmazkodas jelenti a
legnagyobb kihivast. A fejezet atfogdan mutatja be, hogyan valik az iskolakezdés az
egyeni fejlédés és a tarsas kapcsolatok formalodasanak kulcsfontossagu idészaka-
ket. Az érzelmi és tarsas tamogatas hangsulyozasa kuiloénosen relevans a gyakorlo
pedagogusok és a csaladok szamara. A tovabbi alfejezetben a szerz6 az 6voda-
bol az iskolaba t6rténd atmenet kutatasanak torténeti fejlédesét vizsgalja és hang-
sulyozza a mult tapasztalatainak jelentésegét a modern strategiak és pedagogiai
rendszerek fejlesztésében. Bemutatja a kiilénb6z6 korszakok eltéré pedagogiai el-
varasait és megkozelitéseit, kiemelve az dvoda-iskola atmenet folyamatossaganak
fontossagat. A torténeti perspektiva ravilagit arra, hogy a kutatasok korabban is to-
rekedtek a gyermek fejlédésének tamogatasara és az adaptacio megkonnyitésére,
ugyanakkor a gyakorlatban hianyossagok is megfigyelhetok.

A masodik fejezet a tovabbiakban az iskolaérettseg fogalmaval foglalkozik, amely
a gyermek iskolakezdésének és az iskolai szerep sikeres elsajatitasanak egyik leg-
fontosabb feltétele. A szerzé bemutatja az iskolai alkalmassag alapvetd dimenzioit,
beleértve a kognitiv, erzelmi és szocialis keszsegeket, amelyek elengedhetetlenek
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az Uj kornyezethez valo alkalmazkodashoz. Foglalkozik az iskolaérettség mérése-
re szolgald modszerekkel eés eszkdzokkel is, amelyek célja, hogy a pedagogusok
pontos képet kapjanak a gyermekek iskolai szerepre valo alkalmassagarél. Noha
a fejezet mas diagnosztikai eszk6zoket is emlit, a DIFER-rendszer kapja a kdzponti
szerepet, melyet a szerz6 az iskolaérettség felmerésenek egyik leghatekonyabb
eszkdzeként mutat be. A fejezet ravilagit arra, hogy a diagnosztikai eszk6zok helyes
alkalmazasa nemcsak az iskolakezdést segiti el6, hanem a hosszu tavu tanulasi
eredmenyeket is pozitivan befolyasolja, mivel lehetévé teszi a gyermek eréssegei-
nek és fejlesztendd terilleteinek korai felismerését.

A diagnosztikai eszk6zok kildndsen hasznosak az ovodai és iskolai oktatas ko-
zotti atmenet soran, mivel lehetdvé teszik az egyéni fejlédési szintek pontosabb
megeértését és az oktatasi programok szemeélyre szabasat. A szerzé hangsulyozza,
hogy a diagnosztikai modszerek szélesebb kor(i alkalmazasa hozzajarulhatna az
adaptacios problémak korai felismeréséhez és megeldzéséhez. Zaciatok formu-
laraSpodna c¢ast formulara

A kotet egyik hangsulyos eleme a DIFER-rendszer szlovakiai adaptaciojanak
bemutatasa. A projekt keretében a magyarorszagi DIFER-rendszert a szlovakiai
viszonyokra szabvanyositottak, figyelembe véve a helyi nyelvi és kulturalis kilénb-
ségeket. A konyv részletesen ismerteti a tesztek validacios folyamatait, amelyek
biztositottak, hogy a rendszer megfeleljen a szlovakiai oktatasi kdrnyezet kovetel-
meényeinek (Borbélyova, Jozsa & Nagyova 2023). Az eredmények azt mutatjak,
hogy a DIFER-tesztek képesek pontosan eldre jelezni a gyermekek iskolai sike-
ressegeét, és hasznos eszkdzként szolgalnak a pedagogusok szamara. A szerzd
részletes attekintést nyujt a diagnosztikai eszkdz hasznalatarol, valamint annak le-
hetdsegeirdl az egyéni fejlesztésben és az inkluziv pedagogiai gyakorlatban is.

A kotet harmadik fejezete az iskolai kornyezetbe t6rtend beilleszkedés kihiva-
sait és ezek kezelésének lehetdségeit vizsgalja. A szerzd részletesen bemutatja
az adaptacié pszichologiai, szocialis és érzelmi vonatkozasait, kilénds hangsulyt
helyezve a pedagogiai tamogatas fontossagara. A fejezet az adaptacio folyamatat
harom szakaszra bontva mutatja be, ami jol szemlélteti az iskolai kbrnyezethez valo
alkalmazkodas lépéseit: az orientacio szakaszaban a gyermekek az Uj kdrnyezet-
hez valo kezdeti alkalmazkodast élik meg, majd a relativ stabilizacio soran fokoza-
tosan hozzaszoknak az iskolai rutinokhoz és kapcsolatokhoz. A folyamat vegpontja
a teljes integracid, amikor a gyermekek teljesen elfogadjak az iskolai kornyezetet
es az elvarasokat. A fejezet nem kertli el az adaptacioval kapcsolatos problémak
targyalasat sem, beleértve az érzelmi nehézsegeket, a szocialis kapcsolatok kiala-
kitasanak kihivasait és a tanulasi nehézségeket. A kdnyv egyik lényeges része az
iskolai adaptacios problémak részletes elemzese, amelyben a szerzd a relevans
szakirodalmat is integralja. A fejezet bemutatja, hogy az adaptacio nehézségei tdbb
tertileten jelentkezhetnek, beleértve a kognitiv, érzelmi, szocialis €s kommunikacios
dimenziokat (Rumjanceva 2012). A szerzd részletesen targyalja azokat az okokat,
amelyek a gyermekek iskolai alkalmazkodasat megnehezithetik, példaul az iskolai
éretlenséget, a tanulasi terhelés nem megfeleld litemezését, a negativ visszacsato-
last és a csaladi konfliktusokat (Kumarina 2007; Bezrukich 2011). A fejezet kilon
figyelmet szentel annak, hogy a pedagogiai diagnosztika milyen modon segitheti a
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pedagogusokat az adaptacios problémak korai felismerésében és kezelésében.
Gavora (1999) megkdzelitese szerint a tanarok diagnosztikai szerepe kilondsen
fontos az iskolakezdés els¢ szakaszaban, amikor a gyermekek leginkabb ki van-
nak téve az uj kornyezeti és tanulasi elvarasok hatasainak. A szerz6 a gyermekek
eltér6é adaptacios reakcioit is részletezi, Kajgorodova (2010) modelljét alapul véve,
amely az optimalis alkalmazkodastol a kronikus stresszig terjedd folyamatokat irja
le. Ez a megkdzelités ravilagit az egyéni kilénbségek és az alkalmazkodas pszi-
chologiai, szocialis és fiziologiai vetlleteinek fontossagara. A fejezet nemcsak az
adaptacios problémak okait és kovetkezmenyeit elemzi, hanem megoldasi lehe-
tésegeket is kinal. A felvazolt problémak melyebb megértése lehetéséget nyujt a
pedagogusoknak és a szliléknek arra, hogy célzottan tamogassak a gyermeke-
ket az iskolakezdés soran. A szerzd kilon hangsulyozza a pedagogusok és szuldk
egyittmikddésének kulcsfontossagu szerepét. Atfogoan és gyakorlatiasan kdzeliti
meg az adaptacio témajat, kiemelve annak komplexitasat és a pedagogiai tamoga-
tas szerepét, megkonnyitve ezzel a gyermekek zokkendmentes beilleszkedéset az
iskolai életbe.

A konyv negyedik fejezete a gyermekek iskolai kdrnyezethez valo adaptaciojanak
pszichologiai és szocialis tényezdit targyalja, hangsulyozva, hogy az iskolai kérnye-
zet tamogatasa vagy annak hianya milyen jelentés hatassal lehet az atmenetre. A
szerz6 kiemeli, hogy a pedagogusoknak kulcsszerepe van olyan kedvezd tanulasi
kornyezet kialakitasaban, amely figyelembe veszi az osztaly sokféleségét, és min-
den gyermek szamara biztonsagos €s tamogato legkort teremt. A megelézes célja
a lehetséges problémak elézetes azonositasa és azok tudatos, atgondolt stratégi-
akkal valo kezelése. A fejezet bemutatja a nemzetkdzi j6 gyakorlatokbdl szarmazo
inspiraciokat is, amelyek a gyermekek érzelmi, szocialis és mentalis egészsegenek
tamogatasara 6sszpontositanak. A szerz6 ugyanakkor megallapitja, hogy az adap-
tacio nem csupan a gyermek alkalmazkodasi képességein mulik, hanem az iskola
altal biztositott tamogatd kdrnyezeten is, tovabba hangsulyozza, hogy ez a tamoga-
16 kdrnyezet kulcsfontossagu szerepet jatszik az adaptacio sikeressegében. Kiilon
hangsulyt kapnak az adaptacios programok, amelyek célja, hogy megkdnnyitsék
az ovodabol az iskolaba valo atmenetet. A fejezet atfogd kepet nyujt az adaptacios
problémak megeldzésének pedagogiai eszkdzeirdl, mikdzben gyakorlati példakkal
illusztralja a prevencio és a tamogatas lehetdseégeit. Ez magaban foglalja az érzelmi
biztonsagot nyujto osztalytermi legkor megteremtését, a gyermekek egyeéni igénye-
ihez igazitott oktatasi stratégiak alkalmazasat, valamint a pozitiv szllé-pedagogus
kapcsolatok fenntartasat. Az iskolai segité szakemberek bevonasa tovabb néveli a
tamogatas hatékonysagat, kiiléndsen a tanulasi nehézsegekkel kiizd6 gyermekek
eseteben.

Az 6todik fejezetben a szerzé kiemeli az adaptacios program kozponti szere-
pét az dvodabol az iskolaba torténé atmenet megkonnyitésében, és - valaszul az
iskolai adaptacio kihivasaira - egy sajat fejlesztésu, prevencios célu adaptacios
programot mutat be, amelyet kulféldi modellek inspiraltak. A program célja, hogy
tamogassa a gyermekek harmonikus személyiségfejlédését és gyorsitsa az iskolai
kornyezethez valo alkalmazkodast. Alapjat a szalutogenetikus megkozelités adja,
amely az egészséges személyiség fejlesztésére és a stresszhelyzetek hatékony ke-
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zelésére dsszpontosit, az érzelmi biztonsagot helyezve elétérbe. A szerzé kiemeli,
hogy az adaptacio soran a pedagogus szerepe kulcsfontossagu, mivel a gyerme-
kek interperszonalis stratégiai intraperszonalis strategiakka alakulnak, segitve Oket
a stresszhelyzetek hatékony kezelésében. Eppen ezért a tovabbiakban a szocidlis
és intraperszonalis kompetenciak fejlesztésére helyezi a hangsulyt, amelyek nélki-
|6zhetetlenek a zokkendmentes atmenethez. A diagnosztikai eszkdzdk és modsze-
rek teren a fejezet konkreét peldakat mutat be, mint példaul a DIFER diagnosztikai
eszkozt, a Lipnicka altal kidolgozott iras- €s olvasaskészseg-tesztet, valamint a dan
rajztesztet. Ezek az eszkdzOk segitik a pedagogusokat abban, hogy azonositsak a
gyermekek fejlédési szintjét és az adaptacios nehézségeket. A szerz6 hangsulyoz-
za, hogy ezek a tesztek nemcsak az iskolai alkalmassag értekelésere alkalmasak,
hanem megeldzhetik a késdbbi tanulasi és alkalmazkodasi probléemakat is. A feje-
zet kiter Dockett s Perry (2001) kutatasaira, amelyek az iskolai atmenet kilonb6z6
szerepldinek - gyermekek, szilék és pedagogusok - nézépontjait vizsgaltak. E
kutatasok ravilagitanak arra, hogy a tarsas kapcsolatok, a gyermekek érzelmi biz-
tonsaga, valamint az iskolai szabalyokhoz valo alkalmazkodas kulcsfontossagu az
adaptacio szempontjabol.

A szerzé altal kidolgozott ,,Boldog iskolas” (,Stastny $kolak”) adaptacios prog-
ram atgondolt és jol strukturalt pedagogiai eszkdztar, amely a gyermekek iskolai
alkalmazkodasanak tamogatasara és az adaptacios nehézségek minimalizalasara
térekszik. A szerzd olyan programot hozott létre, amely a szlovak oktatasi rendszer
igényeihez igazodik, figyelembe véve a gyermekek életkori sajatossagait és egyéni
sziksegleteit. A program diagnosztikai elemekre, jatekos tanulasra és tarsas kész-
segek fejlesztésére épll, mikdzben az érzelmi biztonsagot és a tamogato iskolai
legkdrt helyezi elétérbe. Az adaptacios program harom, egymasra épuld képzeési
egysegbdl all. Az elsd képzési egyseég, ,,Az els6é napok az iskolaban”, a gyermekek
kezdeti alkalmazkodasat segiti el6. Ebben a szakaszban a pedagogusok hangsulyt
fektetnek az érzelmi biztonsag megteremtésere, valamint a gyermekek iskolai al-
kalmassaganak felmérésere diagnosztikai eszkdzok segitsegeével. A dramatikus es
mozgasos jatekok alkalmazasa a gyermekek érzelmi stabilitasanak eldsegitéset
célozza, mikdzben tamogatja a zokkendmentes atmenetet az 6vodai kornyezetbdl
az iskolaba. A masodik képzési egyseg, ,Mar iskolas vagyok, és baratokat sze-
reztem”, a szocialis készségek fejlesztésére dsszpontosit. A gyermekek megtanul-
jak, hogyan épitsenek kapcsolatokat, mikoddjenek egyltt tarsaikkal, és kezeljék a
szocialis helyzetekben eléfordulo konfliktusokat. Ez az egység hozzajarul a tarsas
kapcsolatok fejlesztéséhez, és tamogatja a kdzdsséghez valo alkalmazkodast. Az
itt alkalmazott mddszerek - példaul csoportos projekiek és sportjatéekok - hatéko-
nyan segitik a tanulok kézdsségi integraciojat. A harmadik képzési egyseg, ,,Jol ér-
zem magam az iskolaban”, az érzelmi szabalyozasra és az 6nkontroll fejlesztésére
helyezi a hangsulyt. Ez a szakasz segiti a gyermekeket abban, hogy hatékonyabban
kezeljek a stresszhelyzeteket, mikdzben megerdsiti dnbizalmukat és tamogatja ta-
nulasi szokasaik kialakulasat. A pedagogusok altal alkalmazott tevekenységek -
peldaul helyzetgyakorlatok és dramatikus jatékok - az érzelmi stabilitas és a tarsas
készségek tovabbi fejlesztéset szolgaljak. A program kulon értéke, hogy az iskolai
oktatas strukturajaba illeszti a gyermekek érzelmi és szocialis sziikségleteinek ki-
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elégitését, biztositva ezzel a tamogato kornyezetet és a harmonikus fejlédést, mi-
kozben a szlilékkel és pedagdgusokkal valo egyittmikodésre is hangsulyt helyez.
Az érzelmi biztonsag, a jatékos elemek és a diagnosztikai eszkdzdk kombinacioja
kiegyensulyozott megkdzelitest nyujt, amely jol illeszkedik a modern pedagogiai
gyakorlatokhoz. A képzési egységek tamogatjak a gyermekek érzelmi, szocialis
és kognitiv készségeinek harmonikus fejlédését, megteremtve az iskolai alkalmaz-
kodas feltételeit. Az adaptacios program, mely a kiadvanyban ismertetésre kerdl,
nemcsak hatékonyan tamogatja az iskolai beilleszkedést, hanem gyakorlati és
modszertani szempontbol is értéekes megoldasokat kinal a pedagogusok szamara.
Egy jol atgondolt, strukturalt megkdzelitést tliikroz, amelyben a pedagogiai tevé-
kenyseg céljai, az idObeli tervezes és a konkrét aktivitasok szorosan kapcsolodnak
egymashoz. A képzési egysegek a gyermekek iskolai élethez valé alkalmazkodasat
tamogato lépésekre vannak lebontva, minden foglalkozas egyertelmien definialt
celokkal, idokeretekkel eés gyakorlatias, kreativ tevékenységekkel van megtervez-
ve. Hangsulyt kap az érzelmi biztonsag megteremtése is, amely dramatikus jate-
kokkal és reggeli korokkel torténik, ahol a gyermekek megoszthatjak érzéseiket
és gondolataikat. A program nem csupan az egyeni tanuloi fejlédést, hanem a ké-
zOssegepitést is hangsulyozza. A program atfogo jellege abban is megnyilvanul,
hogy figyelmet fordit a pedagogusok, a szllok és a gyermekek kozotti folyamatos
egyuttmikodeésre.

Szlovakiaban az ovoda-iskola atmenet tamogatasa terén meég jelentés hianyos-
sagok mutatkoznak, kiléndsen a modszertani Utmutatok, diagnosztikai eszkdzok
és adaptacios programok terlletén. Diana Borbélyova legujabb kényve, a Pre-
chod dietata z materskej Skoly do zakladnej Skoly ezért értékes hozzajarulas
az ovodabol az iskolaba valo atmenet megértésehez, valamint az iskolaérettség
diagnosztikai és pedagogiai aspektusainak feltarashoz. A kdnyv célja, hogy elméle-
ti és gyakorlati sikon egyarant megkdzelitse az ovoda és az iskola kdzotti atmenetet,
kilonos tekintettel a diagnosztikai eszkdzokre, az adaptacio folyamatara, valamint
az adaptacios nehézségek megeldézésére és kezelésére. Ahogy az elészoban is
olvashato, a szerz6 célja egy egységes és szisztematikus elemzés bemutatasa,
amely gyakorlatban alkalmazhaté megoldasokat kinal az atmeneti id6szak kihivasa-
inak kezelésére. A kotet az el6készités, az adaptacid és az atmenet folyamatanak
minden dimenzidjat részletezi, mikbzben gyakorlati javaslatokat is megfogalmaz a
pedagogusok és szildk szamara. Részletesen bemutatja az adaptacio kihivasait,
valamint a DIFER-rendszer alkalmazasanak lehetésegeit az oktatasi gyakorlatban;
alapos és sokrétl targyalasaval értékes hozzajarulast jelent az dvodabol az isko-
laba valo atmenet kutatasahoz és gyakorlati megvalositasahoz. Az 6todik fejezet
adaptacios programja kiléndsen hasznos lehet a pedagogusok szamara, akik az
inkluziv és hatekony oktatasi kdrnyezet kialakitasan dolgoznak. A kdnyv nemcsak a
pedagogusok, hanem a kutatok és oktatasi dontéshozok szamara is ajanlott olvas-
many, mivel szamos, empirikusan megalapozott javaslatot kinal az iskolai kérnye-
zetben felmer(ld kihivasok kezelésére.
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A helyesiras-tanitasroél sokszintlien

Istok Béla - Lorincz Gabor - Torok Tamas - Baka L. Pat-
rik (szerk.): A helyesiras-tanitas aktualis kérdesei

Szeal CynTIA

Nyelviinknek nemcsak a szokészlete, hanem a helyesirasa is rendkivil arnyalt.
Ez a fajta 6sszetettseg altalaban nemcsak a magyart mint idegen nyelvet tanulok
szamara okoz gondot, hanem az anyanyelvi beszél6knek is. Helyesirasunk 6ssze-
tettségére, szakirodalmanak gazdagsagara a Selye Janos Egyetem Tanarképzé
Karanak Magyar Nyelv és Irodalom Tanszéeke mellett mikodé Variologiai Kutato-
csoport (VaKu) tagjai is felfigyeltek, ramutatva arra, hogy annak moédszertana az
elébbinél joval szegenyebb, kevésbé iddszerl (kivetelkent lasd pl. Ludanyi 2017,
Jank 2020, Lérincz - Istok 2023).

A vizsgalt kotet a Varioldgiai Kutatocsoport 2023. marcius 31-i szimpoziuman
elhangzott eldadasok szerkesztett anyagat tartalmazza. A rendezvényen olyan ne-
ves szakemberek is részt vettek, akik helyesirasi szétarak, munkaflizetek szerkesz-
t6i, valamint sokat idézett tanulmanyok szerzdi. Olyan egyetemek és kutatokdzpon-
tok munkatarsairol van szo, mint példaul a Partiumi Keresztény Egyetem, a Miskolci
Egyetem, a Széchenyi Istvan Egyetem, az Eétvos Lorand Tudomanyegyetem, a
Nyelvtudomanyi Kutatokézpont, a Comenius Egyetem vagy az idén a fennallasanak
20. évfordulojat tinneplé Selye Janos Egyetem.

A kotet tiz tanulmanyt tartalmaz. Ezek tébbsége arra helyezi a hangsulyt, hogy a
helyesiras-tanitas soran felmer(l6 problémakra lehetséges megoldasokat kinaljon,
illetve j6 gyakorlatokat tarjon az olvaso ele, ezzel is szerethetébbé és sikeresebbe
téve a helyesiras tanitasat az iskolakban. Az alabbiakban valamennyi tanulmanyt
kuloén is ismertetjik (vo. Ribna 2024).

Antalné Szabé Agnes (11-22. 0.) a helyesiras-tanulas stratégiait mutatja be: téb-
bek kdzott a helyesirasi szabalyok tanulasanak kognitiv modszereit vagy a helyes-
iras-tanulas rendelkezésre allo eszkdzeit. A vizualitasnak napjainkban nagy szerepe
van a tanulasban, ezért digitalis és papiralapu megoldasokkal - pl. abrakkal, tab-
lazatokkal - is tamogathatjuk a diakok helyesiras-tanulasat. A tanulmany nemcsak
a pedagogusok, hanem a tankdnyvfejlesztok és szerzOk szamara is értékes lehet,
hiszen kivalo segitseget nyujt a modern kor kihivasaihoz.

Istok Béla, Lérincz Gabor és Torok Tamas (23-42. 0.) kérddives felmérésen
alapulo tanulmanya arra keresi a valaszt, hogy a Selye Janos Egyetem magyar és
tanitd szakos hallgatoi milyen memoriamankokkal talalkoztak eddigi tanulmanyaik
soran; e mnemotechnikai eszk6zok azaltal, hogy szorakoztatoak, hatékony modon
jarulnak hozza a helyesiras-tanulashoz (pl. A ,bicikli” azért ,,bicikli”, nem pedig
,bicigli”, mert a ,kerékpar” is ,kerékpar”, nem pedig ,gerégpar”; hasonld, a
hangtantanitasban hasznalt példakert lasd: Istok - Toth - N. Varagya 2021). Sok-
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szor olyan szavak irasmodjanak megjegyzeset segitik, amelyek miatt szinte minden
alkalommal fel kell lapoznunk egy helyesirasi kézikonyvet. A hagyomanyos mod-
szerekkel szemben az az eldnylk, hogy nemcsak a bal, hanem a kreativitasert
felel6s jobb agyféltekénket is megmozgatjak. A tanulmany végén a szerzok altal
Osszeallitott, az oktatas kiilonbdzd szintjein alkalmazhato feladatsor is olvashato
(lasd: 37- 39. 0.).

A helyesiras tanulasa és tanitasa folyamatos feladat: nem kothet6 egy adott év-
folyamhoz az iskolaban (vd. 46. 0.). Domonkosi Agnes és Ludanyi Zsofia (43-53.
0.) tanulmanya a még csupan gyerekcipében jard problémaalapu tanulas lehetd-
seget fejtegeti, ravilagitva arra, hogy mennyire fontos a tapasztalas utjan térténdé
tudaselsajatitas.

Az internet lehetévé teszi szamunkra, hogy okoseszkdzeinkrél barhonnan és
barmikor ellendrizzilk egy bizonyos sz6 vagy kifejezés helyesirasat, a kiilonb6zd
helyesirasi tanacsado portalok azonban nem mindig adnak pontos, egyéertelm(
valaszt a felhasznaloknak. Ludanyi Zsofia (55-65. 0.) tanulmanya a talan mindenki
szamara ismert helyesiras.mta.hu (W1) oldal eszkézhasznalatanak problémait vizs-
galja esettanulmanyokon keresztll (a témarol lasd meg: Ludanyi 2017).

Misad Katalin tanulmanya (67-77. 0.) altal betekintést nyerhetiink a szlovakiai
magyar alap- és kdzépiskolai, valamint a Pozsonyi Comenius Egyetem Bolcsészet-
tudomanyi Karanak Magyar Nyelv és Irodalom Tanszékeén zajlo helyesiras-tanitas-
ba. A szerz6 ramutat arra, hogy a nyelvjaras és a szlovak nyelv nagy hatassal van
a magyar anyanyelviiek nyelvhasznalatara, beleértve a helyesirasukat is (a témarol
lasd a szerz6 egyetemi jegyzetét is: Misad 2021).

Déryneé Zabradi Orsolya tanulmanyabol (79-89. o.) megtudhatjuk, hogy a pan-
déemia utan milyen problémak jellemzik az egyetemistak helyesirasat. A szerz6
2021-ben veégzett kutatasat (Déryné Zabradi - Vass 2022) 2023-ban is megis-
mételte ugyanazokkal a diakokkal. A kutatas valaszt ad arra, hogy minddssze par
év alatt mennyit valtozott a gydri Széchenyi Istvan Egyetem Apaczai Csere Janos
Pedagogiai, Human- és Tarsadalomtudomanyi Karat latogato hallgatok helyesirasa.

Magyari Sara tanulmanya (93-99. 0.) a nagyvaradi Partiumi Keresztény Egye-
tem és a kolozsvari Babes-Bolyai Egyetem magyar nyelv és irodalom, valamint ta-
nitd szakos hallgatdinak kdrében végzett vizsgalatanak eredményeit mutatja be. A
kutatas arra a kérdésre keresi a valaszt, hogy mekkora presztizse van a helyesiras-
nak (a kisebbseégi oktatasrol és tehetséggondozasrol lasd még a szerzo6 uj kdnyvét:
Magyari 2024).

Cs. Nagy Lajost, a széles korben is ismert Helyesirasi gyakorlokényv (2018)
szerzdjet mar harminc éve megeérintettek a helyesirasi versenyek élményei. Tanul-
manyaban (101-108. 0.) a romaniai magyar helyesirasi versenyekre kalauzolja el
az olvasot, ismertetve a versenyfeladatokat és azok Osszeallitasanak, javitasanak
szempontjait.

N. Csaszi lldiko tanulmanya (109-120. o.) arra keresi a valaszt, hogy a helyes-
irasi szotar hasznalataval jobb eredményt eérnek-e el az érettsegizok. Kiemeli, hogy
»,a magyar helyesiras presztizsértékkel rendelkezik” (110. 0.), hiszen azt lathatjuk,
hogy az online térben az emberek sokszor egymast bélyegzik meg a helyesirasuk
alapjan (errdl bévebben lasd: Istok 2018). A tanulmany azt is megvizsgalja, hogy az
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egyetemi oktatok és magyartanarok mit gondolnak az érettségin valo szotarhaszna-
latrol, illetve hogy az iskolai tankdnyvekben talalkoznak-e a tanulok olyan feladatok-
kal, amelyeknél a helyesirasi kezikonywvel valo munkat gyakorolhatjak.

A tanulmanykotetet Pethd Jozsef tanulmanya zarja (121-130. 0.), amely stiliszti-
kai szempontbdl kdzeliti meg a helyesiras-tanitas problémait. ,,A nyelvi szerkezetek
megformaltsaga, azaz a stilusa nem pusztan stilisztikai diszként funkcional, hanem
inherens modon, relevans mértéekben hozzajarul a szévegek jelentéséhez” (121.
0.). A szerzd klloénb6zd (t6bbek kodzott szépirodalmi) példakkal illusztralja, hogy
milyen stilisztikai hatasai lehetnek egyes helyesirasi valtozatoknak.

Befejezésképp Cs. Nagy Lajos tanulmanyabdl idéznek: ,,A nyelv - irott valtoza-
taval egyUtt - meghatarozéja a nyelvkozosségnek. Ezért nélkildézhetetlen a diakok
helyesirasi kompetenciajanak a fejlesztése” (108. 0.). A jelen kotet hasznos, ins-
piral6 megoldasokat kinal e cél eléréséhez, nemcsak (leendd) pedagogusoknak,
hanem a hétkdznapi nyelvhasznalok szamara is.
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