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Abstract

In the 215 century, intercultural competence and intercultural communication play an
increasingly important role in every segment of life, including education. What does
it mean to be interculturally competent or to be able to communicate interculturally?
Human communities, society, culture - they are in a constant state of change. Culture
is therefore dynamic and never static, just like the language associated with it. One of
the main characteristics of intercultural competence is that those who possess it can
deal flexibly with change. The coexistence of cultures - like every interaction - is at
least bilateral, but we can only transform this way our environment, our society, into
a world in that it is worth living together. This will only work if the most diverse groups
of the society participate: the national majority, the national or autochthonous minori-
ties, the long-established locals and people with a migration background. Why is this
urgently needed and how can it be ensured that students gain practical experience
during their training and promote their intercultural attitude? Teacher candidates have
to be well prepared for their educational work, which will most likely be characterised
by multiculturalism.
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Introduction

Multiculturalism can be liked or disliked by the participants of education but one of
the greatest tasks of the 21st century in the school system and in teacher training is
to make teachers and students interculturally competent so that they can success-
fully and sustainably carry out their intercultural work in a multicultural school in
the present and in the future, because every child has the right to equal treatment.

The UNESCO Universal Declaration on Cultural Diversity affirms that “respect
for cultural diversity, tolerance, dialogue and cooperation in a climate of mutual
trust and understanding are among the best guarantees of international peace and
security [...]". (31% General Assembly. Paris, 15 October - 5 November 2001.)
The original and constantly growing national and ethnic heterogeneity of Europe
requires the development of intercultural competence in the training of future edu-
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cators. In the document on key competences for lifelong learning of the European
Parliament and Council this competence is mentioned several times among the
recommended eight key competences. (Recommendation of the European Par-
liament and of the Council on key competences for lifelong learning 2011, 32-33)

The document published by the Council of Europe entitled: Living together,
combining diversity and freedom in 21t century Europe, which states, among oth-
er things, that identities are based on the voluntary choice of the individual, and
no one can be forced to choose or accept a primary identity that excludes other
identities.

According to the relevant requirements of pedagogical training in the European
Union, teachers should have knowledge after basic training that can ensure “an un-
prejudiced and intercultural education”. Although teacher training colleges and uni-
versities mention intercultural issues, or intercultural competence and intercultural
communication, in their official forums and in relation to their international projects,
this does not appear enough in the basic training or the basic curriculum, and if it
does, then more on a theoretical than on a practical level (Sipos 2017).

The development of European citizens’ sensitivity and intercultural competences
should not only focus on the acceptance of identities and cultures outside Euro-
pean culture, but also - with increased emphasis - on the identity and culture of
the various European people who settle along the borders of independent states
or across several borders as a result of the accelerated and increasingly intensive
mobility in Europe. It should be focused on the indigenous national minorities and
ethnic groups within the individual states. These circumstances have emerged as
a result of border changes and other historical processes and events so minori-
ties are still fighting for their economic, cultural, religious, educational and human
rights.

According to Margit Feischmidt, “At the same time as immigrants from other
countries, those who were “here” - but were silenced by the prevailing discourses
of society, forgotten in a sphere far removed from the public sphere - are also
searching for new forms of recognition: native or long-established immigrant ethnic
minorities” (Feischmidt 1997, 7).

This article is focused primarily on inter- and multiculturalism in relation to peo-
ple who are culturally, linguistically and religiously different but belong to the same
European civilisation and the Judeo-Christian cultural sphere, rather than on the
migration processes to Europe that accelerated in the second half of the 20" cen-
tury and the multiculturalism that emerged from them.

1. Confusion of terms

What can be understood by the terms multiculturalism and interculturalism? What
these terms have in common is that they refer to cultural diversity. Multicultural
simply means that several different cultures live side by side. For example, we
talk about a “multicultural Europe” or a “multicultural society”. It can be said about
Budapest, Bratislava and Vienna, for example, since they have always been “mul-
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ticultural cities”. Intercultural describes the fact that interaction takes place “inter”,
i.e. between cultures. In multicultural societies, “intercultural communication” is an
everyday occurrence.

The exchange of ideas on the basis of dialogue is an essential element of in-
terculturality. Postmodern dialogue legitimises and supports the cultural diversi-
ty present in society. Postmodern philosophy rejects the systemic, unity-seeking
thinking of rationalism. In contrast, it values personal experience and its narrative,
the so-called “narrative”. The postmodern perspective therefore denies the pos-
sibility of interpreting the world in an exclusive, absolute way, i.e. the society has
entered an age in which the existence of an absolute truth is questioned (Cseri
2021, 6).

1.2. Intercultural competence and communication

These two competences are interdependent, so someone can only communicate
effectively interculturally if they are interculturally competent. Communication and
cultural history are closely interwoven. According to Bolten (2012), this can also
be demonstrated by the example of naming products (for example with different
car brands). With a little background knowledge of history, everyone can under-
stand that culture is a product of communication, and vice versa (Bolten 2012).
Language is bound to its time and to the respective contemporary culture, i.e. it is
context-bound and cannot be separated from one another.

1.2.1. Intercultural competence and intercultural learning

Intercultural competence, like other competences, is a process has never been
really completed. Intercultural competence is “from | to we” (Fischer, Strade 2015).
Intercultural competence encompasses more than knowledge and more than a
technique. It encompasses attitudes that are expressed equally in thought, feeling
and action and are anchored in corresponding life experiences and ethical princi-
ples. Intercultural skills include insight into the cultural dependency of one’s own
thoughts, actions and behaviour as well as the ability and willingness to perceive
and analyse foreign cultural perspectives. Competences cannot be taught; they
can only be initiated.

What does competence mean? When is someone competent? As with the con-
cept of culture, there is no universally valid definition. Competence is “the ability
or potential to successfully cope with complex requirements in specific situations”.
(Strauch, Jutten, Mania, 2009). Competences, including intercultural compe-
tence, cannot be “taught” in traditional way, but the goals of intercultural learning
can be formulated. Intercultural learning should lead to the development of inter-
cultural competence, or rather intercultural competence presupposes intercultural
learning. On the other hand, it is consciously dealing with and reflecting on existing
prejudices and stereotypes, as well as awareness of other cultures, acceptance of
cultural differences and appreciation of cultural diversity. (Bolten 2012)

Intercultural education and development is required from everyone: both the
majority of a group, a society, and the minority. An important prerequisite is that
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members of the minority are not seen as victims. Only this attitude can lead to
equal dialogues. Intercultural education and upbringing is not a “re-education” of
the “majority” with regards to a tolerant approach to the various minorities and vice
versa, but is aimed at all members in society with the goal of ensuring optimal
coexistence. There is a list of the most important possible objectives of intercultu-
ral learning as summarised by Weidemann (Weidemann 2007, 494; quoted from
Straub 2010, 37).

Aims of intercultural learning:

- the acquisition of conceptual knowledge about intercultural content

- learning a foreign language

- the acquisition of new social skills

- reducing anxiety and developing tolerance of ambiguity in interaction with
strangers

- the necessary development of the ability to regulate emotions

- developing awareness of the cultural dimension of social interactions

- the development of the generalised ability to orientate oneself quickly in fo-
reign cultural environments or the development of an attitude of attentive informa-
tion processing

- increasing flexibility and adaptability.

As an intercultural trainer, these are the goals of intercultural learning of the
seminars and workshops for the participants:

- promotion of competences that help students to work and live together with
people from other cultures

- sensitisation to the perception of cultural and other differences

- acceptance of diversity and equality

- understanding and dealing with stereotypes, superstitions and fears

- developing a differentiated and open mindset - critical thinking.

Intercultural competence is always being reinterpreted. Darla Deardorff’s pyra-
mid of intercultural competence, for example, focuses on the hierarchy and in-
terdependence of the elements and explains that the core of competence is the
attitude on which knowledge and skills are built. All of this makes the interaction
effective and appropriate and enables participants to acquire new skills (Deardoff
2009).
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DESIRED EXTERNAL OUTCOME:
Behaving and communicating effectively and
appropriately (based on one’s intercultural
knowledge, skills, and attitudes) to achieve
one’s goals to some degree

DESIRED INTERNAL OUTCOME:
Informed frame of reference/filter shift:

Adaptability (to different communication styles & behaviors;
adjustment to new cultural environments);

Flexibility (selecting and using appropriate communication
styles and behaviors; cognitive flexibility):

Ethnorelative view;

Empathy

Knowledge & Comprehension: | Skills:
Cultural self-awareness;

Deep understanding and knowledge of culture
(including contexts, role and impact of culture & TO listen, observe, and
others’ world views); interpret

Culture-specific information;

Sociolinguistic awareness

To analyze, evaluate, and
relate

Requisite Attitude:

Respect  (valuing other cultures, cultural diversity)

Openness (to intercultural learning and to people from other cultures, withholding
Judgment)

Curiosity and discovery (tolerating ambiguity and uncertainty)

* Move from personal level (attitude) to interpersonal/interactive level (outcomes)
e Degree of intercultural competence depends on acquired degree of underlying elements

Table 1. Pyramid model of intercultural competence (Deardorff 2009)

Darla Deardorff also designed the Intercultural Learning Spiral. As the spiral shape
illustrates, all elements interact with each other and are to be understood as an
ongoing learning process. The further development of intercultural competence is
never really complete (Deardorff, 2009).
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Internal Outcome:
Intercultural Reflection

« Shift and relativize the frame
of reference
* Empathize
-
Intercultural knowledge and skills \
« Comprehensive cultural Knowledg ;
* Communication skill;f-f
« Ability to manage conflicts v s
'1, - I
Attitudes
. *Valuing of cultural diversity

: * Tolerating ambiguity

Table 2. The intercultural competence learning spiral (Deardorff 2018)

Learning and appropriate and effective behaviour in intercultural situations is only
possible if everyone first opens internally towards the diversity of cultures, to the
legitimisation of “otherness” and are genuinely willing to learn. This enables to un-
derstand that there are different cultural understandings, “cultural glasses”. With
the development of intercultural competence, intercultural communication also de-
velops, as it can also be adapted to new communicative rules with a flexible attitude
and empathy for the feelings and actions of our counterparts.

Intercultural competence also can be seen as a holistic interplay. Overall, in-
tercultural competence should not be seen as a single skill, but as a successful
holistic interplay of “individual, social, professional and strategic behaviour in inter-
cultural contexts” (Bolten 2012, 87). Someone is interculturally competent if they
manage to implement and realise the interplay of these different components of
intercultural competence in a balanced and targeted manner.

Intercultural learning should be promoted through learning levels such as the
cognitive, affective and behavioural levels in order to develop individual compo-
nents of intercultural competence. The individual areas of intercultural competence
influence each other. Overall, the model of intercultural competence is a theoreti-
cal model whose objectives and ideal states cannot normally be completely fulfilled
(Straub, Nothnagel, Wiedemann 2010, 22).

Overall, it can be said that intercultural competence is a group of different skills,
i.e. knowledge, abilities and abilities that enable the interculturally competent per-
son to act effectively and appropriately in intercultural overlap situations (Hiller
2010, 46). People who have intercultural competence are able to achieve their
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own goals “effectively’, but on the other hand they are also willing and able to re-
spect the goals of others and to follow rules of behaviour that are important to their
partner, i.e. they can act and communicate “appropriately” in different situations
(Mdller, Gelbrich 2004, 793f).

1.2.2. Intercultural Communication

Situations of intercultural encounters in everyday and professional life are omni-
present. Intercultural communication is the basis for every intercultural situation
and interaction in everyday life, politics and business (Genkova 2019). Intercultural
communication refers to any form of communication between members of different
cultures. A person’s intercultural competence has an impact on their intercultural
communication.

As we all carry a cultural map within us, we only hear and see what we expect
to hear and see and do not hear and see what we do not expect to hear and see.
We perceive things differently, subjectively. Communication is a process in which
people, individuals, try to exchange thoughts, feelings, symbols and meanings.
“Pure” communication is impossible because everyone constantly brings culturally
conditioned assumptions and prejudices into the communication process. Creat-
ing our own reality should not assume that the conditions under which we act are
the same for all communication partners, especially not in an intercultural situation.

Intercultural communication is a process in which people, individuals who do not
belong to the same culture, try to exchange thoughts, feelings, symbols and mean-
ings. Because they do not have the same cultural background, they do not share
the same patterns of thought, feeling and behaviour, beliefs and values. It follows
that intercultural communication is a communication under difficult conditions.

Intercultural communication has become a fashionable term. In times of glo-
balisation and multicultural societies, this term, together with the term intercultural
competence, is gaining relevance and is associated with constantly growing impor-
tance. A standardised semantic classification of the term intercultural communica-
tion cannot be made due to its use in different disciplines and in sometimes very
different contexts (Papageorgiou 2015, 34). This term is interpreted differently de-
pending on the cultural area and specialised discipline. In linguistics, for example,
intercultural communication refers to interpersonal face-to-face communication
between members of different cultures (Lisenbrink 2008, 8).

2. Opportunities to develop students’ intercultural compe-
tence and communication skills

In the following, it is shown what options are available to teachers to develop the
intercultural competence and intercultural communication of learners. Based on
many years of experience as a university lecturer and intercultural trainer, recom-
mendations and practical suggestions are given on how to contribute to the deve-
lopment of the intercultural competence of future educators as much as possible
in university practice.



Judit Sipos - Bernadett Papai | 10

According to this research, the following factors influence the intercultural com-
petence and intercultural communication skills of female students: The number of
languages spoken and intercultural relationships, whether they come from a mul-
ti-cultural or mono-cultural environment, or school, and whether their intercultural
competence is promoted in various ways during their studies.

3. How does knowledge of foreign languages and intercultural
relations affect intercultural competence and communication
skills?

One can be interculturally competent even if you hardly speak any foreign langua-
ges, as people without foreign language skills can also be tolerant, emphatic and
open. However, the chance that someone can better understand other cultures
and communicate better with representatives of other cultures increases with fo-
reign language skills.

In May 2019, the EU Official Journal published the “Council Recommendation
on a comprehensive approach to the teaching and learning of languages.” Accord-
ing to this document, it is important for Europeans to master at least two foreign
languages in addition to their mother tongue. The aim is to move “from perfect
bilingualism to functional multilingualism”.

English is the language of the European Union and of world communication, is
“amust’, German - is said to be a plus, but German is much more. In Central and
Eastern Europe, the German language and culture have been anchored for cen-
turies. It is almost logical to start with German as the first foreign language in Slo-
vakia or Hungary. “The language of poets and thinkers” is the mother tongue with
the largest share of the population (95 million native speakers) on the European
continent. German is the official language in Germany, Austria and Liechtenstein -
as well as one of the official languages in Switzerland, Belgium, Luxembourg and
Italy. In the spirit of promoting intercultural competence, the EU recommends not
only learning at least two foreign languages, but also learning the language of a
neighbour and according to the Swiss model, the languages of national minorities.

What does functional multilingualism mean? In many regions of Europe, people
can talk to each other without speaking the languages perfectly, as it is in Bratisla-
va, which was actually trilingual. In the Central European region, you could learn
2-3 languages for free within a village or town (for example in Austria: Slovenian,
Croatian, Hungarian; in Hungary: German, Slovakian, Croatian; in Slovakia: Hun-
garian, German).

For some people it is natural growing up in an intercultural environment, in con-
tact with people of other mother tongues and cultures, because different langua-
ges and cultures have lived together for centuries where they live. Such cities are
for example: Bratislava, Vienna, Budapest. The only question is whether politicians
support this linguistic and cultural heterogeneity or whether they portray it as neg-
ative and use it for their own purposes.
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People who live in an intercultural environment, or in a minority, are more autono-
mous than those who belong to a majority society. Those who belong to a minority
within a society are confronted with this fact every day and therefore need a strong
identity, personal autonomy and a way of thinking that is independent from the av-
erage, from the mainstream, in order not to be assimilated into the majority, but to
be able to assert themselves well within it. (Sipos 2017)

4. Promoting intercultural competence at universities

Examples of good practice:

- Practical seminars and workshops where students are sensitised to intercul-
tural issues through theory, interaction, role-play and simulation elements. Com-
pared to traditional teaching methods, workshop-style courses can significantly
improve the ability to deal with intercultural situations more efficiently (Sipos 2017).

- Through these learning units, students acquire the necessary knowledge
(main topics: democracy, human rights, culture, stereotypes, identity) to become
aware of their own situation and the reactions of others and to be able to analyse
them. Another aim is to develop a differentiated and reflective way of thinking. One
will be prepared to deal competently with intercultural situations.

- Maintaining contacts and cooperation with national or ethnic minorities, as
well as visiting their institutions and programmes.

- Joint workshops and seminars with students and teaching staff from foreign
partner universities and various institutions abroad. The students work together in
mixed teams and solve problems together. Ideally, successful joint work leads to
students from Germany and abroad spending breaks and free time together out-
side of the compulsory parts and staying in contact even after the joint work.

- Organising study trips for students. Visits and internships abroad, in teacher
and teacher training institutions, schools, alternative schools with different curric-
ula.

- Inviting local and international guests from other native languages and cultures
regularly to various university events. For example, to training courses, exhibitions,
conferences, international programmes.

- Counselling regarding intercultural experiences. Students need to be well pre-
pared and equipped for the various intercultural programmes. Equally important is
the processing of intercultural experiences, both positive and negative, which can
all be seen as a learning process.

- Promoting Erasmus programme. In line with the roots of the European Union,
Erasmus supports language learning and linguistic diversity, and thus the develop-
ment of intercultural competence in Europe. Students should be motivated, sup-
ported and prepared for this programme. It is important to support them before,
during and after the Erasmus programme. The intercultural workshops can prepare
students for what to expect in a new, perhaps unfamiliar environment (topics such
as culture shock, intercultural communication and intercultural competence are
covered here).
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- Organising Erasmus+ Blended Intensive Programmes. These BIPs enable
students and their lecturers to work together internationally, partly online and part-
ly face-to-face. The aim of BIP is to promote the use of innovative learning and
teaching methods and utilise the opportunities offered by online collaboration. By
working together in transnational and interdisciplinary teams, current social chal-
lenges - for example in connection with the United Nations Sustainable Develop-
ment Goals - can be addressed.

Conclusion

Multiculturalism and interculturalism can be liked or disliked, but the fact is that the
world, and Europe in particular, is becoming increasingly multicultural. So it is not
a vision when we talk about a multicultural society, but merely an observation, the
reality in which we have to learn, teach, work and live. The multicultural society is
an actual state, it has to be developed this way so everyday life is associated with
fewer tensions.

As an intercultural trainer, after several years of experience at home and abroad
| believe that not only more, but above all practical intercultural training and expe-
rience is needed in the university system. There are enough projects of this kind,
mainly funded by the European Union, but it would be more effective and would
reach more students and lecturers if intercultural and multicultural topics were in-
tegrated into education. A practical form of intercultural education in training (e.g.
a workshop) led by qualified and competent trainers would be desirable, as expe-
rience shows that effective attitude formation is not possible within the framework
of a traditional university lecture.

The lack of diversity education and teaching tolerance and patience based on
pluralism, is a complex problem that | believe affects everyone at a university. Such
education can break down prejudices and stereotypes that have arisen due to a
lack of information. Our society, which sees itself as knowledge-based, suffers
from a serious lack of information about its own diversity.

In my personal experience, intercultural competence can build bridges between
people and resolve conflicts that seem unsolvable at first glance. Intercultural com-
petence is a kind of understanding that requires knowledge of social traditions and
the cultural embedding and diversity of languages. Intercultural sensitivity develops
through experience and helps individuals to deal with cultural differences in a vari-
ous way so that they can gain alternative cultural experiences.

The coexistence of cultures - like every interaction - is at least bilateral, but we
can only transform this way our environment, our society, into a world in that it is
worth living together. Intercultural competence equips teacher candidates to act in
a child-appropriate and age-appropriate manner in a multicultural environment of
the 215t century.
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Abstract

Previous research has shown the difficulty of creating tasks that measure complex
thinking. With History, this means that tests do not assess historical thinking (or other
high level cognitive processes), but declarative knowledge, reading comprehension
or test-solving strategies, making the interpretation of test results problematic. The
aim of this pilot study is to explore the extent to which the cognitive requirements stat-
ed in the content regulatory documents (e.g., differentiating what has been learned
according to causes and consequences) are in line with students’ responses (cogni-
tive validity) and whether there are any construct relevant and irrelevant factors that
influence task solving. According to hypotheses, the chosen task measures different
cognitive processes than stated, and construct relevant, irrelevant factors decrease
the validity of the task items as well. The study has been conducted among 12" grade
secondary school students (n=37) with the thinking-aloud protocol. The research
findings suggest that the task used has raised multiple validity concerns. While most
students (83%) successfully completed the task with minimal errors, both construct
relevant and irrelevant factors influenced task solving. The need for a comprehensive
psychometric development of intermediate tasks in the History school leaving exam is
indicated by these results.

Keywords: cognitive validity; thinking-aloud method; school leaving exam; history di-
dactics
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Introduction

In the time of evidence-based policy, in today’s globalised educational field, impro-
vements based on accurate measurement-assessment tools are the foundation of
educational development and play an important role in quality assurance and ac-
countability, thus determining the effectiveness of the teaching-learning process.
In Hungary, the two-tiered school-leaving exam plays a role in providing feedback
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on educational outcomes at a given stage of education. The analysis of the tasks of
the history school-leaving examination may reveal general methodological-subject
pedagogical phenomena that may facilitate the transformation of certain elements
of the examination system. Since in the 215t century skills such as problem sol-
ving, creativity, digital literacy, and the development of transformative competences
(Csapo, 2019) have come to the fore, this study provides insights into the task de-
velopment culture of the Hungarian history school-leaving system at the intermedia-
te level, pointing out some character traits that define the assessment of historical
knowledge as well as influencing secondary education profoundly.

Nature of historial knowledge

“Historical cognition of the sort that enables understanding necessitates far
more than memorizing details of what occurred in the past and being able to
recall who did what when and where.” (VanSledright 2015, 76). In addition to
the past, history is also about the knowledge and application of historiographical
interpretations (Chapman 2012), i.e. it includes all the knowledge, skills and abi-
lities that facilitate the construction of meaning through the study of history, i.e.
the knowledge and adaptation of different patterns and constructions of history
through the application of historiographical methods. Although there is a general
consensus on certain disciplinary concepts that can enhance historical under-
standing, there are several competing models of interpreting historical knowledge
(Reich 2015; VanSledright 2015), in which, in addition to the divergent models
of the German theoretical and Anglo-Saxon empirical traditions (Kostel-Thinne-
mann-Zulsdorf-Kersting 2019), Spanish research (Gomez & Saiz 2022), among
others, has also come to light. These are all drawn around different understandings
of historical thinking and historical literacy (Wineburg 2001; VanSledright 2011,
2012), historical thinking concepts (Seixas-Morton 2013), historical conscious-
ness, adaptive historical literacy, and historical reasoning (Rozendal-Van Boxtel
2023).

Different interpretations have not promoted internationally agreed test prepa-
ration standards, so that school-leaving exams in history do not have internation-
ally agreed and widely used test standards, unlike language exams and/or cer-
tain science subjects. However, some characteristics of school-leaving exams
can be identified: a focus on different levels of cognitive demands, as well as the
use of open questions (short answer, long answer, essay type answer) and re-
source-based (primary, secondary, didactic) tasks/questions. Among the different
cognitive models, there are models more widely adapted (e.g. Peter Seixas’ histo-
rical thinking concepts model), but the almost infinite plurality of models prevents
the emergence of historical knowledge as a standard unit. What is peculiar to the
history subject is that the expectations of citizens affect the canon of the history
subject (Reich 2015).

In the field of history didactics, new models of measurement and assessment
have emerged (VanSledright 2011; Resch-SeidenfuB 2017; Rozendal-Van Boxtel
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2023; Bertram et al. 2021; Dominguez et al. 2021; Tirado-Olivares et al. 2023),
which can serve as theoretical models for multiple interpretations and measure-
ments of historical knowledge. Dominguez et al. (2021) were able to a measure
of historical thinking based on the PISA measurement framework for the subject
of history in their pilot research. Resch and SeidenfuB (2017) built on the results
of earlier German researchers to create a model for the assessment of historical
knowledge. Rozendal and Van Boxtel (2023) developed a measurement-assess-
ment model to measure historical reasoning, distinguishing three components:
first-order concepts, key interpretive concepts, and epistemological views. The
Computational Assessment of Historical Thinking project used artificial intelligence
to assess students’ open-ended responses (Bertram et al. 2021), including the
potential role of Chat-GPT in history teaching (Tirado-Olivares et al. 2023), which
has long been of interest in international history didactics research.

Performance tests

Summative assessment (high stakes exams) is a qualification procedure that takes
place at the end of the learning and teaching process. Its purpose is to check the
level of knowledge achieved by learners and to help education professionals to
ascertain whether the objectives set during the learning and teaching process have
been achieved. The best-known summative assessment tool is the school-leaving
examination, which has a major impact on curriculum content as well as pedago-
gy, as it influences the curriculum and its methodology through the content that
is assessed. Accordingly, if the assessment does not accurately reflect the set
of objectives, it limits/distorts the curriculum. School-leaving exams thus function
as a kind of hidden curriculum. They emulate the context/circumstances in which
students are expected to apply those knowledge and/or skills that are required
from them. They are also valuable for educational reforms, as they function as an
accountability tool for education policy, as well as a well-designed assessment
system: an appropriate tool for managing education and monitoring student lear-
ning. Tests, like performance tests, have psychometric properties as measuring
instruments, which determine the extent to which the instrument measures reliably,
accurately, objectively and in accordance with the test design procedures the con-
structs measured by the test. For all these reasons, there are predefined, detailed
principles of task development. Ignoring/partially considering the principles of item
construction will lower certain good-offit indicators of the instrument, which are
intended to help interpret the test result: these include reliability, validity, objectivity
and some researchers also refer to manageability (Smith-Fey 2000). If the psycho-
metric properties of the test are wealk, it is not possible to clearly establish exactly
what construct the test is designed to measure, which makes it difficult to formulate
feedback and, more generally, to assess the effectiveness of both teaching and
learning taking place in the educational cycle.
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Problems with the assessment of historical thinking: cognitive
validity

Cognitive/content validity is a goodness-of-fit indicator of a test, which shows the
extent to which the results of the test are interpretable, appropriate, and that the
test measures the constructs that the test was intended to measure (Crocker-Algi-
na 2006; Lane 2013; Rodriguez-Haladyna 2013). As a function of this, validity is
the most important indicator in task development (Leighton 2017).

Cognitive validity in the assessment of historical knowledge

Previous research has demonstrated (Ferrara 2007; Ferrara et al. 2011) that it is
challenging to write tasks that measure complex higher order thinking. “Multiple
choice tests tell us only that the correct bubble was blackened, but not what think-
ing processes led to the choice.” (Wineburg 2001, Xl) This means that the tests
do not/rarely measure historical thinking (or other high-level cognitive processes),
but rather declarative knowledge, reading comprehension or test-solving strate-
gies (Ercikan-Seixas 2015; Smith 2017b). Significant differences may therefore
exist between the cognitive processes targeted by the task writers and the student
actions in real-life task-solving situations. To ensure that the instrument is measu-
ring the constructs it is intended to measure, validity research is needed, and the
use of the think-aloud method is common. In their research, Ercikan, Seixas, Ly-
ons-Thomas and Gibson (2015) presented how valid historical assessment tool's
multiple-choice questions were able to capture key concepts of evidence, ethical
dimension, perspective (historical) and whether students understood the test tasks.
The research showed that they understood the task, but different items activated
the use of key concepts to different degrees. Reich (2015) also found in his validity
research that multiple-choice tests, in addition to the constructs measured, lexi-
cal knowledge, reading comprehension, and test-wiseness affected the validity of
closed-ended items. Smith (2017a) examined the validity of multiple-choice items
of the Historical Thinking Test (HTT) in his research to see how well they measure
historical thinking. The research found that, while the test is able to measure histori-
cal thinking with some validity, several construct irrelevant factors (e.g., guessing)
affect task performance. The National Assessment of Educational Progress (NAEP)
standardized history test primarily does not measure historical thinking, but in fact
recall and recognition; reading comprehension, or test-solving strategies (Smith
2017b). From Smith’s findings, my study has been conducted to see how Hungar-
ian student would solve some task of the intermediate school-leaving exam tasks.
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Context of research

The current system of school-leaving examination was introduced in Hungary in
2005.The school-leaving exam is compulsory for all secondary school students
(nearly 70,000 students) to be taken in the subject of History as well at least at in-
termediate level, therefore the methodological-didactic apparatus of the exam de-
termines history classes in secondary education (washback effect). At both levels,
the exam consists of a written part (simple short-answer section and essay section)
and an oral part, which is modified if changes in content regulations (NCC, exam
requirements) happen, both in terms of methodology and content (Katona-Kaposi
2023).

Since 2005, several studies and books have been published on the school-leav-
ing system (Horvath 2010; F. Dardai-Kaposi 2006, 2008, 2020, 2021; Katona-
Kaposi 2023; Kaposi 2015a, 2051b, 2017, 2020, 2023; Makk-Kéfalvi 2007;
Csap06 2008; Molnar-Csapo 2019), which describe the system itself and artic-
ulate the need for fine-tuning it in general and regarding the subject of history.
Among Hungarian researchers, Laszlo Kojanitz is of particular importance, who
has been working for decades on the complexity of historical knowledge and the
assessment of subject-related skills, including the structure of historical thinking
and the nature of historical knowledge, and has conducted research on the various
tasks of the Hungarian history school-leaving exam (e.g. Kojanitz 2017, 2020,
2021, 2022, 2023).

In the development of the Hungarian history end-of-course examination system,
there is a proliferation of practices that call for a change in the culture of writing
assignments, on the one hand, and for deficiencies in the culture of writing assign-
ments, on the other. As regards the culture of task development, there is a discrep-
ancy between the written and the assessment curricula, which is reflected in the
fact that, apart from the content aspects, cognitive standardisation is not imple-
mented. The didactic role of resources is also questionable, which underlines the
presence of pseudo-source-oriented items and justifies the redesign of essay tasks
beyond the one-part short-answer task (Kaposi 2023). This is complemented by
other psychometric features of the exam (e.g., the formulation of instructions and
response options) that suggest the need for fine-tuning the history maturity tasks
and their regulatory environment (Kojanitz 2022; Toth 2022, 2023b). Despite the
rich literature and research, we do not have empirical data on Hungarian students’
knowledge about history (F. Dardai-Kaposi 2020). The Educational Authority pub-
lishes annual statistics on the school-leaving examination subjects, where results
can be found by county, type of school, level, even by student, but we do not know
the results of the simple short-answer part of the test, nor of the text (essay) tasks,
neither at item nor at task level. In the early 2010s, several large-scale analyses of
history subjects were produced (e.g. Csapodi 2014a), but detailed item-by-item
analyses would be needed on an annual basis.
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Introduction of research

The research' was carried out in December 2023 among high school 12" graders
in 9 secondary schools (elite high schools, grammar schools, technical colleges)
in the capital and rural cities. The sampling method was convenience and quo-
ta-based, with an average of 3-4 graduating students from each of the 9 schools
having a 4 or 5 as a grade in history. This was necessary because there were
two tasks in total included in the study (one open-ended task related to Hungarian
history and one closed-ended task related to world history), so | assumed that
students with higher grades would be able to answer the open-ended questions
as well.

A total of 37 students (15 boys [40.5%], 22 girls [59.5%]) participated in the
research, with an average age of 18, 11 (between 17 and 20). Of the 37 students,
11 students (29.7%) were planning to take the advanced level, while 26 students
(70.3%) intended to choose the intermediate level in May 2024. Furthermore, 18
students (48.6%) were taking extracurricular classes/other activities in history in
their last year.

In the case of the school-leaving examinations in history, there has been no
empirical data collected on the historical knowledge and cognitive processes of
the students. The aim of this empirical research is to explore the extent to which
the task-solving strategies of the intermediate level school-leaving exam align with
to the predefined objectives set out in the examination’s regulatory documents.
Furthermore, how the construct relevant and construct irrelevant processes in-
fluence task solving. This study therefore could contextualise the complex range
of activities that characterise task development. Construct-relevant processes are
those elements that are related to the measurement objectives of the task. Con-
struct-irrelevant processes can be defined as factors that appear in the task solu-
tion beyond the construct to be measured, but are not related to the construct to
be measured. Most commonly, these are the psychometric characteristics of the
task, the test-taking strategies of the test-takers. (Test-taking strategies are pro-
cedures that are used to select the correct answer choices during test-taking.)
Reading comprehension can be considered as construct irrelevant if, contrary to
the intention of the task writer, the task mostly measures only it and therefore does
not/hardly measure the construct intended.

The research has been conducted with the students one by one in a quiet
room, where they were informed about the research, and also filled in a simple
form on their background. After a few warm-up exercises, following the protocol
of the think-aloud concurrent interviewing, students were required to solve an one
open-ended (Hungarian history, early modern period) and one closed-ended task
(world history, modern period) of the intermediate history exam. This paper pre-
sents the first results of the closed-ended task, which was included as the 6th task
of the May 2006 exam period at intermediate level.

1 Based on the decision of the Ethical Research Committee of the University of Pécs, Humanities
and Social Sciences 6/2023 (XII. 4.), this research is granted a research ethics approval.
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The tasks were solved on a laptop, projected on a presentation, and the whole
assessment took about 20 minutes per student, including the tuning exercises.
The coding scheme for the analysis of the audio recordings of the assessment
was adapted from the history graduation requirements?, up to May 2017, and the
work of Leighton (2017). Each item was assigned a corresponding valid compe-
tency task. These are complemented by cognitive models showing the cognitive
structures of the two tasks used in the research. Both the models and the coding
scheme help to make the analysis as valid, reliable and standardised as possible.

Research questions:
To what degree do the simple, short tasks in the intermediate school-leaving
history exam are in line with the objectives outlined in the regulatory documents?
Which construct-relevant and construct-irrelevant processes influence task
solving?

Hypotheses:

The simple, short-answer research tasks of the intermediate school-leaving
exam in History is not in line with the objectives outlined in the content regulation
documents.

Construct-relevant and construct-irrelevant processes that influence task-solv-
ing the most are test-taking strategies, psychometric features of the task (e.g.
phrasing), and reading comprehension.

Method:

The think-aloud protocol is a kind of cognitive interview, which is a common
method of verbalising cognitive processes and can therefore be used effectively
to assess the validity of test scores. Thinking-aloud involves the verbalisation of
information processing processes and problem solving, and can therefore be used
to reveal whether an item is indeed a measure of problem solving (Lavrakas 2008;
Leighton 2017; Padilla-Leighton 2017). Several methodological procedures can
be distinguished in the context of thinking aloud, such as concurrent verbal pro-
tocol / concurrent interview, restospectice debriefing, and cognitive laboratory
(Leighton-Padilla 2017; Leighton 2017; Taylor-Dionne 2000). As this method is
time and resource-intensive, these studies under no circumstances can be repre-
sentative, since these researches involve participants with 15-20 people (Lavrakas
2008; Leighton-Padilla 2017; Leighton 2017; Taylor-Dionne 2000).

The concurrent verbal protocol/concurrent interview is the most reliable meth-
od for tracking thinking processes. This is the verbalisation of thinking activity that
occurs simultaneously with problem solving. However, these verbal manifesta-
tions may not be complete. Only the observed traces of thinking are verbalised,
and these verbalisations are also limited by the processing capacity of short-term
memory, as information is lost in the process of thinking aloud and reporting it.
Furthermore, some information is more likely to be reported than other aspects of

2 (https://ofi.oh.gov.hu/sites/default/files/ofipast/2010/10/tortenelem_kov.pdf)
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thinking, typically related to the goal of the research or to the steps of task-solving.
In other words, the method reveals structures of thinking that allow the mechanics
of problem solving to be tracked. When using concurrent interviewing without other
interview combined, there are no clarifying questions formulated by the researcher
that interrupt participants’ verbalisations (Taylor-Dionne 2000; Leighton 2017).

This paper presents the results using the text summary (Leighton 2017) me-
thod, which is a descriptive-exploratory method not requiring coding, and in which
themes, patterns, implications and issues identified in the reports can be summa-
rised.

Presentation of the task (measuring instrument)

The task included in the research is the May 2006 task 6 (Table 1°) of the simple
short-answer tasks of intermediate school-leaving exam, which is about the Se-
cond Industrial Revolution. Although this is one of the first modern world history
examination tasks ever introduced - these tasks of the first few examination periods
differed from those of the other examination periods (e.g. in tems of difficulty, Csa-
podi 2014b), this task may be ideal for identifying certain thought processes for a
number of reasons.

The development of the simple, short-answer tasks of the intermediate history
examination are misaligned with the content of the regulatory documents (Kojanitz
2022; Toth 2022, 2023, 2024), so it is difficult to determine the measurement
and assessment objectives of the tasks based on the examination requirements.
This task has a clear measurement objective, so the validity of the task can be de-
termined even if, based on task development practice, the tasks are not designed
with close attention to the school leaving examination requirements. It also meets
the other requirements, as it is a simple(r), authentic task, it can still be described
as novel, since although it is an alternative choice task in terms of task-solving ac-
tivity, it is a task for distinguishing a second-order concept takes place. The task is
also authentic in the sense that its psychometric properties are not strong, which is
a common feature of Hungarian school-leaving exam tasks in general.

3 The Hungarian version of Table 1 can be found in the Appendix at the end of this study.
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The task is related to the second industrial revolution (3 points)

Decide, on the basis of your sources and knowledge, whether the statements refer
to the causes or consequences of the second industrial revolution. Tell me in which
column of the table you would put an X. (0,5 points per item.)

Chronology:*

1876. Telefon . | Mezogazdasig
1879, Lzzdlampa [ 1812 | 27%
1882 Elek - | 1831 | 28%
2. Elektromos erdmil 1860 | T
1886, Benrmmotoros gepkocs 1895 10%

1889 Cellulmd film

1894, Radidjelek

30%g
359,
16%

I

Ipar | kereskedelem [ Egvéb

0% [ 23% |
15% | 22% |
15%% I =

53% | - |

Az éves nemzeti jivedelem megoszldsa a

gazdasagi agazatok kdzdn a XIX. scazadi
Angliaban

Statement

Cause

Consequence

a)

The unequal economic development
brought about by the second industrial
revolution has sharpened the conflict
between the great powers.

b)

Thanks in part to Europe’s rich coal
and iron ore mines, steel production
and transport have grown by leaps and
bounds.

c)

Without the development of credit unions
and the fusion of industrial and banking
capital, the second industrial revolution
would not have unfolded.

d)

The massive advances in science also
played a role in the development of the
second industrial revolution.

e)

Electricity revolutionised public lighting.

In England, the industrial revolution led
to a sharp fall in national income from
agriculture.

Correct answers: a) consequence; b) consequence c) cause; d) cause; €) consequen-
ce; f) consequence

Table 1: The closed-ended task used in the research

4 Translation of the sources: 1876 telephone; 1879 light bulb; 1882 electricity plant; 1886 vehicle
with petrol engine; 1889 celluloid film; 1894 radio signals. The columns in bold: agriculture, in-

dustry, commerce, other. The title of the table: Distribution of annual national income by economic

sector in 19th century England
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The teaching of second-order concepts are prominent both in international history
didactic discourse and history teaching practice, and they are also included in the
National Core Cirruculum (2020) as a primary development goal. These interpre-
tative key concepts are specific analytical skills for the field of history, which can
be acquired by students to develop nuanced knowledge of history (Kojanitz 2020).
Therefore, this task could be used to examine to what extent this task can measure
the existence of knowledge related to the concept. In terms of topic choice, this
is a topic that, according to the current content regulation, all final-year students
have already learned, but not recently since it is covered in the middle/end of the
second year of secondary school history material® and is presumably not a favorite
topic, meaning students do not have a much broader knowledge of the that than
they have learned in school due to their own interests.

Constructs measured by the task:

Using and evaluating sources: gathering information and drawing conclusions
from simple statistical tables, charts, graphs, chronologies.

Students can link and distinguish between causes and consequences of the
historical factors listed.

Exploring the factors that shape events: organising what has been learned into
causes and consequences.

Students can interpret and distinguish statements about the content of statistical
tables and chronologies.

Results: Figure 1 shows that the average correctness of the items for most stu-
dents was 83.3%, i.e. the majority of students were able to solve the task without
or with maximum one mistake. This means that for these 37 students, the task was
easy. However, it can also be seen that the correct answers for items ‘a’ and ‘b’ are
lower. Beyond the correct answers, it is worth looking at the factors that influence
the correctness of the answers, which are not revealed by this simple statistic.

5 This topic is covered in grade 10 for general 4-year-secondary schools, in grade 8 for 6-year-secon-

dary schools.
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Number and ratio of correct answers per item (n=37)
100% 91.89% [34;}4,59% (35) 94 59% (35)

a0 % 86,49% (32)
80% T2,97% (27)
70%
60% 59.46% (22)
50%
40%
30%
20%
10%
0%

number of correct answers

ratio of corret answers

mitema mitemb witemec mjtemd miteme wijtemf

Figure 1: Answers given by students (n=37)

Construct-relevant factors

Since this was a close-ended task, everyone could solve it. However, not all stu-
dents justified their choice, and e item was the least justified item. According to
the verbal reports, students did not/rarely used the sources. Those who reported
using them commented on the didactic function of the resources, not understand-
ing what function they serve. “Well, the sources weren’t concrete either, but |
don’t think they added much to the task, so | think you need a lot more back-
ground knowledge than the sources could add...” (Student 1) Some students
were somewhat skeptical about the sources, believing they could solve the tasks
on their own. “So I have to decide whether the given sentence is a cause or a
consequence and we have a [sic!] source that might help, but | might try to say
first according to my own logic whether it’'s a cause or a consequence. [...] And
then | basically didn’t use the source.” (Student 24)

Construct irrelevant factors

Psychometric characteristics are the properties of the test. Such psychometric
properties include the wording of the task, in this case the wording of the six state-
ments. As shown in Figure 1, the correctness of items ‘a’ and ‘b’ is lower, while
the wording of sentence e (“revolutionized”) resulted in consequence be given by
more than 80% of the students, but they could not justify it. Furthermore, some of
the students considered some statements (statements ‘@’ and ‘b’ in particular) to
be both a cause and a consequence, depending on which clause is considered.
“Well, in this sentence there is a cause, that unequal economic development is
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the cause. The whole sentence itself is probably a consequence, because it is
already if there has been an increase or a sharpening of the divide. So | would
say it is a consequence.” (Student 24, item) “Well, the thing about this is that
part to Europe’s rich coal and iron ore mines, steel production and transport
have grown by leaps and bounds. This, if | look at it, could be both actually, but
a consequence could be that it fits better.” (Student 35, item b)

Another characteristic is that some of the students take the statements as “evi-
dence”, as they cannot find anything to be justified. “Well, this is a consequence.
It is [...] quite obvious. Well, it’s brought about, it’s in the text.” (Student 28, item
a) One student further noted that he did not find it unusual that the context implies
the solution. “At least that’s how | usually think when | see things like that, so that
even if | don’t know when [...] it happened, how it happened, there’s a chance
that | can tell from the wording that it’s a cause or a consequence.” (Student 26)

A common test-taking strategy was the disregard of sources and exclusion, most
often based on the semantic interpretation of sentences. Answer marking based
on intuition also appeared infrequently, but was based on cause-consequence ra-
tios. For example, Student 28 marked item ‘d’ as a cause in order to have an equal
ratio of cause to effect of three to three. His answer is correct, but his assumption
is not, for the number of causes is only two.

One student reads the source, but does not use it: “Again the usual interpreta-
tion of the task [read the task, read the source, then the questions], then | look
at the source and then the questions. For the tables, | always read exactly what
they are about in a meaningful way.” (Student 5)

One third of students misinterpreted the task and/or statements, because they
thought they had to list both cause and consequences, even though the instruction
tells otherwise. When this occurred, students’ justifications greatly varied both in
terms first and second order concepts they employed.

There was no significant difference between gender, the chosen level taken
and performance. Significant differences between students from different schools
were experienced.

Discussion

The justifications behind the answers implies that students have a simplistic view
of history, in that they do not report the existence of multiple causes and conse-
quences, but rather that the cause occurred earlier than the consequence. Their
failure to provide a nuanced explanation is due to a number of interrelated factors.
One may be that students do not have a deep background knowledge of the caus-
es and consequences events of the second industrial revolution (at least they do
not remember them). Since they (presumably) do not/should not have, it is quite
natural and logical that they try to solve the task and the research request based
on the information available to them. This is implied by the fact that they often pro-
vide the sentence fragments themselves in their justifications. “C is also a reason,
because without the development, the second industrial revolution would not
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have unfolded.” (Student 26, item c) Their view on history can be justified by the
curricular focus and expectations, as well as the requirements of the school-leav-
ing exam.

It can also be examined that students with a higher knowledge of history among
the 37 students (e.g. OKTV® participants, or frequent participants in other compe-
titions) provided more nuanced explanations in their justifications. “We know that
the railways were one of the main driving forces of the industrial revolution.”
(Student 18, item b) “The development of industry and capital is always neces-
sary for some kind of economic change.” (Student 18, item c)

It can be argued that due to the didactic function of the sources included in the
exam, students’ test-solving strategies in the simple, short-answer task section is
“conditioned” to solve the task without the source, since it is common to find pseu-
do-source-based items. These are items in which the source is supposed to be
used, but in they require lexical knowledge instead. According to the task instruc-
tions, including items that require students to solve them by using their declarative
knowledge is a common feature of both exam levels as it is included in the instruc-
tions, but poses challenges when the ratio of these items, pseudo source-based
items are the most prominent while those items encapsulating higher order thinking
are scarce.

Figure 1 shows that items ‘@’ and ‘b’ have a lower correctness rate, which has
psychometric reasons. The correct answers for items ‘c’ to ‘f could be inferred
semantically by the students, as these contained suggestive words (e.g. “caused
by”).The correct answers for items ‘a’ and ‘b’ may also be lower because the words
“brought about”, “thanks to”, also imply causality, but this was more difficult for the
students to interpret. Statement ‘e’ was the only statement students could rarely
justify. This may be because the reasoning was considered too evidential. Indeed,
these sentences are mostly explanatory in structure, the different clauses imply to
some extent a cause and an effect relationship, and the meaning does not need to
be created by the students.

A related problem of justification formulation is also indicated by the fact that
in this task a type of subordinate clause is used, where n several cases the first
clause expresses the cause and the second the effect or consequence, from
which a logical relationship can be inferred. Also, the use of statements as ev-
idence may indicate the formulation of statements, since the task is essentially
based on reading comprehension. Because of that, students not only justify their
answers by related historical knowledge, but also give a grammatical relations,
latter which is more frequent especially among those who seem have to share lover
knowledge on the topic.

In this task, the ability to understand the text proved to be the primary measure-
ment construct in which the sources function as distractors, so it is highly implied
that for those students whose reading comprehension was lower or who insist-

6 OKTV stands for National Secondary School Academic Competition, the most prestigious com-
petition among secondary school students (ages 15-18) in Hungary which takes place in different
subjects, including History.
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ed on using the sources in any way had a lower average score. Presumably the
students were used to solving the problems in the history exam using the given
sources, so one student tried to apply this to all statements and therefore made
a mistake. The source for item " could have been used as a help, but only a few
students used them. “I would look at this from the table, and you can see from
the figures there that, therefore, in 1812 it still accounted for 27% of the annual
national income. But by 1895 it had dropped to 10%. And this is already a con-
sequence of the industrial revolution, so | would list this as a consequence.”
(Student 7, item f)

These factors are closely interrelated in the case of this task, since the main
psychometric problem of the task is the wording of the statements. In this case,
this may be closely linked to the psychometric characteristics of the task, but also
implies problems with reading comprehension, which negatively correlates with
achievement in other subjects (PISA, 20227). Students solve this task correctly
because of its structure and wording, rather than because of prior knowledge of
the task topic. This also includes other activities related to the wording of the item
(e.g. the student inferring the correct answer from the wording of the item). The
majority of students did not use sources to solve the task, despite the fact that the
instructions included them. Presumably, if they find the sources to be irrelevant/
unhelpful, they skip and solve the task on their own, which was reported by the
students as well.

Students solved the task correctly in high proportions, but the factors that
emerged during the thinking aloud, both construct relevant and construct irrele-
vant, imply general psychometric concerns. The results so far suggest that the task
is poorly aligned to measure different domains of historical knowledge, mainly due
to inadequate wording of the task. In these sentences the logic of order of clauses,
first causes and then consequence can be seen, while Hungarian allows for other
sentence structures, where these two are reserved in order, making it more difficult
for students to find the correct answers merely based on the semantic nature of
statements.

This research, although the psychometric characteristics of the task are likely to
be weaker than average, supports Wineburg's (2001) idea that we cannot know the
exact thought processes behind students’ correct (and incorrect) answers. The re-
sults of the research therefore raise the question of what kind of history knowledge
Hungarian students have and to what extent they are able to apply the skills that
the two-tiered history examination tasks claim as a measurement construct. For
this reason, the research can be extended and continued in numerous other direc-
tions. It raises the question of the nature of the knowledge that Hungarian students
have of history. This knowledge is presumably different from what is expected by
the history examination syllabus. Regardless of this, the students achieve average
scores of 3.5 and 4.4, which may imply that the content-methodological culture
surrounding the school-leaving exam in History is known in everyday practice.

7 (https://www.youtube.com/watch?v=b3OWbEQS2A4 &b_channel=MTA1825)
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Despite similar grades the history knowledge of these 37 individuals varies
greatly, they are not comparable on the same scale. Presumably it is the teacher
that plays the most important role in the knowledge students acquire, as several
previous research (e.g. Hartmann-Hasselhorn 2008) has indicated.

From a psychometric point, the task is characteristic of construct underrep-
resentation, because the task does not measure all the constructs identified in the
task. Furthermore, irrelevant construct variance (measured construct that are not
supposed to be measured) can be also found if we accept that text comprehension
was not the primary construct measured in the task design. Students’ test-taking
strategies, strategies for source use and source criticism, and routines acquired
during task-solving also influence the results which require further research. One
can look at what other content regulators (e.g. textbooks, framework curricula),
how the material was covered in class, how much time was spent on the topic in
general. As the nature of historical knowledge does not allow for drawing clear con-
clusions with close-ended items, VanSledright (2015) suggests the introduction
of weighted multiple-choice items, which are considered to be applicable in the
history subject, to weight this nuanced place. Finding a possible solution to create
valid closed-ended history tasks.

Limitations

Based on the sampling, quota selection by grades is not reliable. Although the
survey included students who had a 4-5 in History, some students significantly
over- or underperformed compared to the 37 students. Thus, in the future this
sampling method can be omitted. Regarding the method, data processing from the
thinking-aloud is time-consuming and costly, and not everyone is capable of think-
ing aloud. Research facilitates verbalisation if the researcher does not carry out
the measurement themselves, thus reducing anxiety (Leighton 2017), but this was
not possible in this research. Besides, effective use of the thinking aloud method
requires problem solving (Leighton 2017; Lavrakas 2008), which is unlikely to oc-
cur in a compulsory, high-stakes exam task, as it would have not been democratic.
Another shortcoming of the history examination is the lack of clear assessment ob-
jectives that can be broken down into tasks/items. Two objectives to this task have
been assigned, but we do not know exactly what the task’s author had in mind.
Thus, given the hypothesized measurement objectives, the task is not valid, but the
task writer may have achieved his objective with the task.

The task was chosen based on the topic, the nature of the task (closed), the
constructs measured (second-order concepts, didactic function of sources), be-
cause it has international relevance. However, with these parameters, the choice
was made for a task with psychometric characteristics weaker than an average
intermediate level simple short-answer task, which to some extent distorted the
complexity of the reports and the nuanced possibility of demonstrating validity.
Furthermore, the selected task was not based on the 2020 content requirements,
as they are earlier, but this could not have significantly affected the degree of ver-
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balisation, as the topic also occurs in todays’ content regulatory context. However,
it is inevitable to repeat the research in the future with a restrospective debriefing.
This was not done in this research because the aim was to obtain the most “natu-
ral” (objective) answers possible. By asking additional questions afterwards each
verbalisation, it is possible to gain a deeper insight into certain aspects of students’
thinking, such as how and why they solved items the certain way, which reveals
much more about their actual knowledge of history than just typing in the correct
answer. In addition, in the general data collection, it would have been worth asking
when they last studied the topic of the task, as this would certainly have influenced
the complexity of the justifications.

Conclusion

The data collected in this research provide important and valuable results in under-
standing the discrepancies between the requirements of testing practices (what
is learnt for the exam), and what exactly is to be historically literate. Although the
results by no means representative, they imply the issues surfacing on system-level
history education in Hungary. Analyses so far have shown that the simple, short-an-
swer task of the intermediate history examination is not well aligned to the objec-
tives formulated in the regulatory documents of the examination. These objectives
are related to the ability to distinguish causes and consequences and the ability to
use/analyze the sources included in the task. Therefore, it is implied that task | not
adequate for valid measurement of these objectives. Among the construct-relevant
and construct-irrelevant processes, test-solving strategies, psychometric features
of the task (e.g. wording), and reading comprehension are the most significant.

Although the research has many limitations, it has provided new information
about learners’ thinking and knowledge. The analysis of the data is still in its early
stages and needs to be completed and coded. Therefore, As an extension of the
research, the data will be coded (pattern coding, theme coding, cognitive coding),
presented in a coding scheme and analysed in a qualitative content analysis soft-
ware (MAXQDA). The method can be extended and new foci can be formulated
(e.g. correlation between students’ historical knowledge and the test-solving strat-
egies).

Overall, the results so far show the psychometric shortcomings of the selected
task. Aspects to be considered for task development: objectives, theoretical basis,
which national/international model is adapted for knowledge assessment, what are
the areas to be measured, proportion, frequency, weighting of knowledge and skill-
based items. The data collected in this research provide important and valuable
results in understanding the discrepancies between the requirements of testing
practices (what is learnt for the exam), and what exactly is to be historically literate.
Although the results by no means representative, they imply the issues surfacing on
system-level history education in Hungary.

Taking all this into account, the research is of fundamental importance for in-
creasing the effectiveness of history education in Hungary and for further refining
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the examination levels. The results of the research can also be used in the devel-
opment of exam requirements, textbook writing and teaching practices, and help to
put the task development culture of the Hungarian history graduation examination
into a broader context. In addition to informing history teachers, policy-makers and
other stakeholders, the results can also be used to inform the development of
content regulators and the school-leaving exam. Professionally constructed, test-
ed, valid and reliable tests are inevitable for the interpretation of test results and
thus for the renewal of the content and methodology of secondary school history
teaching. However, finding systemic solutions to problems requires the integrated
cooperation of history teachers, task writers, researchers in history didactics and
other decision-makers.
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A feladat a masodik ipari forradalommal kapcsolatos. (3 pont)
Dontse el a forrasok és ismeretei alapjan, hogy a megallapitasok a masodik ipari forrada-
lom okaira vagy kovetkezményeire vonatkoznak! Mondja el, a tablazat melyik oszlopaba

tenne Xjelet! (Elemenként 0,5 pont.)

Kronolégia:
1876. Telefon . Mezigazdasig
1879, Lzzdlampa [ 1812 | 27%
1882 Elek - | 1831 | 28%
2. Elektromos erdan 1860 T
1886, Benrmmotoros gepkocs 1895 10%

1889 Cellulmd film
1894, Radidjelek

Ipar | Kereskedelem Egvéb

30%g 207 23% |
35% 15% | 22% |
3% 15%% -

37% 53% | - |

Az éves nemzeti jivedelem megoszldsa a
gazdasagi agazatok kdzdn a XIX. scazadi

Angliaban

Megallapitas

Ok Kovetkezmény

a)

A masodik ipari forradalom altal eléidézett
egyenldtlen gazdasagi fejlédes kielezte a nagy-
hatalmak kozétti ellenteteket.

b)

Europa gazdag szén- és vasércbanyainak is
koszonhetéen az acélgyartas és a kdzlekedés
ugrasszer(en fejlédott.

c)

A hitelszervezetek fejlédése, az ipari és a
banktéke 6sszeolvadasa létrejotte nélkil nem
bontakozott volna ki a masodik ipari forrada-
lom.

d)

A tudomany nagyaranyu fejlédése is szerepet
jatszott a masodik ipari forradalom kibontako-
zasaban.

e)

Az elektromossag forradalmasitotta a kdzvila-
gitast.

Anglidban az ipari forradalom hatasara a me-
z6gazdasagbol szarmazé nemzeti jovedelem
jelentésen visszaesett.

Forras: Oktatasi Hivatal - Erettségi feladatsorok, 2006 majus (feladatlap): https://dlo-
ad-oktatas.educatio.hu/erettsegi/feladatok2006tavasz/kozep/k_tort_06maj_fl.pdf (2023.
11. 08. 14:51) megoldokulcs: https://dload-oktatas.educatio.hu/erettsegi/feladatok-
2006tavasz/kozep/k_tort_06maj_ut.pdf (2023. 11. 08. 14:52)

Helyes valaszok: a) Kovetkezmeény; b) Kovetkezmény; c) Ok; d) Ok; e) Kdvetkezmény; f)
Koévetkezmeny



33 | Examining the cognitive validity of the intermediate school-leaving exam tasks...

Bibliography

Bertram, C. - Weiss, Z. - Zachrich, L. - Ziai, R. (2021): Artificial intelligence in history
education. Linguistic content and complexity analyses of student writings in the CAHisT
project (Computational assessment of historical thinking). Computers and Education:
Artificial Intelligence.

Bruner, Jerome (2004): Az oktatas kulturaja. Budapest: Gondolat Kiado.

Crocker, Linda - Algina, James (2008): Introduction to Classical and Modern Test The-
ory. Cengage Learning.

Chapman, Arthur (2012): Developing an Understanding of Historical Thinking Through On-
line Interaction with Academic Historians: Three Case Studies. In: International Journal
of Research on History Didactics, History Education and History Culture, 32, 21-40.
Frankfurt: Wochenschau Verlag.

Csapodi, Zoltan (2014a): A nagy létszamu vizsgatargyakra vonatkozo felmérés elemzése.
(Térténelem). Budapest: Nemzeti Fejlesztési Ugynokseég. 564-612, 616-630, 703-715.

Csapodi, Zoltan (2014b): Erettségi vizsgatargyak elemzése: 2009-2012 tavaszi vizsgai-
dészakok. Torténelem. Budapest: Nemzeti Fejlesztési Ugynokség.

Csapd, Bend (2019): A jové elvarasai és a tudas mindsége. In: Az oktatas atalakulasa
a tudastarsadalom és a mesterséges intelligencia koraban: XXI. Orszagos Kézoktatasi
Szakértbi Konferencia. Debrecen: Suliszerviz Oktatasi és Szakértdi Iroda.

Csapo, Bend (2008): A kdzoktatas masodik szakasza es az érettségi vizsga. In: Z6/d kbnyv
a magyar kbzoktatas megdujitasaért. 71-93. Budapest: Ecostat Gazdasagelemz6 és Infor-
matikai Intézet.

Dominguez-Castillo, J. - Arias-Ferrer, L. - Sanchez-lbanez, R. - Egea-Vivancos, A. -
Garcia-Crespo, F. J. - Miralles-Martinez, P. (2021): A competence-based test to assess
historical thinking in secondary education: Design, application, and validation. Historical
Encounters, 8(1), 30-45.

Ercikan, Kadriye - Seixas, Peter (eds.) (2015): New Directions in Assessing Historical
Thinking. New York: Routledge. Introduction.

F. Dardai, Agnes - Kaposi, Jozsef (2008): A kezdet vége, avagy a torténelemérettségi vizs-
ga fejlesztésének tovabbi lépései. In: Bankuti Zsuzsa - Lukacs Judit (szerk.): Tanulmanyok
az érettséqirdl. Hatasvizsgalat. Tantargyi vizsgak értékelése. Feladatfejlesztés. Buda-
pest: Oktataskutatod és Fejleszt6 Intézet, 169-186.

F. Dardai, Agnes-Kaposi, Jozsef (2020): Valtozd tdrténelemtanitds Magyarorszagon
(1990-2020) Trendek, mozaikok, mintazatok. In: F. Dardai-Kaposi-Katona (szerk.) A tort-
énelemtanitas a torténelemtanitasért. Valogatas a Térténelemtanitas online folyoirat
irasaibol (2010-2020). Budapest: Magyar Térténelmi Tarsulat, 15-59.

F. Dardai, A. & Kaposi, J. (2021): Changing History Teaching in Hungary (1990- 2020). In:
International Journal of Research on History Didactics, History Education and History
Culture (JHEC) Yearbook of the International Society for History Didactics (ISHD): Histo-
ry Education 30 Years after the Cold War / History Education in Africa, 79-97.

F. Dardai, A. & Kaposi, J. (2022): Trends in changing history teaching in Hungary (1990-
2020). In: Hungarian Educational Research Journal, 12 (2), 164-192.

F. Dardai, Agnes - Kaposi, Jozsef (2006): Merre tovabb térténelemérettségi? Javaslatok

az Uj torténelemérettségi tovabbfejlesztésére. In: Uj Pedagdgiai Szemle. 56. évf. 11. sz.,
21-35.



Judith Téth | 34

Ferrara, Steve (2007): Toward a Psichology of Large-Scale Educational Achievement Test-
ing: Some Features and Capabilities. In: Educational Measurement: Issues and Practice.
Introduction.

Ferrara, Steve & Svetina, Dubravka & Skucha, Sylvia & Davidson, Anne H. (2011): Test De-
velopment with Performance Standards and Achievement Growth in Mind. In: Educational
Measurement: Issues and Practice, Vol. 30, No. 4, 3-15.

Gomez Carraso, Cosme Jesus - Saiz Serrano, Jorge (2022): The origin and development of
research into historical thinking. In: Gomez Carraso - Cosme Jesus (ed): Re-imagining the
Teaching of European History. Promoting Civic Education and Historical Consciousnes.
Routlegde, 25-41.

Harlen, Wynne (2016): Assessment and the Curriculum. In: Wyse, Dominic - Hayward, Lou-
ise - Pandya, Jessica (eds.): The SAGE handbook of Curriculum, Pedagogy and Assess-
ment. Sage, 963-709.

Hartmann, Ulrike - Hasselhorn, Marcus (2008): Historical perspective taking. A standard-
ized measure for an aspect of students’ historical thinking. In: Learning and Individual Dif-
ferences, 18, 264-270.

Horvath, Zsuzsanna (2010): Az érettségi kérddjelekkel. Mérleg 2006-2010, Educatio,
2010, 54-64.

Kaposi, Jozsef (2015a): Valogatott tanulmanyok I.: torténelem, érettsegi, megujitas. Buda-
pest: Szaktudas.

Kaposi, Jozsef (2015b): Valogatott tanulmanyok Il.: tanterv, torténelem, modszertan. Buda-
pest: Szaktudas.

Kaposi, Jozsef (2017): A torténelmi gondolkodas és a képességfejleszté feladatok. In:
Toérténelemtanitas: Online torténelemdidaktikai folyoirat (LII.) Uj folyam VIII. 1-2.

Kaposi, Jozsef (2020): Kozelitések a torténelemtanitas elméletéhez és gyakorlatahoz.
Oktatasi segédlet. Budapest: Pazmany Péter Katolikus Egyetem.

Kaposi, Jozsef (2023): Az esszéfeladatok problematikaja a torténelemérettségi vizsgan. In:
Rendszervalté Szemle (8)1-2, 46-53.

Kaposi, Jozsef - Katona, Andras (2023): Forraskozlések torténelemtanitasunk ko-
zelmultjabol VI. A térténelemérettségi 2024-t8l érvényes lexikai anyaga - a korabbiakkal
osszehasonlitva. In: Térténelemtanitas: Online torténelemdidaktikai folyirat (LVIIL.) Uj
folyam XIV. 4.

Kojanitz, Laszl6 (2017): A torténelmi gondolkodas fejlesztése az Ujgeneracios tankonyvek-
kel. In: Térténelemtanitas: Online térténelemdidaktikai folydirat (LII.) Uj folyam VIII. 3-4.

Kojanitz, Laszl6 (2020): Az értelmez6 kulcsfogalmak tanitasa és tanulasa |. Okok. In: Torté-
nelemtanitas: Online térténelemdidaktikai folyoirat (LV.) Uj folyam XI. 3-4.

Kojanitz, Laszlo (2021): A torténelmi gondolkodas fejlesztése: Valogatott tanulmanyok. In:
Belvedere Meridionale, Szeged.

Kojanitz, Laszld (2022): Erettségi feladatok és forrashasznalat. Az érettségi feladatok el-
emzése az elsddleges forrasok hasznalata szempontjabdl. In: Térténelemtanitas: Online
térténelemdidaktikai folyéirat. (LVII.) Uj folyam XIII. 3-4.

Kojanitz, Laszlé (2023): A torténelmi fogalmak tanitasanak nehézségei. In: Torténelemta-
nitas: Online torténelemdidaktikai folydirat (LVIII.) Uj folyam XIV. 3.

Kdster, Manuel - Thiinemann, Holger - Ziilsdorf-Kersting, Meik (2019): International His-
tory Education Research: Common Threads, Research Traditions and National Specifics.
In: Késter, Manuel - Thinemann, Holger - Zllsdorf-Kersting, Meik (eds): Researching



35 | Examining the cognitive validity of the intermediate school-leaving exam tasks...

History Education International Perspectives and Disciplinary Traditions. Wochenschau
Geschichte, 5-16.

Lane, Susanne (2013): Performance Assessment in Education. In: Geisinger, Kurt F. -
Bracken, Bruce A. - Carlson, Janet F. - Hansen, Jo-Ilda C. - Kuncel, Nathan R. - Reise,
Steven P. - Rodriguez, Michael C. (eds): APA Handbook of Testing and Assessment in
Psychology, Vol. 1: Test Theory and Testing and Assessment in Industrial and Organiza-
tional Psychology. American Psychological Association, 329-339.

Lavrakas, Paul J. (ed.)(2008): Encyclopedia of survey research methods. (Vols. 1-0).
Sage Publications, Inc.

Leighton, Jacqualine, P. (2017): Using Thinking-Aloud Interviews and Cognitive Labs in
Eduational Research. Oxford University Press, NY.

Leighton, Jacqueline P. & Padilla, José-Luis (2017): Cognitive Interviewing and Think Aloud
Methods. In: Zumbo D. Bruno, Hubley M. Anita (eds.): Understanding and Investigating
Response Processes in Validation Research. Social Indicators Research Series, Vol. 69,
pp. 211-228.

Makk, Ferenc-Kéfalvi, Tamas (2007): Forrastani ismeretek térténelembdl: Segédtank-
Onyv a térténelem forraskézpontu tanitasahoz. Budapest: Nemzeti Tankonyvkiadd.

Molnar, Gyodngyvér-Csapo, Bendé (2019): A felséoktatasi tanulmanyi alkalmassag
értékelésére kidolgozott rendszer a Szegedi Tudomanyegyetemen: elméleti keretek és
mérési eredmények. In: Educatio, 28, 4, 705-717.

Resch, Mario - Seidenfu3, Manfred (2017): A taxonomic analysis of learning tasks in history
lessons: Theoretical foundations and empirical testing. In: International Journal of Resear-
ch on History Didactics, History Education and History Culture (JHEC) Yearbook of the
International Society for History Didactics (ISHD): History Teacher Education Facing the
Challenges of Professional Development in the 21st Century, 235-252.

Reich, Gabriel, A. (2015): Measuring Up? Multiple-Choice Questions. In: Ercikan, Kadriye
- Seixas, Peter (eds.)(2015): New Directions in Assessing Historical Thinking. New York:
Routledge. 221-232.

Rizvi, Fazal (2009): Globalisation and Policy Research in Education. In: Ryan, Katherine E.
- Cousins, J. Bradley (eds.): The SAGE international handbook of educational evaluation.
SAGE Publications, Inc.

Rodriguez, C. Michael - Haladyna, M. Thomas (2013): Objective Testing of Eucational
Achievement. In: Geisinger, Kurt F. - Bracken, Bruce A. - Carlson, Janet F. - Hansen,
Jo-lda C. - Kuncel, Nathan R. - Reise, Steven P. - Rodriguez, Michael C. (eds.): APA Han-
dbook of Testing and Assessment in Psychology, Vol. 1: Test Theory and Testing and
Assessment in Industrial and Organizational Psychology. American Psychological Asso-
ciation, 305- 314.

Rozendal, U. D. - Van Boxtel, C. (2023): llluminating historical causal reasoning: Designing
a theory-informed cognition model for assessment purposes. In: Historical Encounters,
10(1), 60-75.

Rupp, André A. - Leighton, Jacqueline P. (2017): The Handbook of Cognition and As-
sessment. Frameworks, Methodologies, and Applications. Introduction. Wiley Blackwell.

Seixas, Peter - Morton Tom (2012): The Big Six Historical Thinking Concepts. Toronto:
Nelson.

Smith, Mark, D. (2017a): Cognitive Validity: Can Multiple Choice ltems Tap Historical Think-
ing Processes? In: American Educational Research Journal. 54 (6), 1256-1287.



Judith Téth | 36

Smith, Mark (2017b): New Multiple-Choice Measures of Historical Thinking: An Investiga-
tion of Cognitive Validity, Theory & Research in Social Education.

Smith, M. L. - Fey, P. (2000): Validity and Accountability in High-Stakes Testing. In: Journal
of Teacher Education, 51 (5), 334-344.

Taylor, Lynn, K. - Dionne, Jean-Paul (2000): Accesing Problem-Solving Strategy Knowl-
edge: The Complementary Use of Concurent Verbal Protocols and Retrospective Debrief-
ing. In: Journal of Educational Psychology, 92 (3), 413-425.

Tirado-Olivares, S. - Navio-Inglés, M. - O’'Connor-Jiménez, P. - Cézar-Gutiérrez, R. (2023):
From Human to Machine: Investigating the Effectiveness of the Conversational Al ChatGPT
in Historical Thinking. In: Education Science, 13, 803.

Toth, Judit (2022): A 21. szazadi készségek-képességek mérése a kdzépszintl
tortéenelemérettsegi komplex tesztfeladatainak tikrében. [Measuring 21st century skills and
competences in the light of the complex source analsation tasks of the Intermediate school
leaving exam in History] In: Steklacs, Janos-Molnar-Kovacs Zsofia (szerk.): 21. szazadi
képességek, irasbeliség, esélyegyenléség. Absztraktkétet. XXIl. Orszagos Neveléstud-
omanyi Konferencia. Pécs: MTA Pedagdgiai Tudomanyos Bizottsag - PTE BTK Neveléstu-
domanyi Intézet.

Toth, Judit (2023): A kdzeépszintl torteénelem irasbeli érettsegi egyszerd, révid valaszt igenylé
vizsgarész feladattipusainak mintazatai. [Task type patterns of the simple, short-answer part
of the written intermediate school-leaving exam in History] Szeged, 2023. April 20-22., XIX.
Pedagogiai Ertékelési Konferencia. (Lecture)

Toth, Judit (2024): Examining cognitive processes among secondary school students when
solving tasks of the intermediate school-leaving exam in History: A cognitive validity study.
Pécs, 2024. April 5-6. XII. Interdiszciplinaris Doktorandusz Konferencia. (Lecture)

VanSledright, Bruce (2015): Assessing for Learning in the History Classroom. In: Ercikan,
Kadriye - Seixas, Peter (eds.)(2015): New Directions in Assessing Historical Thinking.
Routledge, New York, 75-88.

VanSledright, A. Bruce (2012): The Challenge pf Rethinking History Education. On Practi-
ces, Theories, and Policy. Routledge.

VanSledright, A. Bruce (2011): Assessing Historical Thinking & Understanding. Innovati-
ve Design for New Standards. Routledge.

Vajda, Barnabas: Teaching history in Slovakia. In: Fink, Nadine - Furrer, Markus - Gauts-
chi, Peter (eds.): Why History Education? Frankfurt am Main: Wochenschau Verlag, 2023,
138-152.

Wineburg, Sam (2001): Historical Thinking and Other Unnatural Acts. Charting the Future
of Teaching the Past. Philadelphia: Temple University Press.



2024/3(19. vol.) ERUDITIO-EDUCATIO
37-48 Tanulmanyok / Studies

Children and youth programmes on the Hunga-
rian Broadcast of the (Czech)Slovak Radio in the
second half of the 20th century

Beita Kiss — AGATA CSEHIOVA

Abstract

The history of the Hungarian Broadcast of the (Czech)Slovak Radio is closely linked
to the history of the Hungarian culture in Slovakia. In its programmes, it devoted a
significant role to children and young people. It broadcast programmes that were in
line with the social and educational needs and pedagogical goals of the second half
of the 20th century. The programmes for children and young people reflected on the
society of the time, and the influence of the socialist ideology was evident in their
content. At the same time, these programmes also conveyed values which were im-
portant in terms of education, knowledge and entertaining. In this study, our main aim
is to map, interpret and analyse the pedagogical character of the children’s and youth
programmes of the Hungarian Broadcast of the (Czech) Slovak Radio. We will present
the history of the Hungarian Broadcast of the (Czech)Slovak Radio and provide a
summary of programmes for children and young people. The educational character
of these programmes, their educational aims and intentions will be analysed. Three
programmes are highlighted, and the circumstances of their creation, their content
and their educational aims are examined in more detail.

Key words: the Hungarian Broadcast of the (Czech)Slovak Radio; children and youth
programmes; culture; education
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Introduction

Children’s and youth programmes have played an important role in the Hungarian
Broadcast of the (Czech)Slovak Radio. Our research contributes to the explora-
tion of a yet unexplored segment of the Hungarian cultural history in Slovakia. We
point out that the history of culture and public education were and are still closely
connected. The programmes of the Hungarian Broadcast of the (Czech)Slovak
Radio, as a segment of Hungarian national culture in Slovakia, had an impact on
the educational and pedagogical processes in the 20th century. In our research,
we will explore the history of the Hungarian Broadcast of the (Czech)Slovak Radio,
the programmes for children and youth, analyse their educational character, and
the role of children and youth in education.
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In this reaserch, we will refer to the broadcast as the Hungarian Broadcast of
the (Czech)Slovak Radio. The reason for this is that the Hungarian broadcast in
Bratislava, Kosice, and briefly in Prague, has been referred to in many different
ways from its creation to the present day. Due to historical and social changes and
radio restructuring, it was sometimes known as Slovak or Czechslovak, but today it
is known as Patria Radio (Radio Patria).!

1 Research questions and methodology
1.1 Research questions

The research questions of our study aim to answer the following questions:

1. Under what social and ideological conditions were the children’s, youth, mu-
sic and school radio programmes of the Hungarian Broadcast of the (Czech)Slovak
Radio created from the beginning to the present day?

2. What were the educational aims and tools used in the production of these
children’s and youth programmes by the Hungarian Broadcast of the (Czech)Slo-
vak Radio?

1.2 Methodology

Our research strategy includes secondary source research, primary archival
source and document research, content analysis, and interviewing.

Secondary sources are publications on the history of the Hungarian Broadcast
of the (Czech)Slovak Radio. Primary sources can be found in the Archives of the
Slovak Radio, these documents contain the transcripts of earlier audio materials.?
(Most of the audio material of the Hungarian Broadcast of the (Czech)Slovak Radio
has not been preserved.) In addition, semi-structured interviews were conducted
with editors and creators who are alive today and who had an active connection
with the programmes of the Hungarian Broadcast of the (Czech)Slovak Radio in
the period under study, in the second half of the 20" century. The final part of the
research is content analysis, which aims to map and organise the programmes for
children and youth, to explore the pedagogical context, and to examine the educa-
tional and pedagogical aims and tools of the individual programmes.

1 'Patria Radid’ has been used since 2000

2 These are the so-called programme covers, scripts, detailed transcripts of audio texts.
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2 Theoretical framework

2.1 Philosophy of education, educational goals in the second half of the
20th century

In the second half of the 20™ century, the (Marxist) conception of education of
the time was expressed in terms of educating people. According to Mihaly (1974),
man is an integral unit of the individual and society. Human nature cannot be sep-
arated from the nature of the society in which it lives. This concept rejected indivi-
dualism. The human nature, therefore, was not the individual man, the personality
of the future, but the personality type of the age. The Marxist ideal of a man is
the ‘all-round and harmoniously developed man‘. Along with this, the educational
goals were linked to the needs of society (Mihaly, 1974). This meant the versatile
man. In terms of the image of children at that time, the important aspects were the
possibility of education and training. This was possible in both institutional, formal
and informal settings. In the Soviet-style concept of education, pedagogical and
psychological aspects were not important (Geczi, 2006). After the regime change,
the concept of the human ideal was transformed. A diversity of values emerged.
This process was linked to the political transformation. In this change, the different
social subsystems were given an important role and had to choose between dif-
ferent values (Zrinszky, 2002). The emerging consumer society and the world of
consumption encouraged children to value carefree play and experiences much
more than the world represented by schools and adults (Szabolcs, 2004).

2.2 Media and education

The functions of media communication are: informative, orientational; value-bea-
ring, norm-creating; entertaining (Laszl6, 2011).

Nagy and Trencsényi (2012) extended these functions: public-political function
and documentary function (Nagy & Trencsenyi, 2012).

According to Nagy (2002), the functions of the media are related to mass me-
dia and the dissemination of literacy. They can also be used for self-cultivation. Its
most important role is the value-creating function, as well as the transmission of
literacy, moral values and tolerance. Aesthetics and morality in the world of media
are interrelated. Finally, the media also have a personality-forming function (Nagy,
2002).

The positive attitudes of children and young people towards mass media were
studied in the second half of the 20™ century. According to this view, the media
bring them closer to the world and allow them to follow values and role models.
Overall, they have a positive attitude towards technical devices (Zrinszky, 2002:
237). The literature and research findings show that the media have become an
important mean of education (Gombocz &Trencsenyi, 2007).
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2.3 History of radio

Regular broadcasting of radio programmes began in the 1920s in most countries
in Europe and in the United States. Radio broadcasting was launched by the BBC
in 1922, in the USA in 1923, in Germany in 1924 and in Hungary in 1925 (Kiss,
2015). In Czechoslovakia, the first private company, Radiojournal, was established
in 1923 and became state-owned in 1925. The first transmission was broadcast
from Prague on 18 May 1923. Broadcasting in Slovakia started in 1926 (Reznik,
2003).

Radio can be considered as the first established part or segment of mass media.

2.4 School radio

The term school radio is interpreted in different ways in different sources and lit-
erature. In general, school radio is the term used for programmes produced and
broadcast by a radio for schoolchildren for educational purposes. However, the
term ,school radio’ is still used today to refer to institutional radio stations and pro-
grammes created and run by schools. For example, Magyar Radio (Hungarian Ra-
dio) used the title Iskolaradio (School Radio) to refer to programmes for schoolchil-
dren until 1986 (Mezei & Szunyogh, 1990).

In England, the first school radio programmes began in 1927 thanks to BBC,
in Hungary in 1928 (Nagy, 2002), and in the former Czechoslovakia, fairy tales
and youth programmes were broadcast at the same time as the radio broadcasts
started in 1923 (Regrutova, 2014). School radio broadcasts were so important
that educational journals, pedagogical writings and methodological articles often
dealt with the subject (e.g. Szocialista Nevelés - Socialist Education, Kéznevelés
- Public Education).

At the end of the 20™ century, due to the informational and technological revo-
lution, educational content moved to television and then online. Despite this, BBC
still broadcasts its School Radio programme, which is also available online.?

3 History of the Hungarian Broadcast of the (Czech)Slovak
Radio

Hungarian language radio broadcasting in Slovakia began on 16 December 1928,
initially from the studio in KosSice. However, regular broadcasting started only a year
later from the Bratislava and Kosice studios. Between the two world wars, the most
important elements of these programmes were the news and literary and scientific
lectures. The Kosice Government Programme in 1945 silenced the Hungarian pro-
gramme for a few years, before it was relaunched in 1949. Thereafter, the Hunga-

3 Available: BBC School Radio, https://www.bbc.co.uk/programmes/p007g5y4
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rian Broadcast of the (Czech)Slovak Radio initially broadcast 40-60 minutes twice
a day, and then, increased its broadcasting time in the following decades through
repeated reorganisations. Many genres and programme formats appeared. Lite-
rary and music programmes, reports, entertainment programmes, youth and chil-
dren’s programmes, magazines, theatre broadcasts. The most prominent editors
during this period were Jen6é Nagy, Gabor Delmar, Istvan Krivosik, Juraj Molnar,
Istvan Jakal, Janos Proti¢, and Sandor Papp. After the regime change in 1989, the
structure of the programme responded to the changing needs of society, regularly
dealing with issues of public interest, including nationality issues. In 1922, a struc-
tural transformation took place. The programme ceased to be fragmented, with a
live programme being broadcast daily from 14:00 to 18:00. In 1998, another re-
structuring took place, with the broadcasting time being extended again, first to 45
and then to 57 hours per week, with a wide range of programmes and news. Since
2000, the programmes are broadcast on the channel called Patria (Delmar, 2003).

Radio Patria now broadcasts twelve hours a day, on ultra-shortwave and online.*

4 Children and youth programmes of the Hungarian Broadcast
of the (Czech)Slovak Radio

After the relaunch of the Hungarian broadcast in 1949, children’s and youth pro-
grammes were added and became an integral part of the broadcasts. In our re-
search, we explored those programmes that were broadcast at regular intervals on
the Hungarian broadcast. Based on the research carried out so far and the sources
available, these are’:

1958: Pionirhirado¢ (Pioneer News)

1960: Iskolasok mUisora (Schoolchildren’s Programme)

1963: Szlovak nyelvlecke iskolasoknak (Slovak Language Lesson for Schoolchild-
ren)

1965: Pionirhirado - Pionirvisszhang (Pioneer News - Pioneer Echo)
1967: Reflektor - ifjusagi magazinmusor (Reflector - Youth Magazine)
1968: Fiatalokrol fiataloknak (About Young People for Young People)
1971: Fiatalok a mikrofon elétt (Young People in front of the Microphone)
1971: Kontaktus (Contact)

1977: Ifjusagi magazin (Youth Magazine)

1977: Vasarnapi randevu (Sunday Rendezvous)

1983: Ritmus - fiataloknak (Rhythm - for Young People)

1985: Fiatalok studioja (Youth Studio)

1991: Utam Bartokhoz (My Way to Bartok)

4 Medium wave broadcasts ceased in 2022.
5 The years refer to the start of these broadcasts.
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1994 Vasarnapi randevl® (Sunday Rendezvous)

1996: Radezvues (Rendezvous)

1998 utan: X generacid, Y generacio, Gyerekzsur, Kolydkvilag, Kamaszradio
(Generation X, Generation Y, Kid's Party, Children’s World, Teenager’'s Radio)

The programmes listed above can be grouped into the following categories:

a/ educational programmes (e.g. Iskolasok musora - Schoolchildren’s Pro-
gramme, later Kolydkvilag - Children’s World, Kamaszradio - Teenager's Radio)

b/ music - entertainment programmes (e.g. Vasarnapi randevu - Sunday Ren-
dezvous, Ritmus - Rhythm, Fiatalok studioja - Youth Studio, Ifjusagi magazin -
Youth Magazine),

¢/ programmes of journalistic nature - talks, interviews, reports (e.g. Pi-
onirhiradd - Pioneer News, Kontaktus - Contact, Reflektor - Reflector, Fiatalokrol
fiataloknak - About Young People for Young People, Fiatalok a mikrofon el6tt -
Young People in front of the Microphone),

d/ classical music - education (e.g. My way to Bartok).

However, the characteristics of the individual programmes overlap, for example,
Kontaktus (Contact) included musical elements, as well.

In addition to these programmes, the Hungarian broadcast of the (Czech)Slovak
Radio weekly boradcast stories for pre-school children from the early 1950s. Most
of these were on Sunday mornings.

4.1 Iskolasok misora - Schoolchildren’s Programme

Iskolaradié - School Radio was a precursor of the Schoolchildren‘’s Programme
broadcast by the Hungarian Broadcast of the (Czech)Slovak Radio in the 1930s.
The szlovenszkoi’ iskolaradié - the Slovak School Radio was broadcast from
Prague from 19 December 1930, but it did not yet serve Hungarian schools. This
was replaced by the broadcasting station in KoSice, when it began broadcasting for
Hungarian language schools on 6 March 1934. In 1936, the school radio station
was operating one hour a week, alternating between the studios in Kosice and
Bratislava (Kemény, 1936).

From 1960, Iskolasok mUisora - Schoolchildren‘s programme was produced for
Hungarian pupils by the Slovak Radio’s editorial office under the direction of Hele-
na Soldinova. At first, the programmes focused on the lives of pioneers, later more

6 In1996, Fiatalok Studidja (Youth Studi) was replaced by Vasarnapi Randevu (Sunday Rendezvous).
7 Between the two world wars, Slovakia was called Szlovenszkoé by Hungarians living in Slovakia.
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varied themes were included, e.g. on science and culture. In 1969, llona Jakab®
took over the editorship, and under her leadership, the programme was formally
renewed. In the following decade, from 1970, Imre Kamocsai, Gabor Delmar’ ,
and later lvan Janda and Vladimir Hayduk became editors. In addition to the life of
the pioneers, the programme covered geography, history, literature, poetry, mu-
sic, folk customs and folklore. Formally, the programmes were characterised by
dialogues, role-plays and dramatisation.

From 1980, Iren Gémesi joined as an editior of the programme. The authors
of the content of the programmes were Magdolna Szuchy, Istvan Pénzes, Alajos
Csicsay, who also worked as textbook authors.!® The programmes continued to
cover a wide range of cultural and scientific topics. The programmes were adapted
to the curriculum, textbooks, and in many cases they were based on real lessons.
The latest teaching methods were also presented. The Szlovak nyelvlecke - Slo-
vak Language Lesson was also connected to Iskolasok musora - Schoolchildren’s
Programme.

After the change of regime, from 1990 onwards, Iren Gemesi, llona Jakab and
Agota Duka-Zolyomi continued to edit the programmes. The authors were: Gydrgy
Batta, Csanaky Eleondra, Magdolna Suchy, Istvan Pénzes, Agota Varady, Alajos
Csicsay, Iren Gemesi, Judit Izsak, Maria Bertokova, Gyorgy Szénasi. During this
period, more attention was paid to national themes such as Hungarian history and
literature.

After the restructuring of the radio in 1992, Iskolasok mUlisora - Schoolchil-
dren’s Programme’s broadcasts became irregular. Iréen Gémesi launched new
programmes called Kamaszradio - Teenager's Radio and Kolydkvilag - Children’s
World. (Kiss, 2023).

4.1.1 Pedagogical goals, intentions, didactic principles in Iskolasok miisora
- Schoolchildren’s Programme

The following pedagogical aims and didactic principles can be identified by stud-
ying and analysing the scripts of the individual programmes of Iskolasok musora
- Schoolchildren’s Programme:

a/ Education. The different materials were selected by subject, according to
the curricular requirements of the time, the age group and grade of the pupils. The
materials were appropriate to the primary school level of the time, but they were

8 llona Jakab (1936-2023) was an educator, linguist and language editor of Magyar Adas (Hungarian
Broadcast).

9 Gabor Delmar (1934-2009) was a chess player, later a radio editor, and the chief editor of the jour-
nalistic section of the Hungarian Broadcast of the (Czech)Slovak Radio. He summarized the history
of Magyar Adas (Hungarian Broadcast) in several studies.

10 E.g. Magdolna Suchy (1992): Tollbamondasgytjtemény, SPN, Bratislava; Istvan Pénzes (1996):
Anyanyelvi jatkok, Lilium Aurum, Dunajska Streda; Alajos Csicsay (2004): Hires és hirhedt szemé-
lyek a magyar toérténelemben, Lilium Aurum, Dunajska Streda



Beata Kiss - Agata Csehiova | 44

combined with modern, new knowledge.

b/ lllustration. The audio material was not only verbal, but the musical and sound
accompaniment also illustrated the emotions of the text. The musical accompani-
ment and literary texts were closely related to the themes discussed. A selection of
masterpieces from world literature and Hungarian literature were chosen, and the
musical ‘inserts’ were also well-known pieces of classical music. They also used
elements of Hungarian folk music and folk traditions.

c/Activating, motivating. The nature of the programmes provided an opportu-
nity for this. This was more likely to be the case in music education, where singing
together is particularly activating. The means of activation were the instructions and
tasks appropriate to the lesson, which were carried out in dramatised form with the
participation of children.

d/Regularity. The logical arrangement and structure of the curriculum was re-
flected in the fact that longer topics were dealt with in series. These could be lite-
rary, historical or scientific topics. The individual ,chapters’, i.e. parts of the series,
were systematically built on each other.

e/Science. The broadcasts provided up-to-date knowledge in line with the
latest research. This was guaranteed by the fact that prominent figures from the
Hungarian academic world in Slovakia, such as historian Katalin Vadkerty, were
included as authors. The knowledge about computers and informatics was con-
sidered innovative. They sought to present the world, including the fields of natural
sciences, geography and geology.

In emotional education, the programmes emphasised solidarity, justice, the
values of cooperation, respect for history, folklore and the arts.

The educational theory of the time was based on a multi-faceted approach. The
broadest possible range of knowledge was made available for children and pupils.
The contents were compiled in the interest of the basic educational goal - general
knowledge.

4.2 Music and entertainment programmes

In 1977, the programme Vasarnapi randevu (Sunday Rendezvous) started to be
broadcast, preceded by Kontaktus (Contact), and from 1985 onwards Fiatalok
Studidja (Youth Studio) became popular. Kontaktus (Contact) featured both reflec-
tions on the problems of young people and requests for popular music. As listener
demands grew, two new programmes were launched to replace it, separating the
two types of programme. Kontaktus (Contact) was replaced by Vasarnap rande-
vu (Sunday Rendezvous) and Ifjusagi Magazin (Youth Magazine). The programme
Randevu (Rendezvous), was intended to be primarily a light music programme.
The main aim was to introduce Hungarian bands, including Hungarian productions
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from Slovakia (-hr-, 1977)."" The main aim of Randevu (Rendezvous) was to fulfill
requests, and so the creation of Fiatalok studidja (Youth Studio) became a real
need. The aim was to include reports and conversations for and about young peo-
ple in between the music. The concept of the programme was developed by Laszlo
Polak and Sandor Papp. Well-known presenters and editors were Imre Kamocsai,
Laszlo Polak, Erika Toth, Agnes Bardos, Igor Balla and Ferenc Csenger. As the
social situation of the time demanded, the programme included reports e.g. on the
Socialist Youth League, but the editors were also able to ‘smuggle in‘ progressive,
or even oppositional, works of Hungarian popular music; such as the musical piece
Kémlives Kelemen, or songs by Jozsef Dinnyés, Janos Brody or Zsuzsa Koncz.
Censorship was therefore not strict, but the ratio between music and spoken word
was set. The programme was very popular, with thousands of letters and requests
from listeners every week. This responsibility was used by the editors to educate
and influence young people listening to the programme. On the one hand, the pro-
gramme introduced young intellectuals or workers who they believed could serve
as role models for young people. On the other hand, in addition to providing up-
to-date information, they consciously intended to shape national identity through
culture in minority existence (Bardos, interview, 2024). Education for national con-
sciousness was also indirectly expressed in the cultivation of the mother tongue.
The perfect, flawless use of the mother tongue was ensured by the language lector
(Hritz, interview, 2024).

The work of the music editors was supervised by the editors-in-chief. Mainly,
Western’ music was reduced in number, but Hungarian works were allowed to be
performed (Hritz, interview, 2024).

4.3 Journalism - Fiatalok a mikrofon elé6tt (Young People in front of the Mic-
rophone), Ifjusagi magazin (Youth Magazine)

The programme Fiatalok a mikrofon el6tt (Young Poeple in front of the Microphone)
was launched in 1971 and had a journalistic nature. A prominent editor was Erika
Toth.!'2 Each episode focused on a specific topic. The editorial staff regularly trav-
elled to the countryside, where they recorded the words of the interviewees with
the technical equipment of the time, a tape recorder. They talked about daily life,
their homeland, countries less familiar to them - foreign countries, other nations.
In the Hungarian press in Slovakia, including the radio, the names of places could
only be used in Slovak, which sounded foreign to the Hungarian text. Small ,tricks’
were used, e.g. the name of the place in interviews were said by the interviewees,
or the titles of Hungarian books were quoted. There were also obligatory elements
in this programme, such as reports on certain programmes of the Socialist Youth
League. Such a propaganda event was the climbing of Rysy, which was also a na-
tional youth meeting. But it was also presented as a sporting event. In connection
to education, visits to schools were subject to authorisation, which made the work

11 https://library.hungaricana.hu/hu/view/Ujlfjusag_1977_1/?pg=56 &layout=s
12 Erika Toth was a radio editor and reporter between 1984 and 2009.
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more difficult. At the same time, editors did not feel very strong influence from
editors-in-chief or other managers. They tried to choose topics and subjects, and
tried to edit with an educational aim, by which they directed the attention of young
people to follow the moral imperatives of the time (Toth, interview, 2024). Ifiusagi
magazin (Youth Magazine) also had a journalistic nature. Its well-known editors
were Eva Lacza®® and Janos Mészaros. There were frequent discussions on sci-
entific topics such as biology, genetics, medicine. They interviewed students from
different schools, introducing the institution, the course of study. They talked about
career choices and the difficulties of choosing a career, but also about the in-
creasingly popular cultural clubs (e.g. Jozsef Attila Ifjusagi Klub (Attila Jozsef Youth
Club - JAIK) in Bratislava, Juhasz Gyula Ifjusagi Klub (Gyula Juhasz Youth Club
- JUGYIK) in Nitra, Kazinczy Ferenc Diakklub (Kazinczy Ferenc Students’ Club -
KAFEDIK) in Brno, Ady Endre Diakkor (Ady Endre Students’ Club -AED) in Prague).

There have also been discussions on public issues, moral values, such as hon-
esty, or analysis of the relationship between adults and young people. Educational
intentions were implicit, often as a backdrop to socialist ideology, but can be de-
tected by examining the documents.

Summary - conclusion

From the beginning until today, the children’s and youth programmes of the Hun-
garian Broadcast of the (Czech)Slovak Radio have made a significant contribution
to the education of Hungarian youth in Slovakia. In the second half of the 20™
century, the programmes were produced in a socialist spirit in accordance with
the expectations of the time, but some of the moral and ethical guidelines are still
relevant today. The ideological background was mainly reflected in the choice of
topics, especially in youth entertainment and report programmes. Educational and
journalistic programmes were used to shape the young generation’s view on the
world, to inform them and to strengthen their identity. Particularly in the 1980s and
after the regime change in 1989, the strengthening of the national consciousness
was also an important element of the educational impact.

The editors’ intention to educate was not always conscious. The most prominent
in this respect is the Iskolasok misora (Schoolchildren’'s Programme), in which
education, development and cooperation with public education were the peda-
gogical activities of the creators. In the entertainment programmes, the education-
al impact was shaped by the programme structure, the journalistic tools and the
personalities of the editors. In report programmes, the pedagogical aspects were
expressed through the choice of topics and the young people, social classes and
characters portrayed.

After the change of regime, espcially from the 2000s, the editorial aspects of
children’s and youth programmes became increasingly child-centred. They tried to
introduce the world from their point of view (Csenger, interview, 2023). This also

13 Eva Lacza was a radio editor and reporter between 1970 and 2009.
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coincides with the changing image of the child, which has become typical in our
region as well.

A pedagogical analysis of the scripts of children’s and yout programmes from
several perspectives and a content analysis of the interviews with the editors are
the next part of our research.
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The core curriculum for all folk instruments was issued in 1998. In the 1990s, mostly
only adults and secondary school students studied folk music at institutes; however,
from the 2000s, the number of primary school students, and, among them, lower
primary students, has been increasing continually. Nonetheless, the core curriculum
has not changed virtually at all up until now, and it can be seen that the curriculum
written for late adolescents and adults cannot be implemented for younger children,
according to educators’ experiences. Dr. Istvan Ferenc Biro, dr. Matyas Bolya, and
Balint Kénczei have discussed the analyses of core curricula from different aspects
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lowing: whether the appearance of small children among folk viola students is truly
significant; and along what conceptual framework or with the help of what existing
literature it would be possible to renew the core curriculum for folk viola on the primary
level. In this research, the records of the Folk Music School of Obuda, the curriculum
of 1981 for folk instruments, and the curricula of 1998 for the folk violin, the folk viola,
the classical violin, and the classical viola were examined with document analysis. As
a result, a possible solution may be to adopt certain materials from the curriculum for
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1. Introduction

The “tanchaz'” movement began in Hungary in 1972, with the first tdnchaz in Bu-
dapest (Javorszky 2022, 34-36). People took interest in studying folk dance and

1 Lit. “dance house”. A casual event where people can join in and learn folk dancing on the fly (as
opposed to a choreographed stage performance). The name, apparently, comes from the fact that,
in Transylvania, Romania, dancing also took place at private homes. Starting from 1972, a cultural
movement was launched to revive folk dancing as a form of preserving and cherishing tradition and
heritage.
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folk instruments almost immediately, then participants’ numbers continued to in-
crease, thus, in 1975, institutional folk music education was begun in Budapest, in
the Music School of Mokus street, in the 3rd district?. In the first few years, only a
handful of folk instruments could be studied, but it was continually being expanded,
until, by 1990, all instruments had become available to learn. At this point, the first
independent primary school for folk music, the Folk Music School of Obuda was
founded. In the following 17 years, teaching folk music at the secondary and tertia-
ry levels was also established, but discussing these fields is beyond the scope of
this paper. The all-encompassing curriculum of folk music education for the primary
level was issued in 1998. At that time, mostly only adults and adolescents studied
folk viola at music schools. Nowadays, however, more and more young children
sign up to study this instrument; nevertheless, the amended curricula in 2011 and
2022 did not follow this societal change from the aspect of the order of teaching
materials.

In the research discussed in this paper which is part of broader, wider ranging
investigations, it is attempted to evince the change in the mean age of folk viola stu-
dents numerically with document analysis, in order to better understand the rele-
vance of the fundamental problem. It is then followed by the analysis of the relevant
sections in the curricula of 1981 and 1998, and a comparison with the curriculum
for the classical violin. This has been carried out with the aid of an exceptional
copy of the 1981 curriculum, and of previous papers by fellow folk music teachers
(papers, theses, doctoral dissertations), which have already discussed the topic.
The main goal was to find the source and the causes of the methodological flaws
in the curriculum for the folk viola on the primary level, and to propose suggestions
to amend them based on the curriculum for the classical violin.

2. The changes of the average age of students of folk string
instruments, especially those of folk viola, in the Folk Music
School of Obuda from 1978 until today

It is presumed as a generation had grown up by 2000 since the beginnings of the
tanchaz movement that young parents in the urban folk music scene wanted their
children to experience its advantages, therefore, when it was already possible, they
signed them up to study folk viola at a music school. As a consequence of this,
the number of lower primary students studying at primary music schools may have
increased at this time. This was visible and perceptible through personal connec-
tions and experiences, but we wanted to support it with numerical evidence based
on quantitative research. Thanks to Bela Szerenyi, the incumbent headteacher of
the Folk Music School of Obuda, it was possible to examine the records?® of the
institute going back until the academic year of 1978/79. This, obviously, does not

2 https://oniarchivum.hu/rolunk
3 The registry of students.
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show the changes taking place in the whole country; yet, we think the results of
the research are still authoritative, as this institute is the most representative of the
programmes, both because it is the oldest, and because it has the greatest number
of students.

Based on the records, the mean of the age of the enrolled students was calcu-
lated, first with respect to all students of string instruments. The data is somewhat
skewed, yet also broadened, by the fact that, before the 1998 curriculum for all
folk instruments was issued, it is not certain if the student really studied in the
programme they were registered to, especially if their teacher taught in more than
one programme, such as Sandor Csoori Jr (bagpipe, violin, viola, double bass)
and Gyorgy Lanyi (bagpipe, viola). This is due to the fact that several students were
registered for the programmes (instruments) that already had a curriculum from
1981. Taking these considerations into account, it can be shown that, from the end
of the ‘70s until the academic year of 2004/05, the mean age was around 21 22
years in general. This did not decrease even when, at the beginning of the ‘80s,
the School established a partnership with Arpad Grammar School, also in Obuda,
which provided that students in classes C with a speciality of folk music and folk
dance were obligated to choose a folk music instrument that they studied at the
Folk Music School of Obuda*. The number of primary school students was negli-
gible until the academic year 1998/99, the majority of the students were between
20 and 30 years, and, indeed, there have been students older than 40, too. From
the academic year 2004 /05 on, there were increasingly more students under 14,
with still a lot of students being quite old; however, beginning with 2008, more and
more students can be found under the age of 10, and the oldest are also under
30. The mean age leaped somewhat higher by the academic year of 2022/23;
this can be explained by the fact that, as a consequence of online teaching during
the Covid-19 epidemic in 2020/21, a lot of small children terminated or interrupted
their music studies, since offline presence has an extremely important role in music
education, which schools, understandably, could not provide in this period. This
is even more pronounced in folk music education due to the fact that learning is
primarily through listening; practising alone is even more difficult for accompanying
instruments (for example, the viola and the double bass).

The mean age of folk viola students was examined only from the school year
1998/99, since, as mentioned above, it is not certain what instrument precisely
they studied before. The mean age had started to visibly decrease in this group,
too, by 2008, but it started to increase again beginning from 2018, to 19-20 years.
This is caused, besides the epidemic, by the fact that, in this period, many second-
ary school students failed their admission exams to university, and certain students
of the Music Academy began their university studies, but then interrupted them,
and they signed up back again to the Folk Music School. Despite all this, the gen-
eral trend discussed above can be observed even in this programme: students old-
er than 30 years disappeared, and the number of students below 14 grew; many
are under 10 among the violists, too.

4 Interview with Béla Szerényi
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3. Curricula
3.1. 1981

As it was mentioned in the previous chapters, the first curriculum for folk music
instruments was issued in 1981. Since it contains the material for only four instru-
ments — the recorder, the bagpipe, the zither, and the hurdy-gurdy —, it cannot be
considered the direct predecessor of the topic of this research, but it is worth ana-
lysing briefly from the aspects of educational concept and education organisation.
On top of this, owing to head teacher Béla Szerényi, | had access to the copy of this
curriculum of his predecessor, Tamas “Kobzos” Kiss®, with handwritten notes by him
which allude to his intentions to later renew teaching materials and teaching system®.

Despite the fact that the foreword is a general text for music schools, and Tamas
Kiss suggests writing a new one focusing expressly on teaching folk music, there
are some guidelines in there which are relevant to the topic of this paper. Such
are the development of musical skills and abilities, establishing musical literacy,
preparing for playing music together (this is paramount in folk music, especially
for the accompanying instrument players), and preparing for professional training’.
Apparently, the former head teacher did not consider the latter important, since
this possibility was still fairly uncertain at that time. Furthermore, in general and
independently of style, it is important to develop efficient and safe instrumental
technique, and that primary and secondary subjects® develop the student in co-
ordination. Moreover, today it is more and more evident that it is indispensable to
recognise the connection between musical styles and related playing techniques,
since musicians today are more and more given the task to play music outside of
their core field of expertise.

In the following page (in the document at the link below), the course structure of
the curriculum can be found. One of the important and remarkable pieces of data is
that these programmes were, essentially, four-year courses, since the primary sub-
ject ceases for years 5 and 6, and the student would be in a chamber music pro-
gramme. Today, this is not like so, the so-called “short” programmes are of eight
years (4 + 4, with a base exam at the end of year 4), and the “long” ones are of ten
(6 + 4, base exam at the end of year 6), and, after them, the student may elect to

5 A late Hungarian folk musician and teacher, who played a central role in the folk music revival. The
nickname roughly translates as “cobza-player”.

6 See the original Hungarian document at: https://drive.google.com/drive/folders/1fzE7X-7-OjBc-
NWT3_iNzZdxgG1LTL-Rg?usp=drive_link (retrieved: 28 June 2024)

7 In Hungary, primary music schools offer music education as part of general cultural education and
as quality pastime activity. Professional musical training officially begins on the secondary level.

8 In Hungary, on the primary level, students study a primary subject - their instrument in the majority
of cases - and a secondary subject of music: four years of compulsory solfége (to learn to read
and write music, to develop fundamental musical abilities, such as hearing, inner hearing, sense
of rhythm and metre, and to build some basic theoretical understanding of music), and then a
compulsory elective subject, such as further solfége, music theory, music literacy, chamber music,

ensemble, second instrument etc.
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enrol in the chamber music programme. It is an interesting observation that there
was no specialised “B” curriculum for folk music issued centrally in this period;
Tamas Kiss seemed to think that it would have been necessary, since it could have
provided talent promotion and preparation for a career in music. He would essen-
tially merge the subject “group music” into “chamber music”, the latter of which he
would make compulsory in the “B” curriculum in 2 x 45 minutes. The remark “for
the little ones” probably refers to children; for them, parallelly to the solfége prepa-
ratory course®, he would teach a subject called “basics of folk music”, which does
appear in the 1998 curriculum. A further change is that he would teach the piano
only in years 5 and 6, and only in the “B” curriculum, which seems logical, since
learning to play the piano as a folk musician is only necessary for secondary and
tertiary education. At this time, many students auditioned for the programmes at the
Bessenyei Gyorgy Teacher Training College directly from the Folk Music School of
Obuda, as secondary education in folk music was available only in Székesfehérvar
between 1994 and 2001. He may suggest for the same reason to include such
supplementary subjects as music literacy, improvisation, transcription, and basics
of instrument building; two of them can be found today in the curriculum for se-
condary schools of folk music. He proposes that a school may have their own folk
orchestra and folk song group, this may follow from the strengthening of chamber
music. He would find it necessary to introduce folk dance classes (this is part of
the curriculum for secondary schools of folk music today), and dance accompani-
ment; the latter would only be possible in cooperation with folk dance ensembles
or schools where there is a special curriculum for folk dance, which would prove a
fairly complicated task for education organisation.

In the next page of his curriculum, the segment about developing abilities is vi-
sibly crossed out, even though the recommendations could refer to folk music with
the exception of faithfulness to the score (if it is not about a certain specific tran-
scription). Nevertheless, as he indicates, it, indeed, may need amending. Tamas
Kiss insists on yearly exams for students (even in the preparatory course), but it
could take different forms: concert, exam, or dance accompaniment. The rest of
the notes repeat, by and large, the information from the previous page.

In his paper Renewing folk musician training in Hungary (2017), Matyas Bolya
does not discuss the role of the 1981 curriculum, probably because it did not still
include every instrument. On the other hand, Istvan Ferenc Bir6 did an analysis in
the same year, in which he compared the contents of the 1981 curriculum to the
1998 one, mainly from the aspect of when the paradigm shift occurs in institutional
folk music education towards traditional knowledge transfer and traditional applica-
tion, and if it happens at the same time for all instruments (Bird 2017). A couple of
observations are cited here that are relevant for this research. It is important to note
that, contrary to the first curriculum for classical music in 1969, the 1981 curricu-

9 In Hungary, if a child is very young (6-7 years) or otherwise yet unfit for studying an instrument, they
may be admitted to the music school without beginning their instrumental studies, and they parti-
cipate in solfege classes to start getting acquainted with the fundamentals of music and reading and

writing music, mostly through singing, and various games and activities.
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lum is entirely professional in its contents, and they are not saturated with the so-
cialist ideology of the state of the period™. It also shows a relaxation in educational
policy in that it contains recommended teaching materials instead of compulsory
ones. The authors of the curriculum, however, seem to have run into problems, as
there were no instrument textbooks for folk music instruments, apart from Janos
Béres’'s Recorder school, which was still written for the Blockfléte and not the
6-hole peasant recorder, albeit it was based on Hungarian folk music; neither were
there published collections and transcriptions available for folk music instruments.
This is probably the reason why there are recommended publications borrowed
from the materials for musicianship (e.g. Kodaly: 333 reading exercises, Bicinia);
these are, by the way, not without merit for folk musicians for developing technique
and musicianship. Biro notes, too, that the selection of teaching materials must be
flexible and can be expanded by the teachers as other sources become available
later on (this notion can be found, indeed, on page 58 in the curriculum).

Bir6 also quotes folk music researcher Bertalan Andrasfalvy’'s ideas from his
lecture in 1996: “...if we teach folk music, we do not train professional musicians
who make a living from it, we want to teach children the joy of playing music
instead...’ This, however, raises several questions that not even Bird discusses in
his analysis. It is unclear why Andrasfalvy believed that being a professional musi-
cian precludes finding joy in playing music. Since learning music, and, thus, music
schools are elective, as opposed to general education at primary and secondary
schools, it seems plausible to assume that mostly those children sign up who find
joy init, and they have the greatest chance to become professional musicians later.
From another point of view, as was shown in the previous chapter, folk music pro-
grammes were already available on the secondary and tertiary levels of education
in 1996, that is, advising talented children to pursue a career in music must have
been part of the discourse.

According to Biro, by mentioning “faithfulness to score and style”, the curricu-
lum precludes traditional knowledge transfer at school, although it is far from being
evident just because the expression is present in the text. In all probability, the
phrase was borrowed from the curricula for classical music for the sake of simp-
licity and formality; but, even disregarding this notion, the expression does not
necessarily mean the teacher could not teach the music to the student through
listening, while using the score only as a tool for checking. It is remarkable that the
curriculum states knowledge is not handed down ‘from fathers to sons’ anymore,
even though, 40 years ago, village singers and musicians were active in large num-
bers. This phenomenon has not gone completely extinct even today, although it
has truly diminished.

The curriculum does not have a formal hierarchy of goals, it aims to achieve
education in folk, national, and general culture. It does contain, however, technical
terms referring to elements of instrumental technique to learn. It formulates the
goal to develop students’ personality and ability to cooperate, but it does not spe-
cify competencies for students and teachers.

10 Between 1949 and 1989, Hungary was a Soviet-style “people’s republic” (in reality, a dictatorship).
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It becomes clear from Tamas “Kobzos” Kiss'’s further notes that he would sug-
gest to partially rewrite the chapter “Recommendations, guidelines” at the end
of the curriculum, most probably in order to make it more tailored to folk music
education. He indicates that the recommended literature ought to be expanded
and specified for different instruments; this refers to the aforementioned lack of
instrument textbooks and organised collections. He underlines certain recommen-
dations on page 56 which clearly suggest that, in this period, the expectation was
adolescents and adults would participate in the programmes, not young children.
Examples are instrument building and folk music collecting; these can hardly be
tasks for lower primary students. The question mark on page 57 indicates not even
he understood why the author of the curriculum thought there should be no spe-
cialised programmes (“A” and “B”)'" in folk music education, since, as was men-
tioned before, talent promotion would be as important in this genre as in any other.
The “courses” as required qualifications for the teachers most probably refer to
the tanchaz musician training of category C continually organised from 1973 until
the change of regime in 1989 other qualifications were not available at the time
(Héra 1984).

Tamas “Kobzos” Kiss's notes at the end of the volume are also incredibly in-
formative. He envisages an independent centre for folk music education, which
shows the need for an institute for methodology and education organisation™. He
tries to collect possible supporters of primary art education (for instance, the Na-
tional Cultural Fund of Hungary and KOTA'), which indicates that central funding
may have been faltering already at the time. On the next page, he proposes the
ideal structure for folk music programmes with regards to requirements and edu-
cation organisation; he establishes the number of hours in 6, which is remarkable
because this is the upper limit available for the participation fee on the primary
level today. On the last two pages, he attempts to assign the authors for the new
curricula, especially for instruments which did not have one at the time, and he also
assesses who teaches in which school. It is noteworthy for this paper that there
are no names for the viola (and the double bass). It is unclear whether he did not
know at the time to whom to assign them, or if no one was willing to take the task.
In any case, there seems to be some uncertainty about the matter. He emphasises
again the need for the “B” programme and that of musical coaching, the latter of

11 Programme “A” is the general one for any primary music school student; programme “B” has a
higher number of classes, more subjects, and higher requirements, and it is dedicated to talent
promotion and preparation for auditioning for secondary and tertiary education.

12 It is worth noting that, within the Hungarian Heritage House established in 2001, there is a
department called Folk Art Methodology Workshop (Kiss F. 2006). As part of its tasks, it supports
professional NGOs, offers services of event organising, marketing, and education, strengthens
the international relations for folk art, and it organises training, courses, and masterclasses for
educators. It also publishes media and educational material; it is the editor of the series of aloums
Tanchaz-Népzene (“Tanchaz-Folk Music”), as well. Despite its name, it apparently deals with metho-
dology in the strict sense only to a small degree, and it is also unclear how it does so.

13 The Hungarian Association of Choirs, Orchestras, and Folk Ensembles.
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which is still an unsolved problem of organisation in folk music education. The idea
of transforming the programmes into “long ones” emerges; this notion becomes
relevant in the later issued full curriculum.

3.2 1998 (2011, 2022)

The core curriculum for all Hungarian folk music instruments was accredited by the
Ministry of Education in 1998, and it was published in print in 1999. The original
text for the folk viola was written by Zsolt Nagy. The official revisions in 2011 and
2022 were made by Péter Arendas, but the changes are so negligible that they do
not warrant discussion. In 2017, folk viola teacher Balint Konczei did an analysis of
the curriculum as a part of his thesis for the programme of mentor educator at the
University of Nyiregyhaza. He did not know about the latest edition at the time, but
it does not affect his results for the above mentioned reasons. His work focuses
on the comparison between the system of requirements in the curricula for the folk
and classical viola, and it reveals the contradictions and lack of professionalism in
the former. As part of other research, | interviewed 20 folk music teachers about
the problems of teaching the folk viola on the primary level, and the majority of the
problems they mentioned can also be found in Konczei's paper. Since the general
opinion of the colleagues was that beginners ought to be taught the violin (that is,
not even the kontra-violin'¥), the contents for the first two years in the curriculum
are also compared to those for the classical violin and viola™. It will also be dis-
cussed why | did not use the material in the curriculum for the folk violin for my
suggestions, despite its being stylistically more relevant in theory.

The first important sentence in the curriculum, also highlighted by Konczei, is,
‘The teaching plan for the folk viola aligns — as much as possible to those for
the folk violin and the folk double bass/cello.” (Kbnczei 2017) | fundamentally
agree with this notion, since chamber music has a definitive role in folk music ed-
ucation and folk music in general, although, due to the individual characteristics of
the different instruments, it would prove useful if smaller differences were allowed

14 This refers to the playing style when the so-called “kontra” is played on the lower two strings (g and
d’) of the violin built the same way as the one used for classical music. The word “kontra” itself does
not mean a specific instrument, but a way of playing, that is, the kontra is always the instrument
on which the part of the kontra is played (Pavai 2013, 150-157). In the traditions of the Carpathian
Basin, this does not have to be a string instrument, but, in this paper, only the fiddle and viola type
instruments are mentioned in this regard. As a consequence, the term “kontras” (lit. kontra player)
means the musician who plays a rhythmic and harmonic accompaniment as part of his role in the
ensemble. In the early period of institutional folk music education, the term “kontra” was also used
for the school programme, too, and the name was changed to “folk viola” in the second half of the
‘90s. There is a special type of folk viola with a flattened bridge and 3 strings built specifically to
make playing the multiple stops required for playing the kontra part easier; this instrument has also
been called “kontra” sometimes, as well as “three-stringed viola”.

15 See the original curricula here: https://mzmsz.hu/index.php/hu/tantervek (retrieved: 28 June
2024)
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for; precisely because | also agree that the faults of one curriculum also affect
the other in this case, so they cannot be treated fully independently. The majority
of the colleagues participating in the interviews mentioned that the curriculum is
exceptionally rigid with regards to the selection of teaching materials, compulsory
materials are assigned for every year; despite the fact that section 3 of part | (GE-
NERAL PROVISIONS The role of requirements and curricula in the content
regulation of art education) of The Requirements and Curricula of Primary Art
Education stipulates that, ‘The requirement and the curriculum realises content
regulation in such a fashion that various and differentiated activities of schools,
educators, and students may be built on a unified basis.’ Therefore, by setting
exclusive material for each year, the curriculum for the folk viola goes completely
against one of the fundamental notions of primary art education. A further point
worthy of notice is the fact that the following sentence appears among the input
competences: ‘The programme takes into account the age-specific characteri-
stics, and it develops students’ skills and increases their knowledge building
on their interests and abilities.” Not only is this information in the wrong place, but
it is also untrue in reality. It is not an accident that the majority of the colleagues
complained about the lack of possibilities to differentiate according to the students’
abilities.

At the beginning of the curriculum for the classical viola, the following can be
found: ‘The opportunity to change from the violin to the viola is provided for the
students at different levels of the programme, but contrary to earlier practice

it is also possible to study the viola as an absolute beginner.”® This, on one
hand, proves that it is a general practice in classical music that future violists begin
studying the violin at a young age; on the other hand, it is interesting to note that,
in theory, it is possible to dispense with it. However, if the material for the first two
years in the curriculum are examined and compared to that for the violin, it is clear
that the authors either think of older students (which is justified by the size of the
instrument), or assume some sort of preliminary training. Namely, the 3rd position
as material appears tangentially in the first year, and specifically, together with the
2nd and half positions, in the second one. These are presented in the third year in
the curriculum for the violin, thus, it would require a viola student who is more tal-
ented than the average to get to this level in such a short time. Among the tasks of
teaching the folk viola, the following is written, ‘The goal of teaching the folk viola
as the main subject is to train musicians who can play the instrumental pieces
of Hungarian and ethnic folk music in such a fashion that is authentic to the sty-
le and faithful to the musical tradition, both on the (classical) 4-stringed viola,
and the (mostly Transylvanian) 3-stringed one.’ Based on this, it is clear that, in
1998, the authors of the curriculum did not think either about the already existing
secondary (from 1994) and tertiary (from 1991) education, or that small children
may participate in the programme. This requirement cannot be expected of primary
school students; it can partially be expected of secondary school students by the
end of their studies at a secondary school of music. This point was also raised by

16 See the original here: https://mzmsz.hu/index.php/hu/tantervek (retrieved 28 June 2024)
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Konczei; | also agree with his notion that a more differentiated approach would be
necessary for primary music school students, since not nearly all of them become
professional musicians; and that, in this age, learning the basics of instrumental
technique would be paramount instead, since the requirements of the music of any
folk music region can be logically built on them later.

In his study, K&nczei made a table in which he compares the tasks given in the
curricula for the classical and folk viola on the primary level. This gives an excellent
picture about the dominant way of thinking of 25 years ago, in that, although it
would have been relevant to adopt quite a few competences into folk music educa-
tion, too, only fairly few of them actually were. It is quite baffling, for instance, why
folk violists would not need to move their hands in a coordinated fashion, practise
scales, chords, finger and bow exercises, the skills to use dynamics for expres-
sion, or to learn how to tune the instrument. It is particularly interesting that not
even the remark ‘The specifics of playing intervals and chords must be paid
attention to’ was adopted to the system of competences in the curriculum for the
folk viola, albeit it is far more important in this genre than in classical music.

The structure of primary music education, in general, consists of 2 years of
preparatory course, 6 years of elementary and 4 years of advanced classes, which
can be seen in the tables in the section “The structure of the programme”. This,
fundamentally, aligns with the years of general primary and secondary education,
since the preparatory and the elementary courses give 8 years together, and the
further 4 years clearly coincide with secondary school. (Students who begin pro-
fessional music education normally do not participate in the latter, since after year
8 of general education [year 6 at the music school], they begin their studies at a
secondary school of music.) This approach has become relevant for folk music
programmes today, too. It is an established practice in many music schools (for
instance, where | teach, too") that, if a young child signs up as a year 3 or higher
student of general primary school, then the preparatory course is omitted and they
are admitted right into year 1 of the elementary course. As can be seen in the
document, the student’s primary subject is their chosen instrument (or singing),
and they also have to sign up for a compulsory secondary subject, which can be
solfege or basics of folk music for four years; then, after a base exam from either of
them, they can choose to study chamber music, ensemble, a second instrument,
or any subject indeed, even from another programme. It is also possible to take up
a further secondary subject; it is quite common that music school students go both
to solfege and orchestra. Thus, a student can have altogether 4-6 lessons a week.

‘The goal of the preparatory years is to preface instrumental studies, to pave
the way and to prepare for them.’” (Kénczei 2017) Indeed, many recommenda-
tions implying this can be found among the development tasks, under the headers
of ‘Skill development’ and ‘Without the instrument’ of the first preparatory year in
the curriculum for the classical violin; most of these recommendations refer to pos-
ture, the coordination of the hands, and the establishing of certain bodily feedback.

17 Téth Aladar Music School AMI (“AMI” is the abbreviation for “Alapfoki Mivészetoktatasi Intézmény”,

that is, an institute of primary art education.)
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Moreover, there are six types of publications recommended for this year already. In
the second preparatory year, essentially the same knowledge is given, in a way that
is more specified for the instrument, and complemented with the introduction to
reading and writing music. The recommended exam material provides a lot of free-
dom for the teachers so that every student may be assessed at the end of the year
with respect to their own knowledge and progress. Whereas, in the material of the
first preparatory year in the curriculum for the folk viola, only rhythm is introduced,
with the help of percussion instruments and other tools to make sound, as well as
nursery rhymes. Interestingly enough, certain rhythmic patterns are included in the
material that the student will encounter only years later in solfége (dotted rhythms,
syncopation), which seems less well thought-through. In the material of the second
preparatory year — instead, again, of preliminary movements —, playing every string
instrument on a basic level was included. Among them, only the violin and the chil-
dren’s songs to be played might somewhat prepare students for the folk viola, but
this, in itself, is not established in any fashion whatsoever, and it is not specified,
either, since no literature is referred to. Playing the viola and the bass (even if it is
replaced by the cello) at this age (7-8 years) comes up against physical limits. The
latter requires a system of motion greatly different to the one for the violin and the vi-
ola, thus, it is unlikely to truly prepare for playing them. The length of the body of the
viola is generally between 38-42 cm, which is obviously impossible for a student
of this age to hold and meaningfully play. If the viola is replaced by the kontra-vio-
lin, young children will be able to hold and play it, but it is unclear why a beginner
should play two notes together right away — as is required in this way of playing —on
an instrument they cannot play at all yet. Double stops appear in the curriculum for
the classical violin in the second elementary year, and, in my experience, even this
is too soon; | have been able to arrive at this point before year 3 only with children
who were more talented than the average. In theory, it would be possible to create
one of the types of viola from a half-size violin with the replacement of strings (and
the bridge in the case of a three-stringed viola), but this instrument would not make
a pleasant sound due to its acoustics (Pap 1994, 134-137), thus, beyond method-
ology concerns, it would not be attractive for the student, either.

Comparing elementary year one of the two programmes yields even more dras-
tic differences. In the curriculum for the classical violin, still basic instrumental skills
are found among “Development tasks”, such as stopping a string, playing in tune,
simple bowing, or string crossing. In the first year of the folk viola, however, the first
thing presented is the music of a Hungarian region and that of a Transylvanian vil-
lage; apparently, not even as recommended, but compulsory material. Thereatfter,
it is clear why getting to know the parts of the instrument and how to hold it and how
to hold the bow are given; however, in the following, a large amount of — and some-
what unclear — knowledge is found. Such a term as “basic chord” does not exist,
but even if this is overlooked, it turns out that the students should be taught 8-10
major and minor chords right away, without it being specified on what instrument.
It can only be assumed that two are needed right away, since the classical viola is
used in southern Transdanubian music, and the three-stringed one in Szék, a vil-
lage Transylvania. That is, in this year, the student should learn to play not only two
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but three notes together at the same time, as well as fast rhythmic patterns that are
impossible to properly notate'® at times. Furthermore, the student is expected to
have bowing skills for which they are not prepared; the material expected to com-
mit to memory likely exceeds the abilities of the student, too — even if the material
of both series of dances for the exam takes no more than the recommended 7-8
minutes —, but even this is unclear. It is downright astonishing that the male dance
called “fast pace”'® from the music of Szék is also included in the material of year
1 — playing the so-called grace notes in this piece would require such fine motor
skills in the student’s hand that many classical violin students cannot execute flaw-
lessly even at the secondary school of music; and bowing is difficult anyway due
to problems of bow handling and rhythm even without the grace notes. Two scores
are given here for comparison that indicate what a classical violin student and what
a folk viola student (in this order) should be able to play at the end of the first year
of studies, according to the curriculum.

18 In the accompaniment of old style Hungarian folk dances, a lot of rhythms are used which cannot

be notated by values of quarters-eights-sixteenths, or even triplets; the rhythm can only be learned
by listening to a lot of music and playing in ensembles. This usually takes years for everyone.
For example, Laszl6 Lajtha notated the rhythm of the Hungarian dance from Szék (In this case,
Hungarian dance refers to a specific dance from the village that is called “magyar”, lit. “Hungarian”
there.) with incomplete septuplets, which, although it is an extremely complicated rhythm, is not
even entirely accurate. See here: https://www.youtube.com/watch?v=8orvzOXMWog &list=PLkgSj-
2hp6Lhfw3hsuFcy9_eq3c1-Si-5u&index=1&ab_channel=hotdogfalo (retrieved: 28 June 2024)

19 “Surt tempo” in Hungarian
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It may be visible even for the untrained eye — perhaps even for one who does not
read music — that the notation of the second example is fundamentally more com-
plicated?°. Although it is only indirectly related to my research, it is still worth noting
that the violin part, too, is more difficult by several degrees than the classical exam-
ple. With regards to the classical curriculum, this violin part in the second example
could only be played in an acceptable fashion by a talented fourth-year student,
and without any knowledge of style and fairly more slowly than the traditional tem-
po of the dance (cca. g = 140-150). A related, also noteworthy instruction is, that
the student ‘should strive to play the learned dance music in the right tempo,
preferably without the score’. The question of playing from memory was already
discussed; the meaning of the “right” tempo is, however, unclear. If it is the original,
traditional dance tempo, it can prove far too fast for a student of this age. A further,
incredibly baffling point is that, in the requirements of year 1, again, the following
competence can be found: ‘Creating a fingering chart with simpler, then more
complicated chords.’ This cannot be expected of a student who can barely read
music, but it is also questionable whether it can be expected at all of any student
in primary art education.

20 And the viola part is already simplified to a version imagined by the curriculum, since the seventh

chords used by violist Istvan Adam from Szék are not even included.
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In the material for year 2, the same two types of music are given, and it is still
unclear what instruments the student should use; the lack of clarity is even more
intensified by the appearance of the term “kontra”. Learning melodies after hearing
seems to be far too soon, since the student does not have the relevant theoretical
background knowledge; it would require the skills to recognise harmonies which
are the entry level requirement for secondary schools of music. This is where it be-
comes obvious that this curriculum does not employ even that part of the universal
terminology that could also refer to the musical phenomena and technical solutions
of folk music. For instance, the expression “lofty” bow attack is problematic in two
ways; firstly, the expression “airy” would be more fortunate (although it is true that
they are synonymous), since it is already in use in classical music education; and,
secondly, in this case, it is not the bow attack that is “airy”’, but the bow stroke:
the attack is accented, point-like (surely, they must have been thinking about the
bowing of the slow dance and csardas from Szeék). As Kdnczei points it out, too,
there are several contradictions between the study material and the recommended
exam material for the same year; it occurs that a type of dance is given as exam
material that the student, in theory, has not even studied that year, and a complete
set of music is not set as exam material that they have (for example, in year 2,
Transdanubian music is also study material, but there is only music from Szék in
the recommended exam material). The curriculum claims to coordinate the material
with that of the (folk) violin and the bass, but even this is not always successful. Folk
violinists only study fast pace from the music of Szék in elementary year 1, in theo-
ry, which is exactly the most difficult; it is precisely what the bassists do not learn,
they study the porka instead, whose metre is the same as that of the csardas, but
its tunes are different. This may be simple thoughtlessness on behalf of the authors
of the curriculum; however, if they wanted to regulate the material so specifically,
the arrangement is quite unfortunate from this aspect, too.

It is not a goal to analyse the entire curriculum (as Konczei did), since what |
want to state with this comparison is clearly shown by these examples. It is only
briefly mentioned that, by the end of the elementary years, according to the cur-
riculum, the student can, in theory, accompany further six (eight in the “B” pro-
gramme) types of music besides the styles from southern Transdanubia and Szek.
This expectation is completely unrealistic for a 14-years-old student, neither | nor
my colleagues have met anyone yet who could do this. Even if a student begins at
an older age and is signed up to elementary year 1 right away, it seems unfeasible
that they would achieve this level in six years. In the material of year 3, there is
music from Rabako6z and Kalotaszeg, and their functional harmonic progressions
require connecting the type of double stops and three-part harmony that classical
violinists study only at secondary school and university through etudes directly writ-
ten for this purpose and through the solo violin works of Johann Sebastian Bach,
for instance. That said, it is true that, if education is focused more on this sort of
knowledge instead of playing melody, the level can be achieved sooner, but by no
means with an 11-years-old child. Music from Szatmar is given first in elementary
year 5, and this is the first time when the curriculum clearly indicates that the music
should be taught on the classical viola. This raises two questions. Does it mean
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that the material of earlier years, irrespective of tradition, should be taught on the
three-stringed viola? That would result in the students having to relearn the music
in question on the classical viola. Why would this be necessary? With the currently
available knowledge, which is much more detailed than that of 1998, the material
could be easily organised in such a fashion that teaching a certain type or piece of
music take place when the student can tackle it in its original form, because their
actual technical level allows it. On the other hand, why exactly should music from
Szatmar be the first one to teach on a new instrument, when it is hardly the easi-
est? From the following two examples (Nagy Zs. 2004), the fairly great difference
of technical demands between the viola accompaniment for music from southern
Transdanubia (in year 1) and that from Szatmar can be understood.
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Moreover, referring to the playing style of Andras Horvath Jr. from Tiszakérod, this
music ought to be taught both on the three-stringed and the classical viola, which
would surely confuse the student at this time, since the point would be exactly that
they get used to the new instrument. It would be much more reasonable, in the
earlier years, to use music from Bonchida, which essentially has simpler harmonies
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and fingering; despite, it appears only in year 5 of programme “B” and year 8 of
programme “A”.

From among the styles of music using the three-stringed viola, two of the simplest
come from Magyarbece and Magyarlapad, which only appear in year 6 of pro-
gramme “A”, even though it would be much more logical to teach them before the
one from Szék.

It is quite clear even from this brief analysis that the author of the curriculum was
not driven by methodological considerations when arranging the material, but, rath-
er, by the rough order in which ethnomusicology discovered these types of village
music, and by the notion that the folk viola student should be able to use the music
learned in class outside of school, too, as soon as possible, for example in tanchaz
events and to accompany the performances of dance ensembles. However, with
the fact that it is not only adolescents and adults who study in this programme,
many circumstances have changed. Firstly, what is radically different today is the
fundamental way folk music can be learned. Zsolt Nagy, the author of the curricu-
lum, and his contemporaries still had the opportunity to go in person to study the
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playing of the village folk ensembles in their traditional environments (for example,
at weddings, baptismal ceremonies, Christmas chants, funerals, etc.). This was
such a euphoric experience for them that it helped them through the biggest tech-
nical obstacles of the instrument somehow, even if not in the most practical way
methodically speaking, but this latter aspect was not at all important at the time.
This, today, is impossible not only because there are barely a handful of existing
village ensembles (one or two still play well and regularly), but because these tradi-
tional occasions are also different to the ones 30-40 years ago; usually, not even
village people use the service of these ensembles, they book instead a modern one
(saxophone, electric guitars, synthesiser, drum kit) in the urban fashion instead,
or not even that, and they play music from a device. The other important place
for learning music is the tanchaz or the folk pub, where revival?' musicians can
learn from each other while playing together, since, at these occasions, the more
experienced members of the ensemble of the evening will generally allow young-
er musicians who want to learn to play together with them. Primary music school
students do not have this opportunity because the social circumstances of these
events are not suited for them; they are also at such a time (e.g. weekday nights)
which would make it impossible for the children to perform their school tasks next
day, since they would not have the required amount of energy; and, parents would
not necessarily be happy with their young children going home on their own at 2 in
the morning through the downtown of Budapest. For this reason, it is not important
anymore that primary music school students should learn at all costs those pieces
of music that they could immediately use in such situations, since they very rarely
or not at all have the opportunity to participate. Thus, educators seem to have the
freedom to arrange material in a fundamentally different way which is structured by
technique?2. Apart from the above mentioned places, there are only music camps
left where small children can participate, but, since the basis of learning music is
regularity, and camps are only held in the summer, it is not really feasible to rely
on them, they can only have a supplementary role this latter one is, however, ex-
tremely important, especially for personal experiences with music. It is clear, there-
fore, that the only place where children under the age of 14 can regularly study
folk music is the primary music school, where, incidentally, teaching every folk
instrument has been established. In this case, then, there is only one possibility for
students to make up for the lack of experiences older generations could still have:
they ought to receive professional education methodically so that, by the time they
have reached the necessary age and they can have the community experiences

21 The name was first given in Ireland to the movement whose objective is that people who were
not born into the community and are not, originally, a member of a traditional village culture on the
verge of extinction learn it and, thus, keep it alive. It was Ferenc Sebé who so named the — mostly
— urban musicians and dancers and their groups and ensembles who learned and, thus, preserved
the music or dance of village cultures as outsiders.

22 Since then, fashionable music at tdnchaz events has also strongly changed; in a tanchaz in Buda-
pest, music from Szék or anything from Hungary (eg. southern Transdanubian, music of Rabakdz or
Szatmar) is much more rarely played than 25 years ago.
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offered by the revival movement, they be able to learn the technique and the musi-
cal and performative components that only these community experiences can give
them. But if they do not have the basis for this (and it seems very uncertain looking
at the curriculum currently in effect), they start with a disadvantage for which they
may never be able to make up. This regards first and foremost those students who
could train to become professional musicians, but, at the very beginning of learn-
ing — for example, in lower primary school —, it is impossible to determine about
anyone whether they will be suited for that; therefore, everyone ought to be offered
the education that is necessary to prepare for a career in music.

The curriculum of the secondary level is not part of this research, but it is im-
portant to note that its material is extremely packed??, and it clearly shows signs
that its authors either did not take the existence of tertiary education into account,
or the experience was that university students do not study actual music cer-
tain responses of the interviewees seem to allege so. It is fundamentally positive
that the material is not scheduled for separate years, only given aggregately; this
probably could be the sign that the teacher can arrange them according to the stu-
dent’s background, but this is not clearly indicated. This has not even been officially
changed since 1998, which can be seen from the fact alone that it contains only
five types of music not included in the “B” programme of primary music schools
(music from Kalocsa, Ordéngdsfiizes, Magyarszovat, Csallokdz, and Sopron), and
even these have only little technical novelty with respect to the previous level. All
this reflects methodological thoughtlessness.

It is not an accident that Matyas Bolya, incumbent chair of the Department of
Folk Music at the Liszt Academy of Music, Budapest, emphasises in his study Re-
newing folk musician training in Hungary that the revisions of 2011 and 2022 of
the curriculum of the primary level are not thorough, and there are no important
changes in them compared to 1998 (Bolya 2019, 49-51). He confirms that, at
this time, secondary level was still adult education, too, thus, its contents can be
considered obsolete today: there are too many competences, the knowledge is
oversized and not sufficiently structured. More proportionate distribution between
the primary and secondary levels would be necessary. The core curricula are too
rigid and they only serve as an inventory of ideas. Despite this, local curricula are
also rarely written, although they would have to be authorised by the director of the
local school district centre, who is usually not a (folk) musician, even though this
ought to be the task of an educational committee of experts in the field. A further
disadvantage of the curriculum is that it was made after the ones for general edu-
cation, which is unfortunate due to the fact that there are students of different ages
in the same class. Directors of school district centres generally do not comprehend
and do not perceive these differences, and this may lead to a loss of motivation
among teachers in the long run. According to the latest research, new core curric-
ula are clearly necessary, and they ought to be written by committees of educators
teaching on different levels (so that they can take input and output requirements

23 See the original here: https://drive.google.com/file/d/1iIKNbJEHpOgkin_8WebdYyd_Be46C-
N93A/view?usp=drive_link (retrieved: 28 June 2024)
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into account), as well as professionals of law, education theory, and communica-
tion. The new curricula so created should handle the needs of students of different
ages, they should contain more possibilities for freedom, and they should build
more on teachers’ competences. Moreover, in the long run, the teaching of solfege
and music theory should be based on folk music.

4. Curriculum and material for the classical violin as possible
sources of solution

During the interviews mentioned in section 3.2, the responses of the interviewees
indicate that the majority of the colleagues believe that small children as beginners
ought to be taught the violin first; the major part of the conversations | had with in-
formants also seem to support this notion. In all probability, this makes it necessary
to adopt material from the curriculum for the classical violin into the one for the folk
viola, because the one for the folk violin has the exact same problems: technique is
unprepared, and, from the same aspect, the materials do not build on each other.
The methodology for the classical violin could certainly be applicable for the basics
of learning folk string instruments, since the build of the instruments and the basic
way of playing do not differ in the two styles (cf. Dénes 1960, 2-3; Pavai 2013,
144-150).

The difference that springs to attention right away is that there is no compulsory
material whatsoever in the curriculum for the classical violin, only recommended,
and only one or two publications are given there as reference to the level of diffi-
culty. Among the skills to develop, there are only technical requirements for the
instrument, and the materials for musical knowledge are connected to solfege;
they are expected to be put to use on the instrument, too, when playing exercises
and pieces. Colleagues indicated in their answers that students who later study the
folk viola should spend two years on average on studying the violin. If the require-
ments in the curriculum for the classical violin are closely observed, it does show
that students are expected to learn the skills that may be necessary to play this type
of instrument on a basic level, irrespective of style. | would highlight the following
among them: stopping the string, playing the correct pitch, bow hold, bow strokes,
bow division, string crossing, and détaché, legato, portato, and martalé bowing.
About bow hold, it is worth mentioning that, based on the interviews with informants
(Vizeli 2023) and educators, it was possible to conclude that, in the village tradi-
tion, musicians did, in fact, have different bow holds tailored to their own musical
style, and these do exhibit greater differences than what can be observed among
classical musicians, yet the main approaches can all be traced back to the form
taught in the classical method, thus, it does not create a problem if a small child,
even if they become a folk musician later, begins with learning the classical form.
It can be later changed in accordance with everyone’s definitive style of playing,
while the reverse process is much more difficult: learning a profoundly different
hold, if necessary, at an older age is a fundamentally more strenuous and longer
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process. As was mentioned before, a further point connecting to the idea to study
the violin in the first two years is that playing double stops appears in a relevant
fashion only in elementary year 3, as does the use of changing positions, the latter
of which is less needed by a future folk violist, therefore, this could be the point at
which playing kontra on two strings could begin to be taught. Analysing this in detalil
may be within the scope of another study.

5. Summary

In conclusion, it can be stated that the population of primary folk viola students has
changed since 1998 in such a fashion that makes significant changes in the cur-
riculum and a great deal of methodological innovation necessary. These changes
seem to be overdue also based on the general thinking and the experiences of fel-
low folk viola teachers; however, education management and curriculum authors or
revisitors have not yet paid enough attention to this problem. As the comparison in
this study suggests, a possible solution may be to adopt certain materials from the
curriculum for the classical violin, and to organise folk music knowledge according
to the technical levels of instrument playing.

Literature

Babbie, Earl (2001): A tarsadalomtudomanyi kutatas gyakorlata. Budapest: Balassi Kiado.
(Original title: The practice of social research)

Béres Janos (szerk.) (1981): Az allami zeneiskolai nevelés és oktatas terve. Népi han-
gszerek. Szombathely: Orszagos Pedagogiai Intézet. (The curriculum for education and
instruction at public primary music schools. Folk instruments.)

Bir6 Istvan Ferenc (2018): The Curricular Implementation of Folk Music Paradigms: The
Comparative Analysis of the 1981 and 1999 Curricula of Folk Music Education in Hungary.
Studia Musica 1.

Bolya Matyas (2019): A magyar népzenészképzés szakteriileti megdujitasa. Budapest:
MTA BTK Zenetudomanyi Intézet. (Renewing folk musician training in Hungary)

Dénes Laszl6 - Lanyi Margit - Kallay Géza - Mezé Imre (1966): HegedUiskola I. Budapest:
Editio Musica. (Violin school I.)

Dénes Laszlo - Lanyi Margit - Mezé Imre - Skultéty Antalné (1966): HegedUiiskola Il. Bu-
dapest: Editio Musica. (Violin school Il.)

Héra Istvanné (1984): Szervezeti gondok. In: Széll Jend (szerk.): Huzzad, huzzad muz-
sikasom. A hangszeres népzene feltamadasa. Budapest: Muzsak Kézmuvelédési Kiado.
(Structural problems. In: Play it, play it, my musician. The resurrection of instrumental folk
music)

Javorszky Béla Szilard (2022): Tanchaz 50. Térténetek a tanchazmozgalom fél évszaza-
dabdl. Budapest: Kossuth Kiado. (Tanchaz 50. Stories from half a century of the tanchaz
movement)



Maté Vizeli | 70

Kiss Ferenc (2006): Szamvetés - a népzenei mozgalom harom évtizede. In: Sandor Illdiko
(szerk.): A betonon is kind a fi. Budapest: Hagyomanyok Haza. (A reckoning - three de-
cades of the folk music movement. In: Grass grows also on concrete.)

Konczei Balint (2017): A népi bracsa oktatasat szabalyozé dokumentumok elemzése
mentori szemmel. Szakdolgozat. Nyiregyhaza: Nyiregyhazi Egyetem. (An analysis of the
documents regulating folk viola education from the point of view of a mentor teacher)
Nagy Zsolt (2004): Magyar népzenei dallamgydjtemény - Bracsamelléklet. Budapest:
Hagyomanyok Haza. (Collection of Hungarian folk melodies - Supplement for the viola)
Pap Janos (1994): A hangszerakusztika alapjai. Budapest: Liszt Ferenc Zenemd(vészeti
Féiskola. (The basics of instrumental acoustics)

Pavai Istvan (2013): Az erdélyi magyar népi tanczene. Budapest: Hagyomanyok Haza.
(Hungarian folk dance music in Transylvania)

Vizeli Mate (2023): Erdelyi adatkdzlé bracsasok hangszertanulasi modozatai. Parlando 6.
(Transylvanian informant violists’ ways of learning to play the instrument)

The website of the Folk Music School of Obuda: https://oniarchivum.hu/rolunk
Interview with Béla Szerényi, headteacher of the Folk Music School of Obuda
Curricula for primary music schools: https://mzmsz.hu/index.php/hu/tantervek

(Page numbers are given according to the Hungarian versions, where available, of the publi-
cations originally written in another language, or where the publication was originally written
in Hungarian, even if it is available in English, too.)



2024/3(19. vol.) ERUDITIO-EDUCATIO
71-81 Tanulmanyok / Studies

A végtelen mint fogalom
a matematika oktatasaban

VonNTszEMU MIKLOS

Infinity as a concept in mathematics education

Abstract

This paper explores the introduction and teaching of the concept of infinity in mathe-
matics. Since a correct development of the concept of infinity is essential for the
successful completion of studies in this field, especially in higher education, this pa-
per collects information known on this topic. This is complemented by a historical
background on the subject, related basic concepts, various illustrative examples and
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Bevezetés

A végtelen fogalma a mindennapokban, a filozofiaban, a teologiaban é€s a mate-
matikaban is megjelenik, értelmezése azonban eltérd lehet. Ha a szo6 jelentését
vesszUlk, akkor vég nélkilit vagy hatartalant jelent, tovabbi szépsége, hogy fénév-
kent és melleknévként is hasznalatos. A matematika tertletén fontos szerepet jat-
szik a végtelen fogalmanak helyes megismerése. Epp ezért a végtelent és a hozza
kapcsolodo fogalmakat kortljarva, a sikeres megértést segité modszereket kutatva
egyes meglatasok kerlltek 0sszefoglalasra, tapasztalatokkal kiegészitve. Egy rovid
térténelmi bevezetd utan ismertetésre kerlilnek kiilénb6zé példak, amelyek mind a
végtelen fogalmanak megértéseét hivatottak segiteni. A kapcsolodo alapfogalmakon
belll specifikus szemléltetd feladatok is helyet kaptak.

Torténelmi attekintés
A végtelen mint fogalom mar évezredek ota foglalkoztatja az emberiséget. Vegyuk

peldaul az 6kori gondolkodokat. Mivel az akkori tudosok inkabb polihisztorok voltak,
sem minthogy kizarolag egy konkrét témakor szakertdi, ezert a tudomanyok tébb
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terliletén is szembetalalhattak magukat a végtelen meghatarozasanak kérdésével.
Ott van példaul a filozoéfia tertiletén a létezes kérdése: volt-e kezdet, lesz-e veg?
A csillagaszat tudomanyteriletén, a messzeségbdl adédoan, a végtelen tavolsag
felmerlilése. Van e olyan csillag, amely olyan messze van, hogy barmekkora is,
nem latszik a Foldrél? Ezekhez kapcsolodva a fizikaban az id6 és a ter vegtelense-
genek kerdése. Vegylk tovabba a matematikaban a legnagyobb szam létezésenek
felvetéset, vagy a végtelenszer elvégzett felezés eredményét. Az elébbi a végtelen
nagy, az utobbi a végtelen kicsi fogalmakat hozza magaval. De a végtelen megjelent
indirekt modon is, példaul az egy egysegnyi oldalu négyzet atlojanak kiszamitasa-
nal, ami v 2 és mint ismert, egy irracionalis szam, ami végtelen szamu tizedesjegy-
bdl all. Hasonldan az el6z6h6z az egységnyi atmerdju kor kerllete, a mw vagy akar az
aranymetszés meghatarozasnal. Nem utolsosorban a vegtelen illuziokon keresztil
is megjelenhet, mint példaul két tikor szembeforditasa.

Feljegyzések szerint az 6kori Gorogorszagban foglalkoznak elészor 6sszetetteb-
ben a vegtelennel. Az emlitett végtelen gyakorlati problémai megjelennek Zéenon
paradoxonjainal. Ezek kdzll talan a legismertebb Akhilleusz és a tekndsbéka para-
doxona. A paradoxon ellentmondast jelent, és azért kapta ezt az elnevezést, mert
nem logikus és az ép észnek ellentmondo kdvetkeztetésre jutottak. A feladatban
Akhilleusz gyorsan fut, a tekndsbéka viszont lassu, ez eddig valosaghd. A feltétele-
zés szerint, ha Akhilleusz egy bizonyos tavolsagu elényt ad a teknésbékanak, akkor
soha nem éri utol. Ez a feltételezés viszont mar a valosagtol elrugaszkodott (innen
a paradoxon), mivel tapasztalatbol tudjuk: ha Akhilleusz véges tavolsagu elényt ad,
egy veges iddn belll utol is éri a tekndst, ha gyorsabb nala. Zénén gondolatme-
nete az volt, hogy mig Akhilleusz odaér, ahol a teknés indul, addig id6 telik el, es
az alatt az id6 alatt a teknds valamennyi utat megtesz. Majd hiaba révidebb az ut,
Akhilleusznak ezt meg kell ismételnie, amig a teknds megint elmozdul. Ha ezt vég-
telenszer megismétli, utoléri-e valaha a tekndst? Elgondolkodtato ez a feladat, és
a megertésevel kdzelebb kerllhetiink a végtelen sorok viselkedéséhez, amelyre a
késdbbiekben még visszatériink (Feng 2023; Theunissen 2021).

Voltak, akik nem egyertelmien mondtak ki a végtelen letezését. Arisztotelész
megkulonbdztetett aktualis €s potencialis vegtelent. A potencialis vegtelen szamok
olyan sorozata, amit mindig lehet folytatni (pl. természetes szamok). Ebben az eset-
ben az aktualis végtelen jelentené a természetes szamok 6sszesseégét, de az ak-
tualis végtelent nem fogadtak el. Ezeknek a fenntartasoknak kdszénhetéen sokaig
nem beszéltek egyértelmilen végtelenrdl. Euklidész mar kdrvonalazta, hogy ,bar-
minél tobb primszam létezik”’, meégis csak joval késdbb fogadtak el tételként, hogy
vegtelen sok primszam van. Europaban a kézepkorban a tudomanyossag hatterbe
szorulasa figyelheté meg, és ennek eredményeként egyre kevésbe foglalkoztak a
végtelen fogalmaval is. Ez betudhato akar annak a kdvetkezménynek, hogy a vallas
kerllt a kdzéppontba, és a végtelen fogalma pedig a tudomanyos megkdzelités he-
lyett a teoldgia tertletére kerult at. A reneszansz koratol kezdett ujra éledezni a tu-
domanyossag a matematika tertiletén is. Az altalunk ismert ,,c0” végtelen szimbolum
John Wallis angol matematikustol szamazik, aki 1655-ben hasznalta azt elészoér. Az
ujkori matematikaban, annak tobb agaban is attorések torténtek a vegtelen értel-
mezéseben. A geometriaban a végtelen tavoli pont bevezetésével létrejott a projek-
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tiv geometria. Az analizisben pedig a vegtelen kis részekre bontas altal megjelent
az integralszamitas. Majd a hatarérték bevezetése jelentette a végtelen értelme-
zésének ujabb szintjét. Ezen fogalmakban mar hasznaltak a veégtelent, viszont a
definicidjat csak a késbébbiekben, a halmazelmélet létrejottével tudtak megadni.
Georg Cantor volt a halmazelmélet megalkotoja. Az elméletben akadtak problémak
es ellentmondasok, mint példaul a Russel-paradoxon. Egy masik ismert néven a
borbélyparadoxon a szemléltetd feladatrol kapta az elnevezését, ami az absztrakt
matematikai jelolést Ulteti at kdzéleti példaba az alabbi modon:

Egy kaszarnya katonai borbélya a szabalyzat szerint azokat a katonakat koteles
megborotvalni, akik maguk nem borotvalkoznak, és nem borotvalhatja azokat, akik
maguk borotvalkoznak. Egy felmeril6é kerdés, hogy megborotvalhatja-e sajat ma-
gat. Ha maga borotvalkozik, akkor nem lenne szabad a szabalyzat szerint, ha pedig
nem borotvalkozik, akkor kdteles lenne megborotvalni magat. igy mindkét esetben
vét a szabalyzat ellen (Acosta 2023).

Az ehhez hasonld problémakat késdbb a halmazelmélet axiomatizalasaval
sikertlt kikliszobolni, ami Neumann Janos, Paul Bernays, Kurt Godel mellett
Zermelo és Frankel neveihez f(izédik. igy végre eljutottunk a végtelen mai matema-
tikai értelmezéséhez (Moore 1995; Batchelor 2002).

A végtelen

A vegtelen matematikai fogalom alapvetd ertelmezesének atadasa nem kénnyl fel-
adat. Ennek egyszer(i oka, hogy a végtelen, mint olyan, megfoghatatlan és elvont,
mivel a valo életben csak veges szamokkal van tapasztalatunk. De hol is talalkozhat
elészor a diak a vegtelennel? Meglepd lehet a valasz, hogy mar az alapiskolaban,
vagy meg korabban. Valdszinu, hogy hallottunk mar vitatkozo gyerekrél, hogy me-
lyikiik tud nagyobb szamot mondani. Természetesen egyikiik sem, hiszen mindig
mondhatd nagyobb szam. Az oktatasban mar az alapoktdl megjelenik a szamegye-
nes és az egyenes a geometriaban, de itt még csak emlitve van, hogy az szame-
gyenes végtelen. Fontos hangsulyozni, hogy ne az rogzlljon a diakokban, hogy
az egyenes addig tart, amig a lap, de még nem lehet atfogoan definialni. Majd
a szamhalmazok témakoréenél komolyabban eldtérbe keril, hogy végtelen szamu
természetes szam van. Késdbb a racionalis szamoknal gondoljunk csak a szaka-
szos tizedesszamokra, ahol végtelen ismétlédést jelollink. Ezt kihasznalva célszeru
lenne a végtelen fogalmanak bevezetéseét egy feladvannyal kezdeni, mégpedig a
kovetkezoével:

Milyen kapcsolat (relacio (<,=,>)) all fenn a két értek kézott?
0,999...7 1

Nagy valoszinliséggel azt a valaszt kapjuk, hogy az egy a nagyobb. A helyes va-
lasz azonban az egyenldseg. A valaszokbol maris kepet kaphatunk arrol, hogy kik
azok, akik valamennyire képben vannak az eddigi ismeretekkel, és tudjak azokat
alkalmazni.
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A kételkeddknek egyszerl elemi matematikaval bizonyithato a feljebbi allitas
(Norton - Baldwin 2011/2012):
x=0.999... /*10
10x = 9.999... /-x
10x-x = 9.000...
9x=9 /9
x=1

A szakaszos ismétlddéshez hasonloan az irracionalis szamoknal fontos allan-
dok, mint példaul a @ vagy az e (Euler-féle szam) kapcsan kertl képbe a vegtelen.
Az ilyen allanddkkal valo szamitasoknal fontos kiemelni, hogy az eredményt kerekit-
ve ertjuk. A szamhalmazok nagysagainak 0sszehasonlitasanal a diakok mar szem-
betalaljak magukat a kilonb6zé ,,nagysagu” végtelennel. Tipikus pelda a melyikbdl
van tobb: a természetes szamokbol vagy a szamegyenesen a nulla és egy kozott
elhelyezkedd szamokbol?

A végtelen fogalmanak meélyebb értelemzéséhez szilkkség van a halmazelmélet
alkalmazasara. Azt mondjuk, hogy minden, ami nem véges elemszamu halmaz,
az végtelen szamossagu. A végtelen szamossagu halmazok kozott megkulonboz-
tetlink megszamlalhaté és megszamlalhatatlan (kontinuum) végtelent. Mindemel-
lett megszamlalhato végtelen halmazok kdzétt is lehetnek kilonbdzd nagysagok.
A legegyszerlibb példa a paros szamok halmazat 6sszehasonlitani a természetes
szamok halmazaval. Lathatd, hogy mindket halmaz végtelen elemet tartalmaz, de
a természetes szamokboal ,.erezhetéen” ketszer tobb van, mivel a paros szamokbol
annyi van, mint a paratlan szamokbol. Ez mar a halmazok suriiseégenek a tertlete.

A vegtelen halmazok szamossaga kozti kilénbseget talan a leképezéssel
(hozzarendeléssel) a legmegfelelébb szemleltetni. Azeért megszamlalhatoan véegte-
len sok paros szam van, mert mindegyiket hozza tudjuk rendelni pontosan egy,
soron kovetkezé természetes szamhoz. Ha ugy tetszik ,indexelni” tudjuk egytdl
kezdve a természetes szamokkal. Ezért megszamlalhatéan végtelen sok paros,
paratlan, primszam, Fibonacci-szam... van. Ha a feljebb is emlitett nulla és egy ko-
zOtti racionalis szamokat nézzik, nem tudjuk hozzarendelni (,indexelni’), mert nem
tudjuk megmondani, hogy melyik racionalis szamot rendelnénk az egyhez. Es az
irracionalis szamokat meg nem is emlitettiik. Tehat a nulla és egy kozbétt megszam-
lalhatatlan végtelen szam van. Fontos feladat, hogy megértessiik a kilonbséget.

A vegtelen halmazok szamossaganak szemléltetésere David Hilbert német
matematikus Grand Hotel problémaja (1924) is jol alkalmazhato. Masnéven a Ho-
tel-paradoxon egy hires gondolatkisérlet, amely a végtelen fogalmat hivatott kdze-
lebb hozni az emberekhez (Hilbert 1984).

A Hilbert-hotel egy olyan képzeletbeli szalloda, amelyben végtelen sok szo-
ba van. A szobak 1-t6l kezdve a természetes szamokkal vannak megszamozva. A
hotelben talalhaté tovabba egy hangosbemondo, amit minden szobaban hallani.
Tegytk fel, hogy telthaz van, azaz minden szoba foglalt.

Probléma 1: Egy Uj vendég erkezik. Egy valds hotelben, ha mar nincs szabad
szoba, nem tudnak fogadni az Uj vendeéget. lit viszont az Uj vendég kdénnyen elhe-
lyezhetd.
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Megoldas: A portasnak csupan annyit kell kérnie a hangosbemondon keresz-
tll, hogy minden vendég kéltdzzon at az eggyel nagyobb sorszamu szobaba. igy
a koltozkddés utan felszabadul az 1-es sorszamu szoba, ahova bekoltdzhet az Uj
vendeg.

Probléma 2: Végtelen sok uj vendeég eérkezik. Elszallasolhatoak-e vajon min-
den?

Megoldas: A portas megkéer minden vendéget, hogy koltdzzén at abba a szo-
baba, amelynek sorszama az aktualis szobaszam kétszerese. igy az 1-es szoba
lakoi a 2-es szobaba kdltdznek, a 2-es szoba lakoi a 4-esbe, a 3-as szoba lakoi a
6-osba, és igy tovabb. Ezaltal minden paratlan sorszamu szoba felszabadul, ame-
lyekbe bekoltdézhet a vegtelen sok uj vendeg.

Probléma 3: Vegtelen sok autobusz érkezik, és mindegyikben vegtelen sok
vendég. Vagyis végtelen sokszor végtelen sok vendeéget kell elhelyezni az amugy
telthazas szallodaban.

Megoldas: Sorszamozzuk be a buszokat, és azokon bellil az egyes utasokat.
Ekkor az alabbi, mindkét dimenzid mentén veégtelen tablazatban az 6sszes utas
szerepel:

1. busz g9 10.
2. busz 8910

3. busz 78910

4, busz 678910...
5. busz 5678910..
6. busz 345678910 ..
7.busz: ¥Y2345678910 ...

1. abra: A hotelbe érkezé buszok és utasok

A kétdimenzios probléma visszavezethetd az el6z6 egydimenzios problémara, ahol
csak egyetlen végtelen vendegsorozatunk volt, ahol minden utas pontosan egy-
szer szerepel. Ehhez minddssze annyit kell tenni, hogy a fenti abra eljarasa alapjan
allitjuk sorba az utasokat (ezt a sorbaallitasi eljarast atlés modszernek is nevezik,
amely Cantor nevéhez f(iz6dik). A sorban érkezd végtelen vendéget pedig az el6z6
probléma megoldasaban leirtak alapjan el lehet helyezni. Ez csak egy lehetséges
megoldas, akar mas médon is sorba rendezhetjiik a vendégeket, de talan ezt a leg-
egyszerUlbb abrazolni. Hasonlo elven mukodik ez a megoldas tdbb dimenzidban is,
peldaul, ha végtelen szamu hajo végtelen szamu autobuszt hozna, rajtuk végtelen
szamu utassal.
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Probléma 4: Uj vendégek fognak érkezni, akik mind egymas melletti
szobakban szeretnének aludni, viszont azt nem tudni elére, hogy 6sszesen hany
vendég fog éjszaka érkezni, pusztan annyi, hogy a szamuk véges lesz. Vagyis most
ugy kell a vendégeket atkoltoztetni, hogy a koltdztetés utan legyen tetszdlegesen
hosszu, egymassal szomszédos Ures szobakbol allo szekcio.

Megoldas: A portasnak arra kell megkérnie a vendégeket, hogy mindenki az
aktualis szobaszamat emelje négyzetre, és koltdzzon at az igy kapott szamu szo-
baba. Tehat az 1-es szoba lakoi helyben maradnak, a 2-es szoba lakoi a 4-esbe
koltdznek, a 3-as szoba lakoi a 9-esbe, a 4-es szoba lakoi a 16-osba, és igy tovabb.
A koltézeés utan tehat pontosan a négyzetszamot viselé szobak lesznek foglaltak.
Mivel a negyzetszamok kdzott egyre ndvekvé hézagok vannak, ezért tetsz6legesen
sok, de véges szamu Uj vendég szamara lehet talalni olyan egymas melletti szoba-
kat, amelyek mindegyike szabad. Ezen felll tébb szabad szoba is marad, igy ha
esetleg vegtelen sokszor is érkezik tovabbi veéges szamu vendeég, elhelyezhetdek
tovabbi koltdztetés nélkil.

A fentebb vazolt problémak nem ellentmondasok, csak a jozan észnek monda-
nak valamennyire ellent. Nem egyszer(i megszokni, hogy vegtelen sok elem halma-
zarol gondolkodjunk, és nehéz elfogadni, hogy az ilyen halmazok tulajdonsagai és
viselkedése eltérhet a véges halmazok tulajdonsagaitol és viselkedéseétol.

A végtelenhez kapcsolodo alapfogalmak
Sorozat

A sorozat fogalmaval valoszinlileg mar talalkoztak a diakok, hiszen akar a termé-
szetes szamokrol vagy primszamokrol beszéllink, szamsorozatokkal dolgozunk,
meégis fontos tisztazni a definiciot:

Olyan sorozatokat, amelyek szamokbol allnak, szamsorozatnak (tovabbiakban
sorozat) nevezzik. Megadasa torténhet kortlirassal, képlettel vagy rekurzioval. EI6-
allhatnak nemcsak véges, de végtelen sorozatok is.

A téemakornél meglatasom szerint van egy fontos feladatunk, megpedig
pontositani a hianyosan rogzilt tudast, mint példaul egy elsd néhany elemmel meg-
adott sorozat folytatasat. Ez az a feladat, amivel nagy valosziniiseéggel valahol mar
talalkoztak a diakok. A ,folytasd a sort” tipusu feladatok akar versenyeken, intelli-
genciatesztekben vagy az altalanos iskolas matematikadrakon is szerepelhetnek.
Ennek az a bokkendje, hogy képzési szabaly hianyaban a kdvetkez6 elem barmi
lehet:

Legyen példaul az elsé néhany elem: O, 1, 2, 3, ... . A legelterjedtebb valasz
az, hogy ez a természetes szamok felsorolasa, azaz a folytatas: 4, 5, 6, . . . . Egy
masik szabaly lehet, hogy a sorozat periodikusan ismétlédik, azaz a folytatas: O, 1,
2,3,0,1,... .Viszont semmi nem tiltja, hogy mas kdvetkezzen, vagyis lehet mas
is a sorozat ,logikaja”. Erre kulonosen fontos felhivni a figyelmet, mert a laikusok
gyakran esnek abba a hibaba, hogy pusztan a sajat logikajuk alapjan képesek el-
fogadni egy sorozat elemeinek folytatasat. A kdvetkez6 esetben legyen a sorozat
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els6 ot eleme: 3, 1, 4, 1, 5, ... . A sorozat egyik logikus folytatasa: 1, 6, 1, 7, ...
. Ugyancsak fel lehet ismerni a pi elsé szamjegyeit is, és a sorozatot ugy folytatni,
hogy: 9, 2, 6, . . . , akar meg is fordulhat a peridédus, ebben az esetben: 1, 4,
1, 3, ... . Ezen tul interpolacioval is lehet az adott elemekre polinomot illeszteni,
melynek értékei megadjak a sorozat hatralevd tagjait. Igazabol barmi lehet a kovet-
kezd szam, addig, amig nincs pontosan meghatarozva a sorozat a definiciénal leirt
harom lehetéség egyikével.

Sor

Ha egy sorozat elemeit 0sszeadjuk, azt sornak nevezziik. Ha szamok végtelen so-
rozatanak dsszegét képezziik, akkor végtelen sort kapunk.

A sorok bevezetésénél fontos hangsulyozni a kilénbséget a sorozat és a sor
kozott. Mig az eldbbi alatt szamok sorozatat értjik, addig az utobbin az adott so-
rozat tagjainak dsszegét (akkor is, ha végtelen sok szamrol beszéllink). A végtelen
sok szam dsszeadasanal fontos a j6 szemléltetés. Ennek érdekében olyan példa-
kat célszer( felhozni, amelyek mindennapi eszkdzokkel szemléltetheték. Az egyik,
erre a célra teljesen alkalmas feladat igy hangzik:

Ha el6szor lerakok egy 7 m? teriiletli csempét, majd melléteszem a felét, is-
mételten a felét, és igy tovabb, végtelenszer megismételve ezt a folyamatot, akkor
mekkora terlilet(i csempém lesz lerakva? (Az egység természetesen eltérhet.)

2. dbra: Csempelerakas

Hasonloan az el6z6hdz, kivonasra is alkothatunk a mindennapokra levetitett példat.
Ha van egy tortank és az els6é embernek a felét adjuk, majd a kdvetkezének a ma-
radeék felét (tehat az egész negyedét), a kdvetkezének szintén a maradék felét, és
igy tovabb... hany embernek jut torta? A gyakorlatban bizonyos szamu Iépés utan
kivitelezhetetlen ugyan, de ez a példa segit ravezetni az elméletre. A cél az, hogy
a feladatmegoldd megsejtse, hogy elméletben nem csak véges sokszor tudunk
felezni. Ha valaki azt valaszolja, hogy nem marad torta, az jo Gton jar.
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3. abra: Tortafelezés

A végtelen sorok szemléltetésére a mar korabban is emlitett Akhilleusz és a teknés
paradoxonja is kivaldan alkalmas. A probléma ismertetése utan a diakok elgondol-
kodnak, hogy miert tlinhet a feltételezés es a tapasztalat ellentmondasnak. A leiras
logikusnak tlinik, hogy mire Akhilleusz a teknds pozicidjaba ér, addigra a teknds
valamennyit elmozdul, és ha ezt véges alkalommal ismételjik, akkor soha nem éri
utol. A valosagban persze tudjuk, hogy utolérné a tekndst.

4. dbra: Akhilleusz és a teknés paradoxona

Hatarérték, konvergens, divergens

A hatarérték megértésehez és helyes alkalmazasahoz az eddig felsorolt ismeretek
elengedhetetlenek. Ahogyan az is, hogy nem akkor érti egy hallgato a hatarertek
fogalmat, ha 100 példat kiszamoltatunk vele, hanem akkor, amikor a feladatokat
onalldban meg tudja oldani, mert tisztaban van vele, hogy mit csinal. Az allitasomat
alatamasztja a sajat tapasztalatom is arrol, amikor én tanultam ezt diakként. A defi-
nicid bemagolasa nem egyenlé a készségszinten valo alkalmazassal. Epp ezért,
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bar altalaban szoritott a tempd és nincs elég idd az oktatasban erre, megis aki
teheti, javaslom, hogy alkalmazza legalabb a definicio kiegészitéseként az alabbi
szemléltetéseket, mert visszajelzésbdl és sajat tapasztalatbol is mondhatom, sokat
segitenek a minél gyorsabb megértésben.

Sokszor nehéz dolgunk van matematikatanarként, mert nagyon pontosan kell
fogalmaznunk, de kdzben ha valaki, esetleg tobben nem értik, el kell tudnunk mon-
dani ,konyhanyelven”, hogy nagyobb eséllyel megértsék. Olykor nehéz egyszer-
re szakmainak és érthetének lenni. Ezért most a pontos definiciot szandekosan
kihagyva (ugyis szamtalan forrasbol megtalalhato) inkabb a laikus oldalrol nezve
igyekeztem megfogalmazni nagyjabdl féluton a két megkdzelites kodzott, hogy mi
az a hatarertek.

Az el6z6ekben emlitett soroknak lehet hatarértéke, tovabba fliggvényeknek és
egyeb matematikai objektumoknak is. Hatarertéknek nevezzik azt, ahova a sor
tart. Mit értlink az alatt, hogy ,tart”? Pontosan azt, hogy egy bizonyos elem utan a
sor tovabbi elemei csak egy bizonyos kérnyezetben lesznek. A kdrnyezet pedig egy
tetszélegesen kis intervallum. Ennél a témakornél gyakran jo segitséget nyujt, ha az
elemeket, jelen esetben a sorozat elemeit bogarakhoz vagy rovarokhoz hasonlitjuk
peldainkban. Ebben az esetben a szemlélteté példa lehetne egy hangyavonulat,
ahol a hangyak a sorozat elemei, a hatarétékik pedig a hangyaboly, ahova tarta-
nak.

A hatarértékhez kapcsolodo fogalmak a konvergens és divergens. Egy sorozat
akkor konvergens, ha létezik hatarértéke, ellenkezé esetben divergens. A konver-
gencia a matematikai analizis egyik alappillére. Elemek sorozatanak konvergencia-
jan azt értjuk, hogy az elemek hatarértekben végtelen kis tavolsagra megkdzelitenék
azt. A matematikai analizis kiemelkedden fontos feladata, hogy a ,végtelen kozeli”
kifejezésnek pontos értelmet adjon és ezzel a hatarérték fogalmat matematikai esz-
koézokkel megfoghatova tegye. A konvergens és a divergens fogalmak értelmeze-
seéhez talan a legegyszerlibb szemléltetés egy szamegyenes, ahol egy pontszeru
bolha ugral az altalunk meghatarozott modon. Harom ilyen meghatarozas lesz:

Els6 esetben a bolha faradékony és mindig feleakkorat bir csak ugrani:

1

1 15 175 188

5. abra: Bolha ugrasa a szamegyenesen 1
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Szemléletesen lathato €s kdnnyebben elképzelhetd igy a diakoknak elsére, mint ha
csak a felirast latnak:
1
Im ) =2
o

A masodik bolha nem faradékony ugyan, de nem tudja eldénteni, melyik iranyba
mozogjon, ezért felvaltva ugrik jobbra és balra:

6. abra: Bolha ugrasa a szamegyenesen 2

Ebben az esetben a sorozatnal mutathatdo meg, hogy nem tart sehova. Azt mond-
juk, hogy nincs hatarértéke, ezért divergens.
Aharmadik bolha egyre nagyobbakat ugral, pontosan kétszer akkorat, mint elétte:

1 3 7 15

7. abra: Bolha ugrasa a szamegyenesen 3

Itt a abrazolasaval vilagosan lathato, hogy a végtelenbe tart, ezért divergens lesz.

Befejezés

Tanarként fontos, hogy azt, amit mi mar jol értlink, at tudjuk adni a megfeleld szin-
ten a hallgatoknak. Ehhez ajanlott medfigyelni a sajat megertesiink folyamatat, fel-
idézni, mi volt az, ami kulcsszerepet jatszott abban, hogy az adott témakodrben a
fogalmakat és lepeseket megértsiik. A végtelen fogalmanak megértése kilondsen
nehéz, mivel kézzelfoghatatlan. Eppen ezért fontosnak tartom a lehetd legjobb pél-
dak és feladatok kiséretében oktatni. Célul tizném ki, hogy az elvont fogalmakra a
matematikaban ne ,mumusként” gondoljanak a diakok, és ezért meg se probaljak
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megerteni. Napjainkban egyre nagyobb hangsulyt kap az oktatas modszertana,
ami a gyakorlatban sohasem tokéletes, de tamogatom az oktatas soran a tudatos
torekvest arra, hogy ne csak informaciot adjunk at, hanem azt a lehetd legmegfe-
lelébb kéntdsben tegyiik. Ugy gondolom, ha sikeriil érdekessé tenni, szemlélete-
sebben atadni az informaciot és ezaltal kozelebb hozni a vegtelent, mar sikeres volt
a torekves.
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,Az olvasé megismerkedhet a késébb testi szerelembe is atcsapd vonzalomnak az 6sszes
lehetséges borzongaté arnyalataval, szinével és visszajaval, valamint tragikus kévetkezményeivel
is. Jatékos, izgato kalandregény gyilkossaggal, poénnal, a végén gyasszal és valddi érzelmekkel.

Amolyan remekm(.” (Szabé 2003)

,Bblényekre gondolok és angyalokra, a lemoshatatlan festékek titkara, profetikus szonettekre, a
miivészet mentségére. Es ez az egyetlen halhatatlansag, melyben osztozhatunk,
te meg én, Lolitam.” (Nabokov 2006, 407)
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Erkolcsi kerdésekrdl irni egy fiktiv tortenetet feldolgozo regény kapcsan mindig
nagy kihivas. Ha egy olyan szévegrdl van sz6, amely megjelenése 6ta szo6 szerint iz-
galomban tartja az olvasokdzonseget, a kritikusokat és a kozvélemenyt, még izgal-
masabb. A dolgozat céljanak meghatarozasakor azonban meg kell fogalmaznunk
hipotézislinket. Vladimir Nabokov Lolita cim( regényében vizsgalatom targyat ké-
pezik majd a regény torténete altal felvetett etikai kérdések is, de emellett tovabbi
célom az is, hogy elvégezzem a mu tlizetes vizsgalatat. Ha abbol a koncepciobol
indulunk ki, hogy egy regényhés esetében szem elétt tarjuk annak fiktiv voltat, nem
kérhetjik szamon rajta a blneit.

Humbert Humbert természetesen csupan egy ,kitalalt figura”. Nyilvan felvetédik
a kérdés, ezt vajon megtehetjlk-e Vladimir Nabokowal szemben, aki pedig a vilag-
irodalmi kanon el6keld helyét foglalja el, nemcsak a Lolita ciml regényével, de
mas muveivel is. A dolgozat elején mindenképpen érdemes attekinteni a regeny
recepciojanak torténetét, és azt is, milyen fogadtatasa volt a Lolitanak a kdnyv
megjelenésekor.

Ezt kdvetden vizsgalatom targyava teszem a szdveget elsésorban abbol a nézo-
pontbdl, amely a test abrazolasara vonatkozik, majd pedig a kurrens szakirodalom
segitségeével igyekszem megallapitani, vajon a szbveg helyes megértését gatolja
vagy elémozditja, ha a szerepld viselkedésének erkolcsi itélete vezerli olvasatomat.

El6szor foglalkozom a mi fogadtatasaval, magaval a szerzével, aki hirneves lett.
Majd a néi test szerepével az irodalomban. Az el nem hanyagolhato szempontok és
vonatkozasok tekinteteben pedig az erkdlcsi-etikai ertelmezhetdség is megerintett.

A Lolita fogadtatasa - Vladimir Nabokov oriasi sikere

Vladimir Nabokov Lolita cimd regenye 1955-ben jelent meg a fehérorosz szarma-
zasu szerz6 tollabol, méghozza angol nyelven. A szerzé egy kildnleges kapcso-
latot mutat be a regényében: egy negyvenes éveiben jard irodalomprofesszor és
egy nagyon fiatal, minddssze tizenkét éves lany szerelmét. Hogy vajon szerelmi
térténet-e a Lolita, nyilvan értelmezés kérdése. A regény fészerepléje, Humbert
Humbert szempontjabdl kijelenthetjlik, hogy az & részérdl az. Hogy ez a vonzédas
egy ilyen fiatal lanyhoz tarsadalmi, erkolcsi, szexualis szempontbdl egészséges-e,
nem hivatott egy irodalmi dolgozat eldonteni. Azt azonban bemutathatjuk, hogy ez
a regéeny miképpen mutatja fel ennek a torténetnek erkdlcsi és etikai dilemmait.
Tudni kell, hogy a regény mar a megjelenésekor oriasi botranyt kavart. A szakma
azonban elismerte az irasmu esztétikai-irodalmi értékeit. A szerz6 a Lolita el6tt mar
kilenc kdonyvet publikalt, igazi hirnévre azonban ezzel a konywvel tett szert. A torte-
netet az olvaso ugy ismeri meg, mikent azt a f6hds vizsgalati fogsaga idejen megir-
ta. Humbert Humbert ugyanis retrospektive meséli el a vele torténteket. Ez a keret
lehetdséget ad arra, hogy az elbeszél6 torténetét duplan fikcioként értelmezze,
hiszen egy visszaemlékezés mindig magaban hordozza annak lehetésegét, hogy
azt ne sz6 szerint és igaz torténetként értelmezzik. A férfi, aki elcsabitja egyko-
ri szallasadoja és szeretdje, késdbb felesége kiskoru lanyat Dolores Haze-t, akit
aztan egy autoval végighurcol az allamokon, motelekben és szallodakban él vele,



Jaskoné Gacsi Maria | 84

majd a torténet végén embert is 61, mindenképpen blindsként tematizalodik a tor-
ténetben. A kdnyv a kritika szerint detektivtorténetként is olvastatja magat, hiszen a
blntény, a tettes es az aldozat felderitése is megtorténik a regényben. A mi minde-
mellett rendkivil nagy intellektualis kihivast jelent az olvasonak, hiszen intertextualis
utalasokkal, kulturtérténeti kitérokkel és filozofikus eszmefuttatasokkal is dolgozik
a szerz6. A kdnyv egyfajta utazas torténete is, nemcsak mert a szereplék folyama-
tosan uton vannak, de mert a széveg Humbert Humbert hdmpdélygd gondolatait is
megorokiti, mindazt, amit a szerelme és a rettegése, az erkolcsi dilemmai, valamint
a hivatasabdl adodo allandoé gondolkodas, iras-olvasas biztosit a szamara.

A fiatal néi test tematizalasa az irodalomban

A konyv forditoja Békes Pal egy interjuban felhivja a figyelmet arra, hogy a torékeny,
rendkivil fiatal n6k muzsaként, szerelemkeént, szeretéként és feleségkeént szerepel-
tetése nem ritka a vilagirodalomban. Minden korszaknak megvan a szépségidealja.
-.Nem szabad egy pillanatra sem elfelejtenliink, amit Nabokov maga is fontosnak
tart: az, hogy milyen életkoru lanyok irant érzett milyen minéségu erzelem mikor
elfogadhato és mikor elfogadhatatlan, kulturak és korok fliggvénye. Petrarca Lau-
raja nem volt még tizenharom éves a rola szol6 versek szlletésének pillanataban,
lanyahoz: »Hany tisztes lany van Veronaban, ki nalad ifjabb és mar anya?« Eszerint
a reneszansz kultura az ilyen életkorban folytatott szerelmi viszonyt magatol érte-
t6ddnek tekintette, de ma is vannak a foldnek olyan pontjai, ahol nem talalnanak
benne semmi meglepdt. Amikor és ahol a regény irodott, ez a magatartas elfogad-
hatatlan volt.” (Szabo 2003). Békeés Pal nem tér ki a Dante és Boccaccio koraban
oly ,elfogadott” gyermekkoru muzsakra, mint Beatrice vagy Laura, akiket szerzék
valasztottak maguknak inspiracioként kilenc-tizéves koru lanykak személyében. A
Lolita térténetében persze ennél t6bbrdl van szo, hiszen a fészerepld szexualis
viszonyt folytat a lannyal. Nem hajt veégre nemi erészakot €s nem bantalmazza Dol-
orest, sét a regény vegen az is kiderul, hogy a lany tisztasagat, artatlansagat nem
6 vette el, hiszen Lolitanak Humbert Humbert el6tt volt mar férfival szexualis kap-
csolata. A Lolita megsem tekinthetd pornograf minek. Nem vagykelt6 szandékkal
irodott, a szexualis aktus nem jelenik meg explicite a kdnyvben, viszont Nabokov
muveét a recepcio megis sokaig csupan igy tartotta szamon. A kdnyvben, valamint
a késdbb a kdnyvbdl keészlilt filmadaptaciokban megjelend testabrazolasrol kivalo
tanulmanyt kozolt Soltész Marton, aki A ,miserable brat’, a ,,nyegodnaja gyevcson-
ka” és a ,nyomorult kolyok”: A magyar Lolita poétikaja cimu tanulmanyaban kifejti.
hogy nem volt az irodalomban és a filmmUvészetben ez a téma példa nelkil valo
(Soltész 2011, 64).

Hetényi Zsuzsa pedig arra hivja fel a figyelmet, hogy Nabokov hatalmas ,ma-
nipulator”, amikor ,az egész vilag egy kislanyt megrontd pedofil tldézésérdl szo-
16 krimiként olvasta és olvassa, nézte és nézi filmnek feldolgozva a Lolitat, ezt az
ezoterikus, posztszimbolista filozofiai regenyt” (Hetényi 2007, 107). Szerinte és a
szakirok nagy resze szerint is Nabokov regenye a 20. szazadi vilagirodalom egyik
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remekmlve. Goretity Jozsef a Nagyvilagban megjelent cikkében arra hivja fel a
figyelmet, hogy ez a kdnyv azért is kilonleges, mert beleépll a regénybe sajat
keletkezésenek a tortenete, erdsitve ezzel a regeny onértelmezé jellegét, metare-
geny voltat (Goertity 1995). Bényei Tamas arrdl a kilonleges viszonyrol is beszél,
amely a két ember egymashoz flizi, tovabba arrol a Lolita-képrél, amely egészen
mas a regeny elején és teljesen masként abrazolodik a kdnyv vegeén az allapotos
lany megrajzolasakor. Bényei kiemeli, hogy ebben a részvét terhelte talalkozasban
is megcsillan Humbert érzelmi viszonya a lanyhoz, amikor Lolita férjével hasonlitja
O0ssze magat. Nem az erotikus motivacio az erdsebb, sokkal inkabb az érzelmi:
~ahogyan egy né irant érzett 6nz6 imadat atalakul azza, amit jobb kifejezés hijan
Oszinte szeretetnek vagy szerelemnek nevezhetink” (Bényei 1991, 53). Humbert
elharitd mechanizmusa torzitas, hiszen tetteit elfogadhatova szelidité gondolatvila-
gaban csak részben tudatosul sajat vagyanak irracionalis volta €s kegyetlensege;
tud 6szintén szeretni, az idékdzben kiabrandito, nimfacska korbol varanddssa valt
Lolita irant kepes 8szinte szeretetet tanusitani.

Erkolcsi kérdések Nabokov El6szavaban - Ki az a bizonyos
John Ray?

A legklléndsebb olvasoi hozzaallast maga a regény elészava tanusitja. Hiszen a
szerz6 a regénye elétti pretextusban egy bizonyos - természetesen fiktiv - Ifjabb
John Ray, az irodalomtudomanyok doktora. O beszéli el - irja le - a kdnyv keletke-
zéseének torténetét. Megtudjuk, hogy ez a széveg egy vizsgalati fogsagban meghalt
ferfi ,emlékirata, vallomasa”, tovabba azt is, hogy az itélet megszuletése el6tt sziv-
rohamban eltavozott férfie. A memoart nem javitotta, nem szerkesztette at az emli-
tett irodalomtudos, minden valtoztatas nélkiil teszi azt kozzé. A torténetet nemcsak
erkolcsi tisztasagaban, de meég valosagossagaban is ellehetetleniti. Kétségbe von
a szoveggel kapcsolatos minden egyéeb referenciat. Ettdl valik a bevezetd rendkivil
ironikussa. Ez a bizonyos John Ray azt mondja, hogy tragar kifejezéseket nem fog
talalni az olvaso, és az 6nmagaért valo érzekiség vadjaval sem illethetik. A célja
pedig, hogy az erkdlcsi felmagasztosulas felé torjon tantorithatatlanul. Ezzel az EI6-
szoval szerintem Nabokov elég egyeértelmlien megadja az ,olvasas kulcsat’. Egy
regényt olvasol, kedves olvaso, a szerzéje mar meghalt, de természetesen alnevd,
a torténet még az is lehet, hogy kitalalt. Es ugyan ki itélné el egy alnéven publikald
szerzd kitalalt szerepl6jének binét? Féleg, ha mar nem is él. A dilemmat otthagyja
az olvaso fejében. Hagyja, hogy az erkdlcsi itélet csupancsak a gondolat szintjén
lehessen jelen minden egyes olvasoban.

Egy riport alapjan idézheté Nabokov véleménye, amelyet Humbert erkolcsi-etikai
letezése kapcsan vall: ,Nem gondolom, hogy a Lolita vallasos konyv lenne, de azt
igen, hogy erkdlcsos [...] Es tgy gondolom, hogy Humbert az utolsé stadiumaban
erkolcs6s ember, mert rajon, hogy ugy szereti Lolitat, mint ahogy minden nét
szeretni kell. De ekkor mar tul keso; tonkretette a gyerekkorat. Ez a fajta erkolcsi
tanulsag mindenképpen benne van az irasmuben.” (Golla 2017, 92)
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Nabokov munkassaganak erkolcsi-etikai ertelmezhetésége rendkiviil bonyolult,
komplex targykor, mint ahogy azt maga az alkot6 ellentmondast nem ttré kinyilat-
koztatasai aposztrofaljak. Ebben a targykorben talan ugy tudunk vilagos magyara-
zattal élni, ha az ir6 textusaban elmélyediink és az adott széveg minden részletét
gorcso ala vesszik és tobbfajta korrelaciot vizsgalunk meg. Egyetértek Tamas Pe-
terrel, aki ugy fogalmaz, hogy ebben a kontextusban meg ekkor sem fogunk tudni
végleges valaszt adni, majd idézi Michael Rodgers és Susan Elizabeth Sweeney
gondolatat. Ezek alapjan a témaban irédott vélemények és kérdések tekintetében
Nabokov az alkotasa modozataival nyitott kérdések feltevéset 0sztdonzi: az erkdlcsot

maodjan interpretalhat.

A szexualitas abrazolasa a Lolitaban

Humbert Humbert az Enekek éneke stilusaban beszél szerelméré| a kis nimfacska-
rol, akit olyan tulajdonsagokkal és kilsével ruhaz fel (meztelenit), amely szublimalt
szépséegkent mutatja be a kissé csampas, selypegd, pihés bor, esetlen kis leanyt,
Lot. Kézben pedig a vilag legtermészetesebb modjan irja le szeretkezéseiket, mint-
ha csak arrol beszélne, hogy vasarolni ment a kozeli fliszereshez. Els6 erotikus jel-
legl beszélgetésiik a kocsiban zajlik, amikor is Humbert megcsokolja a nyakat, és
Lo mocskos alaknak nevezi, mert 6sszenyalazta. Majd amikor a fészerepld bevallja,
hogy tetszik neki, Lolita ezt valaszolja: ,Hat tulajdonképpen te is tetszel nekem.”
(Nabokov 2006, 151) Késbbb ezek a szdvegek egyértelmlen a szexualis aktus
érzékeltetésére szolgalnak, nem targyilagosak, nem szokimondodak, helyenként
meégis egyéertelmlien beszélik el a szeretkezés bizonyos formait. ,,A kis Lo olyan
energikus targyilagossaggal kezelte létem vesszejét, mintha valamely télem fligget-
len, érzékelten fogantyu volna.” (Nabokov 2006, 175)

»,Még csak nem is én voltam az elsd szeretdje” - hivja fel a figyelmet a {6szerep-
16, és részletekbe menden beszéli el a kis Lolita elsd szeretkezéseinek térténetet
egy bizonyos taborban egy Charlie nevl filval, akinek szerinte annyi volt a szexepil-
je, mint egy nyers répanak (Nabokov 2006, 179). A gyerek egyébként tisztaban
van azzal, mi torténik vele, vérfert6zdnek nevezi a férfit (Nabokov 2006, 156). Az
elsd szeretkezest mégis 6 kezdeményezi. Az erotikus egyUttlétek mind istenndi po-
zicioban abrazoljak a lanyt: , létemnek langja, lagyekom vagya, karhozatom, lelkem”
(Nabokov 2006, 9), maskor egészen megvetden beszél rola: ,szellemileg vissza-
taszitoan sablonos kislanynak talaltam, a baj €s a k6zénsegesseg elegye jellemez-
te, szertelen unalmat arasztott...” stb. (Nabokov 2006, 190-191). Viselkedése,
etkezesi és ruhazkodasi szokasai, dacos erzelemkitoresei eés kétsegbeesett gyer-
meki megnyilvanulasai keverednek az erotikus mozzanatokkal, kilonds polifoniat
kolcsondzve a regénynek. A ferfit pedig egyszerre mutatja apaként, mostohakeént,
parazna kéjenckeént, pedofil szeretéként és 6vo-védelmezd fogvatartoként. Hum-
bert Humbert gondoskodik a lanyrol, de altatot ad neki, hogy aztan megbecstele-
nitse. Mintha ezzel az elbizonytalanitott, hatarozatlan karakterrel is arra vilagitana
ra a szoveg, hogy Humbert Humbert nem létezik, egy alakoskodo figura, egy ures
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szerepld, akinek csupancsak hangja van, amely elmond egy torténetet, talan egy
szerelem torténetét, amelyet egy olyan lany valt ki beldle, aki valojaban nem léte-
zik. Irodalmi eléképekbdl és mindenféle megkonstrualt ndi figurakbol alkotja meg
az elbeszél6 azt a lanyt, akit aztan elveszit, de talan soha nem is volt a birtokaban.

A sz6veg megengedi, hogy tobbféleképpen értelmezzék. Nabokov lehetéséget
ad olvasojanak arra, hogy az erkolcsi itélet alol igy szabaditsa meg szerepldjét,
Humbertet, aki a szoveg olvasasakor mar halott. Felelésségre nem vonhato, nem is
beszélve Lolitarol, aki gyermekszilésben hal meg nem sokkal késébb. Erre utal az
utolso fejezetben maga Humbert Humbert és a kdnyv végen allo szévegben maga
Nabokov is. ,Szamomra egy regény csak annyiban létezik, amennyiben esztétikai
gyonyorlséget nyujt szamomra, mely kapcsolatban all mas allapotokkal, melyek-
ben a mlivészet a norma” (Nabokov 2006, 416.). Tamas Péter Lolitarol szolo disz-
szertacioja adja meg talan a legegyértelmibben a valaszt a kérdéstlinkre: Nabokov
eletmilvenek etikai olvashatosaga tehat joval Osszetettebb kérdés, mint ahogy az
ird kategorikus kijelentései sugalljak. Ezt a kérdést csak akkor remélhetjik megva-
laszolni, ha Nabokov szdvegeit részletesen, tdbbfajta dsszefliggésben vizsgaljuk
meg. De még ekkor sem fogunk tudni végleges valaszt adni.

A témaban legutobb publikalt esszekotet elészava ramutat, hogy Nabokov iras-
maodja nyitott kerdesek feltevesét inspiralja: az erkdlcsot kilonféle fogalmak dsszja-
tékanak tételezi, amelyet minden olvasé a maga modjan értelmezhet. Hogy milyen
Osszefliggésben érdemes Nabokov szoban forgd muvének utdszavat értelmezni?
Az ir6 ugy fogalmaz, hogy vilagossa valik, az esztétikai fogalom immanenciajan
belll értelmezhetjik az erkolcs fogalomkodreét. Vagyis, a tradicionalisan etikai fo-
galomkorbe tartozo tapintatossag, kedvesseég, szelidseég, jolelkliiség az esztétika
tartomanyanak halmazakent kapnak uj ertelmezest.
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There are several explanations for why Tibor Déry’s short story Love (Szerelem) is
not, or not primarily remembered as a love story in literary history, although, based
on the title, the reader might rightfully expect an emotional story. By the end this
expectation is essentially fulfilled. We believe there are few love confessions in the
history of world literature as moving as the one in the conclusion of Déry’s short
story: “Will you stay with me all night? ‘Yes,’ said the woman, ‘every night, as
long as we live.”

Nevertheless, according to the renowned researcher of Déry's literature, Fe-
renc Botka, the story is traditionally considered a “protest story”, a reflection of
the turbulent period preceding the events of 1956 in Hungary (Botka 2011, 77). It
was first published in the July 28, 1956 issue of Irodalmi Ujsag (Literary Magazi-
ne) followed by a collection much later, the 1963 anthology entitled Szerelem és

1 The quotes from the short story are taken from this edition: Tibor Déry: Love. Translated by llona
Duczynska. In Tibor Déry: Love and Other Stories. Introduction by George Szirtes. New York: New
Directions, 2005, 181-193. p. | have already discussed the short story in another context in my
2018 monograph: Reichert 2018, 246-259. More on the volume Love and Other Stories see:
Reichert 2016.
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mas elbeszélések (Love and Other Stories) published after the author’s release
from prison. The short story Love is by no means devoid of the portrayal of various
emotions and sensual impressions, but they become detectible to the reader only
through the mediation of the protagonist’s disturbed consciousness. This peculiar
narrative technique directs the reader’s attention to the reasons why B.’s feelings
and senses were dulled to such an extent. In other words, instead of the emotion
highlighted by the title and thus put in the foreground, the reader becomes curious
about the background: What happened to the man, why was he imprisoned, why
has he been released just these days, and what will happen to him when he returns
to his former home? (A similar technique of exchanging the foreground and the
background can also be observed in the short novel Niki published a year before.
Although the story is narrated from the perspective of the titular dog, the reader's
attention is directed towards the tragedy of the owners, Janos Ancsa, who was
taken away for reasons incomprehensible to Niki, and his wife living in deprivation.)
The interpretation of the short story as a “protest story” was also reinforced by the
widespread but factually unsubstantiated legend that Déry modeled B.’s character
based on the account of Béla Szasz, a journalist and editor sentenced as a se-
condary defendant in the 1949 Rajk trial and released five years later (Szilagyi
1984, 74).

Déry’'s own imprisonment between 1957 and 1960 can easily turn the readers’
attention from the internal reality of the text to the search for biographical similari-
ties. The years following its first publication fundamentally influenced how the text
is generally approached: In light of what happened to the writer, it can be tempting
to view the short story, which recounts B.’s journey home to Budapest from pri-
son - somewhat evoking Odysseus’s return - as a kind of self-fulfilling prophecy.
Recognizing this parallel, Karoly Makk's 1971 film Love also connected another
short story by Déry entitled Two Women (Két asszony), an autobiographical text
written in 1962, and the plot of the short story Love. The domestic “play” of the
pair portrayed in the film and modeled after Déry's elderly mother and his third
wife, Maria Kunsagi (portrayed brilliantly by Lili Darvas and Mari Térdécsik), retro-
spectively aligned the earlier work with the autobiographical context of the later
story (Makk 1994, 77-83). The plot of Two Women sets up the climax of Makk’s
adaptation which brings the short story Love onto the screen, with Janos, the male
protagonist (played by lvan Darvas), appearing only in the final quarter of the hour-
and-a-half-long film. Even though the plot of Déry’s short story takes place roughly
at the same time as its creation in 1956 (most clearly inferred from the surprise of
B., freshly released from his seven-year imprisonment, at the taxi driver’'s question
about which bridge to cross from Pest to Buda, indicating that he is unaware that
since the opening of Margaret Bridge in 1948, there had been three more options:
the Chain Bridge reconstructed in 1949, the Arpad Bridge - then called the Stalin
Bridge - built in 1950, or the Petdfi Bridge restored in 1952), the widely known
biographical facts of the author's imprisonment and release three years later were
inevitably “superimposed” on the story taking place much earlier.

There is no doubt that the special circumstances mentioned above significantly
contributed to the fact that, in opposition to its title, Déry’s cultic short story has
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never been regarded as a ‘“real’ love story. However, the text's distinctive poetic
technique, which portrays the “forgetting” and gradual re-experiencing of human
emotions (including love) through the filter of B.’s consciousness must be taken
into consideration. The main question of the short story is whether B. can regain
those feelings that the past seven years of torment have gradually eradicated from
him. In the following, we will examine the stages and obstacles of “relearning” per-
ception and emotions in Déry’s short story.

The introductory part of the story, which lasts until the protagonist leaves the
prison and begins his tram ride, initially depicts B. (who at first does not even have
initials and is referred to by the narrator only as “the prisoner”) fully identifying with
his status as an inmate and the difficulty of reclaiming his free will. At this point,
B. does nothing by his own free will; he passively observes or suffers through
whatever happens to him: “they took him to the small office of the prison”; “[h]
is personal possessions were brought in from the next room”; “they escorted
him [...] to the main gate”; “a sergeant came running out and stopped them”;
“lthe guard] returned his [B.’s] letter of discharge”. The guards mostly commu-
nicate with him using imperative sentences: “Grab it.” “Put it on.” “Come ‘ere”
“Sign here. [...] This one too.” (Erdédy 1983, 344) He only speaks when he is
asked, without considering that he might have any influence over his own fate:
“Don’t yer know your destination?’ ‘No,’ said B. ‘| don’t know where they’ll take
me.”” In fact, he does not even leave the prison on his own but only after repeated
commands from the guards: “There’s the tram, get going,’ said the guard to B.
when he had searched him and returned his letter of discharge. B. stood there,
staring at the ground. ‘Get the hell out,” said the guard. ‘What are you hanging
around for?’ ‘I'm going,’ said B. ‘You mean | can go?”".

Although it soon becomes clear that the third-person narration is focalized from
B.’s perspective, the narrator initially does not make the protagonist’s feelings and
thoughts accessible to the reader. This creates the impression that, at this point of
the plot, nothing is going on in the mind of the man, who is dragged around like a
puppet and is under the complete control of the prison. The narration, built from
succinct and short sentences, communicates only the most important information
to the reader (just as the guards do to B.), namely what happens and who says
what. At this point, one can only infer that B. might have been a political prisoner
- and perhaps the defendant in a show trial - since the narrator only hints at the
following, rather telling information: “The last thing he was handed was his letter
of discharge. The dotted line marked ‘reason for arrest’ was left blank.”

The narrator first allows a glimpse into B.’s thoughts when the man finally leaves
the prison: “He listened, but there were no steps behind him. If | make it to the
tram, he thought, and no one grabs my shoulder or calls out my name from
behind, then, presumably, I'm a free man. Or am I?” His first act of free will (or
rather, his first inaction) also occurs at this point, as he boards the tram: “A prison
guard with a pockmarked face was getting off the second car and, in passing B.
in the first car, his small piggy eyes looked him up and down. B. did not salute.
The tram started.” Although the very idea seems somewhat absurd (why would a
former prisoner greet his former jailer?), the fact that B. does not greet the guard on
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the tram signifies the act of release both physically (as the tram starts moving) and
mentally (from his subordination), which he realizes at this point.

As B. sets off from the stop in front of the prison (which is possibly modeled
after the Kozma Street Prison, since the tram shortly afterward stops at the nearby
brewery, revealing that the protagonist is riding tram line 28 towards Blaha Lujza
Square), he is suddenly overwhelmed by the stimuli of the outside world: “just
then, the world broke into sound”. This feeling of shock is reinforced by “mixing”
the representation of aural and visual experiences. The sudden change in B.’'s
condition is introduced by a movie metaphor, assuming the simultaneous presence
of sight and sound: “Much as in the cinema, when something had gone wrong
with the projector and the film had been running silent for a time and, suddenly,
right in the middle of a sentence or a word, the sound blasts out of the gaping
mouth of the actor. Then the theater, a deaf-mute space, in which the very pub-
lic seemed deprived of its third dimension, in an instant impulse is rocked to the
rafters with vibrant song, music and dialogue.” Following the return of the mo-
vie's sound, synesthetic sensory details (“All about him the colors started explo-
ding.”; “A tiny garden, bottle-green, with two sparking glass globes and an open
kitchen window undulated past.”) and evident poetic exaggerations illustrate the
initially overwhelming activation of external stimuli for the protagonist. This is well
exemplified by the following sentences: “The tram coming from the opposite di-
rection was yellower than any yellow B. had even seen, and it raced by at such
speed past a low, shimmering grey house, that B. thought it would never get
under control again. Across the street, two horses, red as poppies, galloped
in front of an empty cart. The enchantment of its rattle made the fairy clouds
dance in a mackerel sky.”; “Millions of people milled about the pavements|[...].”

The ecstatic mode of speech in this part of the short story, at times reminiscent
of Déry’s early texts from the 1910s, showing avantgarde influences, is gradually
replaced by more rational descriptions that increasingly separate the various sen-
sory domains. As B. approaches his home, he “relearns” how to use his senses,
and following the initial chaos, he visibly makes an effort to consciously restrain and
delay the flow of the incoming information. It is as if the conscious observation of
the outside world and the rational organization of bodily sensations commence as
soon as he gets into the taxi. Déry’s description here employs a much more con-
solidated imagery than the simultaneous depiction of his sensory overload during
the tram ride. It is noticeable that the narrator, following B.’s cognitive processes,
can now sequence the impressions coming from different directions and observe
them separately, rather than all at once: “The cab started. B. sat erect, not lea-
ning back. The sunlit street’s smell of dust and petrol, the clanging bells of the
streetcars rushed through the open cab windows. The sun blazed down freely
on both pavements and the shadows of the pedestrians, streaking by their feet,
seemed to double the volume of traffic. The awnings of a sweet shop had oran-
ge stripes that shed russet light on a young woman who sat smoking. Further
on at the corner, a small chestnut tree was budding, gathering underneath it a
minute patch of lacy, exhilarating shade.”
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Regulating the senses obviously carries significant weight for B. He considers it
essential to regain “control” over himself before returning home. In other words, he
begins working on the image he wants (or dares) to present to his wife during the
journey home. To put it differently: reason begins to prevail over emotions. The man
delays his return home for a while, possibly taking the taxi driver's advice: “B. got
out of the taxi at the funicular railway station, and walked the rest of the way. He
wanted to get used to moving about easily, before he met his wife.”; “His wife
wasn’t expecting him, anyway, he thought, so he had time to sit on the grass for
half an hour.” His elevated attention to the noises, images, and smells of the out-
side world reaches its peak in the ensuing long descriptions of nature. Observing
the trees, flowers, sky, and clouds triggers extreme reactions in B. (loss of sense
of time, dizziness, vomiting): “He gazed at the two, through the attainable to the
unattainable, till he blacked out. He had forgotten to wind his wristwatch and
didn’t know how much time had passed since he had left the taxi, so he turned
and started for home. After a few steps, he went behind a bush and vomited;
he felt relieved.” In the third and final part of the short story, B.’s focus increasingly
shifts from the “outside” to the “inside”, towards his own feelings and those related
to his wife, and notably towards the experience of their shared tragedy.

B. looks in the mirror twice during the story: first when he gets out of the taxi
(“Sideways across the street he saw a narrow mirror in the window of a clothes
shop. He stood in front of it for a while, then he continued on his way.”), and
then in their apartment while waiting for his wife (“The table was piled with many
things — books, clothing, toys. There was also a small hand mirror. He looked
into it; it showed what the one in the shop window had shown.”). In neither in-
stance does the narrator inform the reader of what B. sees in the mirror, but these
telling instances already foreshadow the sense of loss that pervades the ending of
the short story, despite the joy of reunion. The realization that nothing can be con-
tinued from where they left off because B. himself is not the same person anymore
is mirrored by his words: “I've changed,’ said B. ‘I've grown old.”” More important
than the possible physical deterioration hinted at through these omissions are the
emotional and psychological aspects of the “change” to which B. alludes with his
statement. When he sees his wife and young son again, he realizes that nothing
can return him the past seven years. At this instance, the reader also begins to
doubt whether B. will ever be able to show tenderness towards his loved ones
again.

It is striking that B., even though the narrator allows us to see his deepest feel-
ings for his wife on several occasions, communicates with his wife and son in a
surprisingly measured, almost interrogative manner. He never addresses the boy
directly; when he has the opportunity to meet him, he does not let him enter the
room. What is more, the narrator does not actually distinguish the child from the
small group of four or five who surround him upon their first meeting. (In fact, even
when asked twice, the wife refuses to tell B. which child is theirs.) The fact that the
boy, like his father, lacks a “visual code” in the story raises concerns about whether
this mutual unfamiliarity (invisibility) can be overcome following the events unfolding
in the short story. B.’s promise does not seem reassuring either (“I'll get to know
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him and love him.”), and the question about the possibility of having another child
raises another problem: “Can we still have a child?’ she asked. ‘Perhaps,’ said
the man, ‘if you love me.”” The “technical”’ nature of the question is not answered
by B.; instead, he shifts the responsibility to his wife for determining how their
family and marital life might unfold in the future. This call for confession dominates
the entire conclusion of the story. B. asks his wife three times, “Do you love me?”
and inquires four times whether his wife would be able to get used to him. The wife
repeatedly tries reassuring his husband of her feelings. The phrase “my only one”
is uttered a total of seven times in the short story, while she says “I've never loved
anyone else” three times. She also emphasizes her feelings by sentences such
as “I'll love you always, as long as I live”, “There wasn’t a day | didn’t think of
you,” etc. The numerous repetitions make it seem as though she is overly eager
to prove the steadfastness of her love to B. Understandably, considering what has
happened earlier, B. is unable to express his emotions in a similar manner, even
though the narrator repeatedly alludes to B.’s tender feelings for his wife: “His wife
was a wonderful blend of air and flesh, unseen and unheard of before, unique.
She surpassed everything he had treasured about her for seven years in pri-
son.”; “When she whispered, each word could almost be taken in one’s mouth
as it hung in the air.”; “She surpassed everything he had treasured about her
for seven years in prison.” This raises a somewhat psychological question: is it
enough to feel attachment to the other person “on the inside” without expressing
it verbally? On the other hand, as the wife’s repetitions suggest, it is also question-
able whether such a highly complex set of emotions, which we commonly call love,
can be conveyed through words at all.

Considering B.’s past traumas, it is not at all surprising that the few hours the
short story encompasses were insufficient for him to find a way to express his emo-
tions (not to mention the gender stereotypes of the period, which significantly dif-
fered from today’s and might also explain B.’s reticence.) However, Love becomes
a profound read - and not a simple love story with a happy ending - precisely
because it does not show the “positive outlook”, the real coming together of two
people. We cannot be certain whether the wife’s one-sided confessions and B.’s
deeply felt but almost immediately suppressed, unspoken emotions will eventually
give way to a mutually used “language of love”.
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I. Médiajelenségek: média és valdosag

Az ugynevezett informacios tarsadalomban a web2.0 a kultura szervezédése-
nek meghatarozo ,helyszine”. Jollehet a hozza tarsitott fogalmak nem az internet
termékei’, annak virtudlis talajan szinte kiirthatatlanul burjanzanak. Olyannyira,
hogy a web2.0 indulasa utan tiz éwel, 2016-ban a post-truth lett az év szava, egy
évre ra pedig a fake news. Az elébbit az Oxford Dictionary, az utobbit a Collins
English Dictionary valasztotta ki (F. Szabo 2017). A ,post-truth” nem mas, mint
egy olyan igazsag, amely nem tényeken alapul, hanem intuiciokon.2 Nem csupan
veélemeny, hanem egyfajta alternativ igazsag. A ,,fake news” olyan hir, amelynek az
igazsagtartalma er6sen megkérdojelezhetd, és szandéka szerint a kdzveleményt

1 Ropolyi Laszlo szerint az internet a posztmodern eszkoze (lasd: Ropolyi 2006, 13).
2 Lasd még: https://dictionary.cambridge.org/dictionary/english/post-truth
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szeretné befolyasolni, vagy az informacios zajt szeretné erdsiteni. Szamos eset-
ben hasznaljak pénzkeresés ceéljabol (lasd: clickbait cimek), esetleg csak rossz
tréfanak szanjak.® Tehat a fake news sok mindennek lehet az eszkéze, de dnmaga-
ban nem sokat érne, ha nem jutna el a célkdzénséghez.

A latin propagare szo eredetileg terjesztest jelent, ritkabb hasznalatban kerte-
szeti szaksz6 a dugvanyozasra. Ebbdl alakult ki a propaganda fogalma is, amelyet
gyakran hasznalunk a kéznapi beszédben negativ elgjellel, azonban ez nem kez-
dettdl fogva €s minden kontextusban van igy (v6. Auerbach - Casonovo 2014). A
dezinformalas a hamis hirek célba juttatasanak szandékos formaja. Kilonbozik a
félreinformalastol, amely nem feltétleniil szandékos. A Political Capital szerint ,,a
dezinformacio részben vagy egészben hamis tartalmak szandékos terjesztését je-
lenti, ami a célcsoport viselkedésének vagy attitidjének befolyasolasa érdekében
torténik, méghozza karokozas céljaval”’.# Szemléletes példa a torténelembdl Viad
Tepes, a késobbi Drakula grof esete, aki rossz megitélesét nemcsak kegyetlen
természetének, hanem a Hunyadi csalad erés dezinformacios tevékenységének
is koszdnheti. Szlletése utan majd 400 éwel Bram Stroker kényvet irt Drakula
grof kegyetlenkedeéseirdl, napjainkra pedig ,,vampir’ valt beldle (Miskolczy 2021,
442-443). A kdnyvnyomtatas idejeben a dezinformacio hatasanak elsé jelei néha
évek mulva bontakoztak ki. Az internet koraban a dezinformacioé virulensnek bizo-
nyul: Drakula grofrol napjainkban a legvadabb konteok terjednének a kilonb6zd
forumokon, ténykent kezelt feligazsagokat kdzdélnenek rola vioggerek és influen-
szerek, minddssze néhany ora leforgasa alatt. Az el6bb emlitett konteok, vagyis
Osszeesklvés-elméletek is igen népszerlek voltak az emberiség torténelme soran.
A Political Capital most is a segitséglinkre lesz a kdvetkezd definicioval:

Az ,6sszeeskiveés-elmélet” kifejezés alatt itt olyan hiedelmeket értlink, melyek szerint
egyes egyének és csoportok egymassal egylttmikddésben valamilyen rosszindulatu,
ellenlink iranyulo titkos Terv megvaldsitadsan dolgoznak. A minket érdekld, tarsadal-
mi-politikai kérdéseket feszegetd Osszeeskivés-elméleteket tobbek kdzott az kildn-
bozteti meg az egyéni paranoid téveszméktdl, hogy itt nem az egyén, hanem a csoport
a Vélt és félt dsszeeskiivés aldozata és céltablaja. (Krekd 2011)

A véleménybuborék® kifejezést el6szor egy 2011-es TED-eléadason hasznalta
Eli Pariser, és a platformmeédia mikodési mechanizmusanak egy részét kivanta le-
leplezni vele. Osszefoglalva nagyjabol ezt értette alatta: a személyre szabotta valo
web2.0 egy id6 utan a keresési elézményeinket figyelembe véve azt mutatja meg
neklnk, amit latni szeretnénk. Az igy perszonalizalt tartalmak egyfajta buborekba

3 Chip a vakcinakban? Kiderilt, hogy valéjaban egy gitarpedal kapcsolasi rajza kering a neten. Hvg.
hu, 2021. januar 6.

https://hvg.hu/tudomany/20210106_covid_koronavirus_vakcina_elektromos_gitar_pedal_aramko-
ri_rajz_5g_chip_konteo

4 A dezinformaciérdl. Political Capital, 2022. december 19. https://politicalcapital.hu/konyvtar.
php?article_read=1 &article_id=3133

5 Visszhangkamranak is nevezik. Angolul echo-chamber vagy filter bubble.
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zarjak a felhasznalot, akik igy nem latjak, hogy milyen tartalmak maradtak kivil ezen
a szlrén. A régi médiaban tartalmi szlirékent funkcionald kapuérék megszintek
létezni az Uj medialis kdrnyezetben, helyiket algoritmusok vették at (Lovasz 2023).
Pariser a The Filter Bubble cim( kdnyvében még hozzateszi, hogy a felhasznalo
valosagerzekelésében olyan valtozasok mennek vegbe, amelyek egyfajta visszate-
rést jelentenek a ptolemaioszi vilagképhez: a felhasznalo a kézéppont, €s minden
égitest korllotte forog (Pariser 2011).

Az Ujabb kutatasok mar legalabb kétfele buborékot kilonboztetnek meg: a véle-
meénybuborékot (echo-chamber) és az episztemikus buborékot (epistemic bubble).
Ko6z06s tulajdonsaguk, hogy eldsegitik az ideoldgiai széttagoltsagot, és mind a kettd
valamilyen szinten tévuton tartja a benne lévdket. Lenyegi kiildnbseg a kettd kozott
az informaciot kizard szandékban van. Az episztemikus buborék esetében az infor-
macio kizarasa nem feltétlenul az informacio kdvetkezetes elhallgatasanak az ered-
ménye; minddssze annyi torténik, hogy ezek az informaciok valamilyen strukturalis
okbal kivil maradnak a buborékon. Ellenben a visszhangkamra (echo chamber)
eseteben a buborékon kivil maradt informaciok diszkreditalodnak, igy a belil ma-
radt hangok feler6s6dhetnek (Nguyen 2020, 143-144).

Ezek a jelenségek a mai internetkulturanak és az informacios tulterheltségnek
kdszdnhetéen tomegesen elhomalyositjak azokat a tajékozodasi pontokat, amelyek
altal a ,realis” vilag megismerhetének és leirhatonak latszik. A posztmodern
allaspontja szerint alapvetéen nincs objektiven megismerhet6 valdésag, csak szub-
jektiv valésagok vannak. Egy tarsadalom és az azt alkotd emberek mindig mast
tartanak realisnak és nem realisnak.

A valdsag atértelmezésében meghatarozé szerepet jatszik a virtualitas fogalma: virtu-
alitas az, ami nem a valésag, de olyan mintha az lenne [...] virtualitas terminusa Uj ke-
letli, de tartalma nem. [...] Virtualitas a nem abszolut mértékkel rendelkezé valésag, a
valosag, amelynek nem eleve adott abszolut jellege van, hanem viszonylagos és valtozo
mértéke. (Ropolyi 2010, 1)

Ropolyi a realitasrol és a virtualitasrol (vagy nem realisrol) térténdé gondolkodast
a tovabbiakban torténeti korokra vetitve targyalja. Eszerint létezik egy magikus vi-
lagkép, amely alig tesz kildnbséget a valésagos és a virtualitas kdzott, egy antik
vilagkép, amelyben kilonb6zd gondolkodok, kiilonbdzd kdvetkeztetésekre jutnak
(lasd Platon es Arisztotelész). A kdzépkori ember vilagképeben minden €s mindenki
valamilyen szempontbal a virtualitasnak feleltetheté meg. Ez alol egy kivétel akad:
a keresztény Isten. O a realitas, aki a csodaival képviseli a realitast a virtualitasban.
A modernitas felfogasaban az ember és a tarsadalom uralja a realitast, és az uralmi
eszk6zOkon keresztll hatarozhatjuk meg azt. Az ideologiak, a hit €és minden, amit
nem tud kontroll alatt tartani, a virtualitashoz tartozik. Azonban a modern ember
pluralis természetd, a realitas-virtualitas kozotti hatarvonal jol lathato, de mindkettd
szerves része az emberi életnek. A posztmodern realis-virtualis elképzelés a mo-
dernista felfogas kudarcanak a reflexioja. Nincs konszenzusos valosag: valosagok
vannak, amelyek nem hierarchikusan rendezddnek, hanem halozatosan. Nincse-
nek alarendelések, csak folyamatos mellérendelés van, amelyek kozott a hatarok



99 | Utkoztetett valdsagok Philip K. Dick Figyel az ég cim(i regényében

folyamatosan bomlanak szét. igy csUszik at a virtualitas a realitasba és a realitas a
virtualitasba. Ez bizonyos értelemben visszatéerés a magikus vilagképhez (Ropolyi
2010, 4-10). A post-truth korszaka, annak minden tartozékaval - véleménybubo-
rék, alternativ tények, dezinformacio - ugyanigy a magikus vilagkép Ujraélesztése,
egy elmosott hatarvonal az igazsag es az alternativ megkdzelitesek kozott. Szokas
ezt a korszakot valosag utaninak is nevezni, bar ez a kifejezés is a 19. szazadbol
eredeztethetd. Ez a korszak alternativ tenyekbdl épitkezik és alternativ vilagokat
hoz létre a gondolkodasban (Kreko 2021, 21).

A tarsadalmi valtozasok a muvészetben jol nyomon kdvetheték. igy példaul a
science fictionben is, ami egy, a tarsadalmi problémakat hatékonyan adaptalni
tudo mufaj. Ennek egyik legismertebb képviseldje, Philip K. Dick is reflexiven ko-
zelit ezekhez a kérdésekhez a muveiben. Na de vajon milyen kapcsolat van egy
1957-es regény es ezek kozott a tipikusan 21. szazadi fogalmak kozott? Ebben a
fejezetben azt igyekszem bizonyitani, hogy Philip K. Dick Figyel az ég cimi korai
munkajaban mar olyan témakat jar koril, amelyekkel a fejezet elején foglalkoztam,
tematizalja a valosag megismerésének a lehetdségeét, a visszhangkamrakat, a kont-
eoOkat és a dezinformaciot. Ez azonban nem azt jelenti, hogy a szerzé a jévébe latott
volna. Ezek a jelenségek valamilyen formaban léteztek, csak az ujmédia koraban
kerlltek a kdztudatba, ekkor kezdtek rola reflexiven gondolkodni. Az informaci-
Os tarsadalom koraban ezek a fogalmak és jelenségek hangsulyosabb szerepet
kaptak, mint eddig barmikor, nevesitve lettek, pontos fogalmi hatarokat probaltak
nekik szabni.

Il. Figyel az ég! Véleménybuborék, dezinforméacio,
Osszeeskiivés

Philip Kindred Dick a science fiction m(faj egyik legismertebb és legmeghatarozébb
alakja. Ezt mi sem bizonyitja jobban, mint a szamtalan filmadaptacio, amelyet a re-
gényei ihlettek. Ha valamit biztosan lehet allitani rola, hogy a regényeiben és novel-
laiban nem a technikai fejlettség a hangsulyos (Svébis 2012). A zsanert mint egy
sajatos nézdpontot hasznalja: a problémafelvetések, amelyekkel foglalkozik, sza-
badon kibonthatdéak barminemu koététtség nélkdl, igy nem kell megfelelnie a ,valés”
vilag szabalyszertiségeinek.® Mlveiben gyakran foglalkozik olyan, a sajat koraban
eléremutato peldakkal, mint az android-ember viszonyanak és megkulénbdztethe-
téségének a kérdése, az emlékezées, a tarsadalmi paranoia, az emberi tudat kérdé-
se, eés legféképp azzal, hogy mi a valésag (Schubert 2007).

Philip K. Dick egyik megoldasa arra, hogy felhivja a figyelmet a valosag meg-
ismerhetéségének a problémajara, az, hogy a szdvegekben alkalmazott belsd
metalepszisek altal folyamatosan elbizonytalanitja az olvasoét a regényben abrazolt
valosaggal kapcsolatban. Ahogy Bene Adrian irja, ezek ,olyan fantasztikus meg-

6 A realitas és a valosagos kifejezéseket mint a hétkdznapi gondolkodasban mikodtetett koncepcidkat
az elemzéshez szlikséges stratégiai fogalmakként fogom hasznaini.
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oldasok, amelyek felboritjak a regényvilag valosagaban (és egyben a mi olvasoi
vilagszemléletliinkben, elvarasainkban) az ok-okozati, illetve idébeli rendet vagy at-
hagjak a valosagos és a képzeletbeli kozotti hatarvonalat” (Bene 2010, 235).

A szerz6 1957-es regényének értelmezése soran nem érdemes negligalni a
torténeti kontextust, ugyanis a cselekmény az Egyesiilt Allamok azon korszaka-
ban jatszodik - az 6tvenes években -, amelyet szokas kommunista boszorkanyl-
dozésnek is nevezni.” Az amerikai belpolitika ezekben az idékben minden bokor
mogott egy bujkald kommunistat latott. Olyan személyek lettek megvadolva kom-
munista 0sszeesklvéssel, mint Orson Welles és Charlie Chaplin. (Utobbi valoban
szimpatizalt kilénb6zé kommunista eszmékkel, de semmilyen szervezkedésben
nem vett részt.) A regény cselekménye ebben a paranoid Amerikaban jatszodik,
a torténet szerint a fészerepldk egy részecskegyorsitoban tortént baleset soran
olyan parhuzamos valosagokon mennek keresztll, amelyeket a regéenyben
alomvilagoknak hivnak. Minden alomvilag kézponti iranyitéja az, aki almodja, igy
minden ilyen parhuzamos valosag az egyik szerepld vilagszemléletét tikrozi, aki
kvazi isteni lénynek tekinthetd. A szereplék csak ugy tudnak kijutni ezekbdl az alom-
vilagokbol, ha a mikodtetot legyodzik.

A regényben az egyes szerepl6k (rem)alomvilagai bizonyos értelemben analog-
nak tekinthetdk olyan visszhangkamrakkal, amelyek az 6tvenes évek Amerikajanak
kdzbeszedét és kdzhangulatat idézik meg. A krealt vilagok a szereplék szamara a
tokeéletes biztonsagot vagy a kételyekkel teli teljes bizalmatlansagot testesitik meg.
Minden alomvilagot mUkddtetd szerepld egytdl egyig a sajat vélemeénybuborekja-
ban él, és ami ezen kivul esik, azt mind ellenségesnek, idegennek €s visszataszi-
tonak érzi. Harom szerepldé nem alkot vilagot: Hamilton, a felesége, Marsha és az
afroamerikai idegenvezet6, Bill Laws. A valo vilagban az alapkonfliktust a harom
fészerepld kozotti viszony alakulasa adja. Hamiltont, aki tudosember, McFeyffe, aki
a baratja és kollegaja, kirlgatja a munkahelyérdl, mert a feleségérol, Marsharol a
baloldali kotédese miatt feltéetelezik, hogy kommunista kém.

I1.1. A tudomany mindenhatésaganak a megkérdojelezése

A baleset utan a szerepl6k a haborus veteran - mint késdébb kidertl, egyben egy
vallasi szekta tagja - Arthur Silvester vilagaban ébrednek fel, bar ekkor még nem
tudjak, hogy ami korilveszi 6ket, az nem az a valdsag, amit eddig ismertek.

Elsé lepeskent a feleség, Marsha a vilagot furcsanak talalja. A korhazbol hazajo-
vet megjegyzi, hogy az 6sszes ember, akivel eddig talalkoztak, ugy néz ki, mintha
egy reklambol maszott volna ki, ami egyszerre tlnik természetesnek és furcsanak.
A férje ,minden rendben?” kérdésére eleinte terel6/tagadd valaszokat ad, misze-
rint minden furcsasag csak a gyogyszerek és fajdalomcsillapitok, illetve a baleset
okozta sokk hatasa miatt lehet. Azonban a koévetkezd részben eszébe jut valami:

7 Boszorkanyiildozés - amerikai médra. Mult-Kor. Térténelmi Magazin. 2003. december 11. URL:
https://mult-kor.hu/20031211_boszorkanyuldozes__amerikai_modra?pldx=2
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- Egyvalami volt - emlékezett vissza hirtelen Marsha, és ujjai gorcsdsen megfesziltek
a retikiljén. - Medfigyelted az orvost? [...] Csak olyan volt, mint ... mint egy paca. Mint
a fogkrémreklamokban az orvosok. [...] Es a névér - folytatta Marsha - O is olyan volt,
mint az 6sszes ndvér, akit valaha lattal, csak éppen egy személyben. [...] Hamilton
elgondolkodva bamult ki az ablakon - Ez a tomegkommunikacio hatasa - vonta le a
kovetkeztetést. - Az emberek a reklamokra akarnak hasonlitani. (Dick 2016, 29-30)

Hamilton a tomegtarsadalom deperszonalizaciojat a tdmegmeédia szamlajara
irja. Azonban a dolog kettds természetl. Egyrészt megjelenik a regényben annak
a konzumembernek a képe, aki mindenaron hasonlitani akar a reklamokban pre-
zentalt emberképre, ezért viselkedését, megjelenését, mosolyat €s mondandojat
ahhoz igazitja. Tehat a regény reflektal egy mediaperszona-fétisre, amelynek forra-
sa a befogado. Masrészt a média mint tudatipar teljes befolyasolo erejére hivja fel a
figyelmet. A média egy masik valosagot teremt, a konzumember pedig azt fogyaszt-
ja. Az alomvilagok kozvetve a média termeékei is. Itt a mediat ugy értem, mint mé-
diumok Osszessége, tehat minden, ami az emberi kommunikacioba beletartozik.

A férfi kinézett, de csak gomolygd homalyt latott, és a hazak bizonytalan témbijeit. Itt-ott
erétlen fények pislakoltak. Az égbolt nem latszott, tomor kodlepel Uszott néman a haz-
tetdk folott. Semmi sem mozdult. Eletnek semmi jele. Embernek sem.

- Mintha a kdzépkorban lennénk - suttogta Marsha. (Dick 2016, 33-34)

Szereplbink ezen a ponton mar gyanut fognak, hogy valami tényleg nem stimmel a
valosaggal. Amikor par sorral kesObb a bibliai saskajarast tapasztaljak a sajat bori-
kon, a felismerés mar elkertlhetetlen. Ez a valosag nem az, amit eddig megismer-
tek. A kdzépkori allapot magyarazata nem mas, mint egy vallasos ember vilagkepe.
Egy olyan vallasos emberé, akinek a gondolkodasmaodija a regény szerint valahol a
kdzépkorban ragadt.®

Arthur Silvester vilagaban a babona és a vallas a {6 mozgatoereje a vilagnak, a
tudomanynak masodlagos, avitt, s6t megvetett szerep jut. A vilagban kimondott
atkok hatasosak, azonban a gyogyszerek és medicinak nem; a felszentelt vallasi
ereklyéknek valodi gyogyito ereje van. Az Osszeeskuives-elmeéletek egyik jellemzd
vonasa a tudomany megkérdéjelezése és a mas, ezoterikus vagy nem tudomanyos
~tenyek” melletti szazszazalékos kiallas. Arthur esetében nehéz elddnteni, hogy a
vilagképe mennyire vallasos vagy mennyire dsszeeskuves-hivd. Mindenesetre a
vilaganak majd minden aspektusa vallassal van atitatva. A vilagban vilagosan meg-
hatarozhato, mi a jo és rossz, és ezek a kategoriak kizarolagosak. A vallasos vilag-
kép jo, a nem vallasos rossz. Azonban ez nem csak vallaskritika. Ez az alomvilag
sokkal inkabb reflektal a szektas gondolkodasra, mint a vallasi meggydzédésekre.

8 A szerz6 egyébkeént szamos miivében foglalkozik a vallassal és annak kritikajaval. Némely munka-
jaban létrehoz 6nallo vallasokat, amelyeket altalaban tébb, egymassal nem feltétlenlil 6sszefliggd
vallasokbol gyur 0ssze. Ajanlott olvasmany a témahoz: Szilardi Réka: Spontan légyott a valdsaggal?
Isten-variaciok Philip K. Dick harom regényében. In: Vallastudomanyi tanulmanyok Ill. 2008(3),
175-188.
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Az 6sszeeskiives-elméletek hivei szinte vallasosan allitjiak, hogy a Fold lapos (Bo-
dog 2023), a vakcinakkal nanochipeket® (ltetnek az emberekbe, akiket késdbb
igy tudnak ellendrizni. Arthur vilaga a tudomannyal szemben kepzddétt meg, pont
ugy, ahogy napjainkban képzddnek meg példaul a kilonb6zé ezoterikus gyogy-
modok az orvostudomannyal szemben. A regény azonban nem mereszkedik ilyen
messzire Arthur Silvester és a vallasi fanatizmusanak az esetében. Edit Pritchet, a
kovetkezo vilag krealdjanak a vilaga azonban mas megvilagitasba helyezi a véle-
ménybuborék zartsagat.

I.2. A véleménybuborék tulmiikodése: a védéburok

A szerepl6ink - kodzvetlentl azutan, hogy legydztek az el6z6 (rem)alomvilag krealo-
jat - afelszabadulas erzésével lelegeznek fel. Azonban ez az allapot révid ideig tart,
ugyanis a vilagbol eltiint a szexualitas. Ezt a gyanut a masodlagos néi nemi szervek
szembedtl6 eltlinése tamasztja ala: ,Marsha értetlenll nézett vegig magan. A melle
telijesen hianyzott. Teste sima volt, kicsit szdgletes, és hianyzott rola mindenféle
elsé- és masodlagos nemi jelleg. Elment volna egy karcsu és szdrtelen fiunak is.
Ketseégtelenll és vilagosan semleges nemd lett.” (Dick 2016, 110-113)

Edith Pritchet vilaga idillikus, ugyanis mindent eltiintetett beldle, ami 6t zavarta.
llyen a szexualitas, a husevés, de az olyan aprésagok is, mint a legyek és az autok
kirtjelei:

Barmilyen targy, dolog vagy esemény, ami az étvenvalahany éve alatt megkarcolta az
asszony unalmas életének sima felszinét, finoman kitorl6détt. Néhanyat meg tudott
tippelni. Kukakkal zorgé szemetesemberek. Hazalo lgynokok. Mindenféle szamlak
és nyomtatvanyok. Sird csecsemok (és talan minden csecsemd). Részegek. Mocsok.
Szegénység. A szenvedés ugy altalaban. Csoda, hogy egyaltalan maradt valami. (Dick
2016, 126)

Az alomvilag kreal6ja mindent megsziintetett, ami az altala elképzelt és felvilago-
sultnak nevezett vilagképbe nem illik bele. Azokat a tényeket, amelyek zavardak az
elmeéletlink szempontjabdl, figyelmen kivil hagyjuk. Ha ez megtértént, mar semmi
akadalya annak, hogy a vilag ujrakeretezhetd legyen. Mrs. Pritchet vilaga pont igy
mukodik. Figyelmen kivil hagy és konstrual. Hamilton az ujsagot lapozgatva egy
vilagtérkepre talal, Oroszorszag helyén azonban csak egy fehér folt van. ,Valoszinui-
leg igy festhet most Azsia északi része. Ahol valaha millick éltek jol vagy rosszul,
ott titani méretl Ures csik huzodik. Ugyanis ami az Edit Pritchet nevu tulsulyos,
koézépkoru nét illeti, igenis rosszul éltek. Zavarta Oroszorszag, akar egy zimmogo
szunyog.” (Dick 2016, 133)

Masreészt igy mikodik a platformmedia. Mrs. Pritchet nem volt kivancsi Oroszor-
szagra, a nyomorra és a diktaturara. Ma egyszertien ugy mondanank, , kikovette”,

9 Az amerikaiak husz szazaléka elhiszi, hogy mikrochip van a koronavirus-vakcinaban. Hvg.hu. 2021.
julius 21. URL: https://hvg.hu/tudomany/20210721_koronavirus_vakcina_mikrochip_konteo
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tehat leallitotta az adott orszag kdvetését. Bar mar ennyit sem kell tenni, a véle-
meénybuborék ezt megteszi helyettiink. A platformokat miikodtetd algoritmusok egy
bonyolult, sok dsszetevds modszerrel vizsgaljak az objektumokhoz (hirek, esemé-
nyek, oldalak, ruhazati cikkek stb.) valo kétédésunket. Ha ugy itélik, hogy a tarta-
lom szamunkra nem eléggeé tetszd, vagy nem relevans, esetleg kifejezetten nem
tetszd, akkor a kdvetkez6 alkalommal mar nem fogunk ilyen objektummal talalkozni
(Lovasz 2023).

A Mrs. Pritchet vilagat felépitd algoritmusok igy toréltek Oroszorszagot. Ebben
az olvasatban feltehetd a kérdés, hogy a szerepl6 elszenveddje vagy elnyomoja-e
a sajat véleménybuborékjanak. Mrs. Pritchet mindkét ,szerepben” értelmezhetd.
Elnyomoja, mert a vilag csak a szamara kedves és altala jotékonynak tartott dolgait
tartja meg, a tobbit kizarja a buborékbol, ezaltal a buborék valosagabdl is torli.
Tovabba a valosagaval masoknak is szenvedést okoz, bar Billy Laws az elején mas-
hogyan vélekedik: ,Soha nem volt életem - vont vallat Laws.” (Dick 2016, 143)
Majd par sorral kés6bb azon vitaznak Hamiltonnal, hogy Laws feketekent ebben
a vilagban érzi magat a legjobban, ugyanis egy szappangyar kutatasi részlegében
tud dolgozni (a valésagban a magas kvalifikacioja ellenére minddssze tarlatvezetd):

- Még ha ez a gyar nem is létezik?

- It létezik - [...]- Es én itt vagyok. Ameddig pedig itt vagyok, igyekszem a legjobbat
kihozni a helyzetbdl.

- De ez csak illuzi6 - vitatkozott Hamilton.

- lbzio? [...]1 Nekem elég valésagosnak tlnik. (Dick 2016, 144)

Masrészt elszenveddje, mert minél tébb dolgot zar ki a buborékjabol, annal fa-
kobb lesz bent minden. Figyelemre mélitd az a mondat, amelyet a szerz6 az egyik
szerepld szajaba ad. ,,Ha Mrs. Pritchet eltdrdiné az irast, nem érdekelné 6ket. Nem
hianyozna nekik, észre se vennék!” (Dick 2016, 133) Ha maradunk az alhir-analo-
gianal, feltehetjik azt a kérdést, hogy vajon észrevennénk-e egy olyan hir hianyat,
amivel sohasem talalkoztunk. Valoszinldleg nem, €s pont ez az egyik probléma-
ja a véleménybuborékoknak: a pluralis tajekozodas lehetéségét csokkentik. Ez a
mondat a széveg kontextusatol fliggetlentl is kiméletlendl ravilagit a tarsadalom
kdzOmbdssegere. Eszerint a tarsadalom minden tudatossagot nélkiiléz, megve-
zethetd és ezaltal iranyithato. Ennek a ,vilagképnek” leghangsulyosabb tulajdon-
saga a menekllés a problémak eldl, igy épitve egy visszhangkamrat. Azt, ami a
vilagban zavaro, egyszerten a buborék fala megsz(ri, igy az nem juthat be. Ezaltal
a buborék krealoja szemszdgebdl nem is létezik. A buborek falat csak ugy tudjak
lebontani, hogy belllrdl mindent a buborékon kivil helyeznek, ezaltal a krealt vilag
Osszedol. De a megvaltas nem jon el, helyette egy paranoias elme vizioi és a ve-
szély var rajuk Joan Reiss vilagaban.



Dudas Adam Adrian | 104

I1.3. Paranoid viziokra épitett vilagkép

Joan Reiss vilaga félelmetes és szlrrealis. A legfontosabb kilonbseég Reiss és a
tobbiek vilaga kdzott, hogy 6 ezt tudatosan épitette fel: tartalmazza a félelmeit, gyu-
I6letét és azok kilonbdzd megtestestilését vagyfantaziak formajaban. A szerepld
rajott, hogy az alomvilagok kozétti utazas sorrendjében logika van: a valo vilagban
kozvetlenll az ébredés elbtti allapotban lévéd ember alomvilagat jarjak be. Mivel
vannak emlékfoszlanyaik, ki tudta kdvetkeztetni, hogy az 6 vilaga a kovetkezd. Az
eddigi véleménybuborék-vilagokkal szemben az oveé tudatosan felépitett vilag. Az
eddigi szereplék nem feltétlenll voltak tudataban annak, hogy amit alkotnak, az
rossz. Itt a szerepld tOkéletesen tisztaban van a helyzetével, a lehetéségeivel és a
vilagban betdltott szerepével. A félelmei és az indulatai egyértelmiien megmutat-
koznak a kdvetkez6 sorokban:

Miss Reiss ki nem allhatta a macskakat. Félt télik. A macskak voltak az ellenségei. Az
az izé a padlon Lompos Litty6™ volt. Csak éppen kiforditva. De azért élt, az a massza
még mindig élélényként funkcionalt. Miss Reiss gondoskodott errdl, esze agaban sem
volt elengedni az allatot. A nedvesen csillogd csont és szévetgombdc vakon hullamzott
a konyha padlojan. Remegett és névekedett. Ez a lassu folyamat mar tarthatott egy ide-
je, valészinlileg azéta, midta Miss Reiss vilaga létrejott. A groteszk masszanak harom és
fél ora alatt féregszerli mozgassal sikerdlt félig atmasznia a konyhan. (Dick 2016, 173)

Vegll szerencsétlen Lompos Luttydt a falusi modszerrel szabaditottak meg a
szenvedéseitdl. Vizbe fojtottak, majd elégették. A macskak iranti gytlolete ellenére
Miss Reissnek nem allt szandékaban megolni ezt az allatot. A né fantaziakepeé-
ben az allat teste kifordult dnmagabdl és ezt tobbféleképpen is lehet ertelmezni.
A macskak az ellenségei: egyrészt nem érdemelnek konnyld halalt, mindenkeép-
pen szenvedtetni kell 6ket. Masrészt az ellensegnek, a gyuldlet targyanak meg kell
mutatni a groteszk oldalat, amitél az nem értelmezheté macskaként tébbe, igy a
frusztracio targya megszlnik. Masrészt a macska szovetségeseinek mérhetetlen
fajdalmat okoz ez a latvany.

Ha a posztmodern média terében zajlo eseményeket elemeznénk, akkor ezt
neveznénk framingnek. A framing, amelyet magyarul keretezésnek is nevezhetink,
egy olyan jelenség, amelyet nem lehet elkertlni, ha a valésagot valamilyen mé-
diumon keresztul probaljuk bemutatni. A hangsuly itt a mértéken van. A framing
ugyanis tokeletes eszkoz lehet arra, hogy az igenyeknek megfeleléen torzitsuk
a valosagot, de a posztmodern mediaban a framing nemcsak egy nézépont,
hanem értelmezeési instrukcio is egyben (Hartai 2015, 35-36). Ebben az eset-
ben a macskat mint lényt a lehetd legvisszataszitobb formajaban értelmezi Ujra,
ugy, hogy a macska lényege megmarad. Hamilton a macskakrizis utan a pincé-
be megy, hogy kellemes légkdrt teremtsen ahhoz, hogy Marshaval zenét hallgas-
sanak és szeretkezzenek. Azonban a lepcson lefele egy alomvilagon beldli terbe

10 Meg;j.: A fészereplé macskajanak a neve eredetiben Ninny Numbcat.



105 | Utkoztetett valosagok Philip K. Dick Figyel az ég cimii regényében

kerll, ahol a fizika szabalyai nem érvényesek tobbé. Arra a kérdésre, miszerint
megserllt-e, a kdvetkez6 valaszt adja: ,,Nem. Valami tértént. Hiaba probalok fel-
menni... - mélyet lélegzett - csak lefelé megyek.” (Dick 2016, 178) A tobbieknek
sikerul kimenekulnitik onnan. Mint késébb kider(l, a pince mélyén egy lathatatlan
pokszerl szornyeteg lakozik a sdtétben, amely csapdaba csalja Hamiltont, ennek a
késdbbiekben lesz jelentésége. ,,- Valami van ott lent - jelentette ki Laws - Lattam.
Hamilton biccentett - Ram var.” (Dick 2016, 180)

A jelenet utan, miutan mindenki biztonsagban tudhatja magat, mert bedeszkaz-
tak az ajtot, a szereplék fontos megallapitasokat tesznek - mar némi tapasztalattal
a hatuk mogott - az alomvilagok mikoédésérdl. ,Harom fantaziavilagban jartunk.
Harom zart vilagban, amelyek egyaltalan nem érintkeztek a valosaggal. Amikor bent
vagyunk, nincs kiut. Eddig nem volt szerencsénk. - Hamilton elgondolkodott. - De
nem hinném, hogy mindegyiklink teljes fantaziavilagban él.” (Dick 2016, 182) Ezek
a mondatok azt feltételezik, hogy a valosag megis megismerhetd. Késdbbi munkai-
ban a szerzd erre szamtalan alkalommal igyekszik racafolni, €s ennek a regénynek
aveégen is megkérddjelezhetd a valosag megismerhetésége. Mindenesetre fontos
mondatok ezek, hiszen allitjiak, hogy talan mégsem mindenki egy szlirdn keresztul
szemléli a vilagot - van, aki objektiven latja azt.

Ezutan a regény leghorrorisztikusabb része kovetkezik. A haz - Hamiltonék haza
- ugyanis antropomorfizalodik, az ablakok szemek lesznek, az elektromos halozat-
bol idegrendszer stb. A haz motivacioja cseppet sem meglepd. El akarja emészteni
Oket. Minden eszkdz, amivel a haz ellen kiizdhetnének, hasznalhatatlanna valik:,,
Miben bizhatunk? - kérdezte Mrs. Pritchet ijedten? - Semmiben - felelte Hamil-
ton.” (Dick 2016, 187) Mire végull kijutnak, hogy talalkozzanak Miss Reiss-szel, aki
korabban azt allitotta, hogy beugrik majd hozzajuk vacsorara, mindannyian rovarra
valtoznak. Ez megmagyarazza a pokszer( lenyt a pincében. Miss Reisst - és vila-
gat, ahol minden csak azert létezik, hogy az életiikre torhessen - vegil legyoézik,
pont olyan erészakosan, ahogy 6 bant Littyd macskaval. Ezutan az utolso (?) vilag-
ban talaljak magukat.

Il.4. A propaganda és dezinformacio vilaga

Charles McFeyffe alomvilaga egy mocskos, b(izl6, blin6zdkkel teli vilag, ahol az al-
koholizmus és a szerhasznalat tombol. Ugy gondolna az olvaso, hogy az alomvilag
egy olyan Szovjetunioba kalauzol benntinket, amely az amerikai €s a nyugati pro-
pagandaban létezik. Am ennek éppen az ellenkezdje igaz. Egy olyan Amerikaban
jarunk, amely a kommunistak fejében van.

- Miért isznak azok a kolykok? - értetlenkedett Laws - Es drogoznak is! Nézzék! Az
ott fi naluk, az tuti.

- Coca-cola, drog, pia, szex - sorolta Hamilton. - A rendszer erkdlcsi romlasa. Valo-
szinlileg uraniumbanyaban dolgoznak. - Nem tudta nem kesertien mondani. - Es ha
felndnek, blin6zdk lesznek, és leflirészelt csévi puskat hordanak.

- Mint a chicagoi gengszterek. (Dick 2016, 210)
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Azt is hihetné az olvaso, hogy ez minden bizonnyal Marsha vilaga lesz, de nem.
A dezinformacio célja az, hogy masra terelje a gyanut. Ez esetben McFeyffe volt,
aki hamisan terjesztette Marsharol, hogy kommunista. Marsha ajulasaval - amelyet
Hamilton Utése okoz - a vilag nem valtozik meg korll6ttik, azonban McFeyffe teste
elkezd atalakulni.

Onkéntelen atalakulas volt, McFeyffe nem tudott parancsolni neki. Hitének legmélyebb,
legbelsébb rétegébdl fakadt. Vilagnézetének kdzepébdl.

McFeyffe lathatdan megnétt. Szemiik lattara eltiint a zomok férfi a sérhassal és a pisze
orral. Magas lett. Leny(igtzd. Istenszer( aura vette koril. Mellkasa, akar a hordo. Keét
karja gigantikus izomtémeg. Szeme langolt. Szogletes, erkolcsileg hajthatatlansagot
sugallo alla szigoru, igazsagos vonalba merevedett, ahogy komoran koériinézett. (Dick
2016, 218)

Az 6 alomvilaga a kommunista propaganda hatasara lett olyan, amilyen: egy olyan
Amerika, amely a kommunista propagandakban szerepelt. A hideghaboruban mind
a ket tomb, Nyugat és Kelet, egyarant felhasznalta és csucsra jaratta a propagan-
dat egyfeldl a masik oldal lejaratasa vagy rossz szinben feltlintetése céljabol, mas-
feldl sajat ertékességuik, erejik és cselekvokepessegik demonstralasa vegett. Ez
a szinte isteni alak, amivé a férfi atalakul, kdnnyen azonosithatdé azokkal a kom-
munista plakatokkal, amelyeken munkasokat abrazolnak. McFeyffe motivacioja a
gazdasagi vilagvalsagra és a testvére halalara vezethet6 vissza. Arrol, hogy miért
terjesztette Marsharol, hogy kommunista, az alabbiakat mondja:

- A feleségedhez hasonlé emberek veszélyesek.

- Miért?

- Nem tartoznak egyik csoporthoz sem. Mindenbe beleszagolnak. Amint hatat fordi-
tunk...

- Ezért inkabb elpusztitiatok Sket. Atadjatok az ériilt hazafiaknak.

koézben meg a Chicago Tribune-t olvassa. Az ilyenek minden masnal nagyobb veszélyt
jelentenek a partfegyelemre. Az individualizmus kultusza. Az idealista, akinek sajat tor-
vényei vannak és sajat erkolcse. Nem fogadja el a hatalmat. Aladassa a tarsadalmat.
Felboritia az egész szerkezetet. Semmi tartosat nem lehet ra épiteni. A feleségedhez
hasonlok nem fogadnak el parancsokat. (Dick 2016, 220)

McFeyffe nem kevesebbet allit: azok az emberek, akik pluralis informaciokhoz jut-
nak, onallo véleményalkotasra képesek, jol tajekozottak a vilag dolgaiban és kriti-
kusak azokkal szemben. Ezeket az embereket kevesebb eséllyel Iehet iranyitani.



107 |  Utkoztetett valosagok Philip K. Dick Figyel az ég cimii regényében

lll. Konkluzio

Ha ki kellene emelni, hogy mi a regény legfontosabb Uzenete, mindenképpen az
utolso idézet lenne az. Olyan gondolatok ezek, amelyeket manapsag edukacios
celokkal szoktak alkalmazni arra, hogyan ne higgy a kontedknak, ne ddlj be az
alhireknek, és indirekten azt is sugalljak, hogyan vedd észre a sajat véleménybubo-
rékodat, ez altal indirekten kritikus gondolkodasra 6szténdznek." Es még igy sem
teljes a védelem, hiszen mindenkivel eléfordul, hogy tévesen igaznak gondol egy
alhirt.

Pék Zoltan, a regény forditoja az utoszoban megjegyzi, hogy Dick elsé olyan
regenye ez, amely sikeresen jarja korul azt a kérdést, hogy mi a valosag. Azonban
nem az utolso. Philip K. Dick tekintelyes mennyisegl szoveget alkotott, amelyek
egy része foglalkozik ezzel a témaval. Ezt a korai szoveget a késdbbiekben érde-
mesnek tartom dsszehasonlitani A halal utvesztéje cimi regénnyel, amely egészen
mas szemszogbdl kozeliti meg a valosag megismerésenek lehetdségeit és hatarait.

Ugy vélem, hogy a Figyel az ég jol illusztrdlja azt, hogyan gondolkodott egy
science fiction-irdo a mai tarsadalmat érintd kérdésekrdl, amelyek mar az 6
alkotoi idészakaban is jelen voltak. Néha parodisztikusan, néha pedig egészen
horrorszerlien ir ezekrdl a jelenségekrdl. A mai technologia idealis kornyezetet
biztosit ezeknek a jelenségeknek arra, hogy virulensek legyenek. Atszovik a
mindennapokat az internet, a platformok, a chatalkalmazasok, hirportalok, az
okostelefonok, tabletek és szamitogépek. Az informaciok egy karnyujtasra vannak.
Csak az a kérdés, hogy melyik és miként jut el hozzank. Az algoritmusok felfujtak
a buborékot korulétilink, és semmilyen ellenszer nincs elleniik. Csak a felismerés,
hogy a jelenség létezik, és a buborék falan tul is van vilag.
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The reception of Jeff VanderMeer’s novel Annihilation testifies that the work, op-
erating with many perplexing effects, puts the efforts to form a coherent meaning
to the test. It seems evident at first glance that VanderMeer's text should be read
slightly differently than classic science fiction adventure novels. First, we will out-
line briefly, in four points, why. Then, we will also take a quick look at the other two
parts of the trilogy. (We extend the interpretation of the third part a bit because of
one of its thorny questions, the issue of consciousness and communication.) First,
however, we must briefly define what we mean by the term complexity indicated in
the title.

In cultural studies, it can be observed that analysts understand complicacy un-
der the term complexity and seek to either simplify or increase the experienced
complexity during interpretation. However, complexity can also be understood as
the behaviour of a system going beyond the mere sum of its parts. In this sense,
examining different levels in a novel, for example, can be fruitful if we consider not
only the elements (e.g., linguistic formulation, motifs, and rhetoric) but also the
patterns and systemic dynamics that emerge from the relationships between them.
Studying the details can lead to different levels, but highlighting a single detail can
be misleading, generating misinterpretation and unproductive hierarchies, so we
try to avoid this trap.

Annihilation of the intellect?

Verification. In connection with the Annihilation, it may arise that the biologist’'s di-
ary consists of many unsubstantiated claims. This is acceptable, but the novel thus
makes indefinability its theme and, through this, the failure of verification strategies.
The uncertainties in describing what happened do not necessarily stem from the
narrator's position (the biologist tries to document the plot several days after the
events). Instead, it results from an unknown, unique experience that arises from
encountering an alien life form and people, for which one cannot prepare. “By the
time we were ready to cross the border, we knew everything... and we knew noth-
ing.” (VanderMeer 2014, 45). Direct contact with the region leads to unpredictable
and cognitive distortions for the characters, but how we access this through narra-
tive levels is a different matter. It is not advisable to mix or swap the two.
Hallucination. Interprets of the novel usually associate said indefinability auto-
matically with the functioning of hallucinatory consciousness. According to this, the
members of the expedition are under hypnosis, so their data management is unre-
liable and contradictory. This is partly justified, but at the time of the diary writing,
the biologist is no longer under hypnosis; her consciousness is more determined
by the encounter with the unknown. This contact occurs in the medium of flora and
fauna, a seemingly non-anthropomorphisable life form, i.e. it can be described as
a dezanthropomorphic infiltration. (It is worth noting that the novel’s film adaptation,
Alex Garland’s production, is not necessarily simplistic in this context because it
captures environmental complexity along with botanisation and builds the visual
world on it. Instead, it can be approached by replacing the novel’s ecological com-
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plexity with another, which can be understood as a visual-media decision.)

Hybridisation. The result of the relationship with the stranger is well captured
in Szilvia Sz. Molnar's study: “One of the sites in the Southern Reach is Area X,
which is unknown why, when, and by whom it was created. Those who enter here
are assimilated, copied, and hybridised by nature. [...] They suddenly transform.”
(Sz. Molnar 2014, 37) This process takes place in such an unprecedented way
that the merging of the two ecosystems (humans can be called that, too) is based
on the principle of mutual transfer (interpenetration), i.e. self-construction (auto-
poiesis) also uses the components of the other party. This affects consciousness,
which is probably why human brain tissue appears in the tunnel wall. Hybridisation,
however, is not a mere action-level process but precisely one of the technologies
that results in complexity that is not limited to a privileged area. In addition to the
identity of the characters, it can also characterise the asymmetry consisting of the
alternation of narrative perspectives or the genre syncretism of the whole trilogy.

Annihilation. Like annihilation, i.e. collective obliteration (as a physical phenome-
non), occurs when matter and antimatter meet, so natural and human identities fall
apart in X Space. Ordinary language seems incapable of reproducing this, but the
biologist attempts the impossible and does not give up the scientific explanation
that goes beyond personal observations. The result is contained in her diary, but if
the reader cannot follow her sensual logic, the meaning can indeed be destroyed.
Therefore, the title and its application extend the process that shows the meaning
that can be assigned to signs in origin and destruction from the physical to the
imaginary. This approach is metaphorical and metonymic simultaneously; better
put, it does not fit into a stable causal scheme.

Thus, the virtues of Jeff VanderMeer’s novel can only be fully exposed if we are
not looking for a static, safe point from which events (and genre codes) can be
deduced. This construct feeds on insecurity, establishing associative chains (e.g.
with the associations of the “thread in the brain,” to which we will return later). How-
ever, the unknowable dimensions precisely suggest that by reading the biologist's
diary, we need to rethink bio-culture and the place of the human participant in it.
The living world, just like the universe, does not have to seem meaningful to us, nor
does the study of the environment (the world of Area X) correspond to a taxonomy
introduced from the outside. The desire to make sense of blind mechanisms is a
human peculiarity evident from the Southern Reach perspective but fails in Area X.

From authority to defoliation

Jeff VanderMeer's novel Authority is an outdoor continuation of Area X research (if
the Annihilation operating with the biologist’s diary is defined as indoor). So, after
the strange zone, we are now wandering in the outside-the-border world of the
Southern Reach, on the one hand. On the other hand, if VanderMeer hybridises
the metaphorising, self-reflexive literary technology out of the sf-procedures in the
first volume, he unravels the fictitious-realistic narrative along the quotations from
the former in the second volume. Let us also look at what else is worth paying close
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attention to (although that would be enough because it puts the reader’s strategy
to the test).

The Authority could perhaps be thought of as a system of loops based on a
network of events that keeps recurring around the new director of the Southern
Reach. The loops, of course, swing toward the mystery of Area X and then - walk-
ing the path of the unknowable - lead over and over again back to where they
started: the lack of central code. However, this makes the researched zone and
slice of history more complex, while the final explanation seems closer at times and
more distant at other times (depending on the responsiveness and applicability of
the mosaic piece emerging in the loop). From this point of view, Authority is (also)
the history of data management for Area X, which is not limited to the subject matter
but also captures an essential aspect of reading.

A characteristic fragment follows from a file containing theories about the mys-
tery of Area X. “Slow death by aliens. Slow death by the parallel universe. Slow
death by malign unknown time-travelling force. Slow death by an invasion from
an alternate earth. Slow death by widely divergent technology or the shadow bio-
sphere or symbiosis or iconography or etymology. Death by this and by that. Death
by indifference and inference. His favorite: »Surface-dwelling terrestrial organism,
previously unknown«.” (VanderMeer 2014, 216) lronic apocalypse, at the same
time, apocalyptic irony. lts conclusion, however, reveals the need for ecological
cognition. The reading strategy will, therefore, vary depending on which version
of the world of Area X one is trying to explore, but none of them can be totalised.

The data archiving system (video recordings, audio materials, pictures) also
forms a specific maze; there is no perfectly reliable source of information, and in
the end, for lack of a better one, the topographic anomaly remains a candidate, but
this too only rubs against the surface. Sometimes something seems sharper (e.g.
Ghost Bird is a copy of the biologist, the lighthouse figures seem identifiable), but it
also transforms the system, resulting in new questions. Nevertheless, the biggest
question in the story is about the boundary, which moves dynamically (approaching
the characters) in a novel that makes the very borders airy. The Area swallows up
the research institute specialising in its discovery. The border is not an authority.
This moment thus also functions as a self-reflecting figure, while allegorically, it
can also be interpreted as a procedure that disturbs the reader; more precisely, it
interferes with the interpretive activity and objectivity.

A related extract from the novel: “There was not much about the border in her
notes, but that white spiral, that enormous space, did not leave him completely.
There was an odd synchronicity as he worked that linked that spiral to his mother's
flash of light across the sky, the literal and the metaphoric joined together across
an expanse of time and context so vast that only thoughts could bridge the gap.”
(VanderMeer 2014, 233) This meaning-generating passage may also suggest, in
a self-reflexive way, that making various artificial connections between events and
images is an operation that, while filling in the gaps with immateriality, is the most
potent cultural technique we know. More precisely, it is a technology characte-
rised by dual mediality: simultaneously, the language’s communicative immateriality
(thought) and the materiality of its recorded version (writing). At this point, the novel
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metaphorically links Authority's activity and its self-createdness and parallels them
with the medial nature of literature.

Accepting a disaster

Jeff VanderMeer's novel Acceptance articulates polyphonic approaches to the for-
mation and research of Area X through several narrative voices. The most obvious
consequence of this polyphony (the story of the director told in the second person,
the lighthouse keeper's biography, the tracing of Ghost Bird's activities in the area,
the biologist’s letter) is that the story’s disparate nature perpetuates. Moreover, the
temporality of the figures (theories) thought to be central now points definitely in
the direction of what Authority experiences during contact (or annihilation): “[...]
nothing about language, about communication, could bridge the divide between
human beings and Area X’. (VanderMeer 2014, 572) This is because any com-
munication would only work at the level of components and, far from reflecting the
overall complexity, it could only be a detail of the Area, based on indistinguishability
of the natural and the artificial: “A blade of grass. A blue heron. A velvet ant.” (Van-
derMeer 2014, 573)

Due to the lack of a total and untouched point of view, the self-commentary
layer of the plot is thus unable to capture the complexity of Area X. However, the
polyphonic, i.e. another level of complexity, can create new segments in some
places, and among them, several can become redundant and enter the interpre-
tive range, and then their projection on one another can create a pattern of area
interpretations. A more distant text passage referring to the limitations of human
consciousness can be related to the above communication situation. A sensational
train of thought (said in connection with Ghost Bird) that, moreover, runs into one of
the mysteries of consciousness research and recalls the issues of Thomas Nagel's
famous essay What is it like to be a bat? (cf. “l assume we all believe that bats have
experience. After all, they are mammals, and there is no more doubt that they have
experience than that mice or pigeons or whales have experience. [...] Even with-
out the benefit of philosophical reflection, anyone who has spent some time in an
enclosed space with an excited bat knows what it is to encounter a fundamentally
alien form of life.” [Nagel 197 3]) It is worth quoting at length.

Membranes and dimensions. Limitless amounts of space. Limitless amounts of energy.
Effortless manipulation of molecules. Continual attempts to transform the human into
the non-human. The ability to move an entire biosphere to another place. Right now,
if the outside world existed, it would still be sending radio-wave messages into space
and monitoring radio-wave frequencies to seek out other intelligent life in the universe.
But Ghost Bird didn’t think those messages were being received. Another way people
were bound by their own view of consciousness. What if an infection was a message,
a brightness a kind of symphony? As a defense? An odd form of communication? If so,
the message had not been received, would probably never be received, the message
buried in the transformation itself. Having to reach for such banal answers because of a
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lack of imagination, because human beings couldn’t even put themselves in the mind of
a cormorant or an owl or a whale or a bumblebee. (VanderMeer 2014, 490)

Through the Nagel reference, the novel raises the question of the inconvertibility
of the mind and, in part, connects the non-anthropomorphizability of the non-hu-
man dimension to this. In neuroscience, the phenomenon that consciousness is
a secret to itself is called cognitive closure. For our survival, we are excluded from
our own brains. This situation is because consciousness itself should recognise
the pattern that allows itself. Researching this pattern is a vast interdisciplinary un-
dertaking' that has led to the birth of many theories (pl. computational theory, dis-
ciplinary schema theory, integrated information theory, global neuronal workspace
hypothesis); however, for the time being, none of these are entirely accepted (al-
though most argue in favour of the latter). In VanderMeer's novels, the question
of the uniqueness of consciousness is projected on the unidentifiability of foreign
intellect. As a result, we cannot talk about self-evident communication between
consciousness and consciousness and between conscious and unconscious.

Suppose we pay particular attention to this horizon, which thus confronts us at
a theoretical level with what we understand by communication. In that case, we
can also highlight, among the asymmetrical fragments and complementary possi-
bilities, those that, on the level of rules, patterns, and data, also juxtapose the in-
communicability and non-human presence with a cosmic catastrophe, “a nostalgic
sign of an extra-terrestrial ecosystem”. “She saw or felt, deep within, the cataclysm
like a rain of comets that had annihilated an entire biosphere remote from Earth.
Witnesses how one made organism had fragmented and dispersed, each minute
part undertaking a long and perilous passage through spaces between, black and
formless, punctuated by sudden light as they came to rest, scattered and lost -
emerging only to be buried, inert, in the glass of a lighthouse lens. And how, when
brought out of dormancy, the wire tripped, how it had, best as it could, regenerat-
ed, begun to perform a vast and preordained function, one compromised by time
and context, by the terrible truth, that the species that had given Area X its purpose
was gone.”? (VanderMeer 2014, 555) From this point of view, Area X is, there-
fore, a zone of signs with lost signified, messages of lost medium, and the zone of
deprivation of meaning. The novel comes into contact with a cosmic perspective
but does not seek to represent it accurately; however, it focuses on depicting the
desanthropomorphic side of the situation (or, as we have seen, that transforming
signs into messages is an arbitrary and questionable undertaking). Furthermore,
the medium of the latter would be VanderMeer’s language.

1 Some fields where the problem of consciousness arises: physics, chemistry, genetics, embryo-
logy, cognitive ethology, neuroscience, medicine (neurology), cybernetics, informatics, artificial
intelligence research, complexity theory, network theory, evolutionary psychology, anthropology,
linguistics, memetics, systems theory, philosophy of consciousness, media studies.

2 Cf. Information from outside the visible universe comes from its perfect unknown domain. (The term

“away from the ground” may also refer to this.)
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In the third part of the trilogy, several similar integrative operations can be per-
formed, as we could start from the contradictions and paradoxes. VanderMeer's
work thus presents the understanding of what happened as a constellation while
only foreshadowing the pattern (through the Ghost Bird), i.e. not stabilising the lat-
ter but fitting it into the said polyphony. (The “splinter in the brain” metaphor chain
indicates this situation, while as a Matrix reference or Gibson motif [cf. Pattern
Recognition] also provokes context building. In the latter, the Clip is born from the
pain caused by a T-shaped splinter piercing the brain.) If the reader accepts that
the causal system of the story is unable to come to a standstill, they can see that
based on the Southern Reach trilogy, one can boldly conclude that science fiction
writing and reading is beyond the identically repetitive formal technique. Vander-
Meer’s performance along the lines of alienation and communicative catastrophe
- in the spirit of Lovecraft -can liberate science fiction from the constraints of an
anthropomorphising vision while making the economics of sci-fi's subject matter
dependent on the efficiency and layering of its approaches.

Confusion instead of conclusion

Jeff VanderMeer's trilogy (and other pieces of the oeuvre) is also considered new
weird by reception. The validity of this category will not be explored here because
we do not have to assume that the end result of reading will be the identification
of a sometimes presupposed genre. (Below, however, we will make a technical
clarification in this regard.) The Southern Reach Trilogy is tied to the weird with
many threads, but also to something else (e.g. to different types of polyphonic or
postmodern novels, respectively; it runs many proceedings that can be discovered
in speculative fiction), and the work’s fiction of border violation can also be related
to the messing up the genre codes. We are likely to be productive by putting the
complexity of the novels on a level with a creative explosion that also puts reading
in an open space. In this, by the way, there is nothing unexpected in itself, let us
think about with what Wolfgang Iser anno supplemented the act of selection in
his famous book: “A complement to the act of selection is the act of combination,
which is also an act of fictionalising, marked by the same basic mode of operation:
the crossing of boundaries.” (Iser 1993)

However, in the case of the reception of popular literature, following the scheme
and giving up the combination has become a tradition. (This is particularly striking
in the academic register.) However, the works of VanderMeer and many writers
of similar merit (e.g. lain M. Banks, William Gibson, China Miéville, Kim Stanley
Robinson, Dan Simmons, and more) warn that this innervation can be overcome,
broken down, and transformed. Therefore, we should reflect on reading for pre-
liminary interpretations (or value preferences and ideologies). In the case of the
Southern Reach Trilogy, no normative background can be created that would not
conflict with the function of some aspects of the story. Along with this type of frag-
mentation, the non-human and material dimensions confront us with the fact that
incomprehensibility is not a lack of value but a consequence of mixing (our) world
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with foreign elements. The modern and postmodern differentiation of science fic-
tion has no regard for maintaining and justifying the aesthetic place of literature; it
speaks of zones and spaces that contribute more to the interdisciplinary and inter-
media relativisation of conventional human centres.

In any case, due to multilevel hybridisation, the Lovecraftian horror of culture
and the posthumanism of modern biological science fiction in VanderMeer meet
in a way that although the story remains holey, the mosaic effect, confronting us
with alienation, generates eco-level problems® in which those who experience the
events do not know how these incidents happened to them, just as the reader can-
not see the whole universe. Of course, it is possible to recognise some functions,
but many elements cannot be inserted into an image whose every segment is un-
derstood. With this solution, the above paths of power cannot cross the boundaries
of the art world identically, which, from a theoretical point of view, also means that,
on the one hand, the category of popular literature may be meagre to describe
the stratification of the trilogy. Reading technology can act as data management
in which the fiction-forming act of the combination performs transference of the
text time and again, and the details of information organisation, on the other hand,
heterogeneize and suspend the automatic applicability of weird clichés. (The new
weird is flexible enough for interpreters to stay in that category. It is a tempting
but convenient solution. However, this process, which can be grasped through
complexity, can be evaluated as one of the most essential features of new weird
fiction.) Depending on the complexity of the approach routes, the genre code may
also change, overturn, disappear, and rebuild. Therefore, thematically but also
pragmatically, the reader is confronted with unfinished research during the plot of
the work.

3 We did not cover it, but the inspiring source for the trilogy was the St. Marks National Wildlife Refu-
ge, one of the oldest wildlife reserves in the U.S. in Florida.
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Az iskolaérettség értékelésének
diagnosztikus megkozelitése
Jozsa Krisztian - Borbélyova Diana (eds.):
Diagnostic Assessment of School Readiness

BaLocgH ReNATA TUNDE

A személyes fejlédés szempontjabol a gyermek elsé nyolc éve kiemelkedéen fon-
tos és meghatarozo szerepu. Az utobbi évtizedetekben egyre nagyobb figyelem
iranyul ennek a korosztalynak a fejlesztésre. Kutatasok sora igazolja, hogy a kora
gyermekkori fejlesztés a leginkabb megtérild oktatasi befektetés, a fejlesztd prog-
ramok igazan hatékonyak lehetnek ebben az idészakban (Podraczky 2015, 2017).
Azonban minden gyermek fejlddése mas Utemd, a gyermekek kdzott jelentds el-
térések lehetnek. Ezekbdl a kulonbségekbdl adodoan sziikseg van a differencialt
oktatasra, amelynek alapja a professzionalis pedagogiai diagnosztika. A pontos di-
agnozis felallitasahoz elengedhetetlenek a megfeleld mérdeszkdzok, tesztek (Bor-
bélyova 2023; Jozsa 2022).

A Jdzsa Krisztian és Borbélyova Diana altal szerkesztett, frissen megjelent an-
gol nyelvi tanulmanykétet ehhez a fontos kérdéskorhoz kapcsolodik: a szerzok
az ovoda-iskola atmenetet, az iskolakésziltseg mérését helyezik a kdzéppontba
(Jozsa - Borbélyova 2024). A Diagnostic Assessment of School Readiness cimU
konyv fejezeteinek a megirasaban a kotet két szerkesztdje mellett kdzremikodott
Bencéné Fekete Andrea, Hajduné Holld Katalin, Horvath Kinga, Nagyova Alexand-
ra, Orsovics Yvette, Podraczky Judit, Tun Zaw Oo és Zentai Gabriella.

A kotet a pedagogiai diagnosztika kulcsfontossagat kiildondsen a személyiség-
fejlédés és az iskolaérettség szempontjabol hangsulyozza, tovabba ravilagit arra a
problémara, hogy nem minden orszag rendelkezik megfelelé mérdéeszkdzzel ezen
a terlileten. Szlovakia is ezen orszagok kdzé tartozik. igy a kétet kdzéppontjaban a
magyarorszagi DIFER tesztrendszer (Diagnosztikus fejlédésvizsgalo és kriteriumo-
rientalt fejleszté rendszer 4-8 évesek szamara; Nagy et al. 2004a, 2004b) all, me-
lyet a kutatasban részt vevé szakemberek a Selye Janos Egyetemen megvalosulo
KEGA-projekt keretében a szlovakiai viszonyokra adaptaltak. Ezek az iskolaérett-
segi tesztek kutatasok altal igazoltan elére jelzik a gyermekek iskolai tanulasanak a
sikeressegeét (Jozsa et al. 2022). A teszt szlovakiai adaptalasanak és sztenderdiza-
lasanak a f6 célja, hogy hatékonyabba tegye a szlovakiai pedagogusok munkajat,
valamint hozzajaruljon a pedagogiai diagnosztika minésegenek javitasahoz a szlo-
vakiai magyar tannyelvli ovodakban és az altalanos iskolak also tagozatan.

Az elsé fejezet a gyermekek iskolaérettségének, készsegfejlettségének a meé-
résére szolgalo diagnosztikai eszkozt, a DIFER programcsomagot, valamint annak
adaptalasi és sztenderdizalasi folyamatat mutatja be. A DIFER egy komplex diag-
nosztikai eszkdz, melyet Magyarorszagon, a Szegedi Tudomanyegyetemen fejlesz-
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tettek ki (Nagy et al. 2004a). A program tartalmazza a diagnosztikus teszteket,
melyek alkalmasak a 4-8 éves gyermekek elemi alapkészsegeinek a méresére.
Emellett egy kilon kényvsorozatban jelentek meg azok a moddszertani anyagok,
amelyek a vizsgalt terlletek diagnosztikus méresre alapozott jatékos fejlesztését
segitik (Fazekasné Fenyvesi 2006; Jozsa 2014; Miskolcziné Radics - Nagy 2006;
Nagy 2009; Zsolnai 2006). A tesztek hét alapvetd tertleten meérik fel a gyerme-
kek készségfejlettségi szintjét: irasmozgas-koordinacio, beszédhanghallas,
relacioszokincs, elemi szamolasi keszseg, tapasztalati kovetkeztetes, tapasztalati
Osszefliggés-megeértes, szocialitas (Nagy et al. 2004b). 2017-ben a teszt tovabb
bovilt a rendszerezd gondolkodas és a kombinativ gondolkodas tertletekkel (Jo-
zsa et al. 2017). A készsegfejlddeés folyamataban 6t fejlédési szint kulonithetd el:
elékeészitd, kezdd, halado, befejezd és optimalis. A szerzok a tesztrendszer alapos
ismertetése mellett részletesen leirjak a kutatasi projekt megvalosulasat, az adap-
talasi s a standardizalasi folyamatot, illetve ismertetik annak némely eredmeényeit.

A masodik fejezet a magyarorszagi és szlovakiai dovodak szabalyozé dokumentu-
mait elemzi (ISCED 0. szint). A szerzék a magyar Ovodai nevelés orszagos alappro-
gram és a szlovak Ovodai nevelés &llami oktatdsi program ésszehasonlitd elem-
zését mutatjak be. A kotet ezen fejezetébdl megtudhatjuk, hogy Magyarorszag és
Szlovakia oktatasi rendszere egyarant kétpolusu. Mindkét orszag szabalyoz6 doku-
mentumaban egyertelm( a neveléskdzpontusag, és ezek a programok keretjelleg
szabalyozaskeént funkcionalnak. Tébb kilénbség és hasonlosag is fellelhetd a ket do-
kumentum kozo6tt. Szlovakiaban az dvodakat az iskolarendszer részeként értelmezik,
annak nulladik szintjét képezik. Erre utalhat az is, hogy a szlovak program cimében
szerepel maga az oktatas szo. Terjedelemben és szerkezeti felépitésben is eltér a két
curriculum: a magyar Ovodai nevelés orszagos alapprogram minddssze 11 oldalas
és 6 rovid fejezetet tartalmaz, mig a szlovakiai Ovodai nevelés allami oktatasi program
ennek a tizszerese, 112 oldalas és 12 6 fejezetre tagolhato. A szerzOk megallapit-
jak, hogy a magyarorszagi program nagyobb modszertani szabadsagot biztosit az
ovodapedagogusok szamara, valamint fontos sajatossaga, hogy gyermekképet és
ovodaképet fogalmaz meg, illetve hangsulyosabban jelenik meg benne a nevelés.
Ezzel szemben az szlovakiai dokumentum az iskolaérettségi tanusitvany megszerzé-
sére helyezi a hangsulyt és az oktatasi folyamat kap benne nagyobb szerepet. Ezt
tukrozik az ovoda végere elvart, részletesen kidolgozott kdvetelmenyek is. A szlovak
program ugynevezett mivel6deési terlileteket hataroz meg. A gyermek készsegszint-
jére vonatkozo elvarasok az egyes muvelddesi tertleteken bellil a program 80%-at
teszik ki. A szerz6k ramutatnak arra is, hogy a kdvetkezd legszembetlindbb kiilonb-
ség a jaték tekintetében jelenik meg a két program dsszehasonlitasaban. Ugyanis
a magyarorszagi alapprogram erdsen hangsulyozza a jaték elétérbe helyezését az
ovodai nevelés soran. Ezzel szemben a szlovakiai dokumentumban csak néhany so-
ros altalanos leiras talalhato a jatekrol, vodai megvalositasanak f6bb szempontjairol,
annak ellenére, hogy maga a szlovak dokumentum lényegesen hosszabb.

A harmadik fejezet az iskolakezdést szabalyozd dokumentumokat veti 6ssze a
két orszag vonatkozasaban. Szlovak oldalrél az uj szlovak Innovalt Allami Oktatasi
Program (IAOP), magyar oldalrél a Nemzeti Alaptanterv (NAT), valamint az 1-2.
osztalyos kerettantervek 0sszehasonlitd elemzését mutatjak be (ISCED 1. szint).
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A szabalyozé dokumentumokat a tanulmany szerzdi egy altalanos szempontsor
és egy specialis, DIFER-készségekre éplilé szempontrendszer alapjan is targyal-
jak. A tartalomelemzés alapjan kirajzolodnak a két orszag tanterveinek sajatos-
sagai, hasonld és eltérd vonasai. A szerzék megallapitiak, hogy a szlovak IAOP
és a magyarorszagi NAT kozott elsésorban szerkezeti hasonlosagok fedezheték
fel. Mindkét dokumentum harom 6 részbdl all. A NAT esetében az elsd rész ,Az
iskolai nevelémunka tartalmi szabalyozasa és a szabalyozas szintjei”’, a masodik a
~Kompetenciafejlesztés, mlveltségkozvetités, tudasépités”, a harmadik pedig ,A
mliveltségi teriiletek anyaga”. A szlovak IAOP elsé egysége az ,Altalanos rész’,
a masodik egysegben a mivelddési standardok talalhatoak, az utolso, harmadik
részt a kerettanterv alkotja, melyet a nemzetiségi iskolak szamara 2016-ban adtak
ki. Tartalmilag jelentés kilonbségek talalhatok a két orszag szabalyozé dokumen-
tumai kozétt az 1-2. évfolyamok tekintetében. A DIFER-készségek fejlesztésének
a dokumentumokban vald megjelenésére vonatkozé specialis szempontok alap-
jan is jelentds a két orszag kdzotti kilonbség. Szlovakiara a kritériumkdzpontu, ki-
menet-orientalt oktatasi rendszer jellemzé, igy az Innovalt Allami Oktatasi Program
konkret kovetelményeket fogalmaz meg tantargyi tartalmakba agyazva. Ezzel szem-
ben a magyar tantervekben a DIFER-készségek fejlesztése az atfogod célokban,
fejlesztési kovetelmenyekben érheté tetten. Magat a DIFER-készsegeket azonban
sem a magyar, sem a szlovak program nem emliti kdzvetlen modon.

A negyedik, utolso fejezet a DIFER-teszt pszichometriai mutatoinak a vizsga-
latardl szol. A teszt pontossaganak ellendrzésere a szerz6k Rasch-analizist es
tébbcsoportos megerdsitd faktoranalizist (MG-CFA) alkalmaztak. A teszt mutatoi
ervényesnek és megbizhatonak bizonyultak. Ezt alatamasztja a megallapitas, hogy
a diakok tenyleges képessegei €s a teszt nehezsegi szintje kdzotti szoros az 6sz-
szefliggés. A mérési invariancia-elemzeések eredményei ugyancsak megerositet-
ték a DIFER-tesztek alkalmazhatosagat a szlovakiai magyar anyanyelv(i (4-8 éves)
gyermekek korében. A kutatasi eredményeknek kdszdénhetéen mostantol a DI-
FER-teszt nemtdl és életkortol fliggetlendl Szlovakiaban is érvényes és megbizhato
fejlédésdiagnosztikai eszkdzként tarthatd szamon. Az elemzések eredményei alap-
jan a szerzok megallapitjak, hogy a teszt lehetévé teszi az iskolaérettség atfogo
ertekelését is a szlovakiai magyar gyermekek koreben.

A MATE Press altal kiadott Diagnostic Assessment of School Readiness cimU
konyv atfogo képet ad a szlovak és a magyar oktatasi rendszer sajatossagairol, es
betekintést nyujt a hatalyos oktatasi jogszabalyokba, szabalyozé dokumentumok-
ba. Emellett a szlovakiai nemzetiségi oktatas szempontjabol meghatarozé és na-
gyon fontos kutatas megvalositasanak menetét és eredmeényeit is az olvaso elé tar-
ja. Ezaltal a kétet tobb szempontbal is fontos, Uj eredményeket mutat fel. A szerzék
ramutatnak a diagnosztikai folyamatok €s a megfelel¢ feltard eszkdzok alkalmaza-
sanak a fontossagara, amely alapot jelent a gyermekek optimalis fejlddésének az
elésegitésehez. Ravilagitanak tovabba a DIFER-tesztek érvényes és megbizhato
alkalmazasanak lehet6segeire a gyermekek iskolaérettségenek felméreseben.

A kotet jelentésége abban rejlik, hogy nemzetkdzi egylttmikddeés soran egy ha-
tarokon ativel6 kutatas kereten belll a szlovakiai magyar tanitasi nyelvd intézmeények
pedagogusai kezébe egy olyan adaptalt és standardizalt méréeszkozt ad, mely segiti



121 | Az iskolaérettség értékelésének diagnosztikus megkozelitése

a pedagogiai munkat, illetve biztositja a gyermekek személyre szabott fejlesztésének
lehetéségeét. Mivel a tesztek alkalmazhatoak az iskolaérettseég megallapitasara is,
segithetnek a dontésben, hogy a gyermek megkezdje-e tanulmanyait az alapiskola
els6 evfolyamaban. Nem mellékes az a tény sem, hogy a tesztek alkalmasak az indi-
vidualis oktatasban részesulé gyermekek készségeinek felmeérésére is az bvodaban,
melyet a hatalyos jogszabalyok el6irnak Szlovakiaban. Valamint a DIFER-tesztek
tovabbi kutatasokban hiteles és megbizhatd kutatasi mérdeszkodzkent alkalmazha-
toak. A szerkesztett kotet ezaltal fontos alapmi a témaval foglalkozo kutatoknak,
emellett kiemelt jelentéségu a gyakorld pedagogusok és pedagogusjeldltek szama-
ra, valamint értékes Utmutatast adhat az oktatasi dontéshozok részére is.
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Epidemic Worlds

Samuel Weber: Preexisting Conditions:
Recounting the Plague

Peter H. Naay

We will introduce a few words about the plague, starting further afield. Then, with
the help of medical humanities literature, we will narrow the context and take a clo-
ser look at Samuel Weber's excellent book Preexisting Conditions: Recounting
the Plague. (As will be seen, the context-building partly predetermines the very
criteria of the work to be reviewed.) There are tens of thousands of diseases, many
of which are caused by viruses. Millions of virus variants threaten our health, and
precisely 220 known strains cause human disease. Examples of diseases caused
by viruses include the common cold, measles, smallpox, yellow fever, mumps, ra-
bies, Ebola, West Nile fever, AIDS, SARS and Covid. Another significant proportion
of diseases are caused by bacteria, in addition to those transmitted by protozoa,
fungi or worms and other parasites, and those of genetic origin. Ancient patho-
gens, representing the earliest life forms, swarm in our bodies and cause disease
when our immune systems are weakened. Bacterial diseases include diphtheria,
syphilis, dysentery, anthrax, typhus, leprosy, tuberculosis, salmonellosis, scarlet
fever, cholera, and plague.

The latter, the plague or plague epidemic, especially its outbreak in the 14"
century, is probably the favourite of cultural epidemiology or epidemic history, as
it is better anchored in the public consciousness than other epidemics. There are
obvious cultural reasons for this, as the Black Death of 1348 has been embedded
in cultural memory in many ways, from literature to the visual arts to urban histories.
The statement “a third of the world has become extinct” (which may be factual but
is obviously only an approximation) has a long career in the history of culture. It is
quoted in textbooks, literature, and later films. Thus, it is a bombastic figure in the
discourse on epidemics, maintained and kept ready by the media apparatus. (The
story of discovering the deadly flea-borne bacterium is recurring in science popula-
risation publications. For centuries, the appearance of the disease has been linked
to rats or interpreted as the scourge of god, but it has been impossible to fight.) (cf.
H. Nagy 2021, 28-30).

Regarding the plague, the climatic disruption of the 1330s affected the entire
northern hemisphere, which provided a favourable breeding ground for the plague
from China in Europe. On the other hand, the onset of the unusual cold made
harvesting oats impossible, delayed blossoming, froze the vines, and so on. A few
years earlier, the famine also prepared the devastation, increasing susceptibility
to the disease. If we leap in time, the situation is similarly complex: the epidemic,
which flared up twenty-six times, was also linked to people’s physical condition and
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was accompanied by other diseases (typhus, smallpox, dysentery, scarlet fever,
influenza). It was all part of the Little Ice Age mortality crisis. Therefore, the de-
velopment of pandemics deeply correlates with the climatic conditions of a given
period, and thus, the climate issue cannot be avoided by the disciplines dealing
with pandemics (cf. H. Nagy 2021, 30-31).

The plague is also said to have significantly impacted larger-scale changes that
are very important in human history. One is related to the mortality or demographic
consequences of the epidemic, as by the mid-14th century, there was an unpre-
cedented labour shortage in Europe. This development changed the relationship
with the workforce and started a process that pointed towards mechanisation. The
situation after the epidemic forced those who maintained a feudal economy to de-
velop technology more vigorously while paying higher wages to the labour force.
Thus, the first civilisation was created, whose energy source was no longer human
musculature but a system of mechanical connections. This technological leap beg-
an with the development of waterwheels and windmills, continued with the spread
of book printing, and culminated in Leonardo’s mechanical devices. The new situa-
tion also paved the way for Renaissance scientific thinking, which soon redrew the
intellectual map of Europe. The plague thus contributed significantly to the trans-
formation and disappearance of the medieval intellectuals, who were replaced by
engineers and inventors who transformed the society and culture of late medieval
Europe (cf. H. Nagy 2021, 31-33).

Narrowing the context, we should first point out that the plague epidemic was
the first worldwide biopolitical event with globalising effects in the history of West-
ern culture. Eszter Ureczky's book Kultura és kontaminacié [Culture and Conta-
mination] brilliantly illuminates this, in which A fekete halal alarcai [The Masks of
the Black Death] is about the plague and the birth of the modern biopolitical body.
The author explains that the plague is considered the most fertile metaphor for the
plague because, in addition to the collapse of the individual's body, it is also a sym-
bol of urban chaos. Therefore, it holds a threshold position in the emergence of
the modern Western subject; it functions as an identity-forming trauma of Western
culture and a metaphor for the biopolitical crisis to this day. Although the symp-
toms of crisis and medical treatments vary from one time to another, it produced
anthropological constants that are still a feature of epidemics today: scapegoating
(pogroms), isolation (quarantine), victim blaming, moralising (divine punishment),
deliberate contamination of others, the proliferation of pseudo or counter-scientific
theories (flagellants), and the nightmare of the mass grave. Therefore, it is no coin-
cidence that the plague has been the subject of many articles and is a recurrent
theme in cultural studies (cf. medical humanities).

Following Samuel Weber's The Legend of Freud and Singularity: Politics and
Poetics, his book Preexisting Conditions is one of the large-scale and stimulating
undertakings that is (also) associated with Covid-19. In the foreword, the author
refers to this situation, mentioning a specific seminar discourse, which for him was
manifested in a re-reading of Albert Camus’ novel The Plague. The exposure to the
novel and, a few weeks later, to the epidemic experience started (or completed)
a process of rethinking the intertwining of epidemics, epidemic fiction and human
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history. This then took shape as a particular and considered concept, which We-
ber describes as follows: ,However, unlike catastrophes such as tsunamis, earth-
quakes, volcanic eruptions, and astral collisions, the emergence and evolution of
plagues respond not just to natural causes but to preexisting social conditions. If
their occurrence has traditionally been described as a »visitation,« the relation of
plagues to preexisting conditions reveals them to be invited visitors, even if the
invitation is anything but deliberate, voluntary, or explicit. Plagues are invited by the
specific and even singular »preexisting conditions« of the places they visit. As the
notion of »visitation« suggests, plagues are always on the move. The responses
they produce must take this mobility into account.” (Weber 2022, 11).

The book focuses on the preexisting conditions and responses (e.g., isolation
and its consequences) that made epidemics possible. At the same time, analy-
sing selected literary works opens up epidemics’ linguistic and cultural context,
outlining an interpretive network that can be read as a medical humanities literary
history. In the pattern, testamentality presupposes complementary conceptual sy-
stems in which the physical world and the linguistic code, the particular and the
general, the individual and the communal, the isolated and the public are linked or
exchanged in the light of current epidemic dynamics. ,Here, the author writes, we
consider different manifestations of the »plague« within their trajectories of human
and environmental conditions, as documented by writers in the Western tradition
who explored a population’s confrontation with their shared mortality, which proves
also to be a testament to their shared lives.” (Weber 2022, 13). Accordingly, We-
ber's concept - which is not a paradox - metonymically embraces the spectrum of
epidemic histories in Western culture.

Preexisting Conditions begins with The Local and the General chapter,
a first-rate starting point and foundation. The starting point is Covid-19 and the
difference between bacterial and viral infection. Since Covid-19 is the best-docu-
mented epidemic of all time, several retrospective conclusions can be drawn from
the public data, which can serve as a model for studying future epidemics. One of
the most obvious of these is that different groups are affected differently by exposu-
re to infection, just as the odds of dying are not quite the same. ,Here, as elsewhe-
re, Covid-19, like the plagues that preceded it, has a revelatory function: it reveals
precisely the existence of »preexisting conditions« that differentiate susceptibility
and vulnerability to illness. Everyone is mortal, but not everyone is equally mortal.
Or, rather, not everyone is mortal in the same way. Thus, it is not just an accident
that the advent of Covid-19 has catalysed to stimulate protest movements against
preexisting conditions of social and economic inequality.” (Weber 2022, 19) All
this paves the way for pandemics from the Black Death, the Spanish flu and HIV to
Covid-19.

Weber's precise observations on repetition, resonance and expectation are al-
ready complemented in the preface by a literary parallel (where the author again
refers to Camus’ novel). Then, Walter Benjamin’s famous essay on post-traumatic
stress syndrome (The Storyteller) is discussed, answering why people tell stories
about epidemics. Weber then discusses and analyses the carefully selected focal
points of the epidemic literature in nine chapters. After the Bible, the pattern high-
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lights the writings of Thucydides, Boccaccio, Luther, Defoe, Kleist, Artaud, Camus
and Holderlin, which respond to the epidemiological concomitants, its anthropo-
logical and cultural factors, and cardinal determinants of preexisting conditions in
different eras. Individually, the chapters shed light on the (alternative) political prac-
tices inspired by epidemic situations, and together, they tell a very coherent story
of the pandemic breaking points in Western culture. Weber’s book is a benchmark
achievement and a fundamental contribution to our understanding of epidemic dis-
courses. At the same time, its conceptual framework makes it suitable for ground-
ing and invigorating the study of the most recent chapter of epidemic literature,
especially those works (such as Orhan Pamuk’s novel Nights of Plague) written
during the Covid-19, which relate in a complex way to the temporal, but partly fami-
liar, dynamics of a current epidemic. Finally, Preexisting Conditions also shows
how our identities can be understood, with the interposition of writing, as the inter-
mediate product of biopolitics and biopoetics.
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Mivészet, tudomany és kultura 6sszefonéda-
sa interdiszciplinaris perspektivakon keresztiil
a modern irodalomban

H. Nagy Péter: Evidens kb6zegek
KLukoN Vask GERGELY

I. A kényv vilaga

Jelen recenzio célja H. Nagy Péter Evidens kbzegek cim( kotetenek elemzese,
mely a tudomany és a popularis kultura kapcsolatainak szerteagazd témakoreit
jarja korul. A konyv kulénlegessege, hogy a szerzé interdiszciplinaris megkdzelitest
alkalmaz, dsszekapcsolva a bolcsész-, tarsadalom- és természettudomanyokat,
ezzel is elésegitve a komplex kulturalis jelenségek mélyebb megértését. Ennek
fényében a recenziom kulonos figyelmet fordit a kdtetben bemutatott tudomanyos,
tarsadalmi és kulturalis elemzések dsszefliggéseire, valamint azok tarsadalmi rele-
vanciajara.

A konyv szerkezete és tematikaja lehetévé teszi, hogy a szerzd altal vizsgalt
kilénb6z6 témak - mint példaul a jarvanyok kulturalis reprezentacioja, a termé-
szetfeletti jelenségek irodalmi abrazolasa vagy a tudomanyos ismeretterjesztés ha-
tarainak feszegetése - kritikai szempontbol is attekinthetoek és értékelhetéek le-
gyenek. A recenzio soran térekszem arra, hogy bemutassam, miként illeszkednek
ezek a temak a kortars tudomanyos diskurzusba, és hogy milyen Uj perspektivakat
nyitnak meg az irodalmi és kulturalis kutatasok szamara.

A kotet attekintése soran kuilon figyelmet szentelek annak, hogy hogyan hasznal-
ja fel H. Nagy Péter a mufaji hatarokon ativel6 irasmaodjat a tudomanyos és kulturalis
diskurzusok 6sszekoteseére, valamint, hogy milyen modszertani ujitasokat alkalmaz
a kulturalis jelenségek értelmezésében. A recenzio célja nem csupan a konyv tar-
talmanak kritikai elemzése, hanem annak bemutatasa is, hogy a kétet milyen jelen-
téseéggel bir a tudomanyos és tarsadalmi parbeszédek szinteréen.

I.I. A tudomanyos-fantasztikus irodalom jelentésége

A tudomanyos-fantasztikus irodalom jelentds hatast gyakorol az olvasdkra minden
korosztalyban, mivel ez a mifaj kildnleges lehetéséget kinal arra, hogy a befo-
gadok rendkivli kdrnyezetekben éljek at kalandjaikat. Az olvasok elmerilhetnek
abban az élményben, hogy egy tengeralattjarot iranyitanak tébb mint 30 ezer ki-
lométeren keresztiil az 6cean mélyén, vagy részt vehetnek Hari Seldon' életének

1 Hari Seldon egy kitalalt matematikus és pszichohistorikus, aki Isaac Asimov Alapitvany (1951) soro-
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donto fordulopontjain, aki alapjaiban valtoztatta meg egy kitalalt galaktikus biroda-
lom sorsat. Szembenézhetnek idegen lényekkel, majd késébb baratsagot kothet-
nek velik. Ezek a regenyek nem csupan arra 0szténdéznek, hogy almodozzunk
az elkepzelt vilagokrol, motivaciot is nyujtanak arra, hogy aktiv résztvevéi legytink
ezeknek a kepzelt tarsadalmaknak, €s a valosagot olyan jobb vilagga alakitsuk,
amelyrdl a tudomanyos-fantasztikus regenyek szolnak (Lepeng 2023).

Ahogy Lepeng is fogalmazott, fontos kiemelni, hogy a tudomanyos-fantasztikus
mUuvek nem csupan szorakoztatnak, hanem jelentés hatast gyakorolnak a technolo-
giai és digitalis fejlédésre is. Az ilyen tipusu irodalom gyakran megjosol vagy inspiral
uj technologiai innovaciokat, melyek késébb valésagga valnak. A mifajban szerep-
16 koncepciok, mint a mesterséges intelligencia, Urutazas vagy virtualis valosag mar
nemcsak fikcio, hanem a modern tudomanyos kutatasok és fejlesztések el6futarai.
Ezen mlvek elemzése és megértése lehetéve teszi, hogy jobban lassuk, miként
formaljak ezek az elképzelések a tarsadalmi szemléletet a technologiarol, és
hogyan befolyasoljak a kévetkezé generaciok innovacios torekveseit. Az Evidens
kbézegekben H. Nagy Péter kulonos figyelmet fordit a mdfaji hatarok atlépésere,
reflektalva arra, hogy a tudomanyos-fantasztikus irodalom hogyan és milyen mér-
tékben jarul hozza a digitalis kor kihivasainak formalasahoz és megoldasahoz. A
szerz@ tudatosan keresztezi a kilonb6zd mufajokat, hogy uj ertelmezési leheto-
segeket nyisson meg, ezzel gazdagitva a mlvek tartalmi és formai sokszinliségét.

L.Il. A kotet kdérnyezete

Ez a kotet a dunaszerdahelyi NAP Kiado , Kaleidoszkop kdnyvek” sorozatanak 37.
darabja, mely 2023-ban kertilt kiadasra. Strukturalisan a md hét kilénallo részre
tagolodik, amelyek mindegyike kulon tematikai egyséeget kepvisel.

A boritd modern és mlvészi megjelenése a kaleidoszkop szimbolumot hasznal-
ja, amely 6sszefonodik a konyv tematikajaval. A kaleidoszkop valtozatos és Ossze-
tett képeket hoz létre, ami parhuzamba allithatd a kétet interdiszciplinaris megkoze-
litésével. A szines, dinamikus formak képviselhetik a kiilonbdz6 tudomanyteriletek
Osszefonodasat és a kulturalis jelenségek komplexitasat.

A boriton szerepld szinek - sarga, kék e€s narancs - élénkek és figyelemfelkel-
téek, felhiviak a figyelmet a kdnyv innovativ é€s modern szemléletmaodijara. A szinek
elrendezése és az atfedések a tudomanyagak kozotti atjarhatdésagot és azok egy-
mast erdsitdé hatasat is sugallhatjak, ami dsszhangban all a mivet athaté tudoma-
nyos diskurzussal. A konyv egyszerUl, de hatekony tipografiaja - amely a cim és a
szerzd neve mellett a kiado logojat és a kdnyvsorozat jelzését is tartalmazza - tisz-
tasagot és olvashatdsagot biztosit.

Osszességében jol tikrozi a kdnyv interdiszciplinaris jellegét és a kulturalis, va-
lamint tudomanyos témak sokszinliségét, ami varhatdéan a potencialis olvasok ki-
vancsisagat is felkelti azaltal, hogy vizualisan is kifejezi a kotet tartalmi gazdagsagat.

zatanak kozponti szerepldje.
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Il. Epidemioldgiai megkozelitések a popularis irodalomban

A popularis irodalom gyakran tukrozi és formalja a tarsadalmunkat érinté globalis
problémakat, kilonos tekintettel a jarvanyokra. Robin Cook és Sepsi Laszlo mive-
iben az epidemiologiai kérdések nem csupan a cselekmény mozgatorugoi, hanem
meélyebb tarsadalmi és mufaji reflektalas eszkozei is. E fejezetek célja, hogy bemu-
tassa, miként abrazoljak a jarvanyokat ezek a mivek, és milyen hatast gyakorolnak
ezek az abrazolasok a tarsadalomra és a mifaji konvenciokra.

H. Nagy Péter elemzése Robin Cook Jarvany cimi regényével kezdédik,
amelyet alaposan vizsgal a realisztikus orvosi thriller mifaji keretein belul. A szerzé
kiter Cook modszerére, amely a jarvanyt mint kozegészsegulgyi €s moralis valsagot
abrazolja, hangsulyozva az orvostudomany és az emberi dontéshozatal dsszetett
viszonyat. Az elemzés mélyrehatdan targyalja, hogy Cook hogyan hasznalja a tudo-
manyos részletezest, hogy hitelességet adjon a narrativanak, mikézben fenntartja
az olvaso erdeklédesét es izgalmat.

Ezzel szemben Sepsi Laszld6 Termétestek cimil regényének elemzése egy
teljesen mas megkozelitesttarelénk. H. Nagy Péterittaz allegoriak és a szimbolizmus
mélyrétegeit bontja ki, bemutatva, hogy Sepsi a jarvany motivumat a tarsadalmi
bomlas metaforajaként hasznalja fel. A szerzé részletesen elemezve mutatja
be, hogy Sepsi hogyan abrazolja a természet és ember kozti 6sszefliggéseket,
és hogy ezek az Osszefliggések miként tlikrozédnek a tarsadalmi kapcsolatok
térékenységén keresztil.

H. Nagy Péter munkaja figyelemre melté abban, hogy képes 6sszekotni a kiilon-
b6z6 mufaji elemeket a szélesebb tarsadalmi kontextussal. Az elemzés eréssége,
hogy nem csupan a szovegek felszini rétegeit targyalja, hanem a mélystrukturak
felé is elkalauzolja az olvasot, dsztondzve a kritikai gondolkodasra a popularis kultu-
raban rejlé betegsegképekrol és azok tarsadalmi kévetkezményeirdl. Ahogy ezek-
ben a fejezetekben bemutatja, a popularis irodalom és az epidemiologia talalko-
zasa a kortars irodalmi narrativak kulcsfontossagu eleme, mint ahogyan azt Robin
Cook és Sepsi Laszlo mivein keresztiil is elemzi.

A jarvanyok abrazolasa nemcsak dramaturgiai eszkdzként szolgal, hanem mély
tarsadalmi és pszichologiai rétegeket is feltar. A kutatasok szerint a k6z6ssegek,
amelyek jobban megértik a mindennapi tapasztalataikat, nagyobb valoszintiséggel
fogadjak el az egészséguigyi fejlesztési politikakat (Morgan 2005).

Ez a megkozelités szorosan kapcsolddik H. Nagy Péter elemzéséhez, aki a
narrativakban rejlé ,,népszerl epidemioldgiat” hasznalja fel a tarsadalmi valdosagok
jobb megeértésére.

Ezenkivil a szerz6 a mifaji hatarok atlepeseével is foglalkozik, ami lehetdveé teszi
szamara, hogy a szigoruan tudomanyos megkozelites helyett egy integraltabb, in-
terdiszciplinaris latasmodot alkalmazzon. Ez 6sszhangban all azzal a tudomanyos
konszenzussal, hogy a ,népszerl epidemiologia” - mint ahogyan Morgan (2005)
is kifejti — alapvetéen befolyasolhatja a kdzegészségligyi gyakorlatokat, még ha
az adott kulturalis és tarsadalmi kontextus dinamikus valtozasai miatt nem is illesz-
kedik hagyomanyos tudomanyos paradigmakba. H. Nagy Péter munkajaban ez a
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megkozelités azt sugallja, hogy a popularis irodalom altal targyalt jarvanyok és azok
abrazolasa valojaban szélesebb tarsadalmi diskurzusokat és kulturalis valaszokat
tukrozhetnek, amelyek jelentésen hozzajarulhatnak a kdzoOssegi egészsegulgyi
stratégiakhoz €s a tarsadalmi reziliencia megertésehez.

Lepeng (2023) megallapitasa, amely szerint a tudomanyos-fantasztikus iro-
dalom jelentds hatast gyakorol a modern vilag fejlédésére és alakulasara, tovab-
bi érvényesilést nyerhet a tarsadalmi hatasok terén is. Ebben a kontextusban a
kdnyvben bemutatott elemzés nem csupan az irodalmi mdlvek jelenlegi befolyasat
targyalhatja, hanem Uj kutatasi iranyokat is megnyithat a tudomanyos-fantasztikus
irodalom tarsadalmi és kulturalis szerepének mélyebb megértése érdekében.

lll. Természetfeletti jelenségek, tarsadalmi valsagok és tudo-
many

A kotet interdiszciplinaris megkozelitése lehetéve teszi a természetfeletti elemek,
a tudomanyos ismeretterjesztés és a tarsadalmi valsagok Osszetett vizsgalatat a
modern irodalomban. Az elemzés targya, hogy miként abrazolja H. Nagy Péter
ezeket a témakat kilonbdzé miveken keresztlil, kiemelve a természetfeletti és a
tudomanyos elemek irodalmi integraciojat, valamint a tarsadalmi valsagok kulturalis

lll.1. Természetfeletti és misztikus elemek

Az elemzés kiindulopontja a természetfeletti jelenségek abrazolasa, amelyet
Bram Stoker Drakula cimi mive és az ipolysagi irond, N. Toth Aniko altal irt
A szalamandra mosolya cim( mU( segitségével targyal. A szerzd részletesen elemzi,
hogyan kezelik ezek a kdnyvek a valosag és a természetfeletti hatarait, és milyen
pszichologiai, valamint kulturalis hatasokat gyakorolnak ezek a reprezentaciok. Az
elemzés kiemeli, hogy ezek a narrativak mikent befolyasoljak az olvasok erzékeléset
és értelmezéseét a valosaggal kapcsolatban.

A horror, a rettegés és a pszichologiai feszliltség abrazolasa szerves részét ké-
pezi a terméeszetfeletti irodalomnak, amelyet Edgar Allan Poe munkassaga is tuk-
réz. Poe munkassaganak elemzése soran kulonos figyelmet fordithatunk a félelem

Ez az elemzési szempont illeszkedik az Evidens kézegek kontextusaba, ahol
a termeszetfeletti elemek abrazolasa nem csupan a kulsd, hanem a belsé vilagok
megjelenitését is szolgalja.

Poe miveiben a belsé emberi érzelmek, mint a félelem, a blintudat és a bizonyta-
lansag kdzponti szerepet kapnak. Ezek az érzelmek teremtik meg a legborzasztobb
kilsé élményeket, amelyek tulmutatnak a puszta éjszakai zajokon és a lathato
rémseégeken (Mathew 2021).
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H. Nagy Péter elemzése ramutat arra, hogy a pszichologiai dinamikak mennyire
maljak az olvasoi erzékelest. A Drakula és A szalamandra mosolya elemzeseibdl
kibontakozik, hogy H. Nagy Péter hogyan hasznalja fel értekezésében a természet-
feletti elemeket, nem csupan, mint mufaji jegyeket, hanem mint eszkdzoket az em-
beri lelek mélyrétegeinek megjelenitésére. Ennek eredményeként a kdtet nemcsak
a narrativ technikak elemzését nyujtja, hanem betekintést is ad az emberi psziché
sotét zugainak feltarasaba, amelyeket a természetfeletti események tesznek érze-
kelhetdvé és értelmezhetdve.

l1I.Il. Tudomany és a science fiction kapcsolata

A kdvetkez6 szegmens Avi Loeb és Csdsz Sandor munkassagan keresztiil vizsgalja
a tudomany és a science fiction 6sszefonodasat, ami H. Nagy Péter elemzésében
kilonleges figyelmet kap. A szerzd részletesen targyalja, hogyan valnak a tudo-
manyos elméletek és felfedezések a science fiction mifajanak szerves részeive,
valamint azt, hogy ez a folyamat milyen kihivasokkal jar a tudomany népszerusitése
és a kdzdnseggel valé kommunikacié szempontjabol.

H. Nagy Péter elemzése soran kilon hangsulyt fektet arra, hogyan inspiralja a tu-
domanyos kutatas a science fiction-irokat Uj vilagok és technologiak megalkotasara,
ami nem csupan a jovoképek szorakoztatd abrazolasa, hanem a tudomanyos
gondolkodas és a tarsadalmi kérdések iranti éerdeklédés felkeltéséenek eszkoze is.

A szerz6 kiemeli, hogy a science fiction nemcsak fantaziavilagokat teremt, ha-
nem valos tudomanyos koncepciokat és tedriakat tesz kdzerthetdéve és vonzova a
nagykoézoénseg szamara, ahogy errdl tanulmanyaban Lepeng (2023) is beszamolt.
Ezaltal nemcsak szorakoztat, hanem érdeklédést és tudatosodast is general a tu-
domanyos fejlédés irant. H. Nagy Péter ramutat arra, hogy ez a mufaji atlepés mi-
lyen fontos szerepet jatszhat a tudomanyos ismeretterjesztésben, kiilénésen azok-
ban az esetekben, amikor a tudomanyos kdz6sség megosztott, vagy egy Uj elmélet
még nem nyert széleskord elfogadast.

L. Kulturalis és tarsadalmi valsagok

A fejezet zaro része a tarsadalmi valsagok, kiiléndsen a jarvanyok abrazolasat elem-
zi Nicholas A. Christakis és tovabbi szerzék muveiben. H. Nagy Péter itt targyalja,
hogy ezek a muvek mikent dokumentaljak a jarvanyok tarsadalmi €s pszichologiai
hatasait, valamint a kulturalis és politikai valaszokat. A szerzd ramutat arra, hogy a
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jarvanyok abrazolasa a popularis irodalomban fontos eszkoze lehet a tarsadalmi
tudatossag novelésenek és a kulturalis valaszstrategiak kialakitasanak.

Nicholas Christakis Apollo’s Arrow cimU kétetében egy innovativ megkdzelitést
alkalmaz, amely 6tvozi a szerzd orvosi és halozattudomanyi tapasztalatait, in-
tegralva a tarsadalmi, technoldgiai és biologiai adatokat egy koherens nar-
rativaban, ami a pandémia lefolyasat irja le. Christakis kiemeli, hogy az em-
beri magatartas, a biologiai tényezék és a tarsadalmi kapcsolatok halozati
szerkezetének variabilitasa hogyan vezethet olyan jarvanyokhoz, ahol kevés
fert6zott személy a megbetegedések tobbségeéeért felelés. Ezen a ponton a
COVID-19 pandémia kiilondsen azokra az eseményekre tamaszkodva terjesztette
ki hatasat, ahol nagyszamu fert6zés torténik, ami alatamasztja, hogy a jarvanykeze-
lés szempontjabol kulcsfontossagu a tarsadalmi kapcsolatok és viselkedési mintak
megeértése (Scarpino 2020).

IV. Osszegzés

H. Nagy Péter Evidens k6zegek cimli muiveben szamos irodalmi és tudomanyos
témat targyal, melyek kozo6tt vannak olyanok is, amelyek kevésbé kertiltek eddig
reflektorfénybe, de ugyanolyan fontosak a kotet egészének megértéséhez.
Ezek a mlvek az interdiszciplinaris megkozelités mintapéldai, amelyek 6tvozik a
tudomanyos ismereteket és a kulturalis elemzeseket, ezaltal segitve az olvasokat a
szélesebb kontextus megertéseben. A szerzd munkaja melyrehatoan targyalja a tu-
domany és a mlvészet, valamint a kultura 6sszefondédasanak kérdéseit, 6sztdondz-
ve a tudomanyos diskurzus és a popularis kultira kozétti parbeszédet. Az Evidens
kbézegek nem csupan a narrativa elemzésere fokuszal, hanem arra is térekszik,
hogy a tudomanyos ismereteket szélesebb kd6zdnség szamara is elérhetdvé és ért-
hetdve tegye.

Ebben a kontextusban - mint ahogy Keserli (2016) is megjegyzi - a modern
irodalomtudomany szamara elengedhetetlen az irodalom koéré épuld diskurzusok
jelenléte. Ezek a diskurzusok nemcsak az irodalom lenyegéenek megertéset segi-
tik, hanem lehetévé teszik az irodalomtudomany szamara, hogy az irodalmat folya-
matos reflexio targyava tegye. igy tisztan lathatova valik, hogy mi alkotja a miivészet
és az irodalom magvat (Keserti 2016).

Osszességében, bar néhany mi kevesebb figyelmet kapott a recenzidban,
ezek a munkak ugyanolyan lényegesek a kotet altalanos értékelésében. Az Evi-
dens kbzegek kivalo peldaja annak, hogyan lehet sikeresen 6tvozni a kilonb6zé
tudomanyterileteket €s muveszeti formakat egyetlen koherens elemzési keretben,
amely Uj perspektivakat nyit meg az olvasok el6tt a tudomany, miivészet es kultura
kapcsolatanak megertésere.
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