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BACSA-BAN ANETTA
Dunaujvarosi Egyetem, Dunaudjvaros, Magyarorszag
bana@uniduna.hu

A PALYASZOCIALIZACIO ES A PALYAMOTIVACIO MINT A
PEDAGOGUSOK PALYAN MARADASANAK KULCSTENYEZOI

Osszefoglalo
A pedagbégusok egyre csokkend szama, strukturalis hidnya, a palyaelhagyas folyamata mellett
elengedhetetlen foglalkozni a palydn maradas témakorével. A palydn maradast egyértelmiien a
palyaszocializacié és a palyamotivacido ersiti. A tanulmanyban ismertetett vizsgalatunkban azt
kivanjuk bemutatni, hogy a Dunaljvarosi Egyetem szakmaipedagOgus-képzésében résztvevd
szakoktato és mérndktanar-hallgatok hol tartanak palyaszocializacidjukban, palyamotivumaik milyen
jegyekkel irhatok le, motivaciojuk hogyan segithetd el ugy, hogy szocializaciojuk eredményesen
menjen végbe. A vizsgalat eredménye azt mutatja, hogy a palyaszocializaci6 folyamataban a
képzodintézményeknek is kiemelt jelentdsége, szerepe van. Ennek fontossagira, a benne rejld
lehetdségekre és veszélyekre is szeretnénk felhivni a figyelmet. A konferencia tematikajahoz igazodva
paradigmat valtani abban a kérdésben, hogy az eredményes palyaszocializaci6 fligg a

képzo6intézménytdl, s nem kizarolagosan a hallgaton mulik.

Kulcsszavak: palydn maradés, palyaelhagyas, szakmai pedagdgusok, palyamotivacio,
palyaszocializacid

1. Bevezetés

Szerencsés helyzetben vagyok, kozel 40 éve kozelrl szemlélem a pedagogusokat, tobb mint 20
éve a szakmaipedagogusok-képzése mellett koteleztem el magam. A szakmai pedagdgusok:
mérndktanarok, szakoktatdk, gyakorlati oktatok sajatos csoportjat jelentik a pedagégusoknak, ugyan a
jelenlegi torvényi szabalyozas nem pedagdgusoknak tekinti 6ket, hanem oktatoknak, de az a feladat,
amelyet végeznek nemcsak oktatds, hanem nevelés, szocializalés is, legaldbb olyan erds pedagogiai
tartalmi elemekkel egy-egy szakma elsajatitasa mentén, mint a kdzoktatas szinterein.

Az elmalt évtizedben a palya presztizse megrogyott, nemcsak az anyagi megbecsultség, hanem a
tarsadalmi elfogadottsag és elismertség is jelentGsen hanyatlott, a szakma szerepl6i megoregedtek,
kioregedtek, elhagytdk a palyat, vagy nem is vélasztottdk azt. A pedagogusok péalyaelhagyéasa, ha
valahol erételjes nagysagrendet 6ltott, az nem mas teriilet volt, mint a szakképzés, s ha valahol jelentds
lepéseket kell tenni, hogy a palyara visszatérjenek a pedagdégusok, az oktato-nevelék, az is a
szakkeépzés. A Szakképzés 4.0-ben megfogalmazott gondolatokkal egyetértve: ,,A magyar gazdasag
versenyképességének egyik kulcsa a mindségi szakemberképzés.” ez pedig nem tud mas alapokra
épiilni, mint a mindségi szakmai pedagégusokra.

2. A palyamotivacio

A pedagoguspalyan 1évok csokkend 1étszama arra késztette a szakembereket és az oktataspolitika
résztvevOit is, hogy feltarjdk mind a palyaelhagyas teriiletét (Bacsa-Ban, 2019), mind annak
csokkentésének modjait. Igy keriilt ezzel egyiitt kdzéppontba a palyaszocializacio, s vele
parhuzamosan a palyamotivacio témakore. Nagy bizonyossaggal allithatd az ugyanis, hogy a jol
szocializalt pedagogus palyan maradasanak egyik f6 tényezdje motivacidjaban rejlik.

Pedagdgussa valni egy hosszu folyamat eredménye egészen a péalyavalasztastol, a folyamatos
pedagdgiai célorientélt életvezetésen, palyaszocializacion keresztiil egészen a tevékeny oregkorig. Ezt
Rékusfalvy (1981) palyafejlédésnek nevezi, amely az egész személyiség részvételével zajlo sajatos,
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alkalmazkod6 és onalakitd tevékenység és egész életen at tartd folyamat (Gyodrgyiné, 2007). A
palyaszocializacié egy masik ehhez kozelitd meghatarozas szerint, olyan személyiségfejlodési
folyamat, amely a gyermekkorban kezdddik, és a palya gyakorlasa alatt is tart (Dudas, 2000: 94).

A palyaszocializacio alapja az a gyermekkorban kezd6dd szerepelsajatitas, amely a
szereppartnerekkel val6 interakciokon, s e tevékenységek reflexidin keresztil formalodik (Hercz,
2016). E folyamatban alakul ki az egyén szerepmodellje (Fiizi, 2015). ,,A szerepmodell a tanar
szakmai onmeghatdarozdasa, amelyben a nevelésrél-tanitasrol szerzett tuddsa, a ndvendékekhez val6
viszonya, személyiségének a tandri feladatok dltal mozgositott elemei, egyfeldl tudatosan vdallalt,
madsfeldl tudattalanul kévetett mintdi 6tvozodnek. Sokban hasonlit a szakirodalomban nézetként
definialt fogalomhoz, de a szerepmodell tobb elemet foglal magaba, koztiik éppen a nézeteket is”
(Fiizi, 2015: 43).

A pélyaszocializaciéra és palyaidentifikacidéra hatassal vannak a kognitiv tudason tul a sajat
tapasztalatok, melyek alapjan kialakulnak olyan képességek, készségek, attitidok, valamint
személyiségjegyek, melyek megléte elengedhetetlen az egyéni szakmai fejlodéshez (Bird, 2018).
Mindezen okok nyoman kijelenthetjiik, hogy nem elhibazott azon torekvés, amely a tanar szakok
valasztasat a felsOoktatas kezdetére helyezi, hiszen ezaltal egy jol megalapozott palyaszocializicio
készitheto el6 (Fokozatvaltas a felsGoktatasban). S valdoban a pedagogusképzésre iranyulo felsdoktatas
célja, hogy a képzés évei alatt az onismereten és palyaszocializacios fejlodésen keresztiil a hallgatok
értékrendszere minél inkabb a valasztott hivatdsnak megfelelden alakuljon (Fonai és mtsai., 2001;
Szilagyi, 1987).

Hercz (2015) a témaban val6 vizsgélata sordn a palyaszocializacid szakaszelméleteit veti dssze.
Szab6 Istvan szakaszelmélete a szakmai szocializaciot 4 szakaszra osztotta: 1. palyaorientacio - az
elkotelez6dés kialakulasa, 2. szakmai képzés — a megfelelé elméleti és gyakorlati ismeretek
elsajatitasa, amely végére kialakul a palyaérettség, azaz képessé valik a jeldlt a tanult szakmaban vald
helytéllasra, a 3. a palyakezdés - ahol kideril valdban neki valé-e az adott tertlet, ha siker éri, akkor itt
alakul ki a hivatasérzet, a palyan maradasra val6 vagy, s a 4. szakasz, a palyavitel szakasza, ahol mind
az eldnyokkel, mind a hatranyokkal tisztdban van az ember (Szabo, 1994). Hubermann (1992)
elméletében az 1-3.évben a talélés (mélyviz és a felfedezés (els6 osztaly, 6nallo tevékenyseg) egylttes
hatasa a jellemz0, a palyan maradas dol itt el. Ezt koveti a stabilizacio, elkdtelezettség idoszaka a 4-6.
évben, majd a palyan eltoltott 7-18 év kozott a szakmai aktivitas és kisérletezés idészaka kovetkezik, a
korlatok felismerésével és lehetdségek kutatasaval, valtoztatassal, kihivasokkal. De ez egyben a leltart
és a kétségek/megerdsités idejét is jelentik.

Hercz dsszegezve megéllapitja, hogy a szakaszelméletek bar miikod6képesek, de azok ilyen
lehatarolasa az egyes pedagdgusok palyaiveinek eltérd valtozatai miatt nem lehetséges ennyire, hiszen
sikeres palyakezdés utan is lehetséges kényszervaltds a koriilmények erételjes megvaltozdsa miatt,
gondoljunk egy hirtelen megvaltozott maganéleti helyzetre pl. a koltézés mennyiben befolyasolja a
munkahely elérését.

Amit azonban mindenképpen sziikséges kiemelnink, hogy a palyaszocializaci6 szakaszai — ha
értelemezhetéek, — a befolydsol6 személyek nyoman mindenképpen eltérést mutatnak, s
megkiilonboztethetéek, mig a kezdetekkor a csalad, sziild6 befolyasa erds, addig késébb a
kortarscsoport és tandrok hatdsa valik meghatarozova, s ez a palyavitel folyaman a munkatarsak,
vezetok és kollégak iranyaba mozdul el jelentésen (Szilagyi, 1993).

A motivacio elméleti megkdzelitéseit tovabb vizsgalva Szontagh (2020) kilénbséget tesz a
hivatdsmotivacio és a palyamotivacié kozott, mig a hivatdsmotivacid szerint a nevelés-oktatas
folyamatara személyes belsé ,,elhivas”-ként tekintenek, addig a palyamotivacio a pedagoguspalya mint
szakma valasztasahoz kothetd. Az el6bbi megjelenik az elkételez6désben a hivatds irant, a kdzdsségi
¢s tarsadalmi szerepvallalasban, a munkakorhoz vald kothetésége éppen ezért nem erds, hiszen, ha pl.
a pozicié nem jelent vonzé munkakorilményt, 6nmagaban nem segiti a palyara allast. Szontagh (2021)
mindezt a racionalitason tali elvarasként, azaz valamiféle transzcendenshez kotodoként hatarozza meg.
A palyamotivacié ugyanakkor elsésorban az intézményes neveléshez-oktatashoz, azaz a pedagdgus
szerephez kapcsolhatd.

A pélyamotivaciot az elméletek més szempontbodl is csoportositjdk (Bacsa-Ban, 2019).Nemzetkdzi
¢s hazai kutatasokbol is ismert, hogy a pedagogus palya valasztasdnak okai lehetnek kiils6 (extrinzik)
és belsé (intrinzik) okok (Paksi és mtsai, 2015a.2015b).Amelyek tovabb bonthatdak individudlis
okokra és a pedagdgusi munkahoz/palyahoz kothetdo motivaciokra. Az individualis belsdé motivaciok
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pl. az 6nmegvaldsités, a tarsadalmi hozzajarulas, a pedagogusi munka tarsadalmi szintii fontossaga és
a tudasatadas motivacidja (Paksi és mtsai, 2015a, 2015b). De a szakirodalmakban (Chrappan, 2012:
Kocsis, 2002) oly sokat emlegetett motivacios elem a gyermekszeretet is. Mig az individualis, kiils6
motivaciok koziil a szabadsag €s a szabadidé kiemelend6k mint motivacios tényezok, csakligy, mint a
szakmai fejlodés lehetdsége és az allasbiztonsag (OECD, 2009; Kilinc-Watt-Richardson, 2012.) vagy
az értelmiségi karrier épitésének lehet6ségei (Nagy, 1998; Hajdu, 2001; Jancsak, 2010), de a
csaladdal, maganélettel valo dsszeegyeztethetdség is mindenképpen ide sorolandok (Butt-MacKenzie-
Manning, 2010).Munkahoz kéthetd kiils6 motivacids elemek pl., mint a kordbbi tanitdssal /tanuldssal
kapcsolatos pozitiv tapasztalatok, a Vélt munkaltatoi elvardsok, a tantestlleti légkor, a
munkakorulmények. Ezeket mind a hazai (Chrappan, 2012; Kocsis, 2002; Varga 2010), mind a
nemzetkozi szakirodalom (Manuel-Hughes, 2006) emliti.

Osszességében a szakirodalom a palyan maradas és a palyavalasztas meghatirozo tényezdinek az
intrinzik motivaciok meglétét hangsulyozza. Azonban a 2013-2015 koz6tt végzett magyarorszagi
pedagogus-vizsgalat (Paksi és mtsai 2015a,2015b) azt allapitotta meg a pedagdgus palyat elhagydkral,
hogy az 6 palyavalasztasi dontésiik leginkabb 5 tényezon alapult: a megfeleld képességeken; a
gyermekek/kamaszok jovdjének alakitasan; a veliik valé munka fontossadgan, de a karrier belso értéke
és a korabbi tanitéasi/tanulasi tapasztalat is alakitotta palyavalasztasi dontésiiket.

3. Szakmai pedagdgusok péalyaszocializacidja, palyamotivéacidja

A pedagdgusképzés egészén belul a szakmaipedagdgus-képzés sokszinii, sokféleségében azonban
olyan kozos jegyek vannak, amelyek kiilonbozoségiikben az egységet erdsitik. Sokféle iranyultsaga,
valtozatos képzési strukturdja ellenére ©6nall6 alrendszer (Fekete, 1985). A szakmaipedagdgus-
képzésben a szakmai tanari képzés és a szakoktatoképzés megdbrizte a ,,szakmaisag” és a ,tanarsag”
kovetelményének kettOsségét, illetve a szakmai tudas elvarasat mint a pedagdgusi képesités
megszerzésének és a pedagogusi tevékenység gyakorlasanak eléfeltételét (Benedek—Molnar, 2015;
Radli, 2011). A szakmaipedagbgus-képzés masik sajatossdga, hogy a szakmai, diszciplinaris
felkésziiltség a tanari képesitéssel tobb szaktargy képesitésére készit fel. Mindez a szakmaipedagdgus-
képzés minden szintjén — a szakmai tanarképzésben csakugy, mint a szakoktatok képzésében — jelen
van, hiszen a képzés egésze a szakmastruktirahoz illeszkedik, a szakképzést kdveti (Radli, 2011).

Az azonos szakterileten bellili szakmaipedagdgus-képzés — a bolognai modell nyoman, — jelenleg
két ciklusban torténik Magyarorszagon:

1. A kozvetlen munkiba allast segitd, alapvetden gyakorlatorientalt ciklus, a bachelor szint
(BSc/BA), mely 2007-2020 kozott a Miiszaki szakoktatd BSc szakot jelentette, 2021-t61 a Szakoktatod
BA szakot.

2. A fejleszt6-kutato feladatokra felkészito, alapvetéen elméletorientalt ciklus, a master szint (MA)
az okleveles mérnoktanarok képzését testesiti meg (Bacsa-Ban, 2021).

E csoportok szakmai szocializaciojanak vizsgalatara, motivumainak feltarasara nem, vagy csak
néhany esetben keriilt sor (Pais, 2001; Chrappan, 2012) az elmult idészaban, igy vizsgalatunk e
hidnytertletre fokuszal.

4. A vizsgalat

Vizsgélatunkban arra a kérdésre kerestiik a valaszt, hogy az intézménylinkben levelezd tagozaton
tanulé szakmaipedagdgus-hallgatok hol tartanak palyaszocializaciojukban, palyamotivumaik milyen
jegyekkel birnak, motivaciojuk hogyan érhetd tetten és segithetd, hogy eredményes szocializacidjuk
végbe menjen. Kiilon jelentdsége van annak, hogy szakmai pedagdgusképzésrol beszéliink, ahova a
hallgatok mar meglévl szakmai ismeretek €s motivaciok birtokaban 1épnek, s ,,csupadn” pedagogiai
szocializaciojuk vagy annak egy része a képzbintézmény feladata. Vajon e kettds teher hogyan hat a
szakmaipedagdgus-képzés hallgatoira? Hogyan itélik meg azt, hogy milyen elvarasokat tAmasztanak a
keépzok a pedagdgushallgatokkal szemben palyaorientacidjuk, a palyahoz elengedhetetlen képességeik,
attitiidjeik, palyakésziiltséglk, palyaalkalmassaguk vonatkozéasaban.

Vizsgalatunk nem hipotéziseteket ellendriz, hanem nyilt kutatoi kérdésekre keresi a valaszt, amely
egy hosszabb longitudinalis vizsgalat alapjait rakja le.

A kérdéives vizsgalatot a 2021/22-es tanév 2. félévében a Dunaujvarosi Egyetemen mérnoktanar és
szakoktatd szakon hallgatok korében végeztik. A kérddives vizsgalat onkéntes modon Kkeriilt
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kitoltésre, a minta véletlenszerliségét tekintve a szakmaipedagogus-képzésben hallgatoi jogviszonnyal
rendelkezok vettek részt a megkérdezésben.

A mintaba keriilt mérnoktanar (14 6, 47%) és szakoktatd (47 f6, 55%) hallgatok a képzésben
résztvevék kozel 50%-at adjak (1. &bra), ezért eredményeinkbél levonhatd kovetkeztetéseink
sztochasztikusnak tekinthetdek.
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M Alapsokasag ™ Minta

1. &bra:Az alapsokasag és a minta viszonya a szakok megoszlasa szerint

5. Eredmények
5.1. A vizsgalt minta jellemzdi:

A vélaszadok életkori megoszlasat tekintve 20 és 60 kozottiek, zommel a 40 életkornél
csucsosodva a normalis eloszlast kovetik, atlagéletkoruk 42,46 év (2. &bra).

Histogram

Mean = 42 46
Std. Dev. = 10,188
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2. dbra: A valaszadok életkori megoszlasa
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A vélaszadok 50,8%-a férfi, mig 49,2%-a nd; bar e teriilet a szakmaipedagogus-képzés zommel
férfiak altal uralt, ahogyan a szakképzés szakmai targyainak oktatisa is a muszaki képzési teriileten, a
szakoktato hallgatoink korében nagyszamu szolgéltatési és uzleti specializacion tanuld hallgatéonk a
teriilet jellegébdl fakaddan nd.

5.2. Pedagdgus palya iranti motivacio - pedagogussa valni

A kutatas fokuszaba e terilet allt, igy elméleti ismereteink és kutatdi kérdéseink soran az a cél
lebegett szemeink el6tt, hogy minél inkabb feltarjuk a palya- és a hivatas iranti motivaciokat, képet
alkossunk egy olyan hallgatéi csoportrdl, amely a pedagdgus tarsadalom Kkicsi, ugyanakkor jol
elkiilonithetd és jellegzetes jegyekkel biro csoportjat jelenti: a szakképzésbe késziilo oktatokat.

Els6kérdésunk a témakdrben az volt, hogy szeretnének-e pedagogusok lenni a megkérdezettek.
91,8%-uk igennel valaszolt, s mindossze 5 6 jelezte azt, hogy nem. Almintainkban, azaz a szakok
megoszlasaban korrelaciot véltink felfedezni, amely szerint a mérndktanarok kozoétt tébben vannak
azon hallgatok, akik nem szeretnének pedagdgusok lenni, mint szakoktaté képzésen tanul6 kollégaik.
Ennek okait kutatva ismert, hogy a mérnoktandr szak, mint mesterképzés, egy meglévé mérnoki
diploma birtokaban elvégezhet6 szak, amely diploma munkaerd-piaci értékét és konvertalhatosagat az
elmult években tobben igazoltuk, palyaelhagyd és munkaerdpiaci elszivd hatasait bizonyitottuk
(Bacsa-Ban, 2021; Bacsa-Ban, 2019).Mig a szakoktatd szak alapszakos képzés, amely a hallgatok
szakmai ismereteire épitve gyakorlati oktatashoz szlikséges pedagdgiai-pszicholdgiai tudast nydijt.

A pedagbguspalya elutasitdsanak okait tovabb kutatva az elutasitok valaszai kozott leginkabb a
felkészllés hianyat: ,, egyelére még nem, mert nem dllok ra készen”; valamint az alacsony bérezést
talaltuk. A pozitiv véalaszok kdzétt a 61 valasz kozil 21-ben a szeretem, szeretnék szavak emlitésre
keriltek, ami bizakodasra adhat okot; tovabba tdbben jelezték véalaszukban, hogy mér jelenleg is
oktatnak diploma nélkul, de érzik annak sziikségességét: ,,a felndttképzés és a pedagdgia is kiilonféle
nehézségeket hordoz magdban, amelyre szeretnék felkésziilni”, ,,A tanulds problémdival szeretnék
foglalkozni, megoldasokat taldalni, hogy a kamasz tanulok ezt az érzékeny és lehetoségekkel teli
idbszakot fel tudjak haszndlni a jovdjiik épitésére”; csaladi hagyomanyok mellett az érdeklédés, a
szakember-képzés fontossaga, almuk valdra valtasa, gyerekekkel valo foglalkozas szépsége, a tudas
atadas, megszerzett ismereteik fontossaga, kihivasok is megjelentek, ahogyan egy elsdéves
szakoktatonk mondatba ontétte: ,, Fontos, hogy a jové generdciok mindségi oktatisban vegyenek
részt.Ez adja meg egy Orszag, Tarsadalom, jovdjét és élhetdséget.”.

Fontosnak tartottuk megismerni, hogy miért vélasztottak olyan szakot, amely pedag6guspalyara
késziti fel 6ket. Valaszaik hasonldan alakultak a palya iranti motivumaik kérdéséhez, azaz a tertleten
dolgoznak, végzettség nélkiil és vagy valamilyen kiilsé kényszer (pl. munkaltatd) vagy belsd
indittatasuk készteti Oket a szak elvégzésére. Csaladi hagyomanyaik miatt is valasztottdk néhanyan a
tertletet, érdeklodésiik, szakmai iranti szeretetiik, vonzalmuk, és vagyaik is voltak mozgatoragoik. Itt
lathattuk azt, hogy esetlikben nem lehet élesen és hatarozottan elkiloniteni a palyamotivacios és a
hivatasmotivaciés tényezoket. Feln6ttképzés iranti  érdekl6désiiket tobben egybecsengden
megfogalmaztak, ahogyan azt a vagyukat is, hogy szeretnének fejlddni, megtanulni a szakmai,
modszertani fogasokat, vagy azokat az ismereteket, amelyekkel kozel keriilhetnek a tanulékhoz:
,, Véleményem szerint a pszichologus hibdkat javit, a tandr utat mutat. A két szakma ugyanarra
torekszik, csak mas megkozelitéssel.”; ,, A felnévekvo nemzedék egy nemzet jovojének kulcsa.”

A szakra valo jelentkezés motivumait (3. abra) keresve megallapitottuk, hogy alapvetéen a
szaktertilet iranti érdeklddés (46,67%) vonzotta ide a hallgatokat, a diplomaszerzési cél (15,6%) volt a
kovetkez6 indok, mig a munkahelyi elvarés és a sajat motivacié nagyjabol azonos modon inspiralta a
szakon valé tanulmanyaikat. Ezen a ponton ismét vissza tudunk kanyarodni a péalya- és
hivatasmotivacié témakorére, annak kevert megjelenésére a hallgatdink kérében.
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Mi motivalta akkor, amikor jelentkezett erre a szakra?

érdekelt ez a szakteriilet, ezen &
szakaon akartam diplomat
SZErezni
elsdsorban diplomat akartam

M szerezni, de nem feltétlendl
csak ez a szakterllet érdekelt

[ & munkahelyemen elvartak
télem, hogy diplomat szerezzek
korabban elkezdett felsdoktatasi
tanulmanyaim nem elégitettek
ki, egy masik szakon is akartam
tanulni
ugyanazon a szakon szerzett
fdiskolai képzettség mellé egy

Degyetemi diplomat is akartam
szerezni

W =gych ok

1. &bra:A szakra jelentkezés motivumai

Ebben a kérdésben jelentds eltérés mutatkozott a szakoktatd és a mérndktanar hallgatok kozott
(r=0,339), amely szerint a szakoktatdé hallgatok elsésorban a szakteriilet iranti érdeklédés miatt
szerettek volna ezen terlleten diplomat szerezni, mig mérnoktanar hallgatotarsaik egy szaktertlet
alapfokl képzettsége mellé kivantak mesterszintii végzettséget szerezni.

E témakort tekintve azt is megallapitottuk, hogy az érdeklddés vonzotta jobban azokat e szakra,
szakmai teruletre, akiknek volt a csaladjaban pedagogus, mint azokat, akiket munkahelyi elvarésaik,
vagy korabbi megszerzett végzettségik motivalt a szak elvégzésere. Hasonlo eredményre jutottunk a
korabbi tanitasi tapasztalatot illeten, hiszen, azok, akik rendelkeztek elGzetes tapasztalatokkal,
motivumaikat tekintve is inkdbb érdeklddésiik inspiralta a palya valasztasara.

Regresszio-elemzésunk soran tovabbi kapcsolatot talaltunk a motivaciot tekintve nemcsak a
szakok, hanem az életkor, a csaladi minta és a korabbi tanitasi tapasztalat vonatkozasaban is.

5.3. Csal&di minta, meghataroz6 személyiségek

Arra a kérdésre, hogy volt-e sziikebb csaladjukban pedagbgus 54,1%-uk igennel valaszolt. Minden
bizonnyal a csaladi minta szdmukra pozitiv iranyban formalta a palya iranti motivumaikat.
Ugyanakkor ez csak egy nem szignifikdns feltételezés, mert a pedagogusi palya vagya és a
csalad/rokonsag példaja kozott korrelaciot nem talaltunk vizsgalatunk soran, csakdgy, mint sajat
pedagogiai tapasztalataik sem motivaltak jelentésen pedagdgussa valasukat.

Mindezek utan érdekes volt azt megismerni, hogy a valaszadok hogyan érzik, volt-e olyan
személyiség, aki meghatarozd volt pélyjuk alakitasaban. Mindossze 6 f6 valaszolta azt, hogy nem
volt ilyen, mig a megkérdezettek tobb mint fele konkrét személyt is meg tudott nevezni, aki vagy
tanarai koziil, vagy csaladjabol (sziild, gyermek!), vagy munkahelyi 1€gkorébdl (jellemzden vezet6ik
kozal) valok voltak. Tulajdonségaikat tekintve e példakeépet kimagaslo tobbséggel a szakmai tudas, a
felkészultség mellett a kitartds, a motivaloképesseg, kovetkezetesség jellemzi, hatdrozott, mégis
aldzatos, humoros, segitékész, itt mar azonban megjelent a mentoralds és a mentor szerepe is, a
tehetségeket gondozo pedagogusé, a képességekre figyeld, lojalis személyiségé is.

5.4. Oktatéasi tapasztalat

Tanitasi tapasztalataikat tekintve a valaszadok 70,5%-a tanitott valaha vagy tanit jelenleg is.
Gyerekekkel valdo egyéb kapcsolatukat tekintve a bébiszitterkedést, edz6i munkat, vallalati
feln6ttképzési feladatokat emlitették, s a korrepetalast, felzarkoztatast, tehetséggondozast, valamint
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gyakorlati képz6bdl szakmai oktatova valast is tobben jelezték, foként a szakoktatd hallgatok koziil;
illetve néhanyan gyermekeik nevelését is e korbe soroltak.

5.5. Az ,,idealizalt” pedagogus

A kovetkezOkben (4. dbra)olyan pedagdgusi tulajdonsagokat értékeltettiink egy 5 fokozatl skalan,
azok fontossagat illetéen, amelyet a palyamotivacios vizsgalatok tobbségében kiemelten kezeliink,
annak érdekében, hogy ismeretet szerezziink a hallgatok fejében é16 pedagoguskép, az idealis vagy
elvart pedagogus személyét illetden.
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2. dbra: Pedag6gusi tulajdonsagok megitélése fontossag alapjan

Mig az egyes tulajdonsdgok kozott - atlagukat tekintve - alig mutatkozott eltérés, mégis
Osszeéllithatd volt egy rangsor kozottik. A megkérdezett pedagogus-hallgatok egyetértettek abban,
hogy az egyiittmikodési készség és a gyermekszeretet mellett a hatarozottsag, a tlroképesség,
kiemelked6 szaktudas egyarant fontos, mig kevésbé értékesnek a megfeleld Osszekottetést, a
menedzseri képességet vagy a kdzmegbecsulést tekintették, de hasonléan hatra kerilt a sajat
pedagbgiai koncepcio, a humorérzék és a tekintély is.

A tulajdonsagok koziil kiemelve a sajat pedagodgiai koncepcidt ismét Osszefiiggést talaltunk a
szakjuk és a valaszaik kozott, hiszen szakoktatd hallgatoink tdbbsége fontosabbnak itélte a sajat
pedagogiai koncepciot, mint mérndktanar mesterszakosaink, ez abban a tekintetben meglepd, hogy
mig a szakoktato hallgatok valamennyien a képzésiik elsé szakaszaban voltak, addig mérnoktanar
hallgatdink mar a végzéshez alltak kozelebb, ugyanakkor a korabbi alapinformaciokbol azt is tudjuk,
hogy tobben koziilik ugyan pedagogiai végzettség nélkiil, de oktato, elsdsorban gyakorlati oktatoi
tapasztalattal rendelkeznek.

Amikor a kés6bbiekben ugy hangzott el a kérdés, hogy a legfontosabb 3-at valasszak ki és a
legkevésbé fontos harmat is jeléljék meg (1. tablazat), nagyon minimalis eltérést tapasztaltunk
valaszaikban az el6z6 skalaértékekhez viszonyitva, azaz ellenérizve valaszaikat, megerdsitésre
kerlltek fenti pontszamaik.
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1. tAblazat: Legfontosabb és legkevésbé fontos tulajdonsagok megitélése

Tulajdonségok Korabbi / 4tlag szerinti rangsor
Legfontosabb 1 Gyermekszeretet 12.
Legfontosabb 2 Hatérozottsag 13.
Legfontosabb 3 Egyiittmiikodési készség 1.
Legkevésheé fontos 3 Kdzmegbecsulés =
Legkevéshé fontos 2 Menedzseri képesség =
Legkevéshe fontos 1 Megfeleld 6sszekottetés =

A kérdés lehetdséget adott arra, hogy valaszaikat faktoranalizisnek vessiik ald, amelynek
eredményeként 3 markans faktor csoport rajzolddott ki (2. tablazat):

1.

az elsé az egylittmiikodési készséget, gyermekszeretetet, tiroképességet, humorérzéket,
Onismeretet, menedzseri képességeket, jo fellépést foglalja magaba, s ezek egyutteseként
akar ,,az idealis pedagdgus” -t testesiti meg, mig a

csoportba az ,idealizalt, tekintélyelvi” pedagogus tulajdonsagai keriiltek, mint
kézmegbecsiilés, tekintély, megfeleld dsszekottetés, szilard értékrend, hatarozottsag.
csoportot csupan 2 tulajdonség alapjan képeztek a valaszadok a kiemelked6 szaktudas és a
sajat pedagogiai koncepcid magasra értékelése mentén, ezt a csoportot ,,az Ontudatos
pedagdgus” csoportjanak nevezhetjiik.

2. tablazat: 4 tulajdonsdagok fékomponens-elemzése

| Rotated Component Matrix?
Component
1 2 3

egylittmiikodési készség ,825

gyermekszeretet 707

tlir6képesség ,676

humorérzék ,655

onismeret ,649

menedzseri képesség ,585

j6 fellépés ,531

kdzmegbecstilés ,790

tekintély 184

megfeleld Osszekottetés ,781

szilard értékrend ,606
hatarozottsag ,565
kiemelked6 szaktudas ,822
sajat pedagogiai koncepcio ,809
Extraction Method: Principal Component Analysis.

Rotation Method: Varimax with Kaiser Normalization.

a. Rotation converged in 5 iterations.

Tanécsolnd-e ma hozzatartozdjanak, vagy tanitvanyanak, hogy pedagdgus legyen? — kérdeztiik
szakmaipedagogus hallgatéinkat. A megkérdezettek 62,2%-a igen, mig 37,8%-uk nem tanacsolna azt.
Indokaik kozott elsdsorban az anyagi és tarsadalmi megbecsiilés szempontjai szerepeltek
elutasitasként, de el6fordult a palyara valo alkalmassag kérdése, azaz nem mindenkinek valo teriilet az
oktatas-nevelés; hianyoznak a megfelel6 feltételek oktataspolitikai és infrastrukturalis téren is, sok a
stressz. Mig pozitiv valaszuk volt a létbiztonsag, az elhivatottsdg, hianyteriileten valé helytallas
szikségessegének érzése, tudasmegosztas, gyerekszeretet, idogazdalkodas, a képzdintézmény jo
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képzése, felelosségteljesség és megjelent az adottsag is: ,, Van végzds didkom, akinek mar mondtam: &
pedagogus lesz. Szerintem ez egy tulajdonsag.”

5.6. Jovokep

Jovére vonatkozo elképzeléseket tekintve (5. abra), a megkeresett, pedagogusképzésben résztvevo
hallgatoink gy érzik, hogy a végzés utan kb. 1/3-uk munk&ba &llna, nagyjabol hasonl6 aranyban
szeretnének mesterképzésen is tovabbtanulni, de a tovabbképzés nem mesterszakon is kozel 1/3-ukat
vonzana. Azaz a hallgatok tobb mint fele kdzel 60%-a a tovabbképzés, tovabbtanulas mellett teszi le
voksat, amely a pedagdguspalya tekintetében az élethosszig tartd tanulds melletti elkotelezOdést
szépen mintazza.

Mit gondol, tanulmanyai elvégzése utan...

E dolgozni szeretne
tovabbképezné magat ehhez a

B szakhoz kapcsolddva
mesterképzésen

M tovabbtanulna mas szakon
tovabbképezné magat ehhez a
szakhoz kapcsolddva
szakiranyu tovabbképzésen
/pedagdgus szakvizsgas
képzésen
tovabbképezné magat ehhez a

[ szakhoz kapcsoladva doktori
képzésen

3. abra: Jovdre vonatkozo elképzelések
6. Osszegzés

Vizsgalatunk végén elméleti kiinduldépontunkra kell visszatérnink, amely szerint ,, palyamotivacio
alatt azoknak a konkreét inditékoknak a halmazat értjuk, melyek egy meghatérozott palya felé vald
orientaloddst és a tartos helytallasra készteto tényezdket egyarant magukban foglaljdk, lényegében a
palyafejlédés elsé lépésének tekintheté” (Holecz, 2015: 149).

A pedagdgus kutatdsok (Halasz, 2015) tapasztalatai azt mutatjak szerte a vilagban, hogy a tanuldi
eredményességet leginkabba pedagogusok munkajanak mindsége hatarozza meg. Ez pedig nem mastol
fiigg, mint a pedagogusok szakmai elkotelezettségétol és az elégedettségiiktdl, amunkajukkal elégedett
és a munkajuk irdnt elkotelezett pedagogusok tehat sokkal eredményesebb oktat6-nevelé munkat
tudnak végezni, ezéltal a tanul6knal eredményesebb tanulast elérni, mint kevéshé elkotelezett és
elégedett kollégaik.

Munkénk soran a szakmai pedagogusok egy kis, de jelentds csoportjanak palyamotivaciojat
meghatarozd tényezoit igyekeztiink feltarni, amely hozzdjarulhat a pedagoguspalya vonzobba
tételéhez és a pedagdgusok palydn maradasanak elemzésével, a palyaelhagyds nagy szamanak
megel6zéséhez. Vizsgalatunk soran informaciohoz jutottunk arrdl, milyen személyes tényezok
hatdrozzak meg a pedagéogusmunka valasztasat, a munkavégzéssel valo elégedettséget, a mindségi
munkavégzés iranti elkotelezettséget.

Vizsgalati eredményeink azt mutatjak, hogy a hallgatok altal megfogalmazott pedagdgusokkal
szembeni elvardsok a képzési és kimeneteli kovetelményekkel Osszhangban vannak. Valamint
megerdsitésre keriilt, hogy a palya iranti motivumaik palyaszocializacios szintjitkknek, képzési
helyzetiiknek megfelels. Onértékelésiik fejlett, palyaképik realis. Mig korabban azt tapasztaltuk, hogy
a pedagogusjeloltekkel szemben megfogalmazott elvardsok nagyon gyakran idealizaltak,
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teljesithetetlenek (Bugéan, 1997). A vizsgalat eredménye azt mutatja, hogy a folyamatban a
képzoéintézményeknek is kiemelt jelentdsége, szerepe van, hiszen a hallgatd nincs magéara hagyva
érzéseivel, kezdeti bizonytalansagaval.
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CAREER SOCIALIZATION AND CAREER MOTIVATION AS KEY FACTORS FOR
TEACHERS TO STAY IN THE PROFESSION

Abstract
In addition to the declining number of teachers, their structural lack, and the process of leaving the
field, it is essential to address the issue of remaining in the field. Staying on track is clearly reinforced
by career socialization and career motivation. In our study presented in the lecture, we want to show
where the vocational education and engineering teacher students participating in the vocational teacher
training of the University of Dunaujvaros are in their career socialization, how their career motives can
be described, how their motivation can be promoted so that their socialization is successful. The
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results of the study show that in the process of career socialization, educational institutions also have a
special significance and role. We would also like to draw attention to the importance of this, the
opportunities and the dangers inherent in it. In line with the theme of the conference, change the
paradigm on the issue that effective career socialization depends on the training institution and does
not depend solely on the student.

Keywords: staying on the field, leaving the profession, vocational teachers, career motivation, career
socialization
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CHANCES AND OPPORTUNITIES FOR SOCIAL INTEGRATION OF A
MINORITY GROUP

Abstract

When examining an individual's social ‘well-being' and integration, a number of factors can be
identified that may make it difficult or hinder its success. One of these may be the fact of belonging to
a minority group. The 'otherness' of people with speech impairments, cleft lip and cleft palate is also
apparent in their external characteristics and can be the source of many stereotypes and prejudices. No
large-scale, comprehensive research on their care, follow-up and mapping of the social context has yet
been conducted in Hungary. We want to emphasise the importance of creating a fair society, with a
theme in which we want to explore in the future an area of concern that highlights the strengths and
possible weaknesses of the pedagogical, curative and health care sectors, highlighting the points where
intervention may be necessary to make them work more effectively.

Keywords: cleft lip and palate, social inclusion, equity

1. Introduction

In this paper, we would like to share our thoughts on a planned research project, underlining the
urgent need for it, its niche nature and its scientific merit from an interdisciplinary perspective. In this
paper, we would like to emphasise the pedagogical and speech-language pathology approach, because
we consider it important to start from our practical experience in order to gain a deeper understanding
of the topic, and to present it as a basis for further research. In addition to the special
education/logopedagogical aspect, however, we also consider it extremely important to approach the
topic from the sociological point of view of education, which can open up a number of new issues that
have received little attention in academic life to date. Nowadays, the subject is mainly studied from an
anatomical, medical point of view, while the educational aspects and the social context are mostly
unexplored. Therefore, our aim is to carry out a comprehensive, complex research that examines the
"everyday life" of clients with cleft lip and palate from multiple perspectives, thus representing a
multidisciplinary approach.

2. Speech and language therapy and speech impairment

Speech and language therapy is a very important part of the educational system and has been a
service supporting education and training in Hungary for more than a century (Torda, 2015). The
heterogeneity in symptoms, severity and age of the phenomena covered by speech and language
disorders, as well as the diagnostic and therapeutic care issues related to these, are a constant challenge
for one of the largest service systems in Hungarian special education, speech and language therapy.
This system provides help to the affected persons in the framework of public education, both in an
outpatient and in an institutional form (special speech therapy kindergarten/school) (Gerebenné et.al,
2012).

The development of speech requires an intact nervous system, perfectly developing speech organs,
an excellent auditory system and an environment rich in verbal stimuli (Vinczéné et.al, 2013). If
language acquisition, possession, knowledge and use, i.e. language competence itself, becomes
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impaired, functions differently or inappropriately — i.e. differently from typical language users — this
can result in a lifelong handicap (Fehérné, 2018).

Within the public education system, children with speech and language impairments occupy a
somewhat special place, as the manifestation of their symptoms is often not as obvious as for a child
with sensory, mobility or intellectual disabilities. Braun (2002) defines speech impairment as ‘a
primarily organic or psychological disorder of extensive, severe and long-lasting individual language
impairment, which is also of pedagogical/logopedic relevance, if the intervention is provided within
the educational framework of education' (Braun, 2002 in: Gereben et al., 2012: 9).

Speech impairment cannot be seen as a 'stand-alone' problem area, as it affects the process of
thinking and cognition, and thus the level of intellectual development (Jenei, 2009). The quality of
care, taking into account individual needs, is key not only for individual well-being but also for social
integration.

3. Cleft lip and palate

In the remainder of this article, we will focus on the specific area of speech impairment that is the
focus of the planned research. Cleft lip and cleft palate is associated with the early stages of embryonic
development (weeks 5 to 9), when the so-called lip and palate clefts do not fuse. Medical-genetic
research suggests a multifactorial model, which means that several factors and their interactions may
be involved in its development, above all heredity and toxic harm to the foetus in the prenatal period
(Kivovics, 2019).

In Hungary, the incidence is 2.02 %, i.e. 1 in every 500 live-born babies, which means that
approximately 300-320 newborns are affected each year (Hirschberg, 2004 in: Csak, 2007). In
Hungarian colloquial language, the terms "rabbit mouth” and "cleft palate” are still used to describe
clefts. Cleft lip and palate and insufficient function of the soft palate affect many areas indirectly.
These areas include hearing, feeding, swallowing, but before all this, speech development is affected.
It is most often characterised by delayed speech development, nasal tone, and defective articulation,
which together lead to difficulty in comprehension (V6ros, 2006).

The term rhinophonia is used to describe a speech disorder resulting from cleft lip and palate. All
forms of rhinophonia are pathological. The most common diagnostic category of congenital cause is
facial clefting of various types and extent, i.e. developmental abnormalities of the lips and palate,
which is the subject of this research.

Mapping the mental health of the affected individuals can be a crucial area, but identifying the
associated psychosocial factors can be challenging. One reason for this may be that participation in
this type of research requires a high degree of self-reflection, making it difficult for people to open up
about personal experiences and negative experiences. Self-perception, on the other hand, plays a key
role in influencing an individual's self-evaluation and psychological adjustment (Hunt et al, 2005).

So it can be seenthat the care of children with cleft palate requires an organised, multidisciplinary
and close team approach from the moment of birth. The actors involved include the public education
system (pedagogical service, specialised service, child health centre), the health care system (hospital,
specialist clinic, paediatrician, network of defenders), interdisciplinary professionals (surgeon,
orthodontist, ENT specialist, audiologist, phoniatrist, speech therapist, paediatrician, geneticist, family
doctor, defender, coordinator) and the parent (Fehérné, Kas, and Pintye, 2018: 19). It is clear that the
need for coordinated cooperation in this field can present many difficulties and problem areas.

3. Barriers and supports to successful social inclusion. Inclusion.

Social acceptance often depends on physical appearance. The correlations between socially
accepted physical beauty and social "thriving" can create frustration-laden situations that sharply
predict the difficulties of social inclusion for individuals with cleft lip and cleft palate (Hunt et al,
2005). Examining the inclusion of children with cleft lip and cleft palate is an important focus of this
research. And education is one of the most important areas for mainstreaming inclusion in society.
And in discussing the quest for equality in education, the school mechanisms in which inequalities are
rooted cannot be ignored. These are most evident in the form of latent selection mechanisms
(Varga, 2015).
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Children with cleft lip and palate are most likely to participate in education in integrated settings.
However, this alone does not ensure equal access. Inclusive school environments can only be
considered if they are complemented by equitable services (Figure 1.).

INCLUSION

- can be understood EQUITY

globally and within

society - social actions to address EQUAL OPPORTUNITIES
- an increase in the inequalities in - democratic social principles
mlmber of_people at opportunities - laid down by law

risk of social - ensuring equal access to - the requirement of equal treatment
exclusion social goods -prohibition of back discrimination

- can be modelled for

effective operation

Figure 1.: The context of inklusion (Varga, 2015).

As children/students with cleft lip and palate may be affected in several areas of ability (speech,
hearing, attention, cognitive skills) and are at risk of exclusion due to their impairment, creating an
inclusive educational environment for them can be of paramount importance. "The basic principle of
inclusive education is that pupils participate in education according to their own abilities, and it is the
duty of the school to accept all pupils in this way" (Armstrong 2001, in: Varga, 2015: 50).

By constantly monitoring the special needs of the pupils concerned, using the right methods and
tools in the right environment, possible exclusion can be avoided.The degree of 'preparedness’ of
majority teachers and the school environment, and the implementation of measures to address
inequality, are fundamental to the extent to which we can talk about mutual inclusion for pupils with
speech impairments (Varga, 2015).

Since education is seen as the main channel of mobility, the events of the years spent there are of
particular importance for the later stages of the life course. It is undeniable that peer interactions play
an important role in a child's life, and physical attractiveness has been shown to play a significant role
in building the network of relationships that underpin these interactions. Research by De Sousa,
Devare and Ghanshani (2009) has also confirmed that children with facial disorder are more likely to
have reduced self-confidence, mostly due to the trauma, teasing and abuse they have experienced.

However, in addition to peers, a child's self-perception is also influenced by parents. Parents of
children with clefts may often be more permissive and tolerant of their child's potentially inappropriate
behaviour, and more likely to indulge their child in over-indulgent behaviour. However, the child may
still experience this as negative discrimination, as it may make them feel different from the majority,
and their feelings and thoughts about their physical appearance may constantly shape their attitudes
towards their body image.

The results of the above-mentioned research suggest that a high percentage of children with cleft
lip and palate underperform in various aspects of life, but there is no direct evidence that their
disability has a real impact on their behaviour. Although the occurrence of psychosocial problems due
to handicaps is likely, the ability to cope and integrate successfully in life is the result of a combination
of many factors.

Through the presentation of resilient life paths, it is also important to shed light on the factors that,
in the face of difficulties, have served successful social well-being and integration. -

By constantly monitoring the special needs of the pupils concerned, using the right methods and
tools in the right environment, possible exclusion can be avoided (Figure 2.).
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Problem: The kid Problem: The school
Different from others Not prepared to deal with differences
They have special needs Lack of teaching tools and methodology
Not reacting, not learning Not react, does not teach
The child is excluded from school An inaccessible environment excludes
children from school

Figure 2.: Inclusion-focused approach to education. (UNESCO 2005:27; in Varga, 2015)

4. Relevance of the research

As speech and language therapists, we very often find that caring for children with speech disorders
is very difficult and involves many problem areas. Unfortunately, there is a shortage of professionals
and the number of speech/language therapy/pedagogy cases is increasing every year. Specialist
Educational Services are very overloaded and in pre-school care there are many five year old children
diagnosed with speech defects.

In Hungary, free speech therapy is provided from the age of five, starting earlier (at three) only in
very justified cases (e.g. delayed speech development). In itinerant speech therapy, professionals
mainly provide articulation (pausing) therapy. Therapy for speech fluency disorders
(stuttering/stuttering), dysphonia (hoarse voice) and nasal speech is carried out in the Speech and
Language Clinic.

In Gy6r, where we live, this means that although the sessions are free of charge, parents have to
arrange for their child to be transported to the clinic during the morning hours on weekdays. In many
cases, this makes it impossible for families to provide their child with regular free speech therapy.

And in our experience, newly qualified speech and language therapists are reluctant to take on the
more "complex” cases because, although they could do so on the basis of their diploma, they do not
feel competent in the field of organic/central speech disorders.

We believe that, despite the fact that the incidence of articulation disorders is much higher than that
of organic speech disorders, the latter group should be given equal emphasis. It is primarily the
difficulties outlined here, from a pedagogical point of view, which draw attention to other areas of care
and to the examination of individual life paths.

4.1. Research questions, hypotheses
Having outlined the theoretical and practical problem areas above, the research questions are
therefore:
1. What is the prevalence of cleft lip and palate in children in our country? What are the main
guestions of the oral and maxillofacial syndrome and what are the main trends in the past years?
2. What social factors play a role in the school life of children with cleft lip and palate? Is their
integrated education in an inclusive environment?
3. To what extent and in which areas does socio-economic status affect the life paths and
opportunities of young people with cleft lip and palate?
4. Does the possibility and the fact of greater access to medical and educational services have a
positive impact on the current and future (adult) quality of life of young people?
5. How effective is the cooperation between professionals in the provision of care? What do
professionals in different fields see as the difficulties and what would they suggest as solutions?
6. Do mainstream teachers hear about children with special educational needs and speech
impairments in their training and do they have enough information to promote their inclusion?
7. What courses are speech and language therapy students taking to learn about nasal phonation and
methods of care for people with cleft lip and palate? What are the differences between training
institutions in this area?
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8. How prepared are graduates in speech and language therapy to care for children with cleft lip
and palate (nasalization)? How can they implement the methods they have learned in their
development?

9. What are the possible reasons why not all professionals provide therapy for speech disorders of
organic origin?

After outlining my research questions, my initial hypotheses are as follows:

1. It is hypothesised that children with cleft lip and palate will face a number of barriers at different
stages of their life course that will make their social integration more difficult.

2. We hypothesise that the socio-economic status of the families of children with cleft lip and
palate draws significant differences in life course pathways, similar to those of the majority of
pupils.

3. We believe that majority teachers do not receive enough information during their studies to
promote the inclusion of children with special educational needs, including speech impairments.

4. We believe that the majority of newly qualified speech and language therapists have a fear of
providing care for organic speech disorders.

4.2. Research methods

In addition to quantitative methods, qualitative methods will also be needed in the research to
understand the whys (Szabolcs, 2001). It will be important to study the most recent figures, as
statistical data can help to build a conceptual framework (Kontra, 2011). They can be considered as an
objective source whose primary purpose is to obtain a realistic picture and real information about the
main subject of the research (Kéfalvi, 2020). For this purpose, it will be necessary to visit Hungarian
health "cleft care" sites, where different databases on the children served are available. In addition,
studying the "Health, Accident" subsection of the National Statistical Office is also essential for
collecting data on cleft lip and palate. The analysis of basic documents of health and educational
institutions will also provide us with data. In order to reach the largest possible number of persons and
professionals concerned nationwide, it will also be necessary to develop an online questionnaire,
which will be complemented by semi-structured oral interviews. It would be interesting to carry out
several case studies with relevant people from different social situations. We would like to present in a
descriptive, exploratory, interpretive case study the life story of a young adult born with cleft lip and
palate. Another exciting area for the realisation of this research could be the presentation of inclusive
education processes from the perspective of learners with speech impairments.

5. Summary

In our research, we would like to get an idea of the recent statistics on the number of children with
cleft lip and cleft palate, their care, the problem areas, their position in the education system, their
aftercare and their social integration. The aim of the research is therefore to examine the difficulties
and social integration of children with cleft lip and palate in relation to the socialisation of their social
environment, with particular emphasis on the field of education.

The concept of disability has undergone many changes over the last decades. The medical model
has been replaced by the social model and its new approach, which now understands disability in the
context of the individual and society. It also focuses attention on the social processes that can weaken
the participation of people with disabilities in society (Koller, 2020).

In our planned research, the "voice" of the persons concerned will also play a particularly important
role, since the difficulties and obstacles that emerge during the mapping of the life path of the target
group cannot be examined in themselves. The individual's frame of reference can often nuance or even
modify the emerging picture, helping a deeper understanding of the picture drawn by objective factors
(Szabdné, 2021). Thus, it cannot be ignored that emerging risk factors can also become protective, as
they teach coping in the context of possible negative life events and in different stress situations
(Solymosi, 2017; in Szaboné 2021). We hope that our research, by focusing on the problem areas that
are at the bottom of the agenda, can contribute to raising awareness, finding solutions, broadening the
flow of information, reducing prejudice and shaping the social environment, and can contribute greatly
to achieving a more inclusive and equitable society.
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A RENDSZERES SPORTTEVEKENYSEG HATASA A KAMASZOK
KAPCSOLATI HALOJARA

Osszefoglalo

A kapcsolathalozat nagysaga az egyén tarsadalmi t6kéjérdl ad felvilagositast. A fogalmat az 1980-
as években elsdként Bourdieu majd Coleman hatarozta meg. Az utobbi munkassaganak koszonhetden
a tarsadalmi toke Onallo tarsadalomtudomanyi elméletté valt. Vajon milyen hatassal van a diakok
kapcsolati hal6janak alakulaséra a rendszeres sporttevekenység?

A téma kulondsen aktuadlis most, a COVID-19 vilagjarvany miatt, amikor a személyes
kommunikaciés lehetoségek jelentés mértékben lecsokkentek, s sok esetben a kapcsolatok
atalakul&sahoz vezettek.

A virushelyzet az iskolaskort gyerekeket is nagyon kedvezétleniil érintette. A didkok hosszu
honapokat toltottek elszigetelten tarsaiktdl. Az iskoldk tébbszor is online oktatasra tértek at, a
mozgaskozpontok, edzOtermek bezartak, s csupan az igazolt sportolok vehették igénybe
szolgaltatasaikat. Sok esetben az 6 mozgasuknak a virustol valé félelem szabott gatat.

Tanulmanyom célja a sportol6 és nem sportolé kamaszok kapcsolati haldjanak dsszehasonlitasa s
az azok kozotti kiilonbségek feltarasa volt.

Kulcsszavak: kapcsolati halo, sportolas, karantén

1. Bevezetés

Hazai és nemzetkdzi mérési eredmények is bizonyitjak, hogy 17-18 éves kort6l a nem sportol6
fiatalok fizikai teljesitménye csokken, testi kondicidjuk és mozgasos eszkdztudasuk romlik. Mindezek
magukkal vonjak a szellemi teljesitmények hanyatlasat is (Gergely, 2002). A kevesebb mozgas
kovetkeztében kevesebb energiat égetiink el, mikdzben a kényelmesebb, am de egészségtelen
taplalkozasi szokasok kdvetkeztében egyre tobb kaldriat visziink be (Kovacs, 2012). A gyerekek egyre
novekvo inaktivitasa a vilag szamos orszagaban jelent problémat, pedig szd&mos tanulmany bizonyitja,
hogy ez a fajta életmod hatassal van jovObeni egészségi allapotukra és életviteliikre is (Karsai és
mtsai, 2013).

Ezen negativ hatasok ellensulyozasanak egyik lehetséges eszkdze a rendszeres testmozgas, amely
jelentés szerepet jatszik a testsulyszabalyozasban is. A mennyiségileg és mindségileg is elegendd
testmozgas nélkiilozhetetlen a gyerekek egészséges testi és lelki fejlédéséhez.

Ezen kivul a sport pozitiv hatassal van még szdmos személyiségjegy kialakulasara, és a tarsas
kapcsolatokra is. ,,A sport minden formaja, célkitiizése személyiségfejlesztd hatasu, direkt modon
felhasznalhatd a személyiség tudatos fejlesztésére” (Birdné, 1983: 62).

Mint lathato, szamos kutatas foglalkozik a sportolas kiilonb6z6 hatasaival, de mind nemzetkozi,
mind hazai téren kevés olyan tanulménnyal taldlkoztam, amely a sport és a kapcsolati h&lé kozotti
Osszefliggéseket vizsgalta.
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1.1 A téma aktualitasa, problémafelvetés

A téma kulondsen aktudlis most, a COVID-19 vildgjarvany miatt, amikor a személyes
kommunikaciés lehet6ségek jelentds mértékben lecsokkentek, s sok esetben a kapcsolatok
atalakulasahoz vezettek.

A virushelyzet az iskolaskoru gyerekeket is nagyon kedvezétleniil érintette. A diakok hosszl
honapokat toltottek elszigetelten tarsaiktdl. Az iskoldk tobbszor is online oktatasra tértek at, a
mozgaskozpontok, edzOotermek bezartak, s csupan az igazolt sportolok vehették igénybe
szolgaltatdsaikat. Sok esetben az 6 mozgasuknak a virustdl valo félelem szabott gatat.

A rendszeres fizikai aktivitas koztudottan kedvezd hatassal van az altalanos egészségi allapotra,
ugyanakkor csokkenti a szorongast, s jelentdsen hozzajarul a kedvez6 pszichés allapot fenntartasahoz
is. Ezért is nagyon fontos, hogy a mozgast, mint protektiv faktort beépitsék a gyerekek a
mindennapjaikba, megeldzve ezaltal a mentalis problémak kialakuldsdnak lehetdségét, amelynek a
valosziniisége a karantén helyzetben még fokozottabban el6térbe keriilt (Morvay-Sey és mtsai, 2020).

1.2 Problémafelvetés

A sportegyesuletek, a sportoloi kozosségek kivald szinterei a tarsadalmi toke kiépitésének és
apolasanak is. A versenyeknek koszonhetéen a sportolok sok helyen jarnak, sok embert megismernek,
¢letre szO0lo baratsagokat kothetnek, egyszoval nagyon sok élményt gylijthetnek be mar
gyermekkorukban.A jarvany kévetkeztében azonban ez a tertletet igen hatranyos helyzetbe kerdlt.

»A kapcsolathalozat (network): nem mas, mint a szereplok (ego(s), alter(s)) és a kozottik 1évo
kotések (ties) Osszesége” (Huszti, 2015a: 14). A kapcsolathdlézat nagysaga az egyén tarsadalmi
tokéjérol ad felvilagositast. A fogalmat az 1980-as években els6ként Bourdieu, majd Coleman
hatarozta meg. Az utobbi munkassaganak koszonhetden a tarsadalmi toke 6nallo tarsadalomtudomanyi
elméletté valt.

A tarsadalmi kapcsolatok nagyon fontos részét képezik az egyén életének. Jétékony hatéssal
vannak a mentalis egészségre és a szubjektiv jollétre, de a tarsadalmi integracié és a mindennapi
boldogulas szempontjabdl is nélkiilézhetetlenek. A jol mikodé kapcesolati halordl tehat elmondhatjuk,
hogy egyrészt forrasa a jollétnek, masrészt viszont kapcsolatban all a jolléttel is (Vastag és Huszar,
2008). A kapcsolattartdas formalis és informalis struktiraiban a leggazdagabb tdokeforras a
kapcsolathalé kohézidja, amikor az egyén baratai egymassal is kapcsolatban vannak. Ebben a
struktiraban mindaz elérhetévé valik az egyén szamara, ami egyénileg nem szerezheté meg, de ha az
illetd kilép a struktarabol, kart okozhat maganak és a tobbieknek is (Pusztai, 2015).

Azok az emberek, akiknek sok erdés kotésu kapcsolatuk van, vagyis siir{i, de homogén kapcsolati
haloval rendelkeznek, gyakrabban vannak kitéve az izolalodas veszélyének, mint azok, akiknek tobb
gyenge kapcsolatuk van. Az 6 kapcsolati halojukban ugyanis szélesebb korben tud aramolni az
informécio, igy konnyebben érnek el kiilonboz6 eréforrasokat és jobban tudnak a tarsadalomba
integralodni (Huszti, 2015b). Ugyanakkor Coleman szerint pont, hogy a zart, erés kotéseken alapuld
kapcsolathalozati forma (closure) az, amely a legelonyosebb a tarsadalmi téke termelés szempontjabol
(Pusztai, 2015).

2. Empirikus kutatas
2.1 Célkitiizés, hipotézisek

Jelen kutatdsom célja annak feltardsa volt, hogy van-e kilénbség, s ha igen, akkor milyen
jellegii a sportold és nem sportold didkok tarsas kapcsolati haloja kozott. Ezek alapjan két hipotézist
fogalmaztam meg.

H1: Az aktivan sportol6 gyerekek tarsas kapcsolatai extenzivebbek, mint nem sportol6 tarsaiké.

H2: Az aktivan sportol6 gyerekek tarsas kapcsolatai intenzivebbek is, mint a nem sportoloke.
2.2 Avizsgalati minta

A sportolast szamos tényez6 befolyasolja. Ezek kdz¢ tartoznak az egyén pszichologiai és biologiai
adottsagai, a sporttal kapcsolatos attitiidjei, lakohelye, gazdasagi adottsagai és tarsadalmi statusza is
(Foldesiné, Gal és Ddczi, 2010). Balogh (2015) vizsgalati eredményei alapjan arra a kdvetkeztetésre

jutott, hogy a pszichoszocialis fejlodés tekintetében a 13-14 éves kor valasztovonalnak mindsiil. A
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fizikai aktivitds szintje ugyanis ettdl az életkortol kezdve folyamatosan csdkkenni kezd. Ugyanakkor a
k6lesonos tamogatast kinald kortars haldzatok jelentdsége is a serdiilokorban éri el a csUcspontjat
(Heim és Brettschneider, 2002). Ezen megfontol&sok alapjan a populaciobol vett mintdmban kizardlag
nagyvaroshban (Pécsett) 6-7. osztalyosok kaptak helyet, kizarva ezaltal a kiilonbozé méretii és
elhelyezkedést telepiilések sportolasi lehetségeibdl fakado értelmezési devidciot.

Az adatfelvétel sordn nem valosziniiségi, azon belill részben elméleti, részben hozzaférési
mintavételi eljarast alkalmaztam (Szokolszky, 2004). lgyekeztem az érvényessegi Kkritériumoknak
megfeleld mintaval dolgozni, ezért az iskolak kivalasztdsa soran is a soksziniiségre torekedtem
(kulvérosi, belvarosi, egyhazi és allami fenntartasu iskoldk egyarant szerepelnek a vizsgalatban —
hozzéaférési minta).

2.3 A kutatas folyamata és eszkozei

Vizsgalatomat kvantitativ kutatasi modszerrel, azon beliil standard kérd6éives vizsgalattal folytattam
le. Vélasztasom azért esett erre az eljarasra, mert egyrészt ezzel nagyobb elemszdm( minta
megkérdezése lehetséges viszonylag rovid id6 alatt, masrészt, mert a jarvany idészakaban (amelyre a
vizsgalat lefolytatasa esett) ez volt a legkivitelezhetobb modszer. Sajat szerkesztésti kérdoivet
hasznaltam, melyeket személyesen juttattam el az iskoldkba, ahol a virushelyzet miatt kollégaim
feligyelték azok kitoltését. A valaszadas dnkéntes alapon és név nélkdil tortént. A kérd6iv jorészt zart
kérdéseket tartalmazott, melyek feldolgozasa az SPSS 26 statisztikai program segitségével tortént. A
kapott adatok értelmezésekor szignifikdnsnak minden esetben a p<0,05 tekintettem.

2.4 Avizsgalat korlatai

Az alabbiakban a kérdéivben hasznalt fogalmakkal kapcsolatos megfontolasokat veszem sorra. A
barat fogalmét nehéz meghatarozni. En a vizsgalatom soran nem definialtam a szo jelentését, azt
fogadtam el, akit a megkérdezettek sajat maguk annak tartottak.

Sportolénak a legaldbb 2-3 éve, hetente legalabb 3 alkalommal, egyesuleti vagy egyéb szervezett
keretek kozott sportold diakokat tekintettem, fiiggetleniil attol, hogy az adott id6 alatt valtottak-e
sportagat vagy egyesiiletet. Eletkorukbol kifolyolag a vizsgalat résztvevdinek nagy része amator
sportold, bér kis szamban vannak koztiik igazoltak is.

A kapcsolati hald intenzitasa alatt a kapcsolattartas mélységét és gyakorisagat, extenzitasa alatt
pedig a kapcsolatok kiterjedtségét (baratok szamat) értem.

2.5 Az eredmények bemutatasa

Az elsé két kérdéssel, valamint a nem ¢és az életkor megadasaval a vizsgalati minta alapadatait
szerettem volna feltérképezni.Osszesen 220 tanulétol kaptam vissza értékelhetd kérddivet. A kitdltsk
atlagéletkora 12,63 év volt.

A kovetkez6 tablazatbdl azt is kiolvashatjuk, hogy a sportag szempontjabol a nemi hovatartozas
szignifikans (p<0,05) eltérést eredményezett. J6I lathatjuk, hogy a lanyok inkabb az egyéni sportokat
preferaljak, s kétharmaduk egyéni sportagat iz.

1. tdblazat: A vizsgalati minta megoszlasa sportag és nem szerint N=220
(sajat szerkesztés)

sportag
nem egyéni sport csapatsport
fia 46,30% 53,70%
lany 64,30% 35,70%
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= csapatsport
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1. abra: A sportaktivitas nemi bontasban N=220 (sajat abra)

A kovetkez6 kérdésparossal, a baratokkal toltott id6 mértékét igyekeztem koriilhatarolni. Mindkét
kérdés esetében négy lehetséges iddintervallum koziil valaszthattak a valaszadok. Az els6 kérdés a
hétk6znapokra, mig a masodik a hétvégékre vonatkozott. A normalitas vizsgéalatok mindkét esetben a
minta nem normal eloszlasat mutattdk, ezért Mann-Whitney probat és az egyittjarasok
megallapitasdhoz Spearman féle korrelacios analizist alkalmaztam.

50.0% aktivitas

M sportol
Enem sportal

40,0%

30,0%

Percent

20,0%

10,0%

0%

5 oranal 5-10 ¢ora 10-15 dra 15 éranal tobb
kevesebb

iddtartam

2. abra: 4 bardtokkal eltoltott hétkoznapi id6 az aktivitas vonatkozasban N=220 (sajat dbra)

Mint azt a 2. abran lathatjuk, a nem sportold didkok Osszességében valamennyivel tobb id6t
toltenek baréataikkal, de ez az eltérés nem szignifikans (p>0,05). Hasonlé értékeket kaptam a nemi
bontas szempontjabol valé vizsgélat alapjan is, de a sportdg jellege alapjan szignifikans eltérést
tapasztaltam (p<0,05), amelyet a 3. abra is szemléltet. Jol 1athatd, hogy a csapatsportot 1iz6 didkok
szignifikansan tobb id6t toltenek barataikkal (p<0,05), mint egyéni sportold tarsaik. Erdemes
elgondolkodnunk a hétkdznapi adatokat vizsgalva a csapatsportot (iz6k esetében kapott magas
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eredmeényen. Mint lathatd, nekik kozel 40%-uk 10 6ranal tobb id6t tolt barataival, mig az egyéni
sportagat preferaloknak csupan 20%-ar6l mondhato el ugyanez.

50,0%

sportag

400% B cgyéni sport

[ csapatsport
30,0%
20,0%
10,0%
0%

5 oranal 5-10 ¢ra 10-156ra 15 dranal tobb
kevesebb
idotartam

3. dbra: Baratokkal toltott hétkoznapi idd a sportag fiiggvényében N=220 (sajat abra)

A kovetkezo kérdés szintén a baratokkal eltoltott idd nagysagara fokuszalt, de ezhttal hétvégén (4.
abra). A sportold diakok, foként a csapatsportot UizOk a hétvégéket gyakran bajnoki rangaddkon,
mérkézéseken toltik. A rendszeres sporttevékenység és a tanulas mellett igy kevesebb idejik jut a
baratokra, hacsak azok nem a sporttarsak kozil keriilnek ki.

50,0% nem
M fi
Eiany

40,0%

30,0%

Percent

20,0%

10,0%

0%

5 oranal 5-10 éra 10-15 éra 15 oranal tébb
kevesebb

idotartam

4. dbra: A barétokkal eltd/tott hétvégi szabadidd az aktivitas vonatkozdsban N=220 (sajat abra)

Vizsgalati mintamban, egyik esetben (aktivitds, nem, sportag) sem kaptam szignifikans eltérést
(p>0,05). Mindezek ellenére Ggy vélem, érdemes egy pillantast vetni a sportdg szerinti bontasra,
melyet a 5. dbran lathatunk. A grafikonrol jol leolvashatd, hogy a legnagyobb intervallumban kétszer
annyi csapatsportot iz6 van, mint egyéni sportolo, akiknek viszont kozel fele csupan 3 oranal
kevesebb i1d6t tolt barataival. A barataival tiz 6ranal tobbet tolték ardnya kisértetiesen hasonlit a
hétkoznapi adatokhoz, hiszen itt is a kdzel 40% — 20%-o0s arany érvényesul. Azt gondolom, ezek az
eredmények a csapatsport intenzivebb szocializacios hatasat tdmasztjak ala.

36
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5. dbra: 4 bardtokkal eltoltott hétvégi szabadidd sportagi vonatkozdasban N=220 (sajat dabra)

Ugyan a sportolok és a nem sportolok kozott nem volt jelentds az eltérés egyik esetben sem, ez
véleményem szerint mégis csak pozitiv eredmény. Ez ugyanis azt igazolja, hogy a sportolé gyerekek
barati kapcsolataira nincs negativ hatdssal a sportk6zdsségben eltdltott ido.

A kovetkez6 harom kérdést tartalmazo részben nem adtam valasztasi lehetdséget, a kitdltéknek
kellett valaszolniuk a kérdésekre a baratok szamanak megadasaval. Mindharom kérdés esetében
gyakorisagi vizsgalatokat végeztem, majd a kapott eredmények kozil az els6 helyre valasztott
lehetoségekkel dolgoztam tovabb, s a kis elemszam miatt Fisher tesztekkel kerestem szignifikans
eltéréseket a sportaktivitas és a nem fliggvenyeben.

Az elsé esetben a baratok szamat szerettem volna megtudni a mindennapjaik részét képezd
kozegekben. Az dltalam megadott opciokon tual, a didkoknak lehetdségiik volt egyéb, szamukra fontos
terlileten meglévo barati kapcsolataik szamanak megadasara is.

12

10

2 . l
0
iskola edz6tars lakéhely egyéb

sportol ® nem sportol

6. abra: A baratok szamdnak datlaga f6ben megadva N=220 (sajat abra)
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A gyakorisagi vizsgalatok mindegyik csoport esetében azt mutattak, hogy aktivitastol fuggetlendl,
minden esetben az iskolaban van a megkérdezetteknek a legtdbb baratjuk. Ez jol lathat6 a 6. szamu
diagramon is, amely atlagértékeket tartalmaz. A méasodik helyen a sportolok esetében az edzétarsak
kovetkeztek. Ez a kategOria a nem sportolok esetében természetesen nullas értékkel szerepel. A
sportolok esetében a ,lakohely” kategoria szerepel a harmadik helyen, a nem sportold diakoknal ezt
azonban megeldzte az ,.egyéb” valaszlehetdség. Ezt az egy kategoriat leszamitva, a sportoloknak
minden teriileten tobb baratjuk van, mint nem sportolo tarsaiknak. Ennél a valaszlehetdségnél annak
kifejtését is kértem, hogy pontosan mit is értenek alatta a didkok. Néhanyan a kozeli rokonok
(nagysziilok, unokatestvérek) lakohelyén 1évé baratokrol szdmoltak be, de a didkok jelentds
hanyadanal az internet, a virtualis tér volt a valasz.

A nemek kozotti kulénbségekre is kivancsi voltam, igy ez esetben is Fisher teszteket végeztem,
amelyek az edzétarsak és a lakohely esetében mutattak szignifikans eltérést (p<0,05). A fitiknak tobb
baratjuk van az edzotarsak kozott, mig a lanyok inkabb a lakohelyiikon rendelkeznek tobb barati
szallal. Ha az eredményeket Osszevetjik az alapadatokkal, melyek azt mutattdk, hogy a lanyok
kétharmada egyéni sportot Uiz, akkor kijelenthetjiik, hogy a csapatsportok erdsebb szocializacios
hatassal birnak, mint az egyéni sportagak.

A baratok szdménak feltérképezése utdn a kapcsolatok extenzitasa mellett azok intenzitdsanak
feltardsa kerult figyelmem kdzéppontjaba. A kapcsolatok intenzitdsan azok mélységét értem, vagyis
olyan aktiv, bens6séges kapcsolatot, ahol a felek bizhatnak egymadasban, szamithatnak egymasra és
timogatjak egymast. A kovetkez6 két kérdés soran még mindig a didkoknak kellett szamadatokkal
szolgélniuk, ezuttal arra vonatkozdan, hogy hany embert hivnanak meg a sziletésnapjukra, illetve
hany ember segitségére szamithatndnak, ha bajba keriilnének. A kérdésekkel az elébb megadott barati
kor szitkebb magjat alkotd baratok szamat szerettem volna felmérni.

iskola edzGtars lakohely egyéb

sportol M nem sportol

7. &bra: A sziiletésnapra meghivott bardtok szamdanak dtlaga fé6ben megadva N=220 (sajdt dbra)

A sziletésnapra meghivott bardtok estében a gyakorisagi vizsgalatok az 6sszes baratok szamahoz
hasonlé adatokat eredményeztek (7. bra). Mindenki az iskolabdl hivna meg a legtdbb embert, majd a
sportoloknal szintén az edzétarsak keriiltek a mésodik helyre, amit a lakohely kategoria kovetett. Az
el6z0 kérdés elemzése soran mar részletezett egyéb valasz esetében ezuttal azonban jelentGsebb
eltérést tapasztalhatunk a nem sportolok javara.

Az aktivitas kérdéskorét vizsgalva az ,,iskola” és az ,,edzétars” kategoriaban, mig a nem szerinti
elemzések esetében a lakohelyi baratok tekintetében jelentkezett figyelemre mélto eltérés (p<0,05). Az
adatok ez esetben is Osszecsengenek az el6zé kérdés esetében kapott valaszokkal. A nem sportolok
tobb olyan baratot hivnanak meg a szlletésnapjukra, akik az egyéb kategoridba tartoznak, mig a
sportolok ezuttal is kevesebb virtudlis barattal szamolnak. Az el6z6 kérdés elemzése soran bizonyitast
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nyert, hogy a lanyok a lakéhelyiikon tobb barattal rendelkeznek, s a szliletésnapjukra is tébb baratot
hivnanak meg ebbdl a kdzegbdl.

Az osszesitett adatok tlikrében most is kijelenthetjik, hogy a rendszeresen sportolé didkok tobb
olyan baréttal tartanak fent kapcsolatot, akiket példaul a sziletésnapjukra is meghivnanak, tehat
szorosabb aktiv kapcsolatban allnak veluk.

Az utolsé szdmadatokat tartalmazo kérdés azoknak a megbizhatd bardtoknak a szaméra iranyult,
akikre szamithatnak a megkérdezettek, ha bajba kerlilnek. Ez a valasz mar sokkal inkabb az igaz
baratokra fokuszalt, hiszen a szlletésnapjara nem csak a bizalmas baratait hivja meg az ember, hanem
azokat is, akikkel nem olyan mély a kapcsolata, vagy akikt6l esetleg valamilyen hasznot remél az
illet.

A gyakorisagi vizsgalatok alapjan kijelenthetjuk, hogy ezlttal is az iskolatarsak dominanciaja
érvényesul, s a tobbi kategoria sorrendje esetében sincs valtozas. Az atlagadatokat tartalmazo 8. abran
jol lathatd, a sportolék — nem sportol6k kozotti differencia is. Ezuattal senki sem valasztotta az egyéb
kozegbdl szarmazo baratokat els6 helyre, igy ez a kategoria nem is jelent meg az abran. Ez az adat azt
bizonyitja, hogy a virtualis baratokkal nem szamolnak a didkok a bajban, illetve hogy az igazdn mély
barati kapcsolatokhoz igen is szlikség van a rendszeres személyes talalkozasra és a fizikalisan egyiitt
toltott idore.

iskola edzGtars lakohely

sportol ® nem sportol

8. abra: 4 bajban is bardtok szamanak atlaga fé6ben megadva N=220 (sajdt dbra)

Mint azt az Osszesitett adatokat tartalmazd fenti abrérdl leolvashatjuk, a mély baratsagok
tekintetében is felfedezhetd kiilonbség sportold és nem sportold didkok kozott. Szignifikans eltérés
jelentkezett az ,,iskola” tekintetében a sportolok javara, de a ,lakohely” kategoria esetében is Ok
kerlltek folénybe. Ha csupan ezt a két kategdriat vesszik figyelembe, akkor is elmondhatjuk, hogy a
sportoléd didkoknak tébb baratjuk van, mint nem sportold tarsaiknak. Nem szabad azonban
megfeledkezniink arrdl, hogy elényiiket tovabb fokozza az edzétarsak koziil kikeriilé baratok szama,
akikkel az esetlikben szintén szamolnunk kell.

Mindharom kérdés esetében szomoruan konstataltam, hogy vannak olyan didkok, akik a ,,senki”
kategoriat valasztottik. A valaszok szdméat mutatja a 2. szamu 0sszesitett tablazat.
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2. tablazat: 4 ,,senki” valasz gyakorisaga a hdarom kérdés esetében az aktivitds és nem szerinti eloszldsban,
foben N=220 (sajat szerkesztés)

aktivitas nem
. nem . .
sportold sportol6 fid lany
baratok szdma 2 3 4 1
szilinapra meghivottak 12 21 16 17
bajban baratok 6 17 12 11

Ebben a kategdriaban egyedul ennél a kérdésnél tapasztaltam szignifikans eltérést (p<0,05) az
aktivitas vonatkozasaban. Mint ahogy az a 2. tablazatbol jol kivehetd, a nem sportolok kdzott jelentds
szamban vannak azok, akik a bajban senkinek a segitségére sem szamithatnak. Magas szamadat
figyelhetd meg a nem sportolok esetében a sziilinapra meghivott baratok szamanak vizsgalatakor is, de
ez az eltérés nem szignifikans (p>0,05). Tovabbi szignifikans eltérés jelentkezett (p<0,05) az iskola
tekintetében mind a sportaktivitas, mind pedig a nem fliggvényében.

Osszességében elmondhatjuk, hogy a szamadatok alapjan a sportolé didkok tobb barattal
rendelkeznek, mint nem sportol0 tarsaik. Ez az eltérés mindharom kérdés esetében jelentkezett.

A kovetkezd két kérdés mar kimondottan a barati kapcsolatok mélységének feltarasat célozta. Az
elsé kérdés arra vonatkozott, hany olyan baratjuk van a kérd6iv kitoltoknek, akikkel megoszthatjak
titkaikat. Azt gondolom, az ember nem bizza ra barkire a titkait, csak arra, akiben megbizik és nem
csupan felszines kapcsolat flizi hozza. A valaszok elemzése kozben rajottem, hogy az ,,0sszes”
kategoria eléggé megfoghatatlan, hiszen nem szdmszerusithetd. Lehet az akar kettd, de akar tizenkettd
{6 is. Ezért az adatok értelmezésekor ezt a kategoridt nem vettem figyelembe. Az dsszesitett adatokat
tartalmaz6 9. abran jol lathat6, hogy szignifikans (p<0,05) eltérés van a sportaktivitas tekintetében
amit az adatok vizsgalata soran végzett Mann-Whitney tesztek is alatdmasztottak.
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9. dbra: Azon baratok szama, akikre a megkérdezettek rabiznak titkaikat N=220 (sajat abra)

Mint lathatd, a sportolok 6sszességében tobb barétjukra bizzak ré titkukat, mint nem sportol6
tarsaik. Szignifikans eltéréssel (p<0,05) a ,,to6bb” kategodria esetében taldlkoztam. A nemi eloszlas
alapjan is megvizsgaltam az adatokat, de ebben a tekintetben nem talaltam jelentds eltérést a két
csoport kozott.

Kivancsi voltam, vajon talalok-e killdnbséget a csapatsport javara, hiszen egy csapatban sokkal
nagyobb esélyiik van a diakoknak arra, hogy baratot talalnak maguknak, mint ha egyénileg sportolnak.
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Ezért a Mann-Whitney tesztet a sportagi valaszok esetében is elvégeztem, s ezdttal is szignifikans
kiilonbséget talaltam (p<0,05). A két valtozo kozti jelentds mértéki eltérést jol szemlélteti a 10. abra.
Az egyéni sportoloknak tobb mint a fele csak nehany baréatot érez igazan kdzelallonak magéhoz, s 20
%-uk csak egyet. Ezzel szemben a csapatsportot iz6knél fele ennyien vannak ebben a kategoriaban,
viszont tébb mint kétszer annyian az Ot-hat bizalmas barattal rendelkez6k. Naluk fele-fele aranyban
vannak a haromnal tobb, illetve kevesebb mély baratsaggal rendelkezdk, mig az egyéni sportolok
esetében ez az arény 4:1-hez.
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10. abra: A titkok megosztasa csapat- illetve egyéni sportoldk esetében N=220 (sajat abra)

Az el6z6 kérdéshez kapcsolodoan ezutan a maganyossag kérdéskorét vettem gorcso ala. A kérdés
arra vonatkozott, milyen gyakran érzik magukat maganyosnak a valaszt ado didkok. Mint az a 11.
abran lathatd, az aktivitas tekintetében tapasztalhatunk eltérést, de az nem szignifikans (p>0,05).
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11. &bra: A maganyossag érzésének gyakorisaga N=220 (sajat abra)
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Ismét megvizsgaltam a sportagak szerinti eredményeket és a nemi bontast is, s mint azt a kovetkezé
két diagram is jol szemlélteti (12-13. abra), mindkét esetben szignifikans eltérést talaltam (p<0,05).
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12. dbra: A maganyossag érzése nemi bontdsban N=220 (sajat abra)
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13. abra: A maganyossag erzése csapat- €s egyéni sportdgat iizék kérében N=220 (sajdt dbra)

Jol lathatd, hogy kétszer annyi lany van, aki gyakran magényos, mint fid, s kozel 20%-kal
kevesebb a soha nem maganyos lanyok szama. A sportagak tekintetében is hasonléak az adatok. A
csapatsportot iz6k sokkal nagyobb szdmban valaszoltak Ggy, hogy soha sem maganyosak, s csupan
par %-uk szokta magéat gyakran annak érezni.

A kérd6iv utolsé kérdése hat allitast tartalmazott, s ezek koziil kellett a megkérdezetteknek
kivalasztaniuk azokat, amelyekkel egyetértenek. Tébb olyan allitas is volt, amelyben benne volt a
,sokat edzek” sz00sszetétel, igy ezek természetesen csak a sportolok szamara voltak opciondlisak. A
gyakoriséagi vizsgalatok eredményeit tartalmazza a 14. dbra, melyen az allitdsokat, azok terjedelme
miatt csak szamokkal jel6ltem. Az egyes szdmokhoz tartozd értékeket a grafikon alatt jelenitettem
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meg. Az utolsé kijelentés eredetileg nem szerepelt a kérd6iven, de tobben voltak, akik odairtak, hogy
egyik allitassal sem értenek egyet, ezért jelenitettem meg az eredmények kdzott ezt a kategdriat is.
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5% I
o B =_
1. 2. 3. 4. 5. 6.

nem sportolé M sportold

14. &bra: A vizsgélati alanyok megéllapitadsai N=220 (sajat 4bra)

A sok edzés és tanulas miatt kevés id6t tudok a barataimmal tolteni.
Elég sok id6t toltok a bardtaimmal.

Sokat edzek, de olyankor Ugyis a barataimmal vagyok.

Sokat edzek, de sokat vagyok a barataimmal is.

Sokat tanulok, de elég id6t tudok tolteni a barataimmal.

Sokat tanulok, ezért nem tudok sok idot a barataimmal t6lteni.
Egyikkel sem értek egyet.

Nogak~wdE

A sportolok esetében a tobb valaszlehetdségnek koszonhetéen kiegyenlitettebb az egyes allitasokat
valasztok aranya. A gyakorisagi vizsgalat eredményei szerint a nem sportolok esetében a 2. vélasz
fordult el6 a legtobbszor, mig a sportolok a 2. és a 4. valaszt egyforman elényben részesitették.
Tartalmat tekintve azonban nincs jelent6s kiilonbség a két valasz kozott. A legkevesebben a hatodik
allitast valasztottak, tehat egyaltalan nem gondoljak gy, hogy a tanulas a barati kapcsolataik rovasara
menne. JOI lathatd, hogy a nem sportolok tobb, mint haromnegyede gy véli, elég sok id6t tud a
barataival tolteni. A sokat tanulok korében is kedvezdek az eredmények, ugyanis minddssze 20%-uk
véli ugy, hogy a sok tanulas a barati kapcsolataik rovasara megy.

2.6 A hipotézisek felulvizsgalata
H1: Az aktivan sportolé gyerekek tarsas kapcsolatai extenzivebbek, mint nem sportol6 tarsaiké —
Megerdsitést nyert.

A kapcsolatok kiterjedtségére vonatkozd kérdések a baratok szamanak megadasat igényelték. A
baratok szamanak Osszesitése soran egyértelmiien kideriilt, hogy a sportold gyerekeknek &tlagosan
tobb baratjuk van, mint nem sportol6 tarsaiknak. Hasonl6 adatokat kaptam a sziiletésnapra meghivott
baratok elemzésekor. A sportolé gyerekek atlagosan tébb baratjukat hivnak meg a sziiletésnapjukra,
mint nem sportold kortérsaik. Mindkét kérdés esetében szignifikans eltérés (p<0,05) jelentkezett az
»egyeb” kategoriat tekintve (egyéb baratok szama sportoloknal: 12 6, nem sportoloknal: 34 fo;
sziiletésnapra meghivott baratok sportoloknal: 11 f6, nem sportoloknal 37 f6), amelybe a diakok
valaszai alapjan nagyrészt a virtualis baratok tartoznak. Az eredmények értelmezésekor ezt az adatot is
fontos szemel6tt tartanunk.
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A kapcsolatok extenzitasara utald valaszokat kaptam a maganyossag kérdésének elemzésekor is, de
ezek nem mutattak szignifikans eltérést a sportaktivitas tekintetében.

H2: Az aktivan sportol6 gyerekek tarsas kapcsolatai intenzivebbek is, mint a nem sportoléké. —
Meger6sitést nyert.

A Kkapcsolatok mélységére utaltak azok a kérdések, amelyek a bizalmas baratok szamara
vonatkoztak, vagyis azokéra, akikre szamithatnak a bajban, vagy akikre rabizhatjak a titkaikat. Az
eredmények szerint a sportold didkok kozétt szignifikdnsan (p<0,05) tobben vannak azok, akik a
bajban szamithatnak iskolatarsaikra illetve lakohelyi barataikra, s6t esetiikben még az edzétarsaikkal is
szdmolnunk kell. A nem sportoloknal ugyanakkor egy kedvezétlen eredményre is fény deriilt, koztiik
ugyanis sokkal t6bben vannak olyanok (sportolok: 6 f6, nem sportolok: 17 f6), akik senkinek a
segitségére sem szamithatnak, ha bajba kerlilnek.

A kapcsolatok mélységére vonatkoz6 eredményeket kaptam a titkok megosztasat firtaté kérdésre
adott valaszok elemzésekor is. Ezek alapjan megallapithat6, hogy a sportoldk szignifikdnsan tébb
(p<0,05) baratjukra biznak ra titkaikat, mint nem sportolé tarsaik. Sportagi bontasban az is
megfigyelhetd, hogy az egyéni sportoloknak tobb, mint a fele csak néhany baratot érez igazan
kdzelallonak magahoz, s 21,4%-uk csak egyet, mig a csapatsportoldk kdzott kozel kétszer annyian
vannak (38,8%), akik 6t-hat bizalmas baréattal rendelkeznek. Az adatok szerint e kérdés tekintetében is
érvényesul a sportolok félénye.

3. Osszegzés

Kutatomunkam célja a sportold és nem sportolo didkok kapcsolati halojanak, s annak jellemzdinek
megismerése volt.

A baratokkal eltoltott id6 mennyiségét vizsgalva hétkdznap jelentOs eltérést talaltam a sportolok és
nem sportolok kozott. E16bbiek — féként a csapatsportot tiz6k — tobb id6t toltenek a barataikkal.

A baratok szamat elemezve szintén nagyon kedvezoé adatokat kaptam. Minden esetben t6bb
baratrol nyilatkoztak a sportolok, mint a nem sportolok, s a kiilonbség foként a hatranyos helyzetiiek
esetében volt jelentésebb. A legtobb baratja mindenkinek az iskolaban van, majd sportolok esetében az
edzotarsak kozott, a lakohelyen és végiil egyéb helyeken. Az egyéb kategoriaba nagyrészt az internet,
és a virtualis vilag kertilt sokszor igen szép szdmban. A nem sportolék esetében elgondolkodtatd az
online baratok szama.

A baratsagok mélysége szempontjabdl bizonyitast nyert, hogy a sportolok tébb bizalmas baréattal
rendelkeznek, s koziiliik is kiemelkednek a csapatsportot tizok. Az egyéni sportagat (izOk kétszer olyan
gyakran szamoltak be a maganyossdg érzésérdl, mint csapatsportot {iz6 kortarsaik. Ugyanilyen
mértékil kiilonbség jelentkezett az adatok nemi bontasban torténd elemzésekor, melynek értelmében a
fiuk feleannyiszor érzik magukat maganyosnak.

Osszességében az eredmények minden esetben a sportolok javara billentették el a mérleg nyelvét,
ami nem meglepd az elméleti hattér alapjan, de mégis jelentds, hiszen a statisztikai vizsgalatok alapjan
alatamasztjak a tarsadalmi vélekedéseket. Kijelenthetjiik, hogy a rendszeres sporttevékenység pozitiv
hatassal van a gyerekek kapcsolati haldjara, hiszen kiterjedtebb és mélyebb kapcsolatokkal
rendelkeznek.

Ugyanakkor az eredményeket vizsgalva azt sem szabad szem el6l téveszteniink, hogy a sportoldok
és nem sportolok kozotti eltérések okara nem kaptunk egyértelmii magyarazatot. Korantsem biztos,
hogy valaki azért tesz tobb baratra szert, mert sportol. Lehetséges, hogy azért csatlakozott egy
sportegyestlethez, mert mar eleve voltak ott baratai. Fontos tekintettel lenniink arra is, hogy a minta
kimondottan a pécsi diakok koréboél keriilt ki, igy orszagos szinten semmiképp sem tekinthetd
reprezentativnak. Az adatok értelmezésekor azt is fontos figyelembe venniink, hogy azok egy aktudlis
allapotot tikkroznek a pandémia masodik hullimanak id6szakabol. Ugyanakkor ebbdl kifolyolag kivald
Osszehasonlitasi alapul szolgalhatnak egy késébbi, a pandémia utdna idészak hasonld témaju
vizsgélatahoz.

4. Kovetkeztetések, kitekintés
Kutatasi eredményeim a sportolas jotékony hatasat igazoltdk a kapcsolati hald extenzitasa és
intenzitdsa kapcsan is. A sportegyesiletek egy Ujabb szocializacios kozeget jelentenek a didkok
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szamara. Az edzések soran Uj emberekkel taldlkoznak a gyerekek, s igy nem csak a mindennapjaik
szerves részét képezO iskolai vagy lakohelyi kornyezetben van lehetdségiik barati kapcsolatok
kialakitasara. A sportversenyek, bajnoksagok altal bejarjak az orszagot, gyakran kulfoldre is eljutnak,
s mindez egy sokkal kiterjedtebb felndttkori kapcsolati halot eredményezhet. A sportagak koziil a
csapatsportok még nagyobb potencialt rejtenek a témaban, hiszen tobben vannak egytt, tébbféle
emberrel keriilnek kapcsolatba, s igy nagyobb esélyik van szdmukra szimpatikus, személyiségiikhtz
ill6 emberekkel megismerkedni, s baratsagot kotni. A sport szamos pozitiv hatasa mellett ezért is
nagyon fontos lenne, hogy a gyerekekkel még kiskorukban megszerettessiik a mozgast.

Szintén ezt az igényt tamasztja ald az a tény, miszerint a kognitiv fejléddésben jelentkezd
elmaradésok, érési hatranyok 10-12 éves korig elég nagyfoku hatékonysaggal korrigalhatéak, illetve
javithatoak célzott mozgasok altal. Ezért kilonosen fontosnak tartom a fentiek tudatositasat a
tanitokban a tanitoképzés soran. Ok azok ugyanis, akik az iskolak tekintetében a legkordbban
kapcsolodnak be a nevelésbe, a felzarkoztatasha, a tehetségek kivalasztasaba és a tehetséggondozasba.
A fent felsorolt lehetéségek maximalis kihasznalasa érdekében nagyon hasznos lenne, ha alsobb
évfolyamokon is képzett testneveld tanarok, vagy legalabb testnevelés szakkollégiumi végzettséggel
rendelkez6 tanitok oktatnak a testnevelés tantdrgyat. Csinady (2014) is fontosnak tartja a megfeleld
szakembereket az als6 tagozaton, véleménye szerint ugyanis ,,a tizévesek a legfogékonyabbak, ott
kell/het a legjobban formalni a gyermeket, ide kellenek a legjobb szaktanarok™ (Csinady, 2014:52).

Ugyanakkor azt is tisztan kell 1atnunk, hogy a kapcsolati halé kialakitasa, formalasa, extenzivvé és
intenzivvé tétele nem harithato teljes mértékben a testneveldkre. Tény, hogy a tantargyuk jellegébol
kifolyolag nekik tobb lehetdségiik van az abban rejld potenciadlok kiaknazasara, de ez valojaban
minden tanarnak feladata.
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THE IMPACT OF REGULAR SPORTING ACTIVITY ON ADOLESCENTS'
RELATIONSHIP NETWORKS

Abstract

The size of the connection network provides information about the social capital of the individual.
The concept was first defined by Bourdieu and then by Coleman in the 1980s. Thanks to the latter's
work, social capital became an independent social science theory. What effect does regular sports have
on students' social networks?

The topic is particularly relevant now, because of the COVID-19 pandemic, when
personal communication opportunities have significantly decreased and relationships have changed
in many cases.

The virus situation has also had a very negative impact on school-age children. Students spent long
months isolated from their peers. Schools switched to online education in many cases, sport centers
and gyms were closed, and only certified athletes could use their services. In many cases, their
movement was limited by fear of the virus.

The aim of my study was to compare the relationship network of athletes and non-athletes and to
explore the differences between them.

Keywords: contact network, sport, quarantine
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AHAJIN3A YIIBEHUYKUX CAAP/KAJA 3HAYAJHUX 3A
OOPMUPAILE OCHOBHUX JPYHITBEHUX ITOJMOBA
KO YYEHHUKA

Casxcemax

VY TOKy NpOTEKINX JAClicHH]a CIIPOBEACHA Cy 110 O0OMMY 3HavajHa MCTPaKHBamba Koja oMoryhasajy
YBHJ Y HAUMH Ha KOjH JIella ¥ OJIPaciii BUAE NPONLIOCT, cede U Ipyre y Boj, Ka0 M TO KaKO HOTPEIIHO
(dhopmynucane uHGpoOpManHje y yIOSHUIIIMA YTHIY Ha BbUXOBO pacyhuBame U JOHOIICHE 3aKbydaKa.
OBO ucTpakuBame YIOSHHUYKUX CaApKaja O UCTOPH]CKUM YHEbEHUIIAMa U3 MPOLUIOCTH MMAJo je 3a
Wb Ja JIOTIPUHECE CMambHBamy Ipellaka NpH pasyMeBamby MNPOLUIOCTH, Kako OM y4YeHHIH Ha
npaBWiIaH Ha4uH (OpMHpaIM 3HAKA W HMCHPAaBHO (OPMYJIHCAIN OCHOBHE NPYIITBEHE II0jMOBE.Y
MCTPAXHMBAYKOM Pajy Cy aHalIM3UpaHU OOJIMIM y4YeHa KOjU CE jaBJhajy Y NHUTamUMa U 33/aliMa y
yubeHuky 3a npenmer [Ipupona u apymrtBo 3a 4. pa3pea OCHOBHe IKoje. MeToja pana je aHau3a
YHOCHUUKUX cajpkaja. Y aHanmu3u ce yTBphHHBAIO KOje aKTUBHOCTH 3axTeBa OJI YUYEHHKa CBAKO
MUTamke WK 3aJaTak, a Ha OCHOBY TOra KOju OOJIMK yuewa je jAoMuHaHTaH. JoOWjeHu pe3yiratu
yKa3yjy na je JOMHHAHTaH OOJIMK y4eha y CBHUM IUTakmMMa M 3aJalliMa CMUCJICHO PEICNTHBHO
BepOATHO y4YeHe Y BUIY PENPOIYKTUBHUX 3a/1aTaKa.

Kbyune peuu: ananusa yubenura, Opywmeeno UCMOPUJCKU HACMABHU caopicaju, OpyumeeHu
nojMOo8U, yuerbe, MemoouKka Hacmase npupooe u Opyuimaed.

1. YBon

VYiOeHUK je W3BOp 3HaWba W HMHCTPYKTHBHO cpelactBo. OcHOBHE (QyHKIMje yIIOCHHKa Cy:
nHpopmaTuBHa, ycMmepasajyha, Tpancdopmanmona, cuHTeTH3yjyha, camMooOpa3oBHa, WHTETpaTHBHA
(Crojanosuh, 1987: 55).

UctpaxkuBame ynOeHHKa je HayyHa aKTHBHOCT 4YMjU je Wb JoOujame 00jeKTHBHOT,
CHCTEMAaTHYHOT, OIIIITET, KPUTUYKOT, METOJACKM wu3BexeHor 3Hama (Ilemmh, 1998: 17). Hayka
yTBphyje 0OjeKTMBHE HCTHHE O CTBapHOCTH (UCTpaKMBame mNpobieMa y Be3W ca CTBapuMma M
nojaBama). OHa KOPUCTH METOJICKE MPOIICIype Y Ca3HABAWKY CTBAPHOCTH M TEKH OTKPUBAHY UCTHHE:
WUCTHHUTA TBP/Hha (CTaB) je je3NUKU pa3yMJbuBa, TECOPHjCKU J0Ka3aHa, IPAKTHYHO MPOBEPJbUBA.

Y  JoMeHy  WCTpaxHBama, YUOGHHK Cce€  T1ojaBjbyje Kao  KOpHCHA  ajarka y
KOHIICTITYQJIHOMETOJIOJIOIIKOM OKBUpPY 3a pas3lIMuuTe BPCTE aHain3a, allaTka Koja ce MOxe
MOIU(HUKOBATH H JJajbe paspaluBaTh MpeMa KOHKPETHO] HCTPAKUBAYKO] TEMH, OTHOCHO Y TIOTPa3u 3a
cneun(pUIHUM KYJITYPHO MOTIOPHUM CPEJCTBHMA KOja MOTY Jla TOApKE pa3Boj oapeheHe nmeuxuuke
(dyHKIMje, CNOCOOHOCTH WJIM BEIITHHE (HIP. KPUTHYKO MUILBEHE, CTBapaliauke CIIOCOOHOCTH,
METaKOTHUTUBHE CITIOCOOHOCTH).

UctpaxkuBama HaCTaBHUX M YUOCHHUKHX Cagpiaja O MCTOPUjCKUM YHMI-CHHLAMa M3 MPOLUIOCTH
(3Hame, He3Hame, ynoTpeda W 3JI0ymoTpeda MCTOpHje) MMajy 3a IUJb Ja JIONPHHECY CMamHBamby
3a0yfa y pasyMeBamy IPONUIOCTH, KaKo OM YYEeHHWIM Ha MpaBWIaH HAa4uH (Gopmupaiyu 3Hama |
ucrpaBHO (HopMyJHcand OCHOBHE IpyluTBeHe nojMoBe.Cynouna CpOuje 1 YUTaBOr peruoHa 4ecTo je
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Omna BoleHa JPYIITBEHWM MpoOIIeMHMa 3aCHOBAaHMM Ha TOTPEITHOj TEPIENIHji HCTOPH)CKUX
norahaja.

VY TOKy HpOTEeKNIHX JAEleHHja CIpPOBEJCHA Cy [0 00MMY 3Ha4YajHa UCTPAKUBAba Yy PErHOHY, KOja
oMoryhaBajy yBHJ y HauMH Ha KOjH Jela M OApaciy BHUAE MPOUUIOCT (HALMOHAIHY W OIIITY
nctopujy). Ha ocHOBy mcTpakmBama KojuMa je Omino oOyxBaheHO BUIIE TeHepalHja ydeHHKa M
rpahana, gonuto ce A0 oapeleHnx pe3ynraTra KOju yKa3yjy Ha HEMO3HABAkE eJeMEHTapHe HallMOHATHE
U OMIUTE MCTOPHje, IITO je NMao 3a Mocieauly (GopMupame MOTPeNIHUX CTaBOBa Npema jaorahajuma
U3 TPOIIUIOCTH.

OBaj pan je mocBeheH aHanmM3W yIIOSHWKA MPUPOAE W APYIITBA M OAHOCH CE€ HAa BPJIO MOceOHe
HUCTOPUjCKE HW3BOPE,YyIPABOOHEKOjH HEIBOCMHUCIEHO TOBOPE BHIIE O CaJalllbOCTH HEro o
nponutocT.300T Tora cy YIIOSHHIH, IPe CBera MPUPOJIE U APYIITBA, YBEK OMIN U3BPCTaH UCTOPH]CKU
M3BOP KOjU OTKPWBA MHOTO BHIIE 0] BehrHE NpYyruX. APXUBCKH JOKYMEHTH HUKaJla TAaKO KOHIIM3HO,
TaKO CUHTETUYKH M TAKO CYIITHHCKU HE MOTY OTKPHUTH HJICJHY OCHOBY jEIHOT BpeMEHa.

VYdeme 0 mponutocTuTpedaga moroauaBa uba: CIOJBHE — Ca3HajHU, 0Opa30BHU M YHYTpaIlbU—
JIPYIITBEHO TMOJACBecHU. 300rToraheyOeHUIn MPUpPOIe U IPYIITBAYOBOMPATyOUTH aHAIH3UPAHU Y
TPHU pa3IHYUTe BPEMEHCKE eTare, ca Ta JBa acleKkTa.

2. [IpobaeM U INJb HCTPAKUBAIHA

OcHoOBHE TTpo0JIeM y OBOM HCTpaxuBamy (hopMmylucaH je nurameM: Koje akmuenocmu 3axmesa
00 YUEHUKA C8AKO NUMARbe UlU 3a0amax y YUoeHuKy u paonum aucmosuma 3a npeomem Ipupoda u
Opyuimeo 3a 4. pasped ocHOGHe WiKOJe, d HA OCHOBY MOo2d KOju 0ONUK Vuerbd ce jas/bd y NUMareuma u
3a0ayuma u Koju 00IUK yuervd je 0OMUHAHMAH?

OCHOBHH 1MJb HCTP@KHBamba OJHOCH C€ Ha YyTBphHUBAWEH aHaIM3y BPCTa aKTHBHOCTH KOje
JIOTIPHHOCE CMakbUBakby Tpelllakanpy pa3yMeBamy MPOIUIOCTH, KaKo OW YUCHHIIM Ha TpaBUiIaH HAaYHH
(hopMupany 3Hama U UCTIPaBHO (pOpPMyNHCaIN OCHOBHE JAPYIITBEHE IT0jMOBE.

3. Metoxa

JIOMHMHAaHTHO je KOpHUINNEHUCTOPHjCKUMETOJl M METOJ TEOpHjCKE aHalu3e cajapskaja.JequHuiy
aHaJM3e MPEICTaBJbAIO j€ CBAKO IOjEJMHO NMUTame WM 3afarak. CIoKeHH 3ajalu JeJbeHU Cy Ha
HAjCUTHUje CMUCIECHE LeJIMHe, MpU 4YeMy je TOIITOBaH MpPUHIMII Ja jeJaH 3aJaTak He MOXe
HCTOBpEeMEHO OMTH Kiacu(UKOBaH y BHIe KaTeropuja. Pasmior 3a mpuMeHy HaBeIEHUX METOAA JIeKU
y TOME IITO je Mpo0JIeM UCTPaKUBaha CIOKEH U OCETIHHB.

3.1. Texnuxe u uncmpymenmu

VY TOKy NpHKyIJbamba NOTPEOHHMX MOJAaTaka 3a UCTPAKUBAEkE KOpPHUIINEHE Cy HCTpPaKUBAuKe
TEXHUKETIOCMATPama 1 aHaJIM3€e CaApiKaja.

HcTpaxknBauku MHCTPYMEHTH Cy OMIIM OJ BEJIHMKOT 3HAuaja Y OBOM HCTPAXKHUBAWY, jep j& O/ HBHX
3aBHCHIIO KakBe lie ce YMIbCHHWIlC NMPUKYIUTH W Ha KakBUM he ce TBpImaMa OBO HCTPaKHBAME
3acHUBaTH. Baxkan anat y 00aBJbEHOM MEAArOIIKOM MCTPaXKMBalby YHWHHWIE Cy JIMCTE, PETHCTpH,
JTHEBHHUIIN TTOCMaTpama, Tabere.

4. Pe3yaraTtu

JobujeHn pe3yiTaTH ykasyjy Za je JOMHUHAaHTaH OOJNMK ydyema y CBUM NHUTamHMa M 3aJanuMa
CMHCJICHO PEIIENTHBHO BepOATHO yUeHe U TO y BUY PENPOYKTUBHUX 3a/1aTaKa.

YoueHn je BHCOK TIpoLEHAT 3ajaTaka KoOjuU cy OecMHUCIeHH (je3udKka HEHmpenu3HOCT,
HENPWIAroheHOCT TeXKHMHE KapaKTepUCTHKaMa y3pacTa, MHTENEKTyalHa HENpelu3HOCT, HEeAOCTaTaK
WHpOpMAIIUja WK YCIIOBA J]a Ce pealln3yje 3a/1aTak, [OJICTHIIAKhE yUeha HalmaMeT).

WnTepecanTHO je na ce BUAM KOje Cy TO aKTHMBHOCTH Ha KOje YUOCHUK M HerOBU PajHU JIMCTOBU
nokpehy feiy, To jecT, Koju Cy IOMUHAHTHHU OOJIHMIIN Y4eHa OBAE NPUCYTHH.

OCHOBHH TEKCT y YIIOEHHKY je yriIlaBHOM H3larame ojpehennx canpxaja.Jla Ou yaeHHK KOpaKHYoO
Jajbe Ol MUCAOHE aKTUBHU3AIlUje, MOTPeOaH My je IOCPEIHUK — OAPACIIH.

[Mutama 1 3amanu JUPEKTHO 3axTeBajy on Aerera oapehene akTuBHOCTH. U3aBajajy ce nBe rpyme
3ajaTtaka y ylIOCHHKY, 3aBUCHO OJf MECTa Ha KOMe ce Hajasze. JeqHa rpymna cy Tako3BaHH YBOAHU
3a/anu, KOju Ce Haylaze Ha caMoOM ITOYETKY JICKIHje, anu He cBake. Om TpuaeceT YeTHUPH JICKIIHje
YBOAHUX MUTama HEMa UCIpEN jeAaHaecTIEKUWja U TO YIIaBHOM OHHX KOje C€ THYy IPOLUIOCTH
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HaIlIeT HapoJja, TO jeCT UCTOpHjCKuX Jekmuja. OcHOBHA (pyHKIIMja YBOIHHX 3ajaTaka jecte, Kako ce
00OWYHO CcXBaTa, J]a MEHTAIHO IMPHUIPEMe W MOTHBHUIIY JIE€Te 32 cajpikaje KOju CIlefie U /1a TIOBEeXKY
MPETXO/IHA IIKOJICKA WJTH J)KUBOTHA 3HAaa M HCKYCTBa yUCHHKA ca THM CaJp)KajuMa, 1a OM 3Hama Koja
cTHYe Ouiia KOMIIAKTHUja, CMUCJICHH]a, uBpInha U TpajHuja.

Hpyry rpymny 4mHe 3a7a1y KOjHu CToje Ha Kpajy JIeKIHje U Yija OCHOBHA (D)YHKIIH]ja jeCTe H3BIaUeHhe
OuTHUX MHPOpMaIUja, MOTEHIMPakhe HAjBAKHUJUX calpKaja y JeKIHMjU U Pa3He BPCTE MOBE3MBamka U
MpUMEHE CTCUHHX 3HAbA.

VY yiOeHUnpMa MOCTOjU jOII jeHa BPCTa MHUTAma M 3a7aTaka KOjHU Ce jaBJbajy Y TOKY JIEKIHje U
M3/IBOjEHH Cy Yy IUTaBOM 1oJby. OHU HHCY aHAJM3UPAHU, jep HUCY y TPABOM 3HAYCHY PEUH NMUTAmba U
3aJaly 1 HEMOCPEIHO H3a BHX ciienu oarosop. OHU He Tpaxke Ja yYEHHK Ha BbUX OroBopa, Beh cy Ty
1a mpoOyzae pamo3HaIocT, OAPKe MOTHBALN]Y 33 yUEHe U MOCITyXKe Ka0 MOJIEN HHTEIEKTYaIHOT paja.
OHM IMUTHPA]y TOK pa3MUIIIIbamka IeTeTa, Kajga ce OaBu HEKUM MTPOOIEMOM.

[Mutama u 3amany y paaHuM JHCTOBHMAa MMajy CBe MOMeHyTe (PpyHKIHje, ¢ TUM IITO O HajBehn
Opoj 3amataka TpeOano aa Oydy 3ajamny NMPOAYKTHBHOT THIIA, 33Jalld KOJU MOJCTHIY YMpEKaBarkhe
3Hama, JOBOJE Y PA3INYMTE OJHOCE Pa3He BPCTE 3HAMA, TPAKE MPOMHUIUBAE, J0OPO pasyMeBame U
NPUMEHY Hay4eHOT, a He IeTOBY YKy PEIPOIYKIH]Y.

Y aHamu3um ce TONa3d OJ MEHTAlHOT, J>XHUBOTHOT M IIKOJCKOT HCKYCTBa IPOCEYHOT
JIeCETOTOIUIIHET YISHUKA YeTBPTOT pa3peia. AHaIM3a je TeKJIa y JBa IpaBLa:

1. llpBu mpaBan aHanmu3e je yTBphUBame JAOMHUHAHTHOT OOJNHMKAa ydema y MHTamkUMa U
3ajanyma.
2. [lpyru mpaBai aHanmmM3e jecTe aHajdu3a CMUCICHOCTH UTakba U 3a/1aTaKa.

Ha ocHOBy panmjux wcTpakuBama yOeHHKa (HIp. IICUXOJIOIIKO MeJaronika aHanisa ylioeHurKa,
1985. roguHe) mokaszaio ce Ja je HEONMXOAHO YPaJUTH U OBY BPCTY aHAJIHU3E.

Y nHamuMm ynOeHWIIMMA TI0jaBJbyje ce jemaH Opoj 3ajgaraka KOjU CE€ MOTy O3HAYWTH Kao
oecmucnenn. OHU ce Mory JedUHHCATH TIpeMa ceiaM KpUTEepHjyMma:

1. 3aganu KOju CY HEKOPEKTHO je3udyku (opmysmcaHd. To Cy IITYypo, HEIOPEUCHO,
HECXBATJEHBO, JIBOjOCHO U Heopel)eHo yoOIrmueH! 3a1a1y;

2. 3ajany HenpuiIaroheHu y3pacTy. 3aaly Koju Cy MPETEIIKH 32 Y3pacT KOjeM Cy HAMEHhCHU
WJIM 331114 KOJH CY MPEJIaKy 3a y3pacT KOjeM CYy HaMCHCHU;

3. Kgasu — aktuBupajyhu 3aganu. 3agany Koju aKTUBUPAjy YUEHUKA, alld KOjU y HCTO BpeMe
HE JIajy OYeKHBaHU yurHak. Eexat paja je HenmpornopiroHaIaHyTPOIIICHOM BPEMEHY U HU
Ha KOjU HaYMH HHUCY y QYHKIMjU O0JbET pa3yMeBamba U caBiajaBama IpauBa;

4. Hepeannu 3amany. 3ajamy KoOju Cy NMPETEHIKH Y OAHOCY HAa y3pacT U WHTEJEKTyallHY
3peNIoCT JIeTeTa. 3aXTeBajy MHOIO TPy/Ja, a KPajibM UCXOIU Cy 3aHEMApJbHBH U JIAICKO
UCTOoA ouekuBama. OBAaKO KOHIUIHMPAHU 3aJalld MOTY JeNOBaTH JecTuMmynuinyhe u
obecxpabpyjyhe jep 00e3Bpel)yjy yII0KEHU HATOp U Pa;

5. Heonpehenu 3amanm — MHTENEKTYaTIHO HENPEIM3HU 3aJald. Y OBOj KAaTErOpPHjU Cy OHH
3a/lali Ha KOje je MpUpoIHa peakiuja cieneha: He snam na wma mucauw?,; Kako mo
mucnuw?; Illma ca mum? To cy CBM OHM 3ajalld y KOjUMa C€ OJIaKO, HEjaCHO H
HEIPELHU3HO KOPUCTE TEPMUHHU HIIM MeTadope Koje el HICY jacHe.

6. 3amamm KOju Tpake OArOBOp 3a KOjU HeMa elieMeHaTa y YLIOGHHYKOM TekcTy. To cy
yIIaBHOM CMUCJICHA MTUTakha KOja Tpaxke PenpoayKIHjy, MehyTHuM, MOTPEOHN €TIEMEHTH 3a
OJITOBOP HE IMMOCTOj€ Y TEKCTy, WIH Cy HEMOTIYHH, MM TaKO JATH Ja JeTe TOT 3Hama W
HCKYyCTBa HE MOXeE Ja UX NPEro3Ha.

7. 3amany Koju MOJCTHYY YYeHe HanmaMmeT. To cy 3a7aiu KOju Cy TIOCTaB/beHH Ha HAYWH J1a Ce
Ha KUX YCIENTHO MOXE OJIFOBOPHTU HMCKIbYYHBO YKOJIHUKO CE JCHUIUPAHO PENpOJyKYje
3amuc w3 ynbOeHwka. Ha ®BUX HU MHOrM ojpaciu ca BelinM 3HameM W Ooratujum
HCKYCTBOM HHCY y CTamy Ja OAroBope 0e3 KOHCylToBama yuoeHuka. Ha oBe 3amaTke ce
MOJKE OJIFOBOPUTH jEIMHO aKO CE HAYYH HaraMeT YIIOCHUIKH TEKCT.

Kana CC Ha HUBOY LCJIOT y1,[6€HI/IKa aHaJII/IBI/Ipajy nuTama 1 3aJanu 110 ,Z[I/IMCH3I/IjI/II

- cmuciienn (6e3 003upa Ha MECTO 3a/1aTKa),
- 6ecmmcrnienu (0e3 003upa Ha KPUTEPHjYM OECMUCICHOCTH),
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on ykymHo 140 3amaraka nBe TpehwHe Cy CMUCIEHH, a jeqHa TpehnHa cy OecMucIieHn 3aaanu
(momamwm cy npuka3anu y Tabemn 1).
Oxo 70% 3anmaTaka y yuOGHUKY M paJHUM JTUCTOBHMA OCCMHUCICHH CYy IO jeIHOM KPUTEPHjyMY,
oko 30% 1o nBa, a yak uMa 3agaraka (5%) xKoju cy OECMHCIIEHH U 10 TPU KPUTEPHjyMa HCTOBPEMEHO
(Tabena 2).

Tabena 1: Cymapuu npeaned cmucieHux u becmMucieHux 3a0amaxa
V YUOEHUKY U pAOHUM JUCMOBUMA NPUpOOe U Opyumea 3a 4. paspeo

Twum 3amaTtka VBOIHH 3a1a11 Sazamy Ha Kpajy Sajiamu y pajmm
J'ICKHI/I_]C JINCTOBHUMA
f % f % f %
Cyma cMHCIIeHUuX 27 81.81 67 62.62 161 59.19
Cyma 6 18.18 40 | 37.38 111 40.80
OECMHUCIIEHNX
Toran 33 100.00 107 100.00 272 100.00

UzBop: Ilemmkan, A. u JankoBuh, C. (1988). AHanm3a yiiOeHHKa M pagHE CBECKE 3a
npeamet [Ipupona u apymrso 3a 4.paspen ocHoBHe mkone. beorpax: MuctuTyT 32
TICUXOJIOTH]Y, CTp. 25.

3a0pumaBajyhu mojarak je na je TpehmHa CBUX 3aaTaka y YUOCHHKY HJIM CKOPO IIOJIOBUHA
3ajaTaKa y paJHUM JHCTOBUMA IPHUPOJE U ApymITBa 3a 4.pa3pexn Oecmucnena. To 3Hauu aa oBaj aeo0
YIIOEHWYKOT TEeKCTa He BPIIM CBOjy (yHKIHWjy, Aa je TpehuHa, OJHOCHO MOJOBWMHA IMPOCTOpa M
BpeMEeHa KOjU ce Ha OBe 3a/IaTKe Tpolle OecMucieHo yrpoiieHa. OBoO HUje 3aHeMapJbuBa MpuMeaoa,
ay HUje y MHUTalkby caMO HEeKOHOMHYHOCT, Beh Kpajie mpolieMaTHyHa MopyKa KOjy JIeTeTy IIajbe
0Baj MarepHjai. YIIOSHHK je HaCTaBHU MaTepHjajl HaMemEeH oApel)eHOM y3pacTy, MOJIeN KibUra Kako ce
MHTEJICKTYaJIHO paju. AKO IMOTIJieaMO MO0 KOJUM KPHUTEpPHjyMHMa CY 3aJaliy Hajuemiiie OeCMHUCICHH
(Tabema 2), jacHO ce W3/1Bajajy 3agallll KOjH CYy WHTEIEKTYyallHO HETPEIH3HH, 3aJlalld KOjU TpaXKe
OZI'OBOp 32 KOjU HEMa eleMeHaTa y yUOSHHMYKOM TEKCTY M 3aJald KOjU Cy MPETEHIKH 33 y3pacT
Jecerorofuiimaka. To cy Hajuemnthe 3a/alM KOju ce OJIHOCE Ha CcajipyKaje M3 UCTOPHje, KOjU CYy CACBUM
HeanekBaTHH 3a HaBeleHH y3pacT ([lemmkan, ABpamosuh, 1996). To 3Haum na yypOeHUK HHjE
npuwiaroheH y3pacty Aene M HBUXOBUM ca3HajHUM MoryhHoctmma. [lpyka morpemmHy cimky o
TEXHUKaMma U CTpaTerrjama HHTEJIEKTYIHOT pajia, 0 TOME KaKo ce JI0JIa3u JI0 3Hamka | IITa CY YOIIIITe
3Hame U Hayka (rmorahame Ha miTa ce y yIIOCHUKY MUCIH, 8 He JIOTUYKH CHCTEM IOBE3aHUX I10jMOBA).
OBgaj nmpobaem Morao Ou ce GopMyIrcaTH Ha HAUWH:

- Ybenuk He 3Ha kome ce obpaha (2.1); He 3Ha Kako Ja JeTe Haydu MHTENEKTYyaJHUM yMEHUMa

(5.1); He 3na mita ra je npeTxoiHO y4uro u 1ita Tpeda ja ra Hayuw (5.2).

EBo Hexux npumepa 3agaraka. Ha mouerky nekuuje o Jpyrom cprickoMm ycTaHKy MHIIE 3a7aTak:

- Iloocemu ce kako cy nocmynanu Typyu ca cpnckum Hapooom nocie Ilpsoe cpnckoe ycmauka.

AKO ce moryieqa JieKIuja Kojy jgere tpeba aa 0OHOBH, jeAMHO OJ] MH(pOpMaIlMja MITO MOKE Hahu
jecre:

- Typyu cy ce ceupeno ceemunu Hapooy 3002 YCMaHKa.

Wnu npumep Ha kpajy aexuuje o IIpBoM cBETCKOM party, TIe ce Hala3H MUTAbe:
- 3awmo je youjen aycmpoyeapcku npecmononacieoHux @epounano?

OnroBop Ha OBO MUTaWkE y YUOCHUKY TJIACH:

- Hanpeonu 6ocancku omnadunyu cy y @epounandy guoenu u3zeop Hacubd...

Jla mm ce MOXKe MPETIOCTABUTH INTA JIECETOTOAMIILEM JeTeTy (Koje ce mpBH IMyT cpehe u To 6e3
HMKaKBe TPUIIPEME ca ucTopuorpadujomM) 3Hade MeTadope HAmpeTHu O0CAHCKH OMIIAIMHITA WITH
U3BOp Hacusba. Baska momMeHyTH U Apyre npobieMe Koju UCKpcaBajy Y OHyheHOM TEKCTy:

- Kako je mo Aycmpoyeapckoj y wiupersy Ha ucmok cmemana cioboona Cpouja?

Artenrar ce nemana y CapajeBy, y bocum.
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- Yujy mo yepoowceny HezagucHocm opane HanpedHu docancku omnaounyu — Cpouje, bocne uiu
Jyeocnasuje?
Konuko je jacHo nmetery (koje ce TeK YIO3HAJOo ca rpaHuIlamMa CBOje Cajalllibe JOMOBUHE) O KOjoj
Ce TEPUTOPH)H YOIIIITE paay — HeKaaammbe win cagamme Cpouje, bocHe wnu Jyrocnasuje?
Kaxo mere Ha HUBOY KOHKPETHHX OIepalrja 1a pa3iiuKyje IITa je IOBOJ, IITa HelmocpeaH OBO/,
a 1mTa y3pok oapeheHor ucropujckor gorahaja?

Ta6ena 2: Fecmucaenu 3a0ayu y yubeHUKy u paoHum Jucmosuma npupooe u opywmea 3a 4. paspeo,
KIACUDUKOBAHU NPEMA KPUMEPUJYMUMa 6eCMUCTEHOCTU.

Kpurepujymn 6ecmucneHoctn YBojp 3anat 3aﬂa§§<§3jlépajy 33/1;;?%}31;35: -
f % f* % f %

1. Jesmuka popmynanmja 2 5.00 4 3.60
2.1. lIperemku 3aganu 23 | 57.50 44 | 39.64
3. KBasu axTuBupajyhn 4 | 10.00 5 4.50
4. HepeanHu 3amanu 2 1.80
5.1. IHTeNeKTyanHO HEeNpeu3HU 4 | 66.67 11 | 27.50 35 | 31.53
5.2. 3apamnu 3a koje Hema HH(pOpMaIHja 1 | 16.67 14 | 35.00 38 | 34.23
6. 3amany Koju MoACTHYY Oybarbe 3 7.50 13 11.71
igﬁiﬁgﬂ?;;ﬁmne“ fipema asa 13 | 3250 31 | 27.92
igﬁggﬂ?gﬁgncnmn npeMa Tpu 2 500

Toran 6ecMuCICHIX 40 | 37.38 111 | 40.80

W3Bop: Tlemmkan, A. u Jaukosuh, C. (1988). Ananuza ynOeHrWka W pagHe CBECKE 3a MpeaMeT
[pupona u apymrBo 3a 4.pa3pen ocHoBHe mikoie. beorpan: MHCTUTYT 3a ICUXONOTH]y. cTp. 32.

*®pexsenyuja je 6poj ceux 3a0amaxa Koju cy 6ecmMucieHu no 060M Kpumepujymy.3amo je cyma
osux (ppexeenyuja eeha 00 cyme decmucieHux zadamaxa.

LenTpanHu npobieM jecTe aHaliM3a O0JIMKAa Y4eHa KOjU Ce MPOMOBHIIE KPO3 YIIOCHUK M pajHe
JIMCTOBE MPHUPO/JIC U ApymITBa 3a 4. paspen. [IpBo mITO ce BH/M jecTe Ja je perneproap o0JUKa ydema
KOjU ce y MUTamkuMa U 3a1aiuma cpehie u3y3eTHo Maiu U ckydeH. O MPUINYHO OoraTte JUCTE 00IHuKa
yudera y OBOM MaTepHjasly Hajla3u ce CaMO HEKOJIHUKO HHUX:

- CMHCJICHO PEIEeNTHBHO,

- CMHCJICHO MEXaHHUKO,

- TPAKTHYHO MEXAHUYKO YUCHE U

- pemaBame npodjemMa, ajdd y CBOjoj OJeno] BapujaHTH pelllaBama 3a0aBHMX 3ajaTaka, IJIe

aKI[eHAT HUje Ha CaJpKajy U HeroBoM npopahuBamy, Beh Ha MOTHBHCAY YICHUKA.

ATICOYyTHO JOMHUHAHTaH OOJIMK y4era y CBUM KaTeropujama 3ajiaTaka jecTe CMUCICHO BepOaHo
penentuBHO yueme (Tabema 3, (Az)). OBo je oHaj 00JIMK yUema Y KOME je JeTe MHCAOHO aKTHBHPAHO,
y4U ca pa3yMeBameM, aJId TOTOB, YHAITPEl IPUIIPEMJbEH U MOHYHeH BepOaTHu MaTepujal.

Mosxe ce pehu 1a je oBaj 00JIUK ydema MEHTPATHH y IIKOJIH, MehyTHM, TEIIKO je¢ YTBPAUTH Ja JIH
j€ YBEK ped O CMHCIICHOM yUYCHY, jep 0Baj BUI YUCHa YECTO CE U3POAH y CBOjy CYMPOTHOCT — yUCHE
HamaMeT WM pa3He BPCTE MPHUKPUBCHOT yY€Ha HAIaMeT, TO jeCT PElpOoaAyKIUje 0e3 pasyMeBama
(Ocybemn, 1963).

VY yubennky oxo 90% 3amaraka cy 3amanu Tuma A, (Tabemna 3.).
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Tabena 3: Cuucnenu 3adayu Kiacugurosanu npema oouyuMa

VBoJIHY 3a1a1 3amanm Ha.Kpajy 3agany y pagHuM
OO0k y4yema JIeK1Hje JINCTOBUMA
f % f % F %

At 13 21.66 7 4.57

A’ 10 40.00 14 23.33 11 7.19

A 15 60.00 33 55.00 135 88.23

A; — cyma 25 92.59 60 89.55 153 95.03

Aon F3 2 7.41

Bu B, 6 8.95

Cimor 8 4.97

Toran 27 81.81 67 62.62 161 59.19

Wzpop: Ilemukan, A. u JankoBuh, C. (1988). Ananu3za yyOeHHKa M pajaHe
cBecke 3a mpeamer Ilpupoma m npywmtBo 3a 4. pa3pel OCHOBHE LIKOJE.
Beorpax: MuaCTHTYT 32 icuxomnorujy. cTp. 32.

* Jlerenpa:
- Ay+: BepOAIHO CMHCJIEHO PeleNTHBHO YUelbe, H3y3eTHO J00pH 3a1amu
- A>S: Bep0aJIHO CMHCJICHO PEEeNTHBHO Y4eHhe, COTHIHH 3a1aH
- A>r': Bep0aJIHO CMHCJIEHO PelleNTUBHO Y4YeHe, YUCTO PeNPOAYKTHBHM 3a1ald
- F3: 00M1u y4yerma KojH KOpHCTe JIOKaIHe 00pa30BHe MOTEHIHjajle
- B1: npakTHYHO MeXaHMYKO yueme
- B2: MpakTHYHO CMHCA0HO yUeme
- C; moT: pemaBame 3aHHUMJbMBHUX MNpoOjeMa 4uHja je (PyHKIHja MOTHBHCAIE YYEeHUKA
(pedycu, 3aroHeTKe M CJ1.)

Uzneajajy ce Tpu TMNa 3a7aTaka y OKBUPY CMUCIICHOT PELIENTHBHOT Y4eHa:
- NsysetHo 106pu 3ananu (A2+);
- Comuau 3amanm (A428);
- CMHUCIICHH, aJld YUCTO PENPOAYKTUBHH 3aa1u (A4ar).

Ykonuko ce moriena 6poj 3aaTaka y OBUM MoJKaTeroprjama odmuka Ao, Ha IPBH MOTIIE CE€ BHIU
Ja cy To Hajuernihe 3amaiy penpoAyKTUBHOT ThIa — Aor. bpoj conumuux 3amataka — Aoc je MambH, JI0K
Cy, Ha JKaJoCT, U3y3eTHO 0OpH 3a7anu — A2+ U3pa3suTo PETKH.

EBo Hekonmko npumMepa 4>+ 3aaaraka;

- Bawmo cy komaune u Husuje Hajeywhe nacemene?

- Vnopeou nomonpuspede paguuuapckux u niaHuHckux npeoeia. Koje ciuunocmu u pasiuke

youasaui?, a npumom ynopeherbe nHuje yueHo,

- Mnuoee nawe nianune dodune cy Hazue no Hekoj 00 ceojux ocobuna. Ilo uemy cy dobune nazue

Ipoxnemuje, Konaonux, Pyonuk, 3namubop?

UzysetHo BaxaH OOJMK yuema KakaB je pelaBambe Mpobjema, Ha XaJloCT, HE IOCTOjU Y
aHaJM3upaHoM MaTepHjairy. CIMYHO je U ca MPaKTUYHUM O0JIMIIMMa yuera Kakeu ¢y B1 u Bo.

OBu 0ONUIM MPAKTUYHHUX, OMII0O MEXaHUYKHX OMIIO CMHUCIEHUX aKTHBHOCTH, BAXKHU Cy Y IIKOJIH H
300r pa3BojHUX MoTpeda y3pacra, Kao U 300Tr TOra IITO Cy yMEHa y Halllo] IIKOJICKO]j MPAaKCH jaKko
3aHEMapeHa y OJJHOCY Ha 3Hamba.

C 003upom 11a Ou yrioeHuk Tpebaio aa Oy/ie MOJe) KibUra 3a 00yJyaBame Y HHTEICKTYyaTHOM pay,
3a0pumaBajyhe je oacycTBO 3amaTaka KOjU TpaXke pa3He BpCTE€ CaMOCTAlIHUX IIperiiefa u
CHUCTEMaTH3allhja TpaanuBa, W3BJIaduekha OMTHOT, youaBama W IOCTaBJbamkba MpoliieMa, 3amaraka Koju
yryhyjy Ha pa3nmuauTe u3Bope HHPOpMaIija, (bUXOBO CAMOCTATHO MTPOHANIAXKEHE H KOPUIITEHe, KOjH
3aXTeBajy capaipy ca ApyruMa, Kako BpIImballiMa TaKO U OJpacinMa, MOACTUYY KOOIEPATUBHO
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y4eme, IPojeKaTCKu paj u OpojHe Ipyre akTUBHOCTH OCHM PETpOIyKIHje (CepBUpPaHOT) IpaauBa ca
pasyMeBambeM.

VBOAHU 3ajaly Cy TpHUIpeMa TepeHa 3a CMEIITame HOBUX 3Hama. OHU cy Ty Ja MpU30BY
noctojeha IIKOJICKAa M JKMBOTHA 3Hama JeTeTa Ja O Ha HHMX OCJIOHWIM HOBAa M TOCTYITHO 3HaJIH
jenHy 1eioBuUTy TpaheBuHy. Y aHaIM3WpaHOM YIOCHUKY YBOJHHX 3aJlaTaka HeMa HCIpe] CBHX
JIeKIMja, moceOHO He UCTIPEe JICKIIUja U3 UCTOpHje, T je ped O MOTIYHO HOBOM CaJIpKajy, TCIIKOM H
aTriCTPaKTHOM 3a OBaj y3pacT, 3a KOju OM ce JeTe MOopajio MPHUIPEMUTH, a MpUIlpeMa He MOTY OWUTH
TUTIM3UPAHH 33111 IOHABIhAha PAHHUje YICHOT IPajIuBa.

JlBe TpehuHe YBOJTHUX 3a/1aTaka Cy 3aally THTA:

- 00OHOBH,

- TIOHOBH HEUITO IITO C€ YYHIIO Y MPETXOHUM JICKIIUjamMa U

- Y IPETXOHOM paspeny.

Jenna TtpehmHa cy 3amany MoBe3MBama ca paHUje€ YYEHHUM HJIM Ca JIETETOBHUM BaHIIKOJICKUM
3HakEM U UCKYCTBOM, aJIH HE YBeK HajcpehHuje n3adpaHu:
- 3uaw au, modcoa, 0a U je HeKO 00 MEojux Opyeapa NpunAaoHUK HeKoe Opyeoe Hapooa?
(mpupoja u apymTso 3a 4. paspen, ctp. 10).
- Axo y sawem mecmy nocmoju my3ej, nocemume 2a. (Ipupoaa U ApymTBo 3a 4. pazpen, crp. 40).

Hakine, ounrnenHo je Aa Cy yBOAHA NHUTama W 3ajald yriIaBHOM mojcehame Ha paHHje ydeHe
HIKOJICKE caapaje, OOHaBJbamhe paHHje YUCHHUX JIEKIMja, OMII0O U3 UCTOT WM MPETXOAHOT paspeia, u
TO C€ AUPEKTHO y (hOpMyINIaIiju NUTamka 1 Kaxe:

- ObHosume OHO WMo cme 00 ¢caoa yyuau o...;

- Obnosume cée wmo cme yuunu o...;

- ObHoBUmME OHO WMO CMe HAYYUIU O... (NPemXOOHY NeKyujy),

- ITloocemu ce... (oHO wimo je yuero 08e fiekyuje panuje);

- ..yuunu cme u3 npupooe u Opyuwimea, 06Hosume mo;

- Obnosume oHo wmo cme yuunu o...y 3. paspeoy.

OBo, caMuM THM, HUCY TIPaBH 33/1alld TIOBE3UBamba 3Haba, Beh 3a7anu noBe3uBama JeKIrja, jep TO
mro he yueHHK OOHOBUTH paHHje ydeHy JICKIIMjy HHYMM He TapaHTyje Jna he oH moBe3aT crapa u
HOBa 3Hama, 1a he Ta crapa 3Hama OMTH OCHOBA 3a YrpajJmy HOBHX. BepoBarHuje je na he HOBH
MoJIAllM CTajaTh TOpE], CTapHuX, a Jla HHUCY YCIOCTAaBJbEHE IIpaBe, CYIITHHCKE Be3e U HU3BYUYCHO
HajOuTHH]jE.

[ToBe3uBama ca BaHIIKOJICKMM 3HalbUMa M MCKYCTBMMa Takolhe HHCY MCKopuInheHa y JeKiujama
ucnpen kojux croje. Canpxaj JeKLUuje IpocTo ce He ocBphe Ha OBaj yBOA, HE OCMMILbABA 3aJaTy
aKTHUBHOCT y KOHTEKCTY TpajiBa Koje m3naxe. Jlakie, HI OBO HUCY TpaBH 3aJlallil MTOBE3MBamka, Beh
HATllOMeHe ca 4YuM OW ce JIeKIMja MOIJia IOBe3aTH, JONMYHUTH, OCMHUCIUTH, a caMe Be3e HHUCY
peanu3oBaHe.

Mosxe ce pehin 1a yBOJHH 3a/alld KOjU MOCTOje Y YIOSHUKY IIPUPOJIE U IPYIITBA 3a 4. pa3pel, He
HCIYHaBajy CBOjy QYHKIM]Y M HE CIy»e OCHOBHO] CBPCH 300T KOjUX Cy yBeleHH y ynbenuke. Hucy
penpe3eHTaTHBHH 3a CaJpikaj Koju ce y Jekumju obpahyje. [Ipeommre cy popmynauuje: Ilonosu cee
WMo Cu Yy4uo o...., a He OJIHOCE CE Ha CIlelU(UIHe, KOHKPETHE TI0jMOBE, 10jaBe, noralaje peieBaHTHE
3a HOBO rpaiuBo. CaIpKMHCKHU Ce HE IOBOJIC Y BE3y ca JISKIIUjOM | IpodiieMruMa KojuMa ce oHa OaBH.
UYecTo Cy MHTENEKTYalIHO HENPELUU3HU: AKO y eauiem Mmecmy nocmoju mysej, nocemume 2a. A mra
kaga ra nocere? 3amro To paae? llra tamo ga rnexajy? Llta Tpeba aa Buae? Onako M MOTpeLIHO
KOPHCTE TepMHUHE, Ka0 Ha IPUMEp: ymaEpou, a MUCIH c€ Ha TIOHOBU TIPETXOHY JIeKIHjy. JlIOMIUHAHTaH
O0JIMK yuerma y lbHMa je€ CMUCIIEHO PElENITUBHO BepOATHO YUeke, JJaKiie, 100pa penpoyKiirja yaeHOr
rpajivBa ca pa3yMeBambEM.

3amany Ha Kpajy JieKiuja y YUOSHHKY HEIITO CY Pa3HOBPCHHMjHM IO aHTaKOBAHMM OOJHUI[MMA
ydema, ajli je TOTOBO IOJIOBHHA PETPOAYKTUBHOT THHA. Mmak, meTnHy 3agaTraka U3 OBe Ipyle YuHe
W3y3€THO OOPH 3aJaly CMHUCICHOT PELENTUBHOT YUeHa, Kojux 01 Tpebano na Oyae mHoro Buiie. To
Cy 3aJlally 3a 4Mje pellaBamke IM0CTOjeé OCHOBHM €JIEMEHTH Yy JIEKIHjH, a AeTe O Tpebano na u3Bene
HEKO MPaBWIIO, 3aKJbYYaK, TeHEpAIN3aNHjy, 2 CaMOCTAIHO yropenu (eHOMEHE WM YCIIOCTaBH HOBE
Bese n3Mehy mHX. Y 0BOj IpYIH 3afaraka He cpelly ce yommTe 3a1any KOju TpaKke CHCTEMaTU3alijy
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WJIH TIpETJie/] caapiKaja KOju ce Y4, Jakje, H3Bladermhe ONTHOT M3 BUIIE JIEKIMja WM Ha HABOY LIEJIO0T
yubennka. Hajuemmhe ce cpehy TummuHe cuTyanuje mnpuMeHe W TIOBE3WBama 3HAma, JTOK Ce
npoOJieMaTUYHH, TPAaHWUYHU, HEJaCHU CIyYajeBH CKOPO W HE MOMHUIbY. BHIHO je OICYCTBO Maimx
HCTPaKMBAUKHX 3a[aTaka M yoIlIlTe, CUTyalllja peraBama npodema.

QdyHKIHja 337aTaka y paJHuM JUCTOBUMA Ou Tpebarno fa Oyxay 3afany MpOAYKTUBHOT THITA, KOJH
MOBE3Yjy, Pa3UrpaBajy u ympexarajy Jieuja 3Hama. [1ocToju u3y3eTaH packopak usMel)y ouekuBaHe
¢yHKUIMje OBMX 3ajaTaka M pe3yiraTa noOMjeHMx y aHanu3u. He camo ma je 90% 3amartaka
PETPOTYyKTUBHOT THUIIA, HETO jé HAYWH KOHCTPYKIMje OBHX 3aJaTaKa TaKaB Ja JOCIOBIE CICIH TEKCT
13 ynOeHuka, oJl peueHuIle 0 PeUYeHHUIle, U Ha HajBehn Opoj 3ajmaraka HE MOXKE C€ OJrOBOPUTH 0e3
KOHCYJITOBama ojpeheHor ynOeHHUIKOr TekcTa. Jlakie, Mako OBM 3aJalld HHCY O3HAuYeHH Kao
OeCMHCIICHH, CACBHM j€ jaCHO Ja OHM MHIMPEKTHO MOACTHIY YUCHhe HallaMeT, a HE YUeHhEe Ca CMHCIOM
U J1a ce C IPaBOM MO’KE ITOCTABUTH NHTame: UeMy OBaKBH PaJHU JMCTOBU?

[Ipumepu 3anaTaka u3 yuoenuka [Ipupoaa u aApymTBo 3a 4. pa3pen ocHOBHe Iikodie, (Janwmosuh,
Beorpan 1996).

- Illma oopehyje nonosicaj jeoune opoicase? (cmp.10).

OBo je nmpuMep OSCMUCICHOT TUTamka JIOIIE je3nuke GpopMmyriaiuje, Koja je TBOCMHCIIEHA, jep HHje
jacHO Ja ¥ MUTame TPaXH yCIOBE U Y3POKE KOjU CYy OAPEIUIIN TON0XKa] jeqHe ApxkKaBe WiH edekTe,
OJTHOCHO TIOCIIETUIIE TTOJI0XKaja Y TEOTIOIUTHIKOM CMHUCITY.

- O beozcpaoy, enasnom epady Jyeocnasuje u Cpouje, yuunu cme y panujum paspeouma. O rwemy

cme, 8eposamuo, uumanu u 'y oeyjum aucmosuma. Obnosume mo. (cmp. 17)

- Ynopeoume obnuxe omnopa obecnpasmenoe Hapooda y pasHum Kpajesuma. (cmp. 57).

[Ipobnem ca oBUM IHTamkEM je IITO HUjE jaCHO 1O KOjOj KapaKTEPHUCTHIIM J1a c€ YIopeae oOaumnu
oTropa: epuKacHOCTH, OPOjHOCTH YUECHUKA, HaYMHYy OOpOe, OpraHM30BaHOCTH, WU IO CBUM OBHM
KapaKTepHCTHKaMa 3ajeIHoO.

- Ilponahu na xapmu obracmu 20e cy ghopmupane npee ciogencke opicase (cmp. 45).

JleTeTy Koje je TeKk Hay4us0 OCHOBHE Kaprorpadcke 3HaKe, HUje HU Majo Jlako Ja ce kpehe mo
reorpa)ckoj KapTH, a jOIII Mamke JIAaKO Jia Ha F0j yOuHd OOJIaCTH M TO OHE KOje Cy IpHIIajale HeKoj
Apyra4njoj, ucropujckoj Manu. On ydeHHKa Ce OBHM 33J1aTKOM TPaKH J1a HEKy BEpOaIHO ONHCaHy
TEPUTOPH]Y U3 JaJieKe MPONLIOCTH, 13 19. Beka, mpoHalje Ha caBpeMEeHO] MallH.

- Kako nawu ucemenuyu 0opacasajy eezy ca omaubunom?(cmp. 13).

C 003upoM Ha 3Hame U UCKYCTBa JIeTeTa OBOT y3pacTa, MHOTO je BepoBaTHHje 1a he oxrosapajyhu
Ha OBO IHTame MOMHUCIUTH Ha TOMITAHCKY W Tele(OHCKY KOMYHHKAIWjy, HETO Ha OJp)KaBambe
HAIIMOHATTHOT WICHTHTETA Y AMjaclIOPH, FbHMa TaKO HEjaCHOT U JJAJIEKOT MOjMa.

5. JUCKYCHJA U 3AKJbYUIIU

UctpaxkuBama HACTABHUX M YUOCHUUYKHX CalpiKaja O MCTOPHjCKUM YHI-EHHIIAMa M3 MPOILIOCTH
nuMalacy 3a Iib Jia JONPUHECY CMambUBamy Morpeniaka npu GopMyincamy NUTaka Be3aHUX 3a 00Jbe
pasyMeBame MPOILIOCTH, Kako OW YYCHHIM Ha TpaBWIaH HAYMH (OPMHUpPANTHM 3HAKA W HUCIPABHO
(dhopMyJcau OCHOBHE JIPYIITBEHE TI0jMOBE.

CripoBelleHNM UCTPAXXUBAKEM JIAT je OJrOBOp Ha MHTame: Koje akTHBHOCTH 3aXTeBa O]l YYeHUKa
CBAaKO MUTAE WK 33JIaTaK Y YIIOCHUKY U PaJHUM JHCTOBUMA 3a mpeamet [Ipupoaa u apymTeo 3a 4.
paspen ocHOBHe IkoJje, ayropa Janmnosuha ([Janunosuh, /I, Jlanunosuh, b. 1996, 1997.). YTBpheno
je ¥ Koju O0JIMK y4erha Ce jaBJba Y MUTalkbUMa U 3a/1alliMa U KOju O0JIMK je JOMHUHAHTaH?

PesynTatu cy mokasanu ja MOCTOjU HU3 MUTAKkA Y MOTJIEAY BAKHHX acrekara 00pa30BHO-BACIIUTHE
MpoOIeMaTHKE HENPUIIATOEHUX CTaHapIUMA.

VY HayIM je cBako 3pHO 100po ypalheHe aHaiiM3e 3HAYajHO, jep C€ OJ] TUX 3pHalla MOXKXE CKJIOIUTH
MO3aMK KOjH Jiaje BakaH JONPUHOC TyMauemy MpoOJeMaTHKe Koja ce MCTpaxkyje, a Koja TUPEKTHO
yTHYe y KOHKPETHOM CIy4ajy Ha KBAIUTET YUOCHUYKHUX CaAp)kKaja y HACTaBH MPUPOJAC U IPYIITBA Y
MOTJICAYIIUTAkA U 33/1aTaKa KOjU 3aXTeBajy O]l YIeHHKa ofipel)eHe ak THBHOCTH.
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ANALYS IS OF TEXTBOOK CONTENTS SIGNIFICANT FOR THE FORMATION OF
BASIC SOCIAL CONCEPTS IN STUDENTS

Abstract

In the course of the past decades, significant research has been conducted that provides insight into
the way children and adults see the past, themselves and others in it, as well as how incorrectly
formulated information in textbooks affects their judgment and conclusions. This research of textbook
contents on historical facts aimed to contribute to the reduction of errors in the understanding of the
past, so that students can form knowledge in a proper way and correctly formulate basic social
concepts. The research paper analyzes the forms of learning that appear in the questions and tasks in
the textbook for the subject Nature and Society for the 4th grade of elementary school. The method of
work is the analysis of textbook contents. In the analysis, it was determined which activities each
guestion or task requires from students, and based on that, which form of learning is dominant. The
obtained results indicate that the dominant form of learning in all questions and tasks is meaningful
receptive verbal learning in the form of reproductive tasks.

Keywords: textbook analysis, socio-historical teaching content, social concepts, learning, nature and
society teaching methodology
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LITERATURE ON BLOGS AND SOCIAL NETWORKS - A PARADIGM
SHIFT OR TREND

Abstract

The technological society we live in has also brought significant changes to the field of art and
literature. From the oral to the first written word, and today to the written one in the virtual world and
uninterrupted global communication, literature has shown a willingness to make micro-changes in the
society in which it was created, from aesthetic to socio-political. The importance of writing and
publishing literature even in times of crisis, such as the pandemic which is still a part of our everyday
life, will be tried to be detected in this work, using the example of the blogging of three contemporary
Croatian women writers — B. Puderija, J. Adamovi¢ and V. Rudan. Since the beginning of the 21st
century and increasingly faster digital communications, the literary word has also positioned itself in
new media. So, we can now find it on the blog and social networks. Whether it is a paradigm shift or a
trend that responds to the demands of the sociocultural context, assumption remains.

Keywords: literature, blog, social networks, trend, new paradigm

1. Introduction

The last two decades of the 20th century, as well as the first two of the 21st century, which we can
still call postmodernism (with full awareness of the post-post categorization of the same, as well as
posthumanist theses and the others), set up a cultural world of "deabsolutized truths, dispersed
identities and dispossessed great stories" (Hrvatska enciklopedija, n.d.). Hybridity, fluidity and
insistence on continuous change lead to a situation where: "The key signature of postmodernism is the
predominance of popular culture produced and distributed with the help of mass media. Some theorists
are therefore already talking about a new media culture that has imposed itself today as the ruling
culture of mass democracy. We live in the age of consumerism and 'fun with no limits', and this means
a shift from real value to style, from production to consumption. The postmodern world can no longer
determine the meanings that would defend the hierarchical border between art and mass culture.
Apology of consumerism constantly seeks new marketing attractions and strategies to seduce the
masses, because the goal is sales, sales and only sales. And that means profit. Everything is
subordinated to it: media mediation in the imposition of taste, trendy criticism that has removed the
axiological component from its practice, institutions of literary awards, editorial tricks, advertisements,
(self) promotions™ (Nemec, 2006). We will observe literature on blogs and social networks. precisely
in the context of the above-mentioned predominance of popular culture and its production. We will as
well disseminate it with the help of mass media, especially the Internet. The products of (popular)
culture cannot do without the media, their creation and survival in the cultural field depends on, as
Dubravka Orai¢ Toli¢ writes, the media, which at the same time, serve to mediate the truth about
reality and to manipulate that same reality: "They, on the one hand, expose the objective truth more
clearly than the oral word and the letter could. On the other hand, they conceal and manipulate the
factual reality more than was possible in oral and written culture." Today, such oral and written culture
is largely replaced or supplemented by culture mediated by new media. "In a culture where everything
is networked and interconnected, even literature cannot remain outside of the global entanglement in a
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fantastic network. Like it or not, we are all connected and included. It's only a question of poetics —
how to network, and ethics — in the name of which goals?" (Oraié¢ Tolié¢, 2005).

For generations, writers and readers who created, and also consumed literature through the
traditional medium — the printed book, can’t so easily abandon such a way and fully accept a new one,
which is actually not even necessary. Books are still written, printed and read in the traditional way.
And it will remain so in the near future. However, this work also points to the fact that literature, from
the position of the so-called cold media, moves into the space of virtual reality. But also, to remind
that literature, as well as other arts, were created in a digital environment for a long time in the focus
of interest of various humanistic and interdisciplinary researches.

In the beginning, one should also be recalled of the text by Danijela Lugari¢ Vukas entitled
Literature in the Age of Blogs(about Majetic¢'s blogging novels), in which the author analyses the prose
work of the contemporary Croatian writer Alojz Majeti¢, which was created on a blog.* The author
refers to recent theoretical literature according to which we understand the so-called ergodic literature,
which is "specific in having a 'return information loop™, and points out that the texts created on blogs
should be considered a subspecies of this type of creativity. Namely, blogs "depend on special codes
determined by both the author and the reader (...) who in that case becomes a secondary author"
(Himmer according to Lugari¢ Vukas, 2013).

On the other hand, there is also literature about blogs and social networks that is created on new
media. It is presented through their channels and reaches the readership, and as a rule ends up in bound
editions. In other words, the use of digital technologies and platforms such as blogs or social networks
indicate: "two types of creative activities: one is used mainly to popularize certain contents that are
presented as finished works, and not as ‘works in progress' (so there is no possible interactions). Then
we talk about digital ergodic literature (and in that context about blogging literature) only
conditionally, that is, in a broader sense. Other is used for the purpose of conscious authorial
experimentation with the new expressive possibilities of that medium, and then we speak of digital
ergodic literature (and in that context, blogging literature) literally, that is, in a narrower sense"
(Lugari¢ Vukas, 2013).

In this regard, the focus of this work is on authors whose literary activities on blogs and social
networks belong to the first type of creative activities. We are talking about contemporary Croatian
writers, who at one time, had both a blog and an account on Facebook — Boba DPuderija, Julijana
Adamovi¢ and Vedrana Rudan.

2. Blog and Social Networks

The word "blog" (abbreviated from web log) is an English word that "refers to a web page that
contains articles in which the author expresses his opinion about something, presents his experiences,
etc., usually written in chronological order, and is displayed so that the latest articles are at the top of
the page" (http://jezicni-savjetnik.hr/?page=25).Blogs are, therefore, pages on the net, in the
blogosphere, which contain various records of their authors. The content very often describes everyday
life, but is also used for the promotion of various cultural products and communication on the Internet
(Kobashy, 2012). Most often, they are written in the form of personal notes/diaries from which we
read the author's views, opinions, thoughts and, what is very important for this form of
communication, the readers' comments. The first blogs appeared in the nineties of the twentieth
century, and people were already writing about their daily events, making their lives available to a
wider readership.

The first blog in Croatia was launched in 2001 as a reaction to the September 11 terrorist attack in
the USA, and author Blazenko KareSin envisioned it as a platform for "the author's selection of texts
related to socio-political events after the events of September 11" (Lugari¢ Vukas, 2013). It should

1This is about the novel Voices below the surface (2009), a unique example in Croatian literature,which was written in
collaboration with the poet Daniela Trputec, whom he met through the comments she left on his blog.
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also be said that the beforementioned event significantly increased the number of active blogs in the
United States of America because it was a kind of alternative media, a wide-ranging media space that
was not censored in any way, and in the blogosphere, it was possible to present absolutely everyone's
side of the story (Filipan-Zigni¢, 2012).

Although there are different types of blogs, the basic division is into those with personal and non-
personal content. Personal blogs are more spontaneous and emotionally coloured, and thus the authors
try to get as close as possible to the readers. Impersonal blogs contain "elements of distance that are
reflected in the fact that they are monologic, public, foreign, unemotional, final texts that are tied to
the situation and in which physical distance is present” (Filipan-Zigni¢, 2012).

The female writers we have chosen for the purposes of this work have also started to run their own
blogs so that their thoughts and texts are accessible to as many people as possible, or interesting to
those for whom buying or borrowing books is not on the list of priorities for entertainment. They thus
adapted to the new habits of the readership, but also found a simple and fast way of communicating
with their readers, and also used it for interaction between themselves.

It should be said that the predominance of social networks over blogs in global internet
communication is visible today, but the blog as a form of new media interaction has not been forgotten
or overcome. Writers Boba Duderija and Julijana Adamovié¢ said in interviews? that they stopped
writing blogs because communication via social networks, specifically via Facebook, suited them
much better. They particularly emphasized the speed of posting, the ease of communication with
readers and followers, and the fact that Facebook is a much more dynamic form of communication
than a blog.

Social networks did not start with Twitter and Facebook, but according to the available literature,
they have existed since 1997,° and we recognize them as one of the significant factors in the process of
globalization. Today, more than hundreds of social networks are active and offer different services, but
all with the same goal — to connect people with similar interests all over the world. According to
Plavljani¢ (2012), schoolchildren use social networks to communicate with each other and share
interesting content; older users stay in touch with old friends and colleagues in this way; companies
advertise and have hundreds of millions of users at their disposal; while IT geeks have their own type
of fun while using them. This author defines social networks as Internet pages where you can create
your profile, edit it, communicate with acquaintances (but also strangers), share content, and advertise,
if you have your own company or marketing agency. This definition covers 99% of people who use
social networks. In this way, the above-mentioned women writers also decided to advertise their
literary product. For the purposes of the work, we asked the interviewed writers a question about what
motivated them to start a blog at the time when they had their own blog (if they no longer have one),
and later to create a page on social networks such as Facebook. Boba Puderija said that she was
motivated to do so by curiosity, interaction with commentators that encouraged her to write further,
and over time the Facebook page completely took over her blog, and in the end, she gave up writing a
blog. Julijana Adamovi¢ pointed out that her reason for starting the blog and Facebook page was
exclusively related to the reactions of readers, and she considered it a kind of interactive diary. With
her appearance on the Internet, Vedrana Rudan felt "visible", her work was read even by those who do
not read her books, a new generation of readers discovered her, and she is sure that her books sell
much better because of the blog.

2Interviews with the selected authors for the needs of her graduation thesis were conducted by the co-author of this paper,
Ines Kati¢.

3In the paper, we did not go into detail and analyze the history of the use of this platform because it is not exclusively
important for the topic of the paper.
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2.1. Social networks in public relations

It is clear, therefore, that the selected authors used communication channels of new media such as
blogs and social networks to present their literary work to the general public. For such an approach,
they also used public relations techniques in some way. With the advent of social networks, public
relations reached a new level of development, and the author Demeterffy Lanci¢ (2010) cites three
principles of social networks: informing, persuading and connecting. They are starting to apply as
principles of a new form of public relations. Experts in this field understand that a quality marketing
campaign cannot bypass advertising on Facebook and the Internet in general. Entrepreneurs use these
tools to attract users to their sites, as well as to strengthen the brand of the company, product or
service. During 2009, according to Demeterffy Lanci¢ (2010), in Croatia, in the total share of funds
invested in advertising, a very low percentage of funds were invested in Internet advertising, but world
experience points to the fact that advertising, as well as public relations, are gradually moving into the
domain of the Internet, and especially in the domain of social networks.

If we look at the question from the interview at this point — how important is it to be present on
social networks today, and whether some content can be marketed to the audience without social
networks, writers Puderija, Adamovi¢ and Rudan would agree that social networks definitely give
visibility, through social networks; greater accessibility to the audience is created than through blogs;
and they provide free marketing for authors and artists of various profiles. Over time, writers began to
announce their new books, promotions, and the like via social networks. Rudan honestly concluded
that today the situation is such that you either exist on social networks or you don’t. The author
Demeterffy Lanci¢ (2010) describes social networks as a change in the known world and the creation
of a society of friends connected by common interests and relationships, and thus equal attitudes
towards certain companies, organizations, products, and they are marked by common habits.

Social networks are focused on engaging a specific target group. It is important to know the public
to whom you need to address, so with that in mind, adapt the content to that target public, as well as
the website. If we look exclusively at literary blogs, i.e., pages on social networks dedicated to
literature, women writers themselves admit that they have found all the pages that deal with literature
and regularly follow them because that is what they are interested in, as well as the reviews and
recommendations that they can find on those pages. Also, the relevance of the information that will be
found on the pages on social networks is very important, and of course, the question is always — what
to believe in? In the case of sites with literary reviews and reviews, the writers Puderija and Adamovié¢
point out that they base their trust on the fact that the site has some kind of tradition and reputation,
and they first read the reviews of different critics on the same work, then compare them and create
their own impression. Author Slade (2012) warns that everything done on the Internet can be
measured immediately and, most importantly, it stays there almost forever. She also says that: "social
networks are, as the term itself says, social. The content you market must be based on two-way
communication with users and must be 'popular’. Such language accepts both wit and occasional
mistakes" (Slade, 2012).

Another specific phenomenon arose from the explosion of Internet communication and
cybersociety in which we live, and that is the emergence of influencers. Those are people who have a
large number of followers on social networks and who, with their opinions, attitudes and behaviour,
significantly influence a large number of the global population, especially younger age groups.
Different types of influencers are present online, and some of them also come from the fields of
culture and art, more specifically, literature. When asked if she considers herself an influencer, Boba
Duderija replies that she does not see herself as such, and that the fact that she is followed by a large
number of people is explained by the fact that she entertains them. She emphasizes that the other side
of the coin, becoming "famous" and "public", bothers her more than she is comfortable with. On the
other hand, Vedrana Rudan says that if being an influencer means being influential, then she definitely
is, in one way or another.

3. (Women's) Literature on Blogs and Social Networks — Selected Examples
3.1. Boba Puderija

Slobodanka Boba Puderija is an author from Split who at one time, in 2012, wrote the blog
Marcelina. She also wrote for various internet portals — Dalmacija News, danas.hr, e-novine, Lupiga,
Pozitiva from Sarajevo and for her own portal e-¢akule. In the same year, in an article for Tacno.net,
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journalist and writer Predrag Luci¢, in the crowded hall of Split's City Library Marko Maruli¢, at the
presentation of Puderija's collection of texts, said that such a good attendance of the promotion is
proof of how inaccurate the claim that the Internet is killing literature. He pointed out that Boba
Puderija would certainly write everything she wrote in the virtual world in the real world, but the
question is whether it would then reach so many people and eventually result in a book (Lucié¢, 2012).
Over time, as communication through social networks became more and more popular, Boba "moved"
to Facebook. Even today, she regularly refreshes her profile with new statuses from her everyday life.
Her posts are imbued with humour, and she herself points out that her goal is to make her readers
laugh and entertained. She covers topics that everyone can relate to, while writing them as short as
possible, so people don't skip reacting to her posts and commenting on those posts. She publishes
several times a week, and most often the topic that particularly touched and intrigued her that day:
"I'll write on myself with a pen. You can see all kinds of things on the net, including how
insulted and hurt apartment owners are. They collect, | have no idea how much money, and they
are insulted because, | quote, ‘those women who clean apartments, they only care about the
salary!"™ (Facebook profile: Boba Puderia)
The author also shared with her friends and followers on Facebook nostalgic moments, moments of
moving, establishing a new life, and returning to the old ways:
"In France, | left an apartment | loved (the same is with some people, you open the door and you
know it is 'it") and in it a bunch of things | bought to 'fill it up'. | left a pillow on which | slept well.
One of those tame pillows that are nice to hug. What remained was a set of super sharp knives with
which I used to cut and chop French vegetables and French cheeses, the taste, smell and shape of
which made my head spin. | left a dryer for the clothes that | took out to the balcony on sunny days.
Every time | took that thing out the balcony door, | had the feeling that the whole neighbourhood
was staring at me. Namely, in the whole neighbourhood, | was the only one drying the clothes on
the balcony. This intrigued me a lot and led me to think about the Mediterranean mentality that
always brings everything outside, because it also lives outside. So, the whole time | felt a little
discomfort dragging the dryer and putting my laundry in for everyone to see. There was also a lot
of jewellery, cosmetics, all those little female things, at least half of which | never used, but I neatly
brought them with me, so that they would be as useless to me in France as they were in Croatia.
Shortly before leaving France, | went to a boutique where | came across two scarves — one blue
with pink overlays and one pink with blue overlays. | bought them right away, both of them,
because they really attracted me, seduced me. They looked more French than anything | had seen in
France before. When | got home, | realized that | never put them on. | was just looking at them the
whole time. So, one windy morning in Split, | tied one around my neck, in a nonchalant French
way, and left the house all pretentious and elegant, and after 100 meters, | nervously tore it off
because | forgot that I can't stand anything that covers my neck. As if anything like that steals my
oxygen, hinders my breathing. In the end, | gave one scarf to a friend who makes poetry out of
clothes — whatever and however she puts something on, it shines with some kind of subtle, fragile
beauty. | will give her the other one as well, if I manage to find it in the chaos of my never fully
unpacked luggage. Those suitcases of mine, they look like me — undecided between leaving and
staying, scattered and restless. Living in that temporary nest in France, God, how many times did |
think 'If only somehow | could move this apartment to Split...". At least | can carry it with me
everywhere | go, like a wallet or a purse. It was not an apartment, but my place, my peace and my
wanton, hedonistic solitude. Double loneliness — physical and loneliness of being a stranger in an
unknown, distant city. Like some kind of capsule, security, womb. Like a space station. Silence,
immobility and distance. In Split, on one of those rare sunny days of the May, | rushed to take the
washed clothes outside, officially announcing my sudden return home. | strung on a string all
versions of myself, myself as a fugitive, myself as a returnee and nostalgic, myself to flutter among
all the other hanging stories of a typical Spilt neighbourhood. Then I stood in the doorway and
watched those sprawling lives, feeling a kind of silly joy and belonging. I thought, my God, if only
I were able to take this Mediterranean exhibition with me, this 'out there' of mine, wherever 1 go."
(Facebook profile: Boba Puderija)

This author also often shares other people's posts, which she often comments on, or articles from
some portals that she feels the need to publicly comment on and present, and as a person who is
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followed by a large number of people, she uses the opportunity and her influence to call people to real
action (see picture 1 and 2).

« Boba Duderija
PASTARAN
L 25.sviu 1229 - Q

Mislim da je sad valjda jasno da nam
dugogodisnji FB "otpor" nije pomogao. Dok
smo se mi bavili uredivanjem ogorcenih i
bijesnih FB statusa, nas stvarni, Zivotni status i
ljudsko dostojanstvo su bili editirani i sveli nas
na nule bez prava glasa, odlucivanja i izbora.
Ovo piSem ne kao osoba koja pametuje
drugima, nego kao osoba koja preuzima svoj
dio odgovornosti i sram me je same sebe i svih
nas.

Novi list

25.sviu12:14+-Q
| ove godine aktivistice su se suprotstavile
onima koji bi pod krinkom ljubavi zabranili

Zenama da odlucuju o vlastitom tijelu.
Policija ih je odnijela u "marice".

Picture 1: Boba Puderija's comment on current events.
Source: downloaded in its entirety (Facebook profile: Boba Puderija)

,a», Boba Duderija
24.sviu12:15-Q

~,

h-alter.org

Platforma za reproduktivna
prava poziva na gradanski ...

"Pozivamo gradanke i
gradane - da na dan hoda za
zabranu pobacaja obucete
nesto crveno, izadete na ulice
i okrenete leda klerikalnoj
paradi. Da time porucite da ...

Q0 59 Komentara: 6 + Podijeljeno 4 puta
D}b Svida mi se C) Komentiraj ;:) Podijeli

Picture 2: Boba Puderija calls people to action.
Source: downloaded in its entirety (Facebook profile: Boba Duderija)

3.2. Julijana Adamovié

Julijana Adamovi¢, according to an article from Jutarnji.hr (Spisi¢, 2018), is currently living and
working in Vukovar. She came onto the literary scene in 2008 with her debut book, the collection of
stories "How they stole us from Gypsies”, for which she was awarded the Kiklop award. She is also
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known to the general public as a columnist for T-portal, where she writes sharp and caring comments
about socio-political reality. Like Boba Puderija, she wrote a blog, which she ended up cancelling
when social networks started to enter even more her everyday life. She concluded that the blog takes
up too much of her time, and that social networks such as Facebook, where she opened a profile, are a
much better, faster and simpler way of communication. On her profile, she publishes
recommendations for other books and authors, those that she primarily likes, that she has or would like
to read. Her texts on the Internet were written in the form of columns on the T-portal, although we
note that the last column for that portal was written in November of 2018. In any case, in the texts, she
reflected on current events, on Croatian reality, especially politics and Croatian society. She also
referred to the migrant crisis when it was relevant in Croatia:
"We could describe the story of the current migrant crisis and its causes, consequences and
solutions with a picturesque proverb about three monkeys. Many do not see, many do not hear,
and many have closed their mouths, not in fear of saying evil, but so that they themselves would
not become evil in the eyes of others. Unfortunately, there are also those who
see evil only in others and — completely overwhelmed by panic and fear — jump
aggressively and are one step away from giving evil complete legitimacy." (4damovié¢, 2018,
https://www.tportal.hr/komentatori/clanak/tri-majmuna-i-migrantska-kriza-jedni-ne-vide-drugi-
ne-cuju-a-trecima-su-zacepili-usta-foto-20181112)

Also, in the same column, she calls out the media that, with or without intention, invite the masses
to discrimination:

"Reactions to increasingly pronounced hate speeches against migrants and incitement of people,
will often meander into rather pointless discussions, such as remarks of a semantic nature,
because words like 'waves' or 'breakthrough' send negative subliminal messages to the public.
That is why the followers of this mindset are ready to put pressure on the media to use
newspeak in reporting on ‘challenges'. The breach of the cordon at the border in Maljevac
should not be called a ‘cordon breach’, because the use of that phrase would refer to the refugees
as active actors on the border, and as we know, they were not, but the cordon broke through on
its own. That is why journalists who do not want to agree to this kind of self-censorship should
be labelled as 'creators of the Croatian media and ethical twilight', which encourages people to
'racism, xenophobia and Islamophobia’. (Adamovié, 2018,
https://www.tportal.hr/komentatori/clanak/tri-majmuna-i-migrantska-kriza-jedni-ne-vide-drugi-
ne-cuju-a-trecima-su-zacepili-usta-foto-20181112)

Several column titles by author Adamovi¢ that directly indicate the topics she deals with will be
highlighted: "Don't be unfair to Milanka Opaci¢: She was born to be a Minister"; "The world admires
the black jersey of Croatia, and it reminds some of us of the Ustase. Where did such malice come
from?"; "OK, they are also desecrating monuments elsewhere. But why do our vandals do it in such a
stupid way?"; "We learn more about wars than about emotions, and we are surprised at a battle for a
child?"... Adamovi¢, for example, dealt with topics related to euthanasia, so in one of her columns,
integrating Croatian social current events into the topic, she critically wrote:

"The issue of the possibility for a person to independently and consciously decide on his life in a
situation when it becomes unbearable (due to an incurable disease and the suffering it brings)
and to ensure that he dies painlessly, with the presence of his closest relatives, seems to be
rather unimportant to us. Such a death is not only unacceptable and punishable, but also
something we don't want to intellectually exert ourselves over. Anyway, we are almost obsessed
with the violent deaths that happened more than 70 years ago, measuring who had more died
and whose deaths were more brutal." (Adamovié, 2018,
https://www.tportal.hr/komentatori/clanak/hrvati-vole-junake-samoubojice-a-oni-koji-vape-za-
smrcu-su-tabu-bescutno-foto-20180514)

She also commented on the situation at the children's carnival in Kastela in 2018, where an
imitation of a picture book about gay families was set on fire.

Socially engaged writing is clearly recognizable from the records published by this author on social
networks. The space of freedom of thought and writing and her socio-political involvement in a kind
of alternative medium is a platform for her literary work, which Adamovi¢ skilfully uses to raise
ethical and aesthetic awareness of the meaning of literature in today's society.

62


https://www.tportal.hr/komentatori/clanak/tri-majmuna-i-migrantska-kriza-jedni-ne-vide-drugi-ne-cuju-a-trecima-su-zacepili-usta-foto-20181112
https://www.tportal.hr/komentatori/clanak/tri-majmuna-i-migrantska-kriza-jedni-ne-vide-drugi-ne-cuju-a-trecima-su-zacepili-usta-foto-20181112
https://www.tportal.hr/komentatori/clanak/tri-majmuna-i-migrantska-kriza-jedni-ne-vide-drugi-ne-cuju-a-trecima-su-zacepili-usta-foto-20181112
https://www.tportal.hr/komentatori/clanak/tri-majmuna-i-migrantska-kriza-jedni-ne-vide-drugi-ne-cuju-a-trecima-su-zacepili-usta-foto-20181112
https://www.tportal.hr/komentatori/clanak/hrvati-vole-junake-samoubojice-a-oni-koji-vape-za-smrcu-su-tabu-bescutno-foto-20180514
https://www.tportal.hr/komentatori/clanak/hrvati-vole-junake-samoubojice-a-oni-koji-vape-za-smrcu-su-tabu-bescutno-foto-20180514

3.3. Vedrana Rudan

According to information from the Biografija.com website, Vedrana Rudan is a popular Croatian
writer who has worked as a journalist, host and columnist throughout her career. She was fired in all
her newsrooms because of her radical and unconventional views. For many years, she has been known
as one of the most controversial figures in the media space. In her texts, she is extremely witty,
completely honest and open without holding back, sparing no one, so thanks to her sharp writing, she
has gained a large number of fans as well as opponents. The writer is a fierce activist for human rights
and uncompromising in the fight for women's rights. She says for herself that she never looks back on
the past or has plans for the future, but lives in the present where she is the happiest because all her
dreams have come true, even those she has never dreamed of. She has been writing all her life and will
write until her last breath. She is the author of one of the most read blogs in the Croatian language,
"How to die without stress". The reactions of the readers of her blog have never disturbed her, because
she perceives her writing as a conversation with herself. In the same way, she explains that all her
written and spoken provocations have only one goal, which is her earnings from selling books and
charging for work on TV. She always tries to be the opposite of what is expected of her, because that's
how she maintains interest in herself and makes a living from it.

She started her blog in 2003 and still publishes texts on it, and as far as social networks are
concerned, she has an open profile on Facebook, that is, her official page, which has online links that
can also be used to access texts on her blog. In the texts, she looks back on everyday life in a
controversial way, and comments on events in Croatia and the world.

For example, in April 2019, the tower of Notre-Dame in Paris was on fire, which Vedrana Rudan
also wrote about. However, it raised dust all over the region:

"Who cries over Libya and other burned countries? It sucks that a tower collapsed in Paris. If
the workers who restored the Cathedral were paid better, maybe it would still be standing? If the
West spent as much money on construction as it spends on destruction, Notre-Dame would not
be left without a tower. For me, the wet Parisian burning ground is a symbol of the rotten West.
In one day, they can turn other people's lands into dust and ashes, destroy the destinies of
millions of people, but are also unable to put out a burning tower." (Rudan, 2019,
https://www.rudan.info/notre-dame/)

It should also be said that her style and way of writing are clearly different from the other selected
writers in this work. Vedrana Rudan is straightforward, an author who says that she does not swear in
real life, or at least not as much as she uses swear words in her writing. She does not choose her words
for anyone, especially not for the authorities in Croatia.

The fight for women's rights and the dignity of women in society are her constant literary and
commentary preoccupations, there are also articles on this topic on her blog, and they once wrote
about Rudan as "the mirror of feminism in the Balkans":

"I often think of my nonna Tilda. Her two husbands were killed, she lost a child, the Germans
burned down her house, the partisans stole the crematorium, she raised two children, she was a
fighter all her life. For better or for worse, she relied on herself. Her mother was raped by a
landlord while she was grazing sheep in a meadow in Lika. She sued him, got a verdict in her
favour, ONE HUNDRED AND FIFTY YEARS AGO, and after gave birth to my nonna. Tilda
became a servant in Senj when she was five years old. She worked all her life. A few days
before her death, she ironed my son's diapers. 1 am proud that in my veins run the blood of two
women who made their way through life by working and fighting for the right to be persons,
human beings, not a piece of meat that will be fucked and then paid for that. Today, | feel sad
when | look at our and the world's public women. They dominate across portals, speak with
plastic breasts, inflated lips, anorexic bodies, fake asses, wigs and hairy looks.” (Rudan, 2019,
https://www.rudan.info/javne-zenske/)

In January 2019, for Jutarnji list (Benci¢, 2019), when they asked her if she thought Croatia needed

a movement like the one in America against sexual abuse and harassment of women called Me Too,
she answered:

"It's like asking me if it is possible to bring perverted Croatian Catholic priests to justice? Both

are impossible. Women in Croatia have the status of worse or better paid whores, mostly worse,
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and we know that whores don't start a revolution, pimps are merciless. Reverend Croatian
paedophiles have the status of saints in Croatia, they will never be enslaved, no matter how
many children's asses and souls they destroy in the course of fifty years of their service to God.
Women in Croatia are not threatened only in the "business™ environment. They are raped, killed
and massacred wherever one of the Croatian males it comes to mind. We see the unfolding of
the tragedy in Zadar. The beast decided to dismember the little girl, the court let the bastard, in
accordance with the law, to defend himself from freedom. In court, of course, the 'sins' of the
unfortunate woman, who is barely eighteen years old, were analysed at length. Whenever | hear
something like that, | wonder why the victim's parents don't take justice into their own hands. |
would do so because there is no justice for women in Croatia. Of course, it would be
phenomenal if there was a movement of women which would start a war against abusers. That
will never happen in this crap that some call 'the country' because anybody smart leaves it, and
callous evil and helpless victims remain. The first secure a future for their great-great-
grandchildren through banditry, the second, exhausted from abuse, do not have the strength to
escape" (Bencié, 2019).

We can therefore, conclude that VVedrana Rudan deals with current Croatian, regional, and global
topics specifically, in her own recognizable way, in the style and content that is exactly what is
expected of her — she openly speaks and writes what she really thinks, without reservation or self-
censorship.

4. Conclusion

The digital age and the technological society we live in has brought significant changes in the field
of art and literature as well. From the spoken language to the first written literary word, and then to the
written one in the virtual world and uninterrupted global communication today, literature has shown
willingness to make micro-changes in the society in which it was created, from aesthetic to socio-
political. The importance of writing and publishing literature even in times of crisis, such as the
pandemic, which is still part of our everyday life, was tried to be detected in this work, using the
example of blogging and publishing on Facebook by three contemporary Croatian female writers — B.
Duderija, J. Adamovi¢ and V. Rudan. Since the beginning of the 21st century and increasingly faster
digital communications, the literary word has also positioned itself in new media. So, we can find it
more and more often and specifically on the blog and on social networks. The answer to the question
of whether it is a paradigm shift or a trend that responds to the demands of the sociocultural context,
will remain open, as will the possibility of commenting below the published texts on the pages of the
new media that were our focus. The continuum offered by this type of communication leaves room for
new analyses, interpretations and further research.

Here, it was tried to capture the moment of contemporary Croatian (female) literary production on
the blog and social networks in short cuts and present some of the trends in literary activities in our
area. The dynamics of this movement is increasingly filled with the literary works of authors whose
need for recording, literary activity, but also social engagement and speaking about current social
topics and problems, is motivated by personal and specific reasons. For the purposes of this work, we
singled out three authors who expanded their literary work into the field of ubiquitous virtual
communications. Analysis of the literary records of Boba Puderija, Julijana Adamovi¢ and Vedrana
Rudan published on blogs and/or social networks showed the willingness of women's writing to adapt
to the time in which and about which their literary records were created.

In the text Tendencies of ‘chicklit' in contemporary Croatian literature, Andrea Zlatar Violi¢
(2006) writes that it seems that the absence of certain conditions does not harm the initiation of the
production-reception chain of contemporary urban women's prose as a whole: it is read, it iswritten, it
is sold. Judging by the reception criteria (library loans, sales, top-lists, media presence), female writers
represent a notable and distinctive segment of contemporary Croatian literary production. The
comparative deviation, which warns of the absence of thematization of sexuality or its clichéd
presentation in contemporary Croatian prose, is present regardless of the author's gender identification:
this problem leads to another, which is the issue of (re)presentation of intimacy in literary texts.

It is precisely the representation of intimacy that common thematic space through which we can
connect, to some extent, the selected authors and their writing. Namely, by deciding to write a blog
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and create a profile on Facebook, they allowed the audience to be a part of their lives, that is, to be
included in their lives. Julijana Adamovi¢, Vedrana Rudan and Boba Duderija shared with the
audience/readers/followers a wide range of topics from everyday life.

In the paper, we also showed that the selected authors recognized new media as the ones that can
convey their literary word, social criticism or current commentary the fastest and most far-reaching,
and which, at no time, diminish the aesthetic value of their writing. In this sense, but also based on the
answers obtained in the interviews with the authors, we conclude that blogs and social networks
greatly benefited their literature, the development of their writing, but also the audience, as well as
awareness of their position as influencers and/or trendsetters in society.

We also asked them how they estimate the position of literature on social networks in the next ten
years. Duderija replied that she believes that books will definitely survive, and social networks will
increasingly serve as a "springboard" for authors, both established ones and new ones that are just
coming. She concludes that some authors without social networks might never have, or at least not so
quickly and easily, come to the opportunity to show what they know and can do. Adamovi¢ thinks that
the future of literature is still books, whether classic or electronic. She emphasized that social networks
are good for shorter forms, such as poetry, for which she believes is experiencing its renaissance,
precisely on social networks and because of them.

It can be concluded, therefore, that the new media are taking on the role of a space for
communication and discussion and more direct interaction with the audience, which ultimately has the
potential for concrete action. Every new media thus becomes multimedia and manages several
different channels of communication, and for those who have something to say and want to share it
with the public, in literary or any other form, it opens up a completely new world of virtual
communications, whether it is a current trend or laying the foundations for a later paradigm shift.
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1ZAZOVI U VISOKOSKOLSKOJ DIDAKTICI — KAKO REALIZIRATI
UCENJE I POUCAVANJE USMJERENO NA STUDENTE?

SaZetak

U razvojnim dokumentima sveuciliSta sve se ¢eS¢e javlja izraz »ucenje i poucavanje usmjereno na
studente«, a danas se taj izraz koristi i kao sinonim za kvalitetnu obrazovnu aktivnost na sveucilistima.
Ucenje i pouCavanje usmjereno na studenta omogucuje studentima aktivno sudjelovanje i utjecaj na
studijski proces, kao i kontrolu vlastitog procesa ucenja.

U ovom smo radu predstavili kakva je podrska visokoskolskim nastavnicima i suradnicima na
podrucju usavr$avanja za rad sa studentima, u kojoj su mjeri nastavni planovi i programi usmjereni na
studente te kako studenti percipiraju ucenje i poucavanje sa stajaliSta primjene nastavnih metoda i
ocjenjivanja znanja. Utvrdili smo da je visokoskolskim nastavnicima i suradnicima omogucena
edukacija, da su u nastavnim planovima i programima definirane razliite nastavne metode, §to
potvrduju i studenti Sveucilista u Mariboru. Najcesc¢i oblik provjere znanja je ispit, koji se nadopunjuje
drugim, alternativnim oblicima vrednovanja znanja.

Kljuc¢ne rijeti: visokoskolsko obrazovanje, visokoskolska didaktika, ucenje i poucavanje usmjereno
na studente, nastavne metode i oblici, ocjenjivanje znanja

1. Uvod

U podrudju visokoskolskog obrazovanja danas vjerojatno ne postoji sveuciliste ili visokoskolska
ustanova koja u svoje strateske razvojne ciljeve ne ukljuCuje osiguranje i unaprjedenje kvalitete
donosenjem odgovarajucih strategija, postupaka i kriterija te pokazatelja kvalitete. Na to utjece sve
veci broj studija, heterogenost studenata i slozenost ciljeva kvalitete. Askerc (2016: V1) smatra kako je
svrha toga prvenstveno pokazati da je obrazovanje na sveucilistu ili visokoskolskoj instituciji
organizirano te dokazati da se proces visokog obrazovanja odvija kvalitetno i ucinkovito (Ivanu$
Grmek i Bezjak, 2021).

S bolonjskim se reformskim procesima u visokoSkolskom obrazovanju u Europii u razvojnim
dokumentima sveucilista poCeo se sve CeSe pojavljivati pojam 'poucavanje usmjereno na studenta'.
Taj se izraz danas koristi kao sinonim za kvalitetu obrazovne djelatnosti sveucilista i visokoskolskih
ustanova (Cvetek, 2019: 1V; 6-13).

Na podrucju visokoskolskog obrazovanja postoje dva pristupa poucavanju, a to su poucavanje
usmjereno na nastavnika i poucavanje usmjereno na studenta (Klemencic i sur., 2020: 9; Kosir i sur.,
2020: 34). Kod prvog pristupa nastavnik poucavanje shvaca kao prijenos, odnosno transmisiju znanja
studentima, pri ¢emu je bitno ono §to nastavnik radi. Posljednjih desetlje¢a se u visokoskolskom
obrazovanju sve vise naglasava vaznost drugog pristupa, odnosno nastave usmjerene na studenta, gdje
je student u sredi$tu poucavanja. Pristup se temelji na aktivnom sudjelovanju i utjecaju studenata na
studijski proces, ali takoder omogucuje njihovu aktivnu ulogu i kontrolu nad vlastitim procesom
ucenja. Uloga nastavnika u ovom pristupu poucavanju prvenstveno je usmjeriti studente da aktivno
izgrade razumijevanje i znanje (Valenci¢ Zuljan, 2002; Kosir i sur., 2020: 34). S tim u vezi kao vazan
aspekt uéinkovite nastave, Bardorfer (2013: 105) osobito istite meduljudski kontakt izmedu
visokoskolskih nastavnika i studenata s kljucnim strukturnim komponentama kao §to su pozitivnost,
medusobna paznja i koordinacija. Uz aktivnu obradu informacija i uCenje kroz pracenje jasnih uputa
dva se navedena pristupa medusobno ne iskljucuju, premda visokoskolske ustanove i dalje ¢esto rade
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prema paradigmi ucenja i poucavanja koja je viSe usmjerena na nastavnika (Klemenci¢ i sur., 2020:
11). Osobito u pocetnim fazama stjecanja stru¢nih znanja je ucenje ucinkovitije ako nastavnik jasno
usmjerava, a ne samo stvara uvjete za kvalitetno ucenje (KoSir i sur., 2020: 36). U istraZivanju medu
studentima su Ivanu§ Grmek i sur. (2020: 35) takoder utvrdili kako je za kvalitetan studijski proces
potrebna kombinacija razli¢itih nastavnih metoda koje su usmjerene i na nastavnika i na studenta.

Klemencic i sur. (2020: 9-10; 34-35) su u analitickom izvje$¢u Europske komisije definirali deset
klju€nih, medusobno povezanih i interaktivnih elemenata za u¢inkovito i na studenta usmjereno ucenje
i pouCavanje.U izvjeScu istiCu da je navedeni pristup moguce realizirati ako su zadovoljeni svi
elementi, kako slijedi:

1. odgovarajuée strategije, pravila i propisi koji promicu ucenje i poucavanje usmjereno na
studenta (nacionalni ili institucionalni uvjeti, pravila i propisi za nastavnike i studente visokog
obrazovanja, odgovaraju¢e financiranje pristupa te strateSko upravljanje pristupom) (id.: 40—
51);

2. nastavni planovi i programi i nastava usmjereni na studenta (pedagogija)(id.: 51-56);

3. vrednovanje usmjereno na studenta s naglaskom na formativnom vrednovanju s jatanjem uloge
povratne informacije, samovrednovanja i vr$njackog vrednovanja (id.: 56-60, 93);

4. mogucénost prilagodljivih putova ucenja (flexible learning pathways) uz uvazavanje studentovih
interesa, sposobnosti, potreba u pogledu ciljeva, vremena, prostora, sadrzaja, nastavnih metoda,
naCina prenoSenja znanja (kao Sto su mogucnost izbornih predmeta, ucenje na daljinu,
prilagodbe i sl.) (id.: 60-62, 93);

5. podrska studentima u ucenju u skladu s razli¢itim individualnim vjeStinama, znanjima i
sposobnostima studenata (kao S§to je mentorsko pruzanje pomoc¢i u ucenju, akademsko
savjetovanje, centri za uéenje, savjetovanje o karijeri i sl.) (id.: 63-66, 93);

6. podrska nastavnicima, koja im kroz usavrSavanje omogucuje stjecanje vjestina i sposobnosti za
razli¢ite didakticko-metodicke pristupe, vrednovanje, prijenos znanja (strucno usavrSavanje
visokoskolskih nastavnika i pedagoSko usavrSavanje studenata poslijediplomskog studija i
asistenata na dodiplomskom studiju) (id.: 6670, 93);

7. »aktivni« prostori za ucenje i akademske knjiznice, Cija je karakteristika prilagodljivost u smislu
omoguc¢avanja aktivnog i produbljenog uCenja te omogucavanja prijelaza izmedu razli¢itih
razrednih sastavnica ili aktivnosti, odnosno oblika nastave od nastavnikovog izlaganja sadrzaja,
grupnog rada, izlaganja uéenika i sl.(id.: 71-73, 93);

8. w»infrastruktura« nastavnih tehnologija s ciljem ucenja i poucavanja poboljSanog tehnologijom s
online te¢ajevima, kombiniranim u¢enjem, obrnutim u¢enjem i platformama za online ucenje te
s ciljem koriStenja analitike uCenja za utjecaj na institucionalnu i razrednu praksu poucavanja i
ucenja, donosenje odluka i raspodjelu resursa (id.: 73-76, 93-94);

9. povezivanja i partnerstva u druStvu s istrazivackim, Skolskim ustanovama i drugim institucijama
u sektoru obrazovanja ili s poduze¢ima i Sirim druStvom (primjerice, meduinstitucionalno
partnerstvo u istrazivanju, povezivanje s poduzetniStvom i povezivanje u svrhu osvjes¢ivanja
lokalne zajednice i poslovnih subjekata) (id.: 7678, 94).

10.osiguranje kvalitete koja promice ucenje i poucavanje usmjereno na studenta (na temelju ESG
standarda i smjernica), pri cemu visokoskolske ustanove moraju prilagoditi interne strategije i
procese osiguranja kvalitete u skladu s prethodno navedenim pristupom, a agencije za kvalitetu
moraju sukladno tome prilagoditi standarde vanjskog osiguranja kvalitete (id.: 79-82, 94).

Na temelju ovog analitickog izvjes¢a autori takoder zakljuCuju da ucenje i poucavanje usmjereno
na studenta moze znac¢ajno doprinijeti dvama glavnim aspektima ukljucivog visokog obrazovanja, a to
su sposobnost bolje prilagodbe razli¢itostima u ucionici te omogucavanje i poboljSanje pristupa
visokom obrazovanju sa svim gore navedenim elementima pristupa (id.: 94).

Struénjaci za visokoSkolsku nastavu napominju da je promi$ljanje o Cimbenicima uspjeSnosti
studiranja proslo kroz tri faze koje ujedno predstavljaju tri razine koncepcija (Biggs i Tang, 2011: 17—
21), ato su 1. faza, koja predstavlja fokus na to kakvi su studenti, 2. faza, koja se fokusira na ono §to
nastavnik radi (prenoSenje znanja studentima, usavrSavanje strategija prenoSenja znanja, retoriCke
vjestine, integracija obrazovne tehnologije itd.), te 3. faza, koja se fokusira na ono $to u¢enik radi, gdje
je vazno kakvo ¢e ucenje nastavnik (zadaci, aktivnosti) pokrenuti kod studenata. Pri tom je glavna
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zadaca visokosSkolskog nastavnika planirati, poticati i pratiti aktivnost studenta te stvoriti Sto
poticajnije, izazovnije i bogatije okruzenje za studiranje.

U naSem radu usredotocit ¢emo se na Cetiri od prikazanih elemenata nastave usmjerene na studenta,
a to su prisutnost potpore visokoskolskim nastavnicima, analizi nastavnih planova i programa sa
stajalista planiranja provedbe pedagoskog procesa te percepcije nastavnih metoda i oblika ocjenjivanja
znanja iz perspektive studenata.

2. Svrha i problem istraZivanja
U istrazivanju nas je zanimalo:
1. kakva je potpora visokoskolskim nastavnicima na podrucju stru¢nog usavrsavanja;
2. U kojoj su mjeri nastavni planovi i programi usmjereni na studenta;
3. koje nastavne metode i oblike koriste visokoSkolski nastavnici prema misljenju studenata u
nastavi visokog obrazovanja;
4. koje oblike ocjenjivanja znanja koriste sveucili$ni nastavnici prema misljenju studenata.

3. Metoda
Istrazivanje je provedeno na tri razine:

1. Najprije smo pregledali podatke o broju polaznika koji su sudjelovali u edukacijama u
sklopu projekta Inovativno ucenje i poucavanje za kvalitetne karijere diplomanata i izvrsno
visoko obrazovanje (dalje u tekstu INOVUP), kao i teme edukacija koje su provedene u
okviru ovog projekta.

2. Zatim smo analizirali odabrane nastavne planove i programe tako da smo prema KLASIUS
klasifikaciji iz svakog podrucja odabrali 10 nastavnih planova i programa u kojima smo
analizirali predvidene metode ucenja i pouCavanja.

3. Na kraju donosimo rezultate ankete u kojoj je sudjelovalo 212 studenata SveuciliSta u
Mariboru.

Na 1. i 2. razini analizirali smo dostupnu dokumentaciju, a na 3. razini prikazujemo rezultate
istrazivanja u kojem su sudjelovali studenti SveuciliSta u Mariboru (Ograjsek, 2020.), a njih smo
dobili pomoc¢u anketnog upitnika.

Prikupljene podatke obradili smo na razini deskriptivne i inferencijalne statistike.

4. Prikaz rezultata i interpretacija

U Sloveniji se ve¢ Cetvrtu godinu provodi projekt Inovativno uéenje i poucavanje za kvalitetne
karijere diplomanata i izvrsno visoko obrazovanje (INOVUP), ¢ija je svrha poboljsati kvalitetu
visokoSkolskog obrazovanja uvodenjem fleksibilnijih, modernijih oblika u€enja i poucavanja. U
projektu sudjeluju sva tri javna sveucili§ta u Republici Sloveniji (Sveudili$te u Ljubljani, Sveuciliste u
Mariboru, Primorsko sveudiliste) i Fakultet za informacijske studije Novo mesto. Projekt INOVUP
svojim aktivnostima doprinosi boljoj pedagoskoj kompetentnosti visokoSkolskih nastavnika i
suradnika.Provodenjem pedagoskih edukacija i drugih dogadanja, provodenjem multiplikatorskih
posjeta inozemnim visokoSkolskim ustanovama i pripremom didakti¢kih materijala, osigurava se
prijenos znanja o inovativnim i fleksibilnim oblicima nastave medu slovenskim visokoskolskim
pedagoskim kolektivima, pa i iz inozemne pedagoske prakse (Inovativno ucenje in poucevanje...,
2022).

Tablica 1: Broj provedenih edukacija i broj sudionika edukacija po ustanovama sudionicama
(Projektno gradivo, 2022)

Ustanova sudionica Broj provedenih edukacija Broj sudionika edukacija
do 30. 6. 2022 do 30. 6. 2022
Sveuciliste u Ljubljani 154 4.625
Sveuciliste u Mariboru 152 2.961
Primorsko sveudiliSte 63 1.263
Fakultet za informacijske studije, 6 304
Novo mesto
Ukupno 375 9.173
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Iz gornje je tablice vidljivo da je visokoSkolskim nastavnicima i suradnicima u Republici Sloveniji
omogucéeno sudjelovanje u raznim edukacijama i stjecanje znanja i vjeStina potrebnih za rad sa
studentima. Teme provedenih edukacija pokrivaju razli¢ita podru¢ja: npr. planiranje pedagoskog
procesa i priprema za predavanja i vjezbe, specifi¢nosti visokoskolske nastave u radu s velikim i
malim skupinama studenata, predani istrazivacki i pedagoski rad, kako sastaviti dobra ispitna pitanja,
karakteristike obrnutog ucenja i nastave u visokom obrazovanju, aktualna pitanja stru¢nog
usavr$avanja, problematika interkulturalnosti, problemsko ucenje, mentorstvo doktorandima.
Predavanja koja se odrzavaju u okviru ovog projekta odrzavaju se i u obliku radionica, $to doprinosi
stjecanju razli¢itih znanja i vjeStina polaznika na podrucju visokoskolske didaktike. Odrzavanje
predavanja i radionica pridonosi i stjecanju i unaprjedenju onih znanja, kompetencija i vjestina
studenata, buduc¢ih diplomanata, koji su vazni za uspjeSnu integraciju mladih u druStvo i na trziste
rada. Na temelju toga mozemo zakljuciti da u Sloveniji postoji briga za profesionalni razvoj
visokoskolskih nastavnika i suradnika, $to utjece na kvalitetu rada sa studentima.

Nadalje, zanimalo nas je u kojoj su mijeri analizirani nastavni planovi i programi usmjereni na
studenta.

Didakticko znanje visokoSkolskih nastavnika ogleda se i u izradi nastavnih planova, posebice u
dijelu o metodama ucenja i poucavanja. Analizom metoda poucavanja i ucenja Zeljeli smo saznati
kakvo je poznavanje nastavnih metoda visokoskolskih nastavnika i njihov pristup planiranju provedbe
pedagoskog procesa.

Utvrdili smo da sveucili$ni nastavnici planiraju primjenu razlic¢itih nastavnih metoda za izvedbu
pedagoskog procesa. Kao vazan naéin prijenosa znanja koriste se predavanja, koja su oblik metode
objasnjavanja. Budu¢i da su svjesni da je nastavu potrebno obogatiti aktivno$c¢u studenata, napisali su
da planiraju interaktivnu nastavu ili nastavu s raspravom: naglasava se mentalna aktivnost studenata
unosom pitanja i kratkih zadataka — individualno ili grupno.

Nadalje, u izvodenju pedagoskog rada navode primjenu metode razgovora i metode demonstracije.
Predvidena je i metoda rjeSavanja problema, metoda primjera te, ovisno o specificnostima pojedinog
predmetnog podrucja, laboratorijsko-eksperimentalni rad.

Na temelju pregleda navodimo neke moguénosti za poboljsanje zapisa:

1. Dobro poznavanje karakteristika pojedinih nastavnih metoda i koriStenje odgovarajuce
terminologije. Npr. zapis: »Navedena je apstraktna konceptualizacija problema, ¢ naveden je
primjer konkretnog problema i rjeSenja, ¢ konkretno iskustvo, ¢ refleksija iskustva, odnosno
osvjeS¢ivanje, analiza i promisljanje ¢imbenika koji su utjecali na iskustvo i ponaSanje
pojedinca u njemu, * usporedivanje i trazenje veza reflektiranog iskustva s proslim vlastitim i
stranim iskustvima, teorijskim spoznajama, stavovima i sl., ¢ prakticno eksperimentiranje,
odnosno planiranje novih oblika i koncepata korisnih proizvoda ¢ integracija novih znanja u
postoje¢i mentalni sklop«. U ovom zapisu ima previse rijeci. Iz ovog zapisa proizlazi da je na
predavanjima i vjeZbama vazan naglasak na iskustvenom ucenju. No, koristi se objasnjenje,
demonstracija, rjeSavanje problema.

2. Vecéa integracija suvremenih pristupa ucenju u pedagoski proces, §to bi trebalo razvijati
u okviru ovog projekta. Npr. zapis: » Samostalni studij, - klasi¢na predavanja, - interaktivna
predavanja - obrada studijskih primjera; - gostuju¢i predavaci; - seminarski projekt - timski
rad«.Iz zapisa je vidljivo da sastavlja¢ nastavnog plana i programa nastoji ukljuciti razne
suvremenije pristupe u pedagoski rad, ali ih nedovoljno prikladno imenuje.

Klasius-P-16 analiza zapisa medu podru¢jima ukazuje na neke razlike medu predmetnim
podrucjima koje se ocituju uglavnom u duljini zapisa. Zapisi na podruc¢jima 01, 02, 03 (obrazovne,
humanisti¢ke i dijelom drustvene znanosti) su u vecini sluCajeva kraé¢i i priblizavaju se zapisima
nastavnih metoda kako su definirane u didakti¢koj teoriji (Ivanu§ Grmek & Javornik Kreci¢, 2011;
Valenc¢i¢ Zuljan & Kalin, 2020). Zapisi na podrucjima 04, 09 (dijelom drustvene znanosti — pravo,
medicinske znanosti) su dugi i na temelju opisa mozemo zakljuciti o koristenju pojedinih nastavnih
metoda. Na podru¢jima 05, 06, 07, 08 (tehnika, tehnologija, prirodne znanosti, poljoprivreda) se u
vecini slucajeva radi o ponavljanju zapisa visokoskolskih oblika rada (predavanja, razne vrste vjezbi),
ponegdje se u metode svrstavaju artikulacijske razine nastave (visokog obrazovanja). Ova nas analiza
upozorava da ima smisla posvetiti vecu pozornost didaktickoj osvijeStenosti visokoskolskih nastavnika

70



o nastavnim metodama pri izradi nastavnih planova kao uspje$nim nacinima rada koji nas vode do
zeljenog cilja (Analiza stanja na Univerzi v Mariboru, 2019).

U nastavku prikazujemo koje nastavne metode i oblike koriste visokoskolski nastavnici prema
misljenju studenata u visokoskolskoj nastavi

Tablica 2: Broj (f) i strukturni postoci (f %) razlicitih nastavnih metoda prema ucestalosti primjene u nastavi
visokog obrazovanja prema procjeni studenata

Nikad Rijetko Ponekad Cesto

f f% f f% f f% f f%
Predavanje 0 0,0 0 0,0 4 1,9 208 98,1
Razgovor 26 123 71 335 87 41,0 28 13,2
Demonstracija 6 2,8 35 16,5 86 40,6 85 40,1
Rad s tekstom 21 9,9 79 37,3 70 330 42 19,8
RjeSavanje problema 8 3,8 58 27,4 78 36,8 68 32,1
Laboratorijsko-eksperimentalni rad 46 21,7 56 26,4 48 22,6 62 29,2
Rad na primjerima 4 19 22 10,4 85 40,1 101 47,6

Iz tablice 2 je vidljivo, da visokoskolski nastavnici i suradnici u visokoskolskoj nastavi koriste
razlicite nastavne metode, no, prema misljenju studenata SveuciliSta u Mariboru, predavanje je daleko
najéeséa nastavna metoda u visokoSkolskoj nastavi, §to dokazuje i analiza nastavnih planova i
programa.Slijede nacin rada na primjerima i demonstracije. Za metodu laboratorijsko-
eksperimentalnog rada ve¢i udio studenata procjenjuje da se nikada ne koristi u procesu ucenja u
odnosu na ostale nastavne metode.

Koje oblike ocjenjivanja znanja primjenjuju sveucili$ni nastavnici prema misljenju studenata.

Tablica 3: Broj (f) i strukturni postoci (f %) odgovora studenata o primjeni razlicitih oblika ocjenjivanja znanja

Primjenjuju i uzimaju u Primjenjuju, ali ne uzimaju u Ne

obzir u kona¢noj ocjeni za obzir u kona¢noj ocjeni za primjenjuju

predmet predmet

f f% f f% f f%
Ispit 207 97,6 4 1,9 1 0,5
Kolokvij 160 75,5 23 10,8 29 13,7
Ocjena seminarskoga rada | 153 72,2 41 19,3 18 8,5
Soecr%?ﬂgrgreze”tadje 156 73,6 45 21,2 11 |52
e |00 |6 |m | 0 |
Samostalni pisani radovi 80 37,7 44 20,8 88 41,5
Grupni radovi 97 45,8 49 23,1 66 31,1
Prisutnost na nastavi 59 27,8 96 45,3 57 26,9
Ocjena izvodenja 54 25,5 35 16,5 123 | 58,0
Samovrednovanje 9 4,2 39 18,4 164 | 77,4
Vr$njacko vrednovanje 3 1,4 27 12,7 182 | 85,8

Gotovo su svi studenti odgovorili da pri oblikovanju konacne ocjene nastavnici u obzir uzimaju
ispit. Otprilike tri Cetvrtine studenata odgovorilo je da se kolokvij, ocjena prezentacije seminara i
ocjena seminarskog rada takoder koriste i uzimaju u obzir u zavrsnoj ocjeni, nesto manje od polovice
odgovorilo je da se u zavr$noj ocjeni u obzir uzima ocjena projektnog, odnosno istrazivackog zadatka i
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grupnih radova. Rjede se, prema rijeCima studenata, u zavr$noj ocjeni uzima u obzir i ocjena
samostalnih pisanih radova, prisutnosti na nastavi i ocjena izvodenja. Vecina studenata izjavila je da se
samovrednovanje i vrSnjacko vrednovanje rijetko koriste i uzimaju u obzir u konac¢noj ocjeni
predmeta.

Studenti navode da prisutnost na nastavi nastavnici najce$ée koriste, ali ne uzimaju u obzir u
zavrsnoj ocjeni. Tako je odgovorilo nesto manje od polovice studenata. Prema misljenju oko petine
studenata, nastavnici primjenjuju, ali u zavr$noj ocjeni ne uzimaju u obzir grupne radove, ocjenu
prezentacije seminara, samostalne pisane radove i ocjenu seminarskog rada. Jo$ se neki oblici rjede
koriste u praksi, ali se ne uzimaju u obzir u kona¢noj ocjeni predmeta, Sto je vidljivo iz Tablice 3.
Istrazivanje je takoder pokazalo da se medu svim navedenim oblicima najmanje koriste vr$njacko
vrednovanje i samovrednovanje, neovisno o tome uzimaju li se u obzir pri kona¢nom ocjenjivanju
ili ne.

5. Zakljuéak

Rezultati istrazivanja ukazuju na to da u Republici Sloveniji postoji briga za pedagosko
usavrSavanje visokoSkolskih suradnika i visokoSkolskih nastavnika. Na to ukazuje veliki broj
sudionika na predavanjima odrzanima u okviru projekta INOVUP. Osim toga, teme predavanja su
takve da visokoskolske nastavnike usmjeravaju na primjenu razlicitih pristupa koji pomazu studentima
da aktiviraju svoje misaone procese i dovedu do produbljenog ucenja, a time i do boljih ishoda u¢enja
(Klemenci¢, Pupinis i Kirdulyté, 2020). Po njihovom misljenju, "prelazak na aktivno ucenje ima
najbolje uc¢inke na ishode studenata".

Vezano za pripremu nastavnih planova i programa usmjerenih na studente, napominjemo da jos§
uvijek postoji potreba za njihovim pobolj$anjem. Autori Shirani Bidabadi, Nasr Isfahani, Rouhollahi i
Khalili (2016: 173-174) isti¢u vaznost nastavnikova planiranja i prethodne pripreme za studijski
proces. Takoder smatraju da najbolji pristup poucavanju ukljuCuje nastavne metode usmjerene na
studenta, kao i one koje u prvi plan stavljaju nastavnika. Analiza koju smo proveli pokazuje da
nastavnici u svojim nastavnim planovima i programima planiraju metode koje u prvi plan stavljaju
nastavnika (npr. predavanja), kao i metode koje su viSe usmjerene na studente (razgovor, rjesavanje
problema). Ova nastojanja potvrdili su i studenti SveuciliSta u Mariboru koji su sudjelovali u
istrazivanju. Rezultati istraZivanja pokazuju da u izvedbi studijskog procesa sveucili$ni nastavnici
Sveucilista u Mariboru primjenjuju razliite nastavne metode, medu kojima dominiraju predavanja.
Primjena razlicitih nastavnih metoda pozitivno utjece na akademski uspjeh studenata, $to su u svojim
istrazivanjima potvrdili i Ganyaupfu (2013) te Shirani Bidabadi, Nasr Isfahani, Rouhollahi i Khalili
(2016). Tocnije, utvrdili su kako je za kvalitetan studijski proces potrebna kombinacija razliCitih
nastavnih metoda koje su usmjerene i na nastavnika i na studenta. Naime, nastava usmjerena na
studenta omogucuje studentima aktivno sudjelovanje i utjecaj na studijski proces, kao i kontrolu
vlastitog procesa ucenja.

Istrazivanje je takoder pokazalo da je ispit i dalje dominantan oblik provjere i ocjenjivanja znanja u
visokom obrazovanju. Budu¢i da su visokoskolski nastavnici svjesni manjkavosti ispita kao oblika
vrednovanja znanja, potrebno ga je i smisleno nadopuniti drugim, alternativnim oblicima provjere i
vrednovanja znanja. Potonje u svojim razmisljanjima potvrduju Biggs i Tang (2007). Isti¢u da studenti
uce na razlicite nacine i tako na razli¢ite nacine konstruiraju svoje znanje, a tako steceno znanje tesko
je provjeriti samo putem ispita. Murphy (2006) se takoder slaze da zbog sloZenosti i slojevitosti
procesa ucenja treba koristiti razliite pristupe za provjeru i vrednovanje znanja. U svjetlu navedenog,
ohrabruje saznanje iz ovog istrazivanja da u praksi nastavno osoblje ispit nadopunjuje drugim oblicima
provjere i vrednovanja znanja Koji su vise usmjereni na studente i poti¢u njihovu aktivnu ulogu
tijekom samog studijskog procesa. Oko tri Cetvrtine studenata odgovorilo je da, u svrhu provjere i
vrednovanja znanja, nastavnici koriste i u zavr$noj ocjeni predmeta u obzir uzimaju kolokvij, ocjenu
seminarskog rada i ocjenu prezentacije seminara, dok je neSto manje od polovice studenata odgovorilo
da se u konac¢noj ocjeni u obzir uzima ocjena projektnog, odnosno istrazivackog zadatka i vrednovanje
grupnih radova. Ostali oblici provjere i ocjenjivanja znanja rjede se uzimaju u obzir u zavr$noj ocjeni
predmeta (PSunder i sur., 2021).

Rezultati istrazivanja kazu, da su upraksi visokoskolskog obrazovanja prisutni elementi ucenja i
poucavanja usmjerenog na studenta.Ali ima jo§ puno prilika za poboljSanje ove situacije: npr. u
koriStenju nastavnih metoda i oblika, u poticanju studenata i ocjenjivanju znanja.
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CHALLENGES IN HIGHER EDUCATION DIDACTICS - HOW CAN STUDENT-CENTRED
LEARNING AND TEACHING BE REALIZED?

Abstract

The term "student-centred learning and teaching" is increasingly used in higher education
development documents and is now considered synonymous with high-quality educational activities in
higher education institutions. Student-centred learning and teaching enable students to actively
participate in and influence the study process and to control their own learning process.

In this paper, we present support for university teachers in training to work with students. We were
also interested in the extent to which curricula are student-centred and how students perceive learning
and teaching from the perspective of using teaching methods and assessing knowledge. We note that
university teachers participate in different forms of training. Different teaching methods are specified
in the curricula, which is also confirmed by the students at the University of Maribor during the
research. The most common form of knowledge assessment is an exam, which is supplemented by
other alternative forms of knowledge assessment.

Keywords: Higher education, higher education didactics, student-centred learning and teaching,
teaching methods and forms, assessment
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DISCUSSION OF DEVELOPMENT APPROCHES IN THE FIELD OF
HUNGARIAN REGIONAL AND URBAN DEVELOPMENT

Abstract

The cohesion policy of the European Union provides resources to overcome the differences
between the regional levels. However, the planning and distribution of resources is the responsibility
of the member states.

Regarding domestic and international regional and urban development, two determining
development approaches have spread. One of them is the "bottom-up" approach, which focuses on the
local level instead of state redistribution. Its aim is to stimulate local interventions in order for
communities to mobilize their untapped potential. In this case, the coordination of developments is
characterized by horizontal cooperation and decentralization.

The other narrative is provided by the "top-down" development approach. In this case, the areas
requiring intervention are usually determined centrally. In the case of the financing and the
management of developments, centralization predominates and the sectoral approach is dominant.

Since 7 out of the 8 operational programs operating in Hungary (2021-2027) are sectoral and only 1
is regional, | hypothesize that the top-down development approach is the most decisive in the country.

The purpose of the study is to compare the "bottom-up™ and "top-down™ development approaches,
as well as to examine their application in the field of Hungarian regional and urban development. The
methodology for procession is based on a summary of the relevant literature published in the field of
the subject. The application of the two approaches in Hungary is mainly approached from a theoretical
point of view.

Keywords: Hungary, developments, "top-down approach”, "bottom-up approach”, EU funds,
allocation

1. From the use of EU funds to the development approach

In the member states of the European Union, the cohesion policy provides a common framework
for the use of public funds for development purposes. The resources of policy provide a significant
share of community expenditure. The intervention logic of EU support is based on the fact that, taking
social needs into consideration, it defines economic-social-environmental goals, for which it provides
means and support. The basic goal of creating a common cohesion policy on a European level was to
promote balanced economic growth on the level of the EU member states. However, in order to
achieve this goal, it is first necessary to equalize the development differences between the individual
member states and their regions (Nyikos, 2013).

In accordance with Article 175 of the Treaty on the Functioning of the European Union
(consolidated version of 2012), the European Commission prepares a cohesion report every three
years, in which it describes the situation of economic, social and territorial cohesion in the EU (Treaty
on the Functioning of the European Union, 2012 consolidated version). The 8th Cohesion Report of
the Commission was published on 4 February, 2022, which stated that the resources of the cohesion
policy are more and more important, but the results are still not satisfactory. It is true that between the
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2007-2013 and 2014-2020 programming periods, the proportion of cohesion funding increased from
34% to 52%, but despite this fact, economic stagnation has occurred in many of the less developed
regions of Eastern Europe. As a result, catching up failed (European Commission, 2022). So, the pace
of development between regions is still not balanced. The report mentions “development-trapped
regions", which have a low GDP per capita and, despite the use of a significant amount of EU support,
have lagged behind, compared to other regions. The Committee of the Regions recommended
examining the situation of regions getting into development trap (European Committee of the Regions,
2022). In my opinion, the revealed problem is complex, which can be traced back to several reasons.
The development approach used in the given regions may also be false.

Examining the domestic development efforts of the past decades from the point of view of evening
out the development differences, it can be concluded that the goal of the country to catch up with
Europe has typically arose. This means the need for regional approach on a continental scale, not only
in terms of narrower economic development, but also in terms of mentality or the operation of social
institutions. This effort is one of the elements of overcoming regional inequalities. At the same time,
we can also mention an effort in the narrower sense of regional development, the aim of which is to
make European catch-up visible in the main settlement types of the country. The process must take
place in a spatially balanced form (Nemes Nagy, Tagai, 2009). So the intention to develop and catch
up in Hungary is unbroken.

Since the development of the country requires the use of EU and domestic "public finance", it is
essential to build domestic institutions specialized in receiving support from the EU. EU finances are
basically the means of the EU's cohesion policy, therefore the areas that can be supported, the
development goals, the resources that can be used, the institutions and procedures that coordinate the
resources are basically determined by the EU regulations created by the Council, the Parliament and
the Commission. Legislation established by the institutions of the Union determine the basic principles
of the development of management and control systems, as well as the "mandatory” persons of the
institutional system and their essential tasks. In addition, the member states can develop the
management system of the funds with extensive autonomy and designate the persons in the
institutional system. The official opinion of the Union is that the specific, national management
solutions of the member states can be more efficient and effective. The specific solution may reflect
the features and traditions of the public administration system of the member state (Perge, 2009).
Since the system for the distribution of EU funds is created and coordinated by the member states,
they also play a major role in shaping the development approach based on the use of the funds.

2. Development approaches within a theoretical framework
2.1. The "top-down" development approach

Along with the use of EU funds in member countries, it has become a fundamental question which
decision can be made on which hierarchical level, and which level should carry out the development
and implementation of the strategy. The two defining levels created in the region are the state
management, i.e. the upper level, and the regulatory subsystem of the regional system, which
represents the lower level (Rechnitzer, Smahd, 2006).

From the 2000s onwards, development approaches became the centre of interest of more and more
domestic and international authors. In their report of 2006, Andy Pike, Adrés Rodriquez-Pose and
John Tomaney already defined a "top-down" development approach. According to them, when
applying the approach, the regions requiring intervention are determined centrally. Developments are
financed centrally, and their management mostly takes place with the participation of decentralized
bodies. The sectoral approach becomes dominant (Pike, Pose, Tomaney, 2016). The realization of the
central development ideas can be achieved with the cooperation of decentralized public administration
bodies in individual regional units (Kabai, Szabd, 2016).

During the practical realization of the approach, it is typical to ignore the planning of
developments, the application of an integrated approach is omitted, and there is less room for local
initiatives (Somlyodyné, 2020). The top-down idea is based on a centralized model of state
management, that is, it strengthens the decision-making centre (Rechnitzer, Smahd, 2006). The
development approach, the direction of development and innovation are established in the decision-
making centre. Development usually starts from the centres, as innovation is created in them. After
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that, they reach the peripheries following a hierarchical order. The path of innovation is directed from
above (Eva G. Fekete, 2001).

This development approach is typical of centralized or state-centred countries. Partnerships are
dominated here by public operators. Based on researches analysing partnership models, it can be
concluded that the role of local communities often fades in community participation managed by
public operators, as they are unable to enforce their own interests (Palné Kovécs, 2021).

Some governments can play a major role in dampening bottom-up approach, as they play a
dominant role in determining development directions, thereby they can further strengthen centralized
power (Rechnitzer, 1998).

The opinion of the authors is divided in the assessment of the application of the approach.
According to Eva G. Fekete's idea, if the "top-down" approach dominates, higher-level plans are
mandatory for lower levels. In many cases, the involvement of the lower level and society is only
apparent (Eva G. Fekete, 2013). On the other hand, J6zsef Nagy Nemes drew attention to the fact that
the implementation of the "top-down" approach is not necessarily bad. According to him, this process
can also have a positive outcome if it does not hinder development from below, but helps to break
down centralized social functioning (Nemes Nagy, 2009).

On the whole, it can be said that the "top-down" development approach has different characteristic
features. Among other things, it is characterized by the failure to plan developments, the centralization
of funding, the participation of decentralized organizations in their distribution, the central
management and the lack of the involvement of lower levels. In my opinion, the reduction of regional
differences cannot be achieved by the exclusive application of this approach.

2.2. The "bottom-up" development approach

In addition to the "top-down" development approach, the "bottom-up” approach is gaining
popularity in Europe. The term appeared in the United States of America already in the 1960s, but its
European adaptation occurred much later (Winnick, 1966). Its strong European influence can be
connected with the Barca report. In 2008, Danuta Hubner, the commissioner responsible for regional
policy at that time, commissioned the Italian economist Fabrizio Barca to prepare a comprehensive
analysis of the situation, challenges and possible reform of cohesion policy. The report prepared by
Barca pointed out that the place-based approach is hardly present in the cohesion policy, even though
this could increase the effectiveness of the policy. In addition, he emphasized that, in addition to
economic and social cohesion, a greater role should be attributed to regional cohesion. With this,
Fabrizio Barca created the basis for the spread of the bottom-up development approach (Barca, 2009).

The goal of bottom-up development is to achieve the reduction of regional differences by activating
the resources of the region. An important element of the activation process is the exploration of
endogenous resources and the promotion of their interregional flow. In addition, the disconnection of
the periphery from the centre and its protection from its absorbing effect plays a significant role
(Rechnitzer, Smahd, 2006).

When implementing place-based development, the principle of subsidiarity and multi-level
governance must be taken into consideration in which decision-making competencies are shared by
supranational, national, regional, and local governments and national governments are no longer
provide the sole interface between supranational and subnational arenas(Hooghe and Marks 2001).

Based on these, first it is necessary to horizontally integrate the sectoral policies, and in parallel, to
vertically integrate public policies, in a regional approach. The developments of the bottom-up
development approach must fit the needs of the given region and the needs of the people living there.
Its application assumes two main elements, the social, cultural and institutional character of the region
and the new knowledge and ideas appearing in policy interventions (Somly6dyné, 2020). Barca and
his co-authors formulated the essence of the approach as follows: "Who knows what should be done,
where and when?" (Barca, McCann, Rodriguez-Poze, 2012). The idea can be traced back to the
dimension of subsidiarity, according to which any task that can be solved on the lower level, should be
solved locally, regionally or on a lower level. State management should be secondary in solving
regional issues (Soos, 2006).

In contrast to "bottom-up" developments, the region to be developed here is not established on the
upper level, but on a lower level based on endogenous needs. According to this, horizontal cooperation
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and decentralization are decisive in the coordination of developments, either within the framework of
local or regional development policy (Kabai, Szabd, 2016).

Based on the regional-power interpretation of the emerging decentralization, not only a division of
power, but also a division of labour is created between the central and local organization (Dobronte,
Vida, 2004). The concept of decentralization and how it manifests itself in the development approach
of a given country can be differentiated. Only one common feature can be established in the forms of
decentralization, namely, that public authority competences start from the centre downwards, but there
may be differences in what exactly these competences are, in the direction of which regional persons
and with which tool system is used. Based on a theoretical approach, a sharp separation can be drawn
between three pure decentralization models. The first is the administrative deconcentration. In this
model, the tasks within the state administration system move downwards. The second is the financial
decentralization. Here, there is a change in the proportions of resource distribution in the direction of
local bodies. The third is the democratic decentralization or devolution. In this model, the actual
division of power is realized between different levels of elected representatives. The decentralization
effect of the three models is different. The political advantages of decentralization, a more direct
participation, proximity to citizens and transparency occur only in the case of the third model (Péalné
Kovécs, 2014).

The perspective of bottom-up development has gained more and more popularity in recent decades.
This is due to the fact that civil society opinions can highlight many aspects that make the
development and realization of the strategy more effective. In addition, the fact that with its
application the social legitimacy of the regional development program is also strong cannot be
neglected, since the residents themselves played a role in the development of the concept. As a result,
their interests also prevail (Jona, 2014).

The two development approaches are not mutually exclusive, they can exist side by side, and even
their elements can be combined with each other (Crescenzi, Rodriquez-Pose, 2011). The role,
relationship and effectiveness of the two perspectives may differ. These factors are determined by the
organization and organizational structure of the applying state (Kabai, Szabd, 2016).

Based on these, it can be concluded that several features of the "bottom-up" development approach
try to adapt to local needs. Its developments are based on the activation of endogenous resources, local
needs and the involvement of lower levels. The effect of decentralization can increase the efficiency of
developments. In my opinion, this development approach is actually suitable for eliminating regional
differences. Not only with using purely "bottom-up" elements can the difference between the regional
levels be reduced to some extent. However, the use of "top-down™ elements reduces efficiency.

3. The development approach applied by Hungary in practice
3.1. Development approach in the design of operational programs

In order to learn about the development practice of Hungary, it is hecessary to compare and analyse
the individual development areas, as well as to examine whether they reflect the characteristic features
of a "top-down" or a "bottom-up™ approach. The study focuses on regional and urban development
among the areas to be developed with EU funds. As a starting point, | will examine the structure of
Hungary's National Development Plans.

15 operational programs provided a framework for the implementation of The New Hungary
Development Plan of the 2007-2013 programming period and the New Széchenyi Plan, which
replaced it. The operational programs determined the target areas in which the country will use the
resources of the European Structural and Investment Funds during the 7-year period. Of the 15
operational programs, 8 were sectoral and 7 were regional (Nyikos, 2017) (Table No. 1).

Table No. 1: Hungarian operative programs and their objectives for the 2007-2013 budget period

Economic development OP A sustainable economy in the long term

Transport OP Quality and sustainable transport

Social Renewal OP Increasing labour market activity, improving the quality of human resources
Social Infrastructure OP Development of educational and health infrastructure

Environment and Energy OP Achieving more efficient energy use and sustainability
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State reform OP Building a competitive public administration

Electronic public administration OP | Improving the performance of public administration

Realization OP Effective realization of operational programs

Source: Own construction

Among the operational programs that distribute EU funds, the seven regional operational programs,
which are smaller regional units compared to the sectoral operational programs, aimed at the
development of the regions. Within the framework of the regional operational programs, the local
infrastructural developments of local governments with a lack of resources were mainly supported
(Péti, 2011). So here, the focus on the region appears significantly in addition to the sectoral
operational programs.

After that, territoriality is beginning to get into the background during the 2014-2020 programming
period. The Széchenyi 2020 program defined 10 operational programs. Out of these, 8 programs were
sectoral and only 2 were regional (Table no. 2). If we examine this change in a European context, it
can be seen that there was no proportional distribution among the EU member states either. In Poland,
for example, there were 21 operational programs, 16 of which only developed the voivodeship. In fact,
a separate program developed Eastern Poland. By contrast, the number of regional operational
programs in the Czech Republic is the similar as the number in Hungary. Out of the 7 programs they
used, one developed the region of the centre and one developed the regions in general. However, there
were also countries in which territoriality played a smaller role. In Slovakia, 1 out of 6 operational
programs operated as a regional operational program, and in Romania, 1 out of 5 programs had a
regional purpose. Overall, it can be concluded that Hungary hold the middle ground in terms of the
establishment of regional operational programs in the period 2014-2020 (J6zsa, Szabo, 2022).

Table No. 2: Hungarian operative programs and their objectives for the 2014-2020 budget period

Human Resource Development OP Increasing human capital

Economic Development and Innovation OP Development of small and medium-sized enterprises

Integrated Transport Development OP Development of transport infrastructure

Environmental and Energy Efficiency OP Achieving economic growth while taking long-term
environmental effects into consideration

Public Administration and Public Service Development OP Development of public administration and public services

Hungarian Fishery Management OP Sustainable fish production

Supporting Persons in Need OP Helping people living in povert

Rural Development Program Development of rural areas

Source: Own construction

In addition to the structure of the operational programs, their implementation system should also be
mentioned. In Hungary, management tasks related to EU funds are carried out by national ministries
and other national central organizations. This means that decentralization is limited, i.e.
the implementation model of operational programs is characterized by centralized execution
(Nyikos, 2017).

The 2021-2027 budget cycle brought a new program structure. The Széchenyi Plan Plus distributes
the EU funds among 8 operational programs. The division of sectoral and regional operational
programs further narrowed. Currently, only 1 regional program is operating in addition to the 7
sectoral ones (Table no. 3). This happened despite the fact that the government which developed the
programs declared on several occasions that overcoming regional differences was a priority national
goal (J6zsa, Szabo, 2022).
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Table No. 3: Hungarian operative programs and their objectives for the 2021-2027 budget period

Digital Renewal OP Plus Responding to global, technological, security and
sustainability challenges
Human Resource Development OP Plus Support for social catch-up

Huniarian Fisheri Manaiement OP Plus Develoiment of the domestic fisheri sector

Economic Development and Innovation OP Plus Change of technology of Hungarian enterprises,
strengthening their digitalization and innovation

capabilities

Environmental and Energy Efficiency OP Plus Renewable energy economy taking environmental aspects
into consideration

Executive OP Plus Carrying out tasks related to IT, partnership,

communication and public relations

Source: Own construction

Based on the above, it can be concluded that the structure of operational programs has moved
rather in the direction of centralization. The number of regional programs has fallen sharply in recent
years. Central management has increased the proportion of sectoral operational programs, thereby
shifting the country's development approach towards a "top-down" approach.

3.2. Development approach in the more decisive regional operational programs

After the creation of the operational programs, the study examines the stylistic features of the "top-
down" and "bottom-up™ developments in the most decisive instruments of regional development, in
the Regional and Urban Development Operative Program and the Regional and Urban Development
Operative Program Plus. During the period 2021-2027, the task of the program called TOP Plus
instead of TOP is to provide region-based developments for the least developed counties and
backward regions. Beneficiaries are the settlements. In the previous chapter it was already mentioned
that the performance of management tasks related to resources is usually the responsibility of a
national ministry, however, TOP Plus is currently the only regional program, so the examination of its
centralization/decentralization in the field of realization is extremely important.

During the 2014-2020 period, the local governments of the counties and cities with county rights
participated in the planning and implementation of the TOP. In the 2021-2027 period, however, only
the local governments of the counties were present as regional operators in the development of the
regional evaluation aspects of the TOP Plus tenders and in the preparation of decisions (Perge, 2022).

Territoriality already appears in the name of the operational program, so it could be assumed that
several regional operators appear in the process of distributing resources. However, this is not the case.
The reason for this is that the management of TOP Plus resources is strongly centralized. It is true that
the county local governments are present as regional operators, but they are only connected to the
processes with a helping, mediating, and commenting role. If a small settlement cannot perform the
tender writing/project management tasks, it can ask for the help of the county local government, which
performs this task through its own tender writing company. The institutional structure established at
the time of the TOP is also applicable in the case of the distribution of TOP Plus resources, since the
institutional structure did not change during the change of budget periods. Its management authority is
centralized, and the contributing organizational tasks are performed by the Hungarian State Treasury
(Palné Kovacs, 2019) (Figure No. 1).
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Managing authority
Deputy State Secretariat for Regional Development Programs of the Ministry of National Economy

Contributing organization
Hungarian State Treasury

X county local government
+ Tender writing company created by X county

Beneficiary

(Local government of settlement X)

Figure 1: Institutions participating in the distribution of TOP and TOP Plus funds
Source: Kosz4, 2022

TOP Plus's resource allocation schemes, indicators, and evaluation criteria prevail according to
fixed and strict rules, therefore the role of county local governments and decision-making committees
cannot be essential in the processes. The influence of lobbying may arise during the evaluation of the
submitted tenders, however, based on the information available to us, this cannot be supported (Péalné
Kovécs, 2019).

The next test point is the existence of the involvement of the lower level. In the case of TOP Plus,
the lowest-level operators for whom the operational program itself was created are local governments.
However, they were completely excluded from its planning and implementation. As regional
operators, it would be useful to involve them, since they are the beneficiaries of the operational
program, they would be really concerned in the useful and effective allocation of resources (Perge,
2022). Since they do not have the powers of regional operators, their role is limited to commenting on
calls for tenders. Based on the level of involvement of regional operators, the program assumes the
application of a "top-down" approach rather than a "bottom-up" approach. The question of involving
the lower levels is clearly visible in the practice of regional development.

The involvement of the lower levels and the community took place on the basis of the partnership
agreement prior to the finalization of TOP Plus tenders. The Hungarian government put them out for
consideration (Government of Hungary, 2020).

In regional development, partnership, i.e. cooperation means that the relevant organizations must
be given insight into the planning, the development of the programs and the relevant background
materials. In a good case, the participation is not limited to getting to know the opinions of the partners
with the help of some communication tool, but there is also a chance to take the opinions into account
and give feedback (VAT Strategic Planning Office, 2003).

The defining document of the subject area is the European Commission's Delegated Regulation
240/2014/EU (7 January, 2014) on the European code of conduct related to partnerships implemented
within the framework of the European Structural and Investment Funds (European Commission,
2014). The decree establishes that the relevant partners must be involved in the preparation and
implementation of operational programs in accordance with the institutional and legal framework of
the member states.

One of the reasons for the need to involve the civil sector may be that the operational programs
define the development path of a country for at least a 7-year time interval. The 7-year programming
includes how the goals and resources should develop. Therefore, building experiences and opinions
into programs can be significant in the design of the appropriate program and can increase the
effectiveness of projects (Finta, 2021).
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In Hungary, the involvement of the relevant partners can be described today with the concept of
"socialization". Within the framework of socialization, the government presents the titles, goals and
structure of the planned operational programs on a web page. All operative programs and their calls
for tenders can be found on the website. This is where interested parties have the opportunity to
express their opinions. Opinions were also received in connection with TOP Plus tenders.
Commenting on the announcements was not proportionate. While only 3 comments were received for
the tender TOP_Plus-3.3.3-21 “Sustainable human infrastructure”, there were 20 for TOP Plus-1.2.1-
21 “Livable settlements”. If we examine the number of comments received, it can be concluded that
the participation of reviewers was low. Suggestions were received from municipalities, civil
organizations, private individuals and other interested parties. In terms of their scope, the suggestions
and guidelines covered a wide range. Attention was drawn to filling in gaps and incorporating
experience (Government of Hungary, 2021). So the interested parties had the opportunity to express
their opinions and shape the call for tenders. With this, we can recognize the characteristics of the
"bottom-up™ development approach. However, it should also be noted that the EU's regulations may
stand behind the involvement of persons concerned and it is possible that the government only meets
the Commission's expectations. The number of people participating in the opinion poll is very low,
and it is not guaranteed that the will of the interested parties will actually be taken into consideration
by the government.

The question of the flow of information and the communication between the operators also arises
in the case of TOP, which theoretically concentrates on regions and regional operators, and then in the
case of TOP Plus. Examining the speed of responses given to problems arising during TOP projects
did not support effective communication between the operators. During the realization of many
projects in the 2014-2020 period, an unexpected problem arose in the form of a cost increase. Mainly
as a result of the rise material prices, the items which had been planned in advance in the projects
could no longer be purchased at the previously constructed prices. The cost increase was created from
the difference between the originally planned price and the new increased price. The problem already
affected many project managers in 2017, but the institutions involved in the allocation of resources
were unable to solve it for a long time. Finally, in 2019, the state paid the amount of additional costs
required for the projects of the settlements struggling with the problem. Based on this, the question
arises, why was the solution delayed for so long? Obviously, learning about the problem itself was
delayed, as well (Készd, 2022).

The organization carrying out the project generation always holds an information day before the
start of the projects, where it personally informs the beneficiaries of the projects about the possibilities
of the projects, the tender conditions, and the most necessary information through a direct contact.
These informational activities usually date at the start of the beginning of the given budget period.
Here, people representing settlements have the opportunity to ask questions and formulate proposals
(Holczreiter, Szamado, Treszkan-Horvath, 2015). The transmission of information flowing from top to
bottom is ensured in this way, but information flow from bottom to top does not have such a special
channel. In the implementation phase, the lower levels can no longer be involved in the processes.

Since the "top-down" development approach cannot be as effective as "bottom-up" developments,
regional differences still exist (Komarek, 2019).

4. Conclusions

Examining the development plans of Hungary and the established system of operational programs,
we can come to the conclusion that the number of regional programs has been continuously decreasing
in recent decades. By contrast, the proportion of sectoral programs was much more significant. Based
on these, the development approach to be used in the country is closer to the "top-down" approach.

The dominant regional operational program of the period 2014-2020 include the TOP, and the only
regional operational program of the period 2021-2027, TOP Plus, contain mixed development
elements. The study points out that the number of regional operators participating in the planning and
implementation of the programs has decreased and a strong centralization has taken place in both
processes. Only the county local governments, as regional operators, participate in the development of
the regional evaluation aspects of the tenders and in the preparation of decisions. And their role
became of little importance. The managing authority of the program is centralized, and the
contributing organizational tasks are performed by the Hungarian State Treasury.
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The European Union pays special attention to the channelling and integration of the opinions of
citizens, civil organizations and the parties involved into planning, and therefore it requires this by
law, as well. The Hungarian state fulfils this requirement through the socialization of operational
programs, however, the number of participants in commenting on tender calls is very low. In addition,
it is not guaranteed that the will of the parties interested will actually be channelled and that the
government will include them in the tenders.

The study points out that the communication and information flow between the operators is weak.
Based on the "bottom-up" development approach, well-developed networks should be functioning,
however, they did not develop in connection with TOP and TOP Plus. Although information comes
from the higher level, the role of the information day can be mentioned here, for example. On the other
hand, the lower levels and the beneficiary settlements do not have similar forums, so their involvement
in the processes is problematic.

It can be concluded that bottom-up approach is given very little space, since the interest integration
mechanisms between the local, subnational and central levels do not function on a healthy level. The
role of the lower level is much weaker. Instead of decentralization, centralization is taking place.

The information presented in the study shows that both "top-down" and "bottom-up" development
approaches are present in regional and settlement development in Hungary, but the "top-down"
approach prevails much more strongly. The development advantages offered by the regionally based
"bottom-up" approach lack, therefore regional differences continue to exist.
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Abstract

The protection of minority languages and cultures is an important task, as their disappearance could
jeopardize Europe's cultural heritage. The situation of a group living in a minority within a given state
is greatly influenced by the language policy of that country. Language policy is a double-edged sword.
On the one hand, it can promote the use of a particular language, and the protection of the rights of
language communities.

On the other hand, it can become a means of assimilation, forcing the exclusion of a language
within a given state. This study focuses on the Autonomous Community of Catalonia. The aim of this
study is to provide a comprehensive picture of Catalan language and education policy. The Spanish
Supreme Court recently made a judgment on a policy of so-called "language immersion" that has led
to an ongoing political debate. The controversial court decision that disrupts the current educational
modelraises a number of issues on which the study focuses.

Keywords: language policy, education policy, Catalan minority, minority protection, language
immersion

1.Introduction

This study deals with Catalan language policy and its development over the years. The Catalan
language did not cease to exist despite years of severe repression. The study also aims to provide the
reader with a comprehensive picture of Catalan education policy. The Spanish Supreme Court recently
made a judgment on a policy of so-called "language immersion" that has led to an ongoing political
debate. The essence of the policy of "language immersion" is that all children up to the age of seven
are provided with education in their mother tongue. After that, they can only study in Catalan.

The protection of minority languages and cultures is an important task, as their disappearance could
jeopardize Europe's cultural heritage. The situation of a group living in a minority within a given state
is greatly influenced by the language policy of that country. Language policy means the policy of the
states with regard to the languages used in their territory (Csernicsko, 2015).1t defines the use of
languages and the relationship between languages and language rights. One of the main goals of
language policy is to avoid language conflicts but these conflicts rarely arise from the language itself.
In the background there is usually a social, political or economic confrontation between groups that
speak the given language or languages (Csernicskd, 2015). Language policy is a double-edged sword.
On the one hand, it can promote the use of a particular language and the protection of the rights of
language communities. On the other hand, it can become a means of assimilation, forcing the
exclusion of a language within a given state (Lancos, 2009). That is why it plays a significant role in
determining the situation and the future of certain languages.

Language policy and language planning play a particularly important role in Spain, as the country
is characterized by regional diversity. Despite hundreds of years of assimilation, Spain is still one of
the most colorful countries in Europe in terms of language. Among the minority languages, Catalan,
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Galician and Basque have the largest number of speakers. This study focuses on the Autonomous
Community of Catalonia.

2. Language rights in Catalonia
2.1. The development of the Catalan language

Catalan belongs to the group of Neo-Latin languages, it evolved from vulgar Latin during the ninth
century. Today, it is one of the 100 most common languages in the world. The number of Catalan
speakers is nearly ten million and another three million people understand this language (Xarxa,
2011).The population of the Catalan region in 2021 is 7.716 million (www.idescat.cat).

Catalan identity dates back many years as Charles the Great established the Marca Hispanica as a
buffer zone in the 9th century, during the Moorish wars in the Frankish Empire. The County of
Barcelona where today's Catalan territory is located, was also part of the Marca Hispanica. The
territory merged with the new Spanish state with the marriage ofFerdinand of Aragon and Isabella of
Castile in 1469 but remained a territorial, legal and political entity with its own identity (Nagy, 2018).

2.2 The weakening of the Catalan language

The weakening of the Catalan language can be attributed to several reasons. On the one hand, the
loss of its official status two and a half centuries ago as a result of the regulations of Nueva Planta
which made Spanish the only official language. The twelve-year long War of Spanish Succession
(1701-1714) was an important milestone in the history of Catalonia, as the newly conquered Philip V
abolished Catalan institutions and the use of the official Catalan language, which dates back several
centuries (Lénart, 2017). The Catalan people remember the fateful day of September 11, 1714 when
Barcelona fell and they lost their prerogatives.

The Catalan Cultural Renaissance (Renaixenca), which started as a cultural, historical and literary
movement in the 19th century, played a major role in their awakening to national consciousness. As a
result, the Catalan language and culture began to regain its role as a social organizer. Later, the rebirth
became increasingly political, with the movement now aiming to achieve self-government within the
Spanish state (Berkics, 2010). As an achievement of political Catalanism, the Commonwealth of
Catalonia (Mancomunitat de Catalunya) was established in 1914, an organization over four Catalan
provinces that played an important role in administration, culture and health. This attempt at self-
government was ended in 1925 by General Primo de Rivera's policy of autonomy.

The dictatorship of Francisco Franco was another misfortune to the Catalans, in which he favored a
policy of assimilation. He established a centralized, officially monolingual state, ignoring the
language, culture, and identity of different nationalities. Franco believed that Castilian culture and
language should play a central role in economic, political and social institutions in all regions of the
country. However, the Spanish state’s policy of assimilation over the centuries has failed to achieve its
goal, as the country still retains its multilingual nature today.

3. A new chapter in Catalan language rights

After Franco's death, a period of democratic transition began. The first free elections were held in
1977, and a new Spanish constitution was born in 1978, which divided Spain into seventeen
autonomous communities with equal rights. Also following the 1978 constitution, the co-official
language system was established, as a result of which different language regulations can be found in
each of the multilingual autonomous provinces. Six of the country’s seventeen autonomous regions
have regional co-official languages. Basque is the official language in the Basque Country and
Navarre, Catalan is the official language in the Balearic Islands and Catalonia, but in Catalonia
Occitan (Aran) it is also official. Galician is the official language in Galicia and Valencian in
Valencia. Catalan is also spoken within Spain and outside Catalonia, in the Balearic Islands, Valencia,
and in some parts of Aragon and Murcia. The use of Catalan in public administration, education,
culture and the media is guaranteed by the Catalan Government, the Generalitat.

Article 3 of the 1979 Statute of Autonomy states that the Catalan language is official in Catalonia
as also is Spanish, which is official throughout the Spanish State. According to the Statute, Aranese, a
dialect of Occitan spoken in the Aran Valley, is also a co-official language (Ley Orgéanica 6/2006).
The Aran Valley is a high mountainous region bordering France. It is located on the northern slope of
the central Pyrenees, in the province of Lleida. Although it has gained official status in Catalonia, most
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of its speakers live in France. It was a kind of gesture on behalf of the Catalan government, signaling
that it is striving for linguistic equality despite the fact that the Catalan language has been under severe
repression for decades (Estatuto de autonomia de Catalufia 1978).

3.1. Law on Linguistic Normalization in the Catalan Region

Linguistic normalization laws aim to eliminate the disadvantages of regional languages and to
create a level playing field with the state language in both the public and private sectors. In Catalonia,
the Law of Linguistic Normalization (Ley 7/1983) came into force in 1983, which is actually based on
the language provisions of the Statute of Autonomy (Act No. 1, of 7th January 1998, on linguistic
policy).

In 1998, another law was passed to strengthen language normalization. The law expresses the
political will of the Catalan Autonomous Government (Generalitat) to continue to encourage the
process of prosperity and the presence of Catalans in all areas of social life. The law states that citizens
can use Catalan and Castilian in all private and public activities without exception. Legal proceedings
in any of the two official languages are valid and enforceable. The law reinforces the Generalitat’s
policy on the authorities, education and institutional media under the 1983 law, improves regulation in
the various areas of official use of Catalan and recognizes the linguistic rights of citizens. It provides a
Catalan presence in many areas of social and cultural life.

3.2. Statute of Autonomy of Catalonia of 2006

Another change in the field of language rights was the new Catalan Statute of Autonomy of
2006(Decret 306/2006), which includes a separate chapter on language rights and obligations. The
Statute of Autonomy identifies Catalan as the primary language of public institutions and public
service media. The language of instruction is obligatory Catalan, the Generalitat and the municipalities
are obliged to use Catalan in internal and public communication. As a result of this language and
education policy, the use of the Catalan language has become commonplace in everyday life, in the
mass media, and has significant literature and book publishing.

One of the most controversial points in the 2006 Statute of Autonomy has been the national issue.
The preamble states that the Catalan Parliament views the people living there as a nation, referring to
historical and cultural traditions. It is worth interpreting the terms nation and nationality, as these
words are often used interchangeably, incorrectly. According to the Hungarian interpretive dictionary:
"A nation is a historically formed lasting community held together by a common language, territory,
economic life, a common spiritual peculiarity expressed in culture, and usually by a state
organization." The difference lies in the fact that a nation is a historically formed and enduring unit,
whereas nationality is a narrower conceptual designation, although it possesses a linguistic and
cultural factor but lacks the criterion of unity (Miké, 1981). The preamble to the 2006 Statute of
Autonomy states: "The Catalan Parliament, relying on the emotions and will of the people of
Catalonia, declares by an overwhelming majority that Catalonia is a nation." By contrast, the first
article states that it recognizes Spain’s 1978 constitution, which refers to the country as a "unified
Spanish nation" and defines Catalonia as a nationality (Decret 306/2006).

In 2010, the Constitutional Court ruled unconstitutional those parts of the statute that invoke
Catalonia as a nation. It reaffirmed the unity and indivisibility of the Spanish state and repealed the
article on "Catalonia as a nation" (BOE num. 172, de 16 de de juliol de 2010).

The decision provoked outrage among Catalans, with more than a million protesters marching in
Barcelona on 10 July 2010 (Nagy és Szabd, 2015). Although the Catalan national definition has
survived, it has become clear that it has no legal effect as the constitution does not allow it.

3.3. A positive turn in the field of language rights

Spain has implemented a well-functioning, decentralized system of state power. With regard to the
Catalan region, the development of language rights has taken a positive direction since the years
following the dictatorship of Francisco Franco, as the Catalan language has managed to survive
despite prolonged repression. The language policy of recent years has been effective. Catalan has
become the language of the institutions, the media and a successful model in education policy, despite
the current controversial situation.
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It is also an indisputable merit of Spain's success in joining the European Union and, at the time,
the European Community without conflicts of nationality. It is also positive that in 2005, at the
initiative of the government, the European Union granted Catalan, Basque and Galician languages
quasi-official language status, so that citizens have the opportunity to address the EU institutions in
these languages as well. A similar agreement is in place with the UK government on the use of Welsh
and Scottish Gaelic (Celtic). If required, the government of the Member State concerned shall provide
the translation at its own expense.

Although the constitution emphasizes the unity and indivisibility of the Spanish state, it
nevertheless guarantees the cultural and political rights of different nationalities, recognizing the
special historical, linguistic and cultural specificities. The degree of autonomy varies from region to
region, with the most extensive being in Catalonia and the Basque Country. This is justified by their
historical independence, their significant economic development, and the fact that political, linguistic
and cultural nationalism, national and linguistic self-awareness are by far the strongest here. The
regional autonomy of the Autonomous Community of Catalonia is exemplary and can provide
important lessons for other national minorities (Domonkos, 2011). Despite the successful
constitutional arrangement, there may, of course, be problems with the territorial nature of minority
autonomies and the incomplete homogeneity of its population.

4. The model of linguistic immersion (inmersién linguistica) in education policy

In 1980, the Spanish Government transferred much of its powers in the field of education to the
Catalan Government, pursuant to Royal Decree 2809/1980 (Real Decreto 2809/1980). The changes
opened new territories for the Catalan language. The right of Spanish children to education in their
mother tongue has been retained, but full Catalan education has become the primary goal. The aim of
the language policy was to increase the weight of the Catalan over the Castilians through education
(Miley, 2006).

In short, the method of so-called "language immersion™ means that from 1993 the language of
education and school communication in Catalonia became Catalan instead of Castilian (Spanish).
Although there are only Spanish-language educational institutions, they are mostly private institutions,
as the Generalitat supports Catalan language institutions. The method of linguistic immersion has been
the subject of debate in the political climate for years. In disputes over the regulation of language use,
native Spanish speakers complain about the violation of their rights and the oppression of the Castilian
language. This is contradicted by surveys of students, which showed that the Spanish language
competencies of learners using the immersion method are as good as those of their peers in the
traditional curriculum.

4.1. Historical background of the method

The method was first applied in 1965 in Quebec, Canada. The initiative can be linked to the names
of three parents who are dissatisfied with the education system. The children of Olga Melikoff, Valerie
Neale and Murielle Parkes were students at the Saint-Lambert School, where education was conducted
in English. Parents expressed concern about their children’s lack of French language skills and wanted
to improve the situation. A new pedagogical approach has been developed, based in part on the model
outlined in the 1963 UNESCO report (Stern, H.H., 1969).Thus, the school conducted the first
worldwide test of this method, teaching English-speaking children in French, a minority language. The
program has produced good results. Teaching in a minority language has been shown to help students
learn French from the first grade of school without being an obstacle to their academic success
(Sargera, 2021).

4.2. Application of the method of linguistic immersion in Catalonia

The method of language immersion was first introduced in 1983 in nineteen public schools, where
the majority of students were native Spanish speakers. Thanks to the positive results, the method was
already present in seven hundred schools in Catalonia in 1989-1990, and from 1992 it was extended to
public education throughout the Autonomous Community.

Pupils become acquainted with the minority language on the first day of teaching, and teachers
speak only this language as soon as they cross the threshold of the classroom. Spanish is gradually
being introduced in primary school for children between five and eight years old. From then on, the

88


https://unesdoc.unesco.org/query?q=Publisher:%20%22Oxford%20University%20Press%22&sf=sf:*

Spanish and Catalan classes are included in the curriculum as two separate subjects, while the other
subjects are taught in Catalan. According to Ley Organica 1/1990, this method applies to the
organization of pre-school education (0-5 years), primary education (6-12 years) and compulsory
secondary education (13-16 years) in Catalonia.

4.3. The aim and efficiency of the method

The aim of the method is to improve the knowledge and use of the Catalan language, to prevent
social segregation resulting from the language, and to create a bilingual society in the Catalan region
(Plataforma per la Llengua). Some believe that teaching children in a language other than their mother
tongue can have a detrimental effect on their learning processes. However, researchers have used the
method of linguistic immersion to prove that this belief is wrong. Scientific results confirm that this
education system is just as effective as other Spanish education systems. One of the arguments of
researchers studying the method in favor of language immersion education is that it is the only system
that guarantees that Catalan children are fluent in both Catalan and Spanish. Ferrer et al (2011), for
example, refer to the 2009 PISA study (OECD 2010) of the Organization for Economic Co-operation
and Development (OECD). The organization periodically tests the science, math, and reading
competencies of fifteen-year-old students in sixty-five countries. In this test, Spanish-speaking
students in Catalonia who studied using the immersion method scored similar scores in science, math
and reading as other Spanish students who studied in their mother tongue.

Catalonia participated in the PISA survey for several years, including 2003, 2006, 2009 and 2012,
all of which reported similar results. The Spanish language proficiency of the students participating in
the model is equal to or higher than the average of the rest of the Spanish state. The same can be said
for the other subjects. An additional benefit of the model is that students have a better chance of
learning a third language, such as English.

In 2006, the European Commission set up a High Level Group of Independent Experts on
Multilingualism. The task of the group is to analyze the progress made by the Member States in
promoting multilingualism, to provide support and advice, to provide up-to-date ideas in the field of
multilingualism, and to make recommendations to the Commission for action in this area. The group
published a report in 2007 praising, among other things, the bilingual education model used in
Catalonia as a good example to promote language learning (European Commission, 2007).

4.4. Attacks on the method

In recent years, some families have gone to court to have their children taught in Spanish. Despite
its many advantages, the judiciary questions the method of linguistic immersion. In 2014, the Supreme
Court of Catalonia (TSJC) ruled that the Ministry of Education must provide at least twenty-five
percent of Castilian lessons. At the time, the judgment applied to only eight students, but the court
ruled that this rule should be followed if at least one student or his family requested lessons in
Spanish. The 2014 decision was the first to set this percentage.

Later, in December 2020, the TSJC passed another resolution requiring the entire Catalan
education system to teach twenty-five percent of the lessons in Spanish. The Catalan government
appealed, but this was rejected by the Supreme Court. Catalan Education Minister, Josep Gonzalez-
Cambray said that since 2005, only eighty families in the school system, which has one and a half
million students, have requested education in Spanish. In his view, there is no language conflict in
Catalan schools (Josep, 2021). The Catalan government sent a letter to 5,108 school principals
advising them not to change their language program despite the court's decision. According to the
government, the Spanish National Education Law guarantees Catalonia the right to continue to hold
most classes in Catalan. In practice, each school has some leeway to develop its own regulations.
Depending on the stage of education, there is education in Spanish between three and four hours a
week. The Supreme Court’s decision would raise this to just over six hours a week in elementary
school, seven and a half hours a week in high school and the bachillerato, a pre-university program.
The President of the Generalitat, Pere Aragones, described the decision of the Supreme Court as a
"very serious attack™ and a "lack of respect for teachers".
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4.5. The current situation

On 24 March, the Esquerra Republicana de Catalunya (Socialist Republican Left), the Socialistes
Units per Avancar (The Socialists move forward), the Junts per Catalunya (Together for Catalonia)
and the En Com0 Podem to amend the Law on Language Policy after the Catalan Supreme Court
ordered the provision of a minimum of 25% of education in Castilian in Catalan schools.

Parliament has not yet voted in favor of a bill that says"Som Escola is raising concerns and
uncertainty in the community" about the effectiveness of promoting Catalan in schools following the
court’s ruling. Som Escola is a Catalan civic, cultural and educational organization set up to strengthen
its support for the model of social cohesion represented by Catalan education. It aims to bring together
all the people, entities and institutions that are committed to actively advocating for the Catalan
education model (somescola.cat). In its statement, it called on the courts to put an end to interference
in the Catalan education system and language policy (Lavanguardia.com).

At the end of last year, participants called for a unified demonstration to defend the model of
linguistic immersion at the Triumphal Arch in Barcelona. This year, on the second of April, another
demonstration took place on the streets of Barcelona. The proposal to amend the law on language
policy is scheduled to be voted on in plenary after the Easter holidays (Elpais.com).

5. Education policy in higher education institutions

In the case of higher education institutions, Article 35 of the 2006 Statute of Autonomy states:
"Everyone has the right to education in the Catalan language in accordance with the provisions of this
Statute. In university and non-university education, Catalan should generally be used as a medium of
communication and learning" (Ley Organica 6/2006).

Thus, students can express themselves orally and in writing in the official language of their choice.
Teachers also have this right. In terms of administrative activities, Catalan is undoubtedly the main
working language of higher education institutions in the region. This includes, for example, signs on
buildings, registration forms or the websites of various university bodies. In some specific cases,
Catalan is the only working language. In terms of educational activity, the use of Catalan is very
extensive, although it varies from university to university. In general, the proportion of classes taught
in Catalan at Catalan universities ranges from sixty to eighty percent. In postgraduate, master’s and
doctoral studies, the proportion of Catalan is declining, to the benefit of Spanish, but sometimes
English. The fact that a teacher teaches a class in Catalan does not mean that students are required to
use that language. Under the law, students can express themselves orally and in writing in the official
language of their choice, so all students can speak Catalan and Spanish in their class and write their
exams in either of the two languages. There are teachers who provide the possibility to use other
languages as well, but of course Catalan and Castilian are the main languages of communication.

The case of Jordi Juanico Sabaté, a professor at the Universitat Autonoma de Barcelona (UAB),
sparked a debate over the presence of Catalan in universities. The teacher gave up teaching last
November because he was forced to teach Spanish. In a statement, faculty members working at the
university were informed that education in Spanish was mandatory without the possibility of an
answer. The decision was justified by the high number of foreign students. Juanico announced his
resignation and then immediately published his case on social media. The case triggered a flood of
complaints, with a number of similar cases coming to light. In response, the institution allowed the
teacher to return to work, teaching in Catalan (Elnacional.cat).

The Generalitat agreed in September this year with twelve Catalan public universities to oversee
language use in university education for the first time. The government will check every six months
whether subjects are taught in the language of the curriculum (Miquel, 2021). Universities are required
to produce a semi-annual report, which is sent to the ministry, where all incidents related to language
changes in education are collected. The Generalitat wants university classes to be conducted in the
language planned.

Catalan universities plan to prescribe 80% of their education in Catalan, thus extending language
immersion to university centers. Member of Parliament Gemma Geis announced the new plan at a
conference organized by her department, which was attended by representatives of the rectors,
research, linguistics, culture, politics and students. The joint work on the plan is expected to take place
in February and March so that the plan can be presented in April for the next school year, 2022-2023
(Elperiodico.com).
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According to university language use data published in the academic year, 73.9% of subjects in
Catalan public universities are taught in Catalan, 23.1% in Spanish and 21.2% in a third language,
which is mainly English. However, there is a significant difference between public and private
universities, in the case of the latter only 15.2% of masters courses are taught in Catalan, compared
with 35.3% in Spanish and 52.8% in English. In the case of theses, only 10.3% are presented in
Catalan, compared to 54% in third languages, especially English.

According to Isabel Fernandez, a professor of communication at the Universitat Autonoma de
Barcelona, teachers change the language of instruction due to unforeseen circumstances, such as the
number of foreign students or the presence of non-Catalan guest teachers. She believes that restricting
the right to education in the language of one’s choice is contrary to the Basic Law, which includes the
right of teachers and students to express themselves in the language of their choice. Fernandez also
warns that the plan to offer 80% of masters and postgraduate courses in Catalan is unworkable because
the majority of students, at least in her faculty, are foreign and non-EU nationals, they want to study in
Spanish or in English. According to the ministry, 50% of undergraduate courses at Catalan universities
are in Catalan.

In conclusion, there is no complete consensus on language use in university education either. There
is a kind of effort to promote the Catalan language, but this is hampered by the need to take into
account the needs of foreign students. It is certainly positive that both students and teachers can
express their thoughts in Spanish and Catalan, but as the example above shows, this right is not fully
realized in all cases.

6. Conclusions

In the debate over linguistic immersion, language has become a tool of political struggle. The
model has successfully compensated for the dominance of the Spanish language in language use and
promoted equal opportunities for children and adolescents. This is supported by data from surveys on
language use and the success of the language immersion model has been recognized by international
organizations. Those who disagree with the policy of language immersion, refer to the rights of parents
to freely choose the language of education for their children from the two official languages. Part of
society speaks of positive discrimination, saying the model of linguistic immersion violates the rights
of native Castilian speakers.

Despite the fact that 48.6% of the Catalan population over the age of 15 consider themselves to be
native Spanish, compared to 36.1% who are Catalan, both groups have adequate knowledge of both
languages. According to science, the model of language immersion has no negative effect on students'
language skills or other competencies.

Until now, the goal of education policy has been to balance what is unbalanced in society.
Education centers can improve asymmetry by making Spanish a mediating language in places with a
strong Catalan predominance, and Catalan where Spanish is more prevalent. Language immersion
should be flexible enough to adapt to the language needs of students, depending on whether or not
their school is located in a predominantly Spanish-speaking area. In terms of education policy, the
secret for the time being is the future of the language immersion model, with the plenary sitting still to
be on the agenda. In any case, the issue of Catalan divides public opinion and raises a number of other
exciting questions.
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FROM SETTING TO STRATEGY: ASTUDY INTO PERSPECTIVES
ON HIGHER EDUCATION OF EXPERIENCED EARLY YEARS
PRACTITIONERS, A ‘PARADIGM SHIFT’ ON TWO LEVELS.

Abstract

Research was carried out on the Isle of Wight, in the United Kingdom, to determine the impact of
Higher Education (HE) in childhood studies as studied at a Further Education (FE) college. The
original aims were to find out what a childhood studies graduate ‘looks like’ and what degrees in the
sector offer employers. It also set out to evaluate the impact of the Graduate Practitioner Competences
(GPCs) offered by HE providers. Research took the form of focus groups with childhood studies
undergraduates and on analysis. The participants focus was on professional progression and personal
development beyond the early years setting. Findings pointed to an appreciation of the skills and
abilities of childhood graduates by managers but, once embarked on HE programmes, Early Years
(EY) practitioners tend to look to develop their careers beyond the setting they are employed. The
participants used their degrees to move away from the role of EY practitioner into more ‘professional’
positions such as teaching and social work. It was not possible to evaluate the impact of GPCs in the
way intended, because the participants had little knowledge of this initiative (ECSDN, 2018). This
constitutes a paradigm shift in two ways: first, students begin to see the opportunities available to them
and look for career development, and second, the research on this group took a different direction to
that first anticipated. It began to focus not on the impact of HE on practitioners in the ECEC
workforce, but on the perceived benefits to practitioners in terms of career progression and self-
satisfaction. It is recommended that for further research on GPCs be carried out on practitioners at
earlier stages in their careers.

Key Words: Isle of Wight, Graduate Practitioner Competences, Paradigm Shift

1. Introduction

This research examines the perspectives of a particular cohort of early childhood students studying
at Isle of Wight (IOW), and their views on the benefits of higher education (HE) on practice in early
years (EY) settings. The participants are all mature students and experienced EY practitioners who
have made decisions to embark on first a Foundation Degree. After successful completion, they
progressed to Top Up year to give them a full bachelor’s degree (BA). It also focuses on Graduate
Practitioner Competences (GPCs) (ECSDN, 2018) and how these can enhance EY practice.GPCs were
developed to enhance practice and help to raise the profile of early years professionals with a view to
further professionalising the sector (Fairchild et al., 2022). A narrative approach was used to hear the
participants voices through focus group method with 12 students in two separate sessions. This
allowed the cohort the freedom to answer questions in their own way. What was found during this
research was that students showed a tendency to use higher education (HE) strategically rather than for
their current practice, and this led to a shift in the emphasis of the research. This resulted in a paradigm
shift on two levels.
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2. Background

Research has already highlighted the benefits of a graduate early years workforce and its impact on
the children in their care (Siraj-Blatchford et al., 2008; Sylva et al., 2010; Archer & Oppenheim,
2001); however, despite the breadth of research evidence, there has been limited appetite for policy
makers to change the qualification requirement in non-compulsory provision (DfE, 2021b). Policy
mandates that a level 3 vocational accreditation is sufficient to work with young children in England
(DfE, 2021b), which contrasts with other age phases of education (primary school for example) where
a graduate level qualification is required (Hevey, 2013). There are around 328,500 practitioners in the
early years sector and an estimated 62,000 providers in England (DfE, 2021). Of these more than twice
as many providers are in the private sector than in schools or the ‘maintained’ sector. Four fifths of
staff are qualified to at least level 3, and inschool-based settings 32% were qualified to degree level in
2021. In private and voluntary group-based settings the proportion of graduates is 11%. Pay reflects
the levels of qualifications with 12 % of staff with school providers and 18% of group-based staff
earning less than the National Living Wage (NLW) (DfE, 2021). Figures from the Department for
Education (2022) show higher average staff turnover than before the COVID 19 pandemic in early
years settings, with 28% in group-based settings (GPBs) and 11% for school-based settings (SPBs).
Just over half (55%) of SBP’s reported a 0% turnover rate, compared with 28% of GBPs. The reasons
staff have left settings since the pandemic are for GPBs lack of career progression (42%), a better
work-life balance/ less stressful job (34%) and better and more suitable working hours (32%). For
SBPs the reasons also included better pay (47%).

Against this background, the Early Childhood Studies Degree Network (ECSDN) is encouraging
early years staff to achieve Graduate Practitioner Competences (GPCs) (ECSDN, 2022). Among the
aims of the ECSDN are to:

e Campaign for a high-status early childhood graduate profession.

e To provide a critical perspective on and a forum for the advancement of appropriate early years

policies, initiatives, and legislation.

e To develop graduate and postgraduate level education, training, and research in the field of

Early Childhood Studies.

As well as the aims, the ECSDN also seek to promote academic and professional developments and
develop Early Childhood Studies (ECS) as an academic and professional discipline in HE. It aims to
work towards the integration of ECS within other early childhood academic and professional
initiatives, both nationally and internationally and promote pay recognition and acceptance by
employers of early childhood academic and professional qualifications (Fairchild et al., 2022). The
ECSDN acknowledges that Early Childhood degrees have been awarded for more than 25 years, but
also that these degrees vary substantially in their content and the need for placements to assess the
practice of EY practitioners at graduate level (ECSDN, 2018). GPCs are an attempt to offer the
opportunity to students to practice and be assessed at graduate level in an early years settings. They
promote the critical application of theory to practice and holistic knowledge and understanding of the
ecology of child development in family, community, and wider socio-politicalcontexts. GPCs are set
at level 6, for students to demonstrate the ability to apply, critically evaluate and communicate
theoretical knowledge to practice (ECSDN, 2018), to provide a standardised method of assessed
practice across the wide range of early childhood degrees. However, GPCs are optional and do not
necessarily carry HE credits, but the aim is for employers to start expecting that graduates in early
years have achieved GPCs, to create a demand for these higher-level skills.

It is in this environment that this research has taken place. It seeks to find out what staff in the
ECEC sector think of HE and what they will do with the degree once they have completed their
studies. Therefore, the aim of the of project is ‘To explore the ECEC sectors perspectives of ECS
degrees (FD and BA Hons Top Up) and ECS graduates on Isle of Wight’. It seeks to map the terrain
on the IOW by through relevant local and national policy, to consider what a graduate ‘looks like” and
what ECS degrees offer the sector in IOW, to consider perceptions of the of the graduate practitioner,
and to identify implications for the delivery of HE in ECS, both Foundation Degree and BA Hons Top
Up, and the inclusion of Graduate Practitioner Competencies within ECS degree programmes.
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3. The research

The findings of this research are part of a research project being conducted on the Isle of Wight
(IOW) in the United Kingdom. They are the results of the first stage of research, and therefore are
preliminary findings that stand at the time of writing but when further research has taken place, more
substantial findings will be available. Through exploring the aim, the expectation was to provide a
better understanding of how the ECEC sector can contribute to the notion of ‘graduate-ness’ and
‘graduate skills’, and to have a greater understanding of the ECS degrees and placement provision. It
was hoped that with a better understanding of the sector needs universities can ensure that EY
undergraduates and graduates are prepared for placements during their studies, and their transitions to
work, or positions of greater responsibility. Additionally, it was hoped to use the findings to
refine/tailor the programme universities offer to current and prospective students which have routes
into employment. There is some debate about what ‘graduate-ness’ means. In general, level six (the
final year of a bachelor’s degree), students should be able to think critically about abstract concepts in
their field, in this case childcare, and use primary sources to construct arguments (Quality Assurance
Agency, 2022a; 2022b). Other sources emphasise more general skills, not necessarily connected to a
sector or subject area. For example, the Office for Students (2022) highlight abilities such as
networking, securing employment and preparing for job interviews, and employers also look for
generic skills such as self-reliance, including willingness to learn and self-promotion, people skills
including teamworking and interpersonal skills, and general skills including problem solving and
flexibility. This is sought after as well as specialist subject skills (Graduate Recruitment Bureau,
2022). This distinction between subject specific abilities and general graduate skills became significant
in the analysis of the data.

3.1 Participation

The sample included 12 EY practitioners f rom a range of EY settings across the IOW. The
participants were studying at a Further Education (FE) college through a partnership with a university
in mainland England, as no actual university exists on the IOW. The sample are all female, and this is
not too dissimilar from the national picture of between 2% and 3% of males in the early year’s
workforce (DfE, 2019). This is despite efforts to increase the male presence in the sector (Warin et al.,
2020). This compares with the international average of 3% (Brody, 2015) and the OSCD rate for pre-
primary teachers across OECD (2020) countries at 3.2%. The sample varied in age with the youngest
in the 18-24, and the oldest in the 45-54 age groups. This reflects the picture in England; five of the
sample were under 34 years of age whereas in England overall, 40% are under 30 years old. The
sample practised in a range of settings; this includes half from the private/ voluntary/ independent
sectors and the other half from ‘maintained’ settings (legally constituted as schools) (DfE, 2019). The
second half also included one ‘Academy’, a school that receives funding directly from the government
and is operated by an academy trust (Gov.UK., no date). The sample were divided almost equally
between schools and early years settings, and all white British. The sample was taken from a group
studying for a “Top Up’ (i.e., the third year of a degree in Early Childhood which is equivalent to level
6), and unsurprisingly the highest qualification all of them held was the Foundation Degree in Early
Childhood. All the sample volunteered to take part in the research.

3.2 Research method

The research was conducted through a narrative approach and the method used was two separate
focus groups, each including half (six) of the group. A narrative approach was chosen because it was
the story of the participants that was sought (Riessman, 2000). It was felt that this is a relatively un-
researched topic and an almost ‘forgotten’ group of students, and a narrative style promised to access
the ‘omniscient, authorial voice’ (Bruner, 2004: 702). The sample have a distinct story to tell about
their experiences and oral literature would provide understanding of the forms and functions rooted in
their cultural contexts, scenes, and events (Bauman, 1986). It was anticipated that this group of
practitioners had not planned the outcomes of their professional lives, that they had ‘stumbled’ or
fallen into the roles they have arrived at, due to their backgrounds and family situations, and that
although their stories might seem simple and straightforward, there was more complexity than first
appears. So, there was an attempt not only to allow the actors to make meaning of their situations and
capture the vividness of their experience, but also to make the familiar strange, ‘rescue it from
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obviousness’ (Bruner, 1986). As their experiences were expected to be intricate and perhaps sensitive,
the narrative approach was also used to meet their psychological needs (Gibbs, 2007) and to gain the
same insights as from an interview (Thody, 1997), but with less formality, and a group approach. The
group approach was achieved by using the increasingly popular in educational research (Cohen et al.,
2011), focus group method.

The focus group method was selected initially for practical reasons. Due to restraints such as family
and childcare responsibilities, it was economical on time, and a large amount of data was expected in
the limited time available (Hyden and Bulow, 2003). Fifty minutes was allotted for each of two groups
of six students, as recommended for educational research (Barbour and Kitzinger, 1999). Although the
data generated was less than would be expected from individual interviews, the benefits of the
collective view (Morgan, 1988: 9) and the meeting of the psychological and social needs of the
students (Gibbs, 2007) compensated for this. One of the benefits of focus groups is the bringing
together of people previously unknown to each other (Hyden and Bulow, 2003), but in this case, all
the students in the two focus groups knew each other from being taught together. Bearing in mind the
psychological and social needs of the students, it was considered appropriate for them to be familiar
with each other to encourage the generation of a collective view. The focus group method allowed
themes to develop and attitudes and opinions to emerge (Hyden and Blow, 2003) without domination
from the facilitators (Morgan, 1988: 9). Skilful facilitation (Smithson, 2000) was needed to listen to
each member and hear a range of views, and minimise domination by some, or neglection of others
(Newby, 2010: 350). This prevented controversial views to be suppressed (Smithson, 2000), and
contributed to the overall outcome of the ’paradigm shift’ through which the participants explained
their reasons for embarking on a further education programme, not to gain skills in the ECEC field
they operated in, but to progress to other associated areas of ECEC and education. Had the focus group
method not been used, this may have been missed. The focus groups were conducted in a room
familiar to the participants, they were video recorded (with appropriate consent) and the verbal data
was transcribed for analysis. The two facilitators were also familiar to the participants and all these
factors contributed to a sense of rapport where a degree of understanding, trust and respect (Becker
and Bryman, 2004) was engendered between the participants and then facilitators.

The questions for the two focus groups were open to allow the participants to tell their stories
(Bruner, 2004). The questions asked generally about their settings and moved on to discuss the role
and expectations of graduates and undergraduates, before asking about the Graduate Practitioner
Competences (ECSDN, 2018) and perceptions of this initiative. However, one of the aims was to
allow the participants to relate to their experiences and freedom was given for them to influence the
agenda.

4. Findings
Overall, three main themes emerged from the research, (i) logistical and financial (ii) professional
(iii) personal; and these themes are presented below.

4.1. Logisticalandfinancial

Many of the group stated the costs of travelling to a university on the English mainland, and the
impact on family and other responsibilities, as restrictive in terms where to study. One stated that it
was a:

B3 Cheap way to get a degree/ stay on the IW.

Another claimed that they:
A2 feel disadvantaged because they have children and other commitments.

However, there were other reasons that travelling to mainland England was not seen as viable. One
stated:

BI I haven’t got the mental capability to leave (the Isle of Wight).

For some the option of distance learning was not as attractive as face-to-face learning. Participants
also saw financial benefits as studying locally meant that travelling costs to the mainland were saved.
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Some stated that without the opportunity to study at the IOW College, they would not have engaged
with higher education.

4.2. Professional

Some stated that they started in HE to improve their practice in early years. One student stated that
the role of early years practitioner was where she was ‘needed’, and emphasised the necessity:

B5 to learn about children/ gain confidence in working with children/ to do job better

Another stated:
A2 It’s just changed my whole perspective in my role.

However, most viewed HE as a way of developing their careers by changing their role. This was
especially the case as they realised the options for progressing to other employment, as they
progressed on the programme.However, some felt that early years’ graduates could be recruited to
positions which required only level 3 qualifications, and therefore felt a level of exploitation, saying:

A2: on the IW, schools advertise a lower level and take graduates for lower-level work

A6: Schools recruit staff that need level 3 for their job, from graduates, to do higher level work
(ie teachers) for the same Terms and Conditions.

Even so, the UK Foundation Degree model, where it is possible to work and earn while studying
(Mikuska, 2016), was welcomed and all would recommend the programme to other childcare
practitioners. The post- Higher Education ambitions of the group indicate that achievement in higher
education leads students to consider career options beyond that of early years practitioner or learning
assistant. Common destinations for the groups are professions such as teaching and social work, but
also include occupational therapy and psychologist. There was a level of regret that more options are
not available on the IW, but some were pleasantly surprised at the possibilities available for graduates
in general. Most saw the procurement of a degree as a way to develop their careers in the ECEC
workforce beyond the nursery/ reception class. Two stated:

B1 to go into a different route from early years, but still work with children

B5 The Top up has opened doors- for example to study for the Certificate of Education

Also, one explained that Higher education had opened new, unforeseen, possibilities as she:
B1 originally wanted to go into mental health (to understand my own background and others), but
now | am happy to see where it takes me.

One participant claimed that the professional benefits of higher education had already paid off:
A4 it helped me progress because I was just a bank support worker and I'm now home coordinator.

Those students who held managerial or supervisory roles welcomed the skills and abilities that
early childhood HE provides, such as depth of understanding, communication, and team-working, but
most of the group looked beyond the early years setting on achievement of a degree. Interestingly,
none of the group were aware of the role/ status of those holding Graduate Practitioner Competences.

4.3.Personal

All the group stated benefits to studying in HE, was ‘worth doing’. Many stated personal reasons
for starting in HE; these varied from the ‘love of studying’ to validation to self and others. One was
keen:

B5 to show the family I am studying, he can see me studying, and | can see him doing it.

Other benefits of undertaking higher education included a distraction from the rigours of life. One

stated:
Al It helped, it helped just to be busy all the time.
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These views developed from the confidence they gained as they progressed in the programme. In
terms of personal benefits, students stated that the return to learning was valuable, some thought the
degree has its own value beyond professionaldevelopment and would encourage any practitioners to
embark on the programme.One stated:

B1 I am a different person- more confident.

....and another found out about herself by:
B6 realising that | am quite capable (academically).

The impact on the students’ self-concept was notable. One stated that she had a bright future because
the experience of higher education had:
B6 expanded my world(and brought)personal development.

Another said:
BI If I wasn’t here, if I hadn’t done it, [ wouldn’t be who I am now.

All stated the degree has its own value besides getting a better occupation. One stating it has
changed her perspective in a broad sense:
A2 Ithas changed the way that | think about everything.

Learning in smaller groups, than may be the case in an actual university was welcomed, with some
stating that they could not have coped in an establishment on a greater scale. Students stated the
development of confidence, patience and understanding, as well as the realisation that progression in
the sector is a real option. Students refer to improved self-confidence and resilience, and there was a
feeling of achieving something for ‘myself’. The stage of life timing was welcomed by some who
stated that they could not have coped at an earlier age. However, opportunities for single parents were
still regarded as limited due to childcare responsibilities. But, even so, the feeling of personal
achievement came through strongly with one stating:

A2 you've done it for you and nothing else.

5. Findings summary

Students embark on Early Childhood Studies HE programmes on the Isle of Wight for various
reasons: these can be practical and developmental. There is a ‘market’ for HE programmes in early
childhood on the Isle of Wight as these opportunities are considered valuable and significant among
childhood practitioners for personal, professional and career development. However, this realisation
may not manifest itself until students develop confidence begin to understand the opportunities
available. In addition, it is felt that the Early Childhood Education Care (ECEC) sector does not
appreciate early years graduates, who are often offered positions for which holding a degree is not
necessary. The realisation of the opportunities available, tends to steer childhood studies graduates
away from ECEC workforce into graduate professions associated with, but preceived by many at
higher professional levels, than EY practitioners. Also, the personal development offered to these
undergraduates should not be underestimated as this is crucial to the self-concept and self-efficacy of
the students.

6. Discussion

The purpose of this research was to explore the perspectives of graduates and three main themes
emerged from the narratives of the participants. An overriding topic emerged from the data, that is
what motivates the students before, during and after higher education. Motivation theories will be
discussed to form an understanding of the perspectives of this student group to find out what direction
they are headed and what behaviour persists (Franken, 1994), and where they place their effort (Jones
and George, 2005).

6.1 Logistical and financial

One of the main issues for the students on the IOW is travel to the ‘UK Mainland’ to study. Costs
and existing responsibilities were given as factors for not travelling to an actual university; these
responsibilities include work and family commitments. Also, one student stated a lack of confidence to
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leave the IOW for a mainland university, implying a sense of imposter syndrome (Langford and
Clance, 1993). One other option could be to study online to take travelling out of the equation, but this
was not attractive to the students. According to eLearning Industry (2022), there are advantages and
disadvantages to online learning. Of the advantages, efficiency,accessibility of time and place, and
affordability were not enough to convince the participants to undertake online learning, and it did not
seem to suit their learning styles. Of the disadvantages (eLearning Industry, 2022), it seems that
‘isolation’ was the biggest obstacle. The students have a need for the group experience. The sense of
‘belonging’ (Maslow, 1943) and relatedness (Alderfer, 1972) overrode potential advantages of online
learning. These were the main reasons students chose to stay on the Isle of Wight for their studies.

6.2 Professional

The Early Childhood Studies Degree Network (ECSDN, 2018) introduced Graduate Practitioner
Competences as a strategy of improving and raising the professional profile of early years
practitioners. This is to use GPCs to become more effective and skilled practitioners. This relates to
Pink’s (2009) theory of drive. Pink states that in the contemporary working world, people are
motivated by autonomy, mastery and purpose. There was little evidence that the participants sought
autonomy, to become self-directed and increase engagement in their work. If they sought this at all, it
was to become autonomous by leaving their EY settings to pursue other options in the sector, and
perhaps increase engagement through this route. In terms of a sense of purpose, the participants all had
a desire to educate and care for children before, during and after HE so this did not seem to be a
motivator to engage in HE in the first instance. Alderfer’s ERG theory (1972) fits the motivations of
the participants better. The participants were seeking to improve their economic situation, i.e., moving
out of a notoriously low paid sector (DfE, 2021). This satisfies the existence aspect of ERG theory.
They were also attracted to the relatedness facet of ERG theory, by choosing to study in a group (and
isolated online). Above all, they sought growth. For the sample, moving out from EY settings and on
to more challenging or rewarding roles seemed to be key to explain their perspectives of HE. It may be
that they did not formulate these views until they had started (or finished) the HE programme, but HE
has opened opportunities for them to realise they seek growth in their roles as early years practitioners.
This represents a paradigm shift for them in a professional sense. They have come to realise that other,
more challenging and rewarding opportunities are available at this time in their careers, and this has
guided their perspectives on HE. So, in terms of becoming better practitioners at what they already do,
they have not chosen to do this. Rather, they have realised their potential and have voted with their
feet.

6.3 Personal

It has been argued that the participants have experienced a realisation that they can move on from
early years settings to more challenging and rewarding roles. However, this is not simply a
professional matter. Many of the sample related to personal change and growth due to the experiences
of HE, and this should not be underestimated as a factor in their perspectives of HE. Maslow (1943)
writes about deficiency needs which motivate people when these needs are unmet. Esteem needs are
included in this category and as the participants gain esteem through the experience of HE, the search
for esteem has diminished. Instead, they seek growth needs, and these include cognitive needs and
self-actualisation. The experience of HE has satisfied some of the deficiency needs and encouraged
them to develop. This does not manifest itself in becoming better practitioners at what they already do,
it has inspired them to develop their careers in other, but related ways. This is also reflected through
Alderfer’s (1976) concept of achievement; the participants’ experience of HE has diminished their
sense of ‘risk’ to further their careers.

7. Conclusions

This research has shed light on the motivations and professional and personal development of a
group of students. It has shown that, rather than developing their careers in their current practice, these
group of EY practitioners see opportunities emerge and develop self confidence to move into other
areas, although connected with ECEC, are more challenging to suit their altered perspectives. This
research has shown paradigm shift in two ways:
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1. It illuminates a shift in the way that participants think about their work (i.e., leaving current
early years practice for better opportunities).

2. A shift in emphasis of research from looking at motivation to enter HE and GPCs to looking at
how they use HE strategically.

A paradigm shift is moving away from an ‘accepted model or pattern’ (Kuhn, 1962: 23), and the
experience of higher education (HE) has provided a catalyst for the participants to do this. The
expected process of this research has also changed as the emphasis of the research has changed from
examining perspectives of how ECS students view the experience in, HE in terms of their practice, to
how it changes them professionally and personally. So, in two ways, basic concepts have been
changed. HE has played the role of social circumstances that have precipitated the shift (Handa, 1986)
for the students. The cluster of beliefs and practices associated with the worldview (Becker, and
Bryman, 2004) of the participants and the researchers have been changed due to the unexpected
findings of this research.

The question of the perspectives of ECS HE students on the impact of their practice remains to be
answered, as the research has shifted. This research has shown that, once embarked on an HE
programmes EY practitioners start to think beyond their current practice. The validity of Graduate
Practitioner Competences (GPCs) for this type of student is drawn into question. For ECS graduates at
earlier stages in their careers, this may be different, and further research into their views would be
helpful to achieve more valid perspectives on the role of GPCs and the effect on practice.
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LEKTIRA ZA UCENIKE MLADPE SKOLSKE DOBI U NACIONALNOM
KURIKULUMU NASTAVNOGA PREDMETA HRVATSKI JEZIK |
NASTAVNOM PLANU | PROGRAMU

SaZetak
Popisi lektirnih djela za osnovnu $kolu poceli su se pojavljivati poéetkom 1970-ih i od tada su
predmet brojnih rasprava. Svrha je skolske lektire razvijanje interesa i potrebe za itanjem iz uzitka, no
vecini je ucenika Skolska lektira samo jos jedna obaveza zbog nametnutog lektirnog popisa i mnogih
drugih razloga. Nastavni plan i program propisuje obvezna i izborna djela za Skolsku lektiru za svaki
razred te odreduje svrhu i zadac¢e samostalnog Citanja knjizevnih djela. Prema Kurikulumu nastavnoga
predmeta Hrvatski jezik donesenome 2019. godine ucitelji imaju vecu slobodu pri izboru knjizevnih
djela za lektiru, no od njih se time zahtijeva velika stru¢nost i odgovornost. Cilj je ovog istrazivanja
bio utvrditi razliku popisa lektirnih naslova u Nacionalnom kurikulumu nastavnog predmeta Hrvatski
jezik i Nastavnom planu i programu te kolika je sloboda i samostalnost ucitelja nizih razreda osnovne
Skole pri odabiru lektirnih naslova. IstraZivanje je provedeno putem online anketnog upitnika na
uzorku od 71 ucitelja na podru¢ju Republike Hrvatske. Rezultati istrazivanja pokazali su da se vecina
ucitelja osjec¢a spremno za samostalan izbor te samostalno bira izborna knjizevna djela za lektiru, a
kao najvaznije kriterije pri odabiru knjizevnog djela odabrali su sadrzaj djela, interese ucenika te
dostupnost knjizevnih djela u skolskoj knjiznici. Obvezni se lektirni popis nije znac¢ajno promijenio,

ali je uciteljima dana sloboda pri izboru vecine naslova.

Kljuéne rije€i: anketni upitnik, lektirni popis, samostalnost pri izboru knjizevnih djela

1. Uvod

Budu¢i da je ¢itanje temeljno sredstvo obrazovanja, zadatak je $kole i ucitelja mladima osvijestiti
vaznost Citanja, nauciti ih kako se ¢ita i kako Citanjem spoznati i dozivjeti svijet jer osim §to se
¢itanjem bogati rjecnik i stjeCu nova znanja, razvija se i oblikuje Covjekov duh. Zbog toga je vazno da
uciteljev izbor lektirnih djela rezultira u¢enikovom Zeljom i potrebom za ¢itanjem.

Nastavni plan i program (2006) za 1. razred osnovne $kole propisuje djela 14 autora od kojih se
izabiru 4 djela, a jedno od njih je obvezno. U 2. su razredu propisana djela 19 autora od koji se izabire
5 djela, a jedno je od njih obvezno. Popis se u 3. razredu povecava na 20 djela, a u 4. razredu na 25 od
kojih se izabire 7 djela, a 2 su obvezna. Prema Kurikulumu (2019) u 1. i 2. razredu osnovne $kole
ucenik cita 10 cjelovitih knjizevnih tekstova od kojih su dva obvezna, a od 3. do 8. razreda ucenik cita
8 cjelovitih knjizevnih tekstova od kojih su takoder obvezna dva. Ucenik treba procitati jedno djelo po
vlastitome izboru godi$nje, medutim uditeljima se predlaZze da ucenicima prepuste samostalan izbor
vise knjizevnih djela kako bi se povecala Zelja i interes za Citanjem te stvorile Citateljske navike.
Buduc¢i da je uciteljima dana sloboda pri izboru izbornih knjiZzevnih djela za lektiru, a za to je potrebna
spremnost na izbor i metodicka struc¢nost te brojni kriteriji za odabir lektirnog djela, zanimalo nas je
koliko su ucitelji samostalni pri odabiru lektirnih djela.

U radu je provedeno istrazivanje o samostalnosti i slobodi ucitelja razredne nastave pri odabiru
lektirnih djela. Ciljevi istrazivanja bili su utvrditi koliko su ucitelji zadovoljni trenutnim lektirnim
popisom propisanim Nastavnim planom i programom za osnovnu $kolu, odnosno Kurikulumom
nastavnoga predmeta Hrvatski jezik,sto je uciteljima najvaznije pri izboru knjizevnog djela za lektiru,
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sastavljaju li novi popis lektire za svaku generaciju, pruzaju li u¢enicima mogucnost samostalnog
izbora knjige za lektiru te kolika je njihova samostalnost pri odabiru djela za cjelovito Citanje.

2. Lektira

Lektira je u Hrvatskom enciklopedijskom rje¢niku (2002: 665) definirana kao ,,ono §to se Cita;
Citano gradivo, Stivo [zabavna lektira; laka lektira; popularna lektira]; tekstovi (Citava djela ili ulomci)
koje ucenici Citaju prema nastavnom planu." Termin lektira dolazi od francuske rijeci lecture koja je
nastala od srednjovjekovne latinske rijeci lectura — Citanje, izvedene od latinske rijeci legere — Citati.

Skolska je lektira neodjeljiva sastavnica nastave hrvatskoga jezika, a ¢ine ju knjizevna djela
propisana nastavnim programom. Ucenici je Citaju samostalno izvan nastave, a njena je svrha
razvijanje interesa i potrebe za Citanjem kod ucenika (Lenicek, 2002). Buduéi da se radi o
izvannastavnome Citanju i izvannastavnome vodenju biljezaka, lektira se razlikuje od ostalih nastavnih
sati knjizevnosti (Luc¢ic-Mumlek, 2002). Lektira pripada podru¢ju knjizevnosti, ali je u imeniku
izdvojena kao dodatna rubrika uz nastavna podruéja: hrvatski jezik, knjiZevnost, jezi¢no izrazavanje
(pisano i usmeno) i medijsku kulturu (Jerkin, 2012). Rosandi¢ (2005) lektiru definira kao knjizevna
djela za samostalno Citanje kod kuce ukljucena u nastavni program.

Gabelica i Tezak (2019) naglasavaju da je lektira spoj Citanja knjiga, razgovora o knjizi, nadahnué¢a
za vlastito izrazavanje i stvaranje u razli¢itim medijima, a ne samo Citanje. Ona treba biti ,,saveznik u
stvaranju neraskidivoga prijateljstva izmedu djeteta i knjige" (Gabelica i Tezak, 2019: 14).

Rosandi¢ (2005: 52) navodi zadace cCitateljskog odgoja koji je temeljna svrha lektire, a to su:
,dosti¢i/posti¢i odredenu razinu knjizevnoga obrazovanja; razviti kulturu ditanja, stvaralacke
sposobnosti uc¢enica/ucenika, knjizevni ukus; omoguciti bogatiji, sadrzajniji i suptilniji duhovni zivot;
izgraditi cjelovit pogled na svijet".

Iako bi trebala poticati Citanje iz uzitka i ljubav prema Citanju, lektira je ucenicima cesto samo jo$
jedna skolska obaveza. Temeljni su razlozi takvog razmiSljanja obvezatnost lektirnog popisa,
neuskladenost tematike djela i interesa ucenika, lektirni dnevnici, ocjenjivanje lektire te nezanimljiv
naéin obrade lektire (Gabelica i Tezak, 2019). Gabelica i TeZzak (2019) smatraju da se postupcima
poput procjenjivanja ucenickog razumijevanja redoslijeda radnje, likova, mjesta radnje i slicno
zanemaruje umjetnicki potencijal knjizevnog djela, ali i njegov utjecaj na ucenikov unutarnji svijet.
Sati bi lektire trebali biti mjesto gdje ucenik i uitelj razmjenjuju misljenje, produbljuju razumijevanje
i izrazavaju dozivljaje. ,,Cilj svake umjetnosti, pa tako i knjizevnosti, jest oplemeniti Covjeka"
(Gabelica i Tezak, 2019).

2.1. Lektirni popis

Prvi okvirni popis lektire u Hrvatskoj objavljen je u nastavnom planu i programu iz 1954. godine, a
lektirno se Citanje do te godine samo uvjetno spominjalo u nastavnim planovima. Popisi lektirnih djela
za osnovnu Skolu pojavljivali su se i nestajali sve do 1972. godine kada su postali obavezan, ali ne i
nepromjenjiv dio svih planova i programa. Lektirna su djela uspostavom univerzalnog lektirnog popisa
postala proizvod za kojim postoji veliki trzi$ni interes (HamerSak, 2006).

Gabelica i Tezak (2019) navode kako bi lektirni popisi trebali biti preporuka knjizevnih stru¢njaka
uciteljima. ,,Lektirni popis trebao bi biti fluidna i promjenjiva varijabla s uvijek istim ciljem — utjecati
na razvoj Citateljskih navika i ljubavi prema knjizi" (Gabelica i Tezak, 2019: 20). Na lektirnom se
popisu trebaju nalaziti zanrovski i tematski raznovrsna djela. U prvom se razredu osnovne Skole
pojavljuju teme bliske dje¢jem videnju svijeta: ,,djeca, zivotinje i biljke, priroda, roditeljski dom,
stvari, uzbudljivi dozivljaji, putovanja, igracke i sl." (Gabelica i Tezak, 2019: 26). U viSim se
razredima u skladu s razvojem osobnosti teme proSiruju te se njihova interpretacija s vremenom
mijenja.

Prema mnogim struénjacima popisi lektire trebali bi se mijenjati svake godine te dopunjavati
novim domacim i stranim naslovima. Gabelica i Tezak (2019) smatraju da u tome vaznu ulogu imaju
svaku generaciju te monotona interpretacija lektirnih djela rezultira prepisivanjem biljezaka medu
uéenicima i kori§tenjem interneta (Lazzarich i Canéar, 2020). Gabelica i Tezak (2019) prema Visinko
(2003) navode kako se treba smanjiti broj obveznih i povecati broj izbornih naslova, no pri tome je
vazna uliteljeva spremnost za izbor, osjetljivost za knjizevnoumjetnicke sadrZzaje i metodicka
stru¢nost.
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lako se smatra da bi ucenici trebali imati mogucénost samostalnog izbora knjiga za lektiru,
cjelokupan popis lektire ne bi trebao biti potpuno prepusten slobodi uc¢enika buduci da ucenici u toj
dobi jos uvijek nemaju potpuno razvijene knjizevne i estetske kriterije (Gabelica i Tezak, 2019).

3. Izbor knjiZevnih djela za lektiru

knjizevnih djela trebao biti usmjeren na uceniCke interese koji se mijenjaju iz godine u godinu
(Gabelica 1 Tezak, 2019). Odabir knjizevnog djela za lektiru pocetak je kontinuiranog rada s knjigom.
Knjizevno djelo koje uditelj odabire za svoje uéenike mora biti na razini njihovog emocionalnog i
intelektualnog razvoja (LeniCek, 2002). Prema Leni¢ek (2002) primjereno odabrana knjiga bliza je
uceniku jer je uceniku lakse uspostaviti vezu sa zamisljenim piScevim svijetom i vlastitim iskustvom
ukoliko je primjerena njegovoj dobi. Ucenik brze i bolje shvaca knjigu, aktivniji je i pozitivno
sudjeluje u radu s tekstom. Ce3éi je problem emocionalno i sadrzajno neprimjerena knjiga, a jo§ neke
od problema navodi Luci¢-Mumlek (2002: 48) u svom metodickom priru¢niku: ,,Uz to, ucenike
odbijaju Sablonizirani zahtjevi vezani za dnevnik Citanja i jednaki za sve, nemogucénost slobodnog
izbora lektirnih naslova te ustaljen metodicki pristup nastavi lektire". Lu¢i¢-Mumlek (2002) smatra da
¢e ucenik osjecati zadovoljstvo i1 radost te ¢e biti zainteresiran za Citanje i otkrivanje knjizevnog svijeta
ukoliko Cita knjige koje su tematski bliske njegovu emotivnom i intelektualnom iskustvu.

Prema Jerkin (2012) za problem u kojem je lektira ucenicima Cesto dosadna i mrska krivi su
ponekad sami ucitelji. Njihova je greSka nametanje klasi¢nih djela za lektiru i navika iz koje izabiru
naslove koje su viSe puta procitali i za koje imaju gotove pripreme. Ucitelji ne uvazavaju interese
ucenika jer smatraju da njihovi ucenici ¢itaju samo beznacajnu literaturu. Problem je i nedostupnost
novih, uc¢enicima zanimljivih naslova u Skolskoj knjiznici te provjeravanje je li ucenik doista procitao
djelo postavljanjem besmislenih pitanja vezanih uz detalje koje ni sami ucitelji ne bi zapamtili §to
nikako nije u skladu sa svrhom knjizevnoga odgoja. Jerkin (2012) navodi kako se poteskoce javljaju i
kod pisanja lektire zbog postavljenih zadataka i ustaljenog nacina obrade, a odgovornost je opet
uciteljeva. Kako bi se osuvremenio i unaprijedio nacin pisanja i interpretacije lektire nuzna je
uciteljeva kreativnost.

Vrlo je vazno posvetiti viSe vremena Citanju zajedno s ucenicima, a da to ne bude samo obvezna
lektira. Ucenici u Citanju trebaju uzivati, a ne ga dozivljavati kao jo$ jednu obavezu. Pozeljan je i
slobodan izbor knjizevnih djela za ¢itanje kako bi ucenici mogli ostvariti povezanost s djelom i uzivati
u Citanju (Centner, 2007). Tezak (1969) smatra da bi za lektiru trebalo biti 50% obveznih djela i 50%
djela po izboru ucenika. Ucitelj bi za obveznu lektiru izabrao naslove prema odredenim literarnim,
etickim, drustvenim, obrazovnim ili nacionalnim razlozima, a ucenici bi o djelima koja su sami
izabrali pisali u svoje biljeznice i obradili ih na nastavi lektire jednako kao i obvezna djela.

Prema Kurikulumu nastavnoga predmeta Hrvatski jezik (2019: 104) ucenik tijekom osnovne i
srednje Skole Cita jedno djelo godisnje po vlastitome izboru. ,,Broj djela za Citanje po vlastitome
izboru ucenika nije ograni¢en, Cak StoviSe, uéenike valja poticati na Citanje iz uzitka radi poticanja
literarnoga Citanja te stvaranja Citateljskih navika i Citateljske kulture." Jerkin (2012) navodi kako
ucenicima ne bi trebalo potpuno prepustiti izbor jer bi se moglo dogoditi da ucenik izabere istovrsna
djela, djela istog pisca itd. U¢enicka je sloboda u izboru lektirnih naslova ograni¢ena zbog njegove
dobrobiti. Uciteljeva je zadac¢a usmjeravati interese ucenika i ponuditi mu djela razli¢itih knjizevnih
vrsta i tematike kako bi upoznao knjizevnost i formirao vlastite knjizevno-estetske kriterije.

U Kurikulumu (2019) naglaseno je da se ucitelj pri planiranju, programiranju i organiziranju
nastavnoga procesa moze sluziti predlozenim popisima izbornih knjizevnih djela i ulomaka te prema
svojoj profesionalnoj procjeni i interesima, prije steCenim znanjima i potrebama ucenika u pojedinome
razrednome odjelu odabire izborna knjizevna djela za cjelovito Citanje i djela za ¢itanje na ulomcima.
,,UCiteljska sloboda u izboru naslova vrlo je znacajna i moze biti vrlo plodonosna za nastavu, za
ucenike". Kada bi ucitelj bio slobodniji u izboru naslova prosirile bi se i korelacijsko-integracijske
moguénosti (Jerkin, 2012: 126).

Ucitelj pri odabiru knjizevnog djela za lektiru mora misliti na interese i sposobnosti svakog
pojedinog ucenika u razredu stoga je od presudne vaznosti autonomija ucitelja kod odabira knjizevnih
djela za cjelovito Citanje jer oni najbolje poznaju svoje ucenike (Lazzarich, 2018).Blazevi¢ (2007)
navodi kako se u suvremenim istrazivanjima interesa osnovnoskolaca u 1. 1 2. razredu vidi zanimanje
za dinamiéne, akcijske knjizevnoumjetni¢ke tekstove u kojima se smjenjuju prepoznatljivi dogadaju,
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dok kod ucenika 3. razreda osnovne Skole jaca interes za fantasticno. U 4. se razredu pojavljuje interes
za avanturisticke romane.

Prema Luci¢-Mumlek (2002) motivirajuce je zajednicki s ucenicima odabrati lektirne naslove tako
Sto ¢e ucitelj na pocetku Skolske godine anketom provijeriti interese ucenika i na temelju rezultata
ankete predloziti naslove za lektiru. Anketa bi trebala pokazati interese ucenika za odredenu knjizevnu
vrstu, tematiku ili pisca.

Osiguravanje pozitivnoga iskustva s knjigom rezultirat ¢e ucenikovom ljubavlju prema citanju i
potrebom za redovito Citanje. Vazno je da je knjiga zanimljiva, zabavna i tematski bliska najmladem
Citatelju kako bi istinski mogao dozivjeti knjizevnoumjetnicko djelo i poistovjetiti se s likovima iz
djela (Lucic-Mumlek, 2002).,,Naime, dozivljaj knjizevnog djela stanje je unutarnjeg zanosa,
uzbudenja, sanjarenja, mastanja, asocijacija Sto ih izaziva djelo u psihi ucenika, ali se ne moze
objasniti i rije¢ju opisati" (Kovacevi¢, 1997: 54)

3.1. Kriteriji izbora lektirnih djela
ucenicima trebala ponuditi i novija djela hrvatskih i stranih autora budu¢i da se svake godine
objavljuju novi naslovi.

Lektirna djela koja ¢e se ponuditi ucenicima moraju biti odabrana prema nekim
kriterijima.Trenutni je lektirni popis sastavljen od reprezentativnih knjizevnoumjetnickih djela iz
nacionalne knjizevnosti i knjizevnosti drugih naroda te djela antologijske vrijednosti. Pri izboru je
vazna i tematska i zanrovska raznolikost te primjerenost djela dozivljajno-spoznajnim moguénostima
ucenika (Gabelica i Tezak, 2019).

Prema Kurikulumu (2019: 104) navode se sljede¢i kriteriji izbora lektirnih djela: recepcijsko-
spoznajne mogucénosti ucenika, Zanrovska uravnotezenost i tipicnost (poezija, proza, drama),
oglednost knjizevne poetike, literarne vrijednosti, podjednaka zastupljenost hrvatskih i svjetskih
knjizevnih tekstova iz razlicitih knjizevnopovijesnih razdoblja.

Gabelica i Tezak (2019: 50) navode jo$ neke kriterije o kojima bi trebalo razmisliti pri izboru
lektirnih djela: kriterij knjizevnoumjetnicke vrijednosti nekog djela, kriterij prilagodbe pristupa
knjizevnome djelu prema dozivljajno-spoznajnim moguénostima ucenika, kriterij povezanosti sa
Skolskim programom, kriterij raznolikosti, kriterij ucenic¢kog ukusa, kriterij dostupnosti knjiga.
Leni¢ek (2002) kod kriterija za izbor lektirnih djela spominje umjetni¢ku i odgojnu vrijednost,
primjerenu komunikaciju, primjerenost dozivljajno-spoznajnim moguénostima ucenika, razliCitost
tema i rodova, djela hrvatske knjizevnosti za djecu i najvrjednija djela svjetske knjizevnosti za djecu,
zavi¢ajnu knjizevnost te razvoj jezicne komunikacije ucenika s djelom. Mnogo je kriterija koje treba
uvaziti pri izboru lektirnih naslova kako bi se ostvarila svrha lektire, odnosno razvila kultura citanja
kod ucenika mlade $kolske dobi. Leni¢ek (2002) smatra da je umjetnicka vrijednost osnovni Kriterij za
odabir djela zato §to samo umjetni¢ko djelo kod u¢enika moze pobuditi vrijednosti na emocionalnoj,
spoznajnoj, fantazijskoj, etickoj i drugim razinama. U¢enik analizira i spoznaje umjetnicko u djelu,
usvaja knjizevni ukus i osjetljivost za knjizevni tekst. Prema Tezaku (1969) umjetnicka vrijednost
knjizevnog djela vazan je, ali ne i najvazniji kriterij za izbor lektire u osnovnoj $koli. Ucenici u
osnovnoj $koli trebaju ste¢i volju i sposobnost ¢itajuci djela koja su im bliska i zanimljiva pa tek onda
mogu razumjeti vrijedna umjetnicka djela. Lenicek (2002: 143) smatra kako se na nastavi knjiZzevnosti
moze najviSe utjecati na razvoj pozitivnih osobina kod ucenika i formiranje ucenika kao
liénosti.,,Odgojno vrijedna knjiga nudi uceniku model ponasanja, uzor za oblikovanje osobnosti."
Ucenik se stavlja u odredeni odnos prema likovima i dogadajima te ih vrednuje i ugraduje
u svoju etiku.

4. Lektira u nastavnom planu i programu za osnovnu $kolu (2006)

Hrvatski je jezik najopsezniji predmet osnovno$kolskoga obrazovanja te je kao Skolski predmet
najdulje u korelaciji sa svim ostalim predmetima. Prema Nastavnom planu i programu (2006) nastava
hrvatskoga jezika omogucéuje ucenicima stjecanje znanja, vjestina, sposobnosti, stajalista, vrijednosti i
navika koje pridonose njihovu osobnomu razvoju i omoguéuje im aktivno sudjelovanje u drustvu.

Hrvatski jezik obuhvaca Cetiri predmetne sastavnice koje se medusobno prozimaju i nadopunjuju, a
to su: hrvatski jezik, knjizevnost, jezi¢no izraZzavanje i medijska kultura.Zadac¢e nastavnog podrudja
knjizevnosti u hrvatskom jeziku su: spoznavanje i dozivljavanje, tj. primanje (recepcija) knjizevnih
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djela; razvijanje osjetljivosti za knjizevnu rije¢; razvijanje Citateljskih potreba; stvaranje Citateljskih
navika; osposobljavanje za samostalno Citanje i primanje (recepciju) knjizevnih djela (MZOS,
2006: 25).

Prema Luci¢ — Mumlek (2002) svrha je nastave knjiZzevnosti u razrednoj nastavi raznolikim
oblicima i organizacijom nastavnih i izvannastavnih situacija poticati zanimanje ucenika za Citanje i
razvijati kulturu ¢itanja knjizevnoumjetnickih tekstova.

Nastavni plan i program propisuje djela za knjizevnu lektiru za svaki razred, daje temeljna
metodi¢ka odredenja, svrhu i zadace Citanja lektirnih djela — stjecanje knjizevne kulture i kulture
¢itanja (Lenicek, 2002: 12). Prema Nastavnom planu i programu lektira nije zasebno podrucje vec
pripada podrucju knjizevnosti iako je u Skolskom imeniku izdvojena jer zahtijeva ocjenjivanje i
vrednovanje (Gabelica i Tezak, 2019). Propisani popis lektirnih naslova obuhvac¢a domaca i svjetska
knjizevna ostvarenja za djecu, sastavljen je prema antologijskom nacelu te na temelju pedagoskog
vrednovanja tekstova, uvazavajuéi estetski i razvojnopsiholoski kriterij uéenika (Luci¢-Mumlek,
2002).

4.1. Popis lektirnih djela za prvi razred osnovne skole

U prvom su razredu osnovne $kole Nastavnim planom i programom propisana djela Cetrnaest
autora, a od nekih je autora navedeno i viSe djela. Ucitelji za lektiru trebaju odabrati Cetiri djela medu
kojima su obavezne bajke Jacoba i Wilhelma Grimma po izboru. Djela su s popisa po vrsti bajke,
price, pjesme, ilustrirane knjige za djecu i slikovnice. Lektirna djela deset autora s popisa pripadaju
hrvatskoj, a Cetiri svjetskoj knjizevnosti (MZOS, 2006).

4.2. Popis lektirnih djela za drugi razred osnovne skole

U drugom su razredu propisana djela devetnaest autora. Ucenici moraju procitati pet djela od kojih
su obavezne bajke Hansa Christiana Andersena po izboru. Popis se sastoji od bajki, prica i zbirki
pjesama za djecu. Lektirna djela dvanaest autora s popisa pripadaju hrvatskoj, a sedam svjetskoj
knjizevnosti (MZOS, 20006).

4.3. Popis lektirnih djela za treci razred osnovne skole

U tre¢em se razredu osnovne $kole na popisu nalazi dvadeset djela od kojih uéitelji trebaju odabrati
sedam medu kojima su Vlak u snijegu Mate Lovraka te Cudnovate zgode Segrta Hlapic¢a Tvane Brli¢-
Mazurani¢ obavezna djela. Izbor se knjizevnih djela u tre¢em razredu prosiruje na basne, pripovijetke i
dje¢je romane. Lektirna djela trinaest autora s popisa za tre¢i razred pripadaju hrvatskoj knjizevnosti,
Sest svjetskoj, a basne se obraduju po izboru. (MZOS, 2006).

4.4. Popis lektirnih djela za Cetvrti razred osnovne skole

U Cetvrtom su razredu propisana djela dvadeset i pet autora od kojih ucitelji moraju odabrati
sedam. Obavezna su djela Regoc i Suma Striborova Ivane Brli¢-Mazuranié te Druzba Pere Kvrzice
Mate Lovraka. Na popisu su bajke, basne, pripovijetke i djecji romani. Lektirna djela sedamnaest
autora pripadaju hrvatskoj, a osam svjetskoj knjizevnosti (MZOS, 2006).

Uvidom u Nastavnim planom i programom propisane popise lektire Gabelica i Tezak (2019)
primjec¢uju da neke knjiZzevne vrste nisu ravnomjerno rasporedene. Odredene se knjizevne vrste na
popisu zanemaruju pa se moze dogoditi da ucenici tijekom cijelog svog Skolovanja ne procitaju ni
jednu zbirku poezije ili znanstveno-fantasticni roman. Gabelica i Tezak (2019) smatraju da bi se na
popisu lektire trebao nalaziti ve¢i broj zbirki poezije kako bi se djeca bolje upoznala s ovim
knjizevnim oblikom. Od knjizevnih su vrsta zanemarene i basne i strip, a slikovnice i bajke smatraju
se Stivom samo za mlade ucenike. Ucenike treba postupno upoznavati s razli¢itim knjizevnim vrstama
na svim razinama obrazovanja kako bi naucili neke kompleksnije stilske figure i dublje razumjeli
knjizevna djela (Gabelica i Tezak, 2019).

5. Lektira u Nacionalnom kurikulumu nastavnoga predmeta Hrvatski jezik (2019)

Prijedlog Nacionalnog kurikuluma nastavnoga predmeta Hrvatski jezik donesen je u veljaci 2016.
godine, a 29. sije¢nja 2019. godine Ministarstvo znanosti i obrazovanja donijelo je dokument
Kurikulum nastavnog predmeta Hrvatski jezik za osnovne $kole i gimnazije. U sklopu kurikularne
reforme Skola za Zivot ovaj se kurikulum eksperimentalno poéeo provoditi pocetkom $kolske godine
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2019./2020. u 1. 1 5. razredu osnovne, a u Skolskoj godini 2020./2021. za ucenike 2., 3., 6. 1 7. razreda
osnovne Skole te 2. i 3. razreda gimnazije, dok se za ucenike 4. i 8. razreda osnovne $kole i 4. razreda
gimnazije kurikulum pocinje provoditi od skolske godine 2021./2022. (MZO, 2019).

Predmet Hrvatski jezik ¢ine tri medusobno povezana predmetna podrucja, a to su: hrvatski jezik i
komunikacija, knjizevnost i stvaralastvo, kultura i mediji. Podru¢je knjizevnost i stvaralastvo temelji
se na Citanju 1 recepciji knjizevnoga teksta koji je iskaz umjetnickoga, jezi€nog, spoznajnog i osobnog
shvacanja svijeta i stvarnosti, a obuhvaca (Kurikulum, 2019: 9): razumijevanje, interpretaciju i
vrednovanje knjizevnoga teksta radi osobnoga razvoja, stjecanja i razvijanja znanja i stavova te
vlastitoga stvaralastva, razumijevanje stvaralacke i umjetnicke uloge jezika i njegova kulturnoga
znacenja, stjecanje knjiZzevnoteorijskih i knjiZevnopovijesnih znanja te uvida u reprezentativne
tekstove hrvatske i svjetske knjizevnosti radi razvoja stvaralackoga i kritickog miSljenja o
knjiZzevnome tekstu te proSirivanja vlastitoga iskustva ¢itanja, povezivanje jezi¢nih djelatnosti, aktivne
uporabe rje¢nika i steCenoga znanja radi dubokoga i asocijativnog razumijevanja teksta; potrebu za
¢itanjem knjizevnih tekstova i pozitivan stav prema Citanju iz potrebe i uzitka, osobni i nacionalni
identitet te razumijevanje opcekulturnoga nasljeda, razvoj kreativne verbalne i neverbalne
komunikacije, stvaralacko izrazavanje potaknuto razli¢itim iskustvima i dozivljajima knjizevnoga
teksta.

Cjelovito je Citanje jedna od glavnih sastavnica ucenja i poucavanja knjizevnosti, a svrha mu je
razvoj kulturne pismenosti i otvaranje novih perspektiva za refleksiju o svijetu, sebi i drugima. Ucenik
tijekom svog osnovnoskolskog obrazovanja u svakoj Skolskoj godini ¢ita odredeni broj cjelovitih
knjizevnih tekstova koje ucitelj izabire zbog ostvarivanja predvidenih ishoda.

Prema Kurikulumu (2019) ucenik u 1. i 2. razredu osnovne skole ¢ita dva obvezna od ukupno deset
knjizevnih tekstova, a od 3. do 8. razreda ¢ita dva obvezna od ukupno osam knjizevnih tekstova.
Jednom godisnje ucenik ¢ita djelo po vlastitome izboru, medutim broj djela za Citanje po vlastitome
izboru ucenika nije ograni¢en. Ucenike je potrebno poticati na Citanje iz uzitka kako bi se razvila
navika i kultura ¢itanja (Kurikulum nastavnoga predmeta Hrvatski jezik, 2019).

Lektirna su djela prema Kurikulumu (2019) birana u cilju ostvarivanja odgojno-obrazovnih ishoda
u predmetnome podrucju knjizevnost i stvaralastvo. Popis lektirnih djela voden je idejom o
profesionalnoj autonomiji ucitelja i nastavnika. UCcitelj izborna knjiZzevna djela za cjelovito Citanje i
¢itanje na ulomcima odabireprema svojoj profesionalnoj procjeni i interesima te potrebama ucenika u
pojedinome razrednome odjelu. Kurikulum (2019) ucitelju pri izboru knjizevnih djela predlaze odabir
suvremenijih tekstova za poticanje literarnoga ¢itanja prema nacelima: od poznatoga prema
nepoznatome, od bliskoga prema udaljenom. Ucenik bi se s temom ili Zanrom trebao upoznati na
suvremenim tekstovima, a svoje spoznaje i vjeStine produbiti na tekstovima iz knjizevnopovijesnih i
stilskih razdoblja.

5.1. Knjizevnih tekstova za cjelovito citanje

U Prijedlogu kurikuluma za nastavni predmet Hrvatski jezik (2016: 292) rijeC je o otvorenom,
neobvezujuc¢em popisu s kojeg ucitelj moze izabrati tekstove prema svojim profesionalnim Kriterijima
te je istaknuto kako navedeni popis nije zaokruzeno, obvezujuéi kanonski popis. Prema Prijedlogu
kurikuluma (2016) ovaj popis predstavlja prijedlog tekstova koji, prema procjeni ¢lanova Stru¢ne
radne skupine, omogucuju cjelovito Citanje usmjereno prema navedenoj svrsi nastave knjiZevnosti.
Ucitelj za cjelovito Citanje moZe izabrati i neki drugi primjereni tekst koji se ne nalazi na popisu.
NaglasSeno je da je otvoreni karakter ovog popisa posljedica uvjerenja da su ,,usmjerenost na uc¢enika i
profesionalna autonomija ucitelja temeljna pretpostavka kvalitetnog odgoja i obrazovanja", medutim u
Kurikulumu nastavnoga predmeta Hrvatski jezik donesenome u sijecnju 2019. godine ipak je dodan
popis obveznih knjizevnih tekstova za cjelovito Citanje, ali prosirenog popisa i izbornih lektirnih
naslova u Kurikulumu (2019) nema ve¢ je uciteljima dana sloboda pri izboru lektirnih djela.

6. Metodologija istraZzivackoga rada
6.1. Cilj istrazivanja

Cilj je ovoga istrazivanja utvrditi koliko se razlikuju popisi naslova u Nacionalnom kurikulumu
nastavnog predmeta Hrvatski jezik i Nastavnom planu i programu te koliko ucitelji nizih razreda
osnovne $kole samostalno biraju lektirne naslove.
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6.2. Zadatci istrazivanja

Zadaci istrazivanja su pretraziti stru¢nu i znanstvenu literaturu na zadanu temu, prouciti lektirni
popis u Nastavnom planu i programu i Nacionalnom kurikulumu nastavnog predmeta Hrvatski jezik,
osmisliti i provesti anketni upitnik o samostalnosti ucitelja razredne nastave pri odabiru lektirnih
naslova, otkriti §to je uciteljima bitno pri odabiru lektirnog djela, otkriti pruzaju li uéitelji uéenicima
mogucénost samostalnog izbora lektirnih djela, otkriti kolika je spremnost ucitelja za samostalan odabir
lektirnih djela, utvrditi stavove ucitelja o trenutnom popisu lektire propisanim Nastavnim planom i
programom za osnovnu Skolu.

6.3. Istrazivacko pitanje

Istraziti kakva je razlika u popisima lektirnih naslova u Nacionalnom kurikulumu nastavnog
predmeta Hrvatski jezik i Nastavnom planu i programu te kolika je sloboda i samostalnost ucitelja
razredne nastave pri izboru lektirnih djela.

6.4. Uzorak istrazivanja

U istrazivanju je sudjelovao 71 ucitelj razredne nastave na podruc¢ju Republike Hrvatske od kojih je
70 Zenskog, a 1 muskog spola. Medu anketiranim uciteljima 20 ucitelja (28,2%) ima manje od 5
godina radnog iskustva, 15 ucitelja (21,1%) ima izmedu 5 i 15 godina radnog iskustva, 11 ucitelja
(15,5%) ima od 16 do 25 godina radnog iskustva, 18 ucitelja (25,4%) ima od 26 do 35 godina radnog
iskustva, a 7 ucitelja (9,9%) u razrednoj nastavi radi vise od 35 godina.

6.5. Instrument, metode i vrsta istrazivanja

Istrazivanje je provedeno metodom anketiranja putem online anketnog upitnika koji se sastoji od
dvanaest pitanja. Anketni je upitnik anoniman, a uditelji ¢e u njemu odgovarati na pitanja vezana uz
razloge odabira knjizevnih djela za lektiru, zadovoljstvo trenutnim popisom u Nastavnom planu i
programu te samostalnost pri odabiru lektirnih djela. Znanstvena paradigma istraZivanja je
pozitivisti¢ka. Istrazivanje je primijenjeno jer sluzi postizanju novih spoznaja kojima mozemo ukazati
na nacine poboljSanja nastavnog proces, a prema trajanju je transverzalno jer se istrazuje trenutno
stanje u podrucju osnovnoskolskog obrazovanja. Prema mjestu provodenja istrazivanje je empirijsko
jer se temelji na prikupljanju i tumacenju podataka iz stvarnosti.

7. Rezultati istraZivanja
Prikaz rezultata istrazivanja dobivenih odgovorima ucditelja razredne nastave na postavljena pitanja
u anketnom upitniku.

Spol:

71 responses

oM
oz

Slika 1. Graficki prikaz spola ispitanika

Najveci broj ispitanika (98,6%) u ovome istrazivanju je Zenskog spola. Samo je jedan ispitanik
muskog spola.
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Godine radnog iskustva u razrednoj nastavi:
71 responses

@ manije od 5 godina
@® od 5 do 15 godina
@ od 16 do 25 godina
@ od 26 do 35 godina
@ vise od 35 godina

Slika 2. Godine radnog iskustva u razrednoj nastavi

Dobiveni rezultati sa Slike 2. prikazuju da je najviSe ispitanika s manje od 5 godina radnog
iskustva, a najmanje je ispitanika s vise od 35 godina radnog iskustva.

Sto Vam je najvaznije priizboru knjizevnog djela za lektiru?
71 responses

@ interesi uéenika

@ sadrzaj djela

@ Nastavni plan i program za osnovnu
Skolu

@ dostupnost knjizevnih djela u $kolskoj
knjiznici

@ Vrijedna djeéja knjizevna djela i djedji
pisci

Slika 3. Odgovori na pitanje ,,Sto Vam je najvaznije pri izboru knjizevnog djela za lektiru?"

Slika 3. prikazuje odgovore na pitanje ,,Sto Vam je najvaznije pri izboru knjizevnog djela za
lektiru?". Istrazivanjem je utvrdeno da je za25 (35,2 %) ispitanika najvazniji sadrzaj djela, a priblizan
broj ispitanika, to¢nije njih 23 (32,4 %) odabralo je interese ucenika kao najvazniji kriterij pri odabiru
lektirnih djela. Dostupnost knjizevnih djela u Skolskoj knjiznici najvazniji je kriterij za 18 (25,4 %)
ispitanika. Samo je jedan ispitanik dodao da su mu pri izboru djela za lektiru najbitnija vrijedna djecja
knjizevna djela i djecji pisci.

Zanimalo nas je sastavljaju li ucitelji novi lektirni popis za svaku generaciju ili koriste ustaljeni
popis.
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Sastavljate li novi popis lektire za svaku generaciju?

71 responses

® DA
® \E

Slika 4. Odgovori na pitanje ,,Sastavljate li novi popis lektire za svaku generaciju?"

Iz dobivenih rezultata prikazanih na Slici 4. vidimo da 56 ispitanika (78,9%) sastavlja novi popis
lektire za svaku generaciju, dok njih 15 (21,1%) ne sastavlja novi popis.

Nadalje,zeljelo se saznati pruzaju li ucitelji svojim u€enicima moguc¢nost samostalnog izbora knjige
za lektiru.

Pruzate li u€enicima mogucnost samostalnog izbora knjige za lektiru?
71 responses

® DA
® NE

Slika 5. Odgovori na pitanje ,,Pruzate li ucenicima mogucnost samostalnog izbora knjige za lektiru?"

Iz dobivenih rezultata sa Slike 5. vidljivo je da veéina ispitanika (80,3%) ucenicima pruza
moguénost samostalnog izbora knjige za lektiru.

Zanimalo nas je dogovaraju li ucitelji zajedno s uenicima naslove knjizevnih djela koja ¢e se
interpretirati na nastavi lektire.
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Dogovarate li zajedno s ucenicima knjizevna djela koja ce se obraditi na nastavi lektire?

71 responses

® DA
® NE

Slika 6. Odgovori na pitanje ,,Dogovarate li zajedno s ucenicima knjizevna djela koja ¢e se obraditi
na nastavi lektire?"

Na pitanje ,,Dogovarate li zajedno s ucenicima knjizevna djela koja ¢e se obraditi na nastavi
lektire?" veéi je broj ispitanika (50,7%) odgovorio da ne dogovara, a njih 49,3% je odgovorilo
da dogovara.

Zeljeli smo saznati misle li uéitelji da bi trebalo izbaciti popis obveznih djela i dopustiti potpunu
autonomiju ucitelja pri odabiru lektirnih djela.

Mislite li da treba izbaciti popis obveznih djela i dopustiti potpunu autonomiju ucitelja pri odabirL
lektirnih djela?
71 responses

® DA
® NE

Slika 7. Stavovi ispitanika o izbacivanju popisa obveznih djela i dopusStanju potpune autonomije ucitelja pri
odabiru lektirnih djela

Najveci broj ispitanika (66,2%) smatra da ne treba izbaciti popis obveznih djela za lektiru, dok njih
33,8% smatra da se popis obveznih djela treba izbaciti i dopustiti uciteljima potpunu autonomiju pri
odabiru lektirnih djela.

Sljedeci se zadatak sastojao od 6 tvrdnji u kojima je primijenjena Likertova skala u rasponu od ,,u
potpunosti se ne slazem" (1) do ,,u potpunosti se slazem" (5).
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Zadovoljan/zadovoljna sam trenutnim popisom lektire propisanim Nastavnim planom i programom

za osnovnu Skolu.
71 responses

40

34 (47.9%)
30

24 (33.8%)

20

9 (12.7%)

0(0%)

4 (5.6%)

Slika 8. ,,Zadovoljan/zadovoljna sam trenutnim popisom lektire propisanim Nastavnim planom i programom za
osnovnu Skolu"

Vecina se ispitanika (47,9%) slaze s tvrdnjom ,,Zadovoljan/zadovoljna sam trenutnim popisom
lektire propisanim Nastavnim planom i programom za osnovnu Skolu", ali ne u potpunosti. Niti jedan
ispitanik nije odgovorio da se uopce ne slaze s tvrdnjom, a 33,8% ispitanika nije sigurno u svoj odabir.

Popis lektirnih djela treba sadrzavati viSe suvremenih tekstova.

71 responses

30

27 (38%)

24 (33.8%)

20
18 (25.4%)

10

1(1.4%) 1(1.4%)

1 2 3 4 9

Slika 9. ,, Popis lektirnih djela treba sadrZavati vise suvremenih naslova”
Iz dobivenih rezultata na Slici 9. vidimo da se najveci broj ispitanika (38%) u potpunosti slaze s

tvrdnjom da bi popis lektirnih djela trebao sadrzavati vise suvremenih naslova, dok se samo 1 (1,4%)
ispitanik ne slaze s tom tvrdnjom, a 1 (1,4%) se u potpunosti ne slaZe s tom tvrdnjom.
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Dostupnost djela u §kolskoj knjiznici utje¢e na moj izbor djela za cjelovito Citanje.
71 responses

40

40 (56.3%)

30

20

1(1.4%) 5 (7%) 6 (8.5%)

1 2 3 4 5

Slika 10. ,, Dostupnost djela u skolskoj knjiznici utjece na moj izbor djela za cjelovito citanje"

Najveci se broj ispitanika (56,3%) u potpunosti slaze da dostupnost djela u Skolskoj knjiznici utjece
na njihov izbor djela za lektiru, ali postoje i oni koji se ne slazu s tom tvrdnjom.

Prema svojoj profesionalnoj procjeni, interesima, prije stecenim znanjima i potrebama ucenika

samostalno biram izborna knjizevna djela za cjelovito itanje.
71 responses

40
30 32 (45.1%)
26 (36.6%)
20
10 ) 10 (14.1%)
2(2.8%) 1(1.4%)
0 — E—
1 2

Slika 11. ,,Prema svojoj profesionalnoj procjeni, interesima, prije steCenim znanjima i potrebama ucenika
samostalno biram izborna knjizevna djela za cjelovito citanje"

S tvrdnjom ,,Prema svojoj profesionalnoj procjeni, interesima, prije steCenim znanjima i

potrebama ucenika samostalno biram izborna knjizevna djela za cjelovito citanje" slaze se 45,1%
ispitanika. Dvoje se ispitanika ne slaze s tvrdnjom dok se jedan u potpunosti ne slaze s tom tvrdnjom .
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Spreman/spremna sam procijeniti knjizevnoumjetnicku vrijednost i vaznost odredenih lektirnih

djela nad ostalima.
71 responses

40

30 32 (45.1%)

27 (38%)
20

10 (14.1%)

Slika 12. ,,Spreman/spremna sam procijeniti knjizevnoumjetnicku vrijednost i vaznost odredenih lektirnih djela
nad ostalima"

Na Slici 12. mozemo vidjeti da se najveCi broj ispitanika (45,1%) slaze s tvrdnjom
wSpreman/spremna sam procijeniti knjizevnoumjetnicku vrijednost i vaznost odredenih lektirnih djela
nad ostalima”, dok se samo dvoje ispitanika (2,8%) ne slaze s tom tvrdnjom. Deset je ispitanika
(14,1%) odgovorilo da se niti slaze niti ne slaze s tom tvrdnjom.

Spreman/spremna sam samostalno odabrati djela za cjelovito Citanje.
71 responses

40

7.9%
30 34 (47.9%)

28 (39.4%)

20

1 (1.4%) 0 (0%) 8 (11.3%)

Slika 13. ,,Spreman/spremna sam samostalno odabrati djela za cjelovito citanje"

S tvrdnjom ,,Spreman/spremna sam samostalno odabrati djela za cjelovito citanje" slaze se 39,4%
ispitanika, a u potpunosti se slaze njih 47,9%. Osam ispitanika (11,3%) nije sigurno u svoj odabir, dok
se jedan ispitanik (1,4%) izjasnio da se u potpunosti ne slaze s tvrdnjom.

8. Rasprava

Na pitanje ,,Sto Vam je najvaznije pri izboru knjizevnog djela za lektiru?“, najveci se broj
ispitanika izjasnio da je to sadrzaj djela, a priblizan je broj ispitanika naveo interese ucenika. Buduci
da je svrha lektire razviti interes i potrebu za ¢itanjem kod ucenika, nuzno je poznavati i uvazavati
interese ucenika kako bi odabirom knjizevnih djela za lektiru kod ucenika pobudili Zelju za Citanjem.
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Kao najvazniji kriterij pri izboru lektirnog djela navedena je i dostupnost knjizevnih djela u Skolskoj
knjiznici. To je vrlo vazan kriterij veéini ucitelja budu¢i da mnoge skolske knjiznice ne posjeduju
dovoljan broj primjeraka knjiga, pogotovo novijih, ufenicima zanimljivih naslova. Samo je jedan
ispitanik s viSe od 35 godina radnog iskustva dodao vrijedna djecja knjizevna djela i djecje pisce kao
najvazniji kriterij pri izboru knjizevnog djela.

Na pitanje ,,Sastavljate li novi popis lektire za svaku generaciju“veci je broj ispitanika odgovorio
da sastavlja novi popis §to je i dobro jer se lektirni popis treba redovito mijenjati u skladu s djecjim
interesima 1 Citalackim sposobnostima, a ucitelji bi trebali pratiti i suvremene pisce i djela te novije
razloga zaSto ucitelji sastavljaju novi popis lektire za svaku generaciju su sljedeci: interesi se ucenika
mijenjaju i razliCiti su,generacije se razlikuju te se pojavljuju novi naslovi. Naravno, pri tome je bitno
da skolska knjiznica raspolaze dovoljnim brojem primjeraka knjizevnih djela koja se odaberu pa je
upravo nedostupnost knjizevnih djela veéini ucitelja glavni razlog zasto ne sastavljaju novi lektirni
popis za svaku generaciju. Na pitanje ,,Pruzate li u¢enicima moguénost samostalnog izbora knjige za
lektiru?“vecina je ispitanika odgovorila da ucenicima daje moguénost samostalnog izbora knjige za
lektiru. Vecina je uditelja izjavila da u€enicima prepustaju samostalan izbor samo jednog knjizevnog
djela za lektiru godisnje. Prema Kurikulumu (2019) ucenik cita jedno djelo godisnje prema
vlastitome izboru, medutim broj djela po vlastitome izboru ucenika nije ograni¢en. Velik je broj
ispitanika izjavio da samostalan izbor djela prepustaju uglavnom ucenicima 3. i 4. razreda. Jedan je
ispitanik izjavio da samostalan izbor knjige prepusta boljim ¢itatima, no smatram da bi svakom
uceniku trebalo dati priliku da samostalno izabere knjizevno djelo za lektiru te tako uziva u Citanju i
interpretiranju onog Sto ga zanima. Ucitelji koji su se izjasnili da u¢enicima ne pruzaju moguénost
samostalnog izbora knjige za lektiru kao razloge su naveli nedostupnost knjizevnih djela u skolskoj
knjiznici te lakSu organizaciju nastave, ali i to da bi ucenici tada birali samo kratke price i
slikovnice. Jedno od obrazloZenja je i to da uéenici nisu zainteresirani ni za obvezne naslove, no
smatram da upravo zato ucenicima treba omogucditi da sami izaberu Sto Zele procitati i time ih
zainteresirati za Citanje 1 istrazivanje knjiga prema njihovom interesu. Svakako je uciteljeva zadaca
usmjeravati ucenike pruzaju¢i im djela razli¢itih knjizevnih vrsta, no smatram da je nuzno
ucenicima prepustiti samostalan izbor najmanje jednog djela godisnje.

Na pitanje ,,Dogovarate li zajedno s ufenicima knjizevna djela koja ¢e se obraditi na nastavi
lektire?““gotovo jednaki postotak uditelja jeodgovorio da i ne. U¢itelji koji su potvrdno odgovorili na
ovo pitanje obrazlozili su svoj odgovor na sljede¢i nacin: ,,Na pocetku Skolske godine provedem
anketu o njihovu ¢itanju (Sto rado ¢itaju, Sto bi zeljeli ¢itati...) potom i neSto od toga uvrstim u
popis djela za cjelovito Citanje. Naravno, na popisu se trebaju naci reprezentativna knjizevna djela i
djecji pisci koja ucenici svakako trebaju procitati.; ,,Volim cuti njihova razmisljanja i razloge
odabira pojedinog djela.”; ,,Ako je ucenicima prethodna lektira bila laka ili teSka za Ccitanje
predlazem im sli¢ne ili razli¢ite knjige.*

Ucitelji koji s u€enicima dogovaraju knjizevna djela koja e se interpretirati na nastavi lektire
najcesce to rade na nacin da im na pocetku Skolske godine predloze popis knjizevnih djela za lektiru
pa zajedno izaberu ono $to ¢e se Citati prema njihovim interesima i zeljama §to je vrlo dobar nacdin
poticanja u¢enika na Citanje 1 aktivno sudjelovanje. U¢itelji koji ne dogovaraju zajedno s ucenicima
knjizevna djela za lektiru smatraju da su ucenicima naslovi djela nedovoljno poznati te da nemaju na
temelju Cega odabrati nesto. Nedostupnost knjizevnih djela u Skolskoj knjiznici ponavlja se kao jedan
od glavnih razloga zbog kojih u¢itelji izbjegavaju dogovor s uéenicima te se vode nastavnim planom i
programom. Jedno od obrazlozenja odgovora je sljedece: ,,Lektirne naslove biram sama. No, osim
lektire ucenicima je tijekom cijele godine na raspolaganju velik broj knjiga koje sami biraju i itaju
redovito, neki viSe, neki manje. O pro¢itanom ponekad razgovaramo, usputno, nevezano uz sat
lektire.*

Na pitanje ,,Mislite li da treba izbaciti popis obveznih djela i dopustiti potpunu autonomiju ucitelja
pri odabiru lektirnih djela?*“vecina je ispitanika (66,2%) odgovorila da ne bi trebalo izbaciti obvezna
djelanaglasavajudi kako su neka vrijedna knjizevna djela dio opce kulture i trebaju biti obvezna za sve.
Takoder smatraju da nisu svi ucitelji dovoljno kompetentni za samostalan izbor lektire i procjenu
kvalitete 1 primjerenosti lektirnih djela za pojedini uzrast te da treba prihvatiti misljenje strucnjaka.
Jedno je od obrazloZenja odgovora i to da neka reprezentativna knjizevna djela i djeGje pisce
nikako ne bi trebalo izostaviti u pojedinim razredima te da dijete treba upoznati provjerena, kultna
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djecja knjizevna djela i pisce. Jedan od odgovora je: ,, Trenutni proSireni popis je bogat i dobar. |
uciteljima je u moru dostupnih naslova potrebna vodilja i okvir iz kojega mogu birati, a nitko nam
ne brani da ubacimo i naslove po svom izboru, uz one obvezne.*

Medu ispitanicima koji smatraju da bi obvezni lektirni popis trebao biti izbacen te da treba
dopustiti potpunu autonomiju ucitelja pri odabiru knjizevnih djela za lektiru, najveci je broj ucitelja s
manje od 5 godina radnog iskustva. Neki od njihovih odgovora su sljedeci: ,,Svaki ucitelj je individua
za sebe i smatram da bi za svaku generaciju (ovisno o Zeljama ucenika) mogao samostalno i uz
pomo¢ ucenika sloziti popis lektire za tekucu Skolsku godinu kako bi poticajno djelovao na
Citateljske navike u€enika, a ne ih prisiljavao na ¢itanje djela koja su im nezanimljiva.”; ,,Nisu sva
djela za svakoga. Uostalom, smatram da su neka djela zastarjela i nisu primjerena vremenu u kojem
ucenici zive. Poneka su puna starih izraza i pisana starijim jezikom te ih djeca ponekad ne
razumiju. Danas je djecu tesko potaknuti na Citanje, stoga smatram da bi svaki ucitelj, sukladno
interesima djece, trebao osmisljavati popis.; ,,Neki obavezni naslovi su odavno postali dosadni jer
se rade desetlje¢ima, zastarjeli su, danasnja djeca, naroCito mala, ne razumiju taj zastarjeli govor ni
rjecnik.

lako prema Prijedlogu kurikuluma (2016: 292) niti jedno knjizevno djelo za lektiru nije propisano
kao obvezno te je isticanjem da su ,,usmjerenost na ucenika i profesionalna autonomija ucitelja
temeljna pretpostavka kvalitetnoga odgoja i obrazovanja“uciteljima dana potpuna autonomija pri
izboru knjizevnih djela za lektiru, u Kurikulumu nastavnoga predmeta Hrvatski jezik donesenome u
sije¢nju 2019. godine prosSirenog popisa izbornih naslova nema, ali je ipak dodan popis obveznih
knjizevnih djela za cjelovito ¢itanje koja se moraju obraditi uz ona izborna.

Istrazivanje je pokazalo da se veéi broj ispitanika slaZze s tvrdnjom ,,Zadovoljan/zadovoljna sam
trenutnim popisom lektire propisanim Nastavnim planom i programom za osnovnu $kolu®, ali ne u
potpunosti, no velik je i broj onih koji nisu sigurni. Veéina se ispitanika u potpunosti slaze da bi popis
lektirnih djela trebao sadrzavati vise suvremenih tekstova te se slazu s tvrdnjom ,,Dostupnost djela u
Skolskoj knjiznici utjeCe na moj izbor djela za cjelovito Citanje“Sto se vidi i u odgovorima na
prethodna pitanja u kojima isti¢u nedostupnost knjizevnih djela u Skolskoj knjiznici kao glavni
problem. S tvrdnjama ,,Prema svojoj profesionalnoj procjeni, interesima, prije steCenim znanjima i
potrebama ucenika samostalno biram izborna knjizevna djela za cjelovito ¢itanje* i ,,Spreman/spremna
sam procijeniti knjizevnoumjetni¢ku vrijednost i vaznost odredenih lektirnih djela nad ostalima‘“se
takoder slaze velik broj ispitanika, ali ima i onih koji nisu sigurni u svoj odabir iz ¢ega vidimo da su
uditelji ve¢inom samostalni pri izboru knjizevnih djela za lektiru. S tvrdnjom ,,Spreman/spremna sam
samostalno odabrati djela za cjelovito Citanje™ slaze se 39,4% ispitanika, a 47,9% ih se u potpunosti
slaze s tom tvrdnjom, dok je manji broj onih koji nisu sigurni, a samo se jedan ispitanik u potpunosti
ne slaze s tom tvrdnjom.

9. Zakljucak

Ucenicki se interesi mijenjaju iz generacije u generaciju te se svake godine pojavljuju novi
zanimljivi naslovi domacih i stranih autora. Ukoliko ucenike Zelimo zainteresirati za knjigu i kod njih
razviti ljubav prema citanju, nuzno je redovito mijenjati lektirni popis i1 pritom uvaziti knjiZzevne
interese i Citateljske sposobnosti ucenika. Jedan od &estih problema koji su naveli ispitanici ovog
istrazivanja je nedostupnost knjizevnih djela u $kolskim knjiznicama koja ih ogranicava u provodenju
Skolske lektire.

Na temelju dobivenih rezultata istraZzivanja mozemo zakljuéiti da vec¢ina ucitelja razredne nastave
redovito mijenja lektirni popis te samostalno bira izborna lektirna djela uvazavajuéi pritom
sposobnosti i interese ucenika. Vecina je ucitelja zadovoljna ili djelomi¢no zadovoljna trenutnim
popisom propisanim Nastavnim planom i programom za osnovnu $kolu, no slazu se da bi se popis
trebao osuvremeniti.Istrazivanjem smo takoder uvidjeli da ve¢inom ucitelji s radnim iskustvom
manjim od 5 godina smatraju kako bi se obvezni popis trebao ukinuti te bi se uciteljima trebala
dopustiti potpuna autonomija pri odabiru lektirnih djela, dok uditelji s viSe godina radnog iskustva
ipak smatraju da su neka vrijedna knjiZzevna djela dio opCe kulture te trebaju biti obvezna za sve. lako
u veéem broju zemalja lektirni popis uopce ne postoji, u Hrvatskoj se na obveznom popisu lektire vec
godinama nalaze ista knjiZzevna djela za koja se smatra da bi ih sva djeca trebala procitati prije nego
zavrse svoje Skolovanje. U obveznom lektirnom popisu u Nastavnom planu i programu (2006) i
Nacionalnom kurikulumu nastavnoga predmeta Hrvatski jezik (2019) ne postoje velike razlike, ali je
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uciteljima Kurikulumom (2019) dana sloboda pri izboru izbornih naslova za cjelovito €itanje, no time i
velika odgovornost.

Vrlo je vazno ulagati u educiranje buducih ucitelja kako bi bili spremni samostalno prema svojoj
profesionalnoj procjeni te uc¢enickim interesima i Citateljskim sposobnostima izabrati knjizevna djela
za svoje ucenike. Zadaca je svakog ucitelja kvalitetnim odabirom knjige, ali i metodi¢kim pristupom
prenijeti ljubav prema Citanju na svoje ucenike.
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READING FOR YOUNGER SCHOOL STUDENTS IN THE CURRICULUM AND THE
NATIONAL CURRICULUM OF THE SUBJECT CROATIAN LANGUAGE

Summary

A list of reading assignments for the primary school began to appear in the early 1970s and has
been the subject of much debate ever since. The purpose of reading assignments is to develop the
interest and need to read for pleasure, but unfortunately for most students school reading is just
another obligation due to the imposed reading list and many other reasons. The Croatian National
Curriculum prescribes compulsory and elective works for school reading for each grade and
determines the purpose and tasks of independent reading of literary works. According to the
Curriculum of the subject Croatian language adopted in 2019, teachers have more freedom in choosing
literary works for reading, but this requires great expertise and responsibility. This research aimed to
determine the difference between the list of reading titles in the National Curriculum of the subject
Croatian language and the Teaching Plan and Programme and how much is the freedom and
independence of primary school teachers in choosing reading titles. The research was conducted
through an online questionnaire on a sample of 71 teachers in the Republic of Croatia. The results of
the research showed that most teachers feel ready for independent choice and independently choose
elective literary works for reading, and as the most important criteria when choosing a literary work
they chose the content of the work, students interests and the availability of literary works in the
school library. Mandatory reading has not changed significantly, but teachers have been given the
freedom to choose most titles.,

Keywords: questionnaire, list of reading assignments, independence in the choice of literary works
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UJ PARADIGMAK A TANULASI MOTIVACIOBAN

Osszefoglalo

Tanulmanyunkban egyetemi hallgatok tanulasi motivaciojat vizsgaltuk a Covid jarvany id6északara
vonatkozdan. Az egyetemi oktatdas munkarendje a jarvany idején offline koérnyezetbdl online
kornyezetbe kerilt 4. Az online oktatas egészen mas eszkdzoket, hozzaallast, tanulasi modszereket
kivant meg, mint a hagyomanyos oktatasi forma.

A tanités-tanulas szamara jfajta megujulasi igény és lehetdségek jelentkeztek, melyeket nagyban
meghataroznak az online tanuldsi kornyezetek. Az Ujonnan létrejott kortilményekhez az
intézményeknek, az oktatoknak és a tanuldknak is alkalmazkodniuk kellett. A tanuloktdl sokkal
nagyobb onallosagot kdvetelt meg a helyzet, valtozott a tanulasi id6 beosztasa, a tanulasi szokasok és a
technikai felszereltség igénye is.

Kutatasunk célja megvizsgalni, miként valtozott a hallgatok tanuldsi magatartasa, motivacidja az
online oktatds soran. Hogyan valtozott meg hozzaallasuk a tanulassal kapcsolatban, és milyen
motivacids megoldasokkal talalkoztak az oktatok részérdl.

Kulcsszavak: tanulasi motivacid, tanulasi magatartas, online oktatas, covid jarvany

Bevezeto

Mindig is erételjes torekvés élt a pedagogia elméletében és gyakorlataban a tanulok tanulashoz
valé pozitiv viszonyanak kialakitasara, és ennek érdekében a személyiségen belili sziikséges
motivaciok létrehozdsara. A motivacié a pedagdgia egyik legizgalmasabb, ugyanakkor talan
legkevésbé ismert tertilete. Koznyelvi jelentése — mint az emberi cselekedetek mozgatoja, inditéka,
célok meghatarozéja — mar a klasszikus korban is hasznalatos volt. A tanulasi motivaciét és annak a
tanulasi tevékenységre, a tanuldsi teljesitményre valamint a tanuld személyiségének fejlodésére
gyakorolt hatasat évtizedek Ota tanulmanyozzak. Eleinte a motivaciot 06sztonelméletekkel
magyaraztak, késobb egylitt tanulmanyoztak a tanulassal kapcsolatos 0sszes nem kognitiv tényezdével
(Réthy, 1988). Az iskolai tanulasi motivacié minddssze par évtizedes fogalom, kutatasa ugyanakkor az
utobbi évtizedekben dinamikus fejlédést ¢l meg. Az 10 megkozelitések mar a motivumok
otvozédésére, a kiilonbozé motivumok egymasra hatd mitkodésére, fejlédésének integralt vizsgalatara
irdnyulnak (Réthy, 2001).

A COVID-19 jarvany miatt 2020 mérciusatol bevezetett iskolai digitalis munkarend az oktatasi
rendszer minden résztvevdjét szamos uj feladat elé allitotta. Kiilonb6z6 megoldasok sziilettek a
hagyomanyos munkarend felvaltasara, példaul valés idejii online 6rak, oktaté videdk hasznalata,
onall6 munka a taneszkdzokkel. Kiemelt szerepet kapott a tanulok motivalasanak kérdése. Az oktatési
munka az iskola falain kivil folytatédott, igy az évtizedek 6ta kutatott és fejlesztett motivacids
eszkdzok alkalmazésa is kikerilt az iskola falai koziil. A pedagdgusok szerepe megvaltozott a tanulok
¢letében, hiszen kizarolag a személyes kontaktust keriil6 csatorndkon kommunikalhattak a tanulokkal.
Emiatt a tanulas személyes, fizikai jelenléttel valo tamogatasa a sziil6kre harult, vagy ennek hianyaban
a tanuldk a kiils6 motivacids hatasok helyett csak belsé motivacios eszkozokre tamaszkodhattak a
tanulas terén. A tarsas motivacio lehet0sége ugyancsak lesziikiilt, vagy modosut formaban attevodott
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az online tanulasi kornyezetbe. Ujfajta tanulasi szokasok kialakitasa, a megvaltozott tanulési
kdérnyezethez val6 alkalmazkodas és (j motivacids rendszerek kialakitasa valt szlikségessé. Ennek a
feladatnak a hangsulyos része mar nem az oktatok, hanem elsGsorban a tanulok felelosségévé valt a
megvaltozott korilmények kozott (Jozsa, Karané Miklos, Jozsa, 2021).

1. A motivacio aspektusai

A pedagdgia nézépontjabol a motivaciora els6sorban mint a személyiségfejlodést meghatarozo
tényezore tekintiink. A motivaciot vizsgald szempontok soran azok a személyiségkomponensek
kapnak kiemelt figyelmet, melyek alapjan egy viselkedés megkezdésér6l, folytatasardl dontést hozunk
(Nagy, 2000).

A viselkedésnek ezeket a viszonyitasi alapjait motivumoknak nevezik. Az emberi motivumok egy

része mar az élet legkorabbi szakaszaban, az idegrendszer kevéssé fejlett allapotdban is miikddik,
ilyenek példaul az alapveté bioldgiai motivumok mint az éhség, szomjusig, vagy az értelmi
fejlédésben kulcsfontossagn elsajatitasi motivumok. Az egyén élete soran szerzett tapasztalatok
nyoman a motivumok valtoznak, fejlédnek, a motivumokat is tanuljuk. Ez részben az 6roklott alapu
motivumok valtozasat (fejlédést, legatlodasat), részben pedig a motivumkészlet tovabbi gyarapodast,
szervez6dését, hierarchizaldédasat jelenti (Nagy, 2000). Motivumok — mint az emberi viselkedés
dontési alapjai — példaul a célok, beallitodasok, meggy6zddeések, velekedések, szocialis normak, az
énkép (J6zsa, 2002).
Eletiink soran szerzett speciélis tapasztalatok eredményeként a motivumok bizonyos kére a direkt
iskolai tanulashoz kapcsolédik, ezeket nevezziik tanulasi motivumoknak. Tanulési motivumok — mint
a tanulassal kapcsolatos dontések alapjai — példaul a célok, az dnhatékonysag vagy a tanulasi énkép
(D. Molnér, 2013).

1.1. Tanulasi motivacio

A tanulési motivacio olyan elméleti konstruktumnak tekinthetd, amelynek szamos 0sszetevdje van,
az egyes komponensek jellemzéen kiilonb6z6 motivacids paradigmakhoz kotheték. A nemzetkozi
szakirodalom altalanos meghatarozasa alapjan a tanulasi motivaci6 a tanulassal 6sszefiiggo viselkedést
elinditd, fenntart6 és iranyité folyamat (Roseman, 2008).

A pedagdgusok szamara a tanuldsi motivacié kapcsan elsésorban olyan kérdések meriilnek fel,
mint hogyan lehet ravenni a tanuldkat egy feladat elvégzésre, hogyan lehet adott tandran lekétni
figyelmiiket, illetve érdekl6désiiket felkelteni egy-egy téma irdnt. A tanulasi motivacio e
megkdzelitésére Jozsa (2002) a motivalas elnevezést javasolja. A motivalas kifejezése igy foként a
pedagdgusok korében elterjedt gyakorlatorientalt, elsGsorban egy-egy ora sikerét szem el6tt tartd
megkdzelitését jeldli a tanuldsi motivacidnak (Réthy, 2001a; Szenczi, 2011).

A neveléstudomany nézépontjabol a tanulasi motivumok elsésorban a személyiségfejlodés
céljaiként jelennek meg. Ebben a felfogasban a hangstly a motivumok miikddtetésérél a motivumok
elsajatitasanak segitésére helyezddik at. Ezt a megkozelitést fejezi ki a hazai szakirodalomban a Nagy
Jozsef (2000) altal meghonositott motivumfejlesztés kifejezés.

A 90-es évektdl a motivaciokutatas terén kialakuld nézetek szerint nem lehetséges mereven
elkiiloniteni a kognitiv és nem kognitiv tényezOket a személyiségen belll, hiszen kdztik szoros
egymasra hatés, kolcsonhatas van (Deci és Ryan, 1991; Boekaerts, 1993). A tanulas és a tapasztalés a
motivécidban dsszekapcsolodik és forditva, a motivacio a tanuldsi és tapasztalasi folyamatban
bevésddik. A motivacio fejlédése a gyermeknél nem elvalaszthatd a kognitiv fejlodéstol, két
egymaéssal interaktiv kapcsolatban all6 mechanizmusrél van ugyanis sz6 (Fejes, 2015).

1.2. Onszabalyoz6 tanulas

Uj perspektivat ad a motivaciokutatasnak az onszabélyozas kérdésének elemzése. Ebben a
felfogasban a tanuldsi motivacio egy dinamikus Ondeterminald folyamat, nem pedig a kiilonb6z6
(belso és kiilsd), elére meghatarozott elemekre adott puszta reakciok egyiittese. Az iskola f6 céljava
kell valnia, hogy a kiils6 szabalyozast igénylé tanulOkat elvezesse az 6nszabalyozashoz. Ehhez
elengedhetetlentil fontos belsé célok allitasa, az érdeklodés, a tantargy szeretete, a sajat képességek
ismerete, az er6feszités, kitartas, biztonsag, azaz az 6nszabalyozas.

A gyermek dnalldsdga az otthoni és iskolai hatdsokra valtozik. Kezdetben még nem beszélhetiink
Onszabalyozasrol, ugyanis a gyermek még szorosan fiigg kornyezetétol. Kezdetben példaul még
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automatikusan atveszi a tanarok véleményét. A reflektiv 6nszabalyozas kialakulédsa sordn a tanul6
egyre kevésbé fiigg a pillanatnyi kiilsé koriilményektsl. Osszeveti a kiilsd hatdsokat a korabban
szerzett tapasztalataival, s a kapott értékelést fellilbiralhatja. A reflektiv 6nszabalyozas az értelmi,
érzelmi, akarati tényez6k egymasra hatasan nyugszik, s egyidejiileg befolyasolja az énkép alakulasat is
megtanulasa (Molnéar, 2002).

A motivacié szempontjabol is nagyon jelentds, hogy a tanuld milyen okoknak tulajdonitja iskolai
eredményeit. A tanulé hajlamos a pozitiv tanulasi eredményeit sajat képességeinek tulajdonitani, a
negativ eredményeket pedig kiils6 tényezdkre, igy a tanar szigorara, pechre, a feladat nehézségére
visszavezetni. gy siker utan felértékelédik, kudarc utan védekezik a személyiség. Abban az esetben,
ha a tanuld bels6 kontrollal rendelkezik, s a sikert onmaganak (képességének, tehetségének,
szorgalmdnak) tulajdonitja, akkor maga a siker biiszkeséggel tolti el, s pozitiv énképpel, megfeleld
onbizalommal 14t hozza a kovetkezd feladathoz. A motivalt tanuld hatékonyabb, s maga a jobb
eldmenetel is jobban motival a tovabbiakban. Sikertelenség esetén pedig ismételten megprobélkozik a
feladat megoldasaval, mert a kudarcot az eréfeszités hianyanak tulajdonitja (Réthy, 2001b).

1.3. A tanulas és a motivacio kapcsolata

A tanulas és a motivacid Osszefiiggésében feltételrél és kovetkezményrdl, célrol és eszkozrdl
beszélhetlink. Feltétel, minthogy motivéacio nélkil nem létezik tanulas. Aki a sziikséges tudast el
akarja sajatitani, annak a tanuldshoz megfeleld 6sztonzokkel kell rendelkeznie, ugyanakkor a tanulési
tevékenység soran, annak kovetkezményeként a tanulasi motivacio is alakul, valtozik. Mindebbdl
kovetkezik az a tény, hogy a tanuldi képességekkel nem korrelal az iskolai teljesitmény. Cél is a
motivacié mint a személyiségfejlesztés programja, ugyanakkor eszkdz is, mint a megfeleld
hatékonysagu tanulas nélkiilozhetetlen segitdje (Réthy, 2001b).

A tanulés motivalasa nem mas, mint egy kivanatos célallapot elérésére val6 késztetés, mozgositas,
iranyitas, koordinalas, az egyén tanulasi tevékenységre valo készenlétének megteremtése céljabdl.A
tanulast motivalo tényezok sokfélék lehetnek; beliilrdl hatok, kiviilrél befolyasolok, direkt, indirekt,
primer, szekunder, altalanos, specidlis, beépilt (internalizalt), valamint presztizsmotivumok. A tanul6
maga alakitja ki sajat motivacios struktOrajat, az készteti valamire tartésan, ami sajat dominans
motivumaival fligg 6ssze (Kozéki, 1990). Az dnszabalyozas elsajatitasa a tantargyi tartalom tanulasa, a
tanulni tudas és a megfeleld tanulasi motivacio kialakitasa segitségével kezd6dik (Réthy, 1988).

A tanulasi motivumok megfeleld fejlettsége lehet a kulcs a készségek, képességek elsajatitasahoz, a
muvelt, onfejlesztésre torekvo felnétté valashoz.

1.4. Onjutalmazé motivumok

A bels6, intrinzik motivacié egy tevékenység megkezdésére, folytatdsara vald késztetés, amely
elsdsorban a tevékenységben lelt oromért torténik, nemvalamiféle cél elérése érdekében (Hidi és
Harackiewich, 2000). Bizonyos jutalmak mint kiils6 motivald tényezok gyakran csokkentik a
feladatvégzés iranti érdeklodést, az onjutalmazé motivumok hatasat. Egy érdekes feladat, probléma
irant eredendden meglévd Onjutalmazdé motivumok a jutalmazas hatasara legatlodhatnak, és a
cselekvést tovabbiakban a jutalom megszerzése motivalhatja. Fontos azonban, hogy nem éaltalaban a
jutalom, hanem az elvart jutalom csokkenti a tevékenység iranti érdeklédést, az Onjutalmazo
motivumokat. A kutatasok szerint a jutalmazas negativan hathat az elvégzett munka szinvonalara és a
kreativitasra is. A pozitiv verbalis megerésités (pl. dicséret) esetén azonban nem tapasztaltik az
onjutalmazé motivumok csokkenését. Hasonld folyamat jatszodik le, amikor jutalmakat (pl. ajandék,
pénz, buliba valé elengedés) igérnek, adnak a gyerekek jé iskolai teljesitményéért. Ekkor a gyerekek
azért kezdenek tanulni, hogy Ujabb és Ujabb jutalmat kapjanak. Az Onjutalmazé motivumok
1étezésébol az is kovetkezik, hogy nem sziikséges olyan cselekvést jutalmazni, mely dnmagaban is
jutalmazo hatasu. Felesleges a kisgyereket jutalmazni azért, mert szépen olvasott, ha énmaga is oril
neki. A kiils6 jutalommal leszoktathatjuk a gyereket arrol, hogy sajat cselekvését jutalomként élje at, a
motivumok legatlodhatnak, kialakulhat, hogy a jot kiviilr6l varja (Barkoczi, Putnoky, 1980). Masrészt,
megfeleld jutalmazassal elérhetd, hogy olyan tevékenységek irant, melyekben az Onjutalmazo
motivumok eredendben nem miikddnek, pozitiv beallitodasok épiiljenek ki, azaz, hogy a jutalmazas
eredményeként tartos tanulasi motivumok jojjenek létre.
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1.4.1. Az elsajétitasi motivumok

Az elsajatitdsi motivumok egy készség, képesség elsajatitdsara, begyakorlasara késztetnek. A
motivumok megfeleld koriilmények kozott mindaddig miikodnek, amig a kihivas, a megoldas
bizonytalansdga fenndll, azaz amig az elsajatitds meg nem torténik. A motivum visszacsatolasat,
megerdsitését maga a készség gyarapodasanak érzése adja (Jozsa, 2002). Olyan fejlesztési modszerek
lehetnek eredményesek, melyek miikodtetik az elsajatitdsi motivumokat: biztositjak az optimalis
kihivast, célokat és részcélokat tliznek ki, melyek elérésével a készséggyarapodas a gyerekek szamara
észlelhetd. Az elsajatitadsi motivumok mitkddése amellett, hogy a készségek fejlodését eredményezi,
maganak a motivumnak is visszacsatolast, megerésitést ad. Azt az érzetet kelti, hogy a motivumok
eredményesek, hiszen kompetenciagyarapodast eredményeztek, ez pedig a motivumok megerésddését,
fejlodését eredményezheti (Jozsa, 2002).

A tapasztalatok szerint a gyerekek nagy tdbbsége altalaban nem foglalkozik az iskolai feladatokkal,
hacsak nincs ennek valami extrinzik, kiilsé oka. Ugyanakkor vannak olyan gyerekek is, akik ugyanazt
a kitartdst mutatjdk az iskolai tevékenységekben elsajatitandd készségek irant is, amit
kisgyermekkorukban. Az elsajatitadsi motivacioé hianyéat az iskolai oktatasban részben az elsajatitand6
készségek jellegével magyarazzak. Feltételezhetden a gyerekeknek nincs a szamolas, olvasas
megtanuldsara olyan 6roklott hajlamuk, mint a jards vagy a beszéd elsajatitasara. Az olvasas,
szamolds, irds készségének elsajatitasa azonban megfeleld koriilmények kozott ugyanazt a pozitiv
visszacsatolast, kompetencia-6nészlelést eredményezheti, mint a jaraselsajatitds a kisgyereknél. Az
iskolai feladatok nagy hanyadaban is benne rejlene az elsajatitdsi motivacié miikodtetésének
lehetosége (Stipek, 1993 1dézi Jozsa, 2002).

2. A tanulasi motivacio és a kérnyezet

A motivacié nem tekinthetd csupan az egyén jellemzdjének, hanem az az adott kontextusban
cselekvd egyént jellemzi. A motivumok miikddése nem ragadhatd ki abbol a tarsas kornyezetbdl,
amiben a tanulds zajlik. Egy viselkedés hatterében egyidejiileg tobb motivum is miikddhet. A
megvaldsuld aktivitds motivumaival egyidejileg mas motivumok éppen a viselkedés elkeriilésére
késztethetnek. A parhuzamosan miikddé motivumok egymast felerdsithetik, gyengithetik, esetleg
blokkolhatjak (Nagy, 2000).

A gyerek a kozosségének, kultirdjanak elsajatitasara motivalt. Ez szolgélja szamara a kdzdssegbe
val6 beilleszkedést, a kdzosség altali elfogadtatast. Ez azt jelenti, hogy a csalad, a kdzdsség, a
kortarsak normai alapvetd szerepet jatszanak a tanulasi motivumok fejlddésében is. A kiilonb6z6
kulturak feltételezhetéen eltéré tanuldsi motivumai mellett egy masik jelents kérdés a hatranyos
helyzetii, és a tanulast értéktelennek tekintd csaladokbol kikeriilé gyerekek kore. Az olyan csaladi
kornyezetbdl szarmazo gyerekek esetén, ahol a tanuldst nem tekintik értéknek, a tanuldsi motivumok
nem alakulnak ki, az 6réklott alapt motivumokra nem éplilnek ra a tanulasi motivumok, helytiket méas
motivumok toltik be. Ezeknél a gyerekeknél az 6vodanak és az iskolanak els6dleges feladata a tanulasi
motivumok fejlesztésében rejlik (Jozsa, 2002).

2.1. Innovativ tanulasi kérnyezetek

A tanulas fogalma az utobbi évtizedekben jelentdsen gazdagodott, atértelmezddott. Az 1)
megkozelitések nyoman az osztalytermeket is elérd valtozasok talan legfontosabb jellemzéje a tanulas
¢letszeriivé tételére, a tanuldi aktivitas, cselekvés ndvelésére, a tanultak kiilonb6z6 koriilmények
kozotti alkalmazasara és a tanulok kozotti interakciok novelésére vald torekvés. Ezek a célok egyediil
a tanari tevékenységek atalakitdsan keresztiil mar nem érhetdk el, igy a hangsuly olyan tanulési
kornyezetek kialakitasara helyez6dott at, amelyekben e feltételek egyiittesen jelen vannak. E
megkdzelitést képviselik tobbek kozott az autentikus tanulasi kornyezet, vagy a problémaalapu
tanulasi kornyezet kifejezések koré szervezddé torekvések (Fejes, 2015).

Az oktatasi kdrnyezet a tanitdsi-tanulasi folyamat szintere, ahol a tanul6 az oktatas tartalmahoz, az
ezzel kapcsolatos informéaciokhoz jut, és ahol a tanulési feladatokat megoldva tevékenysegeket végez,
gondolva itt akar a legkorszer(ibb virtualis megoldisokra (Horvath, 2019), melyben a kognitiv
folyamatok is fontos szerepet jatszanak (Berki, 2019).

Atanulas Ujabb értelmezését kovetd, Osszefoglaloan innovativ tanulasi kornyezetnek nevezett
kezdeményezések Altalaban kihasznaljak az informéacids-kommunikaciés technologia eldnyeit is,
elsésorban az életszeriiség megteremtése és a tarsas interakciok elGsegitése terén. Az online oktatasi
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kornyezetben az informacidforrasok alapvetden haldzati kapcsolaton keresztiil érhetdk el, illetve a
tanuléi kommunikéacid, informaciomegosztas, interaktivitas is teljes egészében online kapcsolaton
keresztil zajlik. Egyéni és csoportos formajéban egyarant az online halézatok adjak az
informacidaramlas alapjat, az online kdrnyezet biztositja a tanulasi feladatokat és esetenként erésen
szabélyozza a tanulasi tevékenyseget is (Oll¢, 2016).

Az online oktatasnak két fo tipusa létezik attol fiiggden, hogy a tanar és a tanuld egy idében
dolgozik-e egyiitt, avagy sem.Az elsé ilyen az tigynevezett szikron tavoktatasi forma, amely soran az
egylittmiikodés egy idében valosul meg. Ebben az esetben a hallgatok aktivan vesznek részt az oran,
tehat a szamitogep elott ilve latjak és/vagy a halljak az oktatot, valamint az altala prezentalt
tananyagot. Az interakcio természetesen a kdzds munka, a széban vagy irasban feltett kérdések, illetve
a kitoltésre vard tesztek formajaban megy végbe altaldban videdkonferenciak keretein belll. A
masodik pedig az aszikron tavoktatasi forma, amely soran az egyliittmiikodés nem egy id6ében valosul
meg. Ez azt jelenti, hogy a tananyag online formadban érhetd el a hallgatok szdmara, amelyet
tetszleges litemmel, gyorsasaggal sajatitanak el (Major et. al, 2022). Az interakcié nem csak a
kommuniké&ci6 Utjan — amely még mindig lehet intenziv—, de a kiilonb6z6 kitoltésre varo tesztek vagy
egyéb tanuldi aktivitasok — példaul férumolvasasok és hozzaszélasok — utjan is végbe mehet (Boros,
2020).

Az életszeriiség emelése miatt evidencianak tlinhet, hogy az oktataskutatas elvei szerint kialakitott
tanulasi kornyezetekre pozitivan reagédlnak a tanuldk, azonban a kutatasi eredmények nem ilyen
egyértelmiiek. Szamos 0j probléma vetddik fel, vagyis sok esetben talértékeljik az innovativ
kornyezetek motivacios kovetkezményeit. Az 0j tipusa tanulasi kdrnyezetek kedvezétleniil hathatnak a
motivacidra. A motivacios problémakat leginkabb arra vezetik vissza, hogy az innovativ kérnyezetek a
tanul6i 6nalldsag ndvelésére éplilnek, amely implicit médon magaban foglalja azt a feltételezést, hogy
a tanulok megfelelé erdsségli motivacioval és Onszabalyozo stratégiakkal rendelkeznek. A nem
megfeleld, az egyéni motivacios készséget figyelmen kiviil hagyd innovativ kdrnyezetben torténd
oktatas nem lehet célravezeto.

A tanulas Ujraértelmezése és a technikai valtozasok teremtette lehetOségek jelentds hatast
gyakorolhatnak az oktatasra, ugyanakkor 0j problémékat is felvetnek. Az innovativ kdrnyezetek
elényeinek kiaknazasa szempontjabol a motivacids folyamatok alaposabb megismerése fontos kutatési
feladat (Fejes, 2015).

3. A digitalis oktatas megszervezése Vajdasagban a Covid 19 idészakdban

Szerbidban 2020. marcius 15. keriilt sor a rendkivili allapot bevezetésére a Covid 19 virus
terjedésébol adododan. Az az egyes oktatasi intézmények, 6vodatol az egyetemekig, 2020. marcius 16-
an bezartdk kapuikat, az oktatds pedig atkertlt az online térbe. Az online oktatds megszervezése a
pedagbdgusokra, didkokra és sziilokre is nagy feladatokat rott.

A Szerbiai Oktatasi és Tudomanyigyi Minisztérium harom oktatasi modellt vezetett be orszagos
szinten a rendkiviili intézkedések nyoman. Az elsé modell a teljes egészében online oktatasra torténd
atallast jelentette 2020. marcius 16-t6l majus 29-ig, a lerdviditett tanév végéig. A kovetkezd tanév
elejétol, mikor mar vilagossa valt, hogy a jarvanyhelyzet tovabbra is fennall, bevezetésre keriilt az Gn.
kombinalt modell a 2020/2021-es tanévre vonatkozoan. A modell 1ényege, hogy a 15 fénél nagyobb
osztalyok esetében két csoportot hoztak létre, minden csoport egy hétig online, egy hétig pedig
jelenléti oktatasban vett részt. A jelenléti orak idStartamat 30 percesre csokkentették, valamint
csokkentették a kotelezd osztalyzatok szamat is. A 2021/2022-es tanévben a harmadik oktatasi modell
kerlt bevezetésre. A modell értelében az adott telepiiléseket hdrom z6néra osztottak fel: zold, sérga és
piros. A zold jelzés azt jelentette, hogy a jarvanyiigyi helyzet alakulasa kielégitd, igy ezekben a
z6nakban teljes egészében jelenléti formaban folyt az oktatas. A sarga zondkban kombinalt oktatést
alkalmaztak. Napi szinten valtottak a csoportok, egyik nap jelenléti, masik nap online formaban
tanultak. A piros zonékban teljes egészében online oktatast alkalmaztak.

Az online oktatas megkezdésével egyidoben, mar 2020 tavaszan megkezdddott az online tananyag
létrehozasa, a tanitdsi 6rak videora vétele az alaptantervben foglalt sorrendnek megfeleléen. A
Szerbiai Radio és Televizio sugarozta a felvett ordkat elére meghatarozott orarend szerint. Az elso
harom honapban, marcius 16-t6l majus 29-ig 1400 orat vettek fel szerb nyelven az &ltalanos iskolasok
részére (25 perces 0rak), valamint 960 Orat a kbzépiskolasok és gimnazistak részére (30 perces 6rak).
A kozépiskolasok részére felvett orak koziil 540 felvétel az altalanos miiveltségi tantargybol késziilt,
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420 ora felvétele pedig szaktantargyakbol a dudlis képzésben részt vevok szdmara. A késébbiekben
kialon platformot is létrehoztak az online felvételek szdméara, ahonnan barmikor visszanézhet6vé
valtak.

Az oktatasi minisztérium a kisebbségek nyelvén is megszervezte a tandrakat. Osszesen 8 kisebbség
nyelvén keriiltek felvételre az orak, elsGsorban a Vajdasagi Radio és Televizio, valamint a helyi
kisebbségi médiak kozremiikodésével. A legtobb kisebbségi nyelven felvett tanéra magyar nyelvil
volt. Az els6 szabalyozasi ciklusban 1192 magyar nyelvii tandra keriilt felvételre a Magyar Nemzeti
Tanacs jovoltabol. Az alsdé tagozatosok szdmdra magyar nyelvbdl, matematikabdl,
kornyezetismeretbdl, valamint természet és tarsadalombodl készitettek online orakat. A felsd
tagozatosok részére magyar nyelvb6l, matematikabol, torténelembdl, f6ldrajzbol, kémiabol, fizikabol
¢és biologiabol késziiltek felvételek. A kozépiskolasok szamara magyar nyelvbdl és matematikabol
vettek fel online 6rékat a gimnaziumi tanterv alapjan. A méasodik szabalyozasi ciklusban tovabbi 1866
magyar nyelvil vide6 késziilt el, 251 pedagogus kozremiitkodésével.

A magyar nyelven felvett tanitasi 6rak szdmara szintén készult 6néllé platform a Magyar Nemzeti
Tanacs és a Pannon RTV jovoltabol. Az o6rdk mobil alkalmazason keresztiil is megtekinthetdéek. A
platform  folyamatosan  miikddik, 1igy a  felvételek jelenleg is  elérhetbek a
https://tavoktatas.mnt.org.rs/weboldalon (Tavoktatds magyar nyelven, online). A Kkorlatozasok
feloldasa 6ta tovabb boviilt a platform tartalma, szerb mint nem anyanyelv tantargybol is elérhetdek
rajta immaron tananyagok. Az igy kozzétett oktatdsi segédanyagok nem csak a pandémia miatt
bevezetett korlatozasok idején, de barmikor a jovoben is hasznos eszkdznek bizonyulhatnak az
oktatasban a didkok és a pedagdgusok szamara egyarant. A felvett videok szinvonalasak, a sziilok,
diakok részérdl is pozitiv értékelést kaptak. Sok esetben az anyaorszagbol is figyelemmel kiseérték és
felhasznaltak a platformot.

A tanérok és a didkok online interakciojanak, a tanitasi-tanulasi folyamatnak is megvoltak a maguk
platformjai. Valtozatos oktatési terekben folyt a tanitas, ilyen volt példaul a Google Classroom, a
Zoom vagy a Microsoft Office Teams alkalmazasok, de a Viber, Messenger vagy e-mailes feltleteken
keresztill is folyt a kapcsolattartas. Az egyes iskolakban meg is hataroztak, hogy mely platformokat
hasznalhatjak kotelezéen az oktatok és a tanulok (Baréth, 2021).

4. Kutatasi terv: A tanulasi motivacio alakulasa a vajdasagi magyar tanulék kérében a Covid19
jarvany idején

4.1. A kutatés célja

Folyamatban 1évé empirikus vizsgalatunk célja, hogy atfogd képet kapjunk a tanulasi motivacio
alakulasarél a Covid19 jarvany idején. Igyeksziink felmérni, hogy miben valtozott a vajdasagi magyar
oktatasban részt vevo tanulok motivacidja a hagyomanyos oktatdshoz képest, az online oktatasra valo
attérést kovetéen. Vizsgaljuk a tdvoktatas mindségét a vajdasagi magyar tanulok szemszogébol.
Kutatjuk, hogy milyen attitidokkel rendelkeznek az online oktatast illetden. Vizsgaljuk, hogy az
online kdrnyezet milyen mértékii valtozast jelent a hagyomanyos tanrendii oktatashoz képest a
motivacio fuggvényében. Emellett igyeksziink feltérképezni a tanuldk tanulasi magatartdsanak
jellegét, formal6dasat a megvaltozott oktatasi kdrnyezet hatasara.

4.2. A kutatas modszere

Az empirikus vizsgalat kérddives adatfelvétel segitségével tortént. Az elsé adatfelvételre 2022.
majusaban és juniusdban kerult sor, a Covid19 jarvany miatt az oktatas terén bevezetett rendkivili
intézkedések harmadik oktatasi modelljének lezarasat kovetden. A kérddiv online formaban allt a
felmérésben részt vevok rendelkezésére.

4.3. Minta

A kutatasban részt vevok mintajat két nagyobb csoport képezi. Az els6 csoportba a Vajdasag
teriiletén magyar nyelven tanuld diakok tartoznak. A minta az Ujvidéki Egyetem Magyar Tannyelvii
Tanitoképzd Karan, valamint az Ujvidéki Egyetem egyéb karain tanul6 hallgatok koziil keriilt ki.
A kutatas masik csoportjat magyarorszagi tanitoképzé intézmények tanuldi képezik. A masodik
csoport Kialakitasara az eredmények dsszehasonlithatosaga érdekében kerdilt sor.
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4.4. Mérdeszkoz

Az online forméban kozzétett kérd6iv 0sszesen 56 kérdést tartalmaz. Felépitését tekintve 6t részbol
tevodik Ossze. Az egyes részek a tanuldsi motivacioval kapcsolatos alabbi témakorok vizsgalatara
vonatkoznak:

1. szakasz (19 item): hattéradatok

2. szakasz (7 item ): a tdvoktatas mindségére vonatkozo kérdések;

3. szakasz (7 item): az online oktatas soran jellemz6 tanulasi attit(id;

4. szakasz (8 item): tanulasi motivacié online kdrnyezetben;

5. szakasz (15 item): a vizsgalatban részt vevOk tanulési magatartasa.

A tanulasi magatartasra vonatkoz6 szakasz harom kiilonboz6 alskala mentén méri a vizsgalatban
részt vevok tanulasi viselkedését:

1. alskala: érdeklddés, mint motivalo tényezo jelenléte;

2. alskala: kitartas, mint motivalo tényez6 jelenléte;

3. alskala: tarsas pozicio, mint motivalo tényezo jelenléte.

4.5. El6zetes eredmények

Az elsé felmérési ciklusban kapott 134 valasz alapjan elvégeztik az eredmények eldzetes
elemzését az online oktatds soran jellemzd tanuldsi motivaciora vonatkozd legfontosabb kérdések
esetében.

4.5.1. A tavoktatas mindségének megitélése

A kutatas soran kapott adatok elézetes elemzése alapjan kidertilt, hogy a vizsgalt hallgatok kézepes
mértékben voltak megelégedve az online oktatas mindségével. Az 1-t6] 5-ig terjedd skalan atlagosan
3,10-re értékelték a tavoktatas szinvonalat.

4.5.2. Tanuléasi teljesitmény a hagyomanyos és az online oktatasban

Megkértilk a kutatasban résztvevoket, értékeljék tanulasi teljesitményiiket a korlatozasok
bevezetése eldtti, hagyomanyok oktatasi formdban, valamint az online oktatds soran is. A kapott
eredmények leiro statisztikai elemzése alapjan a két eredmény Gsszehasonlitasaban nincs kiemelkedd
kiilonbség. A legtdbb tanuld jeles teljesitményt nyljtott az online oktatas bevezetése elott és utan is. A
kitiin6 osztalyzatok szama az, ami csokkent az online oktatas ideje alatt (1. &bra).

Tanulasi teljesitmeény az online oktatas bevezetése
elétt €s utan

elégtelen elégséges kitiing

melotte W utdana

1. dbra: Tanuldsi teljesitmény az online oktatdas bevezetése elbit és utan
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4.5.3. Az online oktatas pozitivumai és negativumai

A vizsgalat sordn a hallgaték elmondtak, mit tartottak az online oktatas legfontosabb
pozitivumainak illetve negativumainak.

A pozitivumokkal kapcsolatban elsdsorban a digitalis képességek fejlodésének lehetdségét emelte
ki a valaszadok tobbsége, 40%-uk. A tanulok 6nallosaganak fejlodését is fontosnak tartja a valaszadok
22%-a. Vizsgélatunk szempontjabol a legfontosabb szempont, a tanulok pozitivabb hozzaallasa és
lelkesedése minddssze a valaszaddk 10%-a jeldlte meg pozitivumkeént (2. abra).

Az online oktatds pozithumainak megitélése

tanulok
——pozitivabb
hozzaalliza,
lelkezedése
1005
kbzbsségepita-
aktiviralo a tanulok
iddszalk, : felelasségtudata
egyiittmilkédés _ —— nak fejlddése
13% 14%

2. &bra: Az online oktatés pozitivumainak megitélése

Az online oktatds negativ hatasaként elsésorban a személyes kapcsolatok hianyat emelte ki a
valaszadok 24%-a, és ugyancsak 24%-uk allitotta, hogy az online oktatasi forma kevéshé hatékony
mint a jelenléti oktatds. Negativumként emelte ki a valaszadok 15%-a a tanulok nem megfeleld
hozzaéllasat. Minddssze 3% vélaszolta, hogy az online oktatds nem jart egyutt negativumokkal (3.

abra).
Az online oktatas negativumainak megitélése

nem volt
negativum

a tanarok
hozzaalls

digitalis
felkésriletlenségz
%

3. abra: Az online oktatas negativumainak megitélése

126



4.5.4. Motivacio az online oktatas soran

Megkérdeztiik a felmérésben résztvevoket, hogy mennyire érezték magukat motivaltnak a tanulasra
az online oktatéas soran ellentétben a jelenléti oktatassal. A valaszadok 46%-a valasztolta, hogy sokkal
kevésbé volt motivalt az online formaban megvaldsulé oktatds sorén, 31%-uk pedig kevésbe.
Osszesen 3% valaszolta, hogy sokkal motivaltabb volt mint a jelenléti oktatas soran.

A vizsgalatban részt vevo hallgatok tobbségét, 19%-at a személyre szabott haladas lehetdsége
motivalta leginkabb. A tanar részérdl érkez6, személyre szold pozitiv megerdsités, jutalmazas is
motivald erével hatott a résztvevok 15%-nal.Ugyanakkor a teljes csoportonak sz616, nem az egyéni
teljesitményt célz6 motivacidés Uzenetek csak kevés hallgatondl, minddssze 3%-nal voltak
eredményesek.

Osszefoglalo

Tanulméanyunkban igyekeztink rédmutatni a tanuldsi motivacio és az online oktatds
kdlcsonhatasainak legfontosabb elemeire. Eldzetes eredményeink alapjan képet kaphatunk a tanulok
véleményérdl az online oktatds sikerességével kapcsolatban, valamint a tanuldsi teljesitményre
gyakorolt hatasat illetden. Tovabbi célunk a kapott kutatasi adatok teljeskori feldolgozasa, mely
informéacidk segitségével igyeksziink atfogd keépet kapni hallgatoink tanulasi motivéacidjanak
alakulasarél a Covid19 jarvany idején. Az online oktatdssal kapcsolatos tanul6i tapasztalatok
feltérképezése azért is fontos, mert a kényszerhelyzetb6l adodo jarulékos pozitivumok a tovabbiakban
is segithetik az oktatasi rendszer és a hatékony tanitasi startégiak fejlesztését a hallgatok tanulasi
motivaciojanak megerdsitése érdekében.
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NEW PARADIGM IN LEARNING MOTIVATION

Summary

The present study analyzes the learning motivation of university students during the period of the
Covid pandemic. The work regime of the university education switched to online environment during
the pandemic. Online education entails completely different means, attitudes and teaching methods in
comparison to traditional educational forms.

A desire and opportunity for new reformation in learning and teaching have occurred that largely
define the environment of online learning. Lecturers and students had to accommodate to the newly
formed learning environment. Students were expected to evolve individually while the arrangements
of studying and learning habits have altered as well as the expectation of technological equipment.

The purpose of our research is to examine to what extent have the students’ learning behavior,
motivation altered throughout the period of online education. In addition, we also seek to answer how
their attitude to studying has changed and what motivational methods their lecturers applied.

Keywords: learning motivation, learning behavior, online education, Covid pandemic
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OBRAZOVANJE | SAMOOBRAZOVANJE KAO PERPETUUM
MOBILE I NJEGOV VRHUNSKI REZULTAT

SaZetak

U radu se tematizira odnos prema obrazovanju kao jednom od konstitutivnih nacina formiranja
ljudske jedinke. Navode se primjeri iz povijesti, te se analiziraju metafore obrazovanja iz kojih se
moze zakljuciti da je obrazovanje, odnosno samoobrazovanje kao vrhunski rezultat suvisloga
obrazovanja, ne$to $to se po unutarnjoj logici u stanju mijenjati s izazovima vremena. Primjer za to je
protekla pandemija, Cije je paradokse i posve nove situacije (npr. prekid direktnog kontakta izmedu
nastavnika i ucenika) obrazovanje uspjesno premostilo. U nastavku rada se s idejom obrazovanja i
samoobrazovanja povezuju motivi i metafore romana ,Utvrda“ Antoinea de Saint-Exupérya.
Interakcija ovih dvaju procesa i njihov istinski identitet pokazuju da proces uspjesno pokrenutog
obrazovanja postaje svojevrsni perpetuum mobile, kao u Exupéryevom romanu o kralju koji ulaze sve
svoje snage u edukaciju svoga naroda. Smisao obrazovanja objasnjava se kroz ideje ovog pisca koji je
inzistirao na kondicioniranju, smatraju¢i samoodgoj krunom odgoja i obrazovanja. U radu se
zakljuCuje da je malo toga potrebno poput obrazovanja, kao i da se za odrzivost obrazovanja nije
potrebno bojati, ako ono bude izvedeno u skladu s idejama koje ga nose od samih pocetaka.

Klju¢ne rije¢i: obrazovanje, samoobrazovanje, konstanta znanja, tradicija kao jedina garancija
promjene

1. Uvod

Promjene koje se odvijaju u ljudskim zivotima uslijed vanjskih dogadanja mogu se uciniti
kljuénima za promjenu dotadasSnjeg nacina funkcioniranja Covjeka, a ta se ideja neZeljene promjene
Cesto prelijeva i u konceptualizaciju 'movoga ucenika', stasalog u drugacijim, za obrazovanje
pogubnijim okolnostima. Kao primjere mozemo navesti jo§ uvijek vladajuéu pandemiju koja je
ucenike izgnala iz organiziranih obrazovnih ustanova pred ekrane, ratove koji onemogucavaju
provedbu Skolovanja, ali i razvoj tehnike koja mijenja naSe navike i obrasce ponasanja u interesnoj,
komunikacijskoj i1 brojnim drugim sferama Zzivota. Ipak, ukoliko se u obzir uzme vrijeme koje je Sire
od vremena u kojem Zivi jedna generacija, limitirana svojim zZivotnim vijekom i usredotoceno$¢u na
vlastiti opstanak u okviru turbulencija koje njihovo vrijeme donosi (a svako vrijeme donosi neke), tada
se moze utvrditi da pojave poput pandemije, rata ili napredne tehnologije ne bi trebale biti te koje
diktiraju ciljeve i smisao obrazovanja. Ukoliko se na obrazovanje gleda kao na jedan od konstitutivnih
nacina formiranja ljudske jedinke, tada je obrazovanje, odnosno samoobrazovanje kao vrhunski
rezultat suvisloga obrazovanja, neSto Sto se po unutarnjoj logici u stanju prilagodavati izazovima
vremena. Jednom, kada je proces obrazovanja zapocet uz pomo¢ vanjskih sudionika, naj¢esce ucitelja,
ukoliko se na obrazovanje gleda kao na pomo¢ u razvoju pojedinca i njegove samospoznaje, ono
postaje svojevrsni perpetuum mobile koji neminovno dovodi do samoobrazovanja, svog vrhunskog
rezultata.

U ovome ¢e se radu kroz analizu pogleda na obrazovanje nekoliko istaknutih filozofa te analizu
djela ,,Utvrda“ Antoine de Saint-Exupéryja (2017) istaknuti primjeri konceptualizacije obrazovanja
putem metafora i pokazati da te metafore Cine i sastavni dio paradigme i nastojanja za promjenom
paradigme unutar obrazovne reforme u Hrvatskoj, ali i opéenitog zahtjeva za porastom kvalitete
obrazovanja. Analiza metafora oslanja se na teoriju metafore (Johnson, 1987; Lakoff, 1987; Lakoff i
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Johnson 1980) kao alata za kvalitativno istrazivanje konceptualizacije obrazovanja (za pregled
upotrebe analize metafora u kvalitativnim istrazivanjima vidi Schmitt, 2005). Schmitt (2005) navodi da
je metafora prisutna kada rijec ili frazu moZzemo razumjeti izvan njenog doslovnog znacenja, kada
doslovno znacenje proizlazi iz podrucja fizickog ili kulturalnog iskustva (izvorna domena) te kada je
doslovno znacenje preneseno u drugo, uglavnom apstraktno podrucje (ciljna domena).

2. Efikasno masovno $kolovanje — stvarna moguénost ili oksimoron

Richard Wagner zamolio je Friedricha Nietzschea — u to je vrijeme izmedu njih cvjetao prijateljski
i suradnicki odnos — da se izjasni o stanju njemackih obrazovnih ustanova. Pitanje koje je mucilo
Wagnera, a problem je do dana$njih dana, svodi se na zbunjenost izazvanu loSom kritickom
recepcijom Nietzscheova spisa ,,Rodenje tragedije“ (1997), djela koje je Wagner smatrao
preponderantno vaznim, a koje je znanstvena i obrazovna zajednica Njemacke docekala na noz.
Wagnera je zbunjivalo kako je moguée da neko malokrvno djelo sastavljeno od citata bude podizano
na pijedestal, a snazni, buducnosti okrenuti Nietzsche istovremeno biva izbaCen iz te zajednice i
proglasavan ,,znanstveno mrtvim®. Stvarnost kao da je opovrgavala nazore ova dva njemacka
velikana: efikasnost njemackog obrazovnog sustava bila je notorna Cinjenica, vodeci su politicari
isticali kako su upravo obrazovne ustanove sudjelovale u usponu Njemacke do vodece kontinentalne
sile. Stupnjevitost obrazovanja od osnovne Skole preko realke i gimnazije do univerziteta potvrdivala
je smislenost tog sistema ponajvise kompetencijom ljudi koji su iz njega izlazili, radilo se Cesto o
vodeé¢im europskim intelektualcima, ali ujedno i vrsnim tehni¢arima, majstorima i obrtnicima — ova
osobina ima svoju legendu i danas u gnomama poput ,,pouzdano kao Njemacka®, a o redu i ustroju i
danas se pisu knjige u kojima se obrazlaze specifi¢an njemacki sistem, poput knjige Paula Levera
,Kako Berlin vlada Europom* (2018). Temelj tog obrazovnog sustava udarila su dva klasika
obrazovanja, Johann Heinrich Pestalozzi i Adolph Diesterweg. Diesterweg je Cesto isticao da je cilj
obrazovanja u maturanta usaditi vjeStine samospoznaje, samoodgoja, samoosposobljavanja, na koje
onda ucenik umije i zeli primijeniti snagu i volju, koriste¢i paletu nacina, metoda, znaci rekonstruirati
vanjsku ljusku bi¢a na svome vlastitome bi¢u. Humboldtov univerzitet nastao je na temelju ovakvih
ideja, $to je dovelo do visoke valorizacije ovog ugéiliSta u Europi, pa su na studij dolazili najbolji
ucenici iz brojnih zemalja, a i samo je uciliste blagodati svoje organizacije i okrilje u kojemu se moglo
kvalitetno uéiti dalo nekima od najpoznatijih mislilaca svoga vremena, poput Johanna Gottlieba
Fichtea, Friedricha Schleiermachera, Georga Wilhelma Friedricha Hegela, Karla Marxa, Waltera
Benjamina, Friedricha Engelsa, Alberta Einsteina, Maxa Plancka. USADBIVANIJE VIESTINA kao
metafora koju koristi Diesterweg prisutna je i u suvremenom poimanju kvalitetnog obrazovanja, no
vjeStine se svode na tvrde i meke vjeStine, od kojih su prve viSe vezane uz tehni¢ka, a druge
introspektivna i drustveno uvjetovana znanja. Kako su se politicka vremena mijenjala i dolazilo je do
sve snaznije liberalizacije, upravo od obrazovanja se ocekivalo, bas kao i u danasnja vremena, da ove
nove okolnosti UGRADI u svoj sustav i omoguéi potpuniju pripremu za tzv. stvarni zivot. Nietzsche ne
bi bio Nietzsche da se mirio sa zateenim okolnostima, makar one bile takve da se na njemacka
sveucilista gledalo kao na uzorita, pa je on, ne bi li §to plasti¢nije prikazao mijene novih vremena,
upravo na temelju stanja u §kolama dao svoju prvu veliku dijagnozu vremena. Nietzsche je iza ovih
blijeste¢ih rezultata uspio dijagnosticirati OKOSTALOST i nesposobnost ovih institucija za promjenu.
Smatrao je da se obrazovni sustav mora mijenjati i da bi ga cijelog trebalo dobro preispitati. Esej u
kojemu obraduje ove teme naslovio je s ,,O budu¢nosti naSih obrazovnih ustanova“ (2020) i ondje
postavlja pitanja: gdje smo? kamo idemo? kako se moramo ponasati?, a zamjecuje dvije glavne silnice
svoga vremena, koje imenuje kao ,,nagon za sve ve¢im proSirenjem obrazovanja“ i ,,nagonom Zza
njegovo umanjenje i slabljenje. Problem koji on vidi ima janusovsko lice: s jedne strane obrazovanje
je demokratizacijom pocelo biti prenoSeno u sve vece krugove, a s druge se strane, upravo stoga jer je
sveprisutno (kao da je time dobilo ono §to je bitno), od njega ocekuje da se odrekne svojih
gospodarskih pretenzija i pod¢ini potrebama drzave. Imamo s jedne strane sve glasniji ,,narod” i s
druge sve mo¢niju ,,drzavu®, $to je paradoks nastao pojavom demokracije, odnosno demokratizacije.
Ovo nije vjecni problem i u europskoj se povijesti zapravo pojavljuje koncem osamnaestog stoljeca,
kada — i to ba§ na Balkanu — njemacki knjiZzevnik Johann Gottfried Herder ,,otkriva“ postojanje
naroda. Nietzsche piSe o pretenzijama drzave, a drzavu vidi kao monstruoznu i silovitu izraslinu na
tijelu naroda, vjerojatno na temelju promatranja Pruske, a krajnja svrha svega je da podanik bude
iskoristiv od drzave. Nietzsche je smatrao da narod i drzava trebaju stajati ispred obrazovanja, kao
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svojevrsne ideje vodilje, no obrazovanje ima samo jedan cilj: FORMATIRATI MLADE LJUDE U ONOM
OBLIKU KOJI JE DRZAVI U DATOM TRENUTKU NUZAN.

3. Obrazovanje — meko, porozno, prilagodljivo, a jako tkivo

Kako bismo navedene ideje usporedili s danasnjom paradigmom i uo¢ili koje se promjene dogadaju
ili prizeljkuju u obrazovanju, izdvojit ¢emo metafore koje se javljaju u Nietzscheovim opisima
obrazovanja. OBRAZOVANJE treba biti MEKO, a ne OKOSTALO TKIVO i treba biti POROZNO kako bi u
sebe primilo promjene kojima bi se odredio SMJER PUTOVANJA LJUDSKE VRSTE. Za razliku od
Nietzscheove osude institucija kao necega nesposobnog za promjenu, nase je vrijeme svjedocilo
zustroj i spretnoj reakciji Skola na situaciju s pandemijom u vidu prelaska nastavnog procesa u online
okruzenje, §to je svakako rezultat mogucnosti koje nam omoguéuje suvremena tehnologija, ali i
spremnosti ucitelja da u kriznoj situaciji usvoje nove vjestine i omoguce nastavak funkcioniranja
obrazovnog procesa. Ipak, u odredenom smislu ne mozemo se oteti dojmu da institucije nisu spremne
na promjenu, odnosno da je sustav u odredenim segmentima spor i okoStao. Primjerice, unatoc
preporukama hrvatskog Nacionalnog kurikuluma za osnovnoskolski odgoj i obrazovanje (2017:14) o
individualizaciji uc¢enja, odnosno tezi da se ,,svim ucenicima nastoji omogucéiti da u Sto vecoj mjeri
ostvare Zeljene ishode ucenja, $to znaéi da POUCAVANJE mora biti PRILAGODLIIVO, UVAZAVATI I
PRIHVACATI razli¢ite okolnosti, iskustva i mogucénosti ucenika®“, sve ono ¢ime se mjeri uspjesnost
obrazovanja i osigurava prohodnost na vece stupnjeve obrazovanja pripada u sferu standardiziranoga
testiranja (matura, PISA testovi, najava uvodenja 'male mature'), a ocjena je ve¢ opceprihvacen i
neupitan nacin provjeravanja necijeg znanja. Je li takav pristup doveo do JACANJA obrazovanja ili do
Nietzscheovog 'UMANJENJA i SLABLJENJA obrazovanja'? Metafora JAKOGA obrazovnog sustava
podrazumijeva metaforu PROIZVODNJEVRSNIH POJEDINACA, no postavlja se pitanje odnosa izmedu
pojedinaca i drzave — jesu li vrsni pojedinci inspiracija za drzavu i NOSITELJI njenih potencijala ili su,
kao $to Nietzsche isti¢e MATERIJAL KOJI TREBA FORMATIRATI KAKO Bl BIO KORISTAN DRZAVI. Najava
kurikulumske reforme Borisa Joki¢a u Hrvatskoj Cesto je sadrzavala sintagmu o obrazovanju ucenika
za buduce poslove koji jo$ ni ne postoje, a takav poduzetnicki pogled na razvoj jednog bica blizi je
ovoj drugoj metafori.

4. Sirenje obrazovanja — 'ra§timavanje' izvrsnosti obrazovnog stroja

Nietzsche se u svoje vrijeme borio da vrijednosti koje definiraju budu klasi¢ne (Homer, Beethoven,
Wagner, a ne novinarstvo, petparacki romani i Sund glazba). On je bio filolog i zalagao se za
zadrzavanje specifi¢nosti pojedinih kultura, a protiv ,.kozmopolitskog agregata“. Zapanjujuce,
Nietzsche je — u jednoj od svojih klasi¢nih inverzija — bio ne za unapredivanje, nego unazadivanje
obrazovanja, a poradi njegova opstanka. Smatrao je da je evidentno da su najveci protivnici istinskog
obrazovanja upravo oni koji najglasnije vicu o potrebi za njime, te se zalagao za manji broj vrhunski
organiziranih ustanova, nasuprot uprosjeCivanju. Ustanove koje rade ,,za masu“ iako naizgled
povecavaju pismenost, zapravo sijeku granu na kojoj sjede veli¢ine poput Shakespearea ili Horacija —
ne¢emo polemizirati s njegovim idejama, nego samo iznijeti neke zanimljive aspekte, jer je o€ito da se
problem obrazovanja, ne samo u smislu ,,problema“, nego necega kroz §to se Covjek razvija, nalazi s
modernim Covjekom ve¢ od konca devetnaestog stolje¢a, paralelno sa spomenutim politickim
mijenama. Nietzsche je svakako htio reé¢i jedno: ucitelji moraju davati sve od sebe i ucenicima
prenositi svoje najbolje znanje, a ne se s njima ,harmonizirati“ ili uskladivati. U danasnje bismo
vrijeme mogli reci sli¢no: PRIJENOS NAJBOLJEG ZNANJA podrazumijeva POSIEDOVANJE NAJBOLJEG
ZNANJA | POSJIEDOVANIJA VJESTINA ZA PRIJENOS istoga. Pokusamo li se prisjetiti ucitelja ili uciteljice
koje rese upravo ove odlike, shvatit ¢emo da smo ih upoznali tek nekoliko u zivotu. Unato¢ visoko
organiziranom sustavu obrazovanja nastavni¢koga kadra i nemalim ulaganjima u promijene u
obrazovanju (barem u idejnom, papirnatom smislu), on i dalje nije vrhunski organiziran, tj. on je
STROJ u koji se ulaze radi UNAPREDIVANJA i BOLJEG FUNKCIONIRANJA, N0 U PROIZVODNOM smislu ne
zadovoljava kriterij izvrsnosti. Moglo bi se re¢i da Skolovan covjek nije nuzno i obrazovan Covjek,
odnosno odnjegovan tako da volja za znanjem (iz bilo kojeg podrucja) i samospoznajom (koja je
fenomen vazan kako za rad na sebi tako i za rad s drugima) budu u prvom planu u odnosu na karijeru i
identitet koji im osigurava odredeni poloZaj u drustvu. Nietzsche je mislio da i barbarstvo moze biti
elegantno, i da se do elegantnog barbarstva danas dolazi upravo neadekvatnim obrazovanjem.
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5. Obrazovanje — otkrivanje duha u samome sebi i oblik Zivljenja

Ovaj je zahtjev velik, a Rudiger Safranski (2021: 123) pise: ,,Za Nietzschea je Sokrat predak
zapadnjacke karijere znanja i volje za znanjem. Taj Sokrat utjelovljuje nacelo znanja i istine usmjereno
protiv tragike. Ono je upereno protiv tragike jer postavlja zahtjev: ne samo spoznati bitak, nego cak i
korigirati.“ T onda nekoliko redaka dalje: ,,Kad Nietzsche govori o univerzalnoj ljekovitoj moci
znanja, tada se to u prvom redu odnosi na duh koji ima udjela u svemu, §to posebice zorno dolazi do
izrazaja u odnosu Platonova Sokrata spram smrti. Spoznati, to nam demonstrira Sokrat, znaci BITI DIO
DUHA KOJI NADILAZI EMPIRIISKO JA. Oduvijek smo ve¢ prozeti tim duhom, ali presudno je OTKRITI
GA U SEBI SAMOME i PREPUSTITI MU VLAST NAD VLASTITIM VODENJEM ZIVOTA sve do smrti.
(Safranski, 2021: 123-124) Sli¢nog je misljenja i Karl Jaspers:

,Obrazovanje je oblik zZivljenja; kraljeznica mu je disciplina kao umijece misljenja, a prostor sredeno
znanje. (...) Obrazovanje je na Zapadu za $ire slojeve, na odstojanju od mase, do danas uspjelo jedino
putem humanizma, dok su pojedincima i drugi putovi bili moguci. Tko je u mladosti uio gréki i latinski i
Citao antiCke pjesnike, filozofe, povjesniCare, tko je u se primao matematiku, upoznao Bibliju i
malobrojne velike pjesnike iz vlastita naroda, taj je ispunjen jednim svijetom koji mu u svojoj
neizmjernoj pokretljivosti i otvorenosti daje sadrzaj, koji se ne da izgubiti i omogucuje mu dostupnost
svega ostalog. (...) Nije specifi¢na darovitost za jezike ili za matematicko misljenje ili za realije ono Sto
odlucuje, nego je to pripravnost covjeka da bude duhovno dirnut. Humanisticki je odgoj uvijek odgoj
pojedinca koji svojim bitkom u postanju s odgojem probire sam sebe. (...) Antika je fakticki udarila
temelje za to $to mi na Zapadu kao ljudi mozemo biti. U Grckoj je zamisao o obrazovanju prvi put
ostvarena i shvac¢ena onako kako od tada i vazi za svakoga tko je razumije. Svaki veliki uzlet ljudskog
bitka na Zapadu se odigrao zahvaljuju¢i nekom novom dodiru i raspravi s antikom. Ondje gdje bi bila
zaboravljena, nastupalo je barbarstvo. (...) Premda stalno izloZen mijenama, nas je temelj anti¢ko doba, a
tek u drugom redu i bez autonomne obrazovne moci to je proslost vlastita naroda. Volja masa danas to
obrazovanje u najboljem slucaju tek dopusta. Broj ljudi, kojima ono ne$to znaci, sve je manji. (...) U
opstanku masovnog poretka obrazovanje svih priblizava se zahtjevima prosjeéna &ovjeka. (...) Covjek
mase ima malo vremena, ne zivi zivot iz neke cjeline, viSe ne Zeli pripremu i naprezanje bez neke
konkretne svrhe kojom bi ih pretvorio u korist; on ne Zeli ¢ekati i dopustiti dozrijevanje; sve odmah mora
biti trenutnim zadovoljenjem; duhovno je postalo trenutnom zabavom. (...) Od sada obrazovanje znaci
nesto Sto nikad ne poprima oblik, nego u iznimnom intenzitetu Zeli izaci iz praznine, U koju se stalno
iznova upada.« (Jaspers, 1998: 121)

Jaspers je blizak Nietzscheu po ovim svojim na prvi pogled elitistickim pogledima na obrazovanje,
no uo¢imo li metaforu o obrazovanju kao OBLIKU ZIVLJENJA, shvacamo da se zalaZzu za pounutravanje
POTREBE za obrazovanjem kroz izlaganje znanju koje ¢e potaknuti duh i misao na daljnja trazenja i
obogacivanja. Drugim rijeCima, obrazovanje kao isklju¢ivo materijalisticki PRIJENOS ZNANJA | IDEJA
neée imati uspjeha i bit ¢e kontraproduktivno, a obrazovanje koje shvac¢amo kroz metaforu HRANE ZA
DUH I MISAO je odrzivo znanje, perpetuum mobile iz naslova ¢lanka, koji vodi do Zelje za konstantnim
samoobrazovanjem. Jaspers je problemati¢nim shvacao upravo ono sto je danas standard: novina, koja
je u naSe vrijeme glavni pokreta¢ svega, i starina, koju opisujemo podcjenjuju¢im kvalifikativima
(Jaspers, 1998: 123). Kasnije u tekstu ide joS i dalje, pa u maniri egzistencijalistiCke filozofije opisuje
kako danas viSe nije moguce voljeti, nego samo koristiti, a ljude se cijeni kao interesantne, dakle kao
podrazaje, a ne kao subjekte. ,,Obrazovanim slovi onaj koji je za sve to sposoban, koji djeluje novim,
inteligentnim i interesantnim. Polje tog obrazovanja jest diskusija, koja je danas postala masovhom
pojavom* (Jaspers, 1998:1 24).

6. Obrazovanje — samodostatno uobli¢enje pojedinca ili sluga vladaju¢em 'gospodaru’

Jaspers zvuci pesimisti¢no, kao i Nietzsche, a pogledamo 1i §to o temi obrazovanja pisSe Max
Scheler (1996: 63), onda kao da je perspektiva umalo pa jos$ i uza: ,,Nikada i ni u koje vrijeme meni
poznate povijesti nije bilo nuznije, nikada teZze pravo obrazovanje vodecih elita!* Scheler pise o
obrazovanju kao o prasumi u kojoj se izgubilo jedinstvo nacionalnog obrazovanja. Opisujuci duhovnu
situaciju svoga vremena, sa zabrinuto$¢u pise o razlikama i identi¢nostima u pristupima obrazovanju
dvaju velikih zemalja, SAD-a i SSSR-a, razlikama koje su u sustinskom smislu sli¢nosti: jedni u ime
ideologije zabranjuju sve gdje se spominje ,,bog*, drugi u ime vjerskog fundamentalizma prijece put u
obrazovanje svemu descendentskom (lamarskizam, darvinizam, vitalizam). Opisujuéi Spanjolsku pise:
,»Sveuciliste u najtezoj borbi za opstanak s nadutim klerikalizmom® (Scheler, 1996: 65). Zanimljiv je
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njegov prikaz stanja u Njemackoj, gdje odjednom dolazi do paradoksalnog osnazivanja veza
sveucilista s crkvom, §to za posljedicu ima priklanjanje kleru, a ne misljenju: ,,Sve tr¢i i juri onamo —
ne da bi potrazili obrazovanje za svoju dusu, ono obrazovanje koje odgovara vlastitoj individualnoj
osebujnosti i1 bitnom odredenju i objektivnoj kulturi znanja vremena, nego da bi potrazili nesto posve
drugo: gospodara koji zapovijeda Sto se ima misliti, €initi, kako se ima Zivjeti.“ PonajviSe ga brine §to
su vode postali puki gurnuti eksponenti ¢as puckih, Cas crkvenih, ¢as komunistickih vladajucih
nagona, pa pise:

,,Demokracija moze danas od diktature spasiti samu sebe, a ujedno i obrazovna i znanstvena dobra jos$
samo na jedan nacin: time da samu sebe ograni¢i, da s/uzi duhu i obrazovanju, a ne da njima hoce
zavladati. Inace bi preostalo samo jo$ jedno: prosvijeCena despotska diktatura, koja se ne obazire na
obrazovanje neprijateljske mase i njihova vodstva, nego njima vlada uz pomoc¢ bica, sablje i kolaca. (...)
Istaknuo sam u svojoj, spocetka ve¢ citiranoj sociologiji znanja, kako se teorijska i socioloska struktura
znanja naSeg druStva sve vise priblizava onoj aleksandrinsko-helenistickog doba. Ondje kao i ovdje,
vazda novi savezi, krugovi, sekte grubo misti¢ne, praznovjerne vrste, sumnjivi izbavitelji koji se razumiju
u masovnu sugestiju, k tome kao pandan jedan bezidejni struéni pozitivizam (aleksandrizam) sve vise
potiskuje jedinstvo i plemenitu zaokruZenost grékog i rimskog obrazovanja.“ (Scheler, 1996: 66-67)

Nakon toga Scheler (1996: 68) formulira tri pitanja, koja se odnose podjednako, kako pise, i na one
koji se Zele sami obrazovati, kao i na one koji zele obrazovati druge. Ova tri pitanja su: 1. §to je uopce
bit obrazovanja? 2. kako nastaje obrazovanje? 3. kakve vrste i oblici znanja uvjetuju i odreduju proces
kojim od Covjeka nastaje ,,obrazovano* bi¢e? Obrazovanje je za Schelera prije svega kategorija bitka,
ne znanja i dozivljavanja, on ovu misao metaforizira opisivanjem kompletnog UOBLICENJA,
DOZIVLJAVANJA i DRZANJACOVIJEKOVA, u smislu njegove Zive cjeline. To su, piSe: ODVIJANJA,
PROCESI, AKTI. Kompletni UNIVERZUM — evo jo$ jedne metafore — sazimljen je i sazet U JEDNOM
COVIJEKU: to je SVIJET OBRAZOVANIA. Metafora svijeta draga je Scheleru, svijeta i kao mikrokozmosa,
kao Covjekova svijeta, 1 kao makrokozmosa, dakle svijeta kao cjeline. On na Covjeka gleda kao na
stvorenje koje je kao fizicko i kao psihicko i kao noeticko bic¢e slucaj primjene svih ,,oblika zakona
koje poznajemo: mehanickih, fizikalnih, kemijskih, biologijskih, psihologijskih a i noetickih, od kojih
posljednji izrazavaju bit umnoga bic¢a uopce, dakle i bozanskoga, ako takav postoji* (Scheler, 1996:
69). Scheler citira Aristotelovu rec¢enicu: ,,Ljudska je dusa u stanovitom smislu — sve* i onda oko nje
objasnjava svoju ideju o obrazovanju, o onome $to bi ono trebalo biti. Teziti za obrazovanjem znaci
,ljube¢i(m) Zarom traziti onti¢ko uzimanje i imanje udjela u svemu $to je svjetski bitno u prirodi i
historiji, a ne samo slucajni tubitak i takobitak — zna¢i s Goetheovim Faustom htjeli biti
mikrokozmosom* (Scheler, 1996: 69). To bi dakle zna¢ilo neutaZivo zedati ,,za najtjeSnjim
sjedinjenjem i simpatijom sa svjetskim bitnostima svake vrste, koja je neko¢ svekolikoj 'philosophia’
zauvijek dala ime ljubavi prema bitnome* (ibid). Scheler je smatrao da se ljudi koji se posve oslanjaju
na egzaktne znanosti trebaju odre¢i obrazovanja, posve ga odbaciti: ,,Tko posjeduje samo ovo
shvacanje biti Covjeka Sto nam ga je neupitno priblizila jedino prirodna znanost, tko na ono Sto
tradicionalni jezik Europe jo$ od Grka naziva 'duhom', 'umom' gleda samo kao na komplicirani
sporedni rezultat dvostranog zivotnog procesa — taj neka bude takoder tako konzekventan i neka se
odrekne ideje i vrijednosti 'obrazovanja" (Scheler, 1996: 73). Ovdje nas se poziva da budemo svjesni
— skupa s Kantom, na kojeg se Scheler poziva — da smo stanovnici dvaju svjetova i da ovaj SVIJETKOJI
NASTAJE (ili moze nastajati) PRAVILNIM OBRAZOVANJEM nije ovdje samo u smislu one svrhovitosti o
kojoj nam govore drzave i poduzetnistva, nego da je on SAMODOSTATAN ili, Schelerovim rije¢ima,
»samovrijedan“. Scheler nize metafore i pregnantne slike, usporeduju¢i um sa SVIETLOSCU,
BEZINTERESNOM LJUBAVLIU, ZEPU, SNAGOM, PORIVOM i fiksira ga u temelj distinkcije izmedu njega i
ostalih Zzivotinja, nazivaju¢i ga BOLESNOM ZIVOTINJOM Kkoja je, kao posve nepripremljena za
prezivljavanje na zemlji, bila PRINUDENA SMISLITI NACINE VLASTITA OPSTANKA, suprotstavljajuci se
zakonima kojih je dio. Mario Kopi¢ (2013: 185) u svojoj knjizi ,,Otkucaji drugoga® citira Philippea
Meirieua, koji kaze: ,,0dgoj je ono suprotno totalitarizmu.*

Ukoliko ove metafore sagledamo u kontekstu znacenja obrazovanja za danasnjeg Covjeka, slozit
¢emo se da je pitanje obrazovanja ujedno i pitanje samoodgoja, te da je razvoj noeticke spoznaje
odnosno samosvijesti jednako vazan dio obrazovanja kao i povecavanje ¢injeni¢nih znanja, odnosno
da metafora OBRAZOVANJA KAO PRIJENOSA ZNANJA nije dostatna za shvacanje vaznosti obrazovanja
za Covjeka. Umjesto toga, pogled na obrazovanje kao na SADNJU KLICA 1Z KOJIH CE NJEGOM I
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HRANJENJEM, KAKO 1Z VANJISKIH TAKO | 1Z UNUTARNJIH IZVORA, STASATI NOVI ZIVOT, dovodi do
promjene paradigme, ali i obrazovne svakodnevice — ulazak u razred pretvara se u BRIGU ZA SVAKI
POJEDINI NUTARNJI PLOD.

7. Obrazovanje — gradenje utvrde u u¢enikovu srcu

Antoine de Saint-Exupéry, poznatiji javnosti kroz djelo ,,Mali princ®, autor je i djela ,,Utvrda“
(2017) u kojem je obradio problem o kojemu je ovdje rije¢ — kako od obrazovanja, kod kojeg je
naglasak na kondicioniranju u koje je ukljuen i vanjski faktor, do¢i do samoodgoja, krune
obrazovanja.Knjiga je to koja je nastajala poput Andricevih ,,Znakova pored puta“ (2014), autor je u
biljeznicu godinama unosio svoje misli i sav materijal duplo je deblji od objavljenog, a samo djelo
zbunjujuce je sadrzajem jer kao da se radi o uputama za prezivljavanje u smislu nekog vrlo zatvorenog
sustava koji u sebe ne pripusta nikakvu novinu. No vrlo brzo Citatelj se nade u knjizi (i mislima) koje
pozivaju na budnu otvorenost, na ono $to je Sloterdijk u ,,Svoj Zivot promijeniti mora$“ (2015)
okarakterizirao kao podizanje Zivota na visi stupanj baznog logora. Ve¢ je Kant (1803) u svom spisu
,»O pedagogiji® istakao nesto $to sli¢i Exupéryevu nastojanju u ,,Utvrdi“: ovjek moze biti ili samo
dresiran, obucen, mehanicki naucen ili zbilja prosvijecen. Prema Kantu, pravi odgoj sastoji se od
slijede¢ih stupnjeva: DISCIPLINIRANJE, KULTIVIRANJE, CIVILIZIRANJE i MORALIZIRANJE. Exupéry
gotovo pa doslovce slijedi ovaj obrazac. Glavni lik romana je apsolutni kralj, filozof i zakonodavac
koji putem parabola nastoji odgojiti svoj narod u smislu da je ¢ovjekov smisljeno vodeni zivot jedini
nacin ocuvanja civilizacije, da su svi drugi — tehnicki, drzavni, itd. — neminovno osudeni na propast.
Djelo zapocinje stavljanjem samilosti u prvi plan. Narator promatrajuci zbivanja u svom narodu -a radi
se o fiktivnom pustinjskom narodu — odlucuje izgraditi utvrdu u ¢ovjekovu srcu: ,,Utvrdo, ja ¢u te
izgraditi u ovjekovu srcu” (Saint-Exupéry, 2017: 15). Covjek mu je sli¢an utvrdi: ,.Jer prikazalo mi se
da je Covjek sli¢an utvrdi. Rusi zidove da si osigura slobodu, no on je samo srusena utvrda, otvorena
prema zvijezdama® (Saint-Exupéry, 2017: 14). Metafora UTVRDE jedna je od najstarijih, poglavito od
stoicke filozofije, o cemu je pisao Hadot (2016: 129) u djelu ,,Unutarnja tvrdava®, gdje je tvrdava ili
utvrda prikazana kroz upravljacko nacelo koje bi imalo biti ,,unutarnjom tvrdavom®. Druga velika
metafora u djelu ,,Utvrda“ je ideja STANOVANJA (Saint-Exupéry, 2017: 16), koju nadopunjuje
metaforom PODIZANJA BRANE — dakle ponovno utvrdivanja u odnosu na sve §to se oko Covjeka
dogada. Naredna velika metafora je ona LAPE (Saint-Exupéry, 2017: 23), plovila koje od najstarijih
knjizevnih dana (Noina arka, npr.) ima snaznu metaforicnost koja oznacava osiguranu plovidbu
izabranih, spremnih na rizi¢ni zivot vlastitog odabira. Nasuprot koncentriranim nastojanjima u
,,Utvrdi“ se pojavljuje slika uzaludnih napora kroz metaforu PJESCANIKA (Saint-Exupéry, 2017: 27),
koji simbolizira sve ono §to nije trajno. Njemu kontrapunktira metaforu SKRINJE (Saint-Exupéry, 2017:
27) u koju valja pohraniti sve vrijedno ¢uvanja, da se ne ospe poput pjes¢anika. HRAMNAPLANINI
metaforizira ukupnost Covjekovih djela (Saint-Exupéry, 2017: 32), no ideja pjeScanika sada je
nadopunjena slikom sveopéeg propadanja. Kao najve¢i neprijatelj pojavljuje se metafora
PUSTINJSKOGPIJESKA (Saint-Exupéry, 2017: 32), svegutajuceg, sveprekrivajuceg. Metafore SUSNICE,
ZITNICE prirodno se nadovezuju na kraljev pokusaj prenoSenja znanja na narod. Sto se ti¢e naslova
djela, po ,,Rje¢niku simbola““ (Chevalier i Gheerbrant,1987: 733), utvrda je odvajkada metafora za
COVIJEKOVO UNUTARNJE SKLONISTE, PECINE SRCA i ,,povlaitenog MIESTA KOMUNIKACIJE IZMEPU
DUSE I BOZANSTVA ILI APSOLUTNOG". Autori navode psalme 46, 59 i 60, kao i Teofila Filadelfijskog:
,Potrudite se u¢i u najunutarnjiji zamak duSe, u ku¢u Kristovu* (ibid). Navode i Meistera Eckharta
koji je zapisao: ,,Postoji li u dusi tvrdava u koju ¢ak ni pogled Boga u tri osobe ne moze prodrijeti, jer
to je mjesto Cistog Jedinstva“ (ibid). Jednako tako, u istoj knjizi, ,,Rjecniku simbola“, ¢esta metafora
ZITNICE, a u skladu s tumacenjem koje su dali autori, metaforizira EPOPCIJU ili KONTEMPLACIU,
UPUCENOST U TAINE ZIVOTA (Chevalier i Gheerbrant, 1987: 823). Metafore DIJAMANTA | BISERA
predstavljaju ZNANJE (Saint-Exupéry, 2017: 50), a koje, ako nitko do njih ne drzi, kao $to su
Nietzsche, Jaspers i Scheler mislili da je stvar s obrazovanjem, nisu vrjedniji od — opet metafora —
BRUSENA STAKLA. Banalnost Exupéry suprotstavlja djelima koja su posljedica svjesnog odabira, duge
fermentacije, ulozenog napora. Na momente gotovo da asocira na Foucaulta (2017) iz svoje zadnje
faze, serije predavanja objavljenih pod naslovom ,Hermeneutika subjekta“, gdje je staranje o sebi
jedan od glavnih provodnih motiva djela. Covijek se mora SAMOOBLIKOVATI. Metafora PLIJESNI
(Saint-Exupéry, 2017: 60) predstavlja proSirenje izrazajne palete kod opisa opasnosti koje lebde oko
¢ovjeka. ,,VIETAR OD RUECI“ metafora je ispraznosti (Saint-Exupéry, 2017: 65), koja se nadovezuje na
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prethodno upozorenje o plijesni. Metafora ,,GOSPODNJEG OGRTACA* (Saint-Exupéry, 2017: 65) govori
sve sama za sebe: vladar je Covjek okrenut, uz grubu zbilju, i prema njenoj metafizickoj nadogradnji,
oslanja se na sile koje nadrastaju covjeka. Ogrta¢ je od davnina metafora za kraljevske atribute i
simbolizira PREOBRAZBE (Chevalier i Gheerbrant, 1987: 450) — a upravo preobrazba jedna je od
temeljnih slika ,,Utvrde”. VIJETROVI su metafora ZIVOTNIH MIJENA i NAJTEZIH ISKUSENJA, NO i
OTVARANJA NOVIH MOGUCNOSTI. Exupéry se postavlja kao protivnik logici — logika bi ovdje bila
metafora tehnokratiziranog drustva u kojemu je pojedinac posve funkcionaliziran, pa kaze: ,Jer sam
jo$ jedanput poucen da logika ubija zivot. I da sama po sebi ne sadrzi nista...* (Saint-Exupéry, 2017:
84). Ulancava tri metafore, DRVA, GRANE i GNIJEZDA, u nastojanju Sto tocnijeg prikazivanja slike
povezanosti koju ima na umu kada je posrijedi odgoj i obrazovanje pojedinca (Saint-Exupéry, 2017:
85). ,,0sobno sam se udubio u veliko ¢udo preobrazbe i promjene sebe samoga“ (Saint-Exupéry, 2017:
90). Kao S$to je ve¢ spomenuto, Exupéry kroz cijelo djelo konstantno provla¢i metaforu LADE. Po
»Rjecniku simbola‘“ lada ,,stvara predodZzbu napora i izdrzljivosti §to ih iziskuje plovidba®, a blizak je
,,simbolizmu POSUDE KAO SPREMNICE* (Chevalier i Gheerbrant, 1987: 341-342), i §to je najvaznije
kada je ,,Utvrda®“ u pitanju: ,,Taj prostor ne bi trebalo zamisljati kao golemu prazninu, nego kao
MIJESTO GDJE TECE ZIVOT, ONAJ STO DOLAZI 1Z VISINA, DUHOVNI ZIVOT* (Chevalier i Gheerbrant,
1987: 342). Exupéry kritizira ¢ovjeka: ,,Tako mi se pokazalo da ¢ovjek uopée nije vrijedan paznje, ne
samo zato $to uopce nije bio sposoban za zrtvu, za opiranje kusnjama i prihvacanje smrti — jer tada
viSe nema oblika — nego i zato §to se, utopljen u masu i upravljan masom, pod¢injavao njezinim
zakonima® (Saint-Exupéry, 2017: 99). Ne bi li ove retke mogli potpisati svi gorespomenuti autori, u
svojoj kritici lijenosti sustava koji gramzljivo i inercijski, ne htiju¢i se mijenjati, za sebe trazi sve, ne
dajuéi za uzvrat ni§ta osim one KrleZine topline §tale? (Krleza, 1980: 22) Covjek Koji RADI NA SEBI
putem samoobrazovanja i obrazuje druge usporeden je s DJETETOM S LOPATICOM | KANTICOM i koji se
smjesta u podnozje Atlasa, htijuéi ga premjestiti na drugo mjesto (Saint-Exupéry, 2017: 99). U okviru
svojih velikih konstrukcija, Exupéry pise i o prijateljstvu, za koje kaze: ,,A prijateljstvo je uzvraceno
postovanje.* (Saint-Exupéry, 2017: 139) Kritizira deformiranost odnosa medu ljudima: ,,Dok ti onoga
koga volis ili koji te voli odmah pretvaras u roba, i ako ne preuzme teret tvoga ropstva, ti ga osudujes”
(Saint-Exupéry, 2017: 140). Kada piSe o STVARANJU ZALIHA, Exupéry ovu metaforu Koristi ne bi li
ukorio ljudsku potrebu za USTEBIVANJEM, SUZDRZAVANJEM, UKOCENOSCU, umjesto DAVANJA, kao
metafore OTVORENOSTI | RAZVOIJA. ,,Jer kada je rije¢ o pobudama srca, uop¢e nema robe koja se dade
ustedjeti. Jer davanje je prebacivanje mosta preko ponora tvoje samoce® (Saint-Exupéry, 2017: 140).
Velika je povezanost ,,Utvrde” s djelima poput ,,Tako je govorio Zaratustra®“ Friedricha Nietzschea
(1983) ili ,,Prorok* Kahlila Gibrana (2022). Evo jednog citata iz Nietzscheova ,,Zaratustre®, koji bi bez
poteskoca mogao stajati i u ,,Utvrdi“, a primjera ima mnogo: ,,A ovu mi je tajnu rekao sam Zzivot:
'Vidi', rece, ja uvijek sam sebe moram prevladati® (Nietzsche, 1983: 105). TASTINU Exupéry tretira ne
kao manu, nego kao BOLEST: ,,A ona koju sam vidio kako se uzbuduje zbog mnijenja gomile, i da
kvari svoj hod i glas zato §to je postala predstava, i izvlacila je iznimna zadovoljstva iz izgovorenih
rijei na svoj racun, ona €iji se obraz Zario vatrom zato $to su je gledali, nisam u njoj vidio glupost,
nego bolest. Jer kako iz drugoga izvlaciti zadovoljstvo, ako ne ljubavlju i darivanjem drugomu?Pa
ipak, zadovoljstvo koje ona izvlaéi iz svoje tastine Cini joj se toplijim od onoga koje izvlaci iz dobara,
jer bi taj uzitak platila na Stetu ostalih zadovoljstava. MrSavo i nesretno veselje, kao od kakva gubitka.
Poput onoga koji se, kad ga Sto zasvrbi, pocese, i od toga ga obuzme milina. MILOVANJE, naprotiv,
ZAKLON je | BORAVISTE® (Saint-Exupéry, 2017: 154). STRUKTURA je kod Exupérya metafora
APSOLUTA, (Saint-Exupéry, 2017: 159), a ni$ta nema smisla samo po sebi, nego tek kao dio ove vece
cjeline. Mikrokozmos i makrokozmos kod njega su u najtjesnjoj suradnji i nadopuni. Razboriti ljudi,
skloni silogizmima metafora su pogreSnog puta jer ,.Ce njihovim silogizmima netko spretniji
suprotstaviti bolje argumente kojima ¢e oni, nakon §to i sami razmisle, suprotstaviti jo$ bolje
argumente” (Saint-Exupéry, 2017: 167). Sto je &initi? Po misljenju autora ,,Utvrde® ljudi moraju
GLEDATI SRCEM, ,,bogatstvom srca“, $to je metafora za UCJELOVLIENOST LJUDSKOG BICA 0 kojemu je
kao cilju obrazovanja pisao Max Scheler, a donekle i Karl Jaspers, kao §to je gore navedeno. Exupéry
je ociti protivnik carevanja pozitivne znanosti i uzroka i posljedice kao stvari bez koje se ne moze nista
objasniti: ,,No u zivotu postoji organizam koji napreduje. Jedan organizam, a ne jedan niz uzroka i
posljedica...” (Saint-Exupéry, 2017: 167), $to takoder podsjeca na Schelerovo distanciranje i strogi
zahtjev za odricanjem od obrazovanja svih onih koji na duh gledaju kao na sekundarnu posljedicu
uzastopnih materijalnih procesa. On je pisac kod kojeg sve prsti od slika, metafora, usporedbi i
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prenesenih znacenja: ,,No ako vas sabirem da vas sve zajedno pod¢inim veliku vréu §to sam ga
izgradio u srcu gradova kako bi bili u Zitnici tiSine hrama, onda je dobro da hram u svom uznesenju iz
vas izvuCe neSto da biste ga mogli voljeti“ (Saint-Exupéry, 2017: 185). PLOVIDBA je kod njega
metafora prelijevajuéih znacenja, ¢as je to UNUTARNJE PUTOVANJE, ¢as IZGRADNJA VLASTITA BICA,
¢as POSAO KOJI SE MORA OBAVLIJATI VANI, medu drugima, u zajednici, koja cijela mora biti usmjerena
prema boljoj buducnosti. Ideje prevladavanja kod njega su konstantno u prvom planu, ¢ovjek je bice
koje je duzno razvijati se ili propada. Njegov je Zivot dobra potvrda ovog stava, on je zivio §to je
pisao, i kada se mogao povudi, jer je ve¢ otiSao u mirovinu, on se nastavlja boriti protiv nacista u
Drugom svjetskom ratu, te nestaje, odnosno pogiba. Exupéry pripada danas ve¢ gotovo posve izumrloj
vrsti intelektualca, covjeka ne-kabinetasa, osobe koja smatra da je Covjek sam svoja najbolja metafora,
da je njegov Zivot ono iz ¢ega se moze izvlaciti drugi korijen njegove eti¢nosti — a on je to svojim
angazmanom dokazao.

8. Promjena obrazovne paradigme — promjena metafora obrazovnih radnika

Kako se metafore iz ,,Utvrde* mogu primijeniti na podrucje obrazovanja danas? Prije svega, a u
okviru promatranja odgojno-obrazovnih podru¢ja kurikuluma i medupredmetnih tema mozemo uo¢iti
distinkciju izmedu OBUCAVANIJA i PROSVJECIVANJA, ali i njihovu medusobnu ovisnost. Za primjer
uzmimo prijedlog hrvatskog Nacionalnog kurikuluma za osnovnoskolski odgoj i obrazovanje (MZO,
2017: 24-25). Naime, sedam je odgojno-obrazovnih podru¢ja istaknutih u kurikulumu: jeziéno-
komunikacijsko, matematicko, prirodoslovno, tehnicko i informati¢ko, drustveno-humanisticko,
umjetnicko, tjelesno i zdravstveno. Kao ravnopravan dio obrazovanja osnovnoskolaca ukljucene su i
medupredmetne teme, odnosno one teme koje trebaju biti zastupljene kao integralni dio svih odgojno-
obrazovnih podrucja, a to su: osobni i socijalni razvoj, zdravlje, odrzivi razvoj, uciti kako uditi,
poduzetnistvo, uporaba informacijske i komunikacijske tehnologije te gradanski odgoj i obrazovanje.
Konceptualizacija obrazovanja kao obucavanja za odredeni posao moguca je i bez ideje o
prosvijecenosti, no u tom bismo se slucaju mogli pozvati na ve¢ spomenuto Nietzscheovo 'elegantno
barbarstvo', jer ne biti barbarin u danasnjem svijetu podrazumijeva i razvoj i oblikovanje karaktera,
Schelerova 'duha' ili Exupéryjeve utvrde unutar koje je Covjek sacuvan od plijesni i vjetrova, te
vanjske okolnosti ne mogu naruSiti njegov 'napreduju¢i organizam'. U praksi bi to znacilo da je
zadatak ucitelja i obuciti i stvoriti uvjete za GRADNJU UTVRDE kod svakog pojedinca. Ovo drugo nije
jasno determinirano kurikulumom i ujedno je i najtezi dio uciteljskoga posla, a upravo je to kljuc
promjene paradigme u Obrazovanju. Vratimo se u nedavnu stvarnost i pohvalu uéiteljima koji su brzo i
efikasno 'migrirali' skupa s uéenicima u online okruzenje. Ovaj put dodat ¢emo i to da su se poneki
ucitelji zaista potrudili da djeca nastave vjerovati u smisao obrazovanja, osjete zelju za radom,
pomogli im da premoste bezkontaktnu zbilju kontaktom s ucliteljem i drugom djecom virtualnim
putem. Dobar ucitelj djeluje na svoje uenike podjednako u svim uvjetima — sa i bez upotrebe
tehnologije, uz detaljan ili opceniti kurikulum, kvalitetne ili manje kvalitetne udzbenike. Drugim
rijeCima, online okruzenje, ili bilo koja krizna situacija s pocetka ¢lanka, nije nesto $to uvelike mijenja
obrazovnu paradigmu. Mijenjaju ju ili stvaraju metafore kroz koje pojedinci koje drustvo placa za
obrazovanje mladih narastaja povlace svoje svakodnevne poteze. Zbog toga je Exupéryjeva metaforika
mocan alat za promjenu cjelokupne svijesti u ulozi ucitelja (kralja) u druStvu:njegova je zadaca
izgraditi UTVRDU u ucenikovu srcu, sigurnu za STANOVANIJE, spremnu za PODIZANJE POTREBNIH
BRANA, pomo¢i mu sagraditi LADU ZA DUGU PLOVIDBU, poklanjati mu BISERE koje ¢e spremati u
SKRINJU Vlastite vrijednosti i snage. Umjesto TASTINE razvijati Zelju za MILOVANJEM, a umjesto
STEDNJE i UKOCENOSTI vjezbati OTVORENOST i DAVANJE. Svaki opis voljenog ucitelja, bilo iz naseg
sjecanja ili nekog knjizevnog djela, sagraden je, izmedu ostaloga, i od ovih ili sli¢cnih metafora. U tom
je smislu promjena paradigme povratak neprezaljenoj tradiciji gledanja na uciteljsku profesiju kao na
jednu od najplemenitijih profesija uopce.

9. Zakljucak

Unato¢ brojnim vanjskim utjecajima koji ostavljaju privid promjena u obrazovnom sustavu, pogled
u proslost ili pogled u knjizevnost pokazuju nam da se u posljednjih nekoliko stolje¢a problemi
obrazovanja predogeni kroz metafore ne mijenjaju. Sirenje obrazovanja dovodi do njegovog
umanjivanja, odnosno izostanka vrhunskih rezultata, a u¢enike se tretira kao materijal za oblikovanje
prema potrebama vremena i sustava. Obrazovanje ne smije biti okostalo i nepropusno za promjene, no
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treba biti jako i sposobno iznjedriti vrhunske pojedince. Obrazovanje usmjereno na pojedinca treba mu
pruziti moguénost otkrivanja svojih nutarnjih vrednota, a ono dovodi do nacina Zivljenja u kojem
pojedinac utvrduje svoju cjelovitost. Pravo obrazovanje sluzi ¢ovjeku i nije alat kojim bi se od covjeka
napravilo slugu. UCcitelj, kao reprezent obrazovnih nastojanja sustava, moze birati svoj pristup
obrazovanju — hoce li ono biti obu¢avanje ili obuc¢avanje i prosvjecivanje istovremeno. Svaki kotaci¢ u
stroju obrazovanja koji se oslanja iskljuivo na obucavanje i ne obrac¢a paznju na duh, onticko
uzimanje, bitnosti, doprinosi kvarenju sustava. Jer obrazovni sustav, koliko god se u formalnom
smislu oslanjao na suvremene teorijske doprinose i bio u svojoj biti moderan i naklonjen razvoju
pojedinca, funkcionira ili provodi svoju politiku pomoc¢u pojedinaca 'na terenu'. U onoj mjeri u kojoj
su pojedinci spremni vidjeti svoj posao kao gradenje, pruzanje sigurnosnih mreza, hranjenje
pojedinacnih interesa i opcéenito, spremnost na davanje, utoliko ¢e sustav biti i ja¢i i spremniji na
prihvat razlicitih vrsta promjena. Obrazovanje je, ¢ak i kada svi sudionici obrazovnog procesa nisu na
visini svog zadatka, nezaustavljiv fenomen, zbog Covjekove prirode i prirode njegovih odnosa s
drugim ljudima. Ipak, kako bi ovaj perpetuum mobile osigurao samodostatnost svakom pojedincu,
jedina promjena koja ¢e sigurno biti njemu na korist bit ¢e promjena u individualnom pristupu i
videnju obrazovanja svakog pojedinog ucitelja.

LITERATURA

Andrié, Ivo (2014). Znakovi pored puta. Zagreb: Skolska knjiga.

Chevalier, Jean; Gheerbrant, Alain (1987). Rjecnik simbola. Zagreb: Nakladni zavod Matice hrvatske.

Diesterweg, Adolph (2022). https://podarilove.ru/hr/vyrazhenie-ob-uchebe-citaty-pro-uchebu/;
pristupljeno [24. 08. 2022]

Foucault, Michel (2017). Hermeneutika subjekta. Zagreb: Sandorf.

Gibran, Kahlil (2022). Prorok. Zagreb: Mozaik knjiga.

Hadot, Pierre (2016). Unutarnja tvrdava. Zagreb: Sandorf.

Jaspers, Karl (1998). Duhovna situacija vremena. Zagreb: Matica hrvatska.

Johnson, Mark (1987). The body in the mind: The bodily basis of meaning, imagination, and reason.
Chicago: The University of Chicago Press.

Kant, Immanuel (1803). Uber Padagogik. Kénigsberg: D. Friedrich Theodor Rink.

Kopi¢, Mario (2013). Otkucaji drugoga. Beograd: Sluzbeni glasnik.

Krleza, Miroslav. (1980). Na rubu pameti. Sarajevo: Oslobodenje.

Lakoff, George (1987). Women, fire and dangerous things: What categories reveal about the mind.
Chicago: The University of Chicago Press.

Lakoff, George; Johnson, Mark (1980). Metaphors we live by. Chicago: The University of Chicago

Press.
Lever, Paul (2018). Kako Berlin vlada Europom. Zagreb: Profil.
Ministarstvo znanosti i obrazovanja Republike Hrvatske (2017). Nacionalni kurikulum za

osnovnosSkolski odgoj i obrazovanje, prijedlog nakon javne rasprave.
https://mzo.gov.hr/UserDocsimages//dokumenti/Obrazovanje/NacionalniKurikulum/Nacional
niKurikulumi//Nacionalni%?20kurikulum%20za%200snovno%C5%A1kolski%200dg0j%20i%
200brazovanje.pdf, pristupljeno [1. 08. 2022]

Nietzsche, Friedrich (1983). Tako je govorio Zaratustra. Beograd: Grafos.

Nietzsche, Friedrich (1997). Rodenje tragedije. Zagreb: Matica hrvatska.

Nietzsche, Friedrich (2020). O buducnosti nasih obrazovnih ustanova. Beograd: FactUM izdavastvo.

Safranski, Rudiger (2021). Nietzsche — biografija njegove misli. Zagreb: Sandorf.

Saint-Exupéry, Antoine de (2017). Utvrda. Zagreb: Naklada Juci¢.

Scheler, Max (1996). Ideja covjeka i antropologija. Zagreb: Nakladni zavod Globus.

Schmitt, Rudolph (2005). Systematic Metaphor Analysis as a Method of Qualitative Research. The
Qualitative Report, 10(2), 358-394. https://doi.org/10.46743/2160-3715/2005.1854 [24. 08.
2022]

Sloterdijk, Peter (2015). Svoj zZivot promijeniti moras. Zagreb: Sandorf.

137


https://podarilove.ru/hr/vyrazhenie-ob-uchebe-citaty-pro-uchebu/
https://www.knjizara-dominovic.hr/proizvodi/autori/foucault-michel-a_018337/
https://mzo.gov.hr/UserDocsImages/dokumenti/Obrazovanje/NacionalniKurikulum/NacionalniKurikulumi/Nacionalni%20kurikulum%20za%20osnovno%C5%A1kolski%20odgoj%20i%20obrazovanje.pdf
https://mzo.gov.hr/UserDocsImages/dokumenti/Obrazovanje/NacionalniKurikulum/NacionalniKurikulumi/Nacionalni%20kurikulum%20za%20osnovno%C5%A1kolski%20odgoj%20i%20obrazovanje.pdf
https://mzo.gov.hr/UserDocsImages/dokumenti/Obrazovanje/NacionalniKurikulum/NacionalniKurikulumi/Nacionalni%20kurikulum%20za%20osnovno%C5%A1kolski%20odgoj%20i%20obrazovanje.pdf
https://doi.org/10.46743/2160-3715/2005.1854

EDUCATION AND SELF-EDUCATION AS A
PERPETUUM MOBILE AND ITS HIGHEST ACHIEVEMENT

Summary

This paper thematises education as one of the constituent ways human beings are formed. It gives
examples from history and the analysis of education metaphors which show that education and self-
education as the highest achievement of meaningful education are, by their inner logic, able to change
with the challenges new times bring. A recent example is the pandemic, whose paradoxes and
completely new situations (such as the non-existence of direct contact between a teacher and students)
have been successfully overcome in education. Also, the paper compares the idea of education and
self-education with the motives and metaphors of the novel "The Wisdom of the Sands" by Antoine de
Saint-Exupéry. The interaction of these two processes and their genuine identity show that the process
of a successfully initiated education resembles a Perpetuum mobile, like in the Exupéry's novel about
the king giving his best to educate his people. The purpose of education is discussed in line with the
author's ideas, who believed in conditioning and saw self-education as the crown of education. The
paper concludes that not many things are as needed as education and that therefore the sustainability of
education is unguestionable, as long as it is conducted in line with the ideas that have formed it from
its very beginnings.

Keywords: education, self-education, the knowledge constant, tradition as the only guarantee of
change
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PERCEPCIJA RODITELJA O TJELESNOJ AKTIVNOSTI
NJIHOVE DJECE

SaZetak

Istrazivanja pokazuju da je tjelesna aktivnost roditelja povezana s tjelesnom aktivno$cu djece,
tocnije djeca tjelesno aktivnih roditelja provode vise vremena u tjelesnim i organiziranim sportskim
aktivnostima. Cilj ovog istrazivanja bio je utvrditi postoje li razlike u percepciji roditelja o tjelesnim
aktivnostima djece u vrticu i slobodno vrijeme, s obzirom na tjelesnu aktivnost roditelja. Uzorak je
¢inilo 259 roditelja s podrucja grada Zagreba. Uzorak varijabli ¢inilo je 15 tvrdnji izraZenih na
Likertovoj skali. Mann Whitney U testom izra¢unate su razlike izmedu tjelesno aktivnih i neaktivnih
roditelja. Rezultati su pokazali da djecatjelesno aktivnih roditelja znacajno vise sudjeluju u tjelesnoj
aktivnosti u slobodno vrijeme i organiziranim sportskim programima u vrticu i izvan vrti¢a. Takoder
tjelesno aktivni roditelji vise poticu djecu na tjelesnu aktivnost u vrticu, ¢eSce aktivno provode vrijeme
s djetetom u prirodi, smatraju da dijete pokazuje interes za bavljenje sportom i vazno im je da dijete
pohada sportski program jer su svjesni opasnosti tjelesne neaktivnosti. S druge strane, prema
percepciji tjelesno neaktivnih roditelja, njihova djeca viSe vremena provode u sedentarnim
aktivnostima.

Kljuéne rijedi: tjelesna aktivnost, roditelji, djeca

1. Uvod

Dosadasnja istrazivanja sugeriraju da postoji potreba za povecanjem razine tjelesne aktivnosti (TA)
djece. Roditelji imaju vazan utjecaj na ponaSanje djece, a moze se ostvariti na jedan od tri na¢ina: 1)
roditelj je aktivan s djetetom; 2) roditelj je aktivan (ne nuzno s djetetom) i modelira aktivno ponasanje;
i 3) roditelj pomaze svom djetetu da se bavi tjelesnim aktivnostima (Jago,Fox, Page, Brockman, i
Thompson, 2010). Tijekom pred-adolescentnog djetinjstva, roditeljsko modeliranje igra sastavnu
ulogu u uspostavljanju drustvene norme glede tjelesne aktivnosti djece, ali kako dijete sazrijeva uloga
modeliranja opada, a ve¢i utjecaj imaju vrSnjaci (Gustafson i Rhodes, 2006). Istrazivanje (Fuemmeler,
Anderson i Méasse, 2011) pokazuje pozitivnu povezanost TA roditelja i njihove djece. Tako je veca
umjereno do visoka TA roditelja bila povezana s ve¢om umjereno do visokom TA djeteta. Osim toga,
imati dva roditelja s vi§im razinama umjerene TA bilo je povezano s viSim razinama aktivnosti kod
djece. Autori navode kako bi za povecanje razine aktivnosti u djetinjstvu moglo biti korisno poboljsati
tjelesnu aktivnost roditelja jer mogu znac¢ajno utjecati na djetetovu tjelesnu aktivnost, stoga se roditelje
Cesto potiCe da budu aktivniji sa svojim djetetom. Zanimljive rezultate pokazuje trogodis$nje
longitudinalno istrazivanje na predskolskom wuzrastu britanske djece (Jago, Solomon-
Moore,Macdonald-Wallis, Thompson, Lawlor i Sebire, 2017) u kojemu je ispitivana povezanost
izmedu tjelesne aktivnosti roditelja i djeteta, i vremena koje provode u sedentarnim aktivnostima, i to
u dobi 5-6 godina i 8-9 godina. Roditelji koji su bili tjelesno aktivniji kada im je dijete imalo 8-9
godina imali su dijete koje je bilo aktivnije, ali je veli¢ina povezanosti opcenito bila mala. S druge
strane, TA roditelja od prije tri godine nije predvidala aktivnost djeteta u dobi 8-9 godina, a isto tako,
promjena u TA roditelja nije utjecala na promjenu u TA djeteta.

Neki drugi autori u istrazivanjima navode da TA roditelja nije izravno povezana s TA djeteta, ve¢
je bitnija podrska obitelji. U meta analizi Yao i Rhodes (2015) dokazuju da su specifi¢na ponasanja
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poput hvaljenja djeteta, promatranje djeteta kako sudjeluje u TA, sudjelovanje u zajednickoj aktivnosti
roditelja i djeteta, prijevoz djeteta na mjesta gdje bi dijete moglo biti aktivno, imala male veli¢ine
ucinka na TA djeteta, dok je jedino individualno potporno ponasanje umjerene veli¢ine ucinka bilo
roditeljsko ohrabrenje. Istrazivanje (Jago, Sebire, Wood, Pool, Zahra, Thompson, i Lawlor, 2014)
pokazuje slabe povezanosti izmedu umjerene TA djece dobi 5-6 godina i TA roditelja, stoga autori
zakljuCuju da vrijeme koje su djeca aktivna sa svojim roditeljima nije glavni uzrok razine tjelesne
aktivnosti djece, vec bi trebalo poticati roditelje da stvaraju moguénosti svojoj djeci da budu aktivna.

Cilj ovog istrazivanja bio je utvrditi postoje li razlike u percepciji roditelja o tjelesnim aktivnostima
djece u vrti¢u i slobodno vrijeme, s obzirom na tjelesnu aktivnost roditelja.

2. Metode rada

Uzorak ispitanika ¢inilo je 259 roditelja s podru¢ja Zagreba, Pozege i Popovace. Njihova djeca
predskolske su dobi, od 5 do 7 godina. Uzorak varijabli ¢inilo je 15 tvrdnji koje su obuhvacale
organizirane tjelesne aktivnosti u vrti¢u i izvan vrtic¢a, slobodnu igru, sedentarne aktivnosti djece te
podrska djeci za bavljenje tjelesnim aktivnostima. Sve tvrdnje bile su izrazene naLikertovoj skali od 5
stupnjeva (uopcée se ne slazem — u potpunosti se slazem) Tjelesna aktivnost procijenjena je na osnovu
preporuka Svjetske zdravstvene organizacije (WHO, 2020) o minimalno 150 minuta tjelesne
aktivnosti umjerenog intenziteta tjedno za odrasle, i 60 minuta dnevno za djecu. Roditelji su
odgovarali na tvrdnju zadovoljavaju li ili ne,preporuku ,,U slobodno vrijeme vjezbam barem 150
minuta tjedno u aktivnostima umjerenog intenziteta“. Na osnovu odgovora determinirani su kao
skupina tjelesno aktivnih (TA) i neaktivnih (TN) roditelja. Istrazivanje je provedeno u ozujku 2022.
godine, a upitnik su dobrovoljno ispunjavali roditelji putem on-line upitnika. Razlike izmedu skupina
izraCunate su neparametrijskim Mann Whitney U testom.

3.Rezultati i rasprava
Tablica 1: Rezultati razlika u percepciji TA djece izmedu tjelesno aktivnih (TA) i neaktivnih (TN) roditelja

TA(N=131) | TN (N=128) | TA TN M-W
Tvrdnje 51% 49% Mean Mean test p
AS-Med AS-Med Rank Rank

Dijete je tjelesno aktivno u
slobodno vrijeme vise od 60 minuta | 4,76-5,00 4,42-5,00 142,59 117,12 6735,00 ,000
dnevno

U  wrticu  dijete se  bavi
organiziranim vjezbanjem (sportska | 3,56-4,00 2,96-3,00 143,28 116,41 6644,00 ,003
igraonica, sportski programi...)

Mjesto u kojem zivim ima odli¢ne

. L o 4,41-5,00 4,20-5,00 | 137,36 | 122,47 7420,00 ,065
uvjete za razvoj i bavljenje sportom

Dijete pohada organiziranu

sportsku aktivnost izvan vrtica 3,72-5,00 2,72-2,00 | 148,05 | 111,52 6019,00 ,000

Za razvoj djece dovoljna je samo

. 2,70-3,00 2,83-3,00 | 126,08 | 134,01 7870,50 374
slobodna igra

Poti¢em dijete na tjelesnu aktivnost

- 4,72-5,00 4,48-5,00 | 139,81 | 119,96 | 7098500 | ,007
u slobodno vrijeme

Jedina tjelesna aktivnost mog

X . . ., 1,34-1,00 1,49-1,00 | 123,79 | 136,36 7570,50 ,069
djeteta je igranje u vrti¢u

Vaznija mi je informaticka
pismenost djeteta nego tjelesna | 1,62-1,00 1,67-1,00 | 128,48 | 131,55 8185,00 ,707
aktivnost

Dijete u slobodno vrijeme gleda
televiziju vise od 2 sata dnevno
(ukljuCuju¢i igranje igrica na
konzolama/

2,09-2,00 2,41-2,00 | 120,47 | 139,75 7135,50 ,031

Cesto aktivno provodim slobodno

- - o 4,23-5,00 4,02-4,00 | 139,05 | 120,74 | 7199,00 ,036
vrijeme s djetetom u prirodi

Zbog posla i raznih obaveza nemam
dovoljno slobodnog vremena za | 2,72-3,00 3,00-3,00 | 122,41 | 137,77 7390,00 ,090
tjelesnu aktivnosti sdjetetom
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Dijete u slobodno vrijeme nema
vremena za sport jer pohada druge
aktivnosti (glazbena, plesna,
likovna, dramska, jezi¢na poduka...)

1,42-1,00 1,65-1,00 | 124,10 | 136,04 7611,00 ,126

Vazno mi je da dijete pohada
sportski program  jer  sam
svjestan/na  opasnosti  tjelesne
neaktivnosti

4,46-5,00 4,27-5,00 | 137,96 | 121,85 7341,00 ,046

Dijete pokazuje interes za bavljenie | oo o0 | 418500 | 14248 | 11723 | 674900 | 002

sportom

Dijete viSe preferira individualne

sportove (tenis,atletika, | 3,07-3,00 2,99-3,00 | 133,50 | 126,41 7925,00 ,416
plivanje...... )

U tablici 1 prikazani su deskriptivni parametri i rezultati Mann Whitney U testa. Prema
preporukama Svjetske zdravstvene organizacije vidljivo je kako 51% roditelja zadovoljava, a 49% ne
zadovoljava preporuku o 150 minuta tjedno u aktivnostima umjerenog intenziteta. Kod djece 12,3% ne
zadovoljava, a 87,7% zadovoljava preporuku o minimalno 60 minuta dnevno u TA u slobodno
vrijeme. Razina tjelesne aktivnosti roditelja i djece ovog uzorka je veca u odnosu na istrazivanje na
britanskom uzorku predskolske dobi, gdje je 80% roditelja zadovoljilo smjernice WHO-a, medutim
29% djecaka i 47% djevojéica u dobi od pet do Sest godina nije ih ispunilo (Jago i sur., 2014).

Statisticki znacajne razlike u percepciji tjelesnih aktivnosti djece izmedu tjelesno aktivnih i
neaktivnih roditelja dobivene su u tvrdnji Dijete je tjelesno aktivno u slobodno vrijeme vise od 60
minuta dnevno(p=,000), U vrticu dijete se bavi organiziranim vjezbanjem (sportska igraonica,
sportski programi...) (p=,003), Dijete pohada organiziranu sportsku aktivnost izvan vrti¢a (p=,000),
odnosno djeca tjelesno aktivnih roditelja provode vise vremena u tjelesnim aktivnostima u slobodno
vrijeme, te organiziranim TA u vrti¢u i izvan vrtica. Dobivene rezultate mozemo tumaciti na nacin da
je tjelesna aktivnost roditelja povezana s tjelesnom aktivnos¢u djece u slobodno vrijeme §to je u skladu
s istraZzivanjem na predskolskoj dobi 3-5 godina (Ruiz, GesellBuchowski, Lambert i Barkin, 2011) u
kojemu je dobivena visoka pozitivna povezanost izmedu TA roditelja i TA njihove djece te autori
potvrduju da medu djecom predSkolske dobi postoji snaznija povezanost izmedu umjerene TA
roditelja i djeteta. Navedeno potvrduju i rezultati Puglies i Tinsley (2007) koji navode da roditeljsko
modeliranje ima slab utjecaj na TA djece i adolescenata, medutim utjecaj TA roditelja moze biti
vazniji za djecu predSkolske dobi. Istrazivanje (Moore, Lombardi, White, Campbell,Oliveria i Ellison,
1991) koje je utvrdivalo spolne razlike roditelja u modeliranju na tjelesnu aktivnost djece pokazuje da
je veca vjerojatnost da ¢e predskolska djeca aktivnih majki biti aktivna, nego djeca neaktivnih majki.
Tocénije, djeca aktivnih majki imala su 2 puta veéu vjerojatnost da ¢e biti aktivna od djece neaktivnih
majki, djeca aktivnih o¢eva 3,5 puta vecu vjerojatnost, a kad su oba roditelja bila aktivna, vjerojatnost
da ¢e djeca biti aktivna bila je 5,8 puta veca u odnosu na djecu dvaju neaktivnih roditelja. Autori
navode da moguéi mehanizmi za odnos izmedu razine aktivnosti roditelja i djeteta, ukljucuju roditelje
kao uzore, zatim dijeljenje aktivnosti s ¢lanovima obitelji, poboljSanje 1 podrsku aktivnih roditelja u
djetetovom sudjelovanju u tjelesnoj aktivnosti te genetski prenosive ¢imbenike koji predisponiraju
dijete na vecu razinu tjelesne aktivnosti. Na uzorku $kolske djece dobi 11-14 godina (Zovko, Djuric,,
Sember, i Jurak, 2021) dobivena je pozitivna povezanost umjerene do visoke TA majke i djece, te TA
roditelja i djece dobi 10-17 godina (Heitzler, Lytle,Erickson, Barr-Anderson, Sirard i Story, 2010).

Vece prosjecne vrijednosti djece tjelesno aktivnih roditelja u tvrdnjama U vrticu dijete se bavi
organiziranim Vjezbanjem (sportska igraonica, sportski programi...), Dijete pohada organiziranu
sportsku aktivnost izvan vrtica mogu se objasniti ve¢om podrskom tjelesno aktivnih roditelja za
organizirano bavljenje sportom, ali i mogu¢im socioekonomskim ¢imbenicima, buduéi da se
organizirane aktivnosti dodatno placaju. U ovom istrazivanju nemamo podatak o prosjecnim
primanjima, ali istrazivanja navode da sudjelovanje djece u organiziranima aktivnostima ovisi o
sociockonomskim ¢imbenicima obitelji (Jayanthi, i sur., 2018; Whitaker i sur., 2021), odnosno
roditelji s ve¢im primanjima imaju vece mogucnosti za placanje organiziranih fitnes programa i
sportskih aktivnosti svoje djece.

Razlike u tvrdnjama koje obuhvacéaju podrsku roditelja Poticem dijete na tjelesnu aktivnost u
slobodno vrijeme (p=,007), Cesto aktivno provodim slobodno vrijeme s djetetom u prirodi (p=,036),
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Vazno mi je da dijete pohada sportski program jer sam svjestan/na opasnosti tjelesne neaktivnosti
(p=,046), Dijete pokazuje interes za bavljenje sportom (p=,002) mogu se objasniti istrazivanjem na
predskolskoj dobi (Dowda i sur., 2011), koje pokazuje da je TA roditelja neizravno povezana s TA
djeteta, kroz utjecaj roditeljske podrske (poticem dijete da se igra na otvorenome, vozZnja na treninge,
promatranje djece u tjelesnoj aktivnosti ili slobodnoj igri, govorenje djeci da je TA vazna za njihovo
zdravlje). Isto tako, Loprinzi i Trost (2010) nisu pronasli izravan u¢inak TA roditelja na TA djeteta, ali
su pronasli neizravan ucinak koji je posredovan roditeljskom podrSkom. Takoder, na uzorku 6-
godiSnjaka nisu dobivene znacajne povezanosti izmedu TA roditelja i djece (Jago i sur., 2010),
odnosno autori navode da roditelji ne moraju biti aktivni da bi njihova djeca bila aktivna, ve¢ bi trebali
traziti naCine kako povecati tjelesnu aktivnost svoje djece, poput poticanja hodanja u skolu ili
promicanja slobodne igre na otvorenom. Vaznost roditeljske potpore isticu i autori koji navode da je
vazno prepoznati da su i drugi oblici roditeljskog utjecaja, kao Sto je pruzanje logisticke potpore
tjelesnoj aktivnosti, upisivanje djece u programe tjelesne aktivnosti i stvaranje mogucnosti za
aktivnost, povezani s ve¢om TA djeCaka i djevoj¢ica (Brockman i sur., 2009; Sebire i sur., 2016).
Takoder, Loprinzi i sur. (2013) na uzorku 4 godisnjaka (N=176) navode da roditeljska podrSka moze
imati vaznu ulogu u tjelesnim aktivnostima predskolske djece. Tako roditelji koji su tjelesnu aktivnost
smatrali vaznom za svoje dijete, pruzali podrsku djetetovoj tjelesnoj aktivnosti, imali dobra iskustva S
tielesnom aktivno$¢u u djetinjstvu te imali visoku percepciju djetetove tjelesne sposobnosti,
vjerojatnije ¢e primjenjivati ponasanja koja povecavaju tjelesnu aktivnost njihove djece. Rezultati
kvalitativnog istraZzivanja (Thompson i sur., 2010) upuéuju da jednostavne strategije koje se fokusiraju
na poticanje roditelja da budu aktivni sa svojim djetetom, nisu dovoljne za poveéanje tjelesne
aktivnosti djeteta.

Razlike u tvrdnji Dijete u slobodno vrijeme gleda televiziju vise od 2 sata dnevno (ukljucujuci
igranje igrica na konzolama)(p=0,031) pokazuju da djeca tjelesno neaktivnih roditelja znacajno vise
vremenaprovode u sedentarnim aktivnostima u odnosu na djecu tjelesno aktivnih roditelja. Dobiveni
rezultati sukladni su s istrazivanjem na predSkolskoj dobi koje pokazuje jaku povezanost izmedu djece
i roditelja u dnevnim sedentarnim aktivnostima (Ruiz i sur., 2011).Jago i sur. (2010) na uzorku 6
godisnjaka utvrduju pozitivhu povezanost ukupnog vremena u sedentarnim aktivnostima djevojcica i
roditelja, dok kod djecaka nije bilo znacajne povezanosti. Sli¢ne rezultate na uzorku Skolske djece
navode Zovko i sur. (2021) gdje je dobivena povezanost izmedu sedentarnih aktivnosti roditelja i
djecaka, ali ne i kod djevojéica.

4. Zakljucak

Rezultati su pokazali da djeca tjelesno aktivnih roditelja znaCajno vise sudjeluju u tjelesnoj
aktivnosti u slobodno vrijeme i organiziranim sportskim programima u vrticu, i izvan vrti¢a. Takoder
tjelesno aktivni roditelji vise poticu djecu na tjelesnu aktivnost u vrticu, ¢eSc¢e aktivno provode vrijeme
s djetetom u prirodi, smatraju da dijete pokazuje interes za bavljenje sportom i vazno im je da dijete
pohada sportski program jer su svjesni opasnosti tjelesne neaktivnosti. S druge strane prema percepciji
tjelesno neaktivnih roditelja, njihova djeca vise vremena provode u sedentarnim aktivnostima.
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PARENTS' PERCEPTION OF THEIR CHILDREN'S PHYSICAL ACTIVITY

Abstract

Previous research shows that the physical activity of parents is related to the physical activity of
children, more precisely, children of physically active parents spend more time in physical and
organized sports activities. The aim of this research was to determine whether there are differences in
parents' perception of children's physical activities in kindergarten and free time, with regard to
parents' physical activity. The sample consisted of 259 parents from the area of the city of Zagreb. The
sample of variables consisted of 15 statements expressed on a Likert scale. Differences between
physically active and inactive parents were calculated using the Mann Whitney U test. The results
showed that children of physically active parents participate significantly more in physical activity in
their free time and in organized sports programs in kindergarten and outside kindergarten. Also,
physically active parents encourage their children to be more physically active in kindergarten, they
spend more time actively with their child in nature, they believe that the child shows an interest in
playing sports and it is important for them that the child attends a sports program because they are
aware of the consequences of physical inactivity. On the other hand, according to the perception of
physically inactive parents, their children spend more time in sedentary activities.

Keywords: physical activity, parents, children
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STUDENT PARLIAMENT - A PLACE WHERE STUDENTS ASK
QUESTIONS AND INITIATE CHANGES!

Abstract

During the life, an individual belongs to various social groups. From the primary group — family,
we belong to groups like preschool, clubs, informal groups, formal educational and work systems and
many other groups. By active participation, in all these groups, we influence the development of the
group as well as our personal development. We make different decisions, some very important and
some less, some decisions make us less and some more happy. The democratic way, which we strive
for, making collective decisions has an effect on the group and allows all group members to have
equal rights in making them. The Student Parliament is a place, prescribed by law, which allows
students a democratic way of association to represent the interests of all students in the school and
student participation in making decisions that directly concern them. The Student Parliament is a place
where students ask questions and make changes.

This article consists of three parts. First, we want to present the Student Parliament as a form or
school body and its potential contribution in changing the school as a place for children and youth.
Secondly, we will analyse the working methods of Student Parliaments and the attitudes among
students regarding the work of student parliaments, in general. In the end, through conclusions and
discussion, we would like to provide recommendations on the further work of the Student Parliament.

Keywords: student parliament, youth voice, development of a democratic society

1. Introduction
1.1 Student Parliament - meaning and role

The Student Parliament is a legally prescribed school body, which provides students with a
democratic way of association in order to represent the interests of all students in the school and
student participation in making decisions that directly concern them. According to Article 88 of the
Law, the Student Parliament provides opinions and proposals to professional bodies, the school board,
the parents' council and the director. Student Parliament informs students about issues of special
importance for their schooling and about the activities of the Student Parliament. It actively
participates in the process of planning the development of the school and in the self-evaluation of the
school and suggests students as members of the professional asset for development planning and the
team for the prevention of peer violence among students (Zakon o osnovama sistema vaspitanja i
obrazovanja, 2021).

1 The research data and conclusions from the conference presented in the article are part of the project "Quality Education For
All" "Rp./3 Democracy with a lot of listening, understanding and cooperation” Medical School "7 April" Novi Sad which
was supported by the European Commission.
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During their involvement in the Student Parliament, students consider topics such as: rules of
conduct at school, safety measures, annual work plan, school development plan, school program, way
of arranging the school space, choice of school literature, free activities, participation in sports and
other competitions and organization of all manifestations for students in and out of school, etc.

The role of the Student Parliament is perceived in the development of competent citizens
(Campbell 2008, Milliken, 2001). Studies related to projects and programs that develop civic
education and are connected to Student Parliament participation can make citizens more informed
about politics, more likely to engage in political activities and democratize their views. The Student
Parliament is a form of participation for children and young people in the work of the school as one of
the social institutions.

The Student Parliament functions through regular meetings and based on pre-agreed rules. Each
parliament has a plan and program and can form its own bodies: president, vice president,
administration or various working groups and teams that will concern various topics. During the
annual work, regular meetings are holding, the decisions are making by election, at the end of the
working year, a report is compiled, which is an integral part of the report on the work of the school in
the working year. Each class has its elected representatives in the parliament. Class students are
equally responsible for the election of their representatives. Parliament representatives are obliged to
act in the spirit of democratic principles and to represent the interests of all students. The quality of the
work of the Student Parliament depends on the character of the leadership, the good distribution of
work and the efficiency of decision-making. The representatives of the Student Parliament are obliged
to listen to each other, to present their views in a reasonable manner, and they are obliged to inform
their class colleagues about the decisions made and to discuss with them all the issues that could be
presented to the parliament.

Youth participation is the process of involving young people in institutions and decisions that affect
their lives. It includes initiatives that emphasize education reform, juvenile justice, environmental
guality, and other issues. As an expression of participation in the school, young parliamentarians are
organized for social and political action, choosing and planning their own programs and representing
their interests in the community. They also raise awareness by educating others about matters that
concern them (Wang, 2006).

Willingness to participate in the community is part of the general political culture of young people.
One of the expected effects of the Civic Education course is related to increased awareness of the
importance of active participation of young people in community life and assuming an active role in
their environment. Based on the research data obtained by the authors DZamonja-Ignjatovi¢, Baucal &
Radi¢-Dudié, it is concluded that about 40% of students regularly or occasionally openly complain to
the teacher because of unfair treatment towards themselves or another student, while about 30% of
students declare that they have never done so. Similar results were obtained when it comes to the
involvement of students in decision-making within the school. According to these data, it can be seen
that the involvement of students in school is less than in the case of family life, where their
participation is estimated at 80%. Authors state that this is to be expected considering that the school is
a formal institution, the family is based on close relationships. In a certain sense, these data suggest
that a significant part of students who attended subject Civic Education will be more ready to express
their disagreement with the unfair treatment of teachers towards students and to take an active role and
fight for their rights (DZzamonja-Ignjatovi¢, Baucal & Radi¢-Dudi¢, 2009).

Apart from observing the democratic way of decision-making and active participation in their
community, parliamentarians develop various personal skills such as teamwork. The ability to
cooperate and work with others to achieve a common goal involves members of parliament being
willing to communicate appropriately with each other. Parliamentarians demonstrate a variety of social
skills such as problem solving, negotiation, and providing feedback that illustrate their ability to accept
responsibilities (Lower, 2017). Opportunities to debate in the work of the parliament through active
search for facts and true information, students develop the ability to think critically. The author PeSic,
along with the importance of knowing the arguments, values debating as an innovation in the work of
schools that develops critical thinking. The author notes a great motivational value in cooperative
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learning, group work and debating are used (Pesic, 2003). The ability to negotiate, mediate, accept
other people's points of view, respect diversity and willingness to listen are basic forms of human
communication, which we often use even when we are not aware of it. The interactive process of
communication between parliament and the environment during the active participation of
parliamentarians empowers young people to take on an active role throughout their lives. Asking
questions, searching for arguments, creatively finding solutions, examining assumptions are important
elements that guarantee the basic freedoms of students, expression, freedom of association and
freedom of expressing one's own opinion.

Young people are often just consumers of the services provided to them, they may not play a
significant role in the process of creating those services, but we must not forget that children and
young people have their own opinion and have the right to freely express their opinion (Milliken,
2001).

The Student Parliament contributes to the development of collective relationships and the building
of partnerships with teachers, professional associates, directors and school authorities. Partnerships
often can be formal and only on paper, rather than providing a real opportunity for participation.
Empowering students to represent their ward in parliament empowers the entire community, school
and other bodies where youth and adults participate together (Milliken, 2020).

1.2 Youth conference "Does a Student Parliament really exist?"?

The conference "Does a Student Parliament really exist?" was held on May 9, 2022, with the aim of
marking the Day of Democratic Culture. The conference was realized in cooperation with the
Youth Alliance Association "Novi Sad Youth Capital of Europe - OPENS" and the Novi Sad
Voluntary Service.

The goal of the conference "Does a Student Parliament really exist?" was to answer basic questions
about participation in the Student Parliament, to determine how Student Parliaments function today
and does their work correspond to the initial idea of Student Parliament.

During the conference, discussion groups discussed special topics: Activities of Student
Parliaments, obstacles and challenges in the work of Student Parliaments; The role of the Student
Parliament in preserving the mental health of young people; Support received by the Student
Parliament from teachers, pedagogical and psychological counsellors and principals of the school;
Visibility of Student Parliaments. In the continuation of the article, we will present part of the results
of the work in the discussion groups concerning the topic of this article.

The inclusion of the director, pedagogical and psychological counsellors and school teachers was
positively evaluated. Parliamentarians want adults to get involved in the work of parliaments, but this
happens sporadically in schools. On the other hand, the inclusion of students in school boards is
important for parliamentarians. They recognize an opportunity where students have contact with the
school administration and professors as a fruitful cooperation.

Part of the participants estimated that they have a good relationship with the coordinators who
support the parliament itself because they allow freedom of expression of opinions and different ideas.
In some schools, freedom is not respected or fulfilled, even neglected. The participants stated that even
in schools there is a general lack of respect and lack of interest in the demands, initiatives and opinions
of Student Parliaments. It is noticeable that the school deals with various topics, but the topics
necessary for students to meet their basic needs are neglected.

There is a division of attitudes towards the work and importance of the Student Parliament. The
negative point about it is that some teachers do not understand what the Student Parliament can do in

2 conclusions from the conference presented in the article are part of the project "Quality Education For All" "Rp./3
Democracy with a lot of listening, understanding and cooperation" Medical School "7th April"* Novi Sad which was
supported by the European Commission.
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collaboration with teachers and how they can improve the work of the school together. By including
more professors, the parliament would be more active and efficient. It has been recorded that there is
generally a weak finansial or material support of resources in the Student Parliament.

In most schools Student Parliaments do not have the practice of directing part of their activities to
the preservation of mental health. The proposal is that the Student Parliaments (at the free will of the
school parliaments) establish an "external pedagogical-psychological service", which would be chosen
and appointed by the parliament, and would consist of students or psychology interns under
supervision, which would assist students in placing their trust in someone who is closer to their age.

2. Research methodology

The purpose of the research within this article is to improve the content and quality of the work of
the Student Parliament based on the evaluation of the work of the Student Parliaments. For the
purpose of evaluation, a survey was conducted with 171 representatives of Student Parliaments of 57
secondary schools in the territory of Novi Sad and surroundings. A specially prepared Google
guestionnaire with 15 questions on a five-point Likert scale, one multiple-choice question and one
open question was used to collect relevant data. It covered several areas of work of Student
Parliaments: students' information, knowledge of the work of Student Parliaments and students'
attitudes towards the Student Parliament, transparency in the work of the Student Parliament, the
involvement of teachers, counsellor services and directors in the work of Student Parliaments, the
degree of political culture expressed through students' attitudes towards society and social readiness
for civic participation.

3. Research results

On the first statement, The Student Parliament advertises its activities in a clear and open manner,
60,8% of students declared that they fully agree and 21,1% agree with the position that parliaments
advertise their activities openly and clearly.Furthermore, 50,9% completely agree and 18,7% of
respondents agree with the second statement that students, teachers and parents are informed about
the work of the parliament through the website, school documents, posters and information
book.Nevertheless, 19,3% say that they do not know that these interested groups are informed about
the work of the parliament.

In the elections for the Student Parliament, every student of the school has the right to participate
as much as 75, 4% completely agree with the statement (Table 1).

Table 1

In the elections for the Student Parliament, every student of the school has the right to participate.

completely disagree disagree don't know agree completely agree

2,9% 6,5% 8,8% 9,4% 75, 4%

Only half of the respondents have the impression that there is regular and open communication
between members of parliament and students in the class.However, 17,5% of respondents do not know
whether they have open communication with the class they represent(Table 2).

Table 2

I have the impression that there is regular and open communication
between members of parliament and students in the class

completely disagree disagree don't know agree completely agree

3,5% 4,1% 17,5% 17,5% 57,3%

65.5% of the surveyed parliamentarians have the impression that representatives in the Student
Parliament are elected through democratic decision-making in their class (Table 3).
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Table 3

I have the impression that representatives in the Student Parliament are elected
through democratic decision-making in their class.

completely disagree disagree don't know agree completely agree

4,1% 5,8% 12,9% 11,7% 65,5%

A question about are activities of the Student Parliament are aimed to involve as many students as
possible, 48% completely agree with that statement. About 20% agree or are not aware, while one in
ten respondents disagree that the activities are aimed to involve a larger number of students (Table 4).

Table 4

Activities of the Student Parliament are aimed to involve as many students as possible.

completely disagree disagree don't know agree completely agree

2,3% 10,5% 19,3% 19,9% 48%

The answers are almost similar to the question of how to plan the work of Student Parliaments. On
the claim that the work of the Student Parliament is planned based on the proposals of students from
all classes, only 48% fully agree.In the numbers of respondents, 82 students out of 171 believe that the
work of the parliament is planned at the suggestion of students from all classes (Table 5).

Table 5
The work of the Student Parliament is planned based on the proposals of students from all classes.
completely disagree disagree don't know agree completely agree
2,3% 10,5% 18,1% 24,6% 48%

In this regard, 43,3% completely say that | gladly participate in the activities organized by the
Student Parliament, 15,2% agree, and 21,6% do not know if they agree with that statement (Table 6).

Table 6

| gladly participate in the activities organized by the Student Parliament.

completely disagree disagree don't know agree completely agree

8,8% 11,1% 21,6% 15,2% 43,3%

Multiple choicequestion about the types of activities that the Student Parliament doing with,
members of parliament say that 26,3% student or school projects, 25,1% support the students issues,
20,5% analysis of the teaching process and 15,8% humanitarian actions.

59,6% of those surveyed fully believe that the representatives in the Student Parliament have the
opportunity to contribute with their proposals to making important decisions in the work of the school.
Also, 20,5% agree with this statement (Table 7).

Table 7

Representatives in the Student Parliament have the opportunity to contribute with their proposals to the
making of important decisions in the work of the school.

completely disagree disagree don't know agree completely agree

8,8% 11,1% 21,6% 20,5% 59,6%

As many as 61,4% of parliamentarians fully agree that discussions and the expression of
differences of opinion are encouraged in the work of the Student Parliament (Table 8), while 52,6%
fully agree that Student Parliaments foster team spirit (Table 9).
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Table 8

In the work of the Student Parliament, discussions and the presentation of opinion differences are encouraged.

completely disagree disagree don't know agree completely agree

2,3% 2,3% 17% 17% 61,4%

Table 9

The Student Parliament fosters good teamwork.

completely disagree disagree don't know agree completely agree

1,2% 4,7% 18,1% 23,4% 52,6%

The next three questions refer to the cooperation of the school and other school bodies with the
Student Parliament. Thus, 61,4% of respondents state that they fully agree that the Student Parliament
cooperates with the school administration and the principal with mutual respect (Table 10).

Table 10

The Student Parliament cooperates with the school administration and the principal with mutual respect.

completely disagree disagree don't know agree completely agree

2,3% 2,3% 16,4% 17,5% 61,4%

46,2% of the respondents have the impression that the majority of teachers encourage and support
the work of the Student Parliament, 8,8% disagree with this statement and 2,9% strongly disagree with
this statement. Numerically, 20 students out of 171 said that they did not have the impression that the
teachers supported the work of the parliament (Table 11).

Table 11
Teachers encourage and support the work of the Student Parliament
completely disagree disagree don't know agree completely agree
2,9% 8,8% 19,3% 22,8% 46,2%

However, 47,4% say that the school provides the means and conditions for the work of the Student
Parliament (Table 12).

Table 12

The school provides funds and conditions for the work of the Student Parliament.

completely disagree disagree don't know agree completely agree

1,8% 7% 22,2% 21,6% 47,4%

In the end, the statement that gives the answer on is the parliament the place where we are
nourishing youth activism and voluntary work, the amount of data is that 46.8% completely agree and
16,4% agree that through the Student Parliament it is possible to get involved in various forms of
volunteering.28,7% do not know if they can get involved in voluntary work (Table 13).

Table 13

Through the Student Parliament, it is possible to get involved in various forms of volunteering.

completely disagree disagree don't know agree completely agree

4,1% 4,1% 28,7% 16,4% 46,8%

To the open and last question What should Student Parliaments deal with, the students stated:
support in the work of students, humanitarian actions, arranging the school space, analyzing and
improving the teaching process, state graduation, youth projects, improving the relationship between
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students and professors, volunteering, rights and obligations, preventing peer violence, organizing
excursions, motivating students, internal school policy and improving teaching and the work of the
institution.

4. Discussion and recommendations

The research results presented in this article are straight forward. Students from 57 secondary
schools in the city and schools from the surrounding area presented data that are significant in
evaluating the work of Student Parliaments, a so-called recording of how Student Parliaments
currently function. Furthermore, the data could be used to improve practice and certainly for further
research on this topic.

Students understand their needs, recognize their problems and the problems of their peers. In this
sense, the revealed data can enable the school to meet these needs as best as possible. The Student
Parliament provides the opportunity for all students to participate, to share their opinion, needs,
knowledge and skills, regardless of race, religion, nationality, property or gender. Through the
Student Parliament, the voice of all groups and subgroups of young people in the school can be heard
more easily.

Significant research data tells us important information and raises several crucial questions
regarding the work of Student Parliaments.

First, parliamentarians have the impression that the representatives in the Student Parliaments are
elected through democratic decision-making in their class. We concluded that the representatives of
the class thereby gained legitimacy to represent their class colleagues. On the other hand, it is also
significant that half of the respondents have the impression that there is no open communication
between members of parliament and students in the class, or at least they are not aware of it.

Second, the activities of the Student Parliament are aimed to involve in parliament activities as
many students as possible. About 20% agree that they are not familiar are activities involve large
number of students. The encouraging fact we established in this research is that the majority see the
Student Parliament as a place where discussions and differences of opinion are encouraged and where
team spirit is fostered.

Also, respondents expressed positive views on the statements related to the cooperation of the
Student Parliament with teachers, the cousilour (pedagogical-psychological) service and the school
director. We concluded that the Student Parliaments cooperate well with the school administration and
the principal with mutual respect. However, we should not forget the data obtained in the discussion
groups during the conference that tell us that some professors are not aware of what the Student
Parliament can do together with the professors and how they can improve the work of the school
together. Students believe that by including more professors, the parliament would be more active and
efficient.

Finally, the respondents’ proposals are interesting regarding what should Student Parliaments be
dealing with. These are very realistic suggestions and it is important to state them. They mention the
activities of providing support to students in existing problem situations, improving the relationship
between professors and students, and improving the teaching process. Followed by the activities of
arranging the school space, humanitarian activities, projects and referring to volunteer work within the
school or outside it.

The data obtained in this study confirm largely that the existence of Student Parliaments is
justified. They invite us to create an even more stimulating environment and to provide greater support
to students in the work of School Parliaments.
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A MAGYAR MINT IDEGEN NYELV ES KULTURA KOTELEZO
TANTARGY BEVEZETESE A NEMZETKOZI HALLGATOK
SZAMARA: TAPASZTALATOK A MAGYAR AGRAR- ES
ELETTUDOMANYI EGYETEMEN

Osszefoglalo

A magyar allam a Stipendium Hungaricum 0sztondij keretében fogad a magyar felsGoktatasi
intézetekben nemzetk6zi hallgatokat, akik angol nyelvli alap- és mesterképzéseken végzik
tanulméanyaikat. Szd&mukra a 2020/21-es tanévtdl a Magyar mint idegen nyelv és kultura (MID)
kotelezé tantargy lett. Tanulmanyunkban a Magyar Agrar- és Elettudomanyi Egyetem (MATE)
campusain tanulé nemzetkdzi diakok véleményét tarjuk fel empirikus vizsgélat alapjan. A kutatas
adatgytijtése kérd6ives modszerrel tortént, a programban résztvevok 90%-a, azaz 222-en adtak valaszt
kérdéseinkre angol nyelven. A kérdések a hallgatoi elégedettséget kivantdk felmérni, de a
nyelvtanulasi készségek mellett tobb, a nyelvkurzust érinté véleményalkotasra is volt lehetdségiik:
otfoku skalan kellett az online kérdéivben véleményiiket jelezni, ugyanakkor nyitott kérdésekben is
elmondhattak tapasztalataikat. A minta hihetetleniil szines sokasagot takar: életkorit, a kiildé orszag
foldrajzi hovatartozas szerintit, campusok, illetve szakok szerintit. A valaszok nemcsak objektiv kepet
mutatnak szamunkra, hanem a késGbbiekben megszivlelendé javaslatokat is a magyar nyelv
tanitasaval kapcsolatban.

Kulcsszavak: nyelvoktatas, MID (Magyar mint idegen nyelv), nemzetkozi hallgatok, MATE (Magyar
Agrar- és Elettudomanyi Egyetem)

1. Bevezetés

Egy Uj tantargy bevezetése mindig nagy korultekintést igényel, nem is beszélve azokrdl az
elokésziiletekrol, egyeztetésekrdl, amelyek megel6zik a kezdést. Nem volt ez masként a Magyar mint
idegen nyelv és kultira (MID) kotelezd tantargyként vald megjelenésekor az angol nyelven tanulé
els6éves nemzetkdzi hallgatok tantervében, orarendjében.

Jelen tanulmany nem tér ki a bevezetés korulményeire, szervezési nehézségeire — bar a kérddives
vizsgalat ezt is tartalmazza—, inkabb bemutatja a Magyar Agrar- és Elettudomanyi Egyetem (MATE)
négy campusan tanuld nemzetkozi didkok szociodemogréfiai hatterét, valamint a magyar
nyelvtanuldssal kapcsolatos értékelésiiket, a szemeszterben tapasztalt nehézsegeiket, sikereiket.

A szakirodalom egyrészt foglalkozik anyanyelviink kilfoldiek oktatdsaval —kapcsolatos
modszerekkel, kiemelten a felsboktatasra jellemz6 szakmai-pedagdgiai trendekkel, masrészt a
Stipendium Hungaricum 6sztondij tartalmaval, céljaival, a MATE-hoz kapcsol6dé adatokkal, valamint
nem mehetiink el a Covid-19 jarvany sajnalatos kdvetkezménye mellett sem, hiszen az online oktatéasi
forma mindannyiunk szamara komoly kihivast jelentett, és a nem személyes jellegli oktatas
tagadhatatlanul még inkabb bonyolitotta az Uj tantargy elinditasakor tapasztalt nehézségeket.

Az oktatds 2020 szeptemberében természetesen elindult, a hallgatok abszolvéltdk a félévet
december kozepén. Empirikus vizsgalatunk kérdéives megkereséssel tortént 2021 januarjaban,
februéarjaban, és a fontosabb eredményeket jelen tanulmany tartalmazza.
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2. Szakirodalmi hattér
2.1. A MID oktatasa felndtteknek, illetve a felséoktatdasban

A magyar mint idegen nyelv elsd, irasban is bizonyithat6é tanuldja egy vandordidk, Rotenburgi
Janos volt (Nador, 2006), aki budai tartozkodasa soran a kornyezetébdl elhallott, megtanult magyar
szavakat jegyezte le latin nyelvkényvébe.

A magyarorszagi intézményes magyarnyelv-oktatds az 1950-es években allamkozi kapcsolatok,
illetve Osztondij-csereprogramok révén kapott nagy lenduletet. 1952-ben alakult meg az E&tvos
Lordnd Tudomanyegyetem Kozponti Magyar Nyelvi Lektoratusa, melynek feladata volt a
Magyarorszagi egyetemekre érkezo kiilfoldi didkok magyar nyelvi oktatasa. Ez a 1épés alapozta meg a
magyar nyelv tudatos, intézményes, atgondolt tanitasat a felsoktatasban (Nador, 1998), és termelte ki
az ehhez sziikséges tapasztalatokat és modszereket. Ugyanebben az évben 20 koreai didk kezdte meg
magyar nyelvi tanulmanyait Budapesten a Koreai Felkészité Intézetben, ahol felkészitették dket
magyar nyelvil egyetemi tanulmanyaikra. Néhany év alatt az 0Osztondijasok létszdma szézas
nagysagrendlivé nétt, igy megalakult a Nemzetkozi Elokészitd Intézet — elsé nevén Kiilfoldi
Osztondijasok Egyetemi El¢készitdje —, amelynek feladata volt a magyar nyelvii felsGoktatasba
bekapcsolodd  kilfoldi  dsztondijasok célzott felkészitése magyar nyelvb6l a szakteriiletiiknek
megfeleléen. A 11 hénapos intenziv képzés végén ezek a didkok kiillonboz6 magyar egyetemek
hallgatoi lettek, és képessé valtak felsdoktatasi tanulmanyok végzésére magyar nyelven (Nador, 1998).
Az intézmeény tobbszor is nevet valtott, 2002-t61 Balassi Balint Intézet, majd Balassi Intézet néven
nem csupan az intenziv magyar nyelvi képzést, hanem a szarmazasnyelv meg6rzését, a magyar kultira
bemutatasat, kozvetitését és népszeriisitését, valamint a kilfoldi magyarnyelv-oktatads személyi
feltételeinek biztositasat is feladatanak tekintette és koordinalta. Jelenleg — 2016-t6l — a Kiilgazdasagi
és Kilugyminisztériumba tagozodva folytatja — a tobbi terulettel egyditt — a magyar nyelv oktatasat. Az
ELTE mellett 1976-t6l a Budapesti Muszaki Egyetemen 1970-ben alakult Nyelvi Intézet Magyar
Nyelvi Csoportja foglalkozik szakspecifikus magyartanitassal, amely lehetdvé teszi 0sztondijas vagy
onkoltséges hallgatok szamara, hogy magyar nyelven folytassanak fels6foku tanulmanyokat. Ezeken a
kurzusokon mar nem kezd6 szintii, hanem szaknyelvi fejlesztés torténik (Nador, 1998).

A magyar nyelv és kultira oktatdsdnak a felndttek szamara egyik specialis formaja a Debreceni
Nyari Egyetem, amely indulasakor célként nem a magyar nyelv tanitidsat, hanem a magyarsag, a
magyar kultara kérdéseinek megvitatasat hatarozta meg, magyar anyanyelvli didkok
kozremiikodésével (Nador, 1998). Néhany év alatt azonban megjelentek a kiilfoldrél, féként
Amerikabol érkez6 érdekl6dok, de kezdetben még ekkor is a magyarsag torténelmének, kultdrajanak
kdzvetitése tortént idegen nyelven, amelyet révid, 12 6ras magyar nyelvi képzés egészitett ki. A nagy
érdeklddés miatt ez fejlodott a késébbiekben kibdvitett nyelvi képzéssé, amelynek elvégzését 1934-t61
szObeli vizsgén is igazolhattdak a résztvevok (Nador, 1998). A Debreceni Nyéari Egyetem 10 évig
szlinetelt a I1. vilaghabor( utan, majd 1958-ban éledt Gjja, és végzi toretleniil az6ta is a magyar nyelv
és kultira kozvetitését, értékes tapasztalatokkal, moddszertani Ujitasokkal, tananyagokkal és
taneszkozokkel bovitve a magyar mint idegen nyelv oktatasanak modszertani eszkoztarat. E rovid €s
korantsem teljes metszet is képet ad arrdl a sajatossagrol, ami a magyar mint idegen nyelv oktatasanak
legfontosabb, a tankdnyveket és mddszertanokat is meghataroz6 eleme volt: a magyar nyelv
magyarorszagi tanuldja az 1950-es évekt6l kezd6déen évtizedekig szinte kizardlag fiatal felnétt,
foként egyetemi tanulmanyokra késziild diak volt.

Kezdetben a nyelv tanitdsara sem nyelvkonyvek, sem modszertan nem allt rendelkezésre; ez az
intenziv képzési forma korabban ismeretlen volt a magyar mint idegen nyelv oktatasdban (Nador,
1998), igy alapvet6 sziikséglet és korszakalkoto feladat is volt a megfelelé tananyagok kidolgozasa.
Tobb korabbi kezdeményezés utan 1968-ban Hegyi Endre szerkesztésében jelent meg A Nemzetkozi
ElSkészitd  Intézet hallgatéinak magyar nyelvkonyve [I-V., amely a kor idegennyelv-oktatasi
moddszertanaban friss szellem, direkt modszerre épitd, egynyelvi tankonyv volt (Nador, 1998: 88), és
,»sziirke konyvek” néven maradt fenn (Giay, 1998). Utodja, a Szines magyar nyelvkonyv I-11. és
Munkafuizet (Erdés et al., 1979) ennek hagyomanyait folytatta, javitotta a hibait, kiegészitve 0jabb
modszertani fejlesztésekkel. Ez a tankdnyvcsalad az egyik legsikeresebb a magyar mint idegen nyelv
tankonyvtorténetében (Giay, 1998); legtjabb, 2009-es kiadasa Uj szines magyar nyelvkonyv néven a
mai, posztkommunikativ nyelvoktatasi modszerhez igazoddéan ujult meg (Erdds, 2009). Emellett az
egyes képzbéhelyek —jelenleg az orszag szinte valamennyi nagy egyetemén folyik magyarnyelv-oktatas
—az elmult évtizedekben létrehozték az egyetem- és szakspecifikus, sajat tananyagot, nyelvkényveket.
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Sajatos szinfoltot képvisel a Debreceni Nyari Egyetem fejlesztése az 1990-es évek elejétol, a
Hungarolingua-sorozat, amely a kezdetektdl mas iranyvonalat kdvet: az alapvetden nyelvtani-
grammatikai beallitodas helyett a kommunikaciot allitja el6térbe. Tematikajaban, lexikajaban tiikkrozi a
nyari egyetem léthelyzetét és helyszinét, igy természetes modon teremt beszédszituaciokat. A sorozat
nemcsak nyelvkonyveket tartalmaz a kezd6t6l a halad6 szintig, hanem hanganyagokat, pedagdgiai
nyelvtant, segédkonyveket, szotart, irodalmi szovegeket is.

A felnbttek magyartanitasanak legujabb fejlesztése a MagyarOK-sorozat (Szita—Pelcz), amely
2013-t6l folyamatos fejlesztés nyoman Al szinttél B2+ szintig jelent meg. A tankdnyv ujitdsa a
modellalapti nyelvoktatds, amely mindenekel6tt er6sen kommunikacid-kdzpontu, és jelentdse épit a
nyelvtanulok 6nallo, tandran kivili felkészilésére. Mindezek mellett tovabbi nyelvkonyvek
tamogatjak a magyar nyelv oktatdsat, els6sorban az egyes egyetemek igényeihez igazodva (v6. Durst
Lépésenként-sorozat; Gyongydsi—Hetesy JO reggelt!, J6 napot! stb.). A felsorolt tananyagok,
nyelvkonyvek k6zos jellemzdje, hogy egy-egy adott intézmény, az ott tanul6 didkok szaméra készilt,
épit az intézmény helyi sajatossagaira (pl. folrajzi helye), figyelembe veszi a felhasznalék nyelvi
igényeit, illetve — mindezeken tal — altaldban egyéves, kétszemeszteres id6tartamra, intenziv oktatasi
gyakorisagra épit.

A 20. szazad utolsé két évtizedében, kiillondsen a rendszervaltas utan Gj nyelvtanul6i célcsoportok

és Uj nyelvtanul6i igények is megjelentek a magyar mint idegen nyelv oktatdsaban, azonban maig
kirajzolodik az a sajatossag, hogy létezik és erds az akadémiai céllal magyart tanul6 egyetemista réteg.
Ez a fiatal feln6tt korosztaly jelentds elényokkel rendelkezik a magyartanulas terén: mivel magyar
egyetemeken, jellemzden magyar nyelven tervezik tanulmanyaikat, igy erés motivaciéval haladnak a
nyelv elsajatitdsaban; életkorukbdl és — jellemzéen — tobbnyelviiségiikb6l adoddan kialakult
nyelvtanulési stratégidik is tamogatjak az Uj nyelv tanuldsat. Ez a két pillér pedig j6 alapot ad a
sikerhez.
Ebbe a tébb évtizedes hagyomanyba agyazddik be az az 0j forma, amely a Stipendium Hungaricum-
Osztondijasok kotelezd magyartanitasat irja eld, igy tjabb nyelvtanuloi célcsoportot, Gjabb nyelvtanari
feladatot teremtett a magyar mint idegen nyelv tanitasanak térténetében. Az Uj nyelvtanuléi csoport a
magyar nyelvet és kultirat ugy ismeri meg, hogy az a kérnyezet nyelve és kultiraja, de az akadémiai
studiumoknak nem eszkdze, hiszen ezek a didkok alapvetden angol nyelvii képzésekre jarnak. Emiatt
csokkenhet a motivacid, amit jol kialakitott tananyaggal és jol megvalasztott modszerekkel, illetve a
célok vilagos meghatarozasaval kell ellenstlyozni annak érdekében, hogy felkeltsiik az érdeklddést a
nyelv és a kultdra irant, és késztessik a didkjainkat — a kotelezé mellett vagy utdn — a magyar nyelv
tovabbi tanulasara/elsajatitasara, a kultira tovabbi felfedezésére.

2.2. A Stipendium Hungaricum oszténdij és a kotelezé MID

A Stipendium Hungaricum Programot (SHP) Magyarorszag kormanya a 285/2013.(VIIl. 26.)
rendelettel hozta létre, hogy kiemelten tamogassa a kiilfoldi hallgatok magyarorszagi felsGoktatasi
tanulmanyait. Mikdodtetéséért a kiiliigyminiszter felel, aki az 0sztondijprogram megvaldsitasa soran
érvényesiti Magyarorszag kulpolitikai és kiilgazdasagi stratégiai, valamint nemzetkdzi fejlesztési
célkitiizéseit. Lebonyolitasat a Tempus Kozalapitvany latja el. A program elsddleges célja a hazai
felsGoktatas nemzetkdziesitése, a magyar tudomanyos elit nemzetkézi kapcsolatainak erdsitése,
valamint a versenyképes magyar felsGoktatas népszeriisitése (SHP, 2013). 2019-ben az SHP stratégiai
Osszefliggéseirdl szolo 793/2019.(XII. 23.) kormanyhatarozat 01j irdnyt szabott a programnak: a
nemzetkozi hallgatok szamara kotelezové tette a részvételt a magyar mint idegen nyelv és kultira
oktatdsban, azzal a nem burkolt szandékkal, hogy nyelviink és kulturdlis értékeink megismertetése
altal erdsitsiik Magyarorszaghoz valo kotddesiiket. A kiilfoldiek magyar kozdsségekbe, kulturaba
torténd beilleszkedésének Osztonzése a késGbbickben Magyarorszag gazdasagi és diploméciai
kapcsolataira pozitiv hatassal lehet, hiszen 6k népszerisithetik hazankat, és elésegithetik a kormany
kiilpolitikai és kiilgazdasagi célkitlizéseinek megvalositasat. A nalunk diplomat szerzd, a magyar
kulturat ismer6 és szereté, magyarul beszéld, gazdag kapcsolati haloval rendelkez6 szakemberek
hazautazasuk utdn Magyarorszag jo hirét kelthetik, Ujabb hallgatékat toborozva a magyar
egyetemekre, ugyanakkor a maguk szakteriiletén értékes lehetdségeket teremthetnek az orszagaink
kozotti egyuttmikodésre (SHP, 2019a). Ezek ismeretében nem kérdeés, hogy minden nemzetkozi
ismertségre és elismerésre torekvo magyar felsdoktatasi intézmény szamara kiemelt stratégiai feladatta
valt a magyar nyelv és kultira szinvonalas oktatasanak biztositdsa, hiszen igy tarthatja meg
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nemzetkdzi hallgatdit, és vonzhat be Gjakat a jovében. Ugyanakkor ezen feladat ignoraldsa, avagy
elbagatellizalasa nem kis anyagi és presztizsveszteséggel jarhat az intézmények szamara, mig egy
nivos és tartalmas MID-oktatas komoly hozzaadott értéket jelenthet az arculatépitésben, tovabba az
orszagimazs kialakitasaban.

Az kiadott Gtmutatd vilagos és kovetheté keretrendszert biztosit a MID-oktatds bevezetésére és
lebonyolitasara: a nem magyar nyelvii alap- és mesterképzésben tanuld 6szténdijasoknak
tanulmanyaik elsd és masodik szemeszterében kotelezd részt vennilik egy heti 2x2 6ras magyar mint
idegen nyelv és kultara kurzuson, és a masodik szemeszter végére Al-es szintre kell eljutniuk. Ez a
feladat Uj utat jelol ki a magyar mint idegen nyelv oktatasaban a magyarorszagi felsdoktatason beliil.
Bar mind a tananyagok, mind a mdédszerek adottak egyetemi tanulméanyokat (magyarul) folytato
diakok magyar nyelvi képzésére, ez az uj eldiras nem a kordbban, évtizedek alatt kikristalyosodott
modszerek valtozatlan bevetését jelentette. Az Osztondijprogram pontosan megfogalmazta a nyelvi
elvarasokat, ami széles témakdrben, de minimalizalt nyelvtannal kiegészitve irja el6 az
osztondijasoknak a magyar nyelv kezd6 szintli adekvat ismeretét és hasznalatat. Emiatt a feldolgozasra
javasolt tananyagok atdolgozasra szorultak; a kimeneti kdvetelményeknek megfelelden kell valogatni
és szintetizalni a tankényv kinalta tartalmat. A tankonyviink a Durst Péter: Lépésenként magyarul 1.,
Szerz6i kiadas 2017. és a hozza kapcsolodd honlap: http://www.lepesenkent.hu/ volt, melyet
viszonylagos egyszerlisége, részben modularis szerkezete és kiegészitd (internetes) anyagai miatt a
MATE campusainak oktatdi egyetértésben vdlasztottak ki. A MATE minden campusan
Osszehangoltan, azonos tananyag, egységes tanmenet és szamonkérés alapjan kezd6dott, majd zajlott a
MID oktatds. A kollégakkal havi rendszerességgel értekeztiink, megosztottuk egymassal az online
feladatainkat, és kdzdsen allitottuk 6ssze a ZH-k és a vizsga feladatsorait. A tanmenetiink igazodott az
SHP altal javasolt kimeneti kovetelményekhez, amely a kotelezd témakorok mellett a grammatikai
minimumot és kulturalis tartalmakat is megjel6li (SHP, 2019b).

2.3. A Covid-19 miatti oktatas nehézségei

A MATE campusain a vizsgalt tanévben a Covid-19 jarvany miatt online indultak a MID kurzusok,
igy azok a didkjaink, akiknek beutazasi nehézségei, vizumproblémai voltak, vagy éppen karanténba
szorultak, szintén részt tudtak venni a magyardrakon. Sajnos voltak, akik nem tudtak teljesiteni az elsé
¢s masodik szemeszter kovetelményeit kiilonb6z6 nehézségek miatt. Szamukra tombdsitett formaban
szerveztiink intenziv kurzust januarban és janiusban, igy a hallgatink tobbsége sikerrel teljesitette az
eloirt kotelezettségét. A virtualis térben zajlo MID oktatasban kevés tapasztalattal rendelkeztlink a
pandémia el6tt, igy kényszerliségbol 0 képességek, modszerek és tananyagok fejlesztésére kellett
fokuszalnunk. Az €16 nyelvtanulas soran a folyamatos személyes interakcio, az egymas tdmogatasa, a
motivacid, amelyet egy kozOsség adhat, nagymértékben segiti a nyelvtanar munkajat. Az online
nyelvérakon a figyelem és a parbeszéd fenntartdsa sokkal nehezebb; az introvertaltabb didkok
konnyen kivonjak magukat a kommunikaciobol. Id6énként az akadozd internetkapcsolat, rossz
hangmindség is nehezitette a beszédértést, a kiejtés, az intondcid, a szohatarok felismerését. A
szemkontaktus, a nonverbalis kommunikacio szintén nagyon hianyzik a virtualis térben, gesztusaink,
testbeszédiink nem értelmezhetd, gyakran félreérthetd. Tovabbi problémat jelentett, hogy a digitalis
tanterem nem egy zart tér, tehat az ora alatt a didk elkalandozhat (facebook, lizenetvaltasok), és ez
jelent6sen rontja a nyelvtanulas hatékonysagat, a hallgato teljesitményét.

A jarvanyhelyzet okozta nehézségek kozott nem elhanyagolhaté a bezartsdg, elszigeteltség, és az
ebbdl fakadd szorongas, magany negativ hatasa a didkok tanulasi kedvére. A pandémia
fenyegetettségében a didkok pszichés Aallapota, a személyes kapcsolatteremtés hianya, az ¢él6
nyelvhasznalat tereinek beszikiilése jelentdsen visszavetette a nyelvtanitas hatékonysagat is. A
célnyelvi kdrnyezet Gsszes eldnye, inspirald, motivald ereje elparolgott a kijarasi tilalom idején. Hiaba
tanult Magyarorszagon magyar nyelvet a kilféldi hallgat6, egy kollégiumi szobaba bezarva nem
¢lhetett az €l6nyelvi kornyezet biztositotta lehetéségekkel. Az ELTE PPK Interkulturalis Pszichologiai
és Pedagdgiai Intézetében folyo kutatés szerint a kiilféldi hallgatok egyfajta tarsas vakuumba keriiltek,
tavol a csaladjuktol, egy szamukra ismeretlen orszagban, semmit nem értenek, nem tudnak az éket
koriilvevé vilagrol. Igy nagymértékben megné az egyetem és az ket oktatd tanarok felelGssége,
hiszen 6k az egyetlen kapocs a magyar tarsadalom felé (TKA, 2020).

Az online térbe kényszeriilés miatt az elsé feladat a tananyag digitalizalasa és elérhetévé tétele volt
azok szamara is, akik — mivel nem tudtak az orszagba beutazni — nem jutottak hozza a papir alapd
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tankonyvhoz az elsé félévben-évben. A kollégdk a feladatot egyéni kompetencidjuk, kialakult
nyelvoktatoi eszkozrendszerlik segitségével oldottdk meg ppt-k, interaktiv érai feladatok, sok szdbeli
gyakorlat formajaban, de emellett jO gyakorlatainkat, sikeres maddszereinket egymaéssal is
megosztottuk. Ugyanakkor a fiatal korosztaly az interneten fellelhetd friss tartalmakat, nyelvoktatd
appokat, online sz6tarakat nagyon hatékonyan és szivesen hasznalja, és a tanarnak alkalmazkodni kell
az 0j digitalizalt vilagban feln6tt nemzedékhez. Felkésziiltségén, nyitottsdgan és rugalmassagan malik,
hogy ezeket hogyan tudja beépiteni az online nyelvorakba. Az (j technoldgiak segitségével (quizlet,
kahoot, redmenta, learningapps) érdekes feladatokat, teszteket, jatékokat készithetlink. A hallgatok
szamara az Onalld6 online kutatdbmunka, prezentaciokészités, blogbejegyzések, videdtartalmak
létrehozasa nem jelent nehézséget, és a magyar nyelv aktiv hasznalatara 0sztonzi Oket. A vilaghalo
segitségével egyszerlibb a kulturalis tartalmak kozvetitése is. Autentikus szovegek, blogok, videok,
hangoskoényvek, dalok, filmek megosztasaval, feldolgozasaval szinesithetjik a nyelvordkat, és
tamogathatjuk a kiilonb6z6 nyelvi készségek fejlesztését.

A virtudlis tantermi oktatas Uj szerepkdrbe allitia mind a nyelvtanart, mind a tanul6t: a tanar
esetében hangstlyossa valik a tartalomkészitd, mentorald szerep, a tanuld autonoémiaja pedig jelentds
mértékben né. Az online nyelvoktatas kelld eszkozellatottsag mellett jarhat elényokkel is: barhonnan
elérhetd, lehetdéséget nyuajt  kollaborativ.  munkara, valdés idejii  informacioszerzésre,
tartalommegosztasra (Zajacz 2021).

Borsos—Kruzslicz (2022) ezirany( kutatasainak eredményei azt mutatjak, hogy digitalis kdzegben
akkor vagyunk eredményesek, ha a digitalis kozegen kivil is eredményesek vagyunk, fejlett digitalis
kompetenciaval rendelkeziink (digitalis eszkdzhasznalat, digitalis irastudas,) ugyanakkor a didaktikai
¢s szakmodszertani szempontokat sem tévesztjilk szem el6l. A digitalis eszkdzok hasznalata 1)
lehetbségeket is kinal: szotanuld programok, internetes jatékok, interaktiv feladatok, kvizek, videdk a
tantermi orakon is hasznosak lehetnek, ilyenképpen az online térben kiprobalt, miikodo tananyagok
nagy része atmentheto a jelenléti oktatdsba is.

A MATE-n 2020 ota tapasztalt és hozzaérté csapat dolgozik az online tananyagfejlesztésen,
valamint a tanmenetek és a szamonkérés modjanak kidolgozasan. A hallgatok korében végzett
kérdoives felmérés eredményei igazoljak, hogy az oktatéi garda sikerrel vette a pandémia okozta
akadalyt, meg tudta valdsitani a magyar nyelv és kultira kozvetitését a kényszerii online térben, és
fontos iranymutatast adnak a kdvetkezo tanévre, és azok figyelembevételével folytatjuk munkankat.

3. Anyag és modszer

Kutatasi moédszerként a kérdbives felmérés mellett dontottiink. A kérd6iv Kitdltése anonim volt, és
nem az egyetemi oktatési rendszeren keresztil tortént, hanem egy google-ban készitett kérddiv linkjét
kiildtiik ki a hallgatoi levelezési listara 2021 janudrjaban. Az elso kitdltési hullamban 138 valasz
érkezett januar 10. és 17. kozott, majd egy kovetkezé kérésre a tovabbi 84 valasz februar 2. és 8.
kozott. Az els6 tanévre beiratkozott hallgatok szdma 245 volt. A kitoltdék szama 222, igy a kitoltés a
90,1%-0s, ami teljes mértékben megfelel a reprezentativitas kritériumanak.

A kérd6iv a szociodemografiai kérdések utan a MID-oktatassal — elégedettseg, légkor, tananyag,
szervezés, oktatdi hozzaallas sth. — kapcsolatban vart 5-foka skalan megjelolhetd értékelést, illetve
feleletvalasztos, valamint nyitott kérdések keretében véleménynyilvanitast. Az 5-fok( skalas
kérdéseket ugy fogalmaztuk meg, hogy 1-es erték a NEM, egyaltalan nem, mig az 5.0s az IGEN, teljes
mértékben vélemeényt lefedje. A kérdések elemzése az Excel-tablazat adataibol diagramos, %-0s
megjelenitéssel tortént.

Elézetesen a kdvetkezo hipotéziseket allitottuk fel:

H1: A MID-kurzus megitélése kategdriak szerint kiilonb6z0, vagyis negativabban itélkeznek
a) azok a hallgatok, akik késve kezdték meg tanulméanyaikat
b) a férfi hallgatok
c) az alapszakos hallgatok
d) anem eurdpai hallgatok
e) anagy campusok hallgatoi

H2: A nyelvtan és a szOvegértés a két legnehezebben elsajatithatd készség a hallgatok szamara
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A minta bemutatasa

A 222 véalaszadé nemek szerinti megoszlasa: 95 ndi (42,8%), és 127 férfi (57,2%) hallgato
valaszolt a kérdésekre. Koziluk 74-en (33,8%) alap-, mig 148-an (66,2%) mesterszakon tanultak. Az
alapszakosok kdzotti nemi arany: 24 ndi (32,4%) és 50 férfi (67,6%). A mesterszakokon ez igy néz ki:
71 n6i (48%) és 77 férfi (52%). Megallapithato, hogy az alapszakokra kétszer annyi férfi hallgato jar,
mint néi. A mesterszakok esetében a nemi arany szinte egyenlo.

Az atlagéletkor 25 év. A legfiatalabb kitolt6 18 éves (3 £6), mig a legidésebb 42 éves (2 £6) volt.
Alapszakon az atlagéletkor 21,7 év, a legiddsebb egy 30, illetve egy 31 éves hallgatd. Az alapszakos
no6i hallgatok atlagéletkora: 20,9 év, mig a férfi hallgatoké 22,1 év. Lathato, hogy az alapszakos férfi
hallgatok id6sebb korban kezdik el tanulmanyaikat. A mesterszakon ez a kdvetkezOképpen néz ki: az
atlagéletkor 26,7 év, ugyanakkor a legfiatalabb mesterszakosok még csupan 20 évesek (2 f6). A néi
mesterszakosok atlagéletkora 26,5 év, a férfi hallgatoké pedig 27 év. A mesterszakos hallgatdk kozotti
atlagéletkor férfi-n6 aspektusbol kiegyenlitett.

A 222 hallgat6 44 orszaghbol érkezett: Braziliabol a legtobben (16 6), de még Jordania és India (13
f6), Marokko (12 f6), a Fiilop-szigetek és Kina (11 f6) didkjai vannak tobben, ugyanakkor 12
orszaghdl csak egy, tovabbi 6t orszagb6l pedig csak két hallgaté jott.

Ha a kontinensek szerint vizsgaljuk a hallgatokat, a kovetkezok deriilnek ki (1. abra): 115-en (52%)
Azsiabol érkeztek, 67-en (30%) Afrikabol, 25-en (11%) Dél-Amerikabol, mig 15-en, azaz a
hallgatoknak csupan 7%-a Eurépabdl.

25,11% m Azsia
Afrika
67,30% | e Dél-Amerika
| Europa

4. abra: A hallgatok kontinensek szerinti megoszlasa. N=222

Az azsiai hallgatok képviseltetik magukat a legnagyobb aranyban (52%), hiszen tébben vannak,
mint a tobbi kontinensrol érkezok dsszesen (48%). Nemek szerint megoszlasuk: 49 ndi (42,6%) és 66
férfi hallgatd (57,4%). Az &zsiaiak atlagéletkora 24,7 év, a néké 25,6 év, a férfiaké pedig 24,1 év.
Megallapithato, hogy Azsiabol a férfiak fiatalabb, mig a ndk idésebb korban érkeznek hozzank. Ez
azzal magyarazhato, hogy alapszakra csak 10 n6 (27,7%), viszont 26 férfi (72,3%) érkezett. EQyébként
alapszakon 36-an (31,3%), mesterszakokon pedig 79-en (68,7%) tanulnak, hasonlé aranyban, mint az
osszes valaszado. Azsia 18 orszaganak hallgaté tanulnak nalunk.

Az afrikai didkok 12 orszagbodl érkeztek: koziilik 21 néi (31,3%) és 46 férfi (68,7%) hallgatd jott.
Az § esetiikben a nemek aranya a férfiak dominanciajat mutatja. Az atlagéletkoruk (25,4 év) hasonl6 a
minta atlagahoz, a nék 24, a férfiak pedig 26 évesek. Alapképzésre 24-en (35,8%), mig mesterre 43-an
(64,2%) érkeztek, vagyis szinte kétszer annyian, mint alapszakokra, hasonléan a mintahoz.

Dél-Amerika 25 diakja 6 orszagbol érkezett, koziilik 15 nd (60%) és 10 férfi (40%) hallgato.
Lathato, hogy a nemek aranya itt forditott. Az atlagéletkor 26,6 év: a ndké 25,9 év, a férfiaké pedig
27,6 év. Alapszakra 11-en (44%), mesterszakra pedig 14-en (54%) jottek. Alapszakon 4 férfi és 7 nd,
mig mesterszakon 8 nd (57,1%) és 6 férfi (42,9%) kezdte meg a tanulmanyait.

Az eur6pai hallgatok Montenegro, Koszovo, Torokorszag, Oroszorszag és Eszak-Macedonia
allampolgarai. Koziilik 10 n6éi (67%) és 5 férfi (33%) hallgato. Alapszakon 4-en (27%), mesteren
pedig 11-en (73%) tanulnak. Atlagéletkoruk 23,4 év. Az alapszakosok koziil 2 né 20 éves, két férfi
hallgato pedig 19, illetve 24 éves, igy az 6 atlagéletkoruk 20,8 év. A mesterszakos hallgatok
atlagéletkora 24,4 év.
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A MATE négy campusan kezd6dott meg a MID oktatas (2. abra). A kitoltok tobb mint fele
G06dollén végzi tanulmanyait (125 {6, 56%).

m Godollé
® Buda
67,30% = 125, 56% Gyongyos

Kaposvar

5. dbra: A MATE campusain tanul6 hallgatok megoszlasa. N=222

A G06dolléi Campus hallgatoi osszetétele a kovetkezOképpen fest: az atlagéletkor 24,7 év. A nemek
tekintetében 41 f6 ndé (32,8%), mig 84 férfi (67,2%). Kétszer tobb férfihallgatd kezdi meg
tanulmanyait G6dol16n, mint né. A nék atlagéletkora 24,4 év, a férfiaké pedig 24,9, vagyis elenyész6 a
kilonbség. Alapszakon 47-en (37,6%) kezdtek, mig mesteren 78-an (62,4%). Az alapszakosok kdzott
12 n6 (25,5%) és 35 férfi (74,5%) van. Megallapithatd, hogy az alapszakra beiratkozott hallgatok
haromnegyede férfi ezen a campuson. Mesterszakon 29 néi (37,2%) és 49 férfi (62,8%) hallgato van,
vagyis a nemek aranya itt is a férfiak javara irhato. Godollon az dzsiai diakok aranya kicsivel tobb a
minta atlaganal, az eurdpai és dél-amerikai pedig kevesebb (3. &bra).

11, 9% 4,:3% m Azsia
' = Afrika
43,34% 67,54% Dél-Amerika
Eurépa

6. abra: A Godolisi Campus hallgatdi kontinensenként. N=125

A Budai Campuson a nemek aranya a kdvetkez6: 38 néi (56,8%) és 29 férfi (43,2%) hallgato, és az
atlagéletkoruk 26,6 év. Kozuluk csak 11-en (16%) tanulnak alapszakon, tehat itt a mesterszakosok
dominalnak: 57 6 (84%). Itt is az azsiai hallgatok vannak tobbségben, viszont az afrikaiak kisebb, mig
a dél-amerikaiak nagyobb mértékben képviseltetik magukat az 6sszmintdhoz képest (4. abra).

5 43% m Azsia
S l = Afrika
b 0,
35, 52% Dél-Amerika
13, 19% 0
Eurdpa

7. &bra: A Budai Campus hallgatéi kontinensenként. N=67
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Gyongyoson 10 nd (58,8%) és 7 férfi (41,2%) hallgatd volt 12 orszagbol, atlagéletkoruk 22,6 év.
Ez abbdl is adddik, hogy alapszakon 11 f6 (64,7%), mig mesteren csak 6 f6 (35,3%) tanult. Ezen a
campuson 9 afrikai (52,9%), 5 azsiai (29,4%), két eurdpai (11,8) és egy dél-amerikai (5,9%) diak van.
Megallapithato, hogy ezen a campuson az afrikai diakok aranya a mintahoz képes joval magasabb.

A Kaposvari Campus hallgatoi 0sszetétele: atlagéletkoruk 24,2 év. A nemek szerint 6 néi (46,1%)
és 7 férfi (53,9%) a hallgatdi létszam, ami az 6sszmintahoz képes kiegyenlitett. Ugyanez az arény az
alap- és mesterszak tekintetében (6:7 f6). Ezen a campuson 10 orszag hallgatéi vannak jelen. Az &zsiai
hallgatok feliilreprezentaltak: 8 6 (61,6%), mig 2-2 f6 jott Afrikabol, ill. Dél-Amerikabol, és csak
egy Eurdpabdl.

A hallgatok 9 kiilonb6z6 alap-, €s 19 mesterszakon tanulnak a négy campuson (1. tablazat).

1. tablazat: 4 MATE angol nyelvii alap- és mesterszakjai a hallgatoi létszammal. N=222

a szakok neve 1étszam terdlet
* [BA] Business Administration and Management 12| gazdaségi
* [BA] Commerce and Marketing 5| gazdaségi
* [BA] Tourism and Catering 3| gazdasagi
« [BSc] Agricultural Engineering 12 agrar
* [BSc] Environmental Engineering 11 agréar
* [BSc] Food Engineering 8 agrér
* [BSc] Horticultural Engineering 3 agrér
* [BSc] Mechanical Engineering 14 miiszaki
* [BSc] Wildlife Management Engineering 6 agrar
* [MA] Business Development 2| gazdasagi
* [MA] Landscape Architecture and Garden Design 10| mivészeti
* [MA] Management and Leadership 14| gazdaségi
* [MA] Regional and Environmental Economic Studies 1 agrar
* [MA] Tourism Management 1| gazdasagi
* [MSc] Agricultural Biotechnology (Plant and Animal) 16 agréar
* [MSc] Agricultural Biotechnology (Plant) 17 agrér
* [MSc] Agricultural Water Management Engineering 3 agrér
* [MSc] Animal Nutrition and Feed Safety Engineering 6 agréar
* [MSc] Crop Production Engineering 5 agréar
* [MSc] Environmental Engineering 3 agréar
* [MSc] Food Safety and Quality Engineering 9 agrér
* [MSc] Food Science and Technology Engineering 13 agréar
* [MSc] Horticultural Engineering 6 agréar
* [MSc] Mechanical Engineering 25 miiszaki
* [MSc] Rural Development Engineering 7 agrér
* [MSc] Supply Chain Management 7| gazdaségi
* [MSc] Tourism Management 1| gazdasagi
* [MSc] Wildlife Management Engineering 2 agréar

”

A szakok gazdasagi, miivészeti, miszaki és agrar tudomanyteriileteket 6lelnek fel.

M agrar
W gazdasagi

128, 58% miszaki

45, 20%

mivészeti

8. dbra: A szakok hallgatdi tudomanyterilet szerinti megoszlasban. N=222
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Az agrartudomanyi szakok adjak a hallgatok 58%-at, amelyhez 5 alap- és 12 mesterszak tartozik. A
gazdasagi szakokon a hallgatok 20%-a tanul 3 alap- és 5 mesterszak keretében, mig a miszaki
tudomanyok egy-egy alap- és mesterszakkal van jelen, a miivészeteket pedig a tajépitészeti mesterszak
képviseli (5. abra).

4. Eredmények

Elsé hipotézisiinkben (HI1) feltételeztiik, hogy a MID-kurzus megitélése a kategdriak szerint
kiilonb6zo. A kdvetkezokben ezen kategoriakat vessziik gorcso ala.

Hla Azok a hallgatok, akik késve érkeznek, negativabban itélkeznek. A tanévkezdéssel
kapcsolatban elmondhatd, hogy 146 {6 (66%) id6ben megérkezett Magyarorszagra, a tobbiek, 76 6
(34%) viszont csak kés6bb, illetve egyaltalan nem tudott beutazni az orszagba (6. abra).

27,12% m idében érkezett (augusztus,
szeptember)
6, 3% m kicsit késett (oktdber)

43, 19%

146. 66% m sokat késett (november)
; (0]

nem volt Magyarorszagon

9. dbra: 4 nemzetkozi hallgatdk idébeni érkezése a tanévkezdéskor. N=222

Minden aspektust figyelembe véve kértlink egy &ltalanos értékelést a hallgatoktol a kurzust
illetden: ennek atlaga az 5-0s skalan 4,38-as eredményt hozott. (Ez énmagaban egyébként nagyon
pozitiv vélemény!) Azok, akik id6ben kezdték el a kurzust, 4,47-re értékeltek, a késok pedig 4,21-re.

1,1%

3. 4% m1l ml
14, 19% - ‘ "2
39, 51% m3 ¥ 42, 29% m3

o cooe T 2.20%]
19, 25% & -
m5 m5
10. dbra: 4 késén érkezbk értékelése. N=76 11. bra: Az iddben érkezdk értékelése. N=146

Mig a késén érkez6k (7. abra) 76%-a értékelt 5-0s vagy 4-es értékkel, addig az iddben érkez6knek
(8. dbra) mar 89%-a. Kettes vagy kozepes értéket az idében érkez6knek csupan a 11%-a adott, a késén
érkez0 esetében ez 24%. Ezen értékek egyértelmiien igazoljak a hipotézist, miszerint a késon érkezok
szamara nehézséget okozott a lemaradas, igy negativabban itélik meg a nyelvtanulast.

H1b A nemek tekintetében a férfiak negativabban itélik meg a nyelvtanuldst, mint a nék. A mintat
megvizsgalva lathatjuk, hogy a nok elégedettsége atlagosan 4,43, mig a férfiaké 4,34. Az Gsszminta
atlaganal a nék 0,05 szazaddal pozitivabban, mig a férfiak 0,04 szazaddal negativabban értékeltek.
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3,3% 4,3%
ml 14, 11% ml
0, 1,1% :
12, 13% a alz
¥ 20, 21% e % B e
s N 6 68, 54% M i
4 4
m5 m5
12. &bra: 4 ndi hallgatok értékelése. N=95 13. dbra: A férfi hallgatok értékelése. N=127

Az értékek minimalis kiilonbséget mutatnak: a nék 63%-a ertékelt jelesre a feérfiak 54%-ahoz
képest, ugyanakkor, ha egyutt nézziik az 5-6s és 4-es értékeket, lathatjuk, hogy a férfiak 85%-ban, mig
a n6k 84%-ban voltak elégedettek. (9-10. dbra) Az a feltevés, hogy a nék pozitivabban értékeltek,
igazolast nyert ugyan, de az igazsdghoz hozzatartozik, hogy a kiilonbség elenyészd a két nem értekei
kozott.

H1c A mesterszakosok pozitivabb véleménnyel vannak a MID-kurzusrol, mint az alapszakosok. Az
alapszakosok értékelése 4,26-0s atlagot mutat, a mesterszakosoké viszont 4,44-est. Az alapszakos
atlagérték az 6sszatlag alatt van 0,12 szazaddal, mig az alapszakosoké 0,04 szazaddal folotte.

2,3%

1l m1l

0, 1h3, 17% m2 m2

36,49% | m3 ‘ m3

) 91, 61% 38, 26% 3

m5 m5

14. abra: Az alapszakosok értékelése. N=74 15. abra: A mesterszakosok értékelése. N=148

Az alapszakosok 49%-a értékelte a kurzust jelesre a mesterszakosok 60%-ra, mig az 5-0s és 4-es
értékelés az alapszakon 80%, addig a mesteren 87%. (11-12. abra) Megallapithatd, hogy a
mesterszakosok pozitivabb magyar nyelvtanulasi tapasztalatokkal birnak, mint alapszakos tarsaik.
Korabbi felteveésiink igazolodott.

H1d A nem eurépai hallgatok negativabban itélik meg a MID-tanfolyamot, mint az Europabdl
érkezék. Kivancsiak voltunk arra is, hogy kontinensek szerint miként oszlanak meg a vélemények.Az
afrikaiak atlaga 4,21, ami az 6sszétlaghoz képes 0,17 szdzaddal alacsonyabb. Az zsiaiak &tlaga 4,38,
ami egyenl6 a minta atlagaval.

3,5% . 1,1% 4,3% m
' 11, 16% m2 m2
31, 46% =3 m3
4 4
27, 24%
m5 m5

16. dbra: Az afrikai didkok értékelése. N=67 17. dbra: Az azsiai didkok értékelése. N=115
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Az eurdpaiak atlaga 4,87, ami messze a legmagasabb az 0sszes érték kdzott. A 15 hallgatod kozul
csak egy értékelt 4-esre, a tobbiek mind 5-6st jelltek meg. A dél-amerikai csoport atlaga is magasabb
a minta atlaganal 0,14 szézaddal, vagyis 4,52. (13-14. &bra) A 25 didk koziil egy 3-as jelzés érkezett, a
tobbi 4-es vagy 5-0s. Megallapithatd, hogy az eurdpai hallgatok voltak a legelégedettebbek, az
afrikaiak pedig a legkevéshé. A két véglet kozott 0,66 szazados a kilonbség. Ez a hipotézis is
igazolodott.

Hle A két nagy campus hallgatdi negativabban itélik meg a magyar nyelvtanulast, mint a ket
kisebb campusokon tanulok. Végul ezen elégedettséget a campusok kozott is megnéztik. A Godolloi
Campus atlaga 4,32, ami éppen elmarad az O0sszatlagtél. A Budai Campus 4,51-es atlagot mutat, ami
0,13 sz&zaddal magasabb, mint az atlag. Ugyanakkor az 5-0s és 4-es értékek dsszehasonlitasakor a két
campus értéke egyforma, azaz 85%-0s (15. és 16. abra).

ml

: m2

W 15, 22% m3

42, 63% A
m5

18. abra: 4 Godolléi Campus hallgatoi 19. abra: A Budai Campus hallgatai
elégedettsége. N=125 elégedettsége. N=67

A gyongyosi elégedettseg 4,59, a kaposvari pedig 4,00-es. A hipotézis nem igazolodott be: az egyik
nagy campus hallgatdi negativabban, mig az egyik kisebb campus hallgatoi pozitivabban értékeltek.

A maésodik hipotézisink (H2) a nyelvtanulési készségekkel foglalkozott: feltételeztik, hogy
magyar nyelvtan és szOvegértés a két legnehezebben elsajatithatd készség a hallgatdink szdméara. A
legnehezebben, illetve a legkonnyebben elsajatithatd készségekrdl is kérdeztiik Oket (17. abra).
Elbzetesen ugyan azt kértiik, hogy a két legnehezebb, illetve legkdnnyebb készséget jeldljék meg,
azonban tébben tobb opcidt is valasztottak, és ugy dontottink, hogy meghagyjuk mindegyik jel6lést,
ami azonban igy a valaszok sz&méaban eltérést mutat.
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20. dbra: A legnehezebben és legkdnnyebben elsajatithatd készségek. N=222 (t6bb valasz)
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Lathatd, hogy a magyar nyelvtan megtanuldsa, hasznalata okozza a legnagyobb nehézséget a
nemzetkozi hallgatdk 51,4%-anak, de a mondatalkotas is nagy kihivas szamukra, amit 49% jel6lt meg.
Az is kideriil, hogy a magyar hangok kiejtése sem egyszer(i feladat nekik, ezt 37,4%-uk itélte
nehéznek. A beszéd és hallott/irott szovegértés is meglehetdsen magas értékkel szerepel, ami a diakok
27,9, illetve 28,8%-at érinti. Az Uj szavak memorizalasaval vald6 megbirkdzas 28,4% szamara volt
kiemelten bonyolult, mig az olvasassal szinte mindenki boldogult, csupan 5,9% vélte talsdgosan
nehéznek.

A legkonnyebben elsajatithatd készségek koziil a magyar szoveg olvasasa van az els6 helyen, amit
53,2% itélt a konnylinek, de a kiejtés, az 01j szavak megtanulasa is elég magas értékkel szerepel, tehat
megallapithatd, hogy a kiejtés 35,1, a szokincsfejlesztés pedig 31,1%-nak nem okozott gondot. A
szOvegértes, a beszéd és a nyelvtan is kapott jonéhany jeldlést, ami azt mutatja, hogy a didkok kozel
negyedének ezen készségek elsajatitisa elég konnyl volt. A mondatalkotas kapta a legkevesebb
szavazatot, csupan 9% szamara volt konnyen elsajatithatd készség.

A hipotézis igazolasahoz dsszevetettilk a nehéznek, ill. kdnnytinek vélt a készség-parokat. Ebbdl az
deriil ki, hogy 114 fének nehezen, mig 42-nek konnyen elsajatithatd a magyar nyelvtan, ugyanakkor
66-an (akik nem jelolték meg) sem nehéznek, sem konnytinek nem talaltdk. A valaszok alapjan viszont
megallapithatd, hogy kdzel hdromszor annyian tartjak nehéznek a nyelvtant, mint amennyien inkébb
konnytinek. A hipotézisnek ez a része tehat igazolodott.

Ami viszont a szovegértést illeti, joval kevesebben (64 {6) jelolték nehéznek a nyelvtanhoz képest,
¢s joval tobben (57 f6) konnyen elsajatithatonak, ugyanakkor 101 f6 nem jelolte egyik opciot sem.A
hipotézisnek ez a része nem nyert igazolast. Ugyanakkor az is nyilvanvalé az eredmények tiikrében,
hogy a nyelvtan mellett a mondatalkotas a masodik legnehezebben elsajatithatd készség, hiszen 6tszor
annyian jeldlték nehéznek (109-en), mint konnytinek (20-an), bar 93-an sem a nehezen, sem a kénnyen
elsajatithatd lehetdséget sem valasztottak.

A nyitott kérdésben megindokolhattak a valasztasukat: kigytijtottiik és csoportositottuk azokat a
kommenteket, amelyek negativ felhanglak, problémat jelentettek a hallgatoknak, illetve valamilyen
javaslattal élnek ezen hianyossagok kezelésére. Ami nagyon meglepd, hogy Osszesen 78 kritikai
észrevétel szlletett, mig pozitiv tartalmi Uzenetek szdma 234, ami azt jelenti, hogy a
véleményvalaszok haromnegyede pozitiv, és csak egynegyede kritikai szemléleti. Ezek kozott elsd
helyen az online-tanulas nehézsége all (17 megjeldlés, 7,7%), és ezzel parhuzamosan a tantermi érak
iranti vagy kifejezése (10 esetben). A tanitas, illetve az elvégzend6 anyag mennyiségének tempdjat 14-
en (6,3 %) gondoltdk gyorsabbnak, mint ami szdmukra megfelel. Heten magat a nyelvkurzust talaltdk
nehéznek, hatan pedig a magyar nyelvet. A ,,nem tudok kommunikalni” (4 £6), ,,egyaltalan nem értem
ezt a nyelvet” (1 f6), ,nem tudom leirni a szavakat” (1 f6), ,,sok mindent nem értek” (2 f0)
észrevételek mellé a kovetkezd javaslatokat tették: legyen ,,tobb gyakorlas™ (4 £0), ,,tobb nyelvtani
magyarazat” (2 {0), illetve ,tobb kommunikacidé a magyar didkokkal” (5 f£6). Ugyancsak
nehezményezték, hogy ,,tulsagosan a nyelvtanra fokuszal az oktatas” (1 6), ,,sok a hazi feladat” (2 {6),
,kevés magyar nyelvili filmet néziink 6ran” (1 f6), ,,csak magyarul beszéliink éran” (1 f6), ,,a konyv
csak magyar nyelvii” (1 £8) és ,,ne nézziink vide6t 6ran” (1 £6). Osszességében megallapithaté, hogy a
negativ tartalmd hozzéaszélasokat kevesebben jegyzik, mint a minta 10%-a.

A pozitiv visszajelzések szama (234) mutatja, hogy az opcionalis lehetdséggel sokan éltek: volt aki
néhany szavas, volt aki hossz( kommentben irta le véleményét. Legtdbb pozitiv elismerés, dicséret a
MID-oktatod kollégakkal kapcsolatban érkezett, amit a ,,szuper tanarok” elnevezéssel tartottunk meg,
hiszen 71-en emelték ki az oktatdi hozzaallast, felkésziiltséget, kedvességet, szakmaisagot. A
tanfolyammal kapcsolatban a ,tetszett”, élveztem”, ,,jo volt”, ,érdekes volt”, ,elégedett vagyok”
kifejezések 63 hallgatd véleményének az Gsszegzése. A ,,sok dolgot tanultam”, ,,hasznos volt” 32 {6
irta, ez utobbit foleg a beilleszkedéssel hoztak kapcsolatba. A tandrakrdl egyrészt a ,,jol felépitett
tanorak”™, ,,jol értheté magyarazatok™, ,,nagyon jo tananyag” jelenik meg 27 megjegyzésben, illetve az
winteraktiv orak”, ,,jo hangulat” 20 hallgatéi véleményben. Az ,,alapkommunikécié egy szemeszter
alatt” 11 didk szamara hozott komoly sikert, ugyanakkor a ,nem nehéz nyelv”, ,,csodalatos nyelv”
pozitiv megerdsitést harman éreztek.

A kérdoiv egyik kérdésében arra kértiik a hallgatokat, hogy irjak le a szamukra legszebb harom
magyar szot. Egy szemeszter befejezése utan, kb. 50 tanora utan a szofelhdben lathato szavak keriiltek
a listara. A szavak helyesirasat nem valtoztattuk meg, az ékezetek, egyes betliik hianya igy
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megsokszorozta a szavak szamat, de még igy is egyértelmi, hogy a kdszoném mellett az Gdvozlés, az
egyetemhez, a csaladhoz kapcsolddo szavak, illetve a szerelem volt a legkedveltebb (18. abra).
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21. &bra: 4 harom legszebb magyar szobol késziilt szofelhé. N=222

5. Kdvetkeztetések és javaslatok

A befogad¢ kultara nyelvének ismerete nemcsak a beilleszkedést segiti eld, hanem a szocidlis halo
kiépitésere is alkalmas. Ugyanakkor az egyetemi rendszerben kotelez6vé tenni a nyelvtanulast, még
plusz terhet réni a hallgatokra, kockéazatos is lehet. Mindenesetre az empirikus vizsgalatunk
megmutatta, hogy a nemzetkozi didkok tobbsége 6rommel fogadta a lehetoséget.

A MATE négy campusan végzett felmérés elsddleges célja az volt, hogy a ”pilot-év” tanulsagait
lesziirjiik, és a késébbiekben a jelzett nehézségeket kikliszoboljuk.

Egyértelmiien bizonyitast nyert, hogy azok a didkok, akik — akar onhibdjukon kivil — nem tudtak
idében elkezdeni a nyelvtanulast, negativabb véleménnyel vannak a kurzusrél, mint azok, akik a
kezdetektdl jelen voltak. Ebbol kifolyolag a kovetkezd tanévekben a MID tanfolyam kezdését akar
két-harom héttel is el kell halasztani, hogy minden érintett egyszerre tudjon kezdeni.

A nemek kozott igazabol nem talaltunk szamottevd kiillonbséget a MID tanuldsaval kapcsolatban,
viszont az bebizonyosodott, hogy a mesterszakosok, tehat a tapasztaltabbak, akik mar a masodik
diplomajuk érdekében jottek hozzank, sokkal motivaltabbak és elégedettebbek, mint alapszakos
tarsaik. Szamunkra ez az eredmény azt jelenti, hogy az alapszakosok oktatasara fokozottabban kell
figyelniink, az alkalmazott modszereket is at kell gondolnunk, és akar tobb jatékosabb feladattal tenni
vonzobba szamukra a kdtelezo tantargy teljesitését.

A nemzetkozi hallgatok kontinensek szerinti csoportositasa bar megmutatja, hogy leginkabb az
afrikai hallgatokat kell tamogatnunk, a késébbiekben sokkal arnyaltabb felmérést sziikséges késziteni
a kisebb régiok, illetve orszagok hallgatorél. Ugyancsak fel kell tarni a kulturalis kilonbségeket, az
oktatasi rendszerek kozotti eltéréseket.

A nyelvtanulési készségek tekintetében a nyelvtani szabalyok és a mondatalkotas a vezet, de a
tobbi készség elsajatitasat sem itéltek konnylnek a didkjaink, és itt dszintén meg kell mondanunk,
hogy nem is vartunk mas eredményt, a vizsgalat megerGsitette a tantermi tapasztalatainkat. Azt ugyan
nem igérhetjik, hogy kihagyjuk a magyar nyelvtant a tananyagbol, de a kurzus legelején a magyar
nyelv sajatossagardl sokkal tobb informéaciot kell megosztanunk, és igy talan befogaddbbak lesznek a
nyelvtan tanulaséra.

Végil nagyon bizunk abban, hogy az online tanulasi format eltehetjiik fiok mélyébe, viszont az ily
modon szerzett tapasztalatokat beépithetjik és hasznosithatjuk a tantermi oktatasban, hiszen mi
tanarok rengeteget dolgoztunk és fejlodtiink a virtualis térben hasznalhatd tananyagok készitésében.
Tovabba az is nyilvanvald, hogy ezeknek a tartalmaknak jo része adaptalhat6 a tantermi, személyes
jelenléttel torténd oktatas keretében, ahol tovabbra is csodalatos anyanyelviinkkel ismertetjiik meg a
nemzetkdzi hallgatokat a jovoben.

165




IRODALOMJEGYZEK

Borsos, L. — Kruzslicz, T. (2022): Nyelvtanari szerepek az online térben — a COVID-19 jarvany miatt
kialakult tavoktatas tanulsagai. (Megjelenés alatt.)

Borsos, L. — Kruzslicz, T. (2022): Digitalis oktatasi megoldadsok a magyar mint idegen nyelv
tanitasaban — a COVID-19 jarvany miatt kialakult tdvoktatas tanulsagai. Modern Nyelvoktatas,
28. 1.sz. 77-97.

Durst, P. (2017): Lépésenként magyarul 1. Szerzdi kiadas.

Erdés, J. — Kozma, E. — Uhrman, Gy. — Prileszky, Cs. (1990): Szines magyar nyelvkényv I-11.és
Munkafiizet. Tankényvkiadd, Budapest.

Erdds, J. (2009): Uj szines magyar nyelvkonyv. Balassi Intézet, Budapest.

Giay, B. (1998): A magyar mint idegen nyelv/hungaroldgia oktatasanak modszertani alapkérdései. In:
Giay, B. — Nador, O. Magyar mint idegen nyelv/Hungaroldgia. Osiris, Budapest, 245-279.

Gyongyosi, L. — Hetesy, B. (2014): J6 reggelt! Semmelweis Egyetem Egészségtudomanyi Kar,

Budapest.

Gyongyosi, L. — Hetesy, B. (2011): Jonapot kivanok! Semmelweis Egyetem Egészségtudomanyi Kar,
Budapest.

Hlavacska, E. — Hoffmann, I. — Laczkdé, T. — Maticsék, S. (2015): Hungarolingua+ 1/1 — 2/2.

Debreceni Nyari Egyetem, Debrecen.

Néador, O. (1998): A magyar mint idegen nyelv/hungarolégia oktatdsanak torténete. In: Giay, B. —
Néador, O. Magyar mint idegen nyelv/Hungarol6gia. Osiris, Budapest,39-99.

Nador, O. (2006): A magyar mint idegen nyelv és a hungaroldgia intézményrendszere. In: Hegediis, R.
— Néador, O.: Magyar nyelvmester. A magyar mint idegen nyelv — hungarolégiai alapismeretek.
Tinta, Budapest,47-66.

Nador, O. (2017): A magyar nyelv kulfoldi megismertetése, vonzereje. In: Tolcsvai Nagy G. (szerk.):A
magyar nyelv jelene és jovdje. Gondolat Kiado, Budapest, 465-483.

Szita, Sz. — Pelcz, K. (2013): Magyar OK A1-B2. Pécsi Tudomanyegyetem, Pécs.

Zajacz, Z. (2021): A magyar mint idegen nyelv oktatasardl a digitalis térben — Pillanatfelvétel. In:
Bandli, J. — Pap, A. — Zajacz, Z. (szerk.): MID-kérkép. Magyar mint idegen nyelv. Oktatasi
helyzetek, médszertani tudnivalék. ELTE E6tvos Kiadd, Budapest, 151-185.

ONLINE FORRASOK

A Stipendium Hungaricum Program Miikodési Szabalyzata (2003): Elérhet6:
https://stipendiumhungaricum.hu/uploads/2020/03/SH_MSZ_210730_honlap.pdf [2022. 08.
20.]

A Stipendium Hungaricum Program intézményi megvalositasat segité Végrehajtasi uatmutato (2019a):
Elérhet6: https://stipendiumhungaricum.hu/uploads/2020/03/2022_07_05_SH_VHU.pdf
[2022. 08. 20.]

A Stipendium Hungaricum Program MID Kimeneti kdvetelménye (2019b): Elérheto:
https://tka.hu/docs/palyazatok/mid_kurzus_kimeneti_kovetelmenyek 0302.pdf [2022. 08. 20.]

A jarvany hatasa a felsdoktatas nemzetkdziesitésére (2020): Elérhetd:
https://tka.hu/nemzetkozi/15120/a-jarvany-hatasa-a-felsooktatas-nemzetkoziesitesere ~ [2022.
08. 20.]

INTRODUCING HUNGARIAN AS A COMPULSORY FOREIGN LANGUAGE AND
CULTURE FOR INTERNATIONAL STUDENTS: EXPERIENCES AT THE HUNGARIAN
UNIVERSITY OF AGRICULTURAL AND LIFE SCIENCES

Abstract
The Hungarian state offers Stipendium Hungaricum scholarships to international students studying
at Hungarian higher education institutions in English-language bachelor and master programmes.
From the 2020/21 academic year, Hungarian as a Foreign Language (MID) has become a compulsory
subject for them. In this study, we explore the views of international students studying on the
campuses of the Hungarian University of Agricultural and Life Sciences (MATE) on the basis of an
empirical study. The data collection was based on a questionnaire method, with 90% of the
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participants, i.e. 222, answering our questions in English. The questions were designed to measure
student satisfaction, but in addition to language learning skills, they were also given the opportunity to
express their opinions on a number of aspects of the language course: they were asked to indicate their
opinions on a five-point scale in the online questionnaire but were also asked to give their experiences
in open questions. The sample is incredibly diverse: by age, by geographical origin of the sending
country, by campus and by degree course. The responses not only give us an objective picture, but also
suggestions for future action on the teaching of Hungarian.

Keywords: language teaching, MID (Hungarian as a Foreign Language), international students,
MATE (Hungarian Agricultural and Life Sciences University)
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GEOGRAFSKA KARTA U NASTAVI PRIRODE | DRUSTVA U
REPUBLICI HRVATSKOJ

SaZetak

Priroda i drustvo interdisciplinarni je nastavni predmet u osnovnim $kolama u Republici Hrvatskoj
koji se poucava od 1. do 4. razreda. Jedan od glavnih zadataka prirode i drustva je uvodenje ucenika u
snalaZzenje u prostoru i kartografsko opismenjavanje. IstraZivanje je za cilj imalo na uzorku od 200
ucitelja razredne nastave ispitati opremljenost Skola geografskim kartama te istraziti probleme s
kojima se ispitanici susre¢u vezanima uz kartografsko opismenjavanje u¢enika i koriStenje geografske
karte u nastavi prirode i drustva. Rezultati ukazuju na problem neopremljenosti skola geografskim
kartama medu kojima se istice nedostatak geografskih karata uzeg i Sireg zaviCajnog prostora.
Rezultati takoder upucuju na razlike u kartografskom poucavanju s obzirom na odredena
sociodemografska obiljezja ispitanika. Samoprocjena vjestina i koriStenja geografske karte u nastavi
upucuju na potrebu organizacije stru¢nog usavrSavanja u podrucju kartografske pismenosti i
metodickog osposobljavanja za koriStenje karte u nastavnom procesu.

Kljucne rijeci: Geografska karta, priroda i drustvo, Hrvatska, obrazovanje

1. Uvod

U obrazovnom sustavu Republike Hrvatske nastavni predmet Priroda i drustvo pouéava se od
1972. godine u prvom, drugom treCem i Cetvrtom razredu osnovne $kole. Od samog uvodenja u
obrazovni sustav, nastavni plan prirode i drustva biljezi stalan trend smanjenja tjedne satnice. Danas je
Priroda i drustvo u hrvatskom osnovnoskolskom odgoju i obrazovanju zastupljena s dva sata u prvom,
dva sata u drugom, dva sata u treCem i tri sata u Cetvrtom razredu.

Priroda i drustvo ,.interdisciplinaran je nastavni predmet koji integrira znanstvene spoznaje
prirodoslovnoga, drustveno-humanisti¢koga i tehni¢ko-informati¢koga podrugja (MZO, 2019). Sirok
spektar znanstveno-stru¢nih podrucja obuhvaéenih u nastavi prirode i drustva imaju za cilj da znanja,
stavovi 1 vjeStine steCeni kroz nastavu prirode i drustva ucenicima omogucuju bolje razumijevanje
kompleksnog svijeta koji ih okruzuje. U tom smislu Bjelajac i Zivkovi¢ navode da je temeljna funkcija
nastave prirode i druStva ,,osposobljavanje ucenika za uspje$no snalazenje u zivotu“ (Bjelajac i
Zivkovi¢, 2006, 323).

Vazan dio pozornosti u nastavi prirode i druStva usmjeren je na uvodenje ucenika u pocetnu
nastavu prirodoslovlja, poimanje prostora i vremena i snalazenje u njima. Pri poimanju prostora
ucenike valja osposobiti za shvacanje veli¢ine prostora, za odredivanje svojeg polozaja i drugih
objekata u prostoru te za poimanje kontinuiteta prostora (De Zan, 1999). Pri razvijanju navedenih
sposobnosti snalaZzenja u prostoru i vremenu vazno je da ucenici primjenjuju osnovna znanja vezana
uz Kkartografsku pismenost (Pletenac, 1991). ,Kao $to je geografija prostorna znanost, tako se i u
nastavi prirode i drustva obraduju sadrZaji koji postoje u prostoru §to proucavamo* (Braicic¢ i Franié,
2014, 53). Osim $to se kroz nastavu prirode i drustva obraduju sadrzaji vezani uz spoznavanje prostora
i snalaZenja u njemu, sam prostorni pristup i prostor kao takav postaju temeljna orijentacijska toc¢ka za
sve sadrzaje prirode i drustva (Pletenac, 1991). Nastavni plan i program izrijekom kao jednu od
zadaca Prirode i drustva donosi ,,upoznati svoje okruzenje (obitelj, razred, Skolu, mjesto, zavicaj,
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drzavu)“ (MZOS, 2006, 253). Upoznavanje mjesta, zavi¢aja i drzave nemoguce je bez koristenja
geografske karte.

Prostorno-geografski sadrzaji prisutni su kroz sva pocetna Cetiri razreda osnovne $kole. Braici¢ i
Frani¢ navedene sadrzaje jednostavno kategoriziraju ,,tako se u 1. razredu obraduju sadrzaji koji se
odnose na prostor doma i skole, u 2. razredu obraduje se prostor uzeg zavicaja (mjesta i opéine), u 3.
razredu Siri zavicaj, a u 4. razredu prostor Republike Hrvatske® (Braici¢ i Franié, 2014, 53). lako
zastupljeni u svim razredima, geografski sadrzaji dominiraju u treéem razredu (Bjelajac i Zivkovic,
2006). Uz tre¢i razred, znaCajan udio geografskih, odnosno prostorno orijentiranih sadrzaja
pronalazimo i u ¢etvrtom razredu u kojem se poucavaju sadrzaji vezani uz cjelokupnu Republiku
Hrvatsku. U prva dva razreda od ucenika se o¢ekuje da uoci i opiSe stvari i pojave u prostoru, dok se
od treceg razreda od ucenika trazi razumijevanje meduodnosa izmedu pojava i njihov znacaj za
covjeka (Bezi¢, 1997). U tre¢em razredu zapocinje kartografsko opismenjivanje ucenika §to, prema
Grdicu, predstavlja jedan od najtezih zadataka nastavnog predmeta prirode i drustva (Grdié¢, 1989).

Proucavanje prostora i elemenata u njemu nemoguce je bez koriStenja geografske karte kao
oshovnog sredstva prostornog sporazumijevanja (Slukan Alti¢, 2003). Kartografija, odnosno
geografska karta ima nezamjenjivu ulogu u spoznavanju prostora, njegovim zakonitostima, te
pojavama i procesima u njemu jer omogucava prikaz drustvenih, kulturnih i prirodnih fenomena ¢ije
poznavanje omogucuje uéenicima snalazenje u njihovom budu¢em zivotu (Letina i Berti¢, 2012).
Pocetno kartografsko opismenjavanje ucenika u razrednoj nastavi za cilj ima razvoj sposobnosti
Citanja geografske karte kao pretpostavke dubljeg razumijevanja i sluZzenja kartom kao viSeg stupnja
kartografske pismenosti (Matas, 1996).

Geografska karta u nastavnom procesu istovremeno je i nastavno sredstvo i nastavno pomagalo.
Ako je karta samo medij kojim se korisniku prenose odredene informacije sadrZane u njoj, moZemo je
smatrati nastavnim pomagalom. Ako, s druge strane, geografsku kartu sagledavamo kao radni
materijal kojim kroz analizu sadrzaja dolazimo do novih zakljuéaka i spoznaja, tada geografska karta
predstavlja nastavno sredstvo. Karta u obrazovanju ,,ima teorijsko znacenje u smislu predocavanja
prostora i aplikativno znacenje kao izvor prostorno odredenih informacija, te se ¢esto upotrebljava kao
sredstvo geografskog izrazavanja ili pak kao pomagalo pri kretanju u prostoru® (Grofelnik i Pap, 2013,
87).

Geografska karta predstavlja najvazniji nacin predoCivanja prostora i najpogodnije sredstvo
geografskog izrazavanja i sporazumijevanja (Rogli¢, 2005). Upravo iz navedenog proizlazi vaznost
poucavanja ucenika o geografskoj karti i njihovo osposobljavanje za Citanje 1 koriStenje
geografske karte.

Samom pojmu geografske karte u ovome radu dana je prednost nad pojmom zemljovid jer
»zemljovid je pojmovno uzi, pa iako nekima zvuci ,,hrvatskije®, ne moze zamijeniti staru rije¢ karta“
(Lapaine, 2002, 194).

Osnovni preduvjet koriStenja geografske karte u nastavnom procesu jest opremljenost Skola
geografskim kartama. Imajuc¢i na umu probleme hrvatskog odgojno-obrazovnog sustava i nedovoljnu
financijsku podrsku velikog broja osnivaca (zupanija i gradova), postavlja se pitanje imaju li ucitelji
razredne nastave moguénost koriStenja klasi¢nih zidnih geografskih karata izradenih upravo za
koriStenje u nastavnom procesu. Vazno pitanje koje takoder zasluzuje istrazivacki odgovor jest koriste
li ucitelji geografsku kartu u nastavnom procesu u dovoljnoj mjeri i na ispravan nacin.

2. Cilj, metode, hipoteze

Istrazivanje provedeno tijekom 2022. godine za cilj je imalo provjeriti opremljenost osnovnih skola
geografskim kartama u razrednoj nastavi te ispitati postoje i razlike u koristenju geografske karte u
nastavnom procesu s obzirom na odredena sociodemografska obiljezja ucitelja, prvenstveno prema
godinama radnog iskustva. Ujedno je zelja bila istraziti samoprocjenu ucitelja o osposobljenosti
koriStenja geografske karte u nastavnom procesu. Istrazivanje je provedeno na slu¢ajnom uzorku od
200 ucitelja razredne nastave u Republici Hrvatskoj putem anketnog upitnika. Anketni upitnik
sadrzavao je niz pitanja kojim su u uvodnom dijelu prikupljeni sociodemografski podaci ispitanika.
Glavni istrazivacki dio upitnika sastojao se od pitanja alternativnog tipa (da-ne) i pitanja visestrukog
izbora te niza pitanja u kojima su ispitanici uz pomoc¢ likertove skale od pet stupnjeva odgovarali na
postavljene tvrdnje i izrazavali uCestalost svoga rada vezanu uz pojedine elemente nastavnog procesa i
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koristenja geografske karte (nikada — uglavnom ne — niti ne, niti da — uglavnom da — uvijek). Dobiveni
rezultati analizirani su kroz pokazatelje osnovne deskriptivne statistike.

Sukladno navedenom cilju istrazivanja postavljene su hipoteze koje glase:

H1: Opremljenost skola geografskim kartama ujednacena je u svim dijelovima Republike Hrvatske.

H2: Uc¢iteljima razredne nastave najvise nedostaje zavi¢ajna, odnosno Zupanijska karta.

H3: KoriStenje geografske karte u nastavi prirode i drustva ne ovisi o godinama radnog iskustva

ucitelja.
3. Sociodemografska obiljeZja ispitanika

Od anketiranih 200 ucitelja razredne nastave ¢ak je 190 uciteljica (95%) i samo 10 ucitelja (5%).
Zbog tako velike razlike, odnosno malog broja muskih ispitanika analizi rezultata nije se pristupilo sa
razlikama u spolu kao jednoj od varijabli.

Prema radnom iskustvu ispitanici su grupirani u nekoliko kategorija (tab. 1).

Tablica 1: Ispitanici prema radnom iskustvu u Skoli

Godine radnog iskustva u Broj ispitanika %
skoli
0-5 17 8,5
6-15 25 12,5
16-25 64 32
26-35 71 35,5
36 ili vise 23 115

Najveci broj ispitanika, njih N=71 (35.5%) ima 26-35 godina radnog iskustva, a odmah slijedi
N=64 (32%) ispitanika sa 16-25 godina radnog iskustva. U kategoriji 6-15 godina radnog iskustva je
N=25 (12.5%) ispitanika, dok kategoriji 36 ili viSe godina radnog iskustva pripada N=23 (11.5%)
ispitanika. Najmanje zastupljena kategorija je 0-5 godina radnog iskustva koju je oznaéilo N=17
(8.5%) ispitanika.

S obzirom na razred u kojem trenutno rade, ispitanici su bili rasporedeni kako slijedi: Njih N=28
(14%) radi u prvom razredu, dok ih N= 40 (20%) radi u drugom razredu. U tre¢em i ¢etvrtom razredu
radi isti broj ispitanika, N=47 (23,5%). N=33 (16.5%) ispitanika radi u kombiniranom razrednom
odjelu, a N=5 (2,5%) ispitanika u produzenom boravku.

Od ispitanika se trazilo da odgovore rade li u urbanoj ili ruralnoj sredini. Od ukupnog broja
ispitanika njih 45,5% (N=91) radi u gradu, dok njih 54,5% (N=109) radi u $koli koja se nalazi u
naselju kojeg su ispitanici okarakterizirali kao ruralnu sredinu.

Istrazivanju su pristupili ispitanici iz svih Zupanija Republike Hrvatske i Grada Zagreba. No, zbog
malog broja ispitanika iz pojedinih Zupanija, ispitanici su grupirani u nekoliko ve¢ih regija temeljem
kojih je u nastavku proveden dio statisticke analize (tab 2).

Tablica 2: Ispitanici prema regijama
Republike Hrvatske u kojoj se nalazi skola u kojoj rade

Regija Republike Hrvatske Broj ispitanika
Isto¢na Hrvatska 32 (16%)
Sjeverna i sjeverozapadna Hrvatska 72 (36%)
Sredisnja Hrvatska 61 (30.5)
Istra, Kvarner i Gorska Hrvatska 20 (10%)
Dalmacija 15 (7.5%)

170



4. Rezultati i rasprava

Prvim dijelom istrazivanja zeljelo se utvrditi opremljenost Skola, odnosno ucionica geografskim
kartama potrebnima za provodenje nastave prirode i drustva. Geografske karte na koje se paznja
usmjerila bile su zidna geografska karta Republike Hrvatske, geografska karta Zupanije ili zavicajnog
prostora, plan naselja u kojem se nalazi $kola i priru¢ne karte za svakog ucenika.

Tablica 3: Odgovori ispitanika o opremljenosti ucionica geografskim kartama

TVRDNJA DA NE

Svaka u¢ionica razredne nastave ima svoju zidnu 62 (31%) 138 (69%)
geografsku kartu Republike Hrvatske.

Jednu zidnu geografsku kartu Republike Hrvatske 146 (73%) 54 (27%)
medusobno dijeli vise ucitelja razredne nastave.

U svojem razredu posjedujem zidnu geografsku 86 (43%) 114 (57%)
kartu zavicaja.

U svojem razredu posjedujem zidnu geografsku 57 (28.5%) 143
kartu Zupanije u kojoj se nalazim. (71.5%)
U svojem razredu posjedujem plan naselja u kojoj 38 (19%) 162 (81%)

se nalazi §kola.
Svaki ucenik u razredu posjeduje geografsku kartu. 142 (71%) 58 (29%)

Iz tablice 3 vidljivo je da od 200 ispitanika, njih ¢ak 138 (69%) ispitanika nema svoju zidnu
geografsku kartu Republike Hrvatske, dok njih 62 (31%) ima geografsku kartu Republike Hrvatske u
ucionici. S tvrdnjom Jednu zidnu geografsku kartu Republike Hrvatske medusobno dijeli vise ucitelja
razredne nastave slaze se 146 (73%) ispitanika, dok 54 (27%) ispitanika odgovara da navedena tvrdnja
nije tocna. 114 (57%) ispitanika odgovara da u svojem razredu posjeduje zidnu geografsku kartu
zavicaja, dok 86 (43%) ispitanika ne posjeduje navedenu kartu. Zidnu geografsku kartu Zupanije u
kojoj se nalaze posjeduje 57 (28,5%) ispitanika, a njih 143 (71,5%) ne posjeduje zidnu geografsku
kartu Zupanije u svojem razredu. Na tvrdnju U svojem razredu posjedujem plan naselja u kojoj se
nalazi skola 38 (19%) ispitanika odgovara Da, dok 162 (81%) ispitanika oznacuje odgovor Ne. Kod
142 (71%) ucitelja, svaki ucenik ima svoju geografsku kartu, dok kod njih 58 (29%) svaki ucenik ne
posjeduje geografsku kartu potrebnu za uspje$no pracenje nastavnog procesa.

Predoceni rezultati ukazuju da velik broj ucitelja razredne nastave u svojim uc¢ionicama oskudijeva
s osnovnim geografskim kartama neophodnim za uspje$no odvijanje nastave prirode i drustva.
Nedostatak geografskih karata Republike Hrvatske, Zupanijskih karata, odnosno karata zaviGajnog
prostora, kao i plana naselja u kojem se Skola nalazi upucuje na zakljucak o postojanju velikog
problema opremljenosti §kola nastavnim sredstvima i pomagalima za nastavu prirode i drustva.

Kad se navedeni rezultati proanaliziraju na razini velikih geografskih regija Republike Hrvatske,

Na regionalnoj razini mogu se uociti velike razlike u opremljenosti $kola, odnosno ucionica
razredne nastave geografskim kartama potrebnima za nastavu prirode i drustva. Najizrazitije razlike,
potvrdene kao statisticki znacajne (p=0,014) odnose se na posjedovanje zidne karte Republike
Hrvatske u ucionici ispitanika. Pomalo neocekivano, najslabije su opremljene ucionice regije sjeverne
i sjeverozapadne Hrvatske. Ta regija, koja inaCe spada u gospodarski medu najnaprednije i
najdinamicnije dijelove Hrvatske, ima, prema odgovorima ispitanika, najslabije opremljene ucionice
zidnim kartama Republike Hrvatske. Ocito da osnivaci skola tog prostora, Medimurska, Varazdinska,
Koprivni¢ko-krizevacka, Krapinsko-zagorska Zupanija i njihovi veé¢i gradovi moraju poraditi na
kvalitetnijem opremanju svojih skola geografskim kartama. Vrlo velik nedostatak navedenih karata
biljezi i Istra s Kvarnerom i gorskom Hrvatskom.
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Tablica 4: Frekvencije odgovora ispitanika o opremljenosti Skole
geografskim kartama prema regijama Republike Hrvatske

TVRDNJA REGIJE
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Svaka uéionica razredne DA 13(40.63%) 14 (19.44%) 21 (34.43%) 5 (25%) 9 (60%)
nastave ima svoju zidnu NE 19 (59.37%) 58 (80.56%) 40 (65.57%) 15 (75%) 6 (40%)
geografsku kartu Republike
Hrvatske.
Jednu zidnu geografsku DA 21 (65.63%) 60 (83.33%) 43 (70.49%) 14 (70%) 8 (53.33%)

kartu Republike Hrvatske NE 11 (34.37%) 12(16.67%) 18(29.51%) 6 (30%) 7 (46.67%)
medusobno dijeli vise
ucitelja razredne nastave.

U svojem razredu DA 19(59.38%) 29 (40.28%) 22(36.07%) 9 (45%) 7 (46.67%)
posjedujem zidnu NE 13 (40.62%) 43 (59.72%) 39 (63.93%) 11 (55%) 8 (53.33%)
geografsku kartu zavicaja.

U svojem razredu DA 9(28.12%) 25(34.72%) 11(18.03%) 7(35%) 5 (33.33%)
posjedujem zidnu NE 23(71.88%) 47 (65.28%) 50 (81.97%) 13 (65%) 10 (66.67%)

geografsku kartu zupanije u

kojoj se nalazim.

U svojem razredu DA 7(21.88%) 12 (16.67%) 10(16.39%) 5(25%) 4 (26.67%)
posjedujem plan naselja u NE 25(78.12%) 60 (83.33%) 51(83.61%) 15 (75%) 11 (73.33%)
kojoj se nalazi skola.

Jedan od problema koji je razotkriven ovim istrazivanjem bio je nepostojanje prikladnog mjesta u
ucionici za geografsku kartu. Naime, na pitanje ,,/mate li prikladno mjesto u ucionici za geografsku
kartu“, ¢ak 70 ispitanika (35%) odgovorilo je negativno. Dakle, viSe od trecine ispitanika u svojoj
ucionici nema prikladno mjesto za geografsku kartu. Samim time, geografska karta koju koriste u
nastavi ili je na neprikladnom mjestu i samim time slabo vidljiva ucenicima ili dijelu ucenika, ili
zaklanja ostala nastavna pomagala neophodna za rad poput $kolske plo¢e. Navedeno zasigurno mora
biti pokazatelj odgovornim osobama prilikom projektiranja ucionica u procesu obnove $kola i u¢ionica
ili izgradnje novih Skola.

Predoceni rezultati opremljenosti Skola geografskim kartama ukazuju na potrebu odbacivanja prve
postavljene hipoteze koja je pretpostavljala ujednacenu opremljenost skola geografskim kartama na
¢itavom podrucju Republike Hrvatske. Dobiveni rezultati upucuju na postojanje znacajnih razlika u
opremljenosti Skola, odnosno uéionica razredne nastave geografskim kartama potrebnima za uspjesno
provodenje nastave prirode i drustva.

Vrlo vazna geografska karta za nastavu prirode i drustva, pogotovo za tre¢i razred osnovne Skole
jest karta zavi¢ajnog prostora, odnosno Zupanije u kojoj se $kola nalazi. Iako nacelno definiran kao Siri
prostor slicnih obiljezja, u praksi se nastava u treéem razredu osnovne S$kole naslanja na
administrativne granice vlastite Zupanije kao zavi¢ajnog prostora §to nije dobro rjesenje. Naime, samo
u malom postotku Zupanija se zupanijske granice podudaraju s tradicionalnim nazivima za zavicajno
podruéje. Dobar primjer navedenog podudaranja jest zavi¢ajni prostor Medimurja i administrativni
prostor Medimurske Zupanije. Za suprotan primjer gdje se administrativne granice gotovo uopée ne
podudaraju s tradicionalnim zavi¢ajnim prostorom moZe posluziti Sisacko-moslavacka Zupanija
(Braici¢, 2017). No bez obzira na (ne)poklapanje zaviCajnog prostora u odredenim dijelovima
Hrvatske s administrativnim prostorom Zupanija, nastava prirode i druS§tva u tre¢em razredu
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nezamisliva je bez karte krupnijeg mjerila zaviajnog prostora ili Zupanije u kojem se Skola nalazi.
Nazalost, rezultati istrazivanja ukazuju da upravo takve karte uciteljima ponajvise nedostaju. Njih 57%
nema kartu zavicajnog prostora, a ¢ak 71,5% ispitanika nema kartu zupanije u kojem se Skola nalazi.
Na regionalnoj razini razlike u nedostatku zavicajnih i/ili zupanijskih geografskih karata nisu toliko
izrazene koliko je to bio slucaj kod zidne geografske karte Republike Hrvatske. Zavicajna karta
ponajmanje nedostaje uciteljima istocne Hrvatske (40,6%), a najvise uciteljima srediSnje Hrvatske
(63,9%). Zupanijska karta ponajmanje nedostaje ugiteljima iz Istre, Kvarnera i gorske Hrvatske (65%),
a najviSe uliteljima srediSnje Hrvatske (82%).

Navedeni rezultati o nedostatku zavicajne 1 Zupanijske geografske karte u skladu su s rezultatima
anketnog pitanja otvorenog tipa u kojem se trazilo od ispitanika da navedu nedostaje li im neka
geografska karta, i ako da, koja im geografska karta najvise nedostaje. Na navedeno pitanje 54%
ispitanika navelo je da im nedostaje upravo geografska karta zavicajnog prostora i/ili Zupanije u
kojoj se skola nalazi.

Predoceni rezultati potvrduju pretpostavku, odnosno drugu postavljenu hipotezu o ponajvecem
nedostatku geografskih karata zavi¢ajnog prostora, odnosno Zupanije koje su uciteljima razredne
nastave neophodne za uspjesno i kvalitetno provodenje nastavnog procesa prirode i drustva. Navedeni
problem $kole ne mogu same rijesiti. Manji broj geografskih karata odredenih Zupanija odnosno
zavicajnih prostora postoje na trzistu, no za veéinu zupanija takvih za nastavu primjerenih geografskih
karata nema. Za rjeSavanje ovog problema odgovornost je prvenstveno na osnivacima, pogotovo
zupanijama da iznadu sredstva za izradu i nabavku karata zupanijskog i /ili zaviCajnog prostora.
Izdavaci za nastavu specijaliziranih geografskih karata nemaju interesa sami krenuti u postupak izrade
i stavljanja na trziste takvih karata zbog relativno male potraznje, odnosno malog broja osnovnih $kola
u svakoj pojedinoj zupaniji kojima bi takve karte bile potrebne.

Naredni zadatak istrazivanja bio je utvrditi postoje li razlike u koriStenju geografske karte s
obzirom na godine radnog iskustva ugditelja. Ispitanicima su ponudene tvrdnje vezane uz Koristenje
geografske karte u nastavi za koje su oznacavali odgovore na Likertovoj skali koja se sastojala od pet
stupnjeva (1 — nikada, 2 — uglavnom ne, 3 — niti ne, niti da, 4 — uglavnom da, 5 — uvijek). Za navedenu
analizu ispitanici su podijeljeni u pet velikih skupina s obzirom na godine radnog iskustva u skoli: 0-5,
6-15, 16-25, 26-35 1 36 ili vise.

Rezultati prikazani u tablici 5. ukazuju da postoji statisticki znacajna razlika kod odredenih
elemenata koriStenja geografske karte u nastavnom procesu s obzirom na radno iskustvo ucitelja.

Tablica 5: Koristenje geografske karte s obzirom na godine radnog iskustva
ucitelja ispitano Kruskall-Wallis testom

KoriStenje geografske karte P

Geografsku kartu koristim na satu obrade nastavnog sadrzaja. .382
Geografsku kartu koristim na satu vjezbanja i ponavljanja. .078
Kod uvodenja novog geografskog lokaliteta provjeravam jesu li svi ucenici 038
pronasli trazeni lokalitet na svojoj geografskoj Karti. '
Na satu obrade nastavnog sadrzaja samo ja ucenicima pokazujem nove

. S . . .018
geografske lokalitete na zidnoj geografskoj karti.
Na satu obrade nastavnog sadrzaja u€enici pokazuju nove geografske 136
lokalitete na zidnoj geografskoj karti. '
Kod koristenja geografske karte koristim §tap ili neko sli¢no pomagalo. .000
Kod koristenja geografske karte koristim laser kao pomagalo. .842
Geografske lokalitete na geografskoj karti pokazujem rukom. .003
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Statisticki znacajna razlika utvrdena je kod sljedecih tvrdnji: , Kod uvodenja novog geografskog
lokaliteta provjeravam jesu li svi ucenici pronasli trazeni lokalitet na svojoj geografskoj karti“, ,,Na
satu obrade nastavnog sadrzaja samo ja ucenicima pokazujem nove geografske lokalitete na zidnoj
geografskoj karti*, ,,Kod koristenja geografske karte koristim Stap ili neko slicno pomagalo”,
., Geografske lokalitete na geografskoj karti pokazujem rukom *.

Kod tvrdnje ,, Na satu obrade nastavnog sadrzaja samo ja ucenicima pokazujem nove geografske
lokalitete na zidnoj geografskoj karti.“ ¢iji medijan, odnosno centralna vrijednost odgovora iznosi 3
(niti ne, niti da), ucitelji od 0 do 5, 6 do 15 i 16 do 25 godina radnog iskustva ve¢inom su odgovarali
slabije od centralne vrijednosti ili jednako njoj. Ucitelji od 26-35 i 36 ili viSe godina radnog iskustva u
vec¢em su broju odgovorili iznad centralne vrijednosti §to znaci da oni ¢e$¢e ucenicima pokazuju nove
geografske lokalitete na zidnoj geografskoj karti nego sami ucenici. OCito stariji uditelji, odnosno
ucitelji s puno godina radnog iskustva kod obrade novih sadrzaja sami pokazuju nove geografske
lokalitete koji se obraduju na satu te ne omoguéuju ucenicima mogucnost istrazivanja na karti i
pronalazak novih trazenih lokaliteta.

Kod tvrdnje ,.,Kod koristenja geografske karte koristim Stap ili neko slicno pomagalo* centralna
vrijednost odgovora iznosi 4 (uglavnom da). Ugitelji od 0 do 5, 6 do 15, 16 do 25 i 26 do 35 ve¢inom
su odgovorili slabije od medijana, a ucitelji od 36 ili viSe godina radnog iskustva su u vec¢em broju
odgovorili iznad medijana §to znaci da ce$ce koriste Stap kao pomagalo prilikom koriStenja karte.

Sljede¢a tvrdnja kod koje postoji statistiGki znacajna razlika glasi: ,,Geografske lokalitete na
geografskoj karti pokazujem rukom®, a centralna vrijednost odgovora iznosi 4 (uglavnom da). U¢itelji
s 0-5, 16-25, 26-35 i 36 ili vise godina radnog iskustva ve¢inom su odgovarali slabije od medijana,
dok su ucitelji s 6-15 godina radnog iskustva u vec¢em broju odgovorili viSe od medijana.

Navedeni rezultati upucuju na potrebu odbacivanja treCe postavljene hipoteze koja je
pretpostavljala ujednaéeno koriStenje geografske karte u nastavi bez obzira na radno iskustvo ucitelja.

Dio istrazivanja bio je usmjeren i na samoprocjenu ispitanika o njihovim vjesStinama snalazenja na
geografskim kartama (tablica. 6).

Rezultati analize samoprocjene ucitelja o vlastitim kartografskim vjestinama pokazuju da se 155
(77,5%) ucitelja odli¢no snalazi na geografskoj karti Republike Hrvatske, dok se 43 ispitanika (21,5%)
snalazi vrlo dobro. Dobro se snalazi njih dvoje. Na geografskoj karti zavi¢aja u kojem rade, 165
ispitanika (82,5%) se snalazi odli¢no, 33 (16,5%) ih se snalazi vrlo dobro, a dvoje ucitelja se dobro
snalazi na karti zavicaja. Broj ispitanika koji se odli¢no snalazi na geografskoj karti Zupanije iznosi
166 (83%), broj ucitelja koji se vrlo dobro snalazi na karti zupanije iznosi 30 (15%), dok se na
navedenoj karti dobro snalaze Cetiri ispitanika. Takoder, veéina ucitelja, to¢nije njih 168 (84%), se
odli¢no snalazi na planu naselja u kojem rade. Na planu naselja vrlo dobro se snalazi 28 ispitanika
(14%), dok se njih Cetvero dobro snalazi na planu naselja.

Tablica 6: Frekvencije odgovora ispitanika s obzirom na njihovo snalaZenje
na geografskim kartama (1-nedovoljno, 2-dovoljno, 3-dobro, 4- vrlo dobro, 5-odlicno)

TVRDNJA 1 2 3 4 5
Na geografskoj karti Republike 0 0 2 43 155
Hrvatske snalazim se: (0%) (0%) (1%) (21.5%) (77.5%)
Na geografskoj karti zavi¢aja u 0 0 2 33 165
kojem radim snalazim se: (0%) (0%) (1%) (16.5%) (82.5%)
Na geografskoj karti Zupanije u 0 0 4 30 166
kojoj radim snalazim se: (0%) (0%) (2%) (15%) (83%)
Na planu naselja u kojem radim 0 0 4 28 168
snalazim se: (0%) (0%) (2%) (14%) (84%)

Iako je zabiljezena vrlo visoka razina samoprocjene kartografskih vjestina ispitanika, o¢ito postoji
dio njih kojima bi dobro doslo dodatno stru¢no usavrSavanje u tom podrucju. Ako navedenom
pridodamo rezultate pitanja koliko se paznje tijekom njihovog studija pridavalo razvoju kartografskih
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vjestina (tablica 7), o¢ito je da prili¢no velik broj ispitanika nema kvalitetno inicijalno metodicko
obrazovanje o poucavanju geografskih i kartografskih vjestina kod ucenika.

Tablica 7: Odgovori ispitanika na pitanje ,, Koliko paznje se tijekom Vaseg studija
pridavalo razvoju kartografskih vjestina? *

Odgovor Broj ispitanika %
Nimalo 30 15
Malo 77 38,5

Ni malo, ni mnogo 69 34,5
Mnogo 24 12

Potrebu za strucnim usavr$avanjem u podrucju kartografske pismenosti i metodickog koriStenja
geografske karte u nastavi dodatno pojacava dobiveni rezultat samoprocjene ucitelja o kvantiteti
koriStenja geografske karte u nastavnom procesu (tablica 8). Idealan rezultat bio bi da se ucitelji u
potpunosti slazu s tvrdnjom da dovoljno koriste geografsku kartu u nastavi. Kako je taj odgovor
odabralo samo 42% ispitanika, o€ito je jo§ dovoljno prostora kod velikog broja ucitelja da koriStenje
geografske karte u nastavi prirode i drustva dovede do subjektivne, ali i objektivne zadovoljavajuce
razine.

Tablica 8: Odgovori ispitanika na tvrdnju ,,Smatram da dovoljno koristim
geografsku kartu u nastavi prirode i drustva.

Odgovor Broj ispitanika %
U potpunosti se ne slazem 8 4
Ne slazem se 3 15
Niti se ne slazem, niti se slazem 21 10,5
Slazem se 84 42
U potpunosti se slazem 84 42

5. Zakljucak

Geografska karta nezamjenjivo je nastavno sredstvo u nastavi prirode i druStva, pogotovo u treCem
i Cetvrtom razredu osnovne Skole. Spoznavanje zavi¢ajnog prostora u tre¢em i prostora Republike
Hrvatske u Cetvrtom razredu zajedno sa svim u kurikulumu propisanim pojavama i procesima koji se u
navedenom prostoru proucavaju, nemoguce je ostvariti bez uspjesnog i kvalitetnog nastavnog procesa.
Takva uspjesna nastava za svoj preduvjet ima koriStenje geografskih karata kao ponajbolje predodzbe
odredenog prostora.

Rezultati provedenog istrazivanja pokazuju da Skole u Republici Hrvatskoj biljeze velike razlike u
opremljenosti geografskim kartama. Mnogi uditelji razredne nastave u svojoj uionici nemaju
geografsku kartu Republike Hrvatske. Navedeni nedostatak ponajvise je izrazen kod ispitanika
obuhvacenih istrazivanjem koji rade u podrucju sjeverne i sjeverozapadne Hrvatske. Jednako tako, kao
kartu kojom najviSe oskudijevaju, ispitanici su naveli karte zavi¢ajnog prostora i zupanija u kojima
rade.

Navedeni rezultati mogu posluziti kao pokazatelj odgovornima za obrazovnu politiku, kako na
nacionalnoj, tako i na lokalnoj razini. Svake hvale je vrijedan trud iznimnog ulaganja u IKT opremu
unazad nekoliko godina u hrvatskom obrazovhom sustavu, no istovremeno ulaganja u nastavna
sredstva vezana uz ostala obrazovna podrucja niposto se ne smiju zanemariti. Osnivaci skola, Zupanije
i gradovi, morali bi oCito puno viSe pozornosti obratiti na opremljenost $kola kako u ovom sluc¢aju
geografskim kartama, tako i svim ostalim potrebnim nastavnim sredstvima i pomagalima.

Uocene razlike nacina koriStenja geografske karte u nastavnom procesu s obzirom na godine
radnog iskustva ucitelja u Skoli mogu se pokuSati objasniti razliCitim inicijalnim metodiCkim
obrazovanjem kao i prilagodavanjem metodickih postupaka sukladno vlastitom steCenom iskustvu
rada. S ciljem ujednacavanja koristenja najboljih metodickih postupaka prilikom koristenja geografske
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karte ocito je potrebno organizirati stru¢na usavr§avanja u navedenom podrucju. Stru¢na usavrSavanja
koja organizira Agencija za odgoj i obrazovanje obiluju temama u podru¢ju pedagosko-psiholoskog
obrazovanja, obrazovanja ucenika s posebnim potrebama, metodickim temama iz nekih drugih
predmeta, no tema usavrSavanja u podrucju kartografije nazalost nema. PredoCeni rezultati ovog
istrazivanja mogu biti poticaj da se takva stru¢na usavrSavanja za ucitelje razredne nastave u doglednoj
buduénosti osmisle i organiziraju.
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GEOGRAPHIC MAP IN THE TEACHING OF NATURE AND SOCIETY IN THE
REPUBLIC OF CROATIA

Abstract

Nature and Society is an interdisciplinary subject in primary schools in the Republic of Croatia that
is taught from 1st to 4th grade. One of the main tasks of nature and society is to introduce students to
spatial navigation and cartographic literacy. The aim of the research was to examine the equipment of
schools with geographical maps on a sample of 200 primary school teachers and to investigate the
problems that respondents face related to cartographic literacy of students and the use of geographical
maps in teaching nature and society. The results of the research indicate the problem of not equipping
schools with geographical maps, among which the lack of geographical maps of the narrower and
wider homeland is emphasized. The results also indicate differences in cartographic teaching with
respect to certain sociodemographic characteristics of the respondents. The self-assessment of
cartographic skills and the use of geographic maps in teaching point to the need to organize
professional development in the field of cartographic literacy and methodical training for the use of
maps in the teaching process.

Keywords: Geographic map, nature and society, Croatia, education
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PROMJENA VRIJEDNOSNE | ODGOJNE PARADIGME
HERCEGOVACKIH ODSELJENIKA U SLAVONIJU POCETKOM 20.
ST. PREMA DJELIMA IVANA SOFTE

SaZetak

O vrijednosnim odrednicama, mentalitetu i identitetu hercegovackog sela pocetkom 20. st. prema
djelima lvana Softe (Sopte) (1906?-1945.), bosansko-hercegovackog hrvatskog knjizevnika, izlagali
su i pisali Tomi¢ & Legac (Litva, 2022). Ovaj rad, koji je svojevrsni nastavak spomenutog izlaganja,
bavi se izmijenjenim vrijednosnim i odgojnim paradigmama hercegovackih doseljenika u Slavoniju.
Softa se spomenutom problematikom bavio u romanu Na cesti (1936.), a donekle i u drugim
romanima i pripovijetkama, kao u romanu Nemirni mir (1940.) i nedovrS§enom romanu Razlaz
poznatih. Ovdje je pokazano kako i koliko se u novom okruzju uz iste otezavajuce okolnosti (glad i
besposlica) stubokom izmijenila moralna paradigma doseljenika. Posebno je to izraZzeno u odnosu
prema obiteljskoj zajednici i djeci, zatim u odnosu prema radu. Drasti¢na je promjena u shvacanju
spolnosti, a onda i u poimanju suicida. Izmijenio se odnos prema tudem vlasnistvu (krada), izostala je
solidarnost. Alkoholizam i fizicko nasilje dosezu neshvatljivo velike razmjere. Navedeno je dodatno
naglaSeno Softinim opisima neljudskih uvjeta rada i stanovanja. Svoje Citatelje knjizevnik nutka
zakljuciti kako zbog evidentnih anomalija na dotadasnjem moralu (npr. odnos prema supruzi i zeni
opc¢enito), zbog neocekivanih dogadaja (npr. rat, velika ekonomska kriza), zbog liberalnijih pogleda
radni$tva na proklamirane vrijednosti (npr. na spolnost), nova zivotna sredina nije donijela pomak na
bolje. Naprotiv!

Kljuéne rijeci: obitelj (20. stoljece.); radnistvo (20. stoljece.); velika gospodarska kriza (1929-33);
migracije u Slavoniju; odgojne vrijednosti

1. Uvod

Ivan Softa (Sopta) (Smokinje kod Sirokog Brijega, 1906?—-1945), bosansko-hercegovacki, hrvatski,
knjizevnik, svoja zna¢ajnija djela je objavio u medura¢u. To su romani Na cesti (1936), Dani jada i
glada (1937) i Nemirni mir (1940). Softina sabrana djela objavljena su 1994. god., a zatim i 2006. god.
o stogodi$njici rodenja. Od vise radova o knjizevnom stvaranju Ivana Softe — poput iscrpnog rada o
shvacanju Boga u knjizevnom stvaralastvu Ivana Softe (Tomic, 2007) — ovdje treba spomenuti ¢lanak
Tomi¢ & Legac (2022) o mentalitetu hercegovackog sela poc¢etkom 20. st. u knjizevnim djelima Ivana
Softe. Gdje staje taj clanak nastavlja ovaj ¢lanak o vrijednosnim odrednicama hercegovackih
odseljenika u Slavoniju, onako kako ih je doZivio i u svojim djelima opisao Ivan Softa.

Softin nedovr§eni roman Razlaz poznatih referira se na njegov radni¢ki dio zivota od iseljenja u
Slavoniju (19267?) i rad u vinkovackoj ciglani. Proslov ovog prvi put u sabranim djelima objavljenog
romana glasi: ,,U Cast radnickog staleza medu kojim sam proveo deset godina mukotrpnoga zivota, i u
spomen mojim drugovima, ¢ije se sudbine u ovom romanu iznose, iako pod promijenjenim imenima.*
(Softa 1994, 130) Roman ,nezaposlenog radnika® Na cesti prati zivotarenje glavnog lika Filipa
nazvanog ,,Sumnjivi u potrazi za zaposlenjem u naseljima izmedu Zagreba i Vinkovaca. Radnja
romana pokriva skitnicko razdoblje Softinog Zivota poslije otkaza u vinkovackoj ciglani do doseljenja
u Zagreb 1934. god. U romanu Na cesti Softa posreduje svoje zrelo razmi$ljanje nastalo u srazu s
nemilosrdnom Zivotnom stvarno$¢u u vrijeme velike ekonomske krize 1929-1933. Roman Na cesti je
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misaono najzaokruzenije Softino djelo. U romanu Nemirni mir ¢ija se radnja odvija pretezno u
Hercegovini, ubacene su i epizode iz zivota dvoje djece odvedene na dohranjivanje u Slavoniju. Takva
kompozicija ovog romana doprinosi dinamici radnje i kronoloski ¢ini zgodan prijelaz prema romanima
i pripovijetkama koji radnju razvijaju u okruzju izvan Hercegovine. Valja imati u vidu da je kod Softe
pojam Slavonija sve podrucje sjeverno od Save, dakle, podruéje Sire od onog $to administrativno
pripada Slavoniji.

Dok su Prvi svjetski rat (1914.—-1918.) i glad odlu¢ujuée utjecale na Zivot na hercegova¢kom selu
(roman Dani jada i glada), na zivot pojedinaca odseljenih u Slavoniju u drugom desetlje¢u 20. stoljeca
najvise je utjecala besposlica a onda i nemilosrdno iskori§tavanje u gotovo nepodnosljivim uvjetima
rada. Ovaj Clanak sagledava vrijednosno i moralno stanje Softinih likova u krizi zaposlenja — i
posljedi¢no tom gladovanja — promiSljanje moralnih odrednica koje su donijeli iz Hercegovine i
njihove realizacije u novom okruzju.

2.Glad

U gladnoj Hercegovini, prema Softinom pisanju, s nevjericom se prepricavalo kako u Slavoniji i
najveca sirotinja ima jesti kruha i slanine (Softa, 1937: 82). Siromasni i gladni ljudi odlazili su iz
Hercegovine koja je bila pogodena neimastinom posebno uzrokovanom posljedicama Prvog svjetskog
rata o ¢em je pisano u Tomi¢ & Legac (2022). I Softa je u dvadesetoj godini Zivota otiSao iz
Hercegovine. MoZda je i sam od oca ¢uo ove rijeci koje stavlja u usta Jukuru: ,,— Ne ide ti se? A §ta
drugo? Susa oprzi godinu. A okreni se po kuéi ... U svakom kutu otvorena i gladna usta, a hambar
prazan. Ludo je tu umirati od gladi, a Slavonija je puna zita. Poslat ¢e§ nam kukuruza, a drugo nam i
ne treba. A posao? lvanova su djeca poodrasla. Ja ¢u s njima posvrSavati. A ti? Zar bi mi tu mnogo
pomogao? ... Vise ¢e$ za nas uéiniti u Slavoniji, nego ako tu ostane$.* (Softa, 1940, 120) Kako Softa,
tako i njegovi likovi, iseljavali su. Jedan od Softinih likova konstatira: ,,Otkada se sje¢am, zivot mi je
bijeda i glad. Koju god sliku iz Zivota dozovem, sve su jednake.* (Softa, 1936: 29)

Nazalost, u zitorodnoj Slavoniji Softine likove nisu docekali kruh i slanina. I tamo su junaci
njegovih romana i pripovijetki bili pretezno gladni. Upecatljivo opisuje raspolozenje od gladi
pomahnitalog lika iz romana Na cesti pred prodavaonicom kruha: ,,On je i dalje gledao u kruh i mislio:
kako bi bilo dobro, da mu je toploga kruha. Micao je rukama, kao da ve¢ drzi komad, lomi ga i
nasladuje se njegovom meko¢om i toplinom. Opio je usne, maknuo malo ruke, da ih ogrije na toplini i
pari koja se dizala iz tek izvadena kruha... Nato ga je najednom obuzela glad. Stra$na glad, od koje
mu se mracilo pred o¢ima.“ (Softa, 1936: 12) i na drugom mjestu: ,,A nekada da krepa$ od gladi,
crknes, pobjesni$, da polupas jo$ prvi izlog ili da ubijes koga prvoga sretnes!“ (Softa, 1936: 125)

U sveopc¢oj oskudici mjestani Softinog djetinjstva su bili pretezno solidarni. Sje¢ajuci se tih dana
jada 1 gladi Softa konstatira kako su ljudi usprkos neopisivoj gladi pjevali: ,,Dolazile su Zene i
djevojke. Bol za ljudima i momcima i patnja od gladi napravili su tragove po licu, ali ipak njihovu
snagu nisu unistili. Patnja je podgrizala snagu, veselje i Zivot, ali opet se je u slobodnim ¢asovima Cula
pjesma.“ (Softa, 1937: 29) Cudenje nad tim stavlja u usta nekog povratnika iz Amerike: ,,Gladni, pa
pjevaju. Cudnovat svijet! Ne razumijem ih, kao da ja nisam njihov, kao da nisam odrastao, gdje i oni?
Ne. Ja nisam viSe onaj, koji je ovuda koze ¢uvao i igrao se gradova. Kad sam ovuda prolazio s
motikom na ramenu, znojnim i crnim licem i zuljavim rukama, pjevao sam. ISao sam s posla gladan i
umoran i pjevao. Bio sam snazan Covjek, koji se, je borio za kruh. A danas? ... — Oni jedu travu... i
pjevaju. Tu radost ulijeva im vjera: da ¢e ljetina roditi i kruh zamijeniti travu.* (Softa, 1937: 54)

Poslije rata zbrinjavanje gladnih je bilo institucionalizirano kroz pucke kuhinje i javna prenocista,
ali opet nedostatno pred vojskom gladnih i nezaposlenih. U osobnim kontaktima nerijetko izostaje
solidarnost s gladnima. Softini likovi se u trenucima ocaja pitaju zar bi propali oni koji bi im dali
kruha ili oni koji bi im dali dva dinara da kupe kruha. Tek ponetko se raduje da moze nekog nahraniti,
poput Zene koju je veselilo §to je nahranila gladne iako je zato od muza dobila batine: ,,Smijala se je iz
sve svoje duse, a njezin je smijeh bio iskren i posten kao i njezina sebi¢nos¢u nezatrovana dusa.
(Softa, 1936: 32) Drugi ne daju hrane. Svoj postupak oznacavaju odgojnim — ne moze se jesti kruh bez
da se radi (Softa, 1936: 26). Od drugih oni ¢uju: ,,Skitnica, protuha, lijen¢ina. I on bi posla? Da on
hoce raditi, ne bi takav hodao.” (Softa, 1936: 21) Skitnice su postajale sve vise zle, nasilne i
bezobzirne, pravdajuci se: ,,Kada tvoja okolina nije dobra prema tebi, moras i ti postati zao.“ (Softa,
1936: 52)
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Pod vidikom solidarnosti tj. spremnosti ljudi da svoj kruh podijela s gladnima, Softa procjenjuje
pobozne ljude u Slavoniji. Konstatira kako oni svojom vjerom ugadaju vlastitoj prozdrljivosti, a ne
Bogu: ,,Cudnovat je ovaj svijet, $to se sam naziva dobrim i poboznim. Svira i pjeva u ime Boga. Pije i
jede u ime Boga, sakuplja bogatstvo u ime Boga, kao da je to njemu potrebno. Kao da su i njemu
potrebne pjevacice i sviraci, dobro jelo i pi¢e. Ta ti bi pobozni vjernici morali bar znati onu
jednostavnu pri¢u o bogatom mladi¢u iz Biblije, koji je pitao za savjet Isusa, kao i Kristov odgovor:
'Ostavi sve svoje bogatstvo i1 podi sa mnom!' Zasto se ne drze toga savjeta. Umjesto toga oni pjevaju,
pijuijedu, da ugode Isusu. I upravo s onim stvarima koje je on prezirao, ho¢e mu ugoditi i dati mu to
u zamjenu za dobra djela.” (Softa, 1936: 54) U Slavoniji su bogobojazni (i situirani) seljaci tvrdili da je
patnju bog dao (drugima) i da je (druge) ljude stvorio zato da bi patili (Softa, 1936: 23), da ¢e za patnje
ovog svijeta imati nagradu na drugom svijetu (Softa, 1936: 54). Neke babe su prestale vjerovati preko
posrednika (popova) i kazu da se otada bolje osje¢aju, poneka bi dala skitnici kruha ,,Krista radi*
(Softa, 1936: 57).

3. Besposlica

Ubrzo poslije Prvog svjetskog rata nastupilo je vrijeme besposlice: “Onaj rat nije bio nista stra$niji
od danasnjega ekonomskog rata, u kojem se jedna klasa sakrila iza obojadisanoga plasta i
zabarikadirala iza punih magazina i blagajni, i u ime narodnog barjaka milijune ljudi muci
besposleni¢kim mukama... Svake noé¢i milijuni kreveta stoje prazni, a mi se smrzavamo po cesti i $tali.
Gdje je tu pravda.” (Softa, 1936: 30-31) piSe Ivan Softa u romanu Na cesti baveéi se sudbinama ljudi
koji su silom prilika isko¢ili iz svoje koloteCine i rasuli se na sve strane, razlupali se (Softa, 1936: 48).
Raznolikost njihova ponasanja i njihovih pristupa teSkom usudu koji ih je snaSao posljedica je tog Sto
dolaze iz raznolikih sredina. (Softa, 1936: 58) Dok su tragali za kakvim takvim zaposlenjem, ,,tekli su”
izmedu gradskoga i seoskoga svijeta, na ¢as se pomijeSali s njim da bi ih onda bujica Zivota opet
odnijela na cestu. (Softa, 1936: 58) Za nezaposlenoga najveca muka je sama misao. On cijeli dan
razmislja o svojoj bijedi: ,,Spoznaja, da Zivot i mladost prolazi u bijedi i beznadu, kida dusu na
komadice i ne zarezuje samo brazgotine. Beznade je teZe od spoznaje sigurne smrti.” (Softa, 1936: 30—
31) Promisljaju¢i o svom polozaju, neki od njih tvrde kako je polozaj nezaposlenih i gori od polozaja
zivotinje: i Covjek i Zivotinja rade za hranu, ali za konja se brinu i kad ne radi, a za Covjeka ne; kad
konj vise nije za posao ubiju ga, a ¢ovjek kad ne radi onda moze crknuti od gladi (Softa, 1936: 37).

Zivuéi na ulici i od ulice s vremenom su se prilagodili na taj naéin Zivota, zamrzili su rad i navikli
se traziti posao samo tamo gdje ga nece dobiti. ,,Ne zato §to bi oni bili po prirodi lijeni ili $to nisu
naudili na rad, ve¢ zato §to znadu da stalno uposlenje ne mogu dobili, a priviemeno se uposliti i za
mjesec dana opet na ulicu, ¢ini im se nevrijedno. U njihovoj prinudnoj skitnji i prosja¢enju mnogima
je postao smisao Zivota slagati, prevariti i ukrasti, samo da se najedu ili da dodu do komada Cistoga
rublja. Mnogi od njih se boje 0 ne¢emu drugom misliti.“ (Softa, 1936; 19)

Skitanje od mjesta do mjesta je postalo smisao njihova Zivota. Postali su ,,cigani® ¢iji je Zivot
ispunjen Zalosnim i ¢udnovato blesavim dozivljajima: ,,Bila cesta blatna ili prasna, za nezaposlena
maceha je strasna. (Softa, 1936: 40) U razmisljanjima ,,Sumnjivog® i susretima na ulici mogu se
razabrati sva iskuSenja s kojima se susre¢e nezaposlen Covjek, "hrpa umiruéeg zivota" (Softa, :1936,
10), ,,vojska gladi“ (Softa, 1936: 12). Nezaposlenost, pa posljedi¢no i neimastina, je razlog zasto
mnogi od tih ubogih ljudi kradu, varaju, lazu, pa i ubijaju (Softa, 1936; 22). U njima su se borili
covjek i zivotinja: ,,Dok nije stvorio odluku, mucilo ga je neSto u njemu. Bila je to muka koja je
nastala zbog Covjeka i zivotinje u njemu, a koje on nije bio svjestan. Sada, kada je Covjek mrtav,
zivotinja je potpuno zagospodarila u njemu...* (Softa, 1936: 72)

Neki starac prica o zadovoljstvu koje osjeca u skitnji poznatim krajevima: ,,Vidim svakakvih ljudi,
¢ujem svakakvih rijeci i misli. To vam je tako zgodno, kada znate, tu i tu ima takav i takav ¢ovjek, u
tom i tom kraju zive takvi i takvi ljudi. Mnogo volim putovati po poznatim krajevima i dolaziti k
poznatim ljudima. Kada se primi¢em takvom poznatom kraju ili covjeku, obuzme me neka dragost...
Ali mnogo volim i nepoznate krajeve. To Covjeku drazi znatizelju. Ne pozna$ ni kraja ni okoline, ni
¢ovjeka, ni duSe njegove, ni rije¢i. Pa ¢as mislis, lijepi su i dobri, a ¢as, ruzni i zli. Pa ih se ujedno i
bojis i veseli§ im se, ali obi¢no se iznenadis i prevaris.“(Softa, 1936: 53)

Uz besposlicu proletera Softa postavlja i polugladnog seljaka koji prehranjuje nezaposlenog
radnika. | dok se nezaposleni radnik klatari cijelu godinu, dotle seljak radi cijelu godinu a u jesen sve
Sto proizvede prodaje u bescjenje. Prekupci na seljakovu trudu viSestruko zaraduju. Seljaci
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povrijedeno tvrde da su gladni na svojoj zemlji (Softa, 1936: 20) Kao odjek besposlice i korupcije u
romanu Na cesti pitanje vlasti se postavlja CeS¢e i radikalnije. Tu se nalaze i misli o
samoorganiziranju: ,, Trebali biste se sloziti, izabrati ljude i poslati ih k samoj vladi, da traze da se
nesto napravi, ta imate i vi pravo, a ne ovako da se vucete cestom, gledajuc¢i kako vam Zivoti
propadaju u nista." (Softa, 1936: 52) Trebalo bi nemoralne tipove pokupiti i otpremiti na prisilni rad,
isusivanje plavnih polja i uredenje putova (Softa, 1936: 82), sankcionirati one koji naplacuju
prenociste (4 dinara) nezaposlenim beskuénicima (Softa, 1936: 119), onemoguéiti one koji smanjuju
porcije kako bi bili konkurentniji na drzavnim natjecajima: ,,— Mar§ obadvojica! izderao se jedan
radnik. — Vasa je konkurencija kriva da sada upola manju porciju dobivamo. Svaki se nudio jeftinije, a
sve na racun nase porcije. Svinjarija! Ima tako niskih ljudi da i na nezaposlenima hoce da zarade.
(Softa, 1936: 103) Softa na jednom mjestu spominje da su krali i oni koji su bili u prilici ukrasti kao
Simun koji je krijuméario brasno (Softa, 1937: 65). Jukur se odrekao vlastitog sina: ,,Brat ti je, ali
meni sin ne. Vise ne! Ako svi propadaju, a jedan se dize, onda ne more biti govora o postenju.” (Softa,
1940: 16)

U pravdu o kojoj i sam ponekad piSe, ¢ini se da Softa previSe ne vjeruje: ,,Pravda je danas kao i
uvijek spora.” (Softa, 1936: 50) Vlasti se smjenjuju ali sve su one sli¢ne: ,,Nismo znali, da su nam
samo promijenili jaram. Obojili ga, da ga ne poznamo. Ali sada, kad se to Sarenilo zastrugalo, sve je
mnogo praznije i prljavije.” (Softa, 1937: 101) ,,Bicevi su im Sareniji, ali udarci su isto bolni.“ (Softa,
1937: 101) Tek konstatira: ,,Mi smo roblje, koje na pucanj kandzije podmece leda.” (Softa, 1937: 11)
U usta Jukurova stavlja misao: ,,— Dostojanstvo se sti¢e radom, a ne politickim obeéanjima — odgovori
Jukur i obrati se Barisi... — Kad hoce obojica — samo nama dobro, zasto se onda natjecu za vlast. Kad
bi im obecanja bila iskrena, bilo bi im svejedno, ko je od njih na vlasti, glavno bi im bilo, da se nama
pomaze. Oni se natjecu, koji ¢e — manje dati. Jer, kad da§ drugom sve, ne ostane tebi nista.” (Softa,
1940: 82)

4. Na cesti, bez i¢eg i bez ikog svog

Softini likovi nisu rodeni na cesti, ali o njihovoj proslosti nema mnogo podataka. Nema mnogo
pojedinosti o roditeljima, obitelji, zavi€aju, tek price 0 nemilom usudu i patnji, nerijetko nasilju —
opcenita i neodredena proslost kao preslika neizvjesne buduénosti. Sami za sebe konstatiraju (Caca):
,Mi smo badeni na najniZi stupanj Zivota. Zivimo kao olo§ danasnjega drustva, kao ljudi potpuno
nepotrebni, i $tovise, mi smo im i na teret.“ (Softa, 1936: 47) lako likovi imaju isprave, oni nemaju
identitet. Imena su im odraz izgleda, ponaSanja, stanja (,,Kost*, ,Padavica®, ,,Sumnjivi®, ,,Desna
strana‘...) ili uloge koju imaju (gostionicar, gazda, teta, otac, majka, odvjetnik...). Softa to opravdava
ovako: ,,Onim zivotom za koji su nas odgajali, ne mozemo Zivjeti, pa ne¢emo ni da se sluzimo
imenima, koja su nam dali. Mi zivimo drugim Zivotom i hoéemo druga imena.* (Softa, 1936: 28)
Nositelji radnje su pretezno mladi ljudi, iako medu skitnicama ima i starijih (Softa, 1936: 51), pretezno
su solidarni, spremni jedni dugima odati gdje su ,,dobre* kuce, gdje daju hranu i prenociste (Softa,
1936: 51), a slucaj ih kao i pse, sastavlja i rastavlja. Za mnoge, pa i za njih same: ,,... oni [su] siromasi
1 materijalno i moralno i duSevno... neka vrsta degeneriranoga covjeka... takvim ljudima ne bih dao
zivjeti u drustvu jer ga zarazuju.*“ (Softa, 1936: 82)

Bez kuce i bez zaposlenja, ljudi s ceste tjeSili su se nekom neodredenom nadom, is¢ekivali su
»nesto, svjesni da klatarenje ne moze trajati vjecno. ,,NeSto“ mora doci i promijeniti njihov
izopcenicki zivot. ,,Ali to 'nesto’, po njihovu misljenju, mora izvesti 'netko drugi'.* (Softa, 1936: 19)
Tako njihovo ocekivanje ,,ne¢eg”, isprazna nada koja gladnom daje misliti da ¢e se nasititi, postoje
izraz njihova kukavicluka, izraz gladi za zivotom (Softa, 1936: 10, 15, 35). Glad za Zivotom je silna
dok vjeruju u njega, dok ga ne upoznaju u svim njegovim pojavnostima. Onda Softini junaci ili
postanu prazni ili polude ili uniStavaju sebe i druge samo da ne misle na svoj jadni Zivot (Softa, 1937:
98), dok drugi u bescjenje izrucuju sebe i svoje onima tko ih hoce platiti (Softa, 1996d).

U situaciji duhovne i tjelesne dekadencije pojedinci se cude zasto smrt ne dolazi: Smrt: ,,... da mi
rashladi svojim hladnim zagrljajem dusu i ublazi bolove? Da osjetim kako me stezu koScate ruke one
najve¢e nakaze! Da mi svojim stra$nim pogledom probode i dusu, i zivot, i misli, da ne vidim, ne
cujem i ne osjetim viSe niSta. Smrti! O smrti! Blazeno smirenje bolesnih dusa i natruhlih Zivota!
Dodi!* (Softa, 1936: 122) Bave se mislju o samoubojstvu, poput glavnog lika u romanu Na cesti ve¢
pri samom pocetku romana. Nije viSe mogao trpjeti glad i svijest o beznadnoj buduénosti (Softa, 1936:
15). Neki su se odlucili objesiti (Softa, 1936, 106). Mnogi se pitaju ima li uopée smisla zivjeti u tolikoj
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bijedi (Softa, 1936: 35) i hoce li mozda biti bolje ako se sve skitnice ubiju. Svijest da ¢e pobjeci iz
ovoga zivota, osloboditi se gladi i prljavstine ovoga svijeta i pobjeci iz carstva besposlic¢arskog ocaja,
budila je u jednom samoubojici vjeru da ide u jedan drugi zivot, Zivot lijep, Cist i miran (Softa, 1936:
107-110). Bio je to ,.krik covjeka kojega je zivot pobijedio, kao krik boga, koji bi htio stvarati, ali je
nemocan u svojoj osakacenosti. (Softa, 1936, 66) Ista tematika i u pripovijetci ,,Tko poznaje ovoga?*
(Softa, 1996f) Tek pojedinci konstatiraju kako je samoubojstvo kukavi¢luk: ,,Lako je pobjeci od Zivota
u smrt, ali junastvo je uhvatiti se s njim u kostac.” (Softa, 1936: 107)

Hercegovacki seljak je imao silnu Zelju kupiti §to je moguce vise zemlje. To je bio garant njegovog
prezivljavanja. I u Slavoniji su onog tko nema svoje zemlje je smatraju ,,cigan®. Ruzi¢in otac propio je
sve svoje imanje. Kad je naumio prodati i zadnje jutro zemlje, ona se usprotivila: ,,— Ne! To ne c¢es,
dok sam ja ziva! Nadnicarka mogu biti, ali ciganka nikada! Ne ¢u Zivjeti bez grumena zemlje kao
ciganka! S jednim jutrom sam siroma$na nadniCarka, a bez njega sam joS§ nize! Nista! Ciganka! —
bolnim bijesom viknu RuzZica rijeCima, opranim suzama i zavapi: — Oh, o¢e! Nemoj to uciniti! Molim
te! Nemoj od mene praviti ciganku!* (Softa, 1940: 89) I Tereza StaroSevica pita se hoc¢e li ponovno
ozelenjeti njezine njive. Luka Cori¢ u Razlazu poznatih dvoumi se o tom da li prodati svoje imanje u
rodnom kraju iako je s obitelji odselio u Slavoniju, i radi u ciglani: ,,Odluka je veoma teska. Boze moj!
Ta to mi je ¢acevina! I tako je mnogo uspomena i stvari u tom selu, koje ga jo$ i sada vezu i drze
nevidljivim rukama. Pomisao na bilo koju od njih bocne ga u srce i izaziva slatku bol tuge i ¢eznje. To
je vrlo tesko, rastati se posve od rodnoga kraja.“ (Softa, 1994: 151)

U Razlazu poznatih ne obraduje se zemlja, ali se radi s ciglom koja je od zemlje: ,,Ni Jerko, sa
svojih petnaest godina ne dangubi. Boze moj! Zar se ne zivi od rada?... O da. I njegova zarada i te
kako dobro dode. A mladi sin Jure [12 god.]? Nije niti on lijen¢ina. On, doduse, nema svoju tjednu
plaéu i njegova se zarada ne moze pribrajati redovnom prihodu obitelji Cosié, ali zato se i ne hrani kod
kuce.“ (Softa, 1994: 149) Naviku rada i Ivan Zadrus$i¢ je ponio u Ameriku: ,,Neobican je rad u toj
ljevaonici. Vruéina. Paklena vruéina. Sve ti se ¢ini, da ti se u kostima mozak topi. Znoj se cijedi i oci
jede. Pred o¢ima se magli i u glavi vrti. Znadete li vi, $to je to? Ne. Ne znate.” (Softa, 1937: 44) Tek se
kasnije kod Softe rada misao kako je teSko raditi i nemati nista, ali raditi i nemati niSta od rada je k
tom i glupo (Softa, 1936: 39).

5. Ustuk na Stetu osude lazi i krade

Valja uoéiti kako se u romanu o zivotu na hercegova¢kom selu Dani jada i glada ne pojavljuje
tema lazi. Na pocetku romana Nemirni mir bivsi zandar i budu¢i narodni zastupnik laze o svojoj
proslosti — uljepSava je, na §to se Markan Zestoko ljuti i otjera ga iz svoje kuce (Softa, 1940: 26). U
novom okruzju, u romanu Na cesti, likovi pretezno lazu, i to da bi prezivjeli. Softa konstatira da $to
god ih se pita, na sve ¢e odgovoriti i to ¢e uvijek biti laz. Oni su izgubili povjerenje prema svijetu
izvan ceste. ,,Jma ih velika vecina kojima je laz postala ve¢ navika, a drugi opet lazu da pobude
samilost, da bi §to prije dobili jesti ili prenoéiti.”“ (Softa, 1936: 19) Softa to opravdava tim da onaj tko
je gladan i laze da bi dobio jesti — ne moze mu se zamjeriti. S istinom ne bi uspio: ,,Jer oni ljudi, koji
se Sest mjeseci ili godinu dvije nalaze na cesti, a za to su vrijeme otjerivani s vrata kad traze jesti,
ismijavani kada prolaze ulicom, zamrzili su sve §to nije na ulici, a iz te mrznje rada se volja za
laganjem, prevarom, kradom, pa i za ubojstvom. U tome se rada onaj krik, koji ih mu¢i u dusi: — Zasto
sam bacen na ulicu? Zar ja nisam ¢ovjek i nemam prava na ¢ovjecanski zivot? (Softa, 1936: 19) Tek
poneki kazu u lice svima ono $to ih spada (Softa, 1936: 103). No, onaj tko laze taj i krade, kaze
narodna mudrost.

U Softinom zavicaju je prisutna vrlo izrazita osuda krade, o ¢em su pisali Tomi¢ & Legac (2022).
Jedno izrazito traumati¢no iskustvo koje se odrazilo na Citav zivot jednog od likova Softina romana
Dani jada i glada povezano je s kradom. Dok je ¢ekao susjedu da joj proéita pismo Tko Grizeljusié
sjeo je na prag njezine kuce ,,O¢ima je nagonski bacao pogled na zelje. Glad ga je u tolikoj mjeri bila
obuzela, da misli nisu vise nista razabirale. Jedna misao pocela ga progoniti, a nje se je bojao. — Uzeti
ka$iku i najesti se. Samo da me tko ne vidi!* (Softa, 1937: 21) Vracajuéi se kuéi, molio se: ,,— O sveti
Ante! Pa ti si bar vidio, da ja nisam htio krasti! Ja sam krao, ali nisam htio.* (Softa, 1937: 23) Bojao se
kazne, Boga i davla, oca i batina. Danima nakon toga se sramio: ,,Kud god je iSao, ¢inilo mu se, da za
njim vicu: kradljivac! I drvo, i kamen i trava. I blejanje ovaca, i meka koza i kokodakanje kokosi.*
(Softa, 1937: 62) Cudio se §to ga druga djeca nisu zvali lopovom: ,,Svakog od njih gledao je
udobrovoljiti, samo da ga ne bi nazvali tim imenom. Ali oni ga nisu nazivali zato, — jer su i oni, kad su
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bili gladni, negdje nesto uzeli.” (Softa, 1937: 26) ,,Djeca su hodala uplasena, a dusu im je mucio strah
pred stidom i batinama, ali glad ih je tjerao na prestupe.” (Softa, 1937: 62) Odrasli su, pak, strahovali
da se djeca u toj neimastini ne naviknu krasti za cijeli zZivot: ,,Znas§, kako je prosao onaj Samardzic.
Kad je bio mali, nije imao §to jesti, i naucio se krasti, a kad je odrastao, imao je, pa je opet krao. A da
ih vidis, $to oni sad rade. Medusobno se svadaju i otimaju za kasiku kase. Meni lazu i varaju me na
svakom koraku.” (Softa, 1937: 36) S povratkom ,,zelenog kadra“ iz rata nestalo bi kozle, netko bi
pojeo neéiji luk (Softa, 1937: 64). Miso (zelenas) kaze Zandarima koji su ga uhitili tako $to ga je susjed
odao: ,,— Za vas je posten, ali svako postenje ima i svoju smrdljivu stranu.” (Softa, 1937: 75)

Propitivanje krade je prisutno u romanu Na cesti i to kao odjek autorovog kasnijeg razmisljanja.
Jedan od likova, Caca, pripovijeda kako je naucila u kuci krasti jelo - Salicu mlijeka. Kaze da kad je
¢ovjek gladan onda ne osjeca stid (Softa, 1936: 17). Na ulici prihvate kradu kao naéin prezivljavanja.
Ako uhvate zgodnu priliku kradu odjecu i hranu. Okradaju se medusobno (Softa, 1936: 78-79),
svjesno i namjerno (Softa, 1936: 80—82) zavrSe u zatvoru (Softa, 1936: 21). Nekad daju laZne isprave
da prenoce, pa pokradu i nestanu (Softa, 1936,: 23). Poneki ono §to ukradu dijele s drugima na cesti
(Softa, 1936: 58). Oni koji nisu krali, a to su htjeli nauciti, mogli su dobiti poduke od drugih (Softa,
1936: 115). Pojedinci glume da su izgubili razum i tako se domognu novca. Kao takvi bili su predmet
izrugivanja, i sazaljenja (Softa, 1936: 116-117).

Autor postavlja pitanje, §to ako ih uhvate. Jedni kazu da ¢e drugi put biti spretniji, drugi da ce
prezivjeti jednu ili viSe no¢i u zatvoru i tamo se odmoriti (Softa, 1936: 75). Na pitanje §to ¢e reci
njihovi kod kuce kad doznaju da kradu, odgovor je da ne¢e doznati. A ako ih svezane dotjeraju doma:
,.Sto me se ti¢e. Kada sam gladovao na cesti, onda nisu znali to, niti su me nahranili. Izbacili su nas na
cestu, i mi zivimo kako najlak$e moZemo, a $ta me se tice Sto ¢e tko o meni re¢i. (Softa, 1936: 115)
Drugi tumaci kako se u njemu iz straha pred zivotom kojim su zivjeli rodila glad za svim za ¢im moze
covjek gladovati. Prestao je trpjeti, bez obzira mogao trpjeti ili ne mogao. ,,Glad za Zivotom prevladala
je sve druStvene obzire. Tu sam naSao snage za prvi ¢in, a drugo je iSlo sve samo od sebe. Poslije
prvoga uspjeha, Zelio sam da $to prije drugi ¢in izvr$im, a to je ubrzavao i strah da me ne otkriju, i da
$to viSe toga ucinim prije nego me pozovu na odgovornost. Ja znam da time uni§tavam svoj zivot, a
ipak radim $to viSe na tom uni$tavanju, jer ga volim, a ba$ u uni$tavanju osje¢am sam Zivot.” (Softa,
1936: 120)

Ako nisu krali morali su prositi. Vise Softinih junaka se uZasavalo proS$nje. Ljudi ne razumiju
ponizenje prositi (Softa, 1936: 26). Sramili su se prositi i to pretezno oni koji su radili a spletom
okolnosti su ostali bez i¢ega. Nije to jednostavno: ,,Jednoga ti dana kazu, nema vise posla, drugoga
nemas viSe stana i tre¢ega te zandarmerija gnjavi na cesti: *Skitnica jedna! Nece$ da radis! Vucaris se i
krades!”” (Softa, 1936: 107) Gadilo im se drhtanje pred kvakom tudih vrata, moljakanje i puzanje za
komadi¢ kruha ili za konak. Zgrazali su se nad samim sobom zbog toga (Softa, 1936: 39). Margeta
place saznavsi da mu majka prosi od vrata do vrata, ,,... ali pla¢ ne povisuje plac¢u i ne povecava
zaradu, niti smanjuje troSkove. On zaklinje Boga i proklinje Zivot, ali tim se ne pomaze majci. (Softa,
1994: 156) No, konstatira neka prostitutka, i na to se ¢ovjek navikne (Softa, 1936: 29). Oni koji nisu
krali ljutili su se na one koji kradu: ,,— Zar ti je bilo potrebno ukrasti, kada dobijes jesti? — Lakse je
jedanput uzeti, nego stotinu puta moliti. — Da, ali drugoga Ce izbaciti na ulicu, kada dode. Time
otezavas$ zivot svojim drugovima. — Vraga otezavam. Ja se provla¢im kroz zivot sam za sebe i ne ticu
me se drugi.” (Softa, 1936: 58) A drugi dometnu: ,,Krasti ne smijes, prositi ne smijes, pa ¢ak i pokusaj
je samoubojstva kaznjiv, dakle je dopusteno samo postepeno umirati od gladi.“ (Softa, 1936: 103)

6. Ustuk na Stetu ekskluzivnosti bra¢nih odnosa

Softini likovi u Hercegovini pretezno zive u skladnoj kuénoj i seoskoj zajednici po nekim
nepisanim zakonima, ustaljenom redu, ne vide¢i nikad sebe kao nesto posebno izvan te zajednice
(Softa, 1940: 108). Padavicar Marko vrativsi se iz rata odbija gostoprimstvo seljana i Zeli biti u svojoj
kuci: ,,— Ne! Ja ostajem ovdje. Ako umrem, umrijet ¢u na svojem ognjistu... Govorio je sam sebi, kad
su one otisle. Na svom ognjistu je najljepSe.” (Softa, 1937: 80) Solidarno i naizmjenice su ga njegovali
dok nije poginuo u kuci. Bra¢ni moral i bra¢na vjernost u Hercegovini Softinog djetinjstva su pretezno
neupitna datost. Kako su se muskarci vracali s ratiSta u Hercegovinu, tako su Zenama postavljali
pitanje o vjernosti. Sa mnogih prica koje su slusali izgubili su povjerenje u Cast svojih supruga. Mise
je to predbacio Biki. Njegova majka ju je uzela braniti (Softa, 1937: 99). Marko, jo$ prije kraja rata
otpusten iz vojske zbog padavice, ni u takvom stanju nije vjerovao Vranjki da je bila posStena u
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Slavoniji. Otjerao ju je (Softa, 1937: 85). U Razlazu poznatih dok je Luka radio na ciglani u Slavoniji
Zena mu je negdje u Dalmaciji rodila tude dijete. ,,— Eh, Zene. One su takove. Niti tri godine ne mores
je ostaviti samu... Kinji§ se na radi, jedes suhi kruh ili s krumpirovom cCorbom, Stedis, Saljes... Tri
godine, kao da je to vjecnost... TrpiS§ a ona za uzvrat: *Luka! Izvoli kopile’.” (Softa, 1994: 134)

S zgrazanjem se u selu Softinog djetinjstva prepric¢avalo kako u Slavoniji svaka udata Zena ima i
drugog muskarca. Toliko su nemoralne da izadu na ulicu i nude se tko ih hoce, a prepri¢avali su da
ima i nekih koje zive od tog zanata (Softa, 1937: 81). Otud su strahovali za djecu koju su poslali u
Slavoniju da u takvoj sredini ne bi usvojili loSe navike (Softa, 1937: 82). Janju, 17-godi$nju djevojku
poslanu na dohranu u Slavoniju, opio je a onda i iskoristio Franjo Kelin. Zbog neceg za $to nije bila
kriva, u mislima se oprastala od rodnog sela: ,,Zar nikad vise ne ¢u vidjeti svoju majku? ... Cacéu? ...
Baku? ... Drugarice? ... Zar nikad vise ne ¢u propjevati kroz brdo? Zar je sve propalo? ... A, jest! ...
Majci u kudu vise se ne smijem vratiti. ... Ta ona bi me proklela, kad bi saznala, $to se je sa mnom
dogodilo. ... A kuda, kud ¢u sada? ... (Softa, 1940: 67) A Tereza StaroSevic¢a kaze o mladenackoj
ljubavi: ,,U osamnaestoj se godini voli svaka suknja. Ta je ljubav slijepa. Nema ni razuma ni o¢iju, i
ako se na nju ne pazi, obi¢no vrat slomi.“ (Softa, 1940: 106) U Razlazu poznatih ,bravar® ostavlja
trudnu Stanu uz rijeci: ,,— ... da je potrebno imati djevojku kao i rucati ali da je Zenidba mahniti posao
koji njemu ne treba.” (Softa, 1994: 193) ,,Sumnjivi* je htio osnovati svoju obitelj i ozeniti se Cacom.
Izjavio joj je ljubav. Ona ga je odbila. Prestala je vjerovati u ljubav i u obitelj (Softa, 1936: 56).

U romanu Na cesti podrobnije su opisane nedace i raspad nekoliko radni¢kih obitelji, jedne iz
Zagreba, druge iz Siska i tre¢e iz Novog Sada. Otac jedne ,,novociganske obitelji“ radio je u Novom
Sadu u tvornici, ostao je bez posla. Godinu dana je obitelj gladovala u Novom Sadu, rasprodala
namjestaj i odijela, uputila se pjeSke u Zagreb u nadi da ¢e u Zagrebu lakSe gladovati (Softa, 1936: 22)
U tom romanu glavni akteri su nekada imali obitelji, rodbinu i prijatelje, ali u stanju u kojem se nalaze
oni ih nemaju niti ih mogu imati. Gotovo da ostaju i bez uspomena na svoje obitelji (Softa, 1936: 65).

Obitelji u Slavoniji bile su ugrozene alkoholizmom. Softa nerijetko spominje alkohol kao razlog
mnogih nedaca: ,, Kako je uzasan ljudski mozak kad ga svuce alkohol ili bilo koji drugi opijum... Ta
pogledajte jedanput gologa ¢ovjeka! Svucite ga malom koli¢inom alkohola i pustite slobodu njegovoj
volji i ubit ¢e vas uzas koji ¢e vam se pokazati.“ (Softa, 1994: 159) Ruzica u Slavoniji je nadnicarila
kod seoskih gazda i Stogod bi zaradila: ,,Uzalud je bilo njezino nastojanje, da se svakog dana pokaze
sve vrjednija, valjanija i skromnija. U selu je bila jaca predrasuda nego stvarnost: jabuka ne pada
daleko od stabla.” (Softa, 1940: 87) Cacin otac nije bio pijanica, ali kad bi se opio stvarao bi u kuci
paklenu larmu, tukao Zenu i djecu, ne bi im dao mira. Nakon Sto bi se otrijeznio bilo mu je Zao:
»Nijesam ja htio ono sve popiti, mogao sam kupiti tri kilograma kruha i preostaje mi jo$ jedan dinar,
pa velim: 'Popit ¢u malu rakiju.' ... I zaborav sam na$ao u piéu. Zao mi je, ali ne znam, ne bih li i sada
isto ucinio.* (Softa, 1936: 14)

7. Ustuk na Stetu osude razvratnosti

O temi spolnosti, odnosa, prava na svoje i tude tijelo, Softa raspravlja u romanu Na cesti i to
najcesce kroz vrlo upecatljive dogadaje: neki odvjetnik iskoristio je 13-godiSnju spremacicu, neka
debela baba iskoristila je skitnicu u zamjenu za veceru i konak(Softa, 1936, 114-115), neki muskarac
je namamio i iskoristio skitnicu (Softa, 1936: 105), muskarci su iskoristavali, mucili i ponizavali Zene-
skitnice (Softa, 1936: 26), a drugi prostitutke za prenociste, za dva dinara. U "Zelenom gaju” se
,»dobije komad zenskog tijela kao i ¢asSa kisele vode* (Softa, 1994: 135). Glavni lik Filip, nazvan
»Sumnjivi®, zaputio se u nepoznato s devet godina mladom djevojkom, 16-godisnjom Cacom. Nakon
tri dana zajednickog hodanja stupili su u odnos: ,,Ali te veceri, poslije dobroga jela i nekoliko sati
odmora, u Sumnjivom se budio muskarac, i on je Cacu gledao sasvim drugim oc¢ima. Do toga se Casa
osjecao kao njezin zastitnik, a sada ju je gledao kao Zenu, a ne kao $ti¢enicu... Pri dodiru njena tijela u
njemu se pojavljivao sve vise muskarac u svoj svojoj snazi i pohotljivosti, potiskujuci u njemu ¢ovjeka
koji se sazalijevao nad mladom djevojéicom.” (Softa, 1936: 27) S vremenom se poceo osjecati
sukrivecem njezine sudbine i1 sramio se $to ju je odveo od njezinih gladnih roditelja. Sumnjivi slusa i
ove prigovore (od ,,Desne strane®): ,,A to §to si slu¢ajno bio ti onaj koji ju je prvi uzeo, zbog toga ne
moze§ sebi umisljati da ima$ nekakvu vlast nad njom... Dala ti je najvece bogatstvo koje djevojka
moze imati. Dala ti je prvenstvo, i od tebe bi bilo podlo, da jo$ nesto od nje trazis.“ (Softa, 1936: 47)
Opravdanje na prigovore glasi ovako (Caca): ,,Ako netko hoce dati pravila za Zivot, prigovarati i
pljuvati na mene, $to ne zivim prema njima, onda mi mora dati mogu¢nosti, da zivim u granicama tih
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pravila. Tko ima prava danas od mene traziti da zivim po nekakvim zakonima? Izbacili su me na cestu,
u pustinju Zivota, $to izgleda isto kao da bi bacili janje u pustinju punu vukova, i trazili od njega da
sacuva svoju krv. Zar to ne bi bilo smijesno zahtijevati? Isto je tako glupo zahtijevati od ljudi na cesti
da saCuvaju postenje prema danas$njim moralnim gradanskim zakonima, koji su se rodili iz sitoga
zeluca, i to samo zato da saGuvaju njegovu sitost. (Softa, 1936: 47)

Prisutna je i tema prisilnih spolnih odnosa (silovanje). Medu drugima potanko je opisan slucaj zene
koja je izgubila razum (,,Bezduga‘): ,,Prije deset godina dosla je u nas kraj [Slavonija] i hoda tako od
sela do sela. Pricaju, da su nekakve skitnice u jednoj Sumi izvrSile nad njom nasilje, a njezinoga
vjerenika, kada ju je htio obraniti, ubili, i da je od toga dogadaja poludjela, ali sigurno o njoj ne zna
nitko nista.” (Softa, 1936: 63) Sudbina te nesretne Zene je u likovima pobudila strah (,,Desna strana”).
»Kada je zovnula u pomo¢, pri€inilo mi se da vidim njezinu krv, nekakvu crnu i sivu, kao da je u
njezine zile nalivena neka crna teku¢ina pomijeSana s rijetkim uzbuckanim blatom. Ta je slika u meni
izazvala gadenje i sada, kad samo pomislim na nju, instinktivno moram hraknuti i pljunuti.” (Softa,
1936: 69)

Softa i temu prisilnih spolnih odnosa u jednom trenutku tumaci po principu gladi: ljudi su bili
gladni i uzeli komad na dohvat ruke, bez obzira na sve druge zakone i prava. ,,Istina, to sa stanovista
ljudskoga ne moze biti opravdano. To je prozdrljivost. Nemo¢ prema vlastitim nagonima najgore je u
covjeku. I bas iz te prozdrljivosti i grabezljivosti medu ljudima — da svaki §to prije i §to bolje nahrani
svoju glad — radaju se sva zla medu njima. Ali ¢ovjek oboZava tu prozdrljivost; to je njegov jedini bog,
kojemu on sve zZrtvuje, i u tim zrtvama on nalazi li¢no zadovoljstvo, i tone u oboZavanju toga boga,
bez obzira na sve posljedice.” (Softa, 1936: 59) Kao i njegovi likovi, Softa je s vremenom prestao
obracati pozornost na ono $to ljudi pri¢aju. Sto zna¢i biti dobar? Ljudske prige relativizira: ,,Glavno je,
da mi ne mogu reéi: 'Ubio si, ukrao si i prevario si."* (Softa, 1936: 53) Uvjeren je kako dobra djela Cine
ljude dobrima, a kazna rada mrznju.

Dok su u romanima s temom iz Softinog djetinjstva prikazani pretezno pozrtvovni, gotovo
mucenicki zenski likovi, kroz njegovo odrastanje sve su prisutniji dekadentni Zzenski likovi:
Dudali¢eva gospoda Liza koja je uz zivog muza Zivot ispunila vezom s kéerkinim deckom (Softa,
1940: 111), Strinka Tereza koja se — zele¢i ostati vje¢no mlada — pani¢no ¢uvala djece (Softa, 1940:
48), ciganka Mileva koja uz bezobrazni i tajanstveni smijeh obavlja prljave poslove i za novce €ini
spacke seljanima (Softa, 1940: 90). Tu su i likovi nekih gazdarica, djevojke koje su zbog zivotnih
uvjeta pale na rub drustva. Zenski likovi izvan obiteljskog okruZja postaju po sebe tragi¢ni, a po ostale
pogubni likovi.

Radnja romana Na cesti prati nekoliko tragi¢nih zenskih likova.Neke od njih su bile udate Zene, no
kako se obitelj raspala zbog besposlice i gladi one su zavrSile na cesti (Softa, 1936: 98). Za tragi¢no
stanje tih nezbrinutih Zzena Softa krivi ,,zbrku ondasnjeg drustveno-ekonomskog stanja i nemoralnog
morala“ (Softa, 1940: 103). Bijeda i neimastina u¢inile su njihovu narav grubom i nasilnom. Nisu
iskazivale ni prema kome njeznosti, uzvracale su grubim i prostim primjedbama, kao $to im je grub i
prost bio zivot koji ih je doveo u takvu situaciju (Softa, 1936: 119), opijale su se da bi ne¢im ispunile
prazninu zivota (Softa, 1936: 24), prinudene su prodavati tijelo (Softa, 1936: 93-95). ,,Otisla je [Caca]
i trazila zaborava u vinu, duhanu, pjesmi pijane noéi i u ugrizima ljudi. I sada pije, vi¢e i Zivi. Zivi
jedan Zivot svojim zivotom, i nudi se i daje drugima da ga uzimaju, kidaju i razdiru. Samo zato da Zivi,
a zivi da je nestaje.” (Softa, 1936: 124) One koje su se zgrazale i nad samom pomislju da bi zivjele
takvim zivotom, s vremenom bi se navikle: ,,Njezinoj odluci, da se primi toga posla, pripomoglo je
zivovanje medu tim svijetom, koji zivi od prodavanja svoga ili tudeg tijela. Prvih dana, nakon dolaska,
zgrazala se je od same pomisli, da bi ona mogla zivjeti takvim Zivotom. Ali dnevno opcenje s tim
Zenama postepeno je mijenjalo njezine osjecaje, dok na koncu nije postala sasvim ravnodusna.* (Softa,
1940: 101)

Moze se uociti kako Softa nije slijep za ljepotu Zene. Poneku bi s divljenjem opisao: ,,One tanke
[Cacine] noge, onaj visoki tanki struk, na kojemu se vrti sitna glavica, to je oblik Zene, najsavrsenijega
prirodnoga djela §to se mice kamo i kako hocée. Pokrene u sebi volju, rastvori usne i govori...
Cudnovato! Sve je ¢udnovato.” (Softa, 1936: 55)

8. Ustuk na Stetu brige o djeci
Ono $to je zajednicko u odgoju djece u Hercegovini i Slavoniji je da ih tuku. U romanu Na cesti
otac je tukao sina koji se naucio krasti (Softa, 1936: 53). | u Zagrebu, u romanu Na cesti majka tuce
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svojih Sestero djece kad se navecer umorna vrati iz tvornice, svejedno ih jako voli: ,,A volim ja njih,
volim. Osobito po no¢i, kada ih ¢ujem, kako mirno spavaju i nekako podjednako disu ili od zime
drhte, onda bih da ih ljubim, grlim i grizem do krvi, a ne ¢u da ih diram i probudim, pa samo placem i
osjecam toplinu suza niz lice, a to kao da mi olakSava bol. I eto, tako, tu¢em ih, a kazem ti, volim ja
njih, volim.” (Softa, 1936: 14) U istom romanu neka majka je jaukala: ,,Da sam vas ja mogla hraniti i
da vas nisam pustila na ulicu, iz vas ne bi postali gresnici. Eto, onaj koji mi je oduzeo moguénost da
vas hranim, on je iz vas stvorio zloCince i on je odgovoran za vase grijehe.” (Softa, 1936: 100) Majka
se ubila: ,,Sutra ujutro kronika dnevne Stampe zabiljezila je dva slucaja: 'Jucer poslije podne zaklala se
jedna zena na periferiji iz nepoznatih razloga', i: 'JuCer je predveden na policiju najmladi provalnik
grada'. Bertin slucaj je izostao [prostitutka]. Ili zato Sto nije bio vrijedan paznje, ili zato $to je to nesto
obi¢no. Ta na neki se na¢in moraju popunjavati redovi prostitutki sviezom robom. Cime bi inaée pijani
bezbriznjaci zadovoljavali svoju glad u ¢asovima pozivin¢enja?* (Softa, 1936: 100)

Problem prekida trudnoc¢e natuknut je kroz lik Tereze StaroSevi¢a u Slavoniji. Ona nije radala
bojeci se da ¢e postati ruzna, a onda posljedi¢no i sama. Uzela je na dohranu jedno dijete (Antuku
Markanovog) i posinila ga: ,,Stiskala ga je i grlila, kao da je njegovom blizinom htjela unistiti samocu,
koja joj se uvlacila u dusu, i plakala gorko, duboko i bolno, kao da je htjela isplakati jad svojevoljne
nerotkinje i jecajima htjela zaglusiti umisljene jecaje podavljene djece u utrobi.”“ (Softa, 1940: 46)
Softa zapodijeva dijalog izmedu Tereze i njezine zacete a nerodene djece. Isti pristup Tereza prenosi
na Antukinu Zenu: ,,— Nagovorila sam je, da ne smije roditi. Postat ¢e ruzna od trudnoce, a on ¢e ljubiti
mlade i ljepSe...“(Softa, 1940: 127) Janja je rodila u nekakvom blatu, potpuno pijana. Namjeravala je
ubiti i sebe i dijete(Softa, 1940: 130). U Razlazu poznatih Softa konstatira takvu praksu i u radnickim
obiteljima na ciglani: ,,Ono $to je uzas u njihovom selu, ovdje je nesto obi¢no. Ta ovdje veé
petnaestogodisnje radaju kopilad. Eno ti ona Hermanova. Ne samo to! Jos i gore stvari Luca vidi i
¢uje. One ih mrtve vade iz svoje utrobe. Ubijaju ih u zametku.* (Softa, 1994: 153) S druge strane otac
sedmorice sinova, u pripovijetci ,,Brat” razmislja ovako: ,,... $ta moremo. Kako da drukcije zivimo.
Zar da koljemo djecu u majcinoj utrobi, kao oni neki u gradu. To necu, pa makar sva sedmorica otisla
u prosjake.“ (Softa, 1996a: 25)

Neobi¢no koliko je batinanje prisutno u romanu Na cesti: tuku muzevi supruge, roditelji djecu,
gazde Segrte, djeca se tuku medusobno, skitnice tuku druge skitnice. DrastiCan primjer fizickog
zlostavljanja je ono koje je proZivljavao Segrt ,,Pekar. Majstor ga je redovito tukao: ,,Sto je dulje bio
Segrt i §to je viSe dobivao batina, postajao je svaki dan gluplji.“ Nesto bolje je prolazio Jure u Razlazu
poznatih: ,Jer, ako majstor predugo drzi u ruci zgnjeceno blato, moze na Jurino lice pasti koji komad,
ili tresnuti Samar. I to se dogada. Ali nije uvijek tako.“ (Softa, 1994: 150)

9. Zakljucéak

U ovom c¢lanku su predoceni neki momenti iz knjizevnog opusa seljackog i radnickog spisatelja
Ivana Softe. Pokazano je kako je materijalna bijeda kulisa pred kojom Softa postavlja radnju glavnine
onog §to je napisao. Cini se presudnim uogiti dvoje. Prvo, odseljenici su svoj zavi¢aj napustili zbog
materijalne bijede i dosli su opet u materijalnu bijedu, njihove materijalne prilike se nisu bitno
izmijenile. Drugo, radi 0 odseljenicima podrijetlom iz koherentnih (seoskih) sredina u kojima se Zivot
odvijao po nekim pravilima, o pripadnicima istog naroda, religije, o sliénom mentalitetu.

Sto se dogodilo da su se Softini likovi, da upotrijebimo njegove izraze, tako tragi¢no ,rasuli i
razlupali* u novoj sredini? Pod izreCenom pretpostavkom da im materijalna bijeda nije bila strana (i u
svom zaviCaju su gladovali) kao glavni razlog njihovih neda¢a namece se nestanak drustvenih
mehanizama koordinacije moralnog ponaSanja, nestanak relevantnog javnog mnijenja, izostanak
uzajamne potpore. Prtljaga moralnih zasada koje su ponijeli iz svog zavicaja rasula se po usputnim
stanicama bijede i napornog rada, zaostala daleko u nekom od trenutka Zivota od danas do sutra,
bio; nitko nikoga nije osudivao kako god da zivio; nitko nikome nije pomogao da se izdigne iz
moralne i materijalne bijede; kao po sebi razumljive prihvacene su laz, krada, nasilje, razvrat. U takvoj
situaciji patili su muskarci koji nisu mogli dostojanstveno raditi i zaraditi, zasnovati obitelj; patile su
zene iskoriStavane i bacane na rub druStva, u moralnu bijedu; patila su djeca, izloZena nasilju i
neizvjesnoj buduénosti. Na cesti su Zivotarili iz dana u dan baceni na najnizi stupan;j Zivota.

Ovdje tvrdimo kako Softa nije u pravu kad materijalnom bijedom apologizira novonastalu bijedu
svojih likova, kad im daje pravo na ekskluzivnost i u moralnom podrucju, kad tvrdi da im nitko nista

185



ne moze niti smije zamjeriti jer onaj tko bi od njih trazio neki ra¢un morao bi im prethodno osigurati
uvjete za zivot dostojan Covjeka. Ovdje tvrdimo kako Softa nije dosegnuo temelje ljudskog moralnog
ponasanja nego se zadrzao na opisu stanja, prenaglasio segment materijale bijede i tim nenamjerno
posramio sve one koji su se usprkos istoj bijedi hrabro nosili sukladno onom §to se od njih ocekivalo.
Da smo u pravu tvrdeci to pokazuju Softini datumom izdanja mladi ali tematikom stariji romani gdje
Softa svoje likove stavlja u jo§ veéu materijalnu bijedu ali gotovo svima ostavlja njihovo moralno
dostojanstvo. On i u tim kasnijim djelima svoje likove odvodi sa Skrte hercegovacke zemlje u svijet,
ali ih i vraca da bi ¢itateljima posvjedocili ono ¢eg je i sam Softa s godinama postao svjestan: Da Bog
dao, da nisam otiSao!

Kona¢no, Softa je u svojim djelima zorno prikazao jedan bolan segment stvarnosti, neke vrlo teske
i muéne ljudske sudbine. No, usprkos bijede koju su pojedinci prozivljavali radi se o partikularnim
sudbinama — ,,normalni Zivot je iSao svojim tijekom: nisu svi ljudi Zivot proveli na cesti niti su svi
materijalno i moralno propali; nije glad istrijebila sve one koji su ostali u Hercegovini niti je
nesnalaZenje i lutanje moralno upropastilo sve one koji su dosli u Slavoniju. Zivot se nastavio odvijati
nekim svojim tijekom, a skitnice nastavile tumarati nekim svojim cestama...
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CHANGING THE VALUE AND EDUCATIONAL PARADIGM OF HERZEGOVINIAN
EMIGRANTS TO SLAVONIA AT THE BEGINNING OF THE 20TH CENTURY
ACCORDING TO THE WORKS OF IVAN SOFTA

Abstract

Tomi¢ & Legac presented a paper and wrote about the value determinants, mentality and identity of
the Herzegovinian village at the beginning of the 20th century according to literary works of a Bosnian
Herzegovinian Croatian writer lvan Softa (Sopta) (1906-1945), (Lithuania, 2022). This paper, which is
a kind of a follow-up study of the mentioned paper, deals with the changed value and educational
paradigms of Herzegovinian immigrants to Slavonia. Softa dealt with this issue in the novel On the
Road (1936), and to some extent in his other novels and short stories (in the novel Restless Peace
(1940) and in the unfinished novel The Split-Up of the Famous). Here it is shown how and to what
extent the moral paradigm of immigrants has been radically changed in the new Slavonian
environment under the same aggravating circumstances (hunger and unemployment). This can be
primarily seen in relation to the family community and children, followed by the relation to work.
There is a drastic change in the understanding of sexuality as well as in the understanding of suicide.
The attitude towards other people's property (theft) has changed, solidarity has disappeared.
Alcoholism and physical violence have reached incomprehensibly large proportions. All this has been
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further emphasized by Soft's descriptions of inhumane working and living conditions. The writer urges
his readers to conclude that in spite of obvious anomalies in previous morals (e.g. attitude towards
wife and wife in general), in spite of unexpected events (e.g. war, great economic crisis), in spite of
more liberal views of workers on proclaimed values (e.g. sexuality), the new conditions in Slavonia
have not been a move for the better, but on the contrary a move for the worse!

Keywords: family (20th century); workers (20th century); Great Depression (1929-33); emigration
to Slavonia; values and upbringing
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VJENCESLAV NOVAK | GLAZBA: KULTUROLOSKI | RECEPCIJSKI

SaZetak

StvaralaStvo i ostavstina Vjenceslava Novaka razotkrivaju da je glazbena umjetnost bila vazan
segment njegova knjizevnog stvaralastva. Primarni interes proizaSao je iz glazbene naobrazbe koju je
stekao na Praskom konzervatoriju gdje je stekao zvanje orguljasa te ucitelja teorije glazbe i pjevanja.
Po povratku u domovinu radio je kao ucitelj u Senju te zatim kao profesor glazbe u Muskoj uciteljskoj
Skoli u Zagrebu te na Skoli Narodnoga zemaljskoga glasbenoga zavoda.Stoga su se glazbene
zakonitosti koje je ucio u mladosti reflektirale na njegovo glazbeno-spisateljsko i knjizevno
stvaralastvo.

Muzikologinja Sanja Majer-Bobetko evaluirala je Novaka kao glazbenog pisca koji je objavljivao
brojne ¢lanke kao i monografska izdanja: od glazbene kritike preko teorije, glazbene pedagogije,
metodike, glazbene estetike do glazbene historiografije. Naime, Novakove glazbene kritike otkrivaju
kritiara koji tezi argumentiranom te stru¢nom obrazloZenju svojih stavova u okvirima standarda
tadasnjeg tiska, ali i umjetnika rijeci koji se kreativno odnosi prema navedenom zanru osiguravajucéi ne
samo objektivnost i struénost sadrzaja ve¢ i odredeno estetsko iskustvo. Novakovi znanstveni tekstovi
prikazuju Novakov pedagoski potencijal oplemenjen literarno$¢u, dok roman Dva svijeta oslikava
proces glazbenog stvaralastva mnogo prije Mannovog Doktora Faustusa.

U radu se istrazuju kulturoloski i recepcijski aspekti Novakova stvaralastva u kontekstu dviju
pojavnosti: one kao glazbenog umjetnika koji ¢e tijekom godina transcendirati u glazbenog pisca, kao i
kriticara, te Novakova nastojanja da vlastita knjizevna rijeC izrazi glazbene sadrzaje. Takvo
dvosmjerno gibanje, kao umjetnika i kao pisca, obiljezilo je Novakov Zivotni put i rad.

Kljucne rijeci: Vjenceslav Novak, knjizevnost u glazbi, glazba u knjizevnosti, glazbeni pisac,
knjizevni ukus

1. Uvod: o jedinstvu knjiZevnosti i glazbe

Kultura, kao pojam koji se ¢esto upotrebljava u svakodnevnoj i stru¢noj ljudskoj interakciji jedan je
od povijesno najkompleksnijih 1 najteze odredivih termina. Suvremeni teoretiCar kulture Terry
Eagleton istiCe kako kultura mozZe oznacavati zbroj umjetnickih i intelektualnih djela, proces
duhovnog i intelektualnog razvoja, vrijednosti, obicaje, vjerovanja i simbolicne postupke prema
kojima ljudi Zive ili cjelokupan nacin Zivota (Eagleton, 2017: 11). | dok je suvremena odrednica
kulture prili€no jasna u stru¢noj komunikaciji i proizlazi iz empirijske utemeljenosti, njezino je
shvacanje kroz povijest bilo neistovjetno, a ponekad i oprecno. Kako je poznato, kultura je rije¢
latinskog porijekla u znacenju gajenje, njega, odgoj, obradivanje, obrazovanost i $tovanje, no njezina
Sira prakti¢na primjena pocinje u Njemackoj krajem 18. stoljeca tiskanjem Adelungova djela Povijest
kulture kada termin ulazi u rje¢nike (Kale, 2003: 42). Tijekom prosvjetiteljstva kultura predstavlja
op¢i proces intelektualnog, duhovnog i materijalnog napretka Covjeka te se stvara ideal univerzalne
ljudskosti. Krajem 18. stolje¢a, Herder isti¢e kulturu kao raznolikost posebnih Zivotnih oblika od kojih
svaki ima vlastite zakonitosti razvoja. U pristupu koji nagovijeSta postmodernizam, Herder
romanticarski predlaze pluralizaciju pojma kulture govoreci o kulturama razlicitih naroda i razdoblja,
kao i o razli¢itim drustvenim i gospodarskim kulturama unutar jednog naroda (Eagleton, 2002: 21).
Romanticka inacica kulture na koju se oslanjao i Vjenceslav Novak s vremenom se razvija u
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znanstvenu. Naposljetku, suvremeno je dru$tvo u mogucénosti proucavati i upoznavati proslost i
sadasnjost kulturne stvarnosti razli¢itih kulturnih zajednica, u razvijenijim kulturnim zajednicama
moze planirati i kulturne promjene, ali ipak ne moze odrediti ili planirati razvoj kulturne stvarnosti
(Kale, 2003: 210).

Glazbena je kultura nekog podneblja sazdana od koegzistencije razli¢itih stilova i tradicija te oblika
i sadrzaja. U takvim heterogenim okolnostima, pojedinac gradi vlastiti glazbeni identitet pod utjecajem
razli¢itih izvora. Nikola Buble odreduje glazbenu kulturu kao svekoliku glazbenu djelatnost ljudi, svih
slojeva drustva odredene vece ili manje ljudske zajednice, koja se manifestira u glazbenom ponasanju
i misljenju — glazbenom Zivotu pojedinaca te manjih ili vecih skupina ljudi, odnosno, njihovih
glazbenih akcija predocenih kroz drustveno prihvacene oblike, tj. forme naucenog glazbenog
ponasanja (Buble, 2004: 42). Kako bi se razumjelo glazbenu kulturu unutar odredenog historijskog
konteksta, potrebno je uroniti u njezinu geografsku sredinu i kulturne prilike. Novakova je glazbena
kultura vezana uz utjecaje drustva periferije — one senjske potkrijepljene znanjima i vjeStinama koje je
stekao u metropolama — na studiju u Pragu te Zivotom u Zagrebu. Takve oprecne utjecaje unosio je i u
svoj glazbeno-spisateljski te literarni opus prozet glazbom. Takoder, Novak osnovano primjecuje kako
je interdisciplinarni pristup umjetnostima rijeci i tona ograni¢en nedostatkom stru¢njaka koji bi u
zagrebackoj sredini kraja 19. i pocetka 20. stoljeca autoritativno progovorili o toj tematici.

Takva interdisciplinarna teznja da se autor posluzi opisnom mo¢i jezika u odnosu na glazbenu
umjetnost snaznije je zaokupila knjizevnike tek u romantizmu, a fazu eksperimenta svladala je tek u
razdoblju velikih romanopisaca u prvoj polovici dvadesetoga stolje¢a. Knjizevni se tekst, zZele¢i
predociti glazbeno djelo, suocava s dvojbom hoce li smanjiti glazbeni utjecaj ili neprimjereno
opteretiti pristupacnost literarnog izraza. Jezi¢ni iskaz, izbjegavajuci stru¢an glazbeni opis, pribjegava
metaforici, trazeéi knjiZevni korelat glazbenom doZivljaju (Zmega&, 2003: 174). Krajem 18. stolje¢a
nastaje djelo koje postaje uzor brojnim knjiZevnicima kao $to su Balzac, Dostojevski, Cehov, Ibsen,
Mann, Krleza, ali i Novak — Wackenroderova pripovijetka o cudnovatom glazbenom zivotopisu.
Navedena pripovijetka tematski je uzorak za mnoga pripovjedna djela u kojima se prikazuju zivotni
putovi i srazovi umjetnickih egzistencija, odnosno zbivanja koja se ve¢inom temelje na stalnoj opreci
izmedu misaonih apstrakcija, umjetni¢ke prosjecnosti te iznimnosti, izmedu malogradanske
ogranicenosti usmjerene na materijalni probitak te pustolovine duha koje se uzdizu iznad prizemnih
cilieva (Zmega¢, 2003: 235). Za razliku od zbivanja na inozemnom planu, gdje je napredak u
koriStenju mogucnosti povezivanja knjizevnosti i glazbe u 19. stolje¢u bio istodobno vidljiv na svim
navedenim podrucjima povezivanja, u Hrvatskoj se potvrduje u svojevrsnoj koncentricnoj postupnosti,
kako navodi Zupanovié (2001). Za takav je napredak u knjiZevni¢kim opusima i glazbenim kritikama,
a ponajviSe na znanstvenom podrucju vrlo znacajan i Vjenceslav Novak — jedinstvena pojava u
hrvatskoj knjizevnosti i glazbi. Usvoji li se i njegovo bavljenje glazbenim stvaralastvom, dolazi se do
vrlo znakovitog stupnja jedinstva knjizevnosti i glazbe bez obzira na ostvarenu umjetnicku vrijednost.

Siroj je hrvatskoj kulturnoj javnosti Vjenceslav Novak, roden u Senju 1859. godine, preteZito
poznat kao predstavnik hrvatskoga knjizevnoga realizma, dok je manje poznato kako je bio jedan od
rijetkih tadasnjih hrvatskih glazbenika sa zavrSenim visokoSkolskim glazbenim obrazovanjem. Studij
teorije glazbe, pjevanja te orgulja studirao je na konzervatoriju u Pragu iz kojeg $alje brojne knjizevne
priloge u zagrebacke Ccasopise. Povratkom u Zagreb, intenzivno je prisutan u hrvatskom
kulturoloskom, knjiZzevnom te glazbenom prostoru vise od petnaest godina. Glazbenu je umjetnost
zaduzio svojim radovima iz podruja teorije glazbe, glazbene pedagogije, metodike glazbe,
organologije, estetike glazbe te glazbene historiografije $to ga uz Franju Ksavera Kuhaca ¢ini vode¢im
hrvatskim glazbenim piscem kraja 19. i poc¢etkom 20. stoljec¢a. (Majer Bobetko, 2020: 39) Od 1892.
godine zaposlen je naslovni profesor glazbe na Narodnom zemaljskom glazbenom zavodu u Zagrebu.
Zanimljiva je recepcijska poveznica kako je Novak u glazbenoj $koli predavao hrvatskom knjizevniku
Antunu Gustavu Matosu koji mu zasigurno nije ostao u lijepom sje¢anju budué¢i da je Matos$
bojkotirao Novakova predavanja iz teorije glazbe. Zbog takvog nemarnog odnosa prema predmetu i
predmetnom nastavniku, Mato$ je iskljuen iz $kole zagrebatkog Narodnog zemaljskog glazbenog
zavoda.Premda je zapoCeo svoj umjetnicki put knjizevnoséu, Novak uzima glazbu kao zZivotni poziv
dok literarno stvaranje shvaca kao stanoviti predah u svakodnevici te kao dobrodosli izvor prihoda za
uzdrzavanje brojne obitelji. (Zupanovi¢, 2001: 320) Umro je od tuberkuloze u Zagrebu 1905. godine
ostavljajuci iza sebe opsezan, vrijednosno i stilski neujednaen knjiZevni opus (romani, novele,
feljtoni, crtice, satire).(Novak, 2009: 7) Uz Ivu Vojnovic¢a, Antuna Gustava Matos$a te Milutina Cihlara

189



Nehajeva, Vjenceslav Novak zauzima istaknuto mjesto viSestrukih umjetnickih talenata kojima je
knjizevnost bila samo jedna od umjetnickih disciplina kojima su se predano bavili.

2. Glazbena kritika

Nastavivsi tradiciju utemeljitelja hrvatske glazbene kritike Demetera i Vraza, Vjenceslav Novak
svoje djelovanje kao glazbenog pisca zapocCinje glazbenom kritikom (Majer-Bobetko, 2020: 41).
Analizom devet Novakovih glazbenih kritika te jedne recenzije udzbenika glazbene teorije utvrdena je
razina Novakove stru¢nosti i dosljednosti u vrSenju prosudbe djela i njegove interpretacije, uvjerljivost
prikazivanja glazbenog i kulturno-povijesnog konteksta te dosljednost u provodenju svojih
umjetnickih i kritickih nazora.

Prosudba djela i njegove interpretacije, prema Majer-Bobetko (1994), temeljni je zadatak svake
glazbene kritike, a strucnost Novakove glazbene prosudbe protumacena je analizom ¢imbenika koji na
nju utje¢u. Cimbenici koji ¢e se promatrati su razina argumentiranosti, uvjerljivost faktografije i
stupanj subjektivnosti, no granicu izmedu tih kategorija ponekad je teSko podvuéi zbog specifi¢nosti
Novakova diskursa.U Novakovim se glazbenim kritikama mogu isCitati razlike u razini
argumentiranosti. U njegovim se ranijim tekstovima odredene slabosti i izrazito subjektivna prosudba
mogu protumaciti njegovim pocetnim sazrijevanjem u vodama glazbenog kriticara. Takva se
subjektivna pozitivisticka prosudba pronalazi u kritici Koncert gosp. Aurela Vaisa-Bjelinskoga
guslara uz sudjelovanje pijanistice gospodjice Laure Fein. Kritika je vrlo subjektivna i kreativna vrsta,
no njezina prosudba ne bi smjela polaziti za neargumentiranos¢u i podilaziti pozitivizmu. U ranim se
tekstovima Novak koristi eruditskim metajezikom kako bi djelu ili skladatelju uspostavio odredenu
analogiju. U istoj kritici koncerta Aurela Vaisa-Bjelinskog i Laure Fein Novak eruditski progovara o
kompleksnosti izvedbe Beethovenove A-dur sonate i Mendelsohnova violinskog koncerta u e-molu.
Nadalje, Novak ponegdje istie pozitivna i negativna svojstva djela, kao Sto je to u onom Zajceve
operete Afrodita, dok u prosudbama izvedbi nije odvise britak. Kako mu se glazbene kritike doticu i
koncerata amaterskih sastava, ali i onih profesionalnih glazbenika, Novak gotovo pedagoski balansira
prilikom prosudbe vjerojatno ne Zele¢i zatomiti ionako spor razvoj tadasnje zagrebaCke glazbene
scene. Razlog tomu moze biti i osobno poznanstvo s glazbenim suvremenicima tog razdoblja, ali to je
manje vjerojatno radi Novakova profesionalizma i njegovih umjetni¢kih nazora. S druge strane, u
kasnijim se kritikama, koje su gradom i opSirnije, pronalaze detaljniji opisi skladatelja, djela te
izvodaca vjesto ukomponirani u zanr glazbene kritike. Detaljnije se opisuju zivoti i djela skladatelja
W. A. Mozarta, G. Meyerbeera iJ. Halevya te pjevacka vjeStina ruskog pjevackog zbora D.
Slavjanskoga Agrenjeva. Takoder, u nekim se dijelovima tih tekstova Novak pretjerano sluzi
glazbeno-struénim metajezikom $to ga udaljava od zanra glazbene kritike, kao i Sire Citateljske
populacije, ali pridonosi danasnjoj spoznaji o Novakovoj moguénosti da u okvirima zagrebacke
glazbene scene s kraja 19. stolje¢a progovori autoritativno i stru¢no. Prilikom prosudbe umjetnika ili
djela, faktografija mu je kao Skolovanom glazbeniku prilicno vazna te se moZe ustanoviti
utemeljenom. Razlog tomu je prije svega Novakovo baratanje glazbenom problematikom, ali i
odmjerenost njegova knjiZzevna pera.

Uvjerljivost i primjerenost konteksta u koji uklapa glazbeno djelo ovisi o kriticarevom glazbenom
znanju 1 iskustvu (Petrovi¢, 1972: 46). Novak se u svojim ranijim kritikama viSe koncentrira na
vrijednosni sud nego na uspostavljanje konteksta, dok se kasnijim kritikama kontekstualizacija ¢eSce
pronalazi. Prikazuju¢i kontekst u glazbenim kritikama usredotoCuje se na prikazivanje povijesne i
drustvene pozadine djela i Zivota skladatelja. Doticuéi se povijesnog i drustvenog konteksta nastanka
djela, Novak vuce paralelu tematike i sadrzaja djela s drugim usporedivim djelima. Prikazujuci
povijesnu pozadinu nastanka djela, Novak ga kontekstualizira i glazbeno-stilskim prilikama toga
vremena. Prilikom opisivanja Zivota skladatelja na razini obavijesnosti uspostavlja kontekst vaznim
dogadajima i osobama iz politicke i drustvene povijesti, ali i zanimljivostima o najvaznijim
skladateljima toga doba. Primjerice, kontekstualizirajuéi operu Zidovka J. Halevya Novak dosljedno
pristupa svojim umjetnickim nazorima kako kultura i umjetnost, pa tako i glazba, moraju biti
nacionalne da bi bile originalne pritom navode¢i kako je Halevy tudim elementima vjesto pridao
francuski karakter te s originalnom instrumentacijom stvorio izvrsnu umjetninu. Uspostavljajuci
kontekst izvedbe Mozartova Requiema, Novak objasnjava glazbeno-stilske prilike Mozartova vremena
te donosi zanimljivosti i medusobnu recepciju najvaznijih skladatelja tog doba.
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Osim donosenja suda o djelu i umjetniku te uspostavljanja glazbenog te kulturno-povijesnog
konteksta djela, Novak se u svojim glazbenim kritikama doti¢e i1 razli¢itih eksternih glazbenih
elemenata, u kojima se moze iscitati njegovo poznavanje njihove problematike. Rijec je o primjerima
u kojima se dotiCe pitanja glazbenog programa, prostora izvedbe, koncertnog bontona, ali i
vrednovanja vaznosti pojedinih glazbala. Baveéi se pitanjem glazbenog programa, Novak ne izbjegava
subjektivan pristup problematici vjerojatno Zele¢i time poduciti svoju Citateljsku publiku. Glazbeni
program u tekstu Saljivi koncert Radnic. pjevac. drustva Slobode ocjenjuje kao pazljivo biran i
raznolik, dok program u Kritici Saljivi koncert Kola subjektivno, ali i argumentirano oznadava kao
Sarolik i karakterno neprikladan tematici koncerta. Komentiraju¢i prostor izvedbe obruSava se na
neadekvatnost veliCine i akustike prostora u kojima se koncerti u Zagrebu odrzavaju aludirajuéi na
nepostojanje vece koncertne dvorane ili kazaliSne zgrade koje ¢e na primjeren nacin moc¢i odgovoriti
potrebama i kvantiteti publike. Podsjetimo da je zgrada danasnjeg Hrvatskog narodnog kazaliSta u
Zagrebu koja je tehni¢kom opremljenoséu i kapacitetom mogla odgovoriti na zahtjeve publike
otvorena nedugo nakon Novakovih tekstova, 1895. godine. Nadalje, Novak se doti¢e i danas aktualne
tematike vrednovanja vaznosti pojedinih glazbala opisujuc¢i veliku eksponiranost glasovira na
svjetskim koncertnim pozornicama kao maniju koja se epidemijski Siri svijetom.

Osim navedenih glazbenih elemenata, u Novakovoj se glazbenoj kritici pronalaze i oni
izvanglazbeni. To su opis i vrednovanje libreta, opisi fizickog izgleda i drzanja umjetnika, deskripcija
kostimografije, opisi dvorane i publike te domacih glazbenih prilika. U tim digresijama Novak
interdisciplinarno uplovljava u svoju literarnu kreativnost. Takvi su elementi ponekad prozeti
humorom i ironijom, no u njima Novak ne prelazi granicu ukusnog ponasanja i ljudskosti. Medutim,
ve¢ je prva njegova glazbena kritika izazvala polemiku. Libretist operete Afrodita Nikola Milan
Simeonovi¢ impulzivno se i britko okomio na Novakovu kritiku libreta, no on mu odgovara
odmjereno, argumentirano te autoritativno s dozom ironije ne odstupivsi od svojih kritiCkih opaski.
Jedina je britka Novakova kritika ona $kolskog udzbenika glazbene teorije Dragutina Blazeka. Novak
u njoj navodi manjkavosti kao $to su netocnost u faktografiji, nepravilan razmjestaj nastavnih jedinica
i cjelina te 1o$ stil i jezik ocjenjujuéi kako gospodina Blazeka nije majka, rodila za pisca skolskih
knjiga (Novak, 1891: 23).

Novakove ne odvise brojne glazbene kritike razotkrivaju kriti¢ara koji, ne odstupajué¢i od svojih
umjetnickih i kritickih nazora, teZi svoje stavove argumentirano i stru¢no obrazlozitikoliko je to bilo
moguce u okvirima glazbene kritike kao literarne vrste. Prikazujuc¢i glazbenu kulturu tadasnje
zagrebacke sredine, Novak u svojim glazbenim kritikama nastoji oslikati i drustveni karakter te
kulturni uzorak toga vremena. Naposljetku, Novak svojim kritikama ponajprije nastoji podici
posjecenost glazbenih dogadaja, a samim time i uzdiéi razinu glazbene kulture zagrebacke sredine
kasnog 19. stoljeca.

3. Znanstveni tekstovi

Analizom trinaest Novakovih znanstvenih tekstova o glazbi utvrdene su glazbeno-stru¢ne
pojedinosti te kulturoloske i recepcijske pojave vremena i sredine u kojem djeluje. U svojim se
znanstvenim tekstovima u glazbi Novak ponajviSe bavi glazbeno-struénim potankostima koje
obraduje, no one kao takve neée biti predmet analize ovog rada. Takoder, u takvim se tekstovima
mogu pronaci razliCite kulturoloske i recepcijske pojave kojima Novak prikazuje duh vremena u
kojem Zzivi i sredine u kojoj zivi. Ti se znanstveni tekstovi uglavnom doticu odredenih glazbeno-
pedagoskih uputa, Novakovog enciklopedizma (potkrijepljenog dostupnom literaturom) prilikom
pregleda proslosti i tadasnjih aktualnosti u znanosti i umjetnosti, ali i politi¢koj i druStvenoj povijesti,
a ponegdje mu znanstveni tekstovi skre¢u s osnovne problematike te uplovljavaju u domenu etnickih
stereotipa potkrijepljeni elementima humora.

Koriste¢i pedagoski diskurs Novak se svom C¢itatelju obrac¢a s ciljem poducavanja osnovnih
glazbenih zakonitosti i termina kao $to su glazba i odgoj, glazbeni oblik, ljestvice, intervali, pjevanje u
osnovnoj $koli, pjevacke tehnike, programna glazba, mutacija glasa te ¢uvanje i registri orgulja. Ti su
tekstovi ponajviSe namijenjeni nastavnicima (i roditeljima) te mu je u njima, kao profesoru glazbe,
vazno pristupiti na didakticki nacin. Pedagoski diskurs iS¢itava se u Novakovu ¢lanku O mutaciji grla
u kojem navodi: Kako rekosmo prije, mutiranje nije bolest, nego rad prirode, koji ne iziskuje nikakve
vanjske pripomoci; nu po uvjerenju vecine lijecnika i izkusnih ucitelja pjevanja ne smije se taj rad
prijeciti ni otegotiti s pjevackim vjezbama (Novak, 1892: 34). Prikazujuc¢i aktualnosti u znanosti i
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umjetnosti, Novak se u biografskim ¢lancima opSirno dotice zivota Ivana pl. Zajca, Gjure Eisenhutha
te Giuseppea Verdija i uspjeha njegove komicne opere Falstaff. U takvim subjektivnim tekstovima na
povrsinu isplivava i Novakova literarna strana. U osobnim ¢lancima o Zajcu i Eisenhuthu docaravaju
se kulturno-umjetnicke i drustveno-politicke prilike zagrebacke, ali i hrvatske svakodnevice druge
polovine 19. stolje¢a. Opcenito, vladaju¢a se politicka garnitura prikazuje u loSem svjetlu dok se
kulturno-umjetnicka svakodnevica, pa tako i ona glazbena, u nedostatku profesionalnih kadrova,
tehnickih i financijskih uvjeta uspijeva odrzati te konstantno napredovati zbog talenta i marljivosti
istaknutih pojedinaca. Tako Novak svog suvremenika Gjuru Eisenhutha uz Zajca istiCe kao
najpopularnijeg i najtalentiranijeghrvatskog skladatelja tog doba, kojemu je nazalost nedostajalo
strogo sustavno glazbeno obrazovanje.Jedno od najvaznijih obiljeZja drustva kojeg Novak opisuje
opsjednutost je materijalnim stvarima. Moralna pokvarenost politi¢kih autoriteta i materijalizam opce
su prihvaéene vrijednosti suvremene globalne kulture 21. stolje¢a $to ponovno prikazuje Novakovu i
aktualnost i bezvremenost. Kako je i logi¢no, najmanji odsje¢ak Novakovih znanstvenih tekstova
komentarima ulazi u domenu stereotipa, ponajvise etnickih te sadrzi elemente humora. Primjerice,
opisyjuci talijansku opernu glazbu stereotipno navodi kako ni duhovitost francuzkih skladatelja, ni
ucena zadubljenost Nijemaca a niti i svjeze nove misli Slavena nijesu ovako sjajno pronijele cijelim
svijetom jednodusno priznatu slavu i pobjedu kao nova talijanska operna glazba (Novak, 1893: 24). S
druge strane, elementi humora prikazani su u Novakovim rije¢ima: Verdi je jo§ kao konservatorista
ljubio svoga dobrocinitelja — ali i njegovu krasnu kéerku (Novak, 1893: 24). Novakovi znanstveni
tekstovi o glazbi otkrivaju glazbenog umjetnika koji vrlo dobro barata glazbenom terminologijom, ali i
knjizevnika koji 1 unutar takvog zatvorenog zanra interdisciplinarno uspijeva doc¢arati obrise drustva u
kojem zivi.

4. Roman Dva svijeta

Problematika odnosa izmedu umjetnika i druStva jedna je od Novakovih opsesivnih tema kojom se
bavi i u svom literarnom opusu, osobito u romanu Dva svijeta. Predmet analize Novakova romana ticat
¢e se kulturoloskih implikatora koji utje¢u na njegovu problematiku. U romanu Dva svijeta posebno je
vidljiva nakana fikcionalne sublimacije praznine kroz proces kulturalne samoidentifikacije, ali i
polarizacije materijalne te nematerijalne zbilje. (Culjat, 2012: 10) Radi toga Novakov protagonist
romana Dva svijeta kao student srednjoeuropskog sveuciliSta iskazuje glad za glazbenim
samoostvarenjem, odnosno za znanjem izvan uvrijeZenih na¢ina misljenja malogradanske hrvatske
svakodnevice i vrijednosnog poretka Austro-Ugarske Monarhije. Jaki je autobiografski aspekt
kulturolosSkog pristupa ovom knjizevnom djelu najbolje potraziti u glavnom protagonistu Amadeju
Zlatani¢u, velikom glazbenom talentu porijeklom iz hrvatske periferije, praSkom studentu kompozicije
kojeg po povratku u domovinu primitivna malogradanska sredina ne shvaca i podcjenjuje pa
neshvaceni genij zavrSava svoj umjetniCki put u oskudici s naruSenim autorskim integritetom:
Nakladnik nije bio ni izvjedljiv, govorim li istinu. Na pismu je samo pogledao potpis i vratio mi ga s
rijecima: - Samo mu dajte, toga vam u nas ne Ce nitko platiti. Molim vas...ime! Glavno je novac
(Novak, 2009: 373). Osim autobiografskog aspekta na protagonista, moguce je da je utjecaj na ime
Amadej Zlatani¢ imala i Novakova glazbena naklonost prema Wolfgangu Amadeusu Mozartu i
njegovom bravuroznom glazbenom talentu. Novak putem svog protagonista pripovjedno oblikuje
duhovno i mentalitetno stanje hrvatskog umjetnika u okvirima srednjoeuropskih kulturnih obrazaca
(Culjat, 2020: 66). Takvim djelom i njegovim protagonistom, Novak je suptilno naznacio trendove
koji prevladavaju u knjiZzevnosti toga doba koji su dakako posljedica prodiranja stranih kultura u
hrvatsku kulturu unutar Austro-Ugarske Monarhije, no nije podlegao uvezenim vrijednostima i
idealima zatomiv$i vlastite. Roman Dva svijeta pruza uvid u razlike srediSta i periferije u
srednjoeuropskom povijesnom sociokulturnom prostoru kraja 19. stoljeca, uvid u ideologijske
tendencije neobiljezenosti i povodljivosti male hrvatske knjizevnosti, §to citatom potkrepljuje i sam
Novak: Tjesite se i uzdajte u Boga. Eto vidite, takva je sudbina siromasnih talentiranih ljudi u malenih
naroda (Novak, 2009: 223). Takoder, Novaka zanimaju kulturoloSke implikacije modernizacije,
prijelaza ili prijenosa iskustva izmedu grada i provincije, kako navodi Culjat (2020), $to se ogleda i u
samom romanu Dva svijeta: ...nad Pragom padao je dim iz visokih dimnjaka tvornica poput oblaka.
Vitavom plovio je uz vodu parobrod raspojasujuci vodu u dva srebrena snopa (Novak, 2009: 223). U
romanu Dva svijeta mogu se is¢itati i Novakovi umjetnicki ideali te kulturoloski i socioloski odnosi
unutar umjetnicke zajednice spram onih materijalizmom okaljane malogradanstine.
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Novakov protagonist prema naéelima svog ucitelja Jahode zagovara slobodu glazbene ideje
upravljane zakonima glazbene umjetnosti nasuprot ogranicenjima slobode glazbenog izraza Sto ga
pred glazbenika postavlja vlastita zajednica, kao $to u sljede¢em citatu navodi i sam Novak:- Ne,
Amadeje, rece mu cuvstveno — ti to ne smijes raditi, moglo bi te lako zavesti od stroge nauke... I onda
mu stane pripovijedati o svojoj nauci na konservatoriju, iz kojega se sjecao neumoljive strogosti svoga
profesora kompozicije, koji bi udarao strogom kritikom i na najodlicnije talente u razvoju (Novak,
2009: 173). Razlazu¢i Amadejevo pristajanje uz uporiSna mjesta svoje glazbene inicijacije do vizije
apsolutne i od svega odrijeSene glazbe, Novak izvodi stajalista o glazbi kao univerzalnoj umjetnosti
koja se ne moze vrednovati kriterijima pripadnosti autora metropoli ili periferiji niti podloziti
stereotipima o autorstvu. BriSuéi izvanumjetnic¢ke kriterije prisvajanja glazbenog autorstva, Amadej
spoznaje ukorijenjenost vrijednosnih odrednica kojima se ustanovljuje etnicki ili kulturni identitet
glazbenika koji dolazi iz malog naroda $to se ogleda u Novakovim rije¢ima: U malenih naroda — a to
ste i vi Hrvati — propadaju Cesto takovi rodjeni talenti i poradi siromastva i poradi nerazumijevanja
onih, koji bi se imali za njihovu naobrazbu brinuti. Eto, kad je Bog tako uredio nas svijet, pa se
nadahnut umjetnik ne rodi uvijek u bogatstvu (Novak, 2009: 166).

S druge strane, Novakov romaneskni postupak svojevrsnog sinkretizma razlicitih grana umjetnosti
u romanu radi toga upuéuje na prazninu u kulturnoj afirmaciji hrvatskih prostora u europskom ozracju
krajem 19. stolje¢a. Glazba — klju¢no obiljezje Amadejeva umjetnickog poslanja svedena je na kraju
romana na puki zanat zbog Cega dolazi do rasapa njegove licnosti i mjesta u kolektivnom pamcenju.
Amadejev umjetnicki profil, izveden iz vlastitih glazbenih afiniteta i uzora, oslikava njegov ljudski
karakter. On je prije svega bezvremenski glazbeni umjetnik koji svoju umjetnicku misao ne sputava
zahtjevima vremena i sredine u kojoj obitava. Izgubivsi vlastito glazbeno uporiste, Amadej popusta
pred pragmati¢énim neumjetnickim svrhama koje glazbenu umjetnost iz sfere duhovnosti vracaju u
nesto ordinarno i ovozemaljsko: Eto, pred mnom su zapecacene moje kompozicije u velikom omotu s
adresom na berlinskoga nakladnika, a na celu kompozicija nema moga imena. Svega se odricem,
samo dajte novaca (Novak, 2009: 370).

Romanom Dva svijeta Novak razvija naCelo glazbe u knjiZzevnosti iznosec¢i jedinstven ogled
pretapanja fiktivnoga glazbenog oblika i knjizevnog sadrzaja. Novakov glazbeni metajezik i
literarizacija kompozicijskog postupka u romanu nastalom ¢ak pedeset godina prije Mannova Doktora
Faustusa razvijaju irealni ,,protusvijet koji je karakteristican za razdoblje moderne, ali i kasnijeg
modernistickog romana (Culjat, 2020: 68). Taj se irealni protusvijet ogleda u sljede¢em citatu: U
ritmicki Skropot kolesa ulagao je njegov duh pravo bogatstvo harmonija i melodija, kao da ih oko
njega izvode neka nevidljiva bi¢a (Novak, 2009: 166). Takoder, Novak problematizira temu glazbenog
ukusa i1 glazbene naobrazbe lokalne sredine koja umjetni¢ku autorsku glazbu podreduju onoj
tradicijskoj 1 popularnoj §to i sam navodi: DoduSe, ja nijesam sklon tamburanju. Neka ga nasim
obrtnicima, neka ga i l[judima, kojima je samo do akroamatijske glazbe, da im ugodno potrazuje uho, -
samo da mi tamburice ne unose onamo, gdje ima pravo da vlada cista umjetnost, kao visa potreba
dusevnoga zivota (Novak, 2009: 348). Sli¢na se misao moze isCitati i u sljede¢cem Novakovu citatu:
...nastojimo se naci po svojoj kulturi s njima u jednom kolu, u kojem svojim tamburicama ne ¢emo
nikada uloviti mjesta (Novak, 2009: 363).S druge strane, predo¢avajuci glazbeno djelo, tekst romana
ne optereCuje pristupacnost literarnog izraza s pretjeranim struénim glazbenim opisima, a
pribjegavanjem metaforici i prenose¢i umjetnost tonova u drugi sustav, onaj rijeci, pronalazi knjizevni
korelat trazenom glazbenom dozivljaju. Naposljetku, Novak se rije¢ju okreée propitkivanju granica
knjiZzevnosti i glazbe znalacki prepoznav§i moguénosti njihovog doticaja: Amadejeva glazbotvorstva
za racun nedostatnih starih znanja i preuzetih imenovanja za Novaka je kao integralnog Europejca,
hrvatskog odvjetka europske tradicije, senjskoga sina cesko-njemackih korijena neprihvatljivo
osiromasivanje, ekscesna zloporaba univerzalnog jezika glazbe (Culjat, 2020: 66).

5. Zakljucak

Promatrajucéi s jedne strane Novakov glazbeno-publicisti¢ki opus — glazbene kritike i znanstvene
tekstove te roman Dva svijeta s druge strane — lako je zakljuciti da je glazbena umjetnost bila vazan
odsjeCak njegova publicistickog, ali i literarnog stvaralastva. Prilikom prosudbe glazbenih djela i
reproduktivnih umjetnika, Novak se zanru glazbene kritike, izuzev ranijih tekstova, odnosi vrlo
argumentirano, a ponegdje upotrebom glazbeno-stru¢nog metajezika preduboko uplovljava u strukturu
djela ili njegove izvedbe. Znanstvenim tekstovima Novak prikazuje aktualnosti u glazbenoj umjetnosti
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tog doba zele¢i osnovnim glazbenim zakonitostima poduciti svoju ¢itateljsku publiku, osobito ucitelje
glazbe kojima je vecina tekstova namijenjena. Takoder, element itekako vidljiv u Novakovim
tekstovima jest i subjektivnost koja se ¢esée pojavljuje u glazbenim kritikama nego u znanstvenim
tekstovima, Sto je uvjetovano zanrom. Novak i u takvim tekstovima vjesto uspijeva unijeti i dio svoje
literarne kreativnosti, ¢ine¢i glazbenu umjetnost i knjizevnost sinkretickima. U roman Dva svijeta
Novak kroz lik protagonista Amadeja Zlatani¢a iznosi svoje umjetnicke nazore o Cistoj slobodi
umjetnosti temeljene na nacionalnim i europskim umjetnickim kriterijima, ali i kulturoloske i
socioloSke odnose unutar umjetnicke zajednice spram onih materijalizmom okaljanog drustva kasnog
19. stoljeca. Literarizacijom kompozicijskog postupka te pribjegavanjem metaforici, Novak uspijeva
pronaci knjizevni suodnos trazenom glazbenom dozivljaju $to ga, iako njegove originalne kompozicije
nisu sacuvane, €ini jednim od najvaznijih hrvatskih glazbenih pisaca na prijelazu izmedu dva stoljeca.
Prirodna Zelja za spoznajom Novaka dovodi do proucavanja kulturno-umjetnicke proslosti i
sadasnjosti ljudskog drustva. Ne mogavsi tim spoznajama promijeniti ili nadograditi kulturnu stvarnost
hrvatskog drustva kasnog 19. Stolje¢a, svoju kreativnost prenosi u svoja literarna ostvarenja.

U analiziranim je tekstovima uocljivo Novakovo veliko znanje u podrucju teorije glazbe, povijesti
glazbe, glazbene pedagogije, glazbene estetike i glazbene historiografije u granicama tadasnjih
uvrijezenih spoznaja hrvatskog drustva. Zbog toga je prili¢no jasno kako Novak stru¢no i autoritativno
progovara o glazbenoj umjetnosti unutar tadasnje zagrebacke sredine. Opcenito, Novak o glazbenoj
umjetnosti pie struéno utemeljena djela, a na problem se nailazi u tome $to su poneka namijenjena
isklju¢ivo strucnoj publici, a ne Sirem C¢itateljstvu. Zbog premalog su korpusa zainteresirane publike
tako glazbeno-struéni ¢asopisi koje je uredivao, Gusle i Glazba, izlazili samo tijekom jedne godine, $to
onemogucuje Novaku da svojom rije¢ju prodre u S$iru drustvenu okolinu zagrebacke sredine.
Vrednovanjem Novakovih glazbeno-publicistickih tekstova i romana Dva svijeta nije se potrebno
ograniCiti samo na glazbeno-struéne pojedinosti, ve¢ ih se moze sagledati sa Sireg, drustveno-
povijesnog, recepcijskog i kulturoloskog gledista. Ta bi gledista mogla posluziti kao ishodisne tocke
daljnjim interdisciplinarnim istrazivanjima Novakova glazbeno-publicistickog i literarnog opusa.
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VIENCESLAV NOVAK AND MUSIC: CULTURALLY AND RECEPTIONALLY

Abstract

Vjenceslav Novak's work and legacy reveal that the art of music was an important segment of his
literary work. His primary interest came from his musical education at the Prague Conservatory, where
he acquired the title of organist and teacher of music theory and singing. After returning to his
homeland he worked as a teacher in Senj and then as a music professor at the Men's Teachers' School
in Zagreb and at the school of the National Music Institute.

Musicologist Sanja Majer-Bobetko evaluated Novak as a music writer who published numerous
articles as well as monographs: from music criticism through theory, music pedagogy, methodology,
music aesthetics to music historiography. Namely, Novak's music reviews reveal a critic who strives
for an argumentative and professional explanation of his views within the standards of the press of that
time, but also an artist of words who creatively treats the stated genre, ensuring not only objectivity
and expertise of content but also a certain aesthetic experience. Therefore, the musical laws he learned
in his youth were reflected in his musical-literary and literary work. Novak's scientific texts are
showing Novak's pedagogical potential refined by literature, while the novel Two Worlds depicts the
process of musical creation long before Mann's Doctor Faustus.

This paper explores the cultural and receptional aspects of Novak's legacy in the context of two
phenomena: those as a music artist who will transcend into a music writer over the years, as well as
critic, and Novak's efforts to express music contents through his own literary word. Such a two-way
movement, both as an artist and as a writer, marked Novak’s life path and work.

Keywords: Vjenceslav Novak, literature in music, music in literature, music writer, literary taste
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RESEARCH IN THE JGYPK APl ART FOR EDUCATION RESEARCH
GROUP OF THE UNIVERSITY OF SZEGED

Abstract

The Art for Education Research Group (Miivészettel az Oktatasért Kutatocsoport — MOK), which
has been operating since 2009 at the Juhasz Gyula Faculty of Education at the University of Szeged,
deals with artistic and interdisciplinary issues that can be placed in the perspectives of higher
education practice.

The presentation presents the history and results of the workshop, highlighting the two topics that
are at the center of the research, professional and artistic programs of MiUOK as a self-organized
intellectual community made up of researchers, instructors, pedagogues and students: in what way and
what methodological principles of student research can be used to expand (1) the digital art education
of young children, and (2) the teaching material on the communication forms of picture book
storytelling. In line with the narrow theme of the conference, the presentation of the research history
will focus on the following question: under what conditions can the exploitation of artistic phenomena
"experienced" in empirical research coordinated in the workshop in projects and conferences become a
driving force for further intellectual activities? When and why new solutions were or may be needed
that question the congruence of the "detached" and that affect the organisation and the guidelines.

Keywords: research group, art education, picture and interactive book

1. Rationale for the topic

The Art for Education Research Group (Mivészettel az Oktatasért Kutatocsoport — M{IOK) was
founded in 2009 at the Juhasz Gyula University of Szeged, Faculty of Teacher Education, and deals
with interdisciplinary issues of art and science that are not or only partially perspectives in the
Hungarian higher education practice. In the following, we will show that its history and the process of
searching for new methodological "congruences" — in the narrow terminology of the conference —
which defines its image, can also attract professional attention outside the framework of the parent
institution. On the one hand, the research group strives to implement knowledge transfer at individual
and organisational level and to develop flexible methods for the transmission of the arts, in line with
the extended or third generation university model, and on the other hand, the research group's
achievements in implementation have, in recent years, extended beyond the boundaries of the parent
institution.

2. Structure and objectives of the research team

The main objectives of the MUOK are thus to research the following topics: how, along which
methodological principles of joint teacher-student research and by thematising (sub)issues and
research problems, (sub)questions, can the curriculum be extended (1) on the digital arts education of
young children and (2) on the communicative forms of picture book storytelling. The aim of this
extension, and of matrix-like cooperation with various types of institutions (university, inter-university
and market players), is also to ensure that aesthetic aspects play as much of a role as possible in the
future activities of future teachers, which are embedded in everyday practice and are subject to
utilitarian and goal-oriented considerations. In their pedagogical practice, there should be a role for the
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expansion of art and the discovery of the social and community-forming power of collective artistic
activity.

The research group is composed mainly of students of pre-school education, as well as students of
primary school teaching, social pedagogy and art, and of university (mainly faculty) teachers and
researchers, and pre-school teachers. At the time of its creation, the number of members was only just
over 20, but it has been constantly changing since then, as the success of the first MedvEst, an arts and
science programme in spring 2010, which was followed by the national media, soon contributed to the
complexity and growth of the membership. At the same time, it was clear from the outset that the key
to sustainability is the continuity of the teaching presence and the ability to retain (at least part of) the
student membership in the alumni system. The latter is also important because the useful time
available for students in the 3-5 year, but especially the 3-year, bachelor programmes is quite short.
"Extended" membership as a graduate teacher, on the other hand, not only creates the conditions for a
natural transfer of information but can also act as an incentive for new members with student status.

The board, consisting of the president, the vice-presidents and the secretary, prepares projects for
members, coordinates and promotes programmes, provides opportunities for professional-scientific
and artistic performances for talented students [for this purpose, it issues membership books and
certificates, and provides publicity through its own website (www.muok.ucoz.hu)].

The Institute for Primary School and Pre-school Teacher Training of the SZTE JGYPK has
supported the projects of the Art Academy on several occasions by offering funding opportunities and
by the Faculty's Scientific Grants Committee.

3. Reasons for the creation of MiOK

The first reason that led to the creation, the formation and ultimately the matrix character of the
research group, i.e. the development of a methodology for knowledge transfer in its own framework, is
related to the following factors: the change in the institutional structure of the university (over the last
two decades), the change in the roles and tasks of teachers and researchers, the emergence of a new
student mentality with new characteristics, in line with the expectations of a consumer society.

3.1. Institutional framework and its changes

After the abolition of the undivided Hungarian teacher training in 2007, the operation of several
departments at the Faculty of Pedagogical Education of the University of Szeged became impossible,
and with it the need for the organisational restructuring of the faculty. Art, literature, music and visual
arts education could only be continued within a new institutional framework. The new structure of the
institutes, including the Teacher Training Institute (TOKI, now the Applied Pedagogical Institute,
API) and the Institute of Arts (from the creation of departments and specialised groups to the
elaboration of the subject structure, the development of theoretical and practical training principles and
the creation of staffing conditions), and the educational practice based on artistic and interdisciplinary
principles, offered favourable conditions for the creation of self-organised research groups and
workshops. The fact that these organisations were able to structure themselves relatively freely
according to the needs of teachers and students, the questions they raised, their interests, etc. (the
themes and methodologies of their programmes were not subject to rigid rules), meant that they were
able to reduce the diversity that had arisen as a result of the forced dismantling of the previous
educational structure and the new social and educational policy requirements.

3.2. Changes affecting teaching tasks

The accumulation of intellectual capital and experience at individual teacher level, which has been
unused since 2007, has made it necessary to explore the theoretical and practical areas not yet covered,
to prepare and start knowledge transfer and to renew the links between the institutional actors. This
process was also triggered by the training principles of the TOKI's pre-school teacher and primary
school teacher training programme, which are based on the complexity of the different scientific and
artistic disciplines, and by the fact that institutional representatives from different disciplines and
artistic fields began to collaborate on joint extra-curricular projects. An indirect consequence of this
situation of constraint is thus the self-development and increased investment in human capital by
teachers, including extra-curricular workshops and research. In the MOK, teachers in the fields of
music, visual arts, literature, pedagogy, mathematics, philosophy and biology have been involved in
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occasional, self-organised working relationships with representatives of different levels of the
institutional structure. In numerical terms: In the period 2010-2022, in the framework of 22
programmes, nearly 50 teachers-researchers participated in joint projects, 23 of them from the
University of Szeged, 14 from other higher education institutions (Moholy-Nagy University of Art and
Design, Péter Pazmany University, University of Pannonia, Kecskemét College, E6tvos Lorand
University, Hungarian University of Fine Arts, Karoli Géaspar University of the Reformed Church,
Constantine University of Nitra) and 11 from cultural institutions.

3.3. Changes affecting the tasks of student integration

As a consequence of the marketisation of the University of Szeged as a third generation university,
the institution and its staff have to use more and more methods typical of the business world to recruit
and attract students (general context on this issue, Peténé Csuka Ildiko, 2014). The quantity principle
to the detriment of quality and overcrowding are not conducive to running workshops. Programmes
that mediate the arts, which are extra-curricular and take place at the ‘expense’ of leisure time, are now
only attractive to the most dedicated students, as there is no tangible and immediate benefit to
participation, and the work of research or mediation is time- and energy-consuming. Even after more
than a decade (2009-2022), we can see that the first initiatives launched by a large student collective —
aimed at creating a good community, acquiring knowledge and increasing the prestige of the
profession — are fading away, with idealism being replaced by pragmatism. And although the cause of
a research group or an art mediation workshop has never been a matter for the masses, the continued
functioning of an organisation based on the cooperation of students, teachers and researchers, such as
the MUOK, is no longer ensured by the "bottom-up” organisation, but either by the interpersonal
relationship between teachers and students (if this is dynamic enough) or by the aim of gaining credits
for scholarships or by the intention and plans to (pre-)write a thesis (e.g. participation in empirical
research).

Overall, the "incongruence" that was experienced earliest within the workshop itself was thus
caused by the massing of the broader cultural characteristics, including higher education, on the one
hand, and, on the other hand, by internal institutional factors between 2013 and 2018: mainly
management provisions concerning the expansion of human resources and the internal structuring of
the institution. In this period, there was little control, for example, over the healthy ratio between the
number of students and the number of workshops within a department. While on the one hand it was
welcome that within two or three years six more research groups were able to start operating within
the institute (TOKI), which had between 500 and 600 staff, and this, at least initially, had a
'stimulating' effect on the professional activities of both teachers and students, on the other hand, the
functioning of human resources and professional-pedagogical objectives were not subject to much
management control. As the student 'market' soon proved too small anyway, the initiatives died out
after one or two professional events (often due to the loss of professional motivation or status of the
workshop leader). It should be noted, however, that the concept of a system of subject requirements
that allowed for the integration of departmental-institutional empirical research into optional courses
was able to resist the risk of fragmentation that also affected the MiOK for a while. This solution,
which undoubtedly offered convenience and consensus, was particularly effective in years when
students could choose from a narrower range of optional subjects offered by the institute and not by
the 'plentiful supply' of the university.

One example in relation to the MUOK: from 2014, the students of the Pedagogical Communication
Skills Development course were able to learn about and try out in practice the use of the interactive
storybook, an innovative method of storytelling, which had only appeared on the international market
a few years earlier and on the domestic market only a year earlier. The relevant theoretical issues were
also covered in the lessons of the Art for Education and Picture Book Research courses, in line with
the thematic perspectives of the course. In addition to exploring the differences between print and
digital book storytelling, these optional courses also aimed to process data collection, interviews and
measurement experiences of children's interactive and picture book storytelling experiences in
kindergarten classrooms.

It is clear that the requirement to carry out tasks and then to be held to account for their completion
made the work of the research teams more predictable in the short term, but it was also clear that it
limited the autonomy of both teachers and students, which was at the heart of the workshops.
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Although the original intention was to preserve the very essence of student-teacher workshops
outside the classroom, a faculty "umbrella organisation”, i.e. a higher organisational level, which was
intended to bring together the workshops and research groups operating at the JGYPK, could not fulfil
its purpose, in fact, due to a lack of interest from the teaching staff, and within a few years it was
reduced to the framework of the institute and the department.

The institute-departmental management principles, which thus institutionalised the parallelism of
extracurricular workshop work and formal teaching, the free passage of the two platforms, and the
promotion of professional and research work outside the classroom, helped in the short term to prevent
the slowing down of the processes of self-organisation of MiOK. In the long term, however, all this
could not be a solution, not only because of the draining effect of fragmentation and the competition
between workshop leaders, which was still prevalent during this period, but also because it could not
merely mask or remedy the social consequences of the student mentality (see the weakening of
perseverance, professional curiosity and motivation).

The change in thinking resulting from these educational and cultural processes, and the new values
that transformed the student's perception of education, led to a point in the history of the research
group that can be considered a paradigm shift. A transformation of project management strategies that
had previously seemed self-evident became necessary. The primary challenge or problem was not so
much finding the most appropriate digital platforms or organising common working hours, but in
several cases the health exposure of members to the pandemic and the inadequacy of propaganda tools
to attract new members to the research team. While the integration of academics and researchers into
the project proved to be smooth in relation to the situation, the information transfer processes for
students became diffuse and fragmented. The increase in the number of semesters, which only allowed
for a certain period of time for working on a part-time basis, was accompanied by the disappearance of
individual plans for continuity and renewal of membership and, more generally, of the ambition to
fulfil individual professional ambitions.

Despite this, although only a few (4), student representatives of the MOK participated in an online
conference (Taboo in Children's Literature) with a national scope, in collaboration with researchers
from several universities. Their participation was considered by the media (radio, online press) as
effective and noteworthy (Gdédény, 2022).

With a renewed membership and new research plans, in the spring of 2022, MiilOK began a new
era in its history. Undoubtedly, motivating members today must include more practical aspects than
before, and the principles of the research group's leadership, perhaps even more than in the beginning,
must be characterised by teaching dedication, good strategy and perseverance. Furthermore, there is no
doubt that the results of pedagogical motivation are spread over a smaller number of students (mainly
pre-school teacher and primary school teacher students) and a smaller number of students (15-20
people). However, a new phenomenon is that the degree of involvement in joint tasks, the
identification with the objectives has intensified, the old forms of "presence" (e.g. participation in
structured meetings) and the new forms (e.g. participation in the "presence” meetings) have been
replaced by new forms of "presence”. At least the results - an art programme (Kész csoda!) and a
children's book research project on the impact of illustrated stories by Janos Pilinszky in 2022 - seem
to demonstrate the students' deepening in their work.

To sum up the figures so far: since 2009, nearly 400 people have participated in the art and science
programmes of MUOK as individuals, another 100 in groups (movement arts performances) and 14
teachers have taken an active role after graduation.

4. MiiOK projects

In the terminology of the theory of complex art education, the cultural-artistic programmes of the
last decade or more at the MIOK have been based primarily on the principle of the "total art system",
while the artistic and interdisciplinary research on the process of reception of artistic values has been
based on the principle of "single rootedness".

4.1. The 'whole-arts system' principle - arts programmes

According to a theoretical tradition based on the principle of interoperability of the arts (visual arts,
music, dance, literature, architecture, etc.), sensory cognition of the world is achieved through
convergence, i.e. overlap between media and sign systems, on the one hand, and complementarity, i.e.
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the complementary relationship between the reference areas of the arts, on the other (Skrapits, 2014).
The thematic programmes of the workshop, which aimed at a multifaceted presentation of a well-
defined issue or a universal artistic symbol, were essentially structured along this principle. Between
2009 and 2022, on 7 of the 22 occasions, the group presented programmes organised around the
symbolism and cultural history of the bear, the tree, the number five and light, using elements of
movement, music (vocal and instrumental), literature, puppetry and visual arts (still and moving), with
a total of more than 300 participants and an audience of 80-100 people at a time. The presenters were
students from SZTE JGYPK, as well as lecturers from the Teacher Training Institute, the Institute of
Arts, the Faculty of Humanities, PAzmany Péter University, and Kecskemét College (Table 1).

Table 1: Inter-arts and interdisciplinary researches conducted
by the SZTE JGYPK Art for Education Research Group (MiiOK)

Co-organiser/ institution

Date i
Title of the event represented by invited speaker

10 May 2011 I. K3 — képes-kdnyv-kritika -

co-organiser:
Vasvari Pal Altalanos Iskola,
Székesfehérvar
27 October 2011 Tehetséggondozas az alsé meghivott _elc'iladéléltél képviselt
tagozathan Intezmeny:
Vasvari Pal Altalanos Iskola,
Székesfehérvar
Pannon Egyetem
o institution represented by invited
27 April 2012 A Fa:"fa:abrazolasok a speaker:
miivészetekben Pazmany Péter Katolikus Egyetem
co-organiser:
24 April 2013 1. K3 — képes-konyv-kultdra SZTE JGYPK TOKI Jatékos
Matematika Kutatdcsoport
co-organiser:
MOME Kreativ Technoldgia
Labor
meghivott el6ado altal képviselt
App-nap. Az interaktiv intézmény:
mesekonyv MOME Kreativ Technoldgia
Labor
Magyar Gyermekirodalmi Intézet
ELTE TOK
Kecskeméti Foiskola

15 April 2014

A Kicsi, a Szorgos és a Lusta.
Elbadassorozat a Kiskakas
6 May 2015 gyémant félkrajcarja, valamint A
tlicsok és a hangya interaktiv
kényves adaptacidinak empirikus
kutatésairol

Az interaktiv kdnyvek empirikus
kutatasai a Miivészettel az

24 September 2015 Oktatasért Kutatcsoportban. -
El6adasok a Kutaté hallgadck
éjszakajan
15 November 2016 I11. K3 — képes-konyv-kutatas -
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. . co-organiser:
Ki Iatott, ki hallott? BOOKR Kids Kft.

9 May 2017 Eldadassorozat a Méra Kiado - 1eohivott elgado altal képviselt
BOOKR KIDS elektronikus intézmény:

konyveinek empirikus kutatasairdl BOOKR Kids Kft.

institution represented by invited
speaker:;
Neumann Janos Egyetem

Kaéroli Géaspar Reformatus
Egyetem

Magyar Népmesekincstar
Mesepedagdgia Mithely

Magyar Gyermekirodalmi Intézet

. Szegedi Tudomanyegyetem BTK
14-15 May 2021 Tabu a gyermekirodalomban.

Online konferencia Debreceni Reformatus
Hittudoméanyi Egyetem

Pompés Napok Egyestilet

Ujvidéki Egyetem Zombori
Tanitoképzé Kar

Magyar Képzomiivészeti Egyetem

Univerzita KonStantina Filozofa v
Nitre

Kész csodal institution represented by invited

BeszélgetésCsodacerua magazin speaker:

29 March 2022 foszerkesztbjével, valamint a 3-6 Csodaceruza Szerkesztdsége

éves gyermekekkel készitett Szegedi OV Vedres Utcai
interjuk bemutatasa Tagovodaja

As an example of the "all-arts" concepts, the very first MiOK event, MedvEst, had a value-forming
power in terms of its personalities, the diversity of statuses (student, teacher, lecturer, artist) on the one
hand, and the variety of artistic (sub)fields and modes of transmission (bassoon and guitar music,
piano playing, scenic sayings, poetry and storytelling, play-exhibition) on the other. The preparation
period, which lasted several months, enabled the members to experience the impact of the different
artistic creations, to test and develop their own skills as performers, organisers, communicators, social
workers, etc. At the most recently organised anniversary celebration of Csodazeruza magazine, which
played a significant role in the emancipation of children's literature in Hungary after the regime
change, the research team attempted to "extend" the overall artistic project to the age group, at least in
that the impact of the magazine's text and image material on the target audience was not only
measured using empirical research tools, but also presented: the teachers and students presented a
programme of poems, stories and illustrations alongside young children.

4.2. The "single rootedness" principle - research programmes

The principle of "single rootedness™ in art pedagogy, associated with LaszI6 Németh and Zoltan
Kodaly, is based on the exploration of the interrelationships between different artistic disciplines and
disciplines, their analogies, connections and common patterns (Skrapits, 2014). In addition to this
concept, and in line with the view that science and art are not independent or contradictory but
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correlative concepts that describe different aspects of human cognition (Marosi, 2007), the MiiOK has
focused its qualitative and empirical research on picture books and interactive storybooks, which are
relevant and appropriate to its profile. The research, which is still ongoing, is innovative in two
respects: its subject matter and its methodology. In the first decade of the third millennium,
unemancipated children's literature research in Hungarian literary studies, including picture book
research, was unthematicised or unclear, and the picture book genre was uncharted not only in terms
of general theory but also in terms of the empirical process of reception (contemporary illustrations
and the artistic impact of poems and story texts).

This gap inspired the data collection that began in 2012, where the questionnaires used were piloted
(structured in a circular way according to the qualitative research methodology and modified in the
light of the results), aiming to explore the impact of aesthetic-poetic features on young children's
receptors and on the mediators of books (teachers and parents). The results were summarised in a
series of presentations at three student conferences organised in collaboration with the Hungarian
Institute of Children's Literature (Table 2).

The MiOK was among the first in Hungary to start research on the interactive storybook, a genre
that digitally extends picture and illustrated books, and which is revolutionising children's literature by
introducing a new platform. This artistically complex "book", which can be defined in a matrix of still
and moving image, musical sound effects and sound effects, written and spoken language, can only be
approached - to use the terminology used above - by means of the principle of "single rootedness", i.e.
by means of interdisciplinary tools, including communication and film theory, semiotics, pedagogy,
sociology, the psychology of reception, aesthetics, etc. (Schwebs, 2014; Varga, 2020).

In 2013-2014, the workshop tested one of the first Hungarian-language adaptations of an
interactive book, Little Rooster and His Diamond Halfpenny, which is the first among the applications
accompanied by a research programme. The aim of the data collection of the research, carried out
among around 200 preschool and school-age subjects, was to compare the impact of the digital
adaptation of the Laszl6 Arany fairy tale on young children users and the characteristics of the
reception process of the printed picture book variations. The measurements were carried out in
collaboration with the Creative Technology Laboratory, a development team at the Moholy-Nagy
University of Art and Design, and the results were presented at the IGEL conference on the
interrelations between literature and media at the University of Torino and at the national App-nap in
Szeged (Ruttkay and Varga, 2014; App-nap).

In 2014-2015, MiOK measured the user experience of a well-known Aesopus story, The Ant and
the Grasshopper. Both the picture book and the interactive storybook variations by TabTale and Clue
Pop were measured, the latter are being well-known applications on the international user market. The
main topics were: differences in prior text knowledge and user experience; priorities in the perception
of still and moving image elements; advantages and disadvantages: the aesthetic impact of fairy tale
adaptations on children aged 3-8, young learners with learning disabilities and triplets; and the liking
index of pre-school, social education and teaching students as mediators. The research on these topics
was carried out by the workshop members with the continuous participation of 35 people over several
months, and the results were summarised in student presentations entitled The Small, the Busy and the
Lazy. A series of presentations on empirical research on the interactive book adaptations ofThe Little
Rooster and His Diamond Halfpenny and The Ant and the Grasshopper.

From 2016 onwards, the aim of the MiOK research will be to develop applications that assume
active-transformative participation, i.e. applications that adapt previously published picture books into
a multimedia environment. These data collection activities, carried out in ongoing collaboration with
BOOKR Kids, the largest start-up company in Central and Eastern Europe, have produced significant
professional and socially valuable results for MiOK over the past year. The cooperation, which
thematically aims at investigating and conveying artistic-aesthetic values in addition to the linguistic
and visual features of applications, such as skill development, communication and reception theory, is
an example of the so-called knowledge transfer processes of "extended universities". According to the
Triple Helix (Ertzkowitz) concept, which models the essence of a new type of institutional operation,
the university is a complex innovation factor through the three-way relationship between the
university-academic, economic and governmental bodies. It becomes matrix-like: researchers and
teachers have access to development centres, and there is the possibility to involve students both in
research and in the economic applications of innovations (R&mhap, 2017). In terms of the workshop's
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activities, this meant that between 2016 and 2020 BOOKR Kids gave professional publicity to its own
pedagogical developments based on the data records of the MUOK and the opinions of experts
associated with the workshop, and ensured collaboration by offering research grants, staff status
(internships) and organising workshops. The third actor of the model, named as a governmental body,
was the Digital Well-being Programme, which represented the official educational policy programme
and supported a 30-hour teacher training course called Interactive Book. Reading comprehension
development with BOOKR Kids digital books with a grant in 2017-2019, which was a joint project of
the company and the University of Szeged, accredited by the JGYPK.

Table 2: Cultural and artistic programmes organised
by the SZTE JGYPK Art for Education Research Group (MiiOK)

Date Title of the event Co-organlser/ institution
represented by invited speaker
9 March 2010 MedvEst -
institution represented by invited
speaker:
Autumn 2010 Fa-art fotopalyazat
SZTE BTK
institution represented by invited
speaker:
20 October 2010 Fa-art kulturdlis est
SZTE BTK

Ejszakai tolgyfa — kiallitas
April 2012 gyermekek és a Mlivészeti Intézet -
hallgatoinak illusztracidibol

26 March 2013 Mi a MilOK? -

institution represented by invited

5-let(T) Az 6téves Milvészettel az speaker:

5 November 2014 Oktatasért Kutatécsoport

PR . . SZTE JGYPK TOKI Jatékos
milvészeti-tudomanyos estje

Matematika Kutatdcsoport

institution represented by invited

Fény és arnyék. A Miivészettel az speaker:
29 September 2015 Oktatasért Kuta;(;fjseoport mivészeti S7ZTE JGYPK TOKI Jatékos

Matematika Kutatdcsoport

institution represented by invited

Csalad a tiindérmesékben. Dr. speaker:

22 March 2016 Bardos Jozsef kdnyvbemutatdja

Kecskeméti Féiskola

institution represented by invited

Mese, mese, mar ma. A MUOK speaker:

27 February 2018 vendége Dr. Bardos Jozsef

Kecskeméti Foiskola

A konyvek életre kelnek -

) : cTeT meghivott el6ado altal képviselt
Bevezetés az interaktiv konyv

o ) intézmény:
4 December 2018 elméletébe és gyakorlataba a BOOKR Kids Kft.
BOOKR Kids alkalmazésaival. ELTE

Koényvbemutatd
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A Tabu a gyermekirodalomban
28 November 2021 cimil tanulméanykdtet online -
bemutatoja
meghivott eléado altal képviselt
Kész csoda! Verses dsszedllitas a intézmény:
29 March 2022. Csodaceruza magazin irodalmi )
anyagabol Szegedi OVI Vedres Utcai
Tagbvodaja

The 2017 case study results were presented at the Who saw, who heard? conference, where
developers, researchers, students of the workshop's pre-school and social pedagogy courses, and - in
the framework of the alumni programme - recent graduates of the workshop gave presentations on the
impact and communication characteristics of contemporary literary and visual art (illustration) works
transposed into digital interactive books (e.g. The Lice Story, Who Ate the Raspberry?, I'll Tell You
About the Green Pig, Terka Around the World). Some of the topics covered: conditions for motivating
interaction; acoustic and visual mediation; the issue of "immersive reading"; picture books and
interactive books. An edited version of the presentations is included in the first Hungarian book on the
use of interactive books in the educational process, Books Come to Life: An Introduction to the Theory
and Practice of the Interactive Book with Bookr Kids. Members of MUOK, who are students at the
JGYPK, majoring in pre-school and social pedagogy (still studying or already graduated), wrote six
papers in the third chapter (Boldog et al., 2018. pp. 78-106), and several of them contributed to the
faculty presentation of the volume (Books come to life). The usefulness of researching artistic (still and
moving image, literary) values along the traditional principle of "rootedness", but with new and
flexible methods, has been acknowledged by several national platforms (see, among others, HVG.hu,
2017; T6th, 2018; Kocsis, 2018; Fehérvary-Ménes, 2022).

A project of MUOK 2021, which explored taboo topics in children's literature, was related to the
theme of an online conference organised by the Department of Pedagogy and Early Childhood
Education of SZTE JGYPK API (Taboo in children's literature). The members of the research team
were first year students of pre-school education who undertook to explore the following questions by
means of an online questionnaire (small sample): what topics "do not belong™ in a children's book and
what criteria are used to assess this question, and to what extent the social background determines the
answers; are there differences between the answers of teachers and non-teachers, especially with
regard to death, mourning, war, enlightenment, illness, disability, and the communicability of black
education. The conference and the publication of a book of edited versions of the presentations
(Varga, Turcsanyi and Pusztai, 2021) were welcomed by readers interested in the topic and by a wider
professional audience (Gokhan and Pataki, 2021).

5. Summary

This paper presented the objectives, structure and projects of the Art for Education Research Group
(MiOK) at the Juhasz Gyula Faculty of Teacher Education of the University of Szeged, which has
been operating since 2009, and outlined the major events in the history of the research group against
the background of the changing educational and cultural contexts in Hungary. It focused on issues
related to institutional structure, human resources for teaching and research and the integration of
student membership, which led to the emergence of a new "paradigm" of the organisation, i.e. the
development and adoption as a value of new pedagogical and methodological strategies.
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