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Preface

This volume is a multi-disciplinary collection with a specific reflec-
tion upon the research activities of the Faculty of Cultural Science, Peda-
gogy and Regional Development through its publications based on the
majors having been developed at our Faulty for the last four decades.
However, this is not a classical jubilee volume as it does not provide an
insight to the history of the institution, on the contrary, it describes the
scientific life, its research works as distinguished activities of higher ed-
ucation.

The individual articles form three thematic groups. At our Faculty,
the oldest majors are connected with Pedagogy and, accordingly, articles
referring to this focus vary and form a colourful spectrum. Articles elab-
orating some current issues of our world resemble multicultural educa-
tion to oppose discrimination (by Edina Haslauer) and the strategy of
lifelong learning (by Baldzs Németh). The analysis of the factors to influ-
ence the work of educators (by Susanne Viernickel) may formulate the
context for the articles dealing with professional issues. It is three dec-
ades since when there have been foreign language and minority lan-
guage trainings, accordingly, the role of bilingual children’s book in lan-
guage learning (by Ddra Boronkai, Agnes Klein and Tiinde Tancz) or the
language-didactical role of german speaking songs (by Jdnos Miiller)
raise several important didactical questions. The article on didactics of
multilingualism as a holistic training goal is another element of that per-
spective. The questions of psycho-pedagogy are revisited both by the ar-
ticle on early childhood mutism as a sort of communication malfunction
(by Gabriella Kirdly) and by the writing to deal with a special aspect of
the connection in between early childhood sense of calculation and spa-
tial visuality (by Eniké Gyérkd and Beatrix Ldbadi).

On the other hand, psychology, communications and the inter-disci-
plinary relations indicate another significant research dimension repre-
sented by some of our teaching staff members. The article describing
psychological cases related therapies for elderly to have suffered medial
discrimination (by Andreas Hejj) calls attention to an important social
matter. Another piece indicates the broader context of literature and
psychology through the descriptive manner of literary genres (by Hans-
Heino Ewers), and by the elaboration on the correlations in between one
of the most representative poet of Hungarian poetry and freudomarxism



(by Béla N. Horvath). The social and structural contexts of communica-
tion are reflected in the article on the social aspects of naming males and
females (by Maria Bajner) and by a following paper on the social dimen-
sions of political communication (by Gabor Szécsi). One major issue for
education is how to reconfigurate the roles of classical sources of infor-
mation, those of libraries and books, which is well described by the arti-
cle of Déra Egervari.

The aspects of history and politics are reflected by some relevant ar-
ticles. Potential solutions for the particular conflicts in between Germans
and Poles through urban partnership (by Matgorzata Swider) and the
specific description of an American Island with cultural-territorial man-
agement approaches (by Ivdn Zddori Ivan- Zsolt Nemeskéri and Sdndor
Némethy) signal the broadness of research focuses. Our volume is closed
by a classical historical source-research which elaborates upon the ap-
pearance of Tolna County in one of the most important journals of 19t
century Hungarian History, in the Pesti Hirlap (by Zoltdn Huszdr).

The Faculty of Cultural Science, Pedagogy and Regional Development
is seated into Szekszard, the capital city of Tolna County with rich culture
and outstanding red wines. Our mother institution, the University of Pécs
commemorates the 650-years Jubilee of its foundation. It was estab-
lished in an intellectually flourishing era when institutions of higher ed-
ucation were founded in Vienna, Prague and in Cracow. We are proud of
our university to represent both classical and modern values in this re-
gion.

Our Faculty is forty-years old now. Being young and open are repre-
sented in a broad international partnership which is reflected by re-
search collaborations with more than thirty foreign universities. This is
also reflected by those many papers we have received from colleagues
from Leipzig, Frankfurt am Main, Baden, Opole, and from Wisconsin. A
short biographical description, at the end of this collection, will allow
readers to get more information on respected authors.

This volume is an artificial mirror to reflect back upon our research
work and our results. However, it is necessary to underline that it may
also enable its readers to discover our values, past and present when
reading those collected articles.

Prof. Dr. Béla Horvath
Dean
Editor-in-Chief



Vorwort

Diese Ausgabe ist ein bunter, interdisziplindrer Band. Die Studien
gewahren einen Blick in die Forschungen, die an der Fakultit fiir Kultu-
rwissenschaften, Pddagogik und Regionalférderung der Universitat Pécs
seit 40 Jahren fortgesetzt werden. Doch ist der vorliegende Band keine
Jubildiumsausgabe im klassischen Sinne, denn hier wird nicht die
Geschichte der Institution vorgestellt, es entsteht vielmehr ein Bild tiber
die wissenschaftliche Werkstattarbeit, die einen unerlasslichen Teil des
Hochschulwesens bildet. Die einzelnen Schriften bilden drei thematische
Einheiten. Die dltesten Studiengange der Fakultat konnen mit der Pada-
gogik verknlipft werden, so ist es nur selbstverstandlich, dass die Arbei-
ten, die an diesen Schwerpunkt gebunden werden kénnen das abwe-
chslungsreichste Bild vermitteln. Die Arbeiten, die sich mit der multikul-
turellen Erziehung (Edina Haslauer), mit der Opponierung der Diskri-
minierung auseinandersetzen oder die sich mit den Lebensstrategien
des Lifelong Learnings befassen (Baldzs Németh), analysieren wichtige,
akute Fragen unserer heutigen Welt. Die Analyse der Fakten (Susanne
Viernickel), die die Arbeit eines Pddagogen beeinflussen, erschafft den
Kontext, in dem einige Studien reprasentiert werden, die sich mit
Fachfragen der Erziehung auseinandersetzen. An unserer Fakultit gibt
es seit drei Jahrzehnten deutschsprachige Ausbildungen auch im Natio-
nalitdtenbereich, so wirft die Rolle der zweisprachigen Kinderbicher
(Déra Boronkai-Agnes Klein-Tiinde Tancz) oder die sprachlich-didakti-
sche Rolle der deutschsprachigen Lieder (Janos Miiller) mehrere wich-
tige methodische und didaktische Fragen im Spracherwerb auf. Zu die-
sem Themenbereich passt die Studie (Claudia Mewald) iiber die Didaktik
der Zweisprachigkeit als holistisches Bildungsziel. Die Schrift (Gabriella
Kirdly) die den relativen Mutismus in der Kindheit, als kommunikative
Storung vorstellt und die Studie (Eniké Gyérké-Beatrix Ldbadi), die einen
interessanten Aspekt zwischen dem kindlichen Zahlengefiihl und der
rdumlichen Visualitat aufblitzen lasst, beriihren die Fragen der Psycho-
padagogik.

Die Psychologie und Kommunikation, sowie die Verkniipfung der be-
iden Wissenschaften markieren die Forschungsrichtung, die von mehre-
ren unserer Kollegen reprasentiert wird. Mit der Arbeit (Andreas Hejj),
die psychische Fille und Fallbehandlung der medialen Diskrimination
von Senioren beschreibt, wird die Aufmerksamkeit auf ein wichtiges,
gesellschaftliches Problem gelenkt. Den breiteren Kontext von Literatur



und Psychologie markieren die folgenden Studien: die Schrift (Hans-
Heino Ewers) iiber die Bildhaftigkeit der Rede in den literarischen Gen-
res, sowie die wirkungsgeschichtliche Arbeit (Béla N. Horvdth), die die
Zusammenhange des reprasentativsten Dichters der ungarischen Litera-
tur und des Freudomarxismus analysiert. Die Studien iiber den ges-
ellschaftlichen Aspekt der Benennung von Frauen und Ménnern (Mdria
Bajner) und die Interpretation der gesellschaftlichen Projektion der po-
litischen Kommunikation (Gdbor Szécsi) beriihren den gesellschaftlichen
und strukturellen Kontext der Kommunikation. Die Neuinterpretation
der Rolle der Kklassischen Quellen der Kommunikation: die Bibliothek
und die Biicher ist eine wichtige Frage der Bildung, wie das in der Studie
(Ddra Egervdri) erortert wird.

Die weiteren Arbeiten widerspiegeln mehrere Aspekte von
Geschichte und Politik. Die eigentiimlichen Lésungen des deutsch-pol-
nischen Konflikts in den Stidtepartnerschaften (Matgorzata Swider) und
die Beschreibung einer amerikanischen Insel unter dem Aspekt des Kul-
tur-und Regionmanagements (Ivdn Zddori-Zsolt Nemeskéri-Sandor Né-
methy) zeigen die Breite der Forschungen. Unseren Band schliefdt eine
Arbeit (Zoltdn Huszdr) der klassischen Quellenforschung ab, die die
Erscheinung des Komitats Tolna in der wichtigsten Zeitschrift des 19.
Jahrhunderts in der ungarischen Geschichte im ,Pesti Hirlap“ (Pester
Nachrichtenblatt) beschreibt.

Der Sitz der Fakultit fiir Kulturwissenschaften, Padagogik und Regi-
onalférderung befindet sich in der Stadt, der von ihrer Kultur und ihren
Rotweinen berithmten Szekszard im Komitat Tolna. Die Universitat Pécs
feiert in diesem Jahr ihre 650-jahrige Griindung. Sie entstand in einer
aufregenden Periode, als in Wien, Prag, Krakau Universitaten gegriindet
wurden. Wir sind stolz auf unsere Universitat, auf die gemeinsame Ver-
mittlung von klassischen und modernen Werten.

Unsere Fakultit zahlt 40 Jahre. Unsere Jugendhaftigkeit und Offen-
heit erscheinen in einem breiten internationalen Beziehungssystem, das
durch die Zusammenarbeit in der Ausbildung und Forschung mit fast 30
Universitdten und Hochschulen dargestellt wird. Dies erscheint in den
Studien aus den Federn von ausldndischen Kollegen aus Leipzig, Opole,
Frankfurt, Baden und Wisconsin. Sowohl tiber sie, als auch tiber die un-
garischen AutorInnen gibt es Informationen am Ende der jeweiligen Stu-
dien.

Unser Band ist ein Spiegel fiir uns und zeigt ein Bild iiber unsere
Forschungsbereiche und Ergebnisse. Wir hoffen aber auch darauf, dass
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auch diejenige die diese Studien auf Englisch oder Deutsch irgendwo in
der grofien, weiten Welt lesen, unsere Werte, Vergangenheit-
Gegenwart-Zukunft in diesem Spiegel sehen kdnnen.

Prof. Dr. Béla Horvath
Dekan
Hauptredakteur
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Chapter 1. / Kapitel 1.

Psychologial and Communication dimensions /

Psychologische und kommunikative Dimensionen






HOW DOES HUNGARIAN MEDIA TREAT THE ELDERLY?
NEGATIVE EFFECTS OF AGEISM-BASED DEVALUATION
AND HOW PSYCHOLOGY COULD HELP THOSE DISCRIMINATED

Andreas Hejj

Abstract

The present paper investigates the treatment Hungarian media give to
senior citizens. The findings show a strong devaluation: Older adults, a
sizable proportion of Hungarian society, are of little interest to adver-
tisers. If at all, they are mostly shown as sick, feeble members of society.
It is the aim of the present study to investigate the effects of these dis-
criminatory expectations, the dangers of a self-fulfilling prophecy and
of learned helplessness, and to offer positive interventions that can fa-
cilitate an adequate inclusion of our senior citizens.

“In our encounters, age is usually
one of the first characteristics we
notice about other people”

(H. Prickler, 2016, 90).

1) Introduction: Seniors in Hungarian society

According to a wide-spread anecdote (Die Zeit, 2004) the Rector of
the University of Kénigsberg greeted Immanuel Kant on his birthday ad-
dressing him ,Honorabilis Senex” (honourable old man). Supposedly it
was Kant’s 50t birthday. This gives rise to the question whether old age
is really as absolute as many think.

The Declaration of Independence, the Constitution of the United
States of America states: “All men are created equal” (Declaration of In-
dependence, 1776). For the moment let us assume without further de-
bate that this statement could theoretically include women as well. Our
present attention is dedicated to the fact, whether senior citizens in our
Visegrad-group countries receive equal attention in the media, both in
quantity and quality. Besides diagnosing the treatment of the elderly in
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Hungarian social media, the objective of this study is to analyse the psy-
chological mechanisms that can help contribute towards a better moti-
vation of, and an adequate inclusion of our senior citizens.

According to the latest (2016) official data of the Hungarian Central
Office of Statistics, seniors constitute a sizeable portion of Hungarian so-
ciety: 2,14 million are over 60, and 1,1 million even over 70 (KSH, 2017).

In addition to older adults’ social weight, there is also a rapid increase
in life expectancy of Hungarians from 69 years in 1993 to 76 years in
2015 (Worldbank, 2017).

In light of this development it is not irrelevant how media, mediating
thinking in a society, treat the elderly. Do media suggest that older peo-
ple have become superfluous elements of society, significantly weaker
than the young, both physically and intellectually, or do they attempt to
show virtues of old age to inspire seniors not to give up contact to the
productive world and thus retain their independence? The more so since
TV consumption of old-age Hungarians is quite extreme (Héjj, 1999) -
TV is not only the prime source of news to them, it is by and large their
only means of entertainment, if we take into account that an average
Hungarian pensioner must survive on around 350 EUR, and only 5% get
more than 600 EUR per month (Pension_Statistics, 2017).

2.1 Description of the problem: Seniors in the media

The genre most frequent on TV is advertisements. Hence the im-
portance to investigate the image of the elderly suggested by our TV
commercials. Are senior citizens considered a target-group? Do the ads
present old age as a respectable, valuable life-period focusing on a self-
led life and passing on accumulated experience? Or are seniors treated
as ,unwanted” members of society, a hindrance to development or eve-
ryday life? Are they actually so irrelevant that seniors are practically not
even present in advertisements? Figure 1, based on Diagram 2 of
Jaszberényi (2008) shows only 62 occurrences of seniors (17,7%) in 350
examined Hungarian TV-advertisements. About as few as all the animals
appearing in the same 350 ads. These findings are by no means singular:
Csizmadia (2012) documents an even more alarming image: Seniors are
represented in only 19 out of the 180 ads he content-analysed (=10,6%).
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Figure 1: Occurrences of seniors in 350 TV-ads
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Source: Author based on Diagr. 2 of Jdszberényi, 2008.

But if we take the quality of the occurrences of seniors in the TV-ads
into consideration, the results are even more shocking. Only 7 out of the
350 ads shows the elderly in a positive role as “good advisor”, “helper”
or “narrator”. The rest shows seniors as an irrelevant background per-
son, Santa Claus, a bad advisor, sick, or the object of a joke.

Figure 2: Contexts of the 62 occurrences of seniors in 350 TV-ads.
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Source: Author based on Diagr. 3 of Jdszberényi, 2008.
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To illustrate how advertisements show the aged, let us examine three
typical short spots that can be viewed on the internet under the given
reference.

The first one is an ad of the Hungarian Railway to propagate pre-
booking (MAV, 2010). The spectator sees an old couple heavily panting
and clumsily dragging suitcases to catch a train already leaving. The old
lady scolds her husband: “Haven’t I told you to pre-book?”

Ad Nr. 2 shows an old grandmother with thick glasses who mistakes
a Lenovo laptop for a backing pan (Grannyproof, 2009). She cuts onions
and tomatoes, pounds meat, kneads pie on it, then she even puts the pie
in the oven and turns on the heat. Afterwards she rinses the supposed
baking pan in the dish-washer. And then she serves the treat for her
grandson on the laptop. As he sees, what the “tray” really is, he throws
away the pie and turns his laptop on in frenzy... and of course it works ...
itis grannyproof.

Ad Nr. 3 demonstrates the anti-aging power of Caucasian yoghurt
(Milli, 2010). We see two old village ladies having a chat over their yo-
ghurt. An old farmer approaches riding his bicycle. One of the yoghurt-
drunken old ladies whistles after the old man. He turns around and
crashes into the fence. Obviously, he should have had some yoghurt too.

These are but three examples how advertisements make fun of the
feebleness of the elderly suggesting that they are not full-fledged mem-
bers of society. A striking linguistic parallel of this phenomenon was
demonstrated by H. Prickler (2016) in the discriminating way senior cit-
izens are addressed in comparison to active-age adults (“wrinkly”, “has-
been”, “old bag”, “old fart” to name a few of her examples).

2.2 Interpretation: Prejudice, self-fulfilling prophecy and learned
helplessness

Senior citizens in Hungarian society are confronted with the follow-
ing - and similar - wide-spread stereotypes on a daily basis:

o The feebleness of old age is unavoidable

e Being old means you are lonely, ill and no one gives a damn about
you

e  With time everyone will become dement

e You are far too old for this / In your age one should not...
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The problem with these “programing instructions” for the elderly is
a mechanism well researched in social psychology, called self-fulfilling
prophecy. Watzlawick (1984) demonstrates this mechanism based on his
famous hammer-example.

This Austrian born communication expert worked the better part of
his life in the United States, where people are “hired and fired” far more
often than in our part of Central Europe. So they have to move from one
city to the other every few years. Watzlawick’s hero just arrives in his
new house with 135 crates of his belongings around him. He would like
to feel a bit more at home, so he would like to hang his paintings on the
uncomfortably bare walls. The paintings are here OK, but he has no idea
in which banana-box his hammer could be. So he thinks to himself: No
problem, I'll walk across to my neighbour and borrow his hammer. As he
starts walking disturbing thoughts cross his head. What if my neighbour
will not lend me his hammer? How unpleasant it would be, if my neighbour
refused me on our first encounter! How dare he not lend me his hammer?
The longer he thinks the more he convinces himself of the supposedly
antisocial behaviour of his new neighbour whom he has never met in re-
ality. Why will he not lend me his hammer? What a greedy idiot! By this
time, Watzlawick’s hero arrives at his neighbour’s doorstep, rings the
bell, the man opens the door and our hero goes: Keep you bloody hammer!

The point is that negative expectations subconsciously govern both
our own behaviour towards the other and their behaviour towards us.
We significantly limit the freedom of our senior citizens to prove the
above expectations wrong, just as the neighbour in Watzlawick’s exam-
ple has no chance to prove that he is in no way greedy: Few would have
the angel-like kindness to say: “But dear neighbour, allow me to offer you
my hammer on a silver plate” after the new neighbour’s described open-
ing.

Another severe challenge to seniors’ motivation is learned helpless-
ness. Seligman (1975) uses this term to describe the long-lasting effects
of an experience in which the protagonist could not avoid a very unpleas-
ant, or could not reach a very sought after consequence. In order to fully
understand what really happens, let us look at his basic experiment.

The study consists of a preliminary and a main experiment. In the
preliminary part, pairs of dogs are put into a metal cage each. Both dogs
learn quickly that a signal light going on will be followed by a painful
electric shock. However, there is a pedal in the cage of dog Alpha, the
boss, which, when pressed after the bulb goes on, prevents the shock. So
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these dogs learn quickly that they can easily prevent the unpleasant con-
sequences by watching the bulb and pressing the pedal. Dog Beta, the
employee, has no pedal in his cage. There is nothing dogs Beta can do to
prevent the shocks. It is important to note that no Beta dog is shocked
any longer than his “boss”. As soon as the boss presses the pedal, the cur-
rent is cut for both boss and employee. Though dog Beta receives no
more shock than his corresponding dog Alpha, Beta learns, that there is
nothing he can do to alleviate his situation.

At this point the dogs enter the main experiment. Here, they are indi-
vidually put into a new metal cage with no pedal but a barrier dividing
the cage into two halves, A and B (see figure 3).

Let us first look at the behaviour of the “bosses” of the preliminary
experiment. These dogs see the light signal and know what is coming. So
they naturally look for the pedal they have become familiar with. But
even though there is no pedal, these dogs have learnt to become confi-
dent that there must be some solution. So they quickly learn: This time it
is jumping over the barrier. The dogs are standing next to the barrier. As
soon as the light goes on, they leap across to the other side and can se-
curely prevent getting shocked.

Now, by contrast, let us look at the former Beta dogs, who had learnt
that there was nothing they could do. Although in the present situation
escaping the shocks would be readily available, the dogs do not realize
this (cognitive deficit). They do not even try to look for a solution but lay
down on the metal floor under current (motivational deficit). They ac-
cept their sad fate and weep softly (emotional deficit). The singular event
of the preliminary experiment caused this lasting threefold deficit in the
Beta dogs.

When Seligman tried to show the deficient dogs that the situation was
no longer insuperable, i.e. he pulled them toward the safe side, the dogs
even exerted resistance against the helping hand. Just like depressed pa-
tients who actively refuse and fight help offered to them. It took up to
250 repetitions for the dogs with learned helplessness to eventually act
like the “normal” dogs. The good news is: All learned helpless dogs could
be cured. But it took a lot of effort and scores and scores of repetitions
until they unlearned their acquired deficits.
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Figure 3: Learned helplessness experiment with dogs
as conducted by Seligman, 1975

Source: Internet free-stock.

Richter’s (1957) ethically debatable rat-experiment showed even
clearer physical consequences of what Seligman later termed learned
helplessness. Richter inserted rats in basins of water from where they
could not escape. A rat is a good swimmer, so they swam for up to 60
hours before they sank. When the autopsy examined their hearts, those
were empty, all the blood had been pumped: The rats died of exertion.
However if you get hold of a well-rested rat after only a few minutes of
swimming, that rat will not enjoy being in the hands of his human captor.
He will try and escape. However, when the rat sees he cannot escape
your grip, he will stop kicking and will surrender to his fate. If you then
insert the rat in the same basin, he will sink and drown within a few
minutes. In this case the autopsy of the heart shows a completely differ-
ent image: It is full of blood. The rat would have had the power to swim
on for 60 hours, but he gave up in resignation. If you rescue this kind of
arat just as he starts to sink, i.e. you take him out of the water (give him
new hope) and then reinsert him, he can indeed swim just as long as his
normal siblings. So positive expectation (belief) can lead to survival just
as learned helplessness can lead to death.
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One might argue that having to swim for survival is a very unfavour-
able condition by itself. So let us see if we find evidence that even being
provided all amenities can lead to death of resignation. Tigers do not
grow in Europe or North America where they are welcome in zoos and
circuses. This means they have to be transported from their Asian habi-
tat. We can be sure that the transporters will do their very best to feed
their precious freight and provide optimal temperature, space and fresh
air for the simple reason that dead tigers don’t sell so well. Yet every sec-
ond tiger will not survive the transport (PETA, 2017). True, these tigers
would not have to hunger. But they are used to eat after a successful
hunt. During transport they cannot experience their own effectivity. This
draws attention to the importance of experiencing one’s active contribu-
tion towards achieving a goal.

Figure 4: Tigers in intercontinental transport

" 7 T f2aT 5

Source: Internet free-stock.

The above finding is especially important for senior citizens. Many
consider them lucky if they get into a good home for the old-aged where
they get proper attention, food and their physical and medical needs are
well taken care of. Langer and Rodin (1976) demonstrated however, that
more was necessary. When an old-aged home was opened they ran-
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domly allocated similar age and sex inhabitants either to the experi-
mental, or to the control floor. The rooms were identical. Inhabitants of
the experimental floor could actively effect their lives in three ways.
They could purchase room plants of their choice for a small amount of
money. Exactly the same plants were bought for the parallel room on the
control floor, the difference being, that those inhabitants were not asked
what plants they liked. Senior citizens in the experimental floor could
choose dinner out of three menus. Their choice also went to their parallel
control fellows, without asking. And the experimental floor could agree
which movie (out of three) they wanted to see on films’ night. The same
picture was shown to the control floor without asking them.

Only after one year of this different treatment, inhabitants of the ex-
perimental floor showed far better medical results, felt better (question-
naire) and none of them died. The control floor inhabitants were not
quite so lucky, some died, most were in a weaker shape and did not feel
as good as those who could actively influence their lives.

Figure 5: Old-aged home

The findings of Langer and Rodin (1976). Source: Internet free-stock.

The above examples illustrate how vital it is to avoid learned help-
lessness in the aged and to motivate them to as much activity as they can
physically cope with.
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2.3 Discussion: Preserving the health of body, soul and spirit

Who is old, whom we declare old, and how an old person lives, is only
partially determined by biological processes. When am I old? In a disco I
might be considered very old if | am over 20. In the IT industry this limit
may be around 30. But a novelist is not seen as old even if he happens to
be over 70. This shows that old age is to a large extent a social concept,
and as such, it can be changed.

Ellen Langer (1981, 2009) demonstrated this in a very suggestive ex-
periment. Two bus-loads of 70-80 year olds were taken to an old abbey
in New Hampshire, to “the year 1959” for one week. They were asked to
identify with that date. Objects surrounding them were from the middle
of the 20th century: They found Life Magazine and Saturday Evening
Post of the 50’s, a black-and-white TV set, an old radio with a cathode-
ray tube ,magic eye”. Discussions centred on the topics of the age, like
launching the first US satellite, Castro seizing power in Havana,
Khrushchev’s behaviour, the necessity of nuclear shelters, etc. Physical,
medical and 1Q tests were conducted before and after the experiment.

Participants became stronger and more flexible. They became taller,
more mobile, they heard and saw better. Even their IQ increased. Their
joints became more flexible, their shoulders broader, their fingers be-
came more motile and longer (arthrosis decreased). Participants pre-
tended to become as young as in 1959, but their bodies really became
younger.

Faith can move mountains. But is anti-aging just a matter of faith?
This seemingly new trend has emerged in the last few decades (Wikipe-
dia_Life_extension, Héjj, 2010, 2017). Senior citizens certainly deserve a
science dedicated to adding years to their life as well as adding life to their
years. A detailed description of substitution therapy both for men and
women of age in order to balance their confused hormonal harmony
would go beyond the scope of this paper. But even the most basic anti-
aging approaches emphasize the importance of physical activity, a light
and nourishing nutrition and an active lifestyle including social contacts.
Active participation in the life of the society a senior citizen lives in will
allow him or her to experience respect and acknowledgement. One of the
sources of adequate self-respect for senior citizens is their transcenden-
tal balance: Whatever their religion is, to know that they have done their
best, and are willing to forgive both themselves and those who tres-
passed against them. As Seneca (0058) put it: ,Happy is not the one con-
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sidered so by others, but he, who lives in harmony” (Seneca, 0058), re-
ferring to harmony between actively leading one’s life and an accepting
attitude.

A representative long-term study of the VW-Foundation (Lessenich,
2011) with old-age citizens proves that life satisfaction hardly depends
on financial status - less than 10% of the variability of life satisfaction
can be [statistically] explained by financial status. Far more important
are if the person lived in a partner relationship, if they had a caring fam-
ily, what their health was like, and - most important - if they are engaged
in a creative activity.

Under 2.2 we demonstrated how fatally important it was to avoid
learned helplessness and to immunize against it. The best way to achieve
this is via encouraging a demanding activity, obviously depending on the
available capabilities of the individual senior citizen. An activity, where
the person must fully exert his/her abilities leads to flow (Csikszent-
mihalyi, 1990), as characterized in Figure 6. Although the name chosen
by Csikszentmihalyi carries meaning at all three levels of the body-soul-
spirit trinity, suffice it to say that the substance in flow at the bodily level
triggered by the described activities is endorphin. This self-produced
“healthy drug” substantially increases concentration, motivation and the
immune powers, all of this accompanied by a very rewarding feeling.

Figure 6: The key characteristics of Csikszentmihdlyi’s (1990) Flow

Flow - The rapture of undertaking challenge

5. My sense of
time seizes

1. I must fully exert my
capabilities

4. ] enjoy my
success

2. My full
attention is
focused at my

action

3. I perform with devotion
- No disturbing thoughts, life worries are blended out

Source: Author’s construction based on Csikszentmihdlyi (1990).
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3. Conclusion: What is the secret of a happy old age?

Many 80 year olds are mentally younger than 50 year olds. Let us con-
sider but five well-known examples of “best practice”.

e Johann Sebastian Bach (1685-1750) created his most important
work, The art of fugue, in the very last years of his life (Wikipe-
dia_Bach).

e Giuseppe Verdi (1813-1901) composed his most renowned
opera, Falstaff, at 80 (Wikipedia_Verdi).

e Inventor Benjamin Franklin (1706-1790) was well into his pen-
sioners’ years when he invented the bifocal lens (Wikipe-
dia_Franklin).

e The famous biologist, Ernst Mayr (1904-2005) published his
most significant work, What evolution is, at the age of 97 (Wik-
ipedia_Mayr).

e Nobel laureate chemist Linnus Pauling (1901-1994) published
double the amount of scientific works between ages 70 to 90
than in the previous 20 years (Wikipedia_Pauling).

Mental fitness is certainly a key requisite to a happy old age. One is
far better off with regular mental training than resting one’s mental ca-
pacities. Keeping mentally fit requires learning new things. So lifelong
learning is not just a political slogan, it can help maintain a full-fledged
membership in our demanding society.

Two major supporters of mental fitness are physical activity and sex-
uality.

Physical activity increases brain oxygen levels by 30%, new blood
vessels form in the cortex, the cerebellum and the hippocampus. The for-
mation of new neurons and synapses is stimulated by a series of hormo-
nal growth factors, like the Brain-Derived Neurotrophic Factor (Wikipe-
dia_BNDF).

During intimacy and orgasm oxytocin is released that strengthens the
heart and stimulates circulation. It also provides biochemical protection
against depression.

Prolactin, which is released after orgasm, positively affects stem-cell
growth in the brain.
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Physical and sexual activity are of central importance for healthy age-
ing!

But even more important than orgasm-centred sexuality for the old
aged are body contact, tenderness and hugs that also release oxytocin
with the above described beneficial effects, both for a healthy and happy
old age. Hence the present author’s wish to ask his favourite poet, Attila
Jozsef, to conclude this study.

Figure 7: Attila J6zsef’s 1928 poem Lay now your hand
translated by K. Ullmann.

Attila JOZSEF:

Lay now your hand
Lay now your hand
on my forehead,

as ifyour hand
my hand would be.

Be my guard like
one who could kill,
as if my life

rour life would be.

-

E <
Love meas if

it was so sweet,
as if my-heart
your heart would be.

It's all about love...

Layout: Author. Background photo: Internet free-stock.
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SCRUTINIZATION OF GENDERLECTS FROM A MALE PERSPECTIVE

Maria Bajner

Abstract

Language, as the most influential vehicle of communication, tells us
much about norms, power, and relationships of a culture. Whether it is
spoken or written, language is the representation of the culture
through which all participants define themselves and each other. Not
only do we use language, this highly structured linguistic system of
communication, to exchange opinions about everything we perceive,
we also form our thoughts and structure our perceptions through lan-
guage. Although most studies - that scrutinize both the language and
its users - point out the anti female attitude voiced in the English lan-
guage the opposite position, voices from the anti male perspective have
been subdued. This paper attempts to examine how language affects
cognitions about men not only women: how we think of ourselves, how
we view each other and how this difference in language makes the one-
sided, biased analysis more than questionable.

Introduction

Despite numerous studies on sex bias in the English language during
the past twenty years, only rarely has anti-male bias been examined. In
part, this neglect occurs, because many of these studies have been based
upon the assumption that Anglophone cultures are prejudicial against
women, not men. As a result, unfair discrimination in the general lan-
guage, as spoken by both sexes, is restricted to terms relating to women.
Social positions of men and women are reflected in language while gen-
der roles and language are shaped by society- that is, by both men and
women, thus, anti-male bias in language is as possible as anti-female
bias. The paper will propose a different, a pro-male critical stand in the
gender bias debate focusing on the negative attitudes towards male
manifested and perpetuated through words. The selection of examples
is far from being complete, and some of the controversies the topic raises
have not been resolved. If they have, the purpose of my work would be
questionable.
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The Dominant Position

What most studies imply is that it is men who control language and
that they use it to define women and women'’s roles as inferiorl. Mary
Daly writes in Gyn/Ecology that men have assumed the power to change
the language to fit their own purposes?2. The norm of male dominance in
society quoting Sara Shute, the author of “Sexist Language and Sexism”,
is “at the root of a male dominated and sexist language”. She defines sex-
ist language as “terms which limit the activities on one sex over an-
other.”3 Accordingly, English is a sexist language because it transmits in-
equality between the sexes, namely, excludes and oppresses females.
This argument carries two misconceptions. Firstly, language is not, by
itself and in isolation, sexist; words are arbitrary and have different
meanings depending on the context of interaction. Secondly, it is not only
women who can be restricted or dehumanized in the English language,
sexist use of language can refer to men as much as it can to women.

The nature of the relationship between language and society has
been a subject of longstanding debate: some gender theorists insist that
language simply reflects the society and culture of its speakers, a view
that sees language as symptoms; while others see the relationship as be-
ing the other way around: i.e,, language as determines, shapes, or at least
influences society and our perception of the world- a view that sees lan-
guage-as-cause. The language-as-symptom position sees language as a
passive reflector of gender divisions operative in society, while the lan-
guage-as-cause position credits language with a more active role in the
debate of gender, language, and the extra-linguistic world. Most feminist
scholars represent the language-as-cause viewpoint in the debate, imply-
ing that language is being able to remedy gender-related inequalities. On
the other hand, language can reveal as much social injustice against
women as men, thus it reflects both the anti-female and anti-male atti-
tudes of its users.

1 Coates 1986, Spender 1980, Lakoff 1990
2 Gyn/Ecology (1978) p. 26
3 In: Sexist Language (1990) p. 84
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Gender roles and stereotypes

In modern English, three types if anti-male usage are evident: first,
gender-exclusive language, which omits males from certain kinds of con-
sideration; second, gender-restrictive language, which attempts to re-
strict males to an accepted gender role, and third, negative male stereo-
types exposed in linguistic constructions. To begin with, the origin of the
terms male/female, woman/man should be clarified. Feminine words are
often said to be formed from masculine words e.g. governor/governess,
star/starlet. Even the word female is regarded as a derivative form of
male, but, in fact, it is not the case. Female is derived from the Old French
femelle (diminuitive for woman) which comes from the Latin femina
(woman). It has no etymological connection to the word male, which
comes from the Latin mas, maris (man). Becase the two words resemble
each other in pronunciation, English speakers tend to assume they are
related and that female is a derivation of the word male. The history of
the word woman is similar. Woman is derived from the Old English
wifman, wif meaning female and man meaning human being. The original
meaning of man was human being, and it was appropriated hundreds of
years ago by males to refer to themselves.

Although gender-exclusive language which excludes females has of-
ten been studied, little attention has been give to usage which excludes
males. Those scholars who have protested alumnus and alumni as gen-
der-exclusive terms to describe a university’s male and female graduates
have failed to notice that, by the same logic, alma mater is an equally gen-
der-exclusive term to describe the university itself. Those who have
pointed out man, prehistorical man as generic terms have not begun to
question mammal as a term of biological classification, but by categoriz-
ing animals according to the females’ special feeding ability through her
mammary glands, mammal omits the male of the species. Consequently,
itis as suspect as the generic man. Julia P. Stanley in "Gender Marking in
English” argues that when writers use the words mankind or forefathers,
they are not using them as generic nouns and are, in fact, excluding
women* If it cannot be claimed in the same analogy that mother country,
mother tongue - implying the nurturer role - assigned to females - is it
associated with women more than men ? If the adjective man-made sug-
gests that it is men who produce goods, does mother wit hint that com-
mon sense originates from mothers?

4In: Nilsen (1977). p. 98
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Frequently, children are regarded as belonging solely to the mother,
as in phrases like women and their children. The idea of the mother as
primary parent can be glimpsed in such expressions as single mother,
mother of invention, and mothering as a synonym for parenting.

The male as victim is ignored in such familiar expressions as innocent
women and children. Likewise, rape victim means females only, ignoring
the sexual assaults regularly inflicted on males in prison. (That these
males have been victimized mostly by other males does not disqualify
them as victims of sexual violence, as some peopled assume.) Similarly,
the term wife and child abuse, or battered women conceal the existence
of an estimated 282,000 husbands who are battered annually>.

Unlike gender-exclusive language, gender-restrictive language is
usually applied to males only, often to keep them within the confines of
a socially prescribed gender role. When considering gender-restrictive
language, it seems that - as E. Hartley has pointed out - the masculine
gender role is enforced earlier and more harshly than the feminine role
is.6 In addition, because the boy is often raised primarily by females in
the virtual absence of close adult males, his grasp of what is required of
him to be a "man” is often unsure.

Margaret Mead gives a vivid picture of the training process: "He is
trained by women to be a male... He is to be a boy by doing the things
Mother says, but doing them in a manly way. After all, boys grow
by...obeying Mother’s admonitions-but also they must be manly, they
must stand up for themselves.”” Likewise, prescriptions for male behav-
ior are usually given in the negative, leading to the "Real Man Don't” syn-
drome, a process which further confuses boys. A boy quickly learns that
while it is usually acceptable for girls to be tomboys, he must keep in
mind that under no circumstance can he be a sissy. Discussions of words
like sissy as insults have often been one-sided; most commentators argue
that the female, not the male, is being insulted by such usage. "The im-
plicit sexism” in such a term, writes Nilsen, "disparages the woman, not
the man”8 In Anglophone cultures, terms like sissy and weak sister, which
have been used by both females and males, are usually perceived not as

5 Figures are taken from The Boston Women'’s Health Book Collective

6 “Sex Roles Pressures and the Socialization of the Male Child” In: The Forty Nine
Percent Majority: The Male Sex Role (ed). D.S: David (1976). p. 235

7 In: The Dolphin Reader (ed). Douglas Hunt. (1986). p. 257

8 In: Nilsen (1977) p. 87
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insults to females but as ridicule of males who have allegedly failed to
differentiate themselves from the feminine.

Lacking a favorable or even neutral term to describe the boy who is
quiet, gentle, and emotional, the English language has long had a rich vo-
cabulary to insult and ridicule such boys: mama’s boy, mollycoddle, milk-
sop, muff, twit, softly, creampuff, pantywaist, weenie, Miss Nancy, and so
on.

Following our boy further into the life cycle, we discover that in
school he will find himself in the company of girls of his age, who are both
biologically and socially more mature than he is, at least until around age
eighteen. Until then he is castigated by devastating terms reserved al-
most entirely for males. "For all practical purposes,” John Gordon re-
marks, "the word ‘turkey’(or whatever the equivalent is now) can be
translated as ‘a boy spurned by influential girls’”?. The equivalents of tur-
key are many: jerk, nerd, clod, schmuck, dummy, goon, dork, square, jack-
ass, meathead, goofball, drip, and many others including many obscene
terms.

As the boy grows, he faces threats and taunts if he does not take risks
or endure pain to prove his manhood. Coward, for example, is a word
applied mostly to males, as are its variants e.g. chicken, chickenshit, yel-
low, yellow-bellied, squirrelly, fridy, cat, gutless wonder, weakling, butter-
fly, jellyfish and so on.

As a grown-up male, our man can be exposed to language which
questions his sense of masculinity, which itself is denounced as "macho”.
Chief among other expressions that question masculinity is a lengthy list
of homophobic terms such as queer, pansy, fag, faggot, queen, queeny,
pervert, bugger, fairy, tinkerbell, puss, priss, flamer, feller, sweet, precious,
fruit, sodomite, and many others, most of them obscene. For some people,
gay is still an all-purpose word of ridicule and condemnation. Once again,
although homosexuals are being insulted in these terms, the primary tar-
get is more often the heterosexual male who fails or refuses to live up to
someone else’s idea of masculinity. In "Homophobia Among Men” Greg-

9In: E.R. August. “Modern Men,' or, Men's Studies in the 80s” College English 44.6
(1982) p. 586
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ory Lehne explains, "Homophobia is used as a technique of social con-
trol... To enforce the norms of male sex-role behavior... Homosexuality
is not the real threat, the real threat is change in the male sex-role.”10

Nowhere is this threat more apparent than in military training. And
in this enclosed world of "fraternity” men are rated by their bravery.
Tom Wolf calls it "the right stuff'... which "seems to be nothing less than
manhood itself...Manliness, manhood, manly courage...To talk about it in
so many words was forbidden, of course. The very words death, danger,
bravery, fear were not to be uttered except in the occasional specific in-
stance or for ironic effect.”11 Should they resist "military missions”, they
may be called drafts, dodgers, traitors, shirkers, slackers etc.

When a young man marries, he will be expected by social custom to
support his family. Should he not succeed as breadwinner or should he
relax in his efforts, the language offers numerous terms to criticise him:
loser, freeloader, leech, parasite, goldbrick, sponge, never-do-well, good-
for nothing, mooch, and so on. If women have been regarded as sex ob-
jects, men have been regarded as success objects, that is, judged by their
ability to provide a standard of living. The titles of How to Marry a
...(Winner, High-Flyer, Successful Man etc.) resource books suggest that
the implied audience is women.

In sexual matters men are usually be expected to take the initiative
and to perform. If he does not, he will be labeled impotent. This word,
writes Goldberg, "is clearly sexist because it implies a standard of ac-
ceptable masculine sexual performance that makes a man abnormal if he
can’tlive up to it.12” Metaphorically, impotent can be used to demean any
male whose efforts in any area are deemed unacceptable. It is an im-
provement though that Viagra, the new miracle drug is described in
Newsweek as "treatment for sexual dysfunction”, or a drug for those men
who suffer from "erectile dysfunction’, the politically correct physician’s
term for old-fashioned impotence.”13

The final form of anti-male bias to be discussed is negative stereotyp-
ing. Sometimes this stereotyping is indirectly embedded in the language,

10 In: Lehne, G. Language, Gender, and Society.(1983) p. 105

11 In: The Dolphin Reader (1986) (Ed). Douglas Hunt p. 239, 242, 246

12 H. Goldberg The Hazards of Being Male: Surviving the Myth of Masculine
Privilege. (1977) p. 248

13 Newsweek, December 21, 1998, 44. McLaren, Angus. “Impotence: A Cultural
History” p. 17
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sometimes it resides in people’s assumptions about rules and shapes
their response to seemingly neutral words, and sometimes it is overtly
created for political reasons. It is one thing to say that some aspects of
the traditional masculine gender role are limiting and hurtful; it is quite
another to gratuitously suspect males in general of being criminal and
evil or to denounce them in wholesale fashion as oppressors, or rapists.

In English, crime and evil are usually attributed to the male. Murderer,
swindler, crook, criminal, burglar, thief, gangster, mobster, hitman, killer,
mugger, and terrorist suggest males rather than females. The hint for
male law-breakers is extended to the term suspect, presumed to be a he.
In some cases, this presumption of male guilt extends to crimes in which
males are not the principal offenders. The term wife and child abuse
noted earlier not only ignores battered husbands but suggests that males
alone abuse children. Similarly, it is widely assumed that rape and sexual
harassment are crimes committed by males in which females are victims.
By and large the word rape-as mentioned earlier- is often used as a brush
to tar all males. Making the point explicit, Marilyn French states, "All men
are rapists and that’s all they are”14, which is anything but fair judgement
on gender roles.

Besides crimes vices of all sorts have been attributed to males. Terms
like boozer, boozehound, drunkard, drunk, barfly, tippler, bum, etc. seem
to be coded primarily male. Likewise, quoting August: "someone may be
drunk as a lord, but never drunk as a lady”15 Sex bias or sexism itself is
widely held to be a male-only fault. When sexism is defined as "contempt
for women”- as if there were no such thing as contempt for men - the
definition of sexism is itself sexist.

To say, however, that it is women alone who are to blame for anti-
male language use would be as erroneous as to blame men exclusively
for creating anti-female language. If guilt must be assigned, it would have
to be placed upon both males and females, who use language to manipu-
late gender role behavior and create negative social attitudes towards
either sex.

14 French (1978) p.168
15 In: College English 44.6 (1982) p. 586
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Conclusion

Voices of debates over gender and language issues can be heard from
inside and outside of the academic word. Feminists create their own
web-sites on the Internet and invite others to hop on the cyberspace
male-bashing bandwagon. The Men’s Defence Association’s homepage is
also provocative: "Everyone knows the support women receive, but
men? Nothing. The term "men’s rights”, reeks of political incorrectness.”
The tendency to prove that English usage is prejudicial against women
has climaxed in recent times with the popularity of introducing such
terms as "women'’s language”, or "sexist linguistic practices”, which in-
evitably lead to the fashionable catch-phrase: "sexually correct”. Discus-
sion of feminist concern with language in the popular press has tended
to focus on (and ridicule) the apparently tokenistic and cosmetic efforts
of the "politically correct”. The Linda Tripp/Monica Lewinsky tapes pro-
vide advocates of male pride with an exclusive material on women'’s
speech about men. The outcome of different surveys and studies will also
involve ideology and politics. It is the point when our shared responsi-
bility arises. By carefully considering the relationship between individ-
ual intention and social convention, we can raise our awareness of how
abstract notions such as "sexism” are embodied in our daily lives, and
make more considerate decisions about the symptoms of gender bigotry
transmitted by the English language.
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COMPLEX DEVELOPMENT OPPORTUNITIES
OF INFORMATION LITERACY IN HUNGARY

Doéra Egervari

Abstract

In Hungary, the digital pillars of information society have not been
given serious consideration as a complex entity, the structured founda-
tion and development of information literacy have not been achieved.
A complex set of competencies necessary to navigate in the information
society has to be developed at three levels: basic education (primary
and secondary schools), higher education and adult education. The
components of information literacy are to be compared with the re-
quirements of the national curriculum, and assigned to the appropriate
levels of education. The core elements at each level are selected. In this
way a systematic approach for teaching information literacy can be ap-
plied from the elementary school to adult education. The aim of the pa-
per is to outline a methodology of creating a curriculum framework for
the consecutive development of information literacy skills and compe-
tencies at all levels of education.

Precursors of the research topic, topic selection

Be a citizen of the information society!! - says the cover of professor
Gyorgy Sebestyén’s 2002 book. This exhortation has not lost its rele-
vance even though it was published over a decade ago, particularly as
this advice formulated at the beginning of the millenium involves the
notion that it is not all that simple to become a citizen of the information
society. Since the mid-20th century, technology, economics and culture
and their effect on each other have been rapdily changing. Thus, people
need to continuously adapt to constantly changing environments, equ-
ipment, conditions and opportunities. The question is how to do this -
how to face constant challenges, and what skills, abilities and competen-
cies are needed to be able to get on in the information society and digital

1 Sebestyén, Gyorgy: Légy az informaciés tarsadalom polgara! Budapest, ELTE
E6tvos Kiado, 2002.
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world. In the international literature, Manuel Castells’s Information Age?
trilogy was the first work to emphasize the human factor3 while describ-
ing the digital foundations of the information society. Castell points out
that the three pillars - technology, content and knowledge - are developed
in a compley, collective and synchronized way. This paper discusses one
of these components, knowledge, which has not received enough atten-
tion, while keeping in mind that the three pillars form a complex network
of interdependencies, as it would be a serious oversight to ignore the
other components and the complexity of the phenomenon.

As with other basic skills, the new 21st century competencies, such as
information literacy, need to be established and constantly developed.
The establishment and development of these skills, abilities and compe-
tencies is a task for public and higher education, as well as for public re-
pository institutions, while other entities participating in individual
learning and socializing processes also play a role. The necessity of the
institutional development of new competencies was recognized early on
in the United States and in Western Europe, along with the appearance
of the individual competency elements. However, Hungary has been
struggling with the fact that it is lagging seriously behind in this field.
While teachers, educators, trainers, and tutors at different levels of edu-
cation often fail to attend to the establishment and development of new
skills including information literacy, a key competency in the 215t cen-
tury, youngsters in many cases acquire the elements of these skills in an
autodidactic way. Thus, the new competencies and their elements are
not organized into a coherent unit; on the contrary, they are extremely
haphazard and unstructured, and therefore lack the sequence of succes-
sion; they do not improve and they do not support each other. These neg-

2 Castells, Manuel: The Rise of the Network Society, The Information Age:
Economy, Society and Culture Vol. I. Cambridge, Blackwell, 1996.

Castells, Manuel: The Power of Identity, The Information Age: Economy, Society
and Culture Vol. II. Cambridge, Blackwell, 1997.

Castells, Manuel: End of Millennium, The Information Age: Economy, Society and
Culture Vol. III. Cambridge, Blackwell, 1998.

3 Castells, Manuel: Az informaci6 kora: gazdasag, tarsadalom és kultura I. kétet.
A halézati tarsadalom kialakulasa. Budapest, Gondolat-Infénia, 2005.

Castells, Manuel: Az informécié kora: gazdasdg, tarsadalom és kultira II. kétet.
Az identitas hatalma. Budapest, Gondolat-Infénia, 2006.

Castells, Manuel: Az informéacié kora: gazdasag, tarsadalom és kultdra III. kétet.
Az évezred vége. Budapest, Gondolat-Infénia, 2007.
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ative phenomena are also aggravated by people’s sense of lacking the ap-
propriate skills, as they are not even aware of what skills they are sup-
posed to have. Thus, the existence or lack of the different competency
elements, as well as of the complete competency system induces enor-
mous differences in the knowledge of the members of information soci-
ety, differences, which have a great impact on individuals’ socialization,
competitiveness, and quality of life.

A large body of literature has been produced on the definition and
requirements of 215t century competencies. The element that is most rel-
evant to this paper is information literacy. The technical term for this skill
first appeared in the late 20t century and has been spreading ever since,
as it has become a popular and well-researched topic of scientific re-
search and international literature.

The aim of this paper is to lessen the unjustified deficiency present in
the Hungarian literature on information literacy, as well as to synthesize
the answers to theoretical and practical issues. The paper develops a sys-
tem of complex educational principles for establishing and developing
information literacy, which could provide an element in a future model
and strategy for mitigating secondary digital divide.

Aims

The aim of this paper - relying on and expanding Castell’s theory of
digital pillars - is to create a system of educational principles for Hunga-
rian public, higher and adult education which focuses on the establish-
ment and development of information literacy, as one of the key compe-
tencies of the 21st century. The practice and experiences of American and
Western European education regarding information literacy served as a
foundation for the model, which also takes into consideration the fea-
tures and legal background of the Hungarian education and public col-
lections systems.

The establishment of information literacy would doubtless be the
task of public education. However, neither the Act on National Public Ed-
ucation, nor the National Core Curriculum includes any indication of the
importance and indispensability of information literacy in education.
The role of higher education, adult education and vocational training
would be to improve and intensify the information literacy skills already
acquired in public education, as well as to provide special professional
training. Nevertheless, adult education providers operating outside the
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education system, who are in key positions in knowledge-based socie-
ties, still have an undetermined place and role in the establishment and
development of information literacy all over the world.

The acquisition of information literacy can happen in two places:
within the school system and outside it. Of the two, education outside the
school system seems more uncertain, as the law mandates only public
libraries to aid library users in acquiring information literacy. However,
the law does not provide details regarding the opportunities and meth-
ods for the fulfillment of the mandate, it does not provide programs and
quality standards, it does not provide assistance for establishing priori-
ties, and there is no indication that it is going to do so. So far, the subse-
quent legislation based on the statute has not been published either. In
turn, the lack of know-how and principles may result in institutions’ ig-
noring the task.

Therefore, a further goal of this paperis to develop an adult education
program for improving information literacy for various types of libraries
(county, city, university and specialized libraries).

The hypotheses

1. The paper intends to demonstrate that in Hungary, the digital pil-
lars of information society are not considered a complex entity, and that
the structured establishment and development of information literacy
have not been resolved. One reason for this is that the concept of infor-
mation literacy has still not taken root in Hungary. That is why it is nei-
ther part of education policy, nor of normative documents regarding
public, higher and adult education. The complex establishment and de-
velopment of information literacy are not emphasized among the goals
of public and higher education; therefore, information literacy has not
had a chance to take hold in educational practices. This is the reason why
the first task is the complex interpretation of the concept of information
literacy, which will allow for the term to be more prevalent, and it would
also make it easier to be implemented in practice.

2. The paper demonstrates that Hungarian institutions of public and
higher education do not have a system of principles with Hungarian spe-
cifics that would provide a theoretical background for teaching infor-
mation literacy, and thus the establishment and development of this
competency does not appear in educational practices. The paper claims
that a centrally developed, national program and standard system
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should be the foundation of the Act on National Public Education, of the
National Core Curriculum, as well as of training and graduation require-
ments, in order to be able to emphasize the establishment and develop-
ment of information literacy on the level of local curricula.

3. The paper intends to prove that in the field of developing infor-
mation literacy, educational institutions as well as libraries are lacking in
precise definitions of roles and tasks, which would be essential for the
complex development of this competency. What is needed is availability
and access to the latest technology and the most modern infrastructure,
along with a reevaluated role and precise task definition for institutions
of public and higher education and for libraries, as these are the places
where establishing and developing 215t century competencies will need
to be especially emphasized.

4. The paper also describes the fact that besides the school system,
libraries alone provide support for the acquisition of information liter-
acy, which has been included in legislation in the autumn of 2012.4 At the
same time, though, public libraries do not have finished programs for es-
tablishing and developing information literacy, and in most cases, they
are lacking in the necessary human resources and expertise, which may
mean that public libraries will be able to provide the services they are
mandated to do with only limited success, or not at all.

5. The paper presumes that the most important factor in establishing
and developing information literacy is the human resource that pos-
sesses the necessary professional, pedagogical, and methodological ex-
pertise. Therefore, exploring the personnel aspects of developing infor-
mation literacy constitutes an important part of the paper. It is thus clear
that, before the establishment and development of students’ information
literacy, their trainers - teachers and librarians - need to be trained first,
as they are the ones who will be teaching others how to access relevant
information, how to analyze enormous amounts of search results, how
to synthesize elements of knowledge, and how to use information in an
ethical way. The paper points out that the information literacy of library
science students has been developed during the training programs; how-
ever, this competency does not receive appropriate attention during

4.1997. évi CXL. torvény a muzedlis intézményekrdl, a nyilvanos konyvtari
ellatasrél és a kozmiivel6désrdl. http://netjogtar.hu/jr/gen/hjegy_doc.cgi?
docid=99700140.TV
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teacher training. In addition, the improvement and specialization of infor-
mation literacy is still missing from the coursework of the professional de-
velopment required every seven years.

Summary of research results

This paper attempts to analyze a central problem of information so-
ciety, and to define opportunities for the complex development of infor-
mation literacy, in other words, information competency. The topic is
quite timely, as competency-based education and training is one of the
greatest challenges of the 215t century. Skills, abilities and competencies
are constantly changing, which makes it hard for educational institutions
to keep up with them.

Firstly, the paper points out that only a fraction of the theories on in-
formation society are concerned with the human factor and the
knowledge that the 215t century requires from people in order to be able
to function in the digital world. Of all the scientists studying information
society, Manuel Castells is the one who explains the three digital pillars
of this world. Castells’s novel idea serves as the foundation of my re-
search, which focuses on the skills of people living in the information soci-
ety and the opportunities of developing said skills. Information literacy,
without a doubt, emerges among the 215t century competencies as a new
basic skill of information society.

The paper describes how the concept of information literacy evolved,
the definition of the concept, and its relationship with other 21st century
competencies, especially with digital literacy. As the definitions, mean-
ings, and interrelationships of 21st century competencies have not been
precisely defined, the phrase information literacy has not had a chance
to take root in the Hungarian professional literature and on the different
levels of the Hungarian education system. The shortcomings and prob-
lems of research in information literacy in Hungary may lead to serious
consequences. As information literacy is not considered a key compe-
tency, educational institutions have not included it in the group of basic
skills, and thus they do not spend resources on establishing and devel-
oping it. Therefore, Hungarians living in the information society will ac-
quire the most important key competency of the 21st century only with
difficulty, or not at all. That is why it is crucial to place more emphasis on
the study of the Hungarian aspects of theoretical questions and the meth-
odology of teaching 21st century competencies.
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There is an interesting dichotomy connected to the establishment
and development of information literacy. The documents regulating
public, higher and adult education do reflect the spirit of information lit-
eracy, since the skills for dealing with information are distinguished eve-
rywhere; however, the unstructured information units are not organized
into a coherent system. Having analyzed legislation and curricula in pub-
lic, higher and adult education, it has become clear that information lit-
eracy is an especially neglected field. The examined documents use the
term incorrectly, confusing digital literacy with information literacy.
Thus, the examined documents included only three mentions of infor-
mation literacy altogether. This situation requires immediate attention
and intervention, as competency-based education and training can es-
tablish and develop students’ skills and abilities only when key compe-
tencies are emphasized, when the terms and content of key competen-
cies are precisely defined, and when the relevant curricula, programs
and trainings are fully developed.

In order to assist in overcoming this problem, the paper introduces
the best practices of teaching information literacy implemented in the
United States and Western Europe. Becoming familiar with and applying
these practices will undoubtedly contribute to the development of a
complex educational framework aiming to establish and develop infor-
mation literacy in Hungary. In these foreign countries, not only educa-
tors but also librarians participated in the process of defining the content
and levels of information literacy, indicating that the establishment and
development of information literacy requires a close cooperation of ed-
ucators and librarians.

Thus, it is hard to deny that there is an immediate need for a system
of educational principles for information literacy, for curricula support-
ing the acquisition of sub-skills, and for these curricula to be integrated
into the public education system. The model developed in this paper pro-
vides an opportunity for students to acquire, practice and improve sub-
skills of information literacy in a structured system. In addition, curric-
ula provide special content and tasks relevant to each subject area. The
intermediate-level information literacy acquired in public education can
then be further developed and made specific in institutions of higher ed-
ucation. That is why a close cooperation between educators and librari-
ans in higher education is essential, which can only be effective if educa-
tors provide specific tasks and projects for students that require regular
use of library resources and services.
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The research includes content elements developed for a course to be
adopted by higher education, which can be shaped to the specific re-
quirements of each institution. Teacher training and librarian training in
higher education should receive much more attention, since training ed-
ucators of information literacy is a crucial area for supporting the acqui-
sition of information literacy. These educators need special training in
didactics and methodology during their time spent in higher education,
and later during the professional development courses required of them
every seven years. In order to support the widespread acquisition of in-
formation literacy, adult education should also be counted on, as digital
immigrants often feel themselves to be outsiders in the 21st century. Pub-
lic libraries should provide special programs and courses for adults who
are willing to learn, although they are the only ones, along with univer-
sity libraries and specialized libraries, who have taken up the task of ed-
ucating the public in digital and information literacy. While this task is
delegated only on a legislation level, by defining directions for develop-
ment and implementing pilot projects libraries could become fundamen-
tal institutions of information society in practice as well, which would
provide opportunities for everyone to acquire and develop their infor-
mation literacy.

The research places special emphasis on the role of libraries, since
they are the institutions, along with educational ones, that play a major
role in the acquisition and development of information literacy. At the
same time, this situation poses a serious challenge for libraries that they
need to prepare for. There are international programs and projects that
can help libraries in this endeavor, as libraries have always had serious
tasks fall on them in relation to developing information literacy. The pa-
per also includes a course description for developing information liter-
acy, which can easily be adopted into the training system of public librar-
ies, thus providing further assistance for library users to find their way
in the digital world.

The paper also incorporates a detailed examination of the human fac-
tor, the last pillar of Castells’s theory, in terms of information literacy. All
this could serve as a foundation for further research, pedagogical pro-
grams, and educational concepts, which in turn could contribute to re-
laying information literacy most extensively and to the institutionalized
establishment and development of information literacy. The mentality of
information literacy plays an important role in members of the infor-
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mation society acquiring other 21st century skills, abilities and compe-
tencies, which in turn result in life-long learning and the mitigation of the
secondary digital divide.

Development of Information Literacy - Curriculum Model>

21st century competencies, such as information literacy, need to be
established and continually developed. The foundation and the develop-
ment of these competencies are tasks for public and higher education
and cultural institutions, while other entities participating in individual
learning and socializing processes also have a role to play.

Recalling and expanding on Castells’ theory of digital pillars, it is nec-
essary to create a system of educational principles for the public, higher
and adult education which focuses on the foundation and the develop-
ment of information literacy. The practice and experiences of American
and Western European education regarding information literacy has
served as a precedent for the model, which in addition needs to take into
consideration the features and legal background of the Hungarian edu-
cation and public collections systems.

A complex set of competencies necessary to navigate in the infor-
mation society has to be developed at all three levels: basic education
(primary and secondary schools), higher education and adult education.
The components of information literacy are to be synchronised with the
requirements of the national curriculum, and assigned to the various lev-
els of education. The core elements on each level are selected.

In our model information literacy is divided into seven sections:

o Definition of information need:
o question formulation in natural language,
o defining keywords,
o defining descriptors or subject headings, using controlled
vocabularies

5 Varga, Katalin, Egervari, Déra: Curriculum Framework for the Development of
Information Literacy: Methodological Issues Based on Hungarian Experiences.
In: Kurbanoglu Serap, Spiranec Sonja, Grassian Esther (ed.): Information Lite-
racy. Lifelong Learning and Digital Citizenship in the 21st Century. Heidel-
berg: Springer Science+Business Media, 2015. 504-511. p.
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e Definition of relevant information resources:

o

@)
@)
@)

printed resources,

library catalogues,

electronic, digital and virtual libraries,
reference databases

e Localisation of information:

o

O
@)
@)

searching in the text,

using search engines,

using Boolean operators, proximity operators etc.
using search strategies

e  Selecting relevant information:

@)
@)
@)

finding relevant information in different resources,
using filtering options,
using thematic websites

e Investigation of information from different aspects:

@)

@)
O
@)

reflection,

highlighting the most important elements,
analysis,

synthetisation,

e Processing information:

o

O O O O

evaluation,
organisation,
eliminating duplicates
making bibliographies,
citation

e Management of information:

o

O
O
@)

saving the information,
applying new knowledge,
creating new information,
presentation of new knowledge,

These skills have to be developed in accordance with the target
groups’ needs and competencies and harmonised with the curriculum.
The following table shows a possible construction, how to build the ele-
ments onto each other at the different levels of education:
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Elementary |Lower second-| Upper second- :
. . . Higher
education ary education | ary education education
(grades 1-4) (grades 5-8) | (grades 9-12)
Definition . .
of infor- Qu_estl_on formu- Defining key- |[Defining sub- Using con-
. lation in natural . . trolled vocabu-
mation words ject headings .
language laries
need
Knowing differ-
Definition ent types of re- . -
sources (text- o Using digital .
of relevant Using library ; . |Using refer-
. .__|book, book, en- and virtual li-
information . . |catalogues . ence databases
cyclopaedia, lexi- braries
resources o
con, dictionary,
bibliography)
Recognising the
parts of a book
Localisation |or journal: con- |Using search . .

; - Using Boolean |Using search
of infor- tent, name and |engines oDerators strategies
mation subject direc- (Google) p g

tory, references
etc.
Using built in
; Finding relevant [limiters, filter- Knowing dif-
Selecting |. C - - . .
. |informationin |ing options Using thematic |ferent methods
relevant in- | . . .
. different re- (language, websites of literature
[formation ¢
sources. form, docu- searching
ment type etc.)
Investiga-
tion of in-p . flection on in- |H8iBNtNS Analysing the Synthetizing
|formation : the important |. : the infor-
. formation information .
from differ- elements mation
ent aspects
Processing |Evaluating the |Organizing the |Eliminating du-|Citation, bibli-
information |information information plicates ographies
Manage-. Saving infor- Applying new [Creating new Prest_antmg
ment of in- . . : ) . new infor-
. mation information information .
ormation mation

The shortcomings and problems of research in information literacy
in Hungary may lead to serious consequences. As information literacy is
not considered a key competency, educational institutions are not ad-
dressing it as belonging to the core group of basic skills, and thus they do
not spend resources on establishing and developing it. That is why it is
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crucial to place more focus on studying the Hungarian aspects of such
theoretical questions and the methodology of teaching 21st century com-
petencies.
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POLITICAL COMMUNICATION IN THE AGE OF NEW MEDIA

Gabor Szécsi

Abstract

In the age of electronic communication, a new virtual social space is in
the making which strengthen the cohesion of competing virtual com-
munication communities, and in which, therefore, the influence of tra-
ditional social and political institutes declines. The new communication
situations created by the use of electronic technologies (radio, televi-
sion, the internet, mobile telephony) transform our notion and expec-
tations of political communication, and have a tremendous impact on
the social and political rituals. This article argues that the new multi-
channel communication situations created by the use of new media
have a significant impact on politicians who address so many different
types of people simultaneously. The aim of my essay is to show how the
networked spaces of multi-channel electronic communication, the mul-
tiple public spheres and the new, information-centered redefinition of
social and political categories transform the style and content of polit-
ical communication and, thus, our expectations concerning the political
performances.

Introduction

Electronic communication creates new situations which transform
our notions of the norms of social and political behavior. A new, virtual
social and political space is in the making which has a tremendous im-
pact on the social and political rituals. The old hegemony of state-struc-
tured and territorially bound mediated public life is being replaced by
networked spaces of communication not tied to territory, and not resem-
bling a single public sphere within nation-state framework. Thus in the
new social space there is a fundamentally new possibility to change the
rules of social perception and the conceptualization of relation between
our community and traditional political institutes of state.

This paper argues that the new multi-channel communication situa-
tions created by the use of electronic technologies (radio, television, the
internet, mobile telephony) have a significant impact on politicians who
address so many different types of people simultaneously. The aim of my
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essay is to show how the networked spaces of multi-channel electronic
communication transform the style and content of political communica-
tion and, thus, our expectations and interpretation strategies concerning
political communication and performances.

Multiple public spheres in the space of new media

The new communication situations created by electronic media have
a significant impact on politicians’ communication role for two reasons:
(a) by using new technologies, the political communication role has be-
come more complex, and (b) the expansion of electronic communication
has transformed our expectations concerning politicians’ communica-
tion role.

With the expansion of the multi-channel communication, our notion
of public spheres has become more complex. The use of the new commu-
nication technologies has led to new kinds of public forums. And thanks
to the appearance of these new kinds of forums, both the structure and
our conceptualization of public sphere are transformed. The multi-chan-
nel mass communication offers not only new technological conditions
for communication between isolated social situations, but a communica-
tion practice which transforms the social situation itself. As Joshua Mey-
rowitz writes on the relationship among electronic media and new social
situations: ,Electronic media have combined previously distinct social set-
tings, moved the dividing line between private and public towards the pri-
vate, and weakened the relationship between social situations and physical
places. The logic underlying situational patterns of behaviour in a print-
oriented society, therefore, has been radically subverted.”!

In a print-oriented society, the framework of the traditional public
sphere has usually conceded with the boundaries of nation-state. In the
age of electronic media, the old hegemony of state-structured and terri-
torially bound public life mediated by radio, television, and newspapers
is being rapidly eroded. With the expansion of multi-channel mass me-
dia, a new complex mosaic of differently sized, overlapping and intercon-
nected public spheres is developing.

One of the most interesting arguments linking new media with mul-
tiple public spheres has been articulated by John Keane whose central

1 Meyrowitz, Joshua: No Sense of Place. The Impact of Electronic Media on Social
Behavior. New York-Oxford, Oxford University Press, 1986, p. 308.
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concern is the decline of public service broadcasting, arguing that the
traditional hegemony of state-structured and territorially bound medi-
ated public life is being replaced by networked spaces of communication
not tied to territory, and not resembling a single public sphere within a
nation-state framework. 2

Keane distinguishes among ,macro-public spheres”, hundreds of mil-
lions of people enmeshed in disputes at the global level; ,, meso-public
spheres”, millions of people interacting at the nation-state level; and , mi-
cro-public spheres”, with dozens, hundreds or thousands of disputants
interacting at the sub-nation-state level. These are not discrete spaces
overlapping networks defined by the lack of differentiation among
spheres. In Keane’s view, social movements comprise low-profile net-
works of small groups, organizations, initiatives, local contracts and
friendships submerged in everyday life. These networks use various
means of alternative media and communication, including telephones,
videos, and computers, to question and transform the dominant codes.

These public forums operating through various kinds of communica-
tions technologies, of course, are related to each other, exercise mutual
influence and form each other. Thus they make more complex the politi-
cian’s role who wants to take a stand on public affairs. Moreover, the ex-
pansion of electronic media leads to the appearance of a new communi-
cation language which integrates the forms of language used in oral ut-
terances and in written texts, and which also affect the style of the polit-
ical communication formed by complex system of multiple public
spheres.

Politicians aim at forming and sending their political messages effi-
ciently in the new networked spaces of communication. This new com-
plex communication situation, on the one hand, requires more complex
communication strategy of politicians, and, on the other hand, leads to
the simplification of the content of the messages and the instrumentali-
zation of the themes and values concerned by political performances. As
Meyrowitz writes concerning the new political style created by elec-
tronic media: ,, Truth, not artifice” and ,issues, not images”, are themselves
important chants and central themes in the political drama.”3

2 Keane, John: Structural Transformations of the Public Sphere. The Communica-
tion Review, 1995.1,, pp.1-22.
3 Meyrowitz, Joshua 1986. p. 277.
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In the changing practice of political communication, values and moral
dilemmas become increasingly instruments of the convincing communi-
cation rather than real foundations of moral decisions. This is why
though the political communication concerning programs and strategies
is usually ,value-centered”, politicians hardly ever speak about their de-
cision dilemmas and the moral dimensions of these dilemmas.

A specific competition is in the making in the space of multi-channel
mass communication in which the political rivals’ aim is to overbid each
other concerning the values referred by them in a political drama medi-
ated by new media.

Political communication and tabloidization of mass media

The above mentioned process is accelerated by tabloidization of
mass media. Tabloidization involves a shift by the media away from na-
tional and international issues of importance to a more entertainment or
gossipy style of journalism. It is a shift to new and more entertainment-
oriented kinds of content, and a shift from verbal to visual priorities. The
effect of this shift to a new journalism style is that the important issues
such as socio-political reforms which require to be addressed with seri-
ousness have been given the back seat.

In the process of tabloidization of mass media, marketing has become
a large part of both electronic and print media. In other words, this pro-
cess can be regarded as a shift from journalism to the market.

The result of this process, for example, is a news media which manip-
ulates information to push the agenda of the corporations that is based
on marketing themselves and their products. This is where tabloidiza-
tion comes into play. In order to push their interests, the corporations
have created a news media that concentrate on attracting audiences
through stories about scandal, lifestyle, sleaze and personal lives.

Since media is an integral and imperative component of democratic
polity and the prospects of mass media are today viewed as more pow-
erful than ever before, this process of tabloidization has a great impact
on the style of political performances. One of the most important conse-
quences of the expansion of tabloid media is that new communication
technologies have been eroding barriers between the politicians’ private
and public spheres, in other words, traditional back and front regions. A
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new politician role is in the making which is referred to as ,middle re-
gion” role by Meyrowitz in his work, No Sense of Place. As Meyrowitz
writes: ,, The reconfiguration of the stage of politics demands a drive to-
ward consistency in all exposed spheres. To be carried off smoothly, the
new political performance requires a new ,middle region” role: behavior
that lacks the extreme formality of former front region behavior and also
lacks the extreme informality of traditional back region behavior. Wise
politicians make the most of the new situation. They try to expose selected,
positive aspects of their back regions in order to ingratiate themselves with
the public. Yet there is a difference between coping with the new situation
and truly controlling it. Regardless of how well individual politicians adjust
to the new exposure, the overall image of leaders changes in the process.
The new political performance remains a performance, but its style is
markedly changed.”*

As a consequence of this process, it is increasingly difficult for politi-
cians to distinguish between the ways in which they behave in private
situations and ways in which they present themselves for the mass me-
dia. , The new public image of politicians”, writes Meyrowitz, ,has many of
the characteristics of the former back-stage of political life, and many once
informal interactions among politicians and their families, staff, reporters,
and constituens have become more stiff and formal as they are exposed to
national audiences”.>

Consequently, tabloidization of mass media affects not only the per-
ceptions of audiences but also the response of politicians to their own
roles and performances. To use the multi-channel public forums in their
performances effectively, politicians adopt the language and formal
means of tabloid mass media willy-nilly. They adapt to the tabloidization
tendencies as active participants of the mass media processes, and by
adopting style of tabloid media, they contribute to the tabloidization of
political communication itself too.

The political practice is determined increasingly by the massages
simplified extremely. And this tendency leads, as we have seen above, to
the instrumentalization of such communication themes as ethical values
and moral dilemmas. The complex network of the forums created by
multi-channel mass communication and stylistic consequences of tab-

41bid, p. 271.
5 Ibid., p. 274.
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loidization of mass media can be regarded as bases of a political commu-
nication practice that is less and less suitable to present the real values
and intentions motivating politicians’ acts.

In addition, a politician must face up to the fact that the expansion of
the multi-channel mass communication leads to a new conceptualization
of community. With this new conceptualization, community is conceived
as a virtual network of interactions among individuals who uniformly
accept and apply some rules for the communicative acts aiming at the
effective exchange of information. In the following, I would like to con-
sider this information-centered conceptualization of social and political
interactions among networked individuals.

Towards an information-centered redefinition of social and politi-
cal categories

By using the electronic communication technologies, the media-net-
worked individuals become members of a virtual community that is de-
termined both by the global and the local conditions for an effective
method of information exchange. In this new virtual community, new lo-
calities are in the making which are particular in many ways, and get are
also influenced by global processes and global consciousness. Thus the
new local communities organized in the space of electronic communica-
tion, on the one hand, strengthen the local attachments, the local identity
and, on the other hand, can be regarded as integrated elements of the
virtual communities created by global information exchange. Conse-
quently, the global virtual community serves as a kind of comparison
background for the local communities organized in the age of electronic
media.

With globalized communication space, electronic media give the net-
worked individual external perspectives from which to judge and define
his own local community. In other words, the twentieth-century expan-
sion of electronic communication technologies, as Meyrowitz writes,
“have placed an interconnected global matrix over local experience”.6

6 Meyrowitz, Joshua: The Rise of Glocality. New Senses of Place and Identity in
the Global Village. In: Sense of Place: The Global and the Local in Mobile Commu-
nication (Kristéf Nyiri ed.). Vienna, Passagen Verlag, 2005, p. 28.
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The networked individual determines the characteristics of his own
local community in the light of information acquired in the global com-
munication space. The global perspective created by electronic commu-
nication has transformed not only the community-definitions but the in-
dividual relation to social rules. In the space of electronic communication
there is a new possibility to change the rules of social perception and the
national institutions of political and cultural domination as a conse-
quence of new global perspectives.

One of the most characteristic features of the virtual space of elec-
tronic communication is that it lacks the compulsory categorization sys-
tem and the classificatory forms and norms of a print society. In the me-
dia-networked global and local communities it is difficult to maintain
several traditional categorical distinctions that characterized the print
societies. That is, as electronic communication technologies expand, the
dividing line between several political and social categories becomes in-
creasingly indistinct.

The age of electronic communication is the age of opening categorical
and classification boundaries. In this new space of communication the
traditional distinctions between private and public, between children
and adult experiences, and between male and female spheres collapse
and traditional distinctions between private and public, between chil-
dren and adult experiences, and between make and female spheres col-
lapse and disappear. In the age of electronic media, as Meyrowitz sug-
gests, we are experiencing “both macro-level homogenization of identities
and micro-level fragmentation of them”.” These permeable linguistic, cul-
tural, and social boundaries affect both the particular behaviors and so-
cial identity in general. The increasing functional permeability of these
boundaries is a result of such linguistic, cultural and social processes that
contribute to develop the media-networked individuals’ complex iden-
tity.

This complex identity, however, is rooted, first of all, in the new forms
of communities. In other words, the use of electronic media can make
our concept of community more complex by creating new kinds of com-
munities. A networked individual becomes a member both of a global
community based on the global communication crossing cultural, na-
tional boundaries and a local community that is organized on the basis
of specific, inner norms in the space of electronic communication.

7 Ibid,, p. 29.
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As Joshua Meyrowitz writes on the “multiple, multi-layered, fluid, and
endlessly adjustable senses” of the media-networked individuals’ iden-
tity: “Rather than needing to choose between local, place-defined identities
and more distant ones, we can have them all, not just in rapid sequence but
in overlapping experiences. We can attend a local zoning board meeting,
embodying the role of local concerned citizen, as we cruise the internet on
a wireless-enabled laptop enacting other, non-local identities. And we can
merge the two as we draw on distant information to inform the local board
of how other communities handle similar issues and regulations. All the
while, we can remain accessible to friends, family, and colleagues from an-
ywhere via a text-message enabled mobile phone.” 8

A new virtual social space is in the making which strengthen the co-
hesion of competing local communities, and in which, therefore, the in-
fluence of traditional social and political institutes declines. The new
communication situations created by the use of electronic technologies
foster greater emotional attachments, to the local community which we
choose from among the competing communities deliberately without so-
cial and political restriction.

Thus in this new social space there is a fundamentally new possibility
to change the rules of social perception and the conceptualization of the
relation between the local communities and traditional political insti-
tutes of state. Thanks to these changes, the networked individual is at-
tached to the place and position appointed by his own social class less
and less. Through his multi-channel communicative acts he can become
acquainted with more and more communal forms, ways of life, traditions
and values, in the light of which he can choose more deliberately from
among the competing local communities. And this more deliberate
choice becomes a part of the more and more complex and multi-layered
identity of the networked individual.

Considering the influence of mediated communication on our con-
ceptualization of community, many theorists believe that we need a syn-
thesis of physical and virtual communities in order to truly inhabit our
experiences. For example, Manuel Castells holds that we need a “bridge”
between physical and virtual places in order to unify our experience, be-

8 Ibid., p. 28.
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cause virtual communities only deal in fragmented individuals as op-
posed to real life.? Others, like Amitai Etzionil? and James E. Katz et al.11,
emphasize that the best communities are indeed the hybrids of physical
and virtual communities which have a higher level of social capital. They
see ideal communities as virtual communities enhancing physical ones.
If the mediated communication actually does increase social capital of
communities, then it will be accompanied by a rise in offline contact, civic
engagement, and other traditional forms of social capital. It seems that
users of new communication technologies are more likely to be involved
in community organizations, to be political involved, and to communi-
cate with friends and family, than non-users.

According to Katz et al., since electronically mediated communication
becomes inherently part of real life in today’s world, “we need an opera-
tional synthesis of virtual and physical communities in order to have ful-
filling, embodied experiences all of the time”.12 In this view, in the age of
electronically mediated communication, the dividing line between vir-
tual and physical communities becomes increasingly indistinct. There-
fore, as Mark Poster shows, mediated individuals imagine their virtual
communities as real.!3 That is, the role of communication as meaningful
and value-based in virtual communities, works to construct physical
communities as well.

The transformation of our notion of community, the complex net-
work of the forums created by multi-channel mass communication and
tabloidization of mass media are such developments that fundamentally
change the stylistic elements of the political performances, the means
and criteria of the convincing political communication, the social, com-
munal expectations concerning politicians’ communication role. And

9 See Castells, Manuel: The information age. Economy, society and culture. Vol-
ume I: Rise of the network society. Malden/MA, Blackwell, 2000.

10 See Etzioni, Amitai: The Monochrome Society. Princeton/N], University Press,
2001.

11 See Katz, James E. - Ronald E. Rice - Sophia Acord - Kiku Dasgupta - Kalpana
David: Personal mediated communication and the concept of community in the-
ory and practice. In: Pamela ]. Kalbfleisch (ed.) Communication Yearbook 28.
(Pamela J. Kalbfleisch ed.). Mahwah/N], Lawrence Erlbaum Associates, 2004, pp.
315-371.

12 Tbid., p. 362.

13 See Poster, Mark: What's the matter with the Internet? Minneapolis/MN, Uni-
versity of Minnesota Press, 2001.
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these developments, as we have seen, set politicians a big challenge who
have to adapt to these changes, but who, at the same time, also have to
stick to the human, moral values that can make the political communica-
tion authentic and, thus, convincing,.
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WIEDERKEHR DER HERRSCHAFT DES BILDES

Hans-Heino Ewers

Abstract

Die Aufkldrung des 18. Jahrhunderts lehnt die Bildersprache des Ba-
rockzeitalters ab und spricht sich fiir eine direkte und unverstellte Rede
aus. Man kann hier von einem Bilderverbot der Moderne sprechen. Die
bevorzugten Literatur- und Kunstformen besitzen deshalb iiberwie-
gend einen realistischen Charakter. Die fiir die Moderne typische Abnei-
gung gegen bildliche Rede ist Idngst unterlaufen worden. In der Kon-
sumgesellschaft besitzen die Waren nicht nur einen Gebrauchs- und ei-
nen Tauschwert; sie fungieren gleichzeitig als Symbole fiir Lebensstile
und Sozialprestige. Im Literaturbereich sind die realistischen Gattun-
gen von Genres der Bilddichtung tiberrundet worden, unter denen die
Fantasy einen dominanten Platz einnimmt. Man kann von einer Wie-
derkehr der Bilder, einem iconic turn, sprechen - im Leben wie in der
Literatur.

Wie fern und fremd scheint uns die bildliche Rede geworden zu sein,
so scheint es auf den ersten Blick! Ganz wie die Ironie so meint auch die
bildliche Rede etwas Anderes als das, was sie sagt. Worin aber unter-
scheiden sie sich? Bei der Ironie liegen das Gesagte und das eigentlich
Gemeinte in ein und demselben Gegenstandsbereich; bei der bildlichen
Rede sind dagegen das Gesagte und das Gemeinte auf zwei unterschied-
lichen Ebenen angesiedelt. Bei bildlicher Rede ist das eigentlich Ge-
meinte nicht wie bei der Ironie das Gegenteil des Gesagten, sondern et-
was grundlegend Anderes, etwas, das wir Bedeutung nennen. Seit jeher
spricht man deshalb von einem Bild- und einem Sachteil, von dem Bild-
bereich und der Bedeutungsebene. Um welche Bedeutung aus welchem
Sachbereich es jeweils geht, ist oft nicht so leicht auszumachen; hierzu
bedarf es duflerer Fingerzeige, sofern nicht im Bildteil selbst entspre-
chende Andeutungen zu finden sind. Als kiirzeste und elementarste
Form bildlicher Rede gilt die Metapher, als komplexere Erscheinungsfor-
men die Allegorie und das Symbol, als die ausgedehnteste die Parabel
oder das Gleichnis.
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Ein weiterer Unterschied besteht darin, dass die bildliche Rede von
durchaus liberaler Natur ist. Das Nicht-Verstehen ironischer Aufzerun-
gen lauft auf ein krasses Missverstehen hinaus, das fatale Folgen haben
kann. Wer dagegen bildliche Rede nicht als solche erkennt, muss in der
Regel nicht mit unangenehmen Konsequenzen rechnen. Oft verschafft ei-
nem der Bildteil als solcher schon eine gewisse Befriedigung - allemal
dann, wenn er geniligend ausgeschmiickt ist. So kdnnen Fabeln bspw. als
reine Tierschwinke gelesen werden, ohne sich um die daraus zu ziehen-
den Lehren zu kiimmern. Gewiss wird in diesem Fall die eigentliche Ab-
sicht bildlicher Rede verfehlt; dennoch ergibt sich eine Lesart, die fiir
sich bestehen kann.

Erfahrungen zeigen nun, dass das Verstehen metaphorischer Rede
heutzutage keine sonderlichen Schwierigkeiten bereitet. Diese Form
bildlicher Rede durchzieht den alltdglichen Sprachgebrauch wie alle
Fachsprachen und samtliche literarischen Gattungen. Anders verhilt es
sich mit allegorischen und symbolischen Gebilden aus der Lebenswelt
wie aus der Literatur, erst recht mit gleichnishaften Vorgangen und pa-
rabolischen Handlungen. An der Fahigkeit, diese zu erkennen und be-
deutungsmafig zu entschliisseln, hapert es vielfach; mehr noch: es man-
geltan der hierzu erforderlichen Begrifflichkeit. Die Bildebene als solche,
ihre Einzelmotive und Handlungsverlaufe werden mit Leichtigkeit auf-
gefasst; doch sobald die Frage nach der Bedeutung alldessen gestellt
wird, geraten die meisten ins Schwimmen.

Die Ungeiibtheit in der Entschliisselung nicht nur bildlicher Rede,
sondern auch allegorischer Figuren und symbolischer Objekte in der All-
tagswelt ist keineswegs zufillig, sondern kulturell bedingt. Die im 18.
Jahrhundert, in der Aufklarungsepoche, sich ausbreitende Moderne fa-
vorisiert die eigentliche Redeform, die direkte Aussageweise, und begeg-
net allen uneigentlichen, bildlichen Darstellungsformen mit Misstrauen.
Die wohl prominenteste Absage an die bildliche Rede stammt von Jean
Jacques Rousseau und ist zentraler Bestandteil seiner Polemik gegen die
Fabel als Kardinalgattung der bisherigen Lehrdichtung: ,Fabeln kdnnen
zur Belehrung Erwachsener dienen, den Kindern aber muss man die
nackte Wahrheit sagen [...].“! An anderer Stelle heift es: ,Keine Um-
schreibungen, keine Eloquenz, keine bildhafte Ausdrucksweise, keine

1]Jean-Jacques Rousseau: Emile oder Uber die Erziehung. A. d. Franz. v. Eleonore
Sckommodau. Hrsg. v. Martin Rang. Stuttgart: Reclam 1976, 2. Buch, 251.
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Poesie [...]. Bleibt weiterhin klar, einfach und kiihl.“2 Gewiss wird hier
nur von der Kommunikation mit Kindern gesprochen, doch gelten diese
als ideale Verkérperungen des neuen, des aufgeklarten Menschen, wih-
rend die auf Allegorien versessenen Erwachsenen dem dekadenten An-
cien régime zugerechnet werden. Die ideale Auspragung aufgeklarter
zwischenmenschlicher Kommunikation besteht in der direkten, umweg-
losen Aussprache des Gemeinten, in der schnérkellosen Darbietung der
nackten Wahrheit.

Gegen diesen kommunikativen Anspruch der Moderne hat sich von
Beginn an vielfaltiger Widerstand geregt. Es hat den Anschein, als kdnne
die Menschheit nicht davon ablassen, hinter den Erscheinungen nach ei-
ner tieferen Bedeutung zu suchen. Ein hervorstechendes Beispiel hierfiir
stellt das Naturerleben dar: Die durch die modernen Naturwissenschaf-
ten entzauberte aufermenschliche Natur wird unwillkiirlich semantisch
wieder aufgeladen und in eine Symbolwelt menschlicher Empfindungen
verwandelt. Naturereignissen und Wetterphdnomenen wird eine tiefere
Bedeutung zugesprochen, die auf die Welt des Menschen verweist.

Der Praferierung und Durchsetzung niichterner, ganz und gar unbild-
licher Rede entspricht die Reduzierung aller Gebrauchsgegenstande auf
ihre reine Niitzlichkeit und ihren effektiven Herstellungsaufwand, mit
anderen Worten: auf ihren Gebrauchs- und ihren Tauschwert. Die Ent-
zauberung der Warenwelt hat der moderne Kapitalismus jedoch langst
wieder kassiert. In hochentwickelten Landern war er bestrebt, den Ab-
satz von Konsumgiitern weit iiber den tatsdchlichen Nutzen hinaus zu
steigern. Dies war nur moglich durch eine Ergdanzung des Gebrauchs-
werts um eine symbolische Dimension: Den Gebrauchsgiitern wurde ein
gewissermafien zweiter Aussagewert angeheftet. Sie wurden zu Tragern
eines sozialen und/oder kulturellen Distinktionseffekts erklart; sie fun-
gieren fortan als symbolische Reprasentationen von sozialem Prestige,
von Jugendlichkeit, von feinem Geschmack u.dgl. m. Das Marketing und
die Werbebranche haben es langst erreicht, die Warenwelt in eine Sym-
bolwelt zu verwandeln, in welcher der materielle Nutzen eine unterge-
ordnete Rolle spielt. Im Unterschied zur vormodernen Stdndegesell-
schaft, in welcher der soziale Aussagewert von Giitern, der Kleidung
etwa, deutlich definiert war, sind die der modernen Warenwelt symbo-
lisch angehefteten Bedeutungen und Werte von schwankender, teils

2 Ebd., 3. Buch, 358.
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auch diffuser Natur. Keinesfalls sind sie allgemeinkulturell sanktioniert;
in bestimmten Kreisen werden sie gar ignoriert.

Ein Feld besonders intensiver semantischer Aufladung von Ge-
brauchsgiitern stellt in hochentwickelten Gesellschaften die Jugendkul-
tur dar. Alle Arten von Assessoirs werden jugendkulturell benutzt, um
die Zugehorigkeit zu bestimmten Szenen und Stilrichtungen zum Aus-
druck zu bringen. Jugendliche stellen eine soziale Gruppe dar, die nicht
nur besonders empfinglich fiir derlei Symbolisierungen ist; sie kreieren
dartiber hinaus fortlaufend selbst neue symbolische Zuschreibungen, die
spater dann von Unternehmen aufgegriffen und bei jugendlichen Kau-
fern wieder in Anschlag gebracht werden. Allerdings diirfte unter Ju-
gendlichen die Fahigkeit, die jeweilige soziale, kulturelle oder psychi-
sche Bedeutung klar zu benennen, nur ansatzweise ausgepragt sein; nur
zu oft wird sich hier mit vagen Andeutungen und Leerformeln begniigt.
Auch die Werbung ist ja bestrebt, die mit jedem Gebrauchsgut verkniipf-
ten sozialen und personalen Versprechungen nicht allzu detailliert aus-
zubuchstabieren, um nicht zuletzt aller Verifizierbarkeit aus dem Weg zu
gehen.

Eine nicht nur unter Jugendlichen weit verbreitete Umgangsweise
mit symbolisch aufgeladenen Gebrauchsgiitern darf man geradezu als
magisch bezeichnen. Unterschwellig wird angenommen, dass mit deren
Erwerb auch die mit ihnen assoziierten sozialen oder personalen Eigen-
schaften sich zu Eigen gemacht werden konnen. War ehedem jeder An-
gehorige eines Standes genotigt, sich standesgemaf zu kleiden, so meint
man heute nicht ernsthaft, aber doch unterschwellig, sich in den von ei-
ner bestimmten Modemarke propagierten Typus zu verwandeln, wenn
man deren Kleidung tragt. Mit dem Erwerb des dinglichen Symbols
wahnt man auch, das, was es reprasentiert, sich angeeignet zu haben.
Alle wissen, dass es sich hierbei um eine schiere Einbildung handelt; den-
noch verhalten sich viele so, als ob es sich tatsachlich so verhalte. Im Zeit-
alter des Konsumkapitalismus und des alles beherrschenden Marketings
ist die Warenwelt einer hochgradigen sekunddren Semantisierung un-
terworfen, ist ihr eine hintergriindige Bedeutungsebene unterschoben
worden, die das Konsumverhalten tendenziell stiarker beeinflusst als der
reale Gebrauchswert. Die Lebenswelt von heute weist eine vordergriin-
dige, materielle bzw. praktische Dimension und eine hintergriindige Be-
deutungsebene auf, die auf eine zumeist unterschwellige Weise Ent-
scheidungen beeinflusst.

74



Nun bieten die Kunst und die schone Literatur aus Gegenwart und
Vergangenheit reichhaltige Gelegenheit, sich mit uneigentlichen, bildli-
chen Darstellungsweisen vertraut zu machen, wie es denn auch an ge-
lehrtem Schrifttum iber Bildlichkeit nicht mangelt. Zieht man jedoch
etwa die breiten Lesegewohnheiten vornehmlich &lterer Generationen
in Betracht, so stehen realistische Gattungen weithin im Vordergrund.
Letztere dominieren nicht zuletzt auch die Literaturkritik. Sieht man ein-
mal von der Primarstufe ab, so geht es auch im schulischen Literaturun-
terricht in erster Linie um Texte, die das Gemeinte nicht indirekt, in bild-
licher Verkleidung und symbolischer Verschliisselung, sondern direkt
und ohne Umschweife auszusprechen pflegen. Auf den Sekundarstufen
bleibt die schulische Literaturvermittlung einer Moderne verpflichtet,
die auf eine direkte Aussageweise pocht. Die Bedeutung von Literatur
wird in der Regel auf das reduziert, wovon ausdriicklich die Rede ist:
Man begniigt sich mit einer Personencharakteristik von Haupt- und Ne-
benfiguren wie einer vornehmlich sozialpsychologischen Erklarung des
Handlungsverlaufs.

All dies steht in eigentiimlichen Kontrast nicht nur zu einer Lebens-
welt, die wie kaum zuvor symbolisch aufgeladen ist, sondern auch zum
Grofsteil der gegenwartig vornehmlich von Jiingeren konsumierten Un-
terhaltungsangebote, die kaum noch realistische Ziige aufweisen. Fan-
tasyromane, Vampirerzahlungen, Sciencefiction, Dystopien oder future
fiction-Romane haben hier die realistischen Genres wenn nicht ver-
drangt, dann doch in die zweite Reihe geriickt. Die genannten Gattungen
warten mit fiktionalen Welten und Wirklichkeitskonstrukten auf, die
von der Lebenswelt ihrer Leser grundlegend abweichen. Diese stimmen
auch nicht mit der rekonstruierbaren realen Lebenswelt vormoderner
Epochen iiberein, an welche sich bekanntlich der historische Roman zu
halten vorgibt. Fir diese Wirklichkeitskonstrukte sei hier der Tol-
kien‘sche Terminus der secondary world in Anspruch genommen. Damit
sind nicht fiktionale Welten schlechthin, sondern ausschliefllich solche
fiktionalen Welten gemeint, die grundlegend anders strukturiert sind als
die realen des heutigen Lesers, welche als die primary world zu bezeich-
nen ware.

Auferst strittig ist nun die Frage, ob es sich bei den secondary worlds
der Fantasy, die im Folgenden im Zentrum stehen soll, iiberhaupt um
Bildwelten handelt. Fiir all diejenigen, die dies bestreiten - Tolkien tat
eben dies -, erdffnen sich zwei mdégliche Positionen. Eine erste Position
besagt, dass die Fantasywelten, die ja oft mittelalterliche Ziige, aber auch
solche der dgyptischen, griechischen oder romischen Antike tragen, die,
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wenn auch nicht realistische, so doch idealtypische dichterische Repra-
sentation eines vergangenen vormodernen Weltzustandes sind. Das ei-
gentliche Thema der Fantasy wire demnach eine wie weit auch immer
zuriickliegende und auch idealisierte historische Epoche, die als solche
gemeint und kein Bild fiir etwas anderes ware. Gegenlibergestellt werde
dieser vergangene Weltzustand der modernen Gegenwart, die als Aus-
gangs- und Rahmenwelt fungiere (wie in den Narnia-Biichern von C.S.
Lewis) oder in Gestalt anachronistischer Gestalten in der Fantasywelt
selbst prasent sein kdnne (wie die Hobbits). Fantasyromane waren dem-
nach durchgehend nicht als bildliche, sondern als eigentliche Rede tiber
Vergangenes aufzufassen.

Diese Position kommt dem am néachsten, wie Tolkien die eigenen
Dichtungen verstanden wissen wollte. Mittelerde stellt demnach die po-
etisch verdichtete Version eines vormodernen Weltzustands dar und
trégt gleichzeitig Ziige einer riickwartsgewandten Utopie. Mittelerde ist
in Tolkiens Augen der Moderne insofern iiberlegen, als es das grofiarti-
ger und machtiger ausschopft, was an Leidenschaften und edlem Hel-
denmut ebenso wie an abgriindiger Boshaftigkeit im Menschen steckt
und was in der Moderne nur noch in verkiimmerter Gestalt zutage tritt.
Bei Tolkien kann von einer Wiederauflage der Querelle des Anciens et
des Modernes gesprochen werden, die in einer profunden, geschichts-
philosophisch motivierten Kritik der modernen Gesellschaft miindet.

Eine zweite mogliche Position besagt, dass es sich bei den Fan-
tasywelten um reine Phantasieschépfungen handelt, die weder eine Ver-
gangenheit poetisch verkérpern noch bedeutungsmaf3ig auf etwas ande-
res, auf Verhaltnisse des gegenwartigen Weltzustandes etwa, verweisen.
Sie stellen gewissermafien absolute Welten dar, die einzig und allein fiir
sich stehen und nichts anderes bedeuten wollen. Wir haben es nach die-
ser Position mit reinen Spielwelten zu tun, die selbst gesetzten Regeln
folgen und ihren Zweck in sich selbst tragen. Ihre Leser treten aus ihrer
Alltagswelt heraus, um sich voriibergehend in den Fantasy-Spielwelten
zu verlieren und nach Spielende in die Realwelt zuriickzukehren.

Beide Positionen treffen durchaus bestimmte Aspekte dieses Genres
und diirfen deshalb auch als Lesarten von Fantasy gelten kénnen, die
freilich das eine Mal mehr zutreffen, das andere Mal am Text eher vor-
beigehen. Aufs Ganze gesehen halten beide einer kritischen Lektiire die-
ses Genres jedoch nur bedingt stand. Ihren Charakter als Bilddichtung
kann diese Gattung nun einmal schwerlich verbergen. Wer an sie als
Bilddichtung herantritt, kann wiederum zwei Positionen einnehmen. Er
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muss sich entscheiden, auf welche grundlegenden Sachbereiche er die
Bildwelt der Fantasy beziehen, welche prinzipiellen Bedeutungen er ihr
zusprechen will. Zur Frage steht konkret, ob es sich bei der Fantasy in
thematischer Hinsicht um eine grundsatzlich psychologische oder um
eine grundsatzlich politische Dichtung handelt. Gewiss finden sich Sig-
nale auf der Bildebene, die mehr fiir die eine oder die andere Alternative
sprechen, doch diirften diese in der Regel nicht so eindeutig ausfallen,
dass sich die jeweils andere Lesart komplett verbieten wiirde.

Die psychologische Deutung von Fantasy steht einesteils in der Tra-
dition tiefenpsychologischer Mytheninterpretation und fiithrt deren
Symbolsprache auf Komponenten des kollektiven Unbewussten zuriick.
In Referenz etwa auf Campbells ,Der Heros in tausend Gestalten“ (Orig.
1948, dt. 1953) werden Fantasyromane als stets neue Variationen des
»~Monomythos“ von Geburt, Aufstieg und Bewdhrung des menschlichen
Individuums angesehen. Vom psychoanalytischen Standpunkt aus wer-
den Fantasyerzdhlungen in die Ndhe von Tagtrdumereien und eigentli-
chen Traumen gebracht. Die ihnen zugrunde liegende Aufhebung des Re-
alitatsprinzips ermdgliche eine phantasieméaflige Befriedigung tabuisier-
ter Wiinsche und Begierden. Sie besafden damit eine kompensatorische
Funktion und wiesen den Charakter einer Ersatzbefriedigung auf. Die
psychoanalytische Deutung scheint insofern eine gewisse Berechtigung
zu haben, als wir es bei der Fantasy mit einer modernen Parodie archai-
scher Heldendichtung zu tun haben, die es heutigen Lesern erlaubt, ei-
gene Grandiositats- und GrofRenphantasien auszuleben. Mit ihren aus-
giebigen Kampfszenen und katastrophischen Szenarien kann sie zudem
dem Abreagieren von Untergangs-, Zerstérungs- und Vernichtungsphan-
tasien dienen.

Die Taten und Siege der Fantasy-Heroen zielen allerdings nicht auf
Personliches und Familidres ab; in der Regel geht es um Macht und Herr-
schaft, um Welteroberung und Niederringung gegnerischer Krafte. Ge-
gen eine Lesart von Fantasy als politischer Allegorie hat sich der Vater
dieses Genres bekanntlich vehement zur Wehr gesetzt, auch wenn unab-
weislich ist, dass Tolkien etwa im ,Herrn der Ringe“ seine Erlebnisse im
Ersten Weltkrieg verarbeitet hat. Mit einer gewissen Berechtigung las-
sen sich nicht wenige Fantasyromane der letzten Jahrzehnte als Allego-
rien auf die totalitdren Regime wie auf die Kriege und politischen Kata-
strophen des 20. Jahrhunderts lesen. So scheint es nicht unangebracht
zu sein, in der - literarischen und erst recht der filmischen - Fantasy die
populdre politische Dichtung der Gegenwart zu sehen, in welcher breite
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Leser- und Zuschauerschichten eigene Katastrophendngste symbolisch
ausagieren.3

Nach meiner Einschitzung diirfte die Tolkien‘sche geschichtsphilo-
sophische Lesart von Fantasy gegenwartig die wenigsten Anhanger be-
sitzen. Wo einschldgige Romane und Filme nicht als reine Spielwelten
wahrgenommen werden, diirften sie mehr oder weniger unterschwellig
als Bilddichtungen und Bildwelten fungieren, mithilfe derer seien es psy-
chische Regungen und Begierden, seien es politische, 6kologische oder
gar kosmische Angste symbolisch verarbeitet werden. Damit hat sich ein
weiterer Beleg dafiir ergeben, dass die Moderne die Verpflichtung auf ei-
gentliche Rede, auf umweglose, direkte und nackte Aussprache dessen,
was der Fall ist, zuriickgenommen hat. So wie sie die Warenwelt in sym-
bolischer Uberformung zur bildlichen Reprisentation unserer psycho-
sozialen Identitdt gemacht hat, so wiederbelebt sie in zunehmendem
Mafle symbolische - man koénnte auch sagen: mythische - Verarbei-
tungsformen psychischer und politscher Regungen. Man kénnte durch-
aus von einer Zuriicknahme des modernen Bilderverbots und einer Wie-
derkehr der Herrschaft des Bildes, anders gesagt: vom Anbruch eines
neuen Barockzeitalters sprechen.

Gegen diese Riickkehr zur Bildlichkeit wére nichts einzuwenden,
wiirde die bildliche Einkleidung nicht zu oft in einer Verschleierung
miinden. Dies hdngt mit der besonderen Wirkungsweise von Bildern zu-
sammen. In einem jiingst erschienen Beitrag bemerkt der Psychothera-
peut Michael Glinter: ,Bildwelten ergreifen uns emotional tendenziell
starker als Sprachwelten dies tun.” Sie besitzen eine ,gréfiere Nahe zum
Unbewufdten“. ,Das Denken in Bildern ist etwas anders strukturiert, po-
tentiell emotionaler und affektiv starker gefarbt[...]. Dies ermdglicht uns
einen erleichterten Zugang zu Affekten, erschwert allerdings die den-
kende Verarbeitung dieser Affekte.“4* Zumindest seit dem Zeitalter der

3 Vgl. zu dieser Lesart Hans-Heino Ewers: Heldendichtung und Katastrophen-
literatur. Anmerkungen zur Poetik der Fantasy. In: H.-H. E.: Literaturanspruch
und Unterhaltungsabsicht. Studien zur Entwicklung der Kinder- und
Jugendliteratur im spaten 20. und 21. Jahrhundert. Frankfurt/Main u.a.: Peter
Lang Edition 2013, 293-313.

4 Michael Giinter : Das Spiel in der virtuellen Welt. Affektabwehr, ,milde Narkose’
oder Symbolisierung?. In: Das modernisierte Kind. Hrsg. v. Frank Dammasch u.
Martin Teising. Frankfurt/Main: Brandes & Apsel, 2013, 101, 102.
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Aufklarung verlangte jegliche Bilddichtung eine Erschliefung der dahin-
ter liegenden Bedeutung; gefordert war stets eine denkende Verarbei-
tung der Bildangebote, um zu der eigentlichen Aussage vorzudringen. In
seiner Fabeltheorie wies bereits Lessing darauf hin, dass der Bildteil, in
diesem Fall die Tiergeschichte, nicht zu detailreich ausgefiihrt sein
diirfe; andernfalls wiirde sie die Aufmerksamkeit der Rezipienten zu
stark fesseln und von der eigentlichen Botschaft , der Lehre, ablenken.
Dennoch hilt Lessing an der Fabel als einer unersetzlichen Form der
Lehrdichtung fest.

Fiir eine weiterhin der Aufklarung verpflichtete Gesellschaft, so lasst
sich schlussfolgern, stellt die spatmoderne Wiederkehr der Bildwelten,
die symbolische Uberformung des Alltagskonsums wie die symbolische
Verarbeitungsweise von existentiellen Anliegen nicht als solche ein
Problem dar. Problematisch werden diese erst dann, wenn eine Ent-
schliisselung von Symbolen, eine denkende Verarbeitung von Bildange-
boten behindert bzw. gar nicht mehr vorgesehen und durch entspre-
chende Signale nicht mehr stimuliert wird. Schon Tolkien war bestrebt,
die Welt von Mittelerde dufierst detailreich zu gestalten, was von seinem
Standpunkt aus nur konsequent war, sollte es sich doch nicht um eine
Bildwelt handeln, die bedeutungsmaflig auf etwas anderes verweist.

Die Verfilmungen haben den Detailreichtum der literarischen Vorla-
gen noch um einiges Ubertroffen: Dank 3 D-Animation und Dolby
Surround werden die Zuschauer in die Fantasywelt formlich hineingezo-
gen. Dank Computeranimation kdnnen nun auch Weltzustdnde, in denen
Magie und Zauberei herrschen, auf dufderst realistische Weise zur Dar-
stellung gebracht werden. Diese machtige Realitatssuggestion, die nicht
nur im Medium des Films, sondern mittlerweile auch in dem des Compu-
terspiels erreicht wird, lasst jeden Gedanken an eine dahinterliegende
Bedeutung geradezu verschwinden. Die Bildwelten werden hier von ih-
rer Bedeutungsfunktion losgelost und absolut gesetzt. Die von ihnen
nichtsdestotrotz geleistete Verarbeitung realweltlicher Anliegen bleibt
damit ganz und gar unterschwellig; sie entzieht sich aller denkenden
Verarbeitung und nicht zuletzt auch aller bewussten Kontrolle.

So sehr populdre Sekundarwelten in ihrer computergestiitzten audi-
ovisuellen Umsetzung an suggestivem Realitdtscharakter auch gewon-
nen haben, so erfolgt mit deren Verwendung in Computerspielen, ge-
nauer gesagt: in Multi-User-Dugeons (MUDs) ein qualitativer Sprung.
Moégen wir uns im Kino dank Dolby Surround und 3 D-Animation auch
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mitten im Geschehen wiahnen, so bleiben wir doch Zuschauende, Se-
hende und Hérende. Im Computerspiel kénnen wir demgegeniiber die
Sekundarwelt formlich betreten, in dieser eine figiirliche Prasenz gewin-
nen - in Gestalt ndmlich eines Avatars —, uns mit anderen Wesen verbiin-
den und in das Geschehen aktiv eingreifen. Dass die computergenerier-
ten Sekundarwelten hinsichtlich minutiéser Detailzeichnung und daraus
resultierender Realitdtssuggestion den filmischen Versionen nur gering-
fiigig nachstehen, wurde bereits angedeutet.

Aus der Sicht der Rezipienten, der Zuschauer, User oder Spieler, han-
delt es sich bei den jeweiligen Sekundarwelten um eine gegebene und in
diesem Sinn objektive Umwelt, wie dies auch bei der Realwelt der Fall
ist. Beide unterscheiden sich, sieht man einmal von ihren unterschiedli-
chen inneren Gesetzmafligkeiten ab, lediglich in ihrem ontologischen
Status: Wir haben es ndmlich bei der einen mit einer virtuellen Realitat
zu tun, die nicht kérperlich betreten werden kann bzw. bei der eine ge-
fithlte korperliche Involvierung nur eine Simulation darstellt. Dariiber
hinaus bleiben, wie bei jedem Spiel, Siege oder Niederlagen in der Sekun-
darwelt ohne direkte Auswirkung auf die Realwelt. Hinsichtlich der Ver-
weildauer nadhern sich die Sekundarwelten von Computerspielen aller-
dings dem realen Leben an: Sie konnen immer wieder betreten werden,
wodurch der Spieler in ihnen eine dauerhafte Prasenz gewinnen und
feste Freundschaften schliefden kann. So wird es ihm ermdglicht, sich
eine zweite Identitit zu erschaffen. Damit sind die Fantasywelten fiir be-
stimmte Spieler zu einer kompletten zweiten sozialen Wirklichkeit, bes-
ser gesagt: einer parasozialen Realitdt geworden. Es sind vornehmlich
die Jugendlichen der Generation der sog. Digital Natives, die auf diese
Weise in zwei Parallelwelten leben und sich mindesten zwei, wenn nicht
gar mehrere Identitdten zugelegt haben.

Macht es dann aber noch Sinn, mit Blick auf die computergenerierten
betretbaren Fantasywelten weiterhin von Sekundarwelten zu sprechen?
Haben wir es nicht tendenziell mit zwei Primarwelten zu tun? Oder sollte
man besser von einer zweigeteilten, einer gewissermafien zweistocki-
gen Primarwelt sprechen? Bereits Mitte der 1990er Jahre fragte sich die
Game-Expertin Jennifer Smith: ,Die Entscheidung steht noch aus, ob
MUDs ,nur Games‘ oder eine Erweiterung des wirklichen Lebens mit
game-artigen Qualitdten sind.“> Die Rede von einer Erweiterung des Le-
bens durch virtuelle Erlebnis- und Handlungsrdume, denen iibrigens

5 Zitiert nach Volker Grassmiick: Der elektronische Salon oder Die Geburt des
Tele-Sozialen aus dem Geist des Computer-Games. In: Schone neue Welten? Auf

80



auch die sozialen Netzwerke zuzurechnen waren, dirfte mit den Aussa-
gen iibereinstimmen, mit denen jugendliche Digital Natives das eigene
Leben beschreiben wiirden. Verwiesen sei hier nur aufden 2013 erschie-
nen Titel ,Wer wir sind und was wir wollen. Ein Digital Native erklart
seine Generation“ von Philipp Riederle (Jg. 1994). Zuriickweisen wiirden
sie jedenfalls die bei den Alteren gingigen Deutungsschemata, fiir die die
Begriffe Evasion, Kompensation und Ersatzbefriedigung stehen. Sie mo-
gen dort zutreffen, wo wir es mit pathologischen Verhaltensweisen zu
tun haben. Dennoch sind wir nicht berechtigt, ganze Jugendgenerationen
zu pathologisieren. Es sind keineswegs seelische Defizite und Note, die
Jugendliche ins Netz treiben; warum sollten sie dann die durch die digi-
tale Revolution ermoglichten Erlebniserweiterungen links liegen lassen?
Sie nehmen nur wahr, was ihnen das eigene Zeitalter bietet, und sind
eben darin als v6llig normal zu bezeichnen.

Dennoch wire der Selbstbeschreibung der Digital Natives entgegen-
zuhalten, dass wir es mit zwei grundsatzlich verschiedenen Lebenser-
weiterungen zu tun haben. Die weitgehend unproblematische Verlage-
rung eines Teils der sozialen Beziehungsarbeit in soziale Netzwerke ist
das eine; demgegeniiber stellt ein paralleles Leben in archaischen oder
futuristischen Sekundarwelten etwas Anderes und zugleich Vertrackte-
res dar. Nur dufierst selten handelt es sich bei letzteren um reine Spiel-
welten, die keinerlei Bezug auf das reale Leben und die eigene Psyche
haben. In der Regel wird in ihnen etwas symbolisch ausagiert, das seinen
Ursprung in der Primarwelt hat. Es handelt sich bei diesen eben nicht um
reine Parallelwelten, sondern zu einem erheblichen Anteil um Bild- bzw.
Symbolwelten, die auf realweltliche Verhaltnisse und Probleme verwei-
sen. So darf auch von Digital Natives eine denkende Verarbeitung dieser
Bildwelten erwartet werden.

In Anbetracht dessen muss die Gesellschaft bestrebt sein, bestimmte
Fahigkeiten zu reaktivieren und zu trainieren. Zur immer dringlicher
werdenden Aufgabe von Bildungseinrichtungen muss gehoéren, die
Kunst des Entschliisselns zu lehren, Symbole auf ihre Bedeutung hin zu
befragen, Bildwelten nicht nur affektiv, sondern auch denkend zu verar-
beiten. Es gilt eine Aufmerksambkeit, ja, einen Scharfsinn zu schaffen, mit-

dem Weg zu einer neuen Spielkultur. Hrsg. v. Florian Rétzer. Miinchen: Boer,
1995, 54.
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hilfe derer populdre Sekundarwelten auf ihre oft dufderst problemati-
schen politischen Implikationen hin durchschaut werden kénnen. Dazu
bedarf es keines aufklarerischen Furors, keines erneuten Bildersturms,
keiner Ruckkehr zu radikaler Niichternheit und entzauberter Rede. Die
symbolische Uberformung von Lebenswelten und das wuchernde Em-
porschiefRen von faszinierenden Sekundarwelten bewirken fiir sich ge-
nommen eine Lebensbereicherung und -steigerung. Deren kritische Ent-
larvung muss das Vergniigen an ihnen keineswegs schalern. Ja, es kann
selbst noch als eine Steigerung gelten: Zum Bildgenuss tritt das - zuge-
geben intellektuelle - Vergniigen des Entschliisselns hinzu. Auf diese
Weise miisste das unvollendete Projekt der Aufklarung nicht zu Grabe
getragen werden.
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DIE WIRKUNG DES FREUDOMARXISMUS IN UNGARN

Béla N. Horvath

Abstract

Der Freudomarxismus wurde in Ungarn vor Allem durch die Thesen von
Wilhelm Reich vertreten. Seine freudomarxistischen Ansichten fasst
Reich zuerst in seiner Studie Dialektischer Materialismus und Psycho-
analyse zusammen, durch die er in Ungarn zweifellos bekannt wurde.
Die Lehren des Freudomarxismus und die von Reich waren schon nicht
unbekannt im Kreise der ungarischen linken Denker, Schriftsteller
(Bdlint Gyérgy, Nagy Lajos, Németh Andor) und Psychologen (Kulcsdr
Istvdn, Székely Béla). In Ungarn zeigt sich aber die Wirkung von Reich
in erster Linie bei J6zsef Attila, in seinem Weltbild und seinen Werken.

Der Freudomarxismus wurde in Ungarn vor Allem durch die Thesen
von Wilhelm Reich vertreten. Andere bestimmende Vertreter der sich
gegen Freud rebellierenden und mit dem Sozialismus und Kommunis-
mus kokettierenden oder dafiir verpflichteten Gruppe (wie Otto Feni-
chel, Erich Fromm, Siegfried Bernfeld) waren weniger bekannt. Der
Freudismus war im Kreise der liberalen, biirgerlichen Intelligenz eine
populdre Idee, Heilungsmethode und kiinstlerischer Adaptationsver-
such. Die Wirkung der Budapester Schule und von Sandor Ferenczi war
erheblich, ihre Tafelrunde von Sandor Brédy bis auf Kosztolanyi und von
zahlreichen Schriftstellern, Dichtern und Malern gestempelt. Aber jene
Art Garung, die die beiden grofden gesellschaftsinterpretierenden Philo-
sophien der Modernitat verkniipfte, wirkte in Ungarn eher weniger.

Die Gesellschaftskritik der Freudschen Thesen rief einen Nonkonfor-
mismus hervor, der sich gegen die Autokratie und Einrichtung der
biirgerlichen Familie, bzw. die Priiderie, Sexualmoral der biirgerlichen
Kultur richtete, nicht aber auf den Abbau der politischen Struktur der
biirgerlichen Ordnung. Freud hielt seine Bewegung vom "Gespenst des
Kommunismus’ fern. Er beriihrte zwar die sowjetische Gesellschaft mit
scharfer Krtitik, doch konnten die auch auf seine Lehren bauenden
psychologischen Schulen bis zum Ende der 20-er Jahre dort noch eine
Unterstiitzung genief3en. Das Werk Die Zukunft einer Illusion (1927) -
noch vor dem Erscheinen des Stalinismus - interpretiert die sowjetische

85



Gesellschaft als eine, in der die grenzenlose Macht ihrer Fiihrer zur Gel-
tung kommt: ,Fiir Diejenigen aber besteht die Gefahr, dass sie im In-
teresse der Bewahrung ihres Einflusses allzu grofle Vergiinstigungen
gegeniiber und zugunsten der Massen erlauben, grofiere, als die Massen
ihnen gegentiber, deshalb ist es notwendig, iiber Machtmittel zu verfi-
gen, mit deren Hilfe sie von den Massen unabhéngig werden.”!

Die Frage der Beziehung zwischen Marxismus und moderner Psycho-
logie wurde von Alfred Adler schon 1909 aufgeworfen in seinem Vortrag
Uber die Psychologie des Marxismus. Adler war - vor allem durch sein &s-
terreichisches sozialdemokratisches Beziehungssystem - in Ungarn be-
kannt. Ebenso, in erster Linie aus der Arbeiterbewegung, kam der Name
von Hendrik de Man ins Bild, der iiber die Notwendigkeit der Verkniip-
fung von Psychoanalyse und Marxismus in seinem Buch Uber die Psycho-
logie des Sozialismus schrieb, die moderne Psychologie aus dem Men-
schenbild des Marxismus vermisst. Im Erscheinungsjahr (1927) seines
Buches wird ein Wiener Arzt, Wilhelm Reich Mitglied des Arbeiterhil-
fevereins der Osterreichischen kommunistischen Partei und bricht mit
dem Messianismus der Grundlegung einer Reformphilosophie und Ge-
sellschaftspsychologie auf. ,In der Verkniipfung von politischer Bewe-
gung und Psychoanalyse a la Reich wurde der Anspruch ausgedriickt, ir-
gendeine wissenschaftliche Antwort, ja Losung zu finden auf die Dilem-
mas und der immer schwierigeren Krisen der unter dem Doppeldruck
des seine Macht befestigenden stalinistischen Systems und des zur
Machtiibernahme fertigen Faschismus lebenden zeitgendssischen linken
Bewegungen.”?

Seine freudomarxistischen Ansichten fasst Reich zuerst in seiner Stu-
die Dialektischer Materialismus und Psychoanalyse zusammen, durch die
er in Ungarn zweifellos bekannt wurde. Die in einer marxistischen Zeit-
schrift, zuerst in russischer Sprache erschienene Schrift wurde auch
deutsch publiziert in der Veroffentlichung 'Unter dem Bédnner des Mar-
xizmus’. Seine ungarische Rezeption basiert darauf, bzw. auf das 1934
erschienene - schon in Reichs Berliner Emigration - publizierte deutsch-
sprachige Heft. In der Einfiihrung seiner oft zitierten Schrift hat Reich
vor, das Verhaltnis von Psychoanalyse und Marxismus zu klaren, haupt-
sachlich die Relevanz der marxistischen Interpretationen (insbesondere
die Ansichten von Jurinyec und Thalheimer zur Diskussion gestellt).

1S. Freud, Zukunft einer Illusion, Parbeszéd/Dialog, Bp., 1991, 11.
2 Erés Ferenc, Analitikus szocialpszicholégia/Analytische Sozialpsychologie, Uj
Mandatum/Neues Mandat, 2001, 124.
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Uber die Relation von Individuum und Gesellschaft schreibt er: ,Aber auf
welche Weise wirkt die gesellschaftliche Ideologie auf das Individuum
ein? Die Marxsche Gesellschaftslehre mufdte diese Frage als aufderhalb
ihres Bereichs liegend offenlassen, die Psychoanalyse hingegen kann sie
beantworten: Fiir das Kind ist die Familie, die vollgesogen ist mit den
Ideologien der Gesellschaft, ja, die geradezu die ideologische Keimzelle
der Gesellschaft ist, der vorldufige Reprasentat der Gesellschaft {iber-
haupt, noch bevor es im eigentlichen Produktionsprozefi steht.”3 In ei-
nem mafdgebenden Teil seiner Schrift diskutiert Reich iiber die Dialektik
der Psychoanalyse als authentische gesellschaftsanalytische Methode.
»Es ist richtig: Mit der Methode des dialektischen Materialismus unter-
suchen wir gesellschaftliche Phanomene: es ist richtig: Die Psychoana-
lyse ist eine dialektische-materialistische Methode der Untersuchung;
also miifdte, wiirde der abstrakter Logike meinen, die Psychoanalytische
Methode »logischerweise« auf gesellschaftliche Phanomene angewendet
werden kdnnen, ohne Schaden anzurichten.”# Auch aus dieser Darlegung
ist sichtbar, dass Reich beide Wissenschaften und Philosophien fiir
gleichrangig zur Beschreibung der gesellschaftlichen Phanomene halt.

Die Pansexualitat der Lehren von Reich erscheint auch in dieser
Schrift. Anhand der Sexualbeziige der ideologischen und praktischen Be-
ziehung von Psychoanalyse und Marxismus stellt er fest, die Psychoana-
lyse habe die biirgerlichen Sexualideologien zerbrochen, und ,befreit die
Sexualitat”. ,Das sind aber gerade die ideologischen Funktionen des Mar-
xismus. Dieser stiirzt die alten Werte der 6konomischen Revolution und
die materialistische Weltanschauung; die Psychoanalyse tut das Gleiche
oder konnte das Gleiche tun, psychologisch.”>

Die Lehren des Freudomarxismus und die von Reich waren schon
nicht unbekannt im Kreise der ungarischen linken Denker, Schriftsteller
(Balint Gyorgy, Nagy Lajos, Németh Andor) und Psychologen (Kulcsar
Istvan, Székely Béla). In Ungarn zeigt sich aber die Wirkung von Reich in
erster Linie bei J6zsef Attila, in seinem Weltbild und seinen Werken. In
den wesentlichen Schopfungen seiner reifen Lyrik (am meisten nam-
hafte Beispiele hier: A vdros peremén/Am Rande der Stadt/, Eszmélet/Be-
sinnung/) und in seiner Denkweisegeschichte ist fortwahrend zu verfol-

3 Reich, W, Dialektischer Materializmus und Psychoanalyse, Verlag fir
Sexualpolitik, Kopenhagen,1934, 16.

4 Reich, W., 43.

5 Reich, W,, 35.
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gen, wie sich die Anschauungsposition von Freudomarxismus und Freu-
dismus dndert, um zum Schluss in einer fiir die letzte grosse Summie-
rung gedachten Arbeit, mit dem Titel Hegel-Marx-Freud, die Prinzipien
des klassischen Freudismus zur Geltung kommen.

Schon in den Gedichten aus 1931-1932 (Munkdsok/Arbeiter/,
Ordas/Wolf/ und A hetedik/Der Siebente) ist jener Gedanke und jene
Thematik zu spiiren, die er im Januar 1932 in seiner berithmt-beriichtig-
ten Studie, in den Darlegungen seines Individuum und Wirklichkeit dus-
serte: ,Und wahrlich, das Zeitalter, in dem das gesellschaftliche Subjekt
mit dem gesellschaftlichen Objekt immer scharfer in Konflikt gestellt
wird (bis zuletzt die kapitalistische Sozialisierung in eine sozialistische
umschlagt) ist in individueller, beziehungsweise personlicher Relation
das Zeitalter der Neurosen.”¢ Der bisherige Teil der berithmten These ist
eigentlich noch Mary, iiber den Ubergang des Kapitalismus in den Sozia-
lismus, der darauf folgende, die Neurose interpretierende und sie in eine,
mit den gesellschaftlichen Antagonismen enge kausale Beziehung stel-
lende Satz und seine Logik, schon entlang der Psychoanalyse, mit etwas
freudomarxistischer Schattierung, analysiert das Verhaltnis von Indivi-
duum und Wirklichkeit-, fokussiert auf die Sexualitat: ,Die Offenbarung
der Neurose sei Storung im Koitus, und der Koitus, wie es in der Psycho-
analyse sehr wohl behauptet wird, sei ein sozialer Akt, eine gesellschaft-
liche Téatigkeit.”” Uber den Koitus als 6konomische Produktionstitigkeit
soll Attila J6zsef auch beim jungen Marx gelesen haben, wie es durch eine
Fufinote in der sein Werk Egyéniség és valésdg/Individuum und Wirklich-
keit/ veroffentlichenden Zeitschrift Valdsag/Wirklichkeit und eine An-
merkung im Hegel-Marx-Freud bezeugt wird. Aus derselben Marxschen
Darlegung kénnte auch die Interpretation des Koitus als gesellschaftli-
che Tatigkeit abgeleitet werden, vom Dichter wird aber dies der Psycho-
analyse gutgeschrieben.

In der freudomarxistischen Orientierung von Attila Jézsef konnten
die Zeitschriften Emberismeret/Menschenkunde/ und Korunk/Unsere
Zeit/ eine richtungs(an)gebende Rolle spielen. Die Korunk lief? schon
seit dem Ende der 20-er Jahre, ungefahr seit der Diskussion Marxismus-
Psychoanalyse, durchgefiihrt in der Zeitschrift Unter dem Bdnner des
Marxismus, systhematisch auf die Beziehung von Psychoanalyse und
Marxismus hinweisende Schriften, bzw. die gesellschaftlichen Fragen

6 J6zsef Attila Osszes Miivei III. s.a.r. Szabolcsi Miklés, Akadémiai K., Bp.,1958,,
126. /].A. Gesamte Werke III.
7]6zsef Attila Osszes Miivei I11. uo./].A. Gesamte Werke III. ed./
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mit psychoanalytischer Betrachtungsweise interpretierende Studien er-
scheinen.

Die geistige Aufgeschlossenheit der von Gabor Gaal redigierten Ko-
runk kann auch durch die Annahme und Unterstiitzung der avantgardis-
tischen Kiinste bewiesen werden und in vollem Maf3e, wie es in der Stu-
die von Lajos Kantor gezeigt wird. Dies ist in erster Linie in der Thematik
die bildenden Kiinste betreffend zu spiiren - von Laszl6 Moholy-Nagy bis
Otto Dix, von Rodcsenko bis Gyula Derkovits sind fast alle anwesend.
Und derselben Avantgard-Betrachtung ist zuzuschreiben, dass sie auch
fiir die neue Psychologie, die Psychoanalyse und aus der marxistischen
Betrachtungsweise der Zeitschriftredakteure folgend auch fiir den Freu-
domarxismus offen ist.

In der ersten Zeitperiode der Korunk erschienen etwa drei Hundert
psychologische Artikel, wie Istvan Kapas das psychologische Interesse
des Blattes summiert.8 Es werden Studien von Istvan Kulcsar, Sandor
Feldman, Bekanntgebungen und Rezensionen tber die Biicher von
Freud, Reich, Fromm, Berichte von Béla Neufeld iiber sexualpsychologi-
sche Kongresse veroffentlicht, daneben wird auch Schriften {iber die Dis-
kussion Marxismus-Psychoanalyse Platz gegeben. Auch Attila J6zsef pu-
bliziert mehrmals in diesem Blatt, seine Werke erscheinen oft in jenen
Nummern, die auch Mitteilungen iiber den Freudomarxismus enthalten.
(Im Rahmen dieser kurzen Studie haben wir nur die Méglichkeit, Studien
zur Zeit der marxistisch-freudomarxistischen Wendung von Attila J6zsef,
bzw. die freudomarxistische Diskussion und andere Schriften zu inter-
pretieren wie iiber Werke von Wilhelm Reich.)

Im Jahre 1930 erscheint aus der Feder von Agoston Erg, einem Ju-
gendfreund von Attila J6zsef, in der Spalte Kulturkronik eine deutende
Schrift iiber die Beziehung von Psychoanalyse und Marxismus. Erg stellt
Parallelitdten zwischen beiden modernistischen Philosophien auf, da-
nach stellt er fest: ,Die Psa. sei zwar materialistisch, aber nicht mal dia-
lektisch.” Die Opposition scheint bekannt zu sein aus den damaligen Dis-
kussionen, wie auch die Konklusion: ,Die Marxisten wissen namlich,
dass wir heute in dem Zeitalter des sog. Klassenkampfes leben, und so
empfangen sie mit gewisser Skepsis jene, in die Zukunft der Menschheit
schauenden, ewigkeitswerten Behauptungen, iiber deren Grofiteil nur

8 Kapas Istvan, Vitdk a pszichoanalizisr6l a Korunk cimd folyéiratban,
Helikon,1990. 2-3., 183-194. /1.K: Diskussionen iiber die Psychoanalyse in der
Zschr. Korunk, Helikon.../
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soviel nachgewiesen worden ist, dass sie in irgendwelcher Form den In-
teressen der herrschenden Klassen dienen.”® Der Adlerianer Ernd
Kahdana veroffentlicht im Jahre 1930 unter dem Titel A modern pszicho-
I6gia és a szocializmus/Die moderne Psychologie und der Sozialismus/
eine Studie, die Diskussionen gart und auch ins nachste Jahr hintiber-
greift. Kahana, die Anamnese eines Patienten weitlaufig schildernd und
deutend, stellt die Psychoanalyse einer ,Individualpsychologie” mitei-
nander entgegen. Letztere lasst er erscheinen als eine, die ,in die Sozio-
logie, in den Marxismus miindet”. Wie er formuliert, die Gemeinschat
habe eine Rolle in der Entstehung der Nervositat: ,In den verschiedens-
ten Zeitungen und Zeitschriften kénnen wir lesen und an Vortragen ho-
ren Uber die Nervositiat als Krankheit der modernen Zeit, Neurose und
seelische Krise unseres Zeitalters, Probleme der Massenseele, ect, ect.”10
Der Verfasser des Artikels interpretiert das als Untergang der biirgerli-
chen Kultur, als eine gefahrliche Tendenz. Diese Artikel, anstatt dass sie
die Nervositat als eine Erscheinung der fehlerhaften Gesellschaftsord-
nung dorthin stellen, wohin sie gehort und wie sie in Wirklichkeit ist, und
dementsprechend das einzige sichere Medikament fiir die Abschaffung
der Nervdsitat in der Abanderung der Gesellschaftsordnung sdhen und
sie fiir notwendig hielten, statt dessen gehen sie in der entgegengesetz-
ten Richtung.” Der Gedanke kommt bekannt vor, in &hnlichem Geist und
mit dhnlichen Argumenten wird spater auch Attila J6zsef das Buch von
Béla Tétis in seinem Artikel Az ifjiisdg nemi problémdi/Die Geschlechts-
probleme der Jugend/ kritisieren.

Die am meisten charakteristische Figur der freudomarxistischen
Denkweise bei Korunk ist Béla Neufeld, der ,,ungarische Wilhelm Reich”,
wie er von Ferenc Erés genannt wird!l. Der Name von Reich kommt in
Korunk zuerst im Jahre 1931, in der Schrift von Neufeld, A tdrsadalmi
realitds és a neurozisok/Die gesellschaftliche Realitdt und die Neurosen/
vor, als jener, der die ,Vertraglichkeit beider Theorien zu dokumentieren
versucht”. Der Hinweis bezieht sich auf Reichs Studie Dialektikus mate-
rializmus és pszichoanalizis/ Dialektischer Materialismus und Psychoana-
lyse/. Neufeld untersucht die Beziehung von Psychoanalyse und Marxis-
mus. Zuerst die Verschiedenheiten, die Marxsche Lehre interpretiere ja

9 Erg Agoston, Pszichoanalizis és marxizmus/A.Erg: Psychoanalyse und
Marxismus/, Korunk, 1930., 645-647.

10 Kahdna Ernd, A modern pszicholégia és a szocializmus/Die moderne
Psychologie und der Sozialismus, Korunk, 1930. 10., 681-689., 688.

11 Erés Ferenc, 2001, 169.
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den Menschen in seiner soziologischen Dimension, in seinem gesell-
schaftlichen Sein und verwirft jeden Biologismus. Die Psychoanalyse
lasse die Entwicklungsgeschichte des Einzelnen der biologischen und
Instinktenstruktur entspringen und legt dem sozialen Milieu weniger
Bedeutung bei. Es ist auch wahr, dass er spater als ein grundlegendes
Verdienst der Freudschen Lehre anerkennt, dass sie sich der Priiderie
der biirgerlichen Moral widersetzt hat. Wie er schreibt: ,Die verdran-
gende Absicht der Sexualmoral ist die Brutstatte der Neurose.” Und hier
bekommt die Rolle der gesellschaftlichen Realitat eine unwiderstehliche
Kraft, die ihre Einzelnen in einen neurotischen Seelenzustand mitreif3t.
Deshalb ist es ein unanfechtbarer Fakt - der von den Erkenntnissen der
Analyse entscheinend bewiesen wird - namlich die sozialpsychologische
Determination der Neurose. Die Neurose ist eine ideologische 'Abhan-
gung’ der Gesellschaft des Kapitalismus.”12 Aehnlich argumentiert auch
Attila J6zsef in seiner Egyéniség és valésdg/Personlichkeit und Wirklich-
keit/, nur mit abstrakterer Formulierung und iiberhitzter Dialektik. Im
Dezember desselben Jahres beruft sich Lajos Nagy, ein Freund von Attila
Jézsef, ebenfalls auf Reich: ,Dass das Elend des Geschlechtslebens im
Rahmen der heutigen Gesellschaft nicht zu 16sen ist, ebenso nicht, wie
das wirtschaftliche Elend nicht abzuschaffen ist durch Sozialpolitik, das
wird wohl nicht von Stekel gesagt, sondern von Wilhelm Reich.”13

Bei Neufeld wird der Freudismus mit marxistischer Betrachtung in-
terpretiert und er bekennt sich zur Vereinbarkeit beider Systeme. Das
sieht man auch in seiner in der 10. Nummer 1932 erschienen Studie
Vilagnézet és szexualitds/Weltanschauung und Sexualitdt. (In derselben
Nummer ist eine Wiirdigung von Ferenc (Agardi) Danzinger zu lesen:
Jozsef Attila a szocializmus koltdje/Attila Jozsef, Dichter des Sozialismus.)
Diese Schrift ist ein Zeugnis fiir den Reichismus von Neufeld. Er schildert
die Arbeiterankete von Max Hodann und Reich, die in solchen Arbeiter-
kreisen veranstaltet wurden, wo man - wie er sagt - am wenigsten unter
christlichem Weltanschauungseinfluss steht. Nach Reichs Zahlangaben
zeigten 90 Prozent der am Anket beteiligten Frauen und 60 Prozent der
Manner neurotische Storungen. Neufeld beruft sich auch auf Reichs
Buch, Der Einbruch der Sexualmoral. Auch in anderer Hinsicht ist dieser
Aufsatz Spiegel der Reichschen freudomarxistischen Ansichten. Obwohl

12 Neufeld Béla, A tarsadalmi realitds és a neurdzisok,/Die gesellschaftliche
Realitiat und die Neurosen./ Korunk, 1931. 6., 416-420., 419.
13 Nagy Lajos, Modern hazassag/Moderne Ehe/, Korunk, 1931, 391.
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sind auch hier Darlegungen iiber die Verwandtschaft beider Philoso-
phien, des Marxismus und der Psychoanalyse sowie Aehnlichkeit ihres
Materialismus, die Interpretation wird von sexualpsychologischen Ge-
sichtspunkten geleitet. Von diesem Aspekt her kritisiert der Verfasser
die christliche Moral, die Asexualitiat und die Askese. Und er hebt aus den
Freudschen Thesen eben den sexualkritischen Aspekt hervor, zwar -
schreibt er -, Freud habe versdumt, die soziologischen Folgerungen sei-
ner Erkenntnisse abzuziehen.”14

In der Schrift von Neufeld sind auch Deutungen iiber soziologische
Aspekte der Sexualmoral, der Sexualitit zu finden. Wie auch bei Reich -
und einigermafien in dem Artikel Az ifjiisdg nemi problémdi/Die Ge-
schlechtsprobleme der Jugend/ von Attila J6zsef - sind hier Folgerungen
zu lesen, die einen Zusammenhang zwischen Wohnungslage, Arbeitsan-
stellung der Frauen, Arbeitslosigkeit, Prostitution und sexuellem Elend
und geschlechtlicher Auslieferung aufstellen. Am meisten steht dieser
Teil von Neufelds Schrift mit manchen Arbeiten von Reich in Verwandt-
schaft. Und natiirlich die gezogene Parallele mit der Sowjetunion??, nach
der die kapitalistische Sexualmoral aus dem sowijetischen Leben ver-
schwand: ,Die jenigen Institutionen - Ehe, Familie -, in deren Dienst die
negative Sexualmoral stand - wurden umgestaltet, und die das Leben be-
jahende Sexualitat ist ein wesentlicher Faktor der grundlegenden Befrei-
ung.”16

Die Aufmerksamkeit von Attila J6zsef vermied sicherlich nicht eine
Schrift von Neufeld in der Rubrik Hatarkérdések/Grenzenfragen/, beti-
telt mit Pszichoanalizis és marxizmus/Psychoanalyse und Marxismus/ in
der Korunk, Nummer 4, 1933. Dort wird jene Diskussion bekanntgege-
ben, die in der Zeitschrift fiir Psychoanalyse 1932. Nr. 3 zwischen Reich
und Siegfried Bernfeld statt fand. Neufeld, etwa als Einfiihrung, skizziert
einige Grundthesen, so stellt er dar, wie Freud bis zur Hypothese des To-
testriebes kommt und wie er auf das Prinzip des Totestriebes eine kul-

14 Neufeld Béla, Vilagnézet és sexualitds, /Weltanschauung und Sexulitdt/,
Korunk, 1932. 10., 780.

15 Reich machte eine Kurzreise in der SU, seine Eindriicke verdffentlichte er in
einer begeisterten Beschreibung, obwohl die Psychoanalyse um 1929 schon in
den Hintergrund gedrangt war. Reich, Wilhelm: Die Stellung der Psychoanalyse
in der Sowjetunion, Internationale Zeitschrift fiir Psychoanalytische Bewegung,
1929, 258-268.

16 Neufeld Béla, 1932, 781.
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turphilosophische Gesinnung in seinem Buch (Das Unbehagen in der Kul-
tur) baut. In der seit Mitte der 20-er Jahre versteckten Diskussion zwi-
schen Freud und Reich war dies der Zerreifpunkt. Neufeld wiederholt
also den Standpunkt von Reich, nachdem die Interpretation und klini-
sche Behandlung des empirischen klinischen Gesichstpunktes wie auch
die der Neurose in einem soziologischen Kontext, auf dem Altar der
Freudschen methaphysischen Hypothesen aufgeopfert werden. Neufeld
rezensiert Reichs im Jahre 1932 unter dem Titel Der Einbruch der Sexu-
almoral erschienenes Buch, das - auf Malinowskis etnographische Daten
gestiitzt - das sexuellokonomische Modell beschreibt im Zusammen-
hang zwischen Geschlechtlichkeit und gesellschaftlicher Struktur. Wie-
der einmal wird das Beispiel der Sowjetunion erwéhnt, aber die aus sol-
chen Werken bekannte Schlussfolgerung wird hier auf Grund allgemei-
ner Kriterien abgezogen: ,In einer sexualbejahenden Gesellschaft sind
weder Neurose/n, noch Perversionen zu finden, dagegen ist in der auf
Privatwirtschaft bauenden, mit sexueller Unterdriickung arbeitenden
Gesellschaft all dies ein Massenphdnomen.”17

Neufeld skizziert kurz die Vorereignisse, die Diskussion zwischen
Reich und Sapir aus 1929, danach schildert er Bernfelds Standpunkt.
Bernfeld kritisiert Reichs Thesen hauptsachlich deswegen, da Reich die
Psychoanalyse als Naturwissenschaft deutet, doch als Philosophie ana-
lysiert. Neufeld betont als eine der wichtigsten Thesen der Schrift von
Bernfeld, wonach die Individualpsychologie - die die seelischen Pro-
zesse des Enzelnen beschreibt - ungeniigend sei »das Seelische als ge-
schichtlichen Akt« zu beschreiben.”18 Neufelds Vorstellung der Diskus-
sion beruht auf breiten Grundlagen, geht auch auf das Vorleben von
Reich und Bernfeld ein, und dass die Sysyphus-Studie des Letzteren aus
dem Jahre 1925 der spateren sozialpsychologisch fundierten Wende von
Reich gewissermafden vorangegangen war. In seinem Artikel tritt er
doch spiirbar nicht fiir Reich ein, das vielleicht dadurch zu erklaren ist,
dass Bernfeld die Freudschen Lehren so interpretiert, als fern stehende
von der traditionellen Individualpsychologie. (Ferenc Erds zitiert eine
Meinung, nach der Bernfelds Schrift auf die ,Bestellung” von Freud ver-
fertigt worden wére.19) 1933 konnte der Inhalt der Diskussion unseren
Attila J6zsef vielleicht schon weniger interessieren, er denkt ja liber die

17 Neufeld Béla, Pszichoanalizis és marxizmus/Psychoanalyse und Marxismus,
Korunk,1933, 340-344., 342.

18 Neufeld Béla, 1933, 343.

19 Erés Ferenc, 2001, 136.
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sowjetische Wirklichkeit immer kritischer, andererseits ist es Fakt, dass
das freudomarxistische Individuum-Gesellschaft Verhaltnis abgebildet
wird, nicht nur in den Zeilen der Gedichte A vdros peremén/Am Rande
der Stadt oder Elégia/Elegie, (d.h. in den Gedichten aus 1933), aber auch
in der Argumentation der Eszmélet/Gesinnung. Andererseits ist es auch
bekannt, dass er 1934 anfangt, Reichs Dialektischer Materialismus und
Psychoanalyse zu iibersetzen, aber es werden nur die ersten paar Seiten
fertiggebracht.20

Wabhrscheinlich aber las er mit grofem Interesse Neufelds Rezension
iiber das Buch von Reich Massenpsychologie des Faschismus. Reichs Buch
erschien im Herbst 1933, also ein Paar Monate nach Hitlers Machtergrei-
fung. Reich sucht nach den Griinden der Niederlage, wie Hitler die Ideo-
logie des Faschismus zu einer Massenbewegung umwaélzen konnte ge-
geniliber der organisierten Arbeiterbewegung, den Anspruch der Deut-
schen auf Selbstbestimmung ausgeniitzt wie auch ihren Antisemitismus.
Die Griinde der Niederlage zeigt er in der Bewegung und in ihren Leitern
gleicherweise auf: ,.... Die politische Reaktion kann nicht mit Losungen,
sondern echtem Wissen, nicht mit Aufrufen, sondern mit dem Erwecken
der wahren revolutiondren Begeisterung, nicht mit biirokratischem Par-
teiapparat, sondern mit von innen demokratischen, jeder Anregung Platz
gebenden Arbeiterorganisationen, ausschlieflich mit iiberzeugten
Kampfgruppen besiegt werden.”2! Attila J6zsef zieht entlang dhnlicher
Gedanken seine Folgerungen in manchen Argumentationen in seinen
Werken A szocializmus bolcselete/Philosophie des Sozialismus und
Egységfront kériil/Um die Einheitsfront.

20 Der Text wird von Ivan Horvath verkiindet: Horvath Ivan, Reich, Marx, Freud.
,Mint sok fat gytimoélccsel” Tanulmanyok Kovacs Sandor Ivan tiszteltére ,ELTE,
1997.,120-128.

21 Reich, Wilhelm, Massenpsychologie des Faschismus, Verlag fiir Sexualpolitik,
Kopenhagen, 1933, 5-6.
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DEUTSCHE KINDERREIME, KINDERLIEDER
UND VOLKSLIEDER AUS HAJOSCH

Janos Miiller

Abstract

Die Tradition und Kultur der Hajoscher Schwaben sind einmalig. Sie
weichen sogar von denen der ebenfalls deutschen Nachbardérfer ab. In
dieser ureigenen Umgebung hatten die Kinderspiellieder eine beachtli-
che Rolle: zusammen mit der spielerischen Aneignung der Sprache wa-
ren sie auch in der Entstehung der musikalischen Muttersprache be-
stimmend. Der eigenwtiichsige Hajoscher Dialekt bedeutete jedoch
nicht die Herausbildung einer allein fiir Hajosch typische musikalische
Muttersprache. Die musikalischen Eigenschaften sind ebenso charakte-
ristisch fiir die deutschen Kinderlieder in Ungarn im Allgemeinen. Das
méchte ich in meinem Beitrag beweisen.

Hajosch liegt in Komitat Bacs-Kiskun 20 km entfernt von dem ehema-
ligen Donau-Uberschwemmungsgebiet. Die Stadt liegt nahe den Hiigeln,
die aus der Tiefebene herausragen. Sie ist unter anderen durch ihre
Weingérten und ihr Kellerdorf beriihmt. Das hierher eingewanderte
deutschsprachige Volk lebte wegen seines eigenartigen schwabischen
Dialekts und der Brauche bis zur Mitte des 20. Jahrhunderts relativ iso-
liert. Es war dadurch sogar von den ebenfalls deutschsprachigen Nach-
bardérfern abgesondert. Diese Isolation und die traditionelle Bauernle-
bensweise ermoglichten das Weiterleben der Traditionen. Einen sehr
wertwollen Teil dieser Tradition bilden die deutschen Kinderlieder. An
einigen von ihnen wird der Versuch unternommen die Eigenschaften der
Hajoscher musikalischen Muttersprache vorzustellen.

Die beiden Bilder auf der nachsten Seite zeigen zwei Etappen im Le-
ben eines Madchens, das als Kind die Lieder fiir seine Puppe rezitiert und
singt und ein paar Jahre spater als Mutter fiir ihre eigenen Kinder. So
entsteht eine ununterbrochene Ubergabe der musikalischen Mutter-
sprache.
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Fotos von Ampfang des Jahrhunderts

Schén-Harmath, 1998. S. 49. 107.

Der Begriff ,musikalische Muttersprache“ stammt von Zoltan Kodaly,
dem grofien ungarischen Musikpadagogen, der versuchte die Musiker-
ziehung nach dem Muster der Sprachreform vom 19. Jahrhundert zu re-
alisieren. Den Begriff verwendete er ausschliefdlich fiir die ungarische
Musikerziehung, obwohl die Theorie in allen Sprachen gelten kann. Es
gibt Beweise dafiir, dass mit der Sprache wahrend der Erziehung auch
die musikalische Muttersprache spezifisch wird (Dr. Vargha: 1987, S.
28.).

Sowohl in der Sprachentwicklung, als auch in der Musikerziehung
der Kinder ist der Anfang gleich: im Prozess der Tonausgabetechnik ge-
schieht dasselbe (Bus-Klein, 2008, S. 21.). Die Reime sind die ersten
kiinstlerischen Produkte, die vom Kind produziert werden. Zu der rich-
tigen Gestaltung eines Reimes gehdrt die Rezitation in erhéhter Tonlage
wie auch die vom rhythmischen Text begleitete Intonation. Beide brin-
gen dem Kind das erste musikalische Erlebnis bei.
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Note N. 1

Fa) P— —
x g 1 1 1 —| | 1 I 1 — | I i | ]
i 1 1 1 1 L L 1 1 1 1 Il i
. il Ew | ol ]| 1 3 3 1 | e | 2l |
AN L | 1 | | ]
D) . . .
Jan-ko - la - ni ziz-ko -la - n dee dee
G _— —t P———
# T T T T T T T | T T F 4 1
P i o A a I i = I 1 A 3 1
A3 1 1 1 1
!j =
dee tscha-la ma - che di - di - ree
.4 1 Il 1 1 Il 1 Il 1 1 Il 1 | i | £ i |
| FanY v | il X 1 Il P | P x I I P | P | I P i~ Il |
AN3 1 1 | 1 | i |
!J = =
Jan-ko-la - ni ziz-ko-la - i dee dee dee.

Schén-Harmath, 1998. S. 119.

Dieser Reim kann weder als ungarisch noch als deutschsprachig be-
zeichnet werden, nur die Klangspiele, die durch klangnachahmende
Tone und gleich klingende Endsilben entstehen, tragen einen musikali-
schen Inhalt. Der Notensatz versucht, die auf einem Ton zitierte Textin-
tonation darzustellen, im Vortrag tragt aber eher der Rhythmus den mu-
sikalischen Inhalt, der Gleichmaf$ kombiniert mit der Intonation ergibt
das Melodiegefiihl.

Der folgende Reim illustriert, dass derselbe Text einmal in sprachli-
cher, ein andermal in melodischer Form existieren kann:

Note N. 2
[— e [— |
< 1 1 L 1 1 1 1 1 L 1 1 4
I 1 ! 1 1 1 T T 1 1§ 1 i 1 1 - |
rv.3 . ¥ S — rJ v 1 Z ra ! v v ]
o
Kri-bas kra- bas Hen - na - fuaB, Geis gaud bar - fual3,
4 t t T f . I = T i 1 T 1 i 1
i 1 1 1 1 1 1 | | i 4 i + 4
- . 1 v V.. 1 el " - - 1 - v 1
% 1 I 1 1
bar - fual gaud se, hendr am O - fa staud se,
B ——  — — T  — — — — |
1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 1 |
ra - - . }: v - '|[ .8 - - - : - »J ]l:=

hendr am O - fa sit-zid se, Strempfand Schiahla  strickid se.

Schén-Harmath, 1998. S. 95.
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In der obigen musikalischen Form im Dialekt von Hajosch ist die
Sprache voll mit spielerischen Elementen. Das im Text stehende Wort
»+Hennafuaf3“ weist genau wie in den ungarischen Reimen auf eine Zau-
berei hin. Die musikalischen Eigenschaften sind den ungarischen ent-
sprechend: einfache Rhythmuselemente in enger Verbindung mit dem
Text, gerader Takt (2/4), zweitaktige Motive, 3 toniger (triton) Tonbe-
stand auf ,s“ basiert. Infolge der Einheitlichkeit dieser Elemente kann es
als Modell fiir Kinderlieder, die in allen Sprachen der Welt vorgetragen
werden kénnen, betrachtet werden.

Note N. 3

Kri-bas kra-bas Hen-na-fuaB Geis gaud  bar - fuaB,

hendram O - fa sit-zid se, Strempfand Schiahla stri-ckid se,

hendram QO - fa staud se, Strempfand Schiahla haud se.

Schén-Harmath, 1998. S. 94.

Zum folgenden Reim gehort auch ein begleitendes Spiel, dessen Re-
geln den entsprechenden ungarischen Spielregeln gleich sind.

Note N. 4
1 ? 1 1 1 i E 1 ]
1 L 1 1 1 L 1 1 1 1 1 1 1
" L rv.d . = |
— K 1 1
el
An -ni - li Ban-n - L But - tr - mil - lil - i,
Fal [r— 4 " 4
b i 1 1 1 T 1 1 1 I T 1 1 T £y )i |
1 | | | i i 4 1 8 4 o 4 £ I |
- r - 1 1l 1 . 1 |
Laeib-1i  Brot, San - na - rot, als - bald tot.

Schén-Harmath, 1998. S. 119.
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In der Mitte des Kreises steht ein Mddchen, dessen Rock alle anfassen.
Es geht ein Mddchen umher, und tippt dem Gleichmaf3 entsprechend alle
an. Wer bei der letzten Silbe bertihrt wird, scheidet aus. Das Spiel lduft, bis
alle Spieler ausscheiden.

Aufgrund der Spielregeln kénnen wir eines, von den in Ungarn be-
kanntesten Spielen entdecken: ,Itt il egy kis kosarban” (Hier sitzt sie im
kleinen Korb).

Der Text hat keine Bedeutung, es ist ein Spiel mit den Silben und de-
ren Klangen. Die musikalischen Merkmale sind Partner im diesem Spiel:
der sechzehntel Rhythmus ist ein Resultat des fragmentierten Textes.
Das Rhythmusspiel ist auch daraus zu erkennen, wie die kleinen Rhyth-
muselemente immer grofier werden, schrittweise entsteht aus der dimi-
nuierten eine augmentierte Form. Dieser Aufbau, verstarkt durch Beto-
nung des Gleichmafes, vervollstindigt noch mehr die Empfindung des
Rhythmus. Andererseits ist auch die geschlossene 8 Takt-Struktur zu be-
obachten (Dr. Vargha: 1987, S. 76.).

Das nichste Beispiel ist ein typischer Ubergang zwischen Reim und
Kinderlied - von der Gewahrsperson wurde es in beiden Formen vorge-
tragen:

Note N. 5
[ — —
¥ - 1 - 1 I - 1 T
-~ 1 I 1| 1 1 1 T L")
Z@ Iy - I r 1 - 1 [ P I
1 il - 1 il - -
D] h - .
Pe - tr WO steht r? Im Stall!
3
f
o 5 I | I 1 1 1 I I 1 ]
B | 1 | | | 1 | 1 1 1 I |
:@ & Il & | 1 - > & -1 [ 1 - ! ]
!J 1 _=J 1 1 =l ]
Was tut er? Gibt dem Schim-ml  das Fut - ter!
" — =
% —

I [ 4
) 3

1
-
1

Er  putzt dem Schim-ml das Loch!

Schén-Harmath, 1998. S. 137.

Der ,universale“ triton Tonbestand (s, 1, m) weist noch auf den into-
nierten Reim zurtck, die Textintonation geht jedoch in Melodie tiber und
bestimmt eine konkrete Tonhohe. Dann kehrt der Vorgang um und das
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Liedchen endet als Reim. Dieses Hin- und Herflattern ist eine ganz natiir-
liche Vorfithrungsmethode. Musikalisch betrachtet haben die so entstan-
denen Weisen keine melodische Funktion.

Der Text bestimmt eindeutig den Rhythmus, die Prosodie verlangt
sogar die Triole. Eine andere Folge ist der Auftakt, wo in der deutschen
Sprache die unbetonten Pronomen und Artikel stehen, so erscheinen sie
auch in der musikalischen Struktur. Eine weitere Folge ist, dass stimm-
hafte Konsonanten - meist am Wortauslaut - ohne vorangehendes ,e“
als selbststandige Silben funktionieren: so wird das Wort ,Schimml” eine
Triole, auch im Wort ,Petr” bildet der Konsonant ,r” einen selbstandigen
Ton.

Einen weiteren typischen Schritt in der Entwicklung bedeutet das
nachste Lied, welches die eben erwdhnten Elemente enthalt: Auftakt,
Ausfall des ,e“ vor stimmhaften Konsonanten. Auch die musikalischen
Merkmale weichen nicht vom vorigen Beispiel ab: triton Tonbestand, auf
und ab steigende Melodielinie sind charakteristisch.

Note N.6
S S—— - 1 i S S —— S —— 1
éj,_g ——w—a— 3 s
Kuk - ku - ruk - ku! Wa ko - chischt denn  du?
4 T —— e
@ = g + | = G ‘| == EI
D) ht .
Kram - piar'  and Kne - dl, dr Katz iah - ran  We - dlL

Schén-Harmath, 1998. S. 105.

Der Rhythmus aber verdanderte sich grundsatzlich. Wir haben einen
Dreiertakt vor uns, der in der deutschen Volksmusik alltdglich ist. Be-
merkenswert ist die formbildende Rolle der Auftakte: die Motive begin-
nen mit ihnen, so haben sie in der Struktur eine Funktion. Der Rhythmus
hangt nicht mehr nur vom Text ab: ein Zeichen dafiir ist ,Krampiar”, wo
eine Silbe ausfallen musste.
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:@ T 1 1 1 | ry -3 i |
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O] v L -
tan - zen mufi doch,

Schén-Harmath, 1998. S. 84.

Dieses obige Lied ist auch ein Dreiertakter, ganz typisch sind die
Taktbetonungen durch die tiefen Anfangstone. Es ist, als wiirde infolge
der starken musikalischen Akzente der Reimrhythmus zurtickkehren.
Dieses Gefiihl wird dadurch verstarkt, dass die Achtelpaare immer in un-
betonten Taktteilen vorkommen. Im letzten Motiv dndert sich jedoch al-
les, es erscheint eine senkende Melodie. Die letzten Takte versehen das
Lied mit melodischer Bedeutung: der Tonbestand vervollstandigt sich
(pentachord), es erscheint der ,fa“ Ton und somit der kleine Sekund und
der bisherige ,ton“ Charakter verschwindet. Mit der Melodiesenkung er-
reichen wir den Grundton, sodass unser Lied seine Tonalitit bekommt.
Die von der Quint absenkende Melodielinie ist kein deutsches, eher ein
universelles Merkmal.

Die nachsten zwei Schlaflieder stellen eine hohere musikalische Stufe
dar.

Note N.8
- — 1 i ' | fre— ;
Hei - ta pu - pei - ta, schlan sGek - ki - lein  tot,
_9—,_ﬂ
—h 1 i —— I I f f rra— |
¥ & > & [ i > & 1 & > > 1 i |
.J r] L = = = = = - 1 = = = - il |
€s legt mir kei-ne Ei - er und fribt  mir mei  Brot.

Schén-Harmath, 1998. S. 15.
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Das erste Liedchen tragt die schon gewohnten Eigenschaften: triton,
zu dem Text passender einfacher Rhythmus im 6/8 Takt.

Note N.9
F l > T 1
F . - o . Y -
I T T T T i I -
Hei - tl pu - pei - tl. schlan sGek - ki - lein  tot,
T 1 : F T —
[ TR e i
QJ . P . 0 N . -
ear nimmt mir mei-ni Ei - r und mmmt mir mei  Brot,
f " —-—F—;
— T e ——— - —g » —
:@ - - = 1 = = i = 1| A :=
ear nimmt mir mei-ni  Ei - r und nimmt mir mei  Brot,

Schén-Harmath, 1998. S. 15.

Obwohl das zweite Schlafliedchen aus demselben Material aufgebaut
ist, tragt diese Weise volkslieddhnliche musikalische Merkmale. In der
Melodiegestaltung sind eine gut erkennbare Melodielinie, komplizier-
tere Rhythmen und mit dem Grundton endende Melodie zu beobachten.
Zudem wird der auf den Grundton zeigende Leitton des Ofteren betont
und zum Schluss wird die volle diatonische Tonart erreicht. Aufierdem
bewegt sich die Melodie meist in der Ndahe des oberen Grundtons.

Als Fortsetzung soll hier ein Volkslied stehen, das aus dem vorigen
Kinderlied ,stammt” und die organische Verbindung zwischen beiden

Liedern darstellt.

Note N. 10

Py ST

Das Jahr war ganz préchtig, der Wein hat ge - ra - ten,

ich wiintsch euch viele hundert und tausend Du - ka - ten,
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aufs heu -ri - ge Gwéchsel schiitt Was - ser ins Loch,
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und wie mehr als du schiittest, so schmeckt er mir doch und so schmeckt er mir doch.

Schén-Miiller, 2014. S. 191.

Unser nachstes Beispiel zeigt die besondere Form der Kettenreime.
Im Grunde genommen handelt es sich um zwei zweizeilige Perioden. Das
erste Motiv des Refrains wird wegen der Aufzdhlung der Tiere jeweils
wiederholt.

Note N. 11
P 3 3
b -} I 1 I 1 i 1 i I I
~ J— —_—1 ! ! 1 L L i | ) i ! F 3 I |
S === ———_
P S e —
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a2 Hier die Erweiterung
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o . . P . "'. e s s

Tschi -pr - i - pi haeift mei kleis Hen - ni - li

Schén-Harmath, 1998. S. 54.

In diesem Fall ist die Symbiose zwischen Wort und Weise nicht mehr
vorhanden (die Triole ausgenommen), die Melodie tritt in den Vorder-
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grund und dementsprechend werden die musikalischen Merkmale wich-
tiger. Wir sehen eine klare Melodielinie, die bereits am Anfang ihren Ho-
hepunkt erreicht. Die Melodie des ersten Taktes ist ein typisch ,deut-
sches” Motiv: vom Grundton tritt sie auf Terz, danach auf Quint und die
zweite Zeile des Liedes ist eine Melodiesequenz, bis zum Grundton ge-
fiihrt.

Eine natiirliche Folge der Sequenz ist die Erscheinung der harmoni-
schen Funktionen, die Wiederholungen verlangen die Variabilitat der
Funktionen, Dominante und Tonika begleiten die Melodie bei den inne-
ren Erweiterungen (Kramer: 1933, S. 43.).

Nach dem letzten Beispiel der Kinderlieder soll nun die Welt der
Hajoscher Volkslieder unter die Lupe genommen werden.

Note N.12

S e — —
Bia-ra Bia-ra - bi-schi-le Bia - ra Bia - ra-bluascht,

zum esch-ta war r lia - dr-lich, zum zwei-ta war 't faul,
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Schén-Miiller, 2014. S. 225.

Von den Volksliedern aus betrachtet erscheint dieses vorige Lied
durch seine manchen Merkmale als Kinderlied, sind doch die schon er-
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wahnten Eigenschaften vorhanden: Klangspiel mit den Worten, ein-
fachste Rhythmuselemente, zweitaktiger Aufbau, relative Quint zum
Grundton. Wie bei dem vorigen Lied gibt es einen geniigend bequemen
Tonumfang (Oktav) und die Melodiesequenz schliefdt sich dazu. Auch die
Melodielinie enthdlt grofRere Spriinge (n6). ,,Am ersten Ende“ des Liedes
erscheint die verminderte Quint: sie ist nicht nur schwer zu intonieren,
sondern vertritt auch besonders markant die Charakteristika der Domi-
nante. Dies ist duflerst wichtig, da in der Funktionsreihe des Liedes da-
vor eine Subdominante steht, und dadurch bekommen wir die klassische
Kadenz (T-S-D-T) (Kramer: 1933, S. 43.).

Eine interessante strukturelle Erscheinung ist das der Melodie zuge-
fiigte letzte Motiv, welches die Melodie vom unteren Grundton plétzlich
nach oben bis zur oberen Oktave hebt. Eigentlich ist das auch nur ein
Spiel mit der Melodie. Dem oberen Schlusston geht sogar sein Leitton (ti)
voraus, um die Dur-Tonart zu betonen.

Die schon erwahnte periodische Form und die harmonischen Funkti-
onen machen nicht nur die Entwicklung der Charakteristika eindeutig,
sondern sie bilden sogar die theoretischen Grundlagen der sogenannten
,klassischen“ Musik, indem sie den Weg in die Welt der Wiener Klassiker
weisen. Es ist kein Zufall, dass alle Forscher, die sich mit den ungarndeut-
schen Volksliedern beschiftigen, Spuren der klassischen Musik in den
Volksliedern entdecken. Aber auch umgekehrt ist es wahr: wie kénnte
Mozart so beliebt und anerkannt sein, wenn er fiir sein Publikum nicht
bekannte und gern gehorte Melodien komponiert hatte? Und warum
eben Mozart? Er war der erste Komponist, der in seiner Muttersprache
- in deutscher Sprache eine Oper schrieb.

In vorliegender Arbeit wird kurz die musikalische Entwicklung von
den Reimen bis zu den Volksliedern aufgrund des Materials vom schwa-
bischen Dorf Hajosch skizziert. Bei ihrer Entwicklung zu Volksliedern
nehmen die Kinderreime mehr und mehr die typische Charakteristik der
Formenwelt der betreffenden Nationalitdt an. Hajosch war wegen seiner
eigenartigen Mundart immer ein wenig isoliert, trotzdem gilt die Um-
wandlung auch hier. Die vorgefiihrten Kinderreime und Kinderlieder
stammen aus Hajosch, gesammelt bei alten Leuten, die in ihren Kinder-
jahren diese Lieder sangen und spielten. Heutzutage wird die Rolle der
musikalischen Erziehung in erster Linie vom Kindergarten iibernom-
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men. Aber wir alle sollten uns verpflichtet fithlen, die Welt der ungarn-
deutschen Kinderlieder zu forschen und mit einem breiteren Publikum
bekannt zu machen.
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RAHMENBEDINGUNGEN UND PADAGOGISCHE QUALITAT
IN KINDERTAGESEINRICHTUNGEN?

Susanne Viernickela

Abstract

An die Qualitdt der Bildungs- und Erziehungsarbeit in Kindertagesein-
richtungen wird zu Recht ein hoher Anspruch gestellt. Die Aufgaben pd-
dagogischer Fachkrdfte, wie sie u.a. in den Bildungspldnen und -pro-
grammen der Ldinder formuliert sind, stellen sich facettenreich und
komplex dar. Jedoch liegt die Bereitstellung eines qualitativ hochwerti-
gen und bildungsforderlichen pddagogischen Angebots keinesfalls aus-
schlieflich in der Verantwortung der vor Ort titigen Fachkrdfte; diese
agieren innerhalb eines Systems von Rahmenbedingungen und Unter-
stiitzungsstrukturen, das ihre Bemiihungen um pddagogische Qualitdt
herausfordern und unterstiitzen, aber auch behindern kann. Trotz viel-
fdltiger Forschungsbemiihungen sind wir noch weit davon entfernt, das
komplexe Zusammenwirken im System Kita zu verstehen, das zu quali-
tativ hochwertiger friiher Bildung, Erziehung und Betreuung fiihrt.

1. Ein Zusammenhangsmodell zur piadagogischen Prozessqualitit

Der Begriff der pddagogischen Prozessqualitit steht fiir die Art und
Weise, in der padagogische Fachkréfte ihren Bildungs-, Betreuungs- und
Erziehungsauftrag umsetzen; sie umfasstalles, was in den Einrichtungen
an padagogischer Arbeit im weitesten Sinne stattfindet. Im Fachdiskurs
besteht weitgehend Einigkeit, dass eine hohe Prozessqualitidt dann gege-
ben ist, wenn padagogische Fachkréfte sensibel und einfiihlsam mit den
Kindern umgehen und auf ihre individuellen Bediirfnisse, Interessen
und Entwicklungsvoraussetzungen eingehen, entwicklungsangemes-
sene Materialien auswahlen und bereit stellen, Impulse fiir selbstgesteu-
ertes Lernen und Anregungen in verschiedenen Entwicklungs- bzw. Bil-
dungsbereichen geben und wenn sie bestimmte lern- und personlich-
keitsforderliche Strategien der Interaktion mit den Kindern anwenden
(vgl. Viernickel & Schwarz, 2009).

1 Zuerst erschienen in: Theorie und Praxis der Sozialpadagogik, 7(2016), 6-10.
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Zur Untersuchung der Frage nach den Bedingungen hoher Prozess-
qualitat hat sich im wissenschaftlichen Diskurs ein differenziertes Mo-
dell etabliert, das verschiedene Dimensionen von Qualitat beriicksichtigt
und Wirkzusammenhange zwischen strukturellen Rahmenbedingungen,
padagogischen Orientierungen, vorhandenen Unterstiitzungsstrukturen
und der Qualitdt der padagogischen Prozesse postuliert:

Abb. 1: Qualitdtsmodell: Dimensionen pddagogischer Qualitdt

= |

Orientierungsqualitiit

Organisation Kinder

ssaualiti
und Prozessqualitit ——— | Familie
Management /

Strukturqualitit

Kontextqualitit

Quelle: eigene Darstellung

Unter padagogischen Orientierungen (Orientierungsqualitat) wer-
den sowohl handlungsleitende Uberzeugungen, Werte und Erziehungs-
ziele der padagogischen Fachkrifte gefasst als auch schriftlich fixierte
Vorstellungen tiber ,gute Padagogik®, z.B. in Bildungsprogrammen, tra-
gerseitigen Leitbildern oder Rahmenkonzeptionen und den individuel-
len Konzeptionen der pddagogischen Einrichtungen.

Strukturelle Rahmenbedingungen sind die raumlich-materiellen, vor
allem aber personellen Ressourcen, unter denen das padagogische Han-
deln stattfindet. Sie unterliegen einerseits gesetzlichen Regularien, sind
aber andererseits auch durch trager- oder einrichtungsseitige Entschei-
dungen iiber den Personal- und Mitteleinsatz vor Ort beeinflusst.

In welcher Form und in welchem Maf3 Orientierungen und struktu-
relle Bedingungen die Qualitat paddagogischer Prozesse beeinflussen ist
im Modell moderiert durch die Organisations- und Managementqualitat.
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Diese umfasst das Vorhandensein und die Angemessenheit von Mafdnah-
men zur Sicherstellung der Qualitat des Angebots - beispielsweise regel-
maflige Teamsitzungen oder interne Evaluationen - sowie die Nachvoll-
ziehbarkeit und Transparenz der Prozesse in einer Einrichtung. Hier
kann auch die Leitungsqualitat verortet werden.

Man geht davon aus, dass auch trager- oder politikseitig vorgehaltene
Unterstiitzungsstrukturen wie Fachberatung oder ein umfangreiches
und qualitatsvolles Weiterbildungsangebot einen Beitrag zur Starkung
von Professionalitit und Prozessqualitidt in Kindertageseinrichtungen
leisten. Sie werden unter dem Begriff der Kontextqualitidt zusammenge-
fasst.

2. Das eiserne Dreieck der Strukturqualitit: Internationale Be-
funde und Grenzen der Ubertragbarkeit auf die deutsche Situation

Besonders intensive Aufmerksamkeit wird in der Qualitatsforschung
dem Zusammenhang zwischen strukturellen Rahmenbedingungen und
padagogischer Prozessqualitit gewidmet. Auf der Basis vor allem US-
amerikanischer Forschungsergebnisse spricht man vom , Eisernen Drei-
eck der Strukturqualitdt” (zuerst Phillips, 1987). Ein spezifisches Fakto-
renbiindel, bestehend aus dem Personalschliissel bzw. der realen Fach-
kraft-Kind-Relation, der Gruppengrofie und der Qualifikation des pada-
gogischen Personals, iibt demnach signifikante und stabile Effekte auf
die padagogische Prozessqualitit aus.

Das heifdt konkret: Je glinstiger die Fachkraft-Kind-Relation, je klei-
ner die Gruppen und je héher die einschlagige formale Qualifikation,
desto positiver fallen padagogische Interaktionen, bildungsanregende
Impulse und Aktivitaten aus. Dies gilt sowohl fiir padagogische Verhal-
tensweisen, die den Aufbau einer sicheren emotionalen Beziehung be-
fordern (Sensibilitat, Zugewandtheit, Fiirsorglichkeit und Warme, posi-
tiver Affekt), als auch fiir Verhaltensweisen, die die Autonomie und
Selbstwirksamkeit der Kinder unterstiitzen (Ermutigung, Respekt fiir
kindliche Autonomiewiinsche) und die sprachliche und kognitive Ent-
wicklung anregen (offene Fragen, Initiierung gemeinsam geteilter Denk-
prozesse). Auch wird haufiger vielfaltiges und entwicklungsangemesse-
nes Spielmaterial zur Verfiigung gestellt (vgl. u.a. Dowsett u.a., 2008;
NICHD ECCRN, 2002).
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In dieser kurzen zusammenfassenden Darstellung erscheint das Bild
allerdings klarer, als es tatsachlich ist, und die Ubertragung von Ergeb-
nissen internationaler empirischer Studien auf das Geschehen in deut-
schen Kindertageseinrichtungen darf nicht umstandslos erfolgen:

Geniigend empirische Evidenz gibt es, um Empfehlungen fiir den Per-
sonalschliissel bzw. die in der direkten padagogischen Arbeit realisier-
ten Fachkraft-Kind-Relationen wissenschaftlich abzusichern. Jedoch
weichen diese Empfehlungen, die national wie international von einer
Reihe wissenschaftlicher Institutionen und Fachverbiande ausgespro-
chen wurden, z.B. vom Kinderbetreuungsnetzwerk der EU, der German
Association of Infant Mental Health oder der Bertelsmann Stiftung (vgl.
Viernickel & Fuchs-Rechlin, 2015, S. 47), zum Teil erheblich voneinander
ab. Auf der Basis entsprechender Untersuchungsergebnisse und in Kom-
bination mit theoretischen Befunden zur Bildungsfahigkeit von Kindern
im Kontext zuverlassiger und sicherer Beziehungen und zur Bedeutung
von Momenten intensiver Interaktion zielen aktuelle Empfehlungen auf
eine Fachkraft-Kind-Relation von 1:2 fiir Kinder im ersten Lebensjahr,
1:4 fir Kleinkinder (13. Lebensmonat bis Vollendung des 3. Lebensjah-
res) und 1:9 fir Kinder von drei Jahren bis Schuleintritt (vgl. Viernickel
& Fuchs-Rechlin, 2015, S. 78).

In den internationalen Untersuchungen zeigte sich, dass weniger das
erreichte formale Qualifikationsniveau als vielmehr die frihpéddagogi-
sche Einschlagigkeit der absolvierten Aus- bzw. Weiterbildungen posi-
tive Effekte auf die realisierte padagogische Prozessqualitat haben. Da in
Deutschland das Qualifikationsgefiige in Kindertageseinrichtungen trotz
der jlingsten Ausweitung von Fachkraftekatalogen und der Zunahme
multiprofessioneller Teams weitaus homogener ist als z.B. in den USA,
ist der Informationsgehalt internationaler Befunde hier zumindest frag-
lich. Erste Ergebnisse von deutschen Studien zu Fachwissen und Kompe-
tenzen akademisch vs. fachschulisch ausgebildeter Fachkrafte und zur
Arbeit multiprofessioneller Teams liegen zwar vor (Mischo u.a., 2013;
Weltzien u.a., 2016), enthalten aber keine Hinweise auf die von den Un-
tersuchten realisierte Prozessqualitdt in der konkreten padagogischen
Tatigkeit.

Die in internationalen Untersuchungen ermittelten Zusammen-
hangsstrukturen zwischen Gruppengréfien und professionellem Han-
deln kénnen ebenfalls nur bedingt auf die deutsche Situation tibertragen
werden. Wahrend im internationalen Kontext jahrgangsweise zusam-
mengefasste, also stark altershomogene, Gruppenstrukturen die Regel
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sind, werden in manchen deutschen Bundeslandern mittlerweile fast
ebenso viele Kinder in Gruppen mit zeitweiser Offnung oder in offener
Arbeit und auch in altersgemischten Arrangements betreut wie in der
traditionellen geschlossenen Gruppenarbeit (vgl. Bock-Famulla u.a.,
2015). Empirische Befunde zu der in diesen Gruppenformen realisierten
Prozessqualitdt sind jedoch rar. Eine Detailanalyse von Daten aus der
Nationalen Untersuchung zur Bildung, Betreuung und Erziehung (NUB-
BEK, Tietze u.a., 2013) ergab, dass in Deutschland héhere, nicht gerin-
gere Gruppengrofien mit besserer Prozessqualitdt korrelierten, alters-
gemischte Angebote dagegen - im Vergleich zu altershomogen struktu-
rierten Gruppen - mit niedrigerer Prozessqualitat (vgl. Bensel u.a,
2015).

Abgesehen von den Merkmalen des , Eisernen Dreiecks” wurden eine
Reihe weiterer struktureller Aspekte unregelmafig in empirischen Stu-
dien beriicksichtigt, u.a. die Bezahlung, die Berufserfahrung der padago-
gischen Fachkréfte, die Gewahrung von Zeitkontingenten fiir Aufgaben
im Bereich der mittelbaren padagogischen Arbeit (u.a. die Dokumenta-
tion von Beobachtungen, die Vorbereitung und Durchfiihrung von Ent-
wicklungsgesprachen mit Eltern oder die Zusammenarbeit mit Grund-
schullehrkraften) oder das verfiighare Raumangebot. Hier sind die vor-
liegenden Befunde uneinheitlich und wenig stabil. Noch weitgehend un-
geklart ist, ob und wie die Verfiigbarkeit qualitativ hochwertiger Fach-
beratung und Fortbildung auf das professionelle Handeln padagogischer
Fachkriafte wirkt.

3. Weitere (potenzielle) Einflussfaktoren auf piadagogische Pro-
zessqualitit

Strukturelle Rahmenbedingungen iliben, das kann gemaf3 dieser Be-
fundlage mit grofier Sicherheit gesagt werden, einen Einfluss auf das pa-
dagogische Geschehen in Kindertageseinrichtungen aus. Je nach Studie
konnten iiber ihre Beriicksichtigung zwischen ca. einem Viertel und der
Hélfte der Varianz in der Prozessqualitat aufgeklart werden (vgl. Vierni-
ckel & Schwarz, 2009). Umgekehrt bedeutet dies aber auch, dass ein gro-
Ber Teil der beobachteten Unterschiede entweder auf bisher noch nicht
oder nur unzureichend erfasste Strukturmerkmale oder aber auf weitere
Einflussfaktoren zuriickzufiihren ist, die sich in den weiteren oben ange-
fiihrten Qualitdtsdimensionen verorten lassen miissten; genauso plausi-
bel erscheint, dass bestimmte Merkmale nicht nur direkte, sondern auch
indirekte bzw. moderierende Wirkungen auf die Qualitat padagogischer
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Prozesse haben kdnnen. Zum Abschluss dieses Beitrags sollen drei sol-
cher moglichen Wirkpfade skizziert werden.

(1) Nicht nur strukturelle Rahmenbedingungen, sondern auch die in
der Einrichtung etablierte und gelebte Organisationskultur beeinflusst
das professionelle Handeln padagogischer Fachkrafte. Dazu konnen u.a.
der Fithrungsstil von Leitungs- und Tragerverantwortlichen, die Kom-
munikationskultur und Innovations- bzw. Verdnderungsbereitschaft im
Team sowie teamspezifische Orientierungen z.B. in Bezug auf Diversitat
gezahlt werden (vgl. Viernickel u.a., 2014).

Zu einem erweiterten Verstandnis der Bedeutung des Leitungshan-
delns fiir die padagogische Qualitat einer Einrichtung haben im europai-
schen Raum vor allem zwei Vertiefungsstudien im Anschluss an das bri-
tische EPPE-Projekt beigetragen, die die Merkmale derjenigen Einrich-
tungen genauer untersuchten, deren Kinder sich iiberdurchschnittlich
positiv entwickelten. Die Leitungen dieser Einrichtungen zeichneten
sich dadurch aus, dass sie sich mit den Mitarbeiterlnnen aktiv iiber ge-
meinsame Ziele und Bedeutungen verstiandigten, eine kollektive pada-
gogische Vision fiir ihre Einrichtung entwickelten und dabei auch Hal-
tungen und padagogische Orientierungen thematisierten; fiir kontinu-
ierliche professionelle Weiterentwicklung des Personals sorgten; die
Praxis in der Einrichtung beobachteten, liberpriiften und entsprechend
Feedback gaben; selber als Rollenmodell fungierten; die sozialen Bezie-
hungen der Teammitglieder untereinander férderten und eine Kultur
des gemeinschaftlichen Lernens und der Reflexion in ihrer Einrichtung
etablierten. Die Kommunikationskultur war von Transparenz und Betei-
ligung gepragt (vgl. Strehmel, 2015, S. 168f.).

(2) Die Zusammenarbeit im Team ist ein weiteres organisationskultu-
relles Merkmal mit Wirkungen auf die padagogische Prozessqualitit.
Empirisch konnten Wertfein u.a. einen solchen Zusammenhang fiir die
Interaktionsqualitdt in Miinchner Krippen belegen. Je besser die Interak-
tion und Kooperation der Fachkrifte, je besser die fachliche Unterstiit-
zung im Team und je hoher die Betreuungs- und Beziehungskontinuitat
war, desto positiver, feinfiihliger und vorausschauender gestalteten sich
die Interaktionen zwischen Fachkréften und Kindern (vgl. Wertfein u.a.,
2013). In dieser Studie libte die parallel erhobene Strukturqualitat kei-
nen eigenstandigen Einfluss auf die Interaktionsqualitdt aus, sondern
nur vollstdndig moderiert iiber die Teamqualitat. Allerdings fithren po-
sitiv eingeschéatzte Beziehungen im Team und zur Leitung keineswegs
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automatisch zu einer erhohten Professionalitit im Umgang mit fachli-
chen Anforderungen (vgl. Viernickel u.a., 2013). So kann ein Team mit
der kollegialen Zusammenarbeit und der Leitung zufrieden sein, weil es
von einem Milieu des fachlichen und reflexiven, professionell gerahmten
Diskurses gepragt ist und sich - im positiven Sinne - als ,in Entwicklung’
wahrnimmt. Team-Zufriedenheit kann aber auch daher rithren, dass ein
Team sich durch seine Leitung gegeniiber Bildungsanspriichen und -an-
forderungen von aufden geschiitzt fiihlt, so an der eingespielten Praxis
festhalten und Veranderungen der Organisation vermeiden kann.

(3) Strukturelle Rahmenbedingungen wirken sich nicht nur auf die
padagogische Prozessqualitat, sondern auch auf die Gesundheit und Ar-
beitsfahigkeit von padagogischen Fachkraften aus. Unter schlechten
strukturellen Rahmenbedingungen, die sich in einem Missverhaltnis von
verfligharem Personal, zu betreuenden Kindern, zu leistenden fachli-
chen Aufgaben, die iiber die direkte Arbeit mit den Kindern hinaus er-
bracht werden miissen und der hierfiir verbindlich zur Verfiigung ste-
henden Zeit, sowie unzureichenden und in schlechtem Zustand befindli-
chen Raumlichkeiten manifestieren, ist das Risiko fiir eine verminderte
Arbeitsfahigkeit deutlich erhoht (vgl. Viernickel u.a.,, 2016). Viele Fach-
kréfte erleben eine so genannte Gratifikationskrise, ein deutliches Un-
gleichgewicht zwischen erbrachter Leistung und Anstrengung und er-
haltener Belohnung bzw. Anerkennung (vgl. Schreyer u.a., 2014). Dage-
gen beschreiben padagogische Fachkrifte organisationskulturelle Merk-
male wie ein partizipatives Organisations- und Teamklima, das Vorhan-
densein von Gestaltungsspielrdumen, gutes Zeitmanagement, transpa-
rente Kommunikations- und Entscheidungsstrukturen, die als befriedi-
gend erlebte Zusammenarbeit mit Kolleginnen oder auch das Arbeiten
nach einem ausgewiesenen padagogischen Konzept als positiv und ge-
sundheitsstiarkend.

Es ist plausibel, dass Fachkrifte mit ausgepragten korperlichen
und/oder psychischen Beschwerden, einer verminderten Arbeitsfahig-
keit, mangelnder professioneller Anerkennung und eher geringen orga-
nisationskulturellen Ressourcen weniger gut in der Lage sind, ein hohes
Niveau ihrer pddagogischen Arbeit zu realisieren und zu verstetigen.
Dies legt die Hypothese nahe, dass auch der Gesundheit und Arbeitsfa-
higkeit padagogischer Fachkrafte im Wirkgefiige verschiedener Quali-
tdtsdimensionen eine moderierende Funktion zukommt. Bisher konnte
dies jedoch noch nicht empirisch iiberpriift werden.
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RELATIONSHIP BETWEEN NUMERICAL ABILITIES AND SPATIAL
COGNITION IN PRESCHOOL CHILDREN

Enikd Gyorko - Beatrix Labadi

Abstract

The aim of the present study was to investigate how numerosity is ex-
tracted from a visual-spatial display in early ages before formal read-
ing practice and schooling. We examined the directional biases in how
3-, 4- and 5-year-old children (N = 72) used numeric information in a
manual non-directional bisection paradigm. Children were asked to in-
dicate the midpoint of a horizontally displayed line flanked by two-dot-
arrays differing in numerosity. The visuo-spatial properties of the
flanker varied across four conditions (control for 1) total surface, 2)
total contour, 3) gap between the line and flankers, 4) subtended area
of the flanker). The results showed that children in each age group dis-
played a bias in their line bisection, choosing a midpoint that is closer
to the larger numerosity but only in those conditions where the total
surface of the flanker was equal. The results indicate that spatial-nu-
meric associations emerge long before children begin reading however
depending on the physical features of the array.!

Introduction

A large body of evidence indicates the association between the rep-
resentations of space and numerical abilities in healthy and brain-dam-
aged adults but only few developmental studies investigated how cardi-
nality is extracted from a visual-spatial display in early ages. One of the
major questions in the research of numerical cognition is whether the
numerical abilities develop independently of the spatial representation
or the numerical knowledge is associated to the visuo-spatial cognition
in some way. The link between space and number is supported by the
intrinsically represented mental number line, where the numbers are
represented on a continuous left-to-right-oriented line hence, a particu-
lar spatial position belongs to every number (Dehaene, 1997). Using

1 This article has been reviewed by Prof Dr. Andreas Hejj, Professor of Psycho-
logy
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mental number line numbers can be measured, compared and estimated
in a similar way in adults and children (Temple & Posner, 1998; Huntley-
Fenner, 2001). Spatial coding of the numbers is also well-supported by
studies investigating the SNARC effect (Spatial Numerical Association of
Response Code) where decision has to be made the quantitative infor-
mation is activated automatically and the larger number is perceived
more quickly on the right whereas the smaller number is processed
faster on the left (Dehaene, Bossini & Giraux, 1993). This effect automat-
ically occurs both in children and adults (van Galen & Reitsma, 2008) and
the association between the numbers and spatial laterality is related to
the ordinal meaning of numbers (Gevers, Reynvoet & Fias, 2003).

The link between numbers and spatial representation can also be
demonstrated using the manual bisection paradigm in which subjects are
asked to indicate the subjective midpoint of a horizontal line flanked by
Arabic or non-symbolic numerals (de Hevia, Vallar & Girelli, 2008; de He-
via & Spelke, 2009). Although the flanking numbers are irrelevant for the
task subjects tend to show a bias towards the larger number (Fischer,
2001; de Hevia, Vallar & Girelli, 2008). Originally this cognitive illusion
was explained by the idea that the representation of line length and the
cardinality of the flanker are mapped into an integrated representation
of magnitude (de Hevia & Spelke, 2009), where the smaller number in-
duces shortening length at the side of the line, and vice versa. In contrast,
Gebuis & Gevers (2011) suggested an alternative non-numerical theory
where the side effect is explained by the visual properties of the flankers
instead of the more abstract property of the cardinality. Their findings
showed that even adults had bias towards a smaller quantity when it oc-
cupied a larger subtended area than the larger quantity.

The research of line bisection paradigm raises a developmental ques-
tion, whether the bias towards the larger numerosity occurs before for-
mal schooling or this effect is mediated by visual scanning habits
(Dehaene et al, 1993) like reading left-to-right or counting on fingers.
Only one previous study (de Hevia & Spelke, 2009) investigated spatial
bias from a developmental perspective and they found that 5-year-old
children showed bias towards the larger quantity while controlling some
perceptual properties of the flanker (e.g. total surface and total contour
of the flankers). These findings support the idea that the association be-
tween the numerical quantity and the spatial representation forms spon-
taneously and they are independent of formal instruction in mathemat-
ics. Though there is no other study investigating the side effect in
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younger children. Some results from other paradigm pointed out the de-
velopmental progression in number sense related to visuo-spatial repre-
sentation between 3 and 5 years. For instance, a previous study (Soltész,
Szlics & Szlics, 2010) showed that children were unable to discriminate
magnitudes when co-varying physical magnitudes were pitted against
number. Interestingly, while 5-year-old children performed successfully
on a number comparison task, 4-year-olds were unable to discriminate
number independently of task-irrelevant perceptual variables.

Based on this assumption we questioned whether directional bias oc-
curred before formal reading practice and schooling between 3 and 5
years, and if so, this bias is caused by early numerical skill which is orig-
inated in the representation of magnitude or only the visuo-spatial prop-
erties of the flanker govern the illusion. Furthermore, we expected a de-
velopmental progression in children between 3 and 5 years when the
children’s numerical cognition became independent from the salient
perceptual cues of the environment like the visuo-spatial properties of
the stimuli array.

Method
Participants

72 children recruited, from the local university kindergarten, were
divided into three age groups: three-year-olds (N = 21, 9 boys, Mean age:
3 years 2 months, SD = 0.42) four-year-olds (N = 25, 10 boys; Mean age:
3 years 9 months, SD = 0.40), and five-year-olds (N = 26, 12 boys; Mean
age: 4 years 9 months, SD = 0.43) All the participants had normal or cor-
rected-to-normal vision.

Materials

We used the non-symbolic line bisection paradigm adopted from pre-
vious studies (de Hevia & Spelke, 2009; Gebuis & Gevers, 2011). Across
four conditions we varied the surface area and spatial position of the
non-symbolic quantities of flankers. In each condition stimuli were hor-
izontal black lines (60 mm or 80 mm in length and 1 mm in high) with
dot-flankers on each side, placed on a horizontally oriented white sheet
of paper. Flankers were a 2-dot and 9-dot array.

Condition 1 is adopted from the study of de Hevia & Spelke (2009, Exp
1) which controlled the total surface. The flankers were a circular area
30 mm in diameter, and the dots in 2-dot array were 10 mm in diameter
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and occupied a surface of 78.5 mm?2 while the dots in the 9-dot array was
4.71 mm in diameter and occupied a surface of 17.45 mm? The total sur-
face of the flankers of the 2-dot and 9-dot array was equal (157 mm?2).
Condition 2 replicated the study of de Hevia & Spelke (2009, Exp 5) that
controlled for total contour length in the two arrays of dots that flank the
line. Dots in the 2-dot array were 9 mm in diameter and the overall con-
tour length of the array was 56.5 mm; while the dots in the 9-dot array
had a diameter of 2 mm and an overall contour length of the array was
56.5 mm. The contour length was equated across these arrays but in the
2-dot array the occupied surface was larger (127.17 mm?2) than the 9-dot
array (28.26 mm?). Condition 3 is based on the study of de Hevia & Spelke
(2009, Exp 6) which controlled for the size of the gap between the
flanker and the line. The design was the same as in Condition 2 except a
black circle (30 mm diameter) enclosed each array of dots, which were
coloured in white and displayed 2 mm from the lines’ endpoints. Condi-
tion 4 adopted the design Gebuis & Gevers (2011, Exp. 3) controlled for
the role of area subtended, using the same stimuli as in Condition 2 but
the area subtended of the nine circles was smaller than the 2-dot array
(see Table 1).

Table 1: Description of the visual displays based
on the different conditions.

Dot size Total sub-
. Total surface Total contour
diameter tended area

2dots | 9dots | 2dots | 9dots | 2dots | 9dots |2dots|9dots

Total surface | 10 mm |4,71mm|157mm?2|157mm?2|62,6mm [133,1mm <

Total contour

9 mm 2mm |127mm?2|28,2mm?2|56,5mm | 56,5mm <
length

Control size

10 mm (4,71mm |[157mm?|157mm?|62,8mm |133,1mm =
of the gap

Control
subtended 9mm | 2mm |127mm?2|28,2mm?2|56,5mm| 56,5mm =
by area
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Procedure

Each condition consisted of 8 lines (2 line length x 2 side of larger
number x 2 repetition). We used a within-subject design where the trials
and conditions were fully randomized. The test sheets were placed with
reference to the mid-saggital plane of the subjects’ body. Subjects were
asked to bisect the line as accurately and rapidly as they can using a pen-
cil. Before the test started the researcher had modelled the experiment
on a trial paper. After making sure that the children had understood the
task the experiment started.

Analysis

The bisection mark was measured using a ruler where the bisection
mark intersected the horizontal line. Deviations from the objective mid-
point towards the left were scored as a negative value, while deviation
towards the right as a positive value. The mean values for each subject
in each condition were calculated and subjected to 2 x 2 repeated-
measures analysis of variance Direction (larger quantity on left vs. right)
and Line length (60 mm vs. 80 mm).

Results

The analyses were performed in two steps, first we compared the
four conditions and three age groups for side effect then we analysed the
conditions separately. In all four conditions the cardinality was kept con-
stant while the visual properties of the flankers were varied systemati-
cally, using repeated measures of ANOVA we compared the 4 conditions,
2 flanker sides, 2 line-lengths (as within-subject variables) and 3 age
groups (as between-subject variable). Comparing the four conditions for
the side effect, we found a significant difference among conditions [F (3,
71) = 2.625; p < .05] based on the post hoc test (LSD) a difference was
found between Cond 1 and Cond 2 (Mean Difference (I-]) =-,910; p <.01);
Cond 1 and Cond 4 (Mean Difference (I-]) = -.748; p< .025). However,
Cond 1 and Cond 3 as well as Cond 2 and Cond 4 did not differ from each
other. The side interacted with the conditions [F (3, 71) = 8.053; p <
.000]. The findings indicate that the experimental conditions influenced
the bisection bias direction, in the Conditions 1 and 3 children showed
bisection bias towards the larger quantities while in the case of the two
other conditions the bias occurred towards the smaller quantities (FIG
1).
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Figure 1.

Total surface Contonr length Gap size of flunker Subtended areu
L} L} L] L}
@ @ e
AGE |0 [m} [m] (]
—_— 1 > L4

year-

t A = | — = Eol
S

| B E

An age effect was not found [F (2, 72) =.52; p = ns.] for the bisection
bias. Furthermore, we found that side interacted with line length [F (3,
72) = 22.666; p < .000]: the bisection error was larger for the 80 mm
compared to the 60 mm condition. We also found interaction between
line length and age [F (3, 71) = 3.559; p <.034], where the four-year-olds
showed a larger bisection bias towards 80 mm than three- or five-year-
old children. The findings indicate that the experimental conditions in-
fluenced the bisecting bias at age between 3 and 5 years depending on
the visual cues.

Condition 1. The main effect of side was displayed [F (1, 71) = 5.423;
p < .023]. This result indicates that children bisected the line closer to
the larger quantity in all three age-groups, without age effect [F (2, 71) =
.225; p =.799] (Fig. 1). Side did not interact with the line length [F (1, 71)
=.921; p = .341] suggesting that the bisection error did not depend on
line length (60 mm vs. 80 mm).

Condition 2. A significant main effect for side was observed [F (1, 71)
=15.621; p <.000] regardless of age [F (2, 71) =.251; p =.778]. However
subjects bisected the line closer to the side of the 2-dot array instead of
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the closer to the side of the larger quantity. We found no interaction be-
tween line length (60 mm vs. 80 mm) and side [F (1,71) =.715; p =.401].
We could not replicate the findings of de Hevia & Spelke (2009) at age
between 3- and 5-year olds, where the bias occurred towards the larger
cardinality controlling the contour length of the flankers.

Condition 3. A side effect was not observed [F (1,71) = 2.016; p =.160]
in the condition where the size of the gap between the flanker and the
line was controlled using a defined contour. We also did not find any de-
velopmental progression [F (2,71) =.170; p = .844].

Condition 4. A marginal effect for side was observed in the Exp 4 [F
(1, 71) = 3.366; p = .071], showing that subjects bisected the line closer
to the side of the smaller cardinality. Age effect was also not found [F (2,
71) = .489; p = .615]. Side did not interact with line length [F (1, 71) =
.974; p =.327].

Discussion

The present experiment investigated the developmental trajectory of
spontaneous mapping of number into space in preschool children, using
the line bisection task (de Hevia & Spelke, 2009; Gebuis & Gevers, 2011).
Previous studies have opened a discussion on the role of visual cues on
number processing and on which dimensions of magnitude are relevant
for spontaneous weighing. The question raised from these findings is
whether children in early ages are able to extract quantities from the vis-
ual-spatial arrays independently of the effect of visual cues or they tend
to rely on the visual-spatial properties of non-symbolic stimuli for
weighing. On the other hand we expected a developmental change from
a more visual-spatial cue driven weighing to a more abstract and inde-
pendent number processing.

Our research has shown mixed results for the line bisection bias at
age of 3-, 4- and 5-years (Table 2). We found side effect towards the
larger numerosity only in the original de Hevia & Spelke (2009) para-
digm (Cond 1) regardless of age where the surface area of the flankers
occupied by 2-dot and 9-dot array was equal. On the contrary, children
showed bias towards the smaller quantity when the array of dots occu-
pied a larger surface (Cond 2, Cond 4), though the total contour of dots
was equal. Furthermore, when identical black circle enclosed the dot ar-
rays (Cond 3), providing a visual cue for equal subtended area of the
flankers, no side effect appeared. We found consistent result only with
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the study of de Hevia & Spelke (2009, Exp 3), while the other findings did
not support any bisection biases towards the larger number (de Hevia &
Spelke, 2009, Exp 5, Exp 6; Gebuis & Gevers, 2011, Exp3).

These findings imply that children between 3 and 5 years use quan-
tity information, but the side effect depends on the directly available vis-
ual-spatial information. When the display was perceptually controlled
for both the size of the gap between the flanker and the line with a black
circle and for the total surface of dots, children were unable to extract
automatically the numerical information from the visual arrays of dots,
because the visual-spatial cue did not support the cardinality. While in
other conditions different manipulation of the dot array configuration
yielding different bias depending on the total surface occupied by dots
and total subtended area, suggesting that children’s spatial biases were
influenced by non-numerical properties of the visual display (Longo &
Lourenco, 2007; Gebuis & Gevers, 2011). Similarly, the perceptual prop-
erties of the stimuli are inevitably linked to the number sense (Cooper,
1984), for example children often believe that the physical ‘bigger’
means ‘more’ (like numerically ‘more’ set was ‘larger’ in physical size). It
is possible that the spatial representation is potentially informative con-
cerning cardinality in early ages. Spatial information like distance, direc-
tion, surface area is able to mobilize discrimination strategies for the
quick extraction of cardinality from the surrounding environment. Espe-
cially, direction might play an important role in the extraction of numer-
ical information.

In sum, different sources of magnitude information (dot size, overall
area, subtended area) might lead to different spatial biases depending on
the available visual cues before formal reading practice and schooling
and the reliance upon visual cues decreases with age (Halberda & Fei-
genson, 2008). It is possible that children compared with adults are not
efficient enough in inhibiting other visual information of magnitude that
is automatically extracted in a numerical display (Soltész et al, 2010).
The present experiment showed that line bisection bias is influenced by
non-numerical cues in preschool children.
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THE SELECTIVE MUTISM AS AN ANXIETY DISORDER

Gabriella Kiraly

Abstract

The anxiety and the speech inhibition arising from it is not an extraor-
dinary phenomenon in early childhood, as relatively many children
reach the point when they temporarily deny the verbal communication
when they get to kindergarten or to school Nevertheless, in the majority
of the cases the parents and the pedagogues are able to prevent by in-
stinctive tact and the necessary turning towards the children the fixing
of such wrong speech format.

Fortunately, there are relatively few children who live for years in self-
imposed muteness, hiding from the world in their shell.

The child psychologist often meets cases when the parents go to the spe-
cialist due to their child’s different anxiety complaints. Nevertheless, ac-
cording to my practical experience - there are very few such young chil-
dren whose parents appear at the specialist due to their child’s selective
(partial) muteness. It is an exciting mental experience and a challenge
as well for the specialist to encounter such a childhood pathology which
can be rarely met in the everyday life and at the psychology consulting
hours.

Due to the overlapping between the selective mutism and the symptho-
matology of the social phobia nowadays more and more authors sug-
gest that the selective mutism should be considered as the sub-type of
the anxiety disorders. My practical experience gained during the deal-
ing with children suffering from selective mutism support the observa-
tion that these children live through extreme anxiety from time to time.
Based on all these theoretical and pragmatic thesis, I analyse the selec-
tive mutism as one of the forms of the anxiety disorders.!

1 This article has been reviewd by Dr. Eniké Gyorké assistant professor, Univer-
sity of Pécs.
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The selective mutism as anxiety disorder

... Silence.

Though silence is a puzzle

Sometimes.

‘Cause maybe grown into laments,

Petrified ohs, died out sighs,

Some wouds covered by fine crusts,

Tiny fresh blossoms,

Anxious, great-great fears

Hide beneath stones, woods, snow and silence...”

(Sandor Reményik)

One of the basic condition of adapting into society is that we should
be able to communicate our feelings and thoughts to others and to be
able to perceive the other people’s thoughts and feelings, that is to com-
municate with each other. The human communication is a complicated
process and it is done though more channels at the same time and the
individual channels take part combined in the process of communica-
tion. The verbal channel, the speech, is the most specific method of com-
munication in case of humans and it is in its own able to transfer the most
different information. From all the channels this one has the most com-
plicated code. The speech is a cultural produce, it evolved through the
development of mankind. The communication, the message is necessary
during the human cohabitation. The speech is one of the fundamental
tools of our social existence and it is its unavoidable result as well. The
children have to adopt at the beginning only the communication habits
of a smaller community, that of the family and this is the only one they
have to adapt to. Later, during the development process, this micro-com-
munity is enlarged and the children have to live up to the demands of the
wider family, and later on the stage of the secondary socialization (kin-
dergarten, school, etc).

During the early stages of getting into a community relatively many
children encounter temporary difficulties the flawless communication
with others but in the majority of the cases these difficulties are transi-
tive and the children soon learn the rules of communicating with their
peers and the stranger adults as well. Nevertheless, there are children
who do not speak in the community or in unknown places and environ-
ment despite the tact and the necessary empathy of the pedagogues
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while their communication at home is completely unperturbed - they
are the children with selective mutism. The phenomenon had been
known as elective mutism in the bibliography till the 1990s. The DSM-
I11-R still talks about elective mutism while the 1994 edition of the DSM-
IV uses the term selective mutism. The term has been changed because
the new terminology wishes to lay less emphasis on the deliberateness.
Consequently, we cannot say that the child has deliberately elected that
he or she will not speak but that the problematic behaviour appears se-
lectively depending on the social context. In the following part of my
study [ use the terms selective mutism and elective mutism as synonyms
of each other.

Fedor defines the elective mutism as follows:

“The symptomatology is characterized by strong emotionally defined
selectivity in speech. The child presents good speech abilities in certain sit-
uations while in others the child does not speak. This manifests most often
firstin early childhood. In the typical instance the child speaks at home and
to the close acquaintances but at school and in the presence of strangers
keeps quiet. Usually the mutism pairs with strong personality characteris-
tics, as the social anxiety, withdrawal, hypersensitivity and opposition. At
small percentages it pairs with speech development and articulation dis-
order.”

The thilogy of the selective mutism

A unified theory regarding the etiology of the symptomatology is not
to be found in the bibliography, the authors concentrate to different psy-
chic phenomena according to their theoretical orientation and their in-
dividual view upon their profession.

While studying the different theoretical approaches Youngerman3
draws the attention to the oral trauma, the psychic trauma at the begin-
ning of the speech development and to the pato-psychologic possibility
of the family secret.

2 Fedor, 1. (1996): Elective mutism. In: VETRG, A.: Child and youth psychiatry
(2008). Medicina Publishing House6 Zrt, Budapest. p. 334..

3 Youngerman, 1979, cit.: Sarkadi, B. (2002): Selective mutism. In: Teenager and
child psychotherapy special journal,, 2002/No 1., p. 3-14., Own way Foundation,
Budapest
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Jaky* accuses the micro-social environment of the family for the de-
velopment of the elective mutism, together with the traumas that have
been born in the wider social environment and the hereditary, constitu-
ent factors. During his studies he emphasizes the following factors as be-
ing not possible to omit the etiology of the illness:

1. Disorder of the family links, primarily that of the disorder of
the mother-child relationship.

2. The importance of the hereditary susceptibility and of the
learnt model.

3. The experience of being isolated (in a geographic, or social
manner), which according to him is particularly favourable
for the development of the mutism. The late speech develop-
ment, the rhythm disorder, the articulation disorder and the
parallel presence of the other speech disorders.

4. The role of the unfavourable characteristics, of those which
are different from the average, as the resigning ears, ginger
hair, spectacles with a lot of dioptres, sometimes the left-
handedness

Lérand> has determined through his own study that in the back-
ground of the symptomatology most often it has to be dealt with poli-
etiologic factors. In this light he emphasizes the role of the hereditary
factors, the characteristics a child is born with, the perinatal nervous
damages, the environmental hazards, the environment poor in stimuli
and the psychic traumas to be found in the history of the illness.

According to the social learning theory the selective mutism may be
interpreted as the special mode of diminishing the anxiety and the fear.
Nevertheless, the symptoms have a rewarding effect as well by drawing
the attention in the social environment as a secondary reward and pro-
vide certain privileges. The theory emphasizes furthermore that the sim-
ilar behaviour of the members of the family is in itself a booster due to
its model providing effect.

4Jaky, L. (1980): Elective mutism . In: Hungarian Peditrist, 1980, 14, 2,p 214-219.
Budapest

5 Lérand, B. (1961): The catamnezis of the children with elective mutism. In: Neu-
ral Review XIV./. 1. sz. p.16-26., Budapest
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The psycho-dynamic explanation shows that the symptom has a neu-
rotic family balance up-keeping function as well beyond the individual
pathology. Regarding the origin of the illness the traumas suffered dur-
ing the vulnerable phase of the speech development are emphasized. Ac-
cording to the psychoanalytic perception the selective mutism children
were fixed in the anal libido phase or they are regressed towards that
and they are especially loaded towards their mother with aggressive and
destructive impulses. As these instinctive aspirations are forbidden, they
look for less important persons towards whom they can find deduction
or a way out. The representatives of the theory show furthermore that
the ambivalence of the child towards the mother can be reached on site
in the aspirations towards the holding on and controlling as well as to
the torture at the same time.

Ger6® - based on the work of Hermann - considers as primary the
unsettled way the child holds on to his or her mother in the development
of the elective mutism. The child as his or her mother does not answer to
the signals related to the necessity of holding on to the mother, she lives
through the uncertainty of the relation with the mother. Ger6 draws an
analogy based on the identification process between the shameful silenc-
ing of the traumas the mother has had to live thorough in her childhood
and the muteness of her child. In the meantime he shows that the silence
in the community provides a positive possibility for the reproducing of
the shameful situation which further improves the lack of the speech ca-
pability, and it flaws the clinging to the contemporary peers and it dis-
concerts the possibility of clinging into and fitting into the peer group.
From the point of view of the development of the symptom it also draws
the attention to the importance of the negative experiences as well.

According to Glanzmann'’s” view as the child answers to the environ-
mental harms with passive resistance the symptom complex may be con-
sidered as a passive chain reaction.

The trends examining the family structure draw back the spring of
the elective mutism to the pathologic operation of the family structure.
The disorder of the family atmosphere is most often to be found in the

6 Gerd, Zs. (1988): The role of the holdin on-syndrome int he development of one
of the types of the elective mutism. In: Ger6, Zs. (szerk.): Clinical child psychology
studies . Academy Publishing House , Budapest

7 Glanzmann 1950, cit.: Lérand, B. (1961): The catamnezis of the children with
elective mutism. In: Neurological review, XIV. year No 1. p. 16-26., Budapest

139



non-proper mother-child relationship. In the families of the children
producing the symptoms can often be observed as a tendency the brush-
ing off os the conflicts and their silencing. The structure of the family is
often characterized as “ghetto family” or “family fortress”, as it is increas-
ingly true for these families their seclusion from the outside world and
the phenomenon of isolation. 8

Bergman? sees a connection between the development of the selec-
tive mutism and the traumas encountered in the family and the neurotic
illnesses.

Jaky0 sheds light on the fact that the stubborn silence of the child
may as well be activated the dominant refusing as the intruding mother.
According to his experience the characteristics of the mother who has a
child suffering from selective mutism are the excessive orderliness, the
pedantery and the perfectionism which they demand form the child as
well. In his study he explains that the refusing, cold or as the opposite,
the over caring, pushy growing up attitude builds up the oppressed ag-
gression in the child, which has as its spectacular deduction the “volun-
tary muteness” as its symptom. This muteness is such a faulty defence
mechanism which at the same time produces positive possibility for the
oppression of the aggression and for its expression. This symptom is
such a passive aggression for which the background is the over limita-
tion, the blocking, the denial and the withdrawal of love may be present

Fedor!! shows that in case of the children suffering from selective
mutism it can often be experienced that during their first years their
mother over feared fro them, limited their independence. Analysing the
contact system of the families he found that the social network of these
families is usually restricted.. He hints that in case of the existence of the
selective mutism there is usually a positive anamnesis towards the psy-
chic illnesses. During the study of the pathogen elements Salfield!2 finds
the extremely unsettled family as crucial. Finally the family-sympto-

8 Fedor, Uo.

9 Bergman 2002, cit.: Kuncz, E. (2003): Realizing the selective mutism. Manu-
script. ELTE GHealing Pedagogy Faculty Practising Healing Pedagogical Servicve
Institute, Budapest

10 Jaky, Uo.

11 Fedor, Uo.

12 Reed, 1963, cit.: Gerd, Uo.)
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matology data prove that in the previous lives of the parents with chil-
dren suffering from selective mutism the aspiration to social phobia and
the diverting behaviour is present in a proportion of about 70%. 13.

Thus the ethologic factors that cause the selective mutism - as it
comes out from the previous analysis — can be most varied. Only the re-
sult is the same in all instances: taciturn, passive child who rejects eve-
rything, and who is able to live for years closed in his or her own prison,
wrapped in silence.

The diagnostic criteris and symptomatology of the selective mutism

Although the characteristic symptoms had been described much ear-
lier the disorder had not been present in the DSM until 1980. AS I hinted
earlier the phenomenon had been known as elective mutism in the bib-
liography. The DSM-III-R (1991)4 still talks about elective mutism, yet
the DSM-1V 1997 edition?> already uses the term selective mutism.

The DSM-5 released in 2013 enumerates five criteria for the diagnos-
tic category of the selective mutism:

,F94.0 Selective mutism

A. The person is consistently unable to speak in such concrete social
situations in which he or she is expected to speak (id.e. at school)
despite speaking in other situations.

B. The symptoms impede the school or workplace achievement or the
social communication.

C. The period of time during which the disorder is present is at least
one month (this is not restricted to the first month at school).

D. The failure of speech cannot be assigned in social situations to the
knowledge of the language or the lack of its secure usage.

E. The symptoms cannot be better explained by communication dis-
order (for example with the initial continuity disorder of the
speech in childhood) and they do not appear exclusively during

13 Kuncz, Uo.

14 DSM-III-R (1991). The statistic and diagnostic manual of the mental disorders.
Hungarian Psychiatric Society , Budapest

15 DSM-1V (1997). The DSM-1V diagnostic criteria. Animula Association, Budapest
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autism spectrum disorder, schizophrenia or other psychotic disor-
ders.” 16

The definition of the selective mutism according to the 10t version
of the International Classification of Illnesses:

“Strong, emotionally determined selectivity in speech, the child shows
good speech abilities in certain situations, while in others does not speak.
The disorder usually pairs with serious personality disorders as the social
anxiety, shyness, (over) sensitivity and resistance.” 17

Due to the overlaps between the selective mutism and the social pho-
bia nowadays more and more authors suggest that the selective mutism
is not an individual symptomatology but a form of manifestation of the
social phobia.

The prominent specialist of the topic, Elisa B. Shipon-Blum18, after
studying almost 500 children suffering from selective mutism puts the
symptomatology within the childhood anxiety disorders.

The Anxiety Disorders Association of America suggests it should be
considered that at the new classification the selective mutism to be con-
sidered the sub-type of the social phobia. The basis of rethinking is given
by the fact that at least 97% of the children suffering from selective mut-
ism can be found the DSM criteria referring to the social phobia or the
avoidant disorder?®

Bergman?® emphasizes that the denial of speaking is one of the most
sensitive indicators of the behavioural inhibition which increases the
risk of later development of the anxiety disorders. His conception sug-
gests the development manifestation of the social phobia.

Shipon-Blum?2! draws the attention the fact that at the most affected
children a strong predisposition can be found to later developing of the
anxiety disorders. This statement is supported by the retrospective re-
ports of those persons - who showed selective mutism in their childhood
- and who after the disorder ceased in their adulthood often report such

16 DSM-5 (2016) Diagnostic classification system, . Oriold et al., Budapest. p. 192..
17 BNO-10 Pocket edition (2006). Animula Prss, Budapest. p 160..

18 Jacqui Goetz, 2001, cit.: Kuncz, Uo.

19 Kuncz, Uo.

20 Bergman, 2002, cit.: Kuncz, Uo.

21 Shipon-Blum 2001, cit.: Kuncz, Uo.
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anxiety symptoms which make the development of their social contacts
more difficult.

The description of the symptoms of the selective mutism the authors
mention beyond the non-speech the retractable, depressive behaviour,
the extreme shyness, the separation fear and the diminished self-valua-
tion, as well as the sleeping and eating disorders, enuresis, encoprezis.
They emphasize that the symptoms come into existence as the result of
the anxiety, and they are not the result of autism, mental disability, stub-
bornness, or any kind of manipulation. These children are problem free
at home in their “comfort zone” but in certain social situations they be-
come still in an almost statue-like manner, the fear acts so paralising that
they are unable to speak (“the words freeze to their throats”).

Lorand?? studying the characteristics of the children showing the
symptoms of selective mutism assesses that the suppressed, shy, anx-
ious, sensitive base character is to be found in the majority of the cases.
He shows that at some the severe motivation disorder - in case of being
called to speak - became a face rigidity reminding of stupor, clogged
moth, rigidity, that is quasi a reflex of pretending to be dead mechanism
reflex.

Fedor?23 places the unusual characteristics of the children to the asso-
ciated characteristics of the symptomatology, primarily the stubborn, ar-
tificial behaviour during the first years of the child. Furthermore he em-
phasizes the extreme shyness, the predisposition to social isolation, re-
gressiveness, the over attachment to the parents, the apparition of the
compulsive features, the negative behaviour, as well as the aggressive
outbursts of temper at home and the frequent hostile behaviour at home.
Furthermore he emphasizes that the lateness of the speech development
in the first two-three years is often to be encountered and that the speech
development and other articulation disorders are to be found in 20-50%
of the cases at the emergence of the symptomatology as well.

The authors agree that the selective mutism becomes evident when
the child gets into a community but its emergence should be put at an
earlier age. Most put this age at around 4-5 years of age. Steinhausen and

22 Lorand, Uo.
23 Fedor, Uo.
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Juzi?* emphasize at the same time that it is difficult to define the precise
beginning of the illness. Even the mothers do not remember the start of
the muteness, in their report the expression “he has always been shy”
time definition is the most often one.

Sarkadi?s in his study emphasizes that in case of the selective mutism
sufferers the varied forms of the psycho-pathologic picture enhances
that supposition that the cases which have been diagnosed do not fit into
a unified nozological category, but the speech as a symptom is only a part
of a characteristic constellation. The estimated frequency of the selective
mutism is 3-8 cases within ten thousand children and it is a little more
frequent at girls than at boys. And although the authors agree with no
exception that the selective mutism is a rare disorder, Kuncz?¢ draws the
attention to the fact that this statement has been set based on very few
experiences with scientific pretension. Before 1997 only two studies
made in communities regarding the spread of the symptomatology
based on the results of the studies had been published. The first one was
published in the United Kingdom in 1975, where - during the examina-
tion of 6072 children who were starting school - the pedagogues re-
ported that 0.69% of the children had been completely mute during the
first eight weeks. Nevertheless by the end of the school year only 0.08
kept silent.2”

Fedor28 draws the attention to the fact that during the examination of
the differentiated diagnose of the syndrome the symptomatology has to
be dissociated from the deafness, the mental retardness, the infantile au-
tism, and other disorders related to attachment.

Treatment of the selective autism

Loérand?° considers the basic condition of the successful therapy that
sufficient period of time has to be available. He emphasizes that the

24 Steinhausen and Juzi 1996, cit.: Sarkadi, B. (2002): Selective mutism. In: Teen-
ager and child psychotherapy psychoanalytic journal, 2002/1. p, 3-14. Own way
Foundation, Budapest

25 Sarkadi, Uo.

26 Kuncz, Uo.

27 Bergman 2002, cit.: Kuncz, E. (2007): The recognition of the selective mutism.
Specialist service booklets. Public oundation for the Disabled Children, Budapest
28 Fedor, Uo.

29 Lérand, Uo.
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speech inhibition can be ceased only in 2-3 months on average but in
more serious cases even 5-7 months may be needed. Jaky3 shows him-
self again that in case of the imprinted symptoms the psychotherapy
takes a long time. According to his experience often 1-2 years may pass
till the child who self-imposed the silence can be returned to the commu-
nity. He considers the precise revealing of the mother-child relationship
and its influencing the dexisive element of the therapy He believes that
the educational advices and the game therapy completed by the inter-
vention towards recalibrating the social environment are the methods
which yield results. In some cases he thinks as useful to administer psy-
chotherapy enhanced with drugs. According to his experience it has to
be naturally accepted if a child who has been silent for years speaks at
last. It cannot be considered a positive confirmation, what is more, in
many cases it makes the situation of the child even more difficult if his or
her accomplishment is encountered with joyous excitement. He sum-
mons the factors which have an effect on the successful therapy in four
elements:

1. The coordinated work and cooperation of the child and the ther-
apist, the intimae relationship based on trust which develops af-
ter the first few encounters.

2. The will to cooperate of the parents and pedagogues, their need
and ability to change.

3. The child’s level of intelligence (the higher, the more probable
the success).

4. The motivation of the child to just like the other are.

Kalmar3! suggest the following principles o be kept in mind by the
pedagogues dealing with children with selective mutism - as part of the
general environment regulation of the behavioural modification - :

- Nobody, under any circumstances should make the child feel
that he or she does not speak.

- Nooneshould try - not even bona fide - to make the child speak.

- Ifany of the members of the staff that the child speaks, that per-
son should take this as a natural thing as in case of the others.

30 Jaky, Uo.

31 Kalmar, E. (1976): Therapy of the partial muteness by behavioural modifica-
tion techniques in kindergarten environment. Workshop study. Capital Pedagog-
ical Institute, Budapest
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The child should not be praised for speaking but if the person is
able to, he or she should talk spontaneously with the child.

- Ifthe pedagogue hears that more children mock or try to make
the child suffering from selective mutism speak he os she should
definitely stop it.

- In case one of the children makes remarks like “this child is
dumb, ha cannot speak”, the adult should act similarly as in the
previous instance, like saying “he can speak, he speaks when he
wants to”.

Ger632 by analysing the therapy process of the selective mutism finds
that the therapy is divided into the following three elements:

- The shaping and up-keeping of the child-therapist relationship;

- The projection material brought by the games, especially by the
puppet games;

- The social intervention intended for the changing of the child’s
actual situation. .

According to him, the three elements contribute in different manners
to the development of the illness and the healing process, but the effect
of all the three factors prevails combined and on its own as well.

Fedor33 in his studies draws the attention that in case of the selective
mutism we can expect the most success from the usage of the complex
therapy protocol, that is the behavioural therapy, the family therapy and
the game or creative therapy combination. According to his view the
therapy should be started with some family sessions to clarify the com-
munication patterns within the family, the possible coalitions. He be-
lieves the family interviews as being useful for revealing the aggressive
passions among the family members. He further shows that there is no
indication for the drug treatment of the selective mutism. He considers
the place of it only for the swifting of the initial therapy effect, but at the
same time he emphasizes that on cannot expect serious improvement
from it.

Blum has worked out a remarkable therapy for such selective mutism
suffering children in case of whom the behaviour therapy had had no ef-
fect. The “audio-feed forward intervention” method is an earlier therapy
trial the adaptation of the “video self-modelling” from video to audio

32 Gerd, Uo.
33 Fedor, Uo.
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technique. The essence of the therapy model stands in recording the con-
versation of the member of the family with the child, then the answers
given by him or her - which had been originally put by the member of
the family - are cut together with the stranger target person (for example
kindergarten teacher, teacher). By this the child gets to know how it
would be if he or she had a conversation with the target person. The child
previously gets informed regarding the technical application and follow-
ing the proper preparation he or she does not get unexpected listening
of the “manipulated dialogue”.34

Sarkadi35 during the examination of the therapy situation of the chil-
dren with selective mutism shows that the characteristic and especially
frustrating feature of the therapy of the symptomatology is that the con-
tact built up at the previous sessions practically disappears ba the next
session and everything has to be started again from scrap. According to
his experience the therapy sessions initially pass through complete re-
fusal which is worsened by the fact that it cannot be known how long it
will last as in cases it extends to the complete session. He emphasizes
that the therapist has to face that uneasy feeling that he or she may do
anything it will remain an enemy and the more he or she would like to
get a contact, the more he or she proves his or her goodwill towards the
child, he or she becomes more and more frightful. The therapist has to
learn to accept those situations when he feels as being totally incapable,
worthless, what is more, bad, aggressor. He sees the starting point of the
therapy in the development of the mental capacity in which process the
most important role is born by the playful interaction.

Kuncz3¢ during the treatment of the selective mutism suffering chil-
dren draws the attention to the following principles to be followed:

- In case of using any of the therapies the gradualism, the high
level of patience, the carefulness and the tact are indispensable.

- Forcing the speech does not help, on the contrary, it pulls back
the process of healing.

- In order to support the process of the therapy it is very im-
portant to cash in on the child’s outstanding capabilities (for ex-
ample music, visual culture, sports, etc.).

34 Blum, 1998, cit.: Kuncz, 2003
35 Sarkadi, Uo.
36 Kuncz, 2003.
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- The introduction of the small rewards even in case of minor
changes and developments is important for the assurance of the
positive confirmation.

- The behaviour showing exorbitant enthusiasm and far-fetched
emotional reactions has a negative influence on the therapy.
Burling37 has the example of a little boy who spoke for the first
time in the classroom after a long period of silence. As the peda-
gogue hugged him with a loud happy outcry, the child has not
spoken for another year.

- The relief of the anxiety is an important task, but it is not sure
that this will be the key of the verbal communication. As the
mutism is the ingrained strategy of the dealing with the anxiety,
which guarantees the continuous strengthen of the member of
the family speaking on behalf of the child (the mother as the in-
terpreter). It is known from the reports of the former selective
mutism suffering children that they had been afraid of the atten-
tion they got when they started to speak.).

- Itisadvisable for the parents to offer such free time activities for
their child outside the institutional framework of the education
when he or she can be together with his or her fellows.

- Itis indispensable that the school (kindergarten) takes into ac-
count the child’s special educational needs and gets hold of the
rights and possibilities of the positive discrimination offered by
the public education act (for example the child may get exempt
from the oral answers, he or she may record his or her oral an-
swers at home, etc.).

- Inakindergarten environment the shape of the child’s contacts
depends highly on the personality of the kindergarten teacher.
If he or she can make the child different character accepted by
the others the child will not fear the community, will not isolated
himself or herself from it, but without words, will still be a com-
plete member of the group. The necessarily sensitive kindergar-
ten pedagogue will not enforce the child’s verbal manifestation
but accepts him or har as it is. The teaching of the “whispering”

37 Burling, 2002, cit.: Kuncz, 2003
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method may help some of the small children to find the way in
the social environment.38

Vetrd3? during his therapy of the selective mutism besides dealing
with the children thinks it is important the systematic keeping in touch
with the parents and the common (parents and children together) con-
sultations. They emphasize that for reaching the therapy aim the flexibil-
ity and openness are indispensable together with the usage of the possi-
bilities given by the natural flow of life. At the same time they emphasize
that at the setting of the aim of the therapy beyond the strengthening of
the speech, attention has to be paid to the development of the social ca-
pabilities as well.

Studying the prognosis of the selective mutism Fedor4? shows that in
most cases the voluntary silence lasts only for a couple of weeks or
months but in more severe cases even for more years. If the sympto-
matology is present till adulthood then it seriously damages the learning
of the social capabilities, the social adaptation and the progress in stud-
ies. Kolvin and Fundudis*! based on 5-10 years of following studies show
that from the children suffering from selective mutism, according to the
results of the study, less than a half have been cured. Nevertheless they
declare that prognosis studies lasting till the adulthood have not been
made, consequently a good prognosis is not available, but the cases
which do not improve till the age of 10 can be considered as bad progno-
sis.

Although all specialists know that making a child who voluntarily
wrapped him- or herself in silence is not an easy task, by exploring the
reasons behind the symptoms and supporting the social environment it
is not an impossible mission.

38 Aszalai Anett - Horvath Judit - Horvathné Csapucha Klara - Rénané Falus Julia
(2015): What the kindergarten teacher has to observe, Flaccus Publishing House,
Budapest

39 Vetré, A. (2008): Children and youth psychiatry. Medicina Publishing House,
Budapest

40 Fedor, Uo.

41 Kolvin and Fundudis1981, cit.: Fedor, Uo.
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ZWEISPRACHIGE BILDERBUCHER IM SPRACHERWERBSPROZESS

Agnes Klein - Déra Boronkai - Tiinde Tancz

Abstract

Bilderbiicher sind fiir Kinder von ihrer Geburt da, sie werden als Selbst-
verstdndlichkeit betrachtet, als organischer Teil der Kindheit. Sie geho-
ren in die Familie und die meisten Menschen denken an gewéhnte Sze-
nen, wo Mutter oder Vater dem kleinen Kind zu Hause vorlesen. Was
passiert, wenn dieser Prozess in einer anderen oder in einer von der
Umwelt abweichenden Sprache erfolgt? Sind tiberhaupt Bedingungen
da, dies erfolgreich zu organisieren? In vorliegender Arbeit wird die
Vielseitigkeit der Bilderbiicher im Zweitspracherwerb, ihre Rolle im Li-
terationsprozess beleuchtet, was keineswegs Neuland ist, wie das histo-
rische Quellen belegen.

Bilderbiicher im Spracherwerbsprozess

Der Begriff literacy stammt aus dem Englischen, wird heute oft ver-
wendet. Man kann iiber den Begriff im engeren Sinne lesen, in diesem
Fall bedeutet er die Fahigkeit zum Schreiben und Lesen, im weiteren
Sinne wird er als die Gemeinsamkeit von solchen Fertigkeiten und Er-
fahrungen aufgefasst, die sich auf die Erzahl-, Buch-, Bild-, Medien- und
Schreibkultur beziehen (Mehler-Weitkamp, 2013:316). In diesem Sinne
bereichert das Schaffen einer literarischen Umgebung schon im Saug-
lings-Kleinkindalter zu Hause die Kleinen mit zahlreichen, neuen Erfah-
rungen. Fiir Erwachsene ist es wahrscheinlich evident, aber Kinder eig-
nen sich so, auf diese Weise das Blattern, das Halten eines Buches an,
sowie die Tatsachen, dass man von links nach rechts liest, dass auch
Texte Informationstrager sind und dass man einen Text meistens beim
Anfang zu lesen beginnt. Das Blattern erscheint uns Erwachsenen als
eine alltdgliche, automatische Tatigkeit, doch dabei wird es vergessen,
dass es eine komplexe Bewegung ist, und dass es die Entwicklung der
Koordination zwischen den Augen und der Hand unterstiitzt und als sol-
che ist es keine zu unterschitzende Ubung fiir Kleinkinder. Schon Drei-
jahrige sind in der Lage Symbole zu identifizeren und zu sagen, was sie
bedeuten. Denken wir an die einfachsten, alltdglichen Zeichen, die die
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Aufmerksamkeit mit ihren typischen Erscheinungsformen von Super-
markt- oder Fastfoodketten auf sich lenken. Das ist die Situation, wenn
wir mit Kindern Bilderbiicher betrachten, sie merken die einzelnen Bil-
der und die dazugehdrenden Worter, Satze. Kinder profitieren auf diese
Weise aus einer, auch sprachlich stimulierenden Umgebung. In dieser
frithen, miindlichen Phase der pra- und paraliterarischen Kommunikati-
onsformen, wenn z. B. das Erzdhlen, Betrachten, Vorlesen, Singen, Zun-
genbrecher, Fingerspiele und Reime erscheinen und sie die Kinder mit
der Unterstiitzung der Eltern zum Sprechen zum Sprech- und Spracher-
werb motivieren. Diese frithen Lernprozesse funktionieren eben nie al-
lein, sondern nur zusammen, in Kooperation mit Eltern, Grofeltern, mit
Personen, die man liebt, zu denen man Vertrauen aufbaute. Man fiihlt
sich geborgen, dazu tragt auch das Bilderbuch als Teilnehmer am Pro-
zess bei, ,der Gegenstand ladt sich emotional auf” und diese Situation
beschleunigt den Lernprozess (http://www.t-online.de/eltern/klein
kind/id_60881344 /fruehfoerderung-kleinkinder-lernen-mit-bilderbue
chern-mehr-als-mit-tablet-pc.html).

Bilderbiicher sind ,spezifische Schuhwerke” (Stadnik, 2011:7), in de-
nen die Kinder ihre ersten Schritte in der Welt der Literatur machen. In
dieser neuen Welt lernen sie die verschiedenen Blickwinkel und die
Weltanschauungsansichten der agierenden Figuren kennen. Sie werden
in die Lage versetzt aus mehreren Quellen stammende Erfahrungen zu
interiorisieren und dazu angehalten ihre Griinde und Konsequenzen zu
verstehen versuchen (Bobe, 2002:18).

Wie soll die Literatur fiir Anfinger werden, noch dazu, wenn sie in
der zweiten Sprache ist? Wie ist Literatur, die unterhaltsam und ver-
standlich ist, die zum Entstehen von Fahigkeiten, Kenntnissen und zum
Weltwissen der Kinder beitragt? Wir denken an Werke, deren Cover,
Aussehen das Interesse weckt, in denen die Lange des Textes, die einfa-
che und regelhafte Satzstruktur, der Wortschatz die Fahigkeiten der Kin-
der beriicksichtigt und die sich den Erfahrungen der Kinder anschlief3en
(Stenzel, 2009:1). Diese Art von Texten bilden eine Briicke zwischen
Miindlichkeit und Literatur, die das Entstehen des kultivierten Sprach-
gebrauchs fordert (Siebert-Ott, 2011:2).

Zwischen der gesprochenen Sprache und der Kinderliteratur gibt es
keine geringen Unterschiede. In den Marchen, in den Bilderbiichern, so-
gar fiir die Kleinsten, kdnnen wir auf indirekte Rede und Narrativen sto-
3en, obwohl das Letztere eher fiir die Buicher der dlteren Kinder charak-
teristisch ist. Diese Strukturen sind fiir den tiglichen Sprachgebrauch
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nicht typisch und besonders nicht in einer so durchdachten und abge-
fassten Form. Man muss nicht betonen, dass dies eine hervorragende Ge-
legenheit zu ihrem Erwerb, ihrer Anwendung und zur Aneignung der Re-
gel dieser Strukturen bietet. Was die Lexik betrifft, finden wir in diesem
Bereich dhnliche Vorteile. Die Kinder kénnen Schattierungen, Synonyme,
Antonyme und Homonyme kennenlernen, die in der gesprochenen Rede
nicht oder nicht in dieser Quantitit vorhanden sind. Die Satzstrukturen
weisen eine Regelhaftigkeit auf, die eher fiir die Drucktexte typisch ist.
Gawlitzek (2013:308) verglich in ihrer Erhebung deutsch- und englisch-
sprachige Kinderbiicher miteinander. Sie stellte fest, dass prinzipielle,
linguistische Unterschiede nicht vorhanden sind, die Unterschiede ent-
stehen aus der typologischen Diversitat der beiden Sprachen. In diesem
Sinne kann man auf die Internationalitat der Kinderliteratur auf den er-
wahnten Ebenen und Punkten hinweisen, was noch einmal die Wichtig-
keit des Miteinbeziehens der Kinder- und Bilderbiicher beim Zweit-
spracherwerb betont. Die Kinderliteratur erfiillt eine Briickenfunktion
in Richtung Literatur und akademisch-kognitive Sprache auch in linguis-
tischer Hinsicht. Sie ist das Sprungbrett, das die Kinder auf die nachste
Stufe der linguistischen und literarischen Stufe katapultieren kann.

Das Verhiltnis zwischen Bild und Text in den Bilderbiichern

Das Kennenlernen des visuellen Codes beginnt, wenn Kinder mit in
etwa neun Monaten fahig sind einfache Gegenstdnde auf Bildern zu er-
kennen und einzuordnen. Dieser Prozess begleitet uns auf dem Weg des
Erwachsenwerdens, eigentlich ein Leben lang. Neben dem erwahnten
basalen Kod, der schon frith erworben wird, existieren universelle
Codes, wie zum Beispiel die Unterscheidung auf einem Bild zwischen
Weit und Fern oder das Einschatzen von Ortsverhéltnissen. Das Erken-
nen von interkulturellen Codes mag auch nicht immer eine einfache Auf-
gabe sein, aufler die beiden Kulturen stehen nahe zueinander.

Im Falle eines Bilderbuches ergeben sich Text und Bild zusammen die
volle Information. Bild und Text miissen nicht immer miteinander im
vollen Einklang stehen, das Zusammenspiel von Bild und Text kann auf
viele Art und Weise verwirklicht werden. Es kann vorkommen, dass was
auf dem Bild erscheint, vom Text verbalisiert wird, aber es gibt Bilder-
biicher, in denen im Text eingebaute Liicken sind, die durch die Bilder
erganzt und vervollstindigt werden. Nach Kress und van Leeuwen
(1996) sprechen wir beim Betrachten der Bilderbiicher iiber eine Multi-
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modalitit, denn wir werden gleichzeitig mit zwei Zeichensystemen kon-
frontiert, von denen wir alle zwei kennen miissen. Bilder haben eine vi-
suelle Grammatik, daher miissen wir nicht nur die einzelnen Bilder oder
Symbole verstehen, sondern auch ihre Verbindung zu einander und ihre
Rolle in der Interpretation des Bildes.

Gerade diese Eigenschaften der Bilderbiicher verhelfen zum code
switching zwischen Bild und Text. Unter dem Begriff code switching ver-
stehen wir, dass zwischen zwei Sprachen ein Wechsel, sogar binnen in
einem Satz, vollzogen werden kann. Dieser Wechsel wird von den Kin-
dern beim Bilderbuchbetrachten, wahrend sie das Bild sehen oder sie
den Text lesen oder er ihnen vorgelesen wird, fortwahrend realisiert.
Warum das wichtig ist? Laut Kress und van Leeuwen (2006:18): ,die
meisten Texte sind eine komplexe Einheit von Schrifttext und Bild oder
von anderen graphischen oder phonetischen Elementen, die zusammen-
gehoren und als solche erscheinen.” Das Kind betrachtet das Bilderbuch
in der Verflochtenheit ,des Sagbaren und Sehbaren, des Erzdhlens und
Zeigens (Foucault, zitiert von Mitchell, 1995). Wahrend das Kind sich das
Buch anschaut, verbindet es die Kunst des Wortes mit der Welt der Far-
ben, Formen und Gefiihle. Dieser Prozess kann als emotionales Spei-
chern aufgefasst werden (Mérei-V.Binet, 1985). In dem das Gesagte, das
Gesehene, das Gefiihlte gemeinsam dem Kind neue Kenntnisse und Er-
kenntnisse vermitteln.

Das Entstehen einer mehrsprachigen Kinderliteratur

Das ,Schaukeln“ zwischen den beiden Koden: Bild und Text wird in
zweisprachigen Bilderbiichern weiter ausgedehnt, denn hier switchen
die Kinder auch zwischen zwei Sprachen. Dieser Bereich der Kinderlite-
ratur kann keineswegs als Neuland betrachtet werden, denn schon 1653
verfasste Johann Amos Comenius in Sarospatak sein Werk unter dem Ti-
tel ,Lucidarium” auf Latein, das dem Erlernen der lateinischen Sprache
dienen sollte. Das von uns heute bekannte Buch unter dem Titel Orbis
sensualium pictus (Die sichtbare Welt) erschien 1658 in Niirnberg mit
einem Paralleltext auf Deutsch zum urspriinglichen lateinischen Text,
vom Verleger angefertigt, wahrscheinlich ohne die Einwilligung von
Comenius  (http://kunst.erzwiss.uni-hamburg.de/Meyer/Hypermed/
ftinhalt.htm). Im Buch befinden sich 4000 Worter auf 150 Holzschnitten.
Der Text beginnt bei der Schopfung und endet beim jiingsten Gericht,
wobei die Worter in Textblocke, die wiederum in Spalten geordnet wer-
den. Zwischen Bild und Text besteht eine enge Verbindung, die Teile
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werden mit Nummern versehen, die auf das passende Wort hinweisen
und es erklaren. Wird das Buch fiir Kinder vorgelesen, so spielen nicht
nur die Augen eine wichtige Rolle, sondern auch das Ohr, als ein weiteres
Sinnesorgan. Auch kleine Kinder verstehen die Bilder, die Texte sind ein-
fach und leicht nachvollzuziehen, so wird das Lernen interessant und
amiisant. Das wichtigste aber, was den Kindern versprochen wird, ist,
dass alles was im Buch vorkommt, benannt wird, eine Bedeutung be-
kommt. Jedem Kapitel geht ein Holzstich vor, auf dem die Worter anhand
von Bildern erklart werden. Zu jedem Bild, das einen Teil der Wirklich-
keit darstellt, gehort ein Begriff, der durch Bild und Text eine Bedeutung
erlangt. Das Buch ist wie ein Worterbuch aufgebaut, also auf der Halfte
einer Seite befinden sich die deutschen, auf der anderen Halfte derselben
Seite die lateinischen Worter. Das Ziel war eindeutig die Unterstiitzung
der Kinder beim Fremdsprachenerwerb, aber auf eine moderne Weise,
die dem Zeitalter weit vorausging: veranschaulichend und auf die Mut-
tersprache basierend, im Gegenzug zu den anderen gelaufigen Metho-
den, die den Grammatikunterricht in den Mittelpunkt riickten. Die Struk-
tur des Buches ist noch weitaus konstruktiver, iber die wir heute be-
haupten wiirden, sie sei multilingual und multimedial. Sie stiitzt sich auf
die wahrnehmbar dargestellten Bilder der Welt und versucht auf dieser
Grundlage den Kindern Latein beizubringen. Dieses Modell gab dem
Sprachunterricht einen neuen Aufschwung und iibt dieses Modell, das
den Erwerb mit Text und Bildern unterstiitzt, auch heute noch auf diesen
Bereich ihre Wirkung aus.

Bild 1: Einleitung Comenius: Orbis pictus

(2 ):fhise

Invitatio. Cinletung.

http://kunst.erzwiss.uni-hamburg.de/Meyer/Hypermed/ftinhalt.htm
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In der Einleitung (Invitatio) sagt der Lehrer (Magister) zum Kind: ,Ich
will dich fithren durch alle Dinge; ich will dir zeigen alles; ich will dir be-
nennen alles.” Die Methoden von Comenius werden in diesen drei Wor-
ten zusammengefasst: fiihren, zeigen und benennen. Fithren, um die Sa-
chen und die hohere Ordnung zu zeigen, um die Aufmerksamkeit des
Schiilers auf den Lerninhalt zu lenken und natiirlich die Wirklichkeit zu
benennen, den Teil der Welt in Worte zu fassen, woriiber man reden
kann. Laut Comenius verfiligt das Buch Orbis pictus iiber drei Vorteile: es
hilft beim Erwerb, lasst das Lesen lieb gewinnen und bietet einen dsthe-
tischen Genuss, damit die Kinder in den Biichern nach der Schonheit su-
chen. Das Werk ist nach pansofisch-enzyklopadischen Vorstellungen
strukturiert, das die Welt harmonisch darstellt und ordnet. Kein Wunder
also, dass es im ersten Kapitel um Gott geht und im zweiten um das
Jiingste Gericht. Das Buch ist zweisprachig und das ist sein auffallendstes
Merkmal. Diese Tatsache wird in der Einleitung betont: ein Wort ent-
spricht dem anderen und eine Zeile der anderen (Csorba et al, 1990).

Bild 2: Comenius: Orbis pictus: Tierwelt
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Kein Wunder, dass das Werk in viele Sprachen iibersetzt und in vie-
len Landern ausgegeben wurde, bis im 18. Jahrhundert sich das Sach-
buch fiir Kinder herauskristallisierte.

Das 18. Jahrhundert brachte auch in der Padagogik bedeutende Ver-
anderungen mit sich. Als Vorbild diente immer noch das Werk von
Comenius, doch der Magister leitet und fiihrt nicht mehr, sondern er be-
gleitet eher das Kind. Das Kind steht im Mittelpunkt, der Lehrer erklart
und hilft, falls es gebraucht wird. Dem natiirlichen Entwicklungsprozess
entsprechend verlauft der Vorgang vom Einfachen zum Schwierigen und
vom Konkreten zum Abstrakten (von Merveldt, 2013). Auch in der
Sprachpadagogik setzen sich diese Prinzipien durch, erganzend damit,
dass das Spracherlernen auf die Muttersprache gebaut wird. Bis zu die-
sem Punkt finden wir die Gedankenwelt von Comenius. Allerdings wer-
den statt Latein immer mehr die modernen Sprachen, wie Englisch,
Franzosisch oder Italienisch in dhnlichen Bilderbiichern wie bei
Comenius den Kindern beigebracht. Auf die Auswirkung der Industriali-
sierung, die neuen Bediirfnisse des Biirgertums nach Wissen, wie die
technischen Errungenschaften, naturwissenschaftlichen Ergebnisse, so-
wie die geographischen und vélkerkundlichen Entdeckungen erschien
ein neuer Lehrbuchtyp (Pech, 2008). Auch die Worterbiicher ziehen im
Laufe des 19. Jahrhunderts auf die Biicherregale des Biirgertums ein, wie
die selbstverstandlichen Requisiten des gebildeten Biirgers. Neben dem
Zeichnen, Musizieren usw. gehorte auch die Kenntnis von Fremdspra-
chen zu den Kulturtechniken gebildeter Biirger, sie wurden zum kultu-
rellen Kapital des Bilirgertums (Jentgens- Barth, 1998:713-715).

Das wichtigste Ziel der zweisprachigen Worterbiicher des 20. Jahr-
hunderts ist nicht der Sprachunterricht, sie mochten unterhalten, die
Kultur des zielsprachigen Landes dem Leser ndher bringen. Der Urtyp
dieser Art von Worterbiichern und wohl auch das international bekann-
teste ist das mehrsprachige Bildworterbuch von Richard Scarry (1919-
1994). Seine Serie, die mit dem Titel Best Word Book 1963 in den USA
erschien, erlebte mehrere Ausgaben, wurde in zahlreiche Sprachen
tibersetzt, und es ist vielleicht keine Ubertreibung zu behaupten, dass
seine Biicher in die meisten Kinderzimmer Einzug hielten (https://
www.google.hu/search?q=richard+scarry+best+word+book+ever+
1963&tbm=isch&i).
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Bild 3: Best WordBook

https://www.google.hu/search?q=rich-
ard+scarry+best+word+book+ever+1963&tbm=isch&i

Auf Deutsch lautet der Titel Mein allerschénstes Worterbuch und hier
werden die Bilder in zwei Sprachen erklart: auf Deutsch und auf Eng-
lisch. Die ungarische Version wurde mit dem Titel: Tesz-vesz szétdr von
Andras Réz iibersetzt und erschien in drei Sprachen: auf Deutsch, Eng-
lisch und Ungarisch. Der Ubersetzer lenkt die Aufmerksamkeit der Leser
auf die Tatsache, dass das Buch mehr als 1500 ungarische Worter bein-
haltet und die anderen beiden Sprachen noch einmal so viele Woérter auf-
bringen, geben wir noch die Zahl der Bilder dazu, die dann die vierte ge-
meinsame Sprache aller Nationen bildet, so sprechen wir von einer be-
trachtlichen Zahl der Informationen. Liebe, antropomorphe Tiere stellen
die Welt, die Gewohnheiten, die Mahlzeiten, die Alltage der Menschen
vor, mit Schauplatzen, wo sich die Kinder zu Hause fithlen konnen, weil
sie fiir sie bekannt sind. Als Grundlage dient die Welt der Kinder, das
Buch hilft ihnen dabei diese bunte Umwelt mit Wortern anderer Spra-
chen zu erschlief3en. Das Buch ist mehr als ein Worterbuch und das nicht
nur wegen der kleinen Aufgaben und Ratsel, die sich auf jeder Seite be-
finden, sondern auch weil es Zusammenhinge gibt, die die Kinder zum
Sprechen anspornen. Die Eigenschaften der jeweiligen Figuren erschei-
nen auf den Seiten und auch ihre Beziehungen zueinander werden nach
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dem Blattern und Anschauen der Seiten erschlief3bar. Die moderne Ver-
sion von Orbis Pictus ist unterhaltsam und bunt, sowie schlief3t auch die
Mittel der Narration und Fiktion ein. Heute werden die mehrsprachigen
Biicher wegen der besseren Verkaufsmoglichkeiten durch bekannte
Marchenfiguren, wie z. B. Barbie oder Geronimo Stilton begleitet.

Heute gibt es illustrierte Marchenbiicher in vielen Sprachen. Es gibt
unter ihnen viele gute Ausgaben, doch es gibt weniger anspruchsvolle
Werke. Dass Kosten und Anspruch, padagogische Fakten und Astheti-
kum schon vor Jahrhunderten nicht so einfach in Einklang gebracht wer-
den konnten, beweist am besten die Aussage eines Verlegers tliber ein
Kinderbuch: ... denn nichts ist wichtiger als das Auge eines Kindes, von
Anfang an, die reale Darstellung der Gegenstande, der echten Verhalt-
nisse, Eindriicke und Begriffe, die in der Seele wohnen und die Angewoh-
nung an die schonen Formen und den guten Geschmack” (Bertuch,
1801).

Zweisprachige Bilderbiicher in Ungarn

Anfang der 1990-er Jahre gehorten die Bilderbiicher von Scarry zu
den beliebtesten und populédrsten Kinderbiichern. Wenn jemand heute
sich auf dem Markt der zweisprachigen Kinder-Bilderbiicher umschaut,
wird enttduscht, weil nicht viele zweisprachige vorhanden sind. Fiir die
Kleinsten gibt es die beiden Bilderbiicher mit den Titeln Das Haus und
Die Farm auf Ungarisch und Englisch geschrieben. Nach den Worten der
Autoren und des Verlags sind sie Worterbiicher zum Schmokern. Der
kleine Maulwurf aus dem Werk Der kleine Maulwurf und die Jahreszeiten
ist ein guter Bekannter. Das Buch, ebenfalls auf Englisch geschrieben,
empfiehlt sich fiir Kinder, die bisschen élter sind (Grundschule) und in
Englisch schon Kenntnisse besitzen. Ganz besonders zu empfehlen ist
das Buch Kindern, die schon Englisch lesen kénnen, denn die Spiegel-
libersetzung der Texte unterstiitzt den Prozess des Leseverstehens und
der Wortschatzerweiterung. Natiirlich diirfen wir dabei auch die Bilder
nicht vergessen, die bei den Texten, in beiden Sprachen, ebenfalls das
Leseverstehen erleichtern. Wahrend man den Markt der zweisprachigen
Biicher erforscht, wird man fiindig und entdeckt die folgenden beiden
Gedichtsammlungen. Robert Stevensons Kindergarten beinhaltet Ge-
dichte auf Englisch und Ungarisch aus der viktorianischen Epoche. In Ka-
talin Gabnais Gedichtsammlung mit dem Titel Fass den Vogel und gib ihn
mir! gibt es ebenfalls englische und ungarische Gedichte. Das zweispra-
chige Marchen 101 Dalmatiner auf Englisch und Ungarisch empfiehlt sich
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den kleineren Kindern. Weitere, langere Romane sind schon eher fiir die
Kinder in der Oberstufe, auch fiir den Englischunterricht geeignet. Zwei-
sprachige Bilderbiicher oder Kinderbiicher, wo ungarisch mit einer an-
deren Sprache gekoppelt wire, konnten wir nicht ausfindig machen, was
sehr bedauerlich ist, doch deutschsprachige Bilderbiicher gibt es in brei-
ter Auswahl. Es gibt Web-Seiten von Verlagen, wo den Interessenten
mehr als 3500 verschiedene Bilderbiicher angeboten werden. Hier gibt
es im Angebot eine Dominanz der deutschsprachigen Bilderbiicher.
Diese Biicher konnen im Hinblick auf den Spracherwerb der Kinder
ebenso niitzlich, wie die zweisprachigen Biicher sein. Sie konnen vielsei-
tig eingesetzt werden, denn die Themen und Inhalte sind sehr weitgefa-
chert. Sie sind fiir Kinder mit deutscher Muttersprache entstanden, was
allerdings mit fachkundiger Unterstiitzung von Erwachsenen (Eltern,
Betreuerlnnen, Kindergértnerinnen, Erzieherlnnen, Lehrerlnnen) von
keinem Nachteil ist. Die Bilder unterstiitzen den Verstehensprozess und
das Blattern, sogar das Lesen oder das Zuhoren beim Vorlesen kann fiir
die Kinder Freude und Erfolgserlebnis bringen. Um die Wahl der Kinder-
biicher zu erleichtern, werden einige Aspekte angeboten:

- Das Buch soll dem Interesse und der Sprachkenntnis des Kindes
entsprechen!

- Der Spracherwerb wird unterstiitzt, wenn die Geschichte Wie-
derholungen beinhaltet, noch besser wenn dieselben Kollokati-
onen, Sitze oder Dialogteile regelméfiig, voraussehbar wieder-
holt werden. Das hilft beim Speichern und iberbriickt die
sprachlichen Schwierigkeiten.

- Weitere Unterstiitzung bedeutet, wenn die Geschichte um ein
bestimmtes Thema mit einem bestimmten Wortschatz aufge-
baut wird z. B: Tiere, Alltag, Farben, Kleider. Das hilft bei der Un-
terscheidung von Bedeutungen und Kinder erhalten eine Be-
starkung, wenn sie tber sich selbst behaupten kdnnen: ,Ich
kenne schon die Tiernamen/Farben auf Deutsch/Englisch.”

- Wie bei den Reimen, so auch bei den Geschichten sollte man
tiberlegen, wie der Wortschatz in den Alltag eingebaut werden
kann.

- Das Lernen ist am effektivsten, wenn die ganze Personlichkeit
einbezogen wird, also soll man Geschichten mit Bewegung, Spiel
oder Musik auswahlen.
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Vorlesen, doch wie? Methoden und Vorschlige

Dass die Bilderbiicher auf die Sprachentwicklung eine fordernde
Wirkung austiiben, wurde plastisch dargestellt, wobei wir ihre bedeu-
tende, asthetische, emotionale und soziale Wirkung auch nicht verges-
sen wollen. Dass das Bilderbuchbetrachten zu Hause mit geliebten Per-
sonen in der Entwicklung der Gefiihle der Kleinkinder eine wichtige
Rolle spielt, wurde ebenfalls erwdhnt. Auf die Phase der ersten Soziali-
sation folgt die Epoche des Kindergartens, wo die Kinder unter der Lei-
tung einer Erzieherln an einer Vorlesesituation teilnehmen. Erwachsene
und Kind werden gemeinsam den Inhalt und die Struktur interiorisieren.
Das Tempo wird dabei an die Fragen und an das Interesse der Kinder
angepasst. Auch der ,Schaukelstuhleffekt” hat hier einen Platz, denn
wenn das Kind danach verlangt, werden die Ebenen: das Bildbetrachten,
das miindliche Erzédhlen und das schriftliche Vorlesen gewechselt. Auf
diesen Begebenheiten basierend, schlugen Whitehurst und ihre Kollegen
(1999:6) die Methoden des sogenannten dialogischen Vorlesens sowohl
Eltern, als auch Erzieherlnnen vor. Heute wird der Begriff interaktives
Lesen immer haufiger in der Fachliteratur verwendet, denn sie geht iiber
das dialogische Lesen hinaus und umfasst auch die Mimik, die Gestik und
alle Bereiche der Beziehung zwischen Kind und Erwachsenen, die dem
Erfassen vom Sinn der Worter und Satze dienen. In diesen Vorlesesitua-
tionen stehen nicht nur die Erwachsenen im Mittelpunkt, auch die Kin-
der spielen eine aktive Rolle. Sie storen nicht, es ist sogar erwiinscht,
dass sie fragen, ihre Meinungen duf3ern. Der kompetente Erwachsene er-
ganzt, vervollstidndigt dann diese Bemerkungen, beantwortet die Fragen
und stellt sie auch, damit ein Gesprach in den Gang kommt und erhalten
bleibt mit dem Ziel eine Interaktion zwischen Kind und Erwachsenem zu
entwickeln. In den folgenden Zeilen stellen wir den Ablauf des interakti-
ven Lesens vor (nach Kraus, 2005 und Mehler-Weitkamp, 2013).

Erwachsene zwei-dreijdhrige Kinder vier-fiinfjahrige Kinder
Fragetechnik - einfache Fragen - komplexe Fragen (Warum?
(Wer? Was? Wo? Weil...)
Wie?) - Riickfrage, Erinnerungsfrage
- die Fragen der Kin- ("Weifdt du noch...?")
der beantworten - Offene Fragen, Fragen, die sich
- weitere Fragen stel- auf die Erfahrungen der Kinder
len beziehen ("Ist dir das schon mal

passiert?")
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Reaktion auf - Wiederholung - Wiederholung

die Auflerung - Hilfe (wenn nétig) - Hilfe (wenn notig)

der Kinder - Expansion - Expansion (Kind: "Da steht ein
Hund." Erwachsene: "Ja, ein riesi-
ger. Nicht wahr?")

Aufforderung - Satz erganzen (,Die Giraffe hat ei-
nen langen..."
- die Geschichte mit eigenen Wor-
ten beenden
- Die Ergidnzungen mit den Kin-
dern wiederholen lassen.
Objekte definieren, umschreiben.

Reaktionen auf Objekte identifizieren und benen-
die kindlichen nen

AuRerungen Implizite Korrektur durch Wie-
derholungen

Expansion kindlicher Aussagen

Das interaktive Lesen empfiehlt sich Kindern, denen wenig oder
iiberhaupt nicht vorgelesen wurde und auch Kindern, die gerade im Kin-
dergarten oder zu Hause ihre zweite Sprache erwerben. Die Exkursionen
und Wiederholungen helfen bei der Speicherung der Woérter. Dem natiir-
lichen, kindlichen Erstspracherwerb gemafd werden die Bedeutungen
aus dem Kontext erarbeitet und auf allen Sprachebenen gleichzeitig ge-
iibt und gelernt. Die grammatischen Strukturen erhalten sie ebenfalls
mit dem Text. Der sprachliche Input steht mit dem bildlichen, visuellen
Input im Einklang, was wiederum das Speichern unterstiitzt und auch
motiviert. Gerade der Einklang der beiden Inputquellen schlief3t Doppel-
deutigkeiten aus, die Eindeutigkeit hilft beim Wortschatzerwerb. Kinder
geniefden die Zeit und eignen unbewusst und nebenbei mehr an, als bei
bewusst hergefiihrten Ubungen oder Aufgaben. Beliebige Biicher, sogar
Fotoalben sind dem Zweck dienlich. Die Hauptsache ist, dass das Niveau
dem Alter und dem Interesse des Kindes entspricht. Je jiinger das Kind
ist, desto mehr Bilder und weniger Text soll es beinhalten. Bilder (Tiere,
Familienmitglieder, Spielsachen usw.) spornen Kinder zum Sprechen
und Nachahmen an. Altere Kinder kénnen schon lingere Texte wieder-
geben oder kreativ Texte vervollstindigend ergdnzen und beenden
(Kraus, 2005).

Natirlich hat das alte, bewadhrte Marchenerzdhlen auch seine Vor-
teile. Es liegt auf der Hand, dass sie im Bereich Horverstehen erscheinen.
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Erwachsenen erzdhlen langsamer, ausdrucksstéarker, wobei sie bei wich-
tigen Stellen, um die Spannung zu erhéhen mit dem Sprechtempo ope-
rieren. Sie konnen kurz anhalten oder langsamer erzdhlen oder aber be-
tonen. Schon in Redefluss lassen sich die Worter segmentieren, tiber-
haupt dann, wenn das Marchen schon des Ofteren gehort wurde. Die Lust
zur Wiederholung wird dadurch erhoéht, wenn Bilder, Handpuppen,
Zeichnungen usw. auch Teil des Vorlesens bilden. Die Integration dieser
Mittel unterstiitzt auch das Verstehen. Das Horverstehen kann wie die
erste Treppe einer Stufe vorgestellt werden, es bildet die Basis im Er-
werb. Auf diese Stufe gebaut, konnen die Kinder die Worter nach dem
Verstehen aussprechen, sie werden die Satz- und Wortakzente, den
Sprachrhythmus anwenden und iiben. Auch kdnnen sie aus diesen Tex-
ten Kollokationen (Es war einmal... usw.) und syntaktische Strukturen
erlernen. Das bildet die Grundlage fiir das Nacherzahlen, Erzdhlen, zu-
erst miindlich und dann auch schriftlich. Genligend Satzmuster und
Wortmenge stehen wihrend des Vorlesens fiir die Kinder zur Verfiigung.
Die Kinder kommen in Besitz von Ausdriicken aus den Bilderbiichern,
die abwechslungsreicher, expliziter sind, als die in der Alltagssprache.
Eine Sprache erwerben wir, indem wir sie auch sprechen, auch das Er-
zahlen und das Nacherzihlen miissen geiibt werden. Die interaktive und
abwechslungsreiche Begegnung mit literarischen Texten bildet die
Grundlage zum Leser zu werden und auch zum fachkundigen Umgang
mit Texten.

Zusammenfassung

Kurz und biindig zusammengefasst erwerben die Kinder durch Lite-
ratur aus Bilderbiichern folgende Erfahrungen: ,...das Fiktionsbewusst-
sein, die Vorstellungskraft, die dsthetische Zeiterfahrung, die Identifika-
tion mit den Figuren und die Empathie entstehen. Sie werden zur Uber-
nahme anderer Perspektiven befdhigt und sie konnen diese auch koor-
dinieren, das macht auch das Verstehen des Andersseins mdglich. Die
spezifischen, literarisch-asthetischen Fahigkeiten entwickeln sich, sie
ermdoglichen, dass die Kinder die Sprache wie Kunst wahrnehmen, Sym-
bole interpretieren, die unterschiedlichen Genres kennenlernen, dass ihr
kulturelles Gedachtnis entsteht und all das in ihre Kommunikation ein-
gebaut wird” (Biiker-Vorst, 2010:35).
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MEHRSPRACHIGKEIT ALS BILDUNGSCHANCE
Sie sprechen fiir uns, sie sprechen vor uns, sie sprechen von uns,
doch mit uns sprechen sie nicht

Claudia Mewald

Abstract

In einer zunehmend globalisierten Welt unterrichten Lehrkrdfte vor-
wiegend mehrsprachige Schiilerinnen und Schiiler. Kompetenzen in der
Anwendung einer fdcheriibergreifenden Mehrsprachigkeitsdidaktik
sind daher zusammen mit der aktiven Wahrnehmung und Wertschiit-
zung der gesprochenen Sprachen in den Schiilergruppen von grofSer
Bedeutung in der Aus- und Fortbildung von Lehrkrdften. Dieser Beitrag
behandelt daher den Kompetenzbereich, welcher Lehrkrdfte befdhigt
und motiviert, sprachliche Bildung als feststehenden und holistischen
Bestandeteil ihres Bildungsauftrags zu sehen. Sieben Kompetenzfelder,
welche Mehrsprachendidaktiker durchdringen miissen, um die sprach-
liche Vielfalt ihrer Schiilerinnen und Schiiler nutzen und effektiv for-
dern zu kénnen, werden beschrieben und im Kontext des sprachen- und
inhaltsintegrativen Unterrichts beispielhaft erldutert.

Einleitung

Der demografischen Konstellation in Europa und den bildungspoliti-
schen Aufgaben einer zunehmend globalisierten Welt entsprechend un-
terrichten Padagoginnen und Padagogen vorwiegend mehrsprachige
Schiilerinnen und Schiiler. Man kann daher sagen, dass sie zusatzlich zu
ihren Unterrichtsfachern immer auch Sprache unterrichten und Mehr-
sprachigkeitsdidaktiker sind.

Als solche miissen sie in der Lage sein, Sprachkompetenz in der je-
weiligen Unterrichtssprache und oft auch in einer lebenden Fremdspra-
che professionell zu vermitteln. Zusatzlich miissen sie auch die Spra-
chenvielfakt in ihren Schulklassen durch aktive Wahrnehmung und
Wertschédtzung der gesprochenen Sprachen sowie das fachliche Ver-
stdndnis durch sprachliche Vorentlastung von Wortschatz und Struktu-
ren fordern. Wenn ihr Fokus alle in einer Klasse gesprochenen Sprachen
umfasst und bei der Erarbeitung von Inhalten auf die Bediirfnisse der
mehrsprachigen Schiilerinnen und Schiiler eingegangen wird, indem die
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jeweilige Fachsprache aktiv unterrichtet wird, kann man von sprachen-
sensiblem Unterricht sprechen.

Der Erwerb von Kompetenzen, welche Lehrkrafte befahigt und moti-
viert, sprachliche Bildung als feststehenden und holistischen Bestandteil
ihres Bildungsauftrags zu sehen, sollte daher im Mittelpunkt aller Aus-
und Fortbildungskonzepte fiir Lehrkrafte des 21. Jahrhunderts stehen.
Zielsetzung ist dabei, die Lehrkréfte und Lernenden dahingehend zu be-
fahigen, sich in einer Welt der sprachlichen Vielfalt sprachbewusst,
selbstbewusst und zielbewusst zu bewegen.

Lehrkrafte bendtigen dazu nicht nur Kompetenzen, welche zur er-
folgreichen Vermittlung der Unterrichtssprache als erste oder weitere
Sprache sowie einer lebenden Fremdsprache erforderlich und férderlich
sind, sondern auch jene, welche eine integrierte sprachensensible Bil-
dung der Schiilerinnen und Schiiler erméglichen. Dazu gehdren neben
kognitiven auch individuelle, soziale und affektive Kompetenzen sowie
Spracherwerbsstrategien (Bialystok 1991, Krumm und Reich 2011). Die
Aspekte des sprachensensiblen Unterrichts sollen sowohl explizit als
auch implizit als Auftrag transgressiver Padagogik (Hooks 1994), welche
fachliche und personelle Grenzen der Macht tiberschreiten lasst, abge-
bildet sein. Demzufolge sollen neben fachspezifischen und facherinteg-
rativen auch spracheniibergreifende Moglichkeiten zur Kompetenzent-
wicklung eroffnet werden, was als gleichméaf3ige Verpflichtung aller Fa-
cher gesehen und als konstante Verbindung von fachspezifischer und
sprachlicher Bildung verwirklicht werden soll. Das in der Folge beschrie-
bene Kompetenzmodell fiir Sprachliche Bildung bildet die Grundlage fiir
eine vertiefende, domanenorientierte sprachliche Bildung. Es fokussiert
kommunikative Kompetenz im Kontext individueller und kollektiver
Identititsbildung als Voraussetzung fiir Entscheidungsfahigkeit, Kritik-
und Reflexionsfahigkeit bei der Gestaltung und Implementierung von
Unterricht und Lebenswelten (Fischer und Greiner 2012, 49, Bloomfield
2009).

Die Unterrichtssprache und zwei weitere Sprachen

Das Kompetenzmodell fiir Sprachliche Bildung geht von der Voraus-
setzung aus, dass Lehrkrafte die Unterrichtssprache beherrschen und
auch ein hohes Niveau (C1 laut Europarat 2001) in einer lebenden
Fremdsprache erreicht haben. Eine weitere Sprache sollten sie zumin-
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dest auf dem Niveau B1 beherrschen. Das Modell zielt auf eine Umset-
zung von bilingualem Unterricht ab, was Unterricht potentiell zu einem
Mittel der Internationalisierung macht. Die Férderung der Sprachkom-
petenz in den Fertigkeiten Lesen, Héren, Schreiben, Zusammenhdngend
Sprechen und An Gesprdchen teilnehmen in zwei Sprachen erfolgt ideal-
erweise integrativ, d.h. der Kompetenzerwerb in der jeweiligen Sprache
wird stets mit dem Erwerb inhaltlicher Kompetenzen als Content and
Language Integrated Learning (CLIL) verkniipft. Die Schiilerinnen und
Schiiler erlernen dadurch aktiv Strategien des multilingualen Spracher-
werbs (wenn man die Fachsprache miteinbezieht), welche sie auch im
Erwerb weiterer Sprachen anwenden kénnen.

Schiilerinnen und Schiiler die nach dem Kompetenzmodell fiir Sprach-
liche Bildung unterrichtet wurden, sollen fiir mehrere Sprachen sensibi-
lisiert und durch die alters- und situationsaddquate, kompetente Anwen-
dung von mehreren Sprachen zu vollwertigen (Gesprdchs)Partnern in in-
klusiven Lernprozessen werden: sie sollen Gespriachspartner werden
mit denen iiber Inhalte gesprochen wird, selbst wenn ihre sprachliche
Kompetenz noch nicht perfekt ist oder sich gerade erst zu entwickeln
beginnt.

Kompetenzmodell Sprachliche Bildung fiir Lehrkrifte

Das Kompetenzmodell Sprachliche Bildung fiir Lehrkrdfte baut auf all-
gemein padagogischen Kompetenzen und grundlegenden sprachlichen
und methodisch-didaktischen Kompetenzen auf und umfasst sechs Kom-
petenzfelder:

1. Sprachliche Kompetenzen

2. Soziale und Kooperationskompetenzen

3. Professionsbewusstsein

4. Uberfachliche und Querschnittskompetenzen
5. Diversitatskompetenz

6. Methodisch-didaktische Kompetenzen
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Abbildung 1: Kompetenzfelder

Sprachliche
Kompetenzen
Soziale und Methodisch-
Kooperations- didaktische
kompetenzen Kompetenzen
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bewusstsein kompetenz
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Querschnitts-
kompetenzen

Vier der sechs Kompetenzfelder decken sich mit jenen, die auch in
der Arbeit mit Schiilerinnen und Schiilern relevant sind (1, 2, 4 und 5).

Kompetenzfeld 1: Sprachliche Kompetenzen

Sprachlicher Kompetenzerwerb soll Pddagoginnen und Padagogen in
die Lage versetzen, ihre Eigenkompetenz in den Zielsprachen so zu ver-
tiefen und zu erweitern, dass sie den Grundsitzen des Gemeinsamen Eu-
ropdischen Referenzrahmens fiir Sprachen: lernen, lehren, beurteilen
(GERS) folgend das Lehren und Lernen der Zielsprachen an den Bediirfnis-
sen, an der Motivation, den Dispositionen und den Lernméglichkeiten der
Lernenden orientieren und implementieren konnen (Europarat 2001).
Dazu ist neben den grundlegenden sprachlichen, fachdidaktischen und
methodischen Kompetenzen erforderlich, dass Lehrkrafte dariiber hin-
aus ein erweitertes sprachliches Repertoire und ein reflektiertes Ver-
standnis fiir die Bedeutung sprachlicher Bildung im sozio-kulturellen
Kontext der Lernenden entwickeln.
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Folgende allgemeinen, fachspezifischen und unterrichtsspezifischen
Sprachkompetenzen sollen moglichst integrativ, gleichmafiig und zyk-
lisch erworben, vertieft und angewandt werden:

Rezeptive und produktive Sprachkompetenz mindestens auf dem
Niveau C1 in einer lebenden Fremdsprache und B1 in einer wei-
tern, um fachspezifische Inhalte sprachrichtig vermitteln und
fachspezifische Literatur und Medien professionell nutzen zu
kénnen

Beherrschung und Anwendungskompetenz eines aktiven Wort-
schatzes in der Unterrichtssprache und in einer lebenden Fremd-
sprache fiir fachspezifische Themenbereiche, um diese durch
CLIL so vermitteln zu kénnen, dass moglichst alle Lernenden (zu-
mindest rezeptiv) am Unterricht teilhaben kénnen

Beherrschung der Classroom Management Sprache in der Unter-
richtssprache und in einer lebenden Fremdsprache, um fachspe-
zifische Situationen sprachlich professionell anleiten zu kdnnen
Kompetenz, sprachenspezifische, kulturelle und interkulturelle
Gemeinsamkeiten der Zielsprachen mit besonderem Augenmerk
auf die Lebens- und Erfahrungswelt der Schiilerinnen und Schiiler
zu reflektieren um durch expliziten zwischensprachlichen Trans-
fers Interkomprehesionsfahigkeit fordern zu kénnen

Kompetenz, relevante Spracherwerbstheorien, Sprachlehr- und
Sprachlernforschung im Kontext der eigenen Mehrsprachigkeit zu re-
flektieren und Interkomprehesionsfahigkeit im professionellen Kontext
zu entwickeln

Abbildung 2: Sprachliche Kompetenzen
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Der Aufbau der sprachlichen Kompetenzen erfordert zyklische und
immer wieder kehrende Elemente des Inputs und Méglichkeiten des in-
teraktiven Outputs mit zeitnahem, forderlichem Feedback. Daher sollen
dem kontinuierlichen Aufbau der Kompetenzen entsprechende zeitliche
Ressourcen gewidmet und durch stindige Forderung der Interkom-
prehesionsfahigkeit das zwischen- und iibersprachliche Sprachbewusst-
sein entwickelt werden. Dies gilt fiir den Spracherwerb der Lehrkrafte
ebenso wie fiir jenen der Schiilerinnen und Schiiler.

Kompetenzfeld 2: Methodisch-didaktische Kompetenzen

Lehrkrafte des 21. Jahrhunderts bendtigen methodische und didakti-
sche Kompetenzen, welche sie befdhigen, die Unterrichtssprache, eine
lebende Fremdsprache sowie die Unterrichtssprache als Fremdsprache
oder Zweitsprache in Sachfachern durch die Integration von fachspezifi-
schen und sprachlichen Inhalten zu vermitteln. Transferleistungen auf
weitere Sprachen, welche die Pddagoginnen und Padagogen ebenfalls
ausreichend beherrschen, sollen bewusst geférdert und autonom ver-
folgt werden. Dies ist insbesondere wichtig, wenn die Lehrkrifte selbst
mehrsprachig sind oder iiber einen Migrationshintergrund verfiigen.

Lehrkrafte sollen der inklusiven Methodik von CLIL und dem GERS
entsprechend in der Lage sein, sinnvolle und lebensweltliche Lernziele
auf inhaltlicher, sprachlicher und metakognitiver Ebene zu formulieren
und zu integrieren, angemessene Strategien und Materialien zur Ver-
mittlung der Ziele zu entwickeln, den Lernerfolg der Lerner zu beobach-
ten und zum Zwecke der Planung von Lehren und Lernen zu evaluieren.

Methodische Modelle von CLIL sollten in der Aus- und Fortbildung
von Lehrkriften durch Loop Input (Woodward 2003) vorgestellt wer-
den. Alle Inhalte werden demzufolge auf dem Niveau der Lehrkrifte
durch die Methoden und Strategien des CLIL Unterrichts vermittelt und
in eine sprachensensible sowie fachspezifische Didaktik eingebettet,
welche metakognitive Kompetenzen explizit fordert. Durch Reflexion
werden die eigenen Lernerfahrungen danach in schulische Konzepte
iibertragen.
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Abbildung 3: Integration von methodisch-didaktischen Kompetenzen
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Folgende fachspezifischen, sprachensensiblen und CLIL-spezifischen
sowie methodisch-didaktischen Kompetenzen sollen durch Loop Input
erworben, vertieft und angewandt werden:

Die Kompetenz, fachspezifische Themen inhaltlich und sprachlich
so zu planen und zu vermitteln, dass alle Lerner rezeptiv und ih-
ren sprachlichen Méglichkeiten entsprechend auch aktiv am Un-
terricht teilhaben konnen.

Die Kompetenz, Unterrichtsmethoden auf der Basis aktueller
Spracherwerbstheorien und -ansitze reflektiert, gezielt und situ-
ationsaddquat in fach- und sprachpidagogisches Konzepten an-
zuwenden (Long und Doughty 2011, Muijs und Reynolds 2011).
Die Kompetenz, eine Vielfalt von Materialien fiir alle sprachlichen
Fertigkeiten den fachspezifischen, sprachlichen, interkulturellen,
sozialen und metakognitiven Fertigkeiten der Zielgruppe entspre-
chend gezielt und begriindet auszuwéhlen und zu implementie-
ren, sowie deren Wirkung zu reflektieren (Petty 2009).

Die Kompetenz, Unterrichtsmethoden und -strategien aus der le-
benden Fremdsprache und aus der Unterrichtssprache als neue
Sprache im Kontext der Mehrsprachigkeit zu modulieren und
praktisch umzusetzen.

Die Kompetenz, langerfristige, progressive und zyklische Planun-
gen nach methodisch- didaktischen Erkenntnissen des kommuni-
kativen Sprachunterrichts und der aktuellen Forschung im Spra-
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chenerwerb in den Fachunterricht zu integrieren und langerfris-
tige sprachliche Ziele so umzusetzen, dass der fachliche und der
sprachliche Kompetenzerwerb einander unterstiitzten.

* Die Kompetenz, metakognitive Strategien fiir den fachlichen und
sprachlichen Kompetenzerwerb nutzbar zu machen und Autono-
mie sowie lebenslanges Lernen im Kontext der Mehrsprachigkeit,
insbesonders durch und zur effektiven Nutzung moderner Me-
dien, zu fordern.

* Die Kompetenz, den Spracherwerb zu beobachten und sprachli-
che Probleme beim fachspezifischen Kompetenzerwerb zu diag-
nostizieren, um forderliche Lern- und Lehrprozesse anleiten zu
kénnen (Muijs und Reynolds 2011).

Die oft gefiihrte Diskussion ob CLIL eher sprachliche oder fachliche
Ziele verfolgen sollte, stellt sich im Kontext einer Didaktik, welche die
Mehrsprachigkeit gezielt fordern will, nicht. Eine sprachensensible Di-
daktik zielt dem integrativen Charakter der bewussten Verbindung
sprachlicher und fachlicher Ziele entsprechend nicht auf Gewichtung o-
der Bevorzugung ab. Sie will vielmehr bewusst machen, dass fachliches
Lernen ohne Sprache im weitesten Sinn (d.h. als verbale und non-verbale
Sprache inklusive Korpersprache, Gebardensprache, Bildsprache, Sym-
bolsprache etc.) nicht stattfinden kann und dass sprachliche Kommuni-
kation ohne konkreten Inhalt oder Ziel nicht authentisch und daher nicht
sinnvoll ist. Daher wird dem aktiven Erleben des integrierten fachspezi-
fischen und sprachlichen Kompetenzerwerbs durch eine sprachensen-
sible Didaktik im Kompetenzmodell Sprachliche Bildung grofite Bedeu-
tung beigemessen.

Kompetenzfeld 3: Soziale und Kooperationskompetenzen

Mehrsprachendidaktiker sollen in der Lage sein, im Kontext der
Mehrsprachigkeit und im Auftrag des GERS ,durch effektive internatio-
nale Kommunikation gegenseitiges Verstandnis und Toleranz [...] zu for-
dern“ sowie ,den Bediirfnissen eines vielsprachigen und multikulturel-
len Europas dadurch entgegen zu kommen, dass die Fahigkeit der Euro-
péer, iiber sprachliche und kulturelle Grenzen hinweg miteinander zu
kommunizieren, deutlich verbessert wird.“ (Europarat 2001, 16)

Diesem Anspruch soll im Kompetenzmodell Sprachliche Bildung inso-
fern gerecht werden, als die PAdagoginnen und Padagogen ausreichende
sprachliche, soziale und interpersonelle Kompetenzen erwerben und
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Moglichkeiten bekommen sollen, eine internationale Sprache im profes-
sionellen Kontext erfolgreich zu verwenden, um mit Lehrkraften ande-
rer Sprachen und Kulturen professionell kommunizieren und agieren
(reflektieren, forschen, planen, unterrichten) zu kénnen.

Folgende sozialen, kommunikativen und interpersonellen Kompe-
tenzen sollen erworben, vertieft und in der professionellen Praxis aktiv
angewandt werden:

» Die Fahigkeit zu professionellem Planen, Unterrichten und Erzie-
hen in schulischen und tiberschulischen, nationalen und interna-
tionalen Teams durch Projektarbeit, professionelles Netzwerken,
gemeinsames Unterrichten etc.

» Die Fahigkeit, professionelle Interaktion mit KollegInnen und ggf.
mit Lehrkriften in diversen Rollen in internationalen Teams
durchzufiihren.

* Die Kompetenz, in internationalen Projekten und/oder Netzwer-
ken zu kommunizieren und zu kollaborieren.

» Die Kompetenz, an der internationalen Scientific Community teil-
zunehmen, z.B. in professionellen on-line Foren, durch die Verof-
fentlichung von professionellen Texten, kollaborative Material-
entwicklung etc.

Abbildung 4: Integration von sozialen, kommunikativen
und interpersonellen Kompetenzen
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Soziale und Kooperationskompetenzen in einem moglichst diversen
sprachlichen und kulturellen Kontext zu entwickeln bedarf einer inter-
nationalen Orientierung der Aus- und Fortbildungsinstitution (Beelen
2007). Die aktive Einbindung internationaler Projekte in Konzepte der
Aus- und Fortbildung, die auf sprachliche Bildung fokussieren, scheint
daher unerlasslich.

Kompetenzfeld 4: Diversitdtskompetenz

Mehrsprachendidaktiker haben die Aufgabe, die Achtung und Ent-
wicklung von Identitaten und kultureller Vielfalt zu férdern, sowie , die
Gefahren abzuwenden, die aus Marginalisierung derjenigen resultieren
koénnten, die nicht iber die Fahigkeit verfligen, in einem interaktiven Eu-
ropa zu kommunizieren.” (Europarat 2001, 16)

Daher miissen sie liber folgende Kompetenzen verfiigen:

» Interkulturelle Kompetenz, d.h. die Bereitschaft und Fahigkeit zur
Wertschitzung und férderlichen Nutzung der kulturellen Vielfalt
der Schiilergruppe und der diversen Identitdten der Schiilerinnen
und Schiiler durch sprachensensiblen Unterricht, im Fremdspra-
chenunterricht, in der Unterrichtssprache als neue Sprache, sowie
durch die wertschiatzende Einbindung der Sprachen und Foérde-
rung der (inter-)kulturellen Erfahrungen.

* Die Kompetenz, kulturelle und interkulturelle Besonderheiten
der Lander der zu erlernenden Sprachen mit besonderem Augen-
merk auf die Lebenswelt der Lerner zu reflektieren, um durch ei-
nen expliziten Transfers kulturelle und interkulturelle Kompeten-
zen in altersgemdfie und transkulturelle Implementierungskon-
zepte zu integrieren.

» Diagnosekompetenz, d.h. die Fahigkeit, durch Lernprofile und
Entwicklungspldne die Teilnahme am Unterricht mit entspre-
chenden Forder- und Unterstiitzungsmafinahmen zu ermogli-
chen, sprachliche Begabungen zu férdern, Schwachen zu erken-
nen, anzuerkennen und iiberwinden zu helfen (Hattie 2012).

Ressourcenkompetenz, d.h. das Schaffen einer inklusiven Lernge-
meinschaft, insbesondere durch bediirfnisorientierte, sprachensensible
Konzepte und Materialien im Unterricht (Scrivener 2011).
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Abbildung 5: Integration von Kompetenzen zum professionellen
Umgang mit Diversitdt, Diagnose, Férder- und
UnterstiitzungsmafSnahmen und Ressourcen
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Diversitatskompetenz zeigt sich vor allem in einem identitdtsbe-
wussten Ansatz im sprachensensiblen Unterricht. Dieser Ansatz betont
die multiplen Positionen aus denen Sprachenlernende ,sprechen” kon-
nen und wie marginalisierte Lerner gelegentlich ,erwiinschte” Identita-
ten in Hinblick auf die Zielsprache der sozialen Gruppe einnehmen und
so ihre eigene Identitat standig neu konstruieren. Dabei geht die Identi-
tatstheorie davon aus, dass Lerner nicht einfach als motiviert-unmoti-
viert, introvertiert-extrovertiert, oder dngstlich-mutig eingestuft wer-
den konnen, sondern dass vielmehr sozial konstruierte affektive Fakto-
ren das Verhalten der Lerner bestimmen. Unterschiedliche Situationen
koénnen demnach unterschiedliche Verhaltensweisen hervorrufen und
oft sind es nicht fehlende Motivation, Introvertiertheit oder Angst, wel-
che Kommunikation verhindern, sondern das Machtverhaltnis zwischen
den kompetenten Sendern (Lehrkrafte oder Mitschiiler und Mitschiile-
rinnen, die die Unterrichtssprache beherrschen) und den sprachlich we-
niger kompetenten Empfdngern (Norton und McKinney 2011).

Dieses ungleiche Machtverhaltnis erklart, weshalb die fehlende Inter-
aktion von marginalisierten Lernern meist nicht auf das Fehlen von Mo-
tivation, sondern auf das Fehlen von Méglichkeiten, zuriickzufiihren ist.
Moglichkeiten der Interaktion aktiv zu férdern und dafiir zu sorgen, dass
Lerner einen fremdsprachlichen Kontext vorfinden, indem auch mit
ihnen gesprochen wird und nicht nur fiir sie, von ihnen und tiber sie, er-

185



fordert die Fahigkeit, die Individualitdt und Personlichkeit der Lernen-
den im Kontext der Sprachlernsituation zu sehen. Aufderdem bedarf es
der Bereitschaft, Sprechanldsse im taglichen Unterrichtsgeschehen ada-
quat zu gestalten. Diese Fahigkeit und Bereitschaft sind die Grundlagen
eines sprachensensiblen Unterrichts der das Miteinander férdert und
marginalisierte Lerner aus dem Nebeneinander entlasst.

Kompetenzfeld 5: Professionsbewusstseinskompetenz

Sprachensensibler Unterricht soll ,die Unabhangigkeit des Denkens,
des Urteilens und des Handelns zusammen mit sozialen Fahigkeiten und
Verantwortungsbewusstsein starken.“ (Europarat 2001, 16) Um ihre
Professionalitiat zu entfalten und weiter entwickeln zu konnen, sollen
sich Lehrkrafte daher fortlaufend und kritisch mit der Forschung und
Entwicklung in ihrem Fachgebiet auseinander setzen und sich mit Kolle-
ginnen und Kollegen anderer Sprachen und Kulturen dazu austauschen.

Ihr Professionsbewusstsein als Mehrsprachendidaktiker soll demzu-
folge in folgenden Kompetenzen sichtbar werden:

* Die Kompetenz, sprachspezifische Forschung und Beitrage (Kon-
ferenzbeitrage, Artikel, Unterrichtsmaterialien...) im internatio-
nalen Kontext zu lesen und zu kommentieren.

+ Die Kompetenz, sprachspezifische Forschung selbst durchzufiih-
ren, Forschungsberichte zu verfassen und im internationalen
Kontext zu prasentieren.

* Die Bereitschaft, an Studienaufenthalten, Kooperationsprojekten
oder Internships im internationalen Kontext aktiv teilzunehmen.

» Die Fahigkeit, das eigene Sprachenlernen zu dokumentieren und
die eigenen Lernprozesse sichtbar zu machen sowie die Bereit-
schaft zu lebenslangem Sprachenlernen.

Die Bereitschaft, mit Menschen anderer Sprachen und Kulturen offen,
unvoreingenommen und kooperativ im professionellen Kontext zu kol-
laborieren.
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Abbildung 6: Integration von Professionsbewusstseinskompetenzen
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Kompetenzfeld 6: Uberfachliche Kompetenzen und Querschnittsmaterien

Kommunikative Sprachkompetenz hat linguistische, soziolinguisti-
sche und pragmatische Komponenten. Sprachliche Kompetenzen sollen
im Kompetenzmodell Sprachliche Bildung integrativ erworben werden
und betreffen alle Kompetenzbereiche. Soziolinguistische und pragmati-
sche Kompetenzen werden ebenfalls in mehreren Kompetenzfeldern ak-
tiv bearbeitet, sind jedoch in Bezug auf ihre theoretische Grundlegung
den iiberfachlichen Kompetenzen zuzuordnen und sollen direkt mit ent-
sprechenden Inhalten der Psycholinguistik und Soziolinguistik ver-
kniipft werden.

Folgende tiberfachlichen Kompetenzen sind fiir die Entwicklung der
anderen fiinf Kompetenzfelder mafigeblich:

Soziolinguistik

» Die Kenntnis und Fahigkeit, eine internationale Sprache zu erfas-
sen, situationsaddquat anzuwenden und die Anwendungskompe-
tenz und -erfahrungen in mehrsprachige Situationen zu iibertra-
gen,

* Die Kompetenz, gruppendynamische Prozesse professionell zu
gestalten und dabei interkulturelle, transkulturelle und soziale
Kompetenzen professionell zu nutzen (Benehmen, Hoéflichkeit,
Register, Sensibilitat fiir Sprachvarianten und Dialekte) (Kramsch
2002, Konzulin, et al. 2003).
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Das Bewusstsein, sprachliche Varietdten anzuerkennen und wert-
zuschatzen sowie Fahigkeit, soziale Barrieren aufgrund bestimm-
ter sprachlicher oder kultureller Identitaten durch gezielte Maf3-
nahmen der sprachlichen Integration abzubauen.

Kognitive Linguistik & Psycholinguistik

Die Kenntnis der Spracherwerbsprozesse und Kompetenz, dieses
Wissen in der Planung, Implementierung und Analyse von spra-
chensensiblem Unterricht nutzbar zu machen.

Die Fahigkeit, kognitive und metakognitive Kompetenzen im
Spracherwerb bewusst zu machen und fiir LernerInnen nutzbar
zu machen (Robinson 2003).

Die Kenntnis iiber die Ursachen und Arten von Fehlern im Sprach-
erwerb und Kompetenz zum forderlichen, korrektiven Feedback.

Die Kompetenz, variable Lernvoraussetzungen und -stile zu diag-
nostizieren und addaquate Konzepte der Forderung und/oder Un-
terstiitzung zu entwickeln (Warren 2013).

Die Kompetenz, qualitative und quantitative Methoden der linguisti-
schen- und Spracherwerbsforschung anzuwenden und situationsada-
quat zu nutzen (Creswell 2009, Podesva und Sharma 2013).

Abbildung 7: Integration von tiberfachlichen Kompetenzen
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Im Bereich der liberfachlichen Kompetenzen ist der integrative An-
satz insbesonders in Verbindung mit der forschungsgelenkten Kompe-
tenzentwicklung zum Professionsbewusstsein naheliegend. Diese Kom-
petenzentwicklung sollte jedoch von einer institutionalisierten For-
schung im Sprachlern- und Sprachlehrbereich gestiitzt sein, welche eine
Forschungsverpflichtung der Aus- und Fortbildungsstitte darstellen
muss (Haider 2010, 179).

Sie sprechen fiir uns, sie sprechen vor uns, sie sprechen von uns,
doch mit uns sprechen sie nicht

Die sprachlichen Kompetenzen der Lerner bestimmen maf3geblich
die Quantitdt und die Komplexitat der Inhalte, die im Unterricht vermit-
telt werden konnen. Mangelnde Sprachkompetenzen sind sowohl fiir die
Lernenden als auch fiir die Lehrenden eine Herausforderung, die spezi-
elle Strategien der Bewaltigung erfordert.

Selbst in unserer ersten Sprache stellt jede Fachsprache eine solche
Herausforderung dar und bedarf der lexikalen Durchdringung, wahrend
strukturelle Probleme in solchen Fallen kaum auftreten. Werden Kinder
mit fiir sie komplexeren fachspezifischen Themen konfrontiert, ist daher
Wortschatzarbeit von grundlegender Bedeutung. Findet keine Klarung
komplexer Begriffe statt, was oft der Fall ist weil gar nicht bewusst wird,
dass sie die Schiilerinnen und Schiiler diese nicht verstehen und sie
(scheinbar) problemlos wiedergeben konnen, steht einem durchringen-
den Wissenserwerb das fehlende sprachliche Verstdndnis entgegen. Das
ist besonders beim Lesen von Texten bedeutend, wo das Textverstand-
nis bereits leidet, wenn nur jedes fiinfte Wort unbekannt ist. Lautes Vor-
lesen klappt zwar meistens, aber oft wird nicht verstanden, was laut ge-
lesen wurde.

Lehrkrafte miissen daher ein besonders gutes Verstindnis fir die
sprachlichen Bediirfnisse ihrer Schiilerinnen und Schiiler entwickeln
und Strategien der Wortschatzentlastung und -vermittlung standig mit-
denken, wenn sie Unterricht planen. Die sprachliche Unterstiitzung wird
umso bedeutender, wenn Lernende die Unterrichtssprache erst erwer-
ben.

Das Kompetenzmodell Sprachliche Schwerpunkte soll Lehrkréfte befa-
higen, mit solchen Situationen professionell umzugehen und die Mehr-
sprachigkeit ihrer Klassen als Ressource anstatt als Belastung zu sehen.
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Um dies bewerkstelligen zu kdnnen, brauchen Padagoginnen und Pa-
dagogen Kompetenzen als Fremdsprachenlehrer, denn als solche sind
sie in allen Unterrichtstunden fiir ihre mehrsprachigen Schiilerinnen
und Schiiler als Mehrsprachendidaktiker tatig.

Methodisch-didaktische Kompetenzen aus dem Bereich des spra-
chen- und inhaltsintegrativen Unterrichtens (CLIL), die sie idealerweise
im eigenen Spracherwerb erlebt und durch Reflexion in einen Wissens-
und Kompetenztransfer gebracht haben, sind in solchen Unterrichtssze-
narien hilfreich. CLIL Lehrerkrafte konnen ihre methodisch-didakti-
schen Kompetenzen in jeder Sprache, die sie selbst ausreichend profes-
sionell beherrschen, einsetzen und durch das Vermitteln von altersada-
quaten metakognitiven Strategien den Sprachenerwerb ihrer Schiilerin-
nen und Schiiler gezielt fordern.

Lernende, die die Unterrichtsprache nicht beherrschen, koénnen mit
entsprechenden Strategien aktiv in den Unterricht eingebunden werden.
Anfangs werden sie durch non-verbale Aktionen Verstdndnis zeigen,
produktive Sprachleistungen werden anfangs auf dem Wortniveau erfol-
gen. Dennoch ist es wichtig, dass ihnen das MIT-Sprechen ermoglicht
wird wobei sie lange genug vom Anspruch der sprachlich korrekten Pro-
duktion befreit sein sollten. Der Erwerb von grundlegenden kommuni-
kativen Fertigkeiten (basic interpersonal communication skills - BICS)
erfordert in der Regel zwei bis drei Jahre. Es ist absolut sinnvoll und
moglich, Schiilerinnen und Schiiler den Erwerb dieser Fertigkeiten im
Klassenverband zu erméglichen (Cummins 2003).

Mehrsprachendidaktiker miissen fiir diese Aufgabe ausgebildet sein,
um die sprachliche Vielfalt nutzen und effektiv fordern zu kénnen.
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MULTICULTURAL EDUCATION IN THE UNITED STATES
AND IMPLICATIONS FOR TEACHER EDUCATION

Edina Haslauer

Abstract

This study introduces the current academic achievement gap between
minority and mainstream groups of students in the United States and
explores ways in which the gap has been interpreted over the last few
decades. In particular, cultural deficit and cultural difference theories
are examined. The study also highlights key characteristics of multicul-
tural education and how it can inform the work of teacher educators as
they attempt to train competent culturally responsive teachers who are
not only able to provide equitable educational opportunities for all stu-
dents, but who also possess the qualities to contribute to the closing of
the achievement gap. The essay also argues that prospective teachers
must understand the differences among individual, cultural, and insti-
tutional forms of discrimination, in addition to the manifestations of
current and historical forms of oppression, in order to challenge the
systematic inequities in educational opportunities of various groups in
the United States. The argument that a one course multicultural edu-
cational approach with few hours of field experience in a multicultural
setting is not sufficient to achieve some of the objectives of multicul-
tural education is also introduced in this paper.

1. Introduction

Multicultural education has a long tradition in the United States. Its
careful implementation in teacher education programs is imperative
given the growing number of minority students in schools and the low
academic achievement of many groups from non-mainstream back-
grounds. This study will, first, introduce the existing achievement gap
and its causes; second, explore the role of multicultural education in clos-
ing the achievement gap between minority and mainstream students;
and third, provide an overview of how teacher training programs in gen-
eral, and a small rural teacher education program located in the Midwest
in the United States, in particular, are attempting to prepare culturally
responsive teachers.
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Before proceeding, we must define the term “minority.” In this paper,
the word “minority” refers to “a culturally, ethnically, or racially distinct
group that coexists with but is subordinate to a more dominant segment
of the society” (Encyclopedia Britannica). The study of multicultural ed-
ucation extends the term “minorities” to many other groups in a school
population. In addition to racial and ethnic groups, Banks (2016) also in-
clude the students’ gender, gender identity, sexual orientation, social-
class, language, religion, and exceptionality (disability) in their definition
of “minority”. In some ways, these groups tend to be marginalized in
schools and hold less power than those students who are part of the
dominant segment of the population. Two important points must be
made. First, the term “minority” does not necessarily refer to groups that
are outnumbered by the majority. For example, females typically hold a
minority status because of the documented discrimination they face both
in society and in schools. For example, Brown and Leaper (2010) docu-
ment that sexist comments about girls’ abilities in math and science are
not uncommon in schools. In addition, null curriculum, that is, the invis-
ibility of women in math and science textbooks, is widely recognized as
well, suggesting stereotypical gender roles in society (Banks, 2016).
Moreover, women still earn less at every level of academic achievement.
Thus, even though women (50.8% in 2010) outnumber men in the
United States, as a group may be considered as “minority” because they
tend to have less power than men. (U.S. Census Bureau, 2010). In addi-
tion, we must acknowledge that each member of society belongs to a
multitude of groups, and the statuses of group memberships affect each
other. Cookson (2013), for example, studies children’s “rites of passage”
experiences in a variety of social classes and finds that girls with lower
socioeconomic status tend to experience a more sexist upbringing and
schooling than girls from higher socioeconomic groups. This intersec-
tionality is relevant to other group memberships as well. For example,
Black girls and boys experience sexism and racism in different ways.
Similarly, Black and White boys might have different school experiences
because of the way their gender and race intersect. Adding the students’
socio-economic status to this analysis will provide yet another outcome.
Thus, the concept of intersectionality must be recognized in our study.
Before introducing the concept of multicultural education and its imple-
mentation in the teacher preparation, itis imperative to understand both
the achievement gap in the United States and its possible causes.
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2. The achievement gap

The school population in the United States has changed significantly
in the past few decades. Specifically, public schools have become much
more diverse than ever before. This trend continues. While fewer num-
bers of White students are expected to enroll in public schools, the non-
White student population is anticipated to grow. According to the Na-
tional Center of Education Statistics (2017a), the number of White stu-
dents is projected to decrease from 24.9 million to 23.4 million between
2014 to 2026. Meanwhile, the number of Hispanic students is estimated
to increase from 12.8 million in 2014 to 14.9 million in 2026 and to ac-
count for 29 % of total student enrollment in 2026. Similar tendencies
are likely among students from other non-White backgrounds, although
the rate of growth is less pronounced. For example, the Asian/Pacific Is-
lander student population is projected to increase from 2.6 million to 3.1
million between 2014 and 2026 and will account for 6 % of the enroll-
ment in 2026 in the United States.

The group of English Language learners (ELLs) is another fast-grow-
ing segment of school demographics. It comprises those students who
receive any kind of support to master content knowledge and other com-
petencies because of their lack of access to the English language. Accord-
ing to the National Center of Education Statistics (2017b), schools served
close to an estimated 4.6 million English language learners in public
schools in the 2014-2015 academic year, which represents about 10 %
of the entire student body.

These trends would not be problematic in and of themselves. How-
ever, we know that the academic achievement of children from minority
backgrounds tends to be lower than the typical White student’s educa-
tional accomplishments, which demands scrutiny. Specifically, The Na-
tion’s Report Card in 2015, compiled by the National Center of Education
Statistics (2015a), indicates that on average White students scored 292
points on the mathematics test in comparison to Hispanic and Black stu-
dents, who on average earned 260 and 270 points, respectively. In terms
of reading achievement, we find similar results. White 8t graders scored
274 points on the reading test, which was 26 and 21 points higher than
the average score of Black and Hispanic students respectively (National
Center of Education Statistics, 2015b). Dropout rates broken down by
racial backgrounds demonstrate similar tendencies. The National Center
of Education Statistics (2015c) also reports that the dropout rate among
White students in 2015 was 4.6%, compared to 6.5% among Black and
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9.2% of Hispanic children, although the study also acknowledges that the
dropout rate has been closing in the past 10 years or so. These numbers
have been also examined by the Stanford Center for Education Policy
Analysis, (n. d.) where researchers found that while the academic
achievement gap based on race has narrowed since the 1970s, it remains
significant and thus problematic.

3. Rationalizations of the achievement gap

Disparities in the educational attainment of youth in the United States
have been much studied, and different explanations have been given. The
most significant and unquestionably important factor is the intersection
of race and ethnic background of students with their socioeconomic sta-
tus. According to the 2015 U.S. Census Bureau, 11% of Whites, 24% of
Blacks and 21% of Hispanics lived in poverty. Thus, Black and Hispanic
students are twice as likely to come from poor backgrounds than White
students. These results must explain, at least partly, the academic
achievement gap. Research does support the myriad ways poverty af-
fects children’s school performance. Howard (2010) provides an exhaus-
tive summary, that includes the lack of medical attention and under-
treated conditions such as dental or visual impairments among poor
children. Living conditions are another contributing factor. Poor chil-
dren tend to live in older houses where exposure to high amounts of lead,
whether through water pipes or paint, is still a reality, affecting chil-
dren’s cognitive growth. Poor children’s parents might hold low-wage
jobs or have no employment at all. Homelessness or instability in hous-
ing also affects the child’s educational attainment. In addition, children
who live in poverty might have disproportionate experiences with vio-
lence, gang activity, crime, and drugs, affecting their physical, psycholog-
ical, and emotional well-being (p. 3). Nonetheless, Howard (2010) also
argues that poverty is only one of many factors that explain the academic
achievement gap. His conclusion is supported by the earlier mentioned
Stanford data analysis, which provides evidence that students’ socioeco-
nomic status only partly accounts for the achievement gap.

A critical problem arises when we attribute the academic achieve-
ment gap solely to socioeconomic explanations. Namely, it ignores the
question of why people of color tend to live in poverty in the first place.
Consequently, overlooking social structures that reproduce poverty
gives birth to cultural deficit theories that simply blame the families for
the low school performance of their children. Specifically, the cultural
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deficit argument emphasizes that poor and non-White children’s home
culture is non-existent, abnormal, or pathological, so, children lack aca-
demic readiness. Some accounts even point to the children’s genetic
make-up. (Howard, 2010, p. 69.) These reasonings are strongly refuted
by the field of multicultural education, which recognizes institutional
forms of discrimination and social structures that perpetuate and repro-
duce poverty among poor people and people of color.

For example, Darling-Hammond (2015) argues that racial and socio-
economic segregation, which is still prevalent in the United States, con-
tributes greatly to educational inequalities. She maintains that while the
Brown v. Board of Education (1954) Supreme Court case led to desegre-
gation of schools until about the 1980s, the 1991 Supreme Court deci-
sion, the Board of Education of Oklahoma City v. Dowel, has created an
environment of re-segregation. In fact, Darling-Hammond shows that
schools are at least as segregated today as they were during the 1960s
Civil Rights Era. Specifically, she shows that only 3% of White students
attend a school where the student body is 75% or more minority. At the
same time, 50% of all Black students attend a school where the minority
enrollment is 75% or higher. The same is true for low minority enroll-
ment schools. About 70% of White students attend a school with 24% or
less total minority enrollment; meanwhile, only 9% of Black and 9% of
Hispanic students attend schools with similar demographics. She also
states that schools are not only racially but also socioeconomically seg-
regated and that minority students attend high-poverty schools in dis-
proportionally higher numbers than their White counterparts. These
numbers are crucial for two reasons.

One is the reality of inequity in school funding. Consistent with Dar-
ling-Hammond’s (2015) argument is Baker, Sciarra, and Farrie’s (2010)
analysis that reports that only 14 out of the 50 states provide greater
funding to high-poverty school districts than to low poverty schools. On
the other hand, there are 20, that is close to half of all states in the U.S.
that have a regressive funding system, meaning that high-poverty dis-
tricts receive less state and local moneys than low-poverty districts
(p-19). The second reason is that the schools’ socioeconomic composi-
tion has as much effect on the students’ educational achievement as the
students’ socioeconomic status. Darling-Hammond (2015) also shows
that school funding affects to a great extent the quality of the teaching
force employed in high-poverty schools influencing the students’ aca-
demic development.
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Ladson-Billings (2006) echoes Darling-Hammond’s argument. She
critiques the notion of an “academic achievement gap,” and instead, con-
ceptualizes the low academic achievement of minority students as an
“opportunity gap.” She explains that society is in an “education debt,”
that is, it owes minority groups for not providing the same educational
opportunities that are offered to children from non-marginalized back-
grounds. She states that, economically, we are in debt, considering the
many underfunded schools that poor children and children of color at-
tend. Historically, we are in debt due to the systematic institutional dis-
crimination of minority groups. She continues that, socio-politically, we
are also in debt, referring to the exclusion of people of color from civic
processes, such as voting. Lastly, morally, we are in debt because of not
fulfilling our obligation to do what is ethically the right thing to do. Thus,
institutional forms of discrimination must be taken into consideration in
understanding the reproduction of poverty and academic underachieve-
ment of marginalized groups of students.

Once we understand structural inequalities perpetuating poverty in
the United States, we must find an alternative to the cultural deficit the-
ory, which blames students’ background for their underachievement. In
contrast, cultural difference theory, sometimes also called cultural in-
congruence or cultural mismatch theory, looks for other interpretations.

First, cultural difference theory points to the disconnect between the
home and school culture of minority students, which is not surprising
taking into account the demographic composition of the teaching force.
While the U.S. public schools are serving a very diverse student body as
was shown above, the teacher force remains homogenous, consisting
mostly of women from White middle-class backgrounds. Specifically,
82% of the teacher body is White in public schools, although educator
diversity has increased. For instance, in the 1987-88 school year, 13% of
public school teachers were from minority backgrounds, compared to
18% in the 2011-12 school year. It is worth mentioning, however, that
the increases are not true for all non-White racial and ethnic categories.
For example, the proportion of teachers who were Black decreased. (U.S.
Department of Education, 2016. p.3.) The same report also states that
education leaders are also predominantly White. In the 2011-2012
school year, only 20% of public school principals were individuals of
color (p.3).

The consequences of mismatch between the children’s and their
teachers’ background are manifold. Siring and Rice (2012) provide an
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exhaustive summary of research about teachers’ attitudes toward mi-
nority students, including children of color, poor children, English lan-
guage learners, and Muslim students. Low expectation can manifest itself
in misunderstanding the children’s behaviors or academic achievement,
resulting in the overrepresentation of minority students in special edu-
cation placements and underrepresentation in academically advanced
courses. Tracking also negatively affects minority students. When abil-
ity-grouping practices are applied, they are often disproportionately
placed in lower-level groups and non-college tracks. In addition, teach-
ers also expect parents to conform to mainstream parenting practices,
and deviation from that creates prejudice among the teachers. (Sirin and
Rice, 2012, p. 155-156)

Sirin and Rice (2012) also introduce their longitudinal study about
teachers’ expectations and perceptions of Muslim children in Islamic and
public schools, and they shed light on the ways in which cultural incon-
gruence or mismatch can inhibit minority students’ education. In their
longitudinal study, they survey teachers in both public and Islamic
schools about their students. Their research shows that public teachers
rate the academic competence of their Muslim students in reading and
math much lower than teachers in Islamic schools. Similarly, public
school teachers believe, to a much higher extent than teachers in Islamic
schools, that Muslim students have potential barriers to academic suc-
cess. Parental involvement indicates similar results. Public school teach-
ers evaluate the parental involvement of Muslim students in much more
negative terms than do teachers in Islamic schools (p. 161-163). Thus,
the authors argue that “culturally congruous contexts” create higher ac-
ademic expectations for Muslim students than “culturally incongruous
schools” (p. 163).

Second, cultural difference theory also recognizes the students’ rich
cultural background, which is unique and complex, and that minority
students do have a rich cultural capital even if it is unlike than the main-
stream (Bourdieu & Passeron, 1977). It asserts that students’ home lan-
guage is an asset, whether they speak an entirely different language than
English, or a dialect of English, such as African American Vernacular Eng-
lish or Ebonics. To understand children’s culture, Moll and colleagues
(1992) conducted ethnographic household studies. The knowledge pro-
duced in this qualitative research then allowed them to synchronize
classroom practices with the students’ background knowledge. They use
the term “funds of knowledge to describe the historically accumulated
and culturally developed bodies of knowledge and skills essential for
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household or individual functioning and well-being” (p. 133). Thus, in
contrast to the cultural deficit theory, which attempts to transform the
child, cultural difference theory strives to change the school and peda-
gogical approaches taking into account the students’ home culture
(Howard, 2010, p. 69).

Research also points to yet another factor that influences low aca-
demic achievement among certain groups of students. The teachers’ neg-
ative attitude toward children of color or their prejudice can manifest
itself in a variety of ways. For example, Samuels (2014) reports that
teachers discipline Black children to a much higher degree than other
groups of students. The 2011-12 Civil Rights Data collected by the U.S.
Department of Education indicate that 46% of Black preschoolers were
suspended more than once in school, which is 20% higher than the sus-
pension rate among their White counterparts. The suspension rate
among other age groups is comparable. In the 2006-2007 school year,
for example, 19% of Black male students in U.S. public schools receive an
out of school suspension, compared to 7% of White male students.
Deeply embedded racial prejudice, albeit possibly implicit biases, might
account for these results.

Prejudice also affects the education of LGBTQ students. This group
comprises Lesbian, Gay, Bisexual, Transgender, and Questioning stu-
dents. The Gay, Lesbian and Straight Education Network (GLSEN) has
collected an exhaustive amount of data about the educational experi-
ences of more than 10,000 LGBTQ students. To highlight just a few find-
ings, the GLSEN reports that over half (57.6%) of LGBTQ students felt
unsafe in schools, 27% experienced physical, 59.6% sexual, and 48.6%
electronic harassment. The more alarming finding of this report is, how-
ever, the lack of support for LGBTQ students in school. In fact, 56.2% of
students reported hearing homophobic remarks from their teachers or
other staff members, and 66.2% of LGBTQ students experienced discrim-
inatory policies, such as displaying affection or being prohibited from
writing about LGBTQ topics. The effect of victimization on school
achievement is also substantial. The survey indicates that LGBTQ stu-
dents experiencing discrimination in schools had lower grade point av-
erages (2.9 vs.3.3) and were three times as likely to miss school than
those who experienced a lower-level or no discrimination. While these
numbers are problematic for obvious reasons, the school climate and
support for LGBTQ students have improved since the first time GLSEN
administered the survey in 1999. For example, the introduction of Gay
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and Straight Alliances, comprehensive anti-bullying and harassment pol-
icies, and an inclusive curriculum have led to a lower frequency of vic-
timization of LGBTQ students in schools.

This review of literature, although far from complete, introduces the
academic achievement gap in the U.S. and highlights possible explana-
tions of the low academic performance of minority students. To summa-
rize, while the socioeconomic factor can affect educational outcomes, it
not only overlooks cultural and institutional forms of discrimination, but
also reduces the issue of underachievement to cultural deficiency. On the
other hand, a much more complex picture is painted when we also take
into consideration the continuous racial and socioeconomic segregation
in schools, the inequity in funding patterns, the cultural incongruence or
mismatch between school and home culture, teachers’ negative percep-
tions and low expectations toward minority groups, including possible
biases and prejudices, and the negative school climate that certain
groups might experience. Understanding the cumulative effect of these
pieces also steers us away from the cultural deficit conceptualization and
directs us toward the cultural difference theory, which recognizes the
rich cultural background of all students and strives to change the school
culture and pedagogical approaches to address the needs of each child.
The study of multicultural education is imperative in addressing these
issues and will be explored next.

4. The role of multicultural education in teacher training

What skills, knowledge, and dispositions should teachers possess to
combat the achievement gap? What do prospective teachers need to
know so that they are prepared to work with children from a variety of
backgrounds without looking at them from a deficit perspective? And,
how should we design a teacher education curriculum, so that future
teachers are able to provide equitable and fair educational opportunities
for all children by recognizing the myriad ways that social discrimination
filters into the classroom?

Concepts of multicultural education provide a useful framework.
Banks (2016) explains that multicultural education has three distinct
characteristics: it is a concept or idea, an educational reform, and a pro-
cess. Specifically, the key idea of multicultural education is to value all
students, regardless of their gender, sexual orientation, social class, and
ethnic, racial, or cultural characteristics, promote equity, social justice in
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education and the value pluralism. It is a reform movement, because our
current educational system does not provide equity for all students. It is
also a process. Even though educational equality, liberty, and justice for
all is an ideal of U.S. society, it will never be fully realized. Nonetheless,
Banks argues, we must strive for it (p. 2-3), and culturally responsive
teaching is key in this endeavor.

a. Multicultural education and culture

To provide equity and social justice in education in which cultural dif-
ferences are valued and children’s needs are met, educators have to rec-
ognize that children are both unique individuals and cultural beings.
Thus, first, teachers must understand the concept of culture. It is a tricky
concept, because its use in everyday language can mislead the teacher.
In the most common sense, culture refers to a collection of artifacts that
are visible to the spectator, such as, tools, music, art, food, clothing, etc.
created by a group of people. This assumes a “tourist” mentality in the
attempt of getting to know, for example, the Hungarian or Southwestern
culture of the United States. It is not uncommon for schools to organize
“cultural events”, displaying a variety of artifacts, food, music, pottery,
etc. from diverse cultures that are defined by racial or ethnic character-
istics. Sometimes, observable behaviors expand this understanding, for
example, Hmong children do not look into the eyes of adults out of re-
spect. Nonetheless, culture is reduced to a bucket list of characteristics
applied equally to all members of a group, which often leads to stereo-
types. Ruby Payne’s (2005) framework reflects such a conceptualization
about the “culture of poverty”, in which she juxtaposes a list of features
of lower, middle, and upper social classes. Her work is widely used in
schools’ professional development programs, despite its harsh criticism
among scholars because of its heavy use of stereotypes (Gorski, 2006).

Instead of this conceptualization, teachers must understand that cul-
ture is all tangible and intangible aspects of a social group. Convertino,
Levinson, and Gonzalez (2016), for example, define culture as the “sym-
bolic meaning by which the members of a group or society communicate
with and understand themselves, each other, and the world around
them” (p. 27). This definition is more fruitful in education, which is “at
heart, the transmission and acquisition of symbolic knowledge for un-
derstanding, controlling, and transforming the world” (Convertino, Lev-
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inson, & Gonzalez, 2016, p. 28). Applying this definition in teacher edu-
cation is important for a variety of reasons. First, it helps prospective
teachers to become aware of their own cultural background and realize
that the way they understand the world and construct knowledge might
be different from their students. Second, this definition might help teach-
ers to grasp the notion of “cultural relativism,” which refutes the idea
that one culture is better than all others. Instead, it fosters the view that
each culture can be equally valued on its own merits, and cultural differ-
ences simply relate to the social, historical, political, geographical, etc.
contexts of the group. Third, this conceptualization of culture is useful
when teacher candidates compare cultural deficit and cultural difference
theories.

Multicultural education also recognizes the intersections among cul-
tures. First, Banks (2016) maintains that in a diverse nation such as the
United States, a variety of cultures co-exists and overlaps. Besides the
common overarching national macro-culture, we can find a multitude of
microcultures that might or might not share some of the characteristics
of the macro-culture. Individualism is, for example, a core value in the
macro-culture, but might be less valued among some American Indian
groups. Furthermore, each member of the society belongs to various mi-
crocultures, and one group affiliation might affect the individual more
than others. Second, Banks (2016) also states that religion, social class,
gender, race/ethnicity, exceptionality, and sexual orientation generate a
complex web creating unique lived experiences. Thus, teachers must rec-
ognize that ethnic or racial backgrounds tell very little about an individ-
ual student. For example, a Black student might be African American or
Caribbean American, immigrant or non-immigrant, English learner, or
native English speaker, practicing or non-practicing Christian or Muslim,
heterosexual or gay, cis or transgender, etc. All these and other potential
memberships and the degree of the student’s association with these var-
ious groups create a complex web of characteristics in the individual.
Thus, teachers must be careful in making assumptions based on one cul-
tural, ethnic, racial, linguistic, etc. membership. Nonetheless, Banks
(2016) also asserts that a careful study of microcultures can aid the work
of teachers and can predict certain behaviors based on the student’s
group memberships “knowing one’s group affiliation can enable us to
state that a certain type of behavior is probable, however, membership
in a particular group does not determine behavior” (p. 10).
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b. Multicultural education, reform, and educational equity

Multicultural education is also a reform movement intended to create
educational equity (Banks, 2016). Teachers play a crucial role in this pro-
cess, but only if they are aware of the root causes of inequities in the ed-
ucational system. Thus, teacher training programs must include a curric-
ulum that highlights such causes. In developing such a curriculum Vega’s
conceptual framework is useful. First, students explore the notion of cul-
ture, cultural norms, standards, cultural biases, and prejudice. After this
overview, students analyze individual and institutional behaviors as
they are affected by cultural norms, biases, etc. and explore ways in
which culture influences both interpersonal and intergroup relation-
ships and sometimes creates cultural, individual, and institutional forms
of discrimination (Koppelman & Goodhart, 2011, p. xvii).

For example, when students learn about classism, that is “an attitude,
action, or institutional structure that subordinates or limits a person on
the basis of his or her low socioeconomic status” (Koppelman &
Goodhart, 2011, p. 285), cultural, individual, and institutional forms of
classism are defined. Students first examine the ways in which people
from low, middle, and upper classes are portrayed in the microculture;
typically, lower socioeconomic groups negatively, while middle and up-
per classes positively (cultural classism). Then they investigate the ways
in which these cultural beliefs affect people’s everyday attitudes and be-
haviors (individual classism). For example, in the macro-culture, poor
people tend to be viewed as inferior or deficient and responsible for their
own misfortune. This cultural belief might manifest itself in the class-
room when teachers place lower expectations on children from poorer
background than children from middle class families. Finally, students
also analyze how institutions are affected by classism (institutional
classism). For instance, when the macro-culture holds the widely ac-
cepted belief that “poor people should pull themselves up by their boot-
straps,” institutions might not see the need to allocate more money to
poor school districts, as we have seen above. This creates an environ-
ment in which systematic discrimination against low-income individuals
and groups exist. Students also have to recognize that these three forms
of discrimination do not operate in a vacuum; instead, they are inter-
twined and constantly influence each other.

Koppelman and Goodhart’s curriculum (2011) introduces each mi-
nority groups separately and provides teacher candidates the oppor-
tunity to systematically study all three forms of discrimination - cultural,
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individual, institutional - in the context of racism, classism, sexism, het-
erosexism, nativism, ableism, etc. In addition, these forms of discrimina-
tion are introduced both in a historical and a contemporary context. To
fully understand the weight of the various forms of discrimination, stu-
dents must explore the relationship between the minority and the dom-
inant groups first from a past and then from a present-day perspective,
drawing attention to oppression, which becomes the key aspect of their
analysis.

Situating oppression in a historical context is important. The notion
that minority groups were oppressed a long time ago, and thus, they
should “get over it,” is not uncommon among prospective teachers. Help-
ing them to understand how history influences the life of minority
groups today is necessary. Generational or historical trauma, for exam-
ple, affects many American Indians, (Evans-Campbell, 2008; Walters, et.
al, 2011) whose culture and identity have been destroyed over the past
centuries. Understanding the 1830 Indian Removal Act that caused the
death of millions of Native Americans or the 1887 Homestead Act that
resulted in the loss of much of the Indian country is important, as is
learning about the Indian boarding schools, which were promoted as
“Kill the Indian, Save the Man,” or the Indian adoption laws that assimi-
lated many American Indian children into mainstream society. These
acts of legislation have had lasting effects on newer generations of Amer-
ican Indians. Specifically, they have not only destroyed the language, cul-
ture, and identities of Native Americans but also the opportunity for
young children to come to terms with their cultural heritage. Further-
more, when future teachers learn about key federal policies that have
created instability in the social, political, and economic lives of many In-
dian tribes, they are better able to relate to their Indian students and un-
derstand the Indian perspectives about current issues, such as, the open-
ing of mines on Indian reservations or building the Dakota Access 0il
Pipeline affecting the water supply of the Standing Rock Sioux Indians.
Similarly, a multicultural education course must systematically intro-
duce other groups to future teachers and explore the cultural, individual,
and institutional forms of discrimination these marginalized groups en-
dured in the past and continue to experience today.

Once students have mastered the concept of discrimination, teacher
educators should introduce critical pedagogy (Freire, 2000) that chal-
lenges the concept of “banking education,” a system in which teachers
simply transmit knowledge to their students without a critical examina-
tion of the curriculum. Banking education cannot induce social change.
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Critical pedagogy, on the other hand encourages students to question the
content of the curriculum, find alternative truths and histories, and ex-
plore the political, social, and cultural power relations that gave birth to
the endorsed curricular content in the first place. In terms of teaching
American Indian history, teachers should help students to question the
textbooks, which are typically written from an “explorer” or “pioneer”
perspective that promoted the idea of “free land” that was here (i.e., in
the U.S.) to be taken. Thus, teacher candidates have to be able to distin-
guish between contribution and additive approaches of multicultural ed-
ucation in which minority groups are included in the curriculum, but the
issues of power and justice are not addressed. Conversely, transforma-
tive and social action approaches of multicultural education encourage
teachers to include the voices and perspectives of marginalized groups
and the issue of equity in order to educate and empower students to be-
come change agents.

Developing this knowledge base of future teachers is an important
task, but not an easy one. In my own classes, students tend to resist the
notion that individual effort is not the sole factor in success. The notion
of meritocracy, “a system in which the talented are chosen and moved
ahead on the basis of their achievement” (Merriam-Webster Dictionary)
is a widely accepted belief and an organic part of the macroculture. Its
problematization causes much unease among many pre-service teach-
ers, especially among those who are from a White, middle class back-
ground and mostly oblivious to the oppression and histories of minority
groups in the U.S. Similarly, students also have difficulty exploring and
accepting the idea of White privilege (McIntosh, 1988) or other privi-
leges - heterosexual, socioeconomic, etc. This observation is consistent
with Castro’s (2010) study, who demonstrates that even though millen-
nials - those who were born around the turn of the 21st century - might
have more exposure to diversity as a result of technology and globaliza-
tion than earlier generations; nonetheless, their understanding lacks the
complexity of culture and cultural diversity, which Castro argues “stems
from the uncritical adoption of cultural assumptions that limit one’s crit-
ical consciousness of structural and institutional inequity and White
privilege” (p. 206-207).

c. Multicultural education and culturally responsive teaching

The third aspect of multicultural education, according to Banks
(2016) is the process to create a more equate educational system, which
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is a long-term effort. Culturally responsive teachers play a crucial role in
this process. Gay (2013) defines culturally responsive teaching as “using
the cultural knowledge, prior experiences, frames of reference, and per-
formance styles of ethnically diverse students to make learning encoun-
ters more relevant to and effective for them” (49-50). Howard (2010)
discourages us from thinking about culturally responsive practices as a
list of methods that teachers simply implement in their classroom. In his
view, culturally responsive teaching is not only what the teacher does
but also who the teacher as an educator becomes. Specifically, “culturally
responsive pedagogy embodies a professional, political, cultural, ethical,
and ideological disposition that supersedes mundane teaching acts; it is
centered in fundamental beliefs about teaching, learning, students, their
families, and their communities, and an unyielding commitment to see
student success become less rhetoric and more of a reality, (Howard,
2010, p. 67.)

Villegas and Lucas (2002) propose that teacher education programs
must implement at least six key strands to prepare culturally responsive
teachers. First, prospective teachers must develop sociocultural con-
sciousness. This means that they must understand who they are socially
and culturally, and recognize that people’s way of thinking, behaving,
and being are affected by their racial, ethnic, etc. group membership. It
also means a careful examination of privileges and statuses of social
groups. Second, teacher candidates must develop an affirming attitude
toward students from culturally diverse backgrounds. This requires a
careful analysis of what is valued and what is not in society and most
importantly why. It also means that future teachers must understand
that often the dominant groups create these values. Affirming attitudes,
or the lack thereof, will affect teachers’ expectations toward minority
students and the ways in which they are willing to incorporate the stu-
dents’ wealth of knowledge into the curriculum. Third, prospective
teachers must learn to become agents of change. This means that they
acknowledge that education is a political act. Although this disposition
might be difficult to nurture, especially among teacher candidates who
come from a privileged background, it is the moral obligation of teacher
educators to do so.

Fourth, Villegas and Lucas (2002) situate their teacher training in a
constructivist perspective. Instead of being considered “empty vessels,”
students are conceptualized as “builders” of their knowledge, construct-
ing meaning by creating bridges between what they already know and
what they are trying to learn. The premise of this view is that all students
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are capable of learning. In addition, mere transmission of knowledge is
rejected, whereas collaboration and the creation of multiple knowledge
systems and perspectives are encouraged. These practices ultimately
support higher order thinking skills. Fifth, teachers must know the stu-
dents’ experiences outside of school. Their ability to connect history,
math problems, writing assignments, etc. to the students’ lived experi-
ences in a way that is socially, culturally, and cognitively meaningful for
them is an important aspect of teacher training. And sixth, teacher can-
didates must have the capacity to design instructions that connect and
build on the students’ background. Thus, it is not sufficient that future
teachers hold well-intentioned attitudes. They also must master peda-
gogical skills to put culturally responsive methods into practice.

5. The implementation of multicultural education in teacher educa-
tion programs

This paper argued that much work remains in creating a just educa-
tional system that serves students regardless of their background. This
study also introduced a framework that can guide teacher educators in
preparing teachers who possess the attitudes, dispositions, and the ped-
agogical content knowledge of culturally responsive teaching. This is a
complex and time-consuming task. Nonetheless, Akiba and her col-
leagues (2010) find in studying all 50 states’ standards on diversity “that
diversity is not yet an important element of requirements in most of the
states. Most teachers are required to take specified credit hours of
courses and a teaching internship, yet they are not required to take a
course on diversity or complete an internship in a diverse setting.
Teacher education candidates are also required to pass a state assess-
ment on subject matter, basic skills, and knowledge, but the assessment
does not include a diversity component, such as multicultural awareness
or knowledge and skills for culturally-relevant instruction” (p. 460-461).

Those teacher education programs that address diversity do so in the
following program design: (a) a stand-alone multicultural course; (b)
multicultural coursework with field experience; (c) cross-cultural im-
mersion experiences; or (d) multicultural education integrated at the
program level (Azevedo, 2015). Azevedo also finds that most teacher ed-
ucation programs implement a, b, or ¢ variations. However, there is very
little available research conducted on the integration of multicultural ed-
ucation at the program level. King and Butler (2015), looking at south-
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eastern state-level data, find that “71% of the state’s colleges of educa-
tion require students to take significantly less than one-fourth of their
classes on diversity/multiculturalism” (p. 49). They also find that “all in-
stitutions examined failed to thread multicultural content and issues
throughout the entire curriculum” (p.50).

At the University of Wisconsin-Platteville, faculty recently started a
new initiative that seeks to integrate multicultural education throughout
the entire curriculum. This work is imperative, because, first, our teacher
candidates closely resemble the demographic composition of the U.S.
teacher force as spelled out above; and second, our graduates are typi-
cally employed in schools (in Wisconsin, lowa and Illinois) where the di-
versity of the student body is rapidly changing, as was introduced in the
first portion of this paper.

Similar to other teacher education programs, we require our students
to take a multicultural course called Ethnic and Gender Equity in Educa-
tion. The course curriculum is based on the principles of multicultural
education, as presented above, in which students learn about the culture,
cultural diversity, histories and contributions of minority groups, power
relations and different forms of discrimination. The course also draws
upon Lucas and Villegas (2002) six strands to cultivate students’ soci-
ocultural consciousness and affirming attitude toward minority stu-
dents. It also encourages students to become agents of change and teach
from a constructivist perspective. Students also complete a 15-hour
community-based service learning experience, in which they work with
groups that are different than their own background. Many of these
placements include after school, tutoring or enrichment community pro-
grams in which teacher candidates are able to interact and create rela-
tionships with English learners or children from a variety of minority
backgrounds.

More recently, however, we have been redesigning the ways in which
we train our teachers to work in a pluralistic society. Instead of a one-
course approach with a community based service learning experience,
we are attempting to implement a systematic, program-wide infusion of
multicultural education throughout our teacher education curriculum.
The 2015-2016 University of Wisconsin System Wide Initiative inspired
our work. It brought together all teacher education programs in the Uni-
versity of Wisconsin System to include issues about the history, culture,
and sovereignty of the 11 federally recognized American Indian tribes
located in Wisconsin in both their required and elective courses. The
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central idea was to find places in the already existing course curriculum
where American Indian issues would be a good fit. For example, dis-
course patterns of the written and spoken Ojibway language were incor-
porated into a required literacy course. In the process of redesigning the
social studies curriculum, lessons about “Trees as Storytellers”, Effigy
Mounds, etc. were incorporated into social studies method courses and
American Indian guest-speakers were invited.

This curriculum restructuring effort, inspired us to evaluate the di-
versity components of all required courses in our teacher education pro-
gram at the University of Wisconsin-Platteville. This work continues,
even as this paper is being written. We believe that all our courses must
reinforce the idea of multicultural education. If we assert that multicul-
tural education is more than just a list of methods, we must instill in our
teacher candidates the awareness that everything a teacher does,
whether delivering a lesson or building relationships with students, par-
ents, and community, should be sensitive to the needs of all children.
Thus, the goal is to interweave our courses with multicultural compo-
nents. For example, our inclusion courses could introduce and problem-
atize the overrepresentation of minority students in special education
placements, or help students understand the difference between the
needs of children with disabilities versus English language learners. Our
human growth and development courses could scrutinize the effect of
environmental racism on children’s brain and physical development
when our students learn about Bronfenbrenner’s ecological system the-
ory. This work requires a detailed curriculum mapping and the effort of
most faculty in our program. Only then can we systematically introduce
the concepts and reinforce them in subsequent courses with the inten-
tion of helping to prepare culturally responsive teachers.

6. Summary

Helping our students to become culturally responsive teachers is a
long process. The knowledge, skills, and dispositions that teacher candi-
dates must master are enormous. This study argued that this work is im-
perative, given the low educational attainment of minority students
whose numbers have been steadily growing and are expected to increase
in the following decades. Teachers must understand the causes of the ac-
ademic achievement gap. While cultural deficit perspectives are often
used to explain the low school achievement of minority students, they
are misleading and simply blame the students. Although poverty is
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partly responsible, there are numerous other factors that affect educa-
tional attainment. Socioeconomic and racial segregation and unequal
school funding are two causes. Historical discrimination and the educa-
tional opportunity gap are other reasons. The cultural mismatch be-
tween students and teachers also contributes to the low school perfor-
mance of minority students that manifests itself in low teacher expecta-
tions, overrepresentation of minority students in special education
placements and low academic pathways. As an alternative to cultural
mismatch theory, the cultural difference theory was introduced above.

This study also discussed multicultural education and how it can in-
form the work of teacher educators. Specifically, this study problema-
tized the concept of culture and introduced cultural, individual, and in-
stitutional forms of discrimination in their past and present manifesta-
tions to inform the work of teachers as they attempt to provide equitable
educational opportunities for all. Culturally responsive teaching and its
implementation in teacher education programs were also examined. As
we move forward, teacher educators must find new ways to prepare fu-
ture teachers to address diversity and justice in our schools. A one course
multicultural education approach with field experience can achieve
some of the objectives of multicultural education. However, redesigning
teacher education programs, especially weaving diversity issues
throughout the curriculum, might be the goal of the 21st century.
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POLITIK UND DEUTSCH-POLNISCHE STADTEPARTNERSCHAFTEN
IN DEN 80ER JAHREN DES ZWANZIGSTEN JAHRHUNDERTS

Matgorzata Swider

Abstract

In der Zeit der Normalisierung der deutsch-polnischen Beziehungen
nach dem Warschauer Vertrag von 1970 kam es zur Unterzeichnung
der ersten Vertrdge zwischen Bundesrepublik Deutschland und Volks-
republik Polen iiber Stddtepartnerschaften!. In den 1980er Jahren kam
es zu einer Intensivierung der Kontakte zwischen Biirgern aus Polen
und der Bundesrepublik Deutschland. Die verstirkte Aufmerksamkeit
der westdeutschen Bevilkerung richtete sich auf polnische Arbeiter, die
den Kampfum Verdnderungen im Land auf sich nahmen. Nach der Ver-
hdngung des Kriegszustands am 13. Dezember 1981 begann, humani-
tire Hilfe aus der Bundesrepublik in Polen einzutreffen?. Privat und in-
stitutionell organisierte richtet sich sowohl auf Stddte, mit denen deut-
sche Stddte bereits einen Partnerschaftsvertrag hatten, als auch auf an-
dere Regionen, mit denen es keine institutionalisierte Zusammenarbeit
gab3. Diese spontane Hilfe erméglichte es, viele deutsch-polnische Kon-

1 Mit der DDR wurden Stadtepartnerschaften schon viel frither unterschrieben.
Mehr dariiber in: Albrecht Riechers, Christian Schroter, Basil Kerski (Hrsg.),
Dialog der Biirger: die gesellschaftliche Ebene der deutsch-polnischen
Nachbarschaft, Osnabriick 2005.

2 Zum Thema humanitiarer Hilfe siehe: Malgorzata Swider, Stanowisko
Socjaldemokratycznej Partii Niemiec wobec Polski w latach 1980-1989, Opole
2015; M. Swider, Voneinander lernen. Organisatorische und technische Hilfe der
deutsche Gewerkschaften fiir die Solidarnos¢, in: Interkulturelles Lernen in
Ostmitteleuropa. Geschichte - Theorie - Methoden - Praxis, Wien 2011, S. 151-
160; Dariusz Wojtaszyn, Karitative Hilfe fiir Solidarnos¢, ,Kirchliche
Zeitgeschichte 2012, 24 (2011), S. 1-10, https://depot.ceon.pl/bitstream/
handle/123456789/2433/KZG%2022011%20Wojtaszyn.pdf?sequence=1&isA
llowed=y

3 Archiwum Ministerstwa Spraw Zagranicznych (weiter: AMSZ), dep. 1V, 7/86,
w-3, Stan i perspektywy stosunkéw PRL-RFN w kontekscie realizacji zatozen
polityki zagranicznej panstwa [Der Stand und die Perspektiven der deutsch-
polnischen Beziehungen im Rahmen der Umsetzung der Aufienpolitik des
polnischen Staates]. Zat. Do pisma D. IV RFN-0-22-4-82, Bl. 39-56
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takte auf privater Basis zu kniipfen. Die Offensive der deutschen Bevol-
kerung, humanitdre Hilfe zu leisten, verwunderte nicht nur, sondern
unterlag auch einer tiefgehenden politischen Analyse, weil von den da-
maligen polnischen Machthabern diese Aktivitdten nicht gern gesehen
wurden. Die Reglementierung der direkten Kontakte resultierte aus der
Angst, dass diese die Wahrnehmung der Deutschen und Deutschlands
in der Bevélkerung verdndern wiirden. Die Bundesrepublik wurde einer
"propagandistisch-psychologischen Offensive” beschuldigt, deren Ziel
es sei, "die Sensibilitdt der Polen, und insbesondere der Schichten der
Intelligenz, gegen den deutschen Nationalismus und Wiedervereini-
gungsanspriiche zu schwdchen", Aus polnischer Perspektive war das
geteilte Deutschland, das in unterschiedlichen politischen und militdri-
schen Systemen integriert war, der beste Garant fiir die Sicherheit der
Polen. In einer Ausarbeitung von Mai 1982 findet sich sogar die Be-
hauptung, dass fiir Polen der Sieg im Zweiten Weltkrieg nicht auf den
9. Mai 1945 datiert werden sollte. Stattdessen auf den 7. Oktober 1949,
also mit der Griindung der DDR. Die Teilung Deutschlands war fiir Po-
len lebenswichtig.*

Stidtepartnerschaften aus polnischer Sicht

Die Behorden der Volksrepublik Polen reagierten besonders sensibel
auf direkte Kontakte von westdeutschen Institutionen und Privatper-
sonen zu polnischen Biirgern, die in den polnischen Westgebieten
wohnten. Konkret ging es um die einheimische Bevdlkerung, das heifit,
ehemalige Biirger des Dritten Reichs. Dieser Aspekt war das wichtigste
Argument und der Grund dafiir, dass Antrage, eine Zusammenarbeit mit
Orten in den polnischen Westgebieten aufzunehmen, negativ bewertet
und direkte Kontakte nach Westdeutschland von der polnischen Verwal-
tung blockiert wurden. Wobei es die meisten Vorbehalte gegeniiber de-
utschen Aktivitdten in Stiddten gab, in denen sog. Patenschaften der
Vertriebenen bestanden. Die Initiative, die gegen Ende der 1940er Jahre
aufkam, kniipfte an frithere Patenschaften an, die nach Ende des Ersten
Weltkriegs ins Leben gerufen wurden. Zu den frithesten Patenschaften
(1950) zahlte die Goslars patenschaftliche Beziehung zu Brieg (pol.

4 Eben dort.
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Brzeg) bzw. den Brieger Biirgern. Diese gilt offiziell als die erste ,,0st-

westdeutsche Stidtepatenschaft*®.

Mit der Umsetzung der Ostpolitik durch die deutschen Sozialdemok-
raten erfolgte eine Entwicklung gegeniiber Patenschaften alternativer
Verbindungen zwischen den Stadten in der Bundesrepublik Deutschland
und Polen - das waren die Stadtepartnerschaften. Trotz offizieller Dekla-
rationen der polnischen Seite und der Bemiihungen von bundesde-
utschen Politikern war die Entwicklung solcher Zusammenarbeiten ke-
ine einfache Frage. Bis 1985 bestanden gerade einmal fiinf solcher Ab-
kommen: eines der ersten war die Zusammenarbeit zwischen Danzig
und Bremen (der Vertrag wurde im April 1975 unterschrieben), aber
auch zwischen Hannover und Posen, Niirnberg und Krakau, Thorn und
Gottingen, Gdingen und Kiel®. Bis Anfang 1990 erhéhte sich diese Zahl
auf 10 komplett unterzeichnete Partnerschaftsvertrage zwischen west-
deutschen und polnischen Stadten. Dabei ist eindeutig darauf zu verwei-
sen, dass es die polnische Seite war, die blockierte. Es half nicht viel, dass
sich deutsche Politiker direkt dafiir engagierten, die Stadtepartnerschaf-
ten auszuweiten. In Warschau wurde die Unterzeichnung neuer
Vertrage fast wie die Verteidigung der polnischen Staatsrdson angese-
hen.

Es wurden viele Bemiithungen unternommen, um diese Art von Initi-
ativen politisch zu kontrollieren. Das wichtigste Element war die Sorge
darum, keine institutionalisierte Zusammenarbeit zwischen Stiadten in
der Bundesrepublik und Stadten in Polen zuzulassen, die unter einer Pa-
tenschaft der Vertriebenen standen. Die Existenz der Patenschaften war
der Hauptgrund dafiir, Antrage auf Stadtepartnerschaften abzulehnen.
Das war insofern einfach, dass sich in manchen Patenschaftsdokumen-
ten der Vertriebenen Formulierungen befanden, die in das revisionis-
tische Bild von Deutschland und den Deutschen passten. Beispielsweise
befand sich im Vertrag von 1953, der zwischen Goéttingen und Kreuzburg
(poln. Kluczbork) unterzeichnet wurde, ein Fragment, das von der pol-
nischen Seite nicht akzeptiert werden konnte: ,,Pate und Patenkind sind

5 Cornelia Eisler, Patenschaften. In: Online-Lexikon zur Kultur und Geschichte
der Deutschen im &stlichen Europa, 2011. URL: ome-lexikon.uni-oldenburg.de
/53907.html (Stand 23.11.2011).

6 Archiv der sozialen Demokratie (weiter: AdsD) Becker 217, Ambasada Polskiej
Rzeczpospolitej Ludowej w Republice Federalnej Niemiec [Botschaft der
Volksrepublik Polen in der Bundesrepublik Deutschland], KéIn, den 28. Novem
ber 1985.
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sich einig in dem Wunsch, dass die gegenwartige Trennung von der alten
Heimat beseitigt und entrissenen Gebiete jenseits der Oder und Neifde
wieder mit dem Vaterland vereinigt werde‘”.

Um eine Ablehnung zu vermeiden, kiindigten manche Stiadte und
Landkreise an, bevor sie ihre Bemiihungen bei der Botschaft der Volks-
republik aufnahmen, die Anbahnung einer Zusammenarbeit auf kom-
munaler Ebene aufzukiinden. So war es im Fall des Kreises Aachen. Im
Jahr 1985 wurde mit den Stimmen der Politiker von SPD und Griinen der
Patenschaftsvertrag annulliert, der 23 Jahre zuvor mit dem Landkreis
Breslau abgeschlossen worden war. Trotz der Aufhebung formeller Hin-
dernisse und der Beteuerungen guten Willens der Botschaft der Volks-
republik Polen konnte der Vertrag iiber eine Zusammenarbeit nicht unt-
erzeichnet werden, weil von der polnischen Seite weitere Beschrankun-
gen auferlegt wurden. Dies war eine praktische Reglementierung der
Zusammenarbeit auf grofde stadtische Zentren, konkret auf Wo-
jewodschafts- und Landeshauptstadte. Praktisch war dies bis Ende der
80er Jahre einer der Hauptgriinde dafiir, dass die Botschaft der Volksre-
publik Polen in K6ln es ablehnte, die Bitte der deutschen Seite positiv zu
beflirworten. Die Ablehnung wurde "versifdt" mit der Hoffnung, dass
eine Zusammenarbeit moglich sein wiirde, aber erst als Effekt positiver
Ergebnisse der Zusammenarbeit grofierer Stidte. Beispielswiese fasste
die Stadt Gladbeck mit einem einstimmigen Beschluss der SPD-Fraktion,
die die Mehrheit im Stadtrat hatte, im November 1985 den Beschluss,
direkte Kontakte mit einer entsprechenden Stadt in Polen aufzunehmen.
Im Jahr 1986 wurde festgelegt, hochstwahrscheinlich durch persénliche
Verbindungen nach Oberschlesien, aber auch von den Bergbautraditio-
nen und einer dhnlichen industriellen Struktur gelenkt, dass die Stadt,
mit der man eine Zusammenarbeit aufnehmen wollte, Kattowitz (Wo-
jewodschaftsstadt) sein sollte8. Aufgrund der unterschiedlichen Grofe
von Gladbeck und Kattowitz war es unmdéglich, einen solchen Vertrag zu
unterzeichnen, obwohl die Stadtoberen grofde Entschlossenheit zeigten,
einen entsprechenden Partner zu finden?®. Beispielsweise wurde als Ver-

7 Zitiert in: Kittel Manfred, Vertreibung der Vertriebenen? Der historische deutsche
Osten in der Erinnerungskultur der Bundesrepublik (1961-1982), Miinchen 2007,
S. 140.

8 AdsD Becker 217, Wojewoddzka Rada Narodowa [Wojewodschaftsrat],
Katowice, Gladbeck, 7. Oktober 1986.
9 AdsD Becker 217, Herrn Stanislaw Franczak, Gladbeck, 10. Dezember 1986.
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mittler oder Fiirsprecher in der Sache der bekannte polnische Kom-
ponist Krzysztof Penderecki engagiert, der in dieser Zeit Konzerte in der
Bundesrepublik gab. Der Vermittler war der in Gladbeck geborene be-
kannte Opernsanger Berthold Klemens Possemeyer1%. Nach dem Fiasko
bei den Bemiihungen nahm die Stadt Gladbeck eine Zusammenarbeit mit
Wodzistaw Slaski auf und im Oktober 1990 wurde der Vertrag iiber eine
Stadtepartnerschaft unterzeichnet. (Kattowitz unterzeichnete einen
solchen Vertrag 1990 mit Ké6In).

Eine Zusammenarbeit von Stidten, die als eines der Elemente der
Ostpolitik der Bundesregierung wahrgenommen wurde, sollte im Grund
die beiderseitigen Kontakte vertiefen und zu einer Normalisierung der
Beziehungen zwischen beiden Staaten beitragen. Praktisch wurde in je-
der Korrespondenz, die von kommunalen Behdérden in der BRD kam, die
an einer Zusammenarbeit interessiert waren, gerade dieser Aspekt be-
tont. Vor allem wurde auf den Warschauer Vertrag von 1970 Bezug ge-
nommen, wobei der Wille zu gemeinsamen Mafdnahmen fiir eine Norma-
lisierung der bilateralen Beziehungen und eine Zusammenarbeit im
Geiste dieses Abkommens betont wurde. Das stimmte vollstindig mit
der polnischen Haltung iiberein. Trotzdem wurde die Zusammenarbeit
bzw. der deklarierte Wille, eine solche aufzubauen, von Warschau inst-
rumentalisiert und als Trumpf-Karte in den bilateralen Diskussionen
ausgespielt. In den bilateralen Gesprichen gab es neben den wesent-
lichen Fragen, z.B. der wirtschaftlichen Zusammenarbeit, Krediten und
finanziellen Biirgschaften, den sog. Katalog offener Fragen. Auf de-
utscher Seite wurde dieser Katalog 1984 um ,die Aufforderung,
dezentrale Formen von Kontakten der Bevolkerung und der Jugend zu
ermoglichen” erweitert!l. Warschau zogerte nicht, die offenen Fragen,
fiir politische Verhandlungen zu verwenden. In der Praxis bedeutete
dies, dass die polnische Seite bereit war, den Bitten nach Aufnahme einer
bilateralen Zusammenarbeit zu entsprechen, unter der Bedingung, dass

10 AdsD Becker 217, Stadtamt 15, Stadtepartnerschaft mit einer polnischen Stadt,
Gladbeck, den 21. Mai 1987.

11 Weitere offene Fragen waren u.a.. die Regelung des Problems deutscher
Soldatengrédber; die Erinnerung an die "Bewegung vom 20. Juli 1944"; ein
Zentrum fiir Jugendbegegnungen zwischen Bundesrepublik Deutschland und
Volksrepublik Polen aufzubauen und einen bundesdeutschen Pavillon in
Auschwitz zu errichten. Archiwum Ministerstwa Spraw Zagranicznych (weiter:
AMSZ), Dep. IV 39/87, w-10, Aktualne tendencje w stosunkach PRL-RFN
[Aktuelle Tendenzen in den Beziehungen VRP-BRD], 22 Januar 1984.
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einige der Bitten Warschaus - hauptsachlich 6konomischer Art - erfiillt
wurden.

Manchmal wurde die Zusammenarbeit der Stidte politisch und pro-
pagandistisch als Substitut fiir Kontakte auf hoherer Ebene betrachtet.
Beispielsweise wurde 1989 in der Bundesrepublik wie auch in der
Volksrepublik Polen tiber die Form diskutiert, in der der bevorstehende
50. Jahrestag des Ausbruchs des Zweiten Weltkriegs begangen werden
sollte. Unter anderem wurde die Frage vorgebracht, den lang erwarte-
ten, offiziellen Besuch von Bundeskanzler Helmut Kohl in Polen umzus-
etzen, sowie dieses Jahrestags offiziell in der Bundesrepublik zu geden-
ken. Da der Bundeskanzler die Entscheidung iiber eine Reise nach Polen
aufschob, und die mitregierenden Parteien nicht planten Feierlichkeiten
in Verbindung mit dem Jahrestag zu organisieren, kam die oppositionelle
SPD zu Wort. In Anlehnung an lokale Initiativen in Bundesldndern und
Stadten, in denen die Sozialdemokraten eine Mehrheit hatten, wurden
Mafinahmen ergriffen, um an den Jahrestag des Kriegsausbruchs zu erin-
nern. Beispielsweise entschied die Stadt Niirnberg mit Oberbiirgermeis-
ter Peter Schonlein von der SPD zu den Feierlichkeiten anlasslich des
Jahrestages in Krakau (ihre Partnerstadt) eine offizielle Delegation zu
entsenden. Offiziell bemiihte man sich, dass dieser Besuch keinen Kon-
kurrenz-/Oppositionscharakter gegeniiber den Mafinahmen der
CDU/CSU-FDP-Regierung annahm, obwohl sie in Polen genauso
rezipiert wurden. Es wurde geplant, wihrend des Besuchs das ehemalige
Konzentrationslager Auschwitz zu besuchen, Blumen vor dem Denkmal
fiir die Opfer des Lagers niederzulegen, aber auch ein Seminar an der Ja-
giellonen Universitdt zu organisieren!2. Diese Initiative gehorte zu den
wenigen, die damals ergriffen wurden. Ihre Grundlage war der Vertrag
iiber die Zusammenarbeit der Stadtel3.

12 P. Schmidt, Niirnberg gedenkt in Krakau des Kriegsbeginns. Auch CSU mit
Reise einer Stadtratsdelegation nach Polen einverstanden, ,Siiddeutsche Zei-
tung“ 14.08.1989; P. Schmitt, Eine Totenklage und Erinnerung an Heldenmut,
,Studdeutsche Zeitung” 4.09.1989.

13 Archiwum Akt Nowych (weiter: AAN) [Archiv der Neuen Akte], PZPR KC
LXXVII-59, k. 45, Ministerstwo Spraw Zagranicznych, Warszawa do Jacek
Paliszewski, sekretarz generalny Ogdlnopolskiej Koalicji Pokoju, 7 lipca 1989 r.,
poufne [Auflenministerium, Warschau an Jacek Paliszewski, Generalsekretir
Allgemeine Koalition fiir Frieden, 7. Juli 1989, vertraulich].
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Bundesrepublik Deutschland

Auch auf deutscher Seite waren die Stidtepartnerschaften, die in den
1980er Jahren aufgenommen wurden, nicht frei von politischen Aspek-
ten. Die Vorbehalte und Diskussionen rund um die Partnerschafts-
vertrage resultierten aus mehreren Ursachen, deren Herkunft dhnlich
wie in der Volksrepublik Polen im Zweiten Weltkrieg und den damit ver-
bundenen Grenzverdnderungen zu suchen ist. Auffallend ist, dass die
ersten Partnerschaftsvertrage keine Stadte betrafen, die sich in ehema-
ligen Gebieten des Deutschen Reichs befanden, also von Anderungen der
staatlichen Zugehorigkeit "unbelastet” waren. (Eine Ausnahme war die
Unterzeichnung des Vertrags zwischen Wiesbaden und Breslau im Jahr
1987, aber davon wird im Weiteren die Rede sein.) Das resultierte aus
der Tatsache, dass in der Zeit, in der die SPD mitregierte (1969-1982),
die Beziehungen zur Volksrepublik Polen im Rahmen der neuen Ostpoli-
tik der SPD weder strapaziert werden sollten, noch sollten innenpoli-
tische Spannungen durch Konfrontation mit den Vertriebenen erzeugt
werden.

Eine zweite polnische Bedingung war, wie bereits zuvor angemerkt,
dass kein Patenschaftsvertrag vorlag. Oft hatte das zur Folge, dass der
zuvor geschlossene Patenschaftsvertrag gekiindigt wurde. Nicht ohne
Bedeutung fiir die Entwicklung der Idee der Stadtepartnerschaft und der
Kiindigung der Stidtepatenschaft gab es eine Rivalisierung von Politi-
kern der SPD und CDU/CSU auf kommunaler Ebenel4. Im Verlauf der
Vorbereitungen auf die Unterzeichnung der Partnerschaftsvertrage tra-
ten nicht nur Konflikte zwischen den zwei gréfdten politischen Parteien
in Deutschland, sondern auch Konflikte in der Interpretation deutscher
Rechtsposition zu Tage. Ein Beispiel dafiir kann die Diskussion in Ver-
bindung mit dem Partnerschaftsvertrag von Wiesbaden mit Breslau sein.
Die im September 1987 unterzeichnete Rahmenvereinbarung iiber die
Zusammenarbeit zwischen den Stddten Wiesbaden und Breslau war der
sechste Vertrag und der erste in Bezug auf eine Stadt mit deutscher Ver-
gangenheit. Sie war das Ergebnis der Bemiihungen des SPD-Politikers
und Biirgermeisters von Wiesbaden, Achim Exner - geboren 1944 in
Breslau. Der Vertrag wurde am 5. November 1987 mit den Stimmen der
Sozialdemokraten mit Unterstiitzung durch die Griinen-Politiker von der

14 Ein Beispiel aus dem Kreis Aachen: Partnerschaft mit Polen: SPD und Griinen
stehen im Wort. Kritik der Vertriebenen: Versprechungen bisher nicht gehalten,
»~Aachener Nachrichten, 3.09.1987; Erich Behrendt, Eine Partnerschaft braucht
ihre Zeit..., ,Aachener Volkszeitung“, 6.08.1987.
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Stadtverordnetenversammlung angenommen?5. Die oppositionelle CDU
warf dem Oberbiirgermeister Exner u.a. "Wichtigtuerei" vor, wobei sie
argumentierte: ,,Das Abkommen hat sich auf den Warschauer Vertrag
von 1970 und andere deutsch-polnische Vereinbarungen bezogen®,
wobei es ,,ein beschamender Akt genannt wurde16.

Die deutsch-polnischen Diskussionen und spater die Unterzeichnung
der Rahmenvereinbarung!? wurden von lautstark artikuliertem Missfal-
len der Christdemokraten, teilweise auch der FDP, und der konservati-
ven Presse begleitet. Die Diskussion, aber auch die vorgebrachten Vor-
wiirfe beziiglich der Rechtsgiiltigkeit der diskutierten und unterzeichne-
ten Rahmenvereinbarung machten es notwendig, dass Bundesministe-
rien konsultiert wurden und diese Stellungnahmen abgeben mussten:
das Bundesministerium fiir Innerdeutsche Beziehungen und das Minis-
terium fiir Auswartige Angelegenheiten.

Im Auswartigen Amt hielt man die Vorwiirfe der Christdemokraten
aufrecht, der Vertrag liberschreite den Bereich, der durch Bestimmun-
gen zur kommunalen Selbstverwaltung geregelt wird. Dagegen lag es im
Bereich der rechtlichen Positionen der Bundesrepublik, insbesondere
im Bereich, der durch Art. 32, Abs. 1 des Grundgesetzes geregelt war, d.h.
der Beziehungen zu auswdrtigen Staaten!8. Grofse Vorbehalte hatte man
im Kontext der Kompetenziiberschreitung durch kommunale Behdrden
zu den Bestimmungen der Rahmenvereinbarung, in der Wiesbaden fiir
sich den Anspruch geltend machte, ,,den <<Warschauer Vertrag<<ergin-
zend und interpretierend auszufiillen, und aus denen sie ein Mitsprac-
herecht in der innenpolitischen Behandlung von Fragen, die mit Polen
und den Oder-Neifde-Gebieten zu tun haben, ableiten kann‘“. Konkret
ging es um die sog. Wohlverhaltensklausel in der Praambel, dass jede der
Parteien ,jeder politischen Tétigkeit im Rahmen Ihrer Moglichkeiten ak-
tiv ablehnend gegeniibersteht, die im Widerspruch zum Vertrag vom 7.

15 FDP will Partnerschaft retten, ,Wiesbadener Kurier, 28.10.1987; FDP-
Bedenken gegen Rahmenvereinbarung, ,Wiesbadener Kurier”, 28.10.1987.

16 Joachim Sobotta, Schwabens CDU-Freunde streiten iiber ,kommunale
Ostpolitik“, ,Rheinische Post“, 27. Juli 1988; Schlesien noch immer deutsch,
Wiesbadener Kurier, 21. 10.1987.

17 Rahmenvereinbarung iiber die Zusammenarbeit zwischen der hessischen
Landeshauptstadt Wiesbaden in der Bundesrepublik Deutschland und der Stadt
Wroctaw (bis 1945 Breslau) in der Volksrepublik Polen.

18 AdsD Becker 217, Hessisches Ministerium des Innern, an den Magistrat der
Landeshauptstadt, Rathaus, Wiesbaden, 26. April 1988.
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Dezember 1970 sowie dem Geist der gemeinsamen Erklarungen vom 11.
Juni 1976 und vom 25. November 1977 steht.” Bereits am 25. September
1987 machte ein Vertreter des Auswartigen Amts auf eventuelle
Konsequenzen einer solchen Klausel aufmerksam, indem er folgendes
Beispiel verwendete: ,,dafl moglicherweise die polnische Seite bei einem
Vertriebenentreffen in Wiesbaden dagegen Einspruch erheben kénnte
und sich dabei auf die entsprechenden Formulierungen in der Praambel
der Rahmenvereinbarung bezieht.“ Dagegen teilte das AufRenministe-
rium im Februar 1988 mit, dass die Rahmenvereinbarung ,,in einzelnen
Praambelsitzen Verpflichtungen enthalte, die Inhalt und Tragweite ei-
nes vom Bund im Rahmen seiner verfassungsmafligen Zustandigkeit
geschlossenen volkerrechtlichen Vertrages betreffen®.

In der Stellungnahme des Ministeriums fiir Innerdeutsche Beziehun-
gen vom 1. Marz 1988 machte Dorothee Wilms?!? auf die Namensgebung
der Stadte aufmerksam: Breslau/Wroctaw. Negativ wurde die folgende
Artder Niederschrift bewertet: ,,Stadt Wroctaw [bis 1945 Breslau] in der
Volksrepublik Polen®, was man interpretieren konnte, ,,daf} beide Vere-
inbarungspartner die Auffassung vertreten, Breslau sei nur bis 1945 de-
utsch gewesen. Damit begibt sich die Stadt Wiesbaden in Gegensatz zur
Rechtsprechung des Bundesverfassungsgerichts®.

Mit der Unterzeichnung der Rahmenvereinbarung (September 1987)
wurde vom hessischen Innenminister eine aufsichtsbehordliche Uber-
priiffung eingeleitet. Am 26. April 1988 nahm der Minister Stellung, in-
dem er ,schwerwiegende Bedenken” beziiglich des Inhalts der unter-
zeichneten Vereinbarung zum Ausdruck brachte und eine aufsichtsbe-
hordliche Anordnung gemafd §§ 135 ff. HGO erliefs, wodurch er
entschied, dass die unterzeichnete Rahmenvereinbarung ,rechtswidrig
ist“20, Obwohl in der Analyse des Innenministers von Hessen die einzigen
Formulierungen in der Rahmenvereinbarung, in Bezug auf die keine Vor-
behalte geduflert wurde, der Titel des Vertrags, die einleitende
Erklarung, Punkt 2 und der erste Satz vor dem eigentlichen Vertragstext
waren, verzichtete der Minister nach Konsultation mit der Bundesregi-
erung auf das ihm zustehende Recht und sandte den Vertrag nicht zur

19 Dorothee Wilms war von 1982 bis 1987 Bundesministerin fiir Bildung und
Wissenschaft und von 1987 bis 1991 die letzte Bundesministerin fiir
innerdeutsche Beziehungen.

20 AdsD Becker 217, Hessisches Ministerium des Innern, an den Magistrat der
Landeshauptstadt, Rathaus, Wiesbaden, 26. April 1988.

229



erneuten Verhandlung zurtck. Er verpflichtete jedoch die Kommunalbe-
horden dafiir zu sorgen, dass das Abkommen von 1970, auf das in der
Rahmenvereinbarung Bezug genommen wurde, gemafd der offiziellen
deutschen Rechtsposition interpretiert wiirde.

Hochstwahrscheinlich von entscheidender Bedeutung fiir die Auf-
rechterhaltung der Giuiltigkeit des Vertrags war die Tatsache, dass er der
erste Vertrag mit einer Stadt war, die Deutschland 1945 verloren hatte,
aber auch die allgemeine Richtung der Ostpolitik der Bundesregierung.
Ab 1987 trat eine deutliche Aktivierung der Kontakte der Bundesregi-
erung zu Polen ein (Besuche von Hans-Dietrich Genscher in Warschau,
die Erwartung des Besuchs von Bundeskanzler Kohl), was bedeutete,
dass eine Annullierung des Partnerschaftsvertrags Konsequenzen fiir
die Entwicklung der bilateralen Beziehungen haben kénnte. Aufderdem
hatte die deutsche Seite in dem sog. Katalog offener Fragen die Forde-
rung der Aufnahme dezentraler Formen Kontakte der Biirger aufgenom-
men. Eine Annullierung des Vertrags zwischen Wiesbaden und Breslau
hatte nicht nur die Bundesregierung in ungiinstigem Licht dargestellt,
aber auch die Vorwiirfe des Revisionismus gegeniiber der Bundesregi-
erung verstarkt, insbesondere, da der Inhalt des Vertrags im Grunde
nicht von den Vertragen abwich, die zuvor mit polnischen Stadten, die
nicht in den Westgebieten Polens lagen, unterzeichnet wurden. Die
Verschlechterung der Beziehungen zu einem der wichtigsten Ostblock-
Staaten lag damals nicht im Interesse der Bundesrepublik. In jener Zeit
wurden grofde Hoffnungen mit Michail Gorbatschow, der Perestroika in
der UdSSR und der Mdglichkeit verbunden, sie iiber die Grenzen der
UdSSR hinaus auszuweiten. Dazu war Frieden in Osteuropa notwendig,
was bedeutete, dass auf der Linie Bonn-Warschau Friede bewahrt wer-
den musste.

Das Problem mit der Aufnahme direkter Kontakte auf kommunaler
Ebene, das aufgrund der negativen Haltung der Botschaft der Volksre-
publik Polen entstanden war, brachte nicht selten politische Konsequen-
zen fur die Partei mit sich, die diese Kontakte initiierte. Meistens waren
die Initiatoren einer Zusammenarbeit von Stadten SPD-Politiker in Ko-
operation mit den Griinen. Da die fithrenden SPD-Politiker gute Bezie-
hungen zu Politikern in Warschau unterhielten, wurden sie manchmal
gebeten, bei den polnischen Behorden zu intervenieren. Leider boten
selbst diese Beziehungen keine Garantie, die Sache positiv zu erledigen.
Nicht selten rief das Konflikte und Enttiduschung in den niedrigeren Par-
teistrukturen hervor. Ein solch krasses Beispiel kann die Sache der zeit-
lich verzégerten Frage der Aufnahme einer Stddtepartnerschaft durch
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die Stadt Gladbeck sein - einer Stadt, in der die SPD bei Wahlen die abso-
lute Mehrheit erzielte (59,9% bei den Bundestagswahlen 1987).Im Nov-
ember 1985 sandte die Botschaft der Volksrepublik Polen in Polen eine
Antwort auf die Initiative der Stadt, dass es leider bis auf Weiteres nicht
moglich sei, eine solche Zusammenarbeit aufzunehmen?2!. Die Inter-
vention von Hans Koschnick, der im Dezember 1985 auf Bitten von Willy
Brandt in dieser Sache mit J6zef Czyrek, Mitglied und Sekretar des Zent-
ralkomitees der PVAP und Mitglied des Politbiiros der PVAP, sprach, half
nicht?2. Die einzige Antwort, die der Oberbiirgermeister von Gladbeck im
Marz 1986 erhielt, war, dass die polnische Seite zu jener Zeit keine solche
Zusammenarbeit wiinsche?23,

Nach zwei Jahren Bemiihungen und mehreren personlichen Briefen
an Willy Brandt, mit der Bitte, bei den polnischen Partnern zu interveni-
eren, ging aus dem SPD-Biiro Gladbeck ein Brief an den Parteivorsitzen-
den ein, der mit folgenden Worten begann: , Lieber Genosse Brandt — wir
sind sauer!” und ,Mit nicht mehr ganz so freundlichen Griif3en!”
schlofR?4.  Derart radikale Mafinahmen wurden aufgrund der
Enttauschung der Kommunalpolitiker ergriffen. An dieser Stelle ist zu
betonen, dass es in Gladbeck eine eigenwillige Konkurrenz zur CDU gab,
die auf eigenen Kontakten basierend vorschlug Kontakte mit Chetmno
aufzunehmen?2s. Da man nicht wollte, dass der Vorschlag der Christde-
mokraten angenommen wurde oder gar deren Kontakte in Anspruch ge-
nommen wurden, musste man mit Hilfe der sozialdemokratischen Par-
teistrukturen vorgehen.

Zusammengefasst lasst sich sagen: In beiden Landern, in der Bundes-
republik Deutschland und in der Volksrepublik Polen, wurden die Stad-
tepartnerschaftsvertrage durch das politische Prisma betrachtet. In

21 AdsD Becker 217, Ambasada Polskiej Rzeczpospolitej Ludowej w Republice
Federalnej Niemiec [Botschaft der Volksrepublik Polen in der Bundesrepublik
Deutschland], An die SPD-Fraktion des Rates und der Stadt Gladbeck, K&ln, den
28. November 1985.

22 AdsD Becker 217, Hans Koschnick, Stadtverband der SPD in der SPD-Fraktion
Gladbeck, Bremen, den 20. Dezember 1985.

23 AdsD Becker 217, Karl Liedke, Herrn Wolfgang Roken, Oberbiirgermeister der
Stadt Gladbeck, Bonn, den 21. Marz 1986.

24 AdsD Becker 217, SPD Fraktion Gladbeck, An den Vorsitzenden der SPD Herrn
Willy Brandt, personlich, Gladbeck, 5 Marz 1987.

25 AdsD Becker 217, Christlich Demokratische Union, Stadtverband Gladbeck,
Ratsfraktion, Herrn Biirgermeister Wolfgang Réken, Rathaus, Gladbeck, den 14.
November 1985.
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Polen wollten die staatlichen Strukturen vor allem die direkten Bezie-
hungen der polnischen und deutschen Biirger kontrollieren, um ein po-
litisch vorteilhaftes und extrem negatives Bild von den Deutschen und
von Deutschland aufrechtzuerhalten. Die instrumentale Behandlung di-
eses Themas diente in erster Linie der Konsolidierung der polnischen
Bevolkerung rund um die Zentren der Staatsmacht als Garant der Un-
antastbarkeit der polnischen Grenzen (gemeinsam mit der UdSSR). In
der Bundesrepublik wurden die Partnerschaftsvertrage vielfach zum in-
ternen politischen Kampf und zu Reibereien zwischen den zwei grofiten
politischen Parteien: den Sozialdemokraten und den Christdemokraten
genutzt. Das war die Verldngerung und Ubertragung der Diskussion iiber
die Form und den Inhalt der Ostpolitik auf kommunale Ebene. Unabhan-
gig davon bestanden in beiden Landern Initiativen von unten, deren Ziel
es war, direkte Kontakte zwischen den Biirgern anzubahnen.

232



Autorin:
Dr. phil. habil. Prof. UO Matgorzata Swider Historikerin,

Professorin an der Universitat Opole, Fakultit fiir Sozialwissenschaften,
Historisches Institut

Instytut Historii UO, Ul. Strzelcéw Bytomskich 2, 45-084 Opole / Polen

malgorzata_swider@onet.pl

Forschungsbereich:

deutsch-polnische Beziehungen, Zeitgeschichte

Wichtige Publikationen:

M. Swider, Stanowisko Socjaldemokratycznej Partii Niemiec wobec
Polski w latach 1980-1989, Wydawnictwo Uniwersytetu Opolskiego,
Opole 2015, ss. 533,

M. Swider, Die katholische Kirche in Polen und die SPD in den 1980er
Jahren, Archiv der sozialen Demokratie, Bonn 2013, ss. 126.

M. Swider, Z perspektywy Bonn. Przemiany polityczne w Polsce w latach
1980-1989, Wydawnictwo Adam Marszatek, Torun 2011, ss. 274.

M. Swider, Die sogenannte Entgermanisierung im Oppelner Schlesien in
den Jahren 1945-1950, Europaforum-Verlag, Lauf 2002, ss. 461.

Solidarno$¢ zwigzkowa. Niemiecka Federacja Zwigzkéw Zawodowych
(DGB) wobec NSZZ ,Solidarnos$¢”, Wybor, wstep i opracowanie, Swider
M., Krakéw 2017 ss. 317.

233






CHANGING HUMAN LANDUSE OF AN ISLAND:
EXAMPLE OF CUMBERLAND ISLAND

Ivan Zadori -Zsolt Nemeskéri - Sdndor Némethy

Abstract

Cumberland Island is one of the countless islands on the Atlantic Coast
in the United States. The 28 kilometer long island with oak trees, palm
trees, dunes and long sandy beaches is situated on the border of Florida
and Georgia. The island can only be reached by ship. Bridge, road or
tunnel does not link this island to the mainland. The US National Park
Service operates a national seashore on Cumberland. Only 300 visitors
could visit the island per day and there are times, when boat trips are
suspended during periods outside the tourist season. There are no built
roads, shops or hotels on the island where visitors can actually feel
themselves in the untouchable nature. However, Cumberland Island
was not always a national park. Our paper attempts to outline the
stages of changing human landuse and cultural-management pro-
cesses finally led to the formation of a national seashore on Cumberland
Island in the second half of the last century.

Introduction

The 147,000 square mile Cumberland Island is one among the great
number of islands and islets of the Atlantic shoreline in the United States.
Cumberland is a 28km long island scattered with oak trees and Spanish
moss, palm trees, dunes, long sandy beaches, and located only 5 kilome-
ter distance from the mainland, at the border of Florida and Georgia
states. The island can only be reached by ship, operated by the National
Park Service. The ship departs from St. Marys visitor center, where all
visitors are registered. No pets, kayaks or cars are allowed to the ferries.
Sailboats and other vessels can dock only at a designated place of the is-
land. Only 300 visitors could visit the island per a day and in off-season
periods boat trips are not operated every day. On the island there are no
built roads, shops or hotels so visitors could feel the relatively untouched
nature, could camp at designed campsites, hike on the 80 kilometer long
paths and dirt roads of the island, could observe the island's flora and
fauna, wildlife, famous wild horses (see Figure 1) and cultural heritage
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remains of different ages. Cumberland Island, however, was not always
a national park and in the previous centuries the permanently changing
human population of the island implemented different, but well identi-
fied and well characterized land use management and cultural strategies.
Our present study attempts to outline these changing human landuse
processes that finally lead to the formation of a national seashore from
the island at the second half of the last century.

Figure 1: Famous wild horses of Cumberland Island

photo taken by Authors

The Beginning

Cumberland Island is one of the chains of islands bordering the
United States coastline from Florida to Virginia. These islands have
arosed from mainland river sediment deposits on the continental shelf,
and became islands as a result of the rising sea level. Cumberland island
doesn’t seem to have special characteristics for the first sight, its fauna
and flora are not particularly special. The surrounding islands have com-
pletely similar ecosystems, there are some other islands where there are
wild horses, ruins of buildings, tubby houses, and historic landmarks of
different ages. Of course these elements could be interesting, but cer-
tainly much more interesting sights can be found on the east coast of
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America. On the other hand what really makes this place special is the
atypical attempt that has been going on here for more than 40 years.

Figure 2: Map of Cumberland Island?
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As a result of this experiment, the island had become a national sea-
shore where the pursuit of conservation of cultural history, conservation
and restitution of nature and original ecosystems is a permanent activity
in the last few decades. On the other hand, not the whole island is a na-
tional seashore, some parts are still pivate lands where special property
rights exist (see Figure 2). These divergent approaches often do not op-
erate in a harmonious way, which, after essentially four decades, make it

1 https://blueridgeimpressions.wordpress.com/2015/04/08/the-carnegie-ma
nsions-of-cumberland-island-georgia/
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difficult to manage the national park and conflicts of interest arising from
this ambivalent situation.?

The east coast of the present United States was much larger and the
first communities in this area preferred the coastline where they could
easily get food. However, the permanently rising sea level pushed these
communities increasingly westward towards today's shoreline. That is
the reason why the traces of these first sites probably can be found under
the present sealevel. Geologically, the island was built from the mainland
deposits of river sediment and alluvium, river drifts, sea flows and
changing sea levels continually shaped and still shape the coastline, the
ecosystem of coastal islands and the system of canals and salt marshes.

This land is constantly conquered by the same flora and fauna char-
acteristic of the mainland. As a result of this process, significant part of
the subtropical climate island was covered with oak, pine and palm trees.
Right now Cumberland Island has 500 plants and 450 species, very sim-
ilar to the mainland but due to its island characteristics, wildlife is less
diverse than the costal ecosystems.3 The oldest human settlements in the
present area of the island are about 4,000 years old. However, this not
very resource-rich but vast area was able to provide proper living con-
ditions for ceturies for a few hundred people of gathering and hunting-
fishing communities. Timucua Indians living on the island and coastal ar-
eas established the first permanent settlements on the island. Despite
the fact that new plants and animals were introduced on the island and
the technique of slash and burn agriculture, the first inhabitants did not
significantly changed the island's original ecosystem.*

In the 17th century, in the period of the first European settlement, the
island and the neighboring coasts were inhabited by the Tacatacuru
tribe. The center was known as Tacatacuru situated at the southern end
of the island. At the time of the European colonialization, the Spaniards
recorded the names of at least six villages on the island and eleven vil-
lages of this tribe on the mainland. The most significant early settlements
are located on the southern part of the island (Dungeness), where, be-
sides settlement traces, the huge deposits of seashells consumed by In-
dians also refers to the continuous use of the site.

2 Bullard, M. (2005)
3 Dilsaver, L. M. (2004),15. p.
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Figure 3: Oak tree with Spanish moss
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Colonial Period

The first European landed on the island was a Frenchman, Jean Rib-
ault in 1562. The appearance of Europeans resulted in two important
things in the area: on one hand, a few decades were enough for the in-
digenous population to be almost totally abolished. On the other hand,
these coastal areas, incuding islands were a kind of buffer zones in the
region between the English and Spanish colonial powers. This area was
an American playground of the rival nations, both side were creating for-
tifications, fortified settlements on the shores and coastal islands, too. It
is interesting, that not the English and the Spaniards, but the French at-
tempted the colonization first in the region, but Spaniards soon expelled
them.

Following the Spanish colonization, Cumberland Island became part
of the Mocama Mission Area in Spanish-Florida. The Spaniards, who ar-
rived for the first time in the 1550s, were called present Cumberland Is-
land San Pedro. The explorers were primarily interested in the trees of
the island, especially oak and pine trees, which proved to be good for
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shipbuilding. The Spaniards built a garrison and a mission, San Pedro de
Mocama, in 1603.

Soon two other colonies were set up on the island. Until the 1680s,
the history of the island was relatively stormy because of the perma-
nently ongoing conflicts. In this time about 300 indigenous people and a
group of Spanish missionaries lived on the island, and the island mission
was also visited Indians from the mainland. However, in the 1680s, the
English were trying to extend the borders of their territories, and due to
the regular conflicts and pirate attacks, a large part of the population left
and the island became almost totally uninhabited. The first part of the
colonial period has transformed the island's ecosystems more intensibly
and visibly, as new plants and animals were introduced, logging and ag-
ricultural activities were intensified and the area became a sparsely pop-
ulated borderland and bufferzone between the rival English and Spanish
conquerors (the unofficial border was the St. Marys River close to Cum-
berland Island).

A few decades later, James Oglethorpe arrived in the Georgian coast
in 1733 and established several settlements. In 1737 he built a fortress
at the northern end of the island (St. Andrews), and he named San Pedro
Island after the 13 year old son of King George I1., William Prince of Cum-
berland. It was also Oglethorpe who set up a settlement named Dunge-
ness, and a fort (Fort Prince William) on the southern part of the island.
These fortifications were needed to protect British settlements situated
north from the borderland of Spaniards of Florida.

In 1742, the Spaniards, in response to Oglethorpe's earlier attack on
the city and fortification of St. Augustine, attacked the island. The is-
landers were only saved by the appearance of the English fleet. The is-
land was once again deserted because the British did not rebuild the
damaged forts, so the area was re-emerged again as no man’s land be-
tween the Spanish and English territories. The uncontrolled and unin-
habited area, however, soon became a shelter for refugees, outlaws and
pirates. The Paris Convention of 1763 gave Florida to the British and
ended the tense colonial conflicts of the previous decades. The new situ-
ation soon brought many people who claimed lands and had plans to set
up plantations on the island.5

From the planned activities, however, the most successful and pros-
perous sector soon became logging. By 1770, essentially two people,

5 Dilsaver, L. M. (2004), 24. p.
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Thomas Lynch and Alexander Rose, acquired almost the entire island.
Apart from logging, human activities didn’t changed significantly the is-
land at that time, and the exploitation of natural resources was not much
more intensive than the indigenous period and the colonial era of the is-
land.

Plantation Period

The plantation period is the period in the history of Cumberland Is-
land where the largest transformation and changes of the original eco-
systems occured. Betweeen the decades of the American Independence
War and the American Civil War, more than half of the island trans-
formed to plantation where cotton, citrus, rice, indigo and vegetables
were grown.

Figure 4. White sand on the coastline of Cumberland Island

photo taken by Authors

The two original owners, who splitted the island into 12 parts to get
lands roughly with similar parameters, did not settle permanently on the
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island, and the areas were going through countless hands in these dec-
ades and the fragmentation of the 12 estate had started. In this period,
according to the new way of land use, some parts of island were encircled
by man-made structures, fences, irrigation ditches, roads, new settle-
ments erected for slaves working on plantations, houses, castles, vil-
lages, churches and cemeteries were built in many sites of the Cumber-
land Island.

Some of the buildings made of durable materials. Local building ma-
terial was the so called tabby - it was made of a mixture of limestone,
sand, oystershells and water, and the result was the concrete-like tabby.
As huge deposits of shells left by the Indians were available on the island,
this material soon become very popular. The island's most successful
and most marketable product was undoubtedly the cotton. The climate
of the coastal islands was particularly perfect for this plant (cotton was
grown on coastal islands is called sea island cotton). In this period the
island had a population of 65 white planters and 455 slaves.®

The Americal Civil War resulted in serious changes: a large part of the
liberated slaves left the island, so plantations could no longer be culti-
vated without sufficient labor force. Previously pretty well-situated and
rich planters suffered serious losses and most of them tried to sell their
lands. Some part of the land that was not continually used was slowly
recovered by the forest. Those who choosed to stay on the island began
to start different businesses, some of them had horses, others tried to
create olive groves on the island, but the earlier intensive farming activ-
ities no longer came back and nature has begun to recover. Ont he other
hand, Cumberland Island began to become an increasingly popular tour-
ist destination during this time, for example, many tourists visited the
house of Nathanael Greene', hero of the American Independence War, or
the grave of the Civil War hero, the legendary General Henry Lee, who
was buried on the island for the first time.

Rich Elite Period

After the American Civil War, more and more wealthy northern resi-
dents visited the southern regions as tourists, and sometimes they
searched for a place for themselves and their families to escape from
harsh northern winter. Precisely for such reasons in the 1880s, Thomas

6 Dilsaver, L. M. (2004), 31. p.
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M. Carnegie, the steel magnate Andrew Carnegie's brother and wife,
Lucy, bought an estate on Cumberland Island, and purchased other parts
of Cumberland Island continuously, acquiring soon almost 90% of the
island. In 1884 they began to build their castle in the site of the Greene
house in the southern part of the island and called the mansion Dunge-
ness (see Figure 6). Andrew did not live in the castle, he passed at the
age of 43 in 1886. His wife and his nine children, however, sold their
home in Pittsburgh, and all moved to the island and only went up north
in the hot summer months. The Dungeness, an 59-room mansion, fruit
gardens, greenhouses, reservoirs, water towers, ice house, pools, sports
fields are perfectly served the family who sought to provide a kind of self-
sufficiency.

Figure 5. Wood walkway at Sea Camp Beach

photo taken by Authors

Of course, they could not produce everything, but they produced
fruits and vegetables, they had their dairy, poultry, cattles and pigs that
also served the needs of the family and their guests. With their own ships,
they also established regular land connections to ensure goods from the
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mainland so they did not suffer anything. More than 200 resident em-
ployees of the family worked on to keep this small empire functioning.
Dungeness was often visited by friends, family members and acquaint-
ances of the Carnegie family who spent a shorter-longer time on the is-
land where they could hike, hunt, fish, or even could have parties on the
beach.

It is clear that despite of the efforts to reach self-sufficiency, this sys-
tem only could operate with the permanent use of the revenues of the
steel factory, as the family members did not really have "normal” jobs,
work or other earning activities, rather they traveled, enjoyed the island
life, and maintained their social relations. When the kids became adults,
they got some parts of the island, received money from their mother and
have the possibility to build their own homes on the island or renovate
former buildings. In 1899 the mother, Lucy, established a trust to main-
tain the island property and operate the estate.

The children transferred their property rights to their mother, and
the trust operated with two basic principles: on the one hand, revenues
from the Carnegie office building in Pittsburgh was leased and the in-
come from this was used to maintain the island estate, and only the re-
maining incomes of the family could be divided among the surviving chil-
dren. The second part prevented those heirs from dividing or selling any
island land until the death of the last surviving child unless the children
unanimously agreed to do so.”

The first part of this trust period was successful, revenues were
largely covered the maintenance of the estate, the expenses of children
and their family members. Lucy died in 1916. Although the conception
of opertion worked relatively well, few years later it was almost unavoid-
able for the heirs to start thinking about how to use the island's re-
sources (logging, dairy livestock, investment in tourism, and even mining
- a mineral called ilmenit can be found on the island) to make better use
of it, increase revenue and somehow make money from the inheritance.
As the revenues of the iron business started to decline, the maintenance
of Cumberland became harder and harder parallel with the fact that the
family members dispersed in the world and had not used permanently
the castle and estate. Of course, not everyone had this type of ideas, so
conflicts started to arise between family members.

7 Dilsaver, L. M. (2004), 49. p.
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The northern part of the island ran quite different development path.
After the American Civil War, some small property holders continued to
operate farms in this area, an some of the liberated slaves also remained
on the island. On the other hand, at the end of the 19th and early 20th
century, several inns and hotels were built at the northern end of the is-
land. The best hotel in the area named High Point had attracted rising
number of middle class people from the neighborhood and other parts
of the United States. Visitors came with steamships and enjoyed the is-
land's fishing, hunting and bathing opportunities. Black inhabitants
mostly worked in hotels as waiters, cooks, and coaches. High Point and
its surroundings were picked up by the Candler family of Atlanta in 1930,
the family who was enriched from Coca Cola.

Candler and Carnegie families both considered the island's values im-
portant and were not forced to intervene significantly in the island's life
and disrupt natural ecosystems. Basically this was the reason why Cum-
berland became again relatively untouched by the time National Park
Service formed the national seashore on the island in the 1970s.

Figure 6: Dungeness on Cumberland Island

photo taken by Authors
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Of course, not all family members shared this way of thinking: it was
an interesting process as new generations of families becoming more
and more far from the idyllic island life of the former generations, and
their interest is reduced much. On the other hand, having emotionally
less connections to the previous lifestyle, some of them started again and
again to think alternative exploitation of the potential resources of the
island, from the earlier mentioned mining to pineapple plantations or
farming to tourism. It is also important to note that from time to time
"external” actors and investors have been interested in utilizing the is-
land - mainly for touristic purposes. In the 1960s even NASA was inter-
ested in the island as a potential place to build a space center.

Era of Protection

In 1954, some members of the Carnegie family invited the National
Park Service to the island to assess its ability to form a protected national
seashore. In parallel, Georgia had taken steps to form a state park on
Cumberland Island. The events, however, accelerated just more than a
decade, in 1968, when 3 Carnegie heirs (Tom, Henry and Andrew Carne-
gie) sold three thousand hectares of the island to a real estate developer
Charles Fraser. Many other family members, politicians, environmental
activists and organizations have raised their voices against the increas-
ingly likely tourism exploitation. This new and complicated situation
brought together the actors who wanted to save the island. As a result of
co-operation and intensifying pressure, Frazer had to sell the area pur-
chased for real estate development to the National Park Foundation. The
same co-operation helped to pass the bill on the national seashore in the
US Congress, which was signed by President Richard Nixon on 23 Octo-
ber 1972 and converted Cumberland into a national seashore. The Car-
negie family sold the island to the federal government, so the great ma-
jority of Cumberland Island became a national park.8

Little Cumberland Island, located in the northern part of Cumberland
Island, is not a real island, and only a swamp-marshland separates it
from Cumberland Island, is still privately owned and can not be visited
by the general public. Despite the fact that the National Park Service is
constantly trying to purchase privately owned lands of the Cumberland
Island, a small number of people - mostly descendants of former owners

8 Cumberland Island National Seashore, Georgia. https://www.nps.gov/cuis/in-
dex.htm
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- still own lands and using the already sold areas and estates in the west-
ern and northern parts of the island, though just a few of them are living
permanently in Cumberland.

photo taken by Authors

Lessons learned from Cumberland

In the beginning of the process transformed Cumberland to a national
seashore, it was an important question what to keep and preserve on the
island exactly. During the past centuries, the original ecosystems of Cum-
berland Island were moderately modified in the first periods and then,
as a result of the human activity, flora and fauna of the island became
more and more intensively modified. These interventions have dramati-
cally restructured the original state, created an artificial environment,
human constructions and roads became a part of the island, and the orig-
inal fauna and flora have undergone significant transformation because
of the effects of nonnative species.

However, the 20th century was characterized by a decline of inten-
sive economic and farming activities on the island, which resulted in
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some of the former human constructions damaged or disappeared, and
nature began to recapture a significant part of the island. Parallel with
these changes some animals, mainly livestock, horses, pigs run wild and
adapted to the changed conditions. According to the state of the island in
the 1970s, primarily the tourism utilization seemed obvious, focusing
mainly on the preservation and presentation of historical and cultural
buildings, ruins and landmarks of Cumberland.

However, during long debates and discussions, final decision was to
keep the existing built heritage and cultural landscapes preserved and
keep nonnative wild animals (especially horses considered significant
tourist attraction) as well, and make efforts to manage the island's flora
and fauna, in the most undisturbed way. However, this strategy does not
operate totally perfectly due to the fact that there are still some privately
owned parts, where owners have their property rights resulting differ-
ent type of land use compared with the park's ideas.

Itis inevitable that this strategy could only work if National Park Ser-
vice controls, regulates and limits the number of visitors somehow par-
allel with not developing tourist infrastructure on the island. The num-
ber of visitors of the national seashore is currently maximized 300 peo-
ple per a day. The island can only be reached by ship, Cumberland does
not have a built bridge, road or tunnel, so there is no permanent connec-
tion with the outside world, as there is no built road network or signifi-
cant infrastructure, there are no shops, restaurants, or today's fashiona-
ble visitor centers on the island. The National Park Service has set up a
visitor center in the town of St. Marys, 11 kilometers from the island,
where the ferry departures and visitors can start exploring the island af-
ter registration. On Cumberland Island there are only campsites with
baths and toilets, electricity and fireplaces, but there are no other ser-
vices or infrastructure.

This experiment, which has been going on since the 1970s, is work-
ing. Current cultural landscape management can not be considered as a
typical one, since most of the cases well-established and developed in-
frastructure is typical for similar parks to make the natural and cultural
values of the given area more attractive for the potential tourists.? Alt-
hough there are several areas with similar features on the eastern coast
of the United States, the popularity of Cumberland Island, however, is
considered to be significant because of its atypical land use, and because

9 Zadori, 1. (2016)
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of the fact that the access is limited and this product is interesting for the
outside world.

It is important, however, to note that there are constant conflicts be-
hind the successful running of the park. The wild horses, mentioned ear-
lier as important tourist attractions, are, for example, subject to regular
disputes. Some experts say that horses are native to the island, so there
isno reason to intervene in the population, others are considered to limit
the number of horses (and also the pigs that have been mentioned ear-
lier), leaving only the population that can be supported by the island
without serious disturbances. In the same way, the daily limit of 300 vis-
itors per a day is subject to constant discussion. It is likely that double
the number of visitors would not cause serious overpressure on the is-
land, but at this moment, the present concept can be considered decisive,
which still determines the daily limit of 300 people.

An important source of tension is the use of vehicles on the island.
Staff of the National Park Service have some cars and other owners of the
island as well, especially quads. With these vehicles some private own-
ers, regularly run the 27-kilometer coastline, which also causes conflicts,
since tourists visiting the island (mostly backpackers) observe the rules,
and do not look good for those who don’t really care with keeping the
nature and the ecosystems of the island as untouched as it is possible.
Finally, Of course, it also appears from time to time that it would be nec-
essary to develop tourism infrastructure to meet changing consumer
needs of the 21st century.

Similarly, the protection of the cultural heritage of the island from
different ages is also a great challenge. On one hand, due to the humid,
hot and subtropical climate, these built memories are constantly deteri-
orating, and on the other hand - as can be observed in other areas - it
results in systematic conflicts of interest what should be kept and what
is worth for conservation for the next generations.

Cumberland Island is a successful example and alternative to protect-
ing and preserving more or less original natural ecosystems and cultural
heritage where the National Park Service is constantly striving to man-
age and maintain the particular balance between the priorities of tour-
ism utilization and conservation. An essential feature of success is the
club-type limitation of access, and the fact that this island is a special
product that is interesting to the outside world, which generates a con-
stantly significant demand for Cumberland.
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ARTICLES, REFLECTIONS ABOUT COUNTY TOLNA IN PESTI HIRLAP
[PEST GAZETTE]
1841 - 1844

Zoltan Huszar

“I promise that I will never be governed by
dirty interests, my conviction will never
be on sale, and I will not be deterred nei-
ther by the dark, gloomy eyes of the pow-
erful nor the ardor of my fellow citizens.”?

(Lajos Kossuth)
Abstract

Lajos Kossuth was a preeminent figure of the so-called ,,Reform Era” of
Hungary in the 19th century. He was the first editor-in-chief of Pesti
Hirlap between 1841-1844. The newspaper, published twice per week,
informed its readers via novel techniques (e.g. editorials, reports from
the countryside, etc.) not only about the most important events regard-
ing Hungary, the Habsburg Empire, Europe and the World, but also
about everyday life.

Kossuth’s Pesti Hirlap was the locomotive of reform-ideas and of the
embourgeoisement in Hungary. The study summarizes the above as-
pects, also with respect to Tolna County.

Introduction

The press is the mirror of the social sense of a given era, the common
intellectual and material product of authors, editors and the technical
creators of the paper, which only “lives” when the target audience shows
affinity towards it. There are several examples throughout our history to
prove that a press product and its potential audience never met sin-
cerely, but the politicians of the given era, using and misusing their posi-
tion, were able to publish and sell newspapers which, in a hidden or open

1 Pesti Hirlap, 30, 06, 1848, Sunday, No. 365
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way, played the role of the so called “political brainwash”, and served the
publishers’ selfish interests in this way.

The press and its history is the organic part of cultural history; a so-
cial awareness forming weapon, the witness and the molder of public
political thinking, the mediator of different ideologies and cultural
knowledge.?

The topic of the present study, the Pesti Hirlap [Pest Gazette] edited
by Lajos Kossuth between 1841 - 1844 became a decisive element of
public life in both political and social sense in the examined era, and was
regarded as a reference point in more than one respects. The present
study aims to summarize how the Pesti Hirlap made South-Trandanubia
- including counties Baranya, Somogy, Tolna and Zala - the integral part
of public thinking in the first third of the 1840s.

The Pesti Hirlap [Pest Gazette] during the editorship of Lajos Kos-
suth

The Hungarian reform era in the 19t century - the exact period is still
the topic of historic debates3 - dealt with the diversified questions of so-
cial transformation in the feudal Hungary and also offered ways to solve
the surfacing problems at the diets [national assembles], the county
councils and in the different casinos in the 1830s and 1840s. The great
public debates and the clashes between the Court in Vienna and the lib-
eral Hungarian reform opposition were aimed at the necessary social
transformation and surfaced in the most different forms. It is enough to
think of the elections preceding the 1832-1836,* 1839-18415, 1843-

2 A magyar sajté torténete 1. [The history of the Hungarian press, Vol. I], Editor-
in-Chief: Miklés Szabolcsi, p. 11, http://mek.oszk.hu/04700/04727 /html
/2.html

3 A magyar sajtd torténete . [The history of the Hungarian press, Vol. I], p. 11,
http://mek.oszk.hu/04700/04727 /html/2.html

4 Magyarorszag torténete 1790 - 1848 [History of Hungary, 1790 - 1848], Editor-
in-Chief: Mérei Gyula, Akadémiai Kiad6, Budapest, 1980. Vol. 5/2, pp. 715-748];
Magyarorszag torténete a 19. szazadban [History of Hungary in the 19th Cen-
tury], Editor-in-Chief: Gergely Andras, Osiris Kiad6, Budapest, 2003, pp. 203 -
210.

5 Magyarorszag torténete a 19. szazadban [History of Hungary in the 19th Cen-
tury], pp. 212-213.
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1844 diets®. However, we must not forget about those fictive lawsuits,
either, which were the integral part of Metternich’s politics at the court
in Vienna and were aimed at the outstanding, moreover symbolic leaders
of the Hungarian reform opposition: Baron Miklés Wesselényi left the
prison broken and blind; Laszl6 Lovassy went mad, while Lajos Kossuth
became “the martyr of freedom of speech” in his prison cell, and when he
could leave it he was more popular than ever before.”

After the Diet of 1839-1940 the Pesti Hirlap [Pest Gazette] became
the medium which, relying on interesting and up-to-date editorial prin-
ciples discussed the existing problems as the parts of the vivid public life
and, in this way, played an important role in destroying the feudal soci-
ety and outlining the main trends of the liberal civil transformation.8

From the spring of 1840 there was a change in the politics of the Vi-
enna Court. Prince Metternich,® the omnipotent chancellor of the empire,
in order to “dismantle” the more and more popular liberal opposition,
took new ways: to be able to appease the opposition, he introduced “re-
bates”, such as applying softer methods concerning censorial activities.
After 1840, the censure became the part of the new central office in the
frames of the Department of Education located in Buda. The chair of the
department, Baron Alajos Mednyanszki became the leader of this office,
despite the fact that as a young man he also was known as a liberal lit-
erateur, sharing the thinking and the ideas of the opposition. M6r J6kai,

6 Magyarorszag torténete a 19. szazadban [History of Hungary in the 19th Cen-
tury], pp. 222-223.

7 Wesselényi perei [Wesselényi’'s lawsuits] in: Magyarorszag torténete 1790-
1848 [History of Hungary, 1790 - 1848], Vol. 5/2, pp. 756-757; Az ifjak pere [The
lawsuit of the young in: Magyarorszag torténete 1790-1848 [History of Hungary,
1790 - 1848],Vol. 5/2, p. 758; Kossuth pere [Kossuth’s lawsuit] in: Magyarorszag
torténete 1790-1848 [History of Hungary, 1790 - 1848], Vol. 5/2, pp. 764-765;
Magyarorszag torténete a 19. szdzadban [History of Hungary in the 19t Cen-
tury], pp. 210-212.

8 A Magyar sajto torténete I. [The history of the Hungarian press ], pp. 665-678,
http://mek.oszk.hu/04700/04727 /html/180.html

9 Tarjan M. Tamas: Metternich herceg sziiletése [The birth of Prince Metternich],
http://www.rubicon.hu/magyar/oldalak/1773_majus_15_metternich_herceg_
szuletese/ [2015. 06. 29.]; See also: Niederhauser Emil: Talleyrand - Metternich,
Pannonica Kiad6. Budapest, 2004
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the famous Hungarian novelist described him as “a civil servant, an en-
lightened mind, a capacity with constitutional spirit”.10 The slackening of
the political autocracy resulted in the intensification of social interest in
the press. Due to this tendency, the number of press products and pub-
lished issues also started to rise. Pest-Buda, thanks to the press, as well,
became the centre of public, political and cultural life in Hungary during
this period. In the beginning of the 1840s the post delivered 12,000 Hun-
garian and foreign newspapers. In 1842, from the papers, printed in
Pest-Buda, 9,551 were spread by the post, the Pesti Hirlap [Pest Gazette]
in the highest circulation. It had 4112 subscribers, and 442 issues were
sold locally.11

Metternich’s direct influence could be felt in the launching of Pesti
Hirlap [Pest Gazette], as well. The permission was arranged by Lajos Lan-
derer, who was in an intensive relationship with the political police in
Vienna. “It was the 28t on 29t day of December [1840] - writes Kossuth
- when Mr. Landerer entered my room with the question if I was inclined
to undertake the job of the editor by a paper called Pesti Hirlap, which they
wanted to launch in the beginning of January [1841].” “Do you realize -
answered Kossuth - that my name is not the best reference at certain
places?” But Landerer told him that he had already arranged everything
in Vienna. However, he forgot to mention that he had promised his cli-
ents in Vienna that Kossuth would be removed immediately if his activity
became embarrassing for the Austrian administration. So Kossuth, theo-
retically, enjoyed the full authority of an editor. His payment was 1,200
forints a year, presuming the paper had 2,500 subscribers. Then, after
each 50 subscriber, his honorarium grew with 50 forints. The contract-
ing parties were sure that the new paper will be popular on the market.12
The real value of Kossuth’s income can be judged if compared to the
prices of market products of the time. Six months after the paper was
launched, in 1841, in the June 12 number the price list of the Medard-
day?!3 market was published, which can be taken as a benchmark to see

10 A Magyar sajté torténete I. [The history of the Hungarian press I], p. 660,
http://mek.oszk.hu/04700/04727 /html/179.html

11 A Magyar sajté torténete I. [The history of the Hungarian press I], p. 661,
http://mek.oszk.hu/04700/04727 /html/179.html;

12 A Magyar sajté torténete I. [The history of the Hungarian press I], p. 667,
http://mek.oszk.hu/04700/04727 /html/179.html

13 Pesti Hirlap [Pest Gazette], 12, 06, 1841, No. 47, “Pricelist of the Medard-day
Market”
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this value. Studying this we can say that the editor’s fee was better than
reasonable.

On January 2, 1841, after climbing several steps of different offices,
the first number of Pesti Hirlap [Pest Gazette], signed by Kossuth as an
editor, was published. After this it came out two times a week, on
Wednesday and Saturday, later, from January 6 1842 on Thursday and
Sunday, showing an ever increasing popularity.

“Now, as I am writing these lines, I am happy to inform the respected
readers, that I asked Lajos Kossuth to lead the editorial board of this ga-
zette. Landerer Lajos.”!*

Kosuth, summarizing his conceptual and practical principles as an ed-
itor, wrote the next in his editorial welcome: “When, after this announce-
ment of the owner-publisher we start the editorial work, we are doing it
with the conviction to make this paper the loyal mirror of the life of the
nation.”15

The Pesti Hirlap [Pest Gazette] was regarded to be a novelty on the
Hungarian press palette not just because of its typographical features.
With its four-sheet, eight-page format it perfectly fitted the newspapers
of the era. It was a novelty because of its columns.1¢ The most influential
feature was the editorial, which had been an unknown genre in the Hun-
garian press before. Kossuth, presumably, took the English The Times,
first published in 1785 as an example.l” The great majority of editorials
in Pesti Hirlap [Pest Gazette] was written by Kossuth himself, exactly 216
in the 365 issues edited by him.18 Right from the beginning, it was the
most decisive feature of the paper, aimed at the exciting topics of civil
and social transformation, highlighting the actual problems and the con-
tradictions of public and social life.

14 Pesti Hirlap [Pest Gazette], 02, 01, 1841, Wednesday, No. 1

15 Pesti Hirlap [Pest Gazette], 02, 01, 1841, Wednesday, No. 1

16' A Magyar sajté torténete I. [The history of the Hungarian press I], p. 667,
http://mek.oszk.hu/04700/04727 /html/179.html;

17 Editorial: given out by an official organ in connection with an important public
event; used as a tool to form public opinion. The first editorial was published in
The Times in 1785. In Hungary it was introduced by Kossuth. It concerns the most
important news of the day, and reflects the view of the editor or editorial board
on it. See: http://www.doksi.hu/get.php?order=DisplayPreview&lid=1464;

18 A Magyar sajté torténete I. [The history of the Hungarian press I], p. 669,
http://mek.oszk.hu/04700/04727 /html/180.html;
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If we look at the first quarter of the year 1841, we will immediately
see how open, how interested Kossuth was in every social phenomenon.
Without referring to each of them, I would like to list a few. The scarcity
of money,1® The case of our language,?° The future of our national thea-
tre?! Being a rogue,?? a feature which was aimed at the condemnable
deeds of the young in Pest, Pdlinka gland,?3 stating that “...however prof-
itable are the distilleries, we continue to regard ‘pdlinka’ as a curse, which
has a truly depressive effect on the nation. ...all over the huge countryside,
it is literally distilled in the moral life of people, even as the fee of the village
headborough, itis accepted in public administration, tax collection and dif-
ferent offices as well...?* He also describes the inhuman nature of tortur-
ing in his writing titled “Gentle torturing”. The editorial titled “Lacking
the land” is about the inability of non-noble citizens concerning their tri-
als to become landlords.?5 In the article titled “Child killing” the social
background and the consequences of baby- and child murders are dis-
cussed.

Kossuth often advocates for important causes as in the case of Andras
Fay and his plans to found a reformed college, urging people to collect
the necessary financial means: “Anything that happens in the field of edu-
cation happens for the nation, regardless in which church the teacher and
his pupils pray.”?¢

In the editorial titled “Death and poverty”?’ the readers get a really
tragic, even naturalistic picture of the consequences of poverty, based on
the statistics provided by the director of Rokus Hospital.

Redemption, which, as a really important, even central issue, was the
topic of constant debate in the paper, was discussed in the editorial of
February 13,1841, and was reflected to by Istvan Bezerédy Jr. in the col-
umn called “Discourse”.?8 Bezerédy Jr. wrote about the acquisition of his

19 Pesti Hirlap [Pest Gazette], 06, 01, 1841, Wednesday, No. 2
20 Pesti Hirlap [Pest Gazette], 09, 01, 1841, Saturday, No. 3
21 Pesti Hirlap [Pest Gazette], 13, 01, 1841, Wednesday, No. 4
22 Pesti Hirlap [Pest Gazette], 16, 01, 1841, Saturday, No. 5
23 Pesti Hirlap [Pest Gazette], 20, 01, 1841, Wednesday, No. 6
24 Pesti Hirlap [Pest Gazette], 20, 01, 1841, Wednesday, No. 6

25 Pesti Hirlap [Pest Gazette], 30, 01, 1841, Saturday, No. 9

26 The Reformed College in Pest. In: Pesti Hirlap [Pest Gazette], 06, 02, 1841, Sat-
urday, No. 11

27 Pesti Hirlap [Pest Gazette],
28 Pesti Hirlap [Pest Gazette],

=

0,02, 1841, Wednesday, No. 12
3,02, 1841, Saturday, No. 13
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father’s estate in Kokasd (today Kakasd in county Tolna) and serf re-
demption in great detail.

Nursery care is also an editorial about a very important “society which
aims to spread the institution called nursery school”, introduced by Teréz
Brunszvik in Hungary, because “there is no more noble the idea among
the humanistic thoughts of our century than the idea of taking care of our
children.”?®

The lack of funeral homes was a staggering editorial which discussed
the burial of “/ézsef Bay, magistrate, in Surdny, Bereg County” as a de-
dalian. Kossuth drew the general consequences of the event, which was
a strong criticism of the public society of the era: “It is high time to express
openly that health policy is in the poorest situation in our homeland, from
the cradle to the grave.”3?

The case of “the national theatre” also was a recurring topic in the
paper. The authors of the articles tended to refuse the forming stardom
of theatrical life, the overboard payment of actors and actresses.

The unprofessional and inhuman nature of umpiring is examined in
the editorial titled “Lawsuit”, citing a sentence: “We have to be heartless
to make the holy justice a privilege.”3!

Kossuth emphasizes a very important social problem in his article ti-
tled “Children’s hospital”. He compares and contrasts the positive atti-
tude of the hospital director with the hugely difficult situation: Because
of the neglected state of our children a significant part of the population is
lost in early childhood; according to death lists half of the dead are young
children.”3?

The Law of Entailment [lus aviticum]33 also hindered the demolition
of the feudal society, no wonder it became the constant topic of the Re-
form Diets. Ferenc Kolcsey and Ferenc Dedk both wanted it abolished,
but they did not succeed at the Diet in 1832-1836.

The Pesti Hirlap [Pest Gazette] became popular among the readers
very fast, both in Pest and in the country. In January, 1841, when it was

29 Pesti Hirlap [Pest Gazette], 24, 02, 1841, Wednesday, No. 16
30 Pesti Hirlap [Pest Gazette], 03, 03, 1841, Wednesday, No. 18
31 Pesti Hirlap [Pest Gazette], 10, 03, 1841, Wednesday, No. 20
32 Pesti Hirlap [Pest Gazette], 13, 03, 1841, Saturday, No. 21
33 Pesti Hirlap [Pest Gazette], 23, 03, 1841, Saturday, No. 23
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launched, it had 60 subscribers but the first 17 issues were sold out so
fast that they had to be reprinted. Four years later, in the beginning of
1844 it already head 5200 subscribers.3* In my essay, due to length rea-
sons, I will not discuss neither Kossuth’s reform politics, nor Széchenyi’s
confronting reform ideas. The “Greatest Hungarian” wanted to dissuade
Kossuth from the radical changes he fought for with his thick book titled
“Kelet népe” [The people of the East]3® with no success. The topic has a
large literature.

In the next sections [ want to give an outline of the articles which rep-
resent the paper’s provincial connections, focusing on the correspond-
ents and contributors who reported from South Transdanubia, including
Szekszard and county Tolna.

County Tolna in Pesti Hirlap [Pest Gazette]
1841

“County affairs” was the column in the paper which contained the
contributions of the county correspondents. In the first year 47 articles
appeared about South-Transdanubia: 18 from Baranya, 13 from Somogy,
9 from Tolna and 7 from Zala, usually in the form of “letters”.

If we have a look at the letters from Tolna, we will see, that the corre-
spondent, Ferencz Toth mostly reported about the county meetings.
Nearly all of the correspondents wrote about the activities of the crimi-
nal court and the prisons.3¢

In the number published on April 14, 184137 the next events were the
leading ones, all concerning the county meeting: In order to increase the
number of county policemen, “40 more county jailors should be employed
for the sake of protection of people and wealth. The expenses of all this,
which would be about 6000 forints annually, as the taxes are too heavy for

34 Buzinkay, Géza: A little Hungarian press history. See: http://vmek.oszk.hu/
03100/03157/03157.htm#8

35 Count Istvan Széchenyi: Kelet népe [The people of the East], printed in Pozsony
by Karoly Fridrik Wigand, 1841. See: http://mek.niifhu/05500/05533/
05533.htm#b1

36 Pesti Hirlap [Pest Gazette], 04, 08, 1841, Wednesday, No. 62 [Baranya]; 36 Pesti
Hirlap [Pest Gazette], 26, 05, 1841, Wednesday, No. 42 [Somogy]

37 Pesti Hirlap [Pest Gazette], 14, 04, 1841, Wednesday, No. 30
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the ordinary people, should be paid by the order of noblemen.” The sugges-
tion was accepted by the meeting.

A representative, marked by the initials P. M. proposed that “the ad-
vocats, and everyboda who is considered to be a “honoratior” by law should
be insured the right to vote both at the meetings and the elections... This
aim could be reached only then, when all citizens of scientific education
and high intelligence become the members or supporters of the county
body.”38 After more promoting contributions - and because of the high
importance the issue bore - the meeting did not decide about the ques-
tion; it was transferred into the hands of the county representatives to
submit at the Diet.

It is of public knowledge that in the reform age, in 1836 Amalia Bez-
erédy initiated the opening of a village nursery with 40 - 60 children in
Hidja-puszta, county Tolna.3? The Pesti Hirlap published a long, detailed
article about it, written by “Istvdn Vargha, the director of the institute
which trains teachers for the day nursery” underlying that the institute in
Tolna was an example for all other nursery school training institutions
in Hungary. The writer of the article states: “Our national public educa-
tion, with one of its elements we call public nursery does not only answer
the heart’s voice, but the mind’s voice as well, as it is a very up-to-date,
moreover, necessary step on the chess board of our national existence.”#0

In the middle of July 1841 the paper reported about the foundation
of another educational institution: “founding a Hungarian school by the
Hebrews in Bonyhdd.”#

Sandor Havasi, who informed the readers about the end-of-the-year
exams of the “national school” founded in 1840 in the village of Tolna
gave an account of important results of education. “The end-of-the-school
examinations of our national school which was opened last year were held
in the end of the last month, witnessed by several guest. About these I only
want to note that they were greatly pleased by the answers given in good
Hungarian language by of the mostly German speaking pupils.”#?

38 Pesti Hirlap [Pest Gazette], 14, 04, 1841, Wednesday, No. 30
39Pukanszky-Németh [1996]; see the subchapter Our first kindergartens, http://
mek.oszk.hu/01800/01893/html/08.htm#Heading31

40 Pesti Hirlap [Pest Gazette], 31, July, 1841, Wednesday, No. 61

41 Pesti Hirlap [Pest Gazette], 14, July, 1841, Wednesday, No. 56

42 Pesti Hirlap [Pest Gazette], 25 August, 1841, Wednesday, No. 68
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The correspondent, who reported about the county meeting, wrote
about the expression of the reverence for the monarch. The members of
the county diet voted to give 100 golden coins to Janos Boros, the artist,
who painted the monarch’s portrait. The painting itself was hung in the
assembly hall of the “Szegszard” County Diet.*3

The national fame and popularity of Ferenc Deak is proved by the fact
that the assembly of county Tolna also elected him, as the “advocate of
the nation” to become a magistrate representing the county, “with undis-
putable respect because of his patriotic merits”.4*

In the number that came out on December 1, 1841 an interesting
criminal statistics was published concerning county Tolna, covering the
data of the last 10 years. “The number of prisoners was 2722, 741 in court,
291 pardoned, and 1691 sentenced. There were 155 murderers, among
them 19 child murderer, 138 accidental murderer, who killed in the course
of fight; robber and murderous robber 220.” The list also contained 15 ar-
sonists, 630 cattle-rustlers, 128 thieves, and 414 persons who commit-
ted other crimes. They also were categorized according to gender [1609
males and 81 females], age, social status and religion.45

1842

Thanks to Fenercz T6th, four reports appeared about the county as-
sembly of Tolna in the Pesti Hirlap [Pest Gazette] in the year of 1842, in
four different numbers, each of them about the quarterly meeting of the
assembly, discussing important social and community issues.*6

The first report,*” after making the meeting’s agenda public, gave an
account of the “conferentia” which was set up “to repress the commotion
fuelled up by the lieutenant and jury elections” and the agreement it re-
sulted in. A letter, which arrived from County Sopron urged the repre-
sentatives to discuss the Hungarian section of the Vienna-Trieszt Rail-
way and the call which invited county Tolna to promote the project. An

43 Pesti Hirlap [Pest Gazette], 19 September, 1841, Saturday, No. 75

44 Pesti Hirlap [Pest Gazette], 1December, 1841, Wednesday, No. 96

45 Pesti Hirlap [Pest Gazette], 1December, 1841, Wednesday, No. 96

46 Pesti Hirlap [Pest Gazette], March 3, 1842, Thursday, No. 122; July 21, 1842,
Thursday, No. 162; September 15, Thursday, 1842; December 11, 1842, Sunday,
No. 203

47 Pesti Hirlap [Pest Gazette], March 3, 1842, Thursday, No. 122
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anomaly, brought up by Miklds Perczel was also discussed, namely, that
“certain people, who appear to be honorable civil servants and the owners
of different honorary titles at the same time tend to practice their power
in both positions. 8

In the report which was published in number 162, on July 21, Thurs-
day, 1842 “the mighty orders, coming from the highest places and the mu-
nicipal circulars were discussed”, among them the boosting of our na-
tional commerce, the circumstances of the office-bearers election in Za-
greb, the problem of mixed marriages, the “circular of county Bereg dis-
cussing the decoupling of the Hungarian church from the Roman”, and the
letter of county Varasd about the prosecution of the Christians living on
the neighboring Turkish territories.

In the paper published on August 14, Sunday, 1842 we can read a de-
tailed account about the activities of the “Védegylet” founded in
“Szegszard; a society that protected the Hungarian products.

Téth Ferencz, similarly to the two previous ones, wrote his last two
reports, published in September and December,*° following the agenda
of the meetings. Whereas he mostly discussed county affairs in his Sep-
tember report, in December the discussion of problems raised by the dif-
ferent letters was the main topic.

The brief accounts of the county assemblies are enough to see that
the problems, discussed by the county representatives in the Reform Era
are ghostly similar to our contemporary problems. Is it really possible
that history sometimes repeats itself?

1843

As the 1843-44 Diet was approaching, the inner proportions of the
paper changed. After the delegate instructions were elaborated and the
delegates were elected the County Affairs column took so much that the
Foreign Affairs and Treatiser columns sometimes had to be left out. The
local debates concerning delegate elections often got national im-
portance. Shocking accounts appeared in the Pesti Hirlap [Pest Gazette]
about the violent actions of the retrograde forces, which resulted in the

48 Pesti Hirlap [Pest Gazette], March 3, 1842, Thursday, No. 122
49 Pesti Hirlap [Pest Gazette], September 15, 1842, Thursday, No. 178; Pesti
Hirlap [Pest Gazette], December 12, 1842, Sunday, No. 203
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failure of the reform opposition’s candidates in several counties. Kossuth
was revolted by these actions. The 1843-44 Diet was preceded by vio-
lent, moreover bloody events in quite a few counties, among them in
Zala.5% Kossuth felt that the gentry were digging their own grave with
this attitude, which went so far, that in county Zala it was Ferenc Deak
who was deprived of the opportunity to become a delegate at the upcom-
ing Diet. However, the county column ceased to exist when the “New
Diet” opened in Pozsony in May 1843. The Pesti Hirlap [Pest Gazette] im-
mediately changed into the chronicle of the Diet, although it did not pre-
vent the paper from supporting the case of the reform opposition. To re-
port of the events, Kossuth sent Imre Wachot to Pozsony, but he also
spent longer-shorter periods at the Diet venue. The first, very detailed
report about the Diet was published on May 25, 1843.51 After this the
paper came out without an editorial for a week, as it started with the ac-
count of the Diet events immediately.

Fewer reports arrived from the Tolna county correspondent, Ferencz
Téth, who got a competition: a new journalist, Istvan Téth also started to
send articles to the paper. Together they sent cc. 20,000 characters about
the county in 1843, which is not too much. The first report about the
country appeared on February 1952 without any mention of the diet,
however, in the April 13 number we can find a detailed account of the
“quarterly meeting which was held on March 27” and was led by the
county sheriff, Karoly Eszterhazy himself. The assembly, where “the gen-
try had nearly 1,400 representatives, arriving in Szegzdrd with flags”, the
officials of county Tolna were elected, then “as a next step, the deputies to
the Diet were elected, too: our honorable Bezerédj [Istvan Bezerédj]53 was
chosen by our full heart, whereas Mdricz Perczel from Bonyhdd was elected
by a great majority with the standing ovation of the people present.”
Ferencz T6th described the deputy election in the next way: “The elec-
tions, if we do not count the little intrigues and machinations, the haughti-
ness and forcefulness rooted in the nepotism present, resulting in chair

50 A Magyar sajt6 torténete I. [The history of the Hungarian press I]. The program
of the paper. Inner reform. http://mek.oszk.hu/04700/04727 /html/181.html
51 Pesti Hirlap [Pest Gazette], May 25, 1843, Thursday, No. 250

52 Pesti Hirlap [Pest Gazette], February 19, 1843, Sunday, No. 223

53 bezerédi Bezerédj Istvan (1796-1856); See: https://www.arcanum.hu/hu/
online-kiadvanyok/MagyarTortenetiEletrajzok-magyar-torteneti-eletrajzok-
BE5D /bezeredj-istvan-17961856-B018/
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breaking, suit tearing and overwrought fights, following our ancient tra-
ditions, went loudly but orderly.”>*

In 1843 the director of the school which trained kindergarten teach-
ers, [stvan Vargha wrote an account about their results titled “Quarterly
report of the nursery teacher training instate in Tolna.”®

1844

In the first number of 1844 Kossuth addressed his correspondents.
He thanked them for their contributions, and asked them to continue
their work for the public with their “manfully excellent public activity”.56
This writing already implied the departure of the editor from the paper.
Its circumstances are excellently summarized in Laszl6 Esztergar’s
study.>?

Four month later Kossuth confronted his readers with a personal af-
fair again. Due to the travelling news and the articles that were published
in foreign newspapers he felt he had to say a word in connection with
the forthcoming changes, concerning the position of the editor. “With full
respect, I inform the readers of the paper that I will finish editing Lajos
Landerer’s organ; my all responsibilities will be terminated by the end of
June.”58

Two issues later he turned to his correspondents again, asking them
to send their data worth publishing at the expense of the editor as soon
as possible.>?

The editor’s farewell appeared on the pages of the paper on June 30,
1844, in the form of an editorial.®0 “I knew the course was difficult, [ knew
it was full of thorns... but I brought my iron-cast will and flaming convic-

54 Pesti Hirlap [Pest Gazette], April 13, 1843, Sunday, No. 238

55 Pesti Hirlap [Pest Gazette], August 06, 1843, Sunday, No. 271

56 Pesti Hirlap [Pest Gazette], January 21, 1844, Sunday, No. 319

57 Esztergar Laszlotdl: Adalékok Kossuth Lajos hirlapiréi palyajahoz. [From
Laszlé Esztergar: Data to Lajos Kossuth’s career as a journalist] In: Magyar
Kényvszemle, 1901. 1. fiizet 1-19. o.

58 Pesti Hirlap [Pest Gazette], April 11, 1844, Thursday, No. 342

59 Pesti Hirlap [Pest Gazette], April 18, 1844, Thursday, No. 344

60 Pesti Hirlap [Pest Gazette], June 30, 1844, Thursday, No. 365
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tion, my undying love for my homeland with me, and the unbreakable pa-
tience of the strong.”®! Listing the stations of this difficult career he men-
tions those aims which he, preserving his patriotism, humanity, and “the
whispers of his spirit”, tried to make true amongst the hardest obstacles,
as well. In the end he thanks all those who helped his work. He also re-
minds his readers his promise he started his journalistic career with and
which he never gave up, not even for a minute: “I promise that I will never
be governed by dirty interests, my conviction will never be on sale...”

Although the correspondents continued working in this period, they
were not as active as they used to be. Less and less reports arrived from
county Tolna, as well, so Kossuth had good reason to encourage the cor-
respondents to send contributions: those very few reports which arrived
from Tolna were not signed by Ferencz Téth, but by a correspondent
who gave only his initials. “The main issue at the assembly of county Tolna
held on January 8 was the bill concerning city planning”¢2, discussed as
suggested in the proposal of county Komarom.

In the next number we can read about the wider exposition of the
same topic, focusing on the case of the courts as the main question. “Our
board suggested to bring every curia (court of justice) to bring under city
authority.”s3

In the April 4 and May 5 numbers of the paper only a court case was
discussed in connection with county Tolna, where the participants were
private people, however, the correspondent, J6zsef Gergelyi wrote about
it and its consequences in great detail.

Summary

These were the last reports about county Tolna which appeared in
the paper under Kossuth’s editorship. The announcement, which
marked the end of a three-and-a-half-year period, also meant the begin-
ning of a new era, in which the Pesti Hirlap [Pest Gazette] continued to
appear without Kossuth. “After the previous editor left his position at the

61 Pesti Hirlap [Pest Gazette], June 30, 1844, Thursday, No. 365
62 Pesti Hirlap [Pest Gazette], January 21, 1844, Sunday, No. 319
63 Pesti Hirlap [Pest Gazette], January 21, 1844, Thursday, No. 320
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Pesti Hirlap, I believe I conducted a good deed regarding the readers when
I asked LdszIé Szalay$* to edit the paper in the future. Lajos Landerer.”65

The new editor wrote about his responsibilities, stating that “to be-
come an editor of a periodical organ is a difficult task, especially after Kos-
suth...”s¢ Kossuth, with his performance as an editor, indisputably de-
served this compliment from his successor.

Summarizing, we can state that the Pesti Hirlap [Pest Gazette], edited
by Kossuth marked the beginnings of the liberal journalism which suc-
cessfully orientated, even formed the public opinion, offering the readers
an overview of national and local events, creating a pulsating contact be-
tween the audiences and the places where the most important things
happened.

64 About Laszlé Szalay see: A Magyar sajté torténete 1. [The history of the Hun-
garian press []. 1705-1848, http://mek.oszk.hu/04700/04727 /html/187.html
65 Pesti Hirlap [Pest Gazette], July 04, 1844, Thursday, No. 366

66 Pesti Hirlap [Pest Gazette], July 04, 1844, Thursday, No. 366
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THE RISE AND FALL OF THE EUROPEAN LIFELONG LEARNING
POLICY TRACK

Balazs Németh

Abstract

Lifelong learning rose, during the 1990s, as a new educational policy
paradigm so as to promote employability and, at the same time, active
citizenship. Moreover, the notion was connected to the improvement of
participation and performance in learning. And even the EU labelled its
education and training programme for the period of 2007- 2013 with
that flag.

However, we can explore a rise and fall in the use of and in the rhetoric
of lifelong learning, since the 2008 crisis has almost explicitly margin-
alised the term except for some thematic organisations still trying to
save it for better days.

This paper will elaborate upon the choices for letting the term be con-
sequently used as a good label for skills development, citizenship orien-
tations and the promotion of employability. At the same time it will also
scrutinize the impact of lifelong learning on potential improvement on
learning performances, strongly emphasized by OECD and other eco-
nomic forces via PIAAC.1

Lifelong Learning in 2010 and beyond, or the Heritage of the Lis-
bon-process: Education and Training 2020? Some major premises

In the past four decades, education and training policy have tried to
react in some ways to the peculiar orientation to learning aside by edu-
cation and training so as to underline the importance of such dimensions
of learning as content, spaces, time, costs, and achievements, etc. For
UNESCO, this orientation has never been torn apart from education and,
consequently, it has always been represented through the issue of access
to education (UNESCO, 2015). The well-known Faure-report, accord-
ingly, reflected a vision of a new society with a changed construction of

1 This article has been reviewed by Dr. Zoltan Huszar PhD habil, associate pro-
fessor
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education (Faure, 1972). Likewise, Husén pointed out major elements of
this new, learning society (Husén, 1974). Paul Lengrand, a researcher
and analyst of UNESCO, wrote his outstanding work as basics of this sce-
nario in 1970 (Lengrand, 1970), and continued to elaborate upon lifelong
education to incorporate learning and its nine impacts (e.g. communica-
tion, corporal man, time, space, art, the citizen, the ethical domain, tech-
nology and scientific spirit). This model described the growing influence
of anew order in education and training (Lengrand, 1987).

The OECD, on the contrary, connected the strategy of lifelong learning
to recurrent education with this perspective, the OECD gave way to a spe-
cial approach which would value and recognise individual learning in
non-formal settings as equal and essential, referring to the growing sec-
tor of non-formal trainings or work-based learning (OECD, 1973).

The UNESCO, on the other hand, signalled the complexity of the issue
through the case of adult education referring to the Nairobi-recommen-
dations from 1976,(UNESCO, 1976) and to the Paris CONFINTEA IV-Dec-
laration calling for the realisation of the learning society from 1985 (Ha-
rangi, L. - Hinzen, H. - Sz. T6th, ]). However, there came a rather sudden
silence in the 1980s regarding lifelong learning. Many theories have tried
to reflect upon why a shift was inevitably apparent from the model of
lifelong or permanent education.

In 1987, the European Economic Community, as a sign of strength-
ened approach towards modernising education and training, recon-
structed its education and training programmes alongside the goals of
the Single European Act from 1986. This commitment helped education
and training to become a significant policy area as a tool to strengthen
economic production and social development, therefore, receiving more
significant funds from the common budget. At the beginning of the new
decade, the European Commission continued its efforts to accelerate the
speed of the education and training programmes with well constructed
policy principles.

1. The Establishment of the European Union: an Influencing Factor

The Maastricht Treaty, by establishing the European Union, open the
gates to the characteristic formation of the education and training policy
of the Community, as the Treaty itself underlined the basic goals of this
policy set by common decisions of the member states through outlined
actions. The Treaty set elementary criteria and principles to develop
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quality and effective education and training, to promote access and op-
portunity for all and, accordingly, to enhance partnership in and for ed-
ucation and training. Another issue was to develop the European dimen-
sion in education and training based on mobility by increasing individu-
als’ learning achievements and developing essential skills alongside with
more investment into ICT tools helping mobility itself. These goals em-
powered the shift of individual learning into a new frame. Further steps
enabled such approach and thinking on learning to spread.

This new approach on education and training was in the European
represented by the White Paper on Education: Teaching and Learning, to-
wards the Learning Society (EC, 1995). This document implies a chapter
on fighting back exclusion by second chance schooling (!) and youth
work. Another step was to issue 1996 as the European Year for Lifelong
Learning. Many occurring debates reflected the growing interest about
the theme and several aspects derived from its meanings to point out
and label a new education and training strategy. In the same year, Delors,
the former president of the EU Commission, made report on learning for
the UNESCO by establishing a rather fine reasoning on learning life and
in life itself (Delors, 1996).

That is why the European Council decided exactly ten years ago that,
according to a peculiar survey of the EURYDICE (2000), it would ask the
European Commission to prepare a working document on lifelong learn-
ing in order to generate a year-long debate and dialogue over it. The
Memorandum simply boosted the co-operation between formal and non-
formal structures of education and learning with newly emerging teach-
ing and learning methods, tools, contents be applied either in schools or
outside the school-system (EC, 2000). However, it is a unique European
aspect that active citizenship was strongly underlined in that document
next to employability in order to be scrutinised over the year-long de-
bate in the depth of details from October 2000.2

It turned out from the debate that higher education was not really
interested, by the beginning, in an intensive manner in the lifelong learn-
ing discourse. In Hungary, only adult education, community education
and cultural education specialists, researchers showed interest and took

2 The Hungarian Memorandum-debate was organised by the Hungarian Folk-
highschool Society in May, 2001. Higher education was rather underrrepre-
sented! Source: http://www.nepfoiskola.hu
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actions for participation in the debate, whilst representatives of primary
and vocational education and training tried to join in soon after.3

Jarvis pointed out in his famous Helsinki-speech in September 2000
that lifelong learning was a key factor in raising socially essential forms
of capital, namely, social capital based on 'value-rationality’ through the
development of human resources, strengthening and developing learn-
ing competences and skills (Jarvis, 2001).

In 2004, Jarvis underlined the importance of the issue of active citi-
zenship as an integral part of the European lifelong learning policy (Jar-
vis, 2004). Also, he pointed on the emergence and spread of the model of
the knowledge-based society which, he claimed, had played a key role to-
gether with a harsh constraint of global economic crisis in Europe’s ori-
entation to education and training, learning be renewed so as to promote
growth, competitiveness and employability through combined actions
and responsibilities of member states and citizens within them. Jarvis
clearly indicated that the Memorandum gave a clear indication of the re-
sponsible citizen of the society is active (employed!) and takes actions in
solving the problems of his environment. The role of education and train-
ing is, he concluded, to form the individual becoming both an employable
and active citizen of his community.

We ought to recognise that the Memorandum-debate and its further
actions became the tools of the society-oriented "public-dialogue’ over
the roles of learning activities as part of the Lishon-process of which
higher level frames were the Concrete future objectives of the education
and training systems in Europe and, likewise, the Education and training
2010 programme. These initiatives strongly influenced each and all sec-
tors like public education, VET, higher education, adult education in be-
tween 2002 and 2010. Also, they affected various European programmes
to develop educational sectors indicated above, on the other hand, they
promoted further debates and discussions over skills development, HRD,
modernising methodology, better assessment and measures with a
proper guidance and counselling, more learning opportunities closer to
homes for better learning outcomes reflected in indicators and bench-
marks to mark progress for that period (Stissmuth, 2003).

In 2003, a rather contradictory situation occurred: whilst there were
a lot of changes having been implemented in the VET sector and higher
education to indicate a changing system, detailed analysis of the period

3 Source: Uj Pedagdgia Szemle at http:/ /folyoiratok.ofi.hu/uj-pedagogiai-szemle
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signalled that the overall picture of the outcome of European education
and training in 2003 was not at all good (e.g. it was clearly reflected in
public education through the OECD’s PISA survey!) referring to figures
of non-Scandinavian countries. Therefore, the EU Commission urged fur-
ther reforms to be achieved in primary education, VET, higher education,
partnership with economic stakeholders, and development of R+D+I,,
but those necessary reforms reflected worsening positions in global
comparison (EC, 2003).

Reforms have started, but there were not enough professional dia-
logues, debates or enough resources around them to achieve effective
constructions by introducing changes in education and training. Discus-
sions over lifelong learning continued, for example, over key competen-
cies in lifelong learning (EC, 2005), and over main trends and issues in
adult education and learning in and after 2006 based on the analysis of
EAEA (the European Association for the Education of Adults) and new
communication and Action Plan of the Commission. (EC, 2006)

Higher education also joined the discussion on lifelong learning with
amore intensive involvement through EUA (the European University As-
sociation)* and, also, through EUCEN (the European Universities Life-
long Learning Network) after 2002. 5 A significant number of academic
researchers indicated from that time onwards that a new systemic
framework is under construction in education and training which aims
to generate more quality, partnership-based development, and the dis-
semination of knowledge through ICT-based tools (Field, 2006). Na-
tional and international lifelong learning processes became more inten-
sively followed through the MELLearN network by most Hungarian uni-
versities and colleges, however, most HEIs became active referring to
some concrete topics and themes MELLearN has focused on in the last
six years.

2. Recent Challenges after 2010

In 2009, the European Commission decided to dedicate the year of
2010 as a turning point with actions against poverty and social exclu-
sion.® The aim was to raise interest and commitment referring to those

4 Trend reports of EUA: http://www.eua.be
5 Source: http://www.eucen.org
6 Source: http://ec.europa.eu/social/main.jsp?langld=en&catld=637
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issues, and, to initiate common actions in and by the member states. One
choice for such step for change is to involve non-govermental organisa-
tions and the institutions, organisations of education and training in or-
der to involve as many people in lifelong learing as possible, raising their
individual skills and competencies for employability and active and re-
sponsible citizenship as the Lisbon-process has demonstrated that very
serious economic and social obstacles hit back against through growing
poverty and emerging social exclusion, therefore, learning for jobs and
better social roles could be an effective agent to fight back those danger-
ous challenges. It turned out that higher education ought to take a lead-
ing role in that battle by promoting quality-centred education and re-
search, developing, for example, education and further training of teach-
ers and trainers in public education, adult education, community and
cultural education. At the same time, it should enter into concrete actions
in local and regional dimensions to help lifelong learning outside the
school-system, namely, giving impetus to non-formal and informal learn-
ing and, also, helping validating those kinds of learning activities, skills.

By the impact of the OECD, indicators and benchmarks have been set
up to help measuring lifelong learning three-five years after the mille-
nium, thereby, actions in countries became more comparable, yet, com-
parisons have also indicated differences in lifelong learning amongst EU-
member and candidate countries. Such measures were also taken by the
OECD and the UNESCO.

The MELLearN Conference of 2009 in Sopron dealt with the issue of
higher education roles for the development of participation in lifelong
learning of adults between the age of 25-64 and to improve their access
to, maintenance of learning and motivations for learning. Although, in
order to achieve such task, a more effective and quality-centred univer-
sity management, leadership and development is required to be on
board so as to take such a role in the era of the contradictory Bologna-
reforms.”

In the meantime, a more serious partnership and dialogue must be
built amongst education and training institutions and organisations
which represent various levels and sectors.

This is inevitable in order to explore the practices of lifelong learning
in national, local-regional aspects when trying to define the difficulties

7 Source: http://www.mellearn.hu - The Strategies, Technologies and Methods
of the Learning and Knowledge Society. 5. MELLearN Conference Proceedings.
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and obstacles to learning in individual and community forms and to rec-
ognize and disseminate good practices for application referring to the
recommendations of the 7th National Congress on Education (VII.
Nevelésiigyi Kongresszus).8 We presume to underline such measures for
the reason that key issues and priorities for action focus, apart from the
development of school education, on raising learning activities and
learning capacities of adults with a strong commitment to promote
learning skills, because many adults have shortages or lack of basic skills
which result in blocking their successful performance at either social or
economic stages. This scenario also refer to higher education in the as-
pect of education, research and development, innovation roles. A key
policy issue for lifelong learning will be the expansion of the third mis-
sion of universities in the context of knowledge creation and application
for all societal groups!

In the Fall of 2009, the European Commission launched a strategic
plan reaching out to 2020 in order to set a smart, sustainable and inclu-
sive growth. Therefore, the Commission published the strategic plan and
generated a debate over the overall document and its sections until mid-
January 2010. We consider major recommendations of that Strategy, on
the one hand, presumes the participation and strong alliance of educa-
tion and training with a key role given to higher education and, on the
other, depends heavily on a successful lifelong learning program and ac-
tions of the member states and individual citizens in adult learning and
education. Major elements of the Europe 2020 Strategy is as follows:

e Smart growth - fostering knowledge, innovation, education and
digital society;

e Sustainable growth - making our production more resource effi-
cient while boosting our competitiveness;

e Inclusive growth - raising participation in the labour market, the
acquisition of skills and the fight against poverty.

The Commission proposes the following EU headline targets for 2020:

e 75 % of the population aged 20-64 should be employed;

e 39 of the EU's GDP should be invested in R&D;

e The"20/20/20" climate/energy targets should be met (including
an increase to 30% of emissions reduction if the conditions are
right);

8 Source: http://pedagogiai-tarsasag.hu/?p=4677
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e Theshare of early school leavers should be under 10% and atleast
40% of the younger generation should have a tertiary degree;
e 20 million less people should be at risk of poverty.?

It is worth recognising that this Strategy for 2020, from the aspect of
a lifelong learning approach, can only be achieved, altogether or par-
tially, in case education and training systems in the European Union will
make use of growing national funds and EU-grants in planning and
achieving programmes and project alongside with national goals, in ex-
ploring local and regional factors, and participating partnership-based
developments and innovations. One basic condition and principle to this
is a clear engagement in co-operation amongst public education, VET,
higher education, adult education providers so as to promote higher
number of learners, better learning results, and more enthusiams to-
wards learning itself. It is worth examining who has what role in that
process!

3. The Impact of UNESCO CONFINTEA VI and the New Recommenda-
tion on ALE

Another outstanding programme which has influenced the current
debate and reasoning over lifelong learning is UNESCO CONFINTEA VI
and its Belém Framework for Action.'® According to the document, ,it is
necessary to underline that adult education is recognised as an essential
element of the right to education, therefore, we have to enable all young
people and adults to exercise this right.” (UNESCO, 2009)

The Belém Framework clearly signals that ,literacy is the most signif-
icant foundation upon which to build a comprehensive, inclusive and in-
tegrated lifelong and life-wide learning for all young people and
adults.”!1 [t also points out that ,we have to redouble or efforts to ensure
that existing adultliteracy goals and priorities, as enshrined in Education
for All (EFA), the United Nations Literacy Decade (UNLD) and the Liter-

9 Source: http://www.2010againstpoverty.eu/news/news/news29.html?langid
=en

10 Source: http://uil.unesco.org/adult-learning-and-education/international-
conference-confintea

11 jbid, p. 1.
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acy Initiative for Empowerment (LIFE), are achieved by all means possi-
ble.”2 The education of young people and adults, the document stresses,
enables individuals, especially women, to cope with multiple crises and
changes.

,Therefore, we recognise the key role of adult learning and education
in the achievement of the Millenium Development Goals (MDGs), Educa-
tion for All (EFA) and the UN agenda for sustainable human, social, eco-
nomic, cultural, and environmental development, including gender
equality.”13

The Belém Framework considers that ,the role of lifelong learning is
critical in addressing global educational issues and challenges. Lifelong
learning is a philosophy, a conceptual framework and an organising prin-
ciple of all forms of education, based on inclusive, emancipatory, human-
istic and democratic values; it is all-encompassing and integral to the vi-
sion of a knowledge-based society.”1* It continues with the recognition
of the four pillars of learning: learning to know, learning to do, learning
to be and learning to live together.

Therefore, ,adult learning and education represents a significant
component of the lifelong learning process, which embraces a learning
continuum ranging from formal to non-formal to informal learning.”15

The document concludes that ,,adult learning and education are also
an imperative for the achievement of equity and inclusion, for alleviating
poverty and for building equitable, tolerant and sustainable and
knowledge-based societies.”16

Itis obvious that higher education, according to the Cape Town State-
ment of the UNESCO from 2001, has got a key role in the development of
lifelong learning and active citizenship within and outside the school-
system in co-operation with stakeholders promoting continuing and
quality learning (UNESCO, 2001).

Another important step forward in policy orientations for adult and
lifelong learning was made through the new UNESCO Recommendation
on Adult Learning and Education accepted by the General Assembly of

12 jbid, p. 1.
13 ibid, p. 1.
14 bid, p. 1.
15 ibid, p. 1.
16 ibid, p. 2.
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UNESCO in April, 2016 (UNESCO, 2015). This Recommendation outlined
some particularly relevant areas for action in international grounds to
support the achievements in the Sustainable Development Goals (SDGs)
of the United Nations!7 and to promote lifelong learning for all. Interest-
ingly, the document and the background policy orientation have not yet
influenced the European Commission, nor has the CONFINTEA VI dis-
course on adult and lifelong learning.

Is there a Fall in the Lifelong Learning Orientation of the European
Union, or the whole Discourse is Simply Replaced by a Skills and Em-
ployability Focus

We presume that it is not the UNESCO, but the OECD which has re-
cently influenced the learning policy focus of the EU and its Commission.
The turn of ‘the lifelog learning wind’ became evident when most gov-
ernments decided to change policy orientations referring to education
and training when the financial and economic crisis broke out and deep-
ened in and after 2007-2008. This momentum was followed by a strict
change in the policy orientation of education and training as the EU
changed focus by the Council of the EU accepting the EU Commission’s
draft document Education and Training 2020 in the Fall of 2009 (Council
of the EU, 2009). this document emphasized that education and training
should demonstrate quality and efficiency, likewise, promote equity, so-
cial cohesion and active citizenship and, moreover, demonstrate the
need for more entrepreneurship. Lifelong leaning in this document was
directly connected to mobility. But there was something changing in the
orientation of governments of EU member states. The crisis made them
to turn away from a rather humanistic approach to a more economy-
driven reductionist focus and started to directly follow the OECD and its
skills-policy track in order to replace lifelong learning.1® Although the
skills orientation was not at all surprising the newly formed European
Commission, in 2010, shifted adult learning to the portfolio of DG Em-
ployment in order to indicate that adult learning ought to help mobility,
skills-development and economic growth. Most European governments,
after 2010, left behind their lifelong learning orientation and put skills
development into the focus of their education and training policies. That
is what happened with the lifelong learning programme and its rather

17 Source: https://sustainabledevelopment.un.org/topics/education
18 Source: http://www.oecd.org/skills/
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successful Grundtvig initiative for the development of adult learning par-
ticipation through national programmes with more local and regional fo-
cuses.

Before Grundtvig was integrated into the newly formed Erasmus+
complex programme,!? the European Commission provided a new adult
learning agenda which was accepted by the Council with a Resolution at
the end of 2011 (Council of the EU, 2011). While this document was put-
ting lifelong learning and mobility into the centrum of debate, this orien-
tation was not more than turning lifelong learning into an employment
tool and rendering the national lifelong learning strategies into employ-
ment strategies to dominate the discourse. There is no wonder that for-
mer lifelong learning advocate countries, like Sweden, Finland, Denmark
and the UK shifted to skills-developments, organised skills- councils and
platforms. Even the European Commission gently put CEDEFOP (the Eu-
ropean Centre for the Research and Development of VET) to signal a ra-
ther more vocational and labour market focus to dominate national life-
long learning narratives after 2010.

In the last five years, lifelong learning policy discourses dramatically
changed and the adult learning focus lost momentum. There is no signif-
icant attention to adult learning in many EU-member states’ govern-
ments’ other than employment and skills development angle which re-
sembles OECD and CEDEFOP goals and the needs of employers and some
other key stakeholders in the field. These aspects are heavily supported
by national and international comparative surveys like PIAAC (the OECD
Adult Skills Survey).20

Conclusions

The lifelong learning orientation started, in the early 1970s, as a con-
ceptual frame to help understanding and developing education and
training policies to combine employment and social needs into a more
cohesive set of policy frame. The frame, during the 1990s, became open
to integrate active citizenship, second chance/early drop out and even
cultural orientations with social inclusion and guidance for special
groups and their members. This attempt was getting to its peak during

19 Please find access to the Erasmus+ programme through national agencies, like
Tempus Public Fundation in Hungary. Source: www.tka.hu/english
20 More on PIAAC: http://www.oecd.org/site/piaac/
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the Lisbon- decade right at and after the Millenium to return back to its
original economy-driven reductionist position. We may say that the life-
long learning discourse is over, we would like to indicate that it has to
wait for another climate when and where the term will need new recon-
figuration so as to balance the economic with more social.
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