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Nové príležitosti v nepoznanej ére

Množstvo negatívnych informácií a okolností obklopujúcich človeka bez ohľadu na jeho
povolanie, vek, či spoločenský status za posledný rok enormne vzrástlo. Chaotická politická
scéna, hospodársko-ekonomické problémy, strach o zdravie a budúcnosť sa stali bežnou
súčasťou života jednotlivcov. Recept na zvládnutie ťažkej situácie neexistuje. Ak by sme sa ho
rozhodli namiešať, tak jednou zo základných ingrediencií by určite bolo hľadanie príležitostí
v tejto novej situácii.
Príležitosti ako maličkosti a každodenné činnosti dávajúce ľuďom nádej a pocit návratu k
„normálnemu“ životu, či aktivity zamestnávajúce myseľ sú nevyhnutnou potrebou, na ktorú
mnohí zabúdame. Svet sa zmenil a nové možnosti je nevyhnutné odhaľovať na mikroúrovni,
teda osobnej úrovni, alebo v širšom slova zmysle vytváraním nových životných cieľov, či
absolútnou zmenou životného štýlu. Na tradície a zabehnuté procesy prinášajúce pozitívne
následky netreba zabúdať avšak ľudská adaptačná schopnosť znovu stojí pred výzvou, ktorú
musí zvládnuť.
Podstata človeka ako zoon logon echon by sa mala stať ďalším neopomenuteľným atribútom
hľadania príležitostí. Hľadajme spoločne možnosti, ktoré nám pomôžu prekonať problémy a
dovedú nás späť do nového normálneho fungovania postaveného na pevnom základe minulosti.
K zaužívaným procesom môžeme zaradiť i prečítanie si nového čísla časopisu Človek
a spoločnosť, ktoré prináša množstvo nápadov na nové príležitosti.
Posledné číslo roku 2020 prináša pestrú paletu tém začínajúcu školskou problematikou, ktorej
sú venované prvé dva príspevky. V prehľadovej štúdii Marianna Berinšterová skúmala súčasný
stav poznania v oblasti mentoringu, ktorý reflektujú štúdie popisujúce mentoring
vysokoškolských študentov. Autorka v príspevku analyzovala články za posledných 5 rokov
publikované v anglickom jazyku v databáze „Web of Knowledge“. Štúdia popisuje špecifiká
mentorského vzťahu vysokoškolských študentov a ponúka idey pre ďalší výskum rovnako ako
tvorbu a overovanie mentorských programov: mentoring v kontexte učenia a prípravy na
povolanie, mentoring zo strany vysokoškolských pedagógov študentom, ako aj mentorom v
praxi, teoretické zázemie mentoringu podporujúce obojstranné učenie, zameranie na prirodzený
mentoring a jeho psychosociálne aspekty.
Teoretické a empirické poznatky o problematike šikanovania v škole prináša príspevok
Františka Baumgartnera, Evy Vancu a Kaltriny Kelmendi. Štúdia sa orientuje na identifikáciu
a popis rôznych foriem šikanovania v triede, ktoré jej účastníci vnímajú a hodnotia. Autori sa
snažili odpovedať na otázku, či aktéri školskej šikany používajú rovnaké alebo rôzne kognitívne
stratégie regulácie emócií.
Otázkou, ako zmenu klímy vnímajú obyvatelia Českej republiky, Maďarska a Poľska, sa vo
svojej štúdii zaoberali Anna Kalistová a Emília Huttmanová. Ich analýza vychádzala z údajov

8. kola Európskej sociálnej sondy zozbieraných v rokoch 2016 – 2017 na vzorke 44 387
respondentov z 23 krajín. Autorky skúmajú postoje obyvateľov súvisiace s ich klimatickými
obavami, energetickými preferenciami, ako aj ich postojmi k jednotlivým nástrojom
environmentálnej politiky. Výsledky analýz potvrdili silné vnímanie zmeny klímy s jeho
nepriaznivými dopadmi na celý svet, pričom miera obáv sa v jednotlivých krajinách líšila.
Štúdia sa tiež zaoberá analýzou environmentálnych daní a príjmov z nich a ponúka stručné
zhodnotenie energetických a klimatických plánov vypracovaných každou krajinou, za účelom
naplnenia klimatických cieľov vyplývajúcich z Európskeho ekologického dohovoru.
Séria štúdií je ukončená príspevkom Rity Hornok venovanému štúdiu národnostnej identity a
vzťahov etnických menšín. Tieto vzťahy autorka skúmala subjektívnou optikou slovenskej
menšinovej mládeže z Maďarska študujúcej v materskom štáte. Cieľom výskumu bolo odhaliť
osobné príbehy a interpretácie študentov menšín o ich skúsenostiach zo stretnutia s príbuznými
a ich úvahách o vlastnej národnej identite. Výskum bol zameraný i na analýzu vnímania
spolupatričnosti k skupine a väzieb medzi príslušníkmi slovenskej menšiny v Maďarsku a
Slovákmi na Slovensku.
Číslo, ako obyčajne, dopĺňa recenzia a správy z troch konferencií, ktoré sa vzhľadom na
epidemiologickú situáciu, konali vo virtuálnom priestore.

Mária Ďurkovská, Lucia Heldáková

New opportunities in an unknown era

The amount of negative information and events enveloping people’s lives, regardless of their
job, age or social status, has increased a lot during the last year. The chaotic political scene,
economic issues, and the fear for both health and the future have become a normal part of
people´s everyday lives. A guide for coping with this difficult situation doesn´t exist, but if we
would like to create one, the basic ingredient would be to look at how this new situation has
created fresh opportunities for us. Opportunities, like small things and daily activities that give
hope and the impression of a return to „normal“ life, and those activities that occupy the mind
are of great necessity, and which we sometimes forget or neglect to recognise. The world has
changed and it is necessary to realise the new opportunities that have come at either the micro
or personal level. So, while we have to set new life goals or radically change our lifestyle to
deal with the new challenges ahead, we should not forget the traditions and established
processes which bring about the positive outcomes that we need.
The nature of humans as zoon logon echon should be seen as new attribute for searching of
opportunities. Let´s search together for ways to help us to overcome the issues and guide us
back to a new normal functioning, based on the solid grounding of the past. To the usual
processes, we can add to this the new issue of the magazine Človek a spoločnosť, which comes
with several ideas for those new opportunities awaiting us.
The last issue of 2020 brings a variety of topics beginning with school issues, which are covered
in the first two articles. An overview study by Marianna Berinšterová reviews the present area
of knowledge in the mentoring process of university students. The author analysed the papers
published in the English language in the database „Web of Knowledge“ over last five years.
The study describes the specifics of the mentoring relationship for university students and offers
ideas for further research. Additionally, it makes suggestions for creating and verifying the
programs for mentors, which include; mentoring in regards to learning and career preparation;
mentoring between a university´s teachers and students, as well as mentoring for real situations
outside university; the theoretical background of mentoring which supports mutual learning;
and focusing on natural mentoring and its psychosocial aspects.
Theoretical and empirical knowledge on the issue of bullying at school is provided by the
contribution of František Baumgartner, Eva Vancu and Kaltrina Kelmendi. It is oriented to the
identification and description of the different forms of bullying in the classroom, as they are
perceived and evaluated by the participants. It also aims to analyse the bullying process
dynamics within individual roles scenarios of the participants and their interactions with
emotion regulation. The authors posed the question whether actors of school bullying used the
same or different strategies of cognitive emotion regulation.

The question of how climate change is perceived by the residents of the Czech Republic,
Hungary and Poland was analysed in the study by Anna Kalistová and Emília Huttmanová.
Their analysis are based on the data of the eighth Round of the European Social Survey
collected from 2016 – 2017 on a sample of 44, 387 respondents from 23 countries. The authors
research the attitudes of residents regarding their climate fears and energy preferences, as well
the attitudes towards individual tools of environmental politics. The results of the analysis
confirmed a strong perception of climate change and its negative consequences for the whole
world, although the extent of the fears differs from country to country. The study analyses
environmental taxes and incomes, and offers a brief summary of energy and climate plans
elaborated on by each country, in order to meet climate goals resulting from the European
Ecological Convention.
The series of studies is completed by a paper by Rita Hornok dedicated to the study of national
identity and the relationships of ethnic minorities. The author researched the views of the ethnic
Slovak minority youth living in Hungary but studying in Slovakia. The goal of the study was
to reveal the personal stories and interpretations of the minority students regarding their
experiences within kin national relationships, as well their reflections about their own national
identity. The research was focused on the perception´s analysis of group belonging, and the
links between members of both the Slovak minority in Hungary and Slovaks living in Slovakia.
In this issue, as usual, you can find reviews and reports from three conferences which were
organized in virtual space due to the exceptional epidemiological situation.

Mária Ďurkovská, Lucia Heldáková
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Abstract:
The term mentoring can be understood within several paradigms: the transfer of a particular set of values, skills and norms
adopted by society; an interaction of experienced and less-experienced person; or, nowadays, as a learning partnership. A
mentor is a person who supports the developmental progress of an adult or non-adult mentee. The means to fulfill this task are
mentoring programs but also natural mentoring, where the mentor is a person on a mentee’s social network. Among university
students the specifics of the developmental period and adult learning enter into the process of the mentoring relationship. The
requirements of the academic environment, changes in social relationships and achieving adequate financial independence are
challenges in which a mentoring relationship can be applied. At the same time the participants of the mentoring relationship is
affected by their self-direction and their individual motivational aspects. Although the benefits of mentoring have been
confirmed by research, mentoring programs are not established at universities in Slovakia.
The aim of this contribution is to examine the current state of knowledge in the field of mentoring which is reflected in current
studies describing the mentoring of university students. Studies published over the last 5 years published in the English language
in the Web of Knowledge database were analyzed. The method of analysis is on the border of systematic review and scope
review. The terms "mentoring functions" and "university students“ were selected as search terms. Ten studies met the selected
criteria. The following subjects were explored: categories of mentoring functions in terms of behavioral interventions; the
theoretical background socio-ecological and developmental approach; a focus on psychosocial mentoring or study/professional
development; the implementation of mentoring programs or natural mentoring; and people in the role of mentor and their
position in relation to university. The studies were divided into and analyzed in three areas: mentoring focused on solving study
tasks, mentoring focused on practice, and mentoring focused on students with special needs.
The results of the analysis point to differences in individual areas. Mentoring focused on solving study tasks including research
and academic work, theoretical concepts devoted to the type of supervision, social-ecological dimension including being part
of a scientific project and two-way benefits for mentor and mentee in terms of research productivity and provision of
opportunities. Mentoring focused on practice including creating an opportunity for practical experience, giving feedback to a
student's work, bringing knowledge from a specific work area and a specific workplace, leading and facilitating discussions
among students, and social support concerning the practice. The theoretical background led to the concept of competence,
social competence, communities of learners or critical evaluation of information. Social-ecological and developmental
dimension, in addition to vocational support, focused on mutually beneficial cooperation between universities and workplaces
where practice took place, and connections with the professional community. Mentoring focused on students with special
needs was represented by individual and group meetings with a standardized curriculum relating to study tasks, as well as the
development of competencies needed for successful study. Relying on the concept of social integration and social ecology and
developmental specifics, it focused on the transfer to university study.
The analysis pointed to the need to a theoretical grounding of natural and formal mentoring implemented in the university
environment, specifically by means of social-psychological theories. Another finding was that the mentoring of university
students in the analyzed studies focused on study / professional development. Psychosocial mentoring was not directly
represented in the studies. Social-ecological funcions of mentoring emphasized the interconnection of university with other
institutions within the community in favor of study and practice of students. The specificity of the division into formal / natural
mentoring was also shown; there were three types of mentors in the studies: mentors within mentoring programs, mentors
within the study curriculum, where the student can choose them, and a natural mentor - in addition to formal mentoring. Among
the preferred characteristics of mentors were the terms: interest, support, dialogue partner, availability, activity, leadership, and
resiliency.
The study points out the specifics of mentoring of university students, and offers ideas for further research as well as the
creation and verification of mentoring programs, such as mentoring in the context of learning and vocational training, mentoring
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provided by faculty members to students, or mentors in practice, theoretical background supporting mutual learning, and
emphasis on the natural and psychosocial components of mentoring relationship. The theoretical foundations of mentoring
include, in addition to attachment theory, social learning theory, planned behavior, and constructivism. Social constructivism
related to learning in social groups corresponds to the paradigm of mentoring as a means of socialization and also play a role
in clarifying the socio-ecologial dimension to mentoring.
The limits of the research include the number of analyzed studies; the effectiveness of mentoring in analyzed studies was not
taken into account. Another systematic review is needed for confirmation and completion of the results. Furthermore, future
research should focus on the narrower concept of mentoring, different operalizations of this term „mentoring“ according to
specific definitions, as well as other, organizational and socio-demographic aspects of the mentoring relationship.
Key words: Mentoring functions. Univresity students. Theoretical background of mentoring. Social-ecological apporach.
Formal/natural mentoring.

Definition of the term mentor, a theoretical explanation of mentoring, and identified benefits
Definitions of mentoring are based on several paradigms. Firstly, the oldest explanation of the word
“mentor” comes from ancient Greek mythology. „Mentor“ was the name of the educator to whom
Odysseus entrusted the care of his son Telemachus (Dutton, 2003). Therefore, mentoring was initialy
perceived and defined as a transfer of a particular set of values, skills and norms adopted by society.
DuBois & Karcher (2005) and Rhodes (2005) define mentoring as a strategy for positive youth
development, where the word „positive“ can also be explained as adaptive, leading to engagement in
satisfactory relationships, beneficial activities and fullfiling developental tasks. A second paradigm is
associated with management issues (Woodd, 1997). It represents an interaction of an experienced and a
less-experienced person, or between an older and younger person (Shapiro, Haseltine, & Rowe, 1978)
in favor of a life path, mainly related to career and employment. Levinson, Darrow, Levinson, and
McKee (1978) saw mentoring as an effective tool for influencing commitment and self-concept. The
combination of these two paradigms is reflected in mentoring programs for children and the youth.
Mentoring programs are nowadays a part of the educational process at all levels of education (Fletcher
& Mullen, 2012) and provide an opportunity for the youth to be emotionally supported and advised by
older, non-parental adults (Karcher et al., 2006; Raposa et al., 2019). Although the young benefits from
the mutual relationship, it is still asymmetrical (Jacobi, 1991; Keller, & Pryce, 2010; Rhodes, 2005);
mutuality of a mentoring relationship brings an opportunity for social learning for mentor and mentee
alike, and also fulfills the need of generativity, which is according to E. Erikson (Erikson & Erikson,
1998) one of the important developmental tasks of adulthood.
This shift in the current paradigm, dating back to around the 1980s, is a change of perspective from a
one-way to a reciprocal process. Where previous understanding had pointed to a mentored person solely
as a receiver of knowledge (Zachary, 2000), current understanding of mentoring tends to a „learning
partnership“ (Alerd, Garvey, & Smith, 2000; Lankau & Scandura, 2002; Zachary, 2000). „Mentors and
mentees, or protégés (now) learn from and teach each other“ (Foster et al., 2007, p. 2). This paradigm
reframes mentoring as a type of developmental relationship characterized by reciprocal learning and
focuses on goal attainment. Morisson (in Morrison & Vancouver, 2000), in conection with socialization,
describes three types of information that is provided by mentoring: technical – how to perform some
behaviour, achieve a goal or accomplish a task; referent – the content of a specific role and interaction
with the environment; and normative – socially expected behavior and attitudes. These three aspects can
be understood in a psychosocial context as well as in the context of study and employment.
A common element of the three described paradigms is the targeting on development. A mentor is a
person who supports the developmental progress. Along with parents, teachers, educators, trainers and
coaches, mentors play the role of a significant adult (Galbo, 1986). Several positive consequences of the
mentoring relationship were found in the areas of social-emotional development, academic and
vocational funtioning (Eby et al., 2008; Van Dam et al., 2018; Hagler & Rhodes, 2018), socialpersonality characteristics as determination, goal setting, self-efficacy (Moore, 2018) and risky behavior
(Beier et al., 2000; Berinšterová, Magdová & Bozogáňová, 2019). Metanalysis from 2019 (Raposa et
al., 2019) provides support for mentoring programs for adolescents, although their effect was event
though the modest. Among university students the mentoring programs were confirmed as a way to
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improve integration at college, the academic performance and adjustment, and retention, and success of
college students (Jain, Chaudhary, & Jain, 2016; Johnson, Rose, & Schlosser, 2007; Yomtov et al.,
2017). Although research shows many variables that have been positively influenced by mentoring, they
are not sufficiently reflected in the theoretical background of mentoring programs.
Psychological explanations of mentoring relationships are most often based on the theory of attachment
and the theory of social learning (Van Dam et al., 2018). The mentor acts as a secondary attachment
person providing a different example of a positive close relationship (Fraley et al., 2011; Rhodes et al.,
2006; Soucy & Larose, 2000; Larose, Bernier, & Soucy, 2005). These positive mentoring relationship
experiences may be generalized to other relationships (Goldner & Mayseless, 2009). Mentors serve also
as a role model and have a responsilibity to behave in a manner that will benefit the mentee (Harvey et
al., 2010; Zagumny, 1993). Learning experiences also provide information about self-efficacy: personal
performance/mastery experiences, persuasion (social encouragement) and physiological/affective states
(positive/negative emotions) linked with performing certain tasks (Ahn, Bong, & Kim, 2017; Bandura,
1977; Lent & Brown, 2013; Lent et al., 2017). This interpretation of theoretical concepts corresponds to
the understanding of mentoring as an asymmetrical relationship between a more and a less- experienced
person. On the other hand, the relationship between the mentor and the mentee provides an opportunity
for social learning, personal mastery support and positive affective states for both participants. Another
theory in which more reference is made to the reciprocity of the relationship between the mentor and
the mentee is the theory of planned behavior (Ajzen, 1991). Barnard-Brak, Burley, and Crooks (2010)
in their research found that mentoring behavior were predicted from attitudes about mentoring, beliefs
about mentoring, subjective norms, and perceived control over the mentoring situation. A mentor and
mentored person, with their beliefs, attitudes, norms and perceived control, influence the course,
effectiveness and impact of the mentoring relationship. Although the asymmetric understanding of
mentoring is particularly valid, its course and form should be adapted to the specifics of the
developmental period, and the social environment among late adolescents and university students.
Mentoring of university students
C. Smith (2017) claims that the majority of colleges and universities offer some type of mentoring. This
fact does not seem to apply to universities in Slovakia. There are no mentoring programs within the
universities, and mentoring programs in Slovakia have little research support. Nevertheless, it is possible
that university students in Slovakia have the experience of informal, natural mentoring even within the
university. Natural mentoring refers to a relationship with a person in an individual's social network who
has the function of a mentor with a special empowering role (Allen, Eby, & Lentz, 2006; Goldner &
Myseless, 2009). In contrast, formal mentoring takes place through mentoring programs and carries
elements of institutionality. Both approaches have their place within the university and their
characteristics partially overlap. Natural mentoring in an university environment at least partially carries
elements of institutionality.
Mentoring of college students is specific and different from mentoring of adolescents and adults. These
differences are linked to the development period. Emerging adulthood or post-adolescence has its typical
features. A common sign is change, which includes achieving economic and emotional independence
from the family (Zarrett & Eccles, 2006). Many university students experience increased economic
demands and social ones through entering new environments and social networks (Stallman, 2010). In
the case of university students, the requirements of the academic environment are added to these
developmental challenges. Mentoring is considered an effective practice for providing support for
studentso reduce psychological distress, facilitating transition and student success (Bernier, Larose, &
Soucy, 2005; Grossman & Rhodes, 2002; Harmon, 2006; Hurd et al., 2014; Hurd, Tan, & Loeb, 2016).
At the same time, with emerging adulthood, the following principles of adult learning need to be applied
(Knowles, in Wu et al., 2016): self-directedness, an association of readiness to learn and developmental
tasks, and learning effectiveness linked to internal, rather than external,motivation. The choice and
course of the mentoring relationship is thus more dependent on the mentee than on the mentor. Motives
and values may or may not be inclined to the learning process within the mentoring relationship and the
functions it should fulfill.

3

Človek a spoločnosť [Individual and Society], 2020, Vol. 23, No. 4, pp.1-17.
Mentoring of university students: functions and important charactertics

Mentoring functions
Mentoring functions are “those aspects of a developmental relationship that enhance both individuals’
growth and advancement” (Kram, 1983, p. 622). Authors describe mentoring functions on several levels.
We suggest the following:
The first level for describing mentoring functions is through simple nouns and verbal nouns, that express
the type of behavioral interventions to a protegé. Mentoring functions were expressed through nouns
and verbal nouns as acceptance, closeness, trust, intimacy, friendship, reliability, trustworthiness,
confirmation, supporting, advocacy, motivating, inspiring, empowering and developing (Fowler &
O'Gorman, 2005; Ragins & McFarlin, 1990; Rhodes et al., 2005; Sosik & Godshalk, 2000).
The second level of mentoring function description is integrating psychological and social-psychological
theories and approaches. In this level, the mentoring function is expressed as role modeling, help to cope
with problems (Rhodes et al., 2005), facilitation of cognitive transfer, learning facilitation, (Fowler &
O'Gorman, 2005), assuring social integration (Castro & Scandura, 2004; Mir & Pinnington, 2014; Pope,
2002) and absence of negative emotions (Rhodes et al., 2005).
The third level is associated with the social ecology (Bronfenbrenner, 1994) of the protegé, and includes
multiple components of his/her environment with the impact of solving developlmental tasks. One of
the most commonly used models of mentoring functions is the model of MFQ-9 (Castro & Scandura,
2004) that measures vocational/career development support and psychosocial support and role
modeling. Other studies describe mentoring as nurturing the mentee’s social and psychological
development, serving as a role model, and providing support for goal setting and future planning (Miller,
Salmela & Kerr, 2002; Roberts, 2000).
All three levels of functionality have their place in defining mentoring functions. Behavioral
interventions can be rooted in theoretical contexts, and in defining the theory, but the socio-ecological
dimension in which they apply and which contributes to the growth and development of the individual
should not be neglected.
Aim and procedure
The aim of the study was to explore the current state of knowledge in the field of mentoring functions
of university students taking into account the proposed levels of mentoring funcions. The position of the
mentor in relation to the university, their desirable characteristics and the nature of the mentoring
relationship was also explored. The method of analysis is on the border of systematic review and scope
review as the studies were analyzed according to the chosen critera whereas the effectiveness of specific
mentoring approach has not been taken into account. (Munn et al., 2018). Studies type "articles" in the
database “Web of Science” in the English language over the last 5 years (2016-2020) have been
explored. “Mentoring functions” and “university students” were entered as keywords. The keywords
selection matched the goals of the contribution and also, it is related to the focus of most of the research
on mentoring in higher education on n undergraduate and graduate students (Erickson, in Lundsford et
al., 2017). The studies were evaluated from the following points of view:





categories of mentoring functions – behavioral invervetions, funcions associated to theoretical
background, functions associated to a social-ecological and developmental approach
focus on psychosocial mentoring or study/professional development focused on mentoring
implementation of mentoring programs, or natural mentoring
persons in the role of mentor and their position in relation to a university.

Results
Table 1 represents the results (See Appendix). The numbers in parentheses indicate the references in the
table. Ten studies met the criteria. Studies desrcibed quantitative and qualitative researches. The articles
described the mentoring of students of various fields of study: Natural Sciences (*1.; 3.), Humanities,
(*3.), Engineering and Technological sciences (*3.; 7.), Social Sciences (*3.; 2.; 5.), Education (*4.; 6.;
3.; 8.). It is possible to divide the analyzed studies into three areas, to which mentoring functions have
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been linked: (*1) mentoring focused on solving study tasks (*1.; 2.; 3.) (2) mentoring focused on practice
(*4.; 5.; 6.; 7.; 8.) mentoring focused on students with special needs (*9.; 10.).
Mentoring functions
From the point of view of the categories of mentoring functions, the following were mentioned in
individual areas:
Behavioral interventions of mentoring focused on solving study tasks - training of laboratory techniques
and data analysis (*1.), mentoring students in their research (*2.), navigation in the academic world,
informing students about scientific events, helping with publications (*3.).
Behavioral inverventions of mentoring focused on practice - facilitating the group discussion; leading
meetings of the learning community (*4.), provide learning experiences (*5.), support the students,
taking responsibility for developing the students by giving them valuable feedback, welcome students
into the school environment (*6.), provide practical knowledge and technological skills, discuss
scenarios, learn the nuances of the industrial company (*7.), lead the students teaching experiences,
model the learning practices (*8.).
Behavioral interventions of mentoring focused on students with special needs - tailor individual
meetings schedules, individualized meeting with the students (*9.; 10.), work with students on the key
competency areas (problem solving, time management and organization, social skill development,
technology use, and advocacy), work with students in as many modalities as possible (*9.), lead a group
meeting with a standardized curriculum (social skills; self-advocacy), hour-long individualized meetings
with a student (*10.).
Theoretical concepts were least described in the analyzed studies.
Theoretical concepts of mentoring focus on solving study tasks - project versus process-oriented
supervision (Boehe in *3.), research practice versus research relation-oriented supervision (Franke,
Arvidsson in *3.).
Theoretical concepts of mentoring focus on practice: communities of learners‘ (Wenger in *4.),
competence as “the combination of skills, knowledge and attitudes, values and technical abilities that
underpin safe and effective nursing practice and interventions” (NMC in *5.), social skills (*7.).
Theoretical concepts of mentoring focused on students with special needs: social integration (*9.; 10.).
Studies bring the following mentoring functions associated with asocial ecology and developmental
apporoach:
Social ecology approach mentoring focus on solving study tasks - being a part of project with a
significant impact on the scientific field (*1.), two-way benefits in terms of research productivity and
provision of opportunities (*2.).
Social ecology approach of mentoring focused on practice - to prepare students to function effectively
within a work environment (*5.), distributed support’ involves acceptance of joint, collaborative
responsiblity for initial teacher development by a number of partners including the teachers and
university, dialogical engagement (Mukeredzi in *6.), mediation of professional community (*4.),
community orientation, contact with industry partners (*7.).
Social ecology approach of mentoring focused on students with special needs - transitional support for
students entering a university, opportunities to engage with diverse set of peers (*10.).

The type of mentoring and characteristics of mentor
The assessment of the use of formal or natural mentoring was not unambigous in this case. Two studies
described a mentoring program (*1.; 4.) which is considered as formal mentoring. Two studies reported
natural mentoring that occurs alongside a formal one (*6.; 7.) – where an experienced person who met
5
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during the internship and who was not assigned to them but met the characteristics of natural mentoring.
The remaining studies mention mentors that the students met as a part of the curriculum and they had
an opportunity to choose them.
In study-oriented mentoring, the mentors were fauculty members, researchers, post-doctoral scientists
and PhD. supervisors, but also graduate students (*1.; 2.; 3.). Preferred characteristics were reported
„being interested in and supportive“ (*2.), „being dialogue partners and research-practice orientation“
(*3.).
In practice-oriented mentoring, mentors were representatives of the university (*4.) and also
experienced professionals from the field of study (*5.; 6.; 7.; 8.). Preferred characteristics were:
availability, being calm, friendly, engagment and providing adequate support (*8.), ability to assess
practice-based situations and make decisions (*5.). Mentor’s encouragement to be active and discussing
authentic issues in a dialogical environment. (*4.)
Mentors of students with special needs were peers, undergraduate students, MA students, and Ph.D.
students (*9.; 10.). Favorable characteristics were leadership and resiliency, spending time with mentee
and sense of confidence (*9.).
Discussion
The aim of the study was to explore the current state of knowledge in the field of mentoring among
university students, taking into account the proposed levels of mentoring funcions. The position of the
mentor in relation to their university, their desirable characteristics and the nature of the mentoring
relationship was also explored. The results pointed to several facts. Firstly, the research of mentoring of
university students has received less attention in recent years. Only 10 studies met the specified search
criteria. The studies focused on three areas: (1) mentoring focused on solving study tasks; (2) mentoring
focused on practice and (3) mentoring focused on students with special needs. This division is partly in
line with previous studies, where part of the mentoring model of university students is (a) emotional
support, (b) academic and goal-setting support, (c) career and subject matter support, and (d) role
modeling (Castro, & Scandura, 2004; Nora & Crisp, 2007). Mentoring focused on students with special
needs could be an extension of previous models. Research supports the importance of mentoring
relationships for students with special needs (Patrick & Wessel, 2013; Shpigelman, Weiss, & Reiter,
2009). The identified areas of mentoring could form the basis for a new model of mentoring for
university students. However, a further systematic review is needed to confirm these results.
Another finding of the study was that the mentoring of university students in the analyzed studies
focused on study / professional development. Despite the fact that psychosocial support is considered
one of the main functions of mentoring, with positive consequences for adolescents, but also support for
employees (Castro & Scandura 2004; Graham & Jefferson, 2019), this approach was not represented in
the analyzed studies. However, as analyzed studies show, mentoring of university students has specific
goals in terms of study and vocational training. Psychosocial mentoring is no less important in terms of
promoting the well-being of students (Hayes & Balcazar, 2008). Social integration (Tinto, 1993) as a
condition for successful transition to a universtity (Pascarella & Terenzini, 2005) could be a goal of
mentoring support not only for students with special needs, but for all who are at the beginning of higher
education.
As regards the categories of mentoring functions, different mentoring functions corresponded to each of
the identified areas. Mentoring focused on solving study tasks including research and academic work,
theoretical concepts devoted to the type of supervision, a social-ecological dimension including being a
part of a scientific project, and two-way benefits for mentor and mentee. Mentoring focused on practice
including creating an opportunity for practical experience, giving feedback to a student's work, bringing
knowledge from a specific work area and a specific workplace, leading and facilitating discussions
among students, and social support concerning the practice. The theoretical background led to the
concept of competence, social competence or critical evaluation of information. The social-ecological
and developmental dimension in addition to vocational support focused on mutually beneficial
cooperation between universities and workplaces where practice took place, and connections with the

6

Človek a spoločnosť [Individual and Society], 2020, Vol. 23, No. 4, pp.1-17.
Mentoring of university students: functions and important charactertics

professional community. Mentoring focused on students with special needs was represented by
individual and group meetings focusing on study tasks as well as the development of competencies
needed for succesful study. Relying on the concept of social integration, and in terms of social ecology
and developmental specifics, it focused on the transfer to university study. The results could promote
the creation and subsequent verification of mentoring programs. However, it must be said that this step
should be preceded by the embedding of programs in socio-psychological theoretical concepts. The
analyzed studies studied did not declare the theoretical basis of mentoring for university students. The
following research should focus on the identification of theoretical concepts that can be applied in the
mentoring of university students.
The mentoring was explained through the theory of attachment, the theory of social learning and the
theory of planned behavior (Barnard-Brak, Burley, & Crooks, 2010; Van Dam et al., 2018). Due to the
different nature of mentoring trends (psychosocial, study and work mentoring), it is necessary to verify
theoretical concepts in individual areas. An example of a suitable theoretical concept with an
explanatory perspective is a constructivist approach to mentoring (Shapiro, 2020). The higher level of
mentoring functions was asssociated with a positive assessment of meńtee abilities (Wang, Tomlinson,
& Noe, 2010) that emphasizes „intersubjective reality“ and the social relationship as the best
environtment for learning (Vygotsky in Van Bergen & Parsell, 2019, p. 17). Although the relativity of
knowledge in constructivism is the content of discussion (Liu & Matthews, 2005; McWilliams, 2016),
social constructivism related to learning in social groups corresponds to the paradigm of mentoring as a
means of socialization.
A constructivist approach can also play a role in clarifying the socio-ecologial dimension to mentoring.
The socio-ecological approach presents the connection of the individual with the environment and the
interaction with a positive or negative impact (Bronfenbrenner, 1994). Due to this effect, it is possible
to achieve developmental tasks. The analyzed studies proved the importance of mentoring in connection
to individual components of the student's environment in aiding their studies and preparation for their
profession. The interconnection of institutions within the community was also shown. However, the
individual way of creating social constructs can explain the differences in the knowledge of individual
elements of the environment as well as the person themself, and the subsequent differences in the
effectiveness of the mentoring approach. An association with one's perception of one’s own personality
characteristics, the expectation of mentoring, and the effectiveness of mentoring have been confirmed
by several studies (Feldman, 1999; Goldner, 2016; St-Jean & Mathieu 2015). Analyzed studies
emphasize that practicioners in the role of mentors also need support in terms of understanding their
role, their perception of its importance, and the necessary competencies (Gravett & Jiyane, 2019; Silbert
& Verbeek, 2016). The role of the universities can also include these forms of support.
The study supports the view of the specificity of academic mentoring. Its basic division of natural /
formal mentoring has a different form in this case. In the study, we pointed out four types of mentoring
– mentoring within mentoring programs, mentoring within the study curriculum, where the student can
choose a mentor and natural mentor in addition to formal mentoring. Mentors were chosen peers
(graduate students, undergraduate students, PhD. Students), faculty members (researchers, phd
supervisors), mentors from practice (mentors from the professional community), and mentors of
mentors, who provided university support. While Collier (2017) presents hierarchical and peer
mentoring as effective ways of promoting college student integration and success, several studies also
argue in favor of peer mentoring (Akinla, Hagan, & Akuomo, 2018; Yomtov et al., 2017), although
some authors object to the ambiguity in defining it (Egege & Kutieleh, 2015). In this case, it is necessary
to precisely specify the course of interaction between the mentor and the mentee with different positions
(peer, faulty, member, practitioner), in favor of the creation and implementation of mentoring programs
but also effective natural mentoring.
Natural mentoring as a part of the developmental network of individuals, appeared to a lesser extent in
analyzed studies, mainly in the area of practice-oriented mentoring. In contrast to these results, Fountain
and Newcomer (2016) found that informal mentoring is equally prevalent, as are formal mentoring
programs in an university environment. A supportive role for mentors in the development of an emerging
adult may be represented by teachers, colleagues, friends and family (Higgins & Kram, 2001). Fruiht
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(2015) in her research refers to academic supporters (teachers, professors, advisors), and support in the
area of values exploration, goal setting, and problem solving. In accordance with previous research
(Ajzen, 1991; Barnard-Brak, Burley, & Crooks, 2010; Fountain & Newcomer, 2016) beliefs about the
need and usefulness of mentoring is crucial in the context of this type of support.
Universities in Slovakia do not yet implement formal mentoring programs. Nevertheless, some of the
mentoring functions have been implemented in other ways. The effectiveness of mentoring programs
for university students has been associated with a successful transition to university, study performance,
generativity, and altruism (Beltman & Shaeben, 2012; Hastings et al., 2015; Hillier et al., 2019;
Leidenfrost et al., 2014). Fountain and Newcomer (2016) summarize the benefits of mentoring for
faculties: facilitating the recruitment, retention, and advancement of faculty, socializing mentees into an
academic unit’s culture, increasing collegiality and the building of relationships and networks,
increasing productivity among both protégés and mentors, and promoting professional growth and
career development for protégés and mentors productivity and organizational stability. The
implementation of mentoring programs can result in the conceptualization of the role of the mentor from
the point of view of both the mentor and the mentee.
The limits of the research include the number of analyzed studies. However, after the method of scope
review was chosen (Munn et al., 2018) a relatively large amount of knowledge emerges from the small
number of studies analyzed. It is not possible to generalize the results, but they could be an inspiration
for further research, that can lead to systematic reviews. Further research would require a broader scope
of articles registered in scientific databases. Moreover, future research should focus on the narrower
concept of mentoring according to specific definitions, as well as other, organizational and sociodemographic aspects of the mentoring relationship.
The interpretation of the results is influenced by the diverse operationalization of the term "mentoring",
which is culturally conditioned. However, as mentoring is not widespread in Slovakia, the study could
precede the exploration of the implementation of individual mentoring functions and the creation of
mentoring programs in a university environment.
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Table 1
Analysis of articles in terms of mentoring of university students
Required
characteristics of
the mentor

-

Being a part of
scientific project

Formal

graduate
students,
post-doctoral
scientists.

-

Mentoring
students in their
research

-

Formal - chosen

Faculty
members,
researchers

Being interested
and supportive

Navigating
through the
academic world;
Informing about
scientific events;
Helping with
publications

Project versus
processoriented
supervision;
research practice vs.
research
relationoriented
supervision

Two-way
benefits in terms
of research
productivity and
provision of
opportunities

1.

Stoeckman, Cai, &
Chapman, 2019

Biochemistry
research

Training of
laboratory
techniques and
data analysis

2.

Cronan, Van Liew, Stal,
Marr, Patrus, Mansoor
& Cronan, 2020

Psychology

Gruzdev, Terentev &
Dzhafarova, 2019

Natural
sciences,
Humanities,
engineering
and
Technological
sciences,
Social
sciences,
education

4.

Rachamim & OrlandBarak, 2016

Teachers
education

Practice

Social-ecology
and
developmental
task

Mentor

Reference

Study tasks

Theoretical
background

Formal/Natural
mentoring

*

3.
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Mentoring
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Field of
study

Behavioral
interventions

Facilitating
group
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leading meetings
of the learning
community

Communities
of learners
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professional
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Formal - chosen

Phd supervisor
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Representative
of the
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Dialogue partners,
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oriented
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5.

6.

7.

16
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Silbert & Verbeek,
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Phan &Ngo, 2020

Nursing
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combination
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and effective
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Rando, Huber &
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-
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specific needs
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10.

*

17

Gillespie-Lynch,
Bublitz, Donachie,
Wong, Brooks &
D’Onofr, 2017
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students
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International
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Individualized
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working
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as possible
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Transitional
support for
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student

Social
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studies are assigned by a number in the table and also in the description of results

Experienced
teachers
in schools

Calm, friendly
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adequate support
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Peer
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resiliency over
time, coupled with
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sense of
confidence
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Undergraduate
students, MA
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Ph.D. students

-
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Abstract:
Research objective: Attention was devoted to a comparison of participants of school bullying in cognitive strategies
of emotion regulation. We posed the question, if actors of school bullying used the same or different strategies of
cognitive emotion regulation. The participants of bullying were divided into four groups according to their roles
in bullying, these were: bullies (victimizers), bullied (victims), defenders (helpers) and non-involved in bullying
(non-concerned). It was hypothesized that differences between participants exist in the applying of strategies of
emotion regulation. Concretely, it was expected that defenders use different strategies than bullies and victims.
We assumed that defenders mainly use adaptive strategies, such as positive refocusing, reappraisal, acceptance
and planning. We also expected that bullies and victims are oriented to similar patterns of applying the strategies.
These assumptions are based on different levels of emotional competencies.
Method: Sample consisted of 489 children (254 boys and 235 girls, aged 12-13). Data were collected in twelve
schools (25 classes) in Prague (Praha) and Budweis (České Budějovice), which covered areas of mixed socioeconomic backgrounds. The Cognitive Emotion Regulation Questionnaire – short version (CERQ-short) was used
to measure cognitive strategies of emotion regulation. CERQ-short has 18 items (Garnefski & Kraaij, 2006).
Peer nominations were employed to assess bullying, victimization and defend behavior. We used the modified
version of the sociometric technique The Guess Who (Janošová et al., 2016). In this technique with 13 items a
student is asked to read descriptive statements and then write down the name of the student who best fits that
description. We asked children to nominate those classmates that they thought were bullies and victims. Children
also had to nominate those classmates who often helped other children. Data processing consisted of determining
the number of nominations for each child. In this way, we found 75 bullies (15.3 %), 45 victims (9.2 %), 108
defenders (22.1 %) and 161 non-involved children (32.9 %). A role was therefore attributed to a total of 389
children; the remaining 100 (20.4%) children did not meet the criteria for any role and were therefore not included
in the analysis. Data were analyzed in software SPSS 21.0 for Windows. The descriptive statistics, reliability
analysis, correlation analysis and MANOVA were used.
Results: Results show that the roles in bullying (Wilks' Lambda=.882, F=1.51, p<.05), gender (Wilks'
Lambda=.877, F=4.93, p<.001) and also the interaction of both (bullying and gender) these variables (Wilks'
Lambda=.862, F=1.79, p<.01) influence the preferences of different strategies of emotion regulation. In the case
of roles in bullying, three significant effects can be observed, namely in positive reappraisal (F=4.27, p<.01), selfblame (F=3.44, p<.05) and refocus on planning (F=2.90, p<.05). Inspection of the means shows that while
defenders use all these three strategies more than other groups, victims use self-blame and planning lower than
others. The score of bullies was the smallest in positive reappraisal. Boys and girls differ in four strategies. The
boys more prefer positive reappraisal (F=4.83, p<.05) and other blame (F=10.54, p<.01), whereas the girls more
accentuate two similar strategies; rumination (F=6.23, p<.05) and catastrophizing (F=8.89, p<.01). The interaction
of both variables has significant effect in two strategies; acceptance (F=3.78, p<.05) and putting into perspective
(F=3.27, p<.05). Girls use acceptance especially as defenders, and the least as victims. Conversely, boys accept
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mainly as victims and least as defenders. Boys put into perspective first of all as victims, and least as defenders.
Girls prefer this routine as bullies and less use it as non-involved.
Conclusion: The results indicated that participants of school bullying partly differed in the use of cognitive emotion
regulation strategies. In the first hypothesis it was supposed that defenders would differ in reappraisal, planning,
and also in acceptation and refocusing. This expectation was partly verified. Defenders indicated more frequent
positive reappraisal and refocus on planning in comparison with other groups. It seems that they think about the
situations in the classroom and they try to look for the solution to negative events. However, the defenders also
scored higher on the scale of self-blame - possibly situations of bullying irritate them and invoke these feelings. It
could be supposed that reappraisal and planning are the consequence of a sense of blame. The second hypothesis
was formulated as an assumption of a similar pattern of preferences of emotion regulation strategies of victims
and bullies. This assumption was essentially verified. Assessment of the answers of victimizers and victims show
predominantly similar results. While self-blame is higher for bullies, positive refocusing and putting into
perspective are higher for victims. These findings indicate that victims more cognitively elaborate the situations
of bullying. Blaming others was more common in victims and attackers than in other participants. The obtained
results are similar to the findings of Quintana-Orts et al. (2019).
It can be assumed that the use of some strategies of cognitive emotional regulation may act as a protective factor
weakening the incidence of bullying. Positive reappraisal can be mentioned in this regard. Others may have a risky
effect, such as self-blame. However, further research is needed in this area, as other authors point out (Kowalski
et al., 2014 Zych, Ortega-Ruiz, & Del Rey, 2015). In a similar way, the protective effect of empathy or social
competence in the context of bullying and cyberbullying and, conversely, the risk of moral attachment or
neuroticism was pointed to (van Noorden et al., 2015). Menesini and Salmivalli (2017) pointed out the importance
of bystanders. Observers’ responses are crucial to eliminating bullying. Therefore, it makes sense to focus
intervention programs on bystanders. Likewise, the results of our research showed that observers in the role of
defenders differed from other participants in the situation.
Keywords: School bullying. Participants of bullying. Cognitive emotion regulation. Adaptive and non-adaptive
strategies.

Introduction
Bullying in schools is a worldwide problem that can have negative, lifelong consequences both
for students who bully and for their victims as well as having consequences for the general
school climate and for the right of students to learn in a safe environment without fear
(Endresen & Olweus, 2003; Hanewinkel, 2004; Limber et al., 2004; Olweus & Limber,
2009; Zych, Ortega-Ruiz, & Del Rey, 2015). Research evidence considers that bullying
phenomena are quite widespread and understanding the nature of bullies and bullying is of
crucial importance for both theoretical and practical reasons.
Most experts in the field of bullying agree that there is considerable debate on a clear definition
for the term bullying (Sutton, Smith, & Swettenham, 1999). An exhaustive literature searches
on the topic of bullying revealed that this problem of clarity in defining bullying is mentioned
in many publications.
Researchers agree that bullying is a common problem, however, very few agree on a widely
accepted definition of bullying. Smith and Sharp’s (1994) claim that bullying is “a systematic
abuse of power“ (pp. 2). This definition incorporates the repetitive nature or bullying. In
addition, it implies an imbalance of power within the interaction. That is, the victim cannot
defend him or herself easily for various reasons such as being outnumbered or being physically
inferior. This definition also implies that others are obligated to intervene for the rights of the
victim to be taken into consideration (Smith & Brain, 2000).
Olweus (1993, 1999), a pioneer in this area of research, defined bullying or victimization “as
instances when a child is exposed repeatedly and over time to negative actions on the part of
one or more other students” (pp. 10). This definition stressed the direct physical nature of
the behavior (hitting, pushing, pulling, etc.), as well as its direct verbal nature (teasing,
threatening, calling hurtful names, etc.). Additionally, bullying can sometimes take the form of
indirect behavior like social exclusion and rumor spreading. Olweus (1999) described bullying
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with reference to three criteria: 1) it is aggressive behavior or intentional harm doing, 2) it is
performed repeatedly and over time, 3) it takes place within the context of an interpersonal
relationship characterized by an imbalance of power.
We cannot fully understand academic achievement without knowing about the social
environment of children in school. For example, children who have few friends who are actively
rejected by the peer group, or who are victims of bullying are unlikely to have the cognitive and
emotional resources to be able to do well in school (Juvonen & Graham, 2001). There is a rise
of scholars’ interest in understanding the psychosocial and emotional dysfunctions which are
caused by traumatic experiences due to an inability to regulate emotions (Bandura, et al., 2003).
These traumatic experiences typically happen in elementary school and are sometimes
associated with bullying. Children who cannot properly self-regulate, express their volatile
emotions in a variety of ways, including screaming if they do not have their way, hitting out
with their fists, or bullying other children. The importance of studying emotion regulation is
indicated by many authors based on different theoretical perspectives (Gross, 1999). The
concept of emotion regulation as a special topic was formulated in the early 1980s (Eisenberg
et al., 2000; Gross, 1999). Formerly it was integrated into research on emotion and emotional
development. Research evidence indicates that the emotion regulation is crucial for mental
health and is shown to be related to many behavioral problems and mental health difficulties
(Bridges, Denham, & Ganiban, 2004; Gross & John, 2003; Kun & Demetrovics, 2010; Tull et
al., 2007).
According to Gross (2002) emotion regulation is defined as the attempt that the individuals
make to maintain, inhibit and enhance their emotional experience and expression. The process
model of emotion regulation developed by Gross (1998) emphasizes that strategies that act early
in the emotion generative process should have a different profile of consequences than
strategies that act later on. He also emphasized that emotion regulation can be controlled or
automatic, conscious or unconscious and may have their effect in one or more points of the
emotion generative processes (Gross & Thompson, 2006). The model distinguishes between
antecedent-focused and response-focused emotion regulation strategies. The antecedentfocused strategies refer to the things that one does before the emotion response has become
fully activated and has changed one’s behavioral and physiological response, whereas respondfocused strategies refer to things that one does once an emotion is underway, after the response
strategies have been generated (Gross, Richards, & John, 2006). According to Gross (2002)
the first strategy, reappraisal, comes early in the emotion-generative process. It consists of
changing the way a situation is construed so as to decrease its emotional impact. The second,
suppression, comes later in the emotion – as a generative process. It consists of inhibiting the
outward signs of inner feelings. Findings from the experimental studies conducted by John and
Gross (2004) show that reappraisal and suppression have acute consequences on affective,
cognitive and social functioning.
The conception of emotion regulation specifically oriented to cognitive aspects was elaborated
by Garnefski and her collaborators (Garnefski & Kraaij, 2006; Garnefski & Kraaij, 2014;
Garnefski, Kraaij, & Spinhoven, 2001). These authors were grounded in the theory of coping.
They state that coping strategies are divided between those related to thinking about situations
and those related to behaviors in situations. The first group constitutes cognitive coping. In the
opinion of the authors, the concepts of cognitive coping and cognitive emotion regulation are
very similar, and they could be treated as synonyms (Garnefski, Kraaij, & Spinhoven, 2001).
Conceptions of coping by Carver and Scheier (1990), by Parker and Endler (1992) and by
Folkman and Lazarus (1988) are the basis for the determination of cognitive emotion regulation
strategies. Garnefski, Kraaij, and Spinhoven (2001) formulated nine strategies: self-blame,
blaming others, acceptance, refocusing on planning, positive refocusing, rumination (or focus
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on thought), positive reappraisal, putting into perspective and catastrophizing. To measure these
strategies, they developed the questionnaire CERQ (which we will detail later).
The study conducted by Camodeca and Goossens (2005) which aimed to understand social
information processing and emotions in the bullying situation including reactive and proactive
aggression, showed that bullies and victims displayed deficits in processing of social
information and responded more emotionally to adverse reactive aggression compared to other
children. Both bullies and victims, compared to the other children, scored higher on hostile
interpretation, anger, retaliation and ease towards aggression. However, they differed in
motivation, which leads to their behavior and final outcomes of their acts.
Following this assumption, Menesini et al. (2003) aimed to understand the role of emotions and
reasoning in relation to children’s behavior in bullying situations. The focus of the study was
to analyze emotions such as guilt and shame, expressed in the sense of moral responsibility and
indifference and pride expressed in an attitude of moral disengagement. The findings from the
study showed significant differences between bullies, victims and outsiders regarding moral
disengagement, at both the affective and cognitive levels. Bullies showed a higher level of
moral disengagement as compared to victims and other children. Moreover, their specific
justification revealed that bullies “have a profile of egocentric reasoning and when they think
about themselves in this role, personal motives and the advantages of bullying behaviors are
sufficient to justify their behaviors” (Menesini et al., 2003, p. 521).
Similarly, in the study conducted by Ahmed and Braithwaite (2004) they found out that shame
acknowledgment reduces the occurrence of bullying, whereas shame displacement increases it.
Furthermore, study conducted by Menesini and Camodeca (2008) aimed to understand
intentional and non-intentional situations eliciting shame and guilt in relation to children’s
involvement in bullying, victimization and prosocial behaviors. The findings from this study
showed that in shame and guilt situations, prosocial children reported to more feelings of shame
and guilt than bullies and non-involved children.
Quintana-Orts et al. (2019) studied differences of cognitive emotion regulation strategies in
relation to the involvement in bullying roles (i.e. perpetrators, victims, bully-victims and
uninvolved students). The routines of emotion regulation were the pursued strategies as
according to Garnefski and Kraaij (2006). The results revealed that the significant predictors of
victim and bully-victim roles are otherblaming and selfblaming. Otherblaming also predicts the
bully role. As the authors claim, the findings affirmed the relevance of cognitive emotion
regulation strategies in bullying roles (Quintana-Orts et al., 2019).
Similarly, in our research the attention was devoted to a comparison of participants of school
bullying in cognitive strategies of emotion regulation. We posed the question of whether actors
of school bullying used the same or different strategies of cognitive emotion regulation. The
participants of bullying were divided into four groups according to the roles in bullying, and
these were: bullies (victimizers), bullied (victims), defenders (helpers) and non-involved in
bullying (non-concerned). It was hypothesized that differences between participants exist in
applying strategies of emotion regulation. Especially, it was expected that defenders use
different strategies to bullies and victims. We assumed that defenders mainly use adaptive
strategies, such as positive refocusing, reappraisal, acceptance and planning. We also expected
that bullies and victims are oriented to similar patterns of applying the strategies. These
assumptions are based on different levels of emotional competencies.
Method
Sample
489 children took part in the study (254 boys and 235 girls, aged 12-13). Data were collected
in twelve schools (25 classes) in Prague (Praha) and Budweis (České Budějovice), which
21

Človek a spoločnosť [Individual and Society], 2020, Vol. 23, No. 4, pp. 18-31.
Bullying at School and Cognitive Emotion Regulation

covered areas of mixed socio-economic backgrounds. The selection of the sample was
intentional and non-random. The sample was obtained intentionally, according to the
possibilities and willingness of the schools. The children attended the sixth grade of a primary
school. A letter was sent to the children’s parents in order to obtain their consent for their
children’s participation. Consent was given by 100% of the families. Children were tested
collectively by researchers in classrooms in their own school. Research was part of the project
Czech Science Foundation “School bullying as a process – a social-cognitive analysis of
classroom bullying” (P407/12/2325, investigator P. Janošová).
Measures and procedure
Cognitive Emotion Regulation Questionnaire – short version (CERQ-short). The CERQ can be
used to measure cognitive strategies of emotion regulation. It is a self-report questionnaire that
can be administered to subjects aged 12 years and older. The short version of this scale was
used with 18 items (Garnefski &Kraaij, 2006). The CERQ-short is divided into 9 subscales,
each consisting of two items and each referring to different strategies of emotion regulation:
i.e., Self-blame, Other-blame, Rumination, Catastrophizing, Putting into Perspective, Positive
Refocusing, Positive Reappraisal, Acceptance and Planning.
Items are measured on a 5-point Likert scale ranging from 1 (almost never) to 5 (almost always).
Subscale scores are obtained by summing up the scores belonging to the particular subscale
(ranging from 2 to 10). The higher the subscale score, the more a specific strategy is used.
Garnefski and Kraaij (2006) state that CERQ has good psychometric properties. In the present
study the Cronbach's alpha of the whole scale is 0.74. Alphas of individual subscales range
from 0.49 (Positive Reappraisal) to 0.79 (Catastrophizing).
Peer nominations were employed to assess bullying, victimization and defend behavior. Many
authors (e.g. Österman et al., 1994; Pellegrini, 2001; Menesin & Camodeca, 2008) asserted that
peer reports are more reliable than self-reports, especially in the case of bullying. They provide
a higher number of judgments, minimizing bias due to individual raters. Furthermore, peer
reports avoid the risk of social desirability, which can be quite common when self-reports are
used. Peer reports may be biased by prejudice and friendship. In all they seem the most reliable
measure to uncover bullying.
For peer nominations we applied the sociometric technique The Guess Who (Keislar, 1957). In
this technique a student is asked to read descriptive statements and then write down the name
of the student who best fits that description. The student may write more than one name against
each statement. We used the modified version, which consisted of 13 items (Janošová et al.
2016). Three of them related to the specification of roles in bullying. We asked children to
nominate those classmates that they thought were bullies and victims. Children also had to
nominate those classmates who often helped other children. The items were read to the children
and they then wrote down their answers. The question for detecting attackers was: Who in your
class is hurting other children who do not know or cannot defend themselves? It was also
explained to the children what is considered hurting. We emphasized the recurrence of this
behavior. The question for finding the victim was: Who does your class often hurt and he or
she cannot defend themselves? Again, this was defined in more detail. The question for
identifying defenders was: Who in your class most often stands up to those who are being
harmed by others? Also in this case, it was specified what is meant by this. Other questions
concerned socio-preferential relationships in the classroom.
Data processing consisted of determining the number of nominations for each child. A similar
peer nomination procedure was used in the research by Menesini and Canodeca (2008). We
used the same procedure as these authors for data processing. We averaged the scores for
bullying, victimization and defending behavior, dividing the nominations received by each

22

Človek a spoločnosť [Individual and Society], 2020, Vol. 23, No. 4, pp. 18-31.
Bullying at School and Cognitive Emotion Regulation

child by N, where N was the number of classmates. Then we standardized the scales for the
whole sample using z scores. On this basis, we considered as bullies those children who scored
higher than 0.50 (half of standard deviation) on the standardized bullying scale and higher in
the bullying scale than in the victimization scale. As victims we considered those who scored
higher than 0.50 on the victimization scale and higher in the victimization than in the bullying
scale. Those children who scored higher than 0.50 on the defend scale and lower than 0.50 on
both the bullying and the victimization scales were considered as the defenders. In accordance
with Menesini and Canodeca (2008) was chosen a cut-off of 0.50, which allowed us to have
more clear-cut groups. Finally, in order to have a group of non-involved, we considered those
children who scored lower than 0.50 on the bullying, victimization and defending scales.
In this way, we found 75 bullies (15.3 %), 45 victims (9.2 %), 108 defenders (22.1 %) and 161
non-involved children (32.9 %). A role was therefore attributed to a total of 389 children; the
remaining 100 (20.4 %) children did not meet the criteria for any role and were therefore not
included in the analysis.
Statistical analysis
Data were analyzed on software SPSS 21.0 for Windows. The descriptive statistics, reliability
analysis, correlation analysis and MANOVA were used.
Results
Table 1 presents the descriptive statistics and correlations among nine routines of cognitive
emotion regulation. Means for the measures were in the moderate to strong range. The highest
value was reached for refocus on planning, while the smallest one was for other-blame. When
observing the correlations, we find significant associations between majorities of variables. The
strongest linkage is between rumination and catastrophizing. Usually, stronger correlations are
found between maladaptive strategies and between adaptive strategies. But refocus on planning,
classified as adaptive procedures, correlates moderately with maladaptive procedures (selfblame, rumination, catastrophizing). The values of internal consistency are at about 0.7,
excluding positive reappraisal with Cronbach’s alpha only 0.49. It should be noted that the
scales consist of only two items.
Table 1
Descriptive statistics, Cronbach’s alpha and correlations among all variables (emotion
regulation strategies).
Variables
1. Acceptance
2. Rumination
3. Positive
reappraisal
4. Self-blame
5. Positive
refocusing
6. Catastrophizing
7. Other-blame

23

M
SD
6.35
2.10
7.33
2.06
5.57
2.02
6.12
1.93
6.05
2.35
6.28
2.40
4.75
1.94

alpha
.71

-

1

2

3

4

5

6

.68

.21**

-

.49

.30**

.14**

-

.69

.30**

.41**

.18**

-

.71

.18**

-.04

.27**

-.06

-

.79

.05

.57**

.08

.38**

-.13*

-

.75

-.11*

-.02

.04

-.
30**

.18**

.01

7

-

8
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8. Refocus on
planning
9. Putting into
perspective
* p<.05; **p<.01.

7.64
2.01
6.48
2.12

.72

.12*

.38**

.23**

.38**

.02

.38**

-.07

-

.66

.30**

.02

.32**

.06

.33**

-.06

.14**

.09*

To assess the impact of the different roles in school bullying (bully, victim, defender, noninvolved) and gender on applying of emotion regulation routines, two-way analysis of variance
(MANOVA) were conducted. Its results are presented in tables 2a, 2b and 2c.
Table 2a
Two-way analysis of variance: Effect of role in bullying (bully, victim, defender, non-involved)
on the strategies of cognitive emotion regulation.
Roles in bullying
Bully
Variables

Victim

Defender

M

SD

M

SD

M

SD

Acceptance

6.12

2.17

6.32

2.14

6.57

Rumination

7.32

2.32

7.30

2.41

Positive
Reappraisal

5.03

1.90

5.29

Self-blame

6.07

2.06

Positive
Refocusing

5.64

Catastrophizing

Non-involved
M

SD

df

F

p

1.88 6.36

2.14

3, 326

.741

.528

7.80

1.92 7.16

2.05

3, 326

1.346

.260

2.18

6.07

2.00 5.49

1.99

3, 326

4.268

.006

5.66

2.01

6.47

1.80 5.90

1.89

3, 326

3.438

.017

2.51

6.17

2.39

6.22

2.39 6.15

2.30

3, 326

.170

.917

6.12

2.55

6.39

2.56

6.48

2.36 6.10

2.28

3, 326

.720

.541

Other-blame

5.10

2.23

5.18

1.92

4.34

1.78 4.60

1.77

3, 326

.644

.587

Refocus on planning

7.49

2.25

7.20

2.17

8.20

1.69 7.44

1.94

3, 326

2.90

.035

Putting into perspective

6.47

2.16

7.06

2.03

6.65

2.12 6.24

2.17

3, 326

1.285

.280

Table 2b
Two-way analysis of variance: Effect of gender (boys, girls) on the strategies of cognitive
emotion regulation.
Gender
Boys
Variables
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M

Girls
SD

M

SD

df

F

p

Acceptance

6.39

2.05

6.36

2.10

1, 326

2.063

.152

Rumination

7.03

2.22

7.78

1.93

1, 326

6.233

.013

Positive reappraisal

5.66

2.02

5.43

2.04

1, 326

4.833

.029

Self-blame

5.92

1.98

6.22

1.85

1, 326

.162

.687

Positive refocusing

6.02

2.39

6.16

2.36

1, 326

.363

.547

Catastrophizing

5.82

2.42

6.72

2.26

1, 326

8.886

.003

Other-blame

5.05

1.99

4.29

1.71

1, 326

10.537

.001

Refocus on planning

7.47

2.13

7.82

1.81

1, 326

2.746

.098

Putting into perspective

6.66

2.21

6.33

2.07

1, 326

2.746

.738

Človek a spoločnosť [Individual and Society], 2020, Vol. 23, No. 4, pp. 18-31.
Bullying at School and Cognitive Emotion Regulation

Table 2c
Two-way analysis of variance: Effect of interaction of role in bullying x gender on the strategies
of cognitive emotion regulation.
Roles in bullying

Bully

Variables

Boys M
Girls

Victim

Defender

Noninvolved

SD

M

SD

M

SD

M

SD

df

F

p

Acceptance

6.25
5.55

2.29
1.51

6.79
5.17

2.14
1.70

5.85
6.85

1.32
2.00

6.51
6.20

2.06 3, 326
2.23

3.780

.011

Rumination

7.12
8,18

2.42
1.60

7.14
7.71

2.43
2.40

7.52
7.91

1.97
1.91

6.72
7.61

2.08 3, 326
1.93

.322

.810

Positive
Reappraisal

5.19
4.36

1.95
1.57

5.52
4.75

2.18
2.18

6.15
6.04

1.85
2.06

5.86
5.12

2.02 3, 326
1.91

.514

.673

Self-blame

5.85
7.00

2.02
2.05

5.93
5.00

2.22
1.21

6.67
6.40

1.98
1.73

5.66
6.14

1.82 3, 326
1.94

2.392

.069

Positive
Refocusing

5.52
6.18

2.41
2.96

6.14
6.25

2.34
2.60

5.93
6.34

2.40
2.40

6.34
5.96

2.37 3, 326
2.22

.733

.533

Catastrophizing

5.85
7.27

2.602.00 6.107.08 2.61
2.39

6.30
6.56

2.22
2.43

5.49
6.72

2.28 3, 326
2.11

.845

.470

Other-blame

5.40
3.82

2.25
1.66

5.38
4.71

2.18
1.01

5.00
4.07

2.00
1.63

4.69
4.51

1.68 3, 326
1.86

1.628

.183

Refocus on planning

7.27
8.45

2.39
1.21

6.97
7.75

2.47
1.06

8.19
8.21

1.69
1.71

7.53
7.35

1.90 3, 326
1.98

1.484

.219

Putting into
perspective

6.35
7.00

2.24
1.79

7.21
6.71

2.14
1.74

6.26
6.81

2.25
2.06

6.79
5.70

2.19 3, 326
2.02

3.266

.022

Results show that the roles in bullying (Wilks' Lambda=.882, F=1.51, p<.05), gender (Wilks'
Lambda=.877, F=4.93, p<.001) and also the interaction of both (bullying and gender) these
variables (Wilks' Lambda=.862, F=1.79, p<.01) influence the preferences of different strategies
of emotion regulation. In the case of roles in bullying, three significant effects can be observed;
(Table 2a), namely in positive reappraisal (F=4.27, p<.01), self-blame (F=3.44, p<.05) and
refocus on planning (F=2.90, p<.05). Inspection of the means shows that defenders use all these
three strategies more than other groups. In contrast, victims use self-blame and planning lower
than others. The score of bullies was the smallest in positive reappraisal. Boys and girls differ
in four strategies (Table 2b). The boys more prefer the positive reappraisal (F=4.83, p<.05) and
other blame (F=10.54, p<.01), whereas the girls more accentuate two similar strategies,
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rumination (F=6.23, p<.05) and catastrophizing (F=8.89, p<.01). The interaction of both
variables (Table 2c) has significant effect in two strategies, acceptance (F=3.78, p<.05) and
putting into perspective (F=3.27, p<.05). Girls use acceptance especially as defenders, and the
least as victims. In contrast, boys accept mainly as victims and at least as defenders. Boys put
into perspective first of all as victims, and last as defenders. Girls prefer this routine as bullies
and less use it as non-involved.
Discussion
The results indicated that participants of school bullying partly differed in use of cognitive
emotion regulation strategies. In the first hypothesis it was supposed that defenders would differ
in reappraisal, planning, and in acceptation and refocusing too. This expectation was partly
verified. Defenders indicated as more frequent positive reappraisal and refocus on planning in
comparison with other groups. It seems that they think about the situations in the classroom and
they try to look for the solution of negative events. However, the defenders also scored higher
on the scale of self-blame. Maybe situations of bullying irritate them and invoke these feelings.
It could be supposed that reappraisal and planning are the consequence of a sense of blame. The
defenders scored higher also in acceptation and rumination, but the differences in comparison
with other groups were not significant. The second hypothesis was formulated as an assumption
of similar pattern of preferences of emotion regulation strategies at victims and bullies. This
assumption was essentially verified. Assessment of the answers of victimizers and victims show
predominantly similar results. While self-blame is higher in bullies, positive refocusing and
putting into perspective are higher in victims. These findings indicate that victims more
cognitively elaborate the situations of bullying. Blaming others was more common in victims
and attackers than in other participants. The obtained results are similar to the findings of
Quintana-Orts et al. (2019).
The dynamics of bullying is of great importance for the development of bullying in the
classroom, and the mechanism of bullying confirms that bullying is not an individual problem
of bullying and its victims, but a problem of the whole class (Šimegová, 2007a). As a problem,
Šimegová (2007b) states that the reactions of schoolchildren sometimes express reconciliation,
denial, or justification of bullying by "getting stuck"; or the perception of bullying as
entertainment. (Šimegová, 2007b). The forms of bullying used by respondents in our research
are the same as the conclusions of some other surveys (Kováčová, 2011; Serafinová, 2011),
which indicate that the most frequent forms of bullying include verbal attacks (defamation,
smirking, humiliation and defamation) and physical attacks (shouting, kicking, punching).
The comparison of results of girls and boys showed the differences in four strategies. The girls
more used two similar strategies, namely rumination and catastrophizing. For boys the higher
score in blaming others and in reappraisal were found. We supposed that a bigger sensitivity of
girls and rather rational approach of boys were expressed. Some small differences between both
groups were revealed regarding roles in aggression.
Garnefski, Kraaij, and Spinhoven (2001) split the strategies of emotion regulation into two
groups, more and less adaptive. Positive refocusing, positive reappraisal, putting into
perspective, refocus on planning and acceptance belong to more adaptive strategies.
Rumination, self-blame, blaming others, and catastrophizing are characterized as less adaptive.
Preferences of cognitive emotion regulation considering the roles of bullies and victims do not
show any salient uniqueness. From the more adaptive strategies, bullies accomplished a little
bit lower score in reappraisal and refocusing. Among the less adaptive strategies bullies and
victims scored higher in blaming others. However, in general the preferences of emotion
regulation strategies did not allow for the possibility of accurate identification of expected
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deficits in emotional competencies of bullies and victims. In this sense it could be assessed that
the above-mentioned findings considering the defenders were more effective
It can be assumed that the use of some strategies of cognitive emotional regulation may act as
a protective factor weakening the incidence of bullying. Positive reappraisal can be mentioned
in this regard. Others may have a risky effect, such as self-blame. However, further research is
needed in this area, as other authors point out (Kowalski et al., 2014; Zych, Ortega-Ruiz, & Del
Rey, 2015). In a similar way, the protective effect of empathy or social competence in the
context of bullying and cyberbullying and, conversely, the risk of moral attachment or
neuroticism was pointed out (van Noorden et al., 2015). Menesini and Salmivalli (2017) pointed
out the importance of bystanders. Observers’ responses are crucial to eliminating bullying.
Therefore, it makes sense to focus intervention programs on bystanders. Likewise, the results
of our research showed that observers in the role of defenders differed from other participants
in the situation.
The limitation of research is the assessment of strategies in the virtue of self-statements, which
can lead to underestimation or contrariwise to an overestimation of the extent of using cognitive
emotion regulation strategies. Another limitation could be fact that strategies were found at the
general level. Significant knowledge could be found by research in concrete situations because
applying the strategies of emotion regulation according to situational circumstances could be
expected. This approach simultaneously gives a possibility to include the study of process of
school bullying, which many authors especially accentuate (e.g. Frisén, Jonsson, & Persson,
2007, Hamarus & Kaikkonen, 2008, Spears, 2009). A weakness can be seen that besides
emotion regulation other emotional competencies were not studied (e.g. understanding of
emotions or emotional intelligence as a complex ability). The perspectives of future research
lie in the inclusion of these aspects (Lomas et al., 2012). Additionally, the limitations of the
research are the use of only one method (i.e. peer nomination) of identifying roles in bullying.
Because of this, the results need to be considered carefully.
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Abstract:
Successful climate change mitigation and adaptation depend on several factors that are crucial for the effective
implementation of the environmental policy tools in a country. One of these is the people´s attitudes to this issue,
their awareness about it, and their willingness to change their behaviour in a way that will contribute to a cleaner
environment. Climate change is a serious problem and the recent changes are the real reason for our concerns. The
impact of global warming is transforming our environment, and, especially, increasing the frequency and intensity
of extreme weather events. The Intergovernmental Panel on Climate Change (IPCC) issued in October 2018 its
Special Report on the impact of global warming of 1.5°C above pre-industrial levels and related global greenhouse
gas emission pathways. Without stepping up international climate action, global average temperature increase
could soon reach 2°C and will continue to rise. This will have an irreversible climate impact on the Earth and
severe consequences on the productivity of Europe´s economy, infrastructure, ability to produce food, public
health, biodiversity and political stability. The Paris Agreement, ratified by 181 countries, requires swift action in
all countries to reduce greenhouse gas emissions, with the aim to hold a global temperature increase below 1.5°C.
The goal is also to achieve a balance between emissions by sources and removals by sinks of greenhouse gases on
a global scale. The threats and risks of climate change are known, and so are many ways to prevent them, which
can be tackled if people actively engage. To succeed in the transformation to net-zero greenhouse gas emissions,
citizens will need to play a central role.
In this paper, we present the results of analysis that examines the public attitudes to climate change in three selected
countries – the Czech Republic, Hungary and Poland, in comparison with other countries which participated in the
survey. The analysis is based on data from the European Social Survey Round 8 collected from 2016-2017, on a
sample of 44, 387 respondents from 23 countries. We analyse the attitudes related to climate change beliefs,
concerns about climate change and energy security and energy preferences. The analysis confirmed that people in
all countries perceive that climate is changing and that it will have a bad impact across the world. Despite very
similar perceptions of climate change, the climate concerns differ among countries and reflect the energy sources
and traditions specific to each country. The respondents in all our three selected countries expressed only small
worries about climate change. As regards climate concern, the analysis showed that respondents have more worries
regarding energy affordability than from energy reliability. We can expect that these attitudes might be different
where the prices for energy changed radically in the country or there is a a lack of energy sources. Therefore,
energy dependency and energy supply are the two other very important concerns in public attitudes. The biggest
worries from energy affordability in the selected countries was seen in the Czech Republic, followed by Poland
and then Hungary. The energy supply sources, as the other analysed aspect in this paper, pointed out the popularity
of renewable energy sources in comparison with fossil fuels as the source that has to be replaced. We can see the
differences in energy sources preferences among all countries, which differs in the prevailing energy source used
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in the country. The one-way analysis confirmed statistically significant differences between countries in the
climate concerns and energy supply sources, as well. The analysis also confirmed the relationship between
concerns about the energy affordability and energy dependency and energy supply. The strongest relationship was
between energy dependency and energy supply in all selected countries. In Hungary and Poland there was also a
strong relationship between energy affordability and energy dependency.
The final part of analysis refers to attitudes to the environmental policy tools. Financial incentives, taxation and
other economic instruments are effective and efficient ways to meet environmental policy objectives and have to
be set in a way that will contribute to successful climate change. The analysis confirmed the popularity of
subsidised renewable energy in reducing climate change. The strategy of increasing taxes on fossil fuels seems to
be the least popular in all countries, including the three selected countries. A comparison of the revenues from
environment-related taxes has shown differences among the selected countries, from which the Czech Republic´s
revenues are among the lowest in the EU. On the other hand, Hungary´s and Poland´s revenues from
environmental-related taxes are higher than the EU average, especially in Poland.
In countries with high environmental taxes, citizens were not in favour of increasing them again. They preferred
subsidising renewable energy sources or banning the sale of the least energy efficient household appliances.
Finally, we discuss the European Commission recommendations and assessments of the National Energy and
Climate Plans (NECP), which are a good guidance for each Member State on, firstly, how to fulfil the obligations
related to the Paris Agreement which are fully consistent with the Sustainable Development Goals, secondly, if
they are reflected in public attitudes to the environmental policy tools, and, thirdly, if any kind of public
consultation was carried out. Options such as renewables including sustainable advanced biofuels, energy
efficiency, hydrogen and alternative fuels or new approaches to mobility are not sufficient for a net-zero
greenhouse gas emissions economy. The success of the EU efforts in this low-carbon transition at a global level
depends on international cooperation. There are a number of pathways for achieving it; all are challenging, but
could be feasible from all perspectives, whether they be technological, economic, environmental or social.
Keywords: Climate change. Attitudes. European Social Survey. Environmental policy. Climate concern. Energy
trilemma. Energy preferences.

Introduction
Climate change and its negative consequences are the greatest environmental threat the world
is currently facing. It is assumed that a large number of people, especially those living in poorer
areas, will be threatened by water and food shortages, health risks, natural disasters or other
adverse effects of climate change (IPCC 2000-2020, Arrow, 1995; Stern, 2006). In view of this,
it is absolutely essential to make a joint effort to mitigate climate change and to adapt to its
effects. Development cannot be sustainable without giving priority to this issue at every level.
Preventing a ‘dangerous’ level of anthropogenic interference with the climate system has
become a major international policy objective. All European countries have ratified the Kyoto
Protocol and agreed to jointly fulfil their required emission reduction targets.
In 2014, the European Commission presented its new ambitious 2030 framework, aiming for a
reduction in greenhouse gas emissions by 40% below 1990 levels, together with a target for
renewable energy of at least 27%, and a renewed focus on energy-efficiency policies (European
Commission, 2014). This framework was revised in 2019 and a new growth strategy called the
European Green Deal was approved. It aims to transform the EU into a fair and prosperous
society, with a modern, resource-efficient and competitive economy where there are no net
emissions of greenhouse gases by 2050, and where economic growth is decoupled from
resource use. It also aims to protect, conserve and enhance the EU's natural capital, and protect
the health and well-being of citizens from environment-related risks and impact. At the same
time, this transition must be just and inclusive. The Commission presented an impact assessed
plan to increase in a responsible way the EU’s greenhouse gas emission reductions target for
2030 to at least 50% and towards 55% of 1990 levels. To deliver these additional greenhouse
gas emissions reductions, the Commission will by June 2021 review and propose to revise,
where necessary, all relevant climate-related policy instruments. This will comprise of the
Emissions Trading System, including a possible extension of European emissions trading to
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new sectors, Member State targets to reduce emissions in sectors outside the Emissions Trading
System, and the regulation on land use, and land use change and forestry. The Commission will
propose amending the Climate Law to update it accordingly (European Commission, 2019).
During the EU Summit held in Brussels on December 11, 2020 EU Heads of State or
Government approved a new and more ambitious net greenhouse gas emissions reduction target
in 2030 of down to at least 55% of 1990 levels. The Commission proposed this new target in
September 2020, to put the EU on a balanced path towards climate neutrality by 2050 (European
Commission, 2020).
To be climate-neutral or CO₂ neutral means when activities do not put a strain on the climate.
Climate neutrality can be achieved if CO₂ emissions are reduced to a minimum and all
remaining CO₂ emissions are offset by climate protection measures. However, this does not
mean that in 2050 there will be zero greenhouse gas emissions. It will be always in the
environment in some amount, but it is important to make an offset of the part that cannot be
eliminated and where gases that have already been emitted are saved elsewhere. This is referred
to as "climate-neutral" and this is the objective of the European Green Deal, in line with the
EU’s commitment to global climate action under the Paris Agreement. The transition to a
climate-neutral society is both an urgent challenge and an opportunity to build a better future
for all. All parts of society and economic sectors will play a role – from the energy sector to
industry, transport, buildings, agriculture and forestry. The EU can lead the way by investing
in realistic technological solutions, empowering citizens and aligning action in key areas, such
as industrial policy, finance and research, while ensuring social fairness in this transition.
It is not possible to understand national climate and energy perceptions without taking the wider
socio-political context into account. European countries have their own environmental policies
with widely diverging energy infrastructures. When it comes to the national level, the public
are exposed to different political and media landscapes. These are often shaped by the economic
and social context of differentiated dependence on fossil fuels, the perceived threat to the labour
market or certain lifestyles. There are many factors which impact on how people feel and think
about climate change, energy security and different energy technologies. Decisions about
decarbonising future energy supplies cannot be separated from other energy policy
considerations, together known as the ‘energy trilemma’, which is described as a balance
between energy security, energy equity and environmental sustainability. Energy security
reflects a nation’s capacity to meet current and future energy demand reliably; to withstand and
bounce back swiftly from system shocks with minimal disruption to supplies. Energy equity
assesses a country’s ability to provide universal access to affordable, fairly priced and abundant
energy for domestic and commercial use. Environmental sustainability represents the transition
of a country’s energy system towards mitigating and avoiding potential environmental harm
and climate change impact. Balancing these three goals constitutes a ‘Trilemma’, and balanced
systems enable prosperity and competitiveness of individual countries. The World Energy
Trilemma Index enables countries to keep track of their own progress and to learn with and
from each other about what’s working and what’s not (World Energy Council, 2020).
Climate change is a collective problem and can only be solved through collective action. Beliefs
about the effectiveness of individual and collective actions, as well as trust, are critically
important in the willingness to engage in pro-environmental behaviour. Scientists play a key
role in promoting the uptake of both public and private behaviour, including the willingness to
pay higher taxes, to support climate policies and to behave in climate-friendly ways (Cologna
& Siegrist, 2020). The attitudes to climate change differs in the profile of national energy usage
and in the economic indicators, as well (for example, unemployment, economic growth). To
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monitor the perceptions of climate change it is, therefore, important to take into account sociopolitical values and engagement (human values, socio-political values, and political
engagement), climate change beliefs and personal norms, efficacy beliefs and social and
institutional trust (European Social Survey, 2016). Even if individuals are concerned about
climate change and feel personally responsible, they may not act if they think others will not
play their part. A similar collaborative relationship has to be nurtured between individuals and
national governments/institutions. Trust in governments (and other responsible institutions) to
design effective climate change and energy policies is therefore a prerequisite for public support
for individual action (Lorenzoni & Pidgeon, 2006). Even people who worry about climate
change are substantially more likely to support climate policies if they live in a society where
impartial institutions, such as the legal system and the policy (as opposed to the political system)
is generally perceived as trustworthy (Kulin & Sevä, 2020).
There are a number of theoretical approaches that can help to better understand individual
climate risk perceptions. Self-transcendence values have consistently been found to play a
central role in engagement with climate change and energy issues (Corner et al., 2014). Human
values and political engagement have been routinely assessed as part of the ESS (e.g. Davidov
et al., 2008). But the role of these factors may differ across different European countries. For
example, there are indications that climate scepticism is largely an Anglophone phenomenon
and is less common in many other European countries. It can be expected that polarisation is
the greatest in countries where there is a political home for such views through continued media
attention and political representation (Engels et al., 2013), as well as those with a greater
economic dependency on fossil fuels (e.g. Tvinnereim & Ivarsflaten, 2016). The energy
dependency rate shows the proportion of energy that an economy must import. It is defined as
net energy imports (imports minus exports) divided by gross inland energy consumption plus
fuel supplied to international maritime bunkers, expressed as a percentage. A negative
dependency rate indicates a net exporter of energy, while a dependency rate in excess of 100 %
indicates that energy products have been stocked (Eurostat). Ensuring a reliable and secure
supply of energy has become increasingly important, as well as keeping energy affordable for
all households. Many coal-fired facilities need to be replaced by other (low-carbon) energy
production technologies that can deliver reliable, secure and affordable energy. Relating to the
ACEE report, the indicator of energy affordability is a household’s energy burden—the
percentage of household income spent on energy bills. Factors that may increase energy burdens
include the physical condition of a home, a household’s ability to invest in energy-efficient
upgrades, and the availability of energy efficiency programs and incentives.
The Visegrad countries (the Czech Republic, Poland, Hungary and the Slovak Republic) have
a common Communist heritage of centralised and exploitative decision making; these were
regimes in which the emphasis was on heavy machinery, mining and intensive centralised
agriculture. They also share new challenges including rapid urbanisation and rising amounts of
traffic. For many years, environmental protection and interest in environmental changes and
threats came very low on the priority list of the Central European political establishment. But
this situation is changing. After the fall of Communism, they restricted heavy industry and took
initial steps to promote environmental education and environmentally friendly and sustainable
planning. It must be stressed that this transformation is not connected to any visionary political
agenda but rather to particular crises and catastrophes (floods, droughts, torrential rain and
landslides) and external pressure (EU law and OECD environmental assessments). Each of
these countries share a number of environmental problems that threaten not only their national
security but also the safety of citizens and the quality of life (Waisová, 2018).
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Research questions and aim of the survey
Using data from the European Social Survey this paper aims to show the public attitudes to
climate change in the Czech Republic, Hungary and Poland from several points of view –
climate change beliefs, concerns about climate change and energy security and energy
preferences. The analysis does not include the Slovak Republic because the country did not
participate in the ESS Round 8. But the results from these three neighbouring countries could
be perceived as challenging for Slovakia and could set up a good initial point for future analyses
carried out in the Slovak Republic.
The main research questions in the article are what the perceptions of climate change are at the
national level, how it shaped the tools of environmental policy implemented in the selected
countries and if there are relations among these factors.
Research sample
The analysis draws on data from the European Social Survey (ESS) Round 8 which were
collected between August 2016 and December 2017 in 22 European countries and Israel on a
sample of 44, 387 respondents (European Social Survey, 2016). The research sample in the
Czech Republic consisted of 2,269 respondents (48.8% men), in Hungary of 1,614 respondents
(47% men) and in Poland of 1,694 respondents (47.8% men).
The European Social Survey is an academically-driven, cross-national survey that was
established to create a reliable dataset that allows researchers, academics and policy makers to
map and to measure social attitudes, beliefs and behaviours within and across European nations.
Every two years, face-to-face interviews are conducted with newly-selected, cross-sectional
samples. Individuals are selected by strict random probability methods through every stage
using sampling frames of individuals, households or addresses. They represent the entire
residential population aged 15 and over in each country. The data is weighted to ensure that the
sample of respondents accurately reflects the demographics of the entire population. Each
participating country with a population larger than 2 million has to achieve a minimum effective
sample size of 1,500 respondents. Smaller countries have to achieve a minimum sample of 800
respondents. 38 countries have taken part in at least one round of this survey and 15 countries
have participated in all nine rounds1.
Method
The analysis used questions from the Module “Public Attitudes to Climate Change, Energy
Security and Energy Preferences” ESS Round 8, which could be divided into 4 main sections:
1. Climate Change beliefs (reality, impact and cause)
 “Do you think the world´s climate is changing?” (1 – definitely changing, 2 – probably
changing, 3 – probably not changing, 4 – definitely not changing);
 “How good or bad do you think the impact of climate change will be on people across
the world?” (0 – extremely bad, 10 – extremely good);
 “Do you think that climate change is caused by natural processes, human activity, or
both? (1 – entirely by natural processes, 2 – mainly by natural processes, 3 – about
equally, 4 – mainly by human activity, 5 – entirely by human activity).

1

The ESS data is available free of charge for non-commercial use and can be downloaded from this website
www.europeansocialsurvey.org
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2. Climate concern and energy security concern
 “How worried are you about climate change?” (1 – not at all worried, 5 – extremely
worried).
 “How worried are you  that there may be power cuts? (energy reliability)
 that energy may be too expensive for many people? (energy affordability)
 about being too dependent on energy imports from other countries? (energy
dependency)
 about being too dependent on using energy generated by fossil fuels such as oil,
gas and coal? (energy supply)
 that energy supplies could be interrupted by natural disasters or extreme
weather?; by insufficient power being generated?; by technical failures?; by
terrorist attacks? (internal and external vulnerability)
3. Energy supply sources
 “How much electricity used in <country> should be generated from: coal, natural gas,
hydroelectric power generated by flowing water from rivers, dams and seas, nuclear
power, sun and solar power, wind power and biomass energy generated from materials
like wood, plants and animal excrement?” (1- a very large amount, 2 – a large amount, 3
– a medium amount, 4 – a small amount, 5 – none at all).
4. Attitudes to environmental policies
 Increasing taxes on fossil fuels, such as oil, gas and coal.
 Using public money to subsidise renewable energy, such as wind and solar power.
 A law banning the sale of the least energy-efficient household appliances.
(1 – strongly in favour, 2 – somewhat in favour, 3 – neither in favour nor against, 4 –
somewhat against, 5 – strongly against)
The data were analysed in the programmes IBM SPSS Statistics and JASP by using descriptive
statistics, Pearson correlation coefficient and one-way analysis of variance.
Results
Climate change beliefs
Public awareness about climate change has been slowly rising across the world since this issue
become a major global environmental challenge. To find out, how people perceive this change,
the respondents were asked to answer the question: “Do you think the world´s climate is
changing?” and could answer on the 4-point scale (1 – definitely changing, 2 – probably
changing, 3 – probably not changing, 4 – definitely not changing). The aim was to capture
people´s mental representation of the climate change phenomenon that they accept as true, and
their evaluative beliefs about the impact. The frequency analysis showed that respondents in all
participated countries think the climate is definitely or probably changing (see Graph 1). In
most countries more than 90% of respondents think so. From our three selected countries, those
respondents mostly persuaded were from Poland (92.6%), then Hungary (91.4%) and then the
Czech Republic (88.9%).
Relating to the degree of impact of climate change, the analysis revealed some differences. On
the question: “How good or bad you think the impact of climate change will be on people across
the world?” respondents could answer on the scale from 0 to 10 (0 – extremely bad, 10 –
extremely good). Most of the respondents from all countries answered in the scale from 0 – 4
but there were some cross-national variations. The average score from all countries was 3.20.
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The average score of answers in Hungary was 2.74 (SD=2.06), in Poland 3.32 (SD=2.06) and
in the Czech Republic 3.43 (SD=1.98). The belief that climate change will have a bad impact
across the world ranged from 68% of respondents from the Czech Republic, to 70.4% for
Poland to 77% for Hungary.
Graph 1
Percentage expression of climate change reality, climate impact and climate concerns

Climate concern is defined as an affective evaluation on the seriousness of the impacts of
climate change, reflected in personal feelings towards the issue (European Social Survey, 2016)
and this is typically defined as a personal, active and motivational emotional state that is
characterized by the repeated experience of anxious thoughts about a potential negative event,
which is closely related to an individual’s personal goals, preferences and behaviours (Bouman
et al., 2020). In this survey respondents were asked to answer on the 5-point scale the question
“How worried are you about climate change?” (1 – not at all worried, 5 – extremely worried).
In spite of the fact that respondents from many countries thought that climate change will have
a bad impact across the world, their worries were relatively small. Only in three European
countries were more than 44% of respondents extremely or very worried about climate change
(Germany, Spain, Portugal). Most respondents in the Czech Republic, Hungary and Poland
expressed “somewhat worried” (Czech Republic 34.2 %, Poland 50.6 %, Hungary 51.3%).
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From all three countries, Czech respondents were worried the least (42.3% - not at all or not
very worried). Further surveys conducted in the Czech Republic since this particular ESS (for
example by STEM – Institute for empirical research Prague) have shown that Czech citizens
have gradually changed their opinion, and the widespread opinion about Czech as climatesceptics is no longer valid. On the other hand, there exists the concerns of citizens that the lowemission transformation could endanger Czech industry (see the Report of the Institute of
empirical studies, 2020).
As discussed in Bouman et al. (2020), the concern about climate change can play an important
role in motivating individuals to support specific climate policies and to undertake personal
behaviours to mitigate climate change. In the analysis the authors confirmed that individuals
who worried more about climate change were more likely to support climate policies. Our
analysis of the relation between the attitudes of citizens and the effort of the countries through
environmental policy tools is given in the next part of this paper.
The next question in the survey was focused on climate change causes. The respondents were
asked if they think that climate change is caused by human activity, natural processes or a
combination of the two. The results are shown in Graph 2. Most of the respondents think that
climate change is caused by human activity in some way. About 44.9% of Hungarians, 50.6 %
of Czechs and more than 57% of Poles assign of equal importance both human activity and
natural processes. As confirmed in a recent study (Verschoor et al., 2020), the more people
believe that climate change is caused by human actions, and the more they believe that climate
change has negative impacts, the more they worry about climate change.
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Graph 2
Percentage expression of climate change cause

Concerns about climate change and energy security
An affective evaluation of the seriousness of risks and threats to energy security is reflected in
personal feelings on the issue. This covers concerns about general dependencies within the
energy supply system, as well as specific threats to a country´s energy supply and concerns
about their possible consequences (for example interruptions to domestic energy supply and
price rises). To find out what the worries of the people relating to the energy issue are, the
respondents were asked to answer the questions “How worried are you 




that there may be power cuts?
that energy may be too expensive for many people?
about being too dependent on energy imports from other countries?
about being too dependent on using energy generated by fossil fuels such as oil, gas and
coal?
 that energy supplies could be interrupted by natural disasters or extreme weather?, by
insufficient power being generated?, by technical failures?, by terrorist attacks?
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Graph 3 shows that the three highest concerns are regarding energy affordability, energy supply
and energy dependency. The average score from all countries in answer to the question ““How
worried are you that energy may be too expensive for many people in the country? was 3.24
(SD=1.03). The Portuguese had the biggest concerns (M=3.81; SD=0.80) while Swedish
respondents had the smallest worries (M=2.31; SD=0.84). Answers from the respondents of the
Czech Republic, Hungary and Poland oscillated around the average.
Graph 3
Average values of perception on energy security reflected in personal feelings on the issue

Legend: 1 – not at all worried, 2 – not very worried, 3 – somewhat worried, 4 – very worried, 5 – extremely worried
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Another two concerns were the dependency of a country on fossil fuels (energy supply –
M=3.03, SD=1.02) and the dependency of the country on energy imports (energy dependency
- M=2.91, SD=1.07). The answers of respondents from Hungary were in both factors slightly
over the Mean (energy supply (ES): M=3.01, SD=0.91 and energy dependency (ED): M=3.05,
SD=0.89). In these two factors, respondents from the Czech Republic had the least worries (ES:
M=2.70, SD=1.02 and ED: M=2.66, SD=1.05). These low concerns could be seen as a little bit
confusing when considering the current situation in environmental and energy issues in the
Czech Republic. The reason might be a consequence of existing coal reserves as well as the
result of the “mining tradition” in the country. The citizens might perceive the mining
companies as a guarantee of energy supplies and as a “power security” for some time into the
future. There might also be a low level of awareness amongst people on this issue. According
to the latest reports from the Czech energy and transmission system (ČEPS), it transpires that
by 2040 the Czech Republic will expect a relatively significant decrease in production
resources, which needs to be replaced. This would mean that the Czech Republic would
gradually become dependent on electricity imports from 2030 (see the Report of the Ministry
of Industry and Trade of the Czech Republic, 2019). Poland is the last EU coal power, with the
biggest volume of coal mining from all Visegrad four countries. The reason is mainly the
affordability of classic fossil fuel sources and the log-term tradition of coal mining. The
collieries employ more than 100, 000 miners. The coal as a source comprises about 80 % of
energy source mix in the country (in comparison, in Hungary it is about 10%, in Slovakia about
20% and in the Czech Republic about 50 % of the energy source mix). Poland and Hungary
were the countries which blocked the approval of the new, tougher aims for 2030 emissions
reduction. Even if the current situation in Poland and the Czech Republic using coal as an
energy source is a decreasing trend, it can be assumed that in 2030 coal will still have a
relatively large share in the generation of electricity. The countries show no or very little
willingness to decrease coal production by 2030. In Hungary the situation is further complicated
by the lack of a constructive debate about the transition. From this point of view, it is very
important to prepare the conditions in countries for the transition to a cleaner form of energy
and to increase the importance of the awareness of this new environmental challenge that all
countries are facing. Info-campaigns and an open social dialogue will play a very important
role in this direction.
The smallest concerns respondents had been related to questions regarding the energy reliability
of domestic energy supplies. Concerns about the affordability of energy is higher than concerns
about energy reliability in every country, and it is higher than concerns about climate change in
the majority of countries. The percentage comparison among respondents´ answers in the Czech
Republic, Hungary and Poland is seen in Graph 4.
Graph 4
Percentage expression of high worries about climate change and energy security in the Czech
Republic, Hungary and Poland
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As mentioned before, we can see the biggest concerns about energy affordability amongst all
three countries, followed by energy dependency, energy supply and climate concerns. Energy
affordability concerned mostly older respondents than younger ones (see Graph 5). The biggest
worries about energy affordability were amongst older respondents, aged 65+ in the Czech
Republic (almost 50%) followed by respondents from Poland (38.8%) and Hungary (29.5%).
Graph 5
Percentage expression of high worries about energy affordability by age in the Czech Republic,
Hungary and Poland

As the recent study confirmed (Vershoor et al., 2020), a strong positive relationship was found
between concern about the affordability of energy, and the dependency on fossil fuels and
energy imports. The Pearson correlation analysis (Table 1.) conducted on selected countries
confirmed medium-strength correlation in selected countries between energy affordability and
energy dependency (CZ: r = 0.393; HU: r = 0.532; PL: r = 0.565; p < 0.01), energy affordability
and energy supply (CZ: r = 0.389; HU: r = 0.450; PL: r = 0.488; p < 0.01), energy dependency
and energy supply (CZ: r = 0.627; HU: r = 0.618; PL: r = 0.632; p < 0.01) and energy supply
and climate concern (CZ: r = 0.314; HU: r = 0.339; PL: r = 0.441; p < 0.01). The climate concern
also correlated with energy dependency and energy affordability.
Table 1
Correlations among climate concern and selected energy security concern
Energy
affordability
Czech
Republic

-

Energy dependency

.393

**

-

.389

**

.627

**

-

.289

**

.314

**

Climate concern

.196

**

Energy affordability

-

Energy dependency

.532

**

-

Energy supply

.450**

.618**

-

.259

**

.353

**

.339

**

Energy affordability

-

Energy dependency

.565

**

-

.488

**

.632

**

-

.350

**

.399

**

.441

**

Climate concern
Poland

Energy supply

Energy affordability
Energy supply

Hungary

Energy
dependency

Energy supply
Climate concern

To compare the selected three countries, a one-way analysis of variance was used. The results
are shown in Table 2. The analysis confirmed statistically significant differences between
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countries in energy affordability (F(2) = 10.979; p<0.01), energy dependency (F(2) = 43.903;
p<0.01), energy supply (F(2) = 37.832; p<0.01) and climate concern (F(2) = 39.979; p<0.01).
It is necessary to point out that these differences were with small effects (ƞ2 = 0.004 – 0.016)
and were trivial in spite of the confirmation of statistically significant differences.
Table 2
Energy security concerns

How worried are you that energy may
be too expensive for many people in
<country>?
How worried are you about <country>
being too dependent on energy imports
from other countries?
How worried are you about <country>
being too dependent on using energy
generated by fossil fuels such as oil,
gas and coal?
How worried are you about climate
change?

Country

Mean

Standard
deviation

CZ

3.19

1.19

HU

3.00

0.93

PL

3.07

0.99

CZ

2.63

1.06

HU

3.07

0.89

PL

2.93

0.99

CZ

2.66

1.04

HU

3.01

0.90

PL

2.70

0.93

CZ

2.73

1.06

HU

3.06

0.84

PL

2.74

0.86

F

p

Ƞ2

10.979

p<0.001

0.004

43.903

p<0.001

0.016

37.832

p<0.001

0.014

39.979

p<0.001

0.015

df = 2

In energy affordability the Czech Republic differs significantly (albeit marginally) from
Hungary (Cohen´s d = 0.195); in energy dependency the Czech Republic differs from Hungary
(Cohen´s d = -0.395) and Poland (Cohen´s d = -0.281), in energy supply and climate concern
the Czech Republic differs from Hungary (Cohen´s d = -0.315 and -0.283) and Hungary from
Poland (Cohen´s d = 0.330 and 0.344).
Energy supply sources
The European Green Deal underlines the fact that in order to meet the EU’s climate and
sustainability goals, all sectors must increase their use of renewable energy and phase out fossil
fuels. One of the crucial points is to supply clean, affordable and secure energy. The current
attitudes to energy supply sources in ESS 8 Round were found out by answering the questions
“How much electricity used in <country> should be generated from – coal, natural gas,
hydroelectric power generated by flowing water from rivers, dams and seas, nuclear power,
sun and solar power, wind power and biomass energy generated from materials like wood,
plants and animal excrement?” The respondents could answer on 5-points scale (1- a very large
amount, 2 – a large amount, 3 – a medium amount, 4 – a small amount, 5 – none at all). It
referred to preferences for different sources that can be used to generate domestic electricity
and how usage is regarded in the respondents´ countries. As Graph 6 shows, we can see that
energy from coal, natural gas and nuclear power are not very popular. The respondents
supported especially solar, wind and hydroelectric power. Energy from biomass energy needs
to be more promoted and people need to be educated on (almost 5% of the respondents said
they have not heard of this energy source before). The used descriptive statistics showed also
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differences in energy sources preferences amongst all countries depending on the prevailing
energy source used in the country.
Graph 6
Attitudes to energy supply sources

Respondents´ preferences of energy source in the Czech Republic, Hungary and Poland are
shown in Graph 7.
Graph 7
Percentage expression of the largest amounts of energy supply sources in the Czech Republic,
Hungary and Poland

More than half of respondents in the Czech Republic expressed the opinion the energy should
be made from hydroelectric and solar power. Nuclear and wind power as an energy source is
popular for almost 48% of Czech respondents. This is connected to the current use of nuclear
plants for energy supply in the country. In Hungary more than 93% of respondents preferred
solar power, followed by wind and hydroelectric power. Biomass energy was preferred by more
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than 64% of respondents. The preferences of Poles are very similar to Hungarians, but a little
bit lower in percentage expression.
Table 3
Energy supply sources

How much of the electricity used in
<country> should be generated from
sun or solar power?
How much of the electricity used in
<country> should be generated from
nuclear power?
How much of the electricity used in
<country> should be generated from
biomass?

Country

Mean

Standard
deviation

CZ

3.09

5.53

HU

1.62

2.47

PL

1.99

4.03

CZ

3.69

7.15

HU

3.17

2.30

PL

4.93

8.33

CZ
HU
PL

4.63
6.01
3.55

9.22
13.75
7.38

F

p

Ƞ2

35.379

p<0.001

0.013

23.240

p<0.001

0.009

32.969

p<0.001

0.013

df = 2

The one-way analysis of variance (Table 3) confirmed statistically significant differences
between countries in attitudes to generating energy from sun or solar power (F(2) = 35.379;
p<0.01), energy generated from nuclear power (F(2) = 23.240; p<0.01), and from materials like
wood, plants and animal excrement (F(2) = 32.969; p<0.01). The differences among countries
were with small effects (ƞ2 = 0.009 – 0.013).
In using electricity generated from sun or solar power, the Czech Republic differs significantly
(albeit marginally) from Hungary (Cohen´s d = 0.299) and the Czech Republic from Poland
(Cohen´s d=0.199). In using electricity generated from nuclear power, the Czech Republic
differs from Poland (Cohen´s d = -0.153) and Hungary from Poland (Cohen´s d= -0.264). And
again, significant (albeit marginal) differences in using electricity generated from biomass were
confirmed between the Czech Republic and Hungary (Cohen´s d= -0,151) and Hungary and
Poland (Cohen´s d=0.250). Though the analysis confirmed statistically significant differences
amongst countries, the differences were small.
Attitudes to the environmental policy
The use of environmental policy economic tools is favoured by many EU countries with the
aim of improving the conditions of the environment in the context of sustainable development.
The rate of their use depends on the knowledge of the region specifications and environmental
conditions, and the necessity to know both the economic and environmental character of the
tools and their running and utilization. Many governments face a hard choice between
effectiveness and popularity of the tools.
Environmentally related taxes are an important instrument for governments to shape relative
prices of goods and services. Environmental taxes are most often divided into four basic areas:
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transport (import or sale of motor vehicles, use of roads, congestion charges and city
taxes, etc.);
pollution (measured or estimated emissions to air, emissions of ozone-depleting
substances, waste management, noise and others);
resources (water extraction, collection of biological resources, extraction of raw
materials, changes in the landscape and tree felling);

The energy subsidies, as the other tool of environmental policy, can be either beneficial or
damaging to the environment. Damaging subsidies are those that lower the price of behaviour
that is detrimental to the environment; for example, encouraging excessive energy
consumption, or making the cost of more environmentally harmful fuels lower relative to those
that are less harmful. In contrast, subsidies that are beneficial to the environment improve the
competitiveness of environmentally sound practices by reducing their price relative to those
that damage the environment (European Environmental Agency, n.d.). There is no agreed
definition of energy subsidies among Member States. The IEA (2007) defines subsidies as:
“any government action that concerns primarily the energy sector that lowers the cost of energy
production and raises the price received by energy producers or lowers the price paid by energy
consumers”.
In the survey, the respondents had to express their opinion on the three types of environmental
policy tools: increasing fossil fuel taxes, renewable energy subsidies and banning the sale of
the least energy efficient household appliances. People´s attitudes to the tools of the national
environmental policies are shown in Graph 8.
Graph 8
Preferences to the environmental policy tools

As we can see, the taxes on fossil fuels are the least popular strategy (see as well Umit &
Schaffer, 2020). Only 29.6 % of respondents support it. On the other hand, the most popular
strategy is supporting the renewable energy sources. 73.7 % respondents were in favour of it.
Banning the sale of the least energy efficient household appliances was preferred by 58 % of
respondents from all countries. Graph 9 represents the percentage expression of these attitudes
in the Czech Republic, Hungary and Poland.
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Graph 9
Percentage expression of a strongly and somewhat in favour attitudes to the environmental
policy tools in the Czech Republic, Hungary and Poland

In Poland only 14.9% of respondents support increasing taxes on fossil fuels (almost 60% are
against this strategy). Subsidising renewable energy is the most popular in Hungary (88.9%),
follow by respondents in Poland (78.4%) and finally the Czech Republic (61.1%). This low
percentage expression might by connected with the predominating mining tradition.
To compare the current situation in revenues from environmental taxes in the Czech Republic,
Hungary and Poland, we used data from Eurostat (Table 4 – Table 6). In Table 4 the indicator
is presented as the proportion of environmental tax revenues in Gross Domestic Product (GDP)
and in Table 5 there are individual types of the environmental taxes, again as the proportion of
GDP. The percentage of total revenues from total environmental taxes and social contributions
(excluding imputed social contributions) is seen in Table 6. We can see decreasing trend of
these revenues.
Table 4
Total environmental tax revenues as % of gross domestic product (GDP)

Source: Eurostat, Environmental tax revenues

Table 4 shows the changing proportion of environmental taxes in GDP over a short period of
time. It shows that the percentage in Poland and Hungary were in 2016 and 2017 above the
average of the EU 28. On the other hand, the Czech Republic’s revenue from environmentrelated taxes remains among the lowest in the EU. In 2018 there was a visible decrease in the
percentage of total environmental taxes of GDP in all selected countries.
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Table 5
Total environmental tax revenues as % of gross domestic product (GDP) by the type of the
environmental taxes
Energy taxes
Country/Year

Transport taxes

Taxes on Pollution/Resources

2016

2017

2018

2016

2017

2018

2016

2017

2018

EU 28 countries

1.9

1.86

1.85

0.48

0.47

0.47

0.08

0,08

0,08

Czech Republic

1.95

1.87

1.82

0.13

0.13

0.12

0.01

0,01

0,01

Hungary

1.93

1.83

1.71

0.36

0.34

0.32

0.25

0,26

0,4

Poland

2.34

2.33

2.37

0.23

0.23

0.23

0.14

0,12

0,11

In general, the energy taxes comprise the largest share of environmental taxes, followed by
transport taxes (Table 5). Pollution and resource taxes represent a very small percentage of total
tax revenues from these taxes. The percentage of revenues from all these taxes among these
three countries is comparable, but we can see differences among the categories. The biggest
proportion of energy taxes in GDP is in Poland, and in transport taxes in Hungary. Taxes on
Pollution and Resources is lowest in the Czech Republic and highest in Hungary.
Table 6
Percentage of total revenues from total environmental taxes and social contributions
(excluding imputed social contributions)

Source: Eurostat, Environmental tax revenues

When we look at the Environmental Implementation Review from 2019, Poland has not been
using environmental taxes to encourage more efficient energy use and reduce greenhouse
emissions. The implicit tax rate on energy, at below 60% of the EU average, remains relatively
low; rates on transport fuels are below the EU average and a number of tax exemptions are
available (European Commission, 2019). Relating to this report, in Hungary there were some
examples of sound fiscal measures on the environment. One is the air pollution load charge that
was introduced in 2003 and has helped reduce air pollution levels in some areas of the country
(European Commission, 2019). In the Environmental Implementation Review issued for the
Czech Republic, it has since 2015 made some progress in reforming the tax system, shown
notably by the increasing amount of total tax revenues as a proportion of GDP. However, the
Commission has repeatedly observed in the European Semester that environmental taxes
continue to remain low compared to the rest of the EU. One of the most positive environmental
taxes is the air pollution fee, which has existed since 1967 and was last amended in 2012. The
charges have increased by about 37% on average, with further yearly increases laid down in the
legislation (European Commission, 2019).
All these perceptions and attitudes, tax revenues and environmental policy tools have a big
impact on how the countries will fulfil the aims in the area of a clean energy and climate. The
Regulation on the Governance of the Energy Union and Climate Action (the Governance
Regulation) requires each Member State to adopt a 10-year National Energy and Climate Plan
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(NECP), to map out how they will contribute to binding climate and energy targets for 2030. It
includes five dimensions: energy security, internal energy market, energy efficiency,
decarbonisation and research, innovation and competitiveness. Each member state recently
received from European Commission an Assessment of the NECP with recommendations.
The Czech Republic set out a target of reducing total greenhouse gas emissions by 44 Mt by
2030, corresponding to a 30% reduction relative to 2005, and implies a similar level of
ambition. Under the Effort Sharing Regulation (ESR), the Czech Republic has a binding
national target for greenhouse gas (GHG) emissions not covered by the EU Emissions Trading
System (EU ETS) of -14% by 2030, compared to 2005. The Czech Republic’s renewable energy
contribution to the 2030 EU-level target is 22% of gross final energy consumption in 2030. This
is considered unambitious as it is below the share of 23% by 2030 resulting from the formula
in Annex II to Regulation (EU) 2018/1999 on the Governance Regulation. As regards the
following climate and energy-related investments and reform measures, the Commission
services recommended considering, for example, measures to promote renewables and energy
efficiency to reduce dependency on coal, and improve the flexibility of the grid - including by
reducing administrative burdens to speed up building renovation. Also missing is the new fiscal
incentives (a carbon tax) that would encourage investment in measures that increase energy
efficiency (European Commission, 2020). Moreover, public discussion was missing. As we
know, people must be involved in such a process because then they better understand what is
needed, and what kind of changes are expected. Then they can better support the environmental
policy tools. In our survey, 29.1% of Czech respondents were strongly or somewhat in favour
of increasing taxes on fossil fuels (50.7% were neither in favour nor against), more than 61%
preferred subsidising renewable energy and 58.7% of Czechs wanted to ban the sale of the least
energy efficient household appliances.
Hungary’s final integrated NECP sets a 2030 target for GHG emissions not covered by the EU
Emissions Trading System (non-ETS). The target is -7% compared to 2005, as set out in the
ESR. As regards renewables, the final plan provides for a renewable contribution of 21%. This
is considered unambitious, as it lies below the minimum share of 23% resulting from the
formula in Annex II to Regulation (EU) 2018/1999 on the Governance Regulation. One of the
recommended measures for the following reforms and investments are measures to promote
renewables in the electricity and heating sectors, including measures to boost electricity
production with solar photovoltaics, and measures to upgrade existing infrastructure, storage
capacity and smart grids (European Commission, 2020). As the survey showed, Hungarians are
in favour of subsidising renewable energy – almost 89% of respondents preferred it. Banning
the sale of the least energy efficient household appliances was wanted by 53.5% of them.
Increasing taxes on fossil fuels was supported by almost 30% of respondents. As in the Czech
case, public participation was not great. Hungarian NGOs have been closely following the
process of the NECP since 2018, but the final NECP was published and submitted without the
opportunity of NGOs or the public to see or comment on it.
Poland´s final NECP shows that significant additional measures are required to achieve its 2030
greenhouse emissions target – for sectors not covered by the EU Emissions Trading System –
of 7% below 2005 levels. On renewable energy, the NECP includes an explicit contribution to
the 2030 EU target in a range between 21-23%. This would still be unambitious. The NECP
does not outline a plan for reducing the country’s dependence on coal and lignite, which still
accounts for roughly 80% of electricity generation. The Commission services also recommend
that Poland measures supporting investments in renewable energy to reduce dependency on
coal and in energy efficiency in buildings and industry; measures enhancing energy system
integration and promoting the decarbonisation of gas consumption - including by developing
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the market for storage technologies and clean hydrogen (European Commission, 2020). The
draft NECP was subject to extensive consultations, but not the final one. From our survey we
can see that less than 15% of Polish were in favour of increasing taxes on fossil fuels, more
than 78% preferred subsidising renewable energy and 60% of respondents wanted to ban the
sale of the least energy efficient household appliances.
The analysis of NECPs carried out by CEE Bankwatch network showed that most countries in
central and eastern Europe were not committed to an ambitious energy strategy. Moreover, the
development of nuclear energy as a primary source of decarbonised electricity and the
widespread use of biomass as a renewable energy solution highlighted a pattern of minimal
effort. In many cases, measures to phase-out coal (if any) are supported by a switch to gas, and
the NECPs generally do not contain a real assessment of the investment needs to achieve these
2030 objectives (CEE Bankwatch review, 2019).
Discussion and Conclusion
Countries develop different environmental policies based upon their domestic circumstances
with varying natural resources, geographies, and socioeconomic systems. This divergence of
differing systems and contexts mean that there is no single way for a successful energy
transition. Each country in coordination with the EU will need to determine its own best energy
policy pathway considering its national situation and priorities. A study conducted by
Tvinnereim & Ivarsflaten (2016) confirmed that levels of support for various policies depend
on characteristics of the measures themselves, and notably on their potential to generate new
economic activity and employment opportunities.
The present paper investigated the public attitudes to climate change in the Czech Republic,
Hungary and Poland in comparison with attitudes in other countries involved in the European
Social Survey, by using data from this survey. The attitudes were analysed from several points
of view: climate change beliefs, concerns about climate change and energy security and energy
preferences Another aim was to find out if the citizens perception shape the tools of
environmental policy implemented in the selected countries.
The analysis confirmed the strong perception of a changing climate with its bad impact across
the world, but worries about climate change differs amongst countries. Respondents in the
Czech Republic, Hungary and Poland had only minor worries, with the Czech Republic being
the least worried. As regards the climate concerns, it was especially energy affordability, energy
supply and energy dependency where respondents expressed significant or great worries.
Answers from the respondents of the Czech Republic, Hungary and Poland oscillated around
the average. Another two concerns were seen in the dependency of the country on fossil fuels
(energy supply) and a dependency of the country on energy imports (energy dependency). The
answers from respondents from Hungary were in both factors slightly over the mean. The Czech
Republic respondents, again, had the least concern. The Poles were in these concerns
somewhere in the middle. A strong positive relationship was found between the concern about
the affordability of energy and the dependency on fossil fuels and energy imports. In energy
affordability, the Czech Republic differs significantly (albeit marginally) from Hungary; in
energy dependency the Czech Republic differs from Hungary and Poland; in energy supply and
climate concern the Czech Republic differs from Hungary, and Hungary from Poland.
Relating to the energy supply sources the analysis showed a support for solar, wind and
hydroelectric power. Energy from coal, natural gas and nuclear power were not so popular. In
general, lower support was confirmed for low-carbon energy sources in East and South Europe.
Positive attitudes to fossil fuels are seen especially in post-communist countries. In the case of
the Czech Republic and Poland, it can be assumed that in 2030 coal will still have a relatively
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large share in electricity generation. Countries show no or very little willingness to reduce coal
by 2030. The reason could be a long-term belief in such an energy source and also the state of
economy. The last part of the analysis focused on the attitudes towards the concrete
environmental policy, which confirmed that increasing taxes on fossil fuels is the least popular
strategy in most of the countries. Less than 30% respondents in the Czech Republic and
Hungary, and less than 15% of respondents in Poland were in favour of this environmental
policy tool. From the other two possibilities a more popular strategy was to subsidise renewable
energy than ban the sale of the least energy efficient household appliances. But the differences
were not so substantial.
Finally, we compared the current situation in revenues from environmental taxes in the Czech
Republic, Hungary and Poland and their National Energy and Climate Plans. It can be seen that
the percentage of revenues from environmental taxes in GDP is less than 3% in selected
countries, and also in the EU 28 countries. Poland holds a good position here, with revenues
from environmental taxes higher than the EU average, especially in energy taxes. The other two
countries made some progress, but it still has hidden reserves. As regards the NECP, they did
improve compared to the draft, but again there are still opportunities and gaps which deserve to
be considered. For example, in the Hungarian NECP concrete targets are missing relating to
energy poverty, which was mentioned in the NECP. What was not mentioned is the phasing out
of fossil fuel subsidies, which could be an obstacle in the energy transition. The Polish NECP
did not commit to phase out coal as an energy source and there is no plan to phase out fossil
fuel subsidies; moreover, it states that the coal industry will continue to be subsidised. The issue
of a coal phasing out date is a problem as well in the NECP of the Czech Republic. We can see
some similar gaps in the NECP across the selected countries, though their plans and aims copy
the industrial tradition and economic condition in that country. Therefore, more effort will need
to be spent on each change than in other countries which do not have this mining tradition or
have a better starting point in the economy.
We can expect that some implications of the pandemic situation for energy can be visible in the
future steps of the countries, but it cannot be the obstacle for fulfilling the targets given in the
European Green Deal, even if the Czech Prime Minister, Andrej Babiš, said on 16 March 2020
that Europe should abandon the Green Deal and focus on the coronavirus epidemic instead.
This view was shared by Janusz Kowalski, Poland's Deputy Minister of State Assets, who
suggested that the EU should abolish the emissions trading system or exempt Poland. To favour
the current COVID-19 issue could negatively influence the state priorities in many countries in
a way that climate change will also reduce the interest of the responsible states´ representatives
or citizens. The recent research conducted by Policy Solutions and Friedrich-Ebert-Stiftung
(2020) confirmed the changes in public attitudes, in which the Hungarian citizens saw the
biggest problem to currently be the quality of healthcare and low wages, whereas the lack of
fighting climate change was in last place.
Missing data from Slovakia somewhat limited the analysis, but on the other hand it creates
space for further research. The analysis needs to be elaborated on more deeply by using, for
example, the factor analysis. A useful focus might be a comparison over time comparing the
data from 2016 - 2017 with the new observed data, and to analyse how the changes in the world
(new EU Green Deal targets, Covid-19) influenced the perception of Europeans on these
environmental issues. Deeper research among these countries is desired in environmental policy
tools and public attitudes to climate change, especially as an answer to the current pandemic
situation and the possible changes that might influence the environmental policies in countries.
In this paper we wanted to give a number of insights into the environmental issue from the
perspective of three neighbouring countries: what is common in public perceptions, where the
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differences are and what needs to be improved. This thesis is very current, very wide and is
worthy of further research.
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Abstract:
The article is devoted to the study of national identity and ethnic minority – kin-nation relations, examined through
the subjective lens of the Slovak minority youth from Hungary studying in the kin-state. Slovakia offers a
government-funded scholarship programme for trans-border Slovak diasporas and autochthonous minorities,
as part of the Slovak state policies towards Slovaks living abroad. The scholarship programme provides a
framework in which ethnic minority – kin-nation relations are analysed, at an inter-personal and inter-group level.
This framework has been chosen as a subject of study for 3 main reasons: 1) the field of education is considered
by the Slovak government as one of the most prominent areas of kin-state engagement, 2) the Slovak community
in Hungary relies heavily on the Slovak scholarship programme in developing the students’ language competencies
and professional skills, especially in the field of Humanities, i.e. in Pedagogy, especially, 3) the scholarship
programme is also seen as an instrument facilitating a stronger connection to the Slovak nation and commitment
towards Slovak identity; as a result of which students may consequently display a greater interest and engagement
in the life of Slovaks in Hungary.
The main objective of the research is to uncover the minority students’ personal narratives and interpretations
about their experience of encountering the kin-nation, and their reflections on their own national identity.
The empirical research, furthermore, focused on analysing perceived group-belonging, and the connection points
between the members of the Slovak minority in Hungary and the Slovaks in Slovakia. The research was carried
out through 11 in-depth interviews with the scholarship recipients, studying in Slovakia in the period of 2016 –
2019, over at least 6 months.
The research findings – according to which students reported hybrid [Slovak-Hungarian] national identity –
show that respondents do not see nationality as a bounded, one dimensional category; their answers represented a
wide variety of identification patterns, including the following combinations: ethnic Slovak+civic Hungarian,
hybrid Local+civic Hungarian, civic Hungarian+European, ethnic Slovak+European, hybrid Local+European.
Despite their multidimensional identity, minority students perceived that their environment often pressures them
to choose between one of the two seemingly mutually exclusive national categories: being Slovak or Hungarian,
in all social environments; in interactions with Slovaks from Slovakia, Hungarians from Slovakia, as well as
Hungarians from Hungary.
Although the length of the scholarship programme would provide space for the incorporation of various nationbuilding and community-building practices, these aspects of the programme until now are largely underdeveloped.
Slovak minority students from Hungary upon their arrival to the kin-state realize that Slovaks in Slovakia have
little knowledge about the existence of Slovak autochthonous minorities, which are generally not seen by their
peers as integral parts of the Slovak nation. The perception of the Slovak students from Hungary becomes even
more complex, as they are often mistaken to be ethnic Hungarians from Slovakia, and their minority situation is
compared to them. The lack of knowledge about Slovaks in Hungary from the kin-nationals, however, did not
result in the devaluation of the students’ minority identity, but conversely, it led to a strengthened appreciation of
the distinctiveness of the minority culture’s features. In the case of Slovak youth from Hungary, connection points
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with Slovaks from the kin-state are not found in the contemporary Slovak culture, but primarily in attributes they
experienced as part of the traditional Slovak culture in Hungary. The main boundaries between groups as perceived
by the students were language usage/competence and ethnic prejudice.
The scholarship programme had positive outcomes concerning the connectedness between the Slovaks from
Hungary and Slovaks from Slovakia on the individual level, and it contributed to a deeper knowledge about the
Slovak state and the Slovak (modern) culture among minority students, as well as highly improving the students’
language skills. Yet, as a group, the Slovak minority in Hungary generally remains unknown among their Slovak
peers, and the programme carries untapped potential, especially in the areas of community building between the
members of external minorities and the kin-nationals. As reported by the research participants, higher initial Slovak
language competency, more familiarity with contemporary Slovak culture, politics, and art among minority
students, and higher awareness about the situation and history of the Slovak minority in Hungary among
kin-national peers would improve their experience.
Key words: Slovak Minority. Minority Youth. Minority Identity. Kin-State Engagement. Hungary. Slovakia.
Education.

Introduction
The Slovak minority in Hungary, with its 35,208 members is a highly acculturated and
assimilated, aging community, and is becoming more so with every subsequent generation.1
Slovaks in Hungary can be characterized by having dual, or hybrid national identity;
simultaneously with the feeling of Slovak ethnic belonging, Slovaks in Hungary express a
strong sense of Hungarian national identity. Besides expressing certain elements of their Slovak
ethnicity and culture, they also engage in Hungarian cultural traditions, and have a strong
emotional connection to their homeland (Hungary) and its national symbols and high culture
(Divičanová, 2002; Gyivicsán, 2001; Gyivicsán & Krupa, 1998; Szabó, 2007; Tóth, 2004).
The younger generations, however, express a rapidly decreasing connection to Slovak
traditional culture, speak almost exclusively Hungarian among each other, and – as the
transmission of the Slovak identity is no longer ensured in their family environment
(Homišinová, 2006; Tóth, 2013; Tuska, 2016; Uhrin, 2008) – the Slovak community in
Hungary is facing the challenge of complete assimilation within in the circle of youth, according
to the latest census data (Official Census, 2011).
Since the transmission of Slovak identity and language is no longer ensured by the family
environment, the role of the Slovak schools has been increasing in this aspect. Šenkár (2019)
argues that students from a minority background “…must learn the language of their ancestors
at school; one of the main tasks of the Slovak schools is to maintain, further develop, actively
cultivate, and pass on Slovak culture to pupils; teachers should strive for their pupils to become
aware of their Slovak origin, national identity, or at least consciously accept their double bond
and bilingualism. Thus, education is becoming a decisive factor in the future life of Slovaks in
Hungary.” (Šenkár, 2019, p. 100).
The gradual weakening of Slovak identity among Slovak minority youth is not only a concern
of the Slovak community in Hungary, but also of the kin-sate, Slovakia. In the official Slovak
rhetoric, external Slovak minorities are seen as an integral part of the nation; Slovakia offers
professional, material and financial support for its trans-border co-ethnics, especially in the
fields of education and culture, for helping them to preserve and develop their ethnic identity,

The term ‘assimilated’ in this study refers to Slovaks who are claiming Hungarian ethnicity instead of Slovak
ethnicity, despite their knowledge about their Slovak ancestors. The term ‘assimilation’ refers to the abandonment
or rejection of one’s Slovak identity and culture, in order to fully integrate into the majority nation.
1
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culture and language (Concept of the State Policy of the Slovak Republic in Relation to Slovaks
Living Abroad for the Period of 2016 – 2020).
One of the main methods that is perceived by the Slovak community in Hungary to be effective
for strengthening the Slovak identity of minority youth is to encourage them to study in
Slovakia, within the framework of a scholarship programme founded by the Slovak
government.2 Slovakia’s scholarship programme is considered to be efficient for improving the
Slovak language competences of the minority youth, bringing them closer to the Slovak nation
and culture, and for raising confidence in their Slovak national belonging (Concept of the
Development of the Slovak Educational System in Hungary, 2017).
The main objective of this research is to explore and analyse the experience of Slovak minority
youth who participated in the Slovak scholarship programme, with a special focus on the
students’ personal narratives and interpretations about their experience of encountering the kinnation, and reflections on their own national belonging and identity. The issue is studied from
the perspective of the minority students (emic perspective), focusing at the inter-personal and
inter-group level.

Theoretical Framework
Nationality, as membership in a political nation or ethnic community, is connected to the
notions of solidarity, loyalty and deservingness that are nowadays one of the focal points of the
discourses on immigrants and ethnic minorities. To be able to understand and study the feelings
of national belonging, or the logic behind trans-border nation-building policies, first we should
ask the question “What makes a nation?”
The question above has long been of interest to scholars, from Gans’ (1979) ‘symbolic
ethnicity’, and Anderson’s (1983) ‘imagined communities’ to Smith’s (2003) ‘Chosen Peoples’,
and beyond. These academic endeavours, although successfully capturing crucial aspects of
national belonging, including the role of common ancestry, homeland, traditions, language,
shared myths and symbols, heroes and traumas, sense of community, and solidarity among
members, still fail to pinpoint the exact composition of the ingredients of nationhood.
Hobsbawm & Ranger (1983) highlight a crucial aspect in the construction of national identity
and culture: what elements are chosen to become part of the given nation’s identity is a result
of social and political power relations and negotiation between actors that guide the selective
remembering and forgetting, which is channelled among others through education and media,
as well as maintained or emphasized through national rituals and symbols.
Phinney (1993) defines ethnic identity as a psychological attachment toward (an) ethnic
group(s) that is one of the pillars of one’s overarching self-concept. He describes the
development of ethnic identity as a process in the construction of identity (as self-understanding

About Slovakia’s support of Slovaks living abroad and the governmental scholarship programme, see more
information at:
Governmental Scholarships of the Slovak Republic [Website]. Available at: https://www.vladnestipendia.sk/en/
Koncepcia štátnej politiky Slovenskej republiky vo vzťahu k Slovákom žijúcim v zahraničí na obdobie 2016 –
2020. Available at: https://www.uszz.sk/data/2017/KONCEPCIA_2016-2020_final.pdf
Law 474/2005 on Slovaks Living Abroad. Available at:
https://www.uszz.sk/data/2016/ZZ_2005_474_20160101.pdf
2
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or self-image) over time due to a combination of experience and actions of the individual, and
to the knowledge and understanding of in-group(s). Calhoun (2003) points out that nationhood
is also a “commonality of understanding, access to the world, and mode of action that facilitates
the construction of social relationships and provides a common rhetoric. […] it is helpful to say
people participate to varying degrees in ethnicity, rather than that they simply are or are not
members of ethnic groups.” (Calhoun, 2003, p. 560).
Contemporary studies on national identity, instead of trying to define criteria of nationhood,
focus on relations between the individual and the (national) collective. Szarka (2004)
emphasizes that national identity is not simply a sum of individual and collective ethnic
characteristics, and when studying national identity, one must take into consideration the
relations between the individual and the collective, as well as its determining ethnic and nonethnic factors, such as the social, economic, ideological, and habitual relations, and also the
socialization of the individual. Furthermore, we cannot ignore the common experience of the
individual and the collective, the relations with other (ethnic) groups, and the perception of the
collective and individual by others (Szarka, 2004, p. 193). Brubaker (2004) highlights that
nations are not internally homogenous, externally bounded entities, in terms of their
characteristics, motivations and interests. Moreover, different elements of national identity have
different significance for members and have subjective interpretations.
Billig (1995) and Fox and Miller-Idriss (2008) argue that besides studying the classical
foundations of national identity, researchers should also devote attention to when and how
nationhood is produced and reproduced in everyday life, by ways of talking, doing and
consuming, through which a view of the ‘world of nations’ becomes the norm, and nations are
seen as natural organising units of society. Brubaker et al. (2006) claim that nationhood
(consciously or subconsciously) frames the choices ordinary people make every day; from
choices of education and career, to relationships and socializing, consumed material and
intellectual products, and place of residence. Šrajerová (1999) on the other hand, by examining
national feeling among ethnic minorities in the Czech Republic, states that national
consciousness, national identification, and inter-ethnic relations today do not play as significant
a role in people’s lives than during the previous decades; more pressing questions are that of a
socio-economic character.
Kiliánová et al. (2009), argue that national identity gains special significance only when it is
projected against other (national) identities. The establishment of ethnic boundaries is a crucial
element of national identity construction. Ethnic boundaries, as defined by Fredrick Barth
(1969), are best understood as cognitive boundaries that are a result of collective efforts of
construction and maintenance, and which dichotomize insiders from outsiders – Us vs Them –
and guide social interactions accordingly. Boundaries serve for creating a (at least superficial)
homogeneity projected to the in-group and out-group(s). In Barth’s understanding, ethnic
boundaries are situational; “invoked for certain purposes against certain groups, but not in
others” (Barth, 1969, p. 42). In opposing Barth, Cohen (1994), however, argues that this
approach overlooks the importance of self-consciousness and the symbolic expression of
ethnicity. In Cohen’s critique, social scientists “have been largely content to assume the
existence and integrity of collective boundaries. […] Instead of dealing with the individual, we
[social scientists] have restrained our ambition, and addressed ourselves instead to whole
societies or to substantial parts of them. Yet, looking at individual’s boundary transformations
should alert us to the qualitative nature of collective boundaries” (Cohen, 1994, p. 54-55).
In this context, the study of ethnic minority – kin-nation relations becomes especially
interesting: the kin-nation (often a reference point for the minority community) shares certain
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aspects of national identification with the external minority, but in other aspects substantially
differs from them (see Szabó, 2010). In this article national identity is studied on the above
mentioned theoretical grounds: instead of seeking to identify ‘objective’ criteria for nationhood,
the subject of the study is how national identity is shaped by the relations and the common
experience of the individual and the (national) collective, by the perception of the individual’s
or the group’s national belonging by others, and how national identity is informed by the
perceived ethnic boundaries.

Methodology
The empirical research3 is built on the following topics: 1) the minority students’ experience of
encountering the kin-nation, 2) the perceived effects of studying in Slovakia and 3) reflections
on national belonging and identity. For conducting this analysis, the Slovak government’s
scholarship programme is considered as a framework, in which the national identification of
the Slovak minority youth and their encounters with members of the kin-nation are examined.
This framework is important to study for 3 main reasons: 1) The field of education is considered
by the Slovak government as one of the most prominent areas of kin-state engagement, 2) the
Slovak community in Hungary relies heavily on the success of the Slovak scholarship
programme in developing the students’ language competencies and professional skills,
especially in the field of Humanities, i.e. in Pedagogy (see Tuska, 2016), 3) the scholarship
programme is also seen as an instrument for facilitating a stronger connection to the Slovak
nation and commitment towards Slovak identity, as a result of which students may consequently
display a greater interest and engagement in the life of Slovaks in Hungary.
This article aims to study the student’s experience and the minority - kin-nation relations
through a subjective lens; the eyes of the scholarship recipients. The empirical research builds
on 11 in-depth interviews4 with students who attended Slovak minority education in Hungary,
and continued their studies in Slovakia. (For an overview of the research participants, see Table
1 below). The study includes interviews with students who in 2019, the time when the empirical
research was carried out, were studying in Slovakia, as they would remember more accurately
their everyday experiences and interactions, and could describe their encounters with Slovaks
in more detail. The study contains interviews with students who spent at least 6 months in
Slovakia in order to be able to analyse a more established position and well-rounded experience.
According to the information obtained from Erika Lázár, the coordinator of the project at the
National Slovak Self-Government in Hungary, in the period 2016-2019, 15 students were
registered as studying in Slovakia through the scholarship programme at bachelor, master and
doctoral levels. Students participating in the scholarship programme are graduates of one of
the two Slovak high schools in Hungary (Budapest and Békéscsaba), and mainly study at
universities in Bratislava, Nitra, and Košice. The sample includes 10 bachelor students and
1 doctoral student (currently there are no master’s degree students receiving the scholarship).

The study is based on parts of the research that was carried out for my Master’s thesis titled Trans-Border NationBuilding or Trans-Border Nation-Deconstruction? The Experience of Slovak Minority Youth from Hungary
Studying in Slovakia, written under the supervision of Dr Luca Váradi at the Central European University in
Budapest (CEU), defended in 2019.
4
The reason behind such a small sample size is that in the period of 2016 – 2019, 15 students were registered as
studying in Slovakia through the scholarship programme at bachelor, master and doctoral levels. The yearly
admission quota for the scholarship programme for Hungary is 5 students per academic year.
3
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Research subjects have been reached by using the following techniques:
1) Reaching respondents through Slovak organizations, namely MASZFISZ – OSSM,
the Organisation of Slovak Youth in Hungary
2) Reaching respondents through a snowball technique and a network of acquaintances
3) Reaching respondents through social media
The interviewing period lasted from April to May 2019. 7 in-depth interviews were conducted
in person in Budapest and Békéscsaba, while 4 interviews were conducted via Skype for the
convenience of the research participants. All data was obtained and used after clear and
informed consent from the research participants.
Disclaimer: Some of the research participants attended the same Slovak minority high school
as myself, the researcher, and I also have experience of studying in Slovakia (not within the
framework of the governmental scholarship programme). Therefore, special attention has been
devoted to aim to remain objective and not to influence the participants’ answers. However,
this distant acquaintance and knowledge of the environment abroad proved to be helpful to gain
the interviewees’ trust, and to encourage them to talk openly about their experience
(both negative and positive) without the fear of judgment.
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Table 1
Overview of the research participants

Respondent

Gender

Date Of
Birth

Major

Year of
Starting
University

resp. 1

F

1998

Békéscsaba

Univerzita
Konštantína
Filozofa (Nitra)

Slovak Language and
Literature - English
Language and
Literature (BA)

2018

resp. 2

M

1996

Szarvas

UKF (Nitra)

Slovak Language and
Literature - History
(BA)

2015

resp. 3

F

1997

Békéscsaba

UKF (Nitra)

Preschool Pedagogy
(BA)

2016

resp. 4

M

2000

Békéscsaba

UKF (Nitra)

Slovak Language and
Literature - History
(BA)

2018

resp. 5

F

1997

Budapest

Univerzita
Komenského
(Bratislava)

Management (BA)

2015

resp. 6

F

1997

Békéscsaba

UKF (Nitra)

Preschool Pedagogy
(BA)

2016

resp. 7

F

1999

Gyula

UKF (Nitra)

Slovak Language and
Literature - English
Language and
Literature (BA)

2018

resp. 8

F

1997

Budapest

UKF (Nitra)

Culture and Tourism
Management (BA)

2016

resp. 9

F

1998

Békéscsaba

UKF (Nitra)

Preschool Pedagogy
(BA)

2016

resp. 10

F

1998

Tótkomlós

Univerzita
Veterinárskeho
Lekárstva
(Košice)

Veterinary Medicine
(BA)

2017

resp. 11

M

1992

Békéscsaba

UFK (Nitra)

Cultural Studies (PhD)

2011
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Results of the Empirical Research

1) Perception of Self
In line with previous research findings on the national identity of Slovaks in Hungary, all
minority students who participated in the research reported a kind of hybrid, or dual identity:
“I [pause] think I identify as Hungarian, but I have Slovak ancestors.” resp. 6.
“I am Slovak-Hungarian.” resp. 4.
“I am Hungarian of Slovak origin.” resp. 1.
“I am a Slovak from Hungary.” resp. 2.
Interestingly, students (consciously or subconsciously) often avoided direct national
identification by positioning themselves to a local or global context:
“I consider myself a Lowland Slovak – more precisely Čabän [Slovak from Békéscsaba].” resp.
11.
“I always say I am from Békéscsaba. For me that means an identity which combines both Slovak
and Hungarian elements.“ resp. 4.
“I feel European [pause]. If I had to narrow it down, I would say Central European.” resp. 8.
Strong local identification (in line with Botík’s, 2011 and Lenovský’s, 2008 research results)
was present in most participants’ accounts of their national belonging, while the feeling of
Europeanness was reported by nearly half of the research subjects.
The research findings – according to which students reported hybrid [Slovak-Hungarian]
national identity, or Hungarian national identity with the full awareness of their Slovak/mixed
ethnic origin, – show that respondents do not see nationality as a bounded, one dimensional
category: their answers represented a wide variety of identification patterns, including the
following combinations: ethnic Slovak + civic Hungarian, hybrid Local + civic Hungarian,
civic Hungarian + European, ethnic Slovak + European, hybrid Local + European. What did
not occur, however, is that a respondent would describe their national identification onedimensionally: none of the students reported being only Slovak, or only Hungarian. These
research results comply with the findings of Bošelová (2017) on Slovaks from Romania, and
Surová (2016) on Slovaks from Serbia, who display simultaneously their ethnic Slovak identity,
civic attachment to their homeland (Romania and Serbia), and local embeddedness in their
settlements of origin [in the host states].
Despite their multidimensional identity, minority students perceived that their environment
often pressures them to choose between one of the two mutually exclusive national categories:
Slovak or Hungarian. Interestingly, they reported this feeling in all social environments: in
interactions with Slovaks from Slovakia, Hungarians from Slovakia, as well as Hungarians from
Hungary:
“I sometimes get pressured to choose an identity in situations where I don’t feel the need for it
at all. People often ask me: ‘which country’s politics do you agree with?’ I don’t even care
about politics. The most absurd instance I had was when someone asked me who I would choose
between Kossuth and Štúr. I refuse to choose. They don’t understand it. Not that I mind, no
point in arguing with those kind of people.” resp. 2.
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The vast majority of the research subjects defined national identity in civic terms and,
in comparative terms, expressed strong attachment to Hungary, and a relatively weak
attachment to Slovakia as a state. This aspect of the national identification of Slovak minority
youth in Hungary is heavily influenced in a broader context by the 300-year history of Slovaks
in Hungary, and their complete economic and social integration into Hungarian society, and on
a personal level by Hungarian socialization, emotional attachment towards Hungary and the
Hungarian nation – as well as the high degree of linguistic assimilation. Furthermore, the strong
hegemony of “Hungarianness” over ethnic minority identities in the Hungarian political and
media discourse might also play an influential role in the Slovak youth’s national identification.
National identity was first associated by nearly all of the respondents with mother tongue:
“I feel Slovak because I speak Slovak with my family. But I feel like a Hungarian citizen.”
resp. 5.
“I actually consider myself Hungarian. [pause] My friend, also from the scholarship
programme, told me after 1 month of being in Slovakia, that he could not decide
whether he feels Slovak or Hungarian. He has Slovak ancestors, and so do I.”.
- What do you think makes someone a certain nationality?
“For me, it is that I think in Hungarian. Every word in my head formulates first in Hungarian.”
resp. 1.
Although many scholars found minority identity to be situational and context-dependent
(Kiliánová et al., 2009), these results were only partially reflected in this study: research
subjects with stronger Hungarian belonging indeed expressed that whether they feel
“Hungarian” or as a “Slovak from Hungary” depends on the situation: such contexts include
whether the students are in Slovakia or in Hungary, the ethnic composition of their social
setting, and the language they are using at the given situation. Those students, however, who
claimed a stronger Slovak identification, described a much more stable national identity.
Regardless of their place of residence, social environment, and language usage, they reported
themselves as claiming to be “Slovaks from Hungary”. One of the possible reasons behind this
pattern, as reflected in the conducted interviews, might be that as members of the Slovak
minority youth they experience their status to be either questioned or simply ignored in both
Slovakia and Hungary, and so they emphasize it intentionally and purposefully, not only to
show emotional attachment towards the Slovak minority in Hungary, but also to raise awareness
about it in the majority environment.
On the other hand, more research participants also expressed a certain rejection of the principle
of ethnic or national categorization:
“I simply decided to introduce myself by just saying my hometown, not the country or ethnicity.
Some people think it is in Slovakia. Most never heard of it. Most never heard about the Slovak
minority abroad itself. I don’t explain. If they are truly interested, they will ask questions.” resp.
2.
“Oh just not this question! I feel like I had been forced to explain my nationality my whole life.”
resp. 1.
“I think national identities are outdated.” resp. 3.
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2) Perception by Others
Although the vast majority of respondents clearly stated that they do not want to be put in
bounded national categories, the question arises whether they can avoid it. To study this issue,
the research addressed how the students have been perceived by others, and whether or not this
is in line with their own national self-perception.
All research participants unanimously reported that the first reaction they experience from their
environment is surprise, both in Slovakia and in Hungary:
“People I meet for the first time are very confused about where I am from, because I speak
Slovak differently, and I speak Hungarian differently to them. Then the long explanation begins.
They are mostly surprised and say they had no idea such thing exists.” resp. 6.
“Teachers would ask, with a sceptical tone: [Are you] from Hungary? Why did you come here?
Why to study Slovak major? Oh, are you those Slovaks from abroad? And we say yes, we are.
But to our classmates we are still the Hungarians.” resp. 4.
Nearly all interviewees reported that they are seen as Hungarians in nearly all social encounters
both in Slovakia and in Hungary.5 All students explicitly expressed, that they are seen through
the lens of the Hungarian minority in Slovakia, both by Slovaks and Hungarians alike:
“Slovaks cannot imagine what it is like [being a member of the Slovak minority in Hungary].
They think about it like a Hungarian town in Slovakia, where everyone speaks the minority
language. They do not know the history of our community [the Slovaks in Hungary]. The
Hungarians [in Slovakia] even less so. The imagination they have about Hungary is as a
homeland, as it was composed only of ethnic Hungarians. I think that’s the message they get
through the media and politics.” resp. 4.

a) Feelings of Group Belonging
In the case of the Slovaks from Hungary, connection points with Slovaks from the kin-state are
not found in contemporary Slovak culture, but in attributes they experienced as part of the
traditional Slovak culture back in Hungary:
“I did not feel anything in common with the Slovaks. I could not get any of their references to
music or movies. I felt like an outsider.” resp. 1.
“Sometimes I could not get involved in discussions about topics, which seemed very important
to them, but were completely unfamiliar to me, for example, most recently the nostalgia
surrounding the anniversary of Czechoslovakia.” resp. 4.
“During one class, we learnt about cultural traditions for religious holidays, and it was a good
feeling to see that they [Slovaks in Slovakia] actually have them the same way as we learnt
about it at home.” resp. 6.
“I remember one specific moment of connection: I was walking home through the subway and
I suddenly heard a folk song, played by a street musician. It was a song I used to do folk dance
to in my town back in Hungary. It was a very particular feeling of connection.” resp. 8.

5

Those students who did not experience being perceived as Hungarians, previously reported near-native
or a native level of Slovak language proficiency.
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A few minority students also experienced very personal notions of national connectedness:
“I had an internship in a school in a small town, and while I was there, I got to know that many
people have the same surname as I do. I never met anyone in Hungary with the same surname.
That was a moment I realized my family actually belonged here.” resp. 6.
More interviewees reported feeling most disconnected from the kin-nation during national
holidays: they did not perceive Slovak holidays meaningful, but celebrated – even from distance
– the Hungarian holidays. Minority students often reported connection to the Slovak nation and
culture in Slovakia on the level of symbolic ethnicity. This symbolic ethnicity is reflected in
the fondness of Slovak national heroes (e.g. Ľudovít Štúr), artists (Ján Kollár), and sportsmen
(Peter Sagan), as well as Slovak food and drinks (bryndzové halušky, Kofola).
Interestingly, this is in contrast with their perception of the Slovak culture in Hungary which
they describe not as associated with certain symbols or events, but in much more abstract terms
as “a feeling of community”, “part of my identity” or “part of my town’s history”.
“For me being Slovak from Hungary means belonging to a community that is unique in its kind.
The less people identify with it, the more special and precious it becomes.” resp. 11.
The elements which the Slovak minority youth in Hungary considered important for symbolic
connection with the Slovak nation, and as significant attributes of Slovak culture, were often
not perceived as such by the Slovaks from Slovakia:
“I tried to impress my friends with how much I know about Slovak literature. But they were not
impressed, they were just confused how and why I know this.” resp. 8.
In other cases, attributes of symbolic ethnicity found resonance with the kin-nationals:
“My friends were joking that I cannot be a real Slovak, until I make bryndzové halušky at
home.” resp 3.

b) Group Boundaries
The research participants expressed attitudes and described behaviours from which it could be
concluded that the main boundary perceived by students to be standing between groups is the
language. And it is not the difference in language as such [Slovak, Hungarian], but the
difference in language competence. 7 out of 11 students expressed that they lack confidence in
their language skills, which influences their social interactions:
“I just don’t think my Slovak is good enough. I do not know how to conjugate words properly.
That’s why at first I barely talked in Slovakia, I was too afraid to speak…“
The perception of language as a boundary was not only present in social interactions but in the
perception of national identity as well:
“I think they [Slovaks] cannot really imagine, how a town can, where the Slovak language is
not commonly spoken anymore, identify itself as being Slovak. But we are Slovaks too, just not
in that way.” resp. 11.
The vast majority of the students, however, reported that the Slovaks they encountered
[classmates, flatmates, teachers, strangers] were very patient and helpful in overcoming
linguistic barriers as soon as they found out they come from Hungary, not from Slovakia.
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Moreover, the role of language as a boundary is ambivalent, as language is perceived not only
as a dividing line but often the exact opposite; as a source of connection and a means to access
the Slovak nation and culture, where higher language competence facilitated feelings of closer
group connection. The other main observable boundary in the process of othering between the
minority and the kin-nation was ethnic prejudice, which students registered to be present
between Slovaks and Hungarians (in general terms), and occasionally experienced themselves.

3) Effects of Studying in the Kin-State on the National Self-Perception of the Slovak
Minority Youth
Having in mind the expectations of the representatives of the Slovak minority in Hungary
towards the scholarship programme (such as the strengthening of the students’ Slovak identity,
and evoking interest in the Slovak community in Hungary), I considered it important to study
the possible influence of the scholarship programme concerning the national self-perception of
the minority youth. To analyse the possible effects of studying in the kin-state on the national
identification of the Slovak minority youth, it would be necessary to study a larger research
sample in a wider time frame. A longitudinal study to map the Slovak minority youth’s national
identification processes is a possible direction for further research. However, even this one-time
research sample provides interesting insights to the subject, which can help us trace some
common identification-patterns expressed by the Slovak minority youth.
Based on the research results, we can categorise Slovak minority students from Hungary into
two groups: 1) students whose identification with the Hungarian nationality is more dominant,
and 2) students whose identification with the Slovak nationality is more salient. This difference
in national self-understanding shapes the student’s whole experience in the kin-state: those who
expressed more salient Hungarian belonging, reported having mostly positive outcomes from
the scholarship programme regarding their national self-perception: they felt more connected
to Slovakia, the Slovak culture, and the Slovaks, from whom they experienced positive
reception:
“They were very appreciative that we, as Hungarians show interest in their culture and
language. My friends often expressed how impressed they are.” resp. 1.
“I felt like they are a bit surprised, but nevertheless proud that Hungarians go there
to study Slovak.” resp. 8.
On the other hand, those who reported stronger Slovak identification also expressed some
negative feelings about their experience, including disappointment and frustration:
„I was telling them in vain that Békéscsaba has been the centre of the Slovaks of the Lowland,
I was telling them in vain 1,000 reasons why we are Slovaks, but they will always consider me
as Hungarian.” resp. 11.
“I was disappointed that they did not know anything about us, as we learnt so much about
them.” resp. 4.
This perceived lack of acceptance from the kin-nation, however, did not result in the
devaluation of the students’ minority identity, but conversely, the strengthening of the
appreciation of the distinctiveness of its features:
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“As I started to study in Slovakia, I suddenly realized how different our identity is, with elements
of both traditional Slovak and Hungarian cultures. I started to value it more and it felt closer
to me, than this “pure” Slovak version.” resp. 11.
On the other hand, some effects of the scholarship programme that strengthened Slovak national
belonging are notable regardless of the students’ initial national identification:
“One year ago, for sure I would have said that I am Hungarian. But now I feel like I am in a
process of a change, I also feel more and more Slovak.” resp. 4.
“Now I know much more about, and feel much more connected to the Slovak culture.” resp. 6.
“I feel proud of my origin and that I study in Slovakia. My family is proud of me too. When
Slovaks wrap their head around the situation [of Slovaks in Hungary] I think they feel proud of
me too, that we kept this language and culture alive, and now we want to learn more about it.”
resp. 3.
Another important outcome of the scholarship programme, which may have a significant impact
on national identification, is the strengthened language competence, which was highlighted by
all interviewees – especially if they would then transmit the Slovak language to the subsequent
generations.

Discussion and Conclusions
The article has been devoted to the study of the experience of the Slovak minority youth from
Hungary studying in the kin-state, within the framework of Slovakia’s government-funded
scholarship programme. The main objective of the research was to examine the student’s
personal narratives and interpretation about their experience of encountering the kin-nation, and
their reflections on their own national identity. The empirical research, furthermore, focused on
analysing perceived group-belonging and connection points between the members of the Slovak
minority in Hungary and the Slovaks in Slovakia. The research was carried out through
11 in-depth interviews with the scholarship recipients, studying in Slovakia in the period of
2016-2019, for at least 6 months.
Research findings reveal a discrepancy between the self-perception of Slovak minority students
from Hungary, and the perception of them by their environment. Students from Hungary upon
their arrival to the kin-state realize that Slovaks in Slovakia have little knowledge about the
existence of Slovak autochthonous minorities, and find their Slovak identity questioned – often
being labelled as Hungarians. This perceived lack of acceptance from the kin-nationals,
however, did not result in the devaluation of the students’ minority identity, but, conversely,
it led to the strengthened appreciation of the distinctiveness of the minority culture’s features.
In line with previous research, members of the Slovak minority in Hungary expressed variations
of hybrid (Slovak-Hungarian) identity, exhibiting elements of local, national and European
identification.
As the research results show, national identity is certainly more than the sum of relatively
objective factors, such as territory of origin or a certain linguistic toolkit – its essence is found
in various forms of emotional attachment: a sense of belonging, solidarity, pride, nostalgia, etc.
In the case of the Slovaks from Hungary, these connection points with Slovaks from the
kin-state are not found in the contemporary Slovak culture, but primarily in attributes they
experienced as part of the traditional Slovak culture back in Hungary. Main boundaries between
groups as perceived by the students were language usage/competence and ethnic prejudice.
69

Človek a spoločnosť [Individual and Society], 2020, Vol. 23, No. 4, pp.57-73.
“We are Slovaks too, just not that way”
The Experience of Slovak Minority Youth from Hungary Studying in the Kin-State

However, research findings proved Cohen’s (1994) thesis, based on which he warns for caution
when talking about ‘collective boundaries’, as boundaries are interpreted through
the individual’s perception.
The scholarship programme certainly had positive outcomes concerning the connectedness
between Slovaks from Hungary and the Slovaks from Slovakia at the individual level, and
it contributed to a deeper knowledge about Slovakia and the Slovak (modern) culture, as well
as highly improved Slovak language skills. Yet, as a group, the Slovak minority in Hungary
generally remains unknown among their Slovak peers, and the programme carries untapped
potential, especially in the areas of community-building between the members of the external
minorities and the kin-nationals. As reported by the research participants, a higher initial Slovak
language competency, more familiarity with contemporary Slovak culture, politics, and art
among minority students, and higher awareness about the situation and history of the Slovak
minority in Hungary among kin-national peers would improve their experience, and better
facilitate the development of a ‘commonality of understanding’ (Calhoun, 2003).
However, building stronger ties is not only the responsibility of the two groups, but also of the
political actors, the media and education in both states, especially when it comes to raising
awareness of the Slovak external minorities, and combatting ethnic prejudice. Close relations
between the members of external minorities and their kin-nationals may prove to be especially
important if political actors in their host-states do not incorporate ethnic minority identities and
cultures sufficiently to the majority state’s nation concept, or these identities and cultures are
not adequately represented.
Overall, we can conclude that studying in Slovakia and contact with kin-nationals resulted in
strengthened Slovak identification among the Slovak minority youth. Therefore, the scholarship
programme remains an important opportunity for both the Slovak youth in Hungary and
the Slovaks in Slovakia to learn more about each other, and about the diversity of the Slovak
language and culture.
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Hornok, R. (2019). Trans-Border Nation-Building or Trans-Border Nation-Deconstruction?
The Experience of Slovak Minority Youth from Hungary Studying in the Kin-State [Master’s
Thesis]. Budapest: Central European University.
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MOJŽIŠOVÁ, Kristína. Rómovia 30 rokov po ... [Roma 30 years after ...]. Košice: Radio
and television of Slovakia, 2020, 400 p. ISBN 978–80–973001–5–9.

French historian and the founder of contemporary research on memory Pierre Nora (pp. 23 –
43) noted that we live in an age of memory. Anette Wieviorka, a French historian, marked
contemporary history as the era of witnesses. (Vaněk – Mücke, p. 39) The book Roma 30 years
after ... brings together the stories of fourteen Slovak Roma who have decided to share their life
stories with the general public. Many of these interviews were broadcast via radio a programme
called Džanes, kaj džives? (Do you know where you live?). This programme broadcasted the
stories of Roma individuals after 1989. The main purpose of this was to highlight the fact that
the Roma are part of Slovak society. (p. 387) Some interviews also took place within the
documentary film Roma and November, which were carried out by RTVS, in cooperation with
other entities.
In the introduction of the book (p. 8), the author writes that its aim is to show people's lives as
they see themselves. An important part of the book is the fact that it wants to be a textbook for
the young generation who have no personal experience with the socio-political changes in
November 1989. For this reason, transcripts of interviews are provided with detailed notes.
These notes are characterized by a detailed spoken explanation, and thanks to that the reader is
very quickly oriented without the help of other sources. At the same time, they help to combine
historical facts and the emotions of personal experience. Each chapter represents a thematically
closed unit.
The story of this publication begins in the summer of 2018, when the editorial staff of minorities
broadcasting of Radio Patria was preparing their programme for the following year, during
which the 30th anniversary of the Velvet Revolution would be commemorated. "It wasn’t so
surprising that there wasn’t much literature about the participation of the Roma in November
that would bring out the attitudes of the Roma themselves." (p. 7) It was as if Roma history still
had no place in Slovak history. The basic dates and events of Roma history are still largely
unknown to the majority population and often have been marked with little significance in
Slovak history. Sources for contemporary Roma history exist, but they mostly lie in the archives
unprocessed. (Poláková, p. 288) During the research focused on Roma history, the stories have
become an important and indispensable part of their history.
Primarily the period of the Second World War and Holocaust has become familiar to the
majority society as a part of the history of the 20th century. Although the term Holocaust is
mainly associated with the Jewish minority, thanks to some recent activities it is also becoming
known as something that has greatly affected the Roma population, especially though the work
of American and German Roma. The author of the book addresses this in the last chapter, where
she describes the process of recognizing the Roma as victims of Second World War crimes. (p.
362)
For groups that do not have their own written history, the spoken word is the only way to
maintain collective historical heritage and ethnic membership. The Roma have had to balance
the absence of their written history through the usage of their spoken word for a long time. In
the past, there was at least one paramisar in each community, a storyteller who told legends,
fairy tales and life stories. (Poláková, p. 287 – 288) However, the narration was still considered
as very subjective in the early 1990s. For a long time, narration has been used as a source of
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knowledge by other scientific disciplines other than history (for example: ethnology,
anthropology, etc.). With time, the narration began to go more and more into historiography; as
a result the so-called white space began to fill out the narration. Official historiography has for
a long time avoided some topics – including Roma history. The publication Roma 30 years
after … definitely fills a white space in Slovak historiography, specifically the participation of
Roma in revolutionary and post-revolutionary changes in Czechoslovakia. This makes it
practically unique, and attests to the value of the book.
The main theme of the reviewed book is the position of the Roma minority during 1989 and the
situation after the Velvet revolution. The publication is divided into an introduction and sixteen
chapters. In the introduction the author presents the reader with the reasons for the book,
introduces its aims, and partially describes the background of individual interviews (more
information about interviews is available in the last chapter).
In the following fourteen chapters the life stories of witnesses/narrators are presented, a diverse
group of Roma who have been publicly active during their lives (especially in policy or in the
third sector). Although the witnesses are from different parts of Slovakia and of different ages,
they have one thing in common, they are all, except two, university-educated. They took part
in public life either before 1989 (six interviews with direct participants in the November events)
or in the 1990s (five interviews). The last three interviews were conducted with narrators who
reflect the period after 1989 from the perspective of everyday life. (p. 387) Typically, female
narrators speak about their lives through family, and family events more than men do.
The advantage of the book is the gender balance of narrators (eight men and six women). As
well as the regional balance – seven witnesses from eastern Slovakia, four from central Slovakia
and three from western Slovakia.
In the individual chapters, the reader is given information about the life of the Roma, their
position in society, the issue of (un)employment, settlements, and their life in them. In these
chapters, the book also touches on sensitive topics (the topic of identity, discrimination,
relations between the majority and the minority (division into us and them), poverty, etc.),
which it sensitively presents to the reader. A big advantage of the book is that these topics are
brought into the interviews by the narrators themselves – the Roma. The reviewed publication
is a source created by the Roma minority (the author of the book rewrote the witness statements
and did not alter them in any way). At the end of the book the author writes: "it is necessary to
make them visible and respect them when interpreting their own history". (p. 398) It often
happens that sources created by other communities (in this case the majority) may not be
understandable to the minority. This ethnocentric view repeatedly causes a radically different
interpretation of facts by the majority and minority members, respectively.
Although November 1989 is relatively recent history, it was a problem to find the protagonists
of November. Not because Roma weren’t active but because many of them have died. Their list
can be found on page 387. "The Roma have been active in finding ways to participate in society,
to be civically active, despite various political and institutional barriers." (p. 398) All the
stories in the book have a unique value. It is good that they are recorded, for several reasons.
The first one is in capturing a time by the witnesses themselves. The author through creating a
historical source will enable other researchers to work with this source in the future. It is of
great that the interviews are also archived in audio form, because the original form of the
communication with specific linguistic tendencies (for example: dialect, use of the mother
tongue, etc.) has the greatest value for other researchers. (Vaněk – Mücke, p. 158)
Nine interviews were carried out by the author of the book, three by Magdaléna Kmeťková and
one by both of them together. The interviews were collected between 2018 (interview with
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Jozef Červeňák in December) and 2020 (interview with Helena Lalíková and Koloman Gunár
– both conducted in January). Most of the interviews were recorded on a voice recorder, some
of them are also on camera. The interviews are freely available in the RTVS archive – web link
on page 390.
Chapter 15 is about the current research results of ethnologist René Lužica about the history of
the Roma Union. The union worked between 1968 – 1973. This is a transcript of the Na slovíčko
session, which was prepared by the author of the book. This chapter provides information on
the Roma life (political activity, participation of the Roma in public life etc.) in the second half
of the 20th century.
The last (author's) chapter gives a list of frequently-used terminology definitions in the
publication (the concept of identity, power, and narration), and presents related concepts of
perception and processing of marginalized history. A very interesting comparison is the
comparison of the position of Roma history with feminist perspectives.
The author works with the concept of Non-Historic people that she perceives as one of the
causes of the negative image of the Roma. On the pages of history books only developed nations
appeared, led by its representation (of monarchs, rulers, state apparatus, industry, trade, the
army… throughout short-lived civilization). For example, from the European environment the
so-called White Anglo-Saxon Person domination. From their perspective, there was no place
for primitive natives.
In the last chapter of the book, the author sets out the theoretical anchoring of the biographical
research. This part of the publication also contains a list of researchers and their publications
that address it from a scientific point of view. The main aim of the project (and for which the
book was published) was to uncover the invisible, overlooked, and marginalized history. While
the book shelves are full of publications on the Velvet revolution, the views of the non-majority
population are still missing. For this reason, I value the book very positively. However, it is a
pity that the interpretive part of the publication is no longer as a wide range of topics emerged
in the interviews which would deserve a more detailed interpretation. The publication offers a
solid basis for further research into (not only) Roma history during the last thirty years. The
book is interesting not only in content but also graphically. Small, perhaps at first glance
overlooked details complete the overall picture of the publication.
Kohoutová, Klara
Institute of Social Sciences, Centre of Social and Psychological Sciences of SAS, Košice,
e-mail: kohoutova@saske.sk
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ASEEES 52nd Annual Convention, Washington – Report from the panel “Cities between
history and memory; Cities between History and Memory in post-1989 Central Europe:
The Example of Budapest, Košice, and Western Romania”

Established in 1948, the Association for Slavic, East European and Eurasian Studies (ASEEES),
based at the University of Pittsburgh is one of the main professional organizations dedicated to
knowledge about Eastern Europe, Central Asia, the Caucasus, and Russia. Its 52nd Annual
Convention should have taken place in Washington, but due to the worldwide pandemic
situation it was held online between November 5th – 8th and 14th – 15th, 2020.
The central theme of the annual event this year was Anxiety & Rebellion. One of the panels on
November 6th looked at an initiative from the researchers of the Institute for Central European
Studies (the National University of Public Service, Budapest). The panel “Cities between
History and Memory in post-1989 Central Europe” aimed to investigate the “identity” of
Central European cities, which were defined mainly by the will and visions of the ethnic
political and cultural elites throughout the 20th century. By examining the cases of the east
Slovakian metropolitan city of Košice, the Hungarian memory of the Transylvanian cities of
Romania and the ideological functions of the present day historical narratives of the Hungarian
capital Budapest’s revolutionary legacy, the panel speakers intended to answer the following
questions: How do cities and their historical past enter into the arena of memory politics, what
social realities and ideological purpose do they serve, and what kind of social and political
antagonisms do they reflect?
In the first presentation, Veronika Szeghy-Gayer (Slovak Academy of Sciences, Košice)
analyzed the local politics of memory in post-1989 Košice. The researcher focused on the
memory politics that the Slovak city leaders and the local civil society put forward. She also
outlined the significance and the place of Košice in the Slovak and Hungarian collective
historical memories. In the second part of her presentation, she made some reference to the
European Capital of Culture project in 2013, when Košice, together with Marseille, were the
European Capitals of Culture. She argued that the European Capital of Culture project
represented a turning point in the Slovak politics of memory as the projects related to the
personality of Sándor Márai, the world-wide known Hungarian writer, showed the way the
Slovak elite was able to manage the Hungarian cultural heritage of what is now a Slovak city.
The next speaker, Csaba Zahorán (the Institute of Central European Studies, Eötvös József
Research Centre, National University of Public Service, Budapest) chose for his presentation
the title “Towns in captivity” Transformation of the Towns of Transylvania in the Interwar
Period: The Hungarian Point of View”. Zahorán investigated the Hungarian representation of
the towns in the territory of Transylvania after WWI. In particular, he outlined the idea of the
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“loss of Hungarian towns” interpreted by the contemporary Hungarian cultural elite, which to
a certain extant is present in Hungarian public discourse today. From the presentation it became
clear that the selected works perceived the changes related to ethnic relations as the major social
shift of the times. In particular, they drew attention to how Hungarian identity began to limit
career paths. They argued that Hungarians quickly disappeared from small towns and that the
Romanian elite consciously halted the development of some larger towns. Zahorán made it clear
that these common traits did not mean that none of the authors recognized other phenomena.
Some of them pointed out that changes in trade and industrial opportunities triggered growth in
several large cities. The presentation also revealed that there was heterogeneity in the way
Hungarian observers evaluated the historical significance of changes. Some saw a fundamental
continuity that balanced out the efforts of Romanian elites that only touched the surface, while
others spoke of a new milieu that was already in place. Some of the authors began to analyze
the issues that plagued the overall working of the Romanian state; recognizing that in many
cases it was bad governance that caused dysfunction.
The last speaker in the panel was Pál Hatos (University of Kaposvár). He gave a talk titled,
“From the City in Revolution from the City of Evil. The memory of 1918 – 1919 Budapest.”
The paper examined how antagonistic images of revolution and counter-revolution still shape
the memory of Budapest 100 years after the turbulent revolutionary year of 1918 – 1919, and
why they have such a prominent role in the memory politics of today’s “cultural war” in
Hungary. Hatos stressed that researchers still have a lot of work to carry out if they want to tell
a comprehensive story of the everyday life of Budapest during the revolutionary period of 1918
– 1919. In particular, the volatility of the size of the population and urban-rural dynamics are
still to be studied. While after 1989 historians regained the story of 1956, they turned away
from the revolutions of 1918 and 1919. Hatos argued that memory politics explains the lack of
knowledge about the post-WWI Budapest. The regime that followed the revolutions in August
1919 wished to erase the memory of a messianic social vision and rejected the liberal Budapest.
This was a paradox since the essence of pre-1918 Budapest – the period that the interwar regime
was fond of – was one of openness and liberalism. Using Carl E. Schorske’s categories, the
speaker pointed out that after 1989 we saw the return of identity politics that can only think in
terms of good and evil. What reality shows, however, is that for the inhabitants of the city,
Budapest is neither good nor evil. Rather, for locals, Budapest is a place that is still in the
making, and that has not of yet assumed a definite shape.
Following the presentations, Róbert Balogh (National University of Public Service), a
discussant on the panel, asked about the role of medieval traditions and symbols in the presentday representation of cities. He also asked whether it was a characteristic feature of Central
Europe that writers and cities are closely associated. As the Q&A session began, Alexander
Vari (Marywood University), encouraged panel members to try to evaluate their examples in a
comparative global context. Marty Manor Mullins (Flathead Valley Community College) had
specific questions about Košice; its local Slovak political elite and the Hungarian minority.
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There were around 100 speakers at the Annual Convention of ASEEES focused on 20th century
historical issues and on contemporary political and social analysis. In line with the plan of the
participants of the panel on Central European cities, their papers will be published in Central
European Horizons, the journal of the Institute of Central European Studies of the Eötvös József
Research Centre, which is part of the National University of Public Service
https://horizontok.hu/en/.
Róbert Balogh,
Institute of Central European Studies, Eötvös József Research Centre,
National University of Public Service, Budapest,
balogh.robert@uni-nke.hu
Veronika Szeghy-Gayer,
Institute of Social Sciences, Centre of Social and Psychological Sciences of SAS, Košice,
szeghy@saske.sk
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Conference report of the 22nd International Conference „Social Processes and
Personality“, November 18 – 20, 2020, online

The international conference Social Processes and Personality was organized by the Institute of
Psychology of the Faculty of Arts (Masaryk University) with the co-organizers Institute of
Psychology of the Academy of Sciences of the Czech Republic; Institute of Social Sciences,
Centre of Social and Psychological Sciences of Slovak Academy of Sciences and the Institute
of Experimental Psychology, Centre of Social and Psychological Sciences of Slovak Academy
of Sciences.
Due to the unfavourable situation and quarantine circumstances, the 22nd International
conference on Social Processes and Personality took place online. The international conference
was held in a limited mode and the conference program was not divided into conference
sections. All conference papers (oral presentations, symposia and posters) were published on
the conference website: http://www.spao.eu/2020/ during the conference, November 18 – 20,
2020 and were accessible not only to conference participants, but also to the professional
community in order to increase their impact in the professional community.
More than 70 participants from the Slovak Republic and the Czech Republic attended the
conference, while the thematic focus of the conference were contributions from the field of
basic and applied research in the field of social psychology and psychology of personality, as
well as contributions from related areas to psychology. The conference papers focused on the
area of coping strategies, burnout syndrome, workload, stress and well-being. Forgiveness,
post-traumatic development and quality of life in cancer patients were also addressed in the
conference. Personality characteristics, emotional intelligence and motivation were the subjects
of research in several papers. The thematic focus of the papers was in the field of developmental
psychology and also in the field of the psychometric characteristics of questionnaires.
The unfavourable situation, in regard to Covid-19, did not allow researchers in the field of social
psychology and psychology of personality to meet in person. The published papers will allow
for the sharing of information and provide space for further cooperation between Slovak and
Czech experts in basic and applied research.
Important information about the conference, including programme and conference proceedings,
can be found online at: http://www.spao.eu/spo.php

Tatiana Pethö,
Department of Managerial Psychology, Faculty of Management, Prešov University in Prešov
tatiana.petho@unipo.sk, ORCID 0000-0001-7540-821X
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Conference Report “DREAM ROAD – Interreg Danube Transnational Programme”
Opening Meeting, December 2, 2020, online

The Opening Event of the “DREAM ROAD – Interreg Danube Transnational Programme” took
place online on 2nd December 2020 from 10 am to 1 pm. The event was open to the public in
addition to project partners who summarized and detailed project activities and the broader context
of the project implementation.
The project runs within the framework of Danube Transnational Programme (Interreg) and is cofunded by European Union Funds (ERDF, IPA, ENI). The main objective of the project is to
enhance digital, informational and functional literacy among marginalized Roma through joint
development of novel interventions (learning lab, know-how platform and trainings) and
establishment of broad institutional alliances in their implementation.
After a short introduction, host of the conference Tamara Muhič from the Research and Educational
Centre Mansion Rakican (Slovenia) introduced Robert Celec, director of the same institution,
which is the leading partner of the project. In his speech, Mr Celec emphasized importance to
diminish differences in societal status of urban and rural Roma populace.
Daniel Grebeldinger of the project partner Nevo Parudimos Association (Romania) presented a
topic “Central Challenges Facing Roma in the Danube Region at Present” in which he highlighted
the problem of antigypsyism as a form of racism and specified struggles of the EU institutions to
tackle the issue at a national level.
Teodora Krumova and Dejan Dimitrov Kolev of the project partner Centre Amalipe (Bulgaria) in
their presentation “Roma segregation and Education Participation” talked about different
approaches to distance learning in Bulgaria in the COVID-19 period.
Jiří Danes of the project partner Institute of Social Innovations (Czechia) presented a topic “Social
Innovations Practices as a Tool for Societal Progress”, in which he stressed importance of higher
effectivity of local sources usage and creation of new regionally interconnected markets involving
Roma populace.
Doroteja Novak of the leading project partner Research and Educational Centre Mansion Rakican
(Slovenia) referred about “Roma as Agents of Change – Best Practices”. Mrs Novak described
implemented regional programmes for Roma inclusion in Slovenia “Social Activation Programme
Trust Yourselves” and “Programme: Green and Healthy Social Inclusion of Roma” and explained
practical tools how to maintain their sustainability.
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After closing remarks, host Tamara Muhič issued the press release in which she highlighted the
importance of not only education, but also modernization and digitalization in Roma settlements.
With this aim, the project will establish LEARNING LABs in order to increase informational,
functional and digital literacy.
The full accepted text of the press release is available at: http://www.interreg-danube.eu/approvedprojects/dream-road
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