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Foreword

The role of culture in language education has been long recognised and
acknowledged. Languages and cultures are intertwined, and when learning
a new language, one will come into contact with the related culture(s). The
language learner, whose learning experience is complete with discovering,
processing, understanding and accepting the other culture(s), will be able to
proceed further into understanding the new language and hopefully develop
a culturally aware personality. Intercultural competencies help one better
understand the new cultures and one’s own culture. Taking a step back and
looking at one’s own cultural background from a distance can help relate to
‘otherness’ in a more accepting way.

Recently there has been a stronger emphasis on the role of learning
about culture in early childhood language development. Language educators
working with young children in nurseries, kindergarten and lower primary
classes integrate elements of culture and cultural awareness-raising in their
classroom work and syllabuses.

The studies published in this volume are arranged around three main
themes. First, the role of cultures in teacher education is investigated. In the
next section, the studies explore various perspectives of cultures and languages
in the pre-school context. The final section examines the role of literature in
linguistic and intercultural dimensions.

Section 1: Languages and Cultures in Teacher Education

In Furcsa and Szaszkd’s study, pre-service primary school teachers’ attitudes
and relations toward the cultures of English-speaking countries and learning
English as a foreign language are investigated through spontaneous metaphor
research. Their study focuses on the role of cultural beliefs in language
teaching. Bernhardt and Furcsa’s article describes the theoretical background
of implementing an intercultural sensitivity training programme designed for
international students at Eszterhdzy Karoly University (EKU). This topic has
great relevance at a time when internationalisation is of utmost importance
in higher education. Arva and Trentinné Benké’s paper gives an account of
the rationale and development of an event called ‘Drop everything and learn/
teach languages’ for teacher trainees at ELTE TOK. The ultimate aim of
the annual programme is to increase student teachers’ motivation to study
languages and cultures and promote the linguistic and cultural diversity of
Europe. Gulyas and Déri’s study concentrates on developing the intercultural
competencies of Hungarian and Erasmus primary and pre-school teacher
trainees through non-formal learning in a higher educational context (ELTE
TOK). Lipéczi-Csabai and Szabd's report is about pre-EU and EU intercultural

[cl0ele)



8 Foreword

projects that involved primary pre-service and in-service teachers at a teacher
training college. Next, from Bajzath et al’s study we can learn about a European
collaboration project run by early childhood institutions, whose goal was to
increase the intercultural competencies of professionals working in this field.
This section concludes with a study by Fenyédi on how primary children’s
cultural awareness is developed in Hungarian Ethics classes.

Section 2: Languages and Cultures in Early Childhood

The studies in the second section are connected by the relatively novel field of
intercultural issues in pre-primary foreign language education. According to
the survey by Marton, Kovacs and Czachesz, the inclusive approach of bilingual
early years education is supported by the Reggio Emilia Approach: the authors
give an account of the research project in support of this statement. Two
further studies are included, which both report on multicultural education in
daycare institutions in Hungary. The first one by Czirmai and Lo Bello argues
in favour of showing children basic concepts of multiculturalism, acceptance
and tolerance. The second one by Czévek, Endrédy and Arva reports the
implementation of multicultural education in two Budapest nurseries. Both
of these studies demonstrate positive experiences among the participants.
Another empirical research is presented on the Third-Culture Kid (TCK)
phenomenon by Kérds and Trentinné Benkd, discussing both the positive and
negative consequences of growing up in a multicultural environment, which
is becoming increasingly common these days. The next article by Kruppa and
Gaspar examines how young children who live in their own L1 environment,
are able to acquire languages through participating in cultural learning in a
10-month-long programme. By the end of this course, the children are expected
to learn to respect other cultures and accept diversity. Noé and Koviacs present
the results of a study examining the efficacy of preschool children’s language
learning. The concluding piece in this section by Nemes investigates a topic that
has recently gained considerable significance in Hungary: the author reports
on her research about the advantages of being bilingual and the difficulties
multilingual families might face.

Section 3: Languages, cultures and literature

The overarching topic of the final section is literature to link language with
culture. The first study, written by Poros, introduces a course on teaching
literature for undergraduate students. What makes this course framework
special is that it has been planned by taking into consideration the various
linguistic and cultural backgrounds of the mix of international preschool
participants. By including fairy tales, projects, language learning and
international cooperation between a British and a Hungarian university,
Bethlenfalvyné Streitmann gives an account of how a story-based method
can inspire students’ creativity, and develop their critical thinking, problem-
solving and decision-making skills. While the positive role of authentic
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children’s books in early language development is usually taken for granted,
the paper by Palkéné Tabi argues that Hungarian children’s books in English
can also be used successfully. Kophdzi-Molnar in her article examines how
rewritten tales are constructed through the example of the fairy tale Cinderella,
suggesting that these newly created stories are ‘redundant’ since they are
usually formed as an extension of the original tale. Questions of identity are
examined in the next two studies. The first one by Kitzinger focuses on the
poems of Hungarian-American poets, while the second one by Podlovics
explores the use of the Welsh language and the identity of Welsh people. It is
claimed that the natural language acquisition in the bilingual region of Wales
should also be considered for the reader in the Hungarian context. The last
piece of the section by Hovanyi reflects on the nature of reading and vision as
analysed in a comparison between Caravaggio’s work entitled Narcissus and
a famous narration of the myth describing Narcissus and Echo as found in
Ovid’s Metamorphoses.

As editors, we can only hope that the reader will find the issues discussed
relevant to their professional interest and will enjoy reading the papers in the
present volume

Eva Trentinné Benké & Valéria Arva



Languages and Cultures
in Teacher Education
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The importance of raising the intercultural
sensitivity of university students

Furcsa, Laura — Szaszkd, Rita

This paper describes the theoretical background of the planning and implementation
process for an intercultural sensitivity training programme targeting foreign students
based on the experience of a previous intercultural projects (Furcsa, 2009; Szaszkd,
2018). At Eszterhazy Karoly University (EKU) (Eger, Hungary), foreign students come
from different countries to study in various fields and participate in a programme
tailored toward raising intercultural awareness each semester. The authors of the
present article actively contributed to the design and implementation of this special
training programme developed for the incoming students at EKU. The main objectives
of this intercultural sensitivity-raising programme are to gain a deeper knowledge
and understanding of various cultures, focus on the issues of biases, stereotypes,
discrimination, acculturation, problem-solving, skills development, and team building,
all aspects that comprise focal points of this paper.

Keywords: intercultural sensitivity, international mobility, social issues

Previous intercultural research projects on the Campus

Students’ cultural awareness, a term used as a synonym of seusitivity in the
present context, can be increased by using online communication tools. Our
previous project (Furcsa, 2009) aimed at improving intercultural awareness in a
series of e-mail discussions between Hungarian prospective teachers of English
and American teacher students. During the project, students discussed topics
referring to cultures, languages, and pedagogical issues by means of two cases
studies focusing on cultural differences. The study revealed that communication
with peers who come from different cultural backgrounds contributes to changes
in attitudes and strategies used to address different viewpoints. In short, this type of
dialogue enhances cultural awareness. Students gained knowledge about both the
target as well as the native culture, and their discussion, argumentation, negotiation
with peers and reflections upon their own culture supported the process of active
knowledge construction through communication. In this project, students worked
in pairs, which enabled them to learn from one another’s personal experiences by
listening to the partner’s points of view while articulating their own views. This
directed exposure to intercultural communication contributed significantly to the
enhancement of students’ intercultural competence and acquisition of first-hand

[cl0ele)



12 Furcsa, Laura — Szaszké, Rita

knowledge about the other culture. Our conclusion of this project emphasised
that facilitators had to be well-trained and needed to guide participants so that
discussions would be genuinely engaging and stimulating.

A small-scale pilot classroom investigation (Szaszké, 2018) held during an
English language development course for college students (N=12) at EKU also
confirmed that carefully chosen films (including certain elements of intercultural
issues, e.g. empathy, intercultural conflict, racism, stereotypes, ethnic traditions,
acculturation/assimilation conflict, the history of the target country, etc.) can
also lend themselves to improving various intercultural competences integrated
with linguistic and social skills development (Pelgrum, 2008). That is, films
together with various types of complementary exercises tended to raise the
participating students’ language learning motivation while also enhancing their
cooperation and intercultural awareness.

International student mobility in Hungary

In Hungary, globalisation, global changes, and a rapid increase in student mobility
has created new challenges for higher education institutions where students had
previously been more homogeneous in terms of students’ nationality and language.
Over the past few years, an intense surge in international student mobility has been
observed in many countries. Internationalisation is one of the most important
factors in determining quality of education and is therefore a priority strategy for
universities. An essential driver in increasing the level of internationalisation is
mobility, an area that has grown significantly in numbers in recent years.

The OECD (2018) defines the term of ‘internationally mobile student” in
the following: “An internationally mobile student is an individual who has
physically crossed an international border between two countries with the
objective to participate in educational activities in a destination country,
where the destination country is different from his or her country of origin”
(OECD, 2018, p. 38). In Hungary, international students are usually enrolled as
regular students for one semester and expected to attend the classes selected,
which are mainly taught in English. Figure 1 shows the countries of origin for
incoming students, the destination countries for Hungarian students studying
abroad, and most important indicators of mobility of international student
mobility in Hungary.

Over the years, Hungary has witnessed a growing trend of incoming student
mobility. A vast majority of students arrive in Hungary within the framework of
the Erasmus+ study abroad programme created by the European Commission'.
The Erasmus+ international initiative aims to support education, training,
youth, and sport. To present, it has enabled over four million Europeans to gain
experience in various European contexts in the related fields. Furthermore,
Stipendium Hungaricum (2021) and the Scholarship Programme for Christian
Young People Hungary Helps (2021) launched by the Hungarian Government
are two further scholarship programmes through which international students

! European Commission. Erasmus+: https://ec.europa.eu/programmes/erasmus-plus/about_en
(01 March, 2021)
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can study in various disciplinary areas at the higher education level in Hungary.
These programs have been created to enhance the internationalisation of
Hungarian higher education regarding study programmes, course contents
structures and designs, research, and network building.

Figure 1

Global flow of tertiary-level students in Hungary

(Source: Global Flow of Tertiary-Level Students. http://uis.unesco.org/en/uis-student-
flow, downloaded: 01 March, 2021)

® Where do students come from? Arrows resized

O Where do students go? (

r

P

Intermationslly mobile students

] 100 1,000 5000 10,000 50,000

Hungary

Competences for active communication
in a different cultural context

For both the incoming students and the institutional staff and professors,
the prerequisite of the training programme was to formulate what the most
important competences for communicating and participating in a foreign
educational context are. We were following the understanding of global
competence proposed by Council of Europe (2016, p. 35). This model proposes
decomposing this macro term into the smaller components of

— skills: analytical and critical thinking, empathy and flexibility, ability to
interact effectively in situations of cooperation and conflict-resolution,

— knowledge and understanding: knowledge and critical understanding of
global issues (history, politics, etc.), intercultural communication and the
psychological concept of self,

— attitudes: openness toward and respect of people coming from other
cultures, global-mindedness, tolerance, and responsibility,

— values: accepting human dignity, cultural diversity and principles of
democracy and equality as basic values.


http://uis.unesco.org/en/uis-student-flow
http://uis.unesco.org/en/uis-student-flow
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Within this framework, each dimension of the management process that
foreign students undergo as they transition culturally during their interaction
with people from other cultures can be handled separately and can be defined
as a main target of the intercultural training activities.

Social issues and identity in mobility

The phenomenon of international student exchanges includes a complexity
of social issues such as, “students make autonomous choices about their
international study, picking from thousands of courses of study, motivated
by any number of peer, family, economic, and cultural influences, yet in this
complexity there are discernible trends” (Shields, 2013, p. 2). A relevant trend
in investigating international mobility concerns the identity of international
students. Dolby and Rizvi (2008) argue that international students develop
their identity within the context of mobility. Young people participating in an
exchange program do not see themselves neither as immigrants nor as tourists,
“but consider themselves to occupy an entirely different space” (Dolby & Rizvi,
2008, p. 2). In case of international students, their identity is influenced by their
own cultural identity and distinctiveness, moreover, they view themselves as
belonging to a more complex and cosmopolitan reality.

The intercultural factors of the sensitivity training
for foreign students

The intensive 60-hour intercultural awareness raising training programme
under discussion was designed to gain insights into the following areas of
sensitive intercultural concerns: cultural biases, stereotypes, discrimination,
acculturation, problem-solving, skills development, and team building. During
the course design, these components were selected based on the literature
since the intercultural issues listed above are widespread throughout the world
regardless of country, ethnic group, language, etc. Apart from the relevance and
significance of the highlighted intercultural topics, the time constraints of the
course also had to be taken into consideration when selecting its key factors. The
following contains a brief presentation of the named intercultural factors.

Cultural biases

According to the APA Dictionary of Psychology (2021), cultural biases imply
the interpretation and judgement of phenomena based on people’s own
characteristic beliefs, values, and further peculiarities stemming from their
social group or community. As a result, they tend to create their views and
make decisions about others without any (deeper) information about them or
exposure to them. The phenomenon of cultural bias is also closely related to
prejudice. Nemetz-Robinson (1985) also states that certain cognitive biases
could be responsible for the negative perception of exposure to another culture
or a member of another ethnic group, such as first impressions experienced
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due to limited information and access to the target culture. Furthermore,
Nemetz-Robinson discusses how and why various forms of intercultural
contact may influence intergroup relationships by emphasising the impact
of cognitive biases. That is, encounters with other cultures can determine
how a person interprets and judges the members of another cultural group.
Nemetz-Robinson also draws attention the roles of cues and schemas during
intercultural contacts. Cues imply the perception of the other’s physical
appearance, behaviour, verbal characteristics, language, paralanguage, and the
context of exposure. Schemas regard cognitive structures involving a person
and event, through which information is processed Nemetz-Robinson (1985).

Stereotypes

According to the social identity theory, stereotyping can be considered
the outcome of cognitive processes. Kramsch defined stereotypes as
“conventionalized ways of talking and thinking about other people and
cultures” (2000, p. 131). Also, Tauguri emphasises that “stereotyping is the
general inclination to place a person in categories according to some easily
and quickly identifiable characteristics such as age, sex, ethnic membership,
nationality or occupation, and then to attribute to him (her) qualities believed
to be typical of member of that group” (Tagiuri, 1969, p. 426).

Furthermore, Brown and Hewstone (2005) draw attention to the fact that,
in order to banish stereotypes, people need to reorganize their perceptions,
behaviour, and emotions by reformulating their original categories in their minds.

Discrimination

Discrimination can be conceptualised as “the unfair or prejudicial treatment of
people and groups based on characteristics such as race, gender, age or sexual
orientation” (APA Dictionary of Psychology, 2021). Furthermore, discrimination
is often orientated towards an individual due to the social group that person
belongs to. It is a typical phenomenon that discriminatory attitudes and actions
tend to imply certain disadvantage, harm, or wrong toward the individuals at
whom discrimination is directed (Stanford Encyclopaedia of Philosophy, 2020).
It must be emphasised that stereotypes can be characterised by both negative
and positive attributes and prejudice can involve beliefs that can lead to negative
feelings, e.g. dislike, fear, condescension, anger or even hatred. As a result,
stereotyping and prejudice can lead to having a positive attitude towards the
members of the ingroup, and discrimination against outgroups.

Acculturation

Acculturation is the process during which a person or a cultural/social group
adjusts to another culture and behaviour of that culture due to an intercultural
exposure (Berry, 2019). Various models have been constructed to reveal the
complex nature of acculturation. In the present context, the four-fold bilinear
model (Berry, 1997) is highlighted and selected to be explored during the
present intercultural sensitivity training programme. This model consists


https://plato.stanford.edu/index.html
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of two dimensions: 1) retention-rejection of native identity and culture, 2)
adoption-rejection of dominant/host culture. Consequently, the four emerging
stages of acculturation in the model are 1) assimilation (adopting the cultural
norms of the dominant/host culture), 2) separation (rejection of the dominant/
host culture), 3) integration/biculturalism (adopting the cultural norms of the
dominant/host culture and maintaining original culture and 4) marginalisation
(rejection of both the dominant/host and original culture). When discussing
acculturation, the phenomenon of culture shock must also be highlighted.
Culture shock is characterised by Oberg’s (1960) phases:

1. honeymoon (the positive perceptions of the other culture),

2. negotiation (realising the differences between the old and the new culture),
3. adjustment (acclimatisation and the development of new routines), and

4. adaptation (feeling comfortable in the host culture, the stage of biculturalism).

Problem-solving, skills development and team building

During different forms of intercultural encounters and intercultural
communication situations, various problems can emerge due to reasons of
different nature such as language barriers, stereotyping, culture shock, etc.
Therefore, a complex, holistic attitude (Kisné Bernhardt, 2012) is essential to
develop problem-solving skills, skills development, and team building.

Figure 2
Examples of transversal competences
(Source: Sd & Serpa, 2018, p. 28)

Figure 2 displays the components of transversal competences, which include
among others social interaction, problem-solving, adaptability and teamwork,
elements that are particularly relevant for our intercultural awareness course.
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Also, the European Commission (2019) draws attention to the significance
of the constant improvement of the key competences for lifelong learning,
i.e., multilingualism, cultural awareness, and expression. A discussion of the
structures, methods, techniques, and tasks regarding problem-solving, skills
development, and teambuilding are beyond the scope of the present paper.

Summary

The present study undertook to provide and discuss the theoretical background
to a 60-hour, short-cut intercultural sensitivity training programme designed
for international students at EKU. The authors were actively involved in the
design and implementation of this training programme. In this paper, our goal
did not include the introduction of the course regarding its structure, contents,
and course description. The aim of this theoretical review was to provide an
extract of the overview of the literature that was examined prior to, during,
and subsequent to the design of the course. The main areas of exploration
included competences necessary for efficient intercultural communication,
social issues of mobility, and identity. Finally, the factors that would be key to
the course contents were conceptualised, namely: cultural biases, stereotypes,
discrimination, acculturation, problem-solving, skills development, and team
building.
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Prospective teachers’ attitudes and relations
toward the culture of English-speaking
countries regarding their specialisation

Bernhardt, Rendta — Furcsa, Laura

——<o>——

By using spontaneous metaphor research, our paper investigates prospective primary
school teachers’ attitudes and relations toward the culture of English-speaking countries
and learning English as a foreign language. Metaphors reveal people’s subconscious
ideas and understandings towards their beliefs and attitudes, in this case, towards the
culture of English-speaking countries. The participants consisted of student teachers
specialising in English (N=12) or another specialisation (N=20). In addition, students’
English proficiency was also reflected in this grouping, which helped to demonstrate
the effects of prior English knowledge and experiences. An elicitation sheet with the
unfinished sentence, “Foreign language learning is like ... because ..” was used as the
tool of data collection. The data were analysed qualitatively by coding, categorising,
and finalising the metaphors. The present paper focuses exclusively on the data in
connection with the concept of culture while analyses of the other concepts are
described in Kisné Bernhardt and Furcsa (2020). The findings of the metaphor research
revealed different attitudes according to teacher students’ specialisations and therefore
contribute to a deeper understanding of selecting appropriate approaches to English
teaching. In our paper, we first describe the importance and role of cultural beliefs
in language teaching, then we focus on various aspects of metaphor research. The
sociocultural dimension of metaphor research aims at investigating the involvement
of sociocultural factors in the process of conceptualisation. In the second part of the
paper, the findings of our metaphor research are presented.

Keywords: English culture, teacher education, metaphor research

The cultural beliefs of language teachers

Culture can be interpreted as an evolving concept which has an important
effect on the teaching practices and attitudes of prospective language teachers.
In this paper, this dimension of language teaching is analysed from a qualitative
aspect with the aim of shedding light on what trainee teachers believe as
regards this aspect. The primary aim of this research was to uncover students’
relations towards culture and to investigate what impact these views have on
the incorporation of culture in classroom practices.

[cl0ele)
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The importance of culture and its roles in language teaching and learning
have been emphasised in language pedagogy. Weninger and Kiss (2013)
categorise three stages in dealing with culture. The first stage (1950—1990’s)
emphasises the facts to be learnt about the target language culture. The
second stage, specifically the communicative era (the 1990’s), highlighted
the relationship between language and culture with culture viewed as a key
component of language learning. Furthermore, the notion of intercultural
communicative competence was introduced. The last stage (2000’s) confirms
a transnational approach in a globalised world. It is widely accepted nowadays
that language and culture are interrelated and the interdisciplinary concept
of intercultural competence includes the socially and culturally appropriate
usage of language. Language education requires language teachers to be
interculturally aware and competent users of the language who move beyond
the limits of teaching grammar and vocabulary (Szaszkd, 2010).

Sociocultural implications of metaphors

Metaphors can be interpreted as reflections of respondents’ socio-cultural
contexts as they are affected by their cultural background, a phenomenon that
reveals basic attitudes and beliefs. In this respect, metaphors can be seen as
an integration between cognitive and socio-cultural factors. Gabillon (2005, p.
243) argues that the beliefs and attitudes produced by learners represent their
socio-cultural contexts that are formed through sociocultural experience,
including educational experience. More precisely, the cognitive and socio-
cultural perspectives constitute a continuum as ‘these two approaches should
not be considered as mutually exclusive but rather points on a continuum
where classical cognitive orientations are placed at one end and sociocultural
orientations at the other. In this framework, beliefs are interpreted from a
cognitive perspective as constant phenomena which are resistant to change.
However, from a socio-psychological perspective, learner beliefs are viewed to
be both stable and changeable. These concepts may give a more precise view
of the structure of the respondents’ beliefs and mechanisms.

Investigating cultural beliefs through metaphors

Trainee teachers’ beliefs towards culture are based on their prior experiences
and knowledge accumulated from personal experiences and educational
background in a complex way. Each student brings a complex set of perceptions
that plays a decisive role in formulating their beliefs concerning the process of
learning and teaching. These beliefs have an important effect on their success
in language learning, and later, on their language teaching practices. However,
it is difficult to gain insight into what shapes teachers’ mindsets: one possible
solution is to investigate the transformation of these mental conceptions into
metaphorical perceptions. The present study intends to relate participants’
underlying assumptions about their concepts towards the culture of the
English-speaking countries into metaphorical perceptions.
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Metaphors are used to study aspects of the subconscious, containing tacitly
held beliefs (Lakoft & Johnson, 1980). Metaphors are cognitive constructs which
outline human thinking about the world. Metaphors are not seen as being
merely a linguistic phenomenon, but rather a manifestation of representation
and thought. This paper investigates the metaphorical conceptualizations of
prospective teachers of English in connection with relations towards the culture
of the English-speaking countries based on the established principles of the
cognitive theory of metaphor recommended by Lakoff (2006, p. 185) stating that,
‘the locus of metaphor is not in language at all, but in the way we conceptualize
one mental domain in terms of another.

Metaphors allow us to describe abstract concepts (ideas, thoughts, and
emotions) in concrete, familiar, and tangible domains. Moreover, metaphors are
a means for comprehending and drawing interferences about these concepts.
The complexity and interrelatedness of these concepts can be represented in
the form of a metaphor grid (used for instance in Trentinné Benkd, 2016).
Metaphors are valuable tools to reflect participants’ beliefs and raise awareness
of the underlying links between these concepts. The abstract idea of culture and
the respondents’ relations towards culture become more concrete through the
cognitive process of substitution and similarity.

Student teachers’ beliefs and attitudes toward
foreign language learning

Metaphor as a qualitative research method has become widespread in the last
few decades to raise awareness of theoretical expectations. In our empirical
research, the metaphors that were spontaneously evoked in reference to the
concepts of foreign language learning (N=32) could be distributed into six
conceptual categories called target domains or secondary metaphors. According
to the results, twelve spontaneous metaphors selected in four categories could
be distinguished among the group of student teachers who have specialised
in English Language teaching (STEL): discovery, elixir, hobby, challenge. There
are twenty unfinished sentences in the sample of student teachers who have
specialised in other subjects (STOS) and their metaphors fall into the following
five categories: discovery, elixir, hobby, pain, puzzle.

As Figure 1 represents, three conceptual frameworks are based upon
similar notions and opinions in the whole sample. The research group (STEL)
(number 1) and the control group (STOS) (number 2) are represented in
different colours in Figure 1 below®.

2 The concepts numbered 1, 2 occurred in both the research and the control group.
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Figure 1
Target domains and metaphors of the source domain
Foreign Language Learning (Source domain)
et [ Subcomeption etapor

Culture (1) e ey, Caupment,
Knowledge (1) learning (N=2)

Discovery (1,2) Culture (2) yin/yang, ticket, adventure, journey
Improvement (2) ripening, bird, neverending story
Possibility (2) magic, gift
Happiness (1) sunshine, hiking

Hobby (1,2) Worship (1) hobby
Hobby (2) sunshine, rollercoaster

Elixir (1,2) Elixir (1) air
Basic condition (2) coffee before a sport match,
Need (2) IT, swimming
Practice (1) singing, playing musical instrument

Challenge (1)
Challenge (1) experiment

Pain (2) Torture (2) winter, dentist

Puzzle (2) Analysis (2) l;%?:g:;, (CISI(:lg’) competition,

Upon comparing the research and control groups, the following similarities and
differences can be discussed. The most common type of responses characterised
the process of foreign language learning as a form of discovery and innovation.
There are three similar target domains (‘Discovery, ‘Hobby, ‘Elixir’) referring to
the idea of how pleasant, important, and enriching language learning can be (e.g.,
‘sunshine; ‘new equipment; ‘journey’). The target domain of ‘Discovery’ dominates
in both the research and control sample and the richest descriptions and most
vivid ideas can also be found in this category. The attitude of the research sample
can be described as predominantly positive towards language learning.

The differences of the notions transferred by the metaphors can be grouped
into the categories of ‘Challenge; ‘Pain’ and Puzzle’. As for student teachers’
specialising in English language teaching (STEL), metaphors of language
learning were described as a challenge or process and an activity in which
an excessive amount of practice is needed. The ideas of language learning
suggested by the control group include negative meanings referring to the
difficulties and complications of learning (‘dentist, winter’). Learning can also
be described by metaphors suggesting thoughts of ‘route where obstacles
appear, a competition of winners and losers’ (‘highway code, mystery’).



Prospective teachers’ attitudes and relations toward the culture of... 23

‘Culture’ as a subconceptual domain

Prospective teachers’ attitudes and relations toward the culture of English-
speaking countries through the concept of ‘Foreign language learning’ (FLL)
was further investigated. In our metaphor research ‘Foreign language learning’
as a source domain (key concept) is a viable and important resource for gaining
of adeeper understanding of the educational process. Primary student teachers’
experience and knowledge of the language learning situations, indicated by
metaphors, reveal relations to the educational system.

The metaphors of ‘Foreign language learning’ as a source domain have a
variety of individual representations. Improved Metaphor Analysis (IMA) has
been applied to provide a clear cognitive construct for the student teachers’ way
of thinking (Fabian, 2013). IMA follows the basic principles of metaphor analysis
techniques (Vamos, 2003), highlighting a model with a focus on the importance
of creating a new unit (target domain) as the secondary metaphor. ‘A further
merit of creating metaphors lies in the fact that it suits the investigation of beliefs
and attitudes related to complex concepts even more’ (Fabidn, 2013, p. 1027) and
it applies to the research process and analysis presented below.

As was stated by the procedure of data process in our research, the student
teachers’ metaphor-related concepts can be divided into propositions.

The contents of each proposition were explored carefully and rearranged into
new categories, in which each new category is featured based upon the shared
meaning of the included propositions. The newly created secondary metaphors
retain the original visual representation of the target concept. Finally, the
contents of the target domain have been analysed to establish the conceptual
meaning of the characteristic features (Fabian, 2013).

Since metaphors must be studied for how they present the world rather than
simply for what they say about that world, ‘Culture’- as one of the subconceptual
domains and at the same time as a secondary metaphor (source domain) in the
conceptual category of ‘Discovery’ — consists of seven explanations of Foreign
language learning’ (source domain).

Regarding the metaphors of student teachers specialising in English
Language (STEL), two subcategories of ‘Discovery’ can be distinguished as
‘Culture’and ‘Learning’. The subgroup of ‘Culture’ indicates different views and
notions concerning the concept of foreign language learning. It can be viewed
as a tool that helps one become familiarised with new cultures and people in
the world according to the metaphors of both student teachers specialising in
English Language (STEL) and those specialising in other subjects (STOS).

Spontaneous metaphors which belong to the category of ‘Culture’, given
by STEL, are the following: ‘journey’ (2) and ‘superpower’ (‘journey, because
it is an opportunity to get to know new cultures’); ‘a new tool, because it helps
us learn about a new culture’; ‘a superpower, because I am understood and can
understand people in the world).

The subgroup of Discovery’ in the sample of STOS include concepts
representing language learning as Culture, Improvement and Possibility.
According to the three conceptual subdomains the approach of foreign
language learning provides the chance of ‘Discovery’ and is regarded the most
important by this group of students.
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The subconceptual domains of ‘Culture’, Improvement and ‘Possibility’
demonstrate language learning as an adventurous, exciting, and effective
process. The concepts of ‘Culture’ subgroup: ‘yin/yang, ‘journey, ‘ticket’ or
‘adventure’ focus on new and unknown traditions, mysterious places (‘yin/
yang which aligns different cultures, ‘a journey which never ends, ‘adventure,
because I can discover the world, ‘a ticket to a new world I will be a part of’).

According to Jensen (2006), metaphors are commonly categorized as: active,
inactive, dead, and foundational while their significance to educational research
must be understood. In our research the theories of spontaneous metaphors
are mainly active metaphors because active metaphors ‘convey metaphoric
connection between the topic term? and vehicle term® (Jensen, 2006, p. 110)
and salient characteristics of both terms can be described, furthermore the
metaphoric resonance between the two concepts can be determined.

In active metaphors, the topic term (‘Foreign language learning’) must
be interpreted through the vehicle terms. The target domain (Culture)
characterises the source domain (‘Foreign language learning’) as it is described
by the following metaphors (Figure 2). While these opinions take the form of a
variety of utterances from simple structures to complex sentences at this stage,
we introduce the concept of proposition, which is the smallest meaningful
unit of the argument that supports the metaphoric statement. According to
Simsek (2014) the concepts of ‘Culture’ domain tend to be mainly interactional
(compare structural or functional metaphors in Simsek, 2014). Metaphor
according to the source domain is a process which connects people and
provides the opportunity to get information about new places and showcases
cultural diversity. (See Figure 2)

Figure 2
Metaphors of 'Culture’ (target domain)

“journey, because it is an

opportunity to get to know

new cultures”

Foreign

““a superpower, because I language

am understood and can

learning

understand people in the

world”.

“a new equipment,, because

it helps us learn about a

new culture

3 source domain
* target domain
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Summary

Investigating prospective teachers’ attitudes and relations toward the culture
of English-speaking countries regarding their specialization, the results show
that the concept structure of ‘Foreign language learning’ (source domain) is
dominated by a cultural aspect. Based upon the spontaneous metaphors of
the research and control group, the structure of the source domain has the
following features in common:

— FLL (‘Foreign language learning’) is characterised by intercultural features,
the encountering of cultures (differences, infinity, discovery, learning and
understanding);

— FLL is an activity that provides relaxation and enjoyment;

— FLL bears knowledge about and curiosities of the world;

— FLL has practical purposes: essential, understanding and being understood;

— FLL requires practice (only in the group of STEL);

— FLL is challenging: it is based on rules and is a continuous improvement
(only in the group of STOS).

As the previous structure indicates, metaphors refer to different elements of
the key concept (‘Foreign language learning’). During the process of learning
a foreign language, students create and modify the meaning structure of the
"Foreign Language Learning’ and the prototype of the target concept. One of
the most important features of metaphor research is that prospective teachers
use these metaphors to express themselves even as these concepts remain
largely unconscious, As such, metaphors indicate a great deal about students’
hidden thoughts and emotions towards 'Foreign language learning’ As stated
by Fénagy (2000), a metaphor is like a Rorschach test as it can also express
what we do not know and thus exceed our intentions.
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Celebrating languages and cultures

Nurturing the non-formal language learning
environment in teacher education

Arva, Valéria — Trentinné Benkd, Eva

This article gives an account of the development of an event designed to motivate
teacher trainee students to learn languages. The event was planned and organised by
the Department of Foreign Languages and Literature at the Faculty of Primary and
Pre-school Education, E6tvoés Lorand University (ELTE TOK). The department’s
intention was to play a proactive role in enhancing students’ language education by
crossing the boundaries of formal foreign language courses. The initial concept was to
hold a language fair like a pop-up event that would be easily noticeable throughout the
building, flexible for participants and cater to the students’ individual needs. Entitled
‘Drop everything and learn/teach languages; this event was held on September 26th,
the European Day of Languages, as introduced by the Committee of Ministers of the
Council of Europe in 2001, the Year of European Languages (Council of Europe, 2001).
The European Day of Languages aims to draw attention to the importance of language
learning, promote the rich linguistic and cultural diversity of Europe, and encourage
lifelong language learning in and out of school. The title of ‘Drop everything and
learn/teach languages’ was additionally inspired by the ‘Drop Everything and Read’
programme initiated to promote sustained silent reading.

Keywords: language learning, higher education, motivation, learner autonomy, non-
formal learning

Status Quo: The language learning situation
in Hungary and Europe

According to Eurostat (2016) the number of citizens who are able to speak
foreign languages is fairly low in Hungary. While in the EU 64.6% of the adult
population (aged 25-64) claimed to speak at least one foreign language, in
Hungary this figure was significantly lower, at only 42.4%. (see Figure 1)

[cl0ele)
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Figure 1
The language learning situation in Hungary (Eurostat, 2016)
Population aged 25-64 reporting they knew one or more foreign languages, 2016 (-]
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The Eurostat (2019) statistics show that at the secondary level, on average almost
60% of students learn at least two foreign languages in the EU. The Hungarian
average, which rose between 2014 and 2019, approaches 70%. (Figure 2)

Figure 2
What share of students learn two or more foreign languages? (Eurostat, 2019)

What share of students learn two or more foreign languages?
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B2 level language certificate is a pre-requisite for graduation, a significant
proportion of the student population does not master a foreign language at the
legally required B2 level. The reason for their insufficient language knowledge
may either lie in the failure of language education at secondary level or the
possibility that these students lack the opportunities, financial means, or
internal motivation to acquire a foreign language at the required level.
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The 2018 Flash Eurobarometer survey results (Flash Eurobarometer, 2018,
pp. 41-63) show some significant key findings concerning young Europeans’
language knowledge, language learning, and motivation to improve their
language competencies. According to this study, most young European citizens
(80% of the 8,153 respondents) can read and write in more than one language.
Still, only two-thirds declare themselves able to follow a course of study in more
than one language, including their mother tongue(s). A substantial proportion
of young adults (43%) can use two languages, while 27% can read and write
in three languages; every tenth person (10%) has a command of more than
three languages. One-fifth of the respondents (20%) cannot read and write in
more than one language. However, there is a considerable variation between
the countries’ language command as illustrated in Figure 3.

The lowest rate of language knowledge is indicated in the United Kingdom,
where over two-thirds (68%) of the respondents have only one language at their
disposal. The second lowest result belongs to Hungary, where 29% of the polled
population can read and write in only one language (Flash Eurobarometer,
2018, pp. 41-42).

Figure 3
The number of languages young students can read and write in (Flash Eurobarometer,
2018, p. 42)
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The poll (Flash Eurobarometer, 2018, p. 43) also surveyed the number of languages
respondents would be comfortable studying in. In this question, Hungarian
young adults demonstrated the second-lowest answer rate again, with 49% of
the respondents claiming they could only study in one language, i.e. their mother
tongue. The United Kingdom (74%) and Ireland (48%) also displayed negative
results. At the same time, young people in Denmark, Luxembourg, Sweden,
Slovenia, and the Netherlands would be far more willing and able to pursue their
studies in more than one language. In most of the 28 polled European states,
the most significant proportion of respondents claimed that they would feel
comfortable conducting their studies in two or even three languages. (Figure 4)
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Figure 4

Ability to study in more than one language (N=8,153) (Flash Eurobarometer, 2018, p. 54)
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Regarding the respondents’ motivation towards languages, a large majority
(84% of 8,153 young Europeans) would like to improve their command of a
language they already have some knowledge of, whilst 77% declared their wish
to learn a new one (Flash Eurobarometer, 2018, p. 53). In Hungary, 61% of
those polled expressed their intention to learn a new language, the lowest ratio

among the surveyed nations. (Figure 5)

Figure 5
Motivation to learn languages (Flash Eurobarometer, 2018, p. 54)
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Unfortunately, only a few studies have been published in connection with
students’ language aptitude in Hungarian higher education. According to a
2010 study, 61% of the students admitted to higher education had a B2-level of
language knowledge (Nikolov, 2011). A more recent study from 2017 (Hamori
& Ujj, 2017) gives similar estimates: the authors claim that 53.6% of recently
admitted university students hold a B2 level of language knowledge. However,
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the figures gathered among students entering teacher training are less
promising: their foreign language competence seems to be significantly lower
as only 39,4% of first-year teacher trainees hold a B2 language examination
(Hémori & Ujj, 2017). The language situation at ELTE TOK seems to be
significantly better than the Hungarian average, as according to statistics from
the Faculty Registrar’s Office, roughly 60% of first-year students hold a B2 or
C1 level language examination certificate (ELTE TOK, 2022).

Beyond the state requirements for attaining an advanced-level degree,
foreign language knowledge for university students is necessary for practical
reasons, too. First, internationalisation is a growing feature of higher education
whereby students can take part in mobility programmes at universities within
and beyond the EU. Spending a semester or completing a practice period
abroad significantly increases the competitiveness of young graduates in
European job markets. Finally, after graduation, language competence is a key
pre-requisite for life-long learning and professional development, too.

Foreign Language Education at ELTE TOK

Attended by 1,500 to 1,600 students, the Faculty of Primary and Pre-school
Education trains primary (grades 1-4), kindergarten (ages 3—6) teachers and
early childhood educators (ages 0—3). The primary teacher trainees specialise
in one subject, which they can teach in grades 1-6 as well. One of their
options is to learn foreign languages (English or German). There are also two
minority language programmes for primary teachers: German and Serbian.
The rest of the students specialise in other subjects, such as music, science, or
Hungarian, and will not teach any foreign languages. Kindergarten education
students may choose Hungarian-English bilingual kindergarten education as
their specialisation and work in bilingual kindergartens after graduation. Here,
too, there are programmes for prospective kindergarten teachers intending to
work in German or Serbian minority language institutions. Early childhood
educators study the basics of early childhood language development and
complete courses in English or German for specific purposes.

The English, German, and bilingual courses in the BA programme provide
experiential learning for future language specialists of young learners. TOK
offers an inspirational target language and pedagogical environment, where
foreign language courses are practical, with a focus on the students’ personal
experiences, unique backgrounds, and supporting them to develop through
reflective and creative activities. Specific attitude-forming elements that
strengthen their prevailing positive views and beliefs upon entering the
training are part of students’ foreign language education. This student-centred
holistic approach and tolerant atmosphere entail a variety of competence-
based activities that are based upon a harmony between theory and practice,
subject content and foreign language integration, and cooperative work forms.

The teaching staff at the Department of Foreign Languages and Literature
aim to provide a meaningful, positive, and memorable personal experience
that will also provide a model for students to follow when pursuing their
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future profession. To achieve this aim, special attention is devoted to offering
non-formal learning and professional socialisation. The department organises
events that enhance foreign language-learning motivation and contribute
to on-campus internationalisation, encourage Erasmus mobility, and raise
intercultural awareness. Thus, the foreign language specialisations and the
optional bilingual courses provide students with vital professional and personal
competencies.

As was previously mentioned, non-language specialist students in the
primary education programmes will be qualified to teach all school subjects,
except for foreign languages. Although their syllabus does not contain any
compulsory foreign language studies, they can take a great variety of optional
language and professional courses in German or English. These courses enjoy
a great deal of popularity among the students.

Language learning motivation and learner autonomy

While designing and executing the language learning event ‘Drop everything
and learn/teach languages; the idea of developing language learning motivation,
attitude, and learner autonomy was a priority since they are instrumental in
successful language learning. Dornyei (2005) and Dornyei and Csizér (1998)
claim that these are essential factors in determining second language (L2)
success rate. According to the results of a wide-scale study conducted by Csizér
(2007) among 13 to 14-year-old pupils, L2 motivation is enhanced by positive
attitudes formed towards language learning. Nikolov’s (1999) research among
primary pupils between six and fourteen years of age also found that positive
learning attitudes towards the learning context and the teacher were the
most important factors in enhancing their motivation. Intrinsic motivation
proved to be more important for the pupils than integrative or instrumental
motivation (p. 53).

A survey among Hungarian university students in Budapest by Csizér
and Kormos (2007, 2008) found that the participants’ language learning
motivation was high and mostly integrative. The authors underlined the need
for autonomous learning in this age group because they attend language
courses with a low number of contact hours and will later need the knowledge
of languages for continuing professional development (CPD). Not surprisingly,
the most motivated language learners were students in the fields of economics
and law. Motivation was the lowest among students who were not expecting
to come into contact with English speakers in their professional context.
Unfortunately, the sample of the study did not include teacher trainees. A more
recent study by Novak and Morvai (2019) focused on the foreign language
learning attitude of higher education students from three universities in eastern
Hungary. Their research results showed that those students whose parents
were poorly educated were motivated only to the extent of passing the language
examination required by the educational system. Students who already held a
language examination certificate were motivated by other factors, for example
their interest in the culture of a language. Novidk and Morvai (2019) also found
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that Master’s degree students used the foreign language for practical purposes,
such as mobility or socialising. While the aforementioned research provides
some insight into university students’ motivation and attitude to language
learning, limited research has been carried out to examine the motivation and
attitude of primary and preschool teacher trainees in Hungary or abroad.

The concept of learner autonomy is mostly examined and discussed within
the context of formal education and is defined in different ways. For instance,
Hedge (2000) offers three definitions. Her first definition is that learner
autonomy can be described as a more aware, independent, and effective mode
of classroom study. Second, she describes learner autonomy with resource-
based learning in the institution. However, this kind of learning, which used
to be offered by self-access centres, has probably been overtaken by internet-
based activities. The internet and mobile IT tools provide access to a previously
unimaginable range and quantity of authentic language and language learning
materials. Hedge’s (2000) third definition touches upon the capacity to carry
on learning independently throughout life. Harmer (2007) claims that giving
learners agency in their own learning can help sustain their motivation (p.
394). Cotterall (1995) believes that learner autonomy should be an essential
goal for all forms of learning. On a practical note, Harmer (2007) suggests
that learner autonomy can compensate for a lack of classroom time. Language
teachers in higher education frequently experience a lack of time and recognise
the beneficial effect that the conscious development of learner autonomy may
exercise upon their students’ learning outcomes. A study by Oztiirkl (2019)
reports the effects of a course aimed at promoting learner autonomy among
pre-service EFL teachers in Turkey.

Oxford (2001) argues that conscious language learning strategies help
learners become more autonomous and ready to assume control of their
learning activities. She makes the case that while positive attitudes and beliefs
can increase motivation and help language learning, negative attitudes and
beliefs reduce motivation. Because the number of language lessons is fairly
low at ELTE TOK, it would be desirable if students were helped to take more
responsibility for their own learning and develop the capacity for lifelong
language learning. Unfortunately, increasing the number of language classes
or launching courses to develop their capability for independent learning is
beyond the means of the Faculty. On the other hand, developing and nurturing
positive attitudes toward language learning seems to be feasible by means
of out-of-classroom activities, such as ‘Drop everything and learn/teach
languages:.

Drop everything and learn/teach languages

Having reflected on the language situation at the Faculty, the Department of
Foreign Languages decided to organise a language learning event at ELTE
TOK that would provide positive experiences for participating students.
Activities were selected on the basis that they satisfy several criteria, i.e., meet
real learning needs, provide opportunities for oral language practice, offer
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cultural information about target language cultures, demonstrate the creative
and playful side of language education, open the window on new languages
and cultures, and at the same time offer a view on early childhood language
education. The language specialist students were to be not only participants
but also active organisers and co-teachers in this event.

Language learning stations were planned to advertise foreign languages
and the importance of learning them. All visitors were able to experience a
broad range of foreign languages and cultures, such as English, German,
Serbian, French, Russian, Italian, Spanish, Swedish, Catalan, Chinese, Romani,
Farsi, and Ukrainian. Students were able to decide to take a mock language
examination, learn in playful and interactive mini-language lessons from
their peers, play board and card games with the primary pupils from the
neighbouring practice school, sing French chansons, participate in Scottish
dancing, taste the international guest students’ typical national dishes, and
see the FL students’ creative works and posters in the form of an exhibition.
The Department of Foreign Languages and Literature intended to motivate
everyone to learn several foreign languages.

As was mentioned earlier, the event ‘Drop everything and learn/teach
languages’ mainly targeted non-language specialist students. At the same time,
the programme proved an excellent opportunity for language specialist students
to apply and demonstrate their knowledge and skills in language pedagogy while
gaining first-hand experience in the concept of teaching outside the classroom.
In other words, language specialist students participated in planning, preparing
and delivering language learning activities. Their active role offered a learning
experience for them as future teachers in that they had the opportunity to
practise language teaching outside the classroom. The student-teachers
interacted with their fellow students, their teachers, and even the children who
were paying a visit from the neighbouring primary school. Hopefully, after their
positive experience of teaching beyond the classroom, the students will follow
this example when they start teaching, and create opportunities for teaching
outside the classroom, too.

Figure 6
Timeline of Drop everything and learn/teach languages events

20 minutes for 60 minutes 120 minutes

2015 2017 2018 2019 2021 2022

8

Pilot: lunch break Teaching suspended Online event
20 minutes for 60 minutes

Similar to a kind of a marketplace in its layout and concept, this language
teaching event was first held in 2015 in connection with the European Day
of Languages on September 26th. It was organised in a small scale, pop-up
fashion and scheduled for the long break between classes in the area outside
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the specialised foreign language classrooms. Three languages were involved:
English, German and Serbian. The goal was to give a personalised, language
learning opportunity to non-language specialised students who were passing
by during their break. The next ‘Drop everything and learn/teach languages’
event was held two years later, in 2017. (Figure 6)

Having organised two events and accumulated valuable experience, the
organising team outlined several changes including a more extended time
period and access to more parts of the building in an effort to approach
students more effectively. The range of activities and languages was extended
and several cultural institutes were also invited. A 60-minute time slot was
allocated to the event. The first-floor corridors in the building were furnished
with desks, where the students could set up their activities. Keeping most of
the activities outside the classrooms made it possible to have an open-access
space.

A wide-scale advertising campaign targeting the students and staff preceded
the event. In the morning, students entering the building were handed a leaflet
with the programme and a ‘passport’ Participants were instructed to have
their document stamped at five stations as proof of participation and fill in the
short feedback form on the back.

The teachers of the Department of Foreign Languages and Literature
worked on the language-learning games and activities together with the
language specialist students. It was possible to integrate the preparatory work
into the language development and language teaching methodology courses.
A new feature of the event was the participation of three cultural institutes:
The Japan Foundation, The Goethe Institute and Institut Francais de Budapest.
The teacher trainer of a state-accredited language examination company was
invited to hold an exam preparatory session.

Figure 7
Main goals of Drop everything and learn/teach languages

SUPPORT LANGUAGE TEACHER INTERNATIONALISATION
LEARNING TRAINING

+ Incoming Erasmus Students
« Motivate « Involve and Practice * Languages and Cultures
* Attract « Learning Outside the
Classroom

‘Drop everything and learn/teach languages’ assists many underlying goals
(Figure 7) by motivating language learning, providing cultural experiences,
giving language learning opportunities, providing support to pass the language
examination, offering a model for beyond-the-classroom experiential learning,
and exhibiting the way our students are trained for teaching languages to
young and very young learners. In the following section, the activities will be
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presented in groups according to the goals they were meant to achieve. This
annual event aims to achieve its goals through a wide range of activities, which
can be classified into six main categories. (Figure 8)

.
Figure 8
Range of events
Languages Language Activities Cultures
English, German, Serbian, Catalan, Personalised language learning Dancing, films, quizzes, food, writing
Chinese, Farsi, French, Italian, activities and books, a concert, an art exhibition
Japanese, Romani, Russian, Spanish, Playful approach
Swedish, etc.
Language Institutes Language Examinations Internationalisation
French, German, Japanese Examination training Erasmus students' stands
Mock examination International students
Promoting Erasmus+
student mobility
oY .
Plurilingualism

In addition to activities organised in English, French, German and Serbian,
‘flash language classes’ were held in Japanese, Catalan, Italian, Chinese, Spanish,
Russian and Swedish. These fifteen- to twenty-minute language tasters aimed to
place new languages and cultures on the students” horizons. One of the goals of
the European Day of Languages’ is to raise awareness of the linguistic diversity of
Europe. In general, most of our students were only studying English or German
and had never had the chance to try their hand at other languages. These sessions
created opportunities to experience a new language and generate an interest in
learning it. By exposing our students to multiple languages, we followed the EU
guidelines (Council of Europe, 2001) concerning the idea of plurilingualism in
Europe. Plurilingualism in Europe entails not only the 26 official state languages,
minority, regional, and indigenous languages of Europe, but also the non-
European languages featuring as a result of immigration (Council of Europe,
2020). Presenting the idea of plurilingualism is essential in order to convey the
message of linguistic diversity and the significance of multilingualism. The latter
has a key role in contributing to mutual understanding and keeping up mobility
within the EU (p. 102).

Language specialist students planned the English, German, and Serbian
language learning stations for teaching vocabulary, tongue twisters, cultural
studies, IT games, and activities that in turn demonstrated how learning
could be achieved through play even for adults. At the Serbian station, visitors
could learn the basics of the Cyrillic alphabet, a phenomenon Hungarians are
unfamiliar with since Russian ceased to be a compulsory language in education.
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Cultural diversity

A country’s culture may attract a person to learn its language(s). The three
cultural institutes had stands that offered quizzes and games in their culture
and language. For instance, the typical Japanese papercraft activities and a New
Year’s game at The Japan Foundation were extremely popular. The French stand
offered the unique cultural experience of a concert with a student teacher who
played the guitar and sang French chansons. Since our students are trained to
work with young children, they usually have an affinity for visual arts, music,
and games, a fact that means such activities can play a motivating role in their
language studies. The participating institutes offered information about their
educational and cultural activities in Budapest, thus expanding the students’
horizon regarding what is available in the capital city in terms of language
learning and cultural activities in French, German, and Japanese.

The incoming Erasmus students studying at the Faculty also contributed to
the cultural activities by introducing their country, language, culture, cuisine,
and their home university. Direct communication between fellow students from
different countries has two advantages: it provides short-term motivation to use
a foreign language and is likely to increase long term motivation for mobility.
By spending a term abroad, students can improve their foreign language skills,
learn about a new culture, and experience a different educational context.

Supporting language learning

The programme also aimed at giving an insight into the department’s teacher
training practice. The organisers found this very important for two reasons.
First, it is vital to share information with the Faculty about the principles
along which our training programmes are implemented and our students are
educated. Second, it is essential that our non-language specialist students also
become aware of the main principles of teaching languages to young learners.

An exhibition was organised from the works of language specialist students.
Mind maps and other forms of artwork portraying bilingualism, the ideal
bilingual teacher, and the use of nursery rhymes in early childhood language
development and bilingual science education were put on display. The aim of
this exhibition was to spread information about how our students are trained
for early childhood language education; this exhibition was open for a month.

Visitors could try playing the board games used in early childhood language
development or games created for nursery rhymes by the preschool trainees,
watch English language children’s films and cartoons. They were also invited to
learn nursery rhymes and songs, become engaged with IT activities, Scottish
dances, and visit a book exhibition.

Children from the neighbouring practice school paid a visit and participated
in the activities. Their presence created an invaluable experience for the
language specialist students, who were able to experiment with a learning-
beyond-the-classroom situation. In this regard, ‘Drop everything and learn/
teach languages’ managed to complement the students’ language teaching
methodology and pedagogy studies.
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Since several students plan to pass the state certified language examination
during their studies at the university, there was enormous interest in the language
examination training session, called ‘Speaking Show’ This opportunity involved
the presentation of a mock oral examination being taken by two peer students.

Reflections: lessons and challenges

The informal feedback on ‘Drop everything and learn/teach languages’ was
overwhelmingly positive. Over the years, we furthermore managed to raise the
event’s profile as it has increased in its volume and variety of activities while
additionally attracting a growing number of participants.

The event managed to serve the needs of both language learners and future
language teachers. Its goals can be listed in two main categories: language
learning and language pedagogy (see Table 1).

Table 1
Language Learning and Language Pedagogy Goals
Language Learning Language Pedagogy
Motivating language learning Motivating and supporting language
teaching
Language practice Teaching experience
Culture learning Learning about sharing intercultural
knowledge
Non-formal language learning Experiencing teaching outside the classroom
Getting to know new languages Motivating learners to learn languages
Learning children’s culture in other Forming learners’ attitudes towards other
languages cultures
Language examination skills training Developing language competences, learning
about exams
Participating in active learning Creating language teaching materials
Gaining information about Erasmus+ Gaining information about e-twinning
mobility

Representatives from cultural institutes were impressed by the enthusiasm and
interest of TOK students. They were happy to return in 2019 and promised to
continue to come in the future as well. During the Covid-induced period, the
event was organised in an online format on Teams. The event’s main strengths,
weaknesses, opportunities, and possible threats are listed in the preliminary
SWOT analysis presented in Table 2. As shown, the event offers significant
benefits in professional and personal fields, while the limited number of negative
features refer to mainly organisational elements.
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Table 2
SWOT Analysis

Drop everything and learn/teach languages ...

increases language learning and language teaching motivation
observes European Day of Languages

helps students to join their future professional community
encourages learning outside the classroom

celebrates diversity and plurilingualism

Strengths supports lifelong learning and autonomy

corresponds with the EU suggestions

attracts and engages Erasmus students and international cultural
institutions

enhances on campus internationalisation

has become a tradition

place in timetable not popular with everyone
too early in the semester

needs to attract more students

requires a great deal of preparatory work

Weaknesses

finding a new date in the academic calendar: Faculty Day in April
better advertising: Student Council’s support and using social media
Opportunities extending the event

collecting more systematic feedback

measuring its effect

timing issues
Threats indifference from students
student / teacher fatigue

‘Drop everything and learn/teach languages’ has reached the point where it
has become a standard event at ELTE TOK (see Appendices A, B, C, D, E) even
though it was held online during the pandemic situation. The brief feedback
sheet on the ‘passports’ was sent back by a high number of participants at the
end of the event and turned out to be overwhelmingly positive. The students
described their experiences as useful and motivating. The Faculty staff and
the representatives of the participating cultural institutes also concluded
that the energy, time and work invested into the organisation of the event
resulted in an invaluable linguistic and cultural experience. The authors hope
that this event will have a positive effect on the professional development of
the language specialist teacher trainees. Furthermore, the event is expected
to support the language learning of university students through developing
their learner autonomy. Finally, it is hoped that the event will contribute to
on-campus internationalisation.
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Appendix A
European Day of Languages

European bay of languages
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Appendix C
Programme of the 2019 event

Drop everything and learn/teach languages!

Event

Description

Place

Guests of honour:

Goethe Institut
Mini Germany in
Raday Street

Goethe Institut presents: learning German
language and culture

First Floor main
staircase

Institut Francais de
Budapest

Mini France by the
Danube

Institut Francais presents: learning French
language and culture

First Floor

The Japan Foundation
The Land of the Rising
Sun in Budapest

The Japan Foundation presents: learning
Japanese language and culture

First Floor

Euroexam

B2 Language Examination Show — Live B2
Oral Language Examination

Room 100

German

German language
learning stations

Expand your vocabulary and practice
grammar in a playful way.

Corridor outside
rooms 107-123, First
floor

German language
games room

Playful language learning with boardgames:
Tabu, Blinde Kuh, Dobble and more

Room 113

German tongue
twisters and proverbs

If you want some challenges and want to
find out what they mean ...

German civilisation
stations

Test your knowledge of German cultures,
sights and gastronomical specialities

German minorities
studies stations

Learn about the customs of the German
minority groups in Hungary

Corridor outside
rooms 107-123

Social development
in German

Board games in German

Room 130

English

English-speaking
cultures through play
and games

Which English-speaking countries are you
familiar with? What do you know about
their cultures? Why is it important to get to
know the culture(s) of a language? Test the
games made by our students and expand
your knowledge of the world.

Corridor, outside
Room 123, First floor

Language learning
stations: English
language first aid

Would you like to have a chat with a friendly
English teacher? Do you have any problems
in grammar? About irregular past forms?
Do you know how to compose an English
sentence? Come, we're here to help you!

Corridors outside
rooms 127-13, first
floor and at main
staircase, second
floor
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Rhyming in English — | Wanna have quick success in learning Room 119
how do they doitin | English? Come learn some nursery rhymes.
kindergarten? If a kindergartener can easily do this, you

will succeed, too. Try the language learning

toys of our kindergarten students.
Learn English with Should we ban or use them? IT applications | Room 108
gadgets: 21st century | in language teaching in the 21st century.
English classes
Let’s play music! Language learning with the help of music. Room 127
Funny English words | How to build a cool English vocabulary: Room 19

Play Kahoot games with Sara
English language Learning languages is easier when you play | Room 129
games den
Maisy, Charlie, Lola Come inside, watch these films and meet Room 128
and others: cartoons | the most popular English- speaking cartoon
and animated films and animation heroes.
for children

Serbian
How would you read | Find out about the Serbian alphabet with Room 128/1
in Serbia? Nikola
French

French songs — mini | French chansons sung by Rachel Makkos 1st floor
concert
French culture Quiz about French culture 1st floor

ERASMUS

Enter the world of
Erasmus

Erasmus+ helps to bring the world to us
and to enter outside the world — meet
the Italian, Swiss and German Erasmus+
students at the Faculty. Learn about their
language, culture and university.

Ground floor

More languages! Language tasters with the help of

students, teachers and staff at ELTE TOK

Japanese The Japan Foundation First floor

Catalan Nuria Medina Casanovas, Universidad de Room 124
Vic

Italian Leila Szabo, colleague Room 121

Chinese Fanni Bird, student Room 121

Spanish Maria Teresa Reyes, Dept. of Foreign Room 118
Languages

Russian Kiss Gabriella, Dept. of Foreign Languages | Room 117

Swedish Poros Andrea, Dept. of Foreign Languages | Room 117

Book exhibition

Destination: Collect stamps in your passport and collect a sweet Serbian baklava in Room 123
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Appendix D
Photos from the event
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Appendix E
Summary of activities at ‘Drop everything and learn/teach
languages’
Title Activity Motivational Organisers Target Audience
Goals
Language games | Trying out Increasing Language Non-language
games for awareness of the | specialist BA specialist
language importance of students university
learning playful language students, staff
learning and school
children
Language Planning Allowing Language- Non-language
practice and trying language specialist BA specialist
activities out language learners students university
practice to practise students, staff
exercises a specific and
language area school children
Cultural games, quizzes, | Learning Cultural Non-language
activities: concerts, cultural institutes, specialist
decorations, information Language university
dances Increasing specialist BA students, staff
cultural students and school
awareness children
How culture
can be used
for language
teaching
Scottish dances | Learning Experiencing Teaching staff All university
traditional other cultures of Department | students and
Scottish dances of Foreign staff
Literature and
Languages
Erasmus Posters, Learning about | Incoming All university
students’ games, cultural | cultures, gaining | Erasmus guest students
presentations information, motivation to students
food tasting spend a term
at a university
abroad
Flash language | Short lessons Creating interest | Staff and All university
classes in different in languages students students and
languages and language staff
(about 10) learning
Language games | Trying out toys | Informing about | Language All university
/toys exhibition | for language playful language | specialist BA students
learning learning in early | students and Primary school
childhood staff children
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Student poster | Displaying Spreading Language All university
exhibition posters language | information specialist BA students and
specialist about a) students and Faculty staff
students teaching staff
prepared as languages to
coursework young children
and b) what
approaches
to language
teaching the
language
specialist
students study
Examination Learning Training Outside trainer | Non-language
skills training examination students to pass specialist
skills a B2 language students
examination
before
graduation
Book exhibition | Foreign Creating interest | Department All university
language in reading of Foreign students and
publications: in foreign Literature and staff
coursebooks, languages and in | Languages
children’s English/German
literature and children’s
literature literature
Erasmus stand Learning about | Using a foreign | Incoming All university
other cultures language. Erasmus students
and universities | Receiving students
information
about Erasmus
partner
universities
eTwinning stand | Learning about | Professional Outside trainer | All university
a platform of development, from Ministry students
collaboration part of teacher
training
SEK Stand Learning about | Learning about | SEK teachers English
an international | a school that is specialist
school in different from students
Budapest schools in public

education
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Locating the position of non-formal
learning: theory and practice'’
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Our article argues that, while learning continuously surrounds us, being aware of its
importance is not necessarily possible through formal learning opportunities alone.
By briefly introducing the concept and main principles of non-formal learning,
we illustrate how reflection, a key process of learning, can be effectively involved
in the design and implementation of educational practices. By means of a case
study investigating a project that aims to develop university students’ intercultural
competences, we show how the principles of non-formal learning can be included in
formal, higher educational settings and how this approach and methodology can be
fruitful in developing personal, social, and cultural competences. The case study also
refers to the reflective competence of the facilitators of the project and how they have
developed the content through their own learning processes and feedback from the
participants.

Keywords: non-formal learning, reflection, learning preferences, case study, higher
education

Introduction

Thinking about education, teaching, and learning naturally raises the questions
of teaching, learning modes, and methods. Trends related to the priorities of
inclusive education, the recognition of the importance of lifelong learning,
and the emergence of digital technologies have been and are influencing
discourses on the context and content of education. However, the recognition
of learning outside formal learning environments is still subject to policy
recommendations?, a factor suggesting that the visibility of non-formal and
informal learning has yet to improve.

Our article argues that, while learning continuously surrounds us, being aware
of its importance is not necessarily possible through formal learning opportunities
alone. We believe that non-formal learning provides space and opportunities

t The article is an edited, extended, and updated version of an educational material prepared by
the authors for the Erasmus+ KA2 Strategic Partnership project Alliance3 — School, family and
community Alliance against early school leaving.

2In the European Union, the most important policy document is the Council Recommendation

of 20 December 2012 on the Validation of Non-Formal and Informal Learning
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for realising the importance of learning. A key element to understanding the
means of effective learning processes is reflection, and as such, is a quality that
demands deeper explanation. Reflection is the construction of meaning. ‘Not only
is reflection the bridge between information and wisdom, it is the process that
turns information and knowledge into wisdom’ (Carroll, 2010, p. 24). Even when
it happens in a group setting, as it relates to individual learning, reflection upon
learning new things is always an individual process. Yet thorough reflection often
needs to be somewhat structured or guided. Although learning might happen in
a number of environments and modes, it definitely needs an active and reflective
relationship between the individual and the social environment.

Figure 1
The process of learning
(Source: Straka, 2002, p. 151)
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According to Straka (2002), learning has taken place if, and only if the individual-
relative consequences of the interaction between behaviour, information,
motivation and emotion lead to a permanent change in the internal conditions
of the acting individual’ (Straka, 2002, p. 151). This article demonstrates how
learning can take place outside a formal learning environment, where there
are no formal tests or classical certificates to oblige and officially recognise the
learning process and outcomes. We will mostly focus on non-formal learning, as
this is a methodical way of learning (as opposed to informal learning) even if its
visibility and general recognition is not as widespread as that of formal learning.
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We also provide an example of how the methodological approach of non-formal
learning can be implemented in a formal, higher educational context.

Concepts, contexts, and definitions

As was previously outlined, we mostly aim to describe the nature and modus
operandi of non-formal learning, an approach that can be both remarkably
easy and a genuinely difficult challenge, too. It becomes difficult when we aim
to approach a variety of scholarly understandings, as there are many and these
often possess different foci, or contradictory meanings. It becomes easy when
certain policy documents are examined, although this approach could also
become challenging if undertaken as a comparison study of different countries.
To somehow overcome these difficulties, we will build upon the European
Union framework for life-long learning and non-formal learning and interpret
some of the scholarly literature related to these interpretational frames.

At least three umbrella terms are often used in connection with non-
formal learning, and all of these terms require some clarification. They include
lifelong learning (LLL), experiential learning, and youth work. According to
the currently used EU definition, lifelong learning ‘means all general education,
vocational education and training, non-formal learning and informal learning
undertaken throughout life, resulting in an improvement in knowledge, skills and
competences or participation in society within a personal, civic, cultural, social
and/or employment-related perspective, including the provision of counselling
and guidance services’ (European Parliament and the Council, 2013).

As Nina Volles (2016) points out, the concept of lifelong learning has
undergone two conceptual shifts since its emergence:

(1) from ‘adult; via ‘recurrent’ and ‘permanent’ to ‘lifelong’ — stressing the
idea of a cradle-to-grave approach; and

(2) from ‘education’ to ‘learning’ — reducing the focus on structures and
institutions, and increasing the emphasis on the individual at the centre of the
educational process who has the responsibility of taking charge of his/her own
learning (Volles, 2016, p. 344)

Volles (2016) notes that the practical relation of the EU to lifelong learning
has shifted from a humanistic approach that was characteristic of European
discourses originating in the 1960s and ‘70s and focused on the development
of human personality, solidarity, and democracy. Today LLL takes the form of
a utilitarian, neo-liberal perspective “characterised by economic determinism
that changes the relationship between civil society and the state and places
more responsibility on the individual” (Volles, 2016, p. 360). As a very critical
approach notes,

employability seems to be the only LLL objective that is compatible with
neoliberalism. The Commission promotes it as the dominant goal in the
majority of the policy documents analyzed, overshadowing the remaining three
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objectives, since all policy proposals and criteria set to measure performance
revolve around employability ... individuals lacking the education that will allow
the pursuit of personal fulfilment, active citizenship, and smooth integration
into society will always be limited to the role neoliberalism reserves for them:
the role of the consumer. (Mikelatou & Arvanitis, 2018, p. 507).

Although these interpretations perhaps imbue LLL with a sense of narrow
mindedness, we want to underscore that its underlying concept is often the
reason and foundation for many non-formal learning activities. LLL therefore
presents a good cause and explanation for the necessity for such activities.

Another umbrella term, under which non-formal learning is often
mentioned both in policy documents and in scholarly literature, is youth work.
The 2010 resolution of the Council of the European Union defined youth work
as the following:

Youth work takes place in the extra-curricular area, as well as through
specific leisure time activities, and is based on non-formal and informal learning
processes and on voluntary participation. These activities and processes are
self-managed, co-managed or managed under educational or pedagogical
guidance by either professional or voluntary youth workers and youth leaders
and can develop and be subject to changes caused by different dynamics.

Youth work is organised and delivered in different ways (by youth-led
organisations, organisations for youth, informal groups or through youth
services and public authorities), and is given shape at local, regional, national
and European level, dependent for example on the following elements:

—  The community, historical, social and policy contexts where youth work

takes place,

— the aim of including and empowering all children and young people,

especially those with fewer opportunities,

— the involvement of youth workers and youth leaders,

— the organisations, services or providers, whether they are governmental

or non-governmental, youth-led or not,

— the approach or method used, taking into account the needs of young

people,

— in many member states local and regional authorities also play a key

role in

— supporting and developing local and regional youth work. (European

Commission, 2010, C 327/2)

Beyond this information, the resolution notes that youth work

complements formal education settings — can offer considerable benefits
for children and young people by providing a wide and diverse range of non-
formal and informal learning opportunities ... youth work should provide the
opportunity for young people to develop a wide range of different personal
and professional skills, free from stereotypes as well as key competences that



Locating the position of non-formal learning: theory and practice 51

can contribute to modern society. Therefore it can play an important role in
developing autonomy, empowerment and entrepreneurial spirit of young
people. In transmitting universal values regarding human rights, democracy,
peace, anti-racism, cultural diversity, solidarity, equality and sustainable
development, youth work also can have added social value... (European
Commission, 2010, C 327/2)

Although a such widespread content analysis of the policy documents outlining
youth work has not been done, in the case of lifelong learning, we can suppose
that the perceived neoliberal shift of the concept of LLL is much less present
in these fields. The reason for this can lie in the stronger involvement of the
actual target group and practitioners in shaping the policy directions, such
as can be seen in the example of regular conventions on youth work. Held
online, the most recent one in Bonn, 2020, enabled a number of professionals
to gather and reflect about the situation of youth work and shape policy
contexts, too. Another reason can be found the community aspect of youth
work that is a very strong characteristic of it. Generally, the lack of legislative
context surrounding youth work in many European countries creates a special
atmosphere within which youth work has developed and improved naturally
and in ad hoc ways. The stakeholders of these processes are often from a
variety of different contexts and the content and development of youth work
often lacks strategical thinking (see e.g., Dunne et al., 2014).

Before continuing to the conceptual framework, two elements must be
mentioned: the role of the Council of Europe and the recognition of youth
work. The Youth Department of the Directorate of Democratic Participation
within the Directorate General of Democracy has contributed greatly to
both the intellectualization and the mainstreaming of youth work. Its 2017
Recommendation on Youth Work defined the concept in the following passage:

Youth work is a broad term covering a wide variety of activities of a social,
cultural, educational, environmental and/or political nature by, with and for
young people, in groups or individually. Youth work is delivered by paid and
volunteer youth workers and is based on non-formal and informal learning
processes focused on young people and on voluntary participation. Youth work
is quintessentially a social practice, working with young people and the societies
in which they live, facilitating young people’s active participation and inclusion
in their communities and in decision making (Council of Europe, 2017, p. 2).

The second, notable element comprises the actual recognition of youth work.
Despite (or in addition to) the pursuit of definitions and finding common
understandings on the European level, “it should be recognised that at the local
level youth workers are often seen merely as ‘playing with children’.. in large
parts of society there is no clear understanding of youth work or its impact on
young people and the wider community” (Zentner & Ord 2018, p. 20).

The third contextual element or umbrella term to be mentioned is experiential
learning. This article does not aim to delve into the questions of definition, as
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there is an extensive literature on the subject (see e.g., Kolb, 2014). Here we settle
with the following interpretation from Beard and Wilson (2018):

— Experience is central to the learning process and it takes centre stage.

— 'The experiential dynamic is fourfold: of and for, affecting the whole person
in terms if their inner and outer world experiencing

— There must be a certain quality to experience so as to engage the learner,
and be memorable.

— 'The conditions, for learning, and learner motivation, active engagement and
immersion are significant ...

— Learning flows, and is derived from other experiences ...

— Experience is a complex composite, made up of information from the
constantly changing interacting inner world and outer worlds ...

— Experiential learning acknowledges the issues affecting power and control:
learners take responsibility for their own learning.

— Experience acts as the bridge unifying typical dualisms such as action and
thought, doing and knowing, body and mind, nature and person, practice
and theory (Beard & Wilson, 2018, pp. 12-13).

The many definitions and directions of experiential learning seem to agree that
it can be understood as learning by experiences and/or learning by doing; the
differences between these definitions are more observable when it comes to
the understanding of the concept and process of learning.

Non-formal learning is often associated with experiential learning (see e.g.,
Norqvist & Leftler, 2017), however, the latter might happen in all educational
contexts. ‘Informal experiential learning is described as incidental learning
and everyday experiences, often learning “on your own”... Non-formal
learning experiences are planned by instructors and include goals, but are
less structured and occur outside of formal educational setting.... Formal
experiential learning is connected to classrooms in schools and universities,
occurring in classrooms or laboratories, using experiments, projects, and
other hands-on activities’ (Hedin, 2010, p. 108). This final comment already
takes us to our main question: how to understand the differences between the
three ways and spaces of learning: formal, non-formal, and informal learning.

Instead of separately and exhaustively listing characteristics of each type
of learning, we offer a systemic approach wherein the different aspects are
complete as a whole. As a guide through this complicated context, we anchor
our understanding to the approach within the perspective that the individual,
i.e., the learner is in focus. Thus, in our understanding, the learner is the key
to all of the aforementioned three types, even though the ways of learning are
different.

In formal learning, we follow a structure that is designed for the learners
(not inclusively or necessarily together with them) and there is often less
flexibility in different aspects (environment, content, requirements, etc.). This
characteristic is understandable given the approach’s formal nature which is
often shaped by official (government or organisational) policies. When it comes
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to standardised, universal educational contents (such as theories, procedures,
definitions, etc.), formal education is a feasible way for transferring these
forms of knowledge. By considering different learning needs and linking these
to their own learning styles, formal learning can still offer a certain flexibility
for its learner to perform in the best way. What does this mean? During the
process of teaching, it is more than possible to allow learners to decide on
their own about how they prefer to learn. ‘Learning style is the format in which
a student learns and the most favourable way in which a person receives,
processes, and stores information.... Learning style can also be considered as
the most effective way to explain how a student concentrates, remembers old
information, and stores new information’ (Dutsinma & Temdee, 2020).

Different learning preferences can also be taken into consideration within
the formal setting given that it is a matter of planning. The VARK modalities,
a theoretical framework that provides a widely used typology of learning
preferences (see e.g., Fleming & Blaume, 2006), offer a clear framework for
how students and teachers perceive learning information.

Table 1
Summary of the learning preferences proposed by the model
(Source: Robertson et al., 2011, p. 37)

Learning style Characteristics

Preference for using visual resources such as diagrams,

sual I ) ! ) ,
Visua pictures and videos. Like to see people in action

Need to talk about situations and ideas with a range of

Auditory people; enjoy hearing stories from others.
. Prolific note-taker; textbooks are important; extensive
Reader/Writer : - .
use of journals to write down the facts and stories.
Kinaesthetic Preference for hands on experience within a ‘real

setting and for global learning

The authors refer to learning styles, but, as Fleming (2012) argues, a ‘learning
style would indicate preferences for a wide range of learning behaviours
such as preferences for learning at a particular time of day, or in a particular
temperature or lighting as well as structural options such as learning with
others or with adults or peers or alone or in mixed groups. VARK is about
people and their learning and it focuses on modalities that they might prefer
when learning’ (Fleming, 2012, p. 1).

It should also be noted that the author of the concept also acknowledges
multimodality: ‘Life is multimodal so it is unlikely that any population with
VARK data will exhibit more than 40% as having a single preference. And, a single
preference is indicative of the strength of one of the modalities not an indication
that the other three VARK modalities do not exist’ (Fleming, 2012, p. 1).

Formal learning can be also less result-oriented and thus less stressful for
the learners when focus falls more on the process. In alternative pedagogies,
this process-oriented approach is often more welcomed; even in the field
of higher education, a growing number of projects and propositions aim to
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downgrade the importance of grading. As a 2014 article of a journal focusing
on life sciences education puts it: ‘accuracy-based grading may, in fact,
demotivate students and impede learning. Additionally, the time-consuming
process of instructors marking papers and leaving comments may achieve no
gain, if comments are rarely read by students. One wonders how much more
student learning might occur if instructors’ time spent grading was used in
different ways’ (Schinske & Tanner, 2014, p. 165).

While informal learning is a constant, diverse and rich arena surrounding
each learner, it is often not reflected or recognized in its importance. Because of
its nature, informal learning is often unintentional but can be planned as well,
such as when spontaneously attempting something to ascertain whether we
are able to do it (running 1000 meters in less than five minutes). When learning
informally, it is important to be able to understand and assess the individual
achievements of it. Parts of this come naturally: through socialization we learn
about ourselves. We furthermore learn about the social world around us and
the norms and expectations that guide our everyday actions.

As more complex situations emerge, the more important it is to reflect upon
them. For instance, obtaining a visa demands an understanding of complex
information and most likely requires knowledge of a foreign language, etc.
While we learn during this process, we perhaps do not reflect upon its stages
in favour of realizing its success: the approval of the visa is a sign. Travelling is
often referred to as a medium of informal learning. While getting acquainted
with new cultural and social contexts, ‘there is plenty of information to process
and travellers, both for survival and for pleasure, are likely to acquire new
perspectives and skills’ (Pearce & Foster, 2007, p. 1286).

Non-formal learning is a way to be guided and supported in the constant
learningthat surrounds us, with a clear purpose. One competence to which non-
formal learning can make a valuable contribution toward acquiring is learning
to learn, a valuable skill for anyone who often struggles with studying. In the
process of non-formal learning, we are exposed to situations and activities that
purposely enhance learning. Very often this happens through experiencing
first and then reflecting upon what happened. Non-formal learning thus can
be understood as ‘Purposive but voluntary learning that takes place in a diverse
range of environments and situations for which teaching/training and learning
is not necessarily their sole or main activity.... The activities and courses are
planned, but are seldomly structured by conventional rhythms or curriculum
subjects’ (Chisholm, 2005, p. 49).

All in all, we believe that a humanistic approach to lifelong learning might
create a useful and valuable framework for the concepts, environments,
and modes of learning. We also believe that non-formal learning can
provide powerful methods to develop the competence of learning to learn.
As Kloosterman (2014) notes, educators might feel the need to become the
facilitators of learning. ‘Supporting learners in a process in which they walk
their own unique learning path, deciding themselves what and how to learn,
means a radically new role for educators.... The “new” educator ensures that
the different paths learners take are pleasant, motivating and challenging. The
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“new” educator also helps facilitate each individual learner to negotiate their
chosen path’ (Kloosterman, 2014, p. 280). This also shows that non-formal
methods can provide means for inclusion (see e.g., Argyropoulos & Kanari,
2019) and empowerment (see e.g., Ravenscroft, 2020) in education.

A case study about non-formal learning in a university setting

As was stated previously, different ways or methods in learning are not
alternate but can complement one another. Based on this and the need for
better recognition of non-formal learning, a pilot project titled Among Others
was designed in the early 2010s. The main aims of the project were to introduce
non-formal learning methods to students in higher education institutions
with the aim of developing intercultural competences in future educators and
youth workers. By doing so, the long-term goal is to enhance cross-sectoral
cooperation between youth work and the higher education sector. Initiated in
Poland, by 2014 this project had become international, as the funding scheme
of Erasmus+ Youth allowed more opportunities for the coordinating National
Agencies to cooperate under the framework of a strategical partnership?
(Kielak et al., 2018).

The involvement of E6tvds Lorand University’s Faculty of Primary and Pre-
School Education started in 2015. After joining this international network, the
Faculty started to offer a seminar in an elective course format for incoming
Erasmus+ students and Hungarian students. The content was designed in
cooperation with other Hungarian institutions (University of Debrecen and
University of Szeged) with the support of Tempus Public Foundation as the
National Agency coordinating the Erasmus+ (including its youth chapter).
Tempus Public Foundation (and its predecessors) has launched a working
group consisting of lecturers and experienced facilitators in non-formal
education. Thus, at each university a co-managed approach was suggested
from the beginning that also offered an unintentionally informal learning
opportunity for the professionals involved.

Our case study demonstrates how the course was developed at ELTE?
and how the principles of non-formal learning can be implemented at a
university setting. The course builds upon a modular system developed by the
Polish partners®. The modules were adapted to our settings to adjust to the
best solution for educating future primary school teachers and kindergarten
educators. The Polish modules are built upon single training activities, each

3 Erasmus+ and particularly its Youth chapter promotes cross-sectoral cooperation, thus it
offered a base for Among Others strategic partnership project. The network has been created
by interested National Agencies of Erasmus+ Youth and became a unique good practice among
youth work practitioners and academics. The Youth chapter of the Erasmus+ programme offers
a wide variety of mobility and learning opportunities for young people from the age of 13 years
and promotes non-formal education.

* The authors of this article are the facilitators of the course at ELTE University.

5 https://www.miedzyinnymi.org.pl/en/for-higher-education-institutions/conceptual-design-of-the-
workshops/modules/
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requiring certain contact hours: we instead organised six workshops spanning
180 minutes throughout the semester. This time frame required adaptation of
the modules in a way that allows us to foster intercultural competence through
exploring concepts of culture, non-formal learning, and human rights. Since
the beginning, the course has been held in English, thus participants were also
offered a chance to improve their language skills.

The existence of the course allowed facilitators to participate in a learning
process not only through applying the principle of mutual learning but
because the Among Others course is a reflective practice — it strongly builds
upon the reflections of both participants and facilitators (Kolb & Fry, 1975;
Schon, 1983; Brookfield, 1998; Batsleer, 2008). While continuously seeking
improvements in the content, performance, and applied methodologies, the
course was developed throughout every semester till reaching its final format
by 2019. The facilitators became more aware of some elements of the course
that needed more improvement (eg., including more theoretical input related
to concepts, clearly stating the course requirements for participants, and
having quality time for reflection) and by the process of our reflection we had
summarised our implicit knowledge and experiences that became the basis for
the new course structure as of 2019. Undoubtedly, the participants and their
feedback given in different forms (partially related to the impact assessment
of the project) also fed the development of the content. Yet the practice of
constant reflection also had an impact on the course format. From 2019 we
developed four modules:

— Introduction (The content focuses on the methodological approach cf.
non-formal learning and introducing European youth programmes for
participants. The module emphasises the importance of learning and self-
awareness as themes.)

— Intercultural learning (The module focuses on different concepts of culture
and provides context for developing intercultural competence cf. European
Training Strategy’s Competence framework. The activities encourage
participants to share and discuss about their own perceptions and values
regarding culture and diversity.)

— Human Rights Education (This part of the program concentrates on
perspectives and definitions of human rights, and it also challenges
participants to understand and become aware of their own bias and
stereotypes).

— European mobility possibilities and self-directed learning (Unlike the other
modules, this has a horizontal approach by building most of its content to
each workshops cf. reflection and assessing learning outcomes. As one of
the objectives is to promote European youth programmes, the module also
fosters and encourages participants to participate in and initiate their own
projects in the future.)

The Among Others seminar at ELTE has reached over 100 participants from

various countries from China to Ireland. The seminar itself is still an elective
course at the Faculty of Primary and Pre-School Education, but mandatory for
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incoming Erasmus+ students. In 2021, a Hungarian-language version of the
course was launched at ELTE’s Faculty of Education and Psychology.

The seminar strongly builds on non-formal learning methods and aims
to offer an opportunity to become more sensitive and aware of intercultural
competence. It also aims to help participants in their personal and professional
development. Building upon the characteristics of non-formal learning
described above and as an implication of our reflective practice related to
our classroom experiences, we collected the main principles we apply during
Among Others seminar. These include the following:

— Voluntary participation
The learners themselves decide if they want to take part in the learning
activity. Once participants have enrolled in the course (for some of them,
especially the Hungarian participants, this is already a result of individual
choice) the formal, higher educational rules must apply and attendance is
taken into consideration for course completion. Voluntary participation
thus more applies to the right to say no and that it is up to participants how
much they get involved in group discussions. Learners are thus encouraged
to take responsibility for their own learning. The voluntary nature appears
in the course of our workshops in a different way, too. Participants are free
to design a ‘final project’ that enables the reception of a formal grade. This
helps overcome the controversy regarding voluntariness and the formal
requirements, as the final project is completely free to choose and develop,
as long as it has connections with the topics and approach of the workshops.

— Non-hierarchic nature
In the non-formal learning process, all participants are equal, and there
is no hierarchy among anyone, including the facilitators of the learning
process. This means that we seek a mutual partnership among all those
involved and we value the fact that everyone can contribute to their own and
others’ learning process. For those participants who are used to more formal
learning settings, these conditions might be challenging, thus not only the
content, but the context of non-formal learning must be set, too. From the
beginning the facilitators try to use inclusive language and practices, e.g., by
actively participating in the activities together with the participants.

— Self-assessment
It is important to identify learning outcomes. In the process of Among
Others this is done collectively, although the learning achievements are not
always the same. At the seminar we create an open space for reflection and
leave time for processing to provide means for gathering from the learning
process later on. In the course of non-formal learning, it must be kept in
mind that learning is a process, it does not happen immediately. Taking part
in an activity does not necessary mean that we already understand and learn
from it. Sometimes this aspect needs more time and because a large part
of non-formal learning is about the individual. Reflection is a key element:
at the end of the workshops and through a planned longer break between
workshops during the semester we provide space for participants to digest
and reflect upon their experiences.
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It is clearly visible that youth workers and facilitators of non-formal learning in
the European (especially European Union) context have a similar view on the
core principles. For reference, Kloosterman and Taylor (2012) described the
characteristics as follows:

— voluntary participation — people choose to be involved and want to be
there;

— curriculum is focused on the participant — their learning needs are central
to the process;

— the group is a source of learning — in addition to the curriculum;

— assessment starts from self-assessment — people judge their own progress first

— before any external assessment;

— any certification of learning is only implemented if the participants want it
(Kloosterman & Taylor, 2012, p. 9).

In this understanding is an active, learning is voluntary and creative relationship
with the learning environment and occurs on both the individual and group
level.

Participants of the learning process

Finally, as an interpretational note to the terminology that has been used in the
case study, we briefly introduce the participants to the learning process. The
terminology is not accidental as the principles of non-formal learning usually
distance the practitioners from using the conventional narratives of students
and teachers as this implies a hierarchical relationship between the parties.
Thus, practitioners usually talk about learners or participants (especially when
talking about specific projects or training courses), and facilitators.

Learners

In non-formal learning processes, the largest category of those involved is that
of the learners. Regardless the technical role, we believe that everyone is a
learner in the process. It is important to mention that usually a group context
is preferred in non-formal learning activities. Factors related to inclusion,
motivation and reflection could be mentioned as reasons for this: ‘Reflecting
in a group enables other perspectives to be offered and considered; unlike
solitary reflection, it is more likely to facilitate learning’ (Goodall, 2015, p. 49).
This might vary in the numbers of participants, even in bigger events a non-
formal learning activity can be carried out with enough learning supporters.
The learners have their own individual as well as group process; the more
diverse settings we use during the non-formal learning program, the more one
can benefit from participation. (For example: a variety of small, diverse-mixed
group activities, peer-to-peer activities and individual times gives different
learning experience to everyone.)
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Facilitators

In non-formal learning processes, there are participants/learners with a special
role in supporting the learning process generally. They are the facilitators
whose role it is to support the learning process and take into account the needs
and styles for each learners. They foster mutuality among the learners and
give directions, mainly in the form of reflection. According to a manual of the
Council of Europe, a facilitator is someone who acts as:

— a consultant who designs work sessions with a specific focus or intent;

— an adviser who brings out the full potential of working groups;

— aprovider of processes, tools and techniques that can get workaccomplished
quickly and effectively in a group environment;

— a person who keeps a group meeting on track;

— someone who helps to resolve conflict;

— someone who draws out participation from everyone, to ensure that the
full potential of the group is achieved;

— someone who organises the work of a group;

— someone who makes sure that the goals are met;

— someone who provides structure for the work of a group;

— someone who is empathetic;

— someone who organises space and time (Klocker, 2009, pp. 37-38)

To better understand the position of the facilitator, it might be helpful to
differentiate different roles in learning assistance, as is shown in the following
table:

Figure 2
Roles in learning assistance
(Source: Titley, 2002, p. 14)

Educational roles Teacher Trainer Facilitator

Process Less important Important Important
Task/content Central role Important role Co-responsible
Educational methods Often frontal Methodological mix Methodological mix
Communication style Mainly input Range depending Minimal input
Power Absolute Absolute-shared Shared

Examples School teacher ICL trainer Conflict moderator

The role of the facilitator is crucial: while they also fully take part in the process,
their attention is more on the other participants than merely on themselves.

Summary

This article aimed to clarify the meaning and approaches of different ways and
structures of learning. We once again underscore that our understanding of
the concepts of formal, non-formal and informal learning are mainly shaped by
the frameworks developed and used by the youth programmes of the European
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Union and the Council of Europe. We believe that both practically (as a lot
of resources, programmes and scholarly materials are accessible under these
frameworks) and theoretically these understandings might help practitioners
to better understand the different ways of how learning might happen. We
do not want to suggest that any type of hierarchy exists among formal, non-
formal and informal learning modes, environments and outcomes. Instead,
we content that the context and aims of learning and the characteristics of
the learners must be taken into consideration when planning and assessing
learning. While in many cases formal methods are crucial for transferring
knowledge to the students, when it comes to competences such as personal,
social and learning to learn, citizenship, or cultural awareness and expression
(to use the vocabulary of the EU key competences to lifelong learning — see
European Council, 2018), a non-formal approach to learning can be a powerful
addition to the formal learning environment, especially when it comes to
motivation and integration of the learners.

We also believe that a strong focus on reflection and reflective practices
might not only boost the quality and longer-term effects of learning from the
perspective of students: reflection can be taken into consideration and applied
by facilitators, too. A constant, dialogical, and methodical monitoring of the
success of the participants’ learning process and of the teaching/facilitating
modes can contribute positively to course development.
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Teaching, learning, training, and
researching throughout Europe
— Languages and cultures in contact
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——<o>——

Since the early 1990s, the Kecskemét College Teacher Training Faculty has been
involved in important bilateral and multilateral projects targeting cultural and
linguistic themes. Due to new challenges in pedagogy, didactics and ICT competences
in higher education, the projects’ aims and objectives as well as the list of participating
countries of the projects have changed. Our study introduces and analyses those
pre-EU and EU projects that focused on teaching pre-service teachers, training in-
service teachers based on the research results garnered through cooperation with our
partners, and learning from one another’s educational and cultural settings. This study
has a twofold goal: through the introduction of how cultures and languages enriched
one another in several intercultural projects, we aim to record a very rich period at
Kecskemét College Teacher Training Faculty.

Keywords: intercultural teaching programmes, pre- and in-service teacher training,
curriculum development, offline and blended courses

Introduction

Since the early 1990s, both students and lecturers at Kecskemét College
Teacher Training Faculty have been involved in important bilateral and
multilateral projects targeting cultural and linguistic themes. The first step to
launching this collaboration comprised establishing bilateral contacts to get
an insight into our partners’ cultural background and exchange experiences
regarding innovations in foreign language teaching and pedagogical methods.
Due to new challenges in pedagogy, didactics, and ICT competences in higher
education, the aims and objectives as well as the list of countries participating
in the projects have changed. Our study introduces and analyses those pre-
EU and EU projects that focused on teaching pre-service teachers, training
in-service teachers based on research results garnered through cooperation
with our partners, and learning from one another’s educational and cultural
settings.

The first multilateral project analysed in this study aimed at improving
students’ intercultural competences at a time when Hungary had not yet
joined the EU. The European seminar held at this time could be regarded as the
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forerunner of some upcoming EU projects at Kecskemét College. This seminar
was followed by several EU projects discussing various topics. The present study
focuses on those collaborations that examined the topic of foreign language
teaching in pre-service teacher training, literacy in in-service teacher training,
and designing blended courses for continuous professional development. Our
study has a twofold goal: by introducing how cultures and languages enriched
one another as a result of several intercultural projects, we aim to record a very
rich period at Kecskemét College Teacher Training Faculty™.

A Hungarian — Austrian intercultural student and teacher
mobility model (1990-2000)

Framework conditions

Between 1990 and 2000, approximately 400 students took part in pedagogical
and civilisation exchange studies and arts programmes. In addition, five joint
volumes and several studies were published on the outcomes (Jakab et al., 1999, p.
123). The exchange programme was supported by applications submitted to the
Austro-Hungarian Action Foundation and local sponsors. The objectives of this
cooperation were to improve language learning, renew pedagogical methods,
expand subject content, conduct joint research, develop curriculum activities
for trainers teaching German as a foreign language, and hold intercultural
exhibitions and concerts for representatives of the fields of arts.

Results of the Austrian — Hungarian partnership

Among the bilateral projects, the longest and most effective cooperation was
the intercultural relationship with the Krems Pedagogical Academy (Sagi &
Szinger, 2019, p. 143). This fruitful partnership and its common outputs were
published in several publications. The ‘management’ of the partnership had a
good strategy given that they worked in a visionary manager style.?

During the practical training sessions held in Austrian schools, pre-service
teacher students from Kecskemét became familiar with new teaching methods,
e.g., cooperative techniques, project, drama, and experience pedagogical
methods, techniques that gradually replaced frontal education in Hungary
after the change of regime. Students were given consultation classes to discuss
these ‘new’ methods. In return, pre-service teacher Austrian students could
test their intercultural teaching skills in Hungarian schools. Language learning
did not only mean learning German for Hungarian students: Austrian students
were also given introductory lessons in learning Hungarian.

The objective of each lesson — that was also observed by the partners

! Kecskemét College Teacher Training Faculty was the legal predecessor of John von Neumann
University Faculty of Pedagogy, and merged into Karoli Gaspar University of the Reformed
Church in Hungary Teacher Training Faculty on 30 July, 2020.

2 The members of the management team on the Hungarian side were Edit Jakab and Sarolta
Lipéczi-Csabai while Austria was represented by Friedrich Striberny.
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— was to expand the content of the subjects. The research and subject
development work was carried out in the field of language and literature
teaching methodology by Hungarian-Austrian authors who worked in pairs.
As a result, three textbooks and two volumes of studies were created jointly.
As cultural areas without language barriers, music and fine arts were included
in the successful programme.

Evaluation of the first partnership programme

This bilateral relationship was carried out with a high level of international
professional interest. For their scientific achievements, organisational and
teachingactivities in the framework of the Krems — Kecskemét Inter-Institutional
Relationship, its coordinators were recognised by the Ministers of Education
and Culture of the two countries. In a study published on the tenth anniversary
of the relationship, Friedrich Striberny, (1999) the Austrian coordinator of the
programmes, pointed out that one of the aims of the programmes was to develop
a sensibility to another culture; this goal was achieved at a high level. Based on
his further statements, an important aspect in teacher training in Austria is
that anyone who wants to represent intercultural educational goals as a teacher
must also act interculturally during their studies (Jakab et al., 1999, p. 122). The
fulfilment of this requirement was also supported in a report made by Johannes
Fonatsch, Stefan Dellacher, and Thomas Fraissl. These students from Krems
expressed their admiration for the landscape and their respect for Hungarian
people (Jakab et al., 1999, p. 124). From the perspective of time, it can be stated
that the Krems — Kecskemét relationship preceded Hungary’s accession to the
EU, but its goals, content, and impact on the participating students were as
important as student EU programmes. That is why it can deservedly be called a
type of ‘small-scale, Hungarian-Austrian Socrates/Erasmus project!

The development of intercultural competences in
a European student mobility model (1996-1998)

With the launch of multilateral EU projects in 1995, Kecskemét College
already had a cooperation agreement with 36 institutions from 17 countries
(Rigd, 2019, p. 70). The cooperating teacher training institutions significantly
contributed to the growth of the members of the affected generation within
the framework of international cooperation. ‘Growing together in Europa
means more than just the introduction of the Euro and a policy of economic
agreement. On the contrary, this process takes place in the heads and hearts
of people who are not only resolved to peace among neighbours but who also
have an interest in their neighbouring country’ (Lip6czi & Oomen-Welke,
1999, p. 9) The development of European competence meant education for
Europe, international cooperation, common thinking, getting to know and
appreciating each other’s culture.

The first multilateral project of Kecskemét College — a TEMPUS-Project
— was implemented to carry out the principle of European student mobility
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in order to develop their intercultural competence’? This project was meant to
link the different objectives and possibilities of the partners from countries in
Europe: Austria, German, Hungary, Italy, and Spain. The aim was to implement
the programme within a TEMPUS Mobility Joint European project. The
common interest was a better understanding of social and professional life
throughout Europe via schools, teacher training institutions, and economic
spheres. The two major axes around which the participant built the project
were the Network for Student Mobility and European Studies. The Network
comprises 18 students from EC institutions who had teaching practice and job
experience in Hungary in different schools. Roughly 12-15 students from two
Hungarian colleges studied at least a semester or two at the host institution.
The course entitled European Studies or European Seminar for future teachers
involved many segments of the educational, cultural, economic and political
life of Europe and was elaborated according to the training needs of Hungarian
higher education institutions in cooperation. This learning experience enabled
students to discover their own Europe by working independently on different
projects held in courses in both home and host countries.

The transversal educational principle of the application is the principle of
the European dimension, which can be incorporated anywhere where the
traditional individual professional and subject themes can be supplemented
and expanded with elements of a cross-border educational aspect that
sensitises the culture of other countries (Lip6czi & Oomen-Welke, 1999, p.
216). The following sections contain a few examples.

‘Who are the Europeans?’ Seminar on Europe

At the beginning of the programme, an international group of educators
participating in the competition mobilised the geographical, historical, social
knowledge, experience, and ideas of students from the five countries within
the framework of an introductory seminar. The seminar sought answers to
the questions, ‘How to define Europe? “Who are the Europeans’? Although
Hungary was not a member of the EU at that time, in 1996 the Hungarian
answers revealed that Hungarian students felt European by birth due to their
culture. Based on their answers, the geographical location, religion, and culture
of their country were what made them so. From an economic point of view,
Hungarians had been enduring years of austerity, yet they were still looking to
the future with confidence.

Languages in Europe in the project

Several approaches were taken as regards the topic of languages. As a first step,
the students interpreted graphics reviewing the languages of the world, Europe,
and the languages of the countries participating in the project in internationally

3 Members of the project management included Eva Kruppa (international manager), Friedrich
Striberny (Austria), Ingelore Oomen-Welke (Germany), Sarolta Lipéczi (Hungary, Kecskemét),
Fausto Minciarelly (Peruggia), Méria Koperniczky Torma (Hungary/Kecskemét), Mercedes
Costas Costa (Spain), Erzsébet Drahota-Forgacs (Hungary, Szeged).
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mixed groups. The groups used The Cambridge Encyclopaedia of Language*
as an important literature source. Then came the discussion of the concepts
surrounding bilingualism and multilingualism. The seminar also contained a
comparative linguistic part. The presentation, ‘European Language Hierarchies
on the Way to a United Europe’ (Janurik, 1999, p. 17) familiarised students with
why Europe had not become a homogeneous, monolingual continent. It was
further emphasised that Europe’s linguistic future depends on how Europe finds
common languages that make communication between Europe smooth. The
cross-cultural language of Esperanto could have become a world language if it
had become a mediating language on the Internet (Janurik, 1999, p. 21).

With their requirement of possessing strong language skills, fiction texts
also offered many opportunities for common thinking. It was easy to find
topics that addressed multiple nations in world literature. In this case, ancient
Graeco-Roman theatre, the tragedy of Faust, as well as works depicting
prejudices and enemies were chosen.

The situation of minorities

Atleast some partial knowledge regarding the different situations of minorities in the
countries participating in the project was available. Participants in the competition
thought that the European Union should certainly be sensitive to the situation of
minorities. The complexity of the topic and the diverse situation of minorities in
each country required studies and serious discourse. The project provided students
with a comprehensive knowledge of ‘Ethnic, Cultural and Linguistic Diversity
Problems in the Carpathian Basin, a topic that illustrated some of the relevant
problems related to this issue and the efforts being made to address them based on
some examples taken from historical and modern Hungary (Foldes, 1999).

Educational systems and methods as a topic in the TEMPUS project

An international comparison of educational systems and methods was an
instructive and professional topic. In Hungary, in the years following the political
transition from state socialism to democracy, the modernisation of education
began as a result of the transformation of the entire education system and a
renewal in pedagogy. A thorough analysis of teaching methods was also a part
of school visits, during which the application of project, drama pedagogical, and
other modern techniques were already present. Music, fine arts, and sport are
disciplines that convey and connect cross-border thinking and feelings between
different nations. It was worth taking advantage of its potential.

Lessons to be learnt from the first two intercultural teaching
programmes at Kecskemét College

It can be concluded that both projects were implemented before Hungary became
the member of the European Union. The Krems — Kecskemét project series was

* Crystal, D. (1997, 2010). The Cambridge Encyclopedia of Languages. Cambridge University Press.
dt. 1993 Frankfurt a. M. Campus
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based on the coordinating instructors’ ideas and concepts regarding education while
its financial background was largely provided by the foundation of the Ministries of
Education in the two countries. The TEMPUS Mobility Project was implemented
following a call for proposals, taking into account the EU concept. Among the goals
achieved by the two projects, the following ones are to be highlighted:

1. acquisition and extension of knowledge on intercultural topics (Candalier,
2007, p. 1-140) (geography, history, civilisation, attitude to the past,
customs, school systems, teaching methods, languages, language learning
for understanding between the peoples of Europe)

2. improving intercultural competence (including critical thinking, culture-
specific knowledge, tolerance, improvement of observation, interpretation,
comparison skills, interest, openness),

3. understanding, acceptance, tolerance, recognising and eliminating one’s
own stereotypes.

The student reports completed in the project show that the participants of the
seminar experienced interculturality and European dimension as a personal
experience by making friendships (Désa et al., 1999, p. 209). A participant from
Barcelona wrote, ‘I particularly think that no one should be deprived of the
opportunity to come into contact with that wonderful land and its charming
people’ (Almendros, 1999. p. 214). It should be mentioned that student visits
have been integrated into the Socrates/Erasmus programme which provided
students with even greater opportunities to develop their intercultural
competences and resulted in upcoming intercultural dialogues, new projects.

Towards new horizons: partnerships after joining the EU

In the 2000s, interaction between languages and cultures has also been carried
out by Kecskemét College and partner institutions in international linguistic,
didactic,literary®andliteracy projects. Thisseriesbegan with the Janua Linguarum
project® and was followed by Primary and Secondary Continuity/PRI-SEC-CO7
project (Lipdczi, 2011), a project in language teaching methodology with an
interactive platform (Szabé & Lipdczi-Csabai, 2014) and literacy projects.

Challenges in European in-service teacher training: obstacles and
solutions in reports from teacher training institutions

After the millennium Kecskemét College switched areas of focus from initial
training to in-service teacher training when joining international projects.

® Literary projects, like the worldwide Kastner-project, the project “War in Children’s Literature,
Modernisation in the European Children’s Literature, etc. will be introduced in a future
publication from Sarolta Lip6czi-Csabai.

¢ Candalier, M. (2004). The gateway to languages. ECML, Graz. http://archive.ecml.at/
documents/pub121E2004Candelier.pdf (Accessed: 27 January 2021)

7 More information on the project can be found on its website: prisecco.ph-freiburg.de/en/
home/ (Accessed: 27 January 2021)
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Teaching and training materials were developed, country reports on the
implementation were written, platforms to share the common products
were created. Although the projects were different in their scope, outputs,
and partners, the working method was mainly the same. The participating
countries or institutions used their national educational culture as a point
of departure to explore the topic and collect already extant materials before
seeking commonalities. Common goals were identified and joint strategies
were developed to reach these. The outcomes of these projects were produced
in the national languages; in 2006, Kecskemét College Teacher Training Faculty
entered the first international project in the field of literacy in (ADORE?®)
(Stekldcs, et al., 2010) by looking for good school practices all over Europe.

In the first step of the two-year project, various position papers were prepared
and reported on the special needs of struggling adolescent readers in relation to
each country’s national, social, cultural, and linguistic environments, with special
regard to the national characteristics of reading research and reading instruction.
This process was followed by designing and implementing an in-service teacher
training course (BaCuLit’) in 2011 (Stekldcs, et al., 2011), the follow-up of which
comprised an international association organised to promote this knowledge
among teacher trainers (ISIT') in 2014 (Szab6 & Szinger 2015b). In the ADORE
project the aim was to identify good practice examples in Hungary, while in
the BaCulit project a teacher training curriculum on cross-curricular literacy
was developed. Based on this experience and its rewarding results, Kecskemét
College entered the ISIT project and was involved in developing a blended
learning course in the area of literacy.

During the last phase of the BaCuLit project, the implementation
opportunities for the curriculum in the seven participating countries were
analysed based upon a method called ‘mainstreaming reports’ that was carried
out by national experts. These reports from Germany, Hungary and Romania
revealed the most promising opportunities for implementing the curriculum.
As a follow-up, a comparative analysis of implementation strategies promised
further rich insights and interesting research about implementing innovative
concepts into national continuous professional development (CPD) systems
(Szab6 & Szinger, 2020, p. 54-58). The ISIT-consortium could identify
some common (transnational) and/or specific (national) obstacles as well as

8 ADORE (Teaching Adolescent Struggling Readers in the European Union. A Comparative Study
of Good Practices in European Countries) project was a SOCRATES Programme: initiating a
multidisciplinary dialogue between reading researchers to produce case studies and suggestions
in reading instruction for EU policy makers, funded between 2006-2009. The involved countries
were Austria, Belgium, Estonia, Finland, Poland, Germany, Norway, Hungary, Italy, Switzerland,
and Romania. The adviser and evaluator was Prof. Dr. Donna Alvermann from University of
Georgia, Department of Language and Literacy Education. Hungary was represented by Janos
Steklécs, Ildiko Szabé and Veronika Szinger (Kecskemet College Teacher Training Faculty).

 BaCulLit (Basic Curriculum for Teachers’ In-Service Training in Content Area Literature
in Secondary Schools) was an in-service training course developed within the Comenius
Multilateral project bearing the same title, funded 2011-2012

0 ISIT (Implementation Strategies for Innovations in Teachers’ Professional Development) was
a Comenius Multilateral project, funded 2013-2015.
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opportunities for implementing CAL-courses (Content Area Literacy courses)
in the participating countries and developed some general and specific
recommendations addressing teacher trainers, training institutions, and policy
makers. It was very interesting to see the commonalities and the national
specific conditions of successful implementation for the course developed by
three EU-countries with different educational policies. Much was learnt from
each other’s insights, suggestions, and recommendations.

In all implementing countries, the lack of time for participating in CPD
emerged as a major obstacle. As schools have to invest in substitute teachers
during participants’ presence in training programmes, principals are reluctant
to allow teachers the long-term participation required by CPD during school
hours. Possible solutions proposed by the ISIT trainers include,

1. an ‘appetiser strategy’ that offers a small unit of a course, e.g., a ‘one
afternoon demo version’ in order to get teachers interested in learning
more;

2. a blend version of weekdays and Saturdays or weekdays and summer
schools;

3. a blended learning course combining face-to-face with e-learning units.

In some implementing countries, the size of regions to be covered by CPD is
an additional challenge. Two solutions have been taken into account:

1. it is the teacher trainers who travel to the schools (in the case of whole-
staff-training);
2. the course has to be offered as a blended-learning course.

In all participating countries teachers or principals showed some reluctance to the
‘innovative’ offers provided by CPD. Too often they have been disappointed by
CPD courses that bear attractive titles but contain no interesting content relevant
to their daily practice. In other instances, top-down decisions made staff obliged to
attend courses that did not meet their needs. Possible solutions are:

1. to take care of high quality offers and continuous quality monitoring;

2. to build teachers’ confidence in the quality the course offers on a long-term
basis;

3. to strive for scientific evaluations underscoring the positive effects of the
programme.

In all participating countries, there was a lack of awareness surrounding
the importance of content area literacy and the required qualifications for
teachers in all subjects. The educational agendas and topics as well as the
involved teacher training programmes and institutions change in accordance
with political changes and often do not allow for the necessary continuity
of educational reforms. Possible solutions must build upon continuous
awareness-raising measures regarding the importance of literacy issues.

The certified BaCuLit trainersin Germany, Hungary,and Romania developed
different strategies for implementing CAL-elements into their PD-practice.
The qualified trainers who filled in the logbooks initiated careful adaption
to the conditions of the respective country or region and witnessed a high
amount of creativity. On a general level, the following key success strategies
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could be identified. Implementing the programme in several phases of teacher
education was the correct action to take. For instance, in one German federal
state, the BaCuLit course was developed as a certified additional qualification
for teacher trainees to be piloted, training multipliers in preparation. In several
institutions, a systematic step-by-step planning of implementation on different
levels within relevant institutions was performed. Careful information on the
part of decision-makers at teacher training institutions turned out to be a key
success factor in sustainable implementation of the programme.

In all countries, attempts were made to integrate BaCuLit elements into
existing programmes or initiatives. In Hungary, the national initiative to
develop a new generation of textbooks for all school subjects was used
to integrate content area literacy elements and assignments into these
textbooks; in Germany, national or federal literacy programmes and the
respective structures (ProLesen, BISS: Bildung in Sprache und Schrift, “Lesen
macht stark”) were addressed; in Romania curriculum reforms and national
assessments were taken into account for implementing CAL elements.

Several trainers raised the essential question of how to gain the expertise
necessary for a facilitator. They decided to test parts of the programme in their
own teaching practice at the schools or teacher seminars where they worked
and thereby gained experience and self-confidence in their role as trainers.
Their own learning process could be said to have been ‘self-scaffolded’ since
they asked themselves questions that could be followed in their logbooks.

Several trainers discovered the opportunity of offering colleagues and
clients ‘mini-training sessions’ containing characteristic elements in order
to create an ‘appetite for more. These mini lessons turned out to be highly
effective. In short, innovative PD programmes must be designed in a way
that allows flexible adaptation to different needs, e.g., the needs of teachers at
different levels (primary/secondary schools) or different types of schools, e.g.,
high schools versus vocational schools. For example, a CAL-course ‘light’ for
in-service vocational teacher training and for CPD in the natural sciences was
found to be the most suitable format in one federal state of Germany. In other
institutions, a ‘complete package’ was designed for a teacher training college.

An essential element for successfully implementing innovations into
teachers’ PD is building cooperation and networks between different
institutions or organisations. In Romania, several Teacher Training Houses
developed a collaboration in order to have the BaCulLit course accredited. In
Hungary, a national BaCuLit Association has been structured as part of the
Hungarian Reading Association. In Germany, several trainers from different
federal states decided to cooperate in order to develop additional modules for
the BaCulit course, e.g., an additional module on ‘BaCulit for students with
migration background/with German as a second language’ and to produce
synergies between fields. Depending on national conditions the accreditation
of the developed course turned out to be essential (in Hungary and Romania).

Several trainers recommended training the whole staff of a school as an optimal
way to put the programme into practice. Although this was felt to be the most
effective way to implement CAL into the daily classroom practice of teachers, it
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needed personal and financial resources in order to be put into practice. Ideally,
innovations in teachers’ PD need a combination of top-down and bottom-up
approaches on school, local or national levels. Policy makers, curriculum designers
or school principals have to provide the necessary legal and financial resources for
enabling teacher participation in innovative courses. These kinds of courses will
only create change in school and classroom practice if the teachers themselves are
motivated and engaged in putting educational school programmes into practice.

A common strategy in teachers’ professional development:
developing a blended course

As it turned out from trainers’ logbooks in ISIT country reports, in many
European countries the time for face-to-face learning in teachers’ CPD is
limited to a few days per year and thus privileges ‘one-shot-approaches’ that are
not effective in changing classroom practice. The National Report on Hungary
for the ISIT Project (Szabé & Szinger, 2020, p. 97—-100) also highlighted some
specific conditions of education policies in Hungary that were similar to the
aforementioned situation. The concept of an ISIT course was already meant
to combine synchronous and asynchronous learning settings in the training, a
factor that was very much appreciated by the participating trainers. The ISIT
project partners therefore initiated BleTeach (Blended Learning in Teachers’
Professional Development — Developing a Blended Learning Course in Content
Area Literacy for Secondary Teachers)'' project to explore and analyse the
most promising formats in blended learning offers in CPD with the aim of
developing and implementing a blended learning course (BLC) for secondary
teachers (and teacher trainers). BleTeach pursued two main objectives:

1. a general objective: modernising structures of teacher education by
integrating digital learning opportunities into teachers’ professional
development;

2. a specific objective: developing a model blended learning course (BL-
course) in CAL to be included into the regular course programme in a
number of European teacher training centres.

Blended learning can make professional development far more affordable
and convenient for teachers because they do not have to travel too often
and they can participate in a course either without missing teaching time or
with the least absence. Compared to conventional professional development
programmes, it is also good for schools because they do not have to arrange
for substitute teachers. Beyond these advantages, a blended learning course
allows participants to deepen their knowledge to a greater extent as they can
reread, rewatch or relisten to the resources. Furthermore, these trainings
can be more self-reflective as forums while communication-based activities

1 BleTeach (Blended Learning in Teachers’ Professional Development — Developing a Blended
Learning Course in Content Area Literacy for Secondary Teachers) project was an Erasmus
+ project under KA 2: Strategic Partnerships with partners from five European countries and
guest participants from the Russian Federation between November 2015 and April 2018.
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make participants weigh their entire learning process. By doing so, they
can revise their practice, make alterations, and gain individualised feedback
from both their tutor and peers. Self-reflection can also be strengthened by
the asynchronous nature of blended courses because participants can access
materials on their own schedule. The learning-by-doing approach of blended
courses additionally improves the ICT competences of the participants.

Designing a blended course in CPD does not mean only including both
face-to-face and online sessions into one, integrated unit. It also means
considering issues of designing learning activities different from traditional in-
service teacher training course (Szab6 & Szinger, 2015a). To design a successful
blended learning course, the BleTeach project published a handbook on
success factors in blended learning offers for teachers’ in-service-training, a
source that is available in Hungarian as well (Szabé & Szinger, 2020).

Meanwhile, the participating countries designed a Master Version of the
blended course in English. The title of the course is “Improving Disciplinary
LEArning through Literacy (IDEAL). The project approach was to agree on
a basic English Master Version of the course and give all national teams the
flexibility to adapt this Master Version and modify, reduce and/or complete
it according to specific national conditions and needs. Two guiding principles
underlay this transformation (rather than translation):

1. in terms of conceptual decisions, each team was free to decide either
to delete modules from the master version that were not needed in the
national version, or to supplement the master version with additional
modules that responded to national needs or requirements;

2. in terms of material and references, each team was requested to use as many
national materials, textbooks, curricula, and research resources as possible.
This principle could make the national versions of the course much more
attractive for national teacher training institutions to implement as they were
now supposed to be much more responsive to national conditions and needs.

By following these principles, both the national context of education and
linguistic needs or challenges of each country could be taken into consideration.
The national resources to create a common European training course were
collected and then selected for inclusion into the master course. Resources
available only in one of the national languages were translated into English,
if they were to be used in the master version. The whole process of creating a
common course was very similar to a dialogue between educational cultures.
At first, a collection of best practices and high-quality research was created by
the national participants; then each nation adjusted these resources to their
expectations. The national versions could either use the master course as an
inspiration or not use any of its items.

All teams worked on their modules for the English master version in tandem
with their national versions. The master version of the IDEAL course was not
implemented at all, as the project partners represented non-English speaking
countries. The national versions of the IDEAL course are not publicly available
due to copyright restrictions as well as didactical considerations. The Hungarian
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course is ‘BaCulLit Blended — A tanitds és tanulas sikerességének tamogatasa
a tantargyi szovegek feldolgozasan keresztill blended kurzus forméajéban’ The
target group for the BaCulLit Blended-course are secondary school teachers
across all school subjects, meaning teachers of grades five to twelve or thirteen
in general or vocational education. Here is a short overview of the modules in
the BaCulit Blended course (Szab6 & Szinger, 2020, p. 101-108):

a) Module 1: Basic (key) concepts of BaCuLit (Engagement, Metacognition,
Interaction);

b) Module 2: Text diversity and text structures;

¢) Module 3: Vocabulary instruction;

d) Module 4: Teaching reading strategies;

e) Module 5: Formative assessment.

As a conclusion, it can be said that all partners felt inspired while developing
the course and finding the right response to a common challenge; at the same,
developers were encouraged to use one another’s efforts and products.

Training the trainers to meet digital challenges in higher
education in Europe: lessons to be learnt from the AduLeT-project

Even though blended learning, online learning, and training have recently
become crucially important, many teachers (or even lecturers in upper
education) do not feel confident in such environments. A lack of formal training
and support of digital skills is still characteristic of faculty training. The AduLeT
project'? was a cross-cultural cooperation involving exchange in connection
with country-specific TEL (Technology Enhanced Learning) situation at
universities on the European level. One of the project outcomes addressed
barriers to basic TEL usage at universities and provided further insights
into the reasons why educators are hesitant to include TEL-based teaching
methods in their daily teaching practice. To identify barriers for implementing
ICT in higher education, the project applied a research methodology called
Group Concept Mapping (GCM). Forty-nine, upper education, experienced
instructors with different educational backgrounds from Finland, Germany,
Hungary, the Netherlands, Portugal, and Spain generated 87 ideas about
barriers for implementing ICT in learning and teaching. Then, a sub-set of
28 participants individually sorted these ideas into more general categories
and rated each barrier on the basis of importance and level of ease/difficulty
in usage. This analysis showed the following six categories of barriers: lack of
organisation support; teachers’ lack of knowledge and skills; lack of time; lack
of hardware and software; students’ lack of knowledge, skills and motivation;
and lack of reward and recognition®.

12 The AduLeT (Advanced Use of Technologies in Higher Education) project ran between 2017
and 2019. More information on the project can be found on its website: https://sites.google.
com/site/aduleteu/ (Accessed: 10.02.2021)

13 Detailed description of the survey analysis is available at AduLeT platform: https://cop.adulet.
eu/research-publications (Accessed: 10. 02. 2021.)
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According to Hungarian respondents (Szabd, 2020), lack of time was
found to be the most important barrier. This was followed by lack of hardware
and software, a circumstance that was held as difficult to solve. As a barrier,
teachers’ lack of knowledge and skills is crucial in Hungary, albeit not the most
important one. Students’ lack of knowledge, skills and motivation is in the final
third of the importance scale, but the easiest to overcome. Lack of organisation
support is regarded as the least important barrier, however, it is not the easiest
to solve.

Although there were differences between the level of importance for each
barrier in the participating countries, it was revealed that both technological
and pedagogical support from the institutions is very crucial. Although the
problem is common, the technological, methodological or even working
contexts display great variation among the six AduLeT countries representing
several cultural regions of Europe. By sharing knowledge, case studies, research
results, and the methods applicable with TEL tools, lecturers can improve
the diversity of their teaching approaches, adapt them to different learning
scenarios and subjects according to the students’ needs. This knowledge can
contribute to the usage TEL based methodologies and more strategic and
integrated use of TEL tools and create a continuous cultural exchange in
virtual educational settings.

Summary and conclusion

The European projects introduced in this study have had a great impact
on generations of pre- and in-service teachers, their vision on Europe,
methodological culture, and professional development. This approach is
transmitted to their students during their teaching practice and career.
This study has collected those examples and good practices that aimed at
developing cooperation between European countries so that they could
appreciate different cultures via learning from one another while developing
common frameworks that could be used in their nationally, culturally, and
linguistically diverse educational environments. Kecskemét College Teacher
Training Faculty and its accessing institutions, Pallas Athene University, John
von Neumann University Faculty of Pedagogy, were very active in developing
and implementing programmes and projects that promoted multilingual and
multicultural cooperation in educating the teachers of the future.
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The LECEC+ Project 2018-1-HU01-KA201-047763 (2018-2021) aims at strengthening
collaboration among different European institutions working within (or in relation to)
early childhood education (ECEC) settings. The general objectives of the project are
to contribute to the integration of disadvantaged children and improve the quality of
institutional education and care in early childhood. The immediate goal of the project
was to learn about the intercultural competencies of professionals working in the field
and to assess their training needs in the areas of early childhood education. The Italian,
Spanish, Belgian, and Hungarian early childhood educators involved in the projects
have gained experiences that can be incorporated into an inclusive early childhood
education environment. Based on these experiences, a pilot training was designed
and tested for improving early childhood educators’ attitudes towards intercultural
and inclusive practices. The effect of the pilot training was monitored by means of
observational data. The LECEC project also aimed to study and make available
successful experiences, good practices and innovative solutions.

Keywords: interculturalism, inclusion, ECEC, nursery

Introduction

This article is intended to present the research and work of researchers from
Eotvos Lorand University Budapest, Faculty of Primary and Pre-School
Education (ELTE TOK) and early childhood education professionals at the
Jozsefvéros Joint Nurseries (JEB) in the 8" district of Budapest. Within the
framework of European Union-funded, Erasmus+ KA2 Strategic Partnerships,
the authors joined forces as a part of the project entitled, ‘.LECEC - Intercultural
Early Childhood Education and Care: Curriculum Design for Professionals!
This initiative contributes toward ameliorating and broadening quality
services and developing the knowledge and competency of early childhood
educators while focusing on children with disadvantaged background and the
fight against exclusion.

The project created a professional joint think tank with the aim of sharing
practical experience that helps make the work of early childhood teachers both
multidimensional and individual. The partners in the project are ELTE TOK,
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Galileo Progetti Nonprofit Kft. (Hungary), J6zsefvarosi Egyesitett Bolcs6dék
(Hungary), Universitd di Firenze (Italy), Arca Cooperative Sociale (Italy),
Erasmus Hogeschool (Belgium). The participants prepared a comparative
analysis of early childhood education in four countries: Hungary, Italy, Belgium,
and Spain. In this article, we present some of the stages of this exciting and
uplifting work that was conducted in a spirit of unifying both theory and
practice. Deployed as part of a team effort in collaboration with the academic
world, these efforts targeted problem analysis, multiculturalism, organisational
development, and the establishment of professional communities oriented
towards practice on the one hand, and the renewal of educational work in
nurseries on the other.

Intercultural approaches are complex and multidimensional given that
they not only involve a dynamic and interactive understanding of cultures and
societies but also demand the processes of critical self-reflection regarding
the concepts, beliefs, and practices related to cultural values and cultural
diversity. The multifaceted dimensions of pluricultural societies and inter-
and intracultural interactions requires developing a progressive, in-depth
awareness of these interlinkingand complexrealities. Designing an intercultural
curriculum for ECEC professionals requires different dimensions (both
theoretical and practical in nature) and also requires provision of a sufficiently
solid approach to the various aspects that are involved in intercultural theory
and practice (Wagner et al., 2017).

In addition to this, educators need self-reflective and self-critical practices
and a comprehension of the structural aspects that affect the biographical and
everydayness dimension of the cultural subjectivities, including those of the
educators themselves. It is important to avoid reducing interculturalism into a
purely technical and abstract dimension’. To achieve these goals, we planned
and tested a pilot training for ECEC professionals who are in contact with
children under the age of three. Our partner in testing was The Jozsefvaros
Joint Nurseries (Jozsefvarosi Egyesitett Bolcsédék, JEB) in Budapest’s 8th
district (known as J6zsefvaros) which operates under the auspices of the Local
Government. The social composition of the population residing within the
8™ district is rather heterogeneous and contains a mixture of highly skilled
professionals and socio-cultural disadvantaged. The district is divided into
eleven quarters. The architecture of the quarters is significantly different in
that it features both modern and historic architecture, but also has slum of
socially degraded housing stock. Neighbourhood population is a separate
indicator in terms of housing status, educational attainment, and income.

In Hungary, parents can send their children to the nursery closest to their
place of residence, a factor that allows researchers to view nurseries as a kind
of ‘cross-section’ of a given quarter. In Jézsefvéros, the social situation of the
families who send their children to the nurseries is different. JEB operates

! The LECEC+ Project 2018-1-HU01-KA201-047763 aims at strengthening collaboration among
different European institutions working within (or in relation to) ECEC settings. It has the objective
of developing a new intercultural curricular program targeting ECEC practitioners and learners
working at pluricultural contexts.
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seven member nurseries, all found in different geographical locations in the
district. These early childhood services can accommodate children who are
from 20 weeks to three years in age. The environment is familiar and suitable
for current professional requirements. As regards the characteristics of the
care area, JEB provides professionally thoughtful, high-quality obligatory and
voluntary services that focus not only on children under the age of three but
also on their surrounding families through various programs. JEB also runs the
Sure Start Children Centre (Jézsefvarosi Biztos Kezdet Gyerekhdz). The Sure
Start Children Centre’s network strives for the social integration of children
under the age of five who display sociocultural disadvantages and their families.

During our pilot training conducted within the framework of the ‘L.LECEC
Erasmus+ project, early childhood educators gained insights into the theory
and practice of holistic thinking that emphasises the goals of environmental
and social sustainability, the recognition and appreciation of aspects of
environmental education in nursery schools, inclusion, child diversity, and
freedom from exclusion.

Institutional provision of early childhood education and care is characterised
by diversity, which includes the need for adaptable and flexible practices that
reflect the needs and interests of children and families. An important institutional
challenge is to create pedagogically ‘rich’ spaces that address the differences,
similarities, and diversity of children and families (Silva et al, 2020).

From time to time, flexible and reflective practice requires a rethinking of
the institution’s built and natural environment (including spaces and materials)
in a variety of ways that are flexible yet also reflect the value system of
sustainability. In this paper, we will describe four of our project’s main aims in
examining: (1) early childhood spaces for intercultural education, their needs
and requirements; (2) the role of literature in both caring for disadvantaged
children and practicing intercultural education; (3) the design of a sustainable
and green environment for inclusive education; and (4) art activities in support
of the formation of cultural identity.

Nursery spaces — supporting intercultural education

The project’s theoretical background is based on the recognition that early
childhood education makes the greatest contribution to later education
and good learning outcomes, thereby helping children to achieve success in
learning and social adaptation later in life. The American economist James
Heckman won the Nobel Prize for his research showing that early support
makes a significant contribution to children and young people’s success in
coping with the challenges they face in school and later in life. In other words,
the development that occurs in a child’s early years delivers the greatest return
on investment. Other research confirms that children learn most between the
ages of 20 months and three years. This is also an important finding in helping
vulnerable and disadvantaged families (Silva et al., 2020).

Research is needed to identify and clarify which early interventions
strengthen children’s cognitive and affective skills. Children’s language or
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mathematical competences, their interactions with children and adults, their
social relationships (social competences) as well as the ability to acquire and
develop creative and artistic competences (for example through play) are all
equally important areas. Children’s learning and development must therefore be
understood and supported from a broader perspective. Both the 2009 Eurydice
report and the 2014 Eurydice/Eurostat Key Data report have shown that the
quality of early institutional education has a positive impact on children’s later
school performance, social adaptation, and skills acquisition. Research clearly
shows that high-quality early childhood education and care leads to significantly
better performance that can translate into up to a one- or two-year advantage
based on international tests of basic skills such as PISA and PIRLS.

Early childhood education’s positive effects are particularly apparent
among disadvantaged groups, including migrant and low-income families, for
whom access to quality care can make a big difference in helping children lift
themselves out of poverty and family dysfunction. Supporting children from
different socio-cultural backgrounds in early childhood education is crucial for
later learning outcomes. Early childhood education and care that complements
the central role of the family has a deeper and more lasting impact than any
subsequent intervention. A child’s earliest experiences form the basis of all
later learning: when a solid foundation is laid in the early years, later learning
is more effective and more likely to continue throughout the child’s life.

Early childhood is the period of life when education has the greatest impact
on development and is most effective in reversing the effects of disadvantage.
Research shows that poverty and family dysfunction are most closely associated
with poor educational outcomes. By the age of three, large differences in
cognitive, social, and emotional development can already be observed between
children from affluent versus poor families; if not addressed separately, the
differences tend to widen by the age of five (Bereczkiné Zaluszki, 2017).

Learning environments have an impact on different learning experiences.
The appropriate design of learning environments in early childhood education
institutions influences children’s later social, emotional, and cognitive
outcomes. Together with the design of spaces in the nursery, the usage of
appropriate colours and objects also influences children’s learning and the
processes of establishing and maintaining relationships with parents.

Any environment cannot be viewed as fixed, given that our circumstances
are shaped by our social activities. The spaces we use have a significant impact
on our quality of life, our behaviour, and our social relationships. Appropriate
design of the built environment can also serve educational purposes by bringing
people closer to their own living space and helping them better navigate their
surroundings, for example. The aim of environmental education is to develop
complex, creative learning based on action and experience.

As was mentioned previously, supporting children from different socio-
cultural backgrounds in early childhood education is crucial for later learning
outcomes. Early childhood education and care that complements the central
role of the family has a deeper and more lasting impact than any subsequent
intervention. A child’s earliest experiences form the basis of all later learning.
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If a solid foundation is laid in the early years, later learning is more effective
and more likely to continue throughout an individual’s lifetime. The design
of learning environments in early childhood also influences later socialisation
outcomes. The design of the spaces in the nursery determines both the learning
of children and the way they interact and relate to their parents (Bereczkiné
Zaluszki, 2018).

To study the optimal design for learning environments, we have created
a joint course for Bachelor and Master students at the Faculty of Teacher
Education and Early Childhood Education at ELTE and the Moholy-Nagy
University of Arts and Design to create supportive nursery spaces®. We
started from the belief that students in education would share what they know
about early childhood learning with the arts and design students while future
designers would gain and insight into designing spaces and objects geared
toward weighing and meeting users’ existing needs. In the long term, the course
also aims to reduce the risk of early school leaving We based this collaboration
on the premise that, if our environments reflect the interaction of different
cultures, then our environments also affect the way communities live together
(Keszei et al., 2019; Kovacs et al., 2019). Within the course, we identified four
themes to be addressed: arrival, eating, hygiene-related tasks, and free play. For
each of the four topics, we created small groups that were divided to include
a mixture of student teachers and student designers working on a given topic.
The course is led by one lecturer each from ELTE-TOK and MOME while a
colleague from a nursery school provides professional, practical support.

The aim of the course is to support early childhood experience in the
context of institutional education. The basic principle of the course is that later
learning and creativity can only be effectively supported if the foundations
for this are already established in early childhood education. The course aims
to develop an innovative approach. During the course, teacher and design
students will jointly design nursery spaces based on age-appropriate learning
and experiential learning while using inter-professional learning methods to
help students experience interdisciplinary learning and consciously design
integration. In early childhood learning, it is important to design the classroom,
including the equipment to be used, a consciously chosen selection of toys,
and a deliberate array of colours and shapes. Providing optimal conditions
for the external learning environment can contribute to the development of
intrinsic motivation that meets personal needs. Through its exploration of
early childhood learning and the design of learning environments, the course
will allow students to gain experience in innovative learning environments and
navigate their own research with confidence.

By working as a team, sharing their experience in design and pedagogy,
and understanding and supporting each other, students will create learning
environments that are inspiring to explore and safe to experience for young

2 The instructors of the course are Akos Levente Lip6czki DLA Head of the Design Institute,
Associate Professor, researcher, and creative learning expert; Angela Bajzith PhD, Eo6tvos
Lordnd University, Faculty of Primary and Pre-School Education; our professional consultant,
Erika Bader, Sure Start Children Center (Biztos Kezdet Gyerekhdz).
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children. The results of the course will be shared with students from both
universities and practitioner colleagues with whom the students have worked
and consulted during the course of examining problematic issues.

Literature project in The Jozsefvaros Joint Nurseries in Budapest

In Hungary, regulatory mechanisms support inclusion at the level of
documents, but it is up to each institution to devise the way in which it is the
most capable of implementing inclusion (Bajzath, 2018, p. 35). The high quality
and receptive early childhood education, covering everyone and available to
anyone, obviously can only partly compensate for the disadvantages suffered
in a family. For disadvantaged children it is only possible to achieve long-term,
positive effects with a comprehensive strategy, working together with other
initiatives of other policies (healthcare, housing, employment, etc.) (Darvay,
2018, p. 14). What sort of education arriving child receive at the institution
is mainly up to the educator’s level of motivation (Bajzath, 2018, p. 28). It is
very important that the professional staff at the nurseries keep abreast of the
latest phenomena in children’s culture, including paradigm shifts in children’s
literature and new experience techniques in methodology. When adequately
prepared, staff can then create spontaneous situations that serve as a fertile
ground for children’s aesthetic receptivity. The way children relate to books and
literature depends to a great extent on the experience-centeredness of literary
education in educational institutions, the loving atmosphere they experience
there, and the professional knowledge of early childhood educators. Naturally,
the role of parents and the home environment is paramount in conveying
the first literary experience, but for children attending nursery it is the early
childhood educators’ and caregivers’ responsibility to select the best gems
of literary culture for the nursery’s daily program and present these in an
emotionally rich manner, thereby allowing the aesthetic experience to unfold
during daily activities.

Creating early literacy experience in response to children’s needs and
supporting literacy skills in a multi-faceted fashion as part of the daily routine
requires an appropriate level of professional knowledge among educators
who furthermore embrace new information. Young children’s interest in
algorithms in the internal and external world expressed in short rhythmic
texts is conspicuous at an early age: they perceive and enjoy the cadence of
lines in traditional nursery rhymes, songs and games, and verses that also
stimulate them to move. Beyond poetic genres, the frequency of storytelling
and the aesthetic quality of tales determine the intensity of interest in literature
evolving in early childhood. Out of the many approaches to examining the
genre of children’s tales, it is mainly psychological studies that points to the
fact that the symbolism of fairy tales and the attitudes of heroes coincide with
children’s view of the world. It can therefore be said that the motifs of fairy
tales are in harmony with the process of children’s psychological growth.

Educational research addresses the linguistic and cognitive development
related to fairy tales and the role of fairy stories in developing social
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competences. Psychologists, literacy researchers, and education professionals
have paid increasing attention to the specific issue of how to counterbalance
young children’s time spent by visuality centred acquisition of information by
emotions-dominated, intimate literary experiences in institutional education.
Thanks to the work of publishers and many dedicated editors, new children’s
books have been published in recent years. In the spirit of effectively supporting
emerging literacy, the availability of new children’s books and high-quality
publications provide an impetus to literacy processes in early childhood.
To support childhood emotions, it would be desirable to make these good
publications available to the largest number of children.

There is a consensus in that appropriate literacy skills development and
speech support in early childhood should use anthologies of children’s
literature that provide aesthetically rich material for a modern approach
as well as for developing targeted motivations and experience techniques.
In the Erasmus LECEC project, the staff of Jézsefvaros Joint Nurseries in
Budapest collaborated with the lecturers at ELTE TOK to focus on exploring
the relationship of the family environment to culture while exploiting the
multitudinous opportunities inherent to education arts. In the framework of
ongoing self-training, early childhood educators contribute to enriching the
literacy habits of families by offering a wide range of valuable pieces of literature
and serving as positive examples. By involving parents in literary education,
the loving atmosphere of active quality time spent with their children and the
intimate moments shared at this time is further enhanced by the experience of
absorbing the power of art.

As a further element in promoting literacy habits, the concept of the
‘notebook project’ was presented in workshops organised by the institutions.
Early childhood educators and parents were invited to familiarise themselves
with a set of nursery rhymes and poems that had been chosen based on
professional recommendation. Participants then expressed their emotions in
connection with the works in point intuitively, in a creative process. The steps
of the creative process were the following: 1) Selection of favourite excerpts;
2) Justifying the choice; 3) Discussing different possible interpretations of the
pieces; 4) Activation of the selected work’s vocabulary by sharing impressions
and experience; 5) Expressing the emotional imprint of the work using visual
techniques. Not only did participants experience the strength of literature,
they also received a model for creative self-expression and the realisation of
art as a personal experience (Bereczkiné Zaluszki, 2018, p. 89).

The next stage in the progression of the literature project was ‘Literature
notice boards to guide parents. By recommending the best quality anthologies,
children’s periodicals, and websites for children’s literature, nursery educators
brought outstanding Hungarian and foreign books in the children’s books
market as well as experience-based methods of processing literature, and
contemporary children’s culture closer to families. Hand-made by the working
groups, notice boards were mounted on the walls of the institutions for the
information of parents. They contained specially labelled pockets with the
printed words of the pieces spontaneously recited in the course of daily work.
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In this way, traditional and contemporary nursery rhymes, children’s poems
written by classic and modern poets, the best pieces of Hungarian folk stories,
and tales by contemporary authors were brought within easy reach of parents.
The recommended excerpts represent the multifaceted nature of children’s
literature in our days and draw from a wide choice of works published by
illustrious old as well as recently established publishers. The educators’ choice
contains an abundance of contemporary texts that are suitable for deepening
the emotional relations forged between the adult and the child due to their
aesthetic value and diversity (Bereczkiné Zaluszki, 2018, p. 87). The message
of the JEB project is that professional preparation and expertise in children’s
literature coupled with appropriate motivating techniques can multiply the
literary experience of children aged 0-3.

The importance of the nursery environment
in the process of intercultural education

Education for sustainability should start in early childhood. Thus, nurseries for
young children play a key role in shaping values, attitudes, skills, and behaviour.
This formative experience in turn supports the achievement of social and
environmental sustainability goals, such as interculturality, equity, compensation
for social and health inequalities, and the use of natural resources (Davis &
Gibson, 2006; Wells & Lekies, 2006). Institutional services for early childhood
education and care are characterised by diversity, which includes the need for
flexible practices ready for transformation that reflect the needs and interests
of children and families. It is necessary for institutions to change with children
and families, while exploiting the guiding principles and educational tasks that
determine the identity of each service (Urban et al., 2012).

The institution is open to the diversity demanded by children and families,
which is more important than ever for ECEC services in Europe (EU COM,
2019, C189/11.). It is the responsibility of the early childhood educator to
evaluate and redesign the program of the institution, considering the needs
of the children and families. An important institutional task is to create
pedagogically ‘rich’ spaces that can deal with the differences, similarities,
and diversity of children and families. Due to the age and psychological
characteristics of young children, it is necessary to create safe spaces suitable
for meeting the educational needs of children, e.g., offering ‘stimulating
action’ versus ‘no action’ places where children can alternately play, relax or
hide. Within a group room, thought must be given to designating ‘we’ and
T spaces, such as places where they can meet or gather in a small group, as
well as individual spaces/places (table space, personalised bed, wardrobe,
etc.). It is also necessary to create safe and hygienic spaces for care, e.g., the
creation of ‘care’ spaces for bathing, eating, sleeping, relaxing (a place that is
neither too noisy nor overly crowded, etc.). With their furniture, materials and
colours, interior and exterior spaces become a learning tool that is useful for
exploring the world and gaining experience. It is essential to design the service
pedagogically, which includes care of the objects, the decoration of areas and
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the choice of materials, thus creating coherence in the internal dimension of
education (Silva, 2018).

Based upon needs and possibilities, it is necessary to create spaces for families,
e.g. a sofa, corner, or even a separate room, where parents can sit and meet.
From time to time, flexible and reflective practice necessitates a rethinking of the
institution’s built and natural environment, including spaces and materials that
should be used in multiple, flexible ways while reflecting the values of sustainability.
The Important basic values of education for environmental sustainability include a
respect for life, care for and sense of community, harmony with living beings and
the environment, creating harmony, protecting our environment, and our sense of
responsibility for the future (which is already present in childhood). An important
model comprises the formation of the nursery environment’s ecological culture, a
factor that must be established according to the principles of the entire institutional
approach. The issue of environmental and social sustainability and its function in
early childhood education is an important part of the basic program that must
be incorporated into the institution’s own professional protocol, including each
element of the service, from the built and natural environment to all areas of
institutional education work. While doing so, the physiological characteristics of
early childhood must be taken into account. The defining task of early childhood
education is to shape emotional attitudes, according to which children can be
most encouraged primarily through adult models and through tales and games
(Bereczkiné Zaluszki, 2017).

Education for sustainability enables educators and children to promote
responsibility, respect the natural environment, and be active participants
in the opportunities offered by everyday life. Educators and children work
together to learn about the environment, promote the sustainable use of
resources, and develop and implement sustainable practices. The role of the
educator is crucial in this process. Regular training should be provided to all
employees (Salonen et al., 2018; Varga & Havas, 2018, Varga & Konczey, 2019).

It is the responsibility of educators to make sustainability education a part
of everyday practice. For young children, education for sustainability ideally
begins by learning about inanimate and living nature. However, in parallel
with the growth of urbanisation and the development of technology, people
have tended to lose their personal connection with nature. The relationship of
nature in early childhood has changed, resulting in a change that means a lack
of nature in most cases. Fewer and fewer children experience the phenomena
and wonders of nature in their immediate vicinity. Education for environmental
sustainability for young children ideally begins with learning about inanimate
and living nature (Darvay et al., 2020).

Studies show that children who play in nature in their early childhood years are
more likely to grow up environmentally conscious compared to other children.
Further research suggests that children who meet the natural environment with
family members and teachers are more likely to become nature-conserving,
nature-respecting adults (Chawla, 2020). Out of curiosity comes learning, out
of learning respect, and out of respect comes a commitment to nature and
advocacy. In the formation and understanding of the human-nature relationship,
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the direct experience of nature is crucial. Nature is important in all aspects
for the development of children, whether intellectually, emotionally, socially,
spiritually or physically. In recent decades, there has been a growing scientific
interest in the impact of outdoor play and learning on a childhood development
and the evolution of their relationship with nature. Especially in early childhood,
playing in nature is important in developing creativity, problem solving, and
the ability to develop emotionally and intellectually. The natural environment
provides optimal learning opportunities for the development of age-appropriate
cognitive processes. This realisation has encouraged designers, developers, and
educators to change their modern built environment so that children can make a
positive connection with nature. Unstructured, free play brings cognitive, social
and health benefits to children. Numerous studies confirm the importance and
positive impact of outdoor play and learning for all ages, but especially among
young children (Dowdell et al., 2011; Lundy & Trawick-Smith, 2021).

The basic tenet of environmental psychology is the approach with which
one views man and his environment in a system. The child’s actions and
behaviour take place in a physical environment that influences the events
unfolding there and subsequently cannot be interpreted without one another
(Dull, 2015). The nursery building and garden, as well as the spaces outside the
institution, provide many opportunities for children to get closer to nature.
Creating a natural environment and using natural materials is one way to create
sustainability. Gardening in the herb or vegetable garden and composting
provides an opportunity to involve children successfully. However, this is just
one of many options in teaching sustainability.

For many years, the ‘Green Nursery’ program has been present in the daily
environment of many Hungarian nurseries. By devoting special attention to
environmental protection and environmental education, the aim of the program
is to establish an environmentally conscious approach and forms of behaviour.
Nursery professionals take significant steps to ensure that Hungary’s extant, high-
quality, recognised environmental education not only adheres to international
standards but also forms one of the cornerstones of early childhood education.

The EU Quality Framework for Early Childhood Education and Care is
structured around five broad areas: access, staff, curriculum, monitoring and
evaluation, and governance and funding. One of the basic principles of quality
is to provide care that encourages participation, strengthens social inclusion,
and accepts diversity (EU COM, 2019, C189 / 11). Nor can it be forgotten that,
in the institutional system of early childhood education, i.e., the nursery, the
priority is that the parents know their children to be as safe as possible in the
institution, and that the parents have an equal partnership with the nursery.

Establishing cultural identity through art education

It is commonly known that art is present in the environment of children from
the earliest period. Rhymes and songs, for example, play an important role
even in the period before language acquisition while pictorial representations
shape the child’s visual environment, first as still, then later moving images.
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However, these elements are not only important for artistic inclusion or
cognitive development (in terms of linguistic and visual cognition), but also
determine the child’s cultural environment while simultaneously contributing
to the development of a central component of identity. In this regard the role
of music as a joint activity is obvious (c.f. Frith, 1996) but other art forms have
the same effect through their cultural and artistic tradition.

Stuart Hall (1997) describes this issue well when he examines how the process
of cultural identity formation can be characterised and what kind of difficulties
can appear. According to his theory, the cultural aspects of the emerging
personality provide a connection between the inner world of the growing child
and the external environment around him or her, and these traits are created
because of cultural influences. Culture provides a wide range of symbolic tools
(including tools related to language, communication through language, and other
channels such as images, films or a wide variety of cultural products) that help the
child develop his or her own identity. Such tools can be discovered everywhere
in today’s world and are present in the environment of young people, whether at
home or in institutional education: children interact with these cultural products
from an early age, and institutions and families seek to adapt them, according
to the child’s cognitive and affective development. Hall (1997) emphasises the
concept of identity in sociological sense, which explains why culture and social
practice play a prominent role in his theory. Based upon this perspective, identity
unfolds during the interaction that occurs between the individual and society. As
a result, identity has some internal centre, but the socio-cultural elements in the
child’s environment with which (s)he comes into contact have a decisive influence.
Undoubtedly, childhood is the most sensitive period in this respect, therefore
institutions involved in early childhood education have a definite impact in this
process; it is also worth bearing in mind that the evolution of identity may continue
throughout one lifetime as a result of subsequent new influences (Hall, 1997).

However, Hall (1997) also describes another interesting problem in his theory.
In his view, the cultural diversity of present societies may be an obstacle to the
formation of identity because the definite points of reference disappear to a large
extent. Similarly, the effects of globalisation prevail against the socio-cultural
attachments defined by tradition, both in the individual’s micro and macro
environment (Hall, 1997). With regard to young children, it seems possible that
the diversity and complexity of the effects of the cultural environment make the
initial formation of cultural identity uncertain in the early years. It is easy to
see that in today’s environment, symbolic tools and symbol sets are in constant
motion, change, multiply significantly, and depend on the preferences of those
involved in upbringing and education. However, it is useless to have a multitude
of cultural products even if children are not yet able to choose from them properly
— it can therefore be stated that the responsibility of educators increases greatly
in this area. Thus, the flexibility that is ubiquitous in culture nowadays (both in
offline and online environment, c.f. Goldman et al., 2008), is both an advantage
and a disadvantage for education: it is an advantage for the educator to manage
diversity and strengthen a sense of tolerance, but it is a disadvantage for children
who are striving to construct their own cultural identity.
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Without establishing a cultural identity, a significant factor in children’s
personality development becomes precarious. This uncertainty is indicated by
Vivero and Jenkins (1999; Hoersting & Jenkins, 2011) in the notion of ‘cultural
homeless, meaning children and young people who feel they do not have cultural
identity and group attachment, yet would lay claim to both. The phenomenon
occurs both among families who move frequently and children living in a
multicultural community but can also be observed as a specific impact of the
digital environment. Szabo and Ward (2015) write directly about an identity
crisis at later ages, when cultural diversity constantly questions the system of
beliefs, convictions, and commitments that are essential to fixing identity. It
would be a mistake to condemn multicultural environment as an obstacle to
personality development; the error is rather in its handling and in an excessive
ethnocentric viewpoint. Regarding early childhood education, this problem
may draw attention primarily to the special tasks of the educator — among other
things, to the tasks that can be related to certain elements of art education.

The observations of the LECEC research made it possible to create accurate
descriptions of the cultural-artistic aspects of the activities conducted by early
childhood educators. The cultural elements used in some games and activities
contribute to the strengthening of the children’s cultural identity by means of
art. In a community with several children from different cultural backgrounds,
specific needs can be articulated in the field of cultural education. The results
of the research highlight that joint art activities offer an opportunity for the
emergence and strengthening of the individual cultural background, insofar as
the educator has an encouraging effect on the acceptance of differences. It also
applies that art education has a dual task: it needs to respect and strengthen
individual cultural traits in personality, and at the same time facilitate the
formation of common cultural traits through the group and community.

Summary

The LECEC+ Project 2018-1-HUO01-KA201-047763 aims at strengthening
collaboration among different European institutions working within (or in
relation to) ECEC settings and reaching the objective of developing a new
intercultural curricular program addressed to ECEC practitioners and learners
working at pluricultural contexts. The LECEC+ project attempts to provide
an adequate basis for educators and other professionals working at ECEC
institutions in the context of pluriculturalism. In highly diverse European
societies, early schooling is crucial for the children and their families. This
project not only aims at achieving a better understanding of intercultural needs
at the ECEC level but also hopes to discover good practices to implement
them in the LECEC curriculum addressed to education professionals and
BA students from three European countries (Hungary, Italy & Belgium). The
project has developed the Pedagogical Framework to have a more grounded
basis in designing the curriculum?.

3 This project emerged out of the results obtained in our previous project (Erasmus KA2 Strategic
Partnership MECEC+, 2016-1-HU01-KA201-022945) in cooperation with the Leadership of
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Especially important for the rationale of this project is the social and economic
contexts that some children and their families, due to their conditions as migrants
or members of other cultural minorities, face in their daily lives. Such conditions
often have future implications for their lives, and include for example early school
leaving, poor working conditions, difficulties in residence or economic conditions,
linguistic or administrative barriers, etc. (Council Recommendations C189/4, 2019;
European Commission, 2014). Upon analysing the data presented in the Eurydice
Report 2009 and Eurydice/Eurostat Key Data Report 2014 (European Comission,
2014), it becomes clear that having an appropriate early childhood education and
care education is vital for future social and cognitive development in later years
and that inadequate early childhood education has negative consequences for
children (European Commission, 2014). As a result of our project, we were able to
outline a complex framework within which ECEC services can (1) design proper
environments that are inspiring to explore and safe to experience for young children;
(2) introduce motivating and inclusive tasks by means of children’s literature; (3)
shape a sustainable and green environment for inclusive education; and (4) shape
and strengthen children’s cultural identity through inclusive art activities.

References

Bajzéth, A. (2018). Firm steps towards developing a multicultural organization. In Bajzéth,
A. & Bereczkiné Zaluszki, A. (Eds.), Beyond Inclusion — Early Childhood Education
and Care in Hungary, Budapest-Jézsefvdros (pp. 35-40). ELTE TOK — JEB.

Bajzath, A. (2018). Intercultural practices in early childhood teacher training. In Bajzath,
A. & Bereczkiné Zaluszki, A. (Eds.), Beyond Inclusion — Early Childhood Education
and Care in Hungary, Budapest-Jézsefvdros (pp. 25-34). ELTE TOK - JEB.

Bereczkiné Zaluszki, A. (2017). Esztétikai érzelmek tdmogatdsa irodalommal. In
Bajzath, A. & Bereczkiné Zaluszki, A. (Eds.), Paragon — Ujitdsok a nevelés-gondozds
bélcsdjében, Jézsefvirosban (pp. 26—37). Jézsefvaros — ELTE TOK.

Bereczkiné Zéluszki, A. (2018). Supporting aesthetic emotions development by
literature in nursery. In Bajzath, A. & Bereczkiné Zaluszki, A. (Eds.), Beyond
Inclusion — Early Childhood Education and Care in Hungary, Budapest-Jozsefvdros
(pp. 80-92). ELTE TOK - JEB.

Chawla, L. (2020). Childhood nature connection and constructive hope: A review of
research on connecting with nature and coping with environmental loss. People
and Nature, 2(3), 612—649. https://doi.org/10.1002/pan3.10128

Galileo Progetti Nonprofit Kft., and the participation of Arca Cooperative Sociale, Universita
di Firenze, E6tvos Lorand University Budapest, Faculty of Primary and Pre-School Education
(ELTE TOK), Jézsefvarosi Egyesitett Bolcsédék (JEB) and Encis Cooperativa de Servei a les
Persones, with the support of the Faculty of Social Sciences at Manresa (UVic-UCC). As part
of this project MECEC+ project, a need-analysis was conducted to detect the current context,
knowledge, and expectations of professionals working at ECEC level in three European regions
(Budapes,t Hungary, Toscana, Italy, and Catalonia, Spain) through a questionnaire developed by
the Universita di Firenze (UNIFI) and validated by the other project partners in a joint research
process. The results and analysis of the MECEC+ project is the main base upon which the
LECEC+ activities are to be constructed and developed.



90 Bajzath, Angéla — Bereczkiné Zaluszki, Anna — Darvay, Sarolta — Lehmann, Miklés

Darvay, S., Hill, K., Fiillop, V. & Venyingi, B. (2020). A kornyezeti fenntarthatéségra
nevelés a bolcs6dében. Gyermeknevelés Tudomdnyos Folydirat, 8(3), 131-144.
https://doi.org/10.31074/gyntf.2020.3.131.144

Darvay, S. (2018). History of the Hungarian nursery and the education of nursery
professionals. In Bajzath, A. & Bereczkiné Zaluszki, A. (Eds.), Beyond Inclusion
- Early Childhood Education and Care in Hungary, Budapest-Jozsefvdros (pp. 10—
25). ELTE TOK - JEB.

Davis, J. M. & Gibson, M. L. (2006). Embracing Complexity: Creating Cultural Change
through Education for Sustainability. International Journal of Knowledge, Culture
and Change Management, 6(2), 92—102. https://doi.org/10.18848/1447-9524/
CGP/v06i02/49932

Dowdell, K., Gray, T. & Malone, K. (2011). Nature and its Influence on Children’s
Outdoor Play. Journal of Outdoor and Environmental Education, 15(2), 24-35.
https://doi.org/10.1007/BF03400925

Dull, A. (2015). A bolcs6de kornyezetpszicholdgidja. In Gyongy, K. (Ed.), Elsé lépések
a mijvészetek felé. A vizudlis nevelés és az anyanyelvi-irodalmi nevelés lehetdségei
kisgyermekkorban (pp. 265—297). Dial6gCampus Kiado.

European Commission/EACEA/Eurydice (2019). Key Data on Early Childhood
Education and Care in Europe — 2019 Edition. Eurydice Report. Publications Office
of the European Union.

Frith, S. (1996). Music and Identity. In Hall, S. & du Gay, P (Eds.), Questions of Cultural
Identity (pp. 108—127). Sage. https://doi.org/10.4135/9781446221907.n7

Goldman, S., Booker, A. & McDermott, M. (2008). Mixing the Digital, Social, and Cultural:
Learning, Identity, and Agency in Youth Participation. In Buckingham, D. (Ed.), Youth,
Identity, and Digital Media ( pp. 185-206). The John D. and Catherine T. MacArthur
Foundation Series on Digital Media and Learning. MIT Press,. https://library.oapen.
org/bitstream/handle/20.500.12657/26085/1004001.pdf?sequence=1&isAllowed=y

Hall, S. (1992). The question of cultural identity. In Hall, S., Held, D. & McGrew, A.
(Eds.), Modernity and its futures (pp. 274—316). Polity Press.

Hoersting, R. C. & Jenkins, S. R. (2011). No place to call home: Cultural homelessness,
self-esteem and cross-cultural identities. International Journal of Intercultural
Relations, 35(1), 17-30. http://dx.doi.org/10.1016/j.ijintrel.2010.11.005

Keszei, B., Boddi, Zs. & Dull, A. (2019). Ovodas gyermekek csoportszobaitérhasznalatanak
vizsgalata a térszintaxis modszerével. Gyermeknevelés Tudomdnyos Folydirat, 7(2—
3), 45—63. https://doi.org/10.31074/2019234563

Kovacs, P., Késa, B. & Molnar, T. (2019). Special requirements of educational buildings.
In Molnar, T., Krstic-Furundzic, A., Vanista Lazarevic, E., Djukic, A., Medvegy,
G., Bachmann, B.& Vukmirovic, M. (Eds.), Places and Technologies 2019: The 6"
International Academic Conference on Places and Technologies (p. 101). Pécsi
Tudomanyegyetem Miiszaki és Informatikai Kar.

Lundy, A. & Trawick-Smith, J. (2021). Effects of Active Outdoor Play on Preschool

Children’s on-Task Classroom Behavior. Early Childhood Education Journal, ",
49(2), 463—471. https://doi.org/10.1007/s10643-020-01086-w



Intercultural curriculum design in early childhood education 91

Salonen, A. O., Tast, S. & Hakari, S. (2018). Early Childhood Educators and
Sustainability: Sustainable Living and Its Materialising in Everyday Life. Utbilding
& Demokrati, 27(2). 81-102.

Silva, C. (2018, Ed.). Guidelines for the education and the care of the young children.
Arca Cooperativa Sociale, https://www.arcacoop.org/firenze/la-cooperativa-
arca/2-coop/67-la-cooperativa-arca-eng.html

Silva, C., Bajzath, A., Lemkow-Tovias, G. & Wastijn, B. (2020). Encouraging intercultural
attitudes and practices in contemporary ECEC services. Insights from A research
conducted in Italy, Spain, and Hungary. European Early Childhood Education
Research Journal, 28(1), 90-103. https://doi.org/10.1080/1350293X.2020.1707365

Szabo, A. & Ward, C. (2015). Identity development during cultural transition: The
role of social-cognitive identity processes. International Journal of Intercultural
Relations, 46, 13-25. http://dx.doi.org/10.1016/j.ijintrel.2015.03.019

Urban, M., Vandenbroeck, M., Van Laere, K., Lazzari, A. & Peeters, J. (2012). Towards
Competent Systems in Early Childhood Education and Care. Implications for
Policy and Practice:. European Journal of Education, 47(4), 508—526. https://doi.
org/10.1111/ejed.12010

Varga, A. & Havas, P. (2018). ENSI and its impact on the Hungarian educational system.
In Affolter, C. & Varga, A. (Eds.), Environment and school initiatives lessons from
the ENSI network — Past, present and future (pp. 142—148). ENSI/EKE-OFL

Varga, A. & Konczey, R. (2019). Which ways of evaluation of education for sustainability
is acceptable for Hungarian teachers? Hungarian Educational Research Journal,
9(4), 654—667. https://doi.org/10.1556/063.9.2019.4.54

Vivero, V. N. & Jenkins, S. R. (1999). Existential hazards of the multicultural individual:
Defining and understanding “cultural homelessness”. Cultural Diversity and Ethnic
Minority Psychology, 5, 6—26. http://dx.doi.org/10.1037/1099-9809.5.1.6 (26.03.2021)

Wagner, M., Conlon Perugini, D. & Byram, M. (2017, Eds.). Teaching intercultural
competence across the age range: From theory to practice. Multilingual Matters.
https://doi.org/10.21832/9781783098910

Wells, N. M. & Lekies, K. S. (2006). Nature and Life Course: Pathways from Childhood

Nature Experiences to Adult Environmentalism. Children, Youth and Environments,
16(1), 1-25.



Journal of Early Years Education
Vol. 10, Num. 2, 92-112. (2022)
DOI: 10.31074/gyntf.2022.2.92.112

Developing cultural awareness
in Ethics in Hungary

Fenyddi, Andrea

In Hungary, the 2012/13 academic year saw the introduction of Ethics [etika], a newly
designed subject, into the national curriculum for primary education. Aiming to promote
learners’ understanding of individual and social values by means of its subject-matter
covering major aspects of the world of human relations, Ethics both directly and indirectly
teaches about culture. This paper gives an insight into the character and implementation
of the subject while presenting some practical ideas regarding how to develop primary
children’s cultural awareness. My analysis contends that the weekly Ethics lesson
accomplishes this goal by providing a discursive approach for students to reflect on their
personal experience or any knowledge gained in other school subjects. Students can form
and express their opinions about news, current events, human behaviour or analyse their
own personal dilemmas or genuine conflicts. The variety of the methodological tools
promotes learning about culture both implicitly and explicitly from a young age while
enabling learners to practise the skills that are needed for displaying cultural sensitivity.

Keywords: primary education, Ethics, morality, culture, methodology

A short history and description of the subject

The implementation of Ethics

Asanew academic subject, Ethics was introduced into Hungarian public education
in September 2013. The Public Education Act of 2011 had decided on creating
and starting a new subject of moral development under the name of ‘Morality’
[Erkolestan] for forms 1-8 in lower and upper primary schools. The subject was to
be taught to children who favoured it, as it was optional to choose either ‘Morality’
or ‘Religion and morality’ [Hit- és erkolcstan]. The latter was a new subject, too,
and it was the responsibility of churches and denominations both to provide
teachers and decide on the aims and content for this subject. Throughout the
schoolyear, one lesson per week was incorporated in the timetable for either of the
subjects. Prior to this introduction, the study of Ethics [Etika] and Human Studies
[Emberismeret és etika] had been present in the local curricula of primary schools
as optional one-term modules usually held in the seventh year.

The main objectives and the basic content of the new subject were defined
by the National Core Curriculum published in 2012. Issued at the end of 2012,
the framework curricula were then expanded to elaborate the subject-matter
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and various pedagogical details, such as the principles and approaches of
teaching, suggested methods, and the special attributes of the subject. The
targeted stages of development and the units of content were arranged in a
system of two-year cycles. Subsequently, a significant change was carried out
by a certain modification of Public Education Act 2012, when the name of the
subject was replaced by ‘Ethics’ in 2015". This fact may indicate the uncertainty
and ambivalence that had surrounded the new implementation: the words
‘morality’ or ‘moral’ might have aroused anxiety in many educators and
parents who had presumably supposed that the subject aimed at enouncing
moral judgements or truths to students while the word ‘ethics’ had more
connotations of discussion. Nonetheless, the new name was also criticised,
especially when the subject content was contrasted with the subject-matter
of ethics as a branch of philosophy. Many educators expected the two to be
alike, however, Ethics incorporated ‘too much’ of personal, life management,
or mental hygiene issues. As a matter of fact, it is important to assert that this
subject neither is classical ethics, nor pure morality or human studies: it is
special in terms of content. Although its main focus is on various ethical issues
and aspects of human behaviour, it also incorporates some topics that have
appeared in other subjects with either less emphasis or not at all. Therefore,
the weekly Ethics lesson provides an opportunity for students to reflect on
any knowledge they have gained in other school subjects. They can also form
and express their opinions about news, current events they have heard of, or
people’s behaviour, and have the opportunity to analyse their own personal
dilemmas or even real conflicts. The introductory part of the framework
curricula — which is referred to as ‘recommendation’ — offers a wide range of
teaching methods and techniques to enhance the core activities of the subject,
which are reflection and discussion.

Naturally, in the system of educational objectives, numerous classical
moral principles and values appear. However, these are regarded as social and
pedagogical values, which might be viewed as the optimal forms of attitude
and behaviour of human coexistence. As Palvolgyi (2009) categorised them,
these include the protection of life (helpfulness, empathy, courage), respect for
human dignity (trust, tolerance, acceptance), the protection of communities
(responsibility, love, care), the administration of justice and freedom (decision-
making power, self-determination, self-assertion), striving for harmony
(activity, creativity, open thinking), the protection of intellectual and material
goods (honesty, moderation). According to the 2012 framework curricula, the
teaching methods and techniques (such as games, structured debates, project
work, research, role play, creating group rules, applying communication
techniques) also help students understand the core values of human society
and identify with them, develop self-knowledge and attentiveness towards the
others, deepen the knowledge and understanding of the world.

1 See Act LXV of 2015 on Modification of Act CXC of 2011 on Public Education [2015. évi
LXV. térvény a nemzeti koznevelésrél sz616 2011. évi CXC. torvény mddositasardl. 17§ 10., 28.
Magyar Kozlény, 2015/77, 6917—-6926]
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Learner-centred approach

The recommendation was a significant part of the curricula. Not only did it
describe the methodology of teaching Ethics, but it also presented a definite
learner-centred educational approach that is determined by some essential
attributes. These grew from the constructivist epistemological theory, infant
developmental psychology, and moral psychology. In this regard, learners
of all ages are considered as partners who observe, interpret, ask questions,
and take an active part in shaping their own knowledge. As the framework
curricula 2012 put it%

The aims of the development are to enrich the meanings of the moral
categories determining the person’s behaviour year by year, to experience
and reflect on moral values at an age-appropriate level, and to rearrange the
new knowledge if necessary. This all has to be based on personal experience,
reflections, and the opinion-forming of the learners. [A fejlesztés célja a
magatartdst meghatdrozé erkolcsi kategéridk jelentéstartalmanak évrdl
évre valo gazdagitdsa, az életkornak megfelel6 szinten valé megtapasztalésa,
tudatositasa, illetve sziikség szerinti Ujrarendezése. Mindennek személyes
tapasztalatokon, reflexiékon és véleményalkotdson kell nyugodnia.] (para. 8)

The subject does not regard learners as recipients of statements, but as
active — thinking, asking, pondering, trying, arguing — participants in the
learning process. [Az erkolcstan a tanuldkra nem kozlések befogaddiként,
hanem a tanulasi folyamat aktiv — gondolkodo, kérdez6, mérlegel6, prébalkozo,
vitatkozé és utkeresd — résztvevdiként tekint.] (para. 9)

Since moral education begins in early childhood within the family, then
continues in kindergarten and expands through more and more influences from
the environment — including peer groups or the media —, children do not enter
the school as a ‘blank slate; either on the first day or later. They all bring their extant
moral order, which can be more or less explicit by this time. [Mivel az erkolesi
nevelés mar kisgyermekkorban, a csalddban elkezd6dik, majd az 6vodéban és egyre
taguld kornyezeti hatasok kozott folytatédik — ideértve a kortdrsi csoportokat és a
médiat is —, a gyerekek sem az els6 napon, sem pedig a kés6bbiekben nem ,tiszta
lapként” 1épnek be az iskola kapujan. Valamilyen 6sztonosen és/vagy tudatosan
mar meglévé erkolesi rendet hoznak magukkal.] (para. 10)

It can be understood that the curricula attempted to intertwine the social
and personal aspects of morality, thereby bringing it closer to young learners
while emphasising its everyday function and importance, too. As values,
beliefs and knowledge are always individual and it is the individual who makes
judgement or decision, self-reflection and self-development are essential parts
of development.

2 In the paper, the excerpts from Hungarian educational documents have been translated by
the author. Since these official, legal documents have not been translated into English, the
Hungarian original has also been provided.
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Structure of the content and methodology

The content of Ethics originates from Human and moral studies, which, before
2013, would have been a subject module in the upper-primary grades. This
subject had been developed by Istvan Kamaras et al. in the 1990s, who called
it a Hungarian pedagogical innovation (Géczi & Kamarés, 2007; Kamaris,
2013). In the framework curricula 2012, the topics were structured upon six
main themes: first the focus is on the individual, the self (1st), then moves to
the peers and personal relationship (2nd), next to groups and communities
(3rd), then it shifts to society, nations, cultural communities, and the humanity
(4th), next to the living and non-living world (5th), and in the end, to human
thinking and the spiritual world (6th). The central questions for each field are:
what is my relationship with them? What do I know and think of them? How
do I interpret them? What questions do I have about them? The authors of
the framework curricula had taken the challenge to formulate the detailed
content in questions, for instance ‘How can I express if I love someone?,
“What connects the members of my groups?, “What is the reason for regarding
someone an outsider?, ‘How can I contribute to the preservation of the values
of nature and wildlife?” As was mentioned before, these main units were
organised in a system of two-grade cycles, in which all the six foci appear in
every pair of years, partly through the same questions (e.g. “What is love? What
is friendship?” — theme 2); mostly with different questions, which help students
elaborate and extend the previously gained knowledge (‘For what purposes do
we use objects?’/ “Why is technology being developed?/ “What benefits and
dangers can we meet when using technology?’ — theme 5; “Why are we curious
about the world?’/ “To what extent can we explore the world? — theme 6).

The importance of this approach and this structure — which is referred
to as a ‘spiral system’ — is that educators can tailor the general content to
the interests and needs of different age and study groups. On the one hand,
the recurring questions will presumably generate more and more elaborate
answers as children get older and more experienced. On the other hand, the
alternating questions within one topic can introduce more complex issues
and aspects of the world. As a result, flexibility appears as one of the essential
teaching principles in the curricula, so that teachers can reorganise the topics
of the curriculum or the syllabus if, for example, some interesting, challenging
or current issue arises. This may happen even during a pre-planned lesson,
in which case the teacher is advised to switch the focus of learning to that
question.

Although the value of this approach is that it is remarkably learner-centred,
it also requires an advanced level of proficiency in methodology on the part of
the educators. In other words, the educator must be ready to plan flexibly and
be open to and interested in learners’ ideas. The curricula also emphasises that
a change is needed in the teacher’s role: it is recommended that they ‘step back;
and, instead of controlling the process of teaching, they facilitate learning by
providing interesting materials, challenging issues, and questions. Their voice,
their answers to the questions, their opinion about controversial topics are not
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the ‘correct answer’ or ‘the truth’ but a part of the group’s debate. To enable
this type of approach, the teacher and students must coexist in a friendly,
trustful atmosphere in class; by its very presence, this kind of an atmosphere
can simulate a more effective and respectful way of human cooperation.

Alterations in 2020

To summarise the history of the subject described so far, it can be stated that the
new subject was created in 2012, as its main characteristics were established in
this year’s educational documents. By 2018, the coursebooks for all the eight
forms of primary school had been developed and issued and the content and
tasks these publications included represented the aforementioned principles.
However, as a result of changes in education policy, a new National Core
Curriculum and framework curricula were issued in 2020, in which minor
alterations in focus and content structure were carried out. The documents
kept the system of content with the six main themes and the spiral structure,
and more emphasis was given to the role of the family, personal emotions,
Hungarian traditions, and Christianity. Nevertheless, the pedagogical
approach has become different in some significant aspects: it lost some of its
discursive nature, content diversity, and, what is more, the idea of the thinking,
asking, exploring, self-reflecting child is less apparent. The language used in
parts of the framework curricula 2020 reveal this:

The basic goal of the subject Ethics is to form and stabilise individual and
community identity; to create cooperation between individuals and groups.
This process is helped by presenting the moral principles rooted in cultural
traditions, social rules, and developing socio-emotional skills. [Az etika
tantdrgy alapvetd célja az egyéni és kozosségi identitds formalasa, stabilizaldsa,
az egyének és a csoportok kozti egyiittmiikodés megteremtése. Ehhez jarulnak
hozz4 a kulturalis hagyomanyokban gyokerezé erkolcsi elvek, tarsas szabélyok
megismertetése, az egyén gondolkoddsdban formal6dd, a szocio-emociondlis
készségek fejlesztése.] (para. 1)

In this curriculum, the primary goal is emotional and moral education,
through which it is essential to form children’s beliefs and have them act for the
consolidation of their conscientious behaviour. [Ebben a tantervben elsédleges
az érzelmi, érzileti nevelés, a morélfejlesztés, amely sordn a gyermekek
cselekedtetése, meggy6z6désének formaldsa elengedhetetleniil sziikséges a
lelkiismeretes magatartas megszildrduldsa érdekében.] (para. 19)

This might seem a step back to a more teacher-centred way of education, as
if the teacher were indispensable for the children to understand and accept
human values. This idea, in fact, is expressed in the National Core Curriculum
2020: ‘Every student needs help and guidance implemented with a pedagogical
attitude that promotes development, especially the development of social skills
and thinking skills! [Minden tanulénak a fejl6dést segit6 pedagdgiai attittiddel
megvaldsitott segitségnyujtasra, irdinymutatasra van sziiksége, kiilonosen a
tarsas képességek és a gondolkoddsi készségek fejlesztéséhez.] (p. 361)
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However, the documents also refer to the importance of learners’ individual
knowledge and attitudes, recommend using cooperative techniques in class
and mention the debate as a basic method of development, as it is expressed in
the National Core Curriculum (2020):

Ethics, by its very nature, is also interpretive, and different opinions about
facts necessarily result in debates. [Az etika természete szerint értelmezd
jellegti is, a tényekrdl alkotott kiillonb6z6 vélemények sziikségszer(ien vitakat
eredményeznek.] (p. 359)

The applied pedagogical methods and techniques create such conditions
that let students wonder at phenomena in the world, ask questions, justify their
own opinions, and listen to the opinions of others. Among the modes of work,
cooperative group work, individual and group project tasks play an important role.
[Az alkalmazott pedagdgiai médszerek olyan feltételeket teremtenek, amelyek
lehet6vé teszik, hogy a tanuldk racsodalkozzanak a jelenségekre, kérdezzenek,
igazoljak sajat véleményiiket és meghallgassak masok véleményét.] (p. 361)

The subject ... provides conceptual tools and skills development opportunities
for them to examine and construct their identity and world view. [A tantérgy ... a
tanuléknak készségfejlesztési lehetségeket és fogalmi eszkozoket biztosit ahhoz,
hogy megvizsgdljak, felépitsék identitasukat, vilagszemléletiiket.] (p. 361)

Culture in Ethics

As will be described in detail, culture is a naturally related focus in Ethics and
can be examined by means of various topics at different levels. The framework
curricula 2020 list the sixth theme as ‘“The impact of European culture on the
values of the individual’ This unit covers the discovery and interpretation of the
moral values in Hungarian and European culture, partly through traditional
stories, customs or rites, partly in everyday life.

However, all the aforementioned changes in the educational documents
have certainly affected the content and objectives as regards teaching about
culture and developing learners’ cultural awareness. Unlike the preceding
curricula, in this case neither the concepts of ‘diversity, ‘multiculturalism’
or ‘plural cultural identity’ nor those of ‘coexisting cultures, ‘migration’ and
‘inclusion’ are referred to. Belief, religion, and churches are a highlighted issue
in both 2012 and 2020 curricula; while the first introduced the major world
religions, the second narrows the topic to Christian religions.

The same year the second curricula appeared, the state publisher of the
coursebooks started to revise the Ethics textbooks. In these new editions, the
altered pedagogical approach can be seen even more clearly: the pictures and
the texts show less diversity; the number of questions and cases to discuss was
reduced, and the amount of informative and evaluative text was raised instead.
The effect of these changes is that the coursebooks provide fewer opportunities
for learners to study the heterogeneity of cultural aspects or the variegation of
human thinking. For these reasons, in this paper, as examples of developing
cultural awareness through Ethics, we will present some extracts taken from
Ethics coursebooks which were accredited to the 2012 curricula.
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Culture and cultural awareness

The concept of culture

It might be claimed that culture is one of the most controversial concepts
in terms of definitions. The various interpretations of the concept emerged
from human history, as it was going through its own evolution. The aspects
of ‘high culture’ and ‘low’ or ‘mass’ culture, or the ‘visible’ culture (artefacts,
buildings, customs) and ‘invisible’ culture (ideas, beliefs, habits) are combined
in definitions. The word has a connotation of ‘perfectness’ (Arnold, 1869), that
is to say, culture is something that raises human above nature and immorality.
It also evokes the notion of society, and the power that a growing, organised
community of people can gain. In history, mostly the prosperous and
dominant societies have been referred to as ‘cultures, the ones that developed
socially and intellectually, and also managed to acquire the resources for
artistic development. These interpretations of culture mostly refer to the
‘high’ aspect, however, they also helped justify the oppression or misuse of
other societies. As more egalitarian perspectives started to spread in the 20th
century, the meaning of culture broadened and came to embrace the everyday
aspects of the life of socially lower classes (Williams, 1958/2014), or traditional
individual communities (Geertz, 1972), as well. The new comprehensive view
corresponds to one of the classic definitions developed by anthropologist
Tylor (1871/1891), who states that ‘Culture or Civilization, taken in its wide
ethnographic sense, is that complex whole which includes knowledge, beliefs,
art, morals, law, custom, and any other capabilities and habits acquired by man
as a member of society’ (p. 1). Adaskou, Britten and Fahsi (1990) summarised
the content of culture and divided it into four categories, which are aesthetic,
sociological, semantic, and pragmatic senses. Aesthetic sense includes
art, literature, media; sociological sense refers to interpersonal relations,
organisations, habits, traditions; semantic sense refers to the special context
and concepts; and pragmatic sense covers social, linguistic, and paralinguistic
skills for successfully contacting and communicating with others. This system
incorporates almost all elements of the human environment and suggests
how difficult it can be for a person to explore and understand not only his or
her own culture but to learn another one. A further assumption that makes
learning complicated is that a culture one lives in and belongs to is, in fact, a
blend of cultures existing in parallel or within each other, if we consider, for
example, different subcultures.

Tylor (1871/1891) also claimed that culture can be researched and
understood on general principles, and, despite the fact that he believed in
‘lower tribes” and ‘higher nations’ (p. 1), he points to the similar features of any
culture. This thought could be a step towards the presumption that, if diverse
human cultures share common basic features, there can be one human culture,
the roots of which go back tens of thousands of years in ancient history. This
idea became supported in the twentieth century, as findings of research in
anthropology, evolutionary psychology, social psychology, also human and
animal ethology outlined the fundamental attributes of human thinking and
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behaviour, which had been going through evolutionary development and
selection (see, for example, Trivers, 1971; Pinker, 1997; Csanyi, 1999) and can
serve as the frame of particular cultures. By means of either experience or
education (i.e., taught by some expert), a person can recognise that there can
be various habits or responses from other people to the same functions, but
beyond that he or she can also understand that elements and functions are the
same in different cultures.

When viewing it from the cognitive-constructivist perspective, culture is
not some visible, perceivable, discrete object in the world, but rather a mental
construct of each individual, a representation of the human environment they
live in, a kind of knowledge. Like many types of knowledge, cultural knowledge
can be very practical: it helps to find the appropriate and successful ways of
behaviour. A person’s familiarity with routines, habits, special meanings of
words, visual or audial symbols saves time and energy because it provides
information to predict others’ behaviour, supposing, of course, that their
knowledge and intentions are similar in given circumstances. Naturally, this
also means that culture is a social construct because people must observe
one another’s behaviour, listen to one another, and interpret what they see
and hear. Based upon this input, individuals can start to adjust their concepts
to approach those held by others. When assumptions and expectations are
confirmed by others’ actions, this familiarity is complemented by a positive and
relaxed attitude. That is why a person is lost and frightened when predictions
do not work: culture shock is a threat that our survival is not safe. Liddicoat &
Scarino (2013) interpret the notion on an even more complex level:

Culture in such a view is not a coherent whole, but a situated process of
dealing with problems of social life. Cultures are thus to open to elements that
are diverse and contradictory, and different interpretations may be of the same
events by individuals who may be considered to be from the same culture. (p. 29)

The multiple nature of culture — simultaneously stative and dynamic, general
and diverse — elicits several questions, such as those of how many cultures
may exist, how many of these can a person belong to, how these cultures are
related to one another, and if it is possible to separate or categorise the cultures
of different societies, nations, nationalities, communities. Attempts have been
made to define these abstract, complex, individually perceived, but socially
learnt concepts on the basis of some attributes. These interpretations generate
controversies and constant debates. One reason for this might be the endeavour
to apply the classical (ancient Greek) theory of categorisation, which requires
clear conditions to define a category and decide if someone/something is a
member or a non-member, although it does not seem to work in case of such
complex and implicit notions like culture. It might be worth opting for other
theories, for instance the prototype theory, which allows more differences
between members (Evans & Green, 2006). However, since the prototype is an
‘ideal’ or abstract example of the category, which is judged by the individual to
have the most typical features, it can easily turn into a stereotype.
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The aforementioned questions also become relevant when it comes to
teaching and learning about cultures. Some practical implications — which
are present in the methodology of Ethics, as well — are the following: complex
concepts are not defined by the educators, but rather discussed with the learners
for alonger period of time, so that students will have enough time and stimulus to
bring to light their explicit knowledge and revise and reconsider their knowledge
while learning new issues or understanding others’ views. Definitions are not
developed only in verbal statements — especially with young learners — but
through exemplary situations, similes and metaphors, mind maps, or discussing
contradicting beliefs. Using these techniques leads to a second level of learning,
i.e., learners can understand the complex nature of both the concepts and human
thinking. What is more, this flexible approach can not only teach learners that
culture exists in diversity but also that it is neither timeless, static nor perfectly
coherent. Subsequently, a culture can change or be changed.

Figure 1
Exploring and defining concepts

B

nemzet:
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A part of the revision unit of Theme 4. The large, detailed picture offers various tasks. Students
can choose a situation, describe or dramatise it, and reflect upon it. They can define, explain
the words given (community, culture, nationality), or connect the words to the elements of the
illustration (Year 6, p. 28). Another example of exploring and enriching various concepts is the
task type in which some fictional characters discuss different issues. In the eighth year, in Theme
4, the characters in the book talk about what it means to be a Hungarian. Students compare and
reflect on these ideas, and, if they want, form their own expression of identity.

Cultural awareness and related terms

However perplexing it is to define culture or understand its nature, in everyday
life we realise the impacts of cultural differences. In fact, this realisation has
become a principal issue in the latest decades. As a result of globalisation
and a growing human population, many cultures have advanced towards
one another and must now coexist within one place or institute. Similarly,
cultural diversity is also considered a value which should be preserved, and
each cultural community has the right to keep their culture. As the UNESCO
Universal Declaration on Cultural Diversity (2001) states:
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As a source of exchange, innovation and creativity, cultural diversity is as
necessary for humankind as biodiversity is for nature. In this sense, it is the
common heritage of humanity and should be recognized and affirmed for the
benefit of present and future generations of international peace and security ...
The defence of cultural diversity is an ethical imperative, inseparable from
respect for human dignity. (p. 4)

In the same document, the international organisation also offers an ‘action plan’
(pp. 6-7) in which the role of education and teacher education is emphasised
in raising ‘an awareness of the positive value of cultural diversity’

Like many terms that are used in several professions and public discourse,
cultural awareness has slightly different meanings. Fong et al. (2016) state that
it is understanding the self’s own cultural values, preferences, characteristics,
and seeking to learn about those of the others while also considering how
the two might affect the relationship. The terms ‘cultural competence; ‘cross-
cultural competence; ‘intercultural competence’ or ‘cultural sensitivity’ refer
to different models, most of them comprise a three-dimensional structure
of beliefs and attitudes, knowledge, and skills. Byram (1997) describes
intercultural competence as ‘Knowledge of others; knowledge of self; skills
to interpret and relate; skills to discover and/or to interact; valuing others’
values, beliefs, and behaviours; and relativizing one’s self’ (p. 34). Tennekoon
(2015) analyses Byram’s five-factor model (1997) as (1) the attitude factor
involves the ability of revitalisation, curiosity and openness; (2) knowledge is
about knowing the social practices of the self and the others; (3) the ability to
interpret, explain and relate contents from different cultures; (4) the skills of
discovery, the ability to go into and learn from cross-cultural interactions; (5)
critical cultural awareness to evaluate one’s own and other cultures. Bennet
(1993) describes the process from one’s being ‘ethnocentric’ (the individual’s
culture is the central world view) to being ‘ethnorelative’ (the individual’s
culture is one of many equally valid world views), and its stages are denial,
defence, minimalization, acceptance, adaptation, integration.

To improve cultural awareness in primary education, it is important to deal
with the three aspects: learners’ attitude, skills and knowledge. Knowledge and
skills might be regarded as less demanding to improve than attitudes. Learners’
abilities needed for being culturally sensitive, such as reflection, self-reflection,
effective communication and understanding, critical thinking, evaluation,
perspective-taking, or empathy are developed in many fields of education. As
for enriching knowledge about culture, educators can provide plenty of topics
and facts to present, by means of which students can gain familiarity with the
unknown. When the similar features of differing cultures are highlighted, the
general features of human culture can be recognised and welcomed as well-
known. Although one might view attitudes as the most challenging aspect to
change, it can be assumed that broadening knowledge, deeper understanding,
positive examples, and growing familiarity with the matter will affect learners’
attitudes, too.
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Developing learners’ cultural awareness

In this section, a short overview will be presented regarding how learners’
cultural awareness can be developed in Ethics. This field can be roughly divided
into three parts according to content and aims. First, as most of the content of the
2012 curricula was taken from subject Human and moral studies, which teaches
about the general attributes of human as a species, we can claim that students
become indirectly acquainted with human cultural universals throughout the
entire course of learning. ('This content has become more significant since 2020,
when the study of prehistoric times was completely left out of History education
in public education. This decision is unfortunate because while dealing with
this topic, students can understand that all humans belong to one species that
has developed its peculiar characteristics over its long history, such as language
and thinking abilities, social predispositions, or the capacity for innovation.)
Furthermore, as learners study the dynamics of the common cultural elements
and the differences, they also learn about the multiple layers of culture and get
prepared for meeting or recalling experiences about subcultures.

In the second field, culture is presented explicitly when students discover and
reflect on numerous elements and aspects of some national, ethnic, or religious
cultures. The educational goal is to help learners strengthen their cultural
identities and understand the cultural environment they live in more deeply.
However, some problems and dangers might arise here, as every participant
experiences his or her cultural identity in his or her own way, therefore ‘familiar’
and ‘strange’ elements are not the same in a study group. Moreover, it can be as
difficult to explore and reflect upon one’s own culture so as to avoid stereotyping
a culture that one does not belong to. Teaching can be more successful if the topic
is personalised, that is to say, learners share some experiences and reflections on
the cultural aspects of their lives, like family habits, religious and ethnic customs.
However, because of the required protection of sensitive personal information,
these topics should be treated with great care.

The third way that aims at cultural sensitivity is developing different skills
and attitudes of learners. The recommended methods and techniques, for
instance structured debates, association games, picture interpretations, case
analysis, role play, and the following reflective discussion not only reveal the
diversity of ideas and attitudes, emotions, but have learners practise how to
deal with them effectively. The teacher can promote this with comments like:
‘What an interesting thought, that hasn’t occurred to me’ or ‘I notice you
interpret this word a little differently’ Besides this, empathy can be developed
through emotional involvement of students — for example when they read
or dramatise stories —, and with tasks that require changing perspectives.
Acquiring more and more information about a problem can support learners’
critical thinking, but also can affect their emotional commitment to an issue.

A special way in which culture appears in the subject is when the students’
task is to create a fictional community and describe how it works. The product
of this project displays the cultural elements, values, and symbols that learners
consider important and decide on by agreement. This imaginary cultural
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community can be ‘the ideal school; a group of settlers on an uninhabited
island, a family, or even the first human community on a Mars expedition.

Figure 2
Creating and describing a community

A MARS-KOLONIA - projektfeladat

‘The Mars colony’ is a complex, whole-year project, in which students in groups design the
preparations, the choice of travellers, the rules and principles of living together. They also
imagine the development of separated communities, which live according to slightly different
rules for some time (Year 8, p. 89). In upper classes, each book offers a longer, continuous,
creative project suiting to the main themes of the year, for example a structured tale about a
royal family, a story about young people’s time-travelling, ‘snapshots’ of the life of a family.

In the next paragraphs, some examples will be described to present the
aforementioned ideas. The tasks are taken from Ethics coursebooks published
between 2013 and 2018.

Aim 1: to recognise the diversity of thinking

When playing various association games, children observe that they can react
to the same thing or phenomenon in several ways. After the game, in the
reflective phase, the teacher can ask what the reason might be for different
responses. For example, when children are asked to choose an animal they
would like to become and give reasons for the choice, their answers display
different background experiences. The task also helps learners bring their
implicit experiences or ideas to the surface.

When associating about images, learners are asked to describe what comes
to their mind about a picture, what emotion it evokes in them, or how they
interpret what is happening in the picture. While doing so, the group will meet
a significant number of differences. It is extremely important that the teacher
be open to receiving any answer and not suggest that he or she is expecting a
‘correct’ or preferred one.



104 Fenyddi, Andrea

Figure 3
Reflecting on pictures

A task from unit ‘Trust and help, Theme 2. Children are asked to interpret the situation in the
picture and then suggest an action to help the people. Although one aim is to develop their
empathy, some learners might express refusal or negative feelings, e.g. “Why should I help her?
She must be clumsy’ “Why does he think he can move that pile?’ This is the moment when
the teacher — instead of ‘highlighting what is morally right’ — should ask for more opinions to
develop a debate among the learners in order that the moral decision can be understood and
supported (Year 1, p. 31).

Talking about and comparing students’ personal preferences in one group
is a natural situation and recognisably strengthens their self-knowledge and
tolerance towards one another. However, children should never be forced to
utter these self-reflective thoughts in public: they have to have the right to
‘pass’in answering. Even certain instructions in the books include the sentence:
Share your answers with others only if you want to. Older children are advised
to keep a diary in which they can contemplate the issues of the lesson on their
own.

Even young learners can design and conduct interviews or questionnaires
with each other or people outside the classroom (school staff, family members,
etc.). When they summarise and present the data, they will see the divergence
or convergence of answers. Various graphic organisers are displayed in the
coursebooks to help students visualise the results.

Older students (over the age of 11) can be given some media content to
analyse how different sources express their views about the same matter. It
can be difficult for the teacher to choose this content, as the style, language,
attitude, and statements range from calm and logical to illogical and aggressive.
Even so, as children might meet this language and content every day in the
media, interpreting them critically is indispensable.
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Figure 4
Reflecting on media content

Eziasztok! Mikor lesz a mozi? Mit is néziink meg? I
Kamilla

Tilda l Ki hivott téged? Nem veszed észve, hogy nem »'ru'ényzola
Most mi bajod van velem?
E ! 1Kamilla
Tilda I Csak az, hogy egy lizer vagyﬂ
Hagyd mdr békén, folyton belekostsz! I
E gy v n, folyton otsz Vali

Tilda l Mert mdr unom, hogy folyton rajtunk (4. I

A section of a long dialogue among three characters on a fictional social media platform. One
of the girls is verbally bullied by another, while the third tries to protect her®. These invented
situations can include elements of real-life events (Year 5. p. 142)

Aim 2: to learn about learners’ culture more deeply

In lower primary forms, the first topic which focuses on this aim is usually
‘the place where we live’ (Theme 4), because children in the class can have
direct and shared experiences. For example, if they live in the same settlement,
they can make a map upon which they mark their favourite places. They can
create a brochure or an events calendar by searching the town’s website for
information. These tasks can be included in a longer project for groups; in
order to work successfully, students will need to discuss and agree on their
ideas intensively.

In Ethics, it is also recommended to invite external guests to present their
special knowledge. Upper classes can visit outside places and programs, such
as public forums and civic actions. While the previous task focuses on the
‘familiar; this stage incorporates a lot of ‘new’ information.
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Figure 5
Identifying some elements of Hungarian culture

A frequently used task is to identify the unique elements of Hungarian culture, some of which
can be stereotypical. However, if children are asked to present them to a foreigner — explain
what they are, why they are important, in what way they are special —, the task gets more depth
and gives more motivation (Year 5, p. 92). In year 8, students read about ‘hungarikum’ (i.e.
special Hungarian values that are officially qualified and registered), and they suggest more that
they would like to be registered. Similarly, through the topic of ‘protected heritage sites, Theme
4, learners can make their preferences, gain knowledge, strengthen bonds of cultural identity,
and, in addition, the institute of World Heritage shows them that we are also part of a larger
culture.

Figure 6
Identifying and understanding some elements of the Hungarian language

Language is a great tool to explore the elements, structure, or diversity of a culture. This short
matching task can indicate that the native language can incorporate loanwords as the native
culture integrates new elements (Year 4, p. 17). When discussing the changes of language, the
differences in style or slang can help learners understand that culture is always diverse in the
present as it was throughout its history. An amusing task for children is to write sentences
which are hard to understand for older generations, and the next task is to explain the meanings.

This aim can be supplemented with building the concept of culture in general,
mostly in an indirect way. As culture includes almost every aspect of life, it is a
rich field to explore: learners can search for and reflect upon artefacts, customs,
clothes, food, buildings, everyday objects by observing pictures, videos, having
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interviews, reading stories, writing articles, etc. They can compare differences
and changes appearing in the course of time. Similarly, learners can be asked
to invent new elements of culture: a custom, an object or a design in order
to understand that culture is changing and changeable. On the other hand,
students can notice that some cultural phenomena can be negative, harmful,
or morally unacceptable, especially in the realm of behaviour and social
interactions. Educators can present fictional or real events, cases, problems,
and children can evaluate the participants’ behaviour, or debate the solutions
to the problems. At a higher level of critical and self-reflective thinking,
students can reflect upon satirical, even stereotypical writing and drawings, or
they can read about how foreigners see the students’ culture.

Figure 7

Literature as a source of ethical issues
Figyelj, ha most leteszed,
kapsz kiilon csengohangot, anyglj. ha most ieteszf.-d.
amit ha csak meghallok, legalabb ki ne kapcsolj,
mir tiszta ideg leszek. egyél, igyil vagy pancsolj,

hallani akarom az életed.

Fmi ha most Mﬁfed' Figyelj, ha most leteszed,
SENID PN PAIESE ha meghallom 2 kattandst,
g ':fho ".‘Ob!kmk mmf“g' kinyomlak, mint egy pattanast,
ez kultira kérdése, veszed! PR R

Classical and contemporary literature is a great source of events, problems or characters for Ethics.
The coursebooks and teachers’ supplementary resources contain numerous poems from modern
children’s literature, most of which are written about children’s life in children’s language. In this
poem by the contemporary poet, Janos Lackfi, both the exaggerated style and the content can
stimulate a discussion about what behaviour is appropriate in the course of a phone conversation
(Year 6, p. 63).

Figure 8
Reflecting on satirical visual art

A provocative cartoon depicting gender inequalities and workplace harassment. The caption
says: How pretty you are today, Johnny! Students are asked to analyse the picture and imagine
the genders of the characters vice versa. Then they discuss if the situation is acceptable in any
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case. Cartoons are a great device to show special, sometimes extreme events, and the characters’
postures, faces or movements, also the circumstances can be well-presented. It is easier for
students to dramatise the case. The Internet is also a rich source of this type of visual art (Year 7,
p- 59).

Aim 3: to learn about double or multiple cultural identity

People belonging to ethnic minorities of a country, or living in two countries
alternately can be in a special situation if they experience a natural blend of
two or more cultures, while members of the majority might want to decide
which culture they are part of. In Ethics, this topic is introduced quite early and
usually via the stories of some fictional characters who speak in first person
singular and discuss some ordinary situations. In the second year, for example,
a child from an English-Hungarian family, a child from a Hungarian family in
Ukraine and a Hungarian-Jewish child tell about how they celebrate winter
festivals. Beyond the obvious differences, common features are emphasised,
such as family life, the importance of special days, the story behind the festival,
or presents for children.

Figure 9
Presenting historical figures from various ethnic groups

Név Clark Adam

Sziiletett Edinburgh (Skocia), 1811
Foglalkozasa mérnok
Munkahelye Lanchid Reszvénytarsasag,

Orszagos Kozlekedési Bizottsag
Lakhelye Eletem nagyobb részében Buda
Kapcsolat Széchenyi Istvan
Csaladtagok Feleségem Aldasy Maria. Harom gyerme-

kink szlletett.

A fictitious social media profile of a famous English-Hungarian engineer, Adam Clark. Learners
are probably familiar with the name but might not know his nationality. Their task is to get
information about other prominent figures of Hungarian history and create such profiles. Some
names are given, mostly of people of various ethnicity. Before giving this task, the teacher should
check different sources as it is worth recommending the most reliable ones (Year 6, p. 145).

Nevertheless, the other side of this situation must be also dealt with in class,
namely the case when someone meets prejudice, or social exclusion and
humiliation from a cultural community. Teachers should never ask children
about their own memories directly: the issue can be presented through
either fictional or real stories instead, and after that learners can share their
experiences if they decide to do so. In the sixth year, for example, students can
read about how two famous Hungarian authors, Menyhért Lakatos and Gyula
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Illyés were shamed at school: Lakatos for his Roma origin and Illyés for his
rural accent. The Roma minority is the largest one in Hungary, so they should
be presented in Ethics in a way that avoids stereotypes but also refers to social
hardships. Sixth-year students can learn about the compelling successes of
Roma people by getting to know about “The Golden Strap Award; a distinction
founded by the Roma Press Centre. The interviews with the nominees reveal
their backgrounds, which are often poor and harsh. In addition, students can
reflect on what ‘golden strap’ refers to. It is a metaphor used by poet Jozsef
Kovacs Hontalan in which he claims he has two golden straps on him: one is
the Hungarian culture, the another is his being a gypsy, neither of which he
wants to give up on.

Aim 4: to familiarise with ‘other’ cultures

This may be the most important instructional goal when regarding cultural
awareness, however, as the first step, educators have to consider what ‘our’
and what ‘other’ cultures are like. This depends on the circumstances in which
learning takes place and the most typical features of the students’ background
— with the knowledge, of course, that there are no homogeneous classes. For
middle-class students, learning about poverty can widen their understanding;
for students from families of lower status, penury can sadly be a general
experience. This is the main reason why much of the decision process is
delegated to the teachers: the aim is for teachers to tailor the general content
of the subject to the classes.

For younger learners, showing pictures of different environmental and
cultural elements or telling them about the life of a child can be motivating.
Even if characters are fictional, they should be created on the basis of authentic
reports. Images depicting the days of a Mongolian shepherd family living in a
yurt, a South Sea fishing family or even children living in a refugee camp can
make the learners realise that there are many different lifestyles. They can start
to talk about the reasons for these differences, try to imagine more details,
putting themselves into the characters’ places. Pictures arranged around a
theme, such as ‘schools around the world, ‘my favourite toy; or ‘what families
eat)” on the other hand, show some common elements of cultures, as well, like
the importance of education or need for play anywhere in the world. This also
teaches about universal human culture. Older students can do some research
and give a presentation on a culture. It is even more exciting for students to
talk about personal experiences.
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Figure 10
Presenting characters from various social or cultural backgrounds

Jancsi

Robbie Tivadar

This task is a part of a whole-year-project, in which learners describe the life of some characters.
Now, the story brings new characters with pictures and a short introduction of their personalities
and backgrounds. These include a Roma family, a Japanese IT expert, a disabled child, an English
teacher from the USA, a former homeless person, and a refugee. Learners are asked to role-play
how the main characters meet and get acquainted with the new ones (Year 4, p. 41).

Although it might be easier to discuss and research the culture of everyday life, the
exploration of deeper, implicit structures and values is more complicated. This
is also true of our own culture. A possible way can be comparing the commands
of what is ‘forbidden; ‘allowed’ and ‘obligatory’ for members of a community. An
interesting source for older students can be a series of magazine interviews in
which representatives of different churches or cultures give answers to the same
moral question. In Ethics, during a discussion about values, students should be
made aware that none of the answers will be designated as the true one; however,
they can express their opinions and preferences about the issue. To reinforce
this idea, they should be asked to use introductory phrases like ‘I think.., ‘In my
view.., ‘As I see, most people agree..” during the debates.

Conclusion

In Hungary, the school subject of Ethics offers many opportunities to teach
students about culture from the very beginning of their primary studies.
During this eight-year-long process, young people can explore the complexity
of cultures, how individuals experience their cultural bonds and reflect
upon those of others. Culture, in the sense of being a special way of human
coexistence, definitely involves the most important human values as guidance
to efficient cooperation and entails social and cognitive skills that humans
need for living according to these values. Ethics aims at developing learners’
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skills as well as broadening their conceptual knowledge. The subject applies
a learner-centred pedagogical approach, the essence of which is discussion,
self-reflection, gradualness, and flexibility. It also provides a wide range of
methodological devices to promote learning in an age-appropriate way.
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In diverse classrooms, bilingual early years education demands an inclusive approach
for effective language acquisition. In the Reggio Emilia Approach, all children are viewed
to be genuine and unique with individual ways and special rights. This paper aims to
identify the aspects of the Reggio Emilia Approach that supports inclusive education.
The research was conducted in a mixed-age group within a bilingual setting located in
Budapest. Different qualitative research methods were used as data sources, including
document analysis, participant observation, and unstructured interviews. The data
analysis revealed a broader concept of inclusion in the setting. Through the project-
based and experience-based learning fostered by an emergent curriculum, children can
discover the world at their own pace. Children can work in micro and macro groups on
meaning-making and understanding in activities tailored to their individual needs. The
teachers scaffold their learning as facilitators supporting independence, cooperation,
and peer-assistance while emphasising community-based learning. In the Reggio Emilia
Approach, diversity is celebrated, and each child can be connected to differently. By
filling the environment with variables, teachers allow for the inclusion of all children
into activities, problems, and thinking.

Keywords: inclusive education, early childhood education, Reggio Emilia Approach,
bilingual education

Introduction

Scaffolding and enhancing early years foreign language acquisition is a task
that is embedded in the continuous process of supporting the child’s holistic
development. Due to broad differences in language knowledge, this process
demands the constant differentiation of teaching methods even within a general
heterogeneous classroom. Diversity is not a problem but rather an opportunity
in education. When it comes to a diverse classroom that includes children of
different ages or special needs, an equal and inclusive approach is a must.

This paper is about the Reggio Emilia Approach, which is, in itself, an inclusive
approach to early years education. In his poem, The Hundred Languages, the
creator of the Reggio Emilia Approach, Loris Malaguzzi, talks of the way children
are creative and active in building their knowledge and how they understand the
world not only as it is told but also in one hundred different ways, through all
their combined senses and with all their individual personalities and ideas as
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factors, genuine to all (Edwards et al., 2012). This is the basis for their approach
to children and to education itself. In the Reggio Emilia Approach what they call
children with special rights are viewed to be inherently part of the heterogeneous
group that is our world.

All education in the Reggio Emilia Approach is based on the idea of the
competent child, meaning that each child is capable of so much more than
they are frequently given credit for. The focus of education is not only on the
outcome but also on the progress itself, and the ways of learning, individual
to all. The teacher plays the role of a facilitator in learning and a supporter
throughout the progress. S/he sets the stage for the children to encounter
cognitive conflicts, then s/he supports them in their struggle to overcome these
challenges. This approach enables them to gain their own experiences, connect
with others in cooperation, and enhance their thinking and communicate what
thoughts and ideas were provoked through the process.

Theoretical background

Inclusive education through project- and experience-based learning

Project-based learning, ‘during which students select, plan, investigate and
produce a product, presentation or performance that answers a real-world
question or responds to an authentic challenge’ (Holm, 2011, p. 1) is not a new
learning method. Project-based learning was already used at the beginning
of the 20th century by William H. Kilpatrick (Holm, 2011) in American
education, and also reform pedagogies in Europe placed a great emphasis
on projects, such as those employed by Célestine Freinet, whose classroom
looked like a small workshop for children where thought was stimulated
through actual handiwork (Mogyorési & Virdg, 2015). Throughout the 20th
century, projects have been used in higher education. In the last few decades,
this method has also moved into the pre-school and elementary school niches
as well. It is a multidimensional education method based on the constructivist
learning theory (Nahalka, 2013), which uses more participant involvement,
thus resulting in more participant motivation. This technique involves a real-
life problem or situation that provides the origin for research in different fields.
Children are not taught in a frontal approach, wherein information is passed
onto them and demonstrated using objects for the learning to happen. Rather,
children are presented with difficulties that they have to understand, organise,
communicate, and solve in a process that allows them to gain knowledge that
would have otherwise been demonstrated to them. Thus, they struggle through
cognitive conflicts and gain knowledge about the way in which they learn.
The teacher changes from a giver of knowledge to an enabler of self-growth
and understanding. Children follow a process during which they observe, plan,
hypothesize, experiment, and conclude about a given topic. Thus, children have
the opportunity to learn self-sufficiency, critical thinking, communication,
cooperation, problem-solving, compromise, and many more skills that will
better equip them for the challenges they will face in the 21% century. Having the
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time and space to experience and solve problems resulting from the experience
connected to this memory, children are better able to retain information.

Empirical studies found project-based learning to be successful in promoting
more growth in language and concept development than traditional instruction
(Ross & Lowther, 2003; Beneke & Otrosky, 2009; Aral et al., 2010; Holm, 2011,
etc.). Research has likewise proven the effectiveness of project-based learning
specifically in early childhood (Beneke & Otrosky, 2009). Since one of its most
important features is student-centeredness, in which students define, choose and
carry out their projects (Thomas, 2000), many school reform efforts utilise it as
their central methodology (Ravitz, 2010). Project-based learning also perfectly
fits the inclusive approach. When children drive their own learning based on their
environment experiences, the constructive process enfolds in the right pace that
is the best for the individual child. Beyond the positive effects on children’s social
and academic learning and improved motivation, the participation and learning
of diverse learners is facilitated. A great amount of empirical data claims the
positive effect of project-based learning in developing social competencies, a key
factor in the inclusion of children with disabilities. When playing and working
together in joint activities with their typically developing peers, children with
special needs increase their social and play participation (Walker & Berthelsen,
2008). Professionals and even parents believe that peer interaction in inclusive
early childhood settings results in a positive developmental change in their
child’s social skills, communication, and behaviour (Blackmore et al., 2016).
Inclusive education is crucial for each member of a heterogeneous classroom
since overcoming biases and learning critical consciousness is a key issue already
in early childhood education (Hawkins, 2014).

Bilingual institutional education

Strong forms of bilingual education mainly target the language majority and
its aim is bilingualism or biliteracy (Baker, 2006). Research of bilingualism
shows no evidence for harmful effects due to bilingual education while
much evidence exists regarding its benefits (Byalistok, 2018). The literature
claims, among other benefits, that bilinguals have higher cognitive skills than
monolinguals (Dolean, 2015), and their grey matter density from the inferior
parietal lobe is higher (Mechelli et al., 2004). Compared with monolinguals, they
outperform on attention tests and have better inhibitory control for ignoring
perceptual information (Byalistok & Martin, 2004). They also have an improved
understanding of communication needs (Genesse et al, 1975). Language
immersion children were found to respond to the listener’s needs in a much more
differentiated way than control group children, presumably as a consequence of
their more extensive experience of facing difficulties in communication (Kovacs
& Trentinné Benkd,, 2014).

In Hungary, apart from minority education, bilingual early childhood
education is organized and run by private schools, foundations, or companies.
These institutions promote language acquisition through play and play-based
activities that are, on the one hand, the parents’ expectations and on the
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other hand, is the requirement of the framework described in the Hungarian
Core Program of Kindergarten Education (ONOAP, 2012}) (Kovacs, 2020).
Play-based learning is also a key factor in early foreign language acquisition
since it is a process similar to the native language acquisition that happens
during the everyday routines and activities of young children — of which play
is an essential part. Language acquisition is a subconscious process of ability
development that is manifested during communicative situations with others
(Krashen, 1982a), in contrast with language learning that is a more conscious
activity aiming to accumulate knowledge of another language, like grammar,
vocabulary, etc. In settings with early years foreign language immersion
children ‘pick up’ or absorb the foreign language effortlessly (Hickey, 2014)
through meaning-making from the context during interactions with foreign
language speaker adults or peers. Meaningful projects in bilingual settings
with immersion are the best to provide the ‘comprehensive input’ (Krashen,
1982b, p. 97) necessary to successful language acquisition.

The Reggio Emilia Approach (REA)

The Reggio Emilia Approach took root after World War II in the village of
Reggio Emilia, Italy. Here women were shocked and appalled at what fate the
world had reached and how everyday people had come to behave. They equated
these problems with the lack of critical thinking and responsibility. They came
across an educator, Loris Malaguzzi, who joined them in creating a new kind
of educational approach and instruction. Malaguzzi and his partners based
their ideas of education mainly on the constructivist frame. They followed in
the footsteps of Jean Piaget (who Malaguzzi had the chance to observe at the
Ecole des Petits and subsequently implemented Piagetian ideas in Italy), Maria
Montessori (2011), Rudolf Steiner (2016), John Dewey (1976), Lev Vygotsky
(1967), Jerome Bruner (2004), and Lilian Katz (2000). Montessori introduced
order, sensory exploration, and an aesthetic experience with natural objects.
Steiner’s ideas of moral well-being and focus on the arts and creativity struck a
chord. Dewey’s educational reforms pertaining to education for a democratic
society seemed just what was needed. Vygotsky’s ideas of social interactions
and their role in cognitive development were researched and integrated. His
ideas that, through play, one develops abstract meaning were well received.
Bruner’s ideas (2004) that children should be left to discover principles by
themselves were taken into account. Lilian Katz (2000) was known to introduce
the project approach to Reggio at The Compass School in Illinois, USA, which
strongly believed in and implemented Reggio-inspired education. From these
authors learned the new constructors of the Reggio Emilia Approach, such
as Lella Gandini and Carlina Rinaldi. ‘But the educators in Reggio have not
just brought in theories and concepts from many places. They have actually
reflected on them and experimented with them, creating their own meanings
and implications for pedagogical practice’ (Rinaldi, 2006, p. 4).

! Government Decree 363/2012 (XII. 17.) on the Core Programme of Kindergarten Education.
https://net.jogtar.hu/jogszabaly?docid=A1200363.KOR ( 2021.01.08)
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They believed critical thinking to be the cornerstone of an independent and
deep thinker, so Malaguzzi’s image of the child is that of a capable, creative,
curious, and motivated, responsible learner (Edwards et al., 2012). As each
child is a competent learner, they know, not necessarily consciously, what they
need to learn, what they can understand, and what interests them. Listening
to children helps teachers support their learning. A child learns by doing; this
is why play-centred, hands-on learning allows the child to best investigate
and express themselves. In his poem, Malaguzzi* expresses the richness of
children and how they have a hundred languages, ‘a hundred hands/a hundred
thoughts/a hundred ways of thinking, of playing, of speaking... of listening/of
marvelling, of loving a hundred joys/for singing and understanding a hundred
worlds/to discover/a hundred worlds to invent/a hundred worlds to dream’
In this poetic, albeit crucial cornerstone of the Reggio Emilia philosophy,
Malaguzzi conveys ideas about the valuable ways of learning through multiple
intelligences that are inherent to children and how institutions and society
strip our young of these, resulting in the blocking of possible capabilities and
capacities of their mind. The teacher reaches each child by offering multiple
ways of self-expression and dialogue. Tasks and activities are not uniform; they
do not have to be completed by all the children. Every child might take part
in different ways, and each child’s growth is measured according to their own
abilities.

The REA is profoundly an inclusive approach by making each child a
protagonist in his/her own learning, by teachers listening more intensely and
with more focus, children solving problems on their own or with the help of
their peers, children becoming teachers to one another, children becoming the
narrators of their lives, and children learning to ask questions. The children
now can not only practice their independence in everyday routines such as
dressing and choosing toys but also in their choice of what they learn and how.

What we might call children with special needs, the REA calls children
with special rights. These individuals are not segregated from society. They
are Citizens with Rights, just like everyone else. Due to their condition, they
are individuals with special rights, ones that can help and support them in
living the life that is available to everyone else. They have special rights to get
whatever support they need to be a part of the group and to support their way
of learning. In these settings, the aim is not to include some special children in
the standard group but to make groups composed of all who have the right to
education. ‘There is an underlying belief that every human being has an equal
yet incalculable value and that even the youngest among them are citizens
with rights’ (McNally & Slutsky, 2016, p. 9). Every individual is included in
their own way of learning, following their own learning curve.

The Reggio Emilia Approach also discusses the pedagogy of listening,
whereby educators do not tell students what questions should be asked but
ask good questions to assist pupils in posing their own questions. In order to
ask well placed, open-ended questions that support a child’s learning and open

2 “No Way, The Hundred is There” translated by Lella Gandini (Edwards et al., 2012, p. 2)
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a child’s mind, one must first do a lot of listening and hearing. In inclusive
settings, listening has special importance since children with special needs
might not express themselves in traditional ways. ‘Crucial to this approach,
then, is the need for the teacher to listen not only to the voice of the children but
also to their actions—their other languages’ (Vakil et al., 2003, p. 190). Hearing
from the actions and words of the students when and how understanding
and, therefore, learning has taken place. Listening to these teaching moments
allows educators to realize when there are space and openness to learning. The
Reggio Approach believes that listening to someone gives a person importance
and value and promotes self-confidence, self-worth, and pride. They claim
that children are important and worth listening to. According to Malaguzzi
a good project needs only a few elements: “The first is to produce or find an
initial motivation which warms up the children. There is always this sort
of prologue that starts by sharing information in the group concerning the
theme. Extracting it above all from the thoughts and ideas the children have’
(Kurada, 2017)

The Reggio Approach also focuses on experience-based learning, discussed
earlier in this paper. An emergent curriculum supports this learning that in
Reggio Approach means children are the forming agents in their learning as
much as the adults around them. A curriculum is not supposed to be written
at the beginning of the school year. The idea behind this is that children learn
best when their curiosity is a form of self-motivation, and since it is impossible
to know what these curiosities might be without listening to and hearing the
children, it is impossible to plan the curriculum in advance. Thus, the pedagogy
of listening resurfaces. In the Reggio Emilia view, teachers listen as a means to
deepen the search for meaning. Children are happy dropping a ball over and
over again because, in this repetitive experience, they can form ideas about
how things act and react. They discover rules and understand in very simple
experiences complex things like gravity. In the Reggio Emilia Approach, it is
crucial to understand how that child is learning in each stage of development.
Listening to their questions, helping them come to answers, and then showing
them how to communicate these theories allows them to make sense of their
experiences and become critical thinkers. “This is why we, in Reggio, view
children as active, competent, and strong, exploring and finding meaning, not
as predetermined, fragile, needy, and incapable. For both adults and children,
understanding means being able to develop an interpretive story, a narrative
that gives meaning to the world around them’ (Edwards et al., 2012, p. 234).

The Reggio Emilia Approach uses both micro and macro group settings
when organising teaching and learning activities. For children who are just
learning social behaviour and, by nature, possess egocentric thinking, the
rules and guidelines of polite and successful conversation are not easy to
master, especially in a large group of people. For them to learn patience when
excited is difficult; maintaining motivation through keeping quiet is hard.
Shifting children between micro and macro groups allows them to have freer
communication with few children and a more pinpointed topic where their
ideas and theories, and thoughts have the space to soar. Once they have come
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to some conclusions, they return to the larger group, where they share their
findings. Others can reflect on this, and they can learn how to have a back-
and-forth conversation. This conversation is not between the teacher and
the children but rather occurs among the children themselves. Each group is
diverse and different, with the children’s capabilities and personalities altering
each group and its interactions. In Reggio, the idea of the difference in children
is not ignored but embraced (Edwards et al., 2012).

The most effective inclusive early years programs are family-centred since
the child is embedded in the family context (Vakil et al., 2003). In the Reggio
Emilia Approach, community-based learning, including the parents, is essential
to learning. “When the family is comfortable and feels it is possible to share
their lives with others, they have a much greater desire to be involved with the
child and are more likely to be interested in the quality of their relationship
with this child’ (Edwards et al., 2012, p. 195). In REA the purpose of education
is related to creating community, to create a learning environment ‘where
the child can develop a sense of intellectual autonomy while belonging to a
group’ (McNally & Slutsky, 2016, p. 10). Constructivist theory shows (Nahalka,
2013) that a child constructs his/her knowledge from his/her environment
and the parents of children are a crucial part of that environment. In REA
‘knowledge is viewed as being socially constructed, encompassing multiple
forms of knowing, and comprised of meaningful wholes’ (Hewett, 2001, p. 95).
Parents are not consumers of service but should be partners and participants
of their child’s education. They are expected and supported in taking part in
the dialogue about the educational program. From the teachers’ perspective,
‘the concept of professional development has been extended to include the
importance of learning from parents, therapists and the children themselves’
(Thompson, 2006, p. 13).

The involvement of research is also one of the most important characteristics
of REA and is used for various purposes. On the one hand, it strengthens the
possibility of critical thinking. In more determined instruction, children might
be shown to accept ideas and information from a higher source and taught to take
it for granted, not to question it. They are also shown that they probably do not
have the information and cannot get it themselves. With research, this changes
because children are not given answers but are promoted to find things out for
themselves. A teacher’s ‘goal is not so much to “facilitate” learning in the sense of
“making smooth or easy” but rather to “stimulate” it by making problems more
complex, involving, and arousing’ (Edwards et al., 2012, p. 155). This way, they
are presented with the experience that the adult has faith in them that they can
manage to further their own learning through research. Also, showing research
techniques hands the children tools which might help them to attain knowledge.

Research — collecting documentation — is also the most important tool for
approaching work as self-reflective practitioners in inclusive settings (Vakil et
al., 2003). ‘One could say that pedagogical documentation, as used in Reggio,
is a specific attitude about life (Edwards et al., 2012, p. 226). Teachers walk
around and take notes of the observations throughout the activities, such as
movements, moods, non-verbal and verbal communications of the children,
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and their own thoughts during the process. In Reggio Emilia, documentation
is a tool for the teacher to learn and research the children. They then sit with
their co-workers and discuss these observations, which is how they ‘develop’
the curriculum. In the Malaguzzi Center, Italy, there is a whole research library
that goes back to the birth of this approach, to the 1940’s, where all the projects
can be found that the teachers have done with the children. This material is
accessible to all of Reggio Emilia and even outsiders upon request. Although
the practices related to the Reggio Approach are different in all settings, the
image of the child has remained the same recognition of competency and
curiosity.

Research methods

Our research aims to identify the aspects of Reggio Emilia Approach that
support inclusive education. Our research was conducted in a mixed-age
group within a bilingual setting in Budapest. The priority of keeping the
school’s anonymity resulted in the selection of information on special features
to avoid the institution’s identification. Different qualitative research methods
were used to gain a deeper understanding, and data were collected during
the 2019/2020 school year period. Document analysis helped to understand
the local pedagogical program and the mission of the school. Participant
observation in the classroom and informal discussions with the three teachers
who work in the bilingual class provided information about the approach in
practice. Also, one-on-one unstructured interviews were recorded at the end of
the school year to reflect on the experiences of the three teachers regarding the
inclusive aspects of the Reggio Emilia Approach. Teachers’ reflective journals,
observation notes, planning documentation, and children’s transcripts were
explored by qualitative text analysis, focusing on how the main principles of
REA supported inclusive education in the bilingual early years setting. In the
data analysis, extracts from the interviews and the documentation material
are used.

Results

The context

The English-speaking group in this pre-school department of the K-12 school
was launched in 2015 based on a two-pillar idea. On the one hand, there
seemed to be a growing need for families to provide their children with early
English education. Hungarian families decided to invest time and resources in
their children to provide them with such knowledge early on. Also, a growing
number of international families or mixed families began to join the school’s
community, for whom it was important to provide bilingual education for
their children. The second pillar was that the elementary school had previously
embarked on a bilingual educational program, where children received ten of
their weekly classes in English. These classes begin from the first grade and
are taught by native English teachers. Thus came the idea of extending English
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instruction to the smaller children in the kindergarten (age 3-7). This way, the
bilingual program not only gains interest from outside but can provide an in-
house supply of students entering the program.

Due to the fact that this is the only English-speaking group in the
kindergarten, it has always been a mixed age group with 20-23 children. It
is mostly composed of Hungarian children, but children from mixed families
or families who have lived abroad also attend. The children are exposed to
English through immersion (Chaparro, 2020). Children know that the teachers
understand them even if they speak Hungarian, and there is no rule that they
cannot. Teachers often repeat their sentences and questions back to them in
English. Music and songs, everyday instructions, and conversation flow in
English. Teachers will rarely speak Hungarian when they feel that the children’s
psychological and emotional development overrides their need for language
acquisition. It is a way to support them in understanding social interactions
and ideas of truth and honesty, especially when crises arise.

Building upon their Hungarian knowledge to attain the new language is
helpful. As teachers report in the interviews, some children do not speak
English for months; they observe and only use one or two-word phrases like
‘thank you’ or ‘good-bye; until they are sufficiently comfortable and confident.
Then all of a sudden, they start to speak in full sentences. Others talk in a
mixture of English, Hungarian, and nonsense, communicating with urgency.
Some children from bilingual homes switch between languages easily and
quickly, even within the same game. Others need time to switch in the morning
and then stay with it all day.

Since children learn English in this group through language acquisition,
it is hard for them to translate or talk to parents in English. This makes it
difficult sometimes to make the knowledge of children visible to their parents.
The teachers share many videos with parents so that children’s behaviour
in class and the use of language and social interactions become visible. The
older children very often help by sharing their better understanding of spoken
English to the younger ones who do not yet understand so well. This is also an
aspect that gives value and self-confidence to older children.

A responsible learner: Image of the child

The Reggio Emilia Approach expects to shift ideas within the teachers’ minds
regarding the image of the child. They have to restrain themselves to listen
more and differently, to wait and allow children to make mistakes and learn
from them, to allow children to work out their own answers and theories, and
to offer the assistance of other children before helping them themselves. During
the interviews, the teacher mentioned many examples of this. For example,
a child once brought a paper tube to the teacher with a large marble stuck
inside. The child was asked to try to experiment and free the marble himself.
Other children nearby were asked how they could solve this problem. First,
they started to push the marble in with a pencil. This resulted in the marble
being stuck in the other side of the tube. More pencils were jammed in the
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tube, which resulted in the marble falling out. The child was very happy, but
his attention was brought to the fact that now many pencils were jammed in
the tube that needed to be freed as well. Another child suggested they needed
something longer. They came up with the idea of making a very long ‘stick’
of markers stuck together, connected to each other, cap to bottom. With this
poking device, they freed the pencils. This example shows how much learning,
cooperation, problem-solving, and communication development would have
been wasted had the teacher just solved the boy’s problem.

Childrenlearn best from their peers, especially in a mixed-age group. Seeing
that someone equal to them can do something that seems impossible can
strengthen the children’s belief in themselves and show them that challenges
are not unattainable. An example mentioned a little boy who had difficulty to
butter his bread. The teachers supported the child by exhibiting a belief that
he can solve the problem at hand. He tried a couple of times, then returned
with more frustration about not being able to do what he needed. Then he was
asked if he can think of someone from the group who could help him with
the buttering. He said that Bert could do it. The teacher suggested he might
ask Bert then to help him. He did, and Bert happily buttered his bread. In this
scenario, not only did the boy experience the faith others had in him, but he
saw that another child, evidently not so different from himself, has the ability
he himself does not yet possess. Communication was strengthened, and bonds
were formed between the children. Bert also experienced that he can be a help
to others, making him proud.

The child, as a competent learner, speaks about the fact that a child’s interests
show the level of development that he/she is at. By relying on and listening to
children for new themes and topics of interest, teachers can support them
in their individual learning curves, differentiating between the children. They
will fixate on things, practicing them over and over again, so by allowing them
to bring in ideas, teachers support their unique development. Still, it is very
important for teachers to plan and organise, but rather than following their
own ideas about what would interest the children, with good listening, they
can build on the children’s needs. Also, the children’s need to express their
ideas and interests to the teachers enhances their use of English and allows
them to practice and build vocabulary. Through project work it is important,
‘to have already in ourselves, as adults, the awareness of what one is doing
and what could be done. That means there are already many expectations and
predictions or hypotheses on the part of adults. Some of these expectations
will be disappointed, others will become greater, lost or found again. We will
have to run after some others, during the journey that the children make in the
course of the project’ (Kurada, 2017).

The teachers also rely on children as capable storytellers. Offering children
to tell their own stories themselves gives an opportunity to grasp their
experience better and show their abilities of communication. The fact that
they can tell their stories shows to them that these stories and the events of
their lives, their ideas are important and valued. Teachers also record these
stories and transcribe them. They offer children a printed-out version and read
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it to them, and they have an opportunity to illustrate their own stories. These
illustrated versions appear as documentations for others to see and for the
children to revisit (see Figure 1.).

Figure 1
Narrative and drawing of a girl aged 4 (example from a child’s transcript)

There was a little boy, her name is Marci and he offered it a girl and his name was Zoé. And his
go out and sometime the girl goes to travel to Greece and very happy and so he comes back and
his play together with the boy. Another time the boy go auto the girl house. And there he play
together and very good time there and he go then home. And one time he have another girl and
he have a birthday and his name is Lea and he has a very pretty two cakes and that was very
yummy and so eat it all up in his stomach and then he goes bed and sleep. The end.

Another important aspect of a competent child is the value and ability to ask
questions. Good questions, open-ended questions often lead to other questions,
and are stepping stones to deepening knowledge. By experiencing this process of
formulating questions, answering them, assessing the answers then formulating
new questions, they are taught a tool for future studies and learning.

The emergent curriculum

The emergent curriculum allows children to achieve higher motivation in
the things that are happening in the classroom. It requires cooperation and
collaboration between peers, and this, in turn, requires communication. The
need for communication pushes them to try and express themselves in English.
Discussions of varied topics allow children to hear and learn new vocabulary
and be present in conversations when others are looking something up,
deepening their passive language skills as well.

Projects can come from anywhere, and the only thing that can make one
project better or stronger than the other is authenticity and motivation.
Whether the basic idea comes from a teacher or a child does not matter as
long as the interest in it is genuine and therefore the motivation of teachers
and children is high.
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When we did the Jonah project, and we looked at images of whales, the
children reacted first in Hungarian, saying that the whales had no teeth. We
supported this new knowledge by repeating the observation in English and
asking them questions about their teeth. Teeth are a focal point of children
this age since the exchange of teeth is happening. So, we had many discussions
counting our teeth, telling stories of how we lost our teeth and what happened
afterward. Children laughed about how the water now trickles out between the
teeth through the holes. Allin all children were excited and motivated, accepting
new language inputs and repeating them, and by the end of the project each kid
showed a definite development. (Excerpt from a teacher interview)

This project is a perfect example of the inclusion that takes place naturally in
the group. If we look at inclusion only from the linguistic view, each child has
been included and progressed their own knowledge. All steps were valued and
celebrated, thus making each child accomplished.

A project, however, can also emerge from the problem of a broken table.
Rather than throwing it out or just passing it onto the caretaker to fix it, it can
be brought in front of the children to see how they would tackle it. Projects in
an emergent curriculum can be short or long while multiple projects can be
taking place alongside one another.

The involvement of research

Research is an integral part of the Reggio Emilia Approach. It is done through
experimentation with objects, light, distance, or basically anything that catches
the children’s interest. Technology is readily used to support children in their
hypothesising and experimenting. Images are often used to demonstrate and
illustrate the world to the children by observing animals, lands, cultures,
traditions that are not accessible to them in their own environment. They hear
the teachers and children discuss, point, and illustrate, building on their passive
language skills. As children try to express their questions or observations, they
activate words and begin to speak. Through the Reggio Emilia philosophy of
listening and following an emergent curriculum, the teachers have increased
motivation and activity.

Micro and macro group settings

It is not easy to work together with children of all levels of development,
knowledge of English, and concentration abilities. The bilingual group is a
mixed age group of 3-7. The variation of children’s ages gives a rather great
challenge when tackling any given task. The parents’ expectations are also
different from the teachers of a 3-year-old and that of a 7-year-old. With the
Reggio Emilia Approach, the idea of coming in and out of smaller and larger
groups has been supported very much. It is not necessarily the age of the
children that best groups them. Sometimes the interests of children allow for
higher levels of motivation.
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What we saw when we visited the Reggio Emilia setting in Italy is that
all projects or research topics are done in micro-groups. When the children
were doing a yearlong project about the “piazza” (the square), children started
noticing how in squares many people sat together and talked. A few children
volunteer to discover the way people sit on a bench through clay. Another
group observes the same position of the human body but tries to investigate
this through drawing. As they sat to model for each other, a child used a digital
camera to take pictures of the bodies on the bench from different perspectives
and angles. Each small group returned to sit with the whole group once they
finished to discuss what they have observed or understood about the problem
at hand; in this case, how to portray a sitting form. Each group brought different
problems or ideas into the mix. The group that worked with clay had to figure
out how to hold up the pieces of heavy clay before the firing and came up with
the idea of using things to prop these pieces up with. Each time a group returned
to the whole class and had discussions, the children conversed, listened to each
other, and offered ideas on how to solve problems. Then new ideas emerged
that needed to be researched and now teams were set up according to children’s
interests. Everyone understood the process through the constant sharing of
information. (Excerpt from a teacher interview)

An example of the effort in using micro and macro groups was with the story
of Jonah and the big fish. In this project, this going back and forth between
small and large group work was being researched and tried out.

The most difficult part, for now, was revisiting the large group and sharing
our experiences. It seems that the pedagogy of listening is not self-explanatory.
We first have to teach the children to listen, and sometimes, with such a variety
of ages, it can be quite a challenge. (Excerpt from a teacher interview)

Keeping circle time with the children is a difficulty due to the children’s
different attention span, different levels of English, and general understanding.
Using micro groups and only being together for sharing of the experiences
helped a great deal. Circle time was no longer used in the traditional sense of the
word. Sharing their theories, observations, and ideas specific to a research were
more focused, taking less time. Being in smaller groups allowed the teachers to
focus on children’s individual needs and gave a chance for better listening and
handling of different lengths of attention spans. As one teacher observed:

We still need to work on the micro and macro group management and
the listening in the larger groups. One aspect of this is to work in a way that
the teacher is not the central figure of conversation, to whom all answers or
questions are directed. Therefore producing a star-shaped conversation model,
but rather aiming for children to direct their ideas and words to each other.
Perhaps, this would also be easier introduced in the smaller groups, that than
we can broaden for the large group settings”” (Excerpt from a teacher interview)
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In order to focus children’s thinking and open their minds, open-ended questions
have to be asked. It is also a challenge for the children since open-ended questions
are much more difficult to answer. Expectations of children vary depending
on their age and each child’s individual language development. An interesting
indicator that more open-ended questions were being asked was that children
soon were comfortable in understanding the English questions “Why?" and
‘How?” Even though they sometimes replied in Hungarian, their understanding
of the question was there which could be seen by the responses that followed
it. This very short conversation is such an example from the observation notes.

Here, the children were sitting around, playing with clay. Three children aged
5-6 worked together, originally making a space landscape with asteroids and
such. As they kept adding pieces, space turned into the sea, and ships were built.
The asteroids (which were dried balls of red clay) tuned into cannonballs on the
pirate ships. The conversation is about the transformation of these balls. Even
though the how question proved too hard for the child to answer in English, he
understood the question and responded with that understanding in Hungarian.

T: Are they changing?

D: Yes.

T: How can they change?

D: Ugy, hogy most mar vizen vagyunk. (Because we are on water now.)

Community-based learning

The Reggio Emilia Approach believes that children thrive bestin environments
where home and school are interlinked and connected. Parents’ support means
a lot to teachers; in turn they try to support the parents and families as much as
possible. They introduced individual parent-teacher meetings for all the families.
These meetings are noted, and notes are always sent to the parents as reminders
of the topics and perhaps the resolutions discussed.

This year, to enhance our connection with parents in our day to day lives,
we asked them how they would see their involvement or what they would
be interested in at our beginning of the year group meeting. Many parents
voiced that they are interested in how we celebrate the Shabbat each Friday.
So we invited the parents to come and join. Many of the parents accepted this
invitation and have joined us during the first half-year. We asked the parents
to come prepared with a little story to tell the group. (Excerpt from a teacher
interview)

Parents are also welcomed to share some personal interest, like they showed
about scuba diving or their native country of Italy. These ‘presentations’ are
always helped by the teachers, making it playful, active and interesting for the
children. This form of cooperation enables the parents to experience how the
class works, which is usually followed by a stronger appreciation of teachers’
work. Also, children seeing their parents as part-takers of their lives, showing
interest and joy make them proud and feel worth.
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In my understanding, the aim of the Reggio Emilia Approach is to give
substance and voice to the rights of the children, parents, and teachers for a
high quality, participatory education capable of promoting increased awareness
to produce a culture of education and not just to offer educational services”.
(Excerpt from a teacher interview)

Documentation

Documentation aims to make the learning visible, aims to inform the parents
of things happening in the group, aims to allow colleagues to bounce off each
other’s ideas, but above all; it aims to raise the child into a being of value.
“Through the exhibition of their ideas, their masterpieces, their works, and their
pictures, we communicate that what they do is worth something”. (Excerpt from
a teacher interview)

The text on documentation is not a subtitle or a narration of the image that
can be seen. It can show cooperation, the road leading to the end-product.
Through these pictures, the children can also revisit experiences that they had;
they therefore put these documents in a visible place where the children can
see them and connect to them. These images also allow them to remember,
reuse, and retain the vocabulary connected to a given project. With time, these
learning experiences that they have, sink in, and seeing the documentation can
enhance the ideas in their heads and enable them to further their thinking of
the topic resulting in something called a relaunch.

Summary

The research identified different aspects of inclusive education, which proved
to be very fruitful and adaptable to a local Reggio Emilia Approach. This leads
to a different, broader concept of inclusion.

Through this different concept of inclusion, whereby we do not refer to the
insertion of special needs children into a group but rather talk of an acceptance
and celebration of diversity throughout the entire group, a lot can be learnt. In
the Reggio Emilia philosophy, every child has the same rights to education, the
same right of citizens as all. The fact that someone has special needs translates
into that child having special rights that enable him or her to get the support
they need to partake in the same education as is available to all. This vision
drastically changes the teachers’ attitude toward the child, the other children,
and the education itself. The same way one sees children accept others who
are younger, know less, are capable of fewer things, children also accept and
embrace other kinds of differences.

In this particular setting in Hungary, children with special rights have been
included. In a curriculum that emerges from the children’s interests through
project-based and experience-based learning, children can discover the world
at their own pace. Children can work in micro and macro groups on meaning-
making and understanding in activities tailored to their individual needs.
The teachers scaffold their learning as facilitators supporting independence,
cooperation, and peer-assistance. With special emphasis on community-
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based learning, support is offered to the families regardless of their children’s
challenges since all children have challenges.

Each child is unique in language, looks, and personality. If a teacher is truly
dedicated to researching the children in their group, s/he will find that each
child poses a challenge. Each child can be connected to differently; each child
has different preferences of learning methods, and each child carries a set of
values and ideals brought from home. By filling the environment with variables,
teachers allow for the inclusion of all children into activities, problems, and
thinking. In short:

The wider the range of possibilities we offer children, the more intense will
be their motivation and richer the experiences. We must widen the range of
topics and goals, the types of situations we offer and their degree of structure,
the kinds of combinations and resources and materials, and the possible
interaction with things, peers, and adults. Moreover, widening the range of
possibilities for children also has consequences for others. It renders teachers
more attentive and aware, and makes them more capable of observing and
interpreting children’s gestures and speech (Excerpted from an interview
between Lella Gandini and Loris Malaguzzi, Edwards et al., 2012, p. 54).
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The subject of multicultural education remains largely unknown in Hungary despite
the many, often volatile changes in everyday life that have arisen due to globalization
and migration. This paper contends that children can be shown basic concepts
related to multiculturalism, acceptance and tolerance within a daycare environment.
The purpose of this study is twofold: while one aspect of this discussion explores to
what degree Hungarian society is open to multiculturalism, the other examines what
multicultural methods, topics or attitudes can be introduced to children attending
daycare, a period that spans the ages of twenty weeks to three or four years old in
Hungary. It is the authors’ general experience that Hungarian people are fairly open
to the idea of multiculturalism, even though educational laws do not mention the
importance of teaching multicultural ideas. To support or disprove this impression, a
survey was conducted both in English and Hungarian to assess what the general public
thinks about the topic of multicultural awareness in daycares. After analysing responses
from the survey’s 105 participants, a practical session led by a daycare professional-in-
training was then used to test the effectiveness of a playful, multicultural approach to
introducing certain topics to three-year-old children.

Keywords: multiculturalism, inclusion, daycare, early childhood education

Defining culture, multiculturalism and integration

As a concept, culture cannot be easily defined since it reflects different elements
for almost every individual. The following overview contains a collection of
some of the research conducted on the topic in order to establish what culture
represents for the purpose of this examination. The sociologist, Zoltdn Farkas
(2005), approached the concept of culture by explaining how the word’s
etymology changed throughout time. In the beginning, “culture” was a verb
used to describe agricultural tasks and only later came to mean the “cultivation”
or education of people. In the nineteenth century, culture therefore referred
to educated, wealthy and socially advanced people. According to Farkas, three
interpretations represent what culture means today: the first concerns an
individual’s process in intellectual, emotional and aesthetic values. The second
refers to a group of people following the same lifestyle in a specific time period.
Lastly, the third focuses on the spiritual and artistic aspect of human activities, a
perspective which is the most common view. The wider definition of culture can
also refer to substantial and symbolical culture (pp. 6-7).

@0l
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Hungarian uses two words to refer to culture: the first, kultiira, is naturally
a Hungarianized version of the Latin term, cultura. A second, Hungarian term
stems from the active verb, miivelni, i.e., to create, cultivate or even farm. The
adjective, mijvelt, can be viewed as a synonym for kulturdlt, or “cultured” The
verb, miivelédni, describes the act of attaining cultural knowledge or education
in a process that can be viewed as a passive one given that this verb form
connotes a certain absence of action: the noun, miivelddés, can be seen as the
acceptance of or almost unwitting exposure to culture. To look at how culture
is defined in Hungarian, the Hungarian Explanatory Dictionary provides three
interpretations of culture. The main, more philosophical interpretation views
culture as the unity of substantial and intellectual values that humankind has
developed throughout its history. The second interpretation refers to individual
literacy or civilization; the third is the least important from the point of the
present examination, yet is interesting to note as it suggests that the initial
definition of culture referred to by Farkas is still in usage today, i.e. culture is a
verb that involves agricultural work or the cultivation of foodstuffs (Arcanum
Adatbdzis Kft., n.d.).

In contrast to Hungarian definitions, the Cambridge Dictionary defines
culture as a noun that can either refer to a way of life or the arts. As the first
definition states, “the way of life of a particular people, especially as shown in
their ordinary behaviour and habits, their attitudes toward each other, and their
moral and religious beliefs” The other usage, however, defines culture as “the
arts of describing, showing, or performing that represent the traditions or the
way of life of a particular people or group; literature, art, music, dance, theatre,
etc” (Cambridge University Press, n.d.) The researchers Godwyn, Hoffer and
Gittell (2011) view culture asa type of pattern that belongs to a specific group and
is based upon “shared basic assumptions, invented, discovered, or developed
by a given group, as it learns to cope with its problems of external adaptation
and internal integration, that has worked well enough to be considered valid,
and, therefore, is to be taught to new members of the group as the correct
way to perceive, think and feel in relation to those problems” (p. 313). As
an illustration of this process, in many cultures parents warn their children
from communicating with strangers. Children are therefore taught to connect
safety to the idea of “keeping away from strangers,” just as the surrounding
adults have passed on worst-case scenarios that will remain imprinted within
these children when they are adults. As parents, these children will then teach
the same to their children because their environment supports this idea. If this
type of thinking remains the only influence within a child’s environment, the
consequence is a mentality that makes no or little differentiation between any
type of unknown person or, indeed, unfamiliar environment. Based upon the
steps described above which summarize the establishment of cultural values,
culture is formed by and for a given group of people who utilise their cultural
beliefs in order to answer the challenges of everyday life.

Fredrick (2001) interpreted culture as what moves us, lives in us and is in
our environment. Culture can be individual, familial, communal, institutional,
societal and global. No matter its origin, in Frederick’s view culture is seen as
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humankind’s most valuable and important tool, one that contains elements of
civilization and tradition. As such, culture is a framework of information, a
symbolic system, a source of motivation and emotion. Since culture is difficult
to define, there is no certain way to gain a full and clear image of its elements
either; in discussions of culture, language or religion, for example, can be
categorized as both a source and element. Malota and Mitev (2013) found that
the most common approach to establishing what factors are related to culture
is to list religion, history, values, social organizations and institutions and
language as its common elements. For the purpose of this examination, the
educational process described by Godwyn, Hoffer and Gittell best represents
the learning steps we — as both researchers and educators — are interested in
tracing. Frederick’s attention to the significant role culture plays in impacting
an environment has informed our classroom approach while Malota and
Mitev’s summary of what components culture can contain provided the basis
for many of our survey questions.

Research by Gollnick and Chinn (2013) defined multiculturalism as, “The
condition in which different cultural groups can maintain their unique cultural
identities while participating equally in the dominant culture” (p. 10). Since
migration rates have increased in Hungary, multicultural ideas have become
important for both immigrants and locals. According to Gérbe and Zén (2013),
by the middle of the 1990s, roughly 300,000 immigrants had come to Hungary.
In his research of migration in the twenty-first century, Kincses showed yearly
increases in the number of people coming to live legally in Hungary. In 2001,
the number of people living in the country was 93,005, while 10 years later (in
2011) the number of immigrants rose to 143,197. According to one source, out
of every one thousand individuals living in Hungary today, 8.5 are immigrants.
Although these numbers may be small compared to other European countries,
they still demonstrate a growing trend. This paper contends that the need for
multicultural education has become important in each area of education, no
matter the given age group of the child. Whether in daycares, elementary
schools, or even training sessions for adults, educators must pay attention
to teaching equality and acceptance. The importance of educating people
about race, genders, ethnicity, age, religion, special learning needs, different
competencies, cultural and society groups is a crucial part to achieving a
society where everyone feels safe and respected, no matter his or her identity.

In sociology, multiculturalism is usually referred to as a means for
addressing cultural diversity while integration represents the process of
minorities becoming incorporated into the system of the host’s society. During
this process, immigrants adapt to local daily life; education comprises one of
the most efficient means to helping non-majority members learn about the
host country’s customs and cultural norms. It must, however, be emphasized
that integration and assimilation are two different ideas. Assimilation is a
process whereby the non-dominant group eventually conforms to the existing
culture of the dominant group in a way that generally causes members of the
non-dominant group to abandon their own culture and adapt as many aspects
of the host’s culture as possible. These two concepts are reflected in the main
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theories concerning multiculturalism. Based on Longley, the “Melting Pot
Theory” assumes that different types of immigrant groups eventually meld
together to assimilate fully into the majority culture, i.e. the predominant group.
This theory involves risks, since it entails a loss of cultural or even personal
identity. A more humanistic approach is contained in the “Salad Bowl Theory,
the term given to the conceptualization of a heterogeneous society in which
individuals exist side by side in mutual respect of each other’s culture while both
integrating into majority society and preserving some part of their traditional
culture (Longley, 2019). Compared to assimilation, integration is more of a
“balancing act” by means of which a non-dominant group can maintain its
original cultural identity while adapting to another culture. If multiculturalism
is viewed as a means of preserving cultural diversity, integration provides the
approach needed to enable members of minority groups to adopt aspects of
the majority culture through intercultural discourse, rather than force. From
the point of view of this examination, integration is viewed as the preferred,
long-term goal for those coming to live in Hungary.

In this research, the main focus is multicultural integration in Hungarian
daycares. In 2018, 2.4 million immigrants from non-27 EU countries entered
EU-7 nations, including Hungary (Eurostat). At the beginning of 2018, 156,000
immigrants were residing lawfully and for a lengthier period of time in
Hungary, a number equaling 1.6% of the total population. On January 1, 2019,
this number was 172,600, resulting in 1.8% of the total population or a 0.2%
increase in the presence of immigrants in Hungary (EACEA National Policies
Platform). It can be expected that these individuals will start or continue
raising a family in Hungary. Their children will therefore need multicultural
integration and education while daycares in Hungary do not prioritize
multicultural aspects. Daycare providers mostly speak Hungarian (or low
fluency levels of spoken English) while supporting Hungarian cultural values
in everyday life. Left unaware of the difference between integration versus
assimilation, daycare providers can confuse the two and choose assimilation
instead. While children primarily learn their parents’ culture(s) at home, in
Hungarian daycares children will generally experience mainstream cultural
values.

The daycare system in Hungary

Before any analysis can be conducted, it is first necessary to provide some
basic information regarding the daycare system in Hungary. Daycares in
Hungary are one element of the child-welfare system; their main function is
to provide families daily care for their children from the ages of twenty weeks
old to three years. As such, daycares are also part of the “early warning system”
in Hungary and therefore ensure basic rights and safety for both children
and their families. State-run institutions offer professional care for children
with trained daycare providers who have completed a university degree in
Infant and Early Childhood Care Provision. As far as the types of daycares
that are available in Hungary is concerned, early childhood institutions can be
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put into the following three categories: state-run or public daycares, church-
run or denominational institutions and privately-run daycares that are not
funded by the state. Daycares that are funded by churches provide almost
the same services as state-run ones do. The only difference is that children
who attend a denominational institution also receive religious instruction and
learn religious habits, such as praying before eating. Since this type of early
childhood institution is supported by a slightly different system, this paper will
instead focus on state-run or private daycares.

State-run daycares are financially supported and supervised by the
government and include daily supervision for children from the ages of 20
weeks to three years; provision of these services is usually dependent upon the
child and his or her family’s residency. These daycares are open from 6 am to 6
pm and offer similar nursing and instruction compared to what a family would
provide, such as feedings, hygiene, naps and basic education. Beyond these
basic services, daycares additionally offer special counseling, periodic child
care, children hotels and playhouses. Application is easy and understandable
for parents. Non state-run or private daycares could be any type of institution
from a workplace nursery funded by a privately-run company or family-
operated nurseries. Workplace nurseries care for a group of maximum seven
children based on the needs of parents who naturally work for the specific
companies that run the nurseries. These daycares must be near the workplace’s
actual location and providers must participate in training sessions every three
years. In family nurseries, there can only be from five to seven children who
are being cared for by a provider and a helper. Providers need to do the same
trainings that are required for workplace nurseries. Both forms of daycare
demand higher fees for their services compared to state-run institutions.

University students pursuing a degree in daycare provision mostly become
familiarised with state-run daycares as these have contracts with our university,
ELTE’s Faculty of Preschool and Primary Education, and allow students to
conduct their practice training within this kind of an environment. This paper
compares state-run to private daycares for the following reason: although
ELTE’s programme prepares students for state-run institutions, it is more
common to find aspects related to multiculturalism in private facilities. State-
run daycare institutions must maintain the rules listed in Rules of Nursing and
Caring in Daycares, Methodological Notes written by Balogh, Barbainé Bérci,
Nyitrai, Rézsa, Tolnayné Falusi and Vokony. Since no English translation of
this document exists, a few essential parts have been translated and provided
in order to illustrate how state-run daycares provide children and families with
support and educational instruction during the early stages of childhood.

As far as fees and costs are concerned, since 2012 parents not only pay for
meal costs but also provide a daily fee for caregiving. The latter cost varies
based on the parents’ incomes and mostly ranges between 0 HUF to 1500
HUF/day. Some reduced rates are available for people in need of them, such
as families who receive regular child protection support, have three or more
children or have children suffering from a chronic illness or disability. For
private daycares, the price for caregiving cost is approximately 450-500 EUR/
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school year. State-run daycares focus on accepting children whose parents
are not able to give them daily care for different reasons. Children who have
social or medical disadvantages or have been placed under child protection are
prioritized due to their conditions. Daycares therefore maintain daily, weekly
and monthly contact with parents, families, medical personnel, social services
and educational institutions. Medical personnel also help children and their
families, such as the network of public nurses or pediatricians. In the area of
education, the main helpers are educational counseling services, kindergartens,
special schools, special services for caring with families and children, special
needs education services or pedagogical professional services. Daycares also
maintain ties with child protection services, the child welfare system and
family support services.

The following table provides a basic overview of the principles that are
upheld in Hungary’s daycare system mentioned in Rules for Nursing and
Childcare in Daycares: Methodological Notes (2012).

Table 1
Examples of the established principles for state-run daycares in Hungary

Principles Examples in daycares

Upbringing is the responsibility of the families
Respect for upbringing in family and daycare providers must respect that with
representing family values.

Daycare providers are responsible for helping
Respect of children’s rights children individually to create a healthy lifestyle
that takes their needs into consideration.

Nursing and caregiving belong together, their

Unity of nursing and care value lies in this unity.

Every child deserves the care and nursing suited

Equal opportunities to their needs and developmental progress.

Daycare providers provide a consistent personal
Safety and stability and material background to create a safe
environment for the children.

Supporting activity and self- Supporting and acknowledging self-determination
determination in every form is encouraged.

Education transmits and provides values to

Unity in educational ways achieve development in children’s lives.

Researching multiculturalism in Hungary’s daycares

While the brief overview provided above illustrates the commitment state-
run daycares have toward the children in their care, it does not address issues
related to cultural integration and multicultural education in nurseries. In our
research, the method of triangulation was used to explore how Hungarians
view some of the questions (equal access to education, access to native
language education, celebration of special, cultural events, the introduction of
multicultural education, etc.) to which the growing influx of children originating
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from non-Hungarian backgrounds may give rise. As was previously mentioned,
in Hungary private daycares are more likely to emphasise any aspects related
to multiculturalism due to the fact that the providers are generally fluent in a
foreign language. The first part of this triangulation therefore comprises an
Internet search of private nurseries or daycares that may offer services more
suitable for children who do not speak Hungarian or have additional cultures
at home. The second part of our triangulation examines the results of a survey
that assesses the opinions 105 participants expressed regarding education
in multiculturalism and their attitudes toward people coming from a non-
Hungarian background. The third part of our research triangulation addresses
the question of whether young children can comprehend cultural differences
while including a practical “game” that could become an effective method in
developing greater sensitivity toward other cultures.

The online presence of private daycares in Hungary

In order to locate information regarding these institutions, an online search
was conducted. Tags such as “multicultural daycare,” “international daycare” or
“English daycare” were used to begin the online search; the word “daycare” was
occasionally changed to “nursery” and the option was set for Hungary-based
websites. The top results included six daycare facilities all located in Budapest.
The information about the facilities were understandable, the websites were
easily to navigate and the menus were logical. In addition to this online search,
in-service daycare providers were asked if they knew of any institution where
multicultural values are evident. While we had hoped more employees of state-
run daycares would be aware of the challenges that the children of immigrants
face, only two professionals could list daycares or daycare programs that are
connected to multicultural efforts. (The latter event referred to tea parties that
daycare providers could attend in order to learn about the presence of more
cultures in a daycare environment.) The table below summarizes the services
provided by these private institutions.

Table 2
Comparison of Hungarian daycares promoting a multicultural environment

Daycare 1 | Daycare 2 | Daycare 3 | Daycare 4 | Daycare 5 | Daycare 6

Budapest, | Budapest, | Budapest, |Budapest, | Budapest, | Budapest,

Location | 12th 8th district | 2nd 2nd 2nd 2nd
district district district district district
From 18 From 4 From 16 From 8 From 14 From 18

Target months to | monthsto | monthsto | monthto2 | monthsto | monthsto
Age 3 years 3 years 3 years years 3 years 3 years old
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Spoken/ Hungarian, | Hungarian, | Hungarian, | Hungarian, | Hungarian, | Hungarian,
Taught English English English English English English,
Languages German
Struc- Follows the | Developed | No infor- | No infor- | Lists stud-
tured play | British Na- | by inter- mation on | mation on | ies which
program, | tional Cur- | national the website | the website | are not
socializa- riculum: research avail-
Curricu- | tion, motor | Early Years | practices able on the
lum skills de- Foundation | in Britain, website
velopment, | Stage USA and
fine motor Hungary
skills de-
velopment
Orienta- Back to Parents’ School Coffee- No specific
tion Day, School, Evening, Year Morning, events
Parents- Welcome | Parent- Opening Parents’ listed on
Teacher Party, Hal- | teacher Party, Board, the website
meetings, loween, meeting, Santa Parents’
Hungarian | Thanks- Orienta- Claus, Session,
Harvest giving, tion Ses- Christmas | Halloween
Festival, Open Day, | sion, Fam- | Party, Party,
Halloween, | Santa Day, | ily Garden | Carnival, Santa’s
Thanksgiv- | Christmas | Party, Easter, Day,
ing, St. Shows, In- | Hallow- Mother’s Christmas
Nicholas ternational | een Party, | Day, Party,
Day, Valen- | Day, Char- | Thanksgiv- | Father’s Pyjama
tine’s Day, | ity Valen- | ing Day, Day, Party,
Carnival, tine Party, | Christmas | Children’s | Valentine’s
Fashion Carnival, Parties, Day, Day,
Cultural Show, Hungarian | Carnival, Farewell Hungarian
Events Easter, Day, Easter | Valentine’s | Party, Carnival
Mother’s Egg Hunt, | Day, World | Summer Party,
Day, Sum- | Mother’s Water Day, | Camp Easter Fun,
mer Camp | Day Show, | Earth Day, Graduation,
End of Birds and Summer
Year Show, | Trees Day, Camp
Summer Parents’
School Day Cel-
ebrations,
Children’s
Day Cel-
ebration,
Class Year
End Par-
ties, Sum-

mer School




140 Czirmai, Hanna Zorka — Lo Bello, Maya J.
Afternoon | Noinfor- | Art, Chess, | Karate, Briefly Music,
classes: mation on | Extra gym, | Hungarian | mention- | Dance,
Arts, the website | Yoga, Folk ing that Soccer,
Chess, Dance, Dance, the insti- Folk
Football, Football Handy tute has Dance,
Judo, Craft, some extra | Swimming,
Extra Karate, Ballet, activities. Ballet,
Activities | Piano, Ball Skiing, Judo,
Games, Yoga Visual
Ballet, Kin- Arts,
dermusik, Skating,
Dance, Piano
Robotics
Menus Menus Down- Timetable, | Meet our Galleries,
(meals), (meals), loadable Docu- staff, Gal- | Study titles,
Articles, Galleries, Contents, ments, leries, Articles,
Extra In- | Application | Admission | Galleries, | Menus Download- | Resources
formation | Formsand | Infor- (meal), able Cal- | in Staffand
provided | Guides, mation Galleries | endar Equipment
for Par- | Useful Documents
ents Docu-
ments,
Galleries
Applica- Nothing Applica- Applica- Applica- Upon
tion Form | available tion Form | tion Form | tion Form | arranged
online, meeting
need to
Applica- contact
tion Pro- their email
cess address
450 €/ Need to No infor- No infor- | No infor- | No infor-
child / contact mation on | mation on | mation on | mation on
Price school year | email ad- | the website | the website | the website | the website
dress for
informa-
tion
Website, Website, Website, Website, Website, Website,
Telephone | email Telephone | Telephone | Telephone | Telephone
number, address, number, number, number, number,
email Telephone | email email email email
Contacts | address, number, address, address, address, address,
Instagram, | Facebook Facebook Facebook Facebook, | Facebook,
Twitter, Instagram | Instagram
Facebook,
YouTube




Multicultural education in Hungarian daycares 141

Smart Minibus Bus Service | Nothing Japanese German
Boards, listed on Website Website,

Extras door-to- the website Children’s
door bus Library
service

As can be seen in the above table, most private daycares are located on the
Buda side of Budapest, meaning that they can be found among the wealthiest
districts of Budapest. Only one, Daycare 2, is located in the eighth district, a
much poorer (if not the poorest) district of the capital city. Given that this last
district is populated the most by immigrants in Budapest today, the need for
multicultural daycares is arguably higher here. This statement leads us to the
crucial matter of the fees that parents need to pay for childcare. Due to the fact
that these private nurseries mostly cost 400-500 €/child/school year, only the
wealthy can afford private care. Most private daycares in Buda are housed in
large villas found in a green area; the daycares where one of the authors of this
paper conducted her practice training was one floor or located in a ten-story,
block house surrounded by artificial grass.

Other than Hungarian, most private nurseries provide English and speak
to children in English while Daycare 6 also offers German. In the experience
of this paper’s authors, state-run daycares do not emphasize teaching any
language other than Hungarian, although daycare providers may possess some
basic knowledge in English that they can use when engaging with foreigners.
State-run nurseries do not have an option for foreign language websites; in
contrast, Daycare 5 has a website in both Japanese and English. In state-run
daycares, the application forms are mostly in Hungarian; as can be seen above,
private institutions offer forms in different languages. When perusing the
curriculum requirements published by private daycares, the main impression
is that they mostly support unstructured play combined with the development
of motor skills and speaking.

The celebrations held in private nurseries focus on both Hungarian and
international holidays. All of them hold religious events such as Christmas
and Easter or more international ones, like Valentine’s Day. Some private
daycares celebrate special days, for example Water Day or Earth Day. All of the
private daycares included in this study provide summer camps and occasions
or tea parties where parents and daycare providers can meet. These events and
holidays let parents, providers and children enjoy their time in the daycares
and makes planning easier for the adults. In state-run nurseries, a yearly
plan for events is rare as it is mainly left to daycare providers to decide what
celebrations will be held. Extracurricular activities are becoming increasingly
popular in Hungary: for the smallest age groups, private daycares provide
activities where children can improve their art, motor or cognitive skills. State-
run nurseries mostly offer playhouses that are held on weekends and during
summer breaks. Contacting and checking the daycares are an important part of
deciding among the possibilities. Based on our research, most private daycares
have caught up with this change and created Instagram, Facebook and Twitter
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accounts, a step that makes their facilities far more attractive to parents who
have grown up using technology.

A survey of attitudes toward multiculturalism

The following survey was conducted in order to evaluate what views residents
of Hungary hold in connection to multiculturalism. The survey contained
44 questions including options for multiple choice, the provision of short or
long answers, a linear scale and checkbox options. Since participants were
asked to express their own opinions to some questions, a few of the survey
queries resulted in a variety of answers from almost every participant. In total,
105 people filled out the survey which was uploaded to Google Docs. Both
the English- and Hungarian-language version of this survey were shared on
the social media profile of one of the authors, Hanna Zorka Czirmai, whose
personal contacts then shared the survey on their private profiles in order
to reach a wider audience. Some participants emailed the survey to their
colleagues. In short, social media and Internet-based resources were used to
disseminate this survey. The authors’ aim was to assess the following points:
how people living in Hungary feel about different cultures, how much is known
about multicultural education and what views are held regarding multicultural
daycares or whether there is any need for multicultural daycares. When
preparing the survey, it was expected that participants would be interested in
different cultures while different behaviour/habits would comprise the main
challenge in a multicultural environment. We expected participants to be
familiar with the concept of multiculturalism but predicted a bit of resistance
to the idea of multicultural daycares given that public opinion generally
views Hungarian culture as the preferred culture to which children should be
exposed.

Out of the 105 respondents, 79 were female and 23 were male; 3 did not
state a gender preference. Participants’ ages ranged from under 18 to over 50,
with an average age between 18-25 years. Respondents were generally from
the capital or larger cities. Most did not have children but plan to start one
eventually. The results summarized in Table 1 indicated the ethnic composition
of respondents. Questions in the second part of the survey focused on culture
and the qualities of tolerance and empathy. 24 people stated that they pay
attention to multiculturalism; 39 have never considered it while 42 have, but
not intentionally. 69% of respondents actively focus on multiculturalism and
express an interest in cultures other than their own, while 14% of them claimed
not to. Most of the participants who stated an interest in other cultures receive
their information from travel, social media platforms and websites. According
to this survey, globalization (61 people) and migration (18 people) were listed
as the most likely contributors to multiculturalism. Questions in the second
part of the survey also focused on culture and the qualities of tolerance and
empathy. 24 people stated that they pay attention to multiculturalism; 39 have
never considered it while 42 have, but not intentionally. 69% of respondents
actively focus on multiculturalism and express an interest in cultures other
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than their own, while 14% of them claimed not to. Most of the participants
who stated an interest in other cultures receive their information from travel,
social media platforms and websites. According to this survey, globalization (61
people) and migration (18 people) were listed as the most likely contributors
to multiculturalism. Some respondents listed other options, such as political
views, population or manipulation. There were some questions in which
respondents needed to choose from a scale of 1 to 5 in which 1 meant “I do
not” and 5 “I do”

Figure 1
Ethnic composition of survey participants
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The third part of the survey focused on multicultural education. More than
half of respondents had never heard of multicultural education. Those who
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had were given the opportunity to explain how and what they knew. Here are
some examples of the answers given regarding their knowledge of multicultural
education:

Question: Have you ever heard about multicultural education? If so, please

share your knowledge with us.

“Learning the best in every culture to improve in every way.”

“It's about educating children in other cultures and acceptance of
diversity.”

“Knowing different cultures, ethnically heterogeneous classrooms,
befriending different cultures through religion, habits, cuisine, folk arts”
“Teaching unity for children with different ethnicities religions, social
groups. The key is being open-minded and getting rid of racism,
discrimination or prejudice”

“Learning different languages and cultures during high school”

“There are some institutions where they follow multicultural curriculums
and students there are way more tolerant”

“In Europe, there are already institutions where they teach children
about multiculturalism at an early age”

“Its goal is to teach children acceptance through children from different
cultural backgrounds”

Figure 3
Results of respondents regarding how education equality could be achieved
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Most respondents thought that the ideal age to start learning about acceptance
and equality is as soon as children attend any kind of educational institution,
including daycare. The next question referred to whether people felt a need
for there to be obligatory classes in schools in order to familiarize students
with other cultures. 71 people felt the need for this type of class, while 7 were
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uncertain. The remaining 27 people thought this kind of exposure should not
be obligatory.

Thefourthsection concerned multiculturalismin daycares. The first question
asked whether participants believe that the concept of multiculturalism has
a place in daycares. 56% of respondents answered positively, 20% negatively
and 24% were uncertain. The next question was potentially more controversial
since respondents were asked about their opinions regarding children who
come from a non-majority ethnic background and whether these children
should be cared for in their own language. Nineteen participants thought these
children had the right to this and 41 of them did not. The rest (45) remained
uncertain. Participants had the opportunity to explain their choices. Some of
their answers have been provided below:

Table 3

Some answers given to the question “Do you think a child who has a different
ethnicity/ language from that found in the country where he/she lives deserves to be
cared for in his/her own language in daycares?”

“Because it’s a part of their personality, so it shouldn’t be oppressed just
because the individual is not in his or her usual living space”

“It would give them safety”

“It provides basic needs, helps to improve their identity”

“It should be obligatory, because we need to be open to understand that the
children might not speak our language.”

“It should be a fundamental right”

“It would serve their development and self-esteem.

“It’s important for children to be able to keep their cultural values”
“We live in a free country, so why not?”

“Since we are talking about children at a specific age where they mostly
understand their native language, sure, they have the right”

Yes

“It could be harmful when it comes to understanding their peers”

“The Hungarian language is the most important. If they come here, they have
to speak Hungarian”

“If I were to go to a foreign country, would I get the chance to learn in my mother
tongue too? I don't think so. So why would a child get it here if I can’t either?”
“It would cost too much money for the government”

“Who would hire a professional who speaks the specific language? Or how
No would they find someone who has the educational background of a daycare
provider and speaks fluently in a foreign language other than German or
English?”

“It can be harmful not to know the local language when they grow up to be
students in schools”

“If they live in another country which is not theirs, they should learn the local
language as soon as possible”

“It would damage the integration process”
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“In my opinion, it would only be needed above a percentage of the specific
ethnicity”

“They have the right, but I don’t find it crucial”

“It is possible, for example I would learn words from the children’s language,
but I would recommend the same from them”

Maybe | “Since Hungarian children have the chance to hear Hungarian in daycares,
minority children would deserve the same even thought it would be hard to
achieve given the Hungarian circumstances.

“Observing the fact that Hungary is a dictatorial state and every single
professional is escaping the country, it would be chaotic to ensure minority
needs as far as language is concerned.”

Even though the issue of language rights was a controversial part of the survey,
when respondents were asked whether daycare providers need to learn the
children’s cultural background, more than 75% voted yes. Some options were
listed in connection to how equal opportunities could be achieved in daycares
and respondents were given the chance to list others or express their own
opinions.

Figure 4
How do you think equal opportunities could be achieved in daycares?

How do you think equal opportunities could be achieved in daycares?
(Multiple choice question)
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Out of all the participants, 83% had never heard of multicultural/international
daycares, but the ones who did could list a few of the private daycares featured
in the first part of this research triangulation as examples. Participants
mostly agreed that private daycares that provide different spoken languages
during early childhood should be more expensive than state-run facilities
since daycare providers have dedicated more time to educating themselves
by learning a foreign language, for example. Some found it unfair to pay for
something that should be a fundamental right for minority children. A few
participants mentioned how financial issues could hinder parents from
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sending their children to a private facility, where children would also have more
opportunities in their own language. According to the results, the majority felt
that the most useful services a private daycare could provide include exposure
to languages, afternoon classes and summer camp.

In connection to multicultural daycares, respondents were also asked about
the holidays and habits children should be exposed to in daycares. Fifty-six
would like the chance to organize holidays based on the ethnic composition
of the children’s group, 27 people would not want this option and 23 were
undecided. The percentage of opinions given in connection with the holidays
to be celebrated in daycares can be seen in Table 8. Some respondents added
other ideas to the survey such as observing holidays non-Christian religious
holidays, minority holidays (such as those held by Roma) or even the celebration
of name days.

One of the most important questions in this section regarded whether
participants would allow their children to attend a multicultural daycare.
Fifty-five participants answered in the affirmative while 27 would not and 23
were willing to consider it. The last section of the survey focused on what
knowledge regarding multicultural needs can be or should be expected of
daycare providers. To be more specific, we were curious whether parents or
future parents would prefer to have their children attend a daycare where the
providers are aware of issues related to race, language, religion and cultural
habits. With the same structure as before, respondents needed to choose
where they stand on how important they find the specific knowledge on a scale
of 1to 5.

Figure 5
Opinions regarding topics deemed important for daycare providers to know
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In the final section of this survey, respondents were asked for their opinions and
given the opportunity for free expression. Most of the feedback was positive,
while some participants offered advice. The following statements reflect some
of the views that were shared.

“This idea is really important and actual”

“Hoping for more multicultural daycares”

“I'm wishing for Hungary’s improvement in this area!”

“I don’t find the question of multicultural education unimportant, but
it has no place in regular education. What I find important is learning
basic human behavior”

“I feel a bit cautious about this topic, so throughout the whole survey I
had my doubts, but I'm hoping for a better future for daycares.”

“I believe in gradation, so I wouldn’t start educating them that early.

Maybe later on”

“l can’t see a need for multicultural education because we would lose

all the values of our own culture. You have to be loyal and stick to your
own, not to other cultures”

“I think most cultures can unite, but it's harder when it comes to a

Hungarian and an Arab. I find Muslim or Arabs harder to get on well
with or to integrate them successfully”

“In this current situation, Hungarian daycares are not capable of
achieving a multicultural atmosphere. If the care is loving and caring at
the daycare and they still have the energy to do extra with multicultural
aspects, I applaud that. My daycare days were the best I can remember in

the Hungarian nursing system. I never wanted to go home from daycare.

It can be concluded that the 105 individuals who participated in this survey
were mostly open to the idea of multicultural daycares. Respondents believed
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themselves to be tolerant and emphatic. Some doubts regarding this opinion
appeared when comparing this result to some of the opinions given in long-
answer questions, which also contained some negative, hurtful or slightly
racist replies. On the more positive side, the survey also revealed a number
of people who are interested in other cultures and actively devote time to
discovering new cultures. While it had originally been thought that religion or
native language would prove the strongest factors to differentiate cultures, the
survey respondents surprisingly chose behaviour and habits the most.

Multicultural education was a concept most respondents had either never
heard of or only knew little of. Although those who were familiar with the
topic gave good explanations of their knowledge, a third of survey participants
did not find multicultural education necessary or opted to remain undecided
in connection with holding obligatory classes on other cultures. Similarly,
opinions regarding multiculturalism in daycares were divided, but the majority
felt that the concept has a place in daycares. While it was expected that views
regarding the rights of minority children would be controversial, the many
positive answers that were given indicate that there are more reasons for hope.
According to some survey respondents, the concept of multicultural education
is not as popular as wished and is not sufficiently widespread or discussed
in everyday life. Addressing the right to equality for special needs children
featured at the top of all the needs that comprise steps toward attaining equal
access to education. Three fourths of participants expressed the need for
daycare providers to learn about the children’s cultural background.

The majority of respondents had never heard of a multicultural or
intercultural daycare. This could possibly be because daycares are not obligatory
since children can stay home until the age of three. The question of the cost for
private daycare proved divisive since participants had doubts about parents
being able to pay for facilities that would be more fitting to their lifestyle. The
emphasis placed on celebrating religious holidays was surprising given the
general experience that fewer and fewer people in Hungary adhere to religious
views or practice religion. Only slightly more than half of respondents thought
that the composition of the daycare group should determine the holidays that
would be celebrated, a result that questions an institution’s ability to create
diversity. In spite of this, 55 participants would allow their children to join a
multicultural daycare group.

The survey was admittedly affected by some sociodemographic factors.
Age comprised one impacting influence as this survey was mostly filled out
by a specific age group ranging between 20-25 years. A possible, underlying
reason for this circumstance could lie in the fact that this is the age group that
tends to represent itself more on social media and online surveys. For future
success, this group is the most important to rely on since sooner or later they
are going to become the parents of the children who would eventually attend
a multicultural daycare.



150 Czirmai, Hanna Zorka — Lo Bello, Maya J.

Learning playfully: the international food game and flag puzzles

To examine how children who are only three years in age react to information
regarding other countries and habits, two games were designed as an activity
for their free play time. Both games contained multicultural aspects and were
meant to impart informal knowledge in a way that was more about having
fun than educating the children. The group contained four boys and four
girls in the group, all of whom were three years in age. Most of the children
spoke fluently and understood all the words that were used. The children were
interested in and motivated to play these new games.

The aim of this first game was to evaluate what effect globalization
may have had on cultural aspects, such as eating habits. Photographs of
international foods were printed out, laminated and shown to the children
in the aforementioned group. These dishes included pizza, spaghetti, taco,
sushi, a bowl of rice, a fortune cookie, curry with rice, a croissant, a hot dog, a
hamburger and a kebab. With these meals, the intent was to represent Italian,
Mexican, Japanese, Chinese, Indian, French, American and Turkish cuisines
by showing dishes that are not related to any type of traditional, Hungarian
dish. The purpose of the game was 1) to see if the children were familiar with
popular dishes from around the world; 2) whether a three-year-old could
connect cultural information to a country; 3) to gauge their interest in learning
this type of information. As an additional benefit, this game would provide an
opportunity to teach them about other culture’s eating habits and traditions.

On Monday, the children were asked if they could name each food. After
the foods had been identified, we discussed what cuisines the foods belonged to
and what they were made of. We repeated the names and looked at the pictures
several more times until the children were confident in their knowledge. The
following day, Tuesday, the children were asked to line up while the pictures were
hidden in places about the group room. The children then had the task of finding
the picture for the name of the dish that had been announced. On Wednesday,
instead of mentioning the names, they were only given the countries from which
the foods originated. Thursday was the last day for playing this game: this time
the toddlers were told about the special ingredients needed for each dish and
were then asked to look for the picture based on this information.

All in all, the group obviously had a lot of fun, especially while the toddlers
were running from location to location, searching for the pictures. The children
enjoyed the new information, were eager to learn more about the food’s
taste, smell and ingredients. When it came to the countries, they could not
differentiate among them, but still learned the names. Monday and Tuesday
went the smoothest since the exercises for those days were the easiest. On
Monday, most of the children instantly recognized pizza, spaghetti, the bowl of
rice, the croissant, hot dog and hamburger. Their familiarity with these dishes
was expected since these foods appear in almost every Hungarian household;
given their previous knowledge, we began to discuss what they knew about
them. We spoke about the meals that the children could not identify while
mentioning their names, flavor and origin. On Wednesday and Thursday,
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the group found it harder to play with the cards but were happier when they
succeeded. By the end of the week, the children knew all of the foods, the
countries and culture they had originated from and could name most of the
ingredients found in the dishes.

A similar game was devised for the following week: in this case the flags for
certain countries were printed out and laminated. The card was then cut either
in halves or in a puzzle shape. Children in this age group are very attracted to
looking for matching pieces or putting together simple puzzles, even if they
are not always able to find the missing parts. To make a working area, two
tables were pushed together and chairs were placed around them. The children
were then asked if they would like to play a puzzle game. They sat down and
were shown the whole picture of the flags and asked if they knew what these
“rectangles” were. After this, an explanation of what flags are and how they
belong to countries was given. All of the flags were closely inspected, including
their colours and any designs that were a part of the flag. The flags were then
paired with countries before the next part of the game (putting the flag pieces
together) was completed.

Once more, the children enjoyed the game. Although it was expected that
this game would be more about playing or practicing how to put the pieces
together, the children were very proud to recognize the names of some
countries that had been mentioned during the international food game from
the previous week. Some children already knew what flags were and could
even identify the Hungarian flag by naming its colours, a circumstance that
indicates the early age at which children are capable of absorbing cultural
information. All in all, the toddlers spent approximately forty minutes learning
about this flag puzzle.

Perspectives for the future of multicultural daycares in Hungary

As the survey demonstrated, respondents generally viewed themselves as
possessing empathy and tolerance, qualities that are essential to having an
open mind toward multiculturalism. In contrast to this finding, research
performed by ENAR (European Network Against Racism) indicates that
24% of Hungarian adults openly profess to opposing other races; this same
proportion believes that the country should not accept immigrants into its
society. Similarly, ethnic Hungarians are mainly prejudiced against Chinese,
Russians and Roma. Comparing the results of our survey and ENAR’s findings
regarding public opinion indicates that the question of how Hungarians will
incorporate people from other countries into their everyday lives remains
relevant.

In order to start thinking about a future in which multicultural integration
is a part of everyday life in daycares, it is also important to understand
how Hungary has improved in multicultural education. In 2005, due to
migration, Hungary’s Ministry of Education issued a statement with seven
points concerning intercultural education for foreign national children in
kindergartens and schools. There is an increasing tendency for articles and
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research in Hungarian to be published in connection with multiculturalism
and methods for achieving a multicultural environment in education. As
part of the European Union, Hungary follows regulations that are connected
to educational improvement in multicultural views. Regulations, laws and
orders, however, make no mention of multicultural or intercultural ideas in
daycares. Instead, the discussion of how to help immigrants and minorities
has been relegated to schools and kindergartens. According to the law entitled
“2011. évi CLXXIX. torvény a nemzetiségek jogairdl” (2011 Law for the rights
of minorities), Hungary protects all minorities’ rights to practice their culture,
religion or access education in their native or hereditary language. However,
having rights is not enough in these cases because providing opportunities to
practice these rights demands great responsibility and effort.

The first step towards creating multicultural daycares is to consider the
major contributing factors, such as the ratio of immigrants and ethnicities in
Hungary’s population and their basic needs as regards integration. The support
of the government can be a crucial part, too, since only private daycares
provide multicultural education. If state-run daycares had the support of the
government to pay attention to multicultural education, this circumstance
would help the case of many non-Hungarian or half-Hungarian families.

Educating daycare providers

To become a daycare provider or to be able to work with children in the
early ages there are courses, trainings and university studies which provide
the qualification. The highest level of education in daycare providing is
achieving a Bachelor’s Degree (BA) in a university. The training lets the
student both learn about nursing, teaching and instructing children with
practices and theoretical studies. The main subjects in university studies
consist of courses in Pedagogy, Psychology, Health Science, Social Science,
Information Technology, Foreign Languages, Literature, Music and Visual
Education. Other than a university program, National Qualification Registry
(OK]) trainings to become a daycare provider which is far more practice
oriented and contains less exposure to a theoretical background. These two
qualifications are the only way to work in state- or church-run daycares. The
university program in Infant and Early Childhood provided at ELTE’s Faculty
of Preschool and Primary Education includes courses in which issues related
to multiculturalism are discussed, such as the topic of mental vulnerability
in families. Students must study English or German for two semesters; some
students participate in Erasmus programmes. Other than these opportunities,
multiculturalism is rarely mentioned as an important or crucial concept for
raising young children. The lack of multicultural education at the university
level means that those professionals who will later plan the structure of the
curriculum do not view multiculturalism as an important aspect of early
childhood education or care. One of the first steps in educating providers
would be to provide an obligatory course in which educators can familiarise
themselves with cultures by focusing on habits, languages and important
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holidays. Paying attention to other cultures and values which come with them
would create interests in students. Speaking different languages or at least
motivating students to learn one during their university years would also help
the case of multicultural education. Participating in Erasmus programmes
or joining summer camps in foreign countries can be a good opportunity to
learn about multiculturalism.

To conclude this discussion, the competencies of a daycare providers
should be formulated around positivity, acceptance and tolerance, all qualities
that can be promoted when multicultural education contains basic knowledge
regarding languages, cultural values and habits. Teaching educators to
question stereotypes and be open and accepting should be the goal. Although
love for children is a must in this specific area, this quality is still not enough
to understand cultural diversity. As a further use for multicultural education,
agreements and principles are needed to establish what practices should be
followed in daycares. There must be essential points and plans on how to
achieve those agreements. For example, if there is a goal to expose children to
one, new culture every month, there must be a plan for how and when to learn
that specific culture, just as methods have to be developed for how to target a
given age group. There might be failures at the beginning and the agreements
might need reforming during this initial period, but risks needed to be taken
while acknowledging the ratio of success versus failure.

Despite the challenges that introducing aspects of a multicultural approach
may entail, children and their healthy upbringing should always be the first
factor to consider. Future generations must be prepared for a life outside
daycares in an environment that demands a high ability to adapt. In the case of
multicultural daycares, both parents and daycare providers need to understand
that accepting a culture can be frightening, yet this process also opens an
entire new world. The opportunity to achieve a strong educational background
in Hungary that includes rather than excludes multicultural education in
daycares is a possibility. Even though our survey suggests that more than half
of the participants would send their children to a multicultural daycare, there
is still a risk of lack of interest. Since multicultural or intercultural daycares are
relatively unknown or a new way of education, these institutions are not an
everyday topic in public discourse. With qualified and open-minded educators
and providers, there is a chance of achieving a reputation for multicultural
institutions. Advertisement is a key step toward reaching a wider audience.
Affordability is essential, too, since there are families in need of cultural
education to help their integration but could not afford a private daycare with
high fees. The findings and methods discussed in this study will hopefully
contribute to this aim.

References

Balogh, L., Barbainé Bérci, I, Nyitrai, A., R6zsa, J., Tolnayné Falusi, M. & Vokony, E. (2012).
A bélcsodei nevelés-gondozds szakmai szabdlyai. Mddszertani levél. Szocidlpolitikai és
Munkaiigyi Intézet.



154 Czirmai, Hanna Zorka — Lo Bello, Maya J.

Kincses, A. (2015). A nemzetkozi migrdcié Magyarorszdgon és a Kdrpdt-medence magyar
migrdcios hdlozatai a 21. szdzad elején. Kozponti Statisztikai Hivatal.

Erickson, F. (2001). A kultara fogalma, elemei, értelmezési lehetéségei. In Tolgyik, J.
(Ed.), Multikulturdlis tartalmak a pedagogidban (pp. 25—54). Educatio Tarsadalmi
Szolgaltaté Kozhasznua Tarsasag.

Farkas, Z. (2005). A kultiira, a szabdlyok és az intézmények. Miskolci egyetem.

Godwyn, M. & Hoffer Gittel, J. (2012). Sociology of Organizations. Structures and
Relationships. Pine Forge Press.

Gollnick, D. M. & Chinn, P. C. (2013). Multicultural Education in a Pluralistic Society.
(9th ed.). Pearson Education.

Gorbe, A. Z. K. (2013). A migrdcié mint a magyar idegenrendészet XX. szdzadi torté-
netének sajdtos teriilete. In Gadl, G. & Hautzinger, Z. (Eds.), A modernkori magyar
hatdrrendészet szdztiz éve (pp. 193—208). Magyar Rendészettudomanyi Tdrsasag
Hatarrendészeti Tagozat. http://real. mtak.hu/80204/1/Amkorimrhr-188-203.pdf

Longley, R. (2019). What Is Multiculturalism? Definition, Theories, and Examples.
Thought Co. https://www.thoughtco.com/what-is-multiculturalism-4689285

Malota, E. & Mitev, A. (2013). Kultirdk taldlkozdsa. Alinea Kiado.
Mogyordési, Zs. & Virdg, L. (2015). Iskola a tdrsadalomban — az iskolai tdrsadalom.
Liceum Kiadé.

Scheer, F. (2010, Ed.). ,Ismerjiik meg jobban egymdst” EIA/2009/3.3.11 Eurépai
Integracios Alap.

Websites

Apple Tree Kindergarten and Nursery. (2020, January 20). Apple Tree Kindergarten
and Nursery. http://appletree-kindergarten.hu/

Arcanum Digitalis Tudomanytar. (2020, February 22). Kultiira. Arcanum Adatbazis
Kiadé. https://www.arcanum.hu/hu/online-kiadvanyok/Lexikonok-a-magyar-nyelv-
ertelmezo-szotara-1BE8B/k-359B8/kultura-3985D/

Babdéca Bolcséde. (2020, January 20). Jozsefvarosi Egyesitett Boles6dék. http://www.
bolcsode-bp08.hu/baboca.html

na. (2004). Az oktatdsi minisztérium kozleménye a kiilfoldi dllampolgdr gyermekek,
tanulok interkulturdlis pedagdgiai rendszer szerinti ovodai nevelése és iskolai
nevelése-oktatdsa irdnyelvének kiaddsdrél. Nemzeti Eréforrds Minisztérium.

EACEA National Policies Platform. (2021, February 25). Magyarorszdg: A népesség,
demogrdfiai helyzet, nyelvek, valldsok. https://eacea.ec.europa.eu/national-policies/
eurydice/content/population-demographic-situation-languages-and-religions-35_hu

ENAR. (n.d.). Vidlasz a Rasszizmusra Magyarorszdgon. European Network Against Racism.

Eurostat. (2021, February 25). Migrdcids statisztikdk és a migrdns népesség. https://ec.europa.
eu/eurostat/statistics-explained/index.php?title=Migration_and_migrant_population_
statistics/es


http://real.mtak.hu/80204/1/Amkorimrhr-188-203.pdf
https://www.thoughtco.com/what-is-multiculturalism-4689285
https://www.arcanum.hu/hu/online-kiadvanyok/Lexikonok-a-magyar-nyelv-ertelmezo-szotara-1BE8B/k-359B8/kultura-3985D/
https://www.arcanum.hu/hu/online-kiadvanyok/Lexikonok-a-magyar-nyelv-ertelmezo-szotara-1BE8B/k-359B8/kultura-3985D/

Multicultural education in Hungarian daycares 155

Habakukk Kindergarten and Nursery. (2020, January 20). Habakukk Kindergarten and
Nursery. http://www.habakukk.hu/nursery-budapest

Happy Kids International Kindergarten and Nursery. (2020, January 20). Happy Kids
International Kindergarten and Nursery. https://happykids.hu/

Jézsefvarosi Egyesitett Bolcsédék. (2020, February 28.). Tdjékoztaté a bolcsddei
felvételi eljardsdrdl. Jozsefvarosi Egyesitett Bolcsédék. http://www.bolcsode-bp08.
hu/jebdata/tajekoztato_bolcsodei_felvetelhez.pdf

Meaning of Culture in English. (2020, March 15). Cambridge University Press. https://
dictionary.cambridge.org/dictionary/english/culture

Multiculturalism. (2020, April 10). https://en.wikipedia.org/wiki/Multiculturalism

Plum Pudding Ovoda/Kindergarten. (2020, January 20). http://plumpudding.hu/home

Social Integration. (2020, April 10). https://en.wikipedia.org/wiki/Social_integration

Tajékoztato a bilcsddei téritési dij fizetésérdl. (2018, August 1). Jézsefvarosi Egyesitett
Bolcs6dék. http://www.bolcsode-bp08.hu/jebdata/teritesi_dij.pdf

The English Garden. (2020, January 20). The English Garden. https://www.englishgarden.
hu/en/

Under the Rainbow Kindergarten and Nursery. (2020, January 20). Under the Rainbow
Kindergarden and Nursery. http://undertherainbow.hu/



Journal of Early Years Education
Vol. 10, Num. 2, 156-168. (2022)
DOI: 10.31074/gyntf.2022.2.156.168

Focus on multicultural education
in early childhood
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This article gives account of a research project concerning the implementation of
multicultural education in two nurseries in Budapest. The research entailed focus group
interviews with their teaching staff and collected qualitative data about their professional
experience, views, the possible institutional approach to multicultural education, and
how they evaluated its integration into their own programmes. Although the significance
of multicultural education in early childhood is acknowledged, the field seems to be
under-researched in Hungary. The experiences reported were overwhelmingly positive,
but since the research context was limited, further investigation is necessary in the area.
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Introduction

The recognition of the significance of early childhood pedagogy has recently
increased in Hungary. Research has provided evidence that the experience
gained at this age may significantly influence children’s development. For
this reason, we argue that multicultural education plays an important role
in the programmes of early childhood education or social care institutions.
The present article gives account of a research project conducted in the field
of multicultural education in early childhood care in two nursery schools in
Budapest. The study aims to explore early childhood care givers’ knowledge
and professional views on the topic.

The origin of multicultural education and international
perspectives

Intercultural education in multicultural societies was initially interpreted as the
educational perspective of minority groups. The dual meaning of the term can
already be detected upon the formation of the idea of multicultural education
in the 1960s: this approach and moral norm is called multicultural education
in North America, whereas in Western Europe the same concept is labelled as
intercultural education (Czachesz, 2007). Openness and acceptance between
the various social groups is typical in an intercultural society (G6b6los &

Endrédy, 2020).
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Multicultural education is present in European education. Based upon her
professional experience in Italy, Kollar (2000) gives account of two schools that
managed to integrate intercultural education into their educational programmes.
She provides evidence that the aim of multicultural education is the preservation of
the cultures of ethnic minority groups. In Germany two important parallel trends
can be observed in intercultural education. Similar to the anti-racist education
common in England, the first trend is based on conflict management. The other
trend focuses on tolerance and cultural learning. The use of intercultural pedagogy
is increasing, gradually becoming the dominant form of education, and has
extended its focus beyond minority groups (Czachesz, 2007). In agreement with
Czahesz, it can be claimed that cultural learning and tolerance may be regarded as
the main values of multicultural education. In Hungary, multicultural education
appeared on the horizon of mainstream education after the social-economic
transformations that took place during the 1989 political and economic transition
period. It was during this era that the specific needs and demands of minorities
were recognised and addressed (Torgyik, 2008). Multicultural education has
been present in Hungary since this time and has gone through a number of
developmental phases. This process of development is still in progress.

The concept of culture needs to be defined when discussing the concepts
of multicultural education and intercultural pedagogy. The concept of culture
is significant because culture affects human actions, ways of thinking, and
behaviour, yet is also a phenomenon that keeps changing and cannot be
regarded as a permanent or static concept (Torgyik, 2008). The differences
between multicultural education and intercultural pedagogy need to be
emphasized because these concepts are frequently used interchangeably by
practitioners (Gordon Gydri et al., 2014). The role of the teacher is of utmost
importance: they continuously need to develop themselves professionally
so that, in addition to their theoretical knowledge, they learn about the best
practicesin multicultural education. The professional attitude of the educational
institution can also contribute to the development of children who come from
different cultures and that of their caretakers. The educational institution
can only be successful in multicultural education if it creates the appropriate
supporting environment. This environment is mainly characterised by support
and provision of professional help (G6b616s & Endrédy, 2020).

Theoretical underpinnings

Migration processes became intensive in the second half of the 20" century
due to the dissolution of Yugoslavia, the resulting conflicts in the Balkans,
and the European integration processes. The situation further escalated due
to the new war- and climatic change-related migration processes of the 21st
century. These changes have repeatedly drawn attention to the significance
of the multicultural society. Learning about local cultures and the colourful
activities related to them can help preserve the multicultural heritage of the
world; similarly, thematic activities in day care centres can also contribute to
the preservation of this cultural heritage (Torgyik, 2008).



158 Czovek, Csenge — Endrddy, Orsolya — Arva, Valéria

Although several possible definitions of multicultural education exist,
theoreticians have not yet agreed on any. According to Banks and Banks’
definition, multicultural education is a reform movement whose goal is to
provide equity and equal educational means for students of any gender, ethnic
background or socioeconomic classes (Banks, 2001). Multicultural education
is interpreted slightly differently in the journal Hungarian Pedagogy (Magyar
Pedagdgia). Bruch (1995) describes it as a problem, or rather as a concern that
members of the majority of society feel toward members of minority groups
that have historically been discriminated. Today the term is used in a wider
sense: it is a term to express the differences between social, gender, economic,
and racial opportunities in society (Bruch, 1995). According to Gorski (2006),
most researchers have agreed upon several principles:

1. Multicultural education is a political movement that is committed to
guarantee underrepresented students’ secured environments where they
can feel safe and protected.

. We need school reform in order to reach the goal of multicultural education.

. We constantly need critical analysis of our own practices and philosophies.

. We should focus on abolishing educational inequities.

. Multicultural education is relevant and important for all students and
participants in the educational process. (Gorski, 2006)

Gk Wi

It is also necessary to discuss the concept of the inclusion index. Although
for many, inclusion is traditionally connected to the education of disabled
or special needs children, the wider goal of this index is to create a system
of education that reaches out to all children. Using this index can aid the
definition and formation of schools or kindergartens where everyone is able
to find their place according to their own needs. The content of the concept
can be broken down into four parts: basic terminology, which catalyses the
acquisition of an inclusive attitude, the system, the support materials, and
the inclusive process, which supports the practical application of inclusive
education (Booth & Ainscow, 2009).

One of the participating nurseries in the research, “Jézsefvarosi Egyesitett
Bolcs6dék” (Association of Nurseries in Jézsefvaros), duly recognised that
developing the institution based upon a multicultural approach is prerequisite
for the staff’s professional development. As part of the developmental process,
they searched to answer the question of what multiculturalism means in early
childhood education. In order to create a multicultural context and openness
towards globalisation, theoretical and practical problems need to be addressed.
Such practical problems may include communication with non-Hungarian
speaking parents. Last but not least, the issue of sustaining an open-minded
attitude among the staff requires further exploration (Bajzath & Bereczkiné, 2017).

Previous research

A study by Csap6 and Czachesz (1995) examined teenagers’ attitudes towards
other nations. Data collection was carried out by the EURONET group in 12
countries, a total of 14 samples. The first topic dealt with the most popular
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countries among young people. The data revealed that wealthy Western
countries are regarded as ‘universally popular’ but there are also individual
preferences that have ‘local value! The results proved that the attraction to
Western countries is fairly significant and the young people in Eastern
countries are eager to establish contact with Western ones. It can also be seen
from the data that the United States leads the list in popularity among the
Western countries. In contrast, Germany seems to be regarded as the least
popular Western country and this fact may be attributed to its role in history
(Csapé & Czachesz, 1995). In order to understand the variables that influence
attitudes toward other countries, the level of education, social, and economic
status of the individuals need to be considered. At the time of the research
project multicultural education only had a very brief history in Western
countries and was practically unknown in Central and Eastern Europe (Csap6
& Czachesz, 1995).

The goal of the eTwinning (European School Twinning Platform) programme
is the establishment of international partnerships between teaching staffs and
students at schools in the European Union member states. Part of the Erasmus+
project and supported by the EU, the programme provides an online platform
for collaboration. Hungary became part of the programme in 2005. While the
students and teachers share their learning materials, they get acquainted with
each other’s cultures and develop their intercultural competence. The role of
the teacher is that of an intercultural mediator responsible for establishing
contact between their own students and those of a partner country. An
additional benefit to these cooperative projects is that they have the potential
to enrich the teachers’ methodology ‘toolbox’ (Lakatosné, 2010). Lakatosné’s
research confirmed that teachers and students’ knowledge about each other’s
cultures and their intercultural competences significantly developed as a result
of e-Twinning projects.

The study in the field of multicultural education by Gordon Gy6ri, Németh
and Czachesz (2014) concerns a focus group discussion among 50 teachers
from 18 primary schools in Budapest. The study found that ‘empathy’ was
the most frequently used word during the focus group discussion about
intercultural teacher competence. The participants emphasised the important
role of continuous parental contact in order to promote cooperation in the
field of education. The results and conclusion of the study were the following:
the teachers felt neglected and left to work on their own. Another topic that
emerged during the discussions was why parents had changed schools for
their children. The participants seemed to agree that the most frequent reason
for this is that if the parent is dissatisfied with the service provided by the
school and faces a lack in communication, they take their children to another
school. Schools try to employ various strategies in order to face this challenge.
(Gordon Gyodri et al., 2014). The study pointed out that during the focus group
discussion about intercultural teacher competence, empathy was the most
frequently mentioned topic.

Some studies explore the case of disadvantaged children. One specific research
examined the case of a Budapest kindergarten, where 20% of children come from
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disadvantaged/underprivileged backgrounds (Herczeg, 2007). This study was
mentioned in one of the focus group interviews. As the participants explained,
the differences between the level of children’s socialisation can be perceived as
soon as the child starts preschool/nursery or kindergarten. The reason behind
these differences is mainly that they come from families with different lifestyles
or cultures. As the family is the primary scene of socialisation, this factor has a
deep effect on children’s behaviour, communication, and physical appearance.
It is manifested noticeably in those Budapest nurseries mentioned in the study
by Herczeg (2007). The local child protection agency may take action in the
following areas: socio-cultural disadvantages, emotional unstableness, and
neglectful parental care. These disadvantages are closely interrelated because
those parents who feel frustrated by their own social and financial standards
of life tend to ease their tension through aggression or addiction. Parents
struggling with the afore-mentioned problems are unable to provide the safe
and loving environment much needed for their children’s development. A child
coming to kindergarten from a disadvantaged background is typically unfamiliar
with basic nutritional and hygienic routines. It is often in the kindergarten that
they use paper napkins or toothpaste for the first time. In such cases it is the
kindergarten that should ensure that the children regularly attend preschool or
kindergarten. The role of the caretaker or kindergarten teacher, who accepts and
loves the child unconditionally, is critical because this is the only path that can
lead to the child’s self-acceptance. Inclusive pedagogy and skills development
in the kindergarten examined in the study are the only ways to enable children
from disadvantaged backgrounds to achieve the developmental level required to
enrol into primary school.

The focus group interview

The main data collection tool applied in the current research was focus group
interviews. The moderator of the interviews is the researcher, who facilitates
the conversation, which is guided by pre-planned questions. Nadasi (2011)
classifies the focus group interview as a type of interview which can also be
referred to as a group interview. This method is well suited for gathering
information about collective knowledge. Through such interviews it is
possible to get to know the opinion of both a single individual and the different
individuals in a group. During these discussions it is sometimes what is left
unsaid that matters (Nadasi, 2011).

The goal of these interviews is not to gain numerical data, but rather to
establish qualitative categories and find the relationships between them.
Through qualitative research, the researcher will also become more involved
in and part of the observation procedure. This arrangement was meant to
supply an extra level of support in exploring the researched topic.

Research context and procedure

The research consisted of two focus group interviews with participants who
work as early childhood caregivers. They work in two different institutions
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of the Association of Nurseries in Jézsefvéaros in the 8" district of Budapest.
These nurseries were chosen because they are both in partnership with the
nursery at which one member of the research team had spent her teaching
practice in Florence, Italy. The first focus group interview was carried out in
one of the nurseries/preschools of the Association of Nurseries in J6zsefvaros
in October 2019. Altogether four early childhood caregivers participated in the
interview, which was held in the staffroom. The second focus group interview
was held one year later, in November 2020 in the Mini-Mané Nursery of the
Association of Nurseries in Jézsefvaros. Here there were two participants.
Four questions were asked of the participants in both of the interviews. These
questions were the following:

1. Please describe your experience in the field of multicultural education.

2. Why do you regard multicultural education as important in early childhood
care?

3. Please describe the process of how the nursery embraced its current
approach to multicultural education and what values this approach
represents.

4. Which of the features of multicultural education would you highlight and
recommend to all nurseries to integrate into their programmes?

Focus group interview with caregivers in nurseries

The next section of the article gives an account of the results gained from the
focus group interviews. The participants are referred to by initials, which are
based on their physical appearance. The director of Mini Mané Nursery agreed
to the use of her real name and will be referred to as Heni.

The results of focus group interview 1

Introduction

Before the conversation, the four participants and the interviewer introduced
themselves and briefly described their professional background. V. had
completed a vocational training in pedagogy and been working as an early
childhood teacher for five years. F. graduated with a BA in Early Childhood
Education at E6tvos Lordnd University, had been working as a caregiver for
two years and joined Jatékvar Nursery in September 2019. Sz., who had been
at her job for three-and-a-half years had also completed a vocational training
course. She had not received her BA degree due to lacking the required B2
language examination. G. had been working in the 8™ district as a qualified
infant caregiver. The interviewer had already received her BA in Early
Childhood Education and was a BA student in Kindergarten Education.

1. Please describe your experience in the field of multicultural education.

There seemed to be agreement among the participants that a child from a
foreign country can easily fit into the community of the group in the nursery,
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learn the majority language, and adapt to the customs in the country. Each child
is entitled to equal treatment at the nursery. In some cases, however, a non-
Hungarian infant may need more attention and help than the rest of the group.
This special attention is always provided to them. In many cases, the presence
of an interpreter or cultural mediator is necessary since the early childhood
teacher is not always able to communicate in foreign languages. To illustrate
this, they quoted some examples from their own professional experience, when
Italian or Chinese parents were accompanied by a translator on their visit. All
in all, effective communication is an unavoidable part of a good relationship
between the institution and the parents. However, this arrangement is not
typical and some early childhood teachers may sense multicultural groups as
challenging since they are unable to communicate with the parents in that
group as effectively as with Hungarian-speaking parents. In contrast, infants
are able fit into any social environment, even without speaking the same
language as the rest of the children and teachers.

2. Why do you regard multicultural education as important in early
childhood care?

Early childhood teachers or early childhood teachers practicing multicultural
education need to acquire a number of competences that are essential when
working with Hungarian children, as well. Such competences include empathy,
the ability for self-reflection, and good interpersonal skills. These skills are
necessary for interacting both with Hungarian and non-Hungarian families:
we live in a multicultural society and the nursery is the space for socialisation.
Whatever the children experience outside the nursery appears in the children’s
behaviour in the groups.

Among others, the aim is to model how to be open to other people and
make friends. The participants emphasised that early childhood teachers need
to realise that multicultural education is present in many aspects of our life
and it is not a question of choice. For example, when a child from a different
culture joins the group, the teacher will tell the rest of the children about the
customs in the new child’s culture. They explain why the child does not eat
beef or why the mother wears a veil.

3. Please describe the process of how the nursery embraced its current
approach to multicultural education and what values it represents.

The significance of early childhood education and its influence on how a
child will manage to progress in their schooling or when they drop out of the
education system has been recognised by the European Union. The lack of
quality education in early childhood may have a negative impact on the child’s
school career. Therefore, instead of simple childcare, quality early childhood
education has gained priority in nurseries. Nowadays, early childhood
education not only involves projects, but literary education and nutrition
training have been reformed as well. Children’s meals are prepared by using a
wide variety of techniques. At the moment, the educational programme of the
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nursery does not contain an intercultural component, but its implementation
isin progress. By the time of the interview, a needs analysis had been conducted
among early childhood teachers concerning a training programme aimed at
intercultural skills. They intended to map out the teachers’ training needs and
how they would be able to acquire those skills. The needs analysis was carried
out through a questionnaire circulated among the staff. The questionnaire is the
continuation of the IECEC (Intercultural Early Childhood Education and Care)
Curriculum Design for Professionals project. The needs analysis had already
been completed with the ultimate goal of introducing a training course for the
teachers. The procedure had been carried out in cooperation with the Faculty
of Primary and Preschool Education, E6tvos Lorand University. A project
team in the nursery was involved in completing case studies and designing
protocols. The efficiency of each method was tested through observations.

4. Which of the features of multicultural education would you highlight
and recommend to all nurseries to integrate into their programmes?

The composition of children’s groups is unique in each nursery and therefore
it would be difficult to emphasise one decisive feature. Few studies have been
carried out in terms of needs analyses in multicultural education in various
nursery institutions. The employment of an intercultural cultural moderator
would be beneficial in every nursery. However, in some of our nurseries,
which are attended by special needs children only, employing an occupational
therapist would be necessary. Multicultural education should be formed
according to the specific needs of each nursery.

Second focus group interview

Mini-Mané Nursery was mentioned and recommended during the first focus
group interview. Based on this recommendation, it was decided to make contact
and involve their staff in the research. A year had passed since the first focus group
interview and several changes had occurred meanwhile; the Covid pandemic had
become a part of our lives. Education has gone through dramatic changes moving
into the digital world, masks need to be worn in the streets, shops, restaurants,
and cafés. Temperature is taken upon entering nurseries, the number of people
in closed spaces is regulated and limited, and trainees are frequently not allowed
to enter and take part in their teaching practice. Because of these circumstances
the group interview was organised and held on an online platform. The director
of the nursery, Heni (Vajda Krisztianné) was flexible; she agreed to support this
arrangement fully, which seemed to be the safest for each participant.

Introduction

Working as an early childhood teacher for 35 five years, A. had participated in
a five-week training project in Florence. Heni, my contact, is the director of the
nursery. She holds several degrees and has been working as an early childhood
teacher for a long time as well.
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1. Please describe your experience in the field of multicultural education.

Immediately at the beginning of the interview an unexpected piece of
information surfaced. Heni explained that her husband is Roma and she has
two children who are thus half-Roma and so she has first-hand experience
in the topic in her own family. The conversation continued in the direction
of inclusion instead of multiculturalism. The two participants explained that,
based on their previous experience, they had come to the conclusion that
contrasting and emphasising differences is not a good approach. Heni explained
that this nursery employs the highest percentage of Roma staft (93%). Inclusive
education has an outstanding role to play in the nursery, because several
children are of Asian, African American, and Indian descent. In the teachers’
experience if they accept the families, understand their cultures, and do not ask
too many questions, it is possible to establish a working relationship between
the early childhood teacher and the children, as well as the early childhood
teacher and the parents. Their motto is “acceptance instead of conflict”

2. Why do you regard multicultural education as important in early
childhood care?

The second interview question had to be modified, since while answering the
first question, it became clear that the discussion was going to divert from its
original plans. Inclusive approach replaced multicultural education and the
rest of the questions were modified in order to follow this shift in focus.

The policy of the nursery is to help children not to feel different from the
others. The guiding principle is that everyone should be sensitive towards the
other and be accepted as they are. Every child and parent needs to follow the
rules of the nursery, notwithstanding their cultural background. It is important
to emphasise that these rules are acceptable for every parent coming from
any cultural background. At this point the interviewer asked if there were any
problems in communication due to linguistic differences. Heni pointed out
that in the nursery all teachers hold a university degree, which by law is only
issued to students who have passed a B2 language examination. Therefore,
every teacher is capable of communicating with the parents in English. In the
rare case when there is a language problem, the teachers encourage the parents
to talk to the child in their mother tongue, read stories, sing a song or chant
some nursery rhymes with them in this language. This strengthens the mother
tongue, which usually helps to ease the child’s anxiety.

The interviewer wanted to find out how children from different cultures
are socialised in the group. The teachers explained that they do not talk about
this to the others, they let the rest of the children in the group experience and
explore what the new child is like. In their opinion the different behaviour of
the newly arrived child is not the result of coming from a different culture,
but rather stems from the difference in their personality. In the teachers’
professional experience at such a young age there are no significant differences
between cultures, such as in the practice of feeding or using nappies. Heni
brought up the example of a young girl from India whom they let eat using her
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hands. They did not ask her to change or “correct” her table manners and use
cutlery because she would not feel at ease in such a situation. The interviewer
wanted to find out if they use songs in foreign languages for the sake of children
who come from a different cultural background. In their answer the teachers
expressed their views that the nursery does not want to make the transitional
phase into the institution even harder and thereby increase the traumatic
experience of having to leave their home country. This is a task for the parent
of the child to cope with: they need to process the experience together, in a
more intimate environment. The goal of the institution is to create an honest,
open, and accepting educational environment.

3. Please describe the process of how the nursery embraced its current
approach to multicultural education and what values it represents.

For the formation of this approach, it is necessary to possess relevant
professional knowledge and personal experience (i.e., the participant meant
that she had married into a Roma family). The director managed to share
these experiences with her colleagues. They had previously frequently held
cultural events whereby the parents learnt about each other’s customs and
food. However, these events were not always successful. She emphasised that
because of her children’s experiences she can better sympathise when someone
is negatively discriminated or treated due to their Roma origin. In her opinion,
emphasising otherness, or a different background may have the opposite effect
of what was originally intended. In their nursery the inclusive system has
proved to be successful based on years of experience. They support children
to be themselves, have stronger confidence, and this approach effectively
prepares them for kindergarten and school. At this point the conversation
took a more personal turn and Heni pointed out the following: “People do not
act or respond in a way because they are of Roma, Indian or Asian origin, but
because this is what they are like as persons.” In order to integrate somebody, a
person needs to be accepted. Focusing on otherness may easily take the wrong
direction.

4. Which of the features of multicultural education would you highlight
and recommend to all nurseries to integrate into their programmes?

Once again, the interview question needed some modification. The participants
were asked to highlight one element of not multicultural, but rather inclusive
education that they would like to see applied in every nursery. They think that
the inclusive approach should be applied everywhere. Heni expressed that
she does not regard the Roma as multicultural. She did not elaborate on this
idea, but instead explained that she regarded the inclusive approach to be the
primary goal in every nursery because this approach can strengthen children’s
self-confidence. They viewed sensitivity as the most important element in
inclusive education.
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Summary

The goal of this research project was to explore the practitioners’ knowledge
and views concerning multicultural education. This was realised through two
focus group interviews. The first area of exploration concerned the professional
experience of early childhood teachers. Although some negative perceptions
had been expected to surface, all six research participants mentioned positive
experiences and examples. They elaborated on the topic of innovation in the
field of early childhood education and explained that in order to introduce these
innovations, a series of needs analyses ought to be carried out. The reason for
this is that in each nursery children come from a unique set of backgrounds,
and they each require a tailor-made approach. These needs analyses are
instrumental in gaining a clear picture of the situation in the nurseries and
planning their multicultural approaches in an appropriate way. Unfortunately,
few studies have been published in the field so far.

The participants of the first focus group were all familiar with the concept
of multicultural education and they considered it important in early childhood
education. The nursery examined through this interview had already recognised
the significance of multicultural education. They had already carried out needs
analysis among the teachers with the help of a questionnaire and based on its
results, they are planning to devise an in-service course. The research project
further aimed to involve competent early childhood teachers who would supply
relevant answers concerning multicultural education. This expectation proved
to be successful since the respondents mentioned several examples from their
practice and concepts that support the practice of multicultural education.

The second focus group interview was successful in formulating a number
of new goals and questions. The interview focused on inclusive education and
emphasised its importance in early childhood education. When reviewing the
theoretical background, elements of the inclusion index were often mentioned
in the conversation. However, the practical application of this index is not
required of the nurseries by law. Every stakeholder, that is, teachers, parents
and children, may be included and contribute to inclusive education in their
own way. The goals and problem areas in the field of inclusive education
outlined in the interview could be the target of a new research project that
would focus on the effective application of inclusive education in nurseries,
its advantages and disadvantages, and how teachers view the application of
this approach. The results of the two focus group interviews have proved that
success only occurs when the two approaches, that is, multiculturalism and
inclusion, are integrated. The two approaches combined may lead to complete
acceptance. However, sensitivity is probably the most important underlying
value that can be found in both approaches and is part of complete acceptance.
If we are open and receptive towards others, inclusion can be achieved more
easily. This is extremely important for the child, who will become able to accept
him- or herself more easily. Sensitivity affects communication and cooperation
with the children’s families. Complete acceptance may be realised not through
emphasising differences, but rather by letting these differences flourish.
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This research has shed light on the lack of professional literature and research
at the examined institutions in the topic of multicultural approach in early
childhood education. This gap may be related to the fact that this type of need for
early childhood education institutions and teachers has not yet been sufficiently
addressed. Although the scope of the research described in this article is
limited to a small number of participating early childhood teachers and their
institutions, a number of observations can be made. Most of the participating
teachers realise the important role the multicultural approach plays in early
childhood education. They seem to have internalised the values of multicultural
and inclusive education and aim to do their educational work accordingly. They
gave account of positive experiences in their reflections. However, significant
institutional changes can only be realised if the circumstances, needs, and
expectations of a larger number of early childhood educational institutions have
been surveyed and processed. The repetition of the present research on a wider
scale would contribute to achieving this goal. The results would be more reliable
and valid if the research covered a more representative sample that includes
different districts in Budapest and other parts of the country.
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Third-Culture Kids
in early childhood education

K6ros, Noémi Lilla — Trentinné Benkd, Fva

This paper’s purpose is to introduce the Third-Culture Kid (TCK) phenomenon and
seek the significant aspects of a highly mobile lifestyle, focusing on their impact
on young children learning in the early childhood education programme. Such
features include the potential positive and negative consequences of growing up in a
multicultural environment. Furthermore, this study dissects the question of whether
young children should be directly exposed to cultural awareness at a young age, thereby
highlighting educators’ crucial role in achieving culturally responsible pedagogy in the
preschool context. Triangulation was used based on three methods of data collection.
A quantitative survey positioned the voices of 140 Adult Third-Culture Kids (ATCK)
in the forefront in order to examine their TCK experience. A qualitative interview
focused on ten professional childhood educators’ practical knowledge. Finally, a
qualitative case study exploring a TCK experience completed the survey. This research
offers both a conceptual framework and practical understanding of the complex
influence of the TCK lifestyle on children participating in early childhood education.

Keywords: early childhood education, Third-Culture Kid (TCK), cultural awareness,
culturally considerate classroom, educators’ role, globalisation

Introduction

A study that analyses young Third-Culture Kids (TCKs) is increasingly vital
in childhood pedagogy. Research focusing on the impact cross-cultural
upbringing has on the personality development of TCKs already exists and has
gradually increased over the past few decades. However, current studies seem
to emphasise general characteristics of the TCK lifestyle and lack investigation
regarding young TCKs just beginning their cross-cultural adventure. Since
TCK research is still in its infancy, this paper may provide relevant information
for future studies in early childhood education. It can also guide educators,
parents, and others interacting with young TCKs to create an environment
suitable for acquiring culturally rich experiences.

The study is structured into two main sections: the theoretical background
and the empirical research. The theoretical discussion outlines the central
notions and concepts that will often be used throughout the paper in connection
to the main topic before briefly overviewing the TCK character profile analysis
with a focus on the four primary areas of high mobility, cultural exposure,
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language acquisition, and relational patterns. Each theme is reviewed based on
both the childhood perspective and the consequential negative versus positive
outcome this aspect may have on the adulthood identity. The theoretical
background also highlights the practical question of cultural diversity in the
early childhood programme by covering different approaches and methods.

Our empirical research examines and evaluates the TCK character profile
and the practical framework for applying culturally considerate techniques in
the early childhood classroom. The study uses the method of triangulation
for data collection and features a questionnaire, interviews, and a case study
based on the hypotheses and the research questions. The quantitative survey
positions the voices of 140 Adult Third-Culture Kids (ATCK) in the forefront
with the aim of examining their TCK experience. The qualitative interview
focuses on ten professional childhood educators’ practical experiences. Finally,
a qualitative case study of a TCK experience completes the survey.

Theoretical background

Definitions / Terminology used

Culture is a notoriously complex and challenging term to define. Much of
this difficulty is rooted in the many ways it has been used both worldwide
and throughout history. A range of possible interpretations arise within the
literature, but given its transformative nature, it remains a relative notion for
many respected experts (Apte, 1994).

The sociologist Ruth Useem was the first to coin the phrase Third Culture
and Third Culture Kid. Useem referred to the TCKs’ home culture or the
place they came from as “first culture”; the host culture in which they were
currently living was termed the “second culture” As for the region in between,
the unique way of life adopted and shared by the expatriate communities, the
“culture between cultures” was eventually specified as the “third culture”

Adult Third-Culture Kids or ATCKs are those third-culture kids who are
at least 18 years old. However, despite the alteration in the term, it is not
uncommon to come across the belief that once a TCK, always a TCK.

AsPollock and Van Reken (2009) defined the phenomenon, a Cross-Cultural
Kid (CCK) has interacted with two or more cultures for a distinct period
of time during their childhood. Unlike in the case of TCKs — who are also
considered CCKs — the definition does not require individuals to live outside
their passport countries. Rather, they receive cultural exposure experience by
interacting with different cultures within their environment. Subsequently,
CCKs represent any and all nationalities, ethnicities, and economic groups
(Pollock & Van Reken, 2009).

While cross-cultural understanding compares various cultures, intercultural
learning is established upon the interaction of two or more cultures. It strives
to answer the critical aspects of what this intersection conjures (Atamaniuk,
2014). Intercultural competence means being able to open to another way of
thinking and learning to communicate with people from different cultural



Third-Culture Kids in early childhood education 171

backgrounds. It is a complex process that requires participants to create a joint
base upon which cultural differences are manifested and reconstructed into a
cross-cultural medium. Multiculturalism is often associated with names such
as “salad bowl” and “melting pot’, referring to the concept of different cultures
integrating with one another. As a descriptive term, this can be viewed as
what Webster’s College Dictionary explains as “the existence, recognition, or
preservation of different cultural identities within a unified society” (2010, 3rd
definition). Overall, the different concepts of a cross-cultural, intercultural,
multicultural, or even a “new kind of” individual essentially all strive to define
someone “whose horizons extend significantly beyond his or her own culture”
(Adler, 1977, para5). These terms will often be used throughout the study when
interpreting different aspects of the TCK phenomenon.

Having a mobile life is not a new occurrence. Correspondingly, TCKs
are not a new phenomenon either. Families have migrated and travelled to
different parts of the world since the beginning of time. However, their low
representation in contrast to the vast majority has made them seem almost
invisible until recently (Pollock & Van Reken, 2009). There is, however, a global
shift. Globalisation or the accelerated development of human interaction
through a vast network of interconnections (Tomlinson, 2006) is ultimately
creating the sense of a shrinking world, where it has become common for
people to pursue the experience of a culturally mixed environment (Pollock &
Van Reken, 2009, p. 28). Not only is the number of people following this way of
life increasing, but as many experts in the field, including Useem (2009), have
claimed, the relevance of their experience is becoming the more significant
aspect. However, experts have yet to map out the exact outcome of today’s
increased cultural fusion and to be able to conclude the consequences of our
globalising world (Pollock & Reken, 2009, p. 5).

Third-Culture Kid characteristics

This next part of the study highlights some of the TCK character profile’s
shared traits, including high mobility, cultural exposure, language acquisition,
and relational patterns. Each section describes its key features, along with
a focus on early childhood manifestation and a consequential positive and
negative outcome it can likely lead to.

High mobility

One of the main characteristics of a TCKs’ life is high mobility; hence, the
common term, “global nomad,” is often used to describe individuals who are
always on the move. High mobility can be interpreted in several ways. Some
TCKs move to different countries every two or three years, while others stay in
the same host country from birth until they graduate. Whichever the case, it can
be said that “all TCKSs experience mobility issues at one level or another” (Pollock
& Van Reken, 2009, p. 64). High mobility is not only restricted to geographically
changing homes within a short time but can also mean simply returning to the
given passport country for summer break. In other words, either the TCKs are
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coming and going or those around them (Moore, 2011, p. 28). Every single leave
means the same thing for a TCK: having to say goodbye to friends in the host
country, hello to friends and relatives in the passport country, then another
goodbye and another hello again. (Pollock & Reken, 2009). To a young TCK, the
constant change of home is standard in their experience (Moore, 2011, p. 28)
and as much part of everyday life as is anything else. To quote Bolon, “When
one is born eight time zones away from one’s passport country, how can being
overseas possibly appear difficult?” (Bolon, 2012, para7).

However, despite having the ability to integrate quickly into new
environments, children, especially at a younger age, can falsely lull their parents
into the impression that there is no problem. One of the main challenges of
a highly mobile life is that it can drastically influence the child’s home and
nationality concept (Hayden, 2006, pp. 48-49) due to the constant change in
environment and a range of geographically bound experiences. Downie (1976)
attributes this influence to the still ongoing developmental process, ultimately
causing a sense of rootlessness and inability to grasp the concept of home or
create the necessary network of relationships crucial for self-definition. The
younger the child, the less involvement he has outside the family, the more
influential the parents’ role in adjusting to a move is. Something as simple as
taking the time to talk about the day’s activities when they return from school
may also help transitional periods.

While living a life of frequent mobility can be a challenge for TCKs, it also
provides them with a range of positive benefits. With time, many TCKs can
overcome the challenges that come with high mobility, thriving instead of the
rich memories, and established special bonds with people from all over the
world (Pollock & Van Reken, 2001, p. 78). This type of lifestyle also enables
them to develop flexibility and adaptability. As Vyhmeister (2015) explains,
TCKs are used to dealing with problems and used to change; therefore, it does
not scare them as much as it should.

Cultural exposure

A highly mobile life brings exposure to a variety of different countries and
cultures. Although children may notice fundamental differences in spoken
language, visual differences or climate change, they often only have a vague
sense of connection between geography and those differences they encounter
(Lambert & Klineberg, 1967 and Weil, 1951). Ramsey mentions that it is also
not uncommon for children to “sometimes overgeneralise” their cultural
observations and be likely to construct specific images representing an entire
group based on that attribute alone (Ramsey, 2004, p. 115).

Although children cannot understand culture on a conceptual level, the
above statement proves that changes in cultural environment ultimately
influence qualities — including “language, behaviour, interactional styles and
social expectations” (Ramsey, 2004, p. 116) in young TCKs’ development, even
if on a subconscious level. Subsequently, studies show that early childhood is
a critical time for using young children’s flexibility in perspective as a means
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of developing competencies that dispose of bias against unfamiliar cultures
and instead promote a positive attitude towards those of different cultural
backgrounds (Ramsey, 2004, p. 116). However, large amounts of exposure
towards other cultures can also result in a subsiding level of heritage later on
during the developmental years.

Although TCKsabsorb knowledge from each destination, they unfortunately
often lose sight of their heritage. As a result of the highly mobile life that they
live, TCKs have no choice but to adjust to each cultural environment and
adapt a “chameleon-like” quality (Pollock & Van Reken, 2009). It is also not
uncommon to experience some level of grief due to the deficiency or even
nonexistence of certain experiences and relationships in the place where the
individual grew up (Pollock & Van Reken, 2009, p. 100). It may cause a “longing
to experience what others in the ‘home’ culture had” In the identity crisis that
may occur within the TCK, this tension “gives rise to a dynamic, passionate,
and critical posture” (Adler, 1975, p. 7), along with a range of further self-
defining positive attributes. Through the first exposure of a second culture at
an early age, the development of a bicultural competence arises in TCKs that
develops knowledge of the values and beliefs represented by both cultures later
on in the personal development, with a generally positive attitude towards
each group and a significant skillset in intercultural communication. Moore
attributes this latter competence to the diverse cross-cultural exposure TCKs
experience, through which they are also able to gain high adaptability (2011, p.
35). Adaptability, which in this sense is a vital skill for citizens of the future to
have as it may offer solutions to global problems people cannot even think of.

Language acquisition

Children that are exposed to new environments are likely to face particular
linguistic challenges. While this can manifest in learning the host country’s
language, holding on to the mother tongue while lacking the linguistic
environment to use it can also be an issue for TCKs (Fukui, 2005, p. 27).
Language retention can be challenging and confusing when the primary focus
should be on adapting to the new geographical and social circumstances (Fukui,
2005). Difficulty may also arise from the limited proficiency in the language
used in the host country’s school, which can ultimately lead to problems with
coping academically and socially. Despite these mentioned aspects, however,
the literature seems to hold a much larger palette for the significant benefits of
being exposed to different linguistic environments. One of them is that a TCK
upbringing can provide the skillset to gaining fluency in one or more languages
(Pollock & Van Reken, 2009, p. 118).

Relational patterns

A highly mobile life inevitably affects the formation of relationships. Melles
and Frey (2014, p. 352) speak of the challenge that can be manifested in the
form of “parentification’, in which many children are expected to “take on
roles or perform them at a level inappropriate to the child’s level of emotional,
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intellectual, and physical development”. Such roles most often manifest in the
frequent loss of friendships and adaptation to letting go of deep, emotional
bonds. With time, this can lead to children feeling a lack of validation in terms
of their emotional needs, ultimately learning to ignore their feelings, or even
losing touch with them (Melles & Frey, 2014, p. 352).

In the long term, challenges may arise in maintaining long-lasting
relationships. TCKs learn to adopt a kind of emotional detachment in terms
of saying goodbyes in the moment of leaving. Vyhmeister (2015) explains this
form of “quick release” to be a coping mechanism in response to the complex
process, pointing out, “We've done it so many times, it hurts to drag it out”
(10:00—10:10). The experience of these relational patterns gives TCKs the false
impression that their relationships will continue to end in such ways even in
adulthood. Consequently, many ATCKs become guarded, protecting themselves
from further pain (Pollock & Van Reken, 2009), and therefore focusing more “on
the inevitability of relationships ending rather than on relational growth, which
limits establishing authentic relationships” (Melles & Frey, 2014, p. 353).

Despite having to overcome frequent challenges, the benefits that arise in
terms of relationships should also be mentioned. On the one hand, TCKs’
mobile lifestyle enables them to build a rich network of friendships throughout
the world, which can be “useful for all sorts of things — from finding cheap
room and board while travelling to setting up business connections later in
life” (Pollock & Van Reken, 2009, p. 132). In contrast to the many friendships
that come and go in a TCKSs’ life, and the difficulties they face overcoming loss,
it can be said that TCKs go to greater lengths than some people might consider
normal to nurture relational ties with others. It is especially true to those they
have shared a common lifestyle with, giving them a sense of connectedness.
Furthermore, due to their cross-cultural experience and the constant change
in environment, they learn to adapt to a range of different situations and
people, giving them excellent communication and diplomatic skills (Duvalle
& Padmanabh). As has been demonstrated, the TCK character profile brings
with it many advantages and drawbacks. Children who embark on a life of
high mobility enable flexibility, intercultural competence, and a rich network
of friends. However, they also have to face the difficulty of loss, the instability
of identity and a constant sense of impermanence due to frequent change.

Creating a Culturally Considerate Environment

Raising cultural awareness

To create an environment in which children are motivated to adopt
positive attitudes, educators’ roles must be defined. Educators bear the
prime responsibility of manifesting the ideal culturally considerate model
themselves. Self-awareness is the “foundation for multicultural awareness and
cultural competency” (Anderson & Davis, 2012, p. 11). According to this view,
educators have to reflect on their personal views, thoughts, and feelings to
shape their professional practice. Anderson and Davis (2012, p. 11) understand
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that this does not happen independently and have created a model to display
personal and professional growth (See Figure 1.). The first stage concentrates
on acknowledging the particular bias (self-examination), which — according
to Anderson & Davis — is one of the most challenging steps of becoming
culturally considerate educators. We are then “forced to admit what we don’t
know we don’t know” (reflection). A process of cognitive restructuring follows
(integration), after which we can begin learning various strategies and building
the skills (actualization) necessary for ultimately placing them in practice
(equity/social justice).

Figure 1
Model of personal and professional growth

Self-examination ‘ Reflection ‘ Integration
Equity / Social Justice - Actualization J

Celebrating cultural diversity

Equipment and material give children the most visible connection with cultures
and provide the best means of celebrating cultural diversity (Baldock, 2010, p.
62). Ramsey believes in the importance of providing plentiful opportunities for
children to experiment with different cultural elements. Showing photographs
of people from different cultures engaging in similar activities — such as
cooking, eating or going to school — but in different ways; introducing toys,
materials, and tools that represent diverse cultural groups can all be an exciting
experience for children (Ramsey, 2004, p. 117). Furthermore, music, dance,
children’s literature, and any other cultural activities can be valuable resources
in connecting positive experiences to different cultures (Baldock, 2010, p. 64).

The celebration of various festivals is widely shared in early childhood settings
in order to promote cultural diversity. It can provide not only recognition of
the children’s heritage but also develop an “initial [positive] response” towards
unfamiliar cultures in general (Baldock, 2010, p. 73). However, it is essential
to “incorporate aspects of those other cultures throughout the day and the
year, not just on one holiday” Morning meetings can be an ideal platform for
building this kind of cohesion within the group where children can share stories
and thoughts with one another. Furthermore, involving family members and
other professionals in children’s learning is vital in early childhood education.

To conclude this part of the study, it can be said that children gain the most
valuable knowledge from the interactions and experience through which they
can construct positive connections towards cultures other than their own.
By always starting from “something with which the children are familiar”
(Baldock, 2010, p. 74), educators can achieve not only cultural awareness but
understanding and ultimately respect on a high level.
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Empirical Research

Description of the Research

The research was conducted to grasp certain connections between the
distinguished theoretical findings and the inquiry results. In order to stay true
to the study topic, two specific aims were placed in focus.

Table 1
Research questions

Research question #1: Do ATCKSs see their Hypothesis: Being a TCK is far more of a

upbringing as more positive or negative rewarding and beneficial experience, and

overall? therefore we assume that the majority of the
affected feel the same way.

Research question #2: Should cultural Hypothesis: Cultural awareness should be

awareness be raised in the early childhood raised in the early childhood programme

program? What is the crucial role of to familiarise young TCKs with cultural

educators working with TCKs? diversity. The educators’ role in this process

is to provide a stimulus-rich environment
and promote the benefits of being different.

For the research, triangulation was used based on three methods of data
collection. The quantitative survey positioned the voice of 140 ATCKs in the
vanguard in pursuit to examine their TCK experience, centralised around
areas such as general geographic inquiries, family, social life, education, and
a concluding self-reflection section. The qualitative interview focused on ten
professional childhood educators’ practical experiences, consisting of open-
ended questions, and the content of the questions were adjusted to the literature.
Finally, the qualitative case study of a TCK experience completed the survey.

Research Findings

Questionnaire results: General overview

Of the approximately 200 questionnaires sent out, 140 responses were
received. The high response rate confirms the interest participants showed in
the topic. 54% of the ATCK respondents were females, and 46% were males.
All respondents were anonymous and completed the survey electronically due
to the geographical distance between participants. The youngest respondent
was 18 years of age, and the oldest was 34.

To verify participants’ understanding of the term at hand, a question
targeted a few labels to see whether they could associate themselves with.
These included: Third-Culture Kid (113), Cross-cultural Kid (60), Missionary
Kid (4), Pastor’s Kid (1), Domestic Cross-cultural Kid (10), Corporate or
Diplomatic Third-Culture Kid (20), Child of immigrant (0) and High mobile or
Globally nomadic (11).

It is important to compare the age from which each individual began their
TCK experience. Based on the responses, most participants were born into their



Third-Culture Kids in early childhood education 177

TCK lifestyle, with a slightly decreasing rate followed with later ages. This result
is significant because the age factor plays a decisive role in defining the TCK
experience (Pollock & Van Reken, 2009). Subsequently, it can be noted that a
large portion of the participants represent the TCK phenomenon in essence.

Figure 2
Distribution of Passport and Host Countries
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Figure2presentsthedistributionofthe participants’passportand hostcountries,
the size and number of dots symbolising the estimated representation. Figure
3 shows the ten most common host countries, without including Malaysia, due
to almost all participants having spent a portion of their life there. According
to the graph, the second most common host country is the USA, which calls
for a sure evaluation concerning this question’s phrasing.

Figure 3
Most common host countries (not including Malaysia)
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In terms of the total amount of host countries participants lived in, the average
number was one, listed by 44 respondents. Thirty-two participants lived in two
countries, followed closely by 29, having lived in three host countries. Expanding
the number of host countries, 27 participants listed six or more countries. One
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person spoke of having lived in nine countries. This assessment is interesting in
determining the respondents’ sense of home and self-evaluation.

Figure 4
Years spent in vs. outside the passport country
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It was interesting to compare the ratio of time spent in the passport country
instead of time spent outside. As Figure 4 demonstrates, most participants
have spent between 6 and 10 years living in their passport county. A clear
cross-over can be seen in the 11-15-year section, from which the time spent
in one’s passport country is overtaken by the time spent in other countries.
This data shows a correlation between the overall number of host countries
mentioned earlier.

Figure 5
Frequency of visitation to passport country
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Currently, a surprising 80% of the survey participants are living in their passport
countries. 35% visit their homeland at least once a year, while 7 participants go
back less than every four years or not at all.

Family and language use

As was explained in the literature review, globalisation today is a current and
ongoing process. The accelerated connectivity of the modern world increases the
tendency to adopt a culturally diverse and mobile lifestyle. It was exciting to assess
whether the theory was true only to the survey participants’ generation or whether
their parents have experienced a cross-cultural lifestyle earlier in their lives.

The results show that although most respondents (77%) have parents from the
same nationality, 34 participants are of mixed heritage, which is relatively notable
compared to the total number. Furthermore, 24 individuals stated that either
one or both of their parents also had a TCK upbringing. Upon comparing the



Third-Culture Kids in early childhood education 179

two results, there is approximately a 50% correlation between the parents’ TCK
experience and their choice to devote themselves to a cross-cultural marriage.

In terms of language use, Figure 6 shows that most of the respondents have
acquired an average of two and three languages to date. As the data shows,
64 ATCKs have managed to pick up three or more languages. The number of
most spoken languages was six. It is also interesting to note that this particular
participant also lived in the most host countries, nine to be exact.

Figure 6
Number of languages spoken
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As Figure 7 shows, 65% of respondents use the language of their passport country
at home. An additional 19% supplement their mother tongue with English, and
8% use a different language besides their passport country’s language. It adds
up to a totalled 90% of ATCKs that maintain their linguistic heritage around
family members. Only 14 participants have listed languages differing from their
mother tongue as the standard choice within the family. It may be the result of
various reasons. The family might have found it practical to switch to the host
country’s common language, chosen to adjust to the ease of communication
within a multilingual family or for any further reason not mentioned.

Figure 7
Language use at home
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As high mobility is a common characteristic within all TCKs, it is crucial to
evaluate the effect mobility has on ATCKs’ communication with family members
as adults. Respondents maintain primarily face-to-face communication only
with their parents and siblings, the statistical emergence of which is scarcely
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higher than that of the telephone as a means of keeping in touch. It can be seen
that the use of social media is poignant, whereas more dated communication
platforms, such as email or even letters, are far less common. It was positively
surprising that only 1% of the participants had no communication with their
family members.

Social life

Internationally mobile families often choose to admit their children into
International Schools (the exact ratio of schooling concerning this survey’s
participants will be seen in more depth in the Education section). As a result,
TCKs consequently find themselves among many others who share the same
lifestyle. Participants were asked to estimate the percentage of their TCK
friends. As Figure 8 demonstrates, this amount ranges most often between 30
and 70%, which can be considered a reasonably high value considering many
of them have resided in their passport countries.

Figure 8
Percentage of TCK friends

NN
o o

Number of
Participants
o w oo

Less 10% 20% 30% 40% 50% 60% 70% 80% 90% Over
than 90%
10%

Participants were also asked to list the number of countries in which their
close friends are located in. Figure 9 shows an evident correlation with Figure 8
regarding the percentage of friends and their distribution worldwide. The results
illustrate that the participants with a low percentage of TCK friends listed fewer
countries than those with more. In contrast, those ATCKs who have a higher
percentage estimated their friends to be in a wider array of locations.

Figure 9
Number of countries ATCKs have close friends in
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No respondents have general face-to-face communication with their TCK
friends. While this result can be seen as somewhat of an apparent consequence
of the TCK lifestyle, it can also lead to difficulty forming new relationships
throughout adulthood. Based on the findings, most participants admitted to
having difficulty with commitment issues.

School and education

It has been mentioned in the previous section that TCKs generally attend
international schools in the host countries that they live in. According to the
questionnaire participants, around 80% attended international schools. As
geographical relocation is a common occurrence in many TCKs’ lives, so is
the process of changing schools. Based on Figure 10, the ATCK participants
have attended an average of four schools during their upbringing, with a few
exceptional individuals doubling this number.

Figure 10
Number of schools attended
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The process of changing schools can be a difficult time for TCKs. Most of the
participants claimed to have found the transitional period challenging but
quickly adjusted to their new surroundings. Fifty-five respondents did not find
any difficulty in adapting to their new school. Among these individuals, some
explained this as a result of being very young, while others were even excited about
the new experience. Altogether, 20 participants felt significant difficulty in terms
of adaption, three admitting that they never felt comfortable in their school.

Figure 11 shows the satisfying result, according to which most participants
found their schools’ faculty members to be helpful and supportive. While others
may have found certain members to be indifferent towards them, very few
indicated the feeling of receiving no help or even discouragement. The results
of the above data show that most schools were successfully able to provide the
necessary attention and support the target ATCKs sought at the time. The high
attendance to international school environments may also significantly impact
the participants’ attitude toward faculty members. International schools are
professionally equipped and prepared systematically for students thatlive a highly
mobile life. By understanding the quality of their lifestyle, such professionals
may emphasise the integration process by differentiating and approaching their
educational strengths based on their unique TCK experience.
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Figure 11
Experience with the Host country’s school faculty
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Another inquiry made in connection to schooling was the presence of cultural
consideration in the curriculum. It was surprising to compare the results of two
fairly related questions. On the one hand, Figure 12 reveals that 85% of participants
were provided with the opportunity to showcase their home culture in their host
countries’ schools through holiday celebrations and other events. It validates the
general view that international schools emphasise promoting cultural diversity and
building positive attitudes towards differences. On the other hand, however, many
respondents felt this practice of showcase to lack integration with the daily classes
they attended and, with it, the chance to learn and talk about their TCK lifestyle.

Figure 12
Cultural consideration in the curriculum
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In regard to the previous question, the target ATCKs were asked whether
they feel it is essential to raise cultural awareness in school, referring to any
aspect of cultural consideration, such as projects, discussions or celebrations
in general. 86% of the respondents claimed that raising cultural awareness is
vital. Roughly half of the participants believe cultural awareness-raising should
be introduced as early as possible, in preschool or at least before second grade.

Participants’ self-reflections

This last section aims to portray participants of this survey as they assess
certain aspects of their over-all upbringing. As Figure 13 demonstrates, the
majority of the participants have successfully overcome most difficulties of
the TCK lifestyle. However, two areas remain that many still find challenging:
saying goodbye and keeping in touch with friends and family. As adulthood is
the time when childhood experiences are cultivated into the settled mentality,
the researcher prompted the participants to rate the different areas of their
character profile on a scale of 1 to 5. The reason for this was to test the
theoretical findings based on the specific benefits and drawbacks of the TCK
life that accumulate and influence the developed personality of ATCKs.
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Figure 13
Ability to cope with aspects of the TCK life
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The results seen in Figure 14 show that ATCKs have adopted several positive
traits such as flexibility, lack of prejudice, independence, adaptability, and an
even greater sense of open-mindedness through interaction with different
cultures. However, their feeling of rootlessness due to the often high mobility
level has consequently led to a 50% ratio of restlessness, the need to be on the
move, visit new places, otherwise feeling out of place upon not doing so.

Figure 14
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ATCKS’ definitions of home

Table 2
ATCKS definitions of home

Themes Definitions
Connectivity and “where my family is” / “where my parents are located at the
interaction with time (36)
family, friends and loved « ”
ones where I have people that care about me” (2)
(52) “the place where my friends are always there and where
everyone knows me and I know everybody” (14)
Feelings based on “where the heart belongs” (12)

memories, comfort,
security and emotions
(57) “where the air reminds you of your childhood” (2)

“not a matter of geography, it’s a state of mind” (12)

“where you feel safe and comfortable” (24)
“where you feel you belong” (4)

“where I'm happiest” (3)

”

Geographical place “where my mail goes” / “wherever I'm currently paying rent
based on the current

location, country of birth any place where I am currently living” (9)

and most time spent “where I was born” (2)

(18) “where I have spent the most time” (6)
Others “everywhere and nowhere” (3)

(12)

“wherever you make it” (3)

“where I'm not”

“something I may have in the future”
“extremely difficult to define”
“where your journey takes you”

“So many different things. It’s all of the places I grew up, it’s
where my parents live, it’'s where I currently live. It’s the world
(2) / “this Earth”

ATCK participants were asked to define their unique understanding of
“home” The answers provided in this table are organized into four different
themes according to the responses. While many respondents attributed their
definitions to certain connections to people — family, friends, loved ones — it
can be seen that the most common descriptions revolved around an abstract
notion of feeling rather than a matter of geography.

Table 3
Overall evaluation of the cross-cultural upbringing

The best part about being a TCK The worst part about being a TCK

Exposure to diversity, acquiring intercultural = The feeling of rootlessness, lack/loss of
communication skills (65) identity, or heritage (36)
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Change of perspective, acquiring an open Difficulty fitting in, feeling like an outsider,

mind (46) reverse culture shock (34)

A network of friends worldwide (36) Goodbyes, leaving friends/family behind,
keeping in touch (33)

Unique life experience, lasting memories Instability, impermanence from constant

(23) change, starting over (20)

Traveling the world, seeing new places (18)  Difficulty with commitment (16)

As a follow-up question, participants were asked where they specified their
home to be. The results show that a total of 58 respondents chose their passport
countries as their idea of home. A further 46 participants listed a host country
or their current place of residence. As for the remaining 25 individuals, a
variety of responses came up, either expressing difficulty in tackling such a
question or providing a complex approach based on their perspective.

Finally, to conclude, participants were asked to give an overall evaluation
of their cross-cultural upbringing. With 94% dominance, it is clear that almost
all ATCK participants of this survey valued their experience to be a positive
one. Examples listed in the “other” field included mixed emotions and one
participant who explained that the TCK life is the only life they had ever
known, causing an inability to compare it to anything else.

The general statement can be made that the results show clear relevance
to the theory regarding the TCK character profile and the outcome of the
assessed statistics. Moreover, a solid collective opinion among the majority
underlines that the ATCK participants see the genuine worth in the memories
and skillset they have gained and have grown to look back on them as an
undeniable positive experience.

Interview results

The following section summarizes the interviews conducted with ten early
childhood educators (5 in Malaysia, 5 in Hungary), with their years of
experience teaching TCKs spanning from 6-36. The following results are based
on their thoughts regarding what it means to create a culturally considerate
environment.

Participants all spoke of the elaborate process required to learn of new
students’ backgrounds, be it cultural or more focused on the personality traits
that represent the given child. Some educators mentioned using transitional
files, and others get to know their students by using application- or registration
forms. They all underline the importance of observation that can then be used
to evaluate their educational needs accordingly. Participants tend to organize
orientational meetings with the families at the beginning of the year or after
the registration phase. Looking at the different answers, there seemed to be
a varying opinion on investigating the child’s specific cultural background.
While some educators found it essential to research the cultural aspects of
the child’s family, others saw greater importance in mapping out the child’s
personal qualities.
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When integrating children into their classroom, three main areas were
mentioned in terms of methods used: song and play, language support and
body- and sign language. After observing the child, the educators assess the
given situation and construct the follow-up tasks accordingly. Additionally,
they spoke of the importance of using visual elements at the early stage of the
year, adding that it is “natural for early childhood teachers to build in gesture
and dramatise facial expression to portray a message”. In addition to using
body language, it was also common to hear about speaking slowly and clearly
with the child. It can be seen that there is a clear pattern among the attitude of
educators in terms of integrating a new child. As elaborated, all participants
emphasise their body language, clear communication, and the general aim to
make the child feel comfortable in the new environment.

According to the interviewed educators, there are several areas in which
parents can help their children overcome the possible struggles of a new cultural
environment. They may include language use at home, involvement in the
adaptation process, and reading as a means of strengthening the mother
tongue. The importance of maintaining the mother tongue came up among
several interviewees. Some encourage families not to change much about their
home to maintain the family routine, despite changing countries, specifying
how this gives the child “something that is always the same, and that makes
them feel safer” One educator found no issue in parents practising the target
language at home. Beyond language use, a teacher stressed the value that
parents can provide their children by getting to know their home culture.

All interview subjects spoke of the importance of incorporating the host
countries’ holidays. A common theme was the celebration of International
Week and incorporating a constant Culture Corner in the classroom. However,
the question of cultural representation-based problems seemed to arise within
several educators, who claimed certain celebrations should be dismissed due
to their religious base. In general, although it can be said that the educators
can agree on the importance of bringing together children and parents during
whichever festivals they choose to celebrate, it is an excellent opportunity for
them to become “aware of their culture and cultural differences as well”.

Participants’ opinion regarding the ability to recognise different cultures
was evidently at odds. Some educators strongly believed in understanding
children’s portrayal in identifying cultures, explaining that seeing a difference
“comes naturally for them because they start seeing it at such a young age”
Others believe children notice what is relevant or specific to them, and it
is a different kind of culture than that of which adults’ notions define. The
first things they notice are skin colour, gender, and foods eaten but tend to
focus more on social interaction elements. All educators agree concerning the
importance of engaging in conversation concerning such topics.

The question on raising cultural awareness was another topic that split the
opinion of interviewees. Although all educators attributed great importance
to the implicit learning experiences obtained through interaction within the
multicultural classroom environment, the attitude towards directly raising
cultural awareness varied. Some educators emphasise conversations, while
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others believe materials such as toy people, books, and other visual elements
that can represent cultural differences to be more effective. From a different
viewpoint, in one interview, it was claimed that culture is not very important
at such a young age. “It is more about what they like and can do together”.
While most educators emphasise the importance of play experience, others
admittedly recognise that children gain “powerful experiences” from the
various talks in the classroom about the similarities and differences.

Based on their experiences, all early childhood educators participating in
this interview agree that the multicultural environment provides numerous
benefits for children living in it. The most common advantage mentioned
was the acceptance that develops due to exposure to many different cultures.
Many participants mentioned prejudice as the negative quality most often
eliminated from children’s personalities when culturally exposed, replacing it
with tolerance, flexibility, and the notion that difference is a good thing.

The interviews have presented the participating ten educators’ unique
experiences and perspectives. Although there was a certain difference in
opinion concerning the question of directly raising cultural awareness in the
early childhood programme, they all understood the importance of creating
plenty of opportunities for children to experience culture through various
levels. They might include interactive story times with family members,
celebrating festivals, providing culturally diverse classroom materials, or
simply promoting the value of difference through play. Finally, all participants
agreed that the multicultural environment benefits children in many ways
and builds a skillset consisting of tolerance, flexibility, and a general open-
mindedness to carry with them throughout their life.

Case study

The participant of the case study is a female TCK whom we will call Sophie.
Sophie was born in Hungary. Both her parents were also born and raised
in Hungary, but when she was five years old, Sophie’s parents, who are
musicians, were offered a job in Kuala Lumpur, Malaysia. Reminiscing on
her first impressions of her host country, she still remembers the sights, the
smells, the sounds. After a short silent phase spent observing her new school
environment and strange, different language inputs, she began to adjust.
She made friends and assimilated quickly. Sophie and her family spent most
summers visiting family back in Hungary and other holidays exploring their
host country’s nearby regions. At home, language use was strictly kept to
Hungarian, as Sophie’s parents understood this was crucial in maintaining her
mother tongue.

After ten years, Sophie moved back to Hungary. She described feeling as
if she was leaving a part of her in Asia, and the further away they flew, the
stronger the feeling became. While she enjoyed her first summer after arriving
in Hungary, the feeling of distance connected to her alleged “home” was
undeniable and, with time, only became stronger. She experienced a reverse
culture shock. In her experience, these feelings first arose when she was
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admitted into a local high school. She had a difficult time fitting in. Sophie felt
unable to share stories and memories of her past with her new friends, as they
understandably could not place themselves in her situation — as she also had
difficulty placing herself in theirs.

To fit in, she tried to adopt different qualities and adjust her personality to
suit those around her, which made her feel like a hidden immigrant, a term
used to describe TCKs moving back to their passport countries and having
difficulty fitting in. While it became more difficult to stay in touch with her
TCK friends, she grew closer to the new friends she had made. Still, she felt
homesick, so she decided to visit Malaysia one summer. During the time that
she was there, many aspects of her perspective changed. For one, she realised
that most of her friends had graduated, leaving an almost “empty place” that
did not feel the same anymore. Furthermore, upon returning, her recurring
desire to move back to Malaysia had all of a sudden vanished. As soon as she
felt that control in confronting her own decisions — which TCKs typically lack
due to the constant moves powered by their family’s work motives —, she was
no longer trapped in the spiral of homelessness.

From then on, her life became much easier, and she could revisit her roots
with an entirely new approach. During the rest of her high school years, she
learned of her countries’ history, literature, music culture, and other unknown
areas. She pursued her passion for singing and found new hobbies. The flexibility
and adaptation she had attained as a TCK made it possible for her to overcome
many new situations and obstacles in the years to come. Furthermore, her early
exposure to the different surrounding cultures allowed her to understand the
value of her own and make the necessary effort to learn about it.

Reflecting on her early years, Sophie spoke of her appreciation for having
been granted the privilege to see so much of the world before she could even
process any of it; appreciation for her TCK experience moulding her into
the person that she is today, past every hardship along the way; and finally,
appreciation for giving her purpose in using her experience as a foundation for
initiating a path in which she can guide young children in the same situation
she was in eighteen years ago.

Conclusion

Although present literature on the TCK character profile is relatively limited, it
provides valuable insight into the highly mobile lifestyle’s significant attributes.
It offers a conceptual framework for understanding the complex influence it
can have on children. While TCKs may often face difficulty in grasping a sense
of belonging, they gain perspective and flexibility. Additionally, while cultural
exposure may put heritage at risk, it develops tolerance and intercultural
competence. While language retention can be a challenge, TCKs foster ease
in learning multiple languages. Finally, although long-lasting relationships
may cause difficulty, TCKs build a rich network of relationships and develop
effortlessness in making friends. Through reflection on their childhood, ATCK
individuals who participated in this research justified their overall positive
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attitude towards their cross-cultural upbringing. The early childhood educators
who took part in this research validated that implicit learning is the most effective
approach in promoting cultural awareness instead of directly teaching culture.
Considering the limitation in literature based on preschool-aged TCKs, further
research would involve an observational investigation method.
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Appendix

Figure 15
Cultural representation through dolls (International School Classroom)

Figure 16
Cultural representation through toy people (International School Classroom)
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Figure 17
Cultural representation through books (International School Classroom)
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Figure 18
Cultural representation through world map (International School Classroom)
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Ten months around the world

T. Kruppa, Eva — Gaspar, Adrienn

For a Bilingual Generation (FBG) is a new emerging enterprise promoting English
language acquisition in the early years of childhood education. During their ten-
month-long programme, the teachers and children travel around the world and visit
the main English-speaking countries where they discover and learn about the local
culture, flora and fauna. Studying different countries not only enriches and makes an
ESL activity a more entertaining and better experience for the children, it also allows
children to observe and marvel at the world’s beauties. By the end of the ten months,
it is expected that the programme participants will learn to respect other cultures
and accept otherness. To this end, the programme encourages children to be curious
and open to new experiences. Not only about foreign language acquisition, FBG also
provides a complex approach to personality development that takes place in English.

Keywords: English as a Second Language (ESL), foreign language acquisition (FLA),
early childhood, bilingualism, study program

The reason behind developing the programme

All children are born with the potential of language acquisition. As there is a
similarity between the acquisition of first language and non-native language,
all children can become bilingual (Kovacs & Trentinné Benkd, 2016).

A means of communication in a multicultural society that promotes
understanding and the respect of cultural differences, non-native language
learning (NNLL) plays a key role in this time of globalisation (OECD, 2012).
Since the Barcelona European Council of March 2002, early foreign language
acquisition has become a main objective of EU language education policy.
However, Member States (including Hungary) have not made enough effort
to progress towards this agreement. Despite the agreement on improving
the mastery of basic skills by teaching at least two foreign languages from a
very early age, in Hungary the compulsory instruction of NNLL only begins
in the fourth grade of primary education (243/2003. (XII. 17.) Korm. rendelet
a Nemzeti alaptanterv kiadasarol, bevezetésérdl és alkalmazasardl). Although
several pre-primary institutes provide bilingual environments, as there are no
elaborated, early foreign language programmes, the institutes themselves need
to create their own programmes. Unless they adopt a known programme from
abroad, their institutes’ credibility can therefore be viewed as questionable
(Morvai & Poér, 2006).

While the number of these institutions has potentially grown in the last ten
years, we still do not possess statistical data regarding their actual number or the
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content, outcome, and quality of the activities. These oversights therefore raise
questions regarding the efficacy of early childhood foreign language acquisition
in an institutional setting (EMMI Oktatésért Felelés Allamtitkarsag, 2012). To
take a step forward, good practices are obviously needed. By discussing the good
practices and research results our programme has reaped, it is our intention to
add to the professional discourse surrounding modern pedagogical approaches
and promote methodological culture in the field of early years’ language
acquisition.

During the ten-month-long programme, the teachers and children travel
around the world and visit the main English-speaking countries where they
discover and learn about the local culture, flora and fauna. Studying different
countries enriches and makes an ESL activity a more entertaining and better
experience for the children. While letting the children observe and marvel at the
world’s beauties, they will learn to respect other cultures and accept otherness.
FBG’s goal is to attain a world without prejudice where the children speak at
least to two languages (their mother tongue and another non-native language),
an ability that could potentially bring different cultures closer to one another.

Scholars, (e.g. Brown, 1980; Chastain, 1988; Kramsch, 1993; Byram & Morgan,
1994; Kumaravadivelu, 2003; Hollo, 2008; Bajzat, 2013) strongly emphasise
that foreign language learning (henceforth: FLL) and second language learning
(henceforth: L2) is thorough when its cultural customs, values, and ways of
thinking are taught alongside language-related aspects. In other words, the
two sides of any language’s ‘coin’ must be integrated into the student’s learning
environment in a mutual way.

Culture and foreign language

First published together in 1879, the words and melody of the nursery rhyme,
Baa, Baa Black Sheep' (Fuld, 2000) have remained famous and beloved by
most ESL teachers to this very day. Although little is widely known about the
origins of nursery rhymes, most contain some important historical facts about
their nation. For example, Baa, Baa Black Sheep is about a medieval wool tax,
imposed in the 13th century by King Edward I. Under the new rules, the price
for one-third of a sack of wool went to the king, while the second third went
to the church and only the remaining third to the farmer. It can therefore be
stated that when teachers expose children to vintage nursery rhymes, they are
engaging them in a centuries-old tradition (Burton-Hill, 2015) and mediating
values rooted in another culture (Magnuczné, 2015).

Language and culture form an inseparable unit that has both pragmatic and
linguistic manifestations (Kramsch, 1993). The vocabulary of languages vary
from one another for the following reasons. On one hand, words originate
from the physical environment a people were surrounded by. Furthermore, a
vocabulary of a language also mirrors the process of conceptualisation. Last

! Lyrics: Baa, baa, black sheep, / Have you any wool? / Yes, sir, yes, sir, / Three bags full; / One for
the master, / And one for the dame, / And one for the little boy / Who lives down the lane. / Baa,
baa, black sheep, / Have you any wool? / Yes, sir, yes, sir, / Three bags full.
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but not least, the historical background, the mode of life, and the sociocultural
milieu of a nation highly effects its vocabulary (Pont HU, 2019).

According to Dorottya Hollo, teaching foreign languages should be
built upon the ‘Integrated teaching of language and culture’ model, as the
communication is only successful if both the appropriate linguistic and cultural
competences are acquired (Hollg, 2008).

To develop their critical cultural awareness, students need to be able to
compare cultures and analyse the results (Bajzat, 2014). When meeting with
other cultures, certain phenomena are going to be explored from another
angle in a process that furthers the holistic apprehension of situations and
leads to increased open-mindedness. Educating people about cultures may not
only develop a more tolerant mind-set but also enhance non-native language
learning as well. Teaching in an open-minded and tolerant way may nurture
global understanding (OECD, 2012). When comparing our own culture,
customs, and mother tongue with that of other countries, we become aware
of both the differences and the similarities between them, thereby deepening
knowledge regarding our own culture and language (Byram, 1997).

While discovering the flora, fauna, and traditions of English-speaking
countries, the children are exposed to some authentic materials that aid them
in developing a valid image of another culture. Their language acquisition is
built upon these real-life phenomena, a connection that guarantees a high
level of motivation and activity on the part of the children (Szepesi, 2016).
During the organisation of the learning process, the foreign language is not the
main goal, but rather the tool utilised to acquire a specific content.

Topics and contents

At FBG we invite children to join us on a ten-month long adventure throughout
which we visit eight different countries. Each month (or in two cases: one-and-
a-half months) symbolises a different project, i.e., a journey circumnavigating
a specific country. These four- to six-week-long projects are built upon the
icons, landscapes, traditions, customs, art, children’s literature, and holidays
found in each country. It must also be mentioned that each project has its own
characters who were created with the purpose of becoming role models for
the children. As such, these characters are endowed with the most important
moral virtues, such as prudence, justice, benevolence, etc.

London, England

Without doubt, England comprises the cradle and heart of the English language.
The winding roads and rolling, green hills with old castles are like locations in
a fairy tale. This impression is not far from the truth, given that — due to Great
Britain’s status as a constitutional monarchy — real princes and princesses live
there, not to mention the Queen herself! Through the example of the Royal
Family, the children learn about the members of a family. When it comes to
Buckingham Palace, we naturally discuss the presence of the Queen’s Guard
standing sentinel in front of it; this example provides the perfect opportunity
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to introduce the topic of clothing. One of the main icons of England is the
double-decker bus, an iconic way to learn about the theme of traffic. Nor
can it be denied that London is famous for its rainy weather: based upon our
original game entitled Mr/Mrs Big Ben, we visit London’s world famous clock
tower and ask for a weather forecast from him. From Cheese Rolling contests
and Apple Day, to the Maypole and Morris dancing, followed by Halloween
and Bonfire Night, England is rich in traditions and customs. Thus England
comprises one of the two, six-week-long projects.

United States of America

USA consists of 50 states, one federal district, and various islands that, together,
comprise a federal republic even if each state has its own atmosphere. Our
week ‘spent’ in California mainly focuses on this state’s incredibly diverse array
of landscapes. From the surf beaches and famous cities to vineyards, rugged
mountains, forests, and deserts, California’s flora and fauna are very vibrant.
During our visit to Hawaii, we make Tiki Masks and flower leis and also learn
about the spirit of aloha while discovering some volcanoes. Since Thanksgiving
represents one of the biggest holidays in the USA, we visit Old MacDonald’s
farm for a beautiful thanksgiving dinner and also learn about farm life. Cowboys
and Indians have a long history together. We make an attempt to connect the
two by means of the topic of horses, wherein we learn about acceptance and
kindness. Visiting the Statue of Liberty gives us the opportunity to observe
and learn about the body parts. We cannot leave the country without visiting
Washington D.C., where the president shows us around the White House, thus
initiating children into the parts of the house. The USA forms the second, six-
week-long project contained in the programme.

Hungary

December is the month of Christmas, a holiday that is all about the family and
the household. This is the only month when we do not travel abroad. During
our Hungary project we celebrate Saint Nicholas, use Advent to prepare and
remember the real meaning of Christmas and decorate our group Christmas
tree. We learn about the parts of the house while taking an imaginary trip
through our own home while we also examine traditional Hungarian clothing.

Canada

We start the new year by taking a trip to snowy Canada, where children have
the opportunity to become familiar with a few winter sports. Because of the
cold weather, it is important to dress up properly so we also learn about winter
clothing. Of course, the snowy weather is not only for sports like skiing, but for
other winter activities like building a snowman, getting into a snowball fight,
ice fishing, etc. We close our four-week-long programme with a trip to a grove
of maple trees, where we watch how the sap used for making maple syrup
is extracted from Canada’s famous symbol, the maple tree, and we also taste
maple syrup on our freshly made, steaming hot pancakes.
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Scotland

In February, we visit the beautiful world of Scotland where we take a long hike
around Loch Ness and observe its natural environment. Meeting Nessie is not
only a great pleasure for the children, but also a relief as they realise that it is
not a monster after all. Right after our lakeside adventure we take the train to
Edinburgh to see a famous bagpipe concert. This event gives the children the
chance to get to know some musical instruments, like the traditional Scottish
bagpipe. We also observe traditional Scottish clothing during the concert and
highlight the fact that not only girls wear skirts. Our final tour in Scotland
leads us to a Viking family where we learn about their lifestyle, traditions, and
clothing. To close our journey, we take an adventurous ride on a real Viking
ship.

Ireland

To mark the occasion of Saint Patrick’s Day, in March we travel to Ireland to
visit Dublin’s famous Saint Patrick’s Day parade. While admiring the colourful
and vibrant elements of the carnival, we discuss all the shapes and forms we
can find there (shamrock, flag, etc.) During our Irish journey, children have
the opportunity to listen to some tales about mischievous leprechauns. We
discover all the colours of the rainbow while sliding down one in search of a
pot of gold. On St. Brigid’s feast day, we get to know and make one of the most
famous Irish symbols, a Saint Brigid’s Cross. According to Irish custom, this
symbol protects the home from any type of harm, including illness. We take
this occasion to talk about health and how to stay healthy.

Australia

The only nation that is also a continent, Australia is a land like no other. Its
isolation means that much of its flora and fauna is very different and can be
found nowhere else. With their fluffy ears and large, spoon-shaped noses, koalas
are one of the most famous icons of Australia. While taking a trip to visit a
koala family in the eucalyptus forest, children recall their knowledge regarding
family members. The other symbolic animal — on that appears on the Australian
coat of arms and on some of its currency — is naturally the kangaroo. There is
nothing cuter than a little joey peeking from its mom’s pouch, a glimpse of an
unfamiliar kind of an animal that makes children especially curious. We learn
about their characteristic and unique body parts. We make an attempt to find
Nemo at P. Sherman, 42 Wallaby Way, Sydney, in recognition of the famous
line from the children’s film. Finding Nemo is not easy but other sea animals
come to our help, thereby giving us the opportunity to observe and learn
about their natural habitats. In their unique artwork, Australia’s first people,
the Aboriginals, used symbols to record stories about their lives. Dot painting
is a well-recognised style used by Australia’s original peoples (Caruana ,2013).
Although Aboriginal art requires its own introduction, we attempt to use the
technique of dot-painting to decorate the walls and share our own stories. The
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didgeridoo may be the world’s oldest musical instrument. We not only form a
band but we make our own dot-painted didgeridoo.

New Zealand

In New Zealand, we learn that the kiwi is not only a kind of fruit but also a
very famous bird that cannot fly. This little strange bird introduces the children
to a sustainable healthy lifestyle and also expands their knowledge regarding
environmentally friendly ways of living. When making our own greenhouse,
we pay attention to using only renewable energy sources. While marvelling at
the mesmerising landmarks found in New Zealand, we also observe the variety
of birds and trees and discuss how we can protect our one and only world,
Mother Earth. As poor waste management contributes to climate change and
air, water, and soil pollution, by means of good practises we motivate children
to recycle more and landfill less. Beyond these activities, we also practice
how to herd sheep, as if we were shepherd dogs racing across a never-ending
green meadow. To gather, split and move a herd of sheep, we first have to learn
directions.

Kenya, Africa

The continent of Africa can boast of quite a few world records. It is home to
the largest land mammal, the African elephant, the tallest mammal, the giraffe,
and the fastest mammal, the cheetah. Africa has the biggest national parks and
wildlife conservation areas in the world (Estes, 1996). When we learn about
these wild animals, we visit a local elephant orphanage. The children get to
know the daily routine of baby elephants and how to take care of them. During
the visit to the elephant nursery, they come to realise that their day is not so
different from that of the elephants. Other than its impressive wildlife, Africa
is the cradle of humankind. More than 3,000 different groups of indigenous
peoples live there who all have their own language and culture. Although these
groups may differ from one another in several ways, there is one thing that
they all share: a passion for dancing. The local children will show us some
moves and in exchange we teach them what the moves are called in English.
When it comes to Africa, we have to talk about its various kinds of geography.
While more than half of the continent is covered by grassland and savannah,
there are also rainforests, a desert, the highest mountain, the longest river, the
second largest lake, and the fourth biggest island (Estes, 1996). These world
records give us the chance to talk about opposites and learn how to make
comparisons.

It is particularly important to mention that repetition plays a substantial
role in our programme. Although we travel to different countries each month,
we have built our programme in a way that the overlapping similarities give
the children the opportunity to repeat, practice, and polish their knowledge
about topics as many times as necessary. Positioning the same content within
a different context makes children use their vocabulary in various situations
(Mérkus & Trentinné Benkd, 2014).
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An English activity at FBG

An activity at FBG lasts for 90 minutes, a period that may at first seem long,
especially in the case of three-year-olds. When creating the programme, special
attention was paid to the structure of the activity. It is due to the following
reasons the duration of our activities is neither exhausting nor overwhelming
for the children.

The rituals of travelling

We start each of our activities with the same rituals, a habit that we use as a
warm-up exercise. Our goal is to energise and ‘tune’ the children to English.
First, we search for our destination on our carpet that has a map on it. This
convenient aid helps children develop their geographical skills. All group
members have their own passports where they can collect flags and stickers by
completing tasks and the journeys themselves. We start our imaginary travel
by going to the airport. After going through the check-in and gate, we finally
depart from Hungary with a song and head to our final destination.

Each project in our programme has its own theme song, most of which are
original works written by our teachers. These songs contain the characteristics
and icons of the country. We greet the country we are visiting by singing the
theme song upon arrival. When writing songs, we endeavour to convey the
countries’ special features both in melody and vocabulary. On our way home,
these rituals repeat at the end of the activity when we travel home.

Vocabulary — Flashcards

After landing, we meet some locals (the project’s own characters) who
will show us around the country. After their introduction, the new topic is
introduced as well with the help of flashcards. We found this method to be
the most useful and effective as these cards help us illustrate our sayings in a
fun way and support the development of logical thinking, memory, creativity,
and observation skills. By means of this approach, the children have the
opportunity to acquire the foreign language in a way that is more suitable to
their age. Fun games with flashcards lead children to success, which generates
positive emotions in them. This sense of motivation arouses their interest and
creates a thirst for repetition.

Songs, rhymes, musical games

It cannot be denied that songs, rhymes, and musical games form the bulk of
the activity and play the biggest role of all in providing children with a positive
experience that simultaneously increases their confidence in speaking a
different language. Singing songs, telling rhymes, and playing musical games
activates their vocabulary and spurs their appetite for using the English
language.

With the tools of music pedagogy, musical skills like a sense of rhythm,
singing skills, and improvisation skills are developed. Music is also a powerful
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tool when it comes to language development. When children sing, they
practice the pronunciation of words and memorise lyrics. While singing or
rhyming, children use the foreign language without even noticing it, a factor
that improves their self-esteem in speaking English. These kinds of games
also aid the development of rule consciousness and social skills. Songs paired
with motions help children practice gross motor skills. In fact, Total Physical
Response (Asher, 1969) is one of the methods we use. To mention a further
factor, music pedagogy plays an important role in memory development.
During these activities children not only learn the song’s lyrics but also the
rhythm, melody, new foreign phrases, and the rules that apply to each musical
game as well.

Although several amazing children’s books are filled with songs, rhymes,
and musical games, we often find ourselves creating our own material. To reach
its goals, our programme requires a special type of children’s literature. We
compose songs, write rhymes, and create musical games with attention to
the process of introducing a new culture. We take great care in making these
materials educational, fun, entertaining, and a musical experience. Hungarian
children’s literature is full of circle games* which often contain a dialogue.
These dialogues motivate children to speak. Unfortunately, English literature
lacks these special kinds of circle games. It was based upon our knowledge of
Hungary’s unique forms of circle games that we were inspired to create, for
example, the Mr/Mrs Big Ben game (England) during which the children can
conduct a conversation with the Big Ben about the current weather. Another
example of this cross-cultural adaptation is the Maple Syrup Song (Canada)
which shows us exactly where maple syrup comes from. Another song called
Blow Wind, Blow explains the origins of windstorms or other types of weather-
related phenomena.

Arts and Crafts

In a child’s early years, arts and crafts activities offer one of the most effective
opportunities for foreign language acquisition as this kind of pastime focuses
on the children’s actions. Beyond the vocabulary connected to a given topic,
during these activities they can learn the names of the used tools, colours,
shapes, and a range of practiced movements as well. It is important to awaken
their desire to create, use their creative self-expression, and help them
experience the joy of creation. Arts and crafts activities develop a sense of
direction, fine motoric and graphomotor skills, and enrich children’s fantasies.

It goes without saying that arts and crafts play an important part in our
programme. At the end of each project, we organise a little exhibition of all the
artwork we made throughout the previous weeks with the children. We also
invite parents and show them a short slideshow of the videos we made and
photos we took during our trip through the given country. This event gives
lends a ceremonial sense of ‘pomp and circumstance’ to the end to each of our
journey before we head to a new and exciting land.
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Puppet shows

Mainly as an ending, we build puppetry into our lessons on a weekly
basis. Puppetry-based techniques not only develop the child’s
concentration, memory, and attention but also have great influence
on speech-development. While watching and listening to puppet
shows, children can broaden their vocabulary and learn new phrases.
At the end of each puppet show, we give the children the opportunity to have
a little conversation with their favorite story characters. This encourages them
to use the foreign language, even if only to ask a short and simple question,
like “What is your favorite food?. Our puppet shows are built upon a strong
basis in dramaturgy. With the aid of puppets, music, and singing, we always
strive to create a joyful and humorous environment that imbues children with
positive emotions. Most of the time, the projects’ own characters are the main
protagonists of the stories. For example, in Scotland the children listen to a
story in which the Loch Ness Monster is the protagonist. The plot is that all
the animals at the lake fear the Loch Ness Monster since she yells a lot. The
only thing they do not realize that he is in pain. As it turns out, he stepped
into a spike. Only a little turtle has the courage to help him out. In the end, the
lake animals finally start calling him Nessie instead of Monster. Another story
about a mouse who wants to join a Scottish band. The only problem is that all
the instruments are taken, except the bagpipe. These original stories include
all the new words and songs, rhymes from the lesson, and present the icons
and traditions of the countries.

Physical Education

Occasionally we do PE as activities that supply the opportunity to learn the
names of certain movements, directions, tools, and actions while staying fit
and healthy. During the exercises, children hear, learn, and practice different
words and phrases such as numbers, colours, adverbs like ‘fast’ or ‘slow;
directions such as ‘up, ‘down, ‘left’ or ‘right’ and even parts of the body. Many
of the countries we visit have their own traditional dance which we include in

our programme as a part of Physical Education.

Reflection

We always look for opportunities to learn and develop. Thus, we embrace
feedback and criticism and always reflect upon our work. We have several
methods for reflecting on our teaching experiences. (a) With the help of our
digital lesson plans, we always evaluate our teaching and reflect upon its
outcomes. (b) After each project, we hold a workshop to analyse and evaluate
the work we did with the purpose of identifying and exploring each other’s
practises and underlying believes. By weighing new ways of teaching, we may
discover methods and tools that can improve the quality of learning. (c) We
believe that both the highlights and downsides of each lesson should be shared
within the enterprise, so we use a voice recorder app on our phone as a journal.
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Keeping this app close by is essential in case we become inspired to compose a
new song or write a new rhyme or story. (d) We have the permission from the
parents to videotape the lessons. This gives us the opportunity to look back at
our teaching and notice some things we had not been aware of. (e) From time
to time, we give parents a reflection survey.

The popularity of early foreign language programmes is thereby paired with
an emphasis on evidence-based instruction and the assessment of young learners’
foreign language abilities. As we do not have achievement targets, the assessment
is needed for accountability and quality assurance (Nikolov & Timpe-Laughlin,
2021). We prioritise fun and ease in terms of providing anxiety free, positive
evaluation experiences (Nikolov, 2016.). Recording the lessons also helps us observe
and evaluate the development of the children as well. As the variety of language-
related outcomes are strongly dependent on the particular model of language
education curriculum (Edelenbos et al., 2006), we combined the descriptors of
the English Language Portfolio (ELP), the Common European Framework of
Reference (CEFR) for young learners, the Global Scale of English and ours.

Future prospects

Assessments are moving from paper-based assessments to computer-based
testing. This shift has many advantages, ranging from more efficient test
creation, to faster test delivery and higher student engagement. We work with
an engineer specialised in digital- and arcade games to develop a valid, reliable,
easy-to-use, age-appropriate and stress-free, on-screen assessment that we
can use in Early Childhood Settings. Evaluating the language performance of
young children by means of digital tools is not our only plan. We believe that a
good and strong collaboration between parents and teachers would highly and
positively affect the children’s development. This is the reason why we intend
to create an English language learning app for children that will mirror our
programme’s goals, contents, and activities in an online space.
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