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If you talk to a man in a language he understands, that goes to his head.
If you talk to him in his language, that goes to his heart.”
Nelson Mandela

1. INTRODUCTION

1.1 Background

1.1.1 Rationale

“Barbarians.” This is how ancient Greeks stigmatised people who spoke a different
language from their own (Bakker, 2010, p. 282). Today, however, from sociolinguistic point
of view bilingualism or multilingualism is considered to be more an asset than a disadvantage.
It is especially valid in our modern age where cultural, social and economic interdependence
is not an abstract concept but tangible reality. Additionally, modern migration gives
multiculturalism and multilingualism a peculiar background that is worth revisiting not only
from social but also from linguistic and pedagogical aspects. Considering the fact that at
present 6909 living languages are recorded in the world (Lewis, ef al., 2014), multilingualism
or linguistic diversity, both on individual and social levels, is a widespread occurrence.

As a language learner [ have always been interested in what a language is made up of:
I was fascinated by the different elements of languages and how they are developed into a
sophisticated system. At the same time, I was also eager to see the system in action, i.e. how it
operates in its varied manifestations, furthermore, how it is related to the other segments of
human life, society and culture. Therefore, I was lucky to be given the opportunity to enter the
new paths of language teaching while editing an intercultural course book with co-authors
(Andrews, et al., 2001 a, b; Kitzinger, 2002) to deal with a new facet of sociolinguistics by
examining European multilingualism (Kitzinger, 2009 c) and to take part in a pioneering
programme of introducing early childhood English language development in the kindergarten
teacher training education at the University of West Hungary (Kitzinger, 2010, 2014).

All the phases of my professional career added together and gave me the impetus as a
doctoral student to do research into a language educational topic that is not yet elaborated in

Hungarian literature due to the pure fact that the setting and the situation are new in the
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Hungarian education system. This atypical educational atmosphere provides the basis of the

following research.

1.1.2 Theoretical background

As long as languages exist the question of bilingualism or multilingualism will be in
the limelight of linguistics. Multilingualism has been widely examined from the aspect of
linguistics, just like early childhood education from the side of pedagogy. There are
researchers also in Hungary who deal with bilingualism (e.g. Bartha, 1999; Navracsics, 2007,
2008, 2010), childhood language acquisition (e.g. Kovacs, 2002, 2008, 2009), or
multiculturalism (e.g. Cs. Czachesz, 1998; Torgyik, 2005; Varga, 2006), yet the social
situation and the educational setting is so novel in Hungary that a gap in the discussion can be
noticed.

Basically, the present research belongs to linguistic studies as the core of the theme is
provided by languages per se. The study especially focusses on the official languages
prescribed by the given kindergarten programme, i.e. on Hungarian and English: how they
were chosen as the languages of education, how they function among the actors of the
research, how they are formed, developed, acquired and learned, and how they interact. At the
same time, languages in this analysis cannot be dealt in an isolated, art for art’s sake way, but
the spectrum of the exploration should be extended to related fields, too, in order to give a
more detailed view of the subject in the described socio-educational setting.

In this case, other branches of sciences need to be involved. If applied linguistics as
“the study of language and linguistics in relation to practical problems” (Richards et al., 1992,
p. 19) serves as a starting point, in this setting it clearly interfaces with pedagogy, sociology
and even law. Major contextual segments of pedagogy here are early childhood education and
language education as the research is taken place in a kindergarten and it deals with
kindergarteners’ acquired language competences. Sociology, too, is a relevant subject, as the
study of different cultures and their manifestation in early childhood cannot be neglected in a
multicultural environment. As children come from several countries and they, due to their
special status, might be labelled as ‘migrant’, it is also worth clarifying a number of legal
terms along with the accompanying language educational policies, which might be
categorised into the area of law. Although the above mentioned scientific fields do not add the
same weight to our subject, it is relevant to pinpoint that this type of investigation is

interdisciplinary (Figure 1).
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Due to the multifaceted features of the problem (cf. 1.2), the underlying theories to the
empirical research had to be chosen from the different disciplines. Therefore, in the present
research Krashen’s (1981) language acquisition and language learning distinction,
Lenneberg’s (1967) Critical Period Hypothesis and Cummins’s (1979) Thresholds Theory
give help to understand early childhood language development from linguistic and
educational aspects (cf. 2.2.2.1 and 2.2.3). From another point of view, i.e. sociological side,
Berry’s (2008) acculturation strategy and its interpretations (Feischmidt, 1997; Rédei, 2007;
Kitzinger, 2009 a, b) are worth taking into consideration (cf. 2.3.4). Some of the theories also
stimulated the birth of new assumptions like The gift culture — gift language theory, The
language puzzle theory and The language self — cultural identification theories which will be
discussed in the related chapters (cf. 2.6).
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1.2 Research problems

As far as the actual context is concerned, some information is provided about the
setting. Since September 2008 the children of foreign families working at the air base of Papa
have been going to the local Fay Andras Kindergarten, which was appointed to be their host
institution by the self government of the town. Families came from NATO members and two
Partnership for Peace nations in the frame of the Strategic Airlift Capability programme called
SAC/C-17 (Strategic, 2013). Families are usually made up of young parents and their children
who go either to school or to the kindergarten. Their delegation lasts approximately for 1,5-4
years. The multilingual-multicultural kindergarten in Pépa hosts 23 foreign families’ children
from 6 different countries and from the host country, namely from Sweden, Bulgaria, Poland,
Norway the Netherlands, the United States, and Hungary, naturally. Apart from Hungarian,
mother tongues of the children are Swedish, Bulgarian, Polish, Norwegian, Dutch and, in the
case of the American families, English, Filipino and Spanish. The setting is exceptional as
NATO bases establish their own international schools elsewhere in the world. The town of
Péapa, Hungary is, however, the first place where foreign children are trying to adapt to the
local community from linguistic, social, educational and cultural aspects.

The situation is special because of its complexity which resides in linguistic, cultural
and pedagogical features of the setting. Linguistic, as children’s mother tongue vary, which,
especially at the beginning, might cause problems in communication both with the
kindergarten teachers and the peers. Cultural, as children come from various socio-cultural
backgrounds. Pedagogic, as they might have different educational experiences, if any,
moreover, their own countries’ education systems may vary to a great extent.

Problems might appear for each actor of multilingual-multicultural education, thus

e for children

e for parents

o for kindergarten teachers and

e for educational decision-makers.

Therefore, the kindergarten has to guarantee suitable language pedagogical
circumstances. In order to meet the manifold requirements, the institution had to revise its
educational programme as far as the new concepts, objectives, tasks and methods are
concerned. First of all, they had to agree on the linguistic (mono-, bi- or multilingual) and the

pedagogical (separate or integral education) bases. They also had to improve personal
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conditions such as kindergarten teachers’ language competence and material conditions, for
instance, technical equipment, just like their relationship with Hungarian and foreign parents.
Besides linguistic and pedagogical questions, cultural and social issues appear.
Families, who wish to integrate in their workplace, in the educational institutions and in the
town, have to be given support. Kindergarten teachers had to invent and learn various
methods to be supportive with children and parents in their daily routine. Special strategies
and sources became indispensable to alter a monolingual kindergarten into multilingual. The
research deals with the problems mentioned above and it shows and discusses the different

approaches developed under the auspices of multilingual-multicultural education.

1.3 Hypotheses

To give appropriate answers to the problems, hypotheses are formulated at the
beginning of the dissertation which will be either confirmed or rejected at the end of the
research. Hypotheses, just like the theme itself are interdisciplinary, thus the three major

aspects, linguistic, pedagogical and cultural aspects are embedded. The hypotheses are as

follows:

H 1. There are theoretical issues that generate debate in early childhood language
development.

H2. The pedagogical and material conditions of starting multilingual-multicultural
education in the kindergarten were given.

H3. Integrated language education is applied in the kindergarten (vs. separated
education) which is manifested in parallel Hungarian—English language use.

H4. a) All participants of multilingual-multicultural education in the kindergarten

have to face linguistic, cultural and pedagogical challenges.
b) Children whose mother tongue is neither English nor Hungarian have to face

the most challenges.
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H 5. a) Children will not become automatically bilingual under institutional
circumstances.
b) Children can become bilingual with the help of a carefully elaborated

educational programme.

He6. The multilingual-multicultural group gives the opportunity for children and
kindergarten teachers to
a) create language self, i.e. which language(s) they can identify with and

b) develop cultural identity, i.e. which culture(s) they accept and belong to.

1.4 Aims and research questions

In consequence of the complexity of the theme, the aim and expected results of the
research cannot be one-dimensional: therefore, interdisciplinary approach must be noticed
also in connection with the research aims. Basically, a solid theoretical background has to be
established with the help of relevant literature in the field of linguistics, education and
sociology. This framework has to serve the basis of the empirical research, the aim of which
is to observe, conceive and interpret the complex language educational situation. The primary
aim of revealing the theoretical background and carrying out the empirical research is to see
how kindergarten teachers, children, parents and educational decesion-makers form a
common linguistic, cultural and pedagogical basis for communication in their very complex
setting. Besides understanding and introducing the given linguistic community, the aim of the
research is also to decipher new meanings, discover and reveal linguistic and pedagogical
coherence that had been hidden till the establishment of this multilingual-multicultural
kindergarten in Hungary.

In order to achieve the research aims it is essential to work with questions that must be
addressed at the beginning of the actual research. The research questions, referring to the

theoretical background and the empirical research, are as follows:

RQ 1. What are the major language educational theories that serve the bases for early

bi- or multilingual education?
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RQ 2. How is multilingual-multicultural education manifested in the material

conditions of the kindergarten?

RQ 3. Which languages are used in the kindergarten and how are they developed?

RQ 4. What language pedagogical methods are applied and what is the role of the

kindergarten teacher?

RQ 5. How do language and nationality take part in children’s social relations and

how are different cultures present in the kindergarten?

RQ 6. What kind of educational philosophy do kindergarten teachers follow in their

everyday practice?

RQ 7. What are the most important advantages and drawbacks of multicultural

education?

1.5 Expected results

Research results should harmonize with the objectives set beforehand (cf. 1.4) and
should contain the perspectives that are opened by the present research. Above all, the
outcomes should mirror the validity and relevance of the examinations and should prove the
necessity and application of the results. On the one hand, the dissertation will serve as a better
understanding of literature, and will collect and explore it in a targeted manner. Besides, it
will find new meaning of relevant literature written on the topic up to now and it will not only
show but fill the gaps noticed. In connection, one of the expected results is to complete up-to-
date literature on the topic in Hungary. On the other hand, the research, made with several
different types of methods, will put a unique phenomenon in the academic limelight. Thus, it
will broaden the theoretical background while examining the setting as a sociolinguistic
‘laboratory’. Finally, besides academics, professional teachers’ and stakeholders’ attention
will be directed into the actual problems. Moreover, with the help of deciphering these
problems, discussions can be generated and results can be promoted in early childhood

education. In Europe, more and more countries introduce multicultural education in teacher
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training. The dissertation’s overt aim and presumable result will be to revisit the urge of this

kind of education at university level also in Hungary.

1.6 Content of subsequent chapters

The dissertation can be divided into five major parts which can also be divided into
further chapters. Up to this point in Chapter 1, i.e. the Introduction can be read which explains
personal and professional motivation and designates the place of the theme in the language
educational field. An interdisciplinary approach is applied and complementary research
theories are overviewed. The following pages describe the unique background to the topic
and put the subject matter into the valid context. Related to the setting, special problems are
mentioned and forwarded. Key and specified hypotheses are formulated and expected
research results are outlined. Research aims are also specified with the help of preliminary
research questions.

Theoretical background is outlined in Chapter 2 which is manifested in the Literature
review. Literature is collected and discussed in four different categories which are in close
connection and overlap. Literature review starts with a linguistic analysis (cf. 2.2) where some
major definitions are offered. A separate chapter deals with the problem of early childhood
bilingualism with timely arguments on its pros and cons. Besides, a distinction is made
between language learning and language acquisition. Some basic terms and definitions such
as culture, inter- and multiculturalism are also clarified in the field of sociolinguistics and
leads to modern descriptions of how migrants adapt to new socio-cultural circumstances, i.e.
acculturation strategies. Introducing language pedagogical problems is the core of Chapter 2.4
as it is the chapter that enumerates similar educational situations and examines the different
examples of multilingual pedagogical programmes all over the world. This chapter also
touches upon the role and tasks of individuals and groups that participate in multilingual-
multicultural education. Literature review concludes with a chapter on language political
issues, namely the question of migration in education, both from linguistic and legal points of
view.

Most part of the dissertation is made up of the empirical and desk research (Chapter
3). It contains six studies whose structure follows a similar pattern. From among the six
studies one of them deals with the observations in the kindergarten, four others elaborate the

interviews with parents, children, kindergarten teachers and educational decision-makers,
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while the last one is devoted to desk research where the programme of the kindergarten is
analysed. The consistent patterns of the different parts of research start with the introduction
of the context and participants, then comes the research design and the methodology of the
actual research. Under the sub-title Results it is described what could be seen and experienced
during research. The ending summary at the end of each study sums up the main points briefly
only as reminders.

Although the framework is the same, the given chapters can be completed with special
amendments, according to the nature of research section. While research design in
observation will focus on the structure of the observation chart and the analysis of the
observation aspects, under the same heading different issues will be scrutinised in the
interviews, where structure, types and wording of the interviews will be in the foreground.
Similarly, results will be categorised in different ways in the case of observation, interviews
and desk research, according to the material and experience gained during research. The study
thrives to be consistent and flexible at the same time and aims to show harmony between form
and contents.

Research findings converge in Chapter 4 where an Overall discussion of results takes
place. Here the different research results will be examined from the most relevant language
pedagogical aspects. Theoretical issues, the setting, methods, linguistic phenomena,
pedagogical strategies and socio-cultural elements will be revisited in a detailed and coherent
way within the frame of the research questions.

In Chapter 5 the main findings are revealed by the confirmation or rejection of the
hypotheses and language pedagogical implications are explored. Besides, the limitations of
the research will be taken into consideration and directions for future research will be

designated. In the end, final conclusions will be drawn.
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2. LITERATURE REVIEW

2.1 The aim of the literature review

The aim of the literature review, beside explaining, examining and clarifying up-to-
date trends in applied linguistics, is to draw attention to the multi-faceted, interdisciplinary
nature of the research topic. Therefore, literature for this study is built upon four basic pillars
which support and complete each other: the four elements are of linguistic, sociological,
language pedagogical and language political nature (Figure 2). The structure of each unit and

the contents will be introduced at the beginning of the related chapters.

Linguistic Sociological Language Language political
terminology and elements pedagogical issues
questions problems
e Bilingualism, e Basic terms and e Typology of * Migration as a

multilingualism and
related terms

definitions: culture,
multiculturalism and

bilingual school
e Multilingual-

social and legal
category

e Early childhood identity multicultural schools e Migration,
bilingualism e Culture in e Teacher training minorities and

e Language learning education aspects language rights

and language o Acculturation e Migratory language
acquisition strategies education in

Hungary

Figure 2. The four pillars of the literature review

Additionally, the literature review should provide a sound basis for the empirical
research after the author has developed her own theoretical framework. While the literature
review here aims to introduce and analyse existing research findings under similar educational
conditions at international level (cf. 2.3.2 and 2.4.2), it will also focus on available Hungarian
settings (cf. 2.5.3) and will show how (inter)national research findings can be related to the
present situation. In this way, it may highlight important gaps in the field, which will
hopefully be bridged by the end of the final conclusions. The structure of each unit and the

contents of the literature review will be introduced at the beginning of the related chapters.
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2.2 Linguistic terminology and questions

As the research is built primarily upon linguistic basics, first of all it is necessary to
clarify the key linguistic terms without which the present language educational study would
be difficult to decipher. From the vital points of the different interpretations of such linguistic
terms as bilingualism, multilingualism and the related features (e.g. code-switching, code-
mixing) the discussion moves toward the present views in the field, i.e. early childhood
bilingualism. At the end of the section the actual scene of the research will be examined and
the distinction between learning and acquisition will be highlighted. The latter issue plays an
important role when discussing early childhood language education, also in the multilingual

kindergarten in Pépa.

2.2.1 Linguistic terms and definitions

2.2.1.1 Who is bilingual?

Bilingualism is as old as languages themselves. Nevertheless, during different eras the
justification of the phenomenon changed to a great extent. In ancient times it was not rare that
conquerors and conquered people learnt each other’s language and up to the establishment of
nation-states bilingualism was an everyday routine worldwide. At the turn of the 19™ and 20"
centuries, however, bilinguals were considered to be different from the norm in Europe and
bilingualism was not an example worth following (Bene, 2000). Even today bilingualism
might cause ambivalent feelings in monolingual people: on the one hand, bilinguals are
envied because of their command of more than one language, and on the other hand, they
might be implicitly excluded from different communities and considered to be outsiders
(Wardhaugh, 1995).

In the 20™ century bilingualism came into the limelight of linguists’, psychologists’
and sociologists’ attention (Goncz, 1985) and many of them tried to serve with an acceptable
definition about the gist of the notion. In spite of all the efforts, it seems to be easier to
categorise bilingualism than to give an overt, extended and valid definition to it. Altogether, it
is relevant to scrutinize the existing classical and modern definitions as it is done in the

following table (Figure 3).

11
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Approaches of Who is bilingual?/ Author Date
bilingualism What is bilingualism?
maximalist Bilingualism is the | “native-like control of Bloomfield in 1933

two languages”.

minimalist A bilingual can | “produce complete Haugen 1953
meaningful utterances

in the other language”.

permissive Bilingualism is the | “contact with possible Diebold 1961
models in a second
language and the ability
to use these in the
environment of the

native language”.

functional Bilingualism is | “the practice of Weinreich 1979
alternatively using two

languages”.

functional Bilinguals are | “those who use two (or Grosjean 1994
more) languages (or
dialects) in their

everyday lives”

fractional Bilinguals are | “two monolinguals in
one person”.
holistic Bilinguals have | different characteristic Baker 2011

linguistic features,
especially relating
acquisition, thinking or

interconnections of

languages.

Figure 3. Who is bilingual? - Definitions of bilingualism

on the basis of the indicated authors

To clarify the definitions, it is worth going back to the first conventional interpretation
which was provided by Bloomfield in 1933. He examined new immigrants to the USA who
became more and more fluent in their newly acquired language. Bloomfield, in his oft-cited

definition states that bilingualism is a “native-like control of two languages” (as cited in

12




DOI: 10.15774/PPKE.BTK.2015.015

Hoffmann, 1991, p. 15). This strict rendition determined the views on the subject for a long
time and it was not until the 1950s that a new, less strict interpretation came to light by
Haugen, who describes bilinguals individuals who, besides their first language, are able to
“produce complete meaningful utterances in the other language” (Butler & Hakuta, 2004, p.
114). With this breakthrough the myth of “true” bilingualism (Gottardo & Grant, 2008, p. 1)
has been destroyed and it was time to give more refined definitions from different scientific
aspects. Before that the most permissive definition came to light by Diebold in 1961. In his
essay titled Incipient Bilingualism the author goes further than others. He concludes that
bilingualism is the “contact with possible models in a second language and the ability to use
these in the environment of the native language” (Diebold, 1961, p. 111). Although
Macnamara (1967) shared his views, later researchers (Baetens Beardsmore, 1986; Bartha,
1999) find the definition an exaggerated one as according to it anyone who speaks a few
words in a foreign language can be considered bilingual. Conferring this view with
Bloomfield’s definition it can be stated that they represent the two far extremes of the
definitions. This idea is supported by Baker, who makes a distinction between Bloomfield’s
and Diebold’s concepts when he calls the first the “maximalist” and the second the
“minimalist” definition (Baker, 2011, p. 8). He also categorises views on bilingualism when
he discusses “fractional” and “holistic” (2011, p. 9) views of the problem. By “fractional” he
means “two monolinguals in one person”, while the “holistic” view confirms that bilinguals,
unlike monolinguals, have very different characteristic linguistic features, especially relating
acquisition, thinking or interconnections of languages, which cannot be compared with those
of monolinguals. This basic distinction can explain the different approaches to the question.
Another school of bilingual researchers was established by Uriel Weinreich, who puts
an emphasis on functionality: “the practice of alternatively using two languages will be called
bilingualism and the person involved, bilingual” (1979, p. 71). It is he, who introduces the
notion of ‘multilingualism’ in 1953 as “the practice of using alternately three or more
languages” (Baetens Beardsmore, 1986, p. 2) which will be discussed later in this chapter.
Mackey (1970) confirms Weinreich’s statements by involving two or more languages in the
scope of bilingualism. Since that time researchers have dealt more and more with the
functional side of bilingualism. Still in Weinreich’s path, Grosjean also emphasises language
use and multilingualism in his definition according to which bilinguals are “those who use
two (or more) languages (or dialects) in their everyday lives” (1994, p. 1656).
It has already turned out how difficult it is to find a proper definition for bilingualism.
Yet, it is useful to clarify which one it is preferred and applied in the present study. On the
13
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basis of Grosjean’s (1994) already cited definition from the aspect of this research it is Bartha,

who can provide a definition of bilingualism that will be used in this dissertation later on:

“[...] bilingual is the person who, in his/ her everyday contacts, is able to use two or more
languages regularly (in oral and/ or written forms or in sign language) according to his/ her

communicative and socio-cultural needs.” (1999, p. 40)
2.2.1.2 Types of bilingualism

Towards the end of the 20™ century researchers seemed to be confused about the
multi-faceted feature of bilingualism and instead of giving definitions, they rather made
categories. Baetens Beardsmore (1986, p. 2) tends to admit the limits of definitions and
considers bilingualism a notion that must be clear to everyone even without further

explanation:

“To some extent the notion of bilingualism finds itself in the same category as the elusive yet
so familiar concept of the word; everyone knows what a word is yet no one can give a
satisfactory definition. [...] Just as in our bones we know what a word is, inadequately
definable though it may be, so most of us have an opinion as to what bilingualism is, even
though individual interpretations may vary considerably.”

What several scientists point out is that the definitions are moving along a scale of
contrasts like ‘productive — receptive’, ‘active — passive’, ‘natural — guided’, ‘primary —
secondary’ (Bartha, 1999), ‘individual — societal’ (Hoffmann, 1991), or ‘dominant —
balanced’ and ‘bilateral — unilateral’ (Kiss, 1995). On the basis of modern psycho- and
sociolinguistic typologies and descriptions (Cummins, 1979; Skutnabb-Kangas, 1990;
Hoffman, 1991; Kiss, 1995; Baker & Prys Jones, 1998; Baker, 2011) in the following table

(Figure 4) the different characters and varieties of bilingualism will be outlined:

Factors Types Comments
Age 1. early Cut-off points are not firm. Adolescent
2. late bilingualism may also be added.
Competence 1. balanced It suggests the level of proficiency in
2. dominant the different languages.
Level of language command 1. perfect It always refers to age-appropriate
2. partial language command.

14
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Origin 1. natural/ spontaneous Natural  bilinguals  acquire  the
2. artificial/ cultural languages from speakers around them
in childhood (e.g. one-parent-one-
language method) while artificial
bilingualism can be achieved in a

systematically structured way (e.g. at

school).
Extension 1. bilateral In terms of societal bilingualism, it is
2. unilateral important which language community

has learnt the other’s language. If
acquisition is mutual, bilingualism is

bilateral. If not, unilateral.

Effectiveness 1. active/ productive It refers to productive (speaking &
2. passive/ receptive writing) and receptive (reading &

listening) language skills.

Nature of language acquisition | 1. ethnic Ethnic bilingualism is characteristic of
2. elite co-habiting communities, while elite
bilingualism is more voluntary and

depends on individual choice.

Context of acquisition 1. coordinate The linguistic concepts are learnt either
2. subordinate in the same or in different settings. In
coordinate bilingualism concepts are
recognised in two languages, while in
subordinate bilingualism one of the
languages is dependent on or secondary

to the other.

Socio-cultural environment 1. additive In the first case L2 is added to L1 while
2. subtractive in the second case L2 displaces L1.

Social context 1. societal The terms refer to the languages
2. individual acquired in a community and languages

that are learnt on a personal basis.

Cultural identity 1. monocultural It depends on how many cultures the

2. bicultural individual identifies him-/ herself with.

Figure 4. Types of bilingualism on the basis of Cummins (1979), Skutnabb-Kangas (1990),
Hoffmann (1991), Kiss (1995), Baker & Prys Jones (1998) and Baker (2011)
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The term “bilingual” in the standard language and in the usage of linguists are not so
far from each other as both refer to the application of two languages. The only difference,
presumably, as Kontra (1999) seems to suggest, is that linguists also use the term “bilingual”
to people who speak two languages badly. In this sense “bilingualism” might carry the pure

chance of language use, and not the level or quality of speech.

2.2.1.3 Multilingualism

As the focus shifts from bilingualism towards multilingualism, it may be noticed that
bilingualism as a term is widely used both for literary bilingual and multilingual people as
well. The latter means that the individual may have “varying degrees of proficiency in three,
four or even more languages” (Baker & Prys Jones, 1998, p. 17). Literally, multilingualism is
“the use of two or more languages” (Biseth, 2009, p. 7). Multilingualism is especially
widespread in Africa and Asia and according to Baker & Prys Jones (1998) it is due to the co-
existence of local or ethnic languages, historical traditions, industrial development and
different political unions or urbanisation. Additionally, it can also be the outcome of modern
language learning requirements, for instance in Europe, and especially in countries where
language learning has a high prestige (e.g. Scandinavia), language learning policy support it
(e.g. Canada) or language communities give priority to multilingualism (e.g. Yiddish, Hebrew
and English in New York). Obviously, just like in the case of bilingualism, there might be
large differences between the level of competence and skills in the different languages.

Baker (2011) makes a clear distinction between bilingualism and multilingualism. The
latter term, in his interpretation, means that three or more languages are used in communities
where local, regional, official or international languages are acquired and learnt. He also
examines multilingualism in the light of bilingualism, supposing that two languages are
already given, and a third/ fourth language is added to the existing ones. In this case he
considers the actual bilingualism an asset and a favourable soil for learning further languages.
He is ready to add that multilingualism is often in the limelight of political and social
arguments. As far as the individual is concerned, he stresses the importance of the acceptance
of languages by peers. It might be considered to be a crucial factor in our research, too, while
examining the kindergarten community.

Research into tri- or multilingualism, comparing it with bilingualism is relatively rare.

Cenoz and Genesee in their research found that “bilingualism does not hinder the acquisition
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of an additional language and, to the contrary, in most cases bilingualism favours the
acquisition of third languages” (1998, p. 20). It is also important to notice that multilingual
competence should not be confused with monolingual competence. For a multilingual,
according to the different use of different languages there is no need to develop all
competences to the same level. Cenoz and Genesee (1998) suppose that multilingual schools
have different aims in the different languages, which is manifested in their educational
programme as well. They describe what happens if the target languages are used in a
community by native-speakers and if they are not used by a native community. In the first
case the usage of the target languages can be noticed both in formal and informal situations,
while in the latter example the spectrum of the target languages will be reduced only to formal
(e.g. academic) situations. In our research the kindergarten will give a very special setting of
using the target (Hungarian and English) languages. As it will be seen, it may also happen that
a child’s L1 will become an additional language under kindergarten circumstances (e.g. in the
case of Bulgarian, Polish or Dutch in Pépa), as these languages are not among the official
languages of the kindergarten and not spoken by the kindergarten teachers or the majority of
the children.

Although in literature bilingualism often overlaps the concept of multilingualism, in
this research they are not used alternately. First, with their sharp and consequent distinction I
want to show clearly when children use two languages (‘bilingualism’) and when they exceed
the point of strictly described bilingualism, i.e. they are able to make themselves understood
in an additional language, too. Secondly, I examine not only the languages but also the
existence and co-existence of different cultures, whose number is, due to the special
circumstances, are necessarily more than two. Therefore, | find it more rational to make the

bilingual vs. multilingual distinction.

2.2.1.4 Code-switching, code-mixing and linguistic interference

Languages are usually not kept apart from each other in the communication of
bilinguals, which brings along the problem of linguistic interference, code-switching or code-
mixing. Up to now these concepts have not yet been separated clearly in linguistic literature.
Languages are stored in the same territory in the brain, but storing might be influenced by
several factors, for instance the method or the starting point of second language acquisition
(Navracsics, 2007). In terms of bilingualism researchers draw attention to the linguistic

interference. As Bakk-Miklosi (2009) explains, it is a phenomenon where the bilingual
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individual cannot isolate two structurally contrasted linguistic systems, therefore the two
languages interfere. Cseresnyési (2004) gives a graphic example to this by Leslie Barrat when
he refers to the difficulties of Hungarian—English bilinguals or language learners who are
trying to identify the colours, pink and purple in these languages. Interference tends to be
usually stronger in the case of dominant than in balanced bilingualism.

In M. Batari’s (2008) opinion code-switching is generally considered to be a
functional shift from one language to another, while code-mixing means a regular and sudden
replacement of a language by another language (i.e. between codes) where replacement is
continuous and not strategically planned. According to Thompson (2000) borrowing is based
on the supposition that speakers use one dominant language which is “complemented” (2000,
p. 178) by special elements of another language, while code-switching is rooted in the “one-
speaker-one-language description of language behaviour” (2000, p. 178).

Code-mixing as a term is sometimes used at word-level (e.g. word or words of a
certain sentence might be from another language) while code-switching often refers to the
changing of the languages within a conversation either at word or sentence level; if Baker’s
(2011) concept is considered. This distinction is rooted on Poplack’s definition from 1980
(Hoffmann, 1991), who makes a difference between intra-sentential (code-mixing) and inter-
sentential (code-switching) alterations. He reduces the first to single lexical items within a
sentence while by the second he means the use of whole tags or exclamations even across
sentences.

The criteria of ‘mixing’ and ‘moving’ are not specified; therefore the definitions seem
to remain ambiguous. This ambiguity often leads to the alternate use of the two terms. Taking
a look at the sociolinguistic purposes of code-switching Baker (2011), finds the most obvious
reasons in emphasizing a point in a conversation, substituting words due to a lexical gap,
expressing a lacking concept in one language, reinforcing a request, clarifying a point in a
conversation, injecting humour or excluding people from a conversation. Additionally, code-
switching can also be an expression of identity, a sign of solidarity, therefore a useful
communicative strategy (Bartha, 1999; Baker, 2011). According to another phrasing, code-
switching applied indifferent situations is called ‘situational code-switching’ while changing
languages according to different topics is called ‘metaphorical code-switching’ (Wardhaugh,
1995, p. 92).

Code-switching and code-mixing can be observed in educational situations as well,

especially in a bi- or multilingual kindergarten. Whether it is used in a meaningful and
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pedagogically justified way or in a confusing insert or embedding into another language as

futile “sandwiching” (Djigunovi¢ & Nikolov, 2014) will be discussed in this work.

2.2.2 Early childhood bilingualism

2.2.2.1 Background theories

As our research definitely trends towards pre-school children, it is important to narrow
our topic and concentrate on the bilingual-multilingual features of the very young age.
Researchers should be aware of what theories are in the background of young children’s
language development. Here two of them will be discussed with the related pros and cons,
fallacies and practice.

In 1959 Penfield and Roberts, then in 1967 Lenneberg (Navracsics, 1999) stated that
there is an optimal age of language learning. The theory called Critical Period Hypothesis
(CPH) sets this time span between 21 months and 14 years in the human development. The
researchers explained the presumably better chances for language acquisition at this life stage
with biological reasons, i.e. the development process of the brain. They were convinced that
after puberty our brain loses its plasticity and sensibility; thus, language acquisition could be
successful neither before nor after this extent of time.

The term “critical period” is often used alternately, therefore confusedly, with another
term, namely the “sensitive period”. The latter, however, seems to be the result of recent
research that, as Bartha (1999) points out, deal with the question in a more refined way. The
sensitive period hypothesis broadens the starting time to the time of birth, or even before, to
the pre-natal period and is more careful about the possibility of acquiring and learning a
language.

Psychology and neurolinguistics seem to give a better explanation to the different
terms. According to Gabel and Hunting’s (2000) metaphor, “critical period” can be imagined
as a “narrow window”, while sensitive period as a “broad window” (2000, p. 2). Also upon
the basis of their graphic phrasing, it may be concluded that in language learning “critical
period” means a kind of restriction after which development cannot be possible (i.e. foreign
languages cannot be learnt), while “sensitive period” only suggests that although there might
be a specific time span that favours easier and faster language learning, the end of this period

by no means coincides with the end of a successful language learning process.
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Due to its controversial characteristics, CPH does not seem to be accepted
unanimously. Singleton (Baker & Prys Jones, 1998), for instance, considers language
acquisition and learning a life-long process whose certain domains (e.g. writing or reading
skills) can and should be developed in adulthood as well. Hoffmann (1991), agreeing with
Singleton, tends to find it exaggerated to think that language development has been finished in
childhood. Comparing children’s and adults’ language learning she remarks that adults’
language use is much more sophisticated and there are skills and techniques that can be
practised especially well in adulthood (e.g. memorising, abstracting or classifying). Ellis
(1994) also seems to support this idea, i.e. acquiring phonology is an especially age sensitive
activity, while acquiring grammar is less sensitive to age. As a result, in this research Bartha’s
(1999) opinion may be shared, according to which childhood undoubtedly provides a
favourable setting to acquire a language if, for instance, the ability of copying mimics and
intonation or less controlled behaviour are considered. On top of it, the language acquisition
process can be even more beneficial if all this is backed up with a playful educational
approach.

Another widespread theory, the Thresholds Theory was formulated by Cummins, who
supposed that

“there may be a threshold level of linguistic competence which a bilingual child must attain
both in order to avoid cognitive deficits and allow potentially beneficial aspects of becoming

bilingual to influence his cognitive functioning.” (1976, p. 1)

It involves that in bilingual children’s cognitive development there are two points:
before the first threshold children get weaker, and after the second threshold they get better
results than their peers in language and cognitive competences. It means that bilingual
language development does not proceed smoothly ahead but the child has to reach two
important plateaus which serve as milestones. To illustrate it, Baker (2011) uses a house-and-
ladder metaphor where ladders are the languages and the house is the domain of knowledge. It

graphically helps us to understand the characteristic features of the different levels (Figure 5):
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Top Floor Balanced Bilinguals '
At this level, children have age-
appropriate competence in both

languages and there are likely to be
positive cognitive advantages

SECOND THRESHOLD

Middle Floor Less Balanced Bilinguals
At this level, children have age-appropriate
competence in one but not two languages.
There-are unlikely to be positive or negative

cognitive consequences

FIRST THRESHOLD

Lower Floor Limited Bilinguals

At this level, children.have low levels of

competence in both languages with likely
negative cognitive effects

FIRST SECOND
LANGUAGE S _ _ LANGUAGE

Figure 5. Cummins’s Thresholds Theory (as cited in Baker, 2011, p. 168)

Although the hypothesis was proved by researchers, for example by Cummins (1976)
himself, Goncz (1985) or Bialystok (1988), Baker (2011) draws our attention to some
problematic issues, especially the starting points of the different levels: where does one end
and where does the other begin? Additionally, the nature and level of language proficiency of

children also need to be clarified.
2.2.2.2 Arguments for and against early start

There is still a lot of uncertainty around early childhood bi- and multilingualism as far
as the relation between the starting age and efficacy is concerned. Two camps seem to have

emerged: the ones who are for and the other ones who are against starting L2 at an early age.
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(By “early” here pre-school and primary school age are meant; i.e. before the age of puberty.)
The first group, using the supposed truth value of CPH (cf. 2.2.2.1), intend to prove the
advantage of early start while the latter, referring especially to psychological reasons, want to
show that learning a foreign language at an early age is unnecessary or even harmful. Neither
group’s position can be called easy as up to now there have been no solid (psycho)linguistic
proofs either for or against.

Experienced researchers, due to lack of evidence, tend to avoid providing the public
with black-and-white answers. Hoffmann (1991), instead of taking a firm position, draws the
conclusion that both young and adult ages have advantages and disadvantages in respect of L2
learning. Although she seems to neglect the supposition that “children per se have better
language learning abilities than adults” (1991, p. 35), she presumes that as far as “phonetic-
auditory ability” (1991, p. 36) is concerned, adults may have a drawback in comparison with
children. On the other hand, she finds that adults’ cognitive and social skills are more
developed, which results in faster and more effective language learning. Ellis (1994) also
stresses the better understanding of vocabulary in adulthood and the mature cognitive skills.
However, he is careful about drawing far-reaching consequences out of this, as in his opinion,
it cannot guarantee a long-term success in the complex process of language learning.

In the current topic, a remarkable description can be read in Johnstone’s (2002) study
that takes the advantages of the different ages in language learning into account. In the
following table (Figure 6) an overall picture of the benefits is made by completing them with

the characteristic factors of language learning:

The advantage of learning L2 in

childhood (vs. adulthood) adulthood (vs. childhood)
benefits + factors benefits + factors
e casier acquisition of | phonetic- e better vocabulary | linguistic and
the sound system phonological factor acquisition due to | pragmatic factor
and intonation previous concepts
about the world in
L1
e less ‘language psychological factor e more experience in | pragmatic factor
anxiety’ the discourse of
conversations
e more time available time factor e more developed educational factor
for learning strategies for
learning
e better chance to inter-lingual factor e clearer objectives motivational factor
establish productive of language
links between L1 learning
and .2
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e wider range of psycho-pedagogical e conscious, educational factor
acquisition factor analytical learning
processes (e.g. more
intuition)

e positive influence on | pedagogical factor
general educational

development
e better chance to intra- / interpersonal
establish a factor

multicultural/ inter-
cultural identity

Figure 6. The advantages of learning L2 in childhood and adulthood
on the basis of Johnstone (2002)

Studying the above table it may be concluded that acquiring a language at an early age
might be called “parallel” while learning it in adulthood might be labelled as “consecutive”.
The parallel characteristic of language acquisition is often attacked as it means that a child
starts learning L2 before he/ she has confirmed his/ her mother tongue. M. Batari (2008) has
collected the most usual counterarguments of early L2 learning which may be as follows:

o forgetting: children forget as fast as they learn, thus it makes no sense to put

the burden of a new language on them

e low efficacy: e.g. forgetting — it can be easily observed at the beginning of a school

year

e obstacles in L1 acquisition: it is not worth starting to learn a foreign language until

one is not aware of the basic vocabulary and grammatical structure of his/ her L1

e identity problems: children’s own cultural identity will be hindered.

The arguments “against” can be completed by the opinion of Nikolov (2009), who
points out that referring to CPH is useless in non-native educational context as language
teachers cannot speak the target language at mother tongue level either. Whatever aspects you
scrutinize the problem from, at one point the debates of “pros and cons” meet, asserts Nikolov
(2009). It is the question of the speed of FL development. It may be added that while
adolescents and adults can reach an impressive achievement within a relatively short time,
young children’s FL acquisition is limited to a very basic lexical repertoire indeed which can
be easily caught up by older children in the primary school even if they had not learnt a

foreign language previously.
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Thought-provoking aspects are mentioned in the “against” camp by psychologists who
are in fear of children’s “stolen childhood”. Among their argumentation the danger of the
global consumer society, the developmental industry (i.e. the new key word in pedagogical
psychology is “development”), and aggressive marketing appear. The myth of “the hurried
child” (Vajda, 2009, p. 3) is flourishing and the demands towards young children are growing
rapidly. Kolozsvary (Nyelvtanulds, 2008) also draws the attention to the risks of direct
method language teaching in the kindergarten stating that children’s sound analysing abilities
are week and it is very difficult to improve sounds learnt in the wrong way at an early age.

An inspirational argument was initiated on the topic by Copland (2014), in the
introductory debate at the latest IATEFL conference, who states that “Primary ELT does more
harm than good”. The remark is intentionally provocative and is supported by the speaker by
several arguments, among which low English language command of primary school pupils,
better chances for wealthier parents’ children in ELT, lack of qualified primary school
language teachers and missing instrumental motivation from children’s side appear.

From the opposite end, the other participant of the debate, Enever (2014) puts
methodology into the limelight. In her response, she refers to a recent study which seems to
prove that those who start learning a foreign language earlier (in this case English in
Germany) do possess better receptive skills by approximately 50%. She also argues for a
higher number of languages learnt at primary level and sets Luxembourg, Belgium and Spain
as an example. She firmly believes in further advances of early start and mentions better
cognitive, communicative and social skills in the development of early starters. Among the
decisive factors to improve the situation she emphasises the importance of well-trained
teachers, the necessary resources and the appropriate classroom methodologies.

In the labyrinth of pros and cons, it is worth taking a closer look at the elaborated
argumentation of Kovéacs (2009 b), who goes into details about pre-school language
acquisition and provides us with the up-to-date fears and facts of language development at a

very young age (Figure 7). In the table I call the preliminary fears ‘fallacies’.

Fallacies Meaning Comment
1. The immaturity fallacy Pre-school children are Learning a foreign language is a
immature for heavy mental different activity for a child
strains (acquisition) and for an adult

(learning). Therefore brain is not
more burdened than in the case of

acquiring L1.
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2. | The L1 priority fallacy First the mother tongue should | Our brain possesses an unlimited
be learnt perfectly place for storing languages.
Languages do not exclude but

complete each other.

3. The uselessness fallacy | Early childhood language It is true for every other activity
acquisition does not have in early  childhood  (cf.
measurable benefits mathematical). However, using

different codes support diversity

in thinking.
4. The deprivation fallacy | Foreign language learning takes | Language acquisition is never
away time from playing separated but embedded in

activities (e.g. physical exercises
or singing) and connected with
senses.  Therefore  language
acquisition, with the suitable

methods, is an organic part of

playing.
5. | The incompetent There are not enough Today in Hungary there are
professionals fallacy professionals in this field teacher training faculties which

train pre-school teachers with

foreign language specialisation.

Figure 7. Fallacies of pre-school language acquisition on the basis of Kovacs (2009 b)

Whether bilingual children have advantages over monolinguals is still a question. On
the basis of worldwide research Baker (2007) declares that bilingual children are in a
favourable position as far as flexibility, creativity and divergent thinking are concerned. They
seem to be more sensitive to communication and they are much more able to concentrate on
the meaning than the sound of a word: for them a similar word to ‘cap’ is ‘hat’, and not ‘cat’,
which sounds more similar to ‘cap’. Also, they tend to be much more inventive if they are
asked about the use of a certain object. Baker (2007) is confirmed that the reason why
bilingual children’s intelligence was underestimated until the 1960s was due to the wrong
assessment systems: the wrong language choice of IQ tests (they had to be filled in in the
children’s weaker language) or other “mitigating factors, of a sociolinguistic nature related to

the learners’ immigrant status” (Cenoz & Genesee 1998, p. 21). At the same time Baker does
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not tell us whether the advantage might be considered temporary or it will accompany the
children throughout their lives.

Another researcher, Diamond (2010) examines bilingualism from the part of infants
and old people and finds that bilingualism has advantages at both ages. Infants can have
cognitive benefits which may affect their life later, as bilingualism, based on “executive
function” (2010, p. 332), advances to cope with different inputs: what children already know
from possessing two languages (e.g. lexical flexibility) can be beneficial in other areas of life,
especially in situations where one has to adapt to unpredictable situations or distracting
stimuli have to be coped with. This latter function of the brain is called “executive function”
(2010, p. 332) whose forming goes on in the prefrontal cortex which can be developed in the
first 5 years of our lives. As far as old people are concerned, bilinguals’ Alzheimer’s
symptoms appear 5 years later. Diamond makes a parallel between physical exercise’s
beneficial effects on body and mental exercise’s positive effects on brain and mental diseases.
The bilingual brain’s best exercise is practising two languages as a bilingual continuously
keeps himself/ herself asking: “Shall I think, speak, or interpret sounds spoken to me
according to the arbitrary rules of language A, or language B?” (2010, p. 333).

As far as the ‘quality’ of bilingualism in terms of age is concerned, Navracsics (2008)
cannot determine who can be regarded as better language learners: adults or children? She
assumes that there are domains of language learning where children, and there are fields
where adults may have better results: youngsters have advantages in phonetics and prosody of
speech while adults are usually quicker at learning grammar and producing sentences and
texts. At lexical level there is no age limit.

How age appears in language learning it is the best if a few recent examples from our
field, i.e. early childhood, are taken into consideration. Lundberg (2007) gives an account of a
study based on educational action research where a special stress was put on early start and
target language use. Although Sweden often serves as a good example in language teaching
and learning, in the article a significant gap is described between educational policy and
school practice. The author concludes that very young children in pre-school can profit from
language acquisition just as much as older students do at school. Two surprising facts are
mentioned here: firstly, very young children can pick up language at an astonishing speed
through songs and rhymes, and secondly, children cannot benefit linguistically as much from
computer-related games as they had been expected to. What all teachers agree is the
stimulating and very effective role of songs and the use of illustrative materials through total

physical response (TPR) activities. These activities encourage children to use the target
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language bravely, which will result in a relaxed and natural atmosphere that promotes
communication. Basically, “effective planning” and “goal-setting” (2007, p. 28) are
indispensable in early childhood language education and it is the task of pre- and in-service
teacher training.

Szulc-Kurpaska (2007) reports about the experience of trainee teachers who, although
they were studying to become lower primary class teachers, happened to be placed in a
kindergarten during their internship in Poland. As their school subject was English, it was
observed how they managed to cope with early language development in a very young age
group. The illuminating study examines both failures and success in this special setting.
Comparing lower primary classes with the kindergarten the most surprising phenomenon was
“unpredictability” (2007, p. 37) both from behavioural and linguistic aspects. Discipline
problems were very difficult to overcome and trainees had to work out their own techniques
and strategies. They described the positive effects of movements, arts and craft activities,
signals (that refers to the beginning of a new activity), illustrative materials, music, repetition
and acting out. They emphasised children’s involvement in the activities, which made
management and learning smoother. One of the trainees made an especially noteworthy

remark about discipline (2007, p. 39):

“I tried hard to maintain discipline in a school-like way. After some time, I learnt not to pay so
much attention to the silence in the classroom. Moreover, I even understood that the more they
speak and react the stimuli, the better. [...] I know they need this freedom of movement and if

they don’t pay attention, it does not necessarily mean they don’t respect me.”

It may be concluded that early childhood language development demands not only
special techniques and methods but a particular approach to teaching profession as such. It is
examined in a study by Bogucka (2007), who was trying to reveal the self-perception of early
childhood educators. Although the study promises to examine the problem from the aspect of
English teachers, quite a little is reported about their attitude to early childhood language
development. Yet, some observations are worth noticing, for instance the ever-changing
setting of teaching, which is called “liquid modernity” by Bauman (Bogucka, 2007, p. 47) or
low social prestige. An interesting remark can also be cited about boredom in teaching: “If I
am bored, my students will be bored. If they are bored, they will stop liking me. And because
young children study for the teacher they will stop learning.” (2007, p. 52) As far as second

language acquisition is concerned, according to several teachers in the study “good teaching is
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motivating” (2007, p. 51) and may give a special sense of satisfaction. Feedback from parents
may confirm it, for example after a holiday abroad where children can use what they learnt in
an English lesson. It is peculiar, however, that teachers do not seem to pay any attention to
interculturality between L1 and L2. Although the topic became especially popular in the late
1990s and acknowledged researchers (Byram & Fleming, 1998; Pope, R., 1998; Andrews,
2000; Pulverness, 2000; Byram, 2000; Bredella, 2003) dealt with it, scientists seem to forget
about its relevance at pre-school level. Even early childhood specialists prefer focussing on
tangible materials, for instance course books analysis in connection with interculturalism

(Vickov, 2007) than reveal the gist of intercultural education.

2.2.3 Language learning and language acquisition

It has been noticed how much language educational methods and approach contribute
to the success of early language development. Here, a further distinction will be made
between the features of language education on the basis of age characteristics.

Wolff (1998) determines the different levels and goals in multilingual education while
emphasising the different features of learning and acquisition. In Wolft’s model familiarising
with foreign languages starts already in the kindergarten where children get to know songs
and rhymes in L2. Systematic learning here does not play a role, while playful method does.
In the lower classes of primary school there is an overlapping with the aims of the
kindergarten, but acquisition will gradually be accompanied with conscious usage and
learning of a foreign language. On the third stage, in the secondary school bilingual education
is recommended with the method of Content and Language Integrated Learning (CLIL) where
foreign language is the language of instruction in the case of school subjects. Language
learning cannot finish at school; therefore a great emphasis should be put on vocational
training as well. Wolff especially suggests learning the languages of neighbour countries and
languages which are related linguistically.

On the basis of this brief introduction, it is crucial to emphasise that very young
children do not learn but acquire L2, therefore “what” should sometimes be behind “how”.
What Kovécs (2002) suggests at the pre-school age is a holistic pedagogical attitude where
the pre-school programme is absolutely adjusted to children’s age characteristics and the
methods of L2 development does not differ much from those of L1 development. Although

she mainly focuses on primary education, several key points are worth mentioning in the case
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of the very young as well, for instance the harmony of language programmes with the overall
educational goals, the development of social and communicative skills or the importance of
shaping a positive attitude towards languages which may ground conscious language learning
later.

The terms and the distinction of language learning and acquisition were introduced by
Krashen (1981), who in his Natural Approach made a distinction of the types of language
learning. His theory has been closely examined from the aspect of language pedagogy as well.
Kovacs (2009 a, 2014) gives a graphic summary of Krashen’s distinction (Figure 8) which

serves as a solid base for everyone who is involved in early childhood language development:

Aspects Language acquisition Language learning
Processing unconscious conscious
Goal delivering the message delivering knowledge on

the language

Focus is on the function the form

It rewards risk accuracy, carefulness
Teacher’s role partner, co-communicator checker, controller
Learner’s role senses rules applies rules

Error correction inhibiting crucial
Communication appears as a process appears only as a goal
Way of learning integrated specific

Figure 8. Krashen’s (1981) language acquisition and language learning distinction

adapted from Kovdcs (2014)

Acquisition is often connected with the mother tongue and learning is with foreign
languages. However, it is only partially true, as a second language can also be acquired, e.g.
during travels in a foreign country and the mother tongue can also be learnt, e.g. if one has to
learn the terminology of a profession. Why acquisition is important for us might be sought in
its naturalness. This characteristic feature can and should be conveyed to early childhood
language learning so that it could be real acquisition instead of learning. Therefore, L2
teaching methods should be very similar to those of mother tongue development.

In this way, mother tongue can support L2 learning (M. Batari, 2008) and mother

tongue acquisition can be imitated in L2 acquisition, too. If a foreign language is not learnt
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but acquired, the learner develops his/ her language command without conscious grammatical
analysis. Additionally, complex structures and macro lexemes are acquired without any
conscious effort. In early language development communication (characteristic of acquisition)

is essential instead of following the rules (characteristic of learning).

2.2.4 Brief summary

Up to now the basic linguistic definitions and terms related to bilingualism and
multilingualism have been discussed. The aim of the chapter was to give a linguistic
theoretical framework to the empirical study. Findings show that there is common consensus
neither on the definition of bilingualism nor on multilingualism, and code-switching and
code-mixing also seem to be ambiguous. Background theories like Critical Period hypothesis
and Thresholds Theory are widely used and argued in language educational literature. There
are also still some debates on how early it is worth starting to learn an L2 and whether
bilingual children have any advantages over monolinguals. Another crucial point at this stage
is the distinction between language learning and acquisition as they are two terms which are
either not used or not known. In the present research all of these issues should bear relevance
as the setting is a multilingual kindergarten with a bilingual educational programme.
Therefore, in spite of the common trend which uses bilingualism and multilingualism
alternately, under these circumstances it is worth making a clear distinction between the two
by applying them literally. Although the pros and cons of the age of language learning may
address further questions, in this setting it is more important to deal with the educational
profit as it is the major task of the kindergarten to make benefits out of this situation. From the
linguistic precepts the focus of the next chapter will shift towards another aspect of the

problem, i.e. the sociological elements.
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2.3 Sociological elements

The scene of our research is a kindergarten in Hungary where children from different
nations go to. With different nations different cultures encounter on the spot. Thus, in this
work beyond a linguistic base a social aspect has to be taken into consideration as well. While
the previous chapter dealt with language and its relations in bi- and multilingual setting, the
key term of this part is ‘culture’ and its relations. Therefore terms like ‘culture’,
‘multiculturalism’ and ‘interculturalism’ will appear and it will be seen how culture in
education emerges. The chapters on Culture in education (cf. 2.3.2) and Multilingual-
multicultural schools (cf. 2.4.2) aim to draw attention to existing research findings at
international level which can provide data comparable to research results in Pépa.
Additionally, some classic examples of human behaviour will be discussed when one needs to

adapt to a different culture from his or her own.

2.3.1 Basic terms and definitions

2.3.1.1 The concept of culture

The concept of culture has gone under changes during the centuries from an
anthropological point of view. First, cultural anthropologists put the stress on the objects of
exotic people which were displayed in museums. Later, culture was thought to be equal to
customs and traditions and especially learnt behaviour. Then, interpretative anthropology
noticed that culture was not embedded in the tangible objects. It has an underlying
characteristic feature, a so-called “cultural knowledge” (Feischmidt, 1997, p. 18) which
individuals share about the visible world. This knowledge can especially be recognised in the
language. The main point of this trend was that it assumed a stable world with a never-
changing culture. On the other hand, one of the branches of cultural relativism,
epistemological relativism realised that each culture is unique, therefore they cannot be
compared.

Culture as a concept (Cohen, 1997) has undergone several paradigm shifts as well. It
used to mean a decisive factor of behaviour developed by the given environment or
technology. Then culture was regarded as a tool which integrated politics, economy and

religion. Recently culture has gained a much wider meaning: it mirrors social interactions
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where individuals are not only passive receivers but also active participants and aggregators
of social processes. Critical culture research draws attention to the interlocking of culture and
politics and deals with two types of culture, i.e. canonised and popular culture. In this way it
finds important to show and analyse different cultures beside the mainstream culture
Feischmidt (1997).

The relationship of culture, language and nation is also worth mentioning. Risager
(Koyama, 2007) states that these three do not overlap absolutely as it was believed in the
nationalist theories and they have to be examined in terms of linguistic and cultural “flows”
(Koyama, 2007, p. 436), which means that these entities go beyond borders and are able to
network with each other in the localities. These localities can be either regions, communities,
homes and schools without distinct socio-cultural borderlines. As culture has a special role in
the present research and education in general, it will be discussed in more details in the next
chapter (cf. 2.3.2).

Additionally, culture is not a static phenomenon, but, according to Barth, its
continuous changes and development have to be taken into consideration as well (Feischmidt,
1997, p. 16). The dominant discourse tends to take culture as a stable and solid phenomenon
which is inherited from older generations and is passed on to the next ones (Byram et al.,
n.d.). Opposite to this aspect, demotic discourse finds that culture is dynamic, ever-changing
continuum where individuals have the right and will to make alterations and changes. Irzik &
Irzik (2002) support the concept that culture is not static. They firmly believe that both culture
and identity have the space and chance to develop or change as neither of them can be
regarded as a “closed-off, homogeneous entity” (Irzik & Irzik 2002, p. 395). Today the term
‘culture’ is used as our common tradition, value and beliefs which are handed on from
generation to generation. Thus, culture can be defined as the “practices, beliefs, values,
symbols and traditions” (Byram et al., n.d. p. 9.) of a society.

Obviously, the concept of multiculturalism is even more extended and complex.
According to Parekh, “multiculturalism is about cultural diversity or the differences
embedded in culture” (Rédei, 2007, p. 172). Referring to the characteristic features of
“melting pot” and “mosaic or kaleidoscopic” societies, Rédei (2007) concludes that
multiculturalism is a tendency which supports cohabitation and values of culturally,
linguistically, identically and religiously different groups. Thus, multiculturalism can be
regarded as a “meeting point” (Turner, 1997, p. 109) of national and ethnic cultures and their
relations (technology, media and consumption). All forms of multicultural thinking are
associated with activity where the stress is on change.
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2.3.1.2 Multiculturalism as an ideology

Multiculturalism can be determined as “the politics of recognition” (Taylor, 1994, p.
25) where recognition means that one notices the same characteristics with others and these
characteristics can be considered as results of cultures which are equal. Blum (1998),
however, argues that it is only the obfuscation of the term. He insists that not the cultures but
people should be considered equal as entire cultures cannot get this label. In spite of the
antagonistic nature of the debate, Irzik & Irzik (2002) find it a fruitful dispute as it reveals the
difference between the essence of products (culture in this case) and human beings.

Feischmidt (1997) points out that multiculturalism is a characteristic feature of late
modernism which, in spite of early modernism’s homogeneous strategies, puts heterogeneity
into limelight. The key concepts of this discourse are culture, identity and politics which gain
new meanings in a modernised context. In this way the basic levels of multiculturalism can be
descriptive (where multiculturalism is manifested in different cultural and industrial objects),
normative (which strives to create new norms) and critical (whose aim is to develop a more
open and democratic common culture). According to these categories, multiculturalism in
education belongs to the normative division the essence of which can be found in the mutual
respect of each other’s culture and in a curriculum which urges to get acquainted with
different subcultures beside the traditional canon. Going on in this path, Raz (1997) declares
that the aim of multiculturalism is to help communities to maintain their own different culture
while he adds that multiculturalism is the result of a break in the society which may be the
consequence of immigration or conquer. In all cases there is a pressure on the host cultures
from the direction of the new culture(s).

Multiculturalism as an ideology is especially accepted in Canada and supposes that the
member of the society wants to remain different in a unity. Fleras and Elliot (1997) point out
that this theory does not contradict the national convergence and togetherness because it
guarantees equal rank for each different custom and lifestyle in the society without sub-
ordination. In their opinion this type of multiculturalism (unity in the diversity) will result in
developed self-esteem, annihilation of preconceptions and in an intercultural exchange. They
also see that differences in race and cultures may facilitate tension and they emphasise that
laissez faire methods may be useless to solve conflicts. It is multiculturalism that develops
passive attitude into active practice where the individual does not suffer inactively in a
situation but, with his/ her active participation they are trying to improve it to the point of

national unity. Fleras and Elliot are convinced that this ideal setting will become reality if
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members of the society are given equal treatment, protection against racial discrimination,
equal opportunities and the right to preserve everybody’s own cultural heritage.

Besides ‘multiculturalism’, the term ‘interculturalism’ often appears in literature.
Sometimes the two terms are used alternately, especially in German-speaking countries. On
the other hand, some researchers find it important to make a difference between the two
notions. According to Clarke (as cited in Kitzinger, 2009 b) multiculturalism emphasizes
inclusion and thus means the existence and interaction of many cultures within a common
entity while interculturalism refers to the encounter between cultures without any long-term
adjustment or change within any culture. What he considers a relevant difference between the
two is that multiculturalism, unlike interculturalism, has both spatial and temporal aspects as
it reflects a process. At the same time interculturalism is not a long-term process.

Both monolingualism and multilingualism can result in either interculturalism or
multiculturalism. Komldési & Knipf (2002) make a distinction between inter- and
multiculturalism explaining that interculturalism is the core of the communication phenomena
where different cultures are not entwined and do not converge into a synthesis while
multicultural communication phenomena do not only appear but also work together
organically and create an integrated and synthesised worldview. Therefore, interculturalism
results in empiric experiences while multiculturalism in reflective experiences.

According to some other views (Byram et al., n.d.), interculturalism includes four
basic elements: 1. knowledge and skills where people apply their skills to get familiar with
other people’s beliefs, expectations and stereotypes, 2. behaviour where people can adapt to
new situations, 3. attitudes and feelings which presupposes great empathy from the individual,
and 4. action where all intentions and motives for change things better will become practical
and will be applied in everyday interactions.

Interculturalism can be examined on a macro-societal level and be characterised by
majority/ minority dualities where tension can often be noticed between major and minority
cultures, especially in terms of values, language and traditions. In Bouchard’s (2011) opinion
interculturalism also favours interactions and initiatives within a community and interactions
result in mutual adjustments and understanding. Interculturalism also aims the integration of
cultures while engages a great number of people in special (social, economic, educational)
dimensions. During the process of integration a common entity is born which brings along a
new type of common culture and belonging. Bouchard also states that balance between
“often-competing principles, values, and expectation” (2011, p. 461) must create the basis of

interculturalism.
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2.3.1.3 The question of identity

Culture is often related to another notion, i.e. identity which serves as a core concept
in multicultural-intercultural discourse, and also relevant in our present study as it will be
scrutinised, for instance in parents’ interviews (cf. 2.4). As far as identity is concerned, the
definition of the Encyclopedia of Race and Ethnic Studies (Rédei, 2007) equals identity to
belonging and self-consciousness, with the help of which, the individual recognises his/ her
place and role in the given groups, moreover he/ she follows the characteristic patterns of
these groups. “What I am” and “What I am not” are the basic questions along which the
individual can find his/ her identity. In this categorisation “What I am” represents the (social,
cultural, ethnic) values while the “What I am not” puts stress on the differences.

Although geographical location may influence culture and identity, in several modern
states, especially in the Anglo-Saxon world, inhabitants historically face the culture of the

host country and that of other emigrants as Tisdall (2000, para. 8) points out:

“[...] Britain in the final analysis is made up of the peoples who inhabit it. Once they were
Celts, Romans, Angles, Normans and Saxons. Now they include many people of African and
the Caribbean descent as well as Bengalis, Kurds, Sikhs, Indians, Turks and Greeks. This
multicultural diversity has developed without any help [...]. And it will continue to evolve [...]

Britain and ‘Britishness’ are, as always, a work in progress.”

About identity (Hall, 1997) it is worth knowing that old identities are declining and
new identities appear making the individual a less unified subject. It leads to an identity crisis
which causes instability and uncertainty in the individual, and thus in the society as well.
Symbolic interactionists state that identity evolves during the interaction of the ego and the
society. The ego has to face the outside (cultural) world and its identity patterns. Identity is
created due to this dynamic encounter.

Identity has gone over tremendous changes which are mostly due to the demolishment
of political, cultural and linguistic barriers, the result of which can be observed in
multilingualism, for instance. Rajagopalan (2001) refers to identity as a Protean feature after
the Greek god of the seas, who were able to change his form according to different situations.
Identity is characterised by “easy adaptability to changing circumstances” (2001, p. 25) and

more flexible than fixed. Interfaces of cultures means interfaces of languages (cf. mono- and
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multilingualism in modern societies) and the notion of mother-tongue or native speakerhood

fall more into the area of political entities than into those of linguistic matters.

2.3.2 Culture in education

Culture and its related terms, especially multiculturalism, are highlighted in modern
education. Pedagogical multiculturalism considers each culture equal and stresses mutual
respect among cultures. According to Radtke (1997) it is a socio-romantic form of
multiculturalism which underestimates material conflicts and gives culture a folkloric hue. In
this “naive structure” (1997, p. 40) institutes, teachers and researchers tend to play a leading
role as active professionals. Hamburger’s determines three basic pillars of multicultural
education: mutual tolerance, solidarity and a universal moral (Feischmidt, 1997).

Culture in education indeed has a very special place. Martin-Jones & Heller (1996)
warn us that seemingly minor arrangements at school, for instance the organisation of a
classroom and the structure of a lesson can influence on students’ language use and cultural
attitudes. The authors give an example of turn-taking which is an everyday practice in the
classroom and only few notice its influence on children’s behaviour and language use.
Participants are covertly controlled about the contents and the form of their speaking.

Classroom interactions may even lead to deny one’s own identity at the expense of
other (majority) identity. Interactions are very often misinterpreted as well. Carbaugh in an
interview (as cited in Berry, 2009) gives an example of it when he recalls his memories about
one of his research activities in the USA. At the University of Montana native students were
labelled as “uncooperative or incorrigible” (2009, p. 235), which is, according to Carbaugh, is
a typical discourse in the States and a pure misunderstanding of native culture where being
“uncooperative” is a sign of respect. On the other hand, native students have often been
exposed to situations which, in their interpretation, made no sense. ‘Invisible
misunderstandings’ (2009, p. 240) can also be discovered in language use where, although the
speakers may share the same language, certain terms and vocabularies may have different
connotations and it causes a gap in understanding.

A huge gap in language use was detected under US school circumstances by Heath
(1982, 1983), who in her remarkable study reveals the relations of language and culture and,
what can be considered even more important in this context: how they are manifested in

education. Heath compares three communities, namely a black working-class, a white
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working-class and a black and white middle-class community where different patterns of
language use can be observed. Beyond the description of the language patterns, the author,
using the methodological repertoire of a participant observer, goes further and analyses the
relationship between school expectations and family customs through language use. The
influence is two-directional: while the language use (rooted in family culture) creates
considerable impact on school progress, the prevailing school norms (e.g. the expectation of
giving one-dimensional answers to what-questions, and following a strict story-line) seem to
absolutely neglect the cultural traditions of for instance, non-mainstream black children.

Michaels (1981) gives a similar account of her observation series conducted in an
ethnically integrated first grade classroom in the United States. She witnessed young children
during their ‘sharing time’ activity, which means a usual narrative process when children
describe an interesting or important object or event in their lives in front of their peers and
with their teacher’s comments or questions. The action aims to prepare children for literacy.
Michaels, the researcher carefully sets her own categories along which she is able to analyse
this key situation at school. Among others, she puts intonation patterns, teacher’s sharing
schema and children’s sharing style into focus. What she concludes shows great similarity
with Heath’s (1983) results, i.e. there is a serious mismatch between children’s performances
and school’s expectations. Schools are simply not prepared to receive and develop children
with different home values: home-based experiences conflict with school expectations to a
great extent.

The reason why both of the studies mentioned (Michaels, 1981; Heath, 1983) can be
called a breakthrough is that researchers, with their elaborated ethnographic methods, manage
to go beyond the traditional labels, dig deeper and detect the very refined complexity of
“culture”, in this case by searching and finding coherence between culture, language and
education. Their work must have been a triggering factor for the 1990s when culture gained a
different meaning in language teaching, especially in ELT. According to Kramsch (1993,
2001) the shift in paradigm was due to a different approach where teaching culture tended to
develop novel characteristic features, for instance involving “interculturality”, “interpersonal
process” and “crossing disciplinary boundaries” (1993, pp. 206-207).

Going on in the same path, Porto (2000) finds involving cultural features in language
education especially important as cultural awareness, embedded in language teaching, may
result in a special approach to communication and helps to create the appropriate
communication strategies that can be applied in varied socio-cultural settings. Thus, learners’

cognitive and social development is also guaranteed along the linguistic path. At the same
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time, she sees that not every learner wants to undertake a new identity with a new language
and its culture. In addition, learner’s own identity can be fostered by widening it with new
cultural roles.

As a basic tool of identity and culture is the language, Rédei (2007) also realises that
the role of a common language cannot be neglected while discussing multiculturalism. She
guesses that the spread of the English language made English-speaking countries (USA,
Australia and Canada) especially popular among migrants.

Teaching culture in higher education has become a crucial issue as well. The question
is “Which culture to teach?”. Thanasoulas (2001) makes a difference between cultural facts,
statistics and matter-of-fact information and cross-cultural psychology and anthropology
while Serrano (2001) points out that there is a distorted shift in teaching between the culture
of nations: for instance in English teaching the stress is on English (vs. e.g. Irish) culture,
while in Spanish teaching the stress is on Spanish (vs. e.g. Latin American) culture. It is
neither a linguistic nor an educational problem but the result of political attitude to these

countries and nations.

2.3.3 Acculturation strategies

Acculturation comes into question when people leave their home and move to another
place, often abroad. Therefore the term mostly refers to immigrants. With the encounter of the
cultures, personal attitude (rooted in history, traditions and customs or outside circumstances)
will determine how the individual adapts himself or herself to a new culture (Kitzinger, 2009
b). Among acculturation strategies, Rédei (2007) mentions two major classes: integration and
assimilation, which seems to be a simplification of the phenomenon. It is better to turn to a
more detailed and clarified analysis. The term, ‘acculturation strategies’ was first used by
Berry (1997), who alternated his own previous term, ‘acculturation attitudes’ (Berry, 1980).
Acculturation basically depends on two key factors: how the individual approaches his or her
own culture and what his or her relation to the majority culture is like. On the combination of

these factors the following pattern will emerge (Figure 9):
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High value on Rejecting
one’s own culture one’s own culture
+ —
High value on

majority culture integration assimilation

+
Rejecting

majority culture segregation/ marginalization

- separation

Figure 9. Acculturation strategies on the basis of Berry (2008)

Integration (Kitzinger, 2009 b) is the process when immigrants manage to accept the
majority culture while preserving their own. There is an ideal balance between immigrants’
own culture and that of the receiving country. This balance, however, is fragile and there are
usually anomalies either toward one’s own culture or towards the culture of the majority. By
integration Rédei (2007) means the adjustment and fusion of a small part into a large unit
emphasising that in sociology it indicates the integration of the minorities into the majority
society.

Integration (Feischmidt, 1997) at the same time is a bi-directional process which
produces a new culture which is represented in the state, especially in state institutions and in
education. However, in the private sphere there is still the opportunity of maintaining one’s
own culture. Integration (Fleras & Elliot, 1997) was initiated by liberal democratic societies
whose aim was to cancel racist laws and segregation, for instance with the abolition of colour
bars in schools (in Ontario it happened only in 1964). Integration, despite assimilation which
will be discussed later in this chapter, is a dual-way process where a new unity is born from
major and minor cultures and societies, for instance with the help of intermarriages and
education.

When the individual cannot detach from his or her own culture and completely rejects
majority culture, he/ she separates (Kitzinger, 2009 b). In this case the immigrant is not able
to accept the values of the receiving country, which means a cutting away from the society he/
she lives in. It is a common phenomenon which could be called ‘forced emigration’ (2009, p.
27). It can be noticed in the cases where the individual does not leave his/ her homeland

voluntarily. Separation and segregation complete each other as they are on the sides of the
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same coin, states Wetzel (2011). While separation belongs to the strategies of ethnocultural
groups, segregation refers to the strategy of the larger society (Berry, 2008). In segregation
(Fleras & Elliot, 1997) the society is split into dominant and subordinate groups which live in
social, cultural and legal divisions and where there is no transit between the two groups.

Rédei (2007) determines segregation as the detachment of social groups from the
majority society. She uses the categorisation of de jure (legal) and de facto (practical)
segregation. An example for the first can be the apartheid regime in South-Africa where
segregation was legal. Another case is when segregation is not supported by the law, yet it
exists, for instance in the southern states of the USA, where poverty, high unemployment rate
and discrimination hinder the settlement of Afro-American population. What is interesting
here is the fact that segregation remained even when Afro-Americans immigrated to the
northern cities and lived in the impoverished ghettos. Therefore, segregation might influence
the image of the cities and the landscape as well.

In conclusion, segregation (Feischmidt, 1997) is a detaching tendency which is usually
supported by certain political groups and its major element is inequality. The problem of
segregation is still alive. One of the solutions could be if citizenship were given according to
territorial principles and not with “ties of blood” (1997, p. 14).

Reasons for separation can be various, e.g. war, revolution or economic difficulties.
Similar reasons can be noticed in connection with assimilation (Kitzinger, 2009 b), too, but
individual reaction is just the opposite of the reaction in the case of separation: the individual
tries to exclude the country left behind. At the same time, assimilation may be the result of
fear: parents want their children to grow up in a new world forgetting their parents’ roots,
traditions and culture.

It was Gordon, who elaborated the concept of assimilation in 1964. According to his
often cited work, Assimilation in American Life: the Role of Race, Religion, and Natural
Origins, assimilation is influenced by seven factors (Rédei, 2007): 1. acculturation (adoption
of language, customs, values and norms), 2. structural assimilation (minorities participation in
local groups), 3. marital assimilation (intermarriage), 4. identification assimilation (exclusive
bond to the host society and its culture), 5. attitude reception (absence of prejudice), 6.
behaviour reception (absence of discrimination), 7. civic assimilation (absence of power
struggles). Assimilation as a process has been finished if all these conditions are fulfilled.
During assimilation the individual or the group partially or entirely lose their own language,
customs, and values while take over those of the host society. Despite multiculturalism in

which diversity is a value which is worth maintaining, assimilation is based on homogeneity.
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Gordon differentiates two types of assimilation: cultural and structural (Feischmidt,
1997) where the first one involves the assimilation into the lifestyle of the majority culture,
while the latter refers to the assimilation into the hosting country’s (legal, social and
educational) institutions. Assimilation (Fleras & Elliot, 1997) is also a historical phenomenon
where the aim is to meld minority into the mainstream society and it reflects the superiority of
the West. In some places it was going in an openly racist form, while more refined tools can
be noticed in the policy of state in the area of schools (education) and church (religion).

Marginalization (Kitzinger, 2009 b) is a relatively rare and the most problematic
phenomenon. It might happen especially under circumstances where religious and cultural
differences are considerable. In this case individual excludes him- or herself from both
cultures: he/ she lives his/ her life as a rootless, rebellious, self-destroying alien. Marginalised
children, while rejecting their parents’ culture, cannot completely accept the culture of the
host country either. They often find themselves on the margin of the society.

In his noteworthy article Chambers (2010), also on the basis of Berry’s (2008)
spreading concepts relates the acculturation strategies to Hungary. He makes a comparison of
Canada’s, the USA’s and Hungary’s migration policy and arrives at a conclusion that
Hungary is painfully delayed in passing a migration law; which would naturally, have an
impact on education, work and everyday life of both the lives of the migrants and
Hungarians’. He warns Hungarians that they cannot avoid the modern flows of migration and
gives a graphic example of American and European nations who have already faced
challenges, and chose from among different alternatives. Although he tends to draw some
haphazard conclusions (for instance about the Czech student who feels uncomfortable in
Hungary) and uses an imprecise term (“Carpathian plains”) (2010, p.113), his advice about a
proper law would be more than desirable to follow.

If a closer look is taken at acculturation strategies, it is not difficult to see that whole
societies and political systems are built on them. Just to mention the two most obvious:
Canada is often represented with the metaphor of the “mosaic”, while the USA is the home of
a “melting pot” (Fleras & Elliot, 1997). Victoria Hayward, a writer shows the cultural changes
of the Canadian prairies as a "mosaic" as early as the 1920s in a very graphic picture (Day,

2000):

"New Canadians, representing many lands and widely separated sections of Old Europe, have
contributed to the Prairie Provinces a variety in the way of Church Architecture. Cupolas and

domes distinctly Eastern, almost Turkish, startle one above the tops of Manitoba maples or the
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bush of the river banks. These architectural figures of the landscape, apart altogether of their
religious significance, are centers where, crossing the threshold on Sundays, one has the
opportunity of hearing Swedish music, or the rich, deep chanting of the Russian responses;
and of viewing at close hand the artistry that goes to make up the interior appointments of
these churches transplanted from the East to the West... It is indeed a mosaic of vast

dimensions and great breadth, essayed of the Prairie."

There is a sharp contrast between “mosaic” and “melting pot” where the first concept
stresses the cohabitation and cooperation of diverse groups and the latter expects the
immigrants and minorities to give up their own cultural identity and assimilate into the
mainstream culture (Fleras & Elliot, 1997). The two acculturation strategies affect the
language policies of the states as well. Although at the beginning of the nation diversity was a
highly valued trait of US society, by the late 19" century an “English-only, standard-English-
preferred policy was institutionalised though not legalized”, as Heath and Mandabach point
out (Phillipson, 1992, p. 21). It is the reason why the following situation could be highlighted
by Pfeiffer (Phillipson, 1992, pp. 21-22): ”Navajo children are taught in a foreign language:
they are taught concepts which are foreign, [...] values that are foreign, [...] lifestyles which

are foreign and they are taught by human models which are foreign”.

2.3.4 Brief summary

This chapter gave some relevant definitions and explanations for the most important
sociological elements. Therefore, the term ‘culture’ and its relations like multiculturalism,
interculturalism and identity came into limelight. The aim of this chapter was to show their
relevance in educational situations as well. Findings show that, that just like in the case of
linguistic terms (cf. 2.2.1), there are no ready-made definitions for cultural terms and
phenomena. Additionally, there is still a gap in teaching culture and multiculturality,
especially in Hungarian education. With this drawback, the kindergarten teachers in Papa
have to establish a new type of institution in Hungary, where different languages and cultures
play an important role. The matrix of acculturation strategies will serve as a useful device for
the educational staff to identify the theoretical background and handle the different
multicultural aspects in the present research field. From now the secondary research will
concentrate on the actual setting and get closer to language pedagogical problems in the

following chapter.
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2.4 Language pedagogical problems

Having laid down the linguistic and sociological foundations of our research the study
will continue with the third pillar, i.e. the pedagogical aspect. To see and understand the
present research setting better, different types of bilingual schools in the world must be
familiarised with. Afterwards, a classic typology will be accompanied with modern
illustrations from up-to-date literature which serves as a solid background to our unique
environment, curriculum and its realisation. As education at kindergarten level presupposes
appropriate teacher training as well, at the end of the chapter the focus will shift towards
kindergarten teacher training where multilingual-multicultural education plays an important

role.

2.4.1 Typology of bilingual schools

Bilingual education appeared in the 1960s when demographic changes urged its
existence in schools on state levels. In Europe, Busch (2011) differentiates two shifts of bi- or
multilingual research: the first one stemmed from shaking monolingual hegemony in ex-
colonial states in the 1960s while the second one can be dated from the 1990s when an
enormous flow of people was generated by the altered geopolitical situation of the European
continent. In America, Hakuta & Garcia (1989) see its reasons in the migration of families
from Spanish-speaking territories in the USA. In their basic work on the topic, Bilingualism
and Education they question the definitions of bilingualism which focus only on the linguistic
side of the phenomenon. They cannot accept that bilingualism means simply “the usage of
two languages in instruction” (1989, p. 374). As it will be seen later in the research,
bilingualism or multilingualism is a very complex issue which cannot be narrowed into pure
linguistic borders. At this point Hakuta’s & Garcia’s (1989) pioneering recognition forwarded
later research into social and cultural contexts, beyond the analysis of linguistic structures.
Moreover, modern researchers (Baker, 2000; Kovacs, 2008; Garcia, 2009; Busch, 2011;
Creese & Blackledge, 2011), while shifting from psycholinguistic aspects to socio-linguistic
questions, also added a language educational value to their work.

By the turn of the century bilingual schools have mushroomed to such an extent that it
was time to produce typologies in order to see bilingual educational programmes clearly.

Although different aspects and subjective points are usually added to these typologies, I was
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trying to find one that can explain well the characteristics of the bilingual features of the
kindergarten where 1 was doing my research and found Baker’s (2000) division especially
useful (Figure 10).

What first meets the eye is the two different forms, i.e. “weak” and “strong” forms of
bilingual education. The distinction lies between the aims: while in weak forms the outcome
will be monolingualism or limited bilingualism, strong forms concentrate on bilingual and
biliterate outcome. Beyond linguistic aims, weak forms are called “assimilationist” by Baker
(2000, p. 93) where the target language and culture will make an impact on the individual and

strong form will maintain “cultural pluralism and multiculturalism” (2000, p. 94).

A. Weak Forms of Education for Bilingualism
Type of Program Typical Type Language of Societal and Aim in Language
of Child the Classroom Educational Aim |Outcome
1. Submersion Language Majority Assimilation Monolingualism
(Structured Minority Language
Immersion)
2. Submersion Language Majority Assimilation Monolingualism
(Withdrawal Minority Language with
Classes/Sheltered ‘pull-out’ L2
English) lessons
3. Segregationist Language Minority Apartheid Monolingualism
Minority Language (forced,
no choice)
4. Transitional Language Moves from Assimilation Relative
Minority minority to Monolingualism
majority language
5. Mainstream Language Majority Limited Limited
with Foreign Majority Language with  |Enrichment Bilingualism
Language Teaching L2/FL lessons
6. Separatist Language Minority Detachment/ Limited
Minority Language (out of |Autonomy Bilingualism
choice)
B. Strong Forms of Education for Bilingualism and Biliteracy
Type of Program Typical Type of |Language of the |Societal and Aim in Language
Child Classroom Educational Aim |Outcome
7.  Immersion Language Bilingual with Pluralism and Bilingualism and
Majority initial emphasis |Enrichment Biliteracy
onL2
8. Maintenance/ Language Bilingual with Maintenance, Bilingualism and
Heritage Minority emphasison L1  |Pluralism and Biliteracy
Language Enrichment
9. Two-Way/ Mixed Language |Minority and Maintenance, Bilingualism and
Dual Language  |Minority and Majority Pluralism and Biliteracy
Majority Enrichment
10. Mainstream Language Two Majority Maintenance, Bilingualism and
Bilingual Majority Languages Pluralism and Biliteracy
Enrichment
| Notes:
|1. L2 = Second Language; L1 = First Language; FL = Foreign Language.
2. Formulation of this table owes much to discussions with Professor Ofelia Garcia

Figure 10. The ten major styles of bilingual education by Baker (2000, p. 93)
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As the present subject matter is bi- and multilingual education, here I will focus only
on the strong forms:

1. Immersion bilingual education originated in Canada and involves schools where
children from a language majority (e.g. English children in Canada) are instructed in a
minority language (e.g. in French in Canada). It means an initial emphasis of L2 and
gradually, L1 also appears both as a subject and as the language of instruction. Depending on
the quantity of the language of instruction the programme can be divided into “total
immersion and partial immersion programmes” (Richards et al., 1992, p. 174). Another
distinction can be made according to the age of children. Therefore researchers mention
“early, delayed/ middle and late immersion” (Vamos, 2008, p. 29). Benson (2009) stresses
that immersion programmes can be especially advantageous in the case of children of
bilingual families where parents can help their children to become bilingual and biliterate.
Yet, it might be successful with familial monolingual children as well, as the programme
follows L2 teaching methods. At the same time it would be a mistake to think that L1 one is
absolutely hidden. Immersion schools highly reckon on parents who support L1 acquisition at
home (Genesee, 1987). The advantage of home support will be justified in the present
research, too.

Before going on to the other types, it is worth making a detour to submersion
education as it is often confused with immersion bilingual education. The gist of this type is
mirrored in its usual name, i.e. ‘sink or swim’ (Skutnabb-Kangas, 1990, p. 13), which refers
to the fact that it is an assimilation programme (Figure 8) where language minority children
are given instructions exclusively in L2. It is important to notice that children in this approach
are not at all given the opportunity to choose among languages and there is a great chance that
children do not understand the language of the school (Benson, 2009). It can easily be seen
that this method lacks every form of L1 support; therefore children might suffer not only from
language but also from culture shock which hinders both their linguistic and social
development.

2. The aim of maintenance/ heritage language bilingual education is to protect and
develop a community’s original language which usually means an ethnic or minority
language. As L1 serves as the language of instruction and L2 is taught as a foreign or second
language, full bilingualism can be achieved with this method. A series of examples can be
mentioned in America (Navajo or Hawai’ian languages), in Australia (Aboriginal languages),
in New Zealand (Maori) and also in Europe (Irish, Maltese and Catalan languages). This type

of education is a relevant field in early childhood language acquisition: the success of a Maori
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full-immersion pre-school programme, the “language nest” (Baker, 2011, p. 233) justified the
necessity of L1 in the kindergarten.

3. Two-Way/ Dual Language bilingual education uses two languages as the language
of instruction where the rate of majority and minority children permits it, i.e. their percentage
is approximately 50%-50%. The programme started in the early 1960s with Cuban
immigrants to Florida and it also aims bilingualism and biculturalism. The latter is the core of
the programme as according to the mission of the schools equality in the education and in the
society should be given to all children. The two languages are also given equal status, and
ideally, equal amount of time. Language boundaries, however, are strict in these schools,
which means that bilingual teachers are employed and the ‘one-person-one language’
principle is followed. The latter is based on the different persons and their linguistic abilities
and skills that are applied parallel in bilingual classes (Busch, 2011). Problems may arise
when the rate of students is not equal, or when not enough bilingual teachers are available.
Dual language schools can easily be connected with peace missions where bilingual education
can be used as a tool of reconciliation, for instance in war-torn or unpeaceful areas, like the
countries of former Yugoslavia or Israel.

4. Mainstream Bilingual education in its aims is very similar to dual language
education. The most important difference between the two is that while in the previous form
there are no criteria which languages to use, in mainstream bilingual education two majority
languages are applied. Baker (2011) differentiates two main reasons for mainstream bilingual
education. In the first case the majority is already bilingual (e.g. in Singapore or
Luxembourg), while in the second case the population wants to be bilingual, i.e. they learn a
foreign language in order to use it in their later life or career. In both cases two majority
languages are the languages of instruction and several subjects are taught through both
languages. Under this heading the following educational types may fit 1. Content and
Language Integrated Learning (CLIL), which integrates language learning and learning with
the help of another language, 2. International Schools where one of the languages of the
school is usually the English language, and 3. European Schools which form a network of
Europeans, mostly from those who work in the bureaus of the European Union (Baetens
Beardsmore, 1993; Vamos, 2008; Schola Europaea, n.d.).

As far as Hungary is concerned, the above typology should be dealt with care as the
history of language teaching is fairly different from that of the Western world. How foreign
languages were taught in Hungary and how the different languages and methods alternated

with each other in different historical eras is beyond the focal point of our present study. Yet,
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it is important to know that the political changes brought significant changes in foreign
language teaching, thus, in bi- and multilingual education as well. While the 1990s seemed to
favour establishing bilingual schools and launching Content and Language Integrated
Learning (Bognar, 2005; Vamos, 2008a, b), Hungary’s accession to the European Union in
2004 set further priorities into limelight like linguistic diversity, early start and language
learning in secondary and higher education (Promoting, 2004). Although a lot has been done
in the above mentioned areas, Hungary still faces challenges in receiving migrant children
because, as Vamos (2008 a) points out, the country does not have an official migration policy
and it makes a heavy impact on multilingual-multicultural education. Schools receiving
foreign pupils have to work out their own programme as it will be revealed in the related
chapter (cf. 2.5.3) about migratory education in our country.

Terms on typologies, however, do not seem to be consistent. Skutnabb-Kangas (1990)
examines bilingual programmes from the aspect of language rights which will be discussed
later (cf. 2.5), while Garcia (2009) applies a different frame from Baker’s arguing for the term
“type” instead of “model” criticising Hornberger’s (1991) concept explaining that her own
approach carries more pragmatic values than her predecessor’s. She also creates new terms
using ‘““monoglossic’ and ‘heteroglossic’ instead of ‘monolingual’ and ‘bilingual’, but from
our aspect it is more important that she also introduces new concepts as well. One of them is
the “subtractive” and ‘“additive” features (Garcia, 2009, p. 116) of bilingual education.
Although these terms must be familiar by now from our linguistic overview (cf. 2.2), it is
worth noticing how Garcia applies them to education. She makes this distinction according to
the language of instruction in education and serves with two formulas which summarise the

gist of her ideas. Here the formula

LI1+L2-L1—>1L2

shows how the language of education (L2) displaces children’s mother tongue (L1) with

which they appear at school (subtractive) and

L1+L2=L1+L2

justifies that using two languages in education will result in bilingual outcome (additive).
Similarly, recursive and dynamic theoretical frameworks may also be considered to be

important in Garcia’s study. Recursive in educational context supposes complex (vs. static)
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bilingualism where using two languages is not a goal but a device and where the two
languages are added to and support each other (Figure 11):
B e o~ e =S )

Figure 11. Garcia’s Recursive Bilingual education Theoretical Framework 1.

(Garcia, 2009, p. 118)

Dynamic, on the other hand, cannot be considered to be the “opposite” of recursive
framework, but this has other, more subtle features. In this model languages (not necessarily
only two) interface in a flexible way completing and supporting each other with different
cultural elements as well. Thus, a very vivid coexistence of languages and cultures can be

noticed (Figure 12):

Figure 12. Garcia’s Recursive Bilingual education Theoretical Framework 2.

(Garcia, 2009, p. 119)

Understanding the gist of recursive and dynamic theoretical framework it can be
concluded that in Pdpa the dynamic model can be witnessed which is an up-to-date and
fruitful manifestation of multilingual education. Additionally, it can be emphasised that bi- or
multilingualism cannot be observed only from a narrowed linguistic point, but also cultural
and social entities must be taken into consideration.

At this point modern pedagogical considerations have to be added to our discussion.
Varga (2006) shows the place of multilingual-multicultural education as a part of inclusive
educational system. She sees clearly how the term “inclusive” was extended first in Britain,
then gradually all around the world from the education of socially disadvantaged children to
linguistically and culturally different children. The collected criteria of multicultural
education can serve as our guidelines in our examination of the multicultural kindergarten of
Péapa, Hungary. She outlines seven basic elements of multicultural education which are the

principles of
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1. flexibility

. simultaneous parallel interactions
. positive interdependence

. equal participation

. individual responsibility

. continuous cooperative publicity

N N D AW N

. intently developed personal and social competences.
In the present research attention will be paid to each of them from the aspect of the

actors of multilingual-multicultural education.

2.4.2 Multilingual-multicultural schools

Having scrutinised the most relevant typologies of bilingual education the spotlight
will now fall on modern trends and good practice. Kenner and Hickey (2008) seem to be
convinced that learning different languages and learning through these languages leads to
advantages in cognitive skills and support the shaping of multilingual identity. Moreover, it
fosters the understanding of other cultures. As Kitzinger remarks (2013) their aim can be
accepted when they state that showing good examples with the help of creative and innovative
practice it is possible to motivate schools, communities and the whole society to develop
multilingual skills and the teachers’ pedagogical repertoire.

One of the basic questions in multicultural education is identity. A great number of
researchers have recognised it and some of them do noteworthy investigations into the topic.
Related studies introduce multilingual places like the Dutch Utrecht (Nortier, 2008 a), the
English Sheffield (Ferguson, 2008), the Spanish Barcelona (Carrasco, 2008) or a Tamil
diaspora in the UK (Pillai & Anderson, 2008). These reviews make us familiar with the
migration history of the given community and the associated economic and social changes
that triggered relevant shifts in education from traditional monolingual schooling to
multilingual-multicultural education. Instead of stereotypes the authors give data based
analyses of the actual situation not hiding real problems and the chances of solutions either.
For instance, the town of Utrecht (Nortier, 2008 a) has introduced intercultural policy which
involves a bidirectional process: it has impact both on the local population and on the
immigrants as well. In the frame of this policy the annual Tolerance Awards is presented and

a ‘Cultural Sunday’ has been introduced where locals and immigrants may meet on different
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cultural occasions, like exhibitions or presentations. It is important to add that official
educational policy is extended only to Dutch—English bilingualism, but there are initiatives to
launch other bilingual programmes, e.g. besides the official language of the Netherlands,
Moroccan children can learn school subjects in their mother tongue as well. It obviously
opens up new spaces to multilingualism in the school.

Creating and maintaining identity can be done effectively through artistic activities,
like bilingual theatre plays as it is a practice in a Bosnian community in London
(Mehmedbegovic, 2008), and the youngest generation can be motivated with the help of
modern technology. However original and promising these initiatives may be, they are not
exempt from failures either. Ali (2008) in his study gives an account of an action where a
photographer from London organised a photo exhibition for Greek and Turkish Cypriot
children in Cyprus. Due to political pressure the exhibition had to be closed earlier than
planned. It suggests for us that politics is able to intervene and create enemy-labelling even in
places where people with different languages, cultures and religions could live their lives
without conflicts.

The results and effects of multilingual-multicultural education are based on the
community where this type of education is going on. Therefore, it is a crucial point to
investigate how home, school and community relate to each other in special multicultural
settings. Studies focus on the importance of intergenerational learning in Bengali
communities in East London (Kenner et al., 2008), on cooperation among schools in the
Netherlands and France (Nortier, 2008b; Hélot, 2008), and preschools in Sweden (Axelsson,
2008). It can noticed that besides mainstream schools, complementary education also plays its
part in linguistic-cultural activities e.g. in Chinese and Portuguese community schools in
London (Barradas & Chen, 2008) and it is worth emphasising the necessity of parent-teacher
partnership as a key element (Young & Hélot, 2008).

In Europe, the European Union offers valuable contribution to school projects. Hélot’s
(2008) review gives details about a Comenius-project called Only Connect which was
launched in Greece, France, Spain and the UK at the same time in order to get to know each
other’s cultural heritage through children’s literature works. To break down language barriers,
teacher trainees, who translate the given works, are at disposal. By this, several target groups
can have an insight into a lesser known segment of European culture. Up to now thirty books

have been translated and read in the participating schools (Figure 13).
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Figure 13. The products of the Only Connect project (Hélot, 2008, p. 79)

Axelsson (2008) examines a Swedish pre-school where in big cities like Stockholm,
Goteborg or Malmo it may easily happen that in the outskirts even whole kindergartens are
multicultural. The study reveals that according to a law from 1977 in Sweden if at least five
children of the same nationality go to the same kindergarten, the kindergarten is obliged to
provide them with mother tongue education. It is interesting, however, that the law does not
refer to Sweden’s own minorities, namely Sami, Finnish or Meénkieli as they, disregarding
their number, are automatically entitled to receive mother tongue education. Axelsson in her
research aims to show how kindergarteners adjust to the language use in the kindergarten and
at home. The relevance of her study is shown in the fact that during her investigation some
hidden circumstances that had retarded mother tongue acquisition came into limelight. On the
basis of this research teachers and education professionals were able to improve the situation,
e.g. with a greater involvement of parents and wider availability of L1 books.

Actors of multilingual-multicultural education can do a lot not only on micro level in
their own environment, but also on a higher level, i.e. on the level of policy making.
Therefore multicultural education requires special strategies along which effective and
beneficial practice can be evolved. On official level schools are the core and basic triggering
factors of pedagogical development, therefore it is important to see how they work and what
they do in the area of multiculturalism. In this topic, studies deal with the needs of primary
school children in Luxembourg (Portante & Max, 2008), secondary school children who learn
both Arabic and Hebrew (Mor-Sommerfeld, 2008), and pre-school children’s requirements in
South London (Gémez, 2008) and Ireland (Hickey, 2008). Additionally, systems and policies
are examined from several aspects (Ashton, 2008; Kirsch, 2008; Yagmur, 2008).
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In Hickey and Portante’s opinion “even young children become aware of the lower
status accorded to their minority language” (2008; p. 121). Therefore, Hickey (2008) finds it
useful that in Ireland already very young children should get acquainted with their national
language; in the shadow of a world language. The presence of the Irish language, which
became one of the official languages in the EU in 2007, means a special challenge as its usage
is not unified, i.e. there are people who use it as L1 and others as L2. Paradoxically, children
whose L1 is Irish are in a disadvantageous situation as their language level is not properly
developed in the kindergarten where Irish is mostly taught as a foreign language. The
conclusion is that different pedagogical approaches are needed for the different groups of
speakers in order to gain useable language command already in early childhood.

In Europe, multilingual education is supported by the European Union, whose
language educational policy is manifested in different language learning projects just as well
as its basic principle, “mother tongue plus two”, which means the acquisition of two foreign
languages beside one’s mother tongue. Among the different projects VALEUR expresses the
precept which can be considered a useful educational and cultural ideology, i.e. it should be
seen that each language has its own values, whether it is spoken by the majority or minority of
a state, therefore each of them should be supported (McPake, 2008). According to this, it is
promising that the United Kingdom, in its new language strategy, overtly supports early
childhood language acquisition, not only in the area of mother tongues, but also in the case of
foreign languages (King, 2008).

In Hungary it may be observed that there are more and more chances for the youngest
language learners to develop their language competence. Within the frame of the so-called
World-Language Programme a special DVD was issued which aims to present the available
best practices in early childhood English and German language education. The contents range
from holistic language acquisition through environmental education in a foreign language to

theme-centred language acquisition in the kindergarten (“J6 gyakorlat”, 2009).

2.4.3 Teacher training aspects

The basis of effective multilingual-multicultural education at school is the related
teacher training. Similarly to bilingual education typologies multicultural teacher education

(MTE) can also fall into different categories from among which a modern division will be
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shown here. Gorski (2009), on the basis of conservative, liberal and critical multiculturalism

offers an extended version that connects the previous labels with MTE (Figure 14):

Approaches Objectives
Traditional by Gorski
Conservative I. Teaching the “Other” To prepare teachers to work effectively with a

diverse student population by studying the
cultures, values, lifestyles, and worldviews of
individual identity groups and how to

assimilate them into the education system

Liberal II. Teaching with Cultural Sensitivity | To prepare teachers to tolerate differences and
and Tolerance to be aware of and sensitive to diversity,
particularly through an examination of

personal biases and prejudices

III. Teaching with Multicultural | To equip teachers with practical skills
Competence necessary to  implement  multicultural
curricular and pedagogical strategies, enabling
them to meet the diverse learning needs of

students

Critical IV. Teaching in Socio-political Context | To engage teachers in a critical examination of
the systematic influences of power,
oppression, dominance, inequity, and injustice
on schooling, from their own practice to

institutional and federal education policy

V. Teaching as Resistance and | To prepare teachers to be change agents
Counter-Hegemonic Practice through the sort of critical examination
described under “teaching in Socio-political
Context” and through studying strategies for,
and engaging in, counter-hegemonic teaching

and social activism

Figure 14. Approaches to multicultural teacher education based on Gorski

(Gorski, 2009; p. 312)

Although the original table contains more elements (e.g. Contextualising frameworks
and Course organisation) for our research the most important is to see the approaches and
their objectives in teacher training. The categories are sharply divided but while examining

the educational strategies of the kindergarten in Papa, it will be realised that they cannot be
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separated as easily as it has been done for the sake of theoretic identification. The categories
will overlap and for good reasons. The problem of putting the theory into practice often arises
in MTE as it has been noticed by Schoorman & Bogotch according to whom it is worth
working harder “to integrate valuable theory of multicultural education with the practical
realities of teachers and administrators” (2010, p. 1047). Besides revisiting theory in order to
make it applicable they also urge to extend multicultural education in teacher training in
general instead of leaving it in a confined state as if it were the matter of each school
separately.

Multilingualism and multiculturalism, as Ziegler (2013) clearly recognises in her
recent study means new tasks not only in school education but also in teacher training. She
suggests leaving behind the traditional method of teaching languages “one after another”
(2013; p. 2) by creating a more multicultural setting to language learning. Obviously, it is
impossible to do it without changes in teacher training, which is a very complex issue. First of
all, both teachers and stakeholders should be involved in the identification of demands and
strategies. As language teachers are in a key position regarding multicultural education, their
curriculum should be changed above all. Language teachers’ central position is supported by
the assumption that language teachers are those who, besides the actual teaching of a
language, are expected to deal with the cultural, political and historical background of the
target language. If this theory is accepted, it may be concluded that language educators are
those who use a language with a double function, i.e. as a possible outcome of language
studies and also as a tool for cultural and social understanding in a given society. From this
point it is easy to see that in order to make an achievement in language teacher education, it is
essential to know what topics teachers find relevant in a new type of education, where
multiculturalism is a central issue of the teaching routine. The diagram underneath (Figure 15)
shows the result of the survey about the important themes of language teacher education

according to the priorities of the interviewed teachers:
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Rating of themes, relevant for language teacher education
(6,0 highest rank, 1,0 lowest rank)

Item W3: In-service training for language —‘
teachers (language comptence) § 97
Item C5: Development of intercultural
competence in language teacher education h 487

Item W5: Multilingual teacher education and §
versity i ; 4.65
diversity integration e
Item W2: Common Framework of Reference T 1T
for Languages (CEFRL) in evaluation | e r— 4.64

Item W10: Intercultural competence of §
in i 4.59
language learners and how to train it e o
Item W4: European Portfolio for Student T 1T
Teachers of Languages (EPOSTL) | — 4,58

Item C3: Designing/implementing initial
teacher education on multilingualism I e
Item W1: The European Language Portfolio T
(ELP) and multilingual society
Item C6: Strategic Context for Language
Teacher Education
Item W16: Information/Communication
Technologies (ICT) in language teacher... | ———
Item C4: Elaboration and implementation of
plurilingual curricula T
Item W9: Criteria for comparison of language
teacher education in Europe
Item C2: Common European evaluation b
framework for language teachers I ammee ===
Item W11: Specificities of multilingual and [T
multicultural teaching i
Item C1: Problems/solution for mobility of
language teachers in EU 1
Item W12: Language teaching in the
development of European Values i
Item W6: Profile of language teachers in early
education |
Item W8: Content and Language Integrated
Learning (CLIL) i
Item W14: Online support websites: A policy
implementation tool i
Item W15: Virtual/non-virtual mobility in
language teacher training
Item W7: Economic value of language teaching
and learning
Item W13: Modularity in language teacher
training

Figure 15. Rating of important topics in multicultural teacher education

(Ziegler, 2013; p. 22)

If a closer look is taken at the first six most important topics, it can be stated that,
although the most relevant theme is a general one (training for better language competence),
the need for intercultural and multicultural education is a hot issue in modern European
language teaching. It is, however, surprising that early language development, among others,
has been regarded as a priority of language learning for a decade in the European Union (cf.
Action plan on language learning and linguistic diversity, 2003), yet it does not appear on this
list by Ziegler (2013), which can be the gap of the survey from our research point. It shows
the underrepresentation of this segment of education, which should be corrected as
multiculturalism does appear with families with young children, thus in pre-school education
as well.

Another thought-provoking result of the previous study (Ziegler, 2013) is the point of
the identity of language teachers who, before finding and creating their professional approach

to multiculturalism, should define their own identity and their role in the paradigmatic change

55



DOI: 10.15774/PPKE.BTK.2015.015

of teacher education. Its necessity is underpinned by other researchers (Vamos, 2003; Lazar,
2004; Nikitina & Furuoka, 2008; Trentinné, 2008) who try to find metaphors for language
teaching and language teachers highlighting the core elements of language education from the
point of the teacher. It would be advisable to do similar research into the topic in the case of
early childhood educators as well, and especially in the area of multicultural education. In our
research, parts of the interviews with the kindergarten teachers will show the forming of new
identities of educators in a multilingual-multicultural pre-school.

Unpreparedness in the theoretical background and the lack of a common framework in
multicultural education in Europe means that “multilingualism is highly available in
discourses but is still in its infancy from a methodological and applied viewpoint” (Ziegler,
2013, p. 13). At the same time, it does not mean that there are no fresh and successful
initiatives in pre- and in-service teacher training in MCE (multicultural education). Due to the
absence of the aforementioned missing factors, they reflect more local than international
trends and tendencies. In the United Kingdom, it is clearly seen that new subjects and
methods should be launched to train teachers for the new challenges. In London Anderson
(2008) witnessed the initiation of a course in minority languages like Arabic, Mandarin
Chinese, Panjabi and Urdu. Here they use the socio-constructivist theory with communicative
methodology in order to broaden not only students’ language command, but also their cultural
and social knowledge about the given culture. To put it all into practice is more complicated
as only few schools volunteer to accept students for teaching practice. Yet, Anderson is
convinced that this initiative has launched a serious reform in British teacher training. Catlow
(2008), also from the British education, gives an account of a pilot programme where
professional teaching materials were tried out by children and teachers of EAL (English as an
additional language). The materials were carefully structured and contained central aspects of
multilingual education like integrated language and curriculum content, assessment and
parent-teacher-community partnership. Due to its professional planning and a positive
evaluation the programme has been extended to the whole UK. Other good examples can be
mentioned from Finland (Marsh et al, 2013) or Sweden (Otterup, 2013) where 20th century
migration indicated changes in teacher education.

Promising results can be expected from international partnership. Kirsch (2008) points
out the usefulness of student teacher exchanges in Europe. This has two major advantages: on
the one hand, students can develop their language command, and on the other hand, they
improve their own intercultural competence. The students of Goldsmith University, London

can spend four weeks in France, Spain or Germany. Kirsch’s research reveals several benefits
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of these exchanges, e.g. the improvement of students’ attitude to the education profession as
general (not only to foreign language teaching), the relevance of better planning and more
thorough preparation as well as the more precise structure of students’ own teaching lessons.
Another inspirational example is provided by the TESSLA project where six European
countries co-operate to develop multicultural teacher training (Young, 2008). The programme
is based on holistic and multidisciplinary approach and its aim is to produce useful materials
for teachers who take part in multicultural education. A major element of the programme is to
make teachers sensitive for the needs of their multiethnic students and with an empathetic
approach to create a suitable atmosphere for multilingual-multicultural teaching and learning.
In Hungary one of the major problems in early childhood language development,
according to Nikolov (2009), is the paradox that those who are familiar with little children’s
age characteristics cannot speak foreign languages well, while those whose language
command is good can be usually found in language teacher training and know little about the
youngest target group. To bridge the gap, besides Finland and the UK, Hungary has also
introduced special programmes in three venues: Budapest, Sopron and Hajduboszérmény.
These programmes, as Kovacs (2009 c) reveals, put a special stress on the theory and practice

of bilingualism.

2.4.4 Brief summary

In this chapter about language pedagogy the aim was to review the different types of
bilingual and multilingual education so that their appropriate characteristic features could be
applied to the research context. Findings show that it is worth making a difference between
the strong and weak form of bilingual education. In the present research both immersion
(Hungarian and American children) and submersion education (non-Hungarian/ English
mother tongue kindergarteners) have their roles. It has also been revealed what kinds of up-to-
date findings can be observed in international literature and that Hungarian education misses
these examples up to now. The shortcomings in teacher training can also be observed as far as
teaching multiculturalism in higher education is concerned. Having discussed the major issues
of linguistic, cultural and educational theories, the next chapter will deal with the legal and

political background of the present situation.
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2.5 Language political issues

Migration and its related problems have to be taken into consideration in this research
as the examined children and their families are from a special aspect the subject of this social
phenomenon. In this chapter the reasons and effects of migration will be discussed and an up-
to-date picture of the transfer of our age will be provided and it will be examined how the
present research topic is embedded in it. In connection with migration human rights and
especially language rights will be discussed on the basis of acknowledged authors’ points of
view. In the end, the presence of language rights in Hungarian education will be scrutinised as
our setting in P4pa is a representative example of migrant children’s and their families’ living

environment.

2.5.1 Migration as a social and legal category

As the basis of multiculturalism can be migration, it is worth examining the
phenomenon from socio-legal aspects. Although migration is as old as humanity, there are
ages when it has new waves in rising tendencies, and the beginning of the 21* century is
undoubtedly belongs to this era.

If the modern definitions of migration are taken into account, clear similarity can be
noticed among them. Migration is “a word of Latin origin which means wandering, going,
moving, travelling from one place to the other” (Rédei, 2007, p.13) and its final outcome is
the translocation of the place of work and residence (Rédei, 2007). According to Miinz (2009)
migration is a process where individuals or groups of people change their place of living and
the surrounding society and the change will become permanent. In another work of his, he
gives a very brief definition of migrants stating that they are “persons moving (or having
moved) from one country to another” (2008, p. 48). Aranyos (2005), taking EU-law into
consideration, gives a minimum time-limit for migration and adds that a criterion of migration
is that the migrants want to stay at least another year in the country where they are staying at
present. To6th (2001) emphasises the complexity of migration declaring that migration is
highly impacted by the actual social, economic and political processes which are combined
with personal interests and will. Additionally, he classifies migration according to its internal
vs. external (i.e. within a state or across states), forced/ artificial vs. spontaneous/ voluntary

characteristics. The category of legal and illegal migration, with trafficking involved, appears
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as a criminological class in Hungarian literature (P. Toth, 2001; Wetzel, 2011; Jungbert,
2013), but due to the characteristic of the present topic, this latter category will be neglected.
Cseresnyés (2005), citing Delfs, completes the aforementioned typology with the time factor,
i.e. how long migrants are staying in the host country (short-term, long-term or continuous
migration).

To the reasons of migration Cseresnyés (2005) also adds that the motives of migration
can be extremely combined: religious, ethnic and political reasons may overlap. All of these
reasons are supported by the so-called “pushing” and “pulling” factors which were introduced
by Ravenstein in the 19" century (Hars, 1992; Cseresnyés, 2005; Rédei, 2007). Pulling factors
(advantageous socio-economic circumstances) strengthen, while pushing factors
(disadvantageous circumstances) drive away the motivation of migrants as their future
prospects’ success may depend on them. Wetzel (2011) classifies developed economy, better
job opportunities, already existing diasporas in the host country as pulling factors, while
socio-economical unsteadiness, poverty and the lack of jobs as pushing factors.

Migration has not only reasons but also effects on the society especially from
demographic point of view. Among them Rédei (2007) mentions the increase of the
population in a given country and the change in the population pyramid and age diversity. She
also emphasises the economic results in a society where migrants mean new labour sources
while they also appear as consumers in the target country’s society. Cseresnyés’s (2005)
observations about the outcome of migration coincide with those of Rédei. He remarks that
the new host countries in Europe face real challenges of creating their self-image and identity.
Besides, on the basis of 19 century Malthusian theories, he notices modern fears of
migration such as the fear of the diminishing living space and ecological problems.

“The number of estimated migrants in the world is about 175 million people; 35
million of them live in the USA”, cites Wetzel (2011, p. 15) the data of the survey made by
the House of Commons International Development Committee in 2000. In most West-
European countries the rate of immigrants is over 10%. In Europe the so-called “quality
immigration” (Wetzel, 2011, p.20) is supported with the help of the Blue Card, which means
the stimulus of immigrants with a higher academic background. Hungary, however, has not
become a favourite target country for immigrants. On the other hand, Hungary does play a
role in the migration process, whihc is due to the Hungarians who live outside the borders of
Hungary and who can be regarded as supplies, i.e. potential employees instead of the aging
population of the country. Wetzel (2011) also draws our attention to the age of the immigrants

who usually belong to the younger generation. It is also relevant for our study as the age
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group between 20-39 years can be considered to be young adults with children who are
integrated in the Hungarian education system. The demographic problem of Hungary could be
resolved by the reception of 1,8 immigrants as a recent study revealed (Dobszay, 2013). At
the same time, at the end of 2012 fewer than 100,000 people intended to settle down in
Hungary, and half of them are from non-EU countries (Migration, n.d.).

Britain, which can be called one of the target countries of international migration, has
a much higher number of immigrants. 195,000 people became British citizens in 2010, which
stimulated different research activities in the field. For instance, an in-depth survey titled
Understanding Britain started in 2013 and focuses on the special needs and problems of
immigrants such as education, employment, health, family life and their attitudes in and
across their ethnic borders (A new picture, 2012). One of the most surprising early results
suggests that British identities can be noticed better in ethnic minorities than in the white
majority (Just who, 2014). It seems to be supported by the appreciation of the British passport
among immigrants which has become the tangible symbol of Britishness. Belonging and
integration highly depend on locality, neighbourhood and the length of time a migrant spent in
Britain. According to the Economic and Social Research Council, some more aspects of
integration should be examined as well, for instance English language learning and interaction
opportunities (Becoming, 2013).

In the European Union the official number of third country nationals reaches 11
million people who can be categorised as labour migrants (with their family members), ethnic
returnees (due to repatriation), and asylum seekers. Naturally, clandestine migrants are not
counted here. Geddes (2003) points out a changing paradigm of migration by 1990. Since
then more attention has been paid to discrimination laws, xenophobia, immigrant integration
and the protection of minorities. The roles of “unwanted migrants” (Geddes, 2003, p. 85) are
also in the limelight as they are the ones who might threaten Western welfare states. In order
to help integration, the author urges to understand different cultures as basic components of
modern societies.

The reasons of modern migration can also be seen in the foreign labour recruitment
programmes, the end of the Soviet bloc, the new democracies in Eastern Europe and the new
enlargements within the European Union. Instead of static cultures, Romaniszyn (2003) writes
about the “migration of cultures” (2003, p. 103) which are the outcomes of ethnic migration.
Migration here also appears as the reason for merging cultures or globalization. In trade, for

instance, one of its manifestations is “McDonaldisation” (2003, p. 103).
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To see the difference between earlier and modern migration clearly, the following

table will summarise the scene, the aims and the outcome of the phenomenon (Figure 16):

Historical migration Modern migration
(3"-8"™ cc. BC) (movement of masses)
Scene Europe All over the world
Aim Conquering Co-habiting, mixing, integrating
Outcome Demolishing conquered Confrontations and conflicts
countries’ culture

Figure 16. Historical overview of migration (Hegediisné, 2013)

While Hegediisné (2013) tries to catch the basic factors of migration, she seems to
omit other characteristics of it. For instance, the aim is not necessarily co-habiting or
integrating in the case of some migrant individuals or groups, and mentioning only
confrontations and conflicts as an outcome is superficial. In the present research it will be
seen special strategies in education which intend to eliminate confrontations and instead, the
modes of cooperation will be searched for and analysed.

Literature about the types, categorisation and characterisation of migration is
sometimes not only one-dimensional or sketchy, but from our point of view is relatively
defective. The gap is obvious when the legal status of the foreign parents in Papa has to be
identified. Although labour force migration is a well-known category, literature usually deals
with the problem of labour market (Cseresnyés, 2005), the general status of foreign
employees in Hungary (Jakubovich, 2001; J. Téth, 2001), career migration (Nagy, 2001),
employment of foreigners in Hungary (Borok, 2001), migration of the highly trained
(Rudolph & Hillmann, 1998) and the study visits of Erasmus-students (Rédei, 2007), but it
does not provide researchers with clear and reliable guidelines about foreigners who are sent
abroad for other, in our case military, reasons. They do not seem to fit into any of the
categories as they are neither individuals seeking for a job, nor refugees or asylum seekers
who have poor academic or economic background.

Vasilescu (2011) and Gubcsi (2011) lead us closer to the problem by introducing these
foreigners’ work. Although they do not clarify the status of this group either, they depict that
they are from those who work in a peace keeping mission in one of the multinational military

capabilities, under the auspices of a partnership called Strategic Airlift Consortium (SAC).
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More information can be gained about the history of Papa Air Base in the Military
Installations Booklet (2014) where important details are given also about the educational
institutions which are available to these families’ children. Here Fay Andrés Kindergarten is
mentioned as the designated pre-school for children, but the information about the curriculum
is not precise as the kindergarten applies a bilingual Hungarian—English programme, and not
an exclusively Hungarian one, as it is suggested here.

What may be concluded on the basis of available relevant literature is the fact that
foreign parents who came to Papa into a military installation belong to qualified professionals
who enjoy free movements in the European Union according to the Articles 52-58 of the
Treaty of Rome (Borbély & Lukacs; 2001) and may work according to special partnership
agreements (Lukécs, 2001). They may be considered the so-called “seconded personnel”
which in law means that their company or institutions send them into a foreign country for a
special time limit (Csoka, 2001). In a way they are similar to diplomats who are not actually

employed by the host country, but are sent there to work (Onodi, 2001).

2.5.2 Migration, minorities and language rights

Migrant and minority people’s basic human right is, or should be, the access to their
mother tongue whatever point of the world they are. The question is usually examined on a
superficial way, believing that if a major document contains the word “language” or drafts
tenets about language use in a special community, language rights are automatically on their
way to be granted, respected and practised. However, according to some watchful
sociolinguists (Phillipson, 2003; Kontra, 2004; Skutnabb-Kangas, 2004 a, b) there are still a
lot to do till theories will become daily practice or there will be a widespread agreement on
ideologies.

The idea of general human rights emerged in the age of enlightenment. These rights
distinctly appear in The Universal Declaration of Human Rights in 1948, which does not
mean that linguistic rights are overtly expressed in the document. Ferenc (2012) points out
that while the right for education is considered to be a human right, it is not articulated that
the access to mother tongue education belongs to these rights. For this problem only “soft
rights” (recommendations, directives) have been established which do not guarantee the
avoidance of injustice. The author mentions the states in the Carpathian basin where the

ideology of nation-states and the unilingual educational model of the minorities can easily
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lead to conflict. To put basic linguistic rights into practice, it is necessary to elaborate the
policy of the language of instruction which should be promoted by additive multilingual
models.

Skutnabb-Kangas (1998) introduced the term [linguistic human rights which is the
result of adding language rights and human rights together. Although she welcomes the
initiatives launched in this area, she still notices some overt and covert obstacles which hinder
their realisation. Her remarks and suggestions are especially important for us, because she
puts education into the focal point of changes. Going further she coins the notion educational
linguistic rights which she considers the most important base of linguistic and cultural
diversity. She argues that due to early school attendance the scene of language learning has
passed on to educational institutions which, in many cases, fail to teach for instance children’s
mother tongue. To support her suspicion, she enumerates a great number of legal documents,
where linguistic rights openly disappear or they are interpreted in a one-dimensional way (e.g.
Universal Declaration of Human Rights, 1948, International Covenant on Economic, Social
and Cultural Rights, 1976). An example to this is the Universal Declaration of Linguistic
Rights (1996) where bi- or multilingual geographical territories are simply not taken into
consideration. She thinks that all this leads to indirect assimilation which is a covert form of
curtailing linguistic human rights.

Skutnabb-Kangas (1998) and Kontra (2004) both introduce terminology which are the
results of neglecting language rights. They are convinced that language murder and linguistic
genocide will lead to language death, even if the speakers are physically not maltreated or
killed. According to Skutnabb-Kangas (1998) the lack of bilingual educators are especially
present in “core-English speaking countries” (Phillipson, 1992; p. 17), for instance in the
USA where linguistic disintegration is considered to be equal to political disintegration.
Skutnabb-Kangas (1998) overtly accuses Western countries of subtracting children’s L1 at the
expense of their state’s official language, especially English. She also gives a reason while
searching for the starting point in politics and economy. Economic and political homogeneity
is manifested in globalism which has a harmful effect on linguistic diversity as it supposes
assimilation. Additionally, she mentions racism which, according to her, has moved from
biologically and culturally or ethnically argued racism to linguistic racism, i.e. linguicism
which means modern colonialism with the help of a more prestigious language vs. minority
languages or those used by migrants. Citing a Gikuyu writer Ngiigi wa Thiong'o, who writes
about Africa’s division between European empires, she depicts the process graphically

(Skutnabb-Kangas, 1998, p. 16):
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“[...] the night of the sword and the bullet was followed by the morning of the chalk and the
blackboard. The physical violence of the battlefield was followed by the psychological
violence of the classroom. But where the former was visibly brutal, the latter was visibly
gentle... The bullet was the means of the physical subjugation. Language was the means of the

spiritual subjugation.”

Brutt-Griffler (2004 b) also draws attention to the existing connection between
linguistic imperialism and language rights. She highlights that the basic reason for the
necessity of language rights is linguistic imperialism and first of all its nature should be
understood before starting to form language rights.

It must be seen that fallback in linguistic rights or linguistic human rights cannot be
discussed separately, because it may easily entail conflicts in the society. The statement is
supported by Skutnabb-Kangas (1998), according to whom “linguistic and cultural
underdevelopment parallels and supports the maintenance of economic and political
underdevelopment” (1998, p. 18). In order to hinder or eliminate this deficit, it is useful to

formulate what linguistic human rights should be (Figure 17):

A UNIVERSAL DECLARATION OF LINGUISTIC HUMAN RIGHTS
SHOULD GUARANTEE AT AN INDIVIDUAL LEVEL,
IN RELATION TO
THE MOTHER TONGUE(S)
that everybody can:
--identify with their mother tongue(s) and have this identification accepted and
respected
by others;
---learn the mother tongue(s) fully, orally (when physiologically possible) and
in writing
(which presupposes that minorities are educated through the medium of their
mother
tongue(s));
--use the mother tongue in most official situations (including schools).

OTHER LANGUAGES
--that everybody whose mother tongue is not an official language in the
country where
s/he is resident, can become bilingual (or trilingual, if s/he has two mother
tongues) in
the mother tongue(s) and (one of) the official language(s) (according to her
own choice).

THE RELATIONSHIP BETWEEN LANGUAGES
--that any change of mother tongue is voluntary (includes knowledge of long-
term
consequences), not imposed.

PROFIT FROM EDUCATION
--that everybody can profit from education, regardless of what her mother
tongue is.

Figure 17. The scope of linguistic human rights (Skutnabb-Kangas, 1998, p. 23)
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To achieve the above aims, the author emphasises the importance of bilingual teachers
vs. monolingual teachers and that parents should be enlightened about the latest scientific
results in this area, namely that mother tongue is a key factor in minority children’s L2
acquisition and teaching. Skutnabb-Kangas (2004 b), similarly to Rubio-Marin (2003), also
differentiates two kinds of interest in language rights: one of them is the expressive and the
other is the instrumental interest, where the first is in connection with identity and the latter is
with communication. To these Skutnabb-Kangas assigns rights as “necessary rights” (to
“expressive interest”) and “enrichment-oriented rights” (to “instrumental interest”) Skutnabb-
Kangas (2004 b, p. 159). She states that both of them need to be taken into consideration
while shaping linguistic human rights. Andrassy (2001) finds the difference in the legal status
of languages in the fact that the usual legal practice is to accept the majority language of the
state as the official language, which results in social and legal injustice.

In Hungary, Act 1993, s. 77 deals with the language rights of national and ethnic
minorities. In this frame the so-called “minority right act” Article 51, Section (1) prescribes
that “in the Republic of Hungary anyone can use his/ her mother tongue whenever and
wherever he/ she wants” (Bodané, 1994, p. 175). Bodané (1994) adds it means that there are
no prohibited languages but in public places it is not obvious that foreign people (minorities
or tourists) can use their own mother tongue effectively as in public places making themselves
understood cannot be guaranteed.

Skutnabb-Kangas (2004 a) clearly stands up for learning foreign languages, but she
can accept it only as learning them additionally, and not subtractively, i.e. besides one’s
mother tongue and not instead of it. English is also mentioned in this context as one of the
many languages of linguistic diversity and by no means as a dominant global language. In this
spirit she does not consider English-medium education as a human or linguistic right.
Inevitably, together with Phillipson she points out, before any kind of misinterpretations, that
“Nothing I have said so far should be constructed as meaning that I would suggest that anyone
in our part of the world should stop learning or using English, that would be plain stupid”
(Phillipson & Skutnabb-Kangas, 1996, p. 447). Skutnabb-Kangas (2004 b) is confirmed that
subtractively taught English (and any other L2) leads to the lack of social mobility while the
additive method by bilingual teachers results in positive outcome.

According to Brutt-Griffler (2004 a) English as a global language does not come from
the colonial time, but rather from the end of colonialism. English has become widespread and
the tool for communication among colonised people. The author finds Skutnabb Kangas’s

opinion about English-medium schools as a “disdain for the rights of the poor” (Brutt-
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Griffler, 2004 a, p.139). She insists that English is spreading through bilingualism, and it is
not worth pondering upon whether it is learnt additively or subtractively. Parents simply have
the right to give the chance for their children to learn this language.

What Pennycock (2004) concludes here is that both Skutnabb-Kangas and Brutt-
Griffler promote the access to English and multilingualism. The difference is that the former
stresses the additional language status, while the later argues for primary access to this
language. Pennycock does not think that the debate about mother tongue and L2 access would
guarantee equality. He thinks it is much more relevant to understand how languages and their
teaching work in a mobile and global world, and only after that it is worth dealing with the
ways of their access.

Song’s (2009) research underpins the assumption according to which English as a
foreign language enjoys considerable prestige among parents. From her research interviews
made with Koreans living in Korea and in the USA she concludes that English is a language
of “marketable commodity” and “cosmopolitan membership” (2009, p. 40). Parents, who
themselves speak very little English want their children to learn the language with practical
methods where the stress is on communication (2009, p. 32):

“Throughout six months, my husband has spoken only two words in English, ‘Marlboro Light’

and ‘eighteen’. At a grocery store, he uses the first one in order to purchase the cigarette that

he wants. The latter he utters it when he selects the eighteen holes at the gold course. That’s

it ER]

“For the next generation, they cannot live without English skills. What I mean by English
skills are not just reading and grammar skills, but communication skills in English. [...] It
doesn’t necessarily mean that English will guarantee them a better life, but that English is a

necessity to have better jobs and education.”

In 200 countries there are approximately 6,500 languages (Biseth, 2009) which
demands careful policy making. According to Canagarajah (2004) in policy making the most
important factors are communities, identities, groups and minorities. In the debate of
“multilingual” vs. “monolingual” state Wolff (1998) definitely stands for the first and points
out that the European Union undertakes a pioneering role in multilingual language policy both
on individual and societal levels. Its documents (Memorandum in Higher Education, 1991
and White Paper, 1996) however, did not become well-known enough. In Europe, the

European Union is committed to multilingualism on historical, legal and societal bases. For its

66



DOI: 10.15774/PPKE.BTK.2015.015

450 million inhabitants the EU considers multilingualism a “democratic representation tool”
(Athanassiou, 2006, p. 7). Therefore the Union promotes multilingualism in education, too.

Tollefson (2004) gives several examples of successful language policies in different
parts of the world (USA, South Africa, New Zealand, Serbia) and concludes that even if
equality and national unity enjoy more privilege in policies, language policy can still be
influential. Yet, the gap between theory and practice of language policies is still visible.
Language policies do not automatically solve social, political and economical differences, but
they might be guiding and form policy as such.

As far as identity is concerned, Skutnabb-Kangas (2004 a) draws attention to multiple
identities that humans develop during their lives, the major element of which is laid in the
language people take over. She draws a parallel between malnutrition and deprivation of L1
and stresses the role of mother tongue especially in elementary education.

The question of identity constructed by L2 is not so unequivocal in Song’s (2009)
research. Korean sojourners believe that English provides their children with a cosmopolitan
identity, while Korean immigrants to the States do not take this aspect into consideration.
They feel that American identity, through the English language, is a part of their children’s
identity already, and not an additional value.

Coulmas (1998) examines the question from a pragmatic point of view while touching
upon the language rights in educational circumstances and sees clearly that no government “is
likely to [...] provide a full set of teachers for every immigrant child” (1998, p. 63). At the
same time he pinpoints that curtailing the use of minority languages is politically incorrect.
He suggests that language rights should cover social and individual aspects which have to be
taken into consideration according to the given situation. He does not underestimate the role
of the state either because it is the state that can formulate “legal codes” (1998, p. 64) which
are the basis of living language rights. In his opinion what is appropriate in general human
rights should be enforced, with the necessary changes, in language rights as well. Therefore
he urges the cooperation of linguists and lawyers.

Hornberger (1998) finds ideal if bilingualism and biculturalism became a norm in case
of immigrant children. She, just like Coulmas (1998), sees the problem from educational
aspects and welcomes the consensus according to which models of bilingual-bicultural
education should be introduced. She sets the Canadian French immersion model as an
example and two-way bilingual education (cf. 2.4.1) as another confirmation that there is no

single solution which would lead to exclusive success.
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According to Biseth (2009) in a democracy living together with immigrants is one of
the most challenging factors and in its nature it may be mostly linguistic. Therefore school has
a special role to promote cohabitation in peace and it is education that can give an answer to
problems originated from linguistic differences. One of its reasons is that schools have to
meet social and national needs as well. If only mother tongue is used as the language of
instruction, teachers cannot create democratic classroom environment. Here two approaches
might clash, i.e. “language-as-right” and “language-as-resource” (Biseth, 2009, p.12) where
the first regards language as an obstacle while the latter considers language as the source of
diversity which is a societal asset.

In the debate of “parents beliefs” and “false explanations” (Skutnabb-Kangas, 2004 b,
p. 158) overtly criticises researchers and theory makers who, according to their wrong
approach, blame minority children for poor achievements at school. She understands parents
who, for the sake of “upward mobility” (2004 b, p. 158) want to send their children to
English-medium schools. At the same time she highlights that researchers wrongly attribute
low performance at school to innate psychological characters of minority children. The
reasons should be searched rather in contextual than psychological factors. She calls the

phenomenon “false explanation” from the side of researchers.

2.5.3 Migratory language education in Hungary

In Hungary migrant children of mandatory school age must be provided with the
suitable education. Forgacs (2001) explains that the education should be free of charge, with a
special stress on the language of the host country, moreover, migrant children’s own language
and culture should be familiarised as well. Besides, teachers should get special initial and in-
service training. Although the Directive 77/486/EEC prescribes the aforementioned rights for
children from the European Union, the effect of the directive should be extended to the
children of non-EU citizens, too, especially if they stay in the country for the reason of
permanent work. Legally, migrant children should have the same rights and obligations and
be treated equally at school. The author does not deal with children under 6, and he does not
give a comprehensive answer to the question of the language of education either. He is
confirmed that migrant families send their children to the so-called “international schools”
which are maintained by foreign states. As far as language is concerned, he mentions

bilingual schools where the conditions of teaching Hungarian and a foreign language are
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already given. At this point the question arises which foreign languages are taken into
consideration. The language problem of children with less widespread languages is absolutely
neglected.

Simon (2009) cites the same source as Forgacs (2001) and emphasises that according
to the Directive 77/486/EEC migrant children, regardless of their state of origin, should be
integrated in a way that both their language and their culture could be preserved (Integrating,
2009). In Hungary, organising mother tongue tuition is within the scope of the country’s own
education system. It means that the country can choose the way of funding and establishing
L1 education. The integration policy of the European Union was refined in 2003 in
Thessaloniki, where education and language teaching got into the limelight. Children can get
direct integrated education within the majority classes, segregated education in special classes
or they can take part in extra-curricular activities. How the teaching of the language of the
host country is provided depends on the different educational traditions of the states. The
examples range from the reception centres (United Kingdom) through school organised
language courses (Czech Republic) to separated language teaching (Norway) or bilingual
education (Sweden). Several countries (Denmark, Holland, Finland) support immigrant
children’s mother tongue education. As far as intercultural education is concerned, religious
holidays and traditions should be respected in all European countries. Clothing is a more
varied question: in Ireland and in the United Kingdom uniform is worn, in Belgium and
France clothing causes the most conflict, while in Sweden all kinds of prohibition concerning
clothing is prohibited. Meals are plural in most countries according to religious or health
considerations of the immigrants.

Véamos (2011) gives a comprehensive example of a Hungarian school, namely Tarczy
Lajos Primary School, which is an interesting insight from our point of view as this school
works under the direction of the self-government of P4pa, where our target institute, Fay
Andras Kindergarten works as well. The school operates on the basis of a Hungarian-English
educational programme, which is mutually favourable to both foreign and Hungarian pupils,
states the author. It is a very important point that this school has gained exempt from general
legal rules and a unique permission was given in order to establish their own bilingual
programme. The former Ministry of Education gave two main reasons for this:

1. foreign pupils’ expectedly large fluctuation and

2. the principal task of teaching Hungarian to foreign pupils and teaching English as a

common language.
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In this sense the most accented areas of the bilingual pedagogical programme became
as follows:

1. Foreign language command

2. Personality development

3. Intellectual attitude

4. Cognitive abilities

5. Mother tongue acquisition & cultural studies

6. European thinking

The slogan of the school became “meeting languages = meeting cultures” (Vamos,
2011, p. 203) which stimulates intercultural attitude among students. Similar goals can be
observed in the programme of Fay Andras Kindergarten (Morvai, 2008) which will be

analysed in the related section of the dissertation (cf. 3.7).

2.5.4 Brief summary

In this chapter a new aspect of the theme was discussed, i.e. the socio-political
background. The aim was to place an emphasis on what migration means and what kind of
reasons and impact it has together with the implementation of language rights in school
setting. Findings show that besides general human rights linguistic human rights (cf. 2.5.2)
should be the topic of serious consideration. It also turned out that in Hungary there were very
few examples of migratory language education. The one that was introduced here bears
special importance for the present research as it discusses the setting of Tarczy Lajos Primary
School (cf. 2.5.3) which can be considered to be the ‘“continuation” of multilingual-
multicultural kindergarten education in Papa. At the end of the literature review when the
basic definitions and theoretical background are revealed, it is helpful to develop theories
which might serve a framework in the empirical research. Therefore, the research theories in
the next chapter, although based on existing results, are tailor-made to the present situation.
With revealing the basic linguistic, sociological, educational and political questions, the
secondary research is completed and the focus will shift towards the empirical research in the

following chapters.
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2.6 Research theories

Examining the setting and the probable results of the research, three background

theories are worthy of note.

2.6.1 The gift language — gift culture theory

The theory is based on the bare fact that migrant children who come to Hungary with
their parents are exposed to foreign languages (Baker & Prys Jones, 1998; Biseth, 2009;
Vamos, 2011), especially that of the host country to a significant extent. It could easily be
supposed that children of this age (between 3 and 6) acquire a language (Krashen, 1981;
Kovécs, 2009a), or even different languages with no serious effort. The public generally think
it granted that these children “automatically” become bi- or trilingual under the given
circumstances. The gift language — gift culture theory, however, questions the validity of this
statement and tries to take the deeper layers of the phenomenon into consideration.

First, it says that children do not necessarily become bilingual without a certain
amount and quality of the different linguistic inputs gained from the environment. The
research meticulously examines the type and variety of these outside effects: who are they
given by, when, under what circumstances, for what time period and at what language level?
Moreover, it examines how the inputs are reinforced or reduced in social and family setting,
and what kind of positive and negative feedback helps or hinders children’s language
development.

Secondly, the same refers to culture. In this case as well, different cultures must be
mentioned: they are different from each other, and different from the host country’s culture.
The gift culture theory states that even if the child attends a multicultural kindergarten, if
different cultures are not present in the daily routine, the kindergartener will actually have no
notion about them. Here comes the responsibility of kindergarten teachers and parents again.
The research studies their role in this question, too. It also examines the way how different
cultures are manifested in everyday and extra-curricular activities.

Finally, connecting the two parts of the theory, i.e. language and culture as such, the
third point connects language and culture. It declares that culture is partially language
dependent. Therefore, the study examines the vehicle language of the given culture, its role in

forwarding the cultural content: whether language supports or the lack of a lingua franca
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hinders the understanding and decoding of the several cultures present in this multilingual-
multicultural mini-society. Besides, it also pays attention to non-verbal communication and
other verbal and non-verbal manifestation of the conveying culture.

To sum up, the research, in the frame of “gift language — gift culture” theory,
examines the conscious efforts of forwarding linguistic and cultural elements from the side of
the actors — from children through educators to parents — in the community of the
multilingual-multicultural kindergarten in Papa, where a considerable linguistic diversity can

be noticed.

2.6.2 The language puzzle theory

Since Chomsky (Chomky, 1968) it has been supposed that children possess a special
language acquisition device (LAD) which is innate and is waiting for activation in children’s
brain in order to choose the adequate elements from it and compile them to produce and
generate infinite number of sentences. Bruner (as cited in Javorszky, 2001) goes further and
accepts Chomsky’s innate theory while points out that language learning is a conscious
process at the same time, where mother plays the key-role (LAD becomes LADY) by
providing the appropriate verbal and non-verbal background to language acquisition.

Applying the above mentioned theories to a multilingual setting, the language puzzle
theory completes the existing suppositions and states that children have to put together the
different elements of the languages around them. Before putting them together as a jigsaw,
children in a multilingual community have ‘double tasks’: first they will assemble LI
elements, then will realise the different, odd-one-out elements, i.e. “the rest” or “remaining
elements” which will be stored and created into a second system. It is a double task for the
brain which is stimulated by more than one language.

From this point it is worth examining the question of language choice which is a
significant point of children’s early stage language acquisition also in the kindergarten in
Pépa, where children have the chance to “choose” their language applied under different
circumstances. The research studies the reasons and manifestation of language choice and the
result, i.e. the real use of language(s). It also goes into details of familial and institutional

motivation, input and circumstances, and how they influence children’s language choice.
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2.6.3 The language self — cultural identification theory

This theory states that human beings in society possess their own language self which
is completed by a cultural identity. At the same time, the number of language selves and
cultural identities are not limited. This theory can especially be supported by multilingual
individuals, who might develop double selves and identities; according to their special
circumstances (Berry, 1980, 1997; Rédei, 2007; Kitzinger, 2009 b). Children, who in their
early childhood interface with different languages and cultures, have more chances to feel
they belong to more than one speech and cultural community. Although, the question has
been examined (e.g. Gal, 1978; Skutnabb-Kangas, 1990, 1998, 2004), research has mostly
been carried out in natural speech communities and not under institutional circumstances,
especially not in early childhood, where institutional language development is still
underrepresented and underestimated.

Therefore, on the basis of this theory, the dissertation will examine on the Papa spot
how and why language self and cultural identification are created and developed by studying
the different elements of institutional multilingualism-multiculturalism and its effects on

personality both from children’s and kindergarten teachers’ aspects.

2.7 Summary of literature review

Why very different research fields were brought together in the literature review can
be explained by the fact that for examining the complexity of the educational situation in
Pépa, several disciplines had to be taken into consideration. Although, references are made
about the relevance of related literature in the review, here, an explicit explanation of findings
is provided, which shows the relation between the theoretical background and the empirical
research in the second part of the dissertation.

As linguistic diversity is a key point both in the bilingual kindergarten programme and
the everyday routine of the institution, linguistic terms like bilingualism, multilingualism and
their relations, like code-switching or code-mixing had to be examined. It turned out that there
are no matter-of-fact definitions for these phenomena, moreover, the descriptions also move
on a very large scale (cf. 2.2). Among the interpretations offered in literature, Grosjean’s
(1994) functional definition can be considered to be the starting point of the present situation

(cf. 2.2.1.1). Additionally, it must not be forgotten that, even if there are two “official
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languages” of the kindergarten, children live under multilingual circumstances which are
widely dealt in literature about linguistics (cf. 2.2.1.3) and education (cf. 2.4.2).

The debate on early start cannot be left out from a literature review on early childhood
language development (cf. 2.2.2.2), which still appears to be a timely question. At the same
time, what happens in Papa is not the question of choice: it has to be seen that it is the
consequence of a political decision for which the kindergarten provides its language
educational repertoire and language political tools. To do it deliberately, everybody who deals
with the question has to know about the recent results of early childhood acquisition also by
making a difference between language acquisition and language learning (cf. 2.2.3) and being
familiar with the relevant theories in the field (cf. 2.2.2.1).

As children in Papa do not only live in a pure linguistic but also in a socio-cultural
community, the questions of culture, multiculturalism and the adjustment to different cultures
(cf. 2.3) are also worth examining. The theoretical framework of Berry’s (2008) acculturation
strategies (cf. 2.3.3) serve a basis for the empirical research where children’s different
techniques of acculturation and accommodation will be observed.

The line of multilingual-multicultural education (cf. 2.4.2) at international level can be
completed with the present kindergarten practice in Papa. The classification of Fay Andras
Kindergarten cannot be imagined without knowing the different types of bilingual schools (cf.
2.4.1). Baker’s (2000) typology appears especially useful as children in Papa do not belong to
the same category. While children whose mother tongue is Hungarian or English may benefit
from two way/ dual language education, children whose mother tongue is neither Hungarian/
English may face the challenges of submersion education; as it will be discussed in the
empirical research sections (cf. Chapter 3).

As a fourth aspect, after linguistics, pedagogy and sociology, political and legal
questions were also discussed. The reason is that in Papa children’s status is not clearly
defined and it is important to know what kinds of educational and linguistic rights migrant
children can enjoy besides the general human rights (cf. 2.5.3). Categorisation in this case is
unavoidable as it serves as a basis for determining their status in Hungary. Additionally, it
also has administrative consequences, for instance, what kind of projects the kindergarten is
eligible to apply for on behalf of the migrant children.

Although there is a reason to suppose that relevant literature was selected and related
to the empirical research, gaps in literature can also be noticed. Gaps are referred to in the

relevant chapters (cf. 2.4.3 or 2.5.1), yet it might be useful to take them into consideration as
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the findings of literature review as well (Figure 18). One of the aims of this study is to

identify and bridge these gaps on the basis of the present research.

Gaps identified

Comments

The literature is

one-dimensional

The literature is very much divided into different
sections according to the traditional disciplines. One
phenomenon is usually seen from a single aspect
excluding other points of view. Therefore, it lacks
complexity and it does not promote cooperation
between disciplines. An interdisciplinary approach is

needed.

ambiguous

Definitions are not always well-focused. Contradictions
can be noticed in basic definitions like bilingualism,
multilingualism or code-switching. Also, terms like
‘acquisition’ or ‘learning’ are sometimes blurred.
Tailor-made definitions and terms are recommended in

the empirical research.

subjective

Arguments are sometimes based on subjective attitudes
instead of data-based research. For instance, the debate

on early start does not lack emotional overtones.

The literature lacks

the focus on
kindergarten

setting

Basically, very little can be found in literature about
kindergarten setting. School education dominates
literature on multicultural education. There should be
clear distinction between children according to their

age and their educational setting.

the focus on

Hungarian setting

On the basis of literature, multilingual education does
not seem to have a long tradition in Hungary. Although
noteworthy initiatives can be observed in the
theoretical field, multilingual-multicultural
kindergarten setting in Hungary has not yet been in the

limelight of language pedagogical research.

Figure 18. Gaps identified in literature
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3. RESEARCH

3.1 Overall introduction to research methods

As the nature of the setting and the complexity of the problem require an
interdisciplinary research, in harmony with this idea a multifaceted Literature review was
carried out. Additionally, it is also advisory to choose the research methods carefully in order
to receive the most appropriate results.

Triangulation as a method has become widespread in social sciences since the 1970s
when it was borrowed from navigation. There it means that the position of an object is
determined from two other points whose location has already been known (Brown & Rodgers,
2002). Although by now it is often applied to mixed method research where qualitative and
quantitative methods are both used, originally, Denzin (1978) used it for the application of
multiple qualitative methods. From whatever aspect it is used (either for mixed method
research or only for qualitative research), this suggests that “Triangulation is a method [...] to
check and establish validity [...] by analyzing a research question from multiple perspectives
(Guion, Diehl, & McDonald, 2002, para. 1), and its major goal is “to validate one’s
conclusion by presenting converging results obtained through different methods” (Dornyei,
2007, p. 164). However, the results do not have to be convergent, as Patton warns researchers
and argues that divergent results, due to their motivating force, can be just as much
illuminating and stimulating (Guion, Diehl, & McDonald, 2002).

From among the different types of triangulations researchers have categorised up to
now (Denzin, 1978; Janesick, 1994; Freeman, 1998; Brown, 2001), in this research data
triangulation, methodological triangulation an interdisciplinary triangulation are applied. In
data triangulation I used the information from different sources, i.e. the data gained from the
interviewees with different roles and I was trying to understand their special aspects. By
methodological triangulation in this research I mean the use of different methods side by side,
1.e. observation, interviews with various types of actors and desk research with varied types of
documents. Simultaneously, the method can be called interdisciplinary as well, due to the
linguistic and pedagogical methods applied along with some sociological and psychological

value.
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In the light of the above, to achieve outcome from multilateral perspectives and to be
able to expand the validity of results (Seidman 2002; Nadasi 2004 a), the method of
triangulation was employed in the research which was made up of the following components

(Figure 19):

Methods Subject of research Research tools and
methods of analysis
Observation e personal & material conditions in the Content  analysis  of  the
whole kindergarten observation chart

e curricular & extracurricular activities in 3
kindergarten groups (61 children)

Interviews e 9 parents in 3 groups: Hungarian, native Content analysis of the answers
English, non-native English/ Hungarian to the semi-structured interview
¢ 3 educational decision-makers questions

e 5 kindergarten teachers
e 6 children

Desk research e the intercultural programme of the Analysis of the
kindergarten document within the frame of
Grounded Theory

Figure 19. Summary of research design

In the research qualitative and quantitative methods are related to each other in the
following pattern: QUAL + quan, which means that mostly qualitative methods are applied
with the completion of some minor quantitative data (Dornyei, 2007). Qualitative research
was preferred, as I believe, qualitative data collection and analysis can guarantee to gain more
sophisticated and manifold results than quantitative research. Additionally, it will show
different experience and opinions (e.g. those of the families involved) and the uniqueness of
the situation better.

Apart from this overall introduction to the philosophy of methodology applied in this
research, the actual types of methods and their way of realisation will be discussed in the
related chapters under the headings, Methodology and Research design. The structure of
studies has a consistent form where between a short introduction of context and participants
and a Brief summary, Research design and Methodology chapters appear. The major contents
of the research can be found in the Results section, usually under several headings. However,

the real in-depth discussion will be provided in the Overall discussion of results in Chapter 4.
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3.2 Study 1: Observations in the kindergarten

3.2.1 Context and participants

As an organic part of triangulation (cf. 3.1) I chose observation (cf. 3.2.3) as one of
my research methods. It is an indispensable method in language educational research, because
the researcher can find him-/ herself in lifelike situations where the previous hypotheses can
be accepted or rejected in real life settings. Other methods (e.g. interviews or document
analysis) cannot be replaced but can be effectively completed by observation. The findings
are tangible and the results are supported by authentic experience on the spot.

Three basic questions arise while planning observation, i.e. What to observe?, Where
to observe? and How to observe? While the third question will be discussed in the
Methodology section (cf. 3.2.3) later, here I concentrate on the primary content and scenes of
the observations. First of all, I wanted to visit the kindergarten itself to get an insight into the
setting of multilingualism and multiculturalism. Then I intended to visit the related groups,
wanted to be familiar with their daily routine and concentrate on several linguistic phenomena
(cf. 3.2.4.3-3.2.4.5). Although it had not been planned intentionally, I took the opportunity of
visiting an extra-curricular activity (cf. 3.2.4.6) in the kindergarten as well.

The kindergarten houses six groups out of which three are involved in multilingual-
multicultural education. I focussed on the three multicultural groups, namely on Elder Group,
Lavender Group and Blueberry Group which I will call later The Young Group, The Middle
Group and The Old Group for easier distinction.

Therefore, systematic observations were carried out on three stages (Figure 20):

What? Where?
1. Setting & material conditions in and outside the kindergarten
2. Curricular activities: in 3 groups: 61 children,
Playing time & initiatives 4 kindergarten-teachers,

3 pedagogical assistants

3. Extra-curricular activities: in the yard of the kindergarten

International Family Day

Figure 20. The stages of observation
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Before the actual observation in Fay Andras Kindergarten, the research was designed
with an observation chart (cf. 3.2.2.1) focussing on linguistic, pedagogical and cultural
contents; and with technical help (a video recorder and a camera). Piloting of the focal points

in the observation chart was also done.

3.2.2 Research design

3.2.2.1 The development of the observation chart

The observation chart as a tool was my own product based on the experience of
previous job shadowing. (Appendix 1 shows the whole preliminary chart.) It contains two
main parts. The first involves the actual data such as date, name of observer and kindergarten
teacher, the age group and the number of children, the central topic and the linguistic,
pedagogical and cultural aims of the given period. The second part is made up of five broad
aspects which form the chart itself. The aspects are as follows: 1. Procedures, 2. Techniques

and tools, 3. Vocabulary and phrases, 4. Children’s reactions and 5. Comments (Figure 21):

1. PROCEDURES | 2. TECHNIQUES | 3. VOCABULARY, | 4. CHILDREN’S 5. COMMENTS
and TOOLS PHRASES REACTIONS

Figure 21. The content part of the preliminary observation chart

As the multicultural kindergarten in Pépa is a truly unique place I could not find an
identical, only a similar institution for the scene of piloting. It was Lewinsky Anna
Kindergarten affiliated with Benedek Elek Faculty of Pedagogy of West-Hungarian
University, Sopron. The kindergarten group is one of the groups in town where German as a
minority language is applied in education. In the chosen group the majority of children speak
Hungarian as mother tongue except for two boys whose fathers are Austrian; therefore they
use both the Hungarian and the German language at home.

The observation chart proved to be generally satisfactory during piloting. It covered all

the visible features that can be observed in a bilingual kindergarten group. The procedures
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were easy to follow and the different activities could be separated, e.g. free playing time with
parallel playing activities like building, creative visual activities or playing in the kitchen
corner. Techniques and tools were connected with the actual activities, e.g. making boxes —
scissors and glue; talking about vehicles — flash cards. Similarly, vocabulary and phrases
could be followed either parallel with the activities, e.g. names of vehicles (Fahrrad =
bicycle, Strassenbahn = tram, Schiff = ship) or as separate units as the so-called “linguistic
signals” which are simple songs or rthymes used to introduce certain activities, e.g. before
tidying up the room (“Liebe, liebe Leute, aufgerdumt wird heute” = “Dear people, there’ll be
a cleaning up today”). Children’s reactions could sometimes be better seen than heard.
Therefore, this part needed to be revisited in the observation chart. The slot for comments was
particularly useful and supplied me with extra ideas for the correction of the observation
chart.

However successful the observation chart was in the broad sense it had to be refined

especially for the sake of getting more information about linguistic phenomena.

3.2.2.2 Analysis of observation aspects

After piloting, the final observation chart (Appendix 2 shows the whole final chart.)
required a few alterations. The introductory part of the observation chart remained untouched,
i.e. date, name of observer and kindergarten teacher, the age group and the number of
children, the central topic and aims. The grid itself, however, needed to be rearranged so that
a more detailed, profound and subtle insight could be gained in harmony with the main
purpose of the research, especially from linguistic point of view. Therefore, the most
emphasised item of the scheme became Linguistic features which were divided into two:
Linguistic features related to children and that related to the kindergarten teachers. The
original Vocabulary and phrases got involved in these sections (see later in this chapter).
Techniques and tools were replaced by Pedagogical tools and methods as method might have
more sub-categories, for instance also including techniques. Children’s reactions as an
independent unit was deleted, too, but it reappeared under the headings of Linguistic features
of children and Cultural phenomena. The latter proved to be a separate and new item as
piloting and the unique nature of the kindergarten demanded putting this trait in the limelight.
Comments remained leaving space for any unexpected events or movements which could not
be taken into consideration beforehand. According to the above discussion the final

observation chart implied five main features which are as follows: 1. Procedures, 2. Linguistic
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features of children & kindergarten teachers, 3. Pedagogical tools and methods, 4 Cultural
phenomena and 5. Comments (Appendix 2). Before moving on to real findings it is worth
examining the sub-categories, which were absent on the piloting stage, as they supported the
actual observation to a great extent.

The question “What is worth observing?” arises in each item, thus this issue guided
me in thinking while forming the aspects of observation. As far as Procedures (/tem 1) are
concerned, the most obvious point of observation is the daily schedule that is made up of
activities which might be richly varied. What I intended to examine is among activities are the
ones connected with language development. They might be curricular, i.e. initiated or led by
the kindergarten teacher or other spontaneous activities that kindergarteners invent and do
themselves on their own, in pairs or in small groups. As the most usual and obvious activity
of the children at this age is play, I focussed on different types of playing, for instance social
plays, constructive plays, fantasy or rule plays. According to the nature of my research I
especially put an emphasis on social plays as an important scene of language use and
development. Apart from the types of play children’s participation in the given play might
also count. I was particularly interested in pairs and small groups from the point of view
which language or languages is/ are used by which children, i.e. how they relate to each other
through the language, for example, how they communicate, how they initiate an activity or
respond to a certain situation, how they understand each other and how they manage to be
understood, which language they choose and why, how many of them speak the same
language and what happens if a mixed mother tongue group is formed. Additionally, I was
curious to observe parents’ role, especially at the beginning and at the end of a day in the
kindergarten: what they say to their children and to the kindergarten teacher and which
language they use.

Regarding linguistic features (/tem 2) I divided this component into two, according to
who 1 am observing: children or the kindergarten teacher. In the two sets of aspects some
overlap as I find these angles equally relevant in the case of both child and adult speakers.
Identical aspects are the proportion of languages, meta-communication, language use,
mistakes and corrections. At the proportion of languages I wanted to know the rate of
language use, i.e. to what extent Hungarian, English and the other languages are applied by
the kindergarten teachers and the children. The other relevant observation point is meta-
communication that indicates mimics, gestures, vocal communication, motor communication,
eye-contact, pose or space. I was especially keen to know if they were used as language

substitutes or reinforcing the verbal message of communication. In language use I
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concentrated on code-switching and code-mixing and again which part of communication
they are applied to. The last common features intended to be observed with all actors are
mistakes and corrections. In the former phonetic, morphological and syntactic mistakes were
monitored. At the same time emphasis was put on the reaction to the mistakes, i.e. who
corrects them if he/ she does at all and how they are corrected.

As it has already been mentioned, there were a few features which were treated
separately as I did not or could not observe them on both the children’s and the teachers’
sides. The children’s active and passive language use and their language reactions fall into
this category. While observing active and passive language use I was searching if the child’s
productive or receptive skills are stronger in a language. Again, the objective was to notice
under which circumstances children use and/ or understand the different languages. There
were some other traits, however, I examined only in the case of kindergarten teachers. They
were individual differentiation, feedback and pedagogical role. I wanted to detect if teachers
showed differentiated behaviour towards children when language was in the limelight. The
other crucial point is feedback whose quality (positive or negative) I examined wanting to
know how this pedagogical technique impacts children’s language use. By “kindergarten
teacher’s role” I mean the teacher’s participation in different language related activities.
Whether she remains in the background, is a mediator or puts herself in the leading role.

Pedagogical tools and methods (ltem 3) were contracted under the same heading as
they complete each other to a great extent. I focussed on language related tools or devices, i.e.
on material that help early language acquisition. I observed what kind of authentic or adapted
materials (e.g. books, leaflets or cassettes) were used, what their role was and what the
reasons for their use were. I also reckoned on illustrative or visual aids which did not contain
the language itself but played active and constructive role in language development (e.g. flash
cards, pictures, maps or posters). In this sense not only the materials in the group rooms but
the whole equipment of the kindergarten was taken into consideration. As language
pedagogical methods have already been detailed in the previous part of the observation chart
(Item 2), here I concentrated on kindergarten teachers’ problem solving skills in case of
problems originated from language use. I was eager to find the answer to the question how
they notice, identify and understand language problems and if they manage to cope with
conflicts of this kind.

Cultural phenomena (/tem 4) became an absolutely new item in the final observation
grid. Here two major issues are listed: child-to-child interaction and cultural differences. The

first one cannot be completely separated from linguistic features (/fem 2) as interaction might
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include verbal communication as well. What I wanted to see here is whether the children set
up groups according to their nationalities or it is a negligible feature; and if the group is
multinational which nationalities it contains. The latter topic refers to cultural differences
which do not necessarily belong to language related diversities, e.g. behaviour while sleeping,
eating or playing.

The conclusions of piloting suggested keeping the last item, Comments (/tem 5). Some
literal quotations from children and kindergarten teachers might come into this column, as
well as pieces of observation which are difficult to categorise on the spot or do not belong to
any of the designed categories such as pedagogical reactions which derive from certain
unexpected situations. It is also good to know that some children get into interaction with the
observer; these spontaneous events can also be recorded here.

The observation scheme was designed in a grid format (Figure 22) so that recordings
can be seen as linear and parallel order at the same time. In this way successive actions can be
seen vertically while different aspects are described horizontally according to the actual time
of events. Grids are easy to handle as they are perspicuous, thus transparency is guaranteed
for further analysis. In spite of the advantages of tailor-made items it is advisable for the

researcher to memorise the contents of the items beforehand for the sake of smooth recoding.

1. 2. 3. 4. 5.
PROCEDURES LINGUISTIC FEATURES PEDAGOGICAL CULTURAL COMMENTS
children k-g TOOLS and PHENOMENA
teacher METHODS
- daily schedule - proportion of Ls | - proportion of -authentic - child-to-child
- activities (according to diff. Ls materials interaction
(L developing, Ls and time) (according to diff. | (books, cassettes, (according to
other; - active and Ls and time) etc.) nationalities)
spontaneous - passive L use - individual -illustrative - cultural
curricular) -meta- differentiation materials (flash differences (e.g.
- play (types, communication, - speech panels cards, pictures, during eating,
children’s gestures (as | -meta- etc.) sleeping)
participation — substitutes or communication, - conflicts &
how many with reinforcement) gestures (as L solution
the same L1) - L use: code- substitutes or

- parents’ role (at | switching and reinforcement)
the beginning/ end | code-mixing - feedback (+/ -)
of the day) - children’s - L use: code-
reactions: switching and
1. migrants in HU | code-mixing
2.HUch.in L2 - k-g teacher’s
- mistakes (lexical, | role (mediator/
syntactic) leader)
- correction - mistakes
(lexical, syntactic)
- correction

Figure 22. The content part of the working copy of the final observation chart

&3




DOI: 10.15774/PPKE.BTK.2015.015

3.2.3 Methodology

Observation applied by pedagogues or linguists and ethnographic field work, which
was borrowed from anthropologists, have a lot in common (Byram et al., 1994; Byram, 1997;
Roberts et al., 2001). Observers of both types of research should be supplied with information
about the setting prior to the actual visit of the scene. They have to know what they want to
focus on and what their reasons for each item are. They should prepare with a research design
and find the appropriate methodology for the sake of successful research but they must not
underestimate the appearance of unexpected situations and their proper treatment as they
might be beneficial, too. They must not forget about technical equipment either.

As far as methodology is concerned, different types of research strategies are
available. Among them participant observation might offer the most benefit as the most first-
hand results can be gained from it and the “Having Been There” (Eisenhart, 2006, p. 573)
experience can be displayed. Time period also has to be determined. The more time a
researcher can spend in the given setting the more he/ she is involved and the more he/ she
can exploit from observation. As far as the present exploration is concerned I tailored the
needs to my possibilities and managed to create a combined strategy which is shown in a) the
time spent on the spot, b) my status in the kindergarten and c) the equipment I used.

As a practising teacher I could not spend long continuous periods in the kindergarten.
In this sense I did not become an anthropologist who can observe the setting and the situations
for a relatively long and an uninterrupted time period. What I kept in view and managed to
carry out is a gradual approach. Observation is a delicate stage of this research as not only
adults (parents and kindergarten teachers) should accept and get adjusted to my presence in
the kindergarten but children as well. As Fady Andras Kindergarten is not a kindergarten
affiliated to a teacher training institute, the appearance of an outsider is not part of their daily
routine.

Group observation took place three times within six weeks in the spring of 2011.
According to my gradual strategy by that time I had been in contact with the kindergarten
teachers for three years, I had regularly visited the kindergarten with my colleagues and
students, and 1 had done all the interviews with the parents. Whenever 1 visited the
kindergarten (e.g. during the times of parental interviews) I endeavoured to get acquainted

with the children and to make friends with them; I never missed greeting them and talking to
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them. Due to this regular contact when the time of observation arrived, we were not strangers;
and the “observer’s paradox” (Labov, 1972, p. 209) could be minimised as much as possible.

In this way I confirmed my status in the kindergarten with children, kindergarten
teachers, nurses and parents. During group observations I played neither the role of a
participant observer nor that of an outsider. I tried to maintain the proper balance between the
two extremes: as far as communication and interactions with children are concerned I was
considered to be a participant observer while I avoided intervening in pedagogical or
linguistic situations on purpose as an outsider. On the basis of time period, regularity and the
informal style with the children this type of researcher attitude might be characteristic of a so-
called semi-participant observer.

My participation partially depended on the equipment I used as well. As it has already
been discussed, I took my self-designed observation scheme with me. Then I had some
technical support such as a digital camera and a DVD-recorder whose content was later burnt
on a DVD disc. I needed the equipment for different stages of observation. I very soon
realised that due to the different characteristic features of the educational institutions, (school)
classroom observation and (kindergarten) group observation do differ especially as 1.
children’s and 2. (kindergarten) teachers’ behaviour and 3. school settings are concerned. I

summarise the major difference in the chart below (Figure 23):

Aspects Classroom observation Group observation
at school in the kindergarten
1. children’s
mobility limited (e.g classroom | free (e.g. mobile furniture)
arrangement)
interaction directed (e.g. repetition) free (e.g. during activities)
activities regulated (e.g. lessons) free (e.g. children can choose)

communication | limited & in certain periods | free & spontanecous (e.g. children

(e.g. when activities allow it) can talk to anybody)
spontaneity minimal not limited
2. teachers’
role mostly directive mostly initiative or mediating
3. setting classrooms for subjects group rooms for any activity

Figure 23. The difference between school and kindergarten observation
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Although modern pedagogical methods make school, especially the lower grades less
directed by the teacher than depicted in the chart above, kindergartens still provide a more
stress free atmosphere for children which is beneficial in language development among other
activities. Here I do not wish to provide any justification for different pedagogical methods
just examine the question from the suitability of observation techniques. On the whole, |
found that some techniques which could be reasonable and practical under school
circumstances would fail in the kindergarten. For instance, I could not base the research on
DVD-recording as in a kindergarten a great number of children groups are formed and the
noise level is so high that making valid recordings during free playing activity time is
impossible. I truly agree with Wragg who draws researchers’ attention to the fact that
“Classrooms are exceptionally busy places, so observers need to be on their toes” (1999, p. 2).
However, when the kindergarten teacher makes initiatives to gather children for a common
activity (it might be a so-called “talking circle”, listening to a tale, singing together or the
everyday physical exercises), recordings might be useful.

I must also mention here that children in the kindergarten, according to their age
characteristics sometimes do not produce long and coherent dialogues with their peers or the
kindergarten teachers, thus it is more difficult to record and follow their verbal
communication. On the other hand, speeches to themselves can be noticed while playing,
which causes further difficulties in the observation. Therefore very often the researcher faces
difficulties and cannot put the mosaics and fragments of conversations into a wider context.
Obviously, it is a drawback that serves as a limit to the research.

According to the previous conceptions I decided to employ a mixed method research
where observation is adjusted to the actual activities. Therefore 1 used the designed
observation chart in the group room during free play activities, the camera in the group room,
the corridors and the yard to take photos of the setting and the DVD-recorder to make records
of kindergarten teacher initiated group activities. It might be important to note that even these
activities are not obligatory for the children. If they do not want to take part, they can play on
their own or with the group’s pedagogical assistant.

I made observations in 3 groups with 61 children, 4 kindergarten teachers and 3
pedagogical assistants. Free playing activities varied from constructive plays through board
games to role-plays; among the “initials”, which are activities triggered by the kindergarten
teacher, I observed a tale telling & singing circle and three physical exercises sessions.

Outside the group rooms I reviewed the materialistic conditions in the corridor and in the
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courtyard with a special attention to materials made for language acquisition. Besides, I also

managed to take part in an extra-curricular activity, namely in an International Family Day.

3.2.4 Results

3.2.4.1 Setting and material conditions

The building of the F4y Andras Kindergarten bears the mark of the typical housing
estate design of the 1970s: the grey cube building with its minimalist style does not inform
about the special work in the kindergarten. There are two flags on the wall outside: one is that
of Papa town and the other is the Hungarian national flag. The name of the kindergarten is
written on the wall in Hungarian. The courtyard is a little more modern with the usual playing
territories and toys for children like a shallow swimming pool, sand pits and monkey bars
with slide-ways, tyres, see-saws and swings (Appendix 3). A safety notice can be read on one
of the iron gates in Hungarian and English.

The visitor is welcomed by two framed texts on the tiled wall of the corridor: Hymn,
the Hungarian national anthem by Ferenc Kdlcsey and Appeal by Mihaly Vordsmarty. Both
of them can be read in Hungarian supplemented with Hungarian national symbols like the
coat of arms (Appendix 4). Other parts of the walls are used to inform parents about the news.
Posters and notes vary according to the timely events running and organised in the institute. I
noticed an invitation in English for Children’s Day (Appendix 5), the weekly menu containing
all the three meals provided by the kindergarten in Hungarian and English, a notice, also in
Hungarian and English to inform parents about the approaching summer cleaning break, and a
bilingual piece of information about how to cancel meals (Appendices 6, 7 & 8).

The arrangement of the group rooms do not differ either from other group rooms in a
Hungarian kindergarten. Separate water units (toilet and wash basins) and dressing halls
belong to each of them. The dressing halls, however, do differ. Every group furnishes and
decorates its dressing hall according to their taste and their special characteristics. Flags,
bilingual information, maps, coloured pictures and realia appear on the walls. Flags show
which countries children of the given group come from, bilingual information, just as in the
common corridor tells parents about the news of the given group, bilingual posters contain
useful phrases in Hungarian and English, maps, pictures and objects give an insight into the

different countries national costumes or sights (Appendices 9, 10, 11 & 12).
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Inside the group rooms one can find the usual equipment of a Hungarian kindergarten
group: bookcases, a large carpet to play on, little chairs, dining tables, plants, shelves and pin
boards with children’s products (e.g. drawings, ceramics, toys and presents made for special
occasions). Besides, the basic equipment in multilingual groups is completed with American
books and leaflets, English language story books and CD-s and Hungarian—English, English—
Hungarian dictionaries, and pictorial dictionaries (e.g. David McPhail’s Animals A to Z,
Emmano Crisit: In my garden, Helen Oxenbury: Friends, Franklin Hammond: Ten little ducks

etc.).

3.2.4.2 Grouping and activities

I visited 3 kindergarten groups. Although each group is a mixed-age group (i.e. no
strict division among children according to their age), The Young Group involves very young
children between 3 and 4 while The Middle Group and The Old Group have older children,
between 4 and 6. The days I managed to observe them, The Young and The Middle Groups
each was made up of 19 children, and The Old Group up of 23 children. In The Young Group
(Figure 24) 6 foreign children were present whose pseudonyms with the real name of their
country are used all over the dissertation: Momchil (Bulgaria), Ingrid (Norway), Karin

(Sweden), Jesper (Sweden), Vuokko (Sweden), and Chessa (USA).

The Young Group

B Hungarian (13)
M Bulgarian (1)

Norwegian (1)
m Swedish (2)

B American (1)

Figure 24. Division of The Young Group according to nationalities
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In The Middle Group (Figure 25) from among the 19 observed children 6 came from
foreign countries: Anastasiya (Bulgaria), Luboslaw (Poland), Adalstein (Norway), Emily
(USA), Bailey (USA), and Neil (USA).

The Middle Group

M Hungarian (13)
M Bulgarian (1)
m Polish (1)

B Norwegian (1)

M American (3)

Figure 25. Division of The Middle Group according to nationalities

In The Old Group (Figure 26) there were 23 children present. 5 of them came from
two different foreign countries: Halldora (Norway), Mjoll (Norway), Mandy (USA), Jonas
(USA), and Bradley (USA).

The Old Group

M Hungarian (18)
B Norwegian (2)

= American (3)

Figure 26. Division of The Old Group according to nationalities

Altogether I observed 3 kindergarten groups with 61 children form among which 17

came from five different foreign countries and 44 were Hungarians (Figure 27). In The Young
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and The Middle Groups there was a kindergarten teacher and a pedagogical assistant, while in

The Old Group there were two kindergarten teachers and a pedagogical assistant present.

All the three groups

B Hungarian (44)
B American (7)
m Norwegian (4)
B Swedish (3)

M Bulgarian (2)

m Polish (1)

Figure 27. Division of all the three groups according to nationalities

In The Young Group children were preparing for Mother’s Day, in The Middle Group
there was no particular topic of the day as the school year was already over, and The Old
Group was preparing for Easter. In The Young and Old Groups the cultural and linguistic
aims were preparing for holidays with visual aids, songs and rhymes, while the concrete aim
of the activities were missing in The Middle Group, due to the fact it has been discussed
above. The pedagogical aim in all groups was a revision and maintenance of skills children
have learnt in the previous school year, e.g. eating habits, manual skills and linguistic skills.
Naturally, in two groups children were also preparing for holidays.

Procedures were similar in all groups. Days were running adjusted to the daily
schedule, which involved an individual morning greeting (when a child arrived), free time
activity, calling-over, washing hands, a 10 o’clock snack, cleaning up together, everyday
physical exercises, initials or sessions, outside/ inside free-time activities, daily hygiene,
lunch, preparing for sleep, sleeping, afternoon snack, free-time activity and departure.

In free play time activity children chose the games and toys according to their interest.
Kindergarten teachers had prepared the space for the activities and worked as mediators. The
most popular games in The Young Group were fishing with magnets, building with animals
on the carpet, memory game, and a cutting game with scissors and plasticine. In The Middle
Group children liked drawing with crayons and chalk at a table, building a town on the carpet,
and playing with LEGO. Children in The Old Group made Easter eggs from flour plasticine at

a table, built an airport on the carpet, and played a memory game. Playing went on in pairs,
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small groups or individually, with or without the kindergarten teachers or the assistants. (I
will turn back to the question of grouping at the linguistic description of the different plays
later in this chapter.) After cleaning up I observed three sessions which I recorded: in The
Young Group a story telling session, and in the two other groups two P. E. sessions. After
meals (snacks and lunch) free time activities were going on.

Parents’ roles in the daily routine were reduced to the few minutes when they brought
their children to the kindergarten and took them home in the afternoon. With the Hungarian
parents kindergarten teachers spoke Hungarian, while the vehicle language between foreign
parents and kindergarten teachers was English even with non-native English parents, too. Few
fathers bring their children to the kindergarten but a Bulgarian father appeared during my
visit. Parents did not stay long and their communication usually contained some information
just like the American mother’s in The Old Group who told the kindergarten teacher in
English to change her child’s clothes if they go outside.

Linguistic features could be observed together with social grouping. In The Young
Group Vuokko, whose mother is Finnish and father is Swedish called Jesper, the Swedish boy
to play, probably, in Swedish (“Komm, Jesper!”’) and then they were playing together using
the Swedish language continuously. I must admit here, however, that as I do not speak
Swedish, I cannot state this definitely, yet I might deduce it from the background information
according to which Vuokko is Swedish—Finnish bilingual and Jesper’s L1 is Swedish. On the
other hand, as I speak a little Finnish, I may say that it was not the Finnish language the
children used between themselves.

The American Chessa and the Norwegian Ingrid were playing with plastic animals on
the carpet. Chessa gave Ingrid instructions in English, like “Put the crocodile to the zoo!” or
“Take another one!”. Although Ingrid did not answer her in English, she followed the
instructions. Children were very mobile and new groups were constantly forming. Karin, the
Swedish girl joined the Vuokko—Jesper pair playing together using the Swedish language.
Ingrid left Chessa and continued playing with a group of Hungarian children where her
reactions showed that she understood Hungarian, but she did not use the language. In between
I asked Vuokko “Mistd sind olet kotoisin?” (“Where are you from?”) in Finnish. She was
also talking about her family in Finnish expecting me to understand. When she realised that
my Finnish was not enough to understand her, she was trying to explain some Finnish words
to me at snack time by showing and miming (“voileipid’ = “bread and butter”; “Hyvdd

ruokahalua!” = “Enjoy your meal!” etc.).
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A few children were playing alone, for instance Ingrid, who was dressing up a wooden
bear family. When I asked her in Hungarian (“Mit csinalsz?”) she did not answer. Later I
asked about the bear family still in Hungarian, and she started to answer me in the same
language: “Ez a mama. Ez a papa. Ez Krisztina. Ez én vagyok.” (“This is mother. This is
father. This is Christina. It’s me.”) When 1 inquired “Ez a te csaladod?” (“Is this your
family?”) she gave me a positive answer in Hungarian. When I repeated the same question in
English, she gave me a positive answer again, but this time in English. When she put a bear
aside, I asked her “Miért nem tetszik ez a macko?” (“Why don’t you like this bear?”)
“Mert...” (“Because...”), but she did not finish the sentence. She showed me the bear’s mouth
which curved down and told me a Norwegian word I could not understand. She repeated the
word louder and louder while she became more and more impatient. When I told her “Sir.
Szomoru.” (“He’s crying. He’s sad.”), she accepted my version and repeated in Hungarian:
“Igen. Sir. Szomoru.” (“Yes. “He’s crying. He’s sad.”). After a while Chessa and Ingrid were
together again playing memory game with animals. Chessa was speaking English all the time:
“The zebra goes there. One goes there ... here. It’s a bird right there.” Ingrid took part in the
game but did not speak either Hungarian or English. When the kindergarten teacher went up
to them, she asked Ingrid in Hungarian “Segitesz Chessanak?” (“Will you help Chessa?”) -
“Nem, nem tudom ezt.” (“No. I cannot do it.”’), came the reply in Hungarian. While Chessa
was speaking English during the memory game, Ingrid used basically Hungarian: “Ez itt egy
fish.” or “piros egg”.

There were two more groupings worth mentioning: Momchil and Jesper were very
often together. They were speaking their own mother tongue: Momchil the Bulgarian and
Jesper the Swedish language even while playing e.g. cutting figures and using plasticine.
Hungarian children were speaking exclusively Hungarian, even when they were playing with
foreign children. Hungarian children did not go up to foreign groups by themselves. On the
other hand, when a foreign child joined them, they let her/ him join but did not change the
language. Also some Hungarian children prefer playing alone, e.g. Noémi who was not
involved in any children’s group during the day. At the same time she was very much
interested in my presence, gave me a gift and was talking about herself gladly.

Linguistic features from the kindergarten teacher’s side were more observable when
she got control over the whole group. After the free play activities she called the children to
tidy up the room. She did it with the help of a short English song (one line repeated several
times) whose similar version was also told in Hungarian: “Listen children, clean up time...!”

and “Dolgozni szaporan, felmossuk a konyhat...” (“Let’s work quickly, we’ll scrub the
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kitchen...”) Afterwards, with a similarly simple line the teacher raised children’s attention:

“Listen, children, be quiet!”

3.2.4.3 Observation in The Young Group

Calling-over went on in a playful way in The Young Group, where children were
sitting together with the kindergarten teacher and the assistant on the carpet. At this time the
teacher checked children’s presence with the same question in English: “Andras Barath,
what’s your favourite animal?” “Dino.” etc. Not whole sentences were expected; one word
was enough. Most Hungarian children answered in Hungarian which was translated by the
teacher into English: e.g. ‘paci’ — ‘horse’, ‘sdrkdny’ — ‘dragon’, and the pronunciation was
taken care of ‘dino’ [di:n6 — ‘dainou]. Some of the names were not corrected, however, e.g.
‘delfin’ (“dolphin’) and ‘krokodil’ (‘crocodile’). English was used as the main language in this
session (e.g. “Raise your hand if you want to go home after lunch.”), but sometimes
Hungarian was used even in the communication with foreign children. The kindergarten
teacher consistently talked to Vuokko in Hungarian: “Varj egy picit, Vuokko!” (“Wait a
minute, Vuokko.”). American English could be observed, e.g. “We re waiting for you in the
restroom.” Counting the number of the children present was going on in Hungarian. At the
end of this procedure, two children were sent out to the nurses to report how many children
would stay in the kindergarten after lunch. One child was Hungarian and the other is
American. The instructions (what to say to the nurses) were given by the teacher slowly in
Hungarian. Finally, lining up was also introduced with an English rhyme: “Listen, children,
line up now!”

After washing hands children were waiting in the corridor where the teacher initiated

to sing the song learnt for Mother’s Day together:

“We love mothers, we love mothers,
Yes, we do. Yes, we do.
Mothers are for hugging, mothers are for kissing
We love you. Yes, we do.”

As an illustration, she asked each child in English to go up to her: “Momchil, come
here. 1'd like to hug you. 1'd like to kiss you.” In this part she spoke English to everybody,
even to the Hungarian children. At the same time she asked the pedagogical assistant in

Hungarian. Apart from the procedure, she spoke English to Karin (““Sit nicely. Put down your
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leg. Thank you.”’) and Hungarian to Vuokko (“‘Vuokko, gyere ide!” = “Vuokko, come here!”)
and she seated the little girl on her lap.

According to the rules of the Hungarian system children were having their snacks and
lunch together at different tables. The kindergarten teacher started in Hungarian: “Jo étvagyat
kivanok!” (“Enjoy your meal!”) and children answered in the same language: “Koszénom,
viszont kivanok!” (“Thank you. Same to you!”’) Children were playing while eating,
especially with bread. The Hungarian Nelli said to Vuokko: “My name is ‘krokodil’.”, then
Vuokko answered with the same method showing her piece of bread: “My name is ‘zsiraf”.”
The kindergarten teacher warned the American girl in English: “Eat your bread, Chessa!”
During meal the kindergarten teacher, the pedagogical assistant and the nurse were all ready
to help. When children needed something, Hungarian children told the teachers, and foreign
children raised their hands.

The actual initial or session led by the kindergarten teacher started after hygiene
activities. It began with physical exercises in the disguise of a train journey. The kindergarten

teacher introduced the exercises in Hungarian using popular rhythmic Hungarian children’s

verses like Tengerecki Pal (Paul Tengerecki) by Tamko Siraté Kéroly or Mozdony (Train) by

Gyula Illyés:
Tamké Siraté Karoly: Tengerecki Pal - parts Illyés Gyula: Mozdony
Szil, szal, Ssh-sszh, beh
szalmaszal! sok suly!
Merre jar a Pal? Meg se
mozdul!
Tenger szélén? Friss sze-
Hegyek élén? net, ha
Havas sziklak bekapok:
meredélyén? messze,
messze
Hol bolyong? szaladok,
a messzivagyo, szaladok...
tlizhegyjaro,
felh6szallo
Tengerecki Pal?

The first one is about a boy who likes strolling all over the countryside and the second
is the personification of a train.
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Also an English rhyme was used to show parts of body together with moving:

Hop one, two,
Jump three, four,
Turn around quickly,
And sit upon the floor.
Clap one, two,
Knock three, four,
Jump up again,
And be ready for more.

Some children were singing and almost everybody was doing the movements. Chessa
did not feel like joining, so she was staying apart first watching the children, then playing
with a doll. Later Momchil joined her. The kindergarten teacher praises the children in
Hungarian “Karin, iigyes vagy!” (“Karin, you're clever!”) Later she invites Momchil to the
circle in Hungarian.

The P.E. session was followed by a rhyme which Hungarian boys say at Easter when
they sprinkle girls with water or perfume. This rthyme was very carefully introduced with
visual aids which helped children imagine the situation and make out the Hungarian words,
e.g. fecske’ (‘swallow’), ‘haz’ (‘house’) and ‘domb’ (‘hill’). The words and the rhyme were
practised only in Hungarian. The teacher asked Vuokko and Ingrid to recognise the pictures
and they answered in Hungarian saying ‘piros tojdas’ (‘red egg’) or fiu’ (‘boy’). Then a
ladybird was put together out of coloured paper forms. The name of the animal and its
different parts were told in Hungarian: ‘katicabogar’ (‘ladybird’), ‘potty’ (‘spots’), ‘labak’
(‘legs’). Also little ladybirds were handed to children and the instruction to pull them on
fingers was given both in Hungarian and English stressing ‘mutatoujj’ (‘pointer’). Then a

Hungarian song about a ladybird (Katicabogar by Vilmos Gryllus) was sung together:

Dombort hatam, pottyds a szarnyam,
baktat a fiiben hat pici labam.
Maszom a dombra szarnyamat bontva,
ringat a szelld, ez csak a dolga.

Szallok az égen, nap siit a réten,
hét kicsi pottydom csillan a fényben,
amde megallok, rad ha talalok,
nyujtsd fel az ujjad: arra leszallok.

In the tale telling part of the session the kindergarten teacher tells a tale about the lost

goose. Children sit around her on the carpet and listen to the tale. The teacher pretends that
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they are a part of a theatre play and asks in Hungarian: “What do we do if we like the

b

performance?” Children answer: “We clap,” and they do so. The tale goes in Hungarian.
Some paper puppets on a wooden stick illustrate the tale. At the beginning of the tale the
question “How many little geese were born?” is asked, then children count and answer in
Hungarian. The tale is interrupted three times by short songs which intend to comfort the
goose that seems to have lost her mum. Two songs are sung in Hungarian (“Szdz liba egy
sorba...” and “Latod, kisliba, meglett a mama...””) and one in English (“Don’t cry little goose,
we will take you home...”). At the end of the ‘performance’ children clap and Chessa wants to

take home the puppets. The kindergarten teacher tells her in English that she would need them

again later, so she cannot give them to her.

3.2.4.4 Observation in The Middle Group

Older children go to The Middle Group than into The Young Group and their age can
be noticed in their play and communication as they have known each other for a longer time.
Therefore in The Middle Group children are more relaxed and there are a few “old friends”
who usually play together. Luboslaw, a Polish boy speaks to the kindergarten teacher fluently
in Hungarian. “Megetted a siiteményt?” (“Have you eaten the cake?”’) asked a teacher and he
answered “Majd holnap.” (“Tomorrow.”) He was not embarrassed at my presence either. He
involved me immediately in castle building on the rug. He spoke to me Hungarian telling me
that although he was playing with Hungarian boys, his real friend was absent. When I
inquired in Hungarian who his friend was, he replied: “Mariusz, de 6 polska.” (“Mariusz, but
he is polska.”). “Szoval lengyel.” (“So, he is Polish.”), 1 stated. “Nem, polska!” (“No, but
polska!””) When the kindergarten teacher warned Luboslaw in Hungarian not to hit other
children, he stopped doing so. When I asked him about the animals in the zoo on the rug, he
clearly made a difference among them. E.g. “Ez oroszlan vagy tigris?” (“Is this a lion or a
tiger?”) “Oroszlan.” (“A lion.”) When an American boy, Blake joined the Polish—Hungarian
group of boys, the vehicular language was Hungarian. Matyi, when he realised that I was
speaking to the children, asked me: “Te tudsz magyarul beszélni az angolokkal?” (“Can you
speak Hungarian to the English children?”)

Anastasiya and Emily make another mixed (Bulgarian—American) pair. They were
inseparable also during my visit. They are building an animal farm and speaking English.
Emily: “They’re horses. This is their house.” Anastasiya: “They’re ghosts. The horses are

scared.” When the Bulgarian girl was speaking to me, she used English. Matyi was ready to
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help me and showed me his translating skills: “Azt mondja, kisértet jon.” (“She says a ghost
is coming.”) Free playing activity is ended up with cleaning up. The assistant says: “Listen,
children, clean up time!”, and then in Hungarian: “Dolgozni szaporan...” (“Let’s work
quickly...”)

The common activity led by the kindergarten teacher in this group was physical
exercises. It was embedded in a game called “Fire, water and air”. Different activities were
connected to these words. It means that children were expected to do the following
movements on hearing the calling words: fire — crouching, water — running, air — lying on the
floor. One more activity was added to the word: on hearing ‘sunshine’ children had to lie
down on the back. The teacher was playing with the words and also with the rhythm of the
game (slow and quick movements were required). Children followed the instructions which

were given only in Hungarian.

3.2.4.5 Observation in The Old Group

Just like in the previous two groups, social grouping of children influenced language
use in The Old Group as well. Halldora and Mjoll came from the same country (Norway) and
they usually play together. They used their mother tongue, the Norwegian language, during
my visit, too. Klari, a Hungarian girl joined them while cutting Easter eggs and spoke English
to the girls: ”It’s orange. It’s pink.” Klari wanted to show me her English command and
started to sing and dance at a nursery thyme: “Two little dicky birds sitting on a tree...” A
group of Hungarian boys declared that they were soldiers and did not like Klari’s singing, so
they kept their ears stopped. In between, the American Mandy arrived who started to play
alone till Hungarian children called her to play with them. She accepted the invitation, but the
communication was not smooth: Hungarians spoke Hungarian to her, but she did not respond.
Two more American boys arrived who started to play together immediately. First, Jonas and
Bradley were playing a memory game and Jonas listed the names on the cards in English:
“clown, plane, ghost, etc.” When I ask him if he could name them in Hungarian, a negative
answer comes. Meanwhile the boys were talking about animals: “We have four kittens. I saw
the Dad cat, but his eyes were broken.” When they got bored with the memory game, they
moved onto the rug to play with airplanes. Jonas spoke more (“Help me, here. Oh, my
God!”), Bradley moved and jumped with the planes but his words were not clear.

The teacher initiated activity in this group, just like in The Middle Group, was

physical exercises. The kindergarten teacher used exclusively Hungarian in this section. She
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took part in the activities (walking, stretching, tiptoeing etc.) while she was saying what they
were doing. Before they started the exercises, a Hungarian boy counted the boys in Hungarian
and then Halldora, the Norwegian girl was asked to count the girls. She was offered to count
either in Hungarian or in English. She chose Hungarian, and counted fluently. When the
kindergarten teacher asked in Hungarian how many girls were present, she answered in the
same language: “Nyolc.” (“Eight.”) In the second part of the P.E. session children were
boxing in the air and for some safety reasons the teacher asked them to box only forward.
Halldora did not seem to catch it and the others warned them in Hungarian: “Elore, Halldora,
elore!” (“Forward, Halldora, forward!”) The last part covered hurdle race with a ball where
all the instructions were given only in Hungarian. Although the pedagogical assistant was
present, this time she did not speak either language.

The language share between the teacher and the assistant could be observed easily as
the kindergarten teacher used almost exclusively Hungarian and the assistant used English
both with Hungarian and foreign children. Dorottya, the assistant uses English systematically
and consistently: if she does not remember a word, she rather consults the dictionary than says
it in Hungarian. This time she looked up vocabulary connected with flying: “power plant”
and “runway”. In this group the kindergarten teacher’s English was limited to some panel
expressions or instructions, e.g. “Silent, please!” “Come here.” “Let’s start.” “Close your
eyes.” etc. Signals were repeated by her in English and Hungarian, too: “Clean up, clean up,
everybody!” and just after it in Hungarian: “Dolgozni szaporan, felmossuk a konyhat...”
(“Let’s work quickly, we’ll scrub the kitchen...”) At meal time “Jo étvagyat!” (“Enjoy your

meal!”’) and the reactions were heard also only in Hungarian, just like in the other groups.

3.2.4.6 Extracurricular activities: International Family Day

During my visit a special event was organised in the frame of the European Social
Reform Operative Programme (TAMOP). I was invited and observed this extracurricular
happening. It was arranged in the courtyard of the kindergarten where all the Hungarian and
foreign families were invited. The scene was decorated with huge pictorial boards where the
characteristic features of kindergarteners’ different countries were introduced. Seven
countries were displayed: Hungary, the Netherlands, Sweden, Norway, Poland, Bulgaria and
the United States. In the thematic boards, children and their parents could see the map, some
famous people, typical animals, the national costume, the flag and the coat of arms of each

country (Appendices 17 & 18). Besides, a brief description of the countries was added in
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Hungarian and English. Before the main activities started, everybody could taste some cakes
made by foreign and Hungarian parents for the occasion, e.g. the American muffin and the
Bulgarian cabbage pastry (Appendices 19 & 20). Each tray of cakes was decorated with the
flag of the given country.

The masters of the afternoon were the local Pegasus Theatre which is made up of
teachers and actors who have entertained children on several occasions. This time they set up
different scenes for different games where children could take part. The scenes were signalled
by the flags of the countries and everybody who managed to accomplish a task won a little
flag. The flags were picked into an apple and those who collected all the seven flags were
rewarded. The games were varied: for instance children were fishing in “Poland”, throwing
apples from horseback in “Hungary”, slaloming with a broom around witch hats in “Sweden”
or skiing in “Norway” (Appendices 21 & 22).

Languages were used by the actors alternatively: narrating went on in Hungarian and
English, one after the other, and on the different spots Hungarian and English were used
depending on children’s demand. With non-native English foreign children the actors
employed meta-communication: they showed and helped the process of playing in this way
when a mother tongue was not available. In some other cases, the instructions were given to

parents in English and they passed them on to their children in their own language.

3.2.5 Brief summary

During observation I was trying to gain insight into the setting and material conditions
of the kindergarten, watching how grouping was formed and what kind of activities children
took part in, and carried out careful inspection in and outside the kindergarten group rooms. In
order to find answers to the preliminary research questions (cf. 1.4) and consider the
hypotheses (cf. 1.3) in the light of the previously developed theories (cf. 2.6) I will enter into
an in-depth discussion in the Overall discussion of results chapter (Chapter 4). In the

following chapters I will continue the exploration with the interviews.
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3.3 Study 2: Interviewing the parents

3.3.1 Context and participants

During observations the stress was mostly on children’s and kindergarten teachers’
actions and reactions in the kindergarten. Parents were not present during the whole day,
although they appeared in the morning and in the afternoon and we also met them at the extra-
curricular activity where they played an active role.

If triangulation is considered to be a prism, with the next step I will have the
opportunity to look at another side of the same prism: interviewing parents will provide us
with some more aspects and will answer the questions which can only be answered by the
parents who can see their children at home and who can give information about their
linguistic and social behaviour under a setting different from the kindergarten. I was
especially interested in parents’ attitude to multilingual-multicultural education and their
children’s adjustment to the multilingual-multicultural kindergarten: how they help to develop
their children’s linguistic self and identity, what kind of motivation they can provide to ease
the problems of their children and what their opinion about the pre-school education in Papa
is like.

I put a special stress on finding parents of children from different kindergarten groups,
age groups and nationality. Taking my requests into consideration, kindergarten teachers

helped me to find the suitable interviewees who are as follows with pseudonyms (Figure 28):

Name Parental status Nationality Child’s name and age

1. | ZitaS. mother Hungarian Misi (4,5)

2. | Kinga R. mother Hungarian Diana (4)

3. | Klara K. mother Hungarian Hunor (5)

4. | Kira U. mother American Chessa (3)

5. | Wendy C. mother American Mandy (5)

6. | Megan P. mother American Jonas (5,5)

7. | Hristo N. father Bulgarian Anastasiya (4,5)

8. | Polanka S. mother Polish Luboslaw (4)

9. | Rosalind N. mother Norwegian Ingrid (4)

Figure 28. List of the interviewed parents
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3.3.2 Research design: structure of the interview items

The interview is a semi-structured interview which is made up of 47 items (Appendix
23). Questions are built upon each other, fit together and they have elements connected to
each other, thus they possess logical inherent coherence. Semi-structured interview (Dornyei,
2007) was chosen because previous information about the scene, educational setting and
multicultural environment determined the types of the questions. At the same time
interviewees were highly encouraged to give their reflections without limits. Therefore, the
order and the wording of the questions slightly varied from one parent to the other. However,
the interview guides were similar and consistent.

Interviewees in this case are kindergarteners’ parents whose opinion, attitude, way of
life and former experience are brought into limelight. According to Nadasi’s (2004 a)
classification the questions of the items fall into the following broad categories:

Items about

* opinion: e.g. Iltem 37 Do you like multilingual education in the kindergarten?

« attitude: e.g. Item 20 Would you prefer a native English kindergarten teacher?

» way of life: e.g. Item 7 How many countries had you lived in with your family

(before you came to Hungary)?

* experience: e.g. Item 16 What is the mother tongue of the children your child plays

with?

Besides the categorisation the target audience of the interview had to be decided. The
interview was prepared for three groups of parents, namely for

1. Hungarian parents,

2. native English parents and

3. non-native English parents.

Questions are constructed with a parallel structure for all the three groups of
interviewees. However, there are necessary changes either in the structure or in the wording.
These usually happen within one item and does not affect the whole structure of the questions.
For instance, in Item 13 the question, How did your child’s mother tongue develop in the
kindergarten? is transformed into the following question: Does he/ she get mother tongue
education in this kindergarten? The reason for this alternative is that the first question is

addressed to native English parents, while the second one to non-native English parents.
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Obviously, the researcher has the limits in the case of a standardised interview; therefore the
nature and the order of the questions do not change.

Nevertheless, types of questions alternate. On the one hand, it serves the avoidance of
monotony and the maintenance of attention. On the other hand, the interviewer does not strive
to elicit well-structured, fluent answers without discrepancies, but to gain answers the truth
value of which can be taken into consideration. Thus, probable contradictions cannot be
overlooked. To explore them it is useful to ask similar questions at different points of the
interview. For instance between the answers for Item 14 (Does your child take part in the
English language sessions in the kindergarten?) and Item 39 towards the end of the interview
(Does your child talk about what happened in the kindergarten?) contradiction might appear.

Questions which aim to raise interest and are about biographic information take place
at the beginning of the interview; for instance Item 1 (How old is your child?) or Item 2 (How
long has your child been going to the kindergarten?). Content questions convey the essence
of the interview and they go to the middle part of the series of items; for example Item 10
(Why did you enrol your child in this particular kindergarten? In this group?) or Item 18
(What language does he/ she speak to the kindergarten teacher?). Interviews usually start
with demographic questions. In the present case they go to the beginning of the interview in
order to reveal background and set the appropriate tone of the dialogue. An example for the
latter is to call the child, and also the parent, by his/ her first name. Item 3 is a typical question
about biodata ( a) What is your mother tongue? What is your husband’s/ wife’s mother
tongue? c) what do you consider your child’s first language?).

According to another categorisation the types of the items can also be examined. The
questions of the items correlate with four main topics which are as follows:

I. General (introductory) questions; e.g. Items 1-3, 5-11

II. Questions about languages and language learning; e.g. Items 4, 12, 13, 14, 15,

18-28, 31, 32, 40, 43, 44

III. (Inter)cultural questions; e.g. Items 16, 17, 33-36, 42, 45

IV. General pedagogical questions; e.g. Items 29, 30, 37-39, 41, 46, 47

With reference to the aim of the research most questions belong to Category II., where
questions about language, language use and language learning are asked. Questions after
piloting were added to the series of items (e.g. Items 4, 6, 15, 20, 22, 30, 34, 36).

Questions can also be categorised according to their grammatical form, i.e. yes-or-no

and Wh-questions. It is expedient to use the two types alternatively for the sake of the rhythm
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and for a change. Among these items, however, Wh-questions play a more significant role
than yes-or-no questions as the main emphasis is placed on the interviewees’ own opinion
(Item 34), attitude to a certain problem (Item 38), and their motivation for action (Item 10).
Naturally, Wh-questions give more space to discuss special issues.

A problem in terminology can be noticed regarding closed-ended or open-ended
questions. The dilemma is how to call questions which expect short, definite answers, for
instance demographic questions (Items 1, 2, 7, 8). For these I consistently use the wording
‘closed-ended’ as answers range on a very short, limited scale. For example, Item 5 ( What is
the language you use at home a) with your husband/ wife? b) with your child(ren)? ). Very
often these questions offer a limited set of answers; therefore they can be called multiple
choice questions as well.

As far as the form of questions is considered main and sub-questions can be
differentiated. For example, in Item 7 the main question is How many countries had you lived
in with your family (before you came to Hungary), while the sub-questions connected are a)
Which were they and b) How long did you live there?

The order of items has already been discussed. What is worth mentioning about the
interview closing items is that they tend to be appropriate for evaluation, judgement and at the
same time they are trying to be thought-provoking, e.g. the last item (Item 47. Is there
anything you would alter in the kindergarten?).

As far as the language of communication is concerned, the languages of the interviews
are Hungarian with Hungarian parents and English with native and non-native English
speakers. In wording the questions I tried to follow Dornyei’s (2007) rules. He draws
researchers’ attention to the fact that, besides academic merits, interviewers cannot lack
creativity and common sense either in item writing.

In wording the series of items the primary aim is to put the questions into a clear,
unambiguous and simple language. Therefore some archaic or sophisticated expressions had
to be replaced by more everyday or understandable ones (e.g. the Hungarian equivalent of
child: ‘gyermek’ — ‘gyerek’; the latter is used). Foreign words, special terminology or
complex grammatical structures are also avoided (e.g. Item 26. ‘manifested’ was replaced by
‘show’ after piloting). Instead of synonyms the same expressions were used consistently (e.g.
‘kindergarten’, instead of ‘day care’ or ‘pre-school’). Sometimes it caused difficulties as the
Hungarian equivalents of some foreign words are not yet widespread. Thus for instance the
foreign word ‘multikulturalis’ (‘multiculutural’) is much better understood in Hungarian than

its Hungarian translation (‘tobbkultirajusag’). The latter sounds slightly artificial.
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Piloting has also helped to make questions more precise and unambiguous. For
instance the wording of Item 12 was not clear for the American pilot interviewee as she could
not decide which language is included in the question: mother tongue or the foreign language.
Originally the question sounded When did your child start to speak? Two words were added
to make it clear: When did your child start to speak in general? Similar corrections were
made in Items 7, 10 or 26.

It is worth mentioning that the addressing was written in formal style in Hungarian,
while the interviews were made in informal style. Similarly, interviewees’ first names were
used to avoid formality with English speaking parents as well.

Finally, after the overall notes about the structure, types and wording of the items, it is
useful to review some major principles and check if the series of items fulfil these general
expectations (Reményi, 2010):

First of all the items proceed from general to specific. This relevant guideline helps to
find the way from universal questions to more definite ones as in Items 3 (What is your
mother tongue?) and Item 5 (What is the language you use at home a) with your husband/
wife? b) with your child(ren)?). Item 3 wishes to identify the interviewee’s mother tongue
introducing the topic of language with this simple, broad question while questions about
languages and language use are becoming more and more concrete. Item 5 offers the choice to
concentrate on different languages and their use in different situations making the questions
more distinct.

At the same time items are advancing from simple to compound issues. This principle
serves to receive profound answers to the problems. The uncomplicated question of Item 9, in
the form of a straightforward yes-or-no question focuses on a single experience about
multilingualism (Has your child always attended a multilingual kindergarten?). A similar
idea is becoming more and more complex and thought-provoking in Item 21, which is also
shown in the form of sub-questions (/n which languages does your child communicate with
foreign children? a) Does he/ she speak to them in a foreign language?, b) Does he/ she
answer in a foreign language?).

While compiling the items, it is also advisable to take chronology into consideration.
Keeping the timeline of past — present — future it is easier to follow data during the interview
and analyse data after the conversation. This schedule of events can be noticed for example
from Item 2 (How long has your child been going to the kindergarten?) through Item 26 (Has
your child’s English developed in the kindergarten?) to Item 44 (At present do you consider

your child monolingual or bilingual (trilingual)?). These systematic sets of items will mirror
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not only the timeline but also the educational-linguistic development of the kindergartener in
the proper chronological order.

The problem of eliciting is a technical issue in interview questions. It can especially be
noticed in case of yes-or-no questions where the question forks into two directions. In Item 26
(Has your child’s English developed in the kindergarten?) for instance, the closed-ended
question cannot be finished as further exploration is needed to reach usable answers. Thus,
two sub-questions were added to the main question ( a) If yes, how does it show? b) If not,
what is the reason?). This technique helps to gain valuable result and makes both the
interviewer and the interviewee think about the problem; not only on the surface.

While making an interview it is important to elicit important details, hence very often
compound questions are needed. If a question contains positive and negative elements, the
appropriate order of the questions is proceeding from positive to negative. In this case it is
ideal if the questions are asked separately as in Item 38 ( @) Can you see any advantages of
multiculturalism in the kindergarten? b) Any disadvantages?). In this way the researcher has
the chance to receive balanced answers while concentrating on positive conceptions first.

Another general principle is concerned with the direction of questions from the
interviewee’s point of view, which means that questions should start from the interviewee’s
personality and advance to the broader situation, circumstances or general opinion. The
progress from ‘near’ to ‘far’ can be noticed in Items 9 (Has the child always attended a
multilingual kindergarten?) and 38 ( a) Can you see any advantages of multiculturalism in
the kindergarten? b) Any disadvantages?). Here general conclusions can be drawn which
lead further from the concrete situation to broad information about multicultural education in
general.

It is also advisable to keep the order of neutral and evaluating questions. First neutral
questions should be asked and towards the end of the interview evaluating questions can take
place. In the present series of item it can be seen for instance in Items 3a) (What do you
consider your child’s first language?) and 28 (Do you consider Hungarian important for your
child?). Starting with neutral questions has the advantage of giving the opportunity of a free
conversation without any kind of commitment to an idea or opinion which might become
inconvenient during the course of the interview. Yet, with the progression of the dialogue
more and more opinions, ideas, evaluation and judgement can be revealed.

As items are are in close connection, thus, overlapping, i.e. taking more than one
principle into consideration at the same time is not only unavoidable but desirable so that the

items could show a coherent and mature structure.
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3.3.3 Methodology

Interviewing in education started to become popular in the 1960s when it was adapted
from sociology (Nadasi, 2004 a). Among its advantages flexibility and adaptability are
mentioned and it is especially favourable when the research wants to gather the interviewee’s
experience and opinion and its aim is to explore new patterns and to give novel explanations
to a phenomenon (Bell, 1993; Majoros, 2004; McMillan & Weyers, 2007). The other side of
the coin is, however, that interviews are time-consuming, can be biased and are not easy to
analyse as they do not provide the researcher with black and white, tangible and measurable
results (Foris, 2008). At the same time, the results are usually not representative, because the
sample is by far not as large as in the case of quantitative research methods (Szabolcs, 2001).

In our research, interviews seem to be a plausible solution: there had been enough
necessary information and knowledge about the scene of the research before the actual start of
the interviews and instead of numerical data it was more reasonable to go deep and elicit as
many subtle details about the educational situation as possible. In order to do so, on the basis
of similar aspects different actors of pre-school education were interviewed.

In this chapter the interviews conducted with the parents will be analysed. The
interviews were carried out between August 2010 and January 2011. Altogether 13 parents
were interviewed, but only nine interviews were taken as final samples. The others were
neglected as the families were moving from Hungary and their children could not be observed
in the kindergarten. The actual interviewees belong to three categories: 1. Hungarian, 2.
English native speaking and 3. non-native English/ Hungarian speaking parents (cf. 3.3.1).
Most interviews were held in a separate room provided by the kindergarten, except for two
when [ visited the family’s home. In one of these homes, the whole family was present and
the husband also joined the conversation; as it is referred to in the appropriate points (cf.
3.3.4). Apart from this case, the interviews were face-to-face interviews with one of the
parents where no other person was present beside the interviewer and the interviewee. The
length of the interviews was 50-60 minutes. Due to its flexibility and effectiveness in this
case, 47-item semi-structured interviews were prepared and conducted. The reasoning for this
and the detailed analysis of the interview questions can be seen at the beginning if this chapter
(cf. 3.3.2).

During the accomplishment of the interviews Bell’s (1993) and Kvale’s (1996) advice

was followed and the following schedule is being kept to:
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1. Preparing the interviews — with the help of the kindergarten teachers
. Designing the interview guide
. Piloting the interview guide

. Revising the interview guide according to piloting

2

3

4

5. Conducting the interviews
6. Selecting the interviews
7. Transcribing the interviews

8. Analysing the interviews

As a tool an interview guide was used whose detailed analysis has already been done
(cf. 3.3.2). Piloting was done by two parents: one of them is a Hungarian mother whose 4-
year-old daughter went to a German minority kindergarten, and the other is an American
mother, whose 5-year-old adopted daughter went to a Hungarian kindergarten. Both children
attended the kindergarten in Sopron.

Ethical issues were also taken into consideration. Therefore, after a brief oral
introduction a Hungarian or English Agreement about the conduction and the application of
the interviews were read and signed by the parents (Appendices 24 & 25). Among other,
parents gave their consent for using a Dictaphone during the interviews.

As far as the analysis of the interviews is concerned, qualitative content analysis was
applied in all the interviews. In parents’ interviews, after transcribing approximately 80% of
the material, coding was done (Szabolcs, 2001; Brown & Rodgers, 2002). At this point I
absolutely agree with Seidman (2002), who makes us understand that text analysis is not a
single-method job where a certain pre-planned scheme can be applied for the sake of
attracting results. It is a time-consuming process which is built both on the researcher’s
cognitive skills and creativity. In our case, analysis started with reading and re-reading the
scripts according to different aspects. Colour-coding, by which key-terms emerged, helped to
categorise, re-categorise and assign relating themes so that special patterns of independent and
interdependent opinions, attitudes and experience could be gained within one interview and
among the net of the interviews. Having prepared, conducted and analysed the interviews I do
not feel Cohen’s ‘fishing’” metaphor for interviewing an exaggeration: “like fishing,
interviewing is an activity requiring careful preparation, much patience, and considerable
practice if the eventual reward is to be a worthwhile catch” (Bell, 1993, p.92).

The results of parents’ interviews with discussion will be reported in the following
chapter (cf. 3.3.4), while the closing conclusions, together with the results gained by the other
methods (within the frame of triangulation) can be found in the final chapter (Chapter 5).
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3.3.4 Results

3.3.4.1 Background to families

From basic biodata it turns out that children’s age ranges from 3 to 5 years and they
have been going to the kindergarten for 0,5-2 years. Foreign parents’ jobs are connected with
the NATO base. Usually husbands work for the air base except for the Norwegian Rosalind,
who is an officer herself. Wives are usually housewives here, except for the Polish Polanka,
who is an economist and is trying to organise her own job with the stock exchange from
Hungary. Rosalind left her husband, who works in the oil industry, back in Norway.
Hungarian parents work in a wide area not related to the NATO: there are primary school
teachers, trade company managers, social workers and entrepreneurs among them.

Before coming to Hungary, one American family lived only in the USA, and two
others in Japan for 8 and 3 years. For the other foreign families Hungary is the first foreign
country during their mission, while Hungarian families have not lived abroad. Two children
had not attended the kindergarten before Hungary due to their young age. One American child
went to the kindergarten in Japan, and the other in the Philippines, other foreign children in
their native country (Bulgaria and Norway), while Hungarian kindergarteners’ first experience
is Fay Andras Kindergarten. For most children it is the first multilingual-multicultural
kindergarten, while American children went to American and international kindergartens in
Japan and in the Philippines. All foreign parents agreed that the only reason they brought their
children to Fay Andréas Kindergarten is that they knew that in Papa, it was designated for the
NATO-families, and there were no other options. Hungarian parents said that they had had
good experience with this kindergarten with their elder children already and additionally, they
support early childhood foreign language acquisition. It was especially emphasised by Zita
Szigeti, who also teaches English in a primary school.

To the question “How does your child feel in the kindergarten?” (Item 11) different
answers were received. American and Hungarian parents were satisfied; their opinion can be
summarised with the words of Kira, who is speaking about her daughter, Chessa: “She loves
it. She’s always happy when she comes home and she likes to talk about it, says what she
did.”

The impressions of other foreign parents were more varied:

“At first she was a little bit lonely here, because nobody speaks her language and that was like

one month. We had a lot of problems. She started crying but ten minutes later she stopped. 1
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know that from the teachers. After that no problem, she started to understand what the other
kids speaking or something.” (Hristo, Bulgaria)

“I think at the beginning he was lost, odd. There were Hungarians, Americans here, and he
was the only Polish child. And the children were playing together, and talking together and he
was like one finger standing, and he didn’t even know what to do with himself. Or he couldn’t
even understand everyone. He was speaking only Polish. So, now [ think it’s easier for him,
because now he can speak Hungarian, he can understand some English, and he’s got a Polish

friend. He’s been here for two weeks. They are in the same group.” (Polanka, Poland)

The Norwegian mother, too, mentions language as a difficulty. She also notices
several problems about food with white bread and too much sweet, and sleeping after lunch

which is not part of the daily routine in Norway.

3.3.4.2 Mother tongue development

American parents’ mother tongue with one exception (Filipino) is English, while other
parents’ mother tongue is Bulgarian, Polish, Norwegian and Hungarian. Parents consider their
children’s mother tongue the same as their own. English is considered to be the mother tongue
of Jonas as well, whose mother’s mother tongue is Filipino. Although the Bulgarian
Anastasiya’s mother tongue is considered to be Bulgarian, her father adds that his daughter’s
“Bulgarian is a little broken here”. In American families English is used generally, although
Kira and her daughter, Chessa sometimes talk to each other in Hungarian. In the other
families Polish, Norwegian, Bulgarian and Hungarian are used. The Bulgarian father, Hristo
remarks that sometimes he speaks to her daughter in English and he is proud that Anastasiya
can speak “English for ten minutes at length”.

Children started to speak from the age of 8 months to 2 years. Luboslaw was the
‘fastest’, while Megan’s son, Jonas started to speak at the age of 2. Luboslaw’s mother
remembers that

“..he was always fast in everything. He was 8 months old and he started walking. At the age

of 3 or 4 months, he started babbling, and when he was 7 or 8 months old he said ‘ryba’,

which means fish’ in Polish. When he was 1 year and a half he was speaking like ‘bla-bla-
bla’.” (Polonka, Poland)

Generally, American parents are contented with their children’s mother tongue

development. According to Megan and Wendy, children started to say new words also in
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English while their Hungarian definitely develops, too. Kira is uncertain about L1
development:
“I’'m not sure, actually. Fine, [ suppose she speaks just as well as she did before she started in
the kindergarten [... ] Probably due to the family, I would guess, just because this isn’t her first
language here. But her Hungarian has definitely improved.” (Kira, USA)

Hungarian parents also think that mother tongue acquisition has speeded up in the
kindergarten. Zita observed that her daughter’s vocabulary, comparing it with the nursery, had
suddenly increased, while Klara notices gradual vocabulary extension. The vocabulary of
Kinga’s daughter has also extended, but she is not at all satisfied with pronunciation.
According to her, Didna’s pronunciation has deteriorated. In the case of non-native
Hungarian/ English speakers the item (Item 13) referring to mother tongue development has
been changed. I wanted to know if children get mother tongue education in the kindergarten at
all and what parents opinion is about it. Children’s mother tongue is not at all developed in
the kindergarten, and parents do not have such expectations either:

“Our language is very difficult. She [Anastasiya]is alone and I don’t think it’s worth getting

some teacher from Bulgaria because of her. It’s quite OK to learn English and Hungarian, 1

think. She can listen to us, and she can learn Bulgarian.” (Hristo, Bulgaria)

“I think he has enough Polish education at home, so it’s not important here.” (Polonka,

Poland)

Rosalind involves another aspect at this point:

“[...] before school she might have some use of learning to count and do some simple pre-

school tasks in her mother tongue.” (Rosalind, Norway)

3.3.4.3 General communicative skills

Relating children’s general communicative skills all parents report about development,
especially considering the Hungarian language. They are also convinced that multicultural
background plays an important role in their children’s linguistic development:

“I think she speaks a lot more Hungarian, e.g. counting and just pleasantries, niceties and

such. She’s definitely improved, I know. She seems to be instinctual instead of like having to

really think about it. It just comes out, which is great! I think it’s just constantly being

immersed in it, hearing it. It’s due to the foreign children and the teacher, of course!” (Kira,

USA)
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“It developed very well. They are picking up the Hungarian language very well. It’s amazing.
They might even help me my Hungarian.” (Megan, USA)

“Developed. Anastasiya is more talkative now, definitely - in Bulgarian and English. And 1
like this result. She doesn’t talk that much Hungarian.” (Hristo, Bulgaria)

“It has developed. Because of the situation he had no choice, he had to adapt. Yes, foreign
surrounding counts, of course. Because they are playing together.” (Polonka, Poland)

“Yes, she makes good communication with a lot of people. Of course it would be easier for her
to speak Norwegian to the teachers. First it was difficult for her to let the teachers know that
she wanted to go to the toilet. She couldn’t say that. So, she started to use her fingers. But now
it’s getting better because she’s learning more and more Hungarian every day.” (Rosalind,

Norway)

Hungarian parents mention the “force” of communication in another language and
they appreciate that their children learn a lot of new poems and rhymes in the kindergarten.
Hunor’s mother tries to explain the process of language acquisition from the experience their
family gained from this situation:

“Language acquisition at home and in the kindergarten is built upon each other and it takes

the child forward. It’s a complicated and complex process that develops a bit every single day:

the child asks something he does not understand, you explain it, show it, and then he uses it!

[...] Foreign children’s habits, communicative style and meta-communication have brought

something new to the child’s life. Sometimes I exclaim: ‘Oh, he didn’t learn it from me; how

fine!” Hunor also realises that he is not so easily understood here as in a Hungarian

community.” (Klara, Hungary)

3.3.4.4 English and Hungarian language command

The development of English language command is a refined question. As it has been
discussed earlier, American parents cannot definitely judge it as they also use this language at
home and they cannot separate precisely what their children learnt in the kindergarten and at
home. Other foreign parents think that their children’s English has developed due to the
kindergarten teachers and the native English peers, and their Hungarian has developed more
than their English. They can count and say simple things in English and sometimes they enjoy
‘teaching’ their parents new English words. Hungarian children also use English, e.g. Hunor

G«

has used simple words or phrases like “Come on!”, “Show it!”, “Pick it up!” during holiday,
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abroad. Anastasiya’s father remarks that his daughter also uses slang like “Oh man, what’s
up?” Hungarian parents definitely state that their children’s English has developed a lot:
“We used to go to Helen Doron. Although it was good, it was going on in a set 45 minutes and
with an unknown person who was not so much accepted by my child. I guess that method is
also good, but surely emotional connections are very important, and Hunor accepts things
more from a person he loves. He simply prefers learning from her kindergarten teacher.”

(Klara, Hungary)

As Hungarian can be considered to be a foreign language for foreign children, there
were questions about children’s Hungarian knowledge as well. American parents say that
sometimes they can notice Hungarian words in the children’s use, but they are only words
used separately. The Norwegian mother says that her child likes teaching her Hungarian songs
and phrases. The Polish Luboslaw’s Hungarian is fluent, yet her mother gives a negative
answer to the question whether the boy uses any foreign languages at home:

“Hardly ever. He seems to be ashamed of his knowledge. When I'm near, he doesn’t answer

the teacher in Hungarian, only when he thinks I'm not there. His behaviour suggests: ‘I can’t

speak Hungarian, [ don’t understand a word.’” (Polonka, Poland)

American parents also accept that there are no native English kindergarten teachers in
the kindergarten. Parents tolerate what is available; one of them even appreciates teachers’
language command: “I like it now. They speak good English. They speak better English than
me”, laughs Megan, whose mother tongue is Filipino. Foreign parents prefer Hungarian
native (vs. English native) educators in this special setting. Hungarian parents do not find the
presence of a native English teacher important either. In Klara’s opinion at this age motivation
for foreign language learning is more important than native English environment. She thinks
it will play a more important role later, at school.

Foreign parents do not know if English sessions are compulsory or not in the
kindergarten. Hungarian parents think that although they are not compulsory, teachers are
trying to involve children. According to parents’ answers, children, irrespective of their
nationality, enjoy English sessions, especially those which contain movements, singing and
rhymes. Children often sing in English at home and use expressions that were not taught by
parents. The Hungarian Hunor has friends who he speaks English with. Luboslaw seems to be
an exception, however, as he is not actually involved in English language activities:

“I know he is very resistant almost to everything: ‘Mum, today all the children were doing

gymnastics and I was sitting doing nothing.’ And he is proud of himself. [...] he is not taking
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part in them, not even in language activities, I guess. I don’t know why. [...] When I ask him in
English: ‘Do you like bananas?’, he answers: ‘Yes, I do.” And I never taught him that. So, he
must get it from the kindergarten. He gets the right reactions.” (Polonka, Poland)

3.3.4.5 Language use in and outside the kindergarten

Concerning linguistic relations, the two-way communication between children and
teachers was examined. Hungarian parents support the teacher’s Hungarian language use, and
most foreign parents prefer the teacher to speak Hungarian to their children, except the
Bulgarian father:

“Both English and Hungarian, and this is good. Honestly, I prefer English, because it’s an

international language. This is the only reason I prefer English. Almost everybody could

understand her when she starts speaking.” (Hristo, Bulgaria)

From the other side of the same question it turns out that Hungarian children speak
Hungarian and American children speak English to the kindergarten teacher inserting a few
Hungarian words like ‘kérem’ (‘please), or ‘készonom’ (‘thank you’), while other foreign
children use both Hungarian and English. Luboslaw has a special attitude to languages:

“I believe he speaks Hungarian. I know he speaks Hungarian quite well. But when we are

there, he pretends, he doesn 't speak any other languages than Polish.” (Polonka, Poland)

As far as children’s language use among themselves is concerned, the results show
that American children choose English to communicate with their peers both in and outside
the kindergarten. Besides, they do understand Hungarian and use the language, but mostly in a
passive way, only in their reactions. Other foreign children’s language choice depends on the
actual company. Anastasiya can separate languages and speak Hungarian to Hungarians and
English to Americans. Outside the kindergarten she can also use her L1 as there are three
Bulgarain families who regularly meet. Luboslaw uses Hungarian with foreign children, not
only with Hungarians, e.g. with Norwegians, too. Luboslaw and Ingrid also have the
opportunity to use their L1 as they are not the only ones from Poland and Norway. From
among Hungarians, Misi and Didna use Hungarian, and Hunor tries to speak English as well.
When he does not know the answer, Hunor asks the kindergarten teacher what to say in
English, and then he uses his newly gained knowledge. The formula of vocabulary extension

works in the kindergarten with the teacher as well (cf. 3.3.4.3). Diana’s mother is convinced
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that foreign children can also understand Hungarian, and most of them, especially non-
Americans, do use it as a common language:
“I’ve noticed that also foreign children speak Hungarian. Basically, they speak Hungarian.
They are trying to use another language only if they don’t understand each other in
Hungarian.” (Kinga, Hungary)

The interview also covered parents’ language use among themselves. Everybody states
that parents use English when they meet. Foreign parents also try to learn some social phrases
in Hungarian, but it does not go beyond greetings. Megan says that she also understands more
and more Hungarian, so her communication with parents has improved. The Polish and
Norwegian parents remark that Hungarian parents do not speak much English. On the other
hand, Hungarian parents claim that foreign and Hungarian parents’ communication with each
other is minimal:

“They simply don’t speak. Basically, there is no communication. Nobody initiates here.”
(Kinga, Hungary)

“They are trying to get contact in English. It depends on the person. There are a few mothers
who are trying to learn Hungarian phrases to develop a friendly atmosphere. It is not mutual,

though. Not every foreign parent wants to make friends, but there are exceptions.” (Klara,

Hungary)

3.3.4.6 Attitude to foreign languages in the families

As far as the importance of foreign languages is concerned, it turns out from the
answers that there is no parent who would question the importance of foreign languages
generally. In the case of Hungarian, however, some doubts appear and practical
considerations get into the limelight:

“As long as we are here it is important to learn the language, but when we go back I cannot

see that she will have any use of the language, because it is so totally different from every

other language in the world. But if we can maintain it, I think it can also be good to her

‘language ear’ later, you know what I mean.” (Rosalind, Norway)

“Yes. It’s very important. Because we’re here. So they don’t have a hard time to communicate

with other kids especially when we go out. He also helps me in the store. E.g. I didn’t know

what ‘water’ is in Hungarian and he helped me: ‘It’s viz’, Mummy.’ I know that kids gonna

help a lot.” (Megan, USA)
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Hungarian parents support foreign language development, and they think it should be
a part of their lives. Hunor’s mother admits that one of her inadequacies is that she cannot
speak good English, and she does not want her son to feel the same later. Didna’s mother
gives a thought-provoking answer:

“Actually, it is not important for Didna, but for our modern lifestyle. It would not be important
for Didana herself. I'd be happier with an education with a Hungarian identity. But our world
demands today that children should be well-prepared. My aim is not to hurry her English, but
to provide her with the adequate opportunity. We belong to the generation who learnt Russian
and do not know it. So, English should be ‘in her ears’. Now 1’d just like to give that to her.
So, when she really starts to learn it, it should not be ‘foreign’ to her.” (Kinga, Hungary)

Although at the beginning of the interview most parents said that children use their L1
at home, when a more detailed question is asked about language use (Item 31), it turns out
that children do use foreign languages in their daily communication, even if not to the same
extent as their mother tongue. One of the American girls uses Hungarian with the babysitter,
another one while playing on her own and with Hungarian speaking friends, and another
chooses Hungarian channels if there are cartoons on. Besides their mother tongue the
Bulgarian girl uses English with her American friend, and she can also listen to English on her
father’s Bulgarian TV channel as the programmes are only subtitled in Bulgarian. She
sometimes sings in Hungarian. The Norwegian and the Polish kindergarteners do not use
English. Ingrid uses Hungarian with her friends and likes watching films in Hungarian.
Luboslaw speaks Hungarian with his Hungarian and Norwegian peers, but only when he
thinks his parents cannot hear him.

“Once we saw ‘Micimacko’, Winnie-the-Pooh in Hungarian. He was watching and laughing,

but when we asked if he understood he said: ‘No, but it was so funny!’” (Polonka, Poland)

Hungarian children mostly use Hungarian at home, but they also like singing in
English, speaking English while playing or watching cartoons in English. About language
separation Hunor’s mother remarks:

“When he got into the group, he always said, ‘We have two languages: Hungarian and

English.” Later, when I told him, he understood that Hungarian is our mother tongue and

English is the language we learn.” (Klara, Hungary)

Parents thrive to support their children’s foreign language acquisition either practically

or theoretically. Although American parents do not speak Hungarian, their attitude counts.
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Kira is trying to cooperate because she thinks it is the best time for her child to acquire a
foreign language. Wendy and Megan are ready to learn Hungarian with their children:
“We teach each other. They teach me more. If I ever hear a new word, I say ‘Hey, have you
ever heard of this? OK, I'll learn that!”” (Wendy, USA)
“I think THEY can help me! [ want them just to focus on English and Hungarian. I don’t want
to confuse them with Filipino. [...] I'm looking for an opportunity to learn Hungarian. I know
somebody and I'll ask her to teach me. But she told me that Hungarian was very difficult.”
(Megan, USA)

From another point of view, for Hungarian children English is the foreign language.
Zita, who teaches English in a primary school and Klara can help their children, but Kinga
cannot as she does not speak English. Both English and Hungarian are considered to be
foreign languages for other foreign children as well. All foreign parents can speak English,
therefore they can help their children. The Bulgarian father uses pictures to stimulate
conversations in English, and the Norwegian mother helps with simple things like counting.
Additionally, the Polish mother pays attention to another phenomenon as well:

“Sometimes Luboslaw can help me with Hungarian, e.g. in the shops. He also corrects me,

e.g. ‘alma’ [‘apple’] the right pronunciation.” (Polonka, Poland)

In each interviewed family foreign languages play an important role. Wendy’s family
is in a special situation. Her husband, who was also present at the interview, gave the account
of it:

“It’s very important, especially as we’re from a different culture. For instance, we're from

Guam. We're Americans, yes, but we have our own cultural identity. If we don’t have the

language, we have no language, we have no culture.

We are Americans, but we do emphasise when in America that we’re from a fairly different

race and culture. Some of our relatives still live there. It’s also a real culture shock for many

people who lived on the island in their entire lives and travel to the United States, ‘the
mainland’ for the first time. But we watch American TV, we speak English.

Some people in the USA know, but some don’t where Guam is. However, immigrants to the

United States don’t pay particular attention to Guam, as it is not a state. Everybody knows the

50 states but they always forget about the territory. We are American citizens, but not from a

state. Guam is considered an unincorporated territory of the United States... We've got a

governor.” (Wendy’s husband, USA)
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Other foreign families have to face two foreign languages in Hungary. In the Polish
family learning languages is both a must and a hobby: Polonka’s husband is learning Japanese
as he is so much interested in Japanese culture. They are glad that their son has the
opportunity to acquire Hungarian. They think he already has good basics for this language.
The Bulgarian father also emphasises the role of foreign languages in their daily life:

“I think right now in my family it’s very important. We definitely need foreign languages. It

doesn’t matter if it’s Hungarian or English. 1'd like my wife to speak Hungarian.” (Hristo,

Bulgaria)

Hungarian families’ opinion about learning languages is also very positive. They find
it not only prestigious; moreover, Zita considers it a hobby as well. They like reading in

English. Klara cannot imagine her son’s future without a foreign language either.

3.3.4.7 The evaluation of children’s language command

As a summary of language learning and children’s language command, I asked parents
to evaluate their children’s level of language(s) and whether they consider their children
mono-, bi- or trilingual in the present situation. The offered choices for evaluation were
perfect - very good - fairly good - not too good - poor. The results are as follows (Figure 29).
The abbreviations are US = The United States, EN= English, HU = Hungarian, BG =
Bulgarian, PL = Polish, NO = Norwegian.

Child’s name L1 command L2 command L3 command mono-/ bi-/
and nationality trilingual
Chessa (US) very good (EN) | fairly good (HU) | -- monolingual (EN)
Mandy (US) very good (EN) | fairly good (HU) | fairly good monolingual (EN)
(Chamorro)
Jonas (US) very good (EN) | fairly good fairly good (HU) trilingual
(Filipino) (EN, Filipino, HU)
Anastasiya (BG) | very good (EN) | fairly good (EN) | not too good (HU) | monolingual (BG)
Luboslaw (PL) very good (PL) | very good (HU) fairly good (EN) bilingual (PL, HU)
Ingrid (NO) perfect (NO) fairly good (HU) | not too good (EN) | monolingual (NO)
Misi (HU) very good (HU) | not too good (EN) | -- monolingual (HU)
Diana (HU) very good (HU) | not too good (EN) | -- monolingual (HU)
Hunor (HU) very good (HU) | fairly good (EN) -- monolingual (HU)

Figure 29. Evaluation of children’s language command by parents
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The table shows that parents are satisfied with their children’s L1 command. However,
only one mother evaluated it as ‘perfect’. Others mentioned that they said ‘very good’ because
it was not absolutely fluent and there were still some vocabulary or pronunciation problems:

“She’s got some pronunciation problems, e.g. she says 'fog’ instead of ‘frog’, so she thinks

‘It’s froggy out.’, which is funny. Some words switching still. She’s only three. I wouldn’t

expect her any perfect.” (Kira, USA)

“Jonas is trying to communicate and understand. His sister learns Hungarian subjects at

school, so she also teaches him Hungarian at home. She’s 7 and speaks quite good

Hungarian.” (Megan, USA).

Probably not each parent compared his/ her child’s language command to the

children’s peers’, but they regarded the item (Item 43) as an abstract, general question.

3.3.4.8 Cultural aspects: customs, traditions and holidays

Linguistic and cultural aspects obviously overlap in the research as it is shown in the
questions (Items, 16, 17) where the nationality of children playing together is asked. All
American parents say that their children play together with both American and Hungarian
children, and assumingly they have more Hungarian than American friends. Kira’s daughter
also has a Swedish friend who she speaks English with. The Bulgarian father mentions
American children first, and then he adds that his daughter also plays together with Polish and
Hungarian children. Luboslaw plays mostly together with Hungarian children, and now with a
newcomer Polish boy. Hungarian, Norwegian and Swedish children belong to the Norwegian
Ingrid’s friends who she communicates with in Hungarian, Swedish and Norwegian. Her
mother states that Norwegian and Swedish are so similar languages that children understand
each other.

About their national customs and traditions American families put an emphasis on
Thanksgiving and Halloween. The family from the American Guam Island celebrate
Liberation Day, too, which is held to celebrate their independence from Japan. European
foreign parents find more similarities than differences between their national and the
Hungarian holidays and their ways of celebration. Hristo and Rosalind mention that they have
their own way of celebrating Christmas in Bulgaria and Norway, and in Bulgaria New Year is
more important than Christmas. For two Hungarian interviewees the ‘basic’ holidays, like

Christmas, Easter and the related celebrations are important. Boys enjoy sparkling girls with
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water and they prepare for the holidays long before their actual celebration. One of the
Hungarian mothers stresses the importance to get back to the roots and revive old traditions in
their daily routine as well:
“Traditions are getting more and more important in our family, e.g. sparkling at Easter or
baking bread. We’re making more and more programmes which are connected with old
traditions, e.g. we go to the bio market. The stress is on naturalness. They are important

things.” (Kinga, Hungary)

From among the holidays which they introduced in the kindergarten, the American
Wendy mentions Halloween and Thanksgiving, while Megan says that from the Philippines
she brought general politeness as a custom and she tries to pass it on to her children as well.
The Norwegian Rosalind says that they made a Norwegian birthday celebration for her
daughter with a basket of fruits, instead of sweets. Polonka does not find it important to
introduce their own customs or celebrations here, as she thinks they are very similar to the
Hungarian ones. For instance, she refers to the Hungarian kisze-babu (a puppet that drives
winter away), which is just the same in Poland. The Bulgarian father tells the story of Baba
Marta and he makes an account of how they celebrated it in the kindergarten:

“Yes, we have some Bulgarian holidays: e.g. Baba Marta’s Day — when we wear a red and

white ribbon on the wrist. We showed it in the kindergarten. [...] A lot of parents asked me

about it and I gave an explanation.” (Hristo, Bulgaria)

Hungarian parents say that if a new foreign national custom or holiday is shown or
celebrated, parents get information about it and they can come to see how introduction
happens. All Hungarian parents and the Polish mother remember the Bulgarian celebration:

“The Bulgarian child’s parents gave everybody a puppet saying that if they hang it somewhere

in the house, they won't be ill. Misi asked me to hang it above his bed so that he shouldn’t be

ill. He kept the puppet.” (Zita, Hungary)

“I don’t know to what extent children can identify themselves with these traditions, but there

was a Bulgarian holiday when the little girl brought puppets. My child dealt with it a lot; she

was speaking about it for a long time.” (Kinga, Hungary)

“I know a Bulgarian lady. She brought in a small puppet. We all have the puppet at home

called ‘Baba Marta’ ”. (Polonka, Poland)

Two Hungarian parents find important for their children to get to know foreign

customs and celebrations, while a Hungarian mother sees it in a different way:
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“I wouldn’t be happy if Halloween were in the limelight. Children should know about it, but

they should appreciate its Hungarian equivalent.” (Kinga, Hungary)

Foreign parents remember Hungarian celebrations and find them important and useful
in this setting. They also notice similarities and differences:

“[... ] this year St. Nichol’s Day. It’s the first time we 've ever done St. Nichol’s Day. Why not?
1 think we’ll continue to do that now. [..] and a lot of things are really central around
children’s understanding and bringing them into it. So, the colours, and the customs and a
candy.” (Kira, USA)

“Yes, like last year. They wore white and black on special occasions. They always participate
in Hungarian celebrations. Yes, the Day of Independence in spring: black and white
everybody. I want to make sure that they participate. When they grow up, 1 want them to
remember where we were and say: ‘Oh, we've been in that country and experienced
Independence Day.’” (Megan, USA)

“Every one of them is interesting, especially for me, and for my daughter too. E.g. The Day of
the Earth. The other thing is Mother’s Day. In Bulgaria it’s the 8th March.” (Hristo, Bulgaria)
“I like it. I think Hungary has a very interesting history, and I like that my child will learn

about these customs and traditions. I think they are important.” (Rosalind, Norway)

3.3.4.9 Multilingualism, multiculturalism and identity

About the special multilingual-multicultural setting most parents have their own idea.
Attributes to describe the situation are “unusual”, “privileged” and “useful”. Especially
American parents see the uniqueness of the circumstances:

“Chessa gets more language exposure and cultural exposure and traditions and customs. It’s

useful to meet people outside America.” (Kira, USA)

“It’s a very special situation. The curriculum is different. Most formal education starts at the

kindergarten age in the USA. As a military brat Mandy is very young. Most military brats,

even if they are in a foreign country, they still go to an American school on the military

installation.” (Wendy’s husband, USA)

Two Hungarian parents’ opinion is very positive about the special setting, especially

about the pedagogical methods:
“Education is really manifold here. Children do handicraft and sport. It’s only advantageous
that they do everything in two languages. Here education isn’t just sitting down to learn the

language. Not at all! That wouldn’t be efficient. They do everything through activities,
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embedded in a natural environment. It does work, and children don’t feel it a burden.” (Zita,

Hungary)

At the same time some criticism can be noticed as well:

“Foreign children are much more mobile. They’re just coming and going all around the
world. And mixed age groups are not at all appropriate: children cannot make headway as
they should. It takes long months to get children adjusted to the group; that is a burden for the
whole group.” (Kinga, Hungary)

“One of the problems is that our school system is not yet ready to continue language

development. They start it over and over again.” (Klara, Hungary)

If, after all the real examples, it is examined what multilingualism and
multiculturalism mean for the different people and families, mosaics of opinions appear, the
gist of which is summarised by an American mother:

“For me it means being a witness in person instead of just reading about it, traditions and

customs and food and sights and smells and just hearing a language spoken by a native

tongue. It’s just now living it... living it, which is awesome. Not many people get to do that. It’s

fantastic!” (Kira, USA)

The picture is even more refined if the interviewees have different roots:

“It really opens our eyes to different things. My kids were born in Japan. They are of
Chamorro and Guamian descents, but they call themselves American. And they 're in Hungary
learning Hungarian and English. So, it’s very multicultural. And [ think it’s a great
opportunity for them. It’s a very exciting experience. And they love it.” (Wendy’s husband,
USA)

Other foreign parents stress the importance of English as a global language, and they
admit that it is sometimes tiring to switch over languages all day long. At the same time
friendships might be shaped between families from different nations:

“We are happy with that fact, because we re different persons form a different country... and

everybody’s country and culture is interesting. So, I think it’s very useful for us. I have lots of

friends with my job, and we’re friends with an American family. We meet outside work.”

(Hristo, Bulgaria)

Two Hungarian mothers find multilingualism and multiculturalism in the kindergarten

beneficial, useful and interesting. Although they do not take over foreign customs or
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celebrations, they talk about them and find it relevant in the 21* century. One parent says she
is not affected by multiculturalism, but she also wants her children to become more open and
tolerant:

“I'm not involved in it. I'd like my children to live a more open life and to be able to

communicate in foreign languages.” (Kinga, Hungary)

A question about identity was asked only from parents in mixed marriages. The item
(Item 45) aims to know what parents think about their children’s identity. One couple is
Guamian—American, and the other is a Filipino-American couple. In both cases each parent’s
citizenship is American:

“My children are American. They do know about their origin, but they also know there is a
difference from where they were born and from where their Mummy and Daddy is from. And
then America. And home. They know we re living in Hungary.” (Wendy’s husband, USA)
“Jonas was born in Japan, but he’s an American citizen already. But we, my husband and 1
call him Asian—American. The identity is Asian—American. But when they ask their citizenship,
it’s American. It’s fairly confusing. We can say Hispanic. We cannot say just Asian, because

his Dad is American.” (Megan, USA)

3.3.4.10 Pedagogical aspects: cooperation and information

As parents are one of the actors of multicultural education, there were several
questions where their opinion was needed. I also wanted to know their opinion about their
involvement in programmes organised by the kindergarten. The parents mentioned some day
out programmes, trips to the forest, sporting activities and Children’s Day. Although most
parents know about these opportunities because messages are pinned to the notice boards,
they do not seem to participate for different reasons:

“I don’t have enough time to participate. And my wife doesn’t speak enough English to

participate. Yes, parents are invited. My wife definitely has the time to go, but it depends on

the other guys.” (Hristo, Bulgaria)

“Yes. Like the last time, they went to the forest. We can go, but I didn’t want to go, because |

wanted Jonas to get attached to the teachers and the children, not to me.” (Megan, USA)

A Hungarian mother reveals another problem:
“We didn’t take part. I don’t feel the transition among nations: relatively they are moving

separately. We’ve just received an invitation for a birthday party from a foreign parent. 1
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don’t know how many people will take part; maybe 50 per cent. This is a good initiative, but it
tends to inhibit Hungarian parents. They can’t arrange the same thing for their own

children.” (Kinga, Hungary)

Regarding cooperation between parents and the kindergarten, an American and a
Hungarian mother mention language barrier, and another American parent says they are not
asked to do many things in the kindergarten. The Bulgarian and Polish parents are also
helpless as they do not have a lot of experience with kindergartens generally:

“I don’t know. It’s my first time with my first child in the kindergarten. Maybe the leader of

the kindergarten should say: ‘We would like to do this or that.” And we would say: ‘Yes, of

course.’* (Polonka, Poland)

Hungarian parents also add that cooperation needs lots of tolerance from each side and
the whole situation requires an even more open attitude. They say it is not up to the
kindergarten teachers. Parents should be more active and participating.

Generally, children do not speak much about what happened in the kindergarten if
parents do not ask them. The American Jonas sometimes speaks about food, and the
Norwegian Ingrid about sleeping, especially when she does not want to go to sleep. Yet,
language activities appear at home as well, when children sing or speak a foreign language.
Parents give an account of them:

“She sings Hungarian songs. She says it’s really good. Her Hungarian accent is really good

and she understands Hungarian very well.” (Wendy, USA)

3.3.4.11 Advantages and disadvantages of multilingual-multicultural education

Among the advantages and disadvantages of multicultural education the idea of
foreign language acquisition in this kindergarten is approved by all foreign parents. They
mention that it opens children’s and families minds if they get to know different languages
and cultures. Most of them, together with Hungarian parents, find more advantages than
disadvantages of early language acquisition:

“They re so young and they have the opportunity to pick up a foreign language. Even though

maybe Hungarian is not a foreign language that she would eventually learn in the future, but

now they can understand the characteristic trait of a foreign language. At a much younger age

than high school. It opens up opportunities.” (Wendy’s husband, USA)

123



DOI: 10.15774/PPKE.BTK.2015.015

“It’s ideal to develop tolerance as children come from societies with different values. However
different they might be, they should tolerate each other. Obviously, language acquisition is

another advantage. I couldn’t mention any disadvantages.” (Zita, Hungary)

The Norwegian mother finds some difficulties in communication on a daily basis, and
a Hungarian mother admits that she would be happier if her son went to a Hungarian group.

From parents’ accounts it also turns out that children in American sate schools start
learning a foreign language only at high school and in the Philippines when they go to school.
In Japan there are international kindergartens where English is the vehicle language, as
Megan and her family experienced. Norwegian children start L2 learning in the first grade of
primary school, just like Bulgarians. Polish children start it in the fourth grade. American and
Filipino children’s L2 is usually Spanish, while in Europe English is the leading second
language. Although all parents gained knowledge about the bilingual programme of the
kindergarten at the parents’ meeting, they have not seen it in writing.

Parents generally have good experience with the kindergarten. Parents think they can
talk everything over with the teachers and the head teacher, so they gave very positive
answers to the question about evaluating the kindergarten:

“We came here thinking it was gonna be like an American school. But after a while we came

to realise that it was different. A lot of issues that we have bothered they have corrected. |

think it’s just getting to know each other. E.g. the swimming-pool was locked up and they
opened as parents complained about it. But otherwise we’ve come to understand the
differences in culture.” (Wendy’s husband, USA)

“It’s good here, because they like parents. My kids gave the teachers a card at the end of the

year, because they ve just like mums. They love children and care.” (Megan, USA)

“The teachers are so nice. They are really physical and nice to kids: they are hugging and

kissing them. And it’s not so normal in Norway, and I really like that.” (Rosalind, Norway)

“They just keep the children busy here. It’s not like in Bulgaria. In Bulgaria, honestly, nobody
cares that much about the kids. Here the level is a little bit higher.” (Hristo, Bulgaria)

After the positive features some criticism can also be noticed:

“I'm really very satisfied. What I miss is the openness of parents. It is not easy, though as they
are moving around the world every two years.” (Zita, Hungary)

“I'd change mixed age groups. The kindergarten is well-equipped and full of very nice
kindergarten teachers.” (Kinga, Hungary)
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“There’s only one thing that is strange: American parents take their kids to school when they
are only 5. So, in this way, fewer children stay here leaving others without mates in the same
age group.” (Klara, Hungary)

“One thing I really don’t like here is the way the children sit. It’s not healthy for your back. 1
can see people in Papa who walk in a bended way at young age. We sit in the Turkish way.
Children should sit properly.” (Polonka, Poland)

“It’s difficult to change the system. But we really started that. And also about the afternoon
nap and outside activities. In Norway the children are always out for 3 or 4 hours a day. And
in Norway, believe me, we have the weather! And they are out anyway. The food, the
afternoon nap and the time of being outside is really important to change.” (Rosalind,

Norway)

3.3.5 Brief summary

As a part of an interview series, I started to introduce the interviews conducted with
the parents. I concentrated the topics around general introductory and pedagogical questions
and put a special stress on language and cultural issues which might be important both for
parents and children. I made explorations in the area of mother tongue and foreign language
development, general communicative skills, the attitude to language learning while further
research into cultural aspects were done. With this part of the interviews an insight into
parents’ opinions, attitude and experience was gained. The in-depth discussion of parents’
interviews, together with the outcome of the other phases of our research, will be provided in
the Overall discussion of results chapter (Chapter 4). The next part of the interviews will

describe the interviews done with children.
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3.4 Study 3: Interviewing the children

3.4.1 Context and participants

In a kindergarten everything should serve children’s physical, emotional and mental
well-being. In a multilingual-multicultural institution the line can be supplemented with social
and sociolinguistic well-being as well. While interviewing students in primary and secondary
schools is a usual method in language educational research, very young children (between 3
and 6) are rarely interviewed. As I consider children-centred education a key factor in pre-
schools, interviewing children became a part of the interview series.

Besides, the reason of interviewing children can be explained by the fact that they are
the main characters: whatever has been said, done or planned in this institution so far, experts
had to take into consideration children’s ethnic and linguistic heterogeneity. Therefore,
interview questions largely focus on kindergarteners’ diversity. Basically, the research is
based on a linguistic aspect: I was curious to know what children know about languages,
language use and the cultures connected to languages. Questions were deliberately adjusted to
their mental maturity.

I tried to choose children for the interview, who I had already met during my
observations in the kindergarten, but I was not always successful as holidays and illnesses
influenced my previous plans. In the end, I asked for kindergarten teachers’ help to choose
children who are available and whose parents might also support the running research.

Consequently, I managed to make interviews with the following children (Figure 30):

Name (= pseudonym) Age (years old) Nationality Group
1. | Emily 5 American Old
2. | Anastasiya 4,5 Bulgarian Old
3. | Chessa 3 American Young
4. | Csabi 3 Hungarian Young
5. | Bvi 5 Hungarian Middle
6. | Bence 4 Hungarian Middle
7. | Zita 6 Hungarian Old
8. | Luca 4 Hungarian Old

Figure 30. List of the interviewed children
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3.4.2 Research design: the interview guide

Similarly to the interviews conducted with the parents, the interviews with children
were also based on a pre-planned set of parallel questions in Hungarian and English.
Originally, a semi-structured interview guide of 17 items was outlined which was completed
with eight more items after piloting (Appendix 26). The following central themes were
intended to be examined:

1. Languages & cultures (concepts, approaches):

a) mother tongue

b) foreign language

¢) countries and nationalities

(Sample Questions: 1. Do you speak Hungarian?, 2. Does everybody speak
Hungarian here?, 3. Which country is X from? 5. Do you know where X’s country
is? 7. Have you been abroad? 8. How did you speak there?, 18. Who speaks
English? Where?)

2. Activities and relations (among children):

a) linguistic

b) social

(Sample Questions: 10. Who do you like to play with? 13. Do you understand each
other? 20. What do you like to do in English best? 21. Do you play in English? Do
you sing in English? Do you speak English? 24. Which language do you like
playing: in Hungarian or in English?)

The carefully structured interviews have been converted into less formal
conversations, where not the previously planned questions were asked literally, but the major
topics were touched upon; often with supplementary remarks and questions. In this way, the
outcome of some interviews was more similar to the think-aloud technique (Do6rnyei, 2007,
Brown & Rodgers, 2002) than to the semi-structured interviews. This shortcoming of the
interview with the children could not be foreseen during piloting as the piloted interviewees
belonged to the elder kindergarteners who managed to concentrate on the questions and did
not tend to stray from the interview line to such an extent as the actual subjects of the
interviews. The items were phrased in short and simple questions which focused on children’s
concrete and tangible experience instead of eliciting abstract opinions and views on

sociolinguistic questions.
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3.4.3 Methodology

In comparison with what is described as interviewing methods (e.g. compiling the
interview guide, using different tools and analysing results), very little is said about interview
sampling strategies. In this respect, literature on research may be called defective. For
instance, I soon realised that interviewing children cannot be compared with interviewing
adults from many aspects (Figure 31). First of all, the length of attention span is much shorter
than in the case of adults. Therefore, the interviews were relatively short, especially the one
with the 3-year-old Chessa, whose attention could be very easily distracted by external factors
(e.g. an open door or a spider). Then, conducting an interview might be boring and
monotonous for a kindergartener. Last, but not least, a personal face-to-face interview cannot
be carried out because of some artificial nature of this research method. To solve these
problems, the interviewer has to be much more creative with children. A lot of extra questions
should lead the research to the actual items, which requires creativity and spontaneity.
Flexibility is another key word: if the children feel more comfortable in their kindergarten
teachers’ or friends’ company, the interview schedule has to be altered on the spot. A
structured interview is deemed to failure: in the interview with kindergarteners the researcher
has to give enough time and space so that children could tell their own thoughts and ideas,
even if they are not in connection with the original questions of the interview. Researchers
have to be especially inventive if they want to lead back the interview to its pre-planned

course and avoid distraction.

Factors Nature Adults Children Solution
Time attention long |:> <:| short |:> short, simple
span questions
Procedure conducting boring, interaction
the stimulating |:> <:| monotonous |:> instead of
interview interrogation
Circumstances | face-to-face the presence
acceptable |:> <:| unacceptable, |:> of extra
disturbing persons

Figure 31. Major differences between interviewing children and adults
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In spite of all these drawbacks, I agree with Pinter & Zandian (2014) who emphasise
that it is neither worth falling back nor underestimating the relevance of the interviews with
children, because they can have several benefits due to the interviewees’ original viewpoints
and their age-appropriate way of thinking.

Piloting was done with two children: one of them is a Hungarian girl (6 years old), and
the other one is the American daughter (5 years old) of the same American mother with whom
the piloting of parents was carried out (cf. 3.3.3). As a result of piloting, Questions 17-24
were added to the preliminary interview guide. Finally, a 24-item interview guide was applied
with Hungarian and English questions (Appendix 26).

In the end, ten children were interviewed, out of which I use eight in the finalised
study. Two of them were so much distracted from the topic that the interviews cannot be used.
Out of eight children five were Hungarians, two American and one of them is Bulgarian (cf.
3.4.1). Children were selected with the help of the kindergarten teachers who chose the
children on a voluntary base and according to their communicative competence. The
interviews were made on two days in June 2011. In two cases, children came in pairs (Emily
& Anastasiya; Eva & Bence). With the youngest ones also the kindergarten teacher was
present, who did not ask or interrupted the interview. Similarly to the interviews with the
parents, an Agreement in English and Hungarian was read and signed by the parents

(Appendices 27 & 28) who also gave their consent for using a Dictaphone.

3.4.4 Results

3.4.4.1 Background to mother tongue and L2 in the family

Two American children, Emily (5) and Chessa (3), and a Bulgarian child, Anastasiya
(4,5) were interviewed. One of the American girls and the Bulgarian kindergartener go to the
same group, while the other American little girl goes to another one. Emily’s and Chessa’s
mother tongue is English, and Anastasiya’s mother tongue is Bulgarian. Besides their mother
tongue Anastasiya can speak English as Emily is her best friend in the kindergarten and they
communicate in English. I also interviewed two Hungarian boys, Csabi (3) and Bence (4), and
three Hungarian girls, Evi (5), Zita (6) and Luca (4). They go to three different kindergarten

groups. All the Hungarian children’s mother tongue is Hungarian.
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Speaking about languages, Anastasiya illustrates her Bulgarian command with a
Bulgarian word which means ‘cup’. Additionally, Emily mentions that she knows a few
words in Bulgarian. She also informs me that ‘2»6a’ means ‘mushroom’ and ‘Yao!’ means
‘Bye!” in Bulgarian. Anastasiya understood my questions in English and also answered in
English with an American accent: e.g. ‘talk’ [to:k] or ‘because’ [br’ka:z]. Both Emily and
Anastasiya said that they understood Hungarian, but they preferred to answer in English:

Interviewer: “Do you speak Hungarian?”

’

Emily: “Yes.’
Interviewer (switching into Hungarian): “Adkkor mondd meg, honnan jottél?””

Emily: “From America.”

Both Anastasiya and Emily talk about their friendship with pleasure. Emily says that
they often meet either in their homes or in the kindergarten. When I ask them whether they
speak Bulgarian, too, when they are together, Anastasiya gives a definitely negative answer.
However, when I want to know which language they prefer to use while playing, English or
Hungarian, Emily replies: “Hungarian and English.” Chessa, the other American girl, also
has a Hungarian friend in the kindergarten who speaks English, so they use the English
language among themselves.

Children also speak about their family member’s language command. Csabi says:
“[...] my Daddy doesn’t speak English”. According to Zita, her mother speaks English, and
Bence mentions that his parents speak Italian and Hungarian. Evi’s mother seems to be in
closer connection with foreign languages:

Evi: “My mum is in France now. She’s an airliner’.”

Interviewer: “A guide?”

Evi: “Yes.”

Interviewer: “Does she speak French?”

Evi: “I think so. She speaks both French and English.”

' Then tell me where you are from?”’
* The Hungarian word was ‘utasszallité’ (= someone/ something that carries passengers). In Hungarian it refers
to airplanes.
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3.4.4.2 Foreign language speaking children in the kindergarten

Most of the children are aware of the fact that there are children in their groups who
speak languages different from Hungarian:

Interviewer: “Do you know that there are children in your group who don’t speak

Hungarian?”

Zita: “Yes, Anastasiya and Emily.”

Interviewer: “And where are they from?”

Zita: “From abroad.”

Interviewer: “From which country? For example Emily?”

Zita: “From abroad.”

Interviewer: “And Anastasiya?”

Zita: “Bulgarian.”

Interviewer: “And Luboslaw?”

Zita: “Polish.”

Interviewer: “Does everybody speak Hungarian in the kindergarten?”
Evi: “No. Not everybody.”
Interviewer: “Is there anybody who doesn’t?”’

2

Evi: “Emily can speak Hungarian, too, but she’s not Hungarian, anyway.”

Yet, Csabi does not seem to know about other children’s languages:
Interviewer: “Do you know that there are children here who don’t speak much Hungarian?”
(Csabi is shaking his head.)

Interviewer: “Didn’t you realise while playing?”

Csabi: “No.”

Interviewer: “How does Chessa speak?”

Csabi: “English.”

Interviewer: “And who else speaks English here?”

Csabi: “Idon’t know.”

Interviewer: “Why do they speak another language? ”

Csabi: “I don’t know... But my Daddy doesn’t speak English.”

Children, on the other hand, have also observed that some of their foreign mates or

their family members speak quite good Hungarian:
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Interviewer: “Where is Luboslaw from?”
Zita: “From Poland.”

Interviewer: “And what language does he speak?”

’

Zita: “Polish, but he already speaks very good Hungarian.’

1

Bence: “I met Joseph in the thermal spa.’
Interviewer: “And how did you greet him?”
Bence: “In Hungarian.”

Interviewer: “Does he speak Hungarian?”

Bence: “He does. And so does his sister, Mandy.”

2

Evi: “Mandy and Joseph’s mum can speak all kinds of things in Hungarian.”

Interviewer: “Did she learn Hungarian so well?”

2

Evi: “Yes, she did. So well that I thought she was Hungarian even if their children aren’t!”

3.4.4.3 Children’s notions about languages and countries

Emily calls the English language ‘American’ (“Anastasiya speaks Bulgarian and
American.”) and both Emily and Anastasiya use the word ‘Magyar’ instead of ‘Hungarian’.

Anastasiya and Emily can name their country while Chessa answers in an enigmatic
way:

Interviewer: “And where are you from?”

Chessa: “I'm from home.”

Anastasiya speaks about her Bulgarian memories with pleasure:
“I come with the car to my Sofia and then I was not having car when I did a baby. My daddy
didn’t drive a car, because now it’s too late... When I go to Sofia I will have a baby dog. And

I have a mummy cat. Three baby cat and one mummy cat.”

When the interview turns to other foreign languages in the world, Emily mentions
“Magyar”, “English”, and “Norwegian”, while Evi says “Greek”, and adds that she has also
heard about the French language. Anastasiya knows that people in Bulgaria speak Bulgarian

and adds that this is their language at home. Luca knows someone who speaks German.
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As it can be seen, making connection between countries and languages is not always
easy for children. Some children can connect a language to a country or place: for example
Zita knows that one of the boys in the kindergarten is from Poland and he speaks Polish. Evi

finds connection between Paris and French. However, Luca’s connection between German

and Norway is not so clear:
Interviewer: “What kind of other languages have you heard about?”

’

Luca: “German.’
Interviewer: “Do you know someone who speaks German?”
Luca: “Andreas.”

Interviewer: “And where is he from?”

Luca: “From Norway.”

Interviewer: “And did he speak German?”

Luca: “No.”

About Hungary both Emily and Anastasiya mention how much they like Hungarian food:
Interviewer: “Do you like being in Hungary?”
Emily: “Yes, I certainly do, because you have beautiful, delicious foods here.”

Interviewer: “What do you like eating here?”

’

Anastasiya: “In the restaurants I like chicken and broccoli pizzas.’

When I ask where people speak English I get several answers: Luca mentions America
and Australia, while Evi mentions England. Here again, the age shows: older girls have more
extended information about languages and countries.

Some children even have a liking to a foreign language that they might learn later:

Interviewer: “Are there any other languages you would like to learn?”

Zita: “Yes. Spanish.”

Interviewer: “Have you heard Spaniards speaking?”

Csabi: “No, but I am very much interested in it.”

Interviewer: “Why just Spanish?”’

’

Csabi: “Because I've never heard such a language and I am curious to know what it is like.’
Evi: “I want to learn Greek, because Jorgos and Jimmy live in Greece.”
Interviewer: “Are they your friends?”

Evi: “Yes.”

An elder child, who will go to school, wants to go on learning English at school, too,
which means that she already likes the language and is planning to go on learning it:
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Interviewer: “Which school will you go to?”
Zita: “To the Lutheran school.”

Interviewer: “Will you study English there?”
Zita: “Yes, I'd love to.”

Some young interviewees have already visited or are going to visit foreign countries.
Evi is soon off to Greece and Luca to Croatia. She thinks that in Croatia people also speak
Hungarian. Csabi tells me that he has been on the sea, but does not speak about people who
live there only about activities: “We were swimming.” Zita has not been abroad. She speaks
about foreign countries in connection with their mates in the kindergarten: she informs me
that Luboslaw and Magnus come from Poland.

When [ ask children if they understand their foreign mates, Zita says that she does not
understand the Polish boys, but sometimes she plays with the American girl and they speak
English while playing:

Interviewer: “Do you understand them when they speak another language?”

Zita: “No.”

Interviewer: “And when you play with Emily?”

Zita: “Yes, sometimes.”

Interviewer: “And which language do you and Emily speak to each other?”

Zita: “English.”

To a more abstract question, “What’s that English language?” (Item 17), Csabi cannot
give a reply, while Evi finds connection between speaking and English:

Interviewer: “What'’s that English language?”

Csabi: “I don’t know.”

Interviewer: “What’s that Hungarian?”

Csabi: “I know that.”

Interviewer: “What’s that English language? ”
Evi: “That we speak English.”

Interviewer: “And why is it good to know a foreign language?”

’

Evi: “Because we can speak another language.’
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Bence likes counting in English and he enumerates the numbers in English from 1 to
19. Evi also counts when I ask “How does one speak English?”. Zita gives another direct
answer:

Interviewer: “And how does one speak English?”

Zita: “Well, ‘sit’.” [She says the word in English. ]

Interviewer: “Does Miss Hajna [the kindergarten teacher]say so?”

Zita: “Yes, she does.”

Interviewer: “And what do you do when she says so?”

Zita: “We sit down.”

Interviewer: “And what does she say when she wants you to stand up?”

Zita: “‘Stand up!’” [She says the expression in English. ]

Interviewer: “Do you understand what Miss Hajna tells you in English?”

Zita: “Ido.”
3.4.4.4 English language activities in the kindergarten

As far as English language activities are concerned, children especially like to mention
singing. Evi sings two songs without asking (“Jingle bells” and “One, two, three, four
five...”) and she hastily adds that she knows even more. Luca also starts singing the song

“Teddy bear...” spontaneously (Appendices 29, 30 & 31):
Interviewer: “That’s really nice. And what is this song about?”

’

Luca: “About a bear.’

Some children mention different activities, e.g. children games in English:
Interviewer: “What do you like doing best in English?”

Evi: “Hide-and-seek.” [Then she tells me the rules.]

Interviewer: “And what is English about it? "

Evi: “Well, it’s an English game.”

Interviewer: “Don’t you play hide-and-seek in Hungarian as well?”

Evi: “No!”
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3.4.5 Brief summary

Although children’s interviews are shorter and it causes more difficulty for the
researcher to conduct and discuss them, this chapter sought to see kindergarten life through
children’s eyes. After depicting family background, I examined how children saw their
foreign language peers in the kindergarten and considered what their ideas about languages
and countries were. In the end, I was curious to know what kinds of activities were connected
to the English language in the kindergarten groups. The detailed analysis of children’s
interviews, together with the discussion with the other parts of research, will be provided in
the Overall discussion of results chapter (Chapter 4). The next part will deal with the

interviews with the children’s kindergarten teachers.
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3.5 Study 4: Interviewing the kindergarten teachers

3.5.1 Context and participants

Conducting an interview with the kindergarten teachers is a crucial part of the
interview series as they are not only one of the key participants of the educational process, but
most of them are experienced actors whose professional knowledge, experience and opinions
can be invaluable in a linguistic research. They are educators, employees of the kindergarten
and contact persons between children and parents, parents and the management as well. The
five interviewees were as follows with their pseudonyms:

1. Imola Szegedi, an experienced teacher, who has taken part in the project from the

beginning. She had already taken an intermediate level English language exam before

the programme started. In her group she is the one who is responsible for English
language development.

2. Olga Asboth joined the programme in the second year. She received her BA degree

a few years ago and had an intermediate level English language exam. At present she

is working in the United States and is going to return to the multilingual kindergarten

of Papa. She worked together with Hajna Agérdi, who she shared the English language
duties with.

3. Hajna Agérdi, originally a primary school teacher, who works in this kindergarten

as a pedagogical assistant till she gets her degree in kindergarten teaching, too.

4. Noémi Kiss graduated as a kindergarten teacher a few years ago. Her English

language command made her able to take part in the programme. In her group she is

the one who is responsible for the English language development.

5. Kati Horvéth, a kindergarten teacher already on pension. She was called back to

substitute Olga Asboth while she is abroad. Kati is a very experienced kindergarten

teacher who, in her active years, always worked in monolingual groups. She has also
developed several educational programmes mostly in the field of mathematical
education. Now she is responsible for the Hungarian language development.

From among the above teachers three took part in the in-service course titled English
in the kindergarten at the Faculty of Education of the University of West Hungary. This
training made the kindergarten teachers familiar with modern foreign language educational

methods which might be of help in their new educational situation.
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3.5.2 Research design: the interview guide

Bearing in mind the major research aims and questions (cf. 1.4), I tried to compile an
interview guide that makes kindergarten teachers think over their work from the beginnings
and helps all of us to understand their special situation. Therefore, while in some respects the
interview scheme was similar to the previous ones conducted with parents and children (cf.
3.3.2 and 3.4.2), some questions dig deeper, especially in language educational issues. This
time an 18-item interview guide (Appendix 32) was assembled with the following broad
categories:

I. Kindergarten educational questions (topics: preparation and start, changes in the

kindergarten)
(e. g. Items: 1. How did you receive the idea of multicultural-multilingual education
in the kindergarten?, 18. What would you change in the kindergarten?)

II. Language educational questions (topics: language development methods, language
use, language aptitude, assessment, the comparison of monolingual and multilingual
groups, linguistic problems and solutions)

(e. g. Items: 5. @) Does English pronunciation cause difficulties for children?, 5. b)
Does Hungarian pronunciation cause difficulties for children?, 10. a) Do you
influence language use in free playing time?, 10. b) Do you influence language use
during kindergarten sessions?, 11. What kind of linguistic problems arise a) in the
group b) with parents? How can you overcome them?, 12. How does a
kindergarten teacher’s task differ in a monolingual and in a multilingual group?)

II1. (Inter)cultural questions (topics: advantages and drawbacks, personal and

professional influences of multiculturalism)

(e. g. Items: 15. a) What kind of advantages of a multicultural group can you see?,
15. b) What kind of drawbacks of a multicultural group can you see?, 16. What
does multilingualism and multiculturalism mean in your personal and professional
life at present?)

Just like in the previous cases, the items started with the introductory part and the
majority of the questions were of linguistic or, in this case, of language educational
characters. All the questions were asked in Hungarian, as all the kindergarten teachers’
mother tongue is Hungarian, and the addressing of the teachers was informal. Piloting of the

questions was done with a kindergarten teacher who works in a kindergarten in a group of
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German as an ethnic language. Naturally, while the questions to her referred to Hungarian—
German bilingualism, in the final version they referred to multilingualism (e.g. in Items 15,
16). After piloting only one more item was added to the actual interview guide: Item 18. What
would you change in the kindergarten? According to the rules of a semi-structured interview,
the kindergarten teachers were given the opportunity to add their own thoughts and
perceptions connected to the guiding questions. Just like in the case of parents’ interviews (cf.
3.3.2) the aim of the interview was to elicit the interviewees’ opinions, attitude and experience

in their special educational context.

3.5.3 Methodology

Unlike with parents and children where personal interviews were conducted (cf. 3.3.3
and 3.4.3), in the case of the kindergarten teachers another method was applied. Why I chose
the small group interview method can be explained by the fact that by the time of the
interview I had known most interviewees for three years and I had known about their special
job in the kindergarten. I also knew that they worked well together and completed each
other’s work in linguistic and pedagogical sense; and, just like in their work, I supposed they
would help each other with their remarks during the interview as well. I firmly believe that
they share a common knowledge that has accumulated, and discussing it together was not
only a relevant experience or summary but also a stimulus for their personal and professional
development. At the same time it is a treasury for the research.

The group interview was made with five kindergarten teachers in June 2011. Four
teachers took part in the group interview and I made an extra interview on Skype with one of
them who was working in the USA at the time of the interview. Yet, I insisted on interviewing
her as she had been a very motivated member of the staff while in Hungary. The questions to
her were the same as to all the other teachers, except for the additional question which
inquired about her future plans after her return to Hungary.

As far as the process of interview making is concerned, the same interview schedule
was used as in the case of the previous interviews (cf. 3.3.3). Additionally, the kindergarten
teachers gave me an oral consent for letting me use the interviews for research purposes. On

this occasion, too, a Dictaphone served to be a useful technical tool.
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3.5.4 Results

3.5.4.1 Preparation and start

First I asked the kindergarten teachers to recall their memories of the very first steps of
multilingual-multicultural education in their institute. They all agreed that the first
impressions were unique. Teachers, however, had ambivalent feelings: they were afraid of the
sudden changes, at the same time they considered the arrival of the foreign children an
educational challenge where they could show their linguistic and pedagogical skills. The first
common memory was a concert for children where, among Hungarian children, the first
family from Sweden took part. Nobody exactly knew what to do, or how to handle the
situation. When a teacher saw the Swedish mother and her child falling in each other’s arms
in tears because they did not understand a word, the teachers realised that parents had not
been given the necessary information. What the teachers saw on parents’ face was that “they
were coming to the Nirvana”, and they had had no idea about how they had got there. At the
same time Imola as a kindergarten teacher also identified her own tasks:

“My God. The whole thing is not simply about that I'm a kindergarten teacher and I educate

them. It’s absolutely different... I put myself in their shoes: ‘What would happen to me in the

same situation?’ [... | Here you should partially be a psychologist and a spiritual partner. So, it

is really complex... You’ll have to support the child who’s leaving home.”

At the same time, the kindergarten teachers were carefully preparing the kindergarten
itself by decorating rooms and corridors. They had to brush up their language command as
well. Therefore some of them attended a language course, and all of them started a
correspondent course on bilingual education at the Faculty of Pedagogy of the University of
West Hungary. Besides, they started collecting English songs, rhymes and tales so that their

everyday activities could be enriched with cultural examples of bilingualism.

3.5.4.2 Monolingual and multilingual education

Although the educational bases are the same in a monolingual and a multilingual
kindergarten in Hungary, teachers, who all had had experience with monolingual groups, are
generally happy by now to work under special, i.e. multilingual circumstances. They stress the

cultural differences from educational point of view:
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“Foreign children come with different values which do differ from our norms. They are much
more liberal. They are allowed to do lots of things which a Hungarian child is not allowed to
do.” (Kati)

“It is worth knowing something about the children’s national customs. If you even know a few
foreign words in their language, e.g. greetings or saying thanks, it does make wonders... and
inspires confidence. No doubt, we have to be more empathetic. [... ] How to keep in touch with
parents is also a key question: it is not enough to smile at each other; but we do have to

discuss problems as well.”” (Olga)

3.5.4.3 Teachers’ and children’s language use

When language use is examined, not only children’s but also kindergarten teachers’
language command has to be mentioned. Out of the five kindergarten teachers, four had
studied English already when foreign families arrived at Papa. Yet, they were all afraid of
having to use the language in their everyday routine. Moreover, American parents thought
that everybody spoke fluent English in the kindergarten. Hajna admits: “I¢ hurt me so much
that I couldn’t speak English as well as I was expected to”.

When 1 ask if it was important to employ a native English speaking kindergarten
teacher, the answer is that not necessarily a kindergarten teacher would be useful but someone
who can help with administration and language use; and “is always in the background’.
When I ask why not a kindergarten teacher, Imola’s reaction is that “children will go into a
Hungarian school, and an American cannot see the Hungarian educational system.” When |
remind them that their educational program is Hungarian—English bilingual, Imola says that
they have to teach children Hungarian, while Noémi adds: “Those, whose mother tongue is
not English, often ask us to teach their child English”. Olga reinforces her comment: “The
Polish boy’s mother asked me to speak English to her son”.

When I ask which language is worth using with the Hungarian, native English and
non-native English children, the answer comes in chorus: “Hungarian!” Only Olga makes
distinctions. She thinks it is better to speak English to Hungarian children and use Hungarian
with foreign children. This method worked best with memory card games. In the other cases
she adjusted her language use to the number of the majority of children in a small group.

Another question is how languages are divided between kindergarten teachers. In
every group there are two teachers. The one who works in the morning is the group leading

teacher. There is an overlap between the working hours of the teachers in the late morning and
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early afternoon during lunch time and sleeping time. In the multilingual groups there are also
pedagogical assistants: one for each group. From among the kindergarten teachers at least one
of them speaks English. The assistants all speak English. Yet, they do not follow the same
routine of language use in each group:

“Till I worked with Olga, everything was going in two languages. Now we don’t do it. And |
see that there’s no need for constant translation. When I translate somebody’s words it is by
far not the same as if I said the same in the language that the children understand. The two
methods don’t have the same effect!” (Hajna)

“Switching over languages comes naturally to me. It is embedded anywhere in the day: in the
courtyard or in the group room. The children get lazy if we translate all the time. They think
they don’t have to make any effort, they’ll understand what we’re going to say, anyway. But

sometimes we do translate when children don’t understand.” (Imola)

In Noémi’s group the assistant speaks English to the children, but

“..by the end of the school year we realised that they understood Hungarian, too. They
somehow ‘puzzle things out’. We connect everything to songs or movements. It works well. We
are looking for an equivalent to each song. Whichever language we start them, children join

in singing.” (Noémi)

In children’s language choice there is no rule to follow:

“Some children don’t want to speak English. Momchil, the Bulgarian boy for instance doesn’t
want to speak English. He’s chosen Hungarian. He speaks Hungarian even to the American
girl.” (Imola)

“Anastasiya from Bulgaria and Emily from the USA are friends. Anastasiya always speaks
English when Emily is present. It happened that Emily went home for three weeks. Then
Anastasiya spoke Hungarian.” (Hajna)

“The Polish Luboslaw and Emily also speak Hungarian in the sand pit.” (Kati)

Teachers also point out that there is a continuous language development in the groups:
“Hungarian children can count, know the names of colours, or we play memory games with

them in English.” (Noémi)

3.5.4.4 Language aptitude

In a kindergarten where so many languages are used and heard day by day, the

question of language aptitude inevitably arises. According to the teachers’ experience there
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are children who acquire foreign languages easily and quicker than their peers. At this point
three names appear: a Polish boy’s, a Bulgarian girl’s and a Finnish—Swedish girl’s name.
Luboslaw chose Hungarian in the kindergarten:
“He likes being with adults and he literally forces us to deal with him in Hungarian. For
example he brings a book to the kindergarten and asks us to speak about it. He is extremely
eager to speak Hungarian. Yet, sometimes he inserts English or Polish words into Hungarian:
e.g. ‘Azt hiszem, Daddy katona.’ (‘I think Daddy is a soldier.’) or 'A baratom polska.’(‘My
friend is Polish.’). Other children think his father’s real name is ‘Daddy’”. (Hajna)

The Polish boy’s sensitivity to Hungarian is obvious to Olga as well. She summarises
that Luboslaw is a very success orientated child who wants to achieve the maximum in every
area of life. At the same time he enjoys other children’s company and he wants to
communicate with them.

Olga shares her colleagues’ opinion that the Bulgarian girl’s English command is due
to the two families and girls’ friendship. They socialize with each other and the families often
go out together. Not only the little girl, Anastasiya’s English developed but also her mother’s
who did not speak much English when they came to Hungary.

Vuokko’s mother is Finnish and her father is Swedish. She speaks both languages at
home and she uses Swedish with a Swedish boy in the kindergarten. She does not speak much
Hungarian as she goes to the youngest group. However, she understands the language well
(cf. 3.2.4.3).

Hajna adds a new aspect:

“We can notice that now we’re speaking exclusively about children who have learnt

Hungarian well from a Hungarian kindergarten teacher. But what about English? I can name

only Anastasyia who speaks very good English, but she did not learn the language from us but

from her friend, Emily. The best is if the kindergarten teacher is a native speaker of a

language. We can see that our children can speak Hungarian because we are Hungarian and

we can pass on this language best.”

When [ wondered if there were any American children who chose Hungarian (instead
of English), Imola recalls the case of Andrew, who had a Hungarian baby-sitter at home and
his mother very much wanted her son to speak Hungarian.

Examining difficulties in communication, the interviews with the kindergarten
teachers reveal that there are children who have problems with communication. Teachers’

general impression is that children understand much more than they speak. A Dutch boy often
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asks the other child with the same mother tongue to help him. Translation is a usual method
among children to help each other in communication. An American boy, who never takes part
in Hungarian sessions, sings Hungarian songs at home. Olga says that they never force
children to use Hungarian: if the child is slow or shy, they give him/ her enough time to
choose the language of communication. At the same time, they talk to children a lot about
who come from where, what the flag of their country is like, and what language they speak in
the given country. Sometimes children reject to speak English. For instance, a Hungarian girl
said in Hungarian: “I’'m Hungarian. I speak Hungarian,” remembers Olga. Later this girl
made friends with an American boy, started mothering him and began speaking English.
Another Hungarian girl in Olga’s group wanted to thank for the birthday greetings to a Polish
father. She asked the teacher’s help who said she could not say it in Polish, only in English.
The little girl then went up to the father and, lacking Polish, he used the English words her
teacher had told her. Olga also states that Hungarian pronunciation causes more problems to
foreign children than English pronunciation to Hungarians. Pronunciation is practised by
hearing, e.g. by songs and rhymes. The English voiceless ‘th’ [©] was pronounced best by the

Hungarian child who had a speech impediment in Hungarian.

3.5.4.5 Best practices in language development

According to the teachers, small groups and relaxed setting are important for effective
language development. They also underline the importance of activities with different senses:
“I see it, hear it, feel it, and touch it. Then there is a task connected to it; something rhythmic

with movement for instance... and fun! Humour is absolutely motivating.” (Imola)

Olga is also in favour of “learning by doing”; that is why she likes e.g. physical
exercises where directions can be learnt: “up and down, left and right”. 1t is especially
important to use the same vocabulary in different situations. Another way of “learning by
doing” is to make comments on the agenda: “We always say what we ’re going to do next,”
explains Olga.

The kindergarten teachers do not direct children’s language use in free time playing
either. Children can use the language they want or can. Yet, sometimes children go up to the
teacher to ask for language help. Noémi remembers a Hungarian child’s request:

“’Would you ask Joseph to lend me his car?’, Tibi asked me.
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‘You can say it in Hungarian to him because he can understand it’, I replied. And he really

understood.”

Olga’s reaction coincides with Noémi’s. She asked the children to turn to her in case
of any problems so that teachers could help with translation. “We did not want them to
experience disadvantage just because the lack of language.” She observed that at the
beginning children were looking for someone with the same mother tongue in the group. If
they could not find anybody, they rather played on their own. “The more they speak a foreign

language, the more open they become towards each other,” remarks Olga.

3.5.4.6 Language assessment

The question of assessment and measurement often arises when discussing early
language development. I wanted to know how it worked in this kindergarten. The teachers say
that there is an assessment sheet, but it does not say much to an outsider. In Imola’s opinion

“if somebody came in to see how much the children know, he or she would be foredoomed to

failure. Knowledge can be evaluated only by the person who deals with the child day by day.

For instance, it’s only me who knows the level of a child’s passive vocabulary. So, the

’

assessment is important only for us: it is a register of progress, a useful aid to the teacher.’

Olga thinks they cannot carry out an objective evaluation as they are not language
teachers. Moreover, there is another drawback of measuring: kindergarten teachers cannot
notice tiny details and cannot judge the mother tongue development in the case of American
children.

Teachers consider a child bilingual or multilingual if s/he uses the foreign language
also apart from the songs or rhymes they learnt: if children ask for something, inquire about
something, or say what happened to them. Multilingualism, however, is difficult to judge as
the teachers in this kindergarten do not speak a third language, i.e. the mother tongue of the
child.

“We were talking about wild animals. Luboslaw asked his father at home what “vaddiszno’

(‘boar’) means in Polish. He knew it first in Hungarian, then he wanted to know it in his

mother tongue. He is also able to make fun in Hungarian. He is already bilingual, I guess!”

(Olga)
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3.5.4.7 Problems and solutions

In spite of the difficulties at the beginning, the teachers were speaking about today’s
situation with pleasure and in a relaxed way. Imola summarised the difference in this way:

“By now there have been several brothers and sisters and there exists a so-called ‘information

channel’ among the parents. They soothe each other and the newcomers are much more open

than two or three years ago. They say: ‘It’s a good kindergarten with good teachers and

’

children really love to be here.” And then children do come with confidence.’

Imola’s opinion is reinforced by her colleagues’ words: “If the mother is not worried,
the child is relaxed, too,” says Kati. “Now the little brothers and sisters would like to come
into the room as they like the kindergarten so much,” adds Noémi.

Kindergarten teachers had to get acquainted with the children one by one, which was a
very slow, careful and gradual process. Teachers had to learn how to accept aggressive (“he
was just like a little wild animal; we had to literally ‘stalk’ him”) or shy behaviour. Just like
Imola put it into words: “We had to get from ‘Oh, my God’ to ‘Thank you indeed’ from the
part of the parents”.

Hajna remembers the most embarrassing times in her work:

“The most challenging situations were when I had to do simultaneous interpreting. I was

puzzled [... ] about the nutriment of food and its influence on the nervous system. [...] Well, 1

was sweating.”

Joining Hajna, Imola adds:

“And all those delegations I had to accompany. My God! We also had to write things down.

But why us? It’s simply not in our employment contract. It is the task of the pedagogical

assistant, but you can’t always separate the language tasks of a kindergarten teacher and an

bl

assistant in the daily routine.’

In Olga’s opinion it is useful to use the children’s mother tongue, if it is possible, at
the beginning. She also noticed that some non-native English parents taught a few words to
their children in English which proved to be useful in practical situations; e.g. when they were
in the bathroom or they asked for food. Olga had a colleague who, although her English was
poor, looked up a lot of words in the dictionary and was very enthusiastic about using
English. She was sure it would help in conflict management. At the same time, teachers paid

attention to non-native English parents as well. These parents received a list of everyday
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expressions in English and Hungarian. Where mothers did not speak English well, fathers
were the contact people, for instance it was the case with a Bulgarian family.

With the different cultural traditions, the kindergarten teachers also touch upon the
question of food. Foreign parents usually consider Hungarian food unhealthy and too sweet.
Children, however, get accustomed to it relatively easily. A little boy who speaks Hungarian
fluently once asked Kati, the kindergarten teacher not to speak about the food he had had for
lunch: “Don’t tell Daddy that I've eaten it up. Don’t say it to him, and then it’ll be OK”.

Conflicts might also occur because of the different expectations in the education
system of the children’s countries. In this case only patience helps:

“One of my foreign children in the oldest group cannot eat with a spoon. I teach him how to

do it and I have a real sense of achievement.” (Kati)

Raising foreign children’s attention to the different sessions in the kindergarten might
cause problems, too. Here teachers had different, not always conscious strategies to fulfil this
task. They used lots of visual aids, e.g. puppets and used meta-communication in case of
children whose mother tongue was not English:

“We were trying to seat him, talk to him both in Hungarian and English, but he did not

understand. We had to calm him down: we caressed him, and hugged him.” (Noémi)

3.5.4.8 Benefits and drawbacks of multiculturalism in the kindergarten

In the end it is worth examining the kindergarten teacher’s personal opinion about
multilingualism and multiculturalism while getting to know if they were satisfied with the
results in their kindergarten. They all stressed the advantage of multilingualism and a positive
change of the general attitude to other people. Imola thinks the children in her group become
more efficient and cope better with complicated situations. Olga is also sure that these
children’s problem-solving ability is better, they communicate well and gradually they
become more patient than other children. As she put a great emphasis on getting to know
cultural differences, she thinks that in her group children accept otherness naturally.

Among the drawbacks the teachers mention the lot of extra working hours, especially
in everyday preparation and that using more than one language takes more time.

“You have to do everything twice, or maybe three times. [...] Then also at home I keep thinking

of my next day job [... ] and my family says: ‘Wake up, come back to us!”” (Imola)
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Those who deal with the oldest children experience that, due to the lack of time during
the sessions, they cannot prepare children so well for school. It might be problematic when
the children go to school. Integration into the Hungarian system takes longer time for foreign
children than to Hungarians. It also shows if children, Hungarian or foreign, had gone to the
nursery before the kindergarten or not.

I was especially interested in Olga’s opinion about multilingualism as she was a solid
pillar of multilingual education in Pépa and now is spending a year in the USA with a
trilingual Hungarian—English—Spanish family. She is absolutely certain that

“multilingualism is a treasure and it is a definite advantage in adulthood as well. In childhood

it is a chance for getting to know the world from different aspects. While bilingualism in the

kindergarten is still criticised in Hungary, it is natural here where I'm living now. I often meet
families of Hungarian, Spanish, Japanese and Chinese origin. On coming home [ want to go

on with my work and I am already preparing for it both linguistically and pedagogically: 1

want to visit schools and make friends with foreign families.” (Olga)

The kindergarten teachers in the interviews generally seem to be satisfied with the
results they have managed to achieve in the recent years. Yet, they think they would need
more material conditions (space, equipment) to continue their work on the same or better
level.

“You should be proud of yourselves that you were chosen for this task and that you have

created your own model in Papa.” (Kati)

3.5.5 Brief summary

In this chapter another side of the situation was put into limelight, i.e. the kindergarten
teachers’ opinion and attitude while I gained insight into their pedagogical repertoire and
linguistic challenges. I got to know their memories about the start of multilingual-
multicultural education and how far they got with their work. In between, I described
teachers’ and children’s language use and language aptitude and received information about
different problems and some possible solutions. The detailed analysis of this interview part
will be found under the heading Overall discussion of results (Chapter 4). The ending part of
the interview series will go on with exploring the pedagogical background in the mirror of the

interviews conducted with educational decision-makers.
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3.6 Study 5: Interviewing the educational decision-makers

3.6.1 Context and participants

Although educational decision-makers do not play a tangible role in the everyday
multilingual-multicultural setting, as they are not continuously in the limelight, without their
conceptions, plans, decisions and agreements the situation would not be the one that is being
examined today. Their professional expertise gave the original impetus to the birth of the
project, their guidance and control supported to maintain the necessary quality of pedagogical
work and it leaves its mark on the manifestation of their professional theories related to
multilingualism.

Thus, the question was definitely not the justification of interviewing educational
decision-makers, but who should be the ones to gain data from. I chose three experts who
have been and are still in the background of multilingual education in Papa and have an
overall view of the conditions. Therefore, three executives were asked to help the research
with their expertise. They were as follows:

1. Nora Nemes, who graduated as a kindergarten teacher in 1979 and since 1983 she

has been the head kindergarten teacher of Fay Andras Kindergarten. Before she started

to work in multilingual-multicultural education she had been involved in
environmental education. Together with her colleagues she took part in the in-service
course English in the kindergarten at the Faculty of Education of the University of

West Hungary. She was the one who framed the intercultural programme, created the

Hungarian—English bilingual programme of the kindergarten and had a key role in

carrying out the two-year project titled Migrant Children in Public Education. She is

the contact person who plays a vital role in the relationship between P4pa town and the
kindergarten.

2. Jalia Cziraki was appointed the general head of all the kindergartens of Péapa in

2008. She graduated as a kindergarten teacher and is also specialised in

developmental pedagogy. She took an active part in launching the multicultural

programme of Fay Andras Kindergarten as well as in carrying out the two-year

European project mentioned above.

3. Péter Peterdi is the cabinet secretary of the self-government of Papa. Previously he

was a head teacher, then the general head of all the head teachers in the town. Now he
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is responsible for the educational issues of the whole town, thus he is the contact
person between the educational institutions of the town and the delegates of The
Partnership for Peace programme.

All the three respondents are qualified as official public education experts.

3.6.2 Research design: the interview guide

Following the previous patterns of the interviews, an interview guide had been made
before the conduction of the conversations. In this case two interview guides were prepared as
two types of experts were asked. The first one was developed for the cabinet secretary of the
self-government of Papa and the other for the head kindergarten teachers. Correspondingly,
the items were different in the two schemes. While the cabinet secretary is more directly
related to the local NATO base, the head kindergarten teachers are the actual executives of the
programme initiated by the self-government. Therefore the items to the secretary inquired
about

1. the military background

(e. g. Items: 1. How and why did the idea come about the NATO-families’ children’s
integrated education in a kindergarten in Papa instead of establishing an
international kindergarten? What was its aim?, 2. What kind of education political
principles and laws were taken into consideration? What kind of rules and
regulations had to be kept?, 4. a) How did the local NATO headquarter receive the
idea? c) How did the town receive the idea?)

2. partnerships

(e. g. Items: 3. a) What kind of partners could you cooperate with at the beginning?,
6. What kind of pedagogical scenes does education take place?, 7. Draft how the
idea is put into practice in the different scenes!)

3. agreements

(e. g. Items: 5. What kind of agreements were made with the educational
institutions? (For how long? Under what conditions?))

4. responsibilities

(e. g. Items: 8. a) Do the institutes have any reporting obligations to you? b) Do you

have any reporting obligations? To whom? (To the ministry? To the NATO?))
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At the same time, the questions to the head teachers were more education-related.
They dealt with

1. the educational programme

(e. g. Items: 4. What kind of educational programme is followed by the groups?,

5. Why did you decide to start a Hungarian—English kindergarten programme while
there are a lot of children from other countries, too?, 6. What are the basic
principles of the programme? Were there any samples for this?)

2. educational trainings

(e. g. Items: 7. What kind of language / pedagogical training did the teachers of the
kindergarten have to take part in?)

3. projects

(e. g. Items: /1. Please outline the running project in the kindergarten! a) What
kind is it? b) For how long? c) What are its objectives? d) What did you manage to
realise up to now?)

However, there is a slight overlapping between the questions to the secretary and the
head teachers, mostly about

o their opinions and attitudes to the bilingual programme and the hardships of the first

times

(e.g. ltems: 2. How did the teachers of the kindergarten receive the introduction of
the multicultural programme?, 11. Do the multicultural kindergarten teachers play
a particularly important role in the life of the town and the educational institutions?
For instance, do they have a higher financial and moral prestige?, 12. After three
years what are your perceptions? a) What did you manage to achieve? b) What
would you like to change?, 3.b) What kinds of difficulties did you have to overcome
at the beginning?)

Similarly to the previous interviews, the interviews to the educational experts were
also semi-structured so that they could complete the questions with their additional comments
or highlight problems besides the original interview plan. The interview guide to the secretary
is made up of 12 items (Appendix 33) while the guide to the head teachers comprises 15 items
(Appendix 34).
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3.6.3 Methodology

Although each interviewee in this chapter belongs to the management team, they see
different sides of the educational system. Therefore, two interviews were made. The first was
conducted as a personal interview with the cabinet secretary while the questions of the other
were put to the two head teachers who participated in the interview as a pair. It sometimes
resulted in overlapping questions and two different aspects of the same question, especially
when the item focussed on the respondents’ opinion for instance about kindergarten teachers’
appreciation or the views on the progress the kindergarten made during these years from the
very beginning. In this way, three educational decision-makers were interviewed in two
interviews in June, 2011. They received me in their office and gave their consent for using a
Dictaphone and agreed orally that the interviews would be used for research aims. They
seemed to be glad that the information given by them would be made available for a wider
public, for instance at conferences or in kindergarten teachers’ training. In this sense the
interviews with them can be considered to be rewarding not only for the research but also for
the whole programme. Disseminating their results is important for the participants, i.e. stake
holders and decision makers as well.

Piloting was done with the head and deputy head teacher of a kindergarten where there
is German as an ethnic language education. According to the uniqueness of the pre-school in
Pépa, the questions about the NATO could not be asked during piloting (e.g. Items 1, 4 or 8).
The analysis of the interviews was done according to the method already described (cf. 3.

3.3).

3.6.4 Results

3.6.4.1 The military-economic background

First I wanted to know how the idea of involving the children of the NATO-families in
our education system came into mind and into this town instead of establishing a so-called
“international school” somewhere in Europe. The cabinet secretary explained that there had
been three potential locations of the NATO air base: one of them in Germany, another one in
Romania and the third one in Papa, Hungary. Among the criteria the NATO took four points

into consideration: 1. educational, 2. residential, 3. recreational and 4. medical conditions. The
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first steps were made by American commanders who were contemplating either establishing
an affiliated school to the American International School in Budapest or creating a
Hungarian—English bilingual programme in the schools of Papa. Having made an agreement
on the latter, which was also the preferred version of the self-government of the Hungarian
town, the other NATO states (USA, Norway, the Netherlands) and a partner country
(Sweden) followed the conception. The reason why this version came into being is two-fold.
On the one hand, it had financial reasons as the fees of an American international school were
not affordable to everyone. On the other hand, there was a kind of distrust in an American
institution from the side of the other parties. As Péter Peterdi put it: “The American school
comprises a system which is suitable for American students, but not necessarily for Dutch or
Swedish children.”

To be more precise, Mr. Peterdi warned me, it is not exclusively a NATO-project, but
a programme called SAC-C/17 (SAC = Strategic Airlift Capability), which aims to operate
three Boeing C-17 aircraft in the town for humanitarian reasons. It is a military programme
which comprises ten NATO-members and, in our case, two non-NATO-countries, namely
Sweden and later, Finland. The Hungarian State entered into an interstate agreement which
was ratified by each participating country and is valid for 30 years.

To achieve the goal, the town was financially supported neither by the Hungarian
state, except for a 30 million Forint worth teacher training course, nor by the NATO. Mr.
Peterdi emphasises that

“the town provided all the necessary conditions. We offered infrastructure and they [the

coming families | realised that the kindergarten was free. There is an allowance fee, but not a

tuition fee, which does make a difference. Once our mayor remarked: ‘This project has two

i3]

big supporters: The United States of America and Papa.’”.

The self-government as a maintainer started to make the arrangements, among which
the most relevant ones were to build up the network of schools, to alter the founding
regulations of educational institutions, to work out educational programmes, to build and
expand classes and institutions and to increase the number of students in them. Beside the
material conditions, the appropriate educational personnel had to be found. The self-
government was given one year to prepare the educational setting. By September 2008 all the
schools were ready to welcome the new kindergarteners and students.

Equipment donations arrived from the USA and the Netherlands. These cover mostly

books and tools used for mathematical and environmental experiences. The donated toys,
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however, are suitable mostly for babies, not for kindergarteners. Except for these donations,
everything was provided by the maintainer, i.e. the self-government of Papa. “The air base
cannot help because we are not a school; and the kindergarten does not exist, there is no way,
no financial aid”, remarks Nora Nemes, then Julia Czirdki adds: “At the same time, it is the
kindergarten and the lower grades of school which are mostly attended by foreign children.”

At the same time the cabinet secretary remembers that the inhabitants of the town were
very open to accept foreign families. Although it was difficult for them to imagine 250
foreign families coming to town, they were looking forward to it. Living together on town
level proved to be fruitful and made daily life more varied than before. Local businessmen
profited from house renting, while language learning and services in town started to boom.
Just like cultural and social life, as new-comers took a very active part in local programmes
(e.g. wine days, goose days, etc.). Actually, educational decision-makers have not received
any negative information about the appearance of foreign families in town.

Julia Cziraki also adds that there is an ideal relationship with the town leaders (mayor
and vice mayor) who also work for the success of the kindergarten and make multicultural

education a special point in the life of their town.

3.6.4.2 Pedagogical preparations

According to the head teachers information was not always punctual and in the end
they did not get to know why exactly this teaching staff and the kindergarten were chosen.
They only had guesses about the reasons, for example personal conditions or the condition of
the building. The cabinet secretary, however, goes into details about the selection. He explains
that the self-government, before making a decision about the scenes of education examined
the conditions in the potential kindergartens, which were as follows: 1. infrastructure, 2.
residential area, 3. educational traditions and 4. the quality of the management.

He also added that they needed a manager with outstanding abilities to make things
smooth: who is able to take criticism and can socialise with parents. “We needed an
experienced and excellent head teacher, and Nora Nemes undoubtedly met the requirements.”
(Peter Peterdi)

The cabinet secretary also gave an overall answer in the interview about what the self-

government sees from multicultural and multilingual education in the kindergarten. He

confirmed that his colleagues, together with kindergarten teachers, first went to see bilingual
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kindergartens, e.g. in Szombathely just to have an impression about early childhood language
acquisition.

Gaining experience has always been a crucial point in the programme, so later, while
attending the in-service courses, kindergarten teachers also had the opportunity to visit
kindergartens where bilingualism was in the limelight, e.g. the German ethnic kindergarten in
Brennbergbanya, Maria Montessori Bilingual Nursery in Budapest and two multicultural
kindergartens in Austria. Due to a running project, teachers managed to make a study tour in
the Netherlands, where they saw two types of schools: one of them was an international
school and the other was a monolingual integrated school. “There, children had to learn
Dutch; and there wasn’t a question about it”, as Ms. Nemes summarised the linguistic
programme of the Dutch school.

In spite of the informative visits, in the head teachers’ opinion it is difficult to establish
international relations at kindergarten level. First of all, kindergarten teachers in Fay Andrés
Kindergarten today are far too overloaded to deal with it and the other problem, which was
pointed out by Julia Cziraki, is that

“in our sister towns early childhood education is not so well-developed and well-structured as

in Hungary. Quite often kindergartens are attached to schools, which also hinders bilateral

relations. Last, but not least we must admit that we didn’t have the appropriate language

command. It will be easier when kindergarten teachers’ English is getting better.”

The self government were also exploring to what extent kindergarten teachers could
and would be willing to take part in such co-operation, i.e. what their language command was
like and if they could devote time and energy for further (language and pedagogical) trainings
for the sake of the partnership. As far as the suitable educational personnel are concerned,
kindergarten teachers had to undertake to develop their language command and their
multicultural competence as well.

At the same time the head teachers still did not finish recruiting kindergarten teachers
with an appropriate English language command. New kindergarten teachers had to be
informed that apart from their qualifications it is English that counts. Recruiting proved to be
a very complex activity as Ms. Nemes describes:

“We had to choose colleagues who, besides their English, had the courage to study and

develop, who could cope with extra workload, and who possessed professional respect so that

I could charge them with this task. At this point, we were looking for kindergarten teachers for

the children with good English.”
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Julia Cziréki emphasised that the fact was that in Hungary young teachers speak better
English than their experienced colleagues and it caused problems to send a fresh graduate,
into such a mixed group full of challenges, however good her English was. Some teachers
even had to decide if they undertook to learn English or choose another kindergarten. “Now
we can accept only those who undertake language learning and further trainings”, added Ms.
Cziraki.

The interviewees also gave an account of the educational trainings they took part.
They were as follows:

1. English language course (240 lessons)

2. Professional methodological and language course (90 lessons)

3. Specific in-service training called “English in the Kindergarten” (4 semesters)

4. Specific in-service training called “Hungarian—English Bilingualism” (2 semesters)

Except for the English language course, which was organised and sponsored by Papa
self-government, the other three courses were held at the Faculty of Pedagogy of West-
Hungarian University, Sopron. While methodological courses were attended by the
kindergarten teachers, the language course was attended by the kindergarten secretary as well,
because it was important for her to use English in everyday communication with parents. The
cabinet secretary completed the information with the fact that not only educators but other
actors of services had the chance to improve their English: for instance, nurses from hospital,
self-government officers and nurses from the nursery also attended language courses.

Besides the personal conditions, documents had to be revisited, too. The details of
multilingual and multicultural work in the kindergarten were illuminated by the two head
kindergarten teachers. When I asked them why they had finally decided upon a Hungarian—
English bilingual work programme while there were so many other nations whose mother
tongue was not English, they answered that those families were moving from place to place
and usually they used English as their second language all over the world. Additionally,
parents’ working language is also English and there is a requirement from their side to the
kindergarten teachers to pass on English to their children in the kindergarten, too. There is
also an association called “Multicultural Parents’ Centre” initiated by parents where English
is the vehicular language. Nora Nemes also found it important to declare that “we are the first
example of educating children in an integrated way in a settlement of a host country. In other
places there is a separated English language preparation for school”. She also adds that in
Hungary the right to learn in one’s own language refers only to minority children; there is no

regulation regarding migrant children.
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3.6.4.3 The educational programme in action

In the autumn of 2008 the first families arrived. The school worked in an uplink
system, while the kindergarten was much more homogeneous as there is no relevant
differentiation according to age groups vs. the school where there are classes. Yet, starting
was not so simple in the kindergarten either. The problem can be found, Mr. Peterdi
explained, in the fact that the education system of the “four big countries” (USA, Sweden, the
Netherlands and Norway) differ not only from the Hungarian system, but also from that of
each other:

“They [the families] came from different cultures and different expectations. For instance,

things we agreed upon with the Americans could not work with the Swedes, because they had

so different expectations... Educational culture is absolutely different in each country. Foreign
parents formed expectations individually which simply could not be interpreted at institutional
level. E.g. ‘Why do we have to take an afternoon nap?’, ‘Why do we need to change shoes?’,

‘Why do we have to arrive and leave on time?’, ‘Why can’t a parent enter the room in muddy

boots?’, asked the Americans. Then a Swede: ‘Why don’t you take out children to the

kindergarten yard in minus 14 degrees centigrade?’ I could endlessly go on. And it was even

simpler than the school as at school level there were problems with the curriculum, too.”

According to Nora Nemes, in 2008 they were “flying blind”, yet they were trying to
solve the problem together with the self-government. As it has been mentioned (cf. 3.6.4.2),
they were visiting bilingual kindergartens and they were searching for the opportunities of
further trainings both in the area of language learning and multicultural education. In October,
2008 the first children, Swedish twins appeared and by the next January, 15 foreign children
started to attend the kindergarten. The head kindergarten teachers soon realised that they
needed help in their everyday routine:

“We’ll need a pedagogical assistant, otherwise we’ll die... We mustn’t accept too many

foreign children as there are no patterns... If the majority of children can’t speak Hungarian,

we’ll have to face a serious problem in socialising the children, teaching them the agenda,

fixing behaviour, etc.” (Nora Nemes)

Later the self-government submitted a tender for a project to develop bilingual
education in Fay Andras Kindergarten. It was the project titled “TAMOP’ 3.4.1 B-08/2.
Migrant Children in Public Education”. It was going on between February 2009 and

> TAMOP (Térsadalmi Megujulas Operativ Program) = SROP (Social Renewal Operational Programme)
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September 2011. The major aim of the project was to work out the so-called “good practices”
and to give it publicity so that other educators could learn from it. It also involved two study
tours (one in Austria, and the other one in the Netherlands), an international conference on
multilingual-multicultural affairs, and a homepage on the Internet which, in accordance with a
basic principle of the project, will be maintained for five years. The project entailed a great
number of valuable social relations: the kindergarten worked together with The Multicultural
Parents’ Organisation where, with the words of Nora Nemes, “parents take part not as
military officers but mothers and fathers”. Then they co-operated with the local Jokai Moér
Cultural Centre where there was a series of programmes called “The Scene of Knowledge” for
foreign children. The Association of Kindergarten Pedagogy, which is the small region’s own
foundation with 30 kindergartens, also took part in the project. Pegasus Puppet Theatre was a
key actor of programmes organized. This regionally well-known theatre is made up of
teachers and actors and made bilingual performances in the framework of the migrant project
(cf. 3.2.4.6). Although “The Christmas of Civilians” was not part of the project, but it was a
good example of cooperation where Hungarian and foreign children mixed and “everybody
who passed by could see and took pleasure in children’s performance”, Ms. Nemes

remembered.

3.6.4.4 Rules and regulations

As far as education policy is concerned, there are no clear principles or legislation
regarding early childhood education of foreigners in Hungary. According to the cabinet
secretary the term ‘migrant’ cannot be applied to the children in Péapa, as ‘migrant’ refers to
people who made illegal border crossing and are collected in relocation camps. Therefore
problems might arise e.g. in educational tender applications as well, because they involve
questions which cannot refer to children whose parents work in Hungary legally. Mr. Peterdi
would rather call the foreign families in Papa ‘temporary employees’ as their children are just
as much entitled to be the actors of Hungarian education system as their Hungarian peers.
Being conscious of this, the Hungarian Ministry of Education gave a free hand to Péapa self-
government to realise its own plans:

“We were given a ‘bianco’: we, as a maintainer became exempt from all the existing laws and

regulations. The Ministry of Defence must have forgotten about education in the international

agreement. They simply don’t care about it... I, myself, would have been happier to be given

some help instead of free hand.” (Péter Peterdi)
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Although there were no special regulations on the general education level, the
kindergarten had to make changes in their documentation so that they could accept foreign
children. First of all, they amended their existing educational programme converting it into a
Hungarian—English bilingual programme involving the SAC 17 project. “The possibilities
and the methods and tools of language acquisition were taken into account... The Ministry
could not give us a proper name. They called us ‘the children staying in Hungary’”,
explained Nora Nemes. Her colleague, Ms. Czirdki confirmed the information about this
borderline situation:

“Although they are foreign children, we were not entitled to get the governing state aid as it is

the case in ethnic kindergarten groups. At the same time, we also had to ‘take out’ the number

of all the three groups attended by foreign children from the small regional aid as well.”

Regarding reporting requirements I got to know that both the school and the
kindergarten have to report to the self-government, while the self-government does not have
to report to the ministry. The ministry is entitled to examine unlawful events, but it simply

does not have the power to ask for a report from the self-government.

3.6.4.5 An overall evaluation of the programme

Multicultural education is provided in different scenes in Péapa today: in the
kindergarten, at primary and secondary schools among which kindergarten proved to be a real
“success story” according to the cabinet secretary. Mr. Peterdi also told me that there had
been attempts to introduce multiculturalism in a nursery (between the age of 0 and 3 years) as
well, but foreign parents rather sent their children into private nurseries, the reason of which
can be found in canteen meals that cannot be tolerated by foreign parents.

As far as multilingualism 1s concerned, the efforts of the kindergarten seemed to be
crowned with success:

“A few weeks or maybe a month later the linguistic difference that did exist at the beginning

disappeared. Because while playing and being together kindergarten teachers managed to

create an environment that these national differences disappeared and everybody established

a kind of communication and children did mix in a wonderful way. What was really a big thing

to me is that the Dutch child started to speak Hungarian, the Hungarian spoke English to |

don’t know who, and finally, it was a magic to me! I consider it something fantastic!” (Péter

Peterdi)
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From the interview with the cabinet secretary it turns out that sometimes the
kindergarten was given criticism and

“..d said: ‘when Teréz Brunszvik established the first kindergarten here; people were chasing

buffalos on the prairie there.’ I reacted in this way when the kindergarten was criticised.

When a child went on to primary school from our kindergarten, there was absolutely no

problem with him or her; as if they had been living here for five hundred years. According to

our measures they were mature enough and ready for school. There is usually very good

feedback from the primary school. ~ (Péter Peterdi)

Head kindergarten Julia Cziraki also added: “First, there should have been regulations
and then expectations.” She also complained about monitoring of the TAMOP-project:

“If somebody comes to the kindergarten and brings us to account, he should take the trouble

to get informed, watch the children and talk to the parents. It hurt me a lot when someone

happened to come in for five minutes, and then criticised things. Just come here and watch the

work we’re doing.”

After all, about the overall educational experiences Mr. Peterdi states that “Although
there are a few individual approaches, they do not influence the basic principles”. There are
several activities, e.g. a multicultural camp at school or a multicultural gala at the theatre,
moreover children celebrate Hungarian and foreign holidays (Thanksgiving or Advent)
together. About the kindergarten teachers’ appreciation, one day after the TAMOP-project
closing conference, Julia Czirdki felt that “yesterday proved that these kindergarten teachers
really had a high prestige and the common task induced cohesion.”

About financial appreciation the cabinet secretary remarks that there are more ways to
make a difference at school than in the kindergarten because of the different elements of
payment. Among the financial elements he mentions that the kindergarten itself did not have
to pay for teachers’ in-service training and their study tours abroad. At the same time he
admits that they do not really intend to give more payment for taking part in multicultural
education because there are so many other specialities at a school (e.g. dealing with the ethnic
minorities) that almost every teacher should claim a higher salary for one or two reasons. He,
however, recognises the special role and achievement of multicultural kindergarten teachers:

“This is a kind of elite activity within pedagogy, it’s on the top. We provide them [the

kindergarten and its teachers ] with everything and it is a positive thing that they work in this

project. I don’t think that anyone in this kindergarten would change her position with someone
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else’s in another kindergarten. Especially not now when they have already overcome the

initial difficulties... It is something positive to work here: they give and take.”

When evaluation took place in the interviews, all the interviewees looked back on the
past three years with satisfaction. However, they agreed that there were problems they
naturally had not expected. The school had to face more challenges than the kindergarten. The
self-government wanted to launch a Hungarian—English bilingual programme at school as
well, but they soon realised that the English language command of foreign (Norwegian,
Swedish and Dutch) children was far behind the expected. Therefore these children were
provided by mother tongue teachers. At school, parents and military officers also formed a
Multicultural Council that is more similar to the English ‘school board’, i.e. external actors
can have more voice than in the Hungarian system. The other important difference between
school and kindergarten in Papa is that at school there are five American teachers who teach
school subjects in English. They are provided with accommodation. At the same time there
are no native English kindergarten teachers. When I ask the head teachers about it they say
that the reason why they do not have mother tongue English kindergarten teachers can be
found in the lack of financial resources. Kindergartens have a different financial scheme from

that of schools.

3.6.5 Brief summary

This chapter of the interviews with the educational decision-makers began with
examining the military and economic background of the setting where 1 found relevant
differences between a monolingual and a multilingual institute. It is also true in the case of
pedagogical preparations which had been made before the implementation of the bilingual
programme of the kindergarten. Beyond the theoretical concepts, the interviewees also
informed me about the daily application of the educational programme and about the rules
and regulations valid to this special kindergarten. In the end, a general evaluation was made
from the initial difficulties to present day achievements. A detailed anaylysis with references
and comparisons with the other parts of research will be found in the Overall discussion of
results chapter (Chapter 4). With this chapter I have finished the series of the interviews and

in the rest of the dissertation the results of the desk research will be shared.
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3.7 Study 6: Desk research

3.7.1 The subject of desk research

The last part of the research is the desk research which covers the analysis of relevant
documents in the life of the kindergarten. First of all, it has to be clarified what is called a
document. According to Nadasi (2004 b) documents are materials which are originally made
not for the sake of research, yet its analysis can be very instructive and fruitful for scientific
investigation. Therefore, formal and informal, written or oral documents can be differentiated.

Getting familiar with the documents, the first decision is which ones to choose for
analysis? In the present case several different types of documents had to be considered: for
instance, the general kindergarten programme, the intercultural kindergarten programme,
kindergarten registers, project documents, the website of the kindergarten etc. As desk
research in this dissertation fulfils confirmative aims (i.e. to get convinced of the results of our
previous elements of research), I carry it out at the end of the exploration trying to find the
valid background whose basis the observation and interviews were examined on. Hence, the
material of the desk research will be the official programme of intercultural education in Fay
Andras Kindergarten (Appendix 35). The document was written in Hungarian.

The official programme of intercultural education was written by the head teacher of
the kindergarten not long after the arrival of foreign families to Pdpa. The programme is a
completion of the general programme of the kindergarten and applied additionally in the
multicultural groups. The two programmes run parallel as there are three groups in the
institution which are attended only by Hungarian children and three more for foreign and

Hungarian children.

3.7.2 Methodology

In the analysis of the interviews in this work, which in their transcribed version
eventually showed the pattern of coherent texts, traditional content analysis was applied
following Szabolcs’s (2001), Brown’s & Rodgers’s (2002) and Seidman’s (2002) advice. In
the case of written documents, however, a different approach is applied.

Grounded Theory (GT) originates from social sciences in the 1960s and was later

accepted and applied in other sciences like psychology and pedagogy as well. As it is a
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carefully constructed technique, it occupied a prominent place among qualitative methods and
was successful enough to be acknowledged also by researchers who had favoured quantitative
practice before. Its major novelty is how it addresses a problem. Instead of formulating
hypotheses at the very beginning of the research it applies a more gradual, yet more open
order so that the researcher could feel more freedom and fewer limits, which helps to trigger
the brain. During a step-by-step approach the researcher works more “empirically” than
“logically” as Reason remarks (Davis, 1995, p. 440).

Although this holistic way might seem to be vague or indistinct at the beginning of the
research process, its relative freedom serves only for making creative connections in a
network which needs to be explored. The connections will generate new ideas which will
accumulate in new junctions which will also play their special role in the network till the
whole process will end in a “saturation point” where “the new information obtained does not
further provide insight into the category” (Creswell, 2007, p.160). All of this is elaborated in a
theory in the background which is “grounded” in experience. Thus, the scheme of GT process

can be demonstrated in the following table (Figure 32):

Grounded Theory

e Introduction (problem, questions)

e Research procedures (grounded theory, data collection, analysis, outcomes)
e Open coding

¢ Axial coding

o Selective coding and theoretical propositions and models

¢ Discussion of theory and contrasts with extant literature

(Adapted from Strauss & Corbin, 1990)

Figure 32. The Structure of Grounded Theory (Creswell, 2007, p. 80)

While some stages in the procedure tend to be self-explanatory, others require an
explanation. The different steps of coding seem to be rather enigmatic; therefore, it is worth
examining them one by one. The first phase of coding is called open coding where texts are
scrutinised minutely and “broken into chunks” (Dornyei, 2007, p. 260). These parts (words,
phrases or paragraphs) will be associated with categories; the latter ones are temporary,
though. Temporary and replaceable, because they can provoke new ideas which might turn

into more valid and useable concepts. While making headway in the text and forming
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categories, the researcher cannot stop paying attention to the connections between categories.
It may also be considered to be the starting point of the next step, i.e. axial coding.

The aim of axial coding is to establish connections between categories and its different
aspects (i.e. moving along an axis). Basic research questions should be asked and examined
here in the hope of finding an answer to them at this stage of coding. By the end of axial
coding, while taking the similarities and differences among the categories into account, the
researcher should have categories and sub-categories. Information gained from axial coding
will then give the basis of a theoretical model.

The theoretical model will provide the background for selective coding that will
emphasise the “core categories”, as Richards calls them (Dornyei, 2008, p. 261). At the same
time, the categories that prove to be irrelevant from the point of theory making will be
selected and removed. With the remaining categories and especially with the network of the
categories, according to Creswell’s (2007) advice, a matrix can be created which will visually
introduce the model which involves the different relations of conditions, context, strategies
and consequences.

Although the three types of coding here were described as sequential actions, in
practice they cannot be separated sharply. During the thought-provoking process of the
application of GT, the researcher will face the issues of parallel coding techniques as they do
not only complete but also stimulate each other. It is due to the iterative appearance of codes,
concepts and related questions to our main research problem.

Additionally, it is worth bearing in mind, as Dornyei (2008) warns that the “theory” in
the name of Grounded Theory does not necessarily mean theory in the sense of an abstract or
grandiose concept. It is rather a sound and acceptable exploration and explanation of a

phenomenon that needs to be understood and deciphered.

3.7.3 Research design

As GT 1s based on experience, and this is what has already been gained during the
previous parts of research, applying the method seems to be a rational and exciting challenge
in document analysis. To decrease the risk of subjectivity an assistant got involved into the
process. Ibolya Molnar is a third-year kindergarten teacher trainee at Benedek Elek Faculty of

Pedagogy of the University of West Hungary, who had already possessed the sufficient
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insight into the life of Fay Andras Kindergarten as she did her three-week pedagogical
practice there.

After outlining the major tasks, in most of the time we worked parallel but in
detachment. Then, at certain points I compared the results of our investigation and set the new
goals. With this method we were trying to reach neutrality as far as possible. The research
questions (RQ) of this dissertation (cf. 1.4) served as an introduction to the problems we
wanted to explore in the kindergarten’s intercultural educational programme (Appendix 35).

We started our examination with open coding which in our case meant to read the
document (i.e. the intercultural educational programme) letting it “make impact” on us. We
both had a master copy of the written document which could be highlighted and commented.
During the second reading, still within the frame of open coding, we broke the text into
“chunks” and chose the option of “interrogating” the data segments (Dornyei, 2008, p. 261).

The interrogation resulted in a great number of questions which were collected.
Relevant contents of the questions were highlighted. The questions were then attributed to
each other and the corresponding ones remained in the frame and were chosen to be the basic
questions for further investigation. A few examples of correspondence are shown in the next

chart (Figure 33):

Questions by Researcher 1.

Questions by Researcher 2.

e How are the preservation and maintenance
of migrant children’s identity and culture

carried out?

e What kind of behavioural differences can
be observed between Hungarian and migrant

children?

e To what extent does the programme take
the different behavioural norms into

consideration?

e What kind of effects does inter- and
multicultural education have on the

development of children’s personality?

e How does intercultural education help

personality development?

o How can the pedagogical assistant help the
integration of migrant children and the

kindergarten teachers’ work?

e How does the programme take personal

conditions into account?

e What kind of help comes from outside to

solve language and cultural problems?

e What kind of professional competences do

the participants have to possess?
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¢ To what extent does intercultural education
help/ hinder Hungarian children’s foreign

language learning?

e What kind of advantages and
disadvantages does multicultural education

have?

e What kind of difficulties occurs in the

process of multicultural education?

e What kinds of visual aids help children’s

foreign language learning?

e How do material conditions serve

intercultural education?

e What kind of modern pedagogical tools are

available?

Figure 33. Example set of corresponding questions in open coding

In this way the key questions were as follows (LOC as locus means the related places

in the programme: Appendix 35):

e What is the context of the programme? (e.g. LOC 1, 6 & 7)

e What kind of education is applied according to the programme: integrated or

segregated? (e.g. LOC 2 & 23)

e What kind of interpersonal relations does the programme involve? (e.g. LOC 10, 15,

20 & 46)

e What influence does intercultural education have on personality development? (e.g.

LOC 2] &£29)

e What kind of professional competence do kindergarten teachers have to possess?

(e.g. LOC 13 & 39)

e What kind of emotional attachments can be observed in the case of migrant

children? (e.g. LOC 19)

While questions were attributed to each other, it was obvious to see that they form

coherence. Thus, getting further, questions were collected into the same groups and these

groups of questions were directed into broad categories; still while elaborating open coding.

The broad categories, on the basis of the groups of questions, can be seen in detail in

Appendix 36.

In this way we gained broad categories like:

e creating emotional attachment
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e developing socio-psychological abilities

e preserving migrant children’s self-identity and culture

e discovering behavioural differences

e cstablishing personal conditions, etc.

In axial coding the connections were looked for, convergent contents were recognised
and classified into central categories and got the labels of ‘psychological’, ‘sociological’,
‘pedagogical’, ‘language pedagogical’, ‘linguistic’ and ‘legal’ characteristics. (See it in full
details in the fourth column of Appendix 36.)

Further filtering or selection was done in selective coding. Altogether, the very basic
nucleus was identified and resulted in 13 “core categories”. They were as follows:

1. legal and political context, 2. general preparations, 3. socio-psychological
personality development, 4. behavioural norms, 5. emotional attitude, 6. identity development,
7. language educational strategies, 8. intercultural goals and strategies, 9. multicultural-
multilingual challenges (advantages & disadvantages), 10. kindergarten teacher’s
competences, 11. interpersonal relations,12. material conditions, and 13. experience & results.

Finally, the categories were revisited in the text where we attributed the related terms
and phrases to the programme in parallel. The whole process can be followed in full details in
Appendix 37. Then, a comparison was made and the essence of the text remained.

Although, again, the steps of coding were described above as if they were detached
phases, they actually were not. It is difficult to tell which item generated new ideas and how
they were involved in the whole process. However, coding aimed to give an overall view of
our theory which will be introduced in the next chapter (cf. 3.7.4).

The categories and the repeated look at the text led us closer to our theoretical model
which was visualised and compiled (Figure 34). This theoretical model did not come into
being abruptly but it is the result of several readings of the programme as such. Its outline was
vague at the beginning, but later, while making headway in the text and the different stages of
coding, it gradually evolved and took its form. Its core is made up of the different coping
strategies in the actual intercultural setting which have three pillars like 1. pedagogical, 2.
language educational and 3. socio-psychological. From these major entities the previous
preparations and the general background had been explored together with the direct
challenges of the educational situation. Additionally, as GT is based on experience, our results
from our former investigations (observation and interviews) were used up in creating this

model.

167



Context

e NATO
programme
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General pedagogical
strategies
e Integrated multicultural
education

A .
e Interpersonal relations
¢ Informative behaviour
e Common programmes

Language educational
strategies
e Bilingual education
e Methodological repertoire

A 4

revisited
¢ Playful methods
e Non-verbal elements

Outcome

e Cultural &
linguistic
diversity

e Common values

e Intercultural
competence

e Cooperation

Socio-psychological
strategies
e Positive, tolerant attitude
e Identity development
e Norm adjustment
¢ [oving atmosphere

Figure 34. Theoretical Model for Multilingual-multicultural Challenges in the Kindergarten
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3.7.4 Results

3.7.4.1 Context and challenges

The programme gives relevant information about the new educational context which
originates from the changing legal and political circumstances. It describes the appearance of
families and their children who represent 12 nations; the 13th is the Hungarian. (The number
might vary during the period of agreement, however).

It names the programme (SAC/C 17) and draws the attention to the fact that parents’,
who all work at the NATO air base of Papa, working language is the English language. The
programme also clarifies that the educational principles should harmonise with the rules and
regulations of those of the European Union. At the same time, the multicultural pedagogical
work should be embedded in the Local Kindergarten Educational Programme, which is the
official programme of Fay Andras Kindergarten. Additionally, Article 79 of the Hungarian
Public Education Bill of 1993 has to be kept in evidence.

The altered background may induce complications during the transformation of a
monolingual kindergarten into a multilingual-multicultural institution. The problems are taken
into account from different angles. The programme also derives from the already gained
experience as well. In this way, from foreign children’s aspects the main issues can be found
in communication (e.g. the lack of a common language in the case of non-Hungarian and non-
English speaking children), emotional instability, adaptation (to the rules and routines of the
Hungarian kindergarten), integration, and cooperation (with the peers and the teacher), while
from parents’ aspects problems can be manifested in the difficulty of establishing and
maintaining contact, the different types of expectations in the case of foreign parents (due to
the different socio-cultural and educational background), and the probable decrease of
Hungarian educational material (i.e. fewer Hungarian tales, games, songs and rhymes) in the
case of Hungarian parents. At the same time, the kindergarten teachers will also have to
develop linguistic, pedagogical, social and psychological competences which were not

required earlier in their career in a monolingual group.
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3.7.4.2 Preparation

The arising problems in the new educational context required detailed and profound
considerations. To provide an acceptable and feed forwarding response, the kindergarten was
ready to prepare for the reception of foreign families with several alterations.

The programme gives a detailed account of what kind of conversions were carried out
in and outside the kindergarten. The building had to be enlarged because of the increased
numbers of children. The gymnasium, however, fell victim to the reconstruction. Two more
rooms are missing still: one as a staffroom for the kindergarten teachers, and another one
which would be suitable for sessions in a small group.

The most important pedagogical tools are also in the possession of the kindergarten:
developmental games, picture books, pictorial dictionaries, visual materials, software (CD-s
and DVD-s), just like hardware (notebook, projector) and internet access are available.
However, the staff could make good use of a digital audio recorder, a Dictaphone and a digital
whiteboard, too.

Kindergarten teachers have also actively taken part in compiling an impressive range
of supplementary material. What they have developed, according to the programme, is a
collection of Hungarian—-English phrasebook, personality development sheets, foreign
language evaluation sheets, and a multilingual emergency vocabulary. In intercultural terms,
the self-made posters and information booklet of the different countries are available which
help children to get an impression of various nations (cf. 3.2.4.6 and Appendices 17 & 18).

As far as educational work is concerned, the expansion of the local programme was
due at the time of changes. Although the programme (Appendix 35) is a complementary
document, it is generally applied in the three multicultural groups. It is built upon the Basic
National Programme of Kindergarten Education that emphasises child-centeredness, the
integration of migrant children, the maintenance and confirmation of identity, just like the
preservation of basic human rights and freedom. These principles served as guidelines while
developing the intercultural programme.

As the programme highlights, the staff’s English language competence was improved
in language courses and a special methodological course in bilingual education (LOC 9).
Besides, study visits to similar institutes were organised in Hungary (Montessori Bilingual
Kindergarten, Budapest) and abroad (Austria, the Netherlands) (LOC 14) so that teachers
could take a closer look at good practices and observe intercultural education as a daily

routine.
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3.7.4.3 Coping strategies

How to cope with the new situation, the altered linguistic, cultural and pedagogical
circumstances is a key issue of kindergarten education in Papa as it is reflected in the
programme, too. The different approaches can be covered under the heading: “strategies”.
Scrutinising the programme general pedagogical, language educational and socio-
psychological strategies can be recognised, which naturally overlap. Yet, here, for the sake of

analysis the examination will be done one by one.

3.7.4.3.1 General pedagogical strategies

The pedagogical basis of the kindergarten is the integrated education of foreign and
Hungarian children. On the one hand, the programme does not give an explicit explanation
why they have chosen this type of education (vs. segregated) as a starting point; it only refers
to the fact that the NATO operates international schools elsewhere in the world. On the other
hand, the whole programme stresses the advantages of integrated education and parents’
increasing demand for early FL development (LOC 3). Therefore, both parties (i.e. foreign
and Hungarian parents) may find integrated education beneficial. Integration means a two-
way process: it requires effort both from the actors of the host country and from those of the
foreign countries.

Integration naturally generates linguistic diversity and results in a more refined
repertoire of pedagogical methods. The programme highlights kindergarten teachers’
intercultural competence which, besides tolerance and unconditioned acceptance, means the
rational organisation of kindergarten sessions and playtime. During these activities children
will get the opportunity to establish and maintain friendship; thus, from concrete personal
relations general characteristic features like tolerance and acceptance can be developed.
Additionally, integration can also be extended beyond the kindergarten, i.e. in the town
community.

Another manifestation of supporting integration can be noticed in the emphasis of
interpersonal relations. Relations among children and parents from different countries are
promoted by the kindergarten in extra-curricular activities as well. Examples for this are
outings with parents and the International Day (cf. 3.2.4.6 and Appendices 21 & 22).

Informative behaviour in both Hungarian and English is also a key issue. It involves

kindergarten teachers’ regular contact with Hungarian and foreign parents. The programme
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mentions that foreign parents require more teacher—parent meetings. Teachers also provide
parents with bilingual information booklets and notices (cf. 3.2.4.1 and Appendices 7, 8§ &
12). On the other hand, the kindergarten relies on getting information from parents and asks

for their help in English language matters as well.

3.7.4.3.2 Language educational strategies

The kindergarten declares in its programme that bilingual Hungarian—English
education is available for all children in the multicultural groups. As English is used among
the NATO officers in their workplace on the air base, it becomes the vehicle language
between the kindergarten teachers and the parents as well. With this commitment the
kindergarten has to fulfil a double duty: on the one hand, English is used as L2 for Hungarian
and other, non-English speaking children; in this case it can be regarded as foreign language
development. On the other hand, English is the mother tongue of American children; in this
case the status of English is not L2, but L1. Similarly, Hungarian is the mother tongue of
Hungarian children; while it can be “offered” to children whose mother tongue is not
Hungarian (also for American children) as a foreign language.

However, the programme indicates that mother tongue development is beyond the
competence of the kindergarten. It reads: “Kindergarten teachers can be expected to have
intercultural awareness, yet they cannot be expected to know and mediate the traditions of the
different nations. [...] In the case of migrant children the responsibility of maintaining mother
tongues and traditions goes to the parents.” (LOC 35) It is especially true for non-native
Hungarian/ English children.

To achieve the aim, language educational strategies (both in L1 and L2 development)
had to be revisited in the multicultural groups. Therefore, a playful language acquisition
method was introduced which involves a patient, natural approach based on a wide range of
activities (LOC 32 & 34) just as much as spontaneous and continuous everyday language use
(especially in the case of Hungarian).

Motivation for language acquisition is supported by positive feedback from the side of
the kindergarten teachers. As it reads in the programme, one of the goals is “to motivate
children and create interesting opportunities for practice by experience”. (LOC 33).
Metacommunication also plays an even more important role in multilingual groups than in a

monolingual (LOC 38). It is especially valid in the case of non-Hungarian/ English speaking
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children. To expand the “territory” of languages, teachers organise special programmes for
children (e.g. puppet shows, interactive musical programmes, outings and swimming) (LOC
25 & 36) where, through experience, they can develop understanding Hungarian (and also
English in the case of bilingual events) as a foreign language.

The elements of language education strategies are summarised in the chart below

(Figure 35):

[ Language educational strategies }
[ Main tasks ] [ Methods ]

KArousing interest = \ ﬂ

Hungarian and English
[ mll areas \

¢ Proportion of languages:

according to groups of

children ¢ Spontaneity, without any
e Foreign languages force
(HU, EN): e While playing

individual differentiation « Positive feedback

e Speech panels — .
p p e Metacommunication

understanding & e Accepting physical

reproduction
response

R ti h . o
¢ Respecting cac ¢ Consistent repetition

other’s identit
Y ¢ Authentic English speech

N

e Holidays, customs —

N

cultures of both speech

=

Figure 35. Language educational strategies with the main tasks & methods

Additionally, the improvement of kindergarten teachers’ English language command
1s a permanent task. In one group there is at least one teacher who speaks English.

Pedagogical assistants who can speak English are also employed in each group (LOC 11).
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The employment of English native speaker kindergarten teachers does not appear in the
programme.

3.7.4.3.3 Socio-psychological strategies

Pedagogical and language educational strategies cannot be successful if there is not an
articulated socio-psychological approach from the side of the kindergarten teachers towards
the Hungarian and foreign children and their parents. The programme confirms that the
kindergarten works according to the Basic National Programme of Kindergarten Education
that announces equal attitude to all children and does not permit any social, sexual and other
kinds of prejudice against children and their families. Therefore, staff members guarantee
personal treatment and the opportunity of integration and socialisation in order to create a
loving, homelike and supportive atmosphere. Kindergarten teachers’ professional and
personal qualities should also guarantee the development of children’s empathy, interpersonal
and communication skills just like tolerance, flexibility and respect. To achieve these aims,
the programme puts cooperative methods in the limelight. It also seems to be a good solution
that children go to mixed age groups as older children are socially more mature and can help
their younger migrant peers.

Another important feature is to gain children’s and parents’ trust in the institution and
the staff. Children from other countries might suffer from emotional insecurity. Therefore,
one of the major tasks is to assure a secure background with well-planned activities in order to
gain experience and foster cooperation among the peers. To lessen emotional instability, the
role of encouragement cannot be underestimated.

A loving attitude cannot be missing either. It can be manifested in close contact (e.g.
playing on the teacher’s lap), conforming behaviour (also in a non-verbal manner) and
unconditional love; all of these according to children’s age characteristics (LOC 28). As far as
parents are concerned, an essential part of the daily routine is to give the necessary
information to the parents about their children and the operation and programmes of the
kindergarten.

Other major aspects of socio-cultural integration can be adjustment to norms (i.e. to
the Hungarian daily routine, food, etc.) while foreign children can also create new habits (e.g.
introducing their own national customs, celebrations or food brought from home). They, in
the frame of integration and multiculturalism, can become an organic part of kindergarten life

so that children’s own identity can be preserved while respecting others’ (LOC 29).
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3.7.4.4 Highlighted elements

Besides the content elements, the wording of the programme can also betray the
highlighted elements of intercultural education in Fay Andras Kindergarten. If a closer look is
taken at words and expressions, it can be observed the following phrases as key terms of the
programme (Figure 36). Although the programme was written in Hungarian, as the phrases
are either mirror translations (e.g. “personal treatment” = “egyéni banasmod”) or international
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words (e.g. “integration”, “migrant”, “tolerance” etc.), it causes no difficulty to examine them

in English.
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Figure 36. Highlighted elements of the intercultural programme of
Fay Andras Kindergarten, Papa

The question is not simply wording, but the ideology behind. In this way, it may be
declared that the most important pillars are “intercultural”, “integration”, “bilingual
education” and “migrant” which support our results as well. Other frequently used words like
“tolerance”, “adaptation”, “identity” etc. also mirror the context and the content. The only
doubt may arise in the usage of “intercultural” and “multicultural”. Although the programme

clarifies in which sense they are used (“interculturalism” as a synonym of “cultural diversity”;
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and “multiculturalism” as the encounter and impact of different cultures), in the context they
seem to appear rather as synonyms than distinct phenomena (cf. 2.3.1).

The most frequently used word was not displayed in the chart as it is on the one hand,
so obvious, and on the other hand, it usually turns up in different compounds and relations, so
it is worth scrutinising it separately. It is the word “language” which can be found 98 times in
the text of the programme. However, very often not alone. The most common compounds or
expressions with this word are as follows (Figure 37). The numbers in brackets show their

occurrence.

language
development

4

language
acquisition

(16)

language (98)

language
teaching

€)

language
learning

4

Figure 37. The occurrence of “language” and its related terms in the programme

These expressions are especially important from language pedagogical aspects. Their
number of usage and also the narrow context show that the programme uses linguistic terms
mostly in a targeted way. For instance, “language acquisition” (vs. “language teaching”) is
used to describe the language pedagogical aims in the kindergarten programme (LOC 4 & 5)
in connection with pedagogical tools (LOC 16), with age characteristics (LOC 24), with
playful pedagogical methods (LOC 27 & 31) or with intercultural competence (LOC 24).
“Language development” is used as a synonym with “language acquisition” and can be found
in the context of language educational methods (LOC 17), principles (LOC 26) and children’s
and teachers’ linguistic competence (LOC 41). “Language teaching” appears when the
programme gives an account of the study visits in multicultural kindergartens (LOC 12), and

in terms of Hungarian as a foreign language teaching (LOC 8). “Language learning” turns up
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when the programme describes parents’ increasing demands for early childhood FL education
(LOC 3) and when comparing L1 and L2 learning (LOC 32). In one case “acquisition” and
“learning” are used as synonyms (LOC 45).

Although the number of language related terms demonstrates the conscious usage of
these words, as far as the context is concerned, more emphasis should be given to the
distinction of “acquisition” and “learning” as it is a basic feature of early childhood foreign

language education (cf. 2.2.3.1).

3.7.4.5 Outcome

The programme gives an account not only about probable but real results because the
kindergarten teachers had already had some experience at the time of compiling the
educational programme.

A lot depends on the teaching staff’s intercultural competence. As a basis of the
programme, in integrated education kindergarten teachers should adopt and show a
multicultural attitude which determines the pedagogical methods. The different cultures are
welcome with curiosity also in the daily routine, for instance by encouraging children to bring
in photos from home life in the native country (LOC 37). The kindergarten shows a special
interest in foreign children’s own cultural heritage, their national symbols, the families’
habits, and contact mode while the teachers try to arouse interest in the different cultural
traditions and literature as well.

A crucial point in kindergarten teachers’ intercultural competence is the ability to see
things from parents’ perspectives and understand what foreign parents find peculiar in the
Hungarian pre-school system and values which need explanation (LOC 44). In the case of
cultural misunderstandings, the teacher should be able to analyse them and find a solution
strategy (LOC 42 & 43).

In this way, the final aim is to establish a system of common values which everybody
can respect and tolerate and to increase the demand of cooperation among the different actors
of education, i.e. in the relations of children, kindergarten teachers and parents (LOC 30).
Cooperation is needed also among the teachers themselves in respect of completing each
other’s pedagogical methods and sharing a similar educational philosophy.

The programme already mentions the most important results of intercultural education.

The majority of the parents find it valuable for their children to get acquainted with other
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nations’ culture and/ or language and some of them have already experienced changes in their
children’s conduct. Foreign parents highlighted self-service, better cooperation skills and a
generally calmer behaviour in their children’s personal traits (LOC 21). They also appreciate
the kindergarten teachers’ pedagogical and linguistic efforts. At the same time, Hungarian
children have become more tolerant, empathetic, flexible and helpful, according to their
parents.

In conclusion, what the programme considers the advantage of multicultural education
is establishing mutual respect, living in a linguistic and cultural diversity, arousing interest
and curiosity in otherness and an increasing demand for communication (LOC 22). On the
other hand, the drawbacks may be adaptation, communication problems and emotional

instability (LOC 18).

3.7.5 Brief summary

The aim of this chapter was to introduce the major written document of the
kindergarten (i.e. the intercultural programme) in order to see the official basis of educational
work better and justify the results of the present research gained from previous explorations.
Here, a different method of text analysis was applied (Grounded Theory) which was outlined
generally and described step by step in the research. On the basis of the theoretical model a
closer look was taken at the context and at the different (pedagogical, linguistic, educational,
and socio-psychological) strategies of coping with multilingual-multicultural challenges.
After a graphic display of highlighted elements of the programme the outcome originated

from the documents was summarised.
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4. OVERALL DISCUSSION OF RESULTS

After the presentation of results and the brief summaries, an overall discussion will
deal with the results from the different stages of research. The research questions (RQ) (1.4)
from the beginning of this work will be used as guidelines along which relevant meanings
will be revealed. In this way, considerations about theoretical issues, the setting, language use
and communication, language pedagogy, socio-cultural elements and kindergarten pedagogy
will be provided. Additionally, an evaluation of the whole programme will be carried out. All
the research questions will be subordinated to the primary aim of the whole research, i.e. to
see how kindergarten teachers, children, parents and educational decision-makers form a
common linguistic, cultural and pedagogical basis for communication in their very complex

setting. The research questions will also be provided at the beginning of the related chapters.

4.1 Theoretical issues

RQ 1. What are the major language educational theories that serve the basis for early

bi- or multilingual education?

The first step of doing research into bilingual education is to clarify the basic
definitions and terms of the field. What secondary research (i.e. literature review) reveals (cf.
2.2.1) is the fact that there is no clear and unambiguous answer to the question What is
bilingualism? or Who is bilingual? Literature offers several notions from Bloomfield’s high
expectations about bilinguals (as cited in Hoffmann, 1991) through Diebold’s (1961)
permissive approach to modern functional access (Grosjean, 1994). This latter appears to be
the most useful in the present empirical research as it is the one that can be referred to
educational situations as well. According to Grosjean bilinguals are “those who use two (or
more) languages (or dialects) in their everyday lives” (1994, p. 1656). Instead of definitions,
very often a typology is given along a scale of contrasts like ‘early — late’ ‘balanced —
dominant’ etc. (cf. Figure 4). A similar vagueness can be noticed with the definitions of
multilingualism (cf. 2.2.1.3) which is sometimes used alternately with bilingualism. If the
present research topic has to be taken into consideration, it must be known that, although the
kindergarten operates a Hungarian—English bilingual programme, the setting for the children
can be called multilingual. Therefore, in this case both naming can be used but with clear

reference to the written document and the pedagogical practice.
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The two most cited theories concerning bilingual education are the Critical Period
Hypothesis and the Thresholds Theory (cf. 2.2.2.1). While the former deals with the optimal
period of language learning and determines this age between 21 months and 14 years, the
latter focuses on a minimum proficiency in language learning without which progress cannot
be expected. If the critical Period Hypothesis is accepted, in the present research setting the
critical period is “given” as children between the ages of 3 and 6 are examined; and these
years must be called ideal according to the theory. The Thresholds Theory may be called
confusing when it speaks about “negative cognitive effects” before the first threshold,
“positive cognitive effects” after the second threshold, and “positive or negative effects”
between the two. The problem with the theory is that there is no guide about the ages,
moreover, proficiency as such is not explained either.

What can be useful in the present situation in Pépa is to take a look at Baker’s (2000)
bilingual school typology (cf. 2.4.1) from language educational point of view, and to
understand Berry’s (2008) acculturation strategies (cf. 2.3.3) from the aspect of
multiculturalism. From Baker’s classification (cf. Figure 10) it will turn out that the children
in Fay Andras kindergarten experience two different types of educational institution. As far
Hungarian and American children are concerned, “dual language education” can be
mentioned but children whose L1 is neither Hungarian nor English have to live under less
favourable circumstances, i.e. in submersion education. Acculturation strategies (cf. Figure 9.)
will help to understand the behaviour of immigrant children who cannot be divided into one

single cultural group.

4.2 The setting

RQ 2. How is multilingual-multicultural education manifested in the material

conditions of the kindergarten?

Based on the results it is apparent that the present pedagogical situation is the
outgrowth of a political decision where the actors’ participation could not be called
“balanced” if a world power and a small town are put on the scales. While the political
concept had prominent supporters, in finding an appropriate base for the educational scene the
town of Papa was left alone. It could have indicated an intolerable educational situation if the

self-government had not seen a certain challenge which had to be responded to.
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Some hesitation and doubts can also be observed about the legal status and naming of
the foreign families, too. Terms like ‘migrants’ and ‘refugees’ appear. In fact, the working
members of the foreign families are on secondment from the NATO. Therefore, ‘seconded’
and ‘secondment’ can be the proper expressions while determining their status. The reason
why it is important to deal with it is that inappropriate naming can impact upon educational
issues as well.

Consequently, the educational setting had to be formed according to the socio-political
expectations. The setting and material conditions in Papa are fairly favourable for a
multilingual-multicultural kindergarten. However, it does not show a consistent or
standardized picture: while the inner design is adjusted to this type of education with its
bilingual posters and notes, from outside nothing reveals the international profile of the
kindergarten. Symbols, like the Hungarian flags could be completed with the symbols of the
nations represented in the institute. The role of the Hungarian Hymn and Appeal, especially
without any notice of their importance for foreign families, can also be considered unusual in
a multicultural kindergarten. Similarly to multicultural educational institutions abroad (e.g. in
Sweden, the UK or Spain; Appendices 13, 14 & 15.) this Hungarian kindergarten also uses
decorative and informative boards and maps where interculturality is emphasised (Appendices
10 & 16.). The situation in Papa shows that kindergarten teachers have already started to think
over multicultural visual elements inside the building, but they have not yet found the time or
paid attention to these signs and symbols outside.

As far as language use is concerned in material conditions, it seems that the
kindergarten is absolutely aware of the fact that bilingual notices are necessary. Even if
linguistically they may be objected at some places (Appendix 8.), it is praiseworthy to give
information in English as well. They undoubtedly reinforce linguistic and social
communication. The bilingual education programme is also manifested in the English
language books. The sight of letters and illustrations (vs. texts) in the books might attract
children’s attention. At this point, however, it must be mentioned that learning reading and
writing in the Hungarian school system starts only in the first grade of primary school, while

American parents expect these skills already in the kindergarten.
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4.3 Language use and communication

RQ 3. Which languages are used in the kindergarten and how are they developed?

With mother tongue development clear distinctions must be made. As the programme
of the kindergarten prescribes, Hungarian and English bilingual development is available.
Linguistically, Hungarian children’s needs are satisfied to the greatest extent; especially
concerning vocabulary. On the other hand, it is difficult to judge native English children’s
mother tongue development in the kindergarten as English is used at home as L1. Yet, the
interviews with the parents show (cf. 3.3.4.4) that some additional English words and
expressions are also used by children that must have been acquired in the kindergarten. What
is obvious from European parents’ accounts is the fact that they are relatively happy with the
bilingual programme and they do not have unrealistic expectations regarding their own
language. Additionally, they support Hungarian language development. At the same time, the
question of mother tongue acquisition might be more crucial when children go to school. Just
like the Bulgarian father noticed her daughter “broken” Bulgarian (cf. 3.3.4.2), the Norwegian
mother also tries to find a way to L1 acquisition before sending her daughter to school (cf.
3.34.2).

From the aspect of the mother tongue, the circumstances favour American children.
Based on the results it can be declared that American children’s mother tongue use is
encouraged by different, not necessarily overt, facts. First of all, in each groups there is a
kindergarten teacher or assistant who speaks English. Then, American children’s number is
the highest in the kindergarten, so there is a good chance for an American child to meet
another child with the same mother tongue in the group. Last, but not least, English is one of
the declared official languages of the kindergarten, which means that it is used in verbal (e.g.
between teachers and parents) and written communication (e.g. pin boards), too. The use of
English in this institution seems to be justified from several aspects, i.e. its overall dominance
in our globalised world (Phillipson, 1992, 2003, Crystal, 1997; Wolff, 1998; Thompson,
2000; House, 2003), being parents’ official working language, the common vehicle language
status and also that it enjoys immense prestige in foreign (non-native English) families.
Among American and Hungarian children English seems to be the common language, too,
which proves the dominance of English over Hungarian under kindergarten circumstances.

The results of parents’ interviews also seem to suggest that children whose mother

tongue is neither English nor Hungarian may face more difficulties. Speaking every child’s
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mother tongue is obviously beyond kindergarten teachers’ competence. Therefore, the
dominance of two languages (Hungarian and English) can be noticed in the kindergarten,
while other languages are accepted but not spoken “officially” by the kindergarten teachers or
the children who cannot find a mate with the same L1. Therefore, while American and
Hungarian children seem to be relaxed and carefree, other foreign children are ‘lost’ and
frustrated as the whole situation seems to be fearful for them. The Polish mother’s “finger”
metaphor (cf. 3.3.4.1) expresses their loneliness in a graphic way. All European parents
mention a definite language barrier which is accompanied by physical and mental isolation.
By the passing time, however, the stress is gradually relieved. There are two ways of stress
reduction: one of them is coping with the language barrier, e.g. in the case of Luboslaw’s
Hungarian acquisition, and the other way is meeting another child with the same L1 and
cultural background. While the first one can be supported and developed, the second is only
accidental in this setting. Among pedagogical tools, using a dictionary, supplying children
with everyday expressions, compiling a bilingual ‘survival’ dictionary are all a part of the
strategies that help to reduce linguistic barriers.

One might expect that in a multilingual kindergarten, due to the above mentioned
reasons, a foreign language, like English here, must be the dominant language. Hungarian,
however, can easily be the lingua franca among children. For instance, the Polish Luboslaw’s
chosen L2 is Hungarian. In addition, he is a leading person in the group, children follow him,
even if they have different mother tongues, which seems to promote Hungarian’s leading
status among his peers. The American Blake’s L1 is English, yet he joins the Hungarian
speaking group of children. The Hungarian Matyi’s remark (cf. 3.2.4.4) shows two
phenomena: on the one hand, some children are still surprised to see a bilingual model, and on
the other hand, in his mind the notion of language and nationality have not yet been separated.
Besides, kindergarten teachers’ Hungarian language use is mostly accepted and even required
by parents (cf. 3.3.4.5).

In several cases children distinguish languages and produce code-switching (cf. 2.2.4).
For instance, this phenomenon has been developed in Ingrid, a Norwegian kindergartener’s
daily routine. During play time she did not hesitate to recognise the two (Hungarian and
English) languages, moreover, she responded, even if in a laconic way (cf. 3.2.4.2). At the
same time, her productive language skill is limited in foreign languages; it is the reason why
she returns to her L1 when she wants to get into a longer conversation. When the conversation
dies (this time according to the receiver’s insufficient language command), linguistic

frustration, accompanied by social frustration, can be noticed.
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Language choice can be greatly influenced by the familial background, too. It can be
seen in the case of a boy from a mixed marriage and a girl from a family with Guamian
ancestors. Results show that in Jonas’s family two languages, English and Filipino are used.
As Jonas had lived in the Philippines as well, he was exposed not only to the language but
culture as well, which makes him not only bilingual but bicultural (cf. 2.2.1.1), too. The case
is similar to that of Mandy, whose family understand the Chamorro language from the Isle of
Guam. In another example, Anastasiya’s “broken” Bulgarian command, as her father
described, reveals the phenomenon that although in her family Bulgarian is used on a daily
basis, she misses their peers’ Bulgarian language and it shows in her communication at home.
The use of English in the Bulgarian family and the use of Hungarian in an American family
(cf. 3.3.4.2) suggest that foreign languages must have high prestige in families and they can
be used in a playful way as a kind of ‘complementary’ communicational device. What is even
more important here than the actual use of foreign languages is the attitude from parents’ side,
which proves to be positive.

Children’s language choice sometimes tends to be influenced by the kindergarten
teacher who can choose only from among Hungarian and English. In the cases of non-
Hungarian/ English speaking children teachers need great empathy and patience. Vuokko, for
instance, 1s definitely allowed to use Hungarian, which shows that children’s language choice
is respected and supported. Vuokko comes from a bilingual Swedish—Finnish family, and in
the kindergarten she tends to prefer Hungarian instead of English, especially with the
kindergarten teacher. It is the fact that the teacher knows and supports.

As far as children’s language use is concerned, it can be observed that children’s
language choice is optional. In fact, parents expect their children to use L2 much more than
teachers. As it has been mentioned, a Polish mother, for instance, asked the kindergarten
teacher to speak English to her son. Teachers, on the other hand, only “offer” the choice, but
they do not decide the actual use of the language instead of the child. Also, the example of
Anastasiya shows that children are able to make a difference between languages, even in the
case of foreign languages. It can also be noticed that children learn a lot from each other
through communication. The stronger the motivation for communication is, the better result
can be expected in language acquisition.

Still within the frame of communication and language use, two other language
phenomena are worth commenting: pronunciation and vocabulary. Kindergarten teachers are
also aware of the “critical period theory” (cf. 2.1.2), according to which early childhood is an

absolutely ideal time to acquire the right pronunciation. Although, today, when English is
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used in very dispersed geographical areas as L1, moreover it is the most global language that
is used as L2, there might be debates about the “right” pronunciation. Yet, teachers would like
to pass on the pronunciation they follow and correct phonological errors as shown (cf.
3.2.4.3). As far as vocabulary is concerned, it is apparent that American vocabulary is used in
this kindergarten. It must be due to the daily contact with American parents, who the
kindergarten teachers consider to be the authentic users of the English language, thus they
serve as language models and their examples are followed. In this case, e.g. with the word
‘restroom’ which can hardly be heard in British English context (cf. 3.2.4.3).

From the results it seems that children’s general communicative skills have definitely
improved. From the point of Hungarian it is mostly due to the total immersion setting (cf.
2.4.1) in the case of foreign children. Results also suggest that the power of the surrounding
community and its influence on early childhood language acquisition must be taken into
consideration as well. Additionally, literature proves to be an especially effective method both
in L1 and L2 acquisition. A mother gives a meticulous description of linguistic progress (cf.
3.3.4.3) that suggests the following steps:

child: lack of knowledge in L2 — parent: explanation — child: use

The formula can naturally be supplemented by meta-communication and extra
knowledge of other cultures. The question of language choice also appears and it can be
concluded again that it absolutely depends on children individually. Although impetus can be
given by parents and kindergarten teachers, the choice is self-dependent.

Using different languages including languages which are not their mother tongue,
children show personal and linguistic flexibility. It means that they are brave enough to be
involved in conversations in L2, and they even enjoy playing with foreign words. It plays an
important role in developing a linguistic self-confidence and serves as motivation for L2 use
and acquisition.

According to the teachers, defining who is bilingual is based on active language use. If
a child can actively participate in or initiate a conversation in L2 is considered to be bilingual
by the teachers. In this setting it is not rare that a child knows the name of something in L2
earlier than in his/ her own mother tongue. This phenomenon depends on the situation, on the
topic of the day and the general communication in the kindergarten. It may happen especially
when the child learns not only a new word in L2, but the concept itself is new to him/ her, e.g.
in the case of Luboslaw, who had not heard the word ‘vaddiszné’ (‘boar’) in his Polish

mother tongue at home.
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Hungarian children’s English command is not as good as the foreign children’s
English command, who chose English as L2 (vs. Hungarian). It is definitely shown in the
table (cf. 3.3.4.7; Figure 29.) and turns out from the interviews that Anastasiya’s English
command surpasses others’. Attitude also counts e.g. in Hunor’s case. The Hungarian boy is
very open to make friends with foreign children and it shows in his language command as
well. Children who chose Hungarian as L2 made less progress in English. The same can be
said about the Bulgarian girl’s Hungarian knowledge. Two American children are affected by
other languages than English and Hungarian: although Mandy understands Chamorro quite
well, her mother says that by now her Hungarian has become better than her Chamorro. On
the other hand, Jonas, whose mother’s L1 is Filipino speaks better Filipino than Hungarian.
The last two cases suggest the role of the environment and the mother’s language use at
home.

Out of 9 parents 7 state that their child is monolingual, which refers to their L1.
Although Mandy’s mum states that her daughter understands Chamorro very well, she would
not call her bilingual as, according to her, Mandy’s Chamorro is only receptive and not
productive. Megan calls her son trilingual which means they (Megan and Jonas) use Filipino
between themselves, and she is very glad with her son’s progress in the Hungarian language.
Although Luboslaw’s parents speak Polish at home, the boy’s very good Hungarian
knowledge makes him bilingual.

It turns out that the kindergarten teachers feel the importance of objective evaluation,
but they are quite helpless how to do it. They are afraid that they do not have the same
pedagogical competence in evaluation as a language teacher at school. Evaluation also causes

problems as teachers cannot precisely judge the progress of an English-speaking child.

4.4 Language pedagogy

RQ 4. What language pedagogical methods are applied and what is the role of the

kindergarten teacher?

The results of the observations suggest that already at a very young age, under
institutional circumstances, language development requires detailed and thorough preparation.
In a Hungarian session words were taught to children with the help of demonstration (here:
visual aids) while learning by doing (here: movements) could also be observed as a useful

technique. Songs (cf. 3.2.4.3) were not translated, which shows the method of monolingual
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language education. With the help of the soothing music, children naturally felt the relaxing
atmosphere, and on the basis of the vocabulary, which had been introduced beforehand,
children could understand the song. Teaching a song in English proves that with the
appropriate methods monolingual teaching is a useful and beneficial way of second language
education, already in early childhood. Completing it with Total Physical Response (TPR) it
might be linguistically rewarding and emotionally satisfying for young children.

Another interesting conclusion can be drawn at this point from the fact that Hungarian
and foreign children were asked to do activities together. It proves that mother tongue
education can be extended and carried out as integrated education even from linguistic
aspects. It means that L1 education and L2 education at very early stage might not differ a lot.
If it is done carefully, children may learn languages parallel. It is also an answer for sceptics,
according to whom foreign language learning can start only when L1 learning is “finished”
(cf. 2.2.2).

Parallel approaches can be noticed in English and Hungarian language development.
Although, the latter shows more elements of full immersion, achievements in English as a
foreign language cannot be underestimated either. For a 5-year-old Hungarian kindergartener
using English phrases in the appropriate situations can be called a good basis for further
development. Using American slang (cf. 3.3.4.4) in the case of the Bulgarian kindergartener
could be peculiar if it had not turned out earlier that her family was in close friendship with an
American family (cf. 3.2.4.4). From the words of a Hungarian mother (cf. 3.3.4.4) it can be
concluded that the emotional side of foreign language learning is very important already at the
youngest age.

It can also be observed that the kindergarten’s Hungarian—English bilingual
programme, which would be worth sharing with parents also in a written form, is accurately
and consistently carried out in daytime activities. The technique, i.e. inviting children for an
activity is usual, for instance, in Hungarian—German bilingual kindergartens as well. This
kind of imperative is called “signals” which introduce different activities in the daily routine
(cf. 3.2.4.5). The use of them suggests that kindergarten teachers find it a useful tool in a
multicultural setting as well; first because it gives a frame and structure to children’s day, and
secondly, its bilingual manifestation becomes a basic element of bilingual education.

The outcome shows that kindergarten teachers have tried different methods in early
childhood language acquisition and finally they have found the most effective ones. The
results prove that methods based on or inspired by TPR (Brown, 2000) are very useful. It also

means that many non-verbal elements are involved in language development. Smelling,
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hearing and touching all support language acquisition as language is connected not only with
verbal input. Non-verbal input can be useful in presenting new vocabulary and it can also help
to evoke the language. Humour is a similar device in the progress of learning: it helps
association and evoking.

According to the results, it can be declared that language development seems to be the
most successful if it is embedded in everyday routine, experiential situations and carefree
playing activities in a gradual and relaxed way without any force. The necessary practice,
which is needed for reinforcement, is carried out with repetitive elements, i.e. a certain topic
can go on for a few weeks with alterations and completion so that it should not be boring. The
emphasis is on the powerful effects of playful activities in early childhood language
development (cf. 3.4.4.4) which shows positive attitude and a solid repertoire of rhymes and
games from the kindergarten teachers’ side. Latter is valid for their application both in
English and in Hungarian. The example of the Dutch child who uses Hungarian (cf. 3.6.4.5) is
an additional example to our supposition that to a foreign child both English and Hungarian
are foreign languages and it is up to the child’s own choice which will be his/ her L2.

It is easy to see that the poems were recited not only because of their content. What is
more important than the actual meaning of the words is the chance for playing (moving
around like a train), and the melody and rhythm of words that are formed into poems. Using
rhymes and rhythms, also short poems is the usual way of L1 and L2 development in the
kindergarten. It has been revealed that languages, especially foreign languages can be best
acquired if words are accompanied with music and/ or rthythm and movements (cf. 2.2.2).
Besides, they serve as excellent motivation for playing and building communities. Moreover,
poems and rhymes can also be considered cultural elements of education. The kindergarten
teacher’s short praises with the appropriate meta-communication (mimics and gestures), even
for those who do not understand every Hungarian word, suggest a positive and motivating
attitude and creates a relaxing, playful atmosphere which should be the basis of all kinds of
education, also of language education.

“Learning by doing” is also a popular method nowadays. In the kindergarten it may
be equal to CLIL (Content and Language Integrated Learning) with the advantage that at this
age children see the world as a global unit and it is not yet divided into different segments as
in the school. Besides physical exercises, visual activities, housework like activities, e.g.
gardening or laying the table can be a good area of learning by doing. During these activities
the teacher gives verbal and non-verbal input, e.g. she says “Let’s put the fork beside the

plate”, and at the same time she is doing it. Using the same vocabulary in different situations
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may reinforce the meaning of words. For instance, the word “circle” is used in different
context in visual activities where children draw a geometrical shape on paper and when they
form a circle during physical exercises or sitting in a circle on the carpet during tale sessions.
In a kindergarten it is very important to accompany our actions with words. It is a useful tool
not only in foreign language acquisition, but it is the way how children learn their mother
tongue, too.

Besides the different activities, is also worth examining the language share between
the kindergarten teachers and the assistant. As only one of the teachers speaks fluent English
in every group and the assistant is actually the one who helps with English, it is quite usual
that two methods mix. One of them is the “one person - one language” method, where one
language can be connected to one person, and the other is the “bilingual model” (Talabér,
2004), when the kindergarten teacher speaks both Hungarian and English. Children feel
relaxed and secure in the presence of the person with whom they can share the same L1. This
is, however, not available for everybody, just for Hungarian and English speaking
kindergarteners.

What can also be noticed is the fact that it is not clearly determined which teacher uses
which language. They are relatively free to use the language they want to. The only guideline
is that in each group there should be someone who speaks English. Teachers can also decide
which methods to use. Kindergarten teachers’ different views on the translation method (cf.
3.5.4.3) show that even if teachers theoretically are for deleting translation, in some cases
practical situations overwrite methodological concepts. They have not yet examined which
method is more effective, they only realise that from the different languages children will put
together the one they need. Therefore, language share between teachers does not show a clear
pattern: it is not yet elaborated. Teachers’ code-switching is also more instinctive than
deliberate.

Parents, apart from their nationality, do not expect the presence of an English native
teacher. American parents accept the situation that English language development is rather a
family task, and they are generally contented with Hungarian teachers’ English language
command and their efforts to involve children in English language activities. About the latter
it must be added that children can naturally be motivated by singing and moving while
practising a language. What might be surprising is that foreign parents insist more on
Hungarian than English language development. It definitely shows a positive attitude to the

country, a great extent of flexibility and a wish to be integrated. The Polish boy’s case proves
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that for a foreign child both Hungarian and English are foreign languages and it is advisable
to let children choose a foreign language instead of prescribing it officially.

As far as the employment of a native English teacher is concerned, kindergarten
teachers’ views are not clear. One of them mentions that children learn languages best from
native teachers or peers. She, however, seems to contradict other teachers’ opinion when they
state that they would not need a native English teacher. The question of native speaker’s
presence is not included in the educational programme.

Together, the results show the importance of affective and linguistic help which
kindergarten teachers can provide. In these cases the teacher is not only a help, but also a
stimulator for using the foreign language. When children start using a foreign language, it is a
great success when they are understood. This success may easily generate, maintain and

develop communication.

4.5 Socio-cultural elements

RQ 5. How do language and nationality take part in children’s social relations and

how are different cultures present in the kindergarten?

Observations suggest that children, apart from the language use among themselves,
often change their playfellows, the result of which is creating new communities. The
communities are not necessarily language determined, i.e. their formation might be rather due
to the type of game and children’s momentary interest than the actual language use. This
conclusion seems to be supported by the fact that even if children themselves do not speak a
language, they may accept their group-mates and join them. It was illustrated by a Norwegian
kindergartener who understood English, and a Finnish girl, who understood Hungarian. The
latter case moreover shows that children are able to find a way (in this case via non-verbal
explanation) to bridge linguistic gaps and forward the conversation. It also indicates that
children at this age already realise the different codes and with their special techniques (e.g.
following instructions or explaining ideas) try to overcome difficulties caused by the different
languages.

Choosing friends is optional and from the results it may be concluded that it influences
language choice as well. Apart from Hungarians, American children have the most chance to
find friends from the same nation because their number is the highest in the kindergarten.

Choosing friends is based upon personal motivation, including family relations (e.g. the
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Bulgarian and American parents’ friendship), and unintentional psychological considerations.
In the case of European children the tendency of choosing Hungarian friends is common. It
might also be influenced by the kindergarten teachers who, from the aspect of non native
Hungarian/ English children, speak two foreign languages. If these children choose
Hungarian, it helps them to make friends with Hungarian peers.

Different socio-cultural background is also a key issue that makes its impact on
children’s behaviour in the kindergarten. Two American families spent a relatively long time
in foreign countries where children were exposed to different cultures. Linguistically,
however, it did not mean a real linguistic diversity for these children as English was the
common language of the institutes. In the so-called “international schools” (cf. 2.4.1) the
nationality of children might be various, but the language is English in all cases. Thus, the
word “international” refers to the composition of children, not to the language.

On the basis of the results it may also be concluded that foreign languages enjoy high
prestige in the families. Although foreign parents welcome the acquisition of the host
country’s official language, they question its later practical use. Yet, apart from the language
parents find it important to develop their children’s ‘language ear’. Although language
learning aptitude is considered to be a very complex ability (Robinson, 2013), parents are
convinced that if their children are exposed to a certain ‘amount’ of foreign language(s), a
basic linguistic skill, especially the productive and receptive ability for good pronunciation,
can be established at a very young age.

Related to children’s and parents’ foreign language command, another remark is worth
noticing in an American mother’s account. The situation is typical in emigrant families where
parents do not work and their children acquire the host country’s language earlier. They can
help their parents, which might be satisfying for the children. After a while however, parents,
if they do not keep pace in language learning, might feel their parental status shaken. In
extreme cases it is called “lost parenthood” (Kitzinger, 2009 b, p. 22). In this case, it will
probably not happen because this mother tries to learn basic Hungarian and they are staying in
Hungary for a relatively short period.

Besides language diversity, cultural diversity is also apparent in the kindergarten. In a
group kindergarten teacher was asking children about national flags while they were talking
about a previous event in the kindergarten. A Hungarian child could answer the question
asked by the kindergarten teacher in Hungarian: “What was the Polish flag like?” (“Red and
white.”), and another child added that he preferred the Star-Spangled Banner. “Whose flag

was that?” asked the teacher. As children did not answer, she was adding a leading remark:
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“You know, it’s Emily’s and Neil’s flag”. “Then, it’s American” answered Matyi in
Hungarian. It shows that overt cultural questions can be asked even at this stage of education
in a multicultural kindergarten. Naturally, cultural issues should be discussed at the
appropriate level and according to age characteristics. The result will be better if abstract
notions are transferred into tangible questions and based on children’s previous experience, in
this case for instance on the sight of the flags that could be seen in a kindergarten event.

Problems may arise not only from linguistic or pedagogical aspects, but also from
cultural aspects. Food is definitely one of them. Sometimes it is the source of conflicts even
between parents and children if children want to accept it but parents do not want them to do
so (cf. 3.5.4.7). There have been initiatives to change it so that it could be healthier, but it is a
long process (cf. 3.3.4.1).

In conclusion, it may be stated that national traditions and celebrations play an
important role in all families apart from their nationality. Maintaining their national holidays
means that celebrations are not only a part of family life, but also the symbol of identity, as it
can clearly be seen in the case of the family from Guam. Based on these results it can be
declared that parents put an emphasis on introducing their own holidays and celebrations in
the kindergarten. As American is the biggest community here, no wonder that their holidays
are involved in the kindergarten, probably, because the kindergarten teachers also know about
them. At the same time it can be noticed that teachers welcome other types of celebrations as
well, moreover they raise parents’ and children’s attention to them. It is a conscious and
tangible way of familiarising with each other’s culture. The Bulgarian introduction (Marta
Day) seems to be the most successful up to now as it definitely left its mark not only on
children, but on their parents as well (cf. 3.3.4.8). Principally, at this age, the most important
thing is to open children’s mind and make them recipient and tolerant with foreign customs.

After all, it would be a mistake to think that celebrating foreign holidays is welcome
by everybody. The fear of shaking or losing identity appears in Kinga’s response, and it
reveals that in Hungary migration and thus multiculturalism in its modern form is a new
phenomenon that has to be dealt with care and expertise, especially from the kindergarten’s
side in this case. Assumedly, the key is mutuality among nations and cooperation among
parents, children and the educators. The other side of the question is how foreign children
accept the host country’s traditions and celebrations. A very well-thought and elaborated
attitude can be noticed in an American mother’s answer when she says that she definitely
wants her child to participate in these events (cf. 3.3.4.8). Cultural openness and enrichment

should and can start already in the kindergarten.
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Although learning foreign languages may be a special interest in itself (‘hobby’, as
Polonka and Zita said), most parents connect languages to other segments of life. Present
familial situation and future career are emphasised in parents’ accounts (cf. 3.3.4.6). On a
more abstract level language and culture are in close relation. Obviously, language as the
basis and carrier of cultural identity appears in the history of the family from Guam. The
results gained from the interview with this family clearly support the necessity of
interdisciplinary research of the topic and provides us with the lesson that cultural identity is
worth examining from both linguistic and social aspects. This special case enriches our
knowledge about American culture and focuses on this manifold, diversified society. It is
important to notice that the American families who came to Papa may face the question of
linguistic and cultural diversity in their own country, too. Consequently, their children must

already have experience with multilingualism and multiculturalism.

4.6 Kindergarten pedagogy

RQ 6. What kind of educational philosophy do kindergarten teachers follow in their

everyday practice?

The results show that there was a great need for compiling a new kindergarten
educational programme where educational aims and tasks of an integrated programme were
laid down. It could be seen that preparation was very conscious and well-planned. It turns out
that every actor of multilingual and multicultural education had the chance to take part in an
official training which is necessary for their future work. Apart from the educational sector,
different other jobs were represented in the official trainings, which shows the significance of
the programme for the whole town. For the new programme, competent leaders and a team
with a new philosophy were needed. In the case of the head teachers, the most important
criteria of selection were the human and professional factors: they needed somebody with
excellent management and diplomatic skills and a solid pedagogical background, who can be
relied upon, and who can inspire trust in all the actors of education. Further exploration of the
personnel had to be done, where besides pedagogical experience and attitude, linguistic skills,
as a key of multilingual education, were in major focus. The potentials had to be measured
and the willingness of the kindergarten teachers had to be detected. Here the weakness and the

strength of the teachers’ pedagogical attitude can be noticed: although their language
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command was in most cases far from the requirements (cf. 3.5.4.7), they had the strength and
motivation to develop it.

Although kindergarten teachers and specialists had made preparations, the starting
steps proved to be difficult and teachers felt alone in real life. Even if they had had ideas
about starting, everyday practice made them alter their concepts. The situation shows a
natural clash of theory and practice and the kindergarten teachers could not prevent conflicts
before their actual appearance. Yet, with a special attention they had enough educational
experience to improve their circumstances gradually, for instance with the help of pedagogical
assistants who play an essential role in multilingual groups. It can also be considered to be an
effective outcome that language support is given by two Hungarian officers who speak good
English and are ready to help at parents’ meetings and personal consultations to express
linguistic nuances. They also give a helping hand in translating circular e-mails or information
sheets.

Additionally, exchanging experiences with other colleagues was a must. The process
introduces the very gradual, “step by step” approach to multilingual education and what was
happening in the background for the sake of the realisation of the educational concept. It must
be seen that in Papa, the situation was rather different from that of an ethnic bilingual
kindergarten (e.g. in Szombathely), as there were several nationalities here whose mother
tongue was neither Hungarian nor English. Therefore, paying a visit to a real multicultural
kindergarten must have proved to be the most beneficial. Even at this point it shows, however,
that a multicultural kindergarten does not necessarily mean a multilingual kindergarten as
well. The Dutch example illustrates a different practice: here, children from different
nationalities are not offered another language in the kindergarten, besides the language of the
state.

The results reveal other key elements of multicultural education as well, like patience
and persistence in pedagogy. Establishing emotional safety in an affectionate atmosphere can
give a relaxing and reassuring background to the children and it is an important part of
teachers’ strategies which aim to lower anxiety. Intimate relationship between children and
teachers may be formed even if the languages are different. To access a high level of
pedagogical and psychological competence, teachers’ identity has to be revisited and new
elements like establishing “spiritual partnership” or undertaking the role of the missing
parents have to be added. It is apparent that the key term is “diversity”: in education, in
tradition and in culture, which indicates the altered atmosphere of the kindergarten and the

changed attitude of children, parents and kindergarten teachers. Kindergarten is the ideal
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place for holistic education where besides verbalism, all senses are drawn in, according to the
modern so-called “global education” (Kivisto, 2008).

To approach the educational aims, the importance of cooperation cannot be neglected
from the parents’ side either. With their positive and helping attitude they have done a lot to
make integration easier for their children. The potential of cooperating with parents, however,
has not yet been exploited. The results indicate that parents’ involvement in kindergarten
programmes seems to fail sometimes and cooperation is usually missing. The reasons for
parents’ absence are various: lack of time, lack of experience as young parents, unsatisfactory
language command, or the feeling of financial inferiority. Although the reasons are true and
should not be underestimated, it is obvious that parents are difficult to motivate because of
unwillingness. The rejection can be derived from the lack of experience and would probably
be diminished after the first endeavouring. The International Family Day (cf. 3.2.4.6) was a
good initiative where parents took part actively. If a similar project starts, probably further
opportunities will be offered, which will demolish the conscious and unconscious barrier
among foreign and Hungarian parents.

There are also some questions which caused problems, especially at the beginning. For
instance, the roles of the kindergarten teachers are not always clarified either. Therefore they
had to undertake tasks beyond their linguistic competence, which was intimidating for them.
In the end, they managed to solve the problem with the division of the tasks among
themselves, especially among teachers and assistants. Besides linguistic problems, some
educational problems arise as well. From the interview with the teachers it is not clear what
the real task of the kindergarten is: whether to develop children’s language skills in two
languages or to prepare them for the Hungarian school system? Definitely, teachers would
welcome someone whose English command is good, yet from the pedagogical point of view
they think they can solve the task better as they know the Hungarian school system which
they prepare the children for. The paradox is that those who have the appropriate language
skills have not yet enough experience in education, and those who speak languages well are
usually not trained for kindergarten pedagogy. It is undoubtedly a general challenge in bi- and
multilingual kindergarten training, especially in Hungary. What is more important: to be a
kindergarten teacher or a good FL speaker? The two, by no means, exclude each other. The
problem can be solved by specialised language education in kindergarten teacher training
institutes where the candidates learn language, language development methodology and the
other segments of early childhood pedagogy related to mother tongue, literary, visual, musical

and physical education parallel. There are more and more training institutions with this profile
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in Hungary (e.g. Budapest, Sopron, Hajdiboszormény) which provide these types of
kindergarten teachers. It takes time, however, till the country can be supplied with them.

The above examples show that even if first the whole programme seemed to be a
“blind flight”, within a relatively short time the actors responsible for multilingual-
multicultural education in Pépa did find their own ways not only to implement but to continue
and maintain their own programme. The frame was gradually filled with content and

everybody was trying to find their place both in innovation and fulfilment.

4.7 Evaluation

RQ 7. What are the most important advantages and drawbacks of multicultural

education?

It is undoubtedly a very important outcome of the interviews how parents see the
whole situation of multilingual-multicultural education in a Hungarian little town. American
parents see its peculiarity and their remarks show that they are satisfied with the situation and
the way it is handled by the kindergarten teachers. Rich language and cultural exposure is
definitely stressed as a benefit. The American father points out (cf. 3.3.4.9) that American
children go to “international schools” on the other military bases in the world where they are
under homogeneous circumstances. He uses the expression “military brat” which alludes to
children whose parents serve in the armed forces and usually move from one military base to
the other. Hungarian parents emphasise the linguistic input that children get. Zita, the English
teacher, definitely likes the natural method of language acquisition in the kindergarten and
mentions the advantage of “learning by doing”. It may easily be called one of the biggest
advantages of early childhood education; if the pedagogical approach is appropriate. Klara
adds a very important fact, i.e. Hungarian schools are not yet ready to welcome children who
already have a language basis from the kindergarten. This problem is real in Hungarian
education and should be solved by giving the opportunity of L2 learning earlier in case it is
required by the families.

According to the results, foreign language development and tolerance prove to be the
most beneficial parts of multicultural education. Early start in language acquisition is
appealing to most parents even if children with a non-Hungarian and non-English background

definitely face more difficulties. English is not welcome by all Hungarian parents. Here
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different approaches can be noticed, e.g. from an English teacher mother and another
Hungarian parent who is critical of the multicultural setting (cf. 3.3.4.11).

Parents’ meeting is the regular forum of discussing actual linguistic and pedagogical
issues in the kindergarten. The interviewees have noticed some results due to the discussions
and they are pleased with the changes. As it is shown, the kindergarten is also the scene of
learning for parents as well. As the American father phrases the learning process is extended
to everybody, not only to the children. Physical closeness is a peculiar characteristic feature of
Hungarian kindergarten teachers. Parents find the atmosphere friendly and familial, which is
due to the pedagogical competence and personal traits of the kindergarten teachers.

Besides the advantages, drawback has to be mentioned, too. Criticism was given to the
age composition of the groups from the side of Hungarian parents, while food, afternoon nap,
outside activities and the way of sitting were objected by foreign parents. It must be difficult
to favour all children and parents as they came to Hungary not only with different cultural
background but they grew up in different education systems as well. At the same time, the
new situation places increased demands on teachers whose pedagogical repertoire had to be
revised from one day to the other. Extra workload must be devoted to preparation and it has
effect on teachers’ private life as well.

The status and appreciation of kindergarten teachers in the educational process seems
to be contradictory. A paradoxical situation can be noticed here: while the educational activity
is labelled “elite”, there is no additional benefit for extra work. Although the reasoning for
this (cf. 3.6.4.5) seems to be proper, the special characteristic features of bilingual education
should not be overlooked either. A sober and clear system of payment should be formed
which is valid for the different specialities and not the different specialities but the basic
services and the specialities should be compared. Otherwise, the danger of fluctuation will
unavoidably occur especially today when early start of foreign languages is a key term also in
the European Union (Council, 1998).

The characteristics of different (pre-)school systems in the world seem to cause
misunderstandings or wrong interpretations. Criticism may result in frustration and a
defensive attitude which is shown in striking back (cf. 3.6.4.5). The difference between the
establishing dates of kindergartens in different countries per se does not explain the level of
education today. On the other hand, the positive feedback from the primary school seems to
acknowledge the efforts of the kindergarten teachers. Although it can be considered to be true
for the Hungarian educational setting, this fact cannot guarantee that children, after being

educated in a bilingual kindergarten in Hungary, will achieve well in any other primary
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school in the world. Naturally, it is not the major aim of this kindergarten. From the head
teacher’s remark (cf. 3.6.4.5) it also turns out that there were no clear expectations and rules
at the beginning, which might be the source of initial confusions that might lead to criticism.
Together, the results suggest that kindergarten teachers managed to understand the
nature of multilingual-multicultural education and they are trying to put the bilingual

programme of the kindergarten in practice.
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5. CONCLUSIONS

5.1 Main findings

At the end of the exploration, it appears advisable to return to the set of hypotheses
(H) from the beginning of the dissertation (cf. 1.3) and present the main findings along our

assumptions. There are six hypotheses which will be confirmed or rejected here.

H 1. There are theoretical issues that generate debate in early childhood language
development.

The hypothesis is confirmed. There are still a few crucial issues the discussion of
which is not exempt from emotional overtones either. Chomsky’s Innate Hypothesis (cf. 2.6),
Lenneberg’s Critical Period Hypothesis (cf. 2.2.2.1) and Cummins’s Thresholds Hypothesis
(cf. 2.2.2.1) are still widely argued, moreover, the ever-green dispute on early start does not
seem to end. This latter takes on outstanding importance in the present research subject as
examination was made in a kindergarten. Findings show that the debate branches off into
different directions and questions like when to start learning a L2, whether bilingual children
have advantages over monolinguals and what the advantages of starting earlier are have still
not been responded unanimously. In this question Krashen’s (1981) distinction between
language learning and language acquisition (cf. 2.2.3.1) and Johnstone’s (2002) comparison
of early and late language learning (cf. 2.2.2.2) give invaluable help as they focus on the
different characteristics of the different ages and reveal that both early and late start have their

raison d'étre. The focus instead of “what” should shift towards “how” at any age.

H2. The pedagogical and material conditions of starting multilingual-multicultural

education in the kindergarten were given.

This statement can be considered to be partially confirmed. The pedagogical
conditions became favourable due to the enormous work of the heads and the staff of the
kindergarten. They undertook and still undertake the lion’s share in the process of forming a
multilingual-multicultural kindergarten from a monolingual one. It is questionable, however,
that without their dedicated work how long the programme could have been continued. The
local self-government also seems to support their educational work, for instance, with study

visits and language courses. Yet, they cannot offer any extra benefits for the extra work. The
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role of the NATO appears to be also vague: it does not turn out whether they really wanted to
establish this multicultural institute, and if yes, what their responsibility would be. More
support could be expected from them in the field of mother tongue help (e.g. L1 assistants’

continuous presence), organisational and administrative work.

H 3. Integrated language education is applied in the kindergarten (vs. separated
education) which is manifested in parallel Hungarian—English language use.

This statement is confirmed. Integration is one of the major aims of the intercultural
programme which seems to be completely fulfilled in the kindergarten’s curricular and extra-
curricular activities. Within integration each group houses two types of education, i.e.
immersion and submersion education, which can be called unique under one roof. To
diminish the challenges of submersion, the kindergarten teachers have already asked for
foreign parents’ help in order to compile a “survival kit” in children’s L1. To go further,
negotiations could be made with the maintainer to lessen this problem with L1 assistants; in

case the kindergarten wants to become a multilingual kindergarten from a bilingual one.

H4. a) All participants of multilingual-multicultural education in the kindergarten
have to face linguistic, cultural and pedagogical challenges.
b) Children whose mother tongue is neither English nor Hungarian have to face
the most challenges.

Both parts of the hypotheses are confirmed. However, the challenges did not affect
every participant to the same extent. While most educational experts had to revisit their
language command and intercultural strategies seriously so that they could do their jobs, not
all the parents or children had to do the same. English-speaking children and parents can
speak their own mother tongue, and it is the same with Hungarian children. Non-English/
Hungarian speaking children have to accommodate themselves to the language educational
situation offered by the kindergarten. At the same time, parents do not expect mother tongue
education in all cases and the programme also assigns mother tongue development to the
families. It is also true that L1 in several cases is pushed into the background, and Hungarian
and American culture seem to be in the limelight. The new intercultural educational
programme with its wide educational implications (e.g. new methods, tools and strategies)

highlights the pedagogical challenges which had to be faced by the actors.
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HS5. a) Children will not become automatically bilingual under institutional
circumstances.
b) Children can become bilingual with the help of a carefully elaborated
educational programme.

The first part of the hypothesis can be considered to be fully and the second part
partially confirmed. Becoming bilingual is a very complex and delicate matter: several
components may influence its development. An appropriate educational programme, although
it may serve as a decisive factor, cannot guarantee absolute success either. In Fay Andrés
Kindergarten an intricate network of relations can be observed, which can all make their
impact on language use and communication (cf. 2.6.2). Therefore, language use can be
partially influenced by the teacher, and the role of peers and the family cannot be neglected
either. Also, intrinsic and instrumental motivation may stimulate bilingualism; thus, it cannot

be stated that children “gain” languages without their own participation or as a gift (cf. 2.6.1).

H6. The multilingual-multicultural group gives the opportunity for children and
kindergarten teachers to
a) create language self, i.e. which language(s) they can identify with and
b) develop cultural identity, i.e. which culture(s) they accept and belong to.
These suppositions can be regarded as confirmed. The special setting favours children
and their teachers to create a language self and develop cultural identity (cf. 2.6.3); earlier
than the school age as they already get to be familiar with different languages and cultures at a
very young age. To what extent it remains an opportunity and to what extent the actors catch
this opportunity is mostly up to them. The kindergarten, by all means, tries to provide children
and adults with varied linguistic and cultural inputs which promote the development of these
dimensions. In the case of most children it was observed the positive effects of the
educational setting; mostly due to the kindergarten teachers’ positive approach and serious
efforts. However, there are still special fears e.g. of identity confusion in Hungarian parents

and slight pedagogical criticism, e.g. about food and daily routine among foreign parents.

5.2 Language pedagogical implications

On the basis of the results it may be reasonably concluded that a new model of

multilingual and multicultural education in the kindergarten was launched and developed in
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Hungary under the auspices of the NATO. Here I offer its definition and call it “Papa Model”
(PM) whose novelty I describe below.
“Papa Model” is a Hungarian educational pattern introduced in the kindergarten
pedagogy in 2008 which operates within the frame of the SAC/17 (Strategic Airlift
Capability) NATO programme and makes integrated multilingual and multicultural education
possible for Hungarian and migrant children in Fay Andras Kindergarten, Papa. The main
elements of the programme are as follows:
1. The programme of PM is based on Hungarian—English bilingualism while children,
due to the international composition of the kindergarten groups, can also get
familiar with several other languages.
2. Kindergarten teachers and pedagogical assistants use the Hungarian and/ or the
English language(s). At the same time, children’s language choice and language use
are optional.
3. The language pedagogical aim of PM is
a) to give the appropriate motivation and impulse for kindergarteners to acquire
their mother tongue and foreign language(s) and

b) to facilitate language development under spontaneous and natural circumstances,
embedded in playful setting whose result should be the oral production of
languages according to the age characteristics.

4. The programme puts a special emphasis on the acquaintance with Hungarian and
other nations’ culture present in the kindergarten and on their widespread
introduction.

Therefore, the multicultural aim of the programme is to arouse interest in exploring
other cultures among children, parents and educators so that children could get
accustomed to cultures and behavioural norms different from their own. At the same
time, they should be familiar with their own culture’s features and values as well.

5. The major features of PM are
a) uniqueness, i.e. it is unexampled at worldwide language education policy level
b) innovation, i.e. the continuous renewal and development (e.g. by projects,

material and personal conditions)
¢) expansibility and expandability both in its linguistic and cultural contents

6. The prospect of PM lies in its “good practice” or “pattern” status which can be

implemented through further dissemination and cooperation emphasising both the

advantages and drawbacks of the programme.
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5.3 Limitations of the research

“No study is perfect” (Murray & Beglar, 2009, p. 183). At this point a few limitations
require mention. First, a possible imperfection can be the extended and exhaustive literature
review which has already been cut down and tailored to the actual topic. Second, the
problems of interviewing children appear here again as a special limitation. While it seems to
be an innovative method, children between 3 and 6 are difficult to interview (Pinter &
Zandian, 2014). Third, the sample size (e.g. parents interviewed) may cause limitations. Yet,

detailed qualitative methods aimed to compensate this potential drawback.

5.4 Directions for future research

An interdisciplinary dissertation like this may open different directions for future
research into the academic field. The recommended areas would be mostly linguistic and
pedagogical. It would be interesting to carry out a follow-up research, i.e. a longitudinal
investigation examining the linguistic and/ or cultural outcome of this special (trans)migratory
period of the actors with research questions like: How has the period spent in Hungary made
an impact on children’s later personal and educational career? How can they benefit from
the linguistic and cultural experience gained in Hungary? How has their linguistic
competence developed? What has remained from the Hungarian language? How has it
influenced language learning, language learning motivation and the attitude to foreign
languages and cultures later? etc.

Another relevant point could be the examination of the transition from a multilingual-
multicultural kindergarten to school examining the questions, e.g. How has kindergarten
promoted the linguistic development and the acculturation strategies of the children? To what
extent was it beneficial to go to this kindergarten from the aspects of school? What were the
difficulties and benefits of the transition? Was transition more or less difficult than for those
who came from a monolingual kindergarten? etc.

It could also be instructive to compare the operation of Fdy Andras Kindergarten with
other kindergartens with a similar profile, e.g. bilingual, multilingual, ethnic minority
kindergartens in Hungary and abroad alike. With the application and extension of the present

results such studies would shed further light on this underrepresented area of language
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pedagogy and could enhance innovation both in the theoretical and practical sides of early

childhood multilingual-multicultural education.

5.5 Final conclusions

The major aim of the dissertation was to study a very special educational setting in
Hungarian kindergarten education and find to see how kindergarten teachers, children, parents
and educational decesion-makers form a common linguistic, cultural and pedagogical basis
for communication in their very complex setting. Besides asking research questions and
formulating hypotheses, I also developed theories which might be relevant in this case.
Having examined the answers to my research questions and confirmed or rejected the
hypotheses, | may summarise what I have mastered about my theories as well.

It was revealed that no children can become “automatically” bi- or trilingual in the
kindergarten. To achieve this aim, if it is an aim at all, children need a very carefully
elaborated programme carried out by dedicated and professional kindergarten teachers. As it
could be observed, children and kindergarten teachers were only partially prepared for
multilingual-multicultural challenges. It has been a long way through a lot of practice and
experience till a really appropriate setting was established and developed. Apart from this,
children’s active participation is also necessary for a positive result in language acquisition.
Because of these special efforts, it cannot be declared that languages are acquired and cultural
identity is formed “accidentally” and can be presented as a “gift”.

On the other hand, I may state that children in the kindergarten are ready to choose
and apply the languages heard around them. In this way, it is not an exaggeration when the
process of language acquisition is compared to a puzzle. Children do play a language puzzle
where language choice depends on themselves and the rules of the chosen language(s) are
constructed from the language(s) perceived in the family and in the kindergarten (from peers
and teachers).

How to create linguistic and cultural identity has also been displayed in the study
especially from the aspect of pedagogical methods. The different reinforcements and stimuli
were closely observed: they were gained in the kindergarten in order to offer the children the
choice of languages and the development of identity. At this point, too, it was obvious to see
how much this multilingual-multicultural kindergarten differed from a monolingual one, as

far as linguistic, cultural and social roles are concerned.
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As it has been revealed, both the linguistic and the educational aspects of the
dissertation intended to show a fresh and timely picture of early childhood multilingual-
multicultural education in a country where neither multilingualism nor multiculturalism in the
kindergarten have been exhaustively discussed and investigated yet in language educational
research. Hopefully, this study has managed to add some new aspects and results to this less

known and acknowledged field of language pedagogy.
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APPENDICES
APPENDIX 1
Observation chart for piloting
OBSERVATION CHART
DATE: KINDERGARTEN TEACHER:
NAME OF OBSERVER: GROUP (Age/ Level):
TOPIC
AIMS (linguistic/
cultural/ pedagogic)
1. PROCEDURES 2. TECHNIQUES and 3. VOCABULARY, 4. CHILDREN’S 5. COMMENTS
TOOLS PHRASES REACTIONS
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The final Observation chart

OBSERVATION CHART
DATE: KINDERGARTEN TEACHER:
GROUP (Name/ Age):
TOPIC
AIMS (linguistic/
cultural/ pedagogic)
1. PROCEDURES 2. LINGUISTIC FEATURES 3. PEDAGOGICAL 4. CULTURAL 5. COMMENTS
a) children b) k-g teacher TOOLS and PHENOMENA
METHODS
- daily schedule - proportion of Ls - proportion of Ls -authentic materials - child-to-child
- activities (according to diff. Ls (according to diff. Ls (books, cassettes, etc.) | interaction (according
(L developing, other; and time) and time) -illustrative materials | to nationalities)
spontaneous - - active and passive - individual (flash cards, pictures, | - cultural differences
curricular) L use differentiation etc.) (e.g. during eating,

- play (types, children’s
participation — how
many with the same L1)
- parents’ role (at the
beginning/ end of the

day)

-meta-communication,

gestures (as |

substitutes or

reinforcement)

- L use: code-

switching and code-

mixing

- children’s reactions:
1. migrants in HU
2.HU ch.in L2

- mistakes (vocabulary,

syntactic)

- correction

- speech panels
-meta-communication,
gestures (as |
substitutes or
reinforcement)

- feedback (+/ -)

- L use: code-
switching and code-
mixing

- k-g teacher’s role
(mediator/ leader)

- mistakes (vocabulary,
syntactic)

- correction

- conflicts & solution

sleeping)
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APPENDIX 3*

The building of Fay Andras Kindergarten, Papa, Hungary

Source: http://varosiovodakpapa.hu/fay-andras-lakotelepi-ovoda-fay-andras-housing-estate-kindergarten

APPENDIX 4

Two Hungarian national poems in the corridor

* Photos, if not stated otherwise, were taken by the author with the kind permission of the people in them
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APPENDIX 5

An invitation for Children’s Day

a_{' )

lcnmed to the o3
first time b,

May, the 29th, 2 ( undgy};'@ﬂ-l&ﬂﬂ
<75:5)

15:00 Greetings

15:05 nmu n / martial art

i 15:20 The Megafon Musical Association’s show e
l.!:‘l Art Exhlhinan /Allegro Art Institution

tation of musical instruments / Allegro Art Inmmnnn ‘e
Hnu Dance and Sport Association /public dance classes
games / Allegro Art Institution
house / Allegro Art Institution

>

g

PROGRAMS:

"M“ et acquainted with

Other activities:

activities after been shortly presented to you.

__EVERITHING IS TOTALLY FREE! ‘

T

APPENDIX 6

The weekly menu
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APPENDIX 7

A notice about the cleaning break

APPENDIX 8

A notice about meal cancellation
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APPENDIX 9

Phrases in English about the weather

APPENDIX 10
Dutch clogs

Wi T
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APPENDIX 11

Objects and pictures from Norway

APPENDIX 12

Bilingual notice for parents
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APPENDIX 13

A welcome board at Moélleviangsskolan, Malmé, Sweden

Urdu.
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APPENDIX 14
The fence of Dog Kennel Hill Primary School, London, UK
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APPENDIX 15

A multicultural board at a primary school, Manacor, Spain

APPENDIX 16

A multicultural board in Fay Andras Kindergarten, Papa
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APPENDIX 17

The national board of Sweden

APPENDIX 18
The national board of the USA
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APPENDIX 19

The American muffin at the International Day

APPENDIX 20

The Bulgarian cabbage pastry at the International Day
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APPENDIX 21
The Swedish game at the International Day

APPENDIX 22

A winner at the International Day
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Interview guide for all parents

Magyar sziilok részére

For native English parents
(i.e. US parents)

For non-native English parents

1. Hany éves a gyereke (kisfia/ kislanya)?

. How old is your child (son/ daughter)?

. How old is your child (son/ daughter)?

2. Miéta jar 6vodaba?

. How long has your child been going to the

kindergarten?

. How long has your child been going to the

kindergarten?

3. a) Mi az On anyanyelve?
b) Mi a férjének/ feleségének az
anyanyelve?
c) Mit tekint a gyerek elsé nyelvének?

. @) What is your mother tongue?

b) What is your husband’s/ wife’s mother
tongue?

¢) What do you consider your child’s first
language?

. a) What is your mother tongue?

b) What is your husband’s/ wife’s mother
tongue?

¢) What do you consider your child’s first
language?

4. a) Beszél-e On idegen nyelv(ek)et?
Melyik az?/ Melyek azok?
b) Beszél-e a férje/ felesége idegen
nyelv(ek)et? Melyik az?/ Melyek
azok?

. a) Do you speak any foreign language(s)?

Which is that?/ Which are they?
b) Does your husband/ wife speak any
foreign language(s)? Which is that?/
Which are they?

. a) Do you speak any foreign language(s)?

Which is that?/ Which are they?

b) Does your husband/ wife speak any
foreign language(s)? Which is that?/
Which are they?

5. Milyen nyelvet hasznalnak a sziil6k
otthon
a) egymas kozott?
b) a gyerekkel?

. What is the language you use at home

a) with your husband/ wife?
b) with your child(ren)?

. What is the language you use at home

a) with your husband/ wife?
b) with your child(ren)?

6. a) Mi az On foglalkozasa?
b) Mi a férje/ felesége foglalkozasa?

. a) What’s your job?

b) What’s your husband’s/ wife’s job?

. a) What’s your job?

b) What’s your husband’s/ wife’s job?
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7. Hany orszagban lakott eddig a csalad?
a) Melyek voltak ezek?
b) Mennyi idét toltottek ott?

7. a) How many countries had you lived in
with your family (before you came to
Hungary)?

b) Which were they?
c) How long did you live there?

7. a) How many countries had you lived in
with your family (before you came to
Hungary)?

b) Which were they?
¢) How long did you live there?

8. Mindig ebbe az 6vodaba jart a gyerek?
a) Ha igen, mikor kezdte az 6vodat?
b) Ha nem, hova jart eddig?

8. Had your child attended a kindergarten
before you came to Hungary?

8. Had your child attended a kindergarten
before you came to Hungary?

9. Kezdetektdl fogva multikulturalis
6vodaba jar-e?

9. Has (s)he always attended a multilingual
kindergarten?

9. Has (s)he always attended a multilingual
kindergarten?

10. Miért iratta gyerekét ebbe az 6vodaba?
Kifejezetten ebbe a csoportba?

10. Why did you enrol your child in this

particular kindergarten? In this group?

10. Why did you enrol your child in this

particular kindergarten? In this group?

11. Hogy érzi magat a csoportban a gyerek?

11. How does your child feel in this
kindergarten?

11. How does your child feel in this
kindergarten?

12. Mikor kezdett el beszélni a gyerek az
anyanyelvén? (I1.)

12. When did your child start to speak in
general?

12. When did your child start to speak in
general?

13. Milyen mértékben €s hogyan fejlodott
anyanyelvi téren a gyereke az
ovodaban?

13. How did your child’s mother tongue
develop in the kindergarten?

13. Does he/ she get mother tongue
education in this kindergarten? (If not,
do you think it would be ideal?)

14. Részt vesz-e a gyerek az angol nyelvii
foglalkozasokon?

a) Ha igen, milyen angol nyelvii
tevékenységeket (pl. jaték, dal,
mondoka, testmozgas stb.) kedvel a
legjobban?

14. Does your child take part in the English
language sessions in the kindergarten?
a) If yes, which are his/ her favourite
activities (e.g. a game, song, nursery
rhyme, physical activity etc.) in
English?

14. Does your child take part in the English
language sessions in the kindergarten?
a) If yes, which are his/ her favourite
activities (e.g. a game, song, nursery
rhyme, physical activity etc.) in
English?
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b) Ha nem, miben latja tartézkodasanak
az okat?

b) If not, what is the reason for not
taking part?

b) If not, what is the reason for not
taking part?

15. Kotelezoek-e az angol nyelvii 15. Are English language sessions 15. Are English language sessions
foglalkozasok az 6vodaban? compulsory in the kindergarten? compulsory in the kindergarten?
16. Milyen nyelvii gyerekekkel szokott az 16. What is the mother tongue of the 16. What is the mother tongue of the
On gyereke jatszani? children your child plays with? children your child plays with?
17. Vannak-e mas nyelvii baratai az 17. Does your child have friends in the 17. Does your child have friends in the
6vodaban? kindergarten with a different mother kindergarten with a different mother
tongue? tongue?
18. Milyen nyelven beszél a gyerck az 18. What language does he/ she speak to the | 18. What language does he/ she speak to the
6von6hoz? kindergarten teacher? kindergarten teacher?
19. On elvarja, hogy az 6véné angolul 19. Do you expect the kindergarten teacher to | 19. Which language does the kindergarten
beszéljen a gyerekéhez? speak English to your child? teacher speak to your child?
Which language would you like her to
use?
20. Igényelné-e On, hogy angol anyanyelvii | 20. Would you prefer a native English 20. Would you prefer a Polish/ Bulgarian
legyen az 6vono? kindergarten teacher? etc. kindergarten teacher?
21. Milyen nyelven besz¢él gyereke a 21. In which language(s) does your child 21. In which language(s) does your child

kiilfoldi gyerekekhez?
a) Megszdlitja ket idegen nyelven?
b) Valaszol nekik idegen nyelven?

communicate with foreign children?

a) Does (s)he speak to them in a foreign
language?

b) Does (s)he answer in a foreign
language?

communicate with foreign children?

a) Does (s)he speak to them in a foreign
language?

b) Does (s)he answer in a foreign
language?
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22.

Kapcsolatban van a gyereke mas nyelvii
gyerekkel is az 6vodan kiviil?

Milyen nyelviiek ezek a gyerekek?
Milyen nyelven kommunikalnak az On
gyerekével?

22.

Is your child in contact with children
outside the kindergarten?

What is the mother tongue of these
children?

How do they communicate with your
child?

22.

Is your child in contact with children
outside the kindergarten?

What is the mother tongue of these
children?

How do they communicate with your
child?

23.

Milyen nyelven beszélnek a kiilfoldi
sziilok egymas kozott, ha taldlkoznak az
ovodaban?

23.

What language do foreign parents speak
to each other when they meet in the
kindergarten?

23.

What language do foreign parents speak
to each other when they meet in the
kindergarten?

24.

Milyen nyelven kommunikalnak a
magyar ¢és kiilfoldi sziilok egymas
kozott?

24.

What language do foreign and
Hungarian parents speak to each other?

24.

What language do foreign and
Hungarian parents speak to each other?

25.

Mit gondol, fejlodott vagy hanyatlott

gyereke altalanos kommunikacios

készsége, amidta 6vodaba jar?

a) Minek koszonhet6 ez?

b) On szerint koze van ehhez a
csoportban 1év0 idegen nyelvii
gyerekeknek?

25.

What do you think: have your child’s
general communicative skills
developed or deteriorated since (s)he
attended this kindergarten?

a) What is the reason for that?

b) Do you think it has something to do
with the foreign children in the
group?

25.

What do you think: have your child’s
general communicative skills
developed or deteriorated since (s)he
attended this kindergarten?

a) What is the reason for that?

b) Do you think it has something to do
with the foreign children in the
group?

26.

Fejlodott-e gyereke angol nyelvtudasa
az 6vodaban?

a) Ha igen, miben nyilvanul ez meg?
b) Ha nem, vajon mi lehet az oka?

26.

Has your child’s English developed in

the kindergarten?

a) If yes, how is it manifested?/ (=How
does it show?)

b) If not, what is the reason?

26.

Has your child’s English developed in

the kindergarten?

a) If yes, how is it manifested?/ (= How
does it show?)

b) If not, what is the reason?

27.

Hasznal-e a gyereke otthon angol
szavakat? Mondjon példakat!

27.

Does your child use Hungarian at home?
Give an example!

27.

Does your child use foreign language
(either English, Hungarian or any other)
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(Kifejezéseket vagy szavakat hasznal?)

(Does s/he use phrases or only words?)

words or phrases at home?
Give an example!

28.

On szerint fontos a gyereke szamara az
angol nyelv? Miért?/ Miért nem?

28.

Do you consider Hungarian important
for your child? Why?/ Why not?

28.

Do you consider Hungarian important
for your child? Why?/ Why not?

29.

Vannak-e 6vodan kiviili k6zos
tevékenységeik (pl. kirdndulasok vagy
kulturalis programok) a magyar és
kiilfoldi 6vodasoknak?

Részt vesznek-e ezeken a sziil6k?

29.

Are there any extra-curricular activities
for children (e.g. hiking or any cultural
programmes) organised by the
kindergarten?

Are parents involved?

29.

Are there any extra-curricular activities
for children (e.g. hiking or any cultural
programmes) organised by the
kindergarten?

Are parents involved?

30.

Mit gondol, mit tehetnek a sziilok egy
idealis egyiittmiikodésért az 6vodaval?

30.

What do you think parents can do for an
ideal cooperation with the kindergarten?

30.

What do you think parents can do for an
ideal cooperation with the kindergarten?

31. Otthon milyen nyelvet hasznal a gyerek | 31. What language does your child use at 31. What language does your child use at
a) a sziileivel? (a babysitterrel?) home home
b) testvéreivel? a) with his/ her parents? (babysitter) a) with his/ her parents? (babysitter)
c) barataival? b) his/ her siblings? b) his/ her siblings?
d) jatek kozben? ¢) his/ her friends? ¢) his/ her friends?
e) Milyen nyelvi filmeket, TV- d) while playing — by herself? d) while playing — by herself?
miisorokat néz? e) while watching films or TV? e) while watching films or TV?
32. On tudja-e segiteni gyerekét az idegen 32. Can you help your child in foreign 32. Can you help your child in foreign
nyelv elsajatitasaban? Hogyan? language acquisition? How? language acquisition? How?
33. Tanult-e gyereke az 6vodéaban a 33. Have you or your child introduced your 33. Have you or your child introduced your

magyartol eltérd szokasokat? Melyek
ezek?

own national customs or traditions into
the kindergarten group (e.g. a special way
of celebrating birthday or a national
holiday)?

own national customs or traditions into
the kindergarten group (e.g. a special way
of celebrating birthday or a national
holiday)?
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34.

Fontosak-e a néphagyomanyok Ondknél
a csaladban? Tudna példat mondani?
Tudna példat mondani?

34. Do you put an emphasis on your own
national customs in your family? Can
you give an example?

34. Do you put an emphasis on your own
national customs in your family? Can
you give an example?

35.

Hall-e az 6vodaban a gyereke az idegen

iinnepekrol?

a) Ha igen, helyesli-e ezt On? Milyen
mértékben?

b) Ha nem, fontosnak tartja-e ezt On egy
multikulturélis csoportban? Milyen
mértékben?

35. What do you feel about Hungarian
national customs and traditions in the
kindergarten?

Do you think they might be interesting

to your child?

35. What do you feel about Hungarian
national customs and traditions in the
kindergarten?

Do you think they might be interesting

to your child?

36.

Emlékszik olyan alkalomra, amikor
valamilyen kiilféldi hagyomanyrol,
népszokasrol hallottak a gyerekek az
6vodaban?

36. a) Do you remember an occasion when
Hungarian traditions played an
important role in the kindergarten
group?

b) Do you remember an occasion when

any other foreign traditions played
an important role in the kindergarten

group?

36. a) Do you remember an occasion when
Hungarian traditions played an
important role in the kindergarten
group?

b) Do you remember an occasion when

any other foreign traditions played
an important role in the kindergarten

group?

37.

On helyesli-e a kétnyelvii nevelést az
6vodéaban?

37. Do you like multilingual
education in the kindergarten or not?
When does foreign language teaching

start in your country?

37. Do you like multilingual
education in the kindergarten or not?
When does foreign language teaching

start in your country?

38.

Milyen elényeit vagy hatranyait latja a
multikulturélis csoportnak?

38. Can you see any advantages or
disadvantages of multiculturalism in the

kindergarten group?

38. Can you see any advantages or
disadvantages of multiculturalism in the

kindergarten group?

39.

Elmondja-e a gyerek, mi torténik az
ovodaban? Mesél-e az idegen nyelvi

39. Does your child talk about what

happened in the kindergarten? Does

39. Does your child talk about what

happened in the kindergarten? Does
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tevékenységekrol?

(s)he also speak about any foreign
language activities?

(s)he also speak about any foreign
language activities?

40. Menyire fontos az On csaladjaban a

40.

How important is language learning in

40.

How important is language learning in

nyelvtanulas? your family? your family?
41. On szerint specialis helyzetben van-e a | 41. Is your child in a special situation by 41. Is your child in a special situation by
gyermekiik, hogy multikulturalis attending a multicultural kindergarten? attending a multicultural kindergarten?
csoportba jar?
42. Mit jelent az On szdméra a 42. What do 42. What do
a) tobbnyelviiség ¢s a a) multilingualism and a) multilingualism and
b) tobbkultirajusag b) multiculturalism b) multiculturalism
a jelen helyzetiikben? mean to you in your present situation? mean to you in your present situation?
43. Hogyan értékelné gyereke 43. How would you evaluate your child’s 43. How would you evaluate your child’s
a) magyarnyelv-tudasat? a) English language command? a) Bulgarian/ Polish/ Norwegian
1. tokéletes; 2. nagyon jo; 1. perfect; 2. very good; 3 fairly good; language command?
3. mérsékelten jo; 4. nem tal jo 4. not too good; 5. poor 1. perfect; 2. very good; 3 fairly good;
5. alig tud b) Hungarian language command? 4. not too good; 5. poor

b) angolnyelv-tudasat? 1. perfect; 2. very good; 3 fairly good; b) Hungarian language command?
1. tokéletes; 2. nagyon jo; 4. not too good; 5. poor 1. perfect; 2. very good; 3 fairly good;
3. mérsékelten jo; 4. nem tul jo ¢) command of any other foreign 4. not too good; 5. poor
5. alig tud language? c) English language command?

c) egyéb (...) idegennyelv-tudasat? 1. perfect; 2. very good; 3 fairly good; 1. perfect; 2. very good; 3 fairly good;
1. tokéletes; 2. nagyon jo; 4. not too good; 5. poor 4. not too good; 5. poor
3. mérsékelten joO; 4. nem tal jo
5. alig tud

44. Jelenleg egynyelviinek vagy 44. At present do you consider your child 44. At present do you consider your child

kétnyelviinek (haromnyelviinek) véli
gyerekét?

monolingual or bilingual (trilingual)?

monolingual or bilingual (trilingual)?
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45. Vegyes hazassag esetén:
Mit gondol, milyen identitasu a gyereke?
(Minek gondolja/ érzi magat?)

45. In case of mixed marriages:
What do you think about your child’s
identity?
(Is s/he American/ Turkish/ Polish etc?)

45. In case of mixed marriages:
What do you think about your child’s
identity?
(Is s/he American/ Turkish/ Polish etc?)

46. Ismeri-e az 6voda tobbnyelviiségi
programjat?

46. Do you know the multilingual
programme of the kindergarten?

46. Do you know the multilingual
programme of the kindergarten?

47. Van-e valami, amin valtoztatna az
ovodai csoportban?

47. Is there anything you would alter in the
kindergarten?

47. Is there anything you would alter in the
kindergarten?
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APPENDIX 24

Agreement on interviews with the parents in English

Agreement

Name of researcher: Kitzinger Arianna

Place of work: Nyugat-magyarorszagi Egyetem Benedek Elek Pedagdgiai Kara,
(West-Hungarian University, Benedek Elek Faculty of Education)
9400 Sopron, Ferenczy Janos u. 5.

Address: 9400 Sopron, Banfalvi Ut 84/a

e-mail: kitzingerarianna@hotmail.com

Mobile phone: +36/30/316-0653

Name of Interviewee:
e-mail:
Telephone:

1. The aim of the interview is to supply research material for a linguistic PhD dissertation in
progress about multilingualism. The researcher is a third-year student of the Linguistic
Doctoral School of Pazmany Péter University.

2. The interview is recorded on a Dictaphone. It can exclusively be used for academic research
which, besides the dissertation itself, involves publications or lectures at conferences.

3. Giving data is voluntary. If the interviewee does not wish to answer certain questions, he/
she is entitled to deny answering or stop the interview.

4. The interviewee is anonymous. As agreed, the interviewer can give the interviewee a
pseudonym.

5. The interview is based on mutual support. The researcher can ask the interviewee to check
the written version of the interview, while the interviewee can ask the interviewer not to
use certain parts.

6. The aim of the interview is not to gain financial profit. Therefore the interviewee gives the
data without financial compensation.

If the above agreement is broken by the researcher in any way, the interviewee can make a
complaint with the researcher’s employer.

Date: January 2011, Papa

Signature of Interviewee Signature of Interviewer
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APPENDIX 25

Agreement on interviews with the parents in Hungarian

Megallapodas

Interjukészité neve: Kitzinger Arianna

Munkahelye: Nyugat-magyarorszagi Egyetem Benedek Elek Pedagdgiai Kara,
9400 Sopron, Ferenczy Janos u. 5.

Cime: 9400 Sopron, Banfalvi ut 84/a

e-mail: kitzingerarianna@hotmail.com

Mobil: +36/30/316-0653

Adatko6zlS neve:
e-mail:
Telefon:

1. Azinterju célja, hogy kutatdsi anyagot szolgaltasson egy késziil6 nyelvészeti doktori
disszertacidhoz a tébbnyelviiség témakorében. A kutatd a Pazmany Péter Katolikus Egyetem
Nyelvtudomanyi Doktori Iskolajanak harmadéves hallgatdja.

2. Azinterjut a kutaté diktafonra veszi. Anyagat kizardlag kutatdsi célokra haszndlja fel. A
disszertacié mellett ez jelenthet publikaciot és konferencia-el6adast.

3. Azinterjuadas énkéntes. Amennyiben az adatkozl6 bizonyos kérdés(ek)re nem kivan
valaszolni, megtagadhatja a vdlaszadast vagy felfliggesztheti az interjut.

4. Azinterjualany anonim. Megbeszélés alapjan az interjukészitéje alnevet adhat az
interjaalanynak.

5. Az interju kélcsénds segitségnyujtdson alapszik. A kutatd kérheti az adatkozl6tél a
magnodszalagrél atirt anyag ellenbrzését, az interjualany pedig bizonyos részek kozlésétél
eldllhat.

6. Az interjukészité célja nem anyagi haszonszerzés. Ennélfogva az adatkdzl6 nem kap az
interjuért anyagi ellenszolgaltatast.

Amennyiben a fenti megallapodast a kutatd barmely formaban megszegi, az adatkdzl6 panasszal
élhet a kutaté munkahelyén.

Kelt: Papa, 2010. szeptember .

AdatkozI6 alairdsa Interjukészit6 alairasa
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APPENDIX 26

Interview guide for all children

magyar English

1. | Te magyarul beszélsz? Do you speak English?

2. | Itt mindenki magyarul besz¢él? Does everybody speak English here?

3. | X milyen nyelven beszél? What language does X speak?

4. | X honnan jott? Which country is X from?

5. | Tudod, hol van ... (X orszaga)? Do you know where ... is?

6. | Voltal mar ott? Have you been there?

7. | Voltal mar kiilf61don? Have you been abroad?

8. | Ott milyen nyelven besz¢ltél? How did you speak there?

9. | Szoktal X-szel jatszani? Do you play with X?

10. | Kikkel szeretsz jatszani? Who do you like to play with?

11. | Kik a barataid? Who is your friend?

12. | Y-nal (mas nemzetiségli gyerek) nem Don’t you play with Y?
jatszol?

13. | Meggértitek egymast? Do you understand each other?

14. | Milyen nyelven beszéltek? Which language do you speak?

15. | Szeretsz angolul beszélni? Do you like speaking English?

16. | Megérted, ha X mond neked valamit Do you understand if X says something to
angolul? you in English?

17. | Mi az az angol nyelv? What is that English language?

18. | Kik szoktak angolul beszélni? Melyik Who speaks English? Where?
orszagban?

19. | Csak az angolok beszélnek angolul? Do only English people speak English?

20. | Te mit szeretsz a legjobban csindlni What do you like to do in English best?
angolul?

21. | Szoktal angolul jatszani? Es énekelni? Do you play in English? Do you sing in
Beszélni? English? Do you speak English?

22. | Hogyan kell angolul beszélni? How do we have to speak English?

23. | Milyen nyelveket ismersz még? Which other languages do you know?

24. | Melyik nyelven szeretsz jobban jatszani: | Which language do you prefer playing: in

magyarul vagy angolul?

Hungarian or in English?
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APPENDIX 27

Agreement on interviews with the children in English

Agreement

Hereby | (parent) agree that my child can make a short conversation with a
linguistic researcher in the kindergarten. The interview is recorded on a Dictaphone and can be
used only for research purposes.

Date: Papa, June 2011

Signature of Interviewee’s parent Signature of interviewer

Kitzinger Arianna
Nyugat-magyarorszagi Egyetem
Benedek Elek Pedagdgiai Kara,
9400 Sopron, Ferenczy J. u. 5.
e-mail:
kitzingerarianna@hotmail.com
Mobil: 06/30/316-0653

APPENDIX 28

Agreement on interviews with the children in Hungarian

Megallapodas

Alulirott, szUl6 ezuton hozzdjarulok ahhoz, hogy gyermekem révid
beszélgetést folytasson az évoddaban. Az interju diktafonra keril, és kizarélag kutatasi célokra
hasznalhato fel.

Kelt: Papa, 2011. junius .

AdatkozI6 (sziil6) alairdsa Interjukészit6 aldirdsa
Kitzinger Arianna
Nyugat-magyarorszagi Egyetem
Benedek Elek Pedagdgiai Kara,
9400 Sopron, Ferenczy J. u. 5.
e-mail:
kitzingerarianna@hotmail.com
Mobil: 06/30/316-0653
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APPENDIX 29

English song from the Interviews with the children: ‘Jingle Bells’

)
LET'S PLAY MUSIC . 1 ll
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b 1 | | I i [ 1 | I 1 | ] 1 = 1 ] 1 [ )
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Source: Let’s Play Music, n.d.
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English song from the Interviews with the children: ‘One, two, three four, five’

One, two, three, four, five

i D Em
| | L y
P : — —
@d 4 [ (7] =l J T @ ‘ i
One, two, three, four, five, Once I caught a fish a - live,
Em A D
A ¥ ; ; i
o Wi 1 T N I fl f
(51— e } ) ——
G g i
Six, se - ven, eight, nine, ten, ‘Then I let him go a-gain.
D Em
A U | | ; ,
oI % 1 fl ) | T | |
£t EE— — P
. 'T——i——‘—o‘—d-—i’——c

Why did you

let him gh? Be - cause he bit my

fin -ger so.

Em A’ D
_ﬁ H 1 L L
)” B 31N 1 1 | 1 i L
(ﬂgr —f gL J 0 J 7 I; I T f ) T t i I ]
) -—— - - -.IL +  * v 7O

Which fin - ger did he bite? ) This lit-tle fin - ger

Source: Reilly & Ward, 1997, p. 92

on my right.
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APPENDIX 31
English song from the Interviews with the children: ‘Teddy Bear’

Teddy Bear

Folk song
1 I
A4 1 | I | 1 = ] I | |
o ’ |
1.Ted - dy bear, ted - dy bear, turn a - round,
2Ted - dy bear, ted - dy bear, climb the stairs,
A : n : ! . - : . v |
o o s - |- J : 7 =
9 . . .
Ted - dy bear, ted - dy bear, touch the ground.
Ted - dy bear, ted - dy bear, say your prayers.
_’ ]
A — i t t i f H i' { f |
@ ;4 [ - 2 ; ; - = | [ - 2 i
Ted - dy bear, ted - dy bear, tie your shoe,
Ted - dy bear, ted - dy bear, turn.out the light,
> = f f I { t — f H
@d P P = J | ¥ H
- - - *
Ted - dy bear, ted - dy bear, that will do.
Ted - dy bear, ted - dy bear, say "good - night."

Source: Beth’s Music Notes, 2013
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APPENDIX 32

Interview guide for the kindergarten teachers

Hogyan fogadtatok a multikulturalis, multilingvalis nevelés gondolatat az
6vodaban?

Hogyan zajlik a nyelvek megoszlasa szempontjabol egy tipikus évodai nap?

Szerinted milyen nyelven célszerii az 6vonének a gyerekekhez beszélnie?

Szerinted melyek a legjobb nyelvfejlesztési modszerek?

bl Pl el g

a) Okoz-e az angol Kkiejtés nehézséget a gyerekeknek?
b) Okoz-e a magyar kiejtés nehézséget a gyerekeknek?

a) Lehet-e mérni az anyanyelvi, illetve az idegen nyelvi fejlédést? Ha igen,
hogyan méritek?

b) Lehet-e értékelni az anyanyelvii, illetve az idegen nyelvi fejlodést? Ha igen,
hogyan értékelitek?

c) Lehet-e a mérés objektiv?

d) Lehet-e az értékelés objektiv?

Mi alapjan jelented ki egy gyerekrdl, hogy egynyelvii/ kétnyelvii/ haromnyelvii?

Megfigyeléseid szerint hogyan viszonyulnak szabad jatékidoben egymashoz a
kiilonb6z6 nemzetiségii gyerekek? Pl. Kik jatszanak egymassal? Vannak-e
kialakult jatszocsoportok vagy -parok a nyelvek megoszlasa szerint?

Milyen nyelven beszélnek egymashoz jaték kozben az azonos és az eltéro
anyanyelvii gyerekek? Mondj konkrét példakat!

10.

a) Befolyasoljatok-e a nyelvhasznalatot a szabad jatékiddben? (= A magyar
gyerek tanuljon angolul, a kiilfold magyarul?)

b) Befolyasoljatok-e a nyelvhasznalatot a foglalkozasokon? (= A magyar gyerek
tanuljon angolul, a kiilf61di magyarul?)

c) Szerinted kell-e befolyasolni a gyerek nyelvvalasztasat?

d) Egyaltalan vannak-e nalatok ,,foglalkozasok™?

11.

Milyen nyelvi nehézségek meriilnek fel
a) a csoporton beliil?

b) a sziilokkel?

Hogyan igyekeztek ezeket legy6zni?

12.

Mennyiben mas az 6vodapedagogus feladata egy multilingvalis csoportban, mint
egy egynyelviiben?

13.

a) Az idegen nyelv elsajatitasa szempontjabol vannak-e kiemelkedd tehetséget
elarulé gyerekek?
b) Mi lehet ennek az oka?

14.

a) Vannak olyan gyerekek, akik nem értik meg az idegen nyelvet és nem is
kommunikélnak azon?

b) Mi lehet ennek az oka?

c) Mit tesztek ennek kikiiszobolésére? (Fontos-e ezen valtoztatni?)

15.

a) Milyen elényeit 1atod a multikulturalis csoportnak?
b) Milyen hatranyait latod a multikulturalis csoportnak?

16.

Mit jelent szamodra jelenlegi személyes és szakmai életedben a tobbnyelviiség és
tobbkulturajusag?

17.

Fontosnak tartanad-e angol anyanyelvii 6vodapedagogus jelenlétét az 6voddban?

18.

Mi az, amin szivesen valtoztatnal az 6vodaban?
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APPENDIX 33

Interview guide for the educational decision-makers I.
(The cabinet secretary of the self-government of Papa)

Hogyan ¢és mikor sziiletett az 6tlet, hogy a NATO-csaladok gyerekei nem un. nemzetkozi
iskolakban, hanem a papai oktatasi intézményekben tanuljanak?
Mi volt ennek a célja?

Milyen oktataspolitikai elveket, torvényeket vettek figyelembe? Milyen szabalyozasoknak
kellett eleget tenni?

a) Milyen partnereket tudtak maguk mellé 4llitani a kezdeti 1épésekkor?
b) Milyen nehézségeket kellett lekiizdeniiik a kezdetekkor?

a) Hogyan fogadta a NATO helyi parancsnoksaga az elgondolast?
b) Hogyan fogadtak a helyi pedagégusok az elgondolast?
c) Hogyan fogadta a varos az elgondolast?

Milyen jellegii megallapodasokat kotottek az oktatasi intézményekkel? (Hany évre? Milyen
feltételekkel?)

Milyen oktatasi szintereken (bolcsdde, 6voda, altalanos iskola, kdzépiskola) folyik a
multikulturalis oktatas?

Kérem, vazolja, miként valdsul meg az elképzelés a gyakorlatban
- a bolcs6dében

- az 6voddban

- a kdzépiskolaban?

a) Van-e az intézményeknek beszamolasi kotelezettségiik Onok felé?
b) Van-e Onoknek beszamolasi kotelezettségiik? Kiknek? (Minisztérium? NATO?)

Hogyan biztositjak a pedagogusok megfeleld nyelvi és pedagégiai képzését/ tovabbképzését?

Bevailtak-e valamennyi intézményben a multikulturalis neveléshez fiiz6d6 el6zetes
elképzelések?

11.

Kiemelt szerepet toltenek-e be a multikulturalis pedagdgusok a varos és a tanintézmények
¢életében? Nagyobb-e pl. az erkdlcsi, anyagi megbecsiiltségiik?

12.

Hérom év elteltével mik az észrevételeik?
a) Mi az, amit sikerrel hajtottak végre?
b) Mi az, amin valtoztatni kivannak?
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APPENDIX 34

Interview guide for the educational decision-makers II.
(The general head of all the kindergartens &
the head kindergarten teacher of Fay Andras Kindergarten)

1. Miért éppen a Fay Andras Lakételepi Ovodara esett a valasztas, amikor Pépa varosa tigy
dontott, a NATO-csaladok gyerekei helyi 6vodaba jarjanak?

2. Hogyan fogadtdk az 6voda pedagégusai a multikulturalis nevelés bevezetését?

3. Milyen oktataspolitikai elveket, torvényeket vettek figyelembe? Milyen szabalyozasoknak
kellett eleget tenni?

4. Milyen 6vodai program szerint haladnak a csoportok?

5. Miért éppen magyar—angol 6vodai program mellett dontdttek, amikor sok més anyanyelvii
gyerek is latogatja az intézményt?

6. Milyen elvek alapjan allt 6ssze a program? Volt-e minta?

7. Milyen nyelvi/ pedagégiai képzésen kell(ett) részt venniiik az 6vodaban dolgozo
pedagdgusoknak?

8. Ismernek-e hasonlé példakat Magyarorszagon? Es kiilfoldon?

9. Vannak-e nemzetk6zi kapcsolataik? Mennyire él6 a kapcsolat?

10. | Milyen segitséget tudtak igénybe venni? Honnan? Milyen formaban? (Pl. képzések, szakértdi
segitség)

11. | Kérem, ismertesse az 6vodaban fut6 oktatasi projektet! (=palyazat)
a) Milyen jellegii?
b) Hany évre sz61?
¢) Milyen célkitiizései vannak?
d) Mit sikeriilt eddig megval6sitani beldle?

12. | Milyen palyazati formak allnak rendelkezésiikre ebben a specialis helyzetben?

13. | Kivannak-e @jbol palyazni? (Igen/ Nem. Miért?)

14. | Kiemelt szerepet toltenek-e be a multikulturalis pedagégusok a varosi ovodak életében?
Nagyobb-e pl. az erkdlcsi, anyagi megbecsiiltségiik?

15. | Harom év elteltével mik az észrevételeik?

a) Mi az, amit sikerrel hajtottak végre?
b) Mi az, amin valtoztatni kivannak?
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APPENDIX 35

The Intercultural educational programme of Fay Andras Kindergarten, Papa

AZ INTERKULTURALIS NEVELES OVODAI GYAKORLATA

VAROSI OVODAK
FAY ANDRAS LAKOTELEPI TAGOVODAJABAN

Készitette: Morvai Marianna
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Bevezetés

Nevel$ munkankat befolyasolja, hogy Varosi Ovodak Fay Andras Lakoételepi Tagdvodajaban
2008 6szétol kiilfoldrdl érkezd, nem magyar allampolgarsagu nem magyar ajku gyermekek
vannak jelen. Sziileik, jellemzden az apak, NATO katondk. A csalddok hatarozott idére
(altalaban masfél — négy évre) szolo szerzddéssel érkeznek a Papai Légibazisra. A gyermekek
tehat a bevandorlok azon csoportjaba tartoznak, akiknek eltartéi munkavégzés céljabol
hosszabb tartozkodasi engedéllyel rendelkeznek, a csalddtagjaik pedig csaladi egyiittélés
cimén kapnak engedélyt ugyancsak hosszabb magyarorszagi tartozkodasra (LOC 1).
Nevelésiik a papai gyermekekkel integraltan torténik (LOC 2). Ez a gyakorlat eltér az
altalanostol, hisz a NATO jellemzéen nemzetkozi iskoldkat, 6vodakat alapitva sajat
pedagdgusokkal oldja meg alkalmazottai gyermekeinek nevelését - oktatdsat. A nem magyar
allampolgarsagi gyermekek létszdma oOvodankban nevelési évente valtozik, Osszetételiik
ugyancsak évrél évre modosul. Jelenleg 7 orszagbdl érkeznek az 6vodaba, 6k az amerikai,
bolgar, holland, lengyel, norvég, roman, svéd nemzetet képviselik. Kezdetben egy, jelenleg
3 vegyes ¢letkoru csoportban fogadjuk dket.

A NATO hivatalos munkanyelve és csaladtagjaik kozosségi €rintkezésének a nyelve egyarant
az angol, tehat a sziil6k szinte kivétel nélkiil jol beszélnek angolul. A sziildk és az 6voda
kozotti kommunikéacio ebbdl kifolydlag ugyancsak angol nyelven zajlik. Az 6vodaba 1€pd
kilfoldi gyermekek ¢€s sziileik nem rendelkeznek magyar nyelvismerettel. Az angol
anyanyelviieket kivéve a kiilfoldi gyermekek nem beszélnek angolul sem.

A magyar sziilék korében az utdbbi idoben mind nagyobb érdeklddés mutatkozik az angol
nyelv tanuldsanak korai megkezdésére (LOC 3).

Fent emlitett koriilményekre valo tekintettel a magyar és nem magyar gyermekek integralt
egylitt nevelése természetes helyzetet teremtett a magyar — angol kétnyelvii nevelésnek. A
korai idegen nyelv elsajatitds (LOC 4) pedagogiai célkitiizéseit, feladatait, moddszertani
alapelveit, valamint a magyar és angol nyelv elsajatitasanak (LOC 5) lehetdségeit a Magyar —
angol két nevelési nyelvii kiegészitd 6vodai pedagdgiai programunkban fogalmaztuk meg.

Az o6vodaban megjelent kiilonféle allampolgarsagii csaladok altal képviselt nemzeti és
kulturalis sokszinliség indokolja azt, hogy az alprogramot az interkulturalis nevelés helyi
vannak a varos életében, sziiloként természetes kapcsolatba keriilnek a helyi lakosokkal.
Kézenfekvd feladatunk beilleszkedésiik segitése, a magyar kultira szeleteinek megismertetése
mellett a helyi lakossadg befogadd készségének alakitdsa. A nem magyar gyermekek késObbi
¢letiilkben tovabbi nemzetkdzi kozosségekbe keriilnek. Szeretnénk hozzajarulni ahhoz, hogy
identitds tudatuk jelentdsége mellett szamukra a kulturdlis sokszinliség, mas nemzetek
kulturalis értékeinek elfogadasa, tisztelet, elismerése az emberi értékekre valod nyitottsag is
természetes legyen. A magyar gyermekek esetében wugyanerre toreksziink. Tanulési
folyamataik zavartalansagat szem el6tt tartva nagy hangsulyt fektetiink tanulasi készségeik,
képességeik fejlesztésére is. Tovabbi feladatunknak tekintjiik a magyar nyelv alapozasat,
mellyel mind az 6vodaban, mind pedig a helyi iskolaban az életkornak megfeleld informécio

felvétel, tanulas lehetové valik.

Interkulturalis 6vodai nevelési gyakorlatunk megalkotasakor figyelembe vettiik ,,A kiilfoldi

allampolgér gyermekek, tanulok interkulturalis pedagogiai rendszer szerinti 6vodai és iskolai
2
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nevelése —oktatasa iranyelvérdl” sz6l6 OKM kozleményt, valamint jogszabalyi hattérként az
1993. évi  LXXIX ¢évi kozoktatasi torvény ¢és ,,Az Ovodai nevelés orszadgos
alapprogramja” vonatkozo rendelkezéseit. Ez utobbibol emeljiik ki a kovetkezdket (LOC 6):

Gyermekkép alcim 2. pont:

» ... Az O6vodai nevelés gyermekkdzpontu, befogadd, ennek megfeleléen a gyermeki
személyiség kibontakoztatdsara torekszik, biztositva minden gyermek szamdéra az egyenld
hozzaférést. Nem ad helyet az elditéletek kibontakozasdnak sem tarsadalmi, sem nemi, sem
egyéb értelemben.”

Ovodakép alcim 6. pont:

,» A hazajukat elhagyni kényszeriilo csaladok (a tovabbiakban: migrans) gyermekeinek 6vodai
nevelésében biztositani kell az Onazonossag megdrzését, apolasat, erdsitését, tarsadalmi
integralasat, az emberi jogok és alapvetd szabadsagok védelmét.”

Helyzetelemzés

Papa Viros Onkorményzata, mint fenntarto6 a SAC/C 17 NATO program megvaldsitasa
kapcsan Papara érkezo csaladok dvodas koru gyermekeinek ellatasara jelolte ki a Fay Andras
Lakotelepi Tagovodat. A programban 12 nemzet vesz részt (LOC 7).

Az 6voda pedagdgiai munkajat Varosi Ovodék Nevelési Programja alapjan végzi, mely az
interkulturalis csoportokban 2009 szeptemberétdl a mar emlitett Magyar-angol két nevelési
nyelvlii programmal egésziilt ki. Ezekben a csoportokban az angol és a magyar nyelvet
részben anyanyelvként haszndljdk a gyermekek, részben idegen nyelvként van lehetdségiik
azok elsajatitasara.

Az ovodapedagdgusok szamara 1j feladatként jelentkezett a migrans gyermekek nevelése, a
magyar - angol kétnyelvii nevelés, a magyar, mint idegen nyelv tanitisa (LOC 8), az
interkulturalis pedagdgia, valamint a csaladok beilleszkedését segitd torddés. Az 1j
feladatokkal egyidejiileg megkezdddott a pedagdgusok szervezett nyelvi, szakmoddszertani,
szakiranyu tovabbképzése (LOC 9), emellett folyamatos 0Onképzés, a munkatapasztalatok
kiértékelése, atadasa vette kezdetét,

tovabba Papa Varosi Ovodak tagintézményébe kiilfoldrél érkezé, nem magyar
allampolgarsagn, nem magyar ajki gyermekek befogadasa, nevelése és oktatasa TAMOP 3.4.1
B-08/2.-2009-0001 palyazat végrehajtasa keriilt a neveldtestiilet feladatkorébe.

Az 1 feladatokkal 6sszefiliggd valtozasok az 6vodaban:
- 2008 6szétdl érkeznek migrans gyermekek, fogadasuk céljabol az 6voda épiiletben
bdvités, korszeriisités zajlott.
- 2008/2009. nevelési évben egy magyar — angol két nevelési nyelvii és négy magyar
csoport mikodott.
- 2009 8szén csoport-, és 1étszambdviilés tortént (plusz egy csoport, 25 féréhellyel). Ez a
tornaszoba megsziinésével, valamint az 6voda helyiségeinek maximalis
kihasznaltsagaval jar egyiitt.
- 2009/2010-t61 harom magyar — angol két nevelési nyelvii és harom magyar csoport
miikodik.
- 2011. augusztusaig folyt hat nemzet gyermekeinek integralt egyiitt nevelése magyar
gyermekekkel.
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- 2011 szeptemberétdl 7 nemzet gyermekeinek egyiitt nevelése folyik az 6vodaban
magyar gyermekekkel.

- A migrans gyermekek létszdma évrél-évre valtozik, jellemzden 20 és 30 6 kozott

mozog. Be- és kilépésiik idopontja nem mindig tervezhetd. Az interkulturalis

csoportokban a nem magyar gyermekek aranya 32 — 48% kozott van. A gyermekek nem

rendelkeznek sem magyar és tobbségiik, természetesen az amerikai gyermekek kivételével,

angol nyelvismerettel sem.

Személyi feltételek (LOC 10)

Elsddleges céljaink kozé tartozott, hogy a kétnyelvii csoportokba legalabb egy, angolul
szoban ¢és irasban egyarant jol kommunikalé 6vodapedagogus és nyelvileg hasonld tudasu
pedagogiai asszisztens (LOC 11) keriiljon. A pedagédgiai munkaban 6k jellemzdéen az angol
nyelvet reprezentdljadk. A csoportok madésodik Ovodapedagdégusa alap szintli angol
nyelvtudassal rendelkezik, 6 a magyar nyelv domindns képviseldje. Tovabbi célunk volt
az is, hogy ovodapedagogusaink képzettségre tegyenek szert a korai idegen nyelv-elsajatitas,
ezen belil a magyar és az angol mint idegen nyelvek tanitdsa (LOC 12) idegen ajku
gyermekeknek, a kétnyelviiség biztositasa terén.

Az 6vodapedagogusokat tartjuk a siker kulcstényezdjének, akiknek a magas szinvonala
szakmai tudas mellett kivalo egylittmiikodé képességgel kell rendelkezniiik a gyermekek és
csaladjaik felé. A jo empatids és kapcsolatteremtd képesség mellett fontosnak itéljiik az
érintett nemzetek tarsadalmi, kulturalis, oktatdsi hagyomanyaiban vald jartassagot, azaz
azinterkulturdlis tajékozottsdgot (LOC 13).

A felkészulés érdekében a kovetkezoOk torténtek:

2008/09-ben folytak az alapfokt nyelvi képzések €és szakmodszertani eloképzések.
2010-ben 3 6vodapedagogus és az Ovodavezetd szerzett képzettséget a Nyugat-

Magyarorszagi Egyetem Benedek Elek Pedagdgiai Kardan ,angol nyelvil
ovodapedagdgus” szakiranyon.
2011-ben ugyancsak az emlitett pedagdgiai karon ,,6vodéas kori magyar-angol
kétnyelviiségre felkészitd” szakiranyu képzést végezte el tovabbi 5 6vodapedagogus.
- A szervezett képzéseken tul kozelrdl is megtapasztalhattuk az interkulturalis nevelés
hazai €s nemzetkdzi j6 gyakorlatat.
2010-ben holland (kampeni 6vodak, iskoldak, Arhemi Nemzetkozi Iskola), osztrak
(wiener neustadti 6vodak), magyar (Montessori Ovoda, Csepel) szakmai
tapasztalatszerzd latogatasokon vettiink részt (LOC 14).

2011-ben Ausztridban, a Wallerni és schattendorfi 6vodakban a magyar mint idegen
nyelv tanitdsanak modszereit tanulmanyoztuk. Oralatogatasokon vettiink részt a
Tarczy Lajos Altaldnos Iskola magyar-angol két tanitasi nyelvii 1. osztalyaban.

Alkalmanként segitségiil tolméacsokat vesziink igénybe (LOC 15), akiket a katonai szervezet
biztosit
szamunkra.
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Targyi feltételek

Helyiségek:

Az utébbi idében lehetdségiink nyilt az 6vodai berendezések iitemezett cseréjére, igy
korszerlisddtek a termek, javult az épiilet milidje.

Egyenlére minden tevékenység a csoportszobakban zajlik. Hidnyzik a tornaszoba, egy
megfeleld6 méretli, nyugodt, munkaszoba az 6vodapedagdgusok részére (elokészité munkak,
megbeszélések, adminisztrativ teenddk, stb. miatt), valamint legaldbb egy kiscsoportos
foglalkozasokra alkalmas helyiség (a nyelvelsajatitds elOsegitéséhez, az egyéni ¢és
kiscsoportos fejlesztésekhez).

Szemléltetd és fejlesztd eszkozok:

A gyermekek képességfejlesztéséhez, valamint a nyelvelsajatitashoz (LOC 16), az
interkulturalis neveléséhez nélkiilozhetetlen, alapvetd eszkozok a rendelkezésiinkre allnak.
A nyelvelsajatitashoz  altalunk  alkalmazott kész  eszk6zokrdél — felhasznalhatdésaguk
megnevezésével listat készitettiink. Folyamatosan toreksziink az eszk6zok potlasara, a
megjelend ujabb kindlatok tervezett beszerzésére. Ezek elsOsorban fejlesztd jatékok,
képeskonyvek, képes szotarak, képanyagok, miisoros cd-k (zene, dal, mese, vers) dvd-k a
jelenlevd nemzetek orszagat bemutatd gyermekkonyvek, képek, plakatok, targyak.

Emellett természetesen rendelkeziink sajat fejlesztésii eszkozokkel is, amelyek korét szintén
folyamatosan bovitjiik. Ezek kép- és hanganyagok, interkulturalis informaciét hordozé tablok,
fejlesztd jatékok.

A technikai berendezések:

Rendelkeziink egy digitalis hangfelvevdvel, laptoppal, projektorral és internet elérhetdséggel,
amelyek segitségével képeket, rovid ismeretterjesztdé filmeket, stb. tudunk vetiteni, cd
lejatszokkal.

Sziikségiink lenne digitalis fényképezdgépre, mindhdrom csoportban digitalis diktafonra,
szivesen hasznalnank digitélis tablat is.

Pedagogiai eszkdzok:

Ovodapedagogusok  altal ~ készitett modszertani  segédletek, amelyek az ovodai
tevékenységeken beliili (ének-zene, dalos-jaték; vizualis tevékenységek; mese, vers,
dramatizalas; a természet €s jeles napjai; a formai és mennyiségi viszonyok) idegen nyelvi
fejlesztést (LOC 17) segitik; repertodr gylijtemény mind a magyar, mind pedig az angol
nyelv vonatkozdsdban; a HOP-ban meghatarozott személyiségfejlodési lapok kétnyelvii
valtozata; idegen nyelvi fejlodés mérésére szolgdlé dokumentum; kétnyelvii baleset, betegség
szotar és kifejezés gylijtemény; a pedagogusok tajékozodasat, felkésziilést segitd
informécio gylijtemény az érintett orszagokrol; magyarul ¢és angolul sem tudd
gyermekek részére anyanyelvi piktogramos segédlet.
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Eddigi tapasztalataink osszefoglalasa

A kiilonb6z6 nemzetekbdl érkezé gyermekeknek nem csak a nyelve, hanem a szociokulturalis
hattere, neveltetése is eltéréseket mutat. A pedagogusok szamara az alapvetd kihivas az, hogy
mig a tiszta magyar csoportokban nincsenek nyelvi nehézségek, a kulturalis gyokerek,
tradiciok azonosak, a gyermeknevelési szokasok hasonlatosak, az Ovodaztatds emlékei a
csaladokban hagyomanyozodnak ¢és érzelmileg, mentélisan is Osszekoti a gyermekeket a
nemzeti egylivé tartozas, addig a migrans gyermekeket is neveld csoportokban ezekkel a
kohézios erdkkel nem, vagy csak kis mértékben lehet szamolni. Tovabba el6fordulhat a
migrans gyermek ¢€s a csalad esetleges beilleszkedési nehézsége is.

Az els6 harom év tapasztalatait Osszegezve a kovetkezd problémak fordultak eld, melyek
megoldésat, vagy kikiiszobolését minden j nem magyar beiratkozé gyermeknél figyelembe
kell venni: -

Gyermekek vonatkozasaban (LOC 18):

- Beszédértési és kommunikacids problémak

- Erzelmi labilitas (hatrahagyott mult, idegen kornyezet) (LOC 19)

- Alkalmazkodas a magyar 6voda szabdlyaihoz, szokasrendjéhez (61tozés, kozos
étkezések, napossag, a délutani pihenés)

- Ismerkedés a magyar ételekkel

- Figyelem felkeltése és fenntartdsa, a gyermekek bevondasa a k6zos tevékenységekbe

- Egylittmiikddésre, pontos feladatvégzésre 0sztonzés

Sziil6k vonatkozasaban (LOC 20):

- Kapcsolattartas, elégséges informéci6 aramlas. (Kiilfoldi sziildk)

- A kiilfoldi sziilok egy része keresi €s kéri a hazdjaban megszokott nevelési szokasokat
(nincs délutani alvéds, az iras,- olvasds tanulds kordbban megkezdddik, mint
Magyarorszagon, Norvégidban, Svédorszagban szinte egész nap kint vannak a
szabadban a gyermekek, stb.).

- A magyar sziil6k kevésnek talaljak a magyar vers, monddka, mese, dalos-jaték aranyat
az interkulturalis csoportokban

Eredmények:

- A sziil6k tobbségének - hovatartozastol fliggetleniil - tetszik a kiilonb6z6 nemzetekbdl
érkez6 gyermekek egyiitt nevelése a befogadd orszag gyermekeivel. Ertékesnek tarjak
gyermekeik mds nemzetiségli gyermekekkel, kultardkkal, nyelvekkel wvald korai
ismerkedését.

- A migrans gyermekek &ltaldban jol érzik magukat 6vodéankban, sziileiknek is
alapvetden jo benyomdsaik vannak. Elismerden nyilatkoznak az 6vodapedagdgusok
felkeésziiltségérdl, a gyermekekkel valdo banasmodrol. A kiilfoldi  sziilok
gyermekeikben végbemend kedvezd valtozasokrol is beszamoltak. Foéként az
Onkiszolgalast, onfegyelmet, egylittmiikodési hajlanddsagot, nyugodtabb viselkedést
emelték ki (LOC 21).
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- A magyar gyermekek elfogadobbak lettek. A magyar sziilok sziildi értekezleteinken
elmondtdk, hogy gyermekiikk empatikusabba, rugalmasabba, segitokészebbé,
tiirelmesebbé valt.

- Az 6voda tartalmi munkdja gazdagodott, hisz a magyar és migrans gyermekek
integralt nevelése természetes modon produkalta a soknyelviiséget, a kulturalis
sokszintiséget (interkulturalitds) és a kiilonbozd eltérd kultardk egymasra hatasat
(multikulturalitas). Az o6vodapedagdégusok a napi Osszetett munka és a képzések
hatasara attitlid valtozdsokon mentek keresztiil. Elfogadobbak, ugyanakkor
kreativabbak, rugalmasabbak lettek.

Az interkulturalis tanulas

Maga az interkulturalis tanulds folyamata segithet raddobbenteni arra, hogy a valésagot nagyon
sokféle modon lehet megélni, értelmezni €s megtapasztalni. Az interkulturalis nevelés
fejleszti a gyermekek kulturalis identitasat, és egyidejlileg erdsiti az egymas iranti tiszteletet, a
toleranciat az ismeretlennel, a szokatlannal szemben. Fokozza az érdeklodést és a
kivancsisagot, a gyermekek kommunikacié iranti igényét (LOC 22), a kozos
kapcsolatokat minden nemzeti, kulturalis és nyelvi hataron talnyaléan. Az interkulturalis
nevelés tarsadalmunk hétkoznapjaibol, életébdl indul ki és az idegen gyermekkel
szembeni kapcsolat all az eldtérben. Az a fontos, hogy hogyan latja az egyik gyermek a
masik gyermeket, azt, hogy mi az, ami megkiilonbozteti tdle, €s mi az, ami 0sszekoti vele. Az
interkulturalis nevelés egyfajta tartds, viszonyulds, viselkedés. Sem otthon, sem az 6vodaban,
sem az iskolaban nem lehet egy megerdltetd ,,stressz program” amelyet meg kell valdsitani.
Az interkulturalis nevelés a hétkoznapokba érdekesen, izgalmasan és Osztonzden beépitve
oromot szerezhet a felndtteknek is. (Montanari Burkhardt, Elke)

Az interkulturdlis nevelési gyakorlat kapcsoloddasa a helyi ovodai nevelési
programhoz

Az 6voda pedagdgiai munkajat a magyar kozoktatdsi szabalyok és eldirasok, figyelembe
vételével, a magyar 6vodapedagogiai hagyoméanyokra épitett Helyi Ovodai Nevelési Program
alapjan végzi. Az abban megfogalmazottak jol adaptalhatok a kiilfoldi gyermekek nevelésére
is. Az interkulturalis csoportokra vonatkozo kiegészitéseket a Magyar — angol két nevelési
nyelvli kiegészitd alprogramban mar rogzitettiik. Az interkulturdlis nevelés helyi
gyakorlatanak megfogalmazaskor nem tériink ki a pedagogiai tevékenységek, tartalmak
részletezésére, csupan utalunk az Gsszefliggésekre, kapcsolddasi pontokra és jellemzden csak
az interkulturalis elemekre koncentralunk.
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Az interkulturdlis nevelés alapelveinek értelmezése ovodankban

Multikulturalis szemlélet

A kiilonb6z6 orszagokbol hozzank érkezd migrans gyermekek anyanyelve, kultirdja, sok
vonatkozasban eltér egymésétol, valamint a magyar jellemzSktSl. Eppen ezért fontos, hogy
nevelOtestiiletiinkben a mas kultarat elfogadni, annak értékeit hasznositani tudd nevel6i
szemlélet hatarozza meg a pedagogiai eljarasokat. Keressiik a kiilonb6zo kultardk kozos és
eltérd jellegeit és azok megjelenithetdségét. Igyeksziink olyan pedagdgiai kornyezetet
teremteni, ahol a gyermekek megélhetik identitasukat, ugyanakkor megtanuljék elfogadni
masokét.

Integracio (LOC 23)

A befogad6 tarsadalom szamara elényds, ha az érkezd csalddoknak a kdzoktatdsi intézmény
pedagdgusai hozzaértd segitséget nyudjtanak a tarsadalmi ¢és lakokornyezetbe vald
eligazodashoz, beilleszkedéshez. Az elsé osztadlyt Magyarorszagon megkezdd migrans
gyermekek részére a magyar nyelv elsajatitdsa, legalabb a beszédértés és az alapszokincs
tekintetében, kardinalis az iskolai tanulds eredményessége €s a sikeres kortars kapcsolatok
szempontjabol.

Ovodéankban egyéni modon segitjiik a gyermekek beilleszkedését a szamukra idegen nyelvi és
szocialis kornyezetbe, tAmogatjuk a nyelvi nehézségekkel kiizdd gyermek szituacid értését,
onkifejezését, onérvényesitését. A magyar nyelv kozvetité nyelvként vald hasznalata eldsegiti
gyermekek beilleszkedését és tanulasi folyamatokat. Eletkori sajatossagaiknak megfeleld
modon segitjiik a gyermekeket a magyar nyelv elsajatitasaban (LOC 24), tamogatjuk az
alakulo baratsagokat, informaciokkal, programokkal (LOC 25), segitjik a csaladokat és
pozitiv viszonyuk kialakulasat orszdgunkhoz, népiinkhoz, kultirankhoz. Emellett
kovetkezetesen, tiirelmesen szoktatjuk 6ket az 6voda szabaly-, €s szokasrendszeréhez.

Adaptivitas-komprehenzivitas

Az adaptacio, a kornyezetei adottsagokhoz vald alkalmazkodast, a komprehenzivitas
egylittnevelést jelent.

A gyermekek alkalmazkodasa az 1 kornyezethez akkor lehet eredményes, ha fogadasuk
koriilményei kedvezdek, befogadasuk szeretetteljes, kornyezetiik érzelmileg biztonsagos,
elfogadod, segitd. A gyermekeket heterogén Osszetételli csoportokban integraltan neveljiik. A
kozos egyiittlétek, €¢lmények segitik a megismerési folyamatokat (tarsak, pedagodgusok,
csalad, nyelv, kultira, massag) és a beilleszkedést.

Ceélkitiizeseink

Az 6voda egyik alapvetd célkitlizése, hogy a nem magyar allampolgarsdga gyermekek dvodai
nevelése az Eurdpai Unid iranyelvében foglaltakkal 6sszhangban torténjen. Mindenekel6tt
nagy hangsulyt forditunk a magyar mint idegen nyelv elsajatitds megalapozésara,
fejlesztésére (LOC 26). Interkulturélis tanulasi kornyezetet biztositunk, ahol a magyar és nem
magyar

gyermekek integraltan egylitt nevelddnek, a nem magyar gyermekek megismerkedhetnek a

8
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magyar kultura kisgyermekkort érint6 szeleteivel, valamint valamennyi gyermek kodlcsondsen
ismerkedhet az érkezd gyermekek szdrmazasi orszaganak bizonyos jellemzdivel.

Tovabbi célunk

e Derlis, tevékeny 6vodai élet megszervezése, a gyermekek kiilonbozd igényeinek
0sszehangolésa.

¢ A gyermekek bizalmanak elnyerése, biztonsagérzetiik novelése, kiilonds tekintettel a
beszédértési, kommunikécids problémaval kiizd6 kiilfoldi gyermekekre.

e Olyan készségek, képességek kialakitasa, amelyek segitségével a gyermekek
interakcidba léphetnek a kornyezetiikkel, ezaltal megismerhetik egymast, képessé
valnak az egyiittmiikodésre, a tanuldsra. Ennek alapja a magyar mint idegen nyelv,
illetve az angol mint idegen nyelv jatékos elsajatitasainak (LOC 27) megkezdése.
(Lasd: kiegészit6 alprogram).

e A kulturalis, nyelvi sokszinliség megtapasztaltatasa, igazodva a kisgyermekkor
tanulasi sajatossagaihoz.

o A tarsak kozott 1évo kiillonboz6 anyanyelvii, mas nemzetiségli, - borszind,
01tozkodést, vallast, étkezési szokdsu, azaz a tolik eltéré gyermekekkel szembeni
nyitottsagra, kolcsonds elfogadasdra vald nevelés. Ezzel egylitt annak az
elsajatittatasa, hogyan kezeljék a kiilonbségeket.

e Nemzeti hovatartozasuk, identitasuk elismerése, tdimogatasa, ugyanakkor az egymas
iranti tolerans, tiszteletteljes, udvarias viselkedés megalapozasa, fejlesztése.

e Pozitiv viszony kialakitasa a magyar hagyomanyok és kultira 6vodas gyermekek altal
felfoghato, befogadhatd elemeinek kdzvetitésével.

e Az emberi értékekre, a szépre, a jora valo kivancsisag ¢s hajlandésag formalasa a
nemes gesztusok felismerésére, és azok viszonozéasara nevelés. A baratkozasi szandék
tamogatasa, amelyben a személyes tulajdonsdgoknak jut igazan fontos szerep.

Az interkulturalis nevelés kiemelt feladatai

1. Integracio, szocializacio, egyéni banasmod

Az interkulturdlis csoportban folyd pedagdgiai munka Osszetett, az ovodapedagdgusi
feladatok tilmutatnak a hagyomanyos magyar 6vodai csoportokban sziikséges feladatokon.

Az interkulturalis nevelésben kozponti szerep jut az integracionak, a szocializacionak, az
egyéni, differencialt bandsmaddnak.

A magyar csaladbdl érkezd gyermekek néhany hét alatt elfogadjak az 6vodai élet szabdlyait, a
migrans gyermekeknél a beszoktatds gyakran néhdny hoénapos folyamat. Az & estiikben
ugyanis szdmolni kell a hazajukbol, csaladjukbol, el6z6 intézménylikbdl hozott mas szokas- és
szabalyrendszerrel, érdeklodési koriik, megszokott jatékaik, elfoglaltsagaik szintén
kiilonbozhetnek a magyar gyermekekétdl, de eddig megszokott foldrajzi, éghajlati
kornyezetiikhoz képest is jelentds kiilonbségeket tapasztalhatnak Magyarorszagon. Ujak a
lakaskoriilményeik, kornyezetiikben 0j szerepldk jelennek meg és megszokott, régi életiik
nagyon hidnyzik nekik.
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Ezek a kiilonbségek az 6vodéas korosztalynal olyannyira befolydsolhatjdk a gyermekek
érzelmi allapotat, hogy az elsé napokban, sét hetekben sokan koziilik képtelenek az
egylittmiikodésre. Fentiek és nem utolséd sorban a nyelvi nehézségek miatt csak lassan tudunk a
bizalmukba férkézni s miutan ezt elértiikk, csak azutdn tudunk hatni rajuk. A magyar
gyermekek részérdl nagyobb egyiittérzés, tolerancia sziikséges ahhoz, hogy megértsék,
elfogadjak a kiilfoldi gyerekek viselkedését, massagat. Ezért j6 megoldas, ha olyan ,,idésebb”
magyar gyermekek tagjai a csoportnak, akik életkoruknal, szocialis fejletségiiknél fogva kelld
viselkedésmintat tudnak nyujtani a migrans gyermekeknek, ezzel is segitve az ©
eligazodéasukat, alkalmazkodésukat, beilleszkedésiiket. Az dvodat kezdd 3 évesek életkori
sajatossagaik miatt erre kevésbé alkalmasak. Legaldbb fél év kell a napirend rogzitéséhez, a
szokasrendszer megalapozasahoz, az érzelmi biztonsdg, a csoport kohézid kialakitdsahoz.
Amikor a gyermekek mar tisztdban vannak a lehetdségeikkel és képesek alkalmazkodni, akkor
kezdik igazan jol érezni magukat. Az integralt egyiittnevelésben nagy segitség az angolul tudo
pedagbgiai asszisztens, aki jelen van a pedagogiai helyzetek megoldasaban, kdzremitkodik a
foglalkozasokon ¢és a gondozéasi feladatokban, segitség a figyelem megosztisban és az
egyéni banasmod gyakorldséban.

Az integracié érdekében konkrét feladatunk:

- Szoros kapcsolattartas a kiilfoldi gyermekek sziileivel.

A nem angol anyanyelviiek sziileit eleinte felkészitd és tolmacs szerepre kérjik meg.
Elsdsorban a biztonsagi, balesetvédelmi szabalyok megértetésében, elfogadasdban, a
valtozésokra, 10j helyzetekre valo felkészitésben, olykor egyes problémahelyzetek
tisztazasaban szamitva rajuk.

- A gyermekek vigasztalasa hozott anyanyelviikon, alapvetd testi sziikségleteik, igényeik,
kozérzetiik tisztazasa.

- Sok biztatds és szeretet megnyilvanulds nyUjtas, megnyugtatds. Kozelebbi kontaktusra
torekvés, olbeli jatékok kezdeményezése (LOC 28).

- A gyermekek feltétel nélkiili elfogaddsa, majd lassa, fokozatos, tiirelmes hozzaszoktatasa a
szabalyokhoz, valamint az egyiittmiikddés megtanitésa.

- A gyermekek bevonasa vonzd tevékenységekbe, feladatokba pl. kozds jatékokba, vizualis
teendokbe, ezzel egylitt kezdddik meg a magatartasszabalyozas €s a magyar nyelvvel valo
ismerkedés.

- A napirend elemeinek rogzitése piktogramok, ismétlddé dalok, mondokak, versikék
segitségével.

- Az 6voda belsé €s kiilso tereinek megismertetése, az otthonossag érzet kialakitasa.

- Nonverbdlis eszk6zok hasznalata a kommunikacidban.

- A kiilonb6z0 nemzetiségli gyermekek Osztonzése egymas megismerésére, megértésére,
elfogadasara, de a kapcsolatok alakulasat nem erdltetjiik. Az egymadsra figyelést, a gyermekek
empatikus, beleérzd, kapcsolatteremtd, egylittmiikodé képességeit, a tiirelmességiiket,
rugalmassagukat €s a tiszteletadast erdsitjiik benniik (LOC 29).

- Megismerésiik, fejlesztésiik egyéni bandsmoddal, személyre szabott figyelemmel ¢&s

tdmogatassal.

- Rendszeres konzultaciok folytatdsa (LOC 30) (6vodapedagogusok, ped. asszisztens,
6vodavezetd),

amely soran egyrészrdl a gyermekek fejlddését elemezziik, €s tovabbi pedagogiai eljarasokat

hatdrozunk meg, valamint — megoldast keresve - a szokatlan nevelési helyzeteket, varatlan
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fordulatokat vitatjuk meg, masrészrol  belsd képzésként noveljiik interkulturélis
kompetenciankat.

2. Tanulas

A gyermekek tanulasa 6vodas korban foként mozgas, cselekvés és érzékszervi tapasztalatok
utjan  torténik, ¢élményekhez kotddik Onkéntes valasztasi lehetéségeken alapul és
onfeledtséggel tarsul. A legfontosabb ismeretek a kozvetlen kdrnyezetrdl szolnak, illetve a
kornyezetben vald pontos eligazodast szolgaljak.

A korai idegen nyelvelsajatitas (LOC 31) oOvodankban kényszermentesen, tlirelmes,
természetes, jatékos modon, az anyanyelv tanuldsdhoz hasonlatosan torténik (LOC 32). Nem
elég hozza par honap, még gyermekkorban sem. Az eredmény nagyban fiigg a gyermek
motivaltsagatol, nyelvi képességeitdl. A kiilfoldi gyermekek esetében a kornyezettel valo
kontaktus mindsége és

tudasuk fejlodése fligg az idegen nyelvi kompetenciajuktol.

Feladatunk

- A gyermekek motivalasa, érdekes, élményszerli gyakorlasi helyzetek megteremtése (LOC 33).
- A gyermekek bevonasa kozos jatékokba, feladatokba, ahol a szerepek cserélddnek, azaz
kommunikativ egyiittmiikodés, interakciok megteremtése (LOC 34).

- Probalkozéasokra, kisérletezgetésekre, kreativitasra 0sztondzés, a kooperacios technikak
tanitdsa: mutasd meg, értesd meg, segits, engedd, hogy segitsiink, 1égy tiirelmes, probald jra,
probald masként, engedd magad ravezetni.

- A tanult szavak, ismeretek alkalmaztatasa.

- A meglévd ismeretekhez a tudas kdvetkezd szintjének a hozzarendelése.

- A szillok tajékoztatasa az aktualis honap tématerveirdl, és a fobb fejlesztési feladatokrol. A
szlilok igy gyermekeikkel folytatott otthoni beszélgetéseik tartalmat hozzaigazithatjdk a
gyermekek 6vodai élményeihez, ezaltal is erdsitve a gyermek anyanyelvi tanulasat.

3. Interkulturalis tartalmak kozvetitése

A gyermekek, mikdzben egyiitt nevelddnek, jatszanak, taldlkoznak egymas
csaladjaval,rendszeresen hallhatjdk a kiilonféle nyelveket. Igy természetes interkulturalis
tanulasi kornyezet teremtdédik a szdmukra. Az Ovodapedagdgusoktol elvarhaté az
interkulturalis tajékozottsag, de az mar nem, hogy megtanuljdk és kozvetitsék a kiilonféle
nemzetek hagyomanyait. Kiilondsen a mi esetiinkben van ez igy, hisz a gyermekek szdmos
kultarat képviselnek. A migrans gyermekek esetében az anyanyelv-, és hagyomanyapolés
feleldsségét a sziilok viselik (LOC 35).

Feladatunk

- A multikulturélis sokszinliség bemutatasa.

- A kulturdlis tolerancia képességének kialakitasa. Egymas kolcsonds megismerésének
tdmogatdsa a sajatossagok megtartasaval, megorzésével.

- A gyermekek ¢és a csaladok beilleszkedési és befogadasi készségének erdsitése.

- A magyar kultira kozvetitése, amely ugyanazon az alapokon nyugszik, mint a tiszta magyar
csoportokban. A versek, dalok, monddkak, népi jatékok mennyisége ugyan valamivel
kevesebb, hisz az angol nyelvhez kapcsolododan is tanulnak ilyeneket a gyermekek.

11
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- Magyar és mas népek meséinek atdolgozasa egyszerli magyar nyelvre, feldolgozasuk
szemléltetdeszkozokkel, babozéassal, dramatizaldssal. A mesék atiiltetése egyszerti angol
nyelvre és megjelenitésiik.

- A magyar nyelv elsajatitdsat, a beszédértést segitd ¢élményszerzd szolgaltatasok
megszervezése: Babszinhaz, interaktiv zenés misor, kiranduldsok, uszodai foglalkozasok
(LOC 36).

- A magyar iinnepek, jeles napok hagyomanyai és mas nemzetek tradicidinak esetenkénti
Osszekapcsolasa, vagy épp a koztiik 1évo kiilonbségek feltardsa (Pl. magyar és svéd husvéti
hagyomanyok, kiszézés és a bolgar Marta nap, évente egy- két kiilfoldi hagyomany
befogadasa, bemutatasa (pl. Haloween).

- A magyar és angol nyelven tanultak megjelentetése az évzard miisoraban, kozds évzarok
szervezése, a gyermekek sikerélményhez juttatasa.

- A gyermeknapi jatékok koncepciondlédsa attdl fliggden, hogy adott évben milyen kulturdlis
vonatkozasokat szeretnénk bemutatni. (pl. egy nemzet - egy jaték, indidn hagyomanyok,
magyar mesevilag megelevenitése, régi magyar gyermekjatékok felelevenitése stb.)

- Az altalunk készitett orszagtablok felhasznalasaval megjeleniteni a gyermekek szadmara az
egyes orszagok jellemzd6i kozotti hasonldsagot és eltérést.

A tablokra vélogatott képanyag az 6vodas kort gyermekek altal megragadhaté médon (képi
gondolkodas) nyujt informaciét a kiilonb6zd orszagokrol.

- Magyarorszadg €és a tobbi szarmazasi orszag nemzeti linnepén, nemzeti hét szervezése a
csoportokban. Ilyenkor zene, kép, film segitségével mutatjuk be az orszadgok jellegzetességeit
emellett egy-egy jellemzd haszndlati targgyal is ismerkedhetnek a gyermekek. Az arra
vallalkoz6 sziilok siiteményt, vagy egyéb nemzeti ételt, italt ajanlhatnak fel kostolasra, vagy
mutathatnak lakoéhelyiikrdl €s lakohelylikon késziilt csaladi fotokat (LOC 37), mesélhetnek
életiikrdl, de él6 mesét, verset, éneket is szivesen meghallgatunk t6liik. Orommel
vessziik, ha tanclépéseket, vagy népi jatékokat tanulhatunk tdliik, esetleg népviseletet,
népies ruhat mutatnak be nekiink. Egyéb alkalmakkor is szivesen fogadunk minden olyan
informaciot, targyat, amely reprezentalja a kiilfoldi gyermek emlékeit (P1. fotdalbum az otthoni
ovodas évekrol, mesekonyv, képes szotar stb.).

A nevelést segito modszerek

A HOP-ban megfogalmazott modszertani alapelvek teljes mértékben hasznalhatok az
interkulturalis nevelés sordan. A hangsuly a moddszerek fokozdsdban van. Az interkulturalis
csoportokban nagyobb figyelemben, tamogatisban stb, kell részesiteni a gyermekeket, és a
nyelvi nehézségek miatt alkalmazkodni kell a megértési szintjiikhoz, a terhelhetdségilikhoz.
Nagyfoku tiirelmet, rugalmassagot, kreativitast kovetel a munka. Nagyobb szerepet kapnak a
metakommunikacios eszkozok, a szemléltetés, a cselekedtetés, az utanzasos tanulas, az
ismétlés, a gyakorlas (LOC 38).

A gyermekeket nem kényszeritjiikk, de késztetjik az Ovodai tanuldsra. Helyzetiik
stabilizalodasat kovetden elvardsainkat a gyermekek személyiségéhez, képességeihez,
viselkedéséhez igazitjuk. Nagyon sokat biztatjuk, dicsérjiik, szeretet megnyilvanuldsokban
részesitjiik oket.

Az egyiittmiikddést, kapcsolatépitést szolgald kooperativ modszerek alkalmazasat tarjuk a
legcélravezetobbnek.
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Feladatrendszeriink tovabbi elemei

Feladatainkat a kovetkez6 teriiletek mentén hatarozzuk meg:

1. Interkulturalis kompetencia
2.  Azqj gyermekek fogadasa
3. Tajékoztatas

4.  Szakmai egyiittmiikodés

1. Interkulturalis kompetencia

Az interkulturalis nevelés feladatainak ellatdsa els6sorban az oOvodapedagogusok
interkulturdlis kompetencidjan mulik. Az interkulturadlis kompetencia fogalman a
kovetkezoeket értjiik:

Alapja egyfajta alaptudads a kiillonb6zd nemzetek fobb jellemzdirdl, azaz a foldrajzi,
torténelmi, gazdasagi, tarsadalmi, kulturalis, oktatdsi hattérrél, a habitusrol. Ezeket
informaciogyijtéssel, megfigyeléssel, tapasztalatszerzéssel, nevel6testiileti mithelymunkaval
szerezzilk meg. Az informdcidszerzésbe bevonjuk a sziildket is, mert érdeklédésiinkkel
tiszteletiinket fejezziik ki irantuk, és bizalmat tudunk benniik ébreszteni. Legfoképp az érintett
nemzetek iskolds kor eldtti nevelési-oktatasi rendszere, linnepeik rendje, jeles napjaikhoz
fiz0dd szokésaik, tarsadalmi jelképeik, a csalddok nevelési,- étkezési, érintkezési szokésai,
mese irodalmuk jellemz6i érdekelnek benniinket.

Az interkulturalis kompetenciaval rendelkez6 évodapedagogus ezen tulmenden (LOC 39):

- ismeri az idegen nyelvelsajatitas alapelveit (LOC 40),

- tisztdban van az anyanyelv jelentdségével,

- a gyermekek nyelvi kompetenciajat minden nyelvi teriileten képes fejleszteni (LOC 41),

- tudatdban van a migraci6 gyermekekre gyakorolt hatésaival,

- pozitivan viszonyul az idegen dolgok €s idegen személyek irant,

- akulturalis félreértéseket képes elemezni és azokra megoldasi stratégidkat talalni (LOC 42),
- tisztaban van az interkulturalis kommunikacioval,

- tisztelettel fordul a gyermekek sziilei felé €s szamukra kompetens beszélgetdtars,
folyamatosan megbeszéli munkatarsaival az interkulturalis nevelésben ¢és az idegen
nyelvelsajatitdsban felmeriild kérdéseket.

A masik 0sszetevl olyan képességek megléte vagy kifejlesztése, amelyek alkalmassé tesznek
benniinket a sokféleség ellenére az 6sszehangolodas megteremtésére. Ezek a személynek szo6l6
figyelem, empadtia, tiirelem, tolerancia, alkalmazkodés, befogadas,- beilleszkedés segitése,
megfigyelés, eldre latas, jo szervezd képesség, a pedagdgiai felkésziiltség nyilvanvald és
udvarias képviselete, jO targyald képesség, esetiinkben angolul is. J6 reagdlo képesség a
szokatlan nevelési helyzetekre, vératlan fordulatokra (LOC 43) (atgondolni és késObb
visszatérni a felvetésre, tolmacsolni a kérést €s a valasz el6tt egyeztetni az 6vodavezetdvel-, a
neveldtestiilettel, megvizsgélni, mit lehet tenni, stb.).

Az interkulturalis kompetencia harmadik 0sszetevdje a kovetkezd attitiidokben rejlik. Ezek a
kivancsisag, nyitottsag, mas nézdpontok felfedezése, rugalmassag. Ez utobbi azt is jelenti,

hogy a kiilfoldi sziild latasmoédjaval is vizsgaldédnunk kell ahhoz, hogy megértsiik
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rendszeriinkben mi a furcsa a szamara, mit kell megmagyaraznunk neki, mire kell a figyelmét
felhivni (akar az értékeink vonatkozasaban is) stb. (LOC 44)

2. Az uj gyermekek fogadasa

Az 1j gyermekek fogadasara alaposan felkésziiliink. Mar a beiratkozéaskor érdeklddiink a
gyermekek feldl: személyes jellemzok, aktivitas, nyelvtudas, érdeklodési kor, egészségi
allapot, étkezési sajatossagok, esetleg specidlis diéta, megeldz6 kdzosségi tapasztalatok stb..
Minden csalad kap évodaba l1épéskor (jellemzden e-mail-ben) egy angol nyelvii irdsos
tajékoztatot, amely a magyar dvodai nevelés altalanos jellemzait foglalja 6ssze, kitér 6vodank
helyi programjara, a hazirendre ¢és az egyéb taniigyi szabalyokra. A nevelési év megkezdése
elott tajékoztatd sziildi értekezletet tartunk, itt a cél szintén a magyar 6vodai rendszer, a helyi
sajatossagok, a kétnyelvii nevelés, praktikus informaciok atadésa és a sziil6i kérdések
megvalaszolasa. Megbesz¢ljiik a gyermekek fogadasanak rendjét €s a fokozatos beszoktatas
fontossagara is felhivjuk a figyelmet.

3. Tajékoztatas

Az 6vodaban egész nap jelen van a magyar és angol nyelv hasznélata. A sziilokkel vald
kapcsolattartas, informalasuk szintén angolul zajlik. Az dvoda épiiletében talalhato felirataink
kétnyelviiek, magyar nyelvii nyomtatvanyaink mellett angol és kétnyelvii nyomtatvanyokat is
hasznalunk. A magyar nyelvi tdjékoztatok mellett a sziilok minden informéciot megkapnak
angol nyelven is. Ez folyamatos feladat szdmunkra.

Ebbdl kovetkezden nagyon fontosnak tartjuk angol nyelvtuddsunk fejlesztését, valamint a
biztos szadmitdgép hasznalatot és az informatikai ismereteket.

4. Szakmai egyiittmiikodés

Nyitottak vagyunk informacio- és tapasztalatcserékre, az onképzésre. Figyelmet forditunk a
hasonld feladatokat ellato intézményekkel valo kapcsolatfelvételre, hazai és nemzetkozi téren
egyarant €s kolcsondsség esetén szivesen eépitiink ki szorosabb egyiittmiikodést.

Egyeéni fejlesztés, tervezo és értékeld munka

Csoportra szolo nevelési tervek, ezek megvalosulasanak kiértékelése, az egyéni fejlodés
jellemzoéinek, ilitemének regisztralasa, a gyermekekrdl készitett feljegyzések HOP szerint
torténnek. A heti tanulasi terveket kiegészitjiik a szokincsfejlesztési anyaggal, €s itt rogzitjiik a
gyermekek nyelvelsajatitasi, tanulasi (LOC 45) folyamatainak eredményeit, nehézségeit.
Evente kétszer kiértékeljik az idegen nyelvi fejlodést, és egyénenként rogzitjik a
képességszinteket az altalunk erre a célra kidolgozott idegen nyelvi fejlédési lapon.

Kapcsolattartas a sziilokkel (LOC 46)

rrrrr

vesszik, akkor, ha a parbeszédnek az arnyalt, pontos, gyors kozlés a célja. A kiilfoldi sziilok

tobb fogadoorat kezdeményeznek, ezt természetesen megeértjiik és elfogadjuk. Szamunkra is

14
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célravezetébb ez a forma, igy az 6vondk is rendszeresen kezdeményezik a személyes

talalkozasokat. A sziil0k ismerik az 6voda e-mail cimét. Ezen keresztiil is intézhetnek kérést
az 6voda felé.

A gyermekek felvételének rendje

crer

illetve évkozi érkezés esetén aktudlisan szervezziik meg.
A felvételhez sziikséges iratok:

e A gyermek sziiletési anyakonyvi kivonatanak hiteles masolata.

e A sziil6, gondviseld magyarorszagi tartozkodasi jogeimét igazolo irat
e Lakcim/tartézkodasi hely igazolasa
e Oltasi konyv mésolata
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APPENDIX 36

The process of open and axial coding in GT

Groups of questions Broad categories Concept features Central categories
(1. open coding) (2. axial coding)

e Milyen pedagdgiai eljarasokat alkalmaznak a Creating emotional attachment psychological emotional attitude
pedagdgusok a migrans gyerekek érzelmi
kotodésének kialakitasara?
e A migrans gyerekeknek milyen érzelmi Receiving host country’s values
kotodése alakul ki a fogado orszag értékeihez,
szokasaihoz?
e A gyerekek mely pszicho-szocialis Developing socio-psychological socio-psychological
képességeinek fejlesztésére van hatassal az abilities personality development
interkulturalis nevelés?
e Hogyan valdsul meg a migrans gyerekek Preserving migrant children’s sociological identity development
onazonossaganak, s kultirajanak megorzése, self-identity and culture
apolasa?
e Milyen viselkedésbeli kiilonbségek Discovering behavioural behavioural norms
figyelhet6k meg a magyar és a migrans gyerekek | differences
kozott?
e Mennyire veszi figyelembe a program az eltéré | Taking different behavioural
viselkedési normakat? norms into account
e Milyen hatassal van az inter- és multikulturalis | Creating and unfolding psychological personal development features
nevelés a gyermekek személyiségének children’s personality
kialakuldsara és kibontakoztatasara?
e Hogyan segiti az interkulturalis nevelés a Helping personal development
személyiségfejlodést? (szem. fejlesztd jegyek)
e A pedagogiai asszisztens mennyiben tudja Discovering pedagogical pedagogical kindergarten teacher’s
segiti a migrans gyermekek beilleszkedését, assistance’s role competences
illetve az 6vodapedagdgusok munkajat?
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¢ Hogyan veszi figyelembe a személyi
feltételeket a program?

Establishing personal
conditions

e Milyen személyi feltételek sziikségesek?

Facing the problem of personal
conditions

e Milyen Kkiilsé segitség érkezik nyelvi/ kulturalis
problémak megoldéasara?

Applying outsiders’ help in
problem solving

e Milyen szakmai kompetenciakkal kell birniuk
az interkulturalis nevelésben résztvevoknek?

Possessing professional
competences

e Mennyiben segiti/gatolja a magyar anyanyelvii
gyerekek késobbi nyelvtanulasat az
interkulturalis nevelés?

Supporting and hindering
language learning

e Milyen elonyok, hatranyok szarmaznak a
multikulturalis nevelésbdl?

Revealing advantages and
disadvantages of multicultural
education

e Milyen nehézségek adodnak az interkulturlis
nevelésben?

Facing challenges

language educational

o Miért sziikséges az integralt nevelés?

Approving the launch of
integrated education

multicultural-multilingual
challenges (advantages &
disadvantages)

e Milyen vizualis szemlélteté eszkozokkel
segitik a gyerekek idegen nyelv tanulasat?

Helping language acquisition

e Hogyan szolgaljak a targyi feltételek az
interkulturalis nevelést?

Putting material conditions
into the service of intercultural
education

e Milyen modern pedagdgiai eszkozok allnak
rendelkezésre?

Putting modern pedagogical
tools into the service of
intercultural education

e Milyen interperszonalis kapcsolatokra épit a
program?

Building on interpersonal
relations

pedagogical

material conditions

interpersonal relations

e Milyen nyelvpedagégiai modszerekkel é1?

Applying language educational
methods

e Milyen stratégiak vannak a magyar és az

Adopting strategies in
Hungarian and English

linguistic, language
educational

language educational
strategies
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idegen nyelv elsajatitasara?

language acquisition

e Hogyan nyilvanul meg a kétnyelviiség a
programban?

Manifesting bilingualism

e Milyen nyelvi/ kulturalis/ pedagégiai
megkozelitésekre épit a program?

Building on linguistic/ cultural

and pedagogical approaches

e Milyen verbalis és non-verbalis tartalmak
jelennek meg a nyelvi nevelésben?

Appearance of verbal and non-

verbal contents in language
acquisition

¢ A nyelvek milyen kapcsolodasi pontjait tarja
fel a program?

Revealing interlingual
relations

e Hogyan val6sitja meg a multikulturalis
nevelést a program?

Putting multicultural
education into practice

pedagogical -sociological

e Hogyan kapcsolodik az interkulturalis
program az 6vodai program egészéhez?

Relating the intercultural
programme to the whole
educational programme

pedagogical - sociological

e Hogyan tiikr6z6dik az interkulturalis nevelés
a pedagdgiai tevékenységben?

Embedding intercultural
education in the educational
process

pedagogical - sociological

e Milyen interkulturalis nevelési stratégiakat
foglal magéaba a program?

Adopting intercultural
strategies

pedagogical - sociological

e Milyen interkulturalis tartalmak jelennek
meg a programban?

Appearing intercultural
contents

sociological

e Hogyan segitik a nevelési feladatok az
interkulturalis kompetenciat?

Helping intercultural
competence by educational
objectives

pedagogical - sociological

intercultural goals and
strategies

e Milyen altalanos célokat fogalmaz meg a Phrasing general objectives pedagogical

program?

® Mi a program alapja/ bazisa/ hattere/ Putting the programme into sociological legal and political context
kontextusa? context

e Milyen torvény szerinti alapelvek Applying legal principles legal

érvényesiilnek?

e Hogyan torténik a felkésziilés a kiilfoldi Preparing the reception of pedagogical preparations

gyerekek fogadasara?

foreign children

e Milyen tapasztalatok allnak rendelkezésre?

Possessing experience

pedagogical, organisational

experience & results
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e Menyiben mutatnak a megszerzett
tapasztalatok és eredmények elére?

Feed forwarding experience
and results

pedagogical, organisational
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The process of open and axial coding in GT

Central categories pp- Researcher 1. pPp- Researcher 2.
1. | legal and political context 2. | - nem magyar allampolgarsagi nem magyar 2. | NATO katonak
ajku gyermekek
2. | - az apék, NATO katonak 2-3. | A kiilfoldi ...rendelkezéseit.
2. | - eltartéi munkavégzés céljabol hosszabb 2. | szerzddéssel érkeznek a Légibazisra
tartozkodasi engedéllyel rendelkeznek
2. | -7 orszagbdl érkeznek az dvodaba, 2. | A gyerekek....tartozkodasra.
3. | -1993. évi LXXIX évi kozoktatasi torvény 3. | Papa varos..NATO program
3. | - SAC/C 17 NATO program 3. | TAMOP 3.4.1 B-08/2.-2009-0001
palyazat
3. | - A programban 12 nemzet vesz részt 7. | Az 6voda pedagiai...alapjan végzi.
7. | - Helyi Ovodai Nevelési Program alapjan 8. | Eurdpai Unid
8. | - az Eurdpai Unid iranyelvében foglaltakkal 15. | (anyakonyvi kivonat,
Osszhangban torténjen magyarorszagi tartdzkodasi
jogcimet igazolo irat)

2. general preparations 2. | - Magyar— angol két nevelési nyelvii 2. | Magyar-angol két nevelési nyelvii
kiegészit6 6vodai pedagogiai program (1étrehozasa)
programunkban

2. | - az alprogramot az interkulturalis nevelés 3. | Az 1j feladatokkal....feladatkorébe.
helyi gyakorlataval (stratégiajaval)
egészitsiik ki

3. | -uj feladatként jelentkezett a migrans 3. | 6voda épiiletében
gyermekek nevelése bovités,korszeriisités

3. | -a pedagégusok szervezett nyelvi, 3. | csoport-€s
szakmodszertani, szakiranyt 1étszamboviilés—> maximalis
tovabbképzése, emellett folyamatos kihasznaltsag
Onképzés, a munkatapasztalatok
kiértékelése, atadasa vette kezdetét

4. | - alapfoku nyelvi képzések és 4. | interkulturalis tdjékozottsag
szakmodszertani eloképzések.

4. | - szakmai tapasztalatszerz6 latogatasokon 4. | A felkésziilés érdekében:
vettiink részt. ....osztalyéban.

273




DOI: 10.15774/PPKE.BTK.2015.015

4. | - Alkalmanként segitségiil tolmacsokat 5. | modszertani segédletek (készitése)
vesziink igénybe, akiket a katonai szervezet
biztosit szdmunkra.
8. | - A gyermekek alkalmazkodésa az 1j 8. | szeretetteljes befogadas
kornyezethez akkor lehet eredményes, ha
fogadasuk koriilményei kedvezbek,
befogadasuk szeretetteljes
14. | - Mar a beiratkozaskor érdeklddiink a 8. | heterogén csoportokban integralt
gyermekek feldl: személyes jellemzok, nevelés
aktivitas, nyelvtudas, érdeklédési kor,
egészségi allapot, étkezési sajatossagok,
esetleg specidlis diéta, megel6z6 kdzosségi
tapasztalatok stb.
14. | - Minden csalad kap 6vodaba 1épéskor 10. | ,,id6sebb” magyar gyerek
(jellemz6en e-mail-ben) egy angol nyelvii
irasos tajékoztatot
14. | - A nevelési év megkezdése el6tt tajékoztatd 10. | A nem angol... kérjik meg.
szilildi értekezletet tartunk
12. | orszagtablok készitése
13. | pedagogusok interkult.
kompetencidja
14. | Mar a beiratkozaskor....a figyelmet.
socio-psychological 3. | - Az 6vodai nevelés gyermekkdzponta, 2.
personality development befogado [...] egyenld hozzaférést biztosit
7. | - avalosagot nagyon sokféle modon lehet 6. | gyermekekben végbemend kedvezd
megélni, értelmezni s megtapasztalni. Az valtozasok:
interkulturalis nevelés fejleszti a gyermekek onkiszolgalas.....viselkedés
kulturalis identitasat, és egyidejlileg erdsiti
az egymas iranti tiszteletet, a toleranciat az
ismeretlennel, a szokatlannal szemben.
Fokozza az érdeklédést és a kivancsisagot, a
gyermekek kommunikéci6 iranti igényét
7. | - Az a fontos, hogy hogyan latja az egyik 7. | Magyar gyerekek
gyermek a masik gyermeket, azt, hogy mi elfogaddbbak....valt.
az, ami megkiilonbozteti tdle, és mi az, ami
Osszekoti vele. Az interkulturalis nevelés
egyfajta tartas, viszonyulas, viselkedés.
9. | -a gyermekek interakcioba léphetnek a 7. | egymas iranti tisztelet, tolerancia
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kornyezetiikkel
9. | - Az interkulturalis nevelésben kdzponti 7. | Fokozza....talnyomoan.
szerep jut az integracionak, a
szocializacionak, az egyéni, differencialt
banasmddnak.
10. | - A gyermekek bevonasa vonzo 9. | Az emberi .....szerep.
tevékenységekbe [...],
- az otthonossag érzet kialakitasa.
10. | - Az egymasra figyelést, a gyermekek 10. | egyiittérzés, tolerancia, massag
empatikus, beleérzd, kapcsolatteremto, elfogadasa
egylittmikodd képességeit, a
tirelmességiiket, rugalmassagukat és a
tiszteletadast erdsitjiik benniik.
10. | - gy-ck fejlesztése egyéni banasmoddal, 10. | szeretet megnyilvanulas nyujtas
személyre szabott figyelemmel és
tamogatassal.
11. | - A gyermekek tanulasa 6vodas korban 10. | A kiilonb6z6....benniik.
élményekhez kotodik onkéntes valasztasi
lehetdségeken alapul és onfeledtséggel
tarsul.
11. | - beilleszkedési és befogadasi készségének 11. | kozos jatékok, feladatok
erositése
12. | - kapcsolatépitést szolgald kooperativ 11. | élményszerii gyakorlasi helyzetek
modszerek alkalmazasat tarjuk a
legcélravezetObbnek.
11. | kulturalis tolerancia képessége
12. | bdbozas, dramatizalas
12. | biztatas, dicséret, szeretet
megnyilvanulas
behavioural norms - 6. | neveltetés eltéréseket mutat
7. | beszédértési és kommunikacios
probléma
7. | érzelmi labilitas
8. | ismerkedés a magyar ételekkel
(étkezési szokasok eltérései)
10. | elfogadjak kiilfoldi gyerekek
viselkedését
11. | A kilféldi......kompetencidjuktol.
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emotional attitude 9. | - Derts, tevékeny o6vodai élet 6. | A migrans gyerckek....emelték ki.
megszervezése,
5. | - A gyermekek bizalmanak elnyerése, 6. | érzelmi labilitas
10. | - A gyermekek vigasztalasa hozott 6. | Erzelmileg,mentalisan.....nehézsége
anyanyelviikon, alapvetd testi sziikségleteik, is.
igényeik, kozérzetiik tisztdzasa.
10. | - Kozelebbi kontaktusra torekvés, 6lbeli 7. | er0siti az egymas iranti tisztelet,
jatékok kezdeményezése. toleranciat
10. | - A gyermekek feltétel nélkiili elfogadasa 7. | Fokozza.....tulnyomoan.
12. | - Nagyon sokat biztatjuk, dicsérjiik, szeretet 8. | pozitiv viszony kialakulasa
megnyilvanulasokban részesitjiik dket. orszagunkhoz
8. | A gyerekek......elfogado, segitd.
9. | dertis, tevékeny 6vodai élet
9. | bizalom elnyerése, biztonsagérzet
novelése
9. | Pozitiv viszony.....kdzvetitésével.
9. | Az emberi.....szerep.
10. | Ezek a
kiilonbségek....egyiittmiikodésre.
10. | lassu bizalomba férkdzés
10.
10. | gyerekek vigasztalasa
10. | sok biztatas és szeretet
megnyilvanulds, megnyugtatas
10. | feltétel nélkili elfogadas
10. | kozelebbi kontaktus, 6lbeli jatékok
10. | otthonossag érzet kialakitasa
10. | nonverbalis eszkdzok hasznalata
10. | A magyar gyerekek....massagat.
11. | Akiilonboz6
nemzetiségu.....benniik.
12. | A kulfsldi
gyerekek....kompetenciajuktol.
identity development 3. | -az Onazonossag meglrzését, apolasat, 2. | identitas tudatuk jelentsége
erdsitését, tarsadalmi integralasat, az
emberi jogok és alapvetd szabadsagok
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védelmét

9. | - identitasuk elismerése, tamogatasa 3. | ,,A hazajukat....védelmét.” (ONAP)

9. | - Pozitiv viszony kialakitasa a magyar 5. | nemzetek orszagat bemutatd
hagyomanyok [...] kozvetitésével (Mihez?) konyvek,képek,targyak

7. | Az interkulturalis....szemben.
8. | gyerekek megélhetik indentitasukat
9. | ..kolcsondsen
ismerkedhet...jellemzdivel.
9. | kulturalis, nyelvi soksziniiség
9. | Nemzeti....fejlesztése.
10. | gyerekek vigasztalasa hozott
anyanyelviikon
11. | anyanyelv-,és hagyomanyapolas
felelossége a sziiloké
11. | kulturalis tolerancia képessége
12. | nemzetek tradicidinak feltarasa
12. | orszagtablok
12. | nemzeti iinnep, nemzeti hét
language educational 2. | - ANATO hivatalos munkanyelve és 2. | ANATO....angolul sem.
strategies csaladtagjaik kozosségi érintkezésének a
nyelve egyarant az angol [...], a sziilok és
ovoda kozotti kommunikacié ebbol
kifolydlag ugyancsak angol nyelven zajlik.

2. | - mind nagyobb érdeklddés mutatkozik az 2. | angol nyelvtanulés korai
angol nyelv tanulasanak korai megkezdése
megkezdésére.

2. | - tovabbi feladatunk a magyar nyelv 2. | Magyar-angol kétnyelvii nevelés
alapozésa

3. | - az angol és a magyar nyelvet részben 2. | Magyar nyelv alapozésa
anyanyelvként hasznaljak a gyermekek,
részben idegen nyelvként van lehetdségiik
azok elsajatitasara.

4. | - A gyermekek nem rendelkeznek sem 3. | részben anyanyelvként, részben
magyar és tobbségiik [...] angol idegen nyelvként
nyelvismerettel sem.

9. | - a magyar mint idegen nyelyv, illetve az 3. | Magyar mint idegen nyelv tanitasa
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angol mint idegen nyelv jatékos
elsajatitasanak megkezdése (cél)

- A kulturdlis, nyelvi sokszinliség
megtapasztaltatasa

A gyerekek nem.....sem.

10.

- A gyermekek vigasztaldsa hozott
anyanyelviikon, alapvetd testi sziikségleteik,
igényeik, kozérzetiik tisztdzasa.

kétnyelviiség biztositasa

10.

- Nonverbalis eszk6z0k hasznalata a
kommunikacioban.

2011-ben.....6vodapedagdgus.

11.

- A korai idegen nyelvelsajatitas
ovodankban kényszermentesen, tiirelmes,
természetes, jatékos modon, az anyanyelv
tanulasahoz hasonlatosan torténik.

tolmacs

11.

- A tanult szavak, ismeretek alkalmaztatasa.

A gyerekek....allnak.

11.

- A magyar kultira kozvetitése [...]: versek,
dalok, mondokék, népi jatékok altal

beszédértés és alapszokines

12.

- Magyar és mas népek meséinek
atdolgozasa egyszerli magyar nyelvre,

Ovodankban..folyamatokat.

12.

- A mesék atiiltetése egyszerii angol
nyelvre és megjelenitésiik.

jatékos elsajatitas

12.

- A magyar nyelv elsajatitasat, a
beszédértést segitd élményszerzd
szolgaltatasok megszervezése: Babszinhaz,
interaktiv zenés miisor, kirandulasok,
uszodai foglalkozasok.

10.

nyelvi nehézségek miatt lassan

14.

- A sziilékkel valo kapcsolattartas, informalasuk
szintén angolul zajlik.

10.

angolul tudo ped. asszisztens

14.

- Az dvoda épiiletében talalhat6 felirataink
kétnyelviiek, magyar nyelvii
nyomtatvanyaink mellett angol és kétnyelvii
nyomtatvanyokat is hasznalunk.

10.

piktorgramok, ismétldé dalok,
mondokak

14.

- az idegen nyelvi fejlédést, és egyénenként
rogzitjiik a képességszinteket az altalunk
erre a célra kidolgozott idegen nyelvi
fejlodési lapon.

10.

nonverbalis eszk6zok

1.

A korai
idegen....kompetencigjuktol.
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11. | kdzos jatékok, interakciok

teremtése

11. | kozos jatékok, interakciok
teremtése

11. | probalkozasok, kreativitasra
0sztonzés

11. | tanult szavak alkalmaztatasa

11. | tudas kovetkez6 szintje

11. | A sziilok....tanulasasat.

11. | anyanyelv apolés a sziil6k
felelossége

12. | mesék atiiltetése angol nyelvre

12. | beszédértést segitd élményszerzd
szolgaltatasok

12. | évzarokon a tanultak
megjelentetése

12. | Nagyobb szerepet....gyakorlas.

12. | kapcsolatépité modszerek

14. | A heti tanulasi...lapon.

intercultural goals and 2. | - Szeretnénk hozzajarulni ahhoz, hogy identitas 2. | integralt nevelés
strategies tudatuk jelentdsége mellett szamukra a kulturalis
sokszinliség, mas nemzetek kulturalis értékeinek
elfogadasa, tisztelete [...] természetes legyen

7. | - a valdsagot nagyon sokféle modon lehet 2. | Kézenfekvo....alakitasa.
megélni, értelmezni és megtapasztalni. Az
interkulturalis nevelés fejleszti a gyermekek
kulturalis identitasat, és egyidejlileg erdsiti
az egymas iranti tiszteletet, a toleranciat az
ismeretlennel, a szokatlannal szemben.
Fokozza az érdeklédést és a kivancsisagot, a
gyermekek kommunikéci6 iranti igényét

8. | - Multikulturalis szemlélet: a mas kultarat 2. | tanulasi készségeik fejlesztése
elfogadni, annak értékeit hasznositani tudd
neveldi szemlélet hatarozza meg a pedagogiai
eljarasokat.

8. | - Integracié - A gyermekeket heterogén 2. | Magyar nyelv alapozasa
Osszetételll csoportokban integraltan
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neveljik.
8. | - Ovodankban egyéni médon segitjiik a 3. | migrans gyerekek kétnyelva
gyermekek beilleszkedését a szamukra idegen nevelése

nyelvi és szocidlis kdrnyezetbe, timogatjuk a
nyelvi nehézségekkel kiizd6 gyermek szituacio
értését, onkifejezését, onérvényesitését.

8. | - Interkulturalis tanulasi kornyezetet biztositunk, | 3. | csaladok beilleszkedését segitd
ahol a magyar és nem magyar torédés
gyermekek integraltan egyiitt nevelddnek
9. | - A kulturalis, nyelvi sokszinliség 4. | Magyar és angol mint idegen
megtapasztaltatisa nyelvek tanitasa
11. | - A gyermekek motivalasa 5. | interkult. informaciot hordozo
tablok
11. | - A gyermekek bevonasa k6zos jatékokba 7. | kulturalis sokszinliség
11. | - A kulturalis tolerancia képességének 7. | Az interkulturalis....felndtteknek is.
kialakitasa
12. | - mas nemzetek tradicidinak esetenkénti 7. | kiegészitd program
Osszekapcsolasa
12. | - a gyermekek sikerélményhez juttatisa 8. | kdrnyezeti adottsagokoz valo
alkalmazkodas
12. | - A gyermeknapi jatékok koncepcionalasa 8. | kozos élmények, egyiittlétek
12. | - orszagtablok felhasznalasaval 8-9. | Interkulturalis
megjeleniteni a gyermekek szamara az tanulasi...jellemzoivel.

egyes orszagok jellemz6i kdzotti
hasonldsagot és eltérést

12. | - minden olyan informaciot, targyat, amely 9. | kiiléonboz6 igények Osszehangoléasa
reprezentalja a kiilf6ldi gyermek emlékeit
(P1. fotéalbum az otthoni 6vodas évekrol,
mesekonyv, képes szotar stb.).

12. | -Nagyobb szerepet kapnak a 9. | jatékos nyelvelsajajitas
metakommunikacids eszkozok, a
szemléltetés, a cselekedtetés, az
utanzasos tanulas, az ismétlés, a gyakorlas.

13. | - 6vodapedagogusok interkulturalis 9. | integracio,szocializacio, egyéni
kompetencidjan mulik (az intkult nevelés) banasmod
13. | -Legfoképp az érintett nemzetek iskolas kor 10. | ‘Konkrét feladatunk’ rész

el6tti nevelési-oktatasi rendszere, innepeik
rendje, jeles napjaikhoz fiiz6d6 szokasaik,
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tarsadalmi jelképeik, a csaladok nevelési,
étkezési, érintkezési szokasai, mese
irodalmuk jellemzdi érdekelnek benniinket.

11. | élményszerti helyzetek
11. | probalkozasok, kisérletezgetések
11. | A gyerekek....szamukra.
11. | egymas kdlcsdonds megismerése
11. | gyerek és csaladok beilleszkedése
12. | A HOP-ban....soran.
12. | Az interkulturalis....a gyakorlas.
13. | interkulturalis kompetencia
clsajatitasa
multicultural- -a helyi lakossag befogad6 készségének 6. | beilleszkedési nehézségek
multilingual challenges alakitasa
(advantages &
disadvantages)
- 7 nemzet gyermekeinek egyiitt nevelése 6. | beszédértési és kommunikacios
folyik az 6voddban magyar gyermekekkel problémak
- a migrans gyermekeket is neveld 6. | érzelmi labilitas
csoportokban ezekkel a kohézids erdkkel [pl.
nemzeti egylivétartozas] nem, vagy csak kis
mértékben lehet szdmolni
- el6fordulhat a migrans gyermek és a csalad 6. | alkalmazodas uj szabalyokhoz
esetleges beilleszkedési nehézsége is
Problémak: 7. | Az 6voda tartalmi....hatasat.

gyerekek:

- Beszédértési és kommunikacios

- Erzelmi labilitas

- Ismerkedés a magyar ételekkel

- Figyelem felkeltése és fenntartasa,

- Egyiittmiikodésre dsztonzés

sziilok:

- Kapcsolattartas, elégséges informacio
aramlas.

- A kiilfoldi sziilok egy része keresi és kéri a
hazéjéban megszokott nevelési szokéasokat
(nincs délutani alvés, az irds,- olvasas
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tanulas korabban megkezddédik, mint
Magyarorszagon, Norvégiaban,
Svédorszagban szinte egész nap kint
vannak a szabadban a gyermekek, stb.).
- A magyar sziilok kevésnek talaljak a
magyar vers, mondoka, mese, dalos-jaték
aranyat az interkulturalis csoportokban

- szamolni kell az otthonrol hozott mas
szokas- és szabalyrendszerrel, [...]
- régi életiik nagyon hianyzik nekik.

fokozza az érdeklOdést, és a
kivancsisagot

10.

- kiilonbségek miatt: az elsé napokban,
s6t hetekben sokan koziiliik képtelenek
az egylittmiikddésre.

A kiilonb6z6....masokét.

10.

- A gyermekek vigasztalasa hozott
anyanyelviikon, alapvetd testi sziikségleteik,
igényeik, kozérzetik tisztazasa.

ismerkedhet mas orszagok
jellemzdivel

11.

- A migrans gyermekek esetében az
anyanyelv-, és hagyomanyapolas
felelosségét a sziilok viselik

kulturalis és nyelvi soksziniiség
megtapasztaldsa

13.

- hogy a kiilfoldi sziil6 latasmodjaval is
vizsgalodnunk kell ahhoz, hogy
meggértsiik

10.

kolesonos elfogadasra vald nevelés

13-
14.

- rendszeriinkben mi a furcsa a szamara,
mit kell megmagyaraznunk neki, mire kell a
figyelmét felhivni (akar az értékeink
vonatkozasaban is) stb.

10.

hogyan kezeljék a kiilonbségeket

13.

- a kulturalis félreértéseket képes elemezni
¢és azokra megoldasi stratégiakat talalni,

11.

multikulturalis sokszinliség

12.

nemzeti hetek (lehetdség a
bemutatkozasra)

10.

kindergarten teacher’s
competences

- angolul széban és irasban egyarant jol
kommunikal6é évodapedagogus €s nyelvileg
hasonl6 tudast pedagogiai asszisztens
keriiljon.

Elsddleges céljaink....képviseldje.

- 6vodapedagogusaink képzettségre
tegyenek szert a korai idegen nyelv-
elsajatitas, ezen beliil a magyar és az angol
mint idegen nyelvek tanitasa idegen ajku

Az
ovodapedagogusokat...tajékozottsag
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gyermekeknek, a kétnyelviiség biztositasa
terén.

- A j6 empatias és kapcsolatteremtd
képesség

tolmacs

- interkulturalis tajékozottsagot.

attitlid valtozasok: elfogadobbak,
kreativabbak, rugalmasabbak

11.

- Az 6vodapedagogusoktol elvarhaté az
interkulturalis tajékozottsag, de az mar nem,
hogy megtanuljak és kozvetitsék a kiilonféle
nemzetek hagyomanyait.

Eppen ezért....eljarasokat.

13.

- 6vodapedagogusok interkulturalis
kompetenciaja:

- ismeri az idegen nyelvelsajatitas
alapelveit,
- tisztaban van az anyanyelv jelentdségével,
- a gyermekek nyelvi kompetencijat
minden nyelvi teriileten képes fejleszteni
- tudataban van a migracio gyermekekre
gyakorolt hatasaival
- pozitivan viszonyul az idegen dolgok és
idegen személyek irant,
- a személynek sz6l6 figyelem, empatia,
tirelem, tolerancia, alkalmazkodas,
befogadas,- beilleszkedés segitése,
megfigyelés, elére latas, jo szervezd
képesség, a pedagogiai felkésziiltség
nyilvanvalo és udvarias képviselete, jo
targyalo képesség, esetiinkben angolul is. -
Jo reagald képesség a szokatlan nevelési
helyzetekre

kovetkezetesen, tiirelmesen
szoktatjuk

13.

- a kilfoldi sziil6 latasmodjaval is
vizsgalodnunk kell ahhoz, hogy
megértsik

10.

angolul tudo6 pedagogiai asszisztens

14.

- rendszeriinkben mi a furcsa a szamara, mit
kell megmagyaraznunk neki, mire kell a
figyelmét felhivni (akar az értékeink
vonatkozasaban is) stb.

10.

sok biztatas, szeretet
megnyilvanulas

14.

- fontosnak tartjuk angol nyelvtudasunk

10.

gyerekek feltétel nélkiili elfogadésa
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fejlesztését, valamint a biztos szamitogép
hasznélatot és az informatikai ismereteket
10. | egyéni banasmod
11. | interkulturalis tajékozottsag
12. | tiirelem, rugalmassag, kreativitas
13. | interkulturalis kompetencia
13. | Ismeri az idegen.....kérdéseket.
13. | A masik Osszetevo....fordulatokra.
13. | attitiidok: kivancsisag,
nyitottsag,mas nézépontok
felfedezése, rugalmassag
14. | onképzés
11. | interpersonal relations 2. | - sziiloként természetes kapcsolatba 2. | csaladi egyiittélés(gyerek és sziilok)
keriilnek a helyi lakosokkal
2. | - sziilék és az 6voda 2. | kiilfoldi sziilék és ovoda kozti
kommunikacié (angolul)
8. | - tamogatjuk az alakuld baratsagokat, 2. | sziilok és a helyi lakosok,varos
informaciokkal, programokkal, segitjiikk a
csaladokat és pozitiv viszonyuk
kialakulasat orszagunkhoz, népiinkhoz,
kultirankhoz.
9. | - A tarsak kozott 1évo kiilonbozo 2. | A nem magyar
anyanyelvii, mas nemzetiségli, - borszind, gyerekek....keriilnek.
0ltozkodési, vallash, étkezési szokasn, azaz
a toluk eltéré gyermekekkel szembeni
nyitottsagra, kdlcsonds elfogadasara valo
nevelés. Ezzel egyiitt annak az
elsajatittatasa, hogyan kezeljék a
kiilonbségeket.
9. | - A baratkozasi szandék tamogatasa 3. | Papa varos Onkormanyzata
(fenntartd) és a Fay Andras Ltp-i
ovoda
10. | - megbeszéli munkatarsaival : 3. | 6vodapedagogusok és migrans
- az angolul tudo6 pedagogiai asszisztens; gyerekek
ovodapedagogusok, ped. asszisztens,
ovodavezetd

11. | - Szoros kapcsolattartas a kiilfoldi 3. | nemzetek gyerekeinek
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gyermekek sziileivel: a sziil6k tajékoztatasa egyiittnevelése
13. | - Az informacidszerzésbe bevonjuk a 4. | NYME-BPK ¢és az
sziiloket is ovodapedagdgusok
14. | - A sziilokkel valo kapcsolattartés, informalasuk | 4. | (6vodalatogatasi helyszinek itthon
szintén angolul zajlik. és kiilfoldon+ Fay Ovoda)
14. | - tolmécs segitségét 4. | tolmacs és kiilfoldi sziilok
14. | - A kiilfoldi sziilok tobb fogadoorat 5. | Magyar sziildi értekezlet (Magyar
kezdeményeznek sziilok+pedagdgusok)
9. | gyerekek interakcioba 1éphetnek a
kornyezetiikkel
10. | pedagogiai asszisztens €s a
csoport(gyerekek,pedagdgusok)
10. | rendszeres konzultaciok
(6vodaped., ped. asszisztens,
ovodavezetd)
12. | kiilfoldi és magyar sziilok kdzott
(pl.nemzeti héten)
12. | material conditions 3. | - az 6voda épiiletben bovités, korszeriisités 3. | bévités, korszeriisités
zajlott
3. | - a tornaszoba megsziinésével, valamint az 3. | tornaszoba megsziinése
6voda helyiségeinek maximalis
kihasznaltsagaval jar egyiitt
5. | -az 6vodai berendezések iitemezett cseréjére 3. | maximalis kihasznaltsag
5. | - Hidnyzik: 5. | berendezések iitemezett cseréje
- a tornaszoba,
- nyugodt, munkaszoba az
ovodapedagdgusok részére
- egy kiscsoportos foglalkozasokra
alkalmas helyiség
5. | - az interkulturalis neveléséhez 5. korszerusodtek a termek
nélkiilozhetetlen, alapveté eszkozok a
rendelkezésiinkre allnak
5. | -toreksziink az eszkdzok potlasara 5. | Hianyzik....helyiség.
5. | - fejlesztd jatékok, képeskonyvek, képes 5. | Folyamatosan....beszerzésére.
szotarak, képanyagok, miisoros cd-k (zene, dal,
mese, vers) dvd-k a jelenlevdé nemzetek orszagat
bemutaté gyermekkonyvek, képek, plakatok,
targyak
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5. | - sajat fejlesztésii eszkdzokkel 5. | Ezek els6sorban....tagyak.
5. | - kép- és hanganyagok, interkulturalis 5. | Ezek...jatékok.
informaciot hordozo tablok, fejlesztd jatékok.
digitalis hangfelvevével, laptoppal, projektorral
¢s internet elérhetséggel
5. | - Sziikségiink lenne digitalis 5. | Rendelkeziink....tablat is.
fényképezdgépre,
digitalis diktafonra, szivesen hasznalnank
digitalis tablat is
5. | Médszertani segédletek: 5. | modszertani segédletek
- repertodr gylijtemény mind a
magyar, mind pedig az angol nyelv
vonatkozasaban,;
- személyiségfejlodési lapok kétnyelvii
valtozata;
- idegen nyelvi fejlodés mérésére
szolgalé dokumentum;
- kétnyelvii baleset, betegség szotar
- informacid gyljtemény az érintett
orszagokrol;
- anyanyelvi piktogramos segédlet
12. | - orszagtablok felhasznalasaval 5. | repertoar gyiijtemény
megjeleniteni a gyermekek szamara az
egyes orszagok jellemz6i kdzotti
hasonldsagot és eltérést
5. | személyiségfejlodési lapok
5. | idegen nyelvi
fejlodés...dokumentum
5. | kétnyelvii betegség,baleset szotar és
kifejezés gyljtemény
5. | gylijtemény az érintett orszagokrol
5. | anyanyelvi piktogramos segédlet
5. | osszefogl.: Az 6vodapedagdgusok
altal.....segédlet.
10. | piktogramok
12. | szemléltetOeszkozokkel, babozassal

(babok)
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12.

altalunk készitett orszagtablok

12.

Magyarorszag €s a tobbi....emlékeit.

12.

angol nyelvi irdsos tajékoztatd

12.

kétnyelvii feliratok, nyomtatvanyok

13.

experience & results

- Sziilék tobbsége: Ertékesnek tarjak
gyermekeik mas nemzetiségli gyermekekkel,
kultarakkal, nyelvekkel valé korai
ismerkedését.

hazai és nemzetkdzi j6 gyakorlat

- A migrans gyermekek altalaban jol érzik
magukat 6vodankban, sziileiknek is
alapvetden j6 benyomadsaik vannak.

6-7.

A kiilonboz6
nemzetekbdl...rugalmasabbak
lettek.

- A kulfoldi sziilok valtozasokrol is
beszamoltak:
onkiszolgalast, onfegyelmet,
egyiittmikodési hajlandosagot,
nyugodtabb viselkedést emelték ki.

beszoktatas néhany honapos

- Ertékesnek tarjak gyermekeik mas
nemzetiségli gyermekekkel, kulturakkal,
nyelvekkel valo korai ismerkedését.

14.

Figyelmet
forditunk.....egyiittmikodést.

Elismerden nyilatkoznak az évodapedagogusok
felkésziiltségérdl, a gyermekekkel valod
banasmadrol. (kilf. sziilok)

14.

A heti tanulasi....lapon.

- A magyar gyermekek elfogadobbak lettek;
- empatikusabbd, rugalmasabba,
segitokészebbé, tiirelmesebbé valtak

(sziil6k véleménye)

-Az 6voda tartalmi munkéaja gazdagodott

- a kulturalis soksziniiséget (interkulturalitas)
és a kiillonbozo eltéré kulturak egymasra
hatasat (multikulturalités).

- Az 6vodapedagégusok - elfogadobbak,
ugyanakkor kreativabbak, rugalmasabbak lettek.

10.

- Ezért j6 megoldas, ha olyan ,,idésebb” magyar
gyermekek tagjai a csoportnak, akik
¢életkoruknal, szocialis fejletségiiknél fogva kelld
viselkedésmintat tudnak nyujtani a migrans
gyermekeknek
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ABSTRACT

The dissertation introduces the procedure and outcome of a language educational
research project on multilingualism and multiculturalism in a Hungarian kindergarten. Since
September 2008 the children of foreign families working at the air base of Papa have been
going to the local Fay Andras Kindergarten. The setting is exceptional as NATO bases
establish more usually their own international schools in the world. The town of Pépa,
Hungary is, however, a first NATO example of a pre-school where 23 foreign families’
children from six different countries are trying to adapt to the local community. Apart from
Hungarian, the mother tongues of the children are Swedish, Bulgarian, Norwegian, Dutch
and, in the case of American families, English, Filipino and Spanish.

The interdisciplinary research aims to explore the main question, i.e. How can
kindergarten teachers, children, parents and educational specialists form the common
linguistic, cultural and pedagogical basis for communication in this very complex setting?

Theoretical background is built upon four pillars, i.e. linguistic, sociological, language
pedagogical and language political bases where relevant literature on the theme is discussed.
Terms and definitions of bi- and multilingualism, culture and identity from different aspects
are taken into consideration. The modern typology of bilingual schools is depicted, just like
the theoretical background of the argument of early language development. Here, different
theories of early childhood bilingualism, for instance, Critical Period Hypothesis or
Thresholds Theory are expounded. The historical and socio-cultural environment of migration
is also discussed while up-to-date approaches of multicultural education are taken into
consideration both in Hungary and abroad.

Adjusting to the research method of triangulation, observation, interviews and
desktop research are devised as key methods. Observations were made in the kindergarten
groups where, besides the language pedagogical methods, actors’ linguistic and social
behaviour and the actual setting were examined. A rationale for the interview procedures and
interviewee selection is also discussed, with reference to the layered complexity of the
analysis. The desktop research was done according to the grounded theory analysis method
and deals with the intercultural educational programme of the kindergarten.

Findings shed light on linguistic, cultural and pedagogical questions such as how and
to what extent mother tongue and foreign languages appear in kindergarten activities, how the

languages relate to each other, how different cultural identities are developed under

288



DOI: 10.15774/PPKE.BTK.2015.015

institutional circumstances and what the actors’ attitude is to early childhood multilingual-
multicultural education. As the major results of the empirical research it can be concluded that
children and kindergarten teachers had only partially been prepared for the challenges and non
native Hungarian/ English children‘s case proved to be the most complex and difficult.
Additionally, the tasks of a multilingual kindergarten differ greatly from those of a
monolingual one, as far as linguistic, cultural and social roles are concerned. On the basis of
the results in Hungary a new form of kindergarten education could be identified which can be
called “Papa Model”. It supports the hypothesis according to which no children will become
automatically bilingual under institutional circumstances, but only with the help of a carefully

elaborated educational programme and its professional implementation.
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OSSZEFOGLALO

A disszertaci6 egy olyan nyelvpedagogiai kutatasrol szamol be, mely egy
magyarorszagi 6voda multilingvalis-multikulturalis programjat vizsgalja. 2008 szeptembere
Ota a papai katonai 1égi bazis NATO-katondinak gyermekei a helyi Fay Andras Lakotelepi
Ovodéba jarnak. Ez a NATO gyakorlataban példa nélkiili, hiszen valamennyi mas tamaszpont
sajat nemzetkozi 6vodat, iskolat miikodtet. Papa az elsé olyan hely, ahol a gyerekek nyelvi és
szocialis téren egyarant a helyi kozosségbe probalnak illeszkedni, ahol a hat kiilonb6zo
orszagbol szarmazo6 23 kiilfoldi csalad miatt az 6vodaban magyar, svéd, bolgar, norvég,
holland, illetve az amerikai csaladoknal angol, filippind és spanyol anyanyelvii gyerekeket
nevelnek.

Interdiszciplindris kutatdsom az ebben a pedagdgiai €s nyelvpedagogiai szempontbdl
igen komplex helyzetben vizsgalja a f6 kérdést, azt, hogy hogyan tudjak megtaldlni az
o6vodapedagogusok, a gyerekek, a sziilok, illetve az oktataspolitikusok a kozds nyelvi,
kulturalis és pedagogiai alapot a migrans és a magyar csaladokbol jovo gyermekekkel vald
kommunikécioban.

Az elméleti hattér négy pillérre €piil: a nyelvészeti, szocioldgiai, nyelvpedagogiai €s
nyelvpolitikai szakirodalmat egyarant szadmba veszi. A szakirodalmi attekintés a két- ¢és
tobbnyelviiség terminusai és azok meghatarozasa mellett szdmol a kultira ¢és az identitas
fogalmaval is. A kétnyelvii iskoldk modern nyelvpedagogiai tipologizaldsa mellett a korai
nyelvfejlesztés kezdésének elméleti hattere szintén kirajzolodik és a hozzd kapcsolodo
teoretikus keretbe dagyazddik a kritikus periodus elméletének ¢és a kiiszobelmélet
ismertetésének segitségével. A migracié torténelmi és szociokulturdlis hattere szolgal
kiindulopontként a modern kiilfoldi és magyarorszagi multikulturalis nevelés bemutatasahoz.

A kutatds a triangulacido elvei szerint él a megfigyelés, az interjuztatds és a
dokumentumelemzés modszereivel. A megfigyelések az 6vodai csoportokban zajlottak, ahol a
nyelvpedagogiai modszerek mellett a szerepldk nyelvi €s szocidlis viselkedése is a vizsgalat
targya volt. Az interjuztatds sziikségességének indoklasa mellett az elemzés komplexitasara
valo tekintettel az interjualanyok kivalasztdsdnak szempontjai is szerepelnek. A
dokumentumelemzés, melynek targya az 6voda interkulturalis programja, a megalapozott
elmélet (,,grounded theory””) modszere szerint tortént.

Az eredmények tobbek kozott olyan nyelvi, kulturdlis és pedagogiai kérdéseket

értelmeznek, mint hogy milyen mértékben szerepel az ¢vodai tevékenységben az anyanyelv
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¢s az idegen nyelv, hogyan viszonyulnak egyméshoz a nyelvek, illetve hogyan fejlodik a
kulturalis identitas intézményes keretek kozott. Az empirikus kutatds legfébb eredményeképp
levonhatd az a kovetkeztetés, hogy a gyermekek és neveldik csak részlegesen voltak
felkésziilve a varhat6 kihivasokra. Koziilik a nem magyar és nem angol anyanyelvii
gyermekek helyzete bizonyult a legnehezebbnek ¢és legosszetettebbnek. Az is
bebizonyosodott, hogy egy tobbnyelvii 6voda nyelvi, kulturalis és szocialis szempontbdl is
jelentdsen eltér egy egynyelvii 6vodatol. A kutatasi eredmények alapjan megallapithato, hogy
Magyarorszagon az Ovodapedagdgidban egy 0j minta, a ,,Papai modell” megsziiletésének
lehetlink tanti. Mindez aldtdmasztja azt a feltételezést, miszerint egy gyermek sem valik
automatikusan kétnyelviivé intézményes keretek kozott. Ehhez sziikség van egy gondosan

kidolgozott programra és annak professzionalis megvalositasara.

291



