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Abstract

Knowledge of the age at which elite athletes achieve peak performance could provide invaluable
information for the athletes to plan their career, to carefully select sport events promising successful
participation. We aimed to identify the age at which top athletes achieved their Olympic medals, and to
observe any changes of the average medal-winning age over the last decades. The age of Olympic medal-
lists between 1960 Rome and 2016 Rio were collected using online database. Data were gathered from the
following individual sports: track and field, swimming, fencing (foil, épée, sabre), triple jump, long jump,
high jump, and wrestling (57 events all together). The study evaluates and compares the trends in age of
the winners in each discipline. Disciplines of this study show one of the two trends: trend of increasing in
age, or trend of decreasing in age. In those disciplines, in which the Olympic medallists were younger than
26 years at the beginning of the examination period, such as swimming, the medallists became older over
the decades. In those disciplines, however, in which the top three were older than 26 years at the
beginning of the examination period, such as fencers, younger and younger athletes won their Olympic
medals as time went by. The age, and the trend in the changes of the age of the medallists in the examined
disciplines supports the theory of an optimal age, being around 26 years.

Keywords: Olympic medallists; peak performance; 26 years; optimal age; individual sports
Disciplines: sports science
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Absztrakt

MELY ELETKORBAN A LEGVALOSZINUBB EGY OLIMPIAI EREMSZERZES?

Annak ismerete, hogy egy sportolé milyen id6s koraban éri el teljesit6képessége maximumat, fontos
szempont lehet a sportoléi karrier tervezésében, illetve azon sportesemények kivalasztasaban, melyeken a
sportolé eredményesen vehet részt. Munkank sordn — az utdbbi évtizedek olimpiai versenyeinek ered-
ményeit felhasznalva — azt az életkort kivantuk azonositani, amikor a sportolék eséllyel indulnak olimpiai
érmek megszerzéséért. Az elemzéshez az 1960-ban Rémaban és a 2016-ban Rio de Janeiroban rendezett
olimpiak kozotti 6sszes olimpia éremszerzéinek online adatbazisokban elérheté adatait hasznaltuk fel. A
kovetkezS egyéni sportagakat értékeltiik: futds, dszas, vivas (kard, tér, parbajtér), harmasugrds, magasug-
ras, tavolugras és birkézas, 6sszesen 57 versenyszam. Vizsgaltuk, hogy megfigyelheté-e valamilyen trend az
éremszerzOk életkoranak valtozasaban. Megallapitottuk, hogy mind emelkedd, mind csékkend életkori
trendek azonosithaték, mégpedig tgy, hogy azon sportigak esetén, ahol az éremszerzOk a vizsgalt
peridédus elején 26 évnél fiatalabban voltak — dszas, futds —, ott az atlagos életkor emelkedése, mig amen-
nyiben 26 évnél idSsebbek voltak — vivas —, ott annak csékkenése volt igazolhaté. Osszességében

megallapithatd, hogy a vizsgalt versenyszamok esetén a 26 éves életkor tekintheté optimalisnak az olimpiai

éremszerzés szempontjabol.

Kulcsszavak: olimpiai érmesek, csucsteljesitmény, optimalis életkor, egyéni sportagak

Diszciplina: sporttudomany

INTRODUCTION

The modern Olympic Games, held every four
years with more than 200 nations participating, are
considered to be the world’s most prestigious
sports competition. Olympic medallists are flowers
of the nations, they are held in high regard and eve-
ryone respects them. Since the number of partici-
pants is strictly limited (only qualified competitors
can enter for Olympic events), Olympic Games of-
ten serve as milestones in an athlete’s life.

Knowledge of the age at which elite athletes
achieve peak performance could provide invaluable
information for the athletes, their coaches, and
their clubs to plan a career, to carefully select
events and to make strategic decisions regarding
resource allocation. Adequate information about
incidental variances between the age of peak com-

petitive performance for different sports and
events might help the athlete who is over the hill
for a ,,young sport” to switch to another discipline
where his peak performance is yet to be reached.
The physiological parameters characterizing hu-
man capacities follow a biphasic pattern: perfor-
mance is limited at birth, increases to a maximum
and then decreases back to zero at death (Berthelot
et al, 2012). Both physical and intellectual skills fol-
low such a pattern, except, of course, when inju-
ries, illness, or amnesia ad interin impair certain ca-
pabilities, which might favourably regained after-
wards. Various biological capacities typically reach
their peak at different stages of an individual’s life
(Simonton, 1988). It would, therefore, be reasona-
ble to assume that the age of peak competitive per-

formance varies between athletes from different
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sports and events, depending on the specific skills
and attributes required for success in a particular
event.

Sports can be divided into three event-type cate-
gories on the basis of the predominant attributes
(explosive power/sprint, endurance, and mixed/
skill) required for success in the given event (Allen
and Hopkins, 2015). In certain sports or events,
such as discus throw, javelin throw, 100 m track
and field or 50 m swimming, performance is main-
ly determined by explosive power or sprint. Mara-
thoners, ultra-cyclists, triathletes, or long-distance
swimmers, on the other hand, mainly require en-
durance to perform. Mixed skills (such as slickness,
suppleness, anticipation, etc.) limit the top pe-
formance of the fencers, golf, or tennis players (Al-
len and Hopkins, 2015). In some disciplines the
key to success is beyond the possibility to predict.
Other than individual capabilities, the success in
team sports is further influenced by harmony and
trust among the players, knowing each other’s
strengths and weaknesses. In case of sports requir-
ing special equipment the effects of the technologi-
cal advances (such as reduction in weight and in
resistance of the bikes) cannot be excluded. Not to
mention judgement-based sports, including figure-
skating, gymnastics, and combat sports, where the
performance would be difficult to connect to the
racer exclusively.

The first systematic review on the topic of age of
peak competitive performance of elite athletes
concluded that the age of peak performance de-
pended on the duration of the event (Allen and
Hopkins, 2015). In explosive powet/sprint events,
younger athletes performed better in longer com-
petitions: in athletics throws (taking 1-5 s only) top
performance is estimated at 27 years, while in short
distance swimming (50 m, 100 m, 200 m distances,
taking 21-215 s) best results can be expected from
20-years-old competitors. Conversely, estimates for
endurance events increased with increasing event
duration. The longer the event, the older the age of

peak performance is estimated: in 2-15 min swim-
ming (200-1500 m distances) competitors at the
age around 20 years perform the best, while in
events longer than a day (such as ultra-distance cy-
cling) the peak performance is shifted towards 39
years. A possible interpretation of these observa-
tions is that to each event-duration in each sport
corresponds an ideal age, when the chances of
winning culminate. According to Allen and Hop-
kins (Allen and Hopkins, 2015), the linearly de-
creasing estimates with increasing event duration
for explosive power/sprint events and the lineatly
increasing estimates with increasing event duration
for endurance events reverse at the age of 21 years
and events of 4 min duration. They have found in-
sufficient data to investigate trends for mixed/skill
events.

Sport performances showed strong development
over the last century (Berthelot et al, 2008), world
records break every other day, thanks to a myriad
of factors. Rising trends can be explained by train-
ing methods becoming more and more effective,
by wider range of modern sportswear and equip-
ment becoming available, by the number of sport
facilities increasing, by conscious nutrition strate-
gies and by the number of competitors increasing
by leaps and bounds. This development seems to
be slowing down recently, suggesting that a limit is
soon to be reached, beyond which the performance
cannot be sharpened any further.

In 2008 it was predicted that half of the world
records will practically not be broken anymore (the
improvement will not exceed 0.05% by 2027; 4). In
light of this the topic of age of peak performance
has become the focus of considerable research in-
terest across many sports and disciplines (Allen and
Hopkins, 2015).

The progressive development of sport perfor-
mances over the last decades raises the question as
to how the population concerned has been altered,
whether or not some definable, measurable charac-

teristics — such as age — of the top athletes contrib-
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uting the ascending performance could be identi-
fied. The aims of this research have been to identi-
fy the age at which top athletes achieved their
Olympic medals, and to observe any changes of the

average medal-winning age over the past 56 years.

MATERIAL AND METHODS

For this research, the age of Olympic medallists
between 1960 Rome and 2016 Rio were collected
using online database, the official website of the
Olympic  Games  (https://www.olympic.org/).
Sports and disciplines were selected in our study by
the following inclusion and exclusion criteria.
Inclusion criteria:

featured as Olympic event
- individual

at least 10 competitions between 1960 and
2016

Exclusion criteria:
- disciplines requiring equipment, where the
technological development might have a
strong influence on the performance (shoot-
ing, pentathlon, cycling, canoe sprint, rowing)
disciplines where the ranking depends on the
judges’ scores (gymnastics artistic, diving)
disciplines where doping is repeatedly con-
firmed (weightlifting, boxing)
equestrian (equestrian dressage, equestrian

eventing, equestrian jumping)

The following sports were chosen: track and field,
swimming, fencing (foil, épée, sabre), triple jump,
long jump, high jump, and wrestling. In track and
field, nearly the full range of Olympic distances
were covered: the 100 m, 200 m, 400 m, 800 m,
1,500 m, 5,000 m, 10,000 m and marathon; hurdles
100 m (F), 110 m (M), 400 m (M, F); steeplechase
000 m (M). Altogether twenty events were chosen

10

in long course pool swimming: freestyle 100 m (M,
F), 200 m (M, F), 800 m (F) and 1,500 m (M);
breaststroke 200 m (M, F) and 400 m (M, F); back-
stroke 100 m (M, F) and 200 m (M, F); overhand
stroke 100 m (M, F) and 200 m (M, F); medley 200
m (M, F).

In the statistical analysis the age of all three med-
allists (gold, silver, and bronze) were unweighted,
all data contributed equally to the results without
considering the place. Average age of the genders
were compared using Student’s t-test and Mann-
Whitney nonparametric test.

Evaluation of the trends in age of the winners in
each discipline were performed using analysis of
variance (ANOVA) and Kruskal-Wallis one-way
analysis of variance. Comparisons between the av-
erage age in 1960 and in 2016 are based on the
predicted values using linear regression. Figures
were created using SigmaPlot 12 software (Systat
Software Inc.).

RESULTS

The average age of Olympic medal winners varies
between disciplines and events. Swimmers are the
youngest (20.910.1 years), followed by the athletes
(being 4.7 years older than the swimmers), and
fencers win their medals at the age of 27.2+0.3
years. In some disciplines there are significant dif-
ferences between the medal winning age of men
and women.

In nearly all swimming events men are signifi-
cantly older then women (200 m freestyle is the on-
ly exception).

In 1500 m track and field and in high jump
women are significantly older then men. Olympic
medallist fencer men and women are of similar age.

The changes in the age of the medallists across
Olympic Games show differences between various
disciplines and events. Swimmers generally win
their gold, silver and bronze medals at older age
over time (Figure 1).
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Figure 1. Changes in the age of the top three male and female swimmers in the Olympic Games between 1960 and 2016. a:
100 m backstroke male, b: 200 m backstroke male, ¢: 100 m backstroke female, d: 200 nr backstroke female. V alues are
presented as individual data (® first place, Y second place, M third place) with linear regression.
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For example, the predicted age of the women’s
100 m backstroke medallists was 15.9 years in
1960, which increased to 22.6 years by 2016. The
predicted age of the men’s 100 m backstroke med-
allists increased from 19.4 years in 1960 to 24.6
years in 2016.

The trend of increasing age showed in every
swimming events studied. By 2016, the average age
in Olympic swimming events approximated 22-23
years for women, and 24-25 years for men. Similar
to swimming events, trend of increasing in age was
observed in short distance running events (Figure
2). While the predicted age of women’s 100 m
track and field medallists was 21.3 years in 1960, it
increased to 29.1 years by 2016. The predicted age
of men’s 100 m track and field medallists was 23.5
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years in 1960, and it increased to 26.9 years by
2016. The average age of the top short distance
runners appears to approximate 26-28 years.

In triple jump, long jump, and high jump events,
where the Olympic medallists were younger than
26.1 years in 1960, the average age of the top three
increased in both genders, similar to swimmers,
and short distance runners. Studying the age of
long distance runners revealed, however, a reverse
tendency compared to the changes observed in the
age of swimmers, short distance runners, or jump-
ers. The Olympic medallist marathon runners were
28.9 years old in 1960, and 27.6 years old in 2016.
The predicted age of men’s 10 km track and field
medallists was 27.9 years in 1960, and it decreased
to 24.7 years by 2016 (Figure 3).



KULONLEGES BANASMOD, VI. EVF. 2020/1.

Figure 2. Changes in the age of the medallists in male (a) and female (b) runners (100 m distance) in the Olympic Games
between 1960 and 2016. Values are presented as individual data (® first place, Y second place, W third place) with linear

regression.
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Figure 3. Changes in the age of the medallists in male sabre (a) and male marathon (b) in the Olympic Games between
1960 and 2016. V alues are presented as individunal data (® first place, ¥ second place, W third place) with linear regres-
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In those running events, where the predicted age
of the top three was older than 26 years in 1960,
the age of the Olympic medallists shifts towards
younger ages by 2016. Similar trends can be ob-
served in the age of sabreurs (Figure 3). The aver-
age age of the top three male sabre fencers de-
creased from 30.1 years (1960) to 25.6 years (2010).

In summary, disciplines of this study form two
groups. In those disciplines, in which the Olympic
medallists were younger than 26.1 years at the be-
ginning of the examination period (44 disciplines
altogether), the medallists became older over the
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decades. The only exceptions are male 800 m track
and field (from 25.1 years to 24.4 years), female
800 m track and field (from 25.9 years to 25.6
years) and wrestling flyweight (from 25.9 years
to24.8 years).

In those 13 disciplines, however, in which the
top three were older than 26.1 years at the begin-
ning of the examination period, younger and
younger athletes win their Olympic medals as time
goes by. Only exception is male wrestling super
heavyweight (from 26.6 years to 27.0 years, Figure
4).
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Figure 4. Changes in the age of the medallists in the Olympic Games between 1960 and 2016. Each solid line represents a
discipline of the followings: female freestyle 100 m, 200 m, 800 m, backstroke 100 m, 200 m, breaststroke 200 mz, 400 m,
overband stroke 100 m, 200 m, medley 200 my; female running 100 m, 200 m, 400 2, 800 m, 1500 m; female hurdles
100 2, 400 1y female bigh jump, long jump; female foil fencing; male freestyle 100 s, 200 m, 1500 m, backstroke 100 m,
200 m, breaststroke 200 m1, 400 m, overhand stroke 100 ns, 200 m1, medley 200 m; male running 100 mz, 200 m, 400 m,
800 m, 1500 m, 5000 m, 10,000 m, marathon; male steeplechase 3000 my; male bhurdles 110 w1, 400 my; male triple
Jump, high jump, long jump; male foil fencing, épée fencing, sabre fencing; male wrestling flyweight, lightweight, welterweight,

middleweight, heavyweight and super heavyweight. The dotted line shows 26.1 years of age.
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DISCUSSION The contribution of these easy-to-improve skills

The physiological parameters characterizing hu-
man capacities show a biphasic development of
growth and decline. Physical and intellectual skills
evolving after birth correlate with biolo-gical de-
velopment, with growing of the body and with
learning. Sport performances are influenced by an-
thropometric data (such as height, body mass index
or body fat percentage), speed, strength, slickness,
age at specialization, intensity, length and frequency
of the trainings, and a series of factors. The devel-
opment of some capacities can be highly enhanced
by learning, by practice or by experience, while
other skills are hard to influence by such actions.

13

and hard-to-influence capacities to the success of
an elite athlete likely depends on the sporting
event.

This sight exceedingly explains Allen’s and Hop-
kins’ (2015) observation, that in the shortest events
requiring mostly explosive power or sprint, older
atletes performed better, and estimates decreased
with increasing event duration. One of the shortest
events (1-5 s) are the athletics throws, where the
need to precisely and rapidly perform a sequence of
complex motor patterns clearly requires many years
of training and experience to master (Hollings,
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Hopkins and Hume, 2014). Sport events being a
little longer (10-55 s) are tipically track sprint
events or short distance swimming, where the per-
formance is more likely to depend on raw power
than on aquisition and application of a specific skill
(Hollings, Hopkins and Hume, 2014), explaining
why younger athletes are more likely to win.

Aging is accounted for the natural decline of our
capacites. Endurance athletes older than 40 years
(;,Masters”) show ,,exceptionally successful aging”,
since many of them deliver impressive exercise per-
formance and physiological parameters (Tanaka
and Seals, 2008). Most of the winning times of the
first modern Olympic games held in 1896 have
been set by athletes older then 40 years old (the
winning time of the marathon winner in 1896 —
who was 23 at that time — was even set by a 73
years old runner since then). The number of older
adults participating in competitive events has in-
creased in the past 100 years at a much greater rate
than that of young adults. This, and the changes in
training and nutritional practices together im-
proved the peak performance of Masters athletes
dramatically (Ericsson, 1993). It is known, that per-
formance in long distance running — requiring en-
durance primarily — can be maintained until the age
of 35 years approximately, and it only shows a
slight reduction until 50-60 years of age, when the
decline of performance becomes steeper (Tanaka
and Seals, 2003).

The first comprehensive article of age of peak
performance of top athletes was published in 1988
by Schulz and Curnow (Schulz and Curnow, 1988).
They have noted that although the absolute levels
of peak performance among the top athletes im-
proved dramatically in the previous 100 years, the
age at which peak performance was achieved had
remained practically unchanged. They have also
noticed that optimal age depended on the disci-
pline, and they have mentioned that the age golf
players, who reached their highest level of perfor-
mance at the age of 31 years at that time, already
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showed a slight movement towards younger ages.
They have estimated the age of competitors at their
peak performance in sports requiring mostly sprint
or explosive power to be at about the early twen-
ties; while in sports requiring mostly endurance,
practice, and learning to be at about the late twen-
ties or even the ecarly thirties. Since their work
many researchers have suggested, that the peak
performance of the top athletes is not exclusively
determined by biological factors, but it is highly in-
fluenced by learning, experience, mental resilience,
and motivation (Knechtle, Wirth and Rosemann,
2010); (Parry et al., 2011) which may culminate at
much older ages than biological factors do. It is a
common finding that the age of the best ultra-
marathon runners (any running distance longer
than the classical marathon distance of 42.195 km,
like 50 miles, 100 miles, 24 h, 6 days or 10 days)
increase with increasing race distance (Knechtle et
al., 2014). The previus experience seems to be so
dominant to succeed, that the number of finishes is
one of the most important predictors for successful
outcome in different ultra-endurance disciplines
(Knechtle et al, 2011); (Hoffman and Parise, 2015).
With increasing number of finishes in the same ul-
tra-marathon distance, the performance is expected
to improve although the athletes become older
(Knechtle at al, 2014). Although the current study
does not include ultra-endurance disciplines, the
findings support these trends. The age of gold
medal winner men of 100 m freestyle swimming
(requiring sprint and explosive power mostly) in
the period examined was 21.9£0.7 years, compared
to 28.61+1.3 years, the age of gold medal winner sa-
breurs (sabre requires learning, practice, and expe-
rience mostly). It must be noted, though, that
swimmers reach their peak performance much
younger than athletes from most other sports, even
from those requiring sprint and explosive power
mostly. It is likely that extremely eatly specialisation
contributes to the early peaking phenomenon ob-
served in swimmers (Vaeyens et al. reported that
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among the Olympians of 2004 the mean age of
specialisation was 8 years for swimmers, while it
was 14 years for athletics competitors; (Vaeyens et
al., 2009).

Rist et al. (2014) studied a very similar question
to ours: they determined the age and its changes
across years of peak swimming performance for
elite Swiss freestyle swimmers between 1994 and
2012. They investigated the association between
age and swimming speed of the annual ten fastest
men and women swimmers in each distances. For
freestyle women, mean age of peak swimming
speed increased in 50 m from 18.9 to 20.4 years,
but decreased in 1500 m from 25.0 to 18.1 years,
while it did not change significantly in 100-800 m
distances. Men in peak swimming speed showed a
tendency of ,,getting younger” in 50 m only, in all
other distances the mean age at peak performance
remained unchanged over the years. These results
reveal that an investigation in a significantly shorter
time period (16 years compared to 56), and alt-
hough including a higher number of participants
(70059 compared to 2205), but still limited to a
single area (Switzerland compared to the interna-
tional Olympic Games) observations might both
agree (50 m women) or disagree (50 m men) with
ours.

The trend of the age of peak endurance perfor-
mance increasing these last decades was examined
by Gallmann et al. (Gallmanna et al., 2014). The
age of the top ten triathletes in ,,Jronman Hawaii”
(considered as the Ironman World Championship)
was investigated between 1983 and 2012. They ob-
served, that the age of elite triathletes, both men
and women, increased over the last three decades,
while their performances improved. The mean age
of the annual top ten finishers increased from
2615 years to 3515 years for women and from
27%£2 years to 34£3 years for men, while the over-
all race time decreased from 671+16 min to 566£8
min for women, and from 583124 min to 509%6

min for men. Ironman triathlons covering 3.8 km
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swimming, 180 km cycling and 42 km running rep-
resent endurance sports exceedingly, and since they
are complex enough, their study is also suitable to
reveal differences between the age of peak perfor-
mance of various endurance disciplines. Consider-
ing the split disciplines, Gallmann et al. (2014)
found the age to increase in all three disciplines,
namely in swimming, in cycling, and in running,
similarly in both genders, while the tendency to
improve the performance was only apparent in the
cycling and running split times for both men and
women, swimming split time did not reduce for
women (the latter might be related to the observa-
tion that the best female swimmers were signifi-
cantly younger than the best cyclists).

Allen et al. (Allen, Vandenbogaerde, and Hop-
kins, 2014) employed a different method to de-
scribe the age of peak performance: they identified
the age at which top athletes achieved their best
performance. They searched for annual best times
of male and female swimmers who were top 16 in
pool events at the 2008 or 2012 Olympics, from
each swimmer’s earliest available competitive pet-
formance through to 2012. They have estimated
the peak performance of male swimmers at the age
of 24.2%2.1 years, with 2.6X1.5 years peak-
performance window, which is in agreement with
the observations regarding the age of male swim-
mers. According to Allen et al. (2014) female
swimmers can achieve their peak performance at
the age of 22.5%2.4 years, and similar to men, their
performance does not decline for another 2.6£1.5
years. The significantly lower optimal age for fe-
male swimmers is also in accordance with the find-
ings of this work.

The analysis of the Olympic disciplines covered
by this study seems to outline an ,,optimal” age: in
those disciplines, in which the winners were
younger than 26.1 years at the beginning of the ex-
amination period, the medallists became older over
the decades. In those disciplines, however, in

which the winners were older than 26.1 years at the
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beginning of the examination period, younger and
younger athletes won their Olympic medals as time
went by. Some data suggest, that the age of 20.1
years might be a ,universal optimal age” in hu-
mans. Berthelot et al. (2012) estimated the age of
peak performance of the world’s best athletes,
swimmers, and chess players being at 26.1 years.
This observation might be explained by biological
and physiological factors which peak at similar age,
such as pulmonary functions (Schoenberg, Beck
and Bouhuys, 1978), cognitive capacity (Salthouse,
2009), (Kihnert
Nieschlag, 2004), or peak bone mineral density
(Boot et al., 2010).

It has to be mentioned, though, that while the

reproductive  functions and

age, and the trend in changes of the age of the
medallists in the disciplines examined in this work
perfectly matches the theory presuming the pres-
ence of an optimal age, certain disciplines surely do
not follow such patterns. Counterexamples are eas-
iest to demonstrate among ultradistance competi-
tors (Knechtle et al., 2014); (Hoffman and Parise,
2015); (Gallmann et al., 2014); (Hoffman and We-
gelin, 2009). Overall, peak performance in endur-
ance events is probably reached at much older ages
than in explosive power/ sprint events.
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Abstract

The equal opportunities approach of the second half of the 20th century emphasises the social
inclusion of disadvantaged groups, including persons with disabilities. Education and employment play a
key role in achieving integration. Nevertheless, other fields such as leisure time and sporting activities also
contribute positively to the social involvement of persons with disabilities. At present nearly 7,000 persons
with disabilities are registered in Hungary who pursue sports competitively, of whom approximately 5,000
persons with intellectual disabilities (Regényi et.al, 2017).

The study discloses the partial results of a research aimed at revealing the awareness of the Hungarian
population regarding the sport of people with disabilities. As such research has never been carried out in
Hungary before, it can fill in a niche. The results of our exploratory research may be the starting-point for
further investigations. The importance of the topic is given by the fact that thanks to the sport the focus
is on the outstanding performance of the social group concerned rather than on their limitations and
deficiencies, which therefore reinforces the positive and accepting attitude of citizens. Previous research
findings have highlighted that the nature of disability-related knowledge influences the way the members
of society think about persons with disabilities, i.e. when it is possible to provide information and gain
experience focusing on the existing abilities and strengths of the above mentioned group, attitudes
become more positive as well.
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The findings of the research reveal that respondents consider it important to pursue sport within
integrated framework, at the same time they feel it is justified to do segregated sports with a view to
persons with disabilities. Based on the results we can state that the media coverage of achievements in
sports competitions of persons with disabilities is perceived as low level, but apparently it is not
considered to be a key area in the lives of persons with disabilities.

Keywords: integration, inclusive approach, attitude, media, sport habits, equal opportunity
Disciplines: sociology

Absztrakt

FOGYATEKOSSAGGAL ELO SZEMELYEK SPORTOLASAVAL KAPCSOLATOS AT-
TITUDOK, AVAGY: FONTOS-E A SPORT A FOGYATEKOSSAGGAL ELO EMBEREK ELE-
TEBEN?

A XX. szazad masodik felében megjelend esélyegyenlGségi szemlélet, a hatranyos helyzetd csoportok,
koztik a fogyatékossaggal ¢él6 személyek tarsadalmi befogadasat hangsulyozza. Az integracié
megvalosuldsaban az oktatas és a foglalkoztatas kiemelt szerepet jatszik. Ugyanakkor egyéb teriiletek, igy a
szabadidé és a sport teriilete szintén pozitivan jarul hozza a fogyatékossaggal €16 emberek tarsadalmi
részvételének teljestiléséhez. Magyarorszagon ma versenyszerien csaknem 7000 f6 fogyatékossaggal €16
sportolot tartanak nyilvan, kézilik kb. 5000 £6 értelmi fogyatékossaggal €16 személy (Regényi et.al, 2017).

A tanulmiany a magyar lakossidg fogyatékossiggal ¢él6 személyek sportolasaval kapcsolatos
tajékozottsaganak feltarasara iranyul6 kutatds részeredményeit mutatja be. Mivel ezidaig hazankban ilyen
jellegl kutatasra még nem kertlt sor, hianypotlonak tekinthetd. Felderité jellegti kutatasunk eredményei
tovabbi vizsgalatok kiindulépontja lehet. A téma azért is fontos, mivel a sport altal az érintett tarsadalmi
csoport kiemelked6 teljesitménye keril kézéppontba, nem pedig korlataik és hianyossagaik, igy az
allampolgarok pozitiv viszonyulasat és elfogadd szemléletét erdsiti. Korabbi kutatisi eredmények
ravilagitottak, hogy a fogyatékossaggal kapcsolatos ismeretek jellege befolyasolja a tarsadalom tagjainak
gondolkodasat a fogyatékossaggal él6kkel kapcsolatosan, azaz amennyiben a nevezett csoport meglévé
képességeire és erbsségeire fokuszald tajékoztatisra és tapasztalatszerzésre van lehetGség az attitidok is
pozitivabba valnak.

A kutatds eredményei szerint a megkérdezettek fontosnak {télik az integralt keretek kozott zajlé
sportolast, ugyanakkor indokoltnak érzik a fogyatékossaggal él6k szempontjabdl a szegregalt sportolast.
Az eredmények alapjan megallapithaté, hogy a fogyatékossaggal €16 személyek versenyeken elért
helyezéseirdl sz6l6 média megjelenést alacsony szintlinek vélik, ugyanakkor lathatélag nem érzik a
fogyatékossaggal €16k életében kiemelten fontos teriiletnek.

Kulcsszavak: integracio, befogad6 szemlélet, attitid, média, sportolasi szokasok, esélyegyenlGség
Diszciplinak: szociologia
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The role and importance of sport for the in-
dividual and the society

The sport is a specific human activity and as ac-
tivity it is part of the universal culture (Bironé et.al,
2011). The sport has got a number of positive ef-
fects both on the micro and the macro level. From
the person’s perspective the sport plays an im-
portant role in the field of education, personality
development, health promotion, recreation, etc.
Thanks to the sport, the person’s cognitive func-
tions, communication strategies, social (coopera-
tion, problem solving) abilities, as well as coping
strategies are developing (Piké et al., 2010; Benc-
zar, 2017). The health promoting and preserving
factor of the sport is well-known, but it also plays a
significant role in overcoming diseases and restot-
ing health. By doing physical exercises the physical,
psychical, and mental state, the endurance of the
individual strengthen (Piké et al.,, 2010). The posi-
tive effects of sport on mental health are widely
known, thus the intention of mental recharging and
stress relief is an important motivation for engag-
ing in leisure sports (Bartha&Bacsné, 2018). The
importance of sport is reflected in the management
of tension and stress, and it increases the individu-
al’s resilience (Szokolszky&V Komlési, 2015).

In a broader context its role both in the society
and economy is well-known (Biréné et.al, 2011).
The sport facilitates the integration into the society,
the mobility and attainment of community stand-
ards, it helps to prevent the development of devi-
ances, on the other hand thanks to the team spirit
the individual can experience the power of com-
mon goals, the particular way the community
works, and significant sports achievements are
acknowledged by mates and the community (Tigyi-
né, 2015).

From an economic point of view, positive out-
comes both on the social and the individual level
have long-term benefits. The productivity, perfor-
mance and consumption of economic operators

increase, whereas the social (health) expenditure
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becomes lower due to the health promoting and
deviance preventing functions (Paar, 2015). Today
sport as an economic field significantly contributes
to the national income, what is more, an important
source of it is the sports broadcasting (Acs et al.,

2011; Acs, 2015).

Why is sport important in the life of persons
with disabilities?

In the life of persons with disabilities sport has
the same significance as for persons without
disabilities: health promotion, self-fulfilment, suc-
cess, social life, gaining publicity (Dorogi, 2012:7;
Tovari, 2015). According to Pfau (2017) sport “can
also serve for disadvantaged groups as means of
catching up in the society” (Pfau, 2017, p.13.), in
other words, it can be an important tool for
increasing chances (Pfau, 2019). A common activity
done together with non-disabled people can
facilitate integration, decrease the negative attitudes
expressed towards them, increase their acceptance
and reception in the community. Benczar (2017)
claims that the special sport also plays a huge role
in rehabilitation. Through improved physical health
and healthy lifestyle education, thanks to the
achievements, the quality of life of athletes
significantly improves (Petrika, 2012).

However, access to physical activity and sport is
not always guaranteed to persons with disabilities.
Recognising the positive impact of sport on the
individuals and the society, the international and
domestic legislation promotes equal opportunities
people with disabilities
competitive sport.

for in leisure and

Hungary was one of the first countries to ratify
the UN Convention on the Rights of Persons with
Disabilities in 2007 (Act XCII of 2007). Article 19
of the Convention emphasises that persons with
disabilities have the right to participate in the

community on an equal basis with others, that is,
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they also have the right to learn, work, have
entertainment, have access to culture, and do sport.
Article 30 calls on States Parties to enable persons
with disabilities to participate on an equal basis
with others in sporting activities, that is, they shall
take appropriate steps and measures to encourage
and promote persons with disabilities to participate
in integrated sporting activities. The amendment of
the Lisbon Treaty in 2009 gives the EU a formal
competence on sport in the member states. In
Hungary Act XXVI of 1998 on the Provision of
the Rights and Equal Opportunities of Persons
Living with Disability specifies the field of culture
and sport as one of the focus areas of equal
opportunities. In accordance with Section 18 (1)
»persons with disabilities shall be enabled to visit
cultural, sports and other types of community
facilities”. The National Disability Program (2015-
2025) (hereinafter: Program) calls the lack of
facilities in the area of leisure sport a difficulty, on
the other hand the disabled accessibility of existing
facilities is also problematic, which calls for
intervention. In addition to leisure sports, compe-
titive sporting goals are also included in the
Program, ie. the development of competitive
sports of persons living with disability, sports
scholarships promoting competitive sports, and
provision of specialised sports equipment.

Act I of 2004 on sports and the preamble to its
amendment, Act XXIX of 2019, class the support
of sporting activities of persons living with disabil-
ity among the tasks of the state, as it has an im-
portant role in the life of the social group con-
cerned with a view to equal opportunities.

The role of media in changing social atti-
tudes

The existence of statutory provisions does not in
itself create equal opportunities, as not only the
state, but also the majority society shall regard its
fulfilment as their own task (Kdlman&Konczei,
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2002). The media has a significant role in shaping
social attitudes by broadcasting news and infor-
mation to citizens.

The mass media has two important purposes in
the lives of persons with disabilities. The first one
is to make programmes and writings understanda-
ble and accessible for them. The other one is to in-
form the majority society on events connected to
persons with disabilities. In the National Disability
Program the national assembly requests media ser-
vice providers to promote information on the pro-
gram in order to further the change in social atti-
tudes towards persons living with disability (OFP
2015- 2025).

In the Hungarian media the sport of disabled
persons appears in the Paralympic broadcast: we
can see the fight of Paralympians live on TV. Be-
yond that, there is another noteworthy programme:
the report of Special Olympics Hungary on the
world games, and other than that, in the media
there is only occasional news on persons with disa-
bilities.

In the written media there is also integrated in-
formation on persons with disabilities, news on the
Paralympics can be read on the pages of National
Sport. Special Olympics Hungary has an own pub-
lication: the World Of Champions. Both newspa-
pers are available online.

In reality, the digital media provides most infor-
mation on sporting activities of persons with disa-
bilities, but these sites are less frequented than the
popular ones, we could say they are invisible. They
appear only by chance. Social media has, however,
a great possibility (and responsibility) in it, as in a
matter of seconds it can share news, reports, in-
formation with hundreds of people.

Sporting habits of persons with disabilities

Studies on the sporting habits of persons with
disabilities are available only to a limited extent. In
the census research of the Central Statistical Office,
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the results on the lack of accessibility in the com-
munity life indicate the leisure and sporting habits
of the population concerned. During the census in
year 2011 questions connected to disability exam-
ined where the affected population experiences
lack of accessibility (KSH, 2015). According to the
respondents they are the least likely to find barriers
in the family life (4.4%) and in the community life
(8.7%) (KSH, 2015:26). Disabled groups think,
however, there are differences, and in the commu-
nity life persons with autism (22.2%) deaf persons
(17.6%), mentally (psychically) disabled persons
(16.6%) face barriers to the greatest extent.
Saringerné (2014) pointed out, based on her re-
search results, that almost half of the grown-up
persons with disabilities did some sort of sporting
activities, but one-third of those who did not do
any sports would like to engage in a sporting activi-
ty too (Saringerné, 2014). The respondents doing
sport, similarly to those who are non-disabled, said
that the biggest motivating factors are health pro-
motion, recreation and the preservation of physical
performance. There are also differences in the mo-
tivation of the two groups. Respondents living with
disabilities considered it more likely that sporting
activities promote the building and maintaining of
social relationships, as well as the social integration.
It supports the fact that the social role of sport has
more significance in the life of the group con-
cerned. Nevertheless, only one-third of them does
this activity within integrated frameworks, and de-
spite the fact that the National Disability Program
(2015-2025) regards the availability and accessibility
of sports facilities as an important goal, the re-
spondents are only slightly satisfied with it or have
positive experiences (Saringerné, 2014:100). All of
which query the possibility whether persons with
disabilities could pursue sport within integrated
frameworks and if non-disabled people could meet
the members of the group concerned and get to
know their abilities and performance. Laoues and
Co. (20194, b) studied the leisure and sporting hab-
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its of disabled children (N =283). They found that
passive leisure activities (watching TV, listening to
music) are more dominant in the leisure consump-
tion of both boys and girls, more than half of the
children claimed to engage in leisure sports. The
greater activity of boys was proved, which is also
shown by research on sporting habits of the non-
disabled youth. The main motivations for sporting
activities are staying fit, trying out new things and
in their case community experiences.

DATABASE AND METHOD OF THE RE-
SEARCH

The research aimed at revealing the awareness of
the Hungarian population regarding the sport of
people with disabilities. As such research has never
been carried out in Hungary before, it can fill in a
niche. The importance of the topic is given by the
fact that thanks to the sport the focus is on the
outstanding performance of the social group con-
cerned rather than their limitations and deficien-
cies, which thus reinforces the positive and accept-
ing attitude of citizens. Previous research results
(Balazs-Foldi, 2018, 2019) suggest that the nature
of disability-related knowledge influences the way
the members of society think about persons with
disabilities, that is, when it is possible to provide
information and gain experience focusing on the
existing abilities and strengths of the above men-
tioned group, attitudes become more positive as
well.

According to Szilagyi (2009) everybody has spe-
cific attitudes. Previous research results suggest
that gender, academic qualification, age, previously
gained specific knowledge, personal experiences
can contribute to different attitudes (Balazs-Foldi,
2019). There are a number of techniques to meas-
ure attitudes, such as observation, Pencil and Paper
Interview, ie. a survey using a questionnaire
(Forgacs et al., 2010). We applied Indirect Obser-

vation as obsetrvational technique and catried out a
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survey using a questionnaire, which contained
mainly scale questions. In the course of direct ob-
servation the behaviour and reaction of the person
concerned is observed, whereas the indirect obset-
vation can be used to examine the interest subse-
quently, for example by analysing the person’s web
search results. Therefore the sociodemographic da-
ta of the respondents of the online questionnaire
are suitable to draw conclusions regarding their at-
titudes.

Applying an online questionnaire the research was
carried out in June 2019. The advantage of the
online questionnaire is behind the fact that it can
reach relatively many people in a fast and cost ef-
fective way, on the other hand the disadvantage lies
in the fact that the willingness to respond depends
on the topic, i.e. those people are more likely to fill
it in who are attracted to, affected by or interested
in the topic. In general, topics connected to disabil-
ities are not so attractive for the public, but school
qualification, age, professional knowledge, personal
experiences can all positively influence the attitudes
(Csizmar, 2007; Balazs-Foldi, 2019).

Apart from the fact that subjectivity had greater
importance in the data collection, it had to be taken
into consideration that the results were also influ

enced by the circle, and characteristics of Internet
users. After all, Internet is mainly used by the high-
ly qualified urban population under the age of 50.
This technique is, however, suitable to conduct an
exploratory research.

The questionnaire consists of 3 parts. In the first
block sociodemographic factors (school qualifica-
tion, age, place of residence, etc.) were asked from
the respondents. Questions in the second block
were intended to explore the respondents’ attitudes
towards and knowledge about disability. The third
question block measured knowledge about the
sport of persons living with disability.

Characteristics of the research sample

The survey was conducted among 100 persons.
57 women and 43 men completed the question-
naire, which proportionally follows the gender dis-
tribution of the total population. Regarding the age
distribution the biggest group of respondents was
41-64 year-olds (47%), but the proportion of the
31-40 age group was also significant (36%). 12 %
of the respondents fell into the 18-30 age group,
and 5% were over 65. In summary, the topic at-
tracted mainly the middle-aged, 31-64-year-old

people (Figure 1).

Figure 1. Age distribution of respondents (Vo). Source: researched by the authors, 2019
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D31-40 years
B41-64 years
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Figure 2. Distribution of respondents based on school qualification (%o). Source: researched by the anthors, 2019
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Figure 3. Distribution of respondents based on their place of residence (%o). Source: researched by the authors, 2019
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Regarding school qualification more than half of
the respondents (53%) have tertiary qualification.
38% of the respondents have matura examination,
5% have a vocational diploma and 4% have a quali-
fication by the National Qualifications Register
(NQR).

Based on the results of the research on school
qualification, it can be concluded that 92% of the
respondents have a matura examination or a uni-
versity degree, so they are highly qualified (Figure

30
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2) Regarding the research, further important de-
mographic features of the sample were the place of
residence and the marital status.

Regards the place of residence 59% of the re-
spondents live in town or city, 25 % live in a coun-
ty town, and 4% live in the capital city.

On the whole, the proportion of the respondents
living in a village is 12% whereas 88% live in a
town or city (Figure 3).
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Figure 4. Distribution of respondents based on their marital status (%). Sonrce: researched by the authors, 2019

In the questionnaire we examined the proportion
of the respondents who raise a child or children, as
we assumed that their attitude can be different to
those who do not yet have the importance of pat-
enting. We found that 69% of the respondents
raise children and only 31% have not got children.
With respect to the marital status respondents liv-
ing in marriage or partnership have a significantly
higher proportion (Figure 4).

89% of the respondents have already had per-
sonal experience with a disabled person, but 11%
have not yet. The demographic research showed
that the questionnaires were filled in most likely by
persons who live in a town or city, are married,
middle-aged, have secondary or tertiary qualifica-
tion, raise children and have already had some ex-
periences with a disabled person. The sociodemo-
graphic features of the respondents reflect the so-
cial sensitivity of the respondents to the topic.

RESEARCH RESULTS
In the course of the research we have also exam-

ined how close connection the surveyed persons
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@ Divorced, live
separately

O Married, live in
partnership

@ Single

@ Widowed

are willing to accept with disabled persons. The re-
sults allowed us to rank the acceptance of different
social relationships. In case of persons with disabil-
ities the option with the highest rejection is being
born in the family and it comes before marital rela-
tionships in precedence.

On that basis it seems that for people apparently
the biggest challenge is to accept a person with dis-
abilities in the family as blood relation, or as an
own child. On the third place among the hardest
acceptable social relations with a disabled person is
the collegial relationship, it is followed by the
friendship, and at the very end comes the neigh-
bourship.

Attitudes reveal differences according to the type
of disability, therefore there is a rank in the ac-
ceptance of the different disabled groups as well.

Persons with intellectual disabilities have the
highest level of rejection in all social relationships,
and persons with speech impairment and sensory
(sight and hearing) impairment are in the middle
section, whereas persons with movement disabili-
ties enjoy the highest acceptance (Figure 5).
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Figure 5: Social acceptance of persons with disabilities by disability groups (Vo). Source: researched by the authors, 2019
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Results suggest that factors such as social rela-
tionship or the nature of disability may also influ-
ence the attitudes of the survey group with a higher
level of sensitivity. The conclusion can be drawn
that the respondents, based on their own experi-
ences and assumptions, rank barriers in society ac-
cording to the way they make life difficult for per-
sons with disabilities and for those who are in con-
tact with them. It can also be stated that the closer
the social connection, or as they suppose, the big-
ger trouble a certain type of disability may cause,
the less they would like to get in touch with the
disabled person concerned and the harder they find
it to cooperate with them.

More detailed information on the disability per-
ception of respondents can be obtained by analys-
ing the following questions (Figure 6). On a 5-
point scale respondents had to rate statements
concerning persons with disabilities and their situa-
tion (1: I do not agree at all, 5: I totally agree).
Based on their responses two statements seem to

27

M hearing-impaired
Bperson with movement disabilities

be above the average value (3), ie. the survey re-
spondents largely agree with them. One of the
statements: ,,School integration of persons with
disabilities is important for everybody” (average of
3.27), the other one is ,,Persons with disabilities
make people feel uncomfortable” (average of 3.67).
Agreeing largely with the first statement is a sign
that people approve of the disabled person’s inte-
gration and equal opportunities in education and its
significance is recognised, whereas the second
statement points out that it can be hindered by the
fact that people feel uncomfortable towards the
group concerned. So they feel ill at ease and do not
really know how it fits to behave around them or
how to get in touch with them.

Based on the responses we can claim that re-
spondents rejected (average of 1 to 2) the negative
characteristics of disabled persons for example that
they would enjoy privileges, take advantage of their
state, wouldn’t do anything to improve their state,
or would be unpredictable. It was also rejected,
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however not in the former extent (average of 2 to
2.2) that they are unable to work, they cannot suc-
ceed in sport, they are incapable of self-sufficiency,
they do not like to get in touch with others, or they
have appropriate accessibility. On the other hand
statements regarding their social situations pro-
duced other results (average of 2.5-3). Presumably,
they find it possible that poverty may affect per-
sons with disabilities more (2.57) and they consider
most of them live in special institutions (2.67).
These two former statements highlight the fact that
the respondents may believe that disability consid-
erably limits the social and economic possibilities
of the group concerned as they have to face disad-
vantages. Examining the average of the answers
given to each question, it can be concluded that the
respondents have a positive attitude towards per-
sons with disabilities, they value their abilities posi-
tively, but they consider their everyday life difficult

(Figure 0).

The next part of the questionnaire examines the
attitudes towards the sporting activity and sports
skills of persons living with disability. The survey
respondents could select ,,yes” if they agreed with
the statement, ,,no”, if they disagreed and ,,I do not
know” if they were uncertain. The majority agreed
with the following statements: ,,Athletes with disa-
bilities also participate in official international
competition” (85%), and ,,Athletes with disabilities
have their own national official competitions”
(65%). In case of the latter statement the propor-
tion of uncertain respondents was higher (32%).
These two statements are very general in terms of
sporting activities of persons with disabilities, since
the news of Paralympics gets to almost every citi-
zen during the Olympic Games. It allows us to as-
sume that this is the reason why the respondents

show higher level of awareness in this question.

Figure 6: How persons with disabilities are seen based on the average values of a 5-point. Source: researched by the anthors,

2019

People with disabilities ...

do not like to get in touch with others
most of them live in institutions
are incapable of self-sufficiency
are unpredictable
make people feel uncomfortable
cannot succeed in sport
are unable to work
are poor
do not do anything to improve their state
take advantage of their state
enjoy privileges
have appropriate accessibility
their school integration is important for. ..
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The number of those, however, is significantly
lower (22%) who agree that ,,Competitions of ath-
letes with disabilities are regularly broadcasted by a
TV channel”, almost half of the respondents (49%)
disagree with that statement, and one-third (29%)
is unable to tell. The conclusion can be drawn that
reports on this competitions are omitted from the
media so most people do not see them or know
about them. Regarding the integrated sporting ac-
tivity of persons with disabilities opinions are
mixed. More than half of the respondents (54%)
disagree with the following ,,Athletes with disabili-
ties do not like to pursue sport with others” alt-
hough 41% of them agree that ,,Disabled and non-
disabled athletes do not compete in the same

team”, and 32% think that ,,It is beneficial for pet-
sons with disabilities to compete in a separate team
from the non-disabled”.

However, it is positive that 40% disagree with the
latter statement. It can therefore be stated that the
respondents find integrated sporting activities im-
portant, but they also see advantage in the segre-
gated sport and competition and they feel that in-
tegrated sporting activities are not typical of per-
sons with disabilities.

In terms of financing we found that most of the
respondents, above 50%, feel that the state aid is
not enough and they think there are financing dif-
ferences in the field of sport among groups of per-
sons with disabilities (Figure 7).

Figure 7: Awareness of sports of persons with disabilities (%o).Sonrce: researched by the anthor, 2019
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Figure 8: Views on the role of the media coverage of the sport of persons with disabilities, based on the average values of a 5-

point scale. Source: researched by the author, 2079.
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The final part of the research examined the role
of the media in providing information on the sport
of persons with disabilities. Not only did we exam-
ine whether the respondents see or hear anything
about the sporting events organised for persons
with disabilities, but also if they are informed by
the media about the results or preparation of the
disabled persons. The survey respondents had to
rate the statements made in this regard using a five-
point scale (1: I do not agree at all, 5: I totally
agree) (Figure 8).

According to the respondents the media cover-
age of achievements in sport competitions of per-
sons with disabilities is perceived as low level, the
average was only 2.14. In their opinion especially
news about the disabled athletes’ preparation for
competitions is excluded from the mass media.

The surveyed respondents do not agree (average
of 1.81) with the statement that persons with disa-
bilities have sufficient amount of own sports pro-
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grammes, and it was rated higher (average of 2.67)
that sport of persons with disabilities should have
an own channel.

Based on the answers the conclusion can be also
drawn that the respondents find the role of the In-
ternet media more dominant compared to the tra-
ditional mass media (average of 2.87).

A peculiarity of the results is that none of the
statements reaches or exceeds the average of 3.
Therefore the averages spread between the I do
not agree at all’ and I partially do not agree’ values

The average values of only two statements are
near the value 3 (agree and disagree as well).

It sheds light on the fact that the respondents see
the information on the sport of persons with disa-
bilities as low level, but it also shows their overall
uncertainty with regards to the topic and they don
not feel it should be a key area in the lives of per-
sons with disabilities.
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CONCLUSIONS

The social involvement of persons with disabili-
ties is significantly behind that of the non-disabled
persons. Increase in the social involvement is posi-
tively influenced by integrated participation at lei-
sure, cultural and sports events. Both national and
international decrees point out the role of sport in
enhancing social inclusion, and they set common
goals in this regard. Tolerant social approach and
unprejudiced attitudes promote inclusion. Mass
media plays a significant role in informing and and
shaping public attitudes. The media can contribute
to raising the public’s awateness and sensitivity to
social issues through news on sports achievements
of persons with disabilities.

Demographic characteristic of the research
sample support previous research results according
to which school qualification, age, personal
experiences positively contribute to people’s tole-
attitudes.  The

respondents were typically middle-aged, urban

rant and accepting survey
citizens with higher level of education and have
already had experiences with disabled persons.
Based on the findings of the survey the following
conclusions can be drawn:

e It can be ascertained that factors such as

social relation or the nature of disability can
also influence the attitudes of the survey
group with a higher level of social sensitivity.
The acceptance of the closest emotional
connection enjoys the lowest level. Accepting
a person with disabilities as blood relation or
as an own child is the biggest challenge for
people to have.

Attitudes reveal differences according to the
type of disability. The bigger trouble a certain
type of disability may cause, the less they
would like to get in touch with the disabled
person concerned and the harder they find it
to cooperate with them.

They approve of the integration of and equal
opportunities for persons with disabilities.

31

The social integration can be hindered by the
fact that people feel uncomfortable towards
persons with disabilities. So they feel ill at ease
and do not know how it fits to behave around
them or how to get in touch with them.
Disability is believed to significantly limit the
social and economic possibilities of the group
concerned.

Integration in sport is considered to be
important, but segregated sporting activities
and competitions can also have advantages.

It is thought that integrated sporting activities
are not typical of persons with disabilities.
Compared to the mass media, the Internet
media plays a more dominant role in
conveying information on sports achieve-
ments of persons with disabilities. The media
coverage of achievements in sports compete-
tion of persons with disabilities is perceived as
the

preparation of athletes with disabilities is

low level. news about

Especially

excluded from the mass media.

The respondents perceive the information on
the sport of persons with disabilities as low
level, but the research results also shed light
on their overall uncertainty with regards to the
topic and they do not feel the sport should be
a key area in the lives of persons with
disabilities.

According to the above, more frequent media
coverage of sports news about persons with disa-
bilities would be essential. Previous research has
also confirmed that the youth mostly volunteer in
the field of competitive sport (67.5% ) and leisure
sport (48.5%) and they are less likely to take a role
in the sport of persons with disabilities (15,6%) and
that of the eldetly (13,5%), which is also due to the
fact that media coverage of the sport of these two
target groups is significantly lower than that of the
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competitive and leisure sport of the non-disabled
(Bacsné et. al. 2018). Information should be pro-
vided regularly on events such as unified sports
(I1). Unified sports involve teams made up of ath-
letes with intellectual disabilities and athletes with-
out disabilities. The organisation, Special Olympics
Hungary helps coaches and teams with methodo-
logical publications in order to increase inclusion.
Unfortunately, this technique is barely or not at all
present in the sporting system of other types of
disabilities, although it could be utilised anywhere
and it could bring the two “worlds” closer togeth-
er. This method enables not only sports profes-
sionals dealing with persons with disabilities, but
also their family members and acquaintances to get
familiar with this spirit and the special athletes
themselves. All this will result in a change in social
attitudes towards persons with disabilities.
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Abstract

The aim of inclusive education is to adapt educational requirements, educational organization and learn-
ing conditions to the needs and capabilities of each pupil in a multifaceted way. Inclusive education is im-
plemented by the educational systems of the European Union Member States. In Poland its history began
in the 1990s. Many activities are currently being undertaken to create the best possible conditions for the
development of the potential of each pupil. The school environment in cooperation with the family is re-
sponsible for taking all possible measures to eliminate barriers which prevent the child from being given
proper education. In particular, this task is related to the care for a child with disabilities.

In the Polish educational system, there are many forms of implementing the postulate of inclusive edu-
cation. It is worth emphasizing the activity of day-care centres which provide extra-curricular education
for children. The school day-care centre is a place where inclusive education is a daily practice. The article
presents a case study of the activity of a day-care centre in one of the schools with inclusive classes in
Krakow. The description of the day-care centre functioning made it possible to present the diversity of

activities undertaken in it. The data was extended by referring to the opinions of parents and children.

Keywords: inclusive education, inclusion, day-care centre, extra-curricular activities
Discipline: pedagogy
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Absztrakt
INKLUZIV OKTATAS TANORAN KIiVULI TEVEKENYSEGEKBE AGYAZVA. ESETTA-
NULMANY

Az inkluziv oktatas célja, hogy az oktatasi elvarasok, az oktatasi szervezet és a tanuldsi feltételek sokolda-
ltan igazodjanak minden egyes didk igényeihez és képességeihez. Az Eurépai Unid tagallamiban az inklu-
ziv oktatds az oktatasi rendszerek szerves része. Lengyelorszag az 1990-es években kapcsolodott be a fo-
lyamatba. Jelenleg szamos modszerrel igyekeznek a lehetd legjobb fejlesztési lehet&ségeket biztositani
minden egyes diak szamara. Az iskolai kdrnyezet a csaladdal egytittmikodve felelés azért, hogy a gyermek
megkapja a szamara megfelel§ oktatast. A megfelel6 fejlesztés biztositasa killonds jelentéségl a fogyaték-
kal él6 gyermekek esetén. A lengyel oktatasi rendszer szamos lehet6séget biztosit az inkluzfv oktatds al-
kalmazasara. Fontos hangsilyozni az iskolai napkézik azon tevékenységét, amelyek délutani nevelést biz-
tositanak a gyermekek szamara. Az iskolai napkézi az a hely, ahol az inkluziv nevelés napi gyakorlat. A ta-
nulmany egy krakkoi, inkluziv oktatast folytato iskola napkézi tevékenységét mutatja be. A napkdézi otthon
lehet6vé tette, hogy bemutassuk az ott foly6 valtozatos tevékenységeket. Az adatgytjtés soran a szil6k és a
gyermekek véleményét is kikértiik.

Kulcsszavak: inkluziv nevelés, inklazi6, napkézi, tanoran kivili tevékenységek
Diszciplina: pedagbgia

Introduction The description and assessment of the activity of

Inclusive education as a development within sys-  a day-care centre in one of the primary schools in
temic changes is implemented in countries where a ~ Krakow (Poland) will throw some light on the
vast majority of children have access to education,  specificity of inclusive education and enable indi-
but the extent of the access is not equal due to de-  cating the directions of its further development.
velopmental disorders or disability (Chrzanowska,
2018). The main goal of inclusive education is to Inclusive education in Poland
provide such pupils with equal opportunities to Inclusive education in Poland is the result of
gain education and integrate them at all levels of many years of experiments and reflection on edu-
education (The Polish Ombudsman, 2012). cation of children who have individual develop-

The idea of inclusive education has been imple- mental and educational needs. It can be maintained
mented in Poland for several years, which allows that the system of special education in Poland cur-
for an assessment of the current level of education-  rently covers three main areas, i.e. segregation, in-
al inclusion. The many areas of its implementation  tegration and inclusion. Their common feature is
include day-care centres where extra-curricular ac-  the demand for equality of all pupils before the law
tivities are provided for pupils with both standard and equal opportunities to choose an individual
and special developmental and educational needs. path of education (Szpak, 2017). The differences
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concern the ways of achieving the educational
goals. The segregation system assumes a selection
due to disability and education in special schools.
The departure from these standards led to the de-
velopment and implementation of inclusive educa-
tion, which made it possible for a child with a disa-
bility to participate in school life; the focus, howev-
er, was still on their deficits. It was only in 2014
that changes were made to the education system in
Poland, which allowed to adopt and implement the
idea of inclusive education (Szpak, 2017). It is sig-
nificant that in subsequent years, the term ‘pecial
edncational needs’ started to be replaced by the term
individual developmental and educational needs’ in legisla-
tion (Regulation of the Minister of National Educa-
tion of 9th August 2017), which is evidence of the
positive changes taking place in Polish education.
The understanding of inclusive education is closely
linked to the the
UNESCO:

“Inclusion is seen as a process of addressing and

definition presented by

responding to the diversity of needs of all learners
through increasing participation in learning, cul-
tures and communities, and reducing exclusion
within and from education. It involves changes and
modifications in content, approaches, structures
and strategies, with a common vision which covers
all children of the appropriate age range and a con-
viction that it is the responsibility of the regular
system to educate all children” (UNESCO, 2019).

The above definition highlights all relevant as-
sumptions and areas of education of pupils with
special educational needs. Moreover, unlike segre-
gated and integrative education, the definition as-
sumes that integration will take place in a com-
pletely different way: “Rather than being a marginal
issue on how some learners can be integrated in
mainstream education, inclusive education is an
approach that looks into how to transform educa-
tion systems and other learning environments in
order to respond to the diversity of learners”
(UNESCO, 2019).
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An important assumption of this education is
that a child with a disability should be able to par-
ticipate in education at the institution closest to
their place of residence (Regulation of the Minister
of National Education of 9th August 2017), which
contributes to social inclusion of their family. Does
the acceptance of these assumptions mean that
every Polish school will create suitable conditions
for education of all learners? This question is large-
ly rhetorical since the success of inclusive educa-
tion depends on a large extent on the attitudes of
the people responsible for education (headmasters,
teachers and other staff) and those who participate
in education as pupils or their parents (Szczepkow-
ska, 2019). Thus, an illustrative analysis of this en-
vironment is justified.

The school environment and its inclusive ac-
tivities

The activities of the school environment aimed at
implementing inclusive education are carried out
along two lines. The first line involves taking for-
mal actions as defined by the education law. The
second way is to try to change the perception of
disability and integration by those involved in edu-
cation. It is estimated that approx. 30% of pupils in
Polish schools are currently those with special edu-
cational needs, with even 40% in preschools (Las-
ka, 2019). Thus, in each school there are pupils
who require an individual approach and adaptation
of the educational process to their developmental
and educational needs as well as psychophysical
abilities. This poses a major challenge to the school
environment, which is matched by measures taken
to sensitise pupils to the needs of others. In order
for the objectives of inclusive education to be
achieved, all pupils, regardless of their own abili-
ties, must learn this and identify with such an idea
(Bednarz, 2015). Pupils should be supported within
their family environment and by teachers, who
should have the following skills if they work with
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children with varied developmental and educational
needs and psychophysical abilities:

e to recognize the needs and abilities of chil-
dren and act in accordance with that recog-
nition;
to use methods and forms of work that are
effective in teaching children and their learn-
ing;
to grade pupils;
to collaborate with their pupils’ parents;
to collaborate with other teachers;
to solve problems and take advantage of the
support from educational institutions;
to include, on a continuous basis, issues
concerning values, interpersonal communi-
cation, prevention and patriotism in the ed-
ucational process (Laska, 2019).

The skills listed above are not fundamentally dif-
ferent from what is expected of any teacher,
whether they work with pupils with standard or
special developmental and educational needs.
However, with regard to the objectives of inclusive
education, these skills take on added importance as
they enable the integration of actors in the educa-
tion system. Inclusive education in preschools and
schools can be pursued take using various forms of
classroom, extra-curricular and out-of-school activ-
ities. Worthy of notice are extra-curricular activities
that take place at school, most commonly at the

day-care centre.

School day-care centre as a place of educa-
tional inclusion

The day-care centre plays a significant role in ful-
filling the tasks related to care and education by the
school. It is also an important form of assistance to
the child and the family. It is an example of an in-
tra-school care and education facility that supports
and complements the work of the school in all the
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aspects of care, education and teaching as well as in
the preventive and therapeutic impacts (Pery,
Kmita, 2014). The amendment to the Act on the
Education System of 2014 introduced the necessity
to provide day-care activities for primary school
pupils and to enable schools providing special edu-
cation to organise such activities. The main under-
lying reason was the difficulties related to the par-
ents’ long working hours and consequently to
transport to and from school. The number of pu-
pils in a day-care centre under the care of one
teacher was limited to 25; however, at mainstream
schools the number of pupils under the care of one
teacher corresponds to the number of pupils re-
quired for a special class to be formed (Act of 24th
April 2014 amending the Act on the education sys-
tem). Day-care centres in primary and special edu-
cation schools provide day-care activities “taking
into account the educational and developmental
needs of children and adolescents, as well as their
psychophysical and physical abilities, in particular
activities that help to develop pupils’ interests, ac-
tivities that ensure their proper physical develop-
ment and help pupils with their homework™ (Act
of 24th April 2014 amending the Act on the educa-
tion system).

In order to implement the above requirements,
the school headmaster should have a day-catre
room prepared and equipped the according to the
needs and constraints of all the children including
pupils with disabilities. Schools where there is a
need for it may, with the approval of the relevant
body, employ educators specialising in particular
areas, such as deaf education, education of people
with intellectual disabilities or education of the
blind. They can also use the help of psychologists,
speech therapists or other therapists.

The headmaster may allocate tasks to teachers
who support children with individual developmen-
tal and educational needs or to teacher assistants in
such manner that some of their tasks are related to

supporting children during their stay at the day-
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care centre. The school headmaster has the right to
take on volunteers to help at the day-care centre
under a relevant agreement (Szczepkowska, 2019).

The implementation of the changes enabling the
pursuit of inclusive education at school day-catre
centres was evaluated by the Supreme Audit Office
in 2017. As a result, it was found that the care
functions were performed correctly at the day-care
centres in most of the schools that were inspected.
Some shortcomings, however, were found; they
were mainly due to the fact that “ significant pro-
portion of the pupils enrolled at the day-care cen-
tres were not provided with the opportunity to par-
ticipate in activities which would take into account
their identified individual interests and educational
needs, the implementation of which would pro-
mote each pupil’s psychophysical”(Supreme Audit
Office, 2014, 2017).

These briefly presented results of the evaluation
of the functioning of school day-care centres in the
perspective of inclusive education provide inspira-
tion to make constructive changes in the organisa-
tion of the care and education activities provided at
day-care centres. In order for such changes to
bring about an improvement in the operation of
day-care centres, it is necessaty to carry out evalua-
tions of the individual educational institution in
this respect. This requirement defined the objective
of the research carried out.

Own research

This research provides a case study of a day-care
centre in one of the primary schools with inclusive
classes in Krakow. The day-care centre serves regu-
larly 75 pupils, mainly at the early education level.
The school day-care centre is open from 7 am to 5
pm with a break when children have lessons (8.50
to 11.20). Care is provided by 4 educators. They are
joined by other teachers and also special educators

if necessary.
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During the morning activities (7 am to 8.50 am)
children spend time relaxing with music, playing
board games or preparing for lessons. During this
time, the children work in one group. During the
afternoon activities (11.20 am to 5 pm) pupils are
divided into three age groups. For each day there is
a schedule which includes time for free play, addi-
tional activities (e.g. dancing, art, music or reading
activities), time for learning teamwork and home-
work time.

The day-care centre is used by healthy and non-
disabled children as well as those with mild and
moderate intellectual disabilities, children with As-
perger’s syndrome, autism spectrum disorder and
motor disabilities. The purpose of the work done at
the day-care centre is to include all members of the
group to the activities before and after the lessons,
to teach them respect for each person and the skill
to work together with their peers.

The research carried out in November 2019 is
the first stage of the evaluation of the activities at
the day-care centre initiated by the school man-
agement. Further research is planned for June
2020. Parents and children attending the day-care
centre were asked to fill in a questionnaire to eval-
uate the work of the day-care centre. For this pur-
pose, questionnaires (different for children and
parents) prepared by the teachers of the day-care
centre and approved by the headmaster were used.
The survey resulted in 22 questionnaires from first-
form pupils and parents, 14 questionnaires from
second-form pupils and parents, and 6 question-
naires from third-form pupils and parents, i.e. 42
questionnaires in total. Despite the relatively low
response rate, the research material contains in-
formation that is worth analysing.

The parent questionnaire contained 7 questions.
Respondents rated the functioning of the day-care
centre on a scale of 1-5 where 1 represents the
worst rating and 5 the best. The items evaluated
comprised the division of the day-care centre into

age groups, the level of satisfaction with the care
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provided to children, the offer of additional activi-
ties and reliability of information provided by day-
care centre teachers. The parents were also asked
to indicate activities that were missing in their
opinion and to list the strengths and weaknesses of
the centre.

The pupil questionnaire contained 4 questions.
Children responded in the presence of their parents
and indicated whether or not they enjoyed spend-
ing time at the day-care centre, what they liked
most and what they did not like at the day-care
centre; they also indicated what they missed most.
At the end, space was left for any suggestions from
parents and children.

Analysis of results
The first analysis concerned the results of the sur-
vey conducted among the parents. The first ques-
tion in the questionnaire was, How do you rate the
division into age groups at the day-care centre?’ The par-
ents were also asked to justify their statement. The
parents’ justifications were divided into groups of
positive and negative opinions concerning the age
division. The parents of first-form pupils pointed

out the positive aspects, such as building relation-
ships with peers, easier integration, special care and
the lack of discomfort due to the presence of older
children, as well as one negative aspect, i.e. the lack
of contact with older children. The parents of sec-
ond-form pupils pointed to building relationships
with the peers and less noise as the positive effects
of dividing children into groups. They also men-
tioned the negative sides, i.e. the lack of integration
with older children, the necessity to contact and
help younger children and the sense of superiority
among children from the second form. The parents
of third-form pupils, in turn, indicated adjustment
to their children’s emotional and social develop-
ment, similar interests and ease of establishing con-
tacts as positive. On the other hand, they negatively
assessed the organization of games and additional
activities.

The question about the level of parents’ satisfac-
tion with their children’s participation in the day-
care centre activities allowed to obtain data which
have been presented graphically in Figure 1. It pre-
sents the average ratings for each parent group (1-
5).

Figure 1: Parents’ level of satisfaction with care provided at the day-care centre. (By the Authors)

JRD FORM PUPILS' PARENTS

2ND FORM PUPILS' PARENTS

15T FORM PUPILS' PARENTS
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The presented results show that the parents of
first-form pupils gave the lowest rating of care in
the day-care centre (4.19) the parents of second-
form pupils had much higher rating (4.71) and the
parents of third-form pupils had the highest rating
(4.83). The order of the ratings corresponds to du-
ration of the parents’ collaboration with the day-
care centre. This means that the parents of third-
form pupils have been working with the day-care
centre for the longest time - the third year, and the
parents of first-form pupils rate the day-care centre
based on a period of about three months. As can
be noticed, a closer familiarity with the functioning
of the day-care centre increases the parents’ rating.
This may also be influenced by the fact that parents
who have been working with the day-care centre
team for a longer period are more familiar with
their difficult working conditions and see their
commitment.

The parents could also justify their assessment
which 27 parents did. The comments included the
following, the most common categories: involve-
ment of staff, satisfaction with care, the opportuni-
ty to talk, and to communicate information about
children's behaviour.

The next question parents answered was, ‘Please as-
sess the reliability of the feedback you get from the educators
about your child (successes and difficulties)’. The average
ratings are shown in Figure 2.

The question about the reliability of the infor-
mation provided by the teachers working in the
day-care centre is related to the task of observing
the pupils and passing on information and observa-
tions to parents. The results presented show that it
is the parents of children in the third-form that
give the highest ratings for the reliability of the
teedback with the average being 5.

The parents of children in the second-form give
an average rating of 4.93 while the parents of chil-
dren in the first-form give a rating of 4.14. Thus,
the responses correspond to those to the first ques-
tion. It can be assumed that the assessment of the
communication channel between teachers and par-
ents is varied but relatively high.

This means that parents are convinced that they
receive information about their children’s behav-
iour, development and needs to a satisfactory ex-

tent.

Figure 2: Reliability of feedback in parents’ opinion. (By the Authors)

3RD FORM PUPILS' PARENTS

2ND FORM PUPILS' PARENTS

15T FORM PUPILS' PAREMNTS
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The next two questions concerned the strengths
and weaknesses concerning the work of the day-
care centre. The parents were asked to provide a
response in the form of an open statement. The
most frequent responses have been presented in
the Figure 3 below. The percentage results in
Graph 3 and the following ones do not add up as
the respondents could provide more than one
statement.

The parents surveyed considered good time or-
ganisation to be the main strength of the day- care
centre's work. As a strong point of the day- care
centre's work 33.3% of parents of third-form pu-
pils, 31.8% of parents of first-form pupils and
21.4% of parents of second-form pupils indicated
it. Moreover, parents of children from the third-
form also pointed out the stock of toys in the day-
care centre. It is worth emphasizing the good ori-
entation of parents in the areas of activities under-
taken in the day-care centre.

It probably results from their cooperation with
teachers working in the day-care centre and discus-
sions with children about day-care activities.

Parents do not only notice the strengths of the
day-care centre. The request to identify its weak-

nesses allowed to obtain data which are presented
in Figure 4.

The presented results show that parents see a
shortage of sports activities or going outside the
school building, as well as a need for more space
for their children. Especially the parents of second-
form pupils (21.42%) and third-form pupils
(16.66%), while the parents of first grade pupils
rarely mentioned physical activity as a weakness of
the day-care centre (4.54%). Parents are aware that
their children are developing and need more and
more space to function comfortably. It can be pre-
sumed that children also show this need at home,
which increases their parents' sensitivity in this re-
spect. The parents of students from the first
(13.63%) and second form (7.14%) also pointed to
the negative impact of the fact and the way chil-
dren's behaviour is assessed. There were also opin-
ions indicating a difficulty in agreeing with the
teacher of a given group - the highest percentage of
parents of students from second-form (21.42%),
followed by first-form (18.18%), while the parents
of students from third-form did not mention the
difficulty in agreeing with the teacher as a weakness
of the day-care centre's work.

Figure 3: Strengths of the day-care centre in parents’ opinion (By the Authors)

3RD FORM PUPILS' PARENTS

2ND FORM PUPILS' PARENTS

15T FORM PUPILS' PARENTS

0%  10%

= work organisation

208 30% 405

= extra-curricular activities
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Figure 4: Weaknesses in the work of the day-care centre in parents’ opinion (By the Authors)

3RD FORM PUPILS' PARENTS

2ND FORM PUPILS' PARENTS

15T FORM PUPILS" PARENTS

0% 5%

Way of assessing behaviour

» Children’s negative behaviours

Therefore, it seems appropriate to work on posi-
tive reinforcement that might create more space to
motivate children to change their behaviour for the
better. This is related to another weakness in the
work of the day-care centre, which parents men-
tioned. Negative children's behaviours, which af-
fect the atmosphere of the classes, were mentioned
by parents of first-form pupils (9.09%) and second-
form pupils (7.14%).

The the

curricular activities offered by the day-care centre.

final questions concerned extra-
Their assessment by the parents of children of the
third-form pupils was the highest, (4.64), followed
by the parents of the first-form pupils, which was
4.64. The parents of children of the second-form
assessed the extra-curricular activities as 4.5, which
gave the worst result. The marks may be related to
the next question in which the parents listed the
extra-curricular activities which in their opinion are
missing in the day-care centre work schedule. Lan-

guage and sports activities were the most frequent.

10% 15%

20%

= Difficulties in collaboration with the teacher

® Motor activities; need for space
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The parents of first-form students also pointed out
the need for more hours of programming classes.

The next questions were addressed to the chil-
dren. They completed the survey in writing in the
presence of their parents. The question whether
children like spending time in the day-care centre
was answered positively by 100% of children. The
second question was: ‘What do you like most in the
day-care centre? The most frequent answers are pre-
sented in Figure 5.

The areas of activity particulatly liked by children
from all the forms mentioned above are extra-
curricular activities and free play time - the highest
percentage of choices among third-form pupils
(83.33%)), followed by first-form (45%) and sec-
ond-form (28.57%). Children from the second-
form also point to the staff working in the day-care
centre (28.57%), emphasizing their positive contri-
bution to the score of day-care centre activities, al-
so children from the first-form (18.18%) consider
the staff as an strength of the day-care centre. In
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Figure 5: The strengths of the day-care centre in the pupils’ opinion. (By the Authors)
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the light of the analysis of the results, the populari-
ty of extra-curricular activities is also noticeable.
45.54% of first-form pupils, 28.57% of second-
form pupils and 16.06% of third-form pupils indi-
cated them as the strength of the day-care centre's
work. Motor activities are also attractive for pupils,
13.63% of first form pupils and 7.14% of second
form pupils consider them to be a liked element of
the day-care centre's work. Then the children were
asked to answer the question: What do you dislike
most about the day-care centre?’

The responses are shown in Figure 6.

Based on the data contained in Figure 6, it can be
assumed that, in the opinion of the pupils, the big-
gest weakness in the functioning of the day-care
centre is noise. 28.57% of second-form pupils indi-
cated it as a weakness of the day-care centre, fol-
lowed by first-form pupils (27.27%) and third-form
pupils (16.66%). It is generated by the pupils them-
selves, but it is perceived negatively by them.

It causes tiredness, difficulties in concentration
and communication. A factor contributing to noise

is the limited space of the school, which causes

30%
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many children spending time in one room. Noise is
also caused by the fact that the age of the group
varies, as well as various individual difficulties of
the students, confirmed in diagnoses established at
psychological and educational counselling centres.
Teachers make efforts to counteract the noise
using assessment of the pupils’ behaviour as a tool
for this purpose, but it meets with low acceptance
by children. The pupils surveyed pointed out that
the team activities needed improvement. Most pu-
pils from first-form see it as a negative aspect
(22.72%), followed by second-form pupils
(21.42%) and least third-form pupils (16.66%).
Working together is a big effort for them. It can be
assumed that this difficulty is due, among other
things, to the fact that the children’s educational
needs vary a lot. Perhaps teachers do not always
manage to motivate their pupils to cooperate
properly or to apply the right methodology when
working with such a varied group. The children’s
indications show that the issue of integration and
cooperation in a group is still a challenge for the
team of teachers. The same applies to the
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Figure 6: Weaknesses in the work of the day-care centre in the pupils’ opinion. (By the Authors)
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assessment of behaviour, which was indicated by
the pupils as a weak element in the work of the
day-care centre. It was negatively assessed by the
first-form students (22.72%) and second-form stu-
dents (7.14%). 16.66% of the third-form pupils in-
dicated problems with the teacher and specific ad-
ditional activities which are not interesting.

Summary

A school day-care centre is a space for care and
educational activities. It is a place where the idea of
inclusive education can be successfully implement-
ed. Children, regardless of their limitations, can
spend time together before and after lessons, and
the teacher should create the right conditions to
support their development. The case study pre-
sented shows that the implementation of educa-
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tional ideas always encounters difficulties, but these
can be overcome. Such a process is taking place in
the day-care centre under scrutiny. Taking into ac-
count the difficult conditions for inclusive educa-
tion and the shortage of space in the school, the
positive opinion concerning the functioning of the
day-care centre should be emphasised. This score is
high in most of the areas examined, which provides
grounds for optimism regarding the process of im-
plementing inclusive education in Poland.

The shortcomings that have been noted in con-
nection with inclusion activities indicate that con-
stant effort is required in order to optimise the
work of the team of teachers as well as support
from the authorities responsible for the school.
This would enable e.g. more frequent outings,
more sports activities or a modification of the be-
haviour assessment system. Pupils’ opinions indi-
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cate the areas that should still be present in the of-
fer of the day-care centre, e.g. extra-curricular ac-
tivities or free play. The need for freedom in the
choice of activities and their forms determine the
next stage in the development of the day-care cen-
tre scrutinised in this study.
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Abstract

Most of the Roma settlements in Croatia are spatially segregated from the settlements of the majority
population. Specific cultural elements constitute the ethnic border towards the local population, making it
difficult and reducing the possibility of their integration into the majority population. One of the results of
that segregation is the unfamiliarity of the Roma children with the language of the majority population.
This unfamiliarity with the Croatian language is a big obstacle for the integration of the Roma children in-
to the Croatian society through school education. Starting from Grade 1 they follow the regular school
curriculum. Two of the subjects that are taught from the very beginning of their primary school education
are Natural Science and English as a foreign language. In this paper the authors present the results (a sta-
tistical analysis and discussion) of their research study. It compares the familiarity of Roma and Non-
Roma Grade 4 children (age 10) with some biological terms in English as a foreign language. Based on
their results of their research, the authors suggest modifications of school curriculum for Roma children
that would enable their better school achievement and subsequently their easier integration into the Croa-
tian society.

Keywords: biological terms, English, Roma and non-roma school childrens
Discipline: pedagogy
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Absztrakt

NEGYEDIK OSZTALYOS ROMA ES NEM ROMA TANULOK OSSZEHASONLITASA AN-
GOL NYELVU TERMESZETISMERETTEL KAPCSOLATOS KIFEJEZESEK ISMERETE ALAP-
JAN

Horvatorszagban a legtobb roma teleptilés szegregaltan helyezkedik el a t6bbségi tarsadalom életterétol.
Lokalis szinten az etnikai hatart néhany jellegzetes kulturalis tényez6 képezi, ami megneheziti a t6bbségi
tarsadalomba valé integralédas lehetéségét. A szegregaci6 egyik legf6bb kévetkezménye, hogy a roma gye-
rekek nem sajatitjak el megfelelSen a tobbségi tarsadalom nyelvét, ezaltal az iskolai oktatdson keresztiil
megval6sithatd integracié komoly akadalyba ttkézik. A tanulék mar altalanos iskola elsé osztalyatdl tanul-
nak természetismeretet és angolt mint idegen nyelvet. Ebbdl kiindulva, jelen tanulmany arra vallalkozik
(statisztikai elemzések és diskurzusok felhasznalasaval), hogy negyedik osztilyos roma és nem roma tanu-
16kat hasonlitson 6ssze, abban a vonatkozasban, hogy milyen természetismerettel kapcsolatos kifejezéseket
ismernek angol nyelven. A kutatasi eredmények alapjan a szerzék javaslatokat fogalmaznak meg a roma
tanulok oktatdsaval kapcsolatban, abban bizva, hogy a tantervi valtoztatasok kévetkeztében jobb tanulma-
nyi eredményeket tudnak majd produkalni, s ezzel a horvat tarsadalomba valé integralédasuk is 4j iranyt

VEesz.

Kulcsszavak: természetismeret, angol nyelv, roma és nem roma tanulok
Diszciplina: pedagogy

Introduction who is a qualified teacher for that foreign language.

The research study presented in this paper is a  Many primary school children also take Religious
comparison of the familiarity of Grade 4 Roma and ~ Education as an optional subject starting from
Non-Roma school children with some biological ~ Grade 1. It can be learnt through the whole dura-
terms in Croatian and in English as a foreign lan-  tion of Primary School and it is also taught by a
guage (EFL). teacher who is not a regular class teacher but a

Croatian Primary School lasts eight years. Chil- qualified teacher for that subject. In the latter
dren start attending it when they are six or seven  (higher grades) children have more subjects and
years old. It is divided into two parts: the so-called  they are all taught by a different qualified teacher.
lower (Grades 1-4) and higher grades (5-8). In the In Grades 1-4 children learn about biological terms
former children are taught all the core subjects: in the subject that is called Science and Social Stud-
Croatian (first language for over 90% of the popu- 1ies (in Croatian: prirodaidrustvo). In English speak-
lation), Mathematics, Natural Science, Music, Arts  ing countries it is usually referred to as Science.
and Physical-Health Education by a single class Research for this study was interdisciplinary and
teacher. English or some other foreign language was carried out in the Medimurje County. The re-
(German, Italian or French) is also taught as an ob-  searchers were three scholars and teacher trainers
ligatory subject from Grade 1 by another teacher employed at the Faculty of Teacher Education of
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the University of Zagreb: a biologist, a pedagogue
and a linguist. They were interested in this topic
because of the characteristics of the Roma national
group and their educational problems and their

problems with integration into the Croatian society.

Roma National Minority

in Croatia and their problems

of integration into the Croatian society

According to the results of the 2011 census
(Drzavnizavod za statistiku, 2011) there are 16.975
members of the Roma national group in Croatia, or
0.4% of the whole population. They are the fifth
largest national minority group of 22 that are rec-
ognized in the country. Larger minority groups in
Croatia are Serbs (186.633 or 4.36%), Bosnians
(31.478 or 0.73%, Italians (17.807 or 0.42%) and
Albanians (17513 or 0.41%).

The same source reveals that the most of the
Roma live in the northern part of the country. 5107
Roma live in the Medimurska County. It is the
smallest one in Croatia and Roma constitute 4.49
% of the whole population of that county and are
the largest national minority in that area. Most
Roma in that county state Romanian as their first
language and not Romani Chip which is a very
common first language among Romani population
in the rest of the country.

Roma are an ethnic minority group that are least
integrated into the modern Croatian society of all
ethnic minorities. There are two main reasons for
this. The first relates to the extremely high level of
prejudice and stereotypes of the majority popula-
tion. The consequence of this is the high social dis-
tance (Hrvati¢, 1996), and the problem of social
and spatial segregation of the Roma community
(Banovac and Boneta, 2006). Another major prob-
lem is the lack of competencies of Roma children
in their own language. This means that Roma chil-

dren do not only learn Croatian lexemes, but no-

49

tions and concepts behind these lexemes (Novak
Mili¢, 2007). Many researchers dealing with the is-
sue of Roma in Croatia agree that education is the
best way to integrate the Roma community into
Croatian society (Hrvati¢, 2000, Suéur, 2000; Dra-
gun, 2000). The authors of this paper agree with
Stambuk (2000) who points out that "insisting on
training and progress on that plan are a long-
lasting, expensive and difficult way, but truly the
only one that will produce results in the future, and
is therefore the only rational one in this re-
spect."Progress in learning of Roma students is
largely determined by the specificities and character
of the Roma community. Roma communities rep-
resent an environment that does not favor educa-
tion sufficiently (Lapat and Slezak, 2011).

Roma in the Medimurska County where the re-
search for this paper was conducted also live main-
ly in their small settlements that are spatially segre-
gated from the majority population. One of the re-
sults of that segregation is also the unfamiliarity of
the Roma children with Croatian as the majority
language. The consequences of this unfamiliarity
with the language of instruction and of their ethnic
and cultural characteristics are that Roma children
are currently lagging behind other school children.
Their advancement in learning Croatian is usually
slow. As a result of the school enrolment they are
supposed to become bilingual and reap some ad-

vantageous of bilingualism.

TIMSS (Trends in International Mathemat-
ics and Science Study) Reports 2011 & 2016

In 2011 Croatian students took part in the
TIMSS research study (BuljCulej, 2016). According
to 2011 Report on the Results for the Reference
Levels for Natural Science, Grade 4 students have
the basic knowledge of the thematic domains of
the Science of Life, Physical and Chemical Sciences
and the Earth Science. Students know the basic
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facts about human health, ecosystems and the
physical characteristics and behavior of animals.
Croatian Grade 4 students were surveyed again in
2016 (Slobodna Dalmacija, 2016). They progressed
in every sense and were above the standard. In
Natural Science they were 18™ in the world and
ninth in BEurope of the total of 47 countries that
took part in the survey. They got 33 points more
than the required average. They got 17 points more
than their peers in 2011.

Guidelines from this study were also taken into
consideration when the authors constructed their
achievement tests for the familiarity of students
with biological terms in Croatian and in EFL. See
6.3.

Bilingualism

and foreign language teaching

Since 1960’s it is generally accepted that a child
can benefit from growing up with two languages.
Peal and Lambert’s study (1962) has shown that
bilingualism can result in higher verbal and non-
verbal intelligence. According to Hamers and Blanc
(2000) bilingual children show advanced metalin-
guistic awareness in their control of language pro-
cessing. Cognitive effects of bilingualism appear
early in the process of bilingualisation and they do
not require high level of bilingual proficiency or
balanced competence. Bialystok mentions that bi-
lingual children are aware at an earlier stage of the
arbitrariness of the linguistic sign and that they can
focus their attention more intensely on a particular,
more important segment of information so that
they can easily exclude redundant information (Bi-
alystok, 2001). This enables the working memory
to process more information. Jessner has pointed
out that this metalinguistic awareness is a key ele-
ment that makes it possible for bilingual students
to learn easier a new FL than their monolingual
counterparts (Jessner, 2006; 2008). However, it
should be noted that some authors have warned
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that improper and inappropriate treatment of chil-
dren in their growing up with two languages during
educational development can sometimes even have
negative effects (Cummins, 1979; 1981; 1991;
Verhoeven, 1991; 1994). These two authors have
warned that wrong educational development can
end up in potential semilingualism of children.

Research with bilingual children that are mem-
bers of other national minorities in Croatia (mainly
Italian and Czech) have shown that bilingual chil-
dren can outperform monolingual (Croatian)
schoolchildren in learning English as a foreign lan-
guage (EFL). Bilingual children achieved better re-
sults in EFL in listening skill (Legac, 2007), speak-
ing skill (Legac, 2014a), writing skill (Legac, 2014b).
It was also shown that they had better results in
affective factors in EFL than monolingual students.
They had lower foreign language anxiety in all stag-
es of the foreign language process (Mihaljevié
Djigunovi¢ and Legac, 2008; Legac, 2012), they
were less shy (Legac, 2008) and were more moti-
vated to learn EFL (Legac, 2009). However, the
research in learning foreign languages (English and
German) with Roma national minority in Croatia
has shown different results. They had lower grades
and had higher foreign language anxiety (Legac,
Mikulan and Siroci¢ 2006), and had a lower self-
concept in learning a foreign language (Legac and
Filipan-Zigni¢, 2004).

Aim of the study

The aim of this study was to explore the familiar-
ity with biological terms in Croatian and in EFL in
Roma and Non-Roma Grade 4 Primary School
students. The following two hypotheses were test-
ed:

* H1 — Familiarity with biological terms in

Croatian will be lower in Roma than in
non-Roma students.
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H2 — Familiarity with biological terms in
EFL will be lower in Roma than in non-
Roma students.

Both hypotheses were grounded on the results of
the research studies and literature mentioned in the
chapters above.

Methodology

Variables and problems of evaluation and as-
sessment

Five variables were tested in this research study.
Three of them were school grades in three subjects
that were important for our research study: school
grades in Croatian, school grades in EFL and-
school grades in Natural Science and two of them
were students familiarity with biological terms: fa-
miliarity with biological terms in Croatian and fa-
miliarity with biological terms in EFL. They were
tested on two groups of participants: Roma and
Non-Roma Primary School children. In Croatian
Primary School students’ achievement is measured
with grades. For each subject they are given one of
the following five grades: excellent (5), very good
(4), average (3), sufficient (2) and insufficient (1).
Grade insufficient (1) means that a student has
failed. There are different attitudes towards evalua-
tion and assessment and there are different percep-
tions about it as well as. Evaluation is usually de-
fined as the assignment of a certain grade for stu-
dent achievement according to agreed criteria
(Matijevi¢, 2004). Cindri¢ et al. consider it to be a
process in achieving set goals and curriculum prin-
ciples (Cindri¢, Miljkovi¢ and Strugar, 2010). These
approaches to the assessment coincide with the
opinions of teachers who feel that students do not
learn for themselves, but rather to have a "posi-
tion" among their peers, to be subordinate to the
teacher, school, and later to their college or univer-
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sity and finally to their workplace (Kacapor, 2003).
The basic purpose of assessment is to achieve the
best organization and realization of learning (Krulj,
Kacapor and Kuli¢, 2003). Evaluation has multiple
functions:

1) diagnostic - student, teacher and parent get
feedback on the achieved results in learning;

2) prognostic - a good grade encourages the stu-
dents to do even better work, and a worse grade
indicates to the student (teacher and parent) the
need for a change in work effort, learning and
teaching; and

3) motivational - assessment in form of grades
can serve as a means of extrinsic motivation for
students.

Evaluation and assessment in form of grades in
primary school can in addition to all the possible
positive effects also have many disadvantages that
depend on the teacher as a measuring instrument:
personal equation, “first impression” effect, logical
error, middle error, error of differentiation, error of
contrast and tendency to adjust the criteria for as-
sessing the quality of one particular student group
(Grgin, 1986).This last tendency of adjusting the
criteria is probably present in all schools but it
might also play even amore important role in giv-
ing grades to Roma minority students. It is possible
that in their efforts to encourage positive discrimi-
nation of Roma minority, teacher sometimes give
better grades to students that they really deserve.
This means that a student can get a positive grade
for their achievement although for the same
achievement another student from a different
group would be given a fail. This was a reason big
enough for these three researchers to design their
own achievement test that would be used for
measuring achievement with participants in this
study.
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Participants

A total of 57 Croatian Roma and non-Roma
Grade 4 Primary School students from the Medi-
murje County took part in the study. 31 of them
were boys and 26 were girls. They were all about 10
years old at the time of data collection. They at-
tended four different schools in and around the
county capital. Their class teachers and their Eng-
lish as a foreign language teachers were all qualified
teachers with a similar teaching experience. The
participants were assigned to one of the two
groups: Roma (26 students) and non-Roma (31
students). The non-Roma group was the controlled
group for our research study. Table 1 below illus-
trates the breakdown of the Roma participants with
reference to their gender and the breakdown of the
non-Roma group with the same reference is pre-
sented in Table 2 below.

Roma students were from Primary School Vla-
dimir NazorPribislavec (21 students) and Primary
School Kursanec (5 students) and Non-Roma
students were from Third Primary School Cakovec
(17 students), Primary School Vladimir Nazor-
Pribislavec (4 students)
Strahoninec (10 students).

and Primary School

Instrument
Only one instrument was used in this study: a

self-constructed achievement test. In order to test

Table 1: Characteristics of Roma Participants (N=26)

our participants’ familiarity with biological terms in
Croatian and in EFL the authorsconstructed a test.
It consisted of 30 questions. Students were shown
pictures. They had to say in Croatian and English
what they presented: e.g. river, lake, see, tree, grass,
etc. The test also included two items that are not
distinguished in Romani Chip. They were “sheep”
and “goat”. In Romani Chip, which is the mother
tongue of the participants in our study, there is
only one lexeme that is used to refer to both of
these animal species. It is “birka”.

In Croatian there are two different lexemes as in
English. They are “ovca” and “koza”. For each
correct answer in Croatian and English students
were given one point. The total theoretical score
was 30 for each language and the theoretical range
was 0-30 (0 if the child does not know any right
answers and 30 if the child gives all the correct
answers for the respective language). All the pic-
tures were slides in a PPT presentation.

The biological terms of our achievement test
have been drawn from the current curriculum of
the Ministry of Science and Education and the
TIMSS (Trends in
International Mathematics and Science Study) for

guidelines given by the

the basic knowledge of thematic units for the do-
mains of the Science of Life, Physical and Chemical
Sciences and Earth Science.

Number of students

Roma Group Male learners

Female learners

13

13

Table 2: Characteristics of non-Roma participants (N=31)

Number of learners

Non-Rq
on-Roma Male learners
Group

Female learners

18

13
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Procedure

In all four schools the data were collected in Jan-
uary and February 2017. It should be noted
thatchildren’s parentshad consented that their chil-
dren could take part in the study. There was no
single case where the parents would not have
expressed their willingness. The researchers ac-
quainted the students with the aim of the research
and asked them to cooperate. They were guaran-
teed anonymity. Students came one by one to three
examiners (the authors of this text) It usually took
them about 5minutes to answer what was shown in
the pictures on the slides.

RESULTS AND DISCUSSION
The data were analyzed using the statistical
package SPSS 17.0 for Windows.

Results of the school grades.

Grades in three school subjects that were
important for this research study were analyzed.
They were school grades in Croatian (language of
instruction in all subjects and the mother tongue of
the majority population in the country), English
(the main foreign language), Natural Science (the
most relevant subject for the familiarity of students
with biological terms). For each wvariable the
authors analyzed the results of the measures of
central tendency and variability and they calculated
#-test results.

The first of these three variables that was com-
pared between Roma and non-Roma students was
school grade in Croatian. Better results of the Non-
Roma participants in this variable can be observed
from all the values of the scores of central tenden-
cy and variability (see Table 3 below):

* mean is higher in thenon-Roma group than in
the Roma group (Roma = 3.23 and S.D.=0.9,
non-Roma=4.74 and S.D.=0.44)
median splits the two halves of the scores at a
higher value in the non-Roma group; in fact it is
at the highest possible point in the non-Roma
group (Roma=3, non-Roma=D5)
mode in the non-Roma group is at the highest
possible point and in the Roma group it is
much lower (Roma=3, non-Roma = 5)
minimum score in the Roma group is the lowest
passing grade and in non-Roma group it is the
second best grade (Roma= 2, non-Roma=4)
maximum score in the non-Roma group is the
best possible grade (5) and in the Roma it is
only the second possible passing grade which is
two levels lower than in the non-Roma group
3

It is positive that no student in both groups had
the negative grade insufficient (1). It can be seen
from Table 4 that the differences between Roma
and Non-Roma Croatian students are statistically
significant (# =8.179, p<<0.01) and that they belong
to two different populations.

Table 3: Measures of central tendency and variability — school grades in Croatian (N = 57)

Variables Roma Students Non-Roma Croatian Students
Number 26 31
Mean 3.23 4.74
Standard Deviation 0.9 0.44
Mode 3 5
Median 3 5
Minimum 2 4
Maximum 3 5
Range 3 1
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Table 4: Differences between means inschool grades in Croatian (t-test results)

Standard Devi-
Variables N Mean ran a],[ v / b
ation
Roma 26 3.23 0.9 8.179 0.01
Non-Roma Croatian 31 4.74 0.44 ’ '

Results of the measures of central tendency
and variability for the second school subject
(EFL) also show better performance of the non-
Roma than Roma participants (see Table 5 be-
low). We can deduce that even in the non-Roma
group there are some students who struggle with
EFL (as the minimum score is 2 in both groups).
However, we can be certain from other values
that the number of such students is low in the
non-Rom group, whereas in the Roma group
there are many more students whose knowledge
of English is pretty poor

* mean (Roma = 2.81 and S.D.=0.85,
non-Roma =4.61 and S.D.=0.46)

* median (Roma = 2, non-Roma = 5)

* mode (Roma =3, non-Roma = 5)

It is good again that there are no students with
negative grades in neither of the tested groups as
well as that there are students with the highest
grade (excellent 5) in both groups.

The results of the #test presented in Table 6
prove that the difference between the means in this
variable is statistically significant (t = 8.985,
p<0.01).

Table 5: Measures of central tendency and variability — Schoo! Grades in EFL. (N = 57)

Variables Roma Students Non-Roma Croatian Students
Number 26 31
Mean 2.81 4.61
Standard Deviation 0.85 0.46
Mode 3 5
Median 2 5
Minimum 2 2
Maximum 5 5
Range 3 3

Table 6: Differences between means inschool grades in EFL, (t-test results)

Devi-
Variables N Mean Standafd evi ) )
ation
Roma 26 2.81 0.85
i 8.985 0.01
Non-Roma Croatian 31 461 0.67
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Table 7: Measures of central tendency and variability in school grades in Natural Science (N = 57)

Variables Roma Students Non-Roma Croatian Students
Number 26 31
Mean 3.35 4.81
Standard Deviation 0.85 0.47
Mode 3 5
Median 3 5
Minimum 2 2
Maximum 5 5
Range 3 3

Table 8: Differences between means inschool grades in Natural Science (t-test results)

Devi-
Variables N Mean Standafd evi ) )
ation
Roma 26 3.35 0.85
i 8.19 0.01
Non-Roma Croatian 31 4.81 047

The results of the central tendency and variability
in school grades in Natural Science reveal that the
situation in this variable is pretty much the same as
in EFL (see Table 7 below). In both groups there
are students who have problems in mastering the
course materials (the minimum value 2 was again
found in both groups, and there are students with
the highest grades again in both groups, but the
non-Roma students have outperformed the Roma
group, which can be seen from other values:

* mean (Roma = 3.35 and S.D.= 0.85, non-Roma
= 4.81 and S.D.=0.47)

* median (Roma = 3, non-Roma =5)

* mode (Roma = 3, non-Roma = 5)

Statistical significance of the differences be-
tween the means in school grades in Natural Sci-
ence can be seen from Table 8 where the results of
the t-test procedure are presented (# = 8.19, p-0.01).
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Results of the achievement tests for the fa-
miliarity with biological terms in Croatian and
in EFL

The results of all the measures of central tenden-
cy and variability (see Table 8 below) have shown
that non-Roma students have outperformed the
Roma students (values of the mean, mode, median
and minimum score are lower in the Roma group
than in the non-Roma group), but it can be also
seen that Roma students are doing pretty well and
that they have mastered these biological terms in

Croatian pretty well:

* mean (Roma = 2542 and S.D.=4.99, non-
Roma =28.84 and S.D.=2.48)

* median (Roma =26.5, non-Roma = 30)

* mode (Roma =29, non-Roma=30)

sum of points (Roma =661, non-Roma = 894
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Table 9: Measures of central tendency and variability — achievement test: familiarity with biological terms in Croatian (N

=57)

Variables Roma Students Non-Roma Croatian Students
Number 26 31
Mean 25.42 28.84
Standard Deviation 4.99 2.48
Mode 29 30
Median 26.5 30
Minimum 7 17
Maximum 30 30
Range 23 13
Sum 661 894

Table 10: Differences between means in the Achievement test: Familiarity with biological terms in Croatian (t-test results)

Standard Devi-
Variables N Mean tan a],[ e ? b
ation
Roma 26 25.42 4.99 336 0.01
Non-Roma Croatian 31 28.84 2.48 ’ '

It can be seen from Table 10 below that the dif-
ference between the means of the two studied
groups is statistically significant (t = 3.36, p<0.01),
thus the first hypothesis was confirmed:

H1 - Familiarity with biological terms in Croatian
is lower in Roma students than in non-Roma stu-
dents.

The results of all the measures of central tenden-
cy and variability (see Table 11 below) have shown
that non-Roma students have outperformed the
Roma students (values of the mean, mode, median
and minimum score are lower in the Roma group
than in the non-Roma group), but it can be also
seen that Roma students are not doing well in this
subject, in fact, that they lagging behind non-Roma
students much more than in the previous variable.

To put it differently, they have not mastered
these biological terms in EFL at all well:

e mean (Roma = 5.19 and S.D.= 3.76, non-
Roma =20.13 and S$.D.=06.2)
*  median (Roma =3.5, non-Roma = 21)
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*  mode (Roma =3, non-Roma =624)
*  sum of points (Roma =1351, non-Roma =894

Results of the ~test presented in Table 12 above
show that the difference between means of the two
tested groups is also statistically significant in this
final variable that was tested in this research study
(r = 3.76, p<0.01), thus the second hypothesis was
confirmed: H2 - Familiarity with biological terms in
EFL is lower in Roma students than in non-Roma
students.

It should be noted that participants in both
groups have shown better results for their familiari-
ty with biological terms in Croatian than in EFL.
However, that is quite natural. It is a foreign lan-
guage to both studied groups, but the results of the
Roma group should not be that much below the
results of the participants in the non-Roma group.
If we want the members of the Roma group to do
well in the modern society, then they ought to do
well in EFL too.
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Table 11: Measures of Central Tendency and 1V ariability — Achievement test: Familiarity with biological terms in EFL

N =57)

Variables Roma Students Non-Roma Croatian Students

Number 26 31

Mean 5.19 20.13

Standard Deviation 3.76 6.2

Mode 3 21

Median 3.5 21

Minimum 0 8

Maximum 17 30

Range 17 22

Sum 135 624

Table 12: Differences between means in the Achievement test: Familiarity with biological terms in EFL. (t-test results)

Devi-
Variables N Mean Standafd evi ) )
ation
Roma 26 5.19 3.76
i 10.74 0.01
Non-Roma Croatian 31 20.13 6.2

Conclusion and implications

for further studies

From the review of the literature and the results
of the research studies that were done before this
current research study it was clear that Croatian so-
ciety should work on lowering prejudices and ste-
reotypes of the majority population towards Roma
minority, that Roma people should be less segre-
gated and that education of that minority group is
the only rational way for their progress. In earlier
studies it was also seen that Roma minority them-
selves should change their attitudes towards educa-
tion and should regard it as the chief contributor
for their success in life. Earlier research studies of
bilingualism have pointed to possible advantages of
bilingual children from other minority groups in
their achievement in learning foreign languages
over other students. This advantage was not rec-
orded in eatlier studies or Roma minority students
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in learning foreign languages. One of the possible
reasons might have been in the fact that Roma
children were not truly bilingual.

The results of this research study have shown
that Roma school children have lower school
grades in all three school subjects that were taken
into consideration. They have confirmed the first
and the second of our starting hypotheses

H1 - Familiarity with biological terms in Croatian
is lower in Roma students than in non-Roma stu-
dents

H2 — Familiarity with biological terms in EFL is
lower in Roma students than in non-Roma stu-
dents.

They have shown much better progress in their
familiarity with biological terms in Croatian as the
language of school instruction than in EFL.

It can be concluded that Roma students do not
reap advantages from their potential bilingualism.
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A later start of FL learning of Roma children
should be considered (Grade 2 instead of Grade 1).
Getting in touch with two new languages in Grade
1 might be a too large burden for Roma children.
There might even be a threat of possible seminlin-
gualism that Cummins (1979; 1981; 1991) and
Verhoeven (1991; 1994) have warned about.

According to the authors of this paper, the re-
sults of their research study indicate that it might
not be enough to integrate Roma minority students
into regular education, but that some modifications
might be useful. This modification would mean
that Roma minority children could start their learn-
ing of foreign languages one year later. This later
start might help them to become truly bilingual at
the end of their Grade 1. This would entail that
they could have better school grades and that they
would be better familiar with biological terms as
well as in other terms in Croatian as their language
of instruction, in EFL and last but not least in their
mother tongue as well.

The authors of this paper see implications for
further research studies. They think that similar re-
search in these variables (school grades in the same
three school subjects as in this research study and
in a similar achievement test of familiarity with bio-
logical terms in other languages of instruction and
the familiarity with biological terms in English and
other foreign languages) should be replicated in
other countries with Roma and Non-Roma chil-
dren and other languages of school instruction
(Hungarian, Romanian, Serbian, etc.) and different
ages of the start of FL learning (Grade 2, Grade 3,
Grade 4 or Grade 5) so that wrong conclusions are

not drawn.
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Abstract

This study is a presentation of the first phase of a complex research project which aims to present the
theoretical background of a new game collection (based on OxIPO model). We have compiled a game
collection to improve cognitive abilities in early childhood. Concerning cognitive abilities, Affolter's
(1972), Sindelar's (1994) and others' earlier developmental approaches took into account visual, auditive ot
motoric (inter) modalities of perception, however, we beleive we need a more complex model to cover the
full capability. Within the framework of the OxIPO model (Mez8, 2002, 2016), learning is interpreted as
an information processing process. In the OxIPO model (Field, 2002, 2016), Learning = Organization x
(Input + Process + Output) allows us to control and systemize not only the input modalities but also the
output modalities and also to interpret some cognitive abilities in the process phase. We have created a
game-collection based on six input (visual, auditive, kinesthetic, olfactory, gustatory, and tactile) modalities
and five cognitive abilities (perception, attention, memory, conceptual thinking, problem-solving thinking)
and three output (visual, auditive, motoric) modalities. The outcome of the six input modalities and the
five target abilities and the three output modalities there are 90 different games that can be described by
the OxIPO model. In the future, we would like prove with empirical studies that this game collection can
be used for testing and developing 90 independent cognitive abilities. On the other hand, we need to
prove that these cognitive abilities indeed influence the daily lives of children and their effectiveness.

Keywords: OxIPO model, ability, development, learning, game.
Disciplines: pedagogy, psychology
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Absztrakt
AZ OXIPO JATEKGYUJTEMENY A KOGNITIV KEPESSEGEK FEJLESZTESEERT

Jelen tanulmany egy komplex kutatasi projekt elsé szakaszanak bemutatisardl szol, melynek célja egy 4j
(az OxIPO modell alapjan kidolgozott) jatékgyljtemény elméleti hatterének megismertetése. A
jatékgyljtemény a gyermekkorban kialakul6 kognitfv képességek fejlesztése érdekében keriilt 6sszeallitasra.
A kognitiv képességekkel kapcsolatban Affolter (1972), Sindelar (1994) és masok korabbi fejlesztési
megkozelitései figyelembe vették az érzékelés vizualis, auditiv vagy motorikus (inter) modalitasait, de ugy
gondoljuk, hogy komplexebb modellre van sziikséglink a teljes képességrendszer lefedéséhez. Az OxIPO
modell (Mez6, 2002, 2016) keretén belil a tanulast informaciéfeldolgozasi folyamatként értelmezzitk. Az
OxIPO modellben (Mez, 2002, 2016) a Tanulas = Organizacié - szervezés x (Input -bemenet + Process -
feldolgozas + Output- kimenet), ennek segitségével nem csak a bemeneti modalitasokat tudjuk szabalyoz-
ni és rendszerezni, hanem a kimeneti modalitasokatt is, és emellett értelmezhetiink néhany kognitiv képes-
séget a folyamatfazisban. Készitettlink egy jatékgydjteményt, amely hat bemeneti (vizualis, auditiv, kineszt-
ikus, szaglas, izléses és tapinthatd) modalitison, 6t kognitiv képességen (észlelés, figyelem, memoria,
fogalmi gondolkodas, problémamegold6é gondolkodas) és hiarom kimeneti (vizualis, auditiv, motorikus)
modalitason alapul. A 6 bemeneti modalitas, az 5 célképesség és a 3 kimeneti modalitds eredményeként 90
kilonféle jaték 1étezik, amelyeket az OxIPO modell leirhat. A j6vében empirikus vizsgalatokkal be kell bi-
zonyitanunk, hogy ez a jatékgyljtemény 90 fluggetlen kognitiv képesség tesztelésére és fejlesztésére
hasznalhat6. Masrészt be kell bizonyitanunk, hogy ezek a kognitiv képességek valéban befolyasoljak a
gyermekek mindennapi életét és az eredményességiiket.

Kulcsszavak: OxIPO modell, képesség, fejlesztés, tanulas, jaték.
Diszciplinak: pedagdgia, pszicholdgia

What do we consider a development game? characteristics of 0-10 age group (playcentric) and,
Development game is a practice (or series of on the other hand, to create the motivational base
practices) that is used to develop cognitive or non-  for the occupations.
cognitive personality variables or skills (in the form 2. The principle of interactivity. If a development ga-
of a game to arouse and maintain motivation dur- me is used in a group, then it is a must to make
ing practice). This definition’s justification is sum-  available to connect with peers, to communicate,
marized in the following table (Table 1). and to develop social skills in general. It is also
It is the best to follow some principles when apply-  possible during the group development, but in the
ing development games. Here you can find the 10  individual development position it is the only way
principles of applying development games: to shape the social skills and competences in the
intergenerational (adult educator and the child, stu-
1. The principle of playfulness. The core activity of  dent) relation. The essence is that the participants
developing lessons should be the game. On the one  do master the rules of adaptation and behavior du-
hand, this is necessary to look from the aspect of ring the game.
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Table 1. The explanation of the

definition of the development game. (By the Authors)

Text excerpt Explanation

The development game is a

practice...

The developer game practices something (ability, skill, role, etc.) - and therefore we
can also use the practice phrase for it. The term "development game" may some-
times refer to a separate practice, but we can use this concept for a complex set of
exercises built on one another.

... that is used for cognitive or
non-cognitive personality var-
iables ...

Cognitive personality variables include: perception, detection, attention, memory,
imagination, thinking. Non-cognitive personality variables include: anxiety, extra-

version, aggression, etc

... of some kind of
skill ...

Skill: Performance-driven, practiced set of actions with concrete content using ca-
pabilities and abilities that do not require constant thinking control when imple-
menting our actions. For example, speaking skills, reading, writing, counting, etc.

...we aim to develop...

The development game (at least from the perspective of the developer pedagogue,
which may not be the identical with the child’s or learner's point of view) is not a
self-destined activity, or an action done only for the sake of the game, but a prac-
tice (set of practices) for achieving a definite development goal. The goal of devel-
opment games — not being mutually exclusive (according to Kovacs and Palfi,
2015): a) catalysing child development and stimulating development; (b) overcom-
ing, compensating and eliminating disadvantages; c) strengthening or developing
the elements of positive self-image; (d) reducing and eliminating developmental

dissynchronisation; (e) achieve the transfer effect of the game in other activities.

... (for forming and maintain-
ing motivation achieved by
practice in a game’s form).

The purpose of gamification of practices is to make - sometimes in itself - monot-
onous, exhausting, or perhaps uninteresting (as a result of the high number of rep-
etitions) practices interesting and attractive for children and students. Exercises
may also be used in non-gaming form, if required by the developing person.

3. Principle of establishing a partner relationship. The
success of a developing session is greatly influen-
ced by the success of creating such a trustful, part-
ner-based atmosphere during the games. Roger-
Triassic: Empathy, unconditional acceptance, and
credibility are crucially important to the developer
teacher (and is ideal, if the child or student also
adopts these values). The management of the ses-
sions is the task of the developer teacher (it is go-
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od, if the player feels it), but it is reasonable to in-
volve the player in the decisions as much as possib-
le. For example, the rules the players set up them-
selves are tend to be more accepted by the partici-
pants than those that are forced on them.

4. Principle of ensuring positive self-image. The deve-
loper should select the game (especially the closing

session) so that the child's positive image
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becomes stronger. It is advisable to use the follo-
wing "sandwich model" for games designed for
one occupation: after the first exercise that brings
absolute success (encouraging), the more challeng-
ing games will come, and the last game will be a
guaranteed success again (leaving a positive impres-
sion). The developer pedagogue should emphasize
the learner's strengths, positive points, evolution
signs and evidences in front of the child, learner
and the social environment (family, educators,
contemporaries) that are important to him!

5. The principle of preferring multifunctional games. 1f
there are multiple games available to achieve the
same goal, it is advisable to select a suitable game
for the most purpose (e.g. to develop perception,
attention, memory, etc. at the same time), as op-
posed to a game used to develop specifically one
particular mental function. An exception is, if we
are only interested in the functionality of a specific
function due to diagnostic/development purposes.
It should be noted, however, that basic mental
functions are not independent. Therefore, we can-
not talk about a practice that only requires attent-
ion because what requires attention that Iso needs
the control processes of perception, detection,
memory, and thinking. For example, in classical
observation-examination procedures in a given ti-
me given characters (say "a" letters) should be
striked through in a task sheet filled with symbols
(all sorts of letters). In addition to attention, it is
also needed to detect and perceive signals, to un-
derstand and remember the task, etc.

6. Principle of using a three-level target system. There
may be a three-level target system for applying
development games. These:

e Mission: the goal that needs to be achieved
by the end of the development process (for
example, development of monotony tolet-
ance) by using different exercises and games.
Direct goal: the goal of a child, learner in the
game is (for example, "Sort out the blue and
red cards").
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e Indirect goal: this is the goal why the devel-
oper has selected the particular task (for ex-
ample: examining ability to distinguish be-
tween red and blue colors, and investigating
/ developing attention in case of a mono-
tone task). This is not a secret to the player,
but not sure if he is interested or under-
stands.

7. The pursuit of harmony between personal orientation
and goal orientation: the purpose of development can
usually achieved in a variety of ways, through mul-
tiple games. The developer educator should strive
to choose a game that takes into account the
characteristics of the given child and learner (such
as their level of development and interest) while
respecting the development goal. This, of course,
requires a wide-ranging methodological repertoire
and/or game-creator competence.

8. Principle of process nature. As skill development is
process-like, it is also necessary for player deve-
lopment. A gaming (or non-gaming) practice will
only have ability-enhancing effects, if there is a
chance for the child to frequently practice it - on a
daily or at least weekly basis. We can not wait any
development effect from an approx. 1-30 minutes
long game. However, after 2-6 months of practice
there is a chance of measurable and / or visible
development.

9. Variety principle. The purpose of involving of
games into development is to make the lessons
more motivate him to participate in the sessions.
At the same time - with varying tendencies per en-
joyable for the child / student and thus child -
some games may no longer be attractive to him (or
not even appealing at first try). At this point, the
task of teacher is to play other games or game vari-
ants, which help to achieve the goal (mission) defi-
ned in the development plan. For example: it may
happen that the classic papet-pencils tasks of deve-
lopment of attention may no longer motivate the
child, but games that have the same ability but
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which require high-motion performance can give it
new impulse.

10. Structural principle. The methodological game
steps of developing games (Kovacsné and Palfi,
2015) also reflect the general structure of games:

e Tuning. In the case of a known game, this re-
calls previous experience of the game, recon-
ciling the previous and the current course of
the game, and distributing props and roles. In
the case of a new game, it is advisable to play
a test game after inroducing of the game's ru-
les, roleses and accessories. Tuning can hap-
pen by introducing a frame story (even from
week to week) — see: Mez6 és Mez6, 2013.

e The process of the game. In doing so, the

role of the teacher may be: participant, game
master, "fan". In order to maintain motiva-
tion, it is possible to incorporate new ele-
ments into the game's replay.
Deduction, finish of the game. In doing so,
the task of the developer teacher is to high-
light and feedback the child's positive as-
pects, to initiate a voluntary conversation
about the game's expetience, to introduce
the continuation of play and the game or to
prepare and tune the child for the next
game.

Based on the OXIPO model

the main cornerstones of ability development

The OxIPO-model of learning according to the
OxIPO-model (built on a cognitive psychology ba-
sis), learning is an information processing proce-
dure, and has four components: input, process,
output and organizing (Mez8, 2002, 2011; Figure
1). Every component is built on the basis of special
abilities, motivations, and methods.

Based on the OxIPO model, three development

programs have been developed. These are the fol-
lowing:
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Figure 1. The OxIPO-model (by Mez,2002,2011)

Learning =
Organization x (Input + Process + Output)

e OxIPO-Minimum Program (Mez6, 2002,
2011) (formetly known as IPOO-Minimum
Program)

e OxIPO personality-
toolkit (Mez6, 2010)

e OxIPO Learning Skill Game Pack (The
present study concerns the latter)

and behavior-forming

Integrated diagnostics in ability development
based on the OxIPO Model

While diagnostics are an inseparable part of de-
velopment, in practice it is not necessarily the task
of the developer. This problem can be remedied by
skill development developed under the OxIPO
model, if development and diagnostics are not sep-
arate, but the development game also provides (it
may not be standardized, but from a particular
child it is accessible only and exclusively by the de-
veloper pedagogue, and therefore unique) diagnos-
tic information. The games used in the OxIPO
model are therefore primarily intended for devel-
opment, but a diagnostic practice can use for de-
velopment, and a development practice can use for

diagnostics, too.

The appearance of the OXIPO model

in development games

The input component of the OxIPO model in development
games. Input (= the information that the player per-
ceives during the game. Typical input: the referee's
instructions) modalities (of sensory channel) in-
clude:
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visual: the information seen

auditive: the information heard
kinesthetic: information on movement
olfactoric: the fragrance information
gustatory: tasteful information

tactile: the perception and detection of tac-
tile information

multisensory

The process component of the OxIPO model in develop-
ment games. OxIPO ability developing games are or-
ganized around the process phase of information
processing and promote the ability (e.g. attention,
memorty, etc.) indicated there. Although a game can
develop more than one ability at the same time, the
main effect can be clearly defined in most
(Gyarmathy, 1998). In OxIPO ability-developing
games, you must define at least one target ability
from the set of capabilities that the game can mo-
bilize.

The output component of the OxIPO model in develop-
ment games. For OxIPO ability-developing games,
the output (the playet's response after information
input, and followed by processing) can usually oc-
cur verbally, in writing / drawing or by performing
some movement.

Based on these, the output can happen:

e Using visual modality (the player draws,
writes, shows something whose sight is the
key and not what the player is doing). So,
if the essence of the task is to create a vis-
ually perceptible piece of work (writing,
drawing, etc.) and evaluate the work, not
the motion needed to produce it (which
we might not have observed eg. in a
homework assignment). We will continue
to treat such works as visual output for
simplicity - although we add that through
fine-motor skills, eye-hand coordination,
device management, etc. experience can al-
so be obtained.
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Using auditiv modality (the player claps,
beats, says or sings something, the sound
of which are more important than the
movements which needed for these audi-
tive responses). If a player produces a
sound (an auditive stimulus) with some
motion, the sound is more relevant from
the developer teacher's point of view than
the movement leading to it (which may
not be noticeable to the observer, like in
case of a tape recorder or a phone), then
we are talking about auditive output.

With a kinesthetic nature: the output may
incur movement (in which case the player's
movement is the point, not the view or
sound of the motion, which ultimately can
be regarded as visual or auditory infor-
mation for the referee). Regarding move-
ment, it is customary to distinguish be-
tween fine-motorics (actions requiring pre-
cise action, fine, coordinated movements
of hands and fingers such as writing, draw-
ing), or movements that involve high
moves in body posture.

Typically, the production of visual (written, draw-
ing) outputs assume the playet's fine motoric action
(writing, drawing), and auditive outputs (motion
output, clapping) also assume movement. Exercis-
ing the motion output can also be used to develop
the body scheme, spatial and temporal orientation,
fine motorics and high motion (see Csanyi, 2015 - a
wealthy collection of tasks) as well as for its ener-
getic and refreshing effect.

Uni-, multi- and intermodality in imput and output com-
ponents.  Affolter’s (1972) model of the perception
development - which partly forms the theoretical
background of the Sindelar program (Sedlak and
Sindelar, 2005) - distinguishes three stages of the
development of perception:

e Modality specific level: visual, auditory,
and tactile-kinestetic information is pro-
cessed separately.
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Intermodal level: information from differ-
ent detection areas is interconnected. For
example, during school learning, it is es-
sential that a learner is able to connect a
page that is requested by a teacher in the
context of a page number (auditive modal-
ity) and a page in a textbook (visual modal-
ity).

Level of serial integration: the sequence of

information is understood and maintained.

Instead of "intermodal", the word "multi-
modal" is used in relation to development
games. Cause: The term "intermodal" re-
fers to the perception of a person's con-
nection to different modal stimuli, and the
term "multimodal" refers to the different
modality of stimuli expressed during the
development game.

We consider the modality identity or dif-
ference between the input and output.

In the development of abilities based on the
OxIPO model, the modality theme raised by Af-
folter in relation to perception is applied after

thorough revision:

e We consider not only the input (perceptu-

al) modalities, but the output modalities

too.

Table 2: six possible types of input/ output modality — task and response requested are in backets (source: Mezd and

Mezd, 2019, Mezd and co., 2018)

The input / output modality has 6 possible types
(the modality of the task and the requested way of
responses atre in brackets).

These are the following (Table 2):

N Input Qutput Homogenity of input and ouiput
(Example) (Example) (Example)
1 Unimodal Unimodal Homogene
{verbal) (verbal) {Tell your name!)
5 Unimodal Unimodal Heterogene
{verbal) {drawing) { Draw yourself?)
. . Heterogene
3 Unimodal MulUmOd?.l {Draw something then tell what you
(verbal) {verbal+drawing)
drew!)
. . Heterogene
4 I\/-[ultlmgc_lal Unlm(_)dal {Read the task then draw what it
{verbal+written) {drawing)
asks!)
. . Homogene
5 N_Iultlmf}(_lal N_Iultlmo_dal (Read the task then write down and
{verbal+written) {verbal—written} . |
explain your answer!)
Heterogene
(Close your eyes and taste the
6 Multimodal Multimodal ;gslieatgsogigl}?gz‘;oeiass S:Lil }:}hftl;
N 4 ] +WTl ) B .
(verbal+taste) (motional+written) board, and write the order in which
vou tasted the flavors. How was the
first taste and how was the second)
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We can difference the next possibilities from as-
pects of number and similarity of modality of input
(=stimuli what are given by game master) and out-
put (= observable responses of player).

Unimodal input. the information input is pet-
formed via only one channel (for example, we can
use the visual input channel, when our instruction
is in writing; Figure 2).

Figure 2: unimodal input (By the Authors)

Input

Process Output

Visual Visual
Auditive
Kinaesthetic Motoric
Olfactory
Gustatory

Tactile

Unimodal output. information output is performed
via only one channel (for example, in the visual

channel when our response is a drawing; Figure 3).

Figure 3: unimodal output (By the Authors)

Input  Process Output

Visual

Auditive Auditive

Kinaesthetic Motoric
Olfactory
Gustatory
Tactile

Multimodal input: the information input is execut-
ed via multiple channels (e.g., visual and auditory
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channels, when the assignment of tasks is done in
writing and in words; Figure 4).

Figure 4: mulitmodal imput (By the Authors)
Output

Input Process

Visual
Auditive
Kinaesthetic Motoric
Olfactory
Gustatory

Tactile

Multimodal ontput: the information output is pet-
formed via multiple channels (verbal and written
answers are also given by the student; Figure 5).

Figure 5: mulitmodal output (By the Authors)
Output

Input Process

Visual

Auditive
Kinaesthetic Motoric
Olfactory
Gustatory

Tactile

Homogeneous input/ ontput (1/O) modality: the input
and output channels are identical (for example, au-
ditory: verbal answer to verbal question, Figure 6).

Heterogeneous input/ ontput (1/O) multimodality: the
input and output channels are different (for exam-
ple: In case of "Draw something!" instruction we
give an auditive input, and we wait for a visual out-
put; Figure 7).
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Figure 6. homogeneons input/ output (I/O) modality (By
the Authors)

Input

Process Output

Visual

Kinaesthetic Motoric
Olfactory
Gustatory

Tactile

Based on these, the instruction of the exercises
consists of at least three elements in OxIPO ability
development games (Table 3):

* Input component: the first part of instruction
defines the input modality. For example, when
using auditive input, this component can be
something like "Listen to what I'm saying ..."
Process component: the second part of inst-
ruction defines the cognitive (target)ability
targeted during the process. For example, the
previous example can be continued in case we
focus on memory: "... and remember it, note
it!"

Output component: the third part of inst-
ruction ddescribes the modality of output.
Example of visual output: "Draw down what

you remember!".

The organization component of the OxIPO model in de-
velopment games. Regarding the organization of de-
velopment games, the referee (= developer peda-
gogue) always has the task of:

1. Choice of location, design, accessibility,
safety.
2. Scheduling the timing
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Figure 7: heterogeneous input/ output (1/ O) multimodality:
(By the Authors)

Input Process

Output

Visual

Auditive

Kinaesthetic Motoric
Olfactory
Gustatory

Tactile

4. Controlling the plot
5. Cootdinating and directing the game
6. Designing financing

Future plans

In the future, we must prove with empirical stud-
ies, that this game collection is useable for test-ing
and developing 90 independent cognitive abilities.
On the other hand, we must prove that these cog-
nitive abilities do really impact everyday life and
school life and achievements.

For these aims, the authors wotrked out a new
innovative measurement system of pupils' cognitive
and non-cognitive characteristics (this innovation is
a part of the EFOP-3.2.6-16-2016-00001 project of
Hungarian University of Fine Arts; innovators are
Ferenc Mez6 and Katalin Mez6). Its main charac-
teristics are:

Name: S.M.ART (School, Measurement,
and Art)
It contains tests, questionnaires, observa-

tion lists, and semi-structured interviews
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(the full system contains 20 different diag— ° Its other features are a fast, group, cheap

nostic tools). measurements that can be integrated (mu-
sic, dance, literature and visual) art lessons
(Mezé és Mezs, 2020a,b,c,de,f, Mezb és
tsai, 2020a,b).
The S.M.ART test-system (with handbooks
and tools) can be found on the webpage of
Hungarian ~ University of  Fine  Arts:

http:/ /www kiskepzo.hu/efop326/index.html

e These ate in teachet's competence.

e These can give information about pupils'
cognitive and non-cognitive

e characteristics.

e The pupils are not needed to read and
write during the data collection of these

measurements.

Table 3: OxIPO anxiliary board for the design of ability development games, tasks and instructions (By the Authors)

3 part of the instruction
defines the modality of
DUTPLUT:

2=4 nart of the instruction
defines the modality of
PROCESS:

1= gt off the instruction

defines the modality of
INPUT:

Viswnmi:

Look ot... the color (s5)! the
form ({s)}! the picture(s)! the
muowement|s)! the sign [s)f the
signfs)! the writing (s5)f the
letterfs)l! the word / words!
the sentence (5] the number
=)

Aurdlitive:

Hegr to... /Listen to... the voice
(s)I the rhythm (5)I the melody
(fes}d the music (5} the text

Er

Kinesthetic:
Ferceive your body’s position
{5} your body port (s} pour
movement!

Dfactory:
Smell the scent (s)f

Gustoatory:
Taste the flavour (s)}!

Temperature:
Feel the temperature |5}

Toctile:
Towch ... the subject (s)! the
living creature [s)F

Other sense:

Tell me if you feed!
Feel the. ¢

Perceptiomn:

Recognize _.! Mame it_.!
Motice the difference (5] See
the similarity {s}!

Attention:
Look at the _..! Listen to the

... Concentrate on ... Foou=s on

Memory:

Remember_.! Note__1 Call me

--- Store in your mermsory.. !
Memorize !

Conceptual thinking:

Define __.! Group by __.1 Give
me a name for the ... concept!
Compare it ...! Look for sulb-
ordinate, oo-ordinate
relationships__.!

Algorithmical thinking:

Analyze _..! Break down into
.-l Summarize J synthetize ___!
Get the ... event line! Find the
cause __.! What is the reason
conseguence of 7 If ___, what

happens? Condude ___! Design
the __. process]

Creativity:

Create ! Find out ... Make ___!
Produce ...! Discower it ._.!

Visual:

Color i __.! Draw it_.! Paint it
... Pull together ._.! Mark with
X ! Underline it_.! Circle it !
Write it dowmn_.!

Auditive:

Giwe ... sound! Cry !
Whisper ___! Tel meil__! Tell._!
Clap it __.! Hum the tune

.-l Singit ..! Playit ...!

Motoric: Gesture _..! Dance
away ... Run there ___| lump up
1 Get down! Stayas .t Lift
up...! Put it there _..! Swing
your arm .1 Climb up _..2
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Absrtact

Starting from the idea that treating a problem is done more efficiently when we address the causes that
generated it than when dealing with symptoms, respectively from theories that claim that most of the
mental disorders have their roots in the mother-child relationship developed in the early childhood,
through the paper entitled A Theoretical Perspective on the Therapentic Role of Children's Folk Songs we intend to
argue the more use of songs from children's folklore in music therapy. Thus, in the first part of the paper
we bring to the attention of the main theories that demonstrate the importance of the mother-child rela-
tionship from the early childhood in order to a healthy evolution of the child from the point of view of its
psychic development, with special emphasis on their expression through vocal singing. In the second part
of the study we we propose to approach the defense mechanisms from the perspective of the positive
functions that it performs in the case of normal persons, as a defense mechanism and defense behavior. In
the third part of the paper, we present an analysis of the repertoire of songs from the children's folklore
from the perspective of the content of ideas, of the structure of the melodic line, of the specific thythms,
as a mirror of the relationships that children develop with themselves and with others, in particular with
my mother. In the fourth part of the paper we argue the use of songs from children's folklore in music
therapy in order to trigger certain memories from the first childhood, so that the traumas that have not
been overcome are then treated properly. The paper concludes with some final considerations.

Keywords: music therapy, defensive mechanisms, children's folk songs
Diszcipline: pedagogy
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Absztrakt
A GYERMEK NEPDALOK TERAPIAS SZEREPENEK ELMELETI PERSPEKTIVAJA

A gyermek népdalok terapids szerepének elméleti perspektivdja cimi tanulmany kiindulépontjai: 1)
egyetértiink azzal, hogy barmilyen probléma megoldasaban hatékonyabb, ha annak az okat és nem csak a
tiineteit kezeljiik;. 2) egyetértiink azon két6désrél szolo elméletekkel, amelyek azt allitjak, hogy a legtébb
mentalis rendellenesség a kora gyermekkorban kialakult anya-gyermek kapcsolatban gySkerezik; 3) nem
utolsé sorban, tgy véljik, hogy a gyermekkori népdalok hatékonyan alkalmazhatok bizonyos rendellenes-
ségek kezelésében. Igy tanulmanyunk elsé részében azon kétddési elméletekre fokuszalunk, amelyek bizo-
nyitjak az anya-gyermek kapcsolat fontossagat a gyermek egészséges fejlédése — a pszichés fejlédés —
szempontjabol, kiilonds hangsulyt fektetve az éneklésen keresztiili kifejezésre. A tanulmany masodik rész-
ében azon védekez6 mechanizmusokat mutatjuk be (mint védekezé mechanizmus és a védekezé viselke-
dés) a porzitiv hatas szempontjabdl, amelyek akar normal személyeknél is megjelennek. A tanulmany
harmadik részében a gyermek népdalok repertoarjanak révid elemzését mutatjuk be a tartalom szempont-
jabdl, a dallamvonal felépitése szempontjabdl és a specidlis ritmusokat tekintve mivel mindezek tikrozik a
gyermekek kapcsolatat nmagukkal és masokkal, kiilénésen az édesanyaval. A tanulmany negyedik rész-
ében, a gyermek népdalok zeneterapiaban val6 alkalmazasa mellett érveliink, mivel ezek kivélthatnak bizo-
nyos emlékeket a kora gyermekkorbol ugy, hogy a lekiizdetlen traumakat ezutin megfeleléen kezelik. A
tanulmany néhany végsé megfontolassal zarul.

Kulcsszavak: zeneterapia, védekezé mechanizmusok, gyermek népdalok
Diszciplinak: pszicholbgia, pedagdgia

Introduction ships and attachment models, so that they can capi-

The sonorous reality of the contemporary world  talize on them in their life experiences. From this
is characterized by a complexity that is difficult to  perspective, as Bowlby argues (1988, p. 138), the
express in words. By its sometimes surprising and  therapist's activity is carried out on the following
unusual, at times template, impersonal character, five coordinates:

by its sometimes ancestral, other times futuristic * Providing a secure basis for exploring the

sonorities, the music influences us all. painful or unhappy aspects of the past or
Present at every moment of human life, music present, which affect the balance of the pati-

manages to comfort the soul, to balance the mind, ent's inner universe;

to restore harmony where needed, thus becoming a * Encourage and permanently assist the pati-

universal panacea and, at the same time, a founda- ent in the process of knowing and recog-

tion of music therapy. nizing the way of relating with oneself and
As with other types of therapies, in melotherapy others;

we look at the possibilities of applying attachment * Building a relationship that allows the pati-

theories in terms of ensuring the conditions neces- ent to identify and import perceptions,

sary for the patient to explore their own relation- constructs, defining expectations to outline
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certain behavioral patterns generated in rela-

tion to the type of attachment;
* To guide the patient in the often difficult
and painful process of (re)discovering the si-
tuations expetienced in childhood and / or
adolescence, especially in relation to the
parents, which could cause current behavi-
ors;
Facilitate the process of understanding and
accepting the fact that the image about
oneself, the behavioral patterns derived
from previous experiences, or verbally indu-
ced by one of the parents repeating certain
messages may or may not be useful in the
present and future life. The therapist facilita-
tes the understanding of old stereotypes and
the process of remodeling the behavior by
finding alternatives based on new models of

thinking and action.

In the present work, we intend to present a theo-
retical perspective on the importance of songs
from children's folklore in melotherapy, in order to
construct defense mechanisms and behaviors with
adjusting function for the human psyche. The ap-
proach of attachment theories comes to comple-
ment this idea insofar as we consider relevant the
emotional relationship, which is established be-
tween the mother and the newborn, through the
mother's vocal singing and through the specific
repertoire.

Attachment theories

One of the starting points of this paper is the
theories that, in general terms speaking, claim that
the form of attachment to the first person provid-
ing care for a newborn is defining for the subse-
quent evolution of the individual. The connection
between the mother and the newborn child is, ac-
cording to theorists, the premise for developing the

capacity of intra and interpersonal knowledge, re-
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flected in the level of human relationships founded
and maintained in adulthood.

As Winnicott (1964, p. 88) states, “if you set out
to describe a baby, you will find you are describing
a baby and someone. A baby cannot exist alone,
but is essentially part of a relationship.” The new
born comes to the world with a series of needs
such as being protected, cared for, loved, and the
mother is the one who can provide him/ her with
safety, care, and love. The attachment relationship
that develops between the two implies a particular
communication and behavior, based on experienc-
es and emotions specific to the period in which
they are.

Bowlby defined attachment as a “lasting psycho-
logical between be-
ings.”(1969, p. 194)Thus, the type of attachment
becomes defining for the direction in which the

connectedness human

individual evolves in the light of his ability to intet-
act with other people.

Regarding the conditions and the way of estab-
lishing harmonious relationships between individu-
als, Bowlby (1988, p. 130), argues that “each must
be aware of the othet's point-of-view, his goals,
feelings, and intentions, and each must so adjust
his own behavior that some alignment of goals is
negotiated. This requires that each should have rea-
sonably accurate models of self and other which
are regularly up-dated by free communication be-
tween them.”

Regression — a defense mechanism and de-
fense behavior

According to Freudian theories, defense mecha-
nisms are defined in relation to human psycho-
pathological manifestations. Vaillant (1993) takes a
different position, arguing that "the presence of de-
fenses is not, in itself, a proof of the disease. No
matter how disorganized, unreasonable or con-

demnable the defenses may seem in the eyes of an
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external observer, they are nothing more than an
adaptive response." (Approx. quote) (Ionescu,
Jacquet, &Lhote, 2002, p. 29)

In the context of the present paper, we propose
to approach the defense mechanisms from the per-
spective of the positive functions that it performs
in the case of normal persons. Authors of numer-
ous publications such as: Lampl - de Grot, 1957;
Bibring et al, 1961; Valenstein, in Plumpian-
Mindlin, 1967 and Wallerstein, 1967; Lazarus,
1983; Roth and Cohen, 1986 and Van Der Leeuw,
1971, agree that defense mechanisms are indispen-
sable for the proper functioning of the human psy-
che, performing an adaptive function.

Laplanche and Pontalis (1973) defined defense
mechanisms as “different types of operations
through which defense may be given specific ex-
pressions. Which of these mechanisms predomi-
nate in a given case depends upon the type of ill-
ness under consideration, upon the developmental
stage reached, upon the extent to which the defen-
sive conflict has been worked out, and so on.

It is generally agreed that the ego puts the de-
fense mechanisms to use, but the theoretical ques-
tion of whether their mobilization always presup-
poses the existence of an organized ego capable of
sustaining them is an open one.” (Bond, 1992, p.
127)

For Widl6cher, “defense is the set of operations
whose purpose is to reduce intrapsychic conflict,
making one of its elements inaccessible to con-
scious experience.” (lonescu, Jacquet, & Lhote,
2002, p. 32)

The defense mechanism, as defined by Bracon-
nier in Doron & Parot (2000, p. 78), "encompasses
all the means by which the self relies to control,
control and channel internal and external dangers."

According to Vaillant (1993), certain defenses
may be adaptive. They have the following charac-
teristics:

. they are part of a temporal perspective, be-
ing rather long term oriented;
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their mode of operation concerns the pro-
cessing rather than the anesthesia (in the
case of the affection);

they are specific;

they conduct feelings in a precise direction
instead of block them;

facilitates the acceptance by others, making
the person enjoyable, appealing (Ionescu,
Jacquet, &Lhote, 2002, p. 29).

Analyzing, comparing and synthesizing different
definitions in the literature, lonescu, Jacquet,
&Lhote, (2002, p. 35), formulate their own defini-
tion which shows that
unconscious psychic processes aimed at reducing

”defense mechanisms are

or canceling unpleasant effects of real or imaginary
dangers, reshaping the internal and / or external
reality and whose manifestations - behaviors, ideas
have affects - can be conscious or unconscious.”
From the inventory of defense mechanisms made
by researchers such as A. Freud, Valenstein,
Laplanche and Pontalis, Bergeret, Vaillant, Plutchik
and others so far, in the context of this paper we
propose to detail some aspects of regression. The
choice is given by the relation we can establish be-
tween the songs in the children's folklore, the theo-
ries of attachment and the permanent need of the
psychic to regulate human behavior in order to find
balance and harmony with oneself and with others.
Regression is a defense mechanism defined by lo-
nescu, Jacquet, & Lhote (2002, p. 275) as "a return
- more or less organized and transient - to earlier
modes of expression of thought, to objections or
object relations, in front of an internal or external
danger that may cause an excess of anxiety or frus-
tration."

Regression is a defense mechanism that, accord-
ing to Spitz, quoted by lonescu, Jacquet, & Lhote
(2002, p. 67), has the prototype of sleep, as a re-
turn”to satiation when breastfeeding”. Spitz be-
lieves that there is an extremely close relationship
between the nature of mother-child relationships
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and the defense mechanisms that the individual will
build over time to model and structure his or her
character. He also argues that this relationship
”drives the child's psychological development to-
ward the use, in defense, of a particular prototype,
preferred to all others.”

Plutchik (1995) considers that each defense
mechanism (unconscious, rigid and with limited
adaptive value) corresponds to a coping method
(conscious, flexible and adaptive), exemplifying
that regression corresponds to seeking help. (Conte
& Plutchik, 1995, pp. 26-27)

As human aid is not always possible, the individ-
ual may resort to substitutes, alternatives such as
music or other art forms. In the case of our study,
we propose to build a conscious, flexible and
adaptable defense behavior based on the songs
from the children's folklore, which the mother sang
to the individual during the first childhood. The
idea is supported by the following statement at-
tributed to Freud: There is a return path that leads
from fantasy to reality: ART.”

Children’s folk songs

In this study, we explore the universe of songs in
children's folklore based on the idea that “The
brain is the organ we use for every imaginable cog-
nitive task, including the perception of sound as
music. Before this can happen, the incoming sound
wave must be analyzed for its musically relevant
properties, patticularly amplitude and frequency.”
(Tan, Pfordresher, &Harré, 2010, p. 51)

We therefore propose a brief analysis of the
songs in the children's folklore from the petspec-
tive of the specific melodic-rhythmic structures, the
content of ideas, respectively of the relation with
the game and the movement, without referring to
the characteristic repertoire of any ethno-folkloric
zone.

Regardless of the folklore we are talking about, it

is well known that the children's repertoire is struc-
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tured at small intervals, which they can easily sing.
Very often, the vocal singing begins with the melo-
dy of the third soil, which is added to the ground
to the bi-tone, and then to the ground, gradually
reaching the pentatonic structure of the ground.
Since ancient times, musical intervals have been
assigned certain specific expressive functions. In a
recent study, Costa, Bitti, & Bonfiglioli (2000, p. 8)
show that the third minor interval (e.g. Sol-mi) is
associated with melancholy, sadness, and the third
major (e.g. Do- mi) with stability, joy, power, puri-
ty, brilliance and tranquility. Thus, a correlation can
be established between the basic core of children's
folklore songs and the universe of emotions that
children explore at an early age. It is interesting to
note that the minor second interval (e.g. mi-fa), as-
sociated with the affect, the discouragement ap-
pears to a lesser extent in the songs in the chil-
dren's folklore. The sound constructions based on
consonance, on intervals with expressive functions
predominantly in the area of stability, joy, balance
are in full agreement with the specific rhythms of
children's folklore, with the content of ideas of the
songs and with the universe of emotions experi-
enced at the age of childhood.

From a rhythmic point of view, children's songs
are simple, built on succession of quarter notes and
eighth notes, which gives them stability and a
framework suitable for movement and play.

In an analysis of the movements suggested by the
text of songs in children's folklore, Benké &
Prezsmer (2015, p. 49) states that ,,the essence of
the action: continuous happening...In most cases,
the game ends with a snap: a sudden change of
motion, a change of role, a prompt, a question,
etc.”

The movements associated with children's songs
are simple. These movements are meant to intro-
duce children to adult culture, to teach children
how to walk in rhythm, so that later they learn
dance steps specific to adult folklore. From the

point of view of the content of ideas, the songs in
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the children's folklore can be closely related to the
(different holidays
Christmas, Easter, Pentecost, etc.) or they can illus-

events they accompany

trate the children's concerns in close relation with
the universe they discover.

The texts of the songs in the children's folklore
contain both regionalisms; archaisms that attest
their authenticity, as well as words modified in
meaning or form. The latter are the result of re-
peated transformations caused by the misunder-
standing of words, the change of place names, and
the desire to update the song or the spontaneous,
varied interpretations of children.

Children’s folk songs in music therapy

Behaviors and activities, which occur spontane-
ously in childhood, can be defined by the aging of
these behaviors, by adults, but also by innovative
methods of music education and / or therapy. As
Bowlby (1988, p. 122) states, “The presence of an
attachment control system and its linkage to the
working models of self and attachment figure(s)
that are built in the mind during childhood are held
to be central features of personality functioning
throughout life.” One of the expressions of at-
tachment still less explored is the song. Articulated
or not, accurate and aesthetic or not, this is the
communication channel on which the mother-child
relationship is built during the preverbal period of
the child.

Singing creates unseen bonds between the per-
sons, brings them into a shared space of happy ex-
ploration and expression. Even a simple breathing
exercise, the prolonged sound can be transformed
into a game, a musical dialogue, a journey together
to what we call a safety zone.

Singing means prolonged emotional contact, in-
teraction in which the germs of verbal communica-
tion are found, and on the other hand the nucleus
of future musical and social relationships. Tre-
varthen& Malloch (2000) observe not only the ef-
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fects of articulated singing, but also of the natural,
intuitive modulation of the voice of the mother
during her reaction with the child, during the
swing, asleep, and crying. (Beer & Birnbaum, 2019,
p. 121)

Equally, the crying, cooing, murmuring of the
child is the sound expression of his needs and
emotional states. They are modulated on a scale of
sounds known, recognized and interpreted by the
mother who reacts accordingly. Gradually, music
becomes the exponent of the individual's inner
emotions and experiences, dressing them in aes-
thetic forms accepted and validated by others.

Music, more precisely the children's folklore
songs sung at first by the mother, and later by the
child, sung at adulthood even with the inner voice,
can contribute to shaping adaptive defense mecha-
nisms and behaviors. In regression, for example,
the return through the songs from children's folk-
lore during the period when the individual felt safe,
was worry free, enjoyed the innocence of the age,
can be an important factor in restoring the inner
balance.  Adaptation, psychic  self-regulation
through children's songs is within reach of anyone,
anywhere, anytime. The effect is beneficial on the
one hand because it awakens the memory of at-
tachment relationships from early childhood, and
on the other hand, because, the development of
certain musical intervals with specific expressive
functions (big third, small third, etc.) ordered
rhythmically and in a slow tempo, induces particu-
lar emotional states.

In music therapy, songs from children's folklore
can be used from different perspectives, as a solu-
tion for countless situations. In the context of the
present study, we aim to bring to the fore the idea
that they can be successfully used in active therapy
to construct adaptive (defense) behaviors. Singing
and improvising on specific topics in children's
folk songs, evoking memories, emotions transmit-
ted through children's folk songs, can generate a

space of mental comfort in which the person takes
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refuge in certain situations of anxiety, depression,
or over-stress. In an optimistic scenario, we con-
sider that building defense mechanisms based on
children's songs can even lead to artistic perfor-

mance, can even change the perspective about life.

Conclusions

In the continuous adaptation of the individual to
living conditions, he/ she frequently uses internal
working models, crystallized over time. Whereas,
according to Bowlby (1969), “the child’s attach-
ment relationship with their primary caregiver leads
to the development of an internal working model”
it is important that this relationship is a complex,
resource-rich one. Singing represents a particular
element of connection between mother and new-
born, which can be nonverbal and non-articulated
in a first stage, and gradually outlined, through a
specific repertoite of songs from the children's
folklore (lullabies, games, songs, etc.), in the next
stages of life.

The valorization of singing from the earliest age
in order to build a relationship with oneself and
with others comes to complement the idea that
“The internal working model is a cognitive frame-
work comprising mental representations for under-
standing the world, self, and others. A person’s in-
teraction with others is guided by memories and
expectations from their internal model which influ-
ence and help evaluate their contact with others.”
(Bretherton, & Munholland, 1999).

Children’s folk songs represent the quintessence
of the human identity, they are deeply rooted in the
mind and soul, and they are the first songs with
which the man comes into contact when his moth-
er sings. In music therapy, these songs represent a
real spur healing.
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Abstract

Children with developmental disorders do not acquire the same way as do children with an age appro-
priate intellectual level, so it needs to be carefully chosen what kind of methods to use and in what way to
teach the children. For preschool children the most efficient and simplest method of teaching mathemat-
ics is a playful approach to learning activities.

The purpose of this work was to create a set of materials to support the teaching and learning of math-
ematical concepts for preschool age children with special needs. There were created learning materials
such as Train, Shelves, Long and short, Butterflies and cars, Wide and narrow road and board game Owls. All the
learning materials, including board game, are laminated and most of them are provided with velcro strips
to stick different parts. All the learning materials are tested on preschool age children and asked specialist
and teachers, who work with children with special needs, to give their expert evaluation.

Learning materials support teaching mathematical concepts for preschool age children with special
needs.

Keywords: special education, special needs in kindergarten, math in kindergarten
Discipline: pedagogy
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Absztrakt
DIDAKTIKAI JATEKOK A MATEMATIKAI FOGALMAK FEJLESZTESERE AZ
OVODASKORU, SAJATOS NEVELESI IGENYU GYERMEKEK SZAMARA

A fejlédési rendellenességekkel él6 gyermekek nem ugyanazt az utat jarjak, mint az életkoruknak
megfelel6 intellektualis szintd gyermekek, ezért gondosan meg kell véalasztani, hogy milyen médszerekkel
és milyen médon tanitjak Sket. Az évodaskora gyermekek szamara a matematika tanitasanak leghatékon-
yabb és legegyszeribb médszere a jatékos megkozelitést tanulasi tevékenység.

E munka célja egy anyagkészlet 1étrehozasa, amely elGsegiti az 6vodaskord, sajatos nevelési igényti
gyermekek szamdra a matematikai fogalmak tanitasat és tanuldsat. Olyan tananyagokat készitettek, mint
példaul a vonat, a polcok, a hossza és a t6vid, a pillangdk és az autdk, a széles és keskeny ut - és a Baglyok
tarsasjaték. Az Osszes tananyag (beleértve a tarsasjatékot is), lamindlt és a legtobb tépbzaras szalaggal van
ellatva a kilonb6z6 részek ragasztasahoz. Az Gsszes tananyagot 6vodaskord gyermekeken tesztelték és
sajatos nevelési igény gyermekekkel dolgozé szakembereket és tanarokat kértek fel a tananyag szakértsi
értékelésére.

A tananyagok timogatjak a matematikai fogalmak tanitdsat az 6vodaskoru, sajitos igényl gyermekek
szamara.

Kulcsszavak: specialis oktatas, specialis igények az 6vodaban, matematika az évodaban
Diszciplina: pedagogia

Supporting studying mathematics through matics. As Math play an important role in the de-
the game velopment of a child it is important to pay full at-

Mathematics play an important role both in a  tention on the difficulties of studying as a child in
child’s life as well as in every adult’s. We use it to  order to avoid issues that might occur in school
compare everyday subjects, to orientate in our when they take the subject more into depth.
home, on our body as well as on the streets when Math is studied in the kindergarten integrated
remembering the house numbers or phone num- with every other exercise and everyday action. A
bres. It has been found that early knowledge of child explores, compares, counts, sorts, explains,
arithmetics helps to achieve goals in mathematis as  finds differences and similarities. Math can be
well as any other area of life. (Claessens & Engel, learned through different senses: seeing, hearing,
2013). A person understands the world through touch and when possible also through smell and
mathematics in a very eatly age and uses it to un-  tasting (Sikka, 2009). It is very important that
derstand differences and similarities, to create con-  teachers use multisensational approach (Clayton,
nections and to justify. 2003).

Sousa (2001) has brought out that around 6% of Mathematics play an important role in a childs
preschool aged children have issues with mathe- everyday life in the kindergarten . A young child
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my have a hard time understanding symbolic con-
cepts and therefore there are specific aids that are
used in teaching: the children can count or hold
something in their had that is a symbol. By having
something in their hand that can be manipulated a
child learns to create abridge between the physical
world, symbols and abstract concepts (James,
2016), The mathematics of a kindergarten is based
on the so called getting the world in order so that
he child can orientate in the surroundings and in
the wotld of items and situations (Sikka, 20092)
From a cognitive development point of vies it is
important that the childs understands the shapes,
sizes, patterns and positions of different figures
(McCartneu & Philips, 2006). The development of
mathematical skills is based on the development of
all senses and specially the visual-spatial sense. This
helps the preschool aged children the divide and
name items in according to their features, to com-
pare them, the assemble the similar items and to
operate with them practically. The perception of
the ratio of amount and shape creates a base for
understanding the bases of mathematics and num-
bers (Martinson, 2010).

It is important to associate the the mathematical
concepts with everyday exercises, to focus on ac-
tion and playing. The math in a kindergarten is
highly related to acquiring the verbal concepts. It is
superficial for children to understand the mathe-
matical concepts early in their development. For
example they understand when ,here’s more than
there®. They understand if ,,you take from here
there’s going to be less®. Many of this kind of skills
develop even between they can speak (Bowman,
2001).

For children with special developmental need it is
important in the process of learning to create a
purposeful thinking method. The actions created
on the purposeful thinking help the children to see
the connection between objects as well as they will
orient better in the purpose of their actions and in

achieving them. As a result their actions become
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meaningful: they become to forsee the events and
understand the relations between when and why
(Strebeleva, 2010a).

The developmental needs of children with special
needs depend on with the primary need as well the
secunday which results from it. When planning an
action for the children one must consider their in-
dividual specialities as they might need more direct-
ing from the teachers compared to their mates to
ensure they learn the material.

The acquiring of general knowledge happens ef-
fectively though didactic games directed by an
adult. To fully support the learning of a child and
to offer necessary support the adult needs to detect
the actual level of development meaning to find
out what exactly the child can do without any help
and what the child can achieve with the help of an
adult. Solving an exercise independently shows the
actual level of development while solving the same
exercise in optimal circumstances with the guid-
ance of an adult shows potential level of develop-
ment.

The difference between these two conditions was
called by Lev Vogotski (1896-1934) the zone of
proximal development (Krull, 2000).

It is extremely important to understand the zone
of proximal development when it comes to teach-
ing children with special needs. In order to create a
learning plan for them it has to be taken into ac-
count that these children acquire knowledge slower
however forget fast - this is why it is recommended
to use different methods and techniques that help
to activate the audible, visual and kinetic senses.
The actual learning only occurs when it is slightly
ahead of the actual development of the child.

The skill to sense the objets, to analyse, compare
and generalise does not come automatically when
doing something - it takes teaching and directing to
study and analyse the qualities of objects. Didactic
games where the goal is to generalise and rhythm
the emotions are of great help in order to specity

the images, sizes, the spatial relations and to sepa-
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rate and acquire the sounds (Sakulina & Poddjakov,
1973).

In order to teach math to a child with special
needs it has been found that a playful approach
gives the best results as this is the favourable activ-
ity for them. It is a great way to lure the child into
doing things that normally they might not enjoy.
Motor skills for example can also be taught
through playing. It is often found that the child
gets so carried away by the activity that they do not
even grasp that they are learning. This sort of activ-
ity however helps to remember things (Reinvart,
Klemmer & Vaas, 2009).

The formation

of mathematical concepts for a child

The concept of size, amount, numbers, colors
and spatial relations is used in various games Szze is
relative. The same object can be larger or smaller in
compared to other objects. Size can be described
by hight, length and width and therefore in addi-
tion to the parameters ‘large-small’ there are also
terms like ‘long-short’, ‘high-low’” and ‘wide-
narrow’ in use. A 3 year old child should only be
able to distinguish only by size 2-3 objects by
showing which one is bigger or smaller (Kuusik,
2007). A 3-4 year old uses terms like bigger-smaller,
longer-shorter, wider-narrower to describe the ob-
jects. A 4-5 year old child can put 3 objects in or-
der by size, length, width or hight and can use the
terms ‘higher-lower’ while a 5-6 year old child can
put up to 5 objects in order by size and can visually
confirm which one is ‘bigger-smaller or same size’
and will check the results by comparing. It is im-
portant to develop the visual measuring skills of a
child (Sikka, 2009b)

To combine objects into a quantum means to clas-
sify them according to their features. At first only
one feature is used for classification, then two and

then more than that. Counting is the corner stone

86

of teaching numbers and this is also an everyday
activity of any adult. A 2-3 year old child can com-
bine objects by one mutual feature by finding ‘the
similar’ or ‘the one’ . They can count up to three
and can answer the question ‘how many’. A 3-4
year old child is able to define if the object belongs
to the quantum. By creating pairs the child will find
out if there is the same amount of objects in the
quantum or not. The child knows the numbers and
can count up to five. A 4-5 year old child will com-
bine the objects or creatures by two features (for
example boy or girl), will compare the pairs and
only then decides if there is more one or the other.
5-6 year olds know the numbers and can count up
to twelve. A 6-7 year old knows the numbers up to
twelve, knows their order and will confirm the
amount of objects by counting them (Sikka,
2009b).

The perception of colour cannot be verified by trial
and error, only visual sense can be used. At first the
learning of colours will happen by trying and com-
paring however at the same time the child might
not be able to confirm the colour and can only find
the similarity or difference. It is difficult to deter-
mine the similarities or differences for children
with developmental issues. Once a child can de-
termine the colours they will proceed to choosing
by a sample and nominating them. The perception
of colour is the foundation of sensing colours
(Strebeleva, 2010b). A 3 year old child with normal
development should be able to name and use 3-4
main colours (Kuusik, 2007),

When speaking of sense of space then usually it is
about the objects and their parts located on top,
below, on the right, on the left, in front and behind
of each other. To orientate in space means to posi-
tion the object or person from the location of one-
self; to position oneself from other objects or peo-
ple; to position objects from each other (Sikka,
2009b). The space can be divided into closer and
farther space. For children with developmental is-

sues the positioning on closer space is easier and
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happens earlier than in farther space. Even for a
preschool aged child with normal development it
can be difficult to position oneself in space
(Strebeleva, 2010b). Therefore is is most important
to intervene in supporting the children with devel-
opmental issues.

Didactic games is a way of teaching that is lead
by an adult and the goal is to acquire the
knowledge of the curriculum through play - indi-
vidually or in a group. Certain conditions are creat-
ed in didactic games where a child can operate in-
dependently in a certain situation with specific ob-
jects by gaining a cognitive experience. It is spe-
cially important for children with developmental
issues as their material actions are weak, not gener-
alised and their attention is not focused on the ac-
tion (Strebeleva 2010Db).

Metodology of research

The goal of this research was to prepare a set of
learning equipment to support the teaching of
mathematical terms for preschool aged children
with special needs.

Siret Maaring’s Master’s thesis was to study the
development and to prepare learning games to ac-
quire mathematics in the kindergarten - she was
supervised by Tiiu Tammemie, lecturer of special
education (Maaring, 2017; Tammemie & Maaring,
2019). The games and their applicability was tested
on children with special developmental needs. The
finished games were tested in kindergartens on
children aged 3-7. The sample was a total of 11
children who suffered from attention and activity
disorders and backwardness of intellect.

Four specialists were provided the games in to be
used and studied and to provide expertise. The
specialists were teachers and support specialists
who worked with childre.

All the games in this article are created in a way
where the teacher can change the level of difficulty
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epending in the specific near development zone of
the child. The applicability of the games was also
tested on children with special developmental
needs. All the pieces of the games are laminated in
order to ensure the durability in repeated use.

It is important to define the specific developmental
age of a child with special needs - therefore the
biological age or the ‘suited for ages’ is not relevant
for these developmental games. The instructions
and specific questions have been added to the
games however the content of each mathmetacially
developing exercise depends on the child’s charac-
teristics and the creativity of the teacher.

Games to support the learning of mathemati-
cal terms

Game 1: the train

A strip of velcro is fixed on the base board with
rails - the player uses the velcro to attach wagons to
it as guided by the teacher (Figure 1). The wagons
are lined up after each other however the child
needs to rearrange them as instructed. This devel-
ops attention, thinking and fine motor skills. The
child needs to understand that in order to place a
wagon they need to rearrange the ones already in

place.

Figure 1. The Train (By the Authors)
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The aim of the game
e  The child knows the terms i front / bebind, be-
Jore | after, in the center | in the middle
e The child knows the ordinal numbers and the
terms the first | the last
e  The child knows the colours purple, green,
yellow, pink, blue and red.

The tools: The board, 5 different coloured wagons,
a train, 6 colour cards

The game play:

Option 1. The teacher introduces the player the
tools and explains the game. The train is placedo in
the board together with the teacher. The player
then starts to place the wagons after the train as
instructed.

e Take the purple wagon and place it on the rails
at the very front

e Take the yellow wagon and place it behind the
train

e Take the green wagon and place it between the
yellow one and the train

e Take the blue wagon and place it behind the
yellow one

e Take the red wagon and place it behind the
blue one

e Take the pink wagon and place it behind the
blue one

e The already placed wagons can be rearranged
as instruced. Afterwards the teacher can ask
additional questions from the player.

e What colour is the first wagon?

e That colour is the wagon behind the blue one?

e What colour is the wagon between the blue
and the yellow one?

e What colour is the last wagon?

e That colour is the third wagon?
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Option 2.: The teacher places the colour cards on
the table that the player will use to start placing the
wagons on the board. The same questions can be
asked as were used for the first option.

Game 2: Balls in line

The aim of the game (Figure 2):

e The child knows the patterns dotfed and striped

o The child knows and uses the colours red,
pink, green, purple and yellow

e  The child knows and uses the ordinal num-
bers first, second, third, fourth

e The child knows and uses the terms iz the nzid-
dle, the first, at the top, above, below, on top

e The child can compare objects by their size

The tools: 8 different coloured and patterned balls,
the board with Velcro

Figure 2. Balls in line (By the Authors)

The game play

The player stars placing the balls on the board as
instructed.

Put:

e The yellow ball in the last box on the top

e The bog purple ball in the box below the yel-
low ball
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e The green ball in the second box of the bot-
tom line
e The small purple ball to the right from the
green ball
e The yellow striped ball in the box above the
green ball
e The red ball in the first box of the top line
e The red dotted ball in the third box of the top
line
e The pink ball in the first box of the bottom
line
Once the balls are in place the teacher can ask
several additional questions (How many balls are in
the top/bottom line? How many balls are there in
total? What shape are the balls?)
What colour is the ball...
e The first one in the bottom line?
e Between the yellow and the striped one?
e The third one in the top line?
e Between the green and the big purple one?
¢ Below the striped one?
e Next to the dotted one?
e To the left from the blue one?
e How many balls in the top line?

Game 3: The shelf
The aim of the game (Figure 3):
e The child understands and uses the terms
right/ left, top/ bottom
e The child understand and uses the ordinal
number first and second
e The chid can combine by mutual fea-
tures/general terms (toys, fruit, vegetables,
tools)
e The child can feel tactilely different materials:
rough, hairy
The tools: the board with velcro (the picture with 2
shelves), different fruit, vegetables, toys, tools.
Models of the right and left hands of different tac-
tile materials.

Figure 3: The Shelf (By the Authors)

The teacher introduces the models of the hands
to the player. The own hands are also studied and
which one is right and left is determined. The dif-
ferent surface of the models is felt (rough, hairy)

The game play

The player will start placing the object in the
shelves as instructed by the teacher so that similar
objects are combined together (fruit, vegetables,
toys, stationary). Once the objects are in the
shelves they can be compared with additional ques-
tions: which shelf has more/ less objects, which objects are in
the shelf, which groups have been combined, how many ob-
Jects are in the shelf etc.

Take...

e ...the ball. Place it on the bottom shelf on the

right.

...the books. Place them on the top shelf on

the left

e ...the cabbage. Place it on the top shelf on the
right

e ...the duck. Place it on the bottom shelf on the
right

e ...the tangerine. Place it on the bottom shelf
on the left

e ...the tomato. Place it on the top shelf on the
right

e ...the cherry. Place it on the bottom shelf on

the left

&9
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e ...the pencils. Place them next to the books.
e ...the apple. Place it next to the cherry.
e ...the doll. Place it on the bottom shelf on the

right

e ...the bear. Place it next to the doll.

e ...the carrot. Place it on the top shelf on the
right

e ...the pear. Place it next to the apple.

Additional questions:

What is on the right side of the top shelf?
(general term)

What is on the bottom shelf on the left?
What is on the top shelf on the left?
What is on the bottom shelf on the right?

How many tings are on the top shelf on the
right?

How many things are on the bottom shelf on
the right?

How many tings are on the shelf on the left?
Which shelf has the most objects?

Game 4 and 5: Butterflies and Cars

The aim of the game (Figure 4 and 5):
The child understands the terms big/small
and the supetlative the biggest/smallest
The child can compare the objects by their
size
The child understands and uses correctly the
colours green, pink, red, blue, yellow, brown,
purple
The child can use mathematical equations to
calculate up to 5 by using additional tools.

Tools: Board with velcro for cars and butterflies, 5
different sized butterflies and cars.

The game play
The child will start to place the butterflies/cars ac-
cording to the size as instructed by the teacher.
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Figure 4. Butterflies (By the Authors)

Figure 5. Cars (By the Authors)

Fore example: zake the biggest butterfly and place it as
the first. The child can also place the butterflies/cars
on the board by size without providing instruc-
tions. Afterwards you can check together with the
player if the pictures are in correct order. In addi-
tion the colours of the butterflies/cars can be men-
tioned, the objects can be counted, their place in
line can be determined, their position in front/ be-
hind/between other objects can be found.

The butterflies:
Which colour butterlfy is the biggest?

Which on is bigger: the blue or the yellow but-
tertly?

Which one is bigger: the pink or the red but-
terfly?
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e Which one is smaller: the green or the blue
butterfly?

e Which one is smaller: the red or the yellow
butterfly?

e What colour is the butterfly next to the yel-
low one?

e  What colour is the butterfly between the
pink and the blue one?

¢  How many butterflies are there in total?

e How many butterflies will be left after 2 fly
away?

e  How many butterflies will there be if one
more arrives?

Cars:

e What colour car is the biggest?

e What colour car is the smallest?

e Which one is bigger: the blue or the green
car?

e Which one is bigger: the brown or the pur-
ple car?

e Which one is smaller: the green or the blue
car?

e  Which one is smaller: the red or the blue
car?

e What colour is the car in front of the blue

one?

What colour car is between the purple and
blue cars?

How many cars are there in total?

How many cars will there be left if one
drives away?

How many cars will there be if one more ar-
rives?

Game 6: the wide and the narrow road
The aim of the game (Figure 6.)

e The child understands the terms wide/narrow
and knows how to use them
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e The child understands the positions on #p,
above, next fo and knows how to use them

e The child compares quantities
e The child can count up to 10

Figure 6: The wide and the narrow road (By the Anthors)

Tools: Boards, different objects to be placed
(flowers, plane, house, tree, cats etc.)

The game play
The teacher introduces the game and the boards
to the player that are then compared. The child will
start placing objects on the board with the wide
and narrow road as instructed.
e Take the house. The house is by the wide
road.
e Take the flowers. The flowers grow by the
narrow road.
e Take the sun. he sun shines in the sky above
the narrow road.
e Take the clouds. The clouds lay in the sky
above the wide road.
e Take the plane. The plane flies in the sky
above the wide road.
e Take the rabbit. The rabbit is next to the nar-
row road.

e Take the red car. The red car drives on the

narrow road.
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Take the blue car. The blue car drives on the
wide road.
Take the tree. The tree grows next to the wide
road.

After the objects are placed they can be counted
as per how many were placed on one board or the
other. Whete is zore /less objects?

Additional questions
e Name the objects that you placed on the
board with the narrow road.

Name the objects that you placed on the
board with the wide road

How many objects did you place on the board
with the narrow road?

How many objects did you place on the board
with the wide road?

Which board has more objects?

Which board has less objects?

Name the objects that you placed next to the
narrow road

Name the objects that you placed next to the
wide road

Game 7: Owls

The aim of the game (Figure 7)
e The child knows and understands the main
colours

The child knows and uses the ordinal num-
bers

The child knows and implements the posi-
tional terms zn front, bebind, in the middle, the
[first, the last, the top, the bottom

The child compares objects by size and
length

The child groups the objects by mutual fea-
tures
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Tools: The board (tree with owls), blue and red

function cards, game pieces (4 owls), dice.

Figure 7. Owls (By the Authors)

The game play

The board game is meant for 2-4 players.

All pieces are placed on the ‘start’ area of the
board. The first player is determined by draw. The
player takes steps according to the roll of the dice.
When the player ends up on the red or on the blue
field, a function card is drown, it is read out loud
and the question needs to be answered. If the an-
swer is right, the player gets to stay on the same
place, if the answer is wrong the player needs to
take one step back.

Figure 8. Owls extra cards(By the Authors)
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The questions on the function cards are about
counting, grouping, positioning, ordinal numbers,
comparing, colours and sizes. For example:

Who is taller? The boy or the girl?
What colour is the third owl?

[ ]
[ ]
e What is on the picture, name it with one word
(general term)

Show me which owl is the biggest

Show me who is the shortest

What colour is the first owl?

e What colour are the owls in the bottom line?
The player who rolls the exact amount of steps

on the dice wins the game.

The summary

Mathematics is all around us and is necessary
throughout our lives. Mathematical knowledge and
skills are one of the bases to develop other skills
and knowledge. Early knowledge of mathematics
help children to develop both mathematical and
other life skills as they grow up (Claessens & Engel,
2013). It is important to support children who
struggle with mathematics as eatly as possible. Play-
ing has an important role in the development of a
child therefore it is recommended to approach
teaching mathematics through playing as is sug-
gested in the examples of this article.

It can be concluded by the expertise and experi-
ence in teaching that the games here support the
curriculum and the mathematical learning purposes
in the kindergarten. The experts also concluded
that the games help to diversify the learning activi-
ties, the instructions are clear and the aims of the

games atre achievable.
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Abstract

The phenomenon can be encountered day by day that at primary schools there are just few Roma chil-
dren among well-performing students, while among students who fail in fulfilling the requirements there
are a great amount of Roma pupils. The question may come to the surface intuitively: What are the rea-
sons behind that? The paper aims to discover and explain this problem relying on the relevant literature.

Keywords: roma students, school failure
Disciplines: pedagogy

Absztrakt
CIGANY TANULOK ISKOLAI SIKERTELENSEGENEK PROBLEMATIKAJA.

A tanulmany abbdl a feltevésbdl indul ki, miszerint a cigany szarmazasd tanulok iskolai teljesitménye
kudarcokkal teli. Ezt figyelembe véve a jelen {ras arra vallalkozik, hogy olyan okokra reflektaljon a cigany
tanulok iskolai kudarcaival kapcsolatban, amelyek a szikebb-tagabb kézvélemény szamara is ismertek, s6t
bizonyos esetekben, némileg negativ konnotacidval, kézhelyekké valtak. Célunk, hogy e tényezSket a

tudomanyos diskurzus szemsz6gébdl vizsgaljuk meg.

Kulcsszavak: roma tanul6k, iskolai sikertelenség
Diszciplina: pedagogia
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Introduction

The study is based on the assumption that the
school performance of Roma students is full of
failure. With this in mind, this paper attempts to
reflect on the causes of Roma students' school fail-
ures that are known to the larger or smaller public,
and in some cases have become cliché with some-
what negative connotations.

The difficulties and problems with the school
and the education system of Roma students have
been examined for decades by experts in various
fields of science, using the tool of sociology as a
case study, other times they approach the problem
from the perspective of cultural anthropologists
(Forray and Hegeds, 1999).

We have divergent knowledge about the specific
causes of this failure, including the scientific work
of Zita Réger, Anna Csongor, Ilona Lisk6, Gabor
Kertesi or Péter Radé. Therefore, the question may
be rightly raised as to whether the above-
mentioned problem being repeatedly investigated is
justified.

In my opinion, it makes sense to occasionally fo-
cus on issues related to Gypsies in scientific re-
search, because each point of view presents the
discourse from a different light. This is especially
true when it comes to educating Roma students.
The related explanations, are generally very partial,
in a sense incomplete, and contextual. This has the
consequence that only certain aspects of reality are
examined.

Re-visiting the problem has relevance in many
other respects. It is true that the problem of the
education of students of Roma origin requires a
different interpretation in the context of radically
changed social circumstances (Kemény, 1996). For
example, in recent years, the legal, content regula-
tion and financing of public education has under-
gone major changes and amendments. Another
important factor is that the minority legal system
has been formed and minority self-governments
have been established (Cserti Csap6, 2004).
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The relevance mentioned above is also con-
firmed by the increasing number of educational
policy initiatives that are truly a reality and can ac-
tually be evaluated in accordance with each educa-

tional experiment.

Theoretical frameworks

Before elaborating on the reasons for the failure
of Roma students at school, I briefly summarize
the prevailing views in the literature on this issue.
In recent decades, studies on the teaching of Roma
education have identified two decisive approaches
to the causes of the failure of Roma students.

* According to one, the failure is mainly due

to the poor school maturity of Roma stu-
dents, or the inadequacy of family socializa-
tion. This explanation can be found in the
studies of Peter Farkas and Janos Jakab
(Farkas and Jakab, 1995) or in the reports of
Gabor Kertesi and Géabor Kézdi (Kertesi
and Kézdi, 1996).
In contrast, Zita Réger, Péter Rado, Ilona
Liské and Katalin Oppelt attribute the same
or greater role to the school than they are
not prepared for the education of Roma
students. (Oppelt, 1996)

In the conceptual system of Péter Farkas and
Janos Jakab, Gypsies can be defined as a social
marginal group. In their opinion: ,,The reasons that
determine the school failure rate of the entire pop-
ulation accumulate in Roma families. (Poverty, un-
employment, irregular lifestyle, rejection of school
norms.)” (Farkas and Jakab, 1996, p. 57) According
to Kertesi and Kézdi ,,the reasons for the failure of
Roma students to reach schools are not the disad-
vantages of the settlement and the lower quality
indicators of their schools, but for the shortcom-
ings of their family socialization and school maturi-
ty before school”. (Kertesi and Kézdi 1996, p. 27)
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The same theory can also be observed in interna-
tional literature. James Samuel Coleman, for exam-
ple, points out that the socio-economic status of
parents in particular has a decisive impact on chil-
dren's performance at school, but no significant
impact on school performance can be detected
(Coleman, 1966). In any event, Coleman's views
must be criticized in the light of the Hungarian
context, especially if we consider the socially highly
selective nature of the Hungarian school system.

Gabor Kertesi and Gabor Kézdi came to the
above conclusions during a mathematical analysis
of school statistics published by the then Ministry
of Education and Culture.

Their main aim was to develop a variable that
describes the quality of the school by combining
different statistical variables. They were of the
opinion that the variable created would explain the
failure of Roma students at school to a much lesser
extent than other researchers had predicted. The
'school quality' variable contained the following
content elements: ratio of classes with more than
30 pupils, ratio of classes combined, ratio of spe-
cialized teacher hours, ratio of emergency class-
rooms, and ratio of unqualified teachers. (Kertesi
and Kézdi, 1996)

Kertesi and Kézdi's theory was not unanimously
accepted by the scientific public. Eszter Harsanyi
and Péter Radd, for example, were of the opinion
that the authors had made misleading statements.
There are two specific reasons for their criticism.
(Harsanyi and Rad6, 1997) One of the critical ele-
ments is primarily methodological and relates to
the limitations of the sociological usability of
school statistics. In this respect, it is firstly stated
that the "quality of the school" vatiable is not valid
in several respects.

They emphasize that the procedure used by
Gabor Kertesi and Géabor Kézdi is a statistically
good approach to determine the efficiency and
quality of the school, but strictly only when it

comes to educating non-Roma students, the pro-
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gram will be supplemented with an evaluation of
the pedagogical methods used and the measure-
ment of the students' level of knowledge.

According to Harsanyi and Rado, because of the
complexity of the problem, many other aspects
need to be taken into account by researchers in
connection with the education Roma students. An
important factor is the teachers' special skills (for
example, in romology), the degree of segregation,
the linguistic background of Roma pupils, and the
degree of prejudice towards Roma pupils within
the school is also a significant factor.

The factors listed above cannot be obtained from
school statistics. According to Harsanyi and Rado,
however, it is these aspects that are most capable
of explaining failures at school (Harsanyi and Radé,
1997).

The other critical element is due to a difference
in approach. This is mainly due to that Gabor Ket-
tesi and Gédbor Kézdi's studies can be interpreted
as, students from other ethnic backgrounds must
unconditionally adapt to the expectations and re-
quirements of the school, while going through ac-
culturation. In this regard, Eszter Harsanyi and Pé-
ter Radé point out that the school's task is to en-
sure the successful educational progress of students
of Roma origin without assimilation expectations.

Theoretical aspects

of the causes of failure at school

The fact that the failure of Roma pupils at school
cannot be traced back to one specific problem re-
quires no particular scientific explanation. The var-
ious problems are causally related in a way of a
cause and effect relationship (Lisko, 1996). How-
ever, Spanish-born romologist José Eugenio Abajo
Alcalde points out that there are some theories that
try to explain the failure of Roma children to
school by a specific factor.

The starting point for these theories is that they

represent a one-dimensional, deterministic point of
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view. They believe that, for Roma children, school
failure can be assumed because they have a socio-
economic status that prevents their social mobility.

In the following, I present the univariate inter-
pretation models collected by José Eugenio (José
Eugenio, 2008). The basic concept of the first such
model is blaming ethnicity and family. The essence
of this is that it sets the Roma ethnicity, the main
characteristic of which is that the children of the
families fall behind in their school studies com-
pared to non-Roma students. Roma parents make
no effort to solve their school failure, but rather
stop their children from attending school. So it can
be seen that this concept defines the failure of stu-
dents of Roma origin as a family problem, a prob-
lem that is specific to Gypsies, since theory as-
sumes that all people of Roma descent, simply be-
cause they are Roma, are characterized by "some-
thing," which makes it harder to reach school than
their acquaintances of other ethnicities.

The second model is psychologizing behaviour.
This view no longer views family failures of Roma
pupils as a family problem, but as an individual
problem. The concept is primarily to blame and
hold Roma children accountable for their under-
achievement in school. This is rooted in the fact
that the school problems of children of this ethnic
group are in fact a consequence of their inherent
characteristics.

José Eugenio considers the following elements to
be most important in relation to psychologizing

behaviour:

»They are deemed to have a low intellectual
level, less motivation or less developed skills,
or they may be very different, for example:
They only have practical intelligence.” (José,
2008, p.33)

»They are considered to be malicious, non-
adaptive, aggressive, unbalanced or prone to
criminal activities” (José, 2008, p.33)
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The third model is sociological determinism. The
essence of this theory is based on that the main
role of the educational system, including the
school, is to reproduce and legitimize the hierar-
chical social system (José, 2008). Thus, the socio-
logical determinism model assumes that students'
school performance is highly dependent on the so-
cial class and family in which the individual is born.
By way of example, for a child from a higher social
class, primary socialization already creates the di-
rect or indirect conditions that significantly facili-
tate later prosperity. In contrast, children whose
family circumstances are unsatisfactory and their
environment is not able to function as an intellec-
tual environment for them are almost doomed to
school failure. This phenomenon is cleatly detecta-
ble among the Roma ethnic group. In this connec-
tion, José Eugenio lists a number of factors that
greatly influence students' school performance, de-
pending on the social group they belong to. These
elements are: housing, nutrition, financial condi-
tions, hygiene and health conditions, books, news-
papers, language used in their social environment,
parents 'education, private lessons and travel, or
patents' expectations of their children's studies.

Sociological determinism is similar to the model
of psychologizing behaviour in that both ap-
proaches are based on that children from certain
ethnic minorities are doomed to failure because of
their origin. However, sociological determinism al-
so emphasizes that educational reforms cannot
solve the situation because they do not begin to
work out possible alternatives at the root of the
problem.

The fourth model can be defined as intercultural
conflict, which basically approaches the problem
from an essentialist point of view. The main idea of
this is to solve or even consolidate the failure of
Roma students in segregation (José, 2008.) The
concept is primarily due to the fact that there is
such a gap between the Roma ethnicity and the cul-
ture of the majority society that it is almost impos-
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sible to bridge in the foreseeable future. The differ-
ent cultural milieu, of course, induces the Roma
students to be educated and educated according to
different principles, which the co-educated school
cannot provide. However, the intercultural model
of conflict also formulates other sanctimonies,
which often provoke sharp discourse in scientific
discourse. Such an approach, for example, is that
the school was not designed for the Gypsies, as it is
difficult to fit into their specific culture, and thus
forcing it violently is a meaningless task.
Furthermore, the culture of the Roma ethnic is
"otiental and spiritualist" and as such difficult to
reconcile with the "rationalizing materialism in cap-
italist society and schools” (José, 2008). At the
same time, the idea is emerging that if Gypsies
build an even closer relationship with the majority
society, they risk losing their existence as an inde-
pendent nation. In effect, this means that integra-
tion, so much mentioned, in which many see the
key to the advancement of Gypsies, is a counter-
productive process, because integration efforts en-
danger the identity and culture of the Gypsies.

The nature of failure at school

In the previous chapter, following the Spanish re-
searcher José Eugenio, I tried to look at the theo-
retical problem of Roma school failure at school
from a theoretical point of view, with some philo-
sophical boundaries. In the following, we present
the most practical factors that appear most promi-
nently in scientific discourses.

Early socialization
A lot of theories look at the failure of Roma chil-
dren at school because of inadequate family sociali-
zation. There is a cultural and mental discrepancy
between Roma ethnicity and majority society, the
consequences of which are manifested in different
educational principles (Rado, 1995). The problem
with this begins with the school being unable to
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cope with the disadvantages that result from it. In
this connection, Katalin Oppelt takes the view that
early family socialization raises two fundamental
problems for the school. One is the difference in
personality development and the other is the diffi-
culty of having low learning motivation. Against
this background, he sees the main factors of early
family socialization as: (Oppelt, 1996)

a) The lives of Roma families ate unstructured.
This has the consequence that the time experience
and the concept of time are not, or only to a very
limited extent, formed in these families. In practical
terms, this means that their daily activities are not
time-limited, and this kind of flexible time man-
agement is difficult to reconcile with the traditional
time constraints of the school. I would also like to
emphasize this because my own research confirms
that in many cases the absences of Roma students
at school can be attributed to time constraints
(T6th, 2018).

b) The next essential element of early family so-
cialization is that one of the fundamental principles
of Roma parents' education is to strive uncondi-
tionally to fulfil the wishes of their children. Ac-
cording to Katalin Forray, this has the consequence
that in children, the ability to delay and self-control
is not, or only very slightly, developed (Forray and
Hegedts, 1999). But without these skills, successful
school performance is very difficult.

¢) The third important factor is that one of the
characteristics of children of Roma origin is that
they already function as a "reduced adult" at the
age of 13-14. Adolescence is eliminated in their
lives.

Although this paper does not attempt to address
psychological issues, 1 consider it necessary to
mention that the low learning motivation of Roma
children is not independent of the three factors
listed above. And the situation is further compli-
cated by considering the message of the family that
the knowledge that can be acquired at school does

not play a major role in survival strategies.
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The langnage disadvantage

The first real test of the above-mentioned prob-
lems, especially those stemming from family social-
ization, is to decide in kindergarten whether or not
children can begin primary school. One of the
main critetia of school maturity is that the child's
socialization on their mother tongue is at a level
that ensures trouble-free and active participation in
school work. They shall interpret the teacher's ex-
planation and instructions seamlessly, ask ques-
tions, and collaborate with others (Radé, 1992).
The disadvantages of students of Roma origin can
already be detected here without actually entering
the education system. The disadvantage of lan-
guage at school is mainly due to differences in the
use of language at home and at school. In addition,
the social and economic status of the family is
closely linked to the development of the child's lin-
guistic competence.

In lower-status families, abstract, more abstract
thinking and its revelation and communication ap-
pear to some extent. Klein puts it in this relation as
follows: ,,The less people talk or think in words
about what they are experiencing, the less likely
they are to be influenced by something that is not
currently being given to their experience, the less
likely it is that their actions are influenced by vague,
general or abstract factors.”(Huszar, 2015, p. 282.).

The problem is exacerbated by the fact that edu-
cation policy is not really aware of the problem,
even though it would be a key factor to get Roma
students into an educational language (Réger,
1995). From this point of view, it is a great respon-
sibility for the kindergarten, but as few Roma chil-
dren are regularly brought to kindergarten. In my
opinion it is important to address the problem in
the first two years of primary school in a purpose-
ful manner, based on pre-defined pedagogical prin-
ciples, even within the framework of an extra class
/ activity.

One of the milestones in the 1960s was the work
of Basil Bernstein on school language disad-

vantages (Huszar, 2015). The curiosity of Bern-
stein's approach to the problem lies in the fact that
it is not basically assumed that children starting
school have certain language skills, which will af-
fect their school performance. Rather, it focused
on saying that families in the lower tier of the social
ladder use language versions that greatly hinder the
success of their children at school. The British so-
ciologist called the aforementioned language ver-
sion "restricted code". The terminology opposite is
the "elaborated code", which means the language
version used in the school.

Bernstein links the latter use of language to sub-
culture: ,,A limited code is formed where the form
of social relation is based on identification with one
another, common expectations, a series of identical
assumptions, where culture or subculture elevates
what I have.” (Huszar, 2015, p. 283) And he links
the "elaborate code" to high culture: ,,Whetever a
culture or subculture emphasizes the self, in con-
trast to where the intent of the other person is not
taken for granted, there is an elaborate code.”
(Huszar, 2015, p. 283)

In conclusion, there has been no effective exper-
imentation at the level of education policy to solve
the problems caused by language problems at
school. The only possible alternative was seen in
segregation, that is, the Roma classes being
launched. However, research by Zita Réger has re-
peatedly shown that the solution to language dis-
advantages is integrated education, not segregated
education (Réger, 1995).

Segregation in school

Eszter Harsanyi and Péter Radé distinguish be-
tween two main causes of school segregation. One
can be explained by the fact that there is a kind of
prejudice towards the Roma in the majority society.
As a result, when a student of several Gypsies
flows into a particular school, the parents of non-
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Roma students take their children to another
school (Harsanyi and Rado, 1997).

The second factor is related to the migration of
highly qualified people of non-Roma origin to re-
gions with better living conditions, thus creating
territorial islands within the country where Roma
are over-represented. It is natural for schools in
these areas to have a large number of students of
Roma origin. In fact, segregated education be-
comes an automated process.

Giabor Kertesi and Gabor Kézdi, however, do
not deal primarily with the causes of segregation
but with their consequences. Their examination has
a double perspective. On the one hand, attention is
drawn to the impact of segregation on intergroup
relations and, on the other hand, to what extent it
plays a role in school performance (Kertesi and
Kézdi, 2009).

In relation to segregation and intergroup rela-
tions, they emphasize that less contact is possible
between students from different social groups. In
the integrated context, individual students come
from families with different social status. This has
the positive effect that students of lower social sta-
tus, including those of Roma origin, have the op-
portunity to make school friendships with their
peers from a higher social class. In the future, this
may be reduced to social capital.

Segregated education does not allow this network
to be built. This can have several serious conse-
quences. Kertesi and Kézdi list these factors on the
basis of international literature (Kertesi and Kézdi,
2009). They primatily reflect on Allport's determi-
nation. The point is that people who do not meet
people from other cultures in childhood will have a
problem with living with other ethnicities in adult-
hood. They will be distrustful and prejudiced, and
their thinking will be based on stereotypes.

According to Loury, the segregation of certain
social groups implies that the political nation be-
comes fragmented. People do not experience, as a

common expetience, being citizens of a common
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nation. Of course, it must also be emphasized that
eliminating school segregation does not necessarily
mean that all problems in intergroup relations can
be overcome.

Gabor Kertesi and Gabor Kézdi also approach
segregation from the aspect of school perfor-
mance. According to them: ,,.School segregation
typically and systematically involves low-quality ed-
ucation. This is an even more serious social prob-
lem, as a multitude of research studies prove that
high-quality education can best promote the per-
formance of the most disadvantaged students”
(Kertesi and Kézdi, 2009, p. 962).

At the same time, it is important to emphasize
that segregated education of children with low so-
cial status also means that elements of the educa-
tion system that require selection based on ability
are also present. This is also a problem because,
when a school system is characterized by strong
selectivity, segregation in connection with ability
becomes a key factor.

Summary

My study also shows that Roma pupils cannot
really be taught through traditional pedagogical
methods, as the causes of their under-achievement
in school are extremely diverse and complex. In
this field, education policy would have a lot to do,
especially given that there are hardly any institu-
tions within public education where intensive ped-
agogical-methodological experiments are focused
on the education of Roma students. The problem
is made more difficult by how sensitive the topic is
that teachers are not culturally neutral. This means
that the socio-cultural background of the teacher is
very much influenced by the expectations of the
teachers towards the students.

In many cases, the problem begins with the fail-
ure of communication between the teacher and the
learner, since the "elaborate code" used by the edu-
cators is difficult to reconcile with the "limited
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code" of students with lower social status. In these
cases, communication between teachers and part-
ents is usually a problem. Recognizing this would
also be important because one of the prerequisites
for the success of pupils at school is effective co-
operation between the family and the school.
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Abstract

The paper aims to propose a process of development of individual educational support based on the
analysis of selected items taken from the individual education plans designed for students individually in-
tegrated within mainstream primary schools. We analysed personal files of 18 students diagnosed with de-
velopmental learning disorders and ADHD (Attention Deficit Hyperactivity Disorder). The results indi-
cate general formulation of interventions in education settings.

Keywords: primary school, learning disorders, ADHD, individual education plan, educational support
Discipline: pedagogy

Absztrakt
FEJLODESI ZAVARRAL KUZDO GYERMEKEK OKTATASI TAMOGATASANAK
MEGVALOSITASA AZ EGYENI FEJLESZTESI TERVBEN

A tanulmany célja, hogy javaslatot tegyen a pedagdgiai megsegités elGkészitésének folyamatara az altala-
nos iskolakba integralt tanulok szamara kidolgozott egyéni fejlesztési tervekbdl kivalasztott elemek elem-
zése alapjan. A tanulok (személyes = individualis) dokumenticidjanak elemzését 18 olyan tanulonal
végezték el, akiknél diagnosztizaltak fejlédési tanulasi rendellenességeket és ADHD-t (figyelemhianyos
hiperaktivitasi rendellenességeket). Az eredmények ramutatnak az altalanosan megfogalmazott pedagogiai

intervenciok alkalmazasara az oktatasi korilményekben.

Kulcsszavak: altalanos iskola, tanulasi zavar, ADHD, egyéni fejlesztési terv, oktatasi timogatas
Diszciplina: pedagogia
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Individual education plan

Individual education plan (IEP) is a written doc-
ument providing tools to support a student with
special education needs in his or her education
process. It forms an integral part of “A proposal
for the education of a student with special educa-
tion needs in kindergartens, primary schools, sec-
ondary schools and schools for children with spe-
cial needs” (thereafter referred to as Proposal) (Ar-
ticle 11 (9) of the Act No. 245/2008 on Education
and Upbringing and on amendments and supple-
ments to some acts). Other documentation includ-
ed in the Proposal contain: basic information about
a student and his or her parents, student’s personal
and social anamnesis, professional care provided
before the commencement of student’s school at-
tendance, justification for student’s individual in-
clusion within the school, reports from a special
educator, psychologist and a doctor, written state-
ment about the individual inclusion, a report on
discussion about the inclusion proposal, a report
on re-evaluation of the Proposal concerning a
change of an education form, complex assessment
of a student from previous school years, results of
an initial observation and some appendices. The
IEP is not internally structured.

The IEP’s “purity” allows the competent au-
thority to define individual student’s support. On
the other hand, it may tempt to design the IEP just
for the sake of it, to keep to the letter of the law.
We assume that a good planning and written elabo-
ration of the IEP is a result of all actors in various
positions working with an integrated student. Pro-
fessional competencies of teaching and profession-
al staff together with the parents’ role and the stu-
dent’s needs are crucial in determining a content of
the individual education plan (Zolnova In
Hrebenarova et al. 2015).

There are three phases of development and eval-
uation of the IEP:

* preliminary phase — identification of special ed-

ucational needs, goal setting;

* the phase of IEP implementation — working

towards the goals in an educational setting;

* final phase — annual evaluation.

In the preliminary phase, the support team meets
for the first time and identifies the needs of a stu-
dent with special educational needs. Important is to
know a student’s history, his or her professional
educational and medical diagnostics from infor-
mation provided by parents and professionals from
counselling centres. No less important is a study of
personal and pedagogical documents and re-
evaluation of the IEP from the previous school
year. The first meeting should be, in our opinion,
attended by a class teacher, another teacher, special
education teacher, and a student’s parent. In the
process of the IEP development, we set and define
educational goals that a student should achieve us-
ing special and compensation aids, and methods of
special education teaching. At the first meeting, the
support team focuses on personnel and time man-
agement and on provision of certain conditions
(spatial too) needed for successful education.

When developing supportive learning environ-
ment, it is important to address these questions:
will the created support benefit the student, will his
or her social interaction with peers improve, what
budget is needed to create a support service (cf.
Dubayova, Hrebenarova 2011; Hrebenarova 2015).

The implementation phase is a dynamic process
in which tasks are performed in order to achieve
set goals. The I1EP is also a tool to record any new
discovered facts, changes, and evaluations. Mem-
bers of the support team must answer the follow-
ing questions: Do I use the support resources ef-
fectively? Do I make progress in fulfilling the set
goals? Do parents see the progress too? Does the
progress have individual value for a particular stu-
dent? Does his or her individual progress affect
their peers? What short-term objective need to be
addressed? What other assessment tools can we

use?
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All members of the support team should regular-
ly discuss answers to these questions. The final
phase is an annual evaluation of the IEP at the end
of each school year. The support team summarizes
the achieved results and analyses any risk factors.
The outcomes are reported as developmental
changes, stagnation, or regression of student’s
competencies. The IEP then serves as a foundation
showing the history of development of student’s
competencies and any interventions or support
given to him or her for the following school year
(Dolezal, Kratky, Cingl 2013; Zolnova 2014, 2015).

Description of selected items
of the individual education plan
The IEP is a summary of goals and procedures
compiled by professionals in cooperation with stu-
dent’s patrents in order to help the student to
achieve his or her educational goals. The goal set-
ting is dependent on the educational process. The
goals must be measurable and show the progress of
an integrated student. “These are specific goals that
define a level of educational competence and be-
haviour that a student must achieve” within a cer-
tain time frame. When defining them, we follow
from taxonomies of educational, affective, and
psychomotor objectives (Zelina 1996). Reaching a
consensus on student-specific outcomes is a result
of professional discussion among all members of
his or her support team. Short-term and long-term
goals are set.
The set goals need to be:
* consistent — short-term goals must be subordi-
nate to long-term goals;
* adequate — align the goals with the student’s
abilities;
e expressed in the student’s performance — de-
scribe the final state;
* clear — there is only one interpretation of the

goal;

* measurable — accomplished results are com-

pared with the set goals.

Operationalizing the goals means using active
verbs. Active verbs can be either operationalized
from the taxonomic concepts or they correspond
with the final state. They are:

* verbal (respond, articulate, modify, convince,
discuss, debate, explain, retell, repeat);

* contrast/compare (summatise, distinguish, de-
termine, recognise, find relationship, exemplify,
formulate, choose, resolve);

* musical (listen, interpret, play, amplify);

* intrapersonal approach (defend, moditfy, ana-
lyse, appraise, assess, contribute) (Turek 2008;
Bahuand, Epp, Hall et al. 2010).

A long-term goal can be transformed into a dif-
ferent number of short-term goals. It is up to the
support team to assess and justify the reasons for
their choice.

Support of a student

with developmental disorders

Inclusion is an educational system that respects
the personality of the student. It allows students to
attend regular school facilities. In inclusive schools,
there is an individual approach for every child, and
teachers pay attention to the involvement of par-
ents as well in teaching and various projects, in or-
der to teach children to communicate with other
people. In such facilities, the difference between
children is seen as an opportunity to develop re-
spect for themselves and others. There are no two
different groups of students, but children and ado-
lescents with different needs only; many of these
needs relate to the majority and create common
educational and training needs. All students also
have individual needs, including those whose if
should be satisfied, it requires the use of special
means and methods (Oriescikova, 20106).
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School must meet certain requirements to pro-
vide favourable conditions for successful learning.
The least restrictive environment is a key of suc-
cessful inclusive education. Schools create for every
student an environment, which provides him or
her with possibilities to develop and is the least re-
strictive for that student (Mastropieri and Scruggs,
2007, In Hrebenarova 2015). School management
should provide professional staff and create a sup-
port team for the student integrated in a main-
stream school setting. According to Act No.
317/2009 Coll. on Teaching and Professional Staff
and on amendments and supplements to some
acts, professional staff includes a school psycholo-
gist, a school speech therapist, a school special ed-
ucation teacher, therapeutic and social pedagogue.
The support team comprises also other teaching
staff who are actively involved in developing the
IEP and patticipate in the education of an individ-
ually integrated pupil.

The school provides material resources for sup-
portive education. The most common items in-
clude: paper, printer toner, special relief paper,
markers, highlighters, and binders. Important is to
provide a technical support for working with texts,
such as screen readers, reading pens, computer as-
sistive technology, communication wireless pho-
neme system, computer rnagniﬁcation program,
voice synthesis scanner, voice controlled computer,
computer dictation program, etc. Using special or
alternative course books, workbooks, and exercise
books and writing devices is also necessary. The
teacher is a key actor in the education of a pupil
with a developmental disorder. He or she must be
able to plan and align educational goals with specif-
ic needs of an individual pupil. Teamwork in the
development and evaluation of the IEPs is crucial.
Teachers then develop their communication and
diagnostic competencies and learn about special
pedagogical interventions and professional psycho-
logical approach to a pupil. They learn about a va-

riety of professional approaches than can be used
to the same educational reality.

Pasch, Garnier et al. (1998) propose to apply cer-
tain strategies to the teaching of all pupils, includ-
ing those who are integrated. This way a teacher
does not draw unnecessary attention to an individ-
ually integrated pupil. Instead, when assessing inte-
grated pupils, teachers use criterion-referenced
forms of evaluation; they do not compare these
pupils with other children and certainly they should
not jump to any hasty or unfounded conclusions
about them. A teacher must recognise the strengths
of every pupil and then use these strengths in
group or individual activities corresponding with
their educational needs.

Methodology

The analysis of selected content and formal as-
pect of the IEP’s development aimed to answer the
main research question: What particularities of se-
lected aspects of supportive school environment
are mentioned in the preliminary phase of the
IEP’s development? In the context of content
analysis, we were mostly interested in identification
of educational goals and proposed support educa-
tional services.

The main sample of pupils individually integrated
in the mainstream primary school setting into the
school years of 2016/2017 and 2017/2018 com-
prised 28 047 pupils with disabilities (Annual Re-
port of the Statistical Office, 2019). We selected 18
pupils individually integrated in the mainstream
education in the regions of Presov, Kosice, Zilina,
and Bratislava (following consultations and rec-
ommendations of counselling centres).

All of the selected pupils attended the first level
of primary education. The sample was comprised
in cooperation with competent staff of individual
primary schools who granted the permission to an-
alyse the IEPs of these pupils. One of the pupils
was a 1t grader, fourteen of them were 2nd graders

while the remaining three pupils were 3t graders.
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The written records of professional examinations
(provided by neurologists, special education teach-
ers, psychologists) show comorbidity of primary
developmental disorders such as ADHD (attention
deficit hyperactivity disorder), ADD (attention def-
icit disorder), hyperkinetic disorder, learning disa-
bilities (dyslexia, dyscalculia, dysgraphia, dyspraxia
and dysorthography) or developmental language
disorder (developmental dysphasia) in 17 respond-
ents.

In one case, it was a comorbidity of ADHD and
cerebral palsy. One respondent had communica-
tion difficulties — it was a speech difficulty, which
was not specified and manifested itself as avoiding
social communication with other classmates. Prob-
lem behaviour was analysed from the reports that
described such behaviour based on observations in
the classrooms. The problematic behaviour was
classified as follows:

- interpersonal violent behaviour — aggression;

- behaviour towards primary school authori-

ties — lack of interest in learning, refusing to
write, no homework, truancy, breaking rules,
rebellion (cf. Sirdckova 2015).

These are unspecified manifestations of problem
behaviour, which can be secondary symptoms of
the primary disorder

Results of IEPs analysis
Table 1 shows the results of individually analysed
items. The individual items are then described in

more detail.

Analysis of the item: Educational goal setting
and Educational goals for individual subjects

In ten out of eighteen IEPs there were no set
goals at all. In eight IEPs the goals were defined
very formally such as: “The educational goal is for
a pupil with special educational needs to complete
the grade.” In each of them, the particular grade of

a pupil’s schooling was mentioned. When individu-
al subjects are concerned, the goals were set to ad-
dress only teacher’s performance: “to give a pupil

2 <

tasks he or she can manage to complete”, “to re-

M«

spect a pupil’s pace”, “to set short-term didactic
objectives that a pupil is able to fulfil in a real
time”, to provide positive models of behaviour”,

“be patient and calm when working with a SEN
pupil”.

Table 1: Results of analysed items of 18 1EPs. Source:
own elaboration

Goals were set to suit | 0
the individual pupil

Education goals | 1
which were to

be achieved by a | 2 | Formal statement of | 8

pupil general goals
Missing goals 10
Particular  edu- | 1 | Set to suit the indi- | 0
cational  goals vidual pupil
for individual | 2 | General 8
subjects 3 | Missing or unsuitable | 10
Educational 1 Concrete support, | 10
support methods,  principles
were set

2 General information 8

Missing information 0

Assessment and | 1 The manner of as- | 2

grading sessment and grading
were specified
2 | General information 16
Missing information 0
Material and | 1 Suitable given pupil’s | 16
technological special  educational
support needs
2 | General 2
3 | Not given 0

Examples of how to set

and implement concrete goals for a pupil

with a developmental disorder (ADHD)

Current state: a pupil does not get his school
supplies (course book, workbook, exercise book)
ready for a class; when prompted by a teacher he
takes out wrong items
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Result: at the start of each class, the pupil takes
out different items from his or her school bag,
comments his or her activity inappropriately (uses
profanities), and is loud (20 September 2018).

What we need to know before goal setting: What
do we want to achieve? How will we measure goal
attainment? Does the pupil know colours?

Goal (short-term): In a month (by 30 October
2018) the pupil is able to choose the right supplies
for each subject according to colours and put them
in his or her bag at the end of each class.

Strategy: To place the items needed for each sub-
jects in individual folders of different colours. In
cooperation with parents the pupils organize a col-
our scheme for his or her folders for individual
subjects: Slovak language, Maths, Biology, etc. The
class teacher (and a teaching assistant) will be in-
formed about this strategy (in a contact diary). The
activity in the classroom will be performed with a
verbal support by the teacher/teaching assistant.
Goal (long-term): By the half term, the pupils will
verbally describe how he or she takes out and puts
away individual items for each class.

Analysis of the item: Educational support,
Assessment and grading, Material and techno-
logical support

In all analysed IEPs, we found a grade and a cur-
riculum according to which were the integrated
pupils taught. In five IEPs, we found an exemption
from the subject of Slovak language and literature.
Thirteen IEPs informed about some changes in the
curriculum: “The pupil follows an individual cur-
riculum is accordance with the State Education
Program and the School Education Program for
the second (third) grade, which will be reviewed
half-yearly and subsequently modified by individual
teachers. The education program for pupils with
ADHD for primary and lower secondary educa-
tion. Approved by the Ministry of Education, Sci-
ence, research and Sport of the Slovak Republic on
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3 August 2017 under No.2017/10211-2:10G0, ef-
fective as of 1 September 2017”. According to one
of the IEPs, the pupil did not need any reduction
of curricular content given his diagnosis: “The pu-
pil is able to advance together with non-integrated
pupils at the same pace”. The organization of the
education process was modified as: “education in a
form of individual integration in a regular class-

<

room”, “the pupil will be educated together with
his class, except for two classes weekly (Tuesday
and Thursday) when the pupils will be taught by
special education teacher individually (outside of
the classroom)”. The two classes were not specified
in the IEP. 12 IEPs informed that the pupil would
be educated in a form of school integration. The
IEPs contained certain requirements that address
specific needs of individual pupils: “allow a pupil to
rest when tired and deconcentrated”, “assign a

place which will not disrupt the pupil and distract

bEANN14
>

attention”, “slow the pace when the child is tired”,
“in case of increased excitement during the class
(affective display of hot temper) let the pupil calm
down and keep him/her occupied by a motivation-
al activity, or an activity that is different from that
of other classmates”. One of the IEPs stated: “To
respect all recommendations of the Centre for Spe-
cial Education Counselling”. Another IEP con-
tained specific recommendations: “In all subjects —
to take into account pupil’s special educational
needs, individual approach (the extent of individual
intervention is left to a particular teacher), repeat
the instructions more often, make sure the pupil
understood and made notes of important things,
improve concentration by dividing the assignment
into shorter time intervals, make sure that the pupil
correctly understood the presented information,
instructions ort assignments, change activities more
often, opt for short breaks, respect the pace, less
tasks in written tests (even by half), short (5 min)
tests are absolutely unsuitable, should be given the
opportunity to redo the badly written test, examine

at the beginning of a class is not recommended”.
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The class teacher’s support is based on certain
principles, he or she were to follow during the clas-
ses: ,,thoughtful attitude with positive motivation”,

2 ¢

alternating activities to attract attention”, “alternat-

ing tasks demanding increased attention with relax-

% ¢

ing moments”, “assigning tasks that the pupils are

b1

able to complete”, “maintain intense eye contact”,

“apply the ‘stop rule™.

Three IEPs included a social support of a teach-
ing assistant. Assessment and grading is a part of
pupil’s support and was mentioned in all 18 IEPs.
Sixteen of them were rather formal in their pro-
posed form of assessment and referred to current
legislation. “Assessment and grading in accordance
with the Article 55 (4) of the Act No. 245/2008
Coll, and the Methodological Guideline No.
22/2011 on Grading pupils in primaty education,
effective as of 1 May 2011, No. 2011-
3121/12824:4-921, annex No.2 of the State Educa-
tion Program for the second level of primary edu-
cation in the Slovak Republic ISCED 2 — lower
secondary education, education program for pupils
with developmental learning disorders CD-2008-
18550/39582-1:914 and the education program for
pupils with ADHD CD2008-18550/39582-1:914.
Only in two IEPs was this information elaborated
further and addressed concrete methods of as-
sessment fostering pupil’s success such as praise,
positive appraisal of every even the smallest pro-
gress, positive comments about pupil’s effort and
diligence.

When material and technical support is con-
cerned three IEPs contained using electronic aids:
“considering the need, the pupil may use tablet”,
“the pupil should use a computer in all subjects”,
“the pupil should use a special educational program
for Slovak and English language learning.” Howev-
er, these programs were not named. The most rep-
resented was the support in a form of special edu-
cation aids: a reading window, a reading chart for
dyslexics, picture alphabet, hard and soft cubes, a
buzzer to distinguish between a short and long

vowels, modification of curriculum with no further
specification, a table of grammar rules, multiplica-
tion tables, a table of selected verbs, work sheets
accommodating the individual needs of a pupil.

Examples

of educational support implementation

Educational support for individually integrated
pupils is aimed at the development of their indi-
vidual needs, so that they can attain desired compe-
tencies. Managing the support can be directed to-
wards adjusting the environment, knowledge at-
tainment and assessment, learning styles, social
functioning within a classroom, usage of support
technologies and services. What follows are the ex-
amples of a teacher’s support in the inclusive set-
ting, adapted according to Dower (2005).

It is aimed at effective description of support in a
teaching process, the learning style of the particular
pupil, adaptation of educational setting, forms of
instruction, working habits, exam preparation, pat-
ticipation of classmates in the learning process.

A general description of the support received by
the pupil: adaptation of curriculum, special educa-
tion, plan of behaviour/intervention, other than
official state language, all subjects/individual sub-
ject, medical rehabilitation, etc.

Learning styles: visual, auditory, verbal, other.

Forms of instruction that have proven successful:
working in a small group, cooperative learning,
practice in real-life situations, individual work,
working on computers, discussions, assistive tech-
nologies, working in a large group, lecture/practical
lessons, field work, one on one tutoring, age hetet-
ogeneous group, practical training, other.

Tried and tested modifications of learning condi-
tions: extended time, reading aloud, working with
material in parallel, making notes, highlichting the
text, shorter recordings, adapting tests, reminding
homework, modification of material, jigsaws,
games, oral exams, learning in advance, reduce
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goals in the class, teaching assistants, use of com-
puters, visual aids, parallel instructions, grading,
verbal assessment, notebook notes, use of a calcu-
lator.

Classroom seating: further from a door, further
from a friend, close to a friend, further from a
window, close to a teacher.

Effective work habits: works best in a structured
class, needs movement, easily distracted by sounds,
needs encouragement, needs step-by-step instruc-
tions, needs help organizing, usually completes
tasks, but needs more time.

Best learning setting: works alone with one
classmate, works in a group, works with an adult,
works in various settings.

Learning styles: learns from a blackboard, learns
from a printed material, obtains information from
a presentation, obtains information from videos
and films, learns by demonstration, learn by verbal
retelling, reads with comprehension, learns by dis-
cussions in the classroom, learns from graphs, pic-
tures, learns from audio recordings, learns from
practice, learns by experimenting, learns by arrang-
ing information into models, memorizes, a parent
engages in learning, learns by writing, other ways of
learning.

Information obtains from course books, explana-
tions, demonstrations, worksheets, video record-
ings, practical experience, observations, lectures,
discussions, experiments, audio recordings, and
questioning and other sources of information.

Preparation before tests, exams: from notes, a
course book, a workbook, worksheets, a handbook,

and oral examinations.

Conclusion

The presented results of IEP’s items analysis
point to more or less formal approach of a support
team in the preliminary phase of IEP development.
Setting concrete short-term or long-term goals that
the pupil should achieve is lacking significantly.

The results indicate the support by which the
teachers want to eliminate learning difficulties aris-
ing from the developmental learning disorders and
ADHD. They focused their attention on factors of
supportive school environment, such as social, ma-
terial, and technical support. A strategy of IEP de-
velopment is a concept of individual support for a
particular pupil, which was rather formal in all
cighteen IEPs. Based on the assessed knowledge
we propose the educational domains that should be
considered when designing IEP to support a pupil
with developmental disorder in inclusive class-
rooms

The paper is a partial outcome of the VEGA project
No. 1/0684/19 entitled Evaluation of Behavionral Inter-
ventions in Edncation of Children and Pupils with Autism
Spectrum Disorder and Other Developmental Disorders.
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