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Hesti, Miranda & Markos, Valeria (2023). Comparative Mind Mapping of Expectation on International 
Students in Hungary: is it Beyond Expectation?. Special Treatment Interdisciplinary Journal [Különleges Bánásmód 
Interdiszciplináris folyóirat], 9(3). 7-25. DOI 10.18458/KB.2023.3.7 

 
   Abstract 
   The student expectation in university is one of  the crucial issues a university must address. The 
anticipation of  students had a connection with students' satisfaction and engagement in higher education. 
This study was qualitative research, specifically in mind mapping analysis. The instrument was two forms 
of  mind mapping by students (before and after coming to Hungary). This study’s participants were nine 
international students who currently study in Hungary. It was found that international students' mind 
mapping, type of  mind mapping, and outline of  general mind mapping of  students’ expectations had 
similarities and differences. 
   Keywords: Hungary, expectation, international students, mind mapping 
   Discipline: pedagogy 
 
   Absztrakt 
   A MAGYARORSZÁGON TANULÓ KÜLFÖLDI HALLGATÓK ELVÁRÁSAINAK ÖSSZE-
HASONLÍTÓ ELEMZÉSE GONDOLATTÉRKÉP SEGÍTSÉGÉVEL: TÚLMUTAT AZ ELVÁRÁ-
SOKON? 
   A hallgatói elvárások az egyik olyan döntő kérdés, amellyel az egyetemnek foglalkoznia kell. A hallgatói 
elvárások összefüggenek a hallgatók elégedettségével, felsőoktatási elkötelezettségével. A tanulmány 
kvalitatív kutatást mutat be, különös tekintettel a gondolattérkép elemzésre. A vizsgálati eszköz a hallgatók 
gondolattérképének két formája volt (a Magyarországra érkezés előtt és után). A vizsgálatban kilenc 
külföldi hallgató vett részt, akik jelenleg Magyarországon tanulnak. Megállapítást nyert, hogy a nemzetközi 
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hallgatók gondolattérképezése, a gondolattérképezés típusa és a hallgatói elvárások általános gondolat-
térképezésének áttekintése hasonlóságokat és különbségeket egyaránt mutatnak. 
 
   Kulcsszavak: Magyarország, elvárás, nemzetközi hallgatók, gondolattérkép 
   Diszciplína: neveléstudomány 
 
 
 
 
   Every international student who came to 
Hungary expected to obtain a diploma during their 
studies. The question was why students' expecta-
tions matter. This expectation matters when inter-
national students meet their expectations during 
their study year. Full filing expectations bring 
students satisfaction toward their studies in 
Hungary. This satisfaction would also increase the 
quality of  internationalization in Hungary. Tempus 
Public Foundation (2018) asserted that among the 
internationalization goals of  Hungarian higher 
education, recruiting international students and 
offering courses in foreign languages were top 
priorities. As a result, providing services to inter-
national students was one of  the essential activities 
of  the international staff. Looking back at the 
students' expectations research, Hassel and Ridout 
(2018) discovered that students typically entered 
university with low expectations and a lack of  
success strategies. Findings showed that concerning 
anticipated academic difficulties, nearly 60% of  
students expected to grapple with their workload, 
and almost 50% believed the teaching and learning 
pace would be too rapid. 
   Regarding other difficulties, nearly 45% of  
students anticipated financial problems, and bet-
ween 40% and 50% expected emotional difficulties 
(e.g., missing family and friends) and examination 
apprehension. Işık (2022) asserted that the students 
anticipated that the higher education system would 
provide them with social opportunities, funda-
mental skills for a related profession, adaptation to 
technological advances, and participation in 

activities that would contribute to their personal 
development. Participating students stated that, in 
the context of  free university/academic freedom, 
universities should provide opportunities such as 
equal access to education and participation in 
administration, ultimately increasing their satisfac-
tion level. In addition, Do C.S. B. de Moraes et al. 
(2019) identified expectations that influence the 
student's relationship with the institution of  higher 
education and are interrelated. There were student 
expectations regarding higher education. Higher 
education should consider perceptions regarding 
expanding university boundaries and social rela-
tions, social and individual development, teachers 
as mentors, living with a sense of  belonging, and 
learning through innovative and effective methods 
and technologies, among other factors. Another 
research finding by Darlaston-Jones et al. (2003) 
was that there was a sizeable chasm between the 
expectations students have of  teaching staff  before 
enrolling in classes and the actuality of  their 
experiences once they begin attending classes. 
   Previous research shows a strong bond between 
students' expectations and satisfaction in higher 
education. So, students' expectations become a cru-
cial issue that universities must address. It had yet 
to be determined whether this disparity had the 
same effect on all students, but these students 
became less motivated and engaged. When expec-
tations and engagement were high, but students 
encountered a new learning environment that 
dampened this optimism, concentration decreased 
gradually until a certain point, when motivation 
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and engagement declined abruptly. In contrast, 
when expectations and engagement were low and 
students were exposed to situations promoting 
optimism, engagement, and motivation progressi-
vely increased to a point where it could be 
anticipated (Könings & Seidel, 2022), expectations 
were one of  the factors likely to influence a 
student's satisfaction with a course.  
   Educators benefit from comprehending the 
relationship bet-ween student expectations and 
happiness because they could influence students' 
expectations about a course. As we experimented 
with a cohort learning program for our majors' 
four undergraduate fundamental business courses, 
it became apparent that we needed to comprehend 
the effects of  student expectations. Insofar as 
institutional fac-tors, such as class size, influence 
student expectations, the possibility of  interaction 
exists (Appleton-Knapp & Krentler, 2006). 
Information related to a sense of  belonging, 
connection with stakeholders, the need to monitor 
knowledge and learning aligned with student 
expectations, an understanding of  the intercultural 
context of  international students, the creation of  a 
welcoming social environment, the preparation of  
teachers for follow-up and transition, and the 
constant monitoring and improvement of  methods 
(Do C.S. B. de Moraes et al., 2019). Because of  this, 
it was essential for higher education institutions to 
collect data regarding students' perspectives and 
the learning experiences they had while enrolled in 
higher education. It would enable the students to 
be integrated into the required social and 
technological evolution of  the newly established 
scenario. In higher education institutions, it was 
also important to create strategies for recognizing 
the distinctions between expectations and percep-
tions that must be met. A lack of  pertinent infor-
mation was blame for the knowledge gap. When 
this gap became too significant, students became 
dissatisfied. Student expectations, reputation, stu-
dent activities, and how students perceive the 

school's quality and value affect student happiness. 
These are the types of  concepts that students may 
have and how they may influence the relationship 
between expectations and fulfillment (Borghi et al., 
2016; Bates & Kaye, 2014). 
   Furthermore, to expose this issue of  students' 
expectations, this issue proposed mind mapping to 
express international students' expectations of  hig-
her education. Mind mapping could be used to 
visualize the topic that will be represented. Using 
mind maps to substitute transcription was just one 
application of  the mind mapping technique that 
could benefit from the developed methodology. 
Mind maps were remarkably underutilized in quali-
tative research, mainly qualitative data analysis, 
given the growing trend to visualize and represent 
data in more digestible formats. The use of  mind 
mapping to represent interview content may be 
helpful for other visual representation methods by 
providing additional visual ways to represent the 
data, themes, and issues arising from the research 
(Fearnley, 2022).  
   Many people would already be familiar with mind 
maps in, for instance, education or problem-
solving; it would be easy to acquire this skill, and it 
could make the process more empo-wering 
(Burgess-Allen & Owen-Smith, 2010). The purpose 
of  mapping was to create an intuitive, logical, and 
concise structure that represents rele-vant content, 
complex concepts, singular ideas, and the 
relationships between them. At first, maps were 
not necessarily organized and may need to be more 
organized (Mammen & Mammen, 2018). 
   Thus, the researcher determined to gain informa-
tion on international students' expectations of  
studying in Hungary's higher education system. 
Appleton-Knapp and Krentler (2006) found that 
the expectancy/disconfirmation paradigm was an 
appropriate method for investigating the relation-
ship between student expectations and student 
satisfaction, given the nature of  the information it 
provides. This research aimed to outline a mind 
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map of  the participant's expectations before and 
after coming to Hungary.  
   Hence, this study proposed the research 
question: What were the differences in students' 
expectations before and after coming to Hungary? 
 
 
   Methodolgy 
   Research Design 
   This study was qualitative research. The design 
of  this study was mind mapping analysis.  
   
   Participants 
   The international student asked to participate in 
this study. Nine international students participate.

 The demographic information is represented in 
Table 1.    
 
   The Instruments 
   Since the design of  this study was qualitative 
research, the instrument of  this research was mind 
mapping. Burgess-Allen and Owen-Smith (2010) 
stated that its rapidity was the advantage of  mind 
mapping over traditional qualitative data 
management.  
   International students obtained two forms of  
mind mapping. The mind map was rectangular, and 
a small box was marked with Hungary. There was 
also a name and date above the box. In the first 
box, students needed to fill in their minds before 
coming to Hungary; the second form was for their 
expectations after studying in Hungary.  
 

 
 
   Table 1. Demographic Data of  Participants. Source: Authors. 
Students Gender Age Country Language Current 

Level of 
Education 

Year of 
Study 

Study Program 

Participant 1 Female 25-30 Malaysia English, Malay Bachelor 2019 Public Health 
Participant 2 Female 25-30 Malaysia Malay, English, 

Hungarian 
Doctoral 2019 Environmental 

Science 
Participant 3 Female 25-30 Indonesia Bahasa, English  

Indonesia,  
Doctoral 2019 mathematics 

Participant 4 Female 25-30 Indonesia Bahasa 
Indonesia, 
English 

Master 2022 International 
Economic & 
Business 

Participant 5 Female 20-25 Indonesia Bahasa, English 
Indonesia,  

Master 2022 Biology 

Participant 6 Female 30-40 Myanmar English, 
Myanmar 

Doctoral 2021 Educational 
Science 

Participant 7 Female 30-40 Malaysia English, Malay Doctoral 2022 Educational 
Science 

Participant 8 Female 25-30 Uzbekistan Kazakhm 
Uzbekm 
Russiam 
English 

Doctoral 2022 Educational 
Science 

Participant 9 Female 31-50 Iran English, Persian Doctoral 2022 Educational 
Science 
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  Data Collection 
   To collect the data, the researchers asked 
participants to participate in the study. After 
agreeing to join the study, the schedule was set for 
participants to meet. In the meeting, the 
researchers signed a consent form and explained 
the study. Then, the researchers asked the 
participant to sign the form if  they agreed. 
Afterward, they obtained one mind map that they 
should fill in within 15 minutes. The second paper 
on mind mapping will be given to them when they 
finish the first one. Another 15 minutes would be 
given to them. When participants finished creating 
their mind maps, they explained what was in them 
and why they put their points in them. The 
researcher also asked further probing questions to 
find a detailed explanation of  the mind-mapping. 
The audio recorder recorded the explanations of  
the participants. The procedure for data collection 
is shown in Figure 1. 

   Data Analysis 
   After all the data had been gathered, the mind-
mapping topics were categorized based on similar 
and different topics based on students' 
expectations. After categorizing the topic of  
expectations, the data was interpreted. The 
interpretation is based on the comparison of  the 
topic's differences and similarities. Then it 
visualized mannerly (Figure 2). 
 
   Research Ethics 
   According to the consent form, participants' 
information would be safe. In order to protect 
participants' private information, this study used 
anonymity for displaying the data. All of  the data 
was confidential. There was no potential to harm 
participants. They also had a right to give 
permission or drawback the data upon their 
decision.  

 
 
   Figure 1. Procedure of  data collection. Source: Authors. 
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    Figure 2. Data analysis of  the study. Source: Authors. 

 
    
   
   Result and Discussion 
   Based on the results of  the data, there were three 
vital findings from this study. It was found that 
international students mind mapping, the type of  
mind mapping of  students, and the outline mind 
mapping of  students’ expectations: similarities and 
differences. The result showed Figure 3.   
 
   International Students Mind Mapping 
   There were four ideas or expectations in the 
participant 1’s (figure 3.) mind-mapping: education, 
public transport, social life, and culture. First, 
education. In terms of  education, it was totally 
what she expected before and after staying in 
Hungary. There were some different theories that 
she obtained, for example, on material, environ-
ment, and system. She gained different views on 
her expectations, such as material: she expected to 
have interactive, updated material and topics, a pro-
active university, long hours of  study, independent 
study, and promote problem solving. However, she 
thought that she had gotten repetitive. Moreover, 
there was no standard in the program about 
teaching and learning in a university environment; 

it was separate for local and international students, 
so she thought that it was supposed to be 
supportive. In terms of  material, environment, and 
system, there were only good facilities that did not 
appear after coming to Hungary. Second, for cul-
ture and social life. Issues such as openness, 
nightlife, and social relations with local people 
arise. 
   Before coming to Hungary, she expected to be 
welcomed by the locals; however, due to the 
language barrier in communication, she felt that 
she was not welcomed by the locals. It was 
also hard to make friends with local friends. For 
nightlife, she expected that cafés and shops would 
be open at night. Since the main problem was 
language, there was no internship that she expected 
to have during her studies. So being a student, she 
still expected to have an internship. In terms of  
outdoor or natural visiting places, she thought that 
Hungarians loved nature and that this was a good 
thing. For historical expectations, based on probe 
questions, she explained that this expectation had 
already been fulfilled, so it would not arise again 
after coming to Hungary. 
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   Figure 3.  Participant 1’s expectation before and after coming to Hungary. Source: Authors. 
 

 
 
 
 
   For the public transportation issue, she almost 
met her expectations. It meant that transportation 
in Hungary met her expectations. For example, 
efficient, affordable, pedestrian-friendly, less traffic, 
well connected, and convenient. However, in terms 
of  modern and easy navigation, it was different 
from her expectations. It was because of  the 
language barrier; on the signs of  public transport, 
there was still a monolingual language, Hungarian.  
   Based on Participant 2’s (Figure 4) mind 
mapping, similar categories still exist, such as aca-
demic, experience, career, and environment. How-
ever, after studying in Hungary, a new category 
appeared, namely economic. In terms of  
academics, before coming to Hungary, she 
expected to have discussions on research, join 
conferences, teach, and gain new skills related to 
expertise supported by a supervisor through 
workshops and inclusive classes. After being a 
student, her expectations were reduced; she only 
wanted to finish her studies. In terms of  

experience, she wanted to learn a new culture, have 
four seasons, travel, and have a better mindset. To 
compare, after she was a student, expectations 
changed because all expectations based on 
experience were fulfilled, so a new expectation 
appeared. She expected to join a cultural program, 
travel more, make new friends, and join Food Day. 
In terms of  career, previously she expected to do 
teaching and working. After coming to Hungary, 
this expectation changed, and this issue did not 
appear again. Based on the probe question, she 
stated that she did not expect to have a part-time 
job again. For the environment issue, she expected 
to have a good entertainment place to enjoy life. In 
contrast, this expectation could not be achieved 
because most places needed to speak Magyar or 
Hungarian. There were new expectations that 
appeared in mind mapping after becoming a 
student in Hungary. Due to inflation, she expected 
that war to stop because the price of  rent was 
getting higher and she wanted to have a better life. 
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Figure 4.  Participant 2’s expectation before and after coming to Hungary. Source: Authors. 
 

 
 
 
 
   The third participant (Figure 5) had similar 
expectations before and after coming to Hungary. 
The differences only on expectations were reduced. 
From the probe question, some of  her expecta-
tions were achieved, so she reduced her expec-
tations.  
   Moreover, she stated that she still needed to 
maintain some expectations, such as a safe commu-
nity, a modern city, student exchange, international 

collaboration, a well-arranged curriculum, and 
friendly locals. In terms of  expectations that did 
not meet her expectations, such as various commu-
nities and spicy food, she still wrote them in her 
mind map.  
   She stated that she still expected to have class-
mates who came from various communities, and 
she also expected that Hungary had spicy food that 
she used to eat in her home county. 

 
 
 
   Figure 5.  Participant 3’s expectation before and after coming to Hungary. Source: Authors. 
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   Figure 6.  Participant 4’s expectation before and after coming to Hungary. Source: Authors. 

 
 
 
 
 
 
   From participant 4’s mind-mapping (Figure 6), 
the similarities in expectations before and after 
coming to Hungary were almost the same. For 
example, in social work, she expected to have 
international exposure and a relationship with 
lecturers. In terms of  career expectations, she 
expected to have an internship and a permanent 
job after graduation. In previous academic 
expectations, she did not expect anything. For 
language, she expected to improve her English. As 
a student, she expected to graduate on time and 
had a high GPA. In contrast, comparing before and 
after, there was a new expectation that arose in the 
mind map, both economic and personal. After 
coming to Hungary, she expected that food and 
supplies would be cheap. In terms of  personal 
expectations, she expected to get married in 
Hungary. 
 
   From the Participant 5’s and Participant 6’s 
(Figure 7, 8) mind mapping above, it showed that 
the participants expectations before and after were 
similar, so from the probe question, she said that 

her expectations before and after were similar, so 
she only wrote one. She explained that there were 
some expectations that she could not achieve, so 
she gave a symbol besides the expectation points. 
There were symbols such as equal (=) and unequal 
(≠).  From expectations that had the symbol equal 
(=). For better living styles, peaceful environments, 
and healthy environments, explore Hungary and its 
culture in a facilitated or resourceful learning 
environment.  
   Based on the probe questions, she said that 
Hungary met her expectations. In contrast, there 
was an expectation of  quality in education that she 
was still confused about whether it was achieved or 
not. So that she said she gave a question mark sign 
besides mind mapping. With the expectation of  
traveling to European countries, she hoped that she 
could travel, but due to a loan from her home 
country, she could not. She saved her money to pay 
her loan, but she still expected to travel, especially 
to a lavender field, because before coming to 
Hungary, she expected to travel to a country that 
had a lavender field. 
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   Figure 7.  Participant 5’s expectation before and after coming to Hungary. Source: Authors. 

                
 
   Figure 8.  Participant 6’s expectation before and after coming to Hungary. Source: Authors. 
 

                                      
   
 
   
   Participant 7 (Figure 9) clearly wrote her point 
about her expectations before and after. Based on 
the probe question, she said there were only three 
crucial expectations for her, such as language and 
administration procedures. Before coming to 

Hungary, she already knew that the language would 
be her challenge. So, she wrote about the English 
barrier, and when she arrived in Hungary, she 
found out that her expectations were true. In 
contrast, her accommodation did not meet her 
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expectations; she found that it was expensive. 
Another expectation was a monolingual signboard; 
she expected that the university signboard would 
be written in two languages: English and 
Hungarian.  
   However, she found that the signboard at the 
university only wrote in Hungarian. For the 
admirative process, she expected from her home 

country that she would find a good system in the 
health and immigration offices. However, the 
system in Hungary was not as similar as she 
expected. She expected a quick response when she 
visited the medical center and hoped that the 
appointed process in immigration was easy and 
systematic; however, in reality, she thought that it 
was poorly managed. 

 
   Figure 9.  Participant 7’s expectation before and after coming to Hungary. Source: Authors. 
 

                                        
 
 
   Figure 10.  Participant 8’s expectation before and after coming to Hungary. Source: Authors. 
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   To see the participant 8’s (Figure 10) before and 
after, the differences that she expected to have 
entertainment after studying in Hungary tended to 
focus on academic, language, experience, social, 
and personal expectations. Economic expectations 
(getting scholarship money) did not exist before 
she came to Hungary. It was because she had 
achieved that expectation. Another expectation, 
such as experiences (new experiences and travel in 
Europe), was similar to what I had before coming. 
In terms of  social expectations, she had the same 
as before, but she also did not expect to join 
student activities. However, she also still expected 
to have acquaintances in Hungary. Academic 
expectations became more specific based on the 
professional skills that she mentioned, and they 
narrowed down too. She expected to publish an 
article and a book. She also still wanted to become 
a specialist and expected to obtain an award. 
Another expectation that appeared after being a 
student in Hungary was that she expected to learn 
a new language, Hungarian.  
   Based on the probe question, she said that in 
terms of  cruciality of  expectations, he said that 
living in Hungary and raising children in Europe 

was vital for her expectations. 
   To categorize participant 9’s (Figure11) 
expectations before and after coming to Hungary, 
there were three expectations that appeared based 
on the mind-mapping. Before moving to Hungary, 
she only wrote about education or academic 
expectations. From the probe question, she said 
that there was a difference in the mind-mapping: 
before coming to Hungary, she expected to study 
because when she was in her home country, she did 
not study, so when she was going to Hungary, she 
expected to study. After being a student in 
Hungary, her expectations became more specific; 
she wanted to do research.  
   Second, for personal expectations, she expected 
easy, happy, and fair treatment. This expectation 
did not appear after she became a student in 
Hungary because she tended to focus on her career 
and academics. Differently, a new expectation 
arose, namely, career. She expected to have job 
opportunities and a salary in Hungary. Despite her 
expectations after coming to Hungary to only 
focus on academics and her career, she said that 
the crucial expectation was that she would receive 
fair treatment. 

 
 

Figure 11.  Participant 9’s expectation before and after coming to Hungary. Source: Authors. 
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   Types of  Mind Mapping in Students 
   According to the results of  mind mapping, nine 
participants had various types. The first type were 
students who expected many things academically; 
they expected similar expectations again after being 
students in Hungary. The second type were 
students who had some expectations, but after 
being students, they did not achieve them. The 
third type was that students who achieved 
expectations would reduce their expectations, and 
after being students in Hungary, previous 
expectations would appear as new expectations or 
change expectations (Figure 12). In terms of  shape, 
international students who created mind mapping 
also had preferences for how to draw their mind 
mapping, for example, a circle map, a flow map, a 

bubble map, et cetera. However, this type of  mind 
mapping did not meet the student’s expectations. 
 
 
 
   Outline Mind Mapping of  Students’ 
Expectation : Similarities and Differences 
   Based on the result of  the students’ expectations 
in mind mapping, there were some categories that 
existed. The international students expected 
academics, experiences, administration, culture, 
transportation, personal expectations, language, 
career, and environment. This outline of  categories 
drew from participant mind mapping similarities 
before and after and the cruciality of  student 
expectations (Figure 13).  

 
 
 
 
   Figure 12. Type of  students expectation. Source: Authors. 
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   Figure 13. Outline of  Similarities International Students Expectation Academic. Source: Authors. 

 
   
 
 
 
   
   International Student Expectations on Academic: 
Based on the analysis, I found that some of  the 
students' expectations were academic. International 
Student Expectations on Academic: systematic, 
well-arranged curriculum, interactive graduate on 
time, practical, high GPA, internship, focus on core 
knowledge, balance class activities, reasonable 
amount of  assignments, updated material, quality 
education, good facilities, research, new skill, 
conference, supportive supervisor, balance subject 
hours and credit.   
   Interestingly, it is found that there were two 
participants (participants 7 and 8) who did not 
have academic expectations. For participant 7, 
there were no academic expectations before or 
after coming to Hungary. For participant 8, she did 
not have expectations for academics before coming 
to Hungary; however, after being a student in 

Hungary, she had new expectations on academics. 
   International Students Expectations on 
Experiences: Four seasons, student exchange, 
international collaboration, and traveling in 
Europe. For experience expectations, out of  nine 
participants, there were three who did not write 
about any expectations about the experience 
(participants 5, 7, and 9). As a result, it was because 
they tend to have priorities besides experiencing 
expectations.  
International student's expectations of  culture: 
unique, spicy food, historical, tradition, variance 
foods, friendly locals, night life (café, shop), 
European vibes (fancy building), tailoring program 
with local people, exploring Hungary and its 
culture, actively participating in student events. 
Based on their experiences before and after coming 
to Hungary, international students expected to 
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have culture in their mind maps. There were three 
students (participants 5, 7, and 9) who did not 
expect to learn about culture.  
  International Student's Expectations on Personal: 
married, raising children, study life balance, fair 
treatment, enough sleep, happiness, better living 
style, easy, friendliness, stay in Europe. There were 
three participants who did not have any 
expectations related to their personal expectations. 
They were participants 1, 2, and 3. Meanwhile, the 
rest of  the participants had personal expectations 
for living and studying in Hungary.  
    International Student's Expectations on 
language: must know Hungarian to be accepted, 
bilingual language navigation, most places require 
Hungarian, bilingual signboard, learn local 
language (Hungarian). In terms of  language expec-
tations, there were only four participants who had 
language expectations while studying in Hungary. 
However, the number of  students who did not 
mention language was five.  
   International Student's Expectations on Career: 
internship, work after finishing studying, lab 
instructor, permanent job, teaching, job opportu-
nities. For career expectations, there were five 
participants (participants 1, 2, 4, and 8) to expect 
related to their career. Five of  them did not write 
about their expectations for their careers.  
   International Student's Expectations of  the 
Environment: nature-loving, extreme park (for 
example, rolling coaster), engaging study, environ-
ment, supportive environment, peaceful and 
healthy environment. According to the results, the-
re were five participants who wrote about environ-
mental expectations. Yet, there were four partici-
pants who did not mention this.  
   In addition, based on the result, there were also 
expectations that were not similar among the 
participants. There were two of  them that 
appeared to have no similarities among 
participants: transportation and administration. 
Figure 14 displays the differences in expectations. 

   Figure 14. Outline of  Differences International Students 
Expectations. Source: Authors. 
 

 
 

 
 
   International Students Expectations on 
Transportation: adequate, affordable, eco-friendly, 
pedestrian-friendly, convenient, well-connected, 
less traffic and easy to navigate. There was only 
one participant who focused on transportation. For 
transportation expectations, it was believed that she 
achieved them. 
   International Student's Expectations on Admi-
nistration: appointment time, website of  appoint-
ment manageable. For administration, there was 
also one participant who was concerned about this 
matter. Especially about health centers and immig-
ration.  
 

 
   Discussion 
   According to the result, the similarity of  inter-
national students’ expectations in the categories of  
academic, experience, culture, personal expectation, 
language, and career could be found while the 
differences could be found in administration and 
transportation. In the academic aspect, there were 
some students who expected that they would 
obtain a better education system in Hungary. For 
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example, study program standards, teaching and 
learning materials, and evaluation. There were also 
international students who expected that she would 
give them enough time to sleep while doing her 
master's degree in Hungary. This finding is in line 
with the statement that these students were likely 
to struggle more with the workload, the teaching 
tempo, and independent study (Hassel & Ridout, 
2018b). Moreover, this result of  students’ 
expectations on academics was vital since it showed 
students satisfaction with the Hungary education 
system and their attitude toward it. Student 
expectations at the postsecondary level consist of  a 
complex web of  beliefs regarding courses, 
instructors, evaluation, institutions, programs, and 
university life. Students' failure to meet these 
numerous expectations could have serious 
repercussions. Unmet expectations could have a 
significant impact on the classroom conduct and 
overall engagement of  students (Lobo & Gurney, 
2014). Besides, it revealed that because of  the 
unclear system, it made students lazy to learn. 
These findings support the proposed relationship 
between motivation and expectations but also 
show that learning and affective processing 
strategies have an impact on expectations 
(Könings et al., 2008). Because some of  their 
expectations in various aspects did not meet their 
expectations, some of  the students decided to 
reduce their expectations when they were already in 
Hungary; however, some of  them still wrote again 
in order to meet their expectations again. So, in 
order to attempt to bridge the distance between 
divergent expectations, it would be beneficial to 
consider various points of  view (Hassel & Ridout, 
2018b). It was also found that, in terms of  
language, there were students who expected to 
improve their English (Lobo & Gurney, 2014). 
   In addition, in the terms of  experience and 
culture, most international students expected that 
while studying in Hungary, they would travel in 
Europe. The reason was that all of  the participants 

came from Asian continents. They believed that 
travel also became part of  their study in Hungary. 
They also expected that they could meet locals and 
make friends with them. Travel and cultural 
enrichment were characteristics that distinguished 
study abroad from study in the home country, 
where contacts with native speakers and cultural 
experiences are quite limited (Badstübner & Ecke, 
2009). Even though the expectation to meet local 
people in Hungary had little chance for them, some 
of  them still wrote that they could make friends 
with them, but a language barrier still existed 
because international students did not speak 
Hungarian. Moreover, in terms of  experiences, 
international students expected that they would feel 
the four seasons in Europe, join exchange 
programs, and collaborate. Results indicate that 
"expectations" vary significantly across cultural 
groups (Armstrong et al., 1997). Meeting with 
academic staff  at the beginning of  their program; 
their level of  engagement with the learning 
community within their program; their level of  
engagement with their own studies; academic 
staff's command of  the English language; the 
university's orientation program; a fair and 
transparent assessment of  their work in class; the 
quality of  classes; and the explanation of  grading 
and assessment criteria (Ammigan & Drexler, 
2021). The target for international students was to 
meet more members of  various communities to 
make bigger networking connections. Evidently, 
their travel behavior was constrained by financial 
and time constraints and travel mechanisms 
(Gardiner et al., 2013). 
   As the results also showed about the environ-
ment, according to the findings of  the study, 
adolescents perceived that their career goals were 
influenced by personal, background, and environ-
mental factors (Paa & McWhirter, 2000). There 
was a positive relationship between expectations 
and the point of  view of  the environment that was 
measured. Based on the result, the greater the 
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expectations, the greater the subsequent 
perceptions. The lower the expectations, the lower 
the subsequent perceptions. The relationship bet-
ween the second and third measurements of  
perception was also evidently positive. In addition, 
prospective dissatisfaction with the new surroun-
dings is associated with actual dissatisfaction after 
one year, and dissatisfaction after one year of  
participation in the surroundings is associated with 
dissatisfaction (Könings et al., 2008). The 
international student expected a natural, engaging, 
supportive, and healthy environment. As 
demonstrated by this research, students' hopes for 
a new learning environment were not necessarily 
consistent with their subsequent perceptions, and, 
more importantly, students' expectations had a 
significant impact on how they perceived the 
environment after it had been implemented. 
Perceptions influence learning behaviors and 
learning environment's efficacy (Könings et al., 
2008). 
   This study also discovered the fluctuating 
expectations of  international students. It showed 
that before and after expectations tended to focus 
on study and career. The reason was that the 
expectation prior to flying to Hungary appeared 
because they did not know Hungary in detail. 
When international students' prior knowledge 
is insufficient, they make erroneous assumptions 
about real-world circumstances. All of  these 
changes in motivation were attempts to find 
balance with the impending educational burden. 
Additionally, it was essential that she maintain a 
positive attitude toward the new environment in 
order to remain academically motivated (Mao et al., 
2022). After becoming students in Hungary, 
international students could measure their 
expectations by which one met them and which 
one did not. So, the shifting of  expectations 
happened and they became more focused on 
finishing their studies and finding a job for 
themselves. Throughout their academic careers, 

international students could experience multiple 
shifts in motivation designed to narrow the 
disparity between expectation and reality. 
   In this way, international students' awareness of  
perceiving conflicts between expectation and reality 
might provide them with an excellent opportunity 
to reflect and grow. In reality, it might be difficult 
for them to form precise expectations when 
traveling to intercultural destinations. When 
students encounter unanticipated challenges and 
obstacles, it is recommended that they alter their 
motivation in a timely manner in order to find 
alternative solutions in order to deal with new 
obstacles and achieve sustainable development 
(Mao et al., 2022). The research findings indicated 
that the motivations of  international students 
changed and adapted as a result of  their interaction 
with their new environment. Their motivational 
shift and adjustments were closely tied to the 
fluctuating difference between their expectations 
and reality, as well as their growing intercultural 
experiences (Mao et al., 2022). 
  
 
   Conclusion 
   This study found that international students 
expectations were dynamic. Before coming to 
Hungary. They expected many things in terms of  
academics, environment, culture, experience, langu-
age, and personal desires. It was because they did 
not have prior knowledge on Hungary. After 
coming to Hungary, the expectations that they had 
before influenced their perspective about Hungary. 
It also meant that it was beyond their expectations. 
So, there were three types of  expectations that 
existed that were found in this study. The first type 
were students who expected many things academi-
cally; they expected similar expectations again after 
being students in Hungary. The second type were 
students who had some expectations, but after 
being students, they did not achieve them. The 
third type was that students who achieved 
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expectations would reduce their expectations, and 
after being students in Hungary, previous 
expectations would appear as new expectations or 
change expectations. This type helped them 
maintain their motivation to continue studying in 
Hungary. It was also discovered that after coming 
to Hungary, international students’ expectations 
tended to focus on finishing their studies and 
expecting to have job opportunities, whether inside 
or outside Europe. 
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 Abstract 
   The literature and research on physiotherapy in Hungary are not as complete as the research on physical 
education, so this article is also incomplete. Our research aimed to report on the experiences of 
physiotherapy sessions for preschool children within the physical education sector, as this area is less 
researched. Our research presents the experiences of children and their parents who have participated in 
pre-school physiotherapy in a sample of children attending the Good Shepherd Reformed Kindergarten in 
Hajdúböszörmény. The results are presented based on the analysis of a questionnaire filled in by 50 
parents and an interview with the physiotherapy teacher who teaches in the kindergarten. The survey 
shows that 8% of parents of preschool children did not know that their child was attending such sessions, 
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92% of parents were informed, but 20% did not know how many development sessions their child was 
attending. The majority of parents follow up on their child's development, but consider the information 
provided by the teacher to be insufficient. The vast majority of parents were also aware of their child's 
diagnosis. Parents' opinions showed that they consider the existence of physiotherapy sessions important, 
as they consider it essential for the effective development of a growing organism. Parents also noted 
positive effects of physiotherapy sessions, such as improved posture, flexibility, reduced orthopaedic 
deformities, increased endurance, or improved dexterity and hand-foot coordination. Another important 
aspect, according to parents, is that these sessions are free of charge, take place during nursery school 
hours and they are playful. According to the physiotherapy teacher, the number of sessions is not 
sufficient to achieve optimal improvement, given that the vast majority of children only receive 
development in kindergarten. These results are useful and can be used in the training of kindergarten 
teachers or further training courses. 
   Keywords: pre-school physical education, parents' opinions, deformities, internal medicine diseases 
   Diszcipline: pedagogy 
 
 

   Abstract 
  AZ ÓVODAI GYÓGYTESTNEVELÉS TAPASZTALATAI EGY HAJDÚBÖSZÖRMÉNYI 
ÓVODAI KUTATÁS TÜKRÉBEN 
   A gyógytestnevelés témakörében a hazai szakirodalmak és kutatások nem képeznek olyan teljességre 
törő rendszert, mint a testneveléssel foglalkozó kutatások, ezért ez a cikk is hiánypótló. A kutatásunk célja 
volt, hogy a gyógytestnevelésen belül az óvodáskorúak számára biztosított gyógytestnevelési foglalkozások 
tapasztalatairól számoljunk be, hiszen ez a terület kevésbé kutatott. A kutatásunk az óvodai gyógytest-
nevelésben részt vett gyerekek és szüleik tapasztalatait mutatja be a hajdúböszörményi Jó Pásztor 
Református Óvodába járó gyerekek mintáján. Az eredményeket 50 szülők által kitöltött kérdőív, és az 
óvodába tanító gyógytestnevelő pedagógussal folytatott interjú elemzésére alapozva ismertetjük. A 
kutatásból kiderül, hogy az óvodáskorú gyermekek szülei közül 8% nem tudott arról, hogy gyermeke részt 
vesz ilyen foglalkozáson, a szülők 92%-a informált volt, azonban 20%-uk nem tudta, hogy hány fejlesztési 
alkalomban részesül gyermeke. A szülők többsége nyomon követi gyermeke fejlesztését, azonban 
kevésnek ítélik meg a pedagógus által közölt információkat. A szülők döntő többsége a gyermekük 
diagnózisával is tisztában volt. A szülői vélemények azt mutatták, hogy hogy fontosnak tartják a 
gyógytestnevelési foglalkozások meglétét, hiszen nélkülözhetetlennek tartják a növekedésben lévő 
szervezet hatékony fejlesztésére. A szülők a gyógytestnevelés foglalkozásoknak olyan pozitív hatásait is 
tapasztalták, mint, javult a gyermek tartása, a hajlékonysága, az ortopédiai elváltozások mértéke csökkent, 
erősödött a kitartás, vagy javult a mozgásügyesség és a kéz-láb koordináció. Szintén lényeges szempont a 
szülők véleménye szerint az, hogy ezek a foglalkozások ingyenesek, óvodai időben történnek és játékosak. 
A gyógytestnevelő pedagógus szerint a foglalkozások száma nem elégséges ahhoz, hogy optimális javulást 
érjenek el, tekintettel arra, hogy a gyerekek döntő többsége csak az óvodában kap fejlesztést. Ezek az 
eredmények hasznosak és felhasználhatók az óvodapedagógus képzésben vagy a szakirányú 
továbbképzésekben. 
   Kulcsszavak: óvodai gyógytestnevelés, szülői vélemények, deformitások, belgyógyászati betegségek 
   Diszciplína: neveléstudomány 
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   Introduction 
   A sedentary lifestyle leads to negative changes 
not only in adults but also in young children 
(Simon, 2022 a, b). Today, there is an increasing 
number of children with internal medicine or 
orthopaedic problems who, for various reasons, do 
not receive the development they need at the right 
time (Fülöp and Pipó, 2023; Gaál and Bencze, 
2004). Furthermore, they do not participate in the 
physical education or physiotherapy that is appro-
priate for them, which may be preventive, correc-
tive or corrective, to ensure their optimal develop-
ment (Ramocsa, 2005; Hidvégi & Müller 2015; 
Andrásné, 2000, 2017). The consequences of the 
situation caused by the COVID-19 virus have 
caused a significant disadvantage for the develop-
ment of children with different developmental 
stages and delayed development in the areas of 
various physical development and special 
pedagogic developments. (Vargáné, 2021; Višnjić-
Jevtić et al. 2021; Mező, 2022). 
   In today's fast-paced world, parents place less 
emphasis on prevention, i.e. preventing problems 
and maintaining a healthy state, even though many 
internal medicine and orthopaedic problems could 
be prevented with increased and continuous atten-
tion. Parents often reassure themselves by saying 
that it is genetics because they have had similar 
problems themselves. However, this is not entirely 
true, as a growing body of literature (Andrásiné et 
al., 2000) on preschool child development shows 
that in such cases, too, children learn by imitation, 
as in any other areas - cognitive abilities, emotions, 
play etc. (Vargáné és Pálfi, 2016; Mező, 2018; Pálfi, 
2019). As a consequence, regular medical assess-
ments of children at an earlier age are necessary to 
maintain or correct the level of already established 
abnormalities, so that the physiotherapy teacher 
can contribute to the effective development of 
children in physical education and the highest 
possible level of recovery of pathological 
abnormalities by providing them with a high level 

of theoretical and practical knowledge (Hidvégi & 
Müller, 2015, Simon & Kajtár 2015). The need for 
exercise and the protection of the child's health is a 
fundamental right of the child, and the satisfaction 
of the child's physical needs is the reference point 
of the Hungarian Kindergarten Core Program 
(Pálfi et al. 2020). In addition to providing free 
movement for preschool children, physical activity 
classes and recreational sports or physical activities 
with the family can be a key tool for primary 
prevention, as a healthy lifestyle can be well estab-
lished at this age through the development of a 
wide range of movement and skills (Wolf 2022). 
 
   Material and method 
   Our study included 50 participants, the target 
group of which were parents of preschool children 
attending the Jó Pásztor Reformed Kindergarten in 
Hajdúböszörmény, whose children regularly parti-
cipate in physiotherapy activity. The sample consis-
ted of 50 participants, all of whom filled in the 
questionnaire in an assessable manner, allowing the 
results to be analysed. Completion of the question-
naire was voluntary and anonymous so that the 
identity of the respondents could not be identified 
in any way. At the institutional level, all the parents 
concerned participated in the survey, so the sample 
size was adequate, depending on the composition 
of the group. As a result, the survey is considered 
relevant in terms of sample size. 
   Before completing the questionnaire, parents 
were given a short, written notice informing them 
where the data would be used. By completing the 
questionnaire, parents gave their consent for their 
answers to be used in the research. The sample was 
institutional in terms of coverage. 
   The study also included a key professional, a 
teacher of physiotherapy, who has been in the 
profession for 31 years. The physiotherapy teacher 
is a teacher who provides physiotherapy develop-
ment to the children of the parents interviewed in 
the institution. The teacher interviewed answered 
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questions from an interview we had prepared. The 
questions of the interview and the questionnaire 
were consistent with each other, allowing a 
comparison of the opinions and experiences of 
both sides. 

   The age distribution of parents is illustrated in 
Figure 1. The data show that the average age of 
parents is between 35 and 40 years. 
   Education is shown in Figure 2. 

 
 
 
 
   Figure 1. Age distribution (n=50 ). Source: authors. 
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   Figure 2. Distribution of educational attainment (n=50). Source: authors. 
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   In our research, we also studied how many 
children the parents have and the age of the 
children. Of those surveyed, 16% had one child, 
42% had two, 34% had three and 8% had four or 
more. The age of the respondents' children 
attending physiotherapy classes also varied for 
preschoolers, with 30% aged five, 50% aged six 
and 20% aged three. 

 
 

   Results 
   Our survey asked about the regularity with which 
the parent's child attends physiotherapy classes. 
10% of respondents said that their child attends 
several times a week, 80% said that their child 
attends once a week, and 10% did not know how 
often their child receives PT (physiotherapy). We 
also asked the teacher a question about this during 
the interview. According to the physiotherapy 
teacher interviewed, the children attend one session 
per week, which she considers insufficient. She 
thinks that more than this or even every day would 
be necessary for effective development and 
progress. Comparing the results of the 
questionnaire and the interview, 20% of parents 
did not know how many times their child receives 

the development he/she needs, while 8% of 
parents were surprised to find out that their child 
attended physiotherapy classes when the 
questionnaire was distributed. 
   We also asked how long children have been 
attending physiotherapy. Parents' responses are 
shown in Figure 3. During the interview, the 
physiotherapy teacher answered the same question 
by saying that the children of the parents 
interviewed had been attending PT for a minimum 
of two years and a maximum of four years. A 
comparison of the results shows that 54% of the 
parents do not know how long their child has been 
receiving the developmental support they need. 
 
   We also asked for any existing internal medicine 
or orthopaedic conditions, so parents were able to 
choose why their child was receiving 
developmental support from the options listed, the 
results of which are shown in Figure 4. The 
physiotherapy teacher interviewed was also 
supportive of the existence of abnormalities but 
complimented her response by stating that her 
practical experience suggests that there is not 
enough time frame to treat other, less common 
abnormalities and problems. 

 
 
   Figure 3. Time spent attending physical education classes, as reported by parents (n=50). Source: authors. 
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   Figure 4. Internal medicine and orthopaedic problems (n=50). Source: authors. 

 
 
 
   
60% of the parents concerned expected, and 40% 
did not expect, that their child would need to go to 
developmental therapy for various internal 
medicine or orthopaedic problems. Parents who 
thought it likely that their child would need to 
attend a PT class gave different reasons for their 
answers. 30% of the respondents thought that it 
was due to prematurity, 50% had noticed an 
orthopaedic abnormality in their child and 20% 
said that the family had been made aware of the 
problem by the nurse. According to the PT 
teacher, prematurity does indeed lead to an in-
crease in the number of internal medicine or 
orthopaedic problems that may develop later in 
life, but this may be an indirect rather than a direct 
result of the disorder or lesion. 
   Our survey also looked at parents' positive and 
negative perceptions of physical education ses-
sions. On the positive side, we can highlight the 
importance that parents attach to the existence of 
PT sessions. They believe that it is essential for the 
effective development of the growing body, and 
they also see many significant changes as a result of 
the development, such as improved posture, 
increased flexibility, reduced lesions, increased 
endurance, improved dexterity of movement and 
improved hand-foot coordination in their child. 

Another important aspect, according to parents, is 
that these activities are free, take place during 
nursery school hours and are playful. The role of 
play in movement development and motivation has 
been confirmed by several studies in a sample of 
different age groups, but the use of play in the 
preschool pedagogical toolbox is very important 
for young children (Ramocsa, 2009, Mező, 2022; 
Mező és Mező, 2022; Simon, 2022 b, Wolf, 2022; 
Hidvégi and Müller 2015). According to the 
respondents' opinion, the learning of guided and 
new tasks during the sessions while the child is 
allowed to be active in a group is cardinal. Parents 
perceive that children are happy to attend 
development sessions, are motivated by positive 
reinforcement and rewards, and find the teacher's 
personality attractive. Several national studies (Őry 
et al., 2019, Simon and Kajtár, 2015, Müller et al., 
2021; Fülöp and Pipó, 2023) have confirmed the 
effectiveness of the special needs teacher in 
education. Summarising the parents' comments, it 
can be concluded that there was more positive 
feedback than negative experiences. As a criterion 
for improvement, the parents interviewed believe 
that the teacher's contact is not sufficient, and at 
the same time, they do not consider the frequency 
of information transfer to be sufficient, so the 
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extent of their child's development is not known to 
them. 
   We also asked the parents whether, apart from 
the physiotherapy session, the children are taken 
elsewhere for some other development-oriented 
activity outside the kindergarten. 4% of respon-
dents take their children to aquatic activities, 4% 
take their children to private physical education 
activities, but the remaining 92% do not take their 
children to any other developmental activities. 
From the responses received, it can be concluded 
that the majority of children only receive physio-
therapy in the institutional setting. The main 
reasons given by parents for not attending other 
physiotherapy activities with their child are that 
they do not have time (40%), while 22% of 
respondents do not consider it important. 
 
 
   Conclusions 
   With the increase in the number of musculo-
skeletal or internal diseases in preschool children, it 
is very important to increase the amount of 
research on physiotherapy in preschool, reflecting 
the expectations of parents and the experiences of 
physiotherapy teachers. 
   The research has shown that a small proportion 
of parents do not know that their child is in 
physiotherapy classes or do not know the 
frequency of the sessions. Thus, it is a major task 
for the teacher providing physiotherapy to inform 
parents to improve their communication with 
parents and the information provided to them. 
Most parents are well-informed about their child's 
diagnosis and the importance of physiotherapy. 
Parents consider physiotherapy to be important 
not only for the treatment of deformities and 
illnesses but also for its experienced training agents. 
   The research also revealed that only 8% of 
parents of children in physiotherapy are willing to 
take their child to other therapeutic activity classes 
in addition to kindergarten. 92% of the children 

attending physiotherapy only participate in 
kindergarten development. This is very important 
data, as it confirms the need to prepare 
kindergarten teachers for this area in their training 
and vocational training, and that physiotherapy in 
kindergartens and schools as a specialised further 
training course will perhaps become even more 
important in the future as the number of children 
in need increases. Another interesting finding is 
that the PT teacher says that 1 session per week is 
not enough to achieve significant results or to 
correct individual differences. This result also 
highlights the need to consider increasing the 
number of physiotherapy sessions in kindergartens 
in the future. 
   The publication was supported by the project 
"Investigating the Role of Sport and Physical 
Activity for a Healthy and Safe Society in the 
Individual and Social Sustainability of Work Ability 
and Quality of Work and Life (multidisciplinary 
research umbrella program)".  
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Muhammed, Shuaib Abolakale, Mustapha Mulikat Ladi Abdulkadir & Awoyemi, Alfred Olatayo (2023). 
Parental Factors Influencing School Achievements of Pupils in Ilorin Metropolis, Kwara State. Special 
Treatment Interdisciplinary Journal [Különleges Bánásmód Interdiszciplináris folyóirat], 9(3). 35-51. DOI 
10.18458/KB.2023.3.35 

 
   Abstract 
   The purpose of this study was to evaluate how parental influences affected students' academic 
performance in the Kwara State capital of Ilorin. Researchers have expressed worry over students' low 
academic performance in school, and it is commonly acknowledged that for students to fully benefit from 
their education, their parents must give them their entire support. The research was a survey. All primary 
school teachers in the city of Ilorin made up the study's population, and a mixed method approach was 
used on a sample of 215 respondents (of whom 200 completed questionnaires and 15 participated in 
interviews). Simple random and selective sampling methods were used to choose the sample. The data was 
gathered via a survey called the "Parental Factors Influence School Achievements of Children 
Questionnaire" (PFISAPQ).  The factors taken into account were gender, age, educational background, 
and number of years of teaching experience. Demographic information was expressed as a percentage, 
and the two null hypotheses were tested using the 2-way ANOVA statistical tool at the 0.05 level of 
significance. Mean and rank order analysis was used to analyze the research questions, and thematic 
analysis was then used to analyze the subsequent questions raised to support the main research questions. 
The results showed that, among other things, parental involvement, parental oversight, parental 
involvement in extracurricular activities, parental academic background, parental interest in education, and 
parent-child relationships are the primary factors positively affecting children's academic success. Also 
significant differences existed in the parental factors influencing school achievements of pupils in as 
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expressed by primary school teachers based on gender, age, educational qualification and years of teaching 
experience. It was recommended that  parents should be encourage to improve their involvement in  
children’s academic activities by supporting them and being actively involved in encouraging pupils to 
learn  and achieve maximally in school. 
   Keywords: Parenting, Parental Factors, Influence, School Achievements, Pupils. 
   Discipline: pedagogy 
 
   Absztrakt 
   A TANULÓK ISKOLAI TELJESÍTMÉNYÉT BEFOLYÁSOLÓ SZÜLŐI TÉNYEZŐK ILORIN 
METROPOLISBAN, KWARA ÁLLAMBAN 
Háttér és cél: a tanulmány célja annak felmérése, hogy hogyan alakítja a szülői befolyás a diákok tanulmányi 
teljesítményét Kwara állam fővárosában, Ilorinban. Általánosan ismert tény, hogy ahhoz, hogy a tanulók 
teljes mértékben kitudják használni az oktatás előnyeit a szüleiknek teljes mértékben támogatniuk kell őket. 
Ugyanakkor egyre több kutató fejezi ki aggodalmát a diákok alacsony iskolai teljesítménye miatt. Minta: 
Ilorin városának összes általános iskolai tanára alkotta a vizsgálat alapsokaságát (n=215). A minta 
kiválasztásához egyszerű véletlenszerű és szelektív mintavételi módszereket alkalmaztunk. Módszer: a 
kutatás során vegyes módszert alkalmaztunk ( 200 fő kérdőívet töltött ki, 15 fő interjún vett részt). Az 
adatokat "A gyermekek iskolai teljesítményét befolyásoló szülői tényezők kérdőív" (PFISAPQ) 
segítségével gyűjtöttük össze. A vizsgálat során figyelembe vett tényezők a következők voltak: nem, 
életkor, iskolai végzettség és a tanítási tapasztalatok éveinek száma. A demográfiai adatokat százalékban 
fejeztük ki, és a két nullhipotézist a kétirányú ANOVA statisztikai eszközzel teszteltük 0,05-ös 
szignifikanciaszinten. A kutatási kérdések elemzéséhez átlag- és rangsorelemzést alkalmaztunk, majd 
tematikus elemzéssel elemeztük a fő kutatási kérdéseket alátámasztó további kérdéseket. Eredmények: az 
eredmények azt mutatták, hogy többek között a szülői részvétel, a szülői felügyelet, a tanórán kívüli 
tevékenységekben való szülői részvétel, a szülői tanulmányi háttér, a szülői érdeklődés az oktatás iránt és a 
szülő-gyermek kapcsolat az elsődleges tényezők, amelyek pozitívan befolyásolják a gyermekek tanulmányi 
sikerességét. Jelentős különbségek mutatkoztak a tanulók iskolai teljesítményét befolyásoló szülői 
tényezőkben az általános iskolai tanárok nem, életkor, iskolai végzettség és a tanításban eltöltött évek 
alapján is. Az eredmények alapján megfogalmazható, hogy a szülőket ösztönözni kell arra, hogy jobban 
vegyenek részt a gyermekek tanulmányi tevékenységeiben, hogy a gyermekek jobban tanuljanak és 
maximálisan teljesítsenek az iskolában. 
   Kulcsszavak: Szülői magatartás, szülői tényezők, befolyásolás, iskolai eredmények, tanulók. 
   Diszciplína: neveléstudomány 
 
 
 
   Introduction 
   Education is the key to national development. 
Education starts from pre-primary and primary 
stage which is the bedrock upon which all other 
educational levels build. A society not properly 
educated is destined to fail because education is a 

key factor for sustainable development. Primary 
education is an important level of education by 
which child develops the physical, motor, health, 
nutritional, intellectual, aesthetic, emotional and 
social ability and all these make primary education 
vital to child development (Obidike, 2012). 
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   The objectives of primary education are to 
provide the child with basic knowledge and pre-
skills for entrepreneurship, wealth generation and 
educational advancement; develop patriotic young 
people equipped them to contribute to social 
development and in the performance of their civic 
responsibilities; and provide opportunities for the 
child to develop manipulative skills that will enable 
the child function effectively in the society within 
the limits of  child’s capability (Federal Republic of 
Nigeria, 2013). If child education can provide these 
vital necessities which are fundamental in human 
life, it is therefore essential to pay serious attention 
to child’s education at this level. 
   Primary school pupils are children from the age 
of 6 years to 11 years that receives elementary or 
primary education coming before secondary school 
and after preschool (Nkechi, Umemetu & 
Ogbonnaya, 2013). At this stage, the education 
they receive is compulsory in most part of the 
world (Nkechi, et al., 2013). Primary education in 
particular is the level of education that develops in 
the individual the capacity to read, write and 
calculates. Bruns, Mingat & Rakotamalala (2003) 
stated that it helps to eradicate illiteracy, which is 
one of the strongest predictors of poverty. 
UNESCO (2001) posited that this explains why 
primary education is the largest subsector of any 
education system and offers the unique oppor-
tunity to contribute to the transformation of 
societies through the education of the young ones 
and their academic or school achievement is of 
great important to pupils and educational 
stakeholders.  
   School or academic achievement means the 
ability of students to study and learn certain 
subjects in the school whether at the primary, 
secondary or tertiary institution levels with the aim 
of performing excellently in the course of study. It 
could be described as notable actions or 
achievements by certain students in their field of 
study or discipline. Academic performance is 

measured through achievement test which is also 
known as paper and pencil test. Achievement test 
is a type of ability test designed to measure what an 
individual had learnt at the end of a course of 
instruction. In other words, it is meant to assess 
the level of academic attainment after a period of 
teaching and learning (Emeka, 2020). 
   School achievement of pupils or students really 
means three things: the ability to study and 
remember facts, being able to study effectively and 
see how facts fit together and form larger patterns 
of knowledge and being able to think for oneself in 
relation to facts and thirdly being able to 
communicate one’s knowledge verbally (Chance, 
2003). According to Sirin (2005), students’ school 
achievement varies according to individual stu-
dents’ scores such as high, average or low academic 
performance. Students who place higher premium 
on education are inspired to enhance the develop-
ment of their intellect and this fosters academic 
achievement. 
   Sampson (2004) emphasised that high and low 
performance is when a learner does well or poorly 
in a presented task. It may be said that obtaining 
scores in an examination best describes what per-
formance is all about. This is a pointer to the fact 
that the issue of performance to learners cannot be 
under-estimated. Shittu (2004) stated that students’ 
performance is a measure of how well they have 
mastered the learning task presented to them. It 
covers the way they handle controversial issues, 
pass relevant judgment and the level at which they 
pass examinations. However, Muola (2010) found 
that school achievement of pupils is greatly 
influenced by parental factors. 
   Parents, who have been considered as one of the 
stakeholders of the school community, play tre-
mendous roles in children’s education. Among the 
many tenets of the educational reform efforts is the 
idea that parental involvement is an essential 
element in children’s academic achievement and 
social adjustment (Jeynes, 2002). Development of 
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emotional and behavioral self-regulation of a child 
is highly influenced by parental factors. The 
capacity to control emotional responses depends 
on the level of response and involvement of 
parents in a child’s life or parents related factors 
(Bornstein, 2002; Hay & Ashman, 2003). 
   Parents related factors are the social and 
economic experiences and realities that help mold 
one’s personality, attitudes and lifestyle. Among 
parents’ factors are education, income, occupation 
and guidance and so on. When analyzing the parent 
factors, the household income, parent’s education 
level, parental guidance and occupation are 
examined (Michael & Karthik, 2004). Studies have 
repeatedly found that parents affect student 
outcomes (Muola, 2010; Koki, Lee, & Educational 
Resources Information Center {U.S.}, 2008; Goye, 
2007; Jeynes 2005). Pupils’ education achievements 
are greatly influenced by parental factors such as 
parental income, parental education level, parental 
occupation and parental guidance in the com-
munity such as contacts within the community, 
group associations, and the community's academic 
performance of the family among others (Muola, 
2010; Koki, et al., 2008; Goye, 2007; Jeynes 2005). 
   Kentli (2012) also found that parental factors 
such as household composition, socioeconomic 
status, and parents’ level of education were 
stronger predictors of students’ educational 
attainment than direct school-related factors. 
Durand (2010) pointed out that students’ academic 
success was influenced by the interrelationships 
among parental educational and occupational 
status. Also, an intellectually stimulating home 
setting in which parents provide opportunities for 
children and encourage them to become involved 
in working discipline; and parent-child interactions 
that support the pursuit of excellence in academic 
and cultural experiences enable children to be more 
successful (Kentli, 2012).  
   It has been observed by many teachers in Ilorin 
metropolis, that some primary school pupils have 

problems with identifying objects or numbers 
(figures), reading, writing and manipulation of ob-
jects while some children can manipulate toys and 
other play materials, read and write very well 
compared to some other children. And also major 
edge that private primary school pupils have over 
public primary school pupils is the impact of 
parental engagement in the activities of private 
school. Lack of parental monitoring, support and 
supervision have affected the students’ achie-
vement in public primary school in no small 
measure. Their morale is dampled, motivation for 
learning is in shamble, and parents support to 
complement teacher’s efforts are nothing to write 
home about. This has affected public school stu-
dents’ image, performance and self-esteem as well 
as quality of education they received. 
   Parental involvement on pupils’ school achie-
vement depend on the nature of parental factors, 
when pupils are having trouble with school, pa-
rents are more likely to influence their children 
school performance positively. Level of parental 
factors such as household income, parent’s edu-
cation level, parental guidance and occupation 
could have influenced school achievement of 
primary school pupils negatively or positively is 
expected to provide a good and conducive climate 
for social, intellectual and emotional development 
of child, further it provides love, security, guidance 
and care that contributes to good or poor academic 
performance (Michael & Karthik, 2004). Hence, 
this present study intends to examine the parental 
factors influencing school achievements of pupils 
in Ilorin South Local Government Area of Kwara 
State. 
 
 
 
   Research Questions 
   The following research question is raised to guide 
the conduct of the study: What are the parental 
factors influencing school achievements of pupils 
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as expressed by  primary school teachers Ilorin 
metropolis, Kwara State? 
 
   Research Hypotheses 
   The following hypotheses were formulated and 
tested in the study. 

1. There is no significant difference in the 
parental factors influencing school achie-
vements of pupils as expressed by primary 
school teachers in Ilorin metropolis, 
Kwara State based on gender and age. 

2. There is no significant difference in the 
parental factors influencing school achie-
vements of pupils as expressed by primary 
school teachers in Ilorin metropolis, 
Kwara State based on educational qualify-
cation and years of teaching experience. 

 
   Purpose of the Study 
   The main purpose of the study is to examine the 
parental factors influencing school achievements of 
pupils in Ilorin metropolis, Kwara State. The study 
also seeks to examine the influence of moderating 
variables of gender, age, educational qualification 
years of teaching experience of the respondents’ 
responses on the parental factors influencing 
school achievements of pupils. 
 
   Methodology 
   The study employed a mixed method approach 
of explanatory design comprising of quantitative 
and qualitative analyses of data. The mix method 
approach is considered appropriate because it 
allows the researcher to follow up and further 
explain the result of the quantitative findings 
(Bordens & Abott, 2002). For quantitative data, a 
descriptive survey was adopted while thematic 
analysis was employed for qualitative data.  
   The population for this study comprised all 
primary school teachers in Ilorin metropolis, 
Kwara State while the targeted population 
consisted of selected primary school teachers in 

Ilorin metropolis, Kwara State.  The researcher 
chooses primary school teachers because they 
know much about pupils’ school achievement than 
other educational stakeholders. Two hundred and 
fifteen (215) primary school teachers formed the 
sample for this study. Eleven (11) primary schools 
were randomly selected from Ilorin metropolis, 
Kwara State using dip-hat sampling method. The 
dip-hat sampling method is a method where by the 
researcher writes the names of the primary schools 
in the local government area on different sheets of 
papers, puts them in a bag, shakes them and then 
dip his/her hand into the bag to pick a sample. 
This method was used to select 11 primary schools 
for the study. Thus, 10 respondents were randomly 
selected from each of the schools selected using 
random sampling techniques. The participants 
were selected using stratified sampling on the basis 
of gender, age, educational qualification and years 
of teaching experience. Also 5 parents were 
purposively selected in addition to 210 respon-
dents. Therefore, a total number of two hundred 
and fifteen (215) respondents were used for this 
study. 
   The instrument adopted for this study was a self-
designed questionnaire titled “Use of Mobile Tech-
nology for Accessing Counselling Services Ques-
tionnaire” (UMTACSQ) was used to collect data. 
The instrument was validated by 4 Lecturers in the 
Department of Counsellor Education, University 
of Ilorin. The instrument was subjected to test re-
test reliability and the reliability coefficient of 0.85 
was obtained.  
   For the purpose of the study, a researcher-deve-
loped questionnaire entitled “Parental Factors 
Influencing School Achievements of Pupils 
Questionnaire (PFISAPQ)” was used to collect 
data for this study. The questionnaire consisted 
three sections (that is Section A, B & C). Section A, 
focused on the demographic data of respondents, 
Section B consisted 10 items which focus on the 
parent factors influencing school achievement of 
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pupils while section C contained interview 
questions relating to parent factors influencing 
school achievement of pupils such as  what 
parental related factors can influence pupils’ 
academic achievement; based on your experience, 
do you think parents’ income influences pupils’ 
performance in school; do you think the parents 
occupation affect their pupils’ performance in 
school based on your experience;  and in your 
opinion, in what way do you think parents’ level of 
education could affect pupils’ academic perfor-
mance.  
   The format of each section (A & B) of the 
questionnaire forms holds the weight of scoring. 
Section ‘A’ was analysed using the frequency and 
simple percentages for the demographic data. The 
four point Likert type scale was used in scoring the 
instrument. However, the procedure for scoring 
the instrument is as follows: 
 

Strongly Agree (SA)=4 Points 
Agree (A)=3 Points 
Disagree (D)=2 Points 
Strongly Disagree (SD)=1 Point. 

 

   In sections B of the instrument, the mean cut-off 
point is 2.5 (i.e. 4+3+2+1/4). Therefore, any item 
that ranked 2.5 and above was considered as 
positive parental factors while below 2.5 was con-
sidered as negative parental factors influencing 
school achievement of pupils.  
   Thematic analysis was used for analyzing quali-
tative data that is section C. Thematic analysis hel-
ped in establishing meaningful information to 
support the quantitative data analyzed. The 
responses were analysed and arranged using thema-
tic analysis with each of the responses coded and 
formed to themes to allow for ease of analysis. 
Using the inductive approach of code develop-
ment, which enables codes and themes to emerge 
from the data, the researcher read through each 
transcript or audio severally to grasp more detail 
and gain a better understanding of how the data 
relates to the research questions. 
 
   Results 
   Research Question 1: What are the parental 
factors influencing school achievements of pupils  
as expressed by primary school teachers Ilorin 
metropolis, Kwara State? 

 
 
   Table 1. Mean and Rank Order Analysis on the Respondents’ Expression on the Parental Factors Influencing School 
Achievement of Pupils. Source: authors. 

Item No As far as I am concerned, the following factors positively 
contributed to pupils’ school achievement: 

Mean Rank 

1 Parent’s academic background 3.78 1st 
3 Parent’s interest in education 3.57 2nd 
7 Parent-child relationship 3.52 3rd 
8 Parental monitoring 3.44 4th 
9 Parental involvement 3.49 5th 
6 Parent’s ability to use technology 3.37 6th 
10 Parental attitude to discipline 3.37 7th 
4 Parent’s academic abilities 3.35 8th 
5 Parent’s occupation 3.31 9th 
2 Parent’s socio economic status 3.12 10th 
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   Table 1 presents the mean and rank order on the 
respondents’ expression on the parental factors 
influencing school achievements of pupils. The 
table indicates that items 1, 3 and 7 which state that 
the parent’s academic background; parent’s interest 
in education; and parent-child relationship are the 
main factors positively contributed to pupils’ 
school achievement. The items ranked 1st, 2nd and 
3rd respectively with mean scores of 3.78, 3.57 and 
3.52 respectively.  Also items 4, 5  and 2 which 
state that parent’s academic abilities; parent’s 
occupation; parent’s socio economic status are the 
least parental factors positively contributed to 
pupils’ school achievement. The items ranked 8th, 
9th and 10th with the mean scores of 3.35, 3.31 
and 3.12 respectively. Since all the ten items have 
mean score that is above 2.50, then it can be said 
that respondents attested positively that parental 
factors have influence on pupils’ school 
achievement. 
 
   The researcher also asked 10 primary school 
teachers and 5 parents Ilorin metropolis some 
questions during face to face interviews. The 
questions and their responses were as follows:  
 

1. How can parental level of education 
influence pupils’ school achievement?  
The teachers’ reports revealed the following: 

   
   Themes:  know when to give pupil the material 
need, able to guide and direct the pupils well 
enough, able to modify pupils’ learning behaviour, 
to serve as a mentor to pupils, able to understand 
children better, can improve the child intellectual 
performance, impact more knowledge. 
 
   Statements: 

   A female teachers of 28 years old with NCE 
and been teaching for 5 years stated that: 
„Parental level of education can positively affect the 
pupils school achievement because they know the 

significant of being educated and that make them to give 
their pupils all they need e.g. payment of school fees, 
stationeries, adequate feeding etc.” 
 
   A male respondent of 33 years old with NCE 
who has been teaching for 11 years reported 
that: „Parental level of education influence the pupils 
academic performance especially those with higher level of 
education, in the sense that they can guide and direct the 
pupils well enough compared with parent with low level 
of education.” 
 
   Another male teacher of 42 years old with 
first degree and been practicing teaching for 14 
years simply stressed that:  „Involvement of educated 
parents has greater impact on elementary school students 
than secondary school students.” 
 
   A 41 years old female teacher who has first 
degree and been teaching for 12 years stated 
that: „Parent education affect children learning 
behaviour and academic achievement positively.” 
 
   A 42 years old female teacher who has first 
degree and has been teaching for 11 years stated 
that: „It depends on parental level of education to 
influence their children school achievement, those with 
school leaving certificate and senior secondary school 
certificate might not significantly has influence on pupils’ 
school achievement compare to those with first degree and 
postgraduate.” 
 
   A 39 years old female teacher who has master 
degree and has been teaching for 11 years 
reported that: „It will have great impact because 
parents with higher education level and exposure 
understand their children better and they tend to teach 
them properly and child learn best from parents.” 
 
   Male teacher of 26 years old with NCE and 
teaching experience of 4 years stated that: 
„Parent level of education can influence the child 
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academic achievement. It improves the child intellectual 
performance positively.” 
 
   A female parent of 33 years of age with three 
children stated that: „Parental level of education 
influence the child academic performance, if the parents 
are well educated it will also influence the child 
positively.” 
 
   Male parent with 2 children stressed that: 
„Parental level of education can improve pupils academic 
achievemen” 
 
   Female parent with 2 children asserted that: 
„Well educated parent make the best decision for their 
children due to their level of education”. 
 
   Male parent of 31 years old with 2 children 
asserted that: „Parental level of education can 
influence school achievement through provision of 
academic related materials.” 

 
2. Based on your experience, does parental 

monitoring/supervising promote pupils’ 
academic achievement? Please, explain. The 
following extracts from the interviews 
conducted at different schools illustrate the 
respondents’ perceptions based on their 
experience on the above question. Therefore, 
the themes and response were as follows: 
 

   Themes: pupils’ attitude in class improve, engage 
in good study habits at home, doing assignment, 
correct pupils habit, promote pupils intellectual 
capabilities or cognitive development, keeps pupils’ 
in check, groom children properly, allows child to 
put more efforts. 
 
   Statements: 

   A female teachers of 28 years old with NCE 
and been teaching for 5 years stated that: „Yes, 
parental monitoring and supervising go along way of 

promoting pupils academic achievement because parents 
will see them through reading at home, doing assignment 
etc” 
 
   A male respondent of 33 years old with NCE 
who has been teaching for 11 years reported 
that: „Yes because anytime pupils is doing something 
out of time, due to parents monitoring they will be 
corrected of such bad habits.” 
 
   Another male teacher of 42 years old with 
first degree and been practicing teaching for 14 
years simply stressed that: „Parent monitoring 
through communicating with teacher helps students feel 
more motivated in their classes, their self esteem and 
attitudes in class improves.” 
 
   A 41 years old female teacher who has first 
degree and been teaching for 12 years stated 
that: „Parental monitoring promote pupils intellectual 
capabilities or cognitive development.”  
 
   A 42 years old female teacher who has first 
degree and has been teaching for 11 years stated 
that: „Yes, parent monitoring keeps children in check. 
A kid first teacher is always his/her parents. such kid’s  
cademic activities will be affected by how constant the 
parents monitor his/her works.” 
 
   A 39 years old female teacher who has master 
degree and has been teaching for 11 years 
reported that: „Yes, it is an essential as eating. 
Proper monitoring groom children properly and make 
them excel in their academic activities.” 
 
   Male respondent of 26 years old with NCE 
and teaching experience of 4 years stated that: 
„Yes, it promotes the pupils academic achievement in the 
sense that it makes the child to put more efforts in 
his/her academic performance. It also makes the child to 
have focus on his/her academic.” 
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   Another male respondent of 37 years old with 
first degree and teaching experience of 8 years 
stated that: „Yes, parental monitoring /supervising 
enhance the pupils academic performance, the parents 
should guide them, support them and by assisting them 
in their assignment.” 
 
  A female parent of 33 years of age with three 
children stated that: „Yes, it promotes the pupils 
achievement and help positively in learning.” 
 
   Male parent with 2 children stressed that: 
„Yes, parental monitoring and supervision also improves 
the child’s academic achievement. it makes the child to 
work hard in his/her studies and makes the child to be 
knowledgeable if the child undergo some monitoring and 
supervision by parent.” 
 
   Female parent with 2 children asserted that: 
„Yes, parental monitoring/supervising promotes the level 
of child education due to monitoring/supervising and 
prayerful for the child.” 
 
   Male parent of 31 years old with 2 children 
asserted that: „Yes, constant but proper monitoring is 
essential to the pupils’ academic performance”. 
 
   A female parent of 35 years of age with 4 
children stated that: „Parental monitoring promote 
pupils academic for both the pupils and the teacher 
because the teacher will be putting more effort in other 
pupils who are academically poor.” 

 
 

3. Do you think that the parental 
involvement/support can influence pupils’ 
performance in school based on your 
experience? Please, explain. 
The following extracts from the interviews 
conducted at different schools illustrate 
the respondents’ perceptions based on 
their experience on the above question. 

Therefore, the themes and response were 
as follows: 
 

   Themes:  providing school materials for pupil, 
guide the pupil moral intelligence, influence pupils 
positive attitude towards education, build child 
confidence level. 
  
   Statements: 

   A female teacher of 28 years old with NCE 
and been teaching for 5 years stated that: „Yes 
parental involvement and support can also influence 
pupils performance. If parents provide needed materials 
that the school is lacking, such as instructional 
materials, textbooks and stationeries etc.” 
 
   A male respondent of 33 years old with NCE 
who has been teaching for 11 years reported 
that:  „Yes parental involvement can always guide the 
pupil moral intelligence.” 
 
   Another male teacher of 42 years old with 
first degree and been practicing teaching for 14 
years simply stressed that: „Yes and teachers who 
focus on parent engagement often see a profound change 
in their class room.” 
 
   A 41 years old female teacher who has first 
degree and been teaching for 12 years stated 
that: „Parent personal involvement has more impact on 
children academic outcomes and it influence pupils 
positive attitude towards education” 
 
   A 42 years old female teacher who has first 
degree and has been teaching for 11 years stated 
that:  „Any child would fail if the parent does not 
support such child. A parent support can help build 
child confidence level.” 
 
   A 39 years old female teacher who has master 
degree and has been teaching for 11 years 
reported that: „Yes, parental involvement/support 
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can influence pupils’ performance in school by supporting 
the child in doing his/her take home work and have 
more time in engaging him/her in a summer lessons.” 
 
   Male respondent of 26 years old with NCE 
and teaching experience of 4 years stated that: 
„Yes, parental involvement can influence the pupils’ 
academic performance if the child does not have parental 
support, it can affects the child by not improving well in 
his/her academic performance.” 
 
   A female parent of 33 years of age with three 
children stated that: „Yes, it supports the pupils’ 
performance in school learning. It also gives a child to be 
up and doing in his/her education.” 
 
   Male parent with 2 children stressed that: „Yes 
parental involvement and support influence the child 
academic performance if the child is been supported 
positively e.g. provision of  some academic materials.” 
 
   Female parent with 2 children asserted that: 
„Yes, because the parent will guide the pupils based on 
experience he/she has.” 
 
   Male parent of 31 years old with 2 children 
asserted that: „Yes, the essential tools for any 
development of the support from the right channels. A 
kid performance is greatly affected/ influences by 
parental supports and involvement.” 
 
   A female parent of 35 years of age with 4 
children stated that: „Yes, parental involvement can 
influence pupils’ performance especially in their weak 
area of subject.” 

 
4. In your opinion, in what ways do you think 

parent-child relationship improved or 
reduced pupils’ academic performance?  
The following extracts from the interviews 
conducted at different schools illustrate 
the respondents’ perceptions based on 

their experience on the above question. 
Therefore, the themes and response were 
as follows: 

 
   Themes: giving the pupils the best guidance, 
improve interaction, improves child academic. 
 
   Statements: 

   A female teacher of 28 years old with NCE and 
been teaching for 5 years stated that: „Parent-child 
relationship can improve pupils academic performance by 
giving the pupils the best guidance and not over loading the 
pupils with what they cannot absorbed and reducing stress 
help the pupils in the academic performance.” 
 
   A male respondent of 33 years old with NCE 
who has been teaching for 11 years reported that: 
„It allows child to succeed and assist their psychological 
development.” 
 
   A 41 years old female teacher who has first 
degree and been teaching for 12 years stated that: 
„When parent-child relationship is closed the child 
improved in their academic with little discipline but 
sometimes some child not living  with their parent and the 
person treat the  child badly so pupils academic 
performance will reduce totally.” 
 
   A 42 years old female teacher who has first 
degree and has been teaching for 11 years stated 
that: „Parent-child relationship is very important in the 
life of every child, it makes the child to interact well with 
their parents and also makes the child to have cordial 
relationship with the parents in terms of expression.” 
 
   Male respondent of 26 years old with NCE and 
teaching experience of 4 years stated that: „Parent-
child relationship improves child academic if the parents 
are friendly and  tolerant, it will improve the child 
academically and the child will have a very smooth 
relationship with the parents and he/she will be free to 
express his/herself.” 
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   A female parent of 33 years of age with three 
children stated that: „The parent and child relationship 
improved pupils’ education. It can also reduce because most 
pupils will not be serious if the parents are advising them”. 
 
   Male parent of 31 years old with 2 children 
asserted that: „Parent-child relationship makes the child 
to do well in his/her academic or it also reduce the 
academic performance of the child if not given freedom.” 
 
   A female parent of 35 years of age with 4 
children stated that: „It can improve the level of 
education of pupils by encouraging and offering words of 
advice. It can also reduce the pupils’ academic performance 
due to misguiding the child.” 

 
 
   Hypotheses Testing 
   Two null hypotheses were formulated and tested 
for this study. The hypotheses were tested using 2-

way Analysis of Variance statistical method at 0.05 
level of significance. 
 
   Hypothesis 1.:There is no significant difference 
in the parental factors influencing school 
achievements of pupils in as expressed by primary 
school teachers in Ilorin metropolis, Kwara  State 
based on gender and age. 
 
   Table 2 shows the result of the two-way Analysis 
of Variance based on gender and age. In the case 
of gender, the calculated F-value is 4.418, while the 
critical F-value is 3.84 with 1 and 194 the degrees 
of freedom. Since the calculated F-value is greater 
than the critical F-value, the hypothesis is thus not 
accepted. It could be inferred that there is 
significant difference in the parental factors 
influencing school achievements of pupils in as 
expressed by primary school teachers in Ilorin 
metropolis, Kwara State based on gender.  

 
 
 
 
 
 
   Table 2.  2-way Analysis of Variance showing differences in the Respondents’ Expression on  the Parental Factors 
Influencing School Achievement of Pupils based on Gender and  Age. Source: Authors. 

Source Sum of 
Squares 

df Mean 
Squares 

Cal. F- 
Value 

Crit. F- 
Value 

Sig. 

Corrected mod. 
Intercept 
Gender   
Age  
Error 
Total 
Corrected T. 

1464.627a  
206151.847 

37.610        
1105.627 
1651.373 

238414.000 
3116.000 

5      1 
       1 
       2 

194 
200 
199 

292.925 
206151.847 

37.610 
552.813           

8.512 

34.412 
24218.3034.4

18 
5.784       

 
 

3.84 
3.00 

.000 

.000 
.0370

00 

* p < .05 
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  In the same vein, the calculated F-value of age is 
5.784, while the critical F-value is 3.00 with 2 and 
194 the degrees of freedom. Since the calculated F-
value is greater than the critical F-value, thus, the 
hypothesis is rejected. Therefore, there is a 
significant difference in the parental factors 
influencing school achievements of pupils in as 
expressed by primary school teachers in Ilorin 
metropolis, Kwara State based on age. In order to 
ascertain where the significant difference lies based 
on age, Scheffe Post-Hoc was carried out and the 
output is shown on Table 3. 
 
 
   Table 3. Scheffe post-hoc where the significant difference 
lies based on Age. Source: Authors. 
Age group N Sub set for Alpha = 0.05 

1 2 3 
31-40 years 51 31.65   
18-30 years 93  33.38  
41 years ≥ 56   38.25 
 
 
 
   Table 3 shows that respondents who were 31-40 
years of age had the mean score of 31.65 (in subset 
1), 18-30 years had the mean score of 33.38 (in 

subset 2) while 41 years and above had the mean 
score of 38.25 (in subset 3). This implies that the 
mean score of respondents who were 41 years of 
age and above is greater than the mean scores of 
other age groups thus contributed to the significant 
difference. 
 
   Hypothesis 2: There is no significant difference 
in the parental factors influencing school 
achievements of pupils in as expressed by primary 
school teachers in Ilorin metropolis, Kwara State 
based on educational qualification and years of 
teaching experience 

 
   Table 4 shows the result of the two-way Analysis 
of Variance based on educational qualification and 
years of teaching experience. Based on educational 
qualification, the calculated F-value is 3.291, while 
the critical F-value is 3.00 with 2 and 194 the 
degrees of freedom. Since the calculated F-value is 
greater than the critical F-value, the hypothesis is 
thus rejected. This implies that there is significant 
difference in the parental factors influencing school 
achievements of pupils in as expressed by primary 
school teachers in Ilorin metropolis, Kwara State 
based on educational qualification.  

 
 
 
   Table 4: 2-way Analysis of Variance showing differences in the Respondents’ Expression on the Parental Factors 
Influencing School Achievement of Pupils based on Educational Qualification and Years of Teaching Experience. Source: 
Authors. 

Source Sum of 
Squares 

df Mean 
Squares 

Cal. F- 
Value 

Crit. F- 
Value 

Sig. 

Corrected model. 
Intercept 
Edu. Qualification 
Teaching Exp. 
Error 
Total 
Corrected T. 

538.525a 
61160.552 

87.450        
87.931 

2577.475 
238414.000 

3116.000 

5      1 
       2 
       2 

194 
200 
199 

107.705 
61160.552 

43.725 
43.966 
13.286 

8.107 
4603.400 

3.291 
13.480 

 
 

3.00 
3.00 

.000 

.000 

.039 

.039  

* p < .05 
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   Likewise, the calculated F-value of years of 
teaching experience is 13.480, while the critical F-
value is 3.00 with 2 and 194 the degrees of 
freedom. Since the calculated F-value is greater 
than the critical F-value, thus, the hypothesis is 
rejected. Therefore, there is a significant difference 
in the parental factors influencing school 
achievements of pupils in as expressed by primary 
school teachers in Ilorin metropolis, Kwara State 
based on years of teaching experience. In order to 
ascertain where the significant difference lies, 
Scheffe Post-Hoc was carried out and the output is 
shown on Tables 5 and 6. 
 
 
   Table 5: Scheffe post-hoc where the significant difference 
lies based on Education Qualification. Source: Authors. 
Qualification N Sub set for Alpha = 0.05 

       1               2 
Postgraduate 19 32.26  

NCE 111 33.59  

First Degree 70  35.97 

Sig.  .270 1.000 

 
   Table 5 indicates that respondents who had 
Postgraduate and NCE (in subset 1) with the mean 
scores of 32.26 and 33.59 respectively while 
respondents who had first degree are in the sub-set 
2 with the mean scores of 35.57 respectively. This 
implies that respondents who had first degree 
contributed to the significant different with mean 
score compared with other groups. 
 
 
    Table 6. Scheffe post-hoc where the significant difference 
lies based Years of Teaching Experience. Source: Authors. 
Year    N Sub set for Alpha = 0.05 

        1         2 

1-5 years 99 33.52  
6-10 years 7 34.00  
11 years ≥ 94  35.15 
Sig.  .070 .794 

   Table 6 indicates that respondents who had  1-5 
years and 6-10 years of teaching experience are in 
the same sub-set 1 with the mean scores of 33.52 
and 34.00 respectively while respondents who had 
11 year and above of teaching experience with the 
mean score of 35.15 is in the subset 2. This implies 
that respondents who had 11 years and above 
teaching experience contributed to the significant 
different. 
 
 
   Discussion of the Findings 
   The study revealed that revealed that parent’s 
academic background; parent’s interest in edu-
cation; and parent-child relationship are the main 
factors positively contributed to pupils’ school 
achievement. This could be as a result of the fact 
that parents provide higher levels of psychological 
support for their children through environments 
that encourage the development of skills necessary 
for success at school. The finding supports the 
study of that Egunsola (2014) revealed that the 
quality of parents educational background goes a 
long way to predict the quality of students’ aca-
demic outcome and regularity of the satisfaction 
and provision of a child’s functional survival and 
academic needs. The finding also agrees with the 
study of Adeyemi and Adeyemi (2014) stressed the 
importance of parents’ interest and students’ inte-
rest in education as predictors of pupils’ academic 
achievement. The finding also supports the sub-
mission of Kentli (2012) who asserted parent-child 
interactions that support the pursuit of excellence 
in academic and cultural experiences enable child-
ren to be more successful.  
   The findings from the interview shown that 
parental level of education can influence pupils’ 
school achievement when they know when to give 
pupil the material needed, able to guide and direct 
the pupils well enough, able to modify pupils’ 
learning behaviour, to serve as a mentor to pupils, 
able to understand children better, can improve the 
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child intellectual performance, impact more know-
ledge to children. The finding is in line with the 
study of Durand (2010) who was of the view that 
educated mothers provide their children with more 
materials and activities that promote high educa-
tional outcomes and also an intellectually stimu-
lating home setting in which parents provide 
opportunities for children and encourage them to 
become involved in working discipline. 
   The finding of the study revealed that parental 
monitoring/supervising: improve pupils’ attitude in 
class improve, enable pupils to engage in good 
study habits, do assignment, correct pupils habit, 
promote pupils intellectual capabilities or cognitive 
development, keeps pupils’ in check, groom child-
ren properly, allows child to put more efforts. The 
finding is in line with the submission of Ezenwafor 
and Amobi (2016 who stressed that parental 
monitoring or supervision enable students to adopt 
effective study habits to improve their academic 
performance and prepare them well for the future. 
   The result of the findings from interviewed 
teachers and parents further revealed that parental 
involvement/support can influence pupils’ perfor-
mance in school by providing school materials for 
pupil, guide the pupil moral intelligence/positive 
attitude towards education, build child confidence 
level. The finding also relates to the submission of 
Jeynes (2005) who stated that parents’ involvement 
in their children’s academic activities by supporting 
them financially and morally enhance students’ aca-
demic performance.  
   The finding of the study revealed that parent-
child relationship can improved pupils’ academic 
performance by giving the pupils the best guidance, 
improving interaction to make children free to 
them, make children to express themselves in class. 
The finding is in line with the submission of 
Momen and Amari (2008) who asserted that 
parent-child communication pattern could have a 
tremendous influence on the life of their children 
ranging from the perception the children have 

about themselves (self-esteem) by telling them 
about their mistakes in school which in turn im-
prove students’ academic achievement. 
   Hypothesis one revealed that there was signify-
cant difference in the parental factors influencing 
school achievements of pupils as expressed by 
primary school teachers in Ilorin metropolis, 
Kwara State based on gender and age.  
   This implies that based on gender, male and 
female respondents were different in their 
perception on the influence of parental factors on 
pupils’ school achievement. The interview 
conducted among respondents also showed 
respondents of both genders had different 
perception. This finding negates the study of Ezen-
wafor and Amobi (2016) who found that and 
female respondents significantly differed in their 
mean ratings on the extent student-related factors 
affect academic performance of secondary school 
students in business subjects in the area of the 
study. This could attributed to gender bias when it 
comes to parents sending children to schools whe-
re some parent prefer male child to female child 
thus the perception of the respondents could be 
differed based on their experience on parental 
factors.  
   Significant difference in the parental factors 
influencing school achievements of pupils as ex-
pressed by primary school teachers in Ilorin metro-
polis, Kwara State based on age. This implies signi-
ficant age difference was found among respon-
dents perception. The result of Scheffe post-hoc 
revealed that respondents who were 41 years of age 
and above contributed to the significant difference. 
Their contribution to the significant different could 
be as a result of their high level of maturity.  
   Respondents of different age groups were 
interviewed and they were also different in their 
perception on the parental factors influence pupils’ 
school achievement. The finding of the study 
supports the study of Jeynes (2005) who also found 
significant difference in the effect of parental 
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involvement on the academic achievement among 
in-school adolescents of difference age groups. 
   Hypothesis two revealed that was significant 
difference in the parental factors influencing school 
achievements of pupils as expressed by primary 
school teachers in Ilorin metropolis, Kwara State 
based on educational qualification and years of 
teaching experience. The post-hoc result showed 
that respondents who had first degree contributed 
to the significant different with mean score 
compared with other groups. Based on respon-
dents educational qualification, the finding implies 
that the perceptions of the respondents were 
different based on the parental factors influencing 
school achievement of pupils. Interviewed with 
respondents of different level of educational 
qualification showed that, the respondents did not 
share the same view on the parental factors 
influencing pupils’ academic achievement. This 
could be as a result of the different knowledge they 
acquired at different level of their educational 
attainment on the parental influence on students’ 
education. The finding of the study is in line with 
the submission of Ntitika (2014) who found 
significant difference in the parental characteristics 
influencing students’ academic performance as 
perceived by teachers of difference educational 
qualification. 
   Significant difference in the parental factors 
influencing school achievements of pupils as 
expressed by primary school teachers in Ilorin 
metropolis, Kwara State based on years of teaching 
experience. This implies that no difference was 
found based on respondents years of teaching 
experience on the parental factors influencing 
school achievements of pupils. The result of 
Scheffe post-hoc revealed that respondents who 
had 11 years and above teaching experience 
contributed to the significant different. The same 
view was also found among interviewees with 
different type of occupations. This may be as a 
result of the different experiences they had year in 

year out on the influence of parental factors on 
pupils’ academic achievement. The finding of the 
study is in line with the submission of Kentli 
(2012) who found significant in the perception of 
teachers based on years of working experience on 
the parental influence on academic success. 
 
   Conclusion  
   This research work examined the parental factors 
influencing school achievements of pupils in Ilorin 
metropolis, Kwara State. The study that parent’s 
academic background; parent’s interest in educa-
tion; parent-child relationship; parental involve-
ment; and parental monitoring are the main factors 
positively contributed to pupils’ school achieve-
ment among others. Hence, Professional counsel-
lors can sensitize parents who are not educated to 
enrol in adults class since the study has found that 
parental educational background and parents’ 
interest in education could positively influenced 
school achievement of pupils. Counsellors can 
identify pupils whose parents are not involving, 
monitoring pupils’ education to orientate them on 
the important of parental involvement and parental 
monitoring on pupils school achievement. Marital 
Counsellors can also sensitize parents on how 
parent-child relationship could improve pupils’ 
school achievement.  
 
 

   Recommendations 
   Based on the findings of this study, it is recom-
mended that: 
1. School authorities should encourage parents 

through P. T. A. to improve their involvement 
in their children’s academic activities by suppor-
ting them financially and morally to enhance 
their academic performance.  

2. Parents should be actively involved in encou-
raging students to learn and also in supervising 
students’ academic work at home as well as 
giving them advice. 
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3. There is need for establishment of adult 
education in various community in order to 
improve parents level of literacy which could 
negatively affect children school achievement. 

4. There is need for School Counsellors to identify 
pupils whose parents are not involving, 
monitoring pupils’ education to orientate them 
on the important of parental involvement and 
parental monitoring on pupils school 
achievement. 
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   Abstract 
   The article presents a study of the relevance of the application of creative methods of teaching 
astronomy in preschool and primary education of Uzbekistan, especially in the context of the modern 
development of science and technology. During the study, methods for creative teaching of astronomy 
were developed and described, aimed at shaping children’s ideas about the modern scientific astronomical 
picture of the world. The article analyzes the results of pedagogical experiments, which proved that 
creative teaching of astronomy significantly increases children’s interest in science and contributes to the 
development of their creative thinking and potential. The main principles of creative teaching of 
astronomy in preschool and primary education are games, experiments, communication, creativity, and the 
use of various visualization tools. These methods and principles help children to better understand theory 
and scientific facts and enable them to participate in activities. Thus, this article can become the basis for 
the development of new methods and approaches to teaching astronomy in preschool and primary 
education, as well as for improving the effectiveness of existing methods.  
   Keywords: astronomy, preschool education, primary education, creativity, development. 
   Discipline: pedagogy 
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   Absztrakt 
   A CSILLAGÁSZAT KREATÍV OKTATÁSA AZ ÓVODÁBAN ÉS ÁLTALÁNOS ISKOLÁBAN 
   A tanulmány a csillagászat kreatív tanítási módszereinek alkalmazási lehetőségeit mutatja be az üzbég 
óvodai és általános iskolai oktatásban, a tudomány és technológia modern fejlődésével összefüggésben. A 
tanulmányban a szerzők a csillagászat kreatív tanításának módszereit ismertetik, amelyek célja a gyermekek 
a világról alkotott elképzeléseinek formálása modern tudományos csillagászat által. A tanulmány elemzi 
azon pedagógiai kísérletek eredményeit, amelyek bebizonyították, hogy a csillagászat kreatív tanítása 
jelentősen növeli a gyermekek érdeklődését a tudomány iránt, és hozzájárul kreatív gondolkodás és 
potenciál fejlődéséhez. A csillagászat kreatív tanításának fő alapelvei az óvodai és általános iskolai 
oktatásban  a játékok, a kísérletek, a kommunikáció, a kreativitás és a különböző vizualizációs eszközök 
használata. Ezek a módszerek és elvek segítenek a gyerekeknek abban, hogy jobban megértsék az 
elméleteket és a tudományos tényeket, és lehetővé teszik számukra, hogy részt vegyenek a 
tevékenységekben. Így a tanulmány alapjául szolgálhat az óvodai és általános iskolai csillagászat tanításának 
új módszereinek és megközelítéseinek kidolgozásához, valamint a meglévő módszerek hatékonyságának 
javításához.  
   Kulcsszavak: csillagászat, óvodai nevelés, általános iskolai oktatás, kreativitás, fejlesztés 
   Diszciplína: neveléstudomány 
 
 
 
   Introduction 
   The current state of society has set the task of 
restructuring the general education for the lifelong 
education system. This task involves the develop-
ment of children’s creative potential, which should 
lead to the modernization of the existing traditional 
education system. Scientists have established that a 
student with a high creative potential differs from 
others in that: has a creative and intellectual 
initiative, an active life position; - able to generate 
new original ideas in solving problematic issues; 
can go beyond patterns and think creatively, 
resolve conflicts that have arisen; is able to 
represent ideas from his/her mind and also 
construct the future result of his activity; a creative 
child has an original way out of a problematic 
situation that has arisen in the educational process; 
a creative one is characterized by a constant 
research need, which allows him/her to be in a 
state of constant search for the previously 
unknown (Runco and Jaeger, 2012). Research of 
scientists allowed us to identify crea-tive qualities as 

an integral characteristic of a person, which include 
imagination, a sense of novelty, originality of 
thinking, intuition, fantasy, inventing, fine art, 
logical thinking, etc. (Kaufman and Beghetto, 2009; 
Mező, 2017; Mező & Mező, 2022). To develop the 
creative potential of child-ren, the development of 
a special technology is required, which is the 
subject of this article. 
   The model of the process of developing the crea-
tive potential of children that we propose consists 
of three stages, which are applied both in trade-
tional and innovative forms of education. How-
ever, with an innovative form of teaching, the grea-
test performance is achieved (Cropley, 2010): 

 the motivational-indicative stage of the model 
helps children to formulate the learning task 
themselves by performing creative tasks and 
orients them towards learning new material; 

 the operational-executive stage allows children 
to program the process of cognition through 
the division of the educational task into 
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private tasks and the solution of problematic 
issues by organizing individual or group work; 

 the reflective-evaluative stage brings children 
to independent conclusions, assessment and 
self-assessment of knowledge; Each lesson 
ends with a creative homework assignment. 

   The proposed model for the development of the 
creative potential of children fits well with extra-
curricular activities, the main components of which 
are games and research work of the participants. 
The proposed technology for developing the crea-
tive potential of children radically changes the 
entire course of the educational process. The mo-
del allows to organize lessons in a completely 
differrent way - seminars that activate even the 
most passive students. In our case, such learning 
technologies as “technology of technical create-
vity”, “heuristic immersion in the subject”, “self-
reasoning on the problem”, “historical alchemy”, 
“French workshops”, “model of binary oppo-
sitions”, “crossing destinies”, etc. help to revitalize 
the learning process. 
   It should be noted that there are empirical pre-
requisites for the development of the creative 
potential of students. 
   Pedagogical systems have evolved over time, 
with notable figures such as Comenius (2012) and 
Pestalozzi (2012) contributing to early education. 
Later, educational approaches were developed and 
improved upon by psychologists and educators 
such as Piaget & Inhelder (1972), Bruner (1976) 
and Montessori (2007). Today, the search for new 
forms of education that can effectively assimilate 
complex information without mental strain or 
harm to health continues, with a need for creative 
collaboration between philosophers, psychologists, 
didacticists, methodologists, and practicing 
teachers. 
   To achieve the goal of developing the creative 
potential of children and testing the effectiveness 
of this teaching technology, it was necessary to 
organize experimental training. The results of the 

control experiment showed the effectiveness of 
this teaching technology for the development of 
the creative potential of children. 
The conducted research is aimed at developing the 
creative potential of children in preschool edu-
cation and students of a primary school, based on 
the implementation of the proposed teaching 
technology. During the study, the works of differ-
rent scientists on the topic of the article were 
analyzed and the essence of the concepts of "crea-
tivity" and "creative potential" was revealed. At the 
same time, we consider creative potential to be a 
broader concept than creativity, supplementing its 
essence with such criteria as “sensitivity to the 
problem”, “ability to analyze and synthesize, to 
create the missing details of the object under 
study”, “divergence of thinking”. 
   The didactic requirements for the creative 
teaching of astronomy in a holistic teaching system 
are determined. These are the requirements: 1) 
compliance with the mandatory minimum content 
of astronomical education, 2) interactivity of mo-
dels, 3) feedback, 4) providing conditions for the 
formation of research skills, 5) unity of teaching 
and controlling functions, 6) diversity of types and 
differentiation of tasks, 7) compliance oppor-
tunities for students and the creation of conditions 
for individual growth. 
   In the course of the study, a model for the deve-
lopment of the creative potential of children in 
astronomy was proposed, consisting of the goal, 
principles, content of the teaching technology. The 
organization of experimental training contributed 
to the successful implementation of this tech-
nology. 
   On the basis of the experiment, the relevance of 
the problem of applying a creative approach to 
teaching astronomy in the education system is 
substantiated. Methods for teaching astronomy 
with a creative approach have been developed for 
preschool and primary school education. Based on 
the study of Beghetto & Kaufman (2010) a 
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structure of the complex of creative tools in 
astronomy is proposed, which ensures not only the 
achievement of high results in teaching children, 
but also the development of their personal growth. 
   Lesson developments have been created using 
creative methods in teaching astronomy for pre-
school education. The effectiveness of the metho-
dology for using the developed set of tools was 
experimentally tested and the impact of using these 
tools on the formation of interest in science, the 
development of students' cognitive independence 
and the improvement of the quality of knowledge 
in physics and astronomy was shown. 
   As preschool education is the initial link in the 
system of lifelong education and prepares children 
for schooling, it is of great importance in preparing 
for further education in general. That is why the 
issues of introducing astronomical concepts from 
early childhood, already in preschool education, 
should be considered more deeply. And here our 
task is to introduce elements of astronomical 
concepts with a creative approach into preschool 
education. As we know, pre-school education is 
carried out up to the age of 6-7 in state or non-
state pre-school institutions and in the family. A 
preschool institution is a type of educational insti-
tution in the Republic of Uzbekistan that imple-
ments general educational programs of preschool 
education. 
   Bredekamp and Copple (2008) noted that the 
purpose of preschool education is to form a 
healthy, developed, free personality of the child, re-
vealing his abilities, fostering a craving for learning 
and systematic learning. 
   The main tasks of modern institutions of pres-
chool education according to UNESCO (2016): 

 strengthening the physical and mental health 
of children; 

 formation of the foundations of high 
spirituality and morality; 

 introducing children to national and universal 
ethical and cultural values, the intellectual 
development of the child; 

 purposeful, systematic preparation of children 
for schooling; 

 development of their individual abilities, 
giftedness and creativity. 

   It is creativity that will seriously affect the further 
development of society (Mező et al., 2017). As we 
know, teaching how to learn and apply the know-
ledge gained is more important than simply app-
ropriating a specific set of knowledge. It should be 
noted that the development of creative potential is 
one of the most important sources and indicators 
of the prosperity of our society (Sternberg, 2003). 
Based on the above tasks, it should be noted that 
instilling information from early childhood will give 
good results, including what interests us today, the 
instillation of elements of astronomical ideas. 
   According to Hayes (2006) primary education is 
aimed at developing the foundations of literacy, 
knowledge and skills necessary for obtaining a 
general secondary education. Based on the fact that 
the goal of general secondary education is to equip 
students with a systematic knowledge of the funda-
mentals of science, the skills and abilities necessary 
for activities in various areas of the economy, 
culture and life, as well as for receiving special 
education, it is of great importance in preparing for 
further education (Grigg, 2016).  
   That is why it is necessary to consider more 
deeply the issues of introducing elements of 
astronomical concepts from the very first stages in 
school education. 
    The beginning of school education is the basis 
of the future life of the younger generation. The 
new primary school standards dictate modern 
requirements for the conduct of classes (Kaur, 
2012). And here our task is to introduce elements 
of astronomy with a creative approach into the 
teaching of primary grades (grades 1-4), inside 
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other subjects. One of these acceptable is "The 
world around us." 
   The subject "The world around us" in primary 
school lays the foundation for the development of 
children's cognitive interest in such natural and 
social sciences as geography and biology, physics 
and chemistry, history and social studies, as well as 
astronomy. It is designed to accustom children to a 
holistic, rational achievement of the very 
surrounding world in which we live (Peacock, 
2017; Dockett & Perry, 2014). 
   According to Contant & Bass (2017) and Buxton 
& Provenzo (2010) the objectives of the subject 
"The world around us" are not just the formation 
of elementary ideas about nature, man and society 
in their interaction, but also the systematization of 
this knowledge. As well as familiarity with such 
methods and tools for studying the world in which 
we live, such as observation, experiment, modeling, 
etc. Based on this, it should be noted that the 
inculcation of elements of astronomical ideas from 
the initial stages of training will give high results. 
 
   Research questions 

1. Do teachers use new creative methods in the 
lessons? 

2. Is it possible to substantiate the relevance of 
the problem of applying a creative approach 

in teaching astronomy on the basis of an 
experiment? 

3. Does the use of creative methods contribute 
to the achievement of a higher level in 
teaching astronomical concepts to 
schoolchildren? 

4. What structure of the complex of creative 
methods in astronomy ensures not only the 
achievement of high results in teaching 
students, but also the development of their 
personal growth? 

5. How effective is the proposed method for 
applying the developed complex? Is it possible 
to experimentally test and show the impact of 
the use of these tools on the formation of 
interest in Science, the development of 
cognitive independence of students and the 
improvement of the knowledge in astronomy? 

 
 
   Method  
   There are several new teaching methods in 
creative, playful and interactive forms, that can be 
used in preschool and primary schools (Table1). 
Next, we present creative technologies, ways of 
conveying astronomical concepts in creative, 
playful and interactive forms of teaching, which we 
have applied in preschool and school institutions. 

 
 
 
 
   Table 1. Creative teaching of astronomical phenomena to children in preschool and primary education. Source: Authors. 

№ Stages 
Age 

categories 
Name of creative methods and learning technologies 

I 
Preschool 
education 

3-7  
years old 

Creative games; Technology of "Invention"; Technology of "If ...", 
Action on the model; Health saving technologies; Integrated learning 
technology; Collaborative learning; 

II 
Primary 
school 

education 

7-11  
years old 

Consulting; The method of semantic vision; Learning together; Error 
method; Inversion method; Empathy method; Method of projects; 
Travel method to the future; Synectic’s method; Comparison method. 
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   Organization of the pedagogical experiment 
and its conditions 
   The purpose of the experimental study was to 
establish the effectiveness of the introduction of 
methods for creative teaching of astronomy, the 
possibility of enhancing cognitive independence 
and creativity, improving the quality of assimilation 
of students' knowledge based on creative teaching 
of astronomy. The given results of psychological-
pedagogical and methodical literature served as the 
basis for putting forward the idea of the study. 
   The main objectives of the pedagogical expe-
riment were: 

1. Finding out the need to create and apply 
methods of creative teaching of astronomy in 
the preschool and primary education. 

2. Finding out the need to create modern 
guidelines for the use of creative teaching 
methods. 

3. Checking the possibility of using creative 
teaching methods, as well as checking the 
assumption about the effectiveness of the 
methodology for the integrated application in 
teaching astronomy, educational and 
developmental tasks of preschool and primary 
school, and the development of students' 
creative, cognition. 

4. Implementation of guidelines on the use of 
creative methods in astronomy and deter-
mination of the impact of the integrated use 
of creative methods on increasing the 
cognitive independence of students. 

 
 
   Pedagogical experiments were carried out 
among 
   Children and educators of preschool institution 
"Bilimdon" in Tashkent region (Uzbekistan) - 
Group №9, Group №10 (40 children); 
Schoolchildren and teachers of primary school 
№10 of the Tashkent region (Uzbekistan) - Grade 
3 "A", Grade 3 "B" (60 children).  The experiments 

were carried out from September 2021 to March 
2022 in three stages: 1. ascertaining, 2. main search 
and 3. final training experiment.  
 
   Ascertaining stage 
   Ascertaining experiment at the first stage 
revealed the main problems of teaching astronomy. 
The discrepancy between the existing methods and 
modern didactic requirements was stated. From 
conversations with educators and teachers, it was 
revealed that new methods of teaching astronomy 
with a creative approach are needed. At the second 
stage of the ascertaining experiment, a teaching 
model was created. The ascertaining experiment at 
this stage consisted in identifying the main 
problems of the effectiveness of teaching 
astronomy using creative methods: 

 explaining astronomical concepts in 
preschools, and arouse children's interest in 
astronomical phenomena; 

 explaining astronomical phenomena that can 
arouse the interest of primary school students 
in astronomical concepts; 

 organizing the preparation of appropriate 
training for teachers. 

   At the same stage, the analysis of the state of 
modern astronomical education began on the basis 
of conversations with "teachers and students", 
their questioning and the study of pedagogical 
experience. 

 
   Search stage 
   In order to test and identify the effectiveness of 
creative methods and their application in teaching 
astronomy, it was necessary to organize and 
conduct an appropriate pedagogical experiment. 
The purpose of this ongoing experiment was to 
study the factor on the object of research. 
Cognitive interest and, as a result, the development 
of cognitive independence of students is an 
important reason for improvement and at the same 
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time an indicator of the effectiveness and efficiency 
of the learning process. Data on the levels of 
cognitive independence of students were used as 
the output variable. The achievement by students 
of three levels of cognitive independence was 
considered: reproductive, partially exploratory and 
research, psychological and didactic aspects of 
achieving levels of cognitive independence were 
summarized. 
 
   Training stage 
   The training experiment consisted of conducting 
lessons using creative methods in astronomy in the 
preschool and primary education, called experi-
mental ones. The comparison was made with 
classes where teaching was conducted without the 
use of creative teaching methods. During the expe-
riment, the requirement of representativeness was 
taken into account in the selection of experimental 
and control classes in order to avoid the un-
reliability of the results of the pedagogical expe-
riment. Since the improvement in the quality of 
classes and the creative development of students 
occurs not only from the use of new creative 
methods and teaching methods, but also from a 
significant number of other factors, the relation-
ship should not be a functional dependence, but a 
correlation relationship. 
   During the experimental work, various research 
methods were used: observation of students, ana-
lysis of diagnostic tests, analysis of the creative 
growth of students, their degree of participation in 
the classroom.  
   In our case of selective observation, the para-
meters of the entire set of objects to be examined 
are unknown. They can only be judged hypo-
thetically. To assess these parameters in pedagogy, 
the null hypothesis is used, which proceeds from 
the assumption that the observed changes in 
properties do not depend on the action of an 
organized parameter, but are determined by 
secondary, unregulated random causes in the 

educational process. 
 
   Hypothesis 
   As a null hypothesis H0, we put forward the 
assumption that the development of cognitive 
independence did not increase after the expe-
riment, there was no correction of knowledge, 
skills and abilities. Let us form the opposite 
hypothesis H1: the application of creative methods 
of teaching astronomy in preschool and primary 
education contributes to the development of 
creative potentials. In the course of hypothesis 
testing, we will decide which of the statements is 
true in the light of empirical evidence. Let us take 
the probability of erroneous rejection of the 
hypothesis - the level of significance with the usual 
value of p = 0,05. We extract the sample and for 
the obtained empirical data we determine the 
statistical criterion and determine the probability of 
which of their hypotheses is correct. 
   Correlation coefficient, plotting will be obtained 
using the Statistica system. The Statistica system is 
an integrated system for statistical analysis and data 
processing. Data in Statistica is entered in the form 
of a table, the correlation coefficient r is calculated 
automatically. 
   In the course of testing the hypothesis, a compa-
rison was made of the knowledge and skills of all 
the participants in the experiment in completing 
the district diagnostic test in astronomy. During the 
experiment, the requirement of representativeness 
was taken into account in the selection of expe-
rimental and control classes in order to avoid 
unreliability of the experimental results.  
   The experimental group, at the first stage of the 
experiment, was the group - №9 of the preschool 
institution "Bilimdon". Group №10 of this pre-
school institution was chosen as a control group. 
   At the second stage of the experiment, grade 3 
“A” of secondary school №10 was chosen as an 
experimental class among primary classes. Grade 3 
“B” class was chosen as a control class. Children of 
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a preschool institution, primary school teachers 
also took part in the expert assessment of the work 
of students according to the proposed model using 
creative methods and with a creative approach. 
 
   Results 
 
   Stage I. The results of the survey of 
preschool educators  
   At this initial stage, an analysis of the assessments 
of educators regarding the use of creative methods 
in instilling astronomical concepts from an early 
age showed that most educators believe that 
creative methods make the process of cognition 
more visible and develop creative potential by 

93%. According to them, only 25% of the creative 
approach makes the education process more 
intense. By 45%, creative methods facilitate the 
assimilation of specific concepts of astronomy. At 
the same time, they were less gullible about the idea 
of applying creative methods in line with the 
preschool curriculum and helping to create the 
integrity of learning in the next stages of education 
(Table 2, Figure 1). 
 
   After applying the development of classes using 
creative methods for teaching astronomical 
phenomena, a second survey of educators was 
conducted to study the opinions about the 
possibilities of a creative approach to teaching 
astronomy (Table 3, Figure 2). 
 
 

      Table 2. Assessment of educators on the possibilities of introducing astronomical concepts with a creative approach in 
preschool education (before the experiment). Source: Authors. 

Survey options Yes No Sometimes 
A creative approach makes the learning process more visible and 
develops the creative potential of children 

93% 0% 7% 

Creative approach makes the learning process intense 25% 60% 15% 
Creative techniques make easier the assimilation of elements of 
astronomical concepts 

45% 24% 31% 

The use of creative methods is accordance to the preschool 
curriculum and helps to create the integrity of learning in the next 
levels of education 

5% 85% 10% 

 
   Figure 1. Assessment of educators before the experiment. Source: Authors. 
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   Table 3. Assessment of educators on the possibilities of introducing astronomical concepts using creative methods in 
preschool education (after the experiment). Source: Authors. 

Answer options Yes No Sometimes 
A creative approach makes the learning process more visible and 
develops the creative potential of children 

95% 0% 5% 

Creative approach makes the learning process intense 33% 33% 34% 
Creative techniques make easier the assimilation of elements of 
astronomical concepts 

45% 0% 55% 

The use of creative methods is accordance to the preschool curriculum 
and helps to create the integrity of learning in the next levels of 
education 

90% 0% 10% 

 
 
 

   Figure 2. Assessment of educators after the experiment. Source: Authors. 

 
 
 
 
   As the analysis of the survey shows, after the 
experiment, the opinion of educators regarding the 
use of creative methods in instilling astronomical 
concepts from an early age has changed in a 
positive direction.  
    What is very important to note, educators have 
increased interest in the further application of 
creative methods, and also noted that this method 
corresponds to the preschool program and helps to 
create the integrity of learning in the next levels of 
education.  
   Further, to study the state of using creative 
methods in teaching astronomy, studies were 
conducted in secondary school №10. 
 

   Stage II. Analysis of the survey of primary 
school teachers 
   From the analysis of the results of answers to this 
part of the questions, it can be seen that the num-
ber of teachers who use creative teaching methods 
in the classroom has increased dramatically (from 
19% to 58%) (Table 4, Figure 3). Analyzing the 
answers of teachers to this question of the 
questionnaire, it can be concluded that the number 
of teachers choosing a creative type of lesson has 
increased. It is worth noting that the teachers 
emphasized that with the use of creative methods, 
the quality of the lesson has changed significantly, 
and the interest and discipline of the students have 
been improved (Table 5). 
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   Table 4. Answers of primary school teachers to question №1. Source: Authors. 
Question №1. What modern teaching methods do you use in astronomy lessons? 

Answer options teachers' answers before 
the experiment (%) 

teachers' answers after 
experiment (%) 

1) Cooperation pedagogy 
2) Gaming technologies 
3) Problem based learning 
4) Project method 
5) Study 
6) Level differentiation 
7) Group technologies 
8) Individualization of learning 
9) Programmed learning 
10) Creative teaching methods 

57 
17 
42 
23 
15 
32 
27 
18 
7 
19 

40 
16 
36 
51 
14 
31 
25 
14 
3 
58 

  
 
 

   Figure 3. Use of modern teaching methods in primary schools. Source: Authors. 

 
 
 
 
   Table 5. Answers of primary school teachers to question №2. Source: Authors. 

Question №2. How often do you use the following types of lessons? 
Type of lesson Before the experiment After the experiment 

 never rarely often never rarely often 

Lecture 1 16.5 60 1 17 57 
Story lesson 2 11 55 2 10 54 
Video lesson 8 29 40 5 23 41 
Seminar 3.6 30 36 3 22 33 
Research lesson  17 28 3 18 27 3 
Conference 11 32.8 6 10 35 5 
Creative lesson 37.6 8.2 6 16 18 67 
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   Table 6. Answers of primary school teachers to question №3, Source: Authors. 
Question №3. Do you consider yourself ready for active work using creative methods in 

explaining astronomical concepts? 

Members 
Teacher responses  

before the experiment 
Teacher responses  

after the experiment 

Primary school teachers 
Yes No Yes No 
47% 53% 75% 25% 

 
   Table 7. Answers of primary school teachers to question №4. Source: Authors. 

Question №4. Are you interested in the organization of creative methods in astronomy 
lessons in the system of continuous education? 

Members 
Teacher responses  

before the experiment 
Teacher responses  

after the experiment 

Primary school teachers 
Yes No Yes No 
53% 47% 75% 25% 

 
 
   The analysis of teachers' answers to these 
questions prompted the development of creative 
lessons, cooperation with teachers and heated 
discussions on the further use of such methods 
step by step, interest is increased in the integrity 
and continuity of teaching astronomy, as well as its 
further results  (Table 6, 7). 
   The developed creative methods for teaching 
astronomical phenomena and astronomy in gene-
ral, in preschool institutions and for primary grades 
of schools, were applied in the classroom, tested 
for effectiveness, amendments were made, 
recommendations and ideas of primary school 
teachers were studied. 
 
   Search experiment results 
   The achievement by students of three levels of 
cognitive independence was considered: repro-
ductive, partially exploratory and research, 
psychological and didactic aspects of achieving 
levels of cognitive independence are summarized in 
the table 8. 
   In accordance with the main ideas of the study, 
we set tasks, the solution of which was to confirm 
the correctness of the proposed hypothesis. During 

the search stage, tests were carried out. They were 
attended by groups of participants from preschool 
and school institutions. Thus, after the results of 
the test questions, it finally confirmed the 
assumption that the use of creative methods in 
teaching contributes to the achievement of a higher 
level of development of cognitive independence  
(Table 8). 
   During the exploratory phase of the experiment, 
the didactic tasks of astronomy teaching tools, the 
search for various forms and methodological 
teaching methods, the search for models of 
creative lessons in astronomy, the selection and 
specification of tasks for independent search and 
research activities using creative methods were 
identified. Participants noted that one of the 
benefits of using a variety of creative tools is that 
participants can organize their work in an 
interesting creative format. An important part of 
the search stage of the experiment was the analysis 
of the practical application of creative lesson 
development, the search for a structure for 
advanced training of astronomy teachers, which 
contributes to the introduction of new creative 
technologies in teaching astronomy. 
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   Table 8. Psychological and didactic aspects of the formation of cognitive independence through the methods of educational 
activity. Source: Authors. 

Ability Development Level characteristic 
Achieved level of 
development of 

cognitive independence 

Development of 
copying ability 

It is characterized by the student's desire to understand, 
remember and reproduce knowledge, to master the way of 
its application according to the model. The criterion for this 
level of activity is the desire of students to understand the 
phenomenon under study. 

Reproductive 

Reproducing creative 
activity 

It is characterized by the student's desire to reveal the 
meaning of the content being studied, to penetrate into the 
essence of the phenomenon, to know the connection 
between phenomena and processes, to master the ways of 
applying knowledge in changed conditions. 

Partial search 

Development of the 
ability of constructive 
and creative activity 

It is characterized not only by interest and desire to 
penetrate deeply into the essence of phenomena and their 
relationships, but also to find a new way. 

Research 

 
 

   For these schools, a chart of the results of the 
average grades for the two groups was constructed 
(Figure 4). On the results diagram, built in three 
dimensions, two areas of correlation were clearly 

distinguished. The same result can be seen in the 
more well-known two-dimensional diagrams 
(Figure 5). 

 
 
 
 

    

      
 
 

   Figure 4. Data entry into the integrated system of 
statistical analysis STATISTICA. Source: 
Authors. 

 Figure 5. Volumetric diagram of the test 
results. Source: Authors. 
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    The correlation coefficient r = -0,37, which for 

p  0,05 indicates that there is a moderate relation-
ship. A more visual representation of the 
correlation can be obtained by analyzing the graphs 
of the dependences of the control and experi-
mental groups relative to each other  (Figure 6).   
Thus, the alternative hypothesis is accepted. 
Consequently, the distribution of the results of 

performing diagnostic test after the application of 
creative teaching methods in the system of 
continuous education is statistically significant. The 
analysis of this pedagogical experiment confirms 
our hypothesis with a certainty of at least 95% that 
the use of creative teaching methods improve the 
quality of knowledge, this is not due to random 
factors, but has a natural character (Figure 7). 

   
 
 
 
 
 
   Figure 6. Correlation calculation. Source: Authors. 
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   Figure 7. Graphical representation of the dependences of the experimental and control groups with correlation calculation, 
Source: Authors. 

 
   

 
 
 
 
 

   
   Results of the training experiment 
   Comparison of the results of the element-by-
element analysis of the tests of the experimental 
and the averaged results of the control classes leads 
to the following conclusions: the average per-
centage of completing tasks in terms of complexity 
is the same for the experimental and control 
classes, that is, the general trends in completing 
tasks are the same, but the level of completion of 
all tasks in the experimental class is higher. Further, 
we can see this in the following figures (Figure 8), 
which show the results of the tasks, before and 
after the experiment, among the experimental and 
control groups. 
 
 

  Figure 8. The average assessment of the test performance of 
the experimental and control groups of the preschool insti-
tution "Bilimdon”. Source: Authors. 
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   The result of the experiment shows that the 
quality of knowledge and the level of assimilation 
are higher by 0.5 in the experimental group №9 
than in the control group №10 on a 5-point 
assessment scale. 
 
   Figure 9. The average assessment of the performance of 
tasks in the experimental and control classes of school 
№10. Source: Authors. 

 
 
 
 
   According to the results of the experiment, it can 
be seen that the quality of knowledge and the level 
of assimilation are higher in the experimental grade 
3 "A", and the average score for completing tasks 
is 4.6 points, on a 5-point scale. While the average 
score for completing tasks in the control grade 3 
"B" is 4 points  (Figure 9). 
 
   Discussion  
   These studies are reduced to the following pro-
visions:  

1. The number of teachers using creative me-
thods in the classroom has increased, teachers 
have begun to apply new creative methods 
constantly. 

2. The complex application of creative tech-
niques contributes to the achievement of a 
higher level of personal development. 

3. Analysis of the results of the pedagogical 
experiment as a whole confirms the hypo-

thesis with at least 95% confidence that there 
is a relationship between the use of creative 
methods and improving the quality of know-
ledge, achieving a research level of cognitive 
independence. 

4. On the basis of the experiment, the relevance 
of the problem of applying a creative app-
roach in teaching astronomy is substantiated. 

5. Such a structure of the complex of creative 
means in astronomy is proposed, which en-
sures not only the achievement of high results 
in teaching students, but also the development 
of their personal growth. 

6. The effectiveness of the methodology for 
using the developed set of tools was experi-
mentally tested and the impact of using these 
tools on the formation of interest in science, 
the development of students’ cognitive inde-
pendence and the improvement of the quality 
of knowledge in astronomy was shown. 

 
 
   Conclusion 
   In conclusion, the study presented in this article 
highlights the importance of using creative 
methods of teaching astronomy in preschool and 
primary education in Uzbekistan. The article 
discusses the theoretical and practical aspects of 
creative teaching of astronomy and presents 
various methods and principles that can be used to 
make learning more effective and enjoyable for 
children. The results of pedagogical experiments 
conducted as part of the study demonstrate that 
creative teaching of astronomy can significantly 
increase children’s interest in science and 
contribute to the development of their creative 
thinking and potential. This study has important 
implications for the development of new and 
improved methods of teaching astronomy in 
preschool and primary education, and for 
promoting the scientific and creative potential of 
children in Uzbekistan. 
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   Abstract 
   Although the term “culture” is a controversial term and there is no unified meaning that is accepted by 
all, societies deal with culture in every aspect of day-to-day life and interactions. The dilemma of how to 
introduce or accept a culture or cultural norm in a society, especially a society that is regarded as 
multicultural, is felt more intensely. Within international schools and specifically, in the multicultural 
society of countries such as the United Arab Emirates, this cultural diversity is clearly visible. On the other 
hand, the world-known and famous Reggio Emilia approach which has been successful in numerous 
Western countries has found its way to pre-primary education in the UAE. This paper will look into the 
implementation of the Reggio Emilia approach in the culturally diverse society of the UAE compared to 
Italy and other Western countries. The aim is to see if the important aspects of the Reggio Emilia 
approach such as teachers as researchers, children as citizens with rights, the role of the environment, 
curricula as long-term projects and finally, parents as partners in education enterprise, are indeed 
implemented in the Reggio Emilia nurseries in the UAE. Or could it be the case that due to the cultural 
diversity of the UAE this implementation in its full and exact sense is not possible and nurseries in the 
UAE are only inspired by the approach? 
   Keywords: culture, cultural diversity, early childhood education, Dubai, Reggio Emilia approach 
   Discipline: pedagogy 
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   Absztrakt 
   KULTURÁLIS SOKSZÍNŰSÉG ÉS KISGYERMEKKORI NEVELÉS DUBAJBAN A REGGIO 
EMILIA MEGKÖZELÍTÉSÉBEN 
   A „kultúra” kifejezés ugyan vitatott megnevezés és nincs egy mindenki álltal elfogadott jelentése, a 
társadalom minden aspektusban foglalkozik a kultúrával, legyen az mindennapi élet és a hozzá tartozó 
interakciók. Dilemmát jelent a kultúra és a társadalmi kulturális normák elfogadása és bemutatása 
legfőképpen olyan szociális környezetben, ahol multikulturalizmus van jelen, és, ahol ennek a hatása 
jobban is érezhető. Nemzetközi iskolákban, és főleg, olyan multikulturális társadalmi körökben mint az 
Egyesült Arab Emirátusok, ezek a kulturális változatosságok tisztán észrevehetőek. A világhírű és 
közismert Reggio Emilia szemlélet, ami sikert aratott számos nyugati országban, utat talált az Egyesült 
Arab Emirátusok kora gyermekkori intézményeiben is. Ez a tanulmány betekintést nyújt a Reggio Emilia 
megközelítés megvalósításába a multikulturális Egyesült Arab Emirátusokban, és egyidejűleg 
összehasonlítja azt Olaszországgal és más nyugati országgal. A cél az, hogy betekintést nyerjünk a Reggio 
Emilia szemlélet olyan fontos aspektusaira, mint például a tanárok mint kutatók, a gyerekek mint jogokkal 
rendelkező állampolgárok, a környezet jelentősége, a tananyag mint hosszútávú projekt, és végül a szülők 
mint partnerek az oktatásban. Továbbá, valóban jelen vannak-e a felsorolt jellemzők a Reggio Emilia 
óvodákban az Egyesült Arab Emirátusokban? Vagy azt kell feltételezzük, hogy a teljes és pontos 
implementációja nem lehetséges a Reggio képviselte szemléletnek az Egyesült Arab Emirátusok kulturális 
sokfélesége miatt, és az Egyesült Arab Emirátusok óvodáit csak inspirálta ez a megközelítés? 
   Kulcsszavak: kultúra, kulturális sokszínűség, kisgyermekkori nevelés, Dubaj, Reggio Emilia 
megközelítés 
   Diszciplína: neveléstudomány 
 
 
 
   Introduction 
   The word “culture” is a controversial term where 
no one can provide a meaning that is unified and 
accepted by all. However, we are confronted with it 
in every aspect of our lives, in our day-to-day 
interactions with people, as well as, in our edu-
cational systems and how our curriculum works. 
The presence of culture and the controversy over 
its definition take the form of a dilemma when, and 
if, we are confronted with a society where there is a 
multicultural population. In addition, it gets even 
more demanding when education is involved. In 
this regard, the educational and administration staff 
of an international school really need to think twice 
before introducing a teaching method, an approach 
or a teaching philosophy. As the name suggests, 
international schools are normally known for their 

international population of staff (teaching or 
otherwise) and students. The social status of the 
members in these schools also varies, as at first, 
they were established for the purpose of providing 
a national educational system for expatriates sent 
by their governments to different countries with 
the aim of doing business or government projects, 
for instance. As time passed elite locals too desired 
to send their children to these international schools 
in the hope of a brighter and more secure future 
for their children. These international schools with 
their varied curricula are home to many different 
students from the pre-primary stage to grade 
twelve.  
   This paper will look into the concept of cultural 
diversity within international schools and the im-
plementation of Reggio Emilia at pre-primary level 
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education in the United Arab Emirates and most 
specifically its city of Dubai. The Reggio Emilia 
approach, which has gained popularity around the 
world, has also been introduced to the pre-primary 
educational system of the UAE; however, how 
effectively and how suitably Reggio Emilia can 
perform is in dire need of research. The first 
section of this paper will look into the concept of 
culture and cultural diversity. The second part of 
the paper will look into the culture or norms of life 
in the UAE, as an Arab and a Muslim country, and 
how different nationalities can live in the same 
society regardless of their social/cultural back-
ground. The third section will introduce the five 
most important characteristics of the Reggio Emilia 
approach and compare them with the cultures and 
norms of the society and educational system in 
Dubai. The aim is to see if it is really the case that 
the Western and liberal approach of the Reggio 
Emilia is and can be as effective as it is in its native 
land of Reggio Emilia, Italy and in a broader sense 
in the Western community. Finally, the paper will 
try to find answers to questions such as: how the 
Reggio Emilia approach is implemented in at least 
22 nurseries in Dubai and how much of the Reggio 
approach is really implemented and followed in 
those nurseries. Do these nurseries really follow 
the Reggio Emilia approach, or they are simply 
inspired by it? 
 
   Literature Review 
   The term culture amongst anthropologists is a 
notoriously difficult term to properly define. In 
1952, two American anthropologists Kroeber and 
Kluckhohn reviewed the concept of culture and 
“compiled a list of 164 different definitions” (cited 
from Spencer-Oatey, 2012, p. 1). According to 
Tyler, culture is “the complex whole which 
includes knowledge, belief, art, morals, law, 
custom, and any other capabilities and habits 
acquired by man as a member of society” (ibid). 
This confusion and multiplicity of definitions 

associated with culture is due to the different 
usages and different understandings that are asso-
ciated with it. In other words, this term can be 
defined from different perspectives and for differ-
rent purposes such as political or ideological needs 
in different societies. But what is certain about cul-
ture is that it is an aspect of human society that is 
learned via one’s social environment and not in-
herited from parents. This social learning of culture 
extends to our behaviour while we interact with 
other members of the society we live in and there-
fore share the same culture. According to Spencer-
Oatey (2012, 7.), even „our biological needs such as 
eating habits are influenced by our culture” as we 
culturally consume food that is typical of our 
society and culture. For instance, the consumptions 
of pork products are religiously and culturally 
rejected in Muslim societies regardless of the 
degree of religious adherence in those societies, 
and at times it seems more a cultural choice than a 
religious prohibition. In this light, it is safe to say 
that members of societies carry different layers of 
attitudes and behaviours that correspond to their 
cultural behaviour. The most significant and differ-
rent definition of culture was provided by Hof-
stede, as he recognised layered functionality of 
culture within certain societies.  

1. A national level according to one’s country (or 
countries for people who have migrated du-
ring their lifetime); 

2. A regional, ethnic, religious or language 
groups; 

3. A gender level, according to whether a person 
was born as a girl or as a boy; 

4. A role category, e.g. parent, son/daughter, 
teacher, student, etc; 

5. A social class level, associated with educa-
tional opportunities and with a person’s occu-
pation or profession; 

6. For those who are employed, at an organi-
zational or corporate level according to the 
way employees have been socialized by their 
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work organization. (cited from Spencer-Oatey, 
2012, 8.).  

   If these specifications are considered, one can 
easily detect that each person can be a member of 
different levels and cultural groups. This is the 
reason that sometimes people confuse culture with 
kinship in families or clans for instance, or they are 
put into a cultural category by the language they 
speak, their race and ethnicity, socio-economic 
characteristics and even their political attachments 
and beliefs. However, this diversity within culture 
is a two-ended road, as no matter what the culture 
of a society is the cultural norms and the degrees 
people follow these norms is different for 
everyone. This means that a norm being very 
important to a family could be less important or 
not at all important to another one, therefore 
culture is not uniformly distributed within the same 
group of people or society. In other words, it is not 
possible to find two individuals who actually do 
share the same social class, religion, regional or 
ethnic backgrounds, language and race, hence 
sharing all cultural content to its perfection. The 
most important factor about culture is the fact that 
culture is always subject to gradual change within 
societies as it is not a static phenomenon. This 
gradual change can and is always happening with 
the growth and advancement of societies or in 
other words in education.  
   Education and culture can be regarded as two 
sides of the same coin, as with proper education 
cultures evolve and flourish, and with good 
education, cultures change and improve for the 
better. However, education in a culturally diverse 
classroom is not and should not be considered an 
easy task. According to Gay (2013, 49.) „the 
education of racially, ethnically, and culturally di-
verse students should promote educational equity 
and excellence, create community among indivi-
duals from different cultural, social and ethnic 
backgrounds and develop student agency, efficacy 
and empowerment”. Therefore, it is obvious that a 

culturally responsive teaching method will always 
consider making learning relevant to African Ame-
rican students or Asian Americans for instance. 
This is due to the fact that these teaching methods 
and ideas should indeed differ for each group 
according to their culture, in order to provide the 
future adults with the necessary tools to function 
properly in society. Gay continues to elaborate on 
the idea presented by stating that for instance in 
America „since all Americans do not have the same 
set of beliefs, attitudes, customs, values, and 
norms, a single system of education seems im-
possible to serve everyone” (2013, 50.). Therefore, 
and with the globalized world that we are living in, 
it is important for educators and education policy-
makers to understand and accept the existence of 
cultural pluralism in the world now in the 21st 
century. Along with this cultural pluralism, it is also 
important to accept and respect the differences 
existing amongst students in any one classroom, 
discrimination and nationality preferences should 
be eliminated and a more tolerant atmosphere is 
needed in classrooms, especially in international 
schools. The acceptance of this cultural diversity in 
educational systems and classrooms is an indication 
of behavioural expressions of knowledge transfer, 
respecting beliefs and religions, understanding 
values and recognising the importance of this 
diversity in learning.  
 
   UAE and Its Unique Culture 
   The United Arab Emirates, or the UAE, is 
situated in the northeast of the Arabian Peninsula 
and has borders with Oman and Saudi Arabia as 
well as Qatar. The country was formed in 1971 by 
the joining of the six emirates of Abu Dhabi, 
Dubai, Sharjah, Ajman, Umm al-Quwain, Fujairah, 
and in 1972, Ras al-Khaimah. The capital city is 
Abu Dhabi which is the largest and the wealthiest 
of the seven emirates, however, Dubai is most 
famous for its tourism and nightlife. The country’s 
population is mostly non-UAE nationals, „with 
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expats making up 89% of the population” 
(Alhosani, 2022, 285). The educational system ope-
rates on two different sections of national 
/government schools providing free education to 
UAE nationals only, and the private schools, which 
are fee paying and both expats and nationals can 
enrol. According to the 2021 vision and national 
agenda, the development of a first-rate educational 
system for the UAE is emphasized. This can only 
be done via a „complete transformation of the 
current education system and teaching method” 
(cited from Alhosani, 2022, 285.). In that same 
agenda, a high level of stress and importance has 
been put on the necessity of preserving the Khaliji 
or the UAE’s unique culture and religion. How-
ever, this emphasis does not mean the exclusion of 
expats in the UAE’s society as Alhosani notes “one 
of the government’s goals in this vision is to 
promote an inclusive environment that integrates 
all segment of the society” (ibid). In other words, 
“the UAE continues to be a tolerant, open, caring 
society that cherishes its traditional roots (Ministry 
of Information and Culture, 2006, cited from Al-
Darmaki & Sayed, 2009, 466.). The founding father 
of the UAE, the late Shaikh Zayed Bin Sultan Al-
Nahyan stressed upon the fact that education is 
one of the pillars for the proper development of a 
country as young and prosperous as the UAE.  
   The Arabic culture is a unique and very complex 
culture, in which the Islamic religion plays an 
important part. Islam is the major source of beliefs, 
practices and values in Islamic countries. These 
Islamic beliefs are evident in every aspect of Arabic 
culture as it is the core trait of the values, concepts, 
ethics and attitudes both personal and in society as 
the religion is not only regarded as the practice of 
faith but it is considered as a way of life. In other 
words, this culture can be regarded as a hidden 
educational system where every aspect of life, 
including education, is affected by it. However, due 
to the diversity of the UAE’s population where 
different nationalities with different religions and 

spoken languages live, a society is formed where 
one can claim that it is a multicultural environment. 
It could be due to this multicultural nature of the 
society that the UAE’s government has put insis-
tence on attempting to preserve the unique Arabic 
culture in the midst of the country. In that attempt, 
„the UAE’s culture, customs, and traditions, e.g., 
Emarati music, art, dance, poetry, camel racing, 
clothing and food, continue to make up the UAE’s 
identity” (Al-Darmaki & Sayed, 2009, 466.). The 
Emirates society is structured on the importance of 
the family which can be both nuclear and extended, 
where individuals receive support both emotionally 
and financially, protection and guidance from their 
eldest members of the family, as another trait of 
Islamic culture and educated values. Another speci-
fication of the UAE’s culture is the encouragement 
of individuals „to obey authority figures such as 
parents and those who are in powerful positions 
such as teachers and doctors” (Al-Darmaki & 
Sayed, 2009, 467.). From the perspective of the 
languages spoken in the country although the na-
tive language of the Emirates is Arabic, other lan-
guages such as English, Persian and Urdu, amongst 
others, are widely spoken. 
   The social ranking of the Emirates as Burton 
puts „it is divided into three main classes of labour, 
brains and bank” (cited from Hopkyns, 2020, 31.). 
According to Davidson’s pyramid illustration, „the 
Emiratis are the bank at the top, the wester-
ners/western educated are the brains in the middle 
and the bottom two layers are the labour” (ibid). 
As it is expected, the result of this social ranking is 
visible and does lead to cultural detachment among 
members of the society. This distinction is so vivid 
in the society as with one cursory look one can 
notice the difference between Emiratis and other 
nationalities with their different clothing and style, 
where men wear the traditional Arabic cloak in 
white and women with black full-length cloaks and 
head scarves. This distinction extends to the 
language spoken by Arab locals by their different 
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lifestyles, dialect spoken by them, their wealth and 
social status. In order to effectively run the country 
in an orderly manner the authorities have set strict 
rules and codes of conduct in both unwritten and 
official forms to make sure the clash of cultures is 
minimised. On the other hand, this sense of 
otherness is felt and experienced at all social levels 
where „different nationalities have their own social 
networks” (Hopkyns, 2020, 32.).  
 
   UAE and Early Education 
   According to the UAE laws, the preschools in 
the country „have 100% woman workforce” 
(Gandhi, 2012, 22.) and although compulsory edu-
cation for children starts at the age of five or six 
when children are sent to schools for grade one, 
most parents, Arab locals and expatriates alike, 
send their children to kindergartens or even 
nurseries starting from the age of 4 months. 
Parallel to this choice of schooling there comes the 
option of hiring foreign live-in maids who act as 
nannies, babysitters, foster mothers, cooks, and 
even teachers at home. This is due to the fact that 
in order to live comfortably in Dubai both parents 
are required to have full-time jobs, on the other 
hand hiring full-time nannies is an easy process and 
even more economical than sending the toddlers to 
nurseries, hence it has become a trend in UAE’s 
society. Consequently, children spend a consi-
derable amount of time with these in-home 
nannies, and according to Gandhi (2012, 17.), most 
children, „about 58% of them, under the age of 
three spend around 30-70 hours per week” with 
these nannies. Gandhi also stresses the fact that 
„this length of time is far greater than most 
institutional childcare hours in the US or Europe, 
which are increasingly criticised for being too long” 
(ibid).  The issue with hiring these nannies is that 
they are mostly from impoverished backgrounds, 
have little education and mostly have very poor 
language skills. These in-home nannies/maids 
come from different countries such as the 

Philippines, India, Sri Lanka and Indonesia, and 
they have formed a child-at-home model of living 
in the UAE (Baker, 2015, 983.). For these nannies, 
English or Arabic for that matter is not their first 
language and their proficiency in both languages is 
almost none existent. Furthermore, they usually do 
not have any qualification in childcare, except from 
their own experience in case they have children of 
their own.  
   According to Lootah (2011), the first private 
school established in the UAE was in 1960 (cited 
from Hopkyns, 2020, 38.), the growing number of 
expatriates coming to the UAE the need of pri-
vate/international schools increased as well. 
Among different international schools available in 
the UAE, the British curriculum is preferred due to 
„their high academic and general performance” 
(Hopkyns 2020, 41.), and the language of in-
struction for these nurseries is English. Although 
early childhood education also covers the pres-
chool stage and provides care from birth up to age 
6 (cited from Alhosani, 2022, 287.) the curriculum 
of kindergartens in the UAE educating children 
aged four to six years of age requires to learn nine 
subject areas such as Arabic literacy, English lite-
racy, Islamic studies for Muslim children, Social 
studies, mathematics, visual arts, computer scien-
ces, and health and physical education (MOE, 
2019, cited from Alhosani 2022, 291.). According 
to Alhosani (2022, 292) „among the priorities of 
the kindergarten curriculum is laying the foun-
dation of the cultural, Islamic, and national identity 
of children”.  
 
   Reggio Emilia Approach or Reggio Emilia 
Inspired  
   A lot has been said and done with regards to the 
Reggio Emilia approach. Different researchers ha-
ve spent their time studying different angles of this 
North Italian approach and the reason it has be-
come so famous worldwide. According to New 
(2007, 5.), there are five specific features that 



 
 

KÜLÖNLEGES BÁNÁSMÓD, IX. ÉVF. 2023/3. 

77 
 

distinguish the early childhood education approach 
of Reggio Emilia from others: 

1. An interpretation of teachers as researchers, 
2. Curriculum as long-term projects, 
3. The role of symbolic languages in child 

development and advocacy, 
4. The role of environment 
5. An interpretation of parents as partners in 

the education enterprise.  
   It is also believed that „Reggio Emilia demon-
strates the power of creative and critical thinking 
especially when helped along by courage, charisma, 
and good timing” (ibid). Another characteristic of 
the Reggio approach is the fact that it is a Euro-
pean approach with a distinguishable Italian cultu-
ral factor embedded in it, which also depicts „the 
town’s long history of resistance to social injustice 
and its alliance with Italy’s socialist and communist 
parties” (New, 2007, 6.). All of these and more 
makes one think twice before accepting the Reggio 
established nurseries in the UAE and more speci-
fically in the city of Dubai, as a not entirely Reggio 
approach but, in the best-case scenario, Reggio 
approach inspired. Having the five important fea-
tures of Reggio Emilia’s approach represented abo-
ve in mind, this paper argues that based on the 
cultural, linguistic, religious and societal norms and 
differences between the two countries, the Reggio 
Emilia approach implemented in the UAE’s 
nurseries are not Reggio Emilia but they are only 
inspired by it.  
 
   An Interpretation of Teachers as Researchers 
   The teachers as researchers aspect of Reggio is 
the most important aspect of this approach where 
there is no hierarchy of status amongst teachers in 
Reggio Emilia schools in Italy and the teachers 
learn and evolve along with the children. (Vargáné, 
2018) However, implementing this line of thinking 
into the nursery organisation system of early 
education in the UAE is almost impossible. The 
hierarchy starts with the 51-49% ratio of 

sponsorship of the institution before it is even 
established, where the Arab locals must have 51% 
of the sponsorship and the rest can be divided 
among a number of sponsors of different nation-
nalities. At a classroom level, this hierarchy is also 
visible where there is a teacher and an assistant 
helping the teacher. These assistants are most of 
the time from low-income countries, mainly India, 
Sri Lanka, Indonesia and the Philippines, and the 
only difference between them and the housemaids 
is they have some kind of official training in early 
childhood education. Another important factor 
with regards to status hierarchy within educational 
institutions as well as society-wide could be as 
Matsumoto (2019, 6.) puts it that „in the UAE 
people generally accept a clearly defined hierarchy 
of power, inherent inequalities and subordination” 
as they are cultural traits of the country and very 
common. Therefore, the fact that a teacher and the 
assistant in the classroom can act and function as 
researchers and freely decide on how and what will 
be the topic of the study on any particular day 
seems almost unfunctional.  
 
   Curriculum as Long-term Projects 
   This aspect of the Reggio Emilia approach is in 
clash with the UAE’s government's vision for 2021 
and education reform attempts. As mentioned ear-
lier according to UAE vision 2021, the kinder-
garten curriculum for children aged four to six 
should encompass nine subject areas such as 
Arabic literacy, English literacy, Islamic studies, 
social studies, math, science, visual arts, computer 
sciences, and health and physical education. In this 
regard, the aspect of long-term projects as a 
curriculum simply does not have any place in the 
UAE’s educational system. Each nursery and 
kindergarten in the UAE follows a British and/or 
American curriculum where they strictly follow the 
instructions used and provided to them by the 
higher decision-maker section of the system. Also, 
the fact that Islamic studies and Arabic literacy are 
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stressed both by the government and the lifestyle 
choice of the Muslim population living in the UAE 
makes it impossible to follow Reggio’s long-term 
project curriculum model in the UAE’s nurseries 
and kindergartens. 
 
   The Role of Symbolic Languages in Child 
Development and Advocacy 
   The symbolic languages of children are the main 
ideology of the Reggio Emilia approach where the 
famous „100 languages of children” has become a 
trademark of the teaching approach; however, 
implementing this unique and symbolic language 
associated with children in the UAE seems almost 
impossible. The population of nursery attendees in 
the UAE based on Alkaabi’s research (2022, 26.) is 
up to 90% foreign nationals as the UAE “is home 
to over 200 nationalities” (Gandhi, 2012, 3.). The 
wide variety of expatriates residing in the county 
results in over 200 cultures living side by side. This 
also means that the linguistics, religious, and cul-
tural beliefs and attitudes of each child are different 
from the other. As culture is an important factor in 
the twenty-first century’s social structure, it is very 
unlikely to consider that each child in a Reggio 
nursery in the UAE can actually have his/her own 
symbolic language and since this diversity of 
cultures/nationalities also include the teaching 
staff, the teachers too are not familiar or even 
educated with the language of each child. For 
instance, imagine a situation where an Irish na-
tional teacher is trying to understand a Muslim 
Persian child, and sitting beside this child is an 
Indian child who is Hindu and speaks different 
languages at home, with an entirely different cul-
ture that includes not only the students but also the 
teacher. In this sense, the symbolic language aspect 
of the Reggio approach seems to be unattainable.  
 
   The Role of the Environment 
   This aspect of the Reggio Emilia approach is also 
of extreme importance based on the classroom 

structure of the Reggio institutions children spend 
a significant amount of time in nature, and the 
classrooms have bright colours, with nature and 
greenery elements at every corner available to 
children to get familiar with their surrounding envi-
ronment. According to the climate change know-
ledge portal the UAE „has an arid desert climate 
with only two main seasons, winter and summer 
separated by two transitional periods, respectively. 
The winter season (December to March) has a 
mean temperature ranging from 16.4 degrees to 24 
degrees. The summer season (June to September) 
is characterized by extremely high temperatures 
which can be expected to climb up to 50 decrees” 
(i.1). Having this climate specification of the UAE 
in mind, and the fact that nurseries in the UAE run 
12 months of the year, it is almost impossible for 
the management of the nurseries and the UAE 
education policymakers to include the environment 
aspect of the Reggio approach within the insti-
tutions’ attempts to follow Reggio. As the tempera-
tures start rising by the end of March and continue 
to rise up to almost the end of November, this 
takes up to nine months of the year, when children 
cannot have access to the natural environment as 
they do in the Northern city of Reggio Emilia in 
Italy.  
   The cultural differences of the students and the 
parents also play a significant part in this aspect as 
well. Since most parents prefer to keep their child-
ren inside the classrooms where they are not 
exposed to the extreme heat for instance by going 
to the park next door, the children remain and 
spend all day inside the classrooms or in the 
covered and air-conditioned yards where the heat 
of the sun and the hot weather does not endanger 
their health.    
 
   An Interpretation of Parents as Partners in 
Education Enterprise 
   The most important principle of the Reggio 
approach is the insistence of the Reggio teachers 
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on the fact that „they are not substitutes for 
parents, but rather, share with parents the challenge 
and responsibility of educating their children” 
(New, 2007, 8.). The approach’s aim is also to ex-
pand „on principles of attachment theory so that 
the child’s relationships with non-familial adults are 
mediated by those with whom she has an initial 
attachment” (Bove, 1999, cited from New, 2007, 
8.). This is in contrast with the culture and lifestyle 
of most people, local Arabs and expatriates alike, 
to choose between the two options of housemaid 
care, or international nursery option where the 
child spends most hours of the day at the nursery. 
In addition to this, gender roles in Islamic 
countries such as the UAE are highly influenced by 
Islamic laws. In these countries gender roles are 
strictly differentiated, as men are the breadwinners, 
focusing on achievement in professional careers, 
while women are housebound, focusing on family 
and quality of life. In Arab/Muslim countries wo-
men are regarded as mothers, wives and caregivers 
most of the time, while the society is accepted as 
being patriarchal and gender role stereotypes are 
the norm in countries like the UAE. However, with 
globalisation the discovery of oil in the UAE, and 
the advancement of technology and education, this 
hierarchical status and women's role in society is 
moving towards a more liberal treatment of 
women, but there is still a long way to go. In this 
regard, the last principle of the Reggio approach 
which is the partnership of the parents in their 
children’s education seems to be an impossible task 
at hand, as fathers are always busy with work and 
mothers, if not employees of any kind, have limited 
time or knowledge to be immensely involved in 
their children’s education.  
 
   Conclusion 
   This paper looked into cultural diversity and its 
impact in multicultural societies such as the UAE. 
Although culture has been associated with identity, 
race, ethnicity, nation, language and religion, one 

can consider all of these to be determinants of a 
specific culture. Within education and most speci-
fically early childhood education, different app-
roaches have been successfully functioning in the 
UAE. With the government’s 2021 vision the re-
form policy of the educational system in the 
country, and the fact Reggio Emilia approach has 
gained worldwide recognition, a number of nur-
series in the UAE are claiming to be Reggio 
nurseries.  
   Based on the five most important factors of the 
Reggio approach, such as the interpretation of 
teachers as researchers, the curriculum as a long-
term project, the role of symbolic languages in 
child development and advocacy, the role of envi-
ronment and finally the interpretation of parents as 
partners in education, it is clear that due to the 
unique culture of the UAE and the multicultural 
essence of the society in the country implementing 
the Reggio Emilia approach is not possible. The 
claim is that due to cultural, governmental regu-
lations, and religious laws these five principles are 
simply ineffective and unresponsive in societies as 
diverse as the UAE. The fact that the Reggio 
Emilia approach is applicable in Italian culture and 
with some slight modification in Western countries 
can be traced back to the similarities between the 
cultures shared in the West. Therefore, it is ob-
vious the Reggio approach cannot be replicated in 
full and in its entirety in a Muslim and Arabic 
country, where a rich and dominant Arabic culture 
is practised every single day. The environment 
which is one of the most important principles of 
the Reggio approach is simply unavailable to those 
establishments in the UAE due to the harsh, desert 
climate it is located in. On the other hand, the 100 
languages of the children which has become the 
slogan of the approach and is famous around the 
world cannot be implemented, paid attention to or 
simply applicable due to the multi-national society 
of each classroom, especially when the classroom 
attendees are children under the age of six. These 
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international schools/nurseries who claim to 
follow the Reggio approach, although doing an 
amazing job putting an effort into improving early 
childhood education in the UAE, are merely 
inspired by the approach and not the Reggio 
Emilia approach as it is practised in its motherland. 
However, with the wealth, the endless 
opportunities available to investors and educators, 
the UAE can be a fertile ground for improvement 
and implementing an Islamic/Arabic version of the 
Reggio Emilia approach where children of all 
nationalities can experience a world-class education 
and build a proper foundation for a bright future. 
Until then there is a long way to go and a lot of 
questions that are in dire need of answers. Ques-
tions like, how religion can play such an important 
role in early childhood education? How to mini-
mise the gap between the gender roles in Islamic 
societies where both men and women are involved 
in their children’s education. How can children of 
all races, ethnicities and religions share their 100 
languages and be understood by their classmates 
and educators alike? In short is it possible that the 
East meets the West without the cultural clashes 
the world as we know it today is in real need of 
such understanding and advancement starting with 
our young generations to come.  
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   Abstract  
   Early childhood education and care have become an important aspect of society and the well-being of 
people. A proper early childhood education can build a solid foundation for lifelong learning achievement 
and reduce the cost of lost talent and spending on social, health and even justice systems. Within early 
childhood education, the Reggio Emilia approach has gained popularity around the world and a number 
of countries in the West employ this approach in their early childhood educational system. In the young 
and prosperous country of the United Arab Emirates with its famous city of Dubai, this child-centred 
approach is also famous amongst affluent families with young children. This paper looks into early 
childhood education and the Reggio Emilia approach in the city of Dubai and how this is presented in the 
educational system of the UAE.  
   Keywords: early childhood education, Reggio Emilia approach, Dubai 
   Discipline: pedagogy 
 
   Absztrakt 
   A REGGIO EMILIA MEGKÖZELÍTÉS ÉS A KORA GYERMEKKORI NEVELÉS DUBAIBAN 
   A kora gyermekkori nevelés és gondozás mind a társadalom, mind az emberek jólétének szempontjából 
fontossá vált. A megfelelő kora gyermekkori nevelés szilárd alapot teremthet az élethosszig tartó tanulási 
teljesítményhez, csökkentheti az elvesztett tehetség ígéretek költségeit, valamint a szociális, egészségügyi és 
még az igazságszolgáltatási rendszerekre fordított kiadásokat is. A kora gyermekkori nevelésen belül a 
Reggio Emilia az egyik olyan szemlélet, ami népszerűvé vált világszerte, és számos nyugati ország 
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alkalmazza ezt a megközelítést koragyermekkori oktatási rendszerében. Az Egyesült Arab Emirátusokban 
kedvelt Dubaiban is ez a gyermekközpontú szemlélet vált híressé a kisgyermekes családok körében. Ez a 
tanulmány a kora gyermekkori nevelést és a Reggio Emilia szemléletet vizsgálja Dubaiban, valamint azt, 
hogyan jelenik ez meg az Egyesült Arab Emirátusok oktatási rendszerében. 
   Kulcsszavak: kora gyermekkori nevelés, Reggio Emilia szemlélet, Dubai 
   Diszciplína: neveléstudomány 
 
 
 
   Introduction 
   It is universally agreed that education is a requi-
rement for human beings. Therefore, it is only na-
tural for families and parents to wish and desire a 
bright future for their offspring to have a better 
future through better education when they grow to 
become adults as well as arming them with the 
necessary skills and knowledge to survive and pros-
per in this ever-changing world that we live in. This 
knowledge-acquiring process, depending on differ-
rent countries and their educational policies may 
start at different ages. However, Early Childhood 
Education and Care (ECEC) has become an im-
portant aspect of society and the well-being of 
people. According to the 2011 European Commis-
sion “if solid foundations are laid in the early years 
later learning is more effective and is more likely to 
continue life-long, lessening the risk of early school 
leaving, increasing the equality of educational out-
comes and reducing the cost for society in terms of 
lost talent and of public spending on social, health 
and even justice systems”; therefore, it is only 
logical to offer all young people the chance to high-
quality education to fully exploit their inherent 
talents. This advancement when given early, will in 
time cause a break in the cycle of disadvantages 
that are passed down to the next generations, 
regardless of race, nationality, religion, colour or 
the geographical area young children are born and 
live in. Another advantage of high-quality early 
childhood education and care is that it gives the 
parents, mostly young and inexperienced parents, 
the ability to organise their lives based on family 

and work responsibilities. And finally, ECEC can 
support children in their future education and their 
process of integration into the wider society, espe-
cially in the globalized world that we are living in, it 
can also generate well-being, and contribute to fu-
ture employability later on in life. These positive 
effects of ECEC are again more beneficial for dis-
advantaged families to give them a chance for a 
better future and particularly can help with the 
migration phenomenon and the migrant families 
with low income to survive in the fast-growing 
world.  
   Perhaps it could be due to all the reasons mentio-
ned above or the fact that right after the disastrous 
World War two, the parents and citizens of a 
northern Italian city called Reggio Emilia in an act 
of unity and collective responsibility decided they 
needed to create a better society for their children 
and that begins with the nursery. The fact that the 
people of Reggio had come to this decision right 
after the war and the fact that they started this app-
roach with early childhood education might have 
their message and a deeper understanding of the 
situation of the people at the time. This unity could 
also indicate the understanding of the people kno-
wing how a properly raised child can affect the 
community they live in and the world as he is 
indeed a member of the global world and not just 
his community. With the extraordinary vision of a 
young teacher called Loris Malaguzzi and the 
efforts of the parents, a new philosophy was born, 
an approach known as the Reggio Emilia approach. 
The first local and municipal preschool establish-
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ment for children between 3 to 6 years of age that 
followed this approach was opened in 1963 and 
since then the growth, improvement and advance-
ment of this approach has been steady and con-
stant. This was followed by the first infant-toddler 
centres for the age group of three months to 3 
years. In 1995 the Reggio Children organization 
was founded followed by the global interest in this 
approach and has the full title of „The Centre for 
the Promotion and Defence of the Rights of 
Children”, to spread research in the field of ECEC 
education and the Reggio approach.  
 
   Literature Review 
   The national and municipal programme that was 
founded by citizens of the city of Reggio Emilia in 
Italy has captured the attention of many educators 
worldwide but what makes it unique is not a signi-
ficant curriculum filled with rules and strict guide-
lines, but a liberal understanding and consideration 
that tiny human beings have rights too. (Pálfi et al., 
2020) In his own words Malaguzzi explains (1993, 
9) „we continue to be convinced that without 
attention to the central importance of teachers and 
families, our view of children is incomplete, there-
fore, our proposition is to consider a triad at the 
centre of education, children, teachers and fami-
lies”. Rinaldi (2013, 18.) believes that the key 
concept of Reggio Emilia is „the concept of child 
as citizen right from birth”. Rinaldi argues further 
that „when we define the child as a competent 
subject, we mean competent first of all in learning 
and therefore in living and when we talk about the 
child as a possessor of rights, we want to affirm 
something even more innovative” (ibid).  Valentine 
(1991, 1.) believes that the Reggio model is of 
much interest to educators in Scotland. Valentine 
argues that Reggio is an approach that „is a socio-
constructive model” and it is „influenced by the 
theory of Lev Vygotsky, which states that children 
and adults co-construct their theories and know-
ledge through the relationships that they build with 

other people and the surrounding environment”. 
Therefore, it is obvious that this approach draws 
attention to an image of the child as a „strong, cap-
able protagonist in his or her own learning, and 
importantly as a subject of rights” (ibid). Accor-
ding to Gandini (1993, 5.) „the educators in Reggio 
Emilia speak first and foremost about the image 
they have of a child” as for them „all children have 
preparedness, potential, curiosity, and interest in 
constructing their learning, in engaging in social 
interaction and negotiating with everything the 
environment brings to them. Based on this point 
of view educators must focus on each child. How-
ever, this focus is not on a child in isolation, but 
each child is viewed in his relations with other 
children, his family, the teachers at the school and 
the environment of that school, as well as the 
community he is living in and the wider society. 
Hence, Reggio Emilia implements a system where 
all the relationships are interconnected, supported 
and improved. It goes without saying that in any 
curriculum the safety and wellbeing of pupils 
should be guaranteed, however, Reggio Emilia con-
siders the safety and wellbeing of the children con-
nected to that of their parents, teachers and 
educators whom they meet daily at the schools. It 
is also imperative to keep in mind that in Reggio 
Emilia approach, Children’s rights are recognised 
and based on this recognition they should be pro-
vided with the highest quality of care and education 
that society can offer. All the above-mentioned 
specifications of Reggio Emilia are vividly under-
stood with the famous saying of Malaguzzi himself 
with “the hundred languages” metaphor. Tijnagel-
Schoenaker (2019, 139.) stresses that „children can 
express their ideas, feelings and thoughts in many 
different ways, he/she can do that in hundred 
languages”. Tijnagel-Schoenaker believes that „res-
pect for the talents of the child and the way the 
child develops is a starting point of this approach 
and is up to adults to offer a rich environment, 
opportunities, and materials and to create situations 
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that allow children to further develop these oppor-
tunities. To put it simply Edwards et al (1998, xvi) 
explain that the „Reggio system is a collection of 
schools for young children in which each child’s 
intellectual, emotional, social, and moral potentials 
are carefully cultivated and guided”. Edwards et al. 
believe that „this principal educational vehicle in-
volves youngsters in long-term engrossing projects, 
which are carried out in a beautiful, healthy, love-
filled setting” (ibid).  
   According to the Reggio Emilia approach’s web-
site (i.1), eleven values are the core of this app-
roach.  
   Children are active protagonists in their growing processes. 
The first value focuses on the fact that children are 
indeed equipped with an extraordinary potential to 
learn, while this learning process can be an ex-
change of cultural and social context. Since every 
child has rights, therefore, every child in isolation 
and their relationships with groups can construct 
the experiences to the extent that makes them 
capable of attributing meaning and sense.  
   The hundred languages. The second value indicates 
that children, as any human being, have in them a 
hundred languages in many different forms. They 
possess a hundred ways of expressing themselves, 
understanding the world around them, and differ-
rent ways of thinking via which they can under-
stand the otherness and yet this does not separate 
them from each other because of the diverse world 
that we live in. The phrase “the hundred langu-
ages” has since become a metaphor to indicate the 
extraordinary potential that children possess, their 
knowledge and creativity, and the myriad forms 
with which living is manifested and the ways 
knowledge is formed.    
   The original poem “The Hundred Languages” 
which was written by Malaguzzi was translated by 
Gandini into English (i.1). In an extraordinary 
attempt a Hungarian and enthusiastic scholar of 
early childhood education has translated the poem 
into Hungarian which is the only version of the 

poem in this language (Vargáné Nagy, 2018, 135-
136). The Persian version of the poem was trans-
lated by the author and under the supervision of a 
native Italian/Persian enthusiast and the Arabic 
translation is also added at the end of the paper for 
the reference of those interested (Appendix1).  
   Participation. The third value which can be seen as 
an educational strategy focuses upon the fact that 
via participation in different activities, the hundred 
languages of children, as well as human beings, is 
implemented, understood and the plurality of 
points of view and different cultures is practised 
and given a chance to be familiarized. Participation 
also invites positive attitudes such as inclusion, 
expressing feelings and the culture of solidarity, 
and responsibility and enables change and invents 
new norms and cultures. 
   Learning as a process of construction, subjective and in 
groups. This value aims to consider children as 
human beings regardless of age and considers them 
as constructors of knowledge, competencies and 
autonomies, which then lead to the process of 
learning research strategies, exchanging ideas and 
discussions, and participating with peers.  
   Educational research. It is an undeniable fact that 
research is essential in life, as it leads people to-
wards knowledge and understanding of truth. In 
the Reggio Emilia approach, the priority is given 
between adults and children on daily basis to 
discover and interpret the complexity of the world 
first-hand. 
   Educational documentation. The sixth value focuses 
on the important aspect of documentation as an 
integral part of educational theories and practices. 
It allows documenting the learning process to be 
evaluated, and this can be done on individual 
pupils or their interactions in groups with peers as 
well as adults. 
   Progettazione/Designing. An Italian word and not so 
easy to translate, “progettazione” is considered an act 
of designing didactics, of environment, participa-
tion, and professional growth on personal and 
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group levels. However, this does not mean to be 
achieved by pre-defined programs and lesson plans 
per se. Progettazione is achieved via the close coope-
ration between how the works should be designed 
and how educational research should relate to it. 
   Organisation. Nothing works perfectly or effecti-
vely if some kind of organisation is not implement-
ted to achieve a goal. Therefore, the organisation 
of work, spaces, children’s time, and their interact-
tions with adults are considered an important part 
of the values of this educational approach. From 
the perspective of the institutional level, organising 
takes place by constructing a network of response-
bilities that are always co-shared at different levels 
such as administration and pedagogy.  
   Environment and spaces. To send our children to a 
venue where they will spend almost half of their 
day requires that place to be safe in every sense. 
This is the reason that the interior and exterior of 
Reggio Emilia infant-toddler centres and pre-
schools are specifically unique. They are designed 
and organised in an interconnected manner, and 
they offer every requirement to the children and 
adults to live together and conduct their research. 
The environment, however, changes based on the 
projects and learning experiences and based on the 
needs of little humans. 
   Formation and professional growth. This value speci-
fically focuses on the Reggio Emilia educators and 
those who are involved in this approach. Professio-
nal growth is considered the right and the duty of 
everyone be it a person or a member of a group. 
This growth is included as part of the working 
hours and is organised in content and form and 
every person’s particular participation. 
   Evaluation. As part of every aspect of school life, 
evaluation is the final value of the Reggio Emilia 
approach. Every infant-toddler centre and pre-
school is equipped with tools such as the Charter 
of Services, the pedagogical coordination group, 
the school’s collective work group etc. as well as 
documentation and the participation of the families 

and the local community makes evaluation unique 
and one of a kind. Bearing the above values in 
mind and because Reggio Emilia identifies environ-
ment as the third teacher, after parents and 
teachers at the school, the way Reggio Emilia 
infant-toddler and preschool works differs from 
traditional schools or nurseries. In Reggio Emilia, 
parents hold an active part in their children’s lear-
ning process. The physical spaces of the schools 
encourage positive communication and friendly 
relationships. The layout of the classrooms gives 
the possibility to the children to spend time with 
their teachers or other peers or to spend time 
alone. However, small group cooperation is em-
phasised as educators are aware that children learn 
better if they work with peers. However, children’s 
rhythm and sense of time in planning activities and 
projects are also considered, as this way educators 
get to know their pupils individually and this is an 
important factor as each teacher remains with the 
same group of children for a three-year cycle. Du-
ring the learning process the environment is chan-
ged based on the developmental needs and inte-
rests of the group, and to effectively plan and 
proceed with the day’s lesson teachers observe the 
children closely and plan their work by providing 
occasions for discovery and learning. In the Reggio 
Emilia approach teachers consider themselves as 
learners and enjoy spending time discovering and 
seeing the world from the children’s perspective 
and there are no dominant teacher/pupil relation-
ships between them. This equal relationship 
extends beyond teacher and student as each class-
room has a pair of co-workers instead of the 
traditional head teacher and assistant, and this 
system is further supported by a team of pedago-
gical coordinators who support all the teachers, 
parents as well and the community.  
   The influence of Reggio Emilia around the globe 
has been magnificent. According to Foerch & 
Lupsa (2016, 337-346), several countries have been 
positively affected by the Reggio Emilia approach 
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and philosophy. In the United States of America, 
the Model Early Learning Centre (MELC) which is 
in Washington DC follows the Reggio approach. 
The claim is that the Reggio Emilia approach has 
“positively affected students from some of the 
most difficult and underprivileged preschools in 
the United States” (Foerch & Lupsa, 2016, 337).  
Gambetti as the international Reggio liaison spent a 
year at the MELC to understand the approach 
fully, and interestingly one of the most difficult 
tasks for Gambetti was to „convince parents to get 
involved in their children’s education” (ibid). 
Although Reggio Emilia approach is only imple-
mented for preschool children and is used as an 
early childhood education methodology some edu-
cational experts and researchers at Harvard Univer-
sity believe that this approach can also be „highly 
effective with older children and adults” (2016, 
338). A project called “Project Zero” led by 
Gardner, Krechvesky and Siegel looked into the 
„power of documentation and individual and 
group learning” (ibid). 
   In South America, The REDSOLARE is the 
Latin-American association that supports the 
Reggio approach in Brazil, Colombia, Mexico, 
Chile, and Uruguay.  
   For instance, the RedSOLARE (RSB) in Brazil is 
a network to coordinate and disseminate ideas on 
education based on the Reggio Emilia approach. 
The idea is to defend childhood culture from an 
“integral perspective, integrated with real changes 
between Brazilian states and Latin American 
countries” (Foerch & Lupsa, 2016, 340). 
   In European countries, in Sweden, the Reggio 
Emilia Institute is the responsible body of the 
approach offering different kinds of programs and 
what is more significant about the approach in 
Sweden is it is open to all. The two divisions of 
Reggio working in Stockholm and the rest of the 
country, Reggio in Sweden provides „opportunities 
for professional developments at the location of 
schools” (Foerch & Lupsa. 2016, 341). While in 

Denmark the Danish Reggio Emilia Network was 
set up under the acronym REMIDA named after 
King Midas because everything he touched turned 
into gold, a very appropriate name for the app-
roach and what it hopes to achieve. The Danish 
Reggio Emilia Network offers a biannual public-
cation called Reflections, which is free for those 
interested. In Germany, Reggio Emilia is a profit-
making association that invites participants to regu-
lar professional exchanges. The German initiatives 
welcome participants to exchange their profession-
nal experiences on a regular basis, therefore rese-
arch, development and documentation of the 
project conducted in Germany can be considered 
as an expansion of the works done in Reggio 
Emilia in Italy (ibid). United Kingdom’s Sightlines 
Initiative is the national organization that collabo-
rates with Reggio Children Network. This organi-
zation aims to nurture creativity and explore reflec-
tive practices and „action research as tools to 
investigate and improve early childhood education 
in the UK” (Foerch & Lupsa, 2016, 344) while in 
Spain this responsibility is given to DIIP which 
stands for Desing Infancia (Childhood), Innovación 
(Innovation), and Proyectos (Projects). In South 
Africa, for example, St. Mary’s independent school 
for girls from infancy implements the Reggio 
approach. At this school, like all other Reggio 
Emilia approach schools the teacher and child rela-
tionship is at the core of the educational practice. 
According to the school’s website, „teachers are 
held in high regard and enter an intellectual dialo-
gue with children. They provoke occasions of 
discovery through inspired listening and join the 
children in their excitement and curiosity in crea-
ting, exploring, and learning (St. Mary’s School 
Waverly, paragraph 2. Cited from Foerch & Lupsa, 
2016, 345). And finally, in Australia, the Reggio 
Emilia Australia Information Exchange (REAIE) 
Organization was established in 2000 with more 
than 3000 members to represent a form of under-
standing, sharing of resources, and development in 
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Australian schools. According to the Australian 
organisation, Reggio Emilia is an approach that 
focuses on ongoing thinking, research and advo-
cacy. This organisation has over 3000 participants 
and it represents understating and development as 
well as sharing of resources to implement the 
Reggio Emilia in the Australian preschool system. 
 
   United Arab Emirates and Educational 
System 
   The country located on the shores of the Persian 
Gulf under the name of the United Arab Emirates 
consists of seven emirates that include the capital 
city of Abu Dhabi, the second largest city, or 
emirates as they are famously known, and the 
financial heart of the country Dubai and five 
smaller emirates of Sharjah, Ajman, Umm al-
Quwain, Fujairah, and Ras al-Khaimah. These 
seven emirates under the provision and leader of 
its founding father Sheikh Zayed Bin Sultan Al 
Nahyan were united in 1971 and formed a country 
that is now known worldwide as the UAE. With a 
population of slightly over 10 million inhabitants 
out of which 89% are expatriates (Global Median 
Insights, Dubai, 2021) the educational system ope-
rates in 2 diverse directions. The first one is the 
government schools specifically for UAE national 
students where there are no fees to be paid to 
attend these schools for nationals, and the private 
schools which are fee paying and both national and 
expatriate students can join. The Ministry of 
Education (MOE) is the responsible body over-
seeing educational affairs in the country; while in 
Dubai the Educational affairs are handled by the 
Knowledge and Human Development Authority 
(KHDA) and in the capital this responsibility is 
given to Abu Dhabi Education and Knowledge 
Department (ADEK).  
   Like every other country, education is considered 
one of the priorities of the country in its quest for 
advancement and finding its place amongst the 
countries in the region and worldwide. The way the 

UAE government values education is proven by 
the improvements and restructuring of the educa-
tional system in the country in the last two decades. 
According to Alhosani (2022, 285), since 24% of 
the UAE population is under the age of 18, the 
high level of investment and governmental support 
to improve the educational system has become the 
core goal of the country. Alhosani stresses that 
„laying the foundation to work towards the aspired 
outcomes is achieved by incorporating the values 
of Vision 2021 into the objectives, methods, con-
tent, resources, and assessment of teaching and 
learning” (ibid). As per vision 2021 statement „the 
UAE vision 2021 National Agenda emphasizes the 
development of a first-rate education system which 
will require a complete transformation of the 
current education system and teaching methods” 
(UAE vision 2021, 2018B, cited from Alhosani, 
2018, 286). It is also worth mentioning that this 
reformation and improvement of the education 
system in the UAE, although necessary and 
stressed, comes with the government’s goal to still 
preserve their roots and culture. Alhosani argues 
that the traditional as-pect of education has „a high 
level of importance placed on culture and religion” 
with the govern-ment stressing on „promoting an 
inclusive environ-ment that integrates all segments 
of society while preserving the UAE’s unique 
culture, heritage and traditions and reinforces social 
and family cohesion” (2018, 286.). Having this 
vision in mind the UAE government has set its 
focus on the education system and started with 
Early Childhood education.  
 
   Early Childhood Education in Dubai 
   No one can deny the importance of the early 
developmental years of every human being which 
starts from birth to the age of 6 or 7 years old 
when the child is sent to school. During these years 
along with physical development, other achieve-
ments like language, emotional, social and cognitive 
advancement are acquired. These developments are 
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the foundation of later years’ success when the 
child is an adult. According to Vandenbroeck 
(2022, 172-173) based on several research on Early 
Childhood and Care „there is now robust evidence 
that all children benefit from ECEC, as ECEC has 
the potential to increase language development, 
pre-academic skills, cognitive outcomes, as well as 
social and emotional development”. However, for 
the ECEC to function and become effective 
enough to help young minds to improve and grow, 
it needs to provide a good quality of education and 
care. Vandenbroeck argues that „the core of the 
quality of ECEC resided in the educational and 
emotional support that childcare and teaching staff 
provide for the children as well as on their relations 
with parents” (ibid), and therefore, it is obvious 
that a high-quality ECEC can benefit not only 
parents and in the short term but the society in the 
long run.  
   Alhosani indicates that „in the UAE, the term 
‘early childhood’ covers the ‘preschool stage which 
includes any form of education and organized care 
for children from birth until the age of 6” (2022, 
287.). Based on the Ministry of Education’s policies 
„the framework of the ‘Emarati school’ describes 
the ideal start for every child, which can be pro-
vided through the provision of high-quality educa-
tion and care and is viewed as part of the national 
strategies (ibid). This is then better achieved by 
having an additional focus on the culture as „the 
culture as a defining element of the community’s 
traditions and lifestyle is thus an integral part of the 
early childhood curriculum” (ibid). Within the 
national curriculum for ECEC and mostly in the 
kindergartens, children of national/Arab back-
ground aged four to six years of age can attend 
nine different areas of education taught in these 
schools. The first topic that is introduced in kinder-
gartens by the Ministry of Education is Arabic 
literacy, followed by English Literacy, Islamic stu-
dies, social studies, math, science, visual arts, com-
puter sciences, and health and physical education. 

In this national curriculum and under the super-
vision of the Ministry of Education, the child is the 
centre of teaching, and all the elements are imple-
mented according to the child’s needs and abilities, 
their learning styles, and the fact of whether they 
possess prior knowledge of the topic or not. Of 
course, the child’s safety, mental well-being, and 
health are also considered and stressed. However, 
the above-mentioned policies and guidelines are in 
place for national ECEC centres where only 
local/Arab parents send their children. While kee-
ping in mind that 89% of the UAE’s population 
are expatriates these guidelines and strategies need 
to be modified. To facilitate an educational prog-
ramme for the 89% expatriate population who live 
and have an essential role in the development of a 
very young country, an international school system 
was imple-mented in the UAE. According to the 
Knowledge and Human Development Authority’s 
website (i. 2), in the academic year of 2022-2023, 
216 inter-national schools are functioning in Dubai 
alone. The table 1 below shows how the gradual 
addition to the list of schools indicates the impor-
tance of the proper functioning of international 
schools in the UAE and more specifically in Dubai. 
 

 
   Table 1. Dubai private school open data based on online 
KHDA 2023 report 

 Academic Year Number of schools 
2011-2012 148 
2012-2013 153 
2013-2014 158 
2014-2015 169 
2015-2016 173 
2016-2017 181 
2017-2018 194 
2018-2019 209 
2019-2020 209 
2020-2021 209 
2021-2022 215 

   A quick look at the Dubai private school open 
data report indicates the wide variety of curricu-
lums under which these schools function. Accor-
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ding to the KHDA 2023 online report, the school’s 
curricula range from the UK curriculum to Chi-
nese, Japanese, American, Indian, international 
Baccalaureate to Australian, French and German. 
However, according to the KHDA website, these 
multi-disciplinary functioning schools are under the 
supervision of a branch of KHDA, named as 
Dubai School Inspection Bureau (DSIB). Accor-
ding to the DSIB, a yearly inspection is conducted 
for all international schools in Dubai to monitor 
and help schools improve their education quality to 
world standards.  
 
   Early childhood education and different 
systems in Dubai 
   According to Edarabia (i.3), a trusted educational 
source in the field of education functioning in 
Dubai since 2005, over 263 registered early learning 
centres are functioning in Dubai. This website 
indicates that the first licensed nursery to be 
established in the country was in 1984, and it also 
states that in the academic year, 2022-2023 over 
80% of children under the age of 5 attend 
kindergartens. According to the website, different 
curricula are functioning in Dubai, and they range 

from Montessori to UK EYFS, French, Swedish, 
IPC and Reggio Emilia. The website also gives a 
detailed list of the nurseries that advertise as 
working within the Reggio Emilia approach. The 
table below gives the ranking and the curricula of 
each nursery.  
 
   Art Village Nursery: the “Art Village Nursery” 
(2018, Reggio Emilia Philosophy) website (i.4) 
indicates that the organization is a branch of 
‘award-winning Amadeus Preschool in Stockholm’ 
that is inspired by Reggio Emilia where their 
pedagogical approach is deeply rooted in a 
humanistic philosophy of life. They stress that “a 
nursery should be fun, safe and educational for all 
children” and to achieve that they have four 
parallel profiles of “song and music, dance and 
movement, theatre and drama, art and design”. 
Their policy accepts children from the age of 
twelve months to four years of age where they aim 
to provide an environment where every child is 
given a chance to „express, share, investigate, 
research, create, explore, try on hypotheses and 
much more”. The aim is to challenge and develop 
the children’s ability and train them to socialise 
with respect, and accepting, encouraging freedom 
to express themselves and explore the world 
around them.  
 

 
   Table 2. Reggio Emilia Nurseries in Dubai 

Name Curriculum KHDA 
ranking 

Parental 
Rating 

website 

Art Village Nursery Swedish/Reggio Emilia None 41 https://artvillagenursery.com/ 
*Willow Children’s 
Nursery 

UK EYFS/Reggio 
Emilia 

None 32 N/A 

Odyssey Nursery American/Reggio Emilia None 27 https://www.odysseynursery.com/ 
Green Grass Nursery UK EYFS/Reggio 

Emilia/Montessori 
None 18 https://www.greengrassnursery.com/ 

Blossom Nursery UK EYFS/Reggio 
Emilia/Montessori 

None 8 https://www.theblossomnursery.com/ 

White Dove Nursery UK EYFS/Reggio 
Emilia 

None 3 N/A 
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   Willow Children’s Nursery: The Willow Children’s 
Nursery (2023, the willow approach) is functioning 
on both the UK’s Early Years and Foundation 
state curriculum and Reggio Emilia, they have fo-
cused on an integrated early years programme. The 
nursery was established in 2010 and claims to have 
specially allocated areas within the school premises. 
They provide green landscapes with water play 
areas, sand play and bicycle areas to experience 
nature. There is also an atelier where the children 
can work on their creativity and explore life 
through touch, feel and discovering material, tex-
tures, mediums and techniques. According to the 
nursery’s policy, they accept babies from the age of 
45 days who are looked after by midwives who are 
trained as early-year educators. The nursery claims 
that the rest of the staff are also degree holders in 
early education with the minimum qualification of 
teachers being Cache level three.  
   Odyssey Nursery: the Odyssey Nursery (2023, the 
Odyssey methodology) was established in 2008 the 
nursery is famous for catering to children under the 
age of two. According to the nursery’s website (i.5), 
the organisation focuses on offering a full-service, 
and all-inclusive child development facility. They 
accept children from the age of four months old up 
to four years of age. They follow Washington State 
Early Learning Developmental Benchmarks to care 
and develop and are accepted as a progressive and 
accountable system for early-year education. They 
incorporate the Reggio Emilia approach within the 
American curriculum and try to personalise the 
teaching method based on each child’s needs and 
capabilities. The website claims that “the system 
stimulates the child as much as possible to give 
them the best foundation in life.” 
   Green Grass Nursery: Green Grass Nursery (our 
mission, our vision) was established in 2013, Green 
Grass Nursery is a British boutique nursery that 
accepts children from the age of four months old 
to five years of age. With the UK EYFS frame-
work, the nursery also implements the theories of 

Montessori and Reggio Emilia. The nursery web-
site (i.6) promises to take care of the children with 
staff and teachers who are loving, kind and caring.  
   Blossom Nursery: Blossom Nursery (2021, 
curriculum) was established in 2003, the nursery 
website (i.7) claims it has over 550 nurseries across 
Europe, the Americas, and the Middle East with 
more than 50,000 students in twelve countries. 
They cater to children from the age of four months 
old up to six years of age. The nursery claims to 
focus on a global mission to „build a better world 
by providing a strong and qualitative educational 
program to the future generation”. This is achieved 
by focusing on „self-confidence and self-esteem, 
language and strong basic learnings, and positive 
relationship and openness to the world.”  
   White Dove Nursery: White Dove Nursery (2023) 
was founded in 2018, the aim is to provide children 
with an environment that enriches, and nurtures 
experiencing life and offers numerous opportu-
nities for children to explore, investigate and learn. 
They have UK EYFS and Reggio Emilia approach 
however there is no further information provided 
by the school or its website (N/A). As it is seen in 
Table 2 none of the nurseries listed in this table is 
ranked by the KHDA as one expects. The website 
of each nursery was visited for careful evaluations 
of the services they provide and the opportunities 
given to families and their children. The goals and 
objectives of each nursery were evaluated and 
among the list of the Reggio Emilia nurseries those 
who had rankings from parents were chosen for 
this paper. Aside from the year of the estab-
lishment of each nursery and sometimes the num-
ber of staff there is no other information about 
how the nursery recruits its staff. It is not clear to 
what extent they implement the Reggio Emilia 
approach and how trained and prepared the educa-
tors are. It is also unclear how each classroom is 
organised, as there is no indication of two co-
teachers working with the children during the 
three-year cycle as it is customary in the Reggio 
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approach. It is also unclear how a European 
approach is functioning with the diversity of the 
culture/language/religion and ethnicity in these 
nurseries and how the staff are trained to pro-
fessionally work in such a multinational environ-
ment.  
 
   Conclusion 
   As an approach, Reggio Emilia has inspired many 
ECEC educators who would like to follow the 
steps taken by Malaguzzi more than 6 decades ago. 
However, according to Gandini (1993, 5), „edu-
cators in Reggio Emilia have no intention of sug-
gesting that their programme should be looked at 
as a model to be copied by another country; but 
rather their work should be considered as an edu-
cational experience that consists of practice and 
careful reflection that is continuously readjusted”. 
However, as in all other sciences, Reggio educators 
are also keen to share their experiences with other 
educators so the knowledge of the Reggio Emilia 
will help with the teaching of the young people, as 
well as exchanging ideas and novel initiatives with 
other schools in other countries around the world. 
Since, UAE and more specifically Dubai is best 
known for its international structure and bearing in 
mind the fact that over 89% of its population 
consists of people with diverse cultures, languages 
and religions, it is a question that one might ask 
how an exclusively European approach can func-
tion and fulfil the needs and requirement of an 
educational system in such a multicultural country. 
As Gandini (1993, 5) stresses the fact that „edu-
cation has to focus on each child” but „not each 
child is considered in isolation but each child is 
seen in relation with other children, with the 
family, with the teachers, with the environment of 
the school, with the community, and with the 
wider society”. Having the eleven values of the 
Reggio Emilia approach one needs to be careful to 
understand how this approach works and how it 
can be implemented in an international society like 

the UAE. According to my understanding based 
on 4 decades living in the UAE it is safe to say that 
the schools and nurseries who claim to have imple-
mented and follow the Reggio Emilia approach are 
only inspired by it and do not and cannot follow it 
for numerous reasons. For instance, one of the 
very strong barriers to following the values of 
Reggio Emilia is cultural differences. One can 
argue that Reggio is a national approach for the 
Italian population where the cultural differences 
and language difference for that matter is down to 
zero as every child is treated and respected based 
on the same culture and language that comes with 
it. However, this is simply not plausible in Dubai 
society as in one classroom even in schools that are 
specifically established by any one country, like 
Iranian schools in Dubai or German schools, there 
are students from other countries with different 
cultures and languages. This is because every 
school in Dubai is considered an international/fee-
paying school specifically for expatriates living in 
the country. The second issue which is also related 
to the first issue mentioned above is the social ran-
king of the country itself. It is the norm in the 
UAE for the locals to have a separate lifestyle, 
schools, laws, and educational system separate 
from the expatriate population. Therefore, the 
liberal and democratic bases of the Reggio Emilia 
approach are simply not plausible as certain nation-
nalities are hired for certain jobs. In ECEC 
establishments and educational organisations, edu-
cators are first chosen from the local applicants, 
and the ranking goes from top to bottom where 
teachers from the Philippines or Sri Lanka are 
considered assistants or school maids who handle 
the hygiene of the infants. Another issue that co-
mes to mind is the involvement of the parents in 
the education of their children as another value 
stressed by Reggio Emilia approach. Due to the 
busy lifestyle of the UAE and the fact that 
expatriates are required to work hard to have a 
decent life in the promising land of Dubai, they 
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simply do not have any time to spare and prefer to 
pay the very high fees of the nursery and have 
someone else take care of their children while they 
can fulfil their professional responsibilities. Reli-
gion is another factor that can cause a barrier for 
the Reggio Emilia approach to true function in 
Dubai as most of the families are regarded as 
religious families and each family has their religion, 
ranging from the two sects of Islam to Buddhism, 
and Christianity. It is also worth mentioning that 
the staffing of the schools and nurseries is mainly 
done by the management of the school in the best 
case scenario. They hire mostly women educators 
and the aim is to hire native European/English 
teachers whose appearance can add prestige value 
to the school regardless of their educational back-
grounds and the fact of whether they are trained 
ECEC educators or not. The assistance positions 
are then given to other nationalities where they can 
cooperate with the native first teacher of the 
classroom, which is simply against the Reggio 
values. Based on the few examples mentioned so 
far it is then obvious that the exact replication of 
the Reggio Emilia approach is almost impossible 
within the UAE’s educational system. The best 
strategy would be to make good use of different 
Reggio values and change it to suit the norms and 
values of a specific country to provide an effective, 
all-inclusive, and liberal educational system right 
from a child’s journey in life.  
   As regards the strategies and functioning of 
Reggio Emilia nurseries in Dubai, there seems to 
be a huge gap that needs to be filled with further 
research. It is imperative to understand to what 
extent each nursery follows the Reggio values, do 
they take the “environment as the third teacher” 
motto of Reggio seriously? How do they document 
the process of children’s development? How much 
access do they have to nature due to the UAE’s 
harsh weather? How much atelier time is given to 
children and how do they learn to use different 
elements to understand the world around them? 

And finally, are the educators and staff working in 
Reggio nurseries in Dubai trained Reggio person-
nel, do they undergo special training, and do they 
have to have a certain certificate to be given the 
position they are working based on that? 
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   Abstract 
   International students who chose Hungary as their study destination must adapt to Hungary’s society. 
Knowing the social adaptation of  international students, especially doctoral students, gave another 
perspective on social adaptation in higher education. The study aimed to uncover the social adaptation of  
international students in Hungary. And to understand how international students adapted to society in 
Hungary. This study method is qualitative research design, and the instrument of  the study was the semi-
structured interview. The study also presents descriptive statistics on demographic data. In our sample, 
there were seven international students who were from Asian countries such as Indonesia, Malaysia, 
Myanmar, Uzbekistan, and Iraq. interview and demographic data. The language of  the interview was 
English. This study identified eleven categories in the students’ adaptation. They were personality, the first 
visited place, the first friend, adaptation types, ways to make acquaintances, time adjustment, challenges in 
social adaptation, factors in social adaptation, setting social adaptation, self-reflection, and unfamiliar 
activities or new habits. 
   Keywords: culture differences, international students, Hungary, social adaptation  
   Discipline: pedagogy 

 
   Absztrakt 
   DOKTORI KÉPZÉSBEN RÉSZVEVŐ KÜLFÖLDI HALLGATÓK TÁRSADALMI ALKALMAZ-
KODÁSÁNAK FELTÁRÁSA MAGYARORSZÁGON 
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   A Magyarországot választó külföldi hallgatóknak alkalmazkodniuk kell a magyar társadalomhoz. A 
nemzetközi hallgatók, különösen a doktoranduszok társadalmi adaptációjának ismerete újabb perspektívát 
adott a felsőoktatási társadalmi adaptációnak. A tanulmány célja a külföldi hallgatók magyarországi 
társadalmi adaptációjának feltárása volt és az, hogy megértsük, hogyan alkalmazkodtak a nemzetközi 
hallgatók a magyarországi társadalomhoz. A tanulmány módszere kvalitatív vizsgálat, ahol félig strukturált 
interjúkat alkalmaztunk. A tanulmány a demográfiai adatok leíró statisztikáit is ismerteti. A mintánkban hét 
nemzetközi diák került, akik Indonéziából, Malajziából, Mianmarból, Üzbegisztánból és Irakból érkeztek. 
Az interjúk angol nyelven készültek. A tanulmány tizenegy kategóriát azonosít a tanulók alkalmazko-
dásában. Ezek a személyiség, az első meglátogatott hely, az első barát, az adaptációs típusok, az ismerkedés 
módjai, az időhöz való alkalmazkodás, a társas alkalmazkodás kihívása, a társadalmi alkalmazkodás ténye-
zője, a társadalmi adaptáció beállítása, az önreflexió, valamint egy ismeretlen tevékenység vagy új szokás. 
Kulcsszavak: kulturális különbségek, nemzetközi hallgatók, Magyarország, társadalmi adaptáció 
Diszciplína: neveléstudomány 
 
 
 
   Hungary became a famous study destination for 
international students. There were many internatio-
nal students who wanted to study at the university 
level in Hungary. Universities in Hungary were in-
creasingly effective at recruiting international stu-
dents. Over the past few years, the number of  in-
ternational students enrolled in Hungarian higher 
education has increased steadily (Zemplenyi, 2022). 
International students who chose Hungary as their 
study country destination must adapt to the new 
environment and people in Hungary. In a uni-
versity environment, the vital aspect to which inter-
national students must pay attention is the indi-
vidual. Whether they have professions as students, 
teachers, staff, et cetera, international students 
must know how to adapt within their communities. 
It was because every society includes a "set of  prin-
ciples or norms, or norms of  human nature, gover-
ning their relations to one another and the com-
munity, to a particular group, to the state, family, 
etc., and supported by personal conviction, tra-
dition, upbringing, and the power of  any society or 
a specific group thereof." These principles or rules 
represent the morality of  a specific form of  society 
and are exclusive to that society. Moral norms 
reflected aspects of  the social being of  the people, 

as manifested in their relationships, which were dis-
tinct for each type of  society, just as their eco-
nomic and political tenets of  existence are distinct 
(Terziev, 2019a). 
   Before addressing the issue of  social adaptation, 
it is vital to define what adaptation is. In the ety-
mology of  the term "adaptation," which derived 
from the Latin word "adaptation" and was incor-
porated into the Russian and German languages as 
"adaptation". In literary terms, it was interpreted as 
adaptation and accommodation. In biology, it re-
fers to the adaptation of  organisms to their envi-
ronment in order to survive. In literature, it is re-
ferred to as accommodation, which is the modifi-
cation of  text to make it understandable to readers 
and audiences. Through the lens of  social pro-
cesses, adaptation was understood as the indi-
vidual's adjustment to the social environment 
(Terziev, 2019b) The question that emerged was 
why social adaptation is crucial. Based on previous 
research on social adaptation, AlZboon (2013) 
found that the adaptive person got to a point 
where his or her actions and behaviors fit in with 
his or her social environment. This gave him or her 
balanced, positive social relationships with the 
people around him. This, in turn, had a positive 
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effect on all parts of  his or her life, especially his or 
her motivation to achieve, since this is one of  the 
most important social needs that a person has. 
Makeeva et al., (2022) stated in their finding on the 
adaptation of  international students that, raised in 
a confined community, the majority of  Samarans 
had never understood other cultures or commu-
nicated without an imperialistic bias. They did not 
comprehend how living in a foreign country and 
being receptive to a different way of  life could 
influence an individual's personality and career in 
the direction of  development, sensitivity, holism, 
and awareness. Misra & Castillo (2004) stated in 
their study of  American and international students 
that the students' behavioral, emotional, and phy-
siological responses to stressors were not inves-
tigated in this study. Future research should inves-
tigate intra-group and inter-group differences, as 
these may also influence stress perceptions and 
responses. 
   Further, Vershinina & Kocheva (2015) also stated 
that acceptance of  cultural differences was inter-
preted as the foreign students' adjustment to the 
new environment, lowering the psychological bar-
rier between their culture and the culture of  the 
recipient country. Also, the problems of  racial 
background and personal standing, which were of  
equal concern to international students entering a 
foreign country, should be resolved. Merenkov and 
Antonova (2015) stated that life in a foreign 
country often involved talking to people you did 
not know on the street, in public transportation, in 
stores, or at the theater. This meant that inter-
national students should learn how to act in ways 
that do not make locals angry. This task was made 
easier by learning how people talk in public places 
where you live. The motivation of  these pupils to 
pursue a professional education also influenced the 
adaptation procedure. Under these conditions, a 
positive orientation toward active adaptation to 
studying in such novel conditions may be in-
effective. These individuals would view themselves 

as victims of  circumstance and would be required 
to reconsider their negative stereotypes. Their limi-
ted familiarity with their new country was a factor 
that made their adaptation period substantially mo-
re difficult. They must learn from their mistakes, 
which are a result of  inadequate sociocultural pre-
paration. This invariably leads to conflicts between 
international students and their groupmates, as well 
as with locals in public spaces, hospitals, and re-
creational areas. These students may experience 
psychological difficulties as they adjust to a new, 
foreign community's way of  life. International stu-
dents retained the national behavioral patterns they 
learned in early childhood; these were most evident 
in their eating practices. Students selected dishes 
from their respective national cuisines and pre-
pared them using seasonings sent from home. 
Since they are too expensive, canteens, cafés, and 
restaurants are not very popular among inter-
national students. So that Yan et al. (2022) finding 
explained that to improve people's social adap-
tability, the government should actively create con-
ditions, do targeted social adaptation training and 
active adaptation skills exchange for different social 
groups, strengthen the social adaptability of  diffe-
rent social groups and people of  different ages, im-
prove their ability to get resources in social acti-
vities, and encourage the accumulation of  learning 
ability and intellectual and physical strength. Zeren-
gok et al., (2018) findings revealed that partici-
pation in recreational activities helped students 
develop social skills. Participation in leisure activi-
ties facilitated socialization, which was essential 
during the adaptation period. 
   Therefore, based on the issue of  social adapta-
tion in international settings and recommendations 
from previous research, bringing up the issue of  
social adaptation was crucial to exposing individual 
adaptation to different circumstances and evalua-
ting individuals' individuals adaptation to society, 
mainly international students who studied in Hun-
gary. The objective of  the study was to uncover the 
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social adaptation of  international students in 
Hungary. This study also aimed to contribute to an 
understanding of  how international students adapt 
to society in Hungary. This study contributed to a 
broader perspective for international students who 
want to study in Hungary. It was also viewed as a 
social adaptation pattern for international students 
because the institution recognized how interna-
tional students attempt to adapt in Hungary. Con-
sequently, the current study presents the research 
question, "How is the social adaptation of  inter-
national doctoral students in Hungary? 
 
 
   Method 
   Study design 
   This study used a qualitative research design, 
specifically descriptive research. Sandelowski (2010) 
stated that qualitative descriptive studies may 
commence with a theory of  the phenomenon 
under study or a framework for data collection or 

analysis. Sandelowski (2000) also stated that 
qualitative descriptive research stays closer to the 
data and the surface of  words and events. 
 
   Participants 
   It focused on the doctoral students’ level in small 
cases. There were seven international students. The 
study was conducted in the northern Great Plains 
of  Hungary. The demographical data is shown in 
Table 1. 
 
   Data collection 
   To collect the data, instruments would be used. 
The instrument of  the study was a semi-structured 
interview and demographic data. The language of  
the interview was English. For interviewing, cell 
phone recording was used to record all interviews 
with participants. The data has been collected, and 
it will be kept confidentially on my personal 
computer. To collect the data, as shown in Figure 
1. 

 
 

 
 

  
 
  
 
  Table 1. Demographic data of  participant. Source: Authors. 

Students Age Gender Country Year of 
study 

Marital 
Status 

Occupation Family in 
Hungary 

Participant 1 35 Male Indonesia 2021 Married Civil servant  - 
Participant 2 34 Male Iraq 2019 Married - - 
Participant 3 32 Female Myanmar 2021 Single - - 
Participant 4 25 Female Uzbekistan 2022 Married - Husband 
Participant 5 47 Female Iran 2018 Married Teacher daughters 
Participant 6 35 Female Malaysia 2022 Single - - 
Participant 7 42 Female Indonesia 2021 Single - - 
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   Figure 1. Data collection procedure. Source: Authors. 

 
 
   On figure 1, the procedure of  the process was 
that first this study was designed and contacted the 
doctoral students at the university. After obtaining 
their permission, we interviewed the participant 
and gathered the data for the study. The data has 
been collected, analyzed, and interpreted based on 
the data. Finally, the data findings reported in this 
study. 
 
   Data Analysis 
   To analyze the data, this study used thematic ana-
lysis. The interview result that had been recorded 
would be the transcript. The transcript of  the inter-
view would be given based on the code. The code 
has been set and categories created. Braun and 
Clarke (2006) stated that a theme encapsulated an 
essential aspect of  the data in relation to the re-
search question and represented a pattern of  res-
ponse or meaning within the data set. In this in-
stance, the themes the researcher identified, coded, 
and analyzed must accurately reflect the entire data 
set's content. Some depth and complexity must be 
sacrificed in such an analysis (especially if  you are 
writing a brief  dissertation or article with stringent 
word limits), but a rich overall description is main-
tained. The theme would be reviewed and defined. 
After that, the findings of  the data presented in the 
study. In addition, the final finding would be trian-
gulated with the previous study (Figure 2). 

   Figure 2. Data analysis process. Source: Authors. 

 
 
    
   Ethical consideration 
   To collect data for the study, we gave participants 
informed consent to obtain their consent to 
participate in the study. To ensure their infor-
mation was kept confidential, the names of  partici-
pants were changed to participant one (P1), two 
(P2), three (P3), et cetera. It meant that the infor-
mation will be kept anonymous. 

 
 

   Finding 
   According to the data, there were eleven cate-
gories from the interviews. It is illustrated in figure 
3. 
 
 
   Figure 3. Result of interview of international doctoral 
students’ social adaptation in Hungary. Source: Authors. 
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   Personality 
   According to the findings, most of  the partici-
pants had an extrovert personality. As participant 
p4 said: "I am a very cheerful and responsive per-
son. I like to be in the spotlight and make the 
atmosphere fun with friends (P4, March 20, 2023)". 
Participant P4 said that she was a cheerful person 
in her social life; she liked when she was in the 
spotlight of  her friendship and had a fun atmos-
phere. Similarly, P6 said "I consider myself  a socia-
lized extrovert, and I love talking" (P6, March 13, 
2023)". There are only two people who define 
themselves as introverts: P2 and P7. However, all 
of  the participants stated that they were open-
minded and easy to adapt to a new environment. 
P5 said: "Yes, I do, because I think we are living in 
a world like that. Not being open-minded is not an 
option, so we need to accept people with all their 
differences (P5, March 17, 2023)". P6 also said it in 
a similar way that she said: "Yes, I consider myself  
an open-minded person because, as I mentioned 
earlier, I love talking. So when you talk, you meet 
the New people you love. You love to share your 
ideas and your mind. So that's why I consider my-
self  open-minded. And I also have so many 
friends. From many countries, so I can share every-
thing with them (P6, March 13, 2023)’. According 
to the result, it meant that of  the international 
doctoral students who came to study in Hungary, 
most of  them were open-minded and easy to adapt 
to in a new environment, especially in Hungary. 
 
   The First Visited Place 
   As international doctoral students came to Hun-
gary, there were several places that they visited. 
They were cities, specifically markets, places of  
worship, campuses or universities, classrooms, lib-
raries, banks, and departments. The place that they 
visited because they were interested in learning 
about the local life and had a tour of  the city in 
Hungary It aimed to learn how everything worked 
in Hungary. 

    First Friend 
   International doctoral students had an interesting 
experience when they met their first friend in Hun-
gary. Each of  them had a different story when they 
met their friend; their first friend also came from 
their own country or Hungary. One of  the unique 
stories from P4 was when she uttered. My first ex-
perience making new friends was a meeting in a 
hostel with students of  my course. Everyone 
brought something to eat for breakfast, and we had 
a warm conversation around the table, talking 
about our interests, thereby becoming close (P4, 
March 20, 2023)". Differently, P7 found that her 
first friend went to an academic college. She said: 
„My first friend I got before I arrived, I was loo-
king for someone who had the same supervisor as 
me, and I found one; she came from Myanmar, and 
she helped me a lot in my study (P7, March 17, 
2023)". Moreover, some of  the participants also 
met their first friend through an arrangement with 
their colleague, meeting their roommate, or mee-
ting a friend from their own country. From here, 
they knew the essential places and how to use 
public transport. We could see that the inter-
national students found their way to get friends 
with different ways. Since they had an extrovert 
personality, it also indirectly helped them know 
how to make friends in a new country. 
 
   Adaptation Type 
   Another issue that appears in the categories is 
adaptation type. Since then, they have come from 
different countries, which have different cultures, 
foods, and weather. All of  them tried to adapt to 
life in Hungary. P1 said: "using toilets in Hungary, 
especially using toilet paper to clean myself. I also 
needed to get used to not taking a shower every 
day, especially when the weather was cold (P1, 
March 31, 2023)." As P1 stated about the toilet in 
Hungary, all  people used toilet paper. In contrast, 
in his country, people used water. So, he had to 
adapt his habit of  using toilet paper instead. 



 
 

KÜLÖNLEGES BÁNÁSMÓD, IX. ÉVF. 2023/3. 

101 
 

Moreover, he also said that he needed to adapt to 
not taking a shower every day. Since then, he has 
come from a tropical country, Indonesia. The 
weather was hot, and he took a shower every day. 
Meanwhile, living in Hungary, where it has four 
seasons, especially winter, he must adapt to the fact 
that he does not take a shower every day. Because it 
was cold. On the one hand, P2 also mentioned the 
winter season in Hungary. "The winter was long 
for me; I got used to having winter for less than 
three months. Staying at home for a long time was 
difficult. Less meetings with friends and having 
fewer friends, learning and raising more cultural 
awareness as I needed to create a wider social 
network with different backgrounds (P2, March 17, 
2023). P2 also stated a similar adaptation type in 
Hungary. since they were from Asia, so that winter 
affected him, especially P2. As he stated that he 
needed to stay at home because the weather was 
cold, his interaction with his friends was reduced. 
This situation contrasted with his intention to 
create a wider social network in Hungary. In 
addition, the other participant said that another 
type of  adaptation in Hungary was food. P3 said: 
"Weather and food. This is totally different because 
I come from an Asian country and the food is 
really different (P3, March 12, 2023)." 
   In addition, P5 also made a similar adaptation 
about food; she uttered: "That's the issue. So yeah, 
I had to find a way to have the foods that I used to 
have back home here, and then the weather was 
very cold for us. Adapting to that was also a 
challenge. Okay, we use halal food. We do not eat 
pork, and we have a lot of  fruits and vegetables, 
which are very expensive here (P5, March 17, 
2023)". Based on the interview result, for adap-
tation type, the majority answer from the parti-
cipant was that they attempted to adapt themselves 
to Hungary through weather and food. 
 
   Way to Make Acquaintances 
   The way participants made new acquaintances 

had the same pattern. P1 said that he met new 
friends through academic activities such as confe-
rences and also through friends from his own 
country that he met regularly. Interestingly, P2 illus-
trated that the way to make acquaintances is like 
the snowballing method. He started to know his 
friend from his first friend, and he also met new 
friends at some events. For P3, her friends, whom 
she mostly met online first and then met in person, 
P4, P6, and P1 had the same pattern as P1, who 
met through academic activities. She mentioned 
that she met him during the lesson. P5 did not have 
any trouble making new friends in Hungary since 
she was a social person who liked to talk to people, 
introduce them, and ask what they were doing. 
Lastly, P7 met her friend through the Indonesian 
Students’ Association, roommate, school, friend-
to-friend, church, and conference. It showed that 
most of  the participants had the same pattern of  
making acquaintances in Hungary. most of  them to 
make friends through the university’s activities. 
This was normal since they were students who 
studied at a university in Hungary. It also revealed 
that they tend to meet new acquaintances from 
their own country. 
 
Time Adjustment 
 
   Figure 4. Time adjustment for international doctoral 
students in Hungary. Source: Authors. 

   
   Based on the result, the time adjustment for each 
participant was different. P2 had a short time to 
adjust himself  in Hungary, as he said that he tried 
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to adjust himself  as soon as possible while arriving 
in Hungary. As for P1, it took about two weeks. P6 
took a little bit longer than two months for her to 
adjust to life in Hungary. It continued with P4, 
where she took three months, and P5, who took 
longer than P4, took about six months to adjust 
herself. However, for P3, it took about one year, as 
she answered that it was because of  the Corona 
Virus in 2019 that everyone was not permitted to 
go out without reason besides their residents. So it 
took a little longer for her to adjust to Hungary’s 
environment. Unfortunately, for participant P7, it 
took the longest adjustment compared to the other 
six participants, as she uttered that since she came 
to Hungary, she still attempted to make the 
adjustment to living in Hungary. Obviously, they 
answered that because Hungary had a different 
culture, weather, and food. So that she still 
struggled to adapt herself  to living in Hungary. 
 
   Challenge Social Adaptation 
 
   Figure 5. challenge social adaptation. Source: Authors. 

 
 
   From the data, it revealed that there were some 
challenges for international doctoral students to 
adapt to Hungary, as illustrated in figure 5. As 
statements from P1 and P7 said, finding the right 
topic for the conversation was a challenge, for 
example, finding common interests or hobbies to 
start the conversation. In contrast, P2 said 

"Expectations from friends were punctuality. In my 
culture, there are more expectations from friends 
when it comes to getting help, for example, and 
hospitality. On a personal level, punctuality is also 
very important. But I learned that in some cultures, 
it is normal if  you have an appointment at 2 p.m. 
and get there at 2:30 or 3 p.m. (P2, March 17, 
2023)". 
   It meant that while studying in Hungary, he met 
friends who had different cultures from his own. 
He expected that he would meet people who were 
helpful and showed hospitality. In addition, he also 
met people who had different cultures about ti-
ming. For example, people who did not come on 
time in Hungary were a new experience for him, 
and he needed to adapt to those kinds of  people. 
Moreover, in terms of  culture in Hungary, parti-
cipant 3 found that it was a challenge for her. She 
said: "I have never danced before, so it's like they 
are dancing, singing, and drinking. I don't want to 
drink. I don't want to dance, and I don't. "I don't 
know how to sing (P3, March 12, 2023)". She had 
not experienced this in her country. She did not go 
to a place that made her dance and sing. In Hun-
gary, she came to a place where she needed to sing, 
drink, and dance. It was a challenge for her because 
she had not had this experience before in her 
country. Besides, P5 and P6 face language barriers 
when they meet new people. P5 stated: "In Hun-
gary, the language barrier is the worst challenge I 
have ever faced (P5, March 17, 2023)". Since that 
Hungarian spoke Hungarian and  international stu-
dents spoke English for communicating with each 
other, language became her challenge while stu-
dying in Hungary. This also happened to P6, who 
said: "The challenge I have as Putin with meeting 
new people here in Hungary, I'm just scared. First 
when I meet people, especially the Hungarian 
people. I am just trying to get closer to them be-
cause maybe they do not speak English. And then 
when I get to know someone close, I love talking, 
and then I'm afraid that people will get annoyed 
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with me (P6, March 13, 2023)." 
   Generally, the challenge for P5 and P6 was the 
language barrier since they could not speak Hun-
garian in Hungary. It made them doubt their ability 
to interact with local people in Hungary. Hence, 
they could not make their network with local 
people wider. 
  
 
   Factor to Social Adaptation 
 
   Figure 6. Factor to social adaptation. Source: Authors. 

 
   It was discovered that for all participants, 
similarity in interest, lifestyle, age, gender, culture, 
education background, country, and food became 
vital to their social adaptation. Finding the simi-
larity could connect international students with 
people in Hungary. With this similarity, they could 
build the communication pattern smoothly. Yes, of  
course. There should be at least. With the same 
range of  okay, age is not important, but I think 
there should be some something that connects US 
education interest (P5, March 17, 2023)". 
   In addition, the friendliness and attentiveness of  
individuals also became factors in adapting to 
international students. Since then, they have come 
alone to Hungary, and it has been foreign for them. 
They needed to meet an individual who was friend-
ly and attentive toward them to fasten the 
relationship with them. However, it also found that 
for P7, the factor contributing to adaptation based 

on her view was time. She said: "I don’t have any 
specific consideration when making friends, time 
will help me to see whether this person can be just 
an acquaintance, a friend, or my best friend, accep-
ting people as they are (P7, March 17, 2023)". In 
P7’s perspective, she did not have any criteria to 
decide what factors affected her social adaptation. 
 
 
   Setting Social Adaptation 
   From the seven participants who voluntarily 
participated in this study, there were three doctoral 
students who spent most of  their time in the 
university, two participants spent most of  their 
time in social settings, and two participants said 
that they balanced their time between the university 
and social settings. As a statement from P6: "Most 
of  the time I spend my life here in Hungary with 
my classmate (P6, March 13, 2023)". The reason is 
that since she came to Hungary to study, she spent 
most of  her time at the university with her 
classmates. For students who spent most of  their 
time outside of  university, they said: "There is a 
food festival every year; it is a good opportunity to 
know other cuisines in different parts of  the world. 
Dance and music festivals are regularly held in the 
city. And in summer there is a big, nice flower car-
naval in Debrecen (P2, March 17, 2023). 
   In addition, P4 also said that "Most of  my social 
activities take place in a public environment rather 
than at the university (P4, March 20, 2023)". Since 
then, they came to Hungary as international stu-
dents. Two of  the students liked to spend their 
time in Hungary and attempted to know Hungary's 
culture more. Moreover, there were two students 
who managed their time well in university or social 
settings. 
 
   Self -reflection 
   Since studying in Hungary, there have been 
different points of  view from the participants 
about their lives as international students. P1 said 
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that when he first came to Hungary, he thought 
that it was a foreign country; however, as he lived 
there for about two years, he considered it his 
second home. Moreover,  P2, P3, and P5 told me 
that they learned many things from Hungary: they 
became more patient, flexible, and aware of  the 
diversity of  people. In another perspective, P4 and 
P6 improved themselves a lot in Hungary. P4 said 
"Comparing myself  now to that time when I first 
came to Hungary, I can say that I have become 
more confident in communication; I know all the 
necessary routes and can plan the time for my way 
correctly (P4, March 20, 2023)". As she said, she 
became confident in communication and had 
improved time management during her time in 
Hungary. Besides, P6 also had differences about 
her living in Hungary. she uttered: "I considered 
myself. I’m getting there in terms of  physical. I’m 
getting more fat because here I just eat every day 
like it’s getting colder and colder day by day. So you 
have to, you know, warm yourself  up, so you need 
to eat. And then, emotionally, I can say that. And I 
will become stronger because you have to set your 
mind to the fact that you are alone here. If  you're 
weak, nobody's going to help you. So you have to 
be strong for yourself  (P6, March 13, 2023)". P6 
explained that she had made two improvements 
within herself: physically and emotionally. This 
changed perspective cannot be found in P7 
because she felt the differences within herself  
while living in Hungary. 
 
   New Habit/Unfamiliar Things  
   It was interesting to find many unfamiliar and 
new habits among the international doctoral stu-
dents in Hungary. Each of  them had different 
responses toward their adaptation in Hungary. The 
new habits and familiar things to do in Hungary 
are shown in Figure 7. 
   As a student who came from Asian countries, P2 
mentioned that he liked to travel. Since he was 
living in Hungary, he used to travel to other 

countries because Hungary was a Schengen 
member, so he did not need a visa to visit another 
country within Europe, and he took this chance to 
travel more. As he said: "I used to travel more 
between cities. In Hungary,  I try to travel to other 
countries as I have a better chance to travel without 
visa issues (P2, March 17, 2023)". 
 
   Figure 7. New Habit and Unfamiliar things in 
Hungary. Source: Authors. 
 

 
 
 
   Moreover, P3 felt unfamiliar with the culture in 
Hungary. If  she compared it with her home coun-
try, it was not safe for a woman to go outside in the 
night. So she did not prefer to go out at night, and 
in terms of  clubs, she also never went to a club in 
her home country. Nevertheless, in Hungary, it was 
safe, and she could go to the club. She uttered: " 
   Going out at night, I never go to clubs. We have 
clubs. And here we have clubs, but I never go to 
clubs. Uh, what I mean is, it's not safe. It's not 
favorable. It's not good to go outside at night after 
5:00 PM; I don't go outside. (P3, March 12, 2023)". 
   It was also an interesting experience for P5. She 
mentioned that she never went to higher education 
in her home country, Iran. Living in Hungary, she 
grabbed her chance to study. She informed: "I 
didn't go to a university there (in my home 
country) (P5, March 17, 2023)". A unique expe-
rience for P6 since she studied in Hungary. P6 



 
 

KÜLÖNLEGES BÁNÁSMÓD, IX. ÉVF. 2023/3. 

105 
 

explained: "In my country. Using a bicycle to travel 
from one location to another was not a common 
occurrence in Malaysia, my home country, but it 
did occur here. Wherever you wanted to go, you 
needed to use a bicycle. Or you can just walk in or 
take the tram. So, a bicycle is something that I did 
not really use in Malaysia, except if  I wanted to, 
you know, have some free time to exercise. When I 
had free time, the people went to work with the 
bike seeker, and then they wanted to go anywhere 
with the bicycle. But it's not normal. It's not 
something that's normal in Malaysia. (P6, March 
13, 2023) 
   As a Malaysian, bicycles were not common in her 
country. She found out that there were many 
bicycles in Hungary. People liked to use it, and she 
also decided to use a bicycle like people in Hun-
gary. As a country located in Europe, Hungary has 
four seasons. For an Asian who lived in two sea-
sons, only P7 felt unfamiliar that she had to wear 
more than two layers of  clothes and a thick jacket. 
In addition, she also started to wear short skirts. 
She mentioned: "When wearing more than two 
clothes at once, take a very thick jacket and wear a 
short skirt (P7, March 17, 2023)". 
   However, for P4, she did not see any difference 
from what she encountered when she lived in 
Hungary. It was because she came from central 
Asia that it had differences from other Asian 
countries such as Malaysia and Myanmar. If  P7 
from Indonesia and P4 who came from Uzbekistan 
compared seasons, P4 had no difference in expe-
rience since Uzbekistan had a winter season, so she 
used to wear thick jackets and layers of  clothes. 
 
   Discussion 
   This research on social adaptation aimed to 
reveal how doctoral international students adapt to 
their social lives in Hungary. It showed that there 
were many aspects that they had to learn when they 
first arrived in Hungary. As the study findings 
revealed, all of  the participants were open-minded 

and ready to socialize with people in Hungary. 
Nevertheless, there were some challenges and un-
familiar activities that they had to do because they 
had never existed in their home country. Time 
adjustment and factors that helped international 
doctoral students improve their socialization in 
Hungary showed a different pattern, except for 
finding the first friend and acquittals. Since they 
were international students who aimed to study in 
Hungary, they mostly encountered colleagues in 
university activities such as classrooms, confe-
rences, or roommates in the dormitory. This pat-
tern was commonly observed among international 
students, as they gained access to resources that 
were previously unavailable to them. It was found 
that, based on their personalities, all of  the partici-
pants were open-minded and easy to adapt to in 
Hungary. 
   For international students who study in Hungary, 
it is pivotal for them to find a place that will help 
them adjust rapidly. They could learn how to fulfill 
their daily necessities, such as a market for buying 
daily groceries, a place of  worship for their reli-
gious activity, a bank for saving their money, and a 
university for classes, departments, and libraries. 
This finding is in agreement with Alasmari’s (2023) 
finding that numerous international students had 
favorable impressions of  the facilities and services 
provided to meet their daily requirements. Besides, 
they also needed to find new acquittals; all of  the 
participants had different stories. Even so, most of  
them met their first friend and followed the same 
pattern to make acquaintances, such as arranging a 
meeting with their colleague, meeting their room-
mate, or meeting a friend from their own country. 
Since they were all students, most of  their 
acquaintances came from university and home 
country friends. 
   Due to cultural and geographical differences, all 
of  the participants had to overcome Hungary’s 
differences in weather, food, and culture. The 
findings showed that the food in Hungary was 
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different from that in their home country in terms 
of  culture and weather. For example, for P1, it was 
difficult to adjust because in P1's home country, 
toilets used water, whereas in Hungary, they used 
toilet paper. During the winter, also because the 
weather was cold, P1 needed to adjust his shower 
time. As food was different in their home country, 
international students needed to adapt to food and 
taste. In addition, the vegetables in Hungary were 
also expensive for the participants, and for Muslim 
students, it was difficult to find halal food. This 
finding was in accordance with Wu et al. (2015), 
who found that the participants encountered 
culture shock due to different types of  beliefs and 
value systems. They had to adapt to various value 
systems, communication patterns, signs and sym-
bols of  social contact, and interpersonal relation-
ship patterns upon entering a new culture. From 
international doctoral students who experience 
differences compared to their home country. As a 
result, they needed to adjust their habitual activities 
while living in Hungary. 
   Based on the findings, the adjustment times of  
the international students were different. These 
differences could be explained by students’ stress 
during their social adaptation. Paudel (2021) repor-
ted that culture shock-related obstacles may contri-
bute to stress, and these factors may ultimately 
result in a lower level of  college adjustment for 
these students. Coping with their stress during the 
adaptation period takes different times for each 
individual. According to the findings, one of  the 
challenges for social adaptation was the language 
barrier. This finding is in line with Pustarnakova’s 
et al.’s (2020) statement that the major problem for 
international students was the language barrier; 
58% of  students mentioned this problem. From 
the result, it showed that international students’ 
doctoral students did not expect these challenges; 
in contrast, they acknowledged that they were not 
ready before coming to Hungary, but they had to 
encounter them. Hussain and Shen (2019) revealed 

that readiness plays a significant role in inter-
national students' ability to balance challenges and 
support. International students in a new culture 
and academic environment are frequently con-
fronted with a variety of  strange and unfavorable 
situations. In other words, when international doc-
toral students are ready to prepare themselves to 
encounter many challenges and problems in their 
social adaptation in Hungary, it has a chance to 
decrease students’ culture shock and increase stu-
dents’ adaptation rapidly. The factor of  social 
adaptation is also found in this study. In order to 
increase social adaptation, friendliness and atten-
tiveness were important in many aspects and over 
time. This finding also meant that when someone 
was friendly toward international students, it was 
easy to make friends and build a network, and 
when the similarity in aspects of  gender, age, and 
culture became the factor that would enhance the 
adaptation, it would increase international students’ 
comfort with their friends. During this time, they 
would adapt their social lives completely. 
   Based on the findings, we also discovered that 
most international doctoral students spend most of  
their time at the university. Two of  them attempt to 
balance their time, whether in university or social 
life. Studying in Hungary, international students 
obtain positive benefits such as becoming more 
patient, flexible, and aware of  the diversity of  
people. They also improved themselves a lot in 
Hungary. This finding is the same as that of  Steb-
leton et al. (2013), who found that participation in 
all study abroad opportunities correlate positively 
with the development of  linguistic and cultural 
competence in a second language among students. 
Asian students reported greater gains in compre-
hension of  the complexities of  global issues, appli-
cation of  disciplinary knowledge in a global con-
text, and linguistic and cultural competence in 
another language, but fewer gains in confidence 
working with individuals of  other cultures. Interna-
tional doctoral students could broaden their point 
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of  view about culture because they would meet 
another international student from many countries 
and local people from Hungary, so that they would 
be more aware of  multiculturalism. 
   Furthermore, the findings showed that there 
were some unfamiliar things to do for international 
students who study in Hungary. They were palinka 
and beer barriers; this was not one of  them be-
cause this product was only produced in Hungary, 
so international students did not have any access to 
consume this product. However, this product still 
became a new item for international students. For 
travel, it was difficult for Asian students because if  
an individual came from a certain country and the 
country that an individual wanted to visit required 
a visa to enter the country, Asian students who 
studied in Hungary knew that as members of  
Schengen countries, it was a privilege to visit a 
country in Europe without any visa. The partici-
pant's home country also has a national stereotype 
that they do not allow women to go out at night 
and go to the club. Since they study in Hungary, 
there is no such rule as in their home country. 
Moreover, due to transportation and weather, inter-
national doctoral students also found out that 
cycling was normal and that wearing more than 
one coat was necessary during the winter to pre-
vent cold weather. For Asian students, who tend to 
be dependent on public or private transport in 
their home country, going out with a bicycle was 
rare, and wearing more than one cloth was hot for 
them, who always had two seasons, rainy and dry. 
This report, in accordance with Sobkowiak (2019), 
revealed that the students' perspectives on life in a 
particular foreign culture were relatively concilia-
tory and rational. Moreover, their accounts were 
dominated by favorable attitudes toward foreign 
cultures. Several countries, such as Belgium, Fran-
ce, Portugal, and Italy, have a completely different 
meal schedule, with dinner being the primary meal 
served in the evening. Coffee drinking has also 
become a ritual in Italy. This may have been due to 

the fact that their access to the lives of  locals was 
restricted to casual encounters in public locations, 
allowing for only superficial observations. In 
addition, the majority of  students studied in cities 
with a substantial tourist influx, which also influen-
ced, blurred, and distorted the landscape. Indivi-
duals believed that everyone was fundamentally the 
same, and differences were acknowledged but 
minimized and deemed insignificant in comparison 
to cultural similarities. However, their reports were 
filled with culture-specific generalizations and ste-
reotypes. Contact with international students in-
creased the study participants' awareness of  diver-
sity, which should facilitate their future cultural 
sensitivity. 
 
 
   Conclusion 
   Social adaptation is an issue that is essential in 
the higher education sector, especially for inter-
national students. Based on the findings, interna-
tional students were aware of  how to adapt to a 
new environment. Hence, they had different pat-
terns to develop their adaptation. It was found that 
international doctoral students had distinctive ways 
to accept a new friend, place, and time. Never-
theless, challenge and the factor of  adapting were 
general factors that people would encounter, not 
only students but also people they were not. The 
remarkable finding that could be found in this 
study was that it was a new habit and an unfamiliar 
activity for international students. This was an 
unfamiliar activity that they never did in their home 
country, but they did it in Hungary. The reason was 
because Hungary was located in Europe, which 
had four seasons and a different system and value. 
For international doctoral students, all of  whom 
were from Asian countries, there were huge diffe-
rences. In short, international doctoral students’ 
social adaptation in Hungary was something they 
knew how to handle when they arrived in Hungary. 
Even though it took different times for them to 
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adjust to living in Hungary, they knew how to 
adapt to their new environment. This insight was 
essential for international students who wanted to 
pursue their studies abroad, especially in Hungary. 
It was also a good solution for the institution to 
know the pattern of  students' social adaptation in 
order to help international students adapt during 
their study in Hungary, with expectations that this 
would help students performance in the classroom. 
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Appendix 
   Unveiling international doctoral students' social 
adaptation in Hungary 
   Based on the literature review, the investigator creates 
interview guidelines that are not limited to the following 
questions. 
 
A. Reflection before coming to Hungary 

 Tell me about your personality 

 Are you consider yourself an open-minded person? 
Why? 

 Are you someone who can adapt to a new 
environment?

 
B. Social community in Hungary 

 What did you do when the first time you came to 
Hungary? 

 Give me an example of your experience with your 
first friends in Hungary. 

 Tell me about what things you attempt to adapt 
when arriving in Hungary. 

 How did you make new friends during your study 
in Hungary? 

 What element are you considering for your social 
adaptation? 

 How long can you adjust yourself to a new 
environment? 

 What is a challenge you have experienced when 
meeting new people? 

 What is the factor that makes it easier to socialize? 

 Tell me about most of your social activities in 
which environment, university or social? 

 
 
C. Self-reflection  

 How do you compare yourself to the first time you 
came to Hungary and now? 

 Tell me about something you did in your home 
country, which you did in Hungary. 
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   Abstract 
   In the education world, Waldorf education exists in some countries. Waldorf education revitalized the 
Indonesian education issue to improve individual well-being. This study reviews Waldorf education in 
Indonesia. We collected data via online content analysis focused on the Waldorf school website and 
Facebook. It was reported that Waldorf education only exists in big cities such as Jakarta, Bandung, 
Yogyakarta, Balikpapan, and Bali. All Waldorf education in Indonesia only offered play gardens, except 
Arunika Waldorf and Madu Waldorf, which offer an elementary school. All of the websites from Jagat 
Alit, Arunika, Bambino Preschool, Madu Waldorf, and Kulila Playgroup provide all the information about 
their school. However, for Denia Beun Play Garden, the information was mostly updated on their 
Facebook account. The implementation of Waldorf philosophy was well implemented in all schools. The 
adjustment point only on cultures because of the differences between Europe culture and Indonesian 
culture.  
   Keywords: Waldorf Education, Waldorf Education in Indonesia, Waldorf Curriculum 
   Discipline: pedagogy 
 
   Absztrakt 
   ÁTTEKINTÉS AZ INDONÉZIÁBAN MEGVALÓSULÓ WALDOR PEDAGÓGIÁRÓL 
   Az oktatás világában számos országban létezik Waldorf-oktatás. A Waldorf pedagógia új lendületet adott 
az indonéz oktatási szemléletnek. A tanulmány a Waldorf pedagógiát tekinti át Indonéziában. Az adatokat 
online tartalomelemzéssel gyűjtöttük, a Waldorf iskolák weboldalára és a Facebookra összpontosítva. A 
Waldorf pedagógia csak olyan nagyvárosokban létezik, mint Jakarta, Bandung, Yogyakarta, Balikpapan és 
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Bali. Indonéziában a Waldorf pedagógia többségében kora gyermekkori intézményekben vannak jelen, 
kivéve az Arunika Waldorf és Madu Waldorf általános iskolák. A Jagat Alit, az Arunika, a Bambino, a 
Madu Waldorf és a Kulila óvodák weboldalai minden információt tartalmaznak az intézményekről. A 
Denia Beun óvoda esetében azonban a szükséges információ az intézmény Facebook oldalán található. A 
Waldorf-filozófia szemléletét minden iskolában sikeresen megvalósították. Az eltérés a Waldorf pedagógia 
értelmezésében az európai kultúra és az indonéz kultúra közötti különbségekkel magyarázható.  
   Kulcsszavak: Waldorf oktatás, Waldorf oktatás Indonéziában, Waldorf tanterv 
   Diszciplína: neveléstudomány 
 
 
 
 
   Introduction 
   Education was one of the pivotal components of 
the country in the world. The education system in 
every country was implemented based on the needs 
of the country. For example, Indonesia was led by 
the Ministry of National Education and Culture, 
abbreviated as Kemendikbud (Chazan, 2021). 
However, the Curriculum in Indonesia has been 
reformed many times according to educational 
needs. The Curriculum could improve some things 
regarding the education system in Indonesia. From 
an academic perspective, education was evaluated 
based on scores. However, on the other hand, 
education should balance well- the students too. 
The current president, Joko Widodo (2019-2024), 
also had a vision that education can develop more 
well-being of an individual. To flourish, Indonesia 
requires a good system of education that improves 
the well-being of inhabitants, increases human 
capital, and helps it attain economic and political 
aims. To realize the president’s vision, a funda-
mental transformation in the education and trai-
ning system is required to fulfil its promise, enable 
the country’s full involvement in the fourth 
industrial revolution, and ensure that Indonesia 
maximizes its demographic dividend (The World 
Bank, 2020). To achieve this, Indonesia must im-
plement some changes or adopt another system of 
Curriculum.  Concerning increasing individual well-
being, Waldorf education offered to become one 

of the problems solving to achieve President Joko 
Wido-do’s vision for Indonesia. Waldorf education 
was something familiar from an education perspec-
tive. Waldorf education had spread over the world 
and was founded by Rudolf Steiner. Rudolf Steiner 
published The Threefold Social Order in 1919. It 
was a book about an approach to political and 
social renewal aimed at constructing a society 
ravaged by World War I (WWI) turbulence. It was 
hijacked by expanding materialism, and scientific 
rationalist thought. Steiner argued that individuals 
chaotically combined these threefold social order 
elements in modern times. 
   Moreover, he thought individuals could achieve 
social order by building a Threefold Common-
wealth. The book and lectures given by Steiner on 
this subject made a big impression in Europe. The 
three elements that he mentioned are about the 
social organism. Those elements were related to 
universal ideals of liberty (cultural, intellectual, and 
religious freedom), equality (political freedom and 
legal rights), and fraternity (the right to work crea-
tively). This framework was a novel approach 
founded on the tripartite essence of the human 
being. It shows thinking, feeling, and willingness. It 
was manifested in the well-known image of the 
developing child as a trinity of brain, heart, and 
hands in Steiner Education. Comprehension of 
human organisms may mirror or comprehend the 
form of the social organism (Stehlik, 2019).  
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In addition, regarding the development of Waldorf 
education in Europe, Europe was the major pre-
sence on world maps of Waldorf/Steiner edu-
cation, and Germany was dominant in Europe. 
There were 12 Waldorf kindergartens for every 20 
in the world. Waldorf schools are popular in 
practically every country. The number of kinder-
gartens outnumbers the number of schools Paull & 
Hennig (2020). 
   However, the question was how the implement-
tation of Waldorf education in Indonesia. There-
fore, this study attempted to elaborate on Waldorf 
education implementation in Indonesia. This study 
aimed to discuss Waldorf education and its imple-
mentation in Indonesian schools and promote 
Waldorf education in Indonesia. 

 
   Method 
   This study used a qualitative approach. The met-
hod that we used was online content analysis. The 
data was collected from Waldorf education web-
sites and text chat interviews. We collected data 
through their description of the school, curriculum, 
and program offered. For a Waldorf school that 
did not provide much information, we used social 
media such as Facebook and Instagram to obtain 
information.  
   In addition, we contacted each Waldorf school to 
obtain more information about their school. We 
conducted a text chat interview via email and 
WhatsApp. Text chat interviews were used because 
of time differences between Hungary and Indo-
nesia, and teachers needed time to prepare the 
answers. The language used during the interview 
was Bahasa Indonesia. There were Waldorf schools 
that also used English, for example, Madu Waldorf 
in Bali, because they communicated using English 
and only partly spoke Bahasa Indonesia. 
Interlanguage can be changed depending on 
whether the school uses Bahasa Indonesia or 
English as its primary communication language. 
After interviewing the teacher from school, all of 

the data and audio were kept on the computer. The 
procedure of data collection is illustrated in Figure 
1. and Figure 2. 
 
 
 
   Figure 1. Collecting data from the websites of Waldorf 
School in Indonesia. Source: Authors. 

 
 
 
 
 
   Figure 2. Process of collecting data for interviewing. 
Source: Authors. 

 

 
   From Table 1. There was information about the 
interview for the study. The participants used 
pseudonym name to protect their data. The 
discussion for each school was different; four 
schools used WhatsApp to interview, and two 
preferred to respond via email. All of the schools 
agreed to do the interview. 
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   Table 1. Interview at Waldorf school. Source: Authors. 
N School Media 

interview 
Interview Language 

1 Jagad Alit Email Yes Bahasa 
Indonesia 

2 Arunika 
Waldorf 

WhatsApp Yes Bahasa 
Indonesia 

3 Bambino 
Preschool 

WhatsApp No 
further 
response  

English 

4 Madu 
Waldorf 

Email Yes English 

5 Kulila 
Playgroup 

WhatsApp Yes Bahasa 
Indonesia 

6 Denia 
Buen 
Playgroup 

WhatsApp Yes Bahasa 
Indonesia 

 
   
   Bambino Preschool had contacted and approved 
for discussion, however, there were no further 
responses on the text interview. However, we 
could still find information about the school on its 
websites. For the result of data from an interview 
that used Bahasa Indonesia, we translated their 
interview into English by myself to make it easier 
to understand. 
 
   Result 
 
. Waldorf  School in Indonesia is shown in table 2. 
 
Table 2. Waldorf  education in Indonesia. Source: Authors. 

Waldorf  Education Name Location 
Jagad Alit Bandung 
Arunika Waldorf Bandung 
Bambino Preschool Jakarta 
Madu Waldorf Bali 
Kulila Playgroup Jogyakarta 
Denia Buen Play Garden Balikpapan 

 
   The development of  Waldorf  education in 
Indonesia started at Jagad Alit School in Bandung. 
Wildensyah (2019) stated that beginning in 2013, a 
group of  alternative education activists in Bandung 
established a learning community that undertakes 
Waldorf  Education studies and activities. This 

neighbourhood employed the Waldorf  educational 
philosophy in Bandung’s alternative schools. 
Throughout the process, this community 
consistently offered training events and public pre-
sentations on Waldorf  education. Waldorf  School 
teachers from nations like Germany, the United 
States, Switzerland, and others carried out this 
project. Participants included educators, parents, 
and advocates for alternative education who were 
interested in the educational philosophy of  
Waldorf  schools. The first group of  Grade School 
Teacher Training was held in Bandung due to the 
Waldorf  School's gradual expansion, fueled by the 
abovementioned enthusiasm. Participants from all 
backgrounds and locations strengthened the seeds 
of  the presence of  the Waldorf  School.  
   There was Jagad Alit Waldorf, who specialized in 
early childhood. Jagad Alit Waldorf  has been doing 
well over the previous three years. After Arunika 
Waldorf  in Bandung, the Madu Waldorf  was es-
tablished in Bali as the precursor to the Bali 
Waldorf  School. Waldorf  School Initiatives had 
already started appearing in numerous locations, 
such as Jakarta. Waldorf  Jakarta was present with 
activities such as organizing study groups and 
workshops. In Yogyakarta, there was Kulila Wal-
dorf  at the early childhood level. The Waldorf  stu-
dy group in Balikpapan has hosted parenting 
events and workshops for parents and teachers. 
Waldorf  schools in Indonesia are a breath of  fresh 
air for alternative education. Waldorf  education in 
Indonesia was located in Jakarta, Bandung, 
Jogyakarta, Balikpapan and Bali 
 
   Jagad Alit 
   Jagad Alit School was located in Bandung, Indo-
nesia. Jagad Ali’s website http://jagadalitschool. 
blogspot.com, states that Jagad Alit - Waldorf  
School was a Playgroup and Kindergarten that 
integrated the Waldorf  educational philosophy into 
Indonesian cultural values and regional customs. 
The foundation of  the Waldorf  educational 
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philosophy was education that was offered through 
the hands, heart, and head to the three as-
pects/parts of  human beings (three folds of  a 
human being), namely willing, feeling, and 
reasoning (head). The Jagad Alit-Waldorf  School 
adheres to the belief  that science, spirituality, and 
the arts should not be separated into their respec-
tive fields. The curriculum was as comprehensive as 
time permits, balancing academic courses with 
creative and practical activities. The flow of  the day 
presented the curriculum and enlivened each sub-
ject with poetry, storytelling, art, handiwork 
(crocheting, knitting, rudimentary sewing, wood-
working), or drama. Therefore, academic education 
was usually coupled with artistic, rhythmic, and 
practical labour. Handwork and fine arts challenges 
were not viewed as distinct, insignificant possibi-
lities but as essential components of  a well-roun-
ded education (Jagad Ali, n.d.). According to their 
Instagram account, namely jagadalitwal-
dorf_playkinder (https://www.instagram.com/p/-
BjcVwC9AKku/), the criteria for students who 
could enrol in Jagad Alit Waldorf  is age 3 to 6 or 7. 
   According to their website http://jagadalit-
school. blogspot.com, there were some programs 
at Jagat Alit Waldorf  School, as illustrated in Figure 
3. 
 
   Figure 3. Activities in Jagat Alit Waldorf  School. 
Source: Authors. 
 

 

   Rhythm was activated for daily activity from 7.50 
a.m. to 10.45 a.m. The activity started with outdoor 
free play. After playing, students organized toys, 
cleaned, and did a morning circle. Around 9 a.m., 
students prepared a snack together and continued 
with indoor free play and arts and crafts activities. 
Next, they would organize their toys and enjoy 
their snack. Then, students prepared their bags and 
joined in storytelling, around 10.40 to 10.45, they 
got ready to go home. in addition, Jagat Alit also 
had Klab Anak Rabu activity. This activity means 
that Jagad Alit students could gather with their 
parents every Wednesday. For storytelling, the 
student would listen to the teacher tell the story. 
   Further, the activities included free play, circle 
time, storytelling, and crafts for parents. Another 
activity was free to play. Free play was defined as 
unsupervised independent play for students. Simple 
toys were provided for students to explore and 
build their imaginations. A piece of  cloth such as 
silk, cotton, wool, or another natural was provided 
for students.  
   We interviewed Kelly, who was a teacher at Jagad 
Alit. Kelly explained that Jagad Alit promoted itself  
online, where it shared information about its activi-
ties or events. In addition, Jagad Alit promoted 
their program through word-of-mouth promotion, 
study groups, and community building. They also 
established a parenting program to “educate” 
parents and build communities. Jagadish Alit also 
attempted to involve parents in their activities as 
much as possible, such as through study groups, 
parent meetings, one day with a parent, celebra-
tions, child study, et cetera. For curriculum, they 
adopted the Waldorf  philosophy, which was the 
basis of  their school. Jagadish Alit modified local 
culture and geography, particularly for celebrations 
and festivals and the use of  local materials. 
   Regarding religion, they did not focus on each 
student’s beliefs. However, religion was still essen-
tial to instil in students a sense of  wonder and 
gratitude. In Jagad Alit, all of  the teachers were 
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Indonesian. One of  them graduated from Waldorf  
training. Three were studying at the training, and 
two had yet to take Waldorf  training. Jagad Alit 
also collaborated with another school that joined 
the Indonesia Waldorf  Steiner Association. 

 
   Arunika Waldorf 

   According to their website at https://arunika-
waldorf.wordpress.com, Arunika Waldorf  was loca-
ted in Bandung. This school was an independent 
school, which was not bound or dependent on 
certain organizations/groups/people, so they were 
free to design education according to the growth 
and development of  children - but still referred to 
and adapted to the Republic of  Indonesia’s National 
Curriculum, where children are the primary subject 
and focus; not for the benefit of  schools, foun-
dations, teachers, or parents. In addition, they mixed 
local (Sundanese) cultural features and flavours into 
the learning process. Since 2017, preparations have 
been made for opening the first Waldorf  Elemen-
tary School in Indonesia, a school based on the 
notion of  human growth and development as spiri-
tual beings in a balanced material world. Characte-
ristics of  Arunika’s learning are: prioritize coopera-
tion, not competition. One instructor oversaw gra-
des one through six; art, music, and craft were inclu-
ded in the curriculum, and the entirety of  science, 
art, and spirituality was conveyed to matter. The 
subject was conveyed through stories (storytelling) 
using a Waldorf-style storytelling technique, it used 
no fixed texts or guides, exceptional learning 
rhythm: main lesson block (one lesson is studied for 
3-6 weeks), the cultural, social, and environmental 
integrity of  each lesson and it was an inclusive insti-
tution. Arunika’s educational characteristics are seen 
in Figure 4. In Figure 4, as a Waldorf  school, 
Arunika wants a healthy school that brings its 
supportive community and students on a healthy 
path. Arunika, being a Waldorf  school, always 
promoted a balanced and harmonious learning 
process between will, emotion, and reason. 

   Figure 4. Education in Arunika Waldorf. Source: 
Authors. 

 
    
   Waldorf  education also employed a learning 
rhythm that was in sync with natural rhythms, 
such as the rhythm of  breathing and the cycle of  
day and night, so that the learning process was 
healthy. Child study or study of  children on each 
child, in which the child’s condition, develop-
mental situation, physical abilities, will, sense and 
mind, difficulties and natural talents, challenges 
and things that provoked them into the detailed 
discussion for teachers to determine what they 
can or must do to support the child's learning 
journey. The threefoldness was balancing all of  
its elements (both body, soul, and spirit/spirit as 
well as intention, taste, and mind) so that one 
could avoid becoming a one-sided human being 
and even use all of  one’s elements in a balanced 
manner in the future. Moreover, drawing without 
using tools (freehand drawing) taught youngsters 
appropriate posture and direction and how to 
seek and develop endurance in their souls. 
Furthermore, there were two types of  schools at 
Arunika Waldorf, as shown in Figure 5. 
   According to their website at https://arunika 
waldorf.wordpress.com, Arunika Waldorf  opened 
the elementary school and kindergarten levels of  
education. They only stated that the minimum 
age for students in elementary school was six 
years old. 
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   Figure 5. Type of  education in Arunika Waldorf. 
Source: Authors. 

 
 

   However, there needed to be more detail about 
this. On the page, there was only the procedure for 
parents who want to enrol their child in this school. 
On the kindergarten enrollment page, there was 
information about fee contributions. There was 
detailed information about the method used by 
Arunika Waldorf  School and how Arunika Wal-
dorf  encourages students to connect with nature 
through activities like exploring natural resources, 
taking nature walks, and gardening. It stated that 
Arunika Waldorf  provides students with toys that 
have open-ended characteristics and provide 
learning through storytelling. Moreover, on the 
page, detailed information was also provided about 
the schedule for students, as shown in Figure 6. 
      According to the interview, Nindi, a teacher at 
Arunika Waldorf, said they used online media to 
promote their school. They shared stories about 
health and studying styles on social media. 
However, due to the student quota, this is 
frequently done. For offline promotion, they held 
an open house for prospective students’ parents to 
see more about Arunika Waldorf  School teaching 
and learning at school, for parents program was 
part of  the school agenda at school and home. A 
curriculum based on Waldorf  education gave 
educators the freedom to design education based 
on local needs and culture. Language and the 
national curriculum, according to Arunika Waldorf, 
were the factors that necessitated curriculum 
changes. 
   Regarding religion, Arunika followed the 

instruction of  the education authority that religious 
information was required for student enrollment. 
However, it did not influence on students 
education. Arunika’s Waldorf  teacher had an 
educational background in Waldorf  education. 
However, some were also enrolled in Waldorf  
training, while others had not been able to train. 
They had not collaborated with any Waldorf  
school in Indonesia for the collaboration program. 
 

 
   Figure 6. Schedule of  students at Arunika Waldorf. 
Source: Authors. 

 
 

 
   Bambino Preschool 
   Bambino Preschool was located in South Jakarta. 
The founder was Mrs. Ok Kyung Kim. Based on 
Bambino Preschool’s website: https://www.bam 
binopreschool.com, Bambino Preschool was foun-
ded in 1997 as an independent and private learning 
institution. It was well-known for its excellent 
reputation in Early Childhood Education founda-
tion-building. The first Bambino centre was located 
in South Jakarta. As an educational institution, 
Bambino played a crucial role in establishing a 
setting that not only stimulated these potentials 
intellectually but also encouraged children to use 
their abilities and skills while interacting with their 
environment and other people.  
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   The curriculum of  this Bambino preschool was 
unique. Bambino Preschool states that each kid is a 
unique individual with unique potential. As a 
school, they strove to provide learning experiences 
that allowed children to develop at their own rate. 
The children are guided through a comprehensive 
curriculum based on the Montessori, Waldorf, and 
Reggio Emilia pedagogies, with the assistance of  
committed, experienced, and enthusiastic educa-
tors. Children were encouraged to engage in mea-
ningful play, project-based learning, and basic 
academic activities, which were crucial for deve-
loping a well-rounded, lifelong learner (Bambino 
Preschool, n.d.)  
   Bambino Preschool website (n.d.) stated that the 
application of  creative activities such as story-
telling, singing, drawing, painting, rhythmic games, 

and modelling to support the healthy development 
of  imagination and creativity was one of  the 
Waldorf  Educational Principle’s Fundamental 
Characteristics. Music, arts & crafts, dramatic play, 
and creative movement were daily activities in 
Bambino. In addition, they were encouraged to 
engage in meaningful, practical activities, such as 
cooking, baking, and gardening, emphasizing the 
processes rather than the learning outcomes. 
Character Education was also introduced in the 
early years using successful methods such as story-
telling, mini-drama, puppet shows, games, and 
music and movement. In addition, for classes, there 
were five-morning classes for Bambino. Toddler, 
Pre-Kindergarten, Kindergarten 1, Kindergarten 2, 
and Kelas Bermain with a low teacher-student 
ratio. 
 

 
   Table 3. Programs in Bambino (source: https://www.bambinopreschool.com/) 

Program in Bambino 
The “Toddler” program provided children with an environment conducive to 
play-based learning. At Bambino, children would be encouraged to explore a 
variety of  games and activities, including tabletop games, arts & crafts, and 
outdoor play. 

Toddler Classes A: 1.5 to 
2 years old and B: 2 to 3 
years old 

During this time, children would be introduced to imaginative play and began to 
express themselves freely. 

Pre-Kindergarten: 3 to 4 
Years old 

The literary and mathematical fundamentals were established. To guarantee a 
solid grasp of  numbers, letters, and words, some repetitious assignments and 
chores will be assigned. The children will also engage in activities that emphasise 
aspects of  growth, such as imaginative play, time passing, and social 
development. 

4-5 years old Enroll in 
Kindergarten 1 
 

The students would use simple tools to tackle real-world situations. The supplied 
activities will seek to improve the children's abilities to read, comprehend, and 
produce words. In addition, they will be exposed to a variety of  mathematical 
challenges designed to develop their logical and analytic skills in preparation for 
a seamless transition into first grade. 

Kindergarten 2 Class: 5 - 
6 Years old 
 

Students involved in self-selected activities in groups. The activities were arts 
and crafts, music, and circle time. The language was Bahasa Indonesia.  

Kelas Bermain (playing 
class) 2 to 4 years old 

In this program, there were arts and crafts, baby gymnastics and music and 
games. 

Mother with baby aged 9 
to 17 months.  
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   Madu Waldorf 
   Madu Waldorf  was located in Bali, Indonesia. 
Based on their website at https://waldorfbali.com, 
they had around sixty students and fifteen teaching 
staff. In 2016, Madu Waldorf  was established. The 
majority of  teachers were Balinese and were 
trained in Waldorf  pedagogy so that they could 
impart a uniquely Balinese flavour to our school. 
Instruction was provided primarily in English and 
somewhat in Indonesian.  

   Children participate in all local Hindu-Balinese 
celebrations, such as Galungan, and our Muslim 
and Christian educators are encouraged to bring 
their celebrations. Waldorf  education possesses a 
specific regional flavour. Children were taught how 
to craft with indigenous materials such as palm 
leaves, clay, and bamboo, were provided daily local 
cuisine and were taught indigenous music, games, 
and rhymes (Madu Waldorf, n.d.). 

 
 
 
 
 
   Table 4. The program is offered in Madu Waldorf  Bali (source: https://waldorfbali.com/) 

Activity Curriculum 
Language arts At Madu, it strove for English language excellence. Indonesian was also taught 

formally and was a common language used in daily life. Children were also taught the 
various languages spoken in our multicultural neighbourhood. 

Mathematics As they learnt counting and the four math operations, Waldorf  kids hop, skip, and 
toss bean bags. A kinesthetic and multisensory approach helped children 
comprehend and recall things. Through stories, artwork, and games, students got a 
“feeling of  number” and a foundation for long division, geometry, algebra, and other 
mathematical skills. 

Nature Study Children at Madu developed a natural feeling of  amazement and astonishment for 
Bali’s breathtaking natural environment. For children of  all ages, time spent outdoors 
was vital for improved learning, health, well-being, and brain function. Children were 
encouraged to learn about nature in a creative, flexible, and enchanted manner 
through hands-on experience. Respect and appreciation for beauty were inherent to 
the Balinese way of  life. Gardening, farming, botany, local geography, geology, and 
astronomy are just a few of  our grade-level core courses. 

Arts & Craft In arts and crafts, students at Madu Waldorf  School learn music, singing, playing the 
flute, dancing, knitting, felting, building, drawing, and painting. 
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   Furthermore, some programs were being offered 
at Madu Waldorf. They are shown in Figure 7. 
 
 
   Figure 7. The type of  program is available at Madu 
Waldorf. Source: Authors. 

 
 

 
   As Figure 7 shows above, the type of  program 
was available at Madu Waldorf. There were two 
kinds of  programs available: kindergarten and 
elementary. It was divided into two sections for 
kindergarten. First, a short stay refers to a student 
whose parents spent less than a year in Bali, 
whereas a long-term term refers to a family who 
lived in Bali for an extended time. If  the family 
stayed in Bali for an extended time, their child 
might enrol in elementary school. Elementary 
schools currently only provide grades one through 
four. However, the Madu Waldorf  website stated 
they would increase the grade to five in 2023 and 
six in 2024. 
   Furthermore, based on an interview with the 
Madu team, Madud Waldorf  obtained many inqui-
ries to enrol in their school even though they did 
not promote it. Madu's group stated that people 
would find them online or through word of  
mouth. Concerning school program, their school 

program only focuses on students. Madu Waldorf  
did not offer the program to parents. Because they 
did not have any parent-related program, they did 
not have any partnerships with parents. The Madu 
team also said they committed to following all 
Waldorf  guidelines and characteristics. For religion, 
Waldorf  school accepted any religion as long as 
parents were open-minded and willing to receive 
educational philosophy for their children. All of  
the teachers in this school were Indonesian. They 
have received informal Waldorf  training. Besides, 
Madu Waldorf  had little communication with other 
schools in Waldorf. 
 
 
   Kulila Play Group 
   According to their website at https://kulilajogja. 
wordpress.com, the Kulila playgroup was located in 
Bantul, Jogyakarta, Indonesia. Kulila Play Group 
was an alternative preschool education inspired by 
the concept of  Waldorf  education, which was first 
initiated by a philosopher from Austria, Rudolf  
Steiner, who later developed independently without 
no putting aside the noble values of  existing local 
culture. The ages of  students who can enrol at 
Kulila Playgroup range from 2.5 to 6. Students at 
Kulila Playgroup were not given technology, such 
as computers, and the teacher taught no formal 
concepts at Kulila. Basic numeracy and literacy 
skills are developed as a natural part of  everyday 
activities. 
   Everyday storytelling lays strong foundations for 
language skills, including reading books, singing, 
rhyming, telling puppet stories, and personal inter-
actions with each child. When children participate 
in circle time (through songs, poetry, and games), 
their counting skills help the teacher set the table 
for meals. For example, children would usually 
count the number of  children and the teacher pre-
sent to determine the number of  glasses needed. 
Students assisted the teacher in the kitchen by 
calculating how many spoons of  flour or salt were 
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required. Students also did gardening; for example, 
when children help build a fence, they count 
bamboo to determine how much fence is required. 
The curriculum of  Kulila Playgroup broadly 
integrated all subject areas into a daily rhythm. 
Each day has a rhythm; children start with free play 
time and get together for activities at various times 
(Kulila Playgroup, n.d.).   
   According to their website at https://kulilajogja. 
wordpress.com, some activities are done by 
students. The activities were started from Monday 
to Friday. The activities each day were different. It 
can be seen in Figure 8. 
 
   

   Figure 8. Weekday activities in Kulila Jogya (Source: 
https://kulilajogja.wordpress.com) 

 
 
 

 
 
 
 
Table 5. Curriculum in Kulila Jogya (Source: https://kulilajogja.wordpress.com) 

Activity Curriculum 
Free play Free play time was an opportunity to encourage the growth of  a child’s imagination, to 

explore the limits of  social experience, and to digest what they have seen, heard, or thought 
healthily and completely. Children acquire skills such as independent problem-solving, 
cognitive, creativity, self-expression, focus, language, numeracy, and social skills through 
imaginative play. This meant they learned to operate constructively and productively with 
others. 

Circle time Teachers and students would form a circle. Typically filled it with poetry, dance, and singing, 
followed by finger games, traditional games, and the sharing of  stories. During circle time, 
children developed their fine motor abilities through finger movements and gestures, as well 
as their gross motor skills by leaping, running, dancing, clapping, and more. They exercised 
fundamental musical abilities such as singing and moving to the beat with their bodies and 
voices. Through rhyme, speech, vocabulary, phonemic awareness, and memory, circle time can 
also be used to develop literacy awareness.  

Rhythm, 
repetition and 
reverence 

For children to have a healthy mental balance, they need a healthy rhythm that mimics the 
pattern of  breathing, especially breathing in (listening to stories or resting) and breathing out 
(running, playing). Together, Rhythm and Repetition provide an atmosphere with sequence, 
pattern, and order that helps prevent chaos in the classroom, allowing a child’s brain to create 
the pathways and connections necessary for their future cognitive development. 
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   In addition, we interviewed Orland as the school 
representative for Kulila Playgroup. Orland stated 
that their school’s promotion focused on social 
media, such as Instagram. The reason for this was 
so that information could be disseminated more 
widely. Kulila Playgroup also offered programs that 
involved parents. They offered a study group. They 
would learn about one book by Rudolf  Steiner and 
discuss various topics related to early childhood in 
this study group. They also frequently held work-
shops or programs involving children and parents, 
such as eco-printing or paper recycling. Kulila 
Playgroup offers parents the opportunity to parti-
cipate in activities at Kulila Playgroup as part of  
the partnership program. For example, when Kulila 
Playgroup created a bazaar, parents would help the 
teacher prepare it, and when Kulila Playgroup had 
a mini trip for children, some parents offered to 
help provide accommodation. Kulila Playgroup 
used Waldorf  philosophy for their school and 
adapted it to local wisdom that existed in their 
environment in terms of  curriculum. Orland men-
tioned that every festival celebration in every city 
or country would be unique, so they would have to 
adapt. It was stressed in Kulila Playgroup that there 
would be no religious influence. In addition, the 
teacher in Kulila Playgroup had three teachers, and 
all of  them were Indonesian. As a teacher, Orland 
had Waldorf  Grade School Teacher Training in 
Bandung, and currently, all of  our teachers are en-
rolled in Waldorf  Early Childhood Teacher Trai-
ning in Jogyakarta. For collaboration with another 
school, Orland stated that they also collaborated 
with another school via Zoom for discussion about 
their schools. Kulila Playgroup also organized a 
public discussion via Zoom with some Waldorf  
teachers from other schools. During the interview, 
Orland shared that it was their challenge to get 
students since Waldorf  education was new in 
Indonesia and most parents who enrol their 
children in their school do so because they already 
know about this pedagogy. The main reason why 

parents did not want their children to study at Ku-
lila Playgroup was that it did not teach formal 
academics, so Kulila Playgroup attempted to hold a 
public discussion and workshop. The result of  this 
was that they obtained new students who wanted 
to study at their school. 
 
 
   Denia Buen Playgarden 
   The Denia Buen website did not provide essen-
tial information about this play garden. As a 
solution, I found their Facebook account instead, 
namely Denia Buen Play Garden. Denia Buen was 
a play garden located in Balikpapan, Indonesia. 
They formed the Waldorf  Balikpapan Learning 
Community, starting from a group of  parents who 
had a dream to present a good picture of  the world 
and strive for a balanced education. In this com-
munity, the seeds of  ideas that have been planted 
since 2018 are starting to germinate into more 
concrete actions like Denia Buen Playgarden. De-
nia Buen Playgarden is education for families. 
Trying to present a small world that was natural, 
safe, and full of  warmth, kindness and nobility. De-
nia Buen meant hope that a world filled with good-
ness would continue to be a part of  our children’s 
lives (Indonesia Waldorf  Steiner Association, n.d.). 
Unfortunately, Denia Buen Playgarden’s website 
did not explain the program in more detail. How-
ever, Denia Buen Play Garden was more actively 
advertising its program throughout its Facebook “ 
Denia Buen Play Garden .”The program offered by 
Deni Buen Play Garden can be seen in Table 6. 
   Denia Buen ensured that children had as many 
chances as possible to play freely and use their ima-
ginations. It also used natural materials, which are 
gifts from the earth. The teachers made almost all 
of  the toys in the school. The toys at Denia Buen 
Play Garden were simple and made from natural 
materials, like blocks, wooden toys, knitting dolls, 
and cloth dolls filled with cotton and sheep’s wool. 
At Denia Buen Play Garden, stories were told 
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through circle time, nursery rhymes, finger plays, 
and puppet shows. Beautiful stories told with beau-
tiful words would work their magic on children’s 
hearts and minds to teach them morals and 
kindness. Stories and fairy tales are needed to help 
kids develop their imaginations and learn impor-
tant lessons. 
 
 
    Table 6. Programs in Denia Buen playgarden (Source: 
Denia Buen Play Garden (n.d.). Home [Facebook page]. 
Facebook. Retrieved December 13, 2022. 
Program Aged Number of  

students 
Playgroup Aged 3.5 – 5 years 

old 
12 

Parenting Le’ai 
class (parent and 
child club) 

1.5 - 5 years old - 

Cloud class  
(observation class) 

3.5 – 5 years old 
(with/without 
companion) 

Maximum 
10 and 3 
families 

 
   By playing freely, the student could improve 
coordination of  movement and balance, fine and 
gross motor skills, reading and math skills, logical 
and creative thinking, social intelligence, and many 
other skills. The real play could happen when the 
child comes up with the game idea on his own, 
without help from the adults around him. As an 
introduction to art activities, the teacher does not 
give instructions. Instead, she tells stories through 
fairy tales and other stories that show the noble 
cultural values of  the archipelago, especially in East 
Kalimantan. When doing activities, kids were free 
to brush and mix colours, make beeswax models in 
different ways, and draw with beeswax crayons 
based on their ideas. The walls of  the school buil-
ding were soft colours, and the rooms were set up 
in a simple, understated way. It brought comfort 
and warmth when the students were doing things 
together. When working with kids, teachers will al-
ways attempt to be there with their whole hearts 
and minds, keep good words, and fully understand 

everything they do and say. Happiness is done to-
gether daily, like doing chores around the house, 
making fruit snacks, making bread, and eating 
dinner (Indonesia Waldorf  Steiner Association, 
n.d.). 
   In addition, based on the interview with one of  
the teachers from Denia Buen Playgroup, Gina 
from Denia Buen Playgroup interviewed Whats-
App. She explained that Denia Buen Playgroup 
tries to promote its school through digital media, 
specifically social media and blogging. As they sha-
red photos and new stories, social media and 
blogging became platforms for documenting Denia 
Buen’s playgroup journey. She also stated that 
Denia Buen had a program for both students and 
parents. The program is called “Klub Asuh Le’ai”.  
It was derived from the Dayak language and called 
Pelangi (rainbow). Students in this class were 
accompanied to class by their parents, grandfather, 
or mother (or nanny). As a group of  students, they 
did gardening, sweeping gardens, cutting branches, 
sewing, knitting, and other housework. 
   Meanwhile, students played by themselves (free 
play) without guidance. This class also served as a 
“trial and observation” period before parents deci-
ded to enrol their children in the next kindergarten 
class at Denia Buen Playgroup. At Denia Buen 
Playgroup, parents are also involved in various 
events, such as birthday parties, religious events, 
and other festivals. They prepared decorations and 
prepared food. Denia Bue playgroup also invited 
parents to join a regular study group to deepen 
their knowledge of  pedagogy and Waldorf  phi-
losophy. Another activity that the teacher provided 
in Denia Buen’s playgroup was home visits. It was 
one of  the parent-teacher programs. In this activity, 
parents accepted teachers' visits to their houses and 
discussed everything related to child development, 
worry, and parents' expectations. 
   Moreover, Gina also mentioned that Denia Buen 
Playgroup opened a partnership for volunteers 
where parents with initiative and support could 
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volunteer in gardening, public relations, documen-
tation, toy making, et cetera, based on their exper-
tise and their children’s interests. As for curriculum, 
she explained that in their curriculum, Waldorf  was 
a philosophy, and their development comes from 
their teacher as a model. as a method that is 
adjustable based on their location and environ-
ment. The vital element in Denia Buen Playgroup 
was local culture, which was rooted in their school. 
The local language, regional festivals, cuisine, in-
struments, folk songs, and folklore added another 
colour. Gina, for example, informs us that one of  
the folklore stories was inspired by the city of  Ba-
likpapan. The stories were about a honey bear, a 
probosci monkey, the rainforest, farmers, and 
fishermen. The stories were not all from Europe. 
However, they came from folklore. For religion, 
Gina stated that school admission was not based 
on religion or belief. Religion only determined the 
festival that would be conducted at Denia Buen 
Playgroup. In religious celebrations, they would 
make decorations, nature tables, special cuisine, and 
stories that were told through circle time or 
storytelling.  

   For the teacher aspect, all teachers were local 
people. Some of  my teachers are from the Dayak 
tribe, Palembang, and Bandung. Denia Buen Play-
group invites all teachers to join the training as 
Waldorf  teachers in Waldorf  Early Childhood 
Education Teacher Training under the Steiner 
Association of  Indonesia and the International 
Association for Steiner/Waldorf  Early Childhood 
Education (abbreviated as IASWECE). Further-
more, Gina explained that Denia Buen Playgroup 
cooperated with another Waldorf  school by visiting 
or observing another Waldorf  school. As part of  
Waldorf  education in Indonesia, Denia Buen Play-
group joined the Waldorf  Early Childhood Edu-
cation Teacher Training, regular online study 
groups, mini workshops, and public talks. 

 
   The comparison among Waldorf  school 
 
   Comparison General 
   The comparison among the Waldorf  schools in 
Indonesia as they were written on their websites 
and Facebook can be seen in Table 7. 

 
   Table 7. Comparison among Waldorf  school. Source. Authors. 

Name of  
School 

Website 
language 

Teacher 
information 
regarding 
Waldorf  

knowledge 

Parents 
Friendly 

The program is being 
offered 

Curriculum 
information 

Level of  
school 

Student Parents 

Jagad Alit Bahasa Indonesia no yes yes study group yes kindergarten 

Arunika 
Waldorf 

Bahasa Indonesia yes yes yes study group 
parent 

yes kindergarten & 
elementary 

Bambino 
Preschool 

English no yes yes Mom & Tots yes kindergarten 

Madu 
Waldorf 

English yes yes yes - no kindergarden 
& elementary 

Kulila 
playgroup 

Bahasa Indonesia no yes yes - yes kindergarten 

Denia Buen 
Play garden 

Bahasa Indonesia no yes yes kelas asuh 
le’ai 

no kindergarten 
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   Except for Bambino Preschool and Madu Wal-
dorf, most of  the Waldorf  School’s website is writ-
ten in Bahasa Indonesia, as shown in Table 7. The 
reason may be because of  the location of  the 
schools: Bambino Preschool is located in the capi-
tal city of  Indonesia, and Madu Waldorf  is located 
in a tourist area where most of  the language used is 
English and Bahasa Indonesia. Regarding teacher 
information who had Waldrop-type training or 
education. There were only Arunika, and Madu 
Waldorf  mentioned this. Arunika Waldorf  descri-
bed their teacher’s name, academic background, 
length of  teaching experience, and Waldorf  trai-
ning. All of  the websites and Facebook pages were 
suitable for parents. The parents could easily find 
their information through their websites and find 

out what kinds of  programs were being offered, 
the contact person at the school, and registration. 
The most intriguing aspect was that parents could 
also find information on teacher and parent stories 
on the Jagat Alit website. Parents also could 
participate in school activities. Some schools, such 
as Jagat Ali, Arunika, Bambino Preschool, and 
Denia Buen Playgarden, offer this program. Even 
though Kulila Playgroup and Madu Waldorf  did 
not offer such kinds of  activities for parents, the 
websites were still categorized as parent-friendly 
because they are easy to access.  
 
   Comparison on Curriculum 
   In terms of  curriculum, a comparison of  the 
program on its curriculum is shown in Table 8. 

 
   Table 8. Comparison of  the Waldorf  curriculum. Source: Authors. 
Name of  School Curriculum 
Jagad Alit Each subject can be taught through poetry, stories, art, handiwork (crocheting, knitting, basic sewing, and 

woodworking), or drama. Daily rhythm, free play, telling stories, and klab anak rabu with parents and other 
students. 

Arunika Waldorf Based on the National Curriculum of  the Republic of  Indonesia, where children were the main subject. 
Mix in local (Sundanese) cultural elements and flavours to make learning more interesting. Art, music, and 
crafts are part of  the curriculum for grades one through six. The whole of  science, art, and spirituality was 
taught to the students. The subject was explained through stories (storytelling) told in the Waldorf  style. 
They did not stick to any books or rules, exceptional Learning Rhythm: Main Lesson Block (one lesson is 
studied for 3–6 weeks), the cultural, social, and environmental integrity of  each lesson, and it being an 
inclusive institution. 

Bambino 
Preschool 

Comprehensive Curriculum, which was based on the Montessori, Waldorf, and Reggio Emilia methods of  
teaching. One of  the Waldorf  Educational Principle’s Fundamental Characteristics was that children should 
be able to use storytelling, singing, drawing, painting, rhythmic games, and modelling to help their 
imaginations and creativity grow healthily. Every day in Bambino, kids do music, arts and crafts, role play, 
and creative movement. They were also encouraged to do meaningful practical activities like cooking, 
baking, and gardening, with a focus on the processes rather than the results of  learning. Character 
education was also taught in the early years. Stories, mini-dramas, puppet shows, games, and music and 
movement are all good ways to do this. 

Madu Waldorf Children were taught how to make things with local materials like palm leaves, clay, and bamboo. They also 
ate local food every day and learned local songs, games, and rhymes. Language arts, math, science, and arts 
and crafts. 

Kulila Playgroup They had free play, circle time, rhythm, repetition, and respect. 
Denia Buen 
Playgarden 

Almost all of  the toys in the school were made by the teachers. The toys at Denia Buen Play Garden were 
simple and made from natural materials, like blocks and wooden toys, knitting dolls, and cloth dolls filled 
with cotton and sheep’s wool. During circle time, nursery rhymes, finger plays, and puppet shows, different 
stories are told. They were also free to play. When working with kids, teachers always attempt to be there 
with their whole hearts and do things together every day, like doing chores around the house, making fruit 
snacks, making bread, and, of  course, eating dinner. 
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   Table 9. compares the ages of  students’ admission. Source: Authors. 
Name of  School Age 

Kindergarten Elementary 
Jagad Alit 3-6 or 7 years old - 
Arunika Waldorf 4-6 years old Minimal 6 years old 
Bambino Preschool 4 – 6 years old - 
Madu Waldorf 3-6 years old 6-10 years old 
Kulila Playgroup 2.5 to 6 years old. - 
Denia Buen Playgarden 3.5 to 5 years old - 
 
 
 
 
 
 
   Comparison of  Student Age 
   Based on the data, the admission on students’ 
age differs. The comparison of  students’ ages is 
illustrated in Table 9. 
   Based on the table above, the age of students in 
every Waldorf school is different. Kulila Playgroup 
had the youngest age at 2.5 years old in the 
category of kindergarten. If based on the program 
offered, it was from Bambino Preschool. They 
provided a toddler program that used play-based 
learning for students aged 1.5 to years. Unfor-
tunately, there was no detailed information on age 
in elementary school, whether on the website or 
another social media platform. Arunika Waldorf 
School stated that the minimum age for Arunika 
Waldorf students who want to enrol is six years 
old. On the other hand, Madu Waldorf did not 
mention this on their website, which only stated 
that they are available for grades 1 to 4. 

Grades 5 and 6 were about to be established.  
 
   Waldorf Learning Method 
   Based on the data, Waldorf’s learning style in 
each school had similarities. Each school had 
similarities, such as using science and arts to teach 
students. All courses offered were creative and 
practical for students. The main characteristic of 
Waldorf schools in Indonesia is that they have 
activities for the students, such as free play, circle 
time, storytelling, and crafts. 
   Table 10 shows that all Waldorf schools in 
Indonesia used the same method to teach their 
students. Among these schools, Bambino claimed 
that they implemented a comprehensive curriculum 
based on the Montessori, Waldorf, and Reggio 
Emilia pedagogies. Even though this school does 
not fully implement Waldorf, the method of 
Waldorf still could be viewed in their teaching. 
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   Table 10. Learning Method on Waldorf School. Source: Authors. 
School Learning Method 

Jagad Alit  balancing academic courses with creative and practical activities, 

 poetry, storytelling, art, handiwork (crocheting, knitting, rudimentary 
sewing, woodworking), or drama, 

 rhythmic, and practical labour, 

 free play, circle time, storytelling  
Arunika Waldorf  art, music, and craft in the curriculum,  

 science, art, and spirituality are conveyed to matter, 

 the subject is conveyed through stories (storytelling) using a Waldorf-style 
storytelling technique,  

 learning rhythm 
Bambino 
Preschool 

 meaningful play, project-based learning, and basic academic activities,  

 imaginative play, 

 the activities were arts and crafts, music, and circle time 
Madu Waldorf  taught how to craft with indigenous materials such as palm leaves, clay, and 

bamboo, were provided daily local cuisine and taught indigenous music, 
games, and rhymes 

Kulila playgroup  storytelling reading books, singing, rhyming, and telling puppet stories,  

 children participate in circle time (through songs, poetry, and games), 

 daily rhythm 
Denia Buen  to play freely and use their imaginations.  

 it also uses natural materials, which are gifts from the earth like blocks, 
wooden toys, knitting dolls, and cloth dolls filled with cotton and sheep's 
wool,  

 stories are told through circle time, nursery rhymes, finger plays, and 
puppet shows 

 
 
 
 
   Waldorf Concept Based on Text Interview 
   According to the interview, except for Bambino 
Preschool and Madu Waldorf, all schools used the 
whole concept of Waldorf education. Similarly, all 
the school representatives answered that they im-
plemented the entire Waldorf, but there were ad-
justments. The adjustment or modification that 
they mentioned on culture. As stated Kulila Play-
group: “We adopted it as a whole and then 

developed or adjusted it based on existing local cul-
ture. For example, festival celebrations would differ 
with every festival conducted in another Waldorf 
school in another city or country (Orland, January 
26, 2023)”. 
   Furthermore, a representative teacher from Aru-
nika Waldorf school also similarly said: “Waldorf 
education in every world allowed the freedom to 
design instruction according to school needs and 
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culture in their place. In Arunika school, the factor 
for adjustment was language and national curri-
culum (Nindi, January 17, 2023)”. 
   Based on statements from the teachers from each 
school, it was clear they said that Waldorf edu-
cation was implemented in the school as a whole 
except for the culture of each school. The reason 
for this was that each country’s cultural back-
ground was different. Indonesia, with various cul-
tures and languages, using culture from original 
Waldorf education did not fit into Indonesian 
schools, so in terms of culture, each school used its 
culture to fit the Waldorf concept into its curri-
culum.  
 
 
   Discussion 
   According to what we found, the curriculum of 
Waldorf in Indonesia follows Waldorf’s theory. 
The implementation of activities such as free play, 
circle time, rhythm, and indoor or outdoor playing 
Waldorf’s concept of using natural materials and 
the environment in their play was also well imple-
mented. The implementation of the Waldorf curri-
culum was also incorporated into the national 
curriculum of Indonesia for the Arunika Waldorf 
School since there were two types of schools: 
kindergarten and elementary school. This finding 
was in line with Edmund (2012), who stated in the 
Steiner lesson that the main lesson was that math 
and science students could view their work. The 
cycle of three days This three-day cycle provided a 
more in-depth look at the two-hour main lesson, 
during which the kids engaged in a mixture of 
group work and activity, individual work and lear-
ning, and rhythmic movement. One of the rhythm-
mic elements in the classroom was the skill of 
conversation with its give-and-take. 
   Moreover, creating imagination in Waldorf 
school was essential, as Waldorf’s theory was based 
on Steiner. It followed a statement from Verlag 
(1996). Young infants must develop their 

relationship with the world as people do when they 
imagine it creatively for them to grow emotionally. 
Let the world of plants, animals, air, and stars exist 
in the children’s hearts and minds in the shape of a 
fairy tale or fable would not make the children into 
dreamers if the teachers are not idle dreamers. As 
the curriculum was stated on their website, all 
schools also made a rhythm for students in their 
activities. This rhythm was essential for student de-
velopment. According to Dahlin (2017), on a broa-
der scale, when individuals complete the subject 
and leave it for resting and forgetting, to remember 
it, the subject must bring it up again and again. 
According to Steiner, rhyming words for studying 
benefits students’ learning processes. It enabled so-
me students to absorb information. All the Wal-
dorf education in Indonesia indeed implemented 
Waldorf curriculum into their school, particularly 
about the rhythm of the subject. In Arunika, stu-
dying rhythm took about three to six weeks. 
   In Kulila Jogya, repetition and rhythm with se-
quence, pattern, and order aimed to avoid chaos in 
the class. This method made children develop their 
cognitive development. This result is in line with 
Stehlik (2019). It was essential to have a syn-
chronized approach to the rhythms and patterns of 
daily lessons and weekly schedules, and the sche-
dule every year was emphasized, consisting of the 
main lesson, the celebration of seasonal and cultu-
ral festivals, and the integration of the arts and 
sciences in a holistic. The phenomenological app-
roach presents knowledge that balances cognitive, 
aesthetic, and experiential learning is highly em-
phasized. As for Waldorf’s concept of using natural 
materials and the environment in their play, as 
stated by Petrash (2002), the young children were 
put in an environment that could give them a 
chance to learn about natural things. 
   In addition, Aruna, Madu Waldorf, and Kulila 
Playgroup presented their local culture through the 
subject being taught. Aruna Madu brought Sun-
danese culture, Madul Waldorf  blended student 
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subjects with Balinese culture, and Kulila Play-
group put Javanese culture into the subject. This 
finding is supported by Stehlik (2019), that the 
curriculum was based on European/Western ideals 
and Steiner’s original ideas, and it was presented in 
every school’s cultural, geographical, and political 
context. Implementing local norms, procedures, 
and legislation may sometimes contradict Waldorf  
principles, such as a young child must start with 
formal education or take proper tests. Presenting 
and adjusting the curriculum within each country’s 
or culture’s religious background must be res-
pected. 
   The core Waldorf  education was for a Waldorf  
teacher to employ creative and imaginative skills to 
bring the curriculum alive via a dynamic and fas-
hion rather than relying on pre-determined sources 
and materials. This finding about culture being in-
serted into a Waldorf  school in Indonesia was 
similar to that of  Barkved (2018). Today, everyone 
can find Waldorf  schools on every continent and 
culture. The fact that Waldorf  schools were not li-
mited to a European framework but are integrated 
into many religious and cultural contexts and that 
there are several multicultural Waldorf  schools in 
Germany suggests that it is more than a Western 
fringe phenomenon. The concept of  a pedagogy 
that educates students to value individual freedom 
and independent thinking and to take an interest in 
the world by providing them with an education that 
seeks to achieve identification with a diversity of  
cultures and many ways of  being a human being is 
timely, inclusive, and forward-thinking. Even 
though such development didactics were inex-
tricably related to the backdrop of  European and 
Western intellectual history, it was possible to ex-
press them in a way that recognizes the importance 
of  diverse cultures without favouring one’s own. It 
did not imply abandoning the concept of  the evo-
lution of  consciousness throughout history; rather, 
it referred to the attitude one adopted when pre-
senting various historical and contemporary 

cultural expressions, where, without ranking them 
by value, one can describe rich cultural material and 
a development logic that was not linear but demon-
strates the rich diversity of  humanity.  
   In terms of free play at Waldorf School. Denia 
Buen and Kulila Playgroup ensured that children 
had as many chances as possible to play freely and 
use their imaginations. The European Council 
supported this result for Steiner Waldorf Edu-
cation (n.d.). The Steiner Waldorf curriculum was 
suited to children’s ages and developmental needs. 
While early childhood education focuses on phy-
sical movement, sensory stimulation, imitation, and 
free play as basic needs of children (Pálfi et al., 
2020), primary school learning focuses on emo-
tions and strives to foster imagination and authen-
tic interactions with adults and peers (Mező & 
Mező, 2014). The emphasis in the upper years was 
on conscious learning and the development of 
independent judgment. Our developmentally sui-
table and age-appropriate approach allows young-
sters to develop strong personalities. In addition, 
all of the Waldorf schools discovered that students 
could play inside and outside the classroom. This 
result aligned with Petrash’s (2002) statement that 
children played to develop social interaction. Child-
ren would learn to share, agree, and cooperate 
within social groups. It was important in human 
relationships, and they learned it from Waldorf 
School. Furthermore, outdoor play taught children 
to appreciate the natural world.  
   Moreover, Arunika Waldrof’s method of educa-
tion prioritised collaboration over competition, 
with one teacher in charge of classes one through 
six. The curriculum included art, music, and craft; 
the integration of science, the arts, and spirituality 
is stressed.  
   The teacher of Denia Buen Play Garden made 
their toys made from natural materials such as 
blocks and wooden toys, knitting dolls, and cloth 
dolls. The stories were delivered via circle time, 
nursery rhymes, finger plays, and puppet shows. 
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This mindset also contributed to the essentials of 
crafts and arts. 
   According to Randoll and Peters (2015), student-
teacher connections were valued in Waldorf 
Schools by students and teachers. It was rather 
than lack of grades, range of activities for example, 
theatre projects, class trips, and monthly presen-
tations), and the teachers’ professional ethos. As a 
result, unexpectedly, Waldorf students identified 
more strongly than other public schools. Waldorf 
education provided analogue education. It was 
found following Paull and Hennig (2020), giving 
children direct learning experiences. The teacher 
taught students to do something via games, arts, 
crafts, dance, music, gardening, or science. This 
approach was different from current digital media 
education. Waldorf education made students adapt 
and acclimate to local mores and claim its future. 
Chodakowski et al. (2011) also agreed that lessons 
are designed to continuously seek the fantastic, 
make the topic imaginatively appealing for stu-
dents, and highlight the oppositions that offer 
consistency and vividness to how we develop 
stories. 
   We found that teachers who worked at Waldorf 
school attempted to provide the teacher with back-
ground Waldorf Education training, such as Jagad 
Alit, Arunika Waldorf, and Denia Buen Playgroup. 
This finding was pivotal since the teacher was the 
main human resource at the school. This finding 
was also supported by Steiner (2004). In education 
based on human knowledge, such as Waldorf 
education, the first thing to consider was not con-
veying rules or advice about how to teach; the first 
thing to consider was holding teacher training 
courses in such a way that find the hearts of the 
teachers and deepen those hearts, so that love for 
the children grows from them. Teachers may assu-
me they can “impose” such love on themselves, yet 
forced human love accomplishes nothing. It may 
have good intentions, but it would accomplish 
nothing. The only human love capable of doing 

anything came from closely examining particular 
instances. 

 
 

   Conclusion 
   The national curriculum of Indonesia has chan-
ged many times. Even though it had changed many 
times, there was still an unbalanced issue on the 
well-being of students. As a response to the well-
being of the individual in the education system in 
Indonesia, Waldorf education appeared as one of 
the solutions to this issue. Concerning Waldorf 
schools had already spread over the world. For 
Indonesia itself, Waldorf education was new in the 
education sector. there were only a few Waldorf 
schools that could be found.  
   Based on the study result, the websites of Wal-
dorf schools in Indonesia showed only six schools 
that implemented Waldorf education. Waldorf 
school in Indonesia was only located in the big 
cities in Indonesia. Jagad Alit initiated the first 
Waldorf school in Indonesia in Bandung. Indo-
nesia had more Waldorf schools in other cities in 
Indonesia in a few years. There were Jagad Alit in 
Bandung, Arunika Waldorf in Bandung, Bambino 
Preschool in Jakarta, Madu Waldorf in Bali, Kulila 
Playgroup in Jogyakarta, and Denia Buen Playg 
Garden in Balikpapan.  
   Generally, most Waldorf schools in Indonesia 
were built for kindergarten, except Arunika Wal-
dorf in Bandung and Madu Waldorf in Bali. In 
terms of Waldorf curriculum, Waldorf schools in 
Indonesia adopted all curricula and main features 
of Waldorf schools from Europe. However, due to 
cultural differences. All Waldorf schools adjusted 
the curriculum based on their local culture. In 
addition, to the implementation methods of Wal-
dorf education, all schools implemented Waldorf 
strategies to teach their students, such as free play, 
creative, story-telling, circle time, and repetition 
activities. In addition, this study also had some 
limitations. First, contacting the participants 
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according to their emails that they wrote on their 
websites did not get all responses, so all of the 
social media was used to contact Waldorf school, 
for example, Instagram. An email was not everyday 
communication in Indonesia, while Instagram was 
a flat form that generally was used to promote the 
school. Second, due to time differences of about 
six hours between researchers and participants, the 
data collection of interviews took time than 
expected.  
   The finding of this study confirmed that Waldorf 
school in Indonesia was still limited if it were 
compared to public school in Indonesia. Even 
though the number of schools of Waldorf was 
limited, Waldorf schools provided more perspec-
tive on education for Indonesians besides the nati-
onal curriculum that had been built over the years, 
Waldorf education brought a new view. Waldorf 
education in Indonesia still had a long journey to 
develop more whether to gain more students or 
increase the level of their school to a higher level. 
However, it had become a new refreshment for 
Indonesia’s education system. 
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   Abstract 
   Waldorf education provides a developmentally appropriate, experiential, and academically demanding 
educational approach. It seeks to stimulate lifelong learning in all students while also allowing them to 
fully utilize their individual abilities.  Hence, the objective of this study is to establish how the seven core 
principles of Waldorf education will assist children with Autism Spectrum Disorder (ASD) to flourish. 
The Waldorf method, according to Priyanti and Warmansyah (2021), is utilized to help children attain a 
delicate blend of genuine experience, which leads to a strong level of confidence in their abilities. This 
applies the acquired abilities to use especially for ASD children. Furthermore, the significance of this 
paper can also assist the educational system in identifying the methodological underpinnings that will 
benefit these special kids. This study is a review of the literature to determine how the seven key principles 
of Waldorf education support children's moral growth and encourage free and independent thought, 
which promotes self-discovery. ASD children benefit greatly from educational philosophies that 
encourage the development of successful social-emotional behaviors and academic skills. Waldorf 
education, an educational philosophy that emphasizes developmentally appropriate hands-on learning, has 
been shown to improve social and academic outcomes for children with disabilities such as ASD.  
   Keywords: Waldorf education, principles, autism spectrum disorder, ASD 
   Discipline: pedagogy 
 
   Absztrakt 
   A WALDORF-PEDAGÓGIA 7 ALAPELVÉNEK ALKALMAZÁSA AZ AUTIZMUS SPEKTRUM 
ZAVARRAL ÉLŐ GYERMEKEK ESETÉBEN 
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   A Waldorf-pedagógia a fejlődésnek megfelelő, tapasztalati alapú és tudományos igényű oktatási 
megközelítést kínál. Arra törekszik, hogy minden tanuló esetében ösztönözze az egész életen át tartó 
tanulást, miközben lehetővé teszi, hogy a tanulók az egyéni képességeiket teljes mértékben 
kibontakoztassák. Jelen tanulmány célja annak bemutatása, hogy a Waldorf-pedagógia hét alapelve hogyan 
segíti az autizmus spectrum zavarral élő gyermekek boldogulását. A Waldorf-módszert Priyanti és 
Warmansyah (2021) szerint arra használják, hogy segítsék a gyermekeket a valódi tapasztalatok elérésében, 
mely a képességeikbe vetett erős bizalom kialakulásához vezet. A Waldorf-pedagógia alkalmas arra, hogy 
ezt a képeséget az autista gyermekekben is megerősítse. Ezen túlmenően, a tanulmány segítheti az oktatási 
rendszereket abban, hogy meghatározzák azokat a módszertani alapokat, amelyek előnyösek lehetnek a 
különleges bánásmódot igénylő gyerekek esetében. A tanulmány szakirodalmi áttekintést nyújt a Waldorf-
nevelés hét alapelvének alkalmazásával kapcsolatban, bemutatja, hogy mindez hogyan támogatja a 
gyermekek erkölcsi fejlődését és hogyan ösztönzi a szabad és független gondolkodást, az önfelfedezést. Az 
autista gyermekek fejlesztésében nagyon hasznos az olyan nevelési filozófia, amely a sikeres szociális-
érzelmi viselkedés és a tanulmányi készségek fejlesztését ösztönzi. A Waldorf-oktatás, egy olyan pedagógiai 
filozófia, amely a fejlődésnek megfelelő tapasztalati tanulást hangsúlyozza, mely bizonyítottan javítja a 
szociális és tanulmányi eredményeket a sajátos nevelési igényű diákok esetében is.  
   Kulcsszavak: Waldorf-pedagógia, elvek, autizmus spektrum zavar,  
   Diszciplína: pedagógia 

 
 

 
 
   Waldorf Education Background  
   The history of Waldorf education began in 1919 
when Rudolf Steiner, Austrian philosopher, accep-
ted an invitation to give lectures to the employees 
of the Waldorf-Astoria cigarette factory in Stutt-
gart, Germany. Correspondingly, Emil Molt, the 
owner of the firm, requested Steiner to build and 
oversee a school for the kids of the factory workers 
(Rawson, 2021). Steiner agreed with the establish-
ment of the school under the following four condi-
tions: (1) the school must be open to all children; 
(2) it must be coeducational; (3) it must be a uni-
fied twelve-year school; and (4) the teachers, who 
would be working directly with the students, must 
take the lead in running the school with the least 
amount of interference from governmental or fi-
nancial concerns (The Marin Waldorf School Di-
versity Statement, 2017). After a period of pre-
paration for the aspiring instructors, Molt con-
sented to the terms, and on September 7, 1919, die 

Freie Waldorfschule (the Free Waldorf School) was 
inaugurated. 2020 (Paull and Hennig). According to 
Lamb (2012), the first Waldorf school started with 
256 students in eight grades, 191 of whom came 
from manufacturing families and the remaining 65 
from Stuttgart-based interested families. The num-
ber of students increased to 420 in the second year, 
with around half coming from Waldorf families 
and the other half from outside. In contrast to the 
children from outside homes, the number of indus-
trial children remained roughly steady throughout 
the ensuing years. Thus, the factory that served as 
the first school is where the name "Waldorf" origi-
nates (de Souza, 2012) 
   The concept of Waldorf education rapidly spread 
as the movement toward its growth gained ground 
in several European nations. By the time Steiner's 
death on March 30, 1925, Waldorf schools were 
opened in several countries such as Dornach, 
Switzerland (1921), King's Langley, Hertfordshire, 
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England (1922), The Hague, Netherlands (1923) 
and also in London, England (1925). Several more 
Waldorf schools were opened in 1926 in Basel, 
Switzerland; Oslo, Norway and Budapest, Hungary 
while Switzerland opened the first Waldorf school 
in Zurich in 1927. The first Waldorf school in 
America was opened in New York in 1928. The 
development of Waldorf school happened so 
rapidly that in 1962, there were 66 Waldorf schools 
opened while the number of students studying in 
Waldorf schools in 1973 amounted to 40,000 child-
ren. This number continued to increase to more 
than 100,000 children who studied in Waldorf 
schools in 1975. According to statistics by Waldorf 
World List (2022), until September 2022, there are 
1270 Waldorf and Rudolf Steiner schools in 80 
countries and 1928 Waldorf Kindergartens in more 
than 70 countries. 
   In Waldorf education, Steiner strongly believed 
that education should be comprehensive and inte-
grated. The philosophy of Waldorf education, or 
also known as Steiner education refers to the lear-
ning process that engages head, heart, and hands 
which refers to thinking, feeling, and doing (Wor-
rell,2022). It also describes situations in which 
children learn best when they actively investigate 
and interact closely with their surroundings in the 
natural world (Bransby and Rawson, 2021). Steiner 
stresses that children between the ages of five and 
fourteen are particularly sensitive to the internal 
images and messages contained in stories. Ima-
gination and multiculturalism are fostered by Wal-
dorf education and it is associated with the study of 
myths, lore, and fairy tales (Strickland and Johnson, 
2020). Drama, storytelling, visual arts, rhythmic 
movement, and music are all incorporated into the 
daily work of elementary school teachers. It incur-
porates an experience that makes topics come to 
life in children' emotions, motivation, and thoughts 
(Koca, 2022). Children in a Waldorf classroom do 
not spend the entire day sitting at their desks and 
chairs; rather, they walk throughout the classroom 

under the teacher's supervision to learn about art, 
play, cooking, music, and outdoor adventure.  
   Waldorf schools place a strong emphasis on ex-
periential learning, which means that rather than 
having children memorize knowledge from text-
books or lectures, they learn through completing 
practical tasks like gardening or woodworking 
(Rawson, 2019). According to Cerna et al., (2021), 
experiential learning is the process through which 
students are immersed in an experience and then 
encouraged to reflect on that experience in order to 
develop new knowledge, talents, or attitudes. Apart 
from focusing on experiential learning, in addition 
to regular classroom instruction, Waldorf schools 
offer a variety of extracurricular activities, such as 
theater performances (Stabel, 2022), music lessons 
(Honkonen, 2021), work projects (Sun, 2020) and 
also sports clubs (Duncombe, 2019). This coin-
cides with the Waldorf education's main goal of de-
veloping a person who has a high level of spiritual 
awareness and ethical ideals in addition to someone 
who is compassionate, creative and independent. It 
also aims to create someone who can think criti-
cally and has knowledge about a variety of subjects, 
as well as someone who has developed their phy-
sical well-being through good health habits 
(Michaelis et al., 2022). By nurturing a child's life-
long love of learning and helping them think crea-
tively and independently, Waldorf educators aim to 
help children discover their inherent love of lear-
ning and to prepare them for life in the real world 
(Binetti, 2020). 
   Furthermore, Waldorf teachers, according to 
Rawson (2022), attempt to promote and engage 
every student through a curriculum and pedagogy 
that blends academics, the arts, and practical skills. 
By offering children a rich and varied curriculum 
that fosters innovation and creativity, teachers will 
combine academic, creative, and practical instruct-
tion throughout the curriculum. In order to ensure 
that students have ownership over the learning 
process, teachers actively encourage them to use 
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their imaginations while developing classes and 
projects. Meanwhile, in contemplation of providing 
students independence in the classroom, teachers 
also encourage them to choose activities based on 
their own interests (Far et al,. 2023). By enabling 
the employment of arts and activities in the service 
of academic education, the establishment of an 
internal drive to learn in students eliminates the 
need for competitive testing and grading. Aljabreen 
(2020), asserted that teachers will urge students to 
be active participants in their learning process 
rather than passive users of knowledge, concurs 
with this. 
 
 
   Autism Spectrum Disorder (ASD) Overview 
   Autism Spectrum Disorder (ASD) is a broad 
term intended to signify a group of complicated 
developmental disorders that affect people's com-
munication, socialization, and behavioral abilities 
(Eckes et al., 2023). According to Glossary of 
Autism Spectrum Disorders Related Terminology, 
(n.d.), some related terminology of ASD are 
Autism, Autistic Disorder, Asperger's Syndrome 
and Diagnostic and Statistical Manual (DSM-5). 
The American Psychiatric Association defines ASD 
as a complicated developmental syndrome charac-
terized by persistent difficulties with social commu-
nication, limited interests, and repetitive conduct. 
Although autism is a lifelong disorder, the degree 
of functional impairment caused by these challen-
ges varies between individuals with autism (Jadhav 
and Schaepper, 2021). Statistics from Global 
Prevalence of Autistic: A Systematic Review 
Update (Zeidan et al., 2022) states that 1 in 100 or 
100 out of every 10,000 children worldwide have 
an autism spectrum disorder diagnosis. In the 
Autism Rates by Country 2023 released by the 
World Population Review (2021), Qatar recorded 
the highest number of autistic children with 1 in 
every 66 children suffering from ASD while France 
was the country with the lowest record of 1 in 144. 

   To elaborate on ASD further, two common con-
cerns that frequently occur simultaneously in 
people with autism are difficulties with social inter-
action and communication, which is referred to as 
a dyad of impairments (Flis et al., 2020). The term 
"dyad" refers to interconnected and interacting 
areas of impairment that have a major impact on 
an individual's capacity to communicate and inte-
ract with others (Sotiropoulou Drosopoulou et al., 
2022). The Dyad of Impairments, often known as 
the Diagnostic and Statistical Manual of Mental 
Disorders, was established in 2013 alongside the 
DSM-5 to account for sensory impairments when 
assessing and diagnosing autism (Samadi et al., 
2022). Individuals with autism spectrum disorders 
frequently struggle to engage in social interactions 
and express themselves properly. This can include 
problems with eye contact, nonverbal communi-
cation like facial expressions, and social cues and 
conventions like taking turns in conversation 
(Almehmadi et al., 2020). Furthermore, ASD peop-
le may also struggle with empathy and understand-
ding the perspectives of others (Mendoza, 2022). 
Isolation and difficulty building relationships with 
others can result from communication hurdles. 
The second half of the dyad is characterized by 
constrained and repetitive activities and interests 
(Iversen and Lewis, 2021). This can include stereo-
typed and repetitive behaviors like hand flapping or 
back-and-forth rocking, as well as preoccupations 
with specific interests or sensory stimulation. These 
actions and interests can be self-stimulating and 
give the individual with ASD with a sense of 
comfort or regularity (Thompson, 2023). These 
habits, however, can interfere with daily functi-
oning, such as social relationships and academic or 
occupational performance. Making friends, inter-
preting body language, knowing social rules, 
speaking, listening, and understanding what others 
say can all be difficult for autistic people. People 
with autism may struggle to connect with others 
and understand social settings due to these 
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limitations. It can also make it difficult for people 
to express themselves and communicate their 
requirements. Although this can be difficult, people 
with autism can develop strategies to improve their 
social interaction and communication skills and 
lead fulfilling lives with the help of support and 
therapy. A doctor or healthcare provider diagnoses 
a dyad of impairments by assessing the presence of 
two health conditions and their impact on the 
individual. Making a diagnosis often involves a 
thorough medical evaluation and assessment of 
symptoms. Some people may struggle more with 
social interaction and communication, whereas 
others may exhibit more restricted and repetitive 
behaviors and interests. The dyad is just a method 
of comprehending and identifying the two primary 
areas of difficulties that can affect people with 
autism. 
   There is no known cure for ASD at this time; 
rather, treatment for a dyad of impairments will 
differ according to the exact impairments and the 
individual person. Medication, therapy, and lifestyle 
modifications, as well as various types of support 
and rehabilitation, may all be used. The goal is to 
assist the individual in managing both impairments 
and achieving the best potential outcomes.It's 
crucial to note that the dyad of impairments isn't a 
one-size-fits-all notion, and the intensity and 
combination of the two areas of impairment can 
vary greatly amongst people with ASD.There are 
numerous methods and treatments available to 
assist individuals with ASD in better navigating the 
dyad of impairments (Cohmer, 2014). Additionally, 
accommodations and changes to the individual's 
environment can be made to lessen sensory over-
load and provide greater structure. Individuals with 
ASD can benefit greatly from access to suitable 
resources and assistance. ASD is often diagnosed 
after a thorough evaluation by a team of clinicians 
that specialize in Autism Spectrum Disorders. This 
examination comprises a comprehensive review of 
the patient's medical history, developmental 

assessments, and behavioral observations. ASD 
diagnosis can be difficult, and it frequently 
necessitates repeated exams and evaluations over 
several months. 
   Early intervention is important to help ASD 
children in their daily life and this may enhance 
cognitive, communicative, and social abilities as 
well as underlying brain development (Ebert, 
2020). Besides, early intervention also can be done 
by nutrition services (Banerjee, 2023), physical the-
rapy (Cooper, 2022), speech training (Yan et al., 
2021), family training (Rooks-Ellis et al., 2020) and 
audiology services (Rea et al., 2019). Play is frequ-
ently used as a kind of intervention, thus the child 
is often not even aware that they are learning. The 
Early Start Denver Model (ESDM), a behavioral 
therapy using Applied Behavior Analysis techni-
ques for autistic children between the ages of 12 
and 48 months (Cidav et al., 2017) and also the 
TEACCH program strives to improve the learning 
and development of autistic children by leveraging 
their current strengths to support the identity and 
academic growth of autistic children (Davis et al., 
2022). Awareness of autism should be fostered 
among the community so that ASD children or 
adults will not feel left out. Thus, awareness about 
autism is implemented through the celebration of 
World Autism Awareness Day on April 2 each 
year. 
   Living with ASD can be challenging, not just for 
the individual, but also for their family. People with 
ASD require specialized care and support to help 
them fulfill their potential and lead a fulfilling life. 
It is essential to provide a structured environment 
with clear routines and schedules and to provide 
support with social interactions. Given the right 
support and care, people with ASD can thrive and 
achieve their full potential. Many studies have been 
conducted for ASD such as to learn more about 
methods of treatments and therapy (Czelej et al., 
2023), symptoms of ASD (Doyle and McDougle, 
2022), etiology and pathology (Sauer et al., 2021), 
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ASD children management (Hyman et al., 2020), 
possible causes and risk factors (Kim et al., 2019), 
and also ASD classification (Sharma et al., 2018). 
Based on these studies, researchers have concluded 
that the learning of autistic children is greatly 
influenced by experience and environment 
(Patrascoiu, 2022). Therefore, this article was 
written to see how the principles found in Waldorf 
education can help the development process of 
ASD children. 

 
   Autistic Children in Waldorf Education 
   A book published by Waldorf Publication entit-
led “The Seven Core Principles of Waldorf Edu-
cation” (Pedagogical Section Council & Leibner, 
2017) has elaborated on the 7 principles found in 
Waldorf education. Each of the principles will be 
explained in relation to how Waldorf education 
promotes the growth of autistic children. 
 
   Image of the Human Being 
   In the perspective of Waldorf education, the idea 
of the human being is frequently presented in 
terms of a harmonious balance between spirit, bo-
dy and soul. The development of these three ele-
ments is a crucial element in the development of 
autistic children. Spirituality is the ability to exhibit 
awareness or understanding of the world around us 
by expressing amazement, compassion, and love 
for this world and everything in it (Robinson, 
2019). Rudolf Steiner held spirituality to be innate 
in all people and that spiritual development needed 
to be encouraged. Children with autism gain awa-
reness of and comfort with virtues like reverence 
and  responsibility (Gul et al., 2019) by developing 
a passion for their environment and the ability to 
accept other people's uniqueness without being 
afraid. Meanwhile, from the body aspect, Steiner 
stated that the first seven years of a child's growth 
are the time when their will and desires begin to 
blossom. Thus, mental and physical growth and 
development affects the intellectual development 

of autistic children (Pivina et al., 2019). In this 
stage of growth, environment and eating habits are 
crucial components. Eating disorders in autistic 
children frequently result in behaviors like eating 
very little food (Page et al., 2022), taking a long 
time to finish meals (Wheeler, 2022), or not being 
able to eat at school (Cormack, 2019). There is no 
doubt that this has an impact on how physically 
autistic children develop, and it is crucial for pa-
rents and schools to play a part in making sure that 
this does not happen. It is necessary to balance the 
development of the etheric body's vitality with the 
strong and healthy growth of the physical body and 
all of its organs. By soul, Steiner refers to the 
sympathies and antipathies that permeate every 
emotion in a person. The concept of sympathy and 
antipathy is the dependence on moral judgments 
being made based on feelings of conscience. Simi-
lar to adults, autistic children will determine 
whether a behavior is right or bad based on their 
feelings, intuition, or conscience. The feelings have 
a tendency to be inconsistent and need emotional 
application because they are subjective. Therefore, 
the opposing forces of thought will interact to 
produce our emotional life. The involvement of 
parents and teachers in particular can assist autistic 
children comprehend emotions by explaining how 
thoughts lead to feelings. Autistic children may 
need guidance to recognize, understand, and ma-
nage their emotions. This is consistent with a study 
by Salimi et al., (2019), which found that autistic 
children frequently need assistance learning how to 
manage and control their intense emotions. 

 
   The three-life stages in child development 
   The process of a child's development is their 
transition from dependency to growing indepen-
dence as they mature from childhood into adole-
scence. Early childhood, middle childhood, and 
adolescence are the three distinct developmental 
phases that constitute Waldorf education's under-
standing of how human potential emerges. 
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According to Feiler and Tomonari (2019), early 
childhood starts from the time a child is born until 
they reach the age of 8. Meanwhile, for middle 
childhood, the age of children is from 8 years old 
to 12 years old and those in adolescence range in 
age from 12 to 18 years old. Bildiren et al., (2022) 
highlighted that Early childhood development 
comprises gross motor skills (crawling or running), 
fine motor skills (writing or drawing), speech and 
language, cognitive and intellectual (counting or 
identifying shapes), and also social and emotional 
skills (playing with other children). Nevertheless, 
issues such as delayed language, delayed cognitive 
or learning skills, or hyperactivity for autistic 
children under the age of 8 require parents and 
teachers to consider the most effective ways to 
support these children's development. There are 7 
activities that have been suggested by PS Academy 
Arizona (2022) to assist children with autism who 
are having cognitive skill issues. Meanwhile, for 
children who are in the middle childhood age, this 
stage is linked to rapid cognitive growth and the 
improvement of social abilities as a result of 
interaction with peers. The children stop relying on 
their families for longer stretches of the day and 
begin making new friends in their new environ-
ments at school. During this stage, the childrens’ 
physical development happens quickly as well. The 
development of middle childhood is influenced by 
a number of elements, which can be classified as 
environmental or hereditary (Yersel and Durualp, 
2020). However, the developmental stages and 
changes that occur in middle childhood are very 
different for a child who has received an autism 
diagnosis. Children with autism may have trouble 
managing anxiety that is possibly related to their 
not knowing what to say in social situations. It is 
possible to avoid social situations as a result of 
anxiousness. This can lead to social isolation for 
the autistic individual, limiting their capacity to 
make new friends. The inability to understand body 
language, which includes a challenge to accurately 

discern the tone and cadence of a voice and can 
result in errors in interpreting other people's con-
duct, is frequently a hurdle for children with autism 
(Minot, 2022). In a study conducted by Schuck et 
al., (2022), the solution to the issue of anxiety in 
the association and communication of autistic 
children is to surround the child with peers who 
share their interests in order to give them the con-
fidence to continue interacting. Furthermore, 
teachers and parents should concentrate on using 
basic, easy-to-understand words when communi-
cating as studies have shown that using simple 
words and language can help autistic children ma-
nage and calm (Wilson et al., 2019). When entering 
adolescence, autistic children will experience hor-
monal and physical changes like other children, 
however, puberty can be particularly difficult for 
autistic children. Thus, parents and teachers should 
play a role in helping autistic children in the pu-
berty process such as by discussing the distinctions 
between a child's and an adult's bodies. Earlier 
explanations about puberty will help autistic 
children to be prepared mentally and physically. 
Holmes et al., (2019) stated that social stories, 
visual supports, and meaningful language can all aid 
in helping autistic adolescents comprehend how 
their bodies will change. 
 
   Developmental Curriculum 
   When Steiner decided to support the building of 
a school, he had thought of a school concept 
where the curriculum approach was compatible 
with the different phases of child development 
(Edmunds and Barton (2004). When there is a 
statement where you use a name, date, etc. you 
must cite Steiner also believes that from birth to 
age 7, children need to mimic their environment. 
Additionally, at this age, children learn best by 
doing and this process emphasizes play, oral lan-
guage, practical tasks, and physiological intelli-
gence. The surroundings and the child's imagina-
tion are key components in the development of 
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autistic children. By creating a conducive environ-
ment in the classroom, such as by setting up a 
suitable workstation that allows for a variety of 
activities, autistic children can learn effectively 
(Ghazali et al., 2019). A creative mind relies heavily 
on imagination. In the Waldorf curriculum, child-
ren will be given freedom for any art activity. 
Nevertheless, these imaginative encounters may 
occur in autistic children considerably later than in 
children with average development. According to  
Lee, (2021), due to their limited creativity, autistic 
children usually struggle with artistic endeavors. 
This causes autistic children to experience commu-
nication skills problems. However, the develop-
ment of their imaginative and creative play may 
enhance their communication abilities. Besides, 
children engage in imaginative play when they 
compensate for their own stories, role-play, or use 
toys or everyday things in novel ways. Certainly, 
through imaginative and creative play, children 
learn socially, emotionally, vocally, cognitively, 
cognitively, and even physically (Bololia et al., 
2022). Meanwhile, the curriculum in Waldorf edu-
cation for students between the ages of 7 and 14 
places a strong emphasis on idealism, in which 
teachers support students' innate potentials as they 
naturally grow. The teacher is given a specific posi-
tion by idealism. It regards the teacher as the 
student's live role model and as a spiritual advisor. 
Waldorf educators believe that children are capable 
of attaining great things if they have the oppor-
tunity to explore their intellectual and creative 
potential. This approach is based on the belief that 
a child's development depends not only on what 
happens in the classroom, but also on what goes 
on outside it. Therefore, teachers at Waldorf 
schools strive to help their students develop a 
strong sense of personal responsibility and a sense 
of harmony with the world around them. In many 
ways, this emphasis on idealism is evident in every 
aspect of the curriculum. Idealism has been histo-
rically associated with the ideas of Transcendence 

(Hart, 2014) and Universality (Dahlin, 2017), which 
are believed to be essential aspects of the Waldorf 
education. Thus, the development of autistic child-
ren between the ages of 7 and 14 incorporated into 
the Waldorf curriculum and will result in moral 
character. The belief of transcendence for children 
with autism has the power to rise above his/her 
physical limitations to become one with the higher 
forces in the universe. The universality in Waldorf 
education for the children with autism is the 
interconnectedness of all life systems such as hu-
mans, animals, plants, minerals and the fact that all 
things are interrelated through cycles of growth, 
transformation, and regeneration.  
 
   Freedom in teaching 
   In Waldorf school, teachers are a pedagogical 
artist who is empowered to share with the children 
their unique interests, experiences, and talents in 
order to make the lessons more engaging (Hon-
konen, 2021). It has provided teachers with a uni-
que opportunity to provide freedom in teaching 
autistic children in Waldorf education. According 
to Nelson et al., (2017), academic freedom refers to 
a teacher's liberty to teach and discuss subjects 
without limitations or intervention from the school 
or government officials. Meanwhile, Barton (2020) 
stated that the unrestricted expression of ideas by 
teachers and students in the classroom, regardless 
of institutional, political, or religious barriers. This 
is very appropriate to be applied to children with 
autism because it is common knowledge that each 
autistic child is different in terms of accepting 
learning methods. Teaching in a Waldorf School is 
not confined to teaching from a set curriculum, but 
also encourages teachers to follow their intuition 
and creativity when it comes to imparting know-
ledge and developing their lessons. This freedom to 
create lessons that meet the needs of individual 
children provides teachers with an opportunity to 
connect deeply with each student, helping them 
develop their full potential. Additionally, Waldorf 
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education allows teachers to tap into a wide range 
of disciplines and interests that can be used to 
stimulate and engage students, including story-
telling, music, art, drama and physical activities. 
Allowing teachers the freedom to create their own 
curriculum and engage students in a variety of 
disciplines helps foster an environment that is 
stimulating, supportive and enriching for all invol-
ved. Through this creative and flexible approach to 
teaching, Waldorf schools offer a unique learning 
experience that can be tailored to the specific needs 
of each student. These benefits of Waldorf educa-
tion allow teachers to develop a deeper connection 
with each student, enabling them to truly get to 
know their individual strengths, weaknesses, and 
learning styles (Park-Cardoso and da Silva, 2021). 
This connection allows teachers to better adapt the 
curriculum to each student’s individual needs, 
helping them to reach their full potential in the 
classroom.  
 
   Methodology of Teaching 
   Each learning approach has its own method of 
teaching. Skutil et al., (2016) stated that general 
guidelines, pedagogy, and management techniques 
applied during classroom instruction are referred to 
as methodology of teaching. In Waldorf education, 
there are several methodologies used in the lear-
ning process where each of these methodologies 
can help the development process of autistic 
children. Among the methodologies used in 
Waldorf education are (i) Teaching using images 
allows teachers to assist students in growing their 
ability to think synthetically in living pictures as 
opposed to only in terms of abstract analytical 
principles. The process of learning through images 
genuinely helps autistic children to increase the 
clarity of their communication by giving a visual 
representation of their feelings, thoughts, goals, or 
demands (Omar and Bidin, 2015). In addition, 
Autistic children are very sensitive to certain colors 
and every color seen in the image can affect their 

learning process. The next methodology is (ii) 
Echolalia which refers to the repetition of speech, 
which is very common in school-aged autistic 
children. By incorporating rhythmic and repetitive 
language into the learning environment, educators 
can harness this natural inclination to help students 
develop communication skills. Prior research has 
found that individuals with echolalia use their 
repetitions to engage in communicatively functi-
oning speech (Ryan et al., 2022). To capitalize on 
the potential of echolalia, teachers should focus on 
repeating information with a rhythm and refrain 
from using questions that would require an answer, 
as it can become overwhelming for the student. In 
order to create an optimal learning environment, 
teachers can also leverage the student’s echolalia to 
build their receptive language skills. By prompting 
the student to repeat back what they heard, 
teachers can help strengthen their understanding of 
spoken language and encourage them to explore 
different vocal inflections. Subsequently, the third 
methodology refers to the artistic transfiguration 
which means when the teachers are teaching autis-
tic children, they can offer a safe environment 
where they can explore and understand their 
artistic talents while also communicating their 
thoughts and feelings in a non-verbal way. The 
term "artistic" may not necessarily refer to the 
traditional arts like singing, drawing, or sculpture 
but rather to the perceptually evident, which, like 
those arts, uses perceptible media to expose the 
invisible. Therefore, a math issue or science ende-
avor can be just as aesthetic as a storyline or an 
artwork. Through art experiences, children with 
autism can express their inner thoughts and 
feelings that would otherwise be hard for them to 
communicate in words. In addition, art-based acti-
vities can help children with autism increase self-
confidence and gain the skills to succeed in their 
social lives (Park, 2022). Autistic children can 
improve their motor skills while creating art utili-
zing equipment to draw, paint, or learn an 
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instrument through a controlled procedure. The 
satisfaction of finishing an artistic project can 
boost self-assurance and self-worth (Gopal, 2023). 
Among other methodologies that are stressed in 
Waldorf education is (iv) educating not instructing. 
This is regarding how the teacher will educate 
autistic children about the concepts, ideas, theories, 
or history rather than giving the children a set of 
tools or tasks to do something specific. A teacher 
simplifies the meanings of the content by educa-
ting, which means by giving explanations, and pro-
viding examples related to the topic being studied. 
Besides, the analysis and explanation of the topic 
simplify the difficult things, making it easier for 
autistic children to learn. Educating helps the 
students to understand the content quickly, giving 
them clarity of thought and providing them with a 
more complete view of the subject matter. By care-
fully analyzing and explaining a problem, teachers 
can ensure that their students have a greater under-
standing of the concepts being taught. Further-
more, explanations can help teachers to keep their 
students engaged in the lesson by prompting them 
to think deeply about the problem and encouraging 
them to ask questions. Explanation is an important 
teaching way as it helps students to gain a better 
understanding of the material being taught. 

 
   Teacher-Student Relationship 
   Waldorf education supports each child to build 
healthy relationships to their own body, to other 
people and to the world. It does this within the 
framework of its overall aims of enabling children  
especially the autistic children in their socialization, 
qualification and individuation. In Waldorf Educa-
tion, teachers often remain with their classes and 
because of this effective concept, the teacher-
student interaction is the bedrock of classroom 
dynamics and the growth of each individual stu-
dent. As teachers periodically spend time with a 
group of students, teachers get a unique under-
standing of each student's strengths and 

weaknesses. This understanding alters how learning 
occurs in the class. In many Waldorf schools, the 
child stays with the same teacher from 1st up to 
8th grade (Dorfman and Fortus, 2019), therefore, 
it's crucial to put relationship quality at the center 
of schooling.  
   Children are more likely to be engaged and 
perform at a high level of learning when they feel 
that their teachers genuinely care about them. 
According to Losh (2022), for children with 
autism, strong bonds with teachers are key to 
success. Taking an attentiveness in student interests 
had a saliency score substantially higher than that 
of other categories, both within and across 
prompts. Occasionally failure among students can 
be attributed to their anxiety, sense of unease, or 
even fear in the classroom. The necessity of having 
a physical safe, comfortable area or quiet corner 
within the classroom, as well as being consistent 
and predictable, was affirmed by teachers as a way 
to help autistic children feel safe and trusted 
(Bolourian et al., 2022). Esqueda Villegas et al., 
(2022) stated that to establish a solid rapport with 
autistic children, teachers might employ a variety of 
strategies. Making it clear that the instructor cares 
about the children is one technique to build a 
positive student-teacher connection. It can be 
accomplished by conversing with the students and 
getting to know them better. Another approach is 
to listen to the children. Teachers may do this by 
learning about their individual learning methods, 
hearing their comments, and taking into account 
their interests. The close relationship between 
teachers and autistic children definitely makes these 
children feel more comfortable to interact and trust 
the teacher. Teachers are also dedicated to main-
taining positive working connections with both 
their colleagues and the parents of the students in 
their classes. By fostering these connections, the 
school community's social life is improved, and the 
students' socio-emotional learning is further 
enhanced. 
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   Anthroposophy (the wisdom of human development) 
   The term “anthroposophy” derives from the 
Greek word “anthropos-sophia” which translated 
into English means human wisdom (Von Gleich, 
1998). The human being is a complex creature, 
with many different characteristics with the ability 
to think, make decisions, share information and 
also communicate. Humans have developed many 
tools that allow them to work together in order to 
achieve a common goal more efficiently than if 
they were working individually. Anthroposophy is 
fundamentally a study of the human being, our 
nature, development and task. Through anthro-
posophy, autistic students will grow spiritually by 
applying uniquely human abilities to develop clear 
thinking and a truthful perception of the world 
(Kellum, 2018). The individual child's healthy 
growth is the primary driving force behind Waldorf 
education. The curriculum seeks to encourage and 
promote each student's most wholesome growth 
and also demands that particular learning experi-
ences be presented to children at particular times 
and in particular ways in order to ensure that the 
physical, emotional, and intellectual development 
of the child are all given equal priority. Moreover, 
every lesson in a Waldorf school is guided by the 
notion that supports the development of the whole 
child. The development of teachers, and conse-
quently the creation and delivery of curricula, is 
centered on the active study and observation of 
children. There is no one part of the school's 
operations that is exclusive to the Waldorf edu-
cation. It is reflected in the school's organizational 
structure, social and physical environment, curri-
culum material and teaching strategies, and 
educational goals. The philosophy of Waldorf edu-
cation seeks to develop students’ physical, emo-
tional, intellectual and spiritual capabilities, 
equipping them with the skills they need to become 
creative and productive citizens. Waldorf education 
strives to provide an education that is holistic and 
balanced, focusing on the individual and their 

needs. This holistic approach to education seeks to 
provide a well-rounded experience for the student, 
not just in terms of academic learning, but also in 
developing the character and spiritual growth of 
autistic children. 
 
 
   Conclusion 
   Human education development occurs in the ab-
stract and until today, there is no particular method 
that works for all individuals when it concerns 
autism and schooling. The criteria for what consti-
tutes a good educational program vary from child 
to child. However, the Waldorf educational setting 
gives autistic children the chance to interact with 
their environment and learn at their own pace. 
Rudolf Steiner realized that movement is a useful 
tool for learning. Scientific research has demon-
strated how movement affects learning and cogni-
tion, which are interconnected. A learning environ-
ment where children are actively involved in their 
studies has therefore been implemented in Waldorf 
education. Instead of rote memorization and drill, 
learning is instead centered on a child's exploration 
of a concept until it is learned. As a result of 
Waldorf education's insistence that knowledge 
should be made explicit enough for any kid of any 
age to understand and learn, a technique and a 
number of materials that may be incorporated into 
the classroom environment were developed. Cont-
rary to conventional education, which emphasizes 
students learning the same thing, at the same time, 
in the same way, Waldorf education places a differ-
rent emphasis on individual learning styles. It 
places an emphasis on the idea that learning is a 
process that is independent of a child's age. Lear-
ning is instead measured by how quickly a child can 
master one ability before moving on to the next. 
Children with autism may benefit from a variety of 
components of a Waldorf education, starting with 
outdoor play, learning through art,  relaxed 
teaching style and individualized attention. Thus, it 
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is intended that by outlining the seven founding 
principles of Waldorf education for autistic child-
ren, parents may gain insight, particularly when 
choosing the right school for their children. 
Therefore, it is hoped that by presenting the seven 
guiding principles of Waldorf education for autistic 
students, parents may gain understanding, espe-
cially when selecting the best school for their kids. 
In a Waldorf setting, teachers support and assist 
parents in finding an alternate method of educating 
autistic children. The development of standardized 
skills is the main goal of traditional education, but 
Waldorf schools adopt a more holistic approach 
and strive to provide students more opportunities 
to grow in their own character and connect with 
their spirituality. Although Waldorf schools were 
developed primarily for non-autistic children, the 
teachers are not specially trained to teach autistic 
students. However, many characteristics of Wal-
dorf schools facilitate the integration and success-
ful education of well-functioning autistic children. 
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   Abstract 
   The purpose of this paper is to discover the way Reggio Emilia addresses special needs children. This 
research will discuss several theories from educational psychologists such as Vygotsky, Gardner, Piaget, 
Bronfenbrenner, Bruner, and Dewey that are used in the Reggio Emilia approach. The Reggio Emilia 
approach can help special needs children optimize their learning ability, facilitate learning through 
experience, and give them the opportunity and courage to try something new. Thus, the purpose of this 
article is to investigate the extent to which the Reggio Emilia approach can aid in the development of 
special needs children's creativity, as well as to inform the community about the form of early Reggio 
Emilia education for special needs children. 
   Keywords: Reggio Emilia approach, special needs, children, development, theories 
   Discipline: pedagogy  
 
   Absztrakt 
  A SAJÁTOS NEVELÉSI IGÉNYŰ GYERMEKEK REGGIO EMILIA JELLEGŰ MEGKÖZE-
LÍTÉSE  
   A tanulmány célja annak feltárása, hogy milyen módon foglalkozik a “Reggio Emilia” a sajátos nevelési 
igényű gyermekekkel. A tanulmány a Reggio Emilia megközelítésben alkalmazott kutatók (például 
Vygotsky, Gardner, Piaget, Bronfenbrenner, Bruner és Dewey) elméleteit tárgyalja. A Reggio Emilia 
megközelítés segíthet a sajátos igényű gyermekek tanulási képességeinek optimalizálásában, megkönnyíti a 
tapasztalatokon keresztül történő tanulást és lehetőséget, bátorságot ad nekik, hogy kipróbáljanak valami 
újat. A cikk célja annak vizsgálata, hogy a Reggio Emilia megközelítés milyen mértékben segítheti a sajátos 
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nevelési igényű gyermekek kreativitásának fejlődését, valamint, hogy bemutassa a sajátos nevelési igényű 
gyermekek korai nevelése során alkalmazható Reggio Emilia nevelési formákat.  
   Kulcsszavak: Reggio Emilia megközelítés, speciális igények, gyerekek, fejlődés, elméletek 
   Diszciplína: pedagógia 
 
 
 
   Childhood is a time when children are eager to 
try new things and are curious about the world. 
Environment, genetics, emotions, and learning 
methods all play important roles in children's de-
velopment which happens at their own pace. 
Child development, according to Santos et al. 
(2022), can be viewed as a series of steps and 
progressive stages that increase the individual's 
complexity. Tatalovic and Elma (2015) concur, 
stating that children exhibit a typical progression 
that includes numerous changes as they grow ol-
der which according to Ramadhanty et al., (2022) 
can be seen in three major areas, motor/physical, 
cognitive, and socio/emotional. From birth to the 
beginning of adulthood, the growth of a child 
covers various aspects such as physical, language, 
cognitive, and emotional (Cowie, 2019). Thus, in 
ensuring that children go through the develop-
ment process from all aspects, especially in 
terms of education, various approaches and ini-
tiatives have been carried out and implemented. 
One of the approaches implemented by most 
schools in the world is to use the Reggio Emilia 
Approach. Generally, this amazing approach is a 
pedagogy that is commonly used with preschool 
and kindergarten students. This approach places a 
focus on a child-centred, self-guided construc-
tivist curriculum that uses practical, experiential 
learning in relationship-driven environments. 
(Gallagher-Immenschuh & Broderick, 2021). 
Over the past decade, the Reggio Emilia approach 
has become more popular and more widely used 
in many schools. This approach is seen to be able 
to attract students' interest to deepen something 
learned and also help them gain experience from 

what they do. It is common knowledge that every 
school has a curriculum selection that is used in 
the children's learning system. While glancing at 
the definition of the term curriculum, it can be 
defined as the content of learning and academics 
that is taught in school or any educational prog-
ram. A curriculum, as defined by Kenneth et al., 
(2021), is a benchmark, planned series of expe-
riences through which students develop and pro-
cure content knowledge and adapted developing 
skills. The curriculum is broadly defined in educa-
tion as the sum of the student's experiences that 
transpire all across the academic opportunity and 
journey. A student-centred and constructivist self-
guided curriculum is used in the context of the 
Reggio Emilia Approach curriculum, which em-
ploys self-directed, experiential learning in rela-
tionship-driven environments constantly through 
observation, disclosure, and play (St Nicholas Ear-
ly Education, 2020). 
   The Reggio Emilia Approach has many poten-
tial benefits and drawbacks, which will be largely 
determined by the quality of the teaching and lear-
ning sessions which at the same time allows stu-
dents with special needs to benefit from lessons 
with teachers and peers. Observation, resources, 
and guidance from the teacher are undoubtedly 
important components of the learning process, 
and the Reggio Emilia approach allows students 
to work independently with their abilities and 
skills. Aside from that, the Reggio Emilia app-
roach has shown to be very effective in developing 
children's social skills (Aden & Theodotou, 2019), 
particularly in terms of communication and inter-
action through gestures, body language, and 
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personal appearance, whether verbal or nonver-
bal. Students’ ability to communicate and interact 
will benefit immensely their daily interactions and 
can indirectly make the learning process more 
enjoyable. 
   According to McNally & Slutsky (2017), every 
Reggio Emilia approach is based on what is 
around children, allowing them to explore within 
their learning where the environment plays a 
significant role in innovation. The Reggio Emilia     
approach can be seen as a potent strategy for 
fostering children's confidence as educational ma-
terials are created from resources that are readily 
available to children. (Vargáné, 2018) 
   According to Shabazian (2016), the Reggio 
Emilia approach can increase students' confidence 
when they are free to express themselves and ma-
ke choices. This is also by a study conducted by 
Mitchiner et al., (2018) on two ASL/English 
bilingual schools for Deaf children, which found 
that the Reggio Emilia approach helped children 
gain confidence in expressing their thoughts and 
ideas. Listening to someone gives them impor-
tance and value, and it promotes self-confidence, 
self-worth, and pride (Rimes et al., 2018). The 
efficiency of the Reggio Emilia approach has 
indeed been demonstrated to play a major role in 
the growth of children, but it is unclear whether 
this approach is also adequate for special needs 
students. Children with special needs have educa-
tional needs that differ from those of the general 
population; they are also known as children with 
learning disabilities. Jo Rudy (2022) wrote an ar-
ticle titled "What to Say Instead of "Special 
Needs". Why the Term "Special Needs" Is Con-
fusing and Offensive" states that special needs 
refer to physical, behavioural, emotional, or lear-
ning difficulties that necessitate some form of 
specialized accommodation at school, work, or in 
the community. The special accommodation is 
vital in launching special needs students' learning 
processes. (Seid, 2019). 

   Peter et al. (2013) stated that special needs are a 
specific clinical and functional development phase 
that refers to individuals who require assistance 
due to medical, mental, or psychological disabi-
lities. UNICEF (2022) affirmed there are appro-
ximately 240 million children worldwide classified 
as having special needs, which equates to one in 
every ten children in the world living with disa-
bilities and experiencing deficiencies in indicators 
such as health, education, and protection. Thus, 
the global initiative to prevent special needs child-
ren from dropping out has been inspired by the 
development of special needs classrooms, as well 
as appropriate resources and learning methods. 
The use of appropriate resources, such as those 
designed specifically for special needs children, 
has been shown to aid in the development of the 
student learning process, as evidenced by previous 
studies conducted on learning difficulties. Mean-
while, according to the study performed by Eskay 
& Oboegbulem (2013), a well-designed curricu-
lum for special education needs children is depen-
dent on the school administrator's ability to en-
sure adequate educational opportunities for stu-
dents with disabilities. This includes adequate 
curriculum planning that focuses on activity-based 
learning, self-directed learning, cooperative group 
work, and peer learning (Okoro, 2019). 
   Knowing the effectiveness of the Emilia re-
gion's approach to children and seeing how this 
approach is gaining traction around the world, 
this article will look at the philosophy of Reggio 
Emilia that can help the development of SEN stu-
dents. The following paragraph will explain the 
history of the Reggio Emilia approach, followed 
by the Reggio Emilia Approach principles. The 
explanation of the special needs children will be 
followed by the implementation of the Reggio 
Emilia Approach to special education students in 
the following subtopic. At the end of this article, a 
subtopic will discuss the difference between the 
Reggio Emilia Approach and the conventional 
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approach to special education needs children by 
listing some of the advantages and disadvantages 
of the two approaches. 
 
   Special Needs Children 
   The term "special needs" is a broad term that 
can be defined as individuals, particularly children, 
who have disabilities that limit their daily interact-
tions. Special needs also refer to several other 
terms such as Special Educational Needs (SEN) 
and learning disabilities (LD). Section 20 Children 
and Families Act 2014 defines SEN as a condi-
tion in which A child has a developmental delay 
or complexity that necessitates special education. 
Learning disabilities are neurological conditions 
that affect spoken and written language, text 
comprehension, self-coordination, computation, 
and math problem-solving, among other math, 
reading, and writing skills (Binaghi Guida, 
2022). These terms are ways to refer to stu-
dents with disorders, in which their learning may 
be altered or delayed compared to other students. 
Spengler et al. (2016), special needs refers to a 
clinical diagnostic and functional development 
term used to describe individuals who demand 
guidance and assistance for any form of impair-
ment, whether medical or psychological. It gene-
rally refers to a child's actual need, particularly in 
situations requiring accessibility, such as opportu-
nities for education, transportation, work settings, 
government programs, public places, and housing 
(Disability Etiquette, n.d.). 
   Meanwhile, Hanurawan (2017) defines special 
needs as children who have a disability, health, or 
mental health condition that necessitates early in-
tervention and support. According to Lee (2022, 
I1), in the Individuals with Disabilities Education 
Act (IDEA) Law 2004, there are 13 different 
types of special needs as protected classes have 
been outlined which are Autism, Deafness, 
Deaf/blindness, Emotional Disturbance, Hearing 
Impairment, Intellectual disability, Multiple Disa-

bilities, Orthopedic Impairment, Other Health 
Impairment, Specific Learning Disability. Speech 
or Language Impairment, Traumatic Brain Injury, 
and Visual impairment (including blindness). Fun-
damentally, special needs children are defined as 
children who are different from their peers and 
require assistance, particularly with learning 
(Mező, 2022). Mohd Ali et al. (2018), stated that it 
is critical to provide special needs students with 
assistance or services for them to get the most 
value from the teaching and learning process. 
 
   Theories Applied in the Reggio Emilia 
Approach 
   Loris Malaguzzi, who is the backbone of the 
idea of the Reggio Emilia approach, has produced 
a poem translating the meaning implied in this 
approach. The poem, "The 100 Languages" de-
scribes how children can express themselves in 
more than one way through drawing, carving, 
dramatic play, writing and drawing. It also re-
presents the thoughts of children, who are al-
ways eager to try new things likewise with special 
needs children. All children, including those with 
special needs, can receive the same education, and 
there will be opportunities for students with and 
without disabilities to understand and learn to-
gether. According to Edwards et al., (2012) in 
their book titled, “The Hundred Languages of 
Children: The Reggio Emilia Experience in 
Transformation”, the use of the 100 languages 
metaphor emphasizes the importance of provi-
ding children with one hundred ways to share 
their thoughts about the world around them and 
to demonstrate children's limitless potential. Many 
studies such as Allehyani (2022), Gulcicek et al., 
(2019), and Hong et al., (2017) have been con-
ducted to determine how the approach of Reggio 
Emilia can aid in the development of educational 
opportunities for special needs children. This is 
an excellent platform for special needs children to 
use various representations to express their 
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worldviews and ideas. Therefore, in constructing 
the Reggio Emilia approach, Reggio educators 
deliberately sought, studied, discussed, and evalu-
ated a variety of viewpoints, opinions, and theo-
ries from sociology, psychology, and educational 
philosophy. 
   Reggio Emilia scholars furthermore evaluate 
this approach in light of several learning theories 
proposed by previous theorists. Learning theories 
are essential since they will relate the situations 
and procedures that take place during learning 
and benefit models for designing educational 
programs that improve learning. These philo-
sophies depict the steps that people go through 
when they implement relevant data into their 
mental models to make it innovative knowledge. 
Learning theories also analyze what inspires indi-
viduals to learn and what occasions facilitate or 
obstruct learning. Therefore, the Reggio Emilia 
approach, emphasizes the integration of ideas 
from various theories, including the theories from 
Vygotsky, Gardner, Piaget, Bronfenbrenner, 
Brunner and Dewey. Each of these theories will 
elaborate further on its effectiveness on Reggio 
Emilia principles. Educational theory, which inclu-
des theories of learning and instruction, explicates 
the fundamental frameworks of learning and 
teaching. Acknowledging learning theories aid 
teachers in reflecting on their practice, improving, 
reshaping, and refining their work, and according 
to the advancement of professionalism (Wong et 
al., 2019). 
   Vygotsky’s theory, which was inspired by Lev 
Vygotsky, has disclosed that children develop new 
social and cognitive skills through social inter-
actions with older people (Kautz et al., 2014). This 
is consistent with another name for this theory, 
Vygotsky's Sociocultural Theory, which refers to 
social terms that explain how learning is much 
more important in the context of a social process 
than the independent process of discovery. Vy-
gotsky's theory, which was introduced in 1962, 

has three distinct levels: cognitive, motoric, and 
socio-cultural. Cognitive learning is the process of 
thinking about concepts and ideas; motor learning 
is the process of doing something; and sociocul-
tural learning is the process of interacting with 
others (Vygotsky, (1978). Play was seen by Vy-
gotsky as another way for kids to learn about their 
socio-cultural environment. Vygotsky used the 
example of a boy playing with bricks to illustrate 
his idea. The child learns object exploitation 
skills while playing with the blocks, which he 
later used to build structures (Bjork-Willen, 2022). 
   The sociocultural theory of Vygotsky holds that 
learning is largely a social process in which the 
assistance of parents, caregivers, peers, and the 
greater society and culture plays a crucial role in 
the development of higher psychological processes 
(Silalahi, 2019). 
   Howard Gardner (1983) introduced the Gard-
ner theory with the concept of Multiple Intelli-
gences, which refers to the learning occurring 
through many types of intelligence, with people 
having varying levels of each. Multiple intelli-
gences is a theory that outlines the various 
methods by which students learn and obtain in-
formation (Mahmood et al., 2022). Gardner’s 
theory implies that people do not always possess 
all of their intelligence at birth and have different 
ways of processing data (Cook, 2021). Therefore, 
Gardner introduced eight different types of in-
telligence to broaden this concept of intelligence: 
1)linguistic, 2)logical/mathematical, 3)spatial, 
4)bodily-kinesthetic, 5)musical, 6)interpersonal, 
7)intrapersonal, and 8)naturalist. Gardner's 
multiple intelligences theory has had a significant 
impact on how people think about human in-
telligence (Gardner, 1983). This theory believes 
people can be intelligent in different ways. Gard-
ner contends that schools and teachers should 
teach in a way that encourages all types of 
intelligence, not just the traditional ones like 
linguistic and logical intelligence (Ababneh, 2021). 
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Research findings indicated that multiple intelli-
gences adapted to teaching activities could out-
standingly improve the ability to conspire to learn 
with peers (Yerizon & Putra, (2021), enhance 
students' learning achievement (Ndia et al.,2020), 
promote the motivation to learn (Hajhashemi et 
al., 2018) and enhance reading comprehension 
(Nemat, 2016). Furthermore, this theory suggests 
that teachers should individualize instruction by 
identifying students' strengths and weaknesses 
(Elsayed, 2021). 
   The Theory of Cognitive Development propo-
sed by Swiss psychologist Jean Piaget (Domingo, 
2021) which is also known as Piaget's theory 
suggests that children progress through stages 
based on their ability and intelligence to perceive 
sophisticated relationships (Bellieni, 2022).  
   Piaget's theory, published in 1936, refers to a 
specific insight which is the involvement of 
growth and development in children's expanding 
ability to comprehend their world, and children 
cannot execute specific tasks until they have 
reached a specific level of psychological maturity 
(Pakpahan & Saragih, 2022). Piaget discovered 
that children of certain ages frequently gave the 
same varieties of incorrect answers, and he for-
mulated a theory of how children's cognitive 
processes developed on these findings (Waite-
Stupiansky, 2017). There are four stages of deve-
lopment suggested by Piaget's theory of cognitive 
development 1) sensorimotor stage: birth to 2 
years, 2) preoperational stage: 2 to 7 years, 3) 
concrete operational stage: 7 to 11 years and 4) 
formal operational stage: ages 12 and up (Piaget, 
1936). Teachers can use Piaget's theory in the 
classroom to create a great learning environment 
for their students by asking students to reflect on 
their experiences or empowering discussions 
regarding what is being instructed. Meanwhile, for 
the students, the cognitive learning that occurs 
during the learning session will undoubtedly 
boost their confidence (Daly-Smith et al., 2018) 

and motivate the children to enhance the ten-
dency for children to develop a learned inade-
quacy reaction when confronted with challenging 
problems (Yee & Braver, 2018). 
   Meanwhile, Urie Bronfenbrenner, a Russian-
American physiologist, who developed the 
Bronfenbrenner theory acknowledged that every 
aspect of a person's environment impacted their 
development (Soyer, 2019). Bronfenbrenner’s 
theory is among the most widely recognized theo-
ries that inspired social environments on human 
evolution. The progression of Bronfenbrenner's 
ecological systems theory views child develop-
ment as a complex system of relationships inspi-
red by various levels of the environment, from 
the contexts of immediate family and the school 
to more general cultural values, laws, and cus-
toms (Chuang et al., 2018). Bronfenbrenner's 
theory which was published in 1979 contends that 
your upbringing influences every aspect of your 
life. Bronfenbrenner also developed the Eco-
logical Systems Theory (EST) to focus on the 
child's environment's quality and context. and 
highlighted that, the interaction within these envi-
ronments becomes more complex as the child 
grows. According to Crawford (2020), the eco-
logical systems theory states that humans en-
counter different environments throughout their 
lifespan that may influence children's develop-
ment through five major structures; 1) micro-
system (families, teachers, school, peers), 2) meso-
system (communication between the parents and 
teachers), the 3) exosystem (neighbourhood, pa-
rent's workplaces), 4)macrosystem (socioecono-
mic, belief) and (5)chronosystem consist of 
changes in family structure and economic cycles 
(Bronfenbrenner, 1974, 1979). 
   Dewey Theory was founded by John Dewey in 
1938, which holds that humans develop and 
evolve as a result of their interactions with the 
outside world. John Dewey's educational philo-
sophy stated that children learn best when they 
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interact with the environment and participate in 
the school's learning plan (Escudero, 2022). 
Furthermore, based on Dewey's theory, the lear-
ning process involves pragmatism which is doing 
practical things that get results (Mailhot & 
Lachapelle, 2022).  
   Wang (2015) defines pragmatism as a teaching 
and learning approach in which students can 
understand and use the methods and skills needed 
to complete a task. In explaining the direction of 
this theory towards children's development, 
Dewey's theory has outlined four principles: (a) 
Learning by doing or experiential learning (b) 
Discussion (c) Interactive and (d) Interdis-
ciplinary. In terms of education, the process of 
learning through experience or experiential 
learning is important and focuses on learning by 
doing (Almousa & Hejazi, 2022). This theory 
encourages students to learn through experiences 
that aid in their ability to remember facts and 
retain information (Stang, 2022). Dewey's edu-
cational philosophy prioritizes meaningful lear-
ning activities and participation in classroom 
democracy. 12 Dewey's learning theory em-
phasizes the significance of the creative mind in 
propelling thinking and learning forward, as well 
as teachers offering students to engage in 
mischievous deliberation of possibilities and 
experience the world. 

 
   The Theories: Principles of Reggio 
Emilia and Special Needs 
   Reggio Emilia educators agreed that the com-
bination of theories produces the principles of 
effecttiveness in the Reggio Emilia approach 
(Rinaldi, 2021). The integration of children with 
special needs into school systems is a global issue 
being addressed. As a result, some Reggio Emilia 
principles will look at how it can assist special 
needs children in their learning process and the 
principles are as follows: 
 

   The image of the child in Vygotsky’s theory 
   Childhood is an essential stage in human deve-
lopment. This is demonstrated by Trent (2019), 
who reported that A child's brain develops rapidly 
during the first five years of life. This indicates 
how a child's learning relies on their age group 
and how a child's brain grows during the first few 
years of life will depend on the quality of their 
experiences. (Bick        et al., 2022). Thus, the image of 
children outlined by Reggio Emilia educators is 
beneficial to the child's growth. According to the 
concept of child image (Cameron & Boyles, 
2022). All children, along with children with lear-
ning disabilities who have unique personalities 
and learning styles, have readiness, potential, and 
inquisitiveness, and they are fascinated by rela-
tionships, establishing their learning, and nego-
tiating with everything that their environment 
draws to them. Radhika and Kiran (2017) conduc-
ted a study on 106 children with learning disabi-
lities to assess students' cognitive ability to classify 
the computer hardware, words, alphabets, differ-
rent colours, and shapes. According to rese-
arch findings, half of the learning-disabled child-
ren in this study can identify computer compo-
nents such as monitors, keyboards, and mice, 
meanwhile, more than half can recognize and 
pronounce words and alphabets. Nevertheless, 
some of them had difficulty reading and writing 
respectable words and had difficulty giving 
examples of the forms in question. This demon-
strates that readiness and curiosity play an impor-
tant role in assisting special needs children's 
learning processes. Vygotsky was adamant about 
creating a learning environment in which students 
with disabilities could use "psychological tools'' 
13 to compensate for their disabilities (Finesilver 
et al., 2022). Special needs children have a 
significant impact on the development of social 
factors. 
 
   The 100 Languages in Gardner’s theory 
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   Malaguzzi (1996) wrote a poem titled "100 
linguaggi" (The 100 Languages) to demonstrate 
how children communicate and respond to what 
they see around them. The 100 languages also 
refer to children's self-expression, in which child-
ren can express their thoughts and feelings 
through words, choices, or actions (Kocer, 2012). 
Self-expression is essential for a child's sense of 
identity, self-confidence, and about the world. 
Furthermore, this will also broaden the minds of 
children, allowing them to develop ideas and 
sharpen their cognitive skills (Nurjanah & 
Hardiyanti, 2020). It will also assist children in 
positively communicating their feelings (Bailey et 
al., 2020). Meanwhile, Pritzker, (2016) stated that 
children reveal themselves when free to express 
their inner needs, wants and preferences. In gene-
ral, children can express themselves through play, 
choice, conversation (Mehrabian, 2017), art 
(Quaglia et al., 2015), art (Malchiodi, 2014), and 
writing (Fartoukh et al., 2012), It is critical to 
provide children with a plethora of opportunities 
to instil in them the confidence to speak up and 
be themselves. Furthermore, this will undoubtedly 
encourage children to take proactive steps that 
will allow them to express themselves in comfort-
table ways. Creating a welcoming learning envi-
ronment for children through simple activities can 
go a long way toward allowing them to express 
themselves. Howard Gardner's multiple intelligen-
ces theory emphasizes that the human brain uses 
various types of intelligence or skills. Children's 
intelligence is the result of complex interactions 
between their heredity and their experiences. 
Children, including those with special needs, learn 
and express themselves in a variety of ways. 
Simacek et al., (2021) stated that children with 
learning disorders can be taught interaction skills 
that allow them to cope independently and in-
crease social relationships. The National Joint 
Committee (NJC) for the Communicative Needs 
of Persons with Severe Disabilities, which issued 

The Communication Bill of Rights in 1992 states 
that everyone has the fundamental right to in-
fluence the conditions of their 14 own existence 
through communication (Wofford et al., 2022). 
Aside from this public right, a special set of needs 
(Pálfi et al., 2020) and communication rights 
should be protected in every daily interaction that 
involves people with severe disabilities. The follo-
wing are some of these fundamental communi-
cation rights; (a)the right to sensitive interaction 
with others, (b) the right to ask and know about 
my schedule and world, (c) the right to be taught 
how to communicate, (d) the right to share 
feelings and (e) the right to be heard and re-
sponded to. The 100 languages in special needs 
children are essential because they enable children 
to appreciate their individuality, which is a 
requisite constituent of developing a strong sense 
of self (Saroyan, 2021), as well as developing their 
imaginations and problem-solving skills 
(Rashidov, 2022). 
 
   Pedagogical Documentation in Piaget’s Theory 
   In the Reggio Emilia Approach, the focus of 
documentation is on how and what children learn. 
The documentation usually includes samples of 
the children's work, photographs of children 
engaged in the project work and comments. 
(Mesquita, 2022). Other forms of documentation 
can include photography, tape recording, and vi-
deo (Lim & Cho, 2019). Documentation can be 
written in several ways, including taking obser-
vation notes on what the teacher observes the 
child doing, or making a note of the picture, event 
or experience (Bingham et al., 2022). By using the 
theory of Piaget in the classroom for document-
ting children's work, teachers may develop a 
better understanding of their students' thinking 
and align their teaching strategies with their cogni-
tive level (Erlandsson et al., 2021). According to  
Hostyn et al., (2020), pedagogical documentation 
is an essential method in special needs education 
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as it supports planning, implementing, assessing, 
and developing early childhood education. Smith 
& Sheridan (2019) highlighted that in terms of 
family participation, pedagogical documentation is 
essential for assisting the special needs children in 
their education as families become aware of their 
child's experiences at kindergarten and get oppor-
tunities to contribute to the activities. Simulta-
neously, it will help the teachers to know the 
group of children, their interests, thoughts, skills, 
potentialities and ways of participation 
(Heiskanen et al., 2019).  
   Many Reggio Emilia institutes have been built in 
countries around the world, including Italy, Swe-
den, Norway and Denmark to display the results 
of 15 children's work and, in turn, indirectly open 
the world's eyes to how documenting the results 
of children's work can benefit the world. 
 
   Community influences in Bronfenbrenner’s theory 
   Community connections play an important role 
in social development and it is also an element that 
greatly influences children's environment. Accor-
ding to Frolli et al., (2022), the presence of com-
munity relations provides children with a sense of 
belonging and aids in the development of social 
and other skills. Gulleng, (2021), a community 
is emphasized as a group of people who share a 
common geographical, social and cultural life 
pattern and have a relatively interdependent 
livelihood. The community entails the distinct 
sections in the branch and the way they interact to 
acquire the outcome which could promote the 
culture that exists inside the organization. 
(Dankwa, 2020). According to Wenger (2021), 
community connections for children may include 
extended family and friends, neighbours, and 
members of local organizations. Different 
community connections provide different advan-
tages to children (Chawla, 2015) and children's 
confidence can also be bolstered by strong social 
connections, which can lead to new friendships. 

(Hino, 2012). Reupert et al., (2022) stated that the 
prominent proverb, it takes a village to raise a 
child, which comes from an international con-
ference held in Oslo, 2018 produces a clear 
message which means that the entire community 
plays a salient responsibility in the growth and 
development of its younger generations. 
   The importance of community in children's 
learning process can be linked to Bronfen-
brenner's theory, which states that a series of 
environmental and personal contexts can affect a 
child's development (Antony, 2022). This coin-
cides with a study done by Egilson et al., (2016) in 
which to gain new experiences and interactions 
for children with Autism Spectrum Disorder with 
other people and environments, the family should 
participate in the community. At the same time, 
the community would help children have the 
opportunity to generalize current skills 
(Jamaluddin et al., 2021). In general, children with 
disabilities have the same social needs as children 
without disabilities. They require love and respect 
while playing and exploring their surroundings 
with other children and adults. To ensure that 
these special children feel valued and 16 accepted 
in the community. Opportunities are required for 
children to develop and use their bodies and 
minds to the best of their abilities. 
 
   Parental participation and involvement in Bruner’s theory 
   Parental involvement in children's education is 
believed to benefit children's development. Paren-
tal involvement, as defined by Gachari et al. 
(2012), is the participation of parents in all aspects 
of education and child development. Parents par-
ticipate in school activities by attending Parent-
Teacher meetings, assisting their children with ho-
mework, and participating in a variety of other 
school activities. Parental involvement according 
to Estrada-Chichon (2022) is defined as an action 
that encourages parents to assist their children 
with various tasks and activities that support their 
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children's maturity and educational development 
at home, usually by the learning guidelines sugges-
ted by the teacher. Thus, the involvement of pa-
rents in special needs children’s education has an 
indirect positive effect on the development of 
these children's education (Boonk et al., 2018). 
The parent is regarded as an essential resource for 
the child's learning in the Reggio approach. Pa-
rents and teachers must exchange ideas to create a 
more positive and productive learning environ-
ment. A book written by Van Voorhis et al., 
(2013) shows that regardless of their origin or 
socioeconomic status, students who have invol-
ved parents are more likely to have better grades 
and test scores, attend school regularly, have 
greater social skills, exhibit improved behaviour, 
and adjust well to school. 
   The Bruner theory, according to Rannikmae et 
al. (2020), asserted that when kids begin learning 
new concepts, they need assistance from teachers 
and other adults in the form of active support. 
The research shows that children whose parents 
are involved in school will have thicker skin and 
are more responsible for their achievement in 
schoolwork than children on their own. (Lara & 
Saracostti, 2019). Parent involvement activities 
include conferring a journal or log for homework 
that parents sign upon accomplishment (Kung & 
Lee, 2016), sending students home with notes on 
what they did well and where they can improve 
(Nunez et al., 2015), and sending a class news-
letter home with curriculum themes and high-
lights (Okeke, 2014). A study conducted by Balli 
(2016) 17 on the involvement of parents in the 
education of special needs children stated that 
parents should be more intensive in assisting, 
accompanying, and guiding their children, 
particularly children with special needs, to 
improve their motivation and academic achie-
vement. Furthermore, Wang & Sheikh-Khalil, 
(2014) explained that parental participation also 
helps special needs children feel cherished by their 

parents, demonstrating behavior improvement in 
schools such as communication, empathy, and 
conflict resolution. (Thomas et al., 2020), and 
production communication between the teacher 
and the parent can oblige the school about the 
student (Fishman & Nickerson, 2015). Children 
with special needs require more attention than 
other children. The involvement of teachers in 
schools certainly benefits all parties involved, in-
cluding the teacher, the children, the school, and 
the parents. Parents should not undervalue their 
involvement in their children's learning processes 
because parents are the primary pillar in the lear-
ning processes of special needs students. 
 
   Learning exploration by project in Dewey theory 
   The Reggio Emilia Approach has observed that 
children learn quickly when they are involved in a 
project that is well structured to accomplish a 
specific goal (Asy’ari & Rachmawati, 2022). This 
approach uses a "child-developed curriculum" as 
opposed to a "child-prepared curriculum" where 
children create projects based on their areas of 
interest. The Reggio Emilia project framework 
has several distinctive qualities and components, 
including a guided inquiry (Senent et al., 2022), 
multimodal learning, (Brandao & Theodotou, 
2020) symbolic representations (Mikati, 2019) and 
a holistic approach (Miller, 2019). These factors 
led to the conclusion that the Reggio Emilia 
Approach can be classified as a project-based lear-
ning (PBL) strategy. Thus, PBL is an effective 
teaching strategy that has numerous advantages 
for students, including the development of critical 
thinking (Umar & Ko, 2022) and building self-
confidence (Yuliansyah & Ayu, 2021). Dewey's 
theory has developed a concept of 'learning by 
doing' which relates to the project-based learning 
methodology. Learning by doing is when children 
engage in an activity practically as they learn by 
doing, which gives them the chance to learn 
more. According to Bruce, & Bloch (2012), peop-



 
 

KÜLÖNLEGES BÁNÁSMÓD, IX. ÉVF. 2023/3. 

159 
 

le understand their experiences when they pro-
duce things and explore their surroundings. This 
is also an 18 designation applied to a wide range 
of educational circumstances as well as a peda-
gogical strategy used by teachers to encourage 
their students to engage in more practical and 
innovative forms of learning. Numerous studies 
have shown that project-based learning is asso-
ciated with giving special needs children the 
opportunity such as to use creative thinking skills 
to innovate new projects (Eldiva & Azizah, 2019), 
enhancing classroom engagement (Arntzen, 
2018), and provide teachers with the possibility to 
forge closer bonds with their students by serving 
as facilitators of active learning (Lopez & 
Corcoran, 2014). This is also supported by a study 
conducted by Cevik & Uredi (2016) where the 
results of a study on Mild Intellectual Disability 
(MID) children show an increase in academic 
achievement and a positive attitude towards pro-
ject-based learning. There is no doubt that pro-
ject-based learning appears to help children beco-
me comfortable with obstructions by developing 
strong problem-solving skills and self-confidence, 
as a reflection on one's conclusions is essential in 
a continuous inquiry process. This extended lear-
ning is possible because children are working to 
solve real-world problems that are important to 
them, and it allows for deep learning and compre-
hension understanding of topics and concepts. 
 
   The environment is the third teacher in Vygotsky and 
Piaget’s theory 
   Educators are very concerned and agree that 
what is around children will influence their lear-
ning development process (Cade et al., 2022). 
Therefore, creating a community of shared rela-
tionships between students, teachers, and parents 
in the classroom as well as a feeling of place in the 
world is one of the most potent and crucial as-
pects of implementing the Reggio Emilia app-
roach. The ambience is seen as the third teacher 

as it contributes numerous opportunities for 
children to explore, experiment, develop and their 
ideas (Feliu-Torruella, 2021). It should be a place 
for research and encourage collaboration and 
communication. Therefore, learning through this 
environment has been applied in the Reggio 
Emilia Approach based on Vygotsky's theory and 
also Piaget's theory where these two theories state 
that environmental factors affect the development 
and progress of a child. Two examples of envi-
ronmental factors in children's development are 
the physical environment (Schell & Rousham, 
2022) and the psychosocial environment (Burke et 
al., 2018). According to Debele (2015), the 
school's 19 physical environments include buil-
dings, laboratories, equipment, classroom furni-
ture, teaching materials, libraries, and play-
grounds. A conducive and exciting learning envi-
ronment is created in large part by the physical 
setting of the classroom. A study conducted by 
Iswari et al., (2020) which focuses on the lear-
ning environment for special needs children 
shows that friendly schools can optimally develop 
the potential of students with special needs from 
a wide variety of students. Another study on the 
impact of the environment on special needs child-
ren can be found in Alnahdi's (2014) study, which 
stated that assistive technology plays an important 
part in the learning progress of special needs 
children. Meanwhile, peers are referred to as the 
psychosocial environment, which is also closely 
related to learning motivation. There is no doubt 
that special needs children's daily interactions in 
the classroom influence their learning develop-
ment. This is supported by a study on special edu-
cation needs children conducted by Louick & 
Muenks (2022), the findings of which show that 
the influence of peers is very important in 
providing interaction and motivation during the 
learning process in the classroom. Syukri & 
Humaera (2019) conducted research on the em-
ployment of teaching aids such as flashcards, 
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foldable books, and posters in the subject of 
English for special needs children, and the fin-
dings revealed that this method ultimately in-
creases students' motivation. Students with disa-
bilities frequently experience higher levels of 
stress, anxiety, depression, and other emotional 
trauma. All of these factors can have a significant 
influence on their self-esteem and ability to learn 
and focus in school. As a result, motivation is 
critical in the development of special needs 
children. 
 
   Conclusion 
   The learning theories and the Reggio Emilia 
Approach continue to influence education today 
on many levels, notably for kids with special 
needs. To better understand how the Reggio 
Emilia theory might help children with excep-
tional needs develop conceptual understanding 
and knowledge systems, this article was prepared. 
The Reggio Emilia approach has gained accep-
tance as a foundation for instruction in kinder-
garten classrooms in some nations. By the theo-
ries previously discussed, the Reggio Emilia app-
roach was associated with special needs children 
by employing both pragmatic and scientific ways 
to advance education. Each hypothesis offered 
includes remarks on how it helps children with 
unique needs. Children with special needs benefit 
from a more enjoyable learning environment and 
the freedom to select the learning style they prefer 
thanks to the uniqueness of the Reggio Emilia 
approach. The approach used in the Reggio Emi-
lia approach establishes a curriculum and learning 
environment that removes all significant distrac-
tions, giving the special needs students the ability 
to concentrate on what is being taught and 
producing a more beneficial learning 
environment. The key ideas in the aforemen-
tioned theories are that learning and information 
acquisition need to take place in appropriate envi-
ronments and socially secure circumstances. 

Teachers must therefore consider how important 
the classroom atmosphere is to their special needs 
students. The Reggio Emilia teachers design spe-
cialized lesson plans for each kid based on their 
observations of them. Parents and educators dis-
cuss the benefits of including special needs kids in 
Reggio Emilia classrooms for discipline, self-assu-
rance, and growth. The Reggio Emilia educa-
tional approach integrates all five senses into a 
child's development and learning process. In addi-
tion to being connected to memory and the capa-
city to retain or continue learning, the senses work 
together to provide special needs children with a 
comprehensive picture of their experiences. 
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