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Abstract

Family planning can be considered beneficial to an extent and it involves the use of contraceptives to
stop unwanted pregnancies. Thus, this study investigated attitude of post-graduate students towards family
planning in Ilorin metropolis, Kwara state. Descriptive research design of survey type was adopted for this
study. The population for this study consisted of post graduates in Ilorin, Kwara state. The sample of two
hundred were randomly selected. The sampling technique that was used in this study was purposive
sampling technique. The instrument that was used for this study is a researcher-developed questionnaire
tagged “Attitude of Post-graduate Students Towards Family Planning Question (APSTFPQ). In analyzing
the data collected for this study, both descriptive and inferential statistical analyses were employed. The
demographic data collected was analyzed using percentages and ranking order. In testing the hypotheses
generated, t-test and Analysis of variance (ANOVA) statistics were used to analyze the hypotheses
generated for the study at 0.05 level of significance. The study revealed that the attitude of post graduate
students towards family planning in Ilorin metropolis was positive. There was no significant difference in
the attitude of post graduate students towards family planning based on age, course of study and number
of children while significant difference was observed on level of educational attainment. Based on the
findings of this study, it was recommended that awareness should be created among post graduate
students about family planning to improve the attitude of the students towards family planning,
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Counsellors in tertiary institutions should organize seminars and workshops on family planning and its
importance, post graduate students irrespective of age, course of study and number of children should
make it as a habit to engage in family planning.

Keywords: attitude; post-graduate students; family planning

Discipline: pedagogy, sociology

Absztrakt

POSZTGRADUALIS HALLGATOK CSALADTERVEZESI ATTITUDJEI A KWARA ALLAM-
BELI ILORINBAN

A csaladtervezés bizonyos mértékig hasznosnak tekinthetd, mely magiban foglalja a nem kivant
terhességek megallitasara szolgalé fogamzasgatlok hasznalatat is. Jelen tanulmany a posztgradualis
hallgatok csaladtervezési attitidjeit vizsgalta a Kiwara allambeli Ilorinban. A populaciét az Ilorini Egyetem
posztgradualis képzésben részt vevé hallgatéi (n=200) alkottak, akiket véletlenszerlien valasztottak ki,
célzott mintavételi eljarassal. A vizsgalat eszkoze a szerzGk altal kifejlesztett, ,,A posztgradudlis hallgatok
csaladtervezési attitddjei kérdéssor (APSTFPQ)” elnevezési kérd6iv. Az adatelemzést leird és
kovetkeztetS statisztikai elemzésssel végezték. Az Osszegyljtott demografiai adatokat szazalékos aranyok
és rangsorolas segitségével elemezték. A felallitott hipotézisek tesztelése soran t-prébat és a variancia-
analizist (ANOVA) hasznaltak (0,05-6s szignifikancia-szinten). Az eredmények azt mutattdk, hogy a
posztgradualis hallgatok csaladtervezési attitidjei pozitivak. A posztgradualis hallgatok csaladtervezési
attitddjei tekintetében nincs szignifikins kilénbség az életkor, a tanulmanyok és a gyermekek szama
alapjan, azonban az iskolai végzettség esetében szignifikins eltérés tapasztalhatd. Javaslatok: a
posztgradualis hallgatok koérében tudatossagot kell kialakitani a csalddtervezéssel kapcsolatban, hogy
javuljon a hallgatok csaladtervezéshez valé hozzaallasa. A felsGoktatasi intézmények tandcsaddinak
szeminariumokat és workshopokat kellene szervezniiik a csaladtervezéstél és annak fontossagarél. A
posztgradualis hallgatéknak életkoruktdl, tanulmanyi irdnyuktdl és gyermekeik szamatol fiiggetlentl
szokassa kellene tennitik a csaladtervezést.

Introduction In Nigeria today, according to World Population

In the year 2010, it was estimated that the
population of the world was growing by about 78
million per year at the rate of 1.4%, and was pro-
jected to rise to over 8 billion in 2025 (Kazi &
Sathat in Olalekan, 2011). Additionally, a survey
carried out in 2010 among the developing countries
revealed that total fertility rate was highest in the
Sub—Saharan Africa at an average of 5.3 children
per woman (Olalekan, 2011). A robust and
noticeable trend of increment in the population of
the world.

Bureau (2014), population explosion with the resul-
tant effect of food production not being sufficient
for the growing population is already being expe-
rienced. In Nigeria, the more children a woman is
able to procreate, the matrimonially fulfilled the
culture considers her, an attitude is the bane of
Nigeria’s economic growth and development, as
confirmed by Caldwell and Caldwell (2015) confir-
med this assertion with an opinion that less
developed countries like Nigeria could only grow
economically if population growth is held in check.
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The aforementioned can be tailored towards the
traditional practices in the ancient time as in the
olden days, world over, it was hard for women to
decide when next to have a child, the actual num-
ber of children and when to stop childbearing,
except for women who were highly educated career
women (Olalekan, 2011) due to limited exposure to
population control. He further concluded that the
number of children a woman bore reflected the
desired fertility of her husband and his relatives.
However, in the modern society, women’s status is
gradually changing. Women’s traditional household
activities are changing due to the influence of
vatrious socio- economic and demographic condi-
tions, especially with more women engaging in
income generating activities, higher educational
status and high decision power in the household
especially as it relates to her reproductive health
(Olalekan, 2011).

Family planning has thus been deplored when
one considers the previously mentioned excesses
and results of over-population in the country.
Another alarming consequence is that in develop-
ping countries like Nigeria, unplanned pregnancies
abound and this usually results in abortions by
untrained persons with resultant cases of diseases
and death. In the world nearly 350,000 women die
annually while another 50 million suffer from
illness and disability from complications as a result
of pregnancy related issues and child birth and
Nigeria is among the first six countries that contri-
bute to about 50% of maternal death annually
(Obasahon, 2010).

Family planning can be considered beneficial to
an extent and it involves the use of contraceptives
to stop unwanted pregnancies. It is considered as a
tool that can be deployed for population control
bearing in mind that Nigeria’s contraceptive
prevalence rate is still quite low even at 15%
though it is an increment of about 2% from 2003
NDHS report, (National Population Census, 2009).
In industrialized countries, virtually all married wo-

men resort to contraceptives at sometime in their
reproductive period (Olugbenga, 2011).

Family planning practices help individuals or
couples to avoid unwanted pregnancies, regulate
the intervals between pregnancies, control the time
of birth in relation to the age of the parents and
determine the number of children in the family
(Mutuh, 2005; Isah, 2009). Report from the Na-
tional AIDS and Reproductive Health Survey in
Nigeria indicated that while awareness of contra-
ceptive was high, the proportion of females using
any method and a modern method of contra-
ception was 13% and 10% respectively (NARHS,
2012). The methods of modern contraceptives
available at the regional and national levels include:
pills, intrauterine contraceptive device, injectables,
implants, male condom, female condom, male and
female sterilization, diaphragm, foam/jelly and
emergency contraception (NARHS, 2012).

Families having considered the consequential
danger in the continuous increase in population
have resorted to family planning procedures. Fer-
tility decline is a means of achieving demographic
dividend, with the consequent potential of redu-
cing poverty, boosting economic growth and con-
tributing to the overall well-being of families and
societies (Clelland, 2009). It has been estimated
that in Nigeria, a reduction in fertility by one child
per woman would lead to 13% increase in GDP
per capital within 20 years and it is important to
note that while family planning impacts all the
Millenium Development Goals, it is most directly
associated with MDG 5, improving maternal health
(United Nations Funds for Population, 2008)

Currently, family planning services are provided
by both the public and private sectors, with the
commodities provided free in public sectors facili-
ties. In spite of the various investments in family
planning programs in the country, it is saddening
to know that contraceptives prevalence has not
shown any sign of increasing. According to the
United Nations Funds for Population (2008), while
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knowledge of contraceptives is generally high, up-
take is low; only 15% of married women of repro-
ductive age are using any contraceptives method,
only 10% are using modern family planning
method, while unmet need for contraception is
16%. Therefore, the promotion of family planning
in countries with high birth rates has the potential
to reduce poverty and hunger and avert 32% of all
maternal deaths and neatly 10% of childhood
deaths. In light of the following, this study seeks to
investigate the attitude of post graduates students
towards family planning in Ilorin metropolis,
Kiwara state.

Statement of the Problem

The continuous quest for satisfaction amidst
population increase and prevalence of scarce
resources remains a disturbing matter to the mind
and concerns have been raised on the need to exa-
mine couples attitude towards birth and population
control. Several studies in the past for example had
been conducted on attitude towards family plan-
ning.

Taiwo (2012) in his study for instance examine
the attitude of women from selected rural areas in
Ibadan towards family planning using the Health
Belief Model and Social Action as frameworks for
explanation. The findings of the study revealed that
the socio-economic status of mothers significantly
influenced their attitude towards family planning.
The study also revealed that women perceived be-
nefits of family planning as measures: to control
population, reduce infant and maternal mortality
and also make mothers healthy and strong after
child birth. The findings of Taiwo however failed
to address the differences in other variables such as
age, but only emphasized on the influence of socio-
economic status on the attitude of women towards
family in Ibadan

Abdulrazak, Malik and Hassan (2016) in their
own study investigated the aim of interventional
study in Family planning involving 963 married

10

women, and also to determine the impact of health
education on family planning knowledge, attitudes,
and practices among married barrack women. The
study revealed that health education is an effective
intervention for improving knowledge about and
attitudes towards contraceptives and their use
among married women in military barracks in Ni-
geria. Analysis of the aforementioned studies
disclosed on several limitations such as location
and variables.

To the best knowledge of this researcher, there is
little attention paid to Attitude of Post Graduate
Students towards Family Planning in Ilorin metro-
polis, Kwara state, having identified the gap in
literature, this study will seek to close the gap.

Research Questions

This research question is raised based on the
problem of this study

e  What is the attitude of postgraduate students
towards family planning in Ilorin metropolis,

Kwara state?

Research Hypotheses

The following null hypotheses are postulated for
this study

1. There is no significant difference in the

attitude of Post graduate students towards
family planning based on age.
There is no significant difference in the
attitude of post graduate students towards
family planning based on highest educa-
tional attainment.
There is no significant difference in the
attitude of post graduate students towards
family planning based on course of study.
There is no significant difference in the
attitude of post graduate students towards
family planning based on number of child-
ren.
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Methods

The research design that was adopted for this
research work is the descriptive survey method.
The population consists of all Post Graduate stu-
dents in Ilorin metropolis, Kwara state. To obtain
the sample for this study, 200 respondents were
randomly selected for the Study. This number is
arrived at as it is considered representative enough
of the whole population. Random sampling tech-
nique allows a pick where every respondent have a
chance of being selected by chance. This technique
was employed to select to select 200 post graduate
students in Ilorin metropolis, Kwara state.

The instrument that was used in collecting data
for this study was researcher designed question-
naire. The Questionnaire consists of two sections
A and B. Section A requires the respondents to
give some background information such as gender
and marital status while section B elicit information
from the respondents as guided by the research
question on a close-format technique.

The psychometric property of the researcher-
designed questionnaire tagged “Attitude of Post
graduate Students Towards Family Planning Ques-
tion (APSTFPQ)” was used to gather the required
data for the study (Appendix1).

Validity: The validity of any instrument is the
degree to which the instrument measures what it
purports to measure. Therefore, in order to ascer-
tain the validity of the instrument, the researcher
gave the instrument to experts in Counselling field,
University of Ilorin for vetting/analysis of content
validity. The suggestions given was used to modify
the items, after which they adjudged the instrument
as being valid for the study.

Reliability: Reliability has to do with consistency
Abiri  (2007)
described reliability as the consistency, accuracy,
stability and

and stability of an instrument.
trustworthiness of a measuring
instrument or score obtained there from, that is,
how far the same instrument would give the same
score on different occasions or with different sets

11

of equivalent items under the same condition. In
order to ascertain the reliability of the instrument,
the test-retest method was carried out on the same
set of respondents from Ilorin Metropolis, Kwara
state were not part of the envisaged population.
The two sets of scores obtained from the two ad-
ministrations were then correlated using Pearson’s
Product Moment Correlation. The correlation
coefficient obtained was 0.76 which make the
instrument reliable for usage for the study.

The data
appropriate statistical analysis, thus percentages,

generated were analyzed using
mean score and standard deviation were used to
analyze the data obtained from the demographic
section and the main research question. The t-test
and Analysis of Variance (ANOVA) were used to
test the research hypotheses. All hypotheses were

tested at 0.05 alpha level.

Results

Demographic Data

The distribution of by the
demographic variables of the study are presented
Tablel.

respondents

Table 1. Distribution of the Respondents by Age. Sonrce:
Author.

Variable/years Frequency Percentage(%o)
20-24 25 12,5
25-29 58 29.0
30-34 96 48.0
35< 21 10.5
Total 200 100

Table 1 represents the distribution of the respon-
dents by age. It was observed that 25(12.5%) of the
respondents were within the age range of 10-15, 58
representing (29.0%) of the respondents were wi-
thin the age range of 21-25 years, 21 representing
(10.5%) were within the age range of 26 years and
above. Apparently, most of the respondents were

within the age range of 21-25 years.
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Table 2. Distribution of the Respondents by Highest
Educational Attainment. Source: Author.

Variables Frequency Percentage(%)
Masters 61 30.5
First degree 139 69.5
Total 200 100

Table 2 shows the distribution of the respon-
dents based on Highest Educational Qualification.
It was observed that 61 representing (30.5%) of the
respondents possess masters while 139 repre-
senting (69.5%) possess first degree. Apparently,
most of the respondents possess first degree.

Table 3. Distribution of the Respondents by Course of
study. Source: Author.

Variables Frequency Percentage (%)
Education 18 9.0
Agticulture 15 7.5
Physical Sciences 16 8.0
Life sciences 17 8.5
Environmental sciences 18 9.0
Law
Engineering 22 11.0
Social Sciences 24 12.0
Management sciences 13 6.5
Arts 28 14.0
29 14.5
Total 200 100

Table 3 shows the distribution of the respon-
dents based on course of study. It was observed
that 18 representing (9.0%) of the respondents
were in education, 15 representing (7.5%) of the
respondents were in Agriculture, 16 representing
(8.0%) of the respondents were in physical science,
17 representing (8.5%) of the respondents were in
life science, 18 representing (9.0%) of the respon-
dents were in environmental science, 22 repre-
senting (11.0%) of the respon-dents were in law, 24
representing (12.0%) of the respondents were in
engineering, 13 representing (6.5%) of the respon-

12

dents were in social science, 28 representing
(14.0%) of the respondents were in management
science and 29 representing (14.5%) of the respon-
dents were in Arts.

Table 4. Distribution of the Respondents by Number of
Children. Sonrce: Author.

Variables Frequency Percentage
1-2 70 35.0
3-5 98 49.0
6 and above 32 16.0
Total 200 100

Table 4 shows the distribution of the respon-
dents based on number of children. 70 repre-
senting 35.0% of the respondents have 1-2 child-
ren. 98 representing 49% of the respondents have
3-5 children while 32 representing 16.0% of the

respondents have 6 and above children.

Answering the Research Question

Research Question: What is the attitude of post-
graduate students towards family planning in Ilorin
metropolis, Kwara state?

Table 5 used a four point Likert-type format of 4
= Strogly Agree; 3 = Agree; 2 = Disagree; and 1 =
Strongly Disagree. The Table 5 shows the attitude
of postgraduate students towards family planning
in Ilorin metropolis, Kwara state. As shown on the
table, ranked 1st, 20d and 314 were items 8, 5 and 3
with mean scores of 3.48, 3.35 and 3.21 respec-
tively and state that; will resist from the act as it is
against my religion, will never engage in family
planning as my knowledge about the concept is
limited and will have as many kids as we want. On
the other end, items 15, 10 and 12 with mean
scores of 2.82, 2.73 and 2.61 and state that; believe
that family planning limits social expansion, hence
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Table 5. Mean and Rank Order on Attitude of Postgraduate Students towards Family Planning. Source: Author.

SN Attitude of Post graduate students towards family planning. As far as I know, I ... Mean Rank
8. will resist from the act as it is against my religion 3.48 1st
5. will never engage in family planning as my knowledge about the concept is limited 3.35 2nd
3. will have as many kids as I want 3.21 3d
15. believe family planning will help unite the family 2.82 13th
10 am never motivated about engaging in family planning as the process is financially 2.73 14
demanding
12 believe family planning is positive as it ensures the equitable distribution of resources 2.61 15t

We develop a negative attitude towards it, believe
that family planning is against the norms and
unethical and believe family planning will help
unite the family were ranked 13%, 14t and 15%
respectively. Since all the items have mean scores
above the 2.50 benchmark, it can be concluded
that the respondents attested positively to the
statements on the attitude of post graduate
students towards family planning.

Hypotheses Testing

Four null hypotheses were formulated for the
purpose of this study. The hypotheses were tested
using t-test and Analysis of Variance (ANO-
VA)statistical tools at 0.05 alpha level.

Hypothesis One: There is no significant differ-
rence in the attitude of Post graduate students
towards family planning based on age.

Table 6 indicates that calculated F-ratio of 0.25 is
less than the critical F-ratio of 2.60 with a corres-
ponding p-value of .058 which is greater than 0.05
level of significance. Since the calculated F-ratio is
less than the critical F-ratio, the null hypothesis is
therefore not rejected; there was no significant
difference in the attitude of Post graduate students
towards family planning based on age.

Hypothesis Two: There is no significant differ-
rence in the attitude of post graduate students
towards family planning based on highest educa-
tional attainment.

Table 6. Analysis of Variance (ANOV'A) showing the Respondents’ Expression on the Attitude of Post Graduate
Students towards Family Planning based on Age. Source: Author.

Source Sum of Squares df Mean Square Calc. F-ratio  Crit. F-ratio p-value
Between Groups 59.147 3 19.715

Within Groups 15460.670 196 78.881 0.25 2.60 058
Total 15519.817 199
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Table 7 indicates that the calculated t-value of
2.89 is greater than the critical t-value of 1.96. Since
the calculated t-value is greater than the critical t-
value, the hypothesis which states that there was no
significant difference in the attitude of post gra-
duate students towards family planning based on
highest educational attainment is therefore rejected,
although the result may be influenced by the sig-
nificant difference in the number of master (n=061)
and first degree (n=139).

Hypothesis Three: There is no significant differ-
rence in the attitude of post graduate students to-
wards family planning based on course of study.

Table 8 indicates that calculated F-ratio of 1.88 is
less than the critical F-ratio of 2.11 with a corres-
ponding p-value of .641 which is greater than 0.05
level of significance. Since the calculated F-ratio is

less than the critical F-ratio, the null hypothesis is
therefore not rejected; there was no significant
difference in the attitude of Post graduate students
towards family planning based on course of study.

Hypothesis Four: There is no significant differ-
rence in the attitude of post graduate students
towards family planning based on number of
children.

Table 9 indicates that calculated F-ratio of 0.38 is
less than the critical F-ratio of 3.00 with a corres-
ponding p-value of .057 which is greater than 0.05
level of significance. Since the calculated F-ratio is
less than the critical F-ratio, the null hypothesis is
therefore not rejected; there was no significant
difference in the attitude of Post graduate students
towards family planning based on number of
children.

Table 7. Mean, Standard Deviation and t-value on the Respondents’ Expression on Attitude of Post Graduate Students
towards Family Planning based on Highest Educational Attainment. Sonrce: Author.

Variable N Mean Std. Deviation df Cal. t-value Crit. t-value p-value
Masters 61 41.35 4.367 198

. 2.89 1.96 .001
First degree 139 56.75 9.578

Table 8. Analysis of Variance (ANOV'A) showing the Respondents’ Expression on the Attitude of Post Graduate
Students towards Family Planning based on Course of Study. Source: Author.

Source Sum of Squares df Mean square Calc.F-ratio Crit. F-ratio  p-value
Between Groups 431.998 9 48.000
Within Groups 15187.816 190 79.936 0.60 211 641
Total 15519.817 199

Table 9. Analysis of Variance (ANOV'A) showing the Respondents’ Expression on the Attitude of Post Graduate
Students towards Family Planning based on Number of Children. Source: Author.

Source Sum of Squares df Mean Square Calc. F-ratio Crit. F-ratio p-value
Between Groups 59.147 2 29.574

Within Groups 15460.670 197 78.481 0.38 3.00 057
Total 15519.817 199

14



KULONLEGES BANASMOD, X. EVF. 2024/3.

Discussion

The study revealed that the attitude of post gra-
duate students towards family planning in Ilorin
metropolis was positive. This was supported by
Olalekan (2011) who found that women’s tradi-
tional household activities are changing due to the
positive influence of various socio- economic and
demographic conditions, especially with more wo-
men engaging in income generating activities,
higher educational status and high decision power
in the household especially as it relates to her re-
productive health and family planning,.

Another finding revealed that there was no signi-
ficant difference in the attitude of post graduate
students towards family planning based on Age.
This implies that age does not intervene in the atti-
tude of the respondents on family planning. This
finding is in line with that of Okeke (2016) whose
study investigated awareness about family planning
among the almajiri students and found positive
attitude among the students irrespective of age
grade.

Finding also revealed that there was significant
difference in the attitude of post graduate students
towards family planning based on level of educa-
tional attainment. This implies that educational
attainment has influence in the attitude of post
graduate students towards family planning in the
University of Ilorin. This finding corroborates that
of Olaitan (2019) whose study focused on Family
planning and its influence on societal development
and found educational qualification as a yardstick
for human involvement in family planning.

Another finding revealed that there was no
significant difference in the attitude of post gra-
duate students towards family planning based on
course of study. This implies that course of study
does not influence the perception of the respon-
dents. This finding was supported by James (2018)
who found educational discipline as a factor for
awareness on family planning. Finding also re-
vealed that there was no significant difference in

the perception of the respondents on the psycho-
social impacts of sexual abuse on the basis of fami-
ly type. This implies that number of children does
not influence the perception of the respondents.
This finding negates Madariaga, Arribillaga and
Zulaika (2014) whose study was on Components of
family planning and found that the number of
children determines couples’ involvement in family
planning.

Conclusion

The study revealed that the attitude of post gra-
duate students towards family planning in Ilorin
metropolis was positive. There was no significant
difference in the attitude of post graduate students
towards family planning based on age, course of
study and number of children while significant
difference was observed on level of educational
attainment.

Recommendations

Based on the findings of the study, the following

recommendations were made;

1. Awareness should be created among post
graduate students about family planning to
improve the attitude of the students towards
family planning.

2. Counsellors in tertiary institutions should
organize seminars and workshops on family
planning and its importance.

3. Post graduate students irrespective of age,
course of study and number of children
should make it as a habit to engage in family
planning.
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Appendix 1.

Section A: Attitude of Post graduate students towards family planning

S/N Attitude of Post graduate students towards family planning. SA A D SD
As far as I know, I ;

1. prefer to engage in family planning as it prevents overpopulation

2. prefer to engage in family planning as am aware of the low
availability of scarce resources

3. will have as many kids as I want

4. believe that family planning endangers the health as it involves the
usage of contraceptives and other complicating measures

5. will never engage in family planning as my knowledge about the
concept is limited

6. believe that family planning was introduced by the government to
exploit
will engage in family planning as it is of positive

8. will resist from the act as it is against my religion

9. believe that family planning limits social expansion, hence I
develop a negative attitude towards it

10. am never motivated about engaging in family planning as the
process is financially demanding

11. believe that family planning is against the norms and unethical

12 believe family planning is positive as it ensures the equitable
distribution of resources

13. engage in Family planning as it will help reduce unemployment

14. engage to my perception will help prevent crime and social vices

15. believe family planning will help unite the family
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Hegedls Roland (2024): Tanulasi zavarral kiizd6 tanulok érdemijegyei és tantargyaik kedveltsége. Kiilinleges
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Absztrakt

A tanulmanyban a 2017. évi 6. osztalyos Orszagos kompetenciamérés (OKM) alapjan vizsgaljuk meg a
tanulasi zavarral kizdé gyermekek félév végi és év végl tantargyi, valamint a szorgalom és magatartas
jegyeinek az atlagat. A kutatasban kitériink arra is, hogy az egyes tanulasi zavar fennalldsatol fliiggben a
gyermekek hogyan kedvelik a killénb6z6 tantargyakat. A kutatasban attdl fiiggben, hogy mennyi és milyen
tanulasi zavarral kizd a gyermek, hét kategériat (diszlexia, diszgrafia, diszkalkulia, diszlexia-diszgrafia,
diszlexia-diszkalkulia, diszgrafia-diszkalkulia és mindharom egylttesen) hoztunk létre. Eredményeink
alapjan a tanuldsi zavarok jellegétl fliggben valoban van killénbség a gyermek tantargyi teljesitményében,
valamint a tantargyi kedveltségében is, ezért magat a tanuldsi zavarokat igy egységesen kezelni a fentebb
emlitettek alapjan nem feltétlentll szerencsés. A tantargyi kedveltség alapjan a gyermekek legnagyobb részt
azokat a tantargyakat nem kedvelik, amelyekben az egyes tanulasi zavar szamukra problémat okoz.

Kulcsszavak: tanulasi zavar, tanuléi teljesitmény, tantargyi kedveltség, Orszagos kompetenciamérés

Diszciplina: neveléstudomany

Abstract

GRADES OF STUDENTS WITH LEARNING DISORDER AND PREFERENCE OF THEIR
SUBJECTS

In the study, based on the 2017 6th grade National Competence Measurement (NCM), we examine the
average of the end-of-semester and end-of-the-year subject marks, as well as the diligence and behavior
marks of children with learning disorder. In the research, we also discuss how children like different

! Hegediis Roland PhD, egyetemi docens, Eszterhazy Karoly Katolikus Egyetem, Pedagdgiai Kar (Magyarorszag). E-
mail cim: hegedusroland1989@gmail.com. ORCID ID: https:/ /orcid.org/0000-0002-6576-5077
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subjects depending on the existence of each learning disorders. In the research, we created seven
categories (dyslexia, dysgraphia, dyscalculia, dyslexia-dysgraphia, dyslexia-dyscalculia, dysgraphia-
dyscalculia, and all three together) depending on how much and what kind of learning disorder the child
suffers from. Based on our results depending on the learning disorders, there is indeed a difference in the
child's subject performance as well as in his/her liking of the subject, so treating the learning disorders
themselves in this way in a uniform manner based on the above-mentioned is not necessarily lucky. In
relation to subject preferences, the majority of children do not like those subjects in which the particular
learning disorder causes problems for them.

Keywords: learning disorder, student achievement, subject preference, National Competence
Measurement

Discipline: pedagogy

Szakirodalmi bevezetés 20006). Emellett a tanulasi zavar gyakran hozzajarul
A tanulasi zavarral kiizd6 gyermekek t6bbsége az iskolai alulteljesités kialakulasahoz is (Mezé és
integralt keretek kozott vesz részt az oktatasban, Miléné, 2004).
nagyon ritkak a szamukra létrehozott specialis isko- Az Orszagos kompetenciamérés (OKM) ada-
lak/osztalyok (Hegedls, 2023). Egy nemzetkézi  tokat rendszeresen elemzik a felvételt végz3 szerve-
kutatds szerint ez pozitivnak tekinthetd, mert azok  zetek, de ezek az elemzések gyakran megmaradnak
a gyermekek, akik egylttnevelésben vesznek részt az atlagos analizisek szintjén, és nem vizsgaljak az
jobban és gyorsabban tudnak fejlédni, mint a  egyes csoportok eredményességét (Balazsi és tsai,
kilénnevelésben tanulok (Docrell és tsai, 2007). 2016). Napjainkban kertilnek el6térbe azok a vizs-
To6bb tanulmany is foglalkozik a tanulasi zava-  galatok, amelyek egy-egy csoport részletesebb, tobb
rokkal és azok jellegzetességeivel, ezeket egy korab-  szempontot figyelembe vevd elemzésére iranyul-
bi tanulmanyukban (Hegedus, 2021) sszefoglaltuk, nak. Ilyen vizsgalatoknak tekinthet6ek azok, me-
igy ezeket most teljeskérien nem részletezziik. A lyek a szilSkre és a lakokornyezetre iranyulnak
tanulasi zavaroknak harom nagy csoportjat kilon- — (Harsanyi és tsai, 2019), a hatranyos helyzet, tanul6i
boztethetjiik meg a diszlexiat, a diszgrafiat, va- teljesitmény és tertileti egyenlStlenség kapcsolatara
lamint a diszkalkuliat. Sokszor a tanuldsi zavarok az  (Hegedis, 2020), vagy a tanuldsi zavar és idegen
els6dleges oka a tanulasi kudarcoknak (Mez6 és  nyelv Osszefiigeéseire (Hegedls és  Sebestyén,
Mez6, 2019), és masodlagos tinetként magatartasi  2023).
problémak alakulhatnak ki (Mesterhazi és Szekeres, A tanul6i teljesitményt szamos tényezd befo-
2019). Ezek a tanulasi zavarok tobb olyan problé-  lyasolja, amik k6z6tt megkiilonboztethetink kilsé,
mat okozhatnak a gyermeknek, amelyek megnehe-  példaul intézményes feltételeket és a tanulé jellem-
zitik az egyes tantargyak sikeres teljesitését, ezaltal —z6ib6l adédd belsé faktorokat. Ceglédi és Math
tantargyi kudarcokhoz is vezethetnek. Példaul a téri  (2013) tanulmanyukban t6bb tényezét sorakoztat-
tajékozodas nehézségei, a vizudlis informacidk nak fel, melyek k6z6tt megemlitik a tanuldk szemé-
megkiilonboztetésének  gyengesége, valamint a  lyiségének Gsszetevéit, a tanuldk szocialis igényét és
szem-kéz koordinacié Osszerendezettsége problé- a tanulas folyamatanak szituaciéit stb. A tanuldi
mat okozhatnak az irasban, olvasasban és a mate-  teljesitményben meghataroz6 szerepe van annak is,
matikaban egyarant (Gyarmathy, 1998; Tanczos, hogy a gyermekek mennyire kedvelik, és mennyire
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motivaltak egy-egy tantargy vagy ismeretanyag irant
(Balogh 1998), mert abban az esetben, ha a
gyermekek érdekesnek taldlnak egy tantargyat, ak-
kor a teszteredményeik is jobbak (Ceglédi és Math,
2013).

A tantargyakhoz valé hozzaallast tobben is
vizsgaltak, melyek kozil kiemelendé Csapéd (2000)
kutatdsa, amiben nagy tanuléi populacion elemezte
a tantargyak kedveltségét. Eredményei szerint a ter-
mészettudomanyos  tantargyak kedveltsége az
életkor el6rehaladtaval csokken, s a természettudo-
manyos tantargyak kozott kiemelten a fizika és ké-
mia tantargyak helyzete nagyon kedvezétlen. Vizs-
galata szerint a kbzépiskola végére két csoportja jén
létre a tantargyaknak, az egyik a kedvelteké, amik
kézé tartozik az irodalom, a torténelem, az idegen
nyelv, a biolégia és a foéldrajz, mig a kevésbé ked-
velteknek a nyelvtan, a matematika, a fizika és a
kémia szamitanak. A nemek szerinti kilénbség
minimalis, mert kevés a szignifikans eltérés az ada-
tok kozott, de ahol van, ott a lanyok szinte mind-
egyik tantargyat jobban kedvelik, ez aldl a fizika az
egyetlen kivétel. Vannak ugyan olyan tantargyak,
amelyeket a fiuk jobban szeretnek, de a vizsgalat-
ban nem mutattak szignifikans kilonbséget. Csapd
(2000) kutatasait alapul véve Csikos (2012) Csong-
rad megyében, 7. osztalyosok koérében végzett tan-
targyi kedveltség vizsgalatot. Az eredményei szerint
a legkedveltebb tantargyak a testnevelés, a biologia
és az informatika voltak, mig a gyermekek nem
kedvelték a foldrajzot, a matematikat és a fizikat.
Az is lathat6 az eredményekbdl, hogy azok a gyer-
mekek, akik a kevésbé kedvelt tantargyakat is ked-
velik, 8k a legjobb tantargyi atlagokkal rendelkez-
nek. Chrappan (2017) tantargyi kedveltség vizsgala-
ta soran azt talalta, hogy az altalanos iskolasok ko-
rében a legkedveltebb tantargyak a rajz, a ter-
mészetismeret és az informatika, mig kézépme-
z6nyben taldlhaté az irodalom, a térténelem, vala-
mint az idegen nyelv, a legkevésbé kedveltek pedig
a fizika, a kémia, az erkdlcstan és a nyelvtan. A

kutatasban vizsgalta azt is, hogy mi az, ami szamit
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igazan, hogy a gyermekek kedveljék az adott tan-
targyat. Eredményei szerint még altalanos iskolaban
a tanar szemé-lyisége, kedvessége, magyarazata még
kismértékben hatassal van a tantargyi kedveltségre,
de a pedagdgusok ilyen iranya hatasa a kézépfoka
oktatds soran megsziinik. A korrelacids vizsgalat-
ban a pedagbgus személyére és az adott tantirgy
kedveltségére iranyulé kérdések kozott a koze-
pesnél erésebb Gsszefliggést nem talalt. A modsze-
rek, taneszk6zok esetében a korrelacids vizsgalat
eredményei nagyon gyenge Osszefliggést mutattak
minden allitassal kapcsolatban, tehat a vizsgalat
alapjan nehéz megtalalni azt, hogy mik azok a té-
nyezGk, amik hatassal vannak egy-egy tantargy
kedveltségére.

Tovabbi teljesitményt meghatarozé tényezSk ko-
z¢€ sorolhaté az is, hogy miként s hogyan t6rténik a
tananyag megtanitasa, mert sokszor (még akar nap-
jainkban is) a lexikalis ismeretataddson van a hang-
suly, annak ellenére, hogy a gyermekek sokkal
jobban szeretnek csoportban, masokkal egytittm@-
koédve tanulni (Schneider és tsai, 2008). Angyal
Zsuzsa (2020) az 4j Nemzeti alaptantervvel (Nat,
2020) kapcsolatban megemliti, hogy a lexikai isme-
retek helyett a szabélyoz6 dokumentum el6nyben
részesiti az ismeretek gyakorlatban térténé alkalma-
zasat. Tébb tanulmany is foglalkozott azzal, hogy a
nemeknek is van befolyasold szerepe abban, hogy
az egyes tantargyakban milyen eredményeket érnek
el a tanulék. A legtébb esetben arra a kdvetkezte-
tésre jutottak, hogy a fidk jobb eredményeket érnek
el a logikat igényl6, matematikahoz kothets tesz-
tekben, mig a lanyok elénye a szévegértésben és
olvasasban van (Granocchio és tsai, 2021), amik a
beilleszkedési, tanulasi és magatartasi nehézséggel
kiizd6 gyermekeknél (Hegedts, 2022), valamint a
tanulasi zavarral kiizd6 gyermekeknél is megerSsi-
tést nyertek (Hegedts, 2021).

A tanulok teljesitményére az iskola, mint oktatasi
kornyezet is nagy hatassal van, mert sokszor az in-
tézmény fenntartdja is meghataroz6 (Elder és Jep-
sen, 2014), valamint az ott dolgozé pedagogusok
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jellemz6i, példaul gondolhatunk itt a szakmai fejlé-
dés iranti vagyukra is (Hegedds 2020).

Természetesen az iskola mellett a csaladi hattér
meghataroz6 szerepe egyaltalan nem elhanyagol-
hat6, mert t6bb vizsgalat is alatimasztotta, hogy a
jobb csaladi hattérrel rendelkez6 gyermekek teljesit-
ménye jobb (Perry és McConney, 2010; Hegeds,
2020).

A kutatas bemutatasa

Kutatasunk soran a tanulasi zavar, az egyes (tan)-
targyakbol szerzett érdemjegyek, valamint a tan-
targyl kedveltség Osszefliggéseinek vizsgalatat tlz-
tuk ki célul, aminek keretében az alabbi kérdésekre
kerestiik a valaszt:

1. Milyen kilénbség van a tanuldsi zavarral kiiz-
dék csoportjai kdzott a magatartds és szorga-
lom jegyekben?

Milyenek a tanulasi zavarral kiizd6 tanulok
egyes csoportjainak tantargyi atlagai?

Milyen tantargyakat kedvelnek a tanulasi za-
varral kiizdé tanulok? Bz flgg-e a tanuldsi
zavar(ok) tipusatol?

A kutatasi kérdések vizsgalatara a 2017. évi Or-
szagos kompetenciamérés 6. osztalyos tanuléi adat-
bazisat valasztottuk.

Ebben az adatbazisban 6sszesen 91 599 tanuld
adatai talalhaték meg, akik kozil 1593 £6 kiizd vala-
milyen tanulasi zavarral, ez a teljes minta 1,74%-a.
Az elemzéshez 4j valtoz6t hoztunk 1étre, aminek
segitségével az is lathato, hogy egy tanulé egy vagy
tobb tanulasi zavarral kiizd egyszerre.

A tanulasi zavarral kiizd6 tanuldk eloszlasat az
egyes kategériak kozott az 1. dbra mutatja, ami
alapjan lathat6, hogy a legtobben a diszlexiaval és
diszgrafiaval is kiizdenek (708 f6), mig a legke-
vesebben a diszlexiaval és diszkalkulidval is diag-
nosztizaltak (25 f6) vannak. Az adatok feldolgo-
zasahoz az SPSS statisztikai program ANOVA
elemzését hasznaltuk, ami soran szignifikancia

vizsgalatot is végeztlink a csoportok kozott.

Az eredmények ismertetése

Az els6 elemzésiink soran a tantargyi atlagokat
vizsgaltuk az 5. osztalyos év végi, valamint a 6. osz-
talyos félévi eredmények szerint a killénb6z6 tanu-
lasi zavar(ok)kal kiizd6 gyermekek csoportjaiban (2.
abra).

A tanuldsi zavarral kiizd6k atlagos teljesitménye
(TZ atlag) félévkor 3,53, év végén pedig 3,62.

1. dbra. Tanuldsi gavarral kizdd gyermekek szama kategorianként (N = 1593 f5) (Forrds: OKM 2017, sajat

szerkeslés)
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2. dbra. Tanuldsi zavarral kiizdd tanuldk félévi és év végi dtlaga (Nwa= 988 19, Na» we=1 077 13, sign.= 0,000)

(Forrds: OKM 2017, sajdt szgerkesztés)
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A legjobb tantargyi atlagok félév és év vége eseté-
ben is a csak diszlexiaval diagnosztizalt gyerme-
keknél mutathatok ki (3,80 és 3,84), mig a leggyen-
gébb atlagok a mindharom tanulasi zavarral kiizdé
gyer-mekeknél (3,17 és 3,20).

Az lathaté az adatokbdl, hogy a tobb tanulasi za-
var egyiittes jelenléte jobban csékkenti a gyermekek
eredményeit, valamint az is, hogy a diszkalkulia az a
tanulasi zavar, ami, ha jelen van egy gyermeknél,
akkor még alacsonyabbak lesznek az atlagok. A fél-
évi és év végl atlagokat Osszehasonlitva minden
kategoriaban kozel 0,1-del jobbak az év végl ered-
mények, aminek az lehet az oka, hogy a pedago-
gusok daltalaban félévi értékelésnél sokkal szigo-
rubbak, valamint a gyermekek oldalardl az is egy
lehet6ség, hogy az év végi jobb jegyért hajlandbak
tobbet tenni (2. abra).

A tanuldsi zavar tipusai kézott nagy killonbségek
vannak az atlagokban szorgalom és magatartas te-
kintetében (3. abra). A tanulasi zavarral kiizd6 gyer-

mekek atlaga magatartasnal 3,99, mig a szorgalom

3,543,064

23
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353362 3473

3,383:47 317 326

Diszgrafia DiszkalkuliaDiszlexiaés TZ atlag Diszlexia és Diszgrafia Mindharom
diszgrafia
Félévi atlag

. diszkalkulia
Ev végi atlag

és
diszkalkulia

atlaga 3,54. A legjobb magatartasa a diszlexiaval és
diszkalkuliaval (4,44) diagnosztizalt gyermekeknek
van, de 4,0 feletti atlag lathat6 a diszlexiaval (4,17),
diszgrafiaval és diszkalkuliaval (4,18), és a csak disz-
kalkuliaval (4,30) kizdSknél. A ,legrosszabb”
magatartisa a mindharom tanuldsi zavarral kizdd
gyermekeknek van (3,62), aminek oka lehet, hogy a
gyermekeknél gyakran masodlagos tiinetként a ta-
nulasi zavarbol fakaddéan magatartasi problémak je-
lentkezhetnek. A szorgalom jegyeinek atlaga nagy-
mértékben elmarad a magatartasjegyektdl, mert a
tanulasi zavarral kiizd6k teljes atlaga csak 3,54. A
legjobb szorgalom atlaggal a diszlexiaval kizdd
(3,83) gyermekek rendelkeznek, mig a t&bbi cso-
port esetében 3,5-3,6 korili atlagok mutathatok ki.

Az atlagtol ismételten a mindharom tanuldsi za-
varral kiizd§ gyermekek (3,20) maradtak el, vagyis
sokszor a szorgalom hianya is tarsul a tanulasi zava-
rokhoz. Bar fontos megjegyezni, hogy a szorgalom
értékelése nagyon szubjektiv, ezért lehetséges, hogy
a pedagogusok negativan értékelik a szorgalmat a
tanuldi teljesitmény fényében.
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3. dbra. Tanuldsi zavarral kiizdd tannlok szorgalom és magatartds jegyének dtlaga (N=1 077, sign=0,000) (Forrds:

OKM 2017, sajat szerkesztés)
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A 4. abran mutatjuk be, hogy a magyar nyelv,
irodalom és matematika tantargyakbol milyen a tan-
targyl atlaga a gyermekeknek az egyes csopor-
tokban. A tanul6k minden csoportban magyar iro-
dalombdl teljesitenek a legjobban, igy egy kivételtdl
eltekintve (mindharom tanulasi zavar 2,83) az
Osszes csoport atlaga eléri a 3,00-t.

A legmagasabb atlagok a csak diszlexiaval kiizd6
gyermekeknél lathatjuk (3,44), valamint a csak disz-
grafiaval kizd6knél (3,36). A magyar nyelv eseté-
ben a legtébb csoportnal 3,00 alatti atlagok vannak,
csupan a diszlexiaval (3,27), valamint a diszgrafiaval
(3,07) kiizdSk atlagai emelkedtek e f6lé. A legala-
csonyabb atlaggal ismételten a mindharom tanuldsi
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zavarral kiizd6 gyermekek rendelkeznek (2,55). A
matematika eredmények a teljes tanulasi zavar ko-
rében a legalacsonyabbak, atlagosan 2,84.

Ennél a tantargynal a csak diszlexiaval kiizd6
gyermekek értek el 3,00 feletti atlagot (3,12). Az
egyértelmiien latszik, hogy azokban a kategoriak-
ban, ahol a diszkalkulia megjelenik, ott drasztikusan
alacsonyabbak az atlagértékek, ami a legtobb eseten
2,5 korili atlagot jelent, mig a legalacsonyabbal
ismét a mindharom tanulasi zavarral kiizd6k cso-
portja rendelkezik (2,27). A diszlexidval és disz-
grafiaval is kizd6é gyermekek csoportjanal fordul
el6 egyedil, hogy a matematika eredmények (2,94)
jobbak, mint a magyar nyelvtan eredményei (2,81).
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4. dbra. Tanuldsi zavarral kiizdd tanulék tantargyi dtlaga (Nya= 1 199, Nin=1 197 Nyu= 1 114, sign=0,000)

(Forrds: OKM 2017, sajit s3erkesztés)
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A tantargyi kedveltség (5. abra) vizsgalatanal
minden csoportnal a rajz tantargy érte el a leg-
magasabb atlagot, mert sok esetben a 4,0, vagy ah-
hoz kozelire értékelték a gyermekek a tantargyi
kedveltséget, bar meg kell jegyezni, hogy nincs szig-
nifikans killénbség a csoportok kézétt. A rajzot
legkevésbé a diszgrafias gyermekek kedvelik (3,83),
ami Osszefugghet azzal, hogy ennél a tantargynal is
iréeszkézoket kell hasznalni, pontos vonalakat hdz-
ni stb.

Az Osszes tobbi tantargynal eltéré mértékben, de
szignifikans kiilonbséget taldlunk. A masik kész-
ségtantargyat, az ének-zenét mar kevésbé szeretik a
tanulasi zavarral kiizd6 gyermekek (3,40), és ennél a
tantargynal a torténelem kedveltsége is magasabb
(3,56). A csak diszlexiaval kiizd6 gyermekek ked-
velik legkevésbé (3,23) az ének-zenét, mig a disz-
lexiaval ¢és diszkalkuliaval is kizdék (3,95) a
legjobban.

Az egyébként kedvelt, térténelem tantargyhoz
tartoz6 atlagokon beltl is nagy kiilonbségeket

Irodalom
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talalunk, mert a diszgrafiasok kedvelik a legjobban
(3,72), mig legkevésbé a diszlexiaval és diszkalku-
liaval is kiizd6k (3,05). Mivel a tantargy keretén be-
lal sokat kell olvasni, ezért lehetséges, hogy a cso-
portok kozott ez is okozza a kiilénbséget, mert
akiknek olvasasi problémajuk van, azok kevésbé
szeretik.

A magyar irodalom atlagos kedveltsége (3,40),
ami a tobbi tantirgyhoz képest jonak mondhaté. A
torténelemmel ellentétben ezt a tartargyat a disz-
lexiaval és diszkalkulidval is kiizd6 gyermekek ked-
velik a legjobban (3,84), mig legkevésbé a diszle-
xiaval és diszgrafiaval is kiizdk (3,29). Az lathat6
az adatokbdl,
jobban kedvelik az irodalmat,

hogy a diszkalkulids gyermekek
mint azok a
gyermekek, akiknek ilyen jellegli tanulasi zavaraik
nincsenek.

Az idegen nyelv kedveltségének atlaga 3,31. Ezt
a tantdrgyat legjobban a diszgrafidas gyermekek
szeretik (3,58), mig legkevésbé a diszlexias és
diszkalkuliaval is kiizd6 gyermekek (2,75).
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5. dbra: Tantdrgyi kedveltség (N = 1245-1275 f3, sign: *** p=0,001; **»=0,010; * p=0,050) (Forras: OKM
2017, sajat szerkesztés)
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Azok a gyermekek, akik diszlexiasok (is), kevésbé
kedvelik ezt a tantirgyat, mint azok, akiknél ilyen
jellegl tanulasi zavar nem 4ll fenn. Mivel az idegen
nyelv tantargy kotelez6, de maga az idegen nyelv
valaszthato, ezért ennek a tantargyi kedveltségét
nemcsak a tanulasi zavar befolyasolhatja, hanem
példaul az is, hogy a gyermek miért az adott idegen
nyelvet tanulja. Egy korabbi kutatas szerint jelentSs
azoknak a diakoknak az ardnya, akik nem sajat don-
téstik alapjan tanultak az adott idegen nyelvet az
altalanos iskoldban, hanem a szlleik valasztottak
szamukra, vagy csak az adott idegen nyelvet lehe-
tett tanulni az intézményben (Sebestyén, 2021).

A matematika tantargy atlagos kedveltsége a ta-
nuldsi zavarral kiizd6k korében 3,11, ami jelentSsen
elmarad a tobbi tantargytél. Ennél a tantargynal raj-
zolédik ki leginkabb az, hogy egyes tanulok kiiz-
denek-e diszlexia zavarral vagy sem, mert akik igen,
ott az atlagok 2,5 koriil vagy az alatt talalhatok, akik
nem, ott pedig 3,00 felett. Egy csoportot ki kell
emelniink, azokat, ahol mindhirom tanulasi zavar
egylttesen fenndll, mert a varttal ellentétben nem
ezek a gyermekek kedvelik legkevésbé a tantargyat
(2,75), és ez a tObbi tantargyra is igaz.

Ennek a hatterében az allhat, hogy az ebbe a cso-
portba tartoz6 gyermekeknek tébb tantargyon beliil
egyenl6 nehézségeik vannak, igy ezek a problémak
nem befolyasoljak olyan mértékben a tantargyi ked-
veltséget, mint anndl a gyermeknél, aki példaul disz-
lexids, igy az olvasassal kapcsolatos targyakban van
nehézsége, mig matematikaban nem feltétlentil.

A tanulasi zavarral kiizd6knél a legkevésbé ked-
velt tantargy a magyar nyelv (3,02). Azoknal a gyet-
mekeknél, ahol fennall a diszkalkulia zavara is, ez
egyfajta enyhité koriilménynek tekinthet6 a tan-
targyl kedveltségre, mert ott jobb atlagokat ta-
pasztalhatunk (3,24, 3,35, és 3,22). Mig, ahol a disz-
lexia (3,14,), diszgrafia (3,00) vagy ezek egylittese
(2,93) van jelen, alacsonyabb a tantargy kedveltsége,
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s ennél a tantargynal sem a mindhiarom csoport
atlaga a legalacsonyabb (3,07).

('jsszegzés

Az 5. osztalyos év végi eredmények magasabbak
minden csoportnal, mint a 6. osztalyos félévi ered-
mények, aminek hatterében hirom dolog is allhat.
Egyrészrdl a tanarok év végén kevésbé szigoriak,
mert ezek a tantargyak a gyermekeknél mara-
danddan bekeriilnek a bizonyitvanyba. Mastészrél
az is lehet, hogy a gyermekek a masodik félévben
még jobban igyekeznek jobban teljesiteni, igy a fél-
évihez képest az év végi eredményen javitani. Vé-
gezetill tovabbi oka lehet a kiilonbségeknek, hogy a
6. osztalyos tantargyak, ezek tantargyi tartalmai ne-
hezebbek, mint az 5. osztalyban tanultak.

A t6bb tanulasi zavarral is kiizd6 tanuldk szor-
galma és magatartdsa a legalacsonyabb, ami Ossze-
fuggésben lehet azzal, hogy a zavarhoz mas visel-
kedési problémak is tarsulhatnak, amik megjelenése
inkabb masodlagos tiinet lehet, mintsem egy primer
viselkedési forma. A tantargyi atlagokban 1évé kii-
l6nbségeket magyarazhatja a tanulok tanulasi zava-
ra, mert a diszlexia és/vagy diszgrafia megjelenése
esetén a gyermekek matematika eredményei kevés-
bé gyengék, mig a diszkalkuliandl a matematika at-
laga j6val alacsonyabb.

A diszlexiaval kiizd6 tanuldk kedvelik legkevésbé
az egyes tantargyakat, annak ellenére, hogy jobb at-
lagokat érnek el belSlik. A tantargyak kedveltségé-
nél jol érvényesiilnek az egyes tanuldsi zavar okozta
problémak, példaul a diszlexias gyermekek olvasasi
zavaral miatt valoszind kevésbé szeretik az idegen
nyelvet, magyar nyelvet és irodalmat, valamint tot-
ténelmet, mig a matematikit sokkal jobban ked-
velik, mert ott nincs, vagy kevesebb problémajuk
van a feladatok megoldasaval.

Az eredményekbdl latszédik, hogy a tanulasi za-
var egy gytjtéfogalom, ami t6bb alkategériat foglal
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magaba, de ezeket nem kezelhetjik egységesen,
mert attdl figgben, hogy a gyermeknek melyik ta-
nulasi zavara van, Ggy valtozik a tantargyi kedvelt-
sége és teljesitménye is. Az adatokbdl ugyan nem
dertl ki, de feltételezziik, hogy a pedagogusok
gyakran a szorgalom jegyben azt is megjelenitik,
hogy a gyermek tanuldsi zavarabol adédodan
rosszabb teljesitményt nyujthat, mit tobbségi tarsai.
Feltételezhetjik, hogy ha a gyermekek kedvelik a
tantargyukat, akkor a tanulasi zavaruk ellenére is
képesek lennének jobb teljesitményre, de ez tSbb
targyi és személyi feltételtdl is flgg.
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Abstract

This study investigated the prevalence and consequences of substance abuse among undergraduates in
Kwara State. The study examines whether or not moderating variables such as age, gender and family type
would influence the respondents’ view on the prevalence and consequences of substance abuse among
Undergraduates in Kwara State. The descriptive survey research design was adopted for the study. A
simple random sampling technique was used to select 60 respondents from each of the three selected
institutions. Thus, a total of 180 respondents participated in the study. A researcher-developed
questionnaire titled “Prevalence and Consequences of Substance Abuse Questionnaire (PCSAQ) was used
to collect data for the study, using a t-test and Analysis of Variance (ANOVA) at 0.05 level of significance.
The findings of the study revealed that the prevalent substances among undergraduates in Kwara State are
cigarettes, alcohol, and tobacco among others. The findings also revealed that the consequences of
substance abuse among undergraduates in Kwara State are low self-esteem, dropping out of school, and
social isolation (i.e. Poor relationships with others) among others. The findings of this study also revealed
that there was no significant difference in the prevalence and consequences of substance abuse among
undergraduates based on age and family type. However, a significant difference was found in the
prevalence and consequences of substance abuse based on gender. Based on the findings, it was
recommended 1) that undergraduate students should be propertly oriented by the counsellors on the
dangers associated with substance abuse at the beginning of their academic year, 2) seminars and
workshops should be provided by counsellors so that students would be informed about the
consequences of substance abuse, 3) education should be propertly structured and provided to students by

! Falilat Anike Okesina, PhD. Department of Counsellor Education, Faculty of Education, University of Ilorin,
Ilorin, Nigeria. E-mail address: okesina.fa@unilorin.edu.ng. ORCID ID: https://orcid.org/0009-0000-3670-0234
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school counsellor and parents at the early stage of development and 4) counsellors should organize
seminars on the prevalence and consequences of substance abuse on the health of individual.

Keywords: prevalence; consequences; substance abuse; undergraduates

Diszcipline: pedagogy, sociology

Absztrakt

A SZERHASZNALAT PREVALENCIAJA ES KOVETKEZMENYEI AZ ILORINI EGYETE-
MISTAK KOREBEN

A tanulmany a szerhaszndlat gyakorisagat és kovetkezményeit vizsgalta a Kwara allambeli egyetemistak
korében. A tanulmany azt vizsgalja, hogy az olyan moderalé valtozok, mint az életkor, a nem és a csalad
tipusa befolyasoljak-e a valaszadok véleményét a szerhasznalat elterjedtségérdl és kovetkezményeirdl a
Kwara allamban tanul6é egyetemistak korében. A valaszadé 60 f6 kivalasztasa egyszer(, véletlenszeri
mintavételi technikaval tortént harom kivalasztott intézménybdl, igy Osszesen 180 valaszadd vett részt a
vizsgalatban. A vizsgalati adatok gydjtésére a szerz6 altal kidolgozott, ,,A szerhasznalat prevalencidja és
kovetkezményei kérd6iv (PCSAQ)”-et hasznaltak, t-proba és varianciaelemzés (ANOVA) segitségével
(0,05-6s szignifikanciaszinten). A tanulmany eredményei azt mutattak, hogy a Kwara allambeli
egyetemistak korében leginkabb elterjedt szerek a cigaretta, az alkohol és a dohany. A szerhasznalat
kovetkezményeiként megjelent az alacsony 6nbecsiilés, az iskoldbol valé kimaradas és a tarsadalmi
elszigeteltség (azaz a masokkal valé rossz kapcsolatok). A tanulmany eredményei arra is ravilagitottak,
hogy az egyetemistak korében az életkor és csaladtipus alapjan nem volt szignifikdns kilonbség a
szerhasznalat prevalencidja és kovetkezményei kz6tt, azonban a nemek alapjan szignifikians kiillénbséget
talaltak. Az eredmények alapjan megfogalmazott javaslatok: 1) az alapképzésben résztvevé hallgatokat a
tanacsadok mar a tanulmanyi év elején megfelel6en tijékoztassak a szerhasznalattal jar6 veszélyekrdl, 2) a
tandcsadok szervezzenek tdjékoztaté szeminariumokat és workshopokat a szerhasznalat  kovetkez-
ményeirdl, 3) az iskolai tanacsadok és szilSk altali oktatast mar a fejlédés korai szakaszaban biztositani és
megfelel6en strukturalni kell a tanulok szamara, és 4) a tanacsadoknak szeminariumokat kell szervezniiik a

Kulcsszavak: prevalencia; kovetkezmények; szerrel valé visszaélés; egyetemistak

Diszciplina: neveléstudomany, szociologia

Introduction definition of drug occupies both locally made and

Healthy living, since time immemorial, has been  pharmaceutically made drugs.
of immense pertinence to humans. The use of By definition, a drug is generally defined as a
herbs and leaves to cure various illnesses in their  pharmaceutical preparation or a naturally occurring
natural form is a native method that is still very  substance used primarily to bring about physio-
common in African societies and which is, of logical, psychological or biochemical change in an
course, different from the synthetic drugs of which  existing process or state (Obiechina & Isiguzo,
efficacy has been universally established and thus  2016). Since drugs are primarily used for treating

considered harmless for human use. Hence, the illnesses, no harm is expected to be derived from
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them when used in the right quantity and for the
right illness. Fareo (2022) noted that the use of
drugs in itself does not constitute any danger,
because drugs correctly administered have been a
blessing.

For drugs to be a blessing, they must be adminis-
tered or used in the right proportion as prescribed
by doctors and or medical personnel. According to
Zirra (2020), prescribed drugs are abused when
taken without any medical condition and or pre-
scription; these drugs include mood lifts, pain-
killers, or antidepressants. Jerome, Yakubu and
Agnes (2017) posited that drug is abused when
they are used in a manner that deviates from medi-
cally approved or socially acceptable patterns
within the society. Nevertheless, Okafor (2020)
made it clear that although people use the words
‘drug misuse’ and ‘drug/substance abuse’ intet-
changeably, they never refer to the same thing
simply because drug misuse is to use a drug for a
purpose which it should not be used for while drug
abuse typically refers to those who do not have a
prescription for the drugs being used. Alebiosu
(2017) similarly stated that misuse of drugs refers
to a situation whereby an individual applies a drug
meant for a particular ailment for another type.

Substance abuse is the abuse of psychoactive
materials that exert their major effects on the brain
resulting in sedation, stimulation or change in
mood person is a universal social problem (Namadi
& Haruna, 2019). Wakoli (2018) posited that sub-
stance abuse includes alcohol, tobacco and tobacco
products, stimulants, cannabis, sedative-hypnotics
and narcotics. Furthermore, excessive use of legal
drugs such as cough syrup and codeine can also be
labelled as abuse of drugs.

Substance abuse is a global problem that affects
both developed and developing countries. The
need to effectively curtail the menace of substance
abuse in Nigerian society led to the establishment
of the National Drug Law Enforcement Agency
(NDLEA) in January 1990 by the then Ibrahim
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Babangida administration (Namadi & Haruna,
2019). But so far, no significant progress has been
attained; available reports indicate an upward trend
of substance abuse in the country. For instance, in
2016, Nigeria was among the main countries
globally that reported high quantities of cannabis
herb seized (United Nations Office on Drugs and
Crime, 2018). The incumbent Chairman of the
Nigerian National Drug Law Enforcement Agency
(NDLEA) Muhammed Mustapha Abdallah (2020)
in an exclusive interview on NTA revealed that
cannabis is the most widely abused drug in Nigeria
due to its availability. He also revealed that
cannabis is a starter drug in Nigeria, that is, drug
abusers in Nigeria do not start abusing drugs like
cocaine without prior use of cannabis.

The United Nations Office on Drugs and Crime
(2018) reported that the prevalence of drug abuse
in Nigeria in 2018 was 14.3% that is; 14.3 million
Nigerians aged 15-64 years abuse drugs. The
average age of initiation of cannabis use as repot-
ted by UNODC in 2017 was 19 years. According
to these reports, students seem to be the most
vulnerable to substance abuse for the reason that
the average age of students in Nigeria as reported
by Olugbenga-Bello, Adebimpe and Abodurin (in
Zirra, 2020) is between 14-25 years. Yusuf (2010)
also stated that drug and substance abuse is a
common trend among undergraduates.

According to Loke and Yim-wah (2023), young
people are vulnerable to behaviours that put their
health at risk such as experimenting with smoking
cigarettes, taking illegal drugs, and drinking alcohol
and the behaviour practised by adolescents that
puts their health at risk will extend into adulthood,
rendering them vulnerable in adulthood to pre-
ventable morbidities and mortalities. During this
stage, Wakoli (2018) noted that adolescents usually
exhibit feelings such as experimentation, explo-
ration, curiosity, and identity search. These feelings
coincide with the quest to be involved in risk-
taking behaviour like the use and abuse of psycho-
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active substances. Alebiosu (2017) asserted that the
general saying by adolescents that “alcohol and
coffee are the choices of your generation; drugs
and tobacco are the choices of the adolescent
generation” may be responsible for the widespread
use of drugs among students in contemporary
society.

The prevalence of substance abuse among youths
and the negative effects it has on their health,
professions and personal lives are enormous. Sub-
stance abuse truncates the development of the
country. Perhaps, one of the ways to reduce the
threat of this problem is by educating people on
the adverse effects of substances. Adegboyega,
Oniye and Adigun (2015) in their study expressed
that a lack of knowledge about what drugs encom-
pass makes youngsters engage in drinking alcohol
as most people do not count it as drugs. As a
result, education has an indispensable role to play
in reducing and eradicating substance abuse in the
society.

Substance abuse in higher institutions of learning
may impede the aim of Nigerian tertiary institu-
tions which is directed at producing graduates
worthy in learning and in character. Dropout, poor
academic performance and involvement in secret
organizations have been reported as consequences
of substance abuse among students in higher
institutions. According to Yusuf (2010), drugs ran-
ging from alcohol, cigarettes, marijuana, cocaine,
heroin hashish and many others are readily avai-
lable to youth in Nigeria and this has made many
youths to be perpetrators of social vices in society.
Yusuf (2010) added that these drugs may intoxicate
the cult members and make them bold and under
the influence of drugs they can kill or destroy their
mates or lecturers. Hence, this constant abuse of
drugs among students is now being condemned by
parents, the federal government, the state govern-
ment and religious organizations. The Nigerian Na-
tional Drug Law Enforcement Agency (NDLEA)
has stated that substance abuse is a major problem
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in schools, colleges and universities in Nigeria
(Okafor, 2020).

Sarwar (20106) asserted that every human being is
born with innate desires to be in an alternative
consciousness and the desire to be altered and to
feel different. As a result, different factors other
than environmental factors may be responsible for
substance abuse, especially among youths. Lack of
parental supervision, frustration, peer influence,
socio-economic status and emotional instability ha-
ve been identified by various studies conducted on
this phenomenon.

Substance abuse among students can cause
psychological problems, health problems, emo-
tional problems and academic problems. Haruna et
al. (2019) stated that some degree of tolerance and
withdrawal syndrome characterized by nervous-
ness, irritability, drowsiness, energy loss, difficulty
in concentrating, impaired physical performance,
headaches, fatigue, irregular bowels, insomnia, and
dizziness are all caused by substance abuse.

Furthermore, substance abuse may be associated
with poorer emotional and social functioning in
adulthood. According to Michael (2019), eatly
social and emotional difficulties will combine with
alcohol and drug use to place the adolescent at risk
for future social and emotional difficulties. Finally,
Substance abuse is morally detestable; abusers
often find it difficult to have and maintain a good
relationship with peers and family members. Social
isolation, low self-esteem and destabilized future
ambition are some of the consequences young
people encounter when they abuse substances.

Statement of the Problem

Substance abuse is a menace affecting the prog-
ress of the country; it is against the mission state-
ment of Nigerian universities which aim at produ-
cing graduates worthy of learning and in character.
The physical, psychological, social, economic and
academic consequences of substance abuse among
undergraduates significantly have effects on the
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progress of the Nigerian tertiary institutions and
the development of the country at large.

Okafor (2020) worked on the causes and con-
sequences of drug abuse among youth in Kwara
State. The study found the need to cope with aca-
demic challenges as the major cause of drug abuse
among undergraduates. Gboyega et al. (2014) in-
vestigated substance abuse among youths in kas-
here town. The findings revealed that the majority
of the youths are not aware of the dangers
associated with substance abuse and that there are
many factors, such as peer influence, lack of
parental care, broken homes, frustration and emo-
tional stress influencing substance abuse in the
study area. Namadi and Haruna (2019) worked on
the prevalence and causes of substance abuse
among females in Gombe metropolis, Gombe Sta-
te, Nigeria. The findings revealed that females are
engaging in substance abuse including prescriptive
drugs, such as beryline cough syrup, analgesics,
etc., and that the majority of the abusers were
aware of the adverse effects of substance abuse but
were continuing the same.

The study also revealed that the causes of sub-
stance abuse among females include peer pressure,
frustration and emotional stress, curiosity about the
substance, academic stress and failure in love
matters. To the best of the researcher’s knowledge,
none of the cited previous studies focused on the
prevalence and conse-quences of substance among
undergraduate stu-dents in Kwara State. Thus, this
is the gap the research filled. To this end, this study
investigated the prevalence and consequences of
substance abuse among undergraduates in Kwara
State.

Research Questions

The following research questions were raised to
guide the conduct of this study

1.

How prevalent is substance abuse among
undergraduates in Kwara State?
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2. What are the consequences of substance
abuse among undergraduates in Kwara
State?

Research Hypotheses

The following hypotheses are postulated to be
tested in the study.

1. There is no significant difference in the pre-
valence of substance abuse among undergrad-
duates in Kwara State based on age.

There is no significant difference in the con-
sequences of substance abuse among under-
graduates in Kwara State based on age.

There is no significant difference in the pre-
valence of substance abuse among under-
graduates in Kwara State based on gender.
There is no significant difference in the con-
sequences of substance abuse among under-
graduates in Kwara State based on gender.
There is no significant difference in the pre-
valence of substance abuse among under-
graduates in Kiwara State based on family type.
There is no significant difference in the con-
sequences of substance abuse among under-
graduates in Kiwara State based on family type.

Methodology

The research design adopted for this study is the
descriptive survey method. In using this design,
data collection will be carried out in a structured
process. According to Balamurugan (2018), a des-
criptive survey attempts to describe, find out and
interpret conditions, relationships that exist or the
attitudes of people or events. A descriptive survey
in education is aimed at finding relevant facts
considering a career situation which relates to a
particular educational problem. A descriptive sut-
vey research design is appropriate for this study
because the researcher sought to find out the actual
prevalence and consequences of substance abuse

among undergraduates in Kwara State.
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According to George (2014), the population is
made up of all conceivable elements, subjects or
observations relating to a particular phenomenon
as a set of interest to the researcher. Thus, the
population for this study consists of undergrad-
duates in Kwara State while the target popu-lation
consists of undergraduates of selected uni-versities
in Kwara State. Multistage sampling technique was
used in selecting the respondents for the study. A
multi-stage technique is the process by which many
sampling techniques are adopted in stages in
selecting a sample for the study.

In the first stage, a purposive sampling method
was adopted to select institutions. In the second
stage, a stratified random sampling technique was
used to stratify respondents based on age, gender
and family type. At stage three, a simple random
sampling technique was used to select 60 res-
pondents from each of the three selected insti-
tutions. Thus, a total of 180 respondents partici-
pated in this study.

Instrumentation is the process of selecting the
appropriate measuring devices and methods appro-
priate for a given study. The instrument used to
collect data is a questionnaire because of its flexi-
bility and capability to elicit information on a wide
range of issues of interest. The questionnaire items
were formulated from relevant literature.

The research instrument was titled “Prevalence
and Consequences of Substance Abuse (PCSAQ)”
(Appendix1). The questionnaire was made up of
three sections; sections A, B and C. Section A of
the questionnaire focused on the personal data of
the respondents such as age, gender and family
type while section B contained 10 items on the
prevalence of substance abuse and section C con-
tained 10 items on the consequences of substance
abuse.

The items were patterned after the four-point
Likert-type rating scale formats in which the
respondents are expected to tick only one option
per item. Thus; Strongly Agree (SA) = 4 points,
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Agree (A) = 3 points, Disagree (D) = 2 points, and
Strongly Disagree (SD) = 1 point.

The validity of an instrument is the extent to
which the instrument measures what is supposed
to measure ie. when it measures accurately the
qualities it is expected to measure when the in-
strument measures what is supposed to measure,
then it is said to be valid. The instrument was
validated by five experts in counselling while the
reliability of the instrument was done by admi-
nistering 20 copies of the questionnaire to res-
pondents and after three (3) weeks, the second
administration of the test was carried out with the
same respondents. The scores from the two admi-
nistrations were correlated to determine the re-
liability of the instrument using Pearson’s Product
Moment Cortrelation (PPMC). A coefficient of 0.78
was obtained.

The data analysis of the study was done using
descriptive and inferential statistics. The results
obtained from the demographic data (age, gender
and family type) were analysed using descriptive
statistics of percentage while inferential statistics
such as t-test and Analysis of Variance (ANOVA)
were employed to test the formulated hypotheses
at 0.05 level of significance.

Results
Research Question 1: How prevalent is substance
abuse among undergraduates in Kwara State?

Table 1 presents the mean and rank order of
respondents on Prevalent Substance Abuse among
Undergraduates in Kwara State. The table indicates
that items 1, 3 and 4 with mean scores of 3.16, 3.13
and 3.07 ranked 1%, 2nd and 3t respectively. The
items state that Cigarettes, Alcohol, and Tobacco
among others. On the other hand, Items 10, 5 and
9 with mean scores of 2.90 respectively were
ranked 8% respectively and state that Cough syrup,
Marijuana, and Codeine. All the items listed have

mean scores that are above the mid-mean score of
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2.50, then it can be said that respondents attested
to prevalent substance abuse among undergra-
duates in Kwara State.

Table 1: Mean and Rank Order of the Respondents’
expression on Prevalent is Substance Abuse among Under-
graduates in Kwara State. Source: Author.

Table 2. Mean and Rank Order of the Respondents’
Perceptions on the Consequences of Substance Abuse among
Undergradnates in Kwara State. Source: Author.

Item  How many times in Mean Rank
No. your lifetime have you

used any of the

following substances?
1 Cigarette 3.16 1st
3 Alcohol 3.13 2nd
4 Tobacco 3.07 3rd
6 Heroin 3.02 4th
2 Cocaine 2.99 5th
7 Opium 2.96 6th
8 Tramadol 2.92 7th
10 Cough syrup 2.90 8th
5 Marijuana 2.90 8th

Research Question 2: What are the consequences
of substance abuse among undergraduates in
Kiwara State?

Table 2 presents the mean and rank order of
respondents’ expression on the consequences of
substance abuse among undergraduates in Ilorin
metropolis. The table indicates that items 1, 6 and
9 with mean scores of 3.60, 3.49 and 3.45 ranked
1st, 2nd and 3 respectively. The items state that
Low self-esteem, Dropping out of school, and
Social isolation (i.e. poor relationship with others)
among others. Items 3, 10 and 7 with mean scores
of 3.36, 3.35 and 3.35 ranked 8%, 9% and 10% and
state that Irritability, Poor health (depression) and
Poor relationship with lecturers. All the items listed
have mean scores that are above the mid-mean
score of 2.50, then it can be said that respondents
attested to the consequences of substance abuse

among undergraduates in Ilorin metropolis.
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Item The following are the Mean Rank
No. consequences of substance
abuse:
1 Low self-esteem 3.60 1st
6 Dropping out of school 3.49 2nd
9 Social isolation (i.e. poor 3.45 3rd
relationship with others)
5 Violence 3.43 4th
8 Poor academic performance 3.41 5t
2 Destabilized future ambition 3.40 ot
4 Psychological disorder 3.38 7t
3 Irritability 3.36 8
10 Poor health (depression) 3.35 9th
Hypotheses Testing

Six research hypotheses were postulated for this
study and were tested using a t-test and Analysis of
Variance (ANOVA) at 0.05 alpha level.

Hypothesis One: There is no significant differ-
rence in the prevalence of substance abuse among
undergraduates in Kwara State based on age.

Table 3 shows that the calculated F-ratio of 1.28
is less than a critical F-ratio of 3.00 with the
corresponding p-value of .282 which is higher than
0.05 level of significance. Since the calculated F-
ratio is less than the critical F-ratio, therefore the
null hypothesis is not rejected. Hence, there was no
in the of

substance abuse among undergraduates in Kwara

significant  difference prevalence

State based on age.

Hypothesis Two: There is no significant differ-
rence in the consequences of substance abuse
among undergraduates in Kwara State based on
age.

Table 4 shows that the calculated F-ratio of 2.15
is less than a critical F-ratio of 3.00 with the
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corresponding p-value of .361 which is higher than
0.05 level of significance. Since the calculated F-
ratio is less than the critical F-ratio, therefore the
null hypothesis is not rejected. Hence, there was no
significant difference in the consequences of sub-
stance abuse among undergraduates in Kwara State

based on age.

Hypothesis Three: There is no significant differ-
rence in the prevalence of substance abuse among
undergraduates in Kwara State based on gender.

Table 5 shows that the calculated t-value of 5.81
is greater than the critical t-value of 1.96 with a
corresponding p-value of .000 which is less than
0.05 level of significance. Since the calculated t-
value is greater than the critical t-value, the
hypothesis which states that there was no signi-
ficant difference in the prevalence of substance
abuse among undergraduates in Kwara State based

on gender is therefore rejected.

Hypothesis Four: There is no significant differ-
rence in the consequences of substance abuse
among undergraduates in Kwara State based on
gender.

Table 6 shows that the calculated t-value of 2.63
is greater than the critical t-value of 1.96 with a
corresponding p-value of .010 which is less than
0.05 level of significance. Since the calculated t-va-
than the
hypothesis which states that there was no signifi-

lue is greater the critical t-value,

cant difference in consequences of substance abuse
among undergraduates in Kwara State based on

gender is therefore rejected.

Hypothesis Five: There is no significant differ-
rence in the prevalence of substance abuse among
undergraduates in Kwara State based on family
type.

Table 7 shows that the calculated t-value of 0.34
is less than the critical t-value of 1.96 with a corres-
ponding p-value of .111 which is higher than 0.05
level of significance. Since the calculated t-value is
greater than the critical t-value, the hypothesis
which states that there was no significant differ-
rence in the prevalence of substance abuse among
undergraduates in Kwara State based on family
type is therefore not rejected.

Hypothesis Six: There is no significant difference
in the consequences of substance abuse among
undergraduates in Kwara State based on family
type.

Table 8 shows that the calculated t-value of 1.67
is less than the critical t-value of 1.96 with a
corresponding p-value of .234 which is higher than
0.05 level of significance. Since the calculated t-
value is less than the critical t-value, the hypothesis
which states that there was no significant differ-
rence in consequences of substance abuse among
undergraduates in Kwara State based on family is
therefore not rejected.

Table 3: Analysis of Variance (ANOVA) showing the Respondents’ Excpression on Prevalent is Substance Abuse
among Undergraduates in Kwara State based on Age. Source: Author.

Source SS df Mean Squares Cal. F-ratio Crit. F-ratio p-value
Between Groups 132.445 2 66.223

Within Groups 10226.430 177 51.911 1.28 3.00 282
Total 10358.875 179
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Table 4. Analysis of Variance (ANOV'A) showing the Respondents’ Expression Consequences Substance Abuse
among Undergraduates in Kwara State based on Age. Source: Author.

Source SS df Mean Squares Cal. F-ratio  Crit. F-ratio p-value
Between Groups 132.542 2 55.312

Within Groups 10238.216 177 53.426 2.15 3.00 361
Total 10370.758 179

Table 5. Mean, Standard Deviation and t-value on the Respondents’ Excpression on Prevalent is Substance abuse among
Undergraduates in Kwara State based Gender. Sonrce: Author.

Gender N Mean SD df Cal. t-value Crit. t-value P-value
Male 71 53.703 4.005 178 5.81* 1.96 .000
Female 109 58.000 2.272

* Sig. at p < 0.05

Table 6. Mean, Standard Deviation and t-value on the Respondents’ Expression on Consequences is Substance Abuse
among Undergradnates in Kwara State based Gender. Source: Author.

Gender N Mean SD df Cal. t-value Crit. t-value P-value
Male 71 49.421 3.102 178 2.63* 1.96 .010
Female 109 48.114 2.263

*Sig. at p < 0.05

Table 7. Mean, Standard Deviation and t-value on the Respondents’ Expression on the Prevalence of Substance Abuse
among Undergraduates in Kwara State based Family Type. Source: Author.

Family N Mean SD df Cal. t-value Crit. t-value P-value
Monogamous 136 35.62 2.01 178 0.34 1.96 A11
Polygamous 44 39.33 1.31

Table 8. Mean, Standard Deviation and t-value on the Respondent's Expression on Consequences of Substance Abuse
among Undergraduates in Kwara State based Family Type. Source: Author.

Family N Mean SD df Cal. t-value Crit. t-value P-value
Monogamous 136 46.42 2.12 178 1.67 1.96 234
Polygamous 44 48.15 1.63

Discussion in Nigeria in 2018 was 14.3% that is; 14.3 million

The findings of the study revealed that substance  Nigerians aged 15-64 years abuse drugs. The
abuse is prevalent among undergraduates in Kwara  average age of initiation of cannabis use as repot-
State, the prevalent substances are cigarette, alco- ted by UNODC in 2017 was 19 years. Alebiosu
hol, tobacco among others. This was supported by ~ (2017) asserted that the general saying by adoles-
The United Nations Office on Drugs and Crime cents that “alcohol and coffee are the choices of
(2018) reported that the prevalence of drug abuse  your generation; drugs and tobacco are the choices
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of the adolescent generation” may be responsible
for the widespread use of drugs among students in
contemporary society.

Another finding revealed that the consequences
of substance abuse among undergraduates in
Kwara State are low self-esteem, dropping out of
school, and social isolation (i.e. poor relationship
with others) among others. The findings negate
Fareo (2022) noted that the use of drugs in itself
does not constitute any danger, because drugs cot-
rectly administered have been a blessing. Ekpe-
nyong (2022) posited that drug is abused when they
are used in a manner that deviates from medically
approved or socially acceptable patterns within
society

Findings also revealed that there was no signi-
ficant difference in the prevalence of substance
abuse among undergraduates in Kwara State based
on age. This was supported by Zirra (2020) who
reported that students seem to be the most
vulnerable to substance abuse for the reason of the
average age of students in Nigeria. Yusuf (2020)
also stated that drug and substance abuse is a
common trend among undergraduates.

Another finding revealed that there was no
significant difference in the consequences of sub-
stance abuse among undergraduates in Kwara State
based on age. This was in line with Loke and Yim-
wah (2023), young people are vulnerable to beha-
viours that put their health at risk such as experi-
menting with smoking cigarettes, taking illegal
drugs, and drinking alcohol and that behaviour
practised by adolescents that puts their health at
risk will extend into adulthood, rendering them
vulnerable in adulthood to preventable morbidities
and mortalities.

Findings also revealed that there was a significant
difference in the prevalence of substance abuse
among undergraduates in Kwara State based on
gender. This was supported by Namadi and Haru-
na (2019) who worked on the prevalence and cau-
ses of substance abuse among females in Gombe
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metropolis, Gombe State, Nigeria. The findings
revealed that females are engaging in substance
abuse including prescriptive drugs, such as beryline
cough syrup, analgesics, etc., and that the majority
of the abusers were aware of the adverse effects of
substance abuse but were continuing the same. The
study also revealed that the causes of substance
abuse among females include peer pressure, fru-
stration and emotional stress, curiosity about the
substance, academic stress and failure in love
matters.

Another finding indicated that there was a signi-
ficant difference in the consequences of substance
abuse among undergraduates in Kwara State based
on gender. The result supported Sahu and Sahu
(2022) posited that substance-abusing youth are at
higher risk than non-users for mental health prob-
lems including depression, conduct problems, pet-
sonality disorders, suicidal thoughts, attempted sui-
cide, and suicide are more common among males
than females.

Another finding revealed that there was no signi-
ficant difference in the prevalence of substance
abuse among undergraduates in Kwara State based
on family type. This was corroborated by the inter-
view conducted by the Nigerian Television Autho-
rity (NTA) in 2020 on the effect of drug abuse in
Nigeria, the incumbent chairman of the Nigerian
National Drug Law Enforcement Agency
(NDLEA) Muhammed Mustapha Abdallah revea-
led that the breakdown of family values and lack of
parental attention on their children are the primary
factors responsible for drug abuse.

The finding also revealed that there was no sig-
nificant difference in the consequences of sub-
stance abuse among undergraduates in Kwara State
based on family type. This was supported by Haru-
na et al. (2019) emphasized parenting style. They
saw parenting style as a complex activity that
includes much specific behaviour that works indivi-
dually and together to influence a child’s life form.
Haruna et al. (2019) found parenting styles to be
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significantly associated with substance abuse, with
authoritative parenting style being the beneficial

style.

Conclusion

The study examined the prevalence and con-
sequences of substance abuse among undergradua-
tes in Kwara State. The findings of the study revea-
led that substance abuse is prevalent among under-
graduates in Kwara State, the prevalent substances
are cigarette, alcohol, and tobacco among others. It
was also revealed that the consequences of sub-
stance abuse among undergraduates in Kwara State
are low self-esteem, dropping out of school, and
social isolation (i.e. poor relationship with others)
among others. There was no significant difference
in the prevalence of substance abuse among under-
graduates in Kwara State based on age. There was
no significant difference in the consequences of
substance abuse among undergraduates in Kwara
State based on age. There was a significant differ-
rence in the prevalence of substance abuse among
undergraduates in Kwara State based on gender.
There was a significant difference in the conse-
quences of substance abuse among undergraduates
in Kwara State based on gender. There was no
significant difference in the prevalence of sub-
stance abuse among undergraduates in Kwara State
based on family type. There was no significant
difference in the consequences of substance abuse
among undergraduates in Kwara State based on
family type.

Recommendations

Based on the findings of the study, the following

recommendations were made:

1. The undergraduate students should be propet-
ly oriented by the counsellors on the dangers
associated with substance abuse at the begin-
ning of their academic year.

2. Seminars and workshops should be provided

by counsellors so that students would be
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informed about the consequences of sub-
stance abuse.

3. Education should be propetly structured and
provided to students by school counsellors
and parents at the eatly stage of development.

4. Counsellors should organize seminars on the
prevalence and consequences of substance
abuse on the health of individuals.
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Section B: Prevalence of Substance Abuse Questionnaire
Direction: Kindly tick the appropriate column that agrees with your views using the following keys:

Never = 3 points, Often = 2 points, Always = 1 point

S/N
following substances?

Section B: How many times in your life time have you used any of the

Never | Often | Always

Cigarette

Cocaine

Alcohol

Tobacco

Marijuana

Heroin

Opium

Tramadol

Codeine

=[O |U|A~ W[N] —

0 Cough syrup
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The consequences of Substance Abuse among Undergraduates in Kwara State

The consequences of substance abuse are:

SA

SD

Low self-esteem

Destabilized future ambition

Irritability

Psychological disorder

Violence

Dropping out of school

Poor relationship with lecturers

Poor academic performance

Social isolation (i.e. poor relationship with others)

=IO J|[N|U|K~ || |—

Poor health (depression)
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Abstract

The implementation of inclusive education depends on teachers’ attitudes towards children with
special needs. In 2022, a kindergarten survey was carried out, which included the topic of inclusive
education. A total of 918 teachers across Hstonia participated in the survey. The study aimed to map
preschool teachers’ attitudes towards children with special needs and inclusive education and determine
how teachers evaluate their knowledge of implementing inclusive education. Kindergarten teachers tended
to favour inclusion: they agreed they could include children with special needs in leisure and learning
activities. However, they found difficulties mainly with children with behavioural problems and identified
other difficult situations that arise with children with special needs in the mainstream group. Most teachers
with a professional education said they had the knowledge and skills to deal with children with special

needs. However, teachers without a professional education could not say the same.
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Absztrakt

OVODAPEDAGOGUSOK ATTITUDJEI ES FELKESZULTSEGE AZ INKLUZIV NEVELES
MEGVALOSITASARA

Az inkluziv nevelés sikeressége a pedagdgusok sajatos nevelési igényli gyermekekhez valé hozzaallasan
mulik. Jelen tanulmanyban egy 2022 évi Esztorszagban készilt 6vodai felmérés bemutatisara keril sor,
mely az inkluziv nevelés témakérét érintette. A felmérésben Esztorszagbdl Gsszesen 918 tandr vett részt. A
tanulmany célja, hogy feltérképezze az Ovodapedagdgusok sajatos nevelési igényl gyerckekkel és az
inkluziv oktatassal kapcsolatos attitlidjét, és felmérje, hogy hogyan értékelik a pedagdgusok az inkluziv
nevelés megvaldsitasaval kapcsolatos tudasukat. Eredmények: az 6vodapedagégusok inkabb az inklaziot
részesitik elényben: s egyetértettek abban, hogy a specialis igényl gyermekeket bevonhatok a szabadid6s és
tanulasi tevékenységekbe. Nehézségekrdl elsGsorban a magatartasi problémakkal kiizdé gyerekek esetében
szamoltak be, ezen kivil mas nehéz helyzeteket is azonositottak, amelyek a tGbbségi csoportba jard
specialis igényl gyerekeknél adédnak. A legtcbb szakképzett pedagdgus azt mondta, hogy rendelkezik a
sajatos nevelési igényl gyerekekkel valé foglalkozashoz sziikséges tudassal és készségekkel. A
szakképzettséggel nem rendelkezé pedagégusok azonban nem mondhattak el ugyanezt.

Kulcsszavak: inkluziv nevelés, 6vodapedagogusok, attitGdok, szakmai felkészités, specialis igény(
gyermekek

Diszciplina: pedagbgia

Introduction receive education in an educational institution close

All people, including children, have the right to  to their residence, together with other children of
quality and inclusive education (European Com- the same age (HTM, 2021b). The inclusion of
mission, 2018), globally recognised to promote children with special needs starts in the preschool
equality and quality education for all children years when several special needs still need to be
(Francis et al, 2021). According to UNESCO effectively identified. Kindergarten teachers have a
(2009), inclusive education is defined as streng-  neutral attitude towards inclusion (Lee et al., 2015)
thening the education system’s capacity to reach all and are willing to adapt their behaviour to im-
learners and provide education for all. Nelis &  plement inclusive education (Scanlon et al., 2022).
Pedaste (2020) have defined inclusive education in ~ Teachers do not object to children with special
the context of primary education as “a human needs attending the same kindergarten group as
rights-based approach to accessing good education,  other children (Scanlon et al., 2022) but prefer to
where children experience social integration and a  conduct lessons with all children together, as wor-
sense of belonging within a broader social network,  king individually with children with special needs
regardless of their specific needs” (p. 145). Inclu-  increases teachers’ workload (Haidkind, Suman, &
sion must be ensured through children’s active, Vint, 2022).
meaningful participation and an individualised Kindergarten teachers are generally more
approach that supports children’s potential deve- optimistic about including children with special
lopment (Nelis & Pedaste, 2020). needs than schoolteachers (Hiidkind & Oras,

Estonia also follows an inclusive education app-  2016). This could ensure the implementation of

roach, which aims to ensure that all learners can inclusive education in kindergarten.
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In Estonia, 25.6% of kindergarten children have
special needs (Lang et al., 2021). The law on pre-
school education (KELS, 1999) offers two options
for children with special needs: special and adapted
groups. However, if a child’s special needs are
undiagnosed, the child will usually go to a main-
stream group. A child with special needs is placed
in a special group even if there is no special or
special-needs group in the local kindergarten.
According to the EHIS, 85% of children with
special needs in Estonia attend a mainstream group
(Lang et al, 2021), so all kindergarten teachers
must be prepared to support the development of

children with special needs.

Factors influencing the implementation of
inclusive education in kindergartens

Inclusion of children with special needs is a
complex process that requires a variety of factors
to be successful, e.g. a well-coordinated (support)
team (Yeo et al.,, 2016) and teachers with a diverse
education who know how to use different methods
to include all children (Shuelka, 2018). Francis
Wardle (2009) stresses the need for professional
education: professional education provides the
kindergarten teacher with the necessary knowledge
and skills and creates a positive attitude that
teachers without professional education often lack.
In both schools and kindergartens, teachers are
expected to take an individual approach to children
and to plan and implement meaningful work based
on the level of the child (Hiidkind & Oras, 20106).
Teachers should acquire relevant skills through
professional development (Wardle, 2009). How-
ever, Hiidkind, Suman, & Vint (2022) point out in
their study that in Estonia, kindergarten teachers
often lack knowledge of special educational needs,
which is why special educational needs support
services are essential in kindergartens.

In addition to teachers’ knowledge and skills, the
implementation of inclusive education is influenced
primarily by their positive attitudes (Abu-Hamour
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& Muhaidat, 2013; Barton & Smith, 2015; Forlin &
Sin, 2017; Kaur, Norman, & Awang-Hashim, 2015)
and the perception that people are different (Vu-
ran, 2014). Teachers’ knowledge and attitudes are
closely related: positive attitudes are associated with
both acquired knowledge (Burke & Sutherland,
2004; Sari, 2007; Scanlon et al, 2022) and pet-
ceived success in teaching children with special
needs (Woolfson & Brady, 2009; Yeo et al., 2010).
Negative attitudes are also a significant barrier to
inclusion in kindergarten (Lee et al, 2014), as
teachers with negative attitudes perceive their lack
of knowledge and experience in dealing with child-
ren with special needs (Burke & Sutherland, 2004).
Teachers with positive attitudes are better able to
accommodate the specificities of special needs and
adapt instruction (Swain, Nordness, & Leader-
Janssen, 2012). The more kindergarten teachers
believe they can implement inclusion, the more
positive their attitudes toward inclusion (Lee et al.,
2014). Teachers with negative attitudes, on the
other hand, have lower expectations for children
with special needs and underestimate the child’s
knowledge (Lee et al., 2014; Markova et al., 2010),
and therefore do not see the need to support the
child (Kitsing, Téht, & Kukemelk, 2015). In their
study, Lee et al. (2015) found that kindergarten
teachers generally have a neutral attitude towards
including children with special needs. However,
Hiidkind and Oras (2016) found that kindergarten
teachers have a more positive attitude towards in-
clusion than classroom teachers and, therefore,
have better prerequisites for including children
with special needs in kindergarten. The differences
in the attitudes of kindergarten and classroom
teachers can be explained by differences in child-
ren, staff and working environment (Hiidkind &
Oras, 2010).

Teachers’ attitudes towards inclusion also depend
on the type of special need (Markova et al., 2016;
Sari, 2007; Yeo et al., 2016). Teachers do not
perceive a problem with including children with
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milder special needs (Yeo et al., 2016). They have
no objection to having children with speech, langu-
age, physical or sensory impairments in the kinder-
garten class but have negative attitudes towards
emotional and behavioural difficulties (Hastings &
Oakford, 2003; Lee et al., 2015; Levins et al., 2005;
Markova et al., 2016).

Benefits of inclusive education

Inclusive education ensures that all children have
access to education (UNESCO, 2009). It is as
essential in primary education as in general
education (European Agency for Development in
Special Needs Education, 2009). To understand
this, kindergarten teachers must see the positive
aspects of inclusion.

Implementing inclusive education is essential for
ensuring the human rights of children with special
needs and has many other benefits. Inclusive edu-
cation benefits everyone: children with special
needs, age-appropriate development, kindergarten
teachers, and society. Children with special needs
benefit the most: being with other children boosts
the self-confidence of children with special needs
(Alexander et al., 2016), develops their social skills
and independence (Riis, Kallaste, & Sandre, 20106),
and has an impact on children’s academic skills in
preschool and later their performance in school
(Kwon et al, 2017). Starting with inclusion in
kindergarten ensures eatly identification of special
needs and timely support for a child’s development
(Hiidkind & Kuusik, 2009). Preschool is the best
time to start engaging with child development, as
this is when a child’s brain development is at its
fastest (Shonkoff & Richmond, 2009).

In an inclusive environment, all children develop
empathy, tolerance, and positive attitudes toward
people with special needs (Alexander et al., 2016;
Kwon et al,, 2017; Yeo et al, 2016). Talking to
peers about the differences of children with special
needs is essential to enabling them to understand
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children with different needs (Horne & Timmons,
2009) and to develop positive attitudes.

Although many teachers often see the negative
side of inclusion (Lee et al., 2014; Markova et al.,
2016), they also benefit from it. Implementing in-
clusive education provides new experiences and
lessons for teachers, making them better by deve-
loping their pedagogical skills (Alexander et al.,
2016). The perceived negative side of inclusion is
mainly linked to teachers’ lack of awareness and
experience (Lee et al, 2014), as more complex

situations require informed interventions.

Methodology

The research aims to map preschool teachers’
attitudes towards children with special educational
needs and inclusive education and determine how
teachers evaluate their knowledge of implementing
inclusive education. To fulfil the objective, we
formulated the following research questions:

1. What are the teachers’ attitudes towards inclu-
ding children with special needs?

What are the differences in teachers’ attitudes
depending on their level of education?

What kind of situations make inclusion diffi-
cult, according to kindergarten teachers?

What advantages do kindergarten teachers see
in the implementation of inclusive education?
What knowledge and skills do teachers need
to implement inclusive education?

The research deals with one theme block from
the preschool survey 2022. All Estonian kinder-
gartens that wanted to compare their kindergartens
with others could participate in the study. An
online survey was conducted among the preschool
teachers of participating kindergartens for data
collection.

The Sample

Nine hundred eighteen kindergarten teachers
from 75 kindergartens across Estonia participated
in the survey. The gender distribution of the
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sample is predominantly female: 916 (99.8%) wo-
men and only 2 (0.2%) men. 706 (76.9%) of the
teachers work in Estonian-language kindergartens,
105 (11.4%) in Russian-language kindergartens and
107 (11.7%) in kindergartens that are both Esto-
nian- and Russian-language. Regarding age, most
respondents fall within the 30-59 age range (30-39
— 21.6%; 40-49 — 24.5%; 50-59 — 29.5%), while the
60—069 age range was 14.7%. There were signifi-
cantly fewer teachers under 30 (8.6%) and over 70
(1.1%).

The most significant proportion of teachers
(73.8%) were professionally educated, with 57.1%
having a higher education and 16.7% having a
secondary education. Non-specialist higher edu-
cation teachers account for 20.1%, and non-

specialist secondary education teachers for 6.2%.

Assessment tool and procedure

In 2022, Tallinn University carried out a kinder-
garten survey focusing on the following topics:
organisational culture and management, learning
approach, multilingualism and multiculturalism,
children with special needs, digital competencies,
and the impact of COVID-19. The survey was
open to all kindergartens in Estonia that wanted
information about the problems and challenges of
their kindergarten as an organisation and the work
of kindergarten teachers. An invitation to parti-
cipate in the survey was sent to all kindergartens in
Estonia. If a kindergarten expressed a wish to
participate, a link to the online survey was sent to
the teachers of that kindergarten. The question-
naire took about 15 minutes to complete. Both
teachers and kindergartens participated in the
survey voluntarily and anonymously. This article
deals with the thematic block on children with
special needs and inclusion in this study.

A questionnaire developed by professors of
special education at a university was used and
verified by a pilot study. The thematic block on
special needs and inclusive education consisted of
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9 statements for which the teachers had to rate on
a 5-point Likert scale the extent to which they
agreed with the statement (“1 — strongly disagree”,
“2 — rather disagree”, “3 — both agree”, “4 — rather
agree”, “5 — strongly agree”). The statements were
designed to determine teachers’ attitudes towards
preparedness for inclusion and social inclusion and
teachers’ assessments of their knowledge and skills.
In addition to the statements, teachers had to
answer three open-ended questions: “What are the
difficult situations for you when a child with special
needs is in a mainstream groupr” “What advent-
ages do you see in having a child with special needs
in a mainstream groupr” “What knowledge and
skills do you lack in supporting a child with special
needs in a mainstream group?”. The survey did not
explicitly ask for experience with children with
special needs.

Data analysis
To analyse the data, we used SPSS Statistics
version 28. We analysed the responses to the state-
We

ANOVA one-factor analysis of variance to analyse

ments using descriptive  statistics. used
the difference between six groups of teachers with
different educational backgrounds. As a post-hoc
test, the Bonferroni test was used for pairwise
comparison of means at significance level p < 0.05.

We combined quantitative and qualitative appro-
aches to analyse teachers’ responses to the open-
ended questions. To carry out the analysis, we used
the Excel program to compile the responses into a
single table. In analysing the data set, we focused
on the content and contextual meaning of the
responses. By repeatedly reading the responses, we
tried to identify themes and concepts relevant to
the study and coded them according to the
research questions. Meaningfully similar codes
were grouped into columns in a table and used to
form categories for each research question. Res-
ponses containing items from more than one

category were assigned more than one code;
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therefore, the total frequency of codes is greater
than the number of responses given. Responses
that did not fall into the defined categories were
grouped under the category “othet”. Based on the
frequencies of the categories, we created frequency
tables, which form the basis of the graphs used in
the article and provide a quantified overview of the
frequencies per question. To ensure more excellent
reliability, we performed independent recoding as
co-investigators. As a second part of the analysis,
described all

qualitatively, including using relevant response

we and interpreted categories

extracts as qUOtCS.

Results

Attitudes of Estonian kindergarten teachers
towards inclusive education

To determine kindergarten teachers’ attitudes, we
analysed how teachers agreed with statements
about including children with special needs (see
Figure 1). Slightly less than half (45.8%) of teachers
thought they were ready for inclusion of children
with special needs (hereafter, we will use the
abbreviation SEN children) in their group, while a
fifth (21.3%) disagreed. Teachers with professional
and other higher educations agreed with this state-
ment the most, while teachers with pedago-gical
and other secondary educations agreed the least. At
the same time, kindergarten teachers rated their
ability to include SEN children relatively highly:
68.5% of teachers thought they could include SEN
children in games and other leisure activities, and
52.6% of teachers thought they could engage SEN
children in learning activities. Teachers with a
professional higher education degree rated their
ability to involve PA children highly, while teachers
with other secondary education rated it least.
with different
levels of education were analysed using one-factor

Differences between teachers

analysis of variance (one-way ANOVA). There was
the
statement “I am ready to include SEN children in

no statistically significant difference for
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my group”, (1, 917) = 1.714, p = .129. Statistically
significant differences were between groups of
teachers with different levels of education for the
statements “I can involve SEN children in learning
activities” and “I can involve SEN children in
games and other free activities”, F(1, 917) = 3.090,
p =.009; F(1, 917) = 2.290, p = .044.

The fact that teachers are not directly opposed to
the inclusion of SEN children in kindergarten was
also shown by the statement, “The inclusion of
SEN children in leisure activities limits the social
development of other children”, with which only
8.8% of teachers agreed. At the same time, nearly a
third (29.7%) of teachers agree that children with
SEN limit other children’s development and
learning opportunities. No statistically significant
differrences between the groups of teachers with
different educations were observed in the state-
ment “Including SEN children in educational
activities limits other children’s development and
learning opportunities” and “The inclusion of SEN
children in leisure activities limits the social
development of other children” (F(1, 917) = 1.215,
p = .300; F(1, 917) = 1.609, p = .155). The imple-
mentation of the principles of inclusive education
is supported by the teacher's knowledge and skills
in dealing with children with special needs. 36.7%
of teachers agreed with “I have the knowledge and
skills to deal with SEN children”, while 25.4%
disagreed. 39.8% of teachers agree that they had
acquired this knowledge and skills in degree study,
and almost as many teachers disagreed (36.4%)
with this statement. For these statements, the
ANOVA test showed a statistically significant
difference between the education level groups (F(1,
917) = 7.070, p < .001; F(1,917) = 7.318, p < .001,
respectively). There is a statistically significant
difference between the group of teachers with pro-
fessional higher education and other secondary
education (p < .001) and between teachers with
professional higher education and pedagogical but
not professional higher education (p = .028).
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Figure 1. Percentage of agreement with the statements. (Source: Authors)

| can include SEN children in games and other free
activities.

Children with behavioral problems are the biggest
challenge for me.

| can include SEN children in learning activities.

| am ready to include SEN children in my group.

| have the knowledge and skills to deal with SEN
children.

I have acquired the necessary skills to work with
SEN children in degree study.

Including SEN children in educational activities
limits other children's development and learning
opportunities.

| have time to deal with SEN children.

The inclusion of SEN children in leisure activities
limits the social development of other children.
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Challenging situations if there is a child with
special needs in the group

56.1% of respondents agreed with the statement,
“Children with behavioural difficulties are my
biggest challenge” (see Figure 1). To determine
whether children with behavioural difficulties are
the only concern, we asked the kindergarten
teachers, “What are the difficult situations for you
when a child with special needs is in a group?”.
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The problems highlighted by teachers were
grouped into six categories (see Figure 2). The
category “No experience of working with children
with SEN” (n = 32) included responses indicating
that, as the respondents had not previously had
children with SEN in their group, they did not
have the relevant experience and could not answer

this question.



KULONLEGES BANASMOD, X. EVF. 2024/3.

Figure 2: Challenging sitnations for teachers when a child with special needs attends a mainstream group. (Source:

Authors)

SEN child needs more time and
attention.

SEN child's behavior is disturbing.

Other children in the group lack time and
attention.

Other

Categories

Dysfunctional teamwork due to the lack
of support persons.

Lack of work experience with SEN
children.

Complexity of cooperation with the
parents of SEN children.

300

Frequency

The keyword for more than a third of respon- comfortable, and all children receive more atten-
dents was “attention”. It was pointed out that a  tion.
child with special needs more attention and that it They also stressed that the child with special
is difficult to find time for this in a group with needs takes up so much of the teacher’s time and
many children (category “SEN child needs more attention that the other children do not have
time and attention”, 27.1% of respondents, n = enough, and it is the other children in the main-
269). Many of the responses that fall into this stream group who suffer (category “Less time and
category are related to the teacher’s attention to  attention for other children in the group”, n =
individual activities with children with special 147). In this category, we placed responses asso-
needs, which teachers perceive as challenging to  ciated with giving attention to all children in the
find both the time and the place for, and the group. Several teachers indicated that they find it
teacher perceives that children miss an essential  very difficult to divide their attention and time
part of the process: A child with special needs requires  between the child with special needs and other
significantly more adult time resonrces, such as guidance,  children in the group: Other children may not get enough
explanations, and individunal work to support and engage  attention becanse a lot of the time goes to one child.
the child in the group. It was also pointed out that problems with

At the same time, several teachers said that attention-sharing were experienced during the lear-
having fewer children in the group also helps to  ning activities.
include children with special needs. Many of them In addition, it was noted that it is difficult to
wrote that if there are children with special needs  divide the teacher’s attention between all the child-
in the mainstream group, the number of children in ~ ren in common activities, as it is challenging to
the group should be smaller. With fewer children in  simultaneously consider the abilities of a child with
the group, the child with special needs feels more  special needs. Teachers feel that other children in
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the same group often suffer as a result — their
learning opportunities are therefore reduced, and
the time allocated to the child with special needs
comes at the expense of their peers: The child with
special needs limits the learning opportunities of the other
children; all the attention is focused on him, but others have
their own needs, too.

Teachers felt that the situation where they do not
have everyone’s attention, and others must wait is
unfair to the children and creates negative feelings
in both the teacher and the other children: If #hey get
more attention, it is unfair to the other children; it matkes
them sad.

Teachers who responded also highlighted the
complexity of delivering lessons and the need to
focus the attention of all children: I# is very difficult to
keep children’s attention on everyday activities when a SEN
child is running around.

Situations have occurred when one

group
teacher’s full attention is focused on the child with
special needs, and another adult must deal with all
the other children: Individual guidance for a child with
special needs (in learning activities, following group rules,
moving from one activity to another) is sometinmes 5o resource-
intensive that it takes up all the adult’s attention for a
while. During this time, the other adult in the group must
manage the rest of the group independently, which can be
pretty tricky. Activities outside the group room,
where efforts of more than two teachers are
needed, have also proved difficult.

Moving on to specific problematic situations,
around a quarter of respondents (n = 258) indi-
cated that they found it most difficult for teachers
to cope when a child has a special need that mani-
fests itself in frequent and unpredictable disruptive
behaviour (category “SEN child’s behaviour is
disruptive”). Many pointed out that it is the
unpredictable, aggressive behaviour of a child with
special needs that is very stressful for the teacher
and the peers and that other children in the group
often must endure both disruption and physical
Teachers with relevant

violence. experience
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described different disruptive situations and their
impact: Behavioural problems due to the child’s special
needs and aggression towards teachers and other children
make it difficult. These sitnations are the most challenging
and require excellent resilience from the teacher.

Several teachers (n = 50) pointed out that if
teamwork does not work, it is difficult with
children with special needs, often because the team
lacks a support person (category “When teamwork
does not work, there is no support person”). Based
on their experience, teachers believe that if a child
with special needs is in the group, there should be a
support person or an assistant teacher.

Problems have arisen in groups, which have
several children with special needs and not enough
team members: The problem is when there is already
more than one. If there are more than one, there is a problem
when there are more than one. If one teacher and one
teaching assistant cannot deal with them adequately, the
other children in the group are neglected. A child with special
needs requires much attention, causes more problems, and
requires more documentation and developmental interviews.

Respondents assume that there should be extra
staff to deal with difficult situations and to ensure
the safety of other children, but often there is not:
Difficult sitnations arise when a child with special needs
starts to hurt others, and there is no one available to deal
with hin or her — then the whole group suffers.

Teachers mentioned that in a group of more than
20 children, it is hard to deal with children with
ADHD or autism spectrum disorder. They need a
lot of individual attention and intervention due to
the specificity of their behaviour, for which there
are often not enough adults in the group: 17 depends
on the special need. Some special needs are easier than
others. At the moment, ADHD is the most difficult.
Finding enongh time to dedicate to a child in a large group is
challenging, and the child’s behaviour can be impulsive and
disruptive to other children. Teachers highlighted the
need for someone from the group team to support
the child daily: The best teacher for such a child is
THEIR feacher, a feacher’s aide, or an assistant.
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Finding support workers is difficult and time-
consuming, and there are often vacancies for
special educators and speech therapists in
kindergartens. It was noted that "a solid team that
knows the child and where there is a trusting
relationship" helps to prevent problems and ensure
safety. At the same time, the responses show that it
is often a stable team that is lacking.

One of the categories is “it is difficult to
cooperate with parents” (n = 19). Teachers felt that
parents do not recognise the child’s problem, are
not prepared to notice signs of special needs, go to
tests, or cooperate with the kindergarten: Problems
arise when the teacher tries, but the parent does not
cooperate.

It was also noted that if a child with special needs
is in the group, the teacher would also need to
spend more time working with the parents to
ensure that there is a coherent set of policies and
practices to support the child’s development.
Unfortunately, due to other work commitments,
teachers are short on time.

One of the aspects identified as a problem is that
it is difficult to explain the specificities of children
with special needs to other parents in the group:
How can we make it clear to other children and parents that
a child with special needs is different and, at the same tine,

not share confidential information?

The “other” category (n = 77) included a wide
variety of situations that did not fit directly into the
above categories, as well as the experiences of the
few teachers, who can cope successfully and do not
see a problem with having children with special
needs in the mainstream group. The complex
situations linked to the specificities of the child's
diagnosis, the effects of environmental inappro-
priateness, come in: If the special need is the need to
act/ learn at one’s own pace in a calm and quiet
environment, this is almost impossible to achieve in a main-
stream group. A child with special needs may experience
stress and low self-esteem as his/ her knowledge/ skills may
be below those of other children.
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The survey also included teachers who have
highly pessimistic attitudes and seem to be unable
to respect the fact that a child with special needs
attends mainstream classes: Everything is difficult when
a child with special needs is in the group.

At the same time, it can also be pointed out that
when asked, “What are the difficult situations when
there is a child with special needs in a mainstream
group?” Eight teachers replied that they did not see
any significant problems. There were also opinions
that one or two children with mild special needs in
a group were not a problem.

Hope that modern teacher training can help to
prevent and solve problems was expressed in the
optimistic response of one teacher who felt she
could draw on the knowledge she had acquired at
university: There are currently no SEN children in my
group. However, affer training, lectures, and internships at
university, 1 can confidently say that I can bandle SEN
children and know how to handle certain sitnations.

Advantages of having a child with special
needs in a mainstream group

Teachers’ responses to the question “What
adventages do you see in having a child with spe-
cial needs in a mainstream group?” comprise six
categories (see Figure 3).

One hundred one respondents (11%, category
“do not see benefits/do not know”) indicated that
they do not see any benefits and that a child with
special needs should not attend a mainstream
group.

However, most respondents also identified a fair
number of advantages. More than half of them
related to the impact on the special needs child’s
peers. The highest number of responses (39.98%, n

367) fell into “other children in the group
the
development of the ability to respect peers was

develop empathy and tolerance”. Here,

particularly emphasised: Children learn to respect other
children and get used to children with special needs.



KULONLEGES BANASMOD, X. EVF. 2024/3.

Figure 3: Adpantages teachers see when a SEN child attends a mainstream group. (Source: Authors)

Other children in the group develop
empathy and tolerance.
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children, does not feel excluded.

Can't see any advantages/can not
answer.

Categories

Other

SEN child develops faster, learns
from other children.
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The development of tolerance — tolerating
differences and different people — was also a recur-
rent theme in teachers’ responses: Tolerance is the
most important thing, and accepting and tolerating different
people in future is essential.

Teachers see it as a value to start to understand
people’s differences from an early age and to
accept the different people among us and the need
to support them: A/ children need to know that different
people among us must be supported and helped. There was
much emphasis on supporting children with special
needs in the group to develop empathy with their
peers and an understanding that the demands
placed on them are and should be different:
Children quickly understand that people and the demands
made on them are different.

Several teachers appreciated the opportunity for
children to learn to interact with different people in
different situations, care for them, and help them
reach agreements. The importance of children’s
knowledge of how to support people with different
special needs was also stressed. One hundred six
respondents (11.55%) highlighted as an advantage

the importance of integrating children with special
needs and being part of the everyday life of the
kindergarten so that the child does not feel
excluded and experiences equal treatment and a
sense of total worth. Inclusion also supports the
communication skills of children with special needs
and contributes to the development of positive
self-esteem: A child with special needs can feel valued and
treated equally.

Sixty-two respondents (6.76%) highlighted the
positive impact of attending a social group on the
development of children with special needs — their
development is faster. They also highlighted the
positive impact of attending a social group on the
development of motivation and independence of
children with special needs. They have noticed that
children with special needs learn social and
behavioural skills from their peers, often by
imitating them.

In addition, there were also a large number (79)
of mixed responses, grouped under the category
“Othet”, where no substantive benefits were
identified. Some respondents indicated that it all
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depends on the special needs and severity of the
condition but did not mention any advantages.

Need for teachers’ knowledge and skills in
supporting children with special needs in
mainstream groups

36.7% of teachers agreed with the statement “I
have the knowledge and skills to work with
children with SEN”, but a quarter of respondents
(25.4%) felt they did not have enough knowledge
and skills to work with children with SEN. We
have analysed the teachers’ answers regarding their
need for knowledge and skills (see Figure 4).

The most significant proportion of responses (n
= 100) can be categorised as “Lacking knowledge
of time planning and activities and specific practical
skills”, i.e. lacking general, special educational and
didactic knowledge and skills. Many teachers
struggle to allocate time and attention in a group
including children with special needs. They would

like to gain more knowledge and skills on how to
plan time more effectively: Planning time when time is
limited and sharing oneself with all the children so that
children’s development does not suffer. Several teachers
would like to acquire didactic techniques and
that the
development of children with special needs:

methodologies are effective in
Elementary techniques that are certainly not useful or that
would undoubtedly support the teacher.

There is also a need for knowledge and skills on
how to manage and engage children with special
needs in the learning process and how to get and
keep their attention: How do they focus their attention in
the morning circle/ learning activities, how do they get fo
participate for a short time, actually listen, not disturb
others, etc.

Eighty-six (category
“Lacking knowledge and skills related to a specific
special need”) acknowledged that they lacked

responding  teachers

knowledge and skills related to a specific type of
special need.

Figure 4: What knowledge and skills do teachers lack when supporting SEN children in a mainstream classroom?

(Source: Authors)

skills of arranging learning activiti
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A very large number of teachers point to the lack
of knowledge about working with, contacting, and
engaging with children with ADHD and autism
spectrum disorder: The groups seem to have the most
children with ADHD and autism spectrum disorder. It is
Jjust getting them involved in the complex learning process.

Respondents also point to a lack of know-
ledge/skills to deal with children with sensory
impairments and physical disabilities. It was also
pointed out that teachers need more skills and
knowledge if a child has speech problems, espe-
cially in cases when there is no speech therapist in
the kindergarten. Speech and language difficulties
are often challenging for teachers of children with a
foreign language. Several respondents acknow-
ledged that they are not sufficiently familiar with all
special needs, but that if a child with special needs
came into the group, they would certainly like to
gain more knowledge in this area: If a child with a
special need (already identified) should come to the group, 1
will think about everything I need to know.

Teachers mentioned that they would like to know
more about allergies, diabetes, and epilepsy to bet-
ter support these children in the group. Interes-
tingly, many Russian-speaking teachers, in parti-
cular, wrote that they would need knowledge about
medicine and psychology, although it was not
specified what specific knowledge they would need.
A few Hstonian-speaking teachers also admitted a
lack of knowledge in psychology.

Teachers who have several children with special
needs in their group stated that more knowledge
should be gained about how to make the group
work: The most challenging thing is to consider all the
special needs simultaneonsly.

The responses of 64 teachers (6.76%) fall into
the category of “Lack of knowledge and skills on
how to deal with the behaviour of a SEN child”.
Most teachers’ needs in this category were related
to dealing with specific situations and/or to a
desire for practical advice: Practical tips for everyday
Sitnations: “what to do if...” and “what not to do if...”
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Teachers specifically mentioned the problem of
aggression and the inability to cope with a situa-
tion, where the child is a danger to himself/herself
and others. Several respondents wrote that they
would like to have knowledge/skills and concrete
techniques to deal with different situations of
problematic behaviour: In the case of children with
bebavionral difficulties, I wonld need some tips on getting the
child to work and to listen.

In the “Need for basic knowledge and long-term
training” category, 50 teachers responded that they
felt they could benefit from all their knowledge, as
they also lack basic knowledge and professional
training: A/ the skills are lacking becanse I have not had
the necessary training.

The responses of 10 teachers can be grouped
under the category "lack of knowledge about wor-
king with parents" who wanted more knowledge
about how to get in touch with parents, give them
better advice and explain that their child has special
needs: How can parents be better advised, when they are in
the denial phase and do not recognise that the child needs a
different approach and belp?

A few teachers were also interested in the causes
of behavioural problems.

The category “Unspecified training needs” inclu-
ded 23 responses stating that training is needed but
was not specified. There were 45 responses in the
category “Other” that did not fit directly into the
categories outlined above, where teachers have
different opinions, e.g., that teachers do not need
to have knowledge of special educational needs —
the work with children with special needs should
be done by professionals.

5.2% of teachers (n = 48) did not give a specific
answer to the question of what knowledge and
skills teachers themselves lack in supporting child-
ren with SEN in the mainstream classroom but
simply described problems that teachers see with
SEN children in the classroom. They mentioned
the problems with teamwork and in several cases
the lack of a support person. Responses in this
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category suggest that the teachers who responded
found it challenging to think about the lack of
knowledge and what they could do to ensure that
the child with special needs received necessary
support in the mainstream group and was integ-
rated with peers. Likely, there are still teachers who
have not been able to adopt the attitude of
inclusive education and are convinced that it is not
the role of the teacher to support a child with
special needs.

Seventy-seven teachers (8.34%, in the “No
expetience/do not know” category) stressed that
they had no experience with children with special
needs and, therefore, could not specifically identify
what knowledge they lacked.

While 12.1% of respondents strongly agreed with
the statement “I have the knowledge and skills to
work with SEN children”, 74 teachers (category
“Do not feel lack of knowledge, have enough
experience”) specifically stated that they felt that
due to their experience, they did not sense a lack of
knowledge/skills. Long-term work experience was
highlighted as a factor that has given them the
confidence to work with children with special
needs. The help of the support specialists in the
kindergarten and the well-functioning network of
collaborators were also mentioned as additional
factors that prevented the perception of the lack of
knowledge.

Discussion

Our research aims to map preschool teachers’
attitudes towards children with special educational
needs and inclusive education and determine how
teachers evaluate their knowledge of implementing
inclusive education. To fulfil the goal, we analysed
how kindergarten teachers agree with statements
find
difficult, what advantages they see in implementing

about inclusion, what situations teachers

inclusion, and what knowledge and skills they think
they lack. Firstly, we wanted to know teachers’
attitudes towards including children with special
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needs. In general, the preschool teachers of Esto-
nian kindergartens have a positive attitude towards
inclusion, as also pointed out by Hiidkind and
Oras (20106). Estonian kindergarten teachers are
particularly supportive to the social inclusion of
children with special needs: they do not consider it
a problem if a child with special needs is together
with other children and participates in leisure acti-
vities. This indicates that teachers have a positive
attitude towards inclusive education (Scanlon et al.,
2022). Teachers are the most positive about chan-
ging their behaviour (Scanlon et al., 2022): Esto-
nian kindergarten teachers also believe they can
include children with special needs in games and
leisure activities, and slightly fewer teachers think
they can include children with special needs in
learning activities. Indeed, the positive attitude of
many teachers suggests that the conditions ate in
place for the successful implementation of inclu-
sive education (Abu-Hamour & Mubhaidat, 2013;
Barton & Smith, 2015; Scanlon et al., 2022).
However, nearly one-third of kindergarten teachers
in our study believe that including children with
special needs limits other children’s opportunities
to develop and learn, indicating a negative attitude
among these teachers.

Secondly, we wanted to know what differences
there are in teachers’ attitudes depending on their
level of education. As expected, there was a signi-
ficant difference between the attitudes of teachers
with different educational levels. Teachers with
professional education were more optimistic about
inclusion than teachers with non-professional edu-
cation. The more positive attitude of teachers with
professional higher education shows that the
necessary knowledge and skills obtained in advan-
ced education also ensure a more positive attitude
(Wardle, 2009). with
secondary education also admitted that they do not

Kindergarten teachers
have enough knowledge and skills to deal with
children with special needs. Inclusion in such

groups does not occur, as teachers also perceive
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their lack of knowledge and experience (Burke &
Sutherland, 2004).

Thirdly, we wanted to know what situations
make inclusion difficult for kindergarten teachers.
Teachers pointed out that inclusion is complicated
because a SEN child needs significantly more time
and attention. Also, in the research of Hiidkind et
al. (2022), it was found that individual work with
children with special needs increases the workload
of teachers, which is why teachers would like to
teach all children together. Teachers understand
that individual activities should be carried out to
support the development of children with special
needs. However, finding time and place for this in
the regular group is difficult. Several teachers
added that if the group is smaller, more attention is
given to the child with special needs. This
highlights the need to reduce the number of
children in kindergarten groups.

Like previous studies (see Markova et al., 2016;
Sari, 2007; Yeo et al., 2016), this study also revealed
that challenging situations for teachers are related
to a type of special need. The behavioural prob-
lems of children with autistic traits and attention
deficit disorder were highlighted separately, be-
cause of the potential risk to peers. The negative
attitude of teachers towards behavioural problems
has also been found in several previous studies
(Levins et al., 2005; Markova et al., 2016). Many
teachers have also been in a difficult situation when
the child’s diagnosis is not known and guidelines
for the child’s development are missing. It will
place higher demands on the teacher’s knowledge
and skills. Cooperation with support specialists is
essential in implementing inclusion (Yeo et al,
2016); Estonian kindergarten teachers understand
this. According to the teachers, difficult situations
arise when teamwork does not function, and more
support staff is needed. Unfortunately, Estonia has
a shortage of support specialists (Land et al., 2021).

Fourthly, we wanted to know whether teachers
see the benefits of inclusive education. When a
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child with special needs attends the group, the
overwhelming benefit is that other children also
develop empathy and tolerance. Yeo and colleagues
(2016) came to a similar conclusion. One-third of
teachers felt that children must understand that
people are different and need different support. To
achieve this, children need to be explained the
nature of special needs, which will help them
understand different children better (Horne &
Timmons, 2009). It is also essential that children
with special needs who attend a mainstream group
integrate with other children, do not feel excluded
and develop faster (Alexander et al., 2016; Kwon et
al., 2017). Another positive aspect of inclusion is
that the child with special needs provides the
teacher with an opportunity for development
(Alexander et al., 20106), as pointed out by several
Estonian teachers. However, several kindergarten
teachers fail to see the benefits of having a child
with special needs in the mainstream group, in
which case the inclusion of children with special
needs is very difficult (Lee et al., 2014).

Fifthly, we wanted to know what knowledge and
skills teachers say they need to implement inclusive
education. Teachers, who wrote that they had no
problems with a SEN child attending a mainstream
group, said that rich experience, cooperation with
the group team and home, and good preparation
from the university helped. Indeed, successful
inclusion experiences make teachers’ attitudes to-
wards inclusion more positive (Woolfson & Brady,
2009; Yeo et al., 2016). These teachers also did not
feel a lack of knowledge and skills in working with
children with special needs, as they already had
sufficient experience. However, some respondents
felt they lacked the knowledge and skills to work
with children with special needs. This lack of
knowledge and skills can significantly hinder im-
(Burke and

plementing inclusive education

Sutherland, 2004).
Hiidkind and Oras (2016) emphasize the need
for kindergarten teachers to know about teaching
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children with different levels of needs, planning

and implementing accessible teaching. In the pre-

sent sutrvey, the teachers identified a particular lack
of knowledge about didactics and specific metho-

dologies: how to do time planning, if there is a

child with special needs in the group and how to

carry out learning activities, as well as a lack of
specific practical techniques of working with SEN

children and including them in joint activities. A

study by Hiidkind, Suman and Vind (2022) also

confirmed that kindergarten teachers lack specific
pedagogical knowledge.

Based on this study, the following recommend-
dations can be made:

1. Most teachers would benefit from further trai-
ning regarding the work with SEN children. In
particular,  teachers without professional
education need training, as only awareness can
help to raise positive attitudes towards inclu-
sion and enable the implementation of inclu-
sive education (Burke & Sutherland, 2004).

2. More than half of kindergarten teachers think
that challenging situations are related to child-
ren with behavioural difficulties. Therefore,
universities should offer more long-term trai-
ning on this topic, with opportunities for dis-
cussion and sharing experiences with collea-
gues and for dealing with difficult situations,
e.g., through role-play. The number of children
in a group should also be reviewed, as most
teachers point out that it is complicated to cope
with difficult behaviour, especially in a large
group.

3. However, many teachers have not developed
positive attitudes towards the idea that a child
with special needs should be in a mainstream
group. Longer in-service training would also be
needed to develop positive attitudes, as many
previous studies show that teachers with better
knowledge have more positive attitudes (Burke
& Sutherland, 2004; Sari, 2007).
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4. Many teachers do not realise the benefits of
inclusion, and more should be done to raise
awareness of these benefits, both through in-
service training and media.

In conclusion, although a large majority of
kindergarten teachers in Estonia have a positive
attitude towards inclusion, much remains to be
done to fully implement inclusive education: provi-
ding teachers with a range of in-service training and
supporting the development of the necessary skills.
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Absztrakt

Jelen tanulmanyban az intézményes és a nevelGszilSi ellatds Osszehasonlitasara vallalkozunk. Méd-
szerként a statisztikai adatok masodelemzését valasztottuk. A tanulmanyban arra a kérdésre keresstik a
valaszt, hogy hogyan valtozik Magyarorszagon és azon belill az Eszak-Alféldi régiéban, a gyermekvédel-mi
szakellatasban a férGhelyek, a gyermekek 1étszama, kor szerinti Gsszetétele, az elhelyezés idGtartama és
tipusa szerint. Elsésorban 2014., 2021. és a 2023-as év adatait elemezzik a deinstitucionalizacié szem-
pontjabdl, az elmult évek intézményatalakitasi trendjei mellett a gyermekvédelmi gondoskodds aktualis
helyzetét mutatjuk be. Osszehasonlité elemzésiink tovabbi célja, hogy 4ttekintsitk az elmult években a
gondozasi helyrdl torténd szokési esetek szamat, feltételezve, hogy a nevelSsziiléi elhelyezés esetében rit-
kabban fordul elé. Az elemzéshez elsésorban a 2014., a 2021. és a 2023. év adatait vettiik alapul. Néhany
helyen a 2020-as év keriilt elemzésre az adatok elérhetésége miatt. Felhasznaltuk a KSH nyilvanosan
rendelkezésre 4ll6 adatsorait, valamint egyéni adatigénylés alapjan a KSH OSAP 1208 nyomtatvany szerint
felvett adatokat, ami az adott megyékben székhellyel rendelkezé gyermekvédelmi kézpontok altal
szolgaltatott adatokat tartalmazza.
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Abstract

SITUATION PICTURE OF HUNGARIAN OF THE POSSIBILITIES OF ALTERNATIVE CARE,
WITH PARTICULAR REGARD TO CHILDREN'S HOME AND FOSTER PARENT PLACEMENT

In this study, we compare institutional and foster care. The method chosen is a secondary analysis of
statistical data. In the study, we seek to answer the question of how the number of places, the number of
children, the age composition of children, the duration of placement and the type of placement vary in
Hungary and in the Northern Great Plain region. We analyse data for the years 2014, 2021 and 2023 in
terms of deinstitutionalisation and present the current situation of child protection care alongside the
trends in institutional restructuring in recent years. A further aim of our comparative analysis is to review
the number of cases of runaways from care in recent years, assuming that they occur less frequently in
foster care. For the analysis, we have primarily used data for the years 2014, 2021 and 2023. In some
places, the year 2020 was analysed due to data availability. We have used publicly available data series
from the KSH, as well as data recorded on the basis of individual data requests according to the KSH
OSAP Form 1208, which contains data provided by child protection centres based in the respective
counties.

Keywords: deinstitutionalisation, residential home, foster parents,

Disciplines: social pedagogy, social policy,

Elméleti hattér otthont nyujt6 ellitisok kozil a gyermekotthon/la-
kasotthon és annak kiilonb6z6 tipusai, a nevel6szi-
Gyermekvédelmi szakellatas 161 ellatas, a terileti gyermekvédelmi szakszolgalta-
A gyermekvédelemben, Gilbert és munkatarsai  ts, az utégondozoéi ellatds valamint tagabb érte-
(2011) szerint az allam a bantalmazast és elhanya-  lemben a javitéintézetek.
golast észlelve, minden esetben a gyermek védel- Kilénbo6z gyermekvédelmi modellek alakultak
mében szankcional, a gyermek biztonsaganak ga- ki a torténelem soran, aminek egyik tipusa a nyu-
rantalasa érdekében. A beavatkozas célja a védelem  gat-eurdpai orszagok modellje, ahol a ’60-as évek
biztositasa és a gyermek kortli artalmak csokken- — végétél megkezdSdott a nagy intézmények atala-
tése (Gilbert, Parton, Skivenes, 2011). Gyermekvé-  kitdsa, a kiscsoportos lakasotthonok kialakitasa, va-
delmi szakellatisba keriil a gyermek, ha a csalad a  lamint a nevel6sziiléi elhelyezés erésitése. A kozép-
gyermekjoléti alapellatasok altal nyujtott, segité  kelet-eurdpai orszagok alkotjak a masik modellt,
szolgaltatasok igénybevételével nem tudja biztosi- amire jellemz8, hogy a szocialista éraban abban hit-
tani a veszélyeztetettség megszintetését. A gyer-  tek, hogy az intézményes koézos elhelyezés a leg-
mekvédelmi szakellatas keretében biztositani kell az  megfelel6bb megoldas a gyermek szamara. A nyu-
ideiglenes hatallyal elhelyezett, a nevelésbe vett gat-eurépai minta Magyarorszagon csak a ’80-as
gyermek otthont nyujté ellatasat, a fiatal felnStt to-  évek végén kezdett megjelenni (Rako, 2014).
vabbi utégondozéi ellatasat és a szakellatast mas A nyugat-eurépai gyermekvédelmi modellekben
okbdl igényl6 gyermek teljes kort ellatasat (1997. megjelend alternativ gondoskodasi formak 1étrejot-
évi XXXLtv. Gyvt. 5§). A szakellitis rendszere te a deinstitucionalizacié keretében valésul meg,

differencialt az intézmények kozé tartoznak az — aminek a fogalma a gyermekvédelem tertiletén t6bb
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tényez6t foglal magaban. Nem pusztin a nagy in-
tézmények atalakitdsat, a gyerekek csaladias koril-
mények kozotti elhelyezését jelenti, hanem a csaladi
nevelés megerésitését, ezzel parhuzamosan a ko-
z6sségl alapu szolgaltatasok fejlesztését, valamint a
gyermekvédelemben nagykortava valt fiatalok intéz-
ménybdl valé kilépésének, tarsadalmi integracio-
janak segitését is (Costa, 2012).

Az ENSZ Kozgytlése 2009-ben felhivta a figyel-
met arra, hogy komoly hidnyossigok mutatkoznak
vilagszerte a Gyermekjogi Egyezmény alkalmazasa
teriletén, a csaladjukon kivil él6, vagy a csaladbodl
valé kiemeléssel fenyegetett gyermekek esetében.
Ezért kidolgoztak az ,,Alternativ gondoskodis a
gyermekekrdl - Utmutaté”-t. A dokumentum az al-
ternativ gondoskodas kézé sorolja a kévetkezbket:
1. a csaladi vagy rokoni ellatast, amikor a gyermek
elhelyezését a tagabb csalad biztositja, 2. a nevel6-
szul6i ellatast amennyiben a csaladban nem oldhat6
meg a gyermek ellatisa és a feladatra felkészitett
nevel6szil6i csaladban helyezik el, 3. a csaladalapu
vagy csaladszerd ellatds egyéb formait, 4. a
gyermekotthoni ellatast. Tovabba a dokumentum
szerint ide tartozik még a nem csaladalapu, cso-
portos keretek koz6tt megvalosuld gondozas. Pél-
daul a biztonsagos szallds krizishelyzet esetén, az
atmeneti otthoni gondozas, a r6vid és hosszd tava
gyermekotthoni gondozasi lehetéség, beleértve a
lakasotthonokat is valamint a feltigyeletet biztosito,
figgetlen lakhatdsi lehetéségek biztositasat. (Alter-
nativ gondoskodis a gyermekekrSl- Utmutato,
2009).

Az Utmutaté elkészitése utan egy évtizeddel az
ENSZ Kézgytlése 2019. decemberi hatirozataban
ismét felhfvja a figyelmet a gyermekek jogainak
elémozditasardl és védelmérdl tovabba arra, hogy a
gyermeknek csaladi kérnyezetben kell felnénie ah-
hoz, hogy személyisége és lehetGségei teljes mérték-
ben és harmonikusan fejlédhessenck; siirgeti a tag-
allamokat, hogy tegyenek lépéseket annak érde-
kében, hogy az intézményesitést fokozatosan miné-
ségi alternatfv ellatassal valtsak fel, és iranyitsak at
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az erbforrasokat a csaladi és k6zosségl alapu szol-
galtatasokra (Resolution adopted by the General
Assembly, 2019).

Nemzetkozi kitekintés

Az Eurépai Unié az Opening Doors kampany
keretében 16 orszagban tdmogatja a deinstituciona-
lizaci6é folyamatat, szem eltt tartva azt az alapelvet,
hogy a gyermek elhelyezésében az intézményi gon-
dozas csak végsé megoldas lehet. Az utébbi évek-
ben pedig az Eurépai Unié 2021-2027 id6szakra
vonatkozé Gyermekgarancia programja - ami a
gyermekszegénység megel6zését szolgalja-, kiemelt
célcsoportként kezeli az intézményi gondoskodas-
ban él6 gyermekeket, hangsilyozza az alternativ
gondozast nydjté szolgaltatasok szitkségességét. Az
Eurépai Unié Tandcsa ajanlast fogalmazott meg,
miszerint a gyermekek intézményi elhelyezésének
visszaszoritasa érdekében elS kell segiteni a kdzos-
ségl vagy csaladalapu minGségi gondozast. Gyerme-
ket kizarélag akkor szabad intézményi gondozas-
ban elhelyezni, ha az - altalanos helyzetét és egyéni
szitkségleteit figyelembe véve - a gyermek minde-
nek felett 4ll6 érdekét szolgalja (A Tanacs 2021.
janius 14-1 (EU) 2021/1004 ajanlasa az eurdpai
gyermekgarancia 1étrehozasarol).

Amennyiben a gyermekek gyermekotthonban
vagy nevelGszilénél t6rténd elhelyezésére vonatko-
zban szeretnénk a nemzetkdzi adatokat attekintent,
nehézségekbe utkézlink. Az oka, hogy az egyes
orszagok kilénb6z6 moédon tartjak nyilvan a
gyermekvédelmi ellatast igénylé gyerekekre vonat-
koz6 adatokat, valamint eltéré6 médon hasznaljak a
szakmai fogalmakat. Tovabbi nehezité tényezd,
hogy maga az ellatérendszer is nagy kiilonbségeket
mutat az egyes orszagokban. A nehézség a felolda-
sara jott 1étre a DataCare kutatocsoport az Huro-
child és az UNICEF koéz6s kezdeményezése 2020-
ban, hogy feltérképezze az alternativ ellatasra vo-
natkozo statisztikai adatok gyGjtését az EU 27
tagallamaban és az Egyesilt Kirdlysagban. A kuta-
tocsoport célja, hogy Eurdpa-szerte atlathatobb,
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egységesebb megkdzelitést alkalmazzanak a statisz-
tikai adatok gydjtése és feldolgozasa terén a gyer-
mekvédelemben. Bar a modszerek eltérnek, de a
legtébb megkérdezett orszag gyljti a gyermek élet-
korra, nemére, fogyatékossagara, az alternativ ella-
tasba keriilés okaira és a vér szerinti csaladba valé
visszatérésre vonatkoz6 adatokat. (A fogyatékos-
saggal kapcsolatos adatgy(jtés alél Dania és Svéd-
orszag kivételt képez ezekben az orszagokban tilos
az adatgyUjtés.) Jelenleg adatgytjtés unids és nem-
zeti szinten a kdvetkez$ vonatkozasokban valdsul
meg: az alternativ ellatasban részesiilé 0-17 éves
gyermekek aranya 100.000 f6re; bentlakasos ellatas-
ban részestuls 0-17 éves gyermekek aranya 100.000
tére; a 0-17 éves gyermekek aranya egy adott id6-
pontban a formalis csaladi gondozasban, a bent-
lakasos gondozasban €16 0-17 éves gyermekek sza-
zalékos aranya az alternativ gondozasban 1évé 0-17
éves gyermekek teljes szamahoz képest egy adott
idépontban (Herczog és mtsai, 2021). Az adatgydj-
tést kiegésziti a Transformative Monitoring for En-
hanced Equity (TransMonEE) az UNICEF Inno-
centi Kutatékbézpontja altal kezdeményezett kuta-
tasi program. A TransMonEE adatbazisa szintén
tartalmaz adatokat az alternativ gondozasban él6
gyerekekre vonatkozéan. Az UNICEF nemzeti
felmérésekbdl és a szocialis szolgaltatasok admi-
nisztrativ nyilvantartasaibol szarmazé adatokon
alapul6 becslései szerint az eurdpai és kozép-azsial
régibban még mindig kozel félmillié gyermek él
bentlakasos gondozasban. Ez 100.000 £6 0-17 éves
kord gyermekre vetitve 232 £6t jelent, ez magasabb,
a globalis atlagnal, ami 100. 000 gyermekre vetitve
105 gyermeket jelent vilagszerte. A korabbinal na-
gyobb aranyban vannak csaladi alapi gondozasban
a gyerekek , killonésen nevelGsziill6knél, és kisebb
aranyban élnek gyermekotthonokban. 2010-ben a
régiéban atlagosan 100.000 lakosra vetitve 859 6
0-17 éves kort gyermek élt gyermekotthonokban a
becslések szerint. A TransMonEE 2021-es adatai
egészen mas helyzetet mutatnak. A régiéban a gyer-
mekotthonokban elhelyezett gyermekek aranya
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100.000 £6 0-17 éves népességre vetitve 700 £6 ala
csokkent. A vizsgalt 23 orszagbdl 15-ben, amelyre
vonatkozéan mind a formalis csaladon alapuld,
mind a bentlakdsos gondozasra vonatkozé adatok
rendelkezésre allnak, a formadlis alternativ gondo-
zasban részestlé gyermekek tébb mint kétharmada
2021-ben csaladon alapulé gondozasi tipusban volt.
A valtozasok az egyes orszagokban megvalésuld
intézménytelenitési/deinstitucionalizaciés  politi-
kaknak tudhaték be (UNICEF, 2024).

Cappa és mtsai (2022) szerint vilagszerte mintegy
2,7 millié6 gyermek él gyermekotthonokban, vagy
mas bentlakdsos gondozasi intézményben, ami
azonban valdszintleg alulbecsiilt, mivel sok ala-
csony ¢és kozepes jovedelmi orszag nem rendelke-
zik megbizhaté adatokkal. Mas becslések szerint
vilagszerte 5 és 6 milli6 (0-18 éves) gyermek él
intézményekben, nem pedig csaladi gondozasban.
Az intézetekben él6 gyermekek szamat illetéen
azonban jelentés a bizonytalansig ezért a po-
pulacié méretére vonatkozé becslések javitasa érde-
kében a szerzék javasoljak, hogy az egységesiteni
kell az intézményi ellatas meghatarozasat, az adat-
gyljtés javitasat, kiléndsen azokban az orsza-
gokban, ahol nagy a gyermekpopulacié (Desmond
és mtsai, 2020).

Ma a nevel6szil6i elhelyezés vilagszerte eltetjedt,
az Egyesiilt Allamokban él6 gyermekek 5 szazaléka
keriil nevel6szil6khoz valamikor gyermekkoraban,
de hasonl6é aranyok vannak mas orszagokban is
(Bald és mtsai, 2022). A nevel6szil6i csaladok egy-
re nagyobb jelent6ségre tesznek szert az EU
deinstitucionalizalasi kezdeményezésének eredmé-
nyeképpen. A nevel6szil6k sokaig a draga bentla-
kasos gondozas olcsobb alternativajanak szamitot-
tak, de ma mar unidés szinten a neveldszilSket
tekintik a legjobb megoldasnak azoknak a gyerme-
keknek az elhelyezésére, akiket nem tud a vér
szerinti csaladjuk nevelni. A nevelSsziil6i ellatas
elterjedését jelentésen elémozditja a gyermekek
nagy létszamu intézményekben t6rténd elhelyezé-
sével kritikak

kapcsolatos megfogalmazasa,
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kilénésen Kelet-Eurépaban, valamint az EU de-
institucionalizalasi kezdeményezésére tett erdfeszi-
tései. (Reimer, 2021).

A gyermekek elhelyezésében a csaladias korilmé-
nyek elényei mellett a gazdasagi tényezok is sze-
repet jatszanak. Mikozben az intézmények kiisz-
kédnek a névekvd koltségekkel, tanulmanyok sora
igazolja, hogy az intézményes nevelés szignifikan-
san dragabb, mint az alternativ csaladi szolgalta-
tasok. Osszehasonlitva az elhelyezési lehet6ségeket,
a nevel6szilbi gondozas koltsége kb. egyharmada,
egyotode az intézményi elhelyezés koltségének. A
csaladot tamogaté szocialis szolgaltatasok pedig kb.
egynyolcaddba kertilnek (Carter, 2005).

Az elmilt években szamos orszagban csékkent a
bentlakdsos gondozasban elhelyezett gyermekek
ardanya. A csaladon alapul6 és bentlakisos gondo-
zasra vonatkozo6 adatokkal rendelkezé 23 orszaghol

15-ben az alternatfv gondozasban részesilé gyer-
mekek tobb mint kétharmada csaladon alapuld
gondozasi formakban volt 2021-ben (1. abra).

Az ellatérendszeren beliil figyelemre mélté valto-
zas kovetkezett be, amely bentlakisos gondozas
aranyanak cs6kkenését (Unicef,
2024).

Minden orszagban a bentlakdsos gondozas k6zds

eredményezte

jellemz6ije, hogy teljes munkaidében, ideiglenesen
vagy meghatirozott ideig fizetett és/vagy nem fize-
tett személyzet biztositja.

Az intézményes gondozas olyan csoportos, nem
csaladon alapulé kornyezetben valoésul meg, ahol
néhany gyermek ¢l és ellatasban részesil (beleértve
a maganlétesitményeket is), akar kozigazgatasi vagy
birésagi intézkedések eredményeként akar egyéb ok
miatt, a sziil6i jogok pedig teljes mértékben atkeril-
hetnek az allamhoz.

1. dbra. A 0-17 éves gyermekek elbelyezése a gyermekotthonokban és a csalddias koriilmények kozotr 2021-ben 23
orszdagban. Forrds: UNICEF Regional Office for Europe and Central Asia TransMonEE analytical series: Pathways to
Better Protection Taking Stock of the Sitnation of children in alternative care in Enrope and Central Asia UNICEF,

Geneva, 2024, 48.
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Az eurdpai orszagok kozott jelentSs killonbségek
vannak a gyermekek intézményes elhelyezését ille-
téen példaul Portuglidban, Gordgorszagban még
mindig jellemz6 az intézményekben valé elhelyezés
talsulya. (1. tablazat) Az orszagok tobbségében
azonban, a gyermekvédelmi gondoskodasra szoruld
gyermekek kevesebb mint fele él intézményes gon-
dozasban.

A legkevésbé jellemz6 az intézményes gondozas
Romania, Csehorszag, Lengyelorszag, Magyaror-
szag, Fsztorszag ellatérendszerére is, a gyerekek
kevesebb mint 30 szazaléka élt intézményben a
2019-2021 kozotti idészakban, ami jelentSs elSre-
lépést jelent, az elmult években nagy-mértékben
fejlesztették a nevelSsziil6i ellatérendszert.

Magyarorszagi helyzetkép

Magyarorszag népessége 2014-r61 2023-ra folya-
matos csOkkenést mutat, kilenc év alatt a magyar
népesség 246.000 fével lett kevesebb, 9.849.000
6161 9.603.634 fére csokkent. (KSH, 2024) Ugyan-
ebben az idéintervallumban a Magyarorszagon él6
0-18 éves gyermekek szamaban szintén jelents
csOkkenés tapasztalhaté, mig 2014-ben 1.734.421
gyermek élt Magyarorszagon, addig 2023-ban 1.
685.876 f6, ami 48.545 f6s csokkenést jelent (2.
abra). Ezzel parhuzamosan nétt a gyermekvédelmi
szakellatasban ¢él6 gyermekek szama, 2014-ben
20.135 {6 élt nevel6sziloknél vagy gyermekottho-
nokban, 2023-ban 1.293 f&vel tobb, 21.428 f6
kertlt elhelyezésre (3. abra) (IKSH, 2023).

1. tablazat. 0-17 éves gyermekek szdzalékos aranya a bentlakdsos gondozdsban 2019-2021. Forrds: UNICEF
Regional Office for Europe and Central Asia TransMonEE analytical series: Pathways to Better Protection Taking Stock
of the Sitnation of children in alternative care in Europe and Central Asia UNICEF, Geneva, 2024 49-50.p. adatok

alapjan sajdt szerkesztés

Gyermekek aranya a

Orszag bentlakasos gondozasban (%) Ev Forris
Portugalia 95 2019 DataCare
Gorogorszag 84 2020 DataCare
Luxemburg 57 2019 DataCare
Németorszag 53 2019 DataCare
Spanyolorszag 52 2018 DataCare
Hollandia 48 2020 DataCare
Olaszorszag 48 2017 DataCare
Finnorszag 47 2019 DataCare
Belgium 42 2019 DataCare
Szlovénia 42 2014/17 DataCare
Szlovakia 36 2021 TransMonEE
Franciaorszag 33 2017 DataCare
Romania 29 2021 TransMonEE
Csehorszag 28 2020 DataCare
Lengyelorszag 24 2021 TransMonEE
Magyarorszag 16 2021 TransMonEE
Esztorszég 11 2019 DataCare
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2. dbra  Gyermekek szdama 0-18 éves korig 2010-2023 kozotr. Forvds: KSH 2024, alapjan sajdt s3erkestés.
(https://www.ksh.hu/stadat files/nep/hu/nep0003.html)
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3. dbra. Gyermekekvédelmi szakellitsaban éld kiskoriak szdama 2010-2023. Forrds: Forrds: KSH 2024, alapjdn
sajat f{er/éeszz‘éx. (https://www.ksh.hu/stadat files/nep/hu/nep0003.html
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Osszefoglalva, a magyar lakossigszamra vetitve
2014-ben a népesség 0,23%-a nevelkedett gyermek-
védelmi szakellatisban, ez az ariany 2023-ban
0,24%-ra nétt. Magyarorszagon a gyermekvédelmi
szakellatasban él6 gyerekek aranya az azonos kort
0-18 éves gyermekné-pességre vetitve 2014-ben a
gyermeknépesség 1,16 szazaléka volt, 2023-ban az
aranyuk 1,27 szazalékra nétt. Az adatokbdl meg-
allapithat6, hogy a gyermekvédelmi szakellatasban
él6k szama Magyarorszag népességének és a gyer-
meklétszamanak (0-18 éves korig) folyamatos csok-
kenése mellett névekvé tendenciat mutat (3. abra).

Moédszerek

Az Osszehasonlitd elemzés elkészitéséhez mod-
szerként a statisztikai adatok masodelemzését va-
lasztottuk. Az elemzés soran a 2014, 2021, 2023-as
év adatait elemezziik a deinstitucionalizacié szem-
pontjabol. A 2014-es évet azért valasztottuk, mert
szamos valtozas tortént ebben az évben a gyer-
mekvédelmi rendszerben, a 2021, 2023-as évek
adatai pedig gyermekvédelmi gondoskodas aktualis
helyzetének bemutatasat teszik lehet6vé. Felhasz-
naltuk a KSH nyilvanosan rendelkezésre allo adat-
sorait valamint egyéni adatigénylés alapjan a KSH
OSAP 1208 nyomtatvany szerint felvett adatokat,
ami az adott megyékben székhellyel rendelkez6
gyermekvédelmi kézpontok altal szolgaltatott ada-
tokat tartalmazza. (Néhany helyen a 2020-as év ke-
rllt elemzésre az adatok hozzaférhet&sége miatt).

Az orszagos adatok mellett a regiondlis, azon
beliil kiemelten az észak-alf6ldi régié adatait vettiik
sorra, de ahol lehet&ség adddott, a nemzetkozi ada-
tokat is igyekeztliink szamba venni. A tanulmany-
ban arra a kérdésre keressiik a valaszt, hogy hogyan
valtozott Magyarorszagon és azon belll az észak-
alfoldi régiéban, a gyermekvédelmi szakellitas a
téréhelyek, a gyermeklétszam, az elhelyezés id6-
tartama, tipusa szerint. Tovabba a szokés jelenségét
is vizsgaltuk, feltételezve, hogy a nevel6szil6knél

elhelyezett gyerekek esetében ez kevéssé fordul eld.
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A lakasotthoni és a nevelGsziiléi ellatas

Az 1997. évi Gyermekek védelmérdl szolo tor-
vény atalakitotta a bentlakdsos intézmények rend-
szerét. A deinstitucionalizacié els6 szakasza az
1997 utani években valdsult meg a lakasotthonok
létrehozasaval. A lakasotthon olyan gyermekott-
hon, amely legfeljebb 12 gyermek otthont nyujtd
ellatasat biztositja 6nallé lakdsban vagy csaladi
hazban, csaladias koriilmények kozétt (1997. évi
XXXI. torvény 50. § 4). A gyermekotthonok dif-
ferencialtak, az ellatottak sziikségletei mentén. A
téréhelyek felét kis létszamu lakasotthon véltotta
ki, a nagyobb létszimu gyermekotthonok k&zétt
pedig taldlunk specialis, kiilonleges sziikséglet(i
szakosodott otthonokat is

gyerekek ellatasara

(allami godnoskodast6l a mai gyermekvédelemig,
KSH, 2012).

Nevel6sziild

Az 1997-es jogszabaly meghatarozta a nevel6szi-
16k jogviszonyat, alapvets jogokat és kotelezettsé-
geket fogalmazott meg a szamukra (Czitjak, 2008).
Az 1997. évi XXXI. térvény értelmében nevelSszi-
16 lehet, aki a 24. életévét betdltotte, nem all cselek-
véképességet érinté gondnoksdg és tamogatott
doéntéshozatal hatdlya alatt, bilntetlen elGéletd, a
gondozasaba helyezett gyermeknél legalabb 18, de
legfeljebb 50 évvel id6sebb, személyisége, egészségi
allapota és kortulményei alapjan alkalmas a nala
elhelyezett gyermek kiegyensulyozott fejlédésének
biztositasara, a csaladba torténd visszakeriilésének,
vagy OrOkbeadasanak timogatasira. Az 1997. évi
LXXX. térvényben meghatarozott biztositasi kdte-
lezettséggel jar6é jogviszonyok korében a nevels-
szilé1 foglalkoztatasi jogviszony 2014. januar 1-
jétél valtotta fel a hivatdsos nevelGszilé jogvi-
szonyt.

A nevel6szilé foglalkoztatasi jogviszonyban allo
személy a Thj. 6. § (1) bekezdés a) pontja szetint,
mint munkaviszonyban 4ll6 dolgozé teljes kori
biztositott (2019. évi CXXII. t6rvény, 6.§).
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A nevel6szul6i halézat, ami legalabb tiz neve-
16sztlével mikodik biztositja a gyermekvédelmi
szakellatasba kerilt gyermekek szamara a nevel6-
csaladokat. A szektorsemlegesség elve alapjan a ne-
vel6sziléi halézat fenntartéja lehet allami fenn-
tarté, ami a helyi 6nkormanyzatot, helyi 6nkor-
manyzati tarsulast, a feladat ellatasara a Kormany
kijelolt szervét jelenti. Egyhazi fenntarté lehet a
nyilvantartasba vett egyhaz, egyhazi jogi személy.
Tovabba egyéni vallalkozo, vallalkoz6i formaban
magyarorszagi székhelyl jogi személy is ellathat
fenntartéi feladatot. A nem allami fenntartoknak
ugyanazokat -kiilén rendeletben el6irt- a miikédési
feltételeket kell biztositani, mint az allamiaknak, és
jogosultak az intézmények muikodését biztosito
allami normativa igénybevételére. Az elmult évek-
ben az allami fenntartasu nevel8sziléi halézatok
szerepe csOkkent, azokat egyre inkdbb az egyhazi
nevel6szil6i halézatok veszik at. 2010-ben a gyer-
mekvédelmi szakellatds Gsszes férShelyének 6,5
szdzaléka muikodott egyhazi fenntartasban, 2020
végére az arany mar a férShelyek tobb mint felét (
57 szazalék) jelentette, azaz t6bb mint 16 ezer
téréhelyet. A nevelszilsi  féréhelyek  tEbbsége
mintegy 77 szazaléka és a gyermekotthoni féré-
helyek mintegy 12 szazaléka mutkodott egyhazi
fenntartasban. Az egyhazi szerepvallalas tovabb
er6s0dott, 2021-ben az Osszes férdhely 72 sza-
zaléka, ezen belil a nevel6sziiléi féréhelyek 97,5
szdzaléka és a gyermekotthoni férShelyek 14,5 sza-
zaléka keriilt egyhazi fenntartisba (Kirschner-
Briski, 2021). A gyermekotthonok esetében kisebb
mértékben névekedett az egyhazi szerepvallalas, az
itt ellatott gyermekek 17%-a egyhazi fenntartist
intézményben, 82%-uk viszont tovabbra is allami
keretek kozott él (IKSH, 2024). Az adatok alapjan
megallapithatd, hogy a nevel6szil6i ellatas fejls-
désében egy Uj szakasz kezd6dott el.

Korabbi tanulmanyunkban a deinstitucionaliza-
ciés folyamat harom szakaszat kilonitettik el. Az
elsG szakasz 1997-ben kezd6dott a csaladias koriil-
torténd biztositd

mények  koézott clhelyezést
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lakasotthonok létrehozasaval, majd ezt kévette a
masodik 2004-ben, amikor el6szor fordult eld,
hogy t6bb gyerek kerilt nevelGsziléhéz, mint
gyermekotthonba. A harmadik szakaszt a 2014-es
év jelentette, amikortdl a  nevel6sziilék foglal-
koztatasi jogviszonyban végzik tevékenységiiket,
ezért munkabért kapnak, ami szolgalati id6 be-
szamitasaval, tippénz jogosultsaggal és csaladi ado-
kedvezménnyel jar egyitt (Rako, 2022). Az adatok
titkrében egy Gjabb szakaszt jelenthet a fejlédéstor-
ténetben az egyhazi fenntartas talsulyba kertilése. A
halézatok térekednek a nevel6sziildk szamanak n6-
velésére amivel lehet&séget teremtenek a gyerme-
kek csaladias kortulmények kozotti elhelyezésére.
Ugyanakkor a nevel6sziil6k szama jelent6sen nem
emelkedett az elmult években, s6t 2023-ban csok-
kent a szamuk, annak ellenére, hogy a hal6zatok
intenzfv toborzast folytatnak, ezt a késGbbiekben
mutatjuk be részletesen. A nevel6sziiléi halézat
fejlesztése elérte azt a hatart, ahonnan mar nagyon
nehezen lehet tovabbi, a feladat ellatasira alkalmas
nevelGsziilét talalni, mikézben a szakellatasba be-
keriil6 gyerekek 1étszama indokolna. A nevel6sziloi
rendszer bévitése nemcsak Magyarorszagon, de
mas eurdpai orszagokban is nehézségbe iitkozik,
tobbek ko6zott Franciaorszagban, Daniaban, Hor-
vatorszagban, Németorszagban is kevés a megfe-
lel6 nevel6esalad (Reimer, 2021).

A nevel6szilok lehetnek az altaluk ellatott gyer-
mekek sziikséglete szerint kiildnleges vagy specialis
nevel6szilok. Az otthont nyujté ellatas keretében
kiilénleges ellatast kell biztositani a tartésan beteg,
a fogyatékos, a harom év alatti gyermek szamara.
Specialis ellatast igényel a stlyos pszichés tiineteket
mutatd, a sdlyos disszocidlis tineteket mutatd, a
pszichoaktiv szert hasznald, az feltételezhet6en em-
berkereskedelem feltételezett aldozatava valt gyer-
mek. Kilonleges és specialis ellatast egytittesen kell
biztositani a kiilonleges és specialis szikségletet
egyidejlileg mutaté gyermek szamara (1997. évi
XXXI tv. a gyermekek védelmérdl és a gyamtgyi
igazgatasrol, 53.8).
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2014 o6ta a nevelSszulok szama valtozd, hol
csokken, hol né (2. tablazat). A legtobb neve-
16szul6 2022-ben miikodott a rendszerben, 5.909
t6 dolgozott nevelSszilléként. Abban egyértelmiek
a trendek, hogy a nevel6sziil6k tobbsége egy-két
legfeljebb hiarom gyermeket nevelt 2014 és 2023
kozott. A rendszer kapacitasanak kihasznaltsagat
jol illusztralja, hogy 2018 6ta a nevel6szilSk
tobb mint fele 3 vagy t6bb elhelyezett gyermek-
6l gondoskodik és emelkedett az 5 vagy 6 gyet-
meket nevel6k szama. Mig 2014-ben 354 {6 latott
el 6t gyermeket, addig 2023-ben 571 f6. A leg-
frissebb, 2023-as adatok szerint az el6z8 évekhez
képest 98 f6vel kevesebben vallaltak nevelSsziiléi
feladatot (5.811 £8) és csokkent az 6t (571 £6) és
hat vagy tobb gyerek (362 £6) nevelésére vallalko-
26k szama is. Az Agota Alapitvany orszigos neve-
16szul6k korében végzett kutatasa szerint 2022-ben
egy nevel6szilé 3,03 gyermeket nevelt a haztar-
tasaban. (NevelSszilok, Agota Alapitvany, 2022)

A specidlis szitkségletl gyermekek ellatasat joval
kevesebben vallaljak, de némi emelkedés tapasz-
talhat6. Egészen 2020-ig husz f6 alatt maradt or-
szagosan a szamuk, 2021-ben viszont 41 {6 vallalta

a feladatot igy 2020-r6l 2021-re kétszer t6bb spe-
cidlis nevel6szil6 latta el a raszoruld gyermekeket.
Az emelkedés azonban rovid ideig tartott, mivel
2022-ben a specialis nevel6szilSk 1étszama jelents-
sen visszaesett, mindGssze 11 fére, a specialis sziik-
ségletll gyermekek elhelyezése tovabbra is nehéz-
kes.

A kilonleges nevel6szilSk szama a nevel6szilék
Osszlétszamahoz viszonyitva joval kevesebb (2.
tablazat), ami aldl kivétel a 2020-as, 2021-es év,
amikor a kiilonleges nevel6szilék szama 2019-hez
képest nétt. 2020-ban 278 fével 2021-ben pedig
1.249 fével tobben wvallaltak a kilonleges sziik-
ségletd gyermekek ellatasat.

A nevelGszil6k Osszlétszama nem nétt hasonld
mértékben, 2019- hez képest (5515 £6) 2020-ban
(5706 £6) 191 fével, 2021-ben (5863 £6) pedig 348
tével volt t6bb nevel6szilé Magyarorszagon.

Az adatok a nevelGszil6k szamanak novekedése
mel-lett egy belsé atsrukturalodast tikréznek, a
mar feladatot ellaté nevel6szilék kozil tobben
vallaltak a kilonleges szikségletd gyermekek ella-
tasat, amit igazol, hogy a jelzett id6szakban a ,,nor-
mal” nevel6szilék szama csdkkent

2. tdblazat  Neveldsziilok — szama  2014-2023.  Forrdas:  KSH, 2024 alapjin  sajat  s3erkes3tés.
(/fl 5, Siles/ sz0/ b/ s ()0079./1!}%[)
Nevel8sziilg Nevel8sziilg altal nevelt gyermekek szama
Ev 0 1 2 3 4 5 6=
Normal Kilénleges Specialis Ossz Gyermekvédelmi gondoskodas alatt all6 gyermeket
nevszilé nevszilé nevszilé nevel6 nevel6szilé
2014 4562 959 10 5531 425 1182 1359 1132 766 356 311
2015 4310 1142 8 5460 404 1081 1366 1096 774 415 324
2016 4492 882 15 5389 281 1065 1320 1140 777 478 328
2017 4541 1055 15 5611 523 1006 1300 1145 749 526 362
2018 4535 1224 14 5773 393 1070 1329 1207 885 509 380
2019 4365 1135 15 5515 334 1024 1309 1171 769 571 337
2020 4279 1413 14 5706 406 1043 1330 1201 804 566 356
2021 3438 2384 41 5863 484 1118 1280 1161 799 594 427
2022 3489 2409 11 5909 543 1114 1265 1238 792 595 362
2023 3403 2397 11 5811 500 1093 1275 1216 794 571 362
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Mig 2019-ben 4365 6, 2020-ban 4279 f6 volt
»normal” nevel6szils, addig 2021-ben mar mind-
Ossze 3438 £6. Az atstrukturalasi folyamatot segi-
tette a csaladtamogatisok valtozasa, mert 2020-ban
a nevel6szil6k szamara bevezették a nevel&sziil6i
gyermekgondozasi dfjat, amit a nevel6szil6k az
altaluk gondozott gyerek kétéves koraig vehetnek
igénybe. Ez 6sztonzben hatott a nevelGsziilSkre a
kiilénleges sziikségletli gyermekek vallalasat ille-
téen. 2023-ban, ahogy a nevel8szilék szama, azon
belil a kiildnleges nevel6szilék szama is csdkkent
2022-hez képest, 12 f6ével. A nevel6szil6k szama-
nak csokkenése a killénleges sziikségletd gyerme-
kek elhelyezését még inkabb érinti, mivel ,,2023-
ben 1.855 12 évesnél fiatalabb gyerek élt gyermek-
vagy lakasotthonban, még a 0-12 hénapos csecse-
mék kozil is 207-en éltek gyermekotthonban (ami
jelentés novekedés a tavalyi év 151 f6jéhez
képest)” (Gyermekjogi Jelentés, 2023:49).

A nevel6szilSi ellatasban €l6k szama 2014-t6l
folyamatosan emelkedett, amivel egyidejtleg a gyer-
mekotthoni/lakasotthoni ellitaisban részesulék sza-
ma csokkent. Mig 2014-ben 14.205 gyermek és fia-
tal élt nevel6szilonél, addig 2021-re ez 16.158 f6re
nétt, azaz a nevel6szilénél ellatottak szima 1.953
tével emelkedett, ugyanakkor csékkent a gyermek-
otthonokban elhelyezettek szama 2014-es 8.246
t6r61 2021-re 6.744 f6ére. A trend 2023-ban valto-
zast mutatott, mivel a gyermekotthonokban él6k
szama 549 fével tobb lett (7293 f6) a 2021. évi
6744 t6hoz képest, mikézben 2023-ban a nevels-
szilénél elhelyezett gyerekek szama (15922 £6) 236
tével csokkent a 2021. évi 16158 f6hoz viszo-
nyitva. (KSH, 2024).

A nevel6szuléi  férShelyek csokkenését  tobb
tényez4 is befolyasolhatja, egyrészt, a korabbi kuta-
tasok szerint varhaté a nevelGszilSk eléregedése
miatti nyugdijazas, masrészt az elmult években a
gazdasagi helyzet romlasa és a nevelSsziil6k ala-
csony anyagi megbecsiltsége indokolhatja. Minden-
esetre ahhoz, hogy a 12 évesnél fiatalabb gyerekek
részesiilhessenek

csaladias  elhelyezésben

a
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Gyermekvédelmi torvény el6irdsat betartva — sziik-
séges az ellatorendszert fejleszteni és a nevelS-
szul6k szamat ndvelni.

2021-ben és 2023-ban az Gsszes szakellatisban az
elhelyezett gyerek 25,8 szazaléka az észak-alfoldi
régidban élt, ami a régidk kozott a legmagasabb
arany, masodik helyen az észak-magyarorszagi régi6
all 18,8 és 21,1 szazalékkal (3. tabazat).

A szakellatasban elhelyezett 6sszes gyerek mind-
Ossze 5 és 4,6 szazaléka €l a nyugat-dunatali ré-
gidban. A régiok kozott kilénbségek jol kdvet-
het6k a gyermekvédelem teriiletén, ami titkrézi a
regionalis egyenl6tlenségeket a gyermekvédelem
vonatkozasaban is. A tervezés-statisztikai régiok
adatait elemezve megallapithat6, hogy a 2014. évi
adatokhoz képest 2021-ben enyhén csékkent min-
den régidban a szakellitasban €16 gyermekek sza-
ma, ami al6l kivétel az észak-alfoldi, észak-magyar-
orszagi és a dél-alfoldi régid, ahol tébb sziz f6s
névekedés mutatkozott. Az Eszak-Alféldon 652,
Eszak-Magyarorsziagon 1.025, Dél-Alféldén 284
tével nétt a szakellatasban él6k szama 2014-r6l
2021-re, amely tendencia 2023-bn is tartotta magat.
A valtozas leginkabb az észak-magyarorszagi 1égio-
ban latszik, ahol 2021-hez képest 566 fével nétt az
ellatott gyermekek szama, az észak-alfoldi régidban
ennél kisebb mértékd a novekedés, osszesen 86 6.
A dél-alfoldi régidban 70 f6s csOkkenés volt
tapasztalhaté 2023-ban 2021-hez képest. Az Osszes
gyermekvédemi gondoskodasban él6 gyerek 70,6
szazaléka nevel6szilonél kertlt elhelyezésre Ma-
gyarorszagon 2021-ben ez az arany 68,4 szazalékra
csOkkent 2023-ban. A nevel6sziléi  elhelyezés
egyenl6tlen a régidk szempontjabol. A gyerekek
legnagyobb aranyban a dél-alf6ldi régidban kertiltek
nevel6szilonél elhelyezésre a 1égid  szakellatottai
kozil. 2021-ben 83,4 és 2023-ban 80,1 szazalékuk
élt neveliszil6knél. Ezt koveti az észak-alfoldi
régié 75,9 és 74,5 szazalékkal, majd az észak-ma-
gyarorszagi kozel 75 szazalékos arannyal 2021 és
2023 kozott. A tobbi régidban is Stven szazalék
folotti a  nevelSsziil6knél elhelyezett gyerekek
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aranya, kivéve a Nyugat-Dunantult, ahol 2021-ben
a régidban szakellatasban él6k 44,1 szazaléka, 2023-
ban 37,8 szazaléka élt nevel6szilénél. A févaros is
a kivételek kozé tartozik, ahol ugyanez az arany
47,8 és 44,7 szazalék.

A témank szempontjabol kiemelten vizsgalt
észak-alfoldi régidban is tikr6z6dnek az orszagos
trendek, a szakellatisban ¢él6 gyermekek szama

novekvd tendenciat mutat, 2014-ben 4.796 {6,
2021-ben 5.448 6 és 2023-ban 5.534 {6 volt. (4.
tablazat) Kiemelten magas a gyerekek szama mind-
harom évben Szabolcs-Szatmar-Bereg varmegyé-
ben, a 2023-as évben a régié két megyéjében
csokkent a nevelSsziléknél él6k szama 2021-hez
képest, ami Hajda-Bihar megyében 93 fével
kevesebb gyermeket jelent.

3.tdblazat. Gyermekvédelmi szakellatisban részesiild kiskoriak virmegye és régid szerint (f6). Forrds: KSH, 2024
alapjdn sajat szerkesztés. (bups://www.kshbu/ stadar files/ sz0/ bl s300043.bimd

2014 ebbdl ebbdl ebbdl

Megnevezés (f6) neveld- 2021 neveld- 2023 nevel6-
sziilénél sziilénél sziilénél

Magyarorszag 20.135 12.832  21.041 14.806  21.428 14.668
Budapest 2.296 869 2.008 960 2.032 910
Pest 2.455 1.482 1.858 1.567 1.889 1.498
Ko6zép- Magyarorszag 4.751 2.351 3.866 2.527 3.921 2.408
Ko6zép-Dunatil 1.614 1.074 1.615 1.005 1.517 832
(Fejér, Komarom-Esztergom, Veszprém)
Nyugat-Dunantul 1.224 482 1.111 491 1.002 379
(Gy6r-Moson-Sopron, Vas, Zala)
Dél-Dunantal 2.173 1.387 2.115 1.301 2.072 1.276
(Baranya, Somogy, Tolna)
Dunantal 6sszes 5.011 2.943 4.841 2.797 4.591 2.487
Eszak- Magyarorszig 2.939 2.009 3.964 2.966 4.530 3.364
(Borsod-Abatj-Zemplén, Heves, Nograd)
Eszak -Alfsld 4.796 3.536 5.448 4.137 5.534 4.123
(Hajdu-Bihar, Jasz-Nagykun-Szolnok,
Szabolcs-Szatmar-Bereg)
Dél -Alfold 2.638 1.993 2.922 2.439 2.852 2.286
(Bacs-Kiskun, Békés, Csongrad-Csanad)
Alfold és Eszak dsszes 10.373 7.538  12.334 9.542 12916 9.773

4. tablazat. Gyermekvédelmi szakelldtisban részesiild kiskoriak ag észak-alfoldi régidhan (f5). Forrds: KSH, 2024

alapjan sajat szerkesztés. (htps:

www.ksh.hu/stadat _files/szo/hu 52()()0434htm1)

2014 ebbdl ebbdl ebbdl

Megnevezés nevel6- 2021 nevel§- 2023 nevel§-
sziilénél sziilénél sziilénél

Magyarorszag 20.135 12.832 21.041 14.866  21.428 14.668
Jasz-Nagykun-Szolnok 866 635 1.096 838 1.239 961
Szabolcs-Szatmar-Bereg 2.360 1.911 2.623 2.065 2.603 2.021
Hajdu-Bihar 1.570 990 1.729 1.234 1.692 1.141
Eszak-Alfold Ssszes 4.796 3.536 5.448 4.137 5.534 4123
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A gondozas idétartamat tekintve mind a
nevel8sziiléi ellatasban, mind a gyermekotthon-
ban az egy-6t év idGtartamu gondozasban vesz-
nek részt legnagyobb szamban az ellatottak. A
hosszabb tava 6t-tiz éven at tarté gondozas a
nevel8sziiléi rendszert jellemzi inkabb (5. tabla-
zat). A tiz évnél hosszabb id6tartamd gondozas
de
2021-t61 a nevel6sziill6knél 10-17 éve él6k szama
novekvs tendenciat mutat. 2021-ben 1.544 {6,
2023-ban 216 f6vel tobb, 1.760

gyermek élt t6bb mint tiz éve nevel6szilSknél,

mindkét elhelyezési formdban csokkent,

osszesen

ami Osszefliggésben lehet azzal is, hogy 2023-
ban az utégondozdi ellatisban élGk szama nétt
2.387 f6re nétt a 2021.évi 2286 f6hoz képest
(KSH, 2024).

A kora gyermekkorban killénésen nagy jelent6-
sége van a csaladias elhelyezésnek, amire a korabbi
kutatasok (Browne, 2006, Zeanah et al., 2003, Fi-
nelli és mtsai 2018) mutattak 14, miszerint a
gyerekek — fizikai és mentalis — fejl6dését jelen-
tésen befolyasolja, ha csaladban nevelkednek az

intézmények helyett. Nemzetkozi kitekintésben a 0-
2 vagy 0-3 éves kort, alternativ gondozasban 1évé
gyermekekrol sz6l6 tanulmany aggalyokat vetett fel
azzal kapcsolatban, hogy tul sok gyermek részestl
alternativ gondozasban (Palayret, 2012). 2021-ben
tiz orszagban vizsgaltdk a 3 évesnél fiatalabb, alter-
natfv gondozasban részesilé gyermekek szamanak
alakulasat. Az adatok azt mutatjak, hogy az alter-
nativ gondozasban részesil6 0-2 vagy 0-3 éves
kord gyermekek aranya 100 000 lakosra vetitve ala-
csonyabb volt, mint a 0-17 éves gyermekek aranya.
A TransMonEE 2022 adatbazisban j6l latszik, hogy
az alternativ gondozasban él6 2-3 év alatti gyer-
mekek aranya (azonos korcsoport 100.000 fére
vetitve) kb. fele vagy kevesebb, mint a 0-17 éves
gyermekeké, ami a legtobb orszagra igaz. Magyar-
orszag azonban kivétel abban, hogy a tébbi orszag-
hoz képest magasabb, 72 szazalék a 0-2 vagy 0-3
évesek aranya az alternativ gondozasban a 0-17
évesekhez viszonyitva. Frdekességként, a hasonlo
multtal rendelkez6 Lengyelorszagban ez az arany
46 szazalék. (Unicef, 2024)

5. tablazat. Gyermekotthonban (gyo) és neveldsziilonél (nsz) ellatott gyermekek és fiatal felndttek(fd) a gondozdsi
iddtartam sgerint 2014-2023. Forrds: KSH, 2024 alapjdn sajit s3erkesztés. (bitps/ /www ksh.bu/ stadat files/ sz0/ hu/ s300017.himl )

i 1-30 nap |31- 60 nap| 61-365 nap| <1év-5év| <5¢év-10év| <10év-17 év 17 év< Osszesen
Ev gyo. | nsz. | gyo. |nsz. | gyo.| ~nsz.| gyo.| nsz.| gyo.| nsz. gyo.| nsz.|gyo.|nsz.| gyo.| nsz.
2014 | 229 | 210 | 314 | 301 [ 2282 | 2191 | 3333 | 6090 | 1271 | 3084 718 | 1864 | 99| 465| 8246 | 14205
2015 | 237 | 183 | 323| 289 [ 2283 | 1860 | 3307 | 6603 | 1209 | 3287 646 | 1886 | 93| 378 | 8098 | 14486
2016 | 282 | 208 | 398 | 321 | 1816 | 2227 | 3275| 6516 | 1311 | 3442 601 | 1728 | 76| 430 | 7759 | 14872
2017 | 185 238 | 289 | 386 | 1756 | 2206 | 3260 | 6680 | 1338 | 3642 581 | 1753 | 73| 352 | 7482 | 15257
2018 | 184|227 | 213|426 | 1599 | 2183 | 3323 | 6807 | 1337 | 3653 564 | 1730 | 94| 360 | 7314 | 15386
2019 | 174|299 | 256 | 316 | 1462 | 2215| 3351 | 6754 | 1259 | 3753 499 1838 | 71| 351 | 707215526
2020 | 185|207 | 229 | 379 |1273| 3051 | 3261 | 6903 | 1225 | 3406 517 | 1567 | 72| 311| 6762 | 15824
2021 | 160 | 270 | 228 | 338 | 1432 | 2228 | 3126 | 8034 | 1191 | 3451 553 | 1544 | 54| 293 | 6744 | 16158
2022 | 210|298 | 267 | 481 | 1568 | 2143 | 3020 | 7654 | 1245 | 3547 528 | 1642 | 48| 284 | 6886 | 16049
2023 | 207 | 281 | 289 | 486 | 1576 | 2153 | 3304 | 7247 | 1365| 3714 501 | 1760 | 51| 281 | 7293 | 15922
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S.dbra. Az alternatiy gondozdsban él5 0-2 vagy 0-3 éves kori gyermekek ardinya, a 0-17 éves kori gyermekek
aranydhoz, képest 10 orsgdgban 2021-ben (ag azonos koresoportok 100 000 lakosdra vetitve) forras: UNICEF Regional
Office for Enrope and Central Asia TransMonEL analytical series: Pathways to Better Protection Taking Stock of the
Situation of children in alternative care in Europe and Central Asia UNICEF, Geneva, 2024. 75 p.
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A kora gyermekkor 2014-2023 kozotti id6szak
hazai adatai alapjan a kovetkezd megallapitast
tesszitk 2014-t6l folyamatosan né a 0-2 éves kot-
osztaly korében a gyermekvédelmi gondosko-
dasban él6k szama (6. tablazat). 2014-ben 2.178 6
0-2 éves kora gyermek ¢élt nevel6szilénél vagy
gyermekotthonban, ami 2021-ra kézel 512 f&vel
2.690 fére nétt, 2023-ban a tovabbi ndovekedésnek
koszonhetéen 2.856 {6 kerilt elhelyezésre. Az
Osszes gyermekvédelemben €16 18 év alatti kiskord
szamahoz képest 2014-ban 10,8 szazalék volt a 0-2
éves kortak aranya, 2021-re 12,7, 2023-ra pedig
13,3 szazalékra nétt. A trend megfigyelheté a 3-5
éves korcsoportban is, ahol a 2014-es évi 10,6
szazalékrol 2021-ben 13,6 szazalékra nétt a szakel-
latasban €16 gyerckek aranya. Az adatokbdl jol
lathatd, hogy a 0-2 éves korosztalyba tartozo6 gyere-
kek kulondsen veszélyeztetettek a szakellatisba
val6 bekeriilés szempontjabol. ,,A harom év alattiak
kozo6tt a 0-12 hoénapos korosztily bekeriilése a
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gyermekvédelmi szakellatds rendszerébe meghata-
roz6 aranyd és névekszik: 2019-ben szakellatasba
keriilé 3 éven aluli gyerekek 66 szazaléka, 2020-ban
08 szazaléka, 2021-ben 71 szazaléka volt 0-12
hénapos” (Gyermekjogt Jelentés, 2023:49).

Jelent6s kihivat jelent a gyermekvédelem szamara
a csecsemOk és a kisgyermekek elhelyezése, mivel a
csaladias elhelyezés nem biztosithat6, ami kiléno-
sen igaz a gyermekvédelmi problémakkal leginkabb
sujtott Borsod-Abadj-Zemplén varmegyére, ahol a
kérhazban hagyott csecsemék szama és  férShely-
hiany olyan mértéket 6ltott, hogy egy kérhazi osz-
taly atalakitasara volt sziikség a gyermekek elhe-
lyezésére. A 21 gyermek befogadasara képes kiilon-
leges gyermekotthon kialakitasara a Borsod-Abatj-
Zemplén Varmegyei Kézponti Kérhaz és Egyetemi
Oktatokorhaz Velkey Laszlo Gyermekegészségiigyi
Kézpontjaban elkiilénitve tortént, ahol a 0-6 hona-
pos, ideiglenes hatallyal elhelyezett és nevelésbe
vett csecsemdk ellatasat biztositjak.
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6. tablazat Gyermekvédelmi szakelldtasban résesiily kiskoriak korcsoport szerint 2014-2023 (). Forrds: Szocidlis
Statisgtikai évkinyv, 2019. 75.0. adatok alapjdn sajat sgerkestes. (biips:/ [nwww.kesh.bu/ stadat files/sz0/ i/ s300015.btmd)

Kor 2014 2015 2016 2017 2018 2019 2020 2021 2022 2023
0-2 év 2178 2.045 2.347 2.442 2.579 2.560 2.556 2.690 2.721 2.856
3-5¢év 2.136 2.290 2512 2.611 2.640 2.820 2.727 2.877 2.825 2.838
Ossszes kiskord 20.135  20.271 20551 20948 21.210 20.876  20.743  21.041  21.175  21.428

Szokés

A gyermekotthonok egyik legnagyobb, a minden-
napi életre kihaté nehézsége a gyermekek szokése,
engedély nélkili eltavozasa, aminek soran a kisko-
raak gyakran valnak bincselekmények elkévetbivé
(példaul vagyon elleni blncselekmények, garazda-
sag, pszichoaktiv szerrel valé visszaélés), vagy blin-
cselekmény aldozataiva (Porpaczy, 2022).

Czibere ¢és mtsai (2023) szokésre vonatkozd
kutatasukban megallapitottak, hogy a gyermek- és
lakasotthon lakéi szoktek leginkabb, legtobben
Budapestrél, Hajdu-Bihar és Borsod-Abatj-Zem-
plén megyébdl. A megyék szerinti sorrend stabilnak
mondhaté. A szerz6k megallapitottak, hogy egyre
tobbszor kévetnek el a szokott gyermekek biin-
cselekményt, fSleg vagyoni kart okoznak, illetve
gyakorti a droggal valé visszaélés is. A szOkés moti-
vacidjat vizsgalva arra jutottak, hogy abban nagy
szerepe van a csalad hidnyanak, a bezartsag érzé-
sének, az intimitds hidnyanak. Ugyanakkor vissza-
tart a szOkéstSl, egyfajta véds faktor lehet az
empatikus intézményi 1égkor, a folyamatos rendel-
kezésre allas a személyes beszélgetésekre, valamint
az erre alapozott erés kot6dés (Czibere és mtsai,
2023).

2014-ben az Eszak- Alféldon volt a legmagasabb
a szO0kott gyerekek szama (736 £6) , Sket kdvette az
észak-magyarorszagi (547 £6 ) és a dél —alfoldi (546
t6) régid. A tébbi régidban kevesebben szoktek,
Koézép-Dunantdlon 271 £6, Nyugat-Dunantul 187
t6 — Dél-Dunantalon 403 £6. Az elhelyezési hely
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szerint lényeges killonbséget talaltunk, a gyermek-
otthonok kozil a székések szama 2014-ben az alta-
lanos gyermekotthonban a legmagasabb (1800 £6),
jelentésen kevesebb az altalanos lakasotthonban
(989 £6) és a specialis gyermekotthonban (219 £6), a
kilonleges lakasotthonban (131 £6), a kiilonleges
gyermekotthonban (85 £6), a specidlis lakasotthon-
ban (63 £6). 2014-ben a nevel6sziléi halézatban
élok kozil kevesebben szoktek, dsszesen 195 £6, de
hasonl6 trendek figyelhet6k meg 2020-ben is.
Regiondlisan az FEszak- Alfldén volt a legma-
gasabb a szOkott gyerekek szama (1026 £6), ami
2014-hez képest 288 fével nétt, ezt kvette Eszak-
Magyarorszag 132 £6s novekedéssel (679 £6 ). A
szOkott gyerekek szamanak jelentés 291 £6s csok-
kenése regisztralhatd 2014-hez képest képest a dél-
alfoldi régidban, ahol 255 {6 sz6kott. A t6bbi régio-
ban a 2014. évihez képest kevesebben szoktek, a
Nyugat-Dunantdlon 6sszesen 129 £6. Ezzel szem-
ben a Dél-Dunantilon (413 £6) és a Kézép-Du-
nantalon (321 f6 ) névekedés tapasztalhatd. Az
elhelyezési hely szerint a szokések szama a leg-
magasabb az altalinos lakasotthonban volt (1392
£6), ami {gy megel6zte a gyermekotthonokat (1381
t6) a 2014-es adatokhoz képest. A specialis gyer-
mekotthonban 210 £, a kiilonleges lakisotthonban
136 £6,a specialis lakasotthonban 84 {6, kiilonleges
gyermekotthonban 44 {6 szokott. A nevel6szil6i
halézatban él6k kozil 2020-ban 35 fével keve-
sebben szoktek mint 2014-ben, Osszesen 160 6
(Szocialis Statisztikai évkonyv, 2014, 2020).
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7. tiblizat Magyarorszigon és Magyarorszdag Fszak-Alfsldi régidiaban nyilvintartott engedély nélkiili tavozdsok
(szokéseR) szdama a gyermekvédelmi szakelldtasban éli gyermekek vonatkozdsiban 2014, 2021, 2023-ban. Forras:
KSH 2024, sajdt szgerkesztés

Engedély nékiili tavozasok szama/Ev

Réeib 2014 2021 2023
g Lakasotthoni Nevel§szul6i Lakasotthoni NevelGszul6i Lakasotthoni  NevelGsziil6i
ellatas ellatas ellatas ellatas ellatas ellatas
Magyarorszag 5.730 434 7.428 416 10.033 393
Jasz-Nagylaun- 436 7 790 0 1.087 25
Szolnok
Szaboles- 917 36 763 5 1139 0
Szatmar-Bereg
Hajdu-Bihar 1.336 73 2.158 179 2.520 149
A kovetkezSkben az észak-alfoldi régid szokési A harom varmegye szokési adatait attekintve
adatait hasonlitjuk Ossze, elhelyezési hely szerint. megallapithaté, hogy Czibere és mtsai eredmé-

A 2014, 2021 és a 2023-as év statisztikai adatai  nyeihez hasonléan (2023) a vizsgalt években a leg-
alapjan (7. tablazat) rogzitett engedély nélkili eltd- nagyobb esetszam Hajda-Bihar varmegyét és a
vozasorol (szokések) megallapithatd, hogy a szoké-  lakasotthonokban élSket jellemezte. Lényegesen el-
sek szama a vizsgalt id6szakban az dltalinos marad a szokési esetszam mindhiarom varme-
lakasotthonokban €16 gyerekek kdrében orszagosan — gyében a nevelSszilénél él6k kérében, de az adatok
kézel duplajara nétt. Az orszagos adatokat ele- mogé nézve meg kell emliteni, hogy a 12 évesnél
mezve, mig 2014-ben a lakdsotthonokban 5.730  id8sebb gyermekek inkabb gyermekotthoni elhe-
szOkést regisztraltak, addig 2023-ben ennek a két-  lyezésbe kerlilnek, 6k pedig gyakran sok problé-
szeresét, 10.033 -at. Az esetszamok folyamatos maval kiizdenek. Ezek a gyerekek életkoruknal fog-
novekedést mutatnak. A nevel6szil6knél él6 gye- va is hamarabb doéntenek a szokés mellett és
rekek korében 2014-ben 434 esetben fordult el gyakran el6fordul, hogy szokés kézben buncselek-
szOkés, 2021-ben 416, 2023-ban 393 esetben ta- ményt kévetnek el vagy maguk valnak aldozatta.
voztak engedély nélkiil az intézménybdl a gyere- Bar a nevel6sziléi elhelyezés kétségkivil el6nyos
kek. Az adatok alapjan megallapithat6, hogy a elhelyezési forma a gyermekek szamara, mégsem
nevel6szilénél nevelked6 gyermekek esetében 1é-  allithatjuk, hogy a kedvez6 sz6kési mutatok csak az
nyegesen kisebb az engedély nélkili tivozasok elhelyezési formanak tudhatok be, mivel azt sza-
szama, mint az intézményes ellatasban. mos egyéb tényez$ is befolyasolhatja. Ugyanakkor

Magyarorszagi viszonylatban 2021-ben, a gyer-  vitathatatlan a nevel8szuléi elhelyezés soran a sz6-
mekvédelmi szakellitais OSAP 1208-as jelentése  késsel szembeni védSfaktorok - mint empatia, ren-
alapjan, a nevel6sziil6nél él6 gyermekek szokési — delkezésre allas, személyes beszélgetések- — érvé-
esetei minddssze az Osszes szokési eset 5,3%-at  nyesiilése.
teszik ki. A kapott adatok egybe esnek az Agota

Alapitvany 2022. évi orszagos kutatds eredmé- Osszegzés
nyeivel, amelyben a megkérdezett nevelGsziil6k Tanulmanyunkban a gyermekotthoni és nevel6-

(1.259 £6) a legkevésbé jellemz6 problémak kozé  szulSi ellatast hasonlitottuk  Ossze az  aktudlis
soroltak a szokést, egy 6tos skalan mérve 1,24  trendek mentén. A vizsgalt 2014, 2021, 2023-as
atlaggal (Nevel6szill6k Agota Alapitvany, 2022). évekre vonatkozéan a kévetkez6 megallapitast
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tessziik: a hazai gyermekvédelmi rendszer leképezi
a tarsadalmi-gazdasagi folyamatokat, a regionalis
egyenlStlenségek visszatlkroz6dnek a gyermekvé-
delmi szakellatasba bekerilé gyerekek egyes régio-
kon belili ardnyaban, pl. a legtébb gyermek az
észak-alfoldi, észak-magyarorszagi 1égiobdl keril a
gyermekvédelem rendszerébe.

A deintsitucionalizacié folyamata egyértelmten
kibontakozott 2014-re és a nevel6sziléi rendszer
atlalakitasa is megtortént. Egyre tobb nevel6szilo
foglalkoztatasara kertlt sor, amivel parhuzamosan
egyre tobb gyermek keriilt nevel6sziléi ellatasba, a
gyermekotthonokban él6k szama pedig csokkent.

A legtébb nevel6szils foglalkoztatasara az észak-
alfoldi, észak-magyarorszagi régidban kerilt sor,
amely folyamatok 6sszhangban vannak az ENSZ
és az Eurépai Unié deinstitucinalizacids torek-
véseivel (Alternativ gondoskodas a gyermekekrél-
Utmutaté, 2009; Costa, 2012).

Az elhelyezés id6tartamat tekintve 1-5 évig ter-
jed6en vesznek részt a gondozasban a legna-
gyobb szamban az ellatottak. A hosszabb tavua 5-
10 éven at tartdé gondozas a nevel8sziléi rend-
szert jellemzi inkabb, kevésbé a gyermekott-
honokat. 2021-ben Magyarorszagon a nevelSsziil6i
ellatas Gjabb mérfoldk6hoz érkezett, ebben az
évben a nevelGszilsi férShelyek 97,5 szazaléka és a
gyermekotthoni férShelyek 14,5 szazaléka kerlt
egyhazi fenntartisba, amivel kapcsolatban még
kevés kutatds all rendelkezésre (Kirschner-Briski,
2021). Az adatok alapjan megallapitottuk, hogy
2023-ra érezhetben csokkent a nevelGszuldk szama,
ami veszélyezteti a 12 évesnél fiatalabb gyermekek
csaladban val6 elhelyezését. Kilonésen nehézkes a
0-2 éves kilonleges szikségletd és a specialis
szitkségletl gyermekek elhelyezése, mikézben no-
vekszik a gyermekvédelemben a szamuk. Az
emelkedés egyik oka, az, hogy az észak-magyar-
orszagi régéban egyre t6bb csecsem$ marad a
sziilészeten, aminek kovetkeztében egy kilénleges
gyermekotthon kialakitdsa valt sziikségessé 2024-
A férbhelyek

ben. strukturdjanak  kényszerd
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atalakitdsa magaval hozza és tovabb bévitheti a
gyermekotthonban elhelyezett gyermekek szamat,
aminek a gyermekvédelmi problémakkal sulyo-
sabban érintett régiokban nagy a kockazata.

A sz6késekre vonatkozoé statisztikak alapjan meg-
allapithat6, hogy mind 2014-ben mind 2020-ban a
gyerekek az észak-alfoldi és az észak-magyarorszagi
régidban szoknek a legtébben. A nevelSszil6knél
él6 gyerekek korében kevesebb a szokések sziama,
amit nem az elhelyezési hely indokol kizarélag,
hanem egyéb tényezSk is befolyasolnak. A neve-
16szil6knél a 12 évnél fiatalabb gyerekek kertilnek
elhelyezésre, az életkor befolyassal van a gyerekek
szOkési aktivitasara, ugyanankkor a nevelGsziilSi
elhelyezés protektiv faktor lehet a szokésekkel
szemben.

Az adatok alapjan ugy latjuk, hogy a problémak
megoldasa soran nemcsak az orszagos, de sulyo-
zottan az egyes varmegyékben, régidkban leginkabb
felmeriil6 problémak adekvat megoldasara van
szitkség. Olyan bevatkozasok elSiranyzasara, ami
lokalisan segfti a rendszer fejlesztését. A helyi prob-
lémamegoldas {6 szempontjai az eréforrasok elosz-
tasanal, a szikségletorientalt megoldasok soran
el6térbe kell, hogy keriiljenek. Vitathatatlan az
ellatérendszer orszagos javitasanak sziikségessége,
de mivel a probléma kilénb6zé mértékben érinti
az egyes régidkat, ugy gondoljuk, a megoldast is a
probléma mértékéhez kell igazitani.

Elengedhetetlen a nevelGszili ellatas fejlesztése,
ami a csalddias korilmények biztositasahoz szliksé-
ges kiilonésen a kora gyermekkorban. Azonban
nemcsak a nevelSszilék anyagi és erkdlesi meg-
becstilése sziikséges, hanem olyan j6 gyakotlatok,
moédszerek adaptalasa is, ami segiti a gyermek, a
tiatal és a nevel6szil6 kozétti j6 kapesolat az erds,
gondoskodo kézosség kialakitasat, amire az egyik j6
példa a Mockingbird Family Model. A Modellt az
Egyesiilt Allamokban dolgoztik ki és jelenleg az
Egyesilt Kanadaban,
Ausztraliaban és Uj-Zélandon miikodik. A program

Kiralysagban, Japanban,

6-10 nevel6csaladot fog Gssze, akik egymast
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tamogatva kozdsséget alkotnak de egy kozponti
otthon koériil szervezédve miikédnek. A kézponti
otthon segiti a koz6ség kialakitasat, rendszeresen
szervez programokat a csaladoknak, helyet biztosit
a kapcsolattartashoz a vér szerinti csaladdal. Nem
utolsé sorban a nevel8sziilSket tamogatja, akik igy
a tevékenységliket nem elszigetelten végzik, hanem
segitséget kapnak a feladataik megoldasahoz.
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Abstract

Anxiety is a prevalent mental health issue among children and adolescents, which can have a detrimental
impact on their personal relationships and academic performance. This study aimed to identify the
manifestations of anxiety in educational settings, the effects of anxiety on educational activities, and the
types of support that should be provided to students with anxiety. The following research questions
guided this study: 1) How is anxiety expressed among 13-14-year-old students when in school? 2)How
does anxiety affect the 13-14-year-old students' educational activities? 3) What kind of support should be
provided to students with anxiety at school? The participants were 26 students aged 13-14 from various
Estonian schools. The data was gathered for analysis via interviews and a questionnaire. A mixed-methods
approach was employed. According to the research, children experience anxiety both before and during a
test or presentation. It appears that each student expresses fear at school in a different way. Students who
learn remotely report feeling less anxious during class activities. This is because they do not have to
answer in front of the class or turn on the camera when participating in online lessons. Furthermore,
students aged 13-14 prefer to talk to their friends who are also experiencing anxiety than to adults who do
not understand their anxiety. Finally, the students' answers revealed that the teacher should ask all the
students with equal frequency to present their homework. It is also recommended that anxious students
be supported by helping them recall what they have learned and use different methods to assess their
knowledge. The students stated that they require a quiet and safe place to be alone at school. There is a

need to raise awareness about anxiety symptoms and ways for teachers to support students.
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Absztrakt

A SZORONGO DIAKOK TAMOGATASA A TANULMANYAIK SORAN

A szorongas olyan, a gyermekek és serdiil6k korében elterjedt pszichés probléma, amely karos hatassal
lehet a személyes kapcsolataikra és tanulmanyi teljesitményiikre egyarant. A tanulmany célja, hogy
azonositsa az iskolai szorongas megnyilvanulasi formait, a szorongas tanulasra gyakorolt hatasait, valamint
a szorongd tanuloknak nydjtandd tamogatas tipusait. Kutatasi kérdések: 1) Milyen megnyilvanulasai
vannak a szorongasnak a 13-14 éves didkok korében az iskolaban? 2) Hogyan hat a szorongas a 13-14 éves
didkok tanulmanyi teljesitményére? 3) Milyen tamogatast kellene nyujtani a szorongé tanuldéknak az
iskolaban? A vizsgalatba 26 £6 13-14 éves észt iskolas vett részt kiilonb6z6 észt iskoldkbol. Az adatgytjtés
interju és egy kérd6iv segitségével tortént. Eredmények: a valaszadé gyerekek szorongast élnek at az
iskoldban az frasbeli teszt vagy szobeli el6adis elétt és kozben is. Ugy tinik, hogy minden diak mas-mas
moédon fejezi ki a félelmet az iskoldban. A tavoktatasban részvevé didkok, arrél szamoltak be, hogy
kevésbé szoronganak az 6rai tevékenységek soran, mivel az online 6rakon val6 részvétel soran nem kell az
osztaly el6tt felelniik vagy bekapcsolniuk a kamerat. A 13-14 éves didkok inkabb beszélgetnek a szintén
szorong6 barataikkal, mint olyan felnéttekkel, akik nem értik meg a szorongasukat. Végil a didkok dgy
vélik, hogy a tanaroknak minden diaktdl egyforma gyakorisaggal kellene kérnie a hazi feladat bemutatasat.
Javaslatok: a tanarok a szorongé didkokat timogassak azzal, hogy segitenek nekik felidézni a tanultakat, és
kilonb6z6 modszereket alkalmazzanak tudasuk felmérésére. A didkok kijelentették, hogy szikséglik van
egy csendes és biztonsagos helyre, ahol egyedill lehetnek az iskoldban. Sziikség lenne a szorongas
tineteinek tudatositisara, valamint annak megismertetésére, hogy a tanarok hogyan tamogathatjak a
didkokat.

Kulcsszavak: iskolai szorongas, 13-14 éves didkok, didkok tdimogatasa, tanulassal kapcsolatos szorongas

Diszciplina: pedagdgia, specialis oktatas

Introduction

There is a widespread perception that all people and our society is based on a win-lose situation
feel anxious at some point in their lives. In some  where only few children can succeed. Children
circumstances, anxiety is also normal and inherent.  don't spend enough time outdoors, whether it's just
Anxiety is one of the most prevalent mental health  enjoying nature or walking near their homes.
issues affecting kids and teenagers, which can Children need downtime, where they do nothing,
negatively affect both their academic performance  to process, absorb and learn from new experiences.
and interpersonal interactions (Moran, 2016; Instead, children are constantly being directed to
Junttila, 2016). According to Cohen (2013), thereis  do something to avoid boredom. Students who
a lot of competition and stress in schools these exhibit signs of anxiety and depression are more
days, kids have longer school days, patents are likely to focus on irrelevant, distracting thoughts,

always concerned about security and economics, which leaves them with less sustained attention for
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cognitive activities and ultimately results in
academic failure (Khesht-Masjedi et al., 2019).

Furthermore, according to Cohen (2013), parents

are placing themselves and their kids in
circumstances that exacerbate anxiety. Parents want
their children to excel intellectually, to be

consistently joyful, creative, and to develop strong
social and emotional intelligence. However, given
how demanding this request is, anxiety and
exhaustion are unavoidable consequences. From a
variety of theoretical angles, one may argue that
anxiety makes it more difficult to concentrate and

learn.

Theoretical background

Expression of anxiety.

Anxiety is characterised by trepidation, fear,
wortty, or fear. Some of those emotions, such as
concern for a loved one, a test, or an exam, may be
justified in some cases. Anxiety disorders make it
difficult for the person to sleep or perform other
tasks (Khesht-Masjedi et al., 2019). Although stress
is a significant contributing factor, other factors
can lead to panic attacks, phobias, or obsessions
(Bourne, 2012). People can experience physio-
logical, behavioural, and psychological effects from
anxiety (Bourne, 2012, 20). Junttila (2016, 76) states
that there are three main ways that social anxiety
presents itself: psychological, or thoughts and
feelings; physiological, or autonomic nervous
system; and behavioural. Adolescents' irritability
can also be a sign of several mental issues, such as
anxiousness (Khesht-Masjedi et al., 2019). Various
forms and degrees of anxiety might emerge. The
intensity of the condition might vaty, ranging from
a mild anxiety attack to a severe panic attack
characterised by palpitations, disorientation, or
severe dread (Bourne, 2012, 20).

A panic attack is characterised by an abrupt rise
in anxiety or discomfort that can reach its peak in a

matter of minutes. It can also cause symptoms
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including palpitations, sweating, nausea, dizziness,
and chest pain (Moran, 2016, 28). Anxiety may
constitute an anxiety disorder if it is more severe
(e.g., panic attacks occur), lasts for several months
or longer, or results in phobias that significantly
impact daily living (Bourne, 2012, 21).

Generalised anxiety disorder (GAD) is defined as
chronic anxiety that lasts at least six months and is
not accompanied by panic attacks, phobias, or
obsessions (Bourne 2012). A child with GAD may
carry security items such as medication, food, and
phone numbers, or require someone to accompany
him or her just in case (Galanti, 2021, 123). In
addition to a generalised anxiety disorder with
difficult-to-control worrying, there may be restless-
ness, internal tensions, muscle tension, easy fatigue,
difficulties concentrating, impatience, and sleep
disruptions. Symptoms may also include elevated
blood pressure, gastrointestinal irritation, and in-
somnia (Bourne, 2012, 35).

One of the most prevalent anxiety disorders is
social anxiety disorder (SAD), which frequently
manifests in adolescents between the ages of 8 and
15. Social anxiety disorder is characterised by
feelings of fear, shame, or embarrassment in
situations where others are observing or where one
must perform in front of others.

In conclusion, anxiety can alter a petson's
physiological, behavioural, and psychological states.
Anxiety can manifest in a multitude of forms and
levels of intensity, ranging from a basic anxiety
attack to a panic attack.

Mental health in adolescents.
Anxiety disorders are the

childhood mental health problem. It includes a

most common
range of fears, including phobias such as fear of the
dark or heights (Junttila, 2016).

Adolescence is a dynamic period that sets the
physical, mental and economic foundations for
adulthood. It is a period of heightened stress
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involving complex neurological changes in social
interaction, emotions, and risk processing, which in
turn are influenced by peers and social pressures.
During this time, mental health problems affect up
to 20% of adolescents (Itani et al, 2021, 1).
Although anxiety can be considered a normal part
of childhood and adolescence, it becomes a
disorder when it starts to interfere with daily
activities, such as going to school or interacting
with others (Moran, 2016).

According to Junttila (2016), the most wide-
spread is social anxiety or the fear of social
situations. Given the gender-specific stresses asso-
ciated with females, such as body dissatisfaction,
gender role restriction, and unwelcome sexual
attention, puberty may be a sensitive phase for the
development of social anxiety symptoms (Nolen-
Hoeksema & Girgus 1994, quoted in Deardorff et
al., 2007).

Adolescents often lack the coping mechanisms to
manage their stress and anxiety. For instance,
children between the ages of 11 and 12 exhibit
negative and unhappy emotions, whereas children
between the ages of 13 and 14 get agitated and 15-
year-olds behave withdrawn.

Teenage years are always linked to anxiety, even
though symptoms of anxiety differ amongst
teenagers (Khesht-Masjedi et al., 2019). Junttila
(2016) argues that, while minor nervousness is a
common phenomenon, anxiety hinders successful
performance.

In conclusion, the most common mental health
issue affecting children is anxiety disorders. While
anxiety is a common aspect of adolescence, it turns
into a medical disorder when it starts to interfere
with a student's day-to-day activities. Anxiety is
always linked to adolescence, yet each student's
experience of anxiety is unique. It should be noted
that educators are equally worried about the mental
health of their students. Early identification and
help for young people with mental health problems
is essential.
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Anxiety and how it manifests itself in school
work.

Researchers have shown that anxiety disorder has
a major impact on academic performance (Khesht-
Masjedi et al., 2019). Alesi et al. (2014) discovered
that depression in students with age-appropriate
development was substantially related to academic
performance. The authors also identified a signi-
ficant negative correlation between school anxiety
and self-esteem in students with age-appropriate
development and those with learning impairments.
In her study, Maria Stepanova (2021) found that
students with learning disabilities have an elevated
sense of inadequacy. Students feel that they atre
unable to cope with their studies. Furthermore, the
author discovered that students with learning
disabilities face significant stress as a result of their
coursework. Because learning activities play such
an important role during the school years, fear of
school and fatigue develop before the adolescent
years (Alesi et al., 2014). Children with learning
difficulties may suffer more from school fatigue
than children of age-appropriate development, for
example, cases of learning difficulties may go
undetected and teachers may not immediately
recognise learning difficulties (Stepanova, 2021).
Inappropriate approaches and teaching styles can
make students feel inadequate and worry about
their academic performance at school (Mammarella
et al., 2016). Children also vary greatly in their
natural anxiety, with some children's hearts racing
at the mere thought of answering in front of the
class, while others enjoy being the centre of
attention (Kikas, 2010).

Teachers might observe an inability to relax,
difficulties concentrating, and avoidant behaviour
in this anxiety disorder (Moran, 2016). In the first
few years of school, children may experience other
school-related anxieties that affect their learning
and coping. Often these are related to separation
from parents (especially for children who have
been at home before school), the school journey,
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the identity of the teacher and making friends.
Such fears are usually a concern at the very
beginning of schooling and quickly disappear in a
safe and supportive classroom environment (Kikas,
2010).

It can be argued that anxiety disorders have a
significant impact on academic achievement. Stu-
dents who suffer from anxiety feel they are unable
to cope with their studies. Students with learning
disabilities experience more school fatigue than
students with age-appropriate development. An-
xiety can diminish motivation, attention, and con-
centration, resulting in academic failure. If naturally
nervous students feel confident and know that
nothing will happen if they get an answer wrong,
they may not experience severe anxiety in a specific
achievement situation. Anxiety at an excessive level
will affect academic performance.

Supporting an anxious student in the
classroom.

In their works, Khesht-Masjedi et al. (2019),
Kikas (2010), Mez5 (2024), Moran (2016), and
Reeve (2000) all provide advice for what teachers
could be doing in the classroom to help kids with
anxiety. For children, it is vital to provide a safe
learning atmosphere in which making mistakes is a
natural part of the learning process, asking for help
is acceptable, and where the educator can reduce
situations that generate anxiety in youths. This way
the teacher can assist kids with higher anxiety in
achieving results that correspond to their true
abilities and skills (Kikas, 2010), and by teaching
several learning methods, it is possible to help
relieve anxiety (more: Mezé and Mezs, 2014,
Mez6, 2024).

Students are supported by a regular routine and
clear expectations. The timetable should be visible
to everyone in the classroom, and it is crucial to
alert students of changes to the schedule eatly

(Moran, 2016).
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Students with anxiety disorders can often be late
for school or absent from school altogether.
Going to school can be a significant accomplish-
ment for anxious children. It is critical to en-
courage and urge these adolescents to go to school
(Moran, 2016).

To reduce children's anxiety, the focus should be
on tasks rather than on students' abilities. The
classroom should provide variety in learning,
challenge students and help set personal goals, ulti-
mately reducing competition between students and
creating a more supportive and respectful class-
room environment. For example, students may be
allowed to work in groups rather than individually,
as students are less likely to volunteer their respon-
ses when working individually (Moran, 2016).

An anxious student is advised to sit close to the
door so that he or she can easily exit the classtoom
if necessary and does not have to bring too much
attention to themselves by exiting (Moran, 2016).
Giving the child a permission slip allows the stu-
dent to leave the classroom when symptoms of
anxiety occur, without causing unwanted dis-
traction. This permission allows the student to
leave the classroom for 5 to 10 minutes in a safe
place with a person so that he or she can calmly
recover from the anxiety. The room and the person
should be thought through beforehand, and it
should be agreed whether this is the office of a
school counsellor, a nurse, a trainer or a special
needs teacher. It will also give the student access to
a toilet and water if necessary. It is also worth
mentioning that teaching elementary anti-anxiety
methods can also be helpful for anxious children
(e.g. breath control, redirection, desensitisation, etc.
- Mez6, 2024)

In conclusion, anxiety might make it harder for
students to demonstrate their true abilities. An-
xious students are more likely to arrive late or miss
alike
frequently underestimate and overlook the child-

school entirely. Teachers and parents

ren's fears and anxieties. Anxiety may not be a
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single trait; thus teachers should be aware of the
potential symptoms of an anxiety disorder. Addi-
tionally, more anxious students tend to lose
motivation and interest faster. Anxious students
may give teachers the impression that they are
unfocused, unmotivated, or disrespectful. Positive
teacher-student connections can help to alleviate
student anxiety in achievement situations.

Research methods
Research questions and objectives

This research aimed to find out in what way
anxiety is expressed at school, how anxiety affects e
educational activities and what kind of support to
offer to students with anxiety. The following
research questions guided this study:

1. How is anxiety expressed among 13-14-year-
old students when in school?

2. How does anxiety affect the 13-14-year-old
students' educational activities?

3. What kind of support should be provided to

students with anxiety at school?

Sample size

The sample was based on adolescents between
the ages of 13 and 14, to use purposeful sampling.
It was anticipated that approximately 100 consents
would be received from one specific school, given
its size and the greater number of 13—14-year-olds
than the predicted sample. However, only one pa-
rent's consent was obtained. Consequently, an
invitation to join and a consent form were sent to
various schools in Estonia. However, two respon-
dents were not between the ages of 13 and 14, and
two other responses were incorrect, preventing us
from using them. Consequently, the remaining 26
students were included in the data analysis. The
sample consists of 12 young men and 14 young
women.

88

The interview candidates were selected based on
the responses to the questionnaires completed by
the students. The initial intention was to interview
the most anxious students. However, they either
did not respond to the email or declined to be
interviewed due to feelings of anxiety. In total,
eight interviews were conducted: six of which were
oral via the Zoom platform, and two students
expressed a desire to substitute the oral interview
with a written one due to anxiety.

Method

Qualitative and quantitative research methods
were employed in this study. The combined
method of research has become an increasingly
accepted and utilised approach to conducting social
research (Bryman, 2012). Data were collected
through the use of a structured questionnaire and
semi-structured interviews, which were conducted
by a thematic interview guide. The questionnaire
consisted of 41 questions, of which 39 were mul-
tiple-choice and two were open-ended. The use of
closed questions allows for the collection of data
contingent on the responses provided, which may
result in the omission of crucial aspects of the
phenomenon under study. Conversely, open-ended
questions facilitate a more comprehensive range of
responses, necessitating the systematisation and
aggregation of these responses, which in turn in-
creases the complexity and time required for
processing and analysis (Ounapuu, 2014).

The questionnaire was divided into four sections:
expression of anxiety (five questions), anxiety trela-
ted to learning (21 questions), need for support
(four questions), and learning challenges (11 ques-
tions, two of which were open-ended).

Interviews are one of the most commonly used
data collection methods in qualitative research
(Ounapuu, 2014). In our study, we employed a
semi-structured interview, during which the inter-

viewer is aware of the sub-topics, but the questions
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and their order are flexible. During the semi-struc-
tured interview, it becomes evident what relevant
data will emerge and how it may be used in the
research. Thus, the interview begins systematically,
progressing openly and depending on the scenario.
Six students participated in the semi-structured
interview, while two students responded to the
interview in writing due to anxiety. Those who
participated in the written interview were sent 16

questions to answer.

Investigation procedure

A random sample of 26 schools was approached
and asked to provide parents with consent forms
to take part in the survey. Participation in the
survey was voluntary and anonymous. Sixty-two
parents gave their consent to answer the question-
naire and participate in the interview. Three parents
gave consent to complete the questionnaire but not
to participate in the interview. For ethical reasons,
students were not asked to indicate on the
questionnaire which school they attended.

Two days before the interview, eight questions
were forwarded to the participants to assist them in
preparation. Additionally, permission was reques-
ted to record the interviews, which was granted by
all interviewees. The interviews were conducted
between February and March 2022. The oral

interviews were conducted via Zoom.

Data analysis

The questionnaire responses were evaluated both
individually and as a whole. Due to the limited
sample size, it was not feasible to express the res-
ponses as percentages; Instead, a count of res-
pondents was used. Excel was employed to analyse
correlations to identify relationships between
anxiety and several different attributes (high,
medium, weak, or no association).

Thematic content analysis was used to analyse

the interviews and free responses. The advantage

&9

of thematic content analysis is that it is flexible
relatively straightforward and quick to use. It is
possible for insights to emerge during the data
analysis process that were not anticipated at the
outset. The data can be interpreted in a social and
psychological context (Braun & Clarke, 2000). The
textual data for our research are drawn from
interviews and questionnaire responses.

To transcribe the interviews, we used online
speech recognition. The interviews are coded
according to the order in which the students were
interviewed. Eight students participated in the
interview and the respondents are coded Al, A2,
.., A8. The quotations of the respondents atre
presented in italics.

Results

Expression of anxiety

The relationship between gender and anxiety was
examined, with no association found (£r=0.000...).
Students rated their anxiety levels at school on a
scale of 1 to 4. Of the respondents, 12 reported
feeling anxious often, 12 reported feeling anxious
rarely, one reported feeling anxious all the time,
and one reported feeling no anxiety at all.

Students were asked to rate on a scale of 1 to 5
the characteristics that characterise them, with a
choice of several answer options. The results
indicated that 11 students feel anxious when they
go to school, six students feel anxious when talking
to their classmates, 11 respondents feel anxious
when they have to talk to the teacher, and 17
students feel anxious when the teacher talks to
them in class and they have to answer. Twenty-two
respondents indicated that they experience anxiety
when undertaking assessed work. To ascertain the
specific characteristics that elicit this anxiety,
students were invited to select the options that best
reflected their experiences. The respondents were
of eight different
characteristics, which can be seen in Figure 1.

presented with a list
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Figure 1. Characteristics associated with anxiety (n=26).
Source: Tammende, Allmdie & Sild, 2024.

Restlessness

|
|
I ©

Palpitations

Characteristic

Dizziness

Sweating

I ©

Shivering

I s
None of the above N 4
sousness [N 4

Main

The manifestation of anxiety is individual, as
evidenced by the students' self-report. In the
interviews, students reported that they experience
physical symptoms such as sweating, trembling,
difficulty concentrating, and a sense of inability to
maintain a steady state. A7: Discomfort, nervousness,
sweating, hands, and feet shaking, inability to concentrate,
heart beating faster and breathing faster. A8: My anxiety is
even when I have to talk to a stranger, even a salesperson in
a shop.

The survey revealed that a significant proportion
of students drop out of school because of anxiety.
Seven students reported that they frequently feel a
lack of motivation to attend school or engage with
their lessons due to anxiety, while three students
that they this

consistently. In the interview, we inquired about

indicated expetrience feeling
instances where students had been absent from
school due to anxiety. A8: I have missed school becanse
my heart is pounding and my stomach hurts. Even before
some big test. A4: Yes, when we bad to do a presentation in
history once, I was absent from school that day so 1 wouldn't
have to do it in front of the class, so 1 did it afterwards
separately for the teacher. AG: I once didn't go to school for a
whole week becanse 1 didn't feel like 1 could, yeah, 1 was
home for a whole week.

Students rated their level of anxiety, which
demonstrated that over half of the respondents still
experience anxiety frequently and occasionally,

with only eight respondents indicating that they
rarely feel anxious. This was also evident from the
interviews, where students stated that they felt
anxious, either during some lessons or, for
example, before a test or presentation.

Figure 1 illustrates that anxiety manifests itself in
different ways in students, which is corroborated

by students' statements in the interviews.

Anxiety in relation to learning.

The students who participated in the survey
evaluated their academic performance. Of the
respondents, 13 indicated that they believed their
academic performance could be improved, while
12 rated their performance as satisfactory. One
student reported that their academic performance
was unsatisfactory. None of the students surveyed
rated their academic performance as excellent.

The relationship between anxiety and academic
performance was investigated, revealing a medium-
strength relationship (r=0.588) between the two
traits. Sixteen students claimed to have learning
difficulties. The relationship between anxiety and
students' self-assessment of whether their academic
performance would be better without anxiety was
investigated, resulting in a medium-strength
association (r=0.369) between these two character-
ristics. Al: My grades have gotten worse becanse of
anxiety. A6: Well, my grades have gotten very bad at the
moment, but 1 am trying to improve them now. Ad: We had
to do a presentation on bistory and then because of anxciety I
forgot things and I didn't dare to speak and then the teacher
took the mark down.

Students were required to rate on a scale of 1-4
whether their attention is distracted by anxiety at
school. One student indicated that they experience
this distraction constantly, six students indicated
that they experience it frequently, nine students
indicated that they experience it rarely, and 10
students indicated that they do not experience this
distraction at school due to anxiety. We found a
medium-strength association between these charac-
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teristics (r=0.623). In the interview, we asked
students to identify the factors that cause their
distraction in the classroom. A4: Sometimes 1 just get
lost in thought and then lose focus. A8: Boredom, becanse
the constant talking tires me and it's not interesting. Sitting
still isn't mry thing, sometimes the teacher mafkes us stand,
but that's nonsense too. A2: Being uninterested or tired of
the subject, lack of motivation.

We asked students if they felt their memory was
disturbed by anxiety at school. Of the respondents,
13 indicated that they frequently experienced this
phenomenon, 10 stated that they did not, and three
reported that it occurred rarely. The results indica-
ted a moderate correlation between memory and
anxiety (r = 0.610). A8: If I counld draw the subjects, 1
would remember them better, but it is forbidden. A5: Maybe
in the tests it could happen, for example, 1 don't know,
maybe 1 forget things.

In the questionnaire, students rated on a scale of
1 to 4 whether they felt their thinking was distur-
bed by anxiety at school. Two respondents indi-
cated that they felt this way all the time, nine
indicated that they felt this way often, six indicated
that they felt this way rarely, and nine indicated that
they did not feel this way. The interviews revealed
that students felt anxious when they had to answer
questions in front of the class or orally. Students
indicated that if they could not answer or under-
stand, they did not dare to ask for help. A4: I have
a girl in my class who has like really cragy anxiety. Some
teachers like to mafke her perform in_front of the class all the
time. She started crying once, in front of the class, so she
shouldn't be forced. A8: I'm afraid to answer loudly in class
and I'm very anxions when there's an exam or a test. Just
hearing about it makes me very nervous. 1 want to run
away, 1 don't want to go to school, ett.

The analysis revealed a medium-strength associa-
tion (r=0.642) between anxiety and being in front
of the class. Two students indicated that they do
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not experience anxiety when performing in front of
the class. Eight students reported expe-riencing
anxiety rarely, four students reported experiencing
anxiety often, and 12 students reported experien-
cing anxiety all the time when performing in front
of the class. The students were asked to indicate
whether distance learning tends to increase or
decrease their anxiety about their studies. 24
students answered that it tends to decrease their
anxiety, while two answered that it tends to
increase their anxiety. The relationship between
anxiety related to distance learning and active
communication in online lessons was inves-tigated.
A strong correlation was found between the two
characteristics (r=0.673). Five students stated that
taking part in and actively interacting with an
online class increases their anxiety. 21 students
indicated that participation in an online class tends
to reduce their anxiety. A2: The positive thing is that
you can choose when to do things and there are fewer things
to do in general, but the negative thing is that you have to do
them by yourself and you have to force yourself to do them.
A5: The negative was that I conldn't be in school very
mnch. A4: Distance learning is better, becanse then I like,
if we bhave to do a presentation for example, I don't have to
be in front of the class, at home nobody is watching me. AG:
Well, the positive thing is that 1 can be at home. The
negative is that everyone is sitting at home. Otherwise, yes, I
like being at home, but 1 would still like to go to school
becanse I wouldn't learn anything at home.

In addition, students pointed out that the
negative aspects of distance learning were not
being able to meet their friends, the difficulty of
understanding subjects and the many distractions
at home. The positive aspects mentioned by
students were that they could sleep longer during
distance learning and that they did not have to turn
on cameras.

We found that there was no correlation between
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anxiety and distance learning (r=-0.284). Two
students said that distance learning tends to
increase their anxiety while studying and 24
respondents said that distance learning tends to
decrease their anxiety while studying. We asked
students whether their anxiety increased when
other students looked at them (Figure 2). A4: I fee/
anxions when people look at me and when 1 am asked a
question. Sometimes also during a test.

Figure 2. Students' ratings of anxciety when looked at by
Sellow  students (n=26). Source: Tammemdae, Allmie &
Sild, 2024.

Increasing all the time _
Increasing often _ 5

Increasing occasionally _ 6
vain serease [

Level of anciety

Figure 3 illustrates the ratings of non-response in
class provided by students. The analysis indicates
that
(1=0.509) between anxiety and class non-response

(Appendix 3).

there is a medium-strength association

Figure 3. Anxiety and not responding in class (n=26).
Source: Tammemde, Allmde & Sild, 2024.

Always [ 2
oren [ 3
occasionally [

Regularity

We class students to rate on a scale of 1 to 4
whether they have any anxious thoughts during
learning activities. 13 students answered that they
tend not to. Seven said that they often do. Five
respondents said that they do not have any anxiety
and one student said that they have constant
anxiety. Al: Didn't feel anxious, but like these thonghts
Just wouldn't let me sleep, which they were. There is a
medium-strength association between anxiety and
worrying (r=0.472).

We looked at whether anxiety interferes with
students' ability to concentrate - for three it
interferes all the time, five often, 13 sometimes and
five never. Al: I didn't study for a long time; I didn't
participate in class because 1 just couldn't concentrate.

We investigated the association between anxiety
and non-participation in school, finding a medium-
strength association (r=0.617). Figure 4 shows
students' ratings of their anxiety and their class
participation. None of the respondents indicated
that they would leave things unsaid, unanswered, or
not done in class all the time because of anxiety.
AT: Yes, I have missed classes or tests. A1: You have to do
the work anyway, but it's best if you're there and don't do
anything. When I start to study, I get more anxious.

Figure 4. Non-participation due to anxiety in class
(n=26). Source: Tammemie, Allmae & Sild, 2024.

Always

Often I

Regularity

Occasionally I
v ever N ©

We asked students to rate whether they believed
their academic performance would improve if they
did not experience heightened anxiety. Two
respondents claimed they would certainly be better,
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nine said they would be slightly better, and six said
they would not be better.

Figure 5 shows students' responses to the
question of whether they avoid anxiety-provoking
situations in class. Three students said that they
avoid it all the time, and seven students said that
they often avoid situations that cause anxiety in
class.

Figure 5. Avoiding anxiety-provoking situations in school
(n=26). Source: Tammemde, Allmdie & Sild, 2024.

Always [ ;
Often I 7
Occasionlly
Main - Never [N ¢

Regularity

The students themselves reported that they
would perform better if they did not experience
Our
correlation between anxiety and academic per-
formance (r = 0.588). Additionally, 16 out of 26
respondents have learning difficulties. Further-

anxiety. findings indicate a moderate

more, our results demonstrate a moderate corre-
lation between anxiety and attention (r = 0.623)
and a moderate correlation between anxiety and
memory (r = 0.616). Students report feeling
anxious when they have to answer in front of the
class or orally. It can be argued that distance
learning has reduced students' anxiety in class. In
the case of distance learning, students mostly cited
difficulties in understanding the topics and a lack
On the
positive side, the fact that they are not seen by their

of sufficient interaction with friends.

classmates and do not have to answer questions in
front of the class was mentioned.
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Supporting a student with anxiety

We asked students if they had ever sought
professional help for anxiety. 21 students said they
had not and five said they had. Most of the
interviewees said that they did not want to or did
not dare to see a school psychologist. Al further
described: If was very difficnit to be at school and like
things were very difficult and other things were also quite
bad, with family and friends and at school. The class teacher
noticed this and referred me to a psychologist. It was good
that 1 conld talk to a psychologist, it was much better
afterwards. However, A6 said that going to a school
psychologist was not for them, because talking
about the problem could risk confidentiality. A6:
And then 1 don't want the whole school to know and
sometimes conld be taken out of class to talk about these
things.

Interviews revealed that students tend to confide
in very few friends about their anxiety. It appeared
that they would rather discuss their anxiety with
friends who are also experiencing it than with other
adults who may not fully comprehend their
expetiences. A6: Well, I have a friend with whom 1 talk
about it. Lifke whom we talk to becanse others don't seem to
have it and then like we don't want to talk to them becanse
their lives are different than onrs. My mom doesn't think 1
have an anxiety disorder, she just thinks 1 have that teenage
look. Like I had a cold and a congh at the same time and
then they looked for another excuse not to say that's why.
They always look for other reasons and try not to think
about such things.

Of the eight interviewees, three students stated
emphatically that they did not want the teacher to
know that they were experiencing anxiety in the
classroom. In the questionnaire, we asked them to
share their views on what they would like teachers
to know about student anxiety. One respondent
wrote: 'Sometimes 1 feel uncomfortable being in front of
the class (I have a hard time seeing sometimes even with my
Slasses on, I also sometimes get very hot in the bead and feel
heavy in the head). In addition, one student replied:
Teachers conld know more about ADHD and dysgraphia.
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It was also stated that: I don't like to answer in front of
the class. In the questionnaire, the students also
asked what they thought teachers could do
differently:
- To have them present to the class less frequently.
- Ask students if they want to answer something in
[front of the whole class.
- To understand when a student has problems and
Is afraid to tell others about them.
- Question all 35 students in turn, not just a few
specific ones with lower grades.
- There conld be a nature corner at school with fish,
plants, etc. 1t would be a good place to relax.
- Not to scream so much!
- Less worksheets.
- Abnswering from my seat.

A4: To have a teacher come and comfort you and say it's
not that bad and that nobody really cares. A6: I don't
think there's much the teacher can do. Adults say that
everyone has been through it and that it's not a bad thing,
but its like they don't really seem to understand how others
Jeel.

We also asked interviewees to describe their ideal
classroom and where they would like to sit in it.
Al, A2, and A4 described that they would like to
sit at the back of the classroom. A8: There could be
green plants in the classroom, sunlight, and comfortable
chairs. Windows and doors are ok but too much stuff in the
classroom is distracting, A2: I like to look out of the
window but for some reason, 1 am usually by the door all the
time in the classroom.

We asked students what ways they use to cope
with their anxiety. Al: I used nicotine for a long time
when 1 had anxiety disorders. Then 1 wasn't so anxions,
like 1 can't explain, it kind of took my mind elsewhere and
stuff: During breaks, we went on smofke breafks with friends,
and during classes, I used nicotine pads. A3: Well, I start
thinking about other things. 1 don't know, I'm thinking
about my great-grandmother who 1 haven't seen for a long
time. 1t calms me down; my breathing gets slower then too.
If's like it helps me to think about a dear person.
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Each student has his or her way of coping with
anxiety, for example, A4 will play with his or her
jewellery or sweatshirt laces. In addition, A5
pointed out that she breathes in and out calmly and
reassures herself that everything is fine. A2: I'// draw
in a notebook somewhere. Or 1 go to the toilet to calm down.
A8 would ask the teacher for permission to go to
another room to calm down. A8: And if I need to go
to calm down, 1'll say I need to go and 1I'll be allowed, even
5 minutes wonld save the day.

In addition, we asked students how they would
support fellow students if they saw them feeling
anxious. A8: I say everything will be fine and my friends
think of me as their therapist. A3, A4, A6, A7 would
try to comfort the anxious student and talk to them
calmly, reassuring them that everything will be OK.
AL don't know if I should let them be alone so they can
think and calm down or rather involve them, for example, if
we go to play basketball, to invite them too. A2: 1 wonld
ask if I can help and if they want to be alone or if they
want to talk.

The responses of the students indicated that they
do not seek the assistance of a specialist at school
due to a lack of confidence in adult support.
Additionally, some respondents expressed uncer-
tainty regarding the presence of professionals at
school who could assist. Adolescents tend to
discuss their anxiety with their friends who are
difficulties.

revealed a strong correlation between anxiety and

experiencing similar Our findings
problematic anxiety (r = 0.744). In their responses,
students indicated that teachers should question all
students with equal frequency. Furthermore, one
respondent stated that even a brief period of
solitude within the school environment would be

beneficial.

Discussion
The that
experience anxiety at school. They experience

survey results indicated students

anxiety at school, either often or sometimes.
Bourne (2012) notes that anxiety can manifest itself
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in a variety of forms with different degrees of
intensity. Additionally, the author describes various
symptoms of anxiety, including breathlessness,
palpitations, shivering, sweating, nausea or an
uncomfortable feeling in the stomach, numbness,
dizziness or a feeling of insecurity. These symp-
toms were also described by the students, both in
the questionnaire and during the interview. It can
be assumed that all symptoms do not have to co-
occur, but are individual for each student. In their
studies, Deardorff et al. (2007) and Khesht-Masjedi
et al. (2019) found that girls feel more anxiety than
boys. Our study showed that there is no relation-
ship between gender and anxiety.

The interviews revealed that students feel that
adults do not understand them. According to the
students, adults believe that anxiety is a normal part
of adolescence and will resolve itself. Research
indicates that both teachers and parents tend to
underestimate students' fears and anxiety and fail
to recognize them (Kikas, 2010). Junttila (2016)
argues that adverse developments may already lead
to a more serious diagnosis, such as social phobia.
Social phobias may manifest in late childhood or
adolescence and, if left untreated, may persist
throughout adulthood
(Bourne, 2012). Research has indicated that some
students experience anxiety already on their way to

adolescence and early

school. The majority of the students in the study
reported feeling afraid to perform in front of the
class, with a significant number of them missing
school or lessons as a result. They also reported
feeling anxious when talking to classmates or
teachers. In addition, they also reported feeling
anxious when doing assessed work. It can be
argued that social phobia is present in schools.
Bourne (2012) has identified three key areas of
concern: a fear of being in a public place, a fear of
being watched and a fear of taking exams. Fear of
being silly or boring in front of others can lead to
avoidance of social interaction or situations where
one might be under supervision (Galanti, 2021).
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Interviews revealed that one student goes to the
toilet when anxious at school, but stated that
anxiety is not a problem for them. It can be
concluded that students believe that they must
cope with their anxiety independently, as many
young people and adults lack a general under-
standing of the nature of anxiety. One student
openly admitted in the interview that they had star-
ted using nicotine at the most anxious time. The
students described going outside to smoke with
their friends during break times and also using
nicotine patches during lessons to reduce anxiety.
It is important to note that nicotine use also
decreased during less anxious times and that people
were more likely to go out with friends to play
basketball during breaks.

One of the objectives of this study was to inves-
tigate the relationship between anxiety and aca-
demic performance. Our findings indicate a strong
correlation between anxiety and problematic an-
xiety as rated by the students themselves (+=0.744).
In the survey, students were asked to rate their
academic performance, and the results indicated
that they believe their academic performance could
be better. The students' responses demonstrated
that anxiety has caused their grades to decline.
However, the study revealed that there is no
correlation between anxiety and learning diffi-
culties.

Interviews revealed that students experience
anxiety when they are required to answer questions
in front of the class or orally. Additionally, students
indicated that they are hesitant to seek clarification
from the teacher if they do not comprehend the
task. A child who is confident in their ability to do
well on a task feels secure and knows that nothing
will happen even if they get the wrong answer may
not experience significant anxiety in a particular
performance situation (Kikas, 2010).

The majority of students claimed that distance
learning reduces their anxiety. There was a strong
correlation bet-ween distance learning and being
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active in an on-line class (r=0.673). For instance, in
the interviews, students indicated that they derived
enjoyment from participating in the online class
when they were not required to activate the
camera. Additionally, students' responses demon-
strated that they felt secure in their homes because
they were not compelled to respond in front of the
class. Lillepea and Saaremie's (2021) study also
indicated that distance learning was suitable for
those who experienced discomfort learning in a
group distracted by
interaction with fellow students. Conversely, the

large and were social
students in the interviews highlighted the negative
aspect of being unable to meet their peers at
school.

The findings of our research indicated that there
is no corre-lation between anxiety and learning
difficulties. The authors have reached a similar
conclusion in other studies. For example, Khesht-
Masjedi et al. (2019) found a strong negative
correlation between academic achievement and
anxiety and depression.

Another objective of this study was to figure out
what sort of assistance could be offered to students
with anxiety at schools. The findings of the survey
indicated that students do not seek the services of a
specialist due to anxiety. Instead, they prefer to
consult with their friends who are also grappling
with anxiety, rather than other adults who may not
fully comprehend their condition.

The interviews revealed that there is a risk of
breaching confi-dentiality when consulting a school
psychologist. This underscores the crucial role that
adults play in creating a supportive and safe
psychosocial environment for students. This im-
plies the creation of a welcoming and secure envi-
ronment for students, in collaboration with
relevant stakeholders (Ministry of Social Affairs,
2020). Additionally,
uncertain the

personnel at their educational institutions.

some
availability of

respondents  were

about support
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Both in the questionnaire and in the interview, it
emerged that students need time alone at school at
certain times. The response showed that even five
minutes of alone time would help students to cope
with anxiety. Moran (2016) also recommends that
students should be allowed to leave the classroom
when they feel anxious.

Allowing the student to leave the classroom for 5
to 10 minutes to go to a safe place allows the
student to recover from anxiety in a calm environ-
ment, including using the toilet and drinking water.
Students said that they feel anxious when they get a
negative grade in school. It was pointed out that
the assessment of students should not always be a
graded assignment, but that other forms of
assessment could be used. To reduce students'
anxiety, the focus could be on the tasks rather than
their abilities (Moran, 2016). Students indicated in
their responses that they would bring a pet to
school to reduce anxiety. Also, students felt that
there could be a natural corner at school where
they could sit quietly and be alone.

Students stated that having too many things in
the classroom is distracting. In addition, it is
important for students that teachers ask different
students to answer questions at equal intervals.
Participants also claimed that it would reduce their
anxiety when answering questions if the teacher
supported them with guiding questions and, above
all, understood that the students had forgotten
what they had learnt. More anxious students tend
to lose track of the task and, consequently, their
motiva-tion and interest more quickly. Often these
students can give adults the impression that they
are inattentive, unmotivated and disruptive (Kikas,
2010).

Moran (2016) recommends that teachers ensure
that students have the option of sitting near the
door so that they can exit the classroom quickly if
necessary. In interviews with students, we explored

how their seating position in the classroom affects
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their learning and anxiety. All students stated that
the seating is important for them and that it is
important that the teacher is not too close to them.
Students prefer to sit at the back of the class rather
than in the middle.

The results of our survey indicate that schools
and teachers should imple-ment the following
recommendations to support students with anxiety:

1. Raise teacher and student awareness of an-
xiety symptoms and causes. For example, a
special needs instructor can explain how
worry affects learning.

It is critical to detect indicators of anxiety
early on, to determine what is causing worry
in students, and to involve other specialists as
needed.

Create a safe learning atmosphere in which
making mistakes is a normal part of the lear-
ning process and seeking assistance from the
teacher is acceptable.

Students with anxiety should be able to select
the ideal seat for them, as this helps them
commit to their learning.

Create an environment in the classroom that
promotes autonomy. Teachers, for example,
might support their students' psychological
needs and interests by encouraging and
explaining the significance of the learning
activities they give.

Teachers should diversify their teaching by
discovering new ways to test students' know-
ledge and questioning them at regular intervals
throughout class.

Follow the norms of ethics and confiden-
tiality at school.

Introduce students to professionals in the
school who can offer support to anxious
students if needed. Provide students with
information on where the support specialists'
offices are located, when they are available
and what questions they can be contacted

about.
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9. Create a peaceful and comfortable space for
students to be alone at school. Anxious kids
require a space where they can relax or be
alone. This room or location should be

discussed with the students in advance.

Limitations

The limitations of the survey include a small
sample size and low response rates from schools.
Future studies could be expanded to include a
broader target group, such as students aged 13 to
18, and parents and teachers of these students
could be interviewed. Subsequent research could
also include students whose anxiety interferes with
their daily lives.
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TARSADALMI FELELOSSEGVALLALAS A MAGYAR FELSOOKTATASBAN:
A LORANTFFY ZSUZSANNA MENTORPROGRAM
A NEMZETI KOZSZOLGALATI EGYETEMEN 1.
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Bir6 Fva és Korpics Marta (2024): Tarsadalmi felelgsségvallalds a magyar felsGoktatasban: a Lorantffy
Zsuzsanna Mentorprogram a Nemzeti Koézszolgalati Egyetemen 1. Kiilinleges Bandsmdd Interdiszeiplindris
Jfolydirat, 10(3), 101-114. DOL: https://doi.org/10.18458/KB.2024.3.101

Absztrakt

A Nemzeti Kézszolgalati Egyetem (tovabbiakban: NKE) elkételezett a tarsadalmi felelGsségvallalas
irant. Ennek egyik formaja az Onkéntesség, amely tarsadalmi bedgyazddasanak hazankban hianyos a
kultaraja (Fejes, Kelemen és Szics, 2016). Tanulmanyunk a NKE-n jelenleg is zajlé mentorprogram elsé
id&szakanak eredményeit mutatja be, amelyben az egyetemi polgarok online formaban heti rendszerességi
tantargyi segitséget nydjtottak erdélyi gyermekvédelmi kézpontok lakdi részére. A program elsGdleges
célja, hogy a személyes egyéni kapcsolatok kialakitisan 4t az extrakurrikularis tevékenység egy olyasfajta
hatranykompenzacié és pszicho-szocialis partfogas legyen (Barath, 2016,), amely segiti a nehézsorsa
fiatalok iskolai teljesitményének javulasat, hosszu tavon lehetéséget ad olyan megkiizdési stratégiak
kialakitasara, amelyek timogatjak a résztvevéket az életiik tudatos kezelésében és a tovabbi boldogulasban
(Sz6tsné és tsai, 2007). A 2022/23-as tanév tavaszi félévében a program pilot szakaszaban hirom gyer-
mekotthon 36 névendéke vett részt, akiknek modszertani fel-készités utan 28 mentor nyujtott tanulas-
tamogatast. A mentoralds heti rendszerességgel valosult meg az igényelt tantargyakbdl, illetve az ehhez
kapcsolédé tanulasmoédszertani tanacsadasbol. A mentori munkahoz biztositott volt a folyamatos mod-
szertani tanacsadas és a tapasztalatcsere. A tevékenységrél minden mentor haladasi naplét vezetett. A
program végén egyéni és fokuszcsoportos kiértékelés zajlott minden résztvevsi csoportban. A pilot ku-

tatas eredményeit két részletben mutatjuk be. Az elsé tanulmany a szakirodalmi kutatist és a program
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egyetemi hatterét mutatja be. A masodik tanulmany tartalmazza a kutatds eredményeit, a diszkussziot és
tovabbi tervezett 1épéseket.
Kulcsszavak: tarsadalmi felelGsségvallalas, felsGoktatas, Onkéntesség, indirekt kompetenciafejlesztés
Diszciplinak: neveléstudomany,

Abstract

SOCIAL RESPONSIBILITY IN HUNGARIAN HIGHER EDUCATION: THE ZSUZSANNA
LORANTFFY MENTORING PROGRAMME AT THE NATIONAL UNIVERSITY OF PUBLIC
SERVICE 1.

The National University of Public Service is dedicated to social responsibility. One of its forms is
volunteering, a cultural aspect that is lacking in the societal embedding in our country (Fejes, Kelemen és
Szlcs, 2016). The study presents the results of an ongoing mentoring program at NUPS, where university
members provided weekly subject tutoring online for residents of child protection centers in Transylvania.
The primary goal of the program is to provide a form of compensation for disadvantages and psycho-
social care through the establishment of personal connections (Barath, 2016), aiding in the improvement
of academic performance for underprivileged youth. In the long term, it aims to provide opportunities for
the development of coping strategies that support participants in breaking through and achieving further
success (Sz6tsné és tsai, 2007). In the spring semester of the 2022/23 academic year, three children's
homes had 36 students participating in the pilot phase of the program. After methodological training, 28
mentors provided assistance. Mentoring took place weekly in the requested subjects, including related
study method counseling. Among the mentors were students, university lecturers, and functional staff,
Continuous methodological counseling and experience exchange were provided. Each mentor kept a
progress diary. At the end of the program, individual and focus group evaluations were conducted for all
participant groups. The results of the pilot research are presented in two parts. The first presents the
literature review and the academic background to the programme. The second paper will present the
results of the research, the discussion and further steps planned.

Keywords: volunteering, higher education, indirect competence development, social responsibility.

Discipline: pedagogy

Jelen tanulmany célja, hogy bemutasson egy
olyan alulrél szervez6dé Gsszefogast, amely halmo-
zottan hatranyos helyzetd gyermekek tanulastimo-
gatasat és tarsadalmi hatranyai lekizdésének timo-
gatasat tlzte ki célul. A program djszerlisége abban
rejlik, hogy az infokommunikacios eszkozok segit-
ségével t6bb, mint 600 km-t és egy orszaghatart
atfvelve, budapesti egyetemistdk, illetve egyetemi
munkatarsak k6z6s Gsszefogasban nyujtanak segitd
kezet kilonb6z6 erdélyi gyermekotthonok nevelt-
jeinek. Az alabbiakban egy mikods jogyakorlat
megosztasat, annak mentoralt gyermekekre és

mentoralé hallgatékra gyakorolt hatdsait irjuk le az-
zal a nem titkolt szandékkal, hogy ezt a mintat mas
hazai felsGoktatasi intézmények is atvegyék, akar
kiilhoni, akar belf6ldi célcsoportot valasztva tevé-
kenységiik alanyaul, illetve, hogy a program a szak-
mai visszacsatolasok hatdsara folyamatosan fej-

16djén.

Szakirodalmi attekintés

A korai iskola elhagyas (Early School Leaving) je-
lensége az Eurépai Unidban hasznalt egyik fontos
fogalom, amely az utébbi években valtotta fel a
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korabban hasznalatos lemorzsolédas fogalmat
(Martonfi, 2014). A téma kutatasa globalis és sokré-
td, figyelemmel van a probléma tarsadalmi gySke-
reinek feltérképezésére is (Bodonyi, Hegedlis &
Fekete, 2015; Fehérvari 2015; Fehérvari és tsai,
2018; Lyche, 2010; Rumberger 2012). A jelenség
»definicidéja majdnem teljesen egzakt: azon 18-24
évesek aranyat méri a teljes korosztilyon belil,
akiknek nincsen ISCED 3-as szintd végzettsége, az-
az sem legalabb szakmunkas szinti szakképzettsé-
ge, sem érettségije, és nem is vettek részt semmi-
lyen oktatasban a felmérést megel6z6 négy hét-
ben.” (Martonfi, 2014, 36. ) A korai iskolaeclhagyas
kovetkezménye az alacsony iskolai végzettség a
tovabbtanulasi lehet6ség besztkiilése és bizonyos
esetekben a kriminalizal6das veszélye is fennall.

Az OECD altal hasznalt masik mutaté is fontos
jelz6je a problémanak, ez pedig a NEET (Not in
Employment, Education or Training), amely annak
a rétegnek a nagysagat jelzi, amelynél valészindsit-
het6en az oktatasbol nem térténik meg a munka-
erépiacra valé belépés. A probléma mdégott szamos
ok talalhat6, de a szakirodalom egyre inkabb az
egyéni életutak beazonositasaban latja az okokat,
hiszen minden iskolaelhagy6 didk egyedi élettérté-
nettel rendelkezik, amelyet az illeté személyisége,
szociokulturalis kérilményei, az élethelyzete, az is-
kolarendszer és a tarsadalmi kdrnyezet egésze befo-
lyasolhat (Mihalyi, 2015). Az Eurépai Bizottsdg té-
(EC Thematic
Working Group on Early School Leaving) szektor-

maval foglalkozé6 munkacsoportja

kozi (oktatas-képzés, foglalkoztatds, egészségigy,
szocialpolitika) egylittmikodéssel latja megel6zhe-
tének, kiklszobolhetének a jelenséget (Szegedi,
2015). Az iskolai el6rehaladas tamogatasa és a to-
vabbtanulasra valé Osztonzés kulcsfontossaga té-
nyezGk a szegénységbdl vald kilépés szempontjabdl
(Boreczky, 2000, Ferge, 2001, Varga, 2015). A
,hagyomanyos” iskola a hatranyos helyzetd és ki-
sebbségi 1étben €16 tanuldk sajatos sziikségleteihez
kotlatozottan vagy egyaltalan nem alkalmazkodik

megfelelGen, ezt egy eltérd szemléletl intézmény,
vagy program ellensilyozhatja (Kerényi, 2005).

Az iskolai eredményesség kontextusfiigedségét
szamos kutatds és tanulmany igazolta. A kutatasok
arra utalnak, hogy a tanuldi teljesitményt a csaladi-
tarsadalmi hattér mellett az iskolai tanulasi kérnye-
zet és az iskolai légkor is meghatarozza (Cohen és
tsai, 2009, Lannert, 2006; McMahon, Wernsman &
Rose, 2009; Pusztai, 2009, Sz€ll, 2015). A kutatasok
kezdetét Coleman (Coleman és tsai, 1966) 1966-
ban publikalt, sok vitat kivalté kutatdsi eredmé-
nyeinek megjelenéséhez lehet kotni, hiszen a szerzé
és munkatarsai vizsgalatanak fokuszaban az iskolai
hatas és a tanuldi teljesitmények kapcsolata allt.
Fehérvari részletes attekintést nyujt a téma kutatas-
torténetérél és annak eredményeirdl (Fehérvari,
2016). A vizsgalatok egy része érinti az oktatasi
egyenlStlenségek és a méltanyossag témakorét. Be-
nito és tarsai 2014-ben publikaltak a tizenhat orsza-
got Osszevets vizsgalatuk eredményeit. A szerzGk
ramutatnak, hogy az iskolai szegregacié megsziin-
tetése noveli az esélyegyenlséget, de az eredmé-
nyességre gyakorolt hatasra t6bb tényezé is befo-
lyassal lehet, {gy ennek mutat6i orszagonként val-
tozhatnak (Benito és tsai, 2014).

Fehérvari (2016) hazai kérnyezetben vizsgalja az
iskolai eredményesség dimenziéit hatranyos hely-
zetl didkok iskoldiban. Magyarorszag viszonylata-
ban ugyanis erés kapcsolat van a csaladi hattér és a
tanuldi teljesitmény ko6zott (Andor & Liskd 2000,
Balazsi és tsai, 2014) és kutatasok arra is ramutat-
tak, hogy az iskola nem csékkenti a szociokulturalis
kiilénbségeket, hanem néveli (Balazsi & Horvath,
2011). A modszertani tudatossag is novelheti az
esélyegyenlGséget, Kézdi és Suranyi (2008) az
integralt pedagdgiai rendszer alkalmazasanak sike-
rességét mutatjak be hatranyos helyzetl és roma
tanulok kapcsan. Varga (2015) az inkluziv pedagdé-
glal hatasossigat bizonyitja, mig Széll (2015) az
Orszagos kompetenciamérés eredményeit és hattér-
kérdoivel alapjan allapitja meg, hogy a kedvezGbb
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iskolai 1égkdr hozzajarul a sikeresebb tanuldi telje-
sitményhez.

A jelenség okai kozott nagyon sok hasonldsag
van nemcsak regiondlis, de globalis szinten is. A
probléma leginkabb a kozépfoku végzettség meg
nem szerzésében jelenik meg, ezt a hazai adatok is
alatamasztjak. A kutatisok alapjan azonban egyér-
telmten kijelenthetd, hogy a beavatkozasoknak mar
sokkal korabbi szinten meg kell jelennitik, hiszen a
korai felismerés és a prevencié jelenti a megoldast a
problémara. Azok a fiatalok, akik nem tudjak meg-
szerezni a piacképes ismereteket és tudast, valoszi-
nusithetéen tovabbra is a gyerekkorukat jellemzé
kilatastalansagban ragadnak. Figyelemremélté példa
a Harlem Children Zone program, amelynek célja
eredetileg a kall6dé harlemi fiatalok tanuldsanak
tamogatasa volt, amelyhez nagymértékben hozza-
jarultak az iskolai kereteken kivil szervezett okta-
tasi és kozOsségépits tevékenységek. Tanulsigos,
hogy a fiatalok nagy része a program szervezettsége
ellenére kimaradt a programbdl, azt a kutatasok
azzal magyaraztak, hogy a tinédzserkor mar tul
késé a beavatkozasra. Egy magyarorszagi program
eredményei (Gyermekjové Adaptaciés Munkacso-
port 2011 Gyermekjévé program. A HCZ program
adaptaciéja Magyarorszagon) is hasonld iranyba
mutatnak, a program végeztével a résztvevok
visszakeriiltek a munkanélkiliségbe. A hazai gyer-
mekszegénység elleni stratégia (Legyen jobb a gyer-
mekeknek. Nemzeti Stratégia 2007-2032) a korai
életkorban t6rténé komplex beavatkozast tartja
megfelelének, amelyben a szakemberek, a szolgal-
tatasok, a csalad egyiittmiikédése lenne az optimalis
a hatékonysag érdekében.

Az intézményt a kézéppontba allité megkdzelité-
sek még inkabb rairanyitottak a figyelmet a tanuloi
eredményességgel foglalkoz6é kutatasok fontossa-
gara. Az iskolai végzettség megszerzésének tamoga-
tasa egyben készségfejlesztés is, ami szerepet jatszik
az iskolai elvarasoknak val6 megfelelésben, de a
tudatos életre vald felkészilésben is. A tanuldi be-
(student kutatasaval

vonodas engagement)

kapcsolatos eredmények erés hatdssal vannak a
téma vizsgalatara, hiszen ez a tényez6 lehet az egyik
legfontosabb a lemorzsolédds megel6zésében
(Ames, 1992, Imre 2015). A tanuléi bevonddas
teriilete sokrétli, befolyasolhatjak az érzelmek, a
viselkedés és a kognitiv jellemz8&k egyarant, de a
motivacié is szerepet jatszik (Buda, 2017, Skinner
és tsai, 2013) A motivaciés modell a t6bbi tényezs
fontossaga mellett felhivja a figyelmet a tarsas kor-
nyezetbdl érkezs, tamogaté interakcidk fontossa-
gara is. Kiemeli a pedagégusok timogatd szerepét
(Skinner és tsai, 2013).

Szakpolitikai szinten is el6térbe kerilt a kérdés,
az unios javaslatok kiemelték a szervezeti kulturat
és a probléma figyelemmel kisérését. Az OECD
Equity and Quality (OECD, 2012) cim@ kiadvanya
is hasonlo javaslatokat fogalmazott meg, a 10 ajan-
las kozil 6t érintette az intézményi szintet. Az Eu-
répa 2020 Stratégia 6t célkitlizésébdl ketté érinti
kutatasunk témdjat, az egyik az oktatds teriilete, a
masik pedig a szegénység/tirsadalmi kirekesztett-
ség mutatéinak megvaltoztatasa. Ez ut6bbi terilet-
hez a kormany is fontos vallalasokat tett. A stra-
tégia egyik célkitlzése az volt, hogy a korai iskola-
elhagyok aranyat 2020-ra tiz szazalékra csékkentse.
Ennek elérése a legtobb EU allamban sikertilt is,
Magyarorszagon nagyon kilénb6ézéek a tertleti
aranyok. 2024 aprilisiban jelentette meg a Kozgaz-
dasagi és Regiondlis Tudomanyi Kutatékézpont a
kézoktatas indikatorrendszere 2023 cimmel a 2015
Ota rendszeresen vizsgalt mutatok mentén folyo
kutatasanak eredményeit (Varga, 2024). Témank
szempontjabol az iskolai eredményesség vizsgalat
indikatorai az érdekesek, de szamos olyan adatot
kozolnek, amely érinti azokat az altémakat, amelyek
befolyassal vannak erre a mutatéra. 2010-ben
10.8% volt a korai iskolaclhagydk aranya. 2010 és
2022 koz6tt az indikator értéke emelkedett, majd
2022-ben elérte a 12,4%-ot a teljes vizsgalt kor-
osztaly vonatkozasaban. A kiilonb6z6 demografiai
mutatok ennél aggasztébb adatokat is mutatnak. Itt
féként a teriileti vonatkozasok érdekesek. Budapest
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az BEU stratégiai célkitlzéseinél jobb mutatokkal
rendelkezik, a megyei jogt varosok szintén. A leg-
nagyobb arianyban a koézségekben és nem megyei
jogu varosokban nétt a korai iskolaelhagyék aranya.
Mig a nem megyei jogu varosokban 2010-ben
10,15% volt az aranyuk, addig 2022-ben 11,64-re
emelkedett. A kézségekben 2010-ben 16 szazalék,
mig 2022-ben 19%, ami t6bb mint kétszerese az
EU iranyelveknek. A megyék kozotti kilénbségek
is figyelemre méltéak, Nograd megyében 2022-ben
a korai iskolaelhagyok aranya elérte a 35%-ot, de 20
szazalék kozelében volt az arany Borsod-Abauj-
Zemplén, Szabolcs-Szatmar-Bereg, Somogy és He-
ves megyékben is (Varga, 2024, 326-327).

A tanuléi eredményességre egyértelmd hatassal
lehet a kilénb6z6, extrakurrikularis foglalkozaso-
kon val6 részvétel. ,,Az un. szervezett tevékenység
Osszefoglalé megnevezést a strukturalt megvaldsi-
tas, a feln6tt biztositotta feliigyelet és a készség-
fejlesztési hangsulyok jellemzik.” (Imre 2015, 76).

Az ilyen tipust foglalkozasokon valé részvétel
Onkéntes és hozzaférés-fiiggs, ami gyengiti ezen
formak iskolai eredményességre gyakorolt hatasat.
Ezek a tevékenységek sokfélék lehetnek, orszago-
sak, helyiek, de akar az iskolak, vagy egyéb szerep-
16k altal szervezett formak is idetartozhatnak. A
szervezett tevékenységekben valé részvétel j6 ha-
tassal van a fiatalokra, hozzdjarul a tanulasi ered-
ményességhez, segiti a kudarcok feldolgozasat (Ma-
honey és tsai, 2005, Imre 2015, Pusztai, 2009,
Juroven és tsai, 2013). A tanulastimogatas tortén-
het mentoralasi keretben is, ami a fentiekben ismer-
tetett formak mellett egy masik lehet6ség. A men-
toralas altalanos vizidja szerint (Rhodes, 2002) a
fiatalokat hozza kell segiteni ahhoz, hogy sikeres —
és nem csupan problémamentes — felnéttekké val-
janak. Ebben a folyamatban fontos a személyes
egyéni kapcsolatok kialakitdsa, amivel a mentor
olyan komfortzénat tud teremteni a fiatal szamara,
amelyen belil szamos fejleszté tevékenység megva-
l6sulhat (pl. érzelmi jollét, tarsas készségek fejlesz-
tése, kulturalis tevékenységekben valo részvétel)

(Kallai, 2015). Ennek kulcsa az a személyek kézott
lezajl6 interperszonalis folyamat, amelyben egy sze-
nior vezet$ egy junior vezetetthez tud kapcsolédni
(Russel & Adams, 1997).

Magyarorszagon a fiatalok tanulasanak timogata-
sara jottek létre a tanodak (Barath 2016, Barath és
tsai, 2019, Fejes, Kelemen & Sztics 2016) és a Ta-
nitsunk Magyarorszagért mozgalom (tovabbiakban
TMO) is hasonl6 célkitizésekkel dolgozik (Andl és
tsai, 2020, Boda & Horvath 2021, Horvath 2022).
A programok sokszor nehezitett kérilmények ko-
z6tt mikoédnek, mégis tudnak eredményeket felmu-
tatni. Ezen programok célja a strukturalt és egyéni-
leg titemezett extrakurrikularis, tehat az alapvetd is-
kolai oktatast kiegészité tevékenységvégzés altali
fejlesztés.

A t6bb mint szaz telepilésen jelenlévé TMO
program célja kettds: elsGdlegesen a kistelepiilése-
ken €él6 altalanos iskoldsok tdimogatisara Osszpon-
tosit, segitve Sket a tanulmanyaik sikeres elvégzésé-
ben, masodlagosan a program a kélcsénds tanulds-
ra, egymas tamogatasara, valamint a magyar k6zos-
ségek megerdGsitésére fokuszal (Andl és tsai, 2020).
A TMO 2018 decemberében indult, az Onkéntes-
ség Vilagnapjan. 2023-t6l a program atkeriilt a
Nemzeti Tehetség Programhoz, amely a Tanitsunk
Magyarorszagért Alapitvannyal makodik egyltt a
mentoralas koordinalasaban. 2023-ban 21 egyetem
és tobb mint 100 altalanos iskola dolgozott egyiitt.
A hal6zat lehetGséget ad az egyetemistak szamara a
mentori timogatdi szerep megtapasztalasara, tObb
ezer altaldnos iskolas didk pedig segitséget kaphat a
tanulasban. A célcsoportot a kistelepiiléseken €16
altalanos iskolas tanulék alkotjak. A program leg-
fontosabb hozadéka, hogy ezen didkok szamara
kinyitja a vilagot és motivalja Sket az élet szamos
teriletén. A programba bekapcsolédé mentorok-
nak a feladatuk, hogy bemutassiak a didkoknak a
telepilésen tali vilag kilénb6zé lehetéségeit és
intézményeit, példaul az allatkertet, a muzeumokat,
a kozépiskolakat és a vallalkozasokat. A mentorok
segitik a didkokat abban, hogy felismerjék és
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kihasznaljak a szamukra elérhet§ lehetGségeket,
adodjon az a szakmaszerzés, az érettségi, a tovabb-
tanulas, a sport, vagy éppen a mivészetek terén
(Kocsis & Bocsi, 2022).

A TMO program egyetemi hasznosulasanak vizs-
galata nemcsak a program sikerességét, de a hall-
gatéi mentoralds eredményességét is bizonyitja
(Andl és tsai, 2020, Boda & Horvath, 2021,
Horvath, 2023) A program mentorai korban na-
gyon kozel allnak egymashoz, néhany év valasztja el
Oket (Karcher & Berger, 2017, Mayer, 2010). A
PTE-n zajlé mentorprogram sajatossaga, hogy az
egyetemen tanulé hallgaté hasonlé tarsadalmi hat-
térrel rendelkeznek, mint az altaluk mentorlt dia-
kok (Andl és tsai, 2020, Pusztai 2015, Boda &
Horvath, 2021). A mentorok tevékenysége révén a
kisiskolasok megtapasztalhatjak a k6zdsség tamo-
gaté erejét. A mentorok mintaként szolgalhatnak a
didkok szamara és olyan terlileten nyujtanak segit-
séget a hatranyos helyzetd térségekben, amelyeket a
csaladok és a kornyezet nem tud biztositani a dia-
koknak. A programban nem egyéni, hanem csopor-
tos mentoralas zajlik (Jones 20106), egy mentor hall-
gatéhoz atlagban 3-4 felsé tagozatos didk tartozik
(Horvath, 2022). A mentoralas tipusat tekintve ko-
z6sségi és helyhez kotott. Az egyetemi hallgatéknak
minden egyetemen részt kell vennitik egy mentori
felkészité kurzuson. Ha ezt sikeresen teljesitik,
megpalyazzak a mentori lehet6séget és Osztondijas
hallgatoként folytatjak tevékenységitket (Boda &
Horvath, 2021, Horvath, 2022). A program sike-
rességét tobben vizsgaljak és kutatjak, ez érinti ma-
gat a folyamatot (Boda & Horvath, 2021, Horvath,
2022), a mentoraltakat, de a program hallgatéi olda-
lanak értékelése is megtortént (Andl és tsai, 2020).
A nemzetkézi szakirodalom is ramutatott arra,
hogy egy mentori folyamatban mindkét £él fejlodik,
mindkét félre hatassal van egy a bizalmon, kommu-
nikacién és szoros egylttmikodésen alapuld prog-
ram (Jones & Blankenship, 2020, Sharp, 2021). A
tanar-jeloltek kompetencidinak fejl6désérdl is elér-
het6ek érvényes kutatdsi eredmények. A mentor-

hallgatok reflexiv esszéinek elemzése azt mutatta,
hogy a hallgatok személyes és szocialis kompeten-
cidi fejlédtek (Andl és tsai, 2020, Godo, 2021).

A tanoda-tipusu programok célja szintén a hat-
ranyos helyzetl tanulék tamogatdsa. A tanoda-
program tébb mint husz éve mikodik (Fejes &
Szlcs, 2016). A tanoda ,olyan intézmény, amely
iskolan kivili foglalkozas keretében a halmozottan
hatranyos helyzetd tanuldk, kozilik is féként a
hatranyos megktlénboztetés miatt még nehezebb
helyzetben 1évé romak iskolai sikerességét, to-
vabbtanulasat kivanja elGsegiteni, ezaltal javitva
késébbi esélyeiket a munkaerépiacon vald érvénye-
stlésre és a tarsadalmi integraciéra.” (Kerényi 2005,
15). A programnak harmas célja van, az elsé a tanu-
161 iskolai sikeresség elérése, a masodik a szocialis
hatranybdl fakadé nehézségek csékkentése, a hat-
madik pedig a programban részt vevs gyerekek
kulturalis identitasanak erésitése.

A tanodik, mint kozoktatasi rendszeren kivil
mikodS oktatasi, nevelési, szocidlis segité forma
célcsoportként a tarsadalom alsé decilisében elhe-
lyezked6 csaladok gyerekeivel foglalkoznak (Barath,
2016). A tanodak altalaban partnerségben mutikod-
nek az iskolakkal, sziil6kkel, dnkormanyzatokkal,
civil szervezetekkel és mas intézményekkel. A cél
az, hogy Osszehangoltan segitsék a didkokat a ta-
nulasban és fejlédésiikben, valamint elGsegitsék az
esélyegyenlGséget az oktatasban. A konkrét tanodak
mikodése és szolgaltatasai teriiletileg eltéréek le-
hetnek az orszag kilénbo6zs részein.

Egyes intézmmények a programok széles kinala-
taval varjak a heterogén tanul6kozonséget (pl
Pécs), masok kifejezetten a leghatranyosabb hely-
zetben él6k felzarkoéztatasat célozzak valamely ok-
tatasi intézmény tevékenységéhez szorosan kap-
csolédva mikédne (Németh, 2009, Fejes, Lencse
& Sziics 2016).

A magyarorszagi tanodak miikédésének elmult
két évtizedében a célkitlizések, a modszerek, vala-
mit a szakmai szinvonal szempontjabdl a tanodak
jelentésen differencialédtak. A névekvs tamogatasi
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forrasok ellenére kevés szamszertsithet6 ered-
ményt mutathatnak fel, a formalis oktatas iranyaba
pedig a mozgalom kezdetének eredményeihez és
ethoszdhoz képest viszonylag kevés pedagdgiai
innovaciét kozvetitettek, sét a kozoktatas szerep-
l6inek tObbsége szamara jelenleg is alig ismert a
tanodamodell” (Fejes & Szics 2016, 17.). A tanodai
programokat a tanuldstamogatas mellett egy pozitiv
minta nyujtdsa motivalta. A pozitiv minta abban
gyOkerezik, hogy a didkok, akik részt vesznek
strukturalt, pozitiv felnéttmodell altal feliigyelt
tevékenységeken, valésziniibb, hogy t6bb id6t és
energiat forditanak az iskolai munkéjukra, és na-
gyobb motivaciéval tanulnak, sajat célokat tlznek
ki, valamint olyan, a mindennapi problémak terén
hasznalatos megkiizdési modokkal talalkozhatnak,
amely segithetik Gket a kit6résben és a tovabbi
boldoguldsban (Sz&tsné és tsai, 2007). Sokszor
ugyanis ezeknek a didkoknak a kérnyezetében

pontosan ezek a pozitiv mintak hianyoznak.

Lorantffy Zsuzsanna mentorprogram a Koz-
szolgalati Egyetemen

A 2022/23-as tanév 6szi félévében a Nemzeti
Kozszolgalati Egyetemen (tovabbiakban NKE)
rektori javaslatra egy rendhagyé szabadon valaszt-
haté targy kerilt bevezetésre, a Szent Laszl6 Prog-
ram — Erdély felfedezése cimid kurzus (I1), amely
egy egyhetes interaktfv, identitasépité erdélyi uta-
zassorozatként valésult meg négy alkalommal a
télévben. Az utak alatt a hallgatok és kiséréik a
Szent Ferenc Alapitvany gyermekvédelmi intéze-
teiben szalltak meg. A nyolcvan gyermekotthonban
mintegy kétezer nevel6
(Makkay, 2020) munkédja és az ott latott gyerek-

gyermeket alapitvany
sorsok nagy hatassal voltak a szervezékre és a
résztvevlkre egyarant. Az otthonok lakéival és ve-
zetGivel j6 kapcsolat alakult ki, amit az utakat
szervez6 Kreativ Tanulas Osztaly (késébbiekben
Kreativ Tanulas Iroda (KTT) szeretett volna hossza
tavon is fenntartani és segitséget nydjtani a gon-
dozasban €él6 gyermekek szamdra. Az otthonok

vezet6i a gyermekek tanulasi nehézségeirdl, sok
esetben a kortarsaktol valé tobbéves lemaradasarol
szamoltak be, illetve arrdl, hogy ez a legtobb eset-
ben id6 el6tti iskolaelhagyashoz vezet. A szervezSk
megkérdezve az otthonok vezetéit és az ott dolgo-
z6 gondozokat arrdl, hogy az NKE miben tudna
leginkabb segiteni a gyerekeknek, azt a valaszt
kaptak, hogy a tanulas segitése egy j6 formaja lehet-
ne a kapcsolattartasnak és a gyerekek tdmogata-
sanak. Igy sziiletett meg egy, a gyermekotthonokat
tamogatdé mentorprogram gondolata, amelynek so-
ran az NKE hallgatéi, oktatéi és munkatarsai on-
line formaban heti rendszerességd tantargyi korre-
petalast nydjtanak az otthonokban €16 gyerekeknek.
A mentorprogram célja a gyerckek tanulmanyi ta-
mogatasa ¢és kévetendd minta nydjtasa szamukra a
mindennapi élet nehézségeivel valé megkiizdésben
(Bird, 2023). A program mukdédtetéséhez nagyban
hozzajarult a vezetdi elkGtelez6dés: a koncepciot és
a gyakorlatba iltetést az Egyetem vezetése is fon-
tosnak tartotta és tamogatta.

A Lorantfty Zsuzsanna Mentorprogram legf6bb
célja, az el6z6ekben vizsgalt tanodaprogramokhoz
és a TMO-hoz hasonlatosan (Andl és tsai, 2020,
Barath, 2016, Fejes & Szics, 2016, Horvath, 2020)
a hatranykompenzalds, hogy a résztvevék motival-
tan, biztosabb énképpel, j6vébe vetett hittel tudja-
nak belépni az iskola kapujan, és sikeresebben ve-
gyék az iskolai akadalyokat. A résztvevok sajatos-
sagait szem elGtt tartva, a Kram (1985) altal megk-
l6nboztetett kétféle segitségnytjtasi format, vagyis
a karrier tipusu tanuldstamogatast és a pszicho-szo-
cialis partfogas elemeit 6tvézi a program.

A pilot program tervezésénél az NKE Kreativ
Tanulas Iroda és a Szent Ferenc Alapitvany nevel6i
csapata egy hat 1épcsés célrendszert hatarozott meg
a mentoti segitségnyujtd tevekénység alapjaként (1.
abra).

Ez a felzarkoztatassal kezd6dik, majd egy inten-
ziv kompetenciafejlesztésen és esetleges tehetség-
gondozasi folyamaton at, az érettségire és a tovabb-
tanulasra késziti fel a résztvevé gyermekeket.

107



KULONLEGES BANASMOD, X. EVF. 2024/3.

1.dbra. A Lorantfly Zsuzsanna Mentorprogram tervezett tevékenységrendszere. Forrds: Szerzok

Kompetencia-

Hidnyzas. fejlesztés,
r remetala lemorzsolodas onallé tanulas
Korrepetalis, csokkentése elosegitése

felzarkoztatas

Mindemellett a tanulmanyaiban vagy munkajaban
sikeres mentor olyan tanulasi stratégiakat és az élet-
ben valé eredményes miikédést timogaté megkiiz-
dési modokat ad at a mentoraltjinak, amelyet a
gyermek a hatranyos szocialis kbzegben, amelybdl
jon, nem sajatithatott el (Andl és tsai, 2020, Boda &
Horvath 2021, Horvith, 2022).

A célrendszer alapjan a kezdeti korrepetalas, a le-
morzsoldédas csOkkenése, majd a kompetenciak fej-
16désébdl adodo 6nallé tanulasra vald igény ki-
alakulasa mind elGsegitené az iskolai eredmények
névekedését, esetlegesen bizonyos tehetségtertile-
tek kibontakozasat. A motivalt, tehetséges diakok
esetében pedig a szakmaszerzés és a sikeres érett-
ségire valo felkészités is megjelenik.

A tanodaprogramok moédszereit alapul véve (Fe-
jes, Kelemen & Szics, 2016, Lencse, 2016), a men-
torok toborzasahoz indirekt moédszereket hasznal-
tunk: plakatot, szorélapot, Neptun-tizenetet, illetve
a rendezvényeinken val6 szébeli népszertsitést. A
beérkezett igényeket és a mentorok altal felajanlott
tantargyl segitséget Ossze kellett hangolni, mert
ezek nem minden ponton talalkoztak. Igy egy cél-
iranyos toborzast is le kellett folytatnunk. A ma-
sodik kérben célzottan matematika és egyéb real-
tudomanyi teriillethez ért6 embereket kerestiink
meg. A mentori tevékenység nyitott volt a teljes
egyetemi polgarsag el6tt. A program harmincharom
onként jelentkez6 mentorral indult el, akik kézott

Iskolai
eredmeényesség
noévelése

Tovabbtanulasra.

Tehetség-
gondozas

érettségire valo
felkésziteés

hallgato, egyetemi oktaté és funkcionalis munkatars
is volt. A program elindulasat két mentori maéd-
szertani felkészité elézte meg, amely elsédleges cél-
ja a mentori feladat komplexitdsanak atlatdsa volt
(Andl és tsai, 2020, Boda & Horvath, 2021, Hor-
vath, 2020). Ennek része volt a gyermekek helyze-
tének bemutatisa, a mentoralas alapvetS szabaly-
rendszerének kozos lefektetése, nehézségek és le-
het6ségek feltarasa, tanitis- és tanulasmodszertani
alapismeretek atadasa, online kapcsolattartds és ta-
nulssegito felilletek bemutatasa.

A felkészit6t kévet6en huszonnyole mentorral
indult el a program, amelybdl huszonkét £f6 volt
hallgat6, 6t £6 oktat6 és egy f6 funkcionalis mun-
katars. A mentoroknak a program teljes idStartama
alatt biztositott volt az egyéni pedagdgiai-mod-
szertani és IKT hasznalataval kapcsolatos konzul-
taci6, amely lehetSséggel a résztvevék kétharmada
legalabb egy, de t6bbségében kett6 vagy t6bb alka-
lommal is élt.

A mentoralas online zajlott, ajan-lottan a Google
Meet feliletén. A mentorok heti legalabb egy, de al-
talaban két alkalommal korre-petaltak a mentoralt-
jaikat az igényelt tantargyakbdl, illetve tanulasmod-
szertani tamogatast, valamint egyéni beszélgeté-
seket is nygjtottak szamukra.

A mentorok és a modszertani csapat teljesen
onkéntesen, szabad idejik terhére vallaltdk a segit6
tevékenységet.

108



KULONLEGES BANASMOD, X. EVF. 2024/3.

A munkarél minden mentor egy elére megadott
kérdések mentén Gsszeallitott haladasi naplot veze-
tett a program Padlet feliletén (I2). Varakoza-
sainknak megfelel6en ad6dtak nehézségek és prob-
lémak, amelyek féként technikai jelleglick voltak
(eszkozhiany, id6pontok cstszasa, tandrsztrajk),
ezeket azonban sikertlt kezelni folyamatos telefo-
nos segitségnyujtassal és a gyemekotthonok dolgo-
z6ival val6 szoros egytittmtikodéssel. Ahogy korab-
ban mar jeleztiik, a program megval6sulasat folya-
matosan figyelemmel kisértik. A pilot idGszak felé-
nél volt egy online talilkozé a mentorok és a
Kreativ Tanulas Iroda munkatirsai kozott, illetve a

program zarasat kozos kiértékelés kévette.

A pilot eredményei mérésének modszertana

A célok és a tervezett mikodési moéd megvalosit-
hatésagat egy hat hetes pilot keretei k6zott tesztel-
tik. A mentoralasi tevékenység egészének doku-
mentaldsra és résztvevlkre gyakorolt hatis t6bb
lépcsés mérésére keriilt sor a program megvaldsu-
lasa el6tt, alatt és utan. A mentorprogram megvalo-
suldsat és hatékonysagat folyamatosan monitoroz-
zuk, amelynek kettGs célja van. Az egyik cél, hogy
lassuk, hogy a kilénb6zé szereplSk (gyerekek,
mentorok, otthonok, egyetem) szamara mennyire
értékes és hasznos a program, a masik pedig, hogy
a bej6vé adatokbdl beszamolokat készithesstink az
Egyetem vezetése szamara. Ezentil, ezek a bejové
adatok kutatasi célbdl is nagyon jol hasznalhatdk,
egy-egy szakasz hatékonysagat is jOl titkrézik, mas-
részt pedig longitudinalis vizsgalatot is lehet6vé
tesznek. A longitudinalis vizsgalat az intézményi
szintd hasznosulasat tudja mérni, hiszen néhany
kivételtol eltekintve, az a jellemz8, hogy fél évente
mas és mas gyereckek kertilnek a programba, igy az
6 fejlédésiiket és elSrehaladasukat csak révidtavon
mérhetjik. Annak, hogy a gyerekek kézil t6bben
csak egy-egy szakaszba keriilnek be, egyéni és
intézményi okai is vannak. Természetesen tisztaban
vagyunk azzal, hogy egy ilyen tipusu felzarkéztatd
program hasznosulasa a gyerek szempontjabdl

hosszu tavon a legjobb, de ez rajtunk kiviil all6 ok,
sokszor meglév6 szervezeti kérilményeket kell el-
fogadnunk, amin nem all médunkban valtoztatni.
Ez is egy fontos tapasztalata a program mukdédteté-
sének.

A kutatashoz tobbféle meritésb6l tudtunk ada-
tokat szerezni, kvalitativ és kvantitativ stratégiaval
egyarant dolgoztunk. A mentoralds folyamatarol az
online felileten (Padlet) kit6ltétt mentori napld
szolgaltatott adatokat (I2). A mentoralasi naplét a
mentoroknak heti rendszerességgel kellett vezetni,
azonos kérdésekre adott valaszokkal. Az egyes
szakaszok végén a mentorokkal fékuszcsoportos
interjut készitettiink, ahol a program eredményeit
és a felmeriil6 problémakat beszéltiik at. Az érintett
otthonokban dolgozé gondozdékkal csoportos in-
terju készilt minden szakasz végén. A programba
bekerils gyerekekkel az egyes szakaszok elején és
végén kérdo6ives igényfelmérést, illetve hatasmérést
végeztink, valamint a félévzarasnal fékuszcso-
portos interjikat készitettiink a mentoraltakkal és a
mentorokkal egyarant.

Az online Microsoft Formsban elkészitett igény-
felméré kérdbivben a jelentkezd gyerek demogra-
tiai és alapadatainak (név, életkorkor, otthon meg-
nevezése, osztaly), illetve elérhet6ségeiknek a meg-
adasa mellett egy r6vid bemutatkozast kellett ir-
niuk, megadni kedvenc tevékenységeiket, valamint,
hogy mit nem szeretnek csinalni. Szintén kifejtSs
kérdés volt annak leirdsa, hogy mi az, ami a tanu-
lasban nehézséget jelent az egyén szamara. Majd a
korrepetalandé tantargyra és az alkalmak idépont-
jaira vonatkozo feleletvalasztos kérdések kovetkez-
tek. A jelentkezési lapként is funkcional6 kérdéivet
36 £6 toltotte ki. A kérdéivek adatai alapjan tortént
ez el6zetes képalkotasa a mentoraltak igényeirdl,
illetve minden mentoraltrdl Osszeallitasra kerilt egy
egyéni anyag a leendé mentora szamara.

A potencialis mentorok egy hasonlé online MS
Forms kérdéiv kitoltése altal tudtak jelentkezni. A
valaszadok a személyes adatok és elérhetSségek
feleletvalasztés  formaban

megadasa  mellett
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adhattak meg az altaluk korrepetalni kivant tantar-
gyakat és az alkalmas id6pontokat. 32 {5 toltotte ki
a mentoti jelentkezési ivet, ebbdl 28 £5 vett részt a
késGbbiekben mentorként a pilotban. A két jelent-
kezési Grlap adatai alapjan megtortént a mentos-
mentoralt parosok Gsszeallitasa.

A pilot program végén kimeneti elégedettség-
mérés tortént a résztvevé mentoraltak kérében. A
36 résztvevé mindegyike kitoltétte az MS Forms
arlapot (N=36, n=36). A kit6lt6k demografiai
adatokat kovetGen feleletvalaszté kérdés formaja-
ban adhattak meg, hogy milyen tantargybol és
milyen rendszerességgél tortént korrepetalas. Majd
5 fokozatd skalan (1 —egyaltalan nem, 2 — teljes
mértékben) értékelhették a mentoralas tartalmaval
kapcsolatos elégedettségiiket, a mentorr munkéja-
val val6 elégedettségiiket, az idGpontot és a szet-
vezést. A tovabbiakban, a programban val6 részvé-
tel tanulmanyi teljesitmény valtozasara gyakorolt
hatdsat, a mentorprogram egyéni segité szerepét, a
felmeriil6 nehézségeket és a valtoztatisra vonat-
kozé javaslatokat fejtették ki a résztvevok. A kér-
déiv eredményei egy online beszélgetés keretei
kozott kertltek pontositasra, kiegészitésre.

A résztvevé mentorok szintén kitSltottek egy ha-
tasmérd, elégedettségi kérdbivet. A 28 mentorbdl
25-en toltotték ki (N=28, n=25). A demografiai
adatok megadasat, kifejtés kérdések kovették: a
mentor-mentoralti kapcsolat jellemzése mellett, a
mentoralt fejlédésére, a kit6lté mentor programban
végzett £6 feladatinak definialasara, a pozitiv ta-
pasztalatokra és a negativ benyomasokra, a foly-
tatds szandékara és annak indoklasira, illetve a
valaszaddk javitasi javaslatokra is rakérdeztik. A
szervezéssel vald elégedettségiiket 5 fokozatu ska-
lan (1 —egyaltalan nem, 5 — teljes mértékben) érté-
kelhették a kitolt6k. A mentorok tovabba azt is
értékelhették, hogy a kdzszolgalati teljesitményérté-
kelési rendszerben megtalalhaté kompetenciak koé-
zil melyikben tapasztaltak fejlédést a mentori
tevékenység végzésének hatdsara. A kérdbives fel-
mérés eredményeit a mentorokkal folytatott harom

fokuszcsoportban zajlé beszélgetés adatai egészi-
tették ki.

A pilot program
kérdéseket tettiik fel:

alabbi

értékeléséhez  az

e Milyen hatast gyakorolt a program a mento-
raltra?
e Milyen hatasa volt a programnak a mentorra?
e Milyen nehézségek mertltek fel? Hogyan lehet
ezeket elharitani?
e TFenntarthaté-e a mentorprogram hossza
tavon is? Ha igen, hogyan?
A kutatds eredményeit jelen tanulmany folytatdsa
tartalmazza (varhaté megjelenés: Kiulonleges Ba-
nasmad folyéirat 2024, 10 (4)).

(")sszegzés

A tanulmanyban egy pilot program értékeléséhez
szitkséges szakirodalmi kutatds eredményei és a
program elinditasahoz sziikséges szervezeti fejlesz-
tések és a kutatds modszertana keriilt bemutatasra.
A tanulmany masodik részében kerlilnek bemuta-
tasra a kutatds eredményei és a diszkusszié. Az
eredmények értékeléséhez empirikus modszereket
hasznaltunk, amelyek révén a pilot program min-
den szerepl6je vonatkozasaban relevans kijelenté-
seket lehetett tenni. A program az extrakurrikularis
mentoralas nemzetkdzi és magyarorszagi mintaihoz
csatlakozva hatranyos helyzetben €16 fiatalok sza-
mara ad tdmogatast és kovetendé mintat a feln6tté
valashoz. A program specialis abbdl a szempont-
bél, hogy nem jelenléti mentoralast koévet és a
programba keriil6 fiatalok csoportja évrél-évre val-
tozik. A program hasznosulasa a vizsgalatban sze-
replé fels6oktatasi intézmény szempontjabdl is
figyelemremélté. Az intézmény a programon ke-
resztill erételjesen kifejezi tarsadalmi felelGsségval-
lalasat, ezen feliil pedig tamogatja a tarsadalmi
szempontbdl is kiemelked6en fontos 6nkéntesség
intézményét, mind hallgatéi, mind oktatdi oldalrél.
A pilot program eredményeit a vizsgalt intézmény
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felhasznalta a kovetkez$ félév mentoralasi gyakor-
lataban. A tanulmany a pilot program eredmé-
nyeirdl és azt vizsgald kutatdsrol ad attekintést. A
kézirat leaddsa pillanataban azonban mar a 3.
féléven vagyunk tal, amely félévekben zajlé munkat
hasonlé moddszertannal kovettiink, igy varhatéan a
hirom félév eredményeit is révidesen be tudjuk
majd mutatni.

Irodalom

Ames, C. (1992). Classroom: Goals, structures, and
student motivation. Journal of Educational Psyc-
hology, 84. 261-271.

Andl, H., Araté, F., Orsos, A. & Varga, A. (2020).
Uj utak a tanarképzésben: Tanar-jeléltek kom-
petencidinak fejlédése a ,,Tanitsunk Magyaror-

szagértl”  program keretében.
Feleldsség Neveléstudomanyi Folydirat, 5(1-4), 101-
121. DOI: https://doi.org/10.151070/ AR.20200.5.1-4.6.

Andor M. & Liské 1. (2000): Iskolavdlasytas és
mobilitds. Budapest, Iskolakultara. /Iskolakultira

Autondmia s

konyvek 3.

Balazsi 1. és tsai (2014): Orszdgos kompetenciameérés
2014.  Orszdgos  jelentés. Oktatasi
Hivatal, 104.

Balazsi 1. & Horvath Zs. (2011): A koézoktatas
mindsége és eredményessége. In: Balizs E.,

Budapest.

Kocsis M. & Vagd 1. (szetrk.): Jelentés a magyar
kizoktatasrdl 2010. Budapest. Oktataskutatd és
Fejleszt6 Intézet, 325—3062.

Barath, S. (2016). Integracié és tanoda. In Mire j6 a
tanoda?: a Tanoda Platform keretében Ossze-
gyljtétt innovaciok, kutatasok, torténetek ((180-
183).

Barath és tsai (2019): Tanodai tapasztalatok (2015-
2019). Budapest: Oktatasi Hivatal.

Benito, R. et al (2014): School Segregation and Its
Effects on Educational Equality and Efficiency
in 16 OECD Comprehensive School Systems
Comparative. Education Review, No. 1. 104—134.

Bir6, B. (2023). Hebyzetkép a Lomngﬁ/ ngmmm
Mentorprogramrdlntps:

m@ntorpro&qmrol[
Bodonyi E., Hegedis J. & Fekete M. (2015) Korai

iskolaelhagyas — kriminalitdis — megoldasi lehe-

téségek az oktatds szemszOgébdl. In Lancaric
D. (szetk.). Jagykovedné, literdrnovedné a didaktické
kolokvinm XXXII. Pozsony, Szlovakia: Z-F
Lingua. 22 -33.

Boreczky, A. (2000). Kultiraazonos pedagégia. Uy
Pedagdgiai S zemle, 81-92.

Boda, V. L. & Horvath, G. (2021). Az elsé egy év
tapasztalatai a ,,Tanitsunk Magyarorszagért!”
programban — Bevezetés a mentori munkank
alapjaiba. 14(1), 97-104.
DOI: htps://doiorg/10.210030/anyp.20201.1.11

Buda, M.. (2017). Hatranyos helyzet és iskola. Met-
re keressiik a kiutat a motivalatlansag csapdaja-
bol. In Polonyi T. & Abari K. (szerk.), Digitilis
tanulds és tanitds. Debrecen, Debreceni Egyetemi
Kiadé. 9-26.

Cohen, J. et al. (2009): School climate: Research,
Policy, Practice, and Teacher
Teachers College Recor, No 1. 180-213

Coleman, J. S. et al. (1966): Eguality of educational
opportunity. Washington, DC. US Government
Printing Office.

Fehérvari, A. (2015). Lemorzsolédas és a korai

Anyanyely-pedagdgia,

Education.

iskolaelhagyas trendjei. Neveléstudomany, (3), 31—
47.

Fehérvari A. (2016):
hatranyos helyzet. In Szemerszki M. (szerk.)

Iskolai eredményesség és

Hutranyos helyzet és iskolai eredményesség. Budapest,
Oktataskutat6 és Fejleszt6 Intézet. 15-27.

Fehérvari, A., Ceglédi, T. Varga, A. (2018). Hatra-
nyos helyzetd didkok iskolai utja. Reziliencia és
inkluzié. In Fehérvari, A., Varga, A. (szetk.).
Reziliencia és inklizio az Arany Jdanos Programokban
(pp. 17-47). Pécs, Magyarorszag: PTE BTK
NTI Romolégia és Nevelésszociologia Tanszék,
Wilislocki Henrik Szakkollégium.

111



KULONLEGES BANASMOD, X. EVF. 2024/3.

Fejes J. , Kelemen & Sztcs N. (2016) A tanoda-
szféra és a Tanodaplatform kapcsolédasi pontjai
In Fejes-Lencse-Sztics (szerk.): Mire j6 a tano-
dar A Tanoda Platform keretében dsszegydjtitt innovd-
ciok,  kutatdsok,  tirténetek.Szeged, Motivacio
Egyestilet. 13-21.

Ferge, Zs. (2001). A magyarorszagi szegénységrol.
INFO-Tdrsadalomtudomany, 15(54), 17-26.

Godé K. (2021). A mentoralas offline és online mi-
néségei a Tanitsunk Magyarorszagért mentot-
programban. Iskolakultrira, 31(11-12), 79-114.
DOIT: hitps:

Horvath, G. (2022). Kortarssegité mentorprogra-

doi.org/10.14232/ISKKUIT.2021.11-12.79

mok elemzése — Egyetemista hallgatok tarsa-
dalmi felel6sségvallalasa a méltanyossag jegyé-
ben. Y. Z. Folydirat, 2(1), 33-39.

Horvath G. (2023). A mentoralds, mint szakmai
tapasztalatszerzés — mentorok vélekedése szer-
eptuk elényeirdl. Pedagdonsképzés 22. (1). 57-75.

Jones, 1. & Blankenship, D. (2020). Mentoring as
seen through the lens of doctoral students.
Research in Higher Education Journal, 38, 1-19.

Jones, K. R. (20106). "Group Mentoring". 4-H Youth
Development Publications, 4, 1-3.

Imre Anna (2015). Lehet6ségek és akadalyok a
tanoran kivili tanulas. In Szemerszki M. (szerk.)
Htranyos helyzet és iskolai eredményesség. Budapest,
Oktataskutat6 és Fejleszt6 Intézet. 75-100.

Juroven, J. et al. (2013): The role of Peer Relation-
ship in Student Academic and Extracurricular
Engagement. In: Christenson, S. L.—Reschly, A.
L—Wylie, C. (Eds): Engagement Handbook of
Research on Student. Springer, 387—401

Kallai, G. (2015). Az ifjusagi mentoralas (youth
mentoring) (Szerk.). Budapest. Oktataskutatd és
Fejleszt6 Intézet.

Karcher, M. J. & Berger, J. R. M. (2017). One-to-one
Cross-Age  Peer  Mentoring.  National  Mentoring

Resource Center Model Review.

https://nationalmentoringresourcecentet.or

[2024.03.16.]

Kerényi, G. (2005, Szerk.). Tanodakinyv. Javasiatok
tanoddk  szervezéséhez. Sulinova Kozoktatas-fej-
lesztési és Pedagogus-tovabbképzési Kht., Bp.

Kézdi G., Suranyi E. (2008): Egy sikeres iskolai integ-
racids  program  tapasgtalatai. Kutatdsi dsszefoglald.
Educatio Kht., Budapest.

Kocsis N. & Bocsi V. (2022): A Tanitsunk Ma-
gyarorszagért Mentorprogram eredményessé-
ge. Kiilonleges Bandsmad, 8. (2). 87-101.

DOIL: https://doi.org/10.18458/KB.2022.2.87

Kram, K. (1985). Mentoring at Work. Foresman.

Boston: Scott.

Lannert J. (2006): Az iskolaecredményességi kutata-
sok nemzetkézi tapasztalatai. In Lannert J.t &
Nagy M. (szerk.): Eredményes iskola. Adatok és
esetek. pp. 17-42. Budapest, OKI. OECD

Lencse, M. (2016). Onkéntesekre alapozott tanoda.
In Fejes-Lencse-Szlcs (szetk.): Mire jo a tanoda?
A Tanoda Platform keretében osszegydjtott innoviciok,
kutatdsok, tirténetek. Szeged, Motivacié Egye-
sulet. 41-45.

Lyche, C. S (2010). Taking on the Completion
Challenge a Literature Review on Policies to
Prevent Dropout and Eatly School Leaving.
OECD Education Working Paper, No. 53.

Mayer, J. (Ed.) (2010). Mentorok kinyve. Raoul Wal-
lenberg Human Szakképzé Iskola és Gimna-
zium.

McMahon, S. D., Wernsman, J. & Rose, D. S.
(2009): The Relation of Classtoom Environ-
ment and School Belonging to Academic Self-
Efficacyamong Urban Fourth and Fifth Grade
Students. Elementary School Journal, 3. 267-281.

Mahoney J. L. et al. (2005) Organized Activities as
Developmentel Contexts for Children and Ado-
lescents. In: Mahoney J. L.,Larson, R. W., Ec-
less, J. S. (Eds.): Organized Activities as Conexts of
Development.  Extrecurricular Activities, After-school
& Community Programs. Mahwah, NY. Lawrence
Earlbaum Associates Publishers. 3—-22.

112



KULONLEGES BANASMOD, X. EVF. 2024/3.

Makkay, J. (2020). Kall6dé erdélyi gyermekek me-
nedéke - latogatds a Szent Ferenc alapitvany
gyergyoszarhegyi otthonaiban. Erdélyi Napld, 30.
(20).

Martonfi, Gy. (2014). Korai iskolaelhagyas—
Hullamz6 trendek. Educatio 23. 36-49.

Mihalyi K. (2015): A korai iskolaelhagyas eur6pai
uniés és hazai kontextusa. In Juhdsz | & Mihalyi
K. (szerk) Végzettséger mindenkinek! Kutatdsi
eredmények, esetleirdsok, helyi kegdeményezések a korai
iskolaelbagyds
Kézalapitvany. 7-30.

Németh, K. (2009). A tanoda-tipust intézmények
mikodésének, tevékenységének elemzése. Ro-
ma Education Found. Budapest.

https://www.romaeducationfund.org/wpcontent/uploads/2019

05/tanodaclemzes tarki -ref 08 0.pdf
Pusztai G. (2009). A tdrsadalmi tike és az, iskola. Kap-

csolati erdforrdsok batdsa ag iskolai pdlyafutisra. Bu-
dapest, Uj Mandatum Konyvkiadé.

Pusztai, G. (2015). TGkeelméletek az oktataskuta-
tasban. In Varga, A. (Ed.). A nevelésszociologia
alapjai. Pécs, PTE BTK Neveléstudomanyi
Intézet Romologia és Nevelésszociologia Tan-
szék, Wlislocki Henrik Szakkollégium. 137-160.

Rhodes, J. E. (2002). A Model of Youth Men-
toring. In D. L. DuBois & M. J. Karcher
(Szerk.), Handbook of youth mentoring (30—43).
Sage Publications Ltd.

DO hitps://doi.org/10.4135/9781412976664.03

Russell, J. E. A, & Adams, D. M. (1997). The

Changing Nature of Mentoring in Organi-

témdjaban.  Budapest, Tempus

zations: An Introduction to the Special Issue on
Mentoring in Organizations. Journal of 1 ocational
Bebavior. 51, (1.). 1-14.
DOIL: https://doi.org/10.1006/jvbe.1997.1602

Rumberger, R. W. (2012). Dropping ont. Cambridge,
USA: Harvard University Press.

Sharp, L. A. (2021). First-Year Experience Peer
Mentor Program. ILearning Assist-ance Review,
26(1), 15-51.

Skinner et al (2013). Developmental Dynamics of
Student Engagement, Coping and Everyday
Resilience. In Christenson, S.L., Reschly, A.L,
Wylie, C. (Eds.): Handbook of Research on Student
Engagement. Springer. 21-44.

Szétsné K. Zs., Pap E., Pal K., Jankovics Cs.,
Mirnics Zs. (2007). Gyermekvédelmi gondosko-
dasban és csaladban nevelked6 serdilékoraak
érzelmi intelligenciaja, megkiizdési stratégidja és
szorongasa. Csaldd Gyermek Ifjisdg folydirat, 10.
(2). 17-22.

Szegedi E. (2015). Az egyluttmikodés szinterei —
kulcstényez6k a korai iskolaelhagyas probléma-
janak kezelésében. In Juhasz J. & Mihalyi K.
(szerk.) Végzettséget mindenkinek! Kutatisi eredmeé-
nyek, esetleirisok, belyi kegdeményeések a korai isko-
laelhagyds témadjaban. Budapest, Tempus Kozala-
pitvany. 31-60.

Széll Krisztian (2015): Iskolai eredményesség és
tanari attitGdok In Szemerszki M. (szetk.) Ered-
meényesség ag oktatdsban. Dimenziok és megkize-
litések. Budapest. Oktataskutaté és Fejleszt
Intézet. 25-51.

Varga, A. (2015). Az inklizid sgemlélete és gyakorlata.
Pécsi Tudomanyegyetem. Wlislocki Henrik
Szakkollégium.

Varga J. (szerk.) (2024). A kdzoktatis indicator-
rendszere 2023. HUN-REN Koézgazdasagi — és
Regionalis Tudomanyi Kutatékézpont.

Vamos, K. (2016). Elméleti keret a tanodak
eredményességének vizsgalatdhoz. In Fejes, J.,
Lencse, M., & Sztcs, N. (szetk.), Mire jo a
tanoda? A Tanoda Platform keretében dsszegyijtort
innovdcidk, kutatasok, tirténetek. Szeged, Motivacio
Oktatasi Egyestilet. 33-38.

Egyéb forrasok:
https:/ /hecz.org/
Gyermekjovo 2011

Gyermekjové  program. A HCZ program

adaptaciés Munkacsoport

113



KULONLEGES BANASMOD, X. EVF. 2024/3.

program adaptacidja Magyarorszagon, kézirat. 12: A Kreativ Tanulds Iroda és a programban
Legyen jobb a gyermekeknek. Nemzeti Stratégia résztvevé mentorok kommunikacids
2007-2032. Padletfelillete
Eurépai  Bizottsag:  Eurépa 2020  Stratégia https://padlet.com/biroeva29/lor-ntfty-
https://ec.europa.cu/eu2020/pdf/1 HU ACT partl vl.pdf zsuzSanna—mentorprog;am—f870gfygl()c7lu04

I1: Kreativ Tanulds Iroda (2022) Szent Laszld 13: A 10/2013 (I 21) Kézszolgaﬁlati egyérn

Program: Erdely felfedezése szabadon valasz- teljesitményértékelésrél” korm. rendelet alapjan

hat tantargy — erdélyi tanulmdnyi kérdt. Nem- 14 Tanulmanyi és Vizsgaszabalyzat 35-36. oldalan
zeti  Kozszolgalati  Egyetem.  Budapest. Nftv. 49. § alapjan

https://www.uni-nke.hu/oktatas/kreativ-tanulas-program/szent-

laszlo-program

114



KULONLEGES BANASMOD, X. EVF. 2024/3.

THE THEORY OF MULTIPLE INTELLIGENCES AND THE REGGIO EMILIA
APPROACH®’S EFFECTIVENESS IN INTERNATIONAL INSTITUTIONS OF EARLY
CHILDHOOD EDUCATION IN DUBAI

Authors: Lectors:
Fatemeh Faroughi ! Agota Szabéné Balogh (PhD)
University of Debrecen (Hungary Gal Ferenc University (Hungary)
Foroozan Hajian 2 Katalin Mez6 (PhD)
University of Debrecen (Hungary University of Debrecen (Hungary)
Ilona Fekete Dabney (PhD)3 ...and two other anonymous reviewers

University of Debrecen (Hungary

Faroughi, Fatemeh; Hajian, Foroozan & Fekete Dabney, llona (2024): The Theory of Multiple
Intelligences and the Reggio Emilia Approach®’s Effectiveness in International Institutions of Early
Childhood Education in Dubai. Special Treatment Interdisciplinary Journal [Kiilonleges Bandsnidd Interdiszeiplinaris
Jfolydirat], 10. (3), 115-125. DOI: https://doi.org/10.18458/KB.2024.3.115

Abstract

This paper investigates the theory of Multiple Intelligence and the Reggio Emilia’s effectiveness in
international institutions of Early Childhood Education in Dubai. The goal is to see if the combination of
the two groundbreaking hypothesis can indeed help educators implement and use the combination of the
two assist with the very sensitive topic of education at early stages. This paper assumes if used in a proper
and careful manner the implementation of the multiple intelligence and Reggio Emilia can indeed be
effective and assist children and educators alike.

Keywords: The theory of multiple intelligence, Reggio Emilia Approach®, Eatly childhood education,
Effective education

Discipline: pedagogy

Absztrakt

A TOBBSZOROS INTELLIGENCIA ELMELETE ES A REGGIO EMILIA SZEMLELET HATE-
KONYSAGA A DUBAJI KORAGYERMEKKORI NEVELES NEMZETKOZI INTEZMENYEI-
BEN

! Fatemeh Faroughi: PhD-jel6lt, Debreceni Egyetem, Neveléstudomanyi Tanszék.
E-mail: Fatemeh.faroughi@gmail.com. ORCID ID: https://otcid.org/0009-0007-2874-6110

2 Foroozan Hajian: PhD-jel6lt, Debreceni Egyetem, Neveléstudomanyi Tanszék.
E-mail: hajianforoozan@gmail.com. ORCID ID: https://otcid.org/0009-0008-8715-1974

3 Fekete Dabney Ilona (PhD), Debreceni Egyetem, Neveléstudomanyi Tanszék.E-mail: feketeid@gmail.com.
ORCID ID: https://otcid.org/0000-0003-2534-1429

115




KULONLEGES BANASMOD, X. EVF. 2024/3.

Jelen tanulmany a tobbsz6rds intelligencia elméletét vizsgalja, valamint a Reggio Emilia szemlélet haté-

konysagat a koragyermekkori nevelés nemzetkézi intézményeiben Dubajban. A cél, hogy megvizsgaljuk,

vajon a két utt6ré szemlélet kombinacidja valoban segit-e a pedagdgusoknak megvaldsitani, és a kettS

parositasanak bevezetése timogatni a nevelés érzékeny tertiletét a korai szakaszban. Ezen tanulmany azt

feltételezi, hogy a megfelel6 és dvatos médon torténd hasznalata a tObbszoros intelligencianak a Reggio

Emilia megkozelités esetében hasznosnak bizonyulhat és mind a gyermekeknek, mind pedig a nevel6knek

segitséget jelenthet.

Kulcsszavak: tobbszords intelligencia elmélete, Reggio Emilia megkozelités, koragyermekkori nevelés,

hatékony nevelés
Diszciplina: neveléstudomany

Introduction

Early childhood education is the first step in the
journey of becoming a literate and learned person.
Due to the young age from which children are sent
to nurseries and kindergartens, usually around the
age of 3 or 4 years old, it is the desire of the
parents to send their youngster to an educational
institution that is effective, safe and yet a fun and
happy place for children to spend most of their
day. Therefore, nurseries and kindergartens are
expected to play the caring role of parents when
they admit a child to their institutions. One of the
important roles these institutions play is to success-
fully educate children, prepare them for primary
schooling years ahead as well as the process of
integrating into the wider society where parents
and sometimes grandparents are not the only ones
the children interact with during the day. Amongst
the many different teaching methods within the
Early Childhood Education and Care (ECEC), one
such method famous by the name of the city it
originated in stands out. The Reggio Emilia App-
roach® (https://www.reggiochildren.it/en/reggio-
emilia-approach/), that was established right after
the second World War, has a liberal and unique
teaching technique that makes it desirable to pa-
rents who happen to be familiar with it. The people
of the northern Italian city of Reggio Emilia in an
act of unity and collective responsibility decided

that they needed to establish a new teaching
method for their children and this should begin
with early childhood education. Although the
philosophy behind this approach needs further and
wider research, in a nutshell one can claim that the
main goal of the Reggio people at the time could
have been to raise the kind of generation who
would become community members of the global
world that we live in today. With the extraordinary
dream of its founder Loris Malaguzzi and the hard
work of the parents at its first steps, a new
approach was born that later on become the world
famous Reggio Emilia Approach®. The first local
and municipal pre-school establishment for child-
ren of 3 to 6 years of age joined this Reggio Emilia
nursery in 1963 while the Reggio Children organi-
sation was established in 1995 making the app-
roach famous around the globe.

Looking at education and its importance from a
different perspective, there is the issue of learning
and different learning styles that makes one person
good at memorising and another perfect in solving
mathematical questions or a person who under-
stands sciences better than literature. In this area of
study, American psychologist named Howard
Gardner introduced the theory of Multiple Intelli-
gences (MI) to illustrate the differences seen bet-
ween individuals even at a very young age. With his
seven groups of intelligences plus one that was
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added to the list later, Gardner introduced a theory
according to which every human being is born with
these eight intelligences (Gardner, 1983, 2009). The
only important point to keep in mind is that not all
intelligences are active in every individual, or in
other words one or a few of these intelligences may
be bolder than others and it differs from person to
person. Therefore, one might assume this could be
the reason behind different capabilities parents can
see in their children, although they are raised in the
same household with similar opportunities given to
them.

Due to the importance of early childhood edu-
cation and catre and accepting the theory of multi-
ple intelligences this paper will look into the Reggio
Emilia Approach® from the perspective of the
multiple intelligence theory (Gardner, 2024). The
aim is to examine and assess if the founders of
Reggio Emilia had the same ideas behind the app-
roach they introduced that collaborates with Gard-
ners’ theory of multiple intelligence theory some 50
years later. The paper will first take a look at the
previous literature written about both the Reggio
Emilia Approach® and the theory of the multiple
intelligences. Section three will be devoted to com-
paring and contrasting the two phenomena to see if
there are any similarities between them. Finally,
section four will conclude the paper.

Literature review

The world was introduced to the Reggio Emilia
Approach® around the end of 1930, originating in
the city of Reggio Emilia in Italy. Soon it started
capturing the attention of educators around the
world for its unique and one-of-a-kind curriculum
that offers guidelines on how to educate young
minds. However, it is liberal enough to agree that
young children, like grown-ups, have rights too. In
its founders’ own words regarding the approach
Loris Mallaguzzi claimed that “we continue to be
convinced that without attention to the central
importance of teachers and families, our view of

children is incomplete, therefore our proposition is
to consider a triad at the centre of education,
children, teacher and families” (1993, 9.). Rinaldi
(2013, 18.) complements this idea of Malaguzzi that
children should be considered as “child as citizen
right from birth”. Rinaldi continues to elaborate
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”.

A Scottish researcher working on eatly childhood
education introduced a unique and possible con-
nection between the Reggio Emilia Approach®
and Vygotsky’s teaching theory. Valentine (1991,
p.1) atgues that the Reggio Emilia Approach®
could be “influenced by the theory of Lev Vygot-
sky, which states that children and adults co-
construct their theories and knowledge through the
relationships that they build with other people and
the surrounding environment”. This claim could be
considered from a socio-constructed perspective
where society play an important role in every indi-
vidual’s life regardless of their age. In other words,
the Reggio Emilia Approach® brings about the
image of a child as a “strong, capable protagonist
in his or her own learning, and importantly as a
subject of rights” (Valentine, 1991, 1.). In this
regards Gandini (1993, 5.) elaborates that “all child-
ren have preparedness, potential, curiosity and
interest in constructing their learning, in engaging
in social interaction and negotiating with every-
thing the environment brings to them”. Therefore,
educators need to direct their focus on children
and not the child in isolation but to understand
that “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”
(Faroughi & Varga Nagy, 2023, 83.). To add to this
wonderful approach the famous saying of Mala-
guzzi “the hundred languages of children” is the
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core of this teaching method, as according to its
children their

thoughts, and ideas via their own specific and uni-

founder can express feelings,
que language. This in turn then leads to a specific
teaching and learning goal that is and has been the
aim of the Reggio Emilia Approach®. The eleven
core values of the Reggio Emilia according to their
website (i.1) is listed as follows:

e Children are active protagonists in their gro-

wing processes

e The hundred languages

e Darticipation

e Learning as a process of construction, subjec-

tive and in groups

e Hducational research

e Educational documentation

e Progettazione/Designing

e Organisation

e Environment and spaces

e Formation and professional growth

e Evaluation

Considering these eleven values as the core of
the Reggio Emilia and also the fact that the app-
roach “identifies environment as the third teacher,
after parents and teachers at the school” makes this
infant-toddler/preschool teaching approach differ-
rent from the traditional teaching techniques
(Faroughi & Varga Nagy, 2023, 85.). Another im-
portant point to keep in mind is that in the Reggio
Emilia Approach® by implementing these differ-
rent values the children will develop and advance
in their educational journey based on their needs
and capabilities.

Howard Gardner (2009), on the other hand, be-
lieved that the knowledge acquiring process in
human beings differs from one person to another.
Therefore, he proposed eight different intelligences
that every person possess with one caveat, that
some intelligences may be bolder than the others in
individuals. According to Gardner the intelligences
that everyone possess are:

e Linguistics

e Logical-mathematical

e Spatial

e Bodily-kinesthetics

e Musical

e Interpersonal

e Intrapersonal

e Naturalist

Stressing upon the fact that the functionality of
these intelligences differ from one person to
another, Armstrong (2009, 16.) claims that “there
are many ways to be intelligent within each cate-
gory” as well. This statement could be regarded as
a claim that one should not seek a standard set of
attributes based on which one should be regarded
as intelligent in a specific area. Focusing on child-
ren Gardner also elaborated that since each child
possesses all eight intelligences, once at school and
at the beginning of their learning journey they
begin to show inclinations towards specific intelli-
gences. This could be the answer to the question
why some students learn a topic much more easily
than the others and a valuable question for teachers
and educators “how can we help pupils to learn

more effectively yet in a more fun way?”

Theory of the Multiple Intelligences and the
Reggio Emilia Approach®

To understand how the theory of multiple intel-
ligence work and to see if the Reggio Emilia
Approach®’s teaching techniques could be in line
with the theory of multiple intelligence, this section
will first look at the table provided by Armstrong
(2009). In his book Armstrong elaborates on the
different methods and technologies that can be
employed by teachers and educators within class-
room to assist the students in their learning process
provided their specific intelligence(s) is recognised
by the teacher and educator (Tablel). Today, the
use of technology within classrooms has become a
norm regardless of the age of the pupils. It is very
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common that a teacher uses music, songs or
animation to teach a lesson to his/her students
even at the very young age of 3. Therefore, the
teaching strategies and the proposed technology
columns are very useful for instructors.

On the other hand, the eleven values of Reggio
Emilia Approach® that has been collected in table
2 below, gives a clear understanding on how these

values are important and how they can be in

collaboration with the multiple intelligences theory.
One of the pillars of the Reggio Emilia App-
roach® is the important role the environment plays
in children’s lives. By naming it the third teacher,
after parents and teachers at the school and one of
the main reasons Reggio Emilia performs differ-
rently is that the children have the opportunity to

connect with the environment.

Table 1. Eight ways of learning (cited from Armstrong, 2009, 33.)

Children who are

highly ... Think ...

Love...

Need...

Linguistics In words

Reading, writing,
telling stories, playing
word games

Books, tapes, writing tools,
paper, diaries, dialogue,
discussion, debate, stories

Logical-Mathematical | By reasoning

Experimenting,
questioning, figuring
out logical puzzles,
calculating

Materials to experiment with,
science materials, manipulatives,
trips to planetariums and
science museums

Spatial In images and pictures

Designing, drawing,
visualizing, doodling

Art, legos, videos, movies,
slides, imagination games,
mazes, puzzles, illustrated
books, trips to art museums.

Body-Kinesthetics Through somatic sensations

Dancing, running,
jumping, building,
touching, gesturing

Role-play, drama, movement,
building things, sports and
physical games, tactile
experiences, hands-on learning

Musical Via thythms and melodies Singing, whistling, Sing-along time, trips to
humming, tapping feet | concerts, playing music at home
and hands, listening and school, musical instruments

Interpersonal By bouncing ideas off other | Leading, organizing, Friends, group games, social

people relating, manipulating, | gatherings, community events,
mediating, partying clubs, mentors/apprenticeships

Intrapersonal In relation to their needs, Setting goals, Secret places, time alone, self-

feelings, and goals meditating dreaming, paced projects, choices
planning, reflecting

Naturalist Through nature and natural | Playing with pets, Access to nature, opportunities

forms gardening, for interacting with animals,

investigating nature,
raising animals, caring
for planet earth

tools for investigating nature
(e.g., magnifying glasses,
binoculars)
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Table 2. Eleven values of the Reggio Emilia Approach®. Source: Authors.

Values

Specifications

Children as protagonists in their growing
processes

Children have the potential to learn and have the right
to construct the experiences to the extent that makes
them capable of attributing meaning and sense in
isolation or in groups

The hundred languages

Children possess a hundred ways of expressing
themselves, understanding the world around them,
different ways of thinking via which they can
understand the otherness and yet this does not separate
them from each other as a consequence of a diverse
wortld that we live in

Participation

Via participation in different activities the hundred
languages of children as well as human beings is
implemented, understood and the plurality of point of
view and different cultures is practiced and given a
chance to be familiarised.

Learning as a process of construction, subjective,
and in groups

Considering children as human beings regardless of
age, as well as considering them as constructors of
knowledge, their competencies and autonomies, which
then leads to the process of learning research
strategies, exchanging ideas and discussions, and
participation with peers.

Educational research

Research as an essential tool in human life is a priority
in Reggio Emilia Approach® which gives adults and
children an opportunity to discover and interpret the
complexity of the world first hand.

Educational documentation

Documentation of education and practices allows the
learning process to be evaluated and can be done on
individual pupils or their interactions in groups with
peers as well as adults.

Progettazione/Designing

Roughly considered as an action of designing of
didactics, of environment, participation and the
professional growth on personal and group level.

Organisation

Organisation of work, spaces, children’s time and their
interactions with adults.

Environment and spaces

The interior and exterior of Reggio Emilia centres and
preschools are specifically unique. They are designed
and organised in an interconnected manner and they
offer every requirement to the children and adults to
live and conduct their research.

Formation and professional growth

Professional 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 from the very
person’s particular participation.

Evaluation

As part of every aspect of school life, evaluation is the
final value of Reggio Emilia, using different means to
evaluating students.
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In order to achieve the optimal goal of the Reggio
Emilia, the educa-tors will remain with their class-
room for the duration of three years, and through-
hout the teaching session/lesson plan, the environ-
ment will change based on the pupils needs and
interest for the day.

It is also worth to mention that in Reggio Emilia
classrooms the teachers consider themselves as
learners as well and they try to have a deep under-
standing of the pupil’s needs and capabilities, as
one of the reasons the teacher stays with her/his
classroom during the cycle that lasts at least three
years.

The possible collaboration of the Theory of
Multiple intelligences and the Reggio Emilia
Approach®

As parents, educators, and policy makers or to
put it simply as grown-ups, it is widely agreed that a
successful career later on in life starts with a good
education and providing enough opportunities for

the young.

This is exactly the reason educators around the
wotld constantly try to find innovative ways and
methods to help students from the eatly stages of
their education journey to benefit from the oppot-
tunities and possibilities available to them. How-
ever, as far as is known no study has been devoted
to the possible collaborations of the theory of
multiple intelligences and the Reggio Emilia App-
roach®, as both of them base their cote on eatly
childhood education and how we should assist our
youngsters.

According to table 3 above, it is obvious that the
different intelligences of Gardner’s multiple intelli-
gence theory are in line with the different values of
the Reggio Emilia Approach® that Malaguzzi
introduced. Although there is almost half a century
between the two of them it is clear to see that they
both focused on education, especially eatly child-
hood education, and care from different perspec-
tives. To see how these intelligences and values
collaborate with each other the table needs to be
studied carefully.

Table 3. The collaboration of the multiple intelligences and the Reggio Emilia values. Source: Authors.

Intelligence Reggio Values

Linguistics

Children as protagonists in their growing processes AND the
hundred languages

Logical-Mathematical

Learning as a process of construction, subjective, and in groups
AND the hundred languages

Spatial

Participation AND learning as process of construction, subjective
and in groups AND the hundred languages

Bodily-Kinesthetics

Progettazione/Designing AND organisation

Musical Formation and professional growth AND Environment and space
AND Organisation

Interpersonal Educational Research AND Educational documentation AND
Organization

Interapersonal Educational Research AND Educational documentation AND
Organization

Naturalist Environment and space AND Designing AND organisation
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The first row shows that there is a possible
connection between at least two Reggio values.
The linguistics intelligence, or the learning of
words, phrases and language knowledge is called
linguistics intelligence according to Gardner. In the
Reggio Emilia Approach® the famous “hundred
languages” of children, which has become the
motto of the approach sits well with the linguistics
intelligence.

However, in Reggio, they believe in different
ways of expressing oneself or extending one’s
message and it is not only the spoken words or
linguistics used by children. In essence, even a
drawing of a 5 years old child that has a message
within it could be considered a linguistic way of
expressing itself though it might not be in words
but in another form and shape. The second possib-
le collaboration with linguistics intelligence is the
value of children being protagonists in their gro-
wing processes. This means that children have an
immense potential to learn, and this learning pro-
cess can take place in different settings and via
different forms, one of which could be via lin-
guistics intelligence.

The second intelligence is connected to the
Logical and mathematical abilities of human
beings. This intelligence is visible in every aspect of
human life and can be in collaboration with the
hundred languages of the Reggio Emilia and the
learning as a process of construction, subjective
and in group. Children working in groups in each
classroom is a positive teaching method as they all
can learn from each other and although not every
one learns equally or similatly this collaboration of
the logical and mathematical intelligences with
Reggio values match perfectly together.

The third intelligence is the spatial which is in
close connection with participation, learning as
process of construction, subjective and in group as
well as the hundred languages of the Reggio
approach. With the spatial intelligence, children
have many different ways of learning and exp-

ressing themselves via visualisation, colour cues,
picture metaphors, and idea sketching are a few
activities that is performed with spatial intelligence.
These activities are then in line with the hundred
languages, participation and learning as process of
construction, subjective, and in group value of the
Reggio Emilia Approach®. According to these va-
lues these activities can collaborate perfectly with
each other and with the spatial intelligence.

The fourth intelligence is the bodily-kinesthetics
intelligence that is again in close collaboration with
hundred languages as well as designing value of the
Reggio. With these values children are familiarised
with the didactics, environment, participation in
order to assist with their professional growth on
personal as well as group level. Designing is a value
that is not preplanned and is not based on lesson
plans that teachers prepate, rather it focuses on
closed cooperation with all involved.

The fifth intelligence is musical that is in close
connection between many Reggio values, ranging
from hundred languages to participation, organi-
sation, designing, and even educational document-
tation. Here, the musical intelligence comes handy
to create a pleasurable atmosphere for both child-
ren and their teachers and educators, and the pro-
cess of teaching and learning is done via the use of
music. It is obvious that most children as well as
adults enjoy such techniques and it must be the
case that they remember lessons much better when
it is taught in a fun and interesting manner.

The sixth intelligence being interpersonal is an
intelligence that deals with how children work with
peers and in groups. Making group activity more
fun even with those pupils who suffer from low
confidence, this intelligence can collaborate with
hundred languages, educational research, educa-
tional documentation, and organisation.

All these Reggio values are in line with the
giving
opportunities to pupils to advance and progress

interpersonal intelligence, chances and

effectively in their learning process.
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Closely related to the sixth intelligence is the
seventh intelligence known as intrapersonal that
encourages children to work in groups learn from
each other, make learning and teaching sessions
more fun and exactly like the sixth intelligence is in
close collaboration with hundred languages,
educational research, educational documentation
and organisation.

The final intelligence is naturalist and as the
name suggest it is in close relation with environ-
ment and space, designing, and organisation values
of the Reggio approach. As mentioned before, at
the core of the Reggio Emilia Approach® lies the
element of nature and how it can influence,
educate and help the progress of pupils not only at
personal level but as social, mental and physical

health.

United Arab Emirates and Early Childhood
Education and Care in Dubai

The city of Dubai, mostly known as the eco-
nomic hub of the country is home to a population
made up of almost 89% expatriates. The diversity
of nationalities, their culture and many different
languages spoken in the country has resulted in the
With
English being the main language of the country

mushrooming of international schools.
and Arabic the standard but not the language of
instruction at the schools, the educational system
of the country goes into two diverse grouping of
national and international schooling system. The
national schools where free education is provided
to national and local Arab population, while the
international schooling system is the only edu-
cational system offered to the 89% of expatriates
living in the country. However, national Arabs too
have the choice of sending their children to
international schools provided they are willing to
pay the fees, while on the other hand, expatriates
cannot send their children to national schools that

are free for national Arabs.

There is also one major difference between the
two schooling systems in the country. In the
national schools the language of instruction is
Arabic while in the international schooling system
the language of instruction is English, however,
teaching and learning of Arabic is also mandatory
to every child admitted to international schools in
Dubai. According to the Knowledge and Human
Authority,
KHDA, the organisation that oversees the pet-

Development famously known as
formance of international schools in the coun-try,
there are 249 early childhood centres function-ning
in the city of Dubai only with 23,799 children
admitted in ECEC schools in January 2024
(KHDA - KHDA’s data & statistics). Out of the
249 early childhood education schools about 6 of
them provide the Reggio Emilia Approach® to the
population and are considered as international
schools or privately owned establishments that are
overseen by the KHDA. These international
schools usually aim at hiring native speakers of
English as teachers, and offer prestigious facilities
for children such as in-school swimming classes,
dance lessons, music classes that are not common
in Islamic countries etc. Depending on the extra
facilities and the number of native English-spea-
king teachers in that school the fees vary immen-
sely. However, due to cultural and religious diver-
sity, the wide variety of languages spoken in the
UAE, Islamic laws of the country and the desert
environment of the country, implementing the
Reggio Emilia Approach® fully in the nurseries in
Dubai seems impossible (for further discussion see
Faroughi & Dabney-Fekete 2023).

Conclusion

The fact that eatly childhood education is of
utmost importance is clear to everyone, and edu-
cational systems around the wotld are on constant
look out for new and innovative ways to improve
their teaching techniques as it guarantees a brighter
future for the generations to come. Today’s life and
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the advancement of technology demands educating
people and responsible use of the advancement of
the technology that is available. Although this
advancement has been criticised now and again
until the COVID 19 pandemic happened and
societies and countries realised that technology on
its own is not a threat to humans. This education
and the responsible use of the technology is best
done with young age and those who will become
tomorrow’s adults. Therefore, it is obvious that
educational systems should try to familiarise young-
sters with technology from a very young age and
yet make them understand that it is expected from
them to use it responsibly.

With Newton’s famous metaphor of “standing
on the shoulders of giants” this paper looked into
two very famous achievements of last century’s
scholars. The first is the Italian founder of the
Reggio Emilia Approach® who right after the
second World War, felt the need for an entirely
different educational system that is liberal enough
to stop disasters like World Wars happening again
and he believed it should be started at a young age
and from the nursery. The second scholar was
American psychologist who proposed that even
though every human being is born with the eight
multiple intelligences, and although the learning
process in every person is different than others,
some intelligence(s) might be bolder from person
to person. This then leads to one thinking if
parents, educators, policy makers and schools try
to identify every child’s unique learning process
and needs, and combining it with the values of the
Reggio Emilia Approach® at the very eatly stages
of the learning journey, we might have a generation
of people who know exactly what it is they are
good at and how and where should they pursue
their dreams and work to achieve.

Tables one, two and most specifically table three
tried to illustrate the unique yet invisible ties that
these two approaches have in common. The
Reggio Emilia values although designed for Italian

and European culture might not be suitable for
countries like the UAE that has an entirely
different culture, language, religion and specifica-
tions, but with some modifications even Islamic
societies can benefit from the cleverly organised
teaching method that is famously known around
the world. As it is obvious due to the reasons
mentioned above the Reggio Emilia nurseries
functioning in Dubai are not following the exact
Reggio Emilia as it works in Italy and the rest of
Europe due to many issues such as different
climate, religion, language and societal values, but it
is still one of the most sought-after nurseries for
those parents who are enlightened enough to know
the value of the teaching method. By adding the
multiple intelligence theory and understanding each
child’s unique needs and requirement in their
learning process, and with the help of the Reggio
Emilia Approach®, educators can section classes
based on the most dominant intelligence(s) of
children. This will help with the learning process,
effective processing of the knowledge, hiring of
professional teachers for that specific classroom,
and to assist youngsters to understand and value
the differences they have without self-minimising
and affecting their self-confidence. As after all
humans are unique in their own rights and that is
the beauty of the world we live in, a cause to celeb-
rate and respect each other, to set the basis for a

better world for the future generations.

References

Armstrong, T. (2009). Multiple intelligences in  the
classroom (3trd ed.). ASCD.

Faroughi, F., & Dabney-Fekete, 1., (2023). Cultural
Diversity and Early Childhood Education, the
Case of Reggio Emilia Approach® in Dubai.
Special Treatment, Interdisciplinary Journal,
9(3), 71-80. DOI: https://doi.org/10.18458/KB.2023.3.71

124



KULONLEGES BANASMOD, X. EVF. 2024/3.

Malaguzzi, L., & Gandini, L. (1993). For an
Education Based on Relationships.
Children, 49.

Rinaldi, C. (2013). Re-imagining childhood: The
inspiration of reggio emilia education principles in Sonth
Australia. Government of South Australia.

Gardner, Howard (1983). Frames of Mind: The
Theory of Multiple Intelligences. Basic Books.
New York.

Gardner, Howard (2009). Multiple Intelligences.
New Horizons Basic Books. New York.

Young

125

Gardner, Howard (2024). The Essential Howard

Gardner on Education. Teachers' College Press,
US.

(i.1) Reggio Emilia. (n.d.). Va/ues. Reggio Children.

Retrieved February 23, 2023 from
ap_p;(;ach{ v al;)rl en/

(12) KHDA - KHDA’s data & statistics

i.3) Em1ha Approach®




KULONLEGES BANASMOD, X. EVF. 2024/3.

126



KULONLEGES BANASMOD, X. EVF. 2024/3.

PRO-DROP IN FARSI:
A CASE STUDY OF BILINGUAL SPEAKERS

Authors: Lectors:
Foroozan Hajian! Erzsébet Lestyan (PhD)
University of Debrecen (Hungaty) Gal Ferenc University (Hungary)
Aniké Vargané Nagy (PhD)? Katalin Mez6 (PhD)
University of Debrecen (Hungary) University of Debrecen (Hungary)

... tWo anonymous reviewers

Hajian, Foroozan & Varginé Nagy, Aniké (2024): Pro-drop in Farsi: A Case Study of Bilingual
Speakers. Special Treatment Interdisciplinary Journal [Kiilinleges Bandsmidd Interdiszciplindris folydirat], 10. (3), 127-
136. DOL: https://doi.org/10.18458 /KB.2024.3.127

Abstract
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of pro-drop in languages such as Hungarian, Japanese, Chinese, Slavic languages, and Arabic. This paper
will demonstrate how these bilingual speakers incorrectly use the null subjects in their sentences and in
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some speakers because their dominant language lacks pro-drop; therefore, in certain situations, researchers
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Absztrakt

A NEVMASELHAGYAS (PRO-DROP) A PERZSA NYELVBEN: ESETTANULMANY KET-
NYELVU BESZELOK NYELVHASZNALATAROL

A kutatas célja, hogy feltirja azon kétnyelvi, perzsa anyanyelven beszélSk belsS nyelvtani struktarajat,
akiknek az angol a dominans nyelviik. Azon kétnyelviek esetében, akiknek a perzsa az anyanyelviik, de a
dominans nyelviik az angol, a dominans nyelv befolyassal van az anyanyelvben megjelend
névmaselhagyasra (pro-drop). A null-szubjekt (null-subject) vagy pro-ejté nyelvek kétnyelvl beszélinél
(mint példaul a magyar, japan, kinai, szlav és az arab nyelvekben) gyakran el6fordulé probléma a
névmaselhagyas. A tanulmany bemutatja, hogy ezek a kétnyelvd beszélk helytelentl hasznaljak az tres
alanyokat (null-subject) a mondataikban, valamint azt is, hogy az autizmus spektrumzavarral (ASD) él6
sajatos nevelési igényd (SNI) gyerckek hogyan értik és hasznaljak a névmaselhagyas jelenségét. A nem
dominans nyelvben az ires névmads (null-pronoun) valasztasa bizonyos beszél6k szamara elfogad-
hatatlannak tlinik, mivel dominans nyelviik nem pro-ejt6 nyelv; ezért egyes esetekben a kutatok azt
mondhatjak, hogy ezek a kétnyelvl beszél6k nem beszélnek olyan folyékonyan anyanyelviikkén, mint a
domindns nyelvitkon. A kutatas £6 fékusza a kétnyelven beszéls, és az autizmus spektrumzavarral él6,
angol-perzsa kétnyelvli gyerekek névmaselhagyas hasznalatinak vizsgalata. A kutatdasban arra
Osszpontositunk, hogyan hasznaljdk a SNI didkok a null-szubjekt formakat a perzsa nyelvben. A vizsgalat
célja a nyelv névmasi alanyai hasznalatinak feltarasa kétnyelvi beszél6k korében. A kutatis f6

fokuszaban a kétnyelvl beszélk, valamint az ASD gyermekek angol és farszi nyelvi preferenciajanak és a

pro-drop hasznalatanak vizsgalata all.
Kulcsszavak: kétnyelvi, perzsa nyelv, pro-dop
Diszciplina: nyelvészet, pedagdgia

In this research, my focus will be on how Special
Education Needs (SEN) students use null subject
forms in Farsi. This investigation aims at unco-
vering the use of pronominal subjects of the
language for bilingual speakers. My aim for this
study is to investigate the complexity of the way
bilingual Farsi speakers use the null subjects differ-
rently than compared to the native monolingual
speakers of Farsi since it has a different syntactic
system as well as Special Educational Needs bilin-
gual children speakers of the language.

What is Bilingualism?

The term Bilingualism is hard to define. Many
researchers have different views on what it truly
means. However, it always comes down to one de-
finition which is: "Any individual with the know-

ledge of at least two languages" (Byers-Heinlein et
al., 2018). On the other hand, José-Luis Mendivil-
Gir6(2016) states that bilingual speakers do not
work as 2 monolingual speakers but as an indivi-
dual who has two systems joined together as a sin-
gular knowledge system.

According to Francois Grosjean (1975), knowing
two different languages within an umbrella langu-
age is considered bilingualism or a person who
learns both languages simultaneously as they grow
up is bilingualism. There are many similar myths
about bilingual speakers of any two languages. And
while none of these definitions are wrong, it does
become confusing along the way. For this purpose,
the definition that this paper will proceed with is
the first given, namely, Bilingualism is the know-
ledge of someone knowing 2 languages at the same
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time with the same, or almost the same, fluency of
the first language that they learned growing up
(Grosjean, 1975).

This leads to the idea of Bilingualism being a
phenomenon of a person who knows 2 languages
at the same time. One would expect that every
bilingual speaker would be fluent in both languages
that they already know; this is a common mis-
conception because there are people with a bilin-
gual background who are fluent in both their
mother tongue and native language; however, this
is a myth since most prefer to use their dominant
language which they have used almost daily be-
cause they are more comfortable using it. Many bi-
lingual speakers do not learn their dominant langu-
age from their parents at home instead they tend to
learn their native language at home and the other at
school from a very young age. Most of the time,
their dominant language is not their mother ton-
gue, but rather the English language or any other
one of the different languages that they learned at
school and used throughout their lives constantly.

Agirdag (2016) observed that there is a significant
difference between the brains of monolingual and
bilingual children. In addition, he claims in his pa-
per that the brains of bilingual children are better
than the brains of monolingual children because
bilingual children have better-trained minds. Dutch
children are encouraged to learn more than one
language aside from Dutch. He also mentions that
Dutch Law encourages students to have one native
language along with two more languages which led
them to the (one+two) rule. This is where the na-
tives and immigrants alike are meant to know more
than one language. It should be their native langu-
age with the additional two languages learned at
school. Even though there are many immigrants in
European countries such as the Netherlands, Ger-
many, the UK etc. most of them do not want to
lose touch with their ethnic backgrounds that con-

nect them to where they came from.

Farsi is no exception to this phenomenon, many
bilingual children with a non-dominant native
language background are constantly encouraged by
their parents or family members to keep the langu-
age as a part of their culture and themselves.
Nevertheless, the more encouragement these
children get, the more they tend to push their
native language away resulting in their daily usage
of English. This causes them to become a foreigner
in their language; thus, resulting in errors in Farsi
grammar. Most people begin to translate their do-
minant language into their non-dominant language
(Grosjean, 1975).

With that kept in mind, it is important to say
Grosjean (1975) states that bilingual speakers are
not people who cannot speak properly in either
language that they know. He also believes that
bilingual speakers are just people who can think
faster despite the delay in answering one’s question
or when it is the bilingual speaker’s turn to speak.
Often there are moments when the speaker might
answer in the wrong language and this is deemed to
be a normal mishap. This can be seen when the
interlanguage begins to appear in the speech of the
bilingual speaker. It does not mean that the speaker
is not well-educated in the languages that they
know but means that they are trying to understand
the language in both languages and this causes
them to take more time to think (Grosjean, 1975).
It will take a bit more time than a monolingual
speaker to reply to the other person.

One instance in which a bilingual speaker would
have a problem is using the third-person plural
along with the formal syntax in Farsi makes it
sound ungrammatical and overly polite. Having a
dominant language other than the mother tongue is
inevitable when the speaker tends to use the se-
cond language more in their lifetime. Later, that
language slowly transitions and becomes their nati-
ve language or at least their dominant first language
that is always operated in their daily lives. In the
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next section, we will give a brief background on
Farsi.

Background to Language Acquisition

Language acquisition is the ability to gain the
ability to perceive and comprehend a language.
Since there are many different ways for children
and adults alike to acquire languages, we cannot
pinpoint one specific way of acquiring a language.
According to Lado (1957), the solitary significant
foundation of syntactic mistakes in grown-up se-
cond language execution was the person’s first
language. It is said that the errors are close to im-
possible to fix once a person is not in the Critical
Period however, there is still a little room for im-
provement. Their language proficiency might not
be as fluent as the native monolingual speaker but
it will be close to it.

Heritage speakers, like the children who are
learning the language when they first begin to cog-
nitively formulate the sentences, are still incapable
of being fluent in the language due to the CP
ending. Yet, this is not to imply that bilingual
speakers will never be able to master their mother
tongue. They will have a hard time learning it flu-
ently unless they are willing to learn the language. It
will be a hard process, not an impossible one to
achieve mastery of the mother tongue. Oftentimes,
they tend to code-switch when they speak. It is
common in bilingual or multilingual speakers’
speech. The knowledge of more than one language
results in the mix-up of syntax and morphology.

Grohmann et al.(2014) claim that the Linguistic
proximity in many different languages that a child
is exposed to is a third key factor that influences
bilingual or multilingual turn of events and cross-
linguistic exchange in their languages. This means
that once a bilingual child is exposed to several
languages, it results in their complex use of the
language structures that they already know.

Farsi to these bilingual speakers becomes what
other researchers call a Heritage Language, where

they may seem and sound fluent to others, but,
they may still make errors here and there. Montrul
(2008) states that Heritage speakers share similar
characteristics in their language as L2 learners,
including non-native-like attainment and transfer
errors from the dominant language. Their mother
tongue slowly transitions to an L2 instead of their
L1. Heritage speakers (Levi, 2016) are also like the
children, who are learning the language when they
first begin to cognitively formulate the sentences
but are still incapable of being fluent in the lan-
guage due to the Critical Period ending. Yet, this is
not to imply that bilingual speakers will never be
able to master their mother tongue. They will have
a hard time learning it fluently unless they are
willingly wanting to learn the language. It will be a
hard process, not an impossible one to achieve
mastery of the mother tongue.

o)

A:  Salam! Shenidi darbareye Sara? Bargasht-e!
Hil proHeard  about Sara? Returned-prol
“Hey! Have you heard about  Sara? She’s back!”

B:  Are! Dircoz didam(esh).

Yes! Yesterday prol saw.
“Yeah! I saw her vesterday.”

A:  Vaghean?  Bayad kheyli hayejanzade bood.
Really? prs Must very excited was.

“Really? She must have been excited.”

As we can see in the example above, it is
possible to make the pronoun “Oo0” (She) null in a
sentence. Nevertheless, to non-native speakers of
Farsi not making the “Oo0” covert in the context
that is in casual and-sometimes-formal settings, will
make the sentence ungrammatical no matter how
polite they think they are being in a different
language. This is a common error that appears in
the speech of many bilingual speakers. For the rea-
son that English is considered to be a polite
language, they believe translating the same polite-
ness from English into the target language will
make them sound much more polite in the target
language, as well. This is true for any bilingual
language learner. Whereas, using the third-person
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plural form in Farsi makes the speaker polite
regardless. In the following section, we will see

how the experiment was conducted.

Introduction to Autism Spectrum Disorder
(ASD)

In this section, there will be a brief insight on
what an Autism Spectrum Disorder is. Autism
Spectrum Disorder (ASD) is a developmental
disability caused by differences in the brain (CDC:
2022). Many ways people with ASDs can be
diagnosed and from any age. It is however harder
to distinguish ASD in women than in men. There
are several symptoms for specialists to see in
people.

The first characteristic mentioned on the CDC
website is Social Communication and Interactive
Skills. For example, not being able to make and
maintain eye contact, not being able to respond to
their names at the age of 9 months within children,
and avoid joining groups of other children to play
with just to name a few.

The second characteristic mentioned is the Res-
tricted and Repetitive Behaviors and Interests. This
is where people with ASD have peculiar interests
and habits that may seem strange to the other
people around them. These habits or interests that
are set by ASD separate them from others by
stating the problems only in social communication
and interaction.

For instance, in younger children these traits can
be seen: Lining up toys or getting upset and frus-
trated when the order they wanted is changed,
repeating words or phrases obsessively (this is
known as echolalia), playing with the same toys in
the same way every day, they focus on one or some
parts of objects, i.e., car toy wheels, getting upset in
minor changes around them, hyper fixation on
their hobbies, moving around to be able to
concentrate.

Finally, the third characteristic within ASD is
commonly seen as delayed language skills, such as

speaking, and delayed movement skills where they
seem to be seen as clumsy or lazy, they may even
be hyperactive or impulsive in certain cases, there
are cases where the children had epilepsy or seizure
disorders, eating or sleeping unusually, emotional
reactions to the simplest things.

According to a study done by Mohammadi et al.
(2011), ASDs are not as widely researched in deve-
loping countries as it is in the already developed
countries in the West and Europe. Although there
have been attempts to research this issue in Iran, it
does not seem to be enough to understand the full
concept of why ASDs occur.

One instance that a bilingual speaker would have
a problem is using the 3rd person plural along with
the formal syntax in Farsi makes it sound un-
grammatical and overly polite. Having a dominant
language other than the mother tongue is inevitable
when the speaker tends to use the second language
more in their lifetime. Later, that language slowly
transitions and becomes their native language or at
least their dominant first language that is always
operated in their daily lives. If this is the case then
what does it mean for the SEN students’ native
language? In the next section, I will give a brief
background on Farsi.

Background on Farsi

Farsi is a language in the Indo-European family
tree. It is divided into three mutually intelligible
languages: Tajiki, Dari, and Farsi (Samvelian, 2000).
Each of these languages is spoken in what was
once part of the Persian Empire. Nowadays, Tajiki
Persian is spoken in Tajikistan, Dari Persian is
spoken in Afghanistan, and Farsi is spoken in what
we now know as Iran.

The separation of these countries throughout hi-
story has resulted in people speaking a different
form of the language that was once spoken when
they were united. These languages are considered
to be different dialects spoken by different spea-
kers of the language. Farsi is known to be a con-
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tinuation of Middle Persian that is commonly
spoken in Iran specifically in the capital.

Some Farsi speakers around the borders of Ar-
menia, Uzbekistan, and Turkey speak a variety of
Farsi. Iran is a country with an 82.91 million
population, many of them are bilingual speakers of
Farsi and their dialects. However, the focus of this
paper is on English and Farsi bilingual speakers
and not the different varieties of spoken Farsi.
Farsi is a language that can form sentences such as
SOV, SVO, and in certain case markings, it sounds
like VSO, which is fairly similar to the Arabic
language that uses this word order.

As an example, it can be seen in (1) that “She/he
ate the food” does not have an overt subject, yet it
is implied by the case marking on the main verb:

khord.
the food”

(1) Ghaza-sho
pro Food-ACC ate-NOM3 “S/he ate

In the next Section, we will introduce the

Sentence Structure in Farsi.

Sentence Structure in Farsi

Farsi is known to be a free word order language
in the world meaning that the subjects can move
easily through the syntax compared to languages
that do not have a free word order specifically for
the subject of the sentence. However, after doing
further research on this topic it seems that this
phenomenon is not entirely true. The structure
does have an ideal fixed position for the subject
but the subject can be moved around. Therefore, it
can be said that Farsi is a semi-free word-order
language. The standard form of a sentence in Farsi
is SOV. Additionally, it is possible to have the
word order in SVO and in rare cases VSO as well.
Indo-Iranian languages have a similar syntax. To
this the
llustrate how (2) has a subject and (3) is null, yet

illustrate example, sentences  below

they both have the same meanings.

(2) Man gorba-ro na-zadam.
I cat—that neg-hitl.
1 didn’t hit the cat”
(3) — Gorbaro na-zadam.
procat-that  zeg. hit.
] didn’t hit the cat”

As we can see in both (2) and (3), the only
difference that can be seen is the null subject in (3).
The only visible difference that can be seen is the
accusative marker on “the cat” and the nominative
marker on the verb in both given sentences. Thus,
if we were to drop subject I in (3), it would still
make sense to native Farsi speakers; however, it
might not be the same case for bilingual speakers
of Farsi.

Pronouns in Farsi

In Table 1 below, the focus is more on the
standard characteristics of the pronouns used in
Farsi that are also commonly found in literature.
What we see in this table is the Literary pronouns
that are used in formal settings. They are mostly
used in poetry or by the older generations of native
Farsi speakers.

In Table 2, what we see is the spoken forms of
the pronouns that are commonly used by the
younger generations. The pronouns Ounha and
Ishun are mistaken for each other and in most
cases used interchangeably. This is where things get
complicated for most bilingual speakers. Later on,
we will see that in the experiment conducted and
the difference this repetitive error happens often
among bilingual speakers of Farsi in more detail.

Table 1. The standard characteristics of the pronouns used
in Farsi that are also commonly found in literature. Sonrce:
Authors.

Person Singular Plural
1st Man M
2nd To (Inf), Shoma (For.)
Shoma (For.)
3rd Oo (Animate) non-gendered, Anha
An (Inanimate) (Animate/InAnimate),

Ishan (Animate only)
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Table 2. The spoken forms of the pronouns that are
commonly used by the younger generations. Source: Authors.

Person Singular Plural
1st Man Ma
2nd To (Inf), Shoma (For.)
Shoma (For.)
3rd Oo (Animate)non- gendered, ~ Anha
An (Inanimate) (Animate/InAnimate),

Ishan (Animate only)

It does not have any morphological changes to
the actual verb, but the context does have tense on
it that indicates the meaning of the word to us in
the given sentence. As for the transitive phrase
given above in (3), it is possible to say the example
given in (4) by dropping the entire subject because
of the enclitic at the end of the verb.

3 Man Didamesh
I Saw-acc.l. 3 pro
! saw him.”
(4) a. Intransitive verb: khabidan ‘rest’ Man khabid-am
I Rest-NOMI1
b. Man khabandam-esh “T rested.”
1 Rest NOM1-
NOM3
“T made him/her rest.”

If the bilingual speakers were not raised in that
society, then it would be considered as a lack of
language competence with the monolingual spea-
kers of Farsi. The way language is used does have a
role in the culture, therefore, it cannot be said that
if the language is grammatical in the textbooks,
then it will also be grammatical when people use it
in their daily conversations.

Farsi is a Heritage language to them, and they
have many to little issues depending on their
language proficiency, starting with the use of overt
pronouns in their mother tongue language. They
drop the pronoun Oo/oon ‘he/she’ in formal
contexts, while they do not drop it in informal
contexts. As it is mentioned above, pronouns
cannot be dropped in formal contexts. In the
following last example given below which was used
in the experiment, we will see that the social
hierarchy at a workplace is always in a formal

format regardless of how close the two colleagues
are with each other.

On the other hand, if the colleagues were not
close then neither of them can use the informal
speech with each other. The social context is
important in the language. One cannot say that the
language is enough without the social context taken
into mind. Most languages in the Middle East
heavily rely on language and social hierarchy. Later
on, we will see a brief introduction on this matter.

(5) B: Oon karo anjam dad-ir

pro that task do did-2

“Did youdo  the task?”
E: Bale anjam  dad-am bara-toon.

Yes, prodo did-NONM.1 for.ACC. 2

For.

“Yes, 1did the task you asked for.”
B: Khoobe, bishtar  kar kon.

Good, more  pro work do.

“Good, do more work.”

The use of overt pronouns in Farsi does have a
system that is unconsciously known by the native
speakers of Farsi, whereas, bilingual speakers have
a difficult time knowing where to place these
pronouns within a sentence in an appropriate
manner. In Farsi, the subject pronoun is null in the
contexts where it is allowed. The object pronoun
might be dropped in certain cases as well. In the
upcoming section, 1 will briefly introduce the
Formal and informal use of pro-drop.

Formal and Informal pro-drop

Farsi is known to be a language that is heavily
based on cultural appropriation just as many other
languages in Asia and the Middle East are, as well.
The nominal forms are used more often in speech
than in writing, it is used between differences in
age, gender, and status to name a few. This is
taught from the moment a child can speak. The
importance of such practices is that children must
learn how to be respectful when they encounter

someone in real life.
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The Middle Eastern culture is heavily based on
respect; therefore, this leads to the social hierarchy
being visible in the use of pronouns: nominal
forms can never be dropped. In Table 3, we will
compare the German language and how they use a
similar pronoun use to Farsi.

Table 3. German langunage pronouns. Source: Authors.

Formal Informal
Du (1Sg) Sie (1Sg)
Thr (1Pl) Sie (1P])

In German, both Sie are used in formal and
informal contexts. In Farsi we use “Shoma”, both
in informal and formal contexts to show respect to
the person we are talking to. As a law (BBC UK,
2021), it is illegal to call a police officer “Du” one
must always call the officer “Sie” because of their
higher authority and power. This is also true if
both people are strangers. Unless one of them
states that it is okay to use “Du” then it is best to
use “Sie”. This is similar to Farsi. As we can see in
(6), a different situation results in a similar
outcome. The example below will illustrate a
setting with a mother and child who are discussing
an unfortunate event.

(6) Mother to

child

A: Chetori laptopet-o shekond-i?
How pro laptop-2 break-do?
“How did you break the laptopr!”

B: Nemidonam! Gorb-am neshest!

Cat NOMI. on
My cat sat

pre Don’t know!
“I don’t know!

pro sat.acc!

on itl”

In Farsi, bilingual speakers prefer to use English
because it has a familiar system that they are used
to. Farsi is a Heritage language to them, and they
have many to little issues depending on their
language proficiency, starting with the use of overt
pronouns in their mother tongue. They drop the
pronoun oo/oon ‘he/she’ in formal contexts, while
they do not drop it in informal contexts. As it is

mentioned above, pronouns cannot be dropped in

formal contexts. In the next section, we will speak
about pro-drop in Farsi specifically.

Pro-drop in Farsi

Pro-drop is favoured over overt pronouns in
informal use in Farsi. It is commonly used in casual
settings amongst friends and family if they are
close. When the social hierarchy becomes active,
then the inflectional markings become visible in
pronouns that the honorary forms are used and
they are impossible to drop. It would make the
sentence ungrammatical and strange. According to
Carnie (2002), he differentiates between PRO and
pro by stating that PRO is Caseless and is subject to
the theory of control. On the other hand, pro takes
Case and is often qualified by rich agreement
morphology on the verb.

As we have seen in the previous section, Carnie’s
(2002) example (15) illustrated above showed us
how a pro-drop language needs a case in a sentence.
Farsi is a free word order language except the Ara-
bic sentence formation.

Farsi is a language that can form sentences such
as SOV, SVO, and in certain case markings, it
sounds like VSO, which is fairly similar to the
Arabic language that uses this word order. As an
example, it can be seen in (22) that “She/he ate the
food” does not have an overt subject, yet it is im-
plied by the case marking on the main verb:

(7) Ghaza-sho khord.
pre Food-ACC  ate-NOM3 “S/he ate the food”

We are introduced to the pro-drop case of the
null subject phenomenon. In general, many people
tend to use the pro form more often than the actual
standard sentence structure that uses the subject in
the sentences.

Null subjects are common in free word order
languages such as Italian, French, and Spanish
along with languages like Arabic, Urdu, Farsi, and
some other Indo-European languages. English

does not have free word order, hence it does not
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allow null arguments like the Indo-European
languages; whereas, in Farsi it is possible:
(8) Khordam man noon-ra.

Ate-NOMI I  bread-NOMI1
*Eat I bread.
Many bilingual speakers wuse pronouns in

ungrammatical situations such as dropping the
“O0” and the formal you “Shoma”. There are 2
main types of null arguments: Subject and Object,
when given the chance either one of the categories
can be null (Carnie: 2002).

This is one of the main reasons that most
bilingual Farsi speakers tend to use overt pronouns
in an ungrammatical way because they translate the
English sentence into Farsi rendering the Farsi
sentence ungrammatical. The lack of inflexions on
verbs in English makes subject and object drop
impossible. In the next section, we will present the
hypothesis.

Hypothesis

Initially, the hypothesis was that the Bilingual
Farsi speakers, who have a non-dominant Farsi,
will not drop the pronouns because their dominant
language does not allow pro-drop. They either do
not use it in a casual setting or they drop it in a
formal setting which according to the culture is not
acceptable grammatically. However having obser-
ved the SEN eatly childhood education students,
what was evident was the two main hypotheses:

1. Adult participants in this research had some

difficulties.
2. Unknown if SEN children will have an easier

(or more difficult) time.

Final hypothesis: With the right materials and
techniques, SEN will have an easier time. Many
teachers and parents often have a pessimistic view
once they come to realize that their children might
not fall into society’s “norms” and most often
become disillusioned by the fact that their children
might never be able to live a “normal” life.

However, we believe that instead of becoming
pessimistic or disillusioned, education systems and
the teachers involved must change their tactics in
teaching the children. There must be highly trained
educators in this field to help SEN children and
their parents feel as wanted and helped as they
deserve to be. Next, we will see the results of the
experiment for the adults and have a speculation
on whether or not SEN children will have the same
results.

Conclusion

Out of the 25 people who participated, only nine
of them chose to drop the subjects given in B in
the target questions, the rest had chosen to give a
subject in the given contexts. Mainly when it came
to “Oo/oon” choices they could not drop the
pronoun, I believe this was the reason why the
participants felt it would not sound formal when
they had to choose it in the given context.

On the other hand, when it came to first-person
pronouns, they chose to make it overt as it kept
getting repetitive. One of the participants kept
choosing not to use a pro for the entire experiment
which seemed a little strange. There are no genders
in Farsi unlike Arabic, German, and Italian; there-
fore, it might have sounded strange not to keep the
pronoun there in the sentence. Their choices were
quite interesting to see since most of the bilingual
speakers chose to drop the 1st person pronouns
but misuse the 3rd person pronouns in informal
and formal contexts. Some of the participants
preferred to drop the pro, while others preferred to
keep it in the sentences.

Either this one person had learned the language
from the book in a prescriptive manner or they felt
that it cannot be null just as it is meant to be in
English. While the rest had chosen to omit the
subjects or use the formal form of him/her “O0”
for the pronouns in the object positions. In both

cases, it was interesting to see that the participant
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who did not drop the subject opted for using it in
their test.

The results that have been shown were not as
expected since the majority of bilingual speakers
dropped the third-person pronouns more than the
second-person pronouns in the formal contexts
and turn, the monolingual speakers dropped the
null subjects whenever they could because it
sounded natural to do so.

However, it is difficult to say whether children
who do have ASD will have a difficult time
understanding the pro-drop concept. Many ASD
children hide their potential due to circumstances
such as their surroundings, people or their will to
not want to do anything. It is uncertain how the
children will react to the experiments unless these
experiments are carefully thought of and done in
ways that do not make the children annoyed,
overstimulated or bored. Future researchers must
keep in mind the endless possibilities that can
occur when conducting experiments for children as
they require kindness, patience and much love.
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Absztrakt

Tanulmanyunkban arra vallalkozunk, hogy a Tanitsunk Magyarorszagért program kapcsan bemutatjuk a
palyaorientaci6 kozponti mentoralas Magyar Agrar- és Elettudomanyi Egyetemen alkalmazott médszereit
és kitérink annak tapasztalataira. A mentorképzés, valamint maga az informaciétél és aktivitasi lehe-
téségektdl elzart teleptilések iskolaiban tanuld gyerekek tdimogatasa is a ,,G6d6ll61 Iskola” hagyomanyainak
megfeleléen torténik. Ezzel kapcsolatban jegyezzik meg, hogy hazankban a tanicsadoképzés a MATE
Szent Istvan Campusan (jogel6djei: GATE, SZIE) tekint vissza a leghosszabb mudltra. A t6bb mint 30 éve
mik6ds, kilonbozé néven és szinten vezetett tanicsadd szakokon Osszegyijtott intellektualis t6két,
tapasztalatot és az egészet atfogd szellemiséget nevezi mar a szakirodalom (Borbély-Pecze, 2022) is
,»GO0doll6i Iskolanak”. Ehhez az iskoldhoz kotheté hazankban a palyatanacsadasban alkalmazott
modszerek kialakitasa (Szilagyi, 1993) és azok folyamatos fejlesztése (Szilagyi, 2023). Ezek néhany eleme a
mentoralasban részesiilé fels6 tagozatos tanuldk korében is alkalmazasra keriilt a TM program keretei
kozott. A kovetkezGkben az elméleti hattertikkel egylitt azokat a modszereket kivanjuk bemutatni,
melyeket a TM1 mentorképzS kurzus soran sajatitottak el a hallgaték, majd hasznaltak a program
folyaman.
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Abstract

THE METHODS OF MENTORING WITH A CAREER ORIENTATION APPROACH - THE
EXPERIENCES OF THE TEACH HUNGARY PROGRAM IN GODOLLO

In our study, we undertake to present the methods of career guidance-focused mentoring activity
applied at the Hungarian University of Agricultural and Life Sciences in connection with the Teach for
Hungary program and discuss its experiences. Mentor training, as well as support for children studying in
schools in settlements cut off from information and activity opportunities, is also carried out in
accordance with the traditions of the "Go6dolld School". In this regard, we should note that the
counselling higher education training program in our country has the longest history at the MATE Szent
Istvan Campus (predecessors: GATE, SZIE). The intellectual capital, experience and all-encompassing
ethos gathered in the consulting courses, which have been operating for more than 30 years and run under
different names and at different levels, are already called the "G6d6llé School” in the literature (Borbély-
Pecze, 2022). The development of methods used in career counselling in our country (Szildgyi, 1993) and
their continuous development (Szilagyi, 2023) can be linked to this school. Some of these elements were
also used among the high school students receiving mentoring within the framework of the TH program.
In the following, we would like to present, together with their theoretical background, the methods that

the students learned during the TM1 mentor training course and then used during the program.

Keywords: mentoring, career orientation, counselling

Disciplines: educational science, sociology of education

A Tanitsunk Magyarorszagért mentorprog-
ram

A Magyar Agrér- és Elettudomanyi Egyetem ha-
rom campusaval (Buda, Go6dolls és Kaposvar)
2021 tavaszan kapcsoloédott be a 2018 december-
ben utjara inditott Tanitsunk Magyarorszagért
(tovabbiakban TM) programba. Mara 17-re béviilt
azon felsGoktatasi intézmények szama, melyek val-
laljak azon hallgatéik felkészitését, akik szivesen
mukédnek kézre kisteleptilésen €16 felsé tagozatos
altalanos iskolasok segitésében. A pilot program
honlapja szerint célja az, hogy kell6 tamogatast
kapjanak a didkok tanulmanyaik sikeres befejezé-
séhez, hosszatavon pedig az, hogy ,,2030-ra min-
den ma altaldnos iskolds gyerek rendelkezzen
legalabb szakmaval vagy tanuljon tovabb”.

A TM inditasaban résztvevé egyetemek (a Deb-
receni-, a Miskolci- és a Nyiregyhazi Egyetem, vala-

mint a Pécsi Tudomanyegyetem) munkatarsai

rendszeresen publikaltak mar mondanival6jukat a
programmal kapcsolatban. Az egész atfogé megis-
merését jol szolgaljak a kiilonb6z6 aspektusbol ko-
zelitd tapasztalatok, elméleti és gyakorlati megkdze-
litések, melyek minden bizonnyal tikrozik a felsG-
oktatasi intézmények és ennek megfelel6en a szer-
z6k programmal kapcsolatos szemléletét. A felké-
szité kurzus koncepciondlis kérdéseit taglaljak pél-
daul Miskolcon (Juhdsz, 2022), mig Nyiregyhazan a
képzés hallgatéi véleményezése keriil a fokuszba
(Marton és Baracsi, 2020). A mentorok kompeten-
ciaival foglalkoznak Pécsett (Andl és tsai, 2020),
majd Debrecenben a motivacidik vannak a vizsga-
lat kézéppontjaban (Godd, 2021). Lubinszki (2022)
tanulmanyaban a palyaorientaciés fokuszu mentor-
last mutatja be, melyben a mentorképzésben részt-
vevé hallgatok téma szempontjabdl relevans refle-
xi6i is helyet kapnak. Ilyen megkdzelitésben gon-
dolkoznak Egerben is, ahol a mentorképzésben
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kilon modult szentelnek a palyaorientaciénak
(Czbvek, Fazakas és Dorner, 2022).

A Go6dollsi Iskola TM programjanak elméletét és
gyakorlatat is ez a szemlélet hatja at, mi is a
hatranyos helyzetb6l val6é kitorés egyik legfébb
esélyét a (tovabb)tanulasban, a j6l megtalalt szak-

maban, munkaban, palyaban latjuk.

A mentoralas, mint human szolgaltatas

A human szolgaltatas kézéppontjaban az ember
all, az individualis igényeivel, egyéni tapasztalataival
és élményvilagaval. Szilagyi (2023) szerint ez egy
olyan tevékenység, amelyben mindkét szereplére
jellemz6 az egyediség. A szolgaltatast igénylé jelleg-
zetessége a kérdésfeltevés (amiért az adott szol-
galtatast igénybe akarja venni), mig a szolgaltatd
erre valaszképpen kiillénb6z6 tertileteken (pl.: okta-
tas, képzés, foglalkoztatds, szocialis munka) kivanja
az egyéni problémamegoldast timogatni. Ebbdl
adodik, hogy a tarsadalom maga irja kortl, hogy
milyen targykdrben szervezi meg a human szol-
galtatast. Bzt a kozOsség a ,,segits felebaratodon”
erkolesi parancsa mellett teszi meg, vagy amikor
veszélyeztetve érzi sajat értékeit, érdekeit. Tehat az
egyén életutjaban jelentkez6 elakadas feloldasa mel-
lett abban is reménykedhetink, hogy ezzel mérsé-
keljiik a k6z6sség késébbi terheit.

Ebben az elméleti keretben értelmezhets, hogy
2019-ben az Innovaciés és Technologiai Miniszté-
rium, az Emberi Er6forrasok Minisztériuma, a
Klebelsberg Kézpont és a Hallgatéi Onkormany-
zatok Orszagos Konferencidja egyiittmikodésben
indult el a TM. Tehat a mentoraldsra, mint humain
szolgaltatasra tekintiink, melynek soran egy idésebb
személy (mentor) interperszonalis kapcsolaton ke-
resztil fejlédésének érdekében utmutatist és biz-
tatast nyujt a fiatal (mentoralt) szamara (Rhodes,
2005). A mentorok a TM esetében egyetemi hall-
gatok, mig a mentoraltak csoportjat az informa-
ciokhoz és aktivitdisokhoz nehezen hozzaféré kis-
telepiilésen €él6 altalanos iskolas tanulék képezik.
Ez a cross-age peer mentoring (Karcher, 2005),

vagyis az életkoron ativelS kortirs mentoralds egyik
hazai példija. A mentorképzés soran felkészitett
kilonbozE képzési tertletekrdl érkezs hallgatdkra,
mint paraprofesszionalis segitGkre (Fony6 és Pajor,
2000) tekintink, akik ismeretekkel rendelkeznek a
terileten, de nem professzionalisan felkészult

szakemberek.

Palyafejlédés, palyaszocializacid

A g6dolléi mentoralas szemléletének hatterét a
pszicholégia és a szocioldgia magyarazdelveinek se-
gitségével kivanjuk bemutatni. Kisérletet teszink
néhany, a témank szempontjabdl relevans jelenség
és fogalom tisztazasara kilénb6z6 hazai és nem-
zetkOzi, immaron klasszikusnak mondhaté szakiro-
dalom segitségével. Batran meriink visszanyulni
akar tobb évtizeddel korabbi munkikhoz, hiszen a
kézelmult mérvadé publikaciéi is ezekre timasz-
kodnak, tehat azok érvényességiikb6l mit sem
veszitettek.

A cimben megadott fogalmak leirasdhoz a fej-
16dési modellbél indulunk ki, mely a palyavalasztas
értelmezésének is jo keretét adja. Herr és Cramer
(1992) szerint Ginsberg és munkatarsai mar a mult
szazad koézepén megkisérelték az életszakaszokat
palyavalasztas szempontjabdl elemezni. A modell
kidolgozasakor azokbdl a kérdésekbdl indultak ki,
hogy a szakma szempontjabdl fontos személyiség-
jegyel az élet mely fazisaban jelennek meg és a
kornyezet milyen hatassal van ekkor. A palyava-
lasztas folyamatat belsé és kilsé tényezok kozotti
kompromisszumként értelmezték. Bz azt jelent,
hogy az egyén érdekl6dése, képességei és értékei,
valamint az aktudlis munkaerépiac, jovedelemstruk-
tara és a palyak presztizse kolesonds befolyasai
kozott éptl ki az egyensuly. Ezeknek a kisérleti fel-
tevéseknek az alapgondolata az volt, hogy a fiatalok
élményeit a palyavalasztis id&szakiaban meghata-
rozonak kell tekinteni. Ginzberg elméletének jelen-
tésége abban rejlik, hogy a fejlédéselvet hangsu-
lyozta a palyavalasztasban. Ennek a modellnek a
tigyelembevételével D. E. Super (1990) a palyava-
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lasztas helyett palyafutist meghatarozé, az életen at
szakmai

kidolgozasara torekszik, ami a tanulék palyaorien-

tartd fejlédésre  vonatkozé  elmélet
taciéjanak tdmogatasat szolgalé tevékenység szem-
pontjabdl igen jelentSs. A szerz6é Ot stadiumot
kiilénboztet meg, melyek tovabbi alfazisokra oszt-
hatéak. Az alabbiakban ennek a modellnek csupan
a célcsoportunk szempontjabdl relevans idésza-
kanak jellemz6it kivanjuk 6sszefoglalni. Ide tartozik
a névekedési fazis utolsé szakasza (13-14 év) és a
teljes exploraciés stadium (15-24 év). Ebben a
korszakban kezdi kiprébalni magat a fiatal olyan
iskolai vagy szabadidGs tevékenységekben, ahol
konkrét modon megnyilvanulhatnak a személyiség-
jellemz6i. Egyre tudatosabban keresi azokat az
alkalmakat (pl. szakkdr, szabadid6s tevékenység
vagy 6nkéntes munka), amelyek soran kiprébalhat
olyan szerepeket, melyek megfelelnek ezen tulaj-
donsagainak. Ezek a prébalkozasok altalaban nem
eredményeznek tartds valasztast, legfeljebb ideig-
lenes szakmai dontést. Itt valik fontossa az 6nvizs-
galat, az Onismeret bévitése, mélyitése. Bzt kove-
téen a kisérletezések soran szerzett realis tapasz-
talatoknak megfeleléen kialakul az a dominans
szakmai terlilet, ahol az elképzelését megvalo-
sithatja. A végén ki is probalja ezt és mérlegeli,
hogy megftelel-e életpalyanak az adott tevékenység,
elemzi a sajat 6ndefinicidja és a szakmai szerep egy-
bevagosagat. Super elmélete segiti érvényre juttatni
azt a gondolatot, miszerint a szakmai fejlédés éle-
ten at tartdé folyamat, amely a személyiséggel és a
palyaval kapcsolatos kévetelmények egymasra hata-
sat dinamikus egységben kezeli. A palyavalasztas
folyamatként valé felfogisa az élettt, a szocialis
tanulds, a szocializacié6 fogalmanak bevezetését
eredményezte a palyalélektan rendszerébe.

A szocializaciéra a tarsadalomba valé beillesz-
kedés folyamataként tekintlink, melynek sorin az
egyén szert tesz szocialis személyiségére (J. Szilagyi
és Volgyesy, 1985). A szocializaciés folyamat 1é-
nyeges Osszetevéje a palyaszocializacid, amelynek
»soran az egyén bekapcsolodik a tarsadalmi mun-

kamegosztasba, a munkavégz$ tarsadalmi kornye-
zetéhez alkalmazkodik, s annak elismert, egyiitt-
mikods és hatékony tagjava valik” (Ritookné,
1986, 7.). Ennek folyaman azokat a meghatarozott
értékeket, normakat, magatartasmodokat, elvaraso-
kat hordoz6 palya-, illetve foglalkozasi szerepeket
kell megismerni és elsajatitani, valamint alkoté mé-
don alkalmazni, amelyekre az adott palyan sziksé-
giink van (Helembai és Zakar, 1993).

Szilagyi (2000) — Csirszka modelljét felhasznalva
— az életpalyat két szakaszra bontotta, a palyaadap-
taci6, valamint a palyatevékenység szakaszara, majd
ezeket tovabb tagolta: az elébbit az altalanos kép-
zés és a szakmai képzés, mig az utébbit a szakmai
beilleszkedés és a hasznos szakmai tevékenység sta-
diumaira. Ramutat azokra a személyiségfejl6dési
folyamatokra és feladatokra is, amelyek a sikeres
dontés meghozatalahoz sziikségesek. A személy ak-
tualis allapotjelz6 fogalmaként emliti a palyava-
lasztasi érettséget, mely az altalanosbdl a szakmai
képzésbe valé atmenethez szikséges dontés felté-
tele. Rokusfalvy (1969, 49.) szerint ez a minGség
,biztositja a szakmai képzésnek legalabb minimalis
sikerét és felébreszti a tanuléban a szakmai beil-
leszkedésre val6 tartés torekvést” is. A palyava-
lasztasi érettség kialakulasaban jelentés szerepet
kap a redlis 6nismeret. Itt nem mehetiink el sz6
nélkil amellett, hogy valamennyi szakirodalom vila-
gosan jelzi a tanulék 14 éves kori palyavalasztasi
éretlenségét. Ennek egyenes kévetkezménye, hogy
a palyavalasztasi dontésben felértékel6dik szocia-
lizaciés csoportok hatdsa, kiemelten a sziloké
(Kenderfi, 2019). A kovetkez6 fejlettségi szint a
palyaérettség (az elébbivel nem azonos, de a sze-
mélyiségtejlédés folyamataban egységet képeznek),
amely a képzés és szakmai beilleszkedés életpalya
szakaszok ko6zotti hataron helyezkedik el. A tény-
leges szakmai beilleszkedéshez ki kell alakuljanak a
palyaérettség elemei, ugymint ,,munkaérettség”,
»uzemi érettség”’, ,szocidlis érettség”. Ez utdbbi
fogalom jol ismert a szocializacié témakorébdl,
ahol a szocialis érettséggel fejezhetd ki a folyamat-
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ban elért szint. J. Szilagyi palyaszocializaciés kutata-
saira figyelemmel hatirozza meg ezt, mely j6l jelzi a
palyaérettséggel vald Osszefiigeését. Szerinte (1985,
22. 0.) a szocialis érettség ,,a szakmai végzettségnek
megfelelS, tarsadalmi normativakat figyelembe ve-
v6, a személyiség Ondefiniciéjan alapuld, tanult
tarsadalmi szerepek felel6sséggel valé alkalmazasa”.

A szocializaciés folyamat egyik eredményének
tekinthetd a szocialis érettség kialakuldsa. Amennyi-
ben, mint allapotra tekintiink erre a mindségre, ugy
a tanulok esetében a viszonylag homogén, objektiv
feltételek ellenére is rendkiviil sokféleképpen alakul.
A szocialis érettség szorosan Osszefiigg az adott
tarsadalmi miliGvel, annak sajatos értékeivel és az
ezek alapjan kialakulé szerepmintakkal. A fiatalok
kornyezetében haté tarsadalmi 6sszetevék hataroz-
zak meg, hogy mikor kovetkezik be a felnéttek
tarsadalmaba valé atlépés. Manapsag egyes ifjasagi
rétegek mar sokkal kordbban elérik a felnSttkort
(Laszlé és tsal, 1988), mig masok csak hosszu
tanulast kévetSen valnak a szé valdsagos értel-
mében felnétté. A tirsadalmi kozeg mindsiti Sket
érettnek (kiilonb6z6 kritériumok alapjan), amely-
ben a fiatalok felnének. Annak megfeleléen beszél-
hettink kiil6nb6z6 szintl szocializaltsagrol, ahogy a
tényleges magatartasat normak, mintak, szokasok,
értékek tartomanyaihoz igazitja.

A szocializaciéban elért mindséget tehat a szo-
cidlis érettség fogalmaval fejezhetjiik ki, mig a
palyaszocializaciés folyamatokban elért fejlédés-
szintet a palyaérettséggel.

A fentiek titkrében jol érzékelhetd, hogy ez a két
kvalitds athatja egymast, a kutatdsi eredmények
pedig azt is igazoljak, hogy egyenesen &ssze-
figenek. Az is konnyen belathat6, hogy a (palya)-
szocializacios folyamatok tudatos irdnyitasa nélkil
nem bizonyulhatnak elég eredmé-nyesnek, igy a
tarsadalom és az egyén szempontjabdl is értelmez-
heté palya- vagy szocidlis érettség kimunkalasa.
Mindezekre kivalé alkalmat biztosit a TM program
széles

adta mentoralassal toltott idé soran a

tevékenység repertoar képességfejlesztés cél-zatd

kamatoztatasa.

Palyaorientacio

A palyaorientaciéval, mint pedagogiai folyamattal
valé foglalkozas soran batran hivatkozunk a kézel
tél évszazados hazai tanulmanyokra (Rékusfalvy,
1969; Volgyesy, 1976), amikor is ennek kapcsan a
palyavalasztasi dontéshez sziikséges informacidkat
taglaljuk. Mindkét szerz6 a tanulé 6nismereti mun-
kajat és a kiils6 kornyezet megismerését allitja az
exploraciés tevékenység kézéppontjaba. Szerintiik
a megfelel$ szintl 6ndefiniciét a személyiségjellem-
z6k (kiemelten a képesség, érdekl6dés, érték,
tanulasi stilus) realis ismerete adja. A kiilsé isme-
retk6rhéz tartozik a palyak, szakmak, képzési rend-
szerek vildga és a munkaerépiaci ismeretek is. A
kognitfv informaciéfeldolgozasi modell is ezekre az
ismeretekre épit.

Peterson munkatarsaival (2002) ugy gondolkozik,
hogy mindenkinek el kell sajatitani az életpalya-
épitéshez szitkséges kompetenciakat és az informa-
ci6feldolgozasi (informacidszerzés, értékelés, fel-
dolgozas, szintézis) képességeket. Az elsével kap-
csolatban Watts (2013, id. Borbély-Pecze, 2016)
megkozelitését ajanljuk, aki az életpalya-épitési
kompetencidk oktatisa alatt azt a fejleszté tevé-
kenységet érti, melynek eredményeképpen a tanu-
16k képessé valnak az életpalyajuk soran felmertld
kérdések megvalaszolasara.

Valamennyi megkézelitésben Super palyaérettség
(1977, id. Herr & Cramer, 1992) fogalma készon
vissza, hiszen & is a mindségi informacié alapjan
torténd 6nallé dontést és ezzel Gsszefiiggésben a
tervezést hangsulyozza. Az idevagd elméletek t&bb-
sége egyetért abban, hogy a mindGségi (aktualis,
megbizhat6, valésaghoz igazitott) informacidkra
éptl az életpalya adott szakaszahoz kétheté dontés,
melynek a személyiség oldalardl feltétele a kell6 pa-
lya(valasztasi)-érettség.
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A palyaorientacié fogalmanak tisztizasahoz két
iranybol kozelitink, a legelfogadottabb nemzetkézi
definici6, valamint a leggyakrabban hivatkozott
hazai meghatarozas fel6l.

Az els6 szerint (CEU, 2008) az életen at tartd
palyaorientacié (LLG - lifelong guidance), vagy
magyarul jobban értelmezheté széhasznalattal az
életut-tamogatd palyaorienticié ,,olyan tevékeny-
ségek Gsszessége, amelyek barmilyen korosztalyhoz
tartoz6 allampolgarok szamara, életlik barmely
pontjan lehet6vé teszik, hogy felmérjék képes-
ségeiket, kompetencidikat és érdekl6déstiket annak
érdekében, hogy észszer oktatasi, képzési és fog-
lalkoztatasi dontéseket hozzanak”.

Sultana (2012) tamaszkodva a 2007-2015 kozott
mikédé  EBurépai  Palyaorientaciés  Szakpolitikai
Halézat (ELGPN, European Lifelong Guidance
Policy Network) keretei k6zott folytatott adatgytj-
téseire, egy 0j komplex kompetencia fogalmanak a
bevezetésére tesz javaslatot Eurépaban, amelyet
angolul CMS (career management skills) elneve-
zéssel talalunk meg a nemzetkézi szakirodalomban.
Az angol definicié 1ényege magyarul: az életpalya-
épitési kompetencidk megszerzése képessé teszi az
egyént arra, hogy Osszegyudjtson, értelmezzen és
szintetizaljon 6nismereti, oktatasi és munkaerépiaci
informacidkat, valamint arra, hogy e szintézis
alapjan palyatervet készitsen, vizsgaljon felil vagy
val6é-sitson meg (Sultana, 2013).

A hazai szakirodalomban Szilagyi korit meg-
el6zve, a kilencvenes évek derekin értelmezte a
fogalmat, melyet a Palyaorientacié cimd egyetemi
jegyzetbdl (Szilagyi és Volgyesy, 1996, 59.) idéziink:
»A palyaorientacié egy olyan folyamat, amely a
tanulé egyéni igényeinek figyelembevételével segiti
a megfelel6 palya, szakma kivalasztasat, a leheté
legszélesebb informaciényijtas révén.” Amennyi-
ben a mondat alanyat, a tanul6t lecseréljik sze-
mélyre, egyénre vagy egyszerlien allampolgarra és a
meghatarozas mogé néziink, ugy gyakorlatilag
megkapjuk az eurépai gondolatot.

A palyatanacsadasbél ismert mentoralas
soran alkalmazott médszerek bemutatasa

A kovetkezSkben igyekeztink egységes szerke-
zetben lefrni tapasztalataink alapjan egy-egy eljaras
modszertani felépitését. Probalkoztunk meghata-
rozni az alkalmazott moédszer céljat, majd tartalmat
és strukturajat adjuk kozre, melyhez szorosan kap-
csolodik a megvaldsitas varhaté eredménye. Tore-
kedtink tanicsadé professzié szakmai nyelveze-
tének kozérthet6 hasznalatara. Mindezt abban a
reményben dolgoztuk ki, hogy mas felhasznalék is
képesek legyenek kell6 felkésziilést kovetSen sajat
programjukba illesztve hasznalni azokat. Itt kell
megjegyezniink, hogy a leirasokat a mentorok mun-
kajat kiséré szuperviziés timogatisunk tapaszta-
lataibol vett példakkal igyeksziink szemléltetni, igy
segitve masokat azok gyakorlati alkalmazasaban.

Egyéni palyaorientacios tanacsadas

Az egyéni tanacsadas kozéppontjaban az egyén
életpalyajan felmertlé kérdés, vagy a kovetkezo
szakaszara valé atlépéshez sziikséges dontés ki-
munkalasa all. A folyamat soran a tanacskéré (men-
toralt tanuld) problémajabdl kiindulva a tanidcsadé
(mentor) segiti 6t problémadja tisztazasaban, megol-
dasaban. A tanidcsadas mindig egy megallapodassal
zarul, amely a tanacskéré dilemmajara adott valasz
(Szilagyi, 2000). A megoldas szempontjabdl elen-
gedhetetlen, hogy az a tanuléé legyen, amelyhez
kornyezete is timogatasat adja. Az elérendd célt a
tanacskéré hatarozza meg, {gy nagyobb eséllyel tesz
érte, valositja meg azt.

A tobb alkalombdl all6 egyéni tanidcsadasnak
altalaban 6t, egymastol jol elkilonils szakasza van.
A megismerés szakaszaban a tanul6 objektiv vildgat
(példaul kora, neme, osztilya) figyelembe véve, a
szubjektiv elemekre (példaul mi az, amiben j6, mit
szeret csinalni) épitve alakitunk ki egy probléma-

definiciot, amely a tandcsadas alapja lesz. A #isgrazas

142



KULONLEGES BANASMOD, X. EVF. 2024/3.

soran tovabb haladunk a személyiségjellemzk
megismerésében, kiemelten foglalkozunk az érdek-
16déssel és a képességekkel. Elemszéskor a tanuld
altal akceptalt szubjektiv elemeket Osszevetjik a
tandcsadé altal felkutatott realitaselemekkel (kép-
zési lehetéségek, palyak vilaga). Itt kell meg-
jegyezniink, hogy a tandcsadénak az adott térségre,
telepiilésre vonatkozé naprakész, pontos infor-
maciokkal kell rendelkeznie a valdsagos alter-
natfvakrol. Mindezeket 6sszhangba kell hozni az
el6z6ekben megfogalmazott tervekkel. A sgintézis
szakaszaban a problémadefinicibhoz kapcsol6ddan
feltételeztink valaszképes megoldasokat, figyelembe
véve a fiatal 6nmagardl elfogadott képét és a
realitisokat. Itt id6t kell hagynunk arra, hogy
atgondolja magaban és megbeszélje kornyezetével,
csaladjaval a hipotéziseket. Ha ezt nem tesszik,
akkor kisebb a valészinlsége, hogy az ugyfél a
megallapodast tartani tudja. A megdllapodis az a
szakasz, ahova a tanicsadasi folyamat végén el-
jutunk. A problémadefinici6 tartalmatél fiiggben ez
lehet egy cselekvési terv, varakoz6 allaspont,
dontéshozatal, pl. jelentkezési sorrend megalla-
pitasa. Mindezek eredményeképpen a tanuld igé-
nyeinek megfeleléen lesznek céljai és a célokhoz
vezetd 1épései, melyeket kozbsen fogalmazunk
meg. Igy mindezt magiénak érzi és ennck kovet-
keztében j6 eséllyel meg is fogja valdsitani. A
tandcsadas soran csak azokat az elemeket hasz-
naljuk fel, amit a mentoralt tanul6 elfogad magardl,
a folyamat soran 6 hatarozza meg céljait és mind-
végig aktivan szerepet vallal a sajat problémaja
megoldasanak folyamataban.

A palyaorienticié az egyéni tanicsadas egyik
tipusa, melynek célja, hogy el6készitse a tanuld
palyavalasztasi dontését, melynek alapjat az egyéni
képességeken, az érdeklédésen alapulé 6nismeret
és a palyakrdl, foglalkozasokrdl, képzésekrdl vald
alapos tajékozottsag adja. Végeredményben egy
palyacél és az ahhoz vezet6 1t kijelolése valdsul
meg.

A kisteleptiléseken él6 emberek kiemelten érzik a
lehet6ségek és az ezekhez kapcsol6dd informaciok
hianyat, illetve az internet nyujtotta ingerelarasz-
tasban is nehezen tudnak eligazodni, jollehet ez
nagy jelentéséggel bir a megfelel6 szakma, palya
megtalalasaban. A tandcsad6 adekvat mennyiségl
és minGségl informacioval rendelkezik és a men-
toralt tanuldt is tdmogatni tudja az ezekhez vald
hozzaférésben, hogy aztan fel tudja hasznalni a
problémajanak megoldasa érdekében. Mindez azt
feltételezi, hogy nemcsak az tigyfél almairdl beszél-
getnek, hanem a tanulé szamara elfogadhaté és
megval6sithato, realis palyatervet készitenek.

A TM program elvitte ezeken a telepiiléseken €16
gyerekekhez a palyaorientaciot, a palyaorientacios
tanacsadast. A tanacsadas alapvetd modszerei kozil
a programban egyéni palyaorientacids tanacsadast
alkalmaztunk, a csoportosat nem. Ennek hatteré-
ben az a tapasztalatunk all, hogy a kistelepiiléseken
az emberek, igy a gyerekek is kénnyen beszélnek
egymasrol, de nem szivesen nyilvanulnak meg ma-
sok el6tt magukrol, helyzetikrdl, érzéseikrol, ter-
veikr6l. Az egyéni palyaorienticids tanacsadassal
differencialtan tudtunk veliik foglalkozni, személyre
szabottd valt a szolgaltatas.

A palyaorientaciés tandcsadas egy egymasra
épuls, tébb alkalombdl allé beszélgetés sorozat,
melynek végén megsziletik az egyéni palyaterv. A
fiataloknak kevés ismeretiik van 6nmagukrol (pl.
nem tudja mi érdekli) és tagabb kornyezetikrdl is
(pl. nem tudja, hogy a valasztott képzésének
helyszinér6l nem tud hazajutni a buszcsatlakozas
hianya miatt). Az Onismeret szerves része a fo-
lyamatnak, ezért megfelel6 mennyiségti id6t kell
hagyni arra, hogy néhany biztos pontot meg tud-
junk hatarozni a fiatal relevans személyiségjellemzbi
kozil. A tanulék gyakran nem tudnak magukrdl
mit megfogalmazni. Frdemes olyan tevékenysé-
gekbdl kiindulni, amelyeket szeretnek végezni, le-
gyen ez pl. szabadid6, vilaghalés szorfolés. A
csekély 6nbizalmuk miatt a didkokat gyakran meg

143



KULONLEGES BANASMOD, X. EVF. 2024/3.

kell erdsiteni, ha pozitiv dolgot tapasztalunk, hal-
lunk télik.

A megismerés szakasza tobb talalkozasbol all, a
tanulok csak fokozatosan nyilnak meg a mentoruk
elétt. Kozponti tényezd, hogy elnyerjitk a bizal-
mukat. A tisztizas szakaszaban hasznalhatok Onis-
mereti kérd6ivek, amelyek az érdeklGdésre, a
képességekre vonatkozhatnak. (Gyakran ezek nem
voltak hasznalhatéak, mert a tanicskérék nagyon
tavolinak érezték az ezekben megjelend allitasokat,
helyzeteket. A mentorok inkabb az élethelyzetiik-
héz kapcsolhaté szituacidkon keresztiil segitették
Onismeretitk bévitését.) A tisztiazas szakaszaban
tortént meg a realitas és a palyadlom kozotti kom-
promisszum megtalalasa. Az elemzés soran szamba
kellett venni a lehetséges iskolakat, a munkaerépiaci
helyzetet és a csaladi hozzaallast. Ezek az infor-
maciok mar az el6z8ekben elSkerultek, itt mar
,»csak” ezek Osszehangolasa keriil a beszélgetés
kozéppontjaba. A tankételezettségi kor betoltésé-
hez kozelit§ tanuldk esetében a tandcsad6 fontos
feladata, hogy minden alternatfv oktatdsi médot
ismerjen, feltirja, hogy az iskolarendszeren kiviil
milyen mas lehetSségek 1éteznek. Elengedhetetlen
pontja ez a folyamatnak, ugyanis a TM-es fiatalok
tobbsége nem szeret iskolapadban ilni, hagyo-
manyos keretek ko6zott tanulni és a lehetd leg-
r6videbb id6 alatt szeretne valamilyen eredményt
elérni, majd a munkaerépiacra kilépni. A folyamat a
problémadefinicié alapjan (ami a tandcsadds soran
valtozhat, mert a mentordlt gyerekek gyakran
problémajukat sem tudjak pontosan meghatarozni)
megfogalmazott palyatervvel zarul (szintézis). Fon-
tos, hogy t6bb alternativat is felkindljunk a tanu-
lonak, amik kozil mérlegelés alapjan valaszthat.
Minden alternativa elényét és nehézségeit is
szamba kell venni. Ennél a pontndl érdemes
hazakiildeni a fiatalt, hogy gondolja végig valasz-
tasat, beszélje meg azt a csaladdal. Eleve olyan
alternativakat ajanlunk, melyek a fiatal igényeinek
megfelel és nem kertilnek élesen szembe a csalad

véleményével. (Igy tortént ez, amikor egy négrad

varmegyei kisteleptilés nyolcadik osztalyos leany
tanuléjanak Otletét finoman szélva kinevette édes-
apja, amikor bejelentette, hogy a pécsi Gandhi
Gimnéaziumban szeretne tovabbtanulni.)

Az egész, palyaorientaciét timogaté folyamat
tarthat akar az egész mentoralasi félév soran (sét,
tobb ilyen id8szakot is atfoghat). Egy-egy alkalom
30-90 perc is lehet, a tanul6 aktualis hangulatatdl
vagy a tématol figegd moédon. Differencialtan, sze-
mélyre szabottan végezzilk ezt a szolgaltatast, az
tgyfél igényei szerint haladunk.

A palyaorientaciés tanacsadas varhaté eredmé-
nye, hogy a mentoralt tanul6 pélyaérettsége fejls-
dik, a kovetkez$ életpalyaszakaszba valé atlépést
megel6z6 dontés mindsége erdsodik, Onismerete
mélyil, palyaismerete bviil.

Kisérd tanacsadas

Az eljaras célja a mentoralt tanuldk (palya)szo-
cializacidja fejlédésének tamogatasa a megszokottol
eltérd, esetleg lakohelyen kiviili valésagos kornye-
zetben. Ennek megfeleléen a kiséré tanicsadas
nem zart térben egy asztal mellett tlve, hanem
mozgas kozben, mids — szintén a fejlesztés
témakorébe vagé — cselekvéshez kapcsoloddan
torténik. Elénye, hogy nincs egy mesterséges hely-
zetbe ,,kényszeritve” a tanuld, ami erdsiti a méd-
szer hatékonysagat, eredményességét. A cselek-
vésbe agyazott tanulds soran jobban rogziilnek az
informaciok, mintha egy hagyomanyos tanacsadasi
helyzetben kapnd meg a résztvevé azokat.
Amennyiben a tanulé sajat élmény dtjan jut infor-
macidhoz, akkor mar ,,csak” abban kell timogatni,
hogy azokat feldolgozza, kell6képpen rendszerezze,
onmagara és kornyezetére vonatkozoan elemezze,
értékelje.

A tanulé és mentora kozésen dontik el az
aktivitas céljat — a fiatal érdeklédéséhez, igényeihez
igazodva — igy er6sebb a motivaciés hattere a
tevékenységnek. Tobb spontan lehetdséget biztosit
az alkalom, melyekben rejlé esélyek kihasznalasa a

mentor kreativitasan és felkésziiltségén mulik.
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Néhany példa:

- Séta kozben tobbféle szakma megtekinthetS
és beszélgetésbe elegyedve a munkavallalokkal
— bolti eladdval, autdszerel6 muhely munka-
tarsaival stb. — hiteles informacié szerezhet6
az adott munkakérékrol.

- A piacon élelmiszervasarlas kozben az allat-
tenyésztésrdl és az ehhez a teriilethez kapcso-
16d6 szakmakrél — husfeldolgozastél, hentes
szakmarol stb. — kaphatunk informacidkat.

- Megtekinthetjitk a polgarmesteri hivatal beja-
ratnal kiftiggesztett allashirdetéseket és egyéb,
a kozéletlinket meghatarozo hirdetményeket.

A kiséré tanidcsadas, a gyakorlati tevékenység
kozben torténd (palya)szocializacié tamogatasa so-
ran a célzott beszélgetést alkalmazzuk, melynek so-
ran a tanul6 6n- és palyaismerete fejlédik, informa-
cidkat szerez a kilonbozé szakmakrol és ezek
mentén alakul sajat palyaképe.

Onértékel§ eljarasok

Az onértékelési eljarasok célja, hogy segitse a
mentoralt tanulék dndefiniciés képességének alaku-
lasat. A palyavalasztast el6készit6é idGszakban kie-
melt jelentéséget kap az érdekl6déssel és a képes-
ségekkel kapcsolatos felvilagositas, mellyel a tanul6
kiegészitheti az 6nmagardl alkotott képet. Az ér-
deklédéssel végzett munka nagymértékben segitheti
a tanulé 6nkibontakozasi folyamatat, mig az ehhez
kapcsolodé megfelel6  képességek tamogathatjak
annak a feladatszintnek a megtalalasat, amelyeket az
érdeklédéssel végzett munka folyamataban a jel6lt
vallalhat. Ezek az eszk6zOk segitik megfogalmazni
azokat az elénydket és pozitivumokat, illetve
hianyokat és korlatokat, amelyek fontosak lehetnek
a tovabblépés szempontjabol.

Az o6nértékelé eljarasok altaldban  kérdoivek,
melyek pontosan kérvonalazzak a tanulé szamara
az adott produkcidfeliiletet, vagyis vilagos, hogy mit
fog megismerni magardl. Az 6nértékels eljarasok
szakmai zsargon nélkil, vilagosan megfogalmazott

feladataira, kérdéseire nincsenek j6 vagy rossz
megoldasok, a valaszadas mindig érzelmi alapu (pl.:
nagyon szivesen teszem, konnyld nekem). Az
értékelést nem mas személy, hanem a felhasznald
maga végzi el. A kérdbivvel egyiitt az értékeld kulesot
atadjuk,
definicidkat és a kijel6lt vonatkoztatasi teriileteket
(Szilagyi, 1993).

Az 6nértékelS eljarasok a beszélgetést kiegészitd

és az  drtelmezési  keretet  1s vagyls a

eszkozként alkalmazhatéak, melyek hasznalatanak
feltétele azok megfelel$ szintd ismerete. (Tapaszta-
lataink szerint az Onértékelési folyamatban t6bb-
szOr el6fordul, hogy a tanulé nem igényli minden
egyes elem megbeszélését mentoraval — de erre
készenlétben kell lenni.)) Az akceptalt eredmények
szintézise, mar jellemz&en a mentorral kézos
intellektualis munka eredménye.
A papir alapt vagy online kérd6éivek eredmé-
nyének feldolgozasat segit6 nyitott példamondatok:
- Ugy latom ez magasabb pontszimot ka-
pott... Valoban ez a sorrend jellemez téged?
- Ennél a tevékenységnél azt jelSlted be, hogy
nagyon kénnyd... Mesélnél réla?
- Nézziik meg, hogy a lefrasban szereplé meg-
jegyzések kozil mit fogadsz el magadrdl. ..
Ala is hazhatjuk ezeket.
- Ezeket az dgazatokat ajanlja a kérdéiv... Mit
szOlsz hozza?
- Az eredmények alapjan ugy latszik, hogy
téged ez érdekel a legjobban. .. Elfogadod?

Célzott beszélgetés

A beszélgetés a mentoralds folyamatdban kettGs
értelemben szerepel. Egyrészt a mentor és a men-
toralt személyes érintkezésének eszkéze, melynek
kiemelt jelent&ségl szerepe van a kedvezé hangu-
lat, az interperszonalis milié megteremtésében.
Modszerként pedig a tandcsadas struktdrajat, ira-
nyat, tartalmat is megszabhatja. A tandcsadas folya-
mataban fontos, hogy a beszélgetés t6bb mint az
érintkezés eszkoze, ezért erre egy meghatarozott
fogalmat hasznalunk, a célzott beszélgetést. Ezzel a
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tudatos beszélgetésvezetésnek az alkalmazasaval
valamit el szeretnénk érni, pl.:

- kilénb6z6  élmények tartalmanak szavakba
ontése

- tervek meghatarozasa

- aktivitas erGsitése

- Onismeret fejlesztése

- val6s palyainformdciok realizalasa

Mindez azt jelenti, hogy a mentor a tanulékkal
val6 talalkozasok soran céliranyosan ugy iranyitja a
beszélgetést, hogy figyelembe veszi koézben az
alabbiakat:

- elfogadja a hozza fordul6 gyermeket el&itélet

és kritizalas nélkil

- folyamatosan batoritja spontan kifejezését

- kamatoztatva empatidjait a sajat nyelvén érti
meg

- kell6 tapintattal objektiv marad (Rogers, 1984)

A mentor a taladlkozasok soran igen sok infor-
maciét kap a tanuloktol. A célzott beszélgetés
soran a mentoralt tanuld szabadon kifejti vélemé-
nyét az adott témaval, helyzettel kapcsolatban, mig
a mentor stlyozza ezeket aszerint, hogy az aktualis
problémafelvetés szempontjabdl relevansak-e, vagy
sem. A cél szempontjabdl 1ényeges elemek koziil
kiemeli azokat, melyekre reagal, majd megvalasztja
a megfelel6 valaszadasi modot.

A beszélgetések lehetséges tartalmanak bemuta-
tasahoz Super (1990) palyaérettség fogalmanak 6t
elemét hivjuk segitségiil. (Az 6sszetevékkel kapcso-
latos mentoralas soran szerzett tapasztalatainkat és
ezzel Osszefliggl téma javaslatainkat egy-egy alpont
mentén ismertetjik.)

1. Tervezési készség azt jelenti, hogy az egyén kész
palyatervet késziteni, melynek soran tdrekszik
az autonémiara, id6perspektivaban gondola-
kodik.

o Az azonnali sziikségletkielégités, a rovidta-
va tervek helyett a tavlatos gondolkodas
el6térbe helyezése (ennek széleskort értel-
mezésében terepe lehet pl: a pénzlgyi és
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vallalkoz6i ismeretek, palyaorienticio, pa-

lyatervezés, fenntarthatésag és kornyezet-
tudatossag).

2. Aktivitis jellemzi az egyént, vagyis kész arra,

hogy a sajat palyavalasztasaval kapcsolatos

kérdéseknek

informaciés forrasokat és kiprébalja magat

utananézzen, hasznositja az
el6zetesen kilénb6z6 szakmai szerepekben.

o Folyamatos biztatas az Gjabb informaciok,
élmények, tapasztalatok gyidjtésére és ch-
hez valddi alternativak nyujtasa (pl.: a meg-
szokott kornyezetbdl kimozdulas, szabad-
id6s tevékenységek, onkéntes vagy diak-
munka).

3. Informalmak tekinthetd az a személy, aki szert
tesz mindazokra az informacidkra, amelyek a
késébbi folyamatot befolyasolhatjak, legyen az
palya- vagy 6nismereti kérdés.

o Minél tobb informacidja van sajat magarol
és a palyak vilagardl, annal jobb dontést
fog tudni hozni, melyhez érdemes tSbb,
megbizhat6 forrasbol tajékozodni (pl.: kér-
déivek, vilaghalo, nyilt nap, palyavalasztasi
kiallitas).

4. A dintési kompetencia a megtelel6 dontés
kialakitdsara val6é alkalmassagot, a helyes
dontési elvek hasznalatat jelenti.

o Az informacidk j6 hatasfoku feldolgozasat
kovets 6nallo, felelésségteljes, konfliktus-
mentes dontéshozatal (pl.: szakkér, sport,
csaladi vagy iskolai feladat- és szerepval-
lalas, takarékoskodas, palyavalasztas).

5. A realitasorienticid a valosaghoz igazitott alkal-
mazkodas folyamatat foglalja magaba.

o0 Megbizhatd, valédi, aktualis, igaz, vagyis
mindségl informacidk alapjan torténik a
dontés, valasztas. Jelenti ez a redlis Gnisme-
retet és a szakmak, képzések, palyak valodi
ismeretét (pl.: a képességek alul vagy feliil-
értékelésének elkertilése végett a kérnyezet
visszajelzéseinek beépitése az Snismeretbe,
illetve pontos kép a foglalkozasokrdl vagy
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az érdeklGdésre szamot tartd képzés tan-
tervérdl).

A mentori tevékenység sordn a palyaorientacids
szemléletd mentor feladata, hogy a palyaérettség
elemeinek kialakulasat, fejlédését timogassa az
adott életkornak megfelelGen.

A palyaorientaciénak, a palyavalasztasi dontés
elGkészitésének a fundamentuma az Onismeret,
kilonos tekintettel a képességekre és az érdekls-
désre. Az alabbiakban ezen személyiségjellemz3k
megismerését célzé beszélgetések révid részletét
adjuk kozre. Mindezen példiakon keresztil arra
kivinunk ramutatni, hogy a mentor nem csupan
beszélget, hanem annak fonalat tudatosan kézben
tartja, célzottan iranyitja.

1. példa: A képességekre ralatunk, amikor a ta-
nulé arrél beszél, hogy milyen tevékenységet
koénnyd neki végezni. A tanuldt ezen keresztil hoz-
zasegitjiik a sajat Onismeretének fejl6désé-hez és
erre az elemre épitve haladunk tovabb a beszél-
getésben. Fondantot formazé tanuldval folytatott
célzott beszélgetés:

Mentor (M): Hu de klassz, amit csinaltal!

Tanul6 (T): Hat igen... ez nekem is tetszik.

M: De jo, gratulalok! Lattam, hogy menet koz-

ben is milyen tigyesen dolgoztal, konnyen ment

ez neked.

T: K6sz6n6m, tényleg kénnyen ment.

M: Szerintem akkor neked j6 lehet a kéz-

tgyességed.

T: Igen, mar masok is mondtak.

M: Mesélj errdl egy picit bévebben, szivesen

hallgatlak!

T: ...és mesél az otthon, a konyhaban végzett

tevékenységeirSl... (a M segithet neki példakat

hozni a kézligyességre)

M: A betyar mindenét, engem aztan meggy6ztél!

Ezt a képességedet lehetne akar t6bb helyen is

kamatoztatni a késébbiekben, pl: cukrisz, de

akar édességkészitd, vagy pék — hogy csak az
élelmiszeripari dgazatot nézzik.

M: Utanajarhatunk, hogy mib6l all egy
munkanapja a ...-nak

M: Nézzik meg, hol van legkbzelebb olyan
iskola, ahol van ilyen képzés!

M: Nézzitk meg, mit fogsz ott tanulni. ..

2. példa: Ebben az esetben a tanulé érdeklédése
kerill el6térbe, vagyis olyan tevékenység, amit szi-
vesen csinal. A célzott beszélgetésben résztvevs ta-
nulé arrél beszél, hogy szivesen van emberek
kozott:

M: Emlitetted, hogy nem szeretsz egyedul lenni,

mindig emberek vesznek koril. Még a kutya-

sétaltatasnal is az emberekkel valé kapcsolat
kertil el6térbe.

T: Igen, ez pontosan igy van. En megszoktam,

hogy folyton emberekkel vagyok az iskolatél

kezdve az otthonon keresztil a szabadidé6ig
vagy a sportig.

M: Neked mindegy is kivel vagy egyiitt, min-

denkivel jo6l kijossz.

T: Ez alapvetGen igaz, de legtéképp a gyere-

kekkel t6ltom egyiitt az idSt. Szabadidémben a

szomszédok is gyakran megkérnek, hogy vi-

gyazzak a gyerekekre és az atlétika palyan is

gyakran bizzak ram bemelegitéskor a juniorokat.

M: Jaj, ez nagyon izgalmasnak hangzik! Be-

szélnél errSl?

M: El tudod képzelni, hogy hosszabb tavon is
gyerekekkel foglalkozz?

M: Szerinted mi kell ahhoz, hogy valaki 6vond
(dajka, edz6...) lehessen?

M: Megnézhetnénk, hogy hol van lehet6ség ezt
tanulni?
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Szamitégéppel tamogatott palyaorientacio6

A fels6 tagozatos tanulok informacioszerzési for-
rasal kozott kiemelt helyen szerepelnek a vilaghalo
adta lehetGségek, a kilénb6z6 online platformok.
A szamitégéppel tamogatott palyaorientacié soran
cél a mentoralt didkok palya- és iskolavalasztas
szempontjabol relevans tudnivalék kozottl eliga-
zodasanak segitése az internet vilagaban. Az infor-
macidaramlasnak elengedhetetlen része a helyes in-
formacio kivalasztisa, ami a tanidcsadé mentor
informaciényujtasanak felel6sségét adja. Az infor-
macié biztositisa mellett az informacié feldol-
gozisa, megértése és a tapasztalatokkal vald Gssze-
vetése is kiemelt hangsullyal bir a mentoralasi fo-
lyamatban.

Szamtalan megbizhat6 és felhasznalébarat oldal,
program, applikacié lelhet6 fel a témaban és sajnos
néhany egészen elavult is (Kenderfi, 2020). Nem
vallalkozhatunk az egyes lehetGségek részletes be-
mutatdsara, itt csupan a mentoralas soran alkal-
mazott és bevalt szamitégépes programok tipusaira
(melyek korabbi lefrasat Szilagyi adta 2000-ben)
kivanjuk felhivni a figyelmet.

A) Onértékel§ eljarasok — Az ember — palya meg-
felelés szempontjabdl lényeges személyiség-
jegyek felismerését, a korabban targyalt Onis-
meret fejlesztését tamogaté kérdSivek online
valtozatai.

B) Orientalé programok — A megismert szemé-
lyiségjellemz8héz palyat, szakmat is kapcsold
eljarasok

C) Informaciés programok — Ide soroljuk a pa-
lya- és iskolavalasztashoz sziikséges aktualis
informacidkat tartalmazoé kiilénb6z$ adatbazi-
sokat, palyaismeretet bévité palyalefrasokat és
a foglalkozasokat bemutaté filmeket.

o Szakképz6é intézmények és szakképzési
centrumok honlapjai — Az intézmény saja-
tossagainak és kiemelten a képzési kina-
latanak bemutatasa.

e Innovativ Képzéstimogaté Kézpont web-
lapja — Szakma- és térképes intézmény-

keress, szakmajegyzék, képzési- és kime-
neti kovetelmények, programtervek részle-
tezése.

D) Palyaorientaciét tamogaté intézmények por-
taljai — Regionalis pedagdgiai szakszolgalatok,
valamint a kereskedelmi- és iparkamarak
informacidi és szolgaltatasai.

E) Jatékok és szimulaciok — Ide tartoznak azok a
jatékok, amelyek leginkabb a képzést szolgal-
jak. Ezeknek koz6s vonasa gyakran a ver-
senyjelleg és altalaban kisérleti vagy aktiv tanu-

lasra teszik a hangsulyt.

Osszefoglalas

Az elmult évtizedben tortént tarsadalmi valto-
zasok a segité tevékenységek gyakorlataban tSbb
fejlesztést eredményeztek. A tandcsadas tertiletén is
olyan feladatok jelentek meg kihivasként, melyek
megoldasa 0j metodikdk kialakitasat, vagy a ha-
gyomanyosak atdolgozasat igényelte.

Ebbe a sorba tartozénak véljik tanulmanyunkat,
melynek fokuszaba a mar ismert tanacsadasi méd-
szereken tdl a TM program tapasztalatait felhasz-
nalé 4j megkozelitéseket kivantuk kozreadni
ajanlva azt azoknak a mentoroknak és oktatoiknak,
akik  probalkozasaikhoz

teruleten.

segitséget  varnak a

Ennek bemutatdsait megel6z6en, dolgozatunk
elsG részében relevans szakirodalmak alapjan Gssze-
geztikk a palyaorientaciét timogatdé munkaval kap-
csolatos felfogasunkat, ami az életpalya tervezésére
és szervezésére vonatkozo tanacsadd tevékenység
elméleti keretét biztositja. Arra is megprébaltuk fel-
hivni a figyelmet, hogy a palyaorientaciés hangsulya
mentoralas fokuszaban a palyak, szakmak, képzé-
sek megismertetésén tdl a tanulék 6ndefinicidjanak
mindségi differencialasan, vagyis az Onismeretitk
fejlesztésén van. Bizonyara minden érintett szamara
evidencia, hogy a tanacsadoi tevékenységhez a sze-
mélyes elkotelezettség mellett kell6 mértéka szak-
értelem is szitkséges.
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A G6dollsi Iskolaban a palyaorientacios szemlé-
letd mentoralasra val6 szakmai felkésziilést szolgal-
ja a mentorképzés, mig a tanacsadasban jartas szu-
pervizorok folyamatos tdimogatasa adja a mentorok

e

nyujtotta megfeleld szintl szolgaltatas garanciajat.
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