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Proceedings of the International Scientific Conference. Volume 111, May 27" - 28", 2016. 15-22

BEHAVIOURAL DIFFICULTIES: CHILDREN’S POINT OF
VIEW

Algirdas Alisauskas
Siauliai University, Lithuania

Abstract. The author aimed at analysing the satisfaction with a school and education of
primary school children, having behavioural problems, as well as to disclose the character
and causes of their experienced difficulties, and describe their anxieties due to inappropriate
behaviour. The structured interviews with children have been applied. Children had an
opportunity to add their comments to certain question. It was found that the controversial
approach towards the school is common for those children who experience behavioural
difficulties. In the school the need of children to communicate with their peers is satisfied,
however they are not satisfied within the requirements of education as well as with the
conflict relationships with other students in a school. Children feel concern about their
inappropriate behaviour, and experience anxiety and tension. However, they used to blame
themselves because of inappropriate behaviour at school. Teachers are not enough focused
on the support to a child, but usually shifts the responsibility on him or her.

Keywords: anxiety, behavioural difficulties, satisfaction with a school.

Introduction

The research problem and its relevance. Teachers in the educational
practice usually encounter not behavioural and emotional disorders but
behavioural difficulties, which manifest themselves Dby inappropriate,
unacceptable behaviour in certain situations. Dreikurs (Dreikurs et al., 1982)
described four goals of misbehaviour (attention getting, seeking power, seeking
revenge and retreat, and displaying helplessness). These goals are related to the
child’s inappropriate behaviour in order to secure a “special” position for
himself / herself.

Researches on children with behavioural and / or emotional problems
disclose different attitudes to these children, educators’ different activity
strategies. In some cases the characteristics and reasons of the child’s disorder or
misbehaviour are emphasised, strategies are applied in order to cope with
children’s inappropriate behaviour (Delfos, 2004; Hampton, Hess - Rice, 2004,
SamaSonok, Gudonis, Juodraitis, 2010, etc.). Researchers note that pupils’
misbehaviour is often treated as the child’s individual problem, context-oriented
approaches are rare (Evans, Haarden, Thomas, 2004; Davis, Florian, 2004, etc.).
Special learning environments for prevention or control of behavioural and

© Reézeknes Tehnologiju akademija, 2016
DOI: http://dx.doi.org/10.17770/sie2016vol3.1428
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emotional disorders are rarely created (Mooij, Smeets, 2009, etc.). The systemic
approach is characterised by the analysis of the problem and ways of its solution
through interactions of children with behavioural and / or emotional problems
with other participants of education and through improvement of these
interactions (Evans, Haarden, Thomas, 2004; Thacker, Strudwick, Babbedge,
2002, etc.). Researchers (Geleziniené, Ruskus, Balcitinas, 2008) notice that in
the educational process the pupil with behavioural and emotional difficulties
encounters different and little coherent activities of various teachers, ranging
from orientation to constructive interactions and positive behaviour to
construction of social isolation, stigmatization or even exclusion.

Studies attempt to typologize teacher activities educating children with
behavioural and emotional disorders (Geleziniené, Ruskus, Balciiinas, 2008,
etc.), overview strategies of effective education of these children (Davis,
Florian, 2004; Dervinyté - Bongarzoni, 2008; Evans, Haarden, Thomas, 2004;
Geciene, 2008; Thacker, Strudwick, Babbedge, 2002, etc.).

Documents often do not record children’s behaviour and / or the emotional
disorder, because parents do not address doctors, and the conclusion about the
disorder can be made and documented only by a doctor (the child psychiatrist).
Information provided by educators about pupils with behavioural and / or
emotional disorders is controversial (AliSauskas et al., 2011). Educators state
that solving problems of misbehaviour, they choose positive behaviour
management techniques; however, every second surveyed educator has
segregated attitudes towards children with behavioural problems and seeks to
delegate the responsibility for inappropriate behaviour for the child (AliSauskas,
Simkiené 2013). As evidenced by research publications, researches on this topic
most often view this problem from the standpoint of educators or specialists
(special educators, psychologists, social educators, etc.). There is a lack of
researches, where research participants would be the very children experiencing
behavioural and / or communication difficulties and where it would be sought to
analyse the problem from “inside”, from the children’s standpoint. This
witnesses novelty and relevance of the research. This research® analyzes
problems of pupils with behavioural disorders and / or difficulties, not
differentiating them strictly by belonging to one or another group of disorders or
difficulties.

The research aim: to identify the attitude of children with behavioural
problems to experienced difficulties.

The object of the research: self-feeling of children with behavioural
problems (the type of experiences).

! The interview was conducted and data were collected by G. Simkiené
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Research objectives:
1. To find out satisfaction with school and learning process of pupils
with behavioural problems;
2. To disclose the character and reasons of difficulties arising for
children;
3. To describe the child’s experiences due to inappropriate behaviour
and failures.
Research participants: pupils with behavioural and communication
difficulties (N=12) learning in primary classes of the general education school.
Research methods: a structured interview with freely formulated answers.
The aim of the interview was to find out satisfaction with school, difficulties
arising in the learning process and communication of the pupil with behavioural
difficulties and children’s emotional experiences.

Interview Results and Discussion

Pupils’ satisfaction with school and the learning process

The attitude of pupils with behavioural and communication difficulties to
school is controversial: on one hand, they like school because here they can
meet the need of communication with their peers; however, the teaching process
poses numerous difficulties for them. The ratio of pupils whose statements
witness satisfaction or dissatisfaction with school is similar (11:15). The
majority of pupils, who participated in the interview, like going to school,
because here they meet friends, play, and communicate: | like to go to school
because here | meet my friends, we exchange stickers; | mostly like to go to
school because | meet my classmates and | can play with them; yes, because
here | find new friends; to meet friends, play. Interviewed pupils said that they
had friends at school: | have very many friends and get along with them; all
classmates are my friends, but I get along with boys better. Relationships with
friends are quite changeable, depending on the mood: I have friends, we get on,
but sometimes we fight because they annoy me, but | do not give up and defend
myself, etc. During breaks, pupils enjoy engaging in agile and active activities:
play with friends, run in the corridors, to catch friends; romp, compete with
classmates, chase, etc. A share of pupils state they like learning or engaging in
some extracurricular activities: | like it here because | can learn here; solve
maths and attend the dance club, etc. Pupils who stated that they liked going to
school, naming difficulties arising in the lessons, mentioned fewer difficulties
than those who liked going to school only because they meet their friends there.
Teachers also positively spoke about those pupils and mentioned that
behavioural difficulties were arising to them not constantly. Speaking about
their favourite lessons, pupils often indicate that their favourite lesson is
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physical education: | like physical education most because then we play the
square or other games; because | really like to do sports, etc. Describing what
they dislike at school, pupils named reasons of two kinds. The first is
dissatisfaction with the educational process (or a certain lesson): that we need to
be at school long; I don'’t like lessons because we need to learn a lot and
quickly; because | do badly and | get bad marks; I don't like the English
language, because you have to learn a lot of words, you also have to write a lot,
and while writing I make mistakes; I can’t keep up with what the teacher tells to
do in the lessons, I don'’t like to go when we write tests or when you have to do a
lot of homework; when you have to be at school a long time, etc. Most disliked
lessons are mathematics and the Lithuanian language. According to pupils, they
dislike these lessons not only because it is difficult to understand teaching
materials but also because they have to stay after the lessons, do the tasks anew,
do additional assignments, etc.

Another reason of unfavourable attitude to school is conflicts in
relationships with other pupils at school: I most of all dislike when the older
ones annoy; | most dislike that other kids beat me, etc.

Pupils’ experienced teaching and learning difficulties and their reasons

Pupils with behavioural problems indicate that they experience various
learning difficulties. Pupils experience learning difficulties in various learning
areas: more often, in reading and writing, less often, in physical education,
technologies and other lessons. The type of pupils’ experienced difficulties is
described in Table 1.

Prevailing difficulties are caused by the lack of attention and activity
organization hindrances. During the lessons, pupils encounter many difficulties
in activities requiring longer concentration, consistency, doing long and
monotonous assignments. Children’s experienced difficulties memorising and /
or understanding assignments also hinder the learning process. This type of
difficulties occurs two times less often than the ones caused by the lack of
attention and activity organization. In case of difficulties, pupils usually receive
teachers’ assistance: during the lesson the teacher helps, she repeatedly explains
what is not clear; | receive assistance from the teacher, she explains to me,
helps what I don’t understand; the teacher checks how I do the task, explains
and then it becomes clear; the teacher comes up and explains or tells to do
another, easier task, when the teacher repeatedly explains, it becomes clearer.”
Pupils state that the teacher’s assistance is useful for them. They feel that the
teacher sincerely wants to help them, understand them, shows goodwill. In such
cases, the very pupil also tries to behave reservedly, more respectfully.
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Table 1 Character of Learning Difficulties

Character of | Examples of statements No. of
difficulties statements
Difficulties of | To write without mistakes. | hate the Lithuanian language, | 24
attention and | because we have to write there and | make many mistakes, |
activity can’t keep up with others, get lost, cross through in the
organisation notebook, I make many mistakes. Dictations, spelling,
punctuation because I make many mistakes. I don’t like
copying down from the book. I can’t keep up with the
teacher’s dictation. I can’t write neatly, and when you have
to write a dictation, I write badly. I don’t like when they ask
to draw something concrete, they don’t allow me what [
want. I dislike sewing. I don’t like when you have to fold
from paper because | fail.
Difficulties | dislike dictations because | make many mistakes and have | 12
memorising forgotten the rules. To learn the rules, apply them. To learn
and poems by heart, tell texts. | hate learning words. | dislike
understanding | solving problems because | have forgotten the
teaching multiplication table. 1 can’t learn words. 1 dislike
materials mathematics because I don’t know the multiplication table.
1 hate calculating, I don’t understand a lot there.

Children’s experiences due to inappropriate behaviour

Describing themselves, pupils attribute more positive than negative
qualities to themselves. The ratio of indicated positive and negative qualities is
4:1 (43 positive and 12 negative qualities). Positive qualities dominated:
consider themselves good (11 options), friendly (10 choices), intelligent (7
options), agile (6 options), cheerful (5 options), etc. Such pupils’ self-
assessment demonstrates that these pupils do not feel more inferior to others and
do not give their learning and behavioural difficulties prominence. As to
negative descriptions, the most common option is sad (6 options), pupils also
mentioned such features as naughty (3), mean (2), ignoramus (1), etc.

Children’s anxiety stems from failures in learning, hyperactivity, conflict
relationships, etc. Interviews demonstrated that anxiety related to the child’s
behaviour or communication difficulties is encountered by all: the very children,
their family members and teachers.

Pupils indicate: 1 am a little bit worried because | do not very well at
school; I am very worried because often don’t understand what | have to do in
the lesson, and when | do, | must cross through everything and again do
everything on my own anew,; I am anxious, I would like not to ask anybody’s
help and do everything on my own, etc.

Pupils state that their family members are also worried about their
behaviour: mom and dad are worried; mom always asks what homework is
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given, checks when | do it; parents keep saying to me, “be quieter”, “don’t get
into trouble”, “don’t say anything to the teacher’; mother, she always asks me
to collect my thoughts and listen to what the teacher says”, etc. Parental concern
manifests it self both by remarks, advice and assistance doing homework,
explaining what the child has not understood at school. Four pupils state that
they do not notice their inappropriate behaviour and do not worry about it. It is
likely that these statements reflect not the true position of the child and his / her
state but are a defensive reaction to experienced feelings. Two pupils think that
it is the teacher who worries about their behaviour most and who mostly takes
care of them: the teacher always asks me to learn and calms me. Two children
state that their misbehaviour does not cause any concern to anyone.

In order to find out pupils’ attitude to experienced behavioural problems
and the way out of the situation, pupils and teachers were asked to complete the
sentence “There would be no problems if ...”.

The majority of pupils who took part in the research tend to look for
reasons of behavioural and communication difficulties in themselves: if |
learned even more; if I didn’t make mistakes writing, if I were braver, if I were
able to concentrate during the lessons; if | did everything quicker, etc. Such
pupils’ answers show the attitude instilled by teachers and parents that the very
child is guilty for difficulties arising to him / her. The minority of children think
that they would avoid problems if they received assistance from parents,
teachers, friends, if they were not separated from classmates and if other pupils
treated them with respect.

Teachers, on the contrary, tend to see the problem and its solution in the
very pupils, parents or other circumstances but not in their own activities.
Teachers envisage the majority of problems in the very children: if he were
polite, thought what he is doing; if the girl reacted to remarks because she is
talented enough; if the child finally descended on the ground and grew; if began
to hear what | am saying and not only wanted to learn but also learned; if at
least made a small effort; if didn’t dream in the lessons and if asked when
something is not clear, asked, asked for help. Teachers would like to receive
assistance from parents and the teacher’s assistant; then, in their opinion, there
would be no difficulties because solely teacher’s efforts are insufficient: if
parents gave more love for the child and he / she felt safe and loved; if parents
took interest in the child, because solely the teacher’s efforts are insufficient, if
there were the teacher’s assistant, etc. Although rarely, but some of teachers’
statements reflected emphasis on exclusion of these pupils: if there were no such
children at all; if A. were not in the classroom. According to these teachers,
there would be no problems if such children were not present. Teachers’ attitude
towards children with behavioural and / or communication difficulties depends
on the teacher’s experience and competencies. The more the teacher has
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encountered practice of educating such children, the more often he / she finds
suitable education methods and does not reject these pupils.

Conclusions

1. Pupils with behavioural difficulties are characterised by a controversial
approach to school: at school they can meet the need for communication
with their peers and acquire knowledge; however, their poor satisfaction
with organized and regulated teaching process (or separate lessons) and
conflict relationships with other pupils come to prominence.

2. Pupils’ experienced difficulties manifest themselves in various areas of
learning (more often in writing and calculating, more rarely in physical
education, technologies, etc.); they are mostly determined by the lack of
attention and activity organization, and more rarely, by the lack of
memorising and understanding of teaching materials.

3. Children suffer due to their misbehaviour, experience anxiety and tension;
mostly tend to blame themselves for arising problems; such pupils’
approach could have been formed by educators and parents, constantly
blaming the child and emphasizing arising difficulties.

4. At school pupils with behavioural and communication difficulties feel little
satisfaction with the educational process and communication, while
teachers insufficiently focus on assistance to the child and mostly tend to
blame children for their misbehaviour. Communication between teachers
and pupils with behavioural problems should be changing replacing
disciplinary relationships with the emphasis on positive behaviour and
assistance to the child.
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THE REALIZED AND EXPECTED EARLY CHILDHOOD
INTERVENTION PRACTICES IN LITHUANIA

Stefanija Alisauskiene
Siauliai University, Lithuania

Abstract. Inclusive early childhood practices are at the forefront of the research and practice
efforts in many European countries. Inclusion in early childhood programs can set a
trajectory for inclusion across the life course, making it critical that we include individuals
with special educational needs in all facets of society from birth. In many European countries,
including Lithuania, children with special educational needs and their families continue
facing significant barriers to accessing inclusive high-quality early childhood practices and
too many pre-school children with special educational needs and disabilities continue
receiving special education services in separate settings, as opposed to the least restrictive
environment. The aim of the research was to assess the realized and expected early childhood
intervention practices while educating children with diverse needs in inclusive pre-school
settings. The study was based on a survey using the instruments of Recommended Practices in
Early Intervention/Early Childhood Special Education. The instrument includes the following
topic areas: leadership, assessment, environment, family, instruction, interaction,
collaboration, and transition.

Keywords: children with special educational needs, early childhood intervention, educational
support, family support.

Introduction

Inclusion is an educational approach and philosophy that provides all
children with community membership and greater opportunities for
achievements, particularly for social-emotional ones. Inclusion is about making
sure that every child from his/her birth feels welcomed and that his/her unique
needs and learning styles are recognized, valued, and met. This approach seems
to be highly valuable in today’s turbulent social economic and cultural contexts.
An equitable inclusive education system is one in which all children, parents,
other family, and community members are welcomed and respected, as well as
every child is supported and inspired to succeed in the culture of high
expectations for learning. The basic premise of inclusive education is that
schools are about belonging, nurturing and educating all students regardless of
their differences in ability, culture, gender, language, class and ethnicity
(Kozleski et al., 2007). Educational settings and teachers, therefore, need to
commit to the transformation of their communities for the implementation of
inclusive education to be successful. Regarding the importance of the role of
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teachers, research indicates that they play a critical role in the implementation of
inclusive education (Forlin et al., 2010). The stress on inclusion from early
childhood means holding high expectations and intentionally promoting
participation in all learning and social activities, facilitated by individualized
accommodations, and using evidence-based services and supports to foster their
development, as well as a sense of belonging and friendships with peers (Policy
Statement on Inclusion, 2015). This applies to all children, including those with
special educational needs (SEN). The majority of European countries implement
inclusive education and focus on the meeting of the diverse educational needs of
children’. Nevertheless, in many European countries, including Lithuania,
children with SEN and their families continue facing significant barriers to
access inclusive high-quality early childhood practices and too many pre-school
children with SEN continue to receive special education services in separate
settings.

The article focuses on inclusive early childhood education and intervention
(ECEI) practices. The aim of the research was to assess the realized and
expected ECEI practices while educating children with diverse needs in
inclusive pre-school settings. The study was based on a survey Recommended
Practices in Early Intervention/Early Childhood Special Education®. The article
presents the data collected in Lithuania in 2015.

The Concept of Inclusive Early Childhood Education

We base our understanding of inclusive education on the internationally
adopted definition which highlights that inclusive education is an ongoing
process aimed at offering quality education for all while respecting diversity and
the different needs and abilities, characteristics and learning expectations of the
students and communities, eliminating all forms of discrimination (UNESCO,
2009). The philosophy of educating children gradually focused on providing
equal educational opportunities from a rights-based perspective which had led to
inclusive education continuing to be implemented in most European countries
and beyond over the past three decades. Inclusive education has increasingly
become a focus of debate in discussions about the development of the
educational policy and practice around the world (Farrell & Ainscow, 2002).
Regarding the practicality of fully implementing inclusive education, many
jurisdictions, though, continue to be reluctant to support inclusion (Woolfson &
Brady, 2009; Alghazo & Gaad, 2004), especially when learners have more
challenging support needs (Talmor, Reiter & Feigin, 2005). However, the

! www.european-agency.org
2 DEC/Division for Early Childhood (2014). Recommended Practices in Early Intervention/Early Childhood
Special Education 2014. Retrieved from http: //www.dec-sped.org/recommendedpractices.
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education of children with SEN is now an established key policy objective in
many countries. Lithuania follows the description of children with SEN as
having a need for assistance and services in the education process that occurs
due to being exceptionally gifted, having congenital or acquired disorders or
disadvantages in a person’s surroundings (Teacher Education for Inclusion,
2010). Equity and inclusive education aims to understand, identify, address, and
eliminate the biases, barriers, and power dynamics that limit children prospects
for learning, growing, and fully contributing to society (Equity & Inclusive
Education, 2014). Teachers, school administrations, school boards and policies
do emphasize the need to achieve an inclusive classroom atmosphere. However,
it is striking even over a decade into the unfolding of such policies, how
tenuously these efforts are perceived as having any tangible links with the
human rights dimension and the fundamental imperative to provide each student
with access to learning (Beach, 2010). Accessibility in ECEI programs means
that all children can interact with materials, activities, teachers, and peers to the
fullest extent possible and with equal frequency and enjoyment. When applied in
ECEI settings, universal design concepts refer to the program’s physical features
as well as to such features as daily schedule and classroom routines, curriculum,
and teaching strategies (Conn-Powers et al., 2006; Klein et al., 2000). We base
our understanding of inclusion in ECEIl as holding high expectations and
intentionally promoting participation of children in all learning and social
activities, facilitated by individualized accommodations, and using evidence-
based services and supports to foster their development, friendships with peers
and sense of belonging. This applies to all children including those with SEN.
Supporting all children to fully participate in their communities requires high-
quality ECEI policies and practices. High-quality environment and support to
classroom staff must characterize inclusive ECEI settings to ensure desirable
outcomes for all children, especially those with SEN (Cate et al., 2010). High-
quality inclusive ECEI consist of three key components: accessible to all
children and their families; designed and carried out to show a great
consideration for the unique needs of each child; ensure full participation
(Underwood & Frankel, 2012). In high-quality ECEI programs, all children have
opportunities to develop their language, social, physical and cognitive abilities.
Inclusive ECEI is not just about placement in a program, but also active
participation in social interactions and the development of children’s abilities
and skills. Children at a range of developmental levels, including those with
identified SEN, should be welcomed as valued members of ECEI community by
supporting active participation (ibid). Parents are among the most influential yet
significantly underrated actors in their children’s education. By recognizing
parents’ roles in their child’s education, and working together, staff and parents
can create and maintain a high-quality education for children. Professionals
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working with young children and their families must recognize and respect their
cultures, ethnicities, languages, values, faiths, and belief systems, and thus be
able to effectively support children’s development and learning. Cooperation
between ECEI staff and parents is considered as beneficial for children’s
progress and development (Key Data on Education, 2009). Expertise from a
wider community may help to improve the effectiveness of settings, ensure
better use of resources and enabling extra-curricular activities to be delivered.
For these reasons, many countries encourage ECEI practitioners to work closely
with their stakeholders to support children’s development, learning and general
well-being (Key Data on ECEC in Europe, 2014). Inclusive education, as
outlined in the EU documents, is a response to the widespread social, economic,
political changes in Europe, as well as a means of establishing a caring, humane
and egalitarian society. The introduction of this policy will, however, require
extensive changes in ECEL, as the focus shifts from children’s adjustment to the
demands of the system, to the system’s capability to accommodate all learners’
needs as inclusively as possible.

Inclusive Early Childhood Practices in Lithuania: Realized and Expected
Research Design

Research methodology is based on the concept of inclusive education and
the methodological approach, which combines exploratory and descriptive
research. The exploratory research, which is broad in focus, helped us identify
the key issues related to realized and expected ECEI practices. Descriptive
research used to accurately assess and describe the realized and expected
inclusive ECEI practices while educating young children with SEN in pre-
school settings in Lithuania. For this survey, the data has been collected via
online questionnaires ‘Recommended Practices in Early Intervention’. The
article presents a part of the complex research data, taking into account the
comments of participants. The data has been collected in Lithuania in the period
August to November, 2015. There were 280 questionnaires collected (215 valid
for analysis). The group of respondents consisted of 56 pre-school teachers, 47
speech therapists, 50 coordinators of the Child Welfare Commission, 27 other
specialists, 14 special pedagogues, 8 social pedagogues, 7 psychologists, 3
social pediatricians, 1 social worker, 1 neurologist, 1 physiotherapist; 65
respondents omitted this information. The vast majority of respondents were
female, and only two males took part. The respondents represented 149 pre-
school settings, 10 early childhood intervention services, 37 other institutions
related to ECEI. All settings included children with SEN.
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Ethical issues have been considered when conducting the research. The
participants received information about the research aims, methods, and the use
of the results online before the research started. Confidentiality of their
personalities has been assured. In order to respect the privacy and autonomy of
the specialists, only these who were willing took part in the research.

Results
Realized and Expected Inclusive Early Childhood Practices

The realized and expected ECEI practices have been explored and
described taking into account the comments of participants on leadership,
assessment, environment, family, instruction, interaction, collaboration, and
transition.

Leadership. The work of practitioners at the frontline is critical to improve
outcomes for young children who have, or are at risk for, developmental
delays/SEN and their families, but practitioners do not operate in a vacuum.
Leaders establish the conditions that are essential for the successful
implementation of ECEl (DEC, 2014). The analysis of the comments on
leadership (115 comments received) revealed that participants working in the
field of ECEI stressed the leader’s contribution to team work and educational
environment as key issues realized in ECEI practice, while the most expected
ones are to receive more resources (material, human, informational, time etc.)
and to ensure improved collaboration with parents. According to the
requirements, leaders should promote efficient and coordinated service delivery
for children and families by creating the conditions for practitioners from
multiple disciplines and the family to work together as a team. Therefore,
respondents admitted that ‘leaders create and implement policies and practices
that promote the shared decision-making with practitioners and families, and
attention is focused on how ‘to adjust an educational environment for all
children, particularly for those who have special needs’. On the other hand, they
said ‘no children with SEN - no problems’. Leaders meet a lot of challenges
related to resources: ‘it is difficult to find money to cover professionals training
courses which are quite expensive’, 7o engage more specialists’, etc. According
to respondents, the collaboration with parents is valued, but it is not sufficient
because ‘not all parents are collaborating, they used to conceal child’s
problems’, etc. The personal characteristics of leaders and their efforts to create
a positive microclimate in ECEI have been also highlighted. The results showed
that leaders did much to create the culture and climate in which practitioners
would feel a sense of belonging and want to support the organization’s mission
and goals (‘leaders create a warm atmosphere in the kindergarten’, ‘everyone
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can feel he/she is valued and important’, etc.). However, some comments relate
to ‘autocratic style of management’, ‘stereotypical attitudes toward education
and changes’, etc. For the overall picture of realized and expected leadership see

Fig. 1.
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Fig. 1 Realized and expected ECEI practices related to leadership

Assessment in the field of ECEI is the process of gathering information to
make decisions, and it is conducted for the purposes of screening, determining
eligibility for services, individualized planning, monitoring child’s progress, and
measuring child’s outcomes (DEC, 2014). The comments (n=122) of the
participants have been analyzed, and 8 categories related to the assessment have
been identified: collaboration with parents, team work, use of assessment
instruments, assessment for education and support, assessment competence,
assessment as a process, strengths and needs focused assessment, and formal
assessment. The results show that the assessment for education and support, the
collaboration with parents and the teamwork have been introduced as the prior
issues realized in their ECEI practices. Practitioners implement systematic
ongoing assessment to identify learning targets, plan activities, and monitor
child’s progress to revise instruction as needed: ‘we developed the system of
assessment to identify peculiarities, needs, and social situation of the child . It
helps us develop an Individual Education/Support Plan’; ‘assessment is a
process which facilitates support to a child and a family’, etc. According to the
respondents, they collaborate with parents in their ECEI practice: ‘the opinion of
parents is important for us’, ‘the priorities of child’s education are set up
together with parents’, ‘cooperation with parents ensures the continuity of the
support to a child’. However, it needs to be improved: ‘information provided by
parents is not always correct’, ‘we cannot always trust to them’, ‘not every
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family knows how to support their child’, ‘parents are very cautious about the
assessment’ etc. Also, the assessment for child education and support have been
highlighted as requiring some improvement. According to the respondents, there
i lack of specialists (‘mostly the speech therapist is responsible for the needs’
assessment’), and lack of competence to properly assess a young child (‘this is
difficult to assess a child due to his/her poor communication’). The key
categories of the comments related to the assessment are displayed in Fig. 2.
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Fig. 2 Realized and expected ECEI practices related to assessment

Environment. Young children including those who have, or are at risk for,
SEN learn, play, and engage with adults and peers within a multitude of
environments such as home, school, child care, and the neighbourhood.
Environmental practices refer to the aspects of space, materials (toys, books,
etc.), equipment, routines, and activities that practitioners and families can
intentionally alter to support each child’s learning across developmental
domains. Through the implementation of the environmental practices,
practitioners and families can promote nurturing and responsive learning
environments that can foster each child’s development (DEC, 2014). The
comments (n=102) of the participants are focused on eight categories of realized
and expected practices: environment adjusted to the age, safe environment,
specialized environment, environment available for children with SEN; and lack
of space, lack of professionals, overcrowded rooms, disagreements with parents.
The analysis of the comments revealed that the environment was sufficiently
adjusted to children’s age, and it was at some degree available for children with
SEN: ‘the suitable educational environment for all children according to their
age is created’, ‘there is a lot of extra space in the kindergarten’, ‘we have a
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special group of children with severe SEN. Those who have moderate SEN are
integrated into general groups with their peers’, ‘we use specialised
environment to provide special support to children, e.g. room of a speech
therapist’, etc. However, it is expected that environment should be much more
available for children with SEN: ‘we have no facilities in order to provide
proper support to children with SEN’, ‘outdoor spaces are not adjusted’. On the
other hand, there were some comments, which showed a clear relation between
physical environment of the setting and the attitudes of professionals: ‘we are
not implementing inclusive education — we have no children with disabilities .
The evidence shows that parents and professionals have disagreements on
environmental issues in ECEI settings: ‘often the expectations of a family are
higher than the school can meet’. Realized and expected practices related to
environment are displayed in Fig. 3.
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Fig. 3 Realized and expected ECEI practices related to environment

Family practices refer to ongoing activities that promote the active
participation of families in the decision-making related to their child, lead to the
development of a service plan, support families in achieving the goals they hold
for their child. Family practices encompass three themes: family-centred and
family capacity-building practices, family and professional collaboration (DEC,
2014). After analyzing the comments (n= 92) of the participants, we found out
five categories on realized ECEI practices related to family, such as:
professionals’ initiative and competence, parents’ initiative, resources, the
briefing and educating of families, and the shift of responsibility. According to
the participants, their initiative and professional competence to work with
families together with their focus on training and information provision to
families allow them realize ECEI practices: ‘we have an excellent team of
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professionals including the Child Welfare Commission’, ‘specialists are
searching for the means to cooperate with parents’, ‘we try to meet family
expectations’, ‘We provide training for parents’, ‘we inform parents on child’s
achievements, provide recommendations for parents to support the child at
home’. At the same time, participants expect much more parents’ initiatives
while educating young children and providing educational (including special)
support to them: ‘parents do not accept their child’s disability’, ‘this is not easy
to contact parents — they are always in a hurry, plunged in their routine’,
‘parents often don’t know what they want’, ‘we, as a teachers don’t want to
disturb parents...”. Realized and expected practices related to family are

demonstrated in Fig. 4.
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Fig. 4 Realized and expected ECEI practices related to family

Instructions. Instructional practices intentionally and systematically inform
what and when to teach, how to evaluate the effects of teaching, how to support
and evaluate the quality of instructional practices. Instructional practices are a
subset of intervention activities conducted by practitioners and parents (DEC,
2014). The analysis of participants’ comments (n=99) revealed 5 key categories
related to instruction: collaboration with parents, professional competences, the
briefing and consulting of parents, teamwork, the individualized and timely
support provided to children if needed. The results show that professional
competence of instructions is recognized as well realized in ECEI practice:
‘specialists observe, analyse, plan and provide support accordingly’, ‘they find
different methods to involve every child into educational activities’, ‘we
encourage children’s participation’, ‘support is integrated into the routine’. On
the other hand, participants expect it to be improved: ‘kindergarten teachers
lack of competence to educate children with moderate SEN, they don’t pay
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enough attention to these children’, ‘we provide support according to
kindergarten’s resources and potential, but this not always suits children’s
needs’. The evidences show, that ECEI proceeds in teamwork and tend to
provide information / consultation to parents rather than collaborate with them:
‘in order to achieve good results specialists communicate and collaborate with
teachers’, ‘the Child Welfare Commission do a lot to support teachers meeting
SEN of children’, ‘individual support to a child is provided’, ‘consultations to a
family are ensured’. However, ot all parents come to meet specialists’,
‘parents do not do their ‘homework’ according to specialists’ tasks to support a
child’, ‘it is difficult to involve parents into support because they think that
specialists alone should do this’. Nevertheless, the ECEI practitioners stressed
that there was lack of collaboration with parents and that it needed to be
improved (Fig. 5).
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Fig. 5 Realized and expected ECEI practices related to instructions

Interaction. Sensitive and responsive interactional practices are the
foundation for promoting the development of a child’s language as well as
cognitive and emotional competence. Practitioners engage in these practices
across environments, routines, and activities and assist others in the child’s life:
family members, other caregivers, and peers, in learning sensitive and
responsive ways to interact with the child and promote the child’s development
(DEC, 2014). The analysis of the comments (n=73) showed that participants
focused on interaction in order to identify child’s needs, provide support, ensure
positive home—institution relationships and child’s relationship with peers:
‘Observation and communication with a child allows us recognize the main
needs of the child’, ‘...encourage child’s motivation to cOmmunicate’, ‘non-
traditional methods support child’s ability to learn problem-solving skills’,
‘ensure the continuity of interaction in a kindergarten and at home’, ‘children
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with SEN are integrated into group activities with their peers’, etc. On the other
hand, specialists see the interaction as their duty: ‘the teacher is responsible for
everything, including unpredictable issues’. Results showed that through the
interactions practitioners recognized children’s needs, preferences, and interests,
and promoted their development and education accordingly. Even though it is
expected that interaction as a duty of pedagogues should be improved (Fig. 6).
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Fig. 6 Realized and expected ECEI practices related to interaction

Collaboration practices are these that promote and sustain collaborative
adult partnerships, relationships, and ongoing interactions to ensure that
programs and services achieve desired child and family outcomes and goals. The
family is an essential member of the team and the team includes practitioners
from multiple disciplines as needed (DEC, 2014). Five key categories related to
collaboration have been identified in the comments (n=87) of the participants:
teamwork and coordination, family as a part of the team, networking with
professionals and institutions beyond of the setting, and professional
competence. The results show that practitioners representing multiple disciplines
work together as a team to plan and implement support and services to meet the
needs of children: ‘specialists work in close cooperation and know about each
other’s discipline very well; we support and complement each other’, ‘we seek
to solve problems together, search for the ways how to better support families’.
Practitioners and families work together as a team though not systematically,
and it needs to be improved: ‘specialists representing diverse professions and
families work together while planning individual support to a child and a
family’, however, ‘teamwork with families is often impossible’, ‘parents are not
motivated, they used to require...’. Evidences show that professional
competence to collaborate with families is quite low and needs to be improved:
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‘we have no multi-professional team’, ‘lack of collaboration forms with
families’, 'some specialists lack the competence to cooperate with parents’, etc.
Realized and expected practices related to collaboration are displayed in Fig. 7.
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Fig. 7 Realized and expected ECEI practices related to collaboration

Transition refers to the events and processes associated with key changes
between environments during the early childhood years and the practices that
support the adjustment of the child and family to the new setting. These changes
occur at the transition from early intervention to kindergarten and later to
school. As with other life transitions or changes, positive teacher—child and
practitioner—family relationships are associated with greater satisfaction, better
adjustment, and better child outcomes (DEC, 2014). Analysis of the comments
(n=65) revealed three main categories, such as transfer of information to another
setting together with a child, transfer of information to a family, transfer of
information to another setting as a part of the inter-institutional collaboration.
Practitioners did agree with the importance of information exchange to support
positive outcomes for both child and family, and this should be a part of inter-
institutional collaboration: ‘we exchange information if necessary’, ‘specialists
exchange information regarding support provided to a child when a child moves
to another setting’, etc.

However, the transfer of information is not a requirement in ECEI practice
and this is hardly ever realized, though professionals do it voluntarily: ‘there are
no regulations or recommendations regarding the transfer process’, ‘the
incoming child does not bring any documents/portfolio, sometimes parents
would conceal the information related to SEN of a child’. Realized and expected
practices related to transition are available in Fig. 8.
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Fig. 8 Realized and expected ECEI practices related to transition
Summing-up

The categories related to realized / expected ECEI topics, such as
Leadership, Assessment, Environment, Family, Instruction, Interaction,
Collaboration, Transition, have been revised and the topical key categories in all
analyzed topics have been selected. These are as follow: teamwork, educational
environment, collaboration with families, professional competence, inter-
institutional networking, and resources.

Realized ECEI practice. The results show that inter-institutional
networking is most topical in the Transition, creation of available educational
environment — in Interaction and Assessment, professional competence — in
Instruction and Family, and collaboration with families — in Family, Assessment
and Collaboration (Fig. 9).
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Fig. 9 Distribution of topical key categories in realized ECEI practices
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Expected ECEI practice. Evidences of the research show that teamwork is
the most topical in Collaboration, professional competence — in Instruction,
Collaboration, Assessment, and Family, available educational environment - in
Environment and Interaction, inter-institutional networking — in Transition,
collaboration with parents is the most challenging and expected to be improved
in Assessment, Family, Instruction and in the rest topics of ECEI practice.
Resources are the most expected for Leadership and Assessment (Fig. 10).
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Fig. 10 Distribution of topical key categories in expected ECEI practices
Conclusion

The research showed that teaming and collaboration was the highly
developed practice among ECEI specialists from multiple disciplines, though
professional competence was expected to be improved, particularly for
Instructional Practices, which are a cornerstone of ECEI. Teachers, other
practitioners, family members, and other caregivers need to use instructional
practices to maximize learning and improve developmental and functional
outcomes for young children, including those with SEN.

The evidence shows that cooperation with families needs to be
strengthened, particularly in Assessment, Instruction, Family, Leadership, and
the rest of topics, as a family is an essential member of the team to achieve
mutually agreed outcomes and goals that promote family competences and
support the development of a child.

The issue of lacking resources, including financial, time, space, etc., has
been highlighted as one of the main obstacles to realizing high-quality ECEI in
Lithuania. The analysis of the comments revealed still existing stereotypical
attitudes of ECEI specialists towards children with special educational needs

36



SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Conference. Volume 111, May 27" - 28", 2016. 23-38

(‘No children with SEN — no problem’), and misinterpretation of inclusive
education (‘We do not implement inclusive education because we have no
children with disabilities ’). The last-mentioned issue proves that all practitioners
who work with young children, including those with SEN, are expected to
access professional development to build knowledge and skills related to
developmentally appropriate practices, discipline-specific knowledge, and
positive attitudes.
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FROM SEGREGATION TO CELEBRATING DIVERSITY

llona Bruveris
University of Notre Dame, Australia

Abstract. The move from segregation of students with behaviour difficulties to one of
inclusion required teachers to make a significant paradigm shift. This paper reviews the
strategies used by the New South Wales state education department to facilitate, over time,
paradigm shifts in teacher thinking. Are there factors which limit the success of these
strategies? What can be learnt from this?

Keywords: student behaviour, inclusion, teacher professional learning, education policies.

Introduction

Do we really want to celebrate diversity when it comes to students who are
experiencing difficulties with following rules, accepting consequences,
interacting and communicating in a classroom setting? Such students, who are
usually labelled as having an emotional disturbance or behaviour disorder
(EBD), are the ones whom teachers find challenging (Kauffman & Landrum,
2009) and who can add to the teachers’ stress levels and dissatisfaction with
their career (Melnick & Meister, 2008). How can we support teachers to make
the paradigm shift necessary to include these students in the classroom and in
the celebration of diversity? Does professional learning do the trick?

This paper will review the transition from segregation to inclusion by the
New South Wales (NSW) state education department, currently known as The
Department of Education and Communities (DEC). It will identify the services
and strategies that relate to students with behavioural difficulties that have been
part of the Department’s strategy to help teachers adjust to, and comply with,
new policies culminating in celebrating diversity and review professional
learning since the 1980s.

Changes to the dominant discourse surrounding the education of students
whose behaviour impacts on classroom coherence and management have
required teachers to undergo paradigm shifts in their beliefs about the education
of such students, how teachers view their classrooms, their role and the
responsibilities of other students in the class in the inclusion equation. In NSW,
the DEC has used teacher professional learning to assist with the
implementation of the new policies and with each shift in the dominant
discourse has introduced new courses, modules and readings. They have
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complimented this with additional resources such as special classes, known as
support classes in NSW, in regular schools and in special schools, known as
Schools for Specific Purposes, along with introducing additional support
personnel. A raft of policy documents has guided the whole process. However,
Is this sufficient to achieve the necessary paradigm shift?

Aim of the study

This study aims to identify what strategies have been employed by the
DEC to encourage teachers to make a paradigm shift from segregation to
inclusion as well as what these strategies teach us.

Method

This paper is based upon an analysis of DEC policy documents and support
services. Current theories on inclusion, professional learning and educational
change management have guided the analysis and discussion.

The dominant discourse

Almost from the earliest days of public education in NSW, the dominant
discourse concerning the education of students with EBD has been one of a
deficit model. The label emotionally disturbed/behaviour disordered says it all.
It is the student who has the problem. This works against including students with
EBD in regular settings. The medical model focuses on a causal relationship.
Students can be seen as different from their peers, as the “other” one in the class
(Van Swet, Wichers-Bot & Brown, 2011). “A concern raised about mainstream
policies and practices related to student behaviour is that they invariably locate
‘the problem’ within individual students, rather than in the context of
classrooms” (Sullivan, Johnson, Owens and Conway, 2014, 4) therefore the
responsibility for change rests with the student. Furthermore, labelling can lead
some teachers to doubt whether they are qualified to teach students with
disabilities (Slee, 2001). According to Senge (2014) “The biological world
teaches that sustaining change requires... addressing (of) the limits that keep
change from occurring.” (p. 8) The use of labels for identification and placement
of students with disabilities, regardless of the nature of the disability, is a
limiting factor and one that works against any paradigm shift by teachers. It was
only in the 2000s that the DEC embraced a social model which reflected student
needs, environmental adjustments, teacher professional judgements and
personalised learning plans.
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Then and now: public education in NSW and services for students with
behaviour issues

Education in NSW has been influenced by a range of factors both historical
and cultural such as political instability and the convict beginnings of the colony
(1788). It was not until 1848 that Governor Fitzroy was able to establish the
National Board of Education which created a government education system. A
segregationist approach towards education of students with aberrant behaviours
was established when the Vernon Nautical Training ship was launched as a
program for delinquent boys in 1886.

In 1880 the Public Instruction Act meant that the administration of the
education system became the responsibility of the State through the Department
of Public Instruction. The Public Instruction Act of 1880 has provided the
framework for education in NSW since that time. (Wilkinson, 2008). Children
had to attend school between the ages of six and fourteen, which became
seventeen only in 2010. The Guildford Truant School, again segregating
troublesome students, was established in 1918, as compulsory education brought
with its own problems. Segregation continued when the Enmore Activity School
(1936) was established to provide a three year course for adolescent boys with a
normal 1Q who were educationally backward or had bad behaviour problems.

After the Depression and World War Il there was considerable pressure in
Australia for economic and social reform. A new middle class had developed in
Australia, one that could not provide a secure future for their children by taking
them onto the land or into business. Industrialisation, the basis for the new post-
agricultural Australian economy, meant that job security for their children could
be found in the growing public service, banking, retail and insurance industries.
In response to this, from the 1950s through to the 1970s, each Australian state
reformed or expanded their secondary school systems. During this period the
first special school for students with emotional disturbance, Arndell, was
established (1959) again segregating students whose behaviour challenged
teachers.

The next major change to public education in NSW was the Wyndham
Scheme, implemented from the early 1960s and based on establishing
comprehensive high schools which did not determine their student intake on
attainment or ability to pay fees and which prepared students for a broad range
of post-school options. Gulson writes that there was an acceptance of the
comprehensive schooling model as its aim was to allow all students to access
equal educational opportunities and middle class parents favoured this. This is
not surprising in an era which consisted of social movements, feminism and
concern for the rights of the individual (Noyce, 1985).

In the 1960s and 1970s the quest continued for greater freedom and
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openness. Henry Schoenheimer, an Australian educational commentator of that
time believed that it was time to question everything: structures, institutions and
beliefs. Schiefelbusch (1986) refers to the 1970s and 1980s as the
“Renegotiation Period” when boundaries between regular and special education
were being renegotiated. This process is reflected in the establishment, from
1972, of Adjustment Classes, special classes for students with emotional
disturbance, which were located in regular schools in NSW and allowed for
integration, at least partial, into mainstream classes.

By the 1980s neoliberalism began to influence public policy, including
education, and it has continued to do so into the twenty-first century (Gulson,
2007). Neoliberalism favours individual competition, accountability,
management and efficiency (Acton & Glasgow, 2015). If, as Declan McKenna
notes, all policy processes are inherently political, the release of the Enrolment
of Children with Disabilities policy and the Integration Statement in 1988 by the
then Director-General of Education, is a valid example of how education was
reflecting the neoliberal drive for efficiency, accountability and managerialism.
It should be noted, however, that the policy also reflected the ideology of the
time: that all children can be taught and that integration would allow students
with disabilities to be part of a wider community.

Regardless of the aetiology, the era of integration of students with
disabilities was firmly underway. Teachers had to make a paradigm shift with
respect to students with disabilities including those with behavioural issues: if
they continued to regard students with disabilities as the source of the problem,
integration and later, inclusion, would be doomed to a half-hearted
implementation without commitment. As later discussion will indicate, from the
1980s, as integration placed new demands on schools, the DEC offered direction
through its policy documents and accompanied this with significant professional
learning concerning the management of student behaviour. This was important
as the greatest changes to the dominant discourse surrounding students with
behaviour difficulties were yet to come with inclusion. “While older concepts,
such as integration and mainstreaming, focused on how to integrate pieces into
established wholes, inclusion became a quest for creating a whole” (Gorranson,
Nilholm & Karlsson, 2011, p. 541).

The impact of legislature

As Skrtic (Skrtc, 1991) argues, schools and systems need external pressure
in order to bring about change. The DEC is bound by, at a national level, the
Disability Discrimination Act 1992, the Disability Standards for Education
2005, National Disability Strategy 2010-2020 and the National Disability
Insurance Scheme Act 2013. The Standards cover enrolment, parent choice,
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access and participation, curriculum development, accreditation and delivery,
student support services, elimination of harassment and victimization. They
include obligations for making reasonable adjustments to a student’s learning
program and environment. It should be noted here that the term “reasonable
adjustments”, however, allows schools to decline enrolments if such an
enrolment would create undue hardships or interfere with the learning of other
students, therefore, segregation of students with behaviour difficulties is still
possible.

At a state level the DEC and its schools are also bound by the Ombudsman
Act 1974, the Anti-discrimination Act 1997, and the Disability Inclusion Act
2014. These acts facilitated the move by the DEC from a disability category
focus prevalent in the 1960-1970s to the current functional needs focus, where
personalised learning adjustments are key.

Achieving a paradigm shift: additional resources

One way to support teachers to change their mindset is to assign additional
resources geared at facilitating new procedures. A range of specialist services
were created during the decades from the 1980s to the 2000s. Many of these
services were available to schools to support the needs of students with any
diagnosed disability, including emotional disturbance (Table 1). Some were
specifically for students with EBD.

Table 1 Additional Services for NSW schools

Date Service Description Availability
1980s | Integration Support integration of students with Regular schools
Teachers disabilities into regular classes

Integration Aides

Integration
Consultants

Resource
Teachers

Itinerant Support
Teachers

Support integrated students

Assist with integration including with
applications for Commonwealth Schools
Commission Integration Funding for
individual students.

Work directly in schools with students and
teachers, initially withdrawing students but
later working in a team teaching model in
class

Work directly in schools with teachers
providing advice, modeling strategies in

Regular schools

Regular schools

Regular schools

Regular schools
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(Behaviour) class, helping to develop individual
IST(B) behaviour plans but also whole class plans
Usually

Support classes Specialist classes established on a needs established in

(ED) basis for students with a diagnosis (ED) regular schools
1990s | Outreach Work in a similar way to IST(B)s but can Regular schools

Teachers (ED) only support students with an ED diagnosis

Challenging Advise class teachers re students with Support classes

Behaviour Team | moderate/severe disabilities and behaviour | in regular or
difficulties often associated with specific special schools
syndromes or autism

Schools for Established for students with no confirmed | Available for

Specific Purposes | diagnosis but with significant behaviour students from

(Behaviour) disorders regular classes

Support classes Specialist classes established on a needs Usually

(ED) basis for students with a diagnosis (ED) established in
regular schools

Home school Specially trained teachers who are

liaison officers authorised attendance officers. They work | All schools

(HSLOs) with schools, students and their families to

resolve attendance issues.

The DEC has always maintained special schools but the nature of the needs
of students attending these schools has changed significantly. In the 1980s the
focus moved to integration rather than segregation. The aim was to return
students to the least restrictive setting possible, usually to mainstream or regular
classes, to re-integrate them. Support classes in regular schools, sometimes
provided for partial integration into mainstream classes for some subjects. In the
1980s and 1990s such partial integration was not necessarily accompanied by
any changes to the pedagogy, the school environment or the existing belief
system about students with disabilities. The attempt was to create as little
disruption to the functioning of the class as possible (Anderson, Klassen &
Georgiou, 2007). This did not require a significant teacher mind shift.

Once the dominant discourse became one of inclusion, it was no longer
viable to maintain the status quo in the classroom and somehow fit in the student
with the disability or disorder. Re-alignment of resources is a strategy used by
DEC. The introduction of Every Student, Every School was accompanied, in
2013, by structural change. 1800 Learning and Support Teachers were allocated
to schools, which was partially achieved by restructuring the existing itinerant
and support teacher programs. The new Learning and Support Teachers work
collaboratively with classroom teacher to support students with disabilities.
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Flexible funding to support students with disabilities was also made available to
every regular school.

Another service which is important for students with behaviour difficulties
is that of the school counsellor. Not only do they provide support for students
and undertake psychological assessment, they also provide advice to the school
executive and to classroom teachers. School counsellor numbers are increased
but there is no formula for this. In 2015, $167 million became available through
the Supported Students, Successful Students project. This meant an increase of
45 % (DEC data) of counselling and wellbeing services across NSW.

NSW has a very strong teacher union, The NSW Teachers’ Federation. A
continuing argument that the Federation has promulgated is the need to allocate
additional resources to support new initiatives and from the Federation’s
perspective the additional resources are rarely sufficient.

Achieving a paradigm shift: DEC policies

The United Nations’ Convention on the Rights of the Child (United
Nations, 1991) describes the importance of protecting children’s quality of life
and their rights to be educated in a safe environment, free from all forms of
violence, victimization, harassment, and neglect. In 1994 a national inquiry into
school violence, aggression, and bullying commissioned by the Australian
government concluded that although insufficient data were available from which
to reliably estimate the extent of school violence, aggression, and bullying,
bullying appeared to be a significant national problem (Commonwealth
Government of Australia, 1994).

In 1996 the DEC released the Student Welfare, Good discipline and
Effective learning Policy which was a revision of the Student Welfare Policy of
1986 which had stated that 'Student welfare' encompasses everything that a
school community does to meet the personal and social needs of students. In
1996 this was modified to Student welfare in government schools encompasses
everything the school community does to meet the personal, social and learning
needs of students. This was the beginning of a move towards a co-ordinated
educative approach to the issues surrounding behaviour. Prior to this behaviour
management training had not focused on addressing curriculum and learning, it
was all about the behaviours. It was an acknowledgement that a raft of
additional programs and services were incomplete if learning needs were not
also addressed. The focus on learning continued with the Quality Teaching
model introduced in 2003. This stressed that the core business of teachers is
pedagogy and for DEC there were three important aspects to pedagogy: it must
focus on high levels of intellectual quality; there needs to be a quality learning
environment; learning must be seen by students to have significance. It stressed
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that intellectual quality was just as important for all students including “students
identified with special needs in mainstream classes” (Quality teaching in NSW
public schools, Discussion paper, 2003, 7).

As well a key focus in the 1990s was how to make schools safe, physically
and emotionally, and this added to the complexity of including students with
behaviour difficulties. In July 2003 the National Safe Schools Framework
(NSSF) was endorsed by all Australian ministers of education. The framework
aimed to raise awareness of the importance of a shared vision of physical and
emotional safety and wellbeing for all students in Australian schools. The DEC
released, in 2005, the Student Discipline in Government Schools Policy. This
policy required that each school develop its own school discipline policy and
that this contained: the discipline code or school rules; strategies and practices to
promote positive student behaviour, including specific strategies to maintain a
climate of respect; strategies and practices to recognise and reinforce student
achievement; strategies and practices to manage inappropriate student
behaviour. A specific anti-bullying policy Bullying: Preventing and Responding
to Student Bullying in Schools Policy followed in 2010. DEC has also released
the Behaviour Code for Students, the latest version being in 2015.

The Every Student, Every School (2012) initiative introduced a learning
and support framework to ensure personalised learning and support for any
student with special needs. This initiative aimed to provide better support for
students whose learning was impacted upon by disability. Personalised learning
and support has four elements: collaboration; assessed individual need;
adjustments and the impact of adjustments and is solution-focussed. As van
Swet et al., (2011, p. 920) point out “the concept of using a solution-focused
approach in an assessment process widens the prospect of potential results” and
as there are no universal solutions, it leads the teacher to work in a reflective
manner collaborating with parents, students, school personnel, peers and outside
providers in order to determine learning needs and address these needs.

Another element is that of assessment. Each student is assessed to
determine his or her individual needs Based on this, adjustments are made which
are changes to curriculum, instruction and environments that are personalised
against each student’s assessed need. Finally the impact of the adjustments
needs to be determined. Evidence is collected, analysed and interpreted in order
to make a judgement about the value of the adjustments. This information
informs further actions. As van Swet et al., (2011, p. 911) state, this means that
“Diagnosis is no longer only conducted by individuals specifically trained for
this purpose but, rather, within a cooperative network of teaching colleagues,
parents, other professionals, organisations and the students themselves. This
shifting assessment concept recognises the complexity of cognitive development
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and the need for many voices to understand challenges presented by individual
learners”. The limiting impact of labelling was being finally being assailed.

From 2015 it became mandatory for each school to take part in national
disability data collection (National Consistent Collection of Data, NCCD) using
evidence of personalised learning and support. Interestingly it is based on the
professional judgement of teachers about their students.

Another document, The Wellbeing Framework, was release by DEC in
2015 and asks schools to build on the individual strengths of each student. DEC
has moved to a strong welfare focus, from discussing student behavioural
support needs because the students have been identified as emotionally
disturbed, through the concept of student mental health to one of student
wellbeing. The aim is to support students to “connect, succeed and thrive”. The
question is where can students best achieve this?

Every Student, Every School reflects the DEC’s decision to define inclusion
as applicable to both regular and special schools. Whilst seventy-seven percent
of students with disabilities in NSW receive their education in regular schools
(DEC, 2014 data), this document validates the existence of special schools as
well. It is an acknowledgement of the confusion surrounding inclusive schooling
as jurisdictions try to make sense of it with respect to their circumstances and
needs. Every student, Every School acknowledges and celebrates diversity
whether at a regular or special school but in doing so what is the impact on
teachers making the necessary paradigm shift to accept that the student with
behaviour difficulties is not the outsider, the one with the label but that he/she
can contribute to the class environment. Similarly the teachers’ union Special
Education Position Paper (2014) states “The experience of teachers in
mainstream schools confirms, however, that for a small but significant minority
of students, no amount of adjustments within mainstream schools is sufficient to
engage them in learning” (p. 1). Does this help to confront existing teacher
beliefs about students with behaviour difficulties?

Achieving a paradigm shift: professional learning

Most research shows that the successful introduction of reforms is directly
related to the implementation strategies used by teachers and their knowledge,
skills, attitudes, beliefs and ability to collaborate (Florian, 2008). As teachers
have a crucial role to play as change agents it is not surprising that the DEC over
the years has invested significantly in a range of professional learning programs
for teachers and school executive. With respect to students with behaviour
difficulties, the 1980s saw opportunities for teachers to attend courses, to be
coached in school, to try out new strategies with back-up in the school in the
form of the IST(B) and to engage in collegial discussions. Neoliberalism
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brought with it less face-to-face contact and more training online and through
video presentations, but it did put school-based individual teacher professional
learning plans on the table. This meant that professional learning could be
tailored to meet the needs of individual schools and, just as importantly, to
individual teacher needs, therefore it should be possible to challenge and address
assumptions about including students with behaviour difficulties with those
teachers who need this.

Enrolment of Children with Disabilities stated that children with disabilities
should attend regular neighbourhood schools “where it is possible and practical
and n the best interests of the child” (Enrolment of Children with Disabilities,
1988, 1). This was acceptable to teachers when it came to students with sensory
impairment or other non-confronting needs but a very different matter for
students with EBD. There was also the question of the best interests of the
remaining students in the class. Students with EBD challenged the teacher not
only to re-evaluate how they thought about the students but also themselves and
their role.

“From my point of view, the teacher’s professional self-concept has an
important impact on how the classroom is constructed as a social practice and to
what extent the classroom — and the teacher — can handle diversity” (Hansen,
2012). How a teacher thinks about, perceives or evaluates him/herself can
change and is linked to how he/she develops and grows as a teacher. The
educational change literatures emphasises that participation, information,
education, communication, involvement, support and agreement are necessary
for change (Dinham, 2008). However, teachers need more than these
opportunities in order to accept and implement change. As Fulham &
Hargreaves (1991, p. 5.) point out teachers need to be provided with
opportunities to “confront the assumptions and beliefs underlying their practices,
avoid faddism” and to develop a common purpose through on-going discussions
with one another. Individualised professional learning plans for teachers provide
an opportunity for this.

In the 1980s DEC started to tackle teacher beliefs and practices through a
series of professional learning projects. It has continued to so up until the
present because it meets the DEC’s need to change teacher thinking but also in
an attempt to ensure that teachers are not betrayed by the latest “flavour of the
month” program. The DEC was also influenced by the concerns of middle class
parents had about school safety and their desire to ensure that their child’s
progress was not adversely affected by the inappropriate behaviour of others at
school. These concerns led to a range of professional learning opportunities. The
list below records some major initiatives but it is not exclusive (Table 2). There
were many localised professional learning programs.
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Table 2 DEC professional learning resources to support classroom and behaviour

management
Date Professional Description
Learning
Resource
1980s | Behaviour and Each of the 10 regions established their own projects e.g.
Attendance Pilot | Metropolitan South West Region designed and implemented
Projects BACME (Building Appropriate Classroom Management Eco-
(BAPPS) systems). The team worked in each high school for six months.
They presented training and development workshops and
advised teachers. It used an eclectic approach to classroom
management encouraging teachers to choose strategies which
matched their teaching style. Regional strategies but often
shared further.
Working ldeas Reality Therapy and Control Theory approaches in schools.
for Needs Statewide.
Satisfaction
(WINS)
Talk Sense To A cognitive restructuring approach. Material provided which
Yourself can be used with students. Statewide.
Designing a Classroom management strategies. Regional but again shared.
management
program for the
disruptive
student
1990s | Strategies for This project added to the resources developed by BACME,
Safer Schools maintained the whole school focus and relied on developing a
team within the school who could continue to provide training
and development support in the school with respect to
classroom management. Statewide.
Talk, Time This resource was developed by Departmental staff along with
Teamwork: key paediatricians. Statewide and also used by other education
Collaborative systems.
management of
students with
ADHD
2000s | Positive Evidence-based whole school systems approach which
Behaviour for addresses the diverse academic and social needs of every
Learning student. It enables schools to establish a continuum of supports

that are intensified to meet the needs of every student and it is
team driven, using a problem solving approach (data, systems
and practices) that engages students, parents and all school
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staff. Statewide, online.
Quality Teaching | Statewide

Every Student, Nine modules detailing the initiative, Disability Standards e-
Every School learning (47,550 courses) and courses to assist with the
implementation of Personalised learning and support such as:
understanding autism spectrum disorder; understanding and
managing behavior; Inclusion of learners with speech,
languages and communication needs; understanding dyslexia
and significant difficulties in reading; understanding co-
ordination difficulties (24,000 courses).

The 1990s brought a change in the way that issues about behaviour were
expressed which was now in terms of school safety and Strategies for Safer
Schools was introduced. Two elements are worthy of note. The economic
climate had changed. Neoliberal economic considerations, along with theories of
ownership of strategies by staff and schools, placed the focus on schools
developing the skills to manage by themselves and not rely on a team of outside
“experts”. Similarly, the 2000s added a focus on teaching and learning, not just
on behaviour strategies.

Additional professional learning is organised by schools as they are
required to have incorporated professional learning into their school plan. As
Ainscow & Sandill (2010) state “...the starting point must be with staff
members: in effect, enlarging their capacity to imagine what might be achieved,
and increasing their sense of accountability for bringing this about. This may
also involve tackling taken for granted assumptions, most often relating to
expectations about certain groups of students, their capabilities and behaviours”
(p. 402). School based professional learning makes this easier to achieve as it is
personalised.

Conclusion

As Hansen (2012, p. 95) states “It is primarily the teacher who draws the
line between inclusion and exclusion in the specific classroom. ... we should
examine how the teacher constructs categories, teaching and classroom, because
it is these constructions which decide the boundary between inclusion and
exclusion”. The DEC has been aiming to de-construct and then re-construct
teacher beliefs and practices surrounding the inclusion of students with
behaviour difficulties. Each decade has brought a shift in professional learning.
The 1980s focussed on training that developed teacher/student interactions and
relationships. The 1990s brought school safety into the equation and this meant
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that there was a greater concern with processes such as discipline codes and
suspension procedures. This focus was complimented the 2000s by Quality
Teaching, an acknowledgement of the role of teaching/learning activities, not
just teaching new behaviours and social skills. This journey hasn’t meant that
prior strategies are dismissed, rather they are discussed using different language
and built upon to make a new dominant discourse. The problem with this is that
not all teachers are in a position to make a paradigm shift. As Farmer, Reinke
and Brooks (2014) note: professional learning needs to encourage teachers to
reflect on their current beliefs and practices; consider how new knowledge
compliments these and have the opportunity to share with colleagues. The trend
of teacher personalised professional learning plans and school designed
professional development is a positive step towards this. It allows learning to be
specific to teacher and school needs. As it is managed at the local level it can be
used to target specific assumptions, teach new skills for specific situations and
support the teacher to incorporate new practices into their routines. What can be
learnt from the DEC’s journey in professional learning is that, just like for the
students, personalised is best. Professional development programs are often
provided to facilitate change. However, not all professional development
programs are effective (Fullan & Hargreaves, 1991). Addressing the concerns of
teachers is one of the principles for an effective professional development
program (Hall & Hord, 2001). While professional development may resolve
some of the teachers’ concerns, it may also intensify other types of concern and
personalised learning can be used to address this.

However there are elements to professional learning that need
consideration. If policies reflect the political reality and professional learning is
used to support policy shifts, what is the implication of this for using this to
achieve paradigm shifts? The DEC experience is indicative of being caught on a
treadmill: | need expert help, | am the expert; students with a diagnosis belong
in my class, these students need to be educated elsewhere. In the 1980s it
encouraged a range of professional development opportunities most of which
were based on expert knowledge, all of which taught teachers new skills, and
hopefully, helped them achieve new understanding, but its continuation of
segregated programs sent a message about students with behaviour difficulties
and teacher ability to include them, it reinforced the “specialness” of these
students. Then the 1990s brought in the element of school safety, a range of
associated procedures and processes for managing inappropriate school
behaviours which further reinforced the idea “they don’t belong” for some
teachers. The DEC encouraged schools to become experts in behaviour
management through programs such as Strategies for Safer Schools but this
program requires immense investment by teachers and a school leadership team,
again leaving some teachers to prefer the students to be “fixed” or removed.
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Finally with Every Student, Every School, student personalised learning placed
the teacher in a key position and required that the placement was accompanied
by the necessary adjustments. This is a complex process and only once the
National Consistent Collection of Data process has been in operation for a few
years will it be possible to determine whether the process exists only on paper or
iIs realised and teachers have made the paradigm shift.

This raises the issue of what messages are sent by the DEC by continuing
placements in special schools, regardless how they are re-configured or re-
labelled. This is not intended to be a discussion of the value or otherwise of
special schools. It is a question of the mixed message that is being sent, which is
being reinforced by the Federation’s statement on the need for segregated
placements for some students: there are some students who cannot be included;
and, with the Disability Standards for Education allowing school to decline
enrolments due to the “reasonable adjustments” phrase, this seems a problem for
achieving a paradigm shift by teachers away from the concept of segregation.

Novoa & Yariv-Mashay (2015) wrote that in comparative education the
focus should not be on the facts and realities as these cannot be compared. For
complex comparisons the focus needs to be on the problem. If other systems are
to take anything away from the DEC experience of moving to inclusion, it may
be that the problem that really exists is the fusing of how to encourage teachers
to pursue humanistic, inclusive approaches to teaching of all students, including
those with behaviour difficulties, when the system’s structure is based on
techno-rational approaches and that professional learning is not sufficient under
these circumstances.
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EPIGENETISKA PRINCIPA REALIZESANAS PERSONIBAS
SATURA CILVEKIEM AR GARIGA RAKSTURA
TRAUCEJUMIEM

Implementation of Epigenetic Principle in the Contents of
Personality of People with Mental Disabilities

Aivars Buls
Rezekne Academy of Technologies, Latvia

Abstract. The aim of this qualitative research was to determine the typical of the contents of
personality of grown-up people with mental disabilities as well as when and under what
conditions that became typical of them. 22 people of both genders aged between 22 and 58
took part in this study, all of them have 2nd group of mental or both mental and physical

disabilities and live in Social Care home on regular and stable basis (>5 years). Research
took part in the context of their living environment, both during everyday life using method of
Symbolic interactionism, and retrospectively according to the human development model
epigenetic insights. To describe the contents of personality the typological approach was
used. Results of this study show that personological problems of these people that weren’t
identified and treated in a timely manner in most cases intensify and are transferred in the
coming ages under conditions of destructive living environment.

Keywords: client, personality type, “significant other”, “Ego-identity”, crisis of psychosocial
development phase, symptom.

levads
Introduction

Cilvéka personiba ir socialo un humanitaro zinatnu viena no pamata
kategorijam. Sakara ar zinatniskas intereses pastiprinaSanos personibas
restrukturizacijas un saturisko ipatnibu izpet€ dazados sadzives aspektos, ir
nepiecieSams izskatit So parvertibu specifiku attieciba uz cilvékiem ar psihiskas
veselibas traucgjumiem, ko izsauca psihosocialie faktori, pieméram, negativa
pieredze mikrovidg, Ipasi vardarbiba gimeng, toksikomanija, narkomanija u.tml.,
ka arT trauméjosi notikumi ,,dzives vides ekstremalitates” ietekmeé prenatala un
postnatala attistiba, jo seviski pirmajos dzives gados.

Midienas nopietna zinatniska Itmeni So problematiku konceptualizgjis
T. Millons, kur§ individa psihi redz ka procesu, kas raksturojas ar savu
nepartrauktibu. T. Millons individualitates analizé un tas mijiedarbiba ar dzives
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vidi izmanto holistisko pieeju, jo psihes trauc&jumus (patalogiska nozologija)
vins neatdala no bistamas situacijas ka tadas (Millon, 2000).

Lidzigi uzskata ar1 E. Eriksons apgalvojot, ka cilvéka personiba attistas
pakapeniski, bet dinamika un saturs s§im procesam atkarigs no vina
mijiedarbibas kvalitates ar dzives vidi un daudzus apstak]us nosaka sabiedriba,
kura dod virzibas iespgjas $ai personibai. Cilveks tas vai nu izmanto, vai palaiz
garam (Erikson, 1963). Piekritot E. Eriksona un T. Millona pozicijai, radas
veélme lidzibas izpétit situaciju Latvija reala dzives vidé viena no socialas
apripes iestadém. Petijums veikts 2015. gada no aprila lidz decembra beigam.

ST kvalitativa pétijuma mérkis bija noskaidrot personibas satura tipiskos
elementus cilvékiem ar garigo atpalicibu, ka ari Sizofrénijas un Sizotipisko
trauc&jumu simptomatikas genézi. No pétijuma mérka izriet divi jautajumi:

1. Kadi ir So cilveéku personibas satura tipiskie elementi?

2.  Kuros vecumposmos un kados dzives vides apstak]os tie saka

aktualizeties?

Pétijums tika veikts kliniska sociovide, visi izlases dalibnieki ir taja
dzivojosie cilveki (turpmak teksta — Klienti), kuriem saskana ar Starptautisko
slimibu klasifikacijas desmito versiju (turpmak teksta — SSK-10) ir noteikta
Psihisko un uzvedibas trauc&jumu grupas patalogijas (FO0-F99) diagnoze. Tacu
sakara ar to, ka pétijuma doming&josas tomér nav kliniskas psihologijas intereses,
sikak SSK-10 saturs netiks apskatits, jo tam ir tikai skaidrojo$s un galvenajam
meérkim pakartots statuss. Galvenais ir sociali psihologiskais (personologiskais)
uzsvars, tapéc pétijuma problematikas konteksta uzmaniba tiek veérsta tadai
starpdisciplinarai problémai, ka saslimstiba ar Sizofréniju sabiedriba.

Dati par Sizofrénijas izplatibu dazadas valstis ir diezgan atskirigi, kaut gan
tas sastopamiba visos avotos tiek 1€sta ap 1 % no populacijas skaita gan pasaulé
kopuma, gan konkréti Latvija, kur, piem&ram, registréto slimnieku skaits
2012. gada bija 15549 jeb 0.76 % no visiem 2034319 valsts iedzivotajiem,
2013. gada 15711 jeb 0.78 % no visiem 2012647 valsts iedzivotajiem, bet
2014. gada 15792 cilveki jeb 0,79 % no visiem 1993782 valsts iedzivotajiem
(Pulmanis, Japenina & Taube, 2015). Proti, ar Sizofréniju slimo kopskaita
mainigums nav nozimigs un visuma ir konstants, bet procentualais picaugums
notiek uz iedzivotaju ikgad€jas samazinasanas pamata.

Saslimstibai ar Sizofréniju vecuma diapazons ir plass. Saskana ar
Sneznevski (CuexHeBckuit) (citéts pie Kucene & Counena, 1988) 1910.gada
E. Krepelins izpétija, ka vid€jais slimibas sakuma vecums 24.1 gads, medianas
vecums ir 26.5 gadi, bet modalais vecums ir 24.4 gadi. Krietni jaunaka pé&tijuma,
konkréti Latvijas PSR teritorija, tika iegiti sekojoSi dati: vid€jais saslimSanas
vecums — 33.7 gadi, medianas vecums — 30.8 gadi, modalais vecums — 28.2 gadi
(KuceneB & Counena, 1988). No autoram pieejamas zinatniskas literatiiras par
laikposmu péc PSRS sabrukuma lidziga pétijuma datu Latvija nav. Galu gala
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Sodien Sizofréniskais sindroms tiek skatits plasak, bet Sizotipiski personibas
traucgjumi tiek definéti ka personibas trauc€jumi, kuriem raksturigi kognitivie
un uztveres trauc€jumi, divaina un ekscentriska runa un uzvediba, ka ar1 izteikta

intraversija un tendence distanc@ties no citiem cilvékiem (Damberga & Sebre,
2011).

Problémas teorétiskais pamatojums
Theoretical background of the problem

Svarigi bija noteikt pétjjumam atlautas robezas un saprast pétamo individu
personibas psihologisko statusu. Proti, tie ir cilvéki ar psihotiskas etiologijas
un/vai garigas atpalicibas rakstura trauc€jumiem ilgstosu laikposmu pastavigi
dzivojosi socialas apriipes iestadé. Butiski ir nodalit individa psihiatrisko
komponenci no psihologiskas, precizak — no personologiskas. Nemot véra
nosauktos problematikas ramjus, &rtakai p&tijuma veiksanai tika izraudzita divu
elementu paradigma:

1. elements — cilveka dzives laika piedzivotas krizes (seviski premorbida
stavokli), 1idz vins nonak socialas apriipes institiicija (turpmak teksta — iestade)
un turpina savu dzivi tur. Par galveno $a elementa izpétei izvéléta E. Eriksona
Personibas attistibas epigenétiska teorija (Erikson, 1963), bet tai pakartota veida
1zmantota psihobiografiska pieeja;

2. elements — klients ,,Seit un tagad”, proti, vina personibas saturs kopuma
realaja laika un vieta, ka art klienta mijiedarbiba ikdiena sava dzives vidg,
seviski neverbalas komunikacijas veida. Personibas satura parocigakam
aprakstam izmantota personibas tipologiska (Eysenck, 1967), (Kretschmer,
1925) un (Sheldon, 1954), ka ar1 psihobiografiska pieeja, bet komunikacijas
analizei par pamatu nemta simboliska interakcionisma pieeja. Pie kam, abu
paradigmas elementu izpé&tei paligd nemta T. Millona Personibas traucg€jumu
teorija (Millon, 1996) un A. Vorobjova Personibas selektivas aktivitates un
satura veidosanas periodizacijas ontogenézé modelis (Vorobjovs, 2002).

Metode
Method

P&tijuma bija iesaistiti abu dzimumu cilvéki (n=22) vecuma no 22 lidz 58
gadiem ar gariga rakstura atpalicibu pastavigi un ilgstoSi (>5 gadi) dzivojosi
iestadg, pie kam, 11 klientiem papildus diagnosticéta Sizofrénijas un $izotipisko
traucgjumu simptomatika. Daziem klientiem psihiatriskaja novertejuma uzradita
kombiné&ta diagnoze, pat ar kermeniskas kroplibas un/vai cerebralas patalogijas
dinamiku. P& dzimuma kritérija pé€tijuma izlaseé 7 sievietes un 15 viriesi,
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turklat, no visa kopskaita 10 cilvéki dazadas iestadés dzivo jau no agras
bernibas, vecakus neatceroties vispar.

Ontologiski galvenais pétijjuma uzstadijums - ikviens pé&tamais ir
individualitate, kas apzinas savu identitati un savu ,,Es”, ka arT attiecigi veido
mikrovidi.

Epistemologiska pieeja aprakstamaja p&tijuma ir saistita ar tikas normu un
cilvéktiesibu principu ieveéroSanu ikdienas darba ar klientiem, pieméram,
sensitivo datu neizpaus$ana, humanisma paradigmas absolutizacija savstarp&jas
mijiedarbibas procesa u.tml.

Nemot véra pétijuma paradigmas elementu retroaktivo un realo ievirzi, tika
izmantota sekojosa metodologija:

- retroaktivo datu ieguvei bija izmantota psihobiografiska pieeja
(TonoBaxa & Kponuk, 1984), klienta kartes datu izp&te, nestrukturéta
un/vai dalgji strukturéta intervija, ka arT A. Kronika vadiba izstradatais
kauzametriskas metodes datorvariants Life.Line (raksta autoram ir
licence darbam ar $1s metodikas variantu Nr. 4.6. (2012));

- realo ikdienas datu iegtSanai tika izmantota novéro$anas metode,
dazadu diskursu intervijas un parrunas, ekspertu aptaujas, ikdienas
novérojumu pieraksti, ka arT kauzametriska metode.

Sakotngjas informacijas iegtsanai izmantotie jautajumi bija saistiti ar
pirmatngjo datu ieguvi par pasu individu: gimeni un tuviniekiem, iespgjamiem
kontaktiem ar tiem, izglitibu un prasmém. Bija nepiecieSams radit klientos
pozitivu pirmt€lu par sevi un iegiit labveligu atticksmi, kas veicinaja turpmako
sadarbibu laujot viniem atrak atraisities un sakt piekopt savu patieso uzvedibas
stilu.

Pétijjumam nepiecieSama informacija biezi tika gita brizos, kad, klienti
relaksgjoties pie datora, stradaja internetvid€ vai klausijas miiziku, proti, atradas
emocionali komfortablos apstak]os. Saja pirmatngja sadarbibas faze intervijas
jautajumi bija par klienta adaptacijas gaitu iestadé un atminam no bernibas: Ka
iekartojaties? Ka édiens, vai paédis pietiekami? No kurienes esat atbraucis pie
mums? Vai jau sen dzivojat pansionatos? Tevs un mate ir? Brali un masas? Vai
sava gimene Jums ir/bija? Kur vipi ir tagad, vai kontaktéjaties? Kadas
problemas sadzive? Ar ko esat izmitindts istabina? Vai nav velme péc aktivakam
nodarbém?

Labam savstarp&jam attiecibam stiprinoties, darbs ar katru klientu kluva
individualizetaks. Piem&ram, klienti bija sajisma par interaktivas kartes
iesp&jam datora, apskatot katram emocionali nozimigos geografiskos objektus,
Jo seviski bérnibas atminu vietas. Bija gadijumi, kad klienti izradija stipri
izteiktu savilpojumu. Visiem patika videoklipu demonstracija gan filmu, gan
muzikas prieksnesumu veida.
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Sasniedzot drosu savstarp&jas simpatijas un draudzibas pakapi, klientam
tika piedavats atcereties savu dzivi izmantojot kauzametrijas metodi. 8 klienti
piekrita tam uzreiz, turklat, 6 sievietes un tikai 2 viriesi. Pargjiem parliecinasanai
vajadzeja laiku, bet 11 cilvekiem vinpu iedrosinasanai uz sadarbibu bija
nepieciesams sakuma paradit Life.Line Demo variantu. Savukart 1 klients,
visvecakais, kategoriski atteicas no $1s metodes.

Datu ievaksanai tika veikta informacijas apkoposana no kolégiem un
Klienta kartes satura izpéte: psihiatra diagnoze, socialo darbinieku u.c.
specialistu novérojumi.

Analize
Analysis

Gimeniski nelabvéliga situacija ir tad, ja bérna dzimSana vienam vai abiem
vecakiem ir nevélama un tiek uztverta ka nevajadzigs slogs nakotné. Vel sliktak,
Ja bernins piedzimst ar patalogiju vai ta tiek atklata pirmajos dzives gados.
Dazkart tas rosina vecakus neuznemties riipes par $adiem bérniem un tie tiek
nodoti bérnu nama, kur nesanem gimenes siltumu un milestibu.

1.paradigmas elements — krizes cilveka dzives laika, jo seviski
premorbida stavokli, Iidz nonaksSanai iestade.

1.vecumposmu (pirmais dzives gads) un 2.vecumposmu (~2-~3 g.v.)
apvienosim, jo objektivu apstaklu dé] tagad nav iesp&jams noteikt vai klienta
dzimsana tika gaidita gimeng. No klientu karSu materialiem un paSu stastita
izriet, ka 7 no 10 klientiem vecakus neatceras vispar, bijusi zidaipa nama un
nekad nav dzivojusi gimeng. Tas nozimg, ka mates deprivacija nodarija lielu
launumu zidaina vecuma, jo truka emocionalas tuvibas un tas lika pamatus
bazalai trauksmei, nedrosibai, nevis uzticibai, ka vajadzetu bat (Erikson, 1963).

Si bazala trauksme transformé&jas un lidz ar parieSanu nakosaja
vecumposma nekur neizzud, bet turpina b&érna attistitities. Parasti b&rmam $aja
vecuma sak forméties griba un v€lme izmantot visu sev apkart esoso (Erikson,
1964). Top ari vertibu skala un izprotamaka klist dihotomija ,,labs-slikts”.

Pirmaja dzives gada tiek likti pamati bérna emocionalai sferai, motivacijai
uz baudu un visbiezak tas realizéjas caur tieSu emocionalu mijiedarbibu ar mati,
tadgjadi veidojot empatijas skalu (Vorobjovs, 2002). Savukart no 1 lidz 3
gadiem bérna tiek likti kognitivas sféras veido$anas un radoSuma attistibas
pamati (Vorobjovs, 2002). Bérns meklé sev ,,nozimigo citu” un parasti tie ir
vecaki.

Pétijjuma secinajumi par 1. un 2.vecumposma Kkrizi — emocionala
siltuma trikums zidaina un agras bérnibas vecuma veicina nedrosibas izjitu,
bet dzivojot arpus gimenes vai nelabvéliga gimené $1 nedrosiba tikai vairojas.
Klientos tas paradas empatijas nespéja, jo seviski, ja diagnoze ir slépta
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Sizofrénija ar raksturigu hipotimiju, ka art cilvékiem ar smagu garigu
atpalicibu. Sie klienti ir nedro$i, sapigi uztver kritiku un bieZi vien asi reage
saskarsmé ar sev ltdzigiem, 1pasi jau resursu sadales brizos. Pastavigas tricibas
un deficita ietekmé stipri izteikta ir skaudiba. Doming& neuzticesanas,
aizdomigums: Kapec es? Kapéc tas vai tie nebrauc, nedara? u.tml. P&c musu
domam, neirotiskas personibas pamati un gribaspéka apspiesana attistijas tiesi
§aja vecuma un turpinajas visu dzivi.

3.vecumposma krize (~3-~6 ¢.v.) saistas ar sava dzivé pirmas dispozicijas
defingsanu, proti, ,,es gribu kliit par...” un jautajumu giizmu par intereséjosam
paradibam apkart. Pie stimul€joSas audzinaSanas sakas merktieciguma izkopSana
un, ka saka E. Eriksons: ,[..] veidojas vainas un atbildibas izjita par
parkapumu.” (Erikson, 1964, 122. Ipp.). ,,Mans-tavs”, , labi-slikti” b&rmam jau ir
nevis abstrakti modusi, bet reali izprotami jédzieni.

Atmina par notikumiem S$aja vecumposma regeneré pirmas apzinati
parciestas psihotraumas, kas ve&lak ir nostiprinajusas apzina nelabu
mnemoshému veidola. Izmantojot kauzametrisko pieeju ar Life.Line uzradijas
Klientu pietiekami noturigas atminas par $o posmu bérniba un taja var izdalit
sekojosas vinpiem nozimigas sféras: gimene/bérnu nams, daba. Parasti $aja
vecuma cilveks pirmo reizi apzinati atrodas “’pie dabas kriits”, pieméram, meZa,
pie juras. Visiem pétijuma dalibniekiem ar dabu saistas visgaisakas atminas.

Attieciba uz sfeéru ,gimene/bérnu nams” atminas diferencgjas. Ta,
piem&ram, M atminas: ,,Vél nebiju gajis skola, kad vienu reizi mamma mani ar
vecako brali bija atstajusi vienus pa nakti. Bija stiprs vejs, tumsa, aiz loga Viss
izskatijas [oti baisi, miasu lauku maja bija pazudusi elektriba — man bija Joti
bail, kaut arz bralis bija blakus istaba. Vel joprojam izjitu bailes but tumsa
vienam.” Vairakiem klientiem ir traum&joSas atminas par b&rnu namu, par
atseviskam darbiniecem — palaida rokas, sledza tumsos kambaros u.tml.
Ticamibas pakape $adiem izteikumiem ir zema, jo pagajusi daudzi gadi, bet tadi
un l1dzigi notikumi tomér ir psihogeéni bérnam un dzives laika krajoties attista
neirozes un fobijas.

Péc A. Vorobjova domam: ,,Starppersonu attiecibu sistémas ,,mate-tevs”
vai ,,bérns-picaugusais” satura uztveres un vértéSanas neiesp&jamiba vai tas
asocials saturs rada bérna psihologisku diskomfortu, var nostiprinat vina
personibas satura negativas lomu stratégijas, izkroplojumus prasibas pret citu
lomu uzvedibu” (Vorobjovs, 2002, 181. Ipp.).

Petijuma secinajumi par 3.vecumposma Kkrizi — ,,nozimiga cita”, vina
lomas un uzvedibas parauga trikums rosina bérna pardomas par to, ka vin$
nevienam nav vajadzigs, kas raksturigs bérnu nama iemitniekiem. Protesta veida
b&rnam var sakt attistities deviantas uzvedibas stils, savukart asocials ,,nozimiga
cita” personibas saturs var bt ka c€lonis b&rna personibas asocialai ievirzeli, it
seviski, ja nav izkopta vainas un atbildibas izpratne par nodarito. Sak veidoties
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deformé&ta Ego-identitate, kuras pirmatngjos elementus jau var novérot Saja
vecuma.

4.vecumposma krizé (~6-~12 g.v.) attistas v€lme biit aktivam, darbigam un
ar savu Ego vienaudzu vidu. Tacu pie nelabveliga izaugsmes scenarija arvien
dzilak transformgjas nepilnvértibas izjuta, jo no 3.krizes posma mantojuma nak
neprasme iekartot savu mikrovidi, kas pastiprina sevi iepriekS izkoptos
kompleksus, asocialas uzvedibas paternus un visparéjo nekompetenci. Ka atzime
E. Eriksons: ,,[...] kompetence $aja vecuma norada uz infantilas nepilnvértibas
parvaréSanu.” (Erikson, 1964, p. 124).

Lidzigas domas ari A. Vorobjovs uzskatot, ka tas ir integracijas un
selekcijas periods personibas satura, kurs ilgst 1idz ~ 16. g.v. Top motivacijas
sisteéma, veidojas prieksstatu strukttira un tiek izvéleta “ES” pozicija attiecibas ar
sabiedribu (Vorobjovs, 2002). Sim vecumposmam raksturigas sféras ir: atminas
par gimeni vai b&rnu nama psihotrauméjoso pieredzi, tuvinieku nave, valasbrizi,
veselibas stavoklis, pardzivojumi savu paso vajadzibu dgl.

Atminas no bérnibas Saja vecuma dalas A: ,,Dzivodams bérnu nama biju
loti aktivs, kustigs. Nespéjot mani savaldit, soda veida daudz reizu mani baza
ieksa polietilena maisa un gremdeja iidens pilna vanna. Dazkart 1zjutu nopietnu
gaisa trizkumu.

D un J atceras, ka $aja vecuma dzivojot bérnu nama vinus apbizoja vecaki
z&ni, bet M ar sapém atceras par vecaka brala tragisko navi ar motociklu.

V atceras: ,,Saja vecuma pilnibd sapratu un saku apzindties sava kermena
patalogijas. Tas bija nepatikami, jo citi varéja darit to, ko es nevaréju un
lielakam klustot sapratu — nekad ari nevarésu. Tagad biudams pieaudzis, gribu
stradat, bet reti kura profesija man ir apgastama.”

Pétijjuma secinajumi par 4.vecumposma krizi — izstumts no vienaudzu
aprites bérns biezi vien noslédzas sevi, jo seviski, ja nav atbalsta gimeng, vai tas
nav vispar, ka, piemeéram, dzivojot bérnu nama.

5.vecumposma krize (~12-~19 g.v.) ikviena cilvéka ontogenéze ir loti
svariga, jo tick mekl&ta sava identitate. Saja vecumposma jaunietis rod sevi, grib
apjaust lomu sabiedriba, tapéc atstumtiba no grupas ieprieks€ja vecumposma
provoces vinu meklét tadu ,,nozimigo citu”, kur§ vinu neatstums. Mekl&jumos
esoss cilveks izjut trauksmi, nedrosibu, tapéc biezi piesliecas tiem, kas pirmie
vinam retranslé savu simpatiju (Erikson, 1964). Un ,,[...] atrasta identitate lauj
cilvekam modelét savu dzives perspektivu izvéloties turpmako celu taja.”
(Erikson, 1963, p. 262). Savukart A. Vorobjovs So vecumu dévé par
personalizacijas sakumposmu (Vorobjovs, 2002). Ta, piem&ram, no p&tijjuma
iesaistitiem klientiem I1dz 19 gadu vecumam iestades dzivoja jau 17 cilveki. Vel
vienu mate aizveda uz iestadi tiesi divdesmitaja dzimSanas diena.

Saja vecumposma klientu atmina dominé sekojosas dzives sféras: veseliba
(psihosomatiska nozologija), gimene (dzives veida nomaina parbraucot uz b&rnu
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namu, vecaku SkirSanas vai kada no tiem nave, vecaku tiesibu atnemsana),
sociums (problémas ar vienaudziem), briva laika pavadiSana (Itmes u.c.
kimikatu ostiSana, narko- / alkoholizacija). Ta T atceras: ,,Pazaudeju lidzsvaru,
nokritu, ar galvu atsitos um mamma izsauca atro palidzibu, kura konstateja
epilepsijas lekmi. Velak nekad Kaut kas tads nav noticis, bet Sis ieraksts visu
miizu seko man; ar gadiem paradijas nevélamas funkcionalas izmainas
organisma, kas izjiutamas art tagad.”

G stasta, ka tika pienemts medicinas iestade, jo sakas biezas epilepsijas
lekmes kopa ar reala laika izjutas zudumu.

M atminas: ,, Mamma péc brala naves saka stipri dzert un neripejas par
mani, labi ka laukos dzivojam un es pats visu dariju, jo tévu neatceros.”

Z atceras: ,, Ar atrasto spragstvielu norava roku, aci zaudeju un no gimenes
nokluvu bérnu nama.”

Pétijuma secinajumi par 5.vecumposma Kkrizi — neatrodot sevi un vietu
dzive, cilvéks nevilus sak ,,drumstaloties” izméginot dazadas lomas, dzivo
pastavigas psihiskas spriedzes stavokli. Tas attiecinams ari uz pétijuma
iesaistitajiem, jo tikai 4 no viniem iestades nokluva vélakos vecumposmos.

6.vecumposma krize attistas agrina brieduma vecuma (~20-~25 g.v.), kad
cilvéks ilgtermina attiecibu dibinasanai mekl€ savam idealam un identitatei
atbilstoSu personazu. Neskatoties uz to, ka gandriz visi p&tijuma dalibnieki $aja
vecuma jau dzivoja iestad@s, viniem atminas prioritaras $adas dzives sferas:
gimene, veseliba, briva laika izmantoSana.

G stasta: ,, Pirmo psihotraumu guvu, kad tétis mammu pameta, otro reizi
psihotraumu guvu, kad masu ar bérniem pameta virs. Arl es esmu Skirta, bet
man ir meita, studente, kas man ir liels garigs atvieglojums un dod man spéku.

Pétijuma sSecinajumi par 6.vecumposma krizi — cilvéks mekle sev
lidzigus, neatrodot tos nonak pasizolacija un dzivo emocionala tukSuma telpa.

7.vecumposma krize (~26-~64 g.v.) ir brieduma un dzives satura
kvantifikacijas posms. Cilvékam ir dzives pieredzes baze, kura Jauj sakt dzivot
paspietickami un produktivi. Mitinoties iestadé tadas iesp&jas ir minimalas, vali
tadu nav vispar. Saja vecumposma péc Life.Line rezultatiem dazadas
proporcijas un kombinacijas svarigas klientiem ir visas dzives sferas: veseliba,
profesija/darbs un naudas jautajumi, ick$€jas pasaules bagatinasana, vide/daba,
gimene (jo seviski sievietém), briva laika pavadiSana interesu pulcinos un jaunu
prasmju apgtsana. Ta, pieméram, visi pétijjuma daltbnieki labprat pilnveido sevi
darba ar datoru, daudzi pérk atskanoSanas aparatiiru, mobilas sakaru ierices.
Katrs ir atradis vismaz vienu sev interesgjosu rokdarbu jomu.

Pétijjuma secinajumi par 7.vecumposma krizi — svarigi, lai cilveks
apzinas resursu liegiiSanas nepiecieSamibu, jo iestades iemitnieki vairuma
gadijumu to neapzinas, vai ir nemotivéti kaut ko darit un ta attistot sevi ,,ieglitas
bezpalidzibas” sindromu.
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2.paradigmas elements - klients ,,Seit un tagad” ir divdaligs: a) personibas
saturs realaja laika un vieta, b) klienta mijiedarbiba ar citiem sava dzives vidé
iestad€, jo seviski neverbalas komunikacijas veida. P&tjjuma procesa gaita
noskaidrojas, ka klientiem rada griitibas subjektiva laika planosana. Viniem
griiti saplanot savu darbu paritdienai, aizparitdienai, bieZi vien pat ritdienali, jo
atraSanas iltziju pasaulé veicina ,ES” pagatnes—tagadnes—nakotnes laiku
disproporciju kognitivajos procesos.

Simbolus Sie cilveki pielieto primitivak, tacu péc savas etiologijas un
izmantoSanas metodologijas vinu uzvediba tie neatSkiras no veselu cilveéku
mijiedarbiba izmantotas. Atskiras ekspektacijas. Pieméram, ja klientam p&ksni
japartrauc darbs un kaut kur jaaiziet, klienta teiktais: ,,atgrieziSos péc apmeéram
tik un tik mintitém” v&l nenozim&, ka Sodien vin$ atgriezisies darba
turpinasanai vispar. Probléma ir laika vienibu neizjusana un nemacé$ana
planot, seviski sitkumos. Prot ieplanot vienu, maksimums divus notikumus
diena, turklat, ja tie ir subjektivi svarigi. Pastav problémas ar abstrakto
domasanu un informacijas parnesamibu nakotné. Sis afektivi emocionalas un
kognitivas sferas problemas izpauzas ar dziliem un raksturigiem domasanas un
uztveres trauc€jumiem, neadekvatam emocijam.

PaSprezentacijas prasmes Siem cilvékiem nav izkoptas, saskarsme
izteikta paspastiprinajuma vajadziba (,,Es”, ,,Man”, ,Mans”, ,Priek$ sevis”),
proti, doming intraplans. Pieméram, V loti labi darbojas virtualaja vide, raksta
bez gramatiskam kludam, datorekspluatacijas prasmes augsta ITmeni, bet
ikdiena jauc meéneSus, nespe] abstrah&ties no Sodienas, visu laiku doming
tagadne un savas intereses, grib bt tagadné nemaz nedoma par par&jiem, nespgj
gaidtt, ar griittbam spgj atlikt vajadzibu uz citu laiku.

Spéja Klausities citus vaja, jo interakcija doming intraplans, introekcija,
emocionala valiba, uzmanibas noturibas deficits. Kermena raiditie signali ir
lidz1gi ka veseliem cilvékiem, piem., pozas, zestos, mimika, valodas intonacija,
acu kustibas, u.tml. Var nov&rot Ipatnibas impresija, saskarsmes attalumos, jo
Sie cilvéki biezi vien ieiet personiskaja un pat intimaja zona, kas zinamos
apstaklos var radit diskomfortu nepieraduSam pie ta saskarsmes partnerim.
Komunikacija ar Siem cilvékiem secinajumus par viniem nedrikst veikt izejot
tikai no kada viena simbola, jaskatas kopuma uz visa kermena indikacijam.

Siem cilvekiem bieZi vérojams roku tremors, jo seviski uztraukuma
brizos, SViSana, sarunas ar sevi balsi, pekSna agresivitate, garastavokla maina,
savukart inttmu, sensitivu informaciju Un notikumus biezi vien prezente
vardiski visiem dzirdot. Lielu iespaidu uz So cilvéku aktivitati atstaj
heliotaraktiskie un, jo seviski, lunarie procesi. Pilnméness fazé novérojama
Sizofréniska sindroma pastiprinaSanas paaugstinata jiitiguma forma, dazkart
agresivitates veida, miega trauc€jumi, neraksturigs rosigums. Saules aktivitatei
pastiprinoties klientu energétisms dazkart sak iziet arpus ierastajam robezam —
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nerealu ideju vétra, v€lme parvietoties, mainit nodarbi ikpardesmit mintsu
laika. Tas rada problémas ne tikai personalam, bet art pasiem klientiem, jo
biezi vien nav resursu peksni uzsaktam jaunam aktivitatem.

Paradigmas 2. elementa otro aspektu — personibas saturu, pateicigak ir
izprast ar kauzametrijas metodes palidzibu, testu Life.Line. Klienti ir
pietiekami viegli prognoz&jami, kaut ari eksplozivi, emocionali nenoturigi,
iznemot dazus ar garigo atpalicibu. Sizofrénijas veids predisponé interaktivas
tendences vai nu introvertivi vai ari ekstravertivi un precizi péc H. Aizenka
tipologijas (Eysenk, 1947, 1952). Psihotisms gandriz visiem raksturigs ka
bieza noslégsanas sevi un staigasana ar drimu seju kaut ko ,,murminot zem
deguna”.

Analizgjot kermena konstittcijas un rakstura ipatnibas péc E. Kre¢mera
(Kretschmer, 1925) un Seldona (Sheldon, 1954) tipologijas, noverojami Vvisi
tr1s somatotipi, ka art veseliem cilvékiem raksturigas izpausmes. Klientu vida
parsvara asténiskais (ektomorfais) un pikniskais (endomorfais) tips. Vienam
raksturigs atlétiskais (mezomorfais) tips, kas ikdiena izpauzas vélmé domingét,
biit neatkarigam, Kka art organizéet visu ta, lai dzive un cilveki atrastos tikai vina
orbita.

Péc T. Millona neirotiskas personibas tipologijas (Millon, 2000) gandriz
visi  klienti atbilst Sizotipiska tipa indikacijam, vairakiem raksturigi:
izvairigais/nedrosais, paranoidalais, negativais, kompulsivi obsesivais apakstips.

Secinajumi
Conclusions

Atbildot uz pétijuma jautajumu: ,,Kadi ir So cilvéku personibas satura

tipiskie elementi?” tika konstatéts sekojosais:

1) apzipas struktira — emocionala rigiditate, empatijas nesp&ja, iztéles
problémas, atmipas defekti, ari ar demences simptomiem, vaja
uzmanibas noturiba, dezorganizacija stresa situacijas;

2) pasapzinas struktiira — disproporcija ,,Es-identitates” shéma (doming
tagadne, vaja orientacija uz nakotni, kermena koncepcijas ignorance),
,Es-koncepcija” dominé  patmiliba, egocentrisms,  parlieka
personalizacijas vajadziba;

3) bezapzinas struktGra — pastavigi aktivizéti dazadi psihologiskas
aizsardzibas mehanismi, instinkti nemaské&ti, prasmju deficits ar
vienlaicigu dispoziciju truokumu, atitjidi griti noveérSami un
iesikstéjusies, bailes un fobijas, nedro§iba ar trauksmainibu stipri
ietekmé subsensoro atspogulosanu.
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Tipiskas 1patnibas komunikacija: interakcija doming intraplans, saskarsmes
attalumi netiek ieveroti, nesp€ja klausities otru partneri, egocentrisms, triikst
takta izjutas — m&dz iejaukties citu cilveku dialoga.

Atbildot uz pétijuma jautajumu: ,,Kuros vecumposmos un kados dzives
vides apstaklos tie saka aktualizéties?” tika konstatéts, ka neirotiska genéze
kvalificéjoSam vairakumam sakusies Iidz ar dzimSanu vai pirmajos dzives gados
,,dzives vides ekstremalitates” ietekme un ir attistiba nepartraukti ar1 Sodien.

Summary

The aim of this qualitative research was to determine the typical of the contents of
personality of grown-up people with mental disabilities as well as when and under what
conditions that became typical of them and it was fulfilled. Contents of personality between
these people, reasons for age groups crises and transferability in ontogenesis were analyzed.
Epigenetic approach and approach of Psychobiography were used to achieve the aim of the
research while describing today’s real profile of personality typological approach and
concepts of symbolic interactionism were used.

Methodology that was used consists of following approaches: observation, interviews as
different types of discourse, surveys of experts, client’s card data analysis, collecting of daily
observations and root cause analysis. To ease conducting of the research two paradigms of
elements were used:

1.  Element — crises during person’s life (especially in premorbid condition) until
moving to Social Care home. Primary epigenetic theory of Personality’s
development was used to analyze this element and secondary: approach of
psychobiography;

2. Element — client “here and now” — contents of personality in general in present
time and place as well as interaction in living environment during everyday life.
To better describe contents of personality the typological approach and approach
of psychobiography was used.

As elements of research of both paradigms Theory of Personality disorder and

Ontogenetic model of activity and creation of content of personality was used.

When answering first question of this research — what is the typical of the contents of
personality of these people with mental disabilities? following was found out:

In the consciousness structure - the emotional rigidity, inability to empathy, imagination
problems, memory problems, also with symptoms of dementia, poor attention span,
disorganization when in stressful situations.

In the structure of self-awareness: defects in structure of "Ego-identity” scheme
(dominates the present, weak orientation to the future, ignorance of the body concept), "Ego-
conception” is dominated by selfishness, egocentrism, the need of over-personalization.

Unconscious structure: different psychological defense mechanisms are permanently
activated, open instincts, deficiency of skills together with lack of simultaneous disposition,
intractable settings, persistent stereotypes, fears and phobias, subsensor presentation is
strongly affected by insecurity and anxiety.

Typical particularities in communication: interplan dominates during interaction,
communication distances are not met, inability to listen to the other partner, lack tact - tend to
interrupt other people’s dialogue.
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When answering second question of the research - when and under what conditions that
became typical of them? following was found out: Genesis of Neurotism for most started at
birth or first years of life under conditions of destructive living environment and is still
developing.

In conclusion it can be considered that this research programme is fully fulfilled.
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MOTOR DEVELOPMENT THROUGH FUNCTIONAL MUSIC
THERAPY IN CHILDREN WITH CEREBRAL PALSY

Jiri Kantor
Palacky University in Olomouc, Czech Republic

Abstract. This paper presents an analysis of four case studies in order to elaborate the theory
of functional music therapy. In the Czech Republic, the practices of functional music therapy
are often used as a type of complementary rehabilitation. Although functional music therapy
is based on sound and scientifically substantiated bases, practical applications lack
comprehensive and systematic methodology. The aim of this paper is to deepen the knowledge
of the links between the application of musical practices and functional development. On the
basis of an interpretative approach to case studies (using a content analysis) we identified the
objectives in the motor area, types of musical activities, and music therapy practices in
persons with cerebral palsy. We also analysed the correlation between therapeutic objectives
and musical activities, and set out methodological principles of their application. The
outcomes of this study were compared with the results of a previous study by the author
focusing on persons with severe multiple disabilities in order to develop a comprehensive
theory of functional music therapy. Concerning the results of this comparison, this paper
discusses the impact of intellectual disability on the flexibility of application of musical
activities during functional training.

Keywords: Cerebral palsy, functional music therapy, motor functions, multiple disability.

Introduction

Cerebral palsy (referred to as CP) is “an umbrella term used to describe
non-progressive disabilities, which manifest as motion or postural abnormalities
and result from a CNS lesion during early periods of brain development”
(Jacobs, 2001, p. 53). In persons with CP, the difficulties in the motor area
represent the core objectives of therapeutic intervention. However, the
application of traditional therapeutic methods in persons with CP, for example
physiotherapy is complicated by frequent combinations with other types of
disorders (Phipps, Roberts, 2012). As a result, rehabilitation requires close
interdisciplinary cooperation and communication. Due to the effectiveness of
music techniques in functional training, a music therapist is frequently a member
of the interdisciplinary team.

The application of music therapy in persons with CP is supported by many
research studies. For example, they focus on the influence of music on the
muscle tone (Wigram, 1996; Taylor, 2014 and others). In these research studies,
music was mostly applied through a receptive form. However, there are
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numerous studies from the area of active music therapy. For example John Bean
(1996) developed a series of exercises for the development of targeted
movements in children with CP, and with Amelia Oldfield are the authors of
musical activities for the development of functional skills (Bean, Oldfield,
2001). Active work is also used by Lasse Hjelm, the author of the FMT method
(music therapy focused on the functions of the human body), which is often
indicated as a result of motor insufficiencies and is very well applicable in
persons with CP (Hjelm, 2015). Another example that shows the positive effects
of the application of active musical activities for the development of motor skills
in persons with CP is a study by Iranian authors (Hatampour et al., 2011).

For the purposes of functional training some authors modified the
traditional musical-educational concepts. Mary Helen Richardson adapted the
methodology of Zoltan Kodaly for children with health disability, which uses
specific techniques facilitating the development of motor skills, e.g. hand signals
(Lathom, 1974), other known approaches include the adaptation of the Orff
Schulwerk (Darrow, 2008) or Suzuki method.

Other research studies addressed the use of music for patient motivation
during physiotherapy and for pain control, which is a big barrier to active
movement. Positive effects of music are documented in papers by Olav Skille
(1991), Chesky, Russell, Lopes, Kondraske (1997) and other authors or in the
summaries of research studies in the monographs by various authors (Peters,
2000).

In the Czech Republic (referred to as the CR) there are many music
therapists in the field of education and social services institutions. As is clear
from a content analysis of music therapy documents (Kantor et al., 2014),
functional objectives are an important component of music therapy practice. On
the other hand, however, there seems to be an insufficient conceptual framework
in the work of music therapists, which in the CR results from the absence of
systematic methodology for functional training. For this reason a number of
studies were initiated, whose objective was to develop a theory, according to
which it would be possible to elaborate methodological procedures for
functional music training.

Research methodology

The research described in this paper builds on the previously published
studies by the author in the field of functional music therapy and also used some
previously published methodological procedures (Kantor et al., 2014). The aim
of this research study is to analyse the correlations between musical activities
and motor objectives of functional training. The difference between this and
previous studies lies in the fact that now the research sample includes persons
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with CP, whose functional ability (at least mental functions) are at a higher
level.

The research study is based on a qualitative-interpretative analysis of case
studies of 4 persons with CP. As stated by Zenka & Kofroii (2012), the aim of
the interpretative approach to case studies is not to develop a new theory but
rather to interpret the cases according to known theories. Therefore, this paper
does not examine effective factors of therapeutic intervention but the way in
which music therapy intervention is delivered. The results will be interpreted on
the basis of known theories. The main contribution of this is the enrichment of
methodological procedures that can be applied in music therapy aimed at
persons with CP.

The objectives of the research study are as follows:

e To find out which objectives in the motor area can be addressed by

means of musical activities in persons with CP.

e To identify the musical procedures used to achieve the objectives.

e By means of a data analysis to determine whether it is possible to
define methodological principles relevant for the delivery of musical
activities in order to develop motor skills in persons with CP.

The results of this research study will be compared with the conclusions of

a previous study by the author (Kantor et al., 2014) in order to determine the
influence of various mental levels of persons with CP on the delivery of musical
activities.

The following criteria were used to form the research sample:

e Persons with CP, but not with severe multiple disabilities or severe
mental retardation.

e  Music therapy intervention to develop motor functions was carried out
for at least six months and was documented.

The research sample included two boys and two girls.

Case 1: Monitoring of the course of five years of music therapy, which was
delivered primarily through teaching piano playing. Music therapy began when
the girl was 8 years old. This was a girl with moderate functioning autism,
bilateral hemiparesis (severe impairment of the right side), strabismus and an
outstanding musical talent.

Case 2: A boy with severe quadriparesis, moderate mental retardation and
anarthria. Music therapy lasted for three years (music therapy began when the
boy was 6 years old); however, this research monitored only the initial period
lasting for about half a year.

Case 3. A boy with diparesis (and with mild impairment of the upper
limbs) and with mild mental retardation. We monitored 2 years of music
therapy, which focused on the development of motor skills through playing the
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piano combined with rhythmic education and listening activities. Music therapy
began when the boy was 7 years old.

Case 4: A girl with severe quadriparesis (severe impairment of the lower
limbs), moderate mental retardation, strabismus and severe dysarthria, which
allowed very limited communication with the environment. Music therapy was
delivered for a period of 4 years and began when the girl was 7 years old.
Musical activities focusing on the development of motor functions primarily
involved improvised and simple interpretative activities using various rhythmic
musical instruments.

Data collection was performed by means of interviews with music
therapists, analysis of music therapy documents and analysis of products. These
products included songs composed for the individuals by music therapists, and
rare audio recordings of some parts of the therapy (in two cases also several
minutes of video; however, their poor acoustic quality did not allow a detailed
analysis). All relevant data relating to individual cases were collected and
transcribed into a written form.

The initial data analysis used a content analysis. Its aim was to identify the
data relating to the following:

e  Objectives of the music therapy process. From all objectives we
isolated and separately analysed those objectives that related to the
development of motor skills and those related to the development of
musical skills.

e  Musical activities that required volitional movement of a person with
CP or those that might have a positive impact on motor skills. The
data material includes the description of the nature and course of
individual activities.

e  Music aspects that characterize the musical expression of persons with
CP (quality of tone, tempo, dynamics, etc.)

For each case we conducted an analysis of the relationships between the
development of motor functions, the development of musical skills, course and
development of musical activities, and the quality of musical expression. The
results of the analysis are presented in the text below. In this way it was possible
to describe the relationships between musical activities, their development,
objectives in the area of motor skills and specific features of musical expression,
which can be used for diagnosis and evaluation.
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Results of analysis of individual cases

The results are related to individual cases.

Case 1

The girl in case study 1 had an outstanding musical talent, which allowed
her to identify piano song melodies just by ear. At the very beginning (during
diagnostic stage) the music therapist revealed that she was not able to work in an
improvisatory manner. She needed a clear structure provided by the music
material with a song form. The therapy was performed by means of learning
musical skills for playing the songs. Table 1 shows some of the crucial moments
in learning musical skills, increasing the complexity of motor objectives and
examples of the music material applied.

Table 1 Analysis of the relationships between motor objectives, development of musical
skills and music material

Motor objectives and their
development

Development of musical
skills

Examples of music
material

Coordination of two fingers
of LUL

Melody of two to three
tones

Lullabies  and
rhymes set to music.

nursery

Gradual involvement of
other fingers of LUL

Melody up to the fifth

Simple songs, e.g. “Bézela
ovecka”, “Litala si
lastovénka”

Coordination of the five
fingers of LUL, thumb
passing under the finger and
the hand passing over the
thumb

Melody up to the sixth and
more

Simple songs, e.g. “Skakal

pes

Playing with one finger
(index finger) of RUL

Playing a melody with one
finger

Reproduction of learned
melodies, adding other
melodies

The same in coordination

with RUL

Playing the bourdon (bass)
as accompaniment

Accompaniment of songs in
C major using bass tones of
C and G (for harmonic
functions of the keynote and
dominant).

Gradual adding of fingers of
RUL in coordination with
LUL

Playing songs with a small
melody range and chordal
accompaniment

sSongs with chordal
accompaniment for
harmonic functions of the
keynote and dominant.

Playing with several fingers
of LUL at the same time
(difficult chords in terms of
motor skills)

Teaching chords and their
shifts

Various songs, at the
beginning, accompanied by
cadence, gradual adding of
other chords.
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Increasing the movement | Adding semitone keys and | The first practice songs

range on the keyboard playing in various keys included the keys of G
major, A minor, D major, F
major, etc.

Note: throughout the whole text, the abbreviation of UL means upper limb, LUL left upper
limb and RUL right upper limb.

In terms of musical means of expression the following was monitored:

e Range of movement, including e.g. the ability to stretch the fingers of
one UL.

e  Strength of movement, including e.g. the dynamics of individual tones
and chords (as a result of insufficient muscle strength in her little
finger of RUL, the girl made typical movements of the whole hand, so
the movement was not primarily based on the little finger, but rather
the whole hand).

e  Speed of movements, which affected the tempo of the songs.

e Coordination of the movements of a single hand, for example
coordination of the fingers when playing chords, and coordination of
both UL during chordal accompaniment of a song melody.

Regarding the fact that Case 1 provided the largest body of data material, it
was possible to use the data to define the basic principles of the methodology of
therapy aimed at motor functions of the hands through piano playing.

Case 2

In Case 2 the possibilities of engaging the boy in musical activities were
strongly limited by the severe mobility and communication impairment. At the
beginning of therapy the boy’s mental level was undervalued as a result of
limited diagnosing possibilities (also as a result of anxiety and slow adaptation
to the school environment).

The priority area for music therapy defined at the beginning was non-verbal
communication because it was necessary to train at least basic movements to
allow simple yes/no communication. These communication signals were
performed by means of head movements to the sides and up and down. First we
used stimulation by listening to various sounds, then simple exercises with an
encouragement to move the head down as instructed in the song. The song was
composed by the music therapist directly for the boy.

After achieving a better control of head movements, the attention of music
therapy shifted to the mobility of the upper limbs. For the boy it was important
to improve the controlled movements of the upper limbs (their mobility was of
approximately the same level) to facilitate communication, which was
performed by selecting photographs or pictograms. Regarding the boy’s musical
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preferences this was performed by assisted guitar playing. At the beginning of
training, the whole UL and palms were relaxed (stretching the fingers against
the top resonant body of the guitar). After that, playing was practised in an effort
to sound the strings (by means of one or both upper limbs). The music therapist
played chords on the guitar and accompanied by singing. The music therapist
held the guitar in a position accessible for the boy concerning his limited range
of movement.

At the end of the first six months we observed greater motor control over
the movements:

e  Quicker opening and releasing of the palm from a spastic hold.

e  Greater speed of movements for sounding the strings, which allowed

continuous accompaniment of certain sections of trained songs.

However, the progress was negatively affected by frequent performance
fluctuations and was apparent only in some situations (motor performance was
affected by frequent fatigue, overall tension, etc.) After the first six months,
music therapy with the boy continued but focused on other objectives.

Case 3

Case 3 included a boy with perinatal complications and significantly
unbalanced development. The objective of music therapy in this case was to
train motor, perception and cognitive functions. Music therapy primarily
included playing the keyboard with complementary rhythmic education (training
of perception and cognitive functions) and listening activities in order to
increase the motivation for exercise. At the beginning, teaching the keyboard
was conducted by means of common piano school methods (with minor
adjustments to the methodological procedures). During the first six months the
boy acquired basic skills to orientate on the keyboard and to coordinate the
movements when playing with a single upper limb, including thumb passing
under the finger and the hand passing over the thumb. The acquisition of
musical skills was considerably slower compared with intact peers. The therapy
was complemented with an exercise of reproducing simple rhythmic structures.

Greater problems were encountered in practising tunes that required
reading notes and coordination of both upper limbs. Usual note scores were
difficult to comprehend for the boy; there were also problems in practising the
use of alternative forms of notation. The boy was able to musically reproduce
only those tunes that were short and easy to remember (e.g. melodies of simple
folk songs). This fact was reflected in the course of therapy. The therapy
continued with practising folk songs with simple chordal accompaniment.

During the second year the therapist began to create variations of the
accompaniment to facilitate the reproduction of songs, practise coordination of
motor functions and increase the aesthetic level of musical expression. The keys
were provided with various audio functions for bass accompaniment (such as the

73



Jiri Kantor. Motor Development Through Functional Music Therapy in Children with Cerebral
Palsy

sound of the organ) so it was possible to accompany the songs not through
chordal accompaniment, but through a simple progression of the bass line. In
this way, it was possible for the boy to learn songs that were more difficult in
terms of harmonic accompaniment. The connection of the melody line of the
song played with the right hand and the accompaniment of the bass line was
used for training the coordination of the movements of UL.

At the end of the second year a new method was effectively incorporated
into the work procedure. The boy began to compose simple melodies, for which
the therapist composed the accompaniment, including alternative note scores for
the accompaniment. The boy recorded his own production of the songs and then
played the recordings to his family members, classmates, teachers, etc.

Case 4

The fourth case included a girl with quadriparesis combined with athetosis
movements. At the beginning of therapy, mobility of UL allowed her to grasp
objects with one hand (the left side of the body was more impaired). Music
therapy was conducted by means of creating structured exercises aimed at
training various motor functions. Initially, this was any physical activity
allowing the girl to sound an instrument and accompany a song, e.g. playing the
cymbal or drum (with a stick), playing the tambourine resting on her lap, etc.
Emphasis was placed on motivation for and confidence in her movement.

During the fifth month of music therapy, basic prerequisites were created
for training through more difficult activities. Parallel training was carried out
focusing of grasping functions and extending the range of movement of the right
UL. Similar exercises (with less intensity) were performed by the left UL in
order to prepare for coordinated movement using both UL. The training of
movements included flexion and extension of the elbow, abduction of the
shoulder and extension of the elbow (playing the drum positioned on the side of
the body), horizontal flexion of the shoulder joint (movement into the transverse
crossing), elevation of the shoulder and supination of the forearm. The girl
managed to perform individual movements but had problems with extreme
positions of certain movements, especially elevation of the shoulder. She also
had a problem with decreased muscle strength and accuracy of movements,
which was apparent in the dynamics and quality of the sound.

The instruments used included primarily the drum (accompaniment by
means of a stick, drum positioned on a stand in an open space). The girl was
able to create a rhythmic pulse, while the therapist accompanied her on the
guitar at her pace. It was also possible to complement the drum with other
instruments (cymbal and other drums) and create simple drum sets. This
increased the range of movements in space, e.g. when setting the height of the
instruments, various distances of the instruments from the body, etc. These
exercises focused on the accuracy of movements.
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In terms of grasping functions the exercises focused on the tweezers grasp
(e.g. holding a piece of string with bells and jingle bells attached) and
persistence of the cylinder grasp (so that the girl is able to hold a stick
throughout the whole song). In terms of training the cylinder grasp an effective
way was to use sticks of various diameters, which was achieved by using
different sleeves (including ergonomic sleeves for holding pens and pencils,
which are used with persons with spastic hold).

During the second year it was necessary to increase the control over the
movements of the fingers of UL to improve self-care. A song was composed for
the girl, during which she showed various shapes by her hand (fists, open
palms), and when the names of fingers were pronounced she caught them with
the more movable upper limb.

At the beginning of the third year of music therapy an objective was
defined to support the coordination of both UL. Until then the girl was able to
use the less movable left UL only to hold some objects (in this way she played
the tambourine, which she usually held resting against the side of the
orthopaedic wheelchair or on the lap). This objective was significant also due to
the fact that at this time the school began training independent control of the
orthopaedic wheelchair, which was difficult for the girl due to worse control of
movements and lower muscle strength in LUL.

The stages and the sequence of the development of the coordination
functions are shown in Table 2. At first, music therapy focused on the training of
the coordination functions by means of holding the instrument with the left UL,
after that by means of parallel movements, alternating movements and
independent movements. In the course of therapy the girl also trained various
qualitative and performance aspects of movement. By means of intentional
positioning of the instrument in space, selection of the instrument, selection of
the tempo and dynamics of accompaniment, adding additional verses, etc. it was
possible to train speed, strength, persistence, coordination, range and accuracy
of movements.

Table 2 Stages of training the coordination of the upper limbs

Stage | Characteristic Examples of musical Specific requirements

movements activities for musical skills

1. Playing and holding the | Playing the tambourine, | -

instrument with the less | rhythm sticks, small drum
movable UL (sounding with a stick or
palm), small cymbals.

2. Parallel movements Playing the  African | Ability to develop a
drums, or a set of | rhythmic pulse.
instruments (e.g. drum
and cymbal).

75



Jiri Kantor. Motor Development Through Functional Music Therapy in Children with Cerebral

Palsy

3. Alternating movements Similar musical activities | Ability to develop a
as in parallel movements. | rhythmic pulse.

4. Independent movements | Practising the African | Combination of

drum or a set of
instruments as in the
previous case.

accented and unaccented
beats according to
various movements of

UL, for example playing
a rhythmic pulse by one

UL combined with
accented beats played by
the other UL.

Discussion

The answers to the research questions are detailed below and are based on
an analysis of data material concerning the case studies:

First objective: Musical activities in persons with CP focused on the
following objectives — mobility of the whole UL (range, speed, strength,
accuracy and persistence of movements), motor functions of the palm and
fingers, coordination of UL and the development of the functions controlling
head movements. A total of four stages were developed for the coordination of
the movements of the upper limb.

Second objective: The above defined musical objectives were linked with
the following musical activities — teaching piano playing according to
specifically adapted methodologies (2 cases), assisted guitar playing, songs with
encouragement to control head movements, and activities including rhythmic
instruments.

In most cases the music material included songs and instrumental
accompaniment. The therapists used original songs (mostly folk songs with
simple melodies and simple musical form, but also artificial songs or songs
composed by the therapist). In the third case there were attempts to compose
own musical fragments. The music therapy methods included primarily
interpretation and composition.

Third objective: In terms of methodological principles the paper described
specifically developed methods for playing the piano (Case 1) and for the
development of coordination of UL (Case 4).

The findings of the present survey provided a body of data, which were
compared with a previous research study by the author. This research study
included persons with severe multiple disabilities. The comparison was
performed by means of searching for agreements and disagreements in the data
material in order to identify the methodological procedures for persons with
milder degrees of multiple disabilities. The conclusions defined in the paper
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relate to the impact of the level of mental functions on the characteristics of the
music therapy process. Significant differences were identified in the following
areas:

Applied methods and the design of musical activities — a higher mental
level allows the use of e.g. composition or interpretive methods, which are
difficult to apply in the case of persons with severe mental retardation (here
music therapy intervention relies primarily on music improvisation).

Course of intervention — at the beginning of music therapy it is necessary to
establish an interaction in a musical context, in persons with severe multiple
disabilities this stage can take quite a long time (some authors mention months
of therapy, e.g. Drlickova, 2012). In groups of persons with milder mental
disabilities the intervention takes place in a different context, the procedures that
the therapist intends to use can be explained, the purpose of intervention can be
explained, etc. The therapeutic process is more diverse.

Music products — music products created by persons with severe multiple
disabilities are less complex, their musical analysis is too plain to have sufficient
response relevance concerning the content of the music product from a musical
viewpoint.

Conclusion

The paper used an interpretative content analysis and analysis of case
studies to identify the musical activities used for the development of motor
objectives in persons with CP, and to describe some differences in the
intervention, which are caused by various mental levels of persons with CP
(comparison of severe mental disability with milder degrees of limited mental
functions). The outcomes of this research study were compared with the
conclusions of previous studies by the author, and incorporated into the
currently emerging theory of functional music training, which will be used to
design music therapy practices.

The research in this paper was supported by the dean grant project of the Faculty of
Education, the University of Palacky in Olomouc (for the year 2016).
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KID WITH SPEECH DELAY AND LANGUAGE
COMPETENCE EMPIRIC SOLUTION

Ieva Kudina
Distance Education Study Centre, Riga Technical University, Latvia
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Abstract. The paper explains the experience and the principles, how to teach knowingly the
language and constructively communication for preschool kid with delayed speech. The
external environment should be mainly calm, when necessary rigidity on setting borders
should be demonstrated. Playing on the feelings, when necessary and when borders not
recognized by kid. The teacher and the parent should update the attitude to kid based on
experience. The teacher or the parent should grow as personality during the job with kid. The
external environment should be well defined and consistent. The rules and the actions and the
language with the actions should be in the everyday routine. The goal of the paper is to
demonstrate the language structure, the condition for kid and examples used to communicate
with kid with speech delay.

Keywords: autism, attention deficit hyperactivity disorder (adhd), language, speech delay,
delayed speech, hyperactivity, sensitivity, preschool age.

Introduction

The aim of the paper is to share the experience how to teach kid with
speech delay language word by word and structurally. While teaching the neural
links are defined in the brain. The contemplation methods, reflection and
recurrence methods are used to reach the objective.

New way of thinking - or how to teach the people with special needs
develop to speech consistency and harmonically.

The question is how to teach the kid to speak or to say some words using
communication skills. How to grow up the communication skills. Author of this
paper speaks about empiric based experience and also on the research about how
the people perceive the information.

There are three types how sensitive kids perceives information. The first
group of kids are photo —visual thinkers. These kids are mainly artistic oriented.
The second group of kids are pattern thinkers. Mathematicians, musicians,
programmers. These kids are poor readers. They need additional help in reading.
If they are getting to easy tasks in maths, the learning process ends with
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behavior problems. The third group of kids are thinkers in words. In a learning
process we have to develop all type of thinking, (Kennedy & Banks & Grandin,
2011), but we have to take notes, which is primary thinking type for the kid.

The language teaching method is not created in one day, it has been
changed and updated every day based on everyday experience in 3 years period.
It based also on teaching observation research methods (Albrehta, 1998). The
main person or the mentor has to give the kid 100 % attention, to demonstrate
the initiative to be precise in giving the directions using language phrases.

This experience is based on the professional life of author — experience as
programmer and as a mother. Author likes to investigate the situations herself
and others in real life and take some action, modify the behavior and attitude.
Author asks the question herself: “What to change in the process or myself
while bringing up the person with speech delay, and then got the answer
intuitively”.

Little kids or either big one, who has inability to speak and to communicate
the way the main people do, have the opportunity to develop it. While the
parents are developing their strength to set the borders to kid. Even the kid will
have not a nice, but adequate response reaction - cry 1-2 hours in the beginning.

Autists ask us to be precise and consistency and calm. The same as
computer asks us to be consistency and also calm. Even he himself still is not
precise and is excited. Autist asks the mentor to be an authority to be precise
with him. The aim is to get feedback from autistic kid to be accurately himself.
Autistic kid wants to create precise, updatable process descriptions and rules in
the world with defined exceptions.

They have their own will and it is hard to convince them to hear yourself.
But from the religion - from the Bible we know that we have to name the demon
in the name of it, if we expect to overcome it. So the author frequently says until
nowadays to the boy - ,,Please, hear with the ears!” and I show with my hands
my ears. ,,Please, look at the things only with eyes!” in the shop or while we
have gone visiting other people.

At the first time it looks, he does not understand or does not hear you. But
it is illusion. On average he checks whether the author is faithful to your life
principles — he checks if you ask others to respect your true life values.

Autistic kid asks you as a parent — will you give up your true heart values?
Do you know the true values what are in the heart and not in the mind?

About the precise language competence
Author has taught some basic words - person, up, down, room, bathroom,
cup etc. Later author has used the associative principles. Author had asked:

“Please answer — yes or no”. In the first year kids did not react. After 2 years
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author started to use - person mama or person doctor or person teacher. Author
has defined many times small rules, like.

,,Please, ask you — Am | allowed to do it?” After a year the kid asked
something like that | understood it. I was happy. One step forward.

Author has used every day the same words: Person, Morning!, Trousers, T-
Shirt, Socks, Breakfast, Porridge, Potatoes, Water or Juice. Jacket. It was
necessary to speak briefly and precise. In every step we played the game — who
IS the main person.

“Please, get ready for going out!” (First year it will take some 10 minutes
to be him ready.) “Please, do not that!” (Very useful phrase.) “Sorry!” (Very
useful phrase, the kid like politeness.)

“You have to dress up!” (Many times should be said convincingly if he
does not like.). It was very hard to get the confidence of him, so the author took
the extra care for him to get the confidence of him.

Author bought some clothes, even the kid did not accept the first 5 times
them. Author had announced 1 day before the kid, that she had a plan to buy
clothes, it helped her. A kid started to trust her. Finally he dressed up the clothes
author bought, but not all clothes. At the same time the progress has been,
because author has accepted his behavior with peaceful reaction. And the kid
accepted the mentor’s activities.

Author regularly bought some necessary useful things (plasticine, glue
stick, interesting pencil), showed how to use them.

Every day precise the same words should be used. When a kid understand
this, you can extend the phrases.

After two years of individual work author started to use such structures are:
“if ...., then.” “First...., after.” A kid did not understand the first 5 structures of
course, but he tried. This is a game - who will be more assertive and more
unyielding. Unyielding against your true life values.

The essence of teaching language (some similarities to computer language)

One year only nouns. Or nouns with small verbs if necessary? Nouns we
use every day. Everything should be said mild or very strict.

After two years | used the structured sentences with following structure.

“At first, then”

“If, then”

“That not ... that is....”

Some tips and tricks using the timeline

The mentor have to define the jobs for the kid step by step in timeline.
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The kid should use comprehensive daily schedule that embeds the supports
the student needs to be successful. In addition, the daily schedule should include
the activities which continue develop the skills and the measurement of skill
development. Social, communication and sensory needs should be planned and
defined for support team for exactly kid. (Henry & Miles, 2007)

“Fig. 17, “Fig. 2" Defined jobs and exceptions should be explained always
before.

The mentor have to think all the time, before you do or say. You should say
and explain short and precise, - you should be honest. Kid with special needs
asks of you to live disciplined, effective and precise life — it means to become
happy. Kid with special needs asks of you to see, accept and solve the problems
immediately, if that is possible.

He asks you to understand that he feels more emotionally tone than
physically hears the words. It means mainly to speak with him in calm tone, if
not rare necessary strict tone. Otherwise you will increase their excitement.

“Fig. 1”” The day should be planned and explained.

Workingday: security - future harmonical
personality

Planed and elastic
approach

Not to much and not to
less jobs in a day

breakfast
lunch time
dinner

t
o
t
°
o
£
@

supper time
shower, fary tale,
water, toilet, bed

Figure 1 Planned Workingday everyday

“Fig. 2” You have to explain the kid honestly if some changes are
happening in plans.

In author experience she touched 1 year long period 1 word in the sentence.
Sometimes two words in the sentence. Always the same. Every day the same
day. Every day in the breakfast the porridge. So a kid knows that it is a
breakfast. “Juice or the water?” the author asked every day to get the answer one
day.
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Workingday with security - future harmonical
exception: personality
Planed and elastic
approach

Not to much and not to
less jobs in a day

honesly explanation - the school will . o ] -
- What we are going to do instead?
not be today because of bad weather condition

breakfast

lunch time
dinner

school start
supper time

shower, fary tale,
water, toilet, bed

Figure 2 Planned Workingday with exceptions

Speech, language and listening develops from the birth but in different
speed. Kids with language problems mainly have listening problems, because
the listening process is the most common way how we get the information into
brain. Also the ear and noise health problems could cause some later language
expression and listening problems. Alternative communication (like PECS,
BLISS) could be used to decrease the stress level of the kid (Hamaguchi, 2010).

Lot of psychological restrictions should be respected. Giving simple, but
tasty food percentage high dosage and a little dosage of low value food. Creating
mild and strict regulations. What did it pay to author? Needs time to be alone
regularly, because kid rejected the regulations 1-2 years with an adequate
shouting. What were the benefits? Author has got a mild kid in the park and
shop and on the street mainly but not in the working place - home.

Working with children means enough personal, technically organized
environment, psychology organized environment. Problems should be resolved
in team work: parents together with teachers (Wood, 2006).

The nutrion plays significant role in developing learning disabilities,
psychiatric disorders and physical problems. Probiotics are suggested to use to
update digestive system. GAPS diet is recommended to clean the body systems.
GAPS diet is based on SCD (the Specific Carohydrate Diet), the aim is to
rebalance the immune system and to balance optimal bacterial ecosystem within
the gastrointestinal tract. The diet restricts all grains, commercial dairy, starchy
vegetables and all processed/refined carbohydrates (Campbell-McBride, 2010).

Structural language helps kid make some patterns in head, kid has time to
understand the structured sentence. Some kids like to play with letters, so they
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recognize that some words can be divided, analyzed and created other words
from them (Monsees, 1972).

We have not to focus that kid is not hearing, but we have to focus on that
we have to speak with a kid shortly, precise words or sentences, every day the
same. We have to focus, what author can give - not too much and not too less. A
little bit progress concerning the society development and integration will be
noticed after 6 months. A larger progress will be noticed after two years.

Conclusions

Based on the empirical research observation method the principles of
communication teaching is developed and demonstrated. It based on a process
and word repetition, beginning with nouns, then nouns with verbs concentrating
with 100 % on the kid. Working individually with kid, changing the methods if
not working with him. Working individually with the materials found in nature
and home — books, plasticine. Being polite, mild and strict. Working regularly 2-
3 years long period. Encouraging to answer and ask many times. Even looks like
he do not react first year. Accept the kid how he is but give the attitude as to a
well behaved student.

The language teaching is based on structural language sentences. The
structure is equal so the kid recognize what we want from him. Very often in the
speech is used 1-2 words, otherwise the kid is not able to working out how to
distinguish the words.

The daily routine should be defined and explained. Then the unexpected
changes should be explained timely if possible. Direct and concise language
should be used.

After 2-3 years period you can start to explain the complicated everyday
rules. We should remember that the mentor needs to explain an autistic kid more
casual and society rules, when he is ready to accept the borders and he is ready
to communicate.
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KUSTIBU KOORDINACIJAS GRUTIBAS BERNIEM AR
MACISANAS TRAUCEJUMIEM

Motor Coordination Difficulties in Children with Learning
Disabilities

Egija Laganovska
Latvijas Universitate

Abstract. Nowadays increasing the number of children with learning disabilities in
comprehensive schools of Latvia, so it is necessary preventive measures during school time.
One of the support measures are short movement activity in academic lessons. The aim of
article is theoretical analyze the correlations between motor coordination difficulties and the
child's academic achievement and find out primary school teachers' viewson possible support
for children with learning disabilities .Main findings — development of motor coordination in
children of primary schools is effective when using short movement breaks in classroom.
Research methods: analysis of scientific and methodological literature, a survey of primary
school teachers from Riga (88 respondents), data collection and analysis.

Keywords: Learning disabilities, motor coordination difficulties, movement activity in
classroom.

levads
Introduction

Latvija visparizglitojosas izglitibas iestadés pieaug beérnu skaits ar
macisanas trauc€jumiem, tapec ir nepiecieSami preventivie pasakumi macibu
stundu laika. Viens no atbalsta pasakumiem, ko var organizét sakumskolas
skolotajs teorétisko macibu stundu laika, ir kustibu pauzes.

Raksta merkis — analiz€t mijsakaribas starp kustibu koordinacijas griittbam
un bérna akadémiskajiem sasniegumiem, ka ar1 aktualizét pedagogiska atbalsta
nepiecieSamibu macibu stundu laika, lai pilnveidotu bérna kustibu koordinacijas
attistibu.

Petijuma metodes: zinatniskas literatliras analize, aptauja Rigas
sakumskolu skolotajiem, kura piedalijas 88 respondenti, datu apkopoSana un
analize.
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Diskusija un rezultati
Discussion and Results

Misdienas modernas informacijas un komunikacijas tehnologijas ienem
arvien nozimigaku lomu sabiedribas, tai skaita bérnu ikdiena. Bérni brivaja laika
biezak izvélas tehnologiju piedavatas izklaides iesp&jas nevis fiziskas
aktivitates. Informacijas parbagatiba un izklaides iesp€jas, ko piedava
tehnologijas (televizors, dators, viedtalrunis, plansetdators) ir saistoSakas ka
citas briva laika aktivitates. Pe€c Centralas statistikas datu bazes informacijas
2015. gada 99,1 %skolénu regulari lieto internetu, tatad gandriz visi Latvijas
skoléni. Tehnologiju lietoSana veicina mazkustigu dzivesveidu, jo bérni atrodas
statiska stavokli (seédus poza). ArT macibu stundu saturs parsvara ir balstits uz
rakstiSanu, lasiSanu un klausiSanos, tatad ne tikai brivais laiks tiek pavadits
sedus poza, bet lielaka dienas dala. Mazkustigums ietekmé& bérnu veselibu un
attistibu, tapeéc misdienas ir 1paSi aktuali runat par fiziskajam aktivitatem.
Slimibu profilakses un kontroles centrs akcenté, ka fizisko aktivitasu
veicinasanai biitu jabiit vienai no sabiedribas veselibas prioritatém, ieklaujot taja
visus sabiedribas slanus (Slimibu profilakses un kontroles centrs). Bérna
attistiba norit nepartraukti — gan emocionala, gan sociala, gan kognitiva, gan
fiziska un tas ir ciesi saistitas, tapec ir svarigi attistit visas $1s jomas. Zinatnieki
savos petijumos ir diskut&jusi par fiziskas aktivitates ietekmi uz macibu procesu.
Fizisko aktivitasu ietekm& uzlabojas kustibu koordinacija (Smuka, 2011). Ja
skoléna kustibu koordinacija neattistas pietickami, tad tas ietekmé kognitivo,
socialo un emocionalo attistibu (Sibley, Etnier, 2003). Kustibu koordinacijas
attistiba ir nozimiga ikvienam b&rnam, lai sekmigi ieklautos maciSanas procesa.
Kustibu koordinacija ir nopietna probléma daudziem b&rniem ar maciSanas
traucgjumiem (Lernen, Johns, 2014).

MaciSanas traucéjumi
Learning Disabitities

M. RasCevska ar p€tnieku grupu defin€, ka macisanas trauc€jumu pamata ir
nelielas biologiskas jeb neirologiskas disfunkcijas, kas izpauzas kognitivas
apstrades savdabiba, un ta ir raksturiga jau agrinas attistibas stadijas un par
pamatu nav nepietiekami izglitojosa vide, smadzenu traumas vai slimibu sekas.
(Rascevska et al., 2010). Ministru kabineta noteikumos nr. 709. 1. pielikuma
(Kritériji pedagogiski medicinisko komisiju atzinumu snieg$anai), balstoties uz
starptautisko statisko slimibu un veselibas problému klasifaktoru SSK-10, izdala
specifiskus maciSanas traucjumus — lasiSanas traucEjumi vai disleksija,
aritmétisko iemanu maciSanas traucjumi, izteikti vizuali telpisko sp&ju
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trauc€jumi, verbali logisko sp&ju trauc€jumi, izteikti pazeminata kognitiva
produktivitate, jaukti macisanas iemanu trauc&jumi (F81.3), specifiski lasiSanas
traucgjumi (F81.0), specifiski aritmétisko iemanu traucgjumi (F81.2), specifiski
motoro funkciju attistibas traucgjumi (F82), jaukti specifiski attistibas
traucgjumi (F83), beérnibas autisms (F84.0) vai atipisks autisms (F84.1), vai
Aspergera sindroms (F84.5), ja intelektualo sp&ju attistibas limenis atbilst
vecuma vidgjai vai zemakajai normai (nesasniedzot garigas atpalicibas robezu),
viegli kognitivi trauc€jumi (F06.7) (Ministru kabineta noteikumi Nr. 7009,
1. pielikums), (SSK — 10 klasifikacija).

Kustibu koordinacija
Coordination of Body Motion

Logopédijas terminu skaidrojosa vardnica kustibu koordinaciju ir definéta
ka mérktiecigas, saskanotas dazadu muskulu kustibas, ko isteno atgriezeniska
aferentacija un lielo puslozu galvas smadzenu garozas regul&josa darbiba (Luse
et al., 2012), savukart R. Jansone ar p&tnicku komandu skaidro, ka kustibu
koordinacija ir kustibu precizitate, lidzsvara izjiita, sp€ja orienteties laika un
telpa, sp&ja saskanot savas kustibas ar citu bérnu kustibam (Jansone et al., 2011).
N. Bernsteins, diskutgjot par kustibu koordinaciju, lieto ¢etrus jedzienus — speks,
atrums, izturiba, veikliba (Bepumreiin, 1990). Sakumskolas vecuma bérni
veiksmigi apgiist kustibas, kuru izpildiSanai nepiecieSama precizitate, atseviSku
muskulu grupu saskanota darbiba, veikliba, atrums un spéka piepiile (Jansone,
Krauksts, 2005). Sakumskola bé&rniem morfologiski nobriest kustibu analizatora
centralas struktiiras, kas veicina kustibu koordinaciju attistibu. Saja vecuma
attistas veikliba, kustibu atrums un lokaniba, tapéc jalauj b&rmam péc iespéjas
vairak kust€ties nevis ilgstosi sedét (Geske, 2005, Svence, 1999).

Petijumi liecina, ka b&rmiem ar maciSanas traucgjumiem kustibu
koordinacija ir vajak attistita neka vinu vienaudziem (Lewis, Doorlag, 1987).
Bérniem, kuriem ir kustibu koordinacijas griitibas, ir noverotas griitibas ar lielas
un sikas motorikas kontroli, griitibas iemacities jaunas motoras prasmes, stajas
un lidzsvara problémas, neveikliba, roku — acu koordinacijas problémas, vajas
organizeésanas un planosanas prasmes, runas trauc&jumi (Gubbay, 1975, Hudson,
2014, Kirby, Drew, 2003, Portwood, 1999).

Kustibu koordinacijas pilnveidoSana sekmé bérna kognitivo attistibu.
Sakumskolas pedagogam ir bitiski laicigi pamanit kustibu koordinacijas
griittbas bérniem klase un inform& kadu no skolas atbalsta personala
specialistiem (logopéds, specialais pedagogs, psihologs, medicinas masa,
socialais pedagogs), kuri nodrosinas atbilstigu palidzibu. Kustibu koordinacijas
gritibas vislabak var novérot sporta, majturibas un tehnologijas stundas, ka ari
rakstiSanas laika (Lewis, Doorlag, 1987). IlgstoSa seédéSana un rakstiSana
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bérniem var izraisit nepatiku pret macibu stundu, tap€c ir svarigi partraukt
ilgstoSo vienveidigo darbibu ar 1sam kustibu pauzém (2 — 5min.). Kustibu
pauzém ir pozitiva iedarbiba uz maciSanos, tas palidz izvairities no ilgam
vienveidigam statiskam pozam un noguruma (Puskarevs, Golubeva, 1999).
Ipasu veribu kustibu koordinacijas attistiSanai ir japiever§ sakumskola, Tpasi
vecuma no 5 lidz 12 gadiem (Jansone et al., 2011). Macibu stundu aktivajas
kustibu pauzes jaieklauj vieglus fiziskus vingrinajumus un atslabinasanos, jo
viegls muskulu darbs labvéligi ietekmé garigo darbibu. Mazkustigiem b&rniem
stundas ir griti koncentréties macibu vielai (Jansone, Krauksts, 2005). Kustibu
pauzes macibu stundu laika pozitivi ietekmé kustibu koordinacijas attistibu gan
bérniem ar maciSanas trauc€jumiem, gan pargjiem berniem. Kustibu
koordinacijas attistiSana uzlabo rakstitprasmi, lasitprasmi, rékinatprasmi,
socializéSanos, uzmanibas noturibu un bérniem ir vieglak koncentréties darbam.
(Laszlo, Sainsbury, 1993).

Teoretisko macibu stundu laika ir nepiecieSams organiz€t nelielas (2 — 5
min) kustibu pauzes, kas tiek dévetas ari par dinamiskajam pauzeém, ieklaujot
1 — 2 vingrinajumus, kas sekmé kustibu koordinacijas attistibu. Kustibu pauzes
ir salidzinoSi vienkarSs un preventivs pasakums, ka ari tas var sasaistit ar
konkréto macibu priekSmetu.

Sakumskolas skolotajiem, organiz€jot kustibu pauzes, ir svarigi tam
sagatavoties, izprast to nozimi un ietekmi uz bérna attistibu. Par piem&rotiem
kustibu vingrinagjumiem var konsulteties ar sporta skolotaju, skolas specialo
pedagogu, logopédu, ka arf citiem specialistiem arpus skolas. Sie vingrinajumi,
kas tiek veikti vien paris miniites macibu stundas laika, uzlabo kustibu
koordinaciju, sekm& mijiedarbibu starp labo un kreiso smadzenu puslodi.
Kustibu pauz€s var izmantot ari sporta inventaru, dazadus priekSmetus, dabas
materialus un macibu lidzeklus, kas §is 1sas pauzes padara saistoSakas un
interesantakas bérniem. Kustibu pauzes macibu stundu laika biitu javeido ka
paradums gan bérniem, gan skolotajiem.

Pétijuma laika tika veikta aptauja sakumskolas skolotajiem. Aptauja
piedalijas 88 dazadu Rigas visparizglitojoSas sakumskolas skolotaji.
Respondentu vidgjais vecums 39,6 gadi. Aptaujas mérkis — noskaidrot, vai
skolotaji sakumskolas posma pievérS§ uzmanibu b&rniem ar maciSanas
traucéjumiem klas€, noveéro vinu specifiskas griittbas un organizé atbalsta
pasakumus macibu procesa.

Aptauja tika noskaidrots, vai sakumskolas skolotaji ir pamanijusi, ka vingu
klas€ ir bérni ar macisanas trauc&jumiem. Aptaujas rezultati (skat. 1. att.) liecina,
ka 63 (71 %) respondentu klas€ ir bérni ar maciSanas trauc&jumiem, 20 (23 %)
respondentu sadu bérnu klasé nav, savukart 6 respondenti nav parliecinati un
atbild, ka nezina.
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1.att. Berni ar maciSanas traucéjumiem visparizglitojosas izglitibas iestades klase
Fig. 1 Children with Learning Disabilities in Mainstream Classroom

Ta ka visparizglitojosas izglitibas iestadés sakumskolas klas€s ir beérni ar
macisanas trauc€jumiem, tika noskaidrots, kadus atbalsta pasakumus skolota;ji
Siem b&rniem nodroSina. Aptaujas dati rada (skat 2. att.), ka 73 no 88
respondentiem konsultgjas ar skolas atbalsta personala specialistiem un seko
vinu ieteikumiem. Tas lauj secinat, ka lielakajai dalai aptaujato sakumskolas
skolotaju ir sadarbiba ar skolas atbalsta personalu. 48 respondenti organizé
kustibu pauzes macibu stundu laika, tatad tikai mazliet vairak par pusi aptaujato.

0O 10 20 30 40 50 60 70 80

Konsultgjos ar skolas atbalsta personalu un sekoju
vinu ieteikumiem

Diferencgju uzdevumus

Sadarbojos ar bérna gimeni

Stundas laika organizgju kustibu
aktivitates/kustibu pauzi

Cits

2.att. Atbalsts bérniem ar maciSanas traucéjumiem macibu procesa laika
Fig. 2 Support for Children with Learning Disabilities in the Learning Process

5 % skolotaju nodroSina ar1 citus atbalsta pasakumus (skat. 2. att.) (lauj
bérmam izmantot atgadnes, dot papildus laiku parbaudes darbu rakstiSanai,
rosina izmantot papildmaterialus, uzslavé par padarito darbu, papildus strada
individuali, runa ar bérnu par vina stiprajam un vajajam pusém).

Skolotaji macibu procesa noverojusi berniem ar maciSanas trauc€jumiem
motorikas, kustibu koordinacijas gritibas, nepatiku pret majturibas un
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tehnologijas stundam, neveiklibu un nepatiku pret sporta stundam (skat. 3. att.).
Aptaujas dati rada, ka 18 (9 %) bérnu ar maciSanas trauc€jumiem ir noveérotas
arl citas griitibas — saskarsmes problémas ar vienaudziem, uzmanibas
trauc€jumi, griitibas koncentréties macibu darbam, bieza garastavokla maina, ir
problémas ar runu, neizprot laika jédzienu, nenoturiga uzmaniba, uzvedibas
problémas, nervozas kustibas (skat. 3. att.).

Motorikas griitibas | IR 5

Kustibu koordinacijas griitibas [N 31

Nepatika pret majturibas un tehnologijas stundu [N 43
Nepatika pret sporta stundu _| }8

ir neveikli I /2

Cits | 48

3.att. Skolotaju noverotas griitibas beérniem ar maciSanas traucéjumiem
Fig. 3 Teachers Observed Difficulties in Children with Learning Disabilities

Lai gan 18 respondenti min&jusi b&rnu nepatiku pret sportu (skat. 3.att.), tas
ir salidzino8i neliels skaits, kas lauj secinat, ka lielakai dalai sakumskolas b&rnu
patik kustibu aktivitates, tapéc kustibu pauzes, ieklaujot tajas vingrinajumus
kustibu koordinacijai, biitu vienkarsak organizét macibu stundu laika, jo tas
bérniem sagadas pozitivas emocijas. 41 % respondentu kustibu pauzes organize
katra macibu stunda, 35 % vienu reizi diena, 14 % nepiecieSamibas gadijuma,
9 % vienu reizi nedéla, 1 % nekad nav organiz€jusi bérniem kustibu pauzes
(skat. 4. att.).

Cits 1x nedéla
9%

Nekad
1%

\_ 1x diena

35%
Katru stundu 0

41%

4.att. Kustibu pauZu nodroSinasana macibu stundu laika
Fig. 4 Movement Breaks in Classrooms Work
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Respondenti apgalvo (skat. 4. att.), ka 1., 2. klas€ organizé kustibu pauzes
daudz biezak neka 3., 4. klas€. Aptaujas dati rada, ka sakumskolas skolotaju
macibu stundu laika organiz€ kustibu pauzes, tomér tas biitu diskut&jams
jautdjums, vai tas ir pietickami. Lai kustibu pauzes ieklautu vingrinajumus
kustibu koordinacijas pilnveidoSanai, skolotajiem ir svariga sadarbiba ar sporta
skolotaju, kurs var ieteikt un paradit konkrétus vingrinajumus, tomeér ka aptaujas
dati rada (skat. 5. att.), ka 71 % respondentu nav Konsult&jusies ar sporta
skolotaju.

Cits Ja
14% 15%

Ne

% __  —

S5.att. Sadarbiba ar sporta skolotaju
Fig. 5 Collaboration with Sports Teacher

No visiem aptaujatajiem (skat. 5. att.) tikai 15 % ir sadarbojusies ar sporta
skolotaju, pargjie informaciju par kustibu pauzu nozimi macibu stunda
uzzinajus$i no semindriem, kursiem, interneta, gramatam, Zurnaliem,
fizioterapeitiem un citiem kolégiem. Viens no aptaujatajiem respondentiem min,
ka skolas metodiskaja sanaksm& sporta skolotajs ir ieteicis un radijis
vingrinajumus, ko var ieklaut kustibu pauzes.

Cits
15%

_y
15%

Ja
70%

6.att. Fizioterapeita nepiecieSamiba skola
Fig. 6 The Necessity of Physiotherapist in Mainstream Schools
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Pétijuma aptaujas dati liecina, ka visparizglitojoSo izglitibas iestazu
sakumskolas klas€s ir salidzos$i daudz bérnu ar maciSanas traucgjumiem, kuriem
ir kustibu koordinacijas griitibas, tas lieck domat, ka skolas iesp&jams biitu
vajadzigs fizioterapeits, par Ko liecina arT aptaujas datu raditaji (skat. 6. att.) —
70 % respondentu uzskata, ka ir nepieciesams, bet 15 % respondentu uzskata, ka
ta ir veselibas apripes kompetence, tas ir skolas medmasas pienakums, ta ir
bérnu vecaku izvele, pargjie 15 % respondentu uzskata, ka fizioterapeits skola
nav nepiecieSams. Dazi respondenti min, ka fizioterapeits biitu nepiecieSams ne
tikai skoléniem, bet art skolotajiem.

Secinajumi
Conclusions

e Kustibu koordinacijas gritibas ietekmé bérna kognitivo, socialo un
emocionalo attistibu, tapec kustibu aktivitates macibu stundu laika veicina
ne tikai sakumskolas beérnu fizisko attisttbu, bet ari beérna attistibu
veseluma.

e  P&tijuma aptaujas dati rada, ka daudziem b@rniem, kuriem ir maciSanas
trauc€jumi ir vérojamas ari kustibu koordinacijas griitibas.

e  Kustibu pauzés veiksmigi var ieklaut vingrinajumus, kuri pilnveido b&rnu
kustibu koordinaciju.

e  Organizgjot kustibu pauzes, sakumskolas skolotajiem daudz biezak bitu
jasadarbojas ar sporta skolotaju.

Summary

The main issue of scientific literature (Gubbay, 2005, Hudson, 2014, Jansone et al.,
2011, Sibley, Etnier, 2003, Portwood, 1999, Lernen, Johns, 2014, Laszlo, Sainsbury, 1993) —
Children with learning disabilites had poorer motor coordination than their peers. Motor
coordination difficulties impact child academic achievement or activities of daily living.
Movements activities in classroom positive influence development of child with learning
disabilities (attention, writing, reading, socializing and mathematics). Movement activity
breaks are simple way for classroom teachers to enhance pupil motor coordination and
academic performance.

During this research elementary school teachers have been surveyed. Respondents of
the empirical research: 88 teachers of elementary school in Riga. Surveys goal- to find out
teacher sat primary stage, pay attention to children with learning difficulties in class, observe
their specific difficulties and organize support activities in the learning process. Results of the
data showed: 71 % respondents affirm that in classroom have children with learning
disabilities and they have difficulties with motor coordination (Fig. 3.). Teachers (41 %) of
elementary schools organized movement breaks in classroom every lesson (Fig. 4).
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Main findings:

o Movement activity breaks can be integrated into academic lessons (2 — 5 min), it
promotes to reducing motor coordination difficulties and may improve the
development of academic abilities in children with learning disabilities in primary
school.

o Movement activity breaks in the classroom not only contribute primary
schoolchildren’s physical development, but also the whole development of the
child.

o Teachers of primary schools in Riga are not sufficiently informed about what
exercises could include movement breaks to develop children’s motor
coordination.

(a0
f! \/}, I o Raksts tapis Valsts petijumu programmas (VPP) “Inovativi
\ \[| 4 ﬁ 3 VAR
N&®_ESr SNl risin@jumi socialaja telerehabilitacija Latvijas skolas
ieklauiosas izelitibas konteksta INOSOCTEREHI” ietvaros.
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NHOCTPAHHBIE A3bIKU C TOYKU 3PEHUSA 3AHATOCTH
JIML] C IPUOBPETEHHBIMHW HAPYIIEHUSAMMA 3PEHUSA

Foreign Languages in the Terms of Employment of Persons with
Visual Impairment

Olga Malinovska (Onbra MajanHoBCKA)
MHCTUTYT cienuanbHOTo Mearornueckoro ooyuenus, [lenarorndaeckuii paxyabTeT
Yuuepcurera uM. [1anamkoro B Onomoyiie, Yemnickas Pecriybnuka

Abstract. A good job is one of the most important criteria of the quality of life of people with
severe visual impairment. It not only helps people to widen their range of social interactions,
but also to improve people’s skills and abilities. This study focuses on the difficulties these
people experience in the study of foreign languages, and whether they perceive the learning
of foreign languages as an important part of their work.

This qualitative type of research was made through interviews and studying of clients’
documentation. Participants in the study were people of mature age, who have been forced to
change their jobs, or even the qualifications because of the acquired disability. Currently,
these people use the services of a local specialized Center for people with visual impairments,
where the study took place.

The survey results show that clients do not only perceive the knowledge of a foreign language
as an important component of their quality of life, but also would like to use foreign
languages in the workplace. Unfortunately, this is often impossible because of the lack of
appropriate materials and training courses, and in some cases, because of low internal
motivation of these people.

Keywords: blindness; employment; foreign languages.

BBenenue
Introduction

Ha ceronpusiimauii 1eHb 00ydeHWE MHOCTPAHHBIM SI3bIKAM SIBJISIETCSI OYEHB
COBPEMEHHOW TEHICHIUEH. SI3bIKOBbIE HABBIKM W 3HAHUS B HACTOSAIICE BPEMS
OTHOCSTCS K TEM OCHOBHBIM CIIOCOOHOCTSIM, KOTOPBIC KaXKIbIil TpaKIaHUH
EBponeiickoro Coro3a 00s3aH pa3BUBaTh Ha MPOTSKEHUU BCEH CBOEH JKU3HM.
3HaHWE WHOCTPAHHBIX S3BIKOB paCHIMPseT HE TOJBKO KPYyr OOIICHUS C
VHOCTPAHHBIMHU MMAPTHEPAMU U BO3MOXKHOCTH TPYAOYCTPOMCTBA, HO TAKXKE J1AE€T
BO3MOYKHOCTb 3HAaKOMHUTBCSI C JPYTMMH KyJIbTypaMH, IyTEIIECTBOBATD,
MEePEABUTAThCS, BCTPEYAThCA W 3HAKOMUTBLCS C HOBBIMH JIIOABMH HE TOJBKO
Mexay rocygapcrsamu-uiienamu EC, HO ¥ 3a €ro rpaHuiaMmu.
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Taxke Kak M 310poBas 4acTh MOIMYJISLIMM, TaK U YaCTh B3POCIIBIX JIIOIEU €
TSKEJIBIMA HAPYLIEHUSAMM 3PEHHUSI, XOTAT MPOJOJDKATh U3YYEHUE NHOCTPAHHBIX
S3bIKOB. 3HAHWE HMHOCTPAHHOTO s3bIKA TOMOTAeT YMEHBIIUTh JeUIUT
uHbOpMaIlMK, KOTOpash BO3HHUKAET B CBS3M C HApYIICHHEM 3pEHHUA, HaANTH
JAy4Ily0 paboTy WM MPUBJIEYb HOBBIX KJIIMEHTOB U JEJOBBIX MapTHEpPoB. Jluma
C HApYLICHUAMU 3PEHUS 4aCTO HE UMEIOT BO3MOXKHOCTHU IIOCEIATh PEryJIsIpHbIC
KYpChl, OpPraHU30BaHHbIC SA3BIKOBBIMU LICHTPAMHU, B YAaCTHOCTH, IIOTOMY, 4YTO
CJIETIbIE JIIOJM HE MOTYT padoTaTh MPsSMO C NEYATHBIM TEKCTOM, KaK JIpyrue
YYaCTHUKH, U, CIEJOBATEIBbHO, HE MOI'YT Pa3BUBAaTh CBOU SI3bIKOBBIC HABBIKU
COOTBETCTBYIOIIUM Il HUX criocoOoM. Hurke onrcanbl OCHOBHBIE ITPOOJIEMBI, C
KOTOPBIMHU BCTPEYAIOTCS JIIOAU C TSKEJIBIMA HAPYIICHUSAMU 3pEHUS B IIPOLECCEe
OoOy4YeHUs: WHOCTPAaHHOMY S3bIKYy, a TO, MPEXAEC BCEr0, C TOYKH 3PECHUS
WCIIOJIb30BaHUsl MHOCTPAHHBIX SA3BIKOB IPU TPYAOYCTPOMCTBE TAKUX JIMI, a
TaKXe€ C TOYKHM 3PEHHS UX JIMYHOCTHOIO IMOJAXO0JA K MU3YYEHHUIO MHOCTPAHHBIX
A3BIKOB.

COop  aHHBIX B  HUCCJIEAOBAHMM  TPOBOAWICS C  IOMOIIBIO
MOJTYCTPYKTYPUPOBAHHOTO HMHTEPBBIO M HU3YYEHHUs JOKYMEHTAllUH KIWECHTOB
PETrMOHAIBHOIO CIELMAIIM3UPOBAHHOIO LIEHTpAa Ui JIML C HapyLICHUSMU
3peHns. Kak NOKa3bIBalOT HMKE IIPUBEIACHHBIE pPE3YNbTAThl, PECIOHJICHTHI
BOCIIPMHHUMAIOT 3HAHWE UHOCTPAHHBIX S3BIKOB KaK BaXKHYIO YaCTh CBOECH KU3HU,
HO OOYYEHUIO CHUJIBHO MPEISATCTBYIOT HE TOJIbKO HH3Kas MOTHBALUs, HO U
HEJIOCTAaTOK MOAXOIAIINX KYpCOB U MATEPHUAIIOB.

3aHATOCTH JIMI ¢ HAPYIICHUSIMH 3PEHUS
Employment of persons with visual impairment

B coBpemenHoM oOiiecTBe, paboTa UTrpaeT Ba)XKHYIO POJIb HE TOJBKO B
wiane (uHaHCOBOTO oOOecmeueHus, HO TakKe B IUIAaHE CBOCH COLMATbHON
3HQUMMOCTH U CBSI3aHHOM C HEH couualbHbIM cTatycoM. Pabota Takxke
SBJIICTCSI BKHBIM WHCTPYMEHTOM JUISl TIOBBIIICHUS YPOBHS KU3HH, KOTOPBIHA
MOT OBITh CHIDKEH B pe3yiibTare yxyamenus 3penus (Ludikova, 2006).

Toxe mumrer u Caidepr (Seifert & Prochazkova, 2009), uro 3aHiTOCTH
JUTSL JIAI] C OTPAHUYEHHBIMU BO3MOXKHOCTSAMH BaKHA B TIOJIYYEHHH COILUATBLHOM
¥ 9KOHOMHUYECKOW CaMOCTOSTEILHOCTH, CTaTyca HE3aBUCHUMOT0, paboTaroIero
U 3apabaThIBAIOIIETO YEJIOBEKA, B PACHIMPEHUM COIMATIBHBIX KOHTAaKTOB BHE
CEMbU, U HE B MOCJCIHIOID OuYepeab B OOECIEYCHUH CMbICIAa COOCTBEHHOTO
CYIIIECTBOBAHMS W CTUMYJISAIIMA PA3BUTHS JIMYHOCTH. Bormpoc pewHTerpamnuu B
OOIIECTBO JIUI C HAPYIICHUSMH 3PEHHUS OCOOEHHO Ba)X€H, W paboTa SIBISETCS

OIHMM U3 TJaBHBIX CpPCACTB JAOCTHXXCHHA OTOr0 COCTOSHHUA (CM. TaK¥XKeE
Ludikova, 2014).
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B Hacrosiee Bpemsi BOPOC O 3aHATOCTH JIUI] C HAPYIICHUSIMU 3pEHUST HE
opi1 B Yemickoir PecnyOnmke ymOBICTBOPHUTENIBHO PACCMOTPEH, HO TEM HE
MEHEE €CThb HEKOTOpbI€ CTaTUCTUYECKUE JIaHHbIE Ha KOTOpPBIE MOXHO
nojaratbes. Hoak (2014) B cBoeM HCCIEIOBAHMH IMOKA3bIBAET, YTO M3 BCEX
Jull ¢ HapymeHusMu 3peHus B Yemickodl PecnyOnuke, BKIIOYas JIMIL
NEHCHUOHHOTO Bo3pacTa, Toiabko 10 % sBrstoTcs padotarommmu. Oxoino 5 % ot
o0rmiero uucia 6e3paboTHBIX U Ha 69 % 3TO 10U IEHCHOHHOTO BO3pacTa. XOTs
CTaThsi U HE MPHUBOJAUT TOYHOE YMCIIO JIOJEH C TOYKM 3pEHHs BO3pacra U
CTENICHU HapylIeHWH, U3 TabJUIl BUJIHO, YTO HAMOOIBIIMM MPOIEHT JIIOAEH C
HapyLICHUsMHA 3pEHMS HAXOAUTCS B Kareropun 45+ U pacreT ¢ BO3pacTOM.
BcemupHbiit oknaa mo npobiemam crapeHus u 3apaBooxpanenus (BO3, 2015)
coobmmi, uro B 2050 romy ABe TpeTH HACEJEHUs €BPOMEHCKUX CTpaH Oyner
HaXoAUTbcs Ha TneHcuu. HewnszOexHO, MO3TOMY, BO3HHUKAaeT BOIPOC
HKOHOMUYECKON CTaOMIBHOCTU U 3aHATOCTH HE TOJBKO 3I0POBOTO HaceJEHUS,
HO TaKXX€ U JIML C OTPAaHUYEHHBIMUA BO3MOKHOCTSIMHU.

B nocnennue roasl B Yemickoil PecnyOike ObUT OCYIIECTBIEH Psif
IIPOEKTOB, OPUEHTHUPOBAHHBIX Ha pabouMe MecTa U NEPENnOArOTOBKY JHUI[ C
HapylieHussMu ~ 3peHus. HMHtepecHo ormeruts, uTto B 2001 romy
uccienosarenbckoe areHrctBo GfK mokazamo, uro OGonsrmmucrso u3 1000
ONPOIICHHBIX CYUTAIOT, YTO TOCYJApPCTBO JOJKHO IOOMIPATH OpraHU3alNH,
3aHUMAONIMECS BOMNPOCAMM 3aHATOCTH JHUI C HApyWEHUSIMU 3peHus. B
HACTOsIIIIEE BpEMs, OJTHAKO, CYIIECTBYET OYEHb MAJIO IPOEKTOB, HAPABIICHHBIX
Ha YJIyYIIIEHHE KauecTBa sI3bIKOBOTO 00pa30BaHUs JIUI C HAPYUICHUSIMU 3PEHUSI.
Kak 0b110 yKa3aHO BbIlIE, S36IKOBOE OOpa30BaHUE HEMOCPEICTBEHHO BIIMET Ha
YCHENIHOCTh 3THUX JIIOJIeH Ha pbIHKE Tpyaa. UToOwl moyduth Oojiee riry0okoe
MOHMMAHUE BOMPOCA HM3YUYEHUS M 3HAHUA HWHOCTPAHHBIX S3BIKOB, a TaKXKe
BIUSIHUA OSTUX (PAKTOPOB HA TPYAOYCTPONCTBO, MBI OMPOCHUIN HECKOJIBKO
YEeJOBEK C TSKEIBIMU HAPYIICHUSIMU 3pPEHUS HAa TNPEAMET UX OTHOIICHUS K
WHOCTPAHHBIM S3bIKaM, BAXXHOCTHU BJIAJCHUS S3bIKAMH MPU TPYJIOYCTPOUCTBE, U
Ha UX TPYJHOCTHU MPU 00YYEHUH HOBOMY SI3BIKY.

SA3bikoBoe 00pa3oBaHue AJIA JI0AeH C HAPYLICHUAMU 3PCHUA
Language education of people with visual impairment

B HacTtosiiee Bpems MOJIOAbIC JIIOAM C HAPYMICHUSMU 3PEHHUS M3yYaroT
MHOCTpPaHHBIE SI3bIKM B paMKax o00s3aTeIbHOrO 0Opa3oBaHUsA. DTO TJIaBHBIM
00pa3oM aHTJIMHCKHUI S3BIK, 9acTO Ha BBIOOpP OBIBAET S3BIK HEMEIKHN HIIN
dbpaHIly3CKHif, a WHOT/Aa WCIAHCKUW WM pycckuil. HezaBucumo oT cBomx
BHYTPCHHHUX YOEXICHHUH, CTYIEHTBHI, IS YCHEIIHOTO OKOHYAHUS IIIKOJIBI,
JOJDKHBI BBIYYUTh WHOCTPAHHBIN SI3BIK. Y B3POCHBIX C HAPYIICHUSIMH 3PCHUS
MOTHBAIIMS, KOTOpas 3aCTaBISET WX YYUTh WHOCTPAHHBIN SI3BIK, JApyras. JTa
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MOTHBAllUSI MOXET OBbITh pa3felieHa Ha JBE OCHOBHBIE  TPYIIIBIL:
npodeccuoHanpHas MOTHBaLMsA W JM4YHas MoTuBanus. l[IpodeccronanbHas
MOTHUBALMS BKIIOYAET B CEOS:

®  TOJlyu€HHUE HOBOH paboThI;

e  JIy4mIui BEIOOp pabOTHI U3-3a 00JIee BHICOKON KBaTU(UKAIIUH,

® T[IOCTPOCHHUE Kaphepbl: COBEPIICHCTBOBAHUE S3BIKOBBIX HABBIKOB
TpebyeTcs paboTomareneM;

e Oomee »sddexTrBHAST KOMMYHHKAIUS: CBOOOAHOE OOIIEHHWE C
3apyOeXHBIMUA KOJUIETAMU W KIMEHTaMU - 1O TenedoHy WU B
NUCbMEHHOU (hopMme;

e  00CiIyXMBaHHE KIMEHTOB: mpodeccu, KOTOpblE TPAAUIMOHHO
JOCTYIIHBI JJIA JIIOJIEH C HapyHICHUSIMU 3pEHUs (COTPYIHUKH KOJLI-
IEHTPOB, MAaCCaXHCThI, JUCTIETYephl, pPAOOTHUKH B 0OJACTH
¢u3noTEepanuu U TYpU3Ma) 3BOJIOLHMOHUPYIOT, pabOTONATENH, €CIH
OHHU XOTAT 2PPEKTUBHO MPEIOCTABIATH YCIYTH CBOMM KIUEHTAaM, BCE
qame TpeOyIOT S3BIKOBBIE CIOCOOHOCTH OT CBOMX COTPYIHHUKOB.
W3ydeHne s3bIKOB TakKUM OOpa3oM MOXKET TOMOYb B TOJYYCHHH
pabouero Mecra. (Xopomias MpakTUKa IS YJAy4dlIeHUs OOy4deHHs
sA3bIKy cmabouasux, 2010)

JInyHast MOoTHUBAIUS K 00YYEHUIO MHOCTPAHHBIM SI3bIKaM BKIIIOUAET B CEOs:

®  TPEHUPOBKAa NaMSATH M TOTOBHOCTh COBEPIIEHCTBOBATH SI3HIKOBBIC
HaBBIKH, Jlaxe 0e3 onpeesIeHHON LeH;

®  3HaHWE U U3y4YEHUE KyJIbTyp APYTUX CTPaH;

®  KOHTAaKThI C MHOCTPAHIIAMH;

®  JIOCTYI K 3apyOexHbIM caiitam u CMU;

e  0Oojblle BO3MOXXHOCTH JJisi IYTELIECTBUN: TOBBIIICHUE HABBIKOB
OOILIeHHs TaeT OlIyIIeHUuEe OOJIbIlIeH HE3aBUCUMOCTH;

®  yYacTHE B Pa3NIUYHBIX MEKAYHAPOIHBIX BCTPEYAX, JIarepsx u T.1.;

®  BO3MOXXHOCTh TOMOYb JACTSIM B BBITIOJHEHUH JOMAIIHUX 3aaHui.
(Xopomras ~ mpakTHKa IS yAy4dlIeHUS ~— OOy4YeHHUs  S3BIKY
cinaboBusmx, 2010).

XOTs, KaK YKa3bIBAJIOCh B MIPEIBIAYIIIEM TEKCTE, MOTUBAIIUS K OOYUYCHHIO Y

JIUI] ¢ HAPYUICHUSMU 3PEHHUS MOXKET OBbITh JACHCTBUTEIHHO CHIILHON, OOy4YeHHE
WHOCTPAHHBIM SI3bIKAM BO3JIAraeT TaKKe OOJNbIINE TpeOOBaHWS HA YUHTEIS.
Haubonee pacnpocTpaHEeHHBIMH HEIOCTaTKAMH B TPENOJaBaHUU SIBISIFOTCS
IUI0X0€ 3HAHME KiaccH(UKaIMidi, TUTIOB W BUIOB HApPYyIICHWH 3pEHUS U UX
MOCTIEACTBHIA,  OTCYTCTBHE  COOTBETCTBYIOIIMX  y4eOHBIX  MaTEepHAJIOB,
BCIIOMOTATENbHBIX YCTPOWCTB W TEXHOJIOTUW, M TPEXKIE BCEro TeX METOJOB
oOy4eHHUsI, KOTOpble NPUBOIAT K 3P(HEKTUBHOMY 3alIOMUHAHUIO M OBJAJCHUIO
s3pika (Ludikova, 2011).
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VY OTACIBHBIX KOMIIOHEHTOB SI3bIKa B MPEIOaBaHUN WHOCTPAHHBIX S3BIKOB
JUTSL JTFOZICH C HapyIICHUSMH 3pEHHS UMEIOTCs cBoM crenuduku. Kak mumer
XamamoBa (Hamadova & Vitkova, 2004), B JeKCHKE MOTYT TOSBHUTHCS
po0emMbl ¢ BepOaTu3MOM, B MPOU3HOIICHUH, MPEXKIEC BCETO B aHTIIMHCKOM
S3BIKE, PACIPOCTPAHCHHBIM SIBIICHUEM SIBJISIIOTCS OMO(OHBI CJIOB, KOTOPHIE
MOTYT JIETKO TIPWBECTH K TIyTaHWIIE MEXKIY JIBYMS CIOBAMH, IIOITOMY
HE0OX0aMMO OOpaTUTh JOCTATOYHOE BHMUMaHUE Ha uchMo. Amanmpl (Teaching
English to Blind and Visually Impaired Pupils [online], 2008), naiee B kauecTBe
BaKHOTO acCIleKTa MPUBOJUT ATOIECHTPU3M Y JIIOACH C HapyIICHUSMU 3PCHHS,
MOCJICTHAE YacTO BBI3BIBAIOT YUYUTEIS K JHAJIOTY B CaMble HEIOIXOJSIINC
MOMEHTBI, 4YTOOBI YOETUTHCS, YTO OHHU PAOOTAIOT MOKHBIM 00pa3oM H
NPUBJICKIN BHHMaHME K ce0¢ M CBOMM 3HAHUSAM. OTH acCHCKThl YacTo
CYIIECTBEHHO BIMSIOT Ha TMpolecc OOydeHUS U TMPEIBSBISIOT BBICOKHE
TpeOoBaHusd K yuurtelsMm. IlodTomy HE0O0XO0aWMO, YTOOBI TEAarord IMpu
(GbOpMHPOBAaHUN HOBBIX KOHIICTIIIMI B TPETMOJAaBaHUH WHOCTPAHHOTO S3bIKa
WCITOJIB30BAI  HAWOOJIee TMOAXOMISIINE METOABI, KOTOPBIC IOJOKUTEIHHO
BIUSIOT HA YYAaCTHUKOB OOYYCHHS W TIOMOTAIOT COXPAHUTh HEOOXOIUMYIO
uHQOpPMAITMI0O B JIOJITOBPEMEHHON TMMaMATH CTYACHTA, HYKHYIO JUIS €ro
JanbHENIIero o0y4eHus.

MeToabl McCJIe10BaHUA
Research methods

COop naHHBIX, KOJUPOBAHKE, AHATIU3 U OLIEHKA JAHHBIX IPOU3BOIWINCH B
BHJIe KaudecTBeHHOTo au3aiiHa. Kak cooOmraror Xpacka (Chraska, 2007) wu
Xenmn (Hendl, 2005), kauecTBEeHHOE HCCJIECIOBAHHE COCPEIOTOYEHO Ha
yriayOJIeHHOE H3Y4YeHHE OTIEIbHBIX CIy4daeB IOCPEICTBOM HAONIOIECHUS |
MHTEPBBI0O B €CTECTBEHHBIX YCIOBHSX COLMAIbHOM cpenbl. [lus 3Toro
WCCIICIOBaHMSI, XapaKTepHO, YTO B Hadale BHIOMpaeTCs TeMa W OCHOBHBIC
BOTIPOCHl HUCCIICIOBaHMsI. OTH BOMPOCHl MOTYT OBITh HM3MEHEHBI B XOJE
npoliecca; KaueCTBEHHOE UCCIIEIOBaHUE, TAKUM 00pa3oM, pacCMaTpUBAETCs Kak
OueHb TMOKWH THI MccienoBaHus. B xome uccienoBanusi OTKPHIBAIOTCS HOBBIC
THIOTE3bl W PEIICHHUs, TNIe HUCCIIe0BATENh TOCTOSHHO HIIET, aHAIH3UPYET
uHpOpMaIMIO, MPUXOAS TaK K JEAYKTUBHBIM M HWHAYKTUBHBIM BBIBOJIAM.
AHanu3 u cOOp JaHHBIX MPOBOJAATCS OJHOBPEMEHHO, MOCJIE YEero, MOKHO
BEPHYThCS HA MECTO UCCIEOBaHMUS. OTH UUKIBl HEOOXOIUMBI IS
paccMOTpeHUs BbIBOJOB. W3 BBIMIEHU3IOKEHHOTO BHIHO, YTO KayeCTBEHHbIE
UCCJIEIOBaHMsI TPYIHO MPOBOAMMBI, HO B TOXE BpPEMsl OHU JAIOT yriayOJIeHHOE
OIKCaHUE PACCMATPUBAEMOTIO SIBJICHHUS.

HenocraTkoM KayecTBEHHOTO HMCCIEAOBAaHUS SIBISIETCS HEBO3MOXHOCTD
0000111eHUs ISl OOJBIINX, T€HEPAITU3UPOBAHHBIX TPYIII, TaK Kak cOOp JaHHBIX
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U UX aHaJu3 OYEHb TPYNOEMKHU. Bhicokue TpeOOBaHUs TakKe HAKIIAJIbIBAIOTCA
Ha CaMOro WCCIAEAOBATENII MW CBS3aHBl C OOJBIIUM PHUCKOM BIIHSHHUS
uccienoBaTens Ha pe3ynbrarel uHTepBhio (Hendl, 2005).

COop maHHBIX B  HCCJEIOBaHWU, MPOBOJMWIICS C  MOMOIIBIO
MOJIyCTPYKTYPUPOBAHHOTO ~ WMHTEPBBIO U U3Y4YEHUs JOKyMeHTauuu. B
UCCJIEIOBAHUM MPOBOAMIICS OIPOC C MATHIO PECIIOHAECHTaMH, KOTOPBIE B CBSI3U C
NPUOOPETEHHBIMU  TSKEIBIMU HAPYUICHUSIMU 3pEHUS OBLIM  BBIHYXICHBI
CMEHUTh CBOIO TeKyllylo pabory. Bce pecnoHaeHThl NpUHAIIEKAIA K
kareropuu 41-60 neT U cTeneHu HapyUIEHUs 3pEHUS KIACCU(PUITUPOBAHHON KaK
«1spkenass  (opma HapymieHus 3peHusn» wim «cuenotay (WHO, 2015).
bnaronapst 7oArocpouHoOMy COTPYIHUYECTBY C OHUM U3 LIeHTpoB mis moneii ¢
HapYIIEHUSMHA 3PEHUS, U JUIUTCIBHONW paboTe ¢ KIMEHTAMH, Y UCCICIOBATEIS
OblJIa BO3MOKHOCTH 3aJlaBaTh JIMYHBIE BOMPOCHI M HCIOJIL30BaTh PE3yJbTaThl
JOJITOCPOYHOro OoOIIeHusl. B 1eHTpe BHUMaHUs ObLIM, COCTABJICHHBIE U3
MHOYKECTBa BOIPOCOB, KIJIFOYEBbIE 00JIACTH, TaKME€ KAaK — HApPYIICHUS 3pPEHUS,
3aHSTOCTh, SI3BIKOBBIE HABBIKM U CHOCOOHOCTH, H3y4YeHUE S3BIKOB. Jliid
00pabOTKM JAHHBIX HCIMOJb30BAJIOCh BBIJICICHUE KAYECTBEHHBIX JaHHBIX,
CpaBHEHHUE, CHCTeMaTH3alus U PEeAyKIus JaHHBIX TIEPBOTO TMOPSIKA,
KOJUPOBaHHE, OOBEAMHEHHE B KATETOpUM M OOpa3oBaHUE KAaTErOpHUAJIbHBIX
cTpyktyp. [IpeobnamaeT onucarenbHbIi MOIX0/T K aHATU3Y.

Pesyabrarsl
Results

Pecnionnent No 1 OKOHYMIJI LIKOJY 1o MEXaHU3aIuu
CEILCKOXO3SIICTBEHHOTO MPOU3BOJICTBA. B 00JacT CENbCKOXO03IMCTBEHHOTO
IPOU3BOJACTBA padOTal B TEYEHUU MAECATH JIET, 32 3TO BPEMS OH CMEHWII
HECKOJIbKO pabouux MecT. Jlo MOosBIieHHWS HapyUIEHUH 3pEHHs] B TEUECHHE
CIENYIOIMX JEeCATH JIET MPOJOJKal pabdoTaTh B KadyeCTBE MHCTPYKTOPA
BOXK/ICHMS B aBTOLIKOJIE. B HacTosiiee BpeMs €ro COCTOSIHME CTAOUITU3UPOBAHO,
U MY>KYMHA IPUHUMAET y4acTre Kak B OOIIECTBEHHOM )XKM3HU, TaK U B padoTe, U
MEXJIMYHOCTHBIX OTHOIIEHUAX. Ero pabouas Harpy3ka JequTCsS Ha JBE
NESATEILHOCTH - MAacCax M paboTa B cepe COIMaIbHbIX yCIYT.

PecnonnienT Ne 2 sBisiercst KBaqu(UUIMPOBAHHBIM KaMEHIIMKOM M €ro
Kapbepa IMpepbiBajach TOJIBKO OJIMH pa3, KOrja OH B KadecTBe J00pOBOJbIA
noMorajg  JIIOAAM € OTPAaHWYEHHBIMH  BO3MOYKHOCTSIMHU  3JI0POBbSI B
BenukoOputanuu. B HacTosiiiee BpeMsi OH paOOTaeT Kak MpeaIpUHUMATENb B
00JIaCTH MacCa)XKHBIX YCIYT.

PecniongeHT Ne 3 okoHUMIT (haKyJabTET JIEKTPUUECKUX MAILIMH U allapaToB
TEXHUYECKOTO YHUBEpPCUTETA. JTOM 00JACTH OH MOCBATUI CE0Sl 10 MOSIBICHUS
WHBAJIMHOCTH U CMEHWJI MPU 3TOM HECKOJIBKO pabouumx Mect. B To Bpems,
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KOI/Ia MHBAJIMIHOCTh W TICUXUYECKOE COCTOSIHUE PECHOHJCHTa ObUIU
CTaOMJIM3UPOBAHbI, OH TMOMBITAICS BO3BPATHTHCS HAa MECTO CBOEH IMOCIETHEH
paboTel, HO Oe3 ycnexa. B Hacrosiiee BpeMsi, 3TOT YEJIOBEK MEPEHUCHIBAET
ayJIN03aIMCH B TEKCTOBBIC (Dailyibl, paboTasi Mpu STOM JIMIITH Ha TIOJICTABKH.

[TepBbrit BOpOC OBLT - MOTYT JIM PECTIOHICHTHI YATATh U MHICATh MO a30yKe
Bbpaiing u CKOJbKO BpEMEHU OHU TOCBSIIAIOT YTEHUIO, OyJbh TO B TaKTHUIHHOU
dbopme wiM caymas 3anucu. B To Bpems Kak JABa PECTHOH/ICHTA eITle TOIBKO ydat
mpudt bpaiing u He MONB3yIOTCA UM Jaxe y cebs noma, pecroHaeHT Ne 2
mpudt bpaiing aktuBHO ucnonb3yer: "I’ e-To 4yTh OoJibllie TOJAa S YUWIICS
YUTaTh U MHUCaTh. S| MOTY HaNMcaTh YTO-TO, XOTS U C HEKOTOPHIMU OIIMOKaMU, U
MOCJIEIOBATEIBHO ATO Tociie cedst mpounTaTh. Ho uTeHune Ha ourlymnb, 3TO s
MEHA Kak pacmu@poBKa, O4YeHb MeJIeHHO.. Ho s ucnonb3yro ero mis
MapKUPOBKHU C MTOMOIIBIO CHIEIUaIbLHOTO mpudopa. st MeHst 3T0 04eHb YA00HO,
MOATOMY § 3THM M MOJIb3YyIOCh'. UTeHHE HPABUIIOCh BCEM TPEM PECHOHJICHTAaM,
HO TOJBKO 4Y€pe3 MPOCIYyIIMBAHUE 3AMUCEH WIM 3JIEKTPOHHOE 3a4YWTHIBAHUE.
"YUreHue OBIJIO caMOM OOIBINON MOTHBAIMEH, I TOTO YTOOBI S HAYajl caM C
co0ol 4TO-TO JieNaTh. Tak 4To Tenepb BCE KHUTH, KOTOPbIE MEHSI HHTEPECYIOT, U
KOTOPBIX HET B OHJIAiH OMOIMOTEKE, s KONMUPYIO, PEAAKTUPYIO, a 3aTEM YUTAIO.
Y MeHs yxXe CBOS CHUCTEMa, W sI XpaHI0 HUX JHOO B KOMIIbIOTEpE MO0 B
tenedoHne, eciu g B 1opore’. - peCoHIeHT HoMep 1.

3HaHWE WHOCTPAHHOIO SI3bIKA TMOJTBEPIWIN BCE TPU PECIOHIAEHTA. IJTO
ObLT aHIIMICKUNA, HEMEIKUA M PYCCKUH, KOTOpble OHM YYHIA B TMEPUOJ
HIKOJIbHOTO 00y4eHusi. [[Boe M3 Tpex pECHOHJEHTOB B HACTOSIIEE BpeMs
3aHUMAIOTCS W3YyYE€HHEM MHOCTPAHHOTO S3bIKa - B OOOMX CIIydasiX »3TO
OOHOBJICHHE 3a0BITOTO aHMIMKCKOTO si3bika. Pecmonment Ne 3 mosb3oBancs
WHOCTPAHHBIMHU $I3bIKAMH W J0 BO3HUKHOBEHHUS WHBAJIUIHOCTHU: "S TBITalOCh
BCIIOMUHATh aHTJIMMCKUU SI3BIK, KOT/Aa €CTh Bpems. Jlaxke B TO BpeMs, Korja s
ObLT Ha paboTe, Mbl HUCMOJIb30BAJIM OCHOBHBIE SI3bIKH - AHTJIMHCKUNA, PYCCKUHN U
Hemelkui''. Bce pecrnoHIeHThl TaKKEe CUMTAIOT, YTO U3YyUYEHUE WHOCTPAHHOIO
A3bIKa BAYKHO JAXK€ IOCIIE YCTAHOBJIEHUS MHBAUIMAHOCTU. PecnionaeHt Ne 1 cam
COBMECTWJI 3TOT BONPOC C BONPOCOM O 3aHATOCTH: '3HAHUE W HU3YUYCHUE
WHOCTPAHHOTO sI3bIKa Bcerja BaxkHo. U s nmymaro, uto Ha paboTe 5TO Bcerna
TOJIBKO TUTIOC, TOTOMY 4YTO O€3 3TOro B Halle BpeMs TpyAHO oOoithch. Mup
TECHO CBSI3aH W JIIOJIEH, KOTOpPbIE TOBOPSAT Ha JPYTUX S3bIKaX BcE OOJbIIE U
6omnpiie. Takum 00pa3oM, YEIOBEKY HE OCTAETCS HUYETO JAPYroro Kak M3ydaThb
JIpYyTUE SI3bIKH".

Ha Bompoc, MOryT 1M OHHM HCIOJb30BaTh HWHOCTPAHHbBIE SI3BIKM B HX
TeKyIen padoTe, BCE TPU PECIOHJICHTAa OTBETHJIM TMOJOXKUTEIHHO, HO BCE TIO
pa3HbIM npuunHaMm. "Tak y MeHs Bcerja €CTh JOCTYH K HOBBIM MaTepHaliaM,
HOBBIM KHUTAM TOpPa3/io paHbIlle, YeM OHU OyAyT NepeBeJeHBI Ha HAIl S3BIK. A
HEKOTOpas JIMTeparypa HEe MEPEBOAUTCS BOOOIE. A B TOM, YeM 51 3aHUMAIOCh,
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ATO 1JIg MEHS 00JbIIoN itoc." - pecrioHAeHT No 1. " /{151 MeHs sI3bIK BaXKE€H, MHE
BCEr/Ia HaJI0 YMETh HEMHOTO OOIIATHCS MO-aHTINICKH, KOTJa KO MHE MPUXOISIT
MHOCTpaHIIbl Ha maccax." - ompaminBaeMblii HOMep 2. "S, KOHeUHO, MOT OBl
UCITI0JIb30BaTh MHOCTPAHHBIN S3bIK, HO B HAaCTOSIIEE BPEMsI 3TOTO OT MEHS HE
TpeOyercs. XOTs, HampuMmep, B IMOCJIEIHEM KOHTPAKTE Mbl IEpPENUChIBAIM
BOCIIOMUHAHUS, U TaM WHOTJIa MPUCYTCTBOBAIM HEKOTOPHIE HEMEIIKHE CJIOBA.
Hy u, xoHeuHO, MO>XHO OBbLIIO ObI M aHTJIMMUCKUM . - PECIIOHACHT HOMED 3.

Uto kacaeTcsi MpemnojiaBaHusl U U3YYEHUS] MHOCTPAHHBIX SI3BIKOB, JIBA W3
TpeX PECMOHACHTOB CKa3alld, YTO B HACTOSIIEE BPEMs CYIIECTBYET HEXBaTKa
KBAIM(PUIIUPOBAHHBIX KYpCOB M MAaTepHaloB, JOCTYIHBIX MJIs JIOJEH C
HapyleHussMu 3peHusi. OKazanock, 4TO caMble OOJbIINE TPYIHOCTH OBLIM MpU
3anioMuHaHuu Jiekcuku. Pecionyient Ne 1 moarBep:kaaet: "Xopolo erie, eciu
YEJIOBEK KOrAa-TO BHJENI, TO TOrJa OH MOXET cebde MpeACTaBUTh OYKBBHI.
[ToaToMy, KOrzma s yduy WHOCTPAHHBIM S3bIK, d JIOJDKEH BCE IEPEBOJIUTH HA
OyKkBBL. B3sTh Kaxkq0€ ciioBO OYKBY 3a OyKBOW M MPEACTABUTh €T0 MEpEl COOOM.
W TOMBKO IOTOM 3aHMMATBCS NpoM3HOWIEHWEM. [lo 3TOW mNpuymMHE MHE HE
XBaTaeT 3pEHus - s BCErja BCe MBICIEHHO (oTorpadupoBal U OHO TaM [B
rojioBe] ocraBanoch". "EcaM dYenoBeK 3alMCBIBAETCS Ha [SI3BIKOBBIN]| Kypc,
Bcerjga mnpobnema ¢ marepuasiaMd. OHM B OCHOBHOM I€YaTHbBIE, HO 3TO JUJIs
3IOPOBBIX JItOJIeH, 0e3 MpobsieM co 3peHrneM. MOXeT ObITh, UTO-TO €CTh TaM, B
CTOJIMIIE, HO 3[€Ch HUYEro". Y PECIOHACHTOB TAK)XE€ BO3HUKAIU MPOOJIEMBI C
U3yYEHHEM TPOM3HOILEHUS, MPOrpaMMbl JUIsl 3auUThIBaHUsS OBLIM HE B
COCTOSIHUH CIPAaBUTBCA C TPAHCKPUIILIKMEH OTAENBHBIX CiloB. OpgHOMY U3
PECIOHJEHTOB HE ObUIO OCTATOYHO HHM BHELIHEH, HU BHYTPEHHEW MOTHBAIMH,
KaK Mbl YK€ YINOMHUHaIu B NpeablaymieM Tekcre: "SI mor Obl MCMOIb30BaTh
A3bIKU [Ha palboTe], HO 3TOro HUKTO He TpeOyeT. MHorna s caM yTOo-HUOYIb
MMOCMOTPIO, HO HE YacTO, HET BpEMEHU." - pecrioHAeHT Ne 3.

3aKJIo4YeHue
Conclusions

[enpro 3TOM cTaThu OBLIO AaTh MOHUMAHUE CIIOXKHBIX SIBJICHHN O00ydeHUS
WHOCTPAHHBIM SI3bIKaM JIML] C TSHKEJIBIMUA HApYLICHUSIMU 3PEHUS U UCII0JIb30BaTh
3TH 3HAHUS B 00J1aCTU TPyAOycTpoiicTBa. HacTHuHbIE pe3ynbTaThl OKA3bIBAIOT,
YTO PECHOHJECHTHl BOCHPUHHMAIOT 3HAHME MHOCTPAHHOIO SI3bIKA KaK BaXKHYIO
YacTh Ka4eCTBA KU3HU B COBPEMEHHOE BPEMS, M 4ACTO €r0 UCIIONIb3YIOT B CBOEH
coOcTBeHHOU pabote. bosiee riiyOOKUM 3HAHUSM U IIUPOKOMY MCIOJIb30BAHUIO
A3bIKa YAaCTO TMPENSATCTBYET OTCYTCTBUE COOTBETCTBYIOIIUX  YYEOHBIX
MaTepuaJioB M KYypCOB, aJalNTUPOBAHHBIX [JIS JIIOJEH C  TOKEIBIMU
HapyleHUussMA 3peHus. [pyrum QakTopoM, KOTOpBIM HEraTMBHO BJIMSIET Ha
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U3Y4YeHHUE S3bIKA, SIBIISICTCA HU3Kash BHYTPEHHSSE M BHELIHSS MOTHUBAIMS ITHX
JIOJIEH.

Ota cTaThsl OTKPBIBAET IUIMPOKUN CHEKTP BOMPOCOB, OTBETHI HA KOTOPHIE
NOSIBATCS B CJEAYIOLIEH HayYHO-UCCIEN0BATENbCKON IeaTenbHOCTH. Hackonbko
BHEIIHsS MOTUBAIUs (110 MpockOe paboToaaTens) BIUIET Ha JKeTaHUE U3ydaTh
MHOCTpaHHbIN A3bIK? CWiIbHEE JM 3Ta MOTHBALHUsA, YeM BHYTPEHHHUE MOTHBBI
(mruabie)? B TO Bpems, Kak MepBBIC JBa PECIOHACHTA CKIOHSIOTCS Oojee K
BHYTPEHHE MOTHBAIIMHU, Y TPETHErO PECIIOHCHTA HE XBaTaeT 00euX; U, TEM He
MEHee, OH CUMTAET, YTO U3yUYEHHE S3bIKa UMEET 00JIbllIoe 3HaUeHue. Bo3MokHO
JIM TIPaBWJIBHBIM CIIOCOOOM MpenoiaBaHusi MHOCTPAHHBIX SI3BIKOB IS JIFOACH C
TSDKEJIBIMA HAPYIICHUSIMU 3pPEHUSI MOBBICUTH YPOBEHb 3aHSATOCTH 3THUX JIMII?
31ech OTKPBIBACTCS IUPOKOE IOJIE I JANbHEHIINX UCCIEA0BAHUM, KOTOPBIM
OyZAeT MpoJoJKaTh YAEIATHCS JOKHOE BHUMAHHUE.

Summary

The paper aimed to provide the insight into the complex phenomenon of learning
foreign languages by the persons with severe visual impairment and was trying to use this
knowledge in the area of employment. Partial results show that respondents perceive the
knowledge of a foreign language as an important part of quality of life in modern world, and
these languages are often used by themselves at work. But a deeper knowledge and greater
use of language are often hampered by the lack of appropriate teaching materials and courses
provided for people with severe visual impairment. Another factor that negatively affects
language learning is the low intrinsic as well as extrinsic motivation of these people.

This article opens up more questions that will be answered in the following research
activities. To what extent does the extrinsic motivation (at the request of employer) influence
the willingness to study a foreign language? It is this motivation stronger than internal
motivation (personal)? While in the first two interviewees the motivation is rather intrinsic,
the third respondent lacks both types of motivation; nevertheless he believes in the
importance of language learning. Is it possible to raise the level of employment of persons
with severe visual impairments by providing them better opportunities to study a foreign
language? This topic opens up a broad field for further research, to which full attention will
be given.
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ARTIKULACIJAS MODELI — SKANU IZRUNAS
TRAUCEJUMU NOVERSANAS LIDZEKLIS BERNIEM
PIRMSSKOLAS VECUMA

Articulation Models — Correction Tools of Children Sound
Pronunciation Disturbances in Pre-school Age

Iréna Miltina
Rigas Pedagogijas un izglitibas vadibas akadémija, Latvija

Dace Augstkalne

Rigas Pedagogijas un izglitibas vadibas akadémija, Latvija

Abstract. Sound pronunciation disturbances are one of the frequent speech problems
observed in pre-school age, that is why there are developed different methods in correction
methodology and one of them is approach by using sound articulation models. They help for a
child in pre-school age to acquire meaningfully the physiological basis of sound
pronunciation and allow being an active participant in correction process.

Keywords: articulation models, graphic sign, modelling, profile, sound pronunciation
disturbances.

levads
Introduction

Logopéds runas korigg€josi attistosaja darbiba plasi izmanto dazadas
praktiskas metodes, kas ietver vingrinajumus, rotalas un modeléSanu
(JToromemust, 2004).

Pirmsskolas vecuma rotala ir bérna dzivesveids, ar tas palidzibu
pirmsskoléns izzina appasauli, veido savu attieksmi pret redzeto, dzirdéto,
1zjusto, attiecibas ar pieaugusajiem un vienaudZiem, apgist praktiskas iemanas
un prasmes. TieSi tade€] rotala ari caurvij katru runas korekcijas darba posmu.
Veicot vingrinajumus (artikulacijas aparata, pirkstu sikas motorikas,
fonematiskas uztveres u.c.), logopéds izmanto rotalu elementus, pilnveidojot
runas kustibu un runas dzirdes pamatus.

Modelésanu ka metodi logopédija izmanto retak. Biezak ta tiek lietota
aprakstoSo stastfjumu veidoSana, kad ilustrativie balsta attéli faktiski veido
aprakstosa stastijuma planu (Miltina, 2008; Txauenko, 1997). Grafiskas zimes
ar izmanto, analizgjot teikuma un varda strukttru, zilbju un skanu sastavu varda
u.c.
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Pirmsskolas vecuma skanu izrunas trauc&jums ir viens no vadosajiem runas
traucg€jumu veidiem. Nav noliedzams, ka min€to nepilnibu noveérSanas metodika
ir izstradati daudzveidigi darba papémieni, tatu nozimiga vieta logopé&dijas
jaunajas tehnologijas ir ieradama skanu artikulacijas modeliem ka lidzeklim
pirmsskolénu izrunas trauc&jumu noversana (Axumenko, 2005%).

Raksta meérkis. Atklat un pamatot artikulacijas modelu izmantoSanas
nepiecieSamibu pirmsskolas vecuma bérniem skanu izrunas traucEumu
korekcija.

Modelesana saistiba ar skanu izrunas traucéjumu struktiru
Modelling in connection with the structure of sound pronunciation
disturbances

Modelésana ir process, kura tiek veidoti modeli ar mérki radit priekSstatus
par objektu struktiiru, par ta elementu savstarpg&jam attiecibam (Jloromemws,
2004). T. Smislajeva un J. KorCuganova papildina ieprieks teikto, proti, tiek
veidots un izmantots objekta aizstajejs, kas apkopo ta butiskakas ipasibas
(CwmpinnsieBa & Kopuyranosa, 2005).

Artikulacijas modeli (objekta aizstajeji) atspogulo runas aparata periferas
dalas atsevisku organu (lipu, méles, miksto auksl&ju, balss saiSu) pareizo
poziciju, kas atbilst konkr&tas skanas artikulacijai un skan€jumam tas izrunas
bridi. Tas nozimé, ka neatkarigi no ta, kads ir skanu izrunas trauc€juma veids,
modelis palidz pirmsskolénam jégpilni apgiit skanas pareizrunas fiziologiskos
pamatus, lauj beérnam no pasiva atdarinataja (Skaties! Klausies! Atkarto!) klut
par aktivu dalibnieku koriggjosi attistosaja darbiba.

Modelu apguves gaita tiek sekmetas domasanas operacijas:

e  pirmsskoléns analiz€ tikai to artikulacijas organu darbibu izpausmes,

kuri piedalas konkretas skanas pareizizruna;

e  vingrinot atseviSkas vienkar$as kustibas skanas izrunas sagatavoSanas
posma, bérns tas sinteze sarezgitas kustibas veseluma;

e skapas izrunas apguvé pirmsskoléns darbojas nevis ar konkrétiem
priekSmetiem, bet ar modeliem, kas veicina abstrahéSanu: darba
procesa tiek analiz€ts skanas jédzieniskais t€ls, norobeZojoties no
faktiem, kas neattiecas uz analiz€jamo paradibu (Luse et al., 2014,

12);
e artikulacijas modeli ka uzskates lidzeklis, redzes uztveres balsts,
vienlaicigi kliist par berna patstavigas darbibas — kontroles

veicinatajiem. Nostiprinot artikulacijas kustibas un veidojot konkrétas
skanas akustisko veidolu, pirmsskoléns salidzina savu veidoto skanas
t€lu ar modelt redzamo;
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e darba procesa ar modeliem bé&rns nosaka katras skanas bitiskakas
ipasibas, apzinati visparinot, t.i., visi patskanu un lidzskanu
artikulacijas modeli atSkiras sava starpa (Mamxkoga, 2010; AkumeHko,
2005*%*),

Modelésana ir ciesi saistita ar skanu izrunas trauc€juma veidu. TieSi tadel
nozimigs klust logopédiskais slédziens, proti, ir janoskaidro vai pirmsskolénam
ir foné&tisks vai fonétiski fonematisks skanu izrunas trauc€jums. Artikulacijas
modelu un skanu izrunas trauc€jumu veidu cie$a sasaiste skatama 1. att€la
(Axumenko, 2005%).

PaplaSinati skatama skanu aizstaSana, kura ir v€rojama fonematisko
procesu attistibas nepietickamiba. Katrai valodai piemit sava fonematiska
sisttma, ko raksturo noteikts fonematisko pazimju kopums. Tas nozimé, ka
valoda ir skapas, kuram piemit varda nozimes Skiréjpazimes, un S§is
Skirgjpazimes paradas pretstatijumos: latvieSu valoda tie ir garie — 1sie patskani
(piemeram, ada — ada); cietie — mikstie lidzskani (lipa — lipa); balsigie —
nebalsigie lidzskani (zili — sili) (Miltina, 2005).

Skanu izrunas traucgjumu veidi
Skanu neizruna Skanu neizruna Skanu neizruna
L V \
Neizrunatas skanas Jaunapgistamas Aizstatas skanas Trukst kroplotas
artikulacijas modela skanas modelis artikulacijas skanas artikulacijas
apguve modelis modela
Skanu akustiskie

diferencesanas vingrinajumi
mode]u skatfjuma

v

Jaunapgiistamas skanas
artikulacijas modelis

1.att. Skanu izrunas traucéjumu veidi artikulacijas modelu skatijuma
Fig. 1 Forms of sound pronunciation disturbances in articulation models perspective

Fonematiska dzirde bérnam attistas Iidztekus skanu artikulacijas apguvei.

Jo veiksmigak norit skanu izruna, jo pilnigak notiek tas atSkirSana péc
skan€juma, un — otradi. Fonematiska dzirde veicina fonému atpaziSanu un
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atSkirSanu varda, veidojot varda kopskan&umu, varda izpratni. Tas nozimée, ka
skanu izrunas apguve vienlaicigi saistama ar fonematisko procesu attistibu.

SagatavoSanas posms artikulacijas modelu apguve; patskanu izrunas
istenoSana modelos
Preparation stage in acquisition of articulation models; realization of
vowel pronunciation

Pirms artikulacijas modelu apzinatas apguves logopédam ir japaredz
sagatavoSanas posms, kura bérns <> logop€ds riipigi péta skanu veidojoSos
organus.

Bérns < logopéds skata artikulacijas organus spoguli. Izpildot skanu
veidojoSo organu kustibas, pirmsskolénam nozimigs klist ne tikai atseviska
organa, bet visa runas aparata anatomiskais izvietojums. Tie$i tade] tiek
izmantots skanu veidojoso organu profils — sejas sanskats, kas raksturo objekta
pamatiezimju kopumu (Svesvardu vardnica, 1999, 630).

Tiek konstatets:

e ir aktivie runas organi (mele, lipas) un pasivie runas organi (zobi,

alveolas, aukslgjas);

e ldpas, mele veic daudzveidigas kustibas, bet apakszokla kritinajums
regul€ zobu rindu paveérumu,

e  gaisa pliismas pamatiezime — tas plidums vai nu pa muti, tad veidojas
mutes (oralas) skanas, vai caur degunu, tad rodas deguna (nazalas)
skanas. Gaisa plusmas celu nosaka miksto auksleju darbiba;

e  gaisa plusma iedarbina ,balss motorinu” — ja balss saites ir slégtas,
veidojas balsigas skanas, bet, ja tas ir pavértas, rodas nebalsigas
skanas;

e skanas izrunas bridi atseviSkas kustibas tiek apvienotas kustibu un
skan€juma veseluma (Laua, 1997).

Izmantojot profilu un savu artikulacijas aparatu, logop€ds iepazistina
pirmsskolénu ar artikulacijas organu uzbiivi. Atbildot uz jautajumiem: ,,Kas tas
ir? Ka to sauc?”, bérns veido atbildes, izmantojot profilu, noradot konkretas
skanas veidojoSo organu. Kad bérns apgiist artikulacijas kustibu iemanas, vins
izpilda kustibas gan atdarinot, gan péc vardiskas norades, nosakot, kurS$
artikulacijas organs darbojas, kadas kustibas tas veic, kam pieskaras, ta atrasanas
vietu mute un profila.

Darbibas gaita pakapeniski tiek ieviestas grafiskas zimes (simboli), kas
nosaciti apzimé artikulacijas procesa galvenos momentus. Katra grafiska zime
akcent€ artikulacijas organa noteiktu poziciju. Pienemtas grafiskas zimes var
uzsakt ievietot artikulacijas modelos patskanu izrunas nostiprinasanas gaita.
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Bérns izruna patskani, uzmanibu pievérSot trim kritérijiem: lipu pozicijai,
gaisa plismai, skanas skangjumam. Piem&ram, izrunajot patskanus [u ], [ T ],
ltpas ir pastieptas uz prieksu, apalotas (grafiska zime — O ), gaisa pliismai nav
Skeérslu. Patskanis [ u ] skan Tsi, bet [ G | — gari (grafiska zZime — aplitis ar
garumzimi — O). Abu skanu izruna balss saites saklautas, tas vibré (grafiska
zime — zvanin$ — @ ). Tiek veidoti patskanu artikulacijas modeli (sk. 2. att€lu).

@ —_
O O @
[ul [l

2.att. Patskanu [ u |, [ @i | artikulacijas modeli
Fig. 2 Articulation models of vowels[ u |, [ ii |

Lidziga veida tiek analizeti pargjie patskani —[a ], [a ];[1 ], [T]; [ o ];
[e], [ €], kartojot grafiskas zimes artikulacijas mode]os.

Lidztekus grafisko zZimju apguvei un artikulacijas modelu veidoSanai, rit
dazada veida vingrinajumi:

e logopéds izruna patskani, berns to atkarto, parada artikulacijas modeli;

e  patskani izruna p€c pasa izvéles, parada artikulacijas modeli;

e izvélas artikulacijas modeli, izruna skanu;

e izruna skanu, iztakte to, parada artikulacijas modeli;
1zruna skanu, parada modeli, parada burtu;
atpazist skanu ,,mé€maja artikulacija”, izruna to, parada modeli;

e salidzina Tso, garo patskanu artikulacijas modelus, atrod to lidzibas,

atSkiribas.

Tatad artikulacijas modeli ka uzskates lidzeklis lauj skanu izrunas macibu
procesu dazadot, veidot to interesantaku, vienlaicigi pirmsskoléns macas
analize€t, salidzinat, visparinat, apgiist patskanu diferencéSanas iemanas, skanas
<> burtus. Tiek likti pamati lidzskanu artikulacijas modelu apguvei.

Lidzskanu izrunas istenoSana modelos
Realization of consonant pronunciation through models

Lai piemérotu grafiskas zimes lidzskanu artikulacijas modelu veidoSanai, ir
analizétas dazadu autoru — V. Akimenko, T. Smilslajevas, E. Koréuganova,
N. Maskovas, A. Boldirevas, A. Lauas — izteiktas atzinas.

Var atzimét, ka min€to autoru rakstos ir izmantotas daudzas grafiskas
zimes, kuras ir nostiprinajusas un jau ieklautas logopéda koriggjosi attistosaja
darbiba. Tacu katrai valodai piemit sava skanu izrunas specifika, tadgl, veidojot
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patskanu, Iidzskanu artikulacijas modelus latvieSu valoda, grafiskas zimes tiek
papildinatas.

Lidzskanu izruna ir daudz sarezgitaka par patskanu izrunu. Par to liecina
lidzskanu izrunas fonétiskie un fonétiski fonematiskie trauc€umi. Lai
paskaidrotu konkréta Iidzskapa (piem&ram, [S§]) izrunu, pirmsskolénu
iepazistina ar skanas [ § ] artikulacijas profilu (sk. 3. attelu).

Bérniem tiek skaidrots, ka, izrunajot skanu [ § ]:

e liipas ir pastieptas uz priekSu, apalotas;

e zobu rindas — mazliet pavértas;

e plats méles gals, pacelts pret augs€jo zobu alveolam, veido spraugu,
méles sani pacelti pret augsejiem sanu zobiem;

e silta, plata gaisa pliisma virzas pa méles vidu ,.kausinu”. Balss saites
nevibre.

3.att. Skanas [ § | artikulacijas profils
Fig. 3 Articulation profile of sound [ § ]

Minéta lidzskana fonacija tiek skaidrota gan skatoties spoguli, gan
artikulacijas profila. Bérns saprot, ka, izrunajot skanu [ § ], ltpas ir pastieptas uz
prieksu, apalotas, tad€] grafiska zime ir aplitis — O, méles gals (grafiska zime —
®) ir pacelts uz augsu (grafiska zime — #4), sprauga starp méles galu un alveolam
lauj skanu izrunat ilgstoSi (grafiska zime — -290). Skana ir nebalsiga, tadéel
modeli nav grafiskas zimes — zvanina — @. Tiek veidots artikulacijas modelis

(sk. 4. attelu).
517000

4. att. Skanas [ § | artikulacijas modelis
Fig. 4 Articulation model of sound [ §]

111



SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Conference. Volume 111, May 27" - 28", 2016. 106-116

Lidziga veida tiek apgiiti arT citi lidzskani.

Ir jaatzime, ka lidzskanu pareizizruna uzmaniba pieverSama lupu, méles
gala, meles muguras pozicijam, gaisa pliismas virzienam, ta ilgumam, balss
saiSu darbibai.

Liipu pozicijas apziméSanai pirmsskoléns ir apguvis atseviSkas grafiskas
zimes, veidojot un analiz€jot patskanu izrunas artikulacijas modelus. Liipu
iestiepums smaida (grafiska zime — taisnstiiris — [___J) ir nepiecieSams gan
patskanu [ 1], [T ], gan lidzskanu [ s ], [z ], [ ¢ ], [ dz ] izruna; savukart lGpu
pastiepums un apalojums uz prieksu (grafiska zime — aplitis — O) tiek izmantots
patskanu [u ], [ G Jun Iidzskanu [ § |, [ Z ], [ € ], [ dZ ] 1zruna. Apgiistamas ar1
citas grafiskas zimes: pieméram, apaksliipas izliekums uz augsu (grafiska zime —
izliekts taisnstliris — C—— 1), kas nepiecieSams, fongjot skanas [ f ], [ v ]; lGpu
[n ] modelos; lapenu [ p ], [ b ], [ m ] lipu poziciju apzim&Sanai izmanto
grafisku zimi — rombs — .

Meles gala (grafiska zZime — @) pozicija ir noteicoSs faktors prieksejo
mélenu izruna. Pieméram, méles gals pie apakS€jiem priekSzobiem, izrunajot
skanu [ s ] (grafiska zime — taisnsttris, zem kura ir pildits aplitis — ~—=—).
Fongjot skanu [ t ] (grafiska zZime — kvadrats, virs kura ir pildits aplitis — E),
jo méles gals ir pie augs€jiem priekSzobiem. Skanas [ r ] izruna méles gals ir
dreboss, tade] tiek veidota $ada grafiska zime (@/"").

Vidégjomélenu ((k ],[ &1, [1],[n ], [j]) izrunas gadijumos méles gals ir
vienmer pie apaksgjiem priekSzobiem, tacu noteicos$ais So skanu izruna ir méles
vidgjas dalas pac€lums pret cietajam auksl§jam (grafiska zime — nepilnigs
pusaplis — ).

Pakalgéjo mélenu izruna svarigs ir méles pakal€jas dalas pacelums pret
cieto — miksto auksl&ju robezu (grafiska zime — — — figiira, kas norada méles
pakal€jas dalas pac€lumu).

Gaisa pliismas virzienu caur muti (oralas skanas) vai caur degunu (nazalas
skanas) nosaka miksto auksléju darbiba. Par to logopéds runa sagatavoSanas
posma, uzmanibu pieversot tris lidzskanu [ m ], [ n ], [ n ] fonacijai. Grafiskajas
zim€s horizontala linija norada uz skanpas deguna (nazalo) izrunu, piemé&ram,
skanas [ m ] grafiska zime — @, skanas [ n ] grafiska zime — = u.c.

Svarigs ir gaisa plismas ilgums, kas analiz€ams, iev€rojot skanu
artikulacijas veidu: slédzenus izruna 1si, bet spraudzenus var izrunat izelpas
garuma (grafiska zime — spirale — “707).

Gaisa plusma skanas izruna var biit arT saniska (laterala). Ta artikul€jot
lidzskani [ | ], veidojas $ada grafiska zime — = k.

Balss ,,motorina” darbibas apziméSanai tiek lietota grafiska zime —
zvanin$ — @, kas ir jau ir apglta, vingrinoties patskanu izruna. Interesanti
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artikulacijas modeli veidojas saliktajam skapam (afrikatam) —[c ], [dz ], [ ¢ ],
[dZ ]. Piem@ram, skanas [ ¢ ] artikulacijas modelis ir $ads (sk. 5. attelu):

r @

[t] (8] W - [€¢]

5.att. Afrikatas [¢] artikulacijas modelis
Fig. 5 Articulation model of affricate [ ¢ ]

Saliktaja artikulacijas modelt tiek akcentéta doma, ka skanas [ ¢ ] izrunas
sakuma méles gals veido slégumu ar augs€jiem priekSzobiem, tad liipas tiek
pastieptas uz priekSu apaloti, bet méles gals atslid pie alveolam skanas [ $ ]
pozicija. Lidziga veida tiek analizéti skanu [ ¢ ], [ dz ], [ dZ ] modeli.

Skanu 1izrunas fonétisko trauc€jumu gadijumos logopeéds demonstré
jaunapgiistamas skanas izrunas paraugu, lietojot spoguli/profilu un skanu
1zrunas artikulacijas modeli.

Fonacijas nostiprinaSana zilb&s, vardos noris atrak, jo bérna uzmaniba tiek
pieversta savas darbibas paskontroles iesp&jam, izmantojot modeli.

Izmainas bérna atticksme pret skanu korekciju, jo darbibas tiek apjegtas,
Izprastas, vienmér izmantojot jauno uzskates lidzekli. Pieaug bérna patstavibas
iespejas savas runas labosana.

Apgitie patskanu, lidzskanu modeli noder art skanu aizstaSanas (fonétiski
fonematiskie traucgjumi) gadijumos. Saliekot kopa diferenc€jamo skanu
modelus, bérns viegli var konstatét konkréto skanu artikulacijas un akustiskas
atSkiribas (sk. 6. att€lu).

|;l
g)m (517090 @*’ﬁ T )

6.att. Skanu [§ ] —[s ], [ § ] — [ t] diferencéSana modelu skatijuma
Fig. 6 Differentiation of sounds [ $ ] —[s ], [ § ] — [ t] in models perspective

Piem&ram, skanu [ § ] — [ s ] modelu salidzinajuma viegli rodamas
atSkiribas: izrunajot [ § |, lGpas ir apalotas (modeli — aplis), fongjot skanu [ s ],
ltpas izstieptas smaida (modelt — taisnstiris). Artikul&jot skanu [ s ], méles gals
(modeli — melns aplitis) atrodas zem taisnstiira (pie apakSejiem priekSzobiem),
bet izrundjot skanu [ § ], me&les gals pacelts pie alveolam (modelt bulta parada
méles gala pac€lumu).

Abas skanas var izrunat izelpas garuma (modeli — spirale). Abas skanas ir
nebalsigas, tad¢] modeli triikst zvanina (grafiska zime — @), kaari[ S Jun[s]ir
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mutes (oralas) skanas (nav grafiskas zimes). Skanu [ § ], [ t ] diferencéSana
notiek lidziga veida.

Fonematisko procesu pilnveidei tiek izmantoti dazadi vingrinajumi:

e  bérns macas diferencet skanas péc rezonatoru lidzdalibas, nosakot ar
taustes palidzibu, vai deguns ,,diic” vai ,,nediic”, vai skana plist pa
muti. Tiek mekléta modeli konkréta grafiska zime;

e tiek pretstatitas skanas péc artikulacijas veida (slédzeni — spraudzeni).
Bérns nosaka, vai skanu var ,stiept”, vai ta izrun3jama 7si, atri.
Minétais fonematiskais skanu pretstatijums mekl€jams modelt
(grafiska zZime — spirale — “497);

o diferenc€jot balsigos — nebalsigos Iidzskanus, tiek noteikts, vai
»zvanin$ skan”. Sava atzinuma pareizibu beérns var atrast modeli
(grafiska zime - @) (Akumenko, 2005**),

Skanu artikulacijas modelus var sekmigi izmantot ari lasitmaciSana. Ja
atbilstigu modeli attiecina uz konkr&tu burtu, tad burts tiek iegaumets atrak. Art
burtu saliedésana zilbés, vardos notiek vienkarSak, jo modelis atspogulo ,,tiru”
skanu un bérns lasot p&c modeliem, redz skanu artikulaciju. Izrunajot lidzskana
pirmo modeli, bérns plistosi pariet uz patskapa izrunu otraja modeli
(bonmwipeBa, 2014, 40). Tatad pirmsskoléns var kontrolét burtu secibu varda,
konkréta burta atrasanas vietu, burtu skaitu lasiSanas procesa, vélak — ar1 rakstot.
Tada veida tiek apgiitas elementaras, sarezgitas fonematiskas analizes un
fonematiskas sint€zes prasmes, kas atvieglo bérnam lasit un rakstit prasmes
apguvi.

Pamatojoties uz iegltajam teorétiskajam atzipdm un izstradatajiem
artikulacijas modeliem, 2014./2015. macibu gada praktiskie materiali tiek
aprobéti 3 pirmsskolas izglitibas iestades, ietverot 41 bérnu ar fonetiskiem un
fongtiski fonematiskiem trauc€jumiem (vecums 5 — 6 gadi).

Tr1s logopedu darba rezultata tiek giitas Sadas atzinas:

e uzteicams ir sagatavoSanas posms, kura bérni apjégti giist informaciju
par artikulacijas aparata darbibu. Izmantojot spoguli, artikulacijas
profilu un praktiski darbojoties, bérns vingrinas konkrétu artikulacijas
organu darbibu atpaziSana;

e tiek atziméts, ka patskanu modelus beérni apgist viegli. Logopédi,
izmantojot pirmsskolénu zinasanas par geometriskam formam, skaidro
katras grafiskas zimes nozimi. Ka pozitivs moments tiek uzsveérta
atvieglinata 1so — garo patskanu diferencéSana. Bérni labprat strada
apakSgrupas, paros, izmantojot patskanu modelus ka galda spéli,
diferencgjot garo — 1so patskani, izdziedot un iztaktjot tos. Ta
berniem veidojas panakumu motivacija, vélme pieradit savu prasmi;
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e modeli ka uzteicams paligs ir izmantojami darbibas ar bilingvaliem
bérniem. Viniem médz biit grutibas pilniba uztvert mutvardu
skaidrojumus, tade€] vizuali uztveramais artikulacijas modelis nozimigi
papildina valodas izpratni;

e [lidzskanu izrunas korekcija modelis kliist par veiksmigu uzskates
lidzekli (,,Spikeri”), jo, apgustot katru grafisku zimi, bérns salidzina
modeli redzamo un attiecina to uz savu runas organu — to fiksgjot,
slépjot vai aktivi izpildot kustibu;

e  materials ir nozimigs atbalsts Iidzigi skanoSo Iidzskanu (balsigo —
nebalsigo, cieto — miksto, svelpenu — Snacenu u.c.) diferencésana.
Izgatavojot vairakus modelu komplektus, logopédi organizé savu
audzeknu darbibu paros. Rotaldarbiba rit lidzigi ka ar patskanu
modeliem, kuros beérni darbibas pierada savu prasmi diferencét
lidzskanus gan péc artikulacijas, gan péc akustiskam pazimém. Tada
veida tiek sekméta bérnu patstaviba.

e modeli tiek veiksmigi izmantoti lasiSanas prasmju apguve. Sakuma 2
modeli tiek kartoti blakus (zilbju apguve), velak pievienojami 1 — 2
modeli, veidojot vardus (piem&ram, [eS], [m&s], [man], [masa] u.C.)

Secinajumi
Conclusions

Artikulacijas modelu izmantoSana ir cieSi saistama ar skanu izrunas
korekciju. Pirmsskoléns giist papildu informaciju par runas aparata organu
pareizu stavokli, to darbibu, izmantojot skanu modeli un skanu izrunas profilu.

Tada veida tiek panakta noturiba artikulacijas organu pareizas pozicijas
iegaumé&sana visa koriggjosi attistosas darbibas laika.

Lidztekus skanu fonacijas apguvei, notiek ar1 skanu fonematiska
diferencéSana. Veidojot bérna apzina priekSstatu par valodas skanu artikulacijas
un fonematisko kopt€lu, palielinas bérna aktivitate, patstaviba, un macibu
process kliist interesantaks un daudzveidigaks, palielinas b&rnu motivacija
pozitivu rezultatu sasniegSanai.

Modelésana koriggjosi attistoSaja darbiba tiek izmantota gan ka izzinas
metode, gan ka programma dazadu valodas paradibu analizei, atvieglojot skanu
izrunas korekciju, lasiSanas sakotngjo iemanu apguvi.

Summary

Sound pronunciation disturbances are one of the most frequently observed speech
problems in pre-school age. Models of sound articulation are significant part of contemporary
technologies in speech therapy. In correction process the model is a tool in prevention of
sound articulation disturbances. As a visual aid — model with included graphic signs enables
for pre-school child meaningfully learn correct pronunciation of the sound by providing
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opportunity to be an active participant in the prevention process of disturbances. There are
included not only information about the sounds articulation but also those phonemic
characteristics reflecting contraposition: long — short vowels, voiced — silent, hard - soft,
nasal — oral consonants etc.

By considering theoretical approach and using developed models in three institutions of
pre-school education approbation of new materials was done (number of participants is 41
children with phonetically phonemical and phonetical disturbances). Speech therapists
involved in research emphasize, that acquisition of vowel’s pronunciation models makes
easier for children the process of differentiation of long — short vowels. It is possible to help
in development of phonemical perceptionby using models as a board game, by singing, by
using gestures in reflection of vowels. In the correction process of consonants’ pronunciation
the model turns into successful visual aid where each graphic sign reflects position of lips and
tongue, direction and duration of air flow, activity of vocal cords. Attitude of pre-school child
is more focused to correction process of sound articulation, because activities become
comprehensible, child’s motivation and independence in his/her speech correction increases.
Visually perceived material significantly supplements speech therapist’s oral explanation to
bilingual child.

The process of consonants pronunciation automatization develops more quickly: by
articulating consonant’s first model, pre-school child fluently moves to consonant’s
articulating in the second model. It is helpful not only in articulation of syllables, but also
promotes first steps in reading skills development. The results obtained present evidence
about necessity of using articulation models in correction process of sound pronunciation
disturbances.
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PRACTICAL ACTIVITIES ALLOW STUDENTS WITH
DISABILITIES TO DEVELOP AN UNDERSTANDING OF
THEIR ENVIRONMENT AND THEMSELVES

Ilga Prudnikova
Rezekne Academy of Technologies, Latvia

Abstract. The research problem was to find answer to the question: how did the role of
practical tasks and activities in the education of students with moderate/severe disabilities is
an important one. A review of current and past theories of cognitive development focusing on
the role of experiential learning because for today’s students with disabilities there is a
stronger emphasis on practical skills and motor skills development opportunities than on
traditional learning approaches. Home Economics and Its Technologies is one of the subjects
in today’s curriculum where time is allocated to activity-based learning and experiences.
Occupational therapy has a positive effect on the child’s psyche, helps to manage and
organise the child’s impulses, renews and promotes appropriate work habits, helps organise
his/her activities and reduces the child’s focus on his/her own shortcomings or disabilities.
Keywords: students with disabilities, moderate/severe disabilities, special education,
curriculum, Home Economics and Its Technologies, the educational process.

Introduction

The popularity of teaching everyday work skills in schools is longstanding
as demonstrated by the fact that in Latvia’s 1925 overall curriculum plans
“almost one third of the mandatory lessons for students were dedicated to
subjects who required activity-based learning by the students” (Antalogija,
1994, 14).

The pedagogue, Cirulis, a Latvian educator and expounder of “trade
schools” and the most prodigious creator of systemic approaches for the use of
activity-based learning in teaching of handicrafts in Latvia, stresses that the aim
of teaching handicrafts is not to teach the student a trade but to aid the student’s
physical and emotional development. One subject in today’s curriculum that
includes activity-based learning through a range of topics or units, including the
teaching of handicrafts, is Home Economics and Its Technologies (Ilupyis,
1890).

The subject of home economics has had many name and content changes
over the years. If, originally, home science was viewed only as a practical
subject with limited possibilities, then today it has become a man-faceted way of
helping in the overall personal development of the student. This movement has
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been influenced by social and economic changes as well as the community’s
changed expectations of formal education. Home Economics and Its
Technologies was associated with the preparation of the student for work, as
well as teaching specific practical skills, neglecting the opportunity to use this
subject to aid the overall development of the student. Today it is a complex
subject with multiple directions, technologies and skills which also uses and
tests the student’s ability to generalise knowledge gained in other subjects. It is
one of the subjects in today’s curriculum where time is allocated to activity-
based learning and experiences. By completing set activities the student
becomes familiar with the major steps of the task, as well as becoming familiar
with the tools or instruments that will allow him/her to complete the task
effectively. It has moved from teaching and learning of practical tasks to
promoting the overall personal development of the student.

Vygotsky stressed that special education must be linked to regular
education in that it should follow the same principals as general education, that
is that education must lead development (Vygotsky, 1983, 50-60). He discusses
students with disabilities in terms of their “primary” and “secondary” disabilities
and their interactions. The primary disability is the impairment due to biological
factors but this is compounded by distortions to higher psychological functions
due to social factors. Vygotsky sought to define a student with disabilities from
a point of strength calling this “positive differentiation”. He also argued that
scaffolding of learning through the assistance of an adult supports the
development of emerging abilities revealing the potential of the student. This
process, the Zone of Proximal Development, utilises appropriate assistance from
an adult or more advanced peer to assist with learning as Vygotsky’s theories
place a strong emphasis on culture affecting cognitive development.

For today’s students with disabilities there is a stronger emphasis on
practical skills and motor skills development opportunities than on traditional
learning approaches (Florian, 2007). Freimanis reinforces this when he states
that lessons need to focus on well-defined activity-based learning (Freimanis,
2007). Subject — specific teaching and learning programs should focus on
activity-based experiences across a range of situations because ‘“‘sensory
experiences and words are the key to the formation of concepts, but words
removed from sensory experiences transfer the process to a verbal sphere which
IS not characteristic for children” (Vygotsky, 2002, 120). For this reason one of
the biggest challenges facing remedial education today is the preparation of
students for the workforce (Liepina, 2008). Similarly Freimanis states that
“occupational therapy has a positive effect on the child’s psyche, helps to
manage and organise the child’s impulses, renews and promotes appropriate
work habits, helps organise his/her activities and reduces the child’s focus on
his/her own shortcomings or disabilities” (Freimanis, 2007, 180)
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Students with moderate/severe disabilities need to participate in real but
guided experiences. They need the opportunity to experience multiple activities
and their consequences. They need to be able to share their experiences in order
to enrich their lives.

The aim of this paper is to analyse the literature, Latvian policies and
national directions and evaluate personal experience in order to identify the role
of practical tasks and activities in the education of students with
moderate/severe disabilities is an important one.

Theoretical guidelines

Dewey (1974) believed that experience was the basis of all learning.
However the experience itself is not sufficient for learning to occur. Bacon
(1989) asserted that knowledge comes primarily from sensory experience but
this needs to be processed, to be made sense of, in order to generalise the
knowledge to other situations. Locke (1977) also stressed that the experience
itself was not knowledge but that knowledge grew from it.

Bruner (1996) believed that cognition developed through interaction with
the environment and that it developed in the move from the concrete to the
abstract. Rogers (1994) also favoured experiential learning but for the best
outcomes teachers need to provide a positive climate, clarify the purpose,
organise the resources, balance intellectual and emotional components and share
feelings, all without dominating.

Vedins (2008) states that all students can learn as all people are born with
the ability to explore their environment through their senses. Positive, practical
activities allow students to develop an understanding of their environment and
themselves.

However more than “direct” experience is needed, the experience also
needs to be corrected to become a “true” experience. It is through the
identification of discrepancies and making sense of them that students can return
to a sense of equilibrium which Piaget (2002) sees as crucial for the learning
process. One way of making sense of an experience is through socio/cultural
interaction according to Vygotsky (2002). Teachers need to create an
environment which will encourage participation and Vygotsky identifies the use
of the Zone of Proximal Development as a way for the adult to promote student
learning.

As students with disabilities come from a range of environments with a
range of experiences, mediation of experiences is important. This mediation can
take various forms such as deliberate practice (Vedins, 2008), the use of
language (Vygotsky, 2002; & Piaget, 2002), changing attitudes (Spona, 2001),
reflection (Broks, 2007; Boud et al., 1985) and feedback (Race, 2010).
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Kolb (1984) identified a cycle of experiential learning which involves a
concrete experience, reflective observation, abstract conceptualisation, active
experimentation. Honey and Mumford (1992) preferred to identify the process
as a spiral as the process involves constant development and Race (2010) as a
series of ripples which impact on one another and which are driven by the
student’s wants or needs and impacted upon by feedback.

Liepina (2008) notes that students with disabilities need instruction,
practical demonstration and the use of appropriate language i.e. precise and
concise. Knowledge of fundamental concepts (e.g. size, shape, number) is a pre-
requisite for students being able to use experiences, to identify similarities or
differences and to move to further learning.

Organisation of the educational process for students with moderate/severe
disabilities

In Latvia, the National Primary Education Standard sets the overall goals
and requirements of education, but the Special Education Curriculum seeks to
implement these through the development of Individual Educational Programs
(IEPs) for students with disabilities. For students with moderate/severe
disabilities these IEPs are developed jointly by the student’s parents and teacher.
The process focuses on the student’s needs and abilities, taking into account the
student’s experiences, skills, cognitive development as well the National
Primary Education Standard and the goals and objectives of each subject. This
type of plan is viewed as a “remedial education program whose methodology
and structure is appropriate for people of a mandatory schooling age who require
additional support with their primary education” (General Education Law,
1999, 1.p.).

Home Economics and Its Technologies, together with subjects such as
Latvian and World History, Social Science, Sport, Ethics and Religious
(Christian) Education fall within the overall area of Citizenship and Society the
major objectives of which are to:

e develop and understanding of emotional and physical development

and the obligations of citizenship;

e develop an understanding of lifelong learning;

e develop expertise in understanding and expressing the student’s own

point of view about past and present events;

e develop communication and interaction skills;

e promote a proactive approach to life in the community and develop

the citizenship skills for participation in a democratic society;

e develop independent learning skills (MK Regulations, No. 468, 2014).
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The Special Education Curriculum Model for students with disabilities or
multiple disabilities defines:

e the education program’s goals and objectives;
the content;
the implementation plan;
requirements relating to prior learning;
the necessary human, financial and material resources for the
implementation of the educational program based on the health and
development needs of the student.

This model aims to secure the implementation of IEPs to facilitate
“practical skills development” for students with disabilities. In instances where
the motor and cognitive skills development is extremely impeded, the school can
develop a remedial program that is not tied to specific timetabled subjects
(Sample special primary education program for students with moderate/severe
disabilities and severe developmental disorders, 2009).

The Special Education Curriculum has, from the beginning of schooling, a
greater emphasis on activity-based, practical subjects than the regular education
curriculum because activity-based learning:

e encourages intellectual activity;

e  promotes attending behaviours;

e isinstrumental in strengthening the student’s will;

e develops work skills and ethics (Liepina, 2008, 310).

Organisation of the educational process for students with moderate/severe
disabilities is as follows:

( National Primary Education Standard A

Special Education Curriculum Model for students with moderate/severe disabilities or
multiple disabilities

Guidelines for programs for students with moderate/severe disabilities

\ J/

( Implementation of IEPs in special education (for students with moderate/severe disabilities A

or multiple disabilities)
\ J/

Figure 1 Organisation of the educational process
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An individual approach is developed in conjunction with the specific
student taking into account “the psychological, physical, intellectual, social and
behavioural characteristics” and it places the student in the centre of the process,
taking into account his/her needs and interests in order to foster development of
an understanding of home economics and the social interaction process
(Freimanis, 2007, 73). Special schools (institutions) need to implement special
education programs appropriate for the special needs of the students which
comply with the demands of the educational institution (Liepina, 2008;
Freimanis, 2007), taking into account the following operating principles:

e  educational content which is practically orientated;

e acomprehensive review of the student and his/her needs;

e interaction between the teacher, year advisor and parents in
developing the IEP so that the student can live as independently as
possible;

e accessing opportunities for work and contributing to life in the
community;

o development of work-related skills so the student is able to find
employment post-school;

e creation of a data base which details the student’s development and
his/her learning and health needs;

e preparation of all those involved in supporting the integration of the
student into the life of the school (parents, teachers, health workers,
other students);

e appropriate adaptations to enable students with severe physical
disabilities to participate;

e  co-operation with special education development centres.

All special education settings in Latvia work towards expanding the
functions of the setting as is reflected by the enrolment numbers of students with
moderate/severe disabilities (Level C) in special schools. “...As students with
disabilities find it more difficult to develop work skills and competencies than
their normal peers” (Liepina, 2008, 311) it is necessary to provide more
opportunities for practice, more repetition. This is compounded language
learning difficulties which impact on understanding oral instructions but even
more so on the comprehension of written or diagrammatical instructions.
Problems also arise when generalising skills to other situations (Liepina, 2008;
Friend, 2005). Rubinstein emphasised that “for the development of all mental
processes, help from the teacher is crucial” (Py6unmreitn, 1986). For this
reason in C Level classes there is both a teacher and an assistant teacher (not a
teacher’s aide).
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The first C Level classes were opened in Riga’s 5™ Primary Boarding
School, and in Liepaja’s and Daugavpils’ special schools. They were the first
step in integrating students with moderate/severe disabilities (C Level) into
special schools. In the 1990/91 school year, there were 15 students with
moderate/severe disabilities in C Level classes in 2 special schools. In the
1996/97 school year this had grown to 62 C Level classes in 27 special schools
which provided education for 366 students. In 2001 this had risen to 703
students, in 2005 to 1125 students and in 2015 to 1557 students (IZM Statistics
and Data Analysis Division).

The data shows that most special schools continue implementing IEPs for
students with moderate/severe disabilities for another three years after they
finish their primary education, which finishes in Year 9 in Latvia. Based on the
student’s needs, his/her health and the opportunities provided by each setting,
the students are prepared for life and work in the community. The subject Home
Economics and Its Technologies combines learning at school with the students’
everyday experiences and the skills required for life in the community.
Information which has been learned by the students through experience and
everyday interaction with their families is extended. This is an important period
in the life of students with moderate/severe disabilities, as the opportunities
provided by the school to develop skills, attitudes and knowledge cannot be
replicated just through family interactions.

As can be seen from the Figure below, Home Economics and Its
Technologies requires the systematic teaching of specific skills.

Home Economics
and Its
Technologies

Handicrafts and Home Science Trade skills: Trade skills:
visual arts Sewing working with
timber

Figure 2 The content of Home Economics and its Technologies
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Within the abovementioned units the focus is on helping students to gain
insights about the man-made environment, to develop work skills specific to
each unit as well as skills related to maintaining and using leisure environments.

They acquire the skills to model and shape materials such as paper, natural
materials, textiles, wire, and plasticine and other materials. They learn to be
responsible for their work, to work individually or in a group, skills for working
with pencils, rulers, scissors, needles, to observe rules for occupational safety, to
master the technologies used in production (e.g. timber) as well as the basics of
design, to use the tasks for self-expression, to assess their work and that of their
peers and others, prepare for life and work in the community.

Each student, according to his/her state of health, abilities and level of
development is ensured opportunities, to learn to live in a rapidly changing
society while at the same time the student is provided with the pedagogical,
psychological and medical support required. Students come to understand how
they can achieve their full potential, which will ensure both their and society’s
welfare in the future.

The focus is on motor development, beginning with hand and finger
exercises and then whole-body movement coordination as, even though these
activities, through the mastery of elementary skills, it is possible to support the
development of speech, the ability to think, to make purposeful movements, to
develop emotions and willpower. The main aim of these activities is “for the
child to comprehend the activity, no matter how basic or primitive” (Liepina,
2008; 134).

The aims for Home Economics and Its Technologies are as follows:

Home Economics and Its
Technologies

Systematic teaching and Developing the ability Developing awareness
learning of practical required to complete and appropriate attitude
skills tasks through practical
activities

Figure 3 The goals of Home Economics and its Technologies
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The needs of the student are paramount for the development of an IEP
which addresses all subject areas including Home Economics and Its
Technologies. This plan, based on the skills and abilities of the student,
includes:

e developing an understanding of equipment, food, cleaning, cooking,
and knowledge of the personal significance of these activities as well
as the motivation to complete these practical activities (Home
Science);

e developing an understanding of materials, tools, equipment, the use of
equipment (technologies used) and materials, and knowledge of the
personal significance of these activities as well as the motivation to
complete these practical activities (handicrafts and visual arts);

e developing an understanding of working with textiles and the
associated technology, the skills to use this technology, and
knowledge of the personal significance of these activities as well as
the motivation to complete these practical activities (Trade skills,
Sewing);

e developing an understanding of wood working and the relevant tools,
skills in using appropriate technology, and knowledge of the personal
significance of these activities as well as the motivation to complete
these practical activities (Trade skills, Woodwork).

It is important for students with moderate/severe disabilities, for the
teaching Home Economics and Its Technologies to commence in the primary
school building on prior learning and knowledge. Then, through the use of
systematic and sequential teaching, to expand the student’s interests and
knowledge, so that the student is aware of his/her needs, goals and interests and
can work towards achieving these in the future.

Conclusions

Students with moderate/severe disabilities need to participate in real but
guided experiences. They need the opportunity to experience multiple activities
and their consequences. They need to be able to share their experiences in order
to enrich their lives.

The role of practical tasks and activities in the education of these students
IS an important one. Cognitive, humanistic, social and constructivist learning
theories stress the importance of making sense or meaning from experiences.

A review of current and past theories of cognitive development focusing on
the role of experiential learning is linked to implications for practice as well as
to current Latvian policies and national directions. As well the subject, Home
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Economics and its Technologies is used as an example of an experiential
learning structure which utilises previous experiences to enhance current and
future learning.

The investigation of research literature on disabilities and the impact on the
cognitive development of students with moderate/severe disabilities, leads to the
conclusion that such students have a right to have their own learning systems,
where the school’s environment supports the students with disabilities to
undertake purposeful learning tasks, ensuring that these are appropriate to their
needs and which utilise sequential and multi-level activities and provide
opportunities for learning through practice.

The subject Home Economics and its Technologies is, by its very nature, a
practical subject. It fits within the overall education area of Citizenship and
Society and it aims to develop students into life-long and independent learners,
with an understanding of the rights and obligations of citizenship in a
democratic society, as well as developing skills in communication, interaction
and community participation. It is divided into four units and each unit is
designed to develop the students’ knowledge, skills and attitudes through the
completion of practical activities.

As can be seen, learning through practice is made up of several phases of
experiences which impact on the student’s motivation, skills and attitudes which
lead to new learning. This process can be supported through the use of
Individual Educational Plans (IEPS) where teachers and parents can assess
student needs, set goals, use specific prior experiences to promote new learning,
use appropriate feedback to support the student’s scaffolding of his/her learning
in order to encourage active participation and further learning. This can be done
in a regular setting, but specialist classes (C Level) are growing in popularity in
Latvia.
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AGRINAS IEJAUKSANAS IESPEJAS IEKLAUJOSAS
IZGLITIBAS ASPEKTA

Early Intervention Possibilities in Aspect of Inclusive Education

llga Prudnikova

Jekaterina Jankovska
Rézeknes Tehnologiju akadémija

Abstract. Inclusive education is an essential component, which provides people with special
needs state of society in the future. Nowadays education, bringing together scientists,
psychologists, educators theories and knowledge, gives off the focus early intervention idea.
Early help is different sectoral expert professional advice and support. Fundamental of early
intervention is inter-institutional cooperation that promote child development and
socialization. Child's preparation to school is directly related to the timely, early assistance
and support measures. Quality of inclusive education depends on all the parties of
professional competence.

Keywords: special needs, early intervention, early childhood, preschool, family's needs,
preschool education, inclusion, children's rights.

levads
Introduction

Izglitibas attistibas pamatnostadnes 2014.-2020.gadam ieklaujoSu izglitibu
definé ka procesu, kura tiek nodroSinatas atbilstoSas visu izglitojamo
daudzveidigas vajadzibas, palielinot ikviena izglitojama Ilidzdalibas iespéjas
macibu procesa, kultira un dazadas kopienas un samazinot izslégSanas iesp&jas
no izglitibas un izglitibas ieguves procesa (Izglitibas attistibas pamatnostadnes
2014.-2020.gadam, 2014). Ari UNESCO sniegta definicija nosaka, ka icklaujosa
izglitiba ir process, kura izglitiba tiek nodroSinata atbilsto$i visu izglitojamo
daudzveidigajam vajadzibam, palielinot ikviena lidzdalibas iesp&jas macibu
procesa, kulttiras aktivitat€s un kopienas dzivé un tadéjadi mazinot savstarpgju
noslégSanos un atstumtibu sabiedriba, izslégSanas iesp€jas no izglitibas un
izglitiba. Kvalitativa valsts izglitiba visiem, neatkarigi no izglitojamo
socialekonomiskajiem apstakliem, funkcionala stavokla un dzivesvietas, ir
vienlidzibu un socialo ieklauSanu veicinoSs instruments. Tapéc ir svarigi, lai
visiem izglitojamiem jebkura attistibas perioda tiktu nodroSinata pieeja
kvalitativai, galvenokart valsts izglitibai, kas atvertu durvis uz darba tirgu un
lautu stradat pienacigas kvalitates un labi apmaksatu darbu. Veiksmigas
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miuzizglitibas, socialas integracijas, personigas izaugsmes un turpmakas
nodarbinatibas butisks pamats péc Eiropas Komisija uzskatiem ir agrina
pirmsskolas izglitiba un apripe (Eiropas Komisija, 2011).

Misdienas tiek uzskatits, ka tas, kas notiek bérna pirmajos dzives ménesos
un dzives gados, ietekmé bérna attistibu turpmakos periodos. Agrinie bojajumi
var klit neatgriezeniski, ja b€rniba tiek palaistas garam agrinas iejaukSanas
iesp&jas, saprotot ar to nepiecieSamo darbibu, kas javeic, lai atbalstitu jebkuru
b&rnu un vina gimeni, péc iesp&jas atrak jebkura bérna izglitibas posma. Saskana
ar psihologu, pedagogu teorijam un atzinam agrina pirmsskolas izglitiba un
apriipe aizvien biezak tiek uzskatita par biitisku pirmo soli b&rna turpmakaja
izglitibas attistiba (Peterander, 2003; Blackman, 2003; Park & Peterson, 2003;
Shonkoff & Meisels, 2000 u.c.). Nodrosinot kvalitativu pirmsskolas izglitibu un
apriipi, tiek raditas un nostiprinatas mazo b&rnu prasmes tadas jomas ka valoda,
rakstpratiba, matematika un dabaszinatnes un veicinata ar maciSanos saistito
sociali emocionalo kompetencu, 1pasi pasregulacijas un socialas kompetences
attistiba (McClelland et al., 2006). Latvija spéka eso$ajos normativajos
regul&jumos un starptautiskas saistibas, kuras Latvija ir uznémusies, noteikts, ka
Valsts uznemas atbildibu par visu Latvijas iedzivotaju labklajibas celSanu un
socialas nodro$inasanas jautajumu risinasanu, tai skaita ari par beérniem agrina
pirmskolas vecuma. Latvijas iedzivotaji sanem socialas garantijas un socialo
palidzibu p&c vienotiem principiem un vienlidziga apmeéra.

Petijumi un debates ir pieversuSas jautdjumam par integrétam agrinas
pirmsskolas izglitibas un apriipes nodroSinajuma sistémam, kuru pamata ir
1zglitibas, veselibas un socialas pieredzes mijiedarbibas ietekme uz bérna ar
specialam vajadzibam vispusigu attistibu, jo tick uzskatits, ka STm nozarém ir
jauznpemas kop€ja atbildiba b&rna agrina attisttba (European Agency for
development in Special Needs Education, 2010), lai Tstenotu ieklaujoSas
izglitibas mérki un nodro§inatu kvalitativu izglitibu visiem izglitojamiem.

Petijuma merkis ir, balstoties uz teorétiskiem avotiem, analize€t agrinas
iejauksanas jédzienu plasaka un daudz sarezgitaka konteksta, aptverot vairakus
aspektus, un anketéSana noskaidrot, cik sagatavoti ir specialisti, lai stradatu ne
tikai ar pasu bérnu vecuma Iidz pieciem gadiem, bet arT ar vina gimeni, tuvako
apkartéjo vidi, un izveérte€t vecaku, kuru bérni apmekleé specialo pirmsskolas
1zglitibas iestadi un 2015./2016.m.g. uzsaka macibas visparizglitojosajas skolas,
viedokli par atbalsta nepiecieSamibu, lai savlaicigi identific€tu riska faktorus un
sniegtu nepiecieSamo atbalstu.
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Teorétiskas pamatnostadnes
Theoretical guidelines

Vairakums pedagogijas teoriju, kuras sakotn&ji pievérsusas pirmsskolas
vecuma bérnu ar specialam vajadzibam izglitibas stratégijam un iesp&jam, ir tas,
kur galvena uzmaniba tiek pieversta tieSi bérnam un b&rna trauc€jumiem, Kurus
uztver neatkarigi no tas apkart&jas vides, kura beérns dzivo (Skinner, 1968;
Piaget, 1970). Aplikojot turpmakos pé&tijumus, var konstatét, ka pakapeniski
tiek akcent€ta gimenes, aprupétaju loma (Ainsworth et al., 1978) un apkart&jas
vides ietekmes loma (Bronfenbrener, 1979).

Tas lauj secinat, ka agrina bérna attistiba ir sarezgits process un nevar
koncentrét uzmanibu tikai uz bérnu, bet ir janem veéra apkartéja vide, kura bérns
dzivo. Saskana ar Blackman “agrinas iejaukSanas uzdevums ir aizkavet vai
samazinat fiziskos, izzinas, emocionalos un resursu ierobeZojumus maziem
b&rniem ar biologiskajiem vai apkartejas vides riska faktoriem” (Blackman,
2003, 2. Ipp.). Autors petijuma izce] gimenes galveno lomu un uzskata to par
icjaukSanas veiksmes faktoru.

Gimene ir vistuvaka bérna vide, kura tiek veidota socialas pieredze jau
agrina vecuma. Gjimenes morala, emocionala un sociala labklajiba ir bérna
labvéligas attistosas vides pamats. Vecakiem, gimenei, kura aug b&rns ar
specialam vajadzibam ir tiesibas uz 1paso apriipi un palidzibu, ka ari tiesibas,
kuras ka pamatprincipus nosaka ANO Bérnu tiesibu konvencija. Saskana ar $o
dokumentu bérnam ar attistibas traucg€jumiem ir jadzivo pilnvertiga un cieniga
dzive, kada nepiecieSama bérna fiziskai, intelektualai, garigai, tikumiskai un
socialai attistibai apstaklos, kas lauj saglabat paScienu, palidz uzturét ticibu
saviem spekiem un atvieglo vinu iesp&jas aktivi piedalities sabiedribas dzive.
Ikvienam no Siem bé&rniem ir tiesibas uz ipasu apripi un liigta palidziba, kas
bitu piemérota konkréta bérna stavoklim un vina vecaku vai citu par bérnu
atbildigo personu apstakliem, tiek sniegta bez maksas, lai bérnam biitu realas
iespejas sanemt un vin$ ari sanemtu izglitibu, macibas, veselibas apriipes
pakalpojumus, rehabilitacijas pakalpojumus, ka art tiktu sagatavots darba dzivei
un varctu atplsties, reiz€ veicinot peéc iesp€jas pilnigaku beérna socialo
integraciju un personibas attistibu, tostarp, kulturalu un garigu izaugsmi (ANO,
Bérnu tiesibu konvencija, 1989).

Logisks pamats, ka gimeném, kuras aug bérns ar specialam vajadzibam,
bieZi ir nepiecieSama palidziba. Dansts defin€ agrino iejaukSanos ka “atbalsta
(un resursu) nodro$inasanu gimeném ar pirmsskolas vecuma bérniem, ko sniedz
neformalie un formalie socialas palidzibas pakalpojumu sisteémas locekli, kas
tieSi vai netiesi ietekme vecakus, gimeni un bérna funkcionésanu” (Dunst, 1985,
179), tadgjadi uzsverot specifisko pakalpojumu lomu, kas apmierina bérna un
gimenes vajadzibas.
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1.att. Agrinas iejaukSanas pamatelementi
Figure 1 Basic elements of early intervention

Eiropas valstu pieredze rada, ka specialisti, kuri sniedz palidzibu $Stm
gimeném, stradajot noskirti viens no otra, biezi nesasniedz gaidito rezultatu.
Saskana ar Eiropas specialas izglitibas agentiiras zinojuma materialiem agrinas
iejaukSanas darbibas meérkis ir nodroSinat dienestu un pakalpojumu kopumu
dabiska videé, dodot priekSroku vietgjas paSvaldibas Itmenim, izmantojot uz
gimeni veérstu un daudz dimensiju komandas darba pieeju. Labi rezultati tiks
nodrosinati ar nosacijumu, ka §is biis darbibas, kur kopigi mijiedarbosies dazadu
profesionalo nozaru parstavji, iesaistito pakalpojumu sniedzgji un vecaki vai citi
gimenes locekli (European Agency for development in Special Needs
Education, 2005). Saskana ar Eiropas specialas izglitibas agentiiras zinojuma
materialiem agrinas iejaukSanas iesp&jas ieguva pozitivus un nozimigus
rezultatus tadu Eiropas valstu ieklaujosas politikas pieredzé ka, pieméram,
Lielbritanija, kur darbojas valsts programma, nodroSinot agrinas iejaukSanas
pakalpojumus bérniem un gimeném jau no dzimsanas, Island€, kur darbojas
veselibas apripes sist€mas valsts skrininga programma, kura nodroSina
turpmako starpinstitucionalo dienestu pécteciga sadarbibu, veicot agrinas
iejaukSanas palidzibu bérniem un vinpu gimeném. Eiropas specialas izglitibas
agentliras ekspertu grupa ieteikta agrinas iejaukSanas definicija ir
pakalpojumu/pakalpojumu dienestu kopums agrina vecuma b€rniem un vinu
gimeném, kas tiek nodroSinats péc vinu pieprasijuma, noteikta b&érna dzives
laika un aptver jebkuras darbibas, kad bernam ir nepiecieSams 1paSs atbalsts:

- lai nodrosinatu un uzlabotu vina/vinas personigo attistibu;
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- lai stiprinatu gimenes kompetences, un
- lai veicinatu gimenes un bérna socialo ieklausanu” (European Agency
for development in Special Needs Education, 2010, 7),

Agrinas iejaukSanas modela veiksmigu darbibu nosaka piecu
pamatelementu 1stenosana realaja vide (1.attels).

Analizgjot tadu agrinas iejaukSanas elementu, ka ‘‘starpnozaru darbs,”
priekSplana izvirzas iesaistito nozaru specialistu profesionala pieredze.
Atzim&jot, ka agrinaja ieklausana iesaistiti socialas jomas, veselibas apriipes un
izglitibas nozares specialisti, ST raksta kont