REZEKNES TEHNOLG;IJU AKADEMIJA
Izglitibas, valodu un dizaina fakaté

REZEKNE ACADEMY OF TECHNOLOGIES
Faculty of Education, Language and Design

ISSN 1691-5887

SABIEDRIBA. INTEGR ACIJA.
1IZGL ITIBA

Starptautisks ziratniskas konferences matati
2017.gada 26.-27.maijs

Il da la

SOCIETY. INTEGRATION .
EDUCATION

Proceedings of the Scientific Conference
May 26"— 27" 2017

Volume I

Rezekne
2017



SABIEDRIBA. INTEGRACIJA. IZGLITIBA. Starptautisks ziratniskas
konferences matati. Ill dala, 2017.gada 26.-27.maijs.e&ekne: Rzeknes
Tehnolgiju akacmija, 2017., 640 Ipp.

SOCIETY. INTEGRATION. Education. Proceedings of thernational
Scientific Conference. Volume Ill, May'26- 27", 2017. Rezekne, Rezekne
Academy of Technologies, 2017, p 640.

Rekomendjusi publicSanai Rzeknes Tehnolgju akadmijas Ziratnes padome 2017.gada
26.aprli.

Recommended for publication by Scientific CountiRezekne Academy of Technologies on
April 26, 2017.

Redaktori/Edited by Velta Lubkina, Anda Zvaigzne

Sastditajs/Compiler by Svetlana U€a

St krajuma raksti pc konferences tiks pi@udati ieklaudanai Thomson Reuters dafizéb(IS|
Web of Science), CrossRef, ScilLit, Google ScholapenAire, WordCat. Elektroniski
izdevums pieejams http://journals.ru.lv/index.phHp/S

After the conference, the papers of these procgediill be offered for including in Thomson
Reuters database (ISI Web of Science), CrossRefif,S8oogle Scholar, OpenAire, WordCat.
The publication is available in electronic formanttp://journals.ru.lv/index.php/SIE.

Informacija par konferenci/Information about conferendpitconferences.ru.lv/

[RT/A\ I].: RIGAS STRADINA

A
REZEKNES TEHNOLOGIJU AKADEMIJA UNIVERSITATE
Q
NICOLAUS COPERNICUS
KLAIPEDA UNIVERSITY

IN TORUN
Faculty of Education Sciences

UNIVERSITY

© Reézeknes Tehnolgju akadmija, 2017

ISSN 1691-5887 © Autoru kolektvs, 2017



Konferences ziratniskas komitejas priekS€detaji/ Chairpersons of the
Scientific Committee

PhDVelta Lubkina, Rezekne Academy of Technologies, Latvia
PhDIngrida Baranauskiené, Klaipéda University, Lithuania
PhDKrist ine Martinsone, Riga StradiS University, Latvia

Konferences ziratniska komiteja/ Scientific Committee

PhD Vilmante Aleksiene, Lithuanian University of W@tional Sciences,
Lithuania

PhD lluta Arbidane, Rezekne Academy of Technolqgdiasvia

PhD Ingrida BaranauskiénKlaipeda University, Lithuania

PhD Uzokboy Begimkulov, Scientific and methodol@jicenter of the Ministry
of Higher and Secondary Special Education of th@uRkc of Uzbekistan,
Uzbekistan

PhD Krzysztof Biel, Nicolaus Copernicus UniversityTorua, Poland

PhD Dina Bethere, Liepaja University, Latvia

PhD Maija Biseniece, University of Latvia, Latvia

PhD Solveiga Blumberga, Riga International Schdéd&@nomics and Business
and Business administration, Latvia

PhD Klaudyna Bociek, Nicolaus Copernicus Universityorua, Poland

PhD Remigijus Bubnys, Siauliai University, Lithuani

PhD Nijolé BurkSaitiert, Mykolas Romeris University, Lithuania

PhD EninsCukurs, Rga Stradi$ University, Latvia

PhD Aleksandr& uprika, Latvian Academy of Sport Education, Latvia

PhD Aivis Dombrovskis, Riga Teacher Training andu€ational Management
Academy, Latvia

PhD Jnis Dzerviniks, Rezekne Academy of Technologiesyiba

PhD Aija Dudkina, Riga Teacher Training and Eduwai Management
Academy, Latvia

PhD Sandra Ezmale, Rezekne Academy of Technoldgidga

PhD Artirs Gaveika, Rezekne Academy of Technologies, Latvia

PhD Reda GedutiénKlaipeda University, Lithuania

PhD Alina Gil, Jan Dlugosz University in Czestoclawoland

PhD Aleksandrs Gorbunovs, Riga Technical Universiatvia

PhD Rteris Grabusts, Rezekne Academy of Technologidsjd.a

PhD Jelena Harlamovajda StradiS University, Latvia

MSc Mart Hovi, Estonian University of Life Scien¢cé&sstonia

PhD Dzintra llisko, Daugavpils University, Latvia

PhD Natlija lvanova, Institute of Humanistic and ExistetiPsychology HEPI,
Latvia



PhD Jelena Jermolajeva, Riga Teacher Training ahgdiional Management
Academy, Latvia

PhD Eriks Kalvans, Rezekne Academy of Technolodiasia

PhD Jti Kantor, Palacky University in Olomouc, Czech Rl

PhD Jolanta Karbowniczek, Nicolaus Copernicus Uisitagin Torw, Poland
PhD Irena Katane, Latvia University of Agricultutegtvia

PhD Aivars Kaupuzs, Rezekne Academy of Technologiatvia

PhD llona Klanieg, Klaipeda University, Lithuania

PhD Sergejs Kodors, Rezekne Academy of Technolpbasia

PhD Jéena Kdesiikova, Rga StradiS University, Latvia

PhD Aleksandrs Kesovs, University of Latvia, Latvia

PhD Agnieszka Kozerska, Jan Dlugosz Universit¢€nestochowa, Poland
PhD Alex Krouglov, London Metropolitan Universitynited Kingdom

PhD Urve Ladnemets, Estonian Academy of Music dmehire, Estonia
PhD Kaine Laganovska, Rezekne Academy of Technologiesid. at

PhD Anita Lasmane, University of Economics and @elt Latvia

PhD Sanita Lazdla, Rezekne Academy of technologies, Latvia

PhD Jéenal evina, Rga StradiS University, Latvia

PhD Anna kduma, Riga Teacher Training and Educational Managém
Academy, Latvia

PhD Liente Litavniece, Rezekne Academy of Technologiesyihat

PhD Jelena Lonska, Rezekne Academy of Technologagia

PhD Marina Marcenoka, Rezekne Academy of Techneidiatvia

PhD Heiko Marten, Rezekne Academy of Technolodiatsia

PhD Krisine Martinsone, Rga StradiS University, Latvia

PhD Gilberto Marzano, Ecoinstitute Friuli Veneziailia, Italy

PhD Liga Mazure, Rezekne Academy of Technologies, Latvia

PhD Julija Melnikova, Klaipeda University, Lithuani

PhD lveta Mietule, Rezekne Academy of Tchnolodiedyia

PhD Sandra Mihailova,#8a StradiS University, Latvia

PhD Sandra Murinska-Gaile, Rezekne Academy of Telolgmes, Latvia
PhD Anika Miltuze, University of Latvia, Latvia

PhD Efrat Neter, Ruppin Academic Center, Israel

PhD Elena Nikolaeva, Herzen State Pedagogical Wsitye Russian Federation
PhD Henryk Noga, Pedagogical University in CracBaland

PhD Marite Opiné@ne, Rezekne Academy of Tchnologies, Latvia

PhD Palmira Peciuliauskiene, Lithuanian universify educational sciences,
Lithuania

PhD Viktorija Perepjolkina, fga StradiS University, Latvia

PhD Tamara Pigozne, University of Latvia, Latvia

PhD Anita Pipere, Daugavpils University, Latvia

PhD Irina Plotka, Baltic International Academy, \iat

PhD Solvita PoSeiko, Rezekne Academy of Technosodiatvia



PhD llga Prudnikova, Rezekne Academy of Technokdiatvia

PhD Ewa Przybylska, Nicolaus Copernicus Univernsityorun, Poland
PhD Liuda Radzeviciene, Siauliai University, Litimig

PhD Inta Rimsane, Rezekne Academy of Technologedsja

PhD Ewa Rollnik-Sadowska, Bialystok University agchnology, Poland
Ph.D Marite Rozenfelde, Rezekne Academy of Teclgiefy Latvia

PhD Mindaugas Rugatius, Klaipeda University, Lithuania

PhD Liudmila RupsSieé Klaipeda University, Lithuania

PhD Alida Samusevica, Liepaja University, Latvia

PhD Dorota Anna Siemieniecka, Nicolaus Copernicaséfsity, Poland
PhD Roma Simulioniene, Klaipeda University, Lithisan

PhD Aina Strode, Rezekne Academy of Technologiassia

PhD Gunars Strods, Rezekne Academy of Technologatgia

PhD Rasa Subaciene, Vilnius University, Lithuania

PhD Guna Svence, Riga Teacher Training and Edunadtiddanagement
Academy, Latvia

PhD Daina Skuskovnika, Turiba University, Latvia

PhD Arita Takahashi, Riga Technical University,liat

PhD Zenija Truskovska, Rezekne Academy of Techrietd atvia

PhD Sarmte Tubele, University of Latvia, Latvia

PhD Anda Upmane, University of Latvia, Latvia

PhD Svetlana Usca, Rezekne Academy of Technologagia

PhD Asta Vaitkeviciene, Shiauliai University, Litwia

PhD Zernmadna Vazne, Latvian Academy of Sport Education, Latvi
PhD Maija Zakrizevska, Riga International SchoolEabnomics and Business
and Business administration, Latvia

PhD Jelena Zascerinska, Centre for Education amavation Research, Latvia
PhD Erika Zubule, Rezekne Academy of Technolodiatsia

PhD Irena Zogla, University of Latvia, Latvia

PhD Anda Zvaigzne, Rezekne Academy of Technologigtvja

PhD Emiliazytkiewicz-Ptaiska, University of Bialystok, Poland

Konferenci atbalsta/ Sources of Support

National science programme ,Innovative solutiorns fo
social telerahabilitation in the schools of Latwighe
context of inclusive education (INOSOCTEREH]I)”

Project Internationalisation and Modernisation of
Education and Processes in the Higher Education of
Uzbekistan 561624-EPP-1-2015-1-UK-EPPKA2-
CBHE-SP - ERASMUS+ CBHE







SATURS
CONTENTS

SPECIALA PEDAGOGIJA
SPECIAL PEDAGOGY

[lona Bruveris

STUDENTS WITH BEHAVIOUR DIFFICULTIES AND LATVIAN

TEACHER BELIEFS ABOUT THEM: GLOBALISATION OR
GLOCALISATION IN ACTION? 17

Anna Katarzyna Czyz
SENSE OF SELF-EFFICACY AND STYLES OF COPING STRESB
YOUNG SPECIAL NEEDS TEACHERS 29

Alvyra Galkiene, leva Kulakauskiené

EDUCATIONAL INTERACTION OF THE STUDENTS WITH

BEHAVIORAL DISORDERS IN THE CONTEXT OF

TRANSFORMATION OF EDUCATIONAL PARADIGMS: THE CASE

OF AN EDUCATIONAL CENTRE 40

Ivana HrubeSova, lvana Horvathova

MHKJIIO3UBHOE OBPA3OBAHUE U ®AKTOPHI,

OKA3BIBAIOIIUE BJIMSTHUE HA BbIBOP

[MPO®ECCUOHAJIBHOT'O ITYTU VYAILIUMUCS C

HAPYIIEHUSIMU CJIYXA B YEILICKOW PECITYBJIMKE /

INCLUSIVE

Education and Factors Affecting Choice Career opiRuWith

Hearing Disability in Czech Republic 51

Ligita K ale, Feliciana Rajevska

SPECALAS IZGLITIBAS IEKLAUSANA PIRMSKOLAS UN

PAMATSKOLAS VISPAREJA IZGLITIBA LATVIJA

The Inclusion of Special Education into Preschoul &lementary

General Education Institucions in Latvia 60

Danuta Marzec
SUPPORT FOR THE PROCESS OF SOCIAL ADAPTATION OF
STUDENTS WITH SPECIAL EDUCATIONAL NEEDS 71



llga Prudnikova, Jekaterina Jankovska

INFORMACIJAS TEHNOLGGIJI IZMANTOSANAS IESFEJAS

BERNU AR SPECALAM VAJADZIBAM SAGATAVOSANA

SKOLAI

Information Technology Opportunities for ChildrerttwSpecial

Educational Needs Preparatory to School 81

Marite Rozenfelde
EDUCATIONAL INSTITUTION ACTIVITY IN THE INCLUSIVE
EDUCATION PROCESS 90

Liudmyla Serdiuk, Ingrida Baranauskieneé
CHARACTERISTICS OF SELF-DETERMINATION OF STUDENTS
WITH DISABILITIES 105

Aleksandra Siedlaczek-Szwed, Agata Jatowiecka-Fraai
SUPPORTING FAMILIES IN CORRECTING DYSLALIA IN
CHILDREN 117

Jana Tabachova, Katé&ina Vitaskova
TASK OF SPEECH THERAPIST IN THE CARE OF NEWBORN

BABIES WITH SUCKING PROBLEMS 127
Vita Voitk ane

IEKLAUJOSA IZGLITIBA ITALIJA

Inclusive Education in Italy 136

SOCIALA PEDAGOGIJA
SOCIAL PEDAGOGY

Monika Czerw
ANIMALS IN RESOCIALIZATION 149

Margarita Jurevi ¢iené, Kristina Rudyt ¢, Odeta Sapelyte,

Laima Tomeniene

CONSULTING AND INVOLVING PARENTS IN PROVISION OF
EDUCATIONAL SERVICES PROCESS FOR FAMILIES IN

EDUCATIONAL INSTITUTIONS 161

Angelika Jusko-Stekele

DEVIANCE LATGALIESU PASAKAS: DZIMUMSOCIALITATES

ASPEKTS

Deviance in Latgalian Folk-Tales: Gender Aspect 172



Elena Karpuszenko

XAPAKTEPUCTHUKA JXEHILMH, COBEPLLIMBIINX YVBUNCTBO B
ITOJIBILIE

Characteristics of Female Murderers in Poland

Karol Konaszewski, Wioleta Danilewicz, Tomasz Sosmski
ADOLESCENTS' SENSE OF COHERENCE VS COPING IN
STRESSFUL SITUATIONS. PILOT STUDY

Olga Koriakovtseva, Tatyana Bugachuk, Tatyana Dosse
UAEHTUYHOCTDb KAK OBBEKT UCCJIETOBAHUS
COLIMAJIbHBIX HAYK: ®EHOMEHOJIOTMYECKUI TOIXO/T
Identity as an Object of Study Social ScienceshenBmenological
Approach

Dovilé Lisauskiene, Vilmanté Aleksiené
THE NEED OF INTERDISCIPLINARY PARTNERSHIP IN
RECREATION AREA TO WORK WITH STREET YOUTH

Joanna Malgorzata tukasik, Norbert Gerard Pikuta,
Katarzyna Agata Jagielska

THE PREPARATION OF POLISH SOCIAL WORKERS TO WORK
WITH PERSON EXPERIENCING DOMESTIC VIOLENCE.
EDUCATIONAL EXPERIENCES AND CHALLENGES

Jerzy Nikitorowicz, Krzysztof Sawicki,
Emilia Zylkiewicz-Plonska

YOUTH IDENTITY FROM ECOLOGICAL PERSPECTIVE.
BETWEEN EDUCATION AND PREVENTION

Rita Orska, Daiva Alifanoviene, Odeta Sapelyt

LITHUANIAN AND LATVIAN SOCIAL EDUCATORS’
OCCUPATIONAL STRESS AND THE ANALYSIS OF ITS COPING
POSSIBILITIES: SOCIAL EDUCATORS’ EXPERIENCES

Rita Raudeliunaite, Vida Gudzinskierg

THE DEVELOPMENT OF INDEPENDENT LIVING SKILLS IN
YOUNG ADULTS WITH INTELLECTUAL DISABILITY IN
SHELTERED HOUSING ACCOMMODATION

184

194

204

222

234

243

255

265



Tatyana Sklyarova, Elena Kupriianova

COXPAHEHUE ITPUBS3AHHOCTU PEBEHKA K OBOUM

POAUTEJIAM B YCIIOBUAX PAZBOJIA: K IOCTAHOBKE

[TPOBJIEMbI UCCJIEJOBAHUA

Conservation Child’'s Attachment to Both Parentthia Divorce: on

the Problem Research 277

GraZina Smitiené, llona Klaniené

THE IMPROVEMENT AREAS OF SOCIAL PEDAGOGICAL

ASSISTANCE PROVIDED TO PUPILS WITH EMOTIONAL AND
BEHAVIOURAL DISORDERS 284

Rita Virbalien ¢, Ingrida Baranauskiené
PECULIARITIES OF TRAINING FOR CAREER OF LEARNERS
WITH MILD INTELLECTUAL DISABILITIES 295

Lilia Zukauskien ¢, Vaidas Virsilas, Carl Ake Farbring

OPPORTUNITIES OF SOCIO-EDUCATIONAL ASSISTANCE TO
INDIVIDUALS SERVING ALTERNATIVE TO IMPRISONMENT
SENTENCES: THE PROGRAMME BEHAVIOUR-CONVERSATION-
CHANGE APPLICATION ANALYSIS 307

SPORTS UN VESEUBA
SPORTS AND HEALTH

Kalvis Ciekurs, Viesturs Krauksts, Daina Krauksta, Baiba

Smila, Aivars Kaupuzs

THE EFFECT OF LOCAL VIBROSTIMULATION ON
ELECTROMYOGRAPHY PARAMETERS IN ROWERS 325

Aleksandra Cuprika, Andra Fern ate, Leorids Cupriks
THE DEVELOPMENT OF SOCIAL BELONGING AND CHANGES
IN LIFESTYLE FOR WOMEN IN FITNESS: CASE STUDY 334

Rita Geske, AIevInavLeice, IvetaVStrode, Maira Lace
MEDICINAS KOLEDZA STUDEJOSO VESEIBAS IZMAINAS
STUDIJU LAIKA

Medical College Students Health Changes During Stuely Period 348

Aija Klavina, Zinta Galeja

RELATIONSHIP BETWEEN POSTURAL ALIGNMENT IN

STANDING BY PHOTOGRAMMETRY AND STATIC BALANCE IN
CHILDREN WITH DISABILITIES 359



Marti nS Lauva, Uldis Gravitis
MANAGEMENT OF AND POTENTIAL RETURN ON PRIVATE
INVESTMENTS IN LATVIAN SPORTS 368

Arkadiusz Marzec
HEALTH PROMOTION IN OLDER AGE GROUPS AS AN
OBJECTIVE OF THE SENIOR POLICY: EUROPEAN CHALLENGES 377

Mirdza Paipare
MUSIC AND LANGUAGE IN INTERDISCIPLINARY CONNECTION 388

Baiba Smila, Andra Fernate
PARTICIPATION AND PERFORMANCES IN COMPETITIONS:
LATVIAN ORIENTEERING DEVELOPMENT EVIDENCE 395

Neringa Strazdierg, Eugenija Adaskevtiené
THE RELATIONSHIP BETWEEN ADOLESCENTS' PHYSICAL
INACTIVITY AND HEALTH 406

Zanda Strode, Aina Strode

MOBILO TELEFONU IETEKME UZ LIETOTAJU VESEUBU UN TO
LIETOSANAS PARADUMI PIEAUGUSO VIDJ

Cell Phone Impact on User Health and Cell PhonedésHabits

Among Adults 418

Daina Smite, Irena Upeniece, Agnese Runce, Helena Gapeyeva
ACTIVITY OF SCAPULAR MUSCLES: COMPARISON OF OPEN
AND CLOSED KINETIC CHAIN EXERCISES 429

INFORM ACIJAS TEHNOLO GIJU IZMANTOSANA 1ZGL ITIBA
INFORMATION TECHNOLOGIES IN EDUCATION

Rasa Braslauskiene, Grazina Smitieéy Reda Vismantieré
PRIMARY SCHOOL TEACHERS’ APPROACH TO ADVANTAGES
OF ICT USE IN EDUCATION 439

Peter Grabusts, Jurijs Musatovs
SHORTEST PATH DETERMINATION BETWEEN EDUCATIONAL
INSTITUTIONS OF REZEKNE MUNICIPALITY 451

Peter Grabusts
SIMULATION MODELLING POSSIBILITIES IN TEACHING
ECONOMIC PROCESSES 463



Ismoil Isomov, Tuymurod Shoymardonov, Azamat Obidov
O-TIOPTO®OJINO KAK CPEACTBO ITOBbIIIIEHM A
[IPO®ECCUOHAJILHBIN KOMIIETEHTHOCTU
IMEJATOI'MYECKUX KAZIPOB BY30B

E-Portfolio as a Means of Upgrading Professionah@etence of
Pedagogical Staff from Higher Educational Institurts

Beata Jakubiec
THE UTILISATION OF INDUSTRIAL PROCESS MODELS IN
ACQUIRING THE PRACTICAL SKILLS OF PLC PROGRAMMING

Aleksejs Jurenoks
ADAPTIVE E-LEARNING SYSTEM BASED ON STUDENT
ACTIVITY SKILLS IN MOOLDE SYSTEM

Agnese Karaseva
MANIFESTATIONS OF TEACHER PROFESSIONAL AGENCY IN
RELATION TO INTEGRATION OF ICT IN TEACHING

Laima Kuprien é, Vaida Zegunierg

INTEGRATION OF INTERACTIVE MEDIA INTO FOREIGN
LANGUAGE LEARNING TO SUPPORT EFFICIENCY OF STUDY
PROCESS

Liene Loé¢mele, Barbara Ruth Burke

THE CONTRIBUTION OF TECHNOLOGY TO AN
UNDERGRADUATE INTERNATIONAL LEARNING
PARTNERSHIP: THE RITUAL PERSPECTIVE

Krzysztof Olesiak
APPLICATION OF FUZZY LOGIC TOOLBOX FOR MODELLING
FUZZY LOGIC CONTROLLERS

Juris Porozovs, Kristine Ane

INFORMACIJAS UN KOMUNIKACIJAS TEHNOLGGIJU
IZMANTOSANA PAMATSKOLAS DABASZINIBU UN
BIOLOGIJAS MACIBU PROCES

The Use of Information and Communication Techne®g the
Basic School Science and Biology Study Process

Tomasz Prauzner
THE EFFECTIVENESS OF SCHOOL EDUCATION - FEATURED
IMPLICATIONS CONSIDERATIONS

472

483

492

500

515

528

539

547

558



Pawel Ptak
APPLICATION OF COMPUTER PROGRAMMES IN RESEARCH
PROJECTS AND TEACHING 565

Luis Ochoa Siguencia, Gilberto Marzano, Damian Herman
INFORMATION COMMUNICATION TECHNOLOGY FOR

PROFESSIONAL DEVELOPMENT OF ADULT EDUCATION STAFF
MANAGEMENT: CHALLENGES AND PROSPECTS IN THE

SILESIA REGION 575

Vitalii Vyshynskyi, Iryna Yahodzynska

JNCTAHIMOHHOE OBYYEHUE MY3bIKAJIbHBIM

JUCHUITJINMHAM B BBICIIEN IKOJIE: [IPOBJIEMbI U

ITEPCITEKTHUBbI

Distance Learning for Music Disciplines in Highedcation:

Challenges and Prospects 585

INNOVATION IN LANGUAGE EDUCATION

Irena Darginaviciene

SELF-ASSESSMENT OF LANGUAGE SKILLS AND EVALUATION

OF PERFORMANCE IN ENGLISH FOR SPECIFIC PURPOSES
CLASSROOMS 601

Ludmila Malahova, Iveta Boge

SVESVALODU APGUVE BRVAS IZVELES STUDIJU KURSOS

LSPA

Foreign Language Learning in Optional Study Couragekase 615

Vaida Zegunieré, Dalia Pariauskieré
FOREIGN LANGUAGE LEARNING: DIFFICULTIES AND
IMPROVEMENT OF THE STUDY PROCESS 625






SPECIALA PEDAGOGIJA
SPECIAL PEDAGOGY






SOCIETY. INTEGRATION. EDUCATION
Proceedings of the International Scientific Conference. Volume III, May 26™ -27" 2017. 17-28

STUDENTS WITH BEHAVIOUR DIFFICULTIES AND
LATVIAN TEACHER BELIEFS ABOUT THEM:
GLOBALISATION OR GLOCALISATION IN ACTION?

Ilona Bruveris
University of Notre Dame, Australia

Abstract. This paper analyses Latvian teacher beliefs about students with behaviour
difficulties to ascertain whether the same issues are of concern for Latvian teachers as
teachers from another system, such as Australia. Do they identify similar behaviours as of
concern, do they have similar expectations and views about educating these students or are
they so dissimilar that they, by borrowing from elsewhere, end up importing surrogate values
and impossible solutions? This rests within a context of globalisation in education which
encourages teachers to look to and borrow from foreign systems as an astute way of
providing pre-tested solutions for local needs.

Keywords: student behaviour, teacher beliefs.

Introduction

Latvian teachers need to address student behaviours which they have
previously not encountered as the students themselves, struggling with concepts
of democracy, often replace the word “democracy” with the word “freedom”
and do not understand that rights also entail responsibilities. Globalisation in
education encourages the sharing of ideas, strategies, educational philosophies
and theories. Potentially, the knowledge from one system could be used by
teachers to introduce innovative practices in their own classrooms and to better
understand their own systems. However, knowledge gained from one system
may not transfer readily to another setting. Crucial to the borrowing process for
Latvian teachers is their understanding of their own beliefs and substructures
and how they may differ from those of other systems. Belief systems are
important as they help teachers to define and understand themselves and their
schools, students, the context. They play a role in determining what behaviours
teachers will use, the meaning that they give to the term pedagogy, how they
organise knowledge and how they analyse the behaviours they experience in
their classrooms. Belief systems help teachers to address new situations with
which they are unfamiliar, such as the range of student behaviours that teachers
in Latvia now face. However to make changes to these existing belief systems,

© Reézeknes Tehnologiju akademija, 2017
http://dx.doi.org/10.17770/sie2017vo0l3.2242
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teachers must first be aware of them and their substructures. Nespor (1997)
concluded that beliefs are a strong predictor of behaviour, more so than
knowledge, and impact upon how teachers respond to problems.

Aim of the study

This study aims to identify Latvian teacher beliefs about managing students
with behaviour difficulties and to establish whether currently held beliefs allow
teachers to implement practices from elsewhere in their classrooms.

Method

This study draws on research conducted with participants of two behaviour
Management Professional Learning projects (Agreement No 2010/0330/1DP /
1.2.2.4.1/10/TPIA/VIAA/001) in Latvia in 2012 organised by VISC, the National
Centre for Education. Each course consisted of 24 hours of lectures and
workshops and a total of 110 teachers attended. Data on teacher beliefs was
available from analysis of teacher reflection in response to specific questions on
their expectations about student behaviour and the strategies they believed most
appropriate. At the conclusion of the course, teachers were also required to
collect data on student behaviour in their classrooms, identify, select and
implement strategies from those presented during the course, analyse the
usefulness of the strategies, identify any changes needed for implementation and
report on the success of the implementation. All of this provided information on
teacher perceptions of the relevance of global strategies for their specific
settings as the course was based on a broad cross-section of frequently used
Western behaviour management theories.

Qualitative data analysis consisted of a process of comparison and
identification of recurring themes. Data was collected through initial evaluations
of the course by participants; their written reflections; and, the questions raised
during the course. Basic categories were created through content analysis of
literature and logical groupings. Grids were created which recorded teacher
beliefs concerning each of the following: strategies to maintain a positive
classroom community; to encourage appropriate behaviour; to reduce
inappropriate behaviour. Teacher responses were recorded on these grids in
rows responding to specific categories such as teacher—parent relationships,
teacher-student relationships, teacher behaviours, classroom organisation,
establishment of rules, individual intervention plans, teaching/learning tasks,
involvement of support staff and other agencies.
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By reading the strategies and concepts off the grid, it was possible to
establish relationships between the responses and to identify reciprocal
strategies and concepts. This allowed for the creation of a refined list of
favoured strategies and associated beliefs.

Are the issues the same?

Literature from Western countries demonstrates that the behaviours that are
of most concern in these countries are relatively trivial. It is their frequency that
leads teachers to be most concerned with the low level behaviours. In the UK
concern about levels of student violence led to the Elton Enquiry into discipline
in schools (Department of Education and Science, 1989). Contrary to concerns
raised by the media about violent behaviour, the behaviours that were identified
as most of concern were ‘talking out of turn’ or “calling out” as identified in US
studies, ‘hindering other pupils’, ‘calculated idleness or work avoidance’ and
‘verbal abuse towards other pupils’. Similar results were identified in Australian
research by Stephenson, Linfoot and Martin (2000) which showed that different
forms of behaviour such as distractibility and hindering others cause teachers
greatest concern. Beaman (2006) investigated troublesome behaviour in
secondary schools in NSW where “talking out of turn” was identified by
teachers as the behaviour of most concern and also as the main behaviour of the
most troublesome students. Interestingly, Infantino and Little (2005) note that
students also identified this behaviour as the most troublesome and most
frequent. A literature review by Beaman, Wheldall and Kemp (2007) confirmed
that the main classroom disruptions are relatively trivial such as “talking out of
turn”.

Latvian teachers have identified similar issues with respect to behaviour. In
a questionnaire completed as part of the VISC Behaviour Management
Professional Learning programs undertaken in 2012, teachers identified the
following behaviours as most desirable: students seek help with arguments and
conflict, they are friendly and courteous and they follow the rules especially,
taking turns, listening to the teacher and raising their hand. They added that they
wanted students to take responsibility for their behaviour. As with teachers
elsewhere, the focus is on low-level behaviours not on violent and aggressive
acts.

It would seem then that the problems are shared, therefore looking to
previously identified solutions from elsewhere might be an appropriate strategy
and lead to innovative practices in Latvian classrooms with respect to behaviour
management. However when considering possible solutions, thought must be
given to factors which might impact on teacher ability to implement these new
practices, especially that of teacher beliefs. The remainder of this article will
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focus upon some factors which impact upon teacher beliefs and how Latvian
teacher beliefs are expressed in preferred strategies.

Teacher beliefs

Students with behaviour difficulties need a supportive environment, one
that fosters belonging and engagement. Fredericks et al (2004) identified teacher
support, classroom structure and positive relationships between the teacher and
students as important for engagement. Whether or not a teacher can create these
supportive conditions and the way that he/she teaches will depend on his/her
beliefs (Guskey, 2002; Palak & Walls, 2009). Kagan (1992, 85) stressed the
importance of teacher beliefs suggesting that beliefs may lie at the very heart of
teaching. Such beliefs are far reaching and include the teacher’s perception
about teaching, about themselves as teachers and about students with behaviour
difficulties. Beliefs, in turn, affect behaviour (Levin et al., 2005). Teacher
beliefs impact on what teachers teach and how they teach, as well as being
passed on by teachers to their students.

Richardson (1996) defined beliefs as “psychologically held understandings,
premises, or propositions about the world that are felt to be true” (p. 103) and
suggested that attitudes and beliefs are important concepts in understanding the
thought processes and classroom practices of teachers.

Obviously beliefs may vary. Richardson (1996) suggests that they arise
from a variety of sources including personal life experience, experience with
schooling and instruction and experience with formal knowledge. Other studies
have identified the quality of pre-service learning and reflection on the pre-
service experience as affecting teacher beliefs (Brousseau, Book, & Byers,
1998). To this list must be added the unintentional maintenance of existing
beliefs by education department policies or approaches.

Teacher beliefs, potentially, could explain any divergence between the
strategies that teachers from a Western system such as NSW, for example, are
prepared to implement to those in Latvia. The life experiences of teachers in
NSW varies markedly from those in Latvia. Putting aside the variance of
individual experiences of each and every teacher, at a universal level Australian
teachers have worked within a stable political democracy with gradual social
changes. Latvian teachers have experienced a plural democracy, authoritarian
government, including a period of colonisation, and then a return to democracy
marked by neo-liberal tendencies, all within the space of one lifetime. Perhaps
the only common feature to both is the neo-liberal context, as this has dominated
Australian education since the 1980s.
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The relative political stability in NSW has allowed for a co-ordinated
approach to achieving changes in teacher thinking and beliefs. Changes which
have required teachers to undergo a paradigm shift, such as in the management
of students with behaviour difficulties, have been associated with professional
learning opportunities and over the decades professional learning has become
linked to the needs of the system, the region, the school and the teacher. In order
to achieve a paradigm shift, policies and strategic documents provide the new
direction, school plans have to reflect this and professional learning support it.
While not all teachers may have engaged with the changes or achieved a
paradigm shift with respect to students with behaviour difficulties, there has
been an ongoing and co-ordinated emphasis on policies and professional
learning over many decades of a neo-liberal approach which has addressed
teacher beliefs.

Professional learning is available to teachers in Latvia and is necessary for
maintenance of their teaching accreditation. The difference lies in the number of
different political, at times conflicting, directions that teachers have been
exposed to in Latvia and the lack of a co-ordinated and directed approach which
facilitates a paradigm shift.

Teacher beliefs about pedagogy

To this must be added differences in what must be taught. The NSW
education system stresses educating citizens who can contribute to the
functioning of a democracy. The importance of contributing to the political
decision-making process in Australia is demonstrated by the requirement for all
citizens to vote in elections at a local, state and commonwealth level. Voting is
compulsory and students are educated to understand and participate in the
political process, to question and to analyse.

Set against this the aims of education under a soviet system, where the
important feature was to maintain and promote the approaches of the Soviet
government, to preserve the status quo. Teachers were expected to promote a
Soviet lifestyle and the development of a questioning and politically aware
populace was not the key. The life experiences of teachers within these two
systems were almost diametrically opposed.

Older teachers in Latvia would also recall teaching within a pluralistic
democracy and younger teachers would have the experience of teaching within a
fledgling democracy but still caught up in structures from the old soviet system.
While students in NSW were educated in democratic principles, students in
Latvia, after the return to independence, struggled to understand democracy.
Teachers in Latvia had to come to terms with understanding not only the
systems changes from their own perspectives but also how to support students in
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making meaning from the terms “personal freedom” and “democracy” all within
a context of student behaviours that were new to their experiences and where,
for instance, the beliefs upheld during the soviet years did little to explain or
manage these challenges.

Hansen (2012,) states “We should examine how the teacher constructs
categories, teaching and classroom,”. Herein arises a pointed difference between
the concepts to which teachers in NSW and those in Latvia are exposed. The
concept of pedagogy is promoted differently in both contexts. In Latvia
pedagogy is all-inclusive, it is about educating and raising the total child
(Collinson et al., 2009). Pedagogy in Western literature is often discussed as the
art or craft of teaching. If Latvian teachers are constructing their classrooms
based on concepts of teaching using a pedagogy that focuses on “audzinaSana”,
loosely translated as upbringing in English, this classroom could differ from the
Western classroom where the teacher is focussed on how and what is being
taught, the techniques used and increasingly, performance in standardised tests.
This different understanding of pedagogy would impact on teacher beliefs and
what a teacher chooses to implement when exposed to innovative practices from
elsewhere.

Teacher beliefs and the dominant discourse

If, as Ainscow and Sandill (2010) state, ““...the starting point must be with
staff members...This may also involve tackling taken for granted assumptions,
most often relating to expectations about certain groups of students, their
capabilities and behaviours”, what factors beyond the political context and
understanding of pedagogy impact on the development of these assumptions and
expectations? Some beliefs are inadvertently reinforced by the policies of the
system itself, with the use of labels for students with additional needs as an
example.

Foucault (1974) describes how discursive practices "form(s) the objects of
which they speak.” To define students with disabilities, including those with
emotional or behavioural disorders (EBD), special education drew on discourses
from medicine and psychology. The medical model focussed on a causal
relationship. As Harry and Klinger (2007, 16) state, there had to be ‘proof of
intrinsic deficit’ in order to gain access to support services.

This deficit model has consequences for both teachers and students. As
Sullivan, Johnson, Owens and Conway note: “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” (2014) therefore the responsibility for change rests with
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the student. The ultimate effect can also be that teachers start believing that they
are not qualified to teach these children Slee (2009).

Labelling contributed to the belief amongst NSW teachers that students
with additional needs did not belong in a regular classroom either because their
own education suffered or that of their peers did. In NSW, special education
classrooms became ‘dumping grounds for those students viewed as untouchable
or undesirable’ (Reddy 1999, 11). Students suffered because often they
experienced lowered expectations with respect to their academic and social
achievements (Van Swet et al.). Metcalf (VS1995) noted that students often
ended up living up to their labels and that they were often not expected to
display normal, responsible behaviour.

Labelling impacts on teacher beliefs in another way as well. In NSW
students with behaviour difficulties were either treated as if they have a
disability and labelled EBD, or they were not considered to meet any of the
disability criteria and therefore teachers viewed them as just naughty or difficult
students. Without the redeeming feature of a label, they earn a quasi-label such
as rude, disruptive, disobedient, ill-disciplined etc. If teachers believe that
students are choosing to misbehave, then this impacts on how they interact with
these students and what actions they are prepared to take and works against any
paradigm shift by teachers.

A change in the dominant discourse came with the World Health
Organization’s (WHO) revision in 2001 of the International Classification of
Functioning, Disability and Health (ICF). Rather than the cause, the impact had
to be considered. This required a shift in beliefs amongst teachers. Adjustments
to the teaching/learning program had to consider the situation rather than just the
student’s deficit.

A decree, however, does not mean a change in teacher beliefs or actions.
For this to happen the teacher needs to undergo new experiences and reflect, to
understand what beliefs they currently hold and what beliefs underlie the
changes. In NSW statewide policies, strategic documents and professional
learning strategies have been used to build new belief subcultures, to move
teachers to an understanding that meeting the needs of students with behaviour
difficulties requires reflection on, and examination of, the total environment and
responsibility does not rest with the student alone.

While NSW has now moved away from a medical model to a social model
for addressing the needs of students with additional support needs, in Latvia it is
the role of the State Pedagogical Medical Commission or local government
pedagogical medical commissions under the jurisdiction of the Cabinet of
Ministers (General Education Law, 1999) to ensure that students with special
needs can access a quality education based on equality and equal rights. These
commissions determine who meets the special needs criteria and can access
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additional or different services and it is interesting to note that a medical
commission continues to make judgements about educational placement. Of
concern is the perpetuation of belief systems which underpin the acceptance of
the use of medical or psychological labels for educational purposes. (Erten &
Savage, 2012)

Latvian teacher beliefs about intervention strategies for students with
behaviour difficulties

As Fulham and Hargreaves (1991, 5) point out, teachers need to be
provided with opportunities to “confront the assumptions and beliefs underlying
their practices, avoid faddism”. The VISC project provided an opportunity to do
this.

When, as part of the VISC project, Latvian teachers were asked to reflect
on their own needs within the classroom, interestingly their responses did not
focus on additional support such as extra resources in the classroom or smaller
class sizes. Instead their needs were defined by what they could do and how they
impacted on student behaviour, such as being organised, or, what they needed
their students to do, such as follow the rules and take some responsibility for
their own behaviours.

Teachers stressed awareness of their own behaviours as important. They
indicated that interactions with students should be based on a good
understanding of the student, his/her learning and behaviour needs and any
specific health needs. They believed that interactions with students should be
firm, but friendly and that teachers could be positive role models. They also saw
themselves assisting students to resolve problems and suggested that teaching
students to be optimistic would help.

They believed that they could develop good rapport with students through
demonstrating their interest in the student’s activities and showing that they
cared about the student. They also suggested that teachers should ensure that
students with behaviour difficulties had positive experiences at school each day
and they should avoid referring to past negative behaviours. Positive interactions
could also be created by devising classroom rules jointly with the students,
informing parents of these rules and encouraging parents to follow the same
rules if appropriate.

Interactions surrounding learning tasks were also seen as important for
creating a positive classroom environment. They believed that teachers should
manage learning tasks so that they were varied, designed to meet individual
student need and provided the student with choices. Teachers suggested that
developing a systematic way of providing feedback would also help to support
teacher/student interactions, as would keeping a record of appropriate
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behaviours rather than just inappropriate ones. As well they stressed the
importance of the task itself, not just finishing it.

While all of these strategies would help to create a positive environment,
there would be times when some form of direct intervention was needed. At
such times they suggested that teachers should observe the student in class
which would provide data for the development of any intervention plans. By
doing this teachers would gather information and make educated decisions about
the nature of the behaviour and any necessary intervention. There was a focus
on private interactions, from preventative strategies like using private cues to
prompt students, to engaging students in private discussions to address
behaviour problems.

Having good relationships with students and their parents was seen as
crucial. These good relationships could be maintained by using humour and
remaining calm in class. Teachers suggested a focus on current behaviour issues
rather than re-visiting past problems. They also indicated that praise should be
used to encourage students to improve their behaviour.

However teachers must maintain control in the classroom and not give it
over to the student. They believed teachers could best do this by using
consequences consistently, as well as proximity as a deterrent. Again there was
a focus on the positive. Teachers need to be aware of the students when they are
using appropriate behaviour and acknowledge this, not just focus on
inappropriate behaviours. Rules should be stressed and the need to follow them
discussed. Reinforcement should be used, such as rewarding on-task students
regularly or using a specific points system. Teachers should make clear their
expectations about student behaviour.

Negotiated rules, informing parents of the rules and stressing student
achievement and positives were seen as contributing significantly to the
reduction of inappropriate behaviour in class. As well teachers had to work
towards creating a safe and positive environment which they could do by: giving
students responsibilities in the class; listening to criticisms from students;
teaching appropriate behaviour; applying consequences consistently; ensuring
students understood the importance of antecedents and consequences when
behaviour problems were discussed; redirecting the student when inappropriate
behaviours were used. Teachers had to structure the class in such a way that
students developed a sense of belonging.

If the “social power” model (Alderman & Green, 2011) is applied to the
responses of the Latvian teachers it indicates that of the four types of social
power, Latvian teachers suggested use of “expertness”, that is helping to solve
problems, taking time to engage with and actively listen to the student as a
favoured strategy. As they also wanted the student to develop a sense of
belonging, they supported “manipulation” which allows the student to think that
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he/she has come up with the answer by, for example, giving the student choice
and using a different tone of voice. The third type of power “coercion” was only
reflected in the suggestion that a points system be used for reinforcement. This
is coercive only in the sense that the teacher is in control and that this is clear to
the student. They did not support strategies that involved any form of threat,
which may be in line with current approaches or could also be a response to the
coercion that was experienced within Soviet education. It could be linked to
their beliefs about how students learn and also their belief about their role as a
teacher. The fourth social power “likability” was not raised at all. “Likability”
refers to students viewing a teacher as personable or fun and this increasing the
prospect of co-operation with the teacher. Perhaps for teachers who had
experienced the Soviet system, either as teachers or students, this was not an
approach that had previously been important and formed no part of their beliefs
about themselves as teachers.

Conclusion

The teacher preferred strategies indicate a close connection between
Latvian teacher beliefs and the Latvian concept of pedagogy. The strategies
reflect the Latvian concept of pedagogy as educating the total child rather than
the art or craft of teaching. They also demonstrate teacher belief in relationship
building as opposed to coercion as a means for achieving behavioural change.
This could be the result of continuing an approach from Soviet times when they
were told what to teach but were free to choose how and they chose to use
relationships as the cornerstone of education seeing it as consistent with their
beliefs about how students learn and develop. It could also be the influence of
new strategies introduced through globalisation or it could be an extension of
the concept of educating the total child and viewed as a strategy that would
promote this by providing a role model for interaction for young people.
Whatever the reason, Latvian teachers believe that building relationships is
central to the management of student behaviours.

The strategies indicate that Latvian teachers share a common need with
teachers elsewhere in addressing low-level but disruptive behaviours in their
classrooms. As they are addressing similar needs, are there global strategies
which could provide a possible solution? With the divergence in teacher beliefs
about pedagogy and the strong belief in relationship building, Latvian teachers
could implement strategies from elsewhere that were based on a social model
for meeting the needs of students with behaviour difficulties which focussed not
just on the student but sought solutions to difficulties within the total physical,
social and learning environment and which corresponded to their concept of
how students learned and developed. Under these circumstances they are not
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importing or accepting surrogate values rather they are demonstrating
glocalisation in action by adopting and adapting strategies that help to address
unfamiliar student behaviours but that also reflect their beliefs. Strategies which
do not reflect current beliefs are unlikely to be implemented as they would
conflict with teacher understanding of their students, school and context, thus
creating additional teacher stress. For such strategies to be successfully
implemented, teachers must first be taught how to identify their beliefs and
understand how they affect classroom practice.
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SENSE OF SELF-EFFICACY AND STYLES OF
COPING STRESS OF YOUNG SPECIAL NEEDS
TEACHERS

Anna Katarzyna Czyz
Pedagogical University of Cracow, Poland

Abstract. The author presented the results of research on the sense of self- efficacy and styles
of coping with stress young special needs teachers, who take cooperation with people with
disabilities, and who are obliged to cope with adversity and to help in the fight against distress
their dependents. Research conducted in quantitative strategies, using the normalized and
standardized tests: GSES - Generalized Self - Efficacy Scale by Schwarcer and Jerusalem in
Polish adaptation by Schwarcer, Jerusalem and Juczynski, and CISS - Coping Inventory for
Stressful Situation by Endler and Parker, in Polish adaptation by Strelau, Jaworowski,
Wrzesniewski and Szczepaniak from 2009.

Keywords: coping stress, sense of efficacy, special needs teacher, special pedagogy.

Introduction

Research on sense of self-efficacy and styles of getting along with stress
young special needs educators take current and very important topic. It is related
to the specific functioning of a professional group particularly vulnerable to
overcoming difficult situations, resilient and efficient activity even under pressure
and in tough circumstances. As actors who share responsibility for the course of
education and rehabilitation persons with disabilities, they establish and modify
goals, aiming to deliver them to support the development and optimization of
biopsychosocial functioning. A very important issue is therefore to examine
whether outside the methodical workshop young teachers have adequate
resources of personality and strategies that support their mechanisms of
overcoming difficulties allowing making, maintaining and efficient finalization
of activities (Paluchowski, 1982; Gibson & Dembo, 1984; Coladarci, 1992;
Gosselin & Maddux, 2003; Baysal, 2010).

Analyzing the results of research on the level of perceived stress at work, the
teaching profession surpasses managers or business owners, and also ranks
second in terms of the risk of heart disease and circulatory system (Kretschmann
et al., 2004). Particularly determining factors include:
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- responsibility — both as a subject of therapeutic — educational and
didactic actions in a given time and space, as well as for its
achievements and the potential development in the future;

- working time — basic teaching load (number of hours depends on the
type of employment and position) classes should be made up by
primarily planning and designing work in the selection of methods,
techniques, teaching aids, professional development, participation in
meetings of councils and assemblies, overtime and replacement or
verification achievements of pupils;

- deadlines and responsibilities, and the pace of work — responsibility for
the implementation of the curriculum at a certain number of hours of
the subject and a different pace of acquiring skills by pupils. Performing
additional functions, eg. caring interest groups, coordinating teams,
delegates and others;

- environment — infrastructure, noise, collaboration, life publishing and

others;
- assessment — a constant, systematic and/or periodic achievement and
teacher performance;

- the prestige of the teaching profession — the aspiration to maintain the
validity of the social rank of the job under adverse circumstances,
including placed requirements by the employer but especially parents,
lack of sincere cooperation and the shifting of responsibility for the
child;

- stability of employment — the risk of job loss and limited prospects of
the employment;

- remuneration - in Poland depends mainly on the career, it remains one
of the lower paid professions.

Taking into account the above considerations, the results of research on the
level of stress in the teaching profession (Ronginska & Gaida, 2001; Terelak,
2007; Schwarzer & Taubert, 1999) and data about professional burnout (Se¢k,
2000 a, b; Korczynski, 2014; Hakanen et al., 2006), it is clear that with such a
huge load the presence of stressors should be constantly monitored. The same
applies to the level of stress and its impact on the standard of the performance of
teachers, but above all emphasize the strengthening of the personality structures
responsible for coping - overcoming difficult situations, such as self-efficacy,
resilience, optimism, sense of coherence to shape appropriate strategies to reduce
the level of stress or alleviate its effects and to develop pro-health action
(Juczynski & Oginska - Bulik, 2010).
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Theoretical background

The essence of personality lies in the different ways of perceiving the
situation of the people and the different patterns of behavior that are shaped in
accordance with these different insights. Big impact on the understanding the
nature of existence had self-efficacy definition created by Bandura in the 70s of
the last century. Action man began to understand as the perception of the
valuations situation positively designating the purpose for which achievement
shall be taken and continues to act even in difficult circumstances. The sagacious
feeling of possibility to overcome the difficulties on the way to success - the belief
in their own abilities causative called a sense of self-efficacy (Bandura, 1977,
1986, 1997, 1999). In 1981, Kazimierz Obuchowski divided sense of the
effectiveness from efficiency. He emphasized the different status between both
theoretical terms that are very close to each other:

- Efficiency is to maintain the effectiveness in terms of increasing

difficulty,

- The effectiveness is the efficiency of the objectives in certain
circumstances  (Obuchowski, 1982). However, the original
understanding of Bandura's self-efficacy (dealing inseparably
efficiency measures and their effects) and an attempt to specify the
nature of the activities undertaken in difficult situations, understood as
styles coping with stressors gave base to the research of their own. It is
based on the transactional theory of stress understanding created by
Lazarus and Folkman (1984), which makes the perception of the
difficult circumstances dependent on disposing of certain personal
resources (mostly cognitive). This allows the specific assessment of the
situation and the opportunities it brings with it. The specific situation
gaining value on the scale of difficulty then the entity shall apply the
preferred style aiming to overcome the difficulties. Thus, coping with
stress is one of the defense mechanisms and is defined as a
characteristic of the individual, relatively permanent ways remedial
action undertaken in order to overcome the difficult situation (Endler &
Parker, 1990). Additionally, it is that included modifying agent is
dependent on the conditions of the operation’s situation of the unit in
the surroundings (Wrzesniewski, 1996). Relating this to the specific
work as a special education teacher should be taken into account in the
assessment of self-efficacy, or taking remedial action nature of work in
the conditions of a particular load (discussed in the introduction of the
article), but above all, the essence of working with a person with
incomplete efficiency, where the activities are task-oriented, specialist,
purposeful, planned, aiming to overcome the difficulties (resulting for
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example from the same disability), and efforts are characterized by a
high risk of failure or error. Implementation of educational activities
reminds permanent struggle with adversity with increased
responsibility, where it seems necessary to have a high sense of self-
efficacy, which allows in all activities revalidation can be taken and
continue in certain consequences of disability conditions, as well as the
ability to cope with stress to maintain mental health and support their
own body interactions in a difficult and long-term - lifelong therapy.

Own research on sense of self-efficacy and styles of coping with stress

Research on sense of self-efficacy and styles of coping with stress were
carried out in the month of June 2016 year. The study involved a group of 47
people, teachers with a bachelor's degree, while graduates of secondary special
education, persons who have certificated of university studies, simultaneously
practiced the profession of special education teacher. The target group of the
research were women aged 22-24 years (Table 1), with teacher training at a
professional level - bachelor’s degree. Due to the age requirements there are 47
persons (N =47) analyzed in questionnaires). Examined persons have been living
5 years in a big city, but came from rural areas (9 persons), small cities (12 people)
of large cities and urban areas (26 people).

Table 1 Summary of data on the age of the examined population

Age Number (N=47) Percentage (%)
22 9 19,1
23 31 66
24 5 10,6
25 2 4,3

The selection of the group was purposeful, voluntary participation in the
survey. An attempt in numbers is sufficient to conduct statistical analysis and
derive conclusions (Pilch & Bauman, 2001, p. 130). Studies have been embedded
in the paradigm post-positivistic, quantitative strategy (Creswell, 2013, p. 32),
using the correlation scheme, taking into account variables: self-efficacy, and
coping with stress. They were used standardized and normalized research tools: a
questionnaire GSES - Generalized Self - Efficacy Scale by Schwarcer and
Jerusalem in Polish adaptation of Schwarcer, Jerusalem and Juczynski 2001, and
Questionnaire Coping with stressful situations CISS - Coping Inventory for
Stressful Situation by Endler and Parker in the Polish adaptation Strelau,
Jaworowski, Wrze§niewski and Szczepaniak from 2009. The first research tools
measures the strength of the overall unit beliefs about the effectiveness of coping
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with difficult situations and obstacles, classifying the results of individual sten
scale from low to high by average. The second tool provides information on
coping styles of examined with difficult situations. Distinguished style focused
on the task, the style focused on emotions, style focused on avoiding taking two
forms: the involvement of substitute activities and the search for social contacts.
The study was conducted in accordance with applicable standards for tools, using
appropriate norms. The study formulated the following research questions:

Question 1: What is the level respondents’ self-efficacy?

Question 2: Which strategy for coping with stress dominates among
respondents?

Question 3: Is there a correlation between the sense of self-efficacy and
styles of coping with stress of respondents?

Put forward following hypotheses:

Hypothesis 1: The respondents were characterized by a high level of self-
efficacy,

Hypothesis 2: The respondents in the most difficult situations apply the style
of coping with stress focused on the task,

Hypothesis 3: There is a relationship between the sense of self-efficacy and
styles of coping with stress.

The results of own research

Comparing and analyzing the results of research on the level of self-efficacy
it is noted that in the examined population is moving research results towards the
high level, approx. 51 % of respondents received the results on a scale sten within
the range of high performance from 7 to 10 sten. Taking also into account the
average for the stringent results clearly states the advantage high results in the
examined population (Table 2, Figure 1).

Table 2 Summary of results of research on the sense of self-efficacy

The Result izl;sent R;siu;lts
N= M Recalculated K SKE SD 8
7 Scale in Sten (sten | (sten 7-
1-4) 10)
29.87 7 (high) 0,55 0,19 377 | 638 | 51,06
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Number (N=47)
Low | 3
Middle | 20 O Number (N=47)
High | 24
0 10 20 3IO

Fig.1 Summary of test results for a sense of self-efficacy on sten scale

Analyzing the results of research on the styles of coping with stress states
that for the style-oriented task, and style focused on the search for social contacts
(which is a sub-style style avoidance) recorded the same distribution of research
results, while noting that for the all above mentioned styles that takes into account
the research tool is observed most of the results of achieving high level (Table 3).

Table 3 Summary of the results of research on the styles of coping with stress

Ne The Result fj:vce“t Re;;.g;
M Recalculated K SKE SD
47 Scale in Sten (sten I- | (sten 7-
4) 10)
SFT 59,45 6 (medium) -0,003 | -0,037 5,60 10,64 36,17
SFE 4732 6 (medium) -0,58 0,16 11,11 19,15 31,91
SFA | 49,94 5 (medium) -0,27 0,29 8,63 25,53 23,40
ESA | 20,62 5 (medium) 0,097 0,52 6,20 23,40 21,28
SSC 19,72 6 (medium) 0,31 -0,46 2,59 10,64 36,17

SFT - style focused on the task, SFE - style focused of emotions, SFA - style
focused of avoidance, ESA - engaging in substitute activities, SSC - search for
social contacts
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Fig.2 Summary of test results for different styles of coping with stress sten scale

Taking into account the raw results and the calculated results on a sten scale
for all styles it is noted that in the studied population most results for all
distinguished styles is within the results of the average (Figure 2, Table 3). It can
therefore be presumed that in this population are different styles of coping with
difficult situations, without any special advantage addressed by research tool.
Comparing the test results obtained while testing the GSES and CISS states that
most people received high scores for self-efficacy, and the average for the style
of coping with stress concentrated on the task (Table 4).

Table 4 Summary of the results for the level of self-efficacy and the level obtained for a
particular style of coping with stress

N=47 | HH | HM | H-L | M-H | MM | M-L | L-H | LM | L
SFGTS(%%S) 0o | 23 I 1 17 | 3 0 1 1
SFG]ES(%%S) 3 15 6 10 8 3 1 0 1
SE:(%SIS‘S) 6 | 14 | 3 3 0 | 7 2 0 1
ESAS(%SIS_S) 5 0 | 9 4 9 7 I 2 0
sz;(:s(léslgs) 9 15 | o 6 0 | 4 2 0 1

H- high, M- middle, L- low

When making a statistical analysis of results included in the tab. 2,3,4 there
is established level of correlation p - value = 0.05 and df = 45. The significance
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of the correlation found for SFT and SFE, the self-efficacy and style of coping
with stress concentrated on the task correlated positively (increase self-efficacy
implies an increase in the value obtained for style focused on the task), while a
negative correlation was observed for self-efficacy and the style of coping with
stress concentrated on the emotions (the increase in the level of self-efficacy is
accompanied by a decrease performance for style focused on emotions). The
values of the correlation coefficient for the level of self-efficacy and style focused
on avoiding and its two sub-styles have not achieved statistical significance.
Using additional classification by J. Guilford, the observed correlation
coefficients for self-efficacy and coping styles with stress following results were
obtained:
- self-efficacy and style focused on the task - the correlation coefficient
=0.342129652, average correlation, positive;
- self-efficacy and the style focused of emotions - the correlation
coefficient = -0.527415933, high correlation, negative;
- self-efficacy and styles focused of avoidance - correlation coefficient =
0.024902, correlation hardly perceptible, positive;
- self-efficacy and engaging in substitute activities - correlation
coefficient = -0.12199, weak correlation, negative;
- self-efficacy and the search for social contacts - the correlation
coefficient = 0.234445, weak correlation, positive.

Interpretation of research results

The GSES scale, in contrast to many scales that measure the sense of
effectiveness in specific situations, measures the force of general beliefs about the
possibilities of overcoming difficult situations and obstacles. The surveyed
individuals obtained high scores for general self-efficacy, which means that they
are capable of making and continue operations even in the face of mounting
barriers, they are characterized by a deep belief that the actions taken are feasible
and the target achieved.

Studies on styles of coping with stress CISS questionnaire show that young
teachers have different styles in dealing with difficult situations, although
relatively more likely to use the style focused on the task and the search for social
contacts (most results achieving high level). This means that in case of occurrence
of a difficult situation, they take action to change the situation or seeking support
in social interactions. They take into account the results obtained for the level of
self-efficacy it is presumed that the style of coping with stress is dependent on the
occurrence or situation, chosen in a way that ensures the best possible deal with
adversity, and the fastest possible lossless overcome the difficulties.
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The study also provide important information regarding the correlation of
variables. It is noted that there is a relationship between the level of self-efficacy
and a particular style of coping with stress. The increase in self-efficacy is
accompanied by an increase in frequency of use of the style of coping with stress
concentrated on the task. At the same time increase the sense of self-efficacy is
accompanied by decrease in frequency of use of the style focused on emotions,
which means that higher levels of self-efficacy combined frequent-making in a
stressful situation action to resolve the situation and/ or the pursuit of change and
move away from style focused on experiencing emotions, fixing on themselves,
wishful thinking and fantasizing.

An attempt to answer the research questions and hypothesis verification

The analysis and interpretation of research on the sense of self-efficacy and
styles of coping with stress young educators have answered the research questions
and the hypotheses verification has been done.

The answers to research questions:

What is the level of self-efficacy respondents?

The study population prevails a high level of self-efficacy.

Which strategy for coping with stress dominates among respondents?

The respondents use different strategies in order to optimize the effects of
activities, although most of the high results note for style focused on the task and
style focused on the search for social contacts.

Is there a correlation between the sense of self-efficacy and styles of coping
with stress of respondents?

Statistically significant correlation exists between the sense of self-efficacy
and style focused on the task and the style focused on emotions.

Verification of hypotheses:

Hypothesis 1: The respondents were characterized by a high level of self-
efficacy, has been confirmed.

Hypothesis 2: The respondents in the most difficult situations apply the style
of coping with stress concentrated on the task, it is partially confirmed. The
respondents use different styles of coping with stress, most high results, providing
about making a particular type of activity recorded for the style focused on the
task and the search for contacts.

Hypothesis 3: There is a relationship between the sense of self-efficacy and
styles of coping with stress, has been partially confirmed. Self-efficacy and style
of coping with stress concentrated on the task correlated positively, while negative
correlation was noted for a sense of self-efficacy and style of coping with stress
concentrated on emotions.

37



Anna Katarzyna Czyz. Sense of Self-Efficacy and Styles of Coping Stress of Young Special
Needs Teachers

Summary

These studies provide information that young people starting their careers as
special educators evaluate their high efficiency. They can make efforts despite
adversity, to continue and finalize the action. Their level of assessment is dictated
partly on their own experiences, partly on social learning of coping strategies.
Because of that, they can believe in themselves to choose the circumstances
appropriate styles of coping with stress. Positive correlation between the sense of
efficacy and style of coping stress oriented to the task of providing information
that strengthens in young teacher self-efficacy at the same time increases the
chances of use in the fight against the difficulties the task strategy, oriented to
overcome the problems (at the teacher's work seems to be the key in the design of
therapeutic and educational effects). While reducing the frequency of use style-
oriented emotions, experiencing difficulties, moving away from the real world
and zooming into the world of alternative reality - fantasy. It should be noted,
however, that the focus on the task, using a disciplined style can in some
circumstances lead to resource depletion, causing a feeling of personal
destruction. To prevent this, it should be carried the impact of efforts to improve
the assessment of their effectiveness, while introducing fundamental changes to
the system in the teacher's work aimed at maximum reduction in the level of stress
generated by stressors such as conditions of employment, workload, infrastructure
and focus on working with children with special needs to overcome difficulties
resulting from the nature of the activities carried out revalidation.
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EDUCATIONAL INTERACTION OF THE STUDENTS
WITH BEHAVIORAL DISORDERS IN THE CONTEXT
OF TRANSFORMATION OF EDUCATIONAL
PARADIGMS: THE CASE OF AN EDUCATIONAL
CENTRE
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Abstract. The article analyses the manifestation of educational interaction among fourteen —
eighteen — year — old students with behavioral disorders that are being educated in the
socialization centre. The method of a structured interview has been applied in order to
determine the peculiarities of such interaction in the contexts of the traditional and the
progressive education, prioritizing the culture of cooperative learning culture as a
prerequisite for fostering social relations and learning a proper social behaviour. The
discourse of the students, teachers and providers of special educational assistance has been
analyzed in the context of the lesson organization, cooperation activities and surmounting
impediments. The study results revealed that feelings of dignity and belonging to the
community are of particular importance for the students of the social centre. However, the
education here is based more on the teaching than on the learning strategy, as well as on a
vertical interaction between teachers and students. Progressive education episodes, flexible
organization of education and joyous atmosphere during the lessons establish a horizontal
relationship and reduce tension in the educational environment.

Keywords: behavioral disorders, educational interaction progressive education, traditional
education.

Introduction

The educational system is one of the key factors in the development of a
society. The society that is developing its own future on the basis of democratic
values, seeks equal participation of all its members in the life processes. The
opportunities to achieve the educational objectives of a democratic society can
be opened by educational systems that are based on the ideas of progressivism.
Such education systems emphasize democratic ideals, respect for the student,
goal - oriented activities and active cooperation with the community (Hayes,
2006, Goossens & Van Gorp, 2016). In order to transform the unified education
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system into a free and based on the ideals of democracy one, we have to
overcome prioritization of the system based on abstract knowledge and to switch
to the development of personal autonomy and social cooperation. (Duobliene,
2010, Bitinas, 2013). Access to different educational systems is fundamentally
modifying the educational goals, their methods of implementation and
evaluation of the results (McManus, 2001). It is important that a change in
overall education system is necessary when seeking to implement changes in
education. The anticipated result cannot be achieved having internalized only
one of the components of an education system that is being updated (Fullan &
Miles, 1992).

After the restoration of independence in Lithuania, from the year 1991,
significant changes in the educational system for the students with special
educational needs have been made. In 1991, when Law on Education of the
Republic of Lithuania validated the opportunity for all the students with
disabilities or special educational needs to study at general education
institutions, the majority of them moved from special education institutions to
general education schools. Only students with severe and profound special
educational needs remained at special purpose educational schools. Six special
purpose educational schools, “Socialization centres”, are designated for the
students with severe behavioral problems. Their mission is to implement an
average child - care tool for adolescents aged 14 to 18 years in cases provided
by the Criminal Code of the Republic of Lithuania. Behavioral disorders are
among top of the most disruptive disorders for social and educational ties.
Students who have this disorder, face challenges not only when being trained
interpersonal skills, but experience academic difficulties when learning (Watt et
al., 2014). Public attitudes often marginalize people with this disorder, and
possible success forecasts are unreliable (McGuire, 2015). Behavioral disorder
restricts the pupils’ success at a general education institution by several aspects:
limitation of social ties with peers and teachers, self - regulation problems and
academic difficulties (Simpson, 2004). However, significant results can be
achieved with the help of purposeful application of the target - oriented
education. Systematic exercises, raising self-regulation skills, appropriate peer
interaction skills, emotional regulation skills, and conflict resolution strategies,
determine significant progress of such students (Zeng et al., 2016). Research
shows that external support enhances educational interaction and increases the
opportunities for inclusion of such students. Collaborative problem-solving is
highly recommended, as it increases students’ social validity (Simpson, 2004).
Creation of a favourable, goal-oriented educational environment and continual
assessment of its effectiveness also have significant importance on the expected
development of the student’s behaviour (O’Shaughnessy et al., 2003).
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Research question. How do the components of educational paradigms
reflect themselves in the educational interaction of the students with behavioral
disorders?

Research methodology. Assuming the metamorphosis of the paradigms of
an educational system based on traditionalism ideas into the educational system
based on the ideas of progressivism, an educational interaction in a socially
sensitive educational environment, a socialization centre, is analysed. Order,
hierarchy and cultural transference prevail in an education system based on
traditionalism ideas, whereas the ideas of progressivism actualize personal
development and social co-operation (Duobliene, 2010). These educational
systems are revealed by different educational approaches. Traditional education
is based on an educational training strategy which emphasizes a vertical
cognitive teacher’s relationship with a student. Meanwhile, ideas of
progressivism actualize a learning strategy, which focuses on collaborative
teacher-pupil relationship (McManus, 2001). In this way, educational interaction
mechanisms switch from the direct knowledge transmission system to the
collaborative educational system where the impact power is distributed among
the participants of the educational reality (Juceviciene et al., 2010). Successful
learning 1s achieved through cooperation, primarily in the social level through
interpersonal interaction means and sharing a common learning experience
(Vizgirdaite & Juceviciene, 2014).

McManus (2001), referring to Smith & Waller (1997), provides
characteristics of teaching and learning approaches (Table 1).

Table 1 Characteristics of teaching and learning approaches

Characteristics of Teaching - Centered
Groups

Characteristics of Learning - Centered
Groups

Individual accountability only

Both group and individual accountability.
Members keep themselves and others
accountable for high quality work

Little or no attention to group formation

Deliberately formed groups

Assignments are discussed with little
commitment to each other’s learning

Members promote each other’s success,
doing real work together

Teamwork skills are ignored. Leader is
appointed to direct members’ participation

Teamwork skills are emphasized. Members
are taught and expected to use collaborative
skills

No group processing of the quality of the
groups work

Group process the quality of work and how
effectively members are working together

McManus (2001), referring to Smith & Waller (1997)

These characteristics reveal the differences of the teaching and the learning
strategies in the aspect of cooperation. Taking into account the fact that
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interpersonal interaction is the most affected part of the educational system of
students with behavioral disorders, our survey statistics are analyzed in
accordance with McManus’ (2001) construct of teaching and learning
characteristics.

Research participants. The research was carried out in one of the
Lithuanian socialization centers. Six male trainees of this centre, aged 16 — 17,
agreed to participate in the study. The average time of the adolescents who took
part in the study of the education at the socialization center is 4 months. Also,
four of the teachers of the boys and two special educators participated in the
research.

Research organization. The data were collected using the method of a
structured interview. Individual discussions were held with each interviewee,
based on a prearranged interview plan. In order to increase the credibility of the
research results, a group of respondents was formed from a variety of the
participants of the educational reality - students, teachers and student assistance
specialists. The method of structuring content analysis is applied for the analysis
of qualitative data.

Research ethics. Determination of the participants to participate in the
research was voluntary. Confidentiality of educational institutions and research
participants has been preserved, without indicating either the name of the
institution, or the names of the participants. Coding of the focus group: (S) -
student; (T) - teacher; (SAS) - student assistance specialist.

Research limitations. The research was carried out in one specific
educational institution, so the results cannot be generalized in respect of all the
learners with behavioral disorders. It reveals possible trends and encourages
further studies of individuals with behavioral disorders.

The research data analysis

Feeling of the participants of the educational reality. Interpersonal
interaction expression results are primarily reflected by the participants’ well-
being in the community. The research results show that the students of the
socialization centre, the research participants, feel well enough in this
community. The most important aspects that students distinguished when talking
about their well-being are: 1) dignity intact “... I'm not insulted or humiliated by
friends “(S), “I am not isolated from other students” (S); 2) meeting the need of
belonging to the community “I am not marginalized by friends” (S), “I get on
well with friends” (S), “I get along well with teachers” (S). However, the
students recognize the fragility of this interaction and the need to remain within
the limits “...when you gossip too much, other peers may hit you on your head”
(S). Interpersonal relationships between students in this environment are created
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on the basis of common interests and internal motivation to communicate. They
are hardly affected by external requirements. In most cases, the frontiers in this
relationship are drawn by the students themselves, so the need for human dignity
and belonging to someone is satisfied.

The teachers’ relationships with the students are influenced by external
requirements to change the behaviour of the students and to achieve certain
academic results. It is interesting that the teachers put the greatest emphasis on
the processes that take place in the classroom during the research. The teachers’
feeling during the lessons is twofold and has to be related to the elements of the
educational paradigm a teacher uses in his work. Teachers who create learning
environments feel well in the interaction with the students “/ feel at ease during
my classes and I enable my students feel this way” (T), “Our lessons are always
accompanied by laughter and fun” (T). It is obvious that the correlation created
by horizontal relationships allows both students and teachers feel
unembarrassed. The feeling of tension in the educators’ discourse occurs when a
vertical educational relationship with students is planned. In this case, the
situation can be resolved by flexibility and ability to adapt to the needs of
learners “You often have to improvise as you come prepared to the lesson and
you see that what you had planned is going to fail; something needs to be
changed; you always try to get the students interested, because it is not possible
to force them to learn” (T). The situation becomes complicated when elements
of the teaching strategy prevail in the educational interaction “everything usually
depends on the lesson theme” (T), “sometimes the topic is not interesting” (T).
Academic purposefulness (characteristic of traditional education), hinders
transferring of the content of the subject into the context of actual reality and
analyzing it in connection with the experience that is close to the student’s heart,
thus creating a horizontal educational interaction. The research results show that
the teacher’s well — being in the interaction with these students is significantly
influenced by the factor of overall mood of the students in the classroom
“everything usually depends on the mood of the students in the classroom™ (T).
Human mood is influenced by numerous factors. It may reflect the events of the
past and may not be associated with a particular present situation, but it has an
impact on the present situation, on the other hand, it can be affected by current
events, and vary. Educational strategy selected by the educator can affect
students’ mood and influence the educational process. Summing up the students
and teachers’ well - being in the educational interaction, a relation between the
selected strategy of training and students and teachers’ well-being can be
detected (Fig. 1).
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Figure 1 Factors influencing well - being of the educational participants in the
pedagogical interaction

The research results show that the recognition of their dignity and the sense
of belonging to the community are essential for students with behavioral
disorders. Educational strategy selected by the educator determines a horizontal
or a vertical relationship with the students. In case of the teaching strategy, the
teacher creates a vertical educational relationship. In this case, the students’
mood will depend on two components; newsworthiness of the proposed training
material and the student’s learning performance. In case of success the student’s
mood will be elevated, the feeling of dignity will be supported. It is
understandable that the feeling in the teacher - student interaction will be good.
In case of failure, the student’s mood will be bad, and feelings of dignity and
belonging to the community will become vulnerable. Volatility of stress in
educational interaction will be felt. This conclusion can be supported by the
teachers’ statements: “The atmosphere is very diverse, everything mostly
depends on students’ mood and lesson theme” (T). Meanwhile, when creating a
horizontal interaction which is an element of the learning strategy, and
responding to the students’ need to have dignity intact and the sense of
belonging to the community, the students’ good mood is supported, and,
thereby, well — being of all the participants of the educational reality. Thus, a
reasonable question arises: “Which education organization components enable
you to create a horizontal interaction of education participants?”

Lesson organization. The research findings show that teachers, when
organizing lessons, apply methods attributable to the traditional teaching
strategy: “‘explanation” (T), “narration, only I try to make it shorter” (T),
“example demonstration” (T), practical assignments, self studying, etc.
Application of these methods determines a vertical educational interaction.
Collaborative techniques assist the creation of a horizontal interaction. Students
that took part in the research indicate only one method that generates
cooperation relations, i.e., teamwork “we work in groups” (S), “Some teachers
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organize group work sessions” (S). This method was mentioned by half of the
students involved in the research and this presupposes that it has been applied
only episodically “we have worked in a group with other friends, but this
happens very rarely” (S). It is understandable that application of cooperation
fostering techniques in a group of students with behavioral disorders requires a
particular organization and is not always possible “some teachers organize
group work sessions, but do not take part” (S). It is much easier to organize
individual work of these students “...all the learning is independent” (S) say
students. Teachers adapt the assignments for the students with respect to their
needs and abilities “sometimes it happens so that I select different tasks for
nearly all the students in the classroom according to their capabilities” (T).
Most commonly, the assignments are prepared individually for each student, but
sometimes, when the students’ capabilities are comparable, the assignments are
prepared for separate groups of the students. “If'it is possible, I tailor the content
of the lesson to several groups of the students according to their abilities and
prepare tasks according to it” (T). However, an individual organization of work
does not create a horizontal educational interaction, but consolidates the
individuality not only in learning, but also in the wider social context “I get
additional tasks that I do independently and alone” (S). Pupils’ statements prove
that individual activities do not encourage motivation to learn either “/ get
individual tasks designated especially for me, but I do not do them” (S).
Moreover, too immoderate individualization of the activities in a socially
sensitive environment provokes greater tension in interpersonal relations.
Individual teacher’s relationship with a student with behavioral disorder is a
very important sign that consolidates his relationship of belonging to the
community. However, from the perspective of the community, it is very
important that this relationship would be balanced and would not cause others
such feelings as exclusion and lack of such relationships “I don’t get any
individual tasks” (S), “I don’t get anything” (S).

Cooperation culture. The research results reveal a more developed culture
of individual work than that of cooperation among teachers. A significant aspect
of communication between students’ teachers is one of the components of
cooperation. Teachers note that the issues of the efforts of the students’ learning
and their behaviour are discussed with all of their teachers “we talk about the
behavior, speech, performance in certain subjects, how the pupil adapts or does
not adapt, how he feels in class and in the surrounding environment and among
other students” (T), “...with each other, with other subject teachers very often...”
(T). However, this communication does not develop into overall activities
designed develop students’ communication culture, specifically targeted to
develop their interpersonal relationships. Individual activities also dominate in
the group of specialists for assistance to students “Self — awareness programme
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for children with special educational needs is being conducted, but it is more
like individual counseling, according to an individual scheme” (SAS). A
pronounced separation of functions between the teachers and student assistance
specialists has been observed “Unfortunately, we communicate on these issues
very rarely” (SAS). This way, the specialists’ team acquires a negative
connotation of problem solvers among students. If you turn to a specialist, it
means that you publicly acknowledge your problems. Therefore, students tend to
avoid meetings with them “I know that the school has such specialists as
psychologist, social educator, but I do not communicate with them because [
don’t like them” (S). This is not always the case. Some of the students trust the
professionals and make use of their assistance “when I have problems, I turn to
a psychologist or a social educator and get the assistance from them that [
need” (S). However, these are more solitary cases.

Difficulty coping strategies. Research results show that students’ with
behavioral disorders difficulty coping mechanism in this educational institution
is more associated with incentive system of the students “I offen receive
incentives” (S), “...every lesson” (S). Most commonly, the students are
encouraged by a good mark or praise “nobody evaluates badly, they give
remarks for me to react to them; they do not say that you are unable to do
something, do not humiliate in front of the others” (S). When evaluating
students, teachers try to form an adequate ratio of the efforts made and the
results “your evaluation, the mark, depends on how well you perform. When you
work little, you get little, and when you work normally and you try, the
evaluation is also good” (S). However, maintaining the balance between the
requirements and the result in this environment is a complex task “If the
teachers begin to demand too much from me, I call them names, then the
teachers write official reports on me” (S). Performance evaluation is important
for the students “good marks and evaluations are also important, but only
because they affect vacations” (S). Status in the community is very important for
the students, which is also developed by the feedback on their performance
“teachers’ incentives are of importance” (S), “‘friends’ opinion about me is
important” (T).

The expected success denial signs are pronounced in the students’
discourse as well. They can be seen as defensive postures, avoiding a possible
failure “...I don’t try to learn, I don’t learn, I just sit in class and that’s it; I tell
the teacher to give me a four and that’s it” (S), “Recognition of classmates or
teachers’ opinion about me are not important” (S). Meanwhile, teachers tend to
support these students, foster their self-esteem and develop self-confidence as
much as possible. Attitudes of sympathy are prominent in the teachers’
discourse “We teach these children, with a very good will, you can do nothing
about them, we all make mistakes and it requires patience to teach such
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children” (T). This attitude helps the teacher to mobilize himself and shape
tolerance when raising requirements “/ can see that at least he does a minimum
during my classes and I give a positive mark” (T). This attitude encourages
providing assistance, responding to the needs and supports self-confidence “I try
to support them, once again demonstrating tasks and so on. I try to ensure that
pupils do not suffer from frustration” (T).

The research results indicate that the difficulty coping mechanisms, when
educating students with behavioral disorders, on the one hand reflect each
student - oriented relationship, but on the other hand, the vertical educational
interaction takes place which does not unite for consolidated purpose or search
for common solutions. The elements characteristic of the traditional educational
paradigm are very much pronounced in this educational system.

Discussion and conclusions

When responding to the research question: “How do educational paradigm
transformation components reflect in the educational interaction of the students
with behavioral disorders?” it is worth emphasizing the teaching and the
learning strategies, as presuming, respectively, the traditional and the
progressive educational paradigms. Expression of the teaching and the learning
strategies in the educational process is revealed through cooperation component
(McManus, 2001) of students with behavioral disorders, which manifest in
constant difficulties when cooperating with people and the environment, due to
lack of capacity to manage conflict situations, understand their own behaviour
and other people’s feelings and intentions (Pukinskaite, 2008).

Learning strategy based on the culture of cooperation prioritizes learners’
overall activities, and, at the same time, personal and shared responsibility and
success experiences. Students with behavioral disorders due to a lack of internal
impulse control can hardly restrain their emotions, feelings, and adapt in the
society. External control is especially important for them (Kalpokiene &
Gudaite, 2007). A cooperating group when seeking the overall success
reinforces the external control with respect of each other and supports group
balance. Our research results show that, when applying the teaching strategy and
focusing on individual tasks, a student individually experiences success and
failure situations. In order not to suffer a possible failure, no opportunity
remains to share responsibility, therefore, avoidance strategy is chosen and
activities are ignored. Basing education organization on the learning strategy,
cooperating groups are purposefully formed to carry out various activities and to
solve problems. Our research results show that the teachers work cooperatively
to discuss their students’ educational performance and progress. Specialists
organize a target group for students’ deeper self - awareness. However, other
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authors’ experience shows that pupils with behavioral disorders gain experience
of functioning in the society by participating in group activities, which simulate
social situations. Students participating in activities of such groups learn
experience from recognizing social characters and their correct interpretation to
an appropriate choice of response to social challenges (Mitchell, 2014).
Education organization focused on the individual impact hinders the
organization of similar activities. The results of this research indicate that
specialist assistance has a connotation of a possibility of difficulty solving and
evokes denial of meeting with such specialists. Meanwhile, each community
member’s success and strength prioritized in a collaborative culture emphasizes
the performance goals for achieving the common good. The phenomenon of
help becomes a natural part of common activities that helps not only to deal with
social problems, but also to learn to live without them. Our research results
confirmed the observation of Visser & Rayner (1999) that flexibility and a good
mood when educating students with behavioral disorders not only reduce the
number of unwanted behavior episodes, but they help to overcome even the
occurrences of aggression.

Conclusions

The results of this research revealed that the educational system of
adolescents with behavioral disorders at the center of socialization is based on
the traditional educational strategy. Educational interaction is dual, it takes
place between a teacher and a student, and individual students’ activities
dominate. Students and teachers’ cooperation has not been developed and it
hinders learning to master a variety of social situations, to establish more
flexible mutual relations, and to focus on the creation of the common good.
Teachers are creating a sensitive relationship with the students in order to
understand their situation and to respond to their needs. Although a sensitive
teacher’s relationship reinforces individual relationship, a faster reorganization
of the whole educational system into education strategy based on the creation of
a progressive social capital would help speed up to achieve the results of the
mission of this centre.
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NHKJIIO3UBHOE OBPA3OBAHUE U ®AKTOPDI,
OKA3DBIBAIOIIUE BJIUAHUE HA BBIBOP
IHPOPECCUOHAJIBHOI'O ITYTHU YYHAHIUMUCH C
HAPYIHIEHUSAMMU CJIYXA B UEHLICKOM
PECITIYBJIUKE / INCLUSIVE

Education and Factors Affecting Choice Career of Pupils with
Hearing Disability in Czech Republic

Ivana HrubeSova

Ivana Horvathova
Palacky University, Czech Republic

Abstract. The paper focuses on the issues of inclusive education and possible factors that
influence the choice of further education and preparation for the professional path of learners
with hearing impairment in the Czech Republic. In the research, the survey is based on the
quantitative assessment of the factors that may affect the choice of the profession by learners
with hearing impairment, in particular, degree of hearing impairment, influence of parents,
school, friends, values inculcated in the learning process, and information on education
acquisition opportunities. Learners of Form 8 and Form 9 of elementary schools for learners
with hearing impairment participated in the survey. Based on the survey, one can speak that
elementary schools have low awareness of the equipment possibilities, as well as of small
influence of parents and friends on the choice of further education. An important discovery
was that learners with hearing impairment do not connect the value of "happy life" with
education acquisition, but they consider success at work as an important component of the
quality of life.

Keywords: disability studies, inclusive education, professional path, learners with hearing
impairment.

Introduction

[Ipennaraemoe Hcciea0BaHUE ITOCBSIICHO MpoOeMaTHKe oOpa3oBaHUS U
MOCJICAYIONIETO  MPOPECCHOHAIBHOTO  MYTH,  KOTOPBIA  CIEAyeT  3a
oOpa3zoBanneM. KpoMe TOro, oHO HarelIeHO Ha BBICOKYIO aKTYaJbHOCTH ATOU
npobjseMaTuku  Jjisi  oOIiecTBa C  y4ETOM  YBEJIMYEHUS  KOJUYECTBA
CaMOCTOSATENLHBIX TPaXKIaH C HApYIICHUSMH 3JI0POBbS M POCTOM HX
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oKasvlearowue GIUAHUE HA 8bLOOP NPOGhECCUOHANLHO20 NYMU YUAUWUMUCA C HADYUEHUAMU
cnyxa 6 Yeucxotui Pecnyonuke / inclusive

TpeOOoBaHMI ObITH BKIIOYEHHBIMH B PHIHOK Tpya. VcciiemoBanue BOCIIPUHSTO C
ToukHu 3peHust cnernuanbHocTH disability studies, B KOTOpoi oOrpaHuveHHbIC
BO3MOYKHOCTH PACCMATPUBAIOTCSA HE C TOYKU 3PEHUS MEIMIMHCKOTO JICUYECHHUS
WIM MEAMIIMHCKON peaOHIIMTaIllii, HO B Ka4eCTBE COIMAIBLHOW KaTeropuu, Ha
TOM € YpOBHE, YTO M MOJOBas HWIAECHTUYHOCTb, STHUYECKAas M PacoBad
MPUHAIICKHOCTh WM CeKcyanbHas opueHTtanusa. (Adams, Reiss, & Serlin,
2015). Takoii mnoaxod K OIPAaHUYEHHBIM BO3MOXHOCTAM IO COCTOSIHUIO
3IOpPOBBSl OTKPHIBAET HOBBIC MEPCHEKTUBHI ISl aHajW3a JAHHOTO SIBIICHUS B
COCTaBe OOIIECTBCHHBIX W TyMaHUTapHbIX Hayk. Disability studies moryr
paccMaTpuBaTbCS B KaueCTBE KOHTPAMYHKTA K PACCMOTPEHHUIO OTPaHUYCHHBIX
BO3MOXKHOCTEH C TOYKM 3pEHUS MEIUKAIW3allMd Ha OCHOBE IMPUMEHSIEMbIX
cnenuanbHocTer. (Linton, 1998; Heyer, 2007). OCHOBHBIMU «KUTaMU» B OCHOBE
UJIeV UHKJIIO3UBHOTO MOJIX0J1a CTaIM TaKKe MPUHIIUIIBI €BPOIEUKOM CTpaTeruu
(oOpazoBanue, mpueM Ha paboOTy), KOTOpPbIE OCHOBBIBAIOTCS Ha PaBHBIX
BO3MOXXHOCTSIX W BOBJICUCHHUHU JIOJIEH C OrpaHUYEHHBIMH BO3MOXKHOCTSIMH BO
Bce c(epbl o01IecTBeHHOM *Ku3HU. OOecrneueHne TakuX paBHBIX BO3MOKHOCTEH
TpeOyeT pealu3alu LIUPOKON IIKAIbl MEPONPUSATHH, TOAIECPKUBAIOIINX
BOBJICUEHHE TAKUX JIIOJIEH B CUCTEMY O0Opa30BaHUs U COLUATBHOM KU3HH.

Aims

[ens paboThl 3akitouaeTcs B UACHTUGUKAIINY, aHATU3€ U UHTEPIPETAIINH
(bakTOpOB, KOTOPBIE OKA3bIBAIOT BIMSHUE HAa BHIOOP MpodhecCHOHATBLHOTO MyTH
yUaIlUXCsl ¢ HapyIIEHUEM ClTyXa B HA4aJIbHOM IIIKOJIE.

Sample and methods

bein HWCHOJIb30BaH KOJIMYECTBCHHBIN MOJXO. Hccnenosanuio
MPEAIIECTBOBAJIO MpeBapuTeibHOe HuccienoBanue. C yd4eToM BBIOpaHHOM
TPYIIIBI PECIIOHACHTOB B KAUECTBE 1I€JIM MPEIBAPUTEIIBHOTO UCCIEAOBAHUS MbI
CTapajiCh MPOBEPUTH BOMPOCHUKH, COCTABJICHHBICE HAMHU ISl yYalluxcs ¢
HapylIeHUEM cliyXa. YuUWuTbiBas CHEUU(PUKY HApyHIEHUW CcliyXa, MBI
npeamnoyiarajd, 4ro JIMIa C HapylleHUeM ciyxa OyAyT UCHbITHIBATH
3aTPyJHEHHUS C IOHUMaHUEM BOMPOCOB. [10aTOMYy MBI MTPOBEPSIIN MPUTOTHOCTH
BOIIPOCHUKOB JIJIsI PECTIOHICHTOB, (DOPMYITHUPOBKY U COACPIKAHNE BOIIPOCOB.

Ha ocHoBaHMM TmIpeABAapUTEIILHOIO HMCCIIEAOBaHUs OblIa COCTaBJIeHA
KOHIIETIIIUSI BOPOCHUKA, KOTOPBIN pacnpeaessics B 12 HavalbHBIX MIKOJIAX JJIS
yyanxcs ¢ HapyueHueMm ciayxa B Yemickoit PecriyOnuke. Ha Bompocsl aHkeT
orBeTUIM 83 yuamuxcsd 8-X U 9-X KIIAaCCOB HAYaJbHBIX IIKOJ JJI YYAUIUXCS C
HapylIeHUEM CcJyxa, 4yTo cocTaBwio 77 % OT oO0miero uymcia OMpOUICHHBIX

(n=108).
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Results

AHanu3 BONPOCHUKOB JA€T CIEAYIOUIUE pE3yNbTaThl, TOBOPAIIUE O
BO3MOXHBIX (DaKTOpax, BIMSIONIMX Ha BBIOOP NPO(PECCHOHATBLHOTO IYTH
y4YalllMMHUCs ¢ HapyllIeHueM ciryxa B Uenickoit PecniyOmnuke.

Ta6.1. Characteristics of the sample of Ta6.2. Characteristics of the sample of
respondents based on age respondents in terms of type of of hearing
impairment
Yuammuiics ¢ Bup napymenus Yuammuiics ¢
HapyIIeHHeM CJIyXa cayxa HapylLIeHHeM
(yuamuecs 8-x u 9-x ciayxa
1‘:";1;3" KH%‘SC(;:ZB;” T;OH) Caabocabimammii | 39,8 % (n=33)
1617 j::: 4 4: 6 ‘Vz 8:37; Hecabimammii 50,6 % (n=42)
18 et 2,4 % (n=2) He 3naro 2,4 % (n=2)
He orBeTnin 2,4 % (n=2) He orBeTnin 7,2 % (n=6)
b 100,0 % (n=83) > 100,0 % (n=83)

Ta0.3. Criteria for the selection of high school

Kpurtepun a b c d e f >
Yyauuec 18,3 % 6,5 % 8,3 % 3,0 % 11,3 % 1,2 % 100 %
51 (n=31) (n=11) (n=14) (n=5) (n=19) (n=2) (n=82)

Jlecenoa: a = To, umo mens unmepecyem, b = To, umo b6ydem xopouio onnauueamvcs 8
oyoyuem,; ¢ = To, umo evibpanu ona mens pooumenu, d = To, ymo eviopanru ona ceds mou
mosapuwu, e = YuebHoe 3asedenue, pacnonodxcenrHoe nooausocmu om ooma, f = /[pyeoe

Ta06.4. Preference of specialization for Ta0.5. The frequency of hearing
students with hearing impairments impairment in parents of children with
hearing impairment

OTtaaBaj/a 1M ThbI
npeanoyYTeHue, BLIOUpPasi PoauTesn Hecablmamme?
cpeaHee yueOHoe Ha, 06a 14,5 % (n=12)
3aBeJleHne, CelHAJIbHOCTH OnuH U3 poaurenei 7.2 % (n=6)
AJ1s1 JIIOJIell ¢ HapylIeHneM HeCJIbIIIAIIMIi ’
cayxa? 0O06a poaurens _
JA HET > HecJbIALIHE 78,3 % (n=65)
Yuammeces | 28,4 % | 20,1 % | 100 % Y 100 % (n=83)
(n=48) | (n=34) (n=82)
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Ta6.6. Advice of parents Ta6.7. Consensus among pupils with
special needs and their parents

BbI coBeToBaIMCH ¢ POAMTE/ISIMH O
BbIOOpe npodeccun? TBoii BLIOOP COOTBETCTBOBAJ BHIOOPY
TBOMX POAMTEJIeH?
Yua | 783% | 21,7% | 100% Yuam | 62,6 % | 37,4% | 100 %
mmec | (n=65) (n=18) | (n=83) necst | (n=52) | (n=31) (n=83)
|
Ta6.8. Assistance in selecting high school
KT1o0 nomoraun teée BbIOMpaTh cpeiHee yueOHOe 3aBeieHne?
Popurenu | ToBapumm | Yunreans/mkona | Kro-to apyroi >
Yuamuecs | 50,0 % 34,1 % 12,2 % (n=10) 3,7 % (n=3) 100 %
(n=41) (n=28) (n=8)

Ta6.9. The information provided by the primary and secondary school

HNudopmuposasia jm Teds1 HaYAJIbHAS IIKO0JIA O
BO3MOKHOCTSIX BbIOOPA Cpe/iHero y4eOHoro 3aBeaeHus?
JA HET >
Yuamuecs | 82,3 % (n=68) | 17,7 % (n=14) | 100 % (n=82)

Ta0.10. Preference field for pupils with hearing impairments

CrnenuajJbHOCTD AJ5
ydammxcsi ¢ HapyleH’ eM
cayxa

A HET >
Yyamuecsa | 58.5 % 34 % 100 %
(n=48) | (n=41,5) | (n=82)

Discussion

YTounuth (aKTOpPBI, KOTOPHIE OKA3bIBAIOT BIUSHUWE HAa  BHIOOD
nanbHEeNnero npohecCHOHANBHOTO MYTH, & 3HAYUT W BBHIOOpP JAJIbHEUIIETO
oOpa3oBaHHMs B HAYaJbHOW IIKOJE, MPEACTABISICTCS MPOOJIEMATUIHBIM.
[IpyurHa 3aKIO4aeTCss B HEAOCTATOYHOM  KOJIMYECTBE  PEJIEBAHTHBIX
OMIIUPUYECKUX HCCIENOBAHUM, PACCMATPUBAIOIIMX YKAa3aHHBIM acCHekT y
y4aluxcs C HapylLIEHUEM CyXa.
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Ha ocHOBaHMM WM3bICKAHMA Mbl HAlUIM  CTaThbd, B  KOTOPBIX
paccMaTpUBaIOTCS BOMPOCHI, CBsI3aHHBIE C (PaKTOpamu, BIMUAIOIMIMMU Ha BBHIOOD
CpelHero y4yeOHOro 3aBelleHHMA. [eM He MeHee, B JTHUX CTaThsX
paccMaTpHUBAKOTCS JIIOJIM C OTPAHUYEHHBIMHA BO3MOYKHOCTSIMHM B LIEJIOM, U BCE
JOCTYIHBIE CBEICHUS KACAKOTCS BCEX KAaTErOpUi HapyIlIeHUs 310poBbi. Mcxons
U3 crielu(PUKA BOCHPUITHS M JTUYHOCTU y JIUI[ C HAPYIICHHEM CIyXa, Mbl HE
CpPaBHUBAJIM PE3YJIbTAThI C PE3YJIbTaTAMHU YKA3aHHBIX HCCIIEIOBAHUM.

ABTOpamu ObUIO HalJeHO HccienoBaHue Young people's perceptions of
their vocational guidance needs: 1. Priorities and pre-occupations,
nposeneHHoe B AHrimu B 1981. B Hem npunsuio ywactue 1712 ywammxcs
TPEThETo, YETBEPTOr0 U MATOrO0 roja oOydeHUuss Ha BTOpod crymeHu 20
HavyaJbHBIX MIKOJ. VX 3amaueil ObLIO 3aM0JIHEHHWE BOIIPOCHHUKA O MPUOPUTETAX,
KOTOpBbIE OKa3bIBAIOT BIUSHHUE HAa BBIOOP CHELHUANBHOCTA U TMOJATOTOBKH IO
JTaHHOU crnenuanbHocTU. MccienoBanue ObUTO HAampaBJIEHO Ha ydamiuxcs Oe3
HapymieHud 370poBbs. (Cherry & Gear, 1981). Tem He MeHee, OIUH U3
pe3yJIbTaTOB JTAHHOTO HCCJENOBAaHUS MOATBEPKAAECT U OOHAPYKEHHBIM HaMU
(dakT, a IMEHHO TO, YTO Ha BBIOOp CpEIHEro yuyeOHOro 3aBe/ICHHUs, a 3HAYUT U
Oyay1iel criennaibHOCTH, OKa3bIBAIOT CYIIECTBEHHOE BIUSIHUE POJUTEIH.

Crnenyroliee HCCIIEIOBaHUE TaeT OCHOBAHUS IpPEANoJiaraTb O TOM, YTO
HauOosbllIee BIMSHUE HA BBIOOpP CpPEHEro y4eOHOIO 3aBEJICHUSI PECIIOH/IEHTOB
oynytr umetrb ux poxautenu. (Foskett & Hesketh, 1997). 3Otor dakrop
yKasbIBaeTcs Bcero 22 % pecnoHneHToB. OTBE4as Ha BOIPOC, B KOTOPOM MBI
CIpAILLIMBAIIA O POJUTENSX, KAaK OAHOM M3 BO3MOKHBIX (PAKTOPOB, BIUSAIOMINX HA
BBIOOp CpeHEero yueOHOTo 3aBE/ICHUs, B ’TOM OTHOILIEHUHU BbICKa3anuch 8,3 %
pecnoHzieHToB. Korzma Mbl BBISCHSUIM, KTO TIOMOTaeT B BBIOOpE CpEAHEro
y4ueOHOro 3aBelieHus, BIUIOTH a0 50 % pecnoHIEeHTOB YyKa3ajio HMEHHO
poauteneil. Pogurenu — 3T0 HE TOABKO TE€, KTO NPUHUMAET PEIICHUE, HO U TE,
KOMY NPHHAIJICKUT MHUIMATUBA MpoOLiecca MPUHATHS PELIEHUs, PUYEM OHU
SBJIAFOTCS. ¥ IEPBUYHBIM MCTOYHUKOM IIOMOIIN U COBETOB.

Uro Kacaercss KOHKPETHOIO cIrocoba NpeaocTaBieHusl HHGPOpMaIu,
y4dalmuecs IMoJIy4dald €€ MOCPEACTBOM KIIACCHOIO PYKOBOJMTENS, IPUYEM JUIS
yyYaluxcs ¢ HapyILIeHUEM ClIyXa 3TO JOIMOJIHSIIOCh B (opMe HH(POPMALIMOHHBIX
BCTPEUY U MOCELICHUH OIOpO MO TPYAOYCTPOMCTBY. Yualluecs Takke yKazalu,
YTO OHHU MOJTyYaJu UHPOPMAIIMIO OT CTAPUINX TOBapULICH.

Ha ocHOBaHMM MHTEPBBIO C IUPEKTOPAMU HaM CTAJIO U3BECTHO O TOM, YTO
uH(popMaIUsl YacTO MCKAXaeTCsl WM HE NPEOCTaBIseTCS OOBEKTUBHO IIO
IPUYUHE TOTO, YTO OHU HE XOTAT TepATh ywamnmxcs. [loaromy Oonblas yactb
uHOpMaAIUU O BO3MOXHOCTSIX OOy4YeHHUs TMOJAETCS C LieJeHANPaBICHHOM
OpUEHTallMel Ha COOTBETCTBYIOIEE CpeHee yueOHOE 3aBe/IeHHE, CBS3AHHOE C
JTAaHHOM Ha4YaJ bHOW IIKOJIOW. DTU CBEICHUS TEM HE MEHEE HE MOATBEPKICHBI Y
Hac pe3yJbTaTaMU MCCIEIOBaHUsA, TaK KaK OHM ObUIM TOJYyYEHbl B XOJI€
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UHTEPBBIO C JAUPEKTOPaMU, KOTOpBIE MPOBOAMINCH 0€3 3amucu. JTo Obun
HedopMasbHbIe Oecepl MEXIy Hay4dHO-HCCIEAOBATEIbCKUMU PAaOOTHUKAMU U
TUPEKTOpaMH MIKOJ. OTH Oecelbl MPOXOAWIH TMepel HUCHOIb30BaHUEM
BOIPOCHUKOB B KOHKpETHOHU mkosie. MccienoBanne HCTOYHUKOB HH(POPMAIIH
y ydaluxcs W pOJUTENEH CBUACTEIBCTBYET O TOM, UYTO W POAWUTETH, U
yuamecss uiyT uHpopmanuio ckopee HedopmanbHbM myTeMm. HawuGornee
pacmlpoCTpaHEHHBIM HCTOYHHUKOM SIBJISIETCSA TOCEIICHHE CPEAHMX Y4eOHBIX
3apeaeHuii. (Hammond & Dennison, 1995)

B HacTosiiiee BpeMs CyIIECTBYET MHOTO HCCIEIOBAaHMN, TMOCBSIICHHBIX
¢dakTopaM, OKa3bIBAIOIIMM BIIMSHUE Ha OOpa3oBaHHE, TeM HE MEHEe HaM He
yIaloCch HAWTH HU OJHOTO WCCJIENOBaHUA, KOTOpOe OBl MPOBOIMIOCH B
OTHOILIEHWU JIMI[ C HapyUIeHUEeM ciyxa. bBOJbIIMHCTBO HCCIENOBaHUN U
OPOEKTOB B  HACTOsIIEE  BpeMs  IOCBSIIEHbl  MH(GOPMUPOBAHHOCTH
paboToaaTene.

Limitations of the study

Hacrosimas npobiieMatnka 4pe3BblYaiHO IIMPOKA, TaK KAK B €€ COCTaBe
MMEETC OYEHb 0OJIbIIOE KOJUYECTBO MEPEMEHHBIX (CaMO HaJU4KMe HAPYIICHUS
ciyxa, cnenupukanus 0COOEHHOCTH, COLMOKYJIBTYPHBIE pa3JInyusl, BOCIIUTAHUE
u  oOpa3oBaHHMe,  I[IEHHOCTH,  [OXKEJIAaHUs,  OXUAAHUS,  COCTOSHHE
GyHKIMOHATIBLHOCTH / COIMaNbHBIE MPoOsieMbl oTpedHocTel U T.71.) Crona xe
OTHOCHUTCSI U BO3MOKHOCTb HaXOXJIEHHS BCEX MOTYIIHUX OBbITh PEI€BAHTHBIMU
VICCJIEIOBAHNM, TOCBAILEHHBIX UCCIEAYEMBIM SIBICHUSM.

IIepemeHHBIE CO CTOPOHBI MCCIEAOBATENEH UTPAIOT CBOK HEOTHEMIIEMYIO
pOJIb B METOAMKE HccieqoBaHus. ONpeaeieHHOe 3HaUeHNE, OKa3bIBAIOIIIEE CBOE
BJIMSIHUE, MOKET UMETh U TOT (PAKT, UYTO Y CAMUX HCCIEe0BaTeNbHUL] (aBTOPOB)
HapyILIEHUE CIyXa OTCYTCTBYET.

ABTOpaM He yAaoch OOHAPYKUTh MOJOOHBIE UCCIEAOBAHMS IO TAHHOMY
BOIIPOCY, MpoBeAcHHbIE B ycioBusax Yemickoir PecnyOmuku. B cioydasx
MPOBEPOYHOr0 KOJMYECTBEHHOTO MCCIEIOBAHUS MOXHO YCMOTPETh MpPOoOJeMy
MMEHHO B HEIOCTaTKE peJeBaHTHOM wuHGoOpMaluu Uid MNOCIeAYIOIIeH
JACKYCCHUM W CO3JIaHUsl OTIPABHOW TOYKH ISl JAJbHEHIIUX HCCIEAOBAaHUMN B
MOCJICTYIOITUX 00IacTsIX.

ABTOpBI MOJaralmT, 4YTO OJHUM M3 OrPAHUYCHHUI HCCIeIoBaHUS ObLia
Tak)Ke MOABEPKEHHOCTh BIMSIHUIO YUHUTEIEH MpHU BbIOOpE CpeaHEro y4eOHOro
3aBelICHUSl y yuauuxcs ¢ HapyumeHueM ciyxa. B Yemckoit PecnyOnuke
OOIIEU3BECTHO, YTO YHUCJIO YYallUXCsl C HapylIEHHEeM CclyXa B IIKOJaX
COKpallaeTcsi, ¥ MIKOJbl OOPIOTCS 3a KaXJOr0 U3 HUX C LENbI0 COXpPaHEHHs
¢dbunaHcupoBaHus. B 3Toil CBSI3M IUpEKTOpa U yUUTENsl HAMIPABIAIOT YUalUXCs
B T€ CpeHuE y4eOHbIE 3aBEJCHUS, KOTOPblE OPraHM30BaHbl KAaK MPOJIOJKEHUE
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OKOHYEHHOW HaydaJbHOW MIKOJIBI, B KOTOPOW 3aIllOJIHEHUE MECT 00eCreunBaeTcs
0053aTeILHOCTHIO IIKOJILHOTO 00pa30BaHU.

Hexxenanue npuHUMaTh ydyacTUE€ B UCCIENOBAaHUSAX 4acTO HaOMIOAaeTcs y
JUL ¢ HApYLICHUEM CJIyXa, a TAKXKE y COOTBETCTBYIOUIUX YUYPEXKIACHHU. ITO
CBSI3aHO C T€M, YTO UM INPUXOAMUTCS 3ANOJHATH OOJBIIOE KOJIMYECTBO aHKET B
COCTABE PA3JINYHBIX UCCIIETOBAHUM.

Conclusion

B 3akmtoueHue Mbl IpeasiaraéM HEKOTOpblE PEKOMEHJALMU, KOTOpBIE
MOTJIM OBl OKa3aThCs TOJIC3HBIMH IS MEHBIIMHCTB C HapyIIEHUEM CiIyXa C
TOYKA 3pEeHUsT 00pa3oBaHHUs, B KOHTEKCTE WHKIIO3UBHOTO TMOAXOJa, MpH
TPYIOYCTPOMCTBE HAa PBIHKE TpyJa W OJHOBPEMEHHO [JIsi CO3/IaHUSI PaBHBIX
BO3MOYKHOCTEH IS ITOJTHOIIEHHOM KU3HU TaKUX JIOAEH.

B mepByto oudepenb HEOOXOAUMO 3aHATHCS IIMPOKOM MPOCBETUTEIbCKUN
paboToOl  TMOCPENCTBOM  TE€X  OpraHU3alMi, KOTOpbIE  MOJJACPKUBAIOT
TPYAOYCTPOMCTBO JIMIl C HAapyIICHUEM CIIyXa, a TaK)K€ MOBBIIICHUEM YPOBHS
3HaHUK O TpoOsieMaTrke MNPOoGEeCCHOHAIBHOIO TPYAOYCTPOHCTBA M €ro
cnenupUIecKuX YepTax y JIoJed ¢ HapyIIeHHEM CIIyXa; 3TO MOXKHO ObLIO ObI
00€eCIeYuTh IMOCPEICTBOM PA3JIMYHBIX MEPONPUITHI, MOJKIIOUEHUSI CPEIICTB
MaccoBOil HMH(OpPMAIMM M CTPEMIJICHHS H30aBUTHCS OT MPEIPACCYIKOB IIO
OTHOILICHHIO K JIIIAM C HapylIeHueM ciayxa. He TonbKo cpeau MOTEeHIHAIbHBIX
paboTojaresneid, HO U CpeIu MUPOKON OOIIECTBEHHOCTH.

Pacnpoctpanenune o0pa3oBaHHs U JIPYTUX HABBIKOB CPEIM BOCIUTATENEH
no npodOpHEHTALIMM HAa Kypcax, B XOJE CHEIHUAIbHOr0 OOy4YeHHUs U Ha
CEMUHapax, Oyarogaps 4yemy yaanaoch Obl TOBBICUTH A()PEKTUBHOCTH PadOTHI U
PYAUPOBAHHOCTh B 00JaCTH MNPOPOpPUEHTALUU. YBEJIUYUTh YYacTHE B
PO OPUEHTAIIMU CO CTOPOHBI BOCHUTATENIE U KOHCYJIBTAHTOB.

ObecnieunTh TPOBENCHUE PA3NMYHBIN JICKIIUMA, KOTOPBIE AAAYyT y4aluMCS
MPEACTAaBICHUE O TMPEUIOKEHUU KOHKPETHBIX MeCT B  Ompo 1o
TPYIOYCTPOUCTBY, KOTOPbIE PEKOMEHIYIOTCS B TOM 4YHCIE IJs JOAEeH C
HapyIIeHUEM cliyXa. Ydamuecs uMean Obl BO3MOKHOCTb MPUHSTH PEIICHHE O
TOM, Ha KaKyl CIEIHUaJIbHOCTh OPUEHTHUPOBATHCS IPHU BHIOOPE CPEIHETO
y4eOHOTO 3aBEICHUS, B TOM YHCJIE HCXOs M3 TOTPEOHOCTEH phIHKA TPY/a.

[Ipurnamare poauTesiell Ha pa3IUYHbIE JIEKIUU, BCTPEYH, KOTOPbIC
MOCBSIIICHBl KOHKPETHBIM TMpodecCusiM U BO3MOXKHOCTSIM BBIOOpa CpEHEro
y4eOHOro 3aBe/ieHUs (B TOM 4HCIe JIJIsl YYEHUKOB C HapyIIEHUEM CilyXa) WM
HETMOCPEJCTBEHHO CaMOMY BBIXOJY Ha PBIHOK TpyJa, 4YTOOBl y HHUX OBLIO
MPEACTaBICHUE O CHUTYyallMd B HACTOSIIUH MOMEHT, YTO TakKXKe IOMOIJIO Obl
n30€XaTh MEPEOLICHKN y4YallluXcs, a TaKKe HEMpaBWIHLHOTO BbIOOpA yueOHOTO
3aBEJIEHUSI CO CTOPOHBI poaAMTENeH. DTOT (aKT BaKeH W C TOM TOYKU 3pPEHUs,
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YTO POJWTENM W YYECHUKH, NPUHUMAIONIME PEUICHHS MO JAHHOMY BOIIPOCY,
IPECIICYIOT Pa3IMYHbIE LIEJIM U UMEIOT Pa3HOEe MPEACTaBICHUE O OyIyIleM, a
TaK)Ke MMPUMEHSIOT Pa3INYHbIC CTPATETHH HCTOYHUKOB HH(OpMAIHH.

[loBbIIATE YPOBEHb CTPEMJICHHSI CBOMX JIETEM C HApYLICHHEM CIIyXa B
KOHTEKCTE JallbHEUIIIero 0oO0pa3oBaHMs WU TPYAOYCTPOMCTBA UYPE3BHIUANHO
BAXXHO, MPUYEM ITO HEOOXOIMMO JeiaTh, MNOAJIEPKUBAS TE€ HX JUYHBIC
KaueCTBa, KOTOPHIE CBA3AHBI C YCIIEXOM.

[IomMoub poaUTENSIM OCO3HATH CBOKO LIEHTPAJIbHYIO pOJIb B IMpPOIECCE
dbopmupoBanus nMpodOpUEHTAIIMK U TOJITOTOBKH UX JETEH, MOIKIIOYUB HUX K
OTIpEJICTICHHBIM BHJIaM JIEATEIbHOCTH, CBSI3aHHOM C podopreHTAIUEH.

[ToaroToBKy k mpodeccud BECTH MHAMBUIAYyalbHO. HaunmHas ¢ HavanbHOM
IIKOJIBI, MPOJIOJKAsi BHIOOPOM CPEAHET0 U BBICIIETO y4eOHOTO 3aBENEHUA, U
BILUIOTh [0 MOMOIIM IOWCKAa MECTa TPYAOYCTPOMCTBA M COXPAHEHHUSI 3TOrO
MecTa.

B Xxome TmoOArOTOBKM TMEAaroroB  BBICIIMX  y4E€OHBIX  3aBEACHUMN
MOAYEPKUBATh 3HAUCHHE KyJIbTYypbl Hecnblmammx # coenuaibHO H3Yy4yaTb
LIEHHOCTHU DTOT'0 COOOIIIECTBa.

B nporpamMmy moAaroToBku OyQylIMX yduTened J100aBUTh Takhe OOJacTH,
KaK KOHCYJBTHPOBaHUE MO MPO(OPUEHTALMN C HECKOJBKUX TOYEK 3PEHUS
(momjepxkka TIpU TMOUCKE pabodYero MecTa, TMPEOJOJICHUE MPENsSTCTBUM,
CBSI3aHHBIX C TPYAOYCTPONMCTBOM, IIOMOIIb B COXPAaHEHUH TOJYYEHHOIO
pabouero Mecta, COTPYJHHYECTBO MEXIy JHIIOM C HApYIICHHEM CclyXa |
paboromareneM, ¢opmanbHOe obOecnieueHne pabotel u T.1.). He cuemyer
3a0bIBaTh TaKXK€ O SI3BIKOBOM W KYJbTYPHOW pa3HUIE, KOTOpas BIHMSET Ha
npodeccuoHanbHbIil MyTh. BynymuM memaroraMm cieayer Mmoiay4daTh 3HAHHUS O
S3BIKE, €T0 CTPYKTYpE U HalMoHaIbHOU KynbType. (Ruzicka, 2013)

[Tomnepxkka JalbHEWINIMX HAYYHBIX HCCJIEIOBAHUM W TMOUCKAa HOBBIX
BO3MOYKHBIX PEIICHUN TPYJIOYCTPONCTBA JIUI] C HAPYLICHUEM ciiyxa. Pacimpsrts
3HAHMS B JAHHOW OOJACTH W HAMpPABIIATH CBOM MCCIEAOBAHMS 00Jiee KOHKPETHO
u Ha OoJiee Y3KYH 4YacTh IMPEACTaBICHHOW mpolieMaTtuku. I[IpumeHdTsh
pe3yabTaThl Hay4yHOM pabOThl Ha TMpPaKTHUKE, B YAaCTHOCTH WCIOJIH30BATh
KOHKPETHBIE CBEJICHUS, MTOJTYyUYCHHBIC B X0J/I€ UCCIICIOBaHMS, HA KOH(DEPEHIIUSX,
B IIIKOJIaX U B MyOJIMKAIIUX.
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Summary

The paper focuses on inclusive education and possible factors influencing the
choice of further education in preparation for a career of pupils with hearing disability
in the Czech Republic. The objective is the identification, analysis and interpretation
of the factors that influence the choice of the career of pupils with hearing disability in
primary schools. It was used a quantitative approach.
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SPECIALAS IZGLITIBAS IEKLAUgANA
PIRMSKOLAS UN PAMATSKOLAS VISPAREJA
IZGLITIBA LATVIJA

The Inclusion of Special Education into Preschool and Elementary
General Education Institucions in Latvia

Ligita Kule
Vidzeme University of Applied Sciences, HESPI, Latvia

Feliciana Rajevska
Vidzeme University of Applied Sciences, HESPI, Latvia

Abstract. The statistics of the Ministry of Education and Science show a positive dynamics in
the availability of special education. However, for inclusion of children with special needs into
the mainstream education, the provision of support staff (psychologist, speech therapist, special
educator) is essential. The aim of this research is to investigate the national legislation on the
inclusion of children with special needs in the pre-school and elementary school education
system, exploring the funding aspect. The study analyses the legislative basis for the provision
of special education in mainstream schools. The research investigated the provision of special
education in general education institutions in Alitksne Municipality in September - December
2016 (case study) and carried out several interviews with field experts. The study is conducted
in the context of theory of inclusive special education. The study shows that in providing
education support staff in an educational institution in the framework of the existing public
education and special education funding model and in the context of a rural region with a low
population density, there is a need for a rational approach, careful planning and process
management: gathering information about all pupils with special needs in a municipality,
cooperation with parents, management and mobilization of all resources.

Keywords: pre-school and elementary special education, children with special needs, support
personnel, Alitksne Municipality.

Ievads
Introduction

Gatavojoties iestaties Eiropas Savieniba, LR valdiba un Eiropas Komisija
2003. gada parakstija Kop€jo socialas ieklauSanas memorandu, kura definéti
galvenie mérki nabadzibas un socialas atstumtibas jautajumu risinasanai, t.sk.,
ieklaujosSas specialas izglitibas Tstenosana (Saeima, 2004). Izglitibas un zinatnes
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ministrijas dati parada pozitivu dinamiku specialas izglitibas pieejamiba,
vispargjas izglitibas iestades licenc€tu specialo izglitibas programmu (SIP) un
ieklauto bérnu ar specialam vajadzibam (BSV) skaita picaugumu (IZM, 2014,
[ZM Invalidu lietu nacionala padome, 2016). Tacu ne vienmer izglitibas iestade,
kas ir licenc@jusi SIP, sp€j nodroSinat kvalitativu izglitibas atbalstu. Valsti nav
radita sist€ma, kas garantetu, ka katrs konkrétais b&rns tieSam sanems vina
specialajam vajadzibam nepiecieSamo atbalstu (IZM, 2014). Izglitibas attistibas
pamatnostadnes 2014.-2020. gadam uzsver, ka efektivam atbalstam bérnam ar
specialam vajadzibam ir bitiski, ka vispargjas izglitibas iestad€s ir atbalsta
personals. Ricibas virziens “leklaujosas izglitibas principa stenoSana un socialas
atstumtibas riska mazinasana” paredz atbalsta personala (psihologs, logopéds,
specialais pedagogs) pieejamibas nodroSinaSanu, 1pasi pirmsskolas un
pamatizglitibas posma: 2017. gada +5 % un 2020. g. + 7 %; skolotaja paligu un
pedagoga paligu atalgojuma nodroSinaSanu vispar€jas izglitibas iestadés no valsts
budzeta finanSu lidzekliem (Saeima, 2014). 2016. g. 1.septembr1 speka stajas tris
jauni MK noteikumi, kas pamata regul€ izglitibas finanséSanu no valsts budzeta,
paredzot lielaku finans€éjumu izglitibas atbalsta pasakumiem (05.07.2016. MK
not. Nr. 445), (05.07.2016. MK not. Nr. 447), (15.07.2016. MK not. Nr. 477).

Lai ar1 valsts statistikas dati par ieklaujoSas specialas izglitibas pieejamibu
dinamika ir pozitivi, ir konstat€tas nozimigas ieklaujoSas specialas izglitibas
istenoSanas problemas un viena no tam ir izglitibas atbalsta personala
nodroSinaSana izglitibas iestades. Petijuma merkis ir izpétit valsts likumdoSanu
par bérnu ar specialam vajadzibam ieklauSanu izglitibas sisttéma pirmsskola un
pamatskola no 2012. - 2017. gadam, apskatot finans€juma aspektu atbalsta
personala nodroSinasanai. P&tijuma tiek izmantota normativo dokumentu izpéetes
un analizes metode. Lai apzinatu specialas izglitibas nodroSinajuma situaciju
lauku novadu konteksta, tika veikta gadijuma izp&te Alliksnes novada: izpétiti
Aliiksnes pasvaldibas normativie dokumenti, iegiiti Aliksnes novada paSvaldibas
Izglitibas parvaldes statistiskie dati par 2016. gada septembri — decembri un
veiktas 2 ekspertu intervijas par specialas izglitibas finans€jumu no valsts budzeta
un pieejamajiem atbalsta pasakumiem BSV. Izglitibas BSV finans€juma sisteéma
ir sam@ra sarezgita un visai griiti izprotama cilvékiem, kas nav tiesi saistiti ar $o
jomu. Ekspertu intervijas tika giita skaidriba par finanséjuma apréekinasanas,
sadales kartibu un norisi. Pamatojoties uz pétijuma datiem, tika izveidots apskats
par izglitibas atbalsta persondla nodroSinajumu pirmsskolas un pamatskolas
posma Aliiksnes novada.
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IeklaujoSa speciala izglitiba
Inclusive Special Education

UNESCO Politikas vadlinijas nosaka, ka ieklaujosa izglitiba ir process, kas
stiprina izglitibas sistemas kapacitati un, ka “ieklaujoSu izglitibas sist€ému var
izveidot tikai tad, ja parastas skolas klust daudz ieklaujosakas — citiem vardiem
sakot, ja tas labak izglito visus savas paSvaldibas bérnus”. Ieklausana un kvalitate
ir savstarpgji atkarigas, pieejamiba un kvalitate ir saistitas un tas abpuséji
pastiprina viena otru un ieklaujosas izglitibas nodrosinasana svariga ir kvalitate
(UNESCO, 2009). Eiropas specialas izglitibas attistibas agentiira ir atzinusi, ka
finansé€Sanas politika un sist€ma joprojam ir viens no svarigakajiem faktoriem,
kas nosaka ieklausanu. lerobeZota pieeja vai pieejas trikums noteiktiem
pakalpojumiem var ierobezot ieklausanu un vienlidzigu iesp€ju nodroSinasanu
1zglitojamiem ar specialam izglitibas vajadzibam (Eiropas specialas izglitibas
attistibas agentiira, 2009).

Latvija speciala izglitiba tiek 1stenota divu veidu pirmsskolas un pamatskolas
1zglitibas iestades: 1. Specialas izglitibas iestadés un 2. Vispargjas izglitibas
lestades 1)vispargjas izglitibas klasés (grupas) - pirmsskolas posma ieklauj ne
vairak par 3 beérniem ar attistibas traucg€jumiem, izstradajot viniem individualu
macibu planu, un ieteicamais bérnu skaits grupa neparsniedz 20 (31.07.2012. MK
not. Nr. 533) un pamatskolas posma vispargjas izglitibas klases tiek ieklauti 2-4
skoléni; 2) tiek veidotas specialas izglitibas klases (grupas) - pirmskola (6-15
skoléni klas€ atkariba no trauc€jumu veida) un pamatskola (6-20 skoléni klase
atkariba no trauc€jumu veida) (13.10.2015. MK not. Nr. 591). LR Vispargjas
izglitibas likums (1. pants) nosaka, ka specialas vajadzibas ir nepiecieSamiba
sanemt tada veida atbalstu un rehabilitaciju, kas rada iesp€ju izglitojamajam apgiit
1zglitibas programmu, nemot vera vina veselibas stavokli, sp&as un attistibas
Itmeni (Saeima, 1999, likuma redakcija 01.07.2011.).

No 2012. gada ieklaujoSas specialas izglitibas veicinasana periodiski tika
redigéti un pienemti jauni normativie akti: noteikumi par vispargjas
pamatizglitibas iestazu nodroSinajumu atbilstoSi izglitojamo specialajam
vajadzibam(16.10.2012. MK not. Nr. 710) (sk. 1. tab.); kartiba, kada pieskir un
finans€ asistenta pakalpojumu izglitibas iestadeé (09.10.2012. MK not. Nr. 695);
pienemti noteikumi par pirmsskolas specialas izglitibas programmu paraugiem
(31.07.2012. MK not. Nr. 533); pienemti jauni noteikumi par pedagogiski
mediciniskajam komisjjam (16.10.2012. MK not. Nr. 709). 2014. gada stajas
spéja jauni noteikumi par valsts pamatizglitibas standartu, macibu priekSmetu
standartiem un programmu paraugiem, t.sk., pienemti noteikumi par specialo
pamatizglitibas programmu paraugiem (10.08.2014. MK not. Nr. 468). 2015.
gada noteikta kartiba un kriteriji, kada izglitojamie tiek uznemti izglitibas
iestades, tai skaita specialas izglitibas programmas. Skoleénus ar funkcionaliem
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traucjumiem uznem specidlas izglitibas programma, pamatojoties uz
pedagogiski mediciniskas komisijas (PMK) atzinumu, kura noradita izglitojamam
ieteicama izglitibas programma vai atbalsta pasakumi(13.10.2015. MK not. Nr.
591).

1.tab. Visparejas pamatizglitibas izglitibas iestadem nepiecieSamais papildu
pedagogiskais personals un atbalsta personals (MK noteikumi Nr. 710)
Table 1 Elementary education institutions required additional teaching and support staff
(Cabinet Regulations Nr. 710 )

Speciala izglitibas Speciala izglitibas klase Visparéjas izglitibas klase
programma (SIP)
izglitojamiem ar valodas logopéds, velams psihologs logopéds, velams psihologs
traucgjumiem
izglitojamiem ar maciSanas | logopeds, specialais pedagogs | logopéds, vélams specialais
traucgjumiem vai pedagoga paligs, psihologs | pedagogs vai pedagoga paligs,
velams psihologs
izglitojamiem ar garigas logopéds, specialais pedagogs, | specialais pedagogs, pedagoga
attistibas trauc€jumiem pedagoga paligs paligs (atseviskas stundas atkariba
velams psihologs. no izglitojama veselibas stavokla
Ja nepieciesams, skolotaja un attistibas limena).
paligs. Véelams bérnu psihiatrs | Ja nepieciesams, skolotaja paligs

Vispargjas pamatizglitibas izglitibas iestadém nepiecieSamais papildu
pedagogiskais personals un atbalsta personals specialam izglitibas klasém un
vispargjam izglitibas klasem ir noteikts atSkirigi, noradot vairakus atbalsta
personala specialistus ka ve€lamus, kas rada nenoteiktibu un interpretacijas
iespejas par nepiecieSamajiem atbalsta pasakumiem.

2016. gada 1.septembrT speka stajas tris jauni MK noteikumi par izglitibas
finans€Sanu: pedagogu darba samaksas noteikumi (05.07.2016. MK not. Nr. 445),
valsts budzeta merkdotacijas pedagogu darba samaksai pasvaldibu vispargjas
1zglitibas iestades, kur finans€jums iestades vaditaja, vina vietnieku un atbalsta
personala darba samaksai paredzéts par 3 % lielaks (18 % tagad, 15 % ieprieks)
un tiek piemerots lielaks koeficients (2 iepriekS$€jo 1.84 vieta) skoleniem SIP
(05.07.2016. MK not. Nr. 447) un specialas izglitibas iestazu, internatskolu un
vispargjas izglitibas iestazu specialas izglitibas klasu (grupu) finanséSanas kartiba
(05.07.2016. MK not. Nr. 477). Piemaksa pedagogiem specialas klas€s par darbu
1pasos apstaklos ar skoléniem SIP ar garigas attistibas trauc€jumiem, ar vairakiem
attistibas trauc€jumiem noteikta mazaka, 15 % (05.07.2016. MK not. Nr. 445),
neka ieprieks, 20 % (28.07.2009. MK not. Nr.836, redakcija 24.08.2010). Ieprieks
bija noteiktas ar1 piemaksas pedagogiem par darbu ar skoléniem SIP arT vispargjas
izglitibas klasés lidz 10 % par attiecigajam macibu priekSmetu stundam
(28.07.2009. MK not. Nr. 836, redakcija 27.08.2013), atbilstoSi jaunajiem
noteikumiem §1s piemaksas nav paredzétas.
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Pirmsskolas speciala izglitiba Aliiksnes novada
Pre-school Special Education in Aliiksne Municipality
(September — December 2016)

LR Izglitibas likuma 7. pants nosaka divas pirmskolas izglitibas mérkgrupas:
1) pirmsskolas vecuma beérni (Iidz 5 gadiem); 2) obligatas izglitibas vecuma bérni
(no 5 gadiem). Izglitibas finans€jums no valsts budzeta paredz&ts bérniem no 5
gadiem, t.i., pedagogu un atbalsta personala darba samaksu un VSAOI pasvaldibu
izglitibas iestadém no valsts budzeta lidzekliem tiek nodroSinata obligata
izglitibas vecuma bérnu izglitoSana. Pirmskolas b&mu no 1.5 Iidz Sgadiem
apmaciba un ar to saistitie izdevumi ir pasvaldibas kompetence (I1zglitibas likuma
17. pants; MK not. Nr. 447).

Aluksnes novada kopuma izglitibas iestadi apmekl€ja 693 pirmskolas
vecuma beérni, no tiem 434 berni no 1.5 Iidz 5gadiem, 259 obligata pirmskolas
vecuma bérni no 5-7gadiem, no kuriem 92 obligata pirmskolas vecuma bérni no
5-7 gadiem ar diagnostic€tam specialam izglitibas vajadzibam (PMK atzinums).

Aluksnes novada ir 6 pirmsskolas izglitibas iestades (PII), no kuram 4 isteno
specialas izglitibas programmas (sk. 2. tab.). Jaunie MK noteikumi par valsts
mérkdotaciju pedagogu darba samaksai un VSAOI vispargjam pamatizglitibas
lestadem paredz uz 200 obligata vecuma pirmsskolas bérniem 1 logopéda darba
likmi (05.07.2016. MK not. Nr. 447). Altuksnes novada no paredzetas valsts
mérkdotacijas uz 210 obligata pirmskolas vecuma bérniem Izglitibas parvalde
tarific€ja 2 logopedus ar 0.909 darba likmi (Kupca, 16.12.2016, intervija). Tiek
nodrosinatas 2 pirmsskolas skolotaju likmes uz vienu specialas izglitibas grupu,
kura izglitojamo skaits atbilst normativajos aktos noteiktajam; finansg€jums
atbalsta personala darba samaksai 15 % apmera no pedagogu darba samaksas
aprékinatas merkdotacijas (Aliksnes novada paSvaldibas not. Nr. 2/2016). No
paSvaldibas pamatbudzeta bérniem lidz 5 gadiem Aluksnes PII ,Pienenite”
nodroSina logopedu (0.74 darba likme) un Aliksnes PII ,,Spriditis™ ir izveidota 1
logopediska grupa (1 logopéds ar 1.1 darba likmi) (Altksnes Izglitibas parvaldes
dati, 2016).

2.tab. Aluksnes novada pirmsskolas speciala izglitiba
Table 2 Pre-school Special Education in Aliiksne Municipality

PII un specialas izglitibas Skolénu (no | Atbalsta pedagogu skaits, darba likmes
programmas (SIP) 5 gadiem) un finanséjuma avots
skaits SIP

Aluksnes PII ,,Calis” 21 Valsts mérkdotacija specialam skolam un
SP ar valodas trauc&jumiem, specialam klasém (grupam) (atbalsta
ar fiziskas attistibas personals tarificets PII):
trauc€jumiem un ar 2 logopédi / 1.8 likmes
somatiskam saslimSanam 1 psihologs / 0.045 likmes
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Malienas PII ,,Mazputnins$” 20 Valsts mérkdotacija specialam skolam un

SP ar valodas trauc€jumiem; specialam klasém (grupam) (atbalsta

ar fiziskas attistibas personals tarificets PII)

trauc€jumiem; ar somatiskam 1 specialais pedagogs/ 0.395 likmes

saslim$anam; ar jauktiem 1 logopéds/ 0.507 likmes

attistibas trauc€jumiem.

Aliiksnes PII ,,Pienenite” 18 Valsts mérkdotacijas vispargjam PII un

SP ar valodas trauc€jumiem specialam klasém (grupam). Izglitibas
iestadi apkalpo Izglitibas parvaldes
atbalsta pedagogi.

Aliiksnes PII ,,Spriditis” 33 Valsts mérkdotacijas vispargjam PII un

SP ar somatiskam specialam klasém (grupam). Izglitibas

saslim$anam, ar valodas iestadi apkalpo Izglitibas parvaldes

trauc€jumiem atbalsta pedagogi.

Avots: Alitksnes Izglitibas parvaldes dati, 2016

Aluksnes novada ir samera liels pirmskolas vecuma bérnu no 5-7 gadiem ar
specialam izglitibas vajadzibam skaits. Katra PII, kas isteno SIP, ir izveidotas
vairakas specialas izglitibas grupas un atbalsta personals ir pieejams gan PII (2
pedagogi uz vienu specialo grupu, logopéds, specialais pedagogos), gan arpus
PII - Izglitibas parvaldes atbalsta pedagogi, tadejadi radot optimalo izglitibas
atbalsta sniegSanas veidu, nemot véra pieejamos cilvékresursus un finans€jumu.
Finans€jums tiek iegilits ne tikai no valsts mérkdotacijas vispargjam izglitibas
iestadem, bet arT no valsts mérkdotacijas specialam skolam un specialam klasem.

Pamatskolas speciala izglitiba Aliksnes novada
Elementary General Special Education in Aliiksne Municipality

Aliksnes novada ir 14 vispargjas izglitibas iestades, kas Tsteno
pamatizglitibas programmas. 6 izglitibas iestad€s ir licencetas SIP. Aluksnes
novada ir Liepnas internatpamatskola (atbalsta personals tarificéts skola), kur
macas 8 Aliksnes novada BSV. 2016./2017. m.g. macijas 1368 pamatskolas
skoléni (1.-9. kl.), no kuriem SIP 40 skoléni (23 Aluksnes pasvaldiba deklar&tie
skoléni un 17 skoléni no cita novada skolam). Nav apkopotu datu par Aliiksnes
novada BSV skaitu, kuri macas izglitibas iestadés arpus Aliiksnes novada.
Aliiksnes novada vidusskola (295 skoléni / 3 skoléni ar specialam vajadzibam)
pirmo gadu tiek nodroSinats pedagoga paligs (no valsts meérkdotacijas vispargjam
izglitibas iestadeém tarificéta 0.433 darba likmi) un socialais darbinieks ar pilnu
darba likmi no pasSvaldibas budzeta. Malienas pamatskola (55 skoléni / 4 skoléni
ar specialam vajadzibam) ir tarific€ts viens logopéds ar 0.1 darba likmi.
Pamatskolas skoléni ar specialam vajadzibam macas vairakas Aliiksnes pilsétas
un nov. izglitibas iestades, neviena nav nokomplekteta specialas izglitibas klase
(Aluksnes Izglitibas parvaldes dati, 2016). Aliiksnes novada valsts mérkdotacija
pedagogu darba samaksai un VSAOI uz 1.-12. klases skolénu skaitu (1631) 2016.
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gada sept.- dec. veidoja 746,520 EUR. Péc Aluksnes nov. paSvaldibas
noteikumiem mérkdotaciju izglitibas iestadém visparéjas pamatizglitibas iestazu
pedagogu darba samaksai aprékina, piemérojot pedagogu darba samaksas
noteikumos noteikto zemako ménesa algas likmi (680 EUR) un no aprékinata
finans€juma pedagogu darba samaksai papildus aprékina finans€jumu 13,5 %
apméra pedagogu papildu pienakumiem. No kopsummas aprékina finanséjumu
Izglitibas parvaldes Rezerves fondam 1,0 % apmeéra un Izglitibas parvaldes
atbalsta personala pedagogu darba samaksai un VSAOI 1,0 % apmeéra (Altksnes
nov. pasvaldibas not. Nr. 3/2016). No 1,0 % aprekinatas merkdotacijas Izglitibas
parvaldes atbalsta personala pedagogiem tika tarific€tas 1.6 darba likmes. No
Aluksnes novada paSvaldibas pamatbudzeta lidzekliem finansé Izglitibas
parvaldes atbalsta personala pedagogu tris darba likmes (Aluksnes nov.
paSvaldibas not. Nr. 3/2016) (sk. 3. tab.). No valsts mérkdotacijas pedagogu darba
samaksai aprékina papildus finans€jumu iestades vaditaja, vina vietnieku un
atbalsta personala darba samaksai 18 % apmera (2016.07.05. MK not. Nr. 447).

3.tab. Izglitibas parvaldes atbalsta personala pedagogi darbam ar obligata pirmskolas
vecuma bérniem un 1. -12. klases skoléniem
Table 3 Educational administration support educators with pre-school children and 1 -12
class of students

Atbalsta personals Darbinieku skaits Darba likmes
Specialais pedagogs 2 1.36
Logopeéds 4 2.409
Psihologs 3 1.6

Avots: Alitksnes Izglitibas parvaldes dati, 2016

Ta ka pamatskolas skoléni ar specialam vajadzibam macas izkliedéti pa
vairakam izglitibas iestadém un neviena izglitibas iestad€ nav izveidota neviena
specialas izglitibas klase, nevar iegiit valsts meérkdotaciju specialam klasém.
Esosais izglitibas atbalsta personals tiek nodroSinats no valsts mérkdotacijas
vispargjam izglitibas iestadém un pasvaldibas budZeta. IerobeZota finans€juma
apstaklos optimals risinajums atbalsta personala nodroSinasanai, ir atbalsta
personala tarificéSana Izglitibas parvalde. Izglitibas parvaldes atbalsta pedagogi
apkalpo visas Aliiksnes pils€tas un nov. izglitibas iestades un strada ar visiem
obligata pirmsskolas vecuma bémiem un 1.-12. kl. skoléniem, kuriem
nepiecieSams izglitibas atbalsts neatkarigi no ta, vai skolénam ir ar PMK atzinumu
noteikta SIP. “Ir daudz bérnu, kuri var macities péc vispargjas izglitibas
programmas, bet viniem ir nepiecieSami izglitibas atbalsta pasakumi, kas tiek
noteikti ar PMK lemumu.” (B@rzina, 16.12.2016, intervija). Vispargjas izglitibas
iestadém ir paredzets asistenta pakalpojums (valsts finans€jums 11dz 40 st. ned¢€la)
parvietoSanas un pasapriipes veikSanai bérniem no 5 gadiem, kuriem pieskirts
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1pasas kopSanas statuss (09.10.2012. MK not. Nr. 695). Aluksnes novada 7 b&rni
sanéma asistenta pakalpojumus (Altiksnes Izglitibas parvaldes dati, 2016).

Lai iegiitu pilnigu skaidribu par situaciju izglitibas atbalsta nodroSinaSana
BSV vispargjas izglitibas iestade ar nelielu skolénu skaitu, talak tiks apskatits
konkréts piemérs. Altiksnes pils€tas sakumskola ir skola ar vislielako skolénu
skaitu no visam Altiksnes novada skolam - 397 skoléni. 5 skoléni macas pec SIP
integréti vispargjas izglitibas klasés. Aliiksnes pilsetas sakumskola 1steno SIP 1.-
6. klases skoléniem ar maciSanas traucgjumiem. Izglitibas iestadé nav neviena
izglitibas atbalsta pedagoga. Valsts mérkdotacija pedagogu darba samaksai par
2016./2017. m.g. ir 95,465.48 €. No esosas dotacijas 1,0 % tiek novirzits Izglitibas
parvaldes atbalsta personala pedagogu darba samaksai, t.i., 954.64 € (skoléniem
ir pieejams Izglitibas parvaldes atbalsta personals arpus skolas). No valsts
dotacijas pedagogu darba samaksai (95,465.48 € - 954.64 € - 954.64 € (1,0 %
Izglitibas parvaldes Rezerves fondam) = 93,556.2 €) 18 % tiek aprekinati
izglitibas iestades vadibai un atbalsta personalam (16,840.12 €) un no Siem
lidzekliem 6,0 % atbalsta personalam skola (1,010.41 € 2016./2017 .m.g.). Sie
finanSu lidzekli tiek izlietoti bibliotekara darba samaksai. EsoSos aprekinos netika
aprekinats finans€jums VSAOI. No summas 93,556.2 € atseviSki aprekinot
summu (2.488 %), ko veido valsts dotacija 5 sakumskolas skoléniem SIP ar
koeficientu 2, ta ir 2,327.68 €, bet uz Sskoléniem visparejas izglitibas programmas
(1.244 %) ta ir 1,163.84 €, tatad papildu finans€jums BSV ir 1,163.84 €
2016./2017. m.g.; 290.96 € ménesi (L. Kiiles veikti aprékini). Sie finansu lidzekli
atrodas kopgja skolas pedagogu algu fonda, nav paredzéta to aprékinaSana,
nodaliSana un iegramatoSana atseviska pozicija. Vispargjas izglitibas iestade
valsts specialas izglitibas finanséjumu (mérkdotaciju specialam klasém) var iegut
tad, ja bérnu skaits klasé vai apvienojamas klasés SIP ir tads, lai vartu
nokomplekteét specialas izglitibas klasi (péc MK not. jabiit 6 BSV). Misu
gadijuma BSV macas dazadas neapvienojamas klases.

Secinajumi
Conclusions

Valsti notiek virziba uz ieklaujosu izglitibas sist€ému, tiek reguléts izglitibas
atbalsts skoléniem ar specialam vajadzibam. Valsts pieSkir arvien lielaku
finans€jumu atbalsta pasakumu 7istenoSanai vispar€jas izglitibas sistema.
Aliiksnes paSvaldiba liek akcentu uz izglitibas atbalsta pasakumu nodroSinasanu
agrina vecumposma un izglitibas atbalsta personala specialistu pieejamiba
pirmskolas posma ir lielaka neka pamatskolas posma. Tas ir izskaidrojams arT ar
vajadzigo bérnu skaitu esamibu SIP istenoSanai.

Petijums parada, ka izglitibas atbalsta personala nodrosinasanai izglitibas
iestade esosa valsts izglitibas un specialas izglitibas finanséSanas modela ietvaros
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nepiecieSama ari racionala pieeja pretstata pasorganizéSanas principam, ripiga
planosana un ieklauSanas procesu vadiba pasvaldiba: visu pasvaldibas skolénu ar
specialam vajadzibam apzinaSana, sadarbiba ar vecakiem, visu resursu
parzinaSana un mobilizé€Sana. Valsts finans€juma apmeérs izglitibas atbalsta
pasakumu nodroS§inasanai ir tiesi atkarigs no b&rnu ar specialam vajadzibam skaita
visparejas izglitibas iestadé un biitiska ir ar1 specialo izglitibas klaSu izveide.
Jaunie MK noteikumi (2016) paredz lielaku finans€jumu vispargjam izglitibas
iestadém, taCu praksé lauku novada konteksta finanséjuma pieauguma ietekme uz
visparejas izglitibas iestadém ar nelielu skolénu skaitu un nelielu skolénu skaitu
specialas izglitibas programmas, ir minimala un, bez papildu risinajumiem,
neatrisina izglitibas iestades atbalsta personala nodro§inasanas problému.

Lai maksimali nodro$inatu visus nepiecieSamos atbalsta pasakumus
izglitibas iestadeé valsts izglitibas un specialas izglitibas finanséSanas modela
ietvaros lauku novada konteksta, ir nepiecieSams bernus ar specialam vajadzibam
apvienot dazas vai ar1 viena skola atkariba no situacijas un veidot specialas
1zglitibas klases.

Summary

The financial support to a great extent determines the inclusion of children with
special needs into the general education system. In Latvia laws and regulations define
the educational support for pupils with special needs in mainstream schools. The
Ministry of Education and Science allocates increasing public funding for implementing
support measures for children with special needs in the general education system. The
availability and provision of the educational support staffhas a decisive role in inclusive
education. The study examines the changes in the national legislation on inclusion of
children with special needs into the pre-school and elementary school education system
in 2012 —2017. The research also investigates the changes in funding rules and assesses
the situation regarding the provision of the support staff in special education on pre-
school and elementary school level in Aluksne Municipality immediately after the new
regulations came into force, namely, in September — December 2016. In accordance
with the Cabinet of Ministers regulations the amount of state funding for ensuring
educational support measures depends directly on the number of children with special
needs in a general education school. In pre-school education institutions in Aliiksne
Municipality the number of children with special needs allows providing the necessary
funding for the support staff. The majority of children with special needs from primary
schools receive support staff services outside their schools. There are minimum changes
because the number of children with special needs is not sufficient to recruit the support
staff in the school. The researchers conclude that the principle of self-organization
cannot be relied on in the inclusion of children with special needs. In addition there is a
need for careful planning and inclusion process management on the municipality level:
gathering information about all pupils with special needs in a municipality, cooperation
with parents, management and mobilization of all resources. Since only in this case the

68



Ligita Kiile, Feliciana Rajevska. Specialas izglitibas ieklausana pirmskolas un pamatskolas
vispareéja izglitiba Latvija

real effect of the additional funding can be achieved and the necessary support staff
obtained. The study shows that in the context of rural areas the impact of the funding
increase on general education institutions with a small number of pupils and particularly
a small number of pupils in special education programs is minimal. Additional efforts
are necessary to improve the availability and provision of support staff in the educational
Institutions in such cases.
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SUPPORT FOR THE PROCESS OF SOCIAL
ADAPTATION OF STUDENTS WITH SPECIAL
EDUCATIONAL NEEDS

Danuta Marzec
Akademia im. Jana Dtugosza w Czestochowie, Polska

Abstract. The most recent tendencies in teaching children with developmental deficits
advocate using inclusive educations which allow for an optimization of the process of social
adaptation. Rehabilitation programs to support these children are an integral part of
individual educational programs which are developed for each student and based on the
positive diagnosis that accentuates child's strengths. The process of social adaptation of a
child with disability starts in families and is continued in nursery schools and schools.
Lessons at schools and extra-curricular classes open up opportunities for starting
interpersonal contacts that play a fundamental role in the process of social adaptation. The
particular importance can be from physical activity and various forms of physical recreation.
The support for the development and process of social adaptation through various forms of
physical activity results from the natural needs of a child. The questionnaire survey conducted
among parents and teachers demonstrated that the respondents realize the importance of
physical activity in the process of social development of children with developmental
dysfunctions.

Keywords: adaptation, inclusive education, physical activity, recreation, sport, special needs,
school, family.

Introduction

Recent several years have seen a substantial interest of the pedagogical,
medical and ethical environments, with particular focus on parents, attracted to
the initiatives aimed at supporting the development and providing equal
educational opportunities for children with developmental difficulties and
dysfunctions. This group of children is substantially varied in terms of the depth
and extent of disturbances, but all of them are prone to the difficulties with
sufficient development, abilities to familiarize with the world and adapt to social
requirements.

Children and young people with special developmental and educational
needs include those with symptoms that make it difficult or prevent from
development of motor, sensory, cognitive, communicational, emotional, social
and psychical functions that have an effect on the quality of life and social
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adaptation. Modern education should be adjusted to the needs of this group of
students and oriented towards finding individual opportunities and barriers to the
process of social adaptation. (Zaremba, 2014). Social adaptation results from a
long-term process of learning conceptual skills (learning the language, reading,
writing, self-control, concept of cash), social skills (responsibility, respecting the
principles of social and legal interactions, self-assessment, interpersonal skills)
and practical skills (life-related and professional skills, self-care, safety) which
should be learnt in order to function properly in everyday life (AAMR,
American Association on Mental Retardation, 2001). People with disability are
often unable to learn all adaptive skills areas, thus needing the systems of
support (D. Deutsch Smith, 2008). They should receive the support from
schools, families and local environments.

The approach to educating children with developmental dysfunctions in
Poland is twofold. Besides special schools with curricula adjusted to the specific
types of disorders, integration classes and divisions in public institutions, a new
organizational solution is provided by inclusive (open) teaching, which consists
in education of these children in public schools for healthy children. Obviously,
this requires greater financial, organizational and modern pedagogical solutions
but prevents from stigmatization and marginalization, thereby opening up the
opportunities for acquiring greater social competencies. The researchers in the
field of integration and inclusion problems emphasize that this process leads to
many changes at individual and general social levels while raising the awareness
and changing social attitudes (Zacharek, 2011). This problem seems to be even
more important assuming that the most essential task of the modern educational
system is to meet educational needs of all children. Analysis of the problems of
equal opportunities seems to be important given that the risk of marginalization
and social exclusion are not reducing in modern societies, which is connected
with substantial socio-cultural differentiation among citizens. Contemporary
school has to accept and appreciate differences between people, adopt the
approach of social model of disability and determine environmental barriers
concerning the strategy of support for the process of social adaptation in
different environments. It is also necessary to ensure "close cooperation with
parents or legal guardians of a child and also tailor the pedagogical and
educational programs to these people" (Karpuszenko, 2008).

The data presented by the Central Statistical Office of Poland show that the
number of disabled children aged from O to 15 years accounts for 13 % of the
general population, with higher number of boys from bigger cities (58.3 %
living in cities compared to 41.7 % in rural areas). Greater percentage of people
with dysfunctions was found in older children. Some 80 % of children had one
dysfunction while others had two or more. According to the definition adopted
by the Central Statistical Office of Poland, the disabled children are those with
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current medical certificate of disability and those who, without such a legal
statement, experience limitations in performing basic activities compared to
their peers.

The focus of the study was on selected forms of support for physical and
social development of children which are used in schools, family and local
environments, with particular focus on motor and recreation activities. The
questionnaire survey conducted among parents and teachers concerned their
opinions about the effect of motor and recreational activity and sports on the
process of learning independence by children and young people and their social
adaptation.

Social adaptation of students with special educational needs and its
determinants

The overriding objective of educational activities is child's adaptation to the
social environment. Adaptive competencies are acquired for the whole life.
However, the first experiences connected with starting the education are critical.
This is particularly important with respect to children with limited abilities and
reduced level of functioning, who have greater problems with adjustment to the
environment. Adaptation means a dynamic process of changes occurring in the
behaviour and emotions of a child and its environment. It consists in stimulation
of the harmony between the needs and activities of a person and the
requirements and expectations of the environment (Kupisiewicz & Kupisiewicz
2009).

The basis for adaptation is incessant interaction between the individual and
his or her environment, leading to the transformation of the structure of the
person (child) to meet the requirements of the environment, and the
transformation of the environment and its adjustment to the internal structure of
the entity.

In the process of adaptation, psychologists distinguish between several
stages:

—  psychological reorientation, i.e. learning new behavioural patterns and

using them in practice,

—  tolerance, meaning respect for others' views, beliefs and tastes,

— assimilation means total adjustment of a person to current conditions.

Through adaptation, humans meet their needs and are better prepared for
living in society (Smolski et al., 1999).

Social adaptation is affected by such factors as age, gender, development of
the nervous system, psychophysical development, temperament, intelligence,
knowledge of your own strengths, independence, responsibility and association
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to the group. Children with disabilities experience certain adaptive difficulties
connected with immaturity or disturbances in the function of the central nervous
system, emotional disturbances and deficits in orientation and cognitive
(perception, attention, memory) and intellectual processes. Slower development
of speech, limited communication and low level of self-care abilities have a
negative effect on the processes of social adaptation and cognitive development.
Furthermore, they can also lead to lower interest in the world while difficulties
with spatial orientation may increase fear and lack of sense of security
(Gruszczyk-Kaczynska & Zielinska, 2000). Lower resistance of human body,
illnesses and i1solation make the adaptation process even more difficult.

The principal effect on the process of adaptation of children with
disabilities is from family environment, previous experiences and the
environment where adaptation occurs (nursery school, school, peer group). The
important factor in the development of adaptation abilities in families is ties
between the child and his or her parents that ensure the sense of safety and
represents the basis for further socialization. Parenting styles have also a
considerable effect on adaptive abilities. If parents are inconsistent,
overprotective, excessively liberal or rigorous and they do not ensure the feeling
of security and consistency, the adaptive process is much more difficult
(Gotaska, 2013).

The principal process of social adaptation occurs in the peer group in
intentional educational environments, such as nursery schools and schools.

In Poland, inclusive education is preferred with respect to children with
developmental deficits, thus allowing them to learn in general education
environments and local schools which are located nearby their family homes.
This is the most convenient solution from the standpoint of social adaptation and
peer integration. Inclusive education means learning according to a general
education program and using the same educational paths based on similar
contents with adequate modifications and individual approach to the child.
Inclusive learning is a continuous process, which is aimed at reaching a high
quality of education of all children, especially those who are threatened with
exclusion through the use of updated and modified teaching methodologies
(European Agency for Development, 2009).

The legal context concerning inclusive education was presented in the
UNESCO document, which emphasized variety of educational needs of all
children, the need for living in local society and elimination of any forms of
discrimination (UNESCO 2009).

The class with a child with disability should represent a group which is
internally differentiated in terms of socio-economic and mental development,
which has a positive effect on individual development of students and their
accepting the dysfunctions as one of many traits they have. The major emphasis
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should be on strengths of the child which help them be successful, thus
increasing their self-assessment and self-esteem. Therefore, the particular role is
assigned to teachers and therapists (Gil, 2009) who should support students in
finding their personal potential, build good relations and friendly atmosphere in
the class. The relations between teachers and students can be conducive to
revealing student's difficulties or aptitudes and should be viewed as an
opportunity for implementation of supportive actions which should be taken
according to a specific order:

— noticing and initial definition of difficulties (multi-expert evaluation
of the level of functioning of a student),

— determination of the educational needs of the child,

—  preparation of an individual educational and therapeutic program
(IPET),

— 1mplementation of actions and measures,

—  evaluation of the effectiveness of the actions (Dotka, Kazimierczak et
al., 2009)

The IPET program discusses the scope of adjustment of the educational
requirements contained in curricula to individual developmental needs and
psychophysical abilities of a student, type and scope of integrated activities of
teachers and experts.

Providing adequate conditions for education and adaptation includes in
particular:

— adjustment of the method to communicate with students,

— elongation of work time necessary for a student to perform tasks,

— division of the learning material into smaller parts, reduction in the
number of tasks to be performed and higher number of material
repetitions,

—  frequent reference to reality i.e. using the reference methodologies
that allow for multisensory cognition and the alternate use of the
expository and activation methods,

—  adjustment of the number of stimuli connected with the educational
process, e.g. in children with ADHD or autistic children, such that
they are not excessively frequent,

—  the use of additional didactic and technical resources,

—  the use of individual assessment of students (J. Gtadkowska 2010).

Students with special educational needs in the system of open (inclusive)
education need additional support in the form of special classes focused on
correction, compensation, speech therapy, rehabilitation and social therapy.

In order for the process of adaptation to the peer environment to be
effective, the conditions that help students be more successful and improve their
self-assessment should be provided.
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The best opportunity to start and maintain social contacts is extra-curricular
classes adapted to the people with different adaptive abilities, especially classes
focused on sport and recreation.

Sport and recreation activity in the process of social adaptation of children
with developmental limitations

Adaptive factors are understood to mean the stimuli used to ensure best
adjustment of the person possible to the changing conditions of living, physical,
natural (temperature, atmospheric pressure, air humidity), social and civilization
environments as well as to physical exercise and overcoming difficulties. The
successful effects of adaptation depend on the intensity of stimuli that cause
specific adjustment changes. The adaptive stimuli which are adjusted to human
tolerance limits have a beneficial effect, whereas the stimuli that exceed these
limits can be the reason for disturbances in functional balance of the body.

The sport and recreation classes represent the perfect opportunity for
adaptation to the social environment for children and young people with
different developmental potential. Social attitudes are best developed through
teamwork, practising with a partner, collaboration and competition. Movement-
based games and playing limit the selfishness and egocentricity since
performing a task requires respecting specific rules and principles (J. Bielski
2005).

Modern rehabilitation concepts assume inclusion of the people with
developmental deficits in social life, which results from humanitarian and
ethical reasons. Since the objective of rehabilitation and, consequently, social
adaptation is to improve the disturbed functions of human body, the controlled
movement seems to be critical. The movement can be ensured by various forms
of participation in the physical culture connected with physical education, sport,
tourism and forms of treatment (motor rehabilitation). Physical recreation
contributes to the development of personality, interests, elevates activity,
relieves tension, prevents from hypokinesis, and improves resistance and mood.

Sport performs stimulating, adaptive, compensatory, informational, pattern-
creating, hedonistic and recreational functions. Physical activity increases self-
esteem, supports people in their believing in his or her strength, instils
persistence and consistency in actions, allows for integration in the group,
improves emotional health, satisfies the need for security, supports social
development and prevents from risky behaviours (A. Marzec 2008).

Sport can be used for education and adaptation that integrates all the
environments of children and young people, allows for familiarizing with the
student and paves the way for other methods of educational effect.
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Sport activities for children and young people organized at school and local
environments must be adjusted to individual abilities according to the
rehabilitation program while maintaining its entertaining character. They have to
be safe, limit the risk of accidents and injuries, consistent with regulations and
rules and realistic planning of training sessions. They should be easily available
and adjusted to the abilities of all the disabled people who want to participate in
sport classes.

Sport for disabled people offers opportunities for self-realization,
overcoming their own weaknesses and loneliness and, first and foremost,
adaptation and social integration. From the standpoint of the biological and
health-related needs, the need for physical exercise seems to be obvious.
Regular physical activity is one of the major components of healthy lifestyles
and an element of health education.

Physical exercise is a stimulating factor in the process of adaptation,
encourages people to be active and start contacts. The utilitarian aspect of
physical exercises and playing is also important since they help extend and
improve the activities and motor habits in everyday life and improve the level of
adaptive and socially useful abilities. Physical activity and sport are essential for
the development of social attitudes, performing the functions resulting from
social needs and they rise social awareness and show young people how to
spend their leisure time.

Sport, games and playing based on physical exercise help children start
contacts with their guardians who are older and more experienced as well as
with peers and establish social ties based on affection, empathy, consideration
and goodwill.

There are a number of examples that demonstrate that sport can positively
change lives of people with disabilities, challenge the stereotypes, contribute to
better social adaptation and integration between generations.

The questionnaire survey conducted among parents (N = 62) and teachers
(N = 35) of children with developmental difficulties asked the respondents about
"What are the benefits of common education of children with disability and their
healthy peers?". Most of parents (91 %) and teachers (83 %) answered that
inclusive teaching is the best form of education since children with dysfunctions
are not isolated (R = 72 %, W = 86 %), can familiarize with each other (64 %,
47 %), better adjust to future life (74 %, 51 %), and can observe and learn from
healthy peers (52 %, 48 %), participate together in organized extra-curricular
classes (49 %, 38 %) and learn rules of living in a community (52 %, 48 %).

It can be noticed that the most of the answers emphasized the adaptive and
integration values of open teaching and the parents were more positive about
this form of education.
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With regard to the question "Which forms of activity are the most

beneficial from the standpoint of the process of social adaptation and peer
integration?", the answers were as follows (multiple-choice options):

- games and playing based on physical exercise (83 %, 79 %)
- sport classes (76 %, 59 %)

- ball games, volleyball (56 %, 64 %)

- hiking and bus trips (43 %, 51 %)

- movement and dancing classes (29 %, 33 %)

- Classes in a classroom (17 %, 28 %)

- arts classes (8 %, 15 %)

- billiard (2 %, 4 %)

- cycling (1 %, —)

- swimming (-, 2 %).

The next question concerning the benefits of physical activity showed that

the most parents and teachers realize the health and adaptation values of sports
and recreation classes and they responded that these classes: improve health and
physical fitness (86 %, 87 %), improve mood and give happiness (79 %, 80 %),
help develop interests (22 %, 60 %), integrate the group (66 %, 71 %), instil
resourcefulness (55 %, 64 %), facilitate mental processes (5 %, 49 %), teach
how to spend leisure time (47 %, 39 %), offer opportunities for relieving tension
(26 %, 13 %), teach discipline, diligence and tolerance (25 %, 17 %), teach
healthy competition (7 %, 9 %), offer opportunities for trips (4 %, —), help
receive rewards (2 %, —).
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Conclusions

The most of parents want their disabled children to learn with healthy peers
as close to their family homes as possible in their local environments. They
claim that this helps them adapt to life through participation in classes and
extra-curricular classes with healthy children. The views of parents and
teachers about inclusive education are similar, although teachers expressed
more doubts about this organizational form. This may result from their
experiences concerning organizational difficulties which are connected
with this form of education. Participation of a child with disability in
classes is connected with additional duties of teachers who implement
teaching programs based on the individual educational and therapeutic
programs (IPETs) and are obliged to cooperate with other specialists.
Parents and teachers agree that the best form that stimulates social
adaptation is physical activity i.e. games and playing connected with
physical exercise, sport, team games and trips. Less important factors
include didactic classes, arts and music.



- All the respondents realize the importance of physical activity in the
process of adaptation and social integration. They emphasize first and
foremost health benefits (improved health status and psychophysical
fitness), relax and entertainment (source of happiness and improved mood)
and opportunities for development of personality traits (diligence,
persistence, discipline and competition).

- Teachers emphasize more often the general development benefits of
physical activity that allow students to actively relax and facilitation of
mental processes such as perception, attention, memory, concrete and
visual thinking, cause-and-effect thinking, development of interests,
development of habits of polite behaviour in the group, development of
independence and abilities to cope with new situations.
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INFORMACIJAS TEHNOLOGIJU IZMANTOSANAS
IESPEJAS BERNU AR SPECIALAM VAJADZIBAM
SAGATAVOSANA SKOLAI

Information Technology Opportunities for Children with Special
Educational Needs Preparatory to School

Ilga Prudnikova

Jekaterina Jankovska
Rézeknes Tehnologiju akadémija

Abstract. Modern educational process is a qualitative condition in preparation of children with
special educational needs for school. Information and communication technologies incorporation in
the educational process is a requirement of modern learning environment. Preparation of children
with special needs for school, inclusive education and individual approach is possible with innovative
methods in the educational process in preschool. On one hand, information and communication
technologies are learning environment improvement factors, as well as a challenging factor for
teachers affecting teachers’ professional competence development.

Keywords: Information and communication technologies, special needs, preschool education,
inclusion, learning environment, preparation for school, teachers’ professional competence.

Ievads
Introduction

Sobrid miisdienu pasaule piedzivo spécigu tehnologiju ietekmi visas dzives
jomas, kas rada parmainas musu ikdiena, un So parmainu epicentra atrodas
b&rni. Informacijas tehnologiju lictojums sakas arvien agraka vecumposma un
izglitojamiem, tai skaita izglitojamiem ar specialam vajadzibam, arvien agrak
tiek piedavatas jaunas un aizraujosas iesp€jas.

Jaunas tehnologijas neparprotami rada izaicinajumus, bet tas arT piedava
milzigas iespgjas, tapéc svarigi ir izglitojamiem ar specialam izglitibas
vajadzibam paplasinat piekluvi un Iidzdalibu.

Meérkis paplasinat piekluvi izglitibai ar jaunam tehnologijam atbilst
Apvienoto Naciju Organizacijas Konvencijai par personu ar invaliditati
tiestbam, kura atzist fiziskas, socialas, ekonomiskas un kulttiras vides, veselibas
apripes un izglitibas, ka arT informacijas un sakaru pieejamibas nozimi, kas
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personam ar invaliditati lauj pilniba izmantot visas cilvektiesibas un
pamatbrivibas (Apvienoto Naciju Organizacija, 2006).

Informacijas tehnologijas piedava izglitojamiem Iidz S§im vél nekad
nebijusa veida macities, apglt jaunas prasmes, macities daudz ko izvertet,
domat. Digitalas prasmes tiek uzskatitas par svarigakajam prasmém, kas
nodroSina socialo ieklauSanu individa Itmeni, un par galveno dzingjspeku, kur$
veicina ,,virzibu uz atvértu, ekologisku un konkurétsp&jigu zinasanu sabiedribu”
Eiropas méroga (Post-12010 Strategy, 2009).

Projekta Informacijas un komunikacijas tehnologija ieklausanai (ICT4I)
secinats, ka informacijas un komunikacijas tehnologiju (IKT) efektiva
izmantoSana, lai atbalstitu maciSanos ieklaujosa izglitiba, ir labas maciSanas
piemérs visiem izglitojamiem, tapec turpmak:

1. Visiem izglitojamiem ir jasp€j efektivi izmantot IKT savas macibas

ieklaujosa vide.

2. Visiem skolotajiem jaspgj efektivi izmantot IKT, lai atbalstitu

maciSanos ieklaujosa vide.

3. Visam skolam jaspgj ieviest un uzturét lietderigu un ilgtsp&jigu ICT41

infrastruktiru.

4. ICT4I infrastruktiirai valsts un/vai regionala Itmeni jaspgj efektivi

atbalstit visu ieklaujosa vide stradajoso skolu un skolotaju darbs (ICT
for Inclusion, 2013)

Latvijas Nacionalaja Attistibas plana (NAP) 2014.-2020. gadam atziméts,
ka tieSi ieguldijums bérnu izglitiba nodroSina paaudzes konkur€tsp&ju darba
tirgl, veicinot Latvijas ekonomikas izaugsmi kopuma (NAP, 2014.) Bérnu
turpmaka personiga izaugsme, aktiva ekonomiska un sociala nostaja nakotné ir
atkariga no Sodienas izglitibas kvalitates un individualiz€tas macibu vides, kas
nosaka zinaSanu, prasmju un nepiecieSamo kompetencu veidoSanos. NAP vizija
par kvalitativu un ieklaujoSo izglitibu 2020. gada tika uzsvertas izmainas
izglitibas telpa, kuras notiek pasaules méroga, lidz ar ko ir nepiecieSamas
biitiskas izmainas vispargja izglitiba Latvija. Pirmsskolas izglitibas ir viena no
vispargjas izglitibas dalam, lidz ar ko pieaug pirmsskolas izglitibas kvalitates
loma vispargja izglitiba. Pirmsskolas izglitiba NAP wuzsver kvalitates
paaugstinasanu, attistot 3 biitiskakos elementus: saturs, pedagogu kapacitate un
infrastruktura.

Petijuma merkis: balstoties uz teoretiskiem avotiem, atspogulot
informacijas un komunikacijas tehnologiju izmantoS$anas iesp&jas b&rnu ar
specialam vajadzibam sagatavoSana skolai un anketéSana noskaidrot pedagogu
un vecaku viedokli par to izmantoSanas iesp&€jam pirmsskola.

Petijuma metodes: zinatniskas literatiiras, izglitibu regul€joSo normativo
aktu un politikas planoSanas dokumentu analize, specialas pirmsskolas izglitibas
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iestades pedagogu un 5-6 gadigo b&rnu vecaku anketé€Sana, datu att€loSanas
metodes, izmantojot SPSS programmu.

Teorétiskas pamatnostadnes
Theoretical guidelines

Misdienu gadsimtu raksturo informacijas sabiedribas veidosSanas, tapéc, ka
ikvienu sabiedribas locekli apnem milzigs informacijas apjoms, nebijusi
zinatnes attistibas tempi un informacijas un komunikaciju tehnologiju attistibas
tendences. Modernas tehnologijas ietekm& un maina izglitibas sist€mu visos tas
posmos, ar1 pirmskola.

IKT potencialu bérna sagatavoSana skolai, lai atbalstitu lidzdalibu, savos
petijumos atzimé daudzi pe€tnieki. Par IKT iesac€ju beérnu apmaciba var uzskatit
francu pedagogu S. Frené (1896-1966), kursS apvienoja klasiskas un musdienu
pedagogijas idejas, integr&jot taja tas IKT, kuras eksistéja XX.gs., ievieSot sava
programma “Apmacosas tipografijas” metodiku (®pene, 1990). IKT nodrosina,
pateicoties personaliz€tam maciSanas pieejam, ka visi bérni, neatkarigi no vinu
vajadzibam var but ieklauti macibu procesa, ja tiek pielagoti apstakli (Price
(Ed.), 2009). Par IKT ietekmi uz matematisko sp&ju attistibu liecina D.
Klementa (Clements, 2002) pétijumi, kur tiek 1pasi uzsvérta pedagoga loma
lidzeklu un instrumentu pielagoSana jaunaka vecuma bérnu domasanas attistibas
veicinaSanai. Pec J. Siraj-Blaté¢forda (John Siraj-Blatchford) un D. Waitebreda
(David Whitebread) atzinam, kuri savos pétijumos analizé IT izplatiSanu
pirmsskolas vecuma bérnu attistiba un apmaciba tiek secinats, ka:

—  IKT liela mera ietekmé bérna dzivi,

— vecaki ne vienmér pilna mera apzinas, ka berni jau eksiste IKT

pasaulé un kada veida materiali viniem ir pieejami;

—  daudziem bérniem majas IKT iesp€jas krietni lielakas, neka izglitibas

lestades;

—  pedagogiem biezi vien triikst nepiecieSamo IKT prasmju,

— pedagogu un vecaku sadarbiba triikst saskarsmes par bérnu IKT

izmantoSanu (Siraj-Blatchford & Whitebread, 2003).

J. Siraj-Blat¢forda (John Siraj-Blatchford) un D. Waitebreda (David
Whitebread) pétijuma dati liecina, ka var izdalit Cetras jomas, kuras IKT ir
nozimiga loma:

—  komunikacija;

—  dailrade;

—  socialo lomu spéles;

—  macibas.
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Saskana ar D. Passey prasmiga un kritiska tehnologiju pielietoSana macibu
procesa var palielinat izglitojamo motivaciju macities, laujot viniem vairak
kontrolét macibu pieredzes giisSanu (Passey et al., 2003). Petijumi rada svarigo
IKT nozimi paSmotivacijas paaugstinasana (Kington et al., 2002). Turklat IKT
izmantoSana noteiktu priekSmetu apguvé var pozitivi ietekmeét macibu rezultatus
(Eurydice, 2011) un tas tiek uzskatitas par priekSnoteikumu pamatprasmju
ieguvei gan noteiktos priekSmetos, gan starppriekSmetu joma.

Neskatoties uz IKT strauju ieklauSanu bérna dzive jau pirmsskola, vecakus
un pedagogus uztrauc tie aspekti, kas skar IKT ietekmi uz bérna attistibu,
droSibu un turpmako atkaribu no IT. (Plowman L. & Mc Pake J., 2013).
Misdienu gimenes majsaimniecibas aprikotas ar plasa spektra tehnologijam,
kuras ikdienas dzive lieto vecaki un bérni, bet zinatnieku dati liecina, ka pastav
kludains prieksstats par to, ka tehnologijas aiznem vadoSo lomu pirmsskolas
vecuma bérna ikdienas dziv€é. (Gutnick, Robb, Takeuchi, & Kotler, 2011;
Rideout, 2011). Zinatnieku atzinas liecina, ka IT izmantoSana pirmsskolas
vecuma majas atbalsta tadas maciSanas jomas, kas attista digitalas prasmes,
veicina zinkaribu un apkart€jas pasaules izzinasanu, paskontroles un
koncentréSanas sp&jas un veido IKT izmantoSanas noteikumu izpratni.
(Plowman, Stevenson, Stephen, & Mc Pake,2012).

Pétijuma iegiitie rezultati
Results of the reserch

Lai izvertetu pedagogu un vecaku viedokli par IKT izmantoSanas iesp€jam
sagatavoSana skolai un tas potencialu pirmsskola, tika aptaujati 15 pedagogi:
pirmsskolas izglitibas skolotajas, logopédi un specialais pedagogs un 19 vecaki,
kuru 5.-6. gadigie bérni ar specialam vajadzibam apmekle specialo pirmsskolas
1zglitibas iestadi.

Petijuma tika analizéts pedagogu un vecaku viedoklis par IKT
izmantoSanas iesp&jam matematisko priekSstatu veidoSana, runas attistiba,
socialo iemanu veidoSana, sagatavoSana skolai, korekcijas darba, izzinas
procesu attistiba, ka ar1 e-prasmju nepiecieSamiba pirmsskolas vecuma bérniem.

Peétijuma dati liecina, ka pedagogu viedoklis par IKT izmantoSanu
sagatavoSana skolai ir atkarigs no pedagogu darba staza. Pedagogi ar darba stazu
no 3-4 gadiem uzskata, ka IKT par mazak svariga loma runas attistibas
pilnveidoSana. AprakstoSas statistikas dati liecina, ka pirmsskolas izglitibas
skolotajas uzskata, ka IKT vairak palidz matematisko priekSstatu, socialo
iemanu veidoSana, bet mazak runas attistiba. (Asymp.Sig.= 0,026, p<0,05).
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1.tab. IKT izmantoSanas iespéjas sagatavoSana skolai atkariba no pedagogu staza.
Table 1 Descriptive statistics. Options of using ICT (Information and communication
technologies) in preparation for school depending on the teachers’ work experience.

IKT N Mean

izmantoSana Darba stazs Ja | Ne | Cits | Rank | Asymp.Sig.
runas attistiba

Vai IKT palidz | 0 -2 gadi 6 0 0 8,25

runas attistiba?

3 -4 gadi 0 1 0 14,50 0,026

5 un vairak 8 0 0 7.00

Aptaujas dati liecina, kas runajot par IKT izmantoSanas iesp&jam, pedagogi
atzim€ja, ka kvalitativai un daudzpusigai IKT izmantoSanai viniem paSiem
trukst digitalo prasmju.

Pedagogu digitalas prasmes

H Pietiek zinasanu un e-
prasmju

® Nepietiek zinasanu un
e-prasmju

1.att. Pedagogu digitalas prasmes
Figure 1 Teachers’ digital skills

Vecaku aptaujas pétijuma datu analize liecina, ka uz 95 % bérnu
sagatavoSana skolai ir atkariga no IKT izmatoSanas pirmskola un vecaki uzsver
nepiecieSamibu aprikot sagatavoSanas grupas ar datoriem un interaktivo tafeli,
kas ietekmé uz izglitibas procesa kvalitati, bet taja pasa laika 30 % vecaku
saskata negativo risku no IKT izmantoSanas, ja netiek ieverots laika
ierobezojums, cik ilgi drikst beérniem izmantot IKT macibu procesa.

Pedagogu un vecaku aptaujas dati pilnigi sakrit, ka IKT palidz attistit
atminu, domasanu, uzmanibu, veicina lasiSanas iemanu veidoSanas, bet atSkiras
viedokli par IKT izmantoSanu specialo vajadzibu korekcija, ko apliecina
2.tabula iegiitie aprakstosas statistikas dati par IKT izmantoSanu specialistu
darba.
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2.tab. IKT izmantoSana specialo vajadzibu korekcija atkariba no respondentu grupas
Table 2 Descriptive statistics. ICT using in correction of special needs depending on the
group of respondents

IKT Respondenti N Mean Mann- | Wilcoxon Z
izmantoSana (34) Ja | Ne | Cits | Rank Whitney A%
specialistu U
darba

Vai IKT ir
nepiecieSama pedagogi 15/ 0 0 15,00
specialo 105,000 | 225,000 |-2,119

vajadzibu vecaki 131 6 0 19,47
korekcija?

Aprakstosas statistikas dati (Asymp.Sig.= 0,034, p<0,05) liecina, ka
atSkiriba no pedagogiem, vecaki uzskata, ka IKT vairak palidz matematisko
priekSstatu, socialo iemanu veidoSana, nevis specialo vajadzibu korekcija.

Secinajumi
Conclusions

IKT izmantoSana macibu procesa ir miisdienigas, kvalitativas izglitibas
prasiba, kas ir atspogulots reglamentgjosajos dokumentos, Izglitibas attistibas
pamatnostadnés, jo ieguldijums nakoSas paaudzes izglitiba ir Nacionalas
attistibas pamatnostadnes 2014.-2020. uzdevums. Izglitibas iestazu attistos$as
macibu vides, infrastruktiiras pilnveide ieklauj sevi ar1 iestades aprikoSanu ar
IKT, kas veicina uz kompetenceém balstito macibu procesa nodro§inasanu un
pielagoSanu beérnu ar specialam vajadzibam pielagoSanu, it seviski b&rnu
sagatavoSanu skolai. P€tijuma dati liecina, ka:

- gan pedagogi, gan vecaki uzskata, ka bérnu sagatavoSanas skolai

kvalitate ir atkariga no IKT izmantoSanas iesp&jam;

- IKT palidz psihiski izzinaSanas procesu attisttba, matematisko
priekSstatu veidoSana, socialo iemanu veidoSana, lasiSanas iemanu
veidoSana;

- pedagogi gatavi daudzpusigi izmantot IKT darba ar pirmsskolas
vecuma bérniem, bet skolotajiem ir nepiecieSami kursi digitalo
prasmju kompetencu paaugstinasana;

- pedagogiem trikst izstradato macibu Iidzeklu interaktivai tafelei
pirmsskolas vecuma bérniem;

- nepiecieSams atbalsta materials vecakiem par/praktiskas aktivitates
par IKT iesp€jam specialo vajadzibu korekcija;
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- IKT ir paligs un atbalsts gan pedagogiem, gan vecakiem bé&rnu

attistiba.

Kopuma var secinat, ka jauna paaudze veiksmigi sagatavosies dzivei strauji
ckonomiski un tehnologiski mainigaja laika tad, ja tiks panakts, ka izglitibas
procesa pielietos informacijas un komunikaciju tehnologijas, tadgjadi tiks
nodroSinata macibu meérku optimala sasniegSana, ieveérojot gan socialo
pasiitijumu, gan izglitojamo intereses.

Summary

Nowadays society is closely linked to the multimedia site where ICT is a normal
operation of the daily life so that the use of ICT in the educational process is a modern,
competence-based educational process tendency also on the preschool education level.
In Latvian National Development Plan 2014 — 2020 it was especially noted that
exactly the investment in children’s education ensures competitiveness of generation
in the labor market, contributing to the growth of the Latvian economy as a whole.
(NDP, 2014) Children’s future personal growth and active economic and social
position in the future depends on the today’s education quality and the individualized
learning environment that determines the formation of knowledge, skills and necessary
competences. Individualization of the learning environment, as well as incorporating
of information and communication technology equipment is able to raise the quality of
education, which will contribute to children’s learning program content, ensuring a
successful transition for learning at school. ICT options are source of information
which is met by each of us on a daily basis, so the education should adapt to this
essential change, which is reflected in education and digital multimedia sites
interaction and use the potential of ICT in children’s development. Especially in
context of ICT use options the role of the use in an inclusive education aspect should
be emphasized. In order to assess teachers’ and parents’ views on the use of ICT
options in the preparation for school and its potential in preschool, 15 teachers were
interviewed: early childhood education teachers, speech therapists and special teachers
and 19 parents who have 5 to 6 years old children with special needs, and whose
children are attending special preschool educational institution. The research analyzed
teachers’ and parents’ views on ICT usage options in formation of mathematical idea,
speech development, social skills, preparation for school, correction work, areas of
mental cognitive development as well as necessity of e-skills to children of preschool
age.

The research data shows that:

—  Both teachers and parents consider that the quality of children’s preparation

for school depends on the use of ICT options;

— ICT helps in mental cognitive process development, formation of

mathematical idea, formation of social skills, forming of reading skills;
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—  Teachers are versatile and ready to use ICT to work with preschool
children, but teachers are required to attend digital literacy courses in order
to raise their competence;

—  Teachers lack developed teaching aids for an interactive whiteboard
working with preschool children;

—  Support material for parents about practical activities on ICT options for
correction of special needs is necessary;

ICT is an assistant and support for both teachers and parents in the children’s

development.
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EDUCATIONAL INSTITUTION ACTIVITY IN THE
INCLUSIVE EDUCATION PROCESS

Marite Rozenfelde
Rezekne Academy of Technologies

Abstract. The article provides a summary of a theoretical study on the main provisions of the
activity of the educational institution’s administration in creating and implementing an
inclusive educational process at the institution. Inclusive education is teamwork — the
responsibility and obligation shared by the whole educational institution is a challenge to the
whole team of the educational institution and first of all, a challenge to the administration of
the educational institution. Inclusive education can be implemented in various ways all united
by organizational culture with positive perception of student diversity, an understanding that
the leaders working at educational institutions with their colleagues have a central role in
promoting the inclusive culture. The role of administration in the development of the inclusive
educational process at an educational institution is to ensure the implementation of the norms
concerning the rights of students with special needs to be included, to maintain inclusive policy
in the activity of the educational institution, to provide everyone involved in the learning
process with information about the special needs of the students, to allocate funds for providing
for the special needs, to guarantee accessibility of the educational institution. The
administration and the support specialists of the educational institution must work as a team,
must develop a plan of measures for the implementation of a further inclusive education process
of the educational institution, for providing the support in education where the measures for
educational support include determining and assessment of the needs of a student;
consultations and support for all students, including the students with special needs,
professional development, consultations and support for teachers, the students’ parents and the
specialists;, consultations of the support team specialists and services, also attracting
specialists from other institutions, technical aids and equipment (if necessary),; an opportunity
to study using sign language and the services of an interpreter (if necessary); transportation
services (if necessary, also with an accompanying person); assistant services, etc. The make-
up of specialists of the support team of the educational institution — speech and language
pathologist, psychologist, social pedagogue, special education pedagogue, medical specialist,
etc. can vary depending on the needs and circumstances of the students of the specific
educational institution. Work responsibilities of these support team professionals in the general
support system of the educational institution are analyzed in the article.

Keywords: inclusive education, teamwork, support system, support team.

Introduction

According to the main inclusive education principles of UNESCO, inclusive
education is considered a process where the diversity of needs of all persons who
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study must be taken into account and satisfied by the participation of adults in the
learning process, in the culture and the values of the community to decrease social
rejection and poverty (UNESCO, 2005/a). The reasons for choosing the inclusive
education model are: educational, for the education system must be qualitative
and accessible to everyone from early childhood; social, for education must
promote a change of attitude creating a society free of prejudice, discrimination
and rejection; economic, for education helps improving competitiveness in
circumstances where new tasks need to be solved. The aim of education is to
create a better society that promotes integration and cooperation instead of status
and competition (Cardona, 2011).

To create inclusive education, the content of education, the approach,
structure and education strategies must be changed (Education White paper 6,
2001; NAP, 2006; World Health Organization, 2011), after which the teaching
staff training systems must be developed and more funds must be allocated to it;
furthermore, a global view is necessary, which would include all students, and the
belief that the obligation of the general education system is to educate all persons.
The aim of inclusive education is to adequately provide for the educational needs
of various social groups, which can be achieved through both formal and informal
education. An effective, perfect process of inclusion is the symbiosis of the
inclusive activity of the educational institution and society (UNESCO, 2005/a;
Education White paper 6, 2001).

Inclusive education is teamwork — the responsibility and obligation shared
by the educational institution as a whole (Jonsson, 2006, Mitchell, 2010;
Turnbull, Turnbull, Shank & Smith, 2004). Inclusive education is a challenge for
the whole team of the educational institution and first of all a challenge to the
administration of the educational institution, for “the development and
effectiveness of the educational institution is influenced by the organization
philosophy of administration together accepted by the employees and the
administration and by the social roles (leader, administrator) implemented in
practical activity” (Celma-Zida, 2013, 69).

The main approach — to solve the issues of creating inclusive educational
institution activity and support system at three levels: administration, teachers and
students (Education White paper 6, 2001; Mitchell, 2010, 11. ch.; Ras, 2008;
Wolfendale, 1987), which means — support to the educational institution, support
to teachers, support to students. V. Birkett also specifies that when creating a
system for the activity of an inclusive educational institution, it is important to
provide support to students, to teachers and to the implementation of the education
programme, thus — support to the educational institution (Birkett, 2004, 14-15).

Research aim: analysis of scientific literature, determining the main
conditions for the activity of an educational institution while promoting the
inclusive education process. Research method: analysis of scientific literature.
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The research results

A. Dyson, based on comprehensive research of the activity of inclusive
educational institutions and significant personal experience, believes that there is
no unified model of how an inclusive educational institution works and what it
looks like, for each country, municipality, educational institution creates their
own inclusive education support system (Dyson, 2010, 79; Nimante, 2008/c, 156).
UNESCO studies also allow stating that there is no perfect model for creating a
system of inclusive education but all created models are based on the main
principles of inclusive education implemented in a local context (UNESCO, 2009,
144).

The following are involved in the creation of an inclusive educational
institution: at the strategic level — directors of educational institutions, the
responsible staff of municipalities, assistant directors, methodologists and other
decision-making persons; at the tactical level — teachers of school subjects,
psychologists, special education pedagogues, speech and language pathologists
and other specialists, students’ parents, students. For a common inclusive activity,
physically and mentally orderly environment of the educational institution is
necessary, the support of parents and society and where necessary, opportunities
provided by the ministry of education, municipalities, social services, school
support centres, higher education institutions and special education institutions.

The administration of educational institutions that begin working on creation
of an inclusive educational institution must create their own educational
institution support team, which through cooperation with the support staff of the
municipal department of education (EDUCATION WHITE PAPER 6, 2001; Ras,
2008) implements the support necessary to all those involved in the inclusion
process. The element of the inclusive education support system — the support
team — must be created in the framework of each specific institution so that each
one involved could help each other (Reid, 2006, 101).

In 1998, UNICEF recommendations state 12 steps in the direction to an
inclusive education institution (UNICEF, 1998). These are: create learning
methods that promote participation and personal development; reassess the
principles of student selection and formation of classes in educational institutions;
guarantee a fair examination system that would let each student demonstrate their
own achievement; promote the expansion of support beyond the programme in
educational institutions; expand the involvement of parents and society in
education; study students’ work and its relation to attendance and learning in
educational institutions; pay more attention to the access to education for students
from poor families and to the quality of education, to the integration of students
with disabilities in normal schools; pay attention to the needs of ethnic minorities;
promote early childhood development — in the widest sense using various means;
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perform sufficient centralized control of the local administration of educational
institutions, including the study programme; guarantee sufficient funds to local
municipalities with poor resource base (UNICEF, 1998; Jackson, Ryndak, &
Billingsley, 2003).

T. Booth has expressed an opinion that changes need to be introduced at all
levels and in the whole system of the field if we wish for development of inclusive
education (Booth, 2000). It is not allowed to distort facts, to pretend, hide the truth
at all levels, because all this creates a deforming aspect in the development of
inclusive education (Ainscow, 2004, 10). M. Ainscow and S. Miles define the
criteria for the promotion of the implementation of inclusive education in
educational institutions, in the system, in the policy in general (Ainscow & Miles,
2009, 5-6).

An educational institution becomes inclusive when educational institutions
have a strategy that promotes presence, participation and achievement;
educational institutions provide support to students who are rejected, weak,
vulnerable; teachers are prepared to work with diversity; teachers participate in
professional development activities focused on inclusive education.

Education at an educational institution becomes inclusive when there is
highly qualified support in the education process; all institutions, service
providers involved in the work are implementing inclusive policy and practice;
resources (also financial) are available; the role of specialist support is clear (also
from special education institutions).

The policy of education becomes inclusive when the thought of promoting
inclusive education is highlighted in important documents on education; older
staff provides clear administration of inclusive education; inclusive practice is
supported in educational institutions, which is consistently formulated and shown
by all members of administration at all levels; administration of all levels does not
argue the inclusive practice at educational institutions.

The education system becomes inclusive when inclusion is considered a
general principle that governs the policy and practice of all education; study
programmes, systems of assessment take into account all the students; all agencies
working with children, including healthcare and social services, understand and
support political efforts to promote inclusive education; systems are introduced to
monitor the presence, participation and achievements of all students (Ainscow &
Miles, 2009, 5-6).

R. Rieser and H. Peasley (Rieser & Peasley, 2000, 6) believe there are
important tasks in the promotion of obtaining inclusive education for students
with special needs: work with parents, creation of partnership schemes;
development of the basis of the educational institution focusing on the possibility
to provide practical support to students so that as many parents as possible feel
confident that the educational institution is able to satisfy the needs of their
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children; the development of knowledge and skills of the educational institution
staff, administration, specialists working with students with special educational
needs; cooperation with all institutions, organizations involved in the process of
educating students with special educational needs. S. Pijil and C. Meijer share a
similar opinion stating that inclusive education is a structure to provide
specialized help at an educational institution, other support systems,
decentralization and cooperation among educational institutions (P1jl & Meijjer,
1997, 12).

In order for the learning process (policy and practice) at an educational
institution to become inclusive, M. Ainscow, A. Dyson and S. Weiner state the
necessity to be clear on what is understood by inclusive education, to mobilize all
available human resources in order to overcome obstacles in the learning process
and to ensure participation, to provide different kinds of proof of the possibility
of good practice, to encourage teachers for further inclusive work, to carefully
plan additional possibilities of providing support to students who need it, to
accordingly train support providers, to understand that inclusive education can be
implemented in various ways but all these ways are united by the organizational
structure with a positive perception of student diversity, to understand that the
leaders working with their colleagues at educational institutions have a central
role in promoting inclusive culture (Ainscow, Dyson, & Weiner, 2013).

The school administration attitude and understanding is very important in the
issue of inclusion (Pop, Powell, Miljevic, & Crighton, 2009). The role of
administration in the development of the inclusive education process at an
educational institution is to guarantee the satisfaction of the rights of students with
special needs to inclusion, to maintain inclusive policy in the activity of the
educational institution, to provide all those involved in the learning process with
information on the special needs of the students, to allocate funding for satisfying
special needs, to guarantee accessibility of the educational institution (Department
of education, 2011).

S. Peters (Peters, 1999) states that good administration of an educational
institution determines the mood in the whole process of inclusive education. The
role of administration in the development of an inclusive education process can
be viewed from four perspectives: the vision and work order of the educational
institution, the structure and organization of work of the educational institution,
staff training, providing with resources for work. Administration should have a
positive attitude to inclusion, the work of teachers in a corresponding environment
must be supported: teachers who work well must be positively evaluated, help
must be provided if things go wrong and time must be given for teacher
interaction, for planning the work of teachers, solving cooperation problems,
participation in support team meetings and adaptation of materials. Teachers who
have the support of the educational institution administration are always more
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successful in the times of change. Administration must create a supportive
environment for the inclusion requirements, organize staff training, professional
development and the opportunities for professional development (Expert Panel on
Literacy and Numeracy Instruction for Students with Special Education Needs,
2005, 113).

There are golden rules approved by teachers all over the world — for a
learning process to be inclusive, involvement of all students is important,
interaction, good process management, experience planning, personal learning
plans, personal help, the use of technical aids, behaviour management,
everybody’s work together (UNESCO, 2001). For development of the inclusive
processes, a team leader approved and respected by all, able to take responsibility
and risk must be chosen, a general understanding of how the support team is going
to work at the educational institution must be created, each team member must be
encouraged to take responsibility for participation in the team work, open
communication must be established, constantly maintaining open relationships,
and to admit that disagreements among team members are a part of the
cooperation process, ways of constructive conflict resolution must be created
(Danielsa & Steforda,1999; Reid, 2006; Glynis, 2006, 9-11).

The process of inclusion at the educational institution must also be supported
by the students, parents, other educational institutions and higher education
institutions (Expert Panel on Literacy and Numeracy Instruction for Students with
Special Education Needs, 2005, 112). M. Giangreco, S. Broer and S. Edelman
point out that a lack of support for professionals at an educational institution can
lead to a crisis because the educational institution employees do not understand
what to do (Giangreco, Broer, & Edelman, 2003, 168). The make-up of the
support team specialists of the educational institution — speech and language
pathologist, psychologist, social pedagogue, special education pedagogue,
medical specialist etc. — may vary depending on the needs and circumstances of
the students of the specific educational institution (Hunt, Doering, Hirose-Hatae,
Maier, & Goetz, 2003; Vasilevskis, Falka, b.g.; Expert Panel on Literacy and
Numeracy Instruction for Students with Special Education Needs, 2005, 114). The
educational institution administration and support team specialists must work as
a team, “must develop a plan of measures for the implementation of a further
inclusive education process of the educational institution, for providing the
support in education” (4peirons, 2007) where the measures for educational
support include determining and assessment of the needs of a student;
consultations and support for all students, including the students with special
needs, professional development, consultations and support for teachers, the
students’ parents and the specialists; specialist consultations and services, also
attracting specialists from other institutions; technical aids and equipment (if
necessary); an opportunity to study using sign language and the services of an
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interpreter (if necessary); transportation services (if necessary, also with an
accompanying person); assistant services, etc.

For effective cooperation of the support team specialists, teachers, parents
and other staff of the educational institution, all the persons significant to the
student with special needs must be involved in the inclusion process. Active
involvement of the students’ parents and other significant persons in the work of
the support team improves the effectiveness of the team’s work; for the parents it
is also important to feel that their input is valuable in the working process of the
educational institution team (Expert Panel on Literacy and Numeracy Instruction
for Students with Special Education Needs, 2005, 114). During the meetings of
the student and the support team of the educational institution it is advised to hear
the student’s thoughts and to include the student in making important decisions
that affect the student; the student’s “advocate” must be allowed to speak if the
student themselves is afraid to speak or cannot due to other problems; the student
may need help in writing their thoughts if it is easier than speaking; an adult
employee of the educational institution who shows a positive tendency towards
the student could be included in the conversation; similar advisers or groups of
advisers could be included, promoting the participation of people; it is necessary
to obtain assurance that everything is clear and correctly understood by the student
or the young person (Bibby, Davey, Hudson-Vaux, Miller, Morling, & Stitt,
2005).

It is necessary to arrange a class or just a room in the educational institution
that could be used as a room for the meetings and work of the support team, at the
same time, a as a working room for the specialists and individual work after class —
a resource room. The room must meet the specific problems of the students: if the
educational institution has students with vision problems, there should be good
lighting and sound equipment; if there are students with hearing problems, the
room must have sound isolation, good lighting so that students could read the
teacher’s lips and signs; if there are students with mental development disorders,
the level of noise and other stimulators must be low because it can impede
concentration (Apeirons, 2007; Friend & Bursuck, 2002; Kirk, Gallagher, &
Anastasiow, 2000; The Utah Education Association, 2009). The resource room
can be used to provide the special needs student with individual specialist
consultations, for individual classes with specialists and individual acquisition of
various learning strategies, for the others involved — for consultations, education,
supervision, support team meetings etc. (Kirk, Gallagher, & Anastasiow, 2000.

Cooperation of the support team specialists has a huge importance, regular
meetings where work strategies with specific special needs students and their
effectiveness are discussed with the participation of study subject teachers and
parents. When deciding to apply a new work strategy, the person to implement
the strategy must be given at least a month of time for its implementation, then
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the results obtained are analyzed during another meeting: detailed description of
activities tried, detailed report on the student’s reaction to the new activities, any
new information must be provided that was received during the implementation
of the strategies, information on any changes (for example, changes in family
circumstances, stands that can affect the effectiveness of intervention), as well as
any questions and uncertainties that emerged during the testing of the strategy. If
the new strategies proved to be effective, the meeting members can agree on the
continuation of these strategies regarding the specific student, but if the strategies
did not produce results, new strategies are developed and tried (Glynis, 2006, 9-
11). The support team specialists and parents decide on the necessity of support
measures, application and effectiveness in the learning process of specific
students (Giangreco, Broer, & Edelman, 2003, 168), decide whether the student
needs an individual support person if the student’s behaviour disturbs the class,
the student cannot take care of themselves, does not have independent mobility,
poses a safety risk to themselves or other students, if constant support is needed
in a specific field (Giangreco, Broer, & Edelman, 2003, 171).

In an inclusive educational institution, various support measures are used
during the learning process and tests depending on the specific special needs of
the students. The support teams of the educational institution have an important
role in evaluation of the student’s special needs and choosing the necessary
support measures to eliminate or reduce the obstacles caused by each specific
disorder or disorders. A correct decision will provide the student with an
opportunity to show their knowledge and skills without suffering from limitations
caused by their health or developmental disorders. The task of the educational
institution support team is “to ensure that the decision made on the support
measures minimizes as much as possible the risk of a student receiving an
inadequate grade on an ordinary day or for a test” (Vasilevskis, Falka, year not
indicated). The support teams of educational institutions should provide support
for the teachers working in the class, help decrease the difficulties that the student
encounters in class, after classes, to support students and parents, provide an
opportunity to cooperate, to consult and exchange information and knowledge in
order to identify strategies that can improve learning achievements of the student.

When starting the creation of the inclusive educational institution learning
process, the support team specialists and the educational institution administration
must analyze the existing basic training of the teachers of the educational
institution: the level of knowledge and skills of work with students who have
special needs, which can be very different, the opinions existing among staff,
views on their own readiness and that of the educational institution for work in an
inclusive learning process, for teachers usually have a lot of knowledge and skills
necessary to work with all students but do not have real confidence about their
correctness; professional development of teachers is needed that would give the
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teachers an additional feeling of confidence about the correctness of their work
and the understanding that the inclusive work practice is more than just
differentiation, that would allow acquiring new work strategies, learn to cooperate
with everyone involved in the inclusion process, to work for one shared aim in a
united team, instead of the usual responsibility for and emphasis on only the
results of their personal work and not taking responsibility in general.

Each support team specialist in the educational institution has their own
specific responsibilities. One of the support providers to a student with special
needs in the learning process can be a special education pedagogue (Jonsson,
2006, Janney & Snell, 2003, 103, Giangreco, Broer, & Edelman, 2003). The work
of a special education pedagogue in the educational institution support team and
in the educational institution in general is determined by the description of work
responsibilities prepared by the Ministry of Education and Science (IZM, 2009).
Special education teacher helps the pedagogue of a general education institution
during work with students who have pronounced physical or mental
developmental disorders (vision, hearing, neuropsychological, somatic, language
disorders) or learning disorders, implementing a special primary education
programme for the students included; implement the education programme in a
specific study subject according to the State Education Standard and according to
the health and level of development of each student; agree on the content of their
work with the teachers of the corresponding study subject; determine individual
work hours and participation in classes with other students; in cooperation with
the study subject pedagogues, class masters, educational institution support team
staff and educational institution administration, analyze the learning,
psychological and adaptation problems of each student and determine the learning
methods to be applied to solving such problems; perform individual work with
students to explain the learning material that is unclear, to create motivation to
learn and to develop cooperation and communication skills, help students to
prepare for classes and after class activities, create their self-care skills; cooperate
with the students’ parents in order to understand the students’ problems and to
inform the parents of the student’s difficulties at the educational institution to
search for solutions together; perform the analysis of the dynamics of students’
development and self-analysis of one’s own work; plan one’s work and inform
about the results of the work following the order established by the educational
institution etc. (IZM, 2009).

In cooperation with subject teachers, the special education pedagogue
consults teachers on how to use materials and methods that will suggest the correct
answer to the student (simplifying the tasks and allowing to participate in class
with the sense of a job well done); how to encourage for further work when
providing comments about a correct or incorrect answer, an assessment of the
answer, focusing on the correct answers; how to motivate a student to work,
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finding the correct level without overcomplicating or oversimplifying the tasks;
how to systematically move from the unknown to known, slowly, step by step;
how to avoid forgetting, by repeating at frequent intervals, returning to the learned
material at specific time intervals; how to gain more time for exercises using the
teaching of peers, allowing classmates to help; how to use specific items in the
learning process instead of abstract concept; how to work flexibly, using various
methods and techniques in the learning process (Vasilevskis, Falka, year not
indicated).

Another specialist working on the educational institution support team and
providing support to those involved in the inclusion process is an educational
psychologist, the description of work responsibilities has also been approved by
order No. 425 of 16 October 2009 of the Ministry of Education and Science (IZM,
2009). The responsibilities of an educational psychologist include psychological
analysis of students, including observation in class and after class; analysis of the
students’ psychosocial environment; consulting students, parents and pedagogues
in cases of students’ psychological problems; development of main principles of
promoting the students’ mental development in case of difficulties with
acquisition of learning material and developing recommendations for pedagogues
and parents for providing support; ensuring prophylactic measures: educating the
students’ parents and pedagogues on the issues of psychology; participation in
activities aimed at reducing the influence of unfavourable factors found in
psychosocial studies at the educational institution; providing support to students
during the adaptation process; preparation of written conclusions on the results of
a psychological analysis or a consultation of students; cooperation with parents,
informing them on the achievements and problems of the student at the
educational institution, looking for solutions together; perform the analysis of
students’ development dynamics; plan one’s work and inform about the results of
the work following the order established by the educational institution etc. (IZM,
2009).

Work responsibilities of another support team specialist — the speech and
language pathologist teacher — include improving the student’s “spoken and
written language development skills for complete acquisition of linguistic
competences (requirements) put forward by the State Primary Education
Standard; promote the growth of a student’s self-esteem and provide support
during the adaptation process; perform frontal diagnostics of a student’s spoken
and written language and reading skills; create groups for speech and language
pathology exercises according to the student’s age, language disorders and the
level of mental development; if necessary, work with students who have spoken
or written language disorders individually; consult students, parents and teachers
in cases of spoken or written language disorders and developing recommendations
for providing help to the students; prepare a written report on the development of
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a student’s spoken and written language when a student is sent to the state or
municipal medical pedagogical committee as well as in cases provided for in the
normative acts or upon a written request of the parents; perform analysis of the
students’ development dynamics and self-analysis of one’s own work; plan one’s
work and inform about the results of the work following the order established by
the educational institution” (IZM, 2009) etc., which is set forward in order No.
425 of 16 October 2009 of the Ministry of Education and Science (IZM, 2009).

When beginning the implementation of inclusion of students with special
needs in educational institutions, it is important to provide the support required
by each student, and one of the ways of support could be pedagogues’/ teachers’
assistants (Birkett, 2004; 1ZM, 2013). The author of the dissertation, while
studying the practical work of introducing inclusive education at London
educational institutions, observed that the task of a pedagogue’s/ teacher’s
assistant based on the English experience (beginning with year 1990, the position
of a teacher’s assistant is introduced into the educational institutions of England)
1s: be together with the special needs student in class (especially mathematics and
native language, decision on the other subjects is made by the support team
depending on the student’s needs); pass work tools and materials to the student
with special needs, consulting with the teacher before the class; read to the student
with special needs individually or in a small group and listen to the student’s
reading; play games with the student or a small group of students; check the
student’s with special needs work and help correct mistakes; work as a writer if
necessary; help students with behavioural disorders change their attitude; explain
words that the student does not understand, encouraging to find them in a
dictionary; help a student with special needs to work with specialized computer
software; supervise the process of performing practical work; help start
unsuccessful work again; observe how the student is performing a task, getting
involved only if the student cannot do it independently; prepare audio recordings
and encourage to use a voice recorder for recording information as well as control
what the student is recording; inform teachers about results and problems; help
with planning and with preparation of reports; teach the student to spell, etc. (Fox,
2003, 2; Handbok of learning, 2003; Hanko, 1986).

In Latvia, model regulations of the general education institution
teacher’s/pedagogue’s (both terms are used in Latvia) assistant’s work were
approved by the Ministry of Education and Science on 18 July 2003, amended
and approved again on 16 October 2009 (IZM, 2009); they provide that the
teacher’s/pedagogue’s assistant helps students with learning, social,
psychological difficulties when implementing the primary education programme
at general education institutions to promote the improvement of learning
achievements, growing of their self-esteem and successful adaptation in the
environment of the educational institution; in cooperation with the study subject
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teachers, class master, educational institution support staff (psychologist, social
pedagogue, speech and language pathologist, medical specialist) and
administration, analyze each student’s learning, psychological and adaptation
problems and determine the methods to be applied to solving such problems;
ensure the students’ (refugees, asylum seekers, nationals of third countries of
Europe) inclusion into the education system of Latvia; perform individual work
with students to explain unclear learning material, create motivation to learn and
develop cooperation and communication skills; follow the instructions of the
corresponding study subject teacher, class master and educational institution
administration; prepare information on the achievements and problems of the
student at the educational institution; together with the study subject teacher, plan
the work to be done in class — lesson aims, material to be taught, teaching methods
to be applied; perform analysis of student development dynamics and self-
analysis of one’s work; plan one’s work and inform about the results of the work
following the order established by the educational institution etc.

In order for a student with special needs to be successfully included into the
education process and acquire social skills, it is important to develop an individual
education plan and implement it in the learning process (Kirk, Gallagher, &
Anastasiow, 2000). To create an individual education plan means to adapt the
education process to the specific character of the student’s cognition processes,
experience, skills in order to acquire the requirements of the education standard
and study subject programmes (Snowman & Biehler, 2000, 181; Kirk,
Gallagher, & Anastasiow, 2000, Hodkinson & Vickerman, 2009). Individual
general developmental and educational programmes that correspond to the
guidelines of special primary education programmes but still refer to a primary
education programme for a specific school year, are developed by the support
team specialists and study subject teachers.

Conclusions

1. To ensure optimal development of students with developmental disorders,
the administration of the educational institution, support team specialists,
teachers (and students’ parents) must consider the following: the aim of
education in general and to what extent a specific student will be able to
achieve it; how the unity of learning and upbringing in the education process
1s expressed in the education of a specific student; the abilities of a specific
student and related developmental possibilities; developmental disorders of
a specific student to be aware of and the kind of support that helps them learn
more successfully and feel better; whether the teacher sees the achievements
of the student, gives recognition and helps the student be aware of them too
(Florian,2008; North & McKeown, 2005).
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2. Inclusive education cannot be perceived as the only possible solution; the
real situation of each student with special needs must be assessed and the
ability of the chosen educational institution to provide the student with the
necessary support. When including a student with special needs into a
general education institution, the student’s situation cannot worsen and the
amount of necessary help received cannot decrease compared to what the
student would receive studying at a specialized educational institution,
which is also an expression of humanity in the educational process.

Discussion

The theoretical study has shown that when beginning the activity of an
inclusive educational institution, the administration of the educational institution
must perform substantial analysis of the existing situation, must perform
sufficient preparation work in order to ensure real support, based on the needs of
the students and teachers. It is important that the educational institution employees
receive all the necessary resources for their professional activity, including paid
work hours, to agree with each other on their work, for consultations with each
other and cooperation. In practice, it is impossible for specialists with part-time
workloads to actually organize the work of a support team as a team.
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Abstract. The article describes the psychological characteristics of students with disabilities.
Their individual psychological characteristics are identified and they indicate the existence of
effective models of interactions with their social environment, adequate self-acceptance,
enough active life philosophy in such students. The article determines that such personality
formations as life goals, personal autonomy, desire for personal growth, self-confidence are
the most important for the development of self-determination of students with disabilities.
Keywords: personal autonomy, personal potential, psychological well-being, self-
determination, subjectivity.

Introduction

The significant social demand for psychological studies of people with
disabilities has been shaped in the last decade, although the need for researches
has always existed, because there are many people with diagnosed disabilities.
According to the World Health Organization, 10 % of the world adult
population have disabilities; and 2.2 % to 3.8 % of population have complicated
disability forms.

The transformation of human life in self-realization is the finding of a
personal meaning for a person with the chronic medical conditions and
disabilities. That is why the finding of new meanings can be important for a
person in critical situations, even when he/she thinks that available personal
resource is depleted.

So, the researches aimed at identification of factors that stimulate innate
human potential, contribute to internal reserve finding, ensure independence of
choice, self-development and self-realization, and help to withstand negative
influences of the environment become especially important. That is why it is
necessary to develop thoroughly psychological foundations of personal self-
determination, particularly vocational formation.
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The studies of self-determination in the context of preparation of young
people with disabilities to their future in different employment or educational
areas and independent living demonstrate that a higher level of self-
protection/self-determination correlates significantly with enhanced possibilities
of further education (Test et al., 2013; Getzel, 2014.). It is also confirmed by the
revealed correlation between education after secondary school graduation and
improvement of vocational employment statistics of people with disabilities
(Stodden & Dowick, 2001).

According to the existing researches (Getzel & Thoma, 2008), the
optimization of environmental parameters in the form of improvement of socio-
economic and medical assistance to people with disabilities does not solve the
problem of improvement of the subjective aspect of their life.

The conceptual basis of self-determination as the ability to define and
achieve objectives is based on self-knowledge and self-assessment (Field &
Hoffman, 1994).

The powers important for personal self-determined behaviour include the
capacities for choice, problem solving, self-defence, internal locus of control,
self-awareness and self-knowledge (Wehmeyer, Agran, & Hughes, 1998).

In this aspect the studies of Deci E. and Ryan R. (Deci & Ryan, 1985; Ryan
& Deci, 2000) are considered to be classic. These works belong to the positive
psychology aimed at drawing of psychological scientific attention not to the
correction of negative effects but to the creation of personal positive
components (Seligman & Csikszentmihalyi, 2000).

The theory of self-determination and personal autonomy (Ryan & Deci,
2000) is aimed at identifying of the factors that stimulate inherent human
potential, which shapes the growth, integration and health, and at researching of
process and conditions supporting healthy development and effective
functioning of persons, groups and communities. Deci mentioned (Deci & Ryan,
1985), that self-determination is not only the power, but also a need. He defined
it as the main inherent tendency leading an organism into involvement in the
behaviour of interest, which usually has some advantages for development of
abilities to carry out flexible interaction with the social environment.

Using the ‘internalization’ term to describe the process by which personal
behaviour becomes relatively autonomous, the self-determination theory
identifies three psychological needs, critical for internalization and supporting of
optimal development of motivation and personal well-being:

e autonomy reflects the urge to be a causal agent and a provider of own

acts;

e competence involves the need to have a feeling of personal capability

to achieve the desired results; it is conceptually similar to self-efficacy
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e in the social cognitive theory (Bandura, 1997);

o relatedness reflects the need to feel closer and be understandable to

significant others.

The least autonomous form of regulated behaviour is an external form; it
reflects behaviour performed because of an external demand or a possible
reward or avoiding of certain negative circumstances (Ryan & Connell, 1989).

At the same time, autonomous self-regulation is particularly important for
health protecting behaviour, because at this case a person more autonomously
regulates own efforts, persistence, stability, etc. (Deci & Ryan, 1985).

Over the past 10-15 years, we can see the growth of researches based on
the self-determination theory in the context of healthy lifestyles, including
healthy environment and behaviour. The results of such studies demonstrate the
role of autonomous self-regulation and support of the needs in various aspects of
mental and physical health. An integrated approach to the study of healthy
behaviour focuses on the role of a social context in optimal motivation
maintaining or disrupting (Ryan et al., 2008).

Thus, the leading role, as it was mentioned, is in advancement to improve
the quality of life of persons with disabilities belongs to persons’ psychological
resources and their own attitudes to their disabilities. Therefore, our research is
focused on the determination of these peculiarities and factors.

The object of the research is the psychological foundations of self-
determination of students with disabilities during vocational formation.

The aim of the research: to reveal the psychological characteristics of
students with disabilities and to identify the factors of self-determination of their
personal development.

Participants of the research:

The study involved 116 students with disabilities who are enrolled in
various specializations and 83 typical (without disabilities) students of the Open
International University of Human Development ‘Ukraine’ (Kyiv, Ukraine). The
respondents’ age was from 18 to 22 years old. The psychological research of
personal qualities of the students allowed us to collect the considerable
empirical material, the analysis of which has led us to conclusions regarding
personalities of this category of people, their adaptation to life, behavioural
styles in everyday situations, orientations for the future.

Methods of the research.

The following methods were used at the study:

Mini Mult Questionnaire (MMPI shortened version), adapted by Berezin
and Miroshnikov (bepesusn et al., 1994);

Crumbaugh and Maholick’s Purpose in Life Test, adapted by Leontiev
(JIeontnen, 1992);

Ryff's Scales of Psychological Well-being, adapted by Shevelenkova,
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Fesenko (Ryff, 1995);

Hardiness Survey of Maddi, adapted by Leontiev and Rasskazova,
designed to determine personal ability and willingness to act actively and
flexibly in situations of stress and difficulties (Leontev & Rasskazova, 2006);

Self-Determination Test of Osin for estimation of person’s subjective
experience how he/she determines his/her life course and how his/her life meets
his/her desires (Osin & Leontev, 2008).

Results and Discussion

At first, let us examine the psychological characteristics of students with
disabilities, their types of attitude to the disease and characteristics of social and
psychological adaptation.

Table 1 presents the results of our study of personal psychological
characteristics of the students with disabilities.

Table 1 Personal psychological characteristics of the students with disabilities
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X 51,9 48,2 52,6 48,3 49,8 49,8 52,9 49,3
Md 52 46 51 49 50 51 52 51
Mo 48 46 55 49 50 51 49 40
Sx 7,77 9,2 10,4 10,7 11,5 10,9 9,5 11,4

Note: X — mean; Md — median; Mo — mode; Sx — standard deviation

The high scores on all scales means that they excess 70 points, the low
results are if they are below 40. All parameters are within the statistical norm at
average values, based on the obtained values of central tendency. A more
detailed frequency analysis presents that there are high parameters for the
following basic scales: hypochondria (Hs), i.e. the disposition to the asthenic-
neurotic personality type is in 2.1 % of the respondents; prone to hysteria (Hy),
1.e. neurological protective reactions of the conversion type, is shown by 8.8 %
of the respondents, it is the category of people that use their symptoms of
physical illness as a way of avoiding responsibility; predisposition to
psychopathy (Pd), manifested in social exclusion, aggression, conflicts,
disrespect of social norms and values, is shown by 2.1 % of the subjects;
paranoia (Ra) is typical for 5.4 % of the respondents; psychasthenia (Pt), which
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is characteristic for people with the anxiety-distrustful personality type, is shown
by 2.7 % of respondents; schizoid personality (Se) is typical for 5.5 % of the
surveyed students; hypotonia (Ma) is shown by 2.1 %. Distribution of these
parameters is shown in Figure 1.

Se
5,5%

Pt
2,7%

Pa

Figure 1 Distribution of the individual psychological characteristics of students with
disabilities

Thus, the obtained data show that the individual psychological
characteristics of students with disabilities lay within the statistical norm and are
usual peculiarities characteristic for any other person.

So, disabilities can act and are actually acting in some cases as a
constructive resource for constructing a special self-regulation system. That is
the limited opportunities of health or injury are transformed into a personal
resource.

Importance of scientific researches carried out with the participation of
people with disabilities is based on the opportunity to analyze from the
standpoint of the modern psychology how their self-regulation and self-
determination system is organized, which their reserves and powers help to
transform their limitations into an advantage, minus to plus and to examine
possible ways to provide assistance both for people with disabilities and for
those who are considered to be ‘healthy’, ‘normal’, to optimize their self-
realization in their personal sphere and professional work.

Usually, a person does not feel directly the deficiencies of his/her
development; he/she perceives only difficulties because of such conditions.
Adler (Amgmep, 1995) noted, that organic, congenital causes do not act by
themselves, not directly, but indirectly, through lowering of a personal social
position.

Overall, the success of personal self-realization and psychological well-
being of all people, including those having medical conditions and disabilities, is
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determined by the existence of personal desire for self-development and
disclosure of own potential, assessment of their own personal resources as
sufficient for success and holistic perception of life’s journey, including
available realistic life goals.

In the context of our study, self-determination of professional development
of people with disabilities creates conditions for achievement of high
performance and thereby improvement of their psychological well-being.
Personal psychological well-being, which is an integral self-estimation of own
self-efficacy under certain developmental conditions, becomes, therefore, the
main concept of the self-development of a personality, because it allows a
person to coordinate available resources (skills, personality traits, unrevealed
powers, inclinations) for own life organization, in general, and goal achieving,
in particular.

Based on the integration of the various theories related to well-being, Ryff
(1998) proposed a generalized model of psychological well-being, which
includes six components: a positive attitude to oneself and own past life (self-
acceptance); availability goals and interests that give life meanings (purpose of
life); ability to meet the requirements of daily life (environmental mastery);
feeling of continuous development and self-realization (personal growth);
relationships with others, imbued with care and confidence (positive
relationships with others); ability to comply with own beliefs (autonomy)
(Ryff & Singer, 1998).

Psychological well-being can be defined as an integral indicator of the
personal orientation onto implementation of the main components of positive
functioning as well as a degree of the fulfilment of this orientation, which is
perceived by people as a sense of satisfaction with themselves and their lives.

The study of personal psychological well-being components is also
interesting because psychological well-being is understood not only as personal
mental and physical health but also as self-realization, fulfilment of own
potential and powers, including professional identification throughout all career.

The results of the students with disabilities and their comparison with
typical students (on Ryff’s scale of psychological well-being) are shown in
Figure 2.
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Figure 2 Comparison of psychological well-being of the students with disabilities and
typical students

Note: the first column — students with disabilities; the second column — typical students

A characteristic feature of the obtained results is that they are almost
indistinguishable for these two groups of students.

All components of psychological well-being have above average levels for
the majority of the respondents. The above average results on the “positive
relationships with others” scale are shown by 61 % of the studied students; on
the “autonomy” scale they are indicated by 48 %; on the “environmental
mastery” scale it 1s done by 51 %; on the “personal growth” scale it is done by
62 %; on the “purpose in life” scale it is done by 59 %; on the 